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The purpose of this study is to investigate the relationship between reading anxiety
and the reading errors of Syrian students learning Turkish as a foreign language. The
study employed the survey model. The study was carried out with 59 Syrian students
at TOMER Department of Mustafa Kemal University who were learning Turkish as a
foreign language. The instruments used in this endeavor were the Foreign Language
Reading Anxiety Scale developed by Saito, Horwitz and Garza, the reading errors form
developed by the researchers, as well as camera recordings and reading texts.
According to the results obtained from the research, 16.9% of the students (N=10) had
low levels of reading anxiety, while 59.3% (N=35) had medium levels and 23.7% (N=14)
suffered high levels of such anxiety. The students who had low, medium and high
levels of reading anxiety respectively accounted for 14.8% (N=1129), 61.2% (N=4657),
and 23.8% (N= 1812) of all reading errors committed. The average number of errors
per student at the low level of reading anxiety level was 112.3, while those with
medium levels of anxiety made 132.6 mistakes, and the ones with high levels of
anxiety made 129. Another finding of the study is that the most common errors
committed by the students of all reading anxiety levels were related to pronunciation,
repetition and spelling. On the other hand, pauses, following with a finger, and the
distance between the text and the eye, were the least common types of errors.
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Yabanci Dil Olarak Tiirkce

Tarama modelinde gerceklestirilen bu arastirmanin amaci, Tlrkceyi yabana dil olarak
Bgrenen Suriyeli &grencilerin ckuma kaygilar ile okuma hatalan arasindaki iligkiyi
belirlemektir. Arastirmanin rneklemini, Mustafa Kemal Universitesi TOMER biriminde
Tirkceyi yabanc dil olarak 6grenen 59 Suriyeli 6grenci olusturmaktadir. Verilerin
toplanmasinda Saito, Horwitz ve Garza (1999) tarafindan gelistirilen yabanci dilde
okuma kaygisi Blgegi (Foreign Language Reading Anxiety Scale), arastirmacilar
tarafindan gelistirilen okuma hatalar formu, gérinti kayitlan ve ckuma metinleri
kullanilmigtir. Arastirmadan elde edilen sonuglara gbre calisma grubunda yer alan
dgrencilerin % 16,9 ‘u (N=10) dusik, % 59,3'0 (N=35) orta, % 23,7'si (N=14) yiksek
diizey okuma kaygisina sahiptir. Dislk, orta ve yiksek diizey okuma kaygisina sahip
dgrencilerin yaptiklari hatalarin toplam hata icindeki oranlar sirasiyla % 14,8 (N=1129),
% 61,2 (N=4657) ve % 23,8 (N=1812) seklindedir. Diisiik diizey okuma kaygisina sahip
Bgrenciler ortalama 112,3 hata; orta diizey okuma kaygisina sahip 68renciler ortalama
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132,6 hata ve yiiksek diizey okuma kaygisina sahip &grenciler ortalama 129 hata
yapmislardir. Arastirmanin bir diger sonucu da her (g diizeyde okuma kaygisi yasayan
dgrencilerin en fazla telaffuz, tekrar, heceleyerek okuma; en az ise duraklama,
parmakla takip ve metin—géz mesafesini ayarlayamama maddelerinde hata yapmis
olmalaridir,

Introduction

There is virtually universal agreement nowadays on the impact of physical, social, mental and
psychological variables on learning. Learning can occur only through the interaction of all of these
variables. A sole focus on physical or mental variables in educational environments will lead to failures
and shortcomings in terms of grasping the gist of the learning experience. Factors such as motivation,
attitudes, perception, and self-confidence rank high in the list of psychological variables that have an
effect on learning. One such psychological concept which affects learning is anxiety. According to
Cliceloglu (2004), anxiety can involve one or more emotions such as sadness, distress, fear, failure,
helplessness, uncertainty, and a feeling of being judged. According to Atkinson, Atkinson and Hilgard
(1995: 581), anxiety refers to unpleasant emotions and sensations such as worries, anxieties, and fears.
Alternatively, according to Sapir and Aronson (1990: 503), anxiety is related to worry, uncertainty, fear,
bad feelings, or the fear of death or losing control. One would therefore not be far from the truth to say
that anxiety refers to the feelings of fear, worry and stress one experiences in the face of a situation that
needs to be dealt with.

The literature offers different views as to how anxiety should be categorized. Alpert and Haber
(1960) discussed two forms of anxiety: facilitating and debilitating anxiety. According to Scovel (1978:
139), facilitating anxiety motivates the student to cope with new learning topics, and guides her towards
convergence. Debilitating anxiety, on the other hand, leads the student to retreat in the face of the new
learning topic, and thus creates avoiding strategies. Cattell and Scheier (1958: 374), for their part,
observed two types of anxiety, albeit different ones: trait anxiety and state anxiety. They believed that
trait anxiety is the one that lasts, and can be considered to be a character attribute. State anxiety, on
the other hand, varies over time and the situation one is in, and is not a lasting form of anxiety. The
statement “Smith is anxious” can be interpreted in two ways: either “Smith is anxious at the moment”
or “Smith is an anxious person”. In this context, according to Cattell and Scheier’s categorization, if
Smith is anxious at the moment, he would be marked by high levels of state anxiety; whereas if he is an
anxious person, his trait anxiety would be prominent (Spielberger, 1966: 12). On the other hand,
Maclntyre and Gardner (1989) define yet another type of anxiety: situation-specific anxiety. This is a
form of state anxiety restricted to a certain context. Taking a test, public speaking, class participation,
talking with a foreigner in a foreign language, and solving a problem related to physics, are but a few of
the examples of occasions in which situation-specific anxiety may arise (Huang, 2012: 1520). In this
context, it is possible to argue that foreign language anxiety is one form of situation-specific anxiety.
Listening, speaking, reading and writing, which are the skill sets one needs for foreign language
proficiency with reference to foreign language anxiety, all have their own unique characteristics. The
literature is in agreement on the categorization of foreign language anxiety as a form of situation-
specific anxiety (Horwitz, Horwitz and Cope, 1986; MacIntyre and Gardner, 1991).

Foreign language anxiety as a form of situation-specific anxiety refers to the affective problems
experienced in the process of learning a foreign language. In this context, Krashen’s views on the
relationship between the process of learning a foreign language, and the affective factors involved, are
noteworthy. He argues that a strong relationship exists between affective factors and the development
of foreign language skills (1982). Variahles such as anxiety, motivation, or self-confidence, comprise the
individual’s affective filter, which, in turn, plays a role in determining the volume of linguistic input that
one can produce in one’s mind (Krashen, 1982:31). Krashen summarizes his views on this issue with the
affective filter hypothesis. This is one of the 5 hypotheses he developed in regard to foreign language
proficiency building. For him, negative emotions, which are deemed to be mental blocks, prevent the
effective engraving of linguistic input. The effective filter functions as a block in the process of foreign
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language acquisition, and exhibits changes with reference to the emotional state of the foreign language
student. For instance, the filter gets blocked in cases of lacking confidence, while it becomes cleared
when there is a lack of anxiety (Huang, 2012: 1522). The logical conclusion is that anxiety is a crucial
factor in foreign language proficiency development.

According to Horwitz, Horwitz and Cope (1986), foreign language anxiety can be studied under 3
categories: fear of communication, exams, and negative perception among others. However, foreign
language anxiety cannot be seen as being a simple (straightforward) transposition of these fears into
foreign language learning process. It is rather a separate domain of language learning process,
comprising the self-perception of the individual as an amalgam of her beliefs, emotions, and behavior.
Noting that students with foreign language anxiety, and students with any anxiety, may exhibit similar
patterns of behavior, Horwitz, Horwitz and Cope (1986) proceed to list the characteristics of students
with foreign language anxiety. In their view, these students exhibit the behavior of anxiety, worry, major
fear, difficulty in focusing, forgetfulness, sweating, palpitation, avoiding class, and delaying homework.
Furthermore, anxious foreign language students complain about the difficulty of the sound and
structures of the target language. They also note their awareness about certain rules of grammar, while
simultaneously stating that they forget such rules during the tests or oral exams in which multiple rules
of grammar are to be used simultaneously or in conjunction.

The basic domains of skills covered by foreign language education: namely listening, reading,
speaking and writing, have their own unique characteristics and associated secondary skills. Thus, the
peculiar characteristics of reading in a foreign language give rise to a debate on the concept of foreign
language reading anxiety. Foreign language reading anxiety, in contrast to the general concept of foreign
language anxiety, was first presented in a study by Saito, Horwitz and Garza (1999) as a special form of
anxiety one could experience when reading a foreign language text. Reading is a skill with physical,
mental, and psychological aspects. Sight and vocalization comprise the physical aspect of reading,
whereas its mental aspect, put simply, is composed of interpretation. In this sense, the reading skill
occurs in stages. The first few stages involve physical processes, while the latter ones are more mental.
The reading processes in one’s mother tongue, and that of a foreign language, are similar in terms of
their multi-staged nature. However, reading in a foreign language can take longer in the latter stages in
particular, that is, in terms of making sense of the text. This is because, in the case of reading in a foreign
language, the students need to cope with the alphabet, sentence structures, syntax, vocabulary, and the
complex semantic relationships of the target language (Saito, Horwitz and Garza, 1999; Kuru Gdnen,
2009; Ahmad, Al-Shboul, Nordin, Rahman, Burhan and Madarsha, 2013; Rajab, Zakaria, Rahman, Hosni
and Hassani, 2012: 363). Therefore, it is possible, if not outright likely, for anxiety to be an element of
reading in a foreign language (Zhao, 2009).

The literature notes that foreign language reading anxiety may be related to the individual (Zhang,
2000; Kuru Gdnen, 2009; Sahin, 2011; Huang, 2012; Ahmad et al., 2013; Al-Shboul, Ahmad, Nordin and
Rahman; 2013), the text (Saito, Horwitz and Garza, 1999; Zhang, 2000; Kuru Génen, 2009; Sahin, 2011;
Ahmad et al.,, 2013), the teacher (Zhang, 2000; Sahin, 2011; Huang, 2012), or the class/course (Kuru
Gonen, 2009; Sahin, 2011; Huang, 2012). These studies generally refer to causes associated with the
individual for the sources of anxiety. These could be students’ fear of making a mistake, or their views
about themselves; causes associated with the text, such as the difficulties imposed by a foreign
alphabet, foreign words, topics, and syntax; causes associated with the teacher, such as her attitudes
and practices; and causes associated with the classroom.

According to Saito, Horwitz, and Garza (1999), there are two factors which may lead to foreign
language reading anxiety. The first of these is related to the foreign nature of the alphabet and the
writing system, while the other one is about the peculiarities of the culture, which may be unknown to
the student. Saito, Horwitz and Garz note that anxiety would, more often than not, exhibit itself in the
first stage, i.e. the physical aspect of reading. This is because an insufficient command of the alphabet
will lead to the rise of immediate problem the individual may have in terms of an inability to decipher a
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certain code in the overall text, followed by a sudden onset of anxiety. On the other hand, as the
meaning is imbued in the deeper structure of the text, the reader will start becoming more anxious
upon noticing that she cannot make sense of the words she had been deciphering. According to Rajab et
al. (2012}, reading anxiety can be deemed a variable position between deciphering the code of the text,
and ascribing meaning to it. This view is supportive of Saito, Horwitz, and Garza’s (1999) argument that
reading anxiety could occur during the deciphering phase of reading.

