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Oz

Egitim-6gretim faaliyetlerinin saglikli  bir sekilde ilerlemesi, biligsel becerilerin etkin
kullanilabilmesi, sosyal yasamdaki gorevlerin sorunsuz yerine getirilmesi okuma becerisinin
kazanilmis olmasina baglidir. Tekrarli okuma, okuma basarisinin gelistirilmesi i¢in alanyazinda
yogun olarak kullanilan yontemlerin basinda gelmektedir. Bu konuda yapilan arastirmalarda farkli
sonuclarin elde edilmesi tiim ¢alismalarin sonuglarini derleyen ve ortak bir sonuca ulagan ¢alismanin
yapilmasini gerekli kilmistir. Bu ¢alismada 25 arastirmadan elde edilen 50 veri ile tekrarli okumanin
okuma basarisi, okuma orani ve anlama diizeyine etkisi incelenmistir. Alt grup analizleri ile tekrarl
okuma uygulamalarinin okuma basarisi iizerinde yarattig1 etkinin; simif grubu, dil tiirii, uygulama ve
tekrar siiresi, arastirma tiiriine gore degisip degismedigi de tespit edilmistir. Arastirma sonunda
tekrarli okuma uygulamalarinin okuma basaris1 lizerinde ¢ok genis diizeyde etki yarattigt ve bu

etkinin sinif grubu, dil tiirii ve arastirma tiiriine gore degismedigi goriilmiistiir.
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Giris

Okuma, 21. yiizyilda bireylerin islevsellik kazanmak ve bilgiye ulagsmak i¢in kullandigi en
etkili yollardan biridir. Egitim-6gretim faaliyetlerinin saglikli bir sekilde ilerlemesi, biligsel
becerilerin etkin kullanilabilmesi, sosyal yasamdaki goérevlerin yerine getirilmesi okuma
diizeyinin ylikseltilebilmesiyle miimkiin olacaktir. Yasamin pek c¢ok noktasini etkileyen
okuma becerisini kazanmak son derece onemlidir; ancak yapilan arastirmalar 6grencilerin
bir kisminin okuma esnasinda giiglilkler yasadiklarini, ciimleleri okurken akicilik
saglayamadiklarini, kelimeleri yanligsiz okumada zorlandiklarini géstermektedir (Kardas
Isler ve Sahin, 2016). Amerika Birlesik Devletleri’nin (ABD) en biiyiik 35 sehrinde liseye
baslayan Ogrenciler iizerinde yapilan arastirmada O6grencilerin yarisinin altinci  sinif
diizeyinde veya altinda kitap okudugu; 6grencilerin okuma sirasinda yetenekli goriindiigi,
ancak anlami kesfetme ve yorumlama yeteneklerinde stratejik olmadigi tespit edilmistir
(Vacca, 2002). Tiirkiye’nin PISA (Uluslararasi1 Ogrenci Degerlendirme Programi)
siavlarindaki okuma ile ilgili sonuclart incelendiginde 2003°ten 2018’e kadar bir yiikselisin
oldugu goriilmektedir. Ancak katilimc1 79 {ilke arasindan okuma alaninda 40. siradayken 37
OECD iiyesi iilke arasinda 31. sirada olmast istenen basariya ulagilamadigini gostermektedir
(Okatan, 2021). Egitim siirecinin baginda goriilen okuma gii¢liigii okul ilerledikge daha da
belirgin hale gelmektedir, bu durum 6grencilerin yeni bilgi ve becerileri edinmesinde biiyiik

engel olusturmaktadir (Alber-Morgan, 2006).

Okuma; kodlama, akicilik ve anlama olmak iizere li¢ temel islemin es zamanl olarak
gerceklestirilmesini gerektirir. Bu siirecte, her bir islem i¢in okuyucu yogun dikkat harcarsa
en Onemli hedef olan anlam kurmanin gerceklestirilmesi imkansiz hale gelecektir.
Okuyucular kelime tanimak icin biligsel enerjilerinin yogun miktarda kullanmak zorunda
kaldiklarinda kelimeleri dogru bir sekilde desifre edebilseler bile, kavrama i¢in mevcut olan
biligsel enerji miktarin1 azaltmis olurlar ve dolayisiyla anlam kurma zarar goriir. Ancak basta
akict okuma olmak iizere islemlerin bir kismi otomatik olarak gergeklestirilebilirse dikkat
anlama kurma lizerinde yogunlasacaktir (Akyol ve Kodan, 2016). Akicilik metni dogru
olarak, piiriizsiiz bir sekilde ve cabuk bir bicimde, ifadesini vererek, uygun duraklama,
climleleme, artikiilasyona dikkat ederek anlamli bir sekilde okumaktir (Lee ve Yoon Yoon,
2017; Tankersley, 2005). Bir metni yiiksek sesle dogal hizda dogru bir sekilde okuma
yetenegi olan okuma akiciliginin ana birlesenlerini dogruluk, otomatiklik ve prozodi

olusturmaktadir. Dogruluk kelimeleri tam olarak desifre edebilmek, otomatiklik kelimeleri
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zahmetsizce tanimak ve sifresini ¢6zmek; prozodi perde, ton, hacim ve ritme uygun olarak

okumaktir (Aldhanhani ve Abu-Ayyash, 2020).

Okuma siirecinde akicilik anlam kurmanin temel unsurudur. DiSalle ve Rasinski'ye
(2017) gore anlama sorunlarinin %901 sozlii akiciliktaki eksiklikten kaynaklanmaktadir.
Deneysel ¢alismalar; kod ¢6zme, akici okuma ile okudugunu anlama basarisi arasinda giiglii
bir pozitif iliski oldugunu; okuma gii¢liigli yasayan ogrencilerin okuma basarisizliklarina
yonelik yapilan aragtirmalar, bu 6grencilerin akict okumada sorunlarla karsilastiklarini
gostermektedir (Eckert, Ardoin, Daly ve Martens, 2002). Arastirmalar akict okumanin
okuma basarisini etkileyen 6nemli bir degisken olduguna isaret etmektedir. Yiiksek diizeyde
okuma basarisina erismek icin akicilik tek basina yeterli olmasa da kesinlikle gereklidir
(Kodan ve Akyol, 2018). Akict okuyucular, dikkatlerinin ¢ok azini sdzciikleri tanimlamaya
ve desifre etmeye kullanirken dikkatlerinin biiyiik bir boliimiinii okuduklart metni anlamak
icin kullanirlar. Bununla birlikte, akic1 olmayan okuyucular (kelimeleri tanimlamada ve
¢ozmede dogru veya hizli olmayanlar), kelimeleri okumaya daha fazla dikkat ederler ve bu
durumda okuduklari metni anlamak i¢in kullanacaklar1 dikkat siirelerini azaltmis olurlar.
Kelimeleri ¢ozmek i¢in duraklamadan veya durmadan metni akici bir sekilde okuyabilen
ogrenciler dikkati anlam-kod ¢6zme arasinda bélmeden anlam kurmaya daha fazla enerji
harcar (Petersen-Brown, Johnson, Bowen, Lundberg, Nelson, Williamson ve Wiswell, 2021,
Samuels, 1979). Kelime tanimada sorun yasayan 6grencilerin okumasi yavas, kesik kesik ve
sikintilidir. Okuyucu kelimeyi dogru okuyamadigr i¢in sik sik geri doniisler ve diizeltmeler
yapar (Bastug ve Akyol, 2012). Bu durum, okuyucunun yazarin amagladigi anlama
erismesine engel olur ve yanlis kelime okuma metnin yanlis yorumlanmasina yol agabilir.
Kotii prozodi, uygunsuz veya anlamsiz kelime gruplari veya uygun olmayan ifade
uygulamalar1 yoluyla kafa karisikligina yol agabilir. Akict okuma becerisine sahip bireyler
kelimeleri dogru okurlar ve okuduklarini iyi prozodiyle birlestirebildikleri i¢in anlam
kurmalar1 akici okuma becerisine sahip olmayan bireylere gore ¢ok daha hizli ve kolay

gerceklesir (Hudson, Lane ve Pullen, 2005).

Okumada akicilik kazanamayan bireylerin anlama yeteneklerinin gelismesi, okuma
isteklerinin artmasi ve okumayi aligkanlik haline getirmeleri ¢ok daha zor olacaktir (Gevrek,
2018). Okumanin dgrencilerin akademik ve sosyal yasamlarinda ¢ok miihim bir yerinin
olmasi arastirmacilar1 6grencilerin okuma akiciliklarini gelistirebilecek caligmalar yapmaya
sevk etmistir. Huey (1908), okuma arastirmalarina iliskin incelemesinde, akici okumanin

gelisimini tenis oynamak gibi diger psikomotor becerilerin gelisimine benzetmistir ve her iki
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becerinin de uygulama yapilarak gelistirilebilecegini ifade etmistir (Chard, Vaughn ve Tyler,

2002). Alanyazin incelendiginde tekrarli okuma, okuma tiyatrosu, eko okuma, esli okuma,
paylasarak okuma ve kelime tekrar tekniklerinin Ogrencilerin okuma akiciliklarin
gelistirmek i¢in kullanildigi goriilmektedir (Kahveci, 2019). Ancak tekrarli okuma yontemi;
okuma miidahale programlarina kolaylikla dahil edilebilmesi, hem normal dgrencilerin hem
de okuma giicliigii yasayan 0grencilerin okuma basarilarinin artirilmasinda etkili olmasiyla
okuyucularin okuma akiciligint gelistirmelerine yardimer olmak igin en yaygin kullanilan
yontemlerin basinda gelmektedir. Tekrarli okuma bir metni tekrar tekrar okutarak (okuma
sayis1 kisiye gore degisebilmekte) akici okumayir hedefleyen bir miidahale yontemidir. ilk
defa Samuels (1979) tarafindan tanimlanmig bu yonteme gore oncelikle 6grencinin diizeyine
uygun kisa bir pasaj secilir, bir hiz kriteri belirlenir ve bu hiz kriterine ulasilana kadar
Ogrencinin pasaji okumast ve tekrar okumasi saglanir. Bu yontem Ogrencilerin ayni
kelimelere ¢ok sayida maruz kalmasini saglayarak kelime tanima ve kod ¢6zme becerilerini
gelistirmektedir. Kelimelere ve kelime kaliplarina ¢ok fazla maruz kalindiginda, kelimelerin
ve kaliplarin hafizada sabitlenmesini; sonraki okumalarda bu kelime ve kaliplarin kolayca
ifade edilmesini saglamaktadir (Rasinski, 2014). Ogrenciler kelimeleri okumada yetkin hale
geldikce, dikkatin kod ¢6zmeden anlamaya gegcisteki degisimi sayesinde akiciliklar geligir
ve metni anlamalarint gelistirirler (Therrien ve Kubina, 2007). Aym kelimelere siirekli

maruz kalmak 6grencilerin kelime tanima ve kod ¢6zme becerilerini gelistirmektedir.

