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INTRODUCTION: WHY READING?

Reading and writing are primarily 1inguisticlactivities
whiiech demonstrate man's ability to reflect on and extend
hig langusge. While the first writing systems were ideo-
graphic, the predominant type of writing system over the
past four millenia has been alphabetic. The invention of
an alphabetic system which we now take for granted was a
maior linguistic accomplishment: someone went beyond the
meaning of language and segmented speech into sounds and
assigned a symbol to each scund. It was something like

the invention of the'Wheél -- S0 obvious once 1t was tnere,

kut not so cbvious that someone didn't invent it earlier.

Through the use of writing men has been able +o extend his
memery and preserve his literature and over the centuries
kncwledge has accumulated. Today's high school graduate
knows much more about math and science than the university
graduste of a century ago. In the last century espe-
cially, the ability to read and write has become one of

the basic requirements for participation in modern scciety,
and literacy is now viewsd as a basic human right. Devel-
oping countries all over the world are struggling to pro-

- vide their citizens with at‘least minimal literacy sxills.

Turkey alsc is concerned with providing all its citizens

with literacy exills. When Atatirk introduced the Latin
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alphaket in 1928, the literacy rate was only 10% In the
ensuing literacy campaign over a million people learned
to read'the new letters. Scome of these were undoubtly
- new readers, although many cthers alfeady could read the
0ld script. Literacy was alsolextended through primary
schooling, however since i1t was not possible to provide
all villages, where the bulk of the population lived,
with schools, illiteracy among adults persisted, from 1958
up to the mid 1970s, the army taught 211 illiterate re-
cruits tc read and write. Through a combination of pri-
mary school and adult education efforts, the literacy
‘rate in the population 6 years 0ld and above rose from
‘ lO‘Zin‘1928 to Géi?in 1975. The actual number of 11lit-
erates, however, has not decrecased: an estimateé'lB
million illiterates in 1975 is larger than the total ﬁop-
‘wlation in Atatiirk's day. Two thirds of these 11lit-
erates are women, living mainly in rural areas and'in the
"gece kondu" aress of the large cities. Over hself of the
illiterate men are engaged in agriculture. Thirty one
provinces, all east of Ankera, had over 50"Z illiteracy
rates. Only five provinces (Arnkara, Istanbul, Kirklareli,
Eskigehir, and Izmir) had illiteracy Tates of less than
30°. However, the illiterate 20% of Istanbul's 5 million
population is still numerically larger than the i1lliterate

70% of Hakkari. (Yaygin EZitim Enstitisi, 1978)



A new literacy campmign, therefore was inagurated in 19881
to commemorate Atatlrk's 10C+th birthday. dJust how many
have learned through the campaign is not certain. In the

schoolg I obvserved, women taking s second course were
being éounted as enrollees rather than re-enrollees, and
thus were counted twice in the total enroliment figurss.
Also, literacy certificates were awarded +to women who,
in my opinion, could not yet reed although they had made
a good start. Thus, when the newspaper clasims that over
a million have learned to read, the claim may be exag-
gerated. Assuming that these one miliion really have
learned, there are still 12 million to go -- adequate

scope for literacy efforts.

My observations of the 1iteracy campaign left me with the
impression that the teachers are really trying, but that
they need heip in the area of materials and method. The
purpose of this thesis is to suggest ways in which they
could be helped and at lesst a part of this large number
of illiterates can be téught to read and write. It is
not intended &s a criticism of the present program but
as a suggestion for its improvement. The focus of this
paper is teaching Turkish women to read; not because I
am disinterested in men learning %o read but because I
am & woman and have access to the larger part of

the problem.
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One of the first considerations in teaching Turkish
adults, and women in particular, to read is that of
method. To get at the issue of method it is first neces-
sary to consider what reading is, hence the discussion
based on English reading in chapter one. Once major
partes of the reading process have been defined, methods
for teaching beginning reading are discussed in chapter
two. Since most of the literature available to me 1s on
teaching children to read English, a conclusion is post-
poned until after an examinztion of Turkish data in chap-

ter five.

Method is not the only consideration in teaching; the
best method in the worlq would suffer uhder mgterials
which do not appeal fto the 1eérnef-or‘an.approach which
"does not take his learning reeds into account, (chapter
three). Teaching ftechnigues are also importaht, and
| téaching adults may be differeﬁt from teaching chiidren,

thus some practical suggestions are found in chapter four.

Some things camnot be learned from books, so I went out

and okserved literacy classes and tutored women who were
learning to read and write. The experience is described
in chapter five, and in the conclusion a sample literacy

progran designed to nmeet their learning needs is presented.



WHAT IS READING?

Reading is many things: extracting information from bus
signs and text books, confirming a fact in an encyclo-
pedia, sximming s newspaper,'finding entertainment in a
novel, enjoying the subtleties of language in a pun or a
poem, worxing out detailed instructions for knitting a
~sweater or evaluating the author's knowledge of a subject,

for instance mine in this paper.

Reading involves the marks on the'paper (or other mater-
ials) and the writer's intent encoded in those warks.
While some languzges such as Chinese use logographic v
writing systems and others such as Japanese and Cherckee
use Pyl1abic systems, most languages, including English
and Turkish, use alphabetic writing sYstems, which expressly
link the sounds of spoken words to Written marks. Yet,
reading is much more than matching the marks to the sounds.
It is quite possible for a foreigner to "read" the head-
lines in a Turkish newspaper with reasonably accurate
pronunciation, but has he really "read" the newspaper if

he doesn't know any Turkish?

If reading involveg deccding, then, it also involves com-
prehension. Comprehension, in turn, involves a knowledge
of the lenguage and a knowledge of the world. While we

normally read to learn something new, we can actually



process only small amounts of totally hew information.
Most of us would find a novel easier to read than an
article on nuclear physics because we are familiar with
the kinds of relationships described in a novel. Our
knowledge of language allows ué to interpret READ as
/riyd/ or /red/ according to context. In fact, so much
language processing is involved in reading that it has

been called a "psycholinguistic guessing game."

A Psycholinguistic Guessing Game

In a now classic article Goodman (1970) rejecté'the com-
moﬂly held idea thet resding is putting letters together
to form'wordss Calling reading a "psycholinguistic |
guessing game, involving an interaction between thought
and language," he claims that "reading is not precise
identification of 21l elements but e¢kill in selecting the
fewest, most productive cues to produce guesses which are
right the first time" (p. 108). As the listener anti-
cipates what comes next in speech, so the reader learns

to anticipate what comes next in writing.

To demonstrate linguistic and comprehension processes at

work, he analyses mistakes, or miscues, in oral reading..
Many miscues make syntactic and semantic sense: ‘'he'! for
iT*, 'in his face'! for "in the face.' Sometimes whole

phrases are substituted but meaning is preserved, as when



a reader reads 'study what it means' when the text says
'study word meanings first.! Mistakes are often corrected
when the further context doesn't fit, eg. 'hoped' for
‘opened! (although both are verbs). Such miscues suggest
.that the readér is reading for meaning as opposed to ana-

lyzing every detail on the page.

Goodman does not see readers-as "sounding out" words to

see what they are; both he and Smith (1973, 1982) feel that
phonics {sound symbol correspondances) is one of the last
techniquesused in word identification. A word vhich cannot
be comprehended because it is not in the reader's vooabularj
~may never be correctly identified and pronounced. Goodman
gioes the illustration of a fourth grader reading a sixth
grade reado; which uses the word 'philooophical.' Although

he makes several phonics oriented approaches, he doesn't,

gnd can't, identify the word hecause he doesn't know it.

Smith (1982) insists that two kinds of information are
involved in reading: the printed informa*tion on the page,
and the non-visual informetion (syntactic and semantic)
which the reader brings to the page. The latter is the type
of information which explains the kinds of miscues described
by Goodman. Using syntactic and semantic information in
connection with the text already read, the reader makes g

hypothesis about what might come next and "samples" (rather
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than reads) the text for featural information to confirm the
hypothesis and identify the meaning. If meaning is sucessfully
identified the process is repeated for the next bit of text.

If not, the reader has to backtrack and sample more features

to identify meaning. According to Smith, the reader regu-
larly identifies features from the highest order unit of
structure available: senteﬁce or phrase meaning, word meaning,

or as a last resort, features of letters.

Hypothesis forming is a major part of Smith's theory. TIf
any one of the thousands of words in the larguage can follow
this one, the reader could become very uncertain as to what
it could be. If the reader can eliminate most of the pos- |
sibilities by forming a hypothesis that the next word will
5é restricted to a small-set of words such a8 active verbs
or animate nouns, he should require lkss visual information
to idénﬁify the word than if he had not'eliminafed the pos-
siﬁilities. Fbr example, in the sentence "The dog chased
the ___ ", the context requires a noun. The semantic infor-
mation carried in the word 'chased? suggésts that the ncun
should be animate or at least moving. Our knowledge of dogs
further restricts the ﬁossibilities to a small set of words
1ike 'catf ‘'mailman,'! 'rabbit,! andl'car.' The presence of
a 'c!' and a 't! in the text then identify the word as f‘cat.!
However, Smith claims thet we do not sample the letters as

such but rather the features of the letters. Only if we
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cannot directly determine the meaning do we stop to iden-
tify the actual word (for instance if it were 'kitten'®! inw
stead of 'cat!) or the letters themselves (if it were the

less familiar and rather unexpected word ¥Yfeline').

Smith bases his theory on the well known findings Dby
Cattell in 1885 that 4-5 unconnected letters, 2 uncon-
nected short words (about 12 letters) or 4-5 connected
short words (about 25 letters) can be perceived in the
game amoﬁnt of time when presented on a tachistoscope.
The brain is obviously organizing what the eye sees, and
the organization is on thé@asis of language. 'We do not
normally read letter by letter; if we did, it would take
. U8 much 1onger to read than it does. (Proofreaders,
whose job is to read letter by letter to catch the mis-
takes, have to use various tricks %o disassoéiate them~
gselves from the meaning of the text and concentrate on
the letters.) To determine the meaning of a word, says
Smith, the brain is not processing all the information
contained in all the letters. Thus he speculates that

the brain is processing only selected features.

Features, as Smith uses them, are easiest to define on

the lowest level of letter, but even then they are not
egsy to define complétely due to diffefences between upper
and lower case letters, various kinds of typeface and
endless Varieties of individual handwritirg. Neverthe-

less letters can be descrived as round/non-rournd,
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open/closed or vertical/horizontal or a combination of
these. A Feature 'straight' could limi% the choice to
a smaller set of letters without.processing'all the fea-

tures of the letter involved.

Whnile Smith is uncertain of the exact nature of the fea-
tures which enable instant identification of words, Xolers
(1960, 1973) suggests that the interrelationship of the
letters within a word may be relevant. After experimenting
with reversed letters within words and with upsidedown,
reversed and otherwise distorted texts, he concluded that
‘SEXQféﬁd‘GSAOQEre easier‘to read than'esroh' beczuse the

interspace relationship between the letters is preserved.

If g word can be identified more quickly in a sentence
~than in a disconnected list, the brain must be using less
information than normeil; needed to identify the word as
guch. It is a%t this point where non-visuzl informaticn
and the reader's hypotheses are important. If the reader
can predict on the basis of syntactic or semantic infor-
mation what the word might be he may need fewer visual
clues to identify its meaning. At this point Smith pre-
fers to talk abtout meaning features rather than word
features, as a miscue which preserves the meaning (such
as 'cat! for 'kitten!) indicates that the meaning has
been identified evén if the word nes not. Agsin, Smith

cennot spa2eify Jjust what these meaning features are.
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Presumably they would vary according to text snd reader.

Sampling features at the highest pogsible level is impor-
tant to relieve the load on the brain, which takes one
second to process what the eye sees in a fixation of 200-
250 msc. While the short term memory is limited in the
number of bits of information it can process at cone time,
it is not limited by the nature of the bits. The larger
the units being processed, the greater the speed of reading
and the greater the comprehension, siﬁCe the reader is
éeéing larger unite in relation to each other for transfer
into the lcng *erm memory. When the reader is.reduced

to identifying a word sounﬁ'by gound, the short terum
menory is_ovérburdéned and‘the reader may fqrget.the

beginning of a sentence by the time he has reached the end.

Smith and Gobdmanllay heavy emphasis on the non-visuzl
aspect of reading. Kclers goes sc far as to claim that
"reading is only incidentally visual." (1969) The empha-
gis on non-visual information fills a real place in the
literature and is well documented through Gocdman's work
in miscue analysis (1970, 1973, 1976). The claim that
we are perceiving units larger than individual letters
also mekes sense. However to suggest that a logographic
writing system like Chinese would not be any more 4dif-
ficult for the reader than an alvhabetic systemy or that

an alrhabetic system is a "language compromise,” convenient
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for the writer but not for the reader (1973) is a strong

claim which not everyone could accept.

Somehow or other the claim that we "sasxple features,"

which admittedly are hard to define; is disquieting.

Just what do people see, or think they see, when they read?
Would a survey indicate that they see "Teatures," perhaps
parts of letters or words, or would they report seeing

whole words in all their detail? Since most readers of
English have been taught spelling even if the reading instruc-
tion was originally on a sight word btaesis, it is guite pos-
gible that peopie would think they see all the letters in a
word, even when they do not carefully look at each word or

use only phonics information to identify new words.

_Impgrtant as non-visual information may bve, reading is
still very much tied to what is on the page. Wé do use
letter inférmation to distinguish 'horscs' znd ‘house;!
word shape is not enough. At the same zime letters are
perceived in groups and not strictly in a left to right
fashion; in both werds the sound of the *o'! is determined
by the following letter. Context is important, but = dis-
cussion of reading Is not the context wiere either ‘horse'’
or 'house' would be predicted. Even where meaning is
cbmpletely predictable (but if it is, why rezd something
I know already?) the exact syntactic form (e.g. active/

passive, phrase/clause, etc.) may not ccincide with the
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predicted form. Thus reading also concerns the eye and

the marks on the page.

The Eve ard the Marks on the Page

The eye moves' across a line of print (or elsewhere) in

a series of jumps called saccades. Apparently nothing

is seen during the jump itself, but this secems of little
consequence as 90% of the time is spent on fixations, or
-pauses, between the sgaccades. Fixations last an average
of 200-250 msec. for both good and pocr readers, so there
seems nothing remarxzble about the duration of a fixation,
. however the length of the saccade does seem relevant:
children lggrning to read average two. fixstions per word,
whereas adult readers average one per two wdrds. Regres-
sive eye movemente vary with the skill of thé reader and
Iﬁhe difficulty of the text. (Smith, 1982; Foss and Hakes,
1978; Gibson and Levin, 1975)

During a fixation 7-10 letter spaces are in c¢lear focus

on the retina, available for actual word and meaning
identification. Word shape and letter information may

be available gs far as 10-12 spaces into peripheral vision,
but 13 spaces scems tb be the limit for word length infor-
mation. Experienced readers may be using word length

and interword information to guide the eye to the next

fixation pecint; for example s function word like 'in,!
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noticed in the periphery, may cue the eye to move to the
next longer word, which could reasonably be the adjective
or noun of a prepositional phrase. (McConkie and Rayner,

1976 a,b)

Wanat's (1976) studies of eye movements suggest that the
reader selectively allocates visual attention; regressive
eye movements tend to be within phrase boundaries and
fixations tend to concentrate on the first half of the
phrase. Sentences with less predictable structure reguire

more visual attention, as does cral reading.

The average adult reader reads‘200-400 Werds per minute.
While the advertisers of gpeed feading courses claim that
it is possible to read T7OCC words per minute,'fhe actual
‘ﬁhysiological limit seems to be 1200 wpm, (5 saccades x-
4 words x 60 sec.), which is still substantially faster
than most pecple actually do read. Since it is physicaly
possible to see everything on the page while still read-
ing rapidly, McConkie and Rayner (1976a) disagree with
the Smith-Goodman position. Instead of only sampling the
visual information to confirm hypotheses about what might
be there, "the direct hypothesis position assumes thsat
the fixation period is primearily spent determining the
nature of the text rather than hypothesizing what is to
come" (Mchnkie and Rayner, 1976a, p. 155). While per-

iphersl vision does not provide full detail, it gives
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ennough information about the redundancy of the text to
determine the length of the next saccade. As the reader
examines the text, he does have access to semantic and
syntactic information in his memory which helps determine
the meaning, thus he makes the ¥kind of miscues described
by Goodman. At the same time he is examining the graphic
information and thus makes miscués based on graphic simi-
larity and has %o go back and re-cxamine the text when

his linguistic sense does not accept the reading.

Bofh theories, nhypothesis and direct perception, admit

the use of both visual and non-visual information; the
difference is one of amount and priority. Smith assumes
that visusl processing is a bottleneck which will slow
down reading sutstantially and gives pricrity to hypothesis
forming while the text is being "sampled." McConkie and
Rayner claim that the eye and brain are capatle cf exam-
iﬁing the full visual detail of the text, and non-visual
informaticn is primarily a help in interpreting the vis-

ual information.

Regding arnd Cral Reading

Reading has often bveen defined as decoding into sound,
although this particular definition has been debated
notly, Smith (1982) protesting that it is not, Gibson

(1976%) fletly =sssrting that it is.
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Beginning readers tend to read out loud, partly because
teachers enccurage them to do so (It is the easiest way
to monitor progress) and partly because-saying the word
seems to nelp them recognize it. While skilled reszders
often read faster silently than it would be possible
reading out loud, even they may stop to subvocalize when

reading a difficult text.