Similar to the reading anxiety, reading errors can also be defined as a difficulty experienced in the
earlier stages of reading, such as word recognition and deciphering required for reading in general.
Taking into account this parallelism between reading anxiety and the errors made during reading,
students would be expected to commit fewer errors as their reading skills develop, and to experience
more normal levels of anxiety. Studies carried out with different groups of students also observed an
inverse correlation between reading skills and reading errors (Cayci and Demir, 2006; Yilmaz, 2006;
Ustabulut, 2014; Seckin Yilmaz and Baydik, 2017), and between the ability to comprehend the text and
reading anxiety (Sellers, 2000; Zhao, 2009; Huang, 2012; lafarigohar and Behrooznia, 2012; Zhao, Dynia
and Guo, 2013; Altunkaya, 2015). In other words, the more developed the reading skills of students are,
the fewer the errors and the less reading anxiety they suffer.

There are many studies in the literature about foreign language learning anxiety (Horwitz, Horwitz,
and Cope, 1986; Sellers, 2000; Horwitz, 2001; Acik, 2012; Tungel, 2014a) and foreign language reading
anxiety (Saito, Horwitz, and Garza, 1999; Zhang, 2000; Kuru Goénen, 2005; Zhao, 2009; Ipek, 2009;
Jalongo and Hirsh, 2010; Sahin, 2011; Liu, 2011; Huang, 2012; Tsai and Li, 2012; Aydin and Kuru Gdnen,
2012; Ahmad et al. 2013; Capan and Pektas, 2013; Zhao, Dynia and Guo, 2013; Al-Shboul et al. 2013;
Subasi, 2014; loo and Damron, 2015). However, the abovementioned studies, which investigated
foreign language anxiety and the foreign language reading anxiety experienced in the process of
teaching foreign languages, do not consider learners of Turkish. Studies based on a sample of students
learning Turkish as a foreign language, on the other hand, often focus on the anxiety encountered
during learning a foreign language (Yogurtcu and Yogurtcu, 2013; Goger, 2014; Tungel, 2014; Kayalar,
2015; Iscan, 2016; Yalgin and Sarigiil, 2017), anxiety about speaking a foreign language (Sallabas, 2012;
Ozdemir, 2013; Sevim, 2014; Tuncel, 2015; Sen and Boylu, 2015; Boylu and Cangal, 2015; Kargic and
Cetin, 2015), anxiety about writing in a foreign language (Maden, Dincel and Maden, 2015; Polatcan,
2016), anxiety about reading in a foreign language (Altunkaya, 2015) and the errors made in reading a
foreign language (Tiim, 2014; Demirci, 2015; Savas, 2015; Yilmaz and Seref, 2015). A review of the
literature has not uncovered any study on the correlation between foreign language reading anxiety and
foreign language reading errors among students who are learning Turkish as a foreign language. In this
context, it was felt that the present study is a necessary complement to the existing literature.

Methodology
Research Model

This study is developed around a descriptive survey model. The survey model refers to the
methodology embraced in studies based on larger samples compared to other studies where the
characteristics of the participants are investigated in terms of the participants’ views or interests, skills,
talents, attitudes etc. The survey revolves around the goal of defining the nature and characteristics of
the objects, societies, organizations, and events. The present study employed a survey as a member of
the wider family of survey models. A survey refers to a model where the degree of relationship between
two or more variables is assessed through statistical tests. The survey model aims to determine the
existence or level of co-variance among the variables. The present study entails two variables: the
anxieties of the Syrian students in the study towards reading in a foreign language, and the errors they
make while reading. The study aims to establish the existence and the level of co-variance among the
anxieties in regards to errors committed while reading in the foreign language, in line with the survey
method.

741



ATASOY & TEMIZKAN — Gukurova Universitesi Egitim Fakiltesi Dergisi, 47(2), 2018, 738-764

The Study Population and Sample

The study population consists of Syrian students learning Turkish as a foreign language. Since it is not
possible to access the whole population, a sample is the natural method of carrying out the study. The
sample is composed of 59 students learning Turkish at Mustafa Kemal University, Turkish Teaching
Application and Research Center, at a Bl level of proficiency. The study sample is established on the
basis of purposive sampling, which allows more meaningful insights to be gained from a smaller number
of cases, thus enabling more in-depth research. Homogenous sampling is the exact form employed of
the purposive sampling method. Homogenous sampling refers to the selection of a sample from a
homogenous sub-group, or case, included in the wider population, and concerning the research
problem. In this context, Syrian national students learning Turkish as a foreign language at proficiency
level B1 were chosen as the research participants. The primary reason for doing so is related to the fact
that Al and A2 (beginner) proficiency levels are characterized by a larger portion of time spent on the
teaching of preliminary reading, while the B1 (intermediate) level also includes independent reading
activities as well. The following table presents the gender and age statistics pertaining to the study
participants.

Table 1.

Demographic Details of the Study Participants

Gender Male Female
27 32

Age 15-18 Age 19-24 Age
33 26

As noted in the table, 27 of the study participants are male, and 32 are female. A glance at the age
diversity of the participants reveals that 33 are in the age group 15-18, while 26 are in 19-24 age group.

Data Collection Tools

The tools employed by the present study for the collection of data are the reading text, the reading
errors evaluation form, and the reading anxiety scale. The details of the data collection tools are
presented below.

Reading text

The text chosen to assess the reading errors committed by the students was the piece entitled “Unlii
Olmak Cok Kolay (It's Easy to be Famous)” included in the B1 proficiency level of Gazi TOMER Turkish
Language Teaching Set for Foreigners. The reason for choosing a text from a Bl-level text book was the
fact that the students who took part in the study were also enrolled in the B1 level of the course. This
ensured a match between the text and the proficiency levels of the students. Moreover, the students
who took part in the study had used the Istanbul Turkish Language Course and Practice Books for
Foreigners at Al, A2, and B1 levels. In other words, the probability of the student having already come
across the text used was much reduced by choosing a text from outside the students’ text book. The
description of the text is provided in the following table.

Table 2.
Sentence, Word and Syllable Details of the Reading Text Used in the Study
Sentence Word Syllable Sentence Word Syllable Sentence Word  Syllable
1. sentence 8 16 10. sentence 14 33 15. sentence 3 11
2. sentence 4 14 11. sentence a3 18 20. sentence 14 43
3. sentence 9 35 12, sentence 7 17 21. sentence 5 20
4. sentence 4 12 13. sentence 10 35 22, sentence 10 30
5. sentence 13 19 14, sentence 6 24 23. sentence 3 9
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6. sentence 23 56 15. sentence 14 43 24, sentence 9 21
7. sentence 5 12 16. sentence 11 28 25. sentence B 15
8. sentence 4 13 17. sentence 3 11 26. sentence 4 12
9. sentence 11 22 18. sentence 10 17

According to the table above, the text contains a total of 26 sentences. The number of words and
syllables in each of these sentences are noted opposite to each sentence. In terms of the number of
sentences, the text is typical of a Bl-level text. Furthermore, 9 of the sentences contained 5 or fewer
words, while 9 were composed of 6-10 words, and 7 contained 11-15 words. Only one sentence
contained 23 words. The distribution of the sentences in terms of the number of words in each sentence
is also rather homogenous. In other words, longer sentences or shorter ones are not concentrated in
specific parts of the text. Instead, the text is composed of a string of sentences of various lengths. This
arrangement prevents undue difficulty on part of the student, and makes it less likely for them to get
bored. The syllable counts of individual words also exhibit a similar picture. The sentences in the text, in
terms of syllable count, vary between the 9-50 range. In other words, the text contains words with
lower, medium, and higher numbers of syllables. Furthermore, words with similar syllable counts are
not encountered together, but are instead distributed across the text. When viewed from the
perspective of students learning Turkish as a foreign language, this arrangement makes it harder for
them to lose heart while reading the text. The overall sentence, word and syllable counts of the text, as
well as the mean sentence and mean word length, are presented in the table below.

Table 3.
Sentence and Word Length Values for the Reading Text

Sentence Word Syllable Sentence Length  Word Length

26 218 590 8,3 2,7

According to the data in the table, the text contains a total of 26 sentences, 218 words, and 590
syllables. In other words, the average sentence is composed of 8.3 syllables, whereas the average word
contains 2.7 syllables.

Video recordings

During the reading exercise, the students were recorded using a camera. In order to identify the
reading errors, the video recordings were watched again and again. Upon noticing a reading error, the
video was paused, and the errors were registered on the evaluation form. The recordings for the
students who are able to read quite fast, or of those whose reading cannot be followed accurately
through the recording, were also watched repeatedly in order to obtain an accurate result.

Reading errors evaluation form

Another data collection tool used for the study was the reading errors evaluation form. This form
covers a number of common error types identified in the literature (Cayci and Demir, 2006; Gokce
Saripinar and Erden, 2010; Baydik, Ergiil, and Bahap Kudret, 2012; Celiktiirk Sezgin, and Akyol, 2015):
skipping, insertion, repetition, pronunciation, misreading, spelling individual syllables, pauses, following
with the finger and text-eye distance. The form used for the evaluation is shown below.

Table 4.
Reading Errors Evaluation Form

Error Types

Skipping
Insertion
Repetition
Pronunciation
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Misreading

Spelling individual syllables
Pause

Following with the finger
Text-eye distance

The guideline for the assignment of specific error types to specific instances of errors committed by
the students is as follows: Skipping, in case the student skips a sound, syllable, word or sentence in the
text; insertion, in case the student inserts an extra sound, syllable or word into the text; repetition, in
case the student had read out a given syllable or word recurrently; pronunciation, in case the student
failed to correctly pronounce the sounds in line with the requirements of Turkish; misreading, in case
the student had read out a word that is semantically or formally different from the content of the text;
spelling individual syllables, in case the student divided the words into syllables while reading them;
following with the finger, in case the student used her finger to track her position while reading; failure
to set the correct text-eye distance, in case she leaves much less or much more than a distance of 20-30
cm while reading the text; and pauses, in case of waiting for periods longer than 3 seconds during the
reading exercise.

Foreign language reading anxiety scale

The Foreign Language Reading Anxiety Scale developed by Saito, Horwitz, and Garza (1999) was used
for determining the anxiety levels suffered by the students while reading. The scale is composed of 18
items, and is arranged as a 5-point Likert scale containing the options “never, rarely, sometimes, often,
and always”. In order to ensure the reliability of the scale with languages other than its original setting,
an expert with advanced level of proficiency in Turkish, English and Arabic was consulted. The expert
first translated the Turkish-language scale into English, and then from English to Arabic. The efforts
culminated in the verification of the scale’s ability to cover the same contents in all three languages,
thus ensuring that the items in the scale did not lead to any misunderstanding. The scale was
subsequently given to a group of students in Arabic and Turkish languages, which enabled them to fill
out the scale over a shared copy. The data obtained were subjected to reliability analysis to ensure the
reliability of the scale. Using Cronbach’s Alpha, the reliability of the scale was found to be 0.70. The scale
is thus clearly shown to be reliable.

