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ABSTRACT

Having a vital role in organizing conversational interaction,
discourse markers (DMs) are considered to be a significant part of
communicative competence. Combining insights from corpus
linguistics, second language acquisition research and Relevance
Theory, this study is an attempt to explore how non-native speakers
of English (NNS) use the DMs in their spoken language. Following
the framework of Contrastive Interlanguage Analysis (CIA), this
study is based on two specific corpora: Turkish sub-corpus of The
Louvain International Database of Spoken English Interlanguage
(LINDSEI-TR) for NNS speech and The Louvain Corpus of Native
English Conversation (LOCNEC) for native speech. The
occurrences of DMs in both corpora were determined using
inferential and descriptive statistics. The findings of the study are
discussed in connection with implications for language practitioners
and syllabus designers in the field of language teaching.
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Introduction

Discourse markers are crucial interactional manoeuvres to organize and structure
communication on various levels. As a linguistic category, the term, discourse marker,
broadly refers to a syntactically heterogeneous group of expressions that possess
distinctive pragmatic and semantic functions in discourse (Blakemore, 2004). Depending
on the fact that studying discourse markers is at the interjection of syntax, pragmatics and
semantics, it is admittedly a difficult task to create definitive lists of DMs in a language, -
even little agreement has been reached on its terminology. Various researchers examined
the concept under various labels such as “discourse particles” (Aijmer & Stenstrom, 2002),
“pragmatic markers” (Aijmer, 2004; Downing, 2006; Wei, 2011), “discourse connectives”
(Blakemore, 1992), among them “discourse markers” (Bu, 2013; Buysse, 2012; Fraser,
2006; Gilquin, 2016; Midller, 2005; Polat, 2011; Romero-Trillo, 2002) being the most
widely used term in the literature.

Though its terminology and definition are still open to debate (Huang, 2019),
discourse markers, as one of the distinct characteristics of spoken English, have informed a
quantity of studies from a variety of perspectives ranging from descriptive-functional
approaches (Buysse, 2012; Fraser, 2006), taxonomic discussions (Wang & Zhu, 2005;
Yong, Jingli, & Zhou, 2010) to investigation of gender differences (Erman, 2001). One
common conclusion reached by these studies is that discourse markers add greatly to the
communication altering pragmatic meaning of utterances; thus, are a central part of
pragmatic competence of language users facilitating the complex task of speech production
and interaction (Andersen, 2011; Muller, 2005). Most of the studies in the relevant
literature, however, have primarily focused on the language produced by native speakers
(NS) of English, leaving the area of discourse markers used by non-native speakers (NNS)
largely unexplored (Fung & Carter, 2007).

Underlining the importance of discourse markers by NNSs, Aijmer (2002) states
that misuse or underuse of discourse markers in non-native speech may cause
misunderstanding, which could impair the whole communication. In the same vein,
Hellermann and Vergun (2007) note that lack of discourse markers in a speech “mark a
speaker as disfluent in the target language in subtle ways”, which obliquely put the speaker
at the risk of “being marked as separate from the target speech community, which may
then inhibit their chances for continued meaningful interaction in that speech community”
(p. 161). Terraschke (2007) puts it differently by stating that discourse markers are
necessary “to create an informal and friendly conversational atmosphere and to relate
[non-native speakers] better to their native interlocutors and ultimately to fit better with
their native peers” (p.158).

Drawing from the literature sketched out above demonstrating the significance of
discourse markers in native and non-native speech and implying the need for further
exploration of the topic, this study investigates the use of discourse markers by Turkish
learners of English in comparison with that of native speakers of English. From a
Relevance Theoretic perspective and combining insights from corpus linguistics and SLA
research, this study aims to contribute to growing amount of research into learner speech

© 2021 Journal of Language Education and Research, 7(1), 1-16.
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with a special focus on Turkish learners’ spoken interlanguage, which makes it one of the
first attempts in its scope.

Literature Review

Theoretical Framework: Relevance Theory and Discourse Markers

The framework of Relevance Theory developed by Sperber and Wilson (1986,
1995) has underpinned much of the analytical work on discourse markers as it provides a
comprehensive pragmatic model for their analysis.

Building upon Grice’s idea that communication is more than a process of
codification and decodification of utterances as speakers make use of maxims in
conversation involving an inference labor, Relevance Theory is a pragmatic approach to
language based on cognitive principles. It postulates that the impact of new information is
worked out by the receiver of the communicative act against the background of extant
assumptions. In a cognitive environment shared by all members of a speech community,
the hearer is supposed to choose a context for an utterance in order to make the correct
inferences about the speakers’ meaning. Choice of the context is constrained by the
principle of “optimal relevance” which refers to assumption that every act of
communication is optimally relevant if it is worth the audience’s effort to process it
(Blakemore, 2004; Sperber & Wilson, 1995). In other words, an utterance is relevant
enough if it achieves adequate cognitive effects. Less cognitive effort means greater
relevance (Urgelles-Coll, 2010). Accordingly, relevancy of the information in an utterance
could be realized in three ways. First, new information can combine with existing
assumptions to provide a contextual implication. Second, existing assumptions of the
hearer can be strengthened by the new information. Third, new information can introduce a
conflict to an existing assumption (Blakemore, 2002).

Within the framework of Relevance Theory, discourse markers are defined as
“expressions that constrain the interpretation of the utterances that contain them by virtue
of the inferential connections they express” (Blakemore, 1987 in Huang, 2011). Discourse
markers are considered to be the signals used by the speaker to guide the hearer’s
interpretative process. As they have procedural meaning “encoding a constraint on
pragmatic inferences” (Blakemore, 2002, p. 4), discourse markers function to narrow down
the number of potential interpretations through the specification of certain properties of the
context. More specifically, discourse markers constrain the relevant context for the
utterance by reinforcing some inferences or relegating some other potential ones. Thus,
they help process the information.

Three main characteristics attributed to discourse markers from a relevance-
theoretic perspective are non-truth conditionality, optionality and connectivity which guide
the analysis and interpretation process of the present study as well (Blakemore, 2004;
Huang, 2011). Non-truth conditionality refers to the idea that discourse markers do not
generally influence the truth-conditions of the proposition articulated by an utterance
(Blakemore, 2002). This property of discourse markers differentiates them from the
content words encompassing, for instance, manner adverbial uses of words (e.g., sadly).

© 2021 JLERE, Journal of Language Education and Research, 7(1), 1-16.
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The second characteristics of discourse markers is that they are syntactically optional,
which means that the presence or absence of discourse markers does not affect the
syntactic structure of the sentence. However, it should be noted that optionality does not
reduce discourse markers to an unnecessary status. While in the absence of a discourse
marker, the relationship it marks is still available to the hearer, it is no longer explicitly
cued or reinforced as intended by the speaker. Turning to the “optimal relevance” principle
in relevance theory, inexplicitly signaled relation would increase the cognitive effort for
the processing, which will reduce the relevancy of the utterance though it is grammatically
correct. The last property of discourse markers is the connectivity, which states that
discourse markers link the utterance to the context; thus, they facilitate process of
interpretation and interaction in the discourse (Fung & Carter, 2007).

Overall, the most important contribution of Relevance Theory to the study of
discourse markers is the semantic-pragmatic characterization of these units, referring them
as significant aids for communication through facilitating inferences (Muller, 2005). It is
obvious that discourse markers have a pivotal role to play in communication, which leads
to the assumption that they are significant constituents of interaction that cannot be glossed
over by non-native speakers as well. Following section elaborates on discourse markers in
non-native language use.

Discourse markers and non-native speakers

As aforementioned, a considerable amount of previous research has concentrated
on the use of discourse markers in NS language (Aijmer, 2002; Biber, Johansson, Leech,
Conrad, & Finegan, 2007; Fraser, 1999; Jucker, 1993). Recent years, however, have
witnessed a shift of interest from NS language to comparative uses of discourse markers
by NS and NNS speakers. To Gilquin (2016), compilation of interlanguage corpora is the
main drive behind the growing number of research investigating DMs by language
learners. It is because recent developments within the field of learner corpus research have
enabled researchers to extract and analyze DMs in spoken interlanguage effectively.

Using corpus tools and techniques, a number of researchers conducted studies
investigating frequency and functions of DM in learner English. Studies vary in
accordance with the L1 backgrounds as well as their scope regarding the range of DMs
included. The L1 backgrounds investigated so far are Spanish (Romero-Trillo, 2002),
German (Mdller, 2005), Chinese (Fung & Carter, 2007; Huang, 2013; Zhao, 2013),
Swedish (Aas, 2011; Aijmer, 2011), French (Gilquin, 2008), Japanese (Shimada, 2014)
and Turkish (Asik & Cephe, 2013; Sahin Kizil & Kilimci, 2014).

As for the scope, the studies conducted thus far focused on various linguistic units
in learner English as DMs. Being one of the earliest examples of research on discourse
markers in NNS language, Romero-Trillo (2002) analyzed the use of listen, well and you
know in spoken interlanguage of Spanish speakers of English by comparing them with the
use in NS speech. The focus of Miller (2005) was so, well, you know and like. Working on
a relatively comprehensive list of DMs, Fung and Carter (2007) studied the appearance of
and, but, because, okay, so, yeah, really, say, sort of, | see, you see, well, right, actually,
cos, you know in the speech of Chinese EFL learners. Apart from this list, major discourse

© 2021 Journal of Language Education and Research, 7(1), 1-16.
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markers reported in the studies targeting Chinese learners of English are like, oh, well, you
know, | mean, you see, | think and now (Huang, 2013; Huang, 2019). Also investigating
the same DMs as in the other studies, Shimada (2014) researched the use some DMs that
are not frequently studied in the literature including basically, right, alright, actually, then
etc. for the Japanese learners. The DMs studied on the side of the Turkish EFL learners are
a list of 59 linguistic units including yeah, I mean, you know, well etc (Asik & Cephe,
2013).

The conclusion reached by most of these studies is a complex picture of overuse,
underuse and misuse of discourse markers by learners, which justifies the need for further
investigation of the topic. Findings of the study by Fung and Carter (2007), for example,
suggest that discourse markers such as so, you know and like are used by NNSs less than
by NSs. Similarly, Huang (2019) reports the underuse of well as a DM by Chinese EFL
learners. This is in contradiction with Muller (2005) who reported that German EFL
learners underused all the DMs under investigation with the exception of well. Well is also
overused by Swedish EFL learners and French EFL learners (Aijmer, 2011; Gilquin,
2008). Apart from well, findings regarding the overuse of DMs by learners are published
by House (2009) for you know, by Polat (2011) for well and you know and by Buysse
(2012) for so as a DM. In addition to this pattern regarding frequent and infrequent use,
extant literature also remarks on the misuse of certain DMs by EFL learners (Granger,
2015; Romero-Trillo, 2002). Qualitatively analyzing the learner speech, Aijmer (2011)
demonstrates that Swedish learners use some DMs inappropriately neglecting their
primary functions. Similarly, Yong et al., (2010) found that Chinese EFL learners use
certain DMs out of their functions.

To explain the reasons behind this idiosyncratic pattern of DMs in learner speech,
what is generally referred is the lack of explicit instruction of DMs in language classes and
limited exposure to DMs out of language classes. The first one, lack of explicit instruction
is worded by Mukherjee and Rohrbach (2006) as “ discourse markers are notoriously
underrepresented even in modern materials” (p.216). Although spoken input is used in
many language teaching contexts, it generally contains inauthentic speech or scripted talk
(e.g. broadcast news), which makes the input poor in the typical spoken features such as
hesitation markers and DMs (Gilquin, 2016). If EFL learners are not taught DMs explicitly
through pedagogical materials, the only way they can learn these markers is the exposure
to DMs out of classroom. However, this is not likely as many EFL learners have contact
with English only in the classroom. When the fact that most of the EFL teachers are non-
native is considered, learners’ exposure to naturally occurring DMs in speech gets more
complicated as their speech may “exhibit the common interlanguage feature of not
including many discourse markers” (Gilquin, 2016 p.216). Even if non-native teachers use
DMs, they generally use relational ones (e.g. alright, now, okay) to manage the
pedagogical activities (Hellermann & Vergun, 2007).

Taken together, the literature on the use of DMs by EFL learners has shown that
DM s as a significant part of communication is worth further investigation. Although there
are some emerging patterns and connected causes regarding the use of DMs by EFL
learners, data from different learner populations doubtlessly adds to current knowledge and

© 2021 JLERE, Journal of Language Education and Research, 7(1), 1-16.
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deepens our understanding regarding the topic. This accumulation of knowledge, in turn,
has the potential to contribute to finding pedagogical solutions in terms of making EFL
learners better communicators. With this purpose in mind, this study focuses on Turkish
EFL learners and investigates the use of three DMs (you know, | mean, I think,) in their
spoken interlanguage. Following section presents the methodology of the study.

Methodology

In all phases of this study, Research and Publication Ethics are complied with. The
methodology followed in this study is Granger's (2009) Contrastive Interlanguage Analysis
(CIA), a corpus-based approach that employs two types of comparisons: “between native
language and learner language (L1 vs L2) and between different varieties of interlanguage
(L2 vs L2)” (p.18). This study made use of both types by comparing the data from
LINDSEI-TR for NNS speech and LOCNEC for NS speech. Also included is the
comparison of DMs in the interlanguage of learners from different L1 backgrounds (see
Fig. 2), which represents the second type of comparison in CIA.

The data for this study comes from two comparable corpora as displayed in Table 1:
Louvain International Database of Spoken English Interlanguage (LINDSEI) for learner
speech and The Louvain Corpus of Native English Conversation (LOCNEC) for native
speech.

Table 1. Corpora under investigation

Corpora Participants Size
Learner LINDSEI-TR (B Turns) 50 Turkish University Students 54,419
Reference LOCNEC (B Turns) 50 Native University Students 118.553

LINDSEI is a spoken corpus consisting of interviews by university undergraduates
from different L1 backgrounds. To find out the use of DMs by Turkish learners of English,
LINDSEI-TR —the sub-corpus of LINDSEI- which contains 50 interviews by Turkish
learners considered to be advanced learners of English based on external criteria was
employed. Each interview in LINDSEI-TR has an average length of 12 minutes, and
followed the same pattern made up of three tasks on a set topic, free discussion and picture
description. In transcribing the spoken data, a set of guidelines provided by LINDSEI team
were employed. For a fuller description of LINDSEI-TR with more details on sampling,
representativeness, see Kilimci (2014). The instances of DMs in native speech were taken
from LOCNEC which is a comparable corpus of LINDSEI as the same design criteria and
transcription guidelines we observed for its compilation. In line with the focus of this
study, only B turns representing learners’ turns in the interviews in both corpora were
taken into consideration for analysis.

Three discourse markers were selected to analyze for both practical and theoretical
reasons: You know, I mean and well. In practical terms, these three linguistic items that
occurred in sufficient numbers in both corpora as tested by a preliminary frequency search
are considered to serve for meaningful quantitative analysis. Additionally, these markers

© 2021 Journal of Language Education and Research, 7(1), 1-16.
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are among the most widely studied items in previous research both in NS and NNS
language, thus providing a fruitful comparative base for uncovering idiosyncratic
properties of said DMs in various L1 groups. By comparing the findings of this study to
these published analyses, the study will further enrich the relevant literature. In theoretical
terms, these three markers might potentially have a number of functions performing in a
speech and analysing them within a relevance theoretic framework could provide a
plausible explanation for a wide range of occurrences. That is, all examples of these
markers could be handled with one unique explanation through relevance theory (Jucker,
1993).

Data Analysis

To analyse the frequency of the selected DMs in both NS and NNS corpora,
WordSmith Tools 5.0, a standard corpus investigation software (Scott, 2010), was
employed. The Concord Tool in WordSmith 5 was also used to differentiate phrases under
investigation used as DMs from phrases used to fill in some grammatical functions. In
deciding whether the linguistic items are DMs or not, the characteristics provided in
Relevance Theory which are explained in section 2.1. were referred. An example of
different uses of the same phrase is given below:

Using well as a DM:

(1) <B> travelling most of the time well .. it’d be difficult to like come to the socials
at night <\B> (LOCNEC, nt="A" nr="E002")

(2) <B> (eh) well I don't know I guess it how it works </B> (LINDSEI-TR nt="TR"
nr="TR040")

Using well as a non-DM:

(3) <B> ... and | applied to a few others like .. and erm .. | applied to: .. Bangor as
well . in Wales <\B> (LOCNEC, nt="A" nr="E002")

(4) <B> ... in my opinion he is well educated and he . he she taught (eh) us (eh)
making .. (eh) (eh) especially while preparing some material (eh) what (eh) can we focus
on ... </B> (LINDSEI-TR nt="TR" nr="TR028").

As shown in (1) and (2), the word well carries the properties of a DM from a
relevance-theoretic perspective as a) it does not add to the truth-condition of the
proposition, b) omitting it from the utterance does not change the syntactic pattern of the
utterance and c) it connects the former utterance to the following one especially in (1). In
the utterances (3) and (4), on the contrary, well is used as a content word. Therefore, its
omission from the utterance will affect the expression syntactically, and its presence is
necessary for the truth condition of the utterance as it helps to hold a positive ground on
the part of the speaker.

Both corpora were manually examined to distinguish DM use of the selected items
from their non-DM use. This step was followed by the calculation of the frequency of well,
you know, and | mean as DMs in both corpora. After identifying the frequency, the raw
frequency of each DM was standardized as a frequency per 10,000 words. This procedure
results in normalized frequencies (NF) which is considered to be necessary when two

© 2021 JLERE, Journal of Language Education and Research, 7(1), 1-16.
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corpora that are of not equal size are compared (Biber et al., 2007). To find out if a certain
difference of frequency between NS and NNS speech is statistically significant or not, the
chi-square test that determines the level of certainty in the observed difference being either
statistically marked or a merely product of chance (McEnery, Xiao, & Tono, 2006) was
employed.

These quantitative analyses were followed by qualitative observations about discourse
functions of the selected DMs based on the relevant literature. These observations could
provide crucial details on the functions of DMs in actual learner speech.

Results

Frequency and Statistical Analysis

To investigate the use of discourse markers in both NS and NNS speech, well, you
know, and | mean as DMs were compared in terms of frequency in each corpora. Table 2
displays the type/token ratio, raw frequencies, log likelihood and chi-square values of each
selected DM in both corpora.

Table 2. Comparison of the use of DMs in Turkish EFL learners’ speech (LINDSEI-TR) and
Native Speakers of English speech (LOCNEC)

Discourse Markers LINDSEI-TR LOCNEC Log Likelihood Chi-Square
Value

Well as a DM 19 560 -299.84 212.631***

You Know as a DM 120 632 -92.15 81.296***

| mean as a DM 28 444 -187.73 141.863***

Type/Token Ratio 5,40 4.73

*p<.001

An overall look at Table 2 clearly demonstrates that compared with NSs, Turkish
EFL learners underuse DMs in their speech. The most striking difference between two
corpora is observed in the use of well, which is reported to be one of the commonest DMs
in American and British conversation (Biber et al., 2007). While NSs use well as a DM
560 times, it appears only 19 times in Turkish learners’ speech. One point to be clarified
here is that the overall frequency of well in LINDSEI-TR was found to be 45 in the raw
data. However, the manual analysis of the corpus to distinguish between well as a DM use
and non-DM use reduced the frequency to 19. That corresponds to the fact that Turkish
learners have the word well in their repository of vocabulary; however, they are not aware
of its use as a DM.

As stated above, the corpora under investigation is of different size, which requires
to calculate the normalized frequencies for each DM. Normalizing the frequencies makes
the findings comparable with the other results provided in the relevant literature (O’Keeffe
& Farr, 2003). The frequencies in this study have been normalized to tokens per 10.000
word. Figure 1 shows the results.

© 2021 Journal of Language Education and Research, 7(1), 1-16.
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Figure 1. Normalized frequencies of selected DMs across NS and NNS speech.

From the normalized frequencies, it is self-evident that you know is the most
frequent DM followed by well and | mean in native speakers’ speech. This finding slightly
contradicts with the results by Aijmer (2011) who employed the same comparable corpus
(i.e. LOCNEC) to investigate the use of well in NNS speech. In her research, Aijmer
(2011) reports the frequency of well as 54,4 per 10.000 word, concluding that well is the
most frequent marker in LOCNEC followed by you know and | mean respectively.
However, it has not been specified in Aijmer (2011) whether the uses of well as a DM and
as a non-DM have been differentiated or not. As the present study distinguishes between
the DM and non-DM uses of well using the framework provided by Relevance Theory, the
frequency of well as a purely DM has been found to be different from the previous
research, ranking it after you know.

The native speaker corpus has been used as a norm for interpreting the
overuse/underuse phenomena on the part of NNSs. Figure 1, when interpreted in
combination with the chi-square values in Table 2, explicitly shows that all the DMs of the
focus of this study are underused by Turkish learners of English, and the difference
between NS and Turkish learners in terms of the use of all DMs are statistically significant
(i.e. well=212.631, p<.001; you know=81.296 p<.001; | mean=141.863 p<.001).

The pattern of overuse/underuse of well, you know and | mean has also been shown
in the speech of learners of English from different L1 background: for Swedish learners’
use of I mean and you know in Aas (2011); Swedish learners’ use of well in Aijmer (2011)
LINDSEI-SW; for French learners’ use of well, I mean and you know in Gilquin (2008)
LINDSEI-FR and for Japanese learners of English by Shimada® (2014)1 LINDSEI-JP. An
inclusive look at all these studies is considered to provide interesting insights on DMs in
NNS speech. Figure 2 illustrates the normal frequencies of well, you know and | mean in
aforementioned learner groups.

1" All these cited studies used the relevant components of LINDSEI and LOCNEC, which makes it applicable
to discuss their findings in comparison with the findings of the present study.

© 2021 JLERE, Journal of Language Education and Research, 7(1), 1-16.
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Figure 2. Frequency of well, you know, and | mean per 10,000 words in other sub-corpora of
LINDSEI

As is seen in Figure 2, Turkish learners is the group that uses well the least in their
conversational English. For the use of you know as a DM, Figure 2 shows that Turkish
learners perform a similar tendency with the other learner groups, which could make a
base for considering underuse of you know in conversation as a property of non-native
speech.

Functional Analysis

Functions of DMs have been analyzed from many perspectives in previous research
(see Miiller, 2005 for a comprehensive overview); however, there is little agreement on the
theoretical orientation or the type of categories explaining the multifunctional uses of DMs
(Aijmer, 2011). This study dwells on the Relevance Theory for the analysis of the
functions of DMs as it is believed to provide a general framework of communication based
on cognitive principles covering all the functions through a combined explanation (Jucker,
1993).

For lack of space, the functional analysis of the DMs in this study is confined to
you know, which is found to be the most frequent DM in Turkish learner speech. From a
Relevance-Theoretic perspective, you know is categorized as an “addressee-centered
presentation marker which relates the information to the presumed knowledge state of the
addressee” (Jucker & Smith, 1998 p.174). Figure 3 presents the specific functions you
know and their distribution in both NS and NNS corpora.

© 2021 Journal of Language Education and Research, 7(1), 1-16.
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Marking information for contradicting claims Marking information for contradicting claims

Figure 3. Functional categories of you know and their distribution across corpora

As seen in Figure 3, there is a similar pattern of distribution regarding the functions
of you know in both corpora. Accordingly, using you know to mark the information that
contradicts earlier claims by the addressee is the least frequent function used by both NSs
and NNSs. One explanation for this occurrence could be related to the data collection
method used in both corpora as the interviews “were not produced for real communicative
purposes, but for classroom (corpus collection) purposes” (Gilquin & De Cock, 2011
p.157).

A similar distributional pattern between NNS and NS speech has been observed in
the functional category of you know marking common ground information. This function
of you know has been reported in previous research as well (Bu, 2013; House, 2009;
Huang, 2011; Miller, 2005). An example of this assumed common ground is seen in (5)
and (6).

(5) <B> and also the most depressing because everyone dies in the[i:] end so |
thought oh this is gonna be fun <X> you know what | mean . so we went into Manchester
from college <\B> (LOCNEC, nt="A" nr="E010").

(6) <B> (eh) generally (mm) this year | can't very much because we have a big exam
you know for teacher </B> (LINDSEI, nt="TR" nr="TR018").

Finally, you know functioning as a DM to introduce explicit information occupies the
largest place in both native speaker and Turkish learners’ speech as exemplified in (7) and
(8) respectively.

<B> .... | expected like you know . a big building with a great big sign saying
Nuffield Theatre <\B> (LOCNEC, nt="A" nr="E010").

© 2021 JLERE, Journal of Language Education and Research, 7(1), 1-16.
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<B> ... university its it's not just like a high school it's of course we learned English
we learned how to teach English but (em) . it's not an army school you know it's (eh) it's
like we came here (eh) and then we should leave here in different person but in positive
way </B> (LINDSEI, nt="TR" nr="TR018"). This finding is in line with the results by
Hellermann and Vergun (2007) who found that you know is frequently used to mark more
specific information being introduced into the conversation.

To summarize, findings show that Turkish learners rarely employ DMs in their
speech while native speakers use them quite frequently. This underuse of DMs by Turkish
learners leads them to sound non-native and to be less assertive in their communication,
which in turn affect the hearer-speaker interaction (House, 2009). Comparison with the
other learner groups imply that well and | mean show a specific use idiosyncratic to
Turkish learners in terms of frequency whereas frequency of you know as a DM by Turkish
learners forms the only common basis with other non-native speakers of English.
Functional analysis which is confined to you know being the most frequent DM in Turkish
learners’ speech reveal that they use it appropriately in most instances with a similar
distributional pattern to the native speakers’ use.

Discussion

Based on the quantitative analysis of the data reflecting spoken English of NNSs
and NSs, findings of this study have led to several claims regarding the use of DMs by
EFL learners. First, findings have shown that well is not primarily used as a DM in the
NNS speech, which is in line with the previous research (Huang, 2011). In other words,
Turkish EFL learners have well in their repertoire, yet they are not aware of its function as
a DM. L1 effect and instructional properties of the target setting are the two commonly
referred factors in the literature to account for the underuse of DMs. Regarding the case of
well as observed in this study, L1 effect does not seem to be a valid account. In most of the
studies on discourse markers in Turkish, the particle sey is considered to be
correspondence of well in English, and sey is reported to be among the most frequent DMs
in Turkish (Yilmaz, 2004). Therefore, it would be unreasonable to refer to L1 effect to
account for the underuse of well by Turkish learners. One explanation for this occurrence,
then, could be the underrepresentation of well as a DM in instructional materials in EFL
instructional setting for Turkish learners. This explanation related to properties of
instructional setting could also be applicable for the underuse of I mean (its Turkish
correspondence is considered to be “yani”, another commonest DM in Turkish language
(Y1lmaz, 2004) by Turkish learners compared with other learner groups. While Turkish
learners very frequently employ “yani” in their conversation, they are seemingly not aware
of its English correspondence as a DM. Second, underuse of well as a DM could also give
interesting hints about the English proficiency level in LINDESI-TR. Previous research
reported positive correlation of the use of well as a DM with the proficiency level of the
learners (Fung & Carter, 2007; Huang, 2019). In other words, it is stated that the more
proficient the learner is, the more frequent the DMs are in their speech. In LINDSEI-TR,
the learners providing information to the corpus are considered to be “advanced” learners
based on the external criteria (i.e. their being third and fourth graders at university).

© 2021 Journal of Language Education and Research, 7(1), 1-16.
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However, the fact that they are not able to use DMs in their speech hints that either their
attributed proficiency level should be re-considered for Turkish EFL context or pedagogic
intervention is necessary even in advanced level.

Additionally, the findings of this study obtained through the functional analysis of
Turkish EFL learners’ speech bear notable insights about properties of their English. The
underuse of you know, for example, by Turkish learners could be interpreted as a trait
signalling their being less assertive in target language. Being a highly frequent DM in
native speech, you know is found to function as a “shared knowledge indicator” pointing to
the speaker’s confidence in the existence of common information (House, 2009). Although
Turkish learners use you know to mark common ground information, -as shown by the
qualitative analysis- its being infrequent in the speech makes them sound non-native and
unassertive in English. Similarly, the underuse of DM | mean by Turkish learners
contributes to their foreign soundingness, suggesting that I mean is not conventionalized in
Turkish learners’ English to the extent in native speech.

Conclusion

Within the framework of CIA and combining insights from Relevance Theory and
learner corpus research, this study aimed to uncover the use of DMs (well, | mean, You
know) by Turkish EFL learners in comparison with that of native speakers. The findings
summarized above bear significant implications.

As it is quite obvious from the findings of this study that DMs are highly frequently
used in native speaker interaction, “especially well, you know and | mean, [t]hey should
also be used by learners (Aijmer, 2011). Therefore, as noted by Fung and Carter (2007),
Miiller, (2005) and Romero-Trillo, (2002) knowledge of DMs in terms of variety and their
functions in spoken English should be underlined in language teaching environment as
lack of or inappropriate use of DMs could make the utterances vague, incoherent and
misunderstood. DMs could be taught explicitly through integration of language activities
such as problem-solving, cross-language comparison (Fung & Carter, 2007) or through the
analysis of authentic materials including daily conversation of native speakers
(Hellermann & Vergun, 2007). Language instruction based on the principles of Data
Driven Learning could also make an efficient solution for teaching DMs by exemplifying
actual language use since previous studies have shown effectiveness of this method (Sahin
Kiz1l & Kilimei, 2017; Sahin Kizil & Savran, 2018; Vyatkina & Boulton, 2017). The
awareness about DMs could also be raised implicitly through the use of DMs by teachers
in classroom interaction (Hellermann & Vergun, 2007).

The findings of this study which is limited in scope suggest that there is more to
explore on the use of DMs by NNSs. Future research could focus on DMs other than the
ones analyzed here to have a full understating of DMs by NNSs. Additionally, comparing
learners at different acquisition stages would also yield interesting results about how DMs
are learnt. Finally, investigations of DMs in various communicative contexts by NNSs
other than structured interviews may provide further insights about contextual use of DMs.

© 2021 JLERE, Journal of Language Education and Research, 7(1), 1-16.

13



14 Aysel SAHIN KIZIL

References

Aas, H. L. (2011). Recurrent Word-Combinations in Spoken Learner English. [Unpublished
Master’s Thesis] University of Oslo.

Aijmer, K. (2002). English Discourse Particles: Evidence from a corpus. Amsterdam &
Philadelphia: John Benjamins Publishing Company.

Aijmer, K. (2004). Pragmatic Markers in Spoken Interlanguage. Nordic Journal of English Studies,
3(1), 173-190.

Aijmer, K. (2011). Well I'm not sure I think...The use of well by non-native speakers.
International Journal of Corpus Linguistics, 16(2), 231-254.

Aijmer, K., & Stenstrom, A.-B. (Eds.). (2002). Discourse patterns in spoken and written corpora.
Amsterdam & Philadelphia: John Benjamins Publishing Company.

Andersen, G. (2011). Corpus based pragmatics I: Qualitative studies. In W. Bublitz & N. R.
Norrick (Eds.), Foundations of Pragmatics (pp. 587-627). Berlin: Walter de Gruyter.

Asik, A., & Cephe, P. T. (2013). Discourse markers and spoken English: Nonnative use in the
Turkish EFL setting. English Language Teaching, 6(12), 144-155.

Biber, D., Johansson, S., Leech, G., Conrad, S., & Finegan, E. (2007). Longman Grammar of
Spoken and Written English. England: Pearson Education Limited.

Blakemore, D. (1992). Understanding Utterances: An introduction to pragmatics. Oxford:
Blackwell Publishing.

Blakemore, D. (2002). Relevance and linguistic meaning: The semantics and pragmatics of
discourse markers. New York: Cambridge University Press.

Blakemore, D. (2004). Discourse markers. In L. R. Horn & G. Ward (Eds.), The Handbook of
Pragmatics (pp. 221-240). Oxford: Blackwell Publishing.

Bu, J. (2013). A study of the acquisition of discourse markers by Chinese learners of English.
International Journal of English Studies, 13(1), 29-50.

Buysse, L. (2012). So as a multifunctional discourse marker in native and learner speech. Journal
of Pragmatics, 44(13), 1764-1782.

Downing, A. (2006). The English Pragmatic Marker surely and its Functional Counterparts in
Spanish. In K. Aijmer & A. M. S. Vandenbergen (Eds.), Pragmatic Markers in Contrast
(pp. 39-58). Oxford: Elsevier Inc.

Erman, B. (2001). Pragmatic markers revisited with a focus on you know in adult and adolescent
talk. Journal of Pragmatics, 33, 1337-1359.

Fraser, B. (1999). What are discourse markers ? Journal of Pragmatics, 31, 931-952.

Fraser, B. (2006). On the Universality of Discourse Markers. In K. Aijmer & A. M. S.
Vandenbergen (Eds.), Pragmatic Markers in Contrast (pp. 79-92). Oxford: Elsevier Inc.

Fung, L., & Carter, R. (2007). Discourse markers and spoken English: Native and learner use in
pedagogic settings. Applied Linguistics, 28(3), 410-439.

Gilquin, G. (2008). Hesitation markers among EFL learners: Pragmatic deficiency or difference?
In J. Romero-Trillo (Ed.), Pragmatics and Corpus Linguistics: A Mutualistic Entente (pp.
119-149). Berlin, Heidelberg & New York: Mouton de Gruyter.

Gilquin, G. (2016). Discourse markers in L2 English: From classroom to naturalistic input. In O.
Timofeeva, A.-C. Gardner, A. Honkapohja, & S. Chevalier (Eds.), New Approaches to

© 2021 Journal of Language Education and Research, 7(1), 1-16.



Discourse Markers in Learner Speech 15

English Linguistics: Building Bridges (pp. 213-249). Amsterdam/Philadelphia: John
Benjamins Publishing Company.

Gilquin, G., & De Cock, S. (2011). Errors and disfluencies in spoken corpora: Setting the scene.
International Journal of Corpus Linguistics, 16(2), 141-172. Discourse Markers in
Learner Speech

Granger, S. (2009). The contribution of learner corpora to second language acquisition and foreign
language teaching: A critical evaluation. In K. Aijmer (Ed.), Corpora and Language
Teaching (pp. 13-32). Amsterdam/Philadelphia: John Benjamins Publishing Company.

Granger, S. (2015). The contribution of learner corpora to reference and instructional materials
design. In G. Gilquin, S. Granger, & F. Meunier (Eds.), The Cambridge Handbook of
Learner Corpus Research (pp. 485-510).

Hellermann, J., & Vergun, A. (2007). Language which is not taught: The discourse marker use of
beginning adult learners of English. Journal of Pragmatics, 39(1), 157-179.

House, J. (2009). Subjectivity in English as Lingua Franca discourse: The case of you know.
Intercultural Pragmatics, 6(2), 171-193.

Huang, L. F. (2011). Discourse markers in spoken English: A corpus study of native speakers and
Chinese non-native speakers. The University of Brimingham.

Huang, L. F. (2013). Pedagogical implications of the corpus-based investigation of discourse
markers. Learner Corpus Studies in Asia and the World, 1, 227-254.

Huang, L. F. (2019). A Corpus-Based Exploration of the Discourse Marker Well in Spoken
Interlanguage. Language and Speech, 62(3), 570-593.

Jucker, A. H. (1993). The discourse marker well: A relevance-theoretical account. Journal of
Pragmatics, 19, 435-452.

Jucker, A. H., & Smith, S. W. (1998). And people just you know like wow’: Discourse markers as
negotiating strategies. In A. H. Jucker & Y. Ziv (Eds.), Discourse Markers: Description
and Theory (pp. 171-204). Amsterdam: John Benjamins.

Kilimci, A. (2014). LINDSEI-TR: A New Spoken Corpus of Advanced Learners of English.
International Journal of Social Science and Education, 4(2), 401-410. Retrieved from

McEnery, T., Xiao, R., & Tono, Y. (2006). Corpus-Based Language Studies An Advanced
Resource Book. London: Routledge.

Mukherjee, J., & Rohrbach, J.-M. (2006). Rethinking applied corpus linguistics from a language-
pedagogical perspective: New departures in learner corpus research. In B. Ketteman & G.
Marko (Eds.), Planning, Glueing and Painting Corpora: Inside the Applied Corpus
Linguist’s Workshop (pp. 205-232). Frankfurt: Peter Lang.

Miiller, S. (2005). Discourse markers in native and non-native English Discourse. Amsterdam &
Philadelphia: John Benjamins Publishing Company.

O’Keeffe, A., & Farr, F. (2003). Using language corpora in initial teacher education: Pedagogic
issues and practical applications. TESOL Quarterly, 37(3), 389-418.

Polat, B. (2011). Investigating acquisition of discourse markers through a developmental learner
corpus. Journal of Pragmatics, 43(15), 3745-3756.

Romero-Trillo, J. (2002). The pragmatic fossilization of discourse markers in non-native speakers
of English. Journal of Pragmatics, 34, 769-784.

Sahin Kizil, A., & Kilimci, A. (2014). Recurrent phrases in Turkish EFL learners’ spoken
interlanguage: A corpus-driven structural and functional analysis. Journal of Language and
Linguistic Studies, 10(1), 195-210.

© 2021 JLERE, Journal of Language Education and Research, 7(1), 1-16.



16 Aysel SAHIN KIZIL

Sahin Kizil, A., & Kilimci, A. (2017). Teaching Collocations through Web-Based Concordancing:
A Corpus Informed Quasi-Experimental Study. In D. Tafazoli & M. Romero (Eds.),
Multiculturalism and Technology-Enhanced Language Learning (pp. 142—-156) Hershey:
IGI Global.

Sahin Kizil, A., & Savran, Z. (2018). The integration of corpus into EFL speaking instruction: A
study of learner perceptions. International Online Journal of Education and Teaching,
5(2), 376-389. Aysel SAHIN KIZIL

Scott, M. (2010). WordSmith Tools Version 5.0. (Vol. 5). Liverpool: Lexical Analysis Software.

Shimada, K. (2014). Contrastive interlanguage analysis of discourse markers Used by non-native
and native English speakers. JALT Journal, 36(1), 47-68.

Sperber, D., & Wilson, D. (1995). Relevance: Communication and cognition. Oxford: Blackwell
Publishing.

Terraschke, A. (2007). Use of general extenders by German non-native speakers of English. IRAL,
45(2), 141-160.

Urgelles-Coll, M. (2010). The Syntax and Semantics of Discourse Markers. London & New York:
Continuum.

Vyatkina, N., & Boulton, A. (2017). Corpora in language learning and teaching. Language
Learning & Technology, 21(3), 1-8.

Wang, L. F., & Zhu, W. H. (2005). A corpus-based study of the use of discourse markers in
Chinese EFL learners’ spoken English. Foreign Language Research, 3, 40-48.

Wei, M. (2011). Investigating the oral proficiency of English learners in China: A comparative
study of the use of pragmatic markers. Journal of Pragmatics, 43(14), 3455-3472.

Yilmaz, E. (2004). A pragmatic analysis of Turkish discourse particles: Yani, iste and sey.
(Unpublished Doctoral Dissertation) Middle East Technical University.

Yong, W., Jingli, W., & Zhou, C. (2010). The Use of | think by Chinese EFL Learners: A Study
Revisited. Chinese Journal of Applied Linguistis, 33(1), 3-23.

Zhao, H. (2013). A study on the pragmatic fossilization of discourse markers among Chinese
English learners. Journal of Language Teaching and Research, 4(4), 707-714.

© 2021 Journal of Language Education and Research, 7(1), 1-16.



Journal of "
L’mymye Fducation and Research

7(1), 2021

Journal of Language Education and Research

Research Article

Using Edmodo as a Social Platform to teach EFL Writing for

Turan Paker ™

ARTICLE INFO
Received 30.12.2020
Revised form 19.02.2021
Accepted 02.03.2021

Doi: 10.31464/jlere.850794

Keywords:
Collaborative Writing
Social Constructivism
Edmodo

e-portfolio

Google Docs

Statement of Publication Ethics

Authors’ Contribution Rate

Conflict of Interest

Preparatory School Students

Nurgiil Dogan™

ABSTRACT

This study aimed to identify the perceptions of preparatory school
students studying in the School of Foreign Languages in a state
university towards using Edmodo to improve their writing skill in
English. The participants were 52 students who used Edmodo together
with Google Docs collaboratively and interactively for their nine
collaborative and individual writing tasks. Besides, the teacher has
uploaded some course materials onto Edmodo to support their learning
process. The students have studied various EFL writing tasks for one
semester through Edmodo. In order to collect the data, convergent
parallel design of mixed design was adopted. Quantitative and
qualitative data were collected and analysed separately, then they were
classified and interpreted together. The results revealed that the
participants highly favoured using Edmodo for their writing classes
and found it very useful and enjoyable, and they also pointed out that
using Edmodo interactively helped them develop their writing skill. In
addition, they highly appreciated the e-portfolio function of Edmodo
since it has provided easy access to their previous tasks and related
feedback.

The study has been conducted by following the publication ethics. We confirm
that the study does not need ethics committee approval according to the
research integrity rules in the country.

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

We do not have any conflict of interest.

* Prof. Dr., ORCID ID: https://orcid.org/0000-0002-3941-3975, Pamukkale University, Faculty of Education,
Department of Foreign Languages Education, English Language Teaching Unit, tpaker@gmail.com

**Instructor, ORCID ID: https://orcid.org/0000-0001-5707-8990, Usak University, School of Foreign Languages,

nurgul.dogan@usak.edu.tr

*** This article was produced from the MA thesis, titled “Collaborative social learning: using Edmodo as a social
platform to teach EFL writing for preparatory school students,” conducted in The Institute of Educational Sciences,

Pamukkale University, Turkey.

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

ISSN: 2149-5602



https://dergipark.org.tr/en/pub/jlere
https://orcid.org/0000-0002-3941-3975
mailto:tpaker@gmail.com
mailto:nurgul.dogan@usak.edu.tr

18 Turan PAKER & Nurgiil DOGAN

Introduction

Learning writing in second language learning (L2) is different from learning the
other skills because it requires some competences such as outlining, organizing your
opinions in cohesion, knowledge of paragraph or text organization and genres of texts, etc.
Writing in L2 requires using metacognitive skills (Klimova, 2014). Students should be
knowledgeable in delivering the content in an organization, appropriate vocabulary usage
and language use and also mechanics (Olshtain, 2000). Brown and Lee (2015) ask the
crucial question: “Why do not people learn to write ‘naturally,” as they learn to talk? How
can we best teach L2 learners how to write?”” (p. 426). This question was the starting point
of the study. In our case, writing in L2 is perceived as a less communicative and
interactive language skill in the classroom setting in the preparatory program because there
is not usually a real audience for most of the writing tasks suggested by the text books and
the school program but only some topics to respond to. The interaction takes place only
between the teacher and the students, which contradicts Vygotskian way of learning,
which stresses the idea that learning occurs within the social activities where learners
interact (Stacey, 1999). Furthermore, most of the time the students write not to convey a
message for real communication purposes, but just to fulfil a task or copy a model, and
most importantly, the students write to get a passing grade in the examinations. According
to Brown and Lee, (2015), students’ written products are not authentic. In addition,
students cannot get necessary feedback from their teachers, which does not lead to process
writing dealing with a couple of drafts and ends up with a final version (Raimes, 1983). As
writing is a process, the writing skill should be carried out in a process writing framework
(Raimes, 1983). In this framework, students write for real audiences with real purposes,
which results in ownership of students towards their writing, and they collaborate with
each other through the supportive efforts of the teacher (Graham & Sandmel, 2011).
Hence, the main problem with teaching writing skill in our case is that writing skill is
taught traditionally by means of pen-and-paper based instruction, with non-authentic tasks,
in non-interactive settings by ignoring students’ computer literacy. In addition, traditional
writing instruction is usually limited only to the classroom in terms of interaction time and
place. There are also physical conditions to be considered with traditional interactive
writing tasks such as sitting arrangement and noise. With group works of 4-5 members, all
members cannot see what is written on the collaborative paper, and everyone in the group
cannot edit the work, only pair work is possible. Besides, there are some classroom
management and especially noise problems as well.

On the other hand, nowadays, the students have high information and
communication technology literacy (ICT) and interests as they were born to a digital
world. Then, as they were “digital natives” (Prensky 2001), trying to teach writing
traditionally may not motivate them as expected. ICT literacy can be defined as “an
individual’s ability to use computers to investigate, create and communicate in order to
participate effectively at home, at school, in the workplace and in society”. (OECD, 2013)
Based on their one way communicative, pen and pencil type classroom writing, it would
be natural to assume that students may have difficulties in surviving digital platforms with
their future writing tasks in real life within this high technological era. According to
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OECD report (2015), students who are unable to navigate through a complex digital
landscape will no longer be able to participate fully in the economic, social and cultural
life around them. With the development of web 2.00 technologies, educators and
researchers have turned their attention to the use of these tools in terms of collaborative,
interactive and social learning in language education (Karpati, 2009). “Since designing
technology-enhanced language classes is a new approach in the field of language
education in Turkey, many aspects of using Web 2.0 technologies in language classes still
need to be investigated” (Ciftci & Kocaoglu, 2012, p. 62). Therefore, we believe that by
integrating a Web 2.00 tool -Edmodo- into writing course, the students can cooperate and
collaborate by interacting with the teacher and their peers, and also satisfy their
technological interest both in and out of the classroom setting. Edmodo is known as an
educational website platform for teachers and students for connection, interaction and
collaboration both in and outside the classroom (Trust, 2017; Tsiakyroudi, 2018).

Literature review

Theoretically, the present study as in some studies in which a Web 2.00 tool was
used for collaboration hypothesize the social construction of knowledge and discuss and
explain how it is possible to construct knowledge collaboratively in a social environment
through a tool as well as the students’ perceptions. According to Vygotsky (1978),
learning is a phenomenon that happens in society rather than being individual. Three
concepts stand out under this theory: social interaction, the more knowledgeable other
(MKO) and the zone of proximal development (ZPD). Social interactions play important
roles in children’s cognitive development. The more knowledgeable other (MKO) refers to
the one who has more skills than the learner. Therefore, MKO supports the novice to
construct knowledge as a result of interaction. “Such assistance is now commonly referred
to in the literature as scaffolding” (Storch, 2005, p.154). Zone of the proximal
development (ZPD) refers to the place where a child can construct the knowledge by
collaborating with a peer or interact with teacher. Learning occurs by mediating and
scaffolding with more knowledgeable other. When the studies in the literature are
reviewed in terms of constructivism, it is seen that this theory constitutes a foundation
stone in language education. Social constructivism (Vygotsky, 1978) was considered as the
basis for methodology used in the present study because Edmodo creates social
constructivist environment both in and out of the classroom.

As for the collaborative writing via Web 2.00 tools, Elola and Oskoz (2010)
structured their research on social terms of language learning, and they got students’
positive reactions towards using wikis for ESL writing. Similarly, Wu and Wu (2011)
explained the students’ positive thoughts of using blogs where they interactively carried
out. Likewise, Storch (2005) claims, in his experimental study, the participants write better
collaboratively than individually. Although Seyyedrezaie et al. (2016) got the students’
negative reactions of using Google Docs for collaboration for various reasons, Woodrich
and Fan (2017) stated that using Google Docs may open a door for non-attentive students
based on their positive reactions despite no evidence of better-quality works of
collaborative tasks than individual tasks. Similarly, Kongchan (2013) investigated
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students’ and a teacher’s perceptions of using Google Docs and Edmodo collaboratively.
He also stated how using Edmodo, and Google Docs made it possible to give real time
feedback. Edmodo gives its users an opportunity to combine Google Docs. Teachers or
students can link a Google Doc to a post. While submitting their assignments the students
can reach their GoogleDrive folders or directly their Google Docs thanks to the uploading
features of Edmodo.

On the other hand, Pop (2013) focused on the e-portfolio function of Edmodo.
Purnawarman et al. (2016) studied Edmodo for EFL writing, and their findings supported
the social norms of learning in that the students indicated that Edmodo enabled them to
join peer groups and interact with each other. Correspondingly, Kayacan and Raz1 (2017)
focused on self and peer feedback via Edmodo in their quasi-experimental study. The
results showed that self and peer feedback provided improvement in students’ writings.
Besides, the researchers got positive perceptions of the students towards using Edmodo for
their ESL writings. Parallel to this study, Hamutoglu and Kiyict (2017) indicated the
participants’ positive reactions towards using Edmodo. Additionally, Manowong (2016)
studied EFL learners’ perceptions about Edmodo, and the researcher explained that the
learners perceived Edmodo as a useful supplementary tool.

In this study, Edmodo and Google Docs were used collaboratively and interactively
for EFL writing classes in the context of School of Foreign Languages in Usak university.
The aim of this study is to identify students’ perceptions about effectiveness of using a
Web 2.0 tool, Edmodo, as a social and collaborative platform in developing their writing
skill. For this purpose, the present study focuses on the following research questions:

1. What are opinions of the preparatory students about using Edmodo in EFL
writing classes?
a. Does using Edmodo interactively develop their writing skill?
b. Is Edmodo an effective social platform which can promote social interaction
for them while writing in English?

Methodology
Research design

In this study, a convergent parallel design of mixed research type was used to
triangulate the quantitative data with qualitative data (Creswell and Plano Clark, 2011) and
to enhance the process-based study by various data. Thus, the quantitative data and
qualitative data were collected and analysed separately, then as a second step, they were
related and finally, they were interpreted together in terms of research questions. As a
quantitative method a Likert type questionnaire was administered. The questionnaire was
composed of 40 items. Some items were developed based on the content analysis of the
paragraphs previously assigned to students, and the rest of the items were adapted from
Manowong (2016). A semi-structured interview was carried out in order collect data
qualitatively.

© 2021 Journal of Language Education and Research, 7(1), 17-33



Using Edmodo as a Social Platform

Context

The study was conducted in the School of Foreign Languages, voluntary English
preparatory program in Usak University. The study was particularly conducted in this
context where students study English intensively to be proficient at B1+ level so that they
can attend their academic studies in their departments. Thus, students attend the English
preparatory program for an academic year for two semesters in which they study four
language skills.

Participants

The participants were 52 EFL students, aged between 17-21. They were 24 males
and 28 females. The proficiency level of the students was A2, which was identified in the
placement test given at the very beginning of the semester. They were grouped randomly
in accordance with their proficiency level. The participants had 25 hours of English classes
per week throughout the semester. The study included 10 hours of Reading and Writing
Course per week, and the participants completed nine writing tasks via Edmodo through
one semester. The participants, first of all, were informed that they were going to use
Edmodo for a virtual writing class throughout the semester. They were assigned to set up a
Gmail address to use it for Edmodo enrolment, Google Docs and Google Drive in the first
lesson. In addition, Edmodo with its all features was introduced to participants in all
groups. They were also informed on how to use Google Docs with multiple authors.

Data collection and analysis

Having completed the writing tasks, stated in the procedure subsection, the data
were collected through a 5-point Likert-scale type questionnaire composed of 40 items and
a semi-structured interview composed of four open ended questions. The participants were
asked to sign volunteer informed/consent form. Upon using Edmodo for a semester, the
participants were asked to write a paragraph about their experience on Edmodo. Based on
the content analysis of the students’ paragraphs some themes were detected. As a final
stage, items for the questionnaire were developed. Besides, some items were adapted from
Manowong (2016). Next, opinions of three experts working in the ELT department were
consulted. According to experts’ views about technical issues and the content, the
questionnaire was rearranged and was prepared to be ready to be applied. The
questionnaire included following options for each item: strongly disagree=1, disagree=2,
partially agree=3, agree=4 and strongly agree=5. Statistical data were analysed
descriptively by using SPSS 23 software program. A rating guide was adopted from
Manowong (2016). Accordingly, the students’ responses to the survey were categorized as
4.21-5= strongly agree, 3.41-4.2=agree, 2.61-3.4= partially agree, 1.81-2.6=disagree, and
1-1.8=strongly disagree. To be able to draw meaningful results from the quantitative data,
the items on the questionnaire were matched with the research questions and interpreted in
accordance with the research question. Besides, the quantitative data were related by the
qualitative results collected from contents analysis of the students’ answers to the
following semi structured interview questions:
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1. What are your general opinions about using Edmodo for writing classes?

2. Did using Edmodo interactively such as group works or working with your
classmates and your teacher on the same Google Doc at the same time contribute to
improving your writing skill? If yes, how did it contribute to improve your writing skill?

3. Did using Edmodo interactively help you learn from each other and your
teacher? If yes, how?

4. How do you evaluate Edmodo as an application in terms of reaching your course
materials, assignments and your grades any time?

Upon analysing data obtained from the responses to the questionnaire and semi-
structured interviews, the quantitative results were presented on tables including mean
value (M), standard deviation (SD), percentages for the level of agreement (%). Qualitative
data results were also presented in terms of triangulation of two types of data. Each
research question was used as a basis for presentation and interpretation of the results.

Procedure

The instructor introduced the procedure of how to use Edmodo as a first step. Then,
in order to deal with them effectively in terms of pair and group feedback, she divided
them into three different groups, and shared the class codes with the students. Nine writing
tasks were carried out via Edmodo during the semester. The students used Google Docs as
sheets for their tasks. Five individual writing tasks and four collaborative writing tasks
were covered during the study. Task 1, task 2, task 6, task 7 and task 9 included writing
paragraphs individually. For those individual tasks, the interaction was among the students
who wrote the task and the instructor. For writing task 6, however, the interaction was
among the students through peer-feedback. Task 3, task 4, task 5 and task 8 included
collaborative writing. The students followed the procedures in accordance with the OCL
(online collaborative learning) theory suggested by Harasim (2012). First, the students
brainstormed, then, they discussed the ideas in brainstorming part and eliminated some
ideas, and finally, they produced tasks collaboratively. The interaction for the collaborative
works in the study was between the students-teacher and among the students. Task 1, task
2, task 3, task 4, and task 5 were narrative paragraphs, and they were mainly written in a
free task in terms of their organization. Task 6 included writing a descriptive paragraph.
Task 7, task 8 and task 9 included writing expository paragraphs for which students
provided a topic statement, supporting statements/ideas and a concluding statement. For
each writing task, the students received instruction, and the teacher also modelled the task
when needed. The students got real-time feedback for their writing. For the second drafts
of their tasks, they got feedback both for content and language of their tasks.

Results

The findings as a result of data analysis have been presented in terms of research
questions. The first research question was “What are students’ opinions about using
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Edmodo?” Item 33, 14, 22, 19, 8, 26, 32, 23, 5, 17, 6, 7, 30 and 16 were assigned to
research question 1 (Table 1). The quantitative results of these items and overall mean
value and the qualitative results obtained from students’ responses to the interview
questions were presented and interpreted. Table 1 shows the results in terms of means and
percentages in a descending order.

Table 1. Students’ perceptions about using Edmodo N=52
Item Description M SD SD% D% PA% A% SA%
33. Edmodo provided a good virtual 421 089 19 38 1.7 442 423

writing platform where | could interact
with my friends and teacher at any time.

14. 1 am happy with Edmodo. 405 105 5.8 0 173 365 404

22. Writing activities became more fun 401 112 58 58 9.6 385 404
thanks to Edmodo.

19. Thanks to Edmodo, what | wrote was 3.98 109 38 58 19.2 30.8 40.4
permanent and I could check my language
mistakes when | wanted.

8. Edmodo was helpful in improving my 392 098 38 19 231 404 038
writing skill.

26. That more than one person was ableto  3.90 1.03 3.8 3.8 231 36.5 327
work on and correct mistakes on the same

page in Google Docs collaborative writing

tasks contributed to my learning of writing.

32. The writing activities we did by using 390 099 19 77 192 404 3038
Google Docs were more useful than the

ones we did individually by using pen and

pencil.

23. Thanks to Edmodo | was able to 369 1.09 538 7.7 212 423 23.1
follow the lessons outside the school.

5. Online activities such as exams, 246 117 231 346 21.2 154 58
assignments and discussions in Edmodo
were time consuming.

17. The use of Edmodo required extra 238 103 212 346 327 77 38
time and effort.

6. Since | do not have constant internet 225 120 288 404 173 38 96
access | am deprived of my homework and
writing activities.

7. It was difficult to follow the procedures 2.17 1.18 346 327 212 38 7.7
in Edmodo (sending homework, linking,
etc.)

30. | was disturbed by the observation of 1.88 1.04 423 404 7.7 58 3.8
the teacher and my classmates on my

writing process in group works we did by

using Google Docs.
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16. | felt isolated from my own writing 155 087 577 365 1.9 0 3.8
classes.

Overall 469 0.57
M: Mean SD’: Standard Deviation ~ SD: Strongly Disagree D: Disagree
PA: Partially Agree A: Agree SA: Strongly Agree

When the findings regarding the students’ general opinions about using Edmodo
were analysed, the overall mean value was 4.69, which meant the students had quite
positive reactions towards using Edmodo for ESL writing classes. The responses given to

Q1 supported this quantitative data as in the following:
Using Edmodo for writing classes was really helpful in general terms (Interview records, S4).

I had a chance to practice on technologies on modern world by using such an application as
Edmodo for writing classes. So, I think the writing activities via Edmodo is helpful (Interview
Records, S1).

I have met Edmodo for writing classes for the first time... I can say that it is a very useful
application. We have benefitted the easiness of communication with our teacher and
classmates (Interview Records, S7).

... Edmodo was fun when studying writing with my friends (Interview Records, S1).

Items 33, 14, 22, 19, 8, 26, 32, and 23 included positive statements about Edmodo (Table
1). The students indicated that Edmodo provided a good virtual writing platform where
they could interact with their friends and the teacher at any time (M: 4.21; SD: 0.89). Next,
the students agreed that they were happy with Edmodo (M: 4.05; SD: 1.05). In addition,
the responses of the students indicated that writing activities became more fun thanks to
Edmodo (M: 4.01; SD: 1.12). Besides, the students agreed that what they wrote was
permanent, and they could check their language mistakes whenever they wanted thanks to
Edmodo (M: 3.98; SD: 1.09). Next, the students believed that Edmodo was effective in
improving their writing skill (M: 3.92; SD: 0.98). The following response to Q1 supported
this quantitative data for item 8, in which the students agreed that Edmodo was helpful in
improving their writing skill (Table 1):
Thanks to Edmodo, I think my writing skill has improved (Interview Records, S5).

Furthermore, the following response supported item 19 in which students stated that thanks
to Edmodo, what they wrote was permanent and they could check their language mistakes

whenever they wanted.
What I wrote became permanent thanks to Edmodo (Interview Records, S5)

Item 8 in which the students thought Edmodo helped improve their writing skill was also

in parallel with the following response to Q1:
Edmodo, which we use for writing classes ..., is a social network which is very helpful for
our writing tasks (Interview Records, S6).
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In addition, the students agreed that multiple authoring in collaborative writing tasks via
Edmodo contributed to developing their writing skill (M: 3.90; SD: 1.03).

Moreover, the students preferred collaborative writing tasks rather than individual
pen-and-pencil writing tasks because they thought collaborative writing tasks were
effective (M: 3.90; SD: 0.99). Next, the students favoured the fact that they could follow
lessons outside the classroom thanks to Edmodo (M: 3.69; SD: 1.09). Items 5, 17, 6, 7, 30,
and 16 included reversed statements about Edmodo.

On the other hand, the students disagreed that using Edmodo was time consuming
(M: 2.46; SD: 1.17). A high majority of the students disagreed the idea that Edmodo was
an extra burden for writing classes (M: 2.38; SD: 1.03). Additionally, most of the students
seemed to have internet access outside the classroom and could follow the writing lessons
via Edmodo because majority of the students disagreed that they were deprived of writing
lessons via Edmodo (M: 2.25; SD: 1.20). Next, the students disagreed that it was difficult
to use Edmodo (M: 2.17; SD: 1.18). The students seemed not disturbed to work on groups
on Google Docs, and they agreed that they were tolerant to be observed by the teacher
while writing on a Google Doc (M: 1.88; SD: 1.04). Additionally, almost all the students
did not feel isolated from their own writing classes (M: 1.55; SD: 0.87) (Table 1).

The sub-research question was “Does using Edmodo interactively develop
students’ writing skill?” Items 31, 34, 8, 21, 18 and 36 were assigned to research question
2 (Table 2) and the quantitative results of these items, and overall mean value were
supported by the qualitative results obtained from students’ responses to the interview
questions. Table 2 shows the results of qualitative data related to the second research
question in a descending order.

Table 2. Using Edmodo Interactively in Developing Writing Skill. N=52

Item Description M SD’ SD% D% PA% A% SA%

31. That the teacher was able to control all  4.11  0.96 3.8 19 115 44.2 38.5
the computers at the same time and that she

gave immediate feedback have contributed

improving my writing skill.

34. In Edmodo's interactive writing tasks I~ 4.05  0.93 1.9 58 115 46.2 34.6
learned both from my friends and my
teacher about writing skill.

8. Edmodo was helpful in improving my 3.92 0.98 3.8 19 231 40.4 30.8
writing skill.

21. | think my writing skill has improved 390 1.05 3.8 58 19.2 38.5 32.7
thanks to the writing activities we have
done with the group.

18. Thanks to Edmodo I could create a 375 106 38 58 308 308 288
writing folder and compare my language

level of proficiency at the end of the

semester with my language level of

proficiency at the beginning of the

semester.
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36. The use of Edmodo in writing lessons 1.80 1.02 481 346 9.6 3.8 3.8
did not affect the development of my
writing skill.

Overall 400 0.87

The overall mean value was 4.00 with a 0.87 standard deviation for this section,
which meant the students believed that their writing skill developed by using Edmodo
interactively. The following responses to Q2 and Q3 supported the mean value for this
section:

Thanks to Edmodo, we both worked better as a group and our writing skill improved. We got
used to computers in doing our tasks, and our writing skill improved (Interview Records, S2).

Edmodo allowed me to easily interact with my friends and teacher. What I wrote in Google
Docs was permanent, and I was able to enter and edit my text whenever I wanted. I think my
writing skill improved thanks to Edmodo (Interview Records, S5).

Our teacher warned us to make the necessary arrangements since our teacher had control over
the document. Thus, what we wrote was getting better (Interview Records, S7).

Items 31, 14, 8, 21, and 18 included positive statements about Edmodo (Table 2).
The students indicated that the teacher was able to control all the computers at the same
time, and she gave regular feedback, which contributed to improving their writing skill (M:
4.11; SD: 0.96). The following response to Q2 supported this quantitative result for the
item 31 in which students thought that the teacher was able to control all the computers at
the same time and that she gave immediate feedback, which contributed to improve their
writing skill (Table 2):

The fact that I was able to use Edmodo (Google Docs) at the same time with my teacher and

classmates contributed to correct my mistakes and made them permanent. ... And our teacher was
able to correct the mistakes immediately (Interview Records, S2).

In addition, the students believed that thanks to interactive writing tasks, they
learned from their friends and the teacher (M: 4.05; SD: 0.93). This quantitative result was
supported by the responses to Q2 as in the following:

Of course, it helped our writing skill improve. We observed each other’s assignments and

learnt a lot of vocabulary. Our group work improved not only our writing but also reading
skill (Interview Records, S3).

In addition, the students believed that Edmodo helped them improve their writing skill (M:
3.92; SD: 0.98). Next, the students agreed that their writing skill improved thanks to
writing activities carried out in the group (M: 3.90; SD: 1.05). The following response to
Q2 supported this quantitative result for the item 21 in which the students thought their
writing skill improved thanks to the writing activities they did with the group:

Using Edmodo interactively in writing lessons enabled me to be interactive with my friends

and teacher. Using Google Docs enabled me to see the mistakes of both my friends and

myself. I think my writing skill has improved better in group writing classes (Interview
Records, S5)

Next, the following qualitative results obtained from QI and Q2 supported the
quantitative results (M: 3.92; SD: 0.98) of item 8 in which the students agreed that their
writing skill has improved thanks to using Edmodo:

In the writing course, I had the opportunity to practice on the necessary technologies both in
the class and out of the class in the modern world using an application such as Edmodo.
That's why, I think writing activities are useful in Edmodo (Interview Records, S1).
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It is a very useful application in terms of seeing our grammar mistakes, and when we use
Google Docs simultaneously, it is a useful application to correct and learn the mistakes of our
friends, and to see and correct our own mistakes, too (Interview Records, S4).

Finally, the students indicated that they created a writing folder, thanks to which
they were able to compare their language level and writing skill with the ones in the
beginning of the course (M: 3.75; SD: 1.06). Item 36 included a reversed statement
questioning whether the use of Edmodo in writing lessons affects the development of their
writing skill (Table 2). The mean score (1.80) and standard deviation (1.02) indicated that
the students believed that the use of Edmodo in writing lessons affected the development
of their writing skill to a great extent (Table 2).