Tekrarli okumanin okuma basarisina etkisi alanyazinda bir¢ok arastirmada
incelenmistir. Soydas ve Ertem (2019) yaptig1 aragtirmada dijital metinleri tekrarli okumanin
dordiincii sinif 6grencilerinin akict okuma (hiz, dogruluk, prozodi) ve anlama becerileri
iizerine etkisini incelemistir. Arastirma sonunda tekrarli okumanin 6grencilerin okuma
hizlarmi  artirdigr, okuma hatalarin1 azalttifi ve prozodik okumalarint gelistirdigi
goriilmiistiir. Bulut (2016) yaptig1 arastirmada tekrarli okuma g¢aligmalarmin 6grencilerin
akic1 okuma becerilerine etkisini incelemistir. Dordiincii sinifina giden 50 6grenci ile
gergeklestirilen uygulama sonunda tekrarli okumanin okuma akiciligimi gelistirdigi
sonucuna ulasilmistir. Elhoweris (2017) tekrarli okuma miidahalesinin 6grencilerin okuma
akiciliklarina etkisini incelemistir. ilkokul dgrencileri iizerinde yiiriitiilen calisma sonunda

tekrarli okumanin 6grencilerin okuma akiciliklarini gelistirdigi goriilmiistiir.

Tekrarli okumanin etkili bir yontem oldugunu destekleyen kapsamli calismalar
olmasina karsin (Dowhower, 1994; Meyer ve Felton, 1999; Therrien, 2004), miidahalenin

temel okuma siireclerini ne diizeyde etkiledigi hala belirsizligini korumaktadir. Bu
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arastirmanin amaci alanyazinda okuma basarisini gelistirmek i¢in kullanilan tekrarli okuma

yonteminin farkli sinif diizeylerinde okuma basarisi iizerinde ne diizeyde etkili oldugunu
meta-analiz yontemi ile incelemek ve genellenebilir bir sonuca ulagsmaktadir. Alanyazin
incelendiginde Therrien (2004), Le ve Yoon Yoon (2017) tarafindan tekrarli okuma
miidahalesinin okuma basarisina etkisini sistematik olarak gozden gegiren bir meta-analiz
aragtirmasinin yapildigi goriilmektedir. Therrien (2004), yaptigi arastirmada 2004 yilina
kadar gergeklestirilen tekrarli okuma calismalart ile bir meta-analiz gergeklestirmistir. Bu
arastirmada okuma akiciligi ve anlama basaris1 tlizerinde tekrarli okumanin etkisi
incelenmistir. Alt grup analizlerinde tekrarli okuma yonteminin yetigkinler tarafindan
gerceklestirilmesine, uygulama oOncesinde Ogretmenin metni okumasina, geri bildirim
verilmesine, uygulama siirecinde 6grenci basarisinin grafiklerle gosterilmesine, 6grencinin
ogrenme glicliigli cekmesine gore degisip degismedigi tespit edilmistir. Le ve Yoon Yoon
(2017) tarafindan gergeklestirile meta-analiz arastirmasinda 2014 yilina kadar
gerceklestirilen arastirmalardan dakika basina okunan dogru kelimeler bir sonu¢ degiskeni
olarak alinmigtir. Arastirma sonunda tekrarli okumanin okuma akiciligin1 olumlu yonde
etkiledigi, dinleme metinleri ile desteklenmis tekrarli okumanin ise okuma basarisi lizerinde
cok daha etkili oldugu goriilmiistiir. Therrien (2004) tarafindan yapilan arastirmada 2004
yilina kadar gerceklestirilen arastirmalardan veri alinmasi, ana dil-yabanci dil egitiminde
tekrarli okumanin okuma basarisint ne diizeyde etkilediginin tespit edilmemesi, sinif
seviyesine gore yontemin etkisinin incelenmemesi; Le ve Yoon Yoon (2017) tarafindan
yapilan arastirmada 2014 yilina kadar gergeklestirilen aragtirmalardan veri alinmasi, sadece
dogru okunan kelimelerin analize dahil edilmesi, okuma yetersizligi yasayan 6grencilerden
alman verilerle analiz yapilmasi, ana dil-yabanci dil egitiminde tekrarli okumanin okuma
basarisint ne diizeyde etkilediginin tespit edilmemesi, sif seviyesine gore yontemin
etkisinin incelenmemesi tekrarli okuma yontemine iliskin bir meta-analiz aragtirmasinin

yapilmasini gerekli kilmistir.
Arastirmanin Amaci

Bu arastirmanin amaci, tekrarli okuma yonteminin okuma basarisina etkisini inceleyen
caligmalar biitiinsel olarak degerlendirmek ve tekrarli okumanin okuma basarisina etkisinin

ne diizeyde oldugunu ortaya ¢ikarmaktir.

Problem Ciimlesi “Tekrarli okumanin okuma basarisina etkisi ne diizeydedir?” seklinde
belirlenmistir. Problem climlesine bagli olarak alt problemler asagidaki sekilde

olusturulmustur:



E. Sur / Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 55, 226-251, 2022 231
1. Tekrarli okumanin okuma basarisina etkisi ne diizeydedir?

2. Tekrarli okumanin okuma oranina etkisi ne diizeydedir?
3. Tekrarli okumanin anlama diizeyine etkisi ne diizeydedir?

4. Tekrarlh okumanin okuma oranina ve anlama diizeyine etkisi arastirma grubuna gore

degismekte midir?

5. Yontemin okuma oranmma ve anlama diizeyine etkisi; tekrarin kag kez
gergeklestirildigine, uygulamanin gergeklestirildigi siireye, birinci- ikinci dilde olma

durumuna ve calisma tiiriine gore degisiklik gdstermekte midir?

Yontem

Tekrarli okumanin okuma basarisina etkisinin incelendigi bu ¢aligmada meta-analiz yontemi
kullanilmigtir. Meta-analizi, belirli bir konuda yapilmis, birbirinden bagimsiz, birden ¢ok
caligmanin sonuglarini birlestirme ve elde edilen arastirma bulgularinin istatistiksel analizini
yapma yontemidir (Akgoz, Ercan ve Kan, 2004). Meta-analiz yonteminin kullanildigi bu
arastirmadaki veriler yayimlanmis makalelerden toplanmistir. Bu nedenle ¢alisma icin etik

izin alinmamistir. Arastirma etik ilkeler dogrultusunda gerceklestirilmistir.
Verilerin Toplanmasi

Bu arastirmada kullanilan veriler 2021 yilinin Agustos ayinda toplanmistir. Arastirmada
kullanilacak verilere ulagsmak ici Oncelikle “tekrarli okuma”, ‘“akict okuma”, “repeat
reading” ve “fluent reading” anahtar kelimeleri ile Google Akademik, YOK Ulusal Tez
Merkezi, Web of Science, Proquest veri tabanlarinda arama yapilmigtir. Yapilan arama
sonucunda 300 calismaya ulagilmistir. Ulasilan caligsmalar arasinda ‘““a) Tekrarli okumanin
okuma basarisina etkisini incelemesi b)orneklem biiytikliiklerine yer verilmis olmasi c)
Aragtirma bulgularinda aritmetik ortalama ile standart sapma, t veya p degerlerinin olmas1”
kriterlerini tasiyan 25 arastirmadan elde edilen 50 veri kodlama anahtarina kaydedilmistir.
Chang ve Millett (2013), O'Shea, Sindelar ve O'Shea (1985), Taguchi, Takayasu-Maass ve
Gorsuch (2004), Muzammil ve Andy (2018), Elhoweris (2017), O’connor (2007), Akyol ve
Bastug (2015), Bulut (2016), Young, Bowers ve Mackinnon (1996), Vadasy ve Sanders
(2008) aragtirmasinda okuma orant ve anlama basarisina iligkin verilere yer verdigi;
Gorsuch, Taguchi ve Umehara (2015), Taguchi, Gorsuch ve Mitani (2021) arastirmasinda
birden fazla 6l¢iim yaptigi; Yurick, Robinson, Cartledge, Lo ve Evans (2006) farkli sinif
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diizeyinde; Sindelar, Monda ve O’Shea (2016) farkli gruplarda; Stoddard, Valcante,

Sindelar, O’Shea ve Algozzine (1993) farkli tekrar sayilarina iligkin 6l¢iimlere yer verdigi
icin bu arastirmalardan birden fazla veri alinmistir. Durum deseni yonteminin kullanildigi
arastirmalarda orneklem grubuna ait verilerin bireysel olarak verildigi ¢alismalar analize

dahil edilmemistir.

Kodlama anahtarinda c¢alismanin yazari, deney grubunun orneklem biiytikliigii,
aritmetik ortalamasi ve standart sapma degeri, kontrol grubunun orneklem biyiikligi,
aritmetik ortalamasi ve standart sapma degeri, arastirma grubu, aragtirma tiirii, kaginci dil
iizerinde uygulama yapildigi, tekrarin ka¢ kez yapildigi ve uygulamanin ne kadar siirede

gergeklestirildigine iligkin bilgilere yer verilmistir.

