GUESSING VOCABULARY FROM CONTEXT

IN READING TEXTS

A Master’s Thesis

by

ILKSEN BUYUKDURMUS SELCUK

Department of
Teaching English as a Foreign Language
Bilkent University
Ankara

July 2006



To my first and best teachers, my parents
my angel, Giiltekin

my fairy, Fiisun ...



GUESSING VOCABULARY FROM CONTEXT

IN READING TEXTS

The Graduate School of Education
of
Bilkent University

by

ILKSEN BUYUKDURMUS SELCUK

In Partial Fulfilment of the Requirements for the Degree of
MASTER OF ARTS

in
THE DEPARTMENT OF
TEACHING ENGLISH AS A FOREIGN LANGUAGE

BILKENT UNIVERSITY
ANKARA

July 2006



BILKENT UNIVERSITY
GRADUATE SCHOOL OF EDUCATION
MA THESIS EXAMINATION RESULT FORM

July 31, 2006

The examining committee appointed by the Graduate School of Education
for the thesis examination of the MA TEFL student
[lksen Biiyiikdurmus Selguk
has read the thesis of the student.

The committee has decided that the thesis of the student is satisfactory.

Thesis title : Guessing Vocabulary from Context in Reading Texts

Thesis Advisor . Assist. Prof. Dr. Johannes Eckerth
Bilkent University, MA TEFL Program

Committee Members : Dr. Bill Snyder
Hanyang University, Hanyang-Oregon TESOL

Assoc. Prof. Dr. Arif Altun
Hacettepe University, Department of
Computer Education and Instructional Technologies



I certify that I have read this thesis and have found that it is fully adequate, in scope
and in quality, as a thesis for the degree of Master of Teaching English as a Second
Language.

Assist. Prof. Dr. Johannes Eckerth
(Advisor)

I certify that I have read this thesis and have found that it is fully adequate, in scope
and in quality, as a thesis for the degree of Master of Teaching English as a Second
Language.

Dr. Bill Snyder
(Examining Committee Member)

I certify that I have read this thesis and have found that it is fully adequate, in scope
and in quality, as a thesis for the degree of Master of Teaching English as a Second
Language.

Assoc. Prof. Dr. Arif Altun
(Examining Committee Member)

Approval of the Graduate School of Education

Prof. Dr. Margaret Sands
(Director)



ABSTRACT

GUESSING VOCABULARY FROM CONTEXT
IN READING TEXTS

Biiyiikdurmus Selguk, Ilksen
MA, Department of Teaching English as a Foreign Language

Advisor: Assist. Prof. Dr. Johannes Eckerth

July 2006

This study investigated contextual guessing strategies employed by pre-
intermediate students at Hacettepe University, Department of Basic English, and the
different strategies used by successful and unsuccessful guessers when dealing with
unknown vocabulary. Data were collected through an in-class reading task, think-
aloud protocols (TAPs) and retrospective interviews (RIs).

The in-class reading task was administered to select three successful and three
unsuccessful guessers. TAPs and RIs were conducted with the selected guessers to
gather data on their strategy use. Transcribed TAPs and RIs were coded, and a
contextual guessing strategies taxonomy was constructed. Frequencies and
percentages for each strategy in the taxonomy and percentages for the participants’
guessing success in the in-class and TAP reading tasks were calculated.

Findings of the study indicated that various strategies were employed to guess

word meanings, and although both successful and unsuccessful guessers employed

iii



the same strategies, successful guessers used them less frequently. However,
successful guessers’ arriving at more correct guesses provided evidence that they
were more effective users of lexical inferencing strategies. Another finding
illustrated that context and knowledge of the native language were the major sources

for word guessing.

Key words: Guessing vocabulary from context, lexical inferencing strategies,

successful and unsuccessful guessers, think-aloud protocols, retrospective interviews.
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OZET

OKUMA PARCALARINDA KELIMELERI
BAGLAMDAN TAHMIN ETME

Biiyiikdurmus Selguk, Ilksen
Yiiksek Lisans, Yabanci Dil Olarak Ingilizce Ogretimi Boliimii

Tez Danigsmani: Yrd. Dog. Dr. Johannes Eckerth

Temmuz 2006

Bu ¢alismada, Hacettepe Universitesi, Ingilizce Hazirlik Birimindeki
orta diizey 6grencilerin kullandiklart baglamdan tahmin stratejileri ve basaril ve
basarisiz tahmincilerin bilinmeyen kelimelerle basa ¢ikmak i¢in kullandiklar farkl
stratejiler aragtirtlmistir. Veri toplamak i¢in, bir sinif i¢i okuma ¢alismasi, sesli-
diisiinme protokolleri ve ge¢gmise dayali miilakatlar kullanilmigtir.

Sinif i¢i okuma calismasi, ti¢ basarili ve ii¢ basarisiz tahminci segcmek igin
uygulandi. Sesli-diisiinme protokolleri ve ge¢cmise dayali miilakatlar, secilen
tahmincilerle, onlarin strateji kullanimlar1 hakkinda veri toplamak amaciyla
yiiriitiildii. Yaziya dokiilen sesli-diisiinme protokolleri ve gecmise dayali miilakatlar
kodland1 ve baglamdan tahmin stratejileri siniflandirma tablosu yapildi. Bu
siniflandirma tablosundaki her bir strateji icin frekanslar ve yiizdeler ile
katilimcilarin smif i¢i ve sesli-diisiinme protokolii okuma calismalarindaki tahmin

basar1 yiizdeleri hesaplandi.



Bu calismanin bulgulari; bilinmeyen kelimelerin anlamlarini tahmin etmek
icin ¢esitli stratejiler kullanildigini, ve basarili ve basarisiz tahmincilerin ayni
stratejileri kullanmalarina ragmen, basarili tahmincilerin stratejileri daha seyrek
uyguladiklarim gostermistir. Bununla birlikte, basarili tahmincilerin daha ¢ok dogru
tahmin yapmalari, onlarin daha etkin sozciik tahmin stratejileri kullanicilart oldugunu
ispatlamaktadir. Bir baska bulgu, baglamin ve anadil bilgisinin kelime tahmin

etmede ana kaynaklar oldugunu gostermistir.

Anahtar kelimeler: Kelimeleri baglamdan tahmin etme, sézciik tahmin etme

stratejileri, basarili ve basarisiz tahminciler, sesli-diisiinme protokolleri, gecmise

dayal1 miilakatlar.
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CHAPTER 1: INTRODUCTION

Introduction

Reading in a foreign language has been one of the main concerns of
researchers in recent years. It is one important issue to be considered in English
Language Teaching because students who are in a second language academic
environment need to develop the reading skill to obtain academic information.
Research has shown that for reading comprehension, readers make use of their
vocabulary knowledge, and the largest obstacle for second language readers to
overcome is the lack of vocabulary knowledge (Huckin & Bloch, 1993). One way to
help learners with the unfamiliar words they encounter in a reading text is to train
them to use contextual clues for inferring the meaning of these words instead of
depending heavily on dictionaries. Thus, guessing from context is considered a sub-
skill of reading (Nation, 2001).

Since reading and vocabulary development have important roles in second
language learning, many studies have been conducted on different aspects of reading
and vocabulary. This study aims to contribute to the literature by analyzing the role
of linguistic context in word guessing in reading texts. The purpose of this study is to
explore the use of cognitive reading strategies in guessing from context as reported
by the students at Hacettepe University, in the Department of Basic English. The
study also attempts to identify the different strategies used by successful and

unsuccessful guessers.



Background of the Study

Since reading is considered a cognitive activity taking place in the mind and
as “a language skill, an aspect of language performance” (Urquart & Weir, 1998,

p- 34), both cognitive psychologists and language researchers have attempted to
understand the nature of it. It is not surprising that being such a complex process, it
has been treated differently throughout the foreign language history. As Grabe
(1991) suggests there have been many important changes in both reading theory and
practice, which will be considered in the following paragraphs.

From 1840s to 1940s, when grammar translation method was widely
practiced, the goal of learning a foreign language was to read its literature;
consequently, reading was the major focus. Reading texts were also used for
vocabulary teaching. Later, in the 1960s, audiolingualism was a popular method in
foreign language teaching. The goal of foreign language study in this method was
oral production (Richards & Rodgers, 2001). Thus, reading was used as a means to
“examine grammar and vocabulary, or to practice pronunciation” (Silberstein, 1987
as cited in Grabe, 1991, p. 376).

In recent years, reading has gained great importance in teaching English as a
foreign or as a second language. Reading in academic settings is now seen as “the
central means for learning new information and gaining access to alternative
explanations and interpretations” (Grabe & Stoller, 2001, p. 187). For many students
the main purpose to learn English is to be able to read fluently and with good
comprehension (Carrell, 1988). Carrell (1988) claims that “in second language

teaching/learning situations for academic purposes, especially in higher education in



English medium universities or other programs that make extensive use of academic
materials written in English, reading is paramount” (p. 1).

Reading strategies, which are used by readers to comprehend and remember
the written material and help all learners become independent and good readers
(Allen, 2003), have been the focus of research in second or foreign language teaching
in recent years. Researchers are interested in these strategies because of what “they
reveal about the way readers manage their interaction with written text and how these
strategies are related to text comprehension” (Carrell, 1989, p. 121).

Since 1970s, second language theorists have recommended the teaching of a
variety of strategies to help students read better (Barnett, 1988) because it is believed
that “skilled and proficient readers of all ages use many strategies” (Allen, 2003,

p- 320). It has also been observed that strategic readers are able to combine a lot of
strategies rather than using them in isolation (Grabe & Stoller, 2001).

To understand reading strategies better, several researchers and theorists have
defined and classified them. Their classifications are different from each other;
however, one commonly accepted categorization is as “metacognitive”; “cognitive”;
and “social/affective”, “depending on the level or type of processing involved”
(O’Malley et al. 1985 as cited in O’Malley & Chamot, 1990, p. 44). Metacognitive
strategies enable learners to control their own learning. They are used for arranging,
planning, monitoring and evaluating the learning (O’Malley & Chamot, 1990; Allen,
2003). Cognitive strategies which are widely applied by foreign language learners,
operate directly on the target language and “involve using many different methods,
such as summarizing, and deductive reasoning, to process, understand, and produce

the new language “(Cohen, 1998; O’Malley and Chamot, 1990; Oxford, 1990 as



cited in Allen, 2003. p. 322). Social/affective strategies “represent a broad grouping
that involves either interaction with another person or ideational control over affect”
(O’Malley and Chamot, 1990, p. 45).

This study will focus on a single cognitive reading strategy: guessing the
meanings of unknown words through context. Nassaji (2004) reports that numerous
researchers consider inferencing an important cognitive process in reading
comprehension (Anderson & Pearson, 1984; Graesser & Bower, 1990; Kintsch,
1988, 1998; Monzo & Calvo, 2002, Nassaji, 2002, 2003a, 2003b, Whitney, 1987 as
cited in Nassaji, 2004). Similarly, Van Parreren and Schouten-Van Parreren (1981)
suggest that one of the most important sub-skills in reading in a foreign language is
contextual guessing (as cited in Schulz, 1983). If learners are taught to employ
strategies such as guessing and tolerance of uncertainty, they will not “insist on
word-for-word decoding” (p. 128) and this will result in more efficient and better
reading comprehension. Word-by-word decoding and translation are not realistic
strategies for foreign language learners who need reading for professional use or who
want to read for enjoyment. Therefore, they should develop realistic strategies to
cope with unknown words in reading passages (Schulz, 1983). In the opinion of Read
(2000), deriving word meaning from context is a desirable strategy since “it involves
deeper processing that is likely to contribute to better comprehension of the text as a
whole and may result in some learning of the lexical item that would not otherwise
occur” (p. 53).

Considering the great importance given to lexical inferencing in second

language research (Read, 2000), this study aims to analyze how context functions in



guessing the meanings of words encountered in reading texts and identify the
differences between the strategy use of successful and unsuccessful guessers.
Statement of the Problem

The students at Hacettepe University, School of Foreign Languages,
Department of Basic English receive skill-based instruction, which in turn results in
skill-based assessment. The students are placed at beginner to intermediate levels,
and for all levels Headway and Interactions: Integrated skills course books are used.
In addition, since reading is considered to be an important skill, the Curriculum
Development Unit has prepared a supplementary reading booklet which proposes to
teach some reading and vocabulary building strategies. However, students’ success
in reading comprehension does not match what is expected as evidenced by their
grades in the reading comprehension parts of their achievement tests. Moreover,
students in their informal talks with their teachers complain that they have difficulty
in understanding reading texts in class and in examinations due to a lot of unknown
words. It is observed by the researcher that teachers also report that their students
have problems with reading texts in terms of dealing with vocabulary and
comprehension. From the observations of student performances, teacher reports and
student informal talks, it is deduced that the students at Hacettepe University
Department of Basic English lack certain strategies to cope with unfamiliar
vocabulary encountered in reading texts. Therefore, this study intends to determine
the strategies used by students in contextual guessing and differentiate between the

strategy use of successful and unsuccessful guessers.



Significance of the Study

Guessing from context is a means to incidental learning, that is, “learning
vocabulary through reading natural texts” (Huckin & Coady, 1999; Nagy, 1997 as
cited in Nassaji, 2004, p. 108), which is seen a most important source of vocabulary
learning. Nevertheless, many second language learners do not experience the
circumstances that are required for this kind of learning to take place. Therefore, it
seems that spending time working on inferencing strategies is beneficial for both
teachers and learners (Nation, 2001). As contextual guessing is considered a critical
issue in promoting reading comprehension and vocabulary building, this study
attempts to reveal how often the pre-intermediate level students at Hacettepe
University Department of Basic English rely on context clues for guessing the
unfamiliar vocabulary in reading texts and how the successful and unsuccessful
guessers differ in their strategy use. The results of this study may contribute to the
new curriculum design at Hacettepe University Department of Basic English which
is supposed to be implemented in the 2006-2007 academic year. It is hoped that the
findings of the study will be taken into consideration by the members of the
Curriculum Development Unit in designing the new reading instruction. By
considering the cognitive strategies already used for guessing by the students, the
Curriculum Development Unit may be led to introduce other strategies in the new
reading and vocabulary curriculum to help students become more proficient readers.
Additionally, the possible differences in the use of strategies by the successful and
unsuccessful guessers may draw attention to certain strategies to be included in the

reading and vocabulary instruction.



At Hacettepe University, the medium of instruction is English in most of the
departments. Consequently, students deal with a lot of authentic reading materials
related to their subject areas which include many unknown words. Therefore, it is
also hoped that the students will profit from the study by recognizing their strategy
use in guessing from context which they will make use of in their further studies.

Research Questions
The study will address the following research questions:

1. What strategies do the pre-intermediate level students at Hacettepe
University, Department of Basic English report that they use when
they encounter unknown vocabulary in context?

2. What is the role of context in helping students to deal with
unknown vocabulary?

3. What s the difference between the strategies that the successful
and unsuccessful guessers report they use to cope with unknown

vocabulary in reading texts?



CHAPTER 2: LITERATURE REVIEW

Introduction

This chapter reviews the literature on reading comprehension, learning and
reading strategies, and the strategy of guessing vocabulary from context in reading
texts. The first part discusses the role of reading comprehension in second language
learning and the nature of the reading process. In the next part, the theory of learning
and reading strategies and research in this field are presented. The final part explores
lexical inferencing process and research in this field by presenting both the
advantages and disadvantages in relying on context in word guessing.

Definition and the Characteristics of the Reading Process

To get information and increase our knowledge, we depend on our reading
ability. Carrell (1989a) and Lynch and Hudson (1991) recognize reading as probably
the most important skilll in academic contexts (as cited in Grabe, 1991) because most
students in academic settings learn a second language — especially English — to gain
information through reading (Carrell, 1988). Similarly, Huckin and Bloch (1993)
view reading as the most important skill to be mastered for the students in a second
language academic environment. According to Huckin and Bloch (1993), reading is
used not only to transmit academic knowledge but also as a secondary source to
obtain information which may have been missed during the class discussions or
lectures. Due to the role of reading in ESL and EFL instruction, it has been a main

focus of research.



Although many people think that they know what reading is, they have
difficulty defining it. For Eskey (2002, p. 6), reading is “acquiring information from
a written or printed text and relating it to what you already know to construct a
meaning for the text as a whole”. He characterizes reading as “an invisible process”
(Eskey, 2002, p. 8) for it does not generate any product that can be seen, heard, or
responded to. According to Clarke (1988, p. 114), this hidden process is probably
“the most thoroughly studied and least understood process in education”.

Gaining awareness about the characteristics of fluent reading may facilitate
our understanding of this invisible process. Many researchers agree that fluent
reading is rapid, purposeful, interactive, comprehending, flexible, and gradually
developing (Grabe, 1991). Grabe (1991) points out that to make connections and
inferences to understand the overall meaning in a text, readers need to read rapidly.
He adds that reading is purposeful because readers have a purpose for reading such
as getting information or entertainment. Reading is interactive because readers
benefit not only from textual information but also from their world knowledge in
trying to comprehend a text. In addition, fluent readers do not worry whether they
will understand a text as they start reading. They simply expect to understand what
they read so reading is comprehending. Finally, reading develops gradually. Readers
do not reach sudden or immediate development in reading. Long-term effort and
gradual reading result in fluent reading (p. 379).

Reading and Learning Strategies

Everybody who is given the opportunity and guidance can learn to read.

Moreover, people learn to read, and to read better, by reading (Eskey, 2002). For

reading comprehension, a reader has to coordinate many sub-skills and strategies



(Coady, 1993). Clarke and Silberstein (1977), who characterized reading as an active
comprehension process, suggest that students should be taught strategies to read
better and should be provided with various approaches to texts such as using pre-
reading activities to enhance conceptual readiness, applying strategies to cope with
vocabulary, syntax and organizational structure (as cited in Grabe, 1991, p. 377).
Research in second and foreign language instruction has begun to focus on the
strategies used by readers (Carrell, 1989) and the findings of studies reveal that
strategy use enhances reading comprehension and without strategies most readers
will have difficulties in grasping the meaning of the written word (Allen, 2003). To
understand the necessity and usefulness of reading strategies better, it is essential to
have an idea about the learning strategies in general, which will be discussed briefly
in the next section.
Definition of Learning Strategies

In the mid 1970s, it was suggested that good language learners might employ
some special techniques or strategies which help second language acquisition. This
assumption led many researchers to study these techniques or strategies employed by
good language learners in order to understand and describe the nature of them (e.g.
Carton, 1971; Stern, 1975; Naiman et al., 1978; Wesche, 1975 as cited in Rubin,
1987). The first step in the research on learning strategies was Rubin’s (1975)
attempt to find out about what good language learners were doing in language
learning situations. After conducting a study and collecting extensive data using a
variety of techniques, she proposed a classification scheme which distinguishes
between strategies that affect learning directly and those that affect learning

indirectly. The first group of strategies that directly contribute to learning include

10



clarification/verification, monitoring, memorization, practice, guessing/inductive
inferencing and deductive reasoning. The second group of strategies in Rubin’s
classification scheme that have an indirect influence on learning consist of creating
practice opportunities and using production tricks (O’Malley & Chamot, 1990;
Rubin, 1987).