The second sub-research question was “Is Edmodo an effective social platform
which can promote social interaction for students while writing in English?”’ Items 2, 33,
35,1, 12,11, 15, 10, 24, 23, 37 and 39 were assigned to research question 3 (Table 3). The
quantitative results of these items, and overall mean value were supported by the
qualitative results obtained from students’ answers that they gave to the interview
questions. Table 3 shows the results of the qualitative data related to the third research
question.

Table 3. Edmodo as an effective social platform which promotes social interaction while writing in

English. N:52

Item Description M SD> SD% D% PA% A% SA%

2. Edmodo is suitable for writing, sending 4.30 1.03 5.8 19 19 6.5 53.8
homework and doing other activities for
learning foreign languages.

33. Edmodo provided a good virtual 421 089 1.9 38 1.7 442 423
writing platform where | could interact
with my friends and teacher at any time.

35. Edmodo made it easy for me to 417 090 38 0 9.6 48.1 38.5
participate in classroom activities with

my classmates and teachers about

assignments, group tasks and other lesson

activities.

1. Edmodo made it easy for me to 409 114 7.7 0 135 327 46.2
communicate and interact with classmates

and the teacher about assignments, group

assignments, and other lesson activities.

12. | think that when we used Edmodo, 403 113 538 38 154 308 44.2
my interaction with the instructor
increased.

11. Thanks to Edmodo, | made 3.98 1.07 3.8 58 17.3 346 385
homework, group tasks and other lesson

activities, and thus | increased interaction

with other students.

15. Thanks to Edmodo I felt myself 39 1.02 338 58 135 442 327
connected with the class and the teacher.

10. Asking questions to my teacher and 3.90 1.07 338 58 212 346 346
classmates through Edmodo helped me
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write more effectively.

24. | could easily exchange ideas withmy 3.80 1.17 7.7 58 154 404 308
friends in writing tasks.

23. Thanks to Edmodo | was able to 3.69 1.09 5.8 7.7 212 423 231
follow the lessons outside the school.

37. Edmodo did not help me 175 106 519 346 5.8 19 58
communicate with my friends during the
writing lessons.

39. Edmodo was not an effective tool for 1.69 1.00 51.9 385 3.8 0 5.8
writing lessons.

Overall 4.06 0.87

The overall mean value was 4.06 with a 0.87 standard deviation for this section, which
means that the students believed that Edmodo was an effective social platform which
promoted social interaction while writing. The following responses to Q1 and Q3 during

interviews supported the mean value for this section:
I have used Edmodo for the first time. I can say that it is a very useful application. Ease of
communication with our teacher and friends has helped us a lot (Interview Records, S7).

I have learned Edmodo for the first time in the preparatory class, and we have used it a lot. I
think it is very useful because all of us and the teacher can use it together and exchange
information (Interview Records, S3).

During our work with Google Docs, we learned the things we never knew or misunderstood
the things while listening to the teacher, and we learned the things from each other from time
to time; therefore, we learned the best, and this enabled us to write effectively (Interview
Records, S6).

Items 2, 33, 35, 1, 12, 11, 15, 10, 24, and 23 included positive statements about Edmodo
(Table 1). The students agreed that Edmodo was suitable for writing, sending and doing
other activities in English (M: 4.30; SD: 1.03). The following responses to Q4 supported

the quantitative data for the item 2:
I can reach all the information thanks to Edmodo. I have not experienced any problems so far.
It is a really useful application. I liked it, too (Interview Records, S3)

Thanks to the homework files I have created in Edmodo, it is an easy and safe application in
terms of use where I can compare my first work with my last work and learn my scores easily
(Interview Records, S6)

In addition, the students approved Edmodo as a good learning platform where they
could interact with their friends and the teacher any time (M: 4.21; SD: 0.89). The mean
score of item 35 (4.17) and standard deviation (0.90) indicated that the students held
positive beliefs about Edmodo which facilitates participation in classroom activities with
peers and the teacher about assignments, groups tasks and other lesson activities. In
addition to participation, the students also believed that Edmodo provided them with
communication and interaction with their classmates and the teacher about their
assignments, group assignments, and other lesson activities (M: 4.09; SD: 1.14). The
following responses Q1 and Q3 represents the idea of all group:
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I have used Edmodo for the first time... I think it is really useful. I think it is useful in that we
use it as a whole class and together with our teacher, and we can exchange our ideas
(Interview Records, S3).

Using Edmodo and Google Docs as a group, we both have seen our own mistakes and learned
from our friends' mistakes. I think it has speeded up our learning this way (Interview Records,
S1).

Next, the students believed that they had more interaction with their teacher when
they used Edmodo (M: 4.03; SD: 1.13). The students indicated that they carried out
homework and other class activities via Edmodo, and by doing this, they believed they
increased their interaction with the classmates (M: 3.98; SD: 1.07). Moreover, the students
felt that they were easily connected to the teacher and the classmates thanks to Edmodo
(M: 3.96; SD: 1.02). The following quotations obtained from Q2 and Q3 support this item
as well:

Edmodo has provided me an easy interaction with my teacher and classmates (Interview
Records, S5)

We have used Edmodo frequently because our assignments have been given over Edmodo for
a year. We have had group works and individual works. Thus, we have learned a lot both
from each other and from our teacher (Interview Records, S3).

On the other hand, the mean value of item 10 (3.90 and SD: 1.07) indicated
students’ positive perceptions towards the effectiveness of discussions with the classmates
and the teacher carried out either on Edmodo or Google Docs. Next, the students indicated
that they could easily exchange their ideas with their classmates while writing (M: 3.80;
SD: 1.17). The students also indicated that they could follow the lessons outside the
classroom, which meant they could even interact and learn outside the classroom (M: 3.69;
SD: 1.09). The students pointed out their ideas on this issue within Q4 as follows:

I can follow the previous lesson or the lesson that I hadn’t attended by getting the course
materials any time on Edmodo (Interview Records, S1).

It was very useful in terms of having an access to our works any time because they are
recorded and kept somewhere. Occasionally, I enter Edmodo and check my work (Interview
Records, S7).

Being able to reach Edmodo at any time was a great advantage for students because we
always remembered the work, we did them by entering Edmodo whenever we wanted
(Interview Records, S2).

Items 37 and 39 included reversed statements about Edmodo (Table 3). The
students rejected the statements that Edmodo was not useful to interact with their
classmates (M: 1.75; SD: 1.06). Furthermore, the students strongly disagreed with the
statement that Edmodo was not easy to use for writing lessons (M: 1.69; SD: 1.00), which
meant that they appreciated Edmodo use for writing lessons (Table 3).

Discussion
Referring to the first research question about the students’ overall opinions about
using Edmodo, it is observed that the students held positive opinions (overall M: 4.69, see
Table 1). This result supported and in line with the research results conducted on the
perceptions of using Edmodo by Purnawarman, Susiliwati and Sundayana (2016),
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Kayacan and Raz1 (2017), Hamutoglu and Kiyic1 (2017), Manowong (2016), Kongchan
(2013) and Pop (2013).

The students seemed to favour collaborative writing as the mean value, 3.90, of
item 26 suggests (Table 1). They appreciated Edmodo as social platform as the qualitative
results of item 33 indicated with a mean value of 4.21 (Table 1). The students found
Edmodo enjoyable. Furthermore, it was observed that the students were content with using
Edmodo as supported by the quantitative results of item 14 suggested. Similarly, the
participants in Kongchan (2013) favoured working collaboratively via Edmodo and
Google Docs in real time, which is also supported by the following qualitative data of the

present study:
Using Edmodo and Google Docs as a group, we both saw our own mistakes and learned from
our friends' mistakes. I think it speeded up our learning this way (Interview Records, S1).

It is a very useful application in terms of seeing our grammar mistakes, and when we use
Google Docs simultaneously, it is a useful application to correct and learn the mistakes of our
friends, and to see and correct our own mistakes, too (Interview Records, S4).

On the other hand, the students considered using Edmodo interactively helped
develop their writing skill. The students agreed on the item 34 (M: 4.05; SD: 0.93) that
they both learnt from their mistakes and their friends’ mistakes, which was also supported
by the qualitative data. This finding is also in line with the research results conducted by
Kayacan and Razi (2017), whose participants explained that they were able to learn from
their friends’ mistakes. Next, the perceptions of students supported the efficiency of
immediate feedback like the participants of Purnawarman, Susiliwati and Sundayana
(2016). Next, the students’ agreements on the items 34, 31 and 21 (Table 2) strengthen the
hypothesis that the social norms can be useful while teaching EFL writing.

Another function appreciated by the students is the e-portfolio function of Edmodo.
The students seemed to appreciate that their work is available whenever they need it. They
also seemed to like the facility that they can compare and contrast the quality of their work
thanks to e-portfolio function of Edmodo (item 18, Table 2). These results were parallel to
the study of Pop (2013). In the study, the students favoured Edmodo by agreeing that it is a
user-friendly application which allowed them to engage interactive games and they easily
uploaded their assignments. Likewise, the participants in Purnawarman, Susiliwati and
Sundayana (2016) found Edmodo easy to use, and fun and attractive. Besides, the
participants stated that Edmodo gave them limitless access. Similarly, the participants in
the study of Hamutoglu and Kiyic1 (2017) appreciated Edmodo because they were able to
reach their course materials whenever they needed.

Our data revealed that the students remark Edmodo as a useful, social platform
enabling easy interaction, collaboration and cooperation to exchange their opinions,
suggestions, and helping each other to complete various tasks (mean: 4.06, Table 3), which
was a comparable result to Purnawarman, Susiliwati and Sundayana (2016), whose
participants stated that Edmodo provided them easy interaction for group discussions.
Based on the students’ responses to the items on the questionnaire and qualitative results
of the semi structured interview, it can be stated that Edmodo enables them a practical way
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to interact for their writing tasks. Therefore, they can follow the stages of collaborative
works which are explained by Harrasim (2012).

One concern on planning to use Edmodo and Google Docs for collaborative writing
works for the study and class use was the possibility of reluctance of some students
because of their introvert characteristics. They may not benefit from the activities carried
out collaboratively, and the social aspects of learning may not suit to those students in
question. The results, however, revealed that those students were few in number (N:3.8) as
the qualitative results of item 30 and 16 suggested (Table 1). Although the students may
have been considered as ‘digital natives’ nowadays, they might have had problems using
Edmodo, which was another concern. Yet, the results showed that they did not have any
problems (item 7, Table 1). Still, in order to include all the students in the activities, those
students, though very few in number, should be further interviewed to find a solution.

Conclusion

The findings of this study suggest that Edmodo may provide a good virtual
platform with its all functions enabling easy and effective interaction and communication.
Writing would be more communicative and interactive idea both in and out of the
classroom when Web 2.00 tools such as Edmodo was applied. Therefore, learning would
become social in a unity in terms of Vygotsky’s social cultural learning theory, and thus,
writing activities would not take place in isolation. In addition, the students’ high interest
on technology and their computer literacy would be benefitted in writing classes.
Naturally, in this study, the students followed three stages suggested in OCL theory
(Harrasim, 2012). Accordingly, the students first discussed the writing topic by using
discussion functions of online tools, and then, knowledge construction took place during
the writing stage, where they collaborated. In the last stage, they benefitted either from
teacher’s or peers’ feedback. It could be concluded that Edmodo may provide an
interactive virtual learning platform that enables scaffolding in the frame of social learning
suggested by Vygotsky; and contribute to development of learners’ writing skill as it
facilitates interaction and communication; increase students’ interaction and
communication. It is easy to use web tools which lead to creating an e-portfolio in the end.
Google Docs combination with Edmodo may help form communicative and interactive
writing tasks. The students liked and appreciated Edmodo in this study, and they benefitted
from interaction and communication facilities of Edmodo for their ESL writing classes.
Such Web 2.00 tools as wikis, blogs, Google Docs and Edmodo are highly recommended
for classroom use.

This study is limited to the perceptions of the students towards the use of Edmodo.
Future research may consider the quality of collaborative writing tasks in experimental
designs. Group dynamics and students’ interaction preferences may be the focus of future
research as well. Additionally, the use of Edmodo for the other language skills can be
researched.
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Introduction

As it is important to have a deep understanding of the nature of children's world,
child's sensitivity and reality, and reflect them into literary products. For this reason,
children’s literature needs to be considered with a particular importance and priority. This
particular type of literature, which has a literary value and deals with children's realities in
a sensitive way, can give children love and habit of reading and which gives them an
identity of a qualified reader, covers literary products for children between the ages of 4-12
(Dilidlizgiin, 2004: 18). It is necessary to put emphasis on children’s literature in order to
introduce children to good quality books and make them comprehend features of literature
and language with an intuitive sense. Therefore, products for children’s literature are
expected to present children with good quality texts and to build a reading culture over
time (Sever, 2003: 11).

“Children’s literature is, principally, a form of literature. It is the most sophisticated
form of writing within literature in terms of its literary value. It is a new genre in literature
that can attract readers of all ages with its language, expression and form” (Sirin, 2000:
10). All principles related to the formation of literature are also necessary for children's
literature. But it differs from adult literature. Because children’s books are written for a
different audience, with different skills, different needs, and different ways of reading
(Hunt, 2005: 3). That’s why, what is expected from children’s literature is not to perceive
children as objects to be shaped but respect them as adults and express their concerns and
experiences, and that can function as a bridge to encourage self-expression will serve a
significant purpose (Neydim, 2003: 94). Books with a good quality are needed to fulfill
this function for children. Opportunities based on recognizing and understanding messages
of literary texts and pictures should be provided for children to apply and test their
cognitive and affective behaviors (Sever, 2003: 11-12). While doing this, it should also be
of a quality that creates the child's reading enjoyment, literary and artistic preferences,
gives the child the opportunity to imagine, be inspired, and vicarious experiences, gives
the child the ability to reason, and improves the child's understanding and empathy sense
(Lynch-Brown & Tomlinson, 1999: 3-4). And also, children's books should be appropriate
to the number of words in the child's language vocabulary and should have sentence
structures and forms of expression that they can comprehend (Kantarcioglu, 1991: 13).
Moreover, books should include a scientific perspective regarding children's ability to
synthesize in terms of perception and cognition. This is because children’s literature plays
an important role in introducing them to writing, in developing perception and cognition,
and in being literate. All these indicate that children’s literature should be investigated
from different aspects. In this context, it is necessary to conduct content-oriented studies
on theses in the field of children's literature in the related literature.

Books for children and young adults as important instruments for literature
education can raise an awareness of literature. In other words, children’s books with good
quality are forms of a transitional literature which gives children initial opportunities to ask
questions (Diliduizgun, 2003). Thus, literary products for children and studies on children's
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literature are of great importance as they provide a significant reality for children by giving
them tasks of implementation, self-evaluation and perception-cognition.

Literature review

There is a growing number of studies on education as a result of the developments
in the field. With this regard, it becomes more important to question quality of these
studies. A number of academic studies have been investigated in the field of Turkish
education from different viewpoints: Master's and doctoral theses in the field of teaching
Turkish, papers at international scientific conferences, articles (Sevim & Iscan, 2012;
Sevim & Ozdemir Erem, 2012; Sahin, Kana & Arrivaloglu, 2013; Arrivaloglu, Sahin &
Goktas, 2013; Aktas & Uzuner Yurt, 2015; Bozkurt & Uzun, 2015; Boyact & Demirkol,
2018; Turan, Sevim & Tunagir, 2018), methods in language teaching (Eski, 2019),
listening skill (Dogan & Ozgakmak, 2014), e-books (Alpkiray & Samur, 2018), critical
reading (Cam Aktas, 2015), visual literacy (Tanriverdi & Apak, 2013), speaking skill
(Potur & Yildiz, 2016; Alver & Tastemir, 2017), media literacy (Erdem, 2018), reading
skill (Akaydin & Cecen, 2015; Ceran, Aydin & Onaricioglu, 2018; Degirmenci
Giindogmus, 2018; Ozdemir, 2018; Yildiz, Coban Sural & Boz, 2019), poetry (Seref,
2019), Turkish language and literature education (Veyis, 2020 ), teaching Turkish to
foreigners (Buyukikiz, 2014; Biger, 2017; Kiciuk & Kaya, 2018; Tirkben, 2018) and
writing education (Tok & Potur , 2015).

A number of studies have been conducted on children’s literature in Turkey. Giirel
and Simsek (2005) and Altunya (2012) created a bibliography on Turkish children's
literature. A total of 230 theses are included in the bibliography on children's literature by
Gurel and Simsek (2005). Altunya (2012) reviewed and analyzed graduate theses between
1974-2011 chronologically. Coskun, Oz¢akmak and Balc1 (2011) complied 233 graduate
theses on children’s literature and discussed the trends in teaching Turkish. In that study,
Balc1 (2012) classified and evaluated graduate theses (267 theses) on children's literature
between 1981-2010 according to their type, preparation period and research topics. Yazici
(2013) examined 249 theses, accessed from the database of Council of Higher Education
(CoHE), in many aspects such as research topic, type of research, and department. Fidan
(2019) evaluated graduate theses on children's literature in terms of values education. Balta
(2019) investigated 278 theses on children's literature between 2011-2018, and Ertekin and
Camlibel Cakmak (2019) compiled and reviewed 56 graduate theses on illustrated
children's books for preschool children. However, it seems that the studies conducted are
limited to national theses without any comparison to international theses. This study is
expected to provide a deeper insight for researchers as it reviews both national and
international theses.

There is a need to identify the trends (about research topic, research method, data
collection tools etc.) in studies on children’s literature for researchers who aim to study on
children's literature. That’s why, the aim of this study is to determine the similarities and
differences according to research topics, research designs, data collection tools, etc.
between national and international graduate theses about children’s literature. In
accordance with the main problem, these sub-questions were examined:
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1. What is the distribution of the year of the national and international graduate
theses since 2010?

2. What is the distribution of the gender of researchers of the national and
international graduate theses?

3. What is the distribution of postgraduate level of the national and international
graduate theses?

4. What are the research topics of the graduate national and international theses?

5. Which research designs were chosen at national and international graduate
theses?

6. Which data collection tools were used at national and international graduate
theses?

7. Which study groups/samples were attained at national and international graduate
theses?

Methodology

Research design and publication ethics

The research design for this study is a descriptive scanning model. The aim of
descriptive research is to investigate a phenomenon or situation in detail and to attempt to
describe what it is by examining its relationship with other previous phenomena or
situations (Karakaya, 2014: 59). Descriptive science involves observation, recording,
determining the relationship between cases and making generalizations from unvarying
principles (Yildirrm & Simsek, 2006). The study was conducted in four stages. (i)
Developing a framework for the descriptive analysis: At this stage, a framework for data
analysis was developed based on the conceptual framework of the study in order to
determine the themes to classify the data. (ii) Processing the data: At this stage, the
reviewed data obtained based on the general framework developed in the previous stage
was read and organized. (iii) Defining the findings: At this stage, the organized data was
defined and listed under appropriate categories. (iv) Interpretation of the findings: At this
stage, the defined data were explained and associated. In this study, theses published
between 2010 and 2019 accessed through the national database of Council of Higher
Education (CoHE) and international database of ProQuest were analyzed in terms of
several variables. The most recent thesis included in the study was published in June 2019,
which is the limitation of the study. In this process, the authors complied with Research
and Publication Ethics.

Data collection and analysis

The keywords "child", "literature", "children's literature" and “juvenile literature”
were used to collect the data. The data were collected within the framework of the
following criteria: a) Theses available in CoHE national thesis database and ProQuest
database, b) theses related to children’s literature, c) theses published between 2010
(01.01.2010) and 2019 (30.06.2019), (d) theses for master and doctoral programs. With
these criteria, 220 theses in the national database and 209 theses in the international
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database were accessed. A total of 80 theses were excluded as there were repetitive
manuscripts and the language to be included was only English for international theses,
which decreased the number from 289 to 2009.

Content analysis was utilized for the data analysis. Content analysis can be broken
down into the stages of specifying the purposes, identifying the locations of the related
data, developing a logical structure, deciding on the categories for coding, quantification
and interpretation (Blyukoztirk et al, 2016, 252-255). Firstly, it was ensured that each
study included the relevant purpose. Following this, the criteria to follow were specified.
With this purpose, similar studies on the content analysis of theses and articles were
reviewed together with the forms that were used (Sozbilir, Kutu & Yasar, 2012; Kurt &
Erdogan, 2015).

Procedure
In the light of the studies mentioned above, a form was developed to cover all the
studies on children's literature. This form consists of eleven categories including
descriptive information about thesis and researcher's identity, research design / method and
research topic (Table 1):
Table 1. Titles for Analysis of National and International Theses

Thesis Title and Number

Place of Publication (National, International)

Thesis Acceptance Year

Gender of the Researcher (male, female)

Graduate Level (Master’s, Doctoral)

Research Design

Data Collection Tool (observation, interview, document analysis, questionnaire, test, scale, passing grade,
other)

Study Group/Sample (students, preservice teachers, teachers of Turkish, primary school teachers, printed
materials, other)

Research Topic

After the form was created and a logical structure was developed for the analysis of
the theses, the content of each thesis was coded into the form with regard to the categories
defined previously. A coding session was held attended by the researchers to ensure
validity followed by a subsequent coding in accordance with the defined categories with
each researcher responsible for equal set of theses. Then, a second session was held in
order to ensure a consistent coding. Each researcher re-coded 20% of theses chosen
randomly. In this process, which was conducted to ensure that the codes were consistent
with each other, an internal consistency calculation was made. In the calculations made
using the reliability formula of Miles and Huberman (1994), the reliability coefficient was
at 90%. The interpretation of the obtained findings through quantification was the final
step of the content analysis.
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Results

Distribution of theses according to gender

The distribution of the researchers by gender is given in Figure 1. As can be seen in
Figure 1, female researchers in both national and international theses constitute more than
half of the distribution.

Figure 1. Distribution of National and International Theses by Gender

Distribution of National Distribution of International
Theses by Gender Theses by Gender
® Female ™ Male H Female = Male Unknown
13% 4%

36%
64%

Sixty-four percent of the national theses were conducted by female researchers and
36% by male researchers. Similarly, the majority of the international theses were
conducted by female researchers with a percentage of 83% while the percentage of male
researchers is only 13%. However, information as to the gender of 4% could not be found.
As biographies of the researchers are not included in the manuscripts, the
acknowledgement section was reviewed; however, no clues were available. In some cases,
such expressions as “wife” or “husband” in acknowledgement sections can provide
information. The obtained biographical information was also confirmed on internet.
However, gender information was stated as “unknown” in cases where no information was
obtained despite an intense search.

83%

Distribution of theses according to publication years

The distribution of the theses by their publication year is given in Figure 2.
National and international theses do not seem to have a balanced distribution from 2010 to
2019:

Figure 2. Distribution of National and International Theses by Publication Years

36 29253233, 2424
50 | 27227112529192516 50 4 20
N = e , ST
Frequency of National Freq_uency of
Theses International Theses
m2010m2011 m2012m2013 m 2014 m2010m2011 m2012m2013 m2014
B2015m2016 m2017 = 2018 m 2019 B2015m2016 m2017 = 2018 m 2019

It can be seen in Figure 2 that 2011 was the year when the highest number of
studies were conducted (f:36) followed by 2015 (f:29), 2010 and 2012 (f:27), 2014 and
2017 (f:25), 2016 (f:19), 2018 (f:16), 2013 (f:11) and 2019 (f.5) respectively. The reason
for why the number of the theses was lowest in 2019 seems to be because the scope of the
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study was limited to theses conducted until June. On the other hand, much less studies
seem to have been conducted in 2013 when compared to the other years.

The highest number of international theses were conducted in 2013 (f:33) and 2012
(f:32) followed by 2010 (f:29), 2011 (f:25), 2015 and 2016 (f:24), 2018 (f.20), 2014 (f:14),
2017 (f:5) and 2019 (f.3) respectively. The number of theses was lowest in 2019, like in
national theses, as the scope of the study was limited to theses conducted until June.
However, only 5 theses were conducted in 2017, which is an indication that researchers
conducted the least studies on “children’s literature” in that year when compared to other
years. Moreover, the number of theses seems to have decreased by 40% in 2014 regarding
the amount in 2013.

Distribution of theses according to graduate levels

The distribution of theses by graduate levels is given in Figure 3. There seems to be
a notable difference between national and international theses regarding their graduate
levels:

Figure 3. Distribution of National and International Theses by Graduate Level

Graduate Level of Graduate Level of
National Theses International Theses
m Master's mPhD ® Master's mPhD

15 18%
%.
85 82%

While 85% of national theses are at masters’ level, only 15% of them were
conducted at doctoral level. In this sense, there is a clear contrast between national and
international theses as 18% of international theses were at master’s level and 82% were at
doctoral level. The national theses on children’s literature were mainly master’s theses
while international theses were mostly doctoral theses.

Distribution of theses according to research design and data collection tools

According to their philosophies the studies are classified from two perspectives:
qualitative and quantitative studies (Buyukoztlrk et al, 2016: 12). As the mixed method is
a combination of qualitative and quantitative approaches and concepts, three types of
research design are considered for classification. The distribution of national and
international theses by the research design they adopted is given in Table 2.

Table 2. Research Designs in National and International Theses

Method Frequency of Studies %

55 S Qualitative  Interview 7 3.19%

g 3 % Observation - 0%
8~ Content Analysis 168 76.36%

s 8 E Quantitative  Questionnaire 8 3.64%

= © (%]

g 0 2 3 Scale - 0%

[72] (5]

gELE Test 4 1.82%
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Mixed Qualitative-qualitative 16 7.271%
Quantitative-quantitative 3 1.36%
Qualitative-quantitative 14 6.36%
Total 220 100%
£s Qualitative  Interview 4 1.91%
= % Observation - 0%
o 5 Content Analysis 153 73.21%
© = Quantitative  Questionnaire - 0%
c £ Scale - 0%
2 4
35 Test - 0%
o Qo .
= Review 1 0.48%
5 _5 Mixed Qualitative-qualitative 24 11.49%
s 3 % Quantitative-quantitative 4 1.91%
g =
g S E Qualitative-quantitative 23 11.00%
Total 209 100%

It is clearly seen that qualitative research design was used dominantly in national
theses (f:175, 79.55%). In line with the qualitative research design, there were frequent
literature reviews and the reviewed data was obtained through content analysis. This rate
in international theses is 75.12% and, like in national theses, descriptive analysis was
prevalent. On the other hand, no clear statement was available in 36 national and 105
international theses as to which method was used. However, a deeper investigation into
these theses showed that they utilized content analysis through document analysis. It is
noteworthy that these theses were from departments of literature as the theses from
departments of educational sciences had a separate section on methodology and clearly
stated the research methods and data collection tools.

Observation as a qualitative research method was not considered as a separate and
independent method but integrated into quantitative methods as a mixed method type.
Although interviews were utilized independently in some theses (national f:7; international
f:4), interview was a frequently used qualitative tool in mixed method studies.

Among quantitative research methods, the preferred research design was often
experimental design. A total of 12 national theses and 5 international theses made use of
experimental research design. The theses that utilized only a questionnaire or only a test as
a data collection tool are among only national theses. In international theses, however,
these tools were used as a part of mixed method research and were supported with another
qualitative or quantitate tool.

Mixed methods research was utilized in national theses and international theses
with the rates of 15% and 25% respectively. In mixed research designs, according to
Morse (2003), qualitative and quantitative paradigms can be given equal status or
dominant status or can be integrated into concurrent or sequential mixed methods research
(Baki & Gokgek, 2012: 10-11). Therefore, in addition to combination of qualitative and
quantitative paradigms, it was found that qualitative and qualitative or quantitative and
guantitative research designs were preferred. In this regard, three classifications were
identified: qualitative+qualitative, quantitative+quantitative and qualitative+quantitative.
The least favorable research paradigm both in national and international theses was
quantitative+quantitative. The number of qualitative+qualitative research designs, on the
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other hand, was marginally higher than qualitative+quantitative designs with a 0.91%
difference for national theses and 0.49% for international theses. This indicates that use of
these two designs showed similar rates.

It seems that differences among the national and international theses in terms of
research design and methods played a role in the distribution of data collection tools. The
number of data collection tools differed from the number of theses particularly due to the
implementation of mixed research methods/design.

Figure 4. Data Collection Tools in National and International Theses
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As can be seen in Figure 4, content analysis was the most preferred data collection
tool for both of the theses types. The frequency rates of national and international theses
seem to be similar (National-f:168; International-f:178). This is followed by observation
and questionnaire respectively. While the frequencies of observation and questionnaire
were 25 and 15 respectively in national theses, observation and questionnaires were
utilized for 37 and 21 times respectively in international theses. While this frequency order
was followed by scale, test and observation in national theses, the order in international
theses was followed by observation, scale, test and passing grade respectively. National
and international theses do not seem to differ greatly in terms of utilizing scales and tests
(National- > f: 19; International- > f:15). However, there are differences in terms of
observation. Observation was used more in international theses compared to national
theses. It is also notable that passing grade was used in international theses as a data
collection tool. In addition, several multi-dimensional data collection tools were also used
such as voice and video recordings of oral reading speed, responses given to understand a
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text, pictures drawn by children about a novel, diaries and reflective journals, digital
recordings, web analysis, field notes, researcher notes, video recordings, discussion
recordings, reports, logbooks/training records, photographs, vignettes, sessions for
choosing books and electronic records of correspondence. In national theses, on the other
hand, tools that are included under the title of “others” are forms for evaluating and
recording documents. This shows that international theses differ from national theses in
terms of variation in data collection tools.

Distribution of theses according to study groups/samples

Study groups/ samples in national and international theses consist of “students,
teacher candidates, teachers, printed materials and others” categories. “Students” category
covers a wide range of students from each level including pre-school and higher education.
However, teacher candidates were classified as a separate category from students of higher
education institutions. Teacher candidates were from several departments such as Early
Childhood Education, Turkish Language Teaching and English Language Teaching and
Mathematics Teaching. Printed materials include printed books as well as studies on
magazines and newspapers. The distribution of national and international theses by study
groups is given in Figure 5.

Figure 5. Study Groups in National and International Theses
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As is seen in Figure 5, the most preferred study groups were printed materials in
both national and international theses. Printed materials were investigated in 183 of
national theses and 170 of international theses. This study group is followed by students.
Study groups of 22 national and 26 international theses consist of students. Both theses
types were conducted with students from different levels of education. For instance,
preschoolers in 3 theses, primary school students in 14 theses, middle-school students in 5
theses, high school students in 2 theses and higher education students (other than teacher
candidates) in 2 theses were chosen as study groups in international theses. While the
number of international theses with teacher candidates as a study group was 15, the
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number of national theses in the same category were 10. Although the studies conducted
with teachers are similar in frequency, national and international theses differ greatly in
terms of utilizing teacher candidates as a study group. A total of 14 international theses
were conducted with teacher candidates while only 1 national thesis was conducted with
the same group. The frequency rate in international theses is similar to studies conducted
with teachers (Teachers }f: 15; Teacher Candidates- > f:14). In national theses, audio
materials were also used as a study group (f:6). In international theses, on the other hand,
use of various study groups is notable: native Japanese and English speakers,
psychologists, rabbi, social services specialists, writers, illustrators, critics and publishing
house owners, parents, school principals and consultants, specialists in blogs, exhibitions,
media, and readings.

Distribution of theses according to research topics

Common and different research topics in national and international theses are given
in Table 3.

Table 3. Research Topics in National and International Theses

Common Topics Different topics

Children's literature’s relation to various disciplines Children’s literature and children’s library

14 n
[<5] [<5]
§ Fiction in children’s literature Children’s literature and cultural é
— transmission/reflection -
g Function of children’s literature in education Children’s literature and social reality, sociology <
2 )
= =
S Children’s literature and writer Children’s literature and games §
2 o}
£ Character as an element of children’s literature Children’s literature and museums IS
e}
c
©  Ideology and children’s literature Location as an element of children’s literature
<
c
2 Historical context and children’s literature Children’s literature and quality of books
<
< Visual elements and children’s literature Relationship between children’s and adult’s literature
Distinctive characteristics of children’s literature Time as an element of children’s literature
Children’s literature and periodicals Children’s literature and religious reflection
Text types in children’s literature Children’s literature and sexuality
Children’s literature and contrastive children’s Children’s literature and the child’s world
literature Children’s literature and readers
Children’s literature and language use Children’s literature and humor
Children’s literature and translation Children’s literature and environmental awareness
Messages in children’s literature
Themes in children’s literature §
(5]
e
Elements that weaken children’s literature =
<
. . . . c
Children’s literature in different countries o
S
<
pd

Theoretical approaches towards children’s literature

Children’s literature and drama

As listed in Table 3, national and international theses share 14 common research
topics while they differ in terms of 21 research topics. International theses, regarding the
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topics that differ, seem to have a greater scope (f:15) compared to national theses (f:6). In
this vein, frequency of the research topics that international theses dealt with is Y f: 29
while this rate is ) f: 20 for national theses.

Figure 6.1. Distribution of Research Topics in National Theses
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Figures 6.1 and 6.2 provide the frequencies of national and international theses’
distribution of research topics. As is shown in Figure 6.1, the most common research topic
in national theses is the function of children’s literature in education (f:46). This is
followed by research on children’s literature writers (f:28) and text types in children’s
literature (f:23). The fourth most common research topic is distinctive characteristics of
children’s literature (f:21) followed by periodicals (f:19), messages (f:18), translation and
children’s literature (f:11), children’s literature and different countries (f:9), themes (f:8),
its relation to various disciplines and language use (f:6), characters, ideology, historical
context and visual elements (f:5), theoretical approach and contrastive children’s literature
(f:3), fiction, drama and aspects that weaken children’s literature (f:1) respectively.

Figure 6.2. Distribution of Research Topics in International Theses
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It can be seen in Figure 6.2 that the most common research topic in international
theses is the reflections of ideologies on children’s literature (f:39). The second most
common topic is function of children’s literature in education (f:26). Studies on characters,
as one of the basic elements in children’s literature, also stand out (f:24). These are
followed by cultural transmission/reflection (f:19), relation to various disciplines (f:18),
historical context (f:17), fiction and writers (f:12), social reality/sociology (f:10),
distinctive characteristics of children’s literature and religious reflection (f:7), the child’s
world, quality of books and text types (f:4), children’s library, visual elements, location,
relation to adults’ literature, contrastive children’s literature, translation and readers (f:2),
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games, museums, periodicals, time, language use, sexuality, humor and environmental
awareness (f:1).

Differences in relation to sub-fields of research topics between national and
international theses are also noteworthy. Among national theses whose research topic was
relation of children’s literature to other disciplines, the addressed disciplines are social
sciences (f:3), social pedagogy (f:1), geography (f:1), health science (disability, f:1) while
these disciplines are psychology (f:8), media (f:2), mathematics (f:1), music (f:1),
journalism (f:1), social studies (f:1), philosophy (f:3) and narratology (f:1) in international
theses.

It was found that national theses on the functions of children’s literature in
education attempted to associate the following aspects with children’s literature: teaching
reading (f:12), values education (f:20), affective education (empathy, leadership,
achievement motivation, f:4), listening education (f:2), nutrition education (f:1), character
education (f:2), concepts education (f:1), foreign language teaching (f:3) and native
language teaching (f:1). In international theses, on the other hand, the following aspects
were addressed from the view of children’s education: teacher education (f: 4), morals
education (f:2), reading education (f: 8), teaching mathematics (f:4), special education
(f:1), child-care education (f:1), democracy education (f:1), social studies education (f:1),
character education (f:2), program development (f:1) and science education (f:1).

In national theses on ideology, sub-fields of children’s rights (f:1), politics (f:1) and
sexism (f:3) were addressed: However, the scope of sub-fields in international theses on
the same research topic seems to be broader with the following aspects: politics (f:2),
feminism and woman image (f:5), gender roles and perceptions (f:3), discrimination and
gender apartheid (f:6), racism (f:13), banned books (f:1), republicanism (f:1), fascism (f:1)
and nationalism (f:3).

In relation to cultural transmission and reflection, which were commonly studied in
international theses but not addressed in national theses, it was found that the researchers
often dealt with multiculturalism and comparisons of local and hybrid cultures. Social
reality, another research topic which was not addressed in national theses, was discussed in
international theses in terms of homosexuality, mixed-race, local community, social class
and myths.

A total of 23 national theses were conducted on text types. The sub-fields in them
are comic books (f:2), poems (f:1), tales (f:9), fairy tales/lullabies (f:2), novels (f:5),
religious advice books (f:2), epics (f:1) and biographies (f:1). Only a few text types were
addressed in international theses: science fiction (f:1), transmedia texts (f:1), poems (f:1)
and didactic texts (f:1). It is interesting that religious reflection was not investigated in
national theses while international theses addressed such issues as Judaism, Christianity
and religious ideologies.

Distinctive characteristics of children’s literature were handled in national theses in
terms of basic principles of children’s literature (f:13), suitability to the child and child’s
reality (f:8) while the same research topic was discussed in international theses in terms of
child’s reality (f:1), concept of child, child image (f:4) and creativity (f:1). Moreover,
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within the context of the child’ world, effects of periods on child characters (f:1),
menstrual cycle (f:1), child’s needs (f:1) and puberty (f:1) were discussed.

Messages and themes in children’s literature, aspects that weaken children’s
literature, different countries and children’s literature and theoretical approach to
children’s literature are common only in national theses. In terms of different countries and
children’s literature, studies were conducted on literary works from Kosovo (f: 2),
Macedonia (f: 1), Bulgaria (f: 1), Iran (f: 1), Spain (f: 1), Iraq (f: 1) and Kashgar Turks (f:
1) and Arabs (f: 1).

While national theses discussed visual elements in children’s literature in terms of
pictures (f:2), digital illustration (f:1) and design (f:2), there are only 2 international theses
on this topic. Only 5 national theses were conducted on characters as basic elements of
children’s literature while the number of international theses on the same topic is 24.
Characters were investigated and evaluated from several aspects in international theses.
Some of these aspects are as follows: man, woman and child, orphan, bad, disabled and
savior/heroes, secondary (supporting) characters, princess, mad scientist, humanized
animal characters, personality and ethnic traits of characters, search for identity and belief
status.

Discussion

In this study aiming to analyze national and international theses conducted between
2010 and 2019 on children’'s literature, a total of 429 theses including 220 national and 209
international theses were investigated. Firstly, the distribution of theses regarding gender
of the authors was identified. More than half of the national and international theses were
found to have been conducted by female authors. It has been reported in the study by
Yildiz (2018) that female academicians, both in Turkey and United States, are highly
interested in social matters. This supports the finding that most of the studies on children’s
literature were conducted by female researchers.

When it comes to the distribution of theses by year, the findings show that the
distribution of both national and international theses from 2010 to 2019 is not balanced.
The number of national theses was highest in 2011 while 2013 and 2012 were the years
with the highest number of international theses. In Yazict’s study (2013), a total of 76
theses were accessed that were conducted between 2010 and 2012 (November 2012). This
indicates that 14 more theses were added to the system between November 2012 and
December 31, 2012. Additionally, Yazici (2013) reports that the theses published between
2010 and 2012, just two years, are more than the theses published between 2000 and 2009.
In this study as well, the number of theses published between 2010 and 2012 is 90 while
130 theses were published between 2013 and 2019 (until June), which shows that the
period between 2010 and 2012 is a productive interval in terms of theses on children’s
literature. For international theses, the period between 2010 and 2013 seems to be
productive while there is a notable decrease in the number between 2014 and 2017.

When compared in terms of graduate level, master’s theses are more at national
level while doctoral theses are prevalent at international level. According to Higher
Education Information Management System, there are 394174 master’s students and
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96199 doctoral students in Turkey (yok.gov.tr, 2019). The fact that master’s students are
four times higher than doctoral students is in line with the domination of master’s theses.
However, it was found that international theses are composed of mainly doctoral theses,
which can be explained by the interest of several departments in children’s literature
studies. Departments of Literature Thought and Culture, Language and Literacy, English
Language and Literature, and Departments of Educational Sciences including Preschool,
Primary School, Language Skills and Curriculum appear to be interested in studies on
children’s literature, which can positively influence the number of theses. The fact that
doctoral programs are offered two ways as either EAD or PhD in several countries can also
have an effect. Still, several other variables should be considered as to the differences
between graduate levels; researchers at doctoral level may be more interested in children’s
literature studies or scope of the studies conducted may be assumed to be appropriate to
only doctoral level.

In terms of the research design that national and international theses adopted,
qualitative approaches were found to be more preferred with an extensive use of content
analysis. In the studies conducted by Sahin, Kana and Varisoglu (2013), Ertekin and
Camlibel Cakmak (2019) and Balta (2019), qualitative approaches were reported to be
more favorable. In Boyact and Demirkol’s study (2018) as well, qualitative studies were
found to be more common with the rate of 39%. In this respect, the findings related to the
national theses in this study are similar to the reported findings in literature. According to
Hsu (2005) and Demir and Kogyigit (2018), international studies tend toward quantitative
and qualitative, and the most commonly used design is qualitative, which supports this
study’s findings as to the prevalence of qualitative design in international theses.

The results indicate that mixed methods design was adopted more in international
theses with a rate of 25% than in national theses, which utilized the design with a rate of
15%. Sozbilir, Kutu and Yasar (2012), in their study on the trends in science education
research in Turkey, conclude that 66.8% of 1249 studies were quantitative, 30% were
qualitative and 3.2% were mixed design. However, they considered only qualitative and
quantitative design as a type of mixed design research. The rate of mixed methods design
in this study is 6.36%. Therefore, utilizing mixed methods research seems not to be a
popular trend in Turkey for the time being. It was concluded in the same study, related to
the trends in data collection tools in Turkey, that the number of studies which used more
than two data collection tools is few. This conclusion is not different in terms of the
findings pertaining to national theses on children’s literature given the fact that only seven
theses collected data through three instruments. For international theses, a mixed methods
research trend is relatively obvious with one fourth of the reviewed theses that adopted a
mixed methods design. Besides, there are studies (f:2) that utilized six data collection tools
while the trend is often three data collection tools. Truscott et al. (2010) examined the
prevalence of mixed method research in the studies published in 11 leading
English-language international and U.S. national educational journals between 1995-2005,
and concluded that, out of 2381 studies (on literacy, mathematics, social studies, and
science), 332 (14%) utilized mixed methods. It was observed in this study that qualitative
and quantitative design was used in 11% of international theses, which is in line with the
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reported literature. Ross and Onwuegbuzie (2010) also report that mixed methods research
accounted for 33% of the articles published in journals, and that almost half of these
studies were qualitative in orientation. Qualitative oriented mixed methods approach in
international theses (11.49%) constitute approximately the half, which suggests that this
type of mixed methods research is preferred in international literature.

The most popularly used data collection tool, both in national and international
theses, is content analysis followed by interviews and questionnaires. The use of
questionnaires as the single data collection tool in national theses is more than
international theses in number. A number of studies have reported frequent uses of
document analysis, interviews and questionnaires (Varisoglu, Sahin & Goktas, 2013; Cam
Aktas, 2016; Biger, 2017; Dundar & Hareket, 2017; Erdem, 2018; Turkben, 2018; Balta,
2019; Veyis, 2020). Therefore, prevalence of document analysis or questionnaires as data
collection tools reveals the need for more multi-dimensional tools in national theses.
Although document analysis is also prevalent in international theses, the number of theses
that utilized various data collection tools is not few (f:39). For this reason, there is a need
for variation in data collection tools for national theses.

Considering the population/sampling or study groups in national and international
theses, the most popular type is printed materials, and the studies conducted with teachers
are at similar rates for both these types. However, studies conducted with teacher
candidates is more prevalent among international theses. It is reported in the study by
Goktas et al. (2012) that the most preferred study group is teacher candidates and teachers.
On the other hand, international theses included various study groups (psychologists,
rabbis, social services specialists, writers, illustrators, critics and publishing house owners,
parents, school principals and consultants, and specialists in blogs, exhibition, media, and
reading).

In terms of the distribution of research topics, the most common topic in national
theses is the function of children’s literature in education while international theses dealt
with ideological reflections on children’s literature the most. Balta (2019) states that theses
with a main focus on children’s literature often deal with informative and educational
messages. Balc1 (2012) reports that the most popular research topic in children’s literature
is literary texts with an emphasis on the increasing trends in children’s literature and
Turkish education over the years. The findings obtained in this study also show that
children’s literature studies related to education in general and Turkish education in
particular still continue to be conducted. Furthermore, Yazic1 (2013) claims that one of the
significant focus points of children’s literature theses is on how a theme, message and or
educational function is reflected in a particular literary work or several works from the
same author.

Messages in children’s literature, themes in children’s literature, aspects that
weaken children’s literature, children’s literature in different countries, theoretical
approach to children’s literature, children’s literature and drama are research topics
addressed in national theses. Children’s library, cultural transmission/reflection, social
reality-sociology, games, children’s museums, locations in children’s literature, quality of
books, relationship between children’s literature and adults’ literature, time, religious
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reflection, sexuality, child’s world, readers, humor, environmental awareness are research
topics in international theses. The varied scope of international theses is notable. While
national theses dealt with children’s rights, politics and sexism in terms of ideology,
international theses seem to have a wider scope in this matter: politics, feminism and
woman image, gender roles and perceptions, discrimination and gender apartheid, racism,
banned books, republicanism, fascism and nationalism. Also, a number of topics that were
not discussed in national theses were addressed in international theses such as
multiculturalism, comparisons of local and hybrid cultures, homosexuality, social class and
myths.

Social reality plays a significant role in the examination of these topics in
international theses. The Council on Interracial Books for Children (CIBC), which was
established in 1965 on the heels of Human Rights Movement in 1960, have played a
critical role in the promotion of children’s literature which can reflect the multi-racial
society. In addition to addressing issues of racism and sexism in children’s literature,
CIBC has an interest in the place of African Americans, Asians, Latinos, Native
Americans and woman in children’s literature (Banfield, 1998). Thus, these issues were
prevalently addressed as a result of a multi-racial and multi-cultural society. This is also
reflected in addressing characters. International theses discussed characters from various
points of views: man, woman and child, orphan, bad, disabled and savior/heroes,
secondary (supporting) characters, princess, mad scientist, humanized animal characters,
personality and ethnic traits of characters, search for identity and belief status. Such an
analysis on characters seems to be superficial in national theses. So, national theses need to
question on “what realities” the literary products written for children are structured,and
based on what realities a childhood policy is developed. National theses should be
structured and developed on the basis of international theses in terms of both research
topics and research procedures.

Conclusion

Research topics in national theses seem to follow the same cycle approaching
children’s literature from a theoretical point of view. Topics on principles, components and
developments in children’s literature were addressed. However, it is also essential to
perceive children as adults, to know about children’s world and their needs and to study on
the impacts of children’s developmental periods on personality traits. National theses also
seem to have failed to study on children’s natural curiosity and creativity. Distinctive
characteristics of children’s literature should not be narrowed down to basic principles of
children’s literature, suitability to the child and child’s reality but more issues such as child
concept, child image and creativity should be addressed. Considering children’s
identification with characters, more studies should provide an in-depth analysis on
characters. It is therefore crucial to expand the research topics in further theses on
children’s literature.

It is also recommended for further theses on children’s literature to make use of
mixed methods research rather than quantitative designs, to indicate research methods and
design clearly together with data collection tools and to include basic facts about the theses
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in the abstract section. These requirements can only be fulfilled by following guidelines
for thesis writing accurately and making sure that they are fulfilled. Guidelines are
important for thesis writing so as to ensure appropriate organization that is in line with the
issues and that these issues are clearly stated in the scientific research. Regarding the
differences between theses in terms of format and content, these guidelines should be
clear, accepted by all universities and functional.
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Giris

Cocuk diinyasinin dogalligini, ¢ocuk duyarliligini ve gergekligini iyi kavrayarak
edebiyat iirlinlerine yansitmak 6énemlidir. Bu yiizden ¢ocuk edebiyatinin ayri bir 6nem ve
oncelikle degerlendirilmesi gerekmektedir. Ciinkii “yazinsal degeri olan, c¢ocuk
gerceklerini duyarli olarak ele alan, ¢ocuklara okuma sevgisi ve aligkanligi verebilecek ve
onlara nitelikli okur kimligi kazandirabilecek sanatsal degeri olan bu edebiyat, 4-12 yas
arast c¢ocuklara yonelik yazinsal iirlinleri kapsamaktadir” (Dilidlizgiin, 2004: 18).
Cocuklar: nitelikli kitaplarla karsilastirmak, edebiyatin ve dilin 6zelliklerini kavratabilmek,
sezgisel bicimde verebilmek i¢in ¢ocuk edebiyatina ayri bir deger vermenin geregini
ortaya ¢ikarmaktadir. Bu nedenle ¢ocuk edebiyati iiriinleri, ¢ocuklar1 nitelikli metinleri
yoneltmeyi basarabilen, onlara zamanla okuma kiiltiirii kazandirabilen bir sorumluluk
ustlenmelidir (Sever, 2003: 11).

“Cocuk edebiyat1 dnce edebiyattir. Edebiyat yonii ile edebiyatin i¢inde en incelikli
bir yazarlik bicimidir. Her yastan okurun ilgisini ¢ekebilen, okunabilen, dili, anlatimi ve
bicimi ile edebiyatin i¢inde yeni bir tiirdiir.” (Sirin, 2000: 10). Edebiyatin olusumuyla ilgili
biitiin ilkeler ¢ocuk edebiyati i¢in de gereklidir. Ancak yetiskin edebiyatindan farklidir.
Ciinkii ¢cocuk edebiyati; farkli beceriler, farkli gereksinimler ve farkli okuma bicimleriyle
farkli bir hedef kitle i¢in yazilmistir (Hunt, 2005: 3). Bu nedenle ¢ocuk edebiyatindan
beklenen; c¢ocugu bicimlendiren nesne olarak gérmeyen, onu birey yerine koyan ve
yasadiklarini, kaygilarini anlatan, kendini anlatabilmesine koprii olusturabilecek bir isleve
sahip olmasidir (Neydim, 2003: 94). Bu islevi yerine getirebilmek i¢in nitelikli ¢ocuk
kitaplarma gereksinim vardir. Bu kitaplar, ¢ocuklara yazinsal metinlerin ve resmin
iletilerini tanima ve anlamaya dayali bilissel ve duyussal boyutlu davranislarim
uygulayabilecegi, sinayabilecegi olanaklar sunmalidir (Sever, 2003: 11-12). Bunu
yaparken ayni zamanda ¢ocukta okuma keyfi yaratan, cocuga diisleme, esinlenme ve farkli
deneyimler yasama olanag1 sunan, usavurma yetisi kazandiran, yazinsal ve giizelduyusal
secenekler yaratan ve ¢ocugun anlayis ve 6zdesleyim duygusunu gelistiren, nitelikte
olmalidir (Lynch-Brown ve Tomlinson, 1999: 3-4). Ayrica ¢ocuk kitaplari, ¢ocugun dil
dagarcigindaki sozciik sayisina uygun, kavrayabilecegi tiimce yapisinda ve anlayabilecegi
anlatim bi¢iminde olmalidir (Kantarcioglu, 1991: 13). Ayn1 zamanda kitap ¢ocugun duyus
ve diisliniisteki sentez yetisine iliskin bir bilimsellik i¢ermelidir. Ciinkii cocugun yazinla
tanismasinda, duyma-diisiinme sorumlulugu edinmesinde ve okuryazar olmasinda g¢ocuk
yazin1 onemli bir rol oynamaktadir. Biitiin bunlar ise ¢ocuk edebiyatim1 farkli yonleriyle
irdelemek geregini ortaya c¢ikarmaktadir. Bu baglamda, alanyazindaki ¢ocuk edebiyati
alanindaki tezler {izerine igerige yonelik ¢alismalar yapilmasi gerekmektedir.

Yazin egitiminin 6nemli bir araci olarak ¢ocuk ve genglik kitaplari, ¢ocuklara yazin
bilinci kazandirma islevine sahiptir. Bir baska deyisle, nitelikli cocuk kitaplar1 ¢cocuklara
yazin ile hesaplasabilme olanaginin kapilarini agan bir gecis yazimidir (Dilidiizgiin, 2003).
Bu nedenle ¢ocuk yazimi {iriinleri ve ¢ocuk yazini {izerine yapilan ¢alismalar; ¢ocuklara
uygulama, kendini sinama ve duyma-diisiinme sorumlulugu vermesi agisindan énemli bir
gerceklik sunmakta ve bu gerceklik yoniiyle de onem tasimaktadir.
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Alanyazin taramasi

Glinitimiizdeki egitim alanindaki gelismelere kosut olarak bilimsel arastirmalarin
say1st giderek artmaktadir. Bu noktada, caligmalarin niteliginin sorgulanmasi geregi ortaya
cikmaktadir. Tiirk¢e egitimi alanina donilik olarak alanyazinda belli agilardan akademik
caligmalar {izerine inceleme yapildig1 gorilmektedir: Tiirkcenin egitimi-0gretimi
alanindaki yiiksek lisans ve doktora tezleri, uluslararasi bilimsel toplantilardaki bildiriler,
makaleler (Sevim ve Iscan, 2012; Sevim ve Ozdemir Erem, 2012; Sahin, Kana ve
Varisoglu, 2013; Varisoglu, Sahin ve Goktas, 2013; Aktas ve Uzuner Yurt, 2015; Bozkurt
ve Uzun, 2015; Boyact ve Demirkol,2018; Turan, Sevim ve Tunagiir, 2018), dil
ogretiminde yontem (Eski, 2019), dinleme becerisi (Dogan ve Ozcakmak, 2014), e-kitap
(Alpkiray ve Samur, 2018), elestirel okuma (Cam Aktas, 2015), gorsel okuryazarlik
(Tanriverdi ve Apak, 2013), konusma becerisi (Potur ve Yildiz, 2016; Alver ve Tastemir,
2017), medya okuryazarligi (Erdem, 2018), okuma becerisi (Akaydin ve Cegen, 2015;
Ceran, Aydm ve Onaricioglu, 2018; Degirmenci Giindogmus, 2018; Ozdemir, 2018;
Yildiz, Coban Sural ve Boz, 2019), siir (Seref, 2019), Tiirk dili ve edebiyati1 egitimi
(Veyis, 2020), yabancilara Tiirkge 6gretimi (Biiylikikiz, 2014; Biger, 2017; Kiigiik ve
Kaya, 2018; Tlrkben, 2018) ve yazma egitimi (Tok ve Potur, 2015).

Tiirkiye’de cocuk edebiyati ilizerine yapilan ulusal tezlerle ilgili bir¢ok calisma
bulunmaktadir. Giirel ve Simsek (2005) ile Altunya (2012), Tiirk cocuk edebiyat1 iizerine
bir kaynak¢a olusturmustur. Giirel ve Simsek’in (2005) g¢ocuk edebiyati konusunda
hazirladiklart bibliyografyada 230 tez yer almaktadir. Altunya (2012), 1974-2011 yillan
arasindaki yiiksek lisans doktora ve dogentlik tezlerini yil siralamasi baglaminda ele
almistir. Coskun, Ozcakmak ve Balci’nin (2011) galigmasinda ise Tiirkce egitimindeki
egilimler tizerinde durulmus; 1981-2010 yillar1 arasinda ¢ocuk edebiyat1 alantyla ilgili 233
lisansiistii tez belirlenmistir. Balc1 (2012) calismasinda, 1981-2010 yillar1 arasinda ¢ocuk
edebiyati konusunda hazirlanan lisansiistii (267 tez) tezleri tiir, hazirlanma donemi ve
konularma gore siniflandirp degerlendirmistir. Yazici (2013), YOK veri tabanindan
ulastig1 249 tezi; konu, tiir, bilim dali gibi birgok agidan incelemistir. Fidan (2019), ¢cocuk
edebiyat1 eserlerini degerler egitimi yoOniinden inceleyen lisansiistii tezleri
degerlendirmistir. Balta (2019), 2011-2018 yillar1 arasindaki c¢ocuk edebiyati iizerine
yapilmis 278 tezi; Ertekin ve Camlibel Cakmak (2019), okuldncesi doneme seslenen
resimli ¢ocuk kitaplarina doniik 56 lisanstistii tezi incelemistir. Ancak yapilan ¢alismalara
bakildiginda, ulusal diizeydeki tezlerle simirli kaldigi ve uluslararasi alandaki tezlerle
karsilagtirmali bir bicimde degerlendirme yapilmadig: goriilmektedir. Bu ¢alismanin hem
ulusal hem de uluslararasi tezleri bir arada ele almas1 yoniiyle aragtirmacilara 151k tutacagi
diistiniilmektedir.

Cocuk edebiyat1 ile ilgili calismak isteyenler icin ¢ocuk edebiyatina yonelik
arastirmalardaki egilimleri (konu, arastirma yontemi, veri toplama araglari, Vvb.)
belirlemede kaynak olusturabilecek calismalara gereksinim duyulmaktadir. Bu nedenle bu
calisgmanin amaci, cocuk edebiyatina iliskin ulusal ve uluslararasi tezleri arastirma
konulari, arastirma desenleri, veri toplama araglari, vb. agisindan karsilagtirmaktir. Bu
temel amag dogrultusunda su sorulara yanit aranmistir:
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1. 2010-2019 yillar1 arasinda yayimlanan ulusal ve uluslararasi tezlerin cinsiyet
dagilimi nedir?

2. Ulusal ve uluslararasi tezlerin yillara gore dagilimi nedir?

3. Ulusal ve uluslararasi tezlerin lisansiistli diizey dagilimlari nedir?

4. Ulusal ve uluslararasi tezlerde hangi arastirma desenleri kullanilmaktadir?
5. Ulusal ve uluslararasi tezlerde hangi veri toplama araglari kullanilmaktadir?

6. Ulusal ve uluslararasi1 tezlerde hangi ¢alisma gruplari/6rneklem birimleri
tizerinde ¢aligilmaktadir?

7. Ulusal ve uluslararasi tezlerin arastirma konular1 nedir?
Yontem

Arastirma deseni ve yayin etigi

Bu arastirma, betimsel tarama modelinde bir arastirmadir. Betimsel arastirmalarda
“ele alinan olaylar ve durumlar, ayrintili bir bi¢imde arastirilmakta, daha dnceki olaylar ve
durumlarla iliskisi incelenerek ‘ne’ olduklar1 betimlenmeye calisilmaktadir (Karakaya,
2014: 59). Betimsel tarama modelinde bilimin gozlem, kaydetme, olaylar arasindaki
iligkileri belirleme ve kontrol edilen degismez ilkeler iizerinde genellemelere varma
nitelikleri s6z konusudur. Yani bilimin betimleme islevi 6n plandadir (Yildirim ve Simsek,
2006). Arastirmada dort asamadan olusmustur. (i) Betimsel tarama igin bir gergeve
olusturulmasi: Bu agsamada arastirmanin kavramsal ger¢evesinden yola cikilarak veri
analizi i¢in bir c¢erceve olusturulmustur. Bdylece verilerin hangi temalarin altinda
sunulacagi belirlenmistir. (ii) Verilerin islenmesi: Bu asamada, bir onceki asamada
olusturulan genel ¢erceveye gore elde edilen tarama verileri okunarak diizenlenmistir. (iii)
Bulgularin tanimlanmasi: Bu asamada diizenlenen verilerin tanimlanmas1 ve gerekli olan
yerlere maddeler halinde belirtilmistir. (iv) Bulgularin yorumlanmasi: Bu asamada
tanimlanan bulgularin agiklanmasi, iligkilendirilmesi ve agiklanmasi yapilmistir. Yapilan
bu calismada da YOK ulusal veri tabani1 ve ProQuest uluslararasi tez veri tabaninda yer
alan, 2010-2019 yillar1 arasinda yayimlanan tezler c¢esitli degiskenler agisindan
coziimlenerek acgiklanmaya calisilmistir. Yapilan calismada ¢oziimlenen tezlerin 2019 yili
Haziran ayina kadar olmasi aragtirmanin sinirliligint olusturmaktadir.

Verilerin toplanmasi ve ¢oziimlenmesi

9 13

Aragtirmada verilerin toplanmasinda “cocuk”, “edebiyat” ‘“cocuk edebiyat1”,
“cocuk yazin1” anahtar sozctikleri kullanilmistir. Ardindan su 6l¢iitler ¢ercevesinde veriler
toplanmustir: a) YOK ulusal tez veri tabani ve ProQuest veri tabaninda ulasilabilir olmast,
b) ¢ocuk edebiyatina iligkin olmasi, ¢) 2010-2019 (01.01.2010-30.06.2019) yillar1 arasinda
yapilmis olmasi, d) yiiksek lisans ve doktora tezleri olmasi. Bu dlgiitler kullanilarak ulusal
veri tabaninda 220 teze, uluslararasi veri tabanindan toplam 209 teze ulasilmistir.
Uluslararasi tezlerde dil smirlamasinin Ingilizce tutulmasi ve bazi tezlerin birkac kez
yinelenmesi nedeniyle say1 289 tezden 209’a diismiistiir.
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Verilerin ¢dziimlenmesinde icerik analizinden yararlanilmistir. Igerik analizi;
amagclarin belirlenmesi, konu ile ilgili verilerin yerlerinin belirlenmesi, mantiksal bir
yapiin gelistirilmesi, kodlama ulamlarinin belirlenmesi, sayisallagtirma ve yorumlama
basamaklarindan olusmaktadir (Biiyiikdztiirk, vd., 2016: 252-255). ilk olarak, her bir
caligmanin ilgili amact igerip igermedigi, ardindan calismalarin yer alacagi Olglitler
belirlendi. Bunun i¢in Oncelikle alanyazinda tez ve makalelerin igerik ¢oziimlemesine
doniik arastirmalar ve bu arastirmalarda kullanilan formlar incelendi (So6zbilir, Kutu ve
Yasar, 2012; Kurt ve Erdogan, 2015).

Uygulama suireci

Bu caligmalardan yola ¢ikilarak ¢ocuk edebiyati alaninda yapilan arastirmalarin
tamamini kapsayacak bi¢cimde bir form diizenlenmistir. Bu form, tezlerin ve aragtirmacinin
kimligine iliskin tanmimlayici bilgileri, tezlerdeki arastirma desen/yontemleri ve konu
alanini i¢eren on bir bagliktan olusmaktadir (Tablo 1):

Tablo 1. Ulusal ve Uluslararas1 Tezleri Inceleme Basliklari

Tezin Ad1 ve Numarasi

Tezin Yapildig1 Yer (Yurtigi, yurtdisi)

Tezin Kabul Y11

Arastirmaci Cinsiyeti (Kadin, erkek)

Lisansisti Duzeyi (Yiksek lisans, doktora)

Aragtirma Konusu

Veri Toplama Araci (Gozlem, goriisme, dokiiman analizi, anket, test, 6lgek, ders gegme notu, diger)

Calisma Grubu/Orneklem (Ogrenciler, 8gretmen adaylari, Tiirkge dgretmenleri, simif 63retmenleri, basili
materyaller, diger)

Aragtirma Konusu

Tezlerin c¢odziimlenmesine iliskin bir form belirlenerek mantiksal bir yapi
olusturduktan sonra formda yer alan her bir baglik dogrultusunda tezlerin igerikleri
kodlanmaya baslandi. Ardindan arasgtirmanin gecerligini saglamak i¢in, kodlamalara
baslamadan oOnce de bir ortak kodlama oturumu yapildi, ardindan tezleri paylasarak
belirlenen ulamlar dogrultusunda kodlama yapildi. Daha sonra ikinci bir oturum
gerceklesti ve kodlamalar arasindaki tutarlifa bakildi. Her bir arastirmaci, rastlantisal bir
bigcimde segilen tezlerin %20’sini yeniden kodladi. Bu kodlamalardaki i¢ tutarlilifi
saglamak amaciyla yapilan bu uygulamada kodlamalar arasindaki uyum hesaplandi. Miles
ve Huberman’in (1994) giivenirlik formiilii kullanilarak yapilan hesaplamalarda bu uyum
yiizdesi %90 olarak belirlenmistir. Elde edilen bulgularin sayisallastirilarak yorumlanmasi
da icerik cozumlemesinin son basamagini olusturmustur.