Tablo 1. Meta-analize ddhil edilen ¢alismalarin betimsel istatistik sonuglar

Frekans Yiizde
(f) (%)
Calismanin tiirt Makale 22 88
Tez 3 12
Calismanin yapildig: y1l 2021 2 8
2019 2 8
2018 1 4
2017 1 4
2016 2 8
2015 2 8
2013 2 8
2012 1 4
2011 1 4
2008 2 8

2007 1 4
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2006 1 4

2004 1 4

2000 1 4

1996 1 4

1993 1 4

1992 1 4

1985 2 8

Orneklem grubunun dgenim ilkokul 11 44
diizeyi

ortaokul 2 8

lise 1 4

tiniversite 11 44

Tablo 1’de goriildiigli gibi meta-analize dahil edilen ¢alismalarin %388’1 makale,
%12’si tez tiiriindedir. Calismalarin %8’1 2021, 2019, 2016, 2015, 2013, 2008, 1985 yilinda;
%4’ 2018, 2017, 2012, 2011, 2007, 2006, 2004, 2000, 1996, 1993 ve 1992 yilinda
yaymlanmistir. Calismalarin %44°1 ilkokul, %81 ortaokul, %4’l lise, %44’ iiniversite

ogrencilerini 6rneklem se¢mistir.
Yaymn Yanhhg:

Tekrarli okumanin okuma basarisina, okuma oranina ve anlama diizeyine etkisinin
incelendigi bu calismada yayin yanliligini goésteren huni sacilim grafikleri Sekil 1°de

verilmistir:
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Sekil 1. Tekrarli okumanin okuma basarisina etkisine iliskin huni sagilim grafigi

Calismalarin etki biiyiikliikleri huni grafiginin i¢inde ve simetrik dagiliyorsa bu durum yayin

yanliliginin  olmadigint gostermektedir. Bireysel c¢aligmalarin etki biyikliikleri huni

cizgilerinin disginda ve asimetrik bir sekilde dagiliyorsa bu durum yayin yanliliginin

olduguna isaret etmektedir (Sasmaz Oren ve Sari, 2019). Sekil 1°de yer alan huni grafigi

incelendiginde bireysel calismalarin etki biiyiikliiklerinin simetrik bir dagilim sergiledigi

goriilmektedir. Bu durumda calismanin yayin yanliliginin olmadigini séylemek miimkiindiir.

Tablo 2. Meta-analize dahil edilen ¢alismalarin yanlilik durumunu gosteren Rosenthal FSN

hesaplamast sonuglar

Okuma Okuma
Yanlilik Durumu Oram1  Anlama Basarisi
Gozlenen ¢alismalar i¢in Z-degeri 22 14 26
Gozlenen ¢aligmalar i¢in P-degeri  0.00 0.00 0.00
Alfa 0.05 0.05 0.05
Yon 2 2 2
Alfa i¢in Z Degeri 1.95 1.95 1.95
Gozlenen Calisma Sayisi 37 13 50
FSN 4694 690 9028
Tau 0.23 -0.11 0.14
Tau i¢in z degeri 2.06 0.54 1.48
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P degeri (kuyruklu) 0.01 0.29 0.06
P degeri (kuyruklu) 0.03 0.58 0.13
Standart Hata 1.03 1.88 0.90
%095 alt limit (1 kuyruklu) -0.08 -4.24 -0.30
%095 iist limit (2 kuyruklu) 4.09 4.07 3.32
t degeri 1.94 0.04 1.67
sd 35 11 48

P degeri (kuyruklu) 0.04 0.48 0.04
P degeri (kuyruklu) 0.06 0.96 0.09

Tablo 2’de goriildiigii gibi, Rosenthal’in Giivenli N Testi sonucunun meta-analiz
arastirmasinin istatistiksel olarak anlamli oldugunu (p =.000) gostermektedir. Meta-analiz
sonucunun anlamliligmin ortadan kalkmasi i¢in okuma basarisina yonelik 9028, anlama
diizeyine yonelik 690, okuma oranma yonelik 4694 calismaya ihtiya¢ duyulmaktadir. Bu

durumda ¢aligma i¢in yayin yanliliginin olmadigini sdylemek miimkiindiir.
Heterojenlik

Meta-analize dahil edilen ¢aligmalarin heterojen olup olmadigmma p ve Q degerleri
incelenerek karar verilmektedir. Q degeri y2 tablosundaki serbestlik derecesine karsilik
gelen degerden biiyiikse (Q> %2) ya da p degeri anlaml1 degilse (p<.05) bu durum c¢aligmanin
heterojen oldugunu gostermektedir. Q-degeri y2 tablosundaki serbestlik derecesine (df)
karsilik gelen degerden kiigiikse (Q< 2 ) ya da p degeri anlamli degilse (p>.05) bu durum
calismanin homojen bir yapida oldugunu gostermektedir (Dinger, 2014: 47). Calisma
homojen bir yapida dagilim gosterdiginde sabit etkiler modeli kullanirken heterojen bir
yapida dagilim gosterdiginde rastgele etkiler modeli kullanilarak analize devam edilmesi
gerekmektedir. Bu calismada okuma basarisi i¢in elde edilen Q degeri (207.035) %2
tablosundaki serbestlik derecesine karsilik gelen degerden biiyiiktiir ve p degeri anlaml
degildir (p<.05). Okuma orani i¢in elde edilen Q degeri (152.121) %2 tablosundaki serbestlik
derecesine karsilik gelen degerden biiyiiktiir ve p degeri anlamh degildir (p<.05). Anlama
diizeyi icin elde edilen Q degeri (44.21) %2 tablosundaki serbestlik derecesine karsilik gelen
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degerden biiyiiktiir ve p degeri anlamli degildir (p<.05). Calisma heterojen bir yapida oldugu

icin rastgele etkiler modeli kullanilmistir.

Etki biyiikligii hesaplanirken standardize edilmis ortalama farki yontemi olan Cohen d

katsayis1 kullanilmistir.

-.15 < etki katsayis1 (g ya da d) < .15 6nemsiz diizeyde, .15 < etki katsayis1 (g ya da d) < .40
kiigiik diizeyde, .40 < etki katsayis1 (g ya da d) <.75 orta diizeyde, .75 < etki katsayis1 (g ya
da d) < 1.10 genis diizeyde, 1.10 < etki katsayisi (g ya da d) < 1.45 ¢ok genis diizeyde, 1.45
< etki katsayisi (g ya da d) miikemmel diizeydedir (Dinger, 2014).

Bulgular

Bu arasgtirmanin amaci tekrarli okuma yonteminin okuma oranmna ve anlama basarisina
etkisini incelemektir. Tekrarli okumanin okuma oranina etkisine iliskin orman grafigi Sekil

2’de verilmistir. Etki biiyiikliiklerine iliskin bulgular Tablo 3’te gdsterilmektedir.

Study name Statigtics for each study Std diff in means: and 95% C|
Sr‘fe‘g'ﬁfs'” 5“2’;‘[‘1‘?’“‘ “atiance | Lower limit | Upper limit Zhialue palue -1.00 0,50 0.00 0.50 1.00

Taguchi 20 0,402 0331 0.1as -0.338 1.154 1.071 0.284
Chang. 2012 1.480 0,387 0150 0721 2,239 3821 0.000 —
Chang & 1.520 0.432 n1av 0732 2.428 2.EG4 0.0o0 —
Gorsuch 1.270 0412 LU rul 0562 2178 23232 0,001 —_—
Gorsuch 1.570 0.424 LU R=la) 0.732 2.402 2701 0.0o0 —
Gorsuch 1.720 0.426 0190 0866 2,574 2946 0.0o0 —
Gorsuch 1.420 0424 o.1s0 0648 2312 3488 0,000 —
Gorsuch 1.240 0.447 0200 0.963 2717 4114 0.000 —
Gorsuch 1.850 0.447 0200 0973 2727 4137 0.000
Gorsuch 1.830 0,200 0.030 1.302 2.478 6300 0.000
*aughn, 200 0,290 0173 0.020 -0.049 0,629 1.674 0.034
O'Shea wd.. 1.930 0,283 n.oso 1.376 2.484 6.824 0.0o0
Omura, 2021 0440 0775 0.en0 -1.072 1.958 0562 0570
“rurick 4120 0222 n.re0 2,283 5.851 4 EED 0.0o0
“rurick 2.230 0.7e2 n.sz0 1.797 4,783 4,320 0.0o0
“rurick 0520 0522 0.240 0E1Z 1.6732 0909 0,362
Elhoweris 2 2,260 0.245 0.060 1.780 2740 9.226 0,000
FALzarmrnil 0510 0.265 0.070 -0.009 1.029 1.928 0.054
FALzarmrnil 0.260 0.265 0.070 -0.259 0,773 0,983 0.326
Gorsuch we 0,900 0,200 0.030 e e 1.488 3000 0,003
O'COMMOR 1.0320 o412 070 0222 1.838 2,498 0oz
K.aman ve 1.540 0.400 n.1e0 0.75E 2,324 2850 0.0o0 —
Furuoglu ve 2170 0.E71 0,450 0.855 2425 22368 0,001 —
Aol ve 1.420 0.200 0.0s0 0.242 2018 4.7ET 0.0o0 —
“roung. 1996 1.150 0,332 1o 0.500 1.200 24ET 0,001
“roung. 1996 0230 0,332 1o 0.240 1.540 2683 0007
wang ve 2400 0.245 0.060 1.920 2.880 9,798 0,000
Savagel, 1.000 0,200 0.030 o4z 1.588 3,333 0,001
Bulut, 1.850 0,332 o110 1.200 2.500 5578 0.000
Bulut, 2016 1110 0,200 0.030 0.522 1.698 3,700 0.000
Wadasy ve 1.100 0,200 0.040 0708 1.432 5.500 0.000 —
Sindelar.20 1.2e0 0.374 0140 0.527 1.992 2LIET 0,001
Sindelar.20 0Ez20 0.245 nizo -0.043 1.209 1.219 0.0e9
Stotdard. o.Fe0 0.374 0140 0.047 1.512 20258 0037
Stotdard. 1.130 0327 0150 0421 1.949 20732 0002
Stotdard. 0520 0.261 n1z0 -0azF 1.287 1,609 ooz
Statdard. 1.020 0,387 0150 0.321 1.8339 2789 0.005
Chang.2012 0,500 0,346 0120 -01739 1.173 1.443 01439
Chang & 1.0320 0,400 0160 0.246 1.814 2575 0010
Gorsuch 1.880 0,283 0.020 1.326 2,434 B.B47 0.000
O'Shea wd. . 1.940 0,332 o110 1.230 2.530 5.849 0.000
T aguchi 1.9e0 0523 n.2a0 0.905 2018 2E40 0.0o0 —
T aguchi 1.970 0.420 n.2z0 1.030 2910 4102 0.0o0
Elhoweris. 2 2,000 0.245 .00 1.520 2.420 816 0.0o0
Q-COMMOR 1.250 0.424 LU R=la) 0412 2,082 2946 000z
Aol ve 2,050 0,332 0110 1.400 2,700 181 0,000
T aguchi 0.000 0,374 0140 -0.733 0,733 0,000 1.000
T aguchi 1.410 0.640 o410 0155 2.B6B5 2202 0,028
Wadasy ve 1.070 0,200 0.040 0678 1.462 5.350 0.000 —
“r'oung. 1996 0,940 0,332 o110 0.230 1.530 2834 0.005