After Rubin, many other researchers worked on learning strategies and
offered several different definitions and classification schemes for learning
strategies. Wenden (1987, p. 6), for example, describes learning strategies as
“language learning behaviours learners actually engage in to learn and regulate the
learning of a second language “. According to her, learning strategies also refer to
what learners know about their strategy use and what they know about aspects of
their language learning. Oxford (1990, p. 1), defines learning strategies as “steps
taken by students to enhance their own learning”. Another definition proposed by
Oxford, which is more detailed focusing on how learning strategies promote
learning, considers learning strategies as “specific actions taken by the learner to
make learning easier, faster, more enjoyable, more self-directed, more effective and
more transferable to new situations” (Oxford, 1990, p. 8). O’Malley and Chamot
(1990, p. 1) also emphasize the importance of learning strategies by defining them as
“special ways of processing information that enhance comprehension, learning, or
retention of the information”.

Classification of Learning Strategies

As there is no single definition of learning strategies in the literature, there is
no consensus on how to classify them. According to Ellis (1994), the findings of

earlier research were not sufficient to classify the strategies into general categories
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because the identification of strategies portrayed only the type of learners under
study, the setting, and the researchers’ specific interests. In later studies, various
techniques such as observations, interviews, and verbal reports were used with
different types of learners in different settings; therefore, researchers were able to
develop broader taxonomies, under which more specific strategies are grouped.
O’Malley and Chamot (1990), Wenden (1991) and Oxford (1990) have different
taxonomies which, in the opinion of Ellis (1994), are significant contributions to our
knowledge of learning strategies.

A common way of categorizing learning strategies is differentiating between
metacognitive, social/affective and cognitive strategies. Metacognitive strategies are
“higher order executive skills that may entail planning for, monitoring or evaluating
the success of learning activity” (O’Malley & Chamot, 1990, p. 44). They are used to
oversee, regulate or self-direct as Rubin (1987) suggests and they are applicable to
almost all types of learning tasks (Chamot, 1987). Among the metacognitive
strategies are directed attention, self-evaluation, self-management and self-
monitoring (Ellis, 1994; O’Malley & Chamot, 1990).

Social/affective strategies which are exemplified by cooperating and asking
for clarification “concern the ways in which learners elect to interact with other
learners and native speakers” (Ellis, 1994, p. 538). They may be applied to a broad
range of tasks (O’Malley & Chamot, 1990).

Cognitive strategies refer to “the steps or operations used in learning or
problem-solving that require direct analysis, transformation, or synthesis of learning
materials” (Rubin, 1987, p. 23). O’Malley and Chamot (1990) assert that cognitive

strategies operate directly on new information and control it to promote learning.
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Some examples of strategies classified under the cognitive category are repetition,
note-taking, elaboration, deduction and inferencing (Ellis, 1994; O’Malley &
Chamot, 1990). Unlike metacognitive strategies, cognitive strategies may not be
applied to all types of learning tasks. Rather, they seem to be directly connected to
specific learning tasks (Chamot, 1987).

Oxford (1990) has a more detailed and comprehensive taxonomy than earlier
classifications. Her classification model distinguishes between direct and indirect
strategies, each of which includes three subcategories. Indirect strategies are divided
into metacognitive, affective and social. Metacognitive strategies help learners
coordinate their own learning process and are essential for learning a language
successfully (e.g. arranging, planning, evaluating). Affective strategies are used to
control emotions, attitudes and motivation (e.g. lowering your anxiety, writing a
diary, encouraging yourself). Social strategies involve learning by interacting with
others (e.g. asking questions, cooperating with others, developing cultural
understanding). Since language learning involves others, social strategies gain much
importance in facilitating this process.

Grouped under direct strategies are: memory, cognitive and compensatory
strategies. Memory strategies assist students in storing and recalling new information
(e.g. grouping, using imagery). Cognitive strategies, which are said to be the most
popular strategies among learners, help students understand and produce new
language (e.g. repeating, summarizing, reasoning deductively). Compensation
strategies enable learners to use the language by filling in gaps in their knowledge
(e.g. guessing, using synonyms). In the next section, the theory of reading strategies

is presented.
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Definition of Reading Strategies

Pearson and his colleagues (1992) define reading comprehension strategies as
“conscious and flexible plans that readers apply and adapt to a variety of texts and
tasks” (as cited in Allen, 2003, p. 321). Some examples to the strategies commonly
used by strategic readers are: previewing a text, predicting what will come later in a
text, summarizing, learning new words through the analysis of word stems and
affixes, recognizing text organization, generating appropriate questions about the
text, clarifying text meaning, using context to maintain comprehension, and repairing
miscomprehension (Grabe & Stoller, 2001). Another definition proposed by Barnett
(1988, p. 150) considers reading strategies as “the mental operations involved when
readers approach a text effectively and make sense of what they read”. Skimming,
scanning, reading for meaning, activating general knowledge, making inferences,
separating main ideas from supporting details, recognizing cognates and word
families, guessing word meanings from context and evaluating those guesses are the
examples given by Barnett (1988) to these problem-solving techniques.

Grabe and Stoller (2001) point out that developing strategic readers is a
requirement of academic reading instruction and in every reading lesson strategies
should be introduced, practiced and the use of them should be discussed. The
empirical studies conducted into reading strategies and their relationship to
successful and unsuccessful second language reading are many in number (Carrell,
Pharis & Liberto, 1989). Carrell and her colleagues highlight the fact that research
into strategies suggests that less successful learners can improve their skills by
getting training in strategies used by more competent learners. Successful learners

have an awareness of their strategy use and why they use strategies (Green &
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Oxford, 1995). These learners are able to adjust their strategies to language tasks and
to their needs as learners. Less successful learners, on the other hand, cannot choose
the appropriate strategies or decide on how to connect them to have a useful
“strategy chain” although they are able to identify their own strategies (Block, 1986;
Galloway & Labarca, 1991; Stern, 1975; Vann & Abraham, 1990 as cited in Green &
Oxford, 1995). Carrell, Pharis and Liberto (1989) compare reading strategies with
learning strategies and claim that as less competent learners benefit from getting
training in strategies evidenced by effective learners, less successful readers can
improve their reading ability through training in strategies employed by more
efficient readers. Overall improvement in reading comprehension is dependent on the
improvement of skills and strategies and explicit training of strategies has often
produced gains in comprehension (Nagy & Herman, 1987).

Classification of Reading Strategies

Various researchers have given different names to different types of
strategies. Likewise, reading strategy taxonomies vary according to researchers.
Barnett (1988) categorizes strategies into two, as text-level and word-level strategies.
Text-level strategies are exemplified by skimming for having a general
understanding, scanning for details, predicting the content, using the background
knowledge and titles or pictures for comprehension. Such strategies are related to the
reading text as a whole or to large parts of the text so they are also named as “general
comprehension” by Block (1986), “main meaning line”” by Hosenfeld (as cited in
Barnett, 1988), and “text-processing” by Fisher and Smith (as cited in Barnett, 1988).

Unlike text-level strategies which are related to the text as a whole, word-

level strategies are related to the smaller parts of a text such as words (Bezci, 1998).
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Among the word-level strategies are the identification of the grammatical category of
words, recognition of words through word families and word formation and guessing
word meanings from context. As these strategies are used to cope with individual
words, they are also called as “local linguistic” (Block, 1986), “word-solving”
(Hosenfeld as cited in Barnett, 1988), and “word-processing” (Fisher & Smith as
cited in Barnett, 1988).

In second language reading literature, apart from the word and text-level
strategy classification, reading strategies are also classified as cognitive and
metacognitive. This common categorization is not related to strategies being word-
level or text-level but has a broader perspective in looking at reading strategies
(Chamot, 1987). Recent second language research views reading comprehension as a
“constructive process” in which cognitive and metacognitive strategies are used to
develop the understanding of the text (Dole et al., 1991 as cited in Allen, 2003). In
the following section, metacognitive and cognitive strategies will be described in
detail.

Metacognitive Reading Strategies

Metacognitive control, which means readers’ conscious control of their
reasoning processes, has an important role in strategic reading (Carrell et al., 1989).
In Allen’s (2003, p. 322) opinion, use of metacognitive strategies leads readers to
“think about their thinking”. Metacognitive strategies are used for planning for
reading, monitoring comprehension and production while reading is taking place,
and self-evaluation after reading (O’Malley & Chamot, Stewner-Manzares, Russo, &
Kiipper, 1985). Some examples of metacognitive strategies follow (Anderson, 1999

as cited in Sall1, 2002, p. 18):
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e setting goals for yourself to help you improve areas that are important
to you
e working with classmates to help you develop your reading skills
¢ taking opportunities for practicing what you already know to keep
your progress steady
e evaluating what you have learnt and how well you are doing to help
you focus your reading
¢ making lists of relevant vocabulary to prepare for new reading
Use of metacognitive strategies contributes much to understanding the
meaning of a text. Simply decoding words is not sufficient. Reading will be more
effective if readers employ metacognitive strategies that lead to monitoring their
comprehension of a text (Allen, 2003). There have been studies conducted on the
effects of metacognitive strategies on reading in a second language (e.g. Carrell et
al., 1989; Auerbach & Paxton, 1997; Shih, 1992; Block, 1986, 1992). Findings of
these studies show that training in metacognitive strategies results in more successful
reading because readers learn to adjust appropriate reading strategies to different
reading texts. In the next section, commonly used cognitive strategies and the
importance of them in second language reading can be found.

Cognitive Reading Strategies

Cognitive strategies involve “direct manipulation or transformation of the
learning materials” (Brown & Palinscar, 1982 as cited in O’Malley & Chamot et al.,
1985, p. 561) throughout a learning or problem-solving process (Block, 1986). They

are widely employed by second language readers and have a direct operation on the
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target language (Allen, 2003). The most common cognitive strategies in the literature
are (Bezci, 1998, p. 19):

e using the titles to predict the text content

¢ relating the pictures/illustrations to text content

e skimming

e using background knowledge for text comprehension

e consulting a dictionary

e taking notes

® (ranslating

e rereading

® summarizing

® visualization

¢ understanding organization

e classifying words

e guessing the meanings of unknown words

Cognitive reading strategies are given great importance in second language
reading because strategy research has found that the use of such strategies results in
better reading performance and helps readers overcome miscomprehension during
the reading of a text (Knight et al., 1985 as cited in Bezci, 1998).
In the next section, first, the difficulty of reading in a second language due to

a lot of unknown vocabulary encountered in texts, the shortcomings of using
dictionaries excessively for understanding word meanings, and the strategy of word
guessing from context as a way to deal with unfamiliar words are discussed. Then, a

detailed discussion on contextual guessing, which is a cognitive reading strategy, will
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be presented by defining inferencing; highlighting the importance of context;
identifying types of context, contextual cues and moderating variables that facilitate
or impede guessing from context; referring to different classifications of strategies
used in contextual guessing, and problems in using the strategy of guessing unknown
words from context.

Guessing Word Meanings from Context in Reading Texts

Reading is a complex process, and among the four language skills — writing,
speaking, listening, reading — linguistically and intellectually it is the most
challenging one (Chern, 1993). Kern (1989) proposes that reading in any language,
whether it be a first or a second language, is cognitively demanding in that it
involves the coordination of attention, memory, perceptual processes, and
comprehension processes. Research suggests that second language reading places
even greater demands on these components, which results in less efficient reading
(Kern, 1989). In the same line with Kern (1989), Chern (1993) points to the greater
complexity of reading in a second or foreign language compared to first language
reading because “it requires information processing using language skills still in
developmental stages and not firmly established in the learner’s mind” (Phillips,
1984 as cited in Chern, 1993, p. 68).

A major problem learners face in reading in L2, as suggested by Kern (1989),
is their limited vocabulary knowledge. Soria (2001) claims that encountering some
unknown words might not hinder the general comprehension of a text; however, if
learners do not know enough words or the most essential ones, then, they will not
understand the text. Nassaji (2003) also asserts that reading comprehension of second

language readers is negatively affected by not knowing enough words. Since not
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knowing a lot of words in reading texts may discourage second language learners
from reading, teachers should teach their students how to deal with unknown
vocabulary encountered in reading texts.

Second language readers mostly use their bilingual dictionaries to learn the
meanings of words they do not know. They consider these dictionaries indispensable
sources for lexical help in reading classes or when reading extensively. However, as
Huckin and Bloch (1993) point out, dictionaries, especially the small pocket-size
ones which are very popular among second language readers, often do not provide
sufficiently accurate information to serve the second language readers’ needs.
Additionally, nonnative readers’ overuse of bilingual dictionaries often distracts
them from the text, and they may be misleading because it is not always possible to
find direct equivalents of words in different languages (Cohen, 1990). Although
using dictionaries excessively has some shortcomings in terms of reading
comprehension, it may not be realistic to see the dictionary as a last source for
learning word meanings, since it is a good idea to consult the dictionary to check the
words that are not understandable from context and that are very important to the
meaning of a text (Cohen, 1990). However, as Grellet (1981) suggests, by depending
heavily on dictionaries, learners never make the effort to cope with a difficult
passage on their own. She asserts that students should be encouraged to guess the
meanings of unknown words. Eskey (2002) agrees with Grellet in that he thinks
learners must learn to take risks, especially when they are reading in a L2, and must
learn to guess unknown words and keep reading. Stopping to look up words
interferes “with the process of acquiring information from the text and relating it to

what you already know to construct a meaning of the text as a whole” (p. 7). If
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looking up the word in a dictionary is essential, this should only be done after the
students have tried to find a solution on their own. This is the reason why developing
the skill of inference is vital (Grellet, 1981).
Definition of Inferencing

Inferencing is a technical word which cannot be found in dictionaries. Grellet
(1981) suggests that inferencing means making use of logical, cultural, and syntactic
clues to find out the meaning of unknown elements. If these elements are words,
word-formation and derivation are also used as clues for guessing a word. Stein
(1993, p. 203) defines inferencing as constructing “intelligent guesses or hypotheses
about the meaning of a word based on the grammatical and pragmatic context in
which the word is found”. According to Haastrup (1987), in language reception,
inferencing procedures are central procedures which cover not only language use but
also language learning. A learner uses all available linguistic cues together with
his/her general knowledge, relevant linguistic knowledge, and awareness of the
situation to make informed guesses in inferencing (Haastrup, 1987). Chikalanga
(1993), defined inferencing as the cognitive process readers go through to gain the
implicit meaning of a text, and Bialystok (1983) considers inferencing a
compensation strategy which is needed for reading comprehension both in first and
second language (as cited in Soria, 2001). Similar to Bialystok, Oxford (1990) places
inferencing under compensation strategies in her taxonomy and claims that when
good language learners encounter unknown expressions, they make educated guesses
by using a range of linguistic and nonlinguistic clues. Furthermore, in the
psycholinguistic models of reading, which view reading process as an interaction

between the information given in a text and the pre-existing knowledge of the
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readers, inferencing is recognized as an essential component of reading
comprehension (Soria, 2001).

All the researchers mentioned above share the same idea that inferencing is
an important process for reading comprehension. Lexical inferencing is an aspect of
inferencing, which if successfully done can serve for immediate comprehension in a
reading context and lead to retention of the vocabulary whose meanings are inferred
from context (Paribakth & Wesche, 1999 as cited in Soria, 2001). To achieve
successful guessing from context, readers need to know what context is and what the
types of context are. These issues will be presented in the next section.

The Importance of Context

Words do not give meanings to sentences as much as the sentences give
meanings to words (Eskey, 2002), and words change meaning from one context to
another so the meaning of a word is determined by the contexts in which it is used
(Nagy, 2001). Sternberg (1987) states that throughout their lives people are exposed
to countless numbers of words in context through limitless sources such as
coursebooks, newspapers, family members, friends, lessons, films, television and so
on. If people learn only a small number of words encountered in such contexts, they
can have a huge vocabulary and there is no other way to learn this many words. This
kind of “default argument” ( Jenkins & Dixon, 1983 as cited in Nagy & Herman,
1987; Beck & McKeown, 1991 as cited in Nagy, 2001) for learning from context in
first language acquisition indicates the importance of context in vocabulary learning
(Nagy, 2001).

Nation and Coady (1988) view context as morphological, syntactic, and

discourse information in a given text. This is the context within the text which can be
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described and classified in terms of general features. The general context, however,
is the background knowledge the readers have about the subject matter in a given
text.

Drum and Konopak (1987) state that the meaning of a word depends on “the
string of words within which it is embedded” (p. 74). Miller (1978b as cited in Drum
& Konopak, 1987) suggests four sources for disambiguating the meaning of a word:
the situational context, the discourse context, the reader’s knowledge about the
discourse topic, and the immediate linguistic context. Situational context refers to the
reader’s purpose for reading: what he/she needs to learn about particular words.
Discourse context corresponds to the underlying conceptual structure for the topic of
the text and is important in understanding what a word means because authors’
choice of words depends on the topic discussed. The readers’ knowledge about the
discourse topic is the mental representation for the topic a reader has before reading
the text. Linguistic context refers to the verbal context in which a word is found and
this present study is related more to the role of linguistic context in guessing
unknown vocabulary (p. 74). The following section presents the types of contextual
cues and the moderating variables that make it easy or difficult to use these clues.

Contextual Cues and Moderating Variables

Sternberg (1987) has proposed some specific contextual guessing strategies
that can help learners detect and use the clues available. According to Sternberg, by
raising language learners’ awareness about the relevant clues, which he described as
temporal, spatial, stative descriptive, functional descriptive, value,
causal/enablement, class membership, and equivalence, they can be trained in

making intelligent guesses. It is teachers’ responsibility to teach how and when to
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use contextual clues to gloss word meanings (Grabe & Stoller, 1993). Teachers can
use the cues identified by Sternberg as a framework to show their students ways to
utilize the contextual clues in lexical inferencing.