The question is, what relationship does pronouncing a

word have to its recognition? There is evidence ths
skilled readers process meaning before they pronounce
lwords. In English thié is sometimes necessary: 'READY
cannot be pronouﬁcéd untillthe reader has determined
whether it is present or fast tense. Goodman's miscues
(1970, 1975, 1976) provide numerous exsmples of processiﬁg
for meéning before pronouncing the text. Kolers (1973)
devised an interesiing experiment in this regard. Bi-
lingual subjects were asked to read texts with alternating
French and English phrases. That they cften read a word
in the wrong language indicates thaf meaning indentifi-
cation prececded the oral reading. Eye-voice span studies
also indicate that the eye is often three or four word
anead of the voice. (The subject finishes saying what

he hag scen before the light was turned off.) That the
number of words remembered tends to co-incide with phrase
boundariss also indicates vrocessing for meaning (Wanat,

1976; McConkie and Rayner, 1976). Thus phonological
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recoding is not a necessary part of word recognition.
There are times, however, when it is useful for identi-
fying an unfamiliar word, and beginning readers do use
this device. While phonological recoding does no: seem
to be & necessary part of reading, it may bve a discard-

able stzge in learning.

A Theory of Automaticity

There are almost as many models of reading zs there are
theorists. Scme, like Gough's (1976) are relativeiy

simple linear models where a bit of information goes down
an assenbly line for processing. At dne place or gnother
an item may need the .same route from perception to compre-
rension. Other models, like Goodman's (1976) use a com-
plex systems model'to describe all the possible and varied
paths a bit of information can take. LgBerge and CEazmuels!
(1976) model has teen selected for review not because it
completely describes all the proéesses used in reading (it
does not) but tecause it attempts to explain how and when

the reader decides to use higher and lower order structure.

Dichotic listening‘experiments indicate that while normally
information is ignored by thé unattended ear, certzin well
learned significant signals, such as the subjects name, are
processed. This suggests to LaBerge and Samuels that pro-

cessing and attention are different from each other:
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while attention may be necessary for some processing, well

learned items may be processed without attention.

Further-

more, attention can be switched rapidly from one item to

another when needed for processing, as when a listener seems

to be followirng two or more conversations simultaneously but

really is switching his attention rapidly back and forth at

arpropriate monments.

As something significant in a conver-

sation triggers a switeh of attention, some unprocessable bit

LaBerge and Sanmuel'ls

Model of Automaticity
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of information activates attention in reading. Speed and
efficiency would depend greatly on the number and level
of items nee¢ding attention as opposed to items which can

be processed automatically bécause they have been well-learn

The hierarchy of processing in LaBerge and Samuels model,
from low to high, is letter features, letters, spelling
patterns and vigual words in the visual memory, phono-
logical memory, words meaning and word group meanings in
the semantic memory. After further research they hope

to expand the model'to include syntax, prediction and

context.

The solid lines in.the diagrams représeﬁt the flow of
information without attention., It may go directly from
a feature to a visual word which is matched to a word
meaning in the sementic memcry. Or it may flow from
feature to spelling pattern to visual word to phono-
logical word %tc word meaning. The dotted lines repre-

gsent information flow which requires attention.

Features may need attention to be realized as letters

(as a beginning reader learning the alphabet or an exper-
ienced reader being confronted with an crnate cr unusuil
script ), letters and spelling patterns may need attention
to be realized as visusal words, and.visual or phonclogical

words may need stbention and the added input from episodic
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memory (events or contexts asscciated with the word in

the reader's experience) tc te comprehended in the semantic
nemory and further combined into longer units., The dif-
ference between automatic processing and processing requir-
ing attention is that of learning. In automatic proces-
sing the connections have been learned 'to the point of

automatic response.

Lz Berge and Samuels model takeg intoc account the non-
visual information and higher order units described by
Smith. At the same time it demonstrates how the full
visuel informaetion can be processed withcout overlooxing
the short rm memory, and takes into account optional
phénolOgica1 recoding. It also hints at how the reader

learned to read.



BEGINNING READING

In the previous section we have noied that the exper-
ienced reader uses both visual and non-visual information-
in reading, snd that he does not normally read letter by
letter but perceives words and evenlphrases and senterices
as wnoles as he processes for meaning. How he comes to
this point is the subject of no little controversy, at
least in the United States. Since the early part of this
century hundreds of studies have demonstrated that "Method
A" (the method being used) is better than "Method B" (the
one being criticised). This reflects the natural tendancy
of researchers to find what they aré looking for, and of
critics to point out that the variables being studied are
not the_ones they think are crucial. For iﬁstance a

study mey demonstrate thaf children taught by a wholistic
method are supérior in comprehension; critics will point
out that the same children cammot read new words whereas
their children, tazuzght by a phonics method, can decode
almost any new word placed in front of fthem. Most cf the
research has been done on primary school children, and

few studies are longitudinal even as far as the second cor
third grade. In her review of the literature, Chall (1967)
concludes that no method can be "proved" better than the
others; while a method may give an early advantage in one
area or another, but the differences even out by the end
of the fourth grade. Children havé learned well by all

methods, and *hey have failed to learn by all methods.
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In this section we will describe various methods of teaching
beginning reading, ask ..ow wo.ls are recognized, and

attempt to come to g tentative, theoretical conclusion

as we discuss the issue of "fop down" vs. "oottom up."

A more definite, practically based concluéion will be
postponed until after a consideration of Turkish data in

a later section.

Methods for Teaching Begimning Reading

Methods can be classed into two major groupings:. wheolistic
methods and sound-symbol oriented metheds, usually veferrezd
to as '"phonics" methods, although this is not the best

descriptor for all the methcds in the group. -

Sound-Symbol Oriented Methods. The synthetie phonics

method 1s characterized by an emphasis con decoding by
effective use of sound symbol correspondances. Students
are taught the sounds cf the letters and the rules for
putting them together to form words. Letters are intro-
duced in an ordered seguence and vocabulary is limited
to letter combinations already learned until the student

acquires the ability to "sound out" any new word.

The underlying assumption is that the learner is able +o
perceive an utterance as a serles of sounds and abstract the

sounds from the utterance. The wide spread use of
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alphabetic writing systems is a testimony to the existexnce
of such an ability. As Foss and Hakes (1978) point ocut,
this is a metalinguistic ability (ability to reflect on
language and treat it as an object) which does not seem
to develop before about age six. In Russia, asbility %o
segment phonemes is ecen g5 an important part of reading
readiness, and also a skill which can be taught through
games to four-and five-year-olds. In the experimentis
described by Zhurova (l973) children were asked to help
toy animals cross a magic bridge which would collapse
unless the child couwld help the animal say the first or
last soung in i+t¢ name. Sounds were first intoned in

the word context (1-1-1-isa, 'fox') and later said in
isolation (1-1-1). Stop consonants presented & greater
difficulty than continuants; Iht@ning the sound in the
context of the word seemed to be a necessary step in
isolating the sound. Since the experiments were done in
the context of teaching a prereading skill and the children
legrned through the experiments, we do not Know if this
skill develops spoﬁtaneoasly, that is, if non-rezders
have it without being taught. It would be interesting
0 know if illiterates make slips of the tongue ('the

queer o0ld dean' for Ythe dear old queen') or learn langu-

age games like pig latin (ug @ili).

Another assumption underlying a synthetic phonics method

is that sounds are separste entities which can be put
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together to form words something lixe heszds on & string.
While we do have the ability to segment & word into pho-
nemes and with alphabetic writing treat them =s if they
were separate, 1t is not strictly spesking physically true
that they are separate. A sound s?ectograph of a CVC monc-
syllable suéh 28 'Lag' reveals that the vowel sound covers
the whole syllable; if the tiny segment which could most
nearly bve regarded as "pure" consonant were to be played
vack on a tape, the result would be a chirping noise rather
than anything which could be regarded as a speech sound.
Furthermore the /b/ and /g/ segments overlap. At best,
alphabetic writing indicates the relative onset times

of the phonemes.

N Al R0
~ - s I
SN / s

" Parsllel Transmission of Phonetic Segments
(Liverzan 1970)

This explains the difficulty meny beginners hgve when they
try to "sound out" words: tbecause they try to proncunce
the phonemes in isclation they get a nonsense tri-syllable
tiuh-a-tuh" rather then a tri-phonemic monosyllable, 'éat.'
It is not possible to produce stops (/p, b, ty d, k, g/)
or affricates (/3, J/) without the addition of some sort
of reduced vowel. The continuants (/fyvy892, {4 3imyn,i,r/)

can be extended or intened in isclation and could profitably
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be introduced before the stops in a synthetic phonics

gcheme.

A major criticism of a synthetic phonics method stems from
this difficulty in sounding out words: especially in the
beginning stages, "sounding out" can be so painfully slow
that the beginner loses sight of the meaning of the indi-
vidual word as well as of the larger context of the sen-
tence. Worse still, the learner may develop the habit

of focusizng his attention on the sounds rathe than the
meaning. Word identification may become an end in‘itseif
and instesd of reading he is "word calling" or as

Wardaugh puts it, "barking at print."

The complexities of the English orthography are well known.
English has a morphophonemic spelling system in which the
'i' in 'divine! and 'divinity'! represents the underlying
root vowel rather than the actuszl pronunciation. Homo-
grapns represant two different pronunciations or two dif-
ferent stress patterns {('read':/riyd/ /red/, ‘'record’:
/rekord/ /riykord/), and one pronunciation /miyt/ may
represent the different meanings 'méat,?"meet’ and mete.?
In spite of these difficulties there are many well worked

out systems for teaching English resding through rhonics.

Turkish is more fortunate than English to have a fairly
straightforward phonemic writing system, but even Turkish

B FARVERYTEC] KETE
Wl o T
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ras a few inconsistencies due %to langusge charnge., For
instence 'agstey' reflects the etimology of the word and
possibly a historical pronunciation, but today it is
usually proncunced /a:vi/ or /a:bey/, with & lengthened
/a/ but seldom with two rulses let alone two syllables.
Words of Arabic origin such as ?mﬁteahhit' have a doubled
consonant which reflects an Arabic reduplication rule but

rot regular Turkish pronunciation.

Turxish, like English, has cases where siress cannot be
assligned until meaning has been determined. An example
. s a ’ -
is 'geligma,' which can be /galigma/, ‘don't work', or
' ma/ xt ( o A ¢ 4 - : y
/gallgma, WOTi verbal noun). written accent mark
is not necessary in Turkish corthography as the context
will usually disambiguate the two forms. However these
problems are minor and g synthetic phonics approach to

teaching reading would be able to cope with them.

A more serious problem in a systhetic pronics approsach

to teaching Turkish reading is the difference between the
various dialects and standard Turkish. Although phonemic
changes between dislects tend to be éystematic and can

te learned, the phenetic differences tend to be pro-
nounced (pun intended), thus a syuthetic phonics method
could turn into a pronunciation lesscn for standard
Turkish rather than a reading lesson. Other implica-

tions of dislect will be discussed later.
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Because of the difficulties with the synthetic phonics
method Jjust described, alternate methods which s+ill
emphasize the phonemc-grapheme correspondence have been

developed. The major ones are analytic phonics, "linguis-

tic" methods, and syllable methods.

Analytic phonicg is different from synthetic phonics in

that previously learned sight words are analyzed and speci-
Tic sounds isolated: at first word initial and final

sounds and later word internal sounds. This ensures that
phoneme-grapheme correspondences are learned in a mean-
ingful context and that pronunciatibn of the word is not
distorted by pronounding phonemes in isclation. Analytic
phonics is easy to combine with other methods and is

often used in word and sentence methods, though not reces-

sarily from the beginning.

Linguists such as Bloomfield (19¢61), Fries (1963), and
LeFevre (1964) object to the *teaching of sounmds in isola=-
tion as g distortion of language, and the .alternatives
proposed by Bloomfield and Fries have become Known a8 the

"linguistid method.

4 sample from Bloomfield's Iirst lesson is:
‘can Dan fan man NKan pan ran tan  an

Nan can fan Dan. . Can Dan fan Fan?
Dan cen fan Nan. Wan, fan Dan. Dan, fan Nan.
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The second lesscn introduces words of the "eat fat
hat maﬁ prat rat sat at" variety to make sen-
tences like:

Nan can pat a cat.

A fat rat ran. ‘

A fat cat ran at a fat rat.

Can Nan fan a fat man?

Can a fat man pat a cat?
By lesson 16 a number of patterns have been learned,
resulting in stories like: |

5is had a pin. :

Tad hid it in a rag bag.

Did it jab Sis? Did Sis yip®

Did Tad fib®

(Bloomfield, 1961)

.Though often interpreted as a phonics méthod, Bloomfield's
intention was for words to be 1earﬁed as wholes and the

- pattern recognized. Fries modified the idea to include
contrastive spelling patterns such as 'hat-hate! 'fat-
fate! ‘rat-rate' 'mat-mate'! etec. Both suggested prac-

ticing the patterns to the point of autcmeatic recognition.

Material produced along these lines ranges from dull (Can
Nan fan Dan?) to really clever, for instance the Dr. Seuss
childrent's series-which features made up words and make
up creastures like "Fox in sccxs" and stories like:
Millions of Monkeys!
Millions of drumsi

Millions of monxeys, drumming on drums!
Dumditty dumditty dum durm dum!

1Thege books are & rather popular children's series. Unfor-
tunately I do not have access to them to give full refer-
ences, and am quoting from memory.
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It would be possible to develop list of word patterns in

Turkish along the lines of:

an kan san can han - or a7 Xaz 8az laz naz
en sen ben ten ez kez gez tez
orn son don kon : iz ¢iz kiz biz iz
¢cn don son yon -- kiz mizmiz
un  sun uz suz duz

| in  yun  dun ‘ -- tuz buz mnuz
in bin din cin kin 0z goz g0z

However, many cf these are command forms of verbs not
usually used as affirmative commands (Tz! Kon! Soni?o9)
and most of the words do not combine semantically with
the others to make sentences, even if it were possible
to do so without introducing inflectiocnal endings. OCnce
.seversl pat%erﬁs have been lezrned and polysyllabic words
are introduced, the dif%iculty could be overcome,lanﬁ
perhaps scme really clever materiels could be written.
The méthod as such scems on limited wvalue in Turxish as
a ftotal épproach. Combined with other methods, word
pattern drills could be useful, but need to be used with

care as they are not very interesting.

Syllable methods are alsc désigned to overcome the dif-

ficulty of pronocuncing congonants in isclation and some
congider the sylléble to ke the minimal unit of phonic
analysis. If the beginner can be trained to see 'ba! as

a unit, he can read 'baba' without the inevitable reduced

vowel which would occur if he tried to read 'b! and 'a!



30
in isolation. The best known example of & syllable
approach is that developed by Laubach (in Gresy, 1956)
for use in literacy campsigne all over the world. Samples
ofilessons in Kiswahili and Sparish are given on the next
page. In the Kiswahili example, a picture is used %o
‘@ssociate a letter with a word beginning with the sound;
in the Spanish example the picture represents the whole
Tirst syllable. lIn both ceses the syllables learned are
chosen for freguency of use and recombined to form new

words. (Geayv, 1956)

Another type of syllable method descrited by Gudschinsky
(1965) has been used successfully in teaching Indian
tribes of Mexico and South América to read their own
langﬁagés. In this method a.few words whick meke a
serntence or phrasé but which have been selected fof;high
frequency syllables are taught. Through the use of frame
drills, the words are broken down into syllatles and the
vowels isolzted. As more words zre added, syllables
having the same vowel are contrasted in frame drills.
T1lustrations are used to illusirate the meaning of the
sentence rather than as a device fto remember the syl-
lables. To facilitate sentence building, an occasional
sight word is used. A story from lesson two a sample
primer in Turkish constructed after this methed is:

Kedi nerede?
¥edi odada.

Dede nerede?
Dede evde.
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Figure 6. This is Lesson 1 in a primer, A picture represeating a word beginning with the sound of
the new letter appears in the column on the far left. In the next column the letter is drawn over the
picture in such a way as to show resemblance between the shape of the object and the letter. The third
column presents the printed word in which the new letter figurces. In the fourth column attention is
Consonants are presented with a
ining [amiliar elements.

drawn 1o the new phonetic clement. Vowels are presented alone.

previously learned vowel, The filth column is for practice in comb

A a Ila a a
ha cha ha | Aa

@/% ma no ma | ma
A

30,

—t

sa PO sa

za pato za

Figure 8a. The first page of this primer consists of pictures illustrating the syllables to be learned.
On this portion of the second page a4 and several ol the consenants are introduced by means of
words beginning with those consonants. After the sound of a in ala has been learned, words accom-
panied by pictures are presented. The first syllable of cach word begins with a new consonant com-
bined with the familiar vowel, a,

88 FF S e

mama va a la ca sa
mama a la casa

va

&8 8 ez 7/ B g

mama awmasa la ma sa
amasa la masa

mama
mama llama a papa
mama llama a papa

Figure Bb. This is a portion of the third page of a primer. It will be observed that immediately
aficr a and various syllables including it have been learned, reading begins. The child is here awded
in his recall of the syllabies by the recurrence of the pictures with which they were first presented.
This use of pictures is discontinued soon afler a word has been introduced into reading matter,
However, most primers employing the syllabic method do not use pictures as aids to recall in reading,
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The frame drill for the Turkish lesson consiructed after

the Gudschinsky method is:

_a 1 e | i 0
de | de | df
ka ke ; ki_i
(Hill, n.d.)

Although not approved by the ministry of National Edu-
cation, syllabaries (hece tablosu) are sometimes used by
teachers in Turxish schools, usually half way through the
school year, as a supplement to regular reading materials,
with both children and adults. Sometimes students are
given the rather difficult task of memorizing the whele
first page, which combines aii conscnants with all vowels
in a CV pattern, starting with be, be, b1, bi, bo, b3,

bu, bl and endirg with za, ze, 2zl, zi, 20, Z0s 2ZU, Zi.
Sometimes the ccmbinations with 'g! are listed, although
they are never found in word initial position and cannot
readily be proncunced. The next page features words
formed from these syllatles such as‘masa; para yara, S1ra,
ete., Later syllables of the Vv, VC, CVC and CVCC patterns
are taught. This type ¢f method is open tc the criticism
that it is borirg, and that it teaches words in isclation
without reference to thelr meanings. An attempt to over-
come these difficulties is found in booxks ke Hece Metodu
(designed for tesshing children at home) which combines
syllavles with pictures of familiar objects in a work-

book format. A sample page follows.