1.323 0.033 oo 1.123 1.517 13.368 0.000

Sekil 2.Tekrarli okumanin okuma basarisina etkisine iligkin orman grafigi
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Tablo 3. Tekrarli okumanin okuma basarisina etkisi

k n EBot p z Shata  EBait  EBust

Okuma

Basarist 50 1052 132 0.00 13.36 0.09 112 151

(k: Meta-analize dahil edilen ¢alisma sayisi;, EBort: Ortalama etki biiyiikliigii; Shata:
Standart hata; EBalt — EBiist: Etki biiyiikliigiiniin alt ve iist sinirlart)

Tablo 3 incelendiginde, rastgele etkiler modeline gore 50 veri ile gergeklestirilen meta-
analiz sonucunda; %95’1ik giiven araliginin st sinir1 1.51, alt sinir1 1.12, tekrarli okumanin
okuma basarisina etkisi 1.32 (p<.05), standart hatas1 0.09 olarak hesaplanmistir. Hesaplanan
etki biiyiikligii degeri Dinger (2014) tarafindan belirlenen siniflandirmaya gore ¢ok genis
diizeydedir. Tablo 3’te yer alan etki diizeyi ve Sekil 2’de yer alan orman grafigi ile birlikte
degerlendirildiginde, etki ¢ok genis diizeyde olmakla birlikte tekrarli okuma ¢aligmas1 yapan

ogrencilerden yana oldugu goriilmektedir.

Tekrarli okumanin okuma oranina etkisine iliskin orman grafigi Sekil 3’te verilmistir. Etki

biiyiikliiklerine iliskin bulgular Tablo 4’te gosterilmektedir.

Study name Statistics for each study Std diff in meansz and 95% CI
Sﬁfeda':fs'” Stae:‘[‘;f"d Variance | Lower limit | Upper mit | Z3alue palue 400 050 .00 0,50 1.0

T aguchi,20 0,408 0,391 0,145 0,338 1,154 1.071 0,284
Chang.2012 1.480 0,387 0150 0.721 2233 3.821 0.000 —
Chang & 1.580 0,432 0187 0,732 2,428 3.E54 0,000 —
Gorsuch 1,370 0412 0,170 0,562 2178 3.323 0,001
Gorsuch 1.570 0,424 0,180 0,738 2,402 2,701 0,000 —
Gorsuch 1.720 0,435 0,190 0,856 2574 3845 0,000 —
Gorsuch 1.480 0.424 0,180 0.648 2312 3.488 0.000 —
Gorsuch 1,240 0,447 0,200 0,952 2717 4,114 0,000 e
Gorsuch 1,850 0,447 0,200 0,973 2,727 4,137 0,000
Gorsuch 1,890 0,300 0,090 1,302 2,478 £.200 0,000
% aughn,200 0,230 0,173 0,020 -0,049 0,623 1,674 0,094
0'Shea wd.. 1.330 0.253 0.080 1.376 2,484 E.324 0.000
Ormura, 2021 0,440 0,775 0,500 -1.078 1,958 0,568 0,570
“urick 4120 0,853 0,750 2,389 5,851 4,555 0,000
Y urick. 3,230 0,752 0,580 1,797 4,733 4,320 0,000
“urick 0,530 0,583 0,340 0E12 1,673 0,909 0,363
Elhoweris. 2 2.260 0.245 0.060 1.780 2.740 3.226 0.000
Muzammil 0510 0,265 0,070 -0,009 1.023 1,928 0,054
Muzammil 0,250 0,265 0,070 0,253 0,773 0,993 0,325
Gorsuch ve 0,900 0,300 0,090 0312 1,498 3,000 0,003
0°COMMOR 1.030 0412 0,170 0222 1,838 2,498 0,012
Kaman ve 1.540 0.400 0160 0.756 2324 3.350 0.000 —
Kuruogiu ve 2,170 0.E71 0,450 0,855 3,485 3,235 0,001 —
Hkyol ve 1.430 0,300 0,090 0,842 2,08 4,767 0,000 —
oung. 1996 1.150 0,332 0110 0,500 1.800 3467 0.001
“Young,1995 0,230 0,332 0,110 0,240 1.540 2,593 0,007
wang ve 2.400 0.245 0.060 1.320 2,880 3.798 0.000
Savago, 1.000 0,300 0,050 0412 1.588 3,333 0,001
Bulut, 1,850 0,332 0,110 1,200 2,500 5578 0,000
Bulut, 2016 1.110 0.300 0,030 0522 1.698 3.700 0.000
Wadasy ve 1,100 0,200 0,040 0,702 1,482 5,500 0,000 —
Sindelar.20 1.260 0.374 0,140 0527 1.393 3.367 0.001  —
Sindelar,20 0,530 0,346 0,120 -0,049 1,209 1819 0,069
Stotdard, 0,780 0,374 0,140 0,047 1.513 2,085 0,037
Stotdard, 1.190 0,387 0150 0.431 1.943 3.073 0.002
Stotdard, 0,580 0,351 0,120 0127 1,287 1,609 0,108
Stotdard. 1.080 0.357 0,150 0.321 1.839 2.789 0.005

1.305 0118 0.014 1.074 1,536 11,058 0.000

Sekil 3. Tekrarli okumanin okuma oranina etkisine iligkin orman grafigi
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Tablo 4. Tekrarli okumanin okuma oranina etkisi

k

n

EBort

P

Shata

EBaIt EBﬁst

Okuma

Orani

37

571

1.30

0.00

11.06 0.12

1.07 1.53

(k: Meta-analize dahil edilen ¢alisma sayisi; EBort: Ortalama etki biiyiikliigii; Shata:

Standart hata; EBalt — EBiist: Etki biiyiikliigiiniin alt ve iist sinirlart)

Tablo 4 incelendiginde, rastgele etkiler modeline gore 37 veri ile gergeklestirilen meta-

analiz sonucunda; %95’lik giiven araliginin st sinir1 1.53, alt sinir1 1.07, tekrarli okumanin

okuma oranma etkisi 1.30 (p<.05), standart hatas1 0.12 olarak hesaplanmistir. Hesaplanan

etki biiyiikligli degeri Dinger (2014) tarafindan belirlenen siniflandirmaya gore ¢ok genis

diizeydedir. Tablo 4’te yer alan etki diizeyi ve Sekil 3’te yer alan orman grafigi ile birlikte

degerlendirildiginde, etki ¢ok genis diizeyde olmakla birlikte tekrarli okuma ¢aligmas1 yapan

ogrencilerden yana oldugu goriilmektedir.

Tekrarli okumanin anlama basarisina etkisine iliskin orman grafigi Sekil 4’te verilmistir.

Etki biiytikliiklerine iliskin bulgular Tablo 5’te gosterilmektedir.

Study name

Chang,2012
Chang &
Gorguch
1'Sheawd.,
Taguchi
Taguchi
Elhoweris, 2
0°COMMOR
Lkyal ve
Taguchi
Taguchi
‘Vadazy ve
“Young, 1336

St diff ir
mEans
0,500
1,030
1,830
1,540
1,960
1470
2,000
1.250
2,050
0,000
1.410
1.070
0,340
1,378

Standard
ermar
0346
0400
0283
0332
053
0480
0245
0424
032
0374
0640
0200
0332
p18s

Statistice for each study

Yariance

0120
0,180
0,080
0110
0,290
0.230
0,080
0180
010
0140
0410
0,040
0110
0,034

Lower limit

017
0,245
1,356
1.290
0,905
1030
1520
0418
1.400
0733
0155
0678
0,230
1,016

Upper limit

1174
1814
243
2,550
3015
2410
2480
2,082
2,700
0.733
2.BES
1.462
1550
1.740

2V alue

1443
2575
B.547
5,843
3840
4,108
8,165
2,346
£.141
0,000
2,202
5,350
284
7458

Std diff in means and 95% C|

palug -1.00 -0.50 0.00 0,50 1,00

0,143
oo
0,000
0,000
0,000 —
0,000
0,000
0,003
0,000
1.000
0,028
0,000
0,005
0,000

Sekil 4. Tekrarli okumanin anlama basarisina etkisine iliskin orman grafigi
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Tablo 5. Tekrarli okumanin anlama basarisina etkisi

k n EBort p z Shata  EBait EBist

Anlama 13 278 137 000 754 018 101 1.74

(k: Meta-analize dahil edilen ¢alisma sayisi;, EBort: Ortalama etki biiyiikliigii; Shata:
Standart hata; EBalt — EBiist: Etki biiyiikliigtiniin alt ve iist sinirlari)

Tablo 5 incelendiginde, rastgele etkiler modeline gore 13 veri ile gergeklestirilen meta-
analiz sonucunda; %95’lik giiven araliginin st sinir1 1.74, alt sinir1 1.01, tekrarli okumanin
anlama basarisina etkisi 1.37 (p<.05), standart hatas1 0.18 olarak hesaplanmistir. Hesaplanan
etki biytikliigii degeri Dinger (2014) tarafindan belirlenen siniflandirmaya gére ¢ok genis
diizeydedir. Tablo 5’te yer alan etki diizeyi ve Sekil 4’te yer alan orman grafigi ile birlikte
degerlendirildiginde, etkinin tekrarli okuma calismasi yapan Ogrencilerden yana oldugu

goriilmektedir.