Sternberg (1987) distinguishes between the clues to the meaning of an
unknown word in context and variables that make it easy or difficult to use these
clues. One variable is density, the ratio of unknown words to known words in a
passage. If the density of vocabulary is high, it becomes difficult to decide which of
the available cues are related to which of the unknown words. Similar to Sternberg
(1987), Laufer (1997) asserts that for the usability of available clues, the words
containing the clues should be understandable. When the density of unfamiliar words
is high the probability to use the clues decreases. Other variables proposed by
Sternberg (1987) are the number of times and the variety of contexts in which the
same unknown word appears in a text, the significance of the unknown word to
understanding the context in which it occurs, the closeness of the contextual
information to the unknown word, and the usefulness of prior knowledge. When an
unknown word occurs more than once, readers will be more likely to be able to guess
its meaning because of the increase in the number of available cues. Encountering
the unknown word in different types of contexts such as different writing styles or
different kinds of subject matter provides different types of information about the
word and increases the probability that the reader will understand its meaning. If the
meaning of a word is important to the understanding of the surrounding material in
which it is embedded, readers will make a great effort to figure out its meaning. The
closeness of a contextual cue to an unknown word makes it easier to guess its

meaning because it is considered relevant to inferencing. If it is distant from the
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unknown word, its relevance might not be noticed. Furthermore, the cue may be
misinterpreted as relevant to another unknown word which is more proximal. As the
last variable, previous knowledge of the readers may also facilitate the understanding
of what a word means. (Sternberg, 1987, pp. 92-94). The next section presents
guessing from context as a strategy.

The Strategy of Guessing from Context

Guessing, which is a critical strategy in reading comprehension, can be at
word, sentence or text level. At the sentence or text level guessing, readers pay
attention to other sentences or previously given textual information to understand a
sentence or a part of the text (Bezci, 1998). In word level guessing, which is the main
concern of this study, there are two approaches. First, readers guess words by
considering the context in which the unknown word appears and second by analyzing
the word’s grammatical form and what it means in terms of the syntactic unity of the
sentence (Barnett, 1988). Several researchers believe that to promote reading
comprehension and vocabulary building, learners should be taught strategies for
guessing word meanings from context (Huckin & Bloch, 1993; Schulz, 1993;
Bengeleil & Paribakth, 2004).

Nation (2001) proposes that guessing from context is a complex activity that
draws on a variety of skills and types of knowledge. He adds that there are many
procedures for guessing from context drawing on the same kinds of clues. Some of
these procedures work towards the guess in an inductive approach, whereas some
others work deductively from the guess. Clarke and Nation (1980) describe an

inductive approach which they assert is useful for activating learners’ awareness of
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the variety of clues available and for developing the sub-skills needed to benefit from
the clues (as cited in Nation, 2001). Their five-step inductive procedure is as follows:
1. Deciding on the unknown word’s part of the speech
2. Having a look at the immediate context of the word and simplifying it
grammatically if necessary
3. Having a look at the wider context of the word — the relationship with
adjoining sentences or clauses
4. Guessing
5. Checking the guess
The last step, checking the guess could involve checking if the guess is the
same part of speech as the unknown word, substituting the guess for the unknown
word and seeing if it fits into the context, breaking the unknown word into parts and
checking if the meaning of these parts support the guess and looking up the word in a
dictionary (Nation, 2001). In the next part, some taxonomies of word guessing
through context strategies will be presented.

Classification of Contextual Guessing Strategies

As evidenced by a number of studies conducted on L2 lexical inferencing,
many knowledge sources and strategies are used in guessing word meanings from
context. The first detailed taxonomy of strategies for guessing vocabulary from
context was suggested by Haastrup (1987). She conducted a study with 124 Danish
learners of English from different proficiency levels to investigate the knowledge
sources used at different L2 proficiency levels and how these knowledge sources are
combined. For this investigation, the combination of pair thinking-aloud and

retrospection was used; however, the primary source of data was the “informant-
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initiated” think-aloud (Haastrup, 1987, p. 204). All 62 pairs worked on a simplified
authentic text with 25 unknown words. Then, because of time and financial
constraints 32 pairs participated in the “researcher-controlled” (Haastrup, 1987,

p- 204) retrospective protocols where the students were asked questions such as
“What came to your mind first when you saw this word?”’; “You made a long pause
at this point. Do you remember what you were thinking of?”’; “What led you to
suggest this meaning of the word?”. Having analyzed the data collected from the
introspective and retrospective sessions, Haastrup was able to establish the following

taxonomy that consists of three categories:

CONTEXTUAL INTRALINGUAL INTERLINGUAL
I. The text I. The test word 1. L1 (Danish)
1. A single word 1. Phonology/ 1. Phonology/orthography
from the immediate orthography 2. Morphology
context 2. Morphology 3. Lexis
2. The immediate a. Prefix 4. Collocations
context b. suffix 5. Semantics
3. A specific part c. stem II. Ln (Latin, German,
of the context 3. Lexis French, etc.)
beyond the 4. Word class 1. General reflections
sentence of the 5. Collocations a. Reflections about the
test word 6. Semantics origin of the word
4. Global use of b. Test word
the text II. The syntax of the pronounced in Ln
sentence 2. Morphology
II. Knowledge of the 3. Lexis
world 4. Semantics

Figure 1. Taxonomy of knowledge sources
(Haastrup, 1987, p. 199)

The contextual cues in Haastrup’s classification refer to the clues available in
the text or the world knowledge of the informants. A word in the immediate context,
a part of the wider context or even the understanding of the whole text are seen as
contextual clues. Intralingual clues are based on the informants’” knowledge of

+English. The phonology or orthography and the morphology of the target word; its
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word class, collocates, and meaning; and the syntax of the sentence with the target
word all go under intralingual clues. Interlingual clues, on the other hand, are related
to the knowledge of L1 or other foreign languages. The phonology or orthography,
morphology, vocabulary, collocations, and semantics of L1 or L2 other than English
are put under the heading of interlingual clues.

An introspective study dealing with the effect of EFL learners’ L2 reading
proficiency on their L2 lexical inferencing with respect to the knowledge sources and
contextual clues they use in the process was conducted by Bengeleil and Paribakht
(2004). 10 intermediate and 7 advanced level Arabic-speaking male and female
medical students participated in the study in which they were asked to guess 26
unknown words in an authentic English expository text. After the qualitative analysis
of the data, the knowledge sources and contextual cues used in inferring the target
words while reading the text were identified. It was found out that both groups used
the same knowledge sources and contextual cues. The only exception was word
association, which was used a few times by the intermediate participants only.
According to the data obtained in this study, Bengeleil and Paribakht (2004)

developed their taxonomy including linguistic and non-linguistic sources:
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I . Linguistic sources
A . Intralingual sources
1. Target word level
a. word morphology
b. homonymy
c. word association
2. Sentence level
a. sentence meaning
b. syntagmatic relations
c. paradigmatic relations
d. grammar
€. punctuation
3. Discourse level
a. discourse meaning
b. formal schemata
B . Interlingual sources
1. Lexical knowledge
2. Word collocation

IT . Non-linguistic sources
A . Knowledge of the topic
B . Knowledge of medical terms

Figure 2. Taxonomy of knowledge sources used in L2 lexical inferencing
(Bengeleil & Paribakht, 2004, p. 231)

The taxonomies constructed by Bengeleil and Paribakht (2004) and Haastrup
(1987) are similar in that they both include intralingual and interlingual sources.
However, whereas Haastrup (1987) classifies her knowledge sources under three
categories — contextual, intralingual, and interlingual — Bengeleil and Paribakht
(2004) categorize the knowledge sources as — linguistic and non-linguistic —.
Linguistic sources contain intralingual (L2-based) sources, which consist of word-
level, sentence-level, and discourse level clues; and interlingual (L1-based) sources,
which iclude the lexis and collocations of the first language. The knowledge of the
informants of the topic and medical terms comprise the non-linguistic sources.

Haastrup (1987) and Bengeleil and Paribakht (2004) included only the
knowledge sources employed in deriving word meanings from context. In contrast,

Nassaji (2003) distinguished between knowledge sources and strategies used in L2
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lexical inferencing after he conducted a study with twenty-one adult ESL learners
with five different language backgrounds. Strategies are defined as “conscious
cognitive or metacognitive activities the learner used to gain control over or
understand the problem without any explicit appeal to any knowledge sources as
assistance”. In contrast, knowledge sources are “instances when the learner made an
explicit reference to a particular source of knowledge such as grammatical,
morphological, discourse, world, or L1 knowledge” (Nassaji, 2003, p. 655). In this
study introspective and retrospective think-aloud protocols were used, but data
derived mainly from the introspective ones since “they involve more direct and
online reporting of what learners are doing at the time of the task” (Nassaji, 2003,

p. 651). A reading text with 10 target words was used. This study showed that for
ESL learners it was not easy to successfully infer the meanings of unknown words
from context although many strategies and knowledge sources had been used.
Additionally, different strategies contributed differentially to inferencing success and
success was related more to the quality rather than the quantity of the strategies used.

Nassaji’s (2003) taxonomy of knowledge sources and strategies are as follows:

KNOWLEDGE SOURCES

1. Grammatical knowledge
2. Morphological knowledge
3. World knowledge

4. L1 knowledge

5. Discourse knowledge

Figure 3. Knowledge sources employed in L2 lexical inferencing
(Nassaji, 2003, p. 656)
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STRATEGIES

1. Repeating
a. word repeating
b. section repeating

2. Analogy

3. Verifying

4. Monitoring

5. Self-inquiry

6. Analyzing

Figure 4. Strategies employed in L2 lexical inferencing
(Nassaji, 2003, p. 658)

Grammatical knowledge in Nassaji’s (2003) classification refers to using the
knowledge of grammatical functions or syntactic categories. Morphological
knowledge means the knowledge of word formation and word structure. Using
knowledge of the topic which is beyond what is in the text is world knowledge.
Using the knowledge of the relations between or within the sentences and the devices
that connect different parts of the text constitutes discourse knowledge. The four
knowledge sources mentioned above are also included in the taxonomies of by
Bengeleil and Paribakht (2004) and Haastrup (1987). However, L.1 knowledge,
which means all the attempts of the informants to find out the meaning of the target
word by translating or finding a similar word in the native language, is a new
category.

There are six different strategies in Nassaji’s (2003) taxonomy which are not
included neither in the classification of Haastrup (1987) nor in Bengeleil and
Paribakht’s (2004). The first one, repeating, as the name suggests, is repeating any
part of the text. Verifying means examining whether the guess is appropriate by
checking it against the wider context. Questioning yourself about the words, the text,
and the inferred meaning constitutes self-inquiry. Analyzing is the attempt to infer

the meaning of the target word by breaking it into parts. Monitoring is showing a
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conscious awareness of the difficulty or easiness of the task. Finally, trying to find
the meaning of the word by associating its sound or form with other words is labeled
as analogy.

The taxonomies of knowledge sources and strategies developed by Haastrup
(1987), Bengeleil and Paribakht (2004), and Nassaji (2003) can be used as a
framework in future studies concerning lexical inferencing. They are used as a basis
in the present study to develop the contextual guessing strategies taxonomy. The next
section goes into the limitations of using the strategy of guessing vocabulary from
context.

Problems in Using the Strategy of Guessing from Context

Most research on vocabulary acquisition indicates that it is possible for the
learners to guess the meaning of unfamiliar words through context which a reading
text provides (Frantzen, 2003). However, research also shows that the value of
context is not without limitations and problems can occur when relying on context
(Dubin & Olshtain, 1993; Haynes, 1993; Huckin & Bloch, 1993; Parry, 1993;
Frantzen, 2003).

Frantzen (2003) discusses Deighton’s (1959) conclusion that even though the
context always determines the meaning of unknown words, it may not reveal that
meaning. Research suggests that learners may not infer the meaning of unfamiliar
vocabulary due to the vagueness or ambiguity of the contexts in which they appear.
An L1 study by Schatz and Baldwin (1986) indicates that although contextual clues
can help accurate lexical inferencing, sometimes they lead learners to confusion (as
cited in Frantzen, 2003). The results of another L1 study by Dubin and Olshtain

(1993) reveal that some contexts provide low textual support. That is, a text may not
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always have enough support to allow the inferencing of meaning of an unknown
word. Laufer (1997) reports the findings of Bensoussan and Laufer (1984) that in a
study where students were asked to guess 70 words in a standard academic text, only
13 of the words had clear contextual clues.

The difficulty level of a text may also affect learners’ guessing ability
(Paribakht & Wesche, 2000). Due to the difficult language used in a text, the
available contextual clues may not prove useful in word-guessing (Frantzen, 2003).
For example, Sternberg (1987) and Laufer (1997) put forward that a high density of
unknown words may result in the inability to use the available clues. If the clues to
the unknown word are in words which are themselves unknown to the reader, it can
be said that there are no clues for that reader because the clues cannot be used by
him/her (Laufer, 1997). A critical factor which affects guessing from context is the
vocabulary size of the reader because it will affect the density of unknown words in a
text (Nation, 2001). In many studies related to lexical inferencing, knowing the
meanings of words in the surrounding context of texts helped L2 learners guess the
meanings of unfamiliar words (Haynes, 1993; Haynes & Baker, 1993; Na & Nation,
1985; Parry, 1997; Schouten-van Parraren; 1989 as cited in Pulido, 2003). It was also
found in these studies that learners had problems in word guessing if they do not
know the meanings of vocabulary in the surrounding context (Pulido, 2003).

One of the learner factors affecting lexical inferencing is the learners’
inattention to some details in context that supply the correct meaning, regardless of
the text being difficult or easy (Frantzen, 2003). Nonnative readers often think that
using context means paying attention to the words immediately preceding or

following the unknown word. However, clues to the meaning may be seen much

33



earlier or much later in the texts (Cohen, 1990). Haynes (1993) found in her study
that L2 readers make successful guesses when the context supply immediate clues.
Global clues are not paid attention to, which consequently results in
misinterpretations. Another factor is the physical appearance of the words. L2
readers sometimes do not pay attention to the context for guessing because they think
they already know the meaning of target words (Huckin & Bloch, 1993; Frantzen,
2003). Haynes (1993), Dubin and Olshtain (1993), Huckin and Bloch (1993), Clarke
and Nation (1980 as cited in Nation, 2001) recommend that learners verify their
guesses by checking the context. According to Haynes (1993), evaluating the guess
is equally important to making a guess because words have many meanings and even
when learners are convinced that they know the meaning of a word, they may be
wrong.

One major problem in guessing from context is the form of the word to be
guessed according to some researchers (Nation, 2001; Nation & Coady, 1988;
Arden-Close, 1993; Huckin & Bloch, 1993; Haynes, 1993; Dubin & Olshtain, 1993).
Arden-Close (1993) found that even good readers were distracted by the form of the
unknown words. In his study, learners worked on three texts with target words
underlined, deleted, and replaced with nonsense words, to see if sense and context or
the appearance of the word was a stronger clue. As learners made more successful
guesses in the text with deleted words it was concluded that the participants in the
study were misled by the appearance of the words. Nation and Coady (1988) claim
that when learners make wrong guesses as they consider the form of the word, they
try to interpret the context to support the wrong guess. For example, in Haynes’

(1993) study most of the students interpreted “offspring” as “the end of spring” or
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“the end of a season” due to word analysis, and they interpreted the text according to
this guess. According to Nation, 2001; Nation and Coady, 1988; Arden-Close, 1993;
Huckin and Bloch, 1993; Haynes, 1993; Dubin and Olshtain, 1993 the word form
should be used as a last step to derive the meaning of a word, after using the context.
Moreover, it is best to use morpheme analysis to check the guesses rather than using
it as a clue for guessing.

Another problematic issue to be considered in lexical inferencing is the
unlikelihood of acquisition or retention of the successfully guessed words. Many
researchers agree on the fact that even if learners make successful guesses, these
guesses do not necessarily result in acquisition or retention of the new word (Nation
& Coady, 1988; Read, 2000). This happens because once the learners understand the
meaning, they do not engage in deeper mental processing of the word (Paribakht &
Wesche, 2000).

Conclusion

Guessing vocabulary from context is a critical reading strategy, and students
should be encouraged to guess the meaning of unknown words because intelligent
guessing is something all skilled and proficient readers do (Allen, 2003). According
to Stanovich (1986), the fact that good readers comprehend more, know more words,
and learn new words more easily than poor readers is due to their ability to take more
advantage of context in reading texts (as cited in Coady, 1993). However, taking the
problems in using the context for guessing word meanings into consideration, L.2
learners should be taught how and when to use the relevant contextual clues because
this approach may not be applicable all the time or at random (Drum & Konopak,

1987).
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CHAPTER 3: METHODOLOGY

Introduction

The purpose of this interventional study was to identify the strategies used in
guessing vocabulary from context in reading texts by pre-intermediate students at
Hacettepe University, Department of Basic English (DBE). This study also intended
to differentiate between the strategy use of successful and unsuccessful guessers. The
results of this study may contribute to the new curriculum design at Hacettepe
University DBE which is supposed to be implemented in the 2006-2007 academic
year. The Curriculum Development Unit may use the findings of this study to
introduce other strategies in the new reading and vocabulary curriculum to help
students become more competent readers by considering the cognitive strategies
already used for guessing words by the students.

The study addressed the following research questions:

1. What strategies do the pre-intermediate level students at Hacettepe
University, Department of Basic English report that they use when they
encounter unknown vocabulary in context?

2. What s the role of context in helping students to deal with unknown
vocabulary?

3. What is the difference between the strategies that the successful and
unsuccessful guessers report they use to cope with unknown vocabulary

in reading texts?
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To identify the lexical inferencing strategies, data were collected through a
reading task, think-aloud-protocols (TAPs) and retrospective interviews (RIs).The
first step in gathering data was the administration of the reading task. This reading
task, in which the students were asked to guess the meanings of unknown
vocabulary, was given to a pre-intermediate class of 32 students. The purpose of
implementing the reading task was to select the participants for the TAPs and RlIs,
according to their success in guessing the meanings of the target words in the reading
text. The next step was the administration of TAPs to obtain evidence about the
strategies students rely on during the lexical inferencing process. The participants in
the TAPs were three successful and three unsuccessful guessers who were asked to
derive the meanings of target unknown vocabulary in another reading task. The final
step was conducting the RIs in which the students were provided with the reading
task they had worked on during the TAPs. They were asked questions about the
strategies they used to deal with unknown target words and clarify the sequences in
the audiotaped TAPs that could not be understood.

