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Abstract

Studies on learning strategies showed that explicit strategy instruction may be produc-
tive. Summarizing is an important study and academic writing skill that all tertiary level
students need. Considering the role and impact of explicit strategy instruction, this mixed-
method research study investigated the impact of explicit instruction of summarizing
strategy. The quantitative data were collected through a quasi-experimental design by
administering an achievement test as a pre and post-test to the control and experimental
groups. Split Plot ANOVA test was conducted to test the statistically significant difference
between the two groups and it revealed that the mean scores of experimental group who
took explicit summarizing instruction were significantly higher than the mean scores of
control group who didn’t take any instruction. The qualitative data were collected through
unstructured interviews conducted with students and they also supported the statistical
data. It was concluded that explicit instruction of summarizing strategy had a significantly
positive effect on students’ summarizing skills.

Key Words: learning strategies, learning styles, summarizing skills, elaboration strate-
gies, strategic students

Oz

Ogrenme stratejileri iizerine yapilan calismalar, strateji gretiminin 6grenciler icin faydalh
olabilecegini ortaya koymustur. Ozetleme becerisi de tiim iiniversite dgrencilerinin ihti-
yag¢ duydugu onemli bir ¢alisma ve akademik yazma becerisidir. Stratejilerin dogrudan
ogretiminin rolii ve etkisi bilindigi i¢in bu karma yontem arastirmasi, 6zetleme stratejisi-
nin dogrudan 6gretiminin etkisini incelemistir. Arastirmanin nicel verileri yari-deneysel
olarak gergeklestirilen uygulama sonucunda elde edilmistir. Bu amagla gelistirilen basari
testi, deney ve kontrol gruplarina 6n test ve son test olarak uygulanmistir. Her iki gru-
bun 6n ve son test sonuglari arasinda anlamli bir fark olup olmadigini sinamak amaciyla
Karigik Desenler igin Varyans Analizi uygulanmistir. Varyans analizi sonuglarma gore
dogrudan 6zetleme stratejisi 6gretimi alan deney grubunun ortalama puanlari, 6zetleme
stratejisi 6gretimi almayan kontrol grubunun ortalama puanlarindan istatistiksel olarak
anlamli derecede yiiksek ¢ikmistir. Ogrencilerle gergeklestirilen yapilandiriimamis gériis-
meler ise arastirmanin temel nitel verilerini saglamis ve deneysel islemin 6grenciler tara-
findan yararli bulundugunu gostermistir. Sonug olarak, gerceklestirilen deneysel islemin
—Ozetleme stratejisinin dogrudan dgretiminin- dgrencilerin dzetleme becerileri tizerinde
anlamli derecede olumlu etkisinin oldugu bulunmustur.

Anahtar Sozciikler: Ogrenme stratejileri, $grenme stilleri, 6zet yazma becerileri, anlam-
landirma stratejileri, stratejik 6grenciler
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Introduction

As Dewey (1998) asserted in his progressive pedagogy a long time ago, there is
a strong connection between individuals’ actual experiences and education given in a
democratic context. Learning occurs as a result of meaningful and personal experienc-
es of individuals resulting in relatively permanent changes in their behaviors (Dewey,
1998; Ozden, 2011). These changes take place by means of individuals’ interaction
with their environment and their experiences. Because these experiences occur in dif-
ferent ways, times and places, they affect the learning ways and conditions of individu-
als and their future learnings as well. Individuals have their own ways of information
processing in certain situations with the effect of cognitive and affective factors. Indi-
viduals’ own ways of information processing is called “learning style”. Learning style
is the continuous and consistent characteristic features of individuals in their thoughts,
orientations and behaviors. Kolb (1984) who has comprehensive studies on learning
styles defines learning style as “individuals’ unique ways of information receiving and
processing”. Literally, learning styles are individuals’ relatively permanent and unique
behavioral patterns they prefer while perceiving and processing a new kind of infor-
mation or problem that they encounter and those behavioral patterns do not usually
change much according to the type of information or time. Giiven (2004) defines learn-
ing style as individuals’ distinctive and observable behaviors related to their abilities.

Now that learning is to create comparatively permanent changes in individuals’
behaviors, learning and teaching settings should then be organized in a way that will
help facilitate this aim. When learners’ learning styles match with learning-teaching
settings and processes, learning becomes more lasting and meaningful (Miller, 2005).
Therefore, it is of great importance that learners should be aware of their own learning
styles when they face a challenge or they should be taught about using their strengths
while information receiving and processing. However, individuals may not always be
aware of their learning styles or they may not have been taught about their learning
styles. In this respect, along with learning styles, another basic dimension of learn-
ing, which is learning to learn becomes prominent. In other words, learners should be
taught about learning strategies. For the purposes and scope of this study, the follow-
ing section will focus on the concept of learning strategies.

Learning Strategies

In education, students are expected to learn a great deal of information at various
levels. These information bases are conveyed to students in different learning environ-
ments and ways. However, as Reinert (1976) puts it in his vintage article, “when we
teach to the middle, we (teachers) miss just about everyone at varying degrees” (p.165)
in a conventional classroom and cannot address everyone equally and properly be-
cause learners all have different learning orientations or they may be in different affec-
tive situations and be in different levels of concentration. For these reasons, learners
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should be aware of their own conscious and know in which conditions they learn best.
They should also know which strategies and tactics help them best to be successful.
To put it another way, they should learn to learn. Regarding learning to learn, learning
strategies come to the forefront.

The concept of strategy is originally a military term that is used to determine
the procedures in following and applying military operations (Schmeck, 1998). More
clearly, they are the way or ways in realizing an aim. Van Dijk and Kintsch, (1983)
define strategy as purpose-oriented, intentional, conscious and controlled human be-
haviors and actions. When this definition is adapted for education, strategy is the plan
that learners design and apply to reach an aim (learning). But, Van Dijk and Kintsch
state that strategy and plan are two different concepts that cannot be used for each
other and they illustrate the difference with an example. For instance, while “flying to
New York™ is the expression of a general action, “flying with low cost and minimum
risk” is the strategy that will help this plan come true effectively (p. 65).

Weinstein (1998) explicates learning strategies as any behaviors or thoughts that
facilitate encoding and organizing the information or any behaviors and thoughts that
constitute the action plan designed to realize a purpose. Different from learning styles,
learning strategies can be defined as revealing and expressing one’s own learning ori-
entations at certain situations (Das, 1998). Strategies are the tools learners use in re-
alizing learning aims. Arends (1997) states that learning strategies are the behaviors
that learners use in transferring the information into memory and retrieving it from
memory. According to Arends, these strategies are kind of behaviors influencing the
cognitive processes. From another viewpoint, Demirel (2013), who elucidates learning
strategies from the perspective of teaching, states that strategies are the techniques that
can be taught and they are the means used by learners in transferring the information
from short term memory to long term memory and hence are tools while encoding the
information. Learning strategies have gained importance as a result of the orientation
from behavioristic approach to cognitive approach and what is meant by learning strat-
egies is that they include the strategies learners use in “metacognitive” processes that
have been introduced by Information Processing Theory which means that learners
are aware of their own learning ways and organize their learning accordingly (Gtiven,
2004; Senemoglu, 2013; Tay, 2005; Weinstein, 1998).