Tablo 6. Swunif grubunun, dil tiriiniin, uygulama ve tekrar siiresinin, arastirma tiirtiniin etki

biiyiikliigiine etkisi
%95
Etki  Standart S " 05Giiven
aralig1
Degisken n  Biiyikligii  Hata sd Dizeyiy Qs p
Alt -
Ust
Sinir
Ilkokul 18 1.17 0.07 1.02 0.00
1.31
Ortaokul 3 1.14 0.22 0.71 0.04
1.57
Okuma Lise 1 0.44 0.77 -1.07 3 0.00 1.39 0.70
Oram 195
Universite 15 1.28 0.08 111 0.00

1.45
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Birinci dil 20

Ikinci dil 17

1-5hafta 6

5-10 hafta 14

10-15 10
hafta
15 4
haftadan
fazla
Belirsiz 3
Makale 33
Tez 4
2 tekrar 1
3tekrar 12
4 tekrar 9

4’ten fazla 6

Belirsiz 9

1.17

1.26

0.90

1.66

0.84

1.34

1.39

1.20

1.24

2.17

0.99

1.62

1.35

1.40

0.07

0.08

0.15

0.10

0.09

0.15

0.18

0.12

0.24

0.67

0.15

0.19

0.31

0.29

1.02
1.31

1.10
1.43

0.60
1.20

1.47
1.86

0.66
1.02

1.03
1.64

1.03
1.74

1.06
1.57

0.75
1.70

0.85
3.48

0.70
1.29

1.25
2.00

0.73
1.97

1.25

0.00

0.00

0.02

0.01

0.00

0.02

0.03

0.01

0.06

0.45

0.02

0.03

0.10

0.03

0.01 0.89

9.51 0.04

0.11 0.73

8.82 0.05
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2.00
Anlama [lkokul 5 1.65 0.23 1.19 0.05
2.12
Ortaokul 1 0.94 0.33 0.29 0.11 3.35 0.18
0.59
Lise - - - - -
Universite 7 1.21 0.31 0.59 0.10
1.84
Birincidil 6 1.54 0.22 1.11 0.04 0.70 0.40
1.97
Ikinci dil 7 1.21 0.31 0.59 0.10
1.84
2 tekrar - - - - -
3 tekrar 5 1.13 0.22 0.70 0.00
1.56
4 tekrar 4 1.95 0.16 1.63 0.05 11.45 0.05
2.27
4 1 1.03 0.40 0.24 0.00
tekrardan 1.81
fazla
Belirsiz 3 1.14 0.70 -0.26 0.03
2.55

Tartisma ve Sonug¢

Bu arastirmanin amaci 25 calismadan elde edilen 50 veri ile tekrarli okumanin okuma

oranina, anlama diizeyine ve okuma basarisina etkisini meta-analiz yontemi ile incelemektir.

Yapilan inceleme sonunda tekrarli okuma yonteminin okuma basarisini, okuma oranini ve
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anlamay1 genis diizeyde etkiledigi sonucuna ulagilmistir. Alanyazin incelendiginde Gorsuch

ve Taguchi (2008), O'Shea vd., (1985); Yurick vd.,(2006); Kaman ve Sahin, (2013);
Kuruoglu ve Sen, (2019) tekrarli okumanin okuma oranina etkisini incelemis ve tekrarl
okumanin okuma oranini ¢ok genis diizeyde etkiledigi sonucuna ulagmistir. Lee ve Yoon
Yoon (2017) yaptig1 meta-analiz arastirmasida tekrarli okumanin okuma basarisi iizerinde
genis diizeyde etkili oldugu sonucuna ulagmistir. Padeliadu ve Giazitzidou (2018) yaptig1
arastirmada okuma siireci i¢in en etkili olan 0gretim stratejilerini belirlemek i¢in sekiz meta-
analiz arastirmasini  incelemistir. Yapilan inceleme sonunda Dbiitiin meta-analiz
aragtirmalarinda tekrarli okumanin akici okumanin gelisimi iizerinde orta- yiiksek etki
biiylikliigiine sahip oldugu sonucuna ulasilmistir. Bu durumda tekrarli okumanin okuma
akiciligint ve anlamayi gelistiren etkili bir yontem oldugunu sdylemek miimkiinddr.
Therrien (2004) yaptig1 meta-analiz arastirmasinda tekrarli okumanin hem okuma akiciligini
hem de okuma basarisin1 orta diizeyde etkiledigi ve bu etkinin okuma akicilig1 {lizerinde
biraz daha yiiksek oldugu sonucuna ulasmistir. Mevcut arastirmada ise tekrarli okumanin
anlama basarist iizerinde biraz daha etkili bir yontem oldugu goriilmiistiir. Calismanin bu

bulgusu alanyazindaki diger arastirmayla tutarlilik gostermemektedir.

Tekrarli okuma yonteminin okuma oranma etkisini inceleyen aragtirmacilar,
Ogrencilere okuma parcalarin1 2, 3, 4, 4’ten fazla ve belirsiz sayida tekrarlatmislardir.
Alanyazinda tekrarli okuma yontemi kullanilirken kag¢ kez tekrar edilmesine iliskin goriis
birliginin bulunmadigint séylemek miimkiindiir. Arastirma kapsaminda yapilan alt grup
analizleri sonucunda elde edilen bulguya gore 2 kez gerceklestirilen tekrarli okumanin
okuma orania etkisi 2.17, ii¢ kez gerceklestirilen tekrarli okumanin okuma oranina etkisi
0.99, 4 kez gercgeklestirilen tekrarli okumanin okuma oranina etkisi 1.62, 4’ten fazla
gerceklestirilen tekrarli okumanin okuma oranina etkisi 1.35, tekrar oraninin belli olmadigi
caligmalarda tekrarli okumanin okuma oranina etkisi 1.40 olarak tespit edilmistir. Etki
biiytiikliikleri incelendiginde tekrar sayisi ile orantili olarak okuma oraninda da artigin
gergeklestigi goriilmemektedir. 2 kez tekrarla (okuma orani) ve 4’ten fazla tekrarla (anlama)
yapilan calisma sayisinin bir tane olmasi iki tekrardan elde edilen bulgunun evrene
genellenmesini miimkiin kilmamaktadir. Ancak ii¢, dort ve dortten fazla tekrarin yapildig
caligma sayis1 aragtirma bulgusunun genellenebilmesine engel teskil etmemektedir. 4 kez
yapilan tekrar ile en yiiksek okuma orani elde edilirken 4’ten fazla yapilan tekrardan elde
edilen basarida diisiisiin yasandigi; anlama basaris1 igin 3 ve 4 kez yapilan tekrarlar

karsilastirildiginda 4 kez yapilan tekrarin daha yiliksek anlama basaris1 sagladigi
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goriilmektedir. Bu aragtirma sonunda 4 kez yapilan tekrarin okuma orani iizerinde en etkili

yontem oldugunu sdylemek miimkiindiir. Alanyazin incelendiginde arastirmacilarin benzer
bulguya ulastiklar1 goriillmektedir. Lee ve Yoon Yoon (2017) yaptigi arastirmada iki, li¢ ve
dort ve daha fazla tekrarin okuma basarisina etkisini incelemis ve tekrar sayisi arttikca
okuma basarisinin da arttigi sonucuna ulasmustir. Therrien (2004) yaptigi meta-analiz
aragtirmasinda bir okuma pargasinin ii¢c veya dort kez tekrarlanmasmin iki kez
tekrarlanmasindan %30 daha etkili okuma akiciligina yol actigi sonucuna ulagmistir. Ek
olarak, dort ayr1 ¢alisma (O'Shea vd., 1985; Stoddard vd., 1993) ii¢ tekrardan fazla yapilan
okumalarin okuma basaris1 lizerinde anlamli farklilik yaratmadigi sonucuna ulasmistir.
Metni {i¢ ve dort kez okumanin, okuma basarisi lizerinde yarattig1 etki arasindaki fark ¢cok
azdir. Bu nedenle dortten fazla okumanin gerekli olmadigi goriilmektedir. Tekrarl
okumanin amaci bir metnin akicit okumasini saglamak ise metin ili¢ veya dort kez

okunmalidir (Therrien, 2004).

Arastirmadan elde edilen bir diger bulguya gore, uygulamanin gerceklestirildigi
zaman aralig1 okuma orani tizerinde anlamli bir farklilik yaratmaktadir. 1-5 hafta araliginda
yapilan uygulamanin okuma oranmna etkisi 0.90, 5-10 hafta aralifinda yapilan tekrarin
okuma oranina etkisi 1.66, 10-15 hafta araliginda yapilan tekrarin okuma oranina etkisi 0.84,
15 haftadan fazla yapilan tekrarin okuma oranina etkisi 1.34 olarak tespit edilmistir. 5-10
hafta araliginda yapilan tekrarli okuma ¢alismalarinin en yiiksek etki diizeyine sahip oldugu
goriilmektedir. Alanyazin incelendiginde tekrarli okuma uygulamalarinin gergeklestirildigi
zaman araliginin okuma basarisina etkisini tespit eden bir aragtirmaya rastlanilamamustir.
Uygulama siiresi arttik¢ca okuma basarisinda da artisin olmasi beklenen bir durumdur. Ancak
yapilan alt grup analizi sonucunda 5-10 hafta yapilan uygulamann etki biiytikligi 1-5 hafta
yapilan uygulamadan yiliksek olmasina karsin 10-15 hafta yapilan uygulamanin etki
biiyiikliigii 5-10 hafta yapilan uygulamadan daha disiiktiir. 15 haftadan fazla geceklestirilen
uygulamanin etki biiylikligli 5-10 hafta yapilan uygulamanin etki biiyilikliiglinden daha
diistiktiir. Arastirmanin bu bulgusundan hareketle tekrarli okuma ydntemi i¢in en ideal
uygulama siiresinin 5-10 hafta oldugunu sdylemek miimkiindiir. Uzun siireli uygulamalarda
zamanla O0grencilerin dikkat siirelerinde ve ilgilerinde bir diisiisiin meydana gelmesi boyle
bir sonucun ortaya cikmasina neden oldugunu disiindiirmektedir. Kesin bir sonuca

ulagabilmek i¢in daha fazla arastirma yapilmasina ihtiya¢ duyulmaktadir.