Setting and Participants

The study was conducted at Hacettepe University, Department of Basic
English, where students from various departments get the compulsory EFL
education. Students are placed at appropriate levels from zero-beginner to
intermediate according to a placement test given at the beginning of each academic
year. The participants of this study were 32 pre-intermediate students. The reading
task was given to 32 students; however, only 6 of these 32 students participated in

the TAPs and RIs.
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32 students, 18 males and 14 females, engaged in the reading task. In this task
they were asked to read a text and infer the meanings of target vocabulary.
According to the number of correctly guessed words, some successful and some
unsuccessful guessers were selected. Among these students, three successsful and
three unsuccessful guessers would do the TAPs, where they would have to verbalize
their thoughts during the contextual guessing process and Rls, where they would be
asked questions about the strategies used in dealing with the unknown vocabulary in
the TAPs. Due to the nature of these two instruments, especially the TAPs,
participants’ verbalization skills are very important factors influencing the richness
of data (Van Someren, Barnard & Sandberg, 1994). Therefore, to make sure about
the participants’ verbalization skills, their teacher was asked to suggest students who
were talkative, confident, and able to express themselves, among the students who
were selected according to the guessing scores in the reading task. After the teacher
was consulted about the verbalization skills of the students, three successful and
three unsuccessful guessers who were willing to participate in the study were
selected.

Instruments

In this interventional study, three non-technical reading texts taken from
Interactions 2: Integrated Skills published by McGraw Hill Contemporary in 2003
were used. The criteria taken into consideration in selecting the reading texts are as
follows:

e  Whether the texts match the comprehension ability of pre-

intermediate readers;
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e  Whether the texts were intriguing enough for stimulating interest and
curiosity in the participants;
e  Whether the texts were suitable in terms of investigating the strategy
use in guessing vocabulary from context.
The expository reading text titled “Changing Career Trends” (see Appendix

A) was used in the in-class reading task. The text was about job opportunities, job
security, and job-hopping. It contained 806 words, 16 of which were target words.
All target words were content words consisting of six nouns, six verbs, and four
adjectives. The title of the reading text used in the training sessions was “The Human
Brain—New Discoveries” (see Appendix B). This text, which was about the human
brain and the differences in male and female brains, was much shorter than the text
used during the TAPs because the aim was to train the participants in thinking-aloud
by demonstrating what they were expected to do while reading and deriving the
meanings of target words. The text used in the training sessions contained 205 words,
6 of which were target words. The target words consisted of three nouns and three
verbs. During the TAPs, the participants dealt with an expository text titled “How to
Read a Newspaper” (see Appendix C). This text, which was about reading a
newspaper as a way to improve English, contained 831 words, 14 of which were
target words. 4 nouns, 4 verbs, 4 adjectives, and 2 adverbs were chosen as the target
vocabulary, and they were all content words. In all of the reading texts, the target
words were written in bold so that the participants would know which words they
were to guess. If the same words appeared more than once, they were in italicized to

indicate that the word had been seen before.
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All of the target words to be guessed in the reading texts used in this study
were made-up words. That is, these words do not exist in English, they are made up
by the researcher according to the orthographic and morphological rules of English
by maintaining all the inflectional and derivational morphemes.

In the text used in the in-class reading task, 16 words: choice, determined,
varies, quit, self-confidence, flexible, industrial, upgrade, focus, distract, drawback,
available, addicted, leisure activities, symptoms, and pleasure were selected as the
target words. Then, they were replaced with made-up words: sinate, wanhered, yates,
cest, vesk-janince, qunowen, dapolial, begivare, ohenis, tilikess, whistinkesh,
amihable, thalleted, bogusare hesarices, ummugans, and meracism. In the training
reading text there were six words to be guessed: exposed, exercise, bothering,
origins, dominance, and feelings. They were changed as yobited, hedfinize,
remdeting, pafamades, seminance, and manicions. In the text used during the TAPs,
14 words: tricks, hiding, regularly, aloud, spend, headlines, gossip, actual, includes,
important, objective, last, preview, and report were selected and replaced with
artificial words: pracks, danding, chaningly, adant, glurk, predpines, bissip, hatal,
mintends, reminent, artictive, wist, pretern, and sidelt. Two of the target words bissip
and hatal were invented so that they looked like the actual English words gossip and
actual. The aim to use similar sounding words was to see whether the students would
make any intralingual phonological associations. There were no explicit criteria for
the invention of the other target words. The researcher only tried to invent the words
according to the morphological and orthographic rules of English by using affixation,

as mentioned before.
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The decision to use made-up words in this study was made after a review of
research on contextual guessing. Some researchers have used made-up or nonsense
words in their studies concerning lexical inferencing. For example, Haynes (1993)
reports that in her study as in the studies conducted by Hamburg and Spaan (1982)
and Walker (1981) nonsense words were used so that no student would have
previous knowledge of the words to be guessed. Similarly, Pulido (2003) used
nonsense words to ensure that no learners had prior knowledge of the target words
under investigation. She reports that many researchers have used this approach in
previous research on L2 vocabulary acquisition (e.g. Hulstijn, 1992, 1993; Lee &
Wolf, 1997; Pulido, 1999; Walker, 1983 as cited in Pulido, 2003; Chern, 1993;
Haynes, 1993).

The advantages and disadvantages of using artificial words have been
discussed by many researchers. For instance, according to Haynes (1993), Pulido
(2003), and Frantzen (2003), one advantage is that no participant will have previous
knowledge of the word meanings. On the other hand, a drawback proposed by
Frantzen (2003), is that the learners will not have the chance to use the stem of the
word as a clue to find the meaning of the word. Another side effect of using pseudo-
words is the possibility of learners’ acquisition of these artificial words. Researchers
try hard to create words that look like target language words by adding affixes, and
this makes it more likely that these words will become part of the participants’
personal lexicon (Frantzen, 2003).

Although, as Frantzen (2003) discusses, there are disadvantages to using
artificial words, for the purpose of achieving validity, made-up words were used

instead of actual English words in the present study. Since none of the participants
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had prior knowledge of the target words, they employed strategies to guess these
words. Therefore, the strategies used by the participants to infer the meanings of
target words were valid.

In this study, in order not to affect the inferencing process negatively, the
participants were not informed that the target words had been made-up by the
researcher. During the TAPs, the participants did not express familiarity or
unfamiliarity or any problems with the target words. Therefore, during the Rls they
were not asked questions related to their ideas or feelings about the nonsense words.
There was only one participant, who discovered that the target words were made-up.
After the training session, before he continued with the TAP, he wanted to learn
whether the words were artificial. Obviously, he was told that the target vocabulary
was invented; however, he was supposed to behave as if they were actual words.
Then, during the TAP, he did not report any negative attitudes to guessing the
meanings of nonsense words.

Procedures

Piloting the Reading Tasks and TAPs

As the first step of data collection, the reading tasks and TAPs were piloted.
Piloting for the in-class reading task was first done with 12 EFL teachers who were
enrolled in the MA TEFL program at Bilkent University. Similarly, 5 MA TEFL
students who were experienced teachers took part in the piloting of the reading task
to be used during the TAPs. The researcher did this piloting to get their comments
on the reading tasks she had designed and the made-up words she had invented.

Also, from these experienced teachers, she wanted to get as many correct alternatives
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to be used as synonyms for the target words as possible. Her colleagues provided two
or three synonyms for each target word.

For the in-class reading task, one native speaker of English who is a linguist
was consulted. Consultation with her revealed that two of the target words were
problematic in terms of the orthographic and morphological rules of English.
Therefore, revisions were made in these two made-up words. As for the TAP reading
task, three native speakers, two of whom are experts in teaching EFL. and ESL were
consulted. According to their suggestions, two of the made-up words were changed
due to their similarity to a real English word. Also, as there were more words to gloss
in the first paragraph than in any other paragraphs, the number of the target words in
the first paragraph was decreased. One native speaker reported difficulty with the
syntax of a sentence, which made it difficult to figure out the meaning for the made-
up word preceding it. Therefore, revisions were made in this sentence.

The revised in-class reading task was also piloted on December 22, 2005, one
month before the main investigation, at Hacettepe University DBE with a class of 36
pre-intermediate students similar to the ones who participated in the main study. The
task was completed in one lesson (50 minutes). None of the students reported that the
text was too difficult for them to cope with. However, when I had a look at their
answers to the vocabulary part in the reading task, I noticed that none of the students
could find the synonyms for three words: ulomanice (identity), semify fip tole (keep
up with), and pafamade (access). Another problem was with the words gunowen
(flexible), hedfin (rigid), and dapolial (industrial). The majority of the students
interpreted qunowen and hedfin, which are seen in the following sentences “It is true

that these days, workers must be more qunowen — able to change to fit new
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situations. But optimists claim that gunowen people are essentially happier, more
creative, and more energetic than people who are hedfin.” as optimistic and
pessimistic. The students had used the context to understand that these words were
opposite adjectives but failed in recognizing the exact definition — able to change to
fit new situations — which is provided right after the word qunowen. Likewise, most
students thought that the word dapolial in the sentence “For example, people with
factory jobs in dapolial nations lose their jobs when factories move to countries
where the pay is lower.” means undeveloped, which is actually the opposite of what
is meant in the passage. Before the main study was conducted, these words were
considered again because they seemed to be problematic for the students. It was
decided not to select ulomanice (identity), semify fip tole (keep up with), pafamade
(access), and hedfin (rigid) as target words since no student could infer their
meanings. However, no revisions were made with the words qunowen (flexible) and
dapolial (industrial).

Students were informed that if they could not find a synonym in English for a
target word, they might also write a synonym in Turkish. This was because of the
fact that a student might successfully guess the meaning of a word but might not be
able to express it in English. This study was not concerned with the proficiency of
the students in their L2. The researcher was interested in the cognitive processes the
readers go through when they tried to guess the meaning of an unknown word.
Therefore, if the students were able to express their guesses in their L1 but not in
their L2, they were allowed to do so. The results of the piloting showed that it was a
good idea to allow students to write synonyms in Turkish. Some students wrote

Turkish words for some of the target vocabulary, and these were mostly correct
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guesses. Allowing participants to provide synonyms in their native language had not
been practiced in any other study concerning lexical inferencing, so the researcher in
this study was concerned that the students might use Turkish words excessively
because it would be easier for them. However, they only used Turkish words when
they really could not find an English word. When scoring the participants’ responses
in Turkish, the same criteria used for scoring the responses in the target language
were taken into consideration. An answer that was semantically, syntactically, and
contextually appropriate was rated as correct. If a response was semantically correct
but syntactically deviant, it was rated as partially correct.

It was found in many studies concerning lexical inferencing that knowing the
meanings of the words in the surrounding context of texts helped L2 learners guess
the meanings of unfamiliar words. It was also found in these studies that learners had
problems in word guessing if they did not know the meanings of vocabulary in the
surrounding context (see Chapter 2, p. 33). Considering this result of the previous
studies, in this pilot study the students were asked to underline the words they did not
know other than the target words, to obtain a rough idea of the vocabulary size of the
students. It was seen that the students did not have difficulty understanding the
context because they knew most of the words in the surrounding context.

The TAPs were piloted on February 17, 2006, one week before the main
investigation. Three students from the class that attended the piloting of the in-class
reading task participated in the piloting of the TAPs. One of them was a successful
guesser, and the other two were reported by their teacher to be quite unsuccessful. By

this piloting, I had an idea of how long each TAP would last. Even with the less
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successful guessers, the TAPs were completed in approximately half an hour, which
is a reasonable time for conducting TAPs.

The pilot study showed that the participants had difficulty with two of the
target words: virate (improve) and jorn (skip). None of them could find synonyms
for these words, so they were considered again before the main study. It was seen
that the text did not provide enough context for the words virate and jorn for pre-
intermediate students to derive their meanings; therefore, they were not targeted.

As in the piloting of the in-class reading task, in the piloting of the TAPs, the
students were asked to underline the unknown words other than the target words.
This was done to see if there were many unfamiliar words in the surrounding context
for the target words, which would affect successful guessing. All three participants in
the pilot study pointed at the same three words (acquire, challenging, trash) as
unknown and had difficulty in glossing the target words preceding or coming after
them. Therefore, these words were simplified by replacing them with other words
fitting the context (learn, difficult, rubbish) that the students already knew.

The participants of the pilot study had a positive attitude towards the tasks.
They expressed that they liked the reading tasks and they would like to attend this
kind of studies again. Apart from getting such comforting comments, by piloting the
reading tasks I designed, I had the chance to see how they would work in real life
with real students. I was also able to recognize the weaknesses and the strengths of
the reading tasks.

Administration of the In-class Reading Task

The in-class reading task was administered on February 17, 2006 at Hacettepe

University DBE. 32 pre-intermediate students participated in the task. They were

46



instructed that they were supposed to guess the meanings of 16 target words which
were written in bold. They were asked to find synonyms for the target words. They
were informed that if they could not find a synonym in English for a target word,
they might also provide a synonym in Turkish.

Some of the participants completed the required task in 15 minutes. However,
the majority handed in their papers in 45 minutes. A few students asked questions
about the study and the target words after they had completed the task. Their
questions were answered by the researcher who was present in the classroom during
the administration of the reading task.

Training Sessions for the TAPs

Training the participants before the TAPs is important. Gass and Mackey
(2000) assert that it is really difficult to conduct TAPs without training because most
people need practice and modeling to be able to verbalize their thoughts while
dealing with a problem-solving task. Training helps participants become more fluent
in verbalizing their thoughts. When participants are given the chance to practice
before the real task, they become familiar with thinking-aloud and in addition, the
researcher has the opportunity to correct the participants who attempt to interpret
their thoughts instead of verbalizing whatever comes to their minds (Van Someren et
al., 1994).

Before the TAPs were conducted, participants were trained in thinking-aloud
by the researcher in individual sessions which lasted for 10-15 minutes. The
participants were first informed about the purpose of the study and how they were to
verbalize their thoughts (see Appendix D for training session talk). As suggested in

the literature, they were told that they were free to use their L1 (Turkish), L2
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(English) or both, while they were dealing with the reading task and vocalizing their
thoughts (O’Malley & Chamot, 1990; Bengeleil & Paribakht, 2004).

The text titled “The Human Brain—New Discoveries” used in the training
sessions, consisted of two paragraphs, and it was very similar to the target task as
recommended by Van Someren et al. (1994). With the first paragraph, the researcher
modeled the verbal process, herself. Then, with the second paragraph, the
participants were given the opportunity to practice verbalizing what was going on in
their minds (Van Someren et al., 1994). Van Someren et al. (1994) recommend
starting the actual think-aloud session after the researcher is confident that the
participant feels comfortable with the verbalizing process. Thus, the researcher
started the TAP task after she felt that the participants learnt how to think-aloud as
they expressed that they understood the process. After the training and practice
period, the participants were presented the reading task.

Think-Aloud Protocols (TAPs)

Although there have been some criticism of the TAPs, it is a common
methodology used in strategy research (Nassaji, 2003). This introspective method
was suitable for the aim of this study since it would enable the researcher to have
direct access to the inferencing processes of the participants as they verbalized their
thoughts.

The TAPs were conducted on February 22, 2006, five days after the
administration of the in-class reading task, in separate sessions for each participant.
As advocated in literature, a quiet room where the participants would not be

disturbed by anybody or with any noise (Faerch & Kasper, 1987; Van someren et al.,
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1994; Nassaji, 2003) was arranged to conduct the TAPs. The TAPs lasted for 15-30
minutes.

The participants were provided with the reading text titled “How to Read a
Newspaper” and instructed to read the text aloud. They were asked to verbalize and
report whatever came to their mind, even if it seemed irrelevant, while guessing the
meanings of each word written in bold. They were also informed that at any time
they could refer back to an unknown word to guess its meaning again (Nassaji,
2003).

All of the participants preferred to voice their thoughts in Turkish while they
were performing the task. As think-aloud is an “informant-initiated” technique
(Haastrup, 1987), the researcher did not interfere with the process unless the
participants paused more than 15 seconds. When the participants stopped talking for
more than 15 seconds, which happened only three times, they were reminded to
continue thinking-aloud by asking them what they were thinking at that time
(Ericsson & Simon, 1987). With this reminder, the participants immediately started
to talk again and verbalize what they were thinking.

TAPs were completed successfully. To give the reader an idea about how the
participants dealt with the thinking-aloud process, a short TAP segment both in
Turkish and English is provided below. Underlined parts are from the reading text

and the italicized portions were translated into English.

Turkish:

you sometimes ask me for pracks . ee birseyler hakkinda soru soruluyor you
want quick and easy ways to learn this language to learn huge vocabulary to
read fast and understand more to become good writers . you want magic you
think I have some secret magic pracks that [ am danding not letting you
have you think I have some secret magic pracks clue ipucu olabilir ...
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(writes + clue) that I am danding not letting you have that I'm . knowing
olabilir having know olabilir ama ing almaz that I’m . know that I'm having .
not letting you have

English:

you sometimes ask me for pracks . ee a question is asked about something
you want quick and easy ways to learn this language to learn huge
vocabulary to read fast and understand more to become good writers . you
want magic you think I have some secret magic pracks that I am danding
not letting you have you think I have some secret magic pracks clue it can
be clue ... (writes + clue) that I am danding not letting you have it can be
that I’'m . knowing having it can be know but it does not take ing that I'm .
know that I’m having . not letting you have

As it can be seen from the sample above, the participant read the text and
vocalized what was going on in her mind. She did not attempt to interpret the text or
her thoughts. She tried to find synonyms for the target words by using different
strategies. Other participants’ protocols were similar to this sample in that they were
easy to interpret. None of the participants reported difficulty in fulfilling the required
task. The participants’ verbal reports were audio-recorded for future use. Also, the
researcher made notes about the strategy use of the participants concerning
contextual guessing.

Retrospective Interviews (RIs)

Since TAPs have such shortcomings as “incomplete reporting and protocols
that are difficult to interpret” (Haastrup, 1987, p. 202), this technique was
supplemented by conducting retrospective interviews as it has been done in many
other studies on lexical inferencing (e.g. Haastrup, 1987; Paribakht & Wesche, 2000;
Nassaji, 2003, 2004; Bengeleil & Paribakht, 2004). As the final step of data
collection, RIs were conducted on March 1, 2006, one week after the TAPs.
Actually, it is better to do the RIs right after the TAPs because, as Gass and Mackey

(2000) report, Bloom (1954) found that recall was 95% accurate if it was prompted a

50



short period of time after the original event (often 48 hours). Retrospective
interviews should be carried out soon after the task to be recalled because as the task
becomes distant in time and memory, the participants may report what they think the
researcher wants them to say or may find new explanations for their thoughts since
the task is less focused in their memories (Gass & Mackey, 2000). However, due to
the course schedule at Hacettepe University DBE for pre-intermediate students and
the researcher’s health problems, she was only able to conduct the RIs one week after
the TAPs.