Senemoglu suggests (2013) that learners’ academic success is highly dependent
on their awareness of their own learning ways and their abilities to organize their
own learning. Therefore, she also suggests that teaching learning strategies should
start at early ages. The purpose of teaching strategies is equipping students with nec-
essary skills to be able to choose and organize appropriate strategies in appropriate
situations rather than dictating the strategies by teachers. The students who have this
ability are called as “strategic students”, “independent students”, “self-regulatory stu-
dents”, or “self-instructing students (Giiven, 2004; Senemoglu, 2013). The character-
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istics of strategic students, or in other words, the benefits of using learning strategies
are defined and classified in different terms by the experts. However, most of these
definitions have similar features in common (Arends, 1997; Giiven, 2004; Ozer, 2002;
Senemoglu, 2013). According to these definitions, strategic students are able to;

* define the learning strategies they encounter,

» choose the appropriate strategies according to the learning situations they

define,

* monitor, evaluate and reorganize their own learning,

e learn on their own,

* motivate themselves to learn and

» establish a base for their future learning.

In literature, learning strategies are also classified in different ways. According to
Weinstein and Mayer’s (1985, as cited in Weinstein, 1998) classification, which is one
of the mostly accepted ones, the learning strategies are;

» rehearsal strategies for basic learning tasks,

» rehearsal strategies for complex learning tasks,

» claboration strategies for basic learning tasks,

» elaboration strategies for complex learning tasks

* organizational strategies for basic learning tasks,

» organizational strategies for complex learning tasks,

* comprehension monitoring strategies and

o affective strategies (pp. 294-296).

Summarizing

This study focuses on summarizing strategy, which is one of the elaboration
strategies enhancing the encoding of information. The purpose in using these kind of
strategies is to establish a link between the knowledge in working memory and the
knowledge in long term memory. The individuals who use these strategies associate
the already existing knowledge in mind with the new information bases and make their
own sense, so the knowledge is reorganized in mind. Among these strategies are creat-
ing mental images, making analogies, summarizing and paraphrasing, finding the main
points of the subject being studied and creating concept schemes (Demirel, 2013).

The reason behind choosing summarizing strategy relies on the fact that students
at tertiary level should be equipped with higher order thinking skills rather than having
strategies simply requiring memorization and repetition. Summarizing is the indica-
tion of how well someone has understood a text. In summarizing, an individual should
be able to find main and supporting ideas and be able to differentiate important ideas
from details. Summarizing requires the abilities to write a text with someone’s own
words without adding new ideas and spoiling the unity of the text and hence requires
someone to comprehend the text very well (Bulut & Akyol, 2014; Cikrik¢i, 2008;
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Dogan & Ozgakmak, 2014; Senemoglu, 2013). If individuals are unable to express
the information to be learned, it means that they haven’t made their own sense of it.
Consequently, the information that cannot be given meaning and cannot be encoded is
difficult to transfer to long term memory.

Along with writing skills that learners use while expressing their thoughts in writ-
ten forms, summarizing skill help develop other cognitive and higher order thinking
skills of individuals as well. Oxford (1990) deems summarizing strategy more mean-
ingful and beneficial in comparison to other note taking strategies since it necessitates
individuals to focus and concentrate on their thoughts more. As an exposition skill,
summarizing skill not only does contribute to cognitive skills that are gained through
written expression, but it also helps develop reading comprehension skill (Cikrike,
2008). The key features of summarizing, which are differentiating main idea from
the minor ones, not including anything that is not written in the original text, not add-
ing one’s own ideas to the summary, writing shortly and precisely with someone’s
own words without digression, all depend on understanding a text thoroughly. Cikriket
(2008) asserts that the indication of the comprehension of a text is the restatement of
it without distorting the message that is intended to be given. So, summarizing is not
an easy skill to apply and it requires the use of a variety of other skills together. At
the same time, it is an elaboration strategy that necessitates perseverance and a lot of
practice and therefore is time-consuming. According to Cikrik¢r (2008), while sum-
marizing, individuals should be able to define large and small scale units within a text
and express the relationship between them linguistically.

It is almost impossible for individuals to remember everything they listen or read.
With this regard, the summarizing strategy will likely teach learners to focus on the
nucleus and important parts of the text but not on details (Bulut & Akyol, 2014). Keep-
ing this in mind, it is obvious that the summarizing strategy has a significant place in
developing both writing and reading skills in foreign language schools.

The objective of foreign language schools in Turkish universities is to equip stu-
dents who come to university generally with a very low level of language proficiency
with necessary language skills to be able to cope with the requirements of their courses
and understand the course materials in the target language through one-year intensive
language program. However, it is not easy to reach that proficiency level just in one
year. For this reason, students are asked to do mechanical exercises that mostly rely
on repetition in order to come to the minimum language level intended in a short time.
The activities and tasks that require higher order thinking skills and deep learning are
usually neglected. Enwistle, McCune and Walker (2001) state that while the students
who come to higher education with limited learning concepts and skills choose ineffec-
tive study ways and strategies, the students who have more comprehensive and higher
level experiences become more successful in their academic lives. The same research-
ers divide academic readings into two categories; deep and superficial approaches.
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What they mean by deep approach is the conceptualization of the knowledge and as a
result gaining comprehension. Superficial approach, on the other hand, is explained as
students’ merely the completion of a task given to them. The studies of learners do not
depend on reflection and thinking but simple repetitions. The task given is done just
for the requirement of the course and there is no sense making or seeking. Enstwistle
et.al. list the examples to deep approach as follows; the individuals

* understand the ideas for themselves,

» associate the previous knowledge and experience with the new ones,

» seek for principles and models,

e check the evidence and relate it to results,

 critically and carefully analyze the argument,

» are aware of self-development while learning and

e are actively engaged in the course content (p. 109).

De Jong & Ferguson-Hessler (1996) suggest that in order for the newly learned
knowledge to be transformed into deep knowledge, they must be linked with the previ-
ous knowledge and reconstructed. Because the language instruction is largely built on
concept teaching and rely on repetition, it might be difficult to conduct the activities
mentioned above. In fact, most lessons in language teaching revolve around a written
text and this creates an ideal environment for strategy teaching. Specifically, since
summarizing strategy requires both higher order thinking and allow for deep learn-
ing and understanding, it can be easily applied in lessons. Besides, when considered
that the main objective of the texts read in language classrooms is to develop reading
comprehension and its checking, it is thought that the instruction of summarizing strat-
egy could be more beneficial. For this reason, this study aims at measuring whether
the explicit instruction of summarizing strategy has an effect on developing students’
summarizing competency. The study also explores the learners’ opinions regarding the
benefits of learning summarizing strategy though interviews.