Aragtirmadan elde edilen bir diger bulguya gore tekrarli okuma yontemi okul tiird,

arastirma tiiriic degiskenine; uygulamanin birinci ve ikinci dilde gerceklestirilme durumuna
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gore anlamli farklilik gostermemektedir. Alanyazinda tekrarli okuma uygulamalarinin

birinci ve ikinci dilde okuma basarisina ne diizeyde etkide bulunduguna iliskin bir bulguya
rastlanilamamistir. Ancak aragtirma tlirline ve sif diizeyine gore tekrarli okuma
uygulamalarinin  okuma basarisina etkisi Lee ve Yoon Yoon (2017) tarafindan
gergeklestirilen  meta-analiz  arastirmasinda  incelenmistir.  Sinif  diizeyine  gore
gerceklestirilen alt grup analizleri sonucunda tekrarli okumanin ilkokul 6grencileri tizerinde
daha etkili oldugu; makalelerin tezlere gore daha yiiksek etki biiytlikliigiine sahip oldugu
sonucuna ulagmistir. Arastirmanin bu bulgusu alanyazindaki diger arastirma bulgulariyla
otiismemektedir. Kesin sonuca ulasabilmek i¢in daha fazla ¢alismanin yapilmasina ihtiyag

duyulmaktadir.

Oneriler

1. Tekrarli okuma; okuma basarisi, okuma orani ve anlama {izerinde ¢ok genis diizeyde
etki olusturmaktadir. Tiirkge Dersi Ogretim Programi’nda tekrarli okumaya yer
verilmesinin, 6gretmenlere tekrarli okuma ile ilgili seminerlerin diizenlenmesinin ve
egitim fakiiltelerinin programlarinda bu konuya deginilmesinin faydali olacagi

diistiniilmektedir.

2. 5-10 hafta araliginda yapilan tekrarin okuma oranina etkisi 10-15 hafta araliginda
yapilan tekrarin okuma oranina etkisinden daha yiiksektir. 15 haftadan fazla
geceklestirilen uygulamanin etki biiylikliigli 5-10 hafta yapilan uygulamanin etki
biiylikliigiinden daha disiiktiir. Bundan sonraki arastirmalarda bu durumun
nedenlerini ortaya c¢ikarmaya yonelik arastirmalarin yapilmasinin alanyazin igin

faydal1 olacag diisiiniilmektedir.
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Caliymas1” bashkli ¢alismanin anket, miilakat, odak grup c¢alismasi, gozlem, deney,
goriisme teknikleri kullamilarak katilimcilardan veri toplanmasini gerektiren nitel ya da
nicel yaklagimlarla yiiriitiilen, insan ve hayvanlarin (materyal/veriler dahil) deneysel ya da
diger bilimsel amacglarla kullamildigi, insanlar iizerinde klinik arastirmalar yapildig,
hayvanlar iizerinde yapildigi tiirden arastirmalar kapsamina girmemesi nedeniyle Etik

Kurul Onay belgesine gerek yoktur.

Yazar Cikar Catismasi Bilgisi: Calisma kapsaminda herhangi bir kisisel ve finansal ¢ikar

catismast bulunmamaktadir.

Yazar Katkisi: Makalenin hazirlanmasi ilgili yazar tarafindan gerceklestirilmistir.
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Introduction

Reading is one of the most effective ways individuals gain functionality and access
information in the 21st century. The satisfactory progress of educational activities, the
effective use of cognitive skills, and the fulfillment of tasks in social life can be achieved by
increasing the level of reading. Acquiring reading skills, which affect many aspects of life, is
very important; however, studies have shown that some students experience difficulties
while reading, cannot achieve fluency while reading sentences, and have difficulty reading
words without making any mistakes (Kardas Isler & Sahin, 2016). One study conducted
with students who started high school in the 35 largest cities of the USA found that half of
the participants read books at the sixth-grade level or below and that most of the students
were skilled in reading systems, but they were not strategic enough in their ability to
discover and interpret meaning (Vacca, 2002). When the reading results in Turkey's PISA
(International Student Assessment Program) are examined, it is seen that there is an increase
from 2003 to 2018. However, while the participant is ranked 40th among 79 countries in the
field of reading, 31st among 37 OECD member countries shows that the desired success has
not been achieved (Okatan, 2021). If the necessary precautions are not taken, the difficulty
in reading experienced at the beginning of the education process becomes more evident as
the grade levels rise, which creates a major obstacle for students to acquire new knowledge
and skills (Alber-Morgan, 2006).

Reading requires simultaneously carrying out three basic processes: coding, fluency,
and comprehension. If the reader pays great attention to each ability in this process, it will be
impossible to achieve the most important goal: forming the meaning. Even if readers can
decode words correctly, when they have to use their cognitive energy intensively to
recognize words, they reduce the amount of cognitive energy available for comprehension;
thus, forming the meaning becomes difficult. However, if some of the processes, primarily
reading fluency, can be performed automatically, then the load on attention can be
intensified on the skill of forming meaning much more easily (Akyol & Kodan, 2016).
Reading fluency is described as the ability to read text quickly and accurately with few
miscues and little effort and to read expressively with appropriate pausing, phrasing, and
articulation (Le & Yoon Yoon, 2017; Tankersley, 2005). The main components of reading
fluency, which is reading a text aloud at natural speed, are accuracy, automaticity, and
prosody. Accuracy refers to decoding words precisely, automaticity is defined as
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recognizing and decoding words effortlessly, and prosody is reading smoothly and by pitch,

tone, volume, and rhythm (Aldhanhani & Abu-Ayyash, 2020).

Fluency in the reading process is the basic element of constructing meaning.
According to DiSalle and Rasinski (2017), 90% of comprehension problems are caused by a
lack of oral reading fluency. Empirical studies have reported a strong, positive correlation
between reading decoding, oral reading fluency, and reading comprehension success; on the
other hand, studies on improving oral reading have shown that these students experience
problems in reading fluency (Eckert, Ardoin, Daly & Martens, 2002). Previous studies
emphasize that fluent reading is an important variable that affects reading success. Although
reading fluency alone is not sufficient to achieve a high level of reading success, it is
necessary (Kodan & Akyol, 2018). Fluent readers allocate little of their attention to
describing and decoding words, but they leave their attention available for comprehension.
On the other hand, disfluent readers (those who are not accurate or quick in identifying and
decoding words) need to allocate more attention to reading words; thus, they have little
capacity remaining to allocate to comprehension.

Students who can read the text fluently without pausing or stopping to decode words
spend more energy on forming meaning without dividing attention between meaning and
decoding (Petersen-Brown, Johnson, Bowen, Lundberg, Nelson, Williamson & Wiswell,
2021; Samuels, 1979). Reading of students who experience problems with recognizing
words is slow, interrupted, and problematic. The reader often returns and makes corrections
because they cannot read the word correctly (Bastug & Akyol, 2012). This prevents the
reader from accessing the author’s intended meaning, and reading the word wrongly can
lead to miscomprehension of the text. Poor prosody can give way to confusion due to
inappropriate or meaningless groupings of words or through inappropriate expression
applications. Skilled readers read words accurately, and because they can incorporate their
reading program with good prosody, they form meaning much faster and easier than
individuals who do not have fluent reading skills (Hudson, Lane & Pullen, 2005).

It is much more difficult for individuals who cannot gain reading fluency to develop
their comprehension skills, increase their desire to read and make reading a habit (Gevrek,
2018). Reading has a significant place in students’ academic and social lives, which has
prompted researchers to conduct studies that can improve students’ reading fluency. Huey
(1908), in his classic review of reading research, likened the development of fluent reading

to the development of other psychomotor skills, such as playing tennis, and remarked that
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both skills could be improved through practice (Chard, Vaughn & Tyler, 2002). A literature

review shows that repetitive reading, drama, echo reading, paired reading, sharing reading,
and word repetition techniques are used to improve students’ reading fluency (Kahveci,
2019). However, repeated reading is the most common method in helping readers develop
reading fluency because it can be easily incorporated into reading intervention programs and
effectively increases the reading success of both reading-skilled students and students
struggling with reading difficulties. Repeated reading is an intervention method that aims to
read fluently by having a text read (the number of readings may vary depending on the
individual). According to this method, which Samuels first described (1979), firstly, a short
passage suitable for the level of the student is selected, a speed criterion is determined, and
the student is ensured to read and re-read the passage until this speed is reached. This
method improves students’ word recognition and decoding skills by frequently exposing
them to the same words. Plenty of exposure to words and word patterns leads them to
become fixed in our memories and easily retrieved when exposed to them in subsequent
readings (Rasinski, 2014). As students become proficient in reading the words, their fluency
develops by means of a shift in the allocation of attention from decoding to comprehension,
and they improve their skill of understanding the text (Therrien & Kubina, 2007).
Continuous exposure to the same words improves students” word recognition and decoding

skills.

Many studies in the literature have examined the effect of repeated reading on
reading success. Soydas & Ertem (2019) investigated the effect of repeated reading of digital
texts on fluency (speed, accuracy, prosody) and comprehension skills of fourth-grade
students. Found that repeated reading increased the students' reading speed, reduced their
reading errors, and improved their prosodic reading. Bulut (2016) examined the effect of
repeated reading activities on students’ fluent reading skills in a study carried out with 50
fourth-grade students and concluded that repeated reading improves reading fluency.
Elhoweris (2017) investigated the effect of the repeated reading intervention on students’
reading fluency, and the study, which was conducted with primary school students, reported

that repeated reading improved students’ reading fluency.