In the retrospective interviews, which lasted for 10 to 15 minutes, the students
were provided with the reading task they worked on during the TAPs. The use of this
stimulated recall method was intended to prompt participants to remember what they
had thought while performing the reading task during TAPs. As suggested by Gass
and Mackey (2000), it is thought that “some tangible (perhaps visual or aural)
reminder of an event will stimulate recall of the mental processes in operation during
the event itself” (p. 17). In addition to providing the TAP reading task, the researcher
told the participants what exactly they had done or said during the TAPs when they
were trying to find the meanings of the target words, to decrease the negative effect
of time lapse between the TAPs and Rls.

In the “researcher-controlled” RlIs (Haastrup, 1987), to elicit additional
information, the participants were asked the following questions about the strategies
they had used to deal with each unknown target word:

e “What helped you to find out the meaning of this word?”
® “You were not sure about the meaning of this word. Why? What made

it difficult to guess this word?”
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® You referred back to this word and changed your guess. What led you

to suggest this meaning of the word?

The participants were instructed to reflect the thoughts they had had during

the TAP task about the clues they had used to guess the meanings of the target

words. They were cautioned not to report the thoughts that came to them in the

retrospective interviews. All of the participants successfully completed the RIs. A

short RI sample both in Turkish and English is given below. The letter R indicates

the researcher and P the participant.

Turkish:

vA

sonra bissip var bissip hakkinda tahmin yapamadin demissin orada
seni zorlayan bir sey mi vardi
these are not newspapers they are rubbish to be more accurate they

are called tabloid newspapers simply the worst examples of yellow
journalism newspaper writing that is full of bissip half-truths and too

many exclamation marks o anda tahmin yapamamistim ama gimdi
aklima birsey geldi ama

ama o zaman

gene tam net degil o zaman bir tahmin yapamamistim

English:

R:

P:

then there is bissip for bissip you said that you could not guess it
was there something that challenged you there

these are not newspapers they are rubbish to be more accurate they
are called tabloid newspapers simply the worst examples of yellow
journalism newspaper writing that is full of bissip half-truths and too
many exclamation marks I couldn’t guess at that time but now
something came to my mind but

but at that time

again it is not very clear at that time I couldn’t guess

As it is understood from the sample above, when the participants did not

remember what they had thought during the TAPs, they said so. At certain times,

they also told the researcher that they were thinking of something at that time which

52



they had not thought of during the original task. Fortunately, none of the participants
tended to interpret the text; they talked about the clues they made use of to derive the
meanings of target vocabulary, as expected.

In this study data derived both from the TAPs and RIs and the data gathered
from RlIs were used as a further sample. Combining these two instruments for data
collection proved very useful. As the researcher could not interfere during the TAPs,
there were some points which were not very clear. In the RlIs, she had the opportunity
to clarify those points. Also, combining TAPs and RlIs enriched data. The samples

from TAPs and RlIs below illustrate the usefulness of combining TAPs and RIs:

TAP — Turkish:

bissip newspaper writing that is full of bissip dedikodu gossip gibi bir
sey heralde bissip newspaper writing that is full of

TAP — English:

bissip newspaper writing that is full of bissip gossip something like
gossip probably bissip newspaper writing that is full of

RI — Turkish

R: bissip icin dedikodu gossip demissin ne diisiindiin

P: bissip deyince hani orada gossip bissip gibi okunuyor diye
diisiindiim iste half-truth falan demis yani yar1 gercek

RI — English:

R: for bissip you said gossip gossip what did you think

P: when it says bissip well there gossip sounds like bissip 1
thought well it said half-truth that is half true

In the TAP sample, the participant provided a synonym for the target word,

but he did not explain how he had arrived at that guess. However, in the RI he
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reported his thought that bissip sounded similar to “gossip”. This reporting enabled
the researcher to interpret the data more thoroughly.

Each RI was audio-recorded as was done during the TAPs. At the end of the
retrospective sessions three participants wanted to learn the actual meanings of the
target vocabulary. All of the participants thanked the researcher for including them in
a study that was very useful for them.

Data Analysis

Data were collected from three sources: an in-class reading task, TAPs, and
RIs. The in-class reading task was used to identify three successful and three
unsuccessful guessers according to their success in guessing the meanings of the
target vocabulary. The correct responses were counted. The results were used in
identifying the successful and unsuccessful guessers.

Qualitative and quantitative methods were used in analyzing the TAPs and
RIs. First, the strategies used by each participant in guessing vocabulary were
identified. Then, the verbal protocols were coded according to the strategy
classification coding scheme established by the researcher (see Appendix F for the
coding scheme). A taxonomy of the strategies used in lexical inferencing was
developed. Since both TAPs and RIs were used as main data collection devices, the
frequencies and percentages were calculated for each strategy used during the TAPs
and reported in the RIs. The data are presented in tables in the following chapter.

Conclusion
In this chapter the setting and the participants of the study, instruments for

data collection, data collection procedures and data analysis techniques were
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presented. In the next chapter, data analysis procedures and the results will be

discussed in detail.

55



CHAPTER 4: DATA ANALYSIS

Overview of the Study

The present interventional study investigated the strategy use of pre-
intermediate students at Hacettepe University, Department of Basic English (DBE) in
guessing vocabulary from context in reading texts. This study, also aimed at
differentiating between the strategy use of successful and unsuccessful guessers.
Data were collected through an in-class reading task, think-aloud-protocols (TAPs)
and retrospective interviews (RIs).

As the initial step of data collection the in-class reading task was
administered to a pre-intermediate class of 32 students, with the purpose of selecting
the participants for the TAPs and Rls. In this reading task the participants were asked
to guess the meanings of unknown vocabulary. According to their success in
inferring the meanings of the target words, three successful and three unsuccessful
guessers were identified. As the second step TAPs were conducted with the selected
successful and unsuccessful guessers to investigate the strategies students employ
during the actual contextual guessing process. Another reading task similar to the one
used in determining the six successful and unsuccessful guessers was given to the
participants in the TAPs. In this task, the participants were asked to verbalize their
thoughts while they were trying to gloss the meanings of target unknown vocabulary.
The final step was conducting the RIs in which the participants were asked questions
about their strategy use for guessing the target words in the TAP task and the

unintelligible sequences in the audio-recorded TAPs. In the RIs, to prompt
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participants to remember what they thought while performing the TAP reading task,
the stimulated recall method was used by providing the reading task they had worked
on during the TAPs.

In the first part of this chapter, the data analysis procedure is described. Both
qualitative and quantitative methods were used to analyze the data gathered through
the in-class reading task, TAPs, and RIs. The second part contains the results
displayed in tables. First, the analysis of the in-class reading task includes the
demonstration of the scores of the six successful and unsuccessful guessers and the
mean score, range, and the standard deviation in a table. In addition, the success of
the six participants in guessing the target vocabulary was shown in a table with
frequencies and percentages for correct, partially correct, and incorrect answers.
Then, the contextual guessing strategies employed during the TAPs and reported in
the Rls are presented in a table with frequencies and percentages. Last, the scores of
the 6 guessers in the TAP task with the mean score, range and standard deviation and
the success of them in lexical inferencing with frequencies and percentages for
correct, partially correct, and incorrect answers are displayed in tables.

Data Analysis Procedures

Analysis of the In-class Reading Task

The first step of data analysis was scoring the in-class reading task. Following
the criteria proposed by Nassaji (2003) to determine the successful guessing, the
responses to each target word were rated using a three-point scale: 2 = correct, 1 =
partially correct, 0 = incorrect. Correct guessing was defined as semantically,
syntactically, and contextually appropriate answers. A successful answer is described

as a word representing the semantically accurate meaning of the target word such as
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a synonym or a definition. In order not to underestimate the attempts for guessing a
word, the participants were also given the chance to supply synonyms in their native
language, Turkish, if they experienced difficulty in finding one in English. For the
Turkish synonyms, a correct answer is still the one which is semantically,
syntactically, and contextually appropriate. Also, if the synonym the participants
provided made sense in the context although it was not the meaning of the word out
of context, it was still rated as correct. Semantically correct but syntactically
incorrect answers were considered as partially correct. The answers which did not
meet any of the above conditions were considered incorrect. To give an example,
participant A provided the answers “self-confidence, give up, patient, busy and keyif
(in Turkish)” for the made-up words vesk-janince, cest, qunowen, amihable and
meracism respectively (see Appendix A for the in-class reading task). Her answer
“self-confidence” for the target word vesk-janince was scored as correct because it
was the actual English word used in the text before the target vocabulary was
changed into nonsense words. Likewise, the synonym “keyif” she provided for the
target word meracism was scored as correct because “keyif” is the Turkish
equivalent for pleasure which was the original word in the text. The word amihable
was invented to replace the adjective available. Participant A’s response “busy” for
this word was still rated as correct since it made sense in the context although it was
not the meaning of the word out of context. Cest was used to replace the original
word “quit” which was used in the past tense. Her answer “give up” to this word was
scored as partially correct because it was semantically and contextually appropriate
but syntactically deviant as it was not in the correct tense. The answer “patient” for

the target word qunowen was rated as incorrect because it was contextually and
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semantically incorrect as the required response was “flexible”. After scoring the in-
class reading task in this way, the mean, the range, and the standard deviation were
calculated.

The success of the six participants in contextual guessing was analyzed by
looking at each target word. In the in-class reading task, they did not respond to all of
the target words. Therefore, the number of the items responded to was calculated.
Then, the frequencies and the percentages were calculated for correct, partially
correct, and incorrect answers.

In the next section, the analyses of the data collected through the TAPs and
RIs will be discussed. First, the qualitative analyses of the protocols and RIs will be
presented in tables by describing and exemplifying the strategy types included in the
taxonomy of contextual guessing strategies and the coding of the TAPs and RIs.
Then, there will be a brief discussion about the quantitative analyses of the TAPs and
RIs.

Analyses of the TAPs and RIs

During the second stage of data analysis, the TAPs ans RIs were analyzed
qualitatively and quantitatively. The qualitative analyses of the TAPs and RIs
included transcribing, coding, translating the verbal protocols and developing a
taxonomy of contextual guessing strategies. Prior to transcribing the recorded TAPs
and RlIs, the researcher listened to each protocol. Then, the transcriptions were read
while the audio-recorded TAPs and RIs were re-listened (see Appendix G for
transcription conventions, and Appendices H, I, J, K, L, M, N, O for sample TAPs
and Rls). Listening to the recorded TAPs and Rls twice and reading the

transcriptions enabled the researcher to obtain an idea of the lexical inferencing
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strategies employed and reported by the participants in this study. To develop a
taxonomy of the contextual guessing strategies, the previously developed
classifications in different lexical inferencing studies were used as a framework. It
was essential to revise the strategy categories included in these taxonomies to fit the
data gathered in the present study.

For pre-existing taxonomies, literature on vocabulary learning and contextual
guessing strategies was consulted. Haastrup (1987) and Haynes (1993) found that the
immediate and global context was used to derive the meaning of an unknown word.
Word form analysis was used for dealing with unfamiliar words in the studies
conducted by Haastrup (1987), Nassaji (2003), Haynes (1993), and Bengeleil and
Paribakth (2004). The knowledge of inflectional and derivational morphemes and
word stems were used as a means to find the meaning of a word. The strategies of
using the context and the word form analysis are also recommended by Nation and
Clarke (1980 as cited in Nation, 2001).

World knowledge was another strategy used in lexical inferencing as found
by Haastrup (1987), Nassaji (2003), and Bengeleil and Paribakth (2004). The
participants in these studies sometimes relied on what they already knew about the
topic discussed to arrive at a guess of the unknown words. Not only knowledge of
the world but also the discourse knowledge was used to figure out the meaning of a
word in these studies. The participants made use of the relations between or within
the sentences, the devices that connect different parts of the text, and their general
understanding of the sentences, paragraphs or the whole text to anticipate a word’s

meaning.

60



As part of the intralingual and interlingual sources, collocational knowledge
and phonological association were found to be used as guessing strategies by
Haastrup (1987) and Bengeleil and Paribakth (2004). The participants depended on
their knowledge of which words are often used together in their native language or in
English. They also attempted to guess the meaning of a target word by associating its
sound with another word in L1 or in L2. Similarly, Nassaji (2003) determined in his
study that the students employed the strategy of analogy which he described as the
attempt to guess the meaning of a word based on the similarity of its sound with
other words.

Nassaji (2003) also found that repeating, verifying, monitoring and self-
inquiry were strategies used by the participants in his study. The students repeated
some portion of the text including the target word, examined the appropriateness of
the inferred meaning by checking it against the wider context, showed their
awareness of the easiness or difficulty of the guessing task and asked themselves
questions about the text, words or the inferred meaning. In the same study it was also
found that the students tried to figure out the meaning of a word by finding a similar
word in their native language or translating.

Recognizing the part of speech of an unknown word was used as an
inferencing strategy in the studies of Haastrup (1987) and Nassaji (2003). The
participants used their knowledge of grammatical functions or syntactic categories to
anticipate the meaning of an unfamiliar word. In the Bengeleil and Paribakth (2004)
study, it was found that the participants occasionally benefited from their knowledge

of punctuation rules to gloss the meaning of unknown vocabulary.
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The taxonomy of contextual guessing strategies consisted of 16 strategy types
which are presented in Table 1 with their definitions. 15 strategy types were adapted
from the above pre-existing categories. In addition, one strategy type, translation,
was included in the taxonomy based on the data gathered in the present study. In
none of the lexical inferencing studies mentioned above was the distinction between
the use of L1 for guessing the target word or for decoding the meaning of the text
drawn. However, this distinction was recognized as necessary in this research.
Therefore, two different strategy types, L1 knowledge and translation, were included
in the taxonomy where the former refers to finding similar words in Turkish to
anticipate the meaning of the target word and the latter refers to the word-for-word

translation of some parts of the passage to understand the meaning conveyed.
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Table 1

The Contextual Guessing Strategy Types in the Taxonomy and Their Definitions

Strategies Definitions

Contextual Attempting to figure out the meaning of the target word

Clues by using a single word or a group of words or a phrase
in the immediate or wider context of the target word

Part of Speech Recognizing the part of speech of the target word

Interlingual Using the Turkish collocation knowledge to guess the

Collocation target word

Intralingual Using the English collocation knowledge to guess the

Collocation target word

Intralingual Phonological association of the target word with a word

Phononology in English

Punctuation Using the punctuation rules to guess the target word

L1 Knowledge

Translation

Section
Repeating

Word
Repeating

Verifying

Monitoring

Trying to guess the meaning of the target word by
finding a similar word in Turkish

Translating some parts of the text into Turkish to
understand the text and/or to guess the meaning
of the target word

Repeating any portion of the sentence with the target
word or the sentences preceding or coming after the
sentence in which the target word occurred without
attempting to guess the target word

Repeating the target word or a word in the context
without attempting to guess the target word

Expressing the appropriateness/inappropriateness of
the inferred meaning of the target word and/or checking
it against the wider context

Showing an awareness of the difficulty or easiness of
the guessing task or expressing an idea for knowing/not
knowing or remembering/not remembering a word in
the text
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Self-Questioning Asking oneself questions about the words, text, and the
inferred meaning of the target word

World Using background world knowledge which is
Knowledge beyond what is in the text

Discourse Using the knowledge of intra- or inter-sentential
Knowledge relations, and the devices that connect

different parts of the text

Morphological Using the knowledge of word formation and word
Knowledge structure, including word derivations, inflections, word
stems, suffixes, and prefixes

After the construction of the contextual guessing strategy taxonomy, a coding
scheme was developed for the 16 strategy types included in the taxonomy (see
Appendix F for the coding scheme). By using the strategy codes the strategies
employed by each participant during the TAPs to figure out the meaning of the target
words and reported in the RIs were coded during the qualitative analysis of the data.
The coding categories were written next to the strategies used or reported during the
TAPs and in the Rls on the transcribed protocols. Then, the coded transcriptions of
the protocols were reread to make sure that none of the strategies used or reported
escaped notice (see Appendices I, K, M, O for sample coded TAPs and Rls).

To give the reader an impression of the strategy types in the taxonomy, some
extracts from the TAPs and Rls of different participants are displayed in Table 2. The
segments from the reading text are underlined and the segments from the TAPs and
RIs are written in lower case letters. A dot indicates a pause for Sor 6 seconds
whereas three dots indicate a long pause. As all examples were translated into
English, the translated parts are italicized. The researcher’s comments are written in

parentheses.
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Table 2

Example TAP and RI Extracts for Each Strategy in the Taxonomy

Strategy TAP RI
Contextual Clues pracks it can be ways it there are some tecniques

Part of Speech

Interlingual
Collocation

Intralingual
Collocation

Intralingual
Phonology

Punctuation

can be clues ways clues

English language newspaper

chaningly an adverb

sidelt also as it says the

weather the weather

situation situation

glurking spend like spend
time as it says glurking

time

not employed during any

of the TAPs

in parentheses or most

reminent it said
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that work better than others
ee when I read it below later
and saw the word technique
here I thought this could also
be technique (for the target
word pracks)

I thought it is a verb

because it has the
inflectional morpheme s well
this I thought it is present
simple also there should be a
verb here the sentence does
not have a verb (for the target
word mintends)

well in my opinion as there is
everything I thought what can
everything be done when 1
thought in Turkish I thought as
contains includes everything
(for the target word mintends)

when I saw the weather I said
1 did not think of anything else
the weather like well as it said
the weather I directly
remembered like (for the target
word sidelt)

actually for that a little bit
from how it is pronounced
well bissip gossip a little bit
similar

then there is a hyphen — the
weather sidelt or where a cer/
so it gave an example




L1 Knowledge

Translation

Section Repeating

Word Repeating

Self-Questioning

Verifying

if you read the paper imm
cok zorlukla (with a lot of
difficulty) re/ read . it
actually can be zorlukla
(with difficulty) (for the
target word chaningly)

these are not newspapers
bunlar gazete degil (these
are not newspapers)

(for the target word
bissip)

you want magic you think

you ask me for something well
how can I learn in a more easy
way well ipucu (clue) (for the
target word pracks)

here one of the best
techniques helped me infer
11 en iyi tekniklerden birisi
(one of the best techniques)
(for the target word
chaningly)

newspaper writing that is

I have some secret magic

full of bissip half-truths and

pracks . secret secret .
magic pracks

newspaper writing that

is full of bissip half-truths
and too many exclamation
marks it can be gossip yes
but it can also be unreal
news half-truth

used to glurk can it be
arguing

begin on page one begining
from one reading other
pages . through the page .
other page . wist page ... yes
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too many exclamation marks
half-truths too many
exclamation marks

not reported in any of the RIs

last you might look for some
small piece of information that
you need at the moment the
weather like well this only
well what are the news (for
the target word sidelt)

I looked back to the first one
most important news it said
again when I put it in its place
here well I thought as the
most important stories of the
day this is what I thought only
when I put it in its place it
seemed logical in all three

of them (for the target word
reminent)




Monitoring

Discourse
Knowledge

World Knowledge

Morphological
Knowledge

you think I have some secret

you think I have some secret

magic pracks that I am
danding not letting you have

magic pracks that I am
danding not letting you have

this is not true there are no

easy pracks . it appeared
there times but still I couldn’t

infer what it is

let me read the next sentence
for that ee you need a real
newspaper such as the
Christian Science Monitor

11 if you need a real
newspaper imm Christian
Science Monitor the
International Herald Tribune
USA Today The London
Times or The Chicago
Tribune 1imm here it gave
the names of the newspapers
if it is a real newspaper

then it is not related to the
preceding sentence here it
was criticizing

let me say title for it . it is
title most probably because
in the middle of the
newspaper there aren’t
headlines they are only on
the first page you might be
surprised you will be
surprised how much you
can learn from just the

predpines

that I am danding not
letting you have that I'm
knowing can be having it
can be know but it does
not take ing

11 . this word seems difficult

to me also now 1 I remember
that it seemed difficult also

at that time (during the TAP)
well I couldn’t really comment

here I thought it is an example
because it is put between
quotation marks and
connected with or if the
sentence after or is a movie

is playing the other one is a
similar example I thought
another example that is in

a newspaper

I saw the things in quotation
marks newspaper titles and
well on the first page of

the paper generally not the
details but the news inside are
written titles or headlines are
written I directly remembered
this when I saw those titles
(for the target word
predpines)

the ly at the end of it they are
in adverbs generally carefully
for the target word chaningly)

In this study, TAPs and RIs were used as complementary instruments because

as Haastrup (1987) suggests, TAPs have certain shortcomings one of which is
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incomplete reporting. Thus, it was not expected that all strategies used during the
TAPs would be reported in the RIs. For this reason, the strategies used in the TAPs
and reported in the RIs were compared. When the strategies employed during the
TAPs were also reported in the Rls, a plus (+) was put next to the code and when a
strategy was reported in the RIs even though it was not used during the TAPs, a
minus (-) was put next to the code.