(Cogkum, H., 1981)
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A major use for linguistic and syllable methods in Turkish
could be for teaching endings, all of which have very
regular-pat#erns. It should be noted however that syllable
and morpneme boundaries do not always coincide: fokulaf
is phonqlogically Toku~la' but morphemically fokul -ka'a
Endings would have to be taught on a morphemic level

regardless of the phonological syllable toundaries.

A major drawback of sound-symbol oriented methods is the
lack of emphasis on meaning. Not only can meaning be
lost as the beginner painfully sounds out a word; not
much meaning may bte there in the first placéo Wnile an
attempt is made to pick letters, spelling patterns‘or
syllables which can be productive in forming common
words and interesting sentences, the actual number of
meaningful, interesiing senténcés or storieg wnich can
be formed is by the very nature of the selection process
extremely limited. Thus the beginner does learn how 1o
ldecode (which he needs to learn), but he does not learn
from the first lesson that print is meaningful. Wholistic

methods try to fill the gap.

Word, Sentence and Story Methods. If a sentence or story

ie not interesting and relevant tc the rsader, there is
little point in reading for meaning. If words can be
selected for their contribution to the story rather than
their phonclogizal content, it should be easier to con-

gtruct meaningil and interesting resling material.
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Writers of such materisl do not always succeed, since
there is a limit to the number of new words which can be
introduced at one time, and these words mus: be repeated
ocften encugh to dbe learnéd. Stories of the "Come, Dick,
come. See Spet run. Funny, funny Spot." variety are
not necessarily more‘interesting than "A fat cat sat on
a mat." or "Tin Can Dan ran." However, the potential
is there to select words which will make interesting and

relevant stories.

Wholistic methods are based on the principle that wholes
should be taught before parts_because wholes are more easily
perceived than parts. Often quoted is Cattell's finding
(cited befo?e) that 4-5 unconnected letters, 2 unconnected
words or 4-5 connected words can be perceived in the same
ammount of time. Since Cattell used subjécts who already
knew how to read.in his experiments, his results say moré
about their readirg skille thern about how they attained
them. We do‘not Know whether hié subjects perceived words

as wholeg becauise they had been taught to do so or not.

Nevertheless, in certain learning situations it is useful

to know the whole befcore learning the parfts. For instance,
in becoming acquainted with an unfamiliar part of town, we
usually try to get an overall impression while ftrying to
note a few details which will helyp us recognize the place
again, As we become familiar with the place we learn enough

details toc te stle to recogrnize it with a glance, perhaps



only the limited view from & crowded dbus. When les ning

to read music or play a musiecal instrument, practice is
greatly facilitated when the song is familiar or the *escher
vlays it a few times, as the noies on the paper can be
matched to a model in the head. In learning to read *he
letters of a new alphabet, for instance Greek, it may per-
haps be easier to read words which have been losned into
English: The word is familiar and I have some idea of what
it should be, and I can try to figure ocut the unknvwn letw-
ters on the basis of the known ones. Thus whether one is
"reading" a street corner, music, or & new alphabet (and

any alphabet is new to the beginner), an overview is valuable

in corganizing the new information.

Word, sentence and story methods differ in the nature of
the wholes being presented. A "story" may bve only three
or four Sénténces lornigy but gives meaningful context Tor
the sentences. Certainly "Come, Dick,come." is more mean-
ingful in the context of "See Spot run." A sentence in
turn gives meaning to the words which are never founc in
isolgtion such as *'in, ' ‘*of,! or 'the,’ and determines the
meaning of ambiguous words such as ‘can' (verb or mnoun).
Eolers (1969, 1973) also found that "reversitle" words or
letters such as ‘was' and ‘saw,® ‘'‘much! and ‘chum,! 'vland
»

'd} 'p' snd 'q) which are often cenfused in isoigtion are

seldom confused in a sentence.
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Proponents of a senience or story metnod empﬁasize that

& sentence is more than the sum of i*s words: it is the
sum of the interreleted meanings. Words can be mechan-
ically repeated without Putting them together for meaning.
The criticism is largely theoretical since word methods
typicelly use words in a sentence as soon as they are
introduced and in sctual Practice may not be distinguish-
able from a sentence or story method. The "Come, Dick,
come. See Spot run. Funny, funny Spot." sequence cited

~earlier fills the reguirements of g story method but is

in faet from a primer series which uses a word method.

The theoretical difference ig whether words should ke
introduced first and built up intc senterces, or whether
sentences shonld be introduced Tirst and broken down

into worde. DBoth have their sdvantages. Some worcs,

-

guch as concrete nouns, names and commend IForms of verts,
do have meaning in isolation. Since they are short,
discrete units, the.reader has a better ides of where to
focus to get information which will help him identify it
later. When a sentence is introduced, he may not xnow
where to look for identifying cuss. Individual worcs
reoccur more often than sentences, thus the word is a
veluable unit for teachihg, allowing more flexibility
than a sentence; On the cther hand, function words are
meaningless without a context. . Function words in English
'are often realized as endings in Turkish. Are fokul! and

'okula' one word or two different ones? The first can be
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taught in isolation but will not fit into all sentences.
The second can be taught only in context: if it does
occasionally occecur as a one-word sentence, it appears
only in the context of thé question, "Nereye?", and
usually of course it occurs in the context of & longer
gentence. This is a major reason for the adcption of
the sentence method as the officisl method for teaching

reading in Turkish'public schools.

The sentence method as used in Turkey. The sentence

method is the cfficial method prescribed for teaching
reading both in primary school and in adult literacy

classcs.,

As practiced in primary school, éhildren starting-in
September learn éentences as wholes through classroom
discussion and drilling. The sentences are coordinated
with the current unit in Hayat Bilgisi (knowledge for
life), such as our home, our street, our school, Cumhuriyet
Bayrami (Republic Day), etc. and thus reading is an
extension of other classroom activities and gains meaning
ag such, Usually sentences are copied intc notebooks
dozens of times, and the children are expected to write
them from memory as well as read them. By late November
they are taught to identify the individual words within
sentences. Since the same words have been repeated in
severs]l sentences, this is not difficult. By this time

about 40-50 words have been learned. On this level



‘okul'! and 'okula' are treated as two different words and
the children have to point to the right one when asked.
By this time the children are used to meaning and it is
no longer a risk to take the word out of the sentence to
look at it separately. In January the words are divided
into syllables and recurring syllables are peinted out.
New words are learned on the basis of known syllabtlies.
The differences vetween 'okul® and 'okula' can now be
pointed out in terms of syllables. Since all the vowels
oceur as syllables, some letters have now been learned

as such. If teachers use a'hece tablosu”(although not
approved by the Milli Egitim Bakanlifi) it is usually

at thié roint of instructicn in the hope of speeding it
up. The transitioﬁ to letters takes pléce in February.
Letters are taught by pointing them out in words and by
comparing syliables. By March, fhe children are supposed
%o be able to read new material fluently and the school
mey hold a "reading holiday" to celebrate. While zall
children probably do not learn at the same rate, the sys-
tem dces scem to worx, and one does not hear of reading
probvlems in Turkey as often as in the United Stazes, where
reading failure is almost endemic. The teachers I talked
with were pleascsd with the sentence metnod for children
and told me that the worst readers were the ones who knew

the alphabet before they came to school and got hung up

on "sourding out".
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The sentence method is also prescribed for use with adults.
In the context of a 45 day course, the official teacher's
guide prescribes the transition from sentence to word on
the 10th day of instruction, from words to syllables on
the 17th day and from syllalle to letter on the 27th day

of instruction.

Word Recognition

At some point in reading instruction, words must be recog-
nized as such, as they occur over and over agsin in novel
situations. While context clues are useful in eliminating
possibilities, they are, gxcept irn highly redundant expfés-
sions, not enough to predicf the actual word which will

bé used. What context clues would enable ybu te prediect -
that the next word I am going to use is ‘rh:’.nocerous‘?i
Language 1s redundant, but not so redundant that it elim-
inates the need to encode or decode messzges., Furthermore
we need to recognize words we haven't seen before. The
beginner nesds tools to identify words which were not in
the primer. Alphabetic writing is such a tool, even more

useful in Turkisgh then in English. How scon can it be used?

How zre words recognized? Wholistic methods generally
present the material to the learner and let him figure
out how to remember it. Smith (1982) contends that the

learrier will Barn the difference between words
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much the way a child learns the difference between cats
and dogs: by being given many opportunities %o observe
them. As he is given feedback on his responses ("no,
this one is a dog..."), he gradually abstracts a set of
features to be used in identifying cats and dogs, or in

our case, words.

Chingsg is often cited as a language where only a whole
word method of teaching can be used. Instead of a symbol-
to-sound correspondence, Chinese idecgraphs emypley a symbol-
to-idea correspondence which enatles speakers of mutuslly
unintelligable dialects %o read the same script regardless
of pronunciation. 1If it is possible for Chinsse to learn
thousands of words on the basis of sight alone, it is
reaébned, it should be possible to teach any word on =
sight-wofd bagis. Thus one can find arvicles entitled,
"American Children with Reading Disabilities Can Easily Read
Engliéh from Chinese Characters," (Rozin. et al., 1973)
which totally igﬁore the way Chinese learn to read their

cwn language.

Hisgtorically, characters were a pictoral representation

of an object. Classic Chinese had 214 of these basic
characters, or radicals. A second group of words wes
formed by compounding characters, for instence by bringing
a 'pig! under a 'roof' to mean 'house, home, family.'

The third group of characters was formed by borrowing

characters for like sounding words. The ancient word
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for 'come' sounded like the word for 'varley, ! and since
barley wae easier to depict than 'come', the symbol for
barley was borrowed to mean ‘come.! If many characters
are borrowed in this way would create confusion as 0
whether the word as being used in its concrete or borrowed
sense. Thus a forth group of characters, comprising 90
of all characters,_contain two elements: " a "radical" to
denote meaning and a "phonetic" for the proaunciation.
For instance; the words for mouth and 'beat! were homo-
phones, so the chéracter for 'beat' is comprised of a
character meaning 'mouth', for the pronunciation, and the

character for mand'!, because beating is done with the hand.

Before the Commﬁnist fevolntion, characters were learned
by réte by tracing and painting them over and over. A
charécter could have as many as 17 stroxes and averaged
over 11. Somewhere betwsen 4-7000 charscters were nec-
‘essary for a basic reading vocabulary. Many teachers,
and therefore their studentsy were unawsre of the etimology
of the characters which otherwise could have served as

an alid to memory. After the revolution the characters
were simplified and the number of strokes reduced. An
alphabetic script called "pinyin" was introduczd to popu-
larigze the national language gnd_facilitate the learning
of the simplified characters, which are also analysed for
their parts. (Liu, 1978; Leon, 1978) Considering that
the traditional way of learning fhe characters involved a

detailed analysis of the stroxes and the newsr way involves
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alphavetic mediation, the sight-word argunent would seem

to be weakened.

What cues are used to recognize words? Word length and
word snape (especially with lower case letters) are thought
to be important cues for beginning readers. Samuels (1976)
disagrees. Citing his own research as well as that of
Gibson, he asserts that kindergarden children use firs:
letters, last letters, middle letters and word shape, in
that order for word identification. This does not mean
that they were using letters to scund the words ocut, but
they were using‘them to identify words. Dissasdvantaged
children who had not learned the alphatet used none of

the above cues, including Word~shapei Letter cues there-
fore Would_seem-to te highly salient %o éhildren who have

o

been expesed to the alphabet. -

Since children tend to use the easiest cue to idenitfy
words (be it only an ink blot on the flashcard), and since
many words have several letters in common, Samuels (1976)
devised an experiment to find ocut under what conditiocus
children will use one or 811 letters to discriminate words.
An zrtificial alphabet was used as many of the children
would already know the letters. One group of children

(the high discriminability group) was given a set of
highly discriminable words, DA ZE ML S0, in which no

two words had the same letter in common. Words could be

rememtered by the first letter, last letter, or both.
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The second group of children {the low discriminability
group) was given the words SE SA ME MA, which had letters
in common. To learn the words, the children would have to
notice both letiers. While the high discriminability
g;oup tended tc learn the words more quickly, the low
discriminability group performed better on a transfer
task. Both groups were presented with a new word, MO.
The high discriminability group tended to say it was MI
cr SG depending on whether they were using the first or
last letter as a cue. The low discrimingbility group said
they had not seen the word vefore, perhraps noticing the
presence of 'a previously unused letter. Samruels concluded
that training which forces atfention on all the letters of
‘2 word formed e better basis for transfer to new words.
Neither group recéived prucnics training;  the point of the

experiment was visual discrimiration.

Mgtching letters to sounds is of course important in &
phonics method. If however one ohopses tc use g éight-word
metnod instead, it does not follow that the letters are
unimportant. The research cited above indicates that the
letters are highly salient clues for rememtering a word,
ard the only clues for distinguishing gsrds like ‘'house?

and ‘'horse,’ which have the same shape and lengih. They
also form the foundation for the analytic phonies wnich

is often used after a foundation of signt words is laid.



Top Down or Bottom Up?

Goodman (1970) and Smith (1973, 1982) take a %op down or
wholistic position in learning to read. For them, meaning
is the all important thing. How (or if) a reader learns to
use alphabetic information for decoding is of lesser impor-
tance. LaBerge and Samuels! model of automaticity (1976)

in contrast, assumes more of & bottom up position. While

a fluent reader uses higher order units for processing, they
argue, he has forgotten that he has acquired them by prac-
ticing lower order skills which have become so automatic

that he is no longer aware of them.

Beginning readers read slowly and with difficulty. Those

trained on a phonice method read siowly becéuse they sound
out words. Thpse trained on sight-words méy not be able to
read-at 4l when they encounter words which were not in the
primexr. If the context fails to provide them with a clue,

they have no further skills.

Gibson(1976a) also takes a botitom up position when she sug-
gests that learning to read involves three different tasks:
learning to differentiate symbols, learning to "map letters
into sounds," and learning to use progressively higher order
unite of structure. On the other hand, in her studies of
perception (1976b), the trend towards "optimization of
attention" in which the learner tecomes increasingly

efficient in selecting the features which are relevant to

his purpose, could alsc wer< in a top down process of



learning. For example a word may initially be recognized
by an irrelevant cue such as an inkspot on the flashcard or
the word's position on the page. Optimization of attention
would involve selecting a more relevant cue, such as the
first letter, and eventually a plurality of cues when sev-

eral words to De learned start with the same letter.

The issue of top down (wholes) vs bottom up (phonics)
methods seems to me to be an extension of the ancient
debate about universals and particulars, the whole and

| parts, inductive and deductive reasoning. It is often
claimed that children tend to see things as wholes. This
may be true, but it is only part of the truth. Samuels.
(1976), Gibson (1976 a and b) and any kindergarden teacher
can testify that children also, at least gometimes, try

to remember wholes by a détail, sometimes an irrelevant
detail such as an inkspot on a flashcard. This is not
surprising in a real world where both wholes and parts
really do exist. It would seem that to learn about the
world includes learning about wholes and parts, and that
learners are aware of this, sometimes using wholes %o
learn about parts and parts %o learn about wholes. I
believe that a reasonable teaching strategy shculd take
advantage of both processes, rather than emphasize one

at the expense of the other. It would also seem that a
adulte, who have learned in many other areas that there
are wholes and parts, would ke in & position to grasp this.

in reading instruction also. As Wardargh (1969) puts it,
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the learner needs to deal with both the code and the

message.

The Code. The code must, at some point, be taughf,
Alphabetic writing, especially in a language with a phonemic
alphabet like Turkish, offers too many clues to word
recognition tolbe ignored. Wardaugh (1969) points out

thet a synthetic phonics method greatly distorts the

sounds of words and therefore is not linguisticelly sound.
Therefore an analytic phonics approach of teaching the
letters in the context of words seems much more reasonable.
Just when an analytic phonics element could be introduced
will be discussed after a review of some experience with
Turkish women learning to read.

The Megszge. Comprehension is unquestionably the goal

of reading. Phonics advocates assume that if words are
décoded comprehension is assured. Wholists accuse phonics
pecple of not teaching comprehension at all and often
react as if decoding were the enemy of meaning, which of
course is not true. On the other hand, wholists may
assume comprehension is attained when the reader can
‘integrate words into a thought and answer who, what,

when, where and why questions about every sentence. Real
comprehension should go beyond a mere extracting of infor-
mation to interacting with the materisl. The reader may
interact simply by continuing tc read a stery, poem, or

article because he enjoys the language and plot, or the
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information is interesting and useful to him. A decision
not to.read further because the information is not inter-
esting to him, relevant to hig present need, or cdmpatible
with his value system is also interaction. Bven routine
reading tasks like. reading package labels or bus signs
often involve a decision whether to buy the product or
get on the bus. Things are not necessarily right or true
because they are in the newspaper, be it a hachet murder
or a political statement. Thus comprehension involves
questions like: "Did he say or do the right thing?" "What
are the consequences?" "What should have been done or szid?"
"What does the speaker want me to do or believe?" "Do I
. want to do or believe it?" In an age where the manipu-
lation of words haé been perfected to a fine art, com-
prehension for the adult readér; even the beginning
reader, should also include the ability to spot emotion-

2lly loaded words and blanket statements. (Harris and

Smith, 1976)

Reading and Writing. Along with reading, writing is

usually taught, and it can be taught in a way which com-
plements the teaching of reading. Many illiterate adults
want to learn to write, probably for the same reason that

most of us want to speak as well as to listen.

The mechanical aspect of writing, letter formation, writing

on the line, copying, etc. is of course important, but
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need not concern us here other than to note it is desir-
able for each learner to form letters as perfectly as
possible, drawing cirecles and lines in the right direction,
etc. With adultes who have never tried to wfite before,
this goal may net be attainable.. It is, however, impor-
tent that the letters be legible if mot perfect. A good

test for legibility is if the learner's peers can read it.