Many studies support that repeated reading is an effective method (Dowhower, 1994;
Meyer & Felton, 1999; Therrien, 2004); however, it remains unclear how the intervention
affects basic reading processes. This study aims to examine the effect of repeated reading on

reading success at different grade levels by using the meta-analysis method and reaching a
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generalizable result. According to the literature review, a meta-analysis study was conducted

by Therrien (2004), Le and Yoon Yoon (2017) systematically by reviewing the effect of the
repeated reading intervention on reading success. Therrien (2004) carried out a meta-
analysis study including the repeated reading studies conducted until 2004. The present
study discusses the effect of repeated reading on reading fluency and comprehension
success. In addition, through subgroup analyses, it determines whether repeated reading
changed by adults performing repeated reading, the teacher reading the text before the
application, giving feedback, showing the student's success using plots during the
application process, and the student’s learning difficulties. In the meta-analysis study
conducted by Le and Yoon Yoon (2017), the correct words read per minute were taken as a
dependent variable from the studies carried out until 2014. The results of the study showed
that repeated reading had a positive effect on reading fluency and that repeated reading
supported by listening texts was even more effective on reading success. This meta-analysis
study on the repeated reading method was carried out because the study conducted by
Therrien (2004) collected data from the studies carried out until 2004, and the study by Le
and Yoon Yoon (2017) used data from studies until 2014. The latter included only correctly
read words in the analysis and analyzed data from students who experienced reading
problems. Finally, both studies in question did not address to what extent repeated reading
affected reading success in mother language and foreign-language education nor discussed

the effect of the method by the grade levels.
The Current Study

This study aims to evaluate the studies examining the effect of the repeated reading method
on reading success holistically and to reveal the effect of repeated reading on reading

SucCcCess.

The problem statement of the study was determined as “What is the effect of repeated

reading on reading success?” Accordingly, the sub-problems were developed as follows:
1. What is the effect of repeated reading on reading success?
2. What is the effect of repeated reading on reading rate?
3. What is the effect of repeated reading on the level of comprehension?

4. Does the research group change the effect of repeated reading on reading rate and

comprehension level?
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5. The effect of the method on the reading rate and comprehension level; does it vary

according to the number of times the repetition is performed, the duration of the
application, the status of being in the first-second language, and the type of study?

Method

This study examining the effect of repeated reading on reading success was conducted using
the meta-analysis method. A meta-analysis combines the results of more than one
independent study on a specific subject and statistical analysis of the study results (Akgoz,
Ercan & Kan, 2004). The study data were collected from published articles; therefore, no
ethical permission was obtained for the study. The study was carried out in line with ethical

principles.
Data Collection

The data used in this study were collected in August 2021. To reach the study data, firstly,
the keywords “repeated reading”, “reading fluency”, “repeat reading,” and “fluent reading”
were searched in Google Academic, CoHE National Thesis Center, Web of Science, and
Proquest databases. As a result of this search, 300 studies were found. Among the studies
found, 50 data obtained from 25 studies that have the criteria of a) examining the effect of
repeated reading on reading success b) including sample sizes, ¢) having arithmetic mean
and standard deviation, and t or p values in the study results being recorded in the coding
key. It was determined that Chang & Millett (2013), O’Shea, Sindelar and O'Shea (1985),
Taguchi, Takayasu-Maass, M. and Gorsuch (2004), Muzammil and Andy (2018), Elhoweris
(2017), O’connor, White and Swanson (2007), Akyol and Bastug (2015), Bulut (2016),
Young, Bowers and Mackinnon (1996), Vadasy and Sanders (2008) included data on
reading rate and comprehension success; Gorsuch et al. (2015), Taguchi, Gorsuch and
Mitani (2021) made more than one measurement; Yurick, Robinson, Cartledge, Lo and
Evans (2006) included data by different grade levels; Sindelar, Monda and O’Shea (2016)
included data from different groups and Stoddard, Valcante, Sindelar, O’Shea and Algozzine
(1993) included measurements of different numbers of repetition. Therefore, more than one
data were taken from these studies. The studies that used case study design and those in
which the data of the sample group were given individually were not included in the

analysis.

The coding key included information about the author of the study, the sample size

of the experimental group and its arithmetic mean and standard deviation value, the sample
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size of the control group and its arithmetic mean and standard deviation value, the research

group, research type, the language in which the practice was done, the number of repetitions,
and the duration of the practice.

Table 1. Descriptive statistical results of the studies included in the meta-analysis

Frequency (f) Percentage

(%)
Study type Article 22 88
Thesis 3 12
Publication year 2021 2 8
2019 2 8
2018 1 4
2017 1 4
2016 2 8
2015 2 8
2013 2 8
2012 1 4
2011 1 4
2008 2 8
2007 1 4
2006 1 4
2004 1 4
2000 1 4
1996 1 4
1993 1 4
1992 1 4
1985 2 8
Educational status of the sample  primary school 11 44
middle school 2

high school 1 4
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university 11 44

As seen in Table 1, 88% of the studies included in the meta-analysis were articles, and 12%
were thesis. Of the studies, 8% were published in 2021, 2019, 2016, 2015, 2013, 2008, and
1985 and 4% in 2018, 2017, 2012, 2011, 2007, 2006, 2004, 2000, 1996, 1993 and 1992. In
addition, 44% of the studies selected primary school students, 8% secondary school

students, 4% high school students, and 44% university students as samples.
Publication Bias

Funnel scatter plots that show publication bias in this study is given in Figure 1:

Figure 1. Funnel plot for the effect of repeated reading on reading success

If the effect sizes of the studies are within the funnel plot and are symmetrically distributed,
this indicates that there is no publication bias. However, the fact that the effect sizes of
individual studies are outside the funnel lines and distributed asymmetrically indicates
publication bias (Sasmaz Oren & Sari, 2019). The funnel plot in Figure 1 shows that the
effect sizes of individual studies exhibit a symmetrical distribution. This is an indication of

no publication bias in the study.

Table 2. Rosenthal FSN calculation results showing the bias of studies included in the meta-

analysis

Publication Bias Reading Rate Comprehension Reading Success
z value for the studies reviewed 22 14 26
p value for the studies reviewed 0.00 0.00 0.00
Alpha 0.05 0.05 0.05

Direction 2 2 2
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z value for alpha 1.95 1.95 1.95
Number of the studies reviewed 37 13 50

FSN 4694 690 9028
Tau 0.23 -0.11 0.14
z value for Tau 2.06 0.54 1.48
p value (tailed) 0.01 0.29 0.06
p value (tailed) 0.03 0.58 0.13
Standard error 1.03 1.88 0.90
95% lower limit (1-tailed -0.08 -4.24 -0.30
95% upper limit (2-tailed) 4.09 4.07 3.32
t value 1.94 0.04 1.67
sd 35 11 48

p value (tailed) 0.04 0.48 0.04
p value (tailed) 0.06 0.96 0.09

As seen in Table 2, the result of Rosenthal’s Fail-Safe N (FSN) test shows that the
meta-analysis study is statistically significant (p = .000). To eliminate the significance of the
meta-analysis result, 9,028 studies on reading success, 690 on comprehension level, and
4694 studies on reading rate were needed. Therefore, it is possible to claim no publication
bias for the study.

Heterogeneity

The heterogeneity of the studies included in the meta-analysis is determined by examining
the p and Q values. If the Q value is higher than the value corresponding to the degree of
freedom (df) in the y2 table (Q >y 2) or the p-value is not significant (p < .05), the study is
considered heterogeneous. The fact that the Q value is lower than the value corresponding to
the df in the y2 table (Q <y 2 ) or the p-value is not significant (p > .05) indicates that the
study has a homogeneous structure (Dinger, 2014: 47). The analysis should be continued by

using the fixed effects model when the study shows a homogeneous distribution and the
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random-effects model when it shows a heterogeneous distribution. In the present study, the

Q value obtained for reading success (207.035) was greater than the value corresponding to
the degrees of freedom in the y2 table, and the p-value was not significant (p<.05). The Q
value obtained for the reading rate (152.121) was higher than the value corresponding to the
df in the y2 table, and the p-value was not significant (p < .05). The Q value obtained for the
level of understanding (44.21) was higher than the value corresponding to the df in the x2
table, and the p-value was not significant (p < .05). The study was heterogeneous; therefore,

the random-effects model was used.

The effect size was calculated using the Cohen d coefficient, the standardized mean

difference method.

Accordingly, the effect size is interpreted as follows: -.15 < effect coefficient (g or d) < .15
is insignifcant; .15 effect coefficient (g or d) < .40 is small; .40 < effect coefficient (g or d) <
.75 is medium; .75 < effect coefficient (g or d) < 1.10 is large, 1.10 < effect coefficient (g or

d) < 1.45is very large; 1.45 < effect coefficient (g or d) is excellent (Dinger, 2014 ).
Findings

The aim of this study was to examine the effect of the repeated reading method on reading
rate and comprehension success. The funnel plot for the effect of repeated reading on

reading success is shown in Figure 2. The results regarding the effect sizes are shown in

Study name Statistics for each study Std diff in means and 95% CI
Std diff in Standard
eans —hor “ariance Loweer limit | Upper limit Zaalue P alue -1.00 -0.50 0.00 0.50 1.00
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Figure 2. Forest plot for the effect of repeated reading on reading success
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Table 3. The effect of repeated reading on reading success

S n ESmean p z Serror  ESiower ESupper

Reading

Success 50 1082 132 0.00 13.36 0.09 1.12 1.51

(s: The number of studies included in the meta-analysis; ESmean: Mean effect size; Serror
Standard error; ESlower — ESupper: lower and upper limits of effect size)

Considering Table 3, as a result of the meta-analysis carried out with 50 data according to
the random-effects model, the upper limit of the 95% confidence interval was 1.51, the
lower limit was 1.12, the effect of repeated reading on reading success was 1.32 (p < .05),
and the standard error was 0.09. The calculated effect size was very large according to the
classification determined by Dinger (2014). When evaluated together with the effect level in
Table 3 and the forest plot in Figure 2, the effect was very large, but it favored the students

who did repeated reading.

The forest plot regarding the effect of repeated reading on the reading rate is given in

Figure 3. The results regarding the effect sizes are shown in Table 4.