Limitations to the Study

Although statistically significant differences were found in this study and even if
it was determined that these differences were not result of the small sampling size or
coincidence, they only apply to the students of Anadolu University, School of Foreign
Languages. In order to generalize the findings, the sampling should be expanded and
it should be replicated at different groups, times and schools. Also, it was not a lon-
gitudinal study. The studies that will cover longer periods of implementation might
reveal more meaningful results. Finally, the researcher of this study was the instructor
of only experimental group. The instructor of the control group was a colleague of the
researcher. This can be another limitation to the study.
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Methodology

This study employed “embedded design”, which is one of the mixed research de-
signs. The mixed method is a research method in which both qualitative and quantita-
tive research techniques are used and allow researcher to further examine the research
topic (Cresswell, 2014). The mixed method research design is not an alternative to
quantitative or qualitative research designs, but it is a research design to complement
the shortcomings of the two designs by employing the strengths of them to reach a
more comprehensive data to get and analyze (Yildinnm & Simsek, 2013; Cresswell,
2014). The reason why this study is called as embedded design is that the quantitative
and qualitative data were not used equally weighted (Yildinm & Simsek, 2013)

The data of this study were mainly obtained through quantitative data. The qualita-
tive data collected through unstructured interviews, lesson notes and video-recordings
of the instruction provided secondary data for the study and were used in the verifica-
tion phase of the quantitative data. The researchers aim at obtaining exploratory and
in-depth information about the research topic to be studied in unstructured interviews
(Bogdan & Biklen, 2007; Patton, 2014; Yildirim & Simsek, 2013). Therefore, they
usually ask open-ended questions. In this study, the researcher also employed unstruc-
tured interviews to create a more comfortable environment for the participants in order
to obtain more truthful and elaborated answers. The unstructured interviews in this
study provided the researcher with rich data about the implementation of the study,
learners’ opinions of the quasi-experimental implementation and the perceived useful-
ness of the implementation for their future academic studies.

The pre-test and post-test research design, which is one of the true experimental
designs, was used in the collection of the quantitative data of the study (Gay, 1987;
Karasar, 1999). Therefore, two groups called as experimental and control groups were
formed in the study. While the purpose of using pre-test is to show the similarity of the
groups before the quasi-experimental implementation, the purpose of using post-test is
to measure how influential the implementation to be tested is. The symbolic represen-
tation of the model is as follows:

Gl R O1.1 X 01.2

Gl R 02.1 02.2

This research study aimed at finding how effective the explicit instruction of sum-
marizing strategy was on experimental group. To this end, the percentage increases
between the control and experimental groups were determined and compared. The
control and experimental groups of the research study were chosen based on conveni-
ence sampling among the students of B level (A highest, D lowest level) enrolled in
Anadolu University, School of Foreign Languages, where the researcher himself is
employed, in 2015-2016 spring term. The experimental group was the researcher’s
own class and the control group was one of the classes from B level. So, the profi-
ciency levels of the students were the same since they were placed in their classrooms
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as a result of a placement exam. The study was conducted with 19 female and 18 male
students, totally 37 students. The ages of the participants range between 18 and 22. The
primary data of the study were collected through an achievement test administered as
pre and post-test. The achievement test is used to determine how effective an important
variable is (Kircaali-Iftar, 1999).

After the achievement test of summarizing was administered as a pre-test, the
experiences of the participants were examined. In this way, the participants had an
opportunity to share their ideas and criticisms regarding the implementation they had
experienced and the researcher also obtained feedback about it. Following this phase,
the students were asked whether they were volunteer to continue to the implementa-
tion and after their consents were taken, the researcher proceeded with the next phase
of the study, namely strategy training.

During the three-hour-instruction, students’ revelations and ideas about the pre-
test and the moments when the summarizing strategy was instructed were video-re-
corded. The video-recordings provided the researcher with the data related to opinions
and experiences of the participants about the implementation. Also, the data obtained
from the video recordings helped the researcher to further examine and verify the re-
sults. The course materials were chosen and designed by the researcher from a variety
of different resources. These materials were prepared as work sheets for the partici-
pants and the characteristics of a good summary, what should be paid attention to in
summarizing and some examples to good and bad summaries were examined. In addi-
tion, the paraphrasing or restatement skill which is one of the essential skills in sum-
marizing requiring students to express a text in their own words was studied as well.

Apart from the strategy instruction and pre and post-test implementations, two
other practices were conducted with the experimental group with different texts. After
these practices, the researcher gave feedback to the participants related to the sum-
maries they wrote. The pre-test given as the achievement test was administered to the
control and experimental groups as post-test at the end of the study.

Data collection instruments and analysis

The primary data of the study were collected through the summaries of an English
text written by the control and experimental groups. This text was chosen among the
course materials of both groups and it hadn’t been studied before. With this feature,
it was considered as an appropriate text for their proficiency level. The pre-test was
administered to both groups in March 2016 on the same date and time. The participants
summarized the text without taking any summarizing instruction. These summaries
were collected and evaluated by the researcher.

The evaluation of the summaries was based on the literature review conducted by
the researcher focusing on the characteristics of a good summary. The researcher eval-
uated students’ pre-tests out of the criteria he developed out of five due to practicality
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reasons. The grammar and spelling mistakes were not taken into account in the evalu-
ation process because they were out of the objective and scope of the study. About one
month after the administration of the pre-test, the achievement test was given to both
groups as a post-test in April 2016. The participants who attended both the pre-test and
post-test implementations were included in the study. The participants who didn’t at-
tend either the pre or post-test implementation were taken out of the evaluation.

Initially, the results of pre and post-tests were entered into the SPSS program and
the Split Plot ANOVA test was conducted to test whether there was a statistically sig-
nificant difference between both the pre-test and post-test results of the two groups. In
this analysis, one of the factors is the number of group and the other is the number of
measurement. By means of this test, the researcher didn’t have to do different t-tests
for the comparison of separate groups (Can, 2014; Tabachnick & Fidell, 2007). The
results obtained were presented first as descriptive and then as variance analysis in the
tables below.

Tablel. Descriptive analysis of mean scores of pre-test and post-tests
of experimental and control groups

Groups M Sd. N
Experimental 1,7778 1,00326 18
Pre-test Control 2,0526 ,52427 19
Total 1,9189 , 79507 37
Experimental 2,8333 ,70711 18
Post-test Control 1,9474 ,84811 19
Total 2,3784 ,89292 37

Table 2. The variance analysis of the experimental and control groups from
pre-test to post-test for the changes of mean scores

Type IIT Sum of Mean . Partial Eta
Source df F Sig.