The cognitive aspect of Writing, writing from memory or
knowing what letter to write next, can be made very rele-
vant to the reading task. Spaulding (1957) recommends
the teaching of reading through the teaching of writing,
lthus.capitalizing on childrenfs natural desire to com-
municate through writing. If they can write something,
it is only natural for them to want to read it, and it

emphasized the communicative aspect of reading.

Sealy at al. (1979) suggest that writing activities can
be started béfore reading activities and certainly should
be taught at the same time as reading. The teacher helps
the child write something which the child wants %o say,
encourages the child té learn it and expresses surprise
should he forget it. Writing in the classroocm shoﬁld
serve a purpose, that is, should express real communica-
tive needs. Rather than put the work on a bulletin
voard, for example, the children should make books to

read to each other and show to visitors. An ordered
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progression of labels and captions, full sentences, two
or more sentences and finally sentences organized into a
logical, communicative order is suggested. Cards with
words the children have already learred may be used as an
aid to arranging sentences. The approach described by
Sealy is more in the direction of a wholistic method than

Spaulding's.

Writing can ve, and Spaulding recommends that is be,
taught through use of sound-symbol correspondences. The
child decides what to write, keeps it in his mind while

he searches for the appropriate letter, and high freguency
spelling pafterns'can ve taught. This of course results
in many orlgial spellings, which at this sfage is not con-
sidered a serious mistaﬁe (although it is corrected) as

the child is learning to relate the sound to the letters.

If sound symbol correspondences are to be taught rela-
tively early, writing may be a good way to introduce
them. After choosing a word or sentence to write, the
teacher can discuss with the c¢lass which letters to use,

perhaps saying the word slowly, stressing the sound in

question.

Even copying is not without its value in learning to read.
In a sentence method the sentence may be read and dis-

cussed in class for comprehension, but copying the sentence
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forces the learner's attention on the letters. Thus

both wholes and parts are learned (OZuzkan, personal

' communication).

Our discussion of methods has of necessity been somewhat
1imited, since much tf the research available deals with
the teaching of English reading to English-speaking child-
ren rather than tesching Turkish reading to Turkish adults.
The researcﬁ has been selected with a view to its possible
application to Turkish adults, and in some places reference
to Turkish has been made. A more solid conclusion about
methed will be postponed until after a discussion of the

Turkish data in = later chapter.



MATERTALS AND APPROACH

Important as it may be, method is not the cnly considera-
tion in a literacy program for Turkish adults. In this
section we will be discussing materials from a practical

standpoint and conclude with a shorter section on approach.
Materials

As we noted in the previous section, a major weakness of
a sound-symbol coriented approach was the very limited
vocabulary and therefore very limited appeal of fthe mate-
rials. However, primers written for'sentence_and word
methods do not always escape the charge of being dull.
Within the framework of a limited vocabulary, writing
interesting matefials is no minor chailengel Issuse to
be considered are content and cultural fit, naturalness

of language, and format.

Content and Cultural Fit. While experiénced readers use

reading to learn about unfamiliar topics and new cultures,
the burden of learning to deal with print is enough for

the beginner; he should not be overloaded with unfamiliar
concepts and foreign ideas. The readers' immediate interests
ideally should form the content of what they are going to
read. In Turkish villages this would include various as-
pects of agriculture and animal husbandry, markefing,

forestry and sanitatiomn. Women might be interested in



nutrision, housekeeping, childears or needlework. In
prepering materials the target group should be narrowed
downt to a group with common interests (eg. women in a "gece
kondu," men in a cattle .raising area) and the actual inte-
rests determined by some sort of survey. Details of the
content (including illustrationg) should fit Turkish cul-
ture. Translated stories are not suitable for beginning
reading. Even though the language is simple, children's
books are usually not guitable in content for use with
adults. Fémiliar content increases predictébility and

ease of reading.

Depending on thchontent, it may be necessary to teach‘
numbers and perhaps simﬁlé arithmetic. If a class is
'1earning to read price tags, they will prbbably need
numbers up to a fhousand. Reading prices will probably
lead into simple addition and subtraction to determine

how much one has spent or can spend, which may in turn
lead to reading and writing a budget. A class learning
bus signs will need to read route numbérs as well as place
names but probably will not want to add or subtract them.
Reading numbers can legitamitely be considered a part of
reading even though numbers are recognized on a different
basis than words. Simple math ié not a part of reading as
such, but is well within the goals of a broad-based literacy

course and may grow out of the content.

Naturslnesg of language. Readsbility formulas use such

features as word difficulty (frequency and length), sentence
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complexity (number of prepositional phrases and relative
clauses; mare recently also transformational complexity such
as passive, negative and question formg) %tc determine the
difficulty of a fext. As a result beginning reading material
tends to use only very short gimple sentences, which unfor-
tunately often produces stilted, unnatural language which
reduces redundancy and predictability, and therefore the
readability of the very text which is supposed to be more

regdable.

Using third and forth graders as subjects, Pearson(l1976)
conducted a series of experiments with sentences of the

/
following types:

(1) The man liked the girl. The man was %all.
The girl was short.

(2).The tall man liked the short girl.
(3) John was lazy. He slept all day.
(4) Because John was lazy, he slept all day.

Sentences (1) and (3) are both transformationally less
complex and more "readable" in terms of sentence length.
Their counterparts (Z)lénd-(4) are transformationally more
complex, but were both better comprehended and preferred

by the subjects, provably because the semantic relationships
were more explicite Thus_there seems to be a trade-off
between grammatical and semaﬁtic simpliecity. If this is so,
beginning reading materials could, within limits, increase
sentence length and complexity if it results in greater

semantic clarity and more natural language.
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Two further problems are connected with "naturalness of
language." One is that written and spoken language =re
different: written language is much more concise and re-
fined and much less redundant. Written 1anguage tends to
use more complex grammatical forms, more formal siyle and
more elegant vocabulary. Even the natural sounding conver-
sational portions of a good novel are more refined than in
real life. Thus Smith (1973) says that the beginning read-
er must realize that "print is different." One way to help
him reelize this is to let him hear plenty of written mate-
rial being read out loud. For an illiterate adult this
could mean hearing the newspaper being read aloud, which
has been the custom in villages. T1literates would also be
familiar with newscasting speech from radio and te;evison,
which is close in style to newspaper language. Ancther
alternative is to select maferials_which are as close %o
normal speech as possible.

The other problem is that of dialect. Dialects may vary
greatly from standard Turkish. Illiterateé are often dialect
speakers, although many have a listening knowledge of

standard Turkish from radio and TV.

A similar situation exists in the United States, where most
blacks speak a dialect which differs syntactically, phono-
logically and in vocabulary from standafd English (SE).
Blacks also tend to be socio-economically disadvantaged, and
in particular, tlack children in large_urban school systems

fzil to learn to read. Thecrizing that dlalect differences



contribute significantly to reading failurez, Baratz,

Labov, Shuy and others experimented with texts written in

BE syntax while retaining SE gpelling and found that child-
ren wno could not read SE could read the BE texts rather
fluently, adding fuel to Goodman's assertions thet predic-
tability is more important than phonics in reading. The use
of dialect readers in initial reading is opposed by whites,
who regard BE as "substandard," and by black educators,

who view it as an extension of the already resented linguis-
tic imperialism by delaying access to the prestige dialect.
(Cox 1978)

Use of dialect in beginning reading could be opposed in
Turkey on similar grounds. ILinguistically it would make
sense to teach initial reading in dialect and use the

newly acquired skills . as a bridge to learning standard
Turkish. If however, an unmenfioned goal of the national
literacy caﬁpaign ig the integration of all citizens into
modern society, dialect materials could easily be inter-
preted aé contrary fo that goal; How the problem is to be
solved .is beyond the scope of this thesis. If (and this is
a big 'if') most illiterates do indeed have a receptive
knowledge of standard Turkish through radio and IV, the
problem may not be a big one. I1f, in Englisgh, speakers of
mutually unintelligible dialects ( for instance Cockney and
a southern Mississippi drawl) learn to read the same English
script, there is hope for a dialect speaker from Sivas or
Kars trying to learn standerd Turkish. A wholistic approach

wWhich leaves the details of decoding letters until later

may be advantageous.
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Format of Materisls,

Primers. Size: Gudschinsky (1965) suggests that primers

be of the same size and shape as other bocks and notebooks
for ease of handling. Rather than one large primer the
material should be divided into a series of smaller primers,
the first one or two shorter than the rest, between 12-3%6
pages. Thisg prevents student boredom witﬁ one book, and
gives a feeling of progress as he finishes one book after

the next.

Layout: Material should no% ﬁe crowded on a page: the
layout should be pleasing to the eye, whether illustra~
tions are used or not. Material should also be divided
into smaller units so that not more than one or twe words
appear on a pagé. A new stcry should be started con a

new page.

Typeface: Gudschingky Suggeéfs that no larger than
great primer or 18 point (.5 cm) type be used even in
the beginning. Since many adults do need corrective
lenses but do not‘ha#e them, this size type may be a
requirement at the beginning. Success in reading may
motivate some adults to get glasses (assuming they can
afford them) by the time type size is reduced. Ability
to read small type is not a prerequisite to many reading

tasks such as signs and notices or newspaper headlines.

Tilustrations: Especially in the minimum vocabulary stories
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in the first primer, it would seem that illustratiocns are
necessary to carry the story. For instance in the sequence:
"See Spot run. Punny, funny Spot,".the picture can carry
the information that Spot is running away with Dick's
sock. However many adults believe that reading is getting
meaning from print and try to ignoré the pictures! This
is of course an instructional probiem and the teacher can

relieve guilt feelings about looking at the picture.

Little is known about whet type of illustration is most
effective. 1Iine drawings, unless of professional guality
as used in posters and advertising of good cartoons tend
to look like a child'é coloring boock. This might nov
appeal to adults;' High qﬁality professional photographs
wnich focus in one an idéa would seém ideal, however,
even wnen large enough, often do not print clearly con thé.
newapfint quality papér usually used for books in Turkey,
nor would a primer be likely to receive the four-cclor
printing of a newspaper. A‘professional graphicg artist

would be a real asset to a primer producing team.

Other materials.

Flash cards are ugeful teaching materials in any approach.
-They can be used for drill in recognition, matched to
charts cor another standard, rearranged to form new sen-
tences, used in games of various scrts, in class work

or in smaller groups and pairs. They can be made easily

. by the teacher in a languags eXxperience approach or
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printed for coordination with g primer. Letters 8 cm.
tall caxn be seen by the class; sets of cards for indiv-
idual learners could be smaller. Large print cards could

be useful for learners with severe visual problems.

Charts: Stories developed by the class can be put into
mo:e permanent form on charts. Maps or simple graphs (at

an appropriate stage of instruction) can be put on charts.

Fosters: Any poster printéd by any government agency is
useful instructional méterial and could routinely be
suppiied to literacy classes. Posters often cover vital
areas such as health and child care, energy conservation
traffic, en&ironmental protection, etc. Posters may

alsoc be avalilable from other sources.

'Agproach

 Connected with the issue of method and materials is the
issue of apprecach, and untll approach is decided, the

[ final form and content of the materials cannct be decided.
In some ways approach, resembles method, yet it is dif-
ferent from method in that different combinations of
method and apprcach are possible. A primer approach can
be used with any method, whereas a language experilence
approach, often an integral part of a functional liter-
acy approach, can only be used with wholistic methods. A

mzjor dimension of approach is the amount of control
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which the learner has over the learning situation.

Primers, usually a series of them, are a well estabiished
approach to reading. Both vocabulary and sentence struc-
ture are strictly controlled. In a sound-symbol oriented
method, vocabulary is limited by letters and spelling
‘patterns already available to the reader. In a wholistic
approach, vocatulary is chosen from high freguency word
lists. One or at most two new words are introduced per
page and vocabulary is repeated fregquently. Only simple
sentences are used at first and sentence length is kept
short. This can result in rather unﬂatufal langusge
which neither children nor adults actually use, but a
well prepared primer can te interesting and appealing.
Without a primér; the teacher would have to invent mat-
erials for eaCh lesson and have them duplicated, which
would greatly increase the teachef's work load. With a
primer the learner is provided with carefully graded
material which increases graduzlly in difficulty. TFre-
quently repeated vocabulary relieves learner strain in

having to identify too many new words.

Language Experience. In the past two decades this approach

hag been used widely in the United States and to some
extent in Britain. Some teachers in Turkey have also

experimented successfully with it. The teacher and

etudents discuss some topic of interest To the students,

such 28 the class pet hamster or a visit to a museum,
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and out of the discussion a story is generated; perhaps
only 3-4 sentences long. The story is written on the
chalkboard or a Chart, and the class memorizes the story
and learns to identify the individual words and sentences,
which may be written on cards and matched with the sotry
on the chart. The class makes and illustrates books
wnich are read and re-read, copied into individual note-
tooks and proudly shown to guests.b The strength of a
language experience approach is that it uses material
which is known to be interesting to the learner, and
highlights the use of reading and writing as a means of
comnunication of individual thoughts. However, heavy
demands are made on thé teacher in producing material
" both in writing and organigzing it as well as the actual
making‘of charts; flashcards and duplicated materials.
It may not be possible to sequence and practice skills
adequately. Vocabulary may not be repeated from cne
story to aﬁother, and the learner has to learn more words,

putting a heavier burden on the memory.

Language experience can be combined with a primer approach:
it may be used alone for a while before introducing
other materials or as a supplemeht to primers from the
start. It is seldom used exclusively. Even when it is,
children are encouraged to brouse through a broad selesc-
tion of colorful vooks in the class library. ILanguage
experience alsc forms the basis of the literacy part of

s functional literacy program.
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Functlopal literacy is a broader approach -9 adul® educa-
tion designed to give the learner skills which will enable
him %o function in a literate society. Literacy 1is one
component of the program, but other areas such as problem
awareness, provdlem solving, genersl knowledge and simple
nath gkills are glso part of functional literacy, as
literacy is only part of a complex of problems keeping
illiterates at g disadvantaged position in society. A
traditional literacy program assumes that the learner is
well motivated to learn, and that after working his way
through one or more primers, he will be able toc apply -

his knowledge to any reading material.

Functional literacy assumes neither that the illiterate
is motivated to learn to read, nor that he is even aware
of the helpful information whic¢h can be obtained through
reading. The initial approach therefore may noct be to
offer a literacy course as such but to invite people to
a discussion about Wutually interesting problems such as
how to market produce at a fair price or improve family
nutrition. Out of the discussion may come a need for
literecy, €.8. to read helpful pamphlets or write to a
government asgency to request the visit of an advisor.
The sentences for literacy instruction are generated out
of the discussgion and of course are much simpler than the

general knowledge taught through the discussicn,

Because one cannot predict just what sentences will be
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developed in a functional literacy cless, msteri
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pared for such gcourse may center mors on proklem dre-zs
(read aloud by the tescher) or discussior provoking pic-
tures. Uhe approach depends heavily on sccurate reseazrch
to determine the problems of intérest to the target pop-
ulation and present them from their viewpoint, and upon
tecachers who can lead discussions without dominating

them and help the group come *to conclusipng without dic-

teting them. Otherwise he risks killing the discussion.

This is deadly to an approach which aims *o *each reziing

'<

and writing in the context of creative pro tlem solvin

Because‘of the demands madelby é functioxal literacy
approach on the teacher and & probatle rneed for this ~ype
of teacher training, the approach as such may not te
workable in Turkey; Hoﬁevér somé gspects of a functicnal
literacy approach méy be successfully incorporated in~o

a more traditional approach, notably course content ani

materisls. (Oxenham 1974, 1575)

Sources of Materisls Suitable for Use in Literscy Tesching

A. Signs, notices, labels, prices, addresses. We livs
in & worlﬁ of print. The need to read sigrs, especially
bus 81gns, and prices seems to te & xey motivetional
factor in lesrning fto read. At the same time These iTeums
provide short exts which can easily be learned and pro-
vide immediate rewards as the student goes out and uses

his new knowledge.
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B. The newspaper. At first glance, the newspaper might
geem too difficult o use with beginners. However, some
newepapers almost always have a few items which are easy
enough even for beginners. Of the a8 JjOr NewSpapers,
Gunaydin has the simplest langﬁége; Hurriyet ranks seéond.
Both of these papers almost always have useful items even
for the most beginning stagesf' Since newspapers must
print things as they happen, one day's paper may have
none, sc¢ it may be wise to save a good paper for a few
days "just in case." Guneg, Milliyet and Cumhuriyet are

generally too difficult for use with beginners.

The easiest items are simple headlines and headings of
reBular features such as TV, sports, horoscope, advice
colﬁmn, movie and want ads., As the legrner becomes fami-
liar with the format of the paper, the desire to learn

should also grow.

Ag reading skills grow, the learner can learn to go from
the largest print headline of an article tc¢ the smaller
headlines and caption of the picture, and eventually into
the text. By the end of an article the same material will

have been repeated three or four times.

Human interest articles usually are the easiest to read
and attract the most interest. Examples of articles
whieh heve been used with relative beginners are: a baby

abandoned under a bridge, a littie girl falling off a



cliff and only bresking au arm, teen-zged girls who run
away from home, a husoand whro beats his wife and a wile
who murders her husband, rein coming after a drought and

a grandfather who takes the neighborhood children to

gchool in a horse cart.

Articles about events which have been reported on TV also
provide familiar feading material. Examples are Evren's
latest speech, a coal mine explosion in Zonguldak, an

apariment house collapsing in Diyarbakir, a ship running

aground in the Bosphorous and cars driving off bridges.

Political, economic and international news is generally too
far from the learner's sphere of knowledge to be read'easily,

but are useful when expanding skills at a later stage.