Study name Statistics for each study Std diff in means and 95% C
S::ecah::sm St:rr':ri}ard Variance Lower limit | Upper limit ZM alue pMalue -1.00 -0.50 0,00 050 1,00

Taguchi 20 0,408 0,381 0,145 -0.338 1.154 1.071 0,284
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Figure 3. The forest plot regarding the effect of repeated reading on reading rate



E. Sur / Pamukkale University Journal of Education, 55, 226-251, 2022 237
Table 4. The effect of repeated reading on reading rate

S n ESmean p YA Serror  ESiower ESupper

Reading

Rate 37 571 130 0.00 11.06 0.12 1.07 1.53

(s: The number of studies included in the meta-analysis; ESmean: Mean effect size; Serror
Standard error; ESlower — ESupper: Lower and upper limits of effect size)

In examining Table 4, as a result of the meta-analysis carried out with 37 data
according to the random-effects model, the upper limit of the 95% confidence interval was
1.53, the lower limit was 1.07, the effect of repeated reading on the reading rate was 1.30 (p
< .05), and the standard error was 0.12. The calculated effect size was large according to the
classification determined by Dinger (2014). When evaluated together with the effect size in
Table 4 and the forest plot in Figure 3, the effect was very large, but it was in favor of the

students who do a repeated reading.

The forest plot of the effect of repeated reading on comprehension success is shown

in Figure 4. The results regarding the effect sizes are shown in Table 5.

Study name Statistics for each study 5td diff in means and 95% C|

Stddiffin | Standard . - w
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1.00
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Taguchi 1370 0,440 0,230 1,030 2310 4108 0,000
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0°CONMOR 1,250 0424 0,140 0413 2082 2346 0,003

£kyal ve 2050 0332 0110 1400 2700 B181 0,000
Taguchi 0,000 0374 0,140 0733 0733 0,000 1,000
Taguchi 1410 0,640 0410 0155 2565 2202 0023

Yadagy ve 1,070 0.200 0,040 0673 1482 5,350 0,000
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Figure 4. Forest plot of the effect of repeated reading on comprehension success
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Table 5. The effect of repeated reading on comprehension success

S n

ESmean

Serror ESIower

ESupper

Comprehension 13 278

1.37

0.00

7.54 0.18

1.01

1.74

(s: The number of studies included in the meta-analysis; ESmean: Mean effect size; Serror

Standard error; ESlower — ESupper: Lower and upper limits of effect size)

When Table 5 is examined, as a result of the meta-analysis carried out with 13 data

according to the random-effects model, the upper limit of the 95% confidence interval was

1.74, the lower limit was 1.01, the effect of repeated reading on comprehension success was

1.37 (p < .05), and the standard error was 0.18. The calculated effect size was very large

according to the classification determined by Dinger (2014). When evaluated together with

the effect size in Table 5 and the forest plot in Figure 4, the effect was in favor of the

students whom did repeated reading.

Table 6. The effect of grade group, language type, practice and repetition duration, and

study type on effect size

95%
onfidence
Effect Standard ¢ _n ae .05
interval .
Variabl si E Confidence
ariable n ize rror Lower limit | B p
Upper limit Level x
Primary 18 1.17 0.07 1.02 1.31 0.00
school
Middle 3 114 0.22 0.71 0.04
School 1.57
Reading rate High 1 044 0.77 -1.07 0.00 139 0.70
school 195
University 15 1.28 0.08 1.11 0.00
1.45
First 20 1.17 0.07 1.02 0.00
Language 131
Second 17 1.26 0.08 1.10 0.00 0.01 0.89
Language 1.43
1-5weeks 6 0.90 0.15 0.60 0.02

1.20
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Comprehension

5-10 weeks

10-15
weeks

More than
15 weeks

Unknown

Article

Thesis

2
repetitions

3
repetitions

4
repetitions

More than
4
repetitions

Unknown

Primary
school

Middle
School

High
school

University

First
Language

Second
Language

2
repetitions

3

14

10

33

12

1.66

0.84

1.34

1.39

1.20

1.24
2.17

0.99

1.62

1.35

1.40

1.65

0.94

1.21

1.54

1.21

1.13

0.10

0.09

0.15

0.18

0.12

0.24
0.67

0.15

0.19

0.31

0.29

0.23

0.33

0.31

0.22

0.31

0.22

1.47
1.86

0.66
1.02

1.03
1.64

1.03
1.74

1.06
1.57

0.75

0.85
3.48

0.70
1.29

1.25
2.00

0.73
1.97

1.25
2.00

1.19
2.12

0.29
0.59

0.59
1.84

1.11
1.97

0.59
1.84

0.70

1.70

0.01

0.00

0.02

0.03

0.01

0.06
0.45

0.02

0.03

0.10

0.03

0.05

0.11

0.10

0.04

0.10

0.00

9.51

0.11

8.82

3.35

0.70

0.04

0.73

0.05

0.18

0.40
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repetitions 1.56

4 4 195 0.16 1.63 0.05 11.45
repetitions 2.27
Morethan 1  1.03 0.40 0.24 0.00

4 1.81
repetitions
Unknown 3 1.14 0.70 -0.26 0.03

2.55

0.05

Discussion and Conclusion

This study aimed to analyze the effect of repeated reading on reading rate, comprehension
level, and reading success through 50 data obtained from 25 studies using the meta-analysis
method. The study showed that the repeated reading method played an important role in
reading success, reading rate, and comprehension. According to the literature review,
Gorsuch and Taguchi (2008), O’Shea et al., (1985); Yurick et al., (2006); Kaman and Sahin,
(2013); Kuruoglu and Sen (2019) examined the effect of repeated reading on the reading rate
and concluded that repeated reading significantly affected the reading rate. In a meta-
analysis study, Lee and Yoon Yoon (2017) found that repeated reading had a large effect on
reading success. Padeliadu and Giazitzidou (2018) examined eight meta-analysis studies to
determine the most effective teaching strategies for the reading process. They reported that
repeated reading had a medium-high effect on reading fluency development in all meta-
analysis studies. Accordingly, repeated reading can be claimed to be an effective method
that improves reading fluency and comprehension. In a meta-analysis study, Therrien (2004)
determined that repeated reading moderately affected both reading fluency and reading
success, and this effect was slightly higher on reading fluency. However, the present study
found that repeated reading was a slightly more effective method for comprehension

success, which was not consistent with other studies in the literature.

Researchers who examined the effect of the repeated reading method on the reading
rate made the students repeat the reading passages more than 2, 3, 4, more than four times,
and an indefinite number of times. There is no common consensus in the literature about
how frequently the repeated reading method is used. According to the results of the subgroup
analyzes performed within the scope of the present study, the effect of repeated reading times on
reading rate was as follows: the effect of 2-time repeated reading was 2.17, 3-time repeated reading

was 0.99, 4-time repeated reading was 1.62, more than four times repeated reading was 1.35, and the
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effect of repeated reading on the reading rate was 1.40 in studies where the repetition rate was

unknown. Similarly, the effect of 3-time repeated reading on comprehension success was
1.13, 4-time repeated reading was 1.95, and more than four times repeated reading was 1.03.
The examination of the effect sizes indicated an increase in the reading rate in proportion to
the number of repetitions. Only one study was conducted with two repetitions (reading rate)
and more than four repetitions (comprehension), making it impossible to generalize the
finding obtained from two repetitions to the population. However, the number of studies
with 3, 4, and more than four repetitions is not a factor that prevents generalizing the study
result. The highest reading rate was obtained due to 4 repetitions; however, there was a
decrease in the success obtained with more than four repetitions. When the 3 and 4
repetitions were compared for comprehension success, it was found that four repetitions
provided higher comprehension success. Based on the result of this study, it is possible to
conclude that four repetitions are the most effective method for the reading rate. Previous
studies in the literature have found similar results. Lee and Yoon Yoon (2017) examined the
effect of 2, 3, 4, or more repetitions on reading success and reported that a higher number of
repetitions led to higher reading success. In a meta-analysis study, Therrien (2004) found
that repeating a reading passage 3 or 4 times led to 30% more effective reading fluency than
repeating it twice. In addition, four separate studies (O’Shea et al., 1985; Stoddard et al.,
1993) found that reading more than three times did not make a significant difference in
reading success. The difference between the effect of reading the text 3 and 4 times on
reading success is very small. Therefore, reading more than four times is not necessary. If
the purpose of repeated reading is to ensure reading fluency of a text, the text should be read
3 or 4 times (Therrien, 2004).

According to another finding obtained from the present study, the duration of the
application leads to a significant difference on the reading rate. The effect of the application
performed in 1-5 weeks on the reading rate was 0.90, in 5-10 weeks, it was 1.66, in 10-15
weeks, it was 0.84, and more than 15 weeks it was 1.34. Accordingly, repeated reading
practices conducted between 5-10 weeks had the highest effect level. The literature review
found no study that determined the effect of the time in which repeated reading practices
were carried out on reading success. As the application period increases, it is expected an
increase reading success. However, as a result of the subgroup analysis, the effect size of the
5-10-week practice was higher than the 1-5-week practice, but the effect size of the 10-15-

week practice was lower than the 5-10-week practice. The effect size of the application
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performed for more than 15 weeks was smaller than that of the application performed for 5—

10 weeks. Based on this finding of the study, the ideal application period for the repeated
reading method can be 5-10 weeks. The decrease in students’ duration of attention and
interests over time in long-term applications can lead to this result. More studies are needed

to reach a clear conclusion.

According to another finding obtained from the research, the repeated reading
method does not differ significantly according to the school type, research type variables,
and whether the application is carried out in the first and second languages. No study on the
effect of repeated reading practices on first and second language reading success was found
in the literature. However, the effect of repeated reading practices on reading success by the
research type and grade level was examined in a meta-analysis study conducted by Lee and
Yoon Yoon (2017). As a result of the subgroup analyses carried out by the grade level,
repeated reading was more effective on primary school students, and the articles had a
higher effect size than the theses. This result is not consistent with other study results in the
literature. More studies should be carried out to reach clear conclusions.

Suggestions

1. Repeated reading; It has an enormous effect on reading success, reading rate, and
comprehension. It is thought that it would be beneficial to include repetitive reading in the
Turkish Language Curriculum, organize seminars for teachers about repetitive reading, and

address this issue in the programs of education faculties.

2. The effect of repeating between 5-10 weeks on the reading rate is higher than the effect of
repeating between 10-15 weeks on the reading rate. The effect size of the application
performed for more than 15 weeks is smaller than that of the application performed for 5-10
weeks. It is thought to be beneficial for the literature to research to reveal the reasons for this

situation in future studies.
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