Squares Square Squared
Measurement 4,174 1 4,174 7,953  ,008 ,185
Group 1,726 1 1,726 2,403,130 ,064
Error (Group) 25,139 35 ,718
Measurement * Group 6,228 1 6,228 11,867 ,002%* ,253
Error (Measurement) 18,367 35 ,525
p<0,01

The variance analysis revealed that the changes of experimental and control
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groups from pre-test to post-test were significantly different from each other (F1-35;
0,01=1,867; p<0,01). According to the results obtained, the changes of experimental
group’s scores from pre-test to post-test were different from the changes of control
group’s scores. When the direction of this change was analyzed, it was found that
while the pre-test mean score of experimental group was 1,78, it increased to 2,83
in the post-test. However, the mean score of control group decreased from 2,05 to
1,94 from pre-test to post-test. This showed that while the mean score of experimental
group increased, the mean score of control group didn’t change as the mean score of
experimental group did. In other words, whereas the experimental implementation in-
creased the mean score of experimental group, there wasn’t a significant change in the
mean score of control group. In order to find out how much of this variance was corre-
lated with the independent variance, the researcher also examined the eta square value,
which is the effect size value (Levine & Hullet, 2002). The experimental implementa-
tion was responsible for the 25 % of the difference observed between the groups. To
put it differently, 25 % of the difference observed between the groups resulted from the
experimental implementation. The graphical representation of the difference observed
between the groups is shown in Figure 1 below.

Groups

Experimental
Control

Means

T T
Pre-test Post-test

Figure 1. The graphical representation of the difference between groups.

As shown in Figure 1, while the mean scores of both groups after the pre-test were
close to each other, the mean scores of the two groups differed in favor of experimental
group at the end of the post-test.

The interviews conducted with the students also supported the results. The stu-
dents stated that the instruction they had taken was helpful for them and they gained
awareness for the topic studied. When the participants were asked about how much
they developed at the end of this implementation, they expressed that the implemen-
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tation helped them develop in different ways. The participants stated that the experi-
mental implementation developed their academic skills. Below are some samples of
student views.

Participant 1 (After seeing the pre and post-tests, I understood that I have

started to write better. I was more comfortable while writing the post-test.)

Participant 2 (We can see how much we have developed. It (summarizing skill)
will help us a lot when we will be studying in our faculties.)
Participant 2 (In fact, I have understood how I should write in Turkish, too.)

Participant 4 (It was the first time I have experienced it (summarizing),
but I can look at it from a wider perspective now.)

The participants stated that they would be able to write the summary of any text
or article easily when they study in their faculties since they had learned the basic
principles of summarizing.

Participant 4 (I know what I should do in such situations we will likely

encounter in our future studies.)

Participant 1 (1 used to write the author s exact words (in summarizing),
but now I am able to summarize with my own words.)

When the participants who were interviewed were asked “What is or are the key
features that you remember about the summarizing strategy after this experimental im-
plementation?”, they answered as follows; “not to write long, not to write in detail, not
to include writer’s exact words and not to include our own ideas or opinions”. Their
responses given above are the indications of a good summary. This shows that the par-
ticipants raised awareness about summarizing at least at knowing and comprehending
levels even if it is not at the level of application for all of them.

The participants said that they had already practised summarizing in their own
languages or in English. But, they also said that they hadn’t studied summarizing strat-
egy as comprehensively as they studied in this implementation and they hadn’t re-
ceived proper feedback to their summaries.

Participant 1 (Summarizing task were important in high school too,

but it wasn t as serious as we did here. We used to write long and with the

exact words of the writer.)

Participants 2 and 3 (We summarized books in primary and secondary schools
too, but not as in depth as we did in this implementation.)
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Finally, the participants were asked whether they liked to study summarizing which is
a kind of learning strategy. They all said that they liked to study summarizing since it was
a different implementation which was independent from their curriculum, lasted shortly,
would help them in their departmental studies and was based on a voluntary basis.
Participant 1 (1 liked it. It was nice because it was different from the course
subjects.)

Participant 2 (1t will help us in our faculties... It was good that we did it
through short activities.)
Participant 3 (We were comfortable because it wasn 't obligatory.)

Participant 4 (We should know what we are supposed to do in such
situations in future.)

The excerpts given above obtained from the interviews seem to support the quanti-
tative data. The participants expressed that they liked this kind of strategy trainings and
they also believed this specific strategy training developed their academic skills. The par-
ticipants’ responses regarding the characteristics of summarizing strategy and the results
obtained from the quantitative data showing the development of experimental group are
all consistent with each other. They all show that explicit or direct summarizing instruc-
tion had a positive effect on the summarizing skills of the students enrolled in an English
preparatory school, where they receive one-year intensive English instruction. The partici-
pants’ perceptions about the usefulness of the implementation was also positive and they
thought that they would use the skills they had learned through this implementation in their
current and future studies regardless of the subject-matter to be studied.

Conclusion

This study examined whether the explicit instruction of summarizing strategy which is
a kind of elaboration strategy improved students’ summarizing skills. The statistical analy-
ses and the interviews and informal discussions conducted with the participants showed
that the instruction given on summarizing was beneficial for the students and improved
their summarizing skills.

These results are aligned with the findings of the studies carried out in this field. In a
similar study, Pakzadian (2012) examined whether the direct instruction of summarizing
strategy to the students who studied English as a foreign language had a positive effect
on their reading comprehension skills. The researcher designed the study by forming ex-
perimental and control groups comprising of 40 English students. In this study, the results
of pre and post-tests were compared and it was found that the experimental group who
had strategy training performed better results than the control group did. Topuzkanamis
(2014) examined the effect of writing strategies on students’ academic success. The stu-
dents were the first year university students of Turkish language teaching. The study which
was designed as a semi-experimental study with experimental and control groups revealed
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a significant difference for the favor of experimental group. As a post-test, the students
were asked to write an opinion essay and it was evaluated by the criteria developed. When
the mean scores were analyzed, it was found that the scores of experimental group were
higher than the scores of control group. Yaman & Cakict (2013) analyzed whether the
instruction of cognitive and compensative strategies had a positive effect on the reading
comprehension skills of first-year university students majoring English language teaching.
60 students participated in the study which was carried out with experimental and control
groups. The results of the study revealed that the scores of experimental group were higher
than the scores of control group and it was found that the instruction of language learn-
ing strategies had a positive effect on reading comprehension skills. Tinajero and others
(2012) studied the effect of cognitive strategies and learning styles of 313 first year Bra-
zilian university students on their academic success. The results revealed that cognitive
strategies and learning styles were highly influential on academic success. In addition, the
path analysis conducted in the study showed that planning strategies had a positive effect
on academic success. In a different study, Kutlu (2012) examined the effect of computer-
supported study skills and training of learning strategies to the primary school students and
their parents. In this experimental study, two groups as experimental and control groups
were formed and the difference between the two groups was examined through covariance
analysis. After the experimental implementation, it was observed that the students in the
experimental group had significantly higher scores than the students of control group and
they developed positive attitudes towards studying study skills. However, not all studies
conducted on learning strategies revealed positive findings on academic success. Chand
(2014) for example, studied the correlation between writing skills and learning strategies
of university students. He found that the direct instruction of learning strategies didn’t
have any significant effect on students’ writing skills.