C. Other sources. ' Proverbs and riddles are familiar and
ghort items which can be used to teach‘coiprehension. Folk
songs (turku), especially if from the learner’s own part of
the country, are excellent sources of familiar and enjoyable
material.‘ Some pecple enjoy poems. Simplified stories of
Nasreddin Hoca or Karagoz and Hacivat can be found in child-
ren's readers and other books, but are not too juvenile for
uge with asdults. (Children's books generally are NOT a good
gsource as the content is too far away from the world of
adults.) Women may enjcy reading the captions in needlework
or fashion magazines. This material is highly redundant and
can be used early. Household hints and reciplss reguire =
bit more skill, but may be interesting enough to motivate

the effeort.



€8

"Foto roman"s zre a good introduction into reading longer
stories. Stories written in Turkish by Turks for older
children may maxe good transition material. The children's
novels by Kemalettin Tugcu, for instance, although a bit
long, feature very natural conversational Turkish and plots
which revolve sround working class people and villagers.

I dQ not imagire that I have exhausted the possible sources
of teaching ma*erial, but even theée few suggestions pro-

vide adequate caterial con several levels for most beginners.

Theie is a need for easy to read (but not childish or didactic)
informational raterial on many topice for adults. Since
distribution coid be & problem, it Would be ugeful for =
newspaper to give a quarter of a page daily %o such material,

o ~

called "Yeni Ocuyanlar Igin." (e e Pan o

o

An Evaluation of the Materials used in the Twrkish Literacy
Camgaign

The materials used in the present literacy campaign consist

of a tescher's manual and two primers, the second of which
was designed as a replacement for the first. For purposes

of contrast some of the features are listed in parallel

columnes.



First Primer

Title
7

Layout of first section.

ve Hayat Iginde Alfabe
pages.

Unrelated sentences cramped
together on pages with few

illustrations. A few work-

book type pages for copying
words.

T1lustrations.

Detailed line drawings,
mestly tco small. Pictures
seem intended to stimulate
discussion and teach good
and bad ways of doing things.

Text.

First pages unrelated sen-
tences. Therezfter short,
easy, 1llustrated stories
entitled "Chocse Your Mate
Well," "one Child is too

Few, Five are too Many,"
"Family income and Budget."
Moves on tc harder material
treating health, occupational
" topices and citizenship.

Tone.

Second Primer

ii ve Hayat Igin Yetigkinler
Alfavesi, 64 pages.

Starts with one sentence per
page. Increases gradually to
5-€. Only one sentence per
line. Type is larger. Half
page pictures.

Line drawings, mostly of village
1ife. Iliustrations on every
page, often half page. Pictures
illustrate the story.

Continuous story of a village
family planting trees, selling
crops, going to a wedding and
helping to repair the village
school. Pictures fill in for
limited vocatulary. Moves ¢nto
patriotic stories and poerns,
parables and Nasrettin Hoca.
Exempies of letters.

"Preachy," lots of "should be? Desires behavior modeled in the

Level of Difficulty.

Starts easy, becomes diffi-
cult quickly. Very little
repitition. Last pages quite
difficult duve to complex
sentences and small print.

Method.

Sentence method, but even
first pages have brezkdown
words, syllables and letters.

stories or taught through
parables.

Starts easy with much repi-
tion. Gradual increszse in
difficulty. Last pages still
have short sentences and

large print. Page 42 is about
the same level of difficulty
as page 18 in the other.

Seritence method.
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Introduction of new letters.

First pages use the stop The first 9 pagses usge con-
consonants B and K, the tinuants L,N,S,5,V,F;R, the
affricate §, the continuants vowelsE,I,L,U,ﬁ- The first
N,L, and S, the vowels A,E, stop K is introduced in medial
and i. Thereafter new leiters and final position, other

are lntrodqced rapidly and letters intrcduced in & con-
without drill. trolled manner and repeated.

Methematice component.
Scattered throughout the book. Gathered into ine section at
Teaches_add@tion, subtraction, the end of the book. Confined
multiplication, division, to addition, subtraction,
area, fractions,percentages, multiplication and division
weights, measures and money. 0f numbers under 100.

Simple story problems.
Strengbhs and weaknesses.
On the whole the.first primer has potentially useful infor-
maticnal material for the new reader but deoesn't lay enough
groundwork for reading ite. Some of the material could be
reworked into booklets or readers for learners who have

reached that level.

The secbnd book was a great improvement ofer the firs%t

and had a much better layout. It was less directly
"functional literacy” than the first but instead modeled
desirable behaviors such as family and community cooperation.
Though much repition is pedagogically desirable, the .
language wes typical primer language and it seems basically

40 be a child's primer with grownups taking the main roles

in the story.

Sample pages from the first primer are given on pages 69

and 70, pages from the second are on pages 71 and72.



k-a-b-a-k u-n e-l-e-
Bu bal. Baba bal ol.
Abla bu kabak. Anne kabak k.

Bu un. Bu e'ek.l Lalel unu ele.

— m C 7}
-_—0N C x

Page 4 of the first primer. It is preceeded one page which

teaches the words 'ana' and 'baba.' (MEB 1981a)



cocul( ¢o|<. -

Aile; anne, baba, ¢ocuklarla o|usur.
Su resimlere bak. =
Remzi, sizin kac cocuk var ?
Bes cocuk. Bes cocuk gok. -
Onlara bakmak ¢ok zor.

AHse, sizin ‘qu cocuk var ?

Bizim iki cocuk var. ki gocuk iyi.
‘Bence iki "qocuk ge’rcrli. -
Bakmak ve okutmak kolay olur.

1

Page 11 of the first primer. 3Between pages 4 and 11 are
two pages of numters, three of text and a worktcok page. (MEB 1«



4A3$e sU ver.

l Ayse ekmek ver.

- Alidl. -
Su al, ekmek al.

This page 18 pregeeded T
iiggeapggeghgfstext containing 6 sentences:. (MEB, 1981%.)
T

econd primer.



- _AHSe sabun nerede 7
o - Ali sabun surodo .‘
-AHse su ver, sabun ver.
- Su.vcr, sabun var. o

~ Sdbun var, e ini HII(O .

- Su var scbun var

Tem|z|||< HQPmOk ne SUZQ'

Page 13 of the second primer. (MEB 1981b.)
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Teachers in twe schools whom I interviewed indicated that
they 4id not like the first primer at all but were satis-
fied with the second. The directior of the Halk Fgitim
Merkezi t0ld me that the seccond book was produced because
of teacher dissatisfaction with the first. Not only stu-
dents but teachers, too, have to feel comfortable with any

book they are expected to use in teaching.

How does one determine student reaction? Do they know
enough about what could be in & book or newspaper to
decide if a primer is interesting or relevant? Most of
the women in the literacy classes that I.asked were
unable to express any opinion, -though it oan.be said that
my efforts to get an opinion on the primer hardly .

constituted a scientific survey.

The Teacher's Manual. The most interesting thing about

the teachers manual is that it has nothing whatscever to
do with the primers, which are not menticned even in pas-
sing.- Instead it is a guide to help the teacher develop
a functional literacy course. After presenting a list of
topics, the teacher is told to spend 10-15 minutes leading
a discussion and the rest of the 9C minute period except
for a ten mirute conclusion for teaching the sentences
derived from the discussion and simple math. He is also
t0ld on which days of the(45 day) course to make the tran-
sitions from sentence to word to syllable to letter. |
Pregcribed topics include the family {two days), a two

week unit on Atatirk and Turkey, and a unit on the press,



TV and radio at the end. Ceasiderable freedom was given
in selecting topics from agriculture, animel husbandry,
tourism and economics. Interestingly encugh, topics of
specific interest to women were not suggested, but presum-
ably couvld be included. Apparently the teacher is expec-
ted to know enough on these topics tp lead a discussion,

85 he is not told where he could find source materisls.

The primers and the manual would seem to be mutually
exclusive. Since the manual requires considerably more
teacher preparation andé creativity, the path of least
resistance would be to use the primer. This is what the
teachers I bﬁserved were doing, although they knew of the

manual and claimed they were following it.

A Well—written,‘attractive teacher's manual, closely
coordinated with othér teaching materials could be a valu-
able resource fof the teacher. Besides giving information
on the methd (in'non—fechnibal terms) and explaining the
approach and materials, the manual could help fthe teacher
understand the adult learner, discuss teaching strategies
and suggest creative ways to apply the material being
learned. The first two have already been discussed}

the last three will be taken up in the next chapter.



TEACHING ADULTS

As the title implies, this chapter is concerned with

two main ideas: adult learners snd teaching.

Adulit Learners

Squeezed into children's desks and knowing as little
about reading and writing as a first grader, they may
seem like children, but they aren't. They may not know
. how to read and write, but they bring with them a greatl
deal of experience. Obgnitively they are more devel-
oped: they know about spatial relationships, cause and
effect and can reascn logically within the limits of
their general knowledge. They know how to look at
somethingwénd remember it when they seé it again. They
knew much more than children. They know about plants

" and animels, weather and seasons. They know how sqciety
operates. They have learned to buy and sell and use
public transportation. Men often have some job skills
(perhaps farming related) and can fix =211 sorts of things.
Some play musical instruments or make things. Women
can cook and sew znd raise children. Many can do beau-

+iful needlework and some can copy complicated knitting

and crochet patterns.

Although as intelligent as anyone, adults have passed

the childhood and adolescent years in which learning is



easiest. Adults can learn, but it may cost them more
time and effort, and the teacher may need to repeat

patiently, and move at s slower pace than with children.

Middle age brings with it eye problems, ususlly far-
sightednessc If students don't have well-fitted glas-
ses, they may need materials which are large enocugh to
read. If reading is the only thing which requires near
vision, and glasses are not a priority on the family bud-
get, they may postpone getting glasses until they are
sure they will read well enough to need them. Blackboard
glare may also be a probtlem. Each student should be

allowed to sit where he can see the blackboard clearly.

Hearing may also be slowly deteriorating. The learner
may need to be able to‘seélthe teacher's mouth and the
teacher may need to speak louder. Mahy people who are
hard-of-hearing may be ashamed of their problem and simply
git quietly on the fringe of a discussicn which they can
only partially understand. People who have been able to
hear and have learned to speak can learn to read without
much problem (as opposed to congenitally deaf persons),
and reading may become a real companion and means of

communication in the lonelirness which results from hear-

ing loss.
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Writing may be difficult for some adults as it requires

a whole new set of fine muscle coordination. Adults who
are used %o doing fine jobs with their hands (e.g., needle-
work) may have 1lit+le or no trouble learning to manip-‘
ulate a pencil. Many adults have stiff and arthritic

hands from theltype of work they do and find it very

difficult to control a pencil.

Illiterates in Turkey tend to be villagers (still living
in villages as well as those who have migrated to the
big cities). Two thirds of them are women. This of
course‘has implicaticns for curriculum. It alsc says
something about the learners: since they come from
disadvantaged classés they mgy have been made to feel
ignorant and worthless and need to realize their own
worth as persons gnd to come to believe in their own

capacity to learn.

In 2 "school" situation they may be sensitive about
making mistakes on the blackboard where everyone can
sce them, and may wear out erasers trying fo make
their notebooks presentable. Public announcement of
grades can be devastating for thoge with low grades.
Becauge of this they need to be made aware of each

little it of progrese; they need "proof" that they

can learn.
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Teaching

Not everyone who stands in froﬂt of a class is, in the
truest sense of the word, a teacher. Getting siudents

to learn is an art, but it is an art which can be learned.
Thus we need to discuss an overall feaching strategy as

well as practical ideas for the classroom.

An Overall Strategy. It is said that if you aim &at

nothing you're sure %o hit it. Teaching goals are
-important; 1if they are vaguely defined there is no way
to measuré learner progress. "Literacy" is a vague
term;‘ We havé‘described the skilled reader and the
struggles ofithe beginnér} Somewhere in betwegn_there
is a point of adequacy where instructicn could stop.
Children are required to attend schocl for several years.
How many years is an adult likely to give his evenings
to learning? At present, 45 day, 90 hour courses which
can be repeated are being offered. One such course is
supposed to bring the learner to the point of literacy.
International experience over several decades indicates
that a minimum of twice that time would be necessary
for a minimum standard of literacy. (Gray 1956, Oxen-

‘hem 1975) How much can we teach in two semesters?

Gray (1956) lists six groups of reading activities,

arranged on the basis of comprehension skills involved.
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Since they represent reading needs in the real world,

they need to be represented in some way in the goals.

Group one: Sign reading. Signs such as "1Danger' 'stop!?
'go! for self protection. Reading bus signs, labels

on cans and packages and prices, reading addresses and
narmes on obuildings, and signs aﬁd notices in public
buildinge. . While most of the examples can be satisfied
with sight words, even this level of resding involves
purposeful reading often followed by practical decis-

" ione, such ss getting on the bus.

Group two: Gaining information and satisfying curiocsity.
Reading newspapers and leaflets to find ouﬁ wnat has
happened receﬁfly'or about proposed projects. Reading

schocl books for general infeormation. Information takes

on real value when the reader-interprets'the facts.

Group three: Reading notices and directions, such as
warnings of an epidemic of new village crdinances,
instructions for making things. The reader should

grasp what and how he is expected to do.

Group four: Solving problems. Reading to discover
ways of improving sanitary conditions, raising better
crops or feeding infants. Here he needs to read crit-

ically to decide if the information will apply to his situation.
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Group five: Thoughtful reading. Reading to decide
whether the decision made by a character in a story
was a good one, reading to decide whether to vote for
a proposed change in the town's water supply. This
involves seeing implications, grasping relationships,

choosging between alternatives and checking conclusions.

Group six: Reading for pleasure and inspiration. Read-
ing to enjoy rhythm, choice of words and beauty of expres-

sion. Reading religious material.

It is doubtful that 811 six types of reading could be
thoroughly taught in two courses, but a good start
could be made. Groups one and. two are reaspnable goéls.
Many items from the newspaper could be taught with
reading activity groups three, four and five in mind.
"ilirki"s and proverbs are simple, but can be read for

pleasure and beauty of language.

A tentative grouping of goals over twoe 90 hour courses

(two stages per course) is:

Stage one: Prices and bus signs.

Stage two: Signs and notices in public places such as
the hospital, labels on packages. Simple newspaper

headlines and newspaper format.
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Stage three: Newspaper headlines on all topics,
reading humen interest articles and familiar mater-
ial, (for women) reclpes and needlework magazines.
Stagé four: Less familiar material in the newspaper
(politics and international news), informaional

material on health, childecare or other desired topics.

Once goals for a bourse or é unit have been established,
clearly defined learning bbjectives should be estab-
lished. "Reads bus signs" is vague. Does this mean all
bus signs, cr only the ones in the learner's city, or
the ones on busses he is likely to use? Under what

- conditions will he read them? While the bus is parked
at the end of the line and the driver is dringing tea,
or at a busy bﬁs stop where five or six busses come in
at the same time, or at a less busy stop wherg the bus
stops only for half a minute to take on one or two
passengers? A well-stated objective léts the learner
know what he is supposed to learn and tells the teacher

what Lo teach and how to measure progress.

Learning objectives and content need to be related to
each other and sequenced in a way in which they build on
each other like éteps in a staircase. If they are prop-
erly sequencéd, no individual objective with its related
content will be too difficult and all the previcusly

reached objectives will contribute to reaching the next one.
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Since each objeétive with its related content provides
the foundation for the next, each objective should be
mastered before moving bn. Unmastered objectives make
future learning difficult; it is like building a house
on a poor foundaticn or trying to climb stairs where
half the steps are broken. Whether by formal testing
or informal evaluation, the teacher should keep records

on how each learner attains the objectives.

The concept of formative and summative evaluation is
useful at this point. Summative evaluation is used

to give grades, make decisions about'awarding diplomas
or rate students with reference to each other. Formative
testing is used to diagrnose the learner's progress and
give him feedback-about what he has learned and what

he gtill needs to learn. When a number of students

fail to master the seme item, it gives the fteacher feed-
back on what to reteach or to teach differently. In
non-technical'speech, formative testing is giving the
learner another chance to learn before a grade is
assigned. Formative testing may be carried out by
informal means as observing class performance or home-
work, or by an ordinary test. The difference is not

in the test itself but in the purpese.

Feedback to the learner about his progress can bve an

important part of the leairning progress and should be
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as specific as possible. The learner already knows
that he cannot read the words being taught in a lesson
80 the teacher need not point that out. If the teacher
can show him ‘that he is confusing two words because he
is looking at the wrong cue, the feedback should lead

to a correction of the problem.

Positive feedback about progress can bé very encour-
aging tec the learner and motivate him to further learn-
‘ing. A major adventage of carefully seguenced, clear
objecti#es is that the student can be encouraged by
congcrete accomplishment;on the way to an otherwise

amorphous goal of "literacy."

Practical ideas for the classroom. "Cloze" is8 a
technique fer judging the readability of a passage
by'deleting every nth (usually 5th) word and asging
the reader to fill in what he thinks the word should
be. Because it takes advantage of the natural redun=--
dancy of the language, it can alsc ke a useful struc-
tural tool. It may be difficult to delete every nth
word in Turkish and still have the passage make sense;
a "word" in an agglutinating language like Turkish is
cften the equivalent of a phrase in English. Still,
selective deletion helpsithe learner focus on an item

to be taught. 4n often encountered problem in reading
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is "word calling": +the reader can read the words but
not put them together to make a meaningful sentence.
Thus having to supply the last word forces him to "put
it together" in his mind. .In sentences where the words
bear an obvious semantic relationship to each other
endings can profitably be deleted. This can also be
used to point out the similarity of inflected and un-
inflected forms such as tokul', fokula' and fokulda'
which otherwise would have to be learned as separate
words. In learning to write, letters can be deleted.
Particuléfly the medial consonants of CVCCVC words

can be taught by this ftechnique. If the teacher has
~access to some Kind of duplicating'machine, word sheets
with missing.words or endings can be made for learners;’
lacking.this, such exercises can be written on the
board and doné'indepen&ently by the learner, thus free-

ing the teacher for individual or small group work.