Bulgular

Tezlerin cinsiyete gore dagilimi

Arastirmacilarin cinsiyetlere gére dagilimina Sekil 1°de yer verilmistir. Sekil 1°de
de goriildiigli iizere, hem ulusal hem de uluslararas1 tezlerde kadin arastirmacilar,
dagilimin yarisindan fazlasini olusturmaktadir.
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Sekil 1. Ulusal ve Uluslararas1 Tezlerin Cinsiyet Dagilimlari

Uluslararasi Tezlerin

Ulusal Tezlerin Cinsiyet Dagilim

Cinsiyet Dagilinm

= Kadin ® Erkek = Bilinmiyor
®m Kadin ™ Erkek

36%
64%

Ulusal tezlerin %64’{i kadin arastirmacilar tarafindan, %36’s1 erkek arastirmacilar
tarafindan yapilmistir. Uluslararasi tezlerde de benzer bigimde kadin arastirmacilar 6ne
cikmaktadir. Kadin arastirmacilarin oran1 %83 iken erkek arastirmacilar %13 oranindadir.
Bununla birlikte uluslararasi tezlerde arastirmacilarin %4 ’iiniin cinsiyet bilgisine

13% 4%

83%

ulasilamamistir. Tezler icerisinde 6zge¢mise yer verilmedi8i i¢in tesekkiir boliimiine
bakilmig; bu boliimde de cinsiyetlerine iligkin herhangi bir yansitict ifadeye
rastlanmamistir. Ornegin; Eslere yonelik tesekkiir durumunda “wife” ya da “husband”
ifadesi bir 6n bilgi saglamaktadir. Arastirmacinin bilgisunar veri tabanindan yola ¢ikilarak
bu bilgilerin dogrulugu da aranmistir. Ancak bunun disinda kalanlar arasinda her ne kadar
arama yapilsa dahi arastirmacinin bilgisine ulagilamama durumunda “bilinmiyor” diye
belirtilmistir.

Tezlerin yayimlanma yillarina gore dagilim

Arastirmalarin yayimlanma yilina gére dagilimina Sekil 2’de yer verilmistir. Ulusal
ve uluslararast tezlerin 2010°dan 2019’a kadar dengeli bir dagilim gdstermedigi
gorulmektedir:

Sekil 2. Yillara Gore Ulusal ve Uluslararast Tezlerin Dagilimi

50 273‘6 7I 1259162515
0

50 , 29253233, 2424 2
0 _ a =

Uluslararasi Tezlerin

Ulusal Tezlerin Siklik Dagilim1 Siklik Dagilimi
m 2010 m 2011 = 2012 m 2013 m 2014 2010 m 2011 = 2012 m 2013 m 2014
m 2015 = 2016 = 2017 = 2018 = 2019 2015 = 2016 = 2017 = 2018 m 2019

Ulusal tezlerin yillara gore dagilimina bakildiginda, en ¢ok 2011 yilinda yapildig:
belirlenmistir (f:36). Bunu sirasiyla 2015 (f:29), 2010 ve 2012 (f:27), 2014 ve 2017 (f:25),
2016 (f:19), 2018 (f:16), 2013 (f:11) ve 2019 (£.5) yillar1 izlemektedir. 2019 yili, haziran
ayma kadar olan tezlerin ele alinmasi nedeniyle sayr acisindan en son sirada yer
almaktadir. Ancak 2013 yilinda diger yillara oranla ¢ok daha az g¢aligma yapildig:
gorilmektedir.

Uluslararasi tezlerin yillara gore dagiliminda ise 2013 (f:33) ve 2012 (f:32) yillarn
one c¢ikmaktadir. Bu oranlari, 2010 (£:29), 2011 (f:25), 2015 ve 2016 (f:24), 2018 (£.20),
2014 (f:14), 2017 (f:5) ve 2019 (£.3) yillart izlemektedir. 2019 yil1, ulusal tezlerde oldugu
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gibi haziran ayninin sonuna kadar tezlerin ele alinmasi nedeniyle en son sirada yer
almaktadir. Ancak 2017 yilinda yalnizca 5 tezin olmasi, diger tiim yillara oranla bu yilda
“cocuk edebiyat1” alaninda tezlerin en az yapildiginin bir gostergesidir. 2014 yilinda ise
2013 yilina oranla yaklasik %40 oraninda bir azalma belirlenmistir.

Tezlerin lisansustu dizeylerine gore dagilimi

Sekil 3’te lisansiistii diizeylere gore tezlerin dagilimi yer almaktadir. Bu baglamda
ulusal ve uluslararasi tezlerin dagilimindaki farklilik géze carpmaktadir:

Sekil 3. Ulusal ve Uluslararas1 Tezlerin Lisansiistii Diizeye Gore Dagilim

Ulusal Tezlerin

. PR Uluslararasi Tezlerin
Lisansiistii Diizeyi

Lisansiistii Diizeyi
® Yiiksek lisans ® Yiiksek lisans m Doktora
m Doktora

15

‘@

85 82%

18%

Ulusal tezlerin %85°1 yiiksek lisans diizeyinde iken %15°1 doktora diizeyinde
yapilmigtir. Ancak uluslararasi tezlerde bu durum tam bir kosutluk gostermektedir. %18’1
yliksek lisans diizey ve %82’si doktora diizeyindedir. Cocuk edebiyati alaninda ulusal
tezlerde yiiksek lisans galismalari agirlikli iken uluslararasi tezlerde doktora diizeyi 6n
plandadir.

Tezlerin aragtirma deseni ve veri toplama araglaria gore dagilimi

Temel aldiklar1 felsefeye, bakis agisinda gore nitel ve nicel olmak iizere
aragtirmalar 1ki agidan smiflandirilmaktadir (Biytkoztirk, vd., 2016, s.12). Karma
yontemin ise nicel ve nitel yaklagim, yontem ve kavramlarin bir bileskesi olmas1 nedeniyle
aragtirma desenleri 3 baglamda ele alinip incelenmistir. Ulusal ve uluslararasi tezlerin
yontem Ozellikleri Tablo 2’de ele alinmstir:

Tablo 2. Ulusal ve Uluslararasi Tezlerin Arastirma Desenleri

Method Calismalarm Sikligi %

g g Nitel Goriisme 7 %3.19

3 Gozlem - %0

Z F Icerik analizi 168 %76.36

- 5 Nicel Anket 8 %3.64

£ > Olcek - %0

E g Test 4 %1.82
T o Karma Nitel+nitel 16 %7.27

EREC Nicel+nicel 3 %1.36
(2]

=& 5 Nitel-+nicel 14 %6.36

Tablo 2. Devami

Toplam 220 %100
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g § Nitel Gériisme 4 9%1.91
% S Qézlem - %0
< F Igerik analizi 153 %73.21
g Nicel Anket - %0
53 Olgek - %0
S Test . %0
= Tarama 1 %0.48
£5 -  Kama Nitel+nitel 24 %11.49
i; R Nicel-+nicel 4 %1.91
S5A <% Nitel+nicel 23 %11.00
Toplam 209 %100

Oncelikle ulusal tezlere bakildiginda, baskin olarak nitel arastirma deseninden
yararlanildig1 belirlenmistir (f:175, %79.55). Nitel arastirma desenine bagli olarak siklikla
alanyazin taramadan yararlanilmis ve tarama verileri igerik analizi ile elde edilmistir.
Uluslararas1 tezlerde ise bu oran %75.12°dir ve ulusal tezlerde oldugu gibi betimsel
coziimleme agirlikli olarak calisilmistir. Bununla birlikte bu ¢alismalar arasindan 36 ulusal
tezde, 105 uluslararasi tezde hangi yontemin kullanildig: agik bir bi¢imde belirtilmemistir.
Anacak bu tezler incelendiginde dokiiman incelemesi yoluyla icerik analizinin yapildigi
belirlenmistir. Bu tezlerin edebiyat alanindaki anabilim dallarinda yiiriitiilen tezler olmasi
ise bir baska dikkat ¢ekici yondiir. Cilinkii egitim bilimleri alanlarindaki tezlerde yontem
basliginin ayri bir bicimde ele alinmas1 gozetilmis, bu sayede arastirmalarin yontemleri ve
veri toplama araglarina dogrudan ulasilmistir.

Nitel aragtirma yontemlerinden gozlem ayri1 ve bagimsiz bir yontem olarak ele
alinmamis; karma yontem i¢inde nicel yontemlerin biriyle iliskilendirilmistir. Gortisme
yonteminin bagimsiz olarak ise kosuldugu tezlerin (ulusal f:7; uluslararasi f:4) yani sira
karma yontemde goriisme siklikla bagvurulan nitel aragtirma yontemleri arasindadir.

Nicel arastirma yontemleri i¢inde deneysel arastirmalara daha ¢ok yer verilmistir.
Ulusal tezlerde 12, uluslararasi tezlerde ise 5 arastirmada deneysel arastirma desenlerinden
yararlanilmigtir. Yalnizca anket ya da testin veri toplama araci olarak ise kosuldugu
arastirmalar, ulusal tezlerde goriilmektedir. Uluslararas: tezlerde ise karma yontemlerde
kullanilmis ve bu yontemleri nitel ya da nicel baska bir yontemle iligkilendirerek ele almak
yeglenmistir.

Karma arastirma deseninden ulusal tezlerde yaklasik %15 oraninda, uluslararasi
tezlerde ise yaklasik %25 oraninda yararlanilmistir. Morse’ye (2003) gore karma aragtirma
tasarimlari, nitel ve nicel yontemlerin sirali ve baskin olma durumuna goére sunulabilir ve
eszamanli ya da sirali karma yontem arastirmalarinda yontemler, nicel ya da nitel
paradigmalar igerisinde birlesebilmektedir (Baki ve Gokgek, 2012, s.10-11). Bu nedenle
tezlerle ilgili yapilan incelemelerde, nitel ve nicel arastirmalarin bileske tasariminin yani
sira nitel ve nitel ya da nicel ve nicel arastirma tasarimlarinin yeglendigi de belirlenmistir.
Bu nedenle ii¢ yonlii olarak smiflanidirilmistir: nitel+nitel, nicel+nicel ve nitel+nicel.
Gerek ulusal gerekse uluslararasi tezlerde en az nicel+nicel arastirma tasarimina yer
verilmigtir. Nitel+nitel arastirma tasarimi, nitel+nicel arastirma tasarimina gore ¢ok az bir
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farkla 6ne ¢ikmaktadir. Ulusal tezlerde bu fark %0.91 iken uluslararasi tezlerde %0.49’dur.
Bu nedenle bu iki tasarimin benzer oranlarda ise kosuldugu sdylenebilir.

Ulusal ve uluslararasi tezlerdeki arastirma desen ve yontemlerindeki farklilasmalar,
veri toplama araglarma da yansmmistir. Ozellikle karma arastirma desen/yontemin ise
kosulmasi ile birlikte veri toplama araclarinin sayisi, toplam tez sayisi ile farklilik
goOstermektedir.

Sekil 4. Ulusal ve Uluslararas1 Tezlerdeki Veri Toplama Araglari

Ulusal Tezlerdeki Veri Toplama Araci

180
160
140
120
100
80
60
40
20
o [
Igerik
Analizi
168 3 25 15 13 6 6

Gozlem | Goriisme | Anket Olgek Test Diger

® Veri Toplama Araci

Uluslararasi Tezlerdeki Veri Toplama Araci

200
180
160
140
120
100
80
60
40
20

Igerik
Analizi

.

Gozlem

Goriisme

Anket

Olgek

Test

Ders
Gegme
Notu

Diger

178

18

37

21

29

| H Veri Toplama Araci

Sekil 4’te de goriildiigli lizere, veri toplama araci olarak her iki grafikte icerik
analizi 6ne c¢ikmaktadir. Ulusal tezler ile uluslararasi tezlerin siklik oranlarinin benzer
oldugu goriilmektedir (Ulusal-f:168; Uluslararasi-f:178). Bu durumu sirasiyla gériisme ve
anket izlemektedir. Ulusal tezlerde goriisme 25, anket 15 kez ise kosulurken uluslararasi
tezlerde goriismeden 37, anketten ise 21 kez yararlanildigi belirlenmistir. Ancak bu
siralamay1 ulusal tezlerde Glgek, test ve gozlem izlerken uluslararasi tezlerde gozlem,
olgek, test ve ders gecme notu izlemektedir. Olgek ve testten yararlanma acisindan toplam
say1 yoniiyle ulusal ve uluslararasi tezlerde biiylik bir oranda farklilagsma goriilmemistir
(Ulusal- >'f: 19; Uluslararasi- Y f:15). Ancak bu durum, gozlemde oldukga farklidir. Ulusal
tezlere oranla uluslararasi tezlerde gozlemin daha c¢ok ise kosuldugu sdylenebilir.
Uluslararasi tezlerde, ders gegme notunun da veri toplama araci olarak kullanilmas: dikkat
cekicidir. Ayrica video ve ses kaydi ile sesli okuma hiz1 kayitlari, metni anlamaya dontik
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verilen yanitlar, cocuklarin romana iliskin ¢izdigi resimler, gilinlilk ve yansitic1 giinliik,
dijital kayitlar, web analizi, alan notlari, arastirmaci notlar1, video kaydi, tartisma kayitlari,
raporlar, seyir defteri-egitim tutanagi, fotograflar, skegler, kitap se¢im prosediirleri, dijital
yazigma kayitlar1 gibi ¢ok yonlii araclara da bagvurulmustur. Ulusal tezlerde ise “diger” ad1
altinda verilen oran, metin degerlendirmeye donikk formlar1 ve kiinye formlarini
yansitmaktadir. Bu agidan bakildiginda, uluslararasi tezler veri toplama araglarindaki
farklilagma yoniinden 6ne ¢ikmaktadir.

Tezlerdeki ¢alisma grubu/6rneklem birimlerinin dagilim

Ulusal ve uluslararasi tezlerde ¢alisma grubunu/6rneklemini “6grenci, 0gretmen
adaylar1, 6gretmenler, basili materyaller ve diger” ulamlar1 olusturulmustur. “Ogrenci”
ulami, okuldncesinden yiiksekogretime kadar her diizeydeki 6grencileri kapsamaktadir.
Ancak yiiksek6gretim 6grencileri arasinda 6gretmen adaylari ile ¢alisildiysa bu grup ayri
bir ulamda ele alinmustir. Ogretmen adaylar1 kapsaminda okuldncesi 6gretmenligi, Tiirkge,
Ingilizce gibi dil derslerinin 6gretmenli§i ve matematik Ogretmenligi gibi alanlardaki
ogrenciler yer almaktadir. Basili materyaller igerisinde kitaplarin yani sira dergiler ve
gazetelerle ilgili yapilan ¢aligmalar da bulunmaktadir. Ulusal ve uluslararasi tezlerin
caligma grubu dagilimina Sekil 5°te yer verilmistir.

Sekil 5. Ulusal ve Uluslararasi Tezlerdeki Calisma Grubu

Ulusal Tezlerdeki Calisma Grubu
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o NN S—
. . Ogretmen | ... Basih .
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B Ulusal Tezlerdeki Calisma .
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Uluslararas: Tezlerdeki Calisma Grubu
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Grubu

Sekil 5’e bakildiginda, ulusal ve uluslararasi tezlerin her ikisinde de en ¢ok basili
materyaller tlizerinde calisildigi belirlenmistir. Ulusal tezlerin 183’{inde, uluslararasi
tezlerin ise 170’inde basili materyallerden yararlanilmistir. Bunu Ogrencilerle yapilan
caligmalar izlemektedir. 22 ulusal ve 26 uluslararasi tezin c¢alisma grubunu Ogrenciler
olusturmaktadir. Her ikisinde de farkli 6grenim diizeyindeki Ogrencilerle g¢aligilmistir.
Ornegin; uluslararas: tezlere bakildiginda, 3 tezde okuldncesi dgrencisi,14 tezde ilkokul

© 2021 JLERE, Journal of Language Education and Research, 7(1), 34-77



66 Sevil HASIRCI AKSOY & Aslihan KUCUKAVSAR

Ogrencisi, 5 tezde ortaokul 6grencisi, 2 tezde lise 0g8rencisi ve 2 tezde yiiksekdgretim
Ogrencisi (6gretmen aday1 disindaki ¢alisma grubu) ile calisildigr belirlenmistir. Bir diger
caligma grubu olan 6gretmenlerle ¢alisma yapan uluslararasi tez sayis1 15 iken ulusal tez
10°dur. Siklik agisindan 6gretmenlerle yapilan ¢alismalarin benzer oranda olmasina karsin
Ogretmen adaylan ile yapilan ¢alismalar arasinda onemli oranda bir farklilasma vardir.
Ulusal tezlerde yalnizca 1 tezde Ogretmen adaylari ile c¢alisildigi belirlenmisken
uluslararasi tezlerde 14’tiir. Uluslararasi tezlerdeki bu siklik orani, 6gretmenlerle yapilan
caligma oram ile benzerlik gostermektedir (Ogretmenler Yf: 15; Ogretmen adaylari-
>f:14). Ulusal tezlerde ¢alisma grubu olarak ayrica s6zlii materyallerden de
yararlanilmistir (f:6). Uluslararasi tezlerde ise farkli ¢alisma gruplar1 dikkat ¢ekmektedir:
anadili Japonca ve Ingilizce olan bireyler, psikolog, haham ve sosyal hizmet uzmana,
yazar, ¢izer, elestirmen ve yayinevi sahipleri, veliler, okul miidiirleri ve danismanlar, blog,
sergi, medya ve okuma uzmani, vb.

Tezlerdeki ¢alisma konularimin dagilim

Calisma konularmin ulusal ve uluslararas1 tezlerdeki ortak olan yonleri ile
farkliliklarina Tablo 3’te yer verilmistir.

Tablo 3. Ulusal ve Uluslararasi Tezlerin Genel Konu Bagliklar

Ortak Konular Farkli Konular

Lg Cocuk edebiyatinin ¢esitli disiplinlerle iliskisi Cocuk edebiyati ve ¢ocuk kiitiiphanesi LE
i Cocuk edebiyatinda kurmaca Cocuk edebiyat: ve kiiltiirel aktarim/yansima i
% Cocuk edebiyatinin egitimdeki islevi Cocuk edebiyati ve toplum gergekligi, sosyoloji %
E Cocuk edebiyati ve yazar Cocuk edebiyati ve oyun :(3
?5’ Cocuk edebiyat1 6gelerinden karakter Cocuk edebiyati ve miize N
g Cocuk edebiyati ve ideoloji Cocuk edebiyati 6gelerinden mekan
> Cocuk edebiyati ve tarihsel baglam Cocuk edebiyati ve kitaplarin niteligi
Cocuk edebiyati ve gorsel 6geler Cocuk edebiyati ve yetiskin edebiyati arasindaki iligki
Cocuk edebiyatina 6zgii 6zellikler Cocuk edebiyati 6gelerinden zaman
Cocuk edebiyati ve siireli yayinlar Cocuk edebiyati ve dinsel yansima
Cocuk edebiyatinda metin tiirleri Cocuk edebiyati ve cinsellik
Cocuk edebiyati ve karsilagtirmali ¢ocuk edebiyati Cocuk edebiyati ve ¢ocuk diinyasi
Cocuk edebiyati ve dilsel kullanim Cocuk edebiyati ve okur
Cocuk edebiyati ve ceviri Cocuk edebiyati ve mizah
Cocuk edebiyati ve gevre bilinci
Cocuk edebiyatinda ileti
Cocuk edebiyatinda izlek (tema) -
Cocuk edebiyatin1 zayiflatan dgeler E’
©
Farkl1 iilkelerdeki ¢ocuk edebiyati %

Cocuk edebiyatina kuramsal yaklagim

Cocuk edebiyati ve drama
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Tablo 3’e¢ bakildiginda, 14 konu alani acisindan ulusal ve uluslararasi tezlerin
benzerlik gostermesine karsin 21 konu alaninda ayrimlastigi gériilmektedir. Bu farkliliklar
yoniiyle ulusal tezlere oranla (f: 6) uluslararasi tezler daha ¢ok 6ne ¢ikmaktadir (f:15). Bu
acidan uluslararasi tezlerin ¢ocuk edebiyatini ele aldigi konularin dagilimi ) f: 29 iken
ulusal tezlerde Y f: 20°dir.

Sekil 6.1. Ulusal Tezlerin Konu Dagilimi
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Ulusal ve uluslararasi tezlerin konu dagilim sikliklarina Sekil 6.1 ve Sekil 6.2°de
yer verilmistir. Sekil 6.1°e bakildiginda, ulusal tezlerde en ¢ok c¢ocuk edebiyatinin
egitimdeki islevine yer verildigi goriilmektedir (f:46). Bunu ¢ocuk edebiyati yazarlar ile
ilgili arastirmalar (f:28) ve ¢ocuk edebiyatindaki metin tirleri (f:23) izlemektedir.
Ardindan sirastyla su konular ele alinmistir: cocuk edebiyatina 6zgii ozellikler (f:21),
stireli yayinlar (f:19), ileti (f:18), geviri ¢ocuk edebiyat1 (f:11), farkli iilkelerdeki gocuk
edebiyati (f:9), izlek (f:8), cesitli disiplinlerle iliskisi ve dilsel kullanim (f:6), karakter,
ideoloji, tarihsel baglam ve gorsel 6geler (f:5), kuramsal yaklasim ve karsilastirmali gocuk
edebiyat1 (f:3), kurmaca, drama ve zayiflatan dgeler (f:1).

Sekil 6.2. Uluslararasi Tezlerin Konu Dagilimi
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Sekil 6.2’de ise uluslararas1 tezlerde en c¢ok cocuk edebiyatina ideolojinin
yansimalari lizerinde duruldugu goriilmektedir (f:39). Cocuk edebiyatinin egitimdeki islevi
ise ikinci sirada yer alan ¢alisma konusudur (£:26). Cocuk edebiyatinin temel 6gelerinden
biri olan karakter iizerine yapilan ¢alismalar da 6ne ¢ikanlar arasindadir (f:24). Ardindan
bunu sirastyla su konular izlemektedir: kiiltiirel aktarim/yansima (f:19), ¢esitli disiplinlerle
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iliskisi (f:18), tarihsel baglam (f:17), kurmaca ve yazar (f:12), toplum gercekligi-sosyoloji
(f:10), cocuk edebiyatina 6zgii 6zellikler ve dinsel yansima (f:7), ¢ocuk diinyasi, kitaplarin
niteligi ve metin tirleri (f:4), cocuk kiitliphanesi, gorsel 6geler, mekan, yetiskin edebiyati
ile arasindaki iliski, karsilastirmali cocuk edebiyati, ceviri ve okur (f:2), oyun, miize, siireli
yayinlar, zaman, dilsel kullanim, cinsellik, mizah ve ¢evre bilinci (f:1).

Konu dagilimlariin alt alanlarina bakildiginda da farkliliklar géze ¢arpmaktadir.
Cocuk edebiyatinin ¢esitli disiplinlerle iliskisinde ulusal tezlerde sosyal bilgiler (f:3),
sosyopedagoji (f:1), cografya (f:1), saglik bilimi(engellilik, f:1) alanlar1 6ne c¢ikarken
uluslararasi tezlerde psikoloji (f:8), medya (f:2), matematik (f:1), miizik (f:1), gazetecilik
(f:1), sosyal bilgiler (f:1), felsefe (f:3) ve anlatibilim (f:1) ile iligkiyi ele alan ¢alismalar yer
almaktadir.

Cocuk edebiyatinin egitimdeki islevine yoOnelik ulusal tezlerde okuma egitimi
(f:12), degerler egitimi (f:20), duyussal alan egitimi (empati, liderlik, basar1 giidisii, f:4),
dinleme egitimi (f:2), beslenme egitimi (f:1), karakter egitimi (f:2), kavram 6gretimi (f:1),
yabanci dil 6gretimi (f:3) ve anadili 6gretimi (f:1) ile cocuk edebiyatinin iliskilendirildigi
belirlenmistir. Uluslararasi tezlerde 6gretmen egitimi (f: 4), duyarlik ve ahlak egitimi (f:2),
okuma egitimi (f: 8), matematik 6gretimi (f:4), 6zel egitim (f:1), cocuk egitimi-yetistirme
(f:1), demokrasi egitimi (f:1), sosyal bilgiler egitimi (f:1), karakter egitimi (f:2), program
gelistirme (f:1) ve bilim egitimi (f:1) baglaminda ¢ocuk edebiyati ele alinmstir.

Ideoloji ile ilgili aligmalarda ulusal tezlerde cocuk haklar1 (fi1), siyaset (f:1) ve
cinsiyet¢ilik (f:3) ele alinirken uluslararasi tezlerde bu konu alanindaki cesitlilik dikkat
cekmektedir: siyaset (f:2), feminizm ve kadin imgesi (f:5), cinsiyet rolleri ve algisi (f:3),
ayrimcilik ve cinsiyet ayrimeciligt (f:6), wkeihik (f:13), yasaklanan kitaplar (fi1),
cumhuriyet¢ilik (f:1), fasizm (f:1) ve ulusalcilik (f:3).

Uluslararasi tezlerde en ¢ok 6ne ¢ikanlar arasinda yer alan, ancak ulusal tezlerde
yer verilmeyen kiiltiirel aktarim ve yansima baglaminda genelde cokkiiltiirliiliik, yerel ve
melez kiiltlir karsilastirmalart {izerinde duruldugu belirlenmistir. Bir diger ulusal tezlerde
ele alinmayan konu alan1 olan toplum gergekligi ise escinsellik, karma 1rk, yerli halk,
sosyal sinif ve mitler baglaminda ele alinmistir.

Cocuk edebiyatinda metin tiirleri olarak ulusal tezler 23 aragtirmayla dikkat
cekmektedir: ¢izgi roman (f:2), siir (f:1), oyki (f:9), masal/ninni (f:2), roman (f:5),
nasihatname (f:2), destan (f:1) ve biyografi (f:1). Uluslararas1 tezlerde ise birka¢ metin tiirii
iizerinde durulmustur: bilimkurgu (f:1), transmedya metinleri (f:1), siir (f:1) ve didaktik
metinler (f:1). Dinsel yansimanin ise ulusal tezlerde ele alinmamasi dikkat cekici.
Uluslararas1 tezlere bakildiginda Yahudilik, Hristiyanlik ve dinsel ideoloji acisindan
incelemeler yapilmstir.

Cocuk edebiyatina 6zgii 6zellikler, ulusal tezlerde ¢ocuk edebiyati temel ilkeleri
(f:13), ¢ocuga gorelik ve cocuk gergekligi (f:8) baglaminda ele alinirken uluslararasi
tezlerde cocuk gercekliginin (f:1) yani sira ¢ocukluk kavrami ve ¢ocuk imgesi (f:4) ile
yaraticihik (f:1) tizerinde durulmustur. Ayrica c¢ocuk diinyas1 baglaminda c¢ocuk
karakterlerdeki donem etkisi (f:1), &det donemi (f:1), cocuk gereksinimleri (f:1) ve
ergenlik kavramina (f:1) da yer verilmistir.
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Cocuk edebiyatinda ileti ve izlek, yalnmizca ulusal tezlerde 6ne ¢ikmaktadir. Ayni
durum, ¢ocuk edebiyatin1 zayiflatan 6geler, farkli tilkelerdeki ¢ocuk edebiyati ve gocuk
edebiyatina kuramsal yaklasim agisindan da gegerlidir. Farkli iilke ve toplumlardaki ¢ocuk
edebiyati yapitlariyla karsilastirma baglaminda; Kosova (f:2), Makedonya (fi1),
Bulgaristan (f:1), Iran (f:1), Ispanyol (f:1), Irak (f:1) ile Kasgar Tiirkleri (f:1) ve Araplar
(f:1)’1n diinyasindaki ¢cocuk edebiyat1 yapitlarinin incelemesi yapilmistir.

Cocuk edebiyatinda gorsel dgeler, ulusal tezlerde resim (f:2), dijital resimleme (f:1)
ve tasarim (f:2) baglaminda ele alinirken uluslararasi tezlerde bu konu alani yalnizca 2
caligma ile sinirhidir. Cocuk edebiyatinin temel Ggelerinden biri olan karakterlerin ise
ulusal tezlerde yalnizca 5 arastirmada, uluslararasi tezlerde ise 24 ¢aligmada ele alindigi
belirlenmistir.  Uluslararas1 tezlerde karakterler bircok yoOniiyle incelenmis ve
degerlendirilmistir. Bunlardan bazilar1 sunlardir: erkek, kadin ve cocuk; yetim, koti,
engelli ve kurtaric1 (kahraman) karakterler, ikincil (yardimci) karakterler, prenses
karakteri, ¢ilgin bilim adami karakteri, insanlastirilmis hayvan karakterleri, karakterlerin
kisilik ve etnik 6zellikleri, kimlik arayis1 ve inang durumlari, vb.

Tartisma

Cocuk yazin1 iizerine yapilan ulusal ve uluslararast tezleri inceleyen bu
arastirmada, 2010-2019 yillar1 arasinda 220 ulusal tez ve 209 uluslararasi tez olmak Uzere
toplam 429 tez incelenmistir. Bu incelemede oncelikle arastirmacilarin cinsiyet dagilimina
bakilmistir. Hem ulusal hem de uluslararasi tezlerde kadin arastirmacilar, dagilimin
yarisindan fazlasim1 olusturmaktadir. Yildiz’mm (2018) arastirmasinda da kadin
akademisyenlerin gerek lilkemizde gerekse Amerika’da sosyal alanlara agirlikli olarak
yoneldigi ve bunun kadrolasmaya yansidigi vurgulanmaktadir. Bu agidan ¢ocuk odakl
edebiyatla ilgili arastirmalarin kadin agirlikli olma durumunu destekler niteliktedir.

Aragtirmanin bir diger yonii olan tezlerin yillar igindeki dagilimina bakildiginda ise
gerek ulusal gerekse uluslararasi tezlerin 2010°dan 2019’a kadar dengeli bir dagilim
gostermedigi belirlenmistir. Ulusal tezlerde 2011, uluslararasi tezlerde 2013 ve 2012 yili,
en ¢ok tezin yapildig yillardir. Yazicr’nin (2013) calismasinda 2010-2012 (Kasim 2012)
yillart arasinda toplam 76 teze ulagilmistir. Bu durum Kasim 2012 ile 31.12.2012 arasinda
14 tezin daha sisteme eklendiginin bir gostergesidir. Ustelik Yazic1 (2013), 2010-2012
yillar1 arasinda yalnizca iki yillik siirede yazilan tezlerin 2000-2009 yillar1 arasinda
caligilan toplam tezlerin yarisindan fazla oldugunu belirlemistir. Bu arastirmada da yine
2010-2012 yillar1 arasinda 90 tez varken 2013-2019 (Haziran) arasinda 130 tez oldugu,
buna gore 2010-2012 yillar1 arasinin ¢ocuk edebiyatina yonelik tezler agisindan oldukga
hareketli bir donem oldugu sdylenebilir. Uluslararasi tezlere bakildiginda da yine 2010-
2013 yillarinin tez sayisinin agisindan 6ne ¢iktigi; 2014 ve 2017 yillarinda ise dikkat ¢ekici
bir bi¢imde tez oranlarinda azalma oldugu goriilmektedir.

Lisansiistli diizey agisindan karsilastirildiginda, cocuk edebiyati alaninda ulusal
tezlerde yiiksek lisans calismalari, uluslararasi tezlerde ise doktora c¢alismalari 6n
plandadir. Ulkemizde Yiiksekdgretim Bilgi Yoénetim Sistemi’ne bakildiginda, yiiksek
lisans Ogrenci sayist 394.174 iken doktora dgrenci sayisit 96.199°dur (yok.gov.tr, 2019).
Yiiksek lisans Ogrencisinin, doktora Ogrenci sayisinin yaklasik 4 katt olmasi, ulusal
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tezlerdeki yiiksek lisans c¢alismalarinin  baskinligin1  destekler niteliktedir. Ancak
uluslararasi tezlere bakildiginda ise doktora ¢alismalarinin agirlikli oldugu goriilmekte ve
bu durum, birgok ana bilim dalindaki programlarda ¢ocuk edebiyati ¢alismalarinin
yiiriitiilmesi ile aciklanabilir: Edebiyat, Diisiince ve Kiiltiir, Dil ve Okuryazarlik, Ingiliz
Dili ve Edebiyati, Egitim Bilimleri Ana Bilim Dallar1 yani Okul Oncesi, ilkdgretim, Dil
Becerileri, Ogretim Programi ve Ogretim gibi bircok ana bilim dalinda ¢ocuk edebiyatina
yer verilmesi, bu alandaki tez sayisin1 olumlu yonde etkileyebilir. Ayrica yurtdiginda
doktora programinin iki yonlii olmasi1 (EdD ve PhD) da etkili olabilir. Yine de lisansiistii
diizey arasindaki fark iizerinde baska degiskenler de g6z Oniine alinmalidir: ¢ocuk
edebiyati alanina daha ¢ok doktora diizeyinde yonelme, yapilan tezlerin kapsaminin
doktora diizeyini karsilar nitelikte olabilecegini diisiinme, vb.

Aragtirma deseni acisindan ulusal ve uluslararasi tezlere bakildiginda ise en ¢ok
nitel arastirma yaklasiminin; nitel arastirmalar iginde ise en ¢ok icerik analizinin
benimsendigi belirlenmistir. Sahin, Kana ve Varisoglu (2013), Ertekin ve Camlibel
Cakmak (2019) ile Balta’nin (2019) g¢alismasinda da nitel arastirmalarin one ¢ikigi
belirlenmistir. Yine Boyaci ve Demirkol’un (2018) calismasinda %39 oraniyla en ¢ok nitel
aragtirmalarin kullanildigi belirtilmektedir. Bu agidan ulusal tezlerde ulagilan sonuglarla
benzerlik gostermektedir. Hsu (2005) ile Demir ve Kogyigit (2018), uluslararasi
alanyazinda nicel arastirmalardan nitele dogru bir arastirma egilimi oldugu ve nitel
aragtirmalarin en c¢ok benimsendigi sonucuna ulasmistir. Uluslararas1 tezlerdeki nitel
arastirma egilimini destekler niteliktedir.

Karma desenin ise uluslararasi tezlerde ulusal tezlere oranla daha cok ele alindig:
goriilmektedir. Ulusal tezlerde oran %15 iken uluslararasi tezlerde %25°tir. Sozbilir, Kutu
ve Yasar (2012), Tiirkiye’deki bilim egitimi arastirmasindaki egilimi belirlemek amacryla
caligmasinda ele aldig1 1249 arastirmanin %66.8’inin nicel, %30 unun nitel, %3.2’sinin ise
karma desen oldugunu belirlemistir. Ancak karma desen igerisinde nitel ve nicel arastirma
desen tasarimini ele almis; bu baglamda bu arastirmada ulasilan %6.36 oraniyla
karsilastirildiginda Tiirkiye’de hald karma arastirma desenine pek yer verilmedigi
sOylenebilir. Ayrica ayni arastirmada Tirkiye’deki veri toplama araglart da ele alinmais;
ikiden fazla veri toplama aracini ise kosan arastirmalarin az sayida oldugu sonucuna
ulagilmistir. Aym1 durum, ¢ocuk edebiyati baglaminda ele alinan ulusal tezler igin de
gecerlidir. Yalmizca 7 tezde ii¢ veri toplama aracinin ise kosuldugu belirlenmistir.
Uluslararasi tezlere bakildiginda ise karma arastirma yontemlerine olan egilimin daha ¢ok
yansidig1, incelenen tezlerin 4’linlin karma aragtirma desenini benimsedigi belirlenmistir.
Ayrica karma desende genellikle ii¢ olmak iizere veri toplama arac1 6’ya kadar ¢ikan
arastirmalarla (f:2) karsilagilmistir. Truscott, vd. (2010), 1995-2005 yillari arasinda 6nde
gelen 11 uluslararasi Ingilizce ve ABD ulusal egitim arastirma dergisinde yayimlanan
karma yontem arastirmalarinin yayginligini incelemis ve 2381 c¢alismanin (okuma yazma,
matematik, sosyal bilgiler ve fen alanlari) 332'sinde (%14) karma yontem kullanildigi
belirlenmistir. Uluslararasi tezlerde nitel ve nicel arastirma desen tasariminda %11°lik bir
orana ulasilmis ve bu acidan sonuglar benzerlik gostermektedir. Yine Ross ve
Onwuegbuzie’nin (2010) c¢aligmasinda 1998-2008 yillart arasinda karma arastirmalarin
dergilerin %33’linlii olusturdugu ve bu arastirmalarin yaklagik yarisinin nitel egilimli
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olduguna ulasilmistir. Uluslararasi tezlerde de nitel temelli karma arastirmalarin %11.49
orantyla yaklasik yarisin1 olusturmasi, uluslararasi alanyazinda nitel yonde karma
arastirma tasarimlariin da yeglendigini gostermektedir.

Veri toplama araci agisindan bakildiginda ise hem ulusal hem de uluslararasi
tezlerde, en ¢ok igerik analizi kullanilmis, bunu gériisme ve anket izlemektedir. Ulusal
tezlerde veri toplama araclarindan yalnizca anket kullanim orani uluslararasi tezlerden
fazladir. Dokiiman analizi, goriisme ve anket kullanim sikligi, alanyazindaki birgok
caligmada da belirlenmistir (Varigsoglu, Sahin ve Goktas, 2013; Cam Aktas, 2016; Biger,
2017; Dlndar ve Hareket, 2017; Erdem, 2018; Turkben, 2018; Balta, 2019; Veyis, 2020).
Dolayistyla veri toplama araclarmin agirlikli olarak dokiiman analizi ya da anket
cergevesinde bicimlenmesi, ulusal calismalarda daha ¢ok yonli veri toplama aracina
gereksinim duyuldugunu ortaya c¢ikarmaktadir. Uluslararasi tezlerde, her ne kadar
dokiiman analizi 6ne ¢iksa da farkli veri toplama araglariyla iliskilendiren c¢aligmalarin
sayist azimsanmayacak niteliktedir (f:39). Bu nedenle ulusal ¢alismalarda veri toplama
araglar1 yoniinden ¢esitlilige gereksinim duyulmaktadir.

Ulusal ve uluslararasi tezlerin evren/6rneklem ya da galisma grubuna bakildiginda,
en ¢ok basili materyaller lizerinde ¢alisildigi; her ikisinde dgretmenlerle yapilan ¢aligsmalar
benzer orandayken Ogretmen adaylari ile yapilan calismalarda uluslararasi tezler one
ciktig1 belirlenmistir. Goktas, vd.’nin (2012) ¢alismasinda da ¢alisma grubu olarak en ¢ok
Ogretmen adayr ve Ogretmenler oldugu belirlenmistir. Ancak uluslararasi tezlere
bakildiginda, farkli ¢alisma gruplari1 (psikolog, haham ve sosyal hizmet uzmani, yazar,
cizer, elestirmen ve yayinevi sahipleri, veliler, okul miidiirleri ve danigsmanlar, blog, sergi,
medya ve okuma uzmani, vb.) ile ¢alisildig1 goriilmektedir.

Konu dagilimi1 agisindan ulusal tezlerde en ¢ok ¢ocuk edebiyatinin egitimdeki
islevine, uluslararasi tezlerde ise en ¢ok ¢ocuk edebiyatina ideolojinin yansimalarina yer
verilmistir. Balta (2019), odak noktast ¢ocuk edebiyati olan tezlerin konularinin agirlikl
olarak egiticilik/egitsel ileti oldugunu belirtmistir. Balc1i (2012) calismasinda, g¢ocuk
edebiyat1 triinlerinde edebi (yazinsal) tiirler konusunu en ¢ok c¢alisilan konu olarak
belirlemis, yillara gore cocuk edebiyati ve Tiirkge egitimi konusundaki artiga dikkat
cekmistir. Bu ¢aligmanin bulgular1 da ¢ocuk edebiyatinin genelde egitim ve 6zelde Tiirkce
egitimi ile iliskili tez ¢aligmalarmin siirdiigiinii gostermektedir. Ayrica Yazici (2013),
belirli bir yapit1 ya da bir yazarin birden fazla yapitini ele alarak buradaki belirli bir izlegin
(tema), iletinin, egitsel islevin izini arayan tezlerin ¢ocuk edebiyati alanindaki akademik
caligmalarin agirlik noktasini olusturdugunu belirtmektedir.

Cocuk edebiyatinda ileti, ¢ocuk edebiyatinda izlek (tema), ¢ocuk edebiyatini
zayiflatan ogeler, farkli tilkelerdeki ¢ocuk edebiyati, cocuk edebiyatina kuramsal yaklagim,
cocuk edebiyati ve drama, ulusal tezlerde yer alan konulardir. Cocuk edebiyati ve gocuk
kiitiiphanesi, ¢ocuk edebiyati ve kiiltiirel aktarim/yansima, ¢ocuk edebiyati ve toplum
gercekligi, sosyoloji, ¢ocuk edebiyati ve oyun, ¢ocuk edebiyati ve miize, ¢cocuk edebiyati
ogelerinden mekan, ¢ocuk edebiyati ve kitaplarin niteligi, ¢ocuk edebiyati ve yetiskin
edebiyati arasindaki iliski, ¢ocuk edebiyati 6gelerinden zaman, ¢ocuk edebiyati ve dinsel
yansima, ¢ocuk edebiyati ve cinsellik, cocuk edebiyati ve ¢ocuk diinyasi, ¢cocuk edebiyati
ve okur, ¢cocuk edebiyat1 ve mizah, cocuk edebiyati ve ¢evre bilinci, uluslararasi tezlerde
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yer alan konulardir. Uluslararas1 konularin gesitliligi 6n plana ¢ikmaktadir. Ideoloji ile
ilgili ¢alismalarda ulusal tezlerde ¢ocuk haklari, siyaset ve cinsiyet¢ilik ele alinirken
uluslararasi tezlerde bu konu alanindaki ¢esitlilik dikkat cekmektedir: siyaset, feminizm ve
kadin imgesi, cinsiyet rolleri ve algisi, ayrimcilik ve cinsiyet ayrimciligi, irkeilik,
yasaklanan kitaplar, cumhuriyetgcilik, fagizm ve ulusalcilik. Ayrica uluslararasi tezlerde
Oone c¢ikan ve ulusal tezlerde ele alimmayan birgok konu da oOne ¢ikmaktadir:
cokkiiltiirliiliik, yerel ve melez kiiltiir karsilagtirmalari, escinsellik, sosyal sinif ve mitler...

Uluslararasi tezlerde bu konularin ele alinmasinda, toplumsal ger¢eklik énemli rol
oynamaktadir. Ornegin; 1965 yilinda Cocuklar igin Irklar Aras1 Kitaplar Konseyi (The
Council on Interracial Books for Children) kurulmus ve 1960 yilinda baslatilan Insan
Haklar1 Hareketi’nin bir uzantisi olarak bu konsey, ¢ok irkli toplumu yansitacak ¢ocuk
edebiyatinin gelistirilmesinde rol oynamaktadir. Ayrica ¢ocuk edebiyatindaki irk¢ilik ve
cinsiyetcilik konularin1 ele almasinin yani sira basta Afrikali Amerikalilar olmak {izere
Asyalilar, Latinler, Yerli Amerikalilar ve kadinlarin c¢ocuk edebiyatinda ele alinisini
incelemektedir (Banfield, 1998). Dolayisiyla cok 1rkli, ¢ok kiiltiirlii toplumsal yasamin
geregi, bu tiir konular baskin olarak ele alinmaktadir. Bu baskinlik konular igerisinde
karakterlerin ele alinmasina da yansimistir. Uluslararas: tezlerde karakterler farkl
yonleriyle incelenmistir: erkek, kadin ve c¢ocuk; yetim, kotli, engelli ve kurtarici
(kahraman) karakterler, ikincil (yardimc1) karakterler, prenses karakteri, ¢ilgin bilim adami
karakteri vb. Ulusal tezlerde karakterler iizerine ¢alismalar yiizeysel kalmistir. Dolayisiyla
ulusal tezlerde c¢ocuklar i¢in yazilan yapitlarin “hangi gerceklik”lere dayanilarak
yapilandirildigi ve hangi gergeklikler iizerinden bir g¢ocukluk politikasi gelistirildigi
sorusu, ele alinmasi gereken Onemli sorular arasindadir. Ulusal tezlerin gerek konu,
gerekse arastirma asamalart yoniinden uluslararasi tezlerin incelenerek yapilandirilmasi,
alanyazin agisindan 6nem tagimaktadir.

Sonug

Ulusal tezlerdeki ¢aligma konularina bakildiginda, tezlerin ayni dongii iginde
ilerledigi, cocuk edebiyatina kuramsal olarak yaklasildigi goriilmektedir. Cocuk
edebiyatinin ilkeleri, 6geleri, gelisimi ele alinmaktadir. Ancak ¢ocugu bir birey olarak
degerlendirmek, cocuk diinyasim1 tamimak, cocugun gereksinimlerini bilmek, g¢ocuk
karakterlerde gelisim donemlerinin etkisini arastirmak gerekmektedir. Cocugun dogasinda
olan merak ve bununla gelisen yaraticilik tizerinde ¢alisilmamasi da bir eksiklik olarak
degerlendirilebilir. Cocuk edebiyatina 6zgli 6zellikler, ¢cocuk edebiyati temel ilkeleri,
cocuga gorelik, ¢ocuk gercekligi ile sinirlandirilmayarak ¢ocukluk kavrami, ¢ocuk imgesi
ve yaraticilik {lizerinde de durulmalidir. Cocugun karakterlerle 6zdesim kurdugu goz
onlinde bulundurularak karakterle ilgili ¢aligmalarin arttirilmasi ve daha derinlemesine
calisilmast gerekmektedir. Bu nedenle cocuk edebiyatina iliskin hazirlanacak tezlerde
konu ¢esitliliginin arttirilmasi 6nemlidir.

Cocuk edebiyatinda yapilacak tezlerde nitel arastirma yoOntemlerinin yani sira
karma arastirma yontemine de egilim gosterilmesi; arastirma deseninin ve yOnteminin
belirtilmesi, veri toplama araglarinin verilmesi ve 6zetlerde gereken bilgilerin bulunmasi
da One c¢ikan Oneriler arasindadir. Bunlar1 yapabilmenin yolu, tez yazim kurallarim
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uygulamak ve dogru bigimde uygulatmaktan ge¢gmektedir. Tez yazim kilavuzlari, bilimsel
caligmalarda yer almas1 gerekenleri belirterek belli bir diizen iginde yapilmasini saglamak
icin hazirlanmaktadir. Tezlerdeki bigim, icerikle 1ilgili farkliliklar g6z Oniinde
bulunduruldugunda, bu kilavuzlarin anlasilir, tiim iiniversitelerce kabul edilebilir, islevsel
duruma getirilmesi gerekmektedir.
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Introduction

Distance education is increasingly expanding and providing new opportunities
(Gurer et al., 2016; Gundiz et al., 2020; Shaytura, et al. 2020; Toker-Gokce, 2008).
Institutions have turned towards distance education (Assareh & Bidokht, 2011) to improve
students’ knowledge and skills and developed distance education programs and the number
of these programs has increased (Bilgi¢ et al., 2011; Bilgi¢ & Tuzln, 2015). The
advantages of distance education, such as flexible working hours (Januin, 2007), a
shortage of time, and distance issues (Glinduz et al., 2020), provide an environment for
communication with colleagues and peers, collaborative and development of social skills
(Januin, 2007). While distance education has some major advantages, it can also present a
number of barriers and problems. Various issues can arise as a result of the interactive
structure of the distance language education process. Problems such as infrastructure
problems in distance education, use of digital environment, and content are possible
problems that may also be experienced in distance learning. Identifying the challenges that
occur during the distance language education process will help to ensure that the process
runs smoothly (Bayburtlu, 2020). This research focuses on identifying the problems
Turkish teachers experience in distance education.

Literature review

Distance education

Moore and Kearsley (2012: 2) identified distance education, which appears widely
in the literature, as a teaching and learning operation carried out by a private or
institutional entity in a different location than standard education through communication
technologies. The concept of distance education and distance learning are concepts that
can be used interchangeably and are confused with each other (Januin, 2007). The
institution, company, and teacher are responsible for distance education, while in distance
learning, the student participates in the education and is responsible for himself/herself
(Berge, 2013). We can define the concept of distance education as an educational activity
carried out by an institution or organization in a planned manner in digital environment.
Distance education, which has a different learning environment than conventional
education (Bilgi¢ & Tuzin, 2015; Karakus et al., 2020), has introduced innovation to
teachers' and students' learning styles with a different approach regardless of time and
location (Bilgi¢ & Tuzin, 2015; Elcil & Sahiner, 2013).

Language teaching and digital environments

Digital environments, which are widely used in language learning (White, 2009),
offer a variety of in language teaching opportunities (Hampel & Hauck, 2004). Computer-
assisted language teaching has benefits such as facilitating learning, motivation,
achievement, content development, and interaction (Lee, 2000). Language learning in
online environment facilitates the teaching of listening, reading, and writing and
communication skills (Rogerson-Revell, 2007). Language teachers use digital and
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multimedia, which provide advantages in many subjects, as a pedagogical tool (Seljan et
al., 2006) both simultaneously and asynchronously (Sun, 2014).

The use of distance education in language teaching has also required changes in
pedagogical methods (Comas-Quinn et al., 2012). Distance education required different
strategies and skills than face-to-face education (Hurd et al., 2001; Wang & Sun, 2001). It
has necessitated the use of new language learning strategies (Altunay, 2014; Andrade &
Bunker, 2009), new roles, and skills in distance education (Moore, & Kearsley, 2012;
Riasati et al., 2012). Among these skills, communication, written, and verbal interaction
competence are all essential in the distance education process (Blake et al., 2008; Hampel
& Hauck, 2004; Wang, 2007). In the use of communication and interaction skills, if the
interaction of the teacher and the student is limited, the interaction is continued with
feedback (Hyland, 2001). Lack of feedback can lead to serious issues in interacting and
executing the lesson. For this reason, teachers should take an active role in distance
education (Karakaya et al., 2020) and build and sustain an interactive environment.
Effective strategies such as feedback should be used to maintain interaction.

Digital content

Online content used in distance education makes teaching simpler and more
efficient and facilitates the teacher's work and tasks (Hurd, 2005). Content such as video
and audio lessons, e-books, and animation helps to conduct lessons in the digital
environment (Shaytura et al., 2020). Producing and using digital contents in computer
assisted language teaching fulfill an important task (Rogerson - Revell, 2007). Using
mobile devices together with computers in language teaching (Demouy et al., 2016) can
enrich the learning environment by making it easier and more widespread to use digital
content in distance education. The EBA platform, where online course contents are
presented in our country, fulfills an important task in this context. It allows for the delivery
of distance education lessons in the EBA environment, as well as the use of course-related
digital content. Teachers use the content from the EBA platform as well as online
platforms. In this respect, EBA provides great convenience to teachers and students in the
conduct of distance education with its online environment and contents.

Barriers in distance education

In studies focusing on problems in distance education (Bilgi¢c & Tuzun, 2015),
barriers and problems experienced were classified in various ways. Riasati et al. (2012)
classified barriers as access, effective education, teacher and student attitudes, time
constraints, and technical support. Muilenburg and Berge (2005), in their study, classified
as administrative problems, social interaction, academic skills, technical skills, student
motivation, time, cost, access, and technical problems. Assareh and Bidokht (2011)
mentioned student, teacher, curriculum, and school-related problems in their studies. Elcil
and Sahiner (2013) classified them as personal, channel-based, psychological, technical,
physical distance, time, educator, and student. Durak (2017) stated the number of qualified
employees, feedback, managerial problems, technical problems, and social interaction.
Kdrinc and Aylin (2020) reported the problems like infrastructure, inability to be face to
face, and the limitation of possibilities. Falowo (2007) examined the barriers under the
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topics of student, faculty, and institutional organization. Lee (2000) classified the barriers
and problems in computer assisted language learning as financial, access to hardware and
software, and acceptance of technical knowledge and technology in his language teaching
study. Classifications related to these problems reflected in the research show that many
problems can be encountered in distance education.

One of the important problems experienced in distance education is the problem of
access (Berge, 2013; Pandiangan et al., 2017; Wang, 2004). Infrastructure and students’
equipment facilities can limit access (Kirmact & Sami, 2018). Due to lack of hardware and
problems with an internet connection, feedback is delayed or inadequate. (Srichanyachon,
2014). Access problems can make it difficult to run a successful distance education
program and generate negative attitudes among teachers and students. This situation is
regarded as a loss by both the student and the instructor, and interaction issues can arise
(Berge, 2013).

Another problem that can occur in distance education is that the teacher and the
student are not in the same physical environment. Distance in distance education can turn
into a barrier in the education process (Bakar et al., 2020). In the online environment,
students and teachers are separated in time and space, making interaction difficult
(Dockter, 2016; Durak, 2017), and communication and motivation issues can arise as a
result of the lack of physical interaction (Dockter, 2016; Durak, 2017; Willging &
Johnson, 2004).

Another issue experienced is the motivation problem arising from a lack of
communication (Muilenburg & Berge, 2005). The limitation of the interaction between
learner and teacher (Karakus et al., 2020) negatively affects students' perceptions of
education (Duran (2020). In this case, it is necessary to provide students with motivational
support and to engage them in the learning process as active participants (Comas-Quinn et
al., 2012). Feedbacks play an important role in providing active participation and
motivation. Lack of feedback can negatively affect motivation levels (Hurd, 2005). This
problem in distance education can make it difficult for students to conduct the education
process effectively.

Problems such as not being in the same physical environment with the student,
access and connection problems, limitation of interaction, and inability to receive feedback
may lead to measurement and evaluation problems in distance education. There is a need
for a measurement and evaluation technique in distance education that allows for easy
communication with students (Olofin & Falebita, 2020). In this case, both institutions and
teachers should create easily interactive measurement and evaluation environments.

Teachers and students should be aware of their communication roles in distance
education to ensure healthy communication and interaction (Bakar et al., 2020). Being
aware of communication barriers in distance education enables parties to be more
productive in their roles (Isman & Dabaj, 2004). The lack of social interaction, perceived
by students as a significant barrier (Muilenburg & Berge, 2005), should be minimized in
distance education.
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In order to solve problems in distance education, institutions must take on
important responsibilities such as good planning and organization. Institutions and
individuals should see the advantages of distance education as well as the reasons for the
problems (Bilgi¢ & Tuzin, 2015). Institutions that do not fulfill their responsibilities and
duties may experience problems related to the approach (Chen, 2009). Lack of vision of
the institution that carries out distance education may cause problems such as strategic
planning, slowness in implementation, and difficulty in capturing technological change
(Berge & Muilenburg, 2000). To minimize the problems, institutions should consider
teachers, staff, administrators, and possible barriers when planning distance education
(Cho & Berge, 2002). Teachers may have problems such as computer use and technical
support (Srichanyachon, 2014). In addition to access and technical issues, the institution
should address teachers' deficiencies as a result of their use of digital environment (Berge,
2013). The MEB has significant responsibilities in our country as an institution for the
implementation of distance education in primary and secondary schools.

It is seen that there are important problems to be taken into consideration in
distance education (Srichanyachon, 2014). Understanding the benefits and barriers related
to distance education will contribute to the integration of technology into education
(Pandiangan et al., 2017) and the production of solutions in distance education (Bayburtlu,
2020). Although the advantages of using technology in language teaching are frequently
reported, it cannot be expected to be used to transform language teaching or learning
without solving some barriers and problems (Riasati et al., 2012). It should be kept in mind
that the general problems experienced in distance education can also be experienced in
distance language education. This research aimed to identify the problems Turkish
teachers experience in using digital environment and content in the distance education
process. In line with this purpose, answers to the following questions were sought:

1. What issues do Turkish teachers have when it comes to using the digital
environment in distance education?

2. What issues do Turkish teachers have when it comes to using digital content in
distance education?

Method

This research has been designed as a case study model which is one of the
qualitative research designs. The case study investigates the factors related to a situation
with a holistic approach. It is done to understand the changes and processes that occur in a
situation (Yildirim & Simsek, 2011: 77). The purpose of a case study may be to understand
selected situations or situations to best understand a particular topic, problem, or issue. The
findings section of the case study, which provides an in-depth understanding of the
situation, will include both the description of a situation and the theme or issues revealed
by the researcher during the case study (Creswell, 2018: 98).

In the study, the opinions of teachers from various provinces with different
professional backgrounds were consulted to determine the difficulties Turkish teachers
face when using digital environments and content in distance education. The sample of the
study consisted of Turkish teachers from different provinces and with professional
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experience. The maximum variation sampling method was preferred in the sampling
selection. The distribution of the teachers participating in the study by years of
professional experience and provinces is given in Graphic 1.

Graphic 1. Distribution Chart of Teachers by Years of Professional Experience
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Teachers' service years range from 1 to 34 years, as shown in Graphic 1. It is seen
that the distribution is concentrated between 5-20 years. Graphic 2 gives information about
the cities where teachers work.

Graphic 1. Graphics of Cities Where Teachers Work
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As shown in Graphic 2, it is seen that teachers working in 23 different provinces
participated in the study. The provinces of Kahramanmaras and Kayseri appear to have the
highest participation rate. The participation of teachers from different provinces is vital for
a more comprehensive reflection of the problems.

Data collection and analysis of data

A semi-structured interview form was used as a data collection tool. Expert opinion
was received after the interview form was created. The form was then released on Google
Forms after it had been finalized. Turkish teachers were reached via social media to fill in
the form. To ensure full diversity, a link to the form was sent to teachers in various
provinces to complete.
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The obtained data were analyzed by the content analysis method. The codes
obtained from the data were collected under six themes that are created based on the open-
ended questions. The codes and themes were finalized after consulting with experts on the
theme and coding.

Ethical considerations

This research was conducted with the ethics committee approval of
Kahramanmaras Siit¢ii Imam University Institute of Social Sciences dated 26/10/2020 and
numbered 41352. Ethical permission was obtained from the teachers in the research form.

Results

In this section, the findings obtained from the research are included. The themes
obtained from the research are given under six headings.

Findings regarding the problems experienced in the use of digital environment

This heading contains the findings on the difficulties encountered when using
digital environment. Codes and code frequencies obtained from the content analysis are
given in Table 1.

Table 1. Code Table Regarding the Problems Experienced in the Use of Digital Environment

Theme and Code Names Code Frequency
Problems Relating to Using Digital Environment 151
Infrastructure Problems 59
Students' Lack of Connection and Hardware Facilities 18
Connection Problem Caused by Density of Infrastructure 16
Lack of Turkish Language Option in Zoom 13
Inability to Use Digital Environment 13
Insufficient Participation 11
Not Having Problems 10
Communication and Interaction Problems 7
Encouragement and Motivation Problem 2
Insufficient Course Hours 2

In the coding for the theme of the questions encountered in the use of digital
environment, 151 codes were obtained, as shown in Table 1. It has been observed that the
code with the highest frequency in this theme is 59 frequent infrastructure problems.

Teachers were reflected in the findings that they experienced connection problems
due to infrastructure and inability to connect due to density. instructors expressed these
problems as follows: “Connection problems are one of the main difficulties | experience.
We also have difficulties in including students in live lessons (T_43). Failure to connect
due to constant density. Low image and sound quality (T_54). Unstable internet is an
important problem. My internet connection was cut off in a few of my lessons and my
class was left uncontrolled for a few minutes (T_73). Problems of freezing in the image,
reverberation, cut-off, etc. due to poor connection. | had difficulties such as students
experiencing difficulties in entering these environments, not having enough equipment, not
being able to understand whether they are listening to the lesson, etc. (T_99).” It is seen
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that this problem frequently mentioned by teachers is a connection problem caused by
infrastructure and EBA density.

Teachers expressed the problems experienced by students due to the internet and
hardware as follows: “Particularly the connection problem, the students not attending or
cannot attend the classes, we and the students stay on the screen for a long time (T_101).
Internet outage, not being able to enter the application due to the intensity, most students
do not have the necessary materials and internet to enter the application (T_57).” Students
tended to have networking and hardware issues even though teachers solved the access
problem, according to opinions.

Another concern that teachers face is that students do not engage in the lesson. This
situation was stated as follows: “We still have difficulties in including students in live
lessons (T_43). Some students are not able to actively participate in the lesson even though
they make connections (T_68).” Students who did not have connection or hardware issues
did not attend the course as well, according to the results.

Some teachers have experienced problems in using digital environment as follows:
“Since I started using these applications as a result of an obligation, including EBA, I
experienced problems in terms of adaptation (T_89). Lack of information, Internet access,
the device ... (T_48). If they will be used frequently, training about using the programs
should be given (T_113).”

Another problem for teachers is that there is no Turkish language option in the
ZOOM program: “It is difficult for the students to attend the lessons made through ZOOM.
Since there is no Turkish language option, students have difficulty using it (T_2). The fact
that the language in the ZOOM application is English has reduced the command of the
program (T_93).”

Communication and interaction problems are another common problem in distance
education, reflected in the findings as follows: “Not being able to be completely
synchronized with the students. | get the feeling that | am talking, but there is nobody in
front of me (T_51). Communication with the other party is not healthy and applications
sometimes give errors (T_1).” Opinions show that teachers have isolation problems.

Another issue that teachers faced was motivating and encouraging students: “It is
difficult to motivate the students (T_8). Lack of participation, lack of motivation (in
education) face to face (T_95).”

Another concern is that the lesson hours are too short: “It is difficult to motivate the
students; 30 minutes of class time is inadequate (T_8). | cannot enter the application, due
to the time limitation (T_80).”

Some teachers, on the other hand, stated that they had no issues with the
environment: “I have no problems in general (T_9). There is no problem right now
(T_110).”
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Findings regarding problems experienced in using digital content

The findings obtained under the theme of the problems encountered in the use of
digital contents are given under this heading. The codes and code frequencies obtained are
given in Table 2.

Table 2. Code Table Regarding Problems Encountered in Using Digital Contents

Theme and Code Names Code Frequency
Problems Encountered in Using Digital Resources and Content 79
I Have No Problem 40
Presentation, Sharing and Mirroring Problem 15
The Problem of Competence in Using Digital Contents in the 7
environments
The Difficulty of Writing on the Screen 7
Insufficient Technical Infrastructure 5
Content Access Problem 4
Incompatibility of Resources with Digital Environment 1

As seen in Table 2, 79 codes were obtained in coding for the theme of problems
encountered in the use of digital contents. The most frequently repeated code in this theme
is that using digital materials is not an issue.

Many teachers claimed that using digital content was not a challenge for them: “I
have no issues with the materials | use. For example, I am unable to share video and audio
at EBA at this time (T_8). | cannot say | am having a lot of trouble with this (T 73).” “I am
not having any issues (T_78; T_85). As contrary to these views, it was seen that the most
common problem was the problem of presentation and reflection. Teachers defined the
situation thus: “I am unable to present visual content (T_83). The content cannot be
viewed on a remote screen (T_100). There is usually a sound and image problem when
sharing the video (T_55).”

Another code that arises related to the presentation and reflection problem is the
problem of the adequacy of using the contents. Teachers claimed that they had trouble
using the products, saying; "l do not know how to use it (T_17). Maybe | do not always do
a good job of using technology cognitively (T_26). I am having problems from a to z
because | do not have enough infrastructure (T_101).” It is observed that teachers have a
little usage problem. Again, they stated that they had difficulty in writing on the screen in
relation to this code: “It is difficult to write with a mouse on the computer (T _47). Writing
on the screen was not comfortable (T_49).”

The teachers stated that they had problems in accessing the content: “Accessing the
contents, choosing the appropriate material (T_53). | cannot find every resource in a digital
environment (T_61).”

Another problem reflected in the findings was the lack of technical infrastructure:
“Measurement tools other than testing are not made on the screen (T_20). The current
infrastructure does not allow for the sharing of all digital environment content (T_28). Not
being able to reach the digitally compatible version of the resources | use (T_11).”
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Findings regarding the problems encountered in teaching basic language skills

The findings obtained under the theme of the problems encountered in teaching
basic language skills are given under this heading. The codes and code frequencies
obtained are given in Table 3.

Table 3. Code Table Related to Problems Encountered in Teaching Basic Language Skills

Theme and Code Names Code Frequency
Theme: Problems Encountered in Teaching Basic Language Skills 174
Sub Theme: Writing 78
Failure to Give Feedback in the Writing Process 18
Time Problem in Writing 14
Not Practicing Writing Activities 6
Motivation Problem in Writing 1
Sub Theme: Listening 33
Interaction and Communication Problem in Listening Activities 8
Attention and Focus Difficulty in Listening 7
Sub Theme: Speaking 23
No Interaction in Speaking 6
Time Trouble in Speaking Activities 2
Sub Theme: Reading 19
Time Trouble in Reading 1
Common Problems 21
Problems Caused by Interaction 8
Students' Timid Behavior 5
Not Having Problems 4
Teaching Grammar 3
Inability to Use Strategies 1

The findings revealed that the most problems encountered in basic language skills
were experienced in teaching writing skills. It was seen that the most expressed problem in
teaching writing skills was the problem of giving feedback: “Whether the students can be
checked whether they are writing or not. Not being able to convey what | have written
(T_42). | cannot personally observe students in writing. We cannot control whether they
comply with the rules (T_45). Not getting feedback at the moment of writing and not being
able to write activities at the same time (T_84).” The problem of time, which is another
problem in writing, is expressed as follows: “Time is a shortage in writing activities
(T_61). I had difficulties in speaking and writing skills due to the time limitation (T_74).
We find it difficult to make students do in-class activities. This is most evident in writing
assignments. (T_72). Time is insufficient in writing (T_92).”