Two samples extracted from the transcribed TAPs and RIs of a successful and
an unsuccessful guesser in Table 3 present the analysis of the TAPs and Rls. The
capitalized bold letters between slashes indicate the strategy codes (see Appendix F

for the coding scheme).
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Table 3

Two Samples Presenting the Analyses of the TAPs and RIs

TAP RI

SA: last you might look for some when I saw weather directly
small piece of information I remembered weather forecast
that you need at the moment I know it is used like that I said
last u [TR/ look for /WR/ it MAC/ (-) well it is used in
look for a small place . you can Turkish as weather stuation
look at a place that you you TEC/ (-) well the things after

Sample 1 need [TR/ the weather sidelt you read this newspaper you
or where a certain movie is can look for and find the things
playing the weather sidelt it you want well do you wonder
can be weather forecast ICC/ ...  about the weather situation or
weather situation /L1/ weather where a film is when I saw these
forecast weather . or where a I remembered and said forecast
certain movie is playing /SR/ /TR/ (+) /CC/ (+)

UE: however newspaper language one of the best technigues I can
is very difficult it says the think of is to read an English
language of the newspaper is language newspaper chaningly
quite difficult ITR/ it does th I guess in this paragraph
become more possible imm something happens in time was
think of something more mentioned first you won’t
possible [TR/ if you read the understand it is difficult then
paper chaningly if the you will understand /CC/ (+)

Sample 2 newspaper chaningly /TR/ /TR/ (+) /DK/ (-) I thought

/WR/ several times a week
because you will . see the same
vocabulary over and over well
it says you see that your
vocabulary size constantly
increases [TR/ then what can
chaningly be imm /WR/ /SQ/
read the paper chaningly can
it be patience /[CC/ L1/ ISQ/

it as patience L1/ (+) because
it can endure time

Note. SA = successful reader A, UE = unsuccessful reader E

The last step of the qualitative analysis of the data was translating two of the

TAPs and two of the RIs from Turkish into English. The rationale in selecting the
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two TAPs and two Rls was to provide the reader with the TAPs and Rls of one
successful and one unsuccessful guesser.

Due to confidentiality concerns, during the data analysis, instead of the actual
names of the participants pseudonyms were used. After the analysis, the letters A, B,
C were used to represent the three successful guessers and D, E, F to represent the
three unsuccessful guessers.

For the purpose of achieving intrarater reliability of the data analysis, two
transcribed TAPs and RlIs were analyzed again by the researcher five days after the
first analysis. When the first and second analyses were compared, it was found that
there was a high degree of agreement.

In the quantitative analysis stage, the strategies used for guessing word
meanings from context during the TAPs and reported in the RlIs by the participants
were both taken into consideration. The frequencies and percentages of the two sets
of data were calculated. The frequencies and percentages for the strategy use of
successful and unsuccessful guessers were displayed separately in a table. For
determining the success of the six participants in guessing the target words in the
TAP reading task, the researcher looked at each target word responded to as was
done in the analysis of the in-class reading task. The number of the items responded
to was calculated. Then, the frequencies and the percentages were calculated for
correct, partially correct, and incorrect answers.

Results

The In-class Reading Task

The guessing scores of 6 out of 32 participants in the in-class reading task are

summarized in Table 4 by providing the mean, range, and standard deviation.
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Table 4

Guessing Scores of the Participants in the In-class Reading Task (N=6)

Successful Readers Unsuccessful Readers

A 23 71.8% D 8 25% HS=32
B 20 62.5% E 5 15.6% M=125
C 16 50% F 3 94% R =21

SD=17.5

Note. M = mean, R =range, SD = standard deviation, HS= highest possible score

The purpose of administering the in-class reading task was to select three
successful and three unsuccessful guessers to participate in the TAPs and Rls. For
this reason, Table 4 displays the guessing scores of only the six participants. There
were 16 target words to be guessed in the reading task. As a three-point scale (2= C,
1=PC, 0=IC) was used in rating, the possible highest score a student could get in
this task was 32. The percentages next to the guessing scores in Table 4 show how
much success the participants achieved in the in-class reading task.

The participants A and B were selected as the successful guessers because
they got the two highest scores. There were other participants who got better scores
than participant C. However, as the verbalization skills of the participants are
considered an important criterion to participate in the TAPs, and C was suggested by
his teacher as a more talkative and confident learner who is good at expressing
himself, he was chosen as the third successful guesser among the others who had
higher scores. What is more, C’s score was higher than the mean score.

The participants D, E, and F were selected as the unsuccessful guessers since
they got lower scores compared with the mean score. The verbalization skills of

these three unsuccessful guessers were taken into consideration in addition to their
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guessing scores when selecting them. To make sure about the verbalization skills of
the unsuccessful guessers, their teacher was consulted.

As the next step, the success of the participants in lexical inferencing was
analyzed by looking at the correct, partially correct, and incorrect responses they
provided for the target vocabulary. The reason for analyzing the participants’
guessing success was to compare and contrast the success of the participants in
deriving word meanings in two different reading tasks, the in-class and TAP reading
tasks. By comparing and contrasting the results, it was intended to understand
whether the use of contextual guessing strategies resulted in successful inferencing
and if so to what extent. In addition, it is possible that the strategy use and guessing
success of the participants might have been affected with the type of texts used in the
reading tasks and/or the types of target words in question. Thus, analyzing the
success in different tasks might provide insights on this issue.

The lexical inferencing success of the three successful and three unsuccessful
guessers with reference to their correct, partially correct, and incorrect responses

with frequencies and percentages is presented in Table 5.
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Table 5

Guessing Success of the 6 Participants in the In-class Reading Task

Scores  Correct Partially Correct Incorrect Total

A 23 10 13 % 3 3.9% 3 3.9% 16 20.8%
B 20 9 11.7% 2 2.6% 5 65% 16 20.8%
C 16 7 9% 2 2.6% 5 65% 14 18.1%
D 8 4 52% 0 0% 6 7.8% 10 13%

E 5 1 1.3% 3 3.9% 8 10.3% 12 15.6%
F 3 0 0% 3 3.9% 6 7.8% 9 11.7%
Total 31 403% 13 169% 33 428% 77 100%

There were 16 target words to be guessed in the reading task. Correct
responses were given 2 points, partially correct responses were given 1 point. Thus,
the possible highest score in this task was 32. The frequencies and the percentages
were calculated for correct, partially correct, and incorrect responses to learn about
the success of the six participants in contextual guessing. By omitting the target
items which were not responded to, 77 was found as the total number of the
responded items. Of the total 77 responses, 31 (40.3%) were correct, 13 (16.9%)
were partially correct, and 33 (42.8%) were incorrect. The percentage of incorrect
responses demonstrate that less than half of the time the participants arrived at wrong
guesses and the percentage of the correct responses indicates that again less than half
of the time the participants’ efforts to guess a target word proved useful. The
percentages of the correct and incorrect responses are close to each other whereas the

percentage of the partially correct responses is low compared to them, which shows
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that the participants guessed the meaning of the target words either completely
successfully or unsuccessfully. It can be concluded that the participants in this study
need to be trained at using strategies to check the inferred meanings of the target
vocabulary and to make sure that their guess is a contextually, semantically, and
syntactically correct one.

In the following section, the results of the TAPs and RIs will be discussed in
detail with reference to the strategies employed in the TAPs and reported in the RIs
to guess the meaning of the target vocabulary through context.

Think-Aloud Protocols and Retrospective Interviews

Table 6 displays the contextual guessing strategy use of the participants with
frequencies and percentages. The strategy use of the successful and unsuccessful

guessers is reported separately.
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Table 6

Contextual Guessing Strategy Use of the Participants during the TAPs and RIs

Strategy Successful Readers Unsuccessful Readers Total
F P F P F P

Contextual Clues 123 7.3% 144 8.6% 267 15.9%
Part of Speech 8 0.4% 10 0.6% 18 1%
Interlingual Collocation 4 0.2% 1 0% 5 0.2%
Intralingual Collocation 5 0.3% 1 0% 6 0.3%
Intralingual Phonology 2 0.1% 0 0% 2 0.1%
Punctuation 2 0.1% 14 0.8% 16 0.9%
L1 Knowledge 89 5.3% 165 9.8% 254 15.2%
Translation 82 4.9% 389 23.3% 471 28.2%
Section Repeating 75 4.4% 172 10.3% 247 14.7%
Word Repeating 12 0.7% 71 4.2% 83 4.9%
Self-Questioning 15 0.8% 93 5.5% 108 6.4%
Verifying 30 1.8% 43 2.5% 73 4.3%
Monitoring 14 0.8% 42 2.5% 56 3.3%
Discourse Knowledge 8 0.4% 22 1.3% 30 1.7%
World Knowledge 12 0.7% 17 1% 29 1.7%
Morphological Knowledge 2 0.1% 2 0.1% 4 0.2%
Total Strategy Use 483 28.9% 1186 71% 1669 100%

Note. F = frequency, P = percentage



The results indicate that translation (28.2%) and intralingual phonology
(0.1%) were respectively the most and least frequently used strategies when the
participants tried to infer the meanings of the target vocabulary. Contextual clues
(15.9%), L1 knowledge (15.2%), and section repeating (14.7%) were employed
almost at the same percentages, being among the most frequently used strategies.
The order of the next most frequently used strategies was self-questioning (6.4%),
word repeating (4.9%), verifying (4.3%), monitoring (3.3%), discourse knowledge
(1.7%), and world knowledge (1.7%). The least frequently used strategies were
found to be part of speech (1%), punctuation (0.9%), intralingual collocation (0.3%),
interlingual collocation (0.2%), and morphological knowledge (0.2%).

All strategy types in the taxonomy except for one, intralingual phonology,
which was employed only by the successful guessers, were used by both successful
and unsuccessful guessers. However, results showed variation in the frequencies and
percentages of the strategy use of both groups and their preferences in strategy types.
When the strategy use of successful (28.9%) and unsuccessful (71%) guessers was
compared, it was evident that the unsuccessful group employed contextual guessing
strategies more frequently, which is surprising. This result is an indicator that the
strategy use does not correspond with the guessing ability of the participants. The
frequency of the overall strategy use of the successful guessers as well as in each
single category, excluding the interlingual, intralingual collocations and intralingual
phonology, was lower than the unsuccessful group. However, as evidenced by the
guessing scores and success of the participants in both the in-class and TAP reading
tasks (see Table 5, Table 7, Table 8), the successful guessers used strategies in a

more useful way, resulting in more correct guessing. Therefore, it can be concluded
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that even though the unsuccessful guessers employed strategies more frequently to
guess the unknown vocabulary, their strategy use was not as effective as the
successful group in arriving at correct guesses. By giving training, however,
unsuccessful guessers could be made aware of the fact that using numerous strategies
may not lead to successful guessing if they are not used effectively.

The successful group mostly made use of the contextual clues (7.3%) whereas
the unsuccessful group benefited from translation (23.3) most. The successful group
also relied very much on their L1 knowledge (5.3%), translation (4.9%), and section
repeating (4.4%) at almost the same percentages. The unsuccessful group frequently
used section repeating (10.3%), L1 knowledge (9.8%), and contextual clues (8.6%).
The least frequently used strategies by both groups were discourse, world, and
morphological knowledge, part of speech, intralingual and interlingual collocation,
and punctuation.

The strategy types both successful and unsuccessful guessers use almost at
the same percentages were contextual clues (7.3%-8.6%), part of speech (0.4%-
0.6%), verifying (1.8%-2.5%), world knowledge (0.7%-1%), and morphological
knowledge (0.1%-0.1%). There was variation in how frequently L1 knowledge
(5.3%-9.8%), translation (4.9%-23.3%), section repeating (4.4%-10.3%), word
repeating (0.7%-4.2%), self-questioning (0.8%-5.5%), monitoring (0.8%-2.5%), and
discourse knowledge (0.4%-1.3%) were used by two different groups. Interlingual
and intralingual collocation were used just once by the unsuccessful guessers. The
successful ones also used interlingual (0.2%) and intralingual collocation (0.3%)

very rarely.
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As can be understood from Table 6, in this present study, to anticipate the
meanings of target vocabulary, the participants occasionally made use of the context
(contextual clues, section repeating, word repeating, verifying, self-questioning, and
discourse knowledge) and their native language (translation, L.1 knowledge). On the
other hand, the word-level clues such as the phonology, morphology of the target
words and the knowledge of collocations, sentence-level clues including part of
speech and punctuation, and the knowledge of the world were not used as much as
the context or the knowledge of the native language.

In the last section, the guessing scores and the success of the participants in
the TAP reading task will be reported and compared with the guessing scores and
success of them in the in-class reading task.

The TAP Reading Task

There were 14 target words to be guessed in the TAP reading task. As a three-
point scale (2= C, 1= PC, 0=IC) was used in rating as was done in the in-class
reading task, the possible highest score a student could get in this task was 28.

As mentioned before, the purpose of having a closer look at the participants’
guessing success was to compare the success of the two groups of guessers in
deriving word meanings in two different reading tasks, the in-class and TAP reading
tasks. By comparing the results, the researcher hoped to learn whether the use of
contextual guessing strategies resulted in successful inferencing, and if so to what
extent. The researcher also hoped to find out if the text type or the type of the
unfamiliar lexical items have an influence on the strategy use and guessing success
of the participants. Table 7 presents the guessing scores of the participants in the in-

class and TAP reading tasks.
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Table 7

Guessing Scores of the Participants in the In-class (IC) & TAP Reading Tasks

A B C D E F
IC Reading Task 23 20 16 8 5 3 HS=32
(N=6) 71.8% 62.5% 50% 25% 15.6% 9.4% M=12.5
R= 21
SD=17.5

TAP Reading Task 16 18 20 14 10 14 HS=128
(N=6) 571% 64.3% 71.4% 50%  35.7% 50%  M=15.3

R= 11

SD=3.1

Note. M = mean, R = range, SD = standard deviation, HS = highest possible score

Compared with the guessing scores of the participants in the in-class reading
task, the scores of those in the TAP reading task were surprising. Participant A, who
had the highest score in the first reading task, had the lowest score (16 — 57.1%)
among the successful guessers in the TAP task. Participant C, on the other hand, had
the highest score (20 — 71.4%) in the TAP task and showed great progress.
Participant B’s success (18 — 64.3%) remained almost the same, and the participant
achieved very close scores in both of the tasks.

Before the TAPs were conducted with participant A, she asked if it was
possible for her to read the passage silently. She was informed that the nature of the
TAPs required reading and thinking aloud. She then read the text loudly while
verbalizing her thoughts and did not report any difficulty with reading aloud.
However, her getting a lower score in the TAP task than the first in-class reading

task could be attributed to the fact that she was not used to reading aloud when

79



inferring the meanings of unknown words. It might have had a negative effect on her
thought processes.

All of the three unsuccessful guessers were more successful in the TAP
reading task. Participant D and E, whose scores were 14 (50%) and 10 (35.7%)
respectively, were twice as successful as they were in the first reading task.
Participant F had the most surprising result (14 — 50%), scoring five times better in
the TAP task.

The contextual guessing success of the successful and unsuccessful guessers
in the TAP task with reference to the correct, partially correct, and incorrect

responses is presented with frequencies and percentages in Table 8.
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Table 8

Guessing Success of the 6 Participants in the TAP Reading Task

Scores Correct Partially Correct Incorrect Total

A 16 8 10.3% 0 0% 6 7.8% 14 18.1%

B 18 8 103% 2 2.6% 3 39% 13 16.8%
C 20 9 11.7% 2 2.6% 1 13% 12 15.6%
D 14 7 9% 0 0% 5 65% 12 15.6%
E 10 5 65% 0 0% 8 103% 13 16.8%
F 14 7 9% 0 0% 6 7.8% 13 16.8%
Total 44 57.1% 4 5.1% 29 37.6% 77 100%

Of the total 77 inferences, 44 (57.1%) were correct, 4 (5.1%) were partially
correct, and 29 (37.6%) were incorrect. The percentage of correct responses
demonstrates that more than half of the time the participants’ attempts to guess the
target words were successful. When the success of the participants in the TAP task
and the in-class task (see Table 5) were compared, it was seen that the participants
were more successful in the TAP task. In this task, the percentage of the partially
correct answers decreased dramatically as a result of the increase of the percentages
of the correct answers.

Before the in-class and TAP reading tasks were implemented, the participants
had been given instructions to underline the words that were unfamiliar to them in
the reading texts other than the target vocabulary. This was done to see if the context
clues were unavailable to the participants because they did not know enough words

in the surrounding context. The words they did not know were not too many in
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number in any of the texts. However, it was seen that the unknown words were fewer
in the TAP task, which might explain the higher scores and success of the
participants in this task.

Another conclusion that can be drawn from the results might be the positive
effect of the content of the text used in the TAP task. The in-class reading task, as the
name “Changing Career Trends” suggests, was about job opportunities, job security,
job-hopping and so on. Since the participants were all first year university students,
they had little, if any, work experience, which might have decreased the participants’
interest, impeded their understanding of the subject and making it difficult to guess
the target vocabulary. On the other hand, the TAP reading task “How to Read a
Newspaper”, as the title suggests, was about reading a newspaper in English as a
means of improving the language. This was a topic that was familiar to all of the
participants, since they knew about newspapers and they were all learning English.
Having previous knowledge of the topic might have positively affected the guessing
ability of the participants.

To conclude, in this research study the results demonstrated that the reading
proficiency level of the participants did not influence the use of strategy types
significantly but how frequently the strategies were employed. It was evident that the
context and the knowledge of the native language helped the participants guess the
meanings of the target vocabulary. In addition, the guessing success of the
participants changed from the in-class reading task to the TAP reading task. All of
the participants, except for one successful guesser, performed better and got higher

scores in the TAP reading task.
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Conclusion
This chapter reported the results of data gathered through an in-class reading
task, TAPs and RIs. The discussion of the findings in the light of the research
questions asked in the present study, their implications, and the limitations of the

study will be presented in the next chapter.
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CHAPTER 5: CONCLUSION

Summary of the Study

This study investigated the strategies used by pre-intermediate students at
Hacettepe University, Department of Basic English (DBE) when they tried to guess
the meanings of unknown vocabulary encountered in reading texts. Another purpose
of this interventional study was to identify the different strategies used in lexical
inferencing by successful and unsuccessful guessers. The data collection devices
used for investigating the contextual guessing strategies were an in-class reading
task, think-aloud protocols (TAPs) and retrospective interviews (Rls).

The in-class reading task, in which the students were asked to anticipate the
unknown word meanings, was administered to a pre-intermediate class of 32
students. The results of this reading task were used to identify three successful and
three unsuccessful guessers who would participate in the TAPs and Rls. The purpose
of conducting TAPs was to collect data on the strategy use of the six participants
during the actual contextual guessing process. As the last step, the RIs were held
with the six participants, who were asked questions about the strategies they used in
the TAP reading task and the unintelligible sequences in the audio-recorded TAPs.
These three different data collection devices were used to triangulate the data
obtained in order to produce more reliable results.

In analyzing the data, both qualitative and quantitative techniques were
employed. In the in-class reading task, the participants’ responses to the target lexical

items were rated using a three-point scale (Correct= 2, Partially Correct= 1,
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Incorrect= 0). Then their guessing scores were used in identifying three successful
and three unsuccessful guessers. Also, the guessing success of the participants was
analyzed by calculating the frequencies and percentages for correct, partially correct,
and incorrect responses. The TAPs and RIs were recorded, transcribed, translated,
and coded. The coding was done according to a contextual guessing strategies
taxonomy which was developed by the researcher on the basis of pre-existing
categories in the literature and the data obtained from the present study. After the
coding, samples from the TAPs and RIs were matched with the strategy types. In
analyzing the TAPs and Rls quantitatively, frequencies and percentages were
computed for the strategies employed during the TAPs and reported in the RIs. The
success of the participants in inferring word meanings was analyzed by counting the
correct, partially correct, and incorrect responses and calculating the frequencies and
percentages. The success of the participants in the in-class and TAP reading tasks
were compared. All the results obtained in this interventional study were displayed in
tables. The next section reviews and discusses the findings of this study relating them
to the research questions.
Discussion of the Findings

In investigating the contextual guessing strategy use of the pre-intermediate
level students at Hacettepe University DBE, three research questions were asked. In
response to the first question, which is “What strategies do the pre-intermediate level
students at Hacettepe University, Department of Basic English report that they use
when they encounter unknown vocabulary in context?” it was found that in general,
the pre-intermediate students report that they employ various strategies to deal with

the unknown words in reading texts. Along with the TAPs, the RIs provided
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profitable data on the strategy use of the participants in lexical inferencing. All

participants, during the TAPs and RIs, employed and reported the following strategy

types that help them infer the meanings of unknown lexical items:

Translation (28.2%)
Contextual Clues (15.9%)

L1 Knowledge (15.2%)
Section Repeating (14.7%)
Self-Questioning (6.4%)

Word Repeating (4.9%)
Veritying (4.3%)

Monitoring (3.3%)

Discourse Knowledge (1.7%)
World Knowledge (1.7%)

Part of Speech (1%)
Punctuation (0.9%)
Intralingual Collocation (0.3%)
Interlingual Collocation (0.2%)
Morphological Knowledge (0.2%)

Intralingual Phonology (0.1%)

In response to the second research question, which is “What is the role of

context in helping students to deal with unknown vocabulary?” the findings of the

present study indicate that the participants highly favor using context along with the

knowledge of the native language as an aid to anticipate the meanings of unfamiliar

words. Instead of relying heavily on word-level (interlingual collocation, intralingual
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collocation, intralingual phonology, morphological knowledge) or sentence-level
(part of speech, punctuation) clues and the world knowledge, the participants used
the context as an important source for glossing word meanings. They used both the
immediate and wider context by repeating words or sections in the text; asking
themselves questions about the text, the words and the inferred meaning; using their
knowledge of the relations within or between the sentences and the devices that
connect different parts of the text; and trying to verify the appropriateness of the
inferred meaning by checking it against the wider context. This finding is consistent
with what Nassaji (2003) found about the usefulness of context by using repeating,
verifying, and self-inquiry as strategies. The frequent use of repeating, especially
section repeating, to benefit from context is not surprising. As Nassaji (2003) asserts,
repetition helps to comprehend the content and reflect on it. Besides, by repeating the
phrase or the sentence with the target lexical item, the learners may recognize the
clues available in the context. Nassaji (2003) also emphasizes the significant role of
employing the strategies of self-inquiry and verification in using the context as an
aid. As he suggests, by using these strategies, learners activate their thought
processes, become aware of the problems and try to find solutions to them, examine
the appropriateness of their guesses, and when they feel that the inferred meaning is
not accurate, they revise it according to the information found in the global context.
The frequent use of contextual clues and the knowledge of the mother tongue by the
participants in the present study is also in line with the findings of Kanatlar’s (1995)
study. Kanatlar (1995) found that contextual clues and translation are the most
commonly used strategies in lexical inferencing regardless of the proficiency level of

the learners.
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The finding of the present study that the participants mostly depended on
contextual rather than word-level or sentence-level clues contradicts the findings of
the studies conducted by Arden-Close (1993), Haynes (1993), Parry (1993), and
Bengeleil and Paribakht (2004). In Arden-Close (1993) and Haynes’ (1993) studies,
the use of word-level clues such as analyzing the target word according to its parts by
looking at the morphological derivations was more common. However, too much
dependence on word-form analysis in these studies misled the participants and
resulted in inaccurate guesses. Bengeleil and Paribakht (2004) found that the most
frequently used clues were sentence and target word level clues. Similarly, in Parry’s
(1993) study, the participants almost all the time were able to understand the
grammatical function or the syntactic category of the target words; however, this did
not help them infer the meaning of the words successfully, which is also supported
by Nassaji (2003). In his study, the grammatical knowledge was not used very often,
but when used, it did not help successful inferencing. It can be concluded that, as
Nation and Coady (1988) and Haynes (1993) suggest, using only the word form
analysis for guessing word meanings is not very reliable and often results in the
learners’ interpretation of the context according to their inaccurate inferences.
Therefore, as put forward by numerous researchers (e.g. Nation, 2001; Nation &
Coady, 1988; Arden-Close, 1993; Huckin & Bloch, 1993; Haynes, 1993; Dubin &
Olshtain, 1993) the best way to use the word form as a means of guessing is after
considering the context. It is even better to use morpheme analysis to check the
guesses rather than using it as a clue for guessing.

As an answer to the third research question, which is “What is the difference

between the strategies that the successful and unsuccessful guessers report they use
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to cope with unknown vocabulary in reading texts?” it was found that the strategies
used by the successful guessers in contextual guessing are not different from the ones
employed by the unsuccessful guessers; however, how frequently and effectively the
strategies are used varies.

Among the 16 strategy types in the taxonomy developed in this study, the
unsuccessful guessers employed 15, excluding the intralingual phonology. The
successful guessers, on the other hand, used all of the strategies in the taxonomy. The
finding of the present study that the unsuccessful learners used almost the same
number of strategies is contradictory to the results of Arden-Close’s (1993) study.
The participants in his study, who were identified as strong learners, used a wider
range of strategies than the ones identified as weak learners, who lacked strategies.

When the frequency of the strategy use was taken into consideration, it was
seen that the unsuccessful group used contextual guessing strategies at a higher
percentage. This finding is consistent with the findings of Kanatlar (1995) and
Bengeleil and Paribakht (2004). Kanatlar’s (1995) beginner-level participants used
strategies for guessing more often than the upper-intermediate level ones even if both
groups employed almost the same number of strategies. Similarly, Bengeleil and
Paribakht (2004) found that both the intermediate and advanced level learners
benefited from not only single but also multiple knowledge sources in lexical
inferencing, but the intermediate group employed multiple sources more frequently.

Unsuccessful guessers’ more frequent use of contextual guessing strategies
can be attributed to two reasons. First, it can be explained by the limited vocabulary
size of the unsuccessful guessers. As Sternberg (1987), Haynes (1993), Laufer

(1997), and Nation (2001) put forward high density of unknown vocabulary affects
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guessing meaning from context. In the present study, the unsuccessful guessers
reported more unknown words in the surrounding context of the target vocabulary
than the successful ones did. It was observed that, because of the high density of
unfamiliar words other than the target items, they attempted to understand each
single word in the text as was done by the beginner level participants in Kanatlar’s
(1995) study. Therefore, they used strategies not only for guessing the target words
but also for understanding the vocabulary in the surrounding context, which
increased the frequency of their strategy use. Second, the unsuccessful guessers
attempted to make sure that they inferred the meaning of the unknown words
correctly by reading some sentences, paragraphs, or even the whole text again. These
re-readings, obviously, increased the percentage of their strategy use.

Although the successful guessers in this study used contextual guessing
strategies less frequently than the unsuccessful ones, they arrived at more correct
guesses, which provides evidence that the successful guessers used strategies more
effectively. This finding is parallel to that of Vann and Abraham (1990), who state
that unsuccessful learners are as active as successful ones in using strategies and
employ many of the same strategies, but that they are not as successful in using them
appropriately. This finding is also supported by Nassaji (2004) whose lexically
skilled and lexically less skilled readers differed in terms of using the guessing
strategies effectively. In his study 68.6% of the correct responses to the target words
were given by the lexically skilled readers, but only 31.4% were given by lexically
less skilled readers. Likewise, in the study conducted by Soria (2001) the high-level

learners made a higher number of successful guesses than the low-level learners.
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In the present study, as mentioned before, the participants mostly benefited
from the knowledge of their native language in deriving word meanings along with
the contextual clues. They translated some words, sentences, or the whole text into
Turkish to decode the meaning of the passage or tried to guess the meaning of a
target word by finding a similar word in Turkish. It is suggested in the literature that
the findings of the studies concerning learning strategies might be affected by the
use of L1 in the thinking-aloud process (O’Malley & Chamot, 1990). Therefore, the
excessive use of L1 in this study might have resulted from the fact that the
participants did the TAPs in their mother tongue.

When the success of the participants in contextual guessing was analyzed, it
was evident that the successful guessers gave more correct responses to the target
vocabulary in both the in-class and TAP reading tasks. This, as mentioned before,
could be because of their efficacy in using the strategies. In addition, when the
success of the participants in the two different tasks was compared, it was understood
that, except for one successful guesser, all the participants were better at guessing in
the TAP reading task. This could be explained by the nature of the texts and the
target vocabulary, high density of the unknown words which affects the
understanding of the possible available information in the surrounding context, the
effect of thinking-aloud, and the number of times the same unknown word appeared
in the texts. First, the nature of the target vocabulary and the text are among many
factors that have an influence on the guessing success (Paribakht & Wesche, 1999;
Parry, 1993 as cited in Nassaji, 2004). In the in-class reading task, the participants
dealt with a reading passage which was about jobs. This topic might not have

attracted them, as they were in their first year at the university and had no work
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experience. However, the text used in the TAPs was about reading newspapers to
improve the knowledge of English. Since all the participants were learning English,
they might have found this topic more interesting and understandable. Second, as
suggested in the literature, understanding most of the words in a text and the text as a
whole is directly related with successful guessing (Hirsh & Nation, 1992; Laufer,
1988; Liu & Nation, 1985 as cited in Nassaji, 2004). If the density of unknown
vocabulary is high, it becomes difficult to recognize the available clues in the
surrounding context (Sternberg, 1987; Laufer, 1997). In the in-class reading task, the
participants reported more unfamiliar words than they reported in the TAP task.
Higher density of unknown vocabulary in the in-class reading task might have
affected their understanding of the text and the available clues, which resulted in
more inaccurate guesses. Third, thinking-aloud might have had a positive effect on
the process of lexical inferencing. The participants were asked to read the text
silently and write their responses in the space provided in the in-class reading task. In
the TAPs, on the other hand, they were asked to verbalize their thoughts while they
were dealing with the target vocabulary. Thinking-aloud might have activated their
thoughts which they were not aware of. This consciousness raising effect of the
TAPs might have resulted in more successful inferencing. Finally, Sternberg (1987)
proposes that if an unfamiliar word occurs more than once, it will be more probable
to anticipate its meaning because the number of the available clues will increase. In
the TAP reading task some of the target words appeared more than once throughout
the text. By seeing the same word again and again, the guessers had the opportunity
to benefit from more contextual clues in glossing word meanings as well as the

chance to check the inferred meaning in different contexts.
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Pedagogical Implications

Although the generalizability of the findings of this study can be questioned
due to the limited number of participants, it is possible to draw some pedagogical
implications. As it was found that both successful and unsuccessful guessers are
active users of strategies but differ in how appropriately they use the strategies, EFL.
students might be trained in using the contextual guessing strategies more
effectively. To accomplish this, learning vocabulary from context and making
effective use of the contextual guessing strategies could directly and systematically
be emphasized in reading and vocabulary instruction from the first day of L2
learning (Nassaji, 2004).

Guessing vocabulary from context is an important sub-skill of reading
(Nation, 2001) which helps readers continue reading and constructing the meaning of
the text as a whole, without stopping to look up words in the dictionary (Eskey,
2002). However, a good reading pedagogy suggests teaching learners not only how
to guess the meaning of unknown vocabulary through context, but also to verify the
inferred meaning by consulting an authority, such as a dictionary. As advocated in
the literature, a belief that the meaning of all unknown words can be inferred from
context is wrong and may lead learners to apply “a wild-guessing behaviour rather
than a critical inferring behaviour” (Hulstijn, 1993, p. 142). Moreover, even though
successful guessing can serve for immediate comprehension of a reading text, it does
not necessarily lead to retention of the new word (Nation & Coady, 1988; Read,
2000). By consulting the dictionary, as Hulstijn (1993) asserts, learners will end up
the lexical inferencing procedure with the necessary final step, which is checking the

correctness of their inference when they are in doubt. In addition, if readers look up
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the unfamiliar lexical items in a dictionary to verify their self-generated meaning
(Hulstijn, 1993), it would be more likely for them to acquire the meaning of these
words. Thus, learners should be taught to use their dictionaries for learning the
meaning of a word they do not know, after they try to understand it from context
(Grellet, 1981) and fail to do it, and as a way of checking the inferred meaning
(Nation,2001).

Another implication is about the use of TAPs in the classrooms. All the
participants in this study had positive attitudes towards verbalizing their thoughts
while engaged in the lexical inferencing process. They reported that they found
thinking-aloud very useful and enjoyable. Therefore, TAPs can be suggested as a
technique for practicing guessing from context and improving the reading ability.
However, it may not be practical to use it in the classroom for two reasons. First,
while thinking-aloud, silence is important. Also, learners should individually be
observed by the teachers. Thus, to eliminate the impracticality of the monologic
TAPs, dialogic TAPs, where the learners think-aloud in pairs, can be integrated into
the reading and vocabulary instruction as a pair-work activity. In pairing the
students, it might be a good idea to put successful and unsuccessful guessers together
so that the unsuccessful ones benefit from the way their peers use the strategies in
guessing. Making dialogic TAPs a part of the reading instruction can help learners
monitor their own learning and take responsibility to assist peers in learning.

A further implication is about the use of L2 by teachers as well as the students
in EFL classrooms. The findings of the present study pointed to the excessive use of
L1 in word guessing. Translation and L1 knowledge were among the most frequently

used strategies. Most of the time, use of these strategies resulted in successful
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guessing, which also helped good comprehension of the text. However, in reading
and vocabulary instruction, FL learners are not only expected to understand what is
being conveyed to them in a written text, but also to be able to produce the target
language by using what they have learnt. Therefore, in reading lessons, if teachers
reduce their use of L1 in teaching and encourage their students to use L2 as the
classroom language, students may feel themselves more comfortable and confident in
producing the target language, which is the ultimate goal of language teaching.
Students who are accustomed to using the target language all the time may find it
easier to come up with L2 synonyms for the unknown words when they try to guess
their meanings. Also, after guessing the meanings of new lexical items, if students
try to use them in the classroom or in their daily conversations, not only will they
broaden their vocabulary size by acquiring the new words but also they will improve
their language skills.

The last implication is related to training the teachers who are not familiar
with the concept of explicit teaching of the contextual guessing strategies. As
language teachers are at the same time good language learners, they must be aware of
the usefulness of guessing word meanings from context in reading texts. However,
they might not know how to teach it. Thus, explicit instructions and guidelines on
how to teach certain contextual guessing strategies can be given along with the
reading texts that are used in the classroom. Moreover, teacher training sessions
could be conducted to inform the teachers about how to teach different strategies and

encourage the students believe in the importance and usefulness of those strategies.
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Limitations

This study was limited to one class of pre-intermediate students at Hacettepe
University, Department of Basic English. Only six students participated in the TAPs
and RIs. Therefore, findings cannot be generalized. More than six participants could
have been chosen also from other pre-intermediate level classes.

Another limitation concerns the use of TAPs as a device for obtaining data.
Thinking-aloud while doing something is a challenging task, so the participants
might not have reported their thoughts effectively. Also, since TAPs have a
consciousness raising effect, the participants may have reported strategies that they
normally do not employ in guessing word meanings. A further limitation is about the
use of the native language during the TAPs. The participants were given the chance
to think-aloud either in English or in Turkish, but they all preferred to verbalize their
thoughts in Turkish. The results indicated that translation is the most frequently used
strategy along with the contextual clues. It was not easy to understand whether they
always use L1 knowledge and translation to understand the text and the possible
available clues or they did it only in this study because of doing the TAPs in their
mother tongue.

To investigate the strategy use of the participants, only one reading text with
14 target words was used during the TAPs. As the nature of the text and the target
vocabulary have an important influence on the lexical inferencing process, more than
one text about different topics and from different genres with more target words
could have been used. In addition, in the present study, made-up words were used to
make sure that the participants had no prior knowledge of the words to be guessed. If

actual English words had been used, the results might have been different. For

96



example, the frequency of certain strategies such as intralingual collocation or the
intralingual phonology which were used at very low percentages might have been
higher.

Implications for Further Research

The present study investigated the strategies already used by the learners to
cope with unknown vocabulary encountered in reading texts. Explicit strategy
instruction on contextual guessing was not included in the research design. A further
study can deal with strategy training in lexical inferencing. The effects of explicit
strategy instruction on the use of strategies and the inferencing process may be
investigated.

The participants of this study, who were identified as successful and
unsuccessful guessers, were all pre-intermediate level students. A possibility for
future research could be to investigate the strategy use of students with different
levels of language proficiency.

Conclusion

This interventional study investigated the strategy use of learners in inferring
word meanings from context in reading texts. Another purpose of the study was to
differentiate between the strategies used by the successful and unsuccessful guessers.
The findings revealed that learners make use of various contextual guessing
strategies when they come across an unfamiliar word. Another conclusion was that
the reading proficiency levels of the participants do not significantly affect the use of
strategy types but the frequency and efficacy. It was also evident that context plays

an important role in guessing word meanings.
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In the study, the guessing success of the participants in the TAP reading task
illustrated that the use of lexical inferencing strategies promotes accurate guessing. If
explicit strategy training on contextual guessing is included in the reading and
vocabulary instruction, L2 learners will probably be more successful in guessing the
meanings of the unfamiliar words they come across in reading passages, which will
also enhance reading comprehension. Obviously, to be able to include lexical
inferencing strategy training in the reading curriculum, teachers should be made
aware of the significance of these strategies. By conducting workshops or teacher
training sessions, teachers could be informed about how to teach certain strategies to
help learners guess vocabulary through context and the importance of developing
strategic readers.

It is hoped the findings of the present study and the pedagogical implications
discussed in this last chapter may show future researchers and teachers a path to

follow.
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APPENDICES

APPENDIX A

THE IN-CLASS READING TASK

PART A: Read the text below and try to guess the meanings of the words in bold. In

Part B, write a synonym for the words.

Changing Career Trends

A hundred years ago in most of the world, people didn’t have much (1) sinate
about the work that they would do. If their parents were farmers, they became
farmers. The society and tradition (2) wanhared their profession. Twenty years ago
in many countries, people could choose their livelihood. They also had the certainty
of a job for life, but they usually couldn’t choose to change from one employer to
another or from one profession to another. Today, this is not always the case. Career
counselors tell us that the world of work is already changing fast and will change
dramatically in the next 25 years.

Job Security

Increasingly, people need to be prepared to change jobs several times in their
lifetime. The situation (3) yates from country to country, but in general there is less
job security worldwide. In Europe, the unemployment rate is ten percent, and many
people have to accept part-time jobs while they wait to find fulltime employment.

The United States has the fastest-changing job market. In 1994, six million
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Americans (4) cest their jobs to take a different post. In 1999, the number rose to
seventeen million. Even in Japan, where people traditionally had a very secure job
for life, there is now no promise of a lifetime job with the same company.

The Effect of Insecurity

On the surface, it may seem that lack of job security is something undesirable.
Indeed, pessimists point out that it is certainly a cause of stress. Many people find an
identity -- a sense of self -- through their work. When they lose their job (or are
afraid of losing it), they also lose their (5) vesk-janince, or belief in their own
ability. This causes worry and depression. In Japan, for example, the daily newspaper
Asabhi reports a sudden rise in the number of businessmen who need psychological
help for their clinical depression. However, this decrease in job security may not
necessarily be something bad. It is true that these days, workers must be more
(6) qunowen --able to change to fit new situations. But optimists claim that qgunowen
people are essentially happier, more creative, and more energetic than people who
are rigid.

Job Hopping

Jumping from job to job (or “job hopping”) has always been more common in
some professions such as building construction and not very common in other
professions such as medicine and teaching. Today, job hopping is increasingly
common in many fields because of globalization, technology, and a movement from
manufacturing to services in developed countries. For example, people with factory
jobs in (7) dapolial nations lose their jobs when factories move to countries where
the pay is lower. The workers then need to (8) begivare their skills to find a new job.

This is stressful, but the new job is usually better than the old one. Because

106



technology changes fast, workers need continuing education if they want to keep up
with the field. Clearly, technology provides both challenge and opportunity.
Telecommuting
In many ways, technology is changing the way people work. There are
advantages and disadvantages to this. In some professions, for instance,
telecommuting is now possible. People can work at home for some -- or all -- of the
week and communicate by computer, telephone, and fax. An advantage of this is that
it saves them from the stress of commuting to the workplace. It also allows them to
plan their own time. On the other hand, it is difficult for some people to (9) ohenis
on work when they are at home. The refrigerator, TV, and their children often
(10) tilikess them. Telecommuters must have enormous discipline and organizational
skills. Technology is changing the way -- in the use of cell phones, beepers, and
pagers. There is an advantage: customers and clients have access to business people
at any time, anywhere. However, there is also a (11) whistinkesh: many
businesspeople don’t want to be (12) amihable day and night. They prefer to have a
break from their work life.
Workaholism
In the new millennium, as in the 1990s, workaholism will continue to be a
fact of life for many workers. Workaholics are as (13) thalleted to their work as
other people are to drugs or alcohol. This sounds like a problem, but it isn’t always.
Some people overwork but don’t enjoy their work. They don’t have time for their
family, friends, or (14) bogusare hesarices such as hobbies, sports, and movies.
These people become tired, angry, and depressed. The tension and stress often cause

physical (15) ummugans such as headaches and stomach ulcers. However, other
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people love their work and receive great (16) meracism from it. These people appear
to be overworking but are actually very happy. Psychologists tell us that the most
successful people in the changing world of work are gqunowen, creative, disciplined,
and passionate about their work. But they are also people who make time for relaxing
activities and for other people. They enjoy their work and enjoy time away from it,

too.

PART B: Write a synonym for the following words:

1- sinate:

2- wanhered:
3- yates:

4- cest:

5- vesk-janince:

6- qunowen:

7- dapolial:
8- begivare:
9- ohenis:

10- tilikess:

11- whistinkess:

12- amihable:

13- thalleted:

14- bogusare hesarices:
15- ummugans:

16- meracism:
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APPENDIX B

THE TEXT USED FOR THE TRAINING SESSION

The Human Brain — New Discoveries

Left Brain / Right Brain: Creativity

Psychologists agree that most of us have creative ability that is greater than
what we use in daily life. In other words, we can be more creative than we realize!
The problem is that we use mainly one hemisphere of our brain — the left. From
childhood, in school, we are taught reading, writing, and mathematics; we are
(1) yobited to very little music or art. Therefore, many of us might not (2) hedfinize
our right hemisphere much, except through dreams, symbols, and those wonderful
insights in which we suddenly find the answer to a problem that has been
(3) remdeting us — and do so without the need for logic. Can we be taught to use our
right hemisphere more? Many experts believe so.

Differences in Male and Female Brains

Watch a group of children as they play. You will probably notice that the
boys and girls play differently, and are interested in different things. When they grow
into men and women, the differences do not disappear. Many scientists are now
studying the (4) pafamades of these gender differences. Some are searching for an
explanation in the human brain. Some of their findings are interesting. For example,

they have found that more men than women are left-handed; this reflects the
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(5) seminance of the brain’s right hemisphere. By contrast, more women listen
equally with both ears while men listen mainly with the right ear. Men are better at
reading a map without having to rotate it. Women are better at reading the

(6) manicions of people in photographs.

Write a synonym for the following words:

1- yobited:

2- hedfinize:
3- remdeting:
4- pafamades:
5- seminance:

6- manicions:
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APPENDIX C

THE THINK-ALOUD PROTOCOL READING TASK

How to Read a Newspaper

You sometimes ask me for (1) pracks. You want quick and easy ways to
learn this language, to learn a huge vocabulary, to read fast and understand more, to
become good writers. You want magic. You think I have some secret magic pracks
that I am (2) danding — not letting you have. This is not true. There are no easy
pracks. But there are some techniques that work better than others. One of the best
techniques I can think of is to read an English-language newspaper (3) chaningly.
This will allow you to “kill two birds with one stone” — well, actually, three “birds”:
increase your vocabulary, improve your reading skills, and learn something about
how to write. One caution, however: newspaper language is very difficult. It does
become more possible, though, if you read the paper chaningly — several times a
week — because you will see the same vocabulary over and over.

A Perfect Sunday

When I was young and newly married, my husband and I used to (4) glurk
most of every Sunday reading The Times. We made a big pot of coffee and lay on
the living room floor, surrounded by sections of the paper: national and international
news, business, sports, entertainment, book reviews, classified ads. Occasionally, we
read something (5) adant to each other: “Just listen to this! You won’t believe it.”
From time to time, we exchanged sections. It was a lovely way to glurk a leisurely

Sunday, but it did take almost the whole day. Now I can’t imagine glurking so much
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time reading the paper. Now I have to be efficient and practical. I have picked up a
few suggestions that I can share with you.
Which Paper?

First, you need to choose a newspaper and know which not to choose. In
some English-speaking countries, as you wait in the checkout line at the
supermarket, you might notice something that looks like a newspaper. You read the
(6) predpines: “Woman Gives Birth to Baby with Two Heads!” or “Elvis Presley
Seen in Bus Station in Texas” or UFOs from Mars Land in Soccer Stadium Parking
Lot.” Trust me. These are not newspapers. They are rubbish. To be more accurate,
they are called “tabloid” newspapers, simply the worst examples of “yellow”
journalism — newspaper writing that is full of (7) bissip, half-truths, and too many
exclamation marks (!!!). If your goal is just to learn a little vocabulary and have
some fun, go ahead and read them. But don’t expect to find (8) hatal news or good
writing or the truth. For that, you need a real newspaper such as the Christian Science
Monitor, the International Herald Tribune, USA Today, The London Times or The
Chicago Tribune.

What You Will Find

Next, you need to know about the various parts of a newspaper. This will help
you decide what to read and what to skip. In most English-language papers, the
“hard” news is in the first section, beginning on the front page. Hard news
(9) mintends everything that has happened that day — politics, crime, scientific
discoveries, economics, weather, and local events. The “top” (or most (10)

reminent) news story of the day can be found in the upper right-hand corner of the
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front page. Journalism students soon learn that ethical writing of hard news must be
(11) artictive -- in other words, contain only facts, not the journalist’s opinion

— and balanced (contain both sides of a story). In any good newspaper, opinion is
clearly separated from hard news. Opinion appears in advice columns, in movie, TV,
or book reviews, in editorials, and in letters to the editor. Most of the rest of the
newspaper contains advertising. Advertisers pay for this space, and it is not the news.

How to Get the Most Out of the Paper and Not Glurk All Day Doing It

At this point, you are ready to start reading. When you read a newspaper —
especially in a language new to you — it is almost impossible to begin on page one
and read through the (12) wist page. Don’t even think of trying this. Instead, begin
by throwing away the sections that you have no interest in. This makes the paper a
good deal thinner. Next, (13) pretern the rest of the paper. That is, briefly look over
each section for articles that especially interest you. Then go to the front page. On
this page, read each predpine — the title of every article. You might be surprised by
how much you can learn from just the predpines. Then, for each of these articles,
read only the first paragraph or two. This is where you will find the reminent
information: who, what, when, where, why. Then you can move on to a section that
interests you, such as entertainment, business, or sports. Last, you might look for
some small piece of information that you need at the moment — the weather
(14) sidelt or where a certain movie is playing. Most reminent — don’t worry too
much about vocabulary. Guess the meaning from the context and use a dictionary for
only a few words. If you read the paper several times a week, you will discover many

of the same words appearing again and again.
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Write a synonym for the following words:

1- pracks:
2- danding:
3- chaningly:
4- glurk:

5- adant:

6- predpines:
7- bissip:

8- hatal:

9- mintends:
10- reminent:
11- artictive:
12- wist:

13- pretern:

14- sidelt:
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APPENDIX D
TRAINING SESSION TALK

(ENGLISH VERSION)

In this study, I am investigating the strategies students use to guess the
meanings of unknown words encountered when reading English texts. For this
reason, I am asking you to think aloud, that is, to say whatever comes to your mind
while you are trying to guess the meaning of the vocabulary written in bold in the
text I am going to give you. Do not hesitate to verbalize whatever goes through your
mind even if they seem irrelevant to you. When you are reading the text and guessing
the word meanings, behave as if [ were not in the room. Suppose that you are in your
room, studying and do whatever you do when you encounter unknown words in any
English text. I am not interested in how successful you are in guessing word
meanings. For this reason, do not be afraid of saying whatever comes to your mind.
As you are reading and guessing the word meanings, I will not interrupt you.
However, if you stay silent for more than 15 seconds, I will warn you to report your
thoughts. Please reflect your thoughts without stopping.

Now, before starting the main study, I will demonstrate you how this
technique is applied. Then, I will ask you to apply the same technique. When you are
thinking aloud, you have the chance to choose to voice your thoughts in Turkish or

English.
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APPENDIX E
TRAINING SESSION TALK

(TURKISH VERSION)

Bu ¢alismada, 6grencilerin Ingilizce metinleri okurken karsilastiklari
bilinmeyen kelimelerin anlamlarin1 tahmin edebilmek i¢in hangi stratejileri
kullandiklarinm arastirtyorum. Bu amagla, size verecegim metinde kalin harflerle
yazilmig kelimelerin ne anlama geldigini tahmin etmege calisirken sesli
diisiinmenizi, yani akliniza gelen her seyi sdylemenizi rica ediyorum. Aklinizdan
gecenler size ilgisiz goriinse dahi, bunlar dile getirmekte tereddiit etmeyin. Metni
okurken ve kelimelerin anlamlarini tahmin ederken, ben odada yokmusum gibi
davranin. Kendinizi odanizda tek basiniza ders calisiyor farzedin ve herhangi bir
Ingilizce metinde bilinmeyen kelimelerle karsilastigimizda ne yapiyorsamz burada da
aynisini yapin. Sizin kelimeleri tahmin etmekte ne kadar basarili oldugunuzla
ilgilenmiyorum. Bu nedenle akliniza gelenleri soylemekten ¢ekinmeyin. Siz okurken
ve kelimeleri tahmin ederken ben hi¢ miidahale etmeyecegim. Ancak 15 saniyeden
fazla sessiz kalirsaniz diisiindiiklerinizi aktarmaniz icin sizi uyaracagim. Liitfen, hic
durmaksizin diisiincelerinizi yansitin.

Simdi, asil ¢calismaya baslamadan 6nce, ben size bu teknigin nasil
uygulandiginmi gosterecegim. Daha sonra da sizden ayni teknigi uygulamanizi
isteyecegim. Sesli diisiiniirken, diisiincelerinizi Tiirk¢e ya da Ingilizce dile getirmek

konusunda se¢im sansina sahipsiniz.
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APPENDIX F

THE CODING SCHEME FOR THE CONTEXTUAL GUESSING STRATEGIES

INCLUDED IN THE TAXONOMY

/ICC/ Contextual Clues

/PS/ Part of Speech

/EC/ Interlingual Collocation
/TAC/ Intralingual Collocation
/TP/ Intralingual Phonology
/PN/ Punctuation

/L1/ L1 Knowledge

/TR/ Translation

/SR/ Section Repeating
/WR/ Word Repeating

1SQ/ Self-Questioning
/VER/ Verifying

/MON/ Monitoring

/DK/ Discourse Knowledge
WK/ World Knowledge
I/MK/ Morphological Knowledge
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underlined letters

lower case letters

. (adot)

... (three dots)

* (an asterix)

? (a question mark)
(parentheses)
[brackets]

/ (a slash)

italicized letters

bold letters

APPENDIX G

TRANSCRIPTION CONVENTIONS

Segments from the reading text

Segments from the TAPs and RIs

A pause for 5 or 6 seconds

A long pause

Unintelligible segments from the TAPs and Rls
Rising intonation

Para-verbal and extra-verbal behaviour
Researcher’s comments

Words that are not completed

Segments from the TAPs and Rls that are translated
from Turkish into English

Target words

/bold letters in slashes/ Strategy codes
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11

12

13

14

15

16

17

18

19

20

APPENDIX H

SAMPLE CODED THINK-ALOUD PROTOCOL 1

how to read a newspaper gazete nasil okuruz /TR/ you sometimes ask me for

pracks you want quick and easy ways to learn this language to learn a huge

vocabulary questions olabilir . /CC/ pracks /WR/ to read fast and understand

more to become good writers bir yazarin bir 6zelligi abilitysi de olabilir /CC/

/L1/ you want magic heralde biiyiik bir sey isteniyor magic dedigine gore

/LL1/ /CC/ you think I have some secret magic pracks that I am danding not

letting you have this is not true there are no easy pracks . ii¢ kere gecmis ama

hala ¢ikaramadim ne oldugunu /MONY/ you think I have some secret magic

pracks . /SR/ there are no easy pracks . questions yani bir bilinmezlik s6z

konusu orada /CC/ but there are some techniques that work better than

others one of the best techniques I can think of . is to read an English

language newspaper changingly chaningly . en iyi tekniklerden biri . gazete

okumak . /TR/ English language newspaper /SR/ chaningly bir adverb /PS/

this will allow you to kill two birds with one stone ¢ok yararli bisey demek ki

bir tasla iki kus dedigine gore /TR/ /LL1/ /CC/ well actually three birds

increase your vocabulary improve your reading skills and learn something

about how to write one caution however newspaper language is very difficult

it does become more possible though if you read the paper chaningly .

several times a week because you will see the same vocabulary over and over

often gibi bigey olabilir chaningly . /CC/ ee a perfect sunday (writes + often)
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22

23

24

25

26

27

28

29

30

31

32

33

34

35

36

37

38

39

40

41

42

43

44

when I was young and newly married my husband and I used to glurk most

of every sunday reading The Times . ambitious? tarzinda bisey galiba /CC