Comprehension and eritical reading can be taught Dby
game-like routines where the teacher describes 2 place
and destination, shows & bus sign and asks if the
learner is going to get on. Oopsi it drove away alreadyl
In a shopping game, products can be shown at normal
prices, very expensive ones or unusually cheap ones and
the lesvner is asked if she is going to buy it. Or

flash cards can be manipulated to produce anomalous
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sentences such as 'The rice is rotten (glirik).' The lear-

ner should be able to respond by saying the rice gets

moldy but doesn't rot.

There are a number of small group techniques and games
other than the usual board word or independent reading
which can be used to break up the normal classroom
routine and give the teacher time for individual work,
Mcst of them involve matching of pairs of cards. They
can be made by the teacher or as a group project. If
the learners make them, the activity forces them to
write legibly so the others can read the materials
(cards). It is possible to make games to match words
to pictures, captions to pictures, words to-words, sub=-
jects to verbs, objects to verbs, missing words 1o sen-
tences or roots to endings. For small sets of cards
‘and learners working in palrs, the simplest games are
"Read the word and keep the card" or laying all cards

face up and arranging them into pairs.

Ooncentration; 01d M=zid, and Rummy involve larger sets
of cards (12 pairs or more). In Concentration the cards
are mixed and laid face down in roWs. During nis fturn,
each player turns two cards face up so everyone can see.
If he turns up a pair, he gets to keep them. If the

cards are not a pair, he turns them face down and the
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next player takes hig turn. The idea is to remember

which cards were face up so as to make pairs.

In Rummy, half the cards are dealt out to the players and
the other half is left face down in a pile. All play-
ers check their cards for pairs and lay them on the

table in front of them. When it is his turn each player
draws a card from the pile. If he can use it to make

a pair, he draws another card, If he cannot make a

pair, he lays it face up in a new pile. The next

player cén use the face up card if it will make a

pair, otherwise he draws a card from the face down

pile. The.first player to use 21l his cards in pairs

wins.

In 014 Maid one extra card, called the 'old maid!
beéause it doesn't have a nate, is added *to thé set.

A1l the cards are dealt out to the playvers, who make

as many palrs as they can with the cards they have.

Each draws a card from the person to his right. If he
can make a pair, he does so, otherwise he keeps the
card. The "old maid" will change hands several times,
but the person who has it says nothing in the 'hope that
the next person will draw it. The first person to make
pairs with all his cards wins, the person left with the

*s1d maid'after all the cards are drawn loses.
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In Word Lotto large cards with nine, sixteen or Z°

Squares are prepared and words in rardom order sre written
in the squares. A separate set o small cards with the
words are prepared and mixed. The learncr draws & card
and reads the word. The players search for the word

on the large card and put a marker on i*. The first
player to have a vertical, horizontal or diagonal row

of markers wins.

In Scrabble letters of the alphatet (5-6 of each) are
written on small sguares of hegvy cardboard, small tiles
or wood chips and put in a bag. Each player draws seven
letters and during his turn attempts to make a word out
of them and drews as many ietters as he used. At first
he keeps the words in front of him. He may also use
-his turn to put an ending on his ¢r anyone else's word,
but must use the words in a senterce. Later as players
become more proficient, words may be arranged in crosswerd
fashion so letters can be used acre than once, =nd num-
erical value can te added tc the letters for purypcses of
scorekeeping. At the beginning players mey help cach

other maxe words.

Some ¢of the games and activities Zescrited aﬁove have teen
and may still be used in Turkish primary_classrooms and
adult courses. Other ideas have teen used successiully
elsewhere (Gudschinsky 1965)., After testing they may

need some modification.



THE EXPERIENCE WITH TURKISH WOMEN

My first contact with the problem of illiteracy in

Turkey came during my time as a social worker/interpreter
in Germeny when I tried %o help some women learn +to read
in the very limited amount of time I had available.
Having been exposed mainly {to phonics methcds of teaching
I hit on the clever idea of teaching the learner's name
first and then using the letters in her name to make
other words. Unfortupaﬁely the first woman I tried to
teach was named Fatma-aﬁd there are not many words which
can be made from those letters! The experience was more
successfﬁl in arousing my interest in the problem than'

in teaching her to read.

L got off to =& befter start one day While weiting for

o bus near the Hisarusti "gecekondu" area of Istanbul and
a woman asked me if I had an extra bus ticxet. I asked
her if she could read, and a few days later I found my-
sel? in her living room trying to teach her and her
neighbors how to read. In the meantime these ladies have
become my friends, and I have learned as much from them
as they have from me. T have also had the ocpportunity

to observe literecy classes in two schools and interview

the students which has also provided invaluable information.
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Ciluassrcom Ouservations in the Schools

During the fall of 1981 I observed six different classes
in two schools once or twice a week over a period of six
weeks. Tiirkan §oray Ilkokulu in the Hisarlsti area of
Istanbul was chosen because I knew some of the women
attending the claesses. Harbiye Ilkokulu was chosen
because of its proximity to my home. It was not possible
to choose schools'through probability sampling, which
would provide. a scientific basis for =z claim that the
classes I observed were indeed typical of gll literacy
classes in Istanbul. I have no reason to thinxk that these
classes are not typicel, but have no way to demonstrate
that this is so. Thus the data from thege ocbgervations

must be regarded as annecdotal. ' .

The sentence method is officially prescribed for use in
the literacy campaign, although teaéhers in one school
nad been told by an official in the Halk Egitim Merkeszi,
"Jge whaotever mefhod you want as long as they learn to
read." All of the teachers except one felt that the
gentence method was best for use with chiidren, however
only one teacher felt it wes best for use with adults,
and even he modified it somewhat. Thus the four teachers
in the Turkean Joray t1kokulu used a variety of methods
and switched from one method to another as they felt 1t

wes needed. Of the two teachers in the Harbiye Ilkokulu,
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one used a :zymthetic phonices method and the other the

sentence me+hod,

Classes at the Turkan {oray Ilkokulu were divided roughly
according to ability and previous attendance at a course.
No formal test was used to assess ability, but the teachers
knew many of the women because they had attended a course
the previous spring. Although some of the women had
recelved a literacy certificate, none of the women were

in my opirnion independent readers, and the women them-
selves said they could not yet read without help and

wanted to learn to do so. OFf thelfour classes, one was
congidered advanced, two intermediate and one was composed

of abeolute beginners.

In the most advanced class, most of the ladies had alreasdy
received a literacy certificate but could not yet read
independently. Because they had already had a foundation
in reading, the teacher was using a syllatle type approach
not unlike Blcomfield's linguistic approach described
earlier. Taking the consonant he had decided to teach,

for instance 'Z!', he put it on the board in all possible

GV and VC combinations: az za 0z 20
: : ez zZe 0z 20
iz 7l uz zu
iz zi uz zu

The class read these in chorus in order and as he pointed
to diffevent ones. Those syllables which formed words

or Toots on their own were singled out and discussed
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(e.g. az, ez, iz, 0z), then other letters were added to
the beginning or end to produce other words such as: 'saz,
Kaz, gaz, Kez, ¢iz, diz, biz, siz, kiz, sdz, 0z, buz,
tuz,'! or 'uzim, okiz, kaza, zor,‘zar, zurna' etc. He
introduced only one ietter per day and shose "those which,
can be extended" (continuants) for earlier presentation.
He used about 15-20 minutes of classe time for such activ-
ities and the rest for reading out of a first grade
reader and dictating sentences to be written, usually
sounding out words so the learner could isclate the
letters they needed. He felt that this syllatle approach
was too ﬁard for use with real beginners but useful
after learners had mastered some words and sentenceé,
The women seemed to be benefitting from this tyre of

ingtruction.

In one of the intermediate classes where most of the

women seemed to have had some previous instruction, the
teacher wags spending most of the time snowing how to
divide the words into syllables using either hyphens
(A-i-le i-le o-kul e-le-le) or curved lines under the
words (59Q£9 &5359\359335). The sentences were taken
mostly from the first few pages of the primer. To empha-
size the vowels, she sometimes asked the class to supply
missing vowels in sentences like "V _ 11 ¢ig _ k ek."
Although the sentences used were rather dull, the principle
of dividing words intc syllables were sound. I have since

observed several wiien gpontaneously divide words into
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into syllables when they could not recognize it otherwise.
- The school director also suggested that sentences and
words be divided into syllables and the longest part of

instruction be spent on syllables.

The teacher of the beginning class had used & sentence
method during a previous course and was dissatisfied with
the results, feeling it was too slow a method for use

with adults. Thus she was now experimenting with a letter
(meaning phonics) method. Most of the women had had no
prior re§ding instructicn. During the first week the vowsls
were introduced through words which began with each vowel. -
After that instruction was mainly from the first few pages
of the first primer, supplemented with similar words an
sentenees, taught from a synthetic phonics approach. By
the end of the term some of the women could sound cut some
simple material but most could not. The teacher felt

that a beiter primer would have been helpful; it was very
diséouraging to both teacher and learners to be confined

to the same few pages.

The teacher of the lower class at Harbiye Ilkokulu also
used a phonics method. Although the second primer was
available and had been disiributed to the ssudents, he

preferred to use his own material written on the board.



93

To overcome the usual difficulty of pronouncing a reduced
vowel after stop consonants, he taught the women to pro-
nounce it before, so that /b/ sounded more like /1b/ than
/br/, and this really seemed to make g differénce in the
ease with which words could be sounded out. Classes had
been in session for about six weeks at the time I began
observing. None of the students had attended a literacy
course before, but gbout half of them could already sound
out simple sentences. By the end of the course most of
them could, although no one was yet really reading
independently.

Although the teacher claimed that none of the women knew
anything or had attended a literacy course vefore, the
women in the upper class at Harbiye Ilkokulu said they
had attended a course thé‘previous gpring but had refused
to accept a certificate lest they net be alleowed to
attend another course, gince they had not learned to read
by their own standard. All of them had known et least
the letters before attending this course. The teacher
had modified the sentence method by presenting sentences
28 words at the same time. About a weex later, after
about ten sentences had been learned, he went back and-
anzlysed the sentences into syllable and letters at the

szme time continuing to give new sentences. The second

primer was guite acceptable for his purposes.
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At the time I began observing, the women were reading
independently or in pairs. Those who wanted to work

on writing were taking dictation froﬁ a neighborhood
volunteer helper, while others learned to address en-
velopes or do simple arithmetic. Some of the women were
reading fairly fluently, and even the slow readers were
not experiencing any difficulty sounding out words.

Most of the instruction was on an individusl or small
group basis as all the women were capable of working
independently. The progress, even for a second semsster
class and.not a first as the teacher claimed, was im-

pressive.

All of the teacheré whose classes have been described
impresséd me a8 teing "good tééchers,” although this

is a very subjective measure. They were alert to stu-
dent difficulties, flexible in approach, conscicus of
what they were doing and dedicated to the job, for which
they had volunteered. They seemed to enjoy teaching the
women and seemed to have a good relationship with them.
The fact that some of the teachers were men did not

seem t0 bother the women.

Both classes at the Harbiye school were performing bet-
ter than the corresponding classes at the Turkay Soray
school. Since both schools were using both phonics

oriented as well as wholistic methods, it dces not seemn
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that the difference can be ascribed to method. The teach-
ers may have been btetter, but I have no way to measure
this. The most striking‘difference between the two
schools were age of the students and soclo-economic

status.

In the Harbiye school the women were, except for a

few teenaged girls, older and had grown children. The
children may have been encouraging and even helping
their mothers learn. DBecause the children were. grown,
‘the housework load was smaller and the women had more;
1eisuré time which could be used for reading. The
Wbmén in thé‘Tﬁrkan §oray school were somewhat younger.
Most had échool—aged'ahd smaller children who could not
help and encourage their mothers to read, aﬁd who do

create a lot of houseworX for their mothers.

The women in the Harbiye school seemed to be richer,
better dressed and more urbanized. Many wore no head-
scarf at all; others wore colored rayon ones. They

did nct have jobs cutside of the home. In contrast,

the women in the Turkan Joray school were of a village
background, although they had lived in Istanbul for ten
years or more. All of them wore headscarves, mostly
white cotton scarves with beaded edgings. Their clothes

were old work clcthes and many women wore pajamas under
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their skirts. Some of the women had cleaning jobs

and others knit stockings and sold them. The somewhat
lower economic class also points to a heavier work
load for the women and consequently less time for

reading.

Case Studies of Turkish Women Learrning to Read

The following case studies are the result mostly of
individual tutoring, usually on an irregular basis,

due to scheduling problems on both sides. At times

some of the women met ftogether in a small class, never
more than four persons. I worked with the first two
women described fairly regularly (usually once or twice
a week, sometimes more) over é period cf & year and

a half. The cother women were tutored for shorter per-
icds of time, somewhere betﬁeen a.few weeks and *wo

or three months. Sometimes I tried to teach, but mostly
I answered their questions, helped them read and watche .

what they were dcing, letting them control the session

Because the things I tried show my own development ir.

an understanding of reading, the case studies are
presented in chronological order. My original corieata-
tion to teaching reading was a strongly phonlcs-oriented
approach, which I sventually abandoned. For this rezson

T never tried a sentence method; by the time I would
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have wanted to try it, all of the women already Knew
something about reading and there was no time to start

Over with a new person. I did however experiment with

a word approach.

Teaching an actual class would have been an ideal way

to test some of the ideas gained through the tutoring.

For this reason an experimental class was arranged, but
only one woman who could already read almost independently

camey so instead of a class I had another case study.

Zeﬁra, age 50, Zehra is.convinced that she cannot learn,
yet wants to very much. She is burdened with domestic |
problems which prevent her from looking outside herself
and is more likely to spend an afternoon worrying than
doing somefhing which would distract her attention from
the current problem, like reading. ©She has poor vision
and 1t is hard to tell how much her glasses help her.

She alsgo has high blood pressure and frequent headaches
which affect both her vision and her ability to understand.
She is an extremely slow learner and may have a learning
disability, but she can learn, as evidenced by slow but
steady progress over a year end a half. At the beginning
she could not recognize any letters or any wordsy nor
could she copy even her own name. That is, she could

neither form any letter correctly due to extremely poor



motor control, nor could she preserve dequence of
letters in copying. It took her weeks of practice to

get the letter 's' the right way arcund.

At first I tried to teach her the sounds of the letters
and how to put them together, explaining carefully how
'a 'sessiz harf! (consonant) needs a 'sesli har:' (vowel)
to be pronounced. It prokably scunded like nonsense

to her as zll letters obviously have 'ses’ (sound). I
then tried a more 'linguistic'! approach with lists of
words having the same pattern("ak~ga-tak, bak-bal-bag-
bas, bal-bel-bil-bul", etec.). -Again she didn't seem
to comprehend or even be interested. Finally she
latched onto a story avout selling apples and buying

a field, out of the primer.  She tried to memorize it
and would 'read', pointing to the wrong words.‘ Even
with reference to its position on the page she could

not tell which was ‘kag' and which was l'elmz.!

Gradually over the winter she learned to distinguish
between words on the basis of the initial letters.

She algso memorized the letters on her own. As time went
on her writing began to resemble letters and she “egan

to copy words. In short sentences she sometimes inclu-
ded the spaces between words, and would count the letters

to see if she had left any out. Cccasionally she would
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find which letter had been left out and insert it in

(almost) the right place.

Her word regognition skills improved as we did word
lists in context: all of the bus stops on the way %o
Teksim (that lesson got everyone's attention), names of
banks, foods. She showed more effort to rely on letter
clues than random guesses (her number one strategy) or
remember a word by 'its position on the page. She never
did try to use word length or shape as a clue, even
when it was pointed out to her. We reached a turning
point when I gave her a set of cards with words on the
front and in the case of concrete nouns, pictures on the
back and arranged them to form simple sentences. She
does net seem.to use the pictures to identify WOrds,
and is beginning to recognize thém on the basls of two

letters.

Somewhere along the line she got hold of a "hece taklosu"
becausge others were using one, tried using it on her own
for awhile but finally gave it up, probably because iso=-

lated syllables didn't make much sense.

In spite of hey difficulties she demonstrates normal
linguistic abilites. When I lead her in reading syllable
by syllable, she can repeat almost simultanecusly and

can predict word endings like '=dit' or '-larinit', indi-
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cating tha+t she has got the meaning despite the somewhat
unnatural pronuncistion. When reading a fixed phrase I
got a8 far as 'har vur-' and she continued 'har VUrup
harmen savurdu.' On snother occcasion one of the others
read as far as 'Bir elin nesi' and she continued tvar,
iki elin sesi var,! and clapped. Perhaps working with

fixed phrases may help her.

When we decide on a word to write and I socund it out,
she can often tell me what comes next. Once when I
wrote 'recel' she spotted the error and corrected it to
'regel.' She wants very much- to write and writing secems

to ke helping her learn to read.

Although Zehrs is an unusually slow learner I have
described her in considerable detail because every bit
of progfess she has made has forced me to evaluate my
teaching strategies in the light of her learning stra-
tegies. Interestingly enough, she also retains her

Knowledge over longer periods of time when instruction

Cor

ed

is not possivle. The cues to which she has respen
best seem to be the letter cues, not in sounding out a

word but in bresking an already identified word down into

its compenent sounds.

Sanive, agze 40, is a very intelligent woman who simply

never had an opportunity to learn. After completing a
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literacy class she refused to accept a literacy certi-
ficate because she knew she couldn't read yet: she wants
to read fluently like the teacher does. In particular
she wanted to learn to '¢arp! the letters and to write
from @ictation. ("Qarpmak" is a word which many of the
women. use to mean put the letters together to form a
word.) Although she seemed to benefit from phonics
instruction she had little patience with meaningless
contexts such as a "hece tablosu" or lis*ts of words
veginning with 'ba'. For a while she was so occupied
with sounding out texts that she wasn't paying atten=-
tion to the meaning: T once caught her reading the
comprehension questions to a simple text in the primer
without realizing that they were questions she was sup-
posed to answery in spite of the space provided for the
answer. (Tnis is a classic example of what the liter-
ature refers to as 'word calling? or 'barking at print.?)
Thus I began asking her what she had read and having
her reread if she couldn't say. She soon caught on and

began asking for help when she Knew she wasn't getting

the meaning.