It was observed that the most common problem in basic skills after writing was
experienced in teaching listening skills. The most common issue in listening is interaction
and communication, which was expressed as follows: “Listening is ineffective, and since
time is limited, | cannot devote enough time to the writing skill (T_23). I had a lot of
difficulty in listening when there were too many students. There was a lot of noise other
than the students' when their microphones were open, particularly from the environments
they were in (T_24). | cannot do the activities of listening and writing skills (T_35).
Attention and focus, which is another problem experienced in listening, was expressed as
follows: “There is difficulty in listening, children cannot pay attention (T_48). Education
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for listening. Because | cannot get them to listen. The student's follow-up problem is
difficult. He/she cannot give himself/herself to the lesson fully (T_25).”

It was stated that there is a similar interaction problem in speaking skill: “Eye
contact is required for speaking skill and it does not support this (T_66). Especially there
are problems with speaking. The current infrastructure problem creates communication
problems along with it (T_28).” The issue of time that was observed in writing and other
skills was also observed in speaking activities: “Lack of time in reinforcing learning, not
having much time for speaking (T_88).”

It was seen that the skill with the least problems was reading skill: “I have
problems with reading and writing (T_4). Reading text, speaking, writing (T_98). There
are problems in teaching reading and writing. There is always a communication gap
(T_16).”

Interaction and communication are common problems in teaching basic language
skills, as are students' timidity and failure to use strategies. Teachers expressed this
situation as follows: “Since there is no face-to-face communication with the students, no
full feedback can be obtained about whether they have acquired the skills in lessons
(T_89). I observe the presence of students who are afraid to express themselves, there are
students who hesitate to turn on their microphones (T_45). The student who has to listen to
the lesson in the same room with the family behaves timidly and is embarrassed (T_86).
There is no problem with listening and speaking skills, but it is very difficult to apply
reading and writing strategies (T_1).”

Findings regarding the adequacy of digital course contents

This heading contains the findings of the research conducted on the topic of digital
content adequacy. The codes and code frequencies obtained are given in Table 4.

Table 4. Code Table Regarding the Adequacy of Digital Content

Theme and Code Names Code Frequency
The Problem of the Adequacy of Digital Course Contents 94
Sufficient Content 41
Insufficient content 24
The Need to Enrich and Develop Content 16
Diversity of Resources 5
The resource is diverse but insufficient 4
Lack of Diversity 2
Insufficient for Levels 1
Being Qualified 1

As can be seen in Table 4, 94 codes were obtained in coding regarding the
adequacy of digital contents.

The most commonly articulated viewpoint on this subject is that using digital
content is not an issue. Teachers repeated the adequacy of digital content 41 times.
Teachers' views on this code are as follows: “I think the contents are sufficient as long as
we can convey it (T_82). I think it is sufficient (T_96). Sufficient (T_87).” As a contrary
opinion, 24 times the opinion was stated that it was not sufficient: “Insufficient, little
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variety, not rich in content (T_64). There are very few materials available (T_74).
Insufficient (T_104). Insufficient, little variety, not rich in content (T_69).”

Another opinion that is frequently expressed is that the contents should be enriched
and developed: “I think digital course contents should be further enriched (T 81).
However, more original resources for language skills can be produced and offered to
parties (T_89). It can be improved (T_108). A code similar to this is aimed at resource
diversity and scarcity: “By researching the publications of various publishers, I try to pick
and use the best. But most of them are insufficient (T_55).

In another code, it is stated that the sources are various: “There are actually too
many digital materials (T_99). There are too many variables regarding resources but not at
the desired level. Some materials do not respond to the request as they are careless and of
poor quality (T_105). On the contrary, in another code, it is stated that diversity is less:
“Insufficient, less variety, not rich in content (T_64; T_69).” “I believe it is not prepared
for any level (T 70),” a teacher said of the content's inadequacy according to the levels.

Findings regarding the use of EBA and the sufficiency of EBA digital content

Findings regarding the adequacy of the EBA environment and contents are given
under this heading. The codes and code frequencies obtained are given in Table 5.

Table 5. Code Table Regarding EBA Environment and Sufficiency of Contents

Theme and Code Names Code Frequency

EBA Environment and Competence of Digital Content 118

EBA Being Sufficient 29
EBA being insufficient 23
The Need to Improve and Renew 15
The Need to Increase Diversity and Substantiality 13
Rich Content

Being Qualified

Measurement Contents and Questions Should Be Enriched
Keeping Content Up to Date

Being a Successful and Useful System

Not Qualified

Being Educational and Instructive

EBA's Response to Needs in the Process

Being an Important Network of Information

To be efficient

Sufficient Videos

Need to be Enriched by Each Level

Being functional

Insufficient Lecture of Subject

Video Must Be Attached

(o]
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As can be seen in Table 5, 118 codes were obtained in coding for the sufficiency of
EBA contents. The code, which states that EBA content is sufficient, is the most frequently
expressed viewpoint on this subject. EBA code with a frequency similar to this code is
inadequate.

Teachers have expressed 29 times that EBA contents are sufficient: “I think it is
sufficient (T_5). | wish there were more videos. Other than that, it is enough (T_76). |
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think it is enough (T_78). In the opposite view, the contents were reported to be
insufficient: “It should be developed, it's insufficient (T_75). EBA is difficult to use. The
connection problem is too much. The content is also insufficient (T_11). Very insufficient
(T_64).”

In another code, it is stated that it needs to be improved and that it is not qualified:
“The lectures are very good. But it can be enriched much more in every respect (T_44).
The contents should be renewed, more lively and attention-grabbing expressions can be
prepared (T_46). It should be improved; I think it is insufficient (T_70). Therefore, it is not
qualified enough (T_2). In a code similar to this, it was stated that it should be diversified
and renewed: “EBA is insufficient. Some contents are good, but it needs to be renewed and
enriched in terms of content (T_55). There are good contents, but the variety should be
increased (S_105).”

Another code reflected in the findings is that the measurement and evaluation
contents should also be enriched: “More tests and more questions should be included in
EBA application (T_1). Connection problems should be solved, and content related to new
generation questions can be developed (T_36). Insufficient for TLL (T_37).

A small number of opinions were reported regarding the richness of EBA contents:
“The content and diversity of information of EBA are excellent (T_4). EBA has rich
content, but students... (T_34). It was mentioned in a code similar to this that the contents
were qualified: “I think it is qualified (T_58). My impressions and observations show that
it has gained more quality day by day (T_65). It was also stated that, besides its quality, it
is an up-to-date, successful and useful system: “EBA is up-to-date and good in content
(T_37). It has proven to be a very successful system that has provided us with numerous
conveniences (T 83). It was stated that it is an important information network and, it has
responded to needs during such a period: “EBA responds to many needs in this process
(T_7). EBA has become an important information network (T_9). It is also stated that it
has an educational and instructive feature: “EBA contents are very adequate and
instructive (T_66). It is stated that it is efficient and functional in terms of other features: “I
think it is efficient (T_42). Despite some serious issues, in the beginning, | believe it is
now quite functional (T_68).

It was reflected in the findings as an opinion that the videos should be sufficient,
should be enriched according to the level, the insufficiency of the lecture of the subject, the
video should be added.

Findings regarding the problems experienced in measurement and evaluation

Findings regarding the problems encountered in the measurement and evaluation
process are given under this heading. The codes and code frequencies obtained are given in
Table 6.

Table 6. Code Table Regarding the Problems Experienced in Measurement and Evaluation

Theme and Code Names Code Frequency

Problems Experienced in the Measurement and Evaluation Process 117
Participation Problem 22
Validity and Reliability Problem 20
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I Have No Problem 17
Inability to Measure and Evaluate 16
Insufficiency of the Environment in Measurement 15
Not Receiving Feedback 12

Insufficient Time 4
The Area I Have the Most Problems 4
Possibility of Others Interfering with Answers 3
Insufficiency of Measurement Contents 3
Experiencing Serious Challenges 1

It was seen that the most recurring problem from the measurement and evaluation
theme was the problem of participation: “The number of people is low, participation is
problematic (T_41). Participation was always low due to no compulsory attendance, which
inevitably prevented us from making a comprehensive written exam (T_43). | cannot apply
the measurement and evaluation process. The number of students I can reach is limited
(T_56).”

Another code frequently repeated by teachers is the problem of validity and
reliability: “Distance measurement and evaluation is not healthy. The scores obtained by
the students do not reflect the real scores (T_56). The measurement is not valid (T_42).
Doing it online decreases the reliability of the exams (T_76).”

Some of the teachers expressed 17 times that they did not have any problems: "I
don't have any problems (T_3). There was no problem in general (T_9). On the contrary, it
was stated that it was the most problematic area and serious problems were experienced:
“The biggest problem in distance education is in measurement and evaluation (T_85). It is
the issue we have the most trouble with. | definitely cannot get a healthy result (T_29). We
are experiencing serious difficulties (T_72).”

Teachers stated that the environment is inadequate for measurement and they have
difficulties in measuring and evaluating as follows: “It is very difficult to ask questions to
students or to do oral exams, to assign homework and check homework (T_4). | was
unable to conduct a comprehensive measurement and assessment. |1 can only practice
questions and answers (T_76). There is no direct measurement or interaction (T_114).
Again, the inability to obtain feedback was attributed to the period's insufficiency: “I
cannot get feedback from every student (T_51). We cannot get the necessary feedbacks
completely. I cannot make a concrete evaluation. The duration of the lessons is not enough
for the measurement and evaluation process (T_13).”

It was observed that the teachers were anxious about someone else's intervention in
the answers because there was no face-to-face environment. “Besides, | can never be sure
whether | measured the knowledge of the student or he/she received help (T_77).”

It was stated that another problem related to measurement was that measurement
and evaluation contents are insufficient: “The inadequacy of measurement and evaluation
tools is the main reason for our problems (T_89). I cannot find a material that can measure
the academic knowledge levels of students in digital environment (T_6).”
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Discussion

This study focuses on describing the barriers faced by Turkish teachers while using
digital environment and content in distance education. The findings of the study indicated
that the issues encountered are linked to connection and infrastructure-based access issues.
The inadequacy of digital environment and content, communication and interaction,
motivation, inability to provide feedback, insufficient course hours, the problem of using
online environment and content, the problems emerging from the EBA environment and its
contents, the teaching of basic language skills, measurement, and evaluation are all issues
that teachers in distance education face, as evidenced by the research findings.

It was seen that the prominent problem in the findings was the access problem due
to connectivity and infrastructure density. Similarly, Kiirtiincli and Aylin (2020); Kirmaci
and Sami (2018) argued that infrastructure is the source of problems. Bayburtlu (2020)
concluded that the participants experienced the problem of connection to EBA and time
limitation. It is possible to say that the connection problem brings many problems by
looking at other codes. If the connection problem is solved, we can say that many
problems can be solved. The inability of teachers to be connected due to the density of the
infrastructure will bring additional issues as well. In solving this problem, both institutions
and stakeholders should be ready for this situation and take precautions by planning well
in advance. The fact that students also had connection problems caused teachers to have
more problems. In fact, it should be noted that the situation is more related to the
connectivity of the stakeholders than the lack of infrastructure. Opinions show that
students experience problems arising from a lack of connection and equipment. Previous
studies (Dovbenko et al., 2020; Kiiriincii & Aylin, 2020; Muilenburg & Berge, 2005;
Riasati et al., 2012) revealed that there were issues with hardware. Bayburtlu (2020) found
that computer, tablet, and internet access problems were experienced during the distance
education process. The hardware and connectivity issues disrupted the delivery of the
course and affected the quality of distance learning by triggering other issues
(Srichanyachon, 2014).

The teachers stated that they had difficulties with using the environment and
content. It was observed that, generally, teachers did not experience such problems, only a
small number of teachers did. This problem experienced by teachers can be explained by
the fact that they are required to use digital environments and content. However, at this
time when digital environments are widely used in education, teachers should prepare
themselves for the use of digital environments. The use of digital environment and content
resources will solve the issue of foreign language in environment and content use. This
issue can be solved by giving more support to the teachers about online learning skills by
administrators (Srichanyachon, 2014).

It has been observed that there are communication and interaction issues, which
stem from both the student's connection and participation. Duran (2020) concluded that
limited interaction in distance education negatively affects students' perception of
education. Lloyd et al. (2012) reached a similar conclusion in their study. Even if the
teacher has adequate conditions, this situation creates a sense of isolation, and the lesson is
not taught adequately due to factors such as low motivation. Karakus et al. (2020)
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discovered that teacher candidates' motivation in distance education lessons was extremely
poor. In order to solve this problem, all of the students' connection issues should be
resolved. It was observed that students also experienced low motivation and teachers were
affected negatively. In a similar finding, Isman et al. (2003) concluded that interaction
problems, lack of motivation, and unwillingness to learn cause participation problems.

Another problem reflected in the findings is the limited duration of class hours.
(Kirmaci1 & Sami, 2018; Riasati et al., 2012) has reached similar findings. Karakaya et al.
(2020), on the other hand, argue that distance education saves time, which contradicts the
results of this study. Time constraints can be associated with the creation of the class
environment and preparation for the lesson. The problem of time loss can be minimized by
improving technological skills. The fact that many teachers believe there is no problem
indicates that the teacher's digital competence would be beneficial in resolving the issue.

It has been observed that some of the teachers do not have any problems in using
digital content. This situation shows that some of the teachers are competent in using
digital content. On the contrary, it has been found that some teachers have trouble
representing content in digital environment and presenting it during the lesson. Again, the
problem of not being able to write on the screen has been expressed with this. Some
opinions have shown that problems are stemming from the lack of technical infrastructure
that does not support the content. The inadequacy of facilities and the issue of adequacy in
the usage of environments illustrate this situation.

It has been observed that teachers have problems in teaching basic language skills.
The writing skill was found to be the most difficult of the basic skills to learn. The
inability to provide feedback was claimed to be the most common problem in writing. This
problem can be explained by the inability to establish healthy communication in the
connection and environment. The problem of giving feedback, which is an important stage
in writing, means that the process does not work properly, and a good product will not
come out. Another issue that arises when writing is the issue of time. The time problem
was experienced in the teaching of all other skills besides writing. It was stated in the
views that writing activities could not be applied. After writing, it was observed that most
of the problems were experienced in listening skills. It has been observed that the problem
experienced in listening is an interaction problem arising from the environment. It was
observed that the problems experienced in speaking were similar to those experienced in
other language skills. It has been observed that another skill problem experienced by the
teachers is reading. In the reading, it was stated that there were problems related to the
environment and time again. Interaction problem was observed as a common problem in
all skills. Another noteworthy finding is the views that students are observed to behave
timidly. Another finding regarding language teaching is the problem of teaching grammar.
The findings confirmed that there will be problems in achieving language skills in the
distance education classroom (Blake et al., 2008). Considering that Turkish lesson focuses
on developing four basic language skills (Kurudayioglu & Cetin, 2015), it can be said that
the aim of the course will not be fully realized with distance education.

Teachers stated that the content in digital environment is sufficient. Also, it is
reflected in the findings that the contents are insufficient, need to be developed and
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renewed. The interpretation of the contents in two different ways can be explained by

teachers' use of digital environment. It is possible to say that this situation is the same for
EBA.

Some of the teachers stated that EBA was sufficient, some of them stated that it
was inadequate and unqualified. It was stated that many teachers complained about the
lack of content and material, and stated that the contents should be improved, reproduced,
and renewed. Similarly, Bozkus and Karacabey (2019) concluded in their study that the
contents should be enriched, renewed, and diversified. Bayburtlu (2020) concluded that
digital content in EBA should be regulated. Tanrikulu (2017), Maden and inal (2020)
concluded that EBA content do not have enough content to meet basic skills. Conversely,
codes like EBA content being rich and qualified, being up-to-date, and a successful
system, being instructive, and reacting to needs, on the other hand, show that EBA meets
the needs of distance education. Similarly, Kuyubasioglu and Kili¢ (2019) concluded that
EBA is advantageous. The views on the need for renewal and enrichment of repetitive
codes regarding the inadequacy of EBA show that EBA meets the needs to a certain
extent. It should be noted that the way teachers benefit from EBA and their competencies
are effective in their comments. Due to issues with the EBA's live course application and
time constraints, Turkish teachers have reported that student participation in lessons is not
at the desired level. It may be suggested that the MEB and other ministries cooperate to
solve this problem.

Findings have shown that measurement and evaluation are two of the most
problematic areas. Teachers stated that the most serious problem experienced in
measurement is student participation. If students refuse to take part in the measurement
and evaluation process, the measurement will be canceled. It was seen that another
problem experienced in measurement and evaluation was the problem of validity and
reliability. Teachers believe that even if they take an exam, its reliability is not enough. It
can be said that this situation is mostly due to the lack of face-to-face interaction with the
students. The absence of previous measurement experience in distance education may be a
reason for teachers to think this way. Another problem was observed to be caused by the
teachers' not getting feedback during measurements and evaluation. The fact that teachers
do not receive feedback shows that measurement and evaluation will not be performed
properly. It was observed that some of the teachers did not make measurement and
evaluation. It should be kept in mind that measurement and evaluation require advanced
skills to be able to use both the environment and content. Common exam platforms can be
considered to solve this problem.

Overcoming these barriers requires the cooperation of curriculum developers,
teachers, students, and technology experts (Assareh & Bidokht, 2011). Institutions and
organizations should act by considering many possible barriers while planning distance
education (Cho & Berge, 2002).

Conclusion

The aim of this study was to identify the issues that Turkish teachers face during
the distance education process. The results of the research show that Turkish teachers
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experience various problems in the process of distance language education. In research, it
is seen that the main problem is access and infrastructure barriers. This problem affects
other problems directly or indirectly. Again, this study illustrates that teachers struggle
with the digital environment and content. In some subjects, EBA, which is widely used by
teachers in terms of digital environment and content, is found to be inadequate. It is
observed that teachers have problems with teaching basic language skills and in
measurement and evaluation in this environment.

This research has some limitations. The research detects the issues in general,
which is one of the research's drawbacks. Both of these subjects can be studied separately
in subsequent studies. The sample of this study is limited to Turkish teachers. In the works
to be done other stakeholders may be preferred as samples.
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ABSTRACT

Bu aragtirma, Tirkge 6gretmenlerinin uzaktan egitim siirecinde dijital
ortam ve igeriklerin kullaniminda yasadiklar1 sorunlari tespit etmeye
odaklanmistir. Arastirmada nitel arastirma yontemlerinden durum
caligmasi modeli kullanilmigtir. Arastirmanm  katilimcilarini  farkl
illerde, farkli yillarda mesleki tecriibeye sahip Tirkge 6gretmenleri
olusturmustur. Aragtirmanin verileri Google Forms {izerinden
olusturulan yar1 yapilandirilmis goériisme formu ile toplanmistir. Elde
edilen veriler icerik analizi yontemiyle ¢oziimlenmistir. Arastirmanin
bulgular Turkge 6gretmenlerinin uzaktan egitim siirecinde; baglanti ve
altyapt kaynakli erisim sorunu, dijital ortamlarin ve igeriklerin
yetersizligi, iletisim ve etkilesim, motivasyon, doniit, ders saati
srelerinin yetersizligi, c¢evrimi¢i ortamlar1 ve igerikleri kullanma
sorunu, EBA ortami ve iceriklerinden kaynakli sorunlar, temel dil
becerilerinin  6gretimi, O6lgme ve degerlendirme gibi sorunlar
yasadiklarini gdstermistir.
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Giris

Uzaktan egitim hizla yayginlasmis ve yeni firsatlar sunmustur (Gurer vd., 2016;
Gindiz vd., 2020; Shaytura, vd. 2020; Toker-Gokge, 2008). Kurumlar 6grencilerin bilgi
ve becerilerini gelistirmek igin uzaktan egitime yonelmis (Assareh ve Bidokht, 2011)
uzaktan egitim programlari gelistirmis ve bunlarin sayist artmistir (Bilgi¢ vd., 2011; Bilgi¢
ve Tizln, 2015). Uzaktan egitimin esnek ¢alisma saatleri (Januin, 2007), zaman ve mesafe
sorununun olmamasi (Giindiiz vd., 2020) gibi avantajlari, meslektas ve akranlarla iletisim,
is birligi, sosyal becerilerin gelisimine ortam saglamaktadir (Januin, 2007). Uzaktan egitim
baz1 6nemli avantajlara sahip olsa da siirecte bircok engel ve sorun yasanabilmektedir.
Etkilesimli bir yapiya sahip olan uzaktan dil egitim surecinde de c¢esitli sorunlar
yasanabilir. Uzaktan egitimde yasanan altyap: sorunu, dijital ortam ve icerik kullanimi gibi
sorunlar uzaktan dil 6gretiminde de yasanabilecek olasi sorunlardir. Uzaktan dil egitim
sirecinde yasanan sorunlarin tespiti siirecin saglikli yilirimesine katki saglayabilir
(Bayburtlu, 2020). Bu arastirma uzaktan egitimde Tirkge Ggretmenlerinin yasadiklar:
sorunlar tespit etmeye odaklanmustir.

Literatir taramasi

Uzaktan egitim

Alanyazinda sik kullanilan uzaktan egitim terimini Moore ve Kearsley (2012: 2),
iletisim gerektiren teknolojiler araciligiyla normal 6gretimden farkl: bir yerde gergeklesen,
Ozel ya da kurumsal organizasyon tarafindan planli bir sekilde yiiriitiillen 6gretme ve
ogrenme faaliyeti olarak tanimlamistir. Uzaktan egitim kavrami ve uzaktan Ggrenme
kavrami birbirinin yerine kullanilabilen ve birbiriyle karistirilan kavramlardir (Januin,
2007). Uzaktan egitim, kurum, kurulus ve ogretmenin sorumlulugundadir, uzaktan
Ogrenmede ise egitime Ogrenci kendisi katilir ve kendi sorumlulugundadir (Berge, 2013).
Uzaktan egitim kavramini bir kurum ya da kurulus tarafindan dijital ortamlarda planli bir
sekilde yuritilen egitim 6gretim faaliyeti olarak tanimlayabiliriz. Geleneksel egitimden
farkli bir 6grenme ortamina sahip olan uzaktan egitim (Bilgi¢ ve Tizln, 2015; Karakus
vd., 2020) 6gretmen ve 6grencinin zamandan ve mekandan bagimsiz farkli bir yaklasimla
ogrenme bigimlerine yenilik getirmistir (Bilgi¢ ve TUzln, 2015; Elcil ve Sahiner, 2013).

Dil 6gretimi ve dijital ortamlar

Dil 6greniminde yaygin bir sekilde kullanilan dijital ortamlar (White, 2009) dil
ogretimi konusunda cesitli imkanlar sunmaktadir (Hampel ve Hauck, 2004). Bilgisayar
destekli dil Ogretimi ogrenmeyi kolaylastirma, motivasyon, basari, igerik gelistirme,
etkilesim gibi faydalara sahiptir (Lee, 2000). Cevrimigi ortamlarda dil 6grenimi dinleme,
okuma, yazma ve iletisim becerilerinin 6gretimini kolaylastirmaktadir (Rogerson - Revell,
2007). Birgok konuda avantaj saglayan dijital ve coklu ortamlart dil 6gretmenleri
pedagojik ara¢ olarak (Seljan vd., 2006) hem es zamanli hem de es zamansiz olarak
kullanmaktadir (Sun, 2014).

Uzaktan egitimin dil ogretimde kullamimi pedagojik yontemlerde de degisimi
gerektirmistir (Comas-Quinn vd., 2012). Uzaktan egitim yiz yuze egitimden farkl: strateji
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ve beceri gerektirmistir (Hurd vd., 2001; Wang ve Sun, 2001). Uzaktan egitimde yeni dil
ogrenme stratejilerinin (Altunay, 2014; Andrade ve Bunker, 2009), yeni rol ve becerilerin
kullanimin1 gerekli hale getirmistir (Moore ve Kearsley, 2012; Riasati vd., 2012). Bu
becerilerden olan iletisim, yazili ve sozll etkilesim yeterliligi uzaktan egitim slrecinde
onemli bir yere sahiptir (Blake vd., 2008; Hampel ve Hauck, 2004; Wang, 2007). iletisim
ve etkilesim becerilerinin kullaniminda, &gretmen ve 6grenci etkilesimin sinirli olmasi
durumunda etkilesim geri bildirimle surdirilir (Hyland, 2001). Dondtlerin eksikligi
etkilesim saglanmasinda ve dersin ylrimesi konusunda ciddi sorunlar yasatabilir. Bu
sebeple 0gretmenlerin uzaktan egitimde aktif rol alarak (Karakaya vd., 2020) etkilesim
ortami Olusturmas1 ve siirdiirmesi gerekir. Etkilesimi devam ettirmek icin donit ve
geribildirimler gibi etkili stratejiler kullanilabilir.

Dijital igerik

Uzaktan egitimde dijital ortamlarda kullanilan ¢evrimigi icerikler 6gretimi daha
kolay ve etkili hale getirerek 6gretmenin is ve gorevlerini kolaylastirir (Hurd, 2005). Video
ve sesli dersler, e-kitaplar, animasyon gibi icerikler dijital ortamda derslerin yurdtilmesine
yardimct olur (Shaytura vd., 2020). Bilgisayar destekli dil 6gretiminde dijital icerikleri
uretmek ve kullanmak Onemli bir gorevi yerine getirir (Rogerson-Revell, 2007).
Bilgisayarla birlikte mobil cihazlarin da dil 6gretiminde kullanilmasi (Demouy vd., 2016),
dijital icerikleri uzaktan egitimde daha kolay ve yaygin kullanilmasina yardimci olarak
ogrenme ortamimi zenginlestirebilir. Ulkemizde cevrimici ders iceriklerinin sunuldugu
EBA platformu bu baglamda 6nemli bir gorevi yerine getirmektedir. Uzaktan egitim
derslerinin EBA ortaminda islenmesine ayni zamanda dersle ilgili dijital igeriklerin
kullanilmasina olanak saglamaktadir. Ogretmenler igerikleri ¢evrimici ortamlarin yaninda
EBA platformundan edinerek kullanmaktadir. Bu yonllyle EBA, ¢evrimigi ortami ve
icerikleri ile uzaktan egitimin yuUrutilmesinde oOgretmenlere ve Ogrencilere blylk
kolayliklar saglamaktadir.

Uzaktan egitimde engeller

Alinyazinda uzaktan egitimde yasanan sorunlara odaklanan arastirmalarda (Bilgi¢
ve Tuzln, 2015) yasanan engel ve sorunlar farkli sekillerde siniflanmistir. Riasati vd.
(2012) engelleri erisim, etkili egitim, 6gretmen ve d6grencinin tutumu, zaman eksikligi ve
teknik destek olarak siniflamistir. Muilenburg ve Berge (2005) ¢alismasinda idari sorunlar,
etkilesim, akademik ve teknik beceri, 6grenci motivasyonu, zaman ve maliyet, erisim,
teknik sorunlar olarak siniflamigtir. Assareh ve Bidokht (2011) arastirmasinda 6grenci,
Ogretmen, mifredat, okul kaynakli sorunlardan bahsetmistir. Elcil ve Sahiner (2013)
kigisel kaynakli, kanal kaynakli, psikolojik, teknik, fiziksel uzaklik, zaman, egitimci ve
ogrenci olarak siniflamig. Durak (2017) nitelikli calisan sayisi, geri bildirim, yonetsel
sorunlar, teknik sorunlar, sosyal etkilesim olarak belirtmistir. Kirtunci ve Aylin (2020)
sorunlar alt yapi, yiz ylze olamama, imkanlarin sinirliligi olarak bildirmistir. Falowo
(2007) engelleri 6grenci, fakilte, kurumsal organizasyon basliklari altinda incelemistir. Dil
ogretimine yoOnelik arastirmasinda Lee (2000) bilgisayar destekli dil 6grenimindeki engel
ve sorunlar1 finansal, donanim ve yazilima ulagsma, teknik bilgi ve teknolojiyi kabul etme
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durumu olarak smiflamistir. Arastirmalara yansiyan bu sorunlarla ilgili siniflamalar
uzaktan egitimde bircok sorunla karsilasilabilecegini gostermektedir.

Uzaktan egitimde yasanan Onemli sorunlardan birisi erisim sorunudur (Berge,
2013; Pandiangan vd., 2017; Wang, 2004). Altyap: ve 6grencilerin donanim imkanlar
erisimi kisitlayabilmektedir (Kirmact ve Sami, 2018). Donanim eksikligi ve internet
baglantisindaki sorunlar nedeniyle donltler gecikmekte veya yetersiz aktariimaktadir
(Srichanyachon, 2014). Erisim sorunu uzaktan egitim sirecinin saglikli yiratilmesini
engelleyecegi gibi 6gretmen ve 6grencide olumsuz algilar meydana getirebilir. Bu durum
ogrenci ve egitmen tarafindan bir kayip olarak algilanir ve etkilesimle ilgili sorunlar
olusabilir (Berge, 2013).

Uzaktan egitimde yasanan bir diger sorun 6gretmen ve Ogrencinin ayn fiziksel
ortamda olmamasindan kaynaklanabilmektedir. Uzaktan egitimdeki mesafe egitim
strecinde bir engele doniisebilmektedir (Bakar vd., 2020). Cevrimigi ortamda dgrenci ve
ogretmenlerin zaman ve mekan ayriligi etkilesimi zorlastirmakta (Dockter, 2016; Durak,
2017), fiziksel etkilesimin eksikliginden kaynakli iletisim ve motivasyon sorunu
yasanabilmektedir (Willging ve Johnson, 2004).

Yasanan bir diger sorun ise iletisim eksikliginden kaynakli motivasyon sorunudur
(Muilenburg ve Berge, 2005). Ogrenen ve ogreten arasindaki etkilesimin kisitlilig
(Karakus vd., 2020) dgrencilerin egitim algilarin1 olumsuz etkilemektedir (Duran (2020).
Bu durumda 6grencilere motivasyon destegi saglamak ve onlar1 6grenme surecinde aktif
katihmc1 yapmak gerekir (Comas-Quinn vd., 2012). Aktif katilim ve motivasyonu
saglamada ise donutler 6nemli bir isleve sahiptir. Geribildirim ve donit yetersizligi
motivasyon seviyeleri Uzerinde olumsuz bir etkiye sebep olabilir (Hurd, 2005). Uzaktan
egitimdeki bu sorun 6grencilerin egitim siirecinin etkili ytriimesini guglestirebilir.

Ogrenciyle aymi fiziksel ortamda bulunmama, erisim ve baglant1 sorunu,
etkilesimin sinirlihgi, donit alamama gibi sorunlar uzaktan egitimde Olgme ve
degerlendirme sorunlarinin yasanmasina sebep olabilir. Uzaktan egitimde ogrencilerle
iletisimin kolay saglanabilecegi bir 6lgme ve degerlendirme teknigine yonelik ihtiyag
vardir (Olofin ve Falebita, 2020). Bu durumda hem kurumlarin hem de 6gretmenlerin
kolay etkilesimli 6lcme ve degerlendirme ortamlari olusturmalar1 gereKir.

Uzaktan egitimde saglikli bir iletisim ve etkilesim saglamak i¢in 6gretmenlerin ve
ogrencilerin iletisim rollerini bilmeleri gerekir (Bakar vd., 2020). Uzaktan egitimde
iletisim engellerinin farkinda olmak paydaslarin rollerinde daha iiretken olmalarini saglar
(Isman ve Dabaj, 2004). Ogrenciler tarafindan ciddi bir engel olarak algilanan sosyal
etkilesim eksikligi (Muilenburg ve Berge, 2005) uzaktan egitimde en asgari dizeye
indirilmelidir.

Uzaktan egitimdeki sorunlarin giderilmesinde kurumlara iyi bir planlama yapma ve
organize gibi 6nemli sorumluklar diismektedir. Kurumlarin ve bireylerin uzaktan egitimin
avantajlarmi ayni zamanda sorunlarin sebeplerini gormeleri gerekir (Bilgi¢ ve Tuzin,
2015). Sorumluluk ve gorevleri yerine getirmeyen kurumlar yaklasim kaynakli sorunlar
yasayabilir (Chen, 2009). Uzaktan egitimi ylriten kurumun vizyon eksikligi, stratejik
planlama, uygulamada yavaslik, teknolojik degisimi yakalama giicligi gibi sorun
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olusturabilir (Berge ve Muilenburg, 2000). Sorunlar: asgari diizeye indirmek icin kurumlar
uzaktan egitimi planlarken, 6gretmen, personel, yonetici ve olasi engelleri goz Oniinde
bulundurmasi gerekir (Cho ve Berge, 2002). Ogretmenlerin bilgisayar kullanimi ve teknik
destek gibi sorunlar1 olabilir (Srichanyachon, 2014). Erisim ve teknik sorunlarin yaninda
ogretmenlerin dijital ortamlar1 kullanmadan kaynakli eksikliklerinin de (Berge, 2013)
kurum tarafindan giderilmesi gerekir. Ulkemizde de ilk ve orta dereceli okullarda uzaktan
egitimin gergeklesmesi icin kurum olarak MEB’e 6nemli gorevler diismektedir.

Uzaktan ogretimde dikkate alinmasi gereken Onemli sorunlarin oldugu
gorilmektedir (Srichanyachon, 2014). Uzaktan egitimle ilgili faydalar ve engelleri
anlamak teknolojinin egitime entegre edilmesine (Pandiangan vd., 2017) ve uzaktan
egitimde ¢OzUmler Uretilmesine katki saglayacaktir (Bayburtlu, 2020). Dil 6gretiminde
teknoloji kullaniminin avantajlar siklikla bildirilse de bazi engel ve sorunlar1 ¢ozmeden dil
ogretimini veya dgrenimini doniistiirmek icin kullanilmasi beklenemez (Riasati vd., 2012).
Uzaktan egitimde yasanan genel sorunlarin uzaktan dil egitiminde de yasanabilecegi gtz
oniinde bulundurulmalidir. Bu aragtirma uzaktan egitim slirecinde Tirkg¢e dgretmenlerinin
dijital ortamlar1 ve igerikleri kullanmada yasadiklar1 sorunlari tespit etmeyi amaglamistir.
Bu ama¢ dogrultusunda asagidaki sorulara cevap aranmistir:

1. Turkce 6gretmenlerinin uzaktan egitim surecinde dijital ortamlarin kullaniminda
yasadiklar1 sorunlar nelerdir?

2. Turkge ogretmenlerinin uzaktan egitim stirecinde dijital iceriklerin kullaniminda
yasadiklar1 sorunlar nelerdir?

Yontem

Bu arastirma nitel arastirma desenlerinden durum c¢alismasi modelinde
desenlemistir. Durum ¢alismast bir duruma iliskin etkenleri butlncil bir yaklasimla
arastirir. Bir durumda meydana gelen degisimleri ve surecleri anlamak icin yapilir
(Yildirim ve Simsek, 2011: 77). Durum g¢alismasmin amact belli bir konuyu, problemi
veya meseleyi en iyi sekilde anlamak i¢in se¢ilmis durum veya durumlari anlamak olabilir.
Duruma iliskin derinlemesine bir anlayis sunan durum galismasinin bulgular bolimi hem
bir durumun betimlenmesini hem de durum c¢alismasinda arastirmacinin ortaya g¢ikardigi
tema veya konular1 icerecektir (Creswell, 2018: 98).

Calismada, uzaktan egitimde Tirkce 6gretmenlerinin dijital ortamlar1 ve igerikleri
kullanmada yasadiklar1 sorunlari tespit etmek icin farkli mesleki deneyime sahip farkli
illerde calisan 6gretmenlerin goriislerine bagvurulmustur. Arastirmanin érneklemini farkl
illerde ve mesleki deneyime sahip Tirkce Ogretmenleri olusturmustur. Orneklem
seciminde maksimum cesitlilik érnekleme yontemi tercih edilmistir. Arastirmaya katilan
ogretmenlerin mesleki deneyim yilina ve illere gore dagilimi Grafik 1’de verilmistir.
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Grafik 1. Ogretmenlerin Mesleki Deneyim Yilina Gore Dagilim Grafigi
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Grafik 1° de goOriildigi tlizere Ogretmenlerin hizmet yili 1-34 yil arasinda
degismektedir. Dagilimin 5-20 yil arasinda yogunlastigi goriilmektedir. Grafik 2’de ise
ogretmenlerin gorev yaptigi schirlere ait bilgiler verilmistir.

Grafik 2. Ogretmenlerin Gorev Yaptig1 Sehirlere Ait Grafik
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Grafik 2°de goriildiigii lizere arastirmaya 23 farkli ilde gorev yapan gretmenin
katildig1 goriilmektedir. En fazla katihm Kahramanmaras ve Kayseri illerine ait oldugu
gorulmustdr. Farkli illerde calisan dgretmenlerin katilimi sorunlar1 daha kapsamli sekilde
yansitmasi agisindan 6nemlidir.

Veri toplama ve verilerin analizi

Arastirmada veri toplama araci olarak yar1 yapilandirilmis goriisme formu
kullanilmistir. Goriigme formu olusturulduktan sonra uzman goriisii alinmistir. Forma son
hali verildikten sonra Google Forms ’da yayimlanmistir. Formun doldurulmas: igin Tlrkce
ogretmenlerine sosyal medya {izerinden ulasilmistir. Maksimum gesitlilik saglamak igin
farkli illerde calisan 6gretmenlere form linki ulagtirilarak doldurmalari saglanmustir.

Elde edilen veriler icerik analizi yontemiyle ¢6zimlenmistir. Verilerden elde edilen
kodlar agik uglu sorulara goére olusturulmus alti tema altinda toplanmistir. Tema ve
kodlamalara yonelik alan uzman goriisii alindiktan sonra kod ve temalara son hali
verilmistir.
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Etik izin
Bu arastirma Kahramanmaras Siit¢ii Imam Universitesi Sosyal Bilimler Enstitiisii

26/10/2020 tarihli ve 41352 sayil1 etik kurul onayi ile yuritillmiistiir. Arastirma formunda
ogretmenlerden etik izin alinmustir.

Bulgular

Bu bolimde arastirmadan elde edilen bulgulara yer verilmistir. Arastirmadan elde
edilen temalar alt1 baslik altinda verilmistir.

Dijital ortamlarin kullaniminda yasanilan sorunlara iliskin bulgular

Dijital ortamlarin kullaniminda yasanan sorunlara yonelik bulgular bu baslik
altinda verilmistir. Icerik analizinden elde edilen kodlar ve kod sikliklari Tablo 1’de
verilmistir.

Tablo 7. Dijital Ortamlarin Kullaniminda Yasanilan Sorunlara iliskin Kod Tablosu

Tema ve Kod Isimleri Kod Siklig1
Dijital Ortamlarin Kullanimiyla flgili Sorunlar 151
Alt yap1 Sorunlari 59
Ogrencilerin Baglant1 ve Donanim Imkanlarmin Kisitl Olmasi 18
Altyapinin Yogunlugundan Kaynakl Baglanti Sorunu 16
Z00M'da Tiirkge Dil Segeneginin Olmamast 13
Dijital Ortamlar1 Kullanmada Yetersizlik 13
Katilim Yetersizligi 11
Sorun Yagamamak 10

Iletisim ve Etkilesim Sorunlar
Gtidiileme ve Motivasyon Sorunu

NSRRI |

Ders Saati Siirelerinin Yetersiz Olusu

Tablo 1°de gorildigii gibi dijital ortamlarin kullaniminda yasanilan sorular
temasina yonelik kodlamada 151 kod elde edilmistir. Bu temada en fazla sikliga sahip olan
kodun 59 siklikla altyap1 sorunu oldugu goriilmiistiir.

Ogretmenler altyapi kaynakli baglanti sorunu ve yogunluktan kaynakli
baglanamama sorunu yasadiklar1 bulgulara yansimistir. Ogretmenler bu sorunlari su
sekilde dile getirmistir: “Baglanti sorunlari yasadigim zorluklarin basinda geliyor.
Ogrencileri canli derslere katmakta da yine zorluk yasiyoruz (O 43). Surekli olarak
yogunluktan dolay1 baglanti kurulamamasi. Gorintl ve ses kalitesinin disiik olmasi
(O_54). Internetin stabil olmamas: énemli bir sorun. Derslerimin birkaginda internet
baglantim kesildi ve smifim birkag dakika kontrolsiiz kaldi (O_73). Baglant1 zayiflig
nedeniyle gorintiide donma, seste yankilanma, kesilme vb. sorunlar... Ogrencilerin bu
ortamlara girmede sikintilar yasamasi, yeterli donanimlarinin olmamasi, dersi dinleyip
dinlemediklerini anlayamamis vb. sikintilar yasadim (O_99).” Ogretmenlerin sik¢a dile
getirdigi bu sorun altyapr ve EBA yogunlugundan kaynakli baglanti sorunu oldugu
gorulmektedir.

Ogretmenler dgrencilerin internet ve donamim kaynakli yasadigi sorunlari su
sekilde ifade etmistir: “Baglanti sorunu basta olmak iizere Ogrencilerin derslere
katilmamasi veya katilamamasi, ekran basinda ¢ok kaliyoruz hem biz hem 6grenciler
(O_101). Internet kesintisi, yogunluktan dolay1 uygulamaya girememek, ¢ogu 6grencinin
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uygulamaya girmek icin gerekli materyallere ve internete sahip olmamasi (O 57).”
Goriigler ogretmenlerin erisim sorununu ¢6zse bile 6grencilerin baglanti ve donanim
sorunlar1 yasamaya devam ettiklerini gostermistir.

Ogretmenlerin yasadig1 bir diger sorun ise dgrencilerin derse katilmamasidir. Bu
durum su sekilde belirtilmistir: “Ogrencileri canli derslere katmakta da yine zorluk
yasiyoruz (O_43). Bazi Ogrencilerin derse baglanti kursa da aktif olarak derse
katilamamas1 (O_68).” Baglant1 ve donanim gibi sorunlar1 yasamayan &grencilerin de
derse katilmadiklar1 bulgulara yansimistir.

Baz1 ogretmenler dijital ortamlar1 kullanmada tecriibe sorunu yasadiklarmi su
sekilde ifade etmistir: “Bu uygulamalari EBA dahil tam anlamiyla bir zorunluluk
neticesinde kullanmaya basladigim igin uyum noktasinda sorunlar yasadim (O_89). Bilgi
eksikligi, Internet erisimi, cihaz... (O 48). Sik kullanilacaksa programlarmn kullanilmasiyla
ilgili egitimler verilmelidir (O 113).”

Ogretmenlerin bir diger sorununun ZOOM programinda Tiirkge dil segeneginin
olmamasidir: “ZOOM (zerinden yapilan derslere 6grencilerin katilmasi zor oluyor. Tirkce
dil secenegi olmadigi icin oOgrenciler kullanmakta zorluk cekiyor (O_2). ZOOM
uygulamasinda dilin ingilizce olmas1 programa hakimiyeti azaltt1 (O_93).”

Uzaktan egitimde sik yasanan bir diger sorunun iletisim ve etkilesim sorunu oldugu
bulgulara su sekilde yansimistir: “Ogrencilerle tam senkron olamama. Sanki
konusuyorsunuz ama karsida kimse yok hissi olusuyor (O 51). Kars: tarafla kurulan
iletisimin saglkli olmamasi ve uygulamalarin bazen hatalar vermesi (O_1).” Gériisler
ogretmenlerin izolasyon sorunu yasadigini gostermektedir.

Ogretmenlerin bir diger sorunu ise 6grencilerin gudilenmesi ve motivasyonu
olmustur: “Ogrencilerin giidillenmesi zor oluyor (O_8). Katihmin azhgi, yiiz yiize
(egitimdeki) motive eksikligi (O_95).”

Bir diger sorun ise ders saati sirelerinin yetersiz olmasidir: “Ogrencilerin
gudtlenmesi zor oluyor, EBA’ da olusan 30 dk. slre yetersiz kaliyor (O_8). Uygulamaya
giremiyorum, siire kisitlamasindan dolay1 (O_80).

Bazi Ogretmenler ise ortamlarla ilgili herhangi bir sorun yasamadiklarini
bildirmistir: “Genel manada bir sorun yasamryorum. (O_9). Su an bir sorun yok (O_110).”

Dijital igerikleri kullanmada yasanilan sorunlara iliskin bulgular

Dijital igeriklerin kullaniminda yasanilan sorunlar temasinda elde edilen bulgular
bu baslik altinda verilmistir. Elde edilen kodlar ve kod sikliklar1 Tablo 2’de verilmistir.

Tablo 8. Dijital Igerikleri Kullanmada Yasanilan Sorunlara Iliskin Kod Tablosu

Tema ve Kod Isimleri Kod Siklig1

Dijital Kaynak ve Igeriklerin Kullaniminda Yasanilan Sorunlar 79
Sorun Yasamiyorum 40
Sunum, Paylagim ve Yansitma Sorunu 15

Dijital Igerikleri Ortamda Kullanmada Yeterlilik Sorunu
Ekrana Yazmanin Zorlugu
Teknik Altyap1 Yetersizlik
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Icerige Erisim Sorunu 4
Kaynaklarin Dijital Ortamla Uyumsuzlugu

Tablo 2’de goruldugi gibi dijital iceriklerin kullaniminda yasanilan sorunlar
temasina yonelik kodlamada 79 kod elde edilmistir. Bu temada en sik tekrarlanan kodun
dijital materyalleri kullanmada sorun yasanmadigina yoneliktir.

Bircok 6gretmen dijital icerikleri kullanmada sorun yasamadigini dile getirmistir:
“Kullandigim materyallerde sorun yasamiyorum. Mesela o an video, ses paylasamiyorum
EBA’da (O_8). Bu konuda pek sorun yasadigimi sdyleyemem (O_73). Herhangi bir sorun
yasamiyorum (O_78; O_85). Bu goriislerin tersi bir durum olarak en ¢ok yasamilan
sorunun ise sunum ve yansitma sorunu oldugu goriilmiistiir. Ogretmenler bu durumu sdyle
dile getirmistir: “Gorsel icerik sunamiyorum (O_83). Uzaktan ekran yansitmalarda igerigin
yansitilamamakta olmas: (O_100). Videonun paylasimi yapilirken genelde ses ve goriinti
problemi oluyor (O_55).

Sunum ve yansitma sorunu ile iligkili olarak ¢ikan bir diger kod icerikleri kullanma
yeterliligi sorunudur. Ogretmenler icerikleri kullanmada tecriibe sorunu yasadiklarini soyle
bildirmistir: “Nasil kullanilacagim bilmiyorum (O_17). Bilissel olarak teknolojiyi daha iyi
kullanmakta bazen belki geri kalmam (O_26). Yeterli altyapiya sahip olmadigim igin
a’dan z’ye sorun yastyorum (O_101).” Ogretmenlerin az da olsa kullanim sorunu yasadig
gorilmektedir. Yine bu kodla iliskili olarak ekrana yazmada zorluk yasadiklarini ifade
etmislerdir: “Bilgisayarda da fare ile yazmak zor oluyor (O_47). Ekrana yazma rahat
degildi (O_49).

Ogretmenler icerige erisimde ve ulasmada sorun yasadiklarini dile getirmistir:
“Iceriklere erisim, uygun materyal secme (O_53). Her kaynagi dijital ortamda
bulamiyorum (O_61).

Bir diger sorun olarak ise teknik altyapi yetersizligi olarak bulgulara yansimistir:
“Test haricindeki 6lgme araglarinin ekrandan yapilmamas: (O_20). Mevcut alt yapmin
dijital ortamlarda olusturulan tim iceriklerin paylasilmasina imkan vermemesi (O 28).
Kullandigim kaynaklarin dijital ortama uyumlu haline ulasamamak (O 11).”

Temel dil becerilerin 6gretiminde yasanilan sorunlara iliskin bulgular

Temel dil becerilerin 6gretiminde yasanilan sorunlar temasinda elde edilen bulgular
bu baslik altinda verilmistir. Elde edilen kodlar ve kod sikliklar1 Tablo 3’de verilmistir.

Tablo 9. Temel Dil Becerilerin Ogretiminde Yasamlan Sorunlara iliskin Kod Tablosu

Tema ve Kod Isimleri Kod Siklig1
Tema: Temel Dil Becerilerinin Ogretiminde Yasanilan Sorunlar 174
Alt Tema: Yazma 78
Yazma Siirecinde Doniit Verememek 18
Yazmada Siire Sorunu Yaganmasi 14
Yazma Etkinliklerini Uygulayamamak 6
Yazmada Giidiileme Sorunu 1
Alt Tema: Dinleme 33
Dinleme Etkinliklerinde Etkilesim ve iletisim Sorunu 8
Dinlemede Dikkat ve Odaklanma Zorlugu 7
Alt Tema: Konusma 23

Konusmada Etkilesimin Olmamasi
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Konusma Etkinliklerinde Siire Sikintisi
Alt Tema: Okuma 19
Okumada Siire Sikintist

—_—

Ortak Sorunlar 21
Etkilesimden Kaynakli Sorunlar 8
Ogrencilerin Cekingen Davranmasi 5
Sorun Yagamamak 4
Dil bilgisi Ogretimi 3
Stratejileri Kullanamamak 1

Bulgular temel dil becerilerinde yasanilan en fazla sorunun yazma becerisinin
ogretiminde yasandigin1 gOstermistir. Yazma becerilerin 6gretiminde en fazla dile getirilen
sorunun donit verme sorunu oldugu goriilmiistiir: “Ogrencilerin yazip yazmadiklarmin
kontrol edilip edilememesi. Kendi yazdiklarimi aktaramamak (O_42). Yazma konusunda
ogrencileri bizzat gozlemleyemiyorum. Kurallara uyup uymadiklarini denetleyemiyoruz
(O_45). Yazma noktasinda doniit alamamak ve aym anda yazma faaliyeti yapamamalar:
(O_84). Yazmada yasanan bir diger sorun olan stire sorunu sdyle ifade edilmistir: “Yazma
etkinliklerinde siire sikint1 (O_61). Konusma ve yazma becerilerinde siire sinirlamasindan
dolay1 sikint1 yasadim (O_74). Ogrenciye ders ici etkinlikleri yaptirmakta zorlaniyoruz. Bu
en cok yazma 6devlerinde kendini gosteriyor. (O_72). Yazmada siire yetersiz geliyor
(0_92).

Temel becerilerde yazmadan sonra en fazla sorunun dinleme becerisinin
ogretiminde yasandigi goriilmiistiir. Dinlemede en fazla yasanan sorun olan etkilesim ve
iletisim sorunu soyle dile getirilmistir: “Dinleme etkili sekilde olmuyor slire de az oldugu
yazma becerisine yeterince zaman ayiramiyorum (O_23). Dinleme konusunda égrencilerin
kalabalik oldugu zamanlarda ¢ok zorluk yasadim. Ogrencilerin sesleri acikken Gzellikle
Ogrencilerin sesleri haricinde bulunduklar1 ortamlardan gok ses geliyordu (O_24). Dinleme
ve yazma becerilerinin etkinliklerini yapamiyorum (O_35). Dinlemede yasanilan bir diger
sorun olan dikkat ve odaklanma sorunu su sekilde dile getirilmistir: “Dinlemede sikinti
yasaniyor, cocuklarin dikkatini toplayamamas: (O 48). Dinleme egitimi. Cunkii
dinletemiyorum &grencinin takip sorunu zor. Derse kendini tam olarak veremiyor (O_25).”

Konusma becerisinde de benzer bir sekilde etkilesim sorunu yasandigi dile
getirilmistir: “Konugma becerisi i¢in g6z temasi gerekli bu beceriyi de desteklemiyor
(O_66). Ozellikle konusma ile ilgili sorunlar yasanmakta. Mevcut alt yap1 sorunu,
beraberinde iletisim sorunlar1 ortaya gikarmakta (O_28).” Yazmada ve diger becerilerde
yasanan slre sorunun konusma etkinliklerinde de yasandigi goriilmiistiir: “Ogrenmenin
pekistirilmesinde siire yetersizligi, konusma igin fazla stirenin olmamasi1 (O_88).”

En az sorun yasanan becerinin okuma becerisi oldugu goriilmiistiir: “Okuma ve
yazma konusunda problemler yasiyorum (O 4). Metin okuma, konusma, yazma (O_98).
Okuma yazma o6gretiminde problemler yasaniyor. Iletisim kopuklugu yasaniyor surekli
(0_16).”

Temel dil becerilerinin 6gretiminde yasanilan ortak sorunlarin; etkilesim ve
iletisim, &grencilerin gekingen davranmasi ve stratejilerin kullanilamamasi sorunlaridir.
Ogretmenler bu durumu s6yle dile getirmistir: “Ogrencilerle yiiz ylize bir iletisim olmadig
icin derslerde becerileri kazanip kazanmadiklari noktasinda tam bir doniit alinamamaktadir

© 2021 JLERE, Journal of Language Education and Research, C(S), SS-SS



110 Fatih TANRIKULU

(O_89). Kendini ifade etmekten cekinen o6grencilerin varhigmi gozlemliyorum,
mikrofonlarmi agmaktan cekinen ogrenciler oluyor (O_45). Aile ile ayn1 odada ders
dinlemek zorumda kalan ¢ocuk c¢ekingen davraniyor, utaniyor (O 86). Dinleme ve
konugsma becerilerinde sorun yasanmamaktadir fakat okuma ve yazma stratejilerinin
uygulanmasi ¢ok guctir (O_1).

Dijital ders iceriklerinin yeterliligine iliskin bulgular

Dijital iceriklerin yeterliligi temasinda elde edilen bulgular bu bashk altinda
verilmistir. Elde edilen kodlar ve kod sikliklar1 Tablo 4°te verilmistir.
Tablo 10. Dijital iceriklerin Yeterliligine Iliskin Kod Tablosu

Tema ve Kod Isimleri Kod Siklig1

Dijital Ders Igeriklerinin Yeterliligi Sorunu 94
Igeriklerin Yeterli Olmasi 41
Iceriklerin Yetersiz Olmasi 24
Iceriklerin Zenginlestirilmesi ve Gelistirilmesi Gerektigi 16
Kaynaklarin Cesitli Olmast 5
Kaynak Cesitli Ama Yetersiz 4
Cesitliligin Az Olmasi 2
Seviyeler I¢in Yetersiz 1
Nitelikli Olmasi 1

Tablo 4’te goriildigii gibi dijital iceriklerin yeterliligine iliskin kodlamada 94 kod
elde edilmistir.

Bu temada en sik dile getirilen goris, dijital icerikleri kullanmada herhangi bir
sorun yasanmadigina yoneliktir. Ogretmenler dijital iceriklerin yeterli olusunu 41 kez
tekrar etmistir. Bu koda iliskin 6gretmen gorisleri soyledir: “Aktarabildigimiz srece
icerikler yeterli diye disiiniiyorum (O_82). Yeterli oldugunu diisiiniiyorum (O_96). Yeterli
(O_87).” Tam tersi bir goriis olarak 24 kez yeterli olmadigina dair goriis bildirilmistir:
“Yetersiz, cesitlilik az, icerik olarak zengin degil (O_64). Cok az sayida materyal mevcut
(O_74). Yetersiz (O_104). Yetersiz, cesitlilik az, icerik olarak zengin degil (O_69).

Sikca dile getirilen baska bir goriis ise igeriklerin zenginlestirilmesi ve
gelistirilmesi gerektigidir: “Dijital ders iceriklerinin daha da zenginlestirilmesi gerektigini
diistiniyorum (O_81). Bununla birlikte dil becerilerine yoénelik daha 6zgiin kaynaklar
iiretilip paydaslarin hizmetine sunulabilir (O 89). Gelistirilebilir (O 108). Buna benzer bir
kod ise kaynaklarin gesitli ama yetersiz olmasma yoneliktir: “Farkli yayinevlerinin
yaymlarini aragtirarak en iyisini se¢ip kullanmaya galistyorum. Ama blyik cogunlugu
yetersiz (O_55). Bunun tersi olarak baska bir kodda ise kaynaklarin cesitli oldugu dile
getirilmistir: “Dijital materyaller aslinda ¢ok fazla var (O_99). Kaynaklarin cesitli, fazla
ama istenen diizeyde kaynaklar degiller. Bazi materyaller de 0zensiz ve Kkalitesiz
oldugundan istege cevap vermemektedir (O_105). Tam tersi olarak baska bir kodda
cesitliligin az oldugu dile getirilmistir: “Yetersiz, cesitlilik az, icerik olarak zengin degil
(O_64; O_69).” Bir dgretmen ise iceriklerin seviyelere gore yetersizligini dile getirmistir:
“Her seviyeye gore hazirlanmadigini diisiiniiyorum (O_70)."
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EBA’nin kullamimi ve EBA igeriklerin yeterliligine iliskin bulgular

EBA ortammin ve igeriklerin yeterliligine iliskin bulgular bu baglik altinda
verilmistir. Elde edilen kodlar ve kod sikliklar1 Tablo 5’te verilmistir.

Tablo 11. EBA Ortamu ve Iceriklerinin Yeterliligine iliskin Kod Tablosu

Tema ve Kod Isimleri Kod Siklig1

EBA Ortamu ve Dijital Ieriklerin Yeterliligi Temasi 118

EBA’nin Yeterli Olmast 29
EBA’nin Yetersiz Olmast 23
Tyilestirilmesi ve Yenilenmesi Gerektigi 15
Cesitlilik ve Zenginlik Artirilmasi Gerektigi 13
Iceriklerin Zengin Olmasi

Nitelikli Olmasi

Olgme Icerikleri ve Sorular Zenginlestirilmeli
Iceriklerin Giincel Olmasi

Basarili ve Faydali Bir Sistem Olmasi
Nitelikli Olmayis1

Egitici ve Ogretici Olmast

EBA' nin Siirecte Thtiyaglara Cevap Vermesi
Onemli Bir Bilgi Ag1 Olmasi

Verimli Olmasi

(e ]

Videolarin Yeterli Olmasi

Seviyeye Gore Zenginlestirilmesi Gerektigi
Islevsel Olmast

Konu Anlatimimin Yetersizligi

Video Eklenmeli
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Tablo 5’te goriildiigii Uzere EBA igeriklerin yeterliligine yonelik kodlamada 118
kod elde edilmistir. Bu temada en sik dile getirilen goriisler EBA igeriklerinin yeterli
oldugu belirtilen koda aittir. Bu koda yakin kod sikligiyla EBA’nin yetersiz olmasi1 kodu
vardir.

Ogretmenler EBA igeriklerinin yeterli olduguna dair 29 kez goriis bildirmistir:
“Yeterli oldugunu diisiiniiyorum (O_5). Daha ¢ok video olmasini isterdim. Onun disinda
yeterli (O_76). Yeterli gortyorum (O_78). Bunun tam tersi goriiste ise iceriklerin yetersiz
oldugu bildirilmistir: “Yetersiz gelistirmeli (O_75). EBA kullanim1 zor. Baglant1 sorunu
fazla. Igerik de yetersiz (O_11). Cok yetersiz (O_64).

Bir diger kodda ise iyilestirilmesi gerektigi ve nitelikli olmadig: dile getirilmistir:
“Konu anlatimlar1 gayet iyi. Ama ¢ok daha fazla zenginlestirilebilir her acidan (O_44).
Icerikler yenilenmeli, daha canli daha cekici anlatimlar hazirlanabilir (O_46).
Gelistirilmeli ben yetersiz oldugunu diisiiniiyorum (O_70). Bu yiizden yeterince nitelikli
gelmiyor (O_2). Yine buna benzer bir kodda ¢esitlendirilmesi ve yenilenmesi gerektigi
dile getirilmistir: “EBA yetersiz kaliyor. Bazi icerikler iyi fakat kendini yenileyip icerik
olarak zenginlestirmesi gerekiyor (O_55). Giizel igerikler bulunmakta ama cesitlilik daha
fazla olmali (O_105).”

Bulgulara yansiyan bir diger kod ise Olgme ve degerlendirme igeriklerin de
zenginlestirilmesi gerektigidir: “EBA uygulamasinda daha fazla test daha fazla soru yer
almalidir (O 1). Baglanti sorunlart ¢ozilmeli yeni nesil sorulara iliskin igerik
gelistirilebilir (O_36). TDE igin yetersiz (O_37).
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Az sayida olsa da EBA iceriklerinin zengin olduguna dair gorisler bildirilmistir:
“EBA’ nm igerigi ve bilgi ¢esitliligi miikemmel (O_4).” Yine buna benzer bir kodda
iceriklerin nitelikli oldugu dile getirilmistir: “Nitelikli oldugunu diisiiniiyorum (O_58).
Izlenimlerim ve gozlemlerim giin gectikce daha nitelik kazandigini gosteriyor (O_65).
Yine niteligin yaninda giincel oldugu, basarili ve faydali bir sistem oldugu dile
getirilmistir: “EBA icerik olarak giincel ve icerikleri iyi (O_37). Cok basarili bir sistem
oldu bize cok kolaylik saglad: (O_83). Boyle bir donemde ihtiyaclara cevap verdigi ve
onemli bir bilgi ag1 oldugu dile getirilmistir: “EBA bu siiregte bircok ihtiyaca cevap
vermektedir (O_7). EBA o6nemli bir bilgi ag1 olmustur (O_9). Egitici ve ogretici bir
ozellige sahip oldugu dile getirilmistir: “EBA igerikleri ok yeterli ve ogretici (O_66).
Baska Ozellikler olarak verimli oldugu, islevsel oldugu belirtilmistir: “Verimli oldugunu
diisiiniiyorum (O_42). Baslangicta ciddi sikintilar yasanmis olmasma ragmen su an
oldukga islevsel oldugunu goriyorum (O_68).

Videolarin yeterli olmasi, Seviyeye gore zenginlestirilmesi gerektigi, videolarin
yeterli olmasi konu anlatimimin yetersizligi, video eklenmesi gerektigi birer kez goriis
olarak bulgulara yansimstir.

Olgme ve degerlendirmede yasanan sorunlara iliskin bulgular

Olgme ve degerlendirme siirecinde yasanan sorunlara iliskin bulgular bu baslik
altinda verilmistir. Elde edilen kodlar ve kod sikliklar1 Tablo 6’da verilmistir.

Tablo 12. Olgme ve Degerlendirmede Yasanan Sorunlara Iliskin Kod Tablosu

Tema ve Kod Isimleri Kod Sikhig

Olgme Degerlendirme Siirecinde Yasanan Sorunlar 117
Katilim Sorunu 22
Gegerlilik ve Giivenirlik Sorunu 20
Sorun Yasamiyorum 17
Olgme ve Degerlendirme Yapamama 16
Olgmede Ortamin Yetersizligi 15
Doniit Alamamak 12

Siirenin Yetersiz Olmasi 4
En Cok Sikint1 Yasadigim Alan 4
Cevaplara Baskalariin Miidahale Thtimali 3
Olgme Igeriklerinin Yetersizligi 3
Ciddi Zorluklar Yagamak 1

Olgme ve degerlendirme temasindan en ¢ok tekrarlanan sorunun katilim sorunu
oldugu gériilmustiir: “Kisi sayis1 az katilim sikintili (O_41). Devam zorunlulugu olmamasi
nedeniyle katilim hep az oldu, bu da ister istemez kapsaml: bir yazili yapmamizin 6niine
gecti (O_43). Olgme degerlendirme islemi uygulayamiyorum. Ulasabildigim 6grenci sayis
kisitl (O_56).

Ogretmenlerin sik tekrarladig1 bir diger kod ise gegerlilik ve giivenirlik sorunudur:
“Uzaktan 6lgme ve degerlendirme saglikli olmuyor. Ogrencilerin aldiklar: puanlar gergek
puanlart yansitmamaktadir (O_56). Olgmenin gegerliligi olmuyor (O_42). Cevrim ici
yapmak smavlarin giivenirligi diisiiriiyor (O_76).”

Ogretmenlerin bir kismi sorun yasamadigina dair on yedi kez gériis bildirilmistir:
“Sorun yasamiyorum (O_3). Genel manada problem yasanmamistir (O_9). Bunun tam
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tersi olarak en sikintili alan oldugu ve ciddi sorunlar yasandigi ifade edilmistir: “Uzaktan
egitimde en biiyiik sikint1 8lgme degerlendirme konusunda olmaktadir (O 85). En fazla
sikint1 yasadigimiz konudur. Kesinlikle saghikli bir sonu¢ alamiyorum (O 29). Ciddi
zorluklar yasiyoruz (O 72).”