The studies that compared the successful and unsuccessful students also showed the
positive effect of using learning strategies. Yip (2013) examined the correlation between
success and using strategy on 232 high school students in Hong Kong. He found that the
students who were academically successful are the ones who used learning strategies ef-
fectively. Whereas, the students who were academically unsuccessful were the ones who
were insufficient in using learning strategies. In a similar study, Fayombo (2013) examined
the strategy use and academic success of 158 psychology students in Barbados. She found
a statistically significant correlation between the academic success and using active learn-
ing strategies such as discussions, video clips, game shows, role plays and group works.
She also found that group work studies were the most effective active learning strategy.
Another research study conducted in Turkey by Simsek & Balaban (2010) investigated the
strategy use of successful and unsuccessful university students. Their study also revealed
similar results with the ones mentioned above. They observed that successful students used
a variety of different and rich strategies. While the strategies these students mostly used
were metacognitive strategies, the strategies they used the least were organizational strate-
gies. Besides, in choosing and using the appropriate strategies, female students were found
to be more successful than male students.
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The findings of the literature and this research study show that the explicit instruc-
tion of strategies has a significant contribution to academic success. Many experimental
studies conducted in different countries, times and at different educational levels show
the direct effect of strategy training. The students in this study, too, were explicitly taught
about summarizing strategy, which is a kind of elaboration strategy, and the experimental
implementation had a significant effect on their academic success. Based on the results
of literature and this study as well, it can be suggested that learning strategies should be
taught in every discipline of education and students should be made conscious about this
subject. The students should be able to choose the correct strategy at the right time and
be able to evaluate the result of their choice and reorganize their learning accordingly; in
other words, they should become strategic students who can use metacognitive strategies.
Individuals’ awareness of their own learning styles and their knowledge about how they
can learn and which strategies help them most will likely increase their academic success.

Ozet

Girig

Ogrenme, bireyin cevresiyle girdigi anlaml etkilesimler sonucu ortaya ¢ikan davranis
degisikligidir (Dewey, 1998). Bireyler karsilastiklar1 grenme durumlarina ve problemlere
farkli sekillerde yanit verirler. Ancak bireylerin belli 6grenme durumlarinda biligsel ve
duyussal faktorlerin de etkisiyle gostermis olduklari ve nispeten kalict olan bilgiyi isleme
sekilleri vardir (Ozden, 2011). Bireylerin bilgiyi isleme sekillerine ise 6grenme stili denil-
mektedir. Ogrenme stili bireylerin diisiince, yonelim ve davranislarindaki siirekli ve tutarls
karakter ozelligidir ve bilgiyi kendilerine 6zgii bir bigimde alma ve isleme yolu olarak
tamimlanmaktadir (Das, 1998; Kolb,1984). Ogrenme stili, genel anlamiyla bireylerin yeni
bir bilgiyi veya problemi algilayip islerken tercih ettikleri ve bilginin tiiriine ya da zamana
gore ¢cok fazla degismeyen, nispeten kalic1 ve bireye 6zgii davranis Oriintiileridir.

Bireylerin 6grenme stilleri 6grenme-6gretme ortamlari ve siireciyle ortlistiiginde 6g-
renme daha kalic1 ve anlamli olmaktadir (Miller, 2005; Reinert, 1976). Bu sebeple birey-
lerin 6grenme stillerinin farkinda olmalar1 ve bir zorlukla ya da yeni bir bilgiyle karsilas-
tiklarinda, sorunlar1 ¢6zmede veya bilgiyi alip islemede bu gii¢lii yanlarini kullanmalari
gerektigi onlara dgretilmelidir. Fakat bireyler her zaman kendi 6grenme stillerinin farkinda
olmayabilir veya dgrenmemis olabilirler. Iste bu noktada dgrenme stilleri ile birlikte 6g-
rencilerin 6grenmeyi 6grenmesi, diger bir deyisle 6grenme stratejilerinin 6gretilmesi 6ne
¢ikmaktadir.

Ogrenme Stratejileri

Egitimde 6grencilerden farkli diizeylerde, pek ¢ok bilgiyi 6grenmeleri beklenmekte-
dir. Ogrenilmesi beklenen bu bilgiler, dgrencilere degisik 63renme ortamlarinda ve degisik
bicimlerde sunulmaktadir ¢linkii 6grencilerin her birinin farkli 6grenme egilimleri vardir
ya da dgrenciler farkli duyussal durumlarda ve yogunlagma diizeyinde olabilmektedirler.
Bu sebeple 6grencilerin kendi biliglerinin farkinda olmasi ve nasil ve hangi kosullarda
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en iyi 6grenebildiklerini, hangi taktik ve stratejileri ise kosarak basarali olabildiklerini
bilmeleri yani 6grenmeyi 6grenmeleri gerekmektedir. Ogrenmeyi 6grenmede ise dgrenme
stratejileri kavrami karsimiza ¢ikmaktadir.

Strateji kavrami aslinda askeri bir terimdir ve askeri operasyonlarin gergeklestirilme-
sinde izlenecek ve uygulanacak usulleri belirler (Schmeck, 1998). Van Dijk ve Kintsch
(1983), stratejiyi amag odakli, kasitli, bilingli ve kontrollii insan davranisi olan eylemler
olarak tanimlamaktadir. Bu tanimi egitime uyarladigimizda strateji 6grenenlerin bir amaca
(6grenme) ulasmak i¢in tasarladiklar1 ve uyguladiklari plandir.

Weinstein (1998) 6grenme stratejilerini bilginin kodlanip diizenlenmesini kolaylas-
tiran her tiirlii davranis ve diisiince veya bir amacin gergeklesmesi i¢in tasarlanan eylem
planin1 meydana getiren diisiince ve davraniglar olarak tanimlamaktadir. Stratejiler, 6gre-
nenlerin 6grenme amaglarmi gergeklestirmede kullandiklari araglardir. Ogrenme strate-
jileri bireylerin bilgiyi bellege aktarirken, yerlestirirken ve hatirlanmasi i¢in geri ¢agirir-
ken kullandig1 ve bilissel siiregleri etkileyen davraniglar olarak tanimlamaktadir (Arends,
1997; Demirel, 2013, Ozer, 2002).

Ogrenme stratejileri kavraminin 6énem kazanmasi egitimde davraniser yaklasimdan
biligsel yaklasima yonelmenin bir sonucudur ve 6grenme stratejilerinden kasit bilgi igleme
kuraminin 6ne siirdiigii ve 6grenenlerin biligsel ve kendi 6grenme yollarinin bilincinde
oldugu ve 6grenmeyi buna gore diizenleyebildigi “yiiriitiicli bilis” siire¢lerinde kullandig1
stratejileri kapsamaktadir (Giiven, 2004; Senemoglu, 2013; Tay, 2005; Weinstein, 1998).
Senemoglu (2013) 6grencilerin akademik basarilarinin biiylik oranda 6grenme sekillerinin
farkinda olmalari ve kendi 6grenmelerini diizenleyebilmeleriyle iliskili oldugunu ifade et-
mektedir. Bu beceriye sahip olan 6grencilere “stratejik 6grenciler”, “bagimsiz 6grenciler”,
“6z-dlizenleyici 6grenciler” veya “6z-0gretimli” 6grenciler gibi isimler verilmektedir (Gii-
ven, 2004; Senemoglu, 2013).

Alan yazinda 6grenme stratejileri de degisik bi¢imlerde siniflandirilmistir. En yaygin
ve kabul goren siniflamalardan biri olan Weinstein ve Mayer’e (1985, aktaran Weinstein,
1998) gore 6grenme stratejileri;

* temel yineleme stratejileri,

» karmasik yineleme stratejileri

e temel anlamlandirma stratejileri

* karmagsik anlamlandirma stratejileri

* temel Orgiitleme stratejileri

* karmasik orgiitleme stratejileri

e anlamayi izleme stratejileri

* duyussal stratejilerden olusmaktadir.

Ozetleme

Bu calismada, agirlikli olarak bir anlamlandirma stratejisi olan 6zetleme stratejisine
odaklanilmistir. Anlamlandirmayi giiclendirici stratejilerin kullanilmasindaki amag isleyen
bellekteki bilgiler ile uzun siireli bellekteki bilgiler arasinda bir bag kurmaktir. Bu strate-
jileri kullanan birey zihninde 6nceden var olan bilgileri yeni gelen bilgilerle iliskilendirir



330 Biilent Alan

ve anlamlandirir. Dolayisiyla bilginin yeniden diizenlenmesi s6z konusudur. Bu stratejileri
kullanabilen bireyler bilgiyi ezberlemekten ziyade 6ziimser ve i¢sellestirebilir.

Ozetleme bireyin bir metni ne kadar iyi anlayabildiginin bir gdstergesidir. Ozetleme
yaparken birey metnin ana fikrini ve ana fikri destekleyen yardimci fikirleri bulabilmeli,
onemli bilgiyi 6nemsiz bilgiden ya da ayrintidan ayirt edebilmelidir. Ozetleme yapabil-
mek bireyin bir metni kendi ciimleleriyle, metnin biitiinligiinii bozmadan ve kendinden
yeni bir fikir katmadan ifade edebilmesini ve dolayisiyla o metni ¢ok iyi anlamasini ge-
rektirir (Bulut ve Akyol, 2014; Cikrik¢1, 2008; Dogan ve Ozgakmak, 2014; Senemoglu,
2013). Birey, 6grenilmesi beklenen bilgiyi kendi ciimleleriyle ifade edemiyorsa bunu an-
lamlandiramamustir.

Ozetleme becerisi yazili anlatim becerilerinin yaninda diger biligsel ve iist diizey
diisiinme becerilerinin gelismesine de yardimei olmaktadir. Bir anlatma becerisi olarak
Ozetleme yalnizca yazili anlatimin kazandirdigi biligsel becerilere degil ayn1 zamanda oku-
dugunu anlama becerisine de katkida bulunur (Cikriket, 2008, Oxford, 1990). Ozetleme-
nin temel 6zellikleri olan ana bilgiyi ayrintilardan ayirma, metinde yazilmayan bilgilerin
Ozette yer almamasi, kendi fikrini 6zete yansitmama ve kiginin metni kendi climleleriyle
konunun disina ¢ikmadan kisaltarak anlatmasi, o metnin ¢ok iyi anlagilmasina baglidir.

Yabanci dil hazirlik siniflarinin amaci tiniversiteye genellikle diisiik bir dil yeterliligi
ile gelen dgrencilere bir yillik yogunlagtirilmig yabanci dil 6gretiminden sonra boliimleri-
ne gegtiklerinde dersleri ve ders malzemelerini hedef dilde anlayabilecek diizeyde bir dil
becerisiyle donatmaktir. Ancak bir yilda bu yeterlilige gelmek kolay degildir. Bu nedenle
Ogrencilerin iist diizey diistinme becerilerini kullanmalarini gerektiren ve derin 6grenmeler
yapmalarina imkan saglayan calismalara nadiren yer verilebilmektedir. Enwistle, McCune
& Walker (2001) yiiksekogretim diizeyine sinirli 6grenme kavrami ve becerisiyle gelen
Ogrencilerin etkisiz ¢aligma yollar1 ve stratejileri belirlediklerine isaret etmis buna karsilik
ist diizey deneyimlere sahip 6grencilerin akademik hayatlarinda daha basarili olduklarini
belirtmislerdir.

De Jong ve Ferguson-Hessler (1996) 6grenilen bilginin derin bilgiye doniistiiriilmesi
igin Onceki Ogrenilenlerin yeni 6grenilenlerle birlestirilmesi ve yeniden yapilandirilmasi
gerektigini belirtmektedirler. Dil 6gretimi de genellikle kavram 6gretimi iizerinde durdugu
ve tekrara dayali oldugu i¢in yukarida siralanan etkinliklerin yapilmasi zorlagtirabilmek-
tedir. Oysa dil 6gretiminde hemen hemen her derste farkli bir metin iizerinde ¢aligilmak-
tadir ve bu durum, strateji 6gretimi icin ideal bir ortam sunmaktadir. Ozellikle 6zetleme
stratejisi hem {ist diizey diisiinme gerektirdiginden hem de derin 6grenmeye ve anlamaya
imkan tanidigindan dil 6gretimi derslerinde kolaylikla uygulanabilir.

Yontem

Bu ¢alismada karma yontem arastirma desenlerinden “goémiilii desen” kullanilmistir.
Karma yontem nitel ve nicel yontemlerin birlikte kullanildig: ve arastirilan konunun daha
derinlemesine anlagilmasini saglayan bir yontemdir (Cresswell, 2014). Bu ¢aligmanin ve-
rileri de agirlikli olarak nicel verilerden saglanmistir. Bu yari-deneysel ¢alismanin nicel
verilerinin elde edilmesinde ger¢cek deneme modellerinden 6n test-son test kontrol gruplu
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model uygulanmistir (Gay, 1987; Karasar, 1999). Bu sebeple ¢alismada deney grubu ve
kontrol grubu olmak tizere iki grup olusturulmustur. Modelde 6n test kullanilmasi grup-
larin deneysel islem oncesi benzerliklerinin ortaya konmasina, son test kullanilmas: ise
denenecek olan uygulamanin ne derece etkili oldugunu belirlemede kullanilir (Kircaali-
Iftar, 1999).

Bu calisma kapsaminda 6zetleme stratejisi 6gretiminin deney grubunda ne dere-
ce etkili oldugunun dlciilmesi amaglanmigtir. Bu amaca yonelik olarak deney ve kontrol
gruplar arasinda yiizde artiglar belirlenmis ve iki grup arasindaki ortalama artiglar kar-
silagtirtlmistir. Calismanin deney ve kontrol gruplari 2015-2016 akademik yilinin bahar
doéneminde Anadolu Universitesi, Yabanci Diller Yiiksekokulunun B kuru 6grencilerinden
secilmistir. Calisma 19°u kiz ve 18’1 erkek toplam 37 6grenci ile gergeklestirilmistir. Calis-
manin verileri 6n test ve son test olarak verilen bir basari testi ile elde edilmistir.

Calismanin nitel verileri ise ders notlari, video kayitlar1 ve esas olarak yapilandiril-
mamis goriismelerden saglanmistir. Yapilandirilmamis goriismelerde arastirmact galistigi
konularla ilgili kesfedici ve derinlemesine bilgi edinmeyi amaglar (Bogdan v& Biklen,
2007; Patton, 2014; Yildinm & Simsek, 2013). Bu ¢aligmada da arastirmaci, goriisme-
leri bir aragtirma havasindan ¢ikarip katilimcilarin daha samimi cevaplar verebilmesi ve
cevaplarimi detaylandirabilmeleri adina yapilandirilmamis goriismeler gergeklestirmistir.

Veri Toplama Araglar: ve Analizi

Arastirmanin temel verilerini basari testi olarak verilen Ingilizce bir metnin deney ve
kontrol gruplari tarafindan yazilan 6zetleri olusturmustur. Bu metin, 6grencilerin ders ma-
teryalleri arasindan secilen ve daha dnce islemedikleri bir metindir. Ogrenciler kendilerine
verilen Ingilizce metni herhangi bir egitim almadan dzetlemislerdir. Bu &zetler toplanip
aragtirmaci tarafindan degerlendirilmistir.

Degerlendirme aragtirmacinin alan yazini tarayip iyi bir 6zetin igermesi gereken
ozelliklerini belirlemesi ve 6grencilerin ihtiyaclarini g6z dniinde bulundurmasiyla gergek-
lesmistir. Arastirmaci, degerlendirmenin pratik olabilmesi amaciyla dgrencilerin 6n test
sonuclarmi 5 madde {izerinden hazirladig1 bir degerlendirme 6lgiitii ile degerlendirmistir.
Caligmanin amag ve kapsami disinda olmasi sebebiyle dil bilgisi ve imla hatalar1 degerlen-
dirmede dikkate alinmamustir.

Oncelikle 6n test ve son test sonuglar1 SPSS programima girilmis ve her iki grubun
hem 6n test hem de son test sonuglari arasinda anlamli bir fark olup olmadigini belirlemek
amaciyla Karisik Desenler igin Varyans Analizi uygulanmistir (Can, 2014; Tabachnick &
Fidel, 2007). Yapilan varyans analiz sonucunda deney ve kontrol gruplarinin 6n testten son
teste olan degisimlerinin anlamli derecede farkli oldugu bulunmustur (F1-35; 0,01=1,867;
p<0,01). Buna gore deney grubunun puanlarinin 6n testten son teste olan degisimi kontrol
grubunun 6n testten son teste olan degisiminden farklidir. Bagka bir ifadeyle deneysel is-
lem, deney grubunun ortalamasini arttirirken kontrol grubunun ortalamasinda kayda deger
bir degisiklik olmamistir. Arastirmaci bu varyansin ne kadarinin bagimsiz degiskene bagl
oldugunu belirlemek amaciyla etki biiyiikliigii degeri olan eta kare degerine de bakmis-
tir (Levine & Hullet, 2002). Deneysel islem gruplar arasinda gozlenen farkin %25’inden
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sorumludur. Diger bir deyigle gruplar arasinda gozlenen farkin %25’i deneysel islemden
kaynaklanmaktadir.

Ogrencilerle gerceklestirilen goriismeler de ortaya ¢ikan sonuglari destekler nitelik-
tedir. Gorisiilen 6grenciler verilen egitimin kendileri igin yararli oldugunu ve bu konuda
farkindalik kazandiklarini belirtmislerdir. Katilimcilara bu uygulama sonunda ne kadar
gelistiklerini diisiindiikleri soruldugunda uygulamanin farkli agilardan kendilerine faydasi
oldugunu belirtmislerdir.

Sonug ve Oneriler

Bu ¢aligmada bir anlamlandirma stratejisi tiirii olan 6zetleme stratejisinin dogrudan
ogretiminin 6grencilerin 6zetleme yapabilme becerilerini gelistirip gelistirmedigi incelen-
mistir. Yapilan istatistiki analizler, 6grencilerle gergeklestirilen goriigmeler ve informal tar-
tigmalar verilen egitimin faydali oldugunu ve 6zetleme stratejisi 6gretiminin 6grencilerin
Ozetleme yapabilme becerilerini gelistirdigini gostermistir.

Alan yazindaki bulgular ve bu ¢alismanin bulgulari, 6grencilere dogrudan strateji 6g-
retiminin akademik basari iizerinde 6nemli bir katkisinin oldugunu gostermektedir. Farkli
iilkelerde, farkli zamanlarda ve farkli 6gretim diizeylerinde gergeklestirilen ¢ogu deneysel
calisma, strateji egitiminin akademik basariya olan etkisini ortaya koymaktadir (Chand,
2014; Fayombo, 2013; Kutlu, 2012; Pakzadian, 2012; Simsek ve Balaban, 2010; Tinajero
ve digerleri, 2012; Topuzkanamis, 2014; Yaman & Cakici, 2013; Yip, 2013). Bu ¢aligmada
da 6grencilere bir anlamlandirma stratejisi tiirii olan 6zetleme stratejisi dogrudan 6gretil-
mis ve d6grencilerin akademik basarisinda anlamli bir fark olugsmustur. Bu sonuglardan yola
cikarak 0grenme stratejileri 6gretiminin, egitimin ¢ogu disiplininde dgretilmesi ve 6gren-
cilerin bu konuda bilinglendirilmesinin yerinde olacag1 sdylenebilir. Ogrencilerin dogru
zamanda dogru stratejiyi se¢ebilmeleri ve segimlerinin sonuglarini degerlendirip yeniden
diizenleyebilmeleri, bir baska deyisle stratejik 6grenenler olup yiiriitiicii bilig stratejilerini
ise kosabilen dgrenciler olabilmeleri saglanmalidir. Bireylerin kendi 6grenme stillerinin
farkinda olmalari, en iyi nasil 6grenebildiklerini ve hangi durumlarda hangi stratejilerin
kendileri i¢in ise yaradigini bilmeleri akademik yasamdaki basarilarini arttiracaktir.

References / Kaynaklar

Arends, R.I. (1997). Classroom Instruction And Management. New York: The McGraw-

Hill.

Bogdan, R.C. & Biklen, S.K. (2007). Qualitative Research for Education. An Introduction
to Theory and Methods. Boston: Pearson.

Bulut, P. & Akyol, H. (2014). Tlkdgretim 5. Simif Ogrencileri ve Ogretmenlerinin Ozetleme
Stratejileri. International Journal of Language Academy. 2 (4), 36-48.

Can, A. (2014). SPSS Ile Bilimsel Arastirma Siirecinde Nicel Veri Analizi. (3. Bask1). An-
kara: Pegem Akademi.



Journal of Teacher Education and Educators 333

Chand, Z.A. (2014). Language learning strategy use and its impact on proficiency

in academic writing of tertiary students. Procedia - Social and Behavioral Sciences 118,
511 -521.

Cresswell, J.W. (2014). Educational Research: Planning, Conducting and Evaluating
Quantitative and Qualitative Research. Harlow, Essex: Pearson.

Cikriket, S. S. (2008). ilkogretim dgrencilerinde 6zetleme becerisinin gelisimi. Dil Der-
gisi. 141, 19-35.

Das, J.P. (1998). Simultaneous-successive processing and planning: Implications for
school learning. In Schmeck, R. R. (Ed.), Learning Styles and Learning Strategies
(pp. 101-129). New York: Plenum Press.

De Jong T. & Ferguson-Hessler Monica G.M. (1996). Types and Qualities of Knowledge.
Educational Psychologist. 31 (2), 105-113.

Demirel, O. (2013). Egitimde Program Gelistirme. Ankara: Pegem.

Dewey, J. (1998). Experience and Education. Kappa Delta Pi.

Dogan, Y. & Ozcakmak, H. (2014). Tiirkce égretmen adaylarinin dinledigini ozetleme
becerilerinin degerlendirilmesi. Mustafa Kemal Universitesi Sosyal Bilimler En-
stitiisii Dergisi. 11 (28), 153-176.

Entwistle, N., McCune, V. & Walker, P. (2001). Conceptions, styles, and approaches within
higher education: analytical abstractions and everyday experience. In Sternberg, R.J.
& Zhang, L.F. (Ed.), Perspectives on Thinking, Learning, and Cognitive Styles (pp.
103-136). Mahvah: Lawrence Erlbaum Associates.

Fayambo, G.A. (2013). Active learning strategies and academic achievement among some
psychology undergraduates in Barbados. International Scholarly and Scientific Re-
search & Innovation. 7 (7), 2034-2038.

Gay, L.R. (1987). Educational Research. Competencies for Analysis And Application (3%
Edition). New York: Merill.

Giiven, M. (2004). Ogrenme Stilleri Ile Ogrenme Stratejileri Arasindaki Iliski. Eskisehir:
Anadolu Universitesi Egitim Fakiiltesi Yaynlari.

Karasar, N. (1999). Bilimsel Arastirma Yontemi. Ankara: Nobel Yayin dagitim.

Kircaali-Iftar, G. (1999). Bilim ve arastirma. A.A. Bir, (Ed.), Sosyal Bilimlerde Arastirma
Yéntemleri iginde (s.1-10). Eskisehir: Anadolu Universitesi Agikdgretim Fakiiltesi
Yaynlar1.

Kolb, D. A. (1984). Experiential Learning. Englewood Cliffs, NJ: Prentice-Hall.

Kutlu, M.O. (2012). {lkdgretim dgrencileri ve ailelerine yonelik bilgisayar destekli ders
caligma ve dgrenme stratejileri egitiminin basariya etkisi. Dicle Universitesi Ziya
Gokalp Egitim Fakiiltesi Dergisi. 19, 212-226.

Levine, T.R. & Hullet, C.R. (2002). Eta squared, partial eta squared, and misreporting of
effect size in communication research. Human Communication Research. 28, 612-
625.

Miller, L.M. (2005). Using learning styles to evaluate computer-based instruction. Com-
puters in Human Behavior. 21 (2), 287-306.

Oxford, R. L. (1990). Language Learning Strategies: What Every Teacher Should Know.



334 Biilent Alan

Boston. Heinle and Heinle.

Ozden, Y. (2011). Ogrenme ve Ogretme. Ankara: Pegem.

Ozer, B. (2002). Ilkdgretim ve orta dgretim okullarmin egitim programlarinda 6grenme
stratejileri. Egitim Bilimleri ve Uygulama. 1 (1), 17-32.

Pakzadian, M. (2012). The effects of using summarization strategies on Iranian EFL learn-
ers’ reading comprehension. English Linguistics Research. 1 (1), 118-125.

Patton, M.Q. (2014). Nitel Arastirma ve Degerlendirme Yontemleri. 3. Baskidan Ceviri.
Biitiin, M & Demir, S. B. (Edt.), Ankara: Pegem Akademi.

Reinert, H. (1976). One picture is worth a thousand words? Not necessarily. The Mo-dern
Language Journal. 60 (4), 160-168.

Schmeck, R.R. (1998). An introduction to strategies and styles of learning. In Schmeck,
R. R. (Ed.), Learning Styles and Learning Strategies (pp. 3-19). New York: Plenum
Press.

Senemoglu, N. (2013). Gelisim, Ogrenme ve Ogretim. Kuramdan Uygulamaya. Ankara:
Yargt.

Simsek, A. & Balaban, J. (2010). Learning strategies of successful and unsuccessful uni-
versity students. Contemporary Educational Technology. 1 (1), 36-45.

Tabachnick, B. G. & Fidell, L. S. (2007). Using Multivariate Statistics. Boston: Pearson/
Allyn & Bacon.

Tay, B. (2005). Sosyal bilgiler ders kitaplarinda 6grenme stratejileri. Gazi Universitesi
Kirsehir Egitim Fakiiltesi Dergisi, 6 (1), 209-225.

Tinajero, C., Lemos, S. M., Aratjo, M., Ferraces, M. J. & Paramo, M. F. (2012). Cogni-
tive Style and Learning Strategies as Factors which Affect Academic Achievement of
Brazilian University Students. Psicologia. Reflexdo e Critica. 25 (1), 105-113.

Topuzkanamis, E. (2014). Yazma stratejileri 6gretiminin Tiirk¢e 6gretmenligi birinci sinif
ogrencilerinin yazma basarisina etkisi. Uluslararasi Tiirk¢e Edebiyat Kiiltiir Egitim
Dergisi. 3 (2),274-29

Van Dijk, T. & Kintsch, W. (1983). Strategies of Discourse Comprehension. New York:
Academic Press.

Weinstein, C. (1998). Assessment and training of student learning strategies. In Schmeck,
R. R. (Ed.), Learning Strategies and Learning Styles (pp. 291- 316). New York: Ple-
num Press.

Yaman, I. & Cakici, D. (2013). Bilissel ve telafi edici strateji egitiminin iiniversite birinci
siif dgrencilerinin okudugunu anlama becerileri lizerinde etkisi. Ondokuz Mayis
Universitesi Egitim Fakiiltesi Dergisi. 32 (2), 369-384.

Yildirim, A. & Simsek, H. (2013). Sosyal Bilimlerde Nitel Arastirma Yontemleri. Ankara:
Seckin.

Yip, M.C.V. (2013). Learning strategies and their relationships to academic performance
of high school students in Hong Kong. Educational Psychology: An International
Journal of Experimental Educational Psychology. 33 (7), 817-827.