The letter 'g' gave her trouble in reading, but after
I explained it a few times and pointed it out in various

contexts, she caught on and even was able to explain it

to & classmate. She is now likely to read *gocuéu‘ as

'coguk-u* and readjust. I began pointing out endings and
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it paid off as she began to read them more fluently,
although it was easy to explain more than she was ready
to absorb at any given point. When a word is hyphenated
so the ending is on the next line, ghe often anticipates
the correct ending (especially if it is possessive or
accusative). This is strong evidence that she is proces-

sing for syntex and forming hypotheses as she reads.

She can now read a complex sentence with several clauses,

tell me what she has read in as many simple sertences |
and answer a detail Question avout a detail she méy have
left out. OShe is beginning to make judgments about what
she'reads: recently she read a headline about;a man who
was gelling his wilfe as & prostitute and commented "This
filth is getting to mei" (I replied, "Well, don't read

it then, read something else.")

She still reads slowly and dces not read silently. 3She
can read a headline upside down and is growing in her
ability to handle small print and different typefaces.
She seems to be developing a strategy of what tc resd

and can usvally select a human interest article without

outside help.

In writing she had trouble with tg! and 'y', almost

always omitting the vt (and the 'r') in'gidiyor.'!
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(This may reflect her dialect.) She alsc had trouble
‘getting both middle consonants in words with a CVCCVC
pattern. This was partially remedieq by giving her
words with missing letters to fill in. When she found

a children‘s took which had sentences with missing words,
she enjoyed fhe challepge ¢f filling in the blanks. Be-
cause she ig still slow in writing, she prefers for me

to dictate a sentence and take the responsibility for
remembering what it was until she has finished writing
it. She has recently written actual letters to her

brothers in Sivas.

Telli, age 45, is kept busy with her grown daughters!

troubles and this eventually caused her to drop out.
When I met her she did not know a single letter. My
first_step was to teach her her name and the names of

| hef daughters, then try to rearrange those lettsrs to
form words. (This did not work very wsll.) She seemed
to respond tc an intensive phonics approach better than
Zehra did and could supply an ‘a' when asked what 'ob_ k!
needs so it will be 'bak', She 1éarned most of the
letters by herself and soon announced that she could
read all the bank signs on the way to Taksim: "the one
with 'z! is Zirahat pankasi." She had trouble with the
letter 'k' because in her dialect she prounounces ‘hor!
and 'kor' as /hor/ and /xor/. She alsc has a hearing

problem: I have to look her straight in the eye and
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shout at the good esr. However when I pointed out the
difference between her dialect and standard Turkish

the difficulty disappeared. From thig I suspect that
dialect differences need not be a big hindrance %o
reading if the teacher is sensitive to “hem. Generslly
she respdnds to simple explanations and is confident
she could learn if there weren't so many other provlems

to desl with.

Mercan, age 45(7). When trying to write she had 1ittle

difficulty supplying a letter and wss often ahead of
Sanlye oﬁ a dictation exercise, but had grszat difficulty
in reading. Her concept of reading, as it is with many
;Women, is that she has to 'garp' the letters to get
words. EHer painfully sliow "b-len-a, ba, b-len-z ta,
bata" is & prime example of why :many educators would
prefer not to start with letters. By the tiﬁe ghe has
sounded her weay %o the end cof a sentence, she has no
idea of what she has read, and it bothers her that sie
is unable to get any meaning. I tried with moderate
success to get her to see the initial CV combination

of a word as a unit. It has helped some tc read slowly
with her pointing to syllables as we go. We worxed

some on seeing endings as wholes and sne seemed satisfied
that this was a useful exercise. She seldem anticipates

an ending which suggests that she is not processing for
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meaning, howaver one day surprised me by reading
'galigti' for fgabaliyordu' in the context of 'yuzmaZe __
Because of her difficulty in getting meaning 1 would have
liked to work more with her to see what teaching strat-
egles would be effective. This was not possible due to

severe chronic illrness in the family.

Several times Mercan brought children's books which we

read together. While it is true that the sentences are

D

shorter and the print is lsrger than in the newspaper,
such booés do nct seem ‘easier.' One of the stcries

was called "Iyimser Kurbaga" (The Optimistic Frog.)
The‘story, based on an old fable, was good. Two frogs

- fell into = éan of milk and couldn't get out. One gave
up hope and drownéd; the other siruggled urntil he had
churned the milk into butter and could sit on it until
he was rescued; However, ﬁearly half the story was
spent on unnecessary detail of how the frogs got in the
can of milk. (The frogs were having such fun playing

on the mossy shady bank and diving into the cool water
when some terribly naughty little boy caught them. Then
the boys saw & lagzy milkmen sleeping under a tree and
dumped the frogs into the milKcans. . .) By the time

we had waded through sll that detall, the women were
tired. A Turkish story-telling style (Bir varmiy, bir

yokmug, iki kurbaga site dligmug") topped off by a
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proverb would have been much more effective and could
have been followed by a discussion of how they handle

their difficult situstions.

Ayge (age 30) has a similar problem in sounding out

words. ©She too seems to have an endless supply of chil-
dren's books which she thinks will help her learn, but
though she patiently tries to sound out the text, she

ie unable to extract any meaning at all. When I give

her a human interest article from the newspaper, she

does much better. Once she read " ne <onusuyor" and com-
mented "zavalli gocuk" before going on to read "ne yuruycr.”
There was a pibture in the article, but not very neszsr

the captioﬁ she Waé reading. When reading about a woerld
which she understénds, it would seem that Ayge is con-
structing meaning first and then extracting inforﬁation

'from the text.

Sthevla (age 35) could already read almost independently

when I started working with her so we started reading the
newspaper together. OShe can handle articles atout people
fairly easily, but a headline like "Reagan Andropv'a el
uzatti" required a lot of background knowledge before she
could understand it. The reverse situstion cccurred the
day I brought ner a "Tirki" text which I could not under-
stand and she commented "Ah, ne guzelmig" after every

line and told me what i1t was about. Together we have
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been readinz a children's novel dealing with themes of
poverty, trying to get an "orta okul" education and a
girl who is very clever, strong-willed ard rude to her
elders. Although it is a long story (80 pages) Suheyla
is reading through it at a steady pace and really en-

joying the langusge and situations in it.

Hatice (age 36) has similar sounding-cut problems to

Mercan and Ayge but is better at catching the meaning.

We started with small flashcards with bus names and food
items which she learned gquickly, commenting that it was
easier to learn whoié words *than try to sound them out

" each time. We worked at silent reading playing games
‘with the cards like "Will you get on this bus?"cr "what's
wrong with this?g (Piring gﬁrﬁk. £50 kilo maydanoz.”j
or "give me the cards of the foods which go with this
word" ('proteinli! and 'vitaminli'). We work occasionally
with a hece tablosu at her request. Réading newspaper
headlines is hard for her and often I nave to Zell her
what the word is. At the same time her miscues reveal
real comprehension and linguistic processing. Following

are samples of her miscues.

Actual Text Miscue. Comment
_Songﬁl. bu ucurumdan iki neone, bepausg we had dis-
kez dugtu (1&rge headline) cussed the picture.

. . .Kelebek yakalamak kelebek yakalarken

islerKen



eseyuvarlanan kigz
-« -gegen yil diigmig
...klr11m1§t1

ar e

kuguk afacan kKiza
Tanrikorudu

.+ okelebek kovalar-ken
(hyphenated at end of
line

yuvarla-nan Kig
(hyphenated)

Yagmur Sevinci
Dualsrdan sonrs
beklenen

yagiglar

bagled:

ok glikur (Under a

plcture of an old man
in a green field.)

« o eyuvarlandi
...dﬁ;tﬁ
eseK1rilda

stumbled on ‘'gfacan?
left T1t off of 'kKigaf

read 'den' before moving
eyes to the next line

yuvarlandi, read before
moving eyss to the next
line.

sevinecek

dualar sonra
veklediZimiz

yagmur

read the 'di' ending very
quickly

?ok surdu

Saniye also makes such miscues. DBetween Saniye and

Hatice it is interesting to notice that many miscues
are syntactically and semantically appreopriate. End-
ings may be substituted but only endings appropriate to
the part of speech are used. Yuvarlanan is read as
'yuvarlandi! but not as 'yuvarlak'. ‘'Yagislar' is
read as 'yaZmur' but not 'ysgdit. 'Kovarlar-ken' is

read properly and not as 'Kovalarda.' Miscues such as

o
J1

tyvakalarken! for 'yakalamak isterken' or 'bexledigimiz!'

+

48]
O

}_;

for tbeklenen'! indicate that the reader is exp ing a
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subordinate clause. The reverse miscue, 'yuvarlandi’
for 'yuvarlanan' indicetes that she was not expecting
& subordinate c¢lause. In her mind tﬁe idea was already
complete, and perhaps give a hint as to how subordinate
clauses are processed; Saniye also seems to be doing
this when she reports the content of a complex sentence

in simple gentences.

Disgusaign QI Che Casﬁ SIW‘djgs

As mentioned before, I started with a phonics orienta-

tion and moved gradually towards a more wholistic

approach. Synthetic phonics, soundiﬁg out words, simply
did not seem to work. No matter how I explained it, 'bi-a,
ta, bi-a,ba baﬁa;‘ did not make sense, and I really tried
many ways to explain it. Waé ny imperfect Turkish g
barrier %o explaining and being understced? I do not Know,
Since the women seem to understand almest everything else

‘T szid, I suspect that the concept itself was %oo difficult.

4 "linguistic" approach or the use of a "hece tablosu"
seems to be of value only when the women are reading encugh
to get some meaning, and understand that learning parts

of words (rocts, endings, syllables) will increase their
reading speed and therefore comprehensicn. As an initial
technique it is almost useless. The syllavles and word

1igts are boring and the women respond polifely but not

. N .
with enthusiasm and understanding.
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On the other hand, the sentences typically used in the
sentence methed are not very interesting, and I have 1little
reason to believe‘that the women I tutored or the women
in the classes I obsetved found "Ali, gel," or "Babza bak."
to be meaningful or interesting. For women with concen-
tration problems such as Zehra, a sentence may be too long
a unit to focus on. Perhaps the sentence metnod doesn't
tell the learner which details to attend to. ZLength of
such a short sentence dces not seem to be a facior, since
'Ali, gel.! is shorter than some single words such as

'portaxkal.!

The technique to which the women responded most favoratly
was the use oI smail cards with weras writien on them. A
major reéson was content. Most of the women I interviewed
in the literacy classes indicatea that a majior reacing
need was bus signs and prices. Atakan (1932) documented
the same need. Thus the first woerds on the cards were
place names used on bus signs. Next came the names of
foods, prices, weights and adjectives which can be used
with the foods such as "pahali" "ucuz" "guszel" "gurix"
hyitaminli" "proteinli" (however the meaning has to be
taught) and the werd "degil." Such words find immediate
application in daily life and satisfy immediate raading
needs. At the same time they provide a broad base for
breakdown into syllable or letter (necessary %o distin-
guish ”?ortakal,") and for vuildup into sentences. Since

they are written on cards they can te marnipulated in e
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number of ways: memory drills, sentences and situational

games.

After the very beginning stagés the mainstay of reading
instruction turned out to be the newsvaper. Although it
. would seem tec be too difficult, there is almost always

a simple headline which beginners can manage cr a story
which can be rewritten. This really helps, to build
confidence, which many learners need bvadly, and arcuses
the desire to learn still more. The women demonstrated
visibly more interest and attention with the "live"

material described in these paragraphs.

Meading with" can sometimes be a helpful technigue
although some women préfér to struggle with reading
independently. By."reading with" I mean reading head-
lines or some other text slowly out loud, pcinting to
the syllables and encouraging the learnsr to follow. I3
is not unlike choral reading in a class. omen can also
be encouraged to workK in pairs as a classroom management

technique when the teacher needs to give individual or

smgll group instructlion.

The gquestion oflwhether inflected and uninflected forms
of a word {'okul' vs. tokula') need to be taught separately
geeme to be a superflous question. In actual practice,
if the women stumbled in reading, they stumbled on the

first part of the word. Once the main word was identified
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the endings 417 not seem to present a preblem. Endings
were scmetimes sounded out with the wrong vowels, but
in those cases the reader went back to put the whole
word tegether with the proper vowel harmony, &also cor-
recting t/d and k/g alterationé. Misread dative and
‘accusative endings were adjusted wren the reader came *o
the verb., ' Dative, accusative and past “ense endings seem
to be read or predicted without any effort at all, becauss
they are a very redundant part of the language. OCccasion-

ally it seemed helpful to draw attention to endings.

Writing seemed important to the women and they worked‘
hard at it. 1 generally let them decide how to divide

the time between reading and writing and fthey seemsd to
find a §ood balance. Writing for them de¢es not mean
copying words cver and over in a notebook as is done in
first grade; once or twice seemed to be the upper limit
for any item. After they had copied something they wanted
me to dictate it and sound it out so they could write from
memory or figure out what letter came next, thus writing
greatly reinforced the reading process. Most wanted to

write letters to relatives.

Although they did not respond well to a phoniics oriented
approach, an almost yniversal remar& about reading was,

"I know the letters but I can't put them together."
("earpamiyorun"), thus indiceting their belief that reading

nae something to do with letters and "putting thei foge“her.:!
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Wot to teach the letters could violate their expectations:
Writing, the way they want 4o write, from the very begin-
ning isla good way to teach the letters without violating

the principle of reading for meaning.

The women all knew that reading involves meanirng and
snowed Signs of frustration when they couldn't ge® the
meaning. All of them made the kind of miscues whkich in-

dicated that they were processing for meaning.

How valuzble are case studies? Not much can be "proved"
by case étudies. On the other hand, controlled experi-
ments are not very generalizable due to the artificial
gituation. Naturalistic inguiry methecds such as used

here sometimes have higher generalizability. (Xline,
1980) My sample of women may not have been scientifically
selected, but neither was Goodman's, who simply anslysed
those miscues which were available to him. If the data

is not conclusive, it at least givés us some insight

into how TurkKish women may learn.
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We started with a discuzzlon of what eXperienced realers
and sometimes even begividers are doing when they read.
While this gives us some idea of what & non-reader has

to learn when he learns to read, it doesn't really tell

us how he learns. Thus we discussed the sirengths and
weaknesses of various methods and came to a tentative
conclusion that voth the wholes and the parts, the code
and the message need to be taught, and that teaching
writing could be part of that process. While methodology
is important, the approach {primer vs. languasse exper-
ience or functional literacy) and the actual content of
the reading material also influencé learning outcomes.

A section on adults and teaching was included, not because
_if involved any original thought (it doesnkt) but becszuse
ﬁany teachérs in Turkey have not had the Kind of educa-
tionallpsychology course where this Kind of information

is normally taught, and consequently may not te taking

it into account. OCur main concern in this paper is teaching
a specific group of people to read: Turish adults.

Since my own experience is limited to women, we watched
what women do when they read and how they seem to learn,
and how they seem to respond to various methods of
teaching. In this chapter I would like to further arti-
culate partial conclusions from the last chapter in three
areaé: Method, Approach and Content, and attempt to apply

them in a course designed for the women I workKed with:

"gece Kondu'" women.
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Method. My tentr ive conclusion based on the relatively
good response toc place names and food names written on
cards is that words are a good place to start, or at lesast
these words are a good place to start. OZuzkan (personal
communication) suggests that word method in general com-
bines the weskness of both a phonics method and a sentence
method: words in isolation (especially inflected ones)
lose some of their meaning which could be derived from
the sentence and as wholes are too smsll. On the other
hand, words are too large to serve as parts. However it
could also be said that a word method, if the words are
well chosen, could combine the strengths of phonics and
sentence methods: while a senience is teoo large a unit
to break down into component souﬁds, a word is not and
therefore is a convenient unit for demonstrating sound
gymbol correspondences. And, while letters as units are
too smailA{b convey meaning, words are not. Some well
checsen words carry as much meaning as some sentences, and
a well chosen set of words can be combined to mzke sen-
tences as soon as they are presented. Fresenting words

rather than sentences on flashcards fascilitates activities

with thocse words.

In actual practice there need not be much difference
between a word and sentence method: words are alxost
alwaye .used immediately in sentences. The first sen-
tences are seldom more than three worde, and can be

broken down immediately into words even if this 1is
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not always dene. A sentence method has = gdistirct sdvan-
tage in an agglutinating language like Turkish beceuse
it can use inflected words which could be presented in
isolation. One other practical advantage of the sentence
method in Turkey is that it is endorsed by the Milli
Egitim BakanliZi; teachers are already trained to use it

and therefore feel comfortable with it.

However, I do not see any basis for a strict division of
senterces, words, syllabtles and letters. Learners will
vary as to when they can handle the various levels. Words
most certainly could ke identified as soon &s the senterce
is presented rather than waiting until the 10th day of
instruction as suggéstea in the teacher's manual. TFor

the type of content which I will suggest, the concepi of
sentence could be revised to include single wordis which
have sentence value, such as place names. JTmzecdiately
identifying uninflected words within sentences also cpens
the way for the use of flashcards, which I consider to

be g useful asnd flexible teaching tool, much more flex=

ible than writing on the chalkboard.

When can syllabies and letters be introduced? Since

many illiterates know that reading has to do with the
alphabet and even have leafned the alphabet, some letters,
for instance initial letters of words or other letters

in words which have the same initial letter could be

pointed out relatively early, perhaps after severzl words
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have been introduced. Writing exercises are also a good
place to demonstrate the use of letiers. My impression
from my observation of Turkish women is that in a learning
situation they use the information which they éan under-
stand and politely ignore the rest‘until they are ready
to understand it. Thus it would be possible %o present
the letters without any pressure to use them until the
learners pick up on the clues and start using them. If
the emphasis is on words and sentences btut at the same
time mentions letters, the learner has a breoad btase of
cues to work from while gradually being pointed %to thoss
cues which will help him identify words he has never seen

before.

At the same time learners should be taught to use context
clues (pictures, previous tex%t, or kind of sign). Compre-
hension and critical reading should be taught by exercisss

which require more than simple reporting of the text.

Approach. An examination of the materials already pre-
pared for the literacy campaign reveals that the goals

of the campaign are more than just reading sKills: both
primers but especially the first ( which turned out to

be too difficult) presented content material on health,
nutrition, need for family planning, community or economic
cooperation and good citizensnip. The teacher's manual,

although not coordinated with the primers, was concerned
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with the kind of functional literacy which encourages
the learner to think and discuss and use his literacy
skills to obtain information which couid help him improve
his living circumstances. Thus there already exists a
real concern for the functional aspect of literacy, and
presunably this woulq be reflected in any materials pre-

pared for any approach.

The real point of tension is between prepared seguence
and graded materials and those which spontaneously arise
ousg of.the learning experience. Primer type materials,
a8 we have seen, tend to use structure which is too short
and ftoo simple to be natural langunage and locse on pre-
dictability, redundancy, and interest what they gain on

- simplicity. A non-reader, on the other hand, cannot be
expected to know what is simple and easy %o read and
wfife or which forms of which words can best be used in
new combinations. Vocabulary quickly gets out of control,
with the result that individual items are not learned
well enough. In a controlled approach, what happens when
the materials really do not appeal to the learner for
some reason? In‘a language experience approach, what
happens when a teacher doesn't know how to lead the class
in interesting discussions, 0T & clags of women turng outg

o be very passive and expects the teacher to be an

authority figure?

Elements of both a primer =:I a language experience approach
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clearly need to be incorporated into a literacy programe.
The teacher's manual needs to be coordinated to the stu-
dent material, containing both suggestions as to how to
use¢ the prepared material and adapt it to. student need
and interest as well as how to lead students +to develop
their own interests. In addition, some type of teacher

)
training may be necessary.

Content/Materials. Learner's actual interests and what

some education authority thinks they should be interested
in are sometimes, but not necessarily the same thing. At
the presen% time.one primer is considered to be enough to
meet the variéd interests of men and women in urban and
rural areas. Given the large number of illiterates in
Turkey it would seem economically feasidle to develop
separate materials for urban women, urban men, rural women
and rural men, and perhaps for different occupations espec-
iglly in agriculture. While no scientifically, based
survey has been done, both Atakan (1982) and I have found
that many urban women mention bus signs and prices as
immediate reading needs, and that after these needs have
been satisfied, there seems to be a desire ¢ read the
newspaper. Thus materials based on these reading needs
could be attractive to women at least in Tstanbul. There

still remains a need for some kind of need assessment for

this and other target groups.

A primcr is not the only possitle format for reading
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materials. Flashcards in larger format for class use and
in smgller formaﬁ for individual use are much more flex-
ible then primer pages for teaching prices and bus signs
and can be manipulated in a number of ways. Fosters pre-
pared by the municipality or other goverrmental agencies
should regularly be supplied to literacy classes. A
folder or lcoseleaf notebook formet may provide greater
flexibility for the teacher in selecting materials which
are relevant to the class such as longer signs ancd notices,
proverbs, poens and "turkis" etc. A primer format beccmes
more useful as lenger comnected stories are presented,
however prices, commodities and actuzl signs as found at
the grocery could be included in a primer {at the risk
of being out-of-date by the time the primer is printed,

‘Gue to inflation).

An importaﬁt principle is the selection of "live" reading
material. Actual texts that the women will read in the
environment is by its very nature more attractive than
specially prepared material because of the cormuncative
nature. Bven the newspaper did not seem "too hard" for
beginning readers, because the material itself was interestin,

and attractive and gave the women the feel that they were

"really" reading.



A Sapple Literacy Program

Target Group: Illiterate Women in "gece kondu" aresas

of Istanbul

Content and Learning Objectives: While learning objectives
determine the content of a course, there is alsc a sense in
which they grow out of the course content. Objectives and
content need to be interrelated and sequenced. Therefore
objectives and content are given together. The course is
divided into four learning modules. General objectives and
content are given for each module. A detailed plan for

Module T ig in the'appendix.

Module I: Bus Signs and Priceé

Objectives: The student will be able to:
-read a bus sign and decide whether to get on the bus.
—read‘a price and decide whether to buy the product.

-write her name from memory.

Content:
Student!s cwn name and the names of immediate famlly
memters
bus signs
prices

signe at the grocery (as a transition to Module I1)

writing: make a shopping list, practice in all the
actocve
math: numbers under 1000 which could be actual prices,
weights or bus route numbers
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Module II: Signs, Posters and Pacxages, Introduction to Newspz
Objectives: The student will be able to:
-find a place in the hospital or a shop by reading sizrs
| -buy a product oy reading the label -
-identify important parts of the newspaper without help
-read a simple headline with help
-write a shopping list
Content:
8igns in the hespital
signg at the grocery
posters
signs in public places
invormaticn on packages
newspaper format
-easy headlines
easy ﬁ:overbs
captions in needlework magazines
writing: student's own address, practice in all the
meth: read all numbers under 10CC seove
read some prices over 1000

simple addition under 1000

Module III: The Newspaper (1)
Ovjectives: The student will be able to:

-read headlines to decide whether *c read the article
-locate an article dealing with a specific toplc
-7esd o humen interest article with help

-write her address
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-write a short note
-use addition to decide how she will spernd TL 1000
Content:
human interest articles in the riewspaper
news iltems which have been reported on TV
Foto Romans
recipies
needlework magazines
proverbs and turkus
writing a note
math: addition with carrying
subtraction
read fractions and percentages

numbers over 1CC0, examples from family budget

Module IV: The Newspaper (2)
Cbjectives: The student will be able to:

-read an easy newspaper grticle independently and
report on it

~read a more difficult article with zelp
-write a short letter
-fi11 in a form for the "muhtar"

-assess the family income and expensss to decide if a
desired item can bte purchas=d this mornin

Content:

International, political and economic news

nawg about new laws

material on health, child care, femily planning, etc.

any other material of interest to students
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short stories and folktales
writing: a letter to relatives
a form for the "muhtar®
math: easy multiplication
easy division (?)

planning the family budget, buying on time

It will be noticed that the content of each module is sonme-
what more advanced than the objective, and that objectives
for that more difficult material are given in the following
module. This has been done deliberately (1) to give the
student more time to master the objective, (2) to provide

- continuity between the modules arnd (3) to motivate the
student th continue o the next module by demonstrating

how interesting and u8eful the next step is.

.Methéd: Module I will present the content on & sight memory
basis but point out sound-symbol correspondences.

Module II will continue to present items on a mercry basis
but lay increased emphasis on syllatle and letter.

Modules IIT and IV will continue the emphasis on sound-
symbol correspondences and comprehension with increasing

gifficult reading materials.

Meteriales: An attractive, well written fescher's
which explains the objectives, content and method, and

=T

specifiec techniques and strategies for implexerntin

=
|-‘J
m
"
3
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program, and guidelines for selecting and agsgessing the

difficulty of material.

Modules T and TI: flashcards, charts, posters, actual bus
signs and sigﬁs from the grocery or mar<et, copies
of other signs. Possible a primer with repcoductions
0f these items.
Modules III gnd IV: Newspapefs, magazines, brochures.
A primer with proverbs, riddles, poems, turxis,
folk tales and short stories.
A primer with informational material on health,

child care, nutriftipn, family planning, etc.

Pretest: " Students will be given a pretest of reading
knowledge, the results will be used to place the student

in an appropriaﬁe learning module; and to encocurage students
asg needed by demonstrating at any given point how much

more they know now than when they started.

Feedback/Certification: Students will be given feedback
as they attain detailed objectives (contained in the
detailed plan for each module), and special recognition
as they pass from one module to the next. They will be
considered candidates for a Literacy Certificate when the

first two general objectives of Module IV are attzined.

nt frame-

43 ]
[11]

Administration: The program will use the pre

work of 45 day, 90 hour courses, held in Prirary schoocls
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and taught by pPrimary schocl teachers. The material to
ve covered will take two, or possible three courses, and
may need adjustment to fit course dates. Teachers will
participate in a training worzship (two full Saturdays in
the month before the course is opened). If this is not
practical, they will at least be provided wilth an athrac-

tive, well written manual.

Evaluation: This proposed course is based on a theorstical

ani

(D

foundation supplemented by some practical experienc
observation. Because it hes not been tested, it would

o

seem necessary to set up a pilct pregram and gather fesd-

~-

bgeck from student perserverance and pericrmerncs ra-es
classroom observation, and interviews witn tezchers and

gtudents.



Learning Objective

1) Read, incontext, on a
memorized basis,
and names of Yoods.

(a) Differentiate two
Known s8igns.

(L) Search for a speci-
fie Knowrn sign among
geveral Known or uninown
ones.

(¢) Simultaneously
search for two different
signs.

(a)0On the routing sign

of a bus, determine which
route a bus leaving the
end station will take.

2) Recognize those numbers

under 1000 which could be
actual prices, weights or
bus route numbers.

bus sigpns

Rationale

Learner may use any cues

for recosmilbion. "Conboxt!
means thich place name-s
will Appear orn Lbus SL#ns
and Iood names on gsi.ons

at the grocery or marsct

Coan use silent reading
and any salient cuc.

Simulates the situation
at 2 bus stop or in the
mariet. Student Knows
what she is lookKing for
and checks each alterna-
tive on a yes, no basis.
In real 1liile she will

encounter new words while

looking for a Known one,
so this is a gocod place
to introduce previously
unlearned words. Develops
scanning ability. 1t is
not necessary to read
every word, just the
target word.

A necessary real life
situation. Many bus routes
are circular with busses
running both ways.

The principle of how num>:
are written will be taught
in Module IT. Numbers end-
with ones are not used in
prices and needed only for
relevant buga ronteg.

Teaching Technique

Introduce words Irom lists in

groups o two or threo using
11ushcards. Ask studernts Lo
idertity curds Or #ive yes/no

S

answers when asided,"ils this

Fresent two flashcards and asky
"Which one is (§i§1i)?"

Present flashcards serially or
several at a time and say, "You

are in Osmanbey and want to go
home. Tell me when your bus comes."

On a routing sign, point out
where the crucial word will be
and ask if they want to get on
that bus.

Use flash cards for drill, pair
with names of foods to make prices
Introduce the words *Kilo‘', ‘gram!
and 'lira.! Longer units like

500 gram peynir 450 lira" possible.



128

%) Yorm judgements
ahout what is read-
whother toe et on the
bus or buy the product.

4) Begin to recognize

words on the basisg of

gsound-~symbol cormspon-
dances.

(a) Differentiate words
onr the basis of the
initial letter.

(b)Differentiate on the
hagsis of other letters.

(¢) Start to recognize
gyllables.

Tescheg critical ro
art omeies 8ilont oo
porgivle. Studoent s
more-y by gettityn on
right bus.

-

Value Jjudgments: price of

food vs. desire to

Forces attention to
detail and cemprehe

Teaches that something is

ad ing
Pl prode bermined de
nves

e possible number

FPrices:

Russes: Using flashcards and

stinations, have

shuacttt get there uging: the least

of "tickets. "

Always asking for price

Judiroaments progent

products in scason at normal,

have it.

high and low prices.
products out of secason at high
prices (eg. tomalocs in Feb.

orargres in June or strawberries

in October.

both
N310T.

not necessarily right
because it is written.

Student needs tools %o iden-

ti1ly words as many

of the

words will startwith the
same letter or have the
same length and shape.
Sounding out totally new

words is left for

(a,b,c) These are begin-

ning steps toweard

Module IT.

gsound- - initial letter:

symbol correspondance, intro-
-dueed gradually and at first
a8 a suggestion, not insis- (b} Compare words with the same ini-

ting in their use.

dent responds she will be

-Ag stu-~ letter such as
and ‘portakal.’

Ask what is wrong with combinations
Like "50 gr. patates"™ "5 Kilo
maydanoz" or "peynir 10 lira."

(a) Compare words on the basis of
'patates've 'domates.!

'patates? 'patlicant
Point out letter

encouraged to use them more,values, intoning the sound being
emphasized, especially when writing.

(¢) Point out recurring syllables,
demonstrate how words are divided.
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(1) Soarch o lisht for a
previously walearned
target word.

5) Read short sentences
such as {found at the
ZIOCeTY .

6) Writing.
(a) Become accustomed
to writing.

(b) Copy material to

be learned.

(¢) Write learned words
from memory.

Student may want to go to

GO LepCey o wordl ol yet
ornn the last.l1 she can
anticipnte the appropriate

1riters, she may be able
to tind the bus.

Lxpansion of vocabulary,
compriehension, emphasis

OX1 VI, Oopportunliby

Tor making judyments and
discusslorn on nutrition.
Real texts should be used
as much as posgsible. This
objective is the transition
to Module T1.

Motor control. Many women
can copy already, others
cannot.

FPacilitates giving of home-
work. Necessary to learn
words and pay attention ho
letters. Ideal place to
emphasige letter sounds.

Teaches communicative
agspect of writing: a shop-
ping list or a needed bus
‘route for an illiterate
neighbor to show when she
has to change busses,
Upportunity to show off
new gskills.

(4} Have the student think about
what letters might be in the
tarpet word.  show the word and
asi 1y this could be it. Mix
tareret word in with other Known

words, then with other unknown words

Match subject and predicate cards
to make scntences.  Use actual
sirns r'rom the grocery. Group
cards wunder headings {proteinli,
vitoaminli, §i§mnnlat1r,zay1f1at1r,
pahall, ucui, ete.) Make anamo-
lous sentences like 'piring guruk!
Tor judgment.

How to hold pencil and paper,
left to right, top to bottom
order, letter formation.

Formation of letters, use of
capital and small letters,
spaces, periods, etc.

Have students write words from
dictation, intoning letters if
thig is helpful.

Discuss with students what to
‘write in a given situation.
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7) Develop a desire Motivation is a very

for further learning and a important Tactor in

belief in her ability learning and continuing

to learn. to learn. Many women
believe they are "dumb"
and need proof that they
aren't.

Objectives have been designed

to produce ugcful sKills with
immediate application in shop-
ping and transportation. This
alone should encourage students.

Teacher ghould take every oppor-
tunity to give students positive
feedback. Hather than give noga-
tive feedback, the teacher should
try to diagnose the studentis
difficulty and reteach.

A student should never be embar-
ressed publically.

Teacheyr should emphasize that
students are not lacking in intel=-
ligence but only in opportunity,
and point out ways in which they
already are using their intelli-
gence.
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Content of Module I

Objective 1 (ot all words need be used: students should
help choose the most useful ones.)

Place names on bus signs: (Examples given are for Hisariisti.)

(1) Busses which_go tg student's neighborhood.
R. Hisarustu, Bogazigi Univ.

~(2) Main destinatjop/routing pointa.

Teksim, Eminonu, Begiktag, §igli, Magxa, Bayazit

(%) Busses which could be confused with a_desired one.
434 Balmuncu (confusable with 43B Bogazigi Univ.)

(4) Other places wh ]
OkMeydani, Kagithane, Gultepe, etc.

here student may want to go.

(5) Busses which can be taken part way home ingtead
of waiting.
Ugak Savar, Narin Sitesi, Etiler

Food and other items from the grocery and market.

Vegetables

papates
sogan
patlican
biver
domates
fasulye
bezelye
salatlik
marul
maydanoz

SEices

Kirmizi biber
Kara biber
kKimyon

nans

kekik

eta.

Fruite . Staples
portakal un
limon eker
greyfrut uz
geftali piring
ilek bulgur
aylsi maxarnse
armut Kuru fasulye
Karpuz barbunya
Kavun mercimedk
E?iﬁz zeyt;n -
visne geyiin yagl
| Sara yagi
eKmed
regel

Meat and Dalry

et
K1yma

guls
kug gagl
daga
sigir
Kazu
talik

st

yogart
reynlr

teyaz peyrir
dagzr
yumirva

This kKind of list can be
extended to irclide scears and
cleaning productis, housshold

and clothing items,
it can get very long,

ete. Since
it will be

necessary to plc£ and chooss.
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Cbiective 2 TWumbers

(1) which could be prices.

10, 11, 12, 13, 14, 15 (for eggs)

5, 10, 15, 20, 25, 30+ ..ssss 55

1C0, 120 150, etc.

200 ete, (dependlng on product)
(2) which could be weights

1, 2, 2-1/2, 3, 4, 5 (for kKilos)
100, 125, 200, 250, 500 (for grams)

(3} bus route numbers

43, 43B, 53, Cl, C2, etc.
Words used with numbers.

kKilo, Kg., kilosu

gram, gr.
lira, TL, liraya

Objective 5 Short sentences.
(1) for transportation.

Garaj'a gider
Taksim'e Kadar
Begiktag'a etce.
S orle Konusmayln.
lgara lgllmez
ArZaya d0gru ilerlemesi rica olunur

(2) signs in the grocery or the marxet.

ezik yok Bursa geftalisy
halis zeytin yag1 Erezli‘cilek
biyik ucuzluk A”aﬂj elmes:
1uLs kalite Goldern elnms
dutle geytin Was ington, fag,
igci Kirmizi yumurta a 11 arab satiin
Kgy yumrtasi ftalin geld!
taze yufda bulunur &anll simidi u

seg iftar sofrariv

nTmayln
igin

(3) words which could be useful in discussion ani meXing

sentences.

pestorize guzel var vita
es<i {kagar) ucuz yoi prot
bal gibvil pahzll degll ;i;:
mis gibl taze E“a 725
Koduln guru& 3

ezic  gelas
eﬁgi bulurar

,,, =N S
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