Ogretmenler 6lgmede ortamin yetersizligi oldugunu ve 6l¢gme ve degerlendirme
yapmada zorluk cektiklerini su sekilde ifade etmistir: “Ogrencilere soru sormak veya sozlii
yapmak, 6dev vermek ve 6dev kontrolii yapmak cok zor (O_4). Kapsamli bir élgme
degerlendirme yapamadim. Sadece soru cevap uygulamalar1 yapabiliyorum (O_76).
Dogrudan dlgme ya da etkilesim olmamaktadir (O_114).” Yine bununla iliskili olarak
donit alamamak strenin yetersizligi ifade edilmistir: “Her 6grenciden donut alamiyorum
(O_51). Gerekli doniitleri tam alamiyoruz somut bir degerlendirme yapamamam Ders
siiresi 8lgme ve degerlendirme siirecini yapmak igin yeterli olmuyor (O_13).”

Ogretmenlerin, yiiz ylize ortam olmadig1 igin cevaplara baskasinin miidahale etme
kaygist yasadigi gorillmiistiir: “Ayrica sadece 6grencinin bilgisini mi 6l¢tiim yoksa yardim
ald1 m1 asla emin olamiyorum (O 77).”

Olgme ile ilgili bir diger sorunun 6lgme ve degerlendirme igeriklerinin yetersiz
oldugu dile getirilmistir: “Olgme ve degerlendirme araglarmin yetersizligi sorun
yasamamizin baslica nedeni (O_89). Dijital ortamda o6grencilerin akademik bilgi
dizeylerini dlgebilecegim bir materyal bulamiyorum (O_6).”

Tartisma

Bu aragtirma, Tirkge 6gretmenlerinin uzaktan egitim slrecinde dijital ortam ve
iceriklerin kullaniminda karsilastiklari sorunlari tespit etmeye odaklanmistir. Arastirma
sonuglari, yasanan sorunlarin baglanti ve altyapir kaynakli erisim sorunu, dijital ortamlarin
ve iceriklerin yetersizligi, iletisim ve etkilesim, motivasyon, donut verememe, ders
saatlerinin yetersizligi, ¢evrimici ortamlar1 ve igerikleri kullanma sorunu, EBA ortami ve
iceriklerinden kaynakl: sorunlar, temel dil becerilerinin 6gretimi, élgme ve degerlendirme
ogretmenlerinin  uzaktan egitimde yasadigi sorunlar olarak arastirma bulgularina
yansimistir.

Bulgularda 6ne gikan sorunun baglanti ve altyapi yogunlugundan kaynakli erigim
sorunu oldugu gorilmistir. Benzer bir sekilde Kirtlincii ve Aylin (2020); Kirmaci ve
Sami (2018) altyapidan kaynakli sorunlar yasandigi sonucuna ulagsmistir. Bayburtlu
(2020) katilimeilarin EBA’ya baglanti sorunu ve zaman sinirlamast sorunu yasadiklarini
sonucuna ulagsmistir. Baglanti sorununun birgok sorunu da beraberinde getirdigini diger
kodlara bakarak sdylemek muimkinddr. Baglanti sorunu ¢ozllurse bircok sorun da
cozulebilir diyebiliriz. Ogretmenlerin altyap1 yogunlugundan dolay1 baglanamamasi1 EBA’
da ve diger dijital ortamlarda ders isleyememe diger sorunlar1 da beraberinde getirecektir.
Bu sorunun ¢ozimiinde hem kurumlarin hem paydaslarin bu duruma hazir olmasi ve
onceden iyi bir planlama yaparak énlem almasi gerekmektedir. Ogrencilerin de baglant:
sorunu yasamasi Ogretmenlerin daha fazla sorun yasamasina sebep olmustur. Aslinda
durumun altyap1 eksikliginde daha ziyade paydaslarin baglanti imkanlariyla iliski
oldugunu da belirtmek gerekir. Ogrencilerin baglanti ve donanim eksikliginden kaynakli
sorunlar yasadiklarma iliskin goriisler bunu gosterir niteliktedir. Onceki arastirmanin
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bulgular1 da donanimla ilgili sorunlar yasandigi bulgusuna ulagsmistir (Dovbenko vd.,
2020; Kurtuncu ve Aylin, 2020; Muilenburg ve Berge, 2005; Riasati vd., 2012). Bayburtlu
(2020) arastirmasinda uzaktan egitim siirecinde bilgisayar, tablet, internet erisimi sorunlari
yasandigi sonucuna ulagmistir. Donanim ve baglanti sorunu dersin aktariminda sorunlar
yagsatmis Ve diger sorunlar1 da etkileyerek uzaktan ogrenmenin kalitesini etkilemistir
(Srichanyachon, 2014).

Ogretmenler ortamlar1 ve icerikleri kullanmada zorlandiklarin ifade etmistir. Genel
olarak oOgretmenlerin boyle sorunlar yasamadigi az sayida ogretmenin bu sorunla
karsilastig1 goriilmiistir. Ogretmenlerin yasadigi bu sorun dijital ortam ve igerikleri
kullanmak zorunda kalmalariyla agiklanabilir. Oysaki dijital ortamlarin egitimde yaygin
bir sekilde kullanildig1 bu zamanda 6gretmenler kendilerini dijital ortamlarin kullanimina
hazirlamalidir. Ortam ve igerikleri kullanmada yasanan yabanci dil sorunu dijital ortam ve
icerik araglarin1 kullanmakla asilabilir. Bu konunun ¢ézimunde yoneticilerin egitmenlere
cevrimi¢i Ogrenme becerileri hakkinda daha fazla destek vermesi ile c¢ozilebilir
(Srichanyachon, 2014).

Hem baglanti hem de 6grencinin katilimdan kaynakli bir sorun olan iletisim ve
etkilesim sorunu oldugu goriilmiistiir. Duran (2020) uzaktan egitimde etkilesimin kisitli
olmasinin 6grencilerin egitim algisin1 olumsuz etkiledigini sonucuna ulagmistir. Lloyd vd.
(2012) ¢alismasinda benzer bir sonuca ulagmistir. Bu durumda ogretmenin yeterli
kosullara sahip olsa da izolasyon hissi yasamasina ve motivasyon disiukligi gibi
sebeplerle dersin yeterli dizeyde islenmemesine sebep olabilir. Karakus vd. (2020)
arastirmasinda  0gretmen  adaylarinin  uzaktan  egitim  siirecindeki  derslerde
motivasyonlarmin ¢ok disiik oldugunu tespit etmistir. Bu sorunun ¢6zimi icin tim
ogrencilerin  baglantt sorunlarmin giderilmesi gerekir. Motivasyon dusiikliginun
ogrencilerde de yasandigi ve ogretmenlerin bundan olumsuz etkilendigi goriilmistiir.
Benzer bir bulguda isman vd. (2003) etkilesim sorunu, motivasyon eksikligine ve 6grenme
isteksizligi, katilim sorununa neden oldugu sonucuna ulagmistir.

Bulgulara yansiyan bir diger sorun ise ders saati sirelerinin sinirli olmasidir.
Benzer bulgulara (Kirmaci ve Sami, 2018; Riasati vd., 2012) ulasmigtir. Ancak Karakaya
vd. (2020) uzaktan egitimin zaman avantaji sagladigina yonelik bulgusu bu caligmanin
bulgulariyla ¢elismektedir. Zaman sikintis1 ders ortaminin olusturulmasi ve derse hazirlikla
iliskilendirilebilir. Zaman kaybii sorunu teknoloji becerilerinin gelistirmesiyle asgari
diizeye indirilebilir. Bircok 6gretmenin herhangi bir sorun yasanmadigina yonelik gorus
bildirmesi 6gretmenin dijital yetkinlige sahip olmasinin sorunun c¢oziminde etkili
olacagini gosterir niteliktedir.

Dijital icerik kullanimda &gretmenlerin bir kisminin sorun yasamadigi gorulmistiir.
Bu durum 6gretmenlerin bir kisminin dijital igerikleri kullanmada yetkin oldugunu gosterir
niteliktedir. Bunun tersi olarak dijital ortamda igeriklerin yansitilmasi ve ders esnasindaki
sunumu ile ilgili sorun yasayan bazi 6gretmenlerin oldugu goriilmiistiir. Yine bununla ilgili
olarak ekrana yazamama sorunu dile getirilmistir. Baz1 gortsler ise igerigi desteklemeyen
teknik altyapr eksikliginden kaynaklanana sorunlar oldugunu godstermistir. Bu durum
ortamlarin kullanimindaki yeterlilik sorunu hem de altyap: yetersizligi ile agiklanabilir.
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Ogretmenlerin temel dil becerilerinin 6gretiminde sorunlar yasadig1 gériilmiistiir.
Temel beceriler icerisinde en fazla sorun yasanan becerinin yazma becerisidir. Yazmada
en fazla yasanan sorunun doniit verememe sorunu oldugu ifade edilmistir. Bu sorun
baglant1 ve ortamda saglikli iletisimin kurulamamasi ile agiklanabilir. Yazma da 6nemli bir
asama olan don(t verme sorunu yasanmasi strecin saglikli islemedigini ve iyi bir Grinun
ortaya ¢ikmayacagi anlamina gelir. Yazmada yasanan bir diger sorun sure sorunudur. Sure
sorunu yazma yaninda diger tim Dbecerilerin 6gretiminde yasanmistir. Yazma
etkinliklerinin uygulamadig: goriislerde belirtilmistir. Yazmadan sonra en fazla sorunun
dinleme becerisinde yasandig1 gorillmiistiir. Dinlemede yasanan sorun ortamdan kaynakl
etkilesim sorunudur. Konusmada yasanan sorunlarin da diger dil becerilerinde yasanan
sorunlarla benzerdir. Ogretmenlerin yasadig:1 bir diger beceri alami ise okuma oldugu
goriilmistiir.  Okumada yine ortam ve siireden kaynakli sorunlarin yasandigi dile
getirilmistir. TUm becerilerde ortak sorun olarak etkilesim sorununun yasanmasidir. Dikkat
cekici bir bulgu da 6grencilerin ¢ekingen davranmasinin gozlendigine dair goriislerdir. Dil
ogretimi ile ilgili bir diger bulgu ise dil bilgisi 6gretimi sorunudur. Bulgular uzaktan egitim
sinifinda dil becerileri yeterliligine ulagsmada sorun yasanabilecegini dogrulamistir (Blake
vd., 2008). Tirkce dersinin dort temel dil becerisini gelistirmeye odaklandig
(Kurudayioglu ve Cetin, 2015) dusiiniildiigiinde dersin amacinin uzaktan egitimle tam
anlamiyla gergeklesmeyecegi sdylenebilir.

Ogretmenler dijital ortamlardaki iceriklerin yeterli oldugunu belirtmistir. Bunun
yaninda igeriklerin yetersiz oldugu gelistirilmesi, yenilenmesi gerektigi bulgulara
yansimustir. Igeriklerin iki farkli sekilde yorumlanmas: 6gretmenlerin dijital ortamlari
kullanim durumlariyla agiklanabilir. EBA i¢in de bu durumun ayni oldugunu séylemek
mumkdndur.

Ogretmenlerin bir kism1 EBA’nin yeterli oldugunu, bir kismu ise yetersiz ve
niteliksiz oldugunu bildirmistir. Icerik ve materyal eksiklerden dolay: bircok dgretmenin
sikayetgi oldugu, igeriklerin gelistirilmesi, c¢ogaltilmasi ve yenilenmesi gerektigi
belirtilmistir. Benzer bir sekilde Bozkus ve Karacabey (2019) arastirmasinda igeriklerin
zenginlestirilmesi, yenilenmesi ve gesitlendirilmesi gerektigi sonucuna ulagmustir.
Bayburtlu (2020) EBA’daki dijital iceriklerin diizenlenmesi gerektigi sonucuna ulasmistir.
Tanrikulu (2017), Maden ve Inal (2020) ¢alismalarinda EBA iceriklerinin temel becerileri
karsilayacak yeterlilikte icerige sahip olmadig: sonucuna ulasmistir. Tam tersi olarak EBA
iceriklerin zengin ve nitelikli olmasi, guncel olmasi, basarili bir sistem olmasi, 6gretici
olmasi, ihtiyaglara cevap vermesi gibi kodlar ise EBA’nin uzaktan egitiminde ihtiyaclara
cevap verdigini gosterir niteliktedir. Benzer bir sekilde EBA’nin avantajli oldugu sonucuna
Kuyubasioglu ve Kilig (2019) calismasinda ulasmistir. EBA’nin yetersizligine dair
tekrarlanan kodlarin yenilenmesi ve zenginlestirilmesi gerektigine yonelik goriislerin
EBA’min ihtiyaglar belli bir oranda sagladig1 gésterir niteliktedir. Ogretmenlerin EBA’dan
faydalanma bigimleri ve yeterliliklerinin yorumlarda etkili oldugunu belirtmek gerekir.
EBA canli ders uygulamasinin baglanti sorunlari, zaman sinirlamast Tirk¢e 6gretmenleri
ogrencilerin derslere katilim duizeylerinin istenilen seviyede olmadigini ifade etmistir. Bu
sorunun ¢oziimiinde MEB ve diger bakanliklarin ortak caligmasi 6nerilebilir.
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Bulgular 6l¢gme degerlendirmenin en fazla sikint1 yasanan alanlardan biri oldugunu
gostermistir. Ogretmenler dlcmede yasanan en ciddi sorunun 6grenci katilimi oldugunu
belirtmistir. Ogrencilerin 6lgme degerlendirme siirecine katilmamasi dlgmenin yeterli
diizeyde gerceklesmeyecegi anlamma gelir. Olgme ve degerlendirmede yasanan bir diger
sorunun gegerlilik ve giivenirlik sorunu oldugu gériilmiistiir. Ogretmenler sinav yapsa dahi
bunun guvenirliginin yeterli olmadigina inanmaktadir. Bu durumun daha ¢ok 6grenci ile
yuz yize etkilesimin olmamasindan kaynaklandigi sdylenebilir. Daha 6nceden uzaktan
egitimde 6lgme deneyiminin olmamasi 6gretmenlerin bdyle diisiinmesi i¢in bir sebep
olabilir. Bir diger sorun ise Ogretmenlerin 6lgme ve degerlendirme esnasinda donut
alamamalaridan kaynaklandig1 gériilmiistiir. Ogretmenlerin doniit alamamalar1 dlgme ve
degerlendirmenin saglikli gerceklesmeyecegini gdstermektedir. Ogretmenlerin  bir
kisminin ise dlgme degerlendirme yapmadiklari gériilmiistiir. Olgme ve degerlendirmenin
hem ortamlar1 hem igerikleri kullanabilmenin ileri diizey beceri gerektirdigi géz nlnde
bulundurulmalidir. Bu sorunun ¢6ziumiine yonelik olarak ortak smav platformlart
distiniilebilir.

Bu engellerin asilmasi, miifredat gelistiriciler, 6gretmenler, 6grenciler ve teknoloji
uzmanlarmin is birligini gerektirir (Assareh ve Bidokht, 2011). Kurum ve Kuruluslar
uzaktan egitimi planlarken olasi birgok engeli g6z oniinde bulundurarak hareket etmelidir
(Cho ve Berge, 2002).

Sonug

Bu calisma Tiirk¢e 6gretmenlerinin uzaktan egitim slrecinde yasadiklar1 sorunlari
tespit etmeye odaklandi. Arastirma Sonuglar1 Tlrkge 6gretmenlerinin uzaktan dil egitimi
strecinde ¢esitli sorunlar yasadigin1 gostermektedir. Arastirmada ana sorunun erisim ve
altyap1 engeli oldugu goriilmektedir. Bu sorun diger sorunlari da dogrudan veya dolayli
olarak etkilemektedir. Yine bu arastirma ogretmenlerin dijital ortam ve igeriklerle ilgili
sorunlar yasadigin1 géstermektedir. Dijital ortam ve icerik olarak ogretmenler tarafindan
sik kullanilan EBA’nin baz1 konularda yetersiz oldugu goriilmektedir. Ogretmenler bu
ortamlarda temel dil becerilerinin &gretiminde ve olgme degerlendirmede sorunlar
yasamaktadir.

Bu arastirmanin bazi sinirliliklart bulunmaktadir. Aragtirmanin sorunlar1 genel
olarak tespit etmesi bu arastirmanin smirliliklar1 arasindadir. Sonraki ¢alismalarda bu
konularin her birine yOnelik ayr1 bir ¢alisma yapilabilir. Bu ¢aligmanin 6rneklemi Tirkce
Ogretmenleriyle smirlidir. Yapilacak ¢aligmalarda orneklem olarak diger paydaslar tercih
edilebilir.
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ABSTRACT

This study aimed to determine the effect of more than one fluent
reading method and technique (repetitive reading, mumble reading,
rhyming reading, reading aloud, and widening the visual spectrum) to
overcome the fluent reading problem. In line with the research's
purpose, the single-subject research method, one of the quantitative
research methods, was used. In the study in which the criterion
sampling method, one of the purposeful sampling methods, was used, a
study was conducted with a fifth-grade student who was found to have
a fluent reading problem. The research was carried out to do fluent
reading studies for 15 lesson hours with fluent reading methods and
techniques determined in the school library at one-day intervals during
one lesson. The data of the research were analyzed with descriptive
statistics. Although there was a mathematical improvement in the word
recognition level and reading comprehension level of the student
studied in the study, the student could not reach the free level and
remained at the level of anxiety. The study concluded that more than
one fluent reading method and technique used to solve the fluent
reading problem was effective in providing mathematical progress in
the student's reading speed, word recognition percentage, and prosody
and in reducing some reading errors observed in the student.
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Introduction

Various definitions and explanations about reading have been carried out from past
to present. In the past, "reading” was understood as deciphering texts, and the emphasis
was placed on reading aloud. Reading, which is later on explained as seeing the words as a
whole and placing them in mind, is now considered developing language and mental skills.
Reading is a process in which prior information and information in the text are integrated
and reinterpreted. This process consists of various operations of our eyes, sound, and brain,
such as seeing, vocalizing, understanding, and mental structuring. It starts with the
perception of lines, letters, or symbols first, then the attention is concentrated, and the
meaning of words and sentences is found (Giines, 2017). However, some students cannot
fully fulfill these skills and therefore cannot read fluently. The reasons for these students to
read slowly can be listed as follows (Akyol, 2011): syllable based reading, slow word
recognition, word-by-word reading, whispering reading, lip movements, silent (inner)
speech, finger tracking, head movements, returning during reading, and transition from
line to line.

Studies are carried out according to certain stages, methods, and techniques to
prevent the stated reasons for slow reading and develop fluent reading skills in children.
These methods and techniques can be sorted as; reading aloud, silent reading, speed
reading, guided reading, full reading, intertextual reading, reading by discussing, glance
reading, reading by note-taking, underline reading, elective reading, reading drama, word
choir, reading by asking questions, reading by guessing, reading by summarizing , reading
by memorizing, critical reading, poetry reading, visual reading, reading skipping, screen
reading, alternating reading, repeated reading, paired reading, choral reading, mumble
reading, reading with friends, cooperative repetitive reading, radio reading, echo reading,
rhythmic reading with symmetrical letters, rhyming reading, expanding the visual
spectrum, performance reading and recording reading (Duran and Bitir, 2020; Giines,
2017). The listed reading methods and techniques are applied according to certain stages.
These stages are; the pre-reading stage in which reading preparation and reading planning
studies are carried out; the reading stage in which the correct pronunciation of words,
understanding of sentences, paragraphs, and texts, structuring the information in mind and
its practice is done; is the post-reading phase in which studies to evaluate, question,
criticize and interpret the information conveyed in the text (Giines, 2017).

Literature review

When the literature on reading education is examined, it is seen that studies are
conducted with children at different grade levels according to different reading stages,
methods, and techniques. Saglam, Bas, and Akyol (2020), in their study with third-grade
children with special talents, stated that the word repetition technique removes reading
aloud errors and is beneficial in developing their fluent reading and reading
comprehension skills. Also, they stated that there is an increase in the rate of paying
attention to stress and intonation, and hesitation while reading. Erbasan and Saglam (2020)
explain that guided reading technique has positive effects on developing fluent reading and
reading comprehension skills of homeschooling students with dyslexia. Akyol and Sever
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(2019), in their practices, used the Fernald method, echo, and repetitive reading strategies,
for an elementary school sophomore with reading and writing disabilities. They stated that
the student could read 30 words of a text that he could not read before the practice, made 8
reading errors during reading, increased his desire to read, began to read aloud, noticed
what he read and that his writing's legibility level reached a medium level. Kuruoglu and
Sen (2019) emphasize that accelerated reading education applied to secondary school
students who have reading disabilities significantly increases the reading speed and
reading aloud levels of students. Kanik Uysal and Akyol (2019) prepared an action plan
that includes repetitive, model, assisted, echo, and choral reading models for solving the
reading and comprehension problems of a seventh-grade student with reading disabilities.
They stated that the student's reading level after the practices reached an instructional level
from anxiety level. Karasakaloglu and Saraghi Celik (2018) state that the guided reading
method contributes to the development of reading, reading and listening comprehension
skills of primary school third-grade students who have reading disabilities. Besides, they
stated that working one-on-one with children and guiding them led to a noticeable
improvement in improving children's writing, improving their ability to answer questions,
and using punctuation marks correctly. Akyol and Ketenoglu Kayabag1 (2018) stated that
they focused on sounds, syllables and words for 15 hours in the reading difficulty program
they prepared for a student with reading disabilities, and they focused on reading fluency
with paired reading and repetitive reading method for 15 hours. Moreover, they state that
thanks to this program, the student's reading and comprehension level increased from
anxiety level to the level of teaching. Sozen and Akyol (2018) also stated in their study
with the guided reading method that the guided reading method contributed to eliminating
reading disabilities and developing comprehension skills of third-grade primary school
students with reading disabilities. Cayir and Balci1 (2017) prepared and implemented a
reading program consisting of echo reading, repetitive reading, and certain reading
strategies for an elementary school third-grade student with reading disability and stated
that at the end of the practice, the reading disabilities experienced by the student decreased
significantly, but the desired level of reading fluency was not reached. Akyol and Kodan
(2016) prepared a 45-hour reading program in which repetitive, paired, echo, and
independent reading strategies were applied for a primary school fourth-grade student with
reading disabilities. It was observed that the student's reading and comprehension levels
improved after the implementation. Kardas Isler and Sahin (2016) conducted practices
based on the strategy of listening to the paragraph beforehand and paired reading strategy
with a primary school fourth-grade student who had reading disabilities and observed that
the student's reading and reading comprehension problems decreased at the end of the
practice. Celiktirk Sezgin and Akyol (2015) explain that the student's word recognition
and comprehension level increased from anxiety level to education level in the practice
they performed using repetitive reading, paired reading, and reader's theater techniques to
improve the reading skills of a fourth-grade student with reading disabilities. Yamacg
(2014) applied repetitive reading, paired reading, and word-building techniques to improve
a fourth-grade student's reading fluency who had reading disabilities. And at the end of the
practice, he states that the student's word recognition skill increased from anxiety level to
free level, his reading speed increased from 20.8 to 34.2 per minute, and his prosody score

© 2021 JLERE, Journal of Language Education and Research, 7(1), 121-160



124 Cengiz KESIK & Meliha EFE KESIK

increased from 15% to 66%. Duran and Sezgin (2012), in a study examining the effect of
the guided reading method on primary school students '(1-4th grades) fluent reading, state
that guided reading method reduced elementary school students' reading aloud errors,
increased word recognition, and comprehension levels, and that aloud reading skills
increased from anxiety level to teaching level. Sidekli and Yangin (2005) applied multi-
sensory approaches to their fifth students who had reading disabilities and stated that the
student's reading level improved from anxiety level to instructional level at the end of the
practices. Gurkaner and Glven (2020), on the other hand, in the studies conducted
between 2012-2018 on the subject postgraduate thesis built on fluent reading at the
elementary school level in Turkey, in the postgraduate theses performed between these
years, fluent reading strategies, methods, and techniques of the paired reading, choral
reading, structured reading, repeated reading, SQ3R, the six-minute method, resonant
reading, reading drama and reading by sharing was found to be used. In the results of
postgraduate theses based on these strategies, methods, and techniques, there were positive
developments in children's reading speed, correct reading skills, prosodic reading skills,
reading comprehension, academic achievement, and reading motivation. These findings
indicates that studies on fluent reading have been conducted with different purposes and
methods.

Regardless of the strategy, method, and technique used in the development of
fluent reading skills, what is important in this regard is the interest of the classroom
teacher and sparing time for students with fluent reading problems. When the literature on
fluent reading is examined, it is seen that programs are prepared, and practices are made
based on different reading methods, techniques, and strategies to solve the fluent reading
problem(Saglam, Bas ve Akyol, 2020; Erbasan and Saglam, 2020; Akyol and Sever, 2019;
Kuruoglu and Sen, 2019; Kanik Uysal and Akyol, 2019; Karasakaloglu and Saragli Celik,
2018; Akyol and Ketenoglu Kayabasi, 2018; S6zen and Akyol, 2018; Cayir and Balci,
2017; Akyol and Kodan, 2016; Kardas Isler and Sahin, 2016; Celiktiirk Sezgin and Akyol,
2015; Yamag, 2014; Duran and Sezgin, 2012; Sidekli and Yangin, 2005). In this study,
distinct from the reading methods, techniques, and strategies applied in the relevant
literature, the methods and techniques based on repetitive reading, mumble reading,
rhyming reading, reading aloud, and widening the vision spectrum were used. The
practices based on these methods and techniques are considered important in terms of
being an example for fluent reading studies. Voice reading is the voice of the words and
word groups that the individual sees and grasps in his mind (Unalan, 2006; Duran and
Bitir, 2020). The main purpose of reading aloud is to enable the individual to pronounce
the words correctly and read them by considering the meaning of these words (Ozbay,
2007). Repetitive reading is the repeated reading of a short text to an individual who has
disabilities reading until they reach fluent reading (Samules, 1997). These repetitions are
done under the guidance of an adult. The texts are read from easy to difficult. This method
aims to increase the speed of word recognition and allow them to spend more time
understanding. Rhymed reading is the resemblance of the sounds at the end of rhyme lines
in terms of structure. Rhyming reading is, on the other hand, reading poems made up of
rhymed lines. Rhyming reading can improve individuals' reading by having fun, sound
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awareness, and fluent reading skills. These are the studies in which activities based on
reading texts consisting of different geometric shapes are applied to expand the spectrum
of vision and teach individuals with reading disabilities to read rapidly (Giines, 2015). On
the other hand, mumble reading is a reading made in a little and low voice based on certain
lip movements. It was aimed to test the reading speed, word recognition level, and reading
comprehension of the student using repetitive reading, mumble reading, rhyming reading,
reading aloud, and expanding the visual spectrum. From this point of view, it is aimed to
use more than one fluent reading method and technique in solving a student's fluent
reading problem. For this purpose, answers were sought for the following problems and
sub-problems.

Problem statement of the study

Is there any effect of using more than one fluent reading method and technique
(repetitive reading, mumble reading, rhyming reading, reading aloud, and expanding the
vision spectrum) in solving the fluent reading problem?

Sub problems

The use of more than one fluent reading method and technique to solve the fluent
reading problem:

a. Does it affect reading speed, word recognition percentage, and prosody?

b. Does it affect the word recognition level?

c. Does it affect the level of reading comprehension?

Methodology

Research design and publication ethics

In line with the research’s purpose, the single-subject research method, one of the
quantitative research methods, was used in the study. In some special cases, the number of
individuals in the population where experimental studies will be conducted may be small.
For example, an experiment to be carried out in studies to be carried out with individuals
requiring special education can be developed specifically for a single individual
(Biiytikoztiirk, Kilig Cakmak, Akgiin, Karadeniz & Demirel, 2018: 18). In this context, the
research was conducted with a student who has a fluent reading problem. This article
adheres to research and publication ethics.

Context
This study was carried out in a secondary school in the 2018-2019 academic year.

Participants

Criterion sampling, one of the purposeful sampling methods, was used to determine
the student in the study group of the study. Criterion sampling is that the observation units
in research consist of people, events, objects, or situations with certain qualities
(Buyukozturk et al., 2018, p.91). The student in the study group is a student who has a
fluent reading problem in the fifth grade of an official secondary school affiliated to the
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Ministry of National Education in the 2018-2019 academic year and is behind his/her
friends and grade level in reading. Some demographic information about the student is
explained in Table 1.

Table 1. Demographic Information of the Student Participating in the Study

Gender Male

Grade Level 5

Father's educational status Primary school
Father's Occupation Unemployed
Mother's educational level Primary school
Mother's Occupation Housewife
Number of Siblings 3
Socioeconomic status Low

As seen in Table 1, the student participating in the study is in the 5th grade. In the
process of determining the student, the teachers who attended the course were interviewed,
and information about the student's in-class performance, academic success, and general
situation were obtained. This student does not have any learning disabilities and only has a
fluent reading problem. The student comes from a family with a low socioeconomic level,
his father is not working, and his mother is a housewife. The student is the thirdborn in the
family. The student has no permanent illness and uses no medication. During the student's
4-year primary school education process, 3 different classroom teachers have attended
his/her class. In other words, a different classroom teacher attended his/her every year.

Data collection and analysis

Incorrect analysis inventory

This inventory was developed by Ekwall and Shanker (1988) and adapted by Akyol
(2003). Environment and vocalization scale (determining word and phonetic knowledge
with mistakes made during reading aloud, and comprehension skill and level with
questions asked after reading the text silently), word recognition percentage (The
percentage of words that the student reads correctly during 60 seconds of reading aloud is
determined by calculating. This percentage is determined by dividing the number of
correctly read words by the total number of words read.) and consists of reading speed (the
number of words that the student reads correctly in a 60-second reading period).

Reading prosody rubric

It was developed by Zutell and Rasinski (1991) and adapted to Turkish by
Yildirim, Yildiz and Ates (2009). It consists of 4 dimensions: expression and sound level,
units of meaning, intonation, smoothness, and speed. As a result of the reading practices,
the student must get a score of at least 8 and above from this rubric. A student with a score
below 8 needs additional practices.
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Rubric for evaluating reading comprehension by expressing reading

Developed by Rasinski and Padak (2005), adapted to Turkish by Akyol, Rasinski,
Yildirim, Ates, and Cetinkaya (2014). As a result of the reading practices, the student is
required to get scores between 4-6 points from this rubric. If the student's score is 3 or less
than 3, the student needs additional practices.

Procedure

Pre-practice phase

At this stage, the student was given a text called “The Excitement Is at its Peak,”
consisting of 121 words at the 4th-grade level. This text is taken from the Turkish textbook
of the 4th grade of the Ministry of National Education. Voice recording was taken while
the student was reading the text. This voice recording was analyzed according to the
following data collection tools, and the current reading level of the student was
determined. These data collection tools are Environment and Speaking Scale, Word
Recognition Percentage, Reading Speed, Reading Prosody Rubric, and Reading
Comprehension Assessment Rubric by Explaining Reading.

Fluent Reading Studies

After determining the student's current reading level, a reading program was
prepared by the researchers to be applied to the student. This reading program has been
selected by considering different fluent reading methods and techniques in the literature.
These fluent reading methods and techniques; repetitive reading, mumble reading,
rhyming reading, reading aloud, and expanding the visual spectrum [GYP]. One of the
researchers applied the prepared reading program for 15 lesson hours at the determined
hours in the school library. Each lesson lasted 40 minutes. The texts taught within the
scope of the reading program were taken from Coskun and Cecen's (2012) book "Hizli ve
Anlayarak Okuma Teknigi". Table 2 describes which text was taught at what time of the
reading program and which reading method and technique was used.

Table 2. Fluent Reading Studies

Practice Time Text Reading Method and Technique
1. Time Cat Rhyming, Loud and Repetitive Reading
2. Time Artichoke Loud and Repetitive Reading
3. Time Autumn came Loud and Repetitive Reading
4. Time Nasreddin Hodja Rhyming, Loud and Repetitive Reading
5. Time My Teacher Rhyming, Loud and Repetitive Reading
6. Time Zeki Run GYP, Loud and Repetitive Reading
7. Time Engin Wake up GYP, Loud and Repetitive Reading
8. Time The Ant and the Pigeon GYP, Loud and Repetitive Reading
9. Time Mother's Heart GYP, Loud and Repetitive Reading
10. Time Last Regret GYP, Loud and Repetitive Reading
11. Time Atatiirk Had A Watch Rhyming, Loud and Repetitive Reading
12. Time The Fighter Lion and The Boar  Mumbling, Loud and Repetitive Reading
13. Time The Snail and Its House Mumbling, Loud and Repetitive Reading
14. Time Oh My God Look at The Plan Mumbling, Loud and Repetitive Reading
15. Time Good versus Evil Mumbling, Loud and Repetitive Reading
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Final practice phase

After the fluent reading studies were completed, in order to determine the status of
the student, the student was re-read the text “Excitement at Its Peak™ and after that, a text
called “Marbling Art” consisting of 165 words was also taught at his own grade level. The
text titled "Marbling Art" is taken from the book titled "Okumay1 Degerlendirme" by
Akyol, Yildirim, Ates, Cetinkaya and Rasinski (2014). The reason why the student was
taught two different texts in the final implementation is to see what level s/he reached in
the text below his/her grade level (4th grade) in the pre-practice and what level s/he
reached in the text at his/her own grade (5th grade). Since the student had a fluent reading
problem according to his/her grade level, the pre-practice was only taught a single text at
the 4th-grade level. Voice recording was taken while the student was reading the texts.
This voice recording was analyzed according to the following data collection tools, and it
was determined how much the student made progress. These data collection tools are
Environment and Speaking Scale (Ekwall and Shanker), Word Recognition Percentage,
Reading Speed, Reading Prosody Rubric, and Reading Comprehension Assessment Rubric
by Narrating Reading.

Results

In this section, the first and last reading environment and vocalization scale,
reading speed, word recognition, and reading comprehension of more than one fluent
reading methods and techniques (repetitive reading, mumble reading, rhyming reading,
reading aloud, and expanding the vision spectrum) applied to the student with fluent
reading problem Pre-test and post-test scores of the level are included.

Pre-practice findings

A text named "Excitement at Its Peak" was given to the student for pre-practice.
The student could read 63 words in 3.5 minutes from the text, which is at the 4th-grade
level and consists of 121 words. These data were analyzed according to the specified
scales and rubrics, and the results are explained below.

Table 3. Environment and Vocalization Scale Scores for the First Measurement According to the
Text "Excitement at Its Peak"

The Error Conclusion Measurement Criteria
Environment  Vocalizing Description
Scale Scale
F out
T outputs 35 o/8
F golorful Environment Scale
T colorful 3/5 79 Points
F derriment started as "de" 0 = Never Read
T merriment 3/5 6/7 then read as 1 = Teacher Gave the
"derriment" Word
Eirstflhe said 2 = Did Not Contain
saw tthg’?t | Same Words /
F saw 5/5 4/9 corrected It. In Structures
T  seen places with 3 = Contained the Same

apostrophes, s/he

first misreads the Words / Structures
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word and then

4 = Her/His Own

corrects it. Words Are In The
F unworthy Same Statement As The
2/5 5/7
T worthy _ Author
F After sayin "clap” 5 = Self-Corrected
T was clapping 5/5 12/12 “clap” couple of
times, s/he read it.
"I:' {(Iilt%ht 3/5 9/12 Vocalization Scale
- _ Scores
F coming tsh/h’?,d'ﬁ ”?rt. read g = No Letter Similarity
T upcoming 1/5 7/9 Tﬁe fegcﬁer'i‘él 4 With His/Her Own
himPher. \1N£) rIiljas 1 Letter
_IIZ_ a:z ;?égwgg 2/5 9/12 Similarity to His/Her
First, sihe said  own Word
"henna" then 2 = Have 2 Letter
F correcred it as Slmllal‘ltles to HIS/Her
T "hennaed". S/he Own Word
hennaed 5/5 6/6 repeats the first N = Has N Letter
syllable of some  Similarity to His/Her
words a few times  Own Word
and then s/he
reads it.
F inclined
. 5/5 7/9
T reclined
F was sensing First, s/he said
T was standing 2/5 8/9 “stand" and read
as "sensing"
F decreased o/5 /8
T increased
E First, s/he read
T dipped into "dip" "dipper"
5/5 10/10 then corrected
them as "dipped
into."
F settlement
T sifted 205 4/6
Total 48/75 106/133 " . - 0
Percentage 64 79 = Anxiety level as it is below 90%.

Table 4. Scores of the Comprehension Scale for the First Measurement According to the Text
"Excitement at Its Peak™

Questions and Answers Description Score Measurement Criteria
Q  When did the children climb the hill? ~ The question is 2/2 For Literal
A While the whistle is blowing the literal Comprehension
comprehension .
question. Questlon§
Q  How did the kites ascend to the sky? ~ The question is 1/2 0 = Questions That
A By flying the literal Never Answered
comprehension 1 = Semi-Answered
question. uestions
Q  Which kites were eliminated? The question is 0/2 (23_ Fullv A d
A Allof them the literal = Fully Answere
comprehension Questions
question.
For In-Depth
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Comprehension
Total 3/6 Questions

0 = Questions That

Never Answered

1 = Incomplete

Answered Questions
2 = Expected But
Incomplete Answers
3 = Complete and
Percentage 0.50* Effective Answers

*= Anxiety level as
50%

According to the measurement results, the range of 99+ (99-100) is free level, the
range of 91-98 percent is the education level, and the range of 90-below is the level of
anxiety in terms of word recognition level. In terms of comprehension level, 90+ (90-100)
range is the free level, 75 percent (51-89) range is the free level, and 50- (50 and below)
range is anxiety level (Ekwall and Shanker, 1988 as cited in Akyol, 2003). According to
the findings in Table 3, the student got 64 points from the environment scale and 79 points
from the vocalization scale. These results indicates that the student is at an anxiety level in
terms of word recognition level according to the above data. According to the findings in
Table 3, the student got 50 points from the comprehension scale. Again, when compared
with the above data, it is detected that the student is at an anxiety level in terms of his/her
level of understanding.

While the student is reading, s/he leans away from the paper and sometimes
follows with his/her finger. The student can voice the words. However, the student makes
the following mistakes while reading; reading the word not as it is spelled but as a
different word in the same root ( in the text, s/he read the wordkite as flight), reading the
word, s/he cannot read as another word similar in shape to it (in the text, s/he read the
wordarguingas carrying), In places with apostrophes, reading the word incorrectly at first
and then correcting it, repeating the first syllable of long words a few times, and then
reading it (in the text, s/he read the word clappingafter saying“clap” "clap” couple of
times), not reading suffixes at the end of some words (in the text, s/he read the
wordupcoming as coming). In the rest of the text, 3 questions at the literal comprehension
level were asked. The reason for asking few questions at the literal comprehension level is
that there is also a problem in the student's reading comprehension skills based on the
fluent reading problems. The student answered one of these questions correctly, gave an
answer that could mean the same as the correct answer to one, and gave an incorrect
answer to another question. The student made 15 mistakes in 63 words that s/he read in 3.5
minutes. According to the analysis results made according to the scales above, the student
is a reader at an anxiety level.

The percentage of word recognition, reading speed, reading prosody, and reading
comprehension in the text s/he read were examined to evaluate the student's reading
fluency. For this, reading percentage and speed calculations were made, evaluations were
made according to the reading prosody and reading comprehension rubric, and the results
are explained in Table 5.
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Table 5. Reading Fluency Pre-Practice Scores

Word Recognition Number of Correctly Read Wards 79%
Total Number of Words Read

Reading Speed Correct Number of Words Read Per Minute 19
» Expression and Sound Level: 2
» Meaning Units and Intonation: 1
Prosody » Smoothness: 2
» Speed: 2
» Total Score: 7
Reading Comprehension 3

Akyol, Rasinski et al. (2014), word recognition percentage is in the range of 92-98
percent at the instructional reading level, and the independent reading level accuracy rate
points to the range of 99-100 percent. Some criteria related to reading speed have been
enhanced by Giines (2013) based on many practices. According to these criteria, it is
expected for the 1st-grade students to read 60 words per minute, for 2nd-grade students to
80 words per minute, for 3rd-grade students to 100 words per minute, for 4th-grade
students to 120 words per minute, and 5th-grade students to read 140 words per minute. It
is not a cause for concern if the student scores eight or less from the sum of the prosody
rubric's sub-dimensions at the beginning of the academic year or during the pre-
implementation of a study. However, if the student scored eight or below at the end of the
academic year or the final stage of a study, this situation is problematic. It indicates that
the student needs additional practices or instruction to develop the reading prosody (Akyol,
Rasinski, et al., 2014). According to evaluating reading comprehension through a reading
comprehension rubric, a student who scores three or fewer in the rubric infers that s/he
does not understand the text and does not remember the text's information. At the end of
the academic year or the practice, the student is expected to score between 4-6 (Akyol,
Rasinski, et al., 2014).

According to the reading fluency, pre-practice scores indicated in Table 5, the
student's word recognition percentage was found to be 79. This percentage indicates that
the student is below the instructional reading level. The number of words the student read
in a minute was found to be 19. This number is well below these criteria when compared
with the criteria for reading according to grade level. Because, according to these criteria, a
5th-grade student should read an average of 80-140 words in 1 minute. The student got a
total of 7 points according to the sub-dimensions of the reading prosody rubric. Since this
stage is a pre-practice, this total score is not worrisome in terms of reading prosody. The
student got 3 points according to the reading comprehension rubric. Since this stage is a
pre-practice, the student's score in reading comprehension is considered normal.

Findings related to the final practice

After the fluent reading studies, two different texts were read to determine how
much the student's fluent reading level made inroads into. The first of these texts is the
"Excitement at Its Peak" text consisting of 121 words at the 4th-grade level, which was
taught in the pre-practice phase. The second is the 5th-grade text titled “Marbling Art,”
consisting of 165 words. The student could read the text titled “Excitement at Its Peak”
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consisting of 121 words in 4.28 minutes, and the text called “Marbling Art,” consisting of
165 words in 5.53 minutes. These data were analyzed according to the specified scales and
rubrics, and the results are explained below.

Table 6. Environment and Vocalization Scale Scores for the First Measurement According to the
Text "Excitement at Its Peak"

The Error Conclusion Measurement Criterias
Environment  Vocalizing Description
Scale Scale
F outs First, s/he said Environment Scale
T outputs 3/5 6/8 "put" thenread  Points
_ as “output” 0 = Never Read
F  bite Sihe read "bite” 1 = Teacher Gave the
T Kite and the teacher
215 207 corrected \2N13 rg d Not C .
him/her. = Did Not Contain
- Same Words / Structures
F  declined " .
. 1/5 7/9 3 = Contained the Same
T reclined
F oKi Words / S'gructures
4/5 8/9 4 = Her/His Own Words
T  sky
F - r S/he read Are In The Same
Increase " Statement As The
T increasing increased" and Auth
4/5 6/6 the teacher uthor
him/her.
F creased S/he read Vocalization Scale
T  increased "creased" and Scores
1/5 7/8 the teacher 0 = No Letter Similarity
corrected with His/Her Own Word
him/her. 1 =Has 1 Letter
F reachable 2/5 4/10 Similarity to His/Her
T unreachable Own Word
F another 4/5 9/9 2 = Have 2 Letter
T one another Similarities to His/Her
F the ond 15 6/8 Own Word
T theend N = Has N Letter
F adience 1/5 6/12 Similarity to His/Her
T  audience own Word
F deceiver S/he read
T receiver "deceiver" and
3/5 4/8 the teacher
corrected
him/her.
S/he read " to
F  toAli Ali", waited
T Alitoo 5/5 117 and self-
corrected as
"Ali too"
F to her
T her 3/5 2/3
Total 34/65 74/104 . . . 0
Percentage 55 71 = Anxiety level as it is below 90%.
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Table 7. Scores of the Comprehension Scale for the First Measurement According to the Text
"Excitement at Its Peak™

133

Questions and Answers Description ~ Score  Measurement Criterias
Q How did the kites ascend to the sky? The questionis  2/2  For Literal
A They ascended swiftly the literal Comprehension
comprehension Questions
guestion. 0 = Questions That Never
Q What were people discussing? The questionis  1/2  Answered
A The kite the literal 1 = Semi-Answered
comprehension Questions
question. 2 = Fully Answered
Q Which kites were eliminated? The questionis  0/2  Questions
A Beyoglu's, Recep's, Ali's the literal
comprehension For In-Depth
guestion. Comprehension
Q Whose kites were left in the sky? The questionis ~ 1/2  Questions
A Beyoglu's and Ali's the literal 0 = Questions That Never
comprehension Answered
guestion. 1 = Incomplete Answered
Q Why did the majority of the audience The questionis 0/2  Questions
drown in sadness? the literal 2 = Expected But
A Their kites fell down comprehension Incomplete Answers
question. 3 = Complete and
Q What was given to the winner? The questionis  2/2  Effective Answers
A Abicycle the literal
comprehension
question. *= Anxiety level as it is
50%
Total 6/12
Percentage 50

According to the measurement results, the range of 99+ (99-100) is free level, the

range of 91-98 percent is the education level, and the range of 90-below is the level of
anxiety in terms of word recognition level. In terms of comprehension level, 90+ (90-100)
range is the free level, 75 percent (51-89) range is the free level, and 50- (50 and below)
range is anxiety level (Ekwall and Shanker, 1988 as cited in Akyol, 2003). The student
read the entire text of 121 words in 4.28 minutes. S/he made 13 mistakes while reading.
Following the text, six questions about the text were addressed to the student. More
questions were asked to the student in the final practice than the pre-practice because of
determining the development of the student's reading comprehension skill after the
practice. The student gave full answers to 2 of these questions, semi-answers to 2, and
incorrect answers to 2 of these questions. According to Table 6, the student got 52 points
from the environment scale and 71 points from the vocalization scale. According to the
data above, these results indicate that the student is at an anxiety level in terms of word
recognition level. According to the findings in Table 6, the student got 50 points from the
comprehension scale. Again, when compared with the above data, it is detected that the
student is at an anxiety level in terms of his/her level of understanding.
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To evaluate the student's reading fluency after the last practice, the percentage of
word recognition, reading speed, reading prosody, and reading comprehension status was
examined in the text s/he read. For this, reading percentage and speed calculations and
evaluations were made according to the reading prosody and reading comprehension
rubric, and the results are explained in Table 8.

Table 8. Reading Fluency Final Practice Scores

Word Recognition Number of Correctly Read Words 88%
Total Number of Words Read

Reading Speed Correct Number of Words Read Per Minute 40
» Expression and Sound Level: 3
» Meaning Units and Intonation: 2
Prosody » Smoothness: 2
» Speed: 3
» Total Score: 10
Reading Comprehension 4

Akyol, Rasinski et al. (2014), word recognition percentage is in the range of 92-98
percent at the instructional reading level, and the independent reading level accuracy rate
points to the range of 99-100 percent. Some criteria related to reading speed have been
enhanced by Giines (2013) based on many practices. According to these criteria, it is
expected for the 1st-grade students to read 60 words per minute, for 2nd-grade students to
80 words per minute, for 3rd-grade students to 100 words per minute, for 4th-grade
students to 120 words per minute, and 5th-grade students to read 140 words per minute. It
is not a cause for concern if the student scores eight or less from the sum of the prosody
rubric's sub-dimensions at the beginning of the academic year or during the pre-
implementation of a study. However, if the student scored eight or below at the end of the
academic year or the final stage of a study, this situation is problematic. It indicates that
the student needs additional practices or instruction to develop the reading prosody (Akyol,
Rasinski, et al., 2014). According to evaluating reading comprehension through a reading
comprehension rubric, a student who scores three or fewer in the rubric infers that s/he
does not understand the text and does not remember the text's information. At the end of
the academic year or the practice, the student is expected to score between 4-6 (Akyol,
Rasinski, et al., 2014).

According to the reading fluency final practice scores indicated in Table 8, the
student's word recognition percentage was 88. This percentage indicates that the student is
below the instructional reading level. The number of words the student read in a minute
was found to be 40. This number is well below these criteria when compared with the
criteria for reading according to grade level. Because, according to these criteria, a 5th-
grade student should read an average of 80-140 words in 1 minute. The student got a total
of 10 points according to the sub-dimensions of the reading prosody rubric. This total
score received by the student is appropriate in terms of reading prosody. The student got 4
points according to the reading comprehension rubric. The score the student got for
reading comprehension is appropriate according to the determined criteria.
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Another text taught in the last practice stage is the text called "Marbling Art" at the
5th-grade level. This text consists of 165 words. The student read this text in 5.53 minutes.
These data were analyzed according to the specified scales and rubrics, and the results are

explained below.

Table 9. Environment and Vocalization Scale Scores for the First Measurement According to the

Text "Marbling Art"

The Error Conclusion Measurement Criterias
Environment  Vocalizing Description
Scale Scale
F ranch
T  branch 415 6/7 Environment Scale
F  patter S/he read Points
T  patterns “patter” and the 0 = Never Read
1/5 3/8 teacher 1 = Teacher Gave the
corrected Word
him/her. 2 = Did Not Contain
F cloudy 3/5 5/9 Same Words / Structures
T cloudlike 3 = Contained the Same
F make Ste read Words / Structures
T make-up tgﬁﬁgr andthe 4 — Her/His Own Words
2/5 6/8 corrected Are In The Same
him/her as Statement As The
“make-up" Author
F  patient S/he read 5 = Self-Corrected
patience "patient” and
1/5 2/5 the teacher Vocalization Scale
corrected Scores
_ him/her. 0 = No Letter Similarity
F awide 2/5 5/7 Teacher with His/Her Own Word
T  wide and corrected 1 =Has 1 Letter
T Sty o Hiser
F o with 415 5/5 2 = Have 2 Letter
T  within Similarities to His/Her
F pat Slhe read "pat”  Own Word
T put and the teacher N = Has N Letter
2/5 3/5 corrected Similarity to His/Her
him/her as own Word
"out”
F incaps S/he read "in
T incups caps" and the
1/5 7/11 teacher
corrected
him/her.
$ u%r(‘)n 4f5 8/8
F  drippings S/he read
T  droppings "drippings" and
1/5 5/12 the teacher
corrected
him/her.
F surprise 3/5 8/9
T  surprising
F_ patten 1/5 6/8 S/he read
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T  patterns "paten” and the
teacher
corrected
him/her.

F  pater S/he read

T  patterns "paten” and the

1/5 6/8 teacher
corrected
him/her.
Total 34/75 80/117
Percentage 45 68 *= Anxiety level as it is below 90%.

Table 10. Scores of the Comprehension Scale for the First Measurement According to the Text
“Marbling Art”

Questions and Answers Description ~ Score  Measurement Criterias
Q Where can you find marbling? The questionis  0/2  For Literal
A Inart the literal Comprehension
question. 0 = Questions That Never
Q How do colors and patterns create The questionis  0/2  aApnqwered
an image in marbling art? the literal 1 = Semi-Answered
hensi .
A Rectangular gﬁgit)irgn.ens'on Questions
Q  What does the preparation of Thequestionis 0/2 2= Fully Answered
A marbling require? the literal Questions
It requires clothes and decorations ~ comprehension
question. For In-Depth
Q How is the art of marbling done? The questionis  0/2 Comprehension
A Please explain. the literal Questions
Tables, tablecloths and curtains comprehension 0 = Questions That Never
question. Answered
Where can we see marbling Thequestionis — 1/2 4 _ Incomplete Answered
patterns? the I'terﬁl : Questions
A Everywhere comprension 2 = Expected But
Incomplete Answers
3 = Complete and
Total Effective Answers
1/10
*= Anxiety level as it is
50%
Percentage 10

According to the measurement results, the range of 99+ (99-100) is free level, the
range of 91-98 percent is the education level, and the range of 90-below is the level of
anxiety in terms of word recognition level. In terms of comprehension level, 90+ (90-100)
range is the free level, 75 percent (51-89) range is the free level, and 50- (50 and below)
range is anxiety level (Ekwall and Shanker, 1988 as cited in Akyol, 2003). The student
read the entire text of 165 words in 5.53 minutes. S/he made 15 mistakes while reading.
Following the text, five questions about the text were addressed to the student. The student
answered 4 of these questions incorrectly and gave semi-answers to 2 of them. According
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to the findings in Table 9, the student got 45 points from the environment scale and 68
points from the vocalization scale. These results indicates that the student is at an anxiety
level in terms of word recognition level according to the above data. According to the
findings in Table 10, the student got 10 points from the comprehension scale. Again, when
compared with the above data, it is detected that the student is at an anxiety level in terms
of his/her level of understanding.

After the last practice, the percentage of word recognition, reading speed, reading
prosody, and reading comprehension in the text s/he read (Marbling Art text) were
examined to evaluate the student's reading fluency. For this, reading percentage and speed
calculations and evaluations were made according to the reading prosody and reading
comprehension rubric, and the results are explained in Table 11.

Table 11. Reading Fluency Post-Practice Scores (Marbling Art Text)

Word Recognition Number of Correctly Read Words 93%
Total Number of Wards Read

Reading Speed Correct Number of Words Read Per Minute 40
» Expression and Sound Level: 3
» Meaning Units and Intonation: 2
Prosody » Smoothness: 2
» Speed: 3
» Total Score: 10
Reading Comprehension 4

Akyol, Rasinski et al. (2014), word recognition percentage is in the range of 92-98
percent at the instructional reading level, and the independent reading level accuracy rate
points to the range of 99-100 percent. Some criteria related to reading speed have been
enhanced by Giines (2013) based on many practices. According to these criteria, it is
expected for the 1st-grade students to read 60 words per minute, for 2nd-grade students to
80 words per minute, for 3rd-grade students to 100 words per minute, for 4th-grade
students to 120 words per minute, and 5th-grade students to read 140 words per minute. It
is not a cause for concern if the student scores eight or less from the sum of the prosody
rubric's sub-dimensions at the beginning of the academic year or during the pre-
implementation of a study. However, if the student scored eight or below at the end of the
academic year or the final stage of a study, this situation is problematic. It indicates that
the student needs additional practices or instruction to develop the reading prosody (Akyol,
Rasinski, et al., 2014). According to evaluating reading comprehension through a reading
comprehension rubric, a student who scores three or fewer in the rubric infers that s/he
does not understand the text and does not remember the text's information. At the end of
the academic year or the practice, the student is expected to score between 4-6 (Akyol,
Rasinski, et al., 2014).

According to the reading fluency (Marbling Art Text) scores indicated in Table 11,
the student's word recognition percentage was 93. This percentage indicates that the
student is at the instructional reading level. The number of words the student read in a
minute was found to be 40. This number is well below these criteria when compared with
the criteria for reading according to grade level. Because, according to these criteria, a 5th-
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grade student should read an average of 80-140 words in 1 minute. The student got a total
of 10 points according to the sub-dimensions of the reading prosody rubric. This total
score received by the student is appropriate in terms of reading prosody. The student got 4
points according to the reading comprehension rubric. The score the student got for
reading comprehension is appropriate according to the determined criteria.

Discussion
In reading studies based on more than one fluent reading method and technique, it
is detected that there is a mathematical increase in the development of the student's reading
skills even if the student remains at the level of anxiety. When similar studies (Akyol and
Sever, 2019; Cay1r and Balc1, 2017) which conducted to overcome fluent reading problems
in our country are examined, it is observed that their results do not provide an
improvement in the reading level of the student, as in the results of this study, but provide
a mathematical increase in reading skills. In the the studies that Saglam, Bas and Akyol
(2020); Erbasan and Saglam (2020); Kuruoglu and Sen (2019); Kanik Uysal and Akyol
(2019); Karasakaloglu and Saragli Celik (2018); Akyol and Ketenoglu Kayabasi (2018);
Sézen and Akyol (2018); Akyol and Kodan (2016); Kardas Isler and Sahin (2016);
Celikturk Sezgin and Akyol (2015); Yamag (2014); Duran and Sezgin (2012), conducted,
it was observed that students with fluent reading problems both improved their reading
levels and their reading skills increased in a mathematical sense. The results of this
research and similar research in the literature reveals that when one-to-one reading studies
are done with students with fluent reading problems, reading problems decrease, and
reading skills improve. These results display the effectiveness of reading programs

prepared for students with fluent reading problems.

Suggestions for practice

This study was conducted for fifteen lesson hours based on the determined reading
methods and techniques. Based on the research results, it is suggested that the practices to
be done to solve fluent reading problems should be done for a longer period. Besides, it is
recommended to experiment with different reading methods, techniques, and strategies,
diversify the reading materials to be used, and practice the student's problem by
recognizing the student to be applied well.

Conclusion

More than one fluent reading method and technique (repetitive reading, mumble
reading, rhyming reading, reading aloud, and expanding the vision spectrum) was
performed along with 15 lesson hour practice to overcome the student's fluent reading
problem in this study's scope. Then, the results obtained within the scope of this study, in
which the student's reading speed, word recognition level, and reading comprehension
skills were measured, are as follows: The student remained at the level of concern in terms
of word recognition and comprehension level in the post-practice as was in the pre-
practice. However, there was a mathematical increase in the development of reading skills.
In the pre-practice, the student's word recognition percentage was 79, the number of words
read per minute was 19, her/his prosody score was 7, and her/his reading comprehension
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score was 3 in the text taught at the 4th-grade level. In the final practice, the student's word
recognition rate increased to 88, the number of correct words read per minute to 40, his
prosody score to 10, and his reading comprehension score to 4 in the 4th-grade level text
taught in the pre-practice. In the final practice, the student's percentage of word
recognition increased to 93, the number of correct words read per minute to 40, her/his
prosody score to 10, and her/his reading comprehension score to 4 in her/his grade level
(5th grade) text.

In addition to the development of the reading skills described above, it was
observed that there was a decrease in some reading errors in the student. While the student
was reading, her/his behavior of leaning away from the paper decreased, and s/he stopped
finger tracking completely. The ability to read the first syllable of long syllable words a
few times and then read it is no longer available. S/he can read long syllable words in one
snap. Despite these improvements, some reading errors persist. These are; reading the
word not as it is written but as a different word in the same root, reading the word that
cannot be read as another word similar to it in shape, and not reading the suffixes at the
end of some words.
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Giris

Gegmisten gunumize kadar okuma ile ilgili cesitli tamim ve agiklamalar
yapilmistir. Eskiden “okuma” denilince yazilarin sifresini ¢6zme olarak anlagiliyor ve
yiiksek sesle okumaya agirlik veriliyordu. Daha sonralar1 kelimeleri biitiin olarak gérme ve
zihne yerlestirme seklinde agiklanan okuma, giiniimiizde dil ve zihin becerilerini gelistirme
olarak ele alinmaktadir. Okuma, 6n bilgilerle metindeki bilgilerin biitiinlestirildigi ve
yeniden anlamlandirildigi bir siirectir. Bu siire¢ goérme, seslendirme, anlama, zihinde
yapilandirma gibi g6z, ses ve beynimizin cesitli islemlerinden olusmaktadir. Once ¢izgi,
harf veya sembollerin algilanmasiyla baslamakta, ardindan dikkat yogunlastirilarak kelime
ve ciimlelerin anlami bulunmaktadir (Giines, 2017). Ancak baz1 6grenciler bu becerileri
tam olarak yerine getirememekte ve dolasiyla akici bir sekilde okuyamamaktadir. Bu
ogrencilerin yavas okuma nedenleri su sekilde siralanabilir (Akyol, 2011): hece hece
okuma, yavas kelime tanima, kelime kelime okuma, fisildayarak okuma, dudak hareketleri
yapma, sessiz (i¢) konusma, parmakla takip, kafa hareketleri, okuma sirasinda geri
donmeler ve satirdan satira gegis.

Belirtilen yavas okuma nedenlerinin 6niine gegip ¢ocukta akict okuma becerilerini
gelistirmek i¢in belli asama, yontem ve tekniklere gore caligmalar yapilmaktadir. Bu
yontem ve teknikler, sesli okuma, sessiz okuma, hizli okuma, rehberli okuma, tam okuma,
metinler aras1 okuma, tartisarak okuma, goz atarak okuma, not alarak okuma, altin1 ¢izerek
okuma, se¢cmeli okuma, okuma tiyatrosu, s6z korosu, soru sorarak okuma, tahmin ederek
okuma, Ozetleyerek okuma, ezber yaparak okuma, elestirel okuma, siir okuma, gorsel
okuma, atlayarak okuma, ekran okuma, doniisiimlii okuma, tekrarli okuma, eslesmeli
okuma, koro okuma, miriltili okuma, arkadasli okuma, isbirlikli tekrarli okuma, radyo
okuma, yankilayici okuma, simetrik harflerle ritimli okuma, kafiyeli okuma, gdrme
yelpazesini genisletme, performans okuma ve kaydederek okuma olarak siralanmaktadir
(Duran ve Bitir, 2020; Giines, 2017). Siralanan okuma yontem ve teknikleri belli
asamalara gOre uygulanmaktadir. Bu asamalar okumaya hazirlik ve okuma planlama
caligmalarinin yapildigi okuma Oncesi asama; kelimeleri dogru telaffuz edip, ciimle,
paragraf ve metni anlama, bilgiyi zihinde yapilandirma ve uygulama caligmalarinin
yapildigr okuma asamasi; metinde aktarilan bilgileri degerlendirme, sorgulama, elestirme
ve yorumlama caligmalarinin yapildigr okuma sonrasi asamadir (Giines, 2017).