Data Collection and Analysis

The data collection process began with the application of the “Reading Anxiety Scale”. The students
were subsequently taken individually to a hall, and were there asked to read the text “Unlii Olmak Cok
Kolay”, while their reading was recorded with video cameras. No intervention was applied during the
reading process, and if the student paused, he/she was allowed to resume in their own time. The text
was read out from the original page provided in the book, and no photocopies were used. The reason
for thus was to make sure that this was the first time that the student who had entered the room had
encountered the text. In the process of analyzing data, the first step was to identify low, medium and
high levels of reading anxiety levels on part of the students, followed by an assessment of frequency and
to calculate percentile figures for these levels. During the second stage, the camera recordings were
reviewed jointly by the researchers until a consensus was reached. One of the researchers then
continued to evaluate the reading errors committed by the students. The researcher who analyzed the
camera recordings consulted the other researcher in case of doubt, and thus ensured that an agreement
and consensus existed with respect to the analyses. The third and final stage involved comparison of the
errors committed by students with low, medium and high level of reading anxiety while reading out
loud.
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Findings
This section discusses the findings reached with respect to the relationship between the reading
anxiety levels of Syrian students who are learning Turkish as a foreign language, and the errors they
make while reading.

Findings related to the Reading Anxiety Levels of Syrian Students Learning Turkish as a Foreign
Language

The findings regarding the reading anxiety levels of Syrian students learning Turkish as a foreign
language are presented in the following table.

Table 5.

Reading Anxiety Levels of Syrian Students Learning Turkish as a Foreign Language

Reading Anxiety Level f %
Low 10 16,9
Medium 35 59,3
High 14 23,7
Toplam 59 100

Table 5 simply categorizes the Syrian students learning Turkish as a foreign language into three
groups: “low level, medium level, and high level of anxiety”. It was seen that 16.9% of the students who
took part in the study had low levels of reading anxiety, while 59.3% had medium levels, and 23.7% had
high levels of reading anxiety.

Findings regarding the Distribution of the Reading Errors Committed by Syrian Students of Various
Anxiety Levels who are Learning Turkish as a Foreign Language, amongst all of the Reading Errors
Committed

Findings regarding the distribution of the reading errors committed by Syrian students of various
anxiety levels who are learning Turkish as a foreign language, among all reading errors committed, are
presented in the table below.

Table 6.

The Distribution of the Reading Errors Committed by Syrian Students of Various Anxiety Levels who are
Learning Turkish as a Foreign Language, among all Reading Errors Committed

Low Medium High Total
f % f % f % f %

Skipping 40 0,5 225 2,9 76 1,0 341 4.4
Insertion 22 0,2 58 0,7 26 0,3 106 1,2
Repetition 261 34 1398 18,3 584 7,6 2243 29,3
Pronunciation 547 71 1917 25,2 782 10,2 3246 42,5
Misreading 58 0,7 363 4,7 103 1,3 524 6,7
Spelling individual 177 2,3 638 83 222 2,9 1037 13,5
syllables

Pause 16 0,2 35 0,4 8 0,1 59 0,7
Following with the 7 0,09 20 0,2 8 0,1 35 1,2
finger

Text-eye distance 1 0,01 3 0,03 3 0,03 7 0,07
Total 1129 15 4657 61 1812 24 7598 100

According to Table 6, the students with medium or high levels of anxiety made 341 (4.4%) skipping
errors, 106 (1.2%) insertion errors, 2243 (29.3%) repetition errors, and 3246 (42.5%) pronunciation
errors. There were also 524 (6.7%) misreading errors, 1037 (13.5%) instances of spelling individual
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syllables, 59 (0.7%) instances of pausing, 35 (1.2%) instances of following with the finger, and 7 (0.07%)
instances of failure to maintain the proper text-eye distance.

Another finding, presented in Table 6, is that the errors committed by the students with low levels of
anxiety constituted 15% of all errors committed, while those of the students with medium levels of
anxiety amounted to 61%, and those of the highly anxious ones accounted for 24%.

The skipping errors committed by the students with low levels of anxiety consisted of 0.5% of all
errors committed, whereas insertion errors accounted for 0.2% of all errors. The repetition errors by
these students accounted for 3.4% of all errors; their pronunciation errors accounted for 7.1%;
misreading errors for 0.7%; instances of spelling individual syllables for 2.3%; pausing errors for 0.2%;
instances of following with the finger for 0.09%; and failure to maintain the proper text-eye distance for
0.01%.

The skipping errors committed by students with medium levels of anxiety accounted for 2.9% of all
errors committed, whereas insertion errors accounted for 0.7% of all errors. The repetition errors made
by these students accounted 18.3% of all errors; pronunciation errors accounted for 25.2%; misreading
errors for 4.7%; instances of spelling individual syllables for 8.3%; pausing errors for 0.4%; instances of
following with the finger for 0.2%; and a failure to maintain the proper text-eye distance for 0.03%.

The skipping errors committed by the students with high levels of anxiety represented 1.0% of all
errors committed, whereas insertion errors accounted for 0.3% of all errors. The repetition errors made
by these students accounted 7.6% of all errors; pronunciation errors accounted for 10.2%; misreading
errors for 1.3%; instances of spelling individual syllables for 2.9%; pausing errors for 0.1%; instances of
following with the finger for 0.1%; and a failure to maintain the proper text-eye distance accounted for
0.03%.

The Findings related to the Distribution of the Reading Errors Committed by Syrian Students Learning
Turkish as a Foreign Language, with reference to their Levels of Reading Anxiety

The distribution of the reading errors committed by Syrian students learning Turkish as a foreign
language, with reference to their levels of reading anxiety, are presented in the following table.

Table 7.
The Distribution of the Reading Errors Committed by Syrian Students Learning Turkish as a Foreign
Language, with reference to their Levels of Reading Anxiety

Low Medium High
f % f % f %

Skipping 40 3,5 225 4.8 76 4,2
Insertion 22 1,9 58 1,2 26 1,4
Repetition 261 23,1 1398 30,0 584 32,2
Pronunciation 547 48,4 1917 11,1 782 43,1
Misreading 58 51 363 7,8 103 5,6
Spelling individual 177 15,6 638 13,6 222 12,2
syllables

Pause 16 1,4 35 0,75 8 0,4
Following with the 7 0,6 20 0,42 8 0,4
finger

Text-eye distance 1 0,08 3 0,06 3 0,1
Total 1129 100 4657 100 1812 100
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Table 7 presents the findings regarding the overall reading errors committed by, and the reading
anxiety levels of Syrian students who are learning Turkish as a foreign language. In this context, 3.5% of
the students with low levels of reading anxiety made skipping errors, while 1.9% committed insertion,
23.1% made repetition errors, 48.4% committed pronunciation errors, 5.1% misread, 15.6% spelled
individual syllables while reading, 1.4% paused while reading, 0.6% followed the text with their finger
while reading, and 0.08% had difficulty in maintaining the proper text-eye distance.

On the other hand, 4.8% of the students with medium levels of reading anxiety committed skipping
errors, while 1.2% committed insertion, 30.01% made repetition errors, 41.1% committed pronunciation
errors, 7.8% misread, 13.6% spelled individual syllables while reading, 0.75% paused while reading,
0.42% followed the text with their finger while reading, and 0.06% had difficulty in maintaining the
proper text-eye distance.

Finally, 4.2% of the students with high levels of reading anxiety committed skipping errors, while
1.4% committed insertion errors, 32.2% made repetition mistakes, 43.1% committed pronunciation
errors, 5.6% misread, 12.2% spelled individual syllables while reading, 0.4% paused while reading, 0.4%
followed the text with their finger while reading, and 0.1% had difficulty in maintaining the proper text-
eye distance.

Findings regarding the Reading Anxiety Levels and the Average Reading Error Rates amongst Syrian
Students Learning Turkish as a Foreign Language

The findings regarding the reading anxiety levels and average reading error rates among Syrian
students learning Turkish as a foreign language are presented in the following table.

Table 8.
Reading Anxiety Levels and Average Reading Error Rates among Syrian Students Learning Turkish as a
Foreign Language

Low Medium High
f X f x f x

Skipping 40 4 225 6,4 76 5,4
Insertion 22 2,2 58 1,6 26 1,8
Repetition 261 26,1 1398 39,9 584 41,7
Pronunciation 547 54,1 1917 54,7 782 55,8
Misreading 58 5,8 363 10,3 103 7,3
Spelling individual 177 17,7 638 18,2 222 15,8
syllables

Pause 16 1,6 35 1 8 0,5
Following with the 7 0,7 20 0,5 8 0,5
finger

Text-eye distance 1 0,1 3 0,08 3 0,2
Total 1129 112,3 4657 132,68 1812 129

Table 8 presents the average levels of reading errors committed by the students, with reference to
their reading anxiety levels. In this context, students with low levels of reading anxiety committed an
average of 4 skipping errors, 2.2 insertion errors, 26.1 repetition errors, 54.1 pronunciation errors, 5.8
instances of misreading, 17.7 instances of spelling individual syllables, 1.6 pausing errors, 0.7 instances
of following the text with the finger, and 0.1 instances of failure to maintain proper text-eye distance.

On the other hand, students with medium levels of reading anxiety committed an average of 6.4
skipping errors, 1.6 insertion errors, 39.9 repetition errors, 54.7 pronunciation errors, 10.3 instances of
misreading, 18.2 instances of spelling individual syllables, 1 pausing error, 0.5 instances of following the
text with the finger, and 0.08 instances of failure to maintain proper text-eye distance.
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Finally, students with high levels of reading anxiety committed an average of 5,4 skipping errors, 1.8
insertion errors, 41.7 repetition errors, 55.8 pronunciation errors, 7.3 instances of misreading, 15.8
instances of spelling individual syllables, 0.5 pausing errors, 0.5 instances of following the text with the
finger, and 0.2 instances of failure to maintain proper text-eye distance.

Discussion and Recommendations

The results reached through the study shed light on certain issues which need further deliberation in
the literature. The reading anxiety levels of the students who are learning Turkish as a foreign language
is but one of these issues. 16.9% of the students who took part in the study had low levels of reading
anxiety, while 59.3% had medium levels of reading anxiety, and 23.7% had high levels of reading anxiety.
Only a fraction of the students were found to have only low levels of reading anxiety. In contrast, an
overwhelming majority of the students experience medium levels of reading anxiety. Parallel to the
findings noted here, in a study with 670 students learning English as a foreign language, ipek (2009)
found that, in general, 18.3% of the students suffered from high levels of anxiety when reading in a
foreign language, while 64.6% had medium levels of anxiety, and 17.9% had low levels of anxiety. Tungel
(2014), in a study with 108 students learning Turkish as a foreign language, on the other hand, found
42.5% of the students having medium levels of foreign language anxieties. Altun (2015) more or less
concurs and notes that, over a scale of 75, which measures foreign language reading anxieties of
students, the average level of anxiety was 46.92: well above average.

