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Oz

Anlama, bireyin zihinsel iglevlerini kullanarak dinleme ve okuma gibi dil becerileri araciligiyla bilgi
edinme siirecidir. Kokeni kelime bilgisine dayanan bu siireg, &grencilerin dinleme sonrasi
hatirladiklarini kendi kelimeleri ile ifade ettiklerinde anlatim becerisine doniisiir. Bu arastirmanin
amac1 ilkokul 6grencilerinin kelime bilgisi ve anlama becerilerinin anlatim becerileri {izerindeki
roliinii farkli modeller araciligiyla test etmektir. Arastirma iligkisel tarama modelinde yiiriitiilmiistiir.
Calisma grubunu ilkokul 4. simifta 6grenim goéren 286 6grenci olusturmaktadir. Kelime bilgisi ve
dinledigini anlama becerisi bagimli, dinledigini yazili ve s6zIii anlatma becerisi bagimsiz degiskenler
olarak ele alimmistir. Kelime bilgisi nicelik ve derinlik olarak iki boyutta ele alinarak farkli yol
analizi denemeleri yapilmistir. Arastirma sonuglarina gore; bagimli ve bagimsiz degiskenler arasinda
pozitif ve orta diizeyde anlamli iligkiler bulunmustur. Ayrica dinledigini anlama ve kelime bilgisinin
derinligi bagimsiz degiskenleri ile olusturulan birinci yol model kabul edilebilir uyum degerleri
gdstermistir ve bagimli degiskendeki varyansin %37 sini agiklamaktadir. Ugiincii olarak dinledigini
anlama ve kelime bilgisinin niceligi bagimsiz degiskenleri ile olusturulan ikinci yol model kismen
kabul edilebilir uyum degerleri gostermis ve bagimh degiskendeki varyansin %47’sini agiklasa da
teorik olarak belirlenen model érneklem verisine uymamistir. Bu durum anlama becerileri ile birlikte
kelime bilgisinin niceligi ve derinliginin anlatim becerileri {izerindeki roliiniin 6nemli bir kaniti
olarak bilinen kelimelerin sayis1 ve bu kelimelerin ne kadar iyi bilinerek kullanmldigi ayriminin

ilkokul diizeyinde gostergesidir.
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Giris

Dil becerileri bireylerin basta okul hayati olmak {izere tiim yasamlar1 boyunca sézlii ve yazili iletisim
kurabilmeleri igin gereklidir, birbirlerinin tamamlayicisi olarak anlama ve anlatim becerileri olarak
iki genel boyutta toplanir (Yildiz, 2019). Anlama; “dinleme, okuma ve gorsel okuma ile alinan
bilgileri 6nceki bilgiler ile karsilastirarak yeniden anlam verme islemidir” (Giines, 2013, s.209).
Anlatim ise; “okuyucu veya dinleyicilerin okuma veya dinleme sonrasinda ne hatirladiklarini, sézli
ya da yazili olarak anlatarak geri cagirma islemidir” (Morrow, 1989, s. 50). Bireyin gordiigii ve
dinledigi seyleri anladigina yonelik onu konusmaya tesvik eden hatirlama ve yeniden ifade etme gibi
sozli dil firsatlar1 anlatim becerisini gerektirir/ortaya g¢ikarir. Dinleme, okuma ve gorsel okuma
anlama boyutunu; konusma, yazma ve gorsel sunu ise anlatim boyutunu olusturur (Giines, 2013;
Kavcar, Oguzkan ve Sever, 1997). Bireyin anadilini 6grenirken kullandigi ilk beceri dinlemedir
(Bulut, 2013). Anne karnindan itibaren bu beceriyi kullanmaya baglayan birey okula baglayip okuma
ve yazmay1 0greninceye kadar dinleme ve gorsel okuma yoluyla basta kelime dagarcigi olmak lizere
diger konugma, okuma, yazma ve gorsel sunu gibi diger dil becerilerini kendisi ve c¢evresi
dogrultusunda gelistirir. Ardindan konusma, okuma ve yazmay1 6grenir. Bu becerilerin tamaminda
kelimelerin rolii biyiiktiir. Bireylerin iletisim kurmalari, okuryazar olmalari, 6grenme siireclerini

kullanmalarinda anlama becerisi dncii konumdadir.
Anlama

Anlama; dikkat etme, kavrama, diizenleme, iliski kurma ve degerlendirme yapma gibi bir dizi
biligsel ve dilsel beceri gerektiren karmasik bir siirectir (Bulut, 2013; Fong ve Ho, 2017). Anlama
icin sozciikler 6nemlidir ve temel dil becerilerinin (kelime bilgisi ve dil bilgisi dahil) kazanilmasini
saglar (Kim, 2016). Anlama becerilerinden ilki olan dinleme anne karninda baglar (Giines, 2013).
Verilmek istenen mesaji dogru olarak anlayabilme becerisi ve konusma dilinin zihinde
anlamlandirldigr bir siiregtir (Akyol, 2020). Okul ¢agina kadar diger dil becerilerinin temelini
olusturur (Ozbay, 2005). Dinledigini anlama (sézlii anlama) 6grencinin “6n bilgileri ile konusmaci
veya sozlii metni dinlemesi sonucu elde ettigi yeni bilgileri biitiinlestirdigi bir siirectir” (Giines,
2013, s. 84). Diger bir ifade ile sozlii bir sdylemden anlam ¢ikarma yetenegidir (Snowling ve Hulme,
2005). “Okuma ve yazmanin gelisiminde dinledigini anlama gerekli bir beceridir” (Kim ve Pilcher,
2016, s.159). Dinledigini anlamanin kokleri ise kelime bilgisine dayamir (Biemiller, 2003).
Ogrencilerin gordiikleri veya dinlediklerini seyler hakkinda onlar1 konusma veya yazmaya tesvik
eden etkinlikler anlama becerilerinin gelisimi agisindan gereklidir ve yeniden hatirlama, 6zetleme,

yeniden ifade etme seklinde anlatim becerisine doniisiir.
Anlatim

Anlatim* dinlenilen veya okunan bir metnin énemli unsurlarinin yeniden diizenlenerek yazili veya

s0zlii olarak tekrar ifade edilmesidir” (Schisler vd. 2010, s. 136). Sanilanin aksine “ezberlemek degil;
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bireyin metni kendi kelimeleri ve sozciikleri ile anlatmasi demektir” (Morrow, 1989, s. 57). Anlatim

“ilk olarak dgrencilere nasil iyi bir dinleyici olmalar1 gerektigi konusunda rehberlik eder” (Koskinen
vd., 1988, s. 894). Ciinkii dinlemede ama¢ anlamadir ve bunun i¢in iyi bir dinleyicinin sahip olmast
gereken Ozellikler (6rnegin; uygun oturma, gozler konusmacida vb.) ile birlikte belirlemesi gereken
amaglar (6rnegin; bilgi edinme) ve kullanmas1 gereken yontemler (6rnegin; not alma) vardir (Akyol,
2020). Ogrencilerin bir metni dinledikten sonra metinle ilgili hatirladiklarini kendi ifadeleri ile sozlii
ve yazili olarak anlatmalar1 6gretmenlerine anlama becerileri ile ilgili doniitler saglar (Morrow,
1989). Ciinkii konusma becerileri (akicilik), kelime 6grenimi ve hatirlama becerileri birbirini
destekler (Isbell vd.,2004). Bu durum anlatim becerileri i¢in anlamanin temel sart oldugunun bir
gostergesidir. Anlatim becerisi biiyilik oranda dgrencilerin kelime bilgisine baglidir (Johnston, 1981).
Sinirli kelime bilgisi anlatimda yetersizlige neden olabilir (Beck, Perfetti ve McKeown, 1982).
Ciinkii kopyalama seklinde degil de tekrar yolu ile dinlenilen veya okunan bir metni yeniden
yapilandirmak siralamak, 6zetlemek ve yorumlamak seklindedir ve kelimeler ile aktif bir diistinme

siirecidir.
Kelime Bilgisi

Kelime bilgisi, 6grencinin bildigi ve kullandigi kelimeler ile ilgili semsiye bir terimdir. Birey
tarafindan bilinen ve kullanilan kelime, ikileme, deyim, atasozii vb. farkli unsurlarin toplamidir (Bag
ve Karadag, 2012). Pek ¢ok arastirmaci tarafindan farkli kategorilere ayrilsa da (Chapelle, 1998;
Henriksen, 1999; Qian, 2002); genislik (hacim veya boyut) ve derinlik (kalite) olmak tizere iki temel
boyutu bulunmaktadir. “Kelime bilgisinin genisligi bir 6grencinin anlamu ile ilgili ylizeysel bilgilere
sahip oldugu kelimelerin sayis1 olarak adlandirilirken; kelime bilgisinin derinligi bir kelimenin ¢esitli
yonleri hakkindaki bilgisinin diizeyini veya ve bu kelimeyi ne kadar iyi bildigini tanimlar” (Shen,
2008, s. 136). Anderson and Freebody’e gore (1981) bu durum kelime bilgisinin boyutu veya
genigligi (basitce, ka¢ kelimenin bilindigi) ile kelime bilgisinin derinligi veya kalitesi (yani, bu
kelimelerin ne kadar iyi bilindigi) arasinda basit bir ayrimdir. Kelime sayisinin hacimsel olarak
artmas1 anlama ve anlatim becerileri igin tek basina yeterli degildir. Ogrencilerin kelimenin degisik
anlamlarin1  bilmeleri (Akyol, 2019), kelimeyi ayrintili olarak tanimlayabilmeleri ve farkli
baglamlarda esnek bir sekilde kullanabilmeleri i¢in derinlik gereklidir (Yildiz, 2019). Bununla
birlikte kelime bilgisinin dil becerilerindeki rolii dogrudan mi yoksa aract mi seklinde oldugu
tartismal1 olsa da (Quinn vd. 2015), dinledigini anlamanin gii¢lii yordayicilarindan biridir ve belirli
araliklarla 6l¢iilmelidir (Hogan, Adlof ve Alonzo, 2014). Benzer durum 6grencilerin konusma veya
yazma becerilerini kullanarak bir olay1 veya durumu aktardigi anlatim becerileri i¢in de gecerlidir.
Bu ¢alismada, anlama ve anlatim becerileri i¢in dinleme, konusma ve yazma performansiyla iligkileri

oldugu diisiiniilen kelime bilgisinin genisligi ve derinligi iizerinde durulmustur.
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Calismanin Amaci

Okul ¢aginda 6grencilerin okumay1 6grenmeden Once sahip oldugu en 6nemli sozlii dil becerileri
anlama boyutunda dinleme, anlatim boyutunda ise konusmadir (Stauffer, 1980). Bu beceriler pek ¢cok
biligsel ve dilsel siireci igerir ve bireysel degerlendirmeye bagl olarak cesitli sekillerde test edilebilir.
Morrow’ a (1986, 1989) goére ¢ocuklarin bir metni dinledikten sonra metinle ilgili bilgilerini
diizenleyerek sozlii ve yazili olarak neleri hatirladiklarini anlatmalar1 anlama becerilerine ve kelime

bilgilerine baglidir.

Anlama ve anlatim becerilerinin karsilikli olarak gelisimini inceleyen ¢alismalar (Aarnoutse,
Brand-Gruwel ve Oduber, 1997; Aarnoutse, Van Den Bos ve Brend-Gruwel, 1998; Center vd.,1999;
Karabay, 2005; Kaygas, 2002; Keskil, 1997; Mazi, 2008; Onan, 2005;Rasinski, 1990) yerli ve
yabanci alanyazinda mevcuttur. Bununla birlikte dinleme ve okuma esnasinda yeni kelimelerin
Ogrenilerek kelime bilgisinin gelistigi ve kelime bilgisinin dinleme ve okuma becerilerinde énemli
bir yere sahip olarak anlama becerisi lizerindeki roliinden yola ¢ikip anlama becerileri ve kelime
bilgisinin birlikte arastirilmasi gerektigini ortaya koyan pek ¢ok ¢alisma bulunmaktadir (Cain ve
Oakhill, 2007; Eckhardt, 2008; Hawkins vd., 2010; Marx ve Roick, 2012; Mehrpour ve Rahimi,
2010; Qian, 2002; Vidal, 2011; Wise, vd., 2007). Benzer durum dinleme ve konusma gibi sozlii dil
becerilerinin yazma becerisinin giiglii yordayicis1 oldugu calismalar (Baker, Gersten ve Graham,
2003; Olinghouse ve Leaird, 2009) seklindedir. Yine kelime bilgisinin yazma becerisinin gelisiminde
en ¢ok incelenen Onemli bir degisken olduguna dair yapilan galigmalar da vardir (Babayigit ve
Stainthorp, 2011). Tiim bu arastirmalardan hareketle bu arastirmada Tiirkiye’de ilkokul dordincii
sinifta 6grenim goren dgrencilerin dinledigini anlama, kelime bilgisi ve anlatim becerileri arasindaki
iligkilerin test edilmesi amaglanmigtir. Aragtirmacilar tarafindan alanyazin gergevesinde kelime
bilgisinin boyutlar1 dikkate alinarak 2 farkli model kurgulanmis, belirlenen degiskenler sira ile
modele sokularak test edilmistir. Boylelikle literatiirde vurgulanan kelime bilgisinin boyutlarinin

anlama ile birlikte anlatma becerisi ile olan iliskileri ve bu iliskilerin giicii belirlenmeye ¢aligilmistir.
Y 6ntem
Arastirmanin Modeli

Arastirmada ilkokul 6grencilerinin dinledigini anlama, kelime bilgisi ve anlatim becerileri arasindaki
iliskiler incelenmeye calisildigindan iligkisel arastirma modeli kullanilmistir.  Bu model iki ya da
daha fazla degisken arasindaki iliskinin diizeyinin belirlenmesinde arastirmacilara yol gostericidir
(Biiyiikoztiirk, vd. 2014). Bu dogrultuda degiskenler arasindaki yapisal iliskiyi kestirmek ve
bagimsiz degiskenlerin bagimli degisken tizerindeki toplam etkilerinin belirlenmesinde ydntem
olarak path analizi tercih edilmistir (Alpar, 2011). Boylelikle ortaya konulan teorik nedensellik test
edilerek dogrulanmaya c¢alisilmistir Siireg, degiskenlerin arasindaki iliskileri gosteren path

diyagramlarinin gizilmesi ile baslamuis, iligkilerin yorumlanmasi seklinde ilerlemistir (Karagdz, 2019,
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$.1142). Arastirmanin bagimsiz degiskenleri; dinledigini anlama becerisi ve kelime bilgisi, bagiml

degiskeni; anlatim becerisidir. Bu modelin tercih edilme nedeni ilkokul 6grencileri i¢in anlama,
kelime bilgisi ve anlatim becerileri arasindaki iligkilerin diizeylerinin belirlenerek anlama becerisi ve
kelime bilgisinin anlatim becerisi tizerindeki toplam etkilerini belirlemektir. Uygulama 6ncesinde il
milli egitim miidiirliglinden gerekli izinler alinarak, yayin etigine uygun bir arastirma siireci
yuritiilmiistir. Bu dogrultuda veri toplama araglarmin gelistirilmesi 2018-2019 egitim ogretim
doneminde giiz yariyilinda yaklagik 10 hafta stirmiistiir. Bu siire boyunca ti¢ devlet ilkokulunda
goniilli katilim gosteren ve dordiincii sinifta 6grenim goren toplam 396 6grenciye ulasilmistir. Esas
uygulama verilerinin toplanmasi 2019-2020 egitim 6gretim doneminde giiz yariyilinda yaklasik
dokuz hafta siirmiistiir. Bu siire boyunca ti¢ devlet ilkokulunda goniillii katilhm gosteren ve 4. sinifta

Ogrenim goren 286 dgrenciye ulagilmistir.
Calisma Grubu

Arastirmanin ¢alisma grubunu 286 ilkokul dordiincii sinif 6grencisi olusturmustur. Bu 6grencilerin
141’1 kiz (%49), 145’1 erkektir (%51). Dordiincii siniflarin se¢ilmesinin nedeni aragtirmanin amacina
uygun olarak anlama ve anlatim becerileri arasindaki iliskilerin incelenmesinde iist biligsel agidan alt
sinif diizeylerinden ileri olmalaridir (Schneider ve Lockl, 2002; Durkan ve Ozen, 2018). Calisma
grubunun belirlenmesinde olasilikli olmayan 6rnekleme yontemlerinden kolay ulasilabilir 6rnekleme
yontemi kullanilmigtir. Bu yontemde “arastirmacilar ¢alismasi igin ihtiya¢ duydugu biiytlkliikte
orneklemeye ulasincaya kadar en kolay ve ulagilabilir deneklerden veri toplamaya galisir” (Giirbiiz
ve Sahin, 2015, 5.130). Bu nedenle Giresun Valiligi il Milli Egitim Miidiirliigiinden izin alinan ve il
merkezinde bulunan yiiksek, orta ve diisiik sosyoekonomik diizeyde ii¢ ilkokul segilmistir.
Arastirmanin amacina uygun goniillii ve isbirligine agik 14 sube arastirmaci tarafindan kolay

ulagilabilir sekilde segilmistir.
Cahismada Kullamlan Veri Toplama Araclar:
Bosluk Tamamlama Testi

Arastirmada kullanilan veri toplama araglarindan ilki 6grencilerin dinledigini anlama becerilerinin
Olciilmesi icin arastirmacilar tarafindan gelistirilen “bosluk tamamlama” testidir. Testin hazirlanmasi
igin dgrencilerin siif seviyelerine uygun resimli kitaplar incelenmistir (Ornegin; Nasreddin Hoca ve
Cimri Komsunun Hik&yesi, Park Canavari, Padisahin Ebrusu, Kiitiiphanedeki Aslan, Piraye’nin Bir
Giinii, La Fonten Orman Mahkemesinde Ayilar Kitap Okumaz, Alexander ve Oyuncak Fare, Kirmizi
Kanatli Baykus). Kitap se¢imi i¢in arastirmaci tarafindan literatiir incelenmis (Ates, Cetinkaya ve
Yildirim, 2012; Ates, 2013; Gonen, Katranci, Uygun ve Ugus, 2011; Kara, 2012), iyi bir ¢ocuk
kitabinin sahip olmasi1 gereken o6zelliklere iligkin (Sever, 1995), 10 maddelik bir kontrol listesi
olusturularak (sayfa sayisi, peritextual 6zellikler [kitabin kilifi, 6n ve arka kapaklari, i¢ kapak, baslik

sayfasi, yayinci, resimleyen], konu, hikaye elementleri, yazim kurallar1 vb. ) ve ardindan dort alan
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uzmaninin goriiglerine bagvurulmustur. Bununla birlikte kitap se¢iminde t-birim sayisi dikkate

almmustir. Tiirkge climle tiirleri dikkate alindiginda, basit climleler ve yan cilimlecigi olan bilesik
climleler tek t-birim olarak diigiiniilebilir (Ulusoy, 2017). Bu kriterler dogrultusunda 6grencilerin

sinif seviyelerine uygun bir resimli kitap olan “Kiitiiphanedeki Aslan” isimli kitap temel alinmistir.

Bosluk tamamlama testi 6grencilerin anlama diizeylerini belirleme amaciyla kullanilabilir
(Mariotti ve Homan, 2001; ak. Ulusoy, 2009). Bir metinden kelimelerin silinmesi ve 6grencinin
anlamsal, dilbilgisel ve baglamsal acidan uygun kelimelerle boslugu (aralig1) doldurmasi anlamina
gelen bosluk tamamlama teknigi, Gestalt psikolojisinin ilkelerine dayanmaktadir (Dag, 2010). Test
kelimelerin siklikla, Ornegin her besinci kelimenin, silindigi (Harris, Turbill, Fitzsimmons,
McKenzie, 2006) bosluk tamamlama tekniginin (traditional andrandom cloze) secenekli olarak
sunulmasi ile maze teknigi kullanilarak bosluklar dort segenekli olarak hazirlanmigtir.
Kiitiiphanedeki Aslan isimli kitabin kelime sayis1 972°dir. “Yapilan arastirmalar her bes, alt1 veya
yedi kelimede bir kelime silmenin en ¢ok kullanilan uygulamalar oldugunu ve toplamda 25-50
arasinda boslugun kabul edilebilir oldugunu ifade etmektedir” (Akyol vd. 2014, s. 71). Test i¢in 243
kelimelik ve her yedinci kelimesi silinerek toplam 25 bosluk hazirlanmistir. 2018-2019 egitim
ogretim yilinda ilkokul doérdiincii sinifta 6grenim goren toplam 396 6grenciye ulasilarak madde ve
test analizleri yapilmistir. Test maddelerinin alt ve {ist %27°lik gruplar i¢in yapilan giiclilk indeksi
(Pj), standart sapma (Sj), ayirt edicilik indeksi (rjx) ve madde giivenirligi (1j) degerleri tablo 1°de
verilmistir (Yekeler Gokmen, 2020).

Tablo 1: Bosluk Tamamlama Testi Madde Analizi Sonuglart

Madde ) ) ) ) Madde ) ) ) ]
No Pl S) X | NG P S) X g/
1 0.69 0.46 0.36 0.16 14 0.76 0.43 051 0.22
2 0.79 0.41 0.38 0.16 15 0.42 0.50 041  0.20
3 0.63 0.48 0.53 0.26 16 0.74 0.44 0.61  0.27
4 0.64 0.48 0.53 0.26 17 0.83 0.39 051 0.19
5 0.51 0.50 0.64 0.32 18 0.84 0.37 0.44  0.16
6 0.77 0.42 0.35 0.15 19 0.31 0.46 055 0.26
7 0.52 0.63 0.46 0.29 20 0.84 0.37 039 0.14
8 0.66 0.47 0.55 0.26 21 0.81 0.40 045  0.18
9 0.80 0.40 0.38 0.15 22 0.34 0.47 032 0.15
10 0.65 0.48 0.56 0.27 23 0.63 0.48 034 0.17
11 0.87 0.34 0.37 0.13 24 0.61 0.49 055 055
12 0.54 0.50 0.58 0.29 25 0.46 0.50 0.47  0.23

=
w

0.44 0.50 0.41 0.20
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Tablo 1’e gore, testte yer alan 25 maddenin ayiricilik gligliiklerinin 0.32 ile 0.64 arasinda

degismesi dinledigini anlama basaris1i bakimindan &grencileri ayirt edebildigi seklinde
yorumlanabilir (Ebel, 1965). Madde analizinin ardindan yapilan test analizi sonug¢lar1 Tablo 2°de

gosterilmistir.

Tablo 2: Bosluk Tamamlama Testi Test Analizi Sonuclar

Madde N X SS Mod Ortanca  Ortalama Giigliik KR-20
Sayisi
25 397  15.97 4.76 20 17 0.64 0.80

Tablo 2’ye gore test puanlarinin ortalama giicliigii 0.64’tlir. Bu durum testin orta giigliikte
oldugunun gostergesidir. Testin giivenirligine iliskin yapilan analizler sonucu KR-20 degeri 0.80°dir.

Bu durum testin kullanilabilecek diizeyde oldugunu desteklemektedir (Croker ve Algina, 2006).
Anlatim Becerilerini Degerlendirme Rubrigi

Aragtirmada kullanmilan veri toplama araglarindan ikincisi Ogrencilerin dinledigini anlatma
becerilerinin Ol¢iilmesi i¢in arasgtirmacilar tarafindan gelistirilen “dinledigini yazili ve sozlii anlatim
becerilerini degerlendirme Olgiitleri rubrigidir”. Rubrik hazirlanirken ilgili alan yazin (Arizona
Department of Education, 2006, AIMS six trait analytic writing rubric official scoring guide;
Coskun, 2005; Dunsmuir, vd. 2015, Education Northwest, 2006, 6 + 1 trait writing; Koutsoftas ve
Gray, 2012; Ozkara, 2007; Sulak, 2014; Tompkins, 2000; Tompkins, 2006; Ulusoy, 2017)
taranmigtir. Ardindan ii¢ alan uzmaninin (sinif egitimi, Tiirkge egitimi ve Olgme degerlendirme)
gortsleri (uygun, uygun degil- ¢ikarilmali ve uygun degil- diizeltilmeli seklinde) alinmistir. Rubrik
yazili anlatim, sozli anlatim ve hem yazili hem sozIlii anlatim icin ii¢ temel kategoriden ve bu
kategorilere ait maddelerden olusmaktadir. Birinci kategori hem yazili hem s6zlii anlatim i¢in hikaye
elementlerini kapsamaktadir. Bunlar; baglik, ana karakter, yardimci1 karakterler, mekan, baslatici
olay, amag, girisim, sonu¢ ve tepki maddelerinden olusmaktadir. S6zlii anlatim kategorisi; dil, ciimle
akiciligl, kelime secimi ve anlama maddelerinden; yazili anlatim kategorisi ise; el yazisi, yazim
kurallari, kelime se¢imi ve anlama maddelerinden olugmaktadir. Rubrikte hikdye elementleri
kategorisinde 9, sozlii ve yazili anlatim kategorileri i¢in ayr1 ayr1 4’er madde olmak iizere toplam 13
madde vardir. Her bir maddenin 0-2 puan araligi bulunmaktadir. Rubrikten alinabilecek en yiliksek
puan 26’dir. Rubrikten elde edilen puanlara iliskin giivenirligi saglamak amaci ile puanlayicilar arasi
giivenirligi kestirme yontemlerinden biri olan “Kappa Teknigi” kullanilmistir. Bu dogrultuda 10 tane
ogrencinin yazili ve sdzIii anlatimlarinin iki puanlayici tarafindan puanlanmasi sonucu hesaplanan
“Kappa Istatistigi Degerleri” ve “Uyum Yorumlar1” Landis ve Koch (1977) tarafindan onerilen

degerler temel alinarak Tablo 3’°te paylasilmistir (Yekeler Gokmen, 2020).

Tablo 3’e gore iki puanlayicinin 10 dgrenciye verdikleri puanlar arasindaki uyumu elde etmek

amaciyla 13 maddelik rubrikten alman puanlara ait hesaplanan Kappa degerlerinin istatistiksel
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acidan anlamli ve yeterli diizeyde bulundugu gériilmektedir (p<0,001). Iki puanlayicimin oldugu

kosul i¢in Kappa degerleri (k) 0.65 ile 0.96 arasindadir. Hesaplanan « istatistiklerinin pozitif olmasi,

puanlayicilar aras1 uyumun yiiksek diizeyde oldugunu gostermektedir (Landis ve Koch, 1977).

Tablo 3: Ogrencilere Ait Kappa Istatistigi Degerleri ve Uyum Yorumlar

} . Kappa degerleri Uyum diizeyi
Ogrenci
1.Yazil 2.80zlii
No 1.Yazili Anlatim 2.86zlii Anlatim
Anlatim Anlatim
1 0.72 0.70 Yiiksek diizeyde Yiiksek diizeyde
2 0.83 0.79 Cok yiiksek diizeyde Yiiksek diizeyde
3 0.78 0.75 Yiiksek diizeyde Yiiksek diizeyde
4 0.85 0.78 Cok yiiksek diizeyde Yiiksek diizeyde
5 0.90 0.88 Cok yiiksek diizeyde Cok yiiksek diizeyde
6 0.77 0.75 Yiiksek diizeyde Yiiksek diizeyde
7 0.92 0.90 Cok yiiksek diizeyde Cok yiiksek diizeyde
8 0.69 0.65 Orta diizeyde Orta diizeyde
9 0.96 0.90 Cok yiiksek diizeyde Cok yiiksek diizeyde
10 0.89 0.86 Cok yiiksek diizeyde Cok yiiksek diizeyde

Ogrencilerin dinledikleri hikayeleri yazili ve sozlii anlatabilmeleri icin iki resimli ¢ocuk kitabi
secilmistir. Kitap seciminde; Ogrencilerin sinif seviyelerine uygunlugu ile dort alan uzmanin
gorisleri (uygun, uygun degildir seklinde, ikisi smif egitimi alaninda, biri Tiirk¢e egitimi alaninda,
biri okul oncesi egitimi alaninda ve kitaplardaki T Birim sayis1 dikkate alinmistir. “Tiirk¢e climle
tirleri dikkate alindiginda, basit ciimleler ve yan ciimlecigi olan bilesik ctimleler tek T-Birim olarak
diigtiniilebilir.” (Ulusoy, 2017, s.31). Morrow (1989, s.57) kitap se¢iminde “gocuklara hitap eden ve
anlatim1 kolay kitaplarin/metinlerin se¢ilmesi” gerektigini; ¢linkii “kafiye, yineleme ve tamlama gibi
ongoriilebilir unsurlar tekrar sdylemenin kolay oldugunu” belirtmistir. incelenen kitaplar ve alman
uzman gorisleri dogrultusunda yazili anlatim igin “Alexander ve Oyuncak Fare” isimli resimli
hikaye kitab1 segilerek yazili anlatim formu olusturulmustur. Kitaptaki t-birim sayis1 107°dir. Sozlii
anlatim i¢inse “Kirmizi Kanatli Baykus” isimli resimli hikaye kitab1 secilmistir. Kitaptaki t-birim

sayist ise 90°dir (Yekeler Gokmen, 2020).

Son olarak 6grencilerin kelime bilgileri yazili anlatimlarina ait toplam ciimle sayis1 ve kelime
sayis1 hesaplanarak elde edilmistir. Kelime bilgilerinin derinligi i¢in toplam ciimle sayilarimi temel
alinarak t-birim analizi kullanilmigtir. T-birim, kendi bagina ciimle olma potansiyeli tasiyan birimleri
ifade etmektedir (Hedberg ve Westby, 1993). Basit bir ifade ile tek bir yiiklemden olusan bir basit

climle, bir t birim sayis1 olarak ifade edilebilir. Bu aragtirmada basit ciimleler ve yan ciimlecigi olan
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bilesik climleler birer t-birim olarak diisiiniilmiistiir (Ulusoy, 2017). Kelime bilgilerinin genisligi i¢in

Ogrencilerin yazili anlatim formlarinda bulunan toplam kelime sayilar1 dogrudan hesaplanmustir.
Veri Toplama Siireci

Arastirmanin veri toplama siireci iki asamalidir: Ilki veri toplama araglarinin hazirlanma asamasidir
(bosluk tamamlama testinin hazirlanmasi /testlerin gecerlik ve giivenirlik hesaplamalari, dinledigini
yazili ve sozli anlatim becerilerini degerlendirme dlgiitleri rubriginin hazirlanmasi, dinledigini
anlama ve anlatma becerileri igin kitaplarin belirlenmesidir). ikincisi degiskenler arasindaki
iligkilerin incelenmesi icin yapilan esas uygulama asamasidir (bosluk tamamlama testinin

uygulanmasi, s6zlii ve yazili anlatim uygulamalari, kelime bilgisinin hesaplanmasidir).

Esas uygulama asamasinda ilk olarak bosluk tamamlama testi i¢in “Kiitliphanedeki Aslan”
isimli kitap 0grencilere aragtirmacilar tarafindan sesli olarak bir kez okunmustur. Okuma esnasinda
okumada akiciliga, 6grencilerin okuma hizina ve prozidik 6zelliklere dikkat edilmistir. Ardindan test
uygulanmigtir. Sonra &grencilerin yazili anlatim yapabilmeleri i¢in “Alexander ve Oyuncak Fare”
isimli resimli kitap arastirmacilar tarafindan 6grencilere siniflarinda sesli okuma 6zelliklerine dikkat
edilerek yine bir kez okunmus ve ardindan 6grencilerden dinledikleri hikayeyi yazili olarak (yazil
anlatim formu aracilifiyla) anlatmalar1 istenmistir. Yazili anlatim esnasinda &grencilere verilen

yonerge asagidaki gibidir:

“Bugiin dinlediklerimizi yazili olarak bana tekrar anlatmanmizi isteyecegim. Tekrar anlatim,
hikdaye anlatimi1 ve hikdye yazma becerilerinizi gelistirmenin iyi bir yoludur ve dinlediginizi
anlamaniza yardim eder. Simdi hikayeyi (Alexendar ve Oyuncak Fare) hep birlikte sessizce ve
dikkatle dinlemenizi istiyorum. Hikdyeyi dinlemeniz bittiginde, sizlere diisiinmeniz i¢in zaman
verecegim ve ardindan hikayeyi hatirlayabildiginiz kadar yazacaksiiz. Bu siirecte, 6nemli
fikirleri not etmenizi ve hikayede miimkiin oldugunca ¢ok sey hatirlamanizi istiyorum.

Boylece yazili anlatim yapmis olacagiz.” (Stoicovy, 1997, s. 8).

Son olarak sozlii anlatim i¢in arastirmacilar 6grencileri siiflarindan sira ile birinci ¢alisma
odasina alarak “Kirmizi Kanathi Baykus” isimli resimli kitab1 6grencilere (bireysel olarak) sesli
sekilde bir kez okumuslardir. Ardindan 6grenciler ikinci bir calisma odasinda bulunan diger
aragtirmacinin yanina gegerek dinledikleri hikdyeyi sozlii anlatim yapmislardir (Yekeler Gokmen,
2021). Sozlu anlatim siirecinde dgrencilerin anlatimlar1 ses kayit cihazi yardimi ile kaydedilmistir.
Arastirmacilar ses kayitlarin1 her hafta uygulamadan sonra tekrar dinlemis ve once ayri ardindan
birlikte tekrar puanlanmasina karar verilmistir. S6zIlii anlatim esnasinda 6grencilere verilen yonerge

asagidaki gibidir:

“Bugiin benden dinledigin hikayeyi sozlii olarak dgretmenine tekrar anlatmani isteyecegim.
Simdi “Kirmizi Kanatli Baykus” isimli hikdyeyi sana bir kez okuyacagim. Beni sessizce ve

dikkatle dinlemeni istiyorum. Hikdyeyi dinlemen bittiginde, sana diisiinmen ig¢in zaman



A.D.Y, Gokmen ve M, Ulusoy/ Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 56, 372-400, 2022 381
verecegim ve ardindan hikayeyi hatirlayabildigin kadar 6gretmenine anlatacaksin. Hikayeyi

anlatirken miimkiin oldugunca ¢ok sey hatirlamani istiyorum.”(Stoicovy, 1997, s. 8).

Anlatim siirecinde ayrica ihtiya¢ duyuldugunda 6grenciler 'daha ¢ok sey sOyleyebilir misin?' veya
'sonra neler oldu?' gibi genel talimatlar ile arastirmacilar tarafindan yonlendirilmeye c¢alisilmis,
durakladiklarinda "hikaye ile ilgili aklina baska bir sey geliyor mu?" gibi tesvik edici climleler

kurulmustur. Esas uygulama asamasi yaklasik dokuz hafta stirmiistiir.
Veri Analizi

Arastirma verilerinin analizinde 6nce degiskenlere iligkin tanimlayict istatistikler ile iliskisel
analizler tercih edilmistir. Ardindan nedensellik ve iligskiyi bir model olarak tanimlamaya olanak
saglayan ve yapisal esitlik modellerinin bir tiirii olan path analizi (Karagéz, 2019) ile farkli yol
denemeleri yapilmistir. Degiskenlere iliskin tanimlayici istatistikler; merkezi egilim oOlgiitleri
(aritmetik ortalama, medya, mod), ortalamadan sapma oOlgiitleri (standart sapma) ve normallikten
sapma Ol¢iitlerinden (basiklik ve ¢arpiklik degerleri) olusmaktadir. Parametrik test varsayimlarindan;
verilerin normal dagilima uygunlugu (basiklik ve ¢arpiklik degerleri -1 ve +1 arasinda olmalidir) ve
varyanslarinin esit olup olmadigi (p <.05) Levene testi ile incelenmistir (Tabachnick, ve Fidell, 2015;
Kline, 2015). Veri toplama siireci sonucunda 286 6grenciye ulasilmistir. Cok degiskenli ug degerleri
belirlemek ve normal dagilimi saglayabilmek i¢in aykiri deger analizleri kapsaminda Mahalanobis
uzaklik testi yapilmistir. Elde edilen Mahalanobis degerleri serbestlik derecesi 4 dikkate alinarak ki-
kare (y2) tablosuyla karsilastirilmistir. 42 tablosuna gore .01 anlamlilik diizeyinde referans degerden
(P_MAH 1< 0.01) sapan 16 form veri setinden g¢ikarilmistir. Daha sonra normallik ve dogrusallik
varsayimlarinin incelenmesi igin histogram ve P — P grafikleri incelenerek 270 veri seti ile analizler

gergeklestirilmistir.

Degiskenlere iliskin iliskisel analizlerde ikiden fazla degisken olmasi nedeniyle coklu
dogrusal regresyon analizi kullanilmistir. Bdoylelikle “bagimsiz degiskenlerin bagimli degisken
iizerindeki ortak etkisinin incelenmesi” (Can, 2013, 5.248) saglanmis ve “degiskenler arasindaki
iligkileri aciklamak amaciyla degiskenlerin tiimii birden modele dahil edilmistir” (Orhunbilge, 2017,
s.73). Bu dogrultuda arastirmada dinledigini anlama becerisi ve kelime bilgisi (genislik=toplam
kelime sayis1 ve derinlik =t birim sayis1) bagimsiz degiskenler; sozlii ve yazili anlatim becerileri
bagimli degiskenler olarak ele almmuistir. Degiskenler arasindaki iliski tek basma nedensellik
vermediginden dolay1 (Meyers, Gamst ve Guarino, 2006, s.587-588), dinledigini anlama ve kelime
bilgisinin anlatim becerileri iizerinde etkisini belirleyebilmek igin path analizi tercih edilmistir
(Alpar, 2011). Dinledigini anlama becerisi, anlatma becerisini etkilerken, kelime bilgisi hem anlama
hem de anlatma becerilerini etkileyen tigiincii bir degiskendir. Gozlenen degiskenler ile yol (path)
analizi uygulamasinda; dinledigini anlama, kelime bilgisinin genisligi (toplam kelime sayis1), kelime

bilgisinin derinligi (t birim sayisi), dinledigini yazili anlatim ve dinledigini s6zlii anlatim olmak
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iizere bes degisken ele alimmistir. Dinledigini anlama degiskeni, arastirmacilar tarafindan

gelistirilerek giivenilirlik ve gecerlilik analizleri yapilmis olan bosluk tamamlama testinden alinan

toplam puandan yararlanilarak olusturulmustur.

Ogrencilerin yazili anlatimlarinda, kendi basma ciimle olma potansiyeli tasiyan kelime ve
anlamli kelime birliklerini ifade eden (Hedberg ve Westby, 1993) toplam t-birim sayis1 kelime bilgisi
derinligini, toplam kelime sayilari ise kelime bilgisi genisligini temsil etmistir. Dinledigini yazili ve
sozli anlatim becerileri ise arastirmacilar tarafindan gelistirilerek giivenilirlik ve gecerlilik analizleri
yapilmis olan dinledigini anlatma degerlendirme 6lg¢iitlerine yonelik rubrikten alinan puanlardan elde
edilmistir. Dolayisiyla analizde kullanilan ve gozlenen degiskenler olarak ele alinan bu degiskenler;
dinledigini anlama becerisi i¢in bosluk tamamlamama testi toplam puanlarindan, kelime bilgisi
toplam kelime sayist ve climle sayisi dogrudan hesaplanarak, yazili ve sozlii anlatim becerileri igin
dinledigini anlatma degerlendirme 6lgiitleri toplam skorlar1 kullanilarak elde edilmistir. Caligma 270
veri lizerinden yiriitilmiis ve degiskenler arasi iliskiyi gostermesi i¢in path diyagramlarimin
olusturulmasinin ardindan, dogrusal iligkilerin miktarini ve yoniinii belirlenme, iligkilerin etkilerinin
(dogrudan ve dolayl) ayristirilma ve iliskilerin yorumlanma agamalart (Alpar, 2011, 5.758) izlenerek
bulgular kisminda paylagilmistir. Path analizlerinde veriye dayali modelin uyum diizeylerini

belirlemek i¢in kullanilan diger indeksler ve dlgiitleri Tablo 4’te siralanmustir.

Tablo 4: Path Analizlerinde kullanilan Uyum Indeksleri ve Olgiitleri

Mutlak Uyum Indeksleri:
Y(Karagsz,2019; Kline, 2015) Kabul Edilebilir fyi Uyum Miikemmel
ASchermelleh Engel, Moosbrugger Uyum Olgiitleri Olgiitleri Uyum Olgiitleri
ve Miiller,2003)
yilik Uyum Indeksi - 0.85<GFI<0.90 0.90<GF <0.95  0.95<GF <1
(Goodness of Fit Index)
Diizeltilmis Tyilik
Uyum Indeksi AGE 0.85<AGFI<0.90 0.90<AGFI<1
(Adjustment  Goodness
of Fit Index)
Koruyucu Uyum Indeksleri: o

Kabul Edilebilir . . ,
(Karagoz, 2019) . Iyi Uyum Olgiitleri

Uyum Olgiitleri
4(Byrne, 2012)
®Ortalama Hatalarin
Karekokii RMR/

0.08< RMR<0.05 0.05< RMR<1

(Root Mean Square RMS
Residual)
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“Standardize Edilmis
Ortalama Hatalarin
Karekokii

(Standardized Root

SRMR 0.00< SRMR<0.05 0.05<SRMR<0.10

Mean Mean Square

Residual)

Karsilastrmali Uyum Indeksleri:

5(Karagoz, 2019) Kabul Edilebilir Iyi Uyum Olgiitleri
6(Browne ve Cudeck, 1993) Uyum Olgiitleri

'(Baumgartner ve Homburg, 1996)

SKarsilagtirmali  lyilik

i . CFI 0.90< CFI<0.95 0.95<CFI<0.97  0.97<CFI<1
Uyum Indeksi
Y aklagik Hatalarin

RMSEA  0.05<RMSEA<0.08 0.00<RMSEA<0.05

Ortalama Karekokii
"Normlastirilmis  Uyum
. NFI 0.90< NFI<0.95 0.95< NFI<1
Indeksleri
Bulgular

Arastirmanin bu boliimiinde, ilk olarak degiskenlere ait tanimlayici istatistikler, ardindan degiskenler

arasindaki iliskiler (korelasyon degerleri) ve son olarak bagimsiz degiskenlerin bagimli degiskenler

tizerindeki toplam etkilerini belirlemek i¢in path analizi bulgularina yer verilmistir. Veri setinin

uygunlugunun belirlenmesinin ardindan, dinledigini anlama, kelime bilgisi ve anlatim becerileri

iligkilerini test eden iki farkli yol analizi sonuglar1 paylasilmistir. Her bir model; dinledigini anlama

becerisi ve kelime bilgisinin farkli boyutlarinin birlikte sézlii ve yazili anlatim becerisini yordama

diizeyini agiklamaktadir.

Degiskenlere iliskin Tammlayici Istatistikler

Dinledigini anlama becerisi ile kelime bilgisi (genislik ve derinlik) bagimsiz degiskenleri ile yazili ve

sozlli anlatim bagimli degiskenlerine ait tanimlayici bulgular Tablo 5’te verilmistir.

Tablo 5. Degiskenlere Ait Tammlayict Istatistiksel Bulgular

— - > Carpikhk Basikhk
= c 2
5 = s £ <
5 <= ¥ 83 2 § & g g
g 2 £ 5§ 5 =2 §&§ L. T . T
- [ = = — =) ~— wn > - 2 -
2y =] > o O
< - 4] = o0 — PV e
80 = = < € a o C ] < ) <
(= 2 < ° c c
X g = = S i
= @) 5 n n




384 A.D.Y, Gokmen ve M, Ulusoy/ Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 56, 372-400, 2022

Dinledigini

270 2 25 14.36 15 15 515 -194 15 -796 .30
Anlama

Kelime
Bilgisinin
Genisligi
(Toplam

Kelime

Sayist)

270 0 232 99.39 85 100 458 -071 .15 -539 .30

Kelime
Bilgisinin
Derinligi 270 0 40 19.18 10 19 858 .104 15 -362 .30
(T Birim

Sayist)
Yazil 270 0 23 1127 10 11 465 -010 .15 -587 .30
Anlatim
Sozli 270 2 23 1278 13 13 447 -09%6 15 -721 .30
Anlatim

Tablo 5 incelendiginde degiskenlere iliskin basiklik ve g¢arpiklik katsayilarinin -1 ve +1
araliginda; aritmetik ortalama, mod ve medyanin birbirine yakin olmasi1 normal dagilimin en dnemli
gostergeleridir (Can, 2013, s.82-89). Bu durumda &6grencilere ait veri setindeki puanlarin normal

dagilim gosterdigi kabul edilebilir (Tabacnick ve Fidel, 2015).
Degiskenlere iliskin Regresyon Analizi Bulgular

Arastirmada ele alinan degiskenler ikiden fazla oldugu i¢in ¢oklu dogrusal regresyon analizi
kullanilarak bagimli ve bagimsiz degiskenler arasindaki iliskiyi oran (yiizde) olarak gosteren

“Korelasyon Katsayis1” hesaplanmis ve bulunan degerler Tablo 6’da verilmistir.

Tablo 6: Degiskenlere Iliskin Regresyon Analizi Bulgular:

Degiskenler 1 2 3 4 5

1. Dinledigini Anlama 1.00

2. Kelime Bilgisinin Genigligi  .35* 1.00

(Toplam Kelime Say1si)

3. Kelime Bilgisinin Derinligi  .31* .92* 1.00

(T Birim Sayi1si)

4. Yazili Anlatim .56* .68* .64* 1.00

5. Sozlii Anlatim .55* .56* .54* .84* 1.00

*p < .01
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Tablo 6 incelendiginde dinledigini anlama becerisi ile yazili anlatim (yaui antasm=.56, p < .01) ve

sozli anlatim (Tsszi anteum= .55, p < .01) becerileri arasinda pozitif yonde ve orta diizeyde anlamhi
iliskiler oldugu goriilmektedir. Kelime sayisi ile yazili anlatim (ryazn antaum=.68, p < .01) ve sozlii
anlatim (Tsszi anlaum= .56, p < .01) becerileri arasinda pozitif yonde ve orta diizeyde anlamli iligkiler
oldugu goriilmektedir. T birim sayisi ile yazili anlatim (tyazn antaum=.64, p < .01) ve sozlii anlatim
(rssz1i anlaum= .54, p < .01) becerileri arasinda pozitif yonde ve orta diizeyde anlamli iligkiler oldugu

goriilmektedir.

Kelime sayisi ve T birim sayist bagimsiz degiskenleri arasinda yiiksek diizeyde iligkinin
olmast (r= .92, p < .01) yordayic1 degiskenler arasinda ¢oklu baglantililik (multi-colinearity)
sorununun gostergesidir (Biytiikoztiirk, 2013, s.100). Bu nedenle arasgtirmada bu iki bagimsiz
degisken ayr1 ayri ele alinarak degiskenler arasindaki nedensel iliskilerin 6rneklemden toplanan veri
ile dogrulanmaya galisilmasinda farkli path analizleri denenmistir. 270 veri ile tahmin edilmek

istenen modeller Sekil 1’de sunulmustur.

1. Yol: Dinledigini Anlama + Kelime Bilgisinin | 2. Yol: Dinledigini Anlama + Kelime Bilgisinin

Derinligi = Yazili Anlatim + S6zlii Anlatim Genisligi = Yazili Anlatim =+ S6zIi Anlatim

dinlediginianiama

dinlediginianiama = @ e

/ yazilianiatim sczluaniatim / yazilianiatim sozluanlatim

kelimebilgisiderinlik kelimebilgisigenislik

2]

Sekil 1: Degiskenlere iliskin tahmin modelleri

Sekil 1 incelendiginde tahmin modellerinde dinledigini anlama (1) ve kelime bilgisi (3)
degiskenleri arasinda korelasyonel iliski oldugu, her iki degiskenin birlikte anlatim becerilerini

(2a,2b) etkiledigi goriilmektedir. Bununla birlikte her iki modelde iki tane bagimsiz degisken
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(dinledigini yazili anlatim ve dinledigini sozlii anlatim) ve iki tane bagimli degisken (dinledigini

anlama ve kelime bilgisi) bulunurken (sabitken), kelime bilgisinin boyutlarindan birinci modelde
kelime bilgisinin derinligi, ikinci modelde kelime bilgisinin genisligi bagimli degiskenler olarak
mevcuttur. “Path diyagraminda bir degiskenin {i¢iincii bir degiskenle nedensel olmayan bir iliskisi
oldugunda bu iliski diyagramda cift yonlii ok ile gosterilir. Boyle bir durumda birinci ve ikinci
degisken ile iciincii ve ikinci degisken arasindaki iliski analiz edilmemis (¢6ziimlenmemis) olarak
tanimlanir” (Karagdz, 2019; s.1144). Bu aciklamadan hareketle degiskenlere ait path analizine iliskin

bulgular bir sonraki kisimda paylasilmstir.

Path Analizine iliskin Bulgular

Modellere ait tahmin sonucu ve standardize edilmis regresyon katsayilar1 Sekil 2°de sunulmustur.

1. Yol: Dinledigini Anlama + Kelime Bilgisinin | 2. Yol: Dinledigini Anlama + Kelime Bilgisinin

Derinligi = Yazil1 Anlatim + S6zIi Anlatim Genisligi = Yazili Anlatim = S6zIi Anlatim
dinlediginianiama
dinlediginianiama = 0 e
44 47
51 : 7
A 2 0
> % s
3 yazilaniatim L ‘ yalianiatim sozluanlatim
az

y
y

kelimebilgisiderinlik kelimebilgisigenislik

Sekil 2: Anlatim becerilerine iligkin tasarlanan yol model sonuglart

Sekil 2’ye gore birinci yol modelde standardize edilmis regresyon katsayilarina bakildiginda
kelime bilgisinin derinligi ile dinledigini anlama arasindaki korelasyonun .31 oldugu goriilmektedir.
Dinledigini anlama ile yazili anlatim arasindaki standardize edilmis regresyon katsayist .51, kelime
bilgisinin derinligi ile yazili anlatim arasindaki standardize edilmis regresyon katsayisi .62’dir. Yazil
anlatim degiskenindeki toplam degisimin %37’lik kismi dinledigini anlama ve kelime bilgisinin

derinligi tarafindan aciklanmaktadir. Bununla birlikte yazili anlatim ile s6zlii anlatim arasinda
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standardize edilmis regresyon katsayisi .90, sozlii anlatim ile yazili anlatim arasinda standardize

edilmis regresyon katsayist -.24 olarak bulunmustur. Tasarlanan modelin uyum iyiligi indeksleri
incelendigindeki-kare degeri (CMIN) 5.078, serbestlik derecesi (sd) 1 ve ki-kare/sd (CMIN/DF)
degeri 5.078 olarak bulunmustur (p=.024< .05). Bu deger (CMIN/DF) < 5 oldugu i¢in kabul
edilebilir uyum sayilabilir (Karagoz, 2019). Tablo 4’e gore mutlak uyum indekslerinden GFI degeri
991 ve AGFI degeri .907 oldugundan iyi uyum Oolgiitleri araligindadir. Karsilastirmali uyum
indekslerinden CFI degeri .993, NFI degeri .991, RMSEA degeri ise .012 oldugundan iyi uyum
olgitleri elde edilmistir. Bu bulgular teorik olarak belirlenen modelin drneklem verisine uydugunu

gostermektedir.

Ikinci yol model icin standardize edilmis regresyon katsayilarma bakildiginda kelime
bilgisinin niceligi ile dinledigini anlama arasindaki korelasyonun .35 oldugu goriilmektedir.
Dinledigini anlama ile yazili anlatim arasindaki standardize edilmis regresyon katsayisi .44, kelime
bilgisinin genisligi ile yazili anlatim arasindaki standardize edilmis regresyon katsayisi .62’°dir.
Yazili anlatim degiskenindeki toplam degisimin %47°lik kismu dinledigini anlama ve kelime
bilgisinin genisligi tarafindan agiklanmaktadir. Bununla birlikte yazili anlatim ile sozli anlatim
arasinda standardize edilmis regresyon katsayisi .88, sozIii anlatim ile yazili anlatim arasinda
standardize edilmis regresyon katsayist -.16 olarak bulunmustur. Tasarlanan modelin uyum iyiligi
indeksleri incelendiginde ki-kare degeri (CMIN) 6.895, serbestlik derecesi (sd) 1 ve ki-kare/sd
(CMIN/DF) degeri 6.895 olarak bulunmustur. Bu deger (CMIN/DF) > 5 oldugu igin kabul edilebilir
uyum degerleri arasinda sayilamaz (Karagoz, 2019). Tablo 4’e gore mutlak uyum indekslerinden
GFI degeri .998 olarak iyi uyum o6lgiitleri ve AGFI degeri .875 oldugundan kabul edilebilir ol¢iitleri
araligindadir. Karsilagtirmali uyum indekslerinden CFI degeri .990, NFI degeri .989 olarak iyi
uyum Olgiitlerine sahipken, RMSEA degeri ise 0.14 olarak kabul edilebilir bir uyum degildir. Bu

bulgular teorik olarak belirlenen modelin 6rneklem verisine uymadigini géstermektedir.
Tartisma ve Sonu¢

Arastirma sonuglarina gore; ilk olarak bagimli ve bagimsiz degiskenler arasinda pozitif yonde ve orta
diizeyde anlaml iligkiler vardir. Arastirmanin bagimsiz degiskeni olan kelime bilgisinin bagiml
degisken olan yazili anlatim becerisi ile (Igenisiik=-68; rderiniik=-64) anlamli ve yiiksek diizeyde
iliskilerini, sozIlii anlatim becerisi (Fgenistik=.56; raerinik= .54) takip etmektedir. Bu noktada anlatim
becerileri lizerinde kelime bilgisinin toplam hacmi yani genisligi 6n plana ¢ikmaktadir. Aragtirmanin
diger bagimsiz degiskeni olan anlama becerisi ile kelime bilgisi (genisiik=.35; Fderinik= .31) arasindaki
iligkilerde ise yine genislik boyutu biraz daha yiiksektir. Literatiirde dil becerileri ile kelime
bilgisinin hacmine yénelik yapilan ¢aligmalar bu durumu destekler niteliktedir (Orn; Laufer vd.
2004; Segalowitz, Segalowitz ve Wood, 1998). Ogrencilerin miimkiin oldugunca cok kelime
bilmeleri, kelimelerin nispeten s1g bir sekilde anlagilmasina yol agsa da semantik (anlam) bilgilerini

gelistirdigi (Dickinson, vd. 2019) seklinde diistiniilebilir. Kelimelerin ne kadar iyi bilindigi mi yoksa
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ka¢ kelimenin bilindigimi odak noktasindan hareketle arastirmada ayr ayri degiskenler bazinda

kelime bilgisinin genisliginin kelime bilgisinin derinligine gore anlatim becerisi ile daha yiiksek
iliski gdstermesi dgrencilerin anlama becerileri hakkinda ipucu niteligindedir. Ogrencilerin yazili ve
sOzIli anlatim yaparken dinledikleri hikaye edici metinlerle ilgili anlamli ciimleler kurmak yerine
anladiklarini/ hatirladiklarin1 sadece kelimeler ile ifade etmesi bu iligkilerin yiiksek ¢ikmasinin
altinda yatan sebeplerden biri olabilir. Bu durum ilkokul 6grencilerinin kelime bilgilerini (dil
becerilerinin) anlama ve anlatim boyutunda kullanirken hacimsel boyutun 6n planda olmasini
destekleyen diger arastirma sonuglari ile benzerdir (Anderson & Freebody, 1981; Hadley, vd. 2016;
Hadley & Dickinson, 2020). Bu sonugtan hareketle kelimelerin anlamini (tam anlam, es anlam, zit
anlam, terim anlam vb. sekilde) ne kadar bildiklerinin arastirilmasi/incelenmesi gerekir. Bununla
birlikte Schmitt (2014) dil becerileri ile kelime bilgisinin genisligi ve derinligi arasindaki iliskinin,
bu boyutlarin nasil kavramsallastirildigina ve 6lgiildiigiine bagh oldugunu belirtmistir. Arastirmada
genislik boyutu; 6grencilerin kullandiklar1 kelimeler isim, sifat, zarf, eylem, zamir vb. ayrimi
yapilmadan sadece bagimsiz birer kelime olarak ele alinirken, derinlik boyutu; O6grencilerin

kurduklari kuralli ve anlamli ctimlelerden hareketle hesaplanmustir.

Aragtirmanin bagimsiz degiskeni olan anlama becerisinin arastirmanin bagimli degiskeni
olan anlatim becerisi ile orta diizeyde ve anlamli iligkileri birbirine yakindir (ryaun =. 56, rsz:=.55).
Bu durum anlama ve anlatim becerilerinin birbirini desteklediginin bir gostergesidir. Ornegin;
literatiirde Walczyk ve Raska (1992) tarafindan ikinci, dordiincii ve altinci sinif 6grencilerinin s6zlii
anlatim puanlar1 ile okudugunu anlama puanlar arasinda orta diizeyde ve anlamhi (r=.52) iliskiler
bulunmasi ve Pflaum (1980) tarafindan 6grenme giigliigii olan ve olmayan yaslar1 9 ile 11 arasinda
degisen Ogrencilerin s6zlii anlatim becerileri ile okudugunu anlama becerileri arasinda orta diizeyde
ve anlamli (r=.64) iliskiler tespit edilmesi bu calisma sonuglar1 ile benzerlik géstermektedir. Bu
arastirmanin en biiylik farklarindan biri dil becerileri i¢in anlama boyutunda okuma degil de dinleme

becerilerinin 6l¢iilmesi, degerlendirilmesi ve anlatim becerileri ile iliskilerinin incelenmesidir.

Arasgtirma sonuglarina gore; ikinci olarak ilkokul dérdiincii sinif 6grencileri i¢in olusturulan
bagimsiz degiskenler (dinledigini anlama ve kelime bilgisinin derinligi) ile bagiml degiskenlere
(yazilt ve sozlii anlatim) iliskin birinci yol model kabul edilebilir uyum degerleri gostermektedir ve
bagimsiz degiskenler bagimli degiskendeki varyansin %37’sini agiklamaktadir. Ugiincii olarak
ilkokul dordiincii simf Ogrencileri ig¢in olusturulan bagimsiz degiskenler (dinledigini anlama ve
kelime bilgisinin niceligi) ile bagimli degiskenlere (yazili ve s6zIii anlatim) iligkin ikinci yol model
kismen kabul edilebilir uyum degerleri gostermis ve bagimsiz degiskenler bagimli degiskendeki
varyansin %47’°sini agiklasa da teorik olarak belirlenen model 6rneklem verisine uymamistir. Bu
durum anlama becerileri ile birlikte kelime bilgisinin niceligi ve derinliginin anlatim becerileri
iizerindeki roliiniin 6nemli bir kanit1 olarak bilinen kelimelerin sayisi ve bu kelimelerin ne kadar iyi

bilinerek kullamildigi ayriminin ilkokul diizeyinde gostergesidir. Dil becerilerinde derinlik
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Ol¢timlerinin boyut 6l¢iimlerine ek olarak benzersiz bir agiklama giiciine sahip oldugunu gosteren

regresyon calismalarimt (6rn; Qian, 1999, 2000) destekler niteliktedir. Ayrica “kelime bilgisine
yonelik yapilan temel ayrimin gegerli oldugunu ve iki ayr1 boyutu isaret ettiginin” bir kanitidir
(Schmitt, 2014, 5.914).

Kelime bilgisinin, temel dil becerilerinin (okuma, yazma, dinleme ve konusma) her birinde
ne kadar akici veya otomatik olarak kullanilabilecegi 6grencileri degerlendirmenin bir yoludur. Bu
noktada ise kelime bilgisinin derinlik boyutu daha 6n plana cikabilir. Ciinkii akicilik ve otomatiklik
kelime hacminin/genisliginin 6tesindedir. Schmitt’e gore (2014, s. 919) cogu arastirmaci, alict ve
tiretici kelime bilgisi arasindaki oranlar1 karsilastirsa da pek azi sozciiksel 6gelerin iiretici boyutta
kullaniminin saglandigi derinlik ve tip boyutunu aragtirmistir. Bu ¢alisma bu noktada ilkokul
ogrencilerinin dil becerileri ile kelime bilgileri arasindaki iligkinin farkli boyutlar ile ilgili net bir
bakis acis1 sunmasi nedeniyle yararlidir. Kelime bilgisinin ana dilde dil becerilerindeki roliiniin
dogrudan m1 yoksa aract m1 seklinde oldugu tartigmalara (Quinn vd., 2015) yeni bir perspektiften

bakmaktadir.

Kelime bilgisinin boyutlar1 arasindaki smirlarin belirsizligi, her bir kavramsallastirmanin
nasil tanimlandigina ve islevsellestirildigine baghdir ve birbirleriyle i¢ icedir (Schmitt, 2014, s.921).
Bu calisma dil becerileri ile kelime bilgisinin boyutlari iliskilendirerek, 6grencilerin sozciiksel
Ogelerle neler yapabilecegi konusunda ilkokul Ogrencileri ile yiiriitiilen deneysel bir c¢alismadir.
Vermeer (2001), kelime bilgisi boyutlarinin 6lgmenin basit olmadigini, kullanilan dlgiimlere bagh
olarak degistigini belirtmektedir. Yaptig1 ¢alismada anlama becerisinin tanima boyutu ile kelime
bilgisinin derinligi arasinda ana dilde (r 1= .85) ikinci dile (r .» = .76) gore daha yiiksek korelasyon
bulmusgken, hatirlama boyutu ile kelime bilgisinin derinligi arasinda ikinci dilde (r »=.72) ana dile (r
L1= .51) gore daha yiiksek korelasyon bulmustur. Yine de bu yiiksek korelasyonlara ragmen tiim
geniglik ve derinlige ait kelime testleri temelde cesitli anlam testleri olarak diisiiniilebilir (Schmitt,
2014). Yapilan bu ¢alismada da anlama becerileri ile birlikte anlatma becerilerinde hatirlama ve
yeniden ifade etme 6n plana ¢ikarak ilkokul 6grencilerinin ana dilde dil becerileri ve kelime bilgileri
arasindaki iliskiler incelenmistir. Bu durum birbiriyle iliskili olan hem boyut hem de derinligin
kelime bilgisinin giiclii bagimsiz bilesenleri olarak dil becerileri iizerinde etkisinin giiglii bir

gostergesidir.
Smirhliklar ve Oneriler

Arastirma dil becerilerinden anlama boyutunda dinleme, anlatim boyutunda ise konusma ve yazma
becerileri ile smirlidir. Bununla birlikte arastirmanin veri toplama araglar1 arastirmacilar tarafindan
gecerlik ve giivenirlik ¢alismalar1 yapilarak gelistirilmistir. Ozellikle ileride yapilacak calismalarda
kelime bilgisinin boyutlar1 {izerinde daha spesifik Sl¢limlere (tiiretilmis kelimeler, sifatlar gibi)

odaklanilabilir. Kelime bilgisinin boyutlarini 6l¢gmek i¢in daha farkli 6l¢iitler kullanilabilir. Bununla
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birlikte ayni durum anlama ve anlatim becerileri i¢in de gegerlidir. Bu nedenle arastirmada test

edilen modellere benzer sekilde dinledigini anlamanin ve anlatmanin gelisimine odaklanilarak
boylamsal c¢aligmalar yapilabilir. Cocuklarmin 6grendikleri yeni kelimelerin pasif kelime
hazinelerinde kalmamasi i¢in velilerin giinliik yasamlarinda kelime etkinliklerine ve oyunlarina yer
vermeleri gerekebilir. Ogrencilerin anlatim esnasinda metnin icinde gegen diger bir ifade ile metinde
birebir duyduklar1 kelimeleri kullanmalari olagandir. Anlatim yaparken veya hikayeleri tartisirken
ogretmenler dgrencilerine yol gostermekle beraber, ilging ve ¢esitli kelimeleri kendileri kullanarak

ogrencilerinin pek ¢cok kelime hakkindaki bilgilerini zenginlestirmelere katki saglayabilirler.

Etik Kurul Izin Bilgisi: Bu arastirma birinci yazarin doktora tezinden elde edilen verilerden
iiretilmis olup, Giresun Valiligi Il Milli Egitim Miidiirligiiniin 29/07/2019 tarihli ve 29409993-
605.01-E.14133509 sayili izini ve Giresun Universitesinin Bilimsel Arastirma ve Yayin Etigi
Kurulunun 14.09.2018 tarihli ve 44079388-050.01.04-E.48264 sayul1 izni ile Yiiriitiilmiistiir.

Yazar Cikar Catismasi Bilgisi: Bu ¢alismada ¢ikar catismast yoktur ve finansman destegi

alinmamustir.

Yazar Katkisi: Yazar katkisi esittir.
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Abstract

Comprehension is the process by which knowledge is acquired through language skills such as
listening, reading and visual reading, using one's mental functions. This process, which has its
origins in vocabulary knowledge, turns into a narrative skill when students retell the things they
remember orally, in writing or visually after they read or listen. The aim of this research is to test the
role of primary school (4th grade) students’ vocabulary knowledge and comprehension skills on their
retelling skills by using different models. The research was carried out in a correlational survey
model. The study group consisted of 286 students studying in the fourth grade of primary school.
During the data collection process, three illustrated children’s story books were used for
comprehension and retelling skills. Vocabulary knowledge and listening comprehension skills were
treated as independent variables, while the skills of post-listening written, and oral retelling were
treated as dependent variables. Different path analysis tests were made by considering vocabulary
knowledge in the two dimensions of breadth and depth. According to the research results, firstly,
positive and moderately significant relationships were found between the dependent and independent
variables. Secondly, the first path model for the independent variables (listening comprehension and
depth of vocabulary knowledge) and dependent variables (written and oral retelling) created for
fourth grade primary school students showed acceptable fit values, and the independent variables
explained 37% of the variance in the dependent variables. Thirdly, the second path model for the
independent variables (listening comprehension and breadth of vocabulary knowledge) and
dependent variables (written and oral retelling) created for fourth grade primary school students
showed partially acceptable fit values, and although the independent variables explained 47% of the
variance in the dependent variables, the theoretically determined model did not fit the sample data.
This is an indication of the difference between the number of words known and how well these
words are known and used at primary school level, which is an important proof of the role of the
breadth and depth of vocabulary knowledge along with comprehension skills on retelling skills.

Keywords: primary school students, written retelling, oral retelling, listening comprehension,
breadth and depth of vocabulary knowledge.

Cited:

* This study was produced from the data of the doctoral thesis conducted by the first author under the supervision of the
second author.

* Dr., Research Assistant, Giresun University, dilekyekeler@gmail.com, Orcid No: 0000-0003-1878-5494.
o Prof. Doctor, Gazi Universitesi, mstfulusoy@gmail.com, Orcid No: 0000-0002-5914-299X.

*



mailto:dilekyekeler@gmail.com
mailto:mstfulusoy@gmail.com

A.D.Y. Gokmen, & M. Ulusoy / Pamukkale University Journal of Education, 56, 372-400, 2022 373
Gokmen, A.D.Y., & Ulusoy, M. (2022). The role of vocabulary knowledge and comprehension skills
on retelling skills: different path analysis tests. Pamukkale University Journal of Education,

56, 372-400.d0i:10.9779.pauefd.1026827.

Introduction

Language skills are necessary for individuals to be able to communicate verbally and in writing
throughout their whole life, especially in their school life, and these are grouped in two general
dimensions as comprehension and retelling skills, which are complementary to each other (Yildiz,
2019). Comprehension “is the process of reconstructing meaning by comparing the information
obtained by listening, reading and visual reading with prior knowledge” (Giines, 2013,
p.209).Retelling, on the other hand, is defined as “post reading or post listening recalls in which
readers or listeners tell what they remember either orally or in writing” (Morrow, 1989, p.50).Oral
language opportunities such as remembering and retelling, which encourage the individual to talk
about understanding what he/she sees and listens to, require/reveals the skill of expression.
Listening, reading and visual reading form the comprehension dimension, while speaking, writing
and visual presentation form the retelling dimension(Giines, 2013; Kavcar, Oguzkan & Sever,
1997).The first skill that an individual uses while learning his/her mother tongue is listening (Bulut,
2013). The person who starts using this skill from the mother's womb, develops other language skills
such as speaking, reading, writing and visual presentation, in line with himself/herself and his/her
environment, through listening and visual reading until he/she starts school and learns to read and
write. He/she then learns to speak, read and write. In all of these skills, words play a big role. The
ability to understand is in the leading position for individuals to communicate, be literate, and use

learning processes.
Comprehension

Comprehension is a complex process that requires a series of cognitive and linguistic skills such as
paying attention, grasping, organizing, establishing relationships and evaluating (Bulut, 2013; Fong
& Ho, 2017). Words are important for comprehension and enable the acquisition of basic language
skills (including vocabulary knowledge and grammar) (Kim, 2016).Listening, which is the first of
the comprehension skills, begins in the mother’s womb (Giines, 2013).1It is a process in which the
spoken language and the ability to correctly understand the intended message are given meaning in
the mind (Akyol, 2020). It forms the basis of other language skills until school age (Ozbay, 2005).
Listening comprehension (verbal comprehension) “is a process in which the student integrates prior
knowledge with new information that he/she obtains as a result of listening to the speaker or oral
text” (Giines, 2013, p.84). In other words, it is the ability to make sense of an oral discourse
(Snowling & Hulme, 2005). “Listening comprehension is one of the necessary component skills in
reading and writing development.” (Kim & Pilcher, 2016, p.159). However, the roots of listening

comprehension are based on vocabulary knowledge (Biemiller, 2003).Activities that encourage
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students to talk or write about what they see or listen to are necessary for the development of

comprehension skills and turn into retelling skills in the form of re-remembering, summarizing,

restating.
Retelling

Retelling “is a strategy that involves restating a story or important elements of a passage that was
heard or read” (Schisler et al., 2010, p.136).Contrary to popular belief, “retelling does not mean
memorizing; it means telling the story in your own words” (Morrow, 1989, p.57). Retelling “in
addition to needing guidance in retelling students also benefit from guidance on how to be a good
listener.” (Koskinen et al., 1988, p.894),because the purpose of listening is understanding, and for
this, there are the characteristics that a good listener should have (such as sitting properly, eyes on
the speaker, etc.) as well as the objectives that he/she should determine (such as obtaining
information) and the methods he/she should use (such as taking notes) (Akyol, 2020).After they
listen to a text, students’ oral and written retellingsin their own words of what they remember about
the text provide feedback for their teachers about their comprehension skills (Morrow, 1989),since
speaking skills (fluency), vocabulary learning and recall skills support each other (Isbell et al.,
2004).This is an indication that comprehension is the basic condition for retelling skills. Retelling
skill depends to a large extent on students’ vocabulary knowledge (Johnston, 1981).Limited
vocabulary knowledge may lead to inadequacy in retelling (Beck, Perfetti, & McKeown, 1982).
Because restructuring a text that is listened to or read through repetition rather than copying is

sorting, summarizing and interpreting, and it is an active thinking process with words.
Vocabulary Knowledge

Vocabulary knowledge is an umbrella term for the words that a student knows and uses. It is the sum
of different elements such as words, reduplications, idioms, proverbs, etc., known and used by the
individual (Bas & Karadag, 2012). Although it is divided into different categories by many
researchers (Chapelle, 1998; Henriksen, 1999; Qian, 2002); it has two basic dimensions: breadth
(volume or size) and depth (quality).“Vocabulary breadth refers to the number of words the meaning
of which a learner has at least some superficial knowledge. Depth of vocabulary knowledge is
defined as a learner’s level knowledge of various aspects of a given word, or how well the learner
knows this word” (Shen, 2008, p.136). According to Anderson and Freebody (1981), this is a simple
“distinction between size or breadth of vocabulary knowledge (in simple terms, how many words are
known) and depth or quality of vocabulary knowledge (i.e., how well those words are known)”. An
increase in the number of words by volume is not sufficient alone for comprehension and retelling
skills. For students to know the different meanings of a word (Akyol, 2019), and to be able to define
the word in detail and use it flexibly in different contexts (Yildiz, 2019), depth is necessary.

Furthermore, although it is debatable whether the role of vocabulary knowledge in language skills is
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direct or intermediary (Quinn et al., 2015), it is one of the strongest predictors of listening

comprehension and should be measured at regular intervals (Hogan, Adlof& Alonzo, 2014).A
similar case is also valid for retelling skills, in which students convey an event or situation by using
their speaking or writing skills. In this study, the breadth and depth of vocabulary knowledge, which
is thought to be related to listening, speaking and writing performance, is emphasized for

comprehension and retelling skills.
Aim of the Study

The most important oral language skills that students have before they learn to read at school age are
listening in the dimension of comprehension and speaking in the dimension of retelling (Stauffer,
1980).These skills involve numerous cognitive and linguistic processes and can be tested in various
ways based on individual assessment. According to Morrow (1986, 1989), children’s ability to retell
orally and in writing the things that they remember about a text they have listened to by organising
their knowledge of that text depends on their comprehension skills and vocabulary knowledge.

Studies examining the mutual development of comprehension and retelling skills (Aarnoutse,
Brand-Gruwel& Oduber, 1997; Aarnoutse, Van Den Bos& Brand-Gruwel, 1998; Center et al., 1999;
Karabay, 2005; Kaygas, 2002; Keskil, 1997; Mazi, 2008; Onan, 2005; Rasinski, 1990) exist in the
domestic and foreign literature.Furthermore, there are many studies revealing that vocabulary
knowledge develops by learning new words during listening and reading, and that comprehension
skills and vocabulary knowledge should be researched together, based on the role of vocabulary
knowledge in comprehension ability due to its important place in listening and reading skills (Cain &
Oakhill, 2007; Eckhardt, 2008; Hawkins et al., 2010; Marx and Roick, 2012; Mehrpour & Rahimi,
2010; Qian, 2002; Vidal, 2011; Wise et al., 2007).There is a similar situation in studies in which oral
language skills such as listening and speaking are strong predictors of writing skills (Baker,
Gersten& Graham, 2003; Olinghouse & Leaird, 2009).There are also studies showing that
vocabulary knowledge is an important variable that has been mainly studied in the development of
writing skills (Babayigit & Stainthorp, 2011). Based on all these studies, this study aimed to test the
relationships between the listening comprehension, vocabulary knowledge and retelling skills of
students studying in the fourth grade of primary school in Turkey. Two different models were
constructed by the researchers considering the dimensions of vocabulary within the framework of the
literature, and the determined variables were entered into the models in order and tested. In this way,
an attempt was made to determine the relationships of the dimensions of vocabulary knowledge
emphasized in the literature with comprehension skill as well as retelling skill, and the strength of

these relationships.
Research Design

Research Method
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A correlational research model was used in the research since an attempt was made to examine the

relationships between listening comprehension, vocabulary knowledge and retelling skills of primary
school students. This model guides researchers in determining the level of the relationship between
two or more variables (Biiylikoztiirk et al., 2014).Accordingly, path analysis was selected as the
method of estimating the structural relationship between the variables and determining the total
effects of the independent variables on the dependent variables (Alpar, 2011). In this way, an attempt
was made to confirm the propounded theoretical causality by testing. The process began by drawing
the path diagrams showing the relationships between the variables and proceeded in the form of
interpretation of these relationships (Karagdz, 2019, p.1142).The independent variables of the
research; listening comprehension and vocabulary, dependent variable; retelling skill. The reason for
choosing this model is to determine the total effects of comprehension skills and vocabulary on
retelling skills by determining the levels of relations between comprehension, vocabulary and
retelling skills for primary school students. Before the application, necessary permissions were
obtained from the provincial directorate of national education, and a research process in accordance
with publication ethics was carried out.In this direction, the development of data collection tools
took about 10 weeks in the fall semester of the 2018-2019 academic year. During this period, a total
of 396 fourth grade students who voluntarily participated in three public primary schools were
reached. The collection of main application data took about six weeks in the fall semester of the
2019-2020 academic year. During this period, 286, 4th grade students who voluntarily participated in

three public primary schools were reached.
Study Group

The study group of the research consisted of 286 fourth grade primary school students. Of these
students, 141 (49%) were girls and 145 (51%) were boys. The reason for choosing the fourth graders
is that they are superior to the lower grade levels in terms of metacognition in examining the
relationships between comprehension and expression skills in accordance with the purpose of the
research (Schneider & Lockl, 2002; quoted by Durkan and Ozen, 2018). The reason for choosing the
fourth graders is to examine the relationships between comprehension and expression skills in
accordance with the purpose of the research. Easily accessible sampling method, one of the non-
probability sampling methods, was used to determine the study group. In this method, “researchers
try to collect data from the easiest and most accessible subjects until they reach the sample size they
need for their study” (Giirbliz & Sahin, 2015, p.130). For this reason, three primary schools with
high, medium and low socioeconomic levels were selected, which were allowed by the Giresun
Governorship Provincial Directorate of National Education and located in the city center. 14 classes,
which are voluntary and open to cooperation in accordance with the purpose of the research, were

selected in an easily accessible way by the researchers.
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Data Collection Tool

Cloze Test

The first of the data collection tools used in the research is the “cloze” test developed by the
researchers to measure the listening comprehension skills of the students. In order to prepare the test,
a picture book suitable for the grade level of the students was examined (For example; The Story of
Nasreddin Hoca and the Miser Neighbor, The Park Monster, The Sultan's Marbling, The Lion in the
Library, A Day of Piraye, The Bears Don't Read Books in La Fonten Forest Court, Alexander and
the Toy Mouse, Red Winged Owl). For the selection of the book, the literature was examined by the
researcher (Ates, Cetinkaya, & Yildirim, 2012; Ates, 2013; Gonen, Katranci, Uygun, & Ucus, 2011;
Kara, 2012), regarding the features that a good children's book should have (Sever, 1995), A 10-item
checklist was created (number of pages, peritextual features (book cover, front and back covers,
inside cover, title page, publisher, illustrator), subject, story elements, spelling rules, etc.), and then
the opinions of four field experts were consulted. However, the number of t-units was taken into
account in the selection of the book. When Turkish sentence types are considered, simple sentences
and compound sentences with subordinate clauses can be considered as a single t-unit (Ulusoy,
2017).The illustrated book named “Library Lion”, which is suitable for the grade level of the
students, was used for the cloze test.

The cloze test can be used to determine students' understanding levels (Mariotti & Homan, 2001;
guoted by Ulusoy, 2009). The cloze test technique, which means deleting words from a text and
filling the gap (gap) with words that are semantically, grammatically and contextually appropriate, is
based on the principles of Gestalt psychology (Dag, 2010). By using the maze technique, the blanks
were prepared with four options, by presenting the test words as an option, for example, every fifth
word is deleted (Harris, Turbill, Fitzsimmons, McKenzie, 2006). The word count of the book named
Aslan in the library is 972. “Researches indicate that deleting a word in every five, six or seven
words is the most used applications and a total of 25-50 spaces are acceptable” (Akyol et al. 2014, p.
71).A total of 25 gaps were prepared for the test by deleting every seventh word of the 243-word
text. Item and test analyses were conducted by reaching a total of 396 students studying in the fourth
grade of primary school in the 2018-2019 academic year. The difficulty index (pj), standard
deviation (sj), discrimination index (rjx) and item reliability (rj) values of the test items for the lower

and upper 27% groups are given in Table 1 (Yekeler Gokmen, 2020).

Table 1: Cloze Test Item Analysis Results

Item ] ) ] ] Item ] ] ] ]

S rjx r S rjx r

No. pJ ] J J No. 4] ] J ]
1 0.69 0.46 0.36 0.16 14 0.76 0.43 0.51 0.22

2 0.79 0.41 0.38 0.16 15 0.42 0.50 041 0.20
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3 0.63 0.48 0.53 0.26 16 0.74 0.44 0.61 0.27
4 0.64 0.48 0.53 0.26 17 0.83 0.39 051 0.19
5 0.51 0.50 0.64 0.32 18 0.84 0.37 0.44  0.16
6 0.77 0.42 0.35 0.15 19 0.31 0.46 055 0.26
7 0.52 0.63 0.46 0.29 20 0.84 0.37 039 0.14
8 0.66 0.47 0.55 0.26 21 0.81 0.40 045 0.18
9 0.80 0.40 0.38 0.15 22 0.34 0.47 032 015
10 0.65 0.48 0.56 0.27 23 0.63 0.48 034 0.17
11 0.87 0.34 0.37 0.13 24 0.61 0.49 055 0.55
12 0.54 0.50 0.58 0.29 25 0.46 0.50 047  0.23
13 0.44 0.50 0.41 0.20

According to Table 1, the fact that the discrimination difficulties of the 25 items in the test
range between 0.32 and 0.64 can be interpreted as the ability of the test to distinguish between
students in terms of listening comprehension success (Ebel, 1965). The results of the test analysis
performed after the item analyses are shown in Table 2.

Table 2: Cloze Test Analysis Results

Number of N X Sd Mode Median Average KR-20
Items Difficulty
25 397 1597 476 20 17 0.64 0.80

According to Table 2, the average difficulty of the test scores is 0.64. This indicates that the
test is of medium difficulty. As a result of the analyses made regarding the reliability of the test, the
KR-20 value is 0.80. This supports the fact that the test is at a usable level (Croker & Algina, 2006).
Rubric for the Evaluation Criteria of Retelling Skills
The second of the data collection tools used in the research is the “rubric for the evaluation criteria of
post-listening written and oral retelling skills” developed by the researchers to measure students’
post-listening retelling skills. While preparing the rubric, the relevant literature (AIMS Six Trait
Analytic Writing Rubric - Official Scoring Guide, Arizona Department of Education, 2006; Coskun,
2005; Dunsmuir et al., 2015; 6 + 1 Trait Writing, Education Northwest, 2006; Koutsoftas & Gray,
2012; Ozkara, 2007; Sulak, 2014; Tompkins, 2000; Tompkins, 2006; Ulusoy, 2017) was scanned.
Then, the opinions of three domain experts (classroom education, Turkish education and assessment
and evaluation) were obtained (appropriate, not appropriate - should be removed and not appropriate
- should be corrected). The rubric consists of three basic categories for written retelling, oral
retelling, and both written and oral retelling, and the items belonging to these categories. The first
category includes story elements for both written and oral retelling. These consist of the title, main

character, supporting characters, setting, initiating event, goal, attempts, outcome and reaction items.
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The oral retelling category consists of the language, sentence fluency, word choice and

comprehension items, while the written retelling category comprises the handwriting, writing rules,
word choice and comprehension items. There are a total of 13 items in the rubric: 9 items in the story
elements category and 4 items for each of the oral and written retelling categories. Each item is
scored in the range of 0-2 points. The highest score that can be obtained from the rubric is 26. In
order to ensure the reliability of the scores obtained from the rubric, the “Kappa method”, which is
one of the methods of estimating inter-rater reliability, was used. In this direction, the “Kappa
statistic values” calculated as a result of the scoring of the written and oral retellings of 10 students
by two raters, and based on the values suggested by Landis and Koch (1977), and the “interpretations
of agreement”, are shared in Table 3 (Yekeler Gokmen, 2020).

Table 3: Kappa Statistic Values and Interpretations of Agreement Related to Students

Kappa Values Level of Agreement
Student No. 1.Written 2.0ral
Retelling Retelling 1.Written Retelling 2.0ral Retelling
1 0.72 0.70 High level High level
2 0.83 0.79 Very high level High level
3 0.78 0.75 High level High level
4 0.85 0.78 Very high level High level
5 0.90 0.88 Very high level Very high level
6 0.77 0.75 High level High level
7 0.92 0.90 Very high level Very high level
8 0.69 0.65 Moderate level High level
9 0.96 0.90 Very high level Very high level
10 0.89 0.86 Very high level Very high level

According to Table 3, the Kappa values, calculated for the scores obtained from the 13-item
rubric for obtaining agreement between the scores given by the two raters to 10 students, are
statistically significant and sufficient (p<0.001).The Kappa values (k) for the condition with two
raters range between 0.65 and 0.96. The positive « statistics indicate a high level of agreement
between the raters (Landis & Koch, 1977).

Two illustrated children’s books were chosen for the students to retell the stories they heard in
writing and orally. In the selection of the books, their suitability for the students’ grade levels, the
opinions of four domain experts (suitable, not suitable, two in the field of classroom education, one
in the field of Turkish education, one in the field of pre-school education), and the number of T-units
in the books were taken into consideration. “When Turkish sentence types are taken into account,
simple sentences and compound sentences with subordinate clauses can be considered as a single T-
Unit.” (Ulusoy, 2017, p.31). Morrow (1989, p.57) stated that in the selection of books, “stories that
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appeal to children and are easy to retell because of predictable elements - rhyme, catch phrases, and

repetition” should be chosen. In line with the books that were examined and the expert opinions that
were obtained, a written retelling form was created by choosing the illustrated story book named
“Alexander and the Wind-Up Mouse” for written retelling. The number of T-units in this book is
107. The illustrated story book named “The Red-Winged Owl” was chosen for oral retelling. The
number of T-units in this book is 90 (Yekeler Gokmen, 2020).
Finally, data on the students’ vocabulary knowledge was obtained by calculating the total number of
sentences and total number of words in their written retellings. For the depth of vocabulary
knowledge, T-unit analysis was used based on the total number of sentences. The term T-unit refers
to units that have the potential to be sentences on their own (Hedberg & Westby, 1993). In simple
terms, a simple sentence consisting of a single predicate can be expressed as a T-unit. In this study,
simple sentences and compound sentences with subordinate clauses were considered as T-units
(Ulusoy, 2017). For the breadth of vocabulary knowledge, the total number of words in the students’
written retelling forms was directly calculated.
Data Collection Process
The data collection process of the research was in two stages: the first wasthe preparation phase of
the data collection tools (preparation of the gap-filling test / validity and reliability calculations of the
tests, preparation of the rubric for evaluation of post-listening written and oral retelling skills, and
determination of the books for listening comprehension and retelling skills). The second stage was
the main implementation stage for examining the relationships between the variables
(implementation of the cloze test, implementation of the oral and written retelling activities, and
calculation of vocabulary knowledge).
In the main implementation stage, first of all, the book named “Library Lion” was read aloud once
by the researchers to the students for the cloze test. During the reading, attention was paid to fluency
in reading, students’ reading speed and prosodic features. Then the test was applied. Next, to enable
the students’ written retelling, the illustrated book named “Alexander and the Wind-Up Mouse” was
read aloud once by the researchers to the students by paying attention to the oral reading features in
their classes, and then the students were asked to retell the story they had heard in writing (via the
written retelling form).The instructions given to the students during the written retelling were as
follows:
“Students, we are going to do something new. It's called retelling. Retelling is a good way to
develop your storytelling and story writing skills and it is a good way to help you remember
and understand what you read or what is read to you. I am going to read aloud a story
(Alexander and the Wind-Up Mouse) and | want you to listen carefully. As I read the story, |
want you to listen for the important ideas and try to remember as much as you can about the
story. When | finish reading aloud, you will write as much as you can remember about the

story. This is called a written retelling.” (Stoicovy, 1997, p.6).
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Finally, for oral retelling, the researchers took the students from their classrooms to the first

study room one by one and read the illustrated book named “The Red-Winged Owl” aloud to the
students once (individually).Then, the students went to the other researcher in a second study room
and retold orally the story they had heard (Yekeler Gokmen, 2021). During the oral retelling process,
the students’ accounts were recorded with the aid of a voice recorder. The researchers listened to the
audio recordings again every week after the implementation and it was decided to score them
separately and then again together. The instructions given to the students during the oral retelling
were as follows:

“Today I will ask you to orally retell the story you heard to your teacher. Now I’m going to

read you the story called “The Red-Winged Owl” once. I would like you to listen to me

quietly and carefully. When you’ve finished listening to the story, I’ll give you time to think

and then you’ll retell as much as you can remember about the story to your teacher. As you

retell the story, I want you to remember as much as you can” (Stoicovy, 1997, p.6-7).

Also, when necessary during the retelling process, an attempt was made by the researchers to
guide the students with general instructions such as “Can you say anything more?” or “What
happened next?”, and when they hesitated, encouraging questions such as “Does anything else come

to your mind about the story?” were asked.

According to Table 2, the average difficulty of the test scores is 0.64. This indicates that the
test is of medium difficulty. As a result of the analyses made regarding the reliability of the test, the
KR-20 value is 0.80. This supports the fact that the test is at a usable level (Croker & Algina, 2006).

Data Analysis

In the analysis of the research data, firstly, descriptive statistics and correlational analyses regarding
the variables were preferred. Then, different path tests were performed with path analysis (Karagoz,
2019), which is a type of structural equation model that makes it possible to define causality and
correlation as a model. Descriptive statistics for variables consist of measures of central tendency
(arithmetic mean, median, and mode), measures of deviation from the mean (standard deviation) and
measures of deviation from normality (kurtosis and skewness values).From the parametric test
assumptions, the conformity of the data to normal distribution (the kurtosis and skewness values
should be between -1 and +1) and the equality of variances (p <.05) were examined with Levene’s
test (Tabachnick & Fidell, 2015; Kline, 2015). As a result of the data collection process, 286 students
were reached. The Mahalanobis distance test was performed within the scope of outlier analysis in
order to determine multivariate outliers and to ensure normal distribution. The obtained Mahalanobis
values were compared with the chi-square (¥2) table by taking a degree of freedom of 4 into
account.According to the y2 table, 16 values that deviated from the reference value (P. MAH 1<

0.01) at the .01 significance level were removed from the data set. Then, to examine the assumptions
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of normality and linearity, analyses were carried out with a data set of 270 by examining the

histogram and P — P plots.

Since there were more than two variables in the correlational analyses of the variables,
multiple linear regression analysis was used. In this way, “examination of the joint effect of the
independent variables on the dependent variables” (Can, 2013, p.248) was enabled and “all the
variables were included in the model at once to explain the relationships between the variables”
(Orhunbilge, 2017, p.73). In this direction, in the research, listening comprehension skill and
vocabulary knowledge (breadth=total number of words, and depth = total number of T-units) were
treated as independent variables, while oral and written retelling skills were treated as dependent
variables. Since the relationship between the variables alone does not ensure causality (Meyers,
Gamst & Guarino, 2006, p.587-588), path analysis was chosen to determine the effect of listening
comprehension and vocabulary knowledge on retelling skills (Alpar, 2011). While listening
comprehension skill affects retelling skill, vocabulary knowledge is a third variable that affects both
comprehension and retelling skills. In the application of path analysis with the observed variables,
five variables were discussed, namely listening comprehension, breadth of vocabulary (total number
of words), depth of vocabulary (number of T-units), post-listening written retelling, and post-
listening oral retelling. The listening comprehension variable was created by utilizing the total score
obtained from the gap-filling test, which was developed by the researchers and analyzed for
reliability and validity. In the students’ written retellings, the total number of T-units, which express
words and meaningful word associations that have the potential to be sentences on their own
(Hedberg & Westhy, 1993), represented the depth of vocabulary knowledge, while the total number
of words represented the breadth of vocabulary knowledge. Data on written and oral retelling skills
were obtained from the scores gained from the rubric for the evaluation criteria of post-listening
retelling, which was developed by the researchers and analyzed for reliability and validity.
Therefore, these variables, which were used and treated as observed variables in the analysis, were
obtained from the gap-filling test total scores for listening comprehension skill and by directly
calculating the total number of words and number of sentences for vocabulary knowledge, and by
using the post-listening retelling evaluation criteria total scores for written and oral retelling skills.
The study was conducted on 270 data and after the path diagrams were created to reveal the
relationship between the variables, the stages of determining the amount and direction of linear
relationships, separating the effects of the relationships (direct and indirect), and interpreting the
relationships (Alpar, 2011, p.758) were followed and are shared in the findings section. Other indices
and criteria used to determine the degrees of fit of the data-based model in path analysis are listed in
Table 4.

Table 4: Fit Indices and Criteria used in Path Analysis

Absolute Fit Indices: Acceptable Fit Good Fit Perfect Fit
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Y(Karag6z,2019; Kline, 2015) Criteria Criteria Criteria
2(Schermelleh Engel, Moosbrugger

& Miiller,2003)

'Goodness of Fit Index G 0.85<GFI<0.90 0.90<GF <0.95 0.95<GF <1
2Adjusted Goodness of AGEI 0.85<AGFI<0.90 0.90<AGFI<1

Fit Index

Conservative Fit Indices:

Y(Karagdz, 2019) Acceptable Fit

Good Fit Criteria

“(Byrne, 2012) Criteria
SRoot Mean Square RMR/

- .08< RMR<0. .05<RMR<1
Residual RMS 0.08= <0.05 0.05= -
“Standardi Root
Standardised —~ Root ooy e 00< SRMR<0.05 0.05<SRMR<0.10
Mean Square Residual
Comparative Fit Indices:

5 . H
(Karagoz, 2019) Acceptable Fit e

o Fit Criter
¢(Browne & Cudeck, 1993) Criteria Good Fit Criteria
"(Baumgartner & Homburg, 1996)
*Comperative Fit Index  CFlI 0.90< CFI<0.95 0.95< CFI<0.97 0.97< CFI=<1
6
Root Mean —Square oy isea  0.05<RMSEA<0.08 0.00<RMSEA<0.05
Error of Approximation
"Normed Fit Index) NFI 0.90< NFI<0.95 0.95< NFI<I1

Findings
In this part of the study, firstly the descriptive statistics for the variables, then the relationships

between the variables (correlation values), and finally the path analysis findings to determine the
total effects of the independent variables on the dependent variables, are included. After determining
the suitability of the data set, the results of two different path analyses that test the relationships of
listening comprehension, vocabulary knowledge and retelling skills are shared. Each model explains
the degree to which the different dimensions of listening comprehension skill and vocabulary

knowledge together predict oral and written retelling skills.

Descriptive Statistical Results for the Variables
The descriptive findings for the independent variables of listening comprehension skill and
vocabulary knowledge (breadth and depth) and the dependent variables of written and oral retelling

are given in Table 5.
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Table 5: Descriptive Statistical Results for the Variables
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Comprehension

Breadth of
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knowledge 270 0 232 9939 8 100 458 -071 .15 -539 .30
(Total Number
of Words)
Depth of
Vocabulary
knowledge 270 0 40 19.18 10 19 858 .104 A5 -362 .30
(Number of T-
Units)
Written
Retelling
Oral Retelling 270 2 23 12.78 13 13 447 -.096 A5 -721 .30

i
ol

-.796

w
o

270 0 23 11.27 10 11 465 -010 .15 -587 .30

When Table 5 is examined, the fact that the kurtosis and skewness coefficients of the
variables are in the range of -1 and +1, and that the arithmetic mean, mode and median are close to
each other are the most important indicators of normal distribution (Can, 2013, pp.82-89). In this
case, it can be accepted that the scores in the data set of the students show a normal distribution
(Tabachnick & Fidell, 2015).

Regression Analysis Results for the Variables

Since the number of variables discussed in the study is greater than two, the “correlation coefficient”,
which reveals the relationship between the dependent and independent variables as a ratio
(percentage) was calculated by using multiple linear regression analysis, and the values found are
given in Table 6.

Table 6: Regression Analysis Results for the Variables

Variables 1 2 3 4 5




A.D.Y. Gokmen, & M. Ulusoy / Pamukkale University Journal of Education, 56, 372-400, 2022 385
1.Listening Comprehension 1.00

2. Breadth of Vocabulary .35* 1.00

knowledge (Total Number of

Words)

3. Depth of Vocabulary .31* .92* 1.00

knowledge (Number of T-

Units)

4. Written Retelling .56* .68* .64* 1.00

5. Oral Retelling .55* 56* 54* .84* 1.00
*p < .01

When Table 6 is examined, it is seen that there are positive and moderately significant

relationships for listening comprehension skill with written retelling (fwriteen retening =.56, p < .01) and
oral retelling (Fora reteniing= .55, p < .01).It is seen that there are also positive and moderately significant
relationships for the number of words with written retelling (fwriten retening =.68, p < .01) and oral
retelling (roral retetiing= .56, p < .01).It is also seen that there are positive and moderately significant
relationships for the number of T-units with written retelling (fwriten reteliing =.64, p < .01) and oral
retelling (Yoral retetting= .54, p < .01).
The high degree of correlation (r= .92, p < .01) between the independent variables of number of
words and number of T-units is an indicator of the problem of multicollinearity among predictor
variables (Biiytikoztirk, 2013, p.100).For this reason, in the study, different path analyses were
tested in an attempt to verify the causal relationships between the variables with the data collected
from the sample by dealing with these two independent variables separately. The models intended to
be estimated with 270 data are presented in Figure 1.
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1st Path: Listening Comprehension + Depth of 2nd Path: Listening Comprehension + Breadth of
Vocabulary Knowledge = Written Retelling + Vocabulary Knowledge = Written Retelling +
- Oral Retelline - Oral Retelling
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Figure 1: Prediction models for variables

When Figure 1 is examined, it is seen that there is a correlational relationship between the listening
comprehension (1) and vocabulary knowledge (3) variables in the prediction models, and that both
variables together affect retelling skills (2a, 2b). However, while both models have two dependent
variables (post-listening written retelling and post-listening oral retelling) and two independent
variables (listening comprehension and vocabulary knowledge) (when fixed), the depth of
vocabulary knowledge in the first model and the breadth of vocabulary knowledge in the second
model exist as independent variables. “In a path diagram, when a variable has a non-causal
relationship with a third variable, this relationship is indicated by a two-way arrow in the diagram. In
such a case, the relationship between the first and second variables and the third and second variables
is defined as unanalysed” (Karagoz, 2019; p.1144). Based on this explanation, the findings regarding
the path analysis for the variables are shared in the next section.

Findings Regarding Path Analysis

The estimation results and standardised regression coefficients for the models are presented in Figure
2.
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1st Path: Listening Comprehension+ Depth ot 2nd Path: Listening Comprehension+ Breadth of
Vocabulary Knowledge = Written Retelling + Vocabulary Knowledge = Written Retelling +
Oral Retelling Oral Retelling
listeningcomprehension
listeningcomprehension

writtenretelling

51

p

oralretelling

sizeofvocabulary
depthofvocabulary

Figure 2: Results of path models developed for retelling skills

According to Figure 2, when the standardised regression coefficients in the first path model are
examined, it is seen that the correlation between the depth of vocabulary knowledge and listening
comprehension is .31.The standardised regression coefficient between listening comprehension and
written retelling is .51, while the standardised regression coefficient between depth of vocabulary
knowledge and written retelling is .62.Regarding the variance, 37% of the total variance in the
written retelling variable is explained by listening comprehension and depth of vocabulary
knowledge. In addition, the standardised regression coefficient between written retelling and oral
retelling was found to be .90, and the standardised regression coefficient between oral retelling and
written retelling was found to be -.24.When the goodness of fit indices of the designed model were
examined, the chi-square value (CMIN) was found to be 5.078, the degree of freedom (df) was 1,
and the chi-square/df (CMIN/df) value was 5.078 (p=.024< .05).Since this value (CMIN/df) is <35, it
can be regarded as an acceptable fit (Karagdz, 2019). As seen in Table 4, regarding the absolute fit
indices, since GFI has a value of .991 and AGFI has a value of .907, they are in the range of good fit
criteria. As for the comparative fit indices, since the CFI value is .993, the NFI value is .991, and the
RMSEA value is .012, good fit criteria were obtained. These findings reveal that the theoretically
determined model fits the sample data.

Looking at the standardised regression coefficients for the second path model, it is seen that the
correlation between the breadth of vocabulary knowledge and listening comprehension is .35.The
standardised regression coefficient between listening comprehension and written retelling is .44,
while the standardised regression coefficient between breadth of vocabulary knowledge and written

retelling is .62. Regarding the variance, 47% of the total variance in the written retelling variable is
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explained by listening comprehension and the breadth of vocabulary knowledge. Furthermore, the

standardised regression coefficient between written retelling and oral retelling was found to be .88,
and the standardised regression coefficient between oral retelling and written retelling was found to
be -.16.When the goodness of fit indices of the designed model were examined, the chi-square value
(CMIN) was found to be 6.895, the degree of freedom (df) was 1, and the chi-square/df (CMIN/df)
value was 6.895.Since this value (CMIN/df) is >5, it cannot be counted among acceptable fit values
(Karagoz, 2019). As seen in Table 4, with regard to the absolute fit indices, since the GFI value is
.998 and the AGFI value is .875, they are in the range of acceptable criteria. Among the comparative
fit indices, while the CFI value of .990 and the NFI value of .989 have good fit criteria, the RMSEA
value of 0.14 is not an acceptable fit. These findings reveal that the theoretically determined model

does not fit the sample data.

Discussion

According to the research results, first of all, there are positive and moderately significant
relationships between the dependent and independent variables. The significant and high-level
relationships of vocabulary knowledge, which is an independent variable of the research, with the
dependent variable of written retelling skill (rbreadtn=.68; reeptn=.64), is followed by oral retelling skill
(roreadth=.56; raept=.54).At this point, the total volume, that is, the breadth of vocabulary knowledge,
comes to the fore on retelling skills. The breadth dimension is again slightly higher in the
relationships between comprehension skill, which is the other independent variable of the research,
and vocabulary knowledge (roreadtn=.35; raepn=. 31). Studies in the literature on language skills and the
volume of vocabulary knowledge support this situation (e.g., Laufer et al., 2004; Segalowitz,
Segalowitz & Wood, 1998). Although students' knowing as many words as possible leads to a
relatively shallow understanding of words, it can be thought that they improve their semantic
knowledge (Dickinson, et al. 2019). The fact that the breadth of the vocabulary is more related to the
retelling skill than the depth of the vocabulary, on the basis of separate variables, in the research
based on the focal point of how well the words are known or how many words are known, is a clue
about the comprehension skills of the students. The fact that students retell what they
understand/remember with only words instead of making meaningful sentences about the narrative
texts they listen to while giving written and oral narration may be one of the reasons behind the high
correlations. This situation is similar to other research results that support the volumetric dimension
to be at the forefront when primary school students use their vocabulary (language skills) in
comprehension and retelling (Anderson & Freebody, 1981; Hadley, et al. 2016; Hadley & Dickinson,
2020). Based on this result, it is necessary to investigate/examine how much they know the meaning
of words (full meaning, synonym, antonym, term meaning, etc.).Although students' knowing as
many words as possible leads to a relatively shallow understanding of words, it can be thought that

they improve their semantic (semantic) knowledge (Dickinson, et al. 2019). The fact that the breadth
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of the vocabulary is more related to the expression skill than the depth of the vocabulary, on the basis

of separate variables, in the research based on the focal point of how well the words are known or
how many words are known, is a clue about the comprehension skills of the students. The fact that
students express what they understand/remember with only words instead of making meaningful
sentences about the narrative texts they listen to while giving written and oral narration may be one
of the reasons behind the high correlations. This situation is similar to other research results that
support the volumetric dimension to be at the forefront when primary school students use their
vocabulary (language skills) in comprehension and expression (Anderson & Freebody, 1981;
Hadley, et al. 2016; Hadley & Dickinson, 2020). Based on this result, it is necessary to
investigate/examine how much they know the meaning of words (full meaning, synonym, antonym,
term meaning, etc.). However, Schmitt (2014) stated that the relationship between language skills
and the breadth and depth of vocabulary knowledge depends on how these dimensions are
conceptualised and measured. Width dimension in research; the words students use are nouns,
adjectives, adverbs, verbs, pronouns, etc. While it is considered only as an independent word without
distinction, the depth dimension; It was calculated from the regular and meaningful sentences formed
by the students.

The moderate and significant relationships between comprehension skill, which is an
independent variable of the research, and retelling skill, which is the dependent variable of the
research, are close to each other (rwriten =. 56, rora =.55).This is an indication that comprehension and
retelling skills support each other. For example, in the literature, Walczyk and Raska (1992) found a
moderate and significant (r=.52) relationship between second, fourth and sixth grade students’oral
retelling scores and their reading comprehension scores, while Pflaum (1980) also found a moderate
and significant (r=.64) relationship between students aged between 9 and 11 with and without
learning disabilities, students’oral retelling skills and their reading comprehension skills. These
findings are similar to the results of this study. One of the biggest differences of this research is the
measurement and evaluation of listening skills rather than reading skills in the dimension of
comprehension for language skills, and the examination of their relationships with retelling skills.

According to the research results, secondly, the first path model for the independent
variables (listening comprehension and depth of vocabulary knowledge) and dependent variables
(written and oral retelling) created for fourth grade primary school students shows acceptable fit
values, and the independent variables explain 37% of the variance in the dependent variables.
Thirdly, the second path model for the independent variables (listening comprehension and breadth
of vocabulary knowledge) and dependent variables (written and oral retelling) created for fourth
grade primary school students shows partially acceptable fit values, and although the independent
variables explain 47% of the variance in the dependent variables, the theoretically determined model
does not fit the sample data. This is an indication of the difference between the number of words

known and how well these words are known and used at primary school level, which is an important
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proof of the role of the breadth and depth of vocabulary knowledge along with comprehension skills

on retelling skills. This supports regression studies (e.g., Qian, 1999, 2000) showing that in language
skills, depth measurements have a unique explanatory power in addition to breadth measurements. It
is also a proof that the basic “distinction [made for vocabulary knowledge] is valid, pointing to two
discrete constructs” (Schmitt, 2014, p.914).

Vocabulary knowledge is a way of assessing students as to how fluently or automatically
they can use each of the core language skills (reading, writing, listening and speaking).At this point,
the depth dimension of vocabulary knowledge may come to the fore, because fluency and
automaticity go beyond vocabulary volume/breadth. According to Schmitt (2014, p.919), “most
research has compared the ratios between receptive and productive vocabulary, but very few studies
have explored the type and amount of lexical knowledge necessary to enable productive use of
individual lexical items”. At this point, this study is useful because it offers a clear perspective
regarding the different dimensions of the relationship between primary school students’ language
skills and vocabulary knowledge. It examines from a new perspective the debates (Quinn et al.,
2015) on whether the role of vocabulary knowledge in mother tongue language skills is direct or
intermediary.

The vagueness of the boundaries between the dimensions of vocabulary knowledge depends
on how each conceptualisation is defined and functionalised, and they are intertwined with each
other (Schmitt, 2014). This study is an experimental study conducted with primary school students
on the subject of what students can do with lexical items, by associating language skills with the
dimensions of vocabulary knowledge. Vermeer (2001) states that the measurement of the dimensions
of vocabulary knowledge is not simple, but changes depending on the measurements used. In her
study, she found a higher correlation between the recognition dimension of comprehension skill and
the depth of vocabulary knowledge in the mother tongue (r.1= .85) compared to the second language
(r.2 = .76), while she found a higher correlation between the recall dimension and the depth of
vocabulary knowledge in the second language (ri.=.72) compared to the mother tongue (r.i=
.51).However, despite these high correlations, all vocabulary tests for breadth and depth can
basically be considered as various significance tests (Schmitt, 2014).In this study, the relationships
between primary school students’ mother tongue language skills and vocabulary knowledge were
examined, with the emphasis on recall and re-expression in retelling skills along with comprehension
skills. This is a strong indication of the effect on language skills of both breadth and depth, which are

interrelated, as strong independent components of vocabulary knowledge.

Limitations and Future Research

The research is limited to listening skills in the comprehension dimension and to speaking and
writing skills in the retelling dimension. Furthermore, the data collection tools of the research were

developed by the researchers by conducting validity and reliability studies. In particular, future
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studies can focus on more specific measures (such as derived words and adjectives) on the

dimensions of vocabulary knowledge. Different criteria can be used to measure the dimensions of
vocabulary knowledge. Moreover, the same is true for comprehension and retelling skills. Therefore,
along the lines of the models tested in this study, longitudinal studies can be conducted by focusing
on the development of listening comprehension and retelling skills. Parents may need to include
vocabulary activities and games in their daily lives so that the new words their children learn do not
remain in their passive vocabulary. It is usual for students to use the words they hear in the text, in
other words, in the text, during the narration. While telling or discussing stories, teachers can not
only guide their students, but also contribute to enriching their students' knowledge of many words

by using interesting and various words themselves.
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