Literatir incelemesi

Okuma egitimi ile ilgili literatiir incelendiginde farkli okuma asamalari, yontem ve
tekniklerine gore farkli sinif diizeylerindeki ¢ocuklarla ¢alismalar yapildigi goriilmektedir.
Saglam, Bas ve Akyol (2020), liciincti sinif 6zel yetenekli ¢ocuklarla yaptiklari ¢calismada
kelime tekrar tekniginin ticiinci siif 6zel yetenekli ¢ocuklarin sesli okuma hatalarini
giderdigi, akici okuma ve okudugunu anlama becerilerini gelistirmede faydali oldugu,
cocuklarin okuma yaparken vurgu ve tonlamaya dikkat etme ile duraksama oranlarinda
artts oldugunu belirtmektedir. Erbasan ve Saglam (2020), okuma gii¢liigli olan evde egitim
ogrencisinin akict okuma ve okudugunu anlama becerilerinin gelistirilmesinde rehberli
okuma tekniginin olumlu etkilerinin oldugunu agiklamaktadir. Akyol ve Sever (2019),
okuma yazma giigliigii ¢eken ilkokul ikinci sinif 6grencisi i¢in Fernald yontemi, yankili ve
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tekrarli okuma stratejileri ile yaptiklar1 uygulamada &grencinin uygulama oncesi
okuyamadig1 metnin 30 kelimesini okuyabildigi, okuma esnasinda 8 okuma hatasi yaptigi,
okuma istediginin artt1g1, sesli okumaya basladigi, okuduklarini fark ettigini ve yazisinin
okunaklilik dlizeyinin orta diizeyi yiikseldigini belirtmektedir. Kuruoglu ve Sen (2019),
okuma gli¢liigii yasayan ortaokul 6grencilerine uygulanan hizlandirilmis okuma egitiminin
Ogrencilerin okuma hiz1 ve sesli okuma duzeylerini istatistiksel olarak anlamli diizeyde
yiikselttigini vurgulamaktadir. Kanik Uysal ve Akyol (2019), okuma gucliigii yasayan bir
yedinci siif 6grencisinin okuma ve anlama problemlerinin giderilmesine yonelik tekrarli,
model, yardimli, yankili ve koro okuma modellerini kapsayan bir eylem plani hazirlamislar
ve uygulamalar sonrasi 6grencinin okuma diizeyinin endise diizeyinden 6gretimsel diizeye
ulastigin1 belirtmektedirler. Karasakaloglu ve Saragli Celik (2018), rehberli okuma
yonteminin okuma giicliigli yasayan ilkokul Ggiinci simif o6grencilerinin  okuma,
okudugunu ve dinledigini anlama becerilerinin gelisimine katki sagladig1 ayrica ¢cocuklarla
birebir ¢alisma ve yonlendirmenin ¢ocuklarin yazilarimin diizelmesi, soruya gore cevap
yazma becerisinin gelismesi ve noktalama isaretlerini dogru kullanma konusunda fark
edilir bir iyilesme sagladigini belirtmektedir. Akyol ve Ketenoglu Kayabas1 (2018), okuma
glicliigli yasayan bir 6grenci i¢in hazirladiklari okuma gii¢liigii programda 15 saat ses, hece
ve kelime Uzerinde durduklarini, 15 saat ise esli okuma ve tekrarli okuma yéntemi ile
okuma akiciligi iizerinde durduklarini belirtip bu program sayesinde 6grencinin okuma ve
anlama diizeyinin endise diizeyinden 6gretim diizeyine yiikseldigini belirtmektedir. S6zen
ve Akyol (2018) da rehberli okuma yontemiyle yaptiklar1 ¢alismada rehberli okuma
yontemin okuma gii¢liigii olan ilkokul {igiincii sinif 6grencilerinin okuma gucliklerinin
giderilmesinde ve anlama becerilerinin gelistirilmesine katki sagladigini belirtmektedir.
Cayir ve Balc1 (2017), okuma yetersizligi olan bir ilkokul Gcuncii sinif 6grencisi igin eko
okuma, tekrarli okuma ve birtakim okuma stratejilerinden olusan bir okuma programi
hazirlaylp uygulama yapmislar ve uygulama sonunda Ogrencinin yasadigi okuma
gucliklerinin  6nemli Olclide azaldigim1 ancak okuma akiciliginda istenilen diizeye
ulagilmadigini belirtmektedirler. Akyol ve Kodan (2016), okuma gii¢liigii yasayan bir
ilkokul dordiincii simif 6grencisi igin tekrarlayici, esli, yankilayici ve bagimsiz okuma
stratejilerinin uygulandig1 45 saatlik okuma programi hazirlamiglar, uygulama sonrasi
ogrencinin okuma ve anlama diizeyinde gelisme oldugu gdzlemlenmistir. Kardas Isler ve
Sahin (2016), okuma giicliigii ¢eken bir ilkokul dordiincii sinif Ggrencisiyle paragrafin
onceden dinlenilmesi stratejisi ve esli okuma stratejisine dayali uygulamalar yapmislar ve
uygulama sonunda dgrencinin okuma ve okudugunu anlama sorunlarinda azalma oldugu
gozlemlemislerdir. Celiktiirk Sezgin ve Akyol (2015), okuma gii¢liigii olan dordiincii sinif
ogrencisinin okuma becerilerinin gelistirilmesi amaciyla tekrarli okuma, esli okuma ve
okuyucu tiyatrolar1 teknikleriyle yaptiklart uygulamada Ogrencinin kelime tanima ve
anlama diizeyinin endise diizeyinden 6gretim diizeyine ¢iktigini agiklamaktadirlar. Yamag
(2014), okuma giigligii c¢eken bir dordiinci simif ogrencisinin okuma akiciligini
gelistirmek amaciyla tekrarli okuma, esli okuma ve kelime insas1 teknigiyle uygulamalar
yapmis ve uygulama sonunda Ogrencinin kelime tanima becerisinin endise diizeyinden
serbest duizeye, okuma hizinin dakikada 20.8’den 34.2’ye ve prozodi puaninin ise %15°den
%66’ya yiikseldigini belirtmektedir. Duran ve Sezgin (2012) rehberli okuma yénteminin
ilkokul 6grencilerinin (1-4. smif) akict okumalarina etkisine bakildig1 calismada rehberli
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okuma yonteminin ilkokul 6grencilerinin sesli okuma hatalarin1 azalttigi, kelime tanima
ylizdesi ve anlama diizeylerini arttirdigi, sesli okuma becerilerini ise endise diizeyinden
ogretim diizeyine ¢iktigini belirtmektedirler. Sidekli ve Yangm (2005), okuma gucligi
yasayan besinci Ogrencilerine ¢oklu duyusal yaklasimlarla uygulamalar yapmislar ve
uygulamalar sonunda 6grencinin okuma diizeyinin endise diizeyinden &gretimsel diizeye
dogru gelistigini belirtmektedirler. Glrkaner ve Guven (2020) ise 2012-2018 vyillar
arasinda Tirkiye’de ilkokul diizeyinde akict okuma Uzerine yapilmis lisansiistii tezleri
inceledikleri ¢alismada bu yillar arasinda yapilmis lisansiistii tezlerde akici okuma strateji,
yontem ve tekniklerinden esli okuma, koro okuma, yapilandirilmis okuma, tekrarli okuma,
SQ3R, alt1 dakika yontemi, yankilayici okuma, okuma tiyatrolar1 ve paylasarak okumanin
kullandig1 gorilmistiir. Bu strateji, yontem ve tekniklere dayali olarak yapilan lisansiistii
tezlerin sonuglarinda ¢ocuklarin okuma hizlari, dogru okuma becerileri, prozodik okuma
becerileri, okudugunu anlama, akademik basar1 ve okuma motivasyonlarinda olumlu
yonde gelismeler olmustur. Bu bulgular farkli amag ve yontemlerle akici okuma iizerine
caligmalarin yapildigini géstermektedir.

Akici okuma becerilerinin gelistirilmesinde uygulanan strateji, yontem ve teknik ne
olursa olsun bu konuda 6nemli olan sinif 6gretmeninin ilgisi ve akici okuma problemi olan
ogrencilerine zaman ayirmasidir. Akict okuma ile ilgili literatur incelendiginde akici
okuma probleminin giderilmesinde farkli okuma yontem, teknik ve stratejilerine dayali
olarak programlar hazirlandigi ve uygulamalar yapildigi goriilmektedir (Saglam, Bas ve
Akyol, 2020; Erbasan ve Saglam, 2020; Akyol ve Sever, 2019; Kuruoglu ve Sen, 2019;
Kanik Uysal ve Akyol, 2019; Karasakaloglu ve Saragh Celik, 2018; Akyol ve Ketenoglu
Kayabasi, 2018; Sozen ve Akyol, 2018; Cayir ve Balci, 2017; Akyol ve Kodan, 2016;
Kardas Isler ve Sahin, 2016; Celiktirk Sezgin ve Akyol, 2015; Yamag, 2014; Duran ve
Sezgin, 2012; Sidekli ve Yangin, 2005). Bu ¢alismada ise ilgili literatlirde uygulanan
okuma yontem, teknik ve stratejilerinden farkli olarak tekrarli okuma, miriltili okuma,
kafiyeli okuma, sesli okuma ve gorme yelpazesini genisletme yontem ve tekniklerinin
kullanilmis olmasi nedeniyle bu yontem ve tekniklere dayali uygulamalarin akici okuma
caligmalarina 6rnek teskil etmesi agisindan 6nemli oldugu diistiniilmektedir. Sesli okuma,
bireyin gordiigli ve zihninde kavradigi kelime ve kelime gruplarini konusma organiyla
seslendirmesidir (Unalan, 2006; Duran ve Bitir,2020). Sesli okumadaki temel amag bireyin
okudugu metindeki kelimeleri dogru telaffuz edip, bu sozciiklerin tagidigi anlami dikkate
alarak okumalarim saglamaktir (Ozbay, 2007). Tekrarli okuma, kisa bir metnin okuma
gicligii ¢eken bireye akici okumaya ulasincaya kadar tekrar tekrar okutulmasidir
(Samules, 1997). Bu tekrarlar bir yetiskin rehberliginde yapilir. Metinler kolaydan zora
dogru okutulur. Bu yontemdeki amag¢ bireylerin sozciik tanima hizlarint arttirmak ve
anlamaya daha fazla vakit ayirmalarimi saglamaktir. Kafiyeli okuma; yapi bakimindan
kafiye misra sonlarindaki seslerin benzesmesidir. Kafiyeli okuma ise kafiyeli misralarin
olusturdugu siirleri okumadir. Kafiyeli okuma bireylerin eglenerek okumalarini, ses
farkindaliklariin gelisimini ve akic1 okuma becerilerini gelistirebilir. Gérme yelpazesini
genisletme, okuma giicliigii ¢ceken bireylere hizla okumanin 6gretilmesi amaciyla farkli
geometrik sekillerden olusan metinlerin okutulmasina dayali etkinliklerin uygulandigi
caligmalardir (Gilines, 2015). Miriltili okuma ise kisik ve algak bir sesle belli dudak
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hareketlerine dayali olarak yapilan okumadir. Tekrarli okuma, muriltili okuma, kafiyeli
okuma, sesli okuma ve gérme yelpazesini genisletme yontem ve teknikleri ile 6grencideki
okuma hizi, kelime tanima diizeyi ve okudugunu anlama test edilmek istenmistir. Bundan
hareketle bir 6grencinin akici okuma probleminin giderilmesinde belirtilen birden fazla
akict okuma yontem ve tekniginin kullanilmasi amaglanmistir. Bu amag¢ dogrultusunda
asagidaki problem ve alt problemlere cevap aranmustir.

Arastirmanin problem ctimlesi
Akict okuma probleminin giderilmesinde birden fazla akict okuma yontem ve

tekniginin (tekrarli okuma, muriltili okuma, kafiyeli okuma, sesli okuma ve gdrme
yelpazesini genisletme) kullanilmasinin bir etkisi var midir?

Alt problemler

Akict okuma problemin giderilmesinde birden fazla akici okuma yontem ve
tekniginin kullanilmasinin;

a. Okuma hizi, kelime tanima y(izdesi ve prozodisine etkisi var midir?
b. Kelime tanima diizeyine etkisi var midir?

c. Okudugunu anlama diizeyine etkisi var midir?
Yontem

Arastirma tasarim ve yayin etigi

Arastirmanin amaci dogrultusunda arastirmada nicel arastirma yontemlerinden tek
denekli arastirma yontemi kullanilmigtir. Bazi 6zel durumlarda deneysel galismalarin
yapilacagi evrendeki birey sayis1 az olabilir. Ornegin 6zel egitim gerektiren bireylerle
yiritilecek bir ¢alismalarda yapilacak olan deney tek bir bireye ve bu bireye 6zgu olarak
gelistirilebilir (Bliylikoztirk, Kilig Cakmak, Akgiin, Karadeniz ve Demirel, 2018, s.18). Bu
kapsamda arastirma akic1 okuma problemi olan bir 6grenci ile yiriitiilmistiir. Bu makalede
arastirma ve yayin etigine bagli kalinmistir.

Baglam
Bu ¢alisma 2018-2019 egitim 6gretim yilinda bir ortaokulda gerceklestirilmistir.

Calisma grubu

Arastirmanin ¢alisma grubunda yer alan ogrencinin belirlenmesinde amach
ornekleme yontemlerinden olglit ornekleme kullanilmistir.  Olgiit  &rnekleme, bir
arastirmadaki gozlem birimlerinin belli niteliklere sahip Kisiler, olaylar, nesneler veya
durumlardan olusmasidir (Biiytikoztlrk vd., 2018: 91). Calisma grubunda yer alan dgrenci
2018-2019 egitim-6gretim yilinda Milli Egitim Bakanligina Bagli bir resmi ortaokulda,
besinci simifta dgrenim goren akict okuma problemi olan, okuma konusunda arkadaslarina
ve sinif seviyesine gore geride olan bir 6grencidir. Ogrenciyle ilgili bazi demografik
bilgiler Tablo 1’de agiklanmustir.
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Tablo 1. Calismaya Katilan Ogrencinin Demografik Bilgileri

Cinsiyet Erkek
Sinif seviyesi 5

Baba egitim durumu Tlkokul
Baba meslegi CGalismiyor
Anne egitim durumu Tlkokul
Anne meslegi Ev hanimi
Kardes sayisi 3
Sosyoekonomik durumu Diisiik

Tablo 1’de goriildiigii gibi calismaya katilan oOgrenci S.simif diizeyindedir.
Ogrencinin belirlenme siirecinde dersine giren 6gretmenleriyle goriisiilmiis, 6grencinin
ders ici performansi, akademik basarisi ve genel durumuyla ilgili bilgiler alinmistir. Bu
Ogrenci, herhangi bir 6grenme giicliigli bulunmayan sadece akici okuma sorunu olan bir
ogrencidir. Ogrenci sosyoekonomik diizeyi diisiik bir aileden gelmekte, babasi
caligmamakta annesi ise ev hanimidir. Ailenin tglincti cocugudur. Ogrencinin siirekli bir
hastaligi ve kullandig1 herhangi bir ilag yoktur. Ogrencinin 4 yillik ilkokul &grenimi
stirecinde 3 farkli sinif 6gretmeni dersine girmistir. Yani her yil farkli bir sinif 6gretmeni
dersine girmistir.

Veri toplama araglari

Yanlis analiz envanteri

Bu envanter, Ekwall ve Shanker (1988) tarafindan gelistirilmis ve Akyol (2003)
tarafindan uyarlanmigtir. Ortam ve seslendirme Olgegi (Sesli okuma sirasinda yapilan
hatalarla kelime ve ses bilgisini, sessiz olarak metin okunduktan sonra da sorulan sorularla
anlama becerisini ve diizeyini belirleme), kelime tanima yiizdesi (Ogrencinin 60 saniyelik
sesli okuma sirasinda dogru olarak okudugu kelimelerin yizdesi hesaplanarak belirlenir.
Bu yiuzde, dogru okunan kelimelerin sayisinin, toplam okunan kelimelerin sayisina
boltinmesi ile belirlenir.) ve okuma hizindan (Ogrencinin 60 saniyelik okuma suresinde
dogru olarak okudugu kelime sayisidir.) olusmaktadir.

Okuma prozodisi rubrigi

Zutell ve Rasinski (1991) tarafindan gelistirilmis ve Yildirim, Yildiz ve Ates
(2009) tarafindan Tiirkgeye uyarlanmustir. Ifade ve ses diizeyi, anlam Uniteleri ve tonlama,
plirtizsiizlik ve hiz olmak {izere 4 boyuttan olusur. Yapilan okuma uygulamalar1 sonucu
ogrencinin bu rubrikten en az 8 ve Ustii puan almasi1 gerekmektedir. 8’in altinda puan alan
Ogrencinin ek uygulamalara ihtiyaci vardir.

Okudugunu anlatmayla okudugunu anlamayi degerlendirme rubrigi

Rasinski ve Padak (2005) tarafindan gelistirilmis, Akyol, Rasinski, Yildirim, Ates
ve Cetinkaya (2014) tarafindan Tlrkceye uyarlanmistir. Yapilan okuma uygulamalari
sonucu Ogrencinin bu rubrikten 4-6 puan araliginda puan almasi gerekmektedir.
Ogrencinin aldig1 puan 3 veya 3’iin altindaysa dgrencinin ek uygulamalara ihtiyaci vardir.
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Prosedir

On uygulama asamasi

Bu asamada oOgrenciye 4.smif diizeyinde, 121 kelimeden olusan “Heyecan
Doruklarda” adli metin verilmistir. Bu metin MEB ilkokul 4.simif Tiirk¢e ders kitabindan
almmistir. Ogrenci metni okurken ses kaydi almmustir. Bu ses Kaydi asagidaki veri
toplama araglarma gore analiz edilerek, 6grencinin mevcut okuma diizeyi belirlenmistir.
Bu veri toplama araclari: Ortam ve Seslendirme Olgegi, Kelime Tanima Yiizdesi, Okuma
Hizi, Okuma Prozodisi Rubrigi ve Okudugunu Anlatmayla Okudugunu Anlamay1
Degerlendirme Rubrigi’dir.

Akic1 okuma galismalari

Ogrencinin mevcut okuma diizeyi belirlendikten sonra arastirmacilar tarafindan
Ogrenciye uygulanmak tlizere bir okuma programi hazirlanmistir. Bu okuma programi
literattrdeki farkl: akict okuma yontem ve teknikleri dikkate alinarak segilmistir. Bu akict
okuma yontem ve teknikleri; tekrarli okuma, miriltili okuma, kafiyeli okuma, sesli okuma
ve gorme yelpazesini genigletmedir [GYP]. Hazirlanan okuma programi aragtirmacilardan
biri tarafindan okul kiitiphanesinde belirlenen saatlerde 15 ders saati uygulanmistir. Her
bir ders saati 40 dakika siirmiistiir. Okuma programi kapsaminda okutulan metinler
Coskun ve Cegen’in (2012) Hizli ve Anlayarak Okuma Teknigi kitabindan alinmistir.
Okuma programinin hangi saatinde hangi metnin okutuldugu, hangi okuma yontem ve
tekniginin uygulandigi Tablo 2’de agiklanmustir.

Tablo 2. Akici1 Okuma Calismalari

Uygulama Saati  Okutulan Metin Okuma Yontem ve Teknigi

16. Saat Kedi Kafiyeli, Sesli ve Tekrarli Okuma
17. Saat Enginar Sesli ve Tekrarli Okuma

18. Saat Sonbahar Geldi Sesli ve Tekrarl1 Okuma

19. Saat Nasreddin Hoca Kafiyeli, Sesli ve Tekrarli Okuma
20. Saat Ogretmenim Kafiyeli, Sesli ve Tekrarli Okuma
21. Saat Zeki Kos GYP, Sesli ve Tekrarli Okuma
22. Saat Engin Uyan GYP, Sesli ve Tekrarli Okuma
23. Saat Karinca ile Givercin GYP, Sesli ve Tekrarl1 Okuma
24. Saat Anne Kalbi GYP, Sesli ve Tekrarl1 Okuma
25. Saat Son Pigmanlik GYP, Sesli ve Tekrarli Okuma
26. Saat Ataturk’iin Bir Saati Vard Kafiyeli, Sesli ve Tekrarli Okuma
27. Saat Doviis¢ii Aslan ile Yaban Domuzu  Miniltih, Sesli ve Tekrarli Okuma
28. Saat Salyangoz ile Evi Miriltili, Sesli ve Tekrarli Okuma
29. Saat Aman Allahim Plana Bak Mirnltil, Sesli ve Tekrarli Okuma
30. Saat Tyilige Kars1 Kotiiliik Miriltih, Sesli ve Tekrarli Okuma

Son uygulama asamasi

Akici okuma ¢aligmalari bittikten sonra 6grencinin ne duruma geldigini belirlemek
amaciyla dgrenciye “Heyecan Doruklarda” metni tekrar okutulmus ve bunun ardindan ise
kendi smif diizeyinde, 165 kelimeden olusan “Ebru Sanati” adli metin de okutulmustur.
“Ebru Sanat1” adli metin Akyol, Yildirnm, Ates, Cetinkaya ve Rasinski’nin (2014)
Okumay1 Degerlendirme adli kitabindan alinmistir. Ogrenciye son uygulamada iki farkl
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metin okutulmasinin sebebi 6n uygulamada okutulan kendi simif diizeyinin altindaki
(4.sm1f) metinde ne diizeye geldigini ve kendi sinif diizeyindeki (5.sin1f) metinde ise hangi
diizeye geldigini gormedir. Ogrencinin kendi simif diizeyine gére akici okuma problemi
oldugundan 6n uygulama sadece 4. simif diizeyinde tek bir metin okutulmustur. Ogrenci
metinleri okurken ses kayd: alinmistir. Bu ses kaydi asagidaki veri toplama araglarina goére
analiz edilerek, dgrencinin nerden nereye geldigi belirlenmistir. Bu veri toplama araglart:
Ortam ve Seslendirme Olgegi (Ekwall ve Shanker), Kelime Tanima Yiizdesi, Okuma Hizi,
Okuma Prozodisi Rubrigi ve Anlatmayla
Degerlendirme Rubrigidir.

Okudugunu Okudugunu Anlamay1

Bulgular

Bu boliimde, akici okuma problemi olan grenciye uygulanan birden fazla akici
okuma yontem ve tekniginin (tekrarli okuma, miriltili okuma, kafiyeli okuma, sesli okuma
ve gorme yelpazesini genisletme) ilk ve son okuma ortam ve seslendirme 6l¢egi, okuma
hizi, kelime tanima ve okudugunu anlama diizeyi 6n test ve son test puanlarina iligkin
bulgulara yer verilmistir.

On uygulamaya iliskin bulgular

On uygulama yapmak icin dgrenciye “Heyecan Doruklarda” adli metin verilmistir.
4.smif diizeyinde olan ve 121 kelimeden olusan bu metni, 6grenci 3.5 dakikada 63
kelimesini okuyabilmistir. Bu veriler belirlenen 6lcek ve rubriklere gore analiz edilmis ve
sonuglari asagida agiklamistir.

Tablo 3. “Heyecan Doruklarda” Metnine Gore ilk Olgiim Icin Ortam ve Seslendirme Olgegi
Puanlar

Yapilan Hata Sonug Olciim Kriterleri
Ortam Seslendirme Agiklama
Olgegi Olgegi
Y ¢ikar
D ciktilar 35 5/8 )
Y negarenk Ortam Olcegi
D rengarenk 3/5 e Puanlan
Y diimbiisii “dii” diye bagladi 0 = Hi¢ Okumadi
D climbiisii 3/5 6/7 sonra “dumbiisi” 1 = Kelimeyi Ogretmen
olarak okudu Verdi
Once “gordi” dedi 2 = Ay
;onra dgzelt?. | Kelimeleri/Yapilari
Y ordi esme isareti olan di
D g('jrl']lmeye 5/5 4/9 yerlerde 6nce 3(;2“26111
kelimeyi yanlis Keli yl Y apil
okuyor, sonra Kelimeleri/Yapilari
dizeltiyor. Igerdi
Y degildir 4 = Kendi Koydugu
D degerdi 215 5I7 Kel imeler Yazarla Aym
Y Birkag kez “al” Ifadede L )
D alkisliyordu 5/5 12/12 “al” dedikten sonra S = Kendini Duzeltti
okudu
Y ugmasinin
D ucurtmasinin 35 912 Seslendirme Olcegi
Y olacagi 1/5 7/9 “n1” ekini Puanlar:
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D olacagim okumad1.Ogretmen 0 = Kendi Koydugu
> < soyledi Kelimeyle Harf
tagryordu Benzerligi Yok
D tartistyordu 2 M2 1 = Kendi Koydugu
kin” deyipsonra  Kelimeyle 1 Harf
lgl_rlallltglaéak Benzerligi Var
uzelttl. bazi — : =
g 5/5 6/6 kelimelerin ilk 2= -Kendl Koydugu
kinali hecesini birkac k Kelimeyle 2 Harf
¢ kez o
tekrarlayip sonra Benzerhgl Var .
okuyor. E :I_KGHC}I Ililol}—]dufgu
elimeyle ar
g zzzgﬁf};ls 5/5 719 Benzerligi Var
Y duyuyordu Once “duru” dedi
D duruyordu 2/5 8/9 devaminda
“duyuyordu”
olarak okudu
Y atmisti
D artmisti 205 8
Y Once “cak”, “caki”
D cakilanlar olarak okuyup
5/5 10/10 devaminda
cakilanlar olarak
dizeltti
Y evden
D elendi 205 4/6
Toplam 48/75 106/133 *= 9% 90’1 altinda oldugu i¢in endise
Yiizde 64 79 dizeyi.

Tablo 4. “Heyecan Doruklarda” Metnine Gére 1k Olgiim Igin Anlama Olgegi Puanlar

Sorular ve Cevaplari Agiklama Puan Olguim Kiriterleri
S Cocuklar ne zaman tepeye ¢iktilar? Soru basit 212 Basit Anlama Sorulari
C  Didiik terken 22:3’;‘; y icin
S Ucurtmalar gokyliziine nasil  Soru basit 1/2 0= Hig Cevaplanmayan
C  yikseldi? anlama Sorular
Ucarak sorusudur. 1 = Yan Cevaplanan
S Hangi ugurtmalar elendi? Soru basit 0/2 Sorular
C  Hepsi anlama 2 = Tam Cevaplanan
sorusudur. Sorular
Derinlemesine Anlama
Sorular icin
Toplam 3/6 0 = Hic Cevap
Verilmeyen Sorular
1 = Cok Eksik Cevap
Verilen Sorular
2 = Beklenene Yakin
Ancak Eksik Olan
Cevaplar
3 = Tam ve Etkili
Yizde 0.50* Cevap|ar

* =% 50 oldugu icin
endige dlzeyi
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Olgiim sonuglarma gore kelime tanima diizeyi agisindan 99+(99-100) aralig
serbest dizey, yizde 91-98 araligi 6gretim diizeyi ve ylzde 90-alti aralig1 ise endise
dizeyidir. Anlama diizeyi agisindan ise 90+(90-100) aralig1 serbest diizey, yiizde 75(51-
89) aralig1 serbest diizey ve ylizde 50-(50 ve alt1) araligi endise diizeyidir (Ekwall ve
Shanker, 1988’den Aktaran Akyol, 2003). Tablo 3’teki bulgulara gore 6grenci ortam
olgeginden 64 ve seslendirme 6l¢eginden 79 puan almistir. Bu sonuglar yukaridaki verileri
gore Ogrencinin kelime tanima diizeyi acisindan endise diizeyinde oldugunu
gostermektedir. Tablo 3’teki bulgulara gore ise Ogrenci anlama oOlgeginden 50 puan
almistir. Yine yukaridaki verilerle karsilastirildiginda 6grencinin anlama diizeyi agisindan
da endise diizeyinde oldugu goriilmektedir.

Ogrenci okuma yaparken, kagida egilip uzaklasmakta ve ara ara parmagiyla takip
etmektedir. Ogrenci kelimeleri seslendirebilmektedir. Ancak okurken su hatalar
yapmaktadir; kelimeyi yazildigi gibi degil de aymi kokte farli bir kelime olarak okuma
(metinde ugurtmasinin kelimesini u¢gmasinin olarak okudu), okuyamadigi kelimeyi seklen
ona benzer olan bagka bir kelime olarak okuma (metinde tartisiyordu kelimesini tasryordu
olarak okudu), kesme isareti olan yerlerde kelimeyi ilk basta yanlis okuyup sonra
diizeltme, uzun kelimelerin ilk hecesini birka¢ kez tekrar edip sonra okuma (metinde
alkislyordu kelimesini “al” “al” deyip sonra okudu), baz1 kelimelerin sonundaki ekleri
okumama (metinde olacagint kelimesini olacag: olarak okudu). Metnin devaminda basit
anlama diizeyinde 3 tane soru yoneltilmistir. Basit anlama diizeyinde ve az sayida soru
sorulmasinin sebebi 6grencinin akici okuma problemine dayali olarak okudugunu anlama
becerisinde de problem oldugundan dolayidir. Ogrenci, bu sorulardan birini dogru
cevaplamistir, birine dogru cevapla ayni anlama gelebilecek bir cevap vermistir, diger bir
soruya ise yanlis cevap vermistir. Ogrenci 3.5 dakikada okudugu 63 kelimede 15 hata
yapmustir. Yukarnidaki Olgeklere gore yapilan analiz sonuglarmma gore 6grenci endise
diizeyinde bir okuyucudur.

Ogrencinin okuma akiciligini degerlendirmek igin okudugu metinde kelime tanima
yluzdesine, okuma hizina, okuma prozodisine ve okudugunu anlama durumuna bakilmustir.
Bunun i¢in okuma ytizdesi ve hiz1 hesaplamalar1 yapilmis, okuma prozodisi ve okudugunu
anlama rubrigine gore degerlendirmeler yapilip, sonuglar1 Tablo 5’te agiklanmuistir.

Tablo 5. Okuma Akiciligi On Uygulama Puanlart

Kelime Tanima Dogru Okunan Kelime Sayist %79
Okunan Toeplam Kelime Savis

Okuma Hiz1 Dakikada Okunan Dogru Kelime Sayisi 19
> ifade ve Ses Diizeyi: 2
> Anlam Uniteleri ve Tonlama: 1

Prozodi > Pirlzsuzlik: 2
» Hiz: 2
» Toplam Puan: 7

Okudugunu Anlama 3

Akyol, Rasinski vd. (2014)’e gore kelime tanima yiizdesi 6gretimsel okuma
dizeyinde ylzde 92-98 araliginda, bagimsiz okuma diizeyi dogruluk orani ise yiizde 99-
100 araligi isaret etmektedir. Giines (2013) tarafindan ¢ok sayida uygulamalardan yola
cikilarak okuma hizi ile ilgili bazi Olgutler gelistirilmistir. Bu olgutlere gore; 1.sinmif
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ogrencilerinin yi1l sonuna kadar 60 kelime, 2.simif 6grencilerinin dakikada 80 kelime,
3.smif 6grencilerinin dakikada 100 kelime, 4.sinif 6grencilerinin dakikada 120 kelime ve
5.smuf 6grencilerinin dakikada 140 kelime okumasi 6ngorilmektedir. Egitim-6gretim yili
basinda veya bir g¢alismanin 6n uygulamasi asmasinda 6grenci prozodi rubriginin alt
boyutlar1 toplamindan 8 veya altinda puan almissa bu kaygi verici bir durum degildir.
Ancak egitim-6gretim yili sonunda veya bir ¢alismanin son uygulamasi asamasinda
ogrenci 8 veya altinda puan aldiysa bu durum kaygi vericidir ve d6grenci ek uygulamalara
veya okuma prozodisinin gelistirilmesi i¢in 6gretime ihtiyag duydugunu gostermektedir
(Akyol, Rasinski vd., 2014). Yine okudugunu anlatma yoluyla okudugunu anlamay1
degerlendirme rubrigine gore, rubrikten ii¢ veya altinda puan alan G6grencinin metni
anlamadigini ve metinle ilgili bilgileri hatirlamadigini gostermektedir. Egitim-6gretim yili
sonu veya yapilan uygulama sonucunda 6grencinin 4-6 araliginda bir puan almasi beklenir
(Akyol, Rasinski vd., 2014).

Tablo 5‘te belirtilen okuma akiciligi 6n uygulama puanlarina gére égrencinin
kelime tanima yiizdesi 79 olarak bulunmustur. Bu yiizde orami &grencinin ogretimsel
okuma diizeyinin altinda oldugunu gostermektedir. Ogrencinin bir dakikada okudugu
kelime sayist ise 19 olarak bulunmustur. Bu say1 simif dlizeyine gore okuma Ongorilen
olgiitlerle kiyaslandiginda bu 6lgiitlerin oldukga altindadir. Clinki bu 6lgutlere gore 5.sinif
dizeyinde bir 6grencinin 1 dakikada ortalama 80-140 arasi kelime okumasi gerekir.
Ogrenci okuma prozodisi rubriginin alt boyutlara gére toplamda 7 puan almistir. Bu
asamanin 6n uygulama olmasi nedeniyle aldig1 bu toplam puan okuma prozodisi agisindan
kaygr verici degildir. Okudugunu anlama rubrigine goére ogrenci 3 puan almistir. Bu
asamanin 0n uygulama olmasi nedeniyle 6grencinin okudugunu anlamada aldigi puan
normal karsilanmaktadir.

Son uygulamaya iliskin bulgular

Yapilan akict okuma caligmalari sonrasinda Ogrencinin akici okuma diizeyinin
nerden nereye geldigini tespit amaciyla Ogrenci iki farkli metin okutulmustur. Bu
metinlerden ilki 6n uygulama asamasinda okutulan 4.smif diizeyinde, 121 kelimeden
olusan “Heyecan Doruklarda” metni. ikincisi ise 5.simf diizeyinde, 165 kelimeden olusan
“Ebru Sanat1” adli metin. Ogrenci 121 kelimeden olusan “Heyecan Doruklarda” adli metni
4.28 dakikada okuyabilmis, 165 kelimeden olusan “Ebru Sanati” adli metni ise 5.53
dakikada okuyabilmistir. Bu veriler belirlenen 6lgek ve rubriklere gore analiz edilmis ve
sonuclar1 asagida agiklamistir.

Tablo 6. “Heyecan Doruklarda” Metnine Gore Son Olgiim i¢in Ortam ve Seslendirme Olgegi
Puanlari

Yapilan Hata Sonug Olciim Kriterleri
Ortam Seslendirme Aciklama
Olgegi Olgegi
Y  cikarlar Once “gikar” Ortam Olgegi Puanlar
D  ¢iktilar 3/5 6/8 dedi sonra - 0 = Hi¢ Okumadi
“cikarlar” diye 1 = Kelimeyi Ogretmen
okudu Verdi
Y  ucaklar “ucaklar” diye 5 _ Aon:
D ugurtma 205 27 9IfUdu Keli myeleri/ Yapilar
dgretmen
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diizeltti. Icermedi
Y  yaklasmis 3=Ayn
D  vaslanmis 1/5 " Kelimeleri/Yapilari
Y  gokyuzinde Icerdi
D  gokyizine 4/5 8/9 4 = Kendi Koydugu
Y  atiyordu “atryordu” Kelimeler Yazarla Ayni
D atiyor 4/5 6/6 olarak okudu Ifadede
ogretmen 5 = Kendini Duzeltti
dizeltti.
Y  aramisti “aramist1” Seslendirme Olcegi
D  artmisti 1/5 718 olarak okudu Puanlan
ogretmen 0 = Kendi Kovdus
dlizeltn Kglimeel;lcla Harf
Y ulastilar
D  ulagsamayan 215 4/10 Benzerligi Yok )
Y  birbirlerine 1 = Kendi Koydugu
o 4/5 9/9 Kelimeyle 1 Harf
D  Dbirbirine
Y bitkine Benzerligi Var
o 1/5 6/8 2 = Kendi Koydugu
D  bitimine .
Y izlerinin Kelimeyle 2 Harf
. . 1/5 6/12 Benzerligi Var
D izleyenlerin _ . <
« > N =Kendi Koydugu
Y  aliyordu aliyordu .
Kelimeyle N Harf
D alhcyd: 3/5 4/8 olarak okudu B fis
Sgretmen enzerligi Var
dizeltti.
“Ali’yi” diye
Y Alyi okudu bekleyip
D Ali’yide 5/5 717 “Ali’yi de” diye
okuyarak
kendini duzeltti
Y ona 3/5 213
D onu
Toplam 34/65 74/104 *= % 90’in altinda oldugu i¢in endise
Yizde 52 71 dizeyi.

Tablo 7. “Heyecan Doruklarda” Metnine Gére Son Olgiim I¢in Anlama Olgegi Puanlari

Sorular ve Cevaplari Aciklama Puan Olciim Kriterleri
S Ugcurtmalar gokyiiziine nasil yiikseldi? Soru basit 2/2  Basit Anlama Sorulari
C Hizla yiikseldi anlama icin
sorusudur 0 = Hig Cevaplanmayan
S Insanlar neyi tartisryordu? Soru basit 1/2  Sorular
C Ugcurtmay1 anlama 1 =Yan Cevaplanan
sorusudur Sorular
S Hangi ugurtmalar elendi? Soru basit 0/2 2 =Tam Cevaplanan
C Beyoglu'nun, Recep’in, Ali’nin anlama Sorular
sorusudur
S Gokte kimin ugurtmalar kald1? Soru basit 1/2  Derinlemesine Anlama
C Beyoglu'nun ve Ali’nin anlama Sorular I¢in
sorusudur 0 = Hig Cevap
S izleyenlerin  blyilk bélimii nigin Soru basit 0/2  Verilmeyen Sorular
liztintllye boguldu? anlama 1 = Cok Eksik Cevap
C Ucurtmalan diistii sorusudur Verilen Sorular
S Birinciye hediye olarak ne verildi? Soru basit 2/2 2= Beklenene Yakin
C Bisiklet anlama Ancak Eksik Olan
sorusudur Cevaplar
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3 = Tam ve Etkili
Toplam 6/12  Cevaplar
Yizde 50 *=% 50 oldugu igin

endise diizeyi

Olgiim sonuglarma gore kelime tanima diizeyi agisindan 99+(99-100) aralig
serbest dizey, yizde 91-98 araligi 6gretim dlizeyi ve ylzde 90-alti aralig1 ise endise
dizeyidir. Anlama diizeyi agisindan ise 90+(90-100) aralig1 serbest diizey, yiizde 75(51-
89) aralig1 serbest diizey ve ylzde 50-(50 ve alt1) araligi endise dizeyidir (Ekwall ve
Shanker, 1988’den Aktaran Akyol, 2003). Ogrenci 4.28 dakikada 121 kelimeden olusan
metnin tamamini okumustur. Okuma esnasinda 13 hata yapmistir. Metnin devaminda
ogrenciye metinle ilgili 6 soru yoneltilmistir. Ogrencinin uygulama sonrasi okudugunu
anlama becerisindeki gelisimi belirleme nedeniyle 6n uygulamaya gére son uygulamada
ogrenciye daha fazla soru sorulmustur. Ogrenci bu sorulardan 2 tanesine tam cevap, 2
tanesine yarim cevap ve 2 tanesine de yanlis vermistir. Tablo 6°daki bulgulara gore
ogrenci ortam Olceginden 52 ve seslendirme 6lgeginden 71 puan almistir. Bu sonuglar
yukaridaki verilere gore Ogrencinin kelime tanima dilizeyi agisindan endise diizeyinde
oldugunu gostermektedir. Tablo 6’daki bulgulara goére ise 6grenci anlama Olgeginden 50
puan almistir. Yine yukaridaki verilerle karsilastirildiginda 6grencinin anlama diizeyi
acisindan da endise diizeyinde oldugu goriilmektedir.

Ogrencinin son uygulama sonrasi okuma akiciligii degerlendirmek i¢in okudugu
metinde kelime tanima yilzdesine, okuma hizina, okuma prozodisine ve okudugunu
anlama durumuna bakilmigtir. Bunun i¢in okuma yiizdesi ve hizi hesaplamalar1 yapilmis,
okuma prozodisi ve okudugunu anlama rubrigine gore degerlendirmeler yapilip, sonuglari
Tablo 8’de agiklanmustir.

Tablo 8. Okuma Akiciligi Son Uygulama Puanlari

Kelime Tanima Dogru Okunan Kelime Sayist %88
Okunan Toeplam Kelime Savis

Okuma Hizi Dakikada Okunan Dogru Kelime Sayisi 40
> Ifade ve Ses Diizeyi: 3
> Anlam Uniteleri ve Tonlama: 2

Prozodi » Pirlzstzlik: 2
» Hiz: 3
» Toplam Puan: 10

Okudugunu Anlama 4

Akyol, Rasinski vd. (2014)’e gore kelime tamima yuzdesi o6gretimsel okuma
dizeyinde ylzde 92-98 araliginda, bagimsiz okuma diizeyi dogruluk orani ise yiizde 99-
100 araligini isaret etmektedir. Giines (2013) tarafindan ¢ok sayida uygulamalardan yola
cikilarak okuma hiz: ile ilgili bazi olgiitler gelistirilmistir. Bu Olcutlere gore; 1.smif
ogrencilerinin yil sonuna kadar 60 kelime, 2.simif 6grencilerinin dakikada 80 kelime,
3.smuf dgrencilerinin dakikada 100 kelime, 4.sinif 6grencilerinin dakikada 120 kelime ve
5.smuf Ogrencilerinin dakikada 140 kelime okumasi 6ngorilmektedir. Egitim-6gretim yili
basinda veya bir ¢alismanin 6n uygulamasi agmasinda 6grenci prozodi rubriginin alt
boyutlar1 toplamindan 8 veya altinda puan almissa bu kaygi verici bir durum degildir.
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Ancak egitim-0gretim yili sonunda veya bir ¢alismanin son uygulamasi asamasinda
ogrenci 8 veya altinda puan aldiysa bu durum kaygi vericidir ve d6grenci ek uygulamalara
veya okuma prozodisinin gelistirilmesi i¢in 6gretime ihtiya¢ duydugunu gostermektedir
(Akyol, Rasinski vd., 2014). Yine okudugunu anlatma yoluyla okudugunu anlamay1
degerlendirme rubrigine gore, rubrikten li¢ veya altinda puan alan G6grencinin metni
anlamadigin1 ve metinle ilgili bilgileri hatirlamadigin1 gostermektedir. Egitim-6gretim yili
sonu veya yapilan uygulama sonucunda 0grencinin 4-6 araliginda bir puan almasi beklenir
(Akyol, Rasinski vd., 2014).

Tablo 8‘de belirtilen okuma akiciligr son uygulama puanlarina gére 6grencinin
kelime tanima ylizdesi 88 olarak bulunmustur. Bu yilizde orani 6grencinin 6gretimsel
okuma diizeyinin altinda oldugunu gostermektedir. Ogrencinin bir dakikada okudugu
kelime sayisi ise 40 olarak bulunmustur. Bu say1 siif diizeyine gére okuma 6ngoriilen
olgiitlerle kiyaslandiginda bu 6lgiitlerin oldukca altindadir. Clinkii bu 6lgiitlere gore 5.smmif
diizeyinde bir 6grencinin 1 dakikada ortalama 80-140 arasi kelime okumasi gerekir.
Ogrenci okuma prozodisi rubriginin alt boyutlara gére toplamda 10 puan almustir.
Ogrencinin aldig1 bu toplam puan okuma prozodisi agisindan uygundur. Okudugunu
anlama rubrigine gore dgrenci 4 puan almistir. Ogrencinin okudugunu anlamadan aldig
puan belirlenen o6lgltlere gore uygundur.

Son uygulama agmasmda okutulan bir diger metin ise 5.siif diizeyinde “Ebru
Sanatr” adli metindir. Bu metin 165 kelimeden olusmaktadir. Ogrenci bu metni 5.53
dakikada tamamini okumustur. Bu veriler belirlenen 6lgcek ve rubriklere gore analiz
edilmis ve sonuglar1 asagida agiklamistir.

Tablo 9. “Ebru Sanat1” Metnine Gére Son Olgiim I¢in Ortam ve Seslendirme Olgegi Puanlari

Yapilan Hata Sonug Olciim Kiriterleri
Ortam Seslendirme Aciklama
Olgegi Olgegi
Y  daldir
D  dalhdir 415 617 Ortam Olgegi Puanlan
Y  deste “deste” olarak 0 = Hi¢ Okumadi
D  desenler okudu 1 = Kelimeyi Ogretmen
1/5 3/8 ogretmen Verdi
“(lilesen!er” diye 9= Ayni
duzeltt. Kelimeleri/Yapilari
Y  bulutlu 3/5 5/9 icermedi
D  bulutumsu ' 3= Aym
Y yapist “yapisi” diye Kelimeleri/Yapilari
D  yapilist okudu icerdi
2/5 6/8 ogretmen - . 5
“yapilist” 4= _Kendl Koydugu
olarak duzeltti, ~ Kelimeler Yazarla Aym
Y  sanati “sanat” olarak  Ifadede
D  sabir 15 25 9|§udu kelimeyi 5 = Kendini Dlzeltti
ogretmen
duizeltti Seslendirme Olgegi
Y  genis bir 2/5 5/7 Ogretmen Puanlar
D  genis ve duzeltti 0 = Kendi Koydugu
Y  gerek Kelimeyle Harf
D  gerekir 415 S/ Benzerligi Yok
Y iginde 4/5 5/5 1 = Kendi Koydugu
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D icine Kelimeyle 1 Harf
Y  kondu “kondu” diye Benzerligi Var
D  konur okudu 2 = Kendi Koydugu
2/5 3/5 6gretmen Kelimeyle 2 Harf
dﬁggﬁg, olarak  Benzerligi Var
Y  firsatlarda “firsatlarda” E e”Ir(neél di Koydugu
. yle N Harf
D fincanlarda olarak okudu B lisi V
1/5 7/11 kelimeyi enzeriigl var
O0gretmen
dizeltti
Y  Uzerinde
D  lzerine 415 8/8
Y  birlik “birlik” olarak
D birikintiler 1/5 5/12 E)lfUdU kelimeyi
Ogretmen
duzeltti
Y  sakirtict
D  sasirtic 315 813
Y “desler” olarak
D desler okudu
desenler 1/5 6/8 Ifgllmeyl
ogretmen
dizeltti
Y  dersler “desler” olarak
D  desenler okudu
1/5 6/8 kelimeyi
O0gretmen
dizeltti
Toplam 34/75 80/117
Yizde 45 68 *= % 90’1 altinda oldugu icin endise

dizeyi.

Tablo 10. “Ebru Sanat1” Metnine Gore Son Olgiim I¢in Anlama Olgegi Puanlari

Sorular ve Cevaplari Aciklama Puan Olciim Kriterleri
S Ebruya nerelerde rastlanir? Soru basit 0/2  Basit Anlama Sorulari
C  Sanatta anlama icin
sorusudur. 0 = Hig Cevaplanmayan
S Ebru sanatinda renkler ve desenler Soru basit 0/2  sorular
nasil bir gériintd olusturur? anlama 1 = Yar1 Cevaplanan
C Dikdortgen sorusudur. Sorular
S Ebrunun yapilist ne ister? Soru basit 0/2 2 = Tam Cevaplanan
C  Giysi ve siisleme ister anlama Sorular
sorusudur.
S Ebru na51.1. ya}plhr? Anlatiniz. Soru basit 0/2 Derinlemesine Anlama
C Masalar, orti ve perde anlama Sorular ici
sorusudur. orutari i¢in
S Ebru desenlerini nerelerde Soru basit 12 9= Hic Cevap
gorebiliriz? anlama Verilmeyen _Sorular
C Her yerde sorusudur. 1= (:,Ok Eksik Cevap
Verilen Sorular
2 = Beklenene Yakin
Toplam Ancak Eksik Olan
1/10 Cevaplar
3 = Tam ve Etkili
Cevaplar
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*=9% 50’nin altinda
Yuzde 10  oldugu i¢in endise diizeyi

Olgiim sonuglarina gére kelime tamma diizeyi agisindan 99+(99-100) araligi
serbest dizey, yizde 91-98 araligi 6gretim diizeyi ve ylizde 90-alti aralig1 ise endise
dizeyidir. Anlama diizeyi agisindan ise 90+(90-100) aralig1 serbest diizey, yiizde 75(51-
89) aralig1 serbest diizey ve ylzde 50-(50 ve alt1) araligi endise diizeyidir (Ekwall ve
Shanker, 1988’den Aktaran Akyol, 2003). Ogrenci 5.53 dakikada 165 kelimeden olusan
metnin tamamint okumustur. Okuma esnasinda 15 hata yapmistir. Metnin devaminda
ogrenciye metinle ilgili 5 soru yoneltilmistir. Ogrenci bu sorulardan 4 tanesini yanlis
cevaplamis, 2 tanesine de yarim cevap vermistir. Tablo 9’daki bulgulara gore 6grenci
ortam Olgeginden 45 ve seslendirme dlgeginden 68 puan almistir. Bu sonuclar yukaridaki
verileri gore Ogrencinin kelime tanima diizeyi agisindan endise diizeyinde oldugunu
goOstermektedir. Tablo 10°daki bulgulara gore ise 6grenci anlama olgeginden 10 puan
almistir. Yine yukaridaki verilerle karsilastirildiginda 6grencinin anlama diizeyi agisindan
da endise diizeyinde oldugu goriilmektedir.

Ogrencinin son uygulama sonrasi okuma akicihigmni degerlendirmek igin okudugu
metinde (Ebru Sanati metni) kelime tanima yiizdesine, okuma hizina, okuma prozodisine
ve okudugunu anlama durumuna bakilmistir. Bunun i¢in okuma yiuzdesi ve hizi
hesaplamalar1 yapilmis, okuma prozodisi ve okudugunu anlama rubrigine gore
degerlendirmeler yapilip, sonuglar1 Tablo 11°de agiklanmistir.

Tablo 11. Okuma Akiciligi Son Uygulama Puanlari (Ebru Sanatt Adli Metin)

Kelime Tanima Dogru Okunan Kelime Sayisi %93
Okunan Toplam Kelime Sayis

Okuma Hiz1 Dakikada Okunan Dogru Kelime Sayisi 40
> ifade ve Ses Diizeyi: 3
> Anlam Uniteleri ve Tonlama: 2

Prozodi » Puruzsuzlik: 2
» Hiz: 3
» Toplam Puan: 10

Okudugunu Anlama 4

Akyol, Rasinski vd. (2014)’e g0re kelime tamima yiizdesi Ogretimsel okuma
dizeyinde ylzde 92-98 araliginda, bagimsiz okuma diizeyi dogruluk orani ise yuzde 99-
100 araligimi isaret etmektedir. Giines (2013) tarafindan ¢ok sayida uygulamalardan yola
cikilarak okuma #huz: ile ilgili bazi Olgiitler gelistirilmistir. Bu oOlgiitlere gore; 1.smif
ogrencilerinin y1l sonuna kadar 60 kelime, 2.simif 6grencilerinin dakikada 80 kelime,
3.smuf 6grencilerinin dakikada 100 kelime, 4.smif 6grencilerinin dakikada 120 kelime ve
5.smif 6grencilerinin dakikada 140 kelime okumasi ongoriilmektedir. Egitim-6gretim y1ili
basinda veya bir calismanin 6n uygulamasi asmasinda 6grenci prozodi rubriginin alt
boyutlar1 toplamindan 8 veya altinda puan almigsa bu kaygi verici bir durum degildir.
Ancak egitim-6gretim yili sonunda veya bir ¢alismanm son uygulamasi asamasinda
ogrenci 8 veya altinda puan aldiysa bu durum kaygi vericidir ve 6grenci ek uygulamalara
veya okuma prozodisinin gelistirilmesi i¢in 6gretime ihtiya¢ duydugunu gostermektedir
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(Akyol, Rasinski vd., 2014). Yine okudugunu anlatma yoluyla okudugunu anlamay1
degerlendirme rubrigine gore, rubrikten ii¢ veya altinda puan alan 6grencinin metni
anlamadigin1 ve metinle ilgili bilgileri hatirlamadigini géstermektedir. Egitim-6gretim yili
sonu veya yapilan uygulama sonucunda 6grencinin 4-6 araliginda bir puan almasi beklenir
(Akyol, Rasinski vd., 2014).

Tablo 11°‘de belirtilen okuma akiciligi son uygulama (Ebru Sanati Metni)
puanlarina gére 6grencinin kelime tanima ylzdesi 93 olarak bulunmustur. Bu ylizde orani
dgrencinin dgretimsel okuma diizeyinde gdstermektedir. Ogrencinin bir dakikada okudugu
kelime sayisi ise 40 olarak bulunmustur. Bu say1 siif diizeyine gore okuma Ongorilen
oOlcitlerle kiyaslandiginda bu olgiitlerin oldukga altindadir. Cilinkii bu Olgiitlere gore 5.sinif
diizeyinde bir 6grencinin 1 dakikada ortalama 80-140 arasi kelime okumasi gerekir.
Ogrenci okuma prozodisi rubriginin alt boyutlara goére toplamda 10 puan almistir.
Ogrencinin aldig1 bu toplam puan okuma prozodisi agisindan uygundur. Okudugunu
anlama rubrigine gére d6grenci 4 puan almistir. Ogrencinin okudugunu anlamadan aldig
puan belirlenen élcltlere gore uygundur.

Tartisma

Birden fazla akici okuma yontem ve teknigine dayali olarak yapilan okuma
calismalarinda o6grenci diizey olarak endise diizeyinde kalsa bile 6grencinin okuma
becerilerinin gelisiminde matematiksel olarak bir artisin oldugu gériilmektedir. Ulkemizde
akic1 okuma problemlerinin giderilmesine yoOnelik yapilan benzer galismalar (Akyol ve
Sever, 2019; Cayir ve Balci, 2017) incelendiginde sonuglarinin bu arastirmanin
sonuglarinda oldugu gibi 6grencinin okuma dizeyinde bir ilerletme saglamayip ancak
okuma becerilerinde matematiksel olarak bir artis sagladigi gOriilmektedir. Saglam, Bas ve
Akyol (2020); Erbasan ve Saglam (2020); Kuruoglu ve Sen (2019); Kanik Uysal ve Akyol
(2019); Karasakaloglu ve Saragli Celik (2018); Akyol ve Ketenoglu Kayabasi (2018);
S6zen ve Akyol (2018); Akyol ve Kodan (2016); Kardas Isler ve Sahin (2016); Celiktiirk
Sezgin ve Akyol (2015); Yamag (2014); Duran ve Sezgin (2012)’nin yaptig1 ¢alismalarda
ise akici okuma problemi olan 6grencilerin hem okuma diizeylerinde ilerleme oldugu hem
de okuma becerilerinde matematiksel anlamda artis oldugu goriilmustiir. Bu arastirma ve
literatlrdeki benzer arastirma sonuglari akici okuma sorunu olan 6grencilerle birebir
okuma c¢alismalart yapildiginda okuma problemlerinde azalma oldugunu ve okuma
becerilerinin gelistigini gostermektedir. Bu sonuclar akici okuma sorunu olan 6grencilere
yonelik olarak hazirlanan okuma programlarinin etkililigini gostermektedir.

Sonug

Akict okuma problemi olan bir 6grencinin, akict okuma problemini gidermek
amaciyla birden fazla akici okuma yontem ve teknigi (tekrarli okuma, muriltili okuma,
kafiyeli okuma, sesli okuma ve gérme yelpazesini genisletme) ile 15 ders saati uygulama
yapilip devaminda ise 6grencinin okuma hizi, kelime tanima diizeyi ve okudugunu anlama
becerisinin Olgiildiig bu arastirma kapsaminda elde edilen sonuglar soyledir: 6grenci On
uygulamada oldugu gibi son uygulamada da kelime tanima ve anlama diizeyi agisindan
endise diizeyinde kalmistir. Ancak okuma becerileri gelisiminde matematiksel olarak artis
olmustur. On uygulamada 4. sinif diizeyinde okutulan metinde 6grencinin kelime tanima
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ylzdesi 79, dakikada okudugu kelime sayis1 19, prozodi puant 7 ve okudugunu anlama
puani ise 3’tdr. Son uygulamada ise 6n uygulamada okutulan 4.sinif diizeyinde metinde
ogrencinin kelime tanima yiizdesi 88, dakikada okudugu dogru kelime sayis1 40, prozodi
puani 10 ve okudugunu anlama puani 4’e yiikselmistir. Son uygulamada okutulan kendi
siif diizeyindeki (5.sin1f) metinde ise 6grencinin kelime tanima yiizdesi 93, dakikada
okudugu dogru kelime sayist 40, prozodi puani 10 ve okudugunu anlama puani 4’e
yiikselmistir.

Yukarida agiklanan okuma becerilerinin gelisiminin yaninda 6grencide goriilen
bazi okuma hatalarinda azalma oldugu gézlemlenmistir. Ogrenci okuma yaparken kagida
egilip uzaklasma davranist azalmis ve parmakla takip etmeyi tamamen birakmistir. Uzun
heceli kelimeleri birka¢c kez ilk hecesini okuyup sonra okuyabilme durumu ortadan
kalkmistir. Uzun heceli kelimeleri tek ¢irpida okuyabilmektedir. Bu diizelmelere ragmen
baz1 okuma hatalar1 devam etmektedir. Bunlar; kelimeyi yazildig: gibi degil de ayn1 kokte
farli bir kelime olarak okuma, okuyamadig: kelimeyi seklen ona benzer olan baska bir
kelime olarak okuma ve bazi kelimelerin sonundaki ekleri okumamadir.

Uygulama onerileri

Bu calisma belirlenen okuma yontem ve tekniklerine dayali olarak 15 ders saati
yapilmistir. Aragtirma sonuclarina dayali olarak akicit okuma problemlerinin giderilmesine
yonelik yapilacak uygulamalarin daha uzun siireli yapilmasi 6nerilmektedir. Ayrica farkl
okuma yontem, teknik ve stratejilerinin denenmesi, kullanilacak okuma materyallerinin
cesitlendirilmesi ve uygulama yapilacak 6grencinin 1yi taninarak 6grencinin problemine
donik uygulamalarin yapilmasi dnerilmektedir.
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Introduction

One of the important indicators of the level of development in children is speaking
skill. Growing up in a social environment, children interact with other people through
speech. Speaking skill is a type of skill that allows children to reflect their individual
quality defined by cognitive and linguistic development while being the primary means of
participating in social contexts. Children use language to organize such experiences
(Alexander, 2006; Mercer & Littleton, 2007; Wells, 1999). Through language, the basic
features of various contexts are understood and also through speaking, which is a different
skill dimension of language participation occurs to these contexts.

Speaking also underlines literacy and other learning. Points such as sound
awareness, effective vocabulary, and storytelling success are important signs of future
reading comprehension and decoding skills (Dickinson & Porche, 2010; Resnick & Snow,
2009). Word choices made by children in verbal interactions with others, their
pronunciation styles, and the linguistic connections they create while performing are
important signs of language acquisition level and social learning. For this reason,
determining the speech characteristics at a certain point in the development process of
children is the starting point of many teaching fields, studies and research.

Spoken language also supports future reading and writing learning. Success in
reading and writing skills emerges as an extension of speaking and listening learned in
preschool period. Therefore, children who are inadequate in terms of speaking skills in the
preschool period may not be able to keep up with other children in the following years
(Biemiller, 2006; Dougherty, 2014; Scarborough, 2001). In order to avoid this situation, it
is necessary to determine the speech characteristics of children and to eliminate some
deficiencies in the preschool period.

Literature Review

It is known that children who develop speaking skills in early childhood are also
successful in skills such as initiating and maintaining social relationships, interpreting new
information they have acquired, and conveying their feelings and thoughts. Speaking
increases the self-confidence of children by providing socialization (Bas, 2002)
Considering that the key to successful communication is effective use of sound and
beautiful and understandable speech (Kurudayioglu, 2003), it is possible to say that
speaking is the basis for children to communicate with the individuals around them.
Children's speaking skills enable them to be successful both in social life and school life
(Demir, 2010). Considering that the general purpose of speaking lessons in educational
institutions is to provide students with the ability to express their emotions and thoughts in
a correct and effective manner in accordance with the language rules (Ozbay, 2005), the
speaking skills of children in early childhood should be supported systematically.

Language is a system made up of many components (Fromkin & Rodman, 1983).
Communicating using a multicomponent system requires a certain level of competence in
each relevant component. The primary components of the language are gathered in sound,
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form, syntax, meaning and usage points. Extra-Linguistic information that affects the use
of language can also be added to these items. With each use of language skills, including
speaking, the components of language begin to operate on their own plane. The speaking
individual operates the elements specified in each plane of the language in harmony with
each other.

One of the important components of linguistic knowledge is to have knowledge of
the sounds used. Individuals who use the language should know the sounds of that
language and be able to apply the rules of combining sounds during speech. The evaluation
of children's speaking skills in terms of sound can be made according to the vocal
awareness they have. Speech awareness requires to know how the sounds in language are
combined and what kind of distribution they show. Speech awareness also significantly
influences later reading skills (Bradley & Bryant, 1978; Goswami & Bryant, 1990;
Lundberg et al., 1988). Awareness syllables for sounds that form the basis of language
skills are handled in three points covering the sounds in syllables and phonemic elements.
(Treiman & Zukowski, 1991; Stanovich, 1992; Hoien vd., 1995). Each of these points
indicates the sounds children should produce in a way that the listener perceives while
speaking.

The sounds of the language are performed to create words and sentence structures
that correspond to certain meanings. Linguistic meaning dimension is another important
component of speaking skill. The basic semantic units in language are words (Fromkin et
al., 2011). Adequate reflection of children's speaking skills requires having certain words
of the language. Children learn which word is associated with which meaning from the
environment in which they live. Learned words are classified in the mind and their usage
takes place over word classes. For example, the word vehicle is a class, and it means
automobile, bus, train, etc. contains sub-meanings (Resnick & Snow, 2009). Children
choose these words according to their meanings and use them in grammatical structures.
Most of the studies on children's vocabulary focus mostly on words based on naming
various pictures in relation to the receptive language (Rowe et al., 2012; Vagh et al.,
2009). Perfetti (2009) draws attention to the difference in vocabulary knowledge in
children. When children start school, there is a rapid development in their vocabulary.
Speaking of children with large vocabulary happens more effectively.

Words are one of the morphological units of language. Morphological unit includes
words as well as the suffixes. Knowledge of words and their meanings also necessitates
morphological knowledge to understand and acquire their inflected forms in use. Plural,
time, negativity, etc. suffixes cause words to appear to children in different ways. It can be
thought that children who have knowledge of morphemes that meet the smallest units that
convey meaning in a language, have knowledge of the semantic and functional qualities
that suffixes bring to words as well as knowledge of the roots and bodies of the words. The
development of speaking skill, which is a dimension of language acquisition, requires
using different forms of words. Language users should have knowledge of the number of
words as well as their depth (Kieffer & Lesaux, 2012). Depth is the equivalent of
knowledge of different forms of words.
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The fact that children have encountered words many times in their development is
extremely important in terms of both learning and keeping them in their memories
(Biemiller & Boote, 2006; Coyne et al., 2007; Silverman, 2007). Children who show
sufficient development in words reflect these in their speech. Children's vocabulary varies
significantly starting from pre-school period. Preschool period is critical in determining
these differences (Biemiller & Boote, 2006; Hirsch, 2006). Studies have shown that
preschool teachers do not use adequate strategies to improve children's vocabulary
(Dickinson et al., 2008; Van Kleeck, 2008). Whereas children who gain a good vocabulary
with the right methods can also improve their speaking skills and have a more successful
learning life in the following periods.

Another essential element of language and speech is syntax. Syntactic information
is an implicit type of information about how to combine words. Differential units are
combined with certain rules through syntax (Fromkin et al., 2011). Implicit syntactic rule
knowledge guides individuals on how to combine words. In other saying, words that are
not combined according to these rules cannot meet a certain meaning. Therefore, syntactic
structures require using words in association with each other. Children with knowledge of
these rules can make well-structured sentences. Thus, their speech becomes more
understandable.

In addition to the components that make up the inner workings of the language,
there is also a dimension related to its usage. Language is always used for a purpose, based
on the conditions of the context. Individuals by using language fulfill purposes such as
explaining, giving information, asking questions, greetings, etc. Knowledge of the use of
language in different contexts corresponds to its pragmatic dimension. Pragmatics is the
name of the discipline that considers language as a means of communication to achieve
certain social goals (Owens, 2012). When individuals with a pragmatic knowledge of
language use it in communication with others, they can find and use appropriate words and
structures based on the relevant social context. Structures suitable for the speaker's purpose
like whether the listener is identified or not, his/her age or status during the conversation;
whether the context in which the communication takes place is formal or informal, are
obtained and used through pragmatic knowledge. Children's pragmatic knowledge directly
affects their speech.

When the literature is examined, there are not many studies that examine the
speech characteristics of preschool children in a broad perspective. However, there are
some studies that examine children's general language skills or a specific point in the
language. For example, Tural (1977) conducted a study examining whether the vocabulary
of children between the ages of 4 and 6 differs according to various variables. While Anlar
(1983) evaluated the language development of children up to the age of 6 in terms of
gender and parental education level using the Denver Developmental Screening Test,
Erkan (1990) examined the linguistic structures used by 4-5-year-old children and
conducted a study focusing on the number and type of words. Oztiirk (1995) examined
children's receptive and expressive language development using the Peabody Drawing-
Word Test, and Dictionary and Language Test and Taner (2003) also investigated
children's language development according to gender with the Peabody Drawing-Word
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Test. Besides, Kogak and Dereli (2005) investigated the expressive language levels of
children between the ages of 4-6 and Ipek (2006) also examined the vocabulary of children
with the same test. Since many of these studies use the Peabody Drawing-Word Test,
which focuses the word, it is seen that the studies are one-dimensional in terms of speaking
skill. Tt is thought that there is a need for studies that examine the speaking skills of
children in Turkish in a wider perspective. With this understanding, the following
questions were searched in this study:

1. How do children's speaking skills display in sub-dimensions of pronunciation,
fluency, content and language use?

2. To what extent does the level of pronunciation skills exhibited by children
during speaking predicts their fluency?

3. To what extent does the fluency level exhibited by children during speaking
predict the language competence and content dimension?

4. Do children's speaking skill levels differ by gender?
5. Do children's speaking skill levels differ by age?

Method

This study, which aims to determine the features seen in children's speech with the
main lines, is a study in correlational scanning model. In the researches in the scanning
model, is described as a situation that exists in the past or present (Karasar, 2000).

Participants

Participants of the study were 60 preschool children between 60-72 months in the
city center of Antalya. Participants were created using the convenience sampling method,
which is one of the non-probable sampling methods. In the convenience sampling method,
a sample is created starting from the most accessible respondents until a group of the
required size is reached, or the most accessible and a situation that will provide maximum
saving is studied. (Biiyiikoztiirk et al., 2008).

Of the participants, 46.7% (n = 28) were boys and 53.3% (n = 32) were girls,
65.0% (n = 39) were 60-66 months old, while 35.0% (n = 21) of them were between 67
and 72 months old. The reason why the participants are chosen from the age range of 60-
72 months (5 years) is that they are thought to have reached a certain level of speaking
skills. In the literature, it is stated that children learn the language system around the age of
three (Lust, 2006; O‘Grady 2008). Children who reach the age of 4-5 begin to
communicate in certain contexts with the language system they have acquired. Their
vocabulary grows and they try to use more complex syntactic structures. The reason why
the participants between 60-72 months are treated in two separate groups as 60-66 and 67-
72 is that the language development of children in preschool period is faster than ever in
human life (Hoff, 2009; Kirjavainen et al., 2009).