Kayalar (2015) found a significant relationship between the alphabet and foreign language learning
anxiety; while Saito, Horwitz, and Garza (1999) found another between the alphabet and anxiety for
reading in a foreign language. Kayalar (2015) found that students whose mother tongue was based on
the Arabic/Persian script, suffered higher levels of foreign language learning anxiety, compared to those
of the students whose mother tongue was based on Latin, Cyrillic/Georgian, and Chinese/Kanji scripts.
Taking this fact into account, one can underline the need for further research investigating the impact of
different scripts on foreign language anxieties, and the anxiety of reading or writing in a foreign
language on the part of students learning Turkish as a foreign language.

Yet another noteworthy observation of the study was the order of the errors committed by the
students. Regardless of their anxiety levels, students with low, medium and high levels of anxiety all
committed the errors in the same frequency ranking. In other words, the most common errors
committed by students in all three groups were, respectively, pronunciation, repetition, spelling
individual syllables, misreading, skipping, insertion, pausing, following the text with the finger, and
failure to maintain proper text-eye distance. This finding may have something to do with the shared
level of proficiency, (B), of all the students included in the sample. Moreover, the three most frequently
committed types of errors on part of the students were related to pronunciation, repetition, and the
spelling of individual syllables. The distinctive vocal characteristics of Turkish and Arabic can, in
particular, go a long way in terms of accounting for pronunciation errors. The use of vowels o and u in
Arabic, in lieu of 6 and 0, lie at the root of many pronunciation errors. In a study to determine the errors
bilingual Turkish children at proficiency levels A, B, and C commit, Ustabulut (2014) found that the most
common errors at proficiency level A were pronunciation, insertion and skipping, whereas at proficiency
level B insertion, skipping and pronunciation were most frequent. Finally, at proficiency level Cinsertion
and skipping were most common. These findings suggest the need for efforts to improve the children’s
pronunciation.

The pronunciation error rate among students with low levels of reading anxiety was 48.4%, while the
comparable rates among students with medium and high levels of reading anxiety were 41.1% and
43.1% respectively. In other words, the students who experienced the lowest rate of reading anxiety
committed the highest rate of pronunciation errors, while students with a medium rate of reading
anxiety had the lowest rate of pronunciation errors. The clear reason that would explain the higher
frequency of pronunciation errors among students with lower levels of reading anxiety lies in the efforts
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of these students to read faster in a hid to avoid reading errors such as repetition and pausing. Such
coping strategies lead to the incorrect pronunciation of certain words. The fact that the students who
commit the lowest rate of repetition errors are the ones in the low reading anxiety group supports this
finding. It is therefore necessary to place a marked emphasis on the sounds the students have most
trouble with, and to support these efforts with relevant exercises.

At the other end of the spectrum, another similar ranking is observable with the least frequent forms
of errors as well. In this vein, the least frequently committed forms of errors by the students at the low,
medium and high anxiety levels were pausing, following the text with the finger, and the failure to
maintain proper text-eye distance. Among these, pausing is a form of error one would expect to see
more frequently. The students, however, had lower rates of pausing as they actively tried to read out
the text faster. However, the efforts to read faster in order to avoid pausing, led, in turn, to higher
frequencies of errors such as pronunciation, repetition, and misreading.

The correlation between anxiety and academic performance have been the subject matter of
numerous studies. For instance, according to a number of studies (Sellers, 2000; Zhao, 2009; Huang,
2012; Jafarigohar and Behrooznia, 2012; Zhao, Dynia, and Guo, 2013; Altunkaya, 2015) which aim to
determine the relationship between the reading anxieties and the reading comprehension skills of
students, the higher the anxiety levels, the lower the reading comprehension skills of the students.
Conversely, the lower students’ anxiety levels are, the better they perform in reading comprehension.
Given the fact that avoiding reading errors is one of the prerequisites of reading comprehension, the
higher the reading anxiety levels, the more frequent are the reading errors. Therefore, with reference
to anxiety levels, the error rates are expected to rise in parallel to any increase in anxiety levels. This
expectation is realized in the case of repetition, and the failure to maintain proper text-eye distance:
The rate of repetition errors among students who have low levels of reading anxiety is 23.1%, rising to
30.01% among students with medium levels of reading anxiety, and 32.2% among students with high
levels of reading anxiety. These rates meet expectations, albeit with an admittedly lower difference
between the repetition error rates of students with medium and high levels of reading anxiety. A similar
case also occurs with the failure to maintain proper text-eye distance: Students who suffer from low
levels of reading anxiety fail in terms of maintaining proper text-eye distance at a rate of 0.08%, while
those with medium anxiety levels fail at a rate of 0.06%, and students with high anxiety levels fail 0.1%
of the time. In the light of these figures, no obvious difference can be observed between various reading
anxiety levels.

The present study, which aimed to determine the relationship between reading anxiety levels and
the reading errors committed by the Syrian students learning Turkish as a foreign language, was carried
out with Syrian students learning Turkish at the proficiency level B1 at Mustafa Kemal University, Turkish
Teaching Application and Research Center. There is a need for further studies to investigate the
relationship between foreign language reading anxiety levels and the reading error rates of students
educated in the TOMER units of various universities in various provinces, at various foreign language
proficiency levels. Future studies could investigate any differences between foreign language reading
anxiety levels and error rates among students of various language proficiency levels, with a view to
understanding the differences. On the other hand, subsequent studies on the reading anxiety levels and
error rates among the members of different ethnic groups who are learning Turkish as a foreign
language could provide valuable input for future comparison with the results of this study.
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Tirkge Surimu

Giris
Glnumiizde fiziksel, sosyal, zihinsel ve psikolojik degiskenlerin 6grenme (izerinde etkili oldugu
hemen herkes tarafindan bilinmektedir. Ogrenme tiim bu degiskenlerin birbiriyle etkilesimi sonucunda
gerceklesebilmektedir. Egitim o&8retim ortamlarinda sadece fiziksel ya da zihinsel degiskenlere
odaklanmak, &grenme siirecinin yeterince anlasilamamasina ve eksik kalmasina neden olacaktir.
Ogrenmenin psikolojik degiskenleri arasinda sayabilecegimiz motivasyon, tutum, algi, dzgiiven gibi
faktorlerin 8grenmeyi ciddi derecede etkiledigi kabul edilmektedir. Ogrenmeyi etkileyen psikolojik
kavramlardan birisi de kaygidir. Ciiceloglu'na (2004) goére kaygr Gzintd, sikinti, korku, basarisizhk
duygusu, acizlik, sonucu bilememe ve yargilanma gibi heyecanlarin birini ya da cogunu icerebilir.
Atkinson, Atkinson ve Hilgard’a gbre (1995: 581) kaygi ile hepimizin zaman zaman cesitli derecelerde
yasadigi endise, kayg, korku gibi nahos duygu ve heyecanlar kastedilmektedir. Sapir ve Aronson’a gore
ise (1990: 503) kaygi endise, belirsizlik, korku, kétd his, 6liim ya da kontrolii kaybetme korkusu olarak
nitelendirilir. Dolayisiyla kayginin, genel olarak kisinin bas etmesi gereken bir durumla karsilastiginda

yasadigi korku, endise, stres hali oldugunu soyleyebiliriz.

Literatlrde kayg farkh sekillerde siniflandiriimistir. Alpert ve Haber (1960) kaygiyi kolaylastirici ve
engelleyici kaygl olarak iki sekilde ele almislardir. Scovel’'e (1978: 139) gore kolaylastinc kaygi,
6grencinin yeni 6grenme konulariyla basa gikabilmesi icin onu motive eder ve yaklasma davranisina
yonlendirir; engelleyici kaygi ise tersine 6grenciyi yeni 6grenme konusu karsisinda kagmaya yonlendirir
ve kacinma davranisina glidiiler. Cattel ve Scheier (1958: 374) ise stirekli ve durum kaygisi olmak lGzere 2
farkli kaygi tamimlamislardir. Buna gore strekli kaygi, bir kisilik 6zelligidir ve kalicidir. Durum kaygisi ise
zamana ve duruma goére degisen, kalici olmayan kaygidir. “Smith kaygil” dedigimizde bu ifadeyi, ya
“Smith su an kaygihdir” ya da “Smith kaygili bir insandir” seklinde yorumlanz. Bu durumda, Cattell ve
Scheier’in kaygi siniflamasina gére Smith su an kaygili ise durum kaygi diizeyi, kaygili bir insansa siirekli
kaygi dlzeyi ylksek cikacaktir (Spielberger, 1966: 12). Bunlarla birlikle Maclntyre ve Gardner’in (1989)
tamimladig kaygi tirl de duruma 6zgi kaygidir. Duruma 6zgii kayg, belli bir baglamla sinirlandinimis
durum kaygisi olarak distnilehilir. Sinav, topluluk karsisinda konusma, derse katihm, bir yabanciyla
yabanci dilde konusma, bir fizik problemi ¢ézme duruma 6zgl kaygiya verilebilecek érneklerdir (Huang,
2012: 1520). Bu baglamda disindigimizde duruma 6zgl kaygilardan birinin de yabana dil kaygisi
oldugunu soyleyebiliriz. Clinkii yabanci dil kaygisinin beceri alanlarn olan dinleme, konusma, okuma ve
yazmanin kendine 6zgl ozellikleri bulunmaktadir. Arastirmacilar da (Horwitz, Horwitz ve Cope, 1986;
Maclntyr ve Gardner, 1991) yabana dil kaygisinin duruma 6zgi kaygi oldugunu ifade etmislerdir.

Duruma 0zgl kaygi olan yabana dil kaygisi kavrami, yabanci dil 68renme siirecinde yasanan duyussal
zorluklar ifade eder. Bu konuda, yabanc dil é8renme sireci ile duyussal faktorler arasindaki iligkiyi
aciklayan Krashen'in gorisleri dikkat ¢ekmektedir. Ona gore (1982) duygusal etmenlerle yabana dil
edinimi arasinda siki bir iliski vardir. Kaygi, motivasyon, 6zgliven gibi degiskenler kisinin duygusal
stizgecini olusturur ve bu duygusal siizgeg, dilsel girdilerin zihne az ya da ¢ok girmesinde etkilidir
(Krashen, 1982: 31). Krashen bu g&riislerini yabanci dil edinimiyle ilgili ortaya koydugu 5 hipotezden biri
olan duygusal slizge¢ hipoteziyle (Affective Filter hypotheses) aciklamaktadir. Krashen’e gére zihinsel
bloklar olarak kabul edilen olumsuz duygular, dilsel girdilerin etkili bir sekilde islemesini engeller.
Duygusal siizgeg, dil ediniminde bir blokaj gibi gérev lstlenir ve yabana dil 88renen kisilerin duygusal
durumuna gére degisir. Ornegin gliven eksikliginde siizgeg tikanir, kayginin olmamasinda ise siizgec agilir
(Huang, 2012: 1522). Bu durum kayginin yabanc dil ediniminde kritik bir faktér oldugunu
gostermektedir.

750



ATASOY & TEMIZKAN — Gukurova Universitesi Egitim Fakiltesi Dergisi, 47(2), 2018, 738-764

Horwitz, Horwitz ve Cope’e gbre (1986) yabanc dil kaygisi her ne kadar iletisim, sinav ve olumsuz
degerlendirilme korkusu olarak 3 baslik altinda siniflandirilabilse de yabana dil kaygisi bu korkularin
basitce (Oylece) yabanc dil 68renimine transfer edilmesi degil, kisinin kendisine yonelik algisinin,
inanglarinin, duygularinin, davranislarinin birlesiminden olusan, dil 6grenme sirecinin ayn bir alamdir.
Onlar (1986) yabanci dil kaygisi olan 6grencilerle, herhangi 6zel bir kaygisi olan &grencilerin temelde
benzer davraniglar gosterebileceginden bahsederek yabanci dil kaygisi olan &grencilerin Szelliklerini
siralarlar. Onlara gore bu &grenciler kaygi, endise, buylk bir korku duyma, odaklanmada zorlanma,
unutkan olma, terleme, kalp carpintisi, siniftan kagma, odevleri erteleme davraniglarini gdsterirler.
Bunlarla birlikte kaygili olan yabanci dil 6grencileri hedef dilin ses ve yapi ayriminin zorlugundan sikayet
ederler. Yine bu &grenciler belli gramer kurallarini bildiklerini fakat pek ¢ok gramer kuralinin es zamanli
ve es gldimli olarak kullanildigi test ya da sdzlG sinavlar esnasinda bu kurallari unuttuklarini
belirtmislerdir.

Yabancr dil 6gretiminin temel becerileri alanlan olan dinleme, okuma, konusma ve yazmanin her
birinin kendine has ozellikleri, alt becerileri bulunmaktadir. Yabanci dilde okumanin da kendine ait
ozelliklerinin bulunmasi yabanc dilde okuma kaygisi kavramini glindeme getirmistir. Yabanca dilde
okuma kaygisi ilk olarak Saito, Horwitz ve Garza'nin (1999) calismasinda, yabanci dilde yazilmis bir metni
okurken tecriibe edilebilecek, yabanc dil kaygisindan daha &zel bir kaygi tiri seklinde ele alinmustir.
Okuma, fiziksel, zihinsel ve psikolojik boyutlari olan bir beceridir. Okumanin fiziksel boyutunu gérme,
seslendirme; zihinsel boyutunu ise en genel ifade ile anlamlandirma streci olusturur. Okuma becerisi bu
yoniiyle asamali bir 6zellik gdsterir. Bu asamanin ilkini fiziksel, ikincisini zihinsel siirecler olusturur. Ana
ve yabanci dildeki okuma siirecleri okumanin bu asamaliligi acisindan benzerlik gdsterir fakat yabanci
dilde gergeklestirilen okuma siirecinde tam olarak anlamayi gerceklestirmek daha uzun zaman alabilir.
ClinkQi yabana dilde okumada dgrenciler hedef dilin alfabesi, climle yapilari, séz dizimi, séz varhgi ve
karmasik anlamsal iliskileri ile bas etmek durumundadirlar (Saito, Horwitz ve Garza, 1999; Kuru Gdnen,
2009; Ahmad, Al-Shboul, Nordin, Rahman, Burhan ve Madarsha, 2013; Rajab, Zakaria, Rahman, Hosni ve
Hassani, 2012: 363). Bu gibi nedenlerle, yabanci dilde yapilan okumalarda kayginin olmasi muhtemeldir
(Zhao, 2009).

Yapilan arastirmalarda yabanc dilde okuma kaygisinin kisi (Zhang, 2000; Kuru Goénen, 2009; Sahin,
2011; Huang, 2012; Ahmad vd, 2013; Al-Shboul, Ahmad, Nordin ve Rahman; 2013), metin (Saito, Horwitz
ve Garza, 1999; Zhang, 2000; Kuru Génen, 2009; Sahin, 2011; Ahmad vd, 2013), 6gretmen (Zhang, 2000;
Sahin, 2011; Huang, 2012), sinif/ders (Kuru Génen, 2009; Sahin, 2011; Huang, 2012) kaynakli olabilecegi
belirtilmistir. Bu arastirmalarda genel olarak 6grencilerin hata yapma korkulari, kendilerine yénelik
inanclar gibi kisisel kaynakl nedenler; bilinmeyen alfabe, kelime, konu, sézdizim gibi metin kaynakh
nedenler; O&retmenin tutumu, uygulamalarn gibi 68retmen kaynakli nedenler ve sinif ortamindan
kaynakh nedenlerin kaygiya yol acabilecegi ifade edilmistir.

Saito, Horwitz ve Garza'ya gore (1999) ise yabanc dilde okuma kaygisi olusturabilecek iki unsur
vardir. Bunlardan ilki bilinmeyen alfabe ve yazi sistemi digeri ise bilinmeyen kiltirel unsurlardir. Onlar
kayginin, daha ¢ok okumanin ilk asamasi olan fiziksel siirecte yasanabileceginden bahsetmislerdir. Clinkii
alfabenin bilinmemesi durumunda, kisi okuma esnasinda yaziyl ¢cézmeye calisirken ¢ézemedigi bir kodla
karsilastiginda bu zorlugu hemen deneyimleyecek ve o an kaygilanacaktir. Fakat metnin anlamini
¢ozlimlemede anlam metnin derin yapisinda yer aldigi icin okuyucu, ¢oziimledigi kelimelerle metnin
anlamini olusturamadigini fark ettigi zaman kaygilanmaya baslayacaktir. Rajab vd (2012) gore de okuma
kaygisi, metnin kodunun ¢éziilmesi ile anlaminin olusturulmasi arasinda yer alan bir degisken olarak
distndlebilir. Bu durum, Saito, Horwitz ve Garza'min (1999) okuma kaygisinin okumanin kod ¢ézme
stirecinde yasanabilecegi goriisini desteklemektedir.

Okuma kaygisina benzer sekilde okuma hatalarn da, genel olarak okumanin gerektirdigi kelime
tamima, kod ¢dzme, gibi okumanin ilk asamasinda yasanan zorlanma olarak tanimlanabilir. Okuma
kaygisi ve okuma hatasi arasindaki bu paralellik géz 6niinde bulunduruldugunda &grencilerin okuma
becerileri gelistikce hem yaptiklan hata sayilarinin azalmasi hem de kaygi dizeylerinin normal seviyede
olmasi beklenir. Farkli 6&renci gruplarn zerinde yapilan arastirma sonuglari da okuma becerisi ile okuma
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hatasi (Cayc ve Demir, 2006; Yilmaz, 2006; Ustabulut, 2014; Seckin Yilmaz ve Baydik, 2017) ve
okudugunu anlama becerisi ile okuma kaygisi (Sellers, 2000; Zhao, 2009; Huang, 2012; Jafarigohar ve
Behrooznia, 2012; Zhao, Dynia ve Guo, 2013; Altunkaya, 2015) arasinda ters yonde bir iliski oldugunu
gostermektedir. Yani 68rencilerin okuma becerileri arttikca yaptiklan hata sayilari ve okuma kaygilari
dismektedir.

Literatlirde yabanci dilde é8renme kaygisi (Horwitz, Horwitz ve Cope, 1986; Sellers, 2000; Horwitz,
2001; Agik, 2012; Tungel, 2014a) ve yabanc dilde okuma kaygisi (Saito, Horwitz ve Garza, 1999; Zhang,
2000; Kuru Gonen, 2005; Zhao, 2009; Ipek, 2009; Jalongo ve Hirsh, 2010; Sahin, 2011; Liu, 2011; Huang,
2012; Tsai ve Li, 2012; Aydin ve Kuru Génen, 2012; Ahmad, vd. 2013; Capan ve Pektas, 2013; Zhao, Dynia
ve Guo, 2013; Al-Shboul, vd. 2013; Subasi, 2014; Joo ve Damron, 2015 ) ile ilgili pek cok ¢alisma vardir.
Bu calismalarda, Tirkce disindaki dillerin 6gretilmesinde karsilasilan yabana dil kaygisi ve yabanci dilde
okuma kaygist arastinlmistir. Orneklemi Tirkceyi yabanc dil olarak ogrenen &grenciler olan
arastirmalarda ise ozetle yabana dilde 6grenme kaygisi (Yogurtgu ve Yogurtcu, 2013; Goger, 2014;
Tuncel, 2014; Kayalar, 2015; Iscan, 2016; Yalgn ve Sarigiil, 2017), yabana dilde konusma kaygisi
(Sallabas, 2012; Ozdemir, 2013; Sevim, 2014; Tuncel, 2015; Sen ve Boylu, 2015; Boylu ve Cangal, 2015;
Kargi¢c ve Cetin, 2015), yabana dilde yazma kaygisi (Maden, Dincel ve Maden, 2015; Polatcan, 2016),
yabanc dilde okuma kaygisi (Altunkaya, 2015) ve yabanci dilde okuma hatalan (Tim, 2014; Demirci,
2015; Savas, 2015; Yilmaz ve Seref, 2015) gibi konulara odaklanilmistir. Yapilan literatiir taramasi
sonucunda Tirkgeyi yabana dil olarak 6grenen &grencilerin yabana dilde okuma kaygilari ile yabana
dilde okuma hatalan arasindaki iliskiye dair bir arastirmaya rastlanmamistir. Bu durum, bu ¢alismanin
yapilmasini gerekli kilmistir.

Ydntem
Arastirmanin Modeli

Bu arastirma betimleyici bir nitelige sahip olan tarama modeline uygun olarak sekillendirilmistir. Bir
konuya iliskin katihmcilarin gorislerinin ya da ilgi, beceri, yetenek, tutum vb. ézelliklerinin belirlendigi
genellikle diger arastirmalara gbre daha hiylk 6rneklemler lzerinde yapilan arastirmalara tarama
arastirmalari denir. Tarama arastirmalarinin amaci, nesnelerin, toplumlarin, kurumlarin, olaylarin
dogasini ve oGzelliklerini tanimlamaktir. Bu arastirmada tarama modeli tirlerinden iliskisel tarama
kullanilmistir. fliskisel tarama, iki veya daha fazla degisken arasindaki iliski diizeyinin istatistiksel testler
kullanilarak &lciilmeye caligildigi bir tarama modelidir. iliskisel tarama modeli degiskenler arasinda
birlikte degisim varligini veya derecesini belirlemeyi amaglamaktadir. Bu calismada Suriyeli 6grencilerin
yabanci dilde okuma kaygilari ile okuma hatalan olmak lizere iki degisken bulunmaktadir. Calismada
iliskisel taramaya uygun olarak yabana dilde okuma kaygisi ile okuma hatalar diizeyinin birlikte degisim
varhgr ve derecesi tespit edilmeye calisilmistir.

Evren ve Orneklem

Arastirmanin evreni Tlrkgeyi yabana dil olarak 6grenen Suriye uyruklu 6grencilerdir. Evrenin tiimiine
ulasmak mimkiin olmadigindan 6rneklem alma yoluna gidilmistir. Arastirmanin drneklemi ise Mustafa
Kemal Universitesi Tiirkce Ogretimi Uygulama ve Arastirma Merkezi biinyesinde B1 diizeyinde Tiirkce
6grenmekte olan 59 6&renciden olusmaktadir. Arastirmanin drneklemi seckisiz olmayan &rneklem
belirleme tirlerinden derinlemesine arastirma yapabilmek amaciyla calismanin amaci baglaminda bilgi
acisindan zengin durumlarin secilmesine olanak veren amach 6rneklemeye uygun olarak belirlenmistir.
Amach &rnekleme yéntemlerinden de benzesik orneklemeye basvurulmustur. Benzesik ornekleme
orneklemin, arastirmanin problemiyle ilgili olarak evrende yer alan benzesik bir alt grubundan ya da
durumundan olusturulmasidir. Bu amacla Tirkceyi yabana dil olarak 6grenen Suriye uyruklu 6grenciler
arasindan B1 dizeyindeki 6grenciler katihmear olarak belirlenmistir. Bunun en temel sebebi Al ve A2
(baslangig) diizeyinin genellikle ilk okumanin 68retimine daha fazla zaman aynilmasi; B1 (orta) diizeyde
ise bagimsiz okuma calismalarinmin agirlikta olmasidir. Arastirmanin katihmeailarina iliskin cinsiyet ve yas
bilgileri asagidaki tabloda verilmistir.
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Tablo 1.
Arastirmanin Katilimcilarina iliskin Demografik Bilgiler
Cinsiyet Erkek Kadin
27 32
Yas 15-18 yas arasi 19-24 yas arasi
33 26

Tabloya gore arastirmaya katilan 6grencilerin 27'si erkek; 32’si kadindir. Katilimcilarin yas araliklarina
bakildiginda 33'Gnin 15-18; 26’sinin da 19-24 yas araliginda olduklan gorilmektedir.

Veri Toplama Araglar

Bu arastirmada verilerin toplanmasi icin okuma metni, okuma hatalar degerlendirme formu ve
okuma kaygisi dlcegi kullanilmistir. Veri toplama araglarina iliskin bilgiler asagida sunulmustur.

Okuma metni

Ogrencilerin okuma hatalarinin tespit edilebilmesi icin, Gazi TOMER Yabanailar igin Tirkge Ogretim
Setinin B1 diizeyinde yer alan “Unlii Olmak Cok Kolay” isimli okuma metni secilmistir. Okuma metninin
Bl dlzeyindeki bir ders kitabindan secilmesinin gerekgesi arastirmaya katillan 6grencilerin de Bl
dizeyinde Tirkce 6&renmekte olmalandir. Bu sekilde metin ile 68rencilerin diizeyleri arasinda uyum
saglanmustir. Ayrica arastirmaya katilan 6grenciler A1, A2, ve Bl diizeylerinde istanbul Yabancilar icin
Turkge Ders ve Calisma Kitaplanim kullanmuglardir. Yani 6grencinin kendi ders kitabinda olmayan bir
metin secilerek daha Once bu metinle karsilasma olasihgi azalulmaya cahsilmistir. Metinle ilgili
tanimlayic bilgiler asagidaki tabloda verilmistir.

Tablo 2.
Arastirmada Kullanilan Okuma Metnine lliskin Ciimle, Kelime ve Hece Degerleri

Ciimle Kelime Hece Ciimle Kelime Hece Ciimle Kelime Hece
1. Ciimle 8 16 10. Cliimle 14 33 19. Ciimle 3 11
2. Cimle 4 14 11. Cliimle 8 18 20. Cimle 14 43
3. Ciimle 9 35 12. Ciimle 7 17 21. Camle 5 20
4. Camle 4 12 13. Cimle 10 35 22. Cimle 10 30
5. Climle 13 19 14. Climle 6 24 23. Climle 3 9
6. Cliimle 23 56 15. Cimle 14 43 24, Cimle 9 21
7. Cimle 5 12 16. Cliimle 11 28 25. Ciimle 6 15
8. Ciimle 4 13 17. Cimle 3 11 26. Cimle 4 12
9. Ciimle 11 22 18. Cimle 10 17

Tabloya gore ckuma metni toplam 26 cimleden olusmaktadir. Bu cimlelerin icerdigi kelime ve hece
sayilari her bir cimlenin karsisinda verilmistir. Okuma metni cimle bakimindan B1 dlzeyi metinler
arasinda ortalama bir rakam ifade etmektedir. Ayrica cimlelerin 9'u 5 ve daha az sayida kelimeden; 9'u
6-10 arasi kelimeden; 7'si ise 11-15 arasi kelimeden olusmaktadir. Cimlelerin sadece 1'i 23 kelimeden
olusmaktadir. Bu farkli sayida kelimeden olusan ctimlelerin metin icindeki dagilimi da farkhidir. Yani
digerlerine gbre daha uzun cimleler metnin herhangi bir kisminda toplanmamis; metin, birbirine gére
farkli uzunluktaki cimlelerin arka arkaya gelmesiyle olusmustur. Bu durum &grencinin okumadan
sikilmasinin ve gereksiz yere zorluk yasamasinin 6niine gecmektedir. Metnin kelimeleriyle ilgili bu durum
kelimelerdeki hece sayilan icin de gecerlidir. Cimlelerdeki hece sayilar 9-50 arasinda degismektedir.
Yani metinde az, orta, ¢ok sayida hece iceren kelimeler bulunmaktadir ve bunlar arka arkaya
gelmemekte, metnin degisik kisimlarinda yer almaktadir. Bu durum &zellikle Tirkceyi yabanci dil olarak
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Ogrenenler agisindan distndldlginde Ggrencilerin metni okurken yilmalarinin éniine gegmektedir.
Metnin toplam cimle, kelime, hece sayilari ile ortalama ciimle uzunlugu ve ortalama kelime uzunlugu
asagidaki tabloda verilmistir.

Tablo 3.
Okuma Metnine lliskin Ciimle ve Kelime Uzunlugu Degerleri

Cimle Kelime Hece Camle Uzunlugu Kelime Uzunlugu

26 218 590 8,3 2,7

Tabloya gore metinde toplam 26 ciimle, 218 kelime ve 590 ciimle bulunmaktadir. Ortalama cimle
uzunlugu 8,3; ortalama kelime uzunlugu ise 2,7'dir.

Kamera kayitlari

Ogrenciler okuma esnasinda kamera kaydina alinmislardir. Okuma hatalarini belirlemek icin gériinti
kayitlari tekrar tekrar izlenmis, herhangi bir okuma hatasi ile karsilasildiginda gériinti kaydi durdurularak
hatalar, okuma hatalan degerlendirme formuna islenmistir. Cok hizli okuyan ya da bazi noktalarda
okumalan takip edilemeyen 68rencilerin gériintl kayitlar birden ¢ok kez izlenerek sonuca vanlmistir.

Okuma hatalari degerlendirme formu

Arastirmada kullanilan diger veri toplama araci, okuma hatalan degerlendirme formudur. Bu form
ilgili literatiir taranarak (Caya ve Demir, 2006; Gokce Saripinar ve Erden, 2010; Baydik, Ergll ve Bahap
Kudret, 2012; Celiktirk Sezgin ve Akyol, 2015) belirlenen atlama, ekleme, tekrar, telaffuz, yanhs okuma,
heceleme, duraklama, parmakla takip etme, metin-gbz mesafesi ve duraklama bashklanindan
olusmaktadir. Degerlendirme amaciyla kullanilan form asagidaki gibidir.

Tablo 4.
Okuma Hatalari Dederlendirme Formu

Ogrenci Numarasi

Hata Tiirleri

Atlama Hatasi
Ekleme Hatasi
Tekrar Hatasi
Telaffuz Hatasi
Yanlis Okuma
Heceleme
Duraklama
Parmakla Takip
Metin-Goz Mesafesi

Ogrenci metinde var olan bir ses, hece, kelime veya ciimleyi okumadan gecti ise bu hata tiirii atlama;
metne var olmayan ses, hece veya kelime ekledi ise bu hata tirl ekleme; heceyi veya kelimeyi birden
fazla kez soyledi ise bu hata tlrG tekrarlama; sesleri Tlrkgenin telaffuzuna uygun olarak seslendirmedi
ise bu hata tirl telaffuz hatasi; var olan kelimeden anlamsal ya da sekilsel olarak tamamen farkh bir
kelime okudu ise bu hata tiri yanlis okuma; kelimeleri hece hece bélerek okudu ise bu hata tiri
heceleme; okuma esnasinda 3 saniyeden daha fazla siire bekledi ise bu hata tiiri duraklama; okudugu
metindeki satirlari parmagiyla izledi ise bu hata tari parmakla takip ve metinle arasinda yaklasik 20-30
cm’den cok daha az ya da ¢ok daha fazla bir bosluk birakti ise bu hata tlird metin gbz mesafesini
ayarlayamama olarak kabul edilmistir.
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Yabanci Dilde Okuma Kaygisi Olgegi

Ogrencilerin okuma kaygilarinin belirlenmesinde ise Saito, Horwitz ve Garza (1999) tarafindan
gelistirilen yabanc dilde okuma kaygisi 6lcegi (Foreign Language Reading Anxiety Scale) kullanilmustir.
Olcek 18 maddeden olusmaktadir ve “Hicbir zaman, nadiren, bazen, siklikla ve her zaman” olmak iizere
5'li likert tipinde diizenlenmistir. Olgegin diller arasindaki tutarlihgini saglamak amaciyla Tiirkge, ingilizce
ve Arapca dillerini ileri diizeyde kullanabilen bir uzmana basvurulmustur. Bu uzman Tirkge olan 6lgegi
énce Ingilizceye daha sonra ingilizceden Arapgaya terciime etmistir. Olcegin ¢ dilde de ayni igerigi
karsiladigr dogrulanmis ve bu sekilde élgekteki maddelerin herhangi bir yanhs anlamaya neden olmamasi
saglanmistir. Bu islemin ardindan 6l¢ek bir grup 6grenciye Arapca ve Tirkge olmak Gzere verilerek ortak
bir niisha iizerinde isaretleme yapmalan saglanmistir. Olcegin giivenilirligini saglamak amaciyla alinan
veriler iizerinde giivenilirlik analizi yapilmistir. Olcegin giivenilirligi Cronbach Alpha katsayisi ile sinanmis
ve bu katsay1,70 olarak tespit edilmistir. Bu oran dlcegin giivenilir oldugunun gostergesidir.

Verilerin Toplanmasi ve Analizi

Verilerin toplanmasi siirecine “Okuma Kaygisi Olgegi”nin uygulanmasiyla baslanmistir. Bu asamadan
sonra &grenciler tek tek bos bir salona alinarak onlardan “Unli Olmak Cok Kolay” baslikh metni
okumalan istenmis ve okumalar kamera kaydina alinmistir. Bu okumalar sirasinda &grencilere hig
midahale edilmemis, durakladiklari noktalarda tekrar devam etmeleri beklenmistir. Metin kitaptaki
orijinal sayfadan okutulmus, fotokopi kullanilmarmis, boylece salona giren 6grencinin metinle ilk defa
karsilagmasi amaclanmistir. Verilerin analizi slirecinde ise ilk olarak dgrencilerin okuma kaygi diizeyleri
disiik, orta, ylksek olarak belirlenmis daha sonra bu dizeylere iliskin frekans ve ylzde degerleri
hesaplanmistir. ikinci asamada ise dncelikle kamera kayitlar arastirmacilar tarafindan uzlasmaya varana
dek birlikte incelenmis; aragtirmacilar arasinda mutabakat saglandiktan sonra tek arastirmaci
ogrencilerin okuma hatalarini ¢ézimlemeye devam etmistir. Kamera kayitlarini ¢dziimleyen arastirmaci
tereddit ettigi noktalarda diger arastirmacidan yardim almig ve bdylece ¢oziimlemeler lizerinde fikir
birligi saglanmistir. Uciincii ve son asamada ise diisiik, orta ve yiiksek diizey okuma kaygisina sahip
ogrencilerin yaptiklan sesli okuma hatalan karsilastirilarak bir sonuca varnlmistir.

Sonuglar

Bu boliimde Tiirkceyi yabanci dil olarak 6grenen Suriyeli 6grencilerin okuma kaygi dizeyleri ile
okuma sirasinda yaptiklar hatalar arasindaki iliskiye dair sonuglar yer almaktadir.

Tiirkgeyi Yabanci Dil Olarak Ogrenen Suriyeli Ogrencilerin Okuma Kaygisi Diizeylerine iliskin Sonuglar
Tirkceyi yabana dil olarak 6grenen Suriyeli 6grencilerin okuma kaygisi diizeylerine iliskin sonuclar

asagidaki tabloda verilmistir.

Tablo 5.

Tiirkceyi Yabanci Dil Olarak Odrenen Suriyeli Ogrencilerin Okuma Kaygisi Diizeyleri

Okuma Kaygisi Diizeyi f %

Diisiik Dizey 10 16,9
Orta Duzey 35 59,3
Yiiksek Diizey 14 23,7
Toplam 59 100

Tablo 5’te Tiirkgeyi yabanci dil olarak 8grenen Suriyeli 6grencilerin kaygi dlizeyleri “disik dizey, orta
diizey ve yiksek dizey” olmak Uzere (¢ grupta incelenmektedir. Buna gére arastirmaya katilan
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ogrencilerin % 16,9'u diisik dizey okuma kaygisina, % 59,3'0 orta dizey okuma kaygisina ve % 23,7'si de
ylksek diizey okuma kaygisina sahiptir.
Tiirkgeyi Yabanci Dil Olarak Ogrenen Farkli Kaygi Diizeyindeki Suriyeli Ogrencilerin Yaptiklari Okuma
Hatalarinin Toplam Okuma Hatalari igindeki Dagilimlarina iliskin Sonuglar

Tirkgeyi Yabanci Dil Olarak Ogrenen Farkh Kaygi Diizeyindeki Suriyeli Ogrencilerin Yaptiklari Okuma
Hatalarinin Toplam Okuma Hatalari icindeki Dagilimi asagidaki tabloda verilmistir.

Tablo 6.
Tiirkgeyi Yabanci Dil Olarak Ogrenen Farkli Kaygi Diizeyindeki Suriyeli Odrencilerin Yaptiklari Okuma
Hatalarinin Toplam Okuma Hatalari igindeki Dagilimi

Diisiik Orta Yiiksek Toplam
f % f % f % f %

Atlama 40 0,5 225 2,9 76 1,0 341 4,4
Ekleme 22 0,2 58 0,7 26 0,3 106 1,2
Tekrar 261 3,4 1398 18,3 584 7,6 2243 29,3
Telaffuz 547 71 1917 25,2 782 10,2 3246 42,5
Yanhs okuma 58 0,7 363 47 103 1,3 524 6,7
Heceleme 177 2,3 638 8,3 222 29 1037 13,5
Duraklama 16 0,2 35 0,4 8 0,1 59 0,7
Parmakla Takip 7 0,09 20 0,2 8 0,1 35 1,2
Metin Géz 1 0,01 3 0,03 3 0,03 7 0,07
Mesafesini

Ayarlayamama

Toplam 1129 15 4657 61 1812 24 7598 100

Tabloya 6'ya gore dislik, orta ve yiiksek kaygl diizeyinde bulunan &8rencilerin yaptiklarn toplam
atlama hatasi sayisi 341 (% 4,4), toplam ekleme hatasi sayis1 106 (% 1,2), toplam tekrar hatasi sayisi 2243
(% 29,3), toplam telaffuz hatasi sayisi 3246 (% 42,5), toplam yanhs okuma hata sayisi 524 (% 6,7), toplam
heceleme hatasi sayisi 1037 ( 13,5), toplam duraklama hatasi sayisi 59 ( 0,7), toplam parmakla takip
hatasi sayisi 35 (% 1,2) ve metin gdz mesafesini ayarlayamama hatasi sayisi 7 (% 0,07) seklindedir.

Tabloda 6'da goriinen bir diger sonug da disiik diizey kaygiya sahip olan &grencilerin yaptiklan
hatalarin toplam hata icindeki orani % 15, orta diizey kaygiya sahip olan dgrencilerinki % 61 ve yiiksek
diizey kaygiya sahip olan dgrencilerinki % 24't{r.

Disiik diizeyde kaygiya sahip olan 6grencilerin yaptiklari atlama hatalarinin toplam hata icindeki
orant % 0,5, ekleme hatasinin % 0,2, tekrar hatasinin % 3,4, telaffuz hatasinin % 7,1, yanls okuma
hatasinin % 0,7, heceleme hatasinin % 2,3, duraklama hatasinin % 0,2, parmakla takip hatasinin % 0,09
ve metin gbz mesafesini ayarlayamama hatasinin % 0,01"dir.

Orta dizeyde kaygiya sahip olan 6grencilerin yaptiklar atlama hatalarninin toplam hata igindeki orani
% 2,9, ekleme hatasinin % 0,7, tekrar hatasinin % 18,3, telaffuz hatasinin % 25,2 yanhs okuma hatasinin
% 4,7, heceleme hatasinin % 8,3, duraklama hatasinin % 0,4, parmakla takip hatasinin % 0,2 ve metin goz
mesafesini ayarlayamama hatasinin % 0,03"t0r.

Yiksek dizeyde kaygiya sahip olan dgrencilerin yaptiklan atlama hatalarinin toplam hata icindeki
orant % 1,0, ekleme hatasinin % 0,3, tekrar hatasinin % 7,6, telaffuz hatasinin % 10,2 yanhs okuma
hatasinin % 1,3, heceleme hatasinin % 2,9, duraklama hatasinin % 0,1, parmakla takip hatasinin % 0,1 ve
metin goz mesafesini ayarlayamama hatasinin % 0,03"t{r.

Tiirkgeyi Yabanci Dil Olarak Ogrenen Suriyeli Ogrencilerin Yaptiklari Okuma Hatalarinin Okuma Kaygi
Diizeylerine Gére Dagilimina iliskin Sonuglar
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Tiirkgeyi Yabanai Dil Olarak Ogrenen Suriyeli Ogrencilerin Yaptiklari Okuma Hatalarinin Okuma Kays:
Dizeylerine Gore Dagilimi asagidaki tabloda verilmistir.

Tablo 7.
Tiirkeyi Yabanci Dil Olarak Odgrenen Suriyeli Odgrencilerin Yaptiklari Okuma Hatalarimin Okuma Kaygi
Diizeylerine Gére Dagilimi

Dugik Orta Yiiksek
f % f % f %

Atlama 40 3,5 225 4.8 76 472
Ekleme 22 1,9 58 1,2 26 1,4
Tekrar 261 23,1 1398 30,0 584 32,2
Telaffuz 547 48,4 1917 41,1 782 43,1
Yanhs okuma 58 5,1 363 7,8 103 5,6
Heceleme 177 15,6 638 13,6 222 12,2
Duraklama 16 1,4 35 0,75 8 0,4
Parmakla Takip 7 0,6 20 0,42 8 0,4
Metin Géz Mesafesini 1 0,08 3 0,06 3 0,1
Ayarlayamama

Toplam 1129 100 4657 100 1812 100

Tablo 7'de Tlrkgeyi yabanci dil olarak 6grenen Suriyeli 6&rencilerin okuma kaygi dizeyleri ile toplam
okuma hatalarina iliskin sonuglar yer almaktadir. Buna gore disiik dizeyde okuma kaygisi yasayan
ogrencilerden atlama hatasi yapanlarin orani % 3,5; ekleme hatasi yapanlarnin orani % 1,9; tekrar hatasi
yapanlarin oram % 23,1; telaffuz hatasi yapanlarin orani % 48,4; yanlis okuma yapanlarin oram % 5,1;
heceleyerek okuyanlann orani % 15,6; duraklama yapanlarin orani % 1,4; metni parmakla takip
edenlerin orani % 0,6 ve metin- gbz mesafesini ayarlayamayanlarin orani % 0,08 olarak tespit edilmistir.

Orta dizeyde okuma kaygisi yasayan &grencilerden atlama hatasi yapanlarnin orani % 4,8; ekleme
hatasi yapanlarin orani % 1,2; tekrar hatasi yapanlarin oran % 30,01; telaffuz hatasi yapanlarin orani %
41,1; yanlis okuma yapanlarin oranmi % 7,8; heceleyerek okuyanlarnin orani % 13,6; duraklama yapanlarin
orani % 0,75; metni parmakla takip edenlerin orani % 0,42 ve metin- gbz mesafesini ayarlayamayanlarin
orani % 0,06 olarak tespit edilmistir.

Yiksek diizeyde okuma kaygisi yasayan 6grencilerden atlama hatasi yapanlarin orani % 4,2; ekleme
hatasi yapanlarin orani % 1,4; tekrar hatasi yapanlarin orani % 32,2; telaffuz hatasi yapanlarin orani %
43,1; yanlis okuma yapanlarin oram % 5,6; heceleyerek okuyanlarin orani % 12,2; duraklama yapanlarin
orant % 0,4; metni parmakla takip edenlerin orani % 0,4 ve metin- gbz mesafesini ayarlayamayanlarin
orani % 0,1 olarak tespit edilmistir.

Tiirkgeyi Yabanci Dil Olarak Ogrenen Suriyeli Ogrencilerin Okuma Kayg Diizeyleri ile Okuma Hatalari
Ortalamalarina iliskin Sonuglar

Tirkceyi yabanc dil olarak 6grenen Suriyeli 68rencilerin okuma kaygi dizeyleri ile okuma hatalan
ortalamalarina iliskin sonuclar asagidaki tabloda verilmistir.
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Tablo 8.

Tiirkgeyi Yabancr Dil Olarak Ogrenen Suriyeli Ogrencilerin Okuma Kaygi Diizeyleri ile Okuma Hatalari
Ortalamalar

Dugik Orta Yitksek
f x f x f X

Atlama 40 4 225 6,4 76 5,4
Ekleme 22 2,2 58 1,6 26 1,8
Tekrar 261 26,1 1398 39,9 584 41,7
Telaffuz 547 54,1 1917 54,7 782 55,8
Yanhs okuma 58 5,8 363 10,3 103 7.3
Heceleme 177 17,7 638 18,2 222 15,8
Duraklama 16 1,6 35 1 8 0,5
Parmakla Takip 7 0,7 20 0,5 8 0,5
Metin Géz Mesafesini 1 01 3 0,08 3 0,2
Ayarlayamama

Toplam 1129 112,3 4657 132,68 1812 129

Tablo 8de okuma kaygisi diizeylerine gore ogrencilerin yaptiklar okuma hatalarimin ortalama
degerleri bulunmaktadir. Buna gore diisiik dizeyde okuma kaygisi yasayan 6grenciler ortalama 4 atlama;
2,2 ekleme; 26,1 tekrar; 54,1 telaffuz; 5,8 yanlis okuma; 17,7 heceleyerek okuma; 1,6 duraklama; 0,7
metni parmakla takip etme; 0,1 metin- gz mesafesini ayarlayamama hatasi yapmiglardir.

Orta dizeyde okuma kaygisi yasayan dgrenciler ortalama 6,4 atlama; 1,6 ekleme; 39,9 tekrar; 54,7
telaffuz; 10,3 yanhs okuma; 18,2 heceleyerek okuma; 1 duraklama; 0,5 metni parmakla takip etme; 0,08
metin- géz mesafesini ayarlayamama hatasi yapruslardir.

Yiksek diizeyde okuma kaygisi yasayan 6grenciler ortalama 5,4 atlama; 1,8 ekleme; 41,7 tekrar; 55,8
telaffuz; 7,3 yanhs okuma; 15,8 heceleyerek okuma; 0,5 duraklama; 0,5 metni parmakla takip etme; 0,2
metin- géz mesafesini ayarlayamama hatasi yapmuslardir.

Tartisma ve Oneriler

Arastirmadan elde edilen sonuclar ilgili literatiir acisindan tartisilmasi gereken bazi noktalara 151k
tutmaktadir. Tirkceyi yabanci dil olarak 6grenen égrencilerin okuma kaygi diizeyleri bunlardan biridir.
Arastirmaya katilan 6grencilerin % 16,9'u diisik diizey okuma kaygisina, % 59,3’ orta diizey okuma
kaygisina ve % 23,7'si de ylksek diizey okuma kaygisina sahiptir. Okuma kaygisi oraninin en az oldugu
diizey, dlsik dizey olarak tespit edilmistir. Buna karsin okuma kaygisini orta diizeyde hisseden
dgrencilerin orani diger iki diizeyden oldukca fazladir. Arastirmamizin sonuclarina benzer sekilde ipek
(2009) ingilizceyi yabanc dil olarak 6grenen 670 &grenci iizerinde gerceklestirdigi arastirmada
ogrencilerin genel olarak % 18,3'Gniin yiiksek, % 64,6'sinin orta ve % 17,9’unun diisiik diizeyde yabanci
dilde okuma kaygisina sahip oldugunu; Tuncel (2014) Tirkgeyi yabanc dil olarak 6&renen 108 G&renci
tzerinde gerceklestirdigi arastirmasinda 6grencilerden % 42,5'inin orta dizey yabanci dil kaygisina sahip
oldugunu tespit etmistir. Altun da (2015) en yiiksek puanin 75 oldugu yabanc dilde okuma kaygisi
dlcegini kullanarak 6grencilerin yabana dilde okuma kaygisi diizeyini 46,92 bulmus ve kaygilarinin
ortalamanin Gzerinde oldugunu ifade etmistir.

Kayalar (2015) yabana dilde 6grenme kaygisi ile alfabe; Saito, Horwitz ve Garza (1999) yabanc dilde
okuma kaygisi ile alfabe arasinda anlaml bir iliski bulmuslardir. Kayalar (2015) anadildeki alfabeleri
Arap/Fars olan dgrencilerin yabana dilde 6grenme kaygilarinin, anadildeki alfabeleri Latin, Kiril/Giircii,
Cin/Kanji olanlara gore daha ylksek oldugunu belirlemistir. Bu husus géz déniinde bulunduruldugunda
alfabe farklihiginin Tirkgeyi yabana dil olarak 6grenen 6grencilerin yabana dil kaygilan ve yabanci dilde
okuma, yazma kaygilar Gzerindeki etkisini inceleyen arastirmalar yapilmasina ihtiyag vardir.
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Arastirmadan elde edilen dikkat ¢ekici bir diger sonug disik, orta ve yliksek kaygi diizeyine sahip
ogrencilerin en ¢oktan en aza dogru yaptiklar hatalarin ayni sirada olmasidir. Yani her 3 grupta yer alan
ogrenciler sirasiyla en ¢ok telaffuz, tekrar, heceleme, yanhs okuma, atlama, ekleme, duraklama,
parmakla takip ve metin g6z mesafesini ayarlayamama tlrlerinde hata yapmuslardir. Bu durumun sebebi,
orneklemde yer alan 63rencilerin ayni dil 68renme seviyesinde (B) olmalan olabilir. Bununla birlikte
burada Gizerinde durmamiz gereken bir diger sonug da d&rencilerin en cok yaptiklari ilk 3 hata tGrinln
sirasiyla telaffuz, tekrar ve heceleme olmasidir. Ozellikle telaffuz hatalarinin arkasinda Tiirkge ve
Arapga’nin ses dzellikleri bulunmaktadir. Arapca’da noktal Gnlller olan & ve G yerine o ve u Gnlilerinin
kullanilmasi bir¢ok telaffuz hatasinin nedenini olusturmaktadir. Ustabulut da (2014) A, B ve C
dizeylerinde bulunan ikidilli Tirk gocuklarin yaptiklan sesli okuma hatalarimi belirlemeye calistig
arastirmasinda sirasiyla A diizeyinde en sik yapilan hatalann telaffuz, ekleme ve atlama; B diizeyinde
ekleme, atlama ve telaffuz; C diizeyinde ise ekleme ve atlama oldugunu ortaya koymustur. Bu sonuglar,
6grencilerin telaffuzlaninin gelistirilmesi gerektigine isaret etmektedir.

Disik dizey okuma kaygisi yasayan ogrencilerin telaffuz hatasi yapma orani % 48,4; orta dizey
okuma kaygisi yasayanlann telaffuz hatasi yapma orami % 41,1 ve yiiksek dizey okuma kaygisi
yasayanlarin telaffuz hatasi yapma orani % 43,1 olmustur. Yani en fazla telaffuz hatasini distk dazey
okuma kaygisi yasayan 6grenciler, en az telaffuz hatasini orta dizey okuma kaygisi yasayan dgrenciler
yapmuslardir. Ozellikle disik okuma kaygisi yasayan ogrencilerin telaffuz hatasina daha fazla
dismelerinin nedeni, bu &grencilerin tekrar ve duraklama gibi okuma hatalarina diismemek amaciyla
hizli okumaya calismalaridir. Bu durum bazi kelimelerin séyleyisinin yanlis bir sekilde telaffuzuna neden
olmaktadir. Tekrar hatasini en az yapan d8rencilerin diisiik diizey okuma kaygisi yasayanlar olmasi bu
dislinceyi desteklemektedir. Bu noktada yapilmasi gereken, é3rencilerin en sik hata yaptiklari seslerden
hareketle bu seslerin ¢ikarilmasi tizerinde daha cok durulmasi ve bu yénde egzersizlerin yaptirilmasidir.

Bununla birlikte en az hata yapilan tlrlerde de okuma kaygisi diizeyleri agisindan hir benzerlik vardir.
Buna gore diisiik, orta ve yiiksek kaygl diizeyinde bulunan égrenciler en az hatay duraklama, parmakla
takip ve metin—géz mesafesini ayarlayamama maddelerinde vyapmslardir. Bu maddelerden
duraklamanin daha yiiksek bir oranda yapilmasi aslinda beklenen bir durumdur. Ogrenciler hizl
okumaya cahstiklar icin duraklama hatasini daha az yapmiglardir. Ancak duraklama yapmamak amaciyla
hizh okuma davranisi beraberinde telaffuz, tekrar ve yanlis okuma gibi maddelerde okuma hatasi
oranlarinin yiikselmesine neden olmustur.

Kayg ile akademik performans arasindaki iliski pek ¢ok calismada arastinlmisur. Ornegin grencilerin
okuma kaygilan ile okuduklarini anlama becerileri arasindaki iliskiyi belirlemeye yénelik yapilmis olan
arastirmalara gore (Sellers, 2000; Zhao, 2009; Huang, 2012; Jafarigohar ve Behrooznia, 2012; Zhao,
Dynia ve Guo, 2013; Altunkaya, 2015) 6grencilerin kaygl dizeyleri arttikca okuduklarini anlama
performanslan dismekte, kayg diizeyleri diistiikce okuduklarini anlama performanslari yiikselmektedir.
Okudugunu anlamanin 6n sartlanindan birinin okuma hatasi yapmamak oldugunu disiintirsek okuma
kaygisi arttikca okuma hatalarinin artmasi beklenir. Dolayisiyla kaygi dizeyine gore beklenen durum,
kaygi dlzeyi arttikga yapilan hata oraninin da buna benzer sekilde artmasidir. Bu beklenti kendini tekrar
hatas! ile metin-gbz mesafesini ayarlayamama maddelerinde dogrulamaktadir. Buna gore disik diizey
okuma kaygisi yasayan ogrencilerin yaptiklar tekrar hatasi oram % 23,1; orta diizey okuma kaygisi
yasayanlarin tekrar hatasi orani % 30,01 ve yiksek diizey okuma kaygisi yasayanlarin tekrar hatasi orani
% 32,2 olmustur. Bu oranlar beklenen durumu karsilamakla hirlikte 6zellikle orta ve yiksek diizey okuma
kaygisi yasayan Ogrencilerin tekrar hatasi oranlan arasinda c¢ok az bir fark oldugu gézden uzak
tutulmamalidir. Benzer bir durum metin gz mesafesini ayarlayamama maddesi icin de gecerlidir. Buna
gore disik diizey okuma kaygisi yasayan 6grencilerin metin- géz mesafesini ayarlayamama orani % 0,08;
orta diizey okuma kaygisi yasayanlarin metin- gdz mesafesini ayarlayamama orani % 0,06 ve yiiksek
diizey okuma kaygisi yasayanlarin metin- gbz mesafesini ayarlayamama oram % 0,1 olmustur. Bu
maddeye iliskin oranlar da okuma kaygi diizeyleri arasinda belirgin bir fark olusturmamaktadir.

Tirkceyi yabana dil olarak 68renen Suriyeli 6grencilerin okuma kaygilan ile okuma hatalan
arasindaki iliskiyi belirlemeyi amaclayan bu calisma Mustafa Kemal Universitesi Tiirkce Ogretimi
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Uysulama ve Arastirma Merkezi blinyesinde B1 diizeyinde Tlrkce 68renmekte olan Suriyeli 8grenciler ile
gergeklestirilmistir. Farkli sehirlerdeki Gniversitelerin TOMER birimlerinde ve farkli dil &grenme
seviyelerinde bulunan 6&rencilerin yabanci dilde okuma kaygilari ile okuma hatalan arasindaki iligkiyi
aciklayacak arastirmalara ihtiyag vardir. Yapilacak c¢alismalar, 6zellikle dil 6grenme seviyelerine gére
6grencilerin yabanci dilde okuma kaygilari ve hatalarn arasinda farklilik olup olmadigi noktasinda
degerlendirilerek aradaki farkhliklar ¢éziimlenmeye calisilabilir. Bununla birlikte Tirkgeyi yabana dil
olarak 6grenen farkli etnik kdkendeki gruplarin okuma kaygilan ve hatalan (zerine yapilacak
arastirmalarla, bu cahsmanin sonuclarn karsilastirilarak farkli sonuglara ulasilabilir.
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