Information about the demographic characteristics of the participants is presented
in Table 1 below.
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Table 1. Demographic Information of the Participants

Number of people %
Gender Boy 28 46.7
Girl 32 53.3
Total 60 100.0
Age (month) 60-66 39 65.0
67-72 21 35.0
Total 60 100.0

Data collection tool

The Personal Information Form created by the researcher was used to collect the
demographic information of the participant children in the collection of the research data.
The second tool used in the study is the Speaking Skills Assessment Scale (SSAS)
developed by Bozkurt and Arica-Akkok (2019). This scale is designed in a way that it
allows to identify the weaknesses and strengths of a particular speaker. Each dimension
can be used separately in the scale consisting of pronunciation, fluency, language
competence and interaction / presentation dimensions. While the first three of the
dimensions in the scale were designed as rubric scoring, the interaction / presentation
dimension was created as a rubric observation form due to statistical processes. Items in
the scale were graded with the terms weak, improvable, adequate and competent. CVI
calculation of the items was made by consulting expert opinions; CVI calculation for all of
the items in the dimensions of pronunciation, fluency and language competence was
determined as 1.0. When looking at the items in the interaction / presentation dimension, it
is seen that only two items have a CVI value of 0.8 and the other items have a value of 1.0.
Therefore, this scale is a highly reliable scale in evaluating speaking skills. In this study,
only the pronunciation, fluency, and language competence-content dimensions of the scale
were used.

Data collection and analysis

Before the data was collected, permission number 75 was obtained from the Ethics
Committee by the Social and Human Sciences Scientific Research and Publication Ethics
Committee on 01.03.2021. In order to evaluate the speaking skills of the children
participating in the study, a short cartoon movie was watched and asked to explain what
they saw in this film. Audio and video recordings of children's expressions were taken
based on the permissions received. The recordings were evaluated by two experts using the
Speaking Skills Assessment Scale. As a result of the evaluations, the percentage of
agreement between the experts was examined and as a result of the calculation, it was
determined that the agreement was .91.
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The data collected from the participants were obtained in a single session. The
speeches were evaluated and scored in terms of the items in the scale and the scores were
transferred to the statistics program. The techniques to be used in the statistics program
were determined according to the nature of the research questions. Before analyzing, the
distribution of the data was examined. For this, the total score that the participants got
from the sub-dimensions of the scale was calculated, then Skewness and Kurtosis values
related to the distribution of these scores, central tendency measures and the result of the
Shapiro Wilk test were examined. Skewness and Kurtosis values were found to be between
+1.5 and -1.5 and the distribution was accepted as normal (Tabachnick & Fidell, 2013). In
the Shapiro Wilk test, p> .05 inequality was provided. This result showed that the
distribution was normal.

Consequently, it was determined that the scores obtained from the SSAS have a
normal distribution. For this reason, T Test was applied for Independent Groups in the
analyses for the difference of the scores from the SSAS according to gender and age.
Simple linear regression analysis was used to determine the level of predicting the Fluency
sub-dimension of the Pronunciation sub-dimension of the SSAS and the language
competence and content sub-dimension of the SSAS Fluency sub-dimension.

Findings
In the first question of the study, it was aimed to determine the level of children's
speaking skill levels in sub-dimensions of pronunciation, fluency, language competence
and content. The results of the analysis made for this are shown in Table 2.

Table 2. Speaking Skills Assessment Scale Average Scores Obtained from The Sub-Dimensions of
Pronunciation, Fluency and Language Competence-Content

Dimensions Items X SS
Breathing / 1.Ability to control breathing while speaking 1.58 .530
c Posture 2. Ability to speak in the correct posture 1.68 .537
o
% Acrticulation 3. To be able to make speech sounds accurately and 2.37 .843
S
5 completely
— Voice Intensity 4. The ability to continue the conversation with an audible 2.92 .696
(%]
5 voice
.§ Prosodic 5. To be able to use effectively all the features that affect 2.00 611
c
2 features meaning such as emphasis, tone, melody.
o
x Standardization 6. Ability to speak within wide code possibilities by using 3.02 291

standard language.

Pronunciation Sub-dimension General 2.26 333
Pausing 7. Pauses in speech that are rarely seen below the acceptable  2.38 .691
;; S (Filled sounds duration: The speech can be perceived as a whole and
? % or words) progresses fluently.
% g Recurrence 8. Avoiding word and sentence repetitions in his/her speech:  2.37 .663

The progress of the speech fluently
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Speech 9. Continue his/her speech at the usual speed (neither fast 2.27 578
Rate/Intelligibilit nor slow): Being able to maintain the integrity of his speech
y and focus the audience's attention.
Naturalnessand  10. Ability to keep the conversation natural and lively (away  1.77 .621
Liveliness from monotony); so that the speaking becomes fluent

Fluency Sub-dimension General 2.19 414
Lexical Choices  11. To be able to use words and phrases effectively in 2.47 .566

accordance with the purpose of speaking.

Cohesion 12. To be able to establish logical-semantic links between 1.92 591
(sentential/textua consecutive sentences in his/her speech at a competent
1) level. Reference, substitution, ellipsis are open. The use of

conjunctions is diverse. To be able to use repetitions and

associative word relationships effectively.

Consistency(text  13. Competence of logical-semantic consistency between 1.43 .533
ual) the major semantic units of his/her speech: To be able to
continue the conversation in accordance with the purpose,

avoiding deviations

Language Competence and Content Sub-dimension

Extra-Textual 14. The speech should have an extra-textual and discursive 1.25 437
and structure required by the purpose of speaking: Using the
discursive expected discourse patterns and extra-textual prompts
arrangement effectively
Language Competence and Content Sub-dimension 1.76 .387
General

As seen in Table 2, participating children reached an average of 2.26 in the
pronunciation sub-dimension, 2.19 in the fluency sub-dimension, and 1.76 in the language
competence-content sub-dimension. Considering that the items in the Speaking Skills
Assessment Scale received at least 1 and a maximum of 4 points, it can be said that
children are slightly above the middle in terms of pronunciation and fluency, but slightly
below the middle in language competence-content dimensions. In addition, the levels of
children on the basis of items are reflected in the table above.

In the second question of the study, it was aimed to determine to what extent
children's pronunciation skill levels predicted their fluency. The results of the regression
analysis applied for this point are shown in Table 3.

Table 3. The Result of Simple Linear Regression Analysis for the Predictive Level of the Fluency
Sub-Dimension of the Speaking Sub-Dimension of the Speaking Skills Rating Scale

Fluency B Sh B t p
Stable .815 .324 2.513 .015
Pronunciation 611 142 492 4.302 .000

n=60, R=.49, R?=.24, F=18.50, p<0.01
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According to the results of the simple linear regression analysis, it was seen that the
skill level of the pronunciation sub-dimension, one of the sub-dimensions of the speaking
skill rating scale, significantly and positively predicted the skill level of the fluency sub-
dimension (R=.49, R?=.24, F=18.50, p<0.01). As stated in the table, the skill level related
to the pronunciation sub-dimension explains 24% of the total variance in the skill level
regarding the fluency sub-dimension.

In the third question of the study, it was aimed to determine to what extent
children's fluency levels predicted their language competence and content levels. The
results of the regression analysis applied for this question are presented in Table 4.

Table 4. The Result of Simple Linear Regression Analysis on the Predictive Level of the Fluency
Sub-Dimension of the Speaking Skills Rating Scale's Language Competence and Content Sub-
Dimension

Language B Sh t p
competence and B

content

Stable 631 228 2.763 .008
Fluency 517 102 .553 5.057 .000

n=60, R=.55, R?=.30, F=25.57, p<0.01

According to the results of the simple linear regression analysis, it was seen that the
skill level of the fluency sub-dimension, one of the sub-dimensions of the speaking skill
rating scale, significantly and positively predicted the skill level of the language
competence and content sub-dimension (R=.55, R?=.30, F=25.57, p<0.01). The table
shows that skill level related to fluency sub-dimension explains 30% of the total variance
in skill level related to language competence and content sub-dimension.

In the fourth question of the study, it was aimed to determine whether the children's
speech levels differ according to gender. The result of the t test applied for this point is
given in Table 5.

Table 5. T Test Result for the Difference of the Scores Obtained from the Speaking Skills Rating
Scale According to Gender

Gender N Ort. SS t p
Pronunciation Sub- Boy 28 2.1548 .37386 -2.399 .020
dimension Girl 32 2.3542 .26690
Fluency Sub-dimension Boy 28 2.0893 43148 -1.903 .062
Girl 32 2.2891 .38158
Language Competence- Boy 28 1.6964 .33580 -1.322 191
Content Sub-dimension  Girl 32 1.8281 42330

Based on the result of the t test for the difference of the scores obtained from the
Speaking Skills Rating Scale according to gender, the level of expression varies
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significantly according to gender. In the pronunciation sub-dimension, the skill levels of
girls (x = 2.35) are significantly higher than that of boys (X = 2.15) (t = -2.399; p <0.05).

In the last question of the study, it was aimed to determine whether the speech
levels of children differ by age. The result of the t test performed regarding this is given in
Table 6.

Table 6. T test result for the difference according to age of the scores obtained from the Speaking
Skills Rating Scale

Age (Month) N Ort. SS t p
Pronunciation Sub- 60-66 months 39 2.2692 .33028 .255 .800
dimension 67-72 months 21 2.2460 .34809
Fluency Sub-dimension 60-66 months 39 2.1667 .39874 -.740 462
67-72 months 21 2.2500 44721
Language Competence- 60-66 months 39 1.7372 .38022 -.801 426
Content Sub-dimension  §7-72 months 21 1.8214 40422

As stated in the results of the t test for the difference of scores obtained from the
Speaking Skills Rating Scale according to age, pronunciation (t =.255, p> 0.05), fluency (t
= -, 740, p> 0.05) and language competence and content (t = - .801, p> 0.05) levels do not
differ significantly according to age.

Conclusion and discussion

Speaking is an extremely important aspect of language acquisition. On the one
hand, it reflects the state of the language system acquired through listening, on the other, it
reflects the use of cognitive and physical components interactively and in accordance with
the context. There are different models showing that individuals carry out many physical
and cognitive processes simultaneously during conversation (Bock & Levelt, 1994; Dell,
1986; Levelt, 1989). Children gain the ability to fulfill this requirement in the process of
language acquisition and development. While speaking, they perform many actions such as
breathing, pronunciation, sentence and text production at the same time. At this point, the
development observed in the preschool period has an important effect. Because it is a rapid
process for children to become a natural speaker, but it takes much longer to become a
competent speaker (Berman, 2004). The foundations of this development are laid in the
preschool period covering the 0-6 age period.

Findings obtained from the study revealed that 60-72 months old children are not
yet competent in terms of speaking skills. For example, it has been found that they are
approximately medium in terms of pronunciation, display a rather inadequate appearance
in breathing requirements, and are much better at the point of standardization. The result
regarding the standardization is thought to be specific to the participating group. Findings
related to breathing are consistent with the information in the literature. An important
component of the sound system, which is the basis of speech, is the respiratory system
(Topbas, 2010). The correct use of breathing in speaking is a special physical skill. It was
found that participants of this study could not perform the correct breathing control during
speech; because of that, it was observed that they faced some problems in terms of sound
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production, emphasis and fluency. Considering that the participants are around the age of
5, it can be said that this result is normal. Erdem (2013) states that children can produce
sounds that adults make around the age of 6-7. Problems in the nature of articulation
disorders, which are also related to breathing in sounds, decrease at the age of 4-5 and
disappear over time. (Diken, 2010). While the participants of this research can reproduce
many sounds correctly, they only have problems with certain sounds.

The fluency seen in the speeches of the participants is similarly at a medium level.
Fluency problems, which appear in the form of word repetitions, extensions or blocks, are
problems seen in the natural flow or rhythm of the speech (Kuru, 2013). Considering that
the speaking skill consists of comprehensibility, vocabulary, grammar and fluency
components (Ertirk, 2006), it is easily understood that the competence of this factor is
important for the listener. While the most negative dimension of the fluency levels of the
participants is related to naturalness and liveliness, the dimension in which they are at their
best is related to pauses. Although there was a lot of pauses in children, it did not affect
understanding. On the other hand, the naturalness and liveliness of the speech was found to
be significantly inadequate due to the level of fluency. Fluency is defined as the language
that a speaker naturally produces and maintains during communication (Richards, 2006).
The discontinuity of the language produced affects the fluency. There are also studies
showing that fluency problems in children can arise from many different reasons (Guitar,
2013). Some sources underline that fluency problem is an age-related condition and
younger ones have more difficulty in achieving fluency (Gordon & Luper, 1989). It
partially explains the fluency problems observed in the age group of participating children
in this study. The age group of the participating children in this study partially explains the
observed fluency problems Children's problems with fluency may be related to both
physical elements such as breathing and cognitive elements such as thought production.

Children showed the least success in terms of language competence and content.
Participating children who did not have too many problems with word choice were
insufficient in establishing coherence and cohesion relationships. The coherence, which is
related to textual qualities, reflects the relationship between sequential phrases and
sentences, while the concept of consistency corresponds to semantic-logical relations
between larger parts of the text (Keg¢ik & Uzun-Subasi, 2003). It is difficult for children to
fully establish these relationships around the age of 5 (Ozcan, 1993; Van Dam, 2010).
However, as the age progresses, children begin to better establish these relationships that
form the textual structure (Lee et al., 2013; Saphiro, 1990). Therefore, confronting children
with verbal text models that provide these relationships can speed up the process.

Another important finding obtained from the study is that the pronunciation level
significantly predicts the level of fluency. Considering the gradual structure of the speech,
it is expected that the performance of the pronunciation sufficiently will provide a natural
fluency. Because spoken language processing has a hierarchical structure (Davis &
Johnsrude, 2003) and its pronunciation features are one of its lower-level qualities.
Therefore, as the pronunciation characteristics of children become more competent, their
fluency levels also increase. There are many different variables, including social, linguistic
and psychological, that determine fluency (Segalowitz, 2010), however, according to the
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findings, the determinacy level of the pronunciation variable on fluency is quite high for
the 5-year-old group (24%). The reason may be that the pronunciation is of a physical
nature and has priority over other variables for children. Children at the age of 5 may not
yet be sufficiently aware of the social and psychological dimensions.

The effect of fluency on language competence and content dimension is likewise
high. Findings reveal that 5-year-old children who provide fluency in their speech
competently can create better structured oral texts. A fluent conversation is an indicator of
adequate linguistic processing. For this reason, fluency is defined as the ability to use
language quickly and confidently without unnecessary or unnatural pauses in
communication that cause some obstacles (Bailey, 2003; Byrne, 1986). Children who have
reached this level can establish more competent textual relationships. However, fluency
requires using narrative structures that do not have any mistakes that affect the phonetic,
syntactic, semantic and discursive features of the language (Byrne, 1986). Therefore,
fluency is expected to significantly predict children's language competence.

Considering the speaking skill levels of the children participating in the study, it
was found that the girls were better at the pronunciation dimension than the boys, but there
was no difference between girls and boys in terms of fluency and language competence.
There are many studies showing that girls progress faster than boys in language
development (Berk, 1997; Bornstein & Haynes, 1998; Eriksson et al., 2012; Fenson et al.,
1994). The findings obtained from this study coincide with the findings of the mentioned
studies. The reason why girls and boys differ in pronunciation dimension, but not to differ
in other dimensions may be because pronunciation is acquired earlier than fluency and
language competence. The fact that both genders are insufficient especially in terms of
language competence suggests that the development at this point has not reached a level
that will allow a certain difference to be understood.

Finally, it was determined that the speaking skill levels of the participant children
did not differ according to their ages. In this study two groups with a six-month difference
between them were formed to examine whether their age had an effect on the speaking
skills of the participants. The fact that there is no difference between the 60-72-month-old
children in terms of pronunciation, fluency and language competence-content can be
attributed to the small difference between the groups. Under normal conditions, the
preschool period is considered as a period in which language development progresses
rapidly (Hoft, 2009; Kirjavainen et al., 2009). However, it is thought that the age range
and certain qualities of the spoken language discussed in this study are not sufficient to see
the difference in question.

In summary, according to the results obtained from this study, it can be said that
five-year-old children are at a medium level in terms of speaking skills in the process of
acquiring Turkish as a mother tongue. While children who are in a better position at the
points of pronunciation and fluency still have difficulties in making some sounds, they also
face certain problems in terms of fluency. In addition, they have bigger problems in
providing language competence and establishing textual relationships. In order to verify
and diversify the findings, it is recommended to conduct studies where different data types
are used, children with wider age ranges are determined as a sample, and studies using
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measurement tools that take into account other dimensions of speaking skill are
recommended.
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Kuramsal cerceve

Cocuklarda gelisim diizeyinin onemli gostergelerinden biri konusma becerisidir.
Sosyal bir cevrede biiyiiyen ¢ocuk, diger insanlarla olan etkilesimini konusma yoluyla
gergeklestirir. Konugsma becerisi ¢ocuklarin bir yandan sosyal baglamlara katiliminin
oncelikli araciyken diger yandan bilissel ve dilsel gelisimle tanimlanan bireysel niteligini
yansitmasina olanak taniyan bir beceri tiirtidiir. Cocuklar bu tiir deneyimlerini diizenlemek
icin dili kullanir (Alexander, 2006; Mercer & Littleton, 2007; Wells, 1999). Dil yoluyla
cesitli baglamlarin temel 6zellikleri anlagilir ve yine dilin farkli bir beceri boyutu olan
konugmayla bu baglamlara katilim gosterilir.

Konusma ayn1 zamanda okuryazarhigin ve diger Ogrenmelerin de temelini
olusturur. Sessel farkindalik, etkin sézciik dagarcigi, 6ykii anlatma basarimi gibi noktalar
ileride gergeklesecek okudugunu anlama ve kod ¢6zme becerisinin dnemli isaretleridir
(Dickinson & Porche, 2010; Resnick & Snow, 2009). Bagkalariyla olan sozel
etkilesimlerde ¢ocuklarin yaptig1 sozcliik secimleri, sesletim bigimleri ve bunlar
gerceklestirirken olusturdugu dilsel baglantilar dil edinim diizeyinin ve sosyal
ogrenmelerin 6nemli isaretlerini igerir. Bu nedenle ¢ocuklarin gelisim siirecinde belli bir
noktadaki konusma oOzelliklerinin belirlenmesi birgok Ogretim alaninin, ¢aligmanin ve
arastirmanin ¢ikis noktasini olusturur.

Konusma dili ileride gerceklesecek okuma ve yazma o6grenimini de destekler.
Okuma ve yazma becerilerinde elde edilecek basari okuloncesi donemde &grenilen
konusma ve dinlemenin uzantisi olarak ortaya cikar. Dolayisiyla okul 6ncesi donemde
konugma becerisi agisindan yetersiz olan ¢ocuklar sonraki yillarda diger ¢ocuklara ayak
uyduramayabilir (Biemiller, 2006; Dougherty, 2014; Scarborough, 2001). Bu durumla
karsilasmamak ig¢in cocuklarin konusma O6zelliklerini belirlemek ve kimi eksiklikleri
okuldncesi donemde gidermek gerekir.

Erken ¢ocukluk doneminde konusma becerisi gelisen ¢ocuklarin sosyal iliskileri
baglatma ve siirdiirme, edindigi yeni bilgileri yorumlama, duygu ve diisiincelerini
aktarabilme gibi becerilerde de basarili olduklar: bilinmektedir. Konusma, sosyallesmeyi
saglayarak cocuklarin kendine olan giivenlerini artirmaktadir (Bas, 2002). Basarili
iletisimin anahtarinin sesi etkili kullanma ile birlikte giizel ve anlagilir konusma oldugu
(Kurudayioglu, 2003) diisiiniildiigiinde konusmanin c¢ocuklarin g¢evresindeki bireylerle
anlasabilmelerinde temel olusturdugunu sodylemek miimkiindiir. Cocuklarin konusma
becerileri hem toplum hayatinda hem de okul hayatinda basarili olmalarin1 saglamaktadir
(Demir, 2010). Egitim kurumlarindaki konugsma derslerinin genel amacinin, 6grencilere
duygu, diislincelerini dil kurallarina uygun, dogru ve etkili big¢imde anlatma becerisi
kazandirmak (Ozbay, 2005) oldugu dikkate alindiginda erken gocukluk ddénemindeki
cocuklarin konugma becerilerinin de sistemli bir sekilde desteklenmesi gerekmektedir.

Dil bir¢ok bilesenin bir araya gelmesinden olusan bir dizgedir (Fromkin &
Rodman, 1983). Cok bilesenli bir dizgeyi kullanarak iletisim kurmak ilgili her bilesende
belli bir yetkinlige erismis olmay1 gerektirir. Dilin Oncelikli bilesenleri ses, bicim,
s0zdizim, anlam ve kullanim noktalarinda toplanir. Bu 6gelere dilin kullanimin1 etkileyen
dil otesi bilgiler de eklenebilir. Konusmay1 da iceren dil becerilerinin her kullaniminda
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dilin bilesenleri kendi diizlemi iginde islemeye baslar. Konusan birey dilin her bir
dizleminde belirtilen 6geleri birbiriyle uyumlu bigimde isletir.

Dilsel bilginin onemli bilesenlerinden biri kullanilan seslerin bilgisine sahip
olmaktir. Dili kullanan bireyler o dilin seslerini bilmeli ve seslerin birlesme kurallarini
konusma sirasinda uygulayabilmelidir. Cocuklarin konusma becerisinin ses agidan
degerlendirilmesi sahip oldugu sessel farkindalifa gore yapilabilir. Sessel farkindalik
dildeki seslerin nasil birlestirildigini ve ne tiir bir dagilim gosterdigini bilmeyi gerektirir.
Sessel farkindalik daha sonra edinilecek olan okuma becerisini de énemli 6lglde etkiler
(Bradley & Bryant, 1978; Goswami & Bryant, 1990; Lundberg vd., 1988). Dil
becerilerinin temelini olusturan seslere yonelik farkindalik heceleri, hecelerin igindeki
sesleri ve ses birimsel 6geleri kapsayan ii¢ noktada ele alinir (Treiman & Zukowski, 1991;
Stanovich, 1992; Hoien vd., 1995). Bu noktalarin her biri ¢ocuklarin konusurken
dinleyenin algilayacagi bicimde iiretmesi gereken seslere isaret eder.

Dilin sesleri belli anlamlarin karsiligi olan sozciiklerin ve climle yapilarinin
olusturulmasi igin gerceklestirilir. Dilsel anlam boyutu konusma becerisinin bir diger
onemli bilesenidir. Dildeki temel anlamsal birimler sdzcuklerdir (Fromkin vd., 2011).
Cocuklarin konusma becerisini yeterli diizeyde yansitmasi dilin belli sézciiklerine sahip
olmalarim1 gerektirir. Hangi sézciiglin hangi anlamla iliskilendigini ¢ocuklar yasadiklari
cevreden dgrenir. Ogrenilen sdzciikler zihinde siniflandirilir ve kullanimi sozciik siniflar:
iistiinden gergeklesir. S6zgelimi ara¢ s6zcligli bir siniftir ve otomobil, otobiis, tren, vb. alt
anlamlar icerir (Resnick & Snow, 2009). Cocuklar bu sozciikleri konugma sirasinda
anlamlarina uygun bigcimde secer ve dilbilgisel yapilar i¢inde kullanir. Cocuklarin s6zciik
bilgilerine yonelik yapilan calismalarin bir¢ogu daha c¢ok alict dille ilgili olarak gesitli
resimleri adlandirmaya dayanan sozciiklere odaklanir (Rowe vd., 2012; Vagh vd., 2009).
Perfetti (2009), cocuklardaki sozciik bilgisi farkliligina dikkat ¢eker. Cocuklar okula
basladiginda sozciik dagarciklarinda hizli bir gelisim goriiliir. Sozclik dagarcigi genis
cocuklarin konusmasi daha etkili bicimde gerceklesir.

Sozcukler dilin bigcim birimlerinden biridir. Bigim birimsel boyut sozclkler
yaninda ekleri de igerir. Sozciiklere ve anlamlarma iliskin bilgi, onlarm kullanim
sirasindaki ¢ekimlenmis bigimlerini anlamak ve edinmek icin bi¢cim bilimsel bilgiyi de
zorunlu kilar. Cogul, zaman, olumsuzluk, vb. ekler sozciiklerin ¢ocuklara farkli bicimlerde
goriinmesine neden olur. Dilde anlam ileten en kiglk birimleri karsilayan bigimbirimlerin
bilgisine sahip ¢ocuklarin, sozciiklerin kok ve govdelerine yonelik bilgi yaninda eklerin
sozciiklere kazandirdigi anlamsal ve islevsel niteliklerin bilgisine de sahip oldugu
diisiiniilebilir. Dil ediniminin bir boyutu olan konugma becerisinin gelisimi sozciiklerin
farklilasan big¢imlerini kullanabilmeyi gerektirir. Dil kullanicilarinin sozciiklerin sayisi
yaninda onlarin derinligine iliskin bilgiye sahip olmas1 gerekir (Kieffer & Lesaux, 2012).
Derinlik sozciiklerin degisik bi¢cimlerine yonelik bilginin karsiligidir.

Cocuklarin sozciikler agisindan gelisiminde onlarla bir¢ok kez karsilasmis olmalari
hem oOgrenmeleri hem de belleklerinde tutmalar1 bakimindan son derece Onemlidir
(Biemiller & Boote, 2006; Coyne vd., 2007; Silverman, 2007). Sozciiklere iligskin yeterli
gelisim gosteren ¢ocuklar bunlari konusmalarma da yansitir. Cocuklarin sdzciik dagarcigi
okul oOncesi donemden baslayarak ©onemli farkliliklar goOsterir. Okul Oncesi donem
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sozkonusu farkliliklar1 belirleme agicindan kritik bir 6neme sahiptir (Biemiller & Boote,
2006; Hirsch, 2006). Yapilan caligmalar okul oncesi 6gretmenlerinin ¢ocuklarin sdzciik
dagarcigimi gelistirmede yeterli stratejileri kullanmadigini ortaya koymustur (Dickinson
vd., 2008; van Kleeck, 2008). Oysa dogru yontemlerle iyi bir sozciik dagarcigir kazanan
cocuklar konugma becerilerini de gelistirebilir ve sonraki donemlerde daha basarili bir
Ogrenim yasami elde edebilir.

Dilin ve konusmanin zorunlu bir diger 68esi s6z dizimdir. S6z dizimsel bilgi
sozcliklerin nasil birlestirilecegine iliskin oOrtiikk bir bilgi tiiriidiir. S6z dizim yoluyla
ayrimsal birimler belli kurallarla birlestirilir (Fromkin vd., 2011). Ortiik sézdizimsel kural
bilgisi, sozciikleri nasil birlestirecekleri konusunda bireylere yol gosterir. Baska bir
deyisle, bu kurallara gore birlestirilmeyen sozciikler belli bir anlami karsilayamaz.
Dolayisiyla s6zdizimsel yapilar sézciikleri birbiriyle iliskilendirerek kullanmay1 gerektirir.
Bu kurallarin bilgisine sahip ¢ocuklar iyi yapilanmis tiimceler kurabilir. Boylece
konugmalar1 daha anlasilir bir duruma gelir.

Dilin kendi i¢ isleyisini olusturan bilesenlerin yaninda onun kullanim bigimine
iliskin boyutu da sézkonusudur. Ilgili baglami kosullari temelinde dil her zaman bir amag
icin kullanilir. Bireyler dili kullanarak aciklama, bilgi verme, soru sorma, selamlama, vb.
amaglar1 yerine getirir. Dilin degisik baglamlardaki kullanimina yonelik bilgi onun edimsel
boyutuna karsilik gelir. Edim bilim belli sosyal amaclar1 gergeklestirmek i¢in dili bir
iletisim araci olarak ele alan disiplinin adidir (Owens, 2012). Dilin edimsel bilgisine sahip
bireyler onu baskalariyla iletisim sirasinda kullandiginda ilgili sosyal baglama dayanarak
uygun sOzcukleri ve yapilari bulup kullanabilir. Konusma sirasinda dinleyenin taninip
taninmamasina, yasina ya da statiisiine; iletisimin gegtigi baglamin formal ya da informal
olmasina; konugmacinin amacina gore uygun olan yapilar edimsel bilgi yoluyla elde edilir
ve kullanilir. Cocuklarin edimsel bilgisi konusmalarini dogrudan etkiler.

Alan yazin incelendiginde okul 6ncesi donem cocuklarinin konugma 6zelliklerini
genis agidan inceleyen calismalara pek rastlanmamistir. Ancak, ¢ocuklarin genel dil
becerilerini ya da dildeki belli bir noktayr inceleyen kimi ¢alismalar bulunmaktadir.
Sozgelimi Tural (1977) 4-6 yas araligindaki g¢ocuklarin sozciik dagarciginin gesitli
degiskenlere gore farklilik gosterip gdstermedigini inceleyen bir ¢alisma yapmustir. Anlar
(1983), Denver Gelisimsel Tarama Testini kullanarak 6 yasina kadar olan g¢ocuklarin dil
gelisimini cinsiyet ve ebeveyn egitim diizeyi agisindan ele alirken Erkan (1990) 4-5 yas
cocuklarinin kullandig1 dilsel yapilar1 incelemis, sozciik sayisi ve tiiriinii odaga alan bir
calisma yapmistir. Oztiirk (1995), Peabody Resim Kelime Testi ve Liigatce Dil Testini
kullanarak gocuklarin alic1 ve ifade edici dil gelisimlerini incelemis, Taner (2003) yine
Peabody Resim Kelime Testiyle ¢cocuklarin dil gelisimlerini cinsiyete gore arastirmustir.
Bunun yaninda Kocak ve Dereli (2005) 4-6 yas arasindaki ¢ocuklarin ifade edici dil
diizeylerini arastirmis ve Ipek (2006) yine aym testle ¢ocuklarm sozciik dagarcigini
incelemistir. Bu ¢aligmalarin bir¢ogunda sozciigii odaga alan Peabody Resim Kelime Testi
kullanildig1r i¢in ¢alismalarin konusma becerisi bakimindan tek boyutlu oldugu
gorulmektedir. Tiirkcede ¢ocuklarin konusma becerilerini daha genis agidan inceleyen
arastirmalara gereksinim oldugu diistiniilmektedir. Bu anlayisla bu aragtirmada asagidaki
sorulara yanit aranmistir:
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1. Cocuklarin konugma becerileri sdyleyis, akicilik, icerik ve dil kullanimi alt
boyutlarinda nasil bir goriiniim sergilemektedir?

2. Cocuklarin konugma sirasinda sergiledikleri sOyleyis becerisi diizeyi akiciliklarin
ne duzeyde yordamaktadir?

3. Cocuklarin konusma sirasinda sergiledikleri akicilik diizeyi dil yetkinligi ve igerik
boyutunu ne diizeyde yordamaktadir?

4. Cocuklarin konusma beceri diizeyi cinsiyete gore farklilagmakta midir?

5. Cocuklarin konusma beceri diizeyi yasa gore farklilasmakta midir?

Yontem

Veriler toplanmadan 6nce 01.03.2021 tarihinde Sosyal ve Beseri Bilimler Bilimsel
Arastirma ve Yaym Etik Kurulu'ndan 75 numarali izin alimmistir. Cocuklarin
konusmalarinda goriilen o6zellikleri ana cizgileriyle belirlemeyi amacglayan bu aragtirma
iligkisel tarama modelinde bir calismadir. Tarama modelindeki arastirmalarda ge¢miste ya
da suan var olan bir durum oldugu bi¢imiyle betimlenir (Karasar, 2000).

Katilimcilar

Aragtirmanin katilimcilarint Antalya il merkezinde 60-72 ay araliginda toplam 60
okul 6ncesi ¢ocugu olusturmaktadir. Katilimcilar olasiliksiz 6rnekleme tiirlerinden biri
olan uygun ornekleme (convenience sampling) yontemi kullanilarak olusturulmustur.
Uygun ornekleme yonteminde ihtiya¢ duyulan biiytikliikteki bir gruba ulasilana kadar en
ulasilabilir olan yanitlayicilardan baslamak {izere 6rneklem olusturulur ya da en ulasilabilir

ve maksimum tasarruf saglayacak bir durum, ornek {izerinde ¢alisihir (Biyiikoztirk vd.
2008).

%46.7’s1 (n=28) erkek, %53.3’si (n=32) kiz ¢cocuktan olusan katilimcilarin %65.0’1
(n=39) 60-66 aylik iken %35.0’i (n=21) 67-72 aylik arasindadir. Katilimcilarin yas olarak
60-72 ay (5 yas) araligindan sec¢ilmesinin nedeni konugma becerilerine yonelik belli bir
diizeye erismis olduklarinin diigiiniilmesidir. Alanyazinda ¢ocuklarin ii¢ yas dolaylarinda
dil dizgesini 6grendikleri belirtilir (Lust, 2006; O‘Grady, 2008). 4-5 yasa ulasan gocuk
edindigi dil dizgesiyle belli baglamlarda iletisim kurmaya baglar. S6zciik dagarciklari
geligsir ve daha karmasik nitelikli s6zdizimsel yapilar1 kullanmaya caligirlar. 60-72 ay
araligindaki katilimcilarin 60-66 ve 67-72 olarak iki ayr1 grupta ele alinmasinin nedeni ise
okul 6ncesi donemde ¢ocuklarin dil gelisiminin insan yasaminda hi¢ olmadig1 kadar hizli
olmasidir (Hoff, 2009; Kirjavainen vd., 2009).

Katilimcilarin  demografik 6zelliklerine yonelik bilgiler asagida Tablo 1’de
sunulmustur.

Tablo 1. Katilimcilara Iliskin Demografik Bilgiler

Kisi say1si %
Cinsiyet Erkek 28 46.7
Kiz 32 53.3
Toplam 60 100.0

Yas (ay) 60-66 39 65.0
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67-72 21 35.0
Toplam 60 100.0

Veri toplama araci

Arastirmanin verilerinin toplanmasinda katilimci ¢ocuklarin demografik bilgilerini
edinmek iizere arastirmaci tarafindan olusturulan Kisisel Bilgi Formu kullanilmistir.
Arastirmada kullanilan ikinci arag Bozkurt ve Arica-Akkok (2019) tarafindan gelistirilen
Konusma Becerisi Degerlendirme Olgegi (KBDO)’dir. Bu &lgek belli bir konusucunun
zayif ve giiclii oldugu alanlarin belirlenmesine olanak saglayacak bigimde tasarlanmuistir.
Soyleyis, akicilik, dil yetkinligi ve etkilesim/sunum boyutlarindan olusan 6l¢ekte her bir
boyut ayr1 ayr1 kullanilabilecek niteliktedir. Olgekte yer alan boyutlarin ilk iicii dereceli
puanlama anahtari yapisinda tasarlanmisken etkilesim/sunum boyutu istatistiksel stregler
nedeniyle dereceli gozlem formu olarak olusturulmustur. Olgekteki maddeler zayif,
gelistirilebilir, yeterli ve yetkin terimleriyle derecelendirilmistir. Maddelerin KGi
hesaplamasi uzman goriislerine bagvurularak yapilmis; sdyleyis, akicilik ve dil yetkinligi
boyutunda yer alan maddelerin tiimiiniin KGI hesaplamasi 1.0 olarak belirlenmistir.
Etkilesim/sunum boyutundaki maddelere bakildiginda ise yalnizca iki maddenin KGi
hesaplamasinin 0.8 degerinde, diger maddelerin ise 1.0 degerinde oldugu goriilmektedir.
Dolayisiyla bu 6l¢ek konusma becerisini degerlendirmede giivenilirligi yiiksek bir 6lgektir.
Bu arastirmada Olgegin yalnizca sdyleyis, akicilik ve dil yetkinligi-igerik boyutlar
kullanilmistir.

Verilerin toplanmasi ve ¢6ziimlenmesi

Veriler toplanmadan 6nce 01.03.2021 tarihinde Sosyal ve Beseri Bilimler Bilimsel
Arastirma ve Yayin Etigi Kurulu tarafindan 75 sayili Etik Kurul izni alinmastir.
Arastirmaya katilan ¢ocuk katilimcilarinin konusma becerisini degerlendirmek i¢in onlara
kisa bir cizgi film izletilmis ve bu filmde gordiiklerini anlatmalar1 istenmistir. Alinan
izinlere dayanarak ¢ocuklarin anlatimlarinin ses ve goriintii kayd: alinmistir. Kayitlar iki
uzman tarafindan  Konusma  Becerisi  Degerlendirme  Olgegi  kullanilarak
degerlendirilmistir. Degerlendirmeler sonucunda uzmanlar arasindaki uyusum yiizdesine
bakilmis ve yapilan hesaplama sonucunda uyusumun .91 degerinde oldugu belirlenmistir.

Katilimcilarindan toplanan veriler tek oturumda elde edilmistir. Konusmalar
Olgekteki maddeler acisindan degerlendirilerek puanlanmig ve puanlar istatistik
programina aktarilmistir. Istatistik programinda kullanilacak teknikler arastirma
sorularinin niteligine gore belirlenmistir. Analizler yapilmadan 6nce verilerin dagilimina
bakilmistir. Bunun icin katilimcilarin 6lgegin alt boyutlarindan aldiklar1 toplam puan
hesaplanmis, daha sonra bu puanlarin dagilimina iliskin Skewness ve Kurtosis degerleri ile
merkezi egilim Olciilerine ve Shapiro Wilk testinin sonucuna bakilmistir. Skewness ve
Kurtosis degerlerinin +1.5 ile -1.5 arasinda oldugu goriilmis ve dagilim normal kabul
edilmigtir (Tabachnick & Fidell, 2013). Shapiro Wilk testinde ise p>.05 esitsizligi
saglanmistir. Bu sonu¢ da dagilimin normal oldugunu gostermistir. Sonug¢ olarak
KBDO’den elde edilen puanlarin normal bir dagilima sahip oldugu tespit edilmistir. Bu
sebeple KBDO’den alinan puanlarin cinsiyete ve yasa gore farkliligia yonelik analizlerde
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Bagimsiz Gruplar I¢in T Testi uygulanmistir. KBDO Séyleyis alt boyutunun Akicilik alt
boyutunu yordama diizeyi ile KBDO Akicilik alt boyutunun dil yetkinligi ve igerik alt
boyutunu yordama diizeyinin belirlenmesinde ise basit dogrusal regresyon analizinden
faydalanilmistir.

Bulgular

Arastirmanin ilk sorusunda c¢ocuklarin konusma beceri diizeylerinin soyleyis,

akicilik, dil yetkinligi ve igerik alt boyutlarinda ne diizeyde oldugunu belirlemek
amaglanmistir. Bunun i¢in yapilan analizin sonuglart Tablo 2’de gosterilmistir.

Tablo 2. Konusma Becerisi Derecelendirme Olgegi Soyleyis, Akicilik ve Dil Yetkinligi-icerik Alt
Boyutlarindan Alinan Puanlarin Ortalamalari

Dil Yetkinligi-icerik Alt

Boyutu

(tmcesel/metin

sel)

anlamsal baglari, yetkin diizeyde kurabilme: Gonderim,
degistirim ve eksiltmelerin a¢ik olmasi. Baglag kullaniminin
¢esitli olmasi. Yinelemeleri ve cagrisimsal sozciik iligkilerini

etkili bir bicimde kullanabilme

Boyutlar Maddeler X SS
Solunum/Durug  1.Konusma sirasinda solunum denetimini saglayabilme 1.58 .530
2.Konusmay1 dogru durus (postiir) i¢inde siirdiirebilme 1.68 537
E Bogumlama 3.Konusma seslerini dogru bir bi¢imde ve tam olarak 2.37 .843
E ¢ikarabilme
ﬁ Ses Siddeti 4. Konusmayi isitilebilir bir sesle siirdiirebilme 2.92 .696
'g Burtinsel 5.Vurgu, ton, ezgi gibi anlam1 etkileyen biiriin 6zelliklerini 2.00 611
:é‘ Ozellikler etkili bir bicimde kullanabilme
Olcunlalik 6.Konusmasini, 6l¢iinlii dili kullanarak, genis diizgt 3.02 291
olanaklari iginde siirdiirebilme
Soyleyis Alt Boyut Geneli 2.26 333
Duraksama 7.Konusmasinda nadiren goriilen duraksamalarin kabul 2.38 .691
(Dolgu sesler edilebilir siirenin altinda olmasi: Konusmanin bir biitlin
- veya sOzclikler)  olarak algilanabilmesi ve akici bir bigimde ilerlemesi
E Yineleme 8.Konugmasinda sozciik ve tiimce yinelemelerinden 2.37 .663
‘:E kaginmasi: Konugmanin akici bir bigimde ilerlemesi
E Konusma 9.Konusmasini olagan hizda (ne hizli ne yavas) 2.27 578
EE» Hizi/Anlagilirlik  surdurebilme: Konugmasinin biitiinliigiinii koruyabilme ve
< seyircinin dikkatini toplayabilme
Dogallik ve 10.Konusmay1 dogal ve canli (tekdiizelikten uzak) 1.77 .621
Canlilik stirdiirebilme; bdylece konugmanin akicilik kazanmasi
Akicibik Alt Boyut Geneli 2.19 414
Sozcuksel 11.Konusma amacina uygun bir bigimde sozciikleri ve 2.47 .566
Secimler s@zciik 6beklerini etkili bir bicimde kullanabilme
Baglasiklik 12.Konugmasinda ardisik tiimceler arasindaki mantiksal- 1.92 591
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Tutarlilik 13.Konusmasinin bilyiik anlamsal birimleri arasindaki 1.43 533
(metinsel) mantiksal-anlamsal tutarliligin yetkin diizeyde olmast:
Konusmay1, sapmalardan kaginarak, amaca uygun bir

bicimde siirdlrebilme

Ust metinsel ve  14.Konusmasinin konusma amacinin gerektirdigi {ist 1.25 437
sOylemsel metinsel ve sdylemsel yapiya sahip olmasi: Beklenen sdylem
diizenleme kaliplarini ve tist metinsel yonlendiricileri etkili bir bicimde

kullanabilme

Dil Yetkinligi-icerik Alt Boyut Geneli 1.76 .387

Tablo 2’de goriildiigli gibi katilimci cocuklar sdyleyis alt boyutunda 2.26
ortalamaya, akicilik alt boyutunda 2.19 ortalamaya ve dil yetkinligi-i¢erik alt boyutunda
1.76 ortalamaya erismislerdir. Konusma Becerisi Degerlendirme Olgegi’nde yer alan
maddelerden en az 1 ve en fazla 4 puan alindig1 disiiniildiigiinde soyleyis ve akicilik
boyutlarinda ¢ocuklarin ortanin ¢ok az istiinde, ancak dil yetkinligi-igerik boyutunda
ortanin biraz altinda bir diizeyde olduklar1 sdylenebilir. Bunun yaninda madde bazinda
cocuklarin diizeyleri yukaridaki tabloya yansitilmistir.

Aragtirmanin  ikinci sorusunda ¢ocuklarin sdyleyis becerisi diizeylerinin
akiciliklarim1 ne oranda yordadigini belirlemek amaglanmistir. Bu noktaya yonelik
uygulanan regresyon analizinin sonuglari Tablo 3’te gosterilmistir.

Tablo 3. Konusma Becerisi Derecelendirme Olgegi Soyleyis Alt Boyutunun Akicilik Alt
Boyutunu Yordama Diizeyine Iliskin Basit Dogrusal Regresyon Analizi Sonucu

Akicilik B Sh B t p
Sabit .815 324 2.513 .015
Soyleyis 611 142 492 4.302 000

n=60, R=.49, R?=.24, F=18.50, p<0.01

Yapilan basit dogrusal regresyon analizinin sonucuna goére konusma becerisi
derecelendirme 6l¢eginin alt boyutlarindan séyleyis alt boyutuna iliskin beceri diizeyinin
akicilik alt boyutuna iliskin beceri dilizeyini anlamli ve pozitif bicimde yordadigi
goriilmiistiir (R=.49, R?=.24, F=18.50, p<0.01). Tabloya gére séyleyis alt boyutuna iliskin
beceri duzeyi akicilik alt boyutuna iliskin beceri diizeyindeki toplam varyansin %24’ tinii
aciklamaktadir.

Aragtirmanin {iglincii sorusunda c¢ocuklarin akicilik diizeylerinin dil yetkinligi ve
icerik diizeylerini ne oranda yordadigini belirlemek amacglanmistir. Bunun i¢in uygulanan
regresyon analizinin sonuglar1 Tablo 4’te sunulmustur.

Tablo 4. Konusma Becerisi Derecelendirme Olgegi Akicilik Alt Boyutunun Dil Yetkinligi ve
Igerik Alt Boyutunu Yordama Diizeyine Iliskin Basit Dogrusal Regresyon Analizi Sonucu

Dil Yetkinligi ve Icerik B Sh B t p
Sabit .631 .228 2.763 .008
Akicilik 517 102 553 5.057 .000

n=60, R=.55, R?=.30, F=25.57, p<0.01
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Yapilan basit dogrusal regresyon analizinin sonucuna gfre konusma becerisi
derecelendirme OGl¢eginin alt boyutlarindan akicilik alt boyutuna iliskin beceri diizeyinin
dil yetkinligi ve icerik alt boyutuna iliskin beceri diizeyini anlamli ve pozitif bigimde
yordadig1 goriilmiistiir (R=.55, R?=.30, F=25.57, p<0.01). Tabloya gére akicilik alt
boyutuna iliskin beceri diizeyi dil yetkinligi ve icerik alt boyutuna iligkin beceri
diizeyindeki toplam varyansin %30’unu agiklamaktadir.

Arastirmanin dordiincii sorusunda ¢ocuklarin konusma diizeylerinin cinsiyete gore
farklilagip farklilagsmadigini belirlemek amaglanmistir. Bu noktaya yonelik uygulanan t
testi sonucu Tablo 5°te verilmistir.

Tablo 5. Konusma Becerisi Derecelendirme Olgegi’nden Alinan Puanlarin Cinsiyete Gore
Farkliligina Yonelik T Testi Sonucu

Cinsiyet N Ort. SS t p
Soyleyis Alt Boyutu Erkek 28 2.1548 .37386 -2.399 .020
Kiz 32 2.3542 .26690
Akicilik Alt Boyutu Erkek 28 2.0893 43148 -1.903 .062
Kiz 32 2.2891 .38158
Dil Yetkinligi ve Icerik Erkek 28 1.6964 .33580 -1.322 191
Alt Boyutu Kiz 32 1.8281 42330

Konusma Becerisi Derecelendirme Olgegi'nden alman puanlarin cinsiyete gore
farkliligina yonelik yapilan t testinin sonucuna gore sOyleyis diizeyleri cinsiyete gore
anlamli bir farklilik géstermektedir. Soyleyis alt boyutunda kiz ¢ocuklarin beceri diizeyleri
(x=2.35) erkek ¢ocuklarin beceri diizeylerinden (X=2.15) anlamli bi¢imde yiiksektir (t=-
2.399; p<0.05).

Arastirmanin son sorusunda ¢ocuklarin konusma diizeylerinin yasa gore farklilasip
farklilasgmadigini saptamak amaglanmistir. Bununla ilgili gergeklestirilen t testi sonucu
Tablo 6’da verilmistir.

Tablo 6. Konusma Becerisi Derecelendirme Olgegi Alt Boyutlarindan Alinan Puanlarin Yasa Gore
Farkliligina Yonelik T Testi Sonucu

Yas (Ay) N Ort. SS t p
Soyleyis Alt Boyutu 60-66 aylik 39 2.2692 .33028 .255 .800
67-72 aylik 21 2.2460 .34809
Akicilik Alt Boyutu 60-66 aylik 39 2.1667 .39874 -.740 462
67-72 aylhik 21 2.2500 44721
Dil Yetkinligi ve Icerik Alt 60-66 aylik 39 1.7372 .38022 -.801 426
Boyutu 67-72 aylik 21 1.8214 40422

Konusma Becerisi Derecelendirme Olgegi’nden alman puanlarin yasa gore
farkliligina yonelik yapilan t testinin sonucuna gore soyleyis (t=.255, p>0.05), akicilik (t=-
.740, p>0.05) ve dil yetkinligi ve igerik (t=-.801, p>0.05) diizeyleri yasa gore anlaml1 bir
farklilik gostermemektedir.
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Sonuc¢ ve Tartisma

Konusma, dil ediniminin son derece dnemli bir boyutudur. Bir yandan dinleme
yoluyla edinilen dil dizgesinin durumunu yansitirken diger yaniyla bilissel ve fiziksel
bilesenlerin etkilesimsel olarak ve baglamla uyumlu bicimde kullanimini1 yansitir.
Konugma sirasinda bireylerin birgok fiziksel ve biligsel islemi ayni anda yiiriittiiglini
gosteren degisik modeller vardir (Bock & Levelt, 1994; Dell, 1986; Levelt, 1989).
Cocuklar dil edinimi ve gelisimi siirecinde bu gerekliligi yerine getirme becerisini kazanir.
Konugurken solunum, sesletim, tiimce ve metin iiretimi gibi bircok edimi ayni anda
gerceklestirirler. Bu noktada okuldncesi donemde goézlenen gelisimin onemli bir etkisi
vardir. Cilinkii ¢ocuklarin dogal bir konusucu durumuna gelmesi hizli gergeklesen bir
slirectir, ancak yetkin bir konusucu olmasi ¢ok daha uzun zaman alir (Berman, 2004). Bu
gelisimin temelleri 0-6 yas donemini kapsayan okul 6ncesi donemde atilir.

Aragtirmadan elde edilen bulgular, 60-72 aylik ¢ocuklarin konugsma becerisi
bakimindan heniiz yetkin bir durumda olmadigini ortaya koymustur. Ornegin sdyleyis
ozellikleri bakimindan yaklasik orta diizeyde olduklari, solunumla ilgili gerekliliklerde
oldukca yetersiz bir gérunim sergiledikleri ve 6l¢lnlilik noktasinda ise ¢ok daha iyi
durumda olduklar1 bulgulanmustir. Olgiinliiliikle ilgili sonucun katilimcr gruba 6zgii oldugu
diistintilmektedir. Solunuma iliskin bulgular ise alanyazinda yer alan bilgilerle tutarlilik
gostermektedir. Konugmanin dayanagi olan ses sisteminin 6nemli bir bileseni solunum
aygitidir (Topbas, 2010). Konusmada solunumu dogru kullanabilmek fiziksel nitelikli 6zel
bir beceridir. Bu aragtirmanin katilimcilari konusma sirasinda dogru solunum denetimi
yapamadigt; bu nedenle de ses iiretimi, vurgu ve akicilik agisindan birtakim sorunlarla
karsilastiklar1 goriilmiistiir. Katilimcilarin 5 yas dolaylarinda oldugu disiiniiliirse bu
sonucun normal oldugu sdylenebilir. Erdem (2013) yetigkinlerin c¢ikardigi sesleri
cocuklarin 6-7 yas dolaylarinda ¢ikarabildigini belirtir. Seslerde gorilen solunumla da
iliskili olan artikiilasyon bozukluklari niteligindeki sorunlar 4-5 yaglarinda azalir ve
zamanla kaybolur (Diken, 2010). Bu arastirmanin katilimcilari da bir¢ok sesi dogru
bigimde tiiretebilirken yalnizca belli seslerde sorun yasamaktadir.

Katilimeilarin konugmalarinda goriilen akicilik da benzer bigimde orta diizeydedir.
Sozcik yinelemeleri, uzatmalar ya da engellemeler bigiminde beliren akicilik sorunlari
konusmanin dogal akisi ya da ritminde goriilen sorunlardir (Kuru, 2013). Konusma
becerisinin anlasilabilirlik, sozciik bilgisi, dilbilgisi ve akicilik bilesenlerinden olustugu
dikkate alindiginda (Ertiirk, 2006) bu etmenin yeterliliginin dinleyen agisindan onemli
oldugu kolayca anlasilir. Katilimeilarin akicilik diizeylerinin en olumsuz oldugu boyut
dogallik ve canlilikla iliskiliyken en 1yi durumda oldugu boyut duraksamalarla ilgilidir.
Cocuklarda duraksama fazlaca olsa da anlamay1 etkilememistir. Buna karsin konusmanin
dogalligi ve canliligr akicilik diizeyinden dolay1 onemli olglide yetersiz bulunmustur.
Akicilik, bir konusmacinin iletisim sirasinda dogal bigimde iirettigi ve siirdiirdiigi dil
olarak tanimlanir (Richards, 2006). Uretilen dilin siirekliliginin bozulmas1 akicilig1 etkiler.
Cocuklardaki akicilik sorunlarinin birgok farkli nedenden kaynaklanabilecegini gosteren
caligmalar da vardir (Guitar, 2013). Ayrica kimi kaynaklarda akicilik sorununun yasa bagh
bir durum oldugu, yasi kiiclik olanlarin akicilig1 saglamada daha fazla gii¢liik yasadigini da
belirtir (Gordon & Luper, 1989). Bu arastirmadaki katilimeci ¢ocuklarin da yas grubu
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goriilen akicilik sorunlarmi kismen agiklamaktadir. Cocuklarin akicilikta sorun yasamasi
hem solunum gibi fiziksel 6gelerle hem de diisiince iiretimi gibi bilissel ogelerle iliskili
olabilir.

Cocuklar dil yetkinligi ve igerik boyutunda en diisiik basariy1 gostermistir. Sézciik
secimi konusunda c¢ok fazla sorun yasamayan katilimci ¢ocuklar tutarlilik ve baglasiklik
iliskilerini kurmada yetersiz kalmiglardir. Metinsel niteliklerle ilgili olan baglasiklik art
arda siralanan sdzclk dbekleri ve tiimceler arasindaki iliskiyi yansitirken tutarlilik kavrami
metnin daha biiylik boliimleri arasindaki anlamsal-mantiksal bagmtilara karsilik gelir
(Kecik & Uzun-Subasi, 2003). Cocuklarin bu iligkileri 5 yas civarinda tam olarak
kurabilmesi guctir (Ozcan, 1993; Van Dam, 2010). Ancak yas ilerledikge metinsel yapiy1
olusturan bu iligkileri ¢ocuklar daha iyi kurmaya baslar (Lee vd., 2013; Saphiro, 1990).
Dolayisiyla cocuklar1 bu iligkilerin saglandigi dogru sozlii metin modelleriyle
karsilastirmak bu siireci hizlandirabilir.

Calismadan elde edilen bir diger 6nemli bulgu sdyleyis diizeyinin akicilik diizeyini
anlamli ol¢lide yordadigina yonelik bulgudur. Konugsmanin asamali yapisi diisiiniildiigiinde
sOyleyis edimlerinin yeterli Olclide gergeklestirilmesinin dogal bir akiciligi saglamasi
beklenir. Ciinkii konusma dilindeki islemleme hiyerarsik bir yapiya sahiptir (Davis &
Johnsrude, 2003) ve sOyleyis ozellikleri onun alt diizeyde bulunan niteliklerinden biridir.
Dolayisiyla ¢ocuklarin sdyleyis ozellikleri yetkinlestikge akicilik diizeyleri de artmaktadir.
Akiciligt belirleyen sosyal, dilbilimsel ve psikolojik olmak iizere bir¢ok farkli degisken
vardir (Segalowitz, 2010), ancak elde edilen bulgulara gére 5 yas grubu icin soyleyis
degiskeninin akicilik Ustlindeki belirleyicilik duzeyi oldukca yuksektir (%24). Bunun
nedeninin soyleyisin fiziksel nitelikli olmas1 ve ¢ocuklar agisindan diger degiskenlere gore
daha oncelikli olmasi olabilir. 5 yas diizeyindeki ¢ocuklar sosyal ve psikolojik boyutlarin
henuiz yeterince farkinda olmayabilir.

Akiciligin dil yetkinligi ve igerik boyutu istiindeki etkisi de ayni big¢imde
yuksektir. Elde edilen bulgulara gére konusmasinda akiciligi yetkin bi¢imde saglayan 5
yasindaki ¢cocuklar daha 1yi yapilanmis s6zlii metinler kurabilmektedir. Akici bir konusma,
dilsel islemlemenin yeterli bi¢cimde yapildiginin gostergesidir. Bu nedenle akicilik,
iletisimde bazi engellerin olusmasina neden olan gereksiz ya da dogal olmayan
duraklamalar olmadan hizli ve emin olarak dilin kulanim becerisi olarak tanimlanir
(Bailey, 2003; Byrne, 1986). Bu diizeye gelmis ¢ocuklar daha yetkin metinsel iligkiler
kurabilir. Bununla birlikte akicilik dilin sessel, sozdizimsel, anlamsal ve sdylemsel
ozelliklerini etkileyen yanlislarin olmadigi anlatim yapilarini kullanmay1 gerektirir (Byrne,
1986). Dolayistyla akiciligin ¢ocuklarin dil yetkinligini 6nemli oranda yordamasi beklenen
bir durumdur.

Arastirmaya katilan ¢ocuklarin konusma becerisi diizeylerine bakildiginda kizlarin
erkeklerden sdyleyis boyutunda daha iyi durumda olduklari, ancak akicilik ve dil yetkinligi
boyutlarinda kizlarla erkekler arasinda bir fark olmadigir bulgulanmistir. Dil gelisiminde
kizlarin erkeklerden daha hizli yol aldigin1 gdsteren bir¢ok arastirma vardir (Berk, 1997;
Bornstein & Haynes, 1998; Eriksson vd., 2012; Fenson vd., 1994). Bu g¢alismadan elde
edilen bulgu sozii edilen arastirmalarin bulgulariyla ortiismektedir. Kizlarla erkeklerin
sOyleyis boyutunda farkli olmalari, ancak diger boyutlarda aralarinda fark olmamasinin
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nedeni soOyleyisin akicilik ve dil yetkinligine oranla daha erken kazanilmasi olabilir.
Ozellikle dil yetkinligi konusunda her iki cinsiyetin de yetersiz olmasi bu noktadaki
gelisimin belli bir farkin anlagilmasina saglayacak diizeye gelmemis oldugunu
diisindiirmektedir.

Son olarak katilimer ¢ocuklarin konusma beceri diizeylerinin yaslarina gore belli
bir farklilik gostermedigi belirlenmistir. Bu c¢alismadaki katilimcilarin - konusma
becerisinde yaslarinin bir etkisi olup olmadigina bakmak i¢in aralarinda alt1 aylik fark olan
iki grup olusturulmustur. Tamami 60-72 aylik cocuklarin soyleyis, akicilik ve dil
yetkinligi-igerik bakimindan aralarinda bir fark olmamasi gruplar arasindaki farkin az
olmasina baglanabilir. Normal sartlarda okul 6ncesi donem dil gelisiminin hizli bigimde
yol aldig1 bir donem olarak kabul edilir (Hoff, 2009; Kirjavainen vd,. 2009). Ancak bu
caligmada ele alinan yas araliginin ve konusma dilinin belli niteliklerinin s6zkonusu farki
gormede yeterli olmadigi diisliniilmektedir.

Ozetle bu ¢alismadan elde edilen sonuglara gére bes yasindaki ¢ocuklarin Tirkceyi
anadili olarak edinme siirecinde konusma becerisi acisindan orta diizeyde olduklar
sOylenebilir. Soyleyis ve akicilik noktalarinda daha iyi bir durumda olan ¢ocuklar bazi
sesleri ¢ikarmakta yine de giiclik yasarken akicilik noktasinda da belli sorunlarla
karsilasmaktadirlar. Bunun yaninda dil yetkinligini saglama ve metinsel iliskileri kurma
noktasinda daha biiylik sorunlara sahiptirler. Elde edilen bulgular1 dogrulamak ve
cesitlendirmek amaciyla farkli veri tlirlerinin kullanildigi, daha genis yas araliklarina sahip
cocuklarin 6rneklem olarak belirlendigi ve konugma becerisinin diger boyutlarini dikkate
alan 6lgme araglarinin kullanildigi ¢alismalar yapilmasi dnerilmektedir.
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Introduction

Today, the scope of dramatic changes in the digital media is broadening its limits,
and this rapid evolution is beginning to affect lexicography including dictionary users and
publishers (Lew & De Schryver, 2014). The fact that dictionaries are increasingly being
proposed and accessed in digital format is clear. As part of these advances, conventional
printed dictionaries are now being replaced with digital dictionaries that use various
innovative tools on digital platforms. Thus, dictionary users can also benefit effectively
from the opportunities provided by digital dictionaries (Tan & Woods, 2008). On the other
hand, it is well known that although dictionaries have evolved considerably in terms of
content and format in recent years and subfields such as pedagogical lexicography have
emerged, they have found it difficult to meet higher-level information needs (Frankeberg-
Garcia, 2020). Because of this, there is an increasing need for databases, including detailed
annotated data, which can provide various characteristics with lexical and grammatical
filtering. In addition, this digital transformation ensures that dictionaries are accepted as a
widely used tool, unlike the publications accepted as authority (Lew & De Schryver,
2014). So, today's digital dictionaries being conceived as a lexical tool which provides
users with information on all lexical aspects of the language is thought to support this
view.

Along with studies on spoken languages, sign languages (henceforth SL) with
visual-spatial modality also greatly benefit from the rapidly developing technology.
Although SL dictionaries are one of the least-resourced language dictionaries (Prinsloo,
2012), certain modality-specific problems in the lexicography of SL have been rapidly
solved thanks to the digital transformation of recent years (see: Zwitserlood, 2010; Mckee
& Vale, 2017). Thus, multimedia SL dictionaries can serve both L1 and L2 sign language
users. As it is well known, SL dictionaries serve two objectives: (i) to describe the
language and protect and define the collected language data and (ii) to provide educational
language information to individuals who wish to learn a SL (Schermer, 2006). Despite its
significance in terms of language policy and education, there is no dictionary in which the
basic core vocabulary of many SLs studied by researchers is described (Fenlon, Cormier &
Schembri, 2015). Among the most significant factors for this are (i) the lack of a standard
and accepted notation systems specifically to SLs, (ii) corpus studies being limited and still
at the initial stage, and (iii) difficulties in the data collection and annotation.

Although look-up frequency studies for online dictionaries in spoken languages
such as English, German and Danish (see: Bergenholtz & Johnson, 2005; Verlinde &
Binon, 2010; Lew & Schryver, 2014; Koplening, Meyer & Miller-Spitzer, 2014; Muller-
Spitzer, Wolfer & Koplening, 2015; De Schryver, Wolfer & Lew, 2019;) have made great
progress in particular over the last 15 years, as far as is known, apart from the preliminary
research on the New Zealand Sign Language (NZSL) Dictionary (Vale, 2015; Vale, 2017)
there is no study on online sign language dictionaries carried out in this context in SL
literature. Furthermore, there is no comprehensive study in literature on the usability of SL
dictionaries (Kristoffersen & Troelsgard, 2012).
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Literature review

Web-based online dictionaries not only create a more efficient environment for
users, but also provides researchers with the opportunity to perform different types of
search on log files where dictionary users' requests are saved. A logfile for an online
dictionary is a machine-readable record automatically generated from the user's interaction
with the website-based dictionary. It should also be noted that as far as printed dictionaries
are concerned, electronic dictionaries are used more frequently and allow quicker access to
the required information. As far as internet technology is concerned, the user is not so
much the human trying to use the dictionary, but, in other words, the browser client that
the human being user applies to communicating with the server hosting the dictionary. By
examining the log files, it is possible to obtain important information about dictionary
searches of users such as language structures on which they concentrate more, and the
frequency of the searches performed (Tarp, 2009). In this way, log files provide complete
information on how users access the existing online dictionary, as well as their
contribution to the compilation of the dictionary. It also provides researchers with the
possibility to record the actual behaviors of users in their natural environment,
distinguishing it from other lexical methods (Miiller-Spitzer, Wolfer & Koplening, 2015).
However, the method is constrained because the scholar — as is the case for all observation
methods — does not control the stages of the research.

What information online dictionary users are looking for is mainly of interest for
lexicographers whose objective is generally to best meet their users' information needs.
Knowing what users of the dictionary are interested in when a new dictionary is compiled
is also critical. Following the functional perspective, this study examines the look-up
properties and frequencies of Turkish Sign Language Dictionary users using the log files
and compares these appearances with the objective lexical frequency list' of the Turkish
Sign Language corpus (Makaroglu, 2021). Similar to other studies in literature (see:
Koplening, Mayer & Miuller-Spitzer, 2014; Muller-Spitzer et al., 2015; De Schryver,
Wolfer & Lew, 2019), the main purpose of this research is to describe the relationship
between the TID Corpus frequency and the dictionary look-up and to create a user look-up
frequency list for potential new SL dictionaries. In the current study based on the log files
on the look-up behaviors in the "written form™ in the online The Contemporary Turkish
Sign Language Dictionary (Makaroglu & Dikyuva, 2017), (i) the relationship between the
corpus-based word frequency list and the dictionary look-up frequency list, (ii) the effect
of dictionary visits on the distribution of look-up patterns, and (iii) the power of the word
category within the frequency list are analyzed.

" The studies carried out so far on objective word frequency lists of SLs is limited to only a few sign
languages: the Swedish Sign Language word frequency list consists of 44,786 tokens collected from 42
signers (Borstell, Horberg & Ostling 2016); the British Sign Language word frequency list consists of 24,823
tokens collected from 249 signers (Fenlon, Schembri, Rentelis, Vinson & Cormier, 2014); the Australian
Sign Language word frequency list consists of 55,859 tokens collected from 109 signers (Johnston, 2012);
the New Zealand Sign Language word frequency list consists of 100,000 tokens collected from 80 signers
(Mckee & Kennedy, 2006) and the American Sign Language word frequency list consists of 4,111 tokens
collected from 27 signers (Morford & MacFarlane 2003).
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The log file is a text file independent of the current server, that is entered by the
web server the moment the user requests a source. In terms of lexicography, it is a type of
record that stores the interaction of online dictionary searches of users, that can be read in
digital environments and is created automatically. Log files for online dictionaries are
machine-readable and automatically records the relationship between the online web-based
dictionary and the user. By means of the linguistic information provided by these
systematically stored digital data, the habits of online dictionary users are determined, and
a guiding database is formed for new dictionaries to be created (Mayr, 2004). Moreover,
due to the large data provided, log files provide a wide area of research for online
behavioral studies of dictionary users (Nicholas et al., 1999). As mentioned above, in
terms of technology, the term "user™ is the browser client trying to communicate with the
server hosting the dictionary, rather than the person using the dictionary (De Schryver et
al., 2019). Therefore, interpreting the requests from each IP address as a single user can
result to misleading data, and a general search pattern regardless of the IP address will
provide more efficient results (see: Santos & Frankenberg-Garcia, 2007).

A comprehensive review of the relationship between dictionary searches and
corpus frequency in literature has been carried out by De Schryver, Joffe, Joffe and
Hillewaert (2006), and the findings show that the relationship between the corpus
frequency and dictionary search frequency is weak. For this reason, even the frequency
lists derived from natural language data are suggested to be a weak indicator in detecting
the search tendencies of dictionary users. On the other hand, there are adverse opinions in
literature, and in studies examining approximately 30 million dictionary searches in the
online Danish dictionary, it is seen that the frequency pattern obtained from the corpus
follows dictionary search lists significantly (Trap-Jensen, 2014; Trap-Jensen, Lorentzen &
Sarensen, 2014). Therefore, the preliminary data to be obtained in this study are of
considerable importance, particularly for subsequent comparative linguistic studies.

Methodology

The Contemporary Turkish Sign Language Dictionary

The Contemporary Turkish Sign Language Dictionary (Makaroglu & Dikyuva,
2017) was developed using the Turkish Sign Language Corpus obtained from 116 native
signers of TID from 26 different provinces. The corpus contains about 104 hours of digital
video recording in TID. Following Schembri, Fenlon, Rentelis, Reynolds & Cormier
(2013), to ensure the representation of the region in which deaf participants live, the
participants in the corpus study were chosen from those who have been lived or worked in
the region/city for 10 years or more. Moreover, individuals who were exposed to Turkish
Sign Language at an early age (between 0 and 5 years) were selected in pursuit of the idea
that the age of SL exposure in childhood can affect SL proficiency in their future (see:
Emmorey, 2002; Cormier, Schembri, Vinson & Orfanidou, 2012). Due to both financial
and methodological constraints, less than 30% of the corpus around 800,000
(approximately 240,000 sign tokens) has been annotated up until now (April 2021).

All the content of the dictionary developed in an online video environment is
presented in Turkish Sign Language. For this reason, it is designed in both languages,
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combining a mother tongue dictionary for the deaf and a translation dictionary for the
hearing users. When looking at online SL dictionaries in general, the average number of
lemmes is between 2000 and 5000 (Zwitserlood, 2010). In this regard, it is similar to other
SL dictionaries in literature in terms of number of lemmes. Because of the number being
most of the time more than ten thousand in spoken language dictionaries, it may be said
that SL dictionaries are limited in this context. In terms of display type, the video format is
seen as the most appropriate format for the nature of sign, in contrast to fixed images in
which the movement is represented by arrows or the written form of the phonological
realization of the movement.

This corpus-based dictionary consists of 2,000 words with the highest frequency in
the Turkish Sign Language Corpus and all the data in the dictionary were annotated by
deaf researchers using the ELAN annotation program (Sloetjes & Wittenburg, 2018). The
data were first coded as Turkish words, and then in step two of the statistical analysis, they
were annotated using the “triple sequential coding” system. As can be seen in figure (1), in
this triple coding, (i) at the first step, all words were encoded according to their frequency
number in the corpus, (ii) the second, each variable (ID-gloss) was numbered to define the
variables of the signs and (iii) at the last step, the meaning of the relevant sign was
determined from the context and each meaning was given a number (see: Makaroglu,
2019). Thus, the relationship between the frequency of ID-gloss and the meaning of each
sign acquires a statistically analyzable characteristic.

Figure 1. Coding Turkish Sign Language Dictionary data with “Triple Sequential Coding”
(Makaroglu, 2019)
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There are three types of videos in the Contemporary Turkish Sign Language
Dictionary such as ID-gloss, meanings and examples that total up to 11,428 videos, all
videos are prepared using different background colors for each type. In the dictionary
where the visual design is prepared entirely on the frequency, the lexical variables (ID-
glosses) and meanings on the query screen are listed according to their frequency
(Makaroglu, 2019). Thus, the content and organization of the dictionary were determined
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according to the linguistic usage of the native TiD signers living in different regions (see:
Figure 2).
Figure 2. The interface of Contemporary Turkish Sign Language Dictionary: DEAF

(http://tidsozluk.ailevecalisma.gov.tr)

1) Isitme duyusundan yoksun, isitmeyen kimse

Sagr, Isitme Engelli

Deaf, Hard hearing, Hard of hearing,
Hearing impaired

Ornek :

TRANSKRIPSIYON:  BiZ DOKTOR GITMEK COCUK IGIN KULAK MUAYENE FAZLA
BOS SAGIR YUZDE OLMAK

Ceviri: Isitme testi yap icin ¢ g doktora gétirdiagimizde
onun sagir oldugunu 6grendik.

As it is known, though there are many notation systems for SLs that have visual-
spatial modalities suggested in the literature (e.g., The Stokoe Notation, Signwriting and
the Hamburg Notation System—HamNoSys), the notation forms used remain in a
phonological structure and mostly convey physical forms of the sign. (see for more
information, Frishberg, Hoiting & Slobin, 2012). As a result of this restriction, particularly
in lexical and grammatical studies, signs in the vocabulary are often shown with the closest
semantic word referring to the spoken language in the same geography where sign
language is used. As a result, when SL learners want to look at the dictionary for the
meaning of a sign that they have encountered, it is important that they are able to complete
their request using the phonological parameters (handshape, movement, location,
orientation, nonmanual) of the sign (see: Brentari, 1998). In this context, the
Contemporary Turkish Sign Language Dictionary includes 3 different search engines for a
more effective access for users with different characteristics: (i) in the "word" search
engine, the desired words/signs are listed by the nearest equivalent/translation into Turkish
or English. (ii) a far as the "sign" search engine is concerned, the user can request the sign
using the characteristics of the handshape and the location? that are among the

2 According to the Prosodic Model (Brentari, 1998) handshape and location make up the core structure of
words in SLs.
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phonological parameters of the sign, (iii) in the "alphabetical™ search engine, the Turkish
and English equivalents of the word are enumerated in alphabetical order.

Queries made by dictionary users using three different search engines are stored in
different categories in log files. Since one of the main purposes of the current study is to
describe the relationship between the objective frequency list and the dictionary look-up
frequency, the research was limited to only the data of the Turkish "word" search engine.

Data collection and analysis

The Contemporary Turkish Sign Language Dictionary stores all searches done
using three different search engines into the log file. The data recorded in the Tab-
Separated Value (TSV) format contains information such as the IP address of the
requester, the time and date of the visit, and the word searched for. During the data
collection, all 36-month searches carried out between May 2017, when the dictionary was
published, and June 2020, were transferred to an Excel format and so the database
comprised of 1,972,904 words using the word search engine was created. One of the
greatest problems in analyzing raw log files is the use of typos and fonts for various
languages. Consequently, each inaccurate dictionary search is encoded as a new single
word and thus the number of single words increases unexpectedly. To resolve this
problem, all the dictionary look-up frequency was scrutinized according to the determined
criteria and necessary corrections were made (see: Example 1).

1) Raw Search Corrected Search  Type
Tasarim Tasarim Foreign characters
Temmux Temmuz Typing error
Geece Gece Extra letter
Hersy Her ey Missing letter
[lahiyat5 [lahiyat Adding an extra number
Kilo, Kilo Adding an extra punctuation
Kangrubu Kan grubu Incorrect ligatures
Kayin peder Kaympeder Incorrect separate spelling
Results

In lexicographic research, the main aim of the frequency analysis created using a
corpus is to identify the candidate lemma to be included in general use dictionaries (De
Schryver, 2013; Hanks, 2012). If the candidate lemma in the frequency list can exceed the
specified frequency limit, they may be included in the dictionary. Thus, words with more
frequent appearances are considered more important than words with less frequent
appearances. As seen in Table (1), when looking at the distribution of searches per 1
million visits, while there are 75,579 types in the total corpus, the top 5,000 types cover
nearly 90% of the total database. The results provided support previous studies as a small
number of types represent the large proportion of the corpus (see: Koplenig et al., 2014;
Miiller et al., 2015).

© 2021 JLERE, Journal of Language Education and Research, 7(1), 193-217



200 Erdem ONAL & Bahtiyar MAKAROGLU

Table 1. Distribution of TID Dictionary Searches per 1 Million Visits

Cat - .
(per 1 niitlel?gr:yvisi ts) The percentage of the dictionary log files

1 %0,4
2-10 %2,0
11-49 %6,1
50-500 %33,3
501-5000 %47,2
5000+ %10,8
Total %100

To better interpret the log files and analyze the gradual distribution more clearly, it
is often necessary to divide the frequency rates into categories (see: Koplenig et al., 2014).
In this sense, lookups which appear at least 50 times out of a million are defined as “very
frequently”, those between 25-49 are defined as “frequently,” those between 10-24 are
defined as “occasionally,” and those between 5-9 are defined as “rarely,” and those
between 2-4 are defined as “very rarely” (see: Table 2). While no specific classification
method has been followed, different classifications are observed in the various studies. For
example, Mdller et al., (2015) classified a view per visit into 1 million, "regularly"”; 2
views were classified as "frequently” and more than 11 views as "very frequently”. In the
current study, classification containing larger numbers was preferred due to the size of the
database and the appearance of the vocabulary of two languages with different modalities.
Table 2. The Proportion of Very Rarely, Rarely, Occasionally, Frequently and Very Frequently
Visited Entries and The Relationship to the Number of Dictionary Lookup Ranks

b

Rank Very Rarely Rarely Occasionally Frequently Very Frequently
(>2) (>5) (>10) (>25) (>50)
10 %100 %100 %100 %100 %100
100 %100 %100 %100 %100 %100
1000 %100 %100 %100 %100 %100
2000 %100 %100 %100 %100 %100
3000 %100 %100 %100 %100 %100
4000 %100 %100 %100 %100 %78,12
5000 %100 %100 %100 %88,16 %62,52
10000 %100 %100 %70,13 %44,08 %31,26
20000 %100 %52,06 %35,07 %22,04 %15,63
30000 %74,44 %34,71 %23,38 %14,69 %10,42
40000 955,83 %26,03 %17,53 %11,02 %7,82
50000 %44,66 %20,82 %14,03 %8,82 %6,25

As shown in Table (3), it is seen that the most frequent 2,000 words have more than
100 searches in the corpus, and the decrease across all categories is 10,000 to 20,000.
Considering that frequency-based dictionaries are typically based on top ranked 2,000
words, all the lexical units which have the appearance of "very frequently” may be seen in
this category. This analysis demonstrated that by digging deeper into the frequency list,
apparently more and more less popular items are also being looked up and the percentages
of the five classes gradually decline.
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Table 3. The Proportion of the Visited Entries in the Online TID Dictionary
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One of the interesting characteristics of human language is the systematic
distribution of the frequency of words. This mathematical aspect is commonly described as
Zipf's power law (Zipf, 1945/1949). There exists a systematic and reliable frequency
relation in the vocabulary of human languages and the distribution of word frequencies for
random generated texts is very similar to Zipf's law. This law states that the most frequent
word is about twice the frequency of the second order word, and it is about 3 times more
than the third most frequent word. Although the distribution of the objective frequency list
of the Turkish Sign Language Corpus roughly follows Zipf’s law (1st word 8398 tokens,
2nd word 5729 tokens, 3rd word 1494 tokens) (Makaroglu, 2021), it is noted that when the
word frequency of dictionary searches is examined in the log-log scale, as seen in table (4),
it does not clearly follow Zipf's law (1st word, “para” (money) 8696 tokens, 2nd word
“anne” (mother) 7381 tokens, 3rd word, “en” (most) 5136 tokens).

Table 4. Log-log Scale Distribution of Word Frequency in the Database Consisting of TiD
Dictionary Searches
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10
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Frequency ranks
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When considering the look-up frequency of the dictionary consisting of 1,972,904
tokens and 75,579 types, it should be noted that the resulting list of frequencies is similar
to the objective of the Turkish Sign Language frequency list (Makaroglu, 2021) in limited
aspects. However, there are so many points on which it differs from one another.
According to Makaroglu (2021), the top 100 words/ID-glosses with the highest frequency
on the frequency list account for 52.64% of the corpus. However, in this study, the top 100
entries visited in the dictionary cover only 14.84 of the dictionary look-up corpus. Also,
while the most frequent words in the objective frequency list are mostly functional words
such as pointing having a deictic and discursive function, it is clear that the content words
are at the top of the dictionary look-up frequency. Table (5) lists the first 20 words that
appear most frequently in dictionary look-ups (Appendix shows the top 300 entries).

Table 5. The Most Frequently Searched 20 Words in the Contemporary Turkish Sign Language
Dictionary (approximately 4.5% of the total searches)

. . Per 1000 Database Cum.
Rank Word (Turkish) Word (English) N (N) (%) (%)
1 Para Money 8696 441 0,44 0,44
2 Anne Mother 7381 3.74 0,37 0,81
3 En Most 5136 2.60 0,26 1,08
4 Merhaba Hello 5034 2.55 0,26 1,33
5 Baba Father 4744 2.40 0,24 1,57
6 Gin Day 4608 2.34 0,23 1,80
7 Ama But 4515 2.29 0,23 2,03
8 Istemek To want 4409 2.23 0,22 2,26
9 Her Every 4111 2.08 0,21 2,47
10 Var Have 4021 2.04 0,20 2,67
11 Aile Family 3930 1.99 0,20 2,87
12 Yapmak To do 3927 1.99 0,20 3,07
13 Ne What 3883 1.97 0,20 3,26
14 Olmak To be 3653 1.85 0,19 3,45
15 Bilmek To know 3651 1.85 0,19 3,63
16 Almak To take 3549 1.80 0,18 3,81
17 Okul School 3500 1.77 0,18 3,99
18 Nasilsin How are you 3469 1.76 0,18 4,17
19 Cok Many 3313 1.68 0,17 4,34
20 Cunku Because 3275 1.66 0,17 4,50
21 Renk Color 3205 1.62 0,16 4,66
22 Ogretmen Teacher 3201 1.62 0,16 4,83
23 Hep All 3174 1.61 0,16 4,99
24 Giinaydin Good morning 3137 1.59 0,16 5,15
25 Yok No 3105 1.57 0,16 5,30
26 Ve And 3080 1.56 0,16 5,46
27 Abla Sister (older) 3072 1.56 0,16 5,62
28 Etmek To make 2996 1.52 0,15 5,77
29 Amca Uncle 2991 1.52 0,15 5,92
30 Son Last 2980 151 0,15 6,07
31 Teyze Aunt 2938 1.49 0,15 6,22
32 Hig None 2890 1.46 0,15 6,36
33 Nasil How 2888 1.46 0,15 6,51
34 Ak White 2873 1.46 0,15 6,66
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35
36
37
38
39
40
41
42
43
44
45
46
47
48
49
50
51
52
53
54
55
56
57
58
59
60
61
62
63
64
65
66
67
68
69
70
71
72
73
74
75
76
77
78
79
80
81
82
83
84
85
86

Arkadas
Ben
Universite
Gelmek
Sevmek
Zaman
Dogru
Baglamak
Vermek
Anlamak
Kalmak
Iyi
Sonra
Ders
Neden
Onemli
Kim
Pazar
Bos
Ocak
Ile
Ay
Is
Caligmak
Gitmek
Uziilmek
Bulmak
Abi
Day1
Kadar
Aramak
Evet
Ogrenmek
Cocuk
Glizel
Sar1
Konusmak
Ogrenci
Yeni
Ask
Zor
Inanmak
Ev
Simdi
Kolay
Hasta
Eylul
Geri dénmek
Yas
Kardes
Akraba
Yarin

Friend
|
University
To come
To like
Time
Right
To start
To give
To understand
To stay
Good
After
Lesson
Why
Important
Who
Sunday
Empty
January
With
Month
Work
To work
Togo
To be sad
To find
Brother (older)
Uncle
To
To search
Yes
To learn
Child
Beautiful
Yellow
To talk
Student
New
Love
Difficult
To believe
House
Now
Easy
11l
September
To return
Age
Sibling
Relative
Tomorrow

2865
2818
2779
2775
2764
2764
2750
2673
2669
2666
2649
2627
2621
2615
2590
2590
2582
2578
2569
2551
2544
2505
2498
2496
2490
2489
2488
2486
2436
2435
2433
2423
2421
2408
2405
2395
2393
2392
2356
2355
2343
2342
2341
2332
2329
2323
2319
2318
2307
2300
2298
2298

1.45
1.43
1.41
1.41
1.40
1.40
1.39
1.35
1.35
1.35
1.34
1.33
1.33
1.33
131
1.31
1.31
131
1.30
1.29
1.29
1.27
1.27
1.27
1.26
1.26
1.26
1.26
1.23
1.23
1.23
1.23
1.23
1.22
1.22
1.21
1.21
1.21
1.19
1.19
1.19
1.19
1.19
1.18
1.18
1.18
1.18
1.17
1.17
1.17
1.16
1.16

0,15
0,14
0,14
0,14
0,14
0,14
0,14
0,14
0,14
0,14
0,13
0,13
0,13
0,13
0,13
0,13
0,13
0,13
0,13
0,13
0,13
0,13
0,13
0,13
0,13
0,13
0,13
0,13
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12

6,80
6,94
7,09
7,23
7,37
7,51
7,65
7,78
7,92
8,05
8,19
8,32
8,45
8,58
8,72
8,85
8,98
9,11
9,24
9,37
9,50
9,62
9,75
9,88
10,00
10,13
10,26
10,38
10,51
10,63
10,75
10,87
11,00
11,12
11,24
11,36
11,48
11,61
11,72
11,84
11,96
12,08
12,20
12,32
12,44
12,55
12,67
12,79
12,91
13,02
13,14
13,26
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87 Kag How much 2286 1.16 0,12 13,37
88 Yil Year 2283 1.16 0,12 13,49
89 Ayni Same 2279 1.16 0,12 13,60
90 Yanlis Wrong 2264 1.15 0,11 13,72
91 Cikmak To get out 2256 1.14 0,11 13,83
92 GoOrmek To see 2245 1.14 0,11 13,95
93 Erken Early 2239 1.13 0,11 14,06
94 Anlatmak To explain 2225 1.13 0,11 14,17
95 Bu This 2225 1.13 0,11 14,29
96 Gegmek To pass 2213 1.12 0,11 14,40
97 Bazen Sometimes 2212 1.12 0,11 14,51
98 Doktor Doctor 2210 1.12 0,11 14,62
99 Bugiin Today 2205 1.12 0,11 14,73
100 Mavi Blue 2204 1.12 0,11 14,84

Examining Table (5) it can be seen that 14 of the top 100 visited are functional
words (eg., but, because, | etc.). While 22 of the 100 most frequent words in the objective
Turkish Sign Language Frequency list are functional words (Makaroglu, 2021), 24 of the
100 most frequent words in the Turkish Frequency list (Aksan, Aksan, Mersinli &
Demirhan, 2016), 56 of the 100 most frequent words in the British National Corpus
(Leech, Rayson & Wilson 2001) and 24 of the 100 most frequent words in the Australian
Sign Language Frequency list (Johnston, 2012) are classified as functional words. This
distribution implies that morphological formation has a direct effect on the distribution of
the word categorization (i.e., functional or content) in the frequency lists of spoken and
sign languages. It is expected that Turkish, which is one of the most typical examples of
agglutinative languages (Goksel & Kerslake 2005), and SLs where morphological
categories are coded as simultaneous morphology (Aronoff, Meir & Sandler, 2005), are
expected to be distinctly different from English. In other words, because of modality-
specific aspects, SLs seem to favor simultaneous internal modification of signs, rather than
concatenation of morphemes. The most typical examples of this are classifying structures
and verb agreement, which often exhibit simultaneous formation rather than different
linguistic units.

As is well known, log-likelihood is widely used in corpus linguistics research to
test for significant difference in language databases of two different sizes (Rayson &
Garside, 2000). Likewise, in this study, the most common words/ID-glosses in both
databases were compared in terms of log-likelihood (LL) ratio, since the corpus consisting
of dictionary searches is approximately 19 times larger than the TID corpus (see: Table 6).
Based on the 6.63 LL ratio (p < 0.01), there are statistically great significant differences
between the 10 highest words found in both corpuses that share the highest ranks. This
suggests that the statistical distribution of the signs/words included in the frequency list of
native TID signers are distinctly different from the look-up frequency.
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Table 6. Comparison of the 10 Most Frequent Words Sharing the Highest Ranks in the Look-up
Frequency List and the Objective Frequency List in Terms of Log-likelihood Ratio

Dictionary Corpus TID Corpus
Rank Word (n =1.972.904) (n =103.087)
n n LL
1 Have 4021 1133 471820.59
2 Todo 3927 661 193263.42
3 What 3883 939 371882.59
4 To be 3653 1088 512107.81
5 To know 3651 1157 559856.88
6 Always 3174 258 21902.38
7 No 3105 1032 98514.44
8 Never 2890 455 168188.45
9 Friend 2865 328 76856.45
10 | 2818 8398 4690025.00

Comparing the distribution patterns of the frequency lists brings new findings,
particularly in terms of comparative studies. Look at Table (7)® which shows the first 20
words of the dictionary look-up frequency list and the objective frequency list (Makaroglu,
2021), it is clear that only five words have taken place in both lists and that these words
also have significant differences in terms of occurrence. For instance, while pointing (PT)
using as a function word (e.g., pronoun, location, etc.) in the core lexicon of SLs (Brentari
& Padden, 2001) is at the top of the objective TID frequency list, it is not included in the

look-up frequency list given.

Table 7. Frequency List of the Top 20 Words in the Two Corpora

Dictionary Corpus (n = 1.972.904)

TID Corpus (n = 103.087)

Rank
Word n % ID-gloss n %
1 Money 8696 0,44 PT:PRONOUN1 8398 8,1%
2 Mother 7381 0,37 PT:PRONOUN2/3 5729 5,6%
3 Most 5136 0,26 PT:LOCATION 1494 1,4%
4 Hello 5034 0,26 GO 1333 1,3%
5 Father 4744 0,24 TO KNOW 1157 1,1%
6 Day 4608 0,23 HAVE 1133 1,1%
7 But 4515 0,23 TO BE 1088 1,1%
8 To want 4409 0,22 NO 1032 1,0%
9 Every 4111 0,21 WHAT 939 0,9%
10 Have 4021 0,20 DEAF1/2 873 0,8%
11 Family 3930 0,20 TO UNDERSTAND 844 0,8%
12 To do 3927 0,20 TO LOOK 801 0,8%
13 What 3883 0,20 GOOD 783 0,8%
14 To be 3653 0,19 TO SAY 759 0,7%
15 To know 3651 0,19 SIGN 705 0,7%
16 To take 3549 0,18 YES1 687 0,7%
17 School 3500 0,18 TO GIVE 685 0,7%
18 How are you 3469 0,18 TO COME 677 0,7%

3 The areas in grey show the words that are found in both corpus lists
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19 Many 3313 0,17 TO DO1/2 661 0,6%
20 Because 3275 0,17 FOR 589 0,6%

When Table (8), which presents the highest 10 verbs in both frequency lists is
examined, it is observed that 5 words are included in the two lists. Considering that the
Turkish light verb "yapmak™ (to make) (see: Aksehirli, 2013) which does not have its exact
equivalent in TID, and the lexical sign "FINISH" (see: Karabiikli, 2016), which has the
aspect role in TID are included in the two distinct lists. In fact, it is clearly seen that many
of the overlapping verbs that have distinct functional roles in two lexicons. Besides, there
are substantial differences in the proportion of the verbs in the frequency lists. For
instance, while the word “to start”, which is ranked 10th in the dictionary look-up list in
terms of verb category, it is classified 42" on the entire frequency list. As for the verb
“FINISH” which is ranked 10th in the objective frequency list in terms of verb category but
it is ranked 25" in the full frequency list. This proportional difference shows that contrary
to the dictionary look-up list, words in the verb category are listed above in the objective
frequency list in TID.

Table 8. The Frequency of the Top 10 Verbs in Two Corpuses

Dictionary Look-up List (n = 1.972.904) Objective Frequency List (n = 103.087)
% % % %

Rank Verb Database Cum. Rank Verb Database  Cum.
1 8 To want 0.22% 0.22% 4 GO 1,29% 1,29%
2 12 To do 0.20% 0.42% 5 KNOW 1,12% 2,41%
3 14 To be 0.19% 0.61% 7 TO BE 1,06% 3,47%
4 15 To know 0.19% 0.80% 11 UNDERSTAND 0,82% 4,29%
5 16 To take 0.18% 0.98% 12 LOOK 0,78% 5,07%
6 28 To make 0.15% 1.13% 14 SAY 0,74% 5,81%
7 38 To come 0.14% 1.27% 17 GIVE 0,66% 6,47%
8 39 To like 0.14% 1.41% 18 COME 0,66% 7,13%
9 42 To start 0.14% 1.55% 19 DO1/2 0,64% 7,77%
10 43 To give 0.14% 1.69% 25 FINISH 0,47% 8,24%

When looking at Table (9), which presents the highest 10 nouns in two frequency
lists, is examined, it is observed that only 4 words are included in both lists. Though the
overlap of the words in the noun category in both lists is relatively less than the overlap in
the verb category, the place of the words in the 10th rank in the noun category in the full
frequency list appears to be more similar.

Table 9. The Frequency of the First 10 Words in the Noun Category in Both Corpuses

Dictionary Corpus (n = 1.972.904) TID Corpus (n = 103.087)

Rank Noun Dat(;/fjase % Cum. Rank Noun Dat(e)faase % Cum.
1 1 Money 0,44% 0,22% 10 DEAF1/2 0,85% 0,85%
2 2 Mother 0,37% 0,81% 15 SIGN 0,68% 1,53%
3 5 Father 0,24% 1,05% 21 FATHER 0,54% 2,07%
4 11 Family 0,20% 1,25% 31 MOTHER 0,43% 2,50%
5 17 School 0,18% 1,43% 32 FOOD 0,42% 2,92%
6 21 Colour 0,16% 1,59% 33 PERSON 0,42% 3,34%
7 22 Teacher 0,16% 1,75% 34 SCHOOL 0,41% 3,75%
8 27 Sister 0,16% 1,91% 35 NAME1/2 0,41% 4,16%
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9 29 Uncle 0,15% 2,06% 37 CAR 0,40% 4,56%
10 30 Last 0,14% 2,20% 39 MONEY 0,39% 4,95%

From a sociolinguistic perspective, there are expected to be certain differences in
cultural norms between the Deaf and the hearing society (see: Lucas, 2001). Because of
the modality of SL and the distinctive appearances of Deaf society, these characteristics
also have a place in the SL lexicon. In the study by Makaroglu (2021), it was suggested
that these cultural characteristics account for a large proportion in terms of objective
frequency in Turkish Sign Language: the sign DEAF 1/2 in the 10th rank represents 0.85 of
the corpus with 873 tokens, and the 15th sign SIGN has 705 tokens, as for the sign
INTERPRETER in the 99th rank makes up 0.15 of the corpus with 159 types. In this study
examining the dictionary look-up behavior, the word "deaf" in the 771st rank was found to
make up 0.032 of the corpus with 638 tokens, the word "hearing impaired™" in the 852nd
rank with 575 tokens which representing 0.29 of the corpus, the word "interpreter” at the
557th rank, with 849 tokens consisting of 0.043 of the corpus and the word "sign" in the
142nd rank made up 0.09 of the corpus with 1853 token appearances. The fact that
substantial differences in terms of the ratio of words related to Deaf Culture in both
frequency lists suggest that the Contemporary Turkish Sign Language Dictionary is used
more extensively by the hearing society.

Discussion

In recent years, extensive research on spoken languages has been carried out on the
behaviors and trends of users of the online dictionary (see: Frankenberg-Garcia, 2020; De
Schryver et al., 2019; Koplenig et al., 2014). The main objective of these studies is to
effectively determine the users' needs for the ideal dictionaries and learn about the user’s
profiles. For lexicographers, the most important contribution of examining the log files is
that they offer the opportunity to test whether users of the dictionaries they create are using
it efficiently. Hence, the newly prepared online dictionaries earned an interactive feature
that can be shaped according to the tendencies of the users, contrary to a distribution and
content envisaged only by the lexicographers. Under conventional methods, the
development of dictionaries has been mostly based on the intuitions of lexicographers.
While the dictionary user is in passive position, only the dictionary editor/researcher is in
active position. Thus, the meaning of influence is from the dictionary editor to the
dictionary use. However, the use of modern methods such as log files in the preparation of
the online dictionary ensures a bidirectional relation. On the other hand, examining the log
system files from another aspect provides scholars with a very limited method, and the
researcher has no control over the data collection process. So, it gives limited access on the
language profile and demographic characteristics of dictionary users®. Consequently, it is
important to be aware of the limits when analyzing a log file.

The findings of this study show that when the distribution of dictionary look-up per
million visits is taken as a reference, the first 5,000 types cover almost 90% of the entire

4 Website performance monitoring services such as Google Analytics provide demographic information such
as age and geography via IP and Google account.
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corpus, even though there are 75,579 types in the total corpus. Secondly, from a statistical
point of view, although descriptive statistical methods are useful for presenting the overall
distribution, they may have numerous problems, particularly in corpus frequency data.
(see: Baayen, 2008: 229). The most prominent of these is that the lexical units that appear
in very limited numbers in the frequency lists occupy a very large ratio in terms of
proportion of types. Similarly, in this study, 41,235 types were observed only once in the
dictionary look-up list. Although these queries cover only 2.09% of the tokens in the
dictionary look-up corpus, it accounts for 54.56% of the types. In terms of word
distribution, according to Makaroglu (2021), the top 100 words in the objective frequency
list make up 52.64% of the corpus, however, in the current study, the highest 100 words in
the online dictionary only constitute 14.84 of the look-up frequency list. This condition is
supposed to be that Turkish having a typically agglutinating morphology offers many word

Conclusion

As mentioned above, corpus-based objective word frequency lists provide a very
poor estimate for determining the characteristics of dictionary look-up behaviors (see: De
Schryver & Joffe, 2004; Verlinde & Binon, 2010). It is also assumed that the reason for
this difference may be due to the morphological structure of the sign in Turkish Sign
Language (which allows for a more simultaneous appearance) being different from
Turkish (which contains a more agglutinating morphology). On the other hand, the results
of the study show that online dictionary users do not look-up more frequently for high-
frequency words in the objective frequency list based on naturalistic data of the native TID
signers. Although a more detailed investigation is needed, since different groups of
dictionary users have different needs, important lexicographic questions cannot be
answered with log files alone. However, it would help researchers improve online
dictionaries.
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Appendix

. . Per 1000  Database Cum.

Rank Word (Turkish) Word (English) N (N) %) %)
1 Para Money 8696 441 0,44 0,44
2 Anne Mother 7381 3.74 0,37 0,81
3 En Most 5136 2.60 0,26 1,08
4 Merhaba Hello 5034 2.55 0,26 1,33
5 Baba Father 4744 2.40 0,24 1,57
6 Gun Day 4608 2.34 0,23 1,80
7 Ama But 4515 2.29 0,23 2,03
8 Istemek To want 4409 2.23 0,22 2,26
9 Her Every 4111 2.08 0,21 2,47
10 Var Have 4021 2.04 0,20 2,67
11 Aile Family 3930 1.99 0,20 2,87
12 Yapmak To do 3927 1.99 0,20 3,07
13 Ne What 3883 1.97 0,20 3,26
14 Olmak To be 3653 1.85 0,19 3,45
15 Bilmek To know 3651 1.85 0,19 3,63
16 Almak To take 3549 1.80 0,18 3,81
17 Okul School 3500 1.77 0,18 3,99
18 Nasilsin How are you 3469 1.76 0,18 4,17
19 Cok Many 3313 1.68 0,17 4,34
20 Cunku Because 3275 1.66 0,17 4,50
21 Renk Color 3205 1.62 0,16 4,66
22 Ogretmen Teacher 3201 1.62 0,16 4,83
23 Hep All 3174 1.61 0,16 4,99
24 Giinaydin Good morning 3137 1.59 0,16 5,15
25 Yok No 3105 1.57 0,16 5,30
26 Ve And 3080 1.56 0,16 5,46
27 Abla Sister (older) 3072 1.56 0,16 5,62
28 Etmek To make 2996 1.52 0,15 5,77
29 Amca Uncle 2991 1.52 0,15 5,92
30 Son Last 2980 1.51 0,15 6,07
31 Teyze Aunt 2938 1.49 0,15 6,22
32 Hig None 2890 1.46 0,15 6,36
33 Nasil How 2888 1.46 0,15 6,51
34 Ak White 2873 1.46 0,15 6,66
35 Arkadasg Friend 2865 1.45 0,15 6,80
36 Ben | 2818 1.43 0,14 6,94
37 Universite University 2779 1.41 0,14 7,09
38 Gelmek To come 2775 1.41 0,14 7,23
39 Sevmek To like 2764 1.40 0,14 7,37
40 Zaman Time 2764 1.40 0,14 7,51
41 Dogru Right 2750 1.39 0,14 7,65
42 Baslamak To start 2673 1.35 0,14 7,78
43 Vermek To give 2669 1.35 0,14 7,92
44 Anlamak To understand 2666 1.35 0,14 8,05
45 Kalmak To stay 2649 1.34 0,13 8,19
46 Iyi Good 2627 1.33 0,13 8,32
47 Sonra After 2621 1.33 0,13 8,45
48 Ders Lesson 2615 1.33 0,13 8,58
49 Neden Why 2590 1.31 0,13 8,72
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50
51
52
53
54
55
56
57
58
59
60
61
62
63
64
65
66
67
68
69
70
71
72
73
74
75
76
77
78
79
80
81
82
83
84
85
86
87
88
89
90
91
92
93
94
95
96
97
98
99
100
101

Onemli
Kim
Pazar
Bos
Ocak
Ile
Ay
Is
Caligsmak
Gitmek
Uziilmek
Bulmak
Abi
Day1
Kadar
Aramak
Evet
Ogrenmek
Cocuk
Giizel
Sar1
Konugmak
Ogrenci
Yeni
Ask
Zor
Inanmak
Ev
Simdi
Kolay
Hasta
Eylul
Geri dénmek
Yas
Kardes
Akraba
Yarin
Kag
Yil
Ayni
Yanlig
Cikmak
Gormek
Erken
Anlatmak
Bu
Gegmek
Bazen
Doktor
Bugiin
Mavi
Ozlemek

Important
Who
Sunday
Empty
January
With
Month
Work
To work
Togo
To be sad
To find
Brother (older)
Uncle
To
To search
Yes
To learn
Child
Beautiful
Yellow
To talk
Student
New
Love
Difficult
To believe
House
Now
Easy
11l
September
To return
Age
Sibling
Relative
Tomorrow
How much
Year
Same
Wrong
To get out
To see
Early
To explain
This
To pass
Sometimes
Doctor
Today
Blue
To miss

2590
2582
2578
2569
2551
2544
2505
2498
2496
2490
2489
2488
2486
2436
2435
2433
2423
2421
2408
2405
2395
2393
2392
2356
2355
2343
2342
2341
2332
2329
2323
2319
2318
2307
2300
2298
2298
2286
2283
2279
2264
2256
2245
2239
2225
2225
2213
2212
2210
2205
2204
2184

1.31
131
131
1.30
1.29
1.29
1.27
1.27
1.27
1.26
1.26
1.26
1.26
1.23
1.23
1.23
1.23
1.23
1.22
1.22
1.21
1.21
1.21
1.19
1.19
1.19
1.19
1.19
1.18
1.18
1.18
1.18
1.17
1.17
1.17
1.16
1.16
1.16
1.16
1.16
1.15
1.14
1.14
1.13
1.13
1.13
1.12
1.12
1.12
1.12
1.12
1.11

0,13
0,13
0,13
0,13
0,13
0,13
0,13
0,13
0,13
0,13
0,13
0,13
0,13
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,12
0,11
0,11
0,11
0,11
0,11
0,11
0,11
0,11
0,11
0,11
0,11
0,11

8,85

8,98

9,11

9,24

9,37

9,50

9,62

9,75

9,88

10,00
10,13
10,26
10,38
10,51
10,63
10,75
10,87
11,00
11,12
11,24
11,36
11,48
11,61
11,72
11,84
11,96
12,08
12,20
12,32
12,44
12,55
12,67
12,79
12,91
13,02
13,14
13,26
13,37
13,49
13,60
13,72
13,83
13,95
14,06
14,17
14,29
14,40
14,51
14,62
14,73
14,84
14,96
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102
103
104
105
106
107
108
109
110
111
112
113
114
115
116
117
118
119
120
121
122
123
124
125
126
127
128
129
130
131
132
133
134
135
136
137
138
139
140
141
142
143
144
145
146
147
148
149
150
151
152
153

Geng
Salh
Mart
Kitap
Yagamak
Sinav
Biz
insan
Kar
Banka
Mutlu
Begenmek
Daha
Yenge
Pazartesi
Ekim
Soylemek
Bakmak
Once
i1
Yalan
Okumak
Kot
Hala
EskKi
Yemek
Geg
Araba
Ogle
Gercek
Ankara
Farkli
Icin
Ara
Benzemek
Yakin
Kullanmak
Hatirlamak
Beklemek
Isaret
Sabah
Unutmak
Memleket
Yardim
Mayis
Haber
Kiz
Gibi
Hayat
Baska
Ad
Tatil

Young
Tuesday
March
Book
To live
Exam
Us
Human
Snow
Bank
Happy
To like
More
Aunt (Paternal)
Monday
October
To say
To look
Before
County
Lie
To read
Bad
Still
Old
Food
Late
Car
Afternoon
Real
Ankara
Different
For
Call
Look alike
Close
To use
To remember
To wait
Sign
Morning
To forget
Hometown
Help
May
News
Girl

Like (something)

Life
Other
Name

Holiday

2183
2174
2158
2147
2147
2143
2141
2116
2106
2096
2091
2081
2057
2055
2054
2044
2031
2018
2003
1999
1997
1974
1967
1961
1946
1938
1937
1917
1917
1905
1900
1894
1886
1885
1880
1878
1864
1862
1854
1853
1852
1850
1847
1844
1839
1826
1814
1800
1789
1779
1770
1748

1.11
1.10
1.09
1.09
1.09
1.09
1.09
1.07
1.07
1.06
1.06
1.05
1.04
1.04
1.04
1.04
1.03
1.02
1.02
1.01
1.01
1.00
1.00
0.99
0.99
0.98
0.98
0.97
0.97
0.97
0.96
0.96
0.96
0.96
0.95
0.95
0.94
0.94
0.94
0.94
0.94
0.94
0.94
0.93
0.93
0.93
0.92
0.91
0.91
0.90
0.90
0.89

0,11
0,11
0,11
0,11
0,11
0,11
0,11
0,11
0,11
0,11
0,11
0,11
0,10
0,10
0,10
0,10
0,10
0,10
0,10
0,10
0,10
0,10
0,10
0,10
0,10
0,10
0,10
0,10
0,10
0,10
0,10
0,10
0,10
0,10
0,10
0,10
0,09
0,09
0,09
0,09
0,09
0,09
0,09
0,09
0,09
0,09
0,09
0,09
0,09
0,09
0,09
0,09

15,07
15,18
15,29
15,39
15,50
15,61
15,72
15,83
15,93
16,04
16,15
16,25
16,36
16,46
16,56
16,67
16,77
16,87
16,98
17,08
17,18
17,28
17,38
17,48
17,58
17,67
17,77
17,87
17,97
18,06
18,16
18,26
18,35
18,45
18,54
18,64
18,73
18,83
18,92
19,01
19,11
19,20
19,29
19,39
19,48
19,57
19,67
19,76
19,85
19,94
20,03
20,12
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154
155
156
157
158
159
160
161
162
163
164
165
166
167
168
169
170
171
172
173
174
175
176
177
178
179
180
181
182
183
184
185
186
187
188
189
190
191
192
193
194
195
196
197
198
199
200
201
202
203
204
205

Yalniz
Gllmek
Subat
Diistinmek
Erkek
Televizyon
Aksam
Yesil
Dinya
Kizmak
Meyve
Dénmek
Hayal
Giines
Kasim
Istanbul
Tamam
Tarih
Saglik
Davranis
Tekrar
Din
Ozel
Uzun
Beraber
Uzak
Acik
Hizh
Hayir
Kurs
Aci
At
Sevygili
Bilgi
Nisan
Tanimak
Artik
Ag
Carsamba
Hangi
Spor
Elma
Yol
Kisi
Aralik
Nerede
Izlemek
Dede
Sinif
Tk
Hepsi
Hafta

Alone
Laugh
February
To think
Boy
Television
Evening
Green
World
To get angry
Fruit
Turn
Imagination
Sun
November
Istanbul
Okay
Date
Health
Behavior
Again
Yesterday
Private
Long
Together
Far
Open
Fast
No
Course
Pain
Horse
Boyfriend/ Girlfriend
Information
April
To know
No longer
Hungry
Wednesday
Which
Sport
Apple
Road
Person
December
Where
Watch
Grandad
Class
First
All of
Week

1740
1739
1731
1730
1725
1725
1709
1696
1693
1687
1687
1683
1682
1679
1663
1660
1659
1654
1632
1630
1629
1626
1625
1624
1621
1619
1613
1608
1602
1600
1597
1596
1594
1593
1591
1588
1586
1585
1584
1570
1570
1563
1562
1556
1554
1546
1541
1540
1533
1532
1529
1524

0.88
0.88
0.88
0.88
0.87
0.87
0.87
0.86
0.86
0.86
0.86
0.85
0.85
0.85
0.84
0.84
0.84
0.84
0.83
0.83
0.83
0.82
0.82
0.82
0.82
0.82
0.82
0.82
0.81
0.81
0.81
0.81
0.81
0.81
0.81
0.80
0.80
0.80
0.80
0.80
0.80
0.79
0.79
0.79
0.79
0.78
0.78
0.78
0.78
0.78
0.77
0.77

0,09
0,09
0,09
0,09
0,09
0,09
0,09
0,09
0,09
0,09
0,09
0,09
0,09
0,09
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08

20,20
20,29
20,38
20,47
20,56
20,64
20,73
20,82
20,90
20,99
21,07
21,16
21,24
21,33
21,41
21,50
21,58
21,66
21,75
21,83
21,91
21,99
22,08
22,16
22,24
22,32
22,41
22,49
22,57
22,65
22,73
22,81
22,89
22,97
23,05
23,13
23,21
23,29
23,37
23,45
23,53
23,61
23,69
23,77
23,85
23,93
24,01
24,08
24,16
24,24
24,32
24,39
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206
207
208
209
210
211
212
213
214
215
216
217
218
219
220
221
222
223
224
225
226
227
228
229
230
231
232
233
234
235
236
237
238
239
240
241
242
243
244
245
246
247
248
249
250
251
252
253
254
255
256
257

Mudur
Tam
Hemen
Agustos
Mor
El
Egitim
On
S6z
Siz
Mezun
Bitmek
Temiz
Sen
Saat
Tarkiye
Belki
Buyuk
Gezmek
Bir
Sehir
Ihtiyag
Sug
Birlikte
Heyecan
Hediye
Ayrilmak
Meslek
Kavga
Bulugmak
Polis
Temmuz
Diismek
Sey
Eniste
Beyaz
Ses
Selam
Kaybetmek
Es
Kismek
Ekmek
Yeter
Agr
Sikilmak
izin
Fazla
Vazgegmek
Alismak
Bebek
Haziran
Benim

Manager
Complete
Instantly
August
Purple
Hand
Education
Ten
Promise
You (plural)
Graduate
Finish
Clean
You
Hour
Turkey
Maybe
Big
To travel
One
City
Need
Crime
Together
Excitement
Gift
To break up
Career
Argument
To meet up
Police
July
To fall
Thingy
Aunt’s husband
White
Sound
Hi
To lose
Spouse
To be cross
Bread
Enough
Pain
Get bored
Permission
Too much
To give up
To get used to
Baby
June
Mine

1518
1516
1515
1513
1512
1504
1503
1498
1497
1495
1493
1489
1482
1481
1472
1472
1471
1470
1470
1467
1467
1463
1461
1456
1455
1454
1450
1450
1448
1445
1442
1439
1438
1437
1435
1432
1419
1413
1412
1410
1410
1405
1405
1401
1395
1394
1392
1389
1387
1375
1373
1370

0.77
0.77
0.77
0.77
0.77
0.76
0.76
0.76
0.76
0.76
0.76
0.75
0.75
0.75
0.75
0.75
0.75
0.75
0.75
0.74
0.74
0.74
0.74
0.74
0.74
0.74
0.73
0.73
0.73
0.73
0.73
0.73
0.73
0.73
0.73
0.73
0.72
0.72
0.72
0.71
0.71
0.71
0.71
0.71
0.71
0.71
0.71
0.70
0.70
0.70
0.70
0.69

0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07

24,47
24,55
24,63
24,70
24,78
24,85
24,93
25,01
25,08
25,16
25,23
25,31
25,38
25,46
25,53
25,61
25,68
25,76
25,83
25,91
25,98
26,06
26,13
26,20
26,28
26,35
26,42
26,50
26,57
26,64
26,72
26,79
26,86
26,94
27,01
27,08
27,15
21,22
27,30
27,37
27,44
27,51
27,58
27,65
21,72
27,79
27,86
27,94
28,01
28,08
28,14
28,21
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258
259
260
261
262
263
264
265
266
267
268
269
270
271
272
273
274
275
276
277
278
279
280
281
282
283
284
285
286
287
288
289
290
291
292
293
294
295
296
297
298
299
300

Oturmak
Oyun
Umut

Girmek
Merak
Agac

Ne zaman
Misafir
Ulke
Cuma
Omir

Glnduz
Olmaz
Bolim
Degil

Yaramaz

Ek
Isaret dili
Kalp

Sasirmak

Mevsim

An
Bekar
Biitiin
Kazanmak
Deniz
Hava
Kalem

Kelime
Ozlem

Bir sey
Yasak
Damat
Boyle

Et
Rahat
Kadin
Korkmak
Persembe
Kiskanmak
Olmek
Bas
Riya

To sit
Game
Hope
Togetin
Curiosity
Tree
When
Guest
Country
Friday
Life span
Day
Unlikely
Section
Not
Naughty
Addition
Sign language
Heart
To be surprised
Season
Moment
Single
All of
To win
Sea
Air
Pen
Word
Longing
Something
Prohibition
Groom
Like this
Meat
Comfortable
Woman
To be afraid
Thursday
To be Jealous
To die
Head
Dream

1370
1369
1367
1365
1365
1363
1361
1355
1354
1350
1348
1343
1343
1341
1340
1337
1336
1332
1332
1331
1330
1329
1328
1321
1316
1314
1304
1303
1303
1303
1296
1294
1293
1292
1286
1283
1282
1282
1281
1280
1277
1275
1275

0.69
0.69
0.69
0.69
0.69
0.69
0.69
0.69
0.69
0.68
0.68
0.68
0.68
0.68
0.68
0.68
0.68
0.68
0.68
0.67
0.67
0.67
0.67
0.67
0.67
0.67
0.66
0.66
0.66
0.66
0.66
0.66
0.66
0.65
0.65
0.65
0.65
0.65
0.65
0.65
0.65
0.65
0.65

0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,07
0,06
0,06
0,06
0,06
0,06
0,06
0,06

28,28
28,35
28,42
28,49
28,56
28,63
28,70
28,77
28,84
28,90
28,97
29,04
29,11
29,18
29,24
29,31
29,38
29,45
29,52
29,58
29,65
29,72
29,78
29,85
29,92
29,99
30,05
30,12
30,18
30,25
30,32
30,38
30,45
30,51
30,58
30,64
30,71
30,77
30,84
30,90
30,97
31,03
31,10
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Summary

The relationship between cognition and language learning has an important role in
language teaching environments. In recent years, an increase in the number of research
focusing on the role of cognition and cognitive linguistics in language learning has been
observed. Within this framework, various studies grounding on distinct views have been
conducted. These studies are twofold: at one side lie the studies concentrating on concepts
of cognition such as attention, memory, and perception; and on the other side the ones
focusing on cogpnitive linguistic theories.

Studies on concepts of cognition concentrate on the relation between cognition and
language learning (Robinson, 2001; Robinson & Ellis, 2008). These studies exhibit the
relation between metacognition, retention, memorization, perception and cognitive
processing in second language learning.

Apart from these, teaching techniques proposed in the light of cognitive linguistic
theories and principles are accepted as effective ways in language education. These studies
provide basis for studies on different dimensions of a vocabulary-grammar continuum
(Boers & Lindstromberg, 2008; Holme, 2009; Littlemore, 2009; Tyler, 2012). They focus
on theoretical aspects such as pedagogical grammar (Achard & Neimeier, 2004; De Knop
& De Rycker, 2008; De Knop, Boers & De Rycker, 2010; Dirven, 1989; Hubbard, 1978;
Hubbard, 1994; Pitz, Niemeier & Dirven, 2004; Taylor, 1993); image schemas (Makni,
2014); modals (Tyler, 2008); frame semantics (Atzler, 2011); phrasal verbs (Condon,
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2018); conceptual metaphor and metonymy (Berendi, Csaba & Kdvecses, 2008; Deignan,
Gabrys & Solska, 1997; Fang, 2014; Li, 2002) and idioms (Kovecses & Szabo, 1996;
Kovecses, 2001; Li, 2010).

This book entitled “Cognition and Language Learning” edited by Sadia Belkhir
includes proceedings of the Cognition & Language Learning Symposium held in February
2019 in Mouloud Mammeri University, Tzi Ouzou. In the book, there are studies that take
the interdisciplinary approach between Cognitive Linguistics and education and put
forward the relation between cognition and language learning. In the studies; issues such as
metacognitive awareness on reading narrative texts, vocabulary attrition among
multilinguals, the role of MIP in promoting EFL learners’ cognitive ability, perception of
phonetic units, vocabulary retention and memorization through the use of online sources,
the role of attribution theory in perceptions of success and failure, anxiety and cognitive
processing in EFL, the perceptions of code switcing in EFL classes are discussed.

In Chapter 1, Sadia Belkhir gives information on the interrelationship between
cognition and language learning. Firstly, Belkhir gives a brief description of the transition
from behavioral to cognitive theories of language in the literature. After that, she presents
the literature on cognition and language learning. Lastly, Belkhir presents the chapters in
the volume by drawing attention on how distinct point of views in cognitive view
contribute to the field of language education.

Metacognitive awareness, defined as knowledge of text processing,
conceptualization and adjusting strategies, is important in promoting language skills. In
Chapter 2 Kamila Ammour conducted a study on EFL students’ metacognitive awareness
when reading narrative texts. In the study, the importance of reading skills is emphasized
and the interaction between text comprehension and background knowledge in
conceptualization is underlined. Ammour asserts that by metacognitive awareness reading
strategies can be controlled and adjusted. She conducts the study in the light of this
knowledge in Algerian contexts. The participants are 3rd year 75 undergraduate EFL
students at Maolud Mammeri University of Tzi-Ouzou. The study investigates narrative
text reading ability and asks whether the students are aware of metacognitive strategies
with the task of reading narrative texts in different genres or not. In order to reach her aim
the researcher uses a questionnaire and finds out important results. The results show that
participants are successful in word attack strategies when reading narrative texts. Besides
this, the correlation between text genre and strategy use is observed. In other words, the
participants use the same strategy among all text genres and this shows that they see
reading as decoding rather than interpretation. When Ammour analyses the strategies used,
she finds out that the participants prefer “planning” rather than “monitoring” and
“evaluating” strategies, which are used in post-reading. These results indicate the lack of
metacognition and unawareness of reading strategies in narrative texts. This creates a
challenge for EFL teachers. The author gives some recommendations to EFL teachers such
as giving importance to explicit instruction, focusing on procedural knowledge and generic
structure of texts, diversifying reading texts in terms of text type and objectives. Reading
which is a cognitive process is important in both L1 and EFL contexts. As Garner (1988)
asserts, while cognitive skills are necessary to perform a task, metacognition is necessary
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to understand how the task is performed. This makes this study valuable for it focuses on
the metacognition of EFL learners. More detailed future studies can be conducted in order
to show a wider perspective in the needs for metacognitive awareness in reading different
genres.

In Chapter 3, Fatima Zohra Chalal focuses on the vocabulary attrition of Kabyle
multilinguals who use English as L4 and who are no longer using English. In the study,
language attrition, which is the decay in language skills, is investigated in terms of foreign
language attrition (FLA). The study is grounded on Nelson’s (1978) The Savings Paradigm
that rests on the idea that after learning a word, there are residues of knowledge that can be
employed to reactivate it. Chalal conducts experiments on vocabulary attrition and the
results of the experiments reveal that the English vocabulary is recalled easier and faster.
She shows that there are three levels of activation in the remembering process: recall level
(higher), the recognition level (lower), and if the threshold falls below the recognition
level, the word is said to be lost. The study shows that the participants are more successful
in recall process than acquisition process. The forgotten words are recalled and the
unknown words are learned. As a result, Kabyle multilinguals who use English as L4 are
faster in vocabulary learning. Language attrition is a crucial phenomenon in
sociolinguistics studies (Schmid, 2011). In this regard, the study is notable since it focuses
on the concept of language attrition in foreign language contexts, which gained importance
in recent years in multilingualism research.

Cognitive linguistic view centers its ideas on the metaphoric nature of language
(Lakoff & Johnson, 1980). In Chapter 4, Sadia Belkhir draws attention to the role of
metaphors on educational and academic discourse. Belkhir tests the role of MIP
(Pragglejaz Group, 2007) in promoting EFL learners’ ability to identify academic
discourse in a four-stage procedure. In the study, she first gives a literature review and
presents the methodology of the research. Belkhir conducts two experiments with post-
graduate students at the Department of English at Mouloud Mammeri University in which
she tests the effect of MIP knowledge on the process of metaphor identification. She also
proposes a lesson plan on metaphors within cognitive linguistics view. By this way, she
tests whether there is an increase in the proficiency level in the participants’ metaphor
identification ability within academic texts. Studies concentrating on metaphor analysis in
educational discourse gained attention in recent years (Cameron, 2003; Cameron & Low,
1999; Wan & Low, 2015). In addition to this, metaphor has an important role in both daily
and academic discourse, which shows the metaphoric nature of language. This study is
remarkable in cognitive linguistics and language teaching field, since it focuses on
metaphor analysis and uses MIP for educational purposes for the first time. Moreover, the
researcher teaches metaphor to EFL students which is important for their academic
development.

In Chapter 5, Georgios Georgiou investigates the perception of Greek vowels by
Arabic-Greek bilinguals who live in Cyprus. The participants of the study are 15 female
native speakers of Egyptian Arabic who have been learning Standard Modern Greek as L2
between ages 18 to 24. In order to reach the aim of the study, the participants are asked to
complete a Greek vowel assimilation and an AXB discrimination test. The discrimination
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test is also completed by a control group consisting of Cypriot Greek speakers. The results
of the study show that L2 learners of Greek assimilate pairs in a single category, which is
called “Category Goodness difference” assimilation type. That is the participants
assimilated the Greek stressed vowels /i e/ and the unstressed /i/ to the Egyptian Arabic
phonological category /i/ while the Greek stressed and unstressed vowels /o u/ are
assimilated to the Egyptian Arabic category /u/. In addition to this, Georgiou observes a
weak discrimination of the Greek stressed /i/-/e/ and stressed-unstressed /o/-/u/ vowel
contrasts whereas the Greek unstressed /i/-/e/ is discriminated more successfully. As a
result, Georgiou reaches two main conclusions; the first is a strong influence of the
listeners’ native language on the perception of the second language vowels. Secondly, the
researcher observes a significance of the role of stress in second language perception. He
concludes that the results of the assimilation and discrimination tests show an interference
of the learners’ L1 in the L2 due to phonological and phonetic differences between the
vowel inventories of the two languages. He proposes future studies, such as investigating
the perceptual patterns considering the effect of other factors such as age, L2 proficiency
level and gender. This study is valuable, because it concentrates on the speech perception
of phonetic units of L2 learners, which has not been investigated too much.

The development in information communication technologies has brought the
opportunity to use technology in teaching environments by using digital games or digital
flashcards. These tools are useful especially in vocabulary retention and memorization
(Garrett, 1991). In Chapter 6, Amel Benaissa investigates the role of Quizlets and digital
flashcards on EFL learners’ vocabulary retention and memorisation skills. For this,
Benaissa tests the effect of digital flashcards and online Quizlets on students’ acquisition
of the three aspects of vocabulary, which are passive vocabulary (receptive knowledge),
control active vocabulary and free active vocabulary (productive knowledge) under three
research questions. In order to answer these questions, she first gives a brief literature
review on Second Language vocabulary acquisition, cognitivism and ICTs, and then the
use of Quizlets for vocabulary learning. The participants are 30 first-year university
students at Mouloud Mammeri University of Tizi-Ouzou, Algeria. A quasi-experimental
research was conducted with an experiment and control group. The students’ improvement
was evaluated by means of a pre and post vocabulary test. The computer and the mobile
version of the Quizlet website was introduced to the experimental group participants. The
three aspects of their vocabulary acquisition was tested. The participants in the experiment
group were more successful in the passive and active control vocabulary, however no
significant improvement was noticed in their active free vocabulary test scores. As
Benaissa states this study has some limitations, however broader generalizations can be
made with various age groups and language levels. When we consider recent developments
in the world, especially after the Covid 19 pandemic, the use of technology in language
teaching has gained a remarkable importance. This study proposes a resource that can be
used in a computer-assisted language learning (CALL) environment. This research is quite
crucial when considering this process.

Educational and social psychology plays an important role in understanding
individuals’ perceptions of the causes of their behaviour. Within this insight, in Chapter 7,
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Nora Achili tests the EFL learners’ perceptions of success and failure through attribution
theory. Attribution theory is defined as a theory which glosses the intrinsic and extrinsic
reasons learners attribute to their success or failure and helps them succeed in their
learning and examinations (Heider, 1958; Weiner 1985, 1986). This way, attribution theory
makes people reach a better understanding of their environment and gives a chance to
change their future behaviour according to the negative or unsuccessful events they
experience. This theory is used in teaching environments in order to promote the students’
past experiences of success and failure in learning on their future performances. In her
study, Achili aims to analyze the effect of the attribution theory in language learning in
order to build grounds on the importance of perceptions of language learning and
achievement in an Algerian context. She asks two research questions in order to reach this
aim. After a brief literature review, she gives details on the methodology. In the study, she
analyzes the attributions of Algerian EFL learners through a causal attribution
questionnaire including 28 items on 62 advanced students of English at the University of
Boumerdes in the light of Weiner’s model. The results of the study show that learners
attribute their success more significantly to internal factors such as high motivation and
personal effort, whereas failure is related to external factors such as task difficulty, lack of
effort and teachers. Considering these findings, Achili gives recommendations for teachers,
educators, researchers and institutions to handle failure and increase motivation. The
researcher concludes that the uncontrollable dimension of motivation and the unstable
nature of effort can represent a real threat to learners’ consistent successful performance.
Within this insight, the researcher draws attention to the importance of motivation in
language learning and recommends teachers to eliminate uncontrollable and unstable
internal reasons. The study is important for it displays the role of teaching strategies and
programmes in increasing success and reducing failure in language classes. It is also
important since the study is one of the few studies focusing on attribution theory in
Algerian context.

There are various cognitive factors that affect language learning such as aptitude,
individual differences, intelligence or learning strategies. Besides, there are also affective
and emotional factors such as anxiety, motivation, self-confidence and self-esteem. In
Chapter 8, Katia Berbar focuses on language anxiety by emphasizing the importance of the
views of Horwitz et al. (1986). This study examines the correlation between foreign
language anxiety and cognitive processing among Algerian EFL University students. In
language learning, anxiety occurs at three stages, which are input, processing, and output.
In her study, Berbar determines the degree of anxiety at each stage and elicits a clearer
understanding of its impact on cognitive processes. The participants are 65 first-year
students learning EFL at the University of Tizi-Ouzou, Algeria. A Likert questionnaire is
designed to measure the levels of anxiety during the different stages of the foreign
language learning process. The results of the study show that the participants suffered from
high levels of input anxiety, processing anxiety, and output anxiety, and indicates that
anxiety is damaging at each stage. At the input stage, anxiety causes problems in
understanding vocabulary items, at the processing stage it impairs cognitive ability and at
the output stage, causes impairment in the retrieval of the old knowledge and
communication. The researcher concludes that anxiety effects learners’ ability of
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processing information at each stage and recommends language teachers to be aware of
their students’ emotional states and take measures. This research is quite a valuable one
since it dwells on the affective factors in learning a language, which is a significant point
in learning process.

Code-switching is known as a pervasive and important phenomenon in bilingual
and multilingual contexts. It also draws attention in foreign language contexts. In Chapter
9, Hanane Ait Hamouda investigates the students’ perceptions on code-switcing in EFL
classes and tries to figure out whether the students consider the non- or near-exclusive use
of English as a hindrance in the cognitive process of producing English. The study is
conducted with 27 second-year master’s students enrolled in the Language and
Communication Programme in the Department of English, at Mouloud Mammeri
University in Tizi-Ouzou, Algeria. The participants are selected randomly from
multilingual individuals. The data is collected using a questionnaire composed of closed
and open-ended questions which has questions seeking to find 1) students’ attitudes
towards code-switching in EFL classes and 2) whether they perceive code-switching as an
obstacle altering the cognitive process of English production. The data is analyzed
quantitatively and qualitatively. The results of the study show that the students perceive
code-switching in EFL lessons positively and they accept it as a communication strategy.
Furthermore, code-switching in EFL classes does not alter students’ language production
process. Code-switching is a natural phenomenon that often occurs in multilingual context.
This study skillfully emphasizes the role of code-switching in foreign language contexts.

Evaluation

This volume is a collection of papers showing the relation between cognition and
language learning. It makes a valuable contribution to the field of applied linguistics not
only for focusing on different perspectives in the interrelationship between cognition and
learning process but also by showing how cognitive linguistic theories and principles can
be applied to teaching environments. As a whole, the volume shows a variety of cognitive
aspects such as metacognition, vocabulary attrition, metaphor identification, perception,
vocabulary retention, memorization and cognitive processing involved in language
learning and how important a role each aspect plays in learning process. Each chapter in
the volume focuses on a distinct dimension of cognition and shows how theoretical
implications can be used for practical purposes. Besides, it is possible to find a variety of
information on distinct theories, methods that approaches which can be applied in foreign
language classrooms. The chapters are organized in a coherent way; they give an abstract
which introduces the study, an introduction followed by a brief literature review, a reliable
methodology and analysis. The chapters discuss the results in an understandable and
reasonable way.

As a result, this volume achieves its goals in showing the relation between cognition
and language learning. Although most of the authors conduct their study in Algerian
context and use a limited number of participants to reach generalizable results, the volume
is quite a valuable resource for researchers, teachers, post-graduate students and anyone
interested in the relationship between cognition and language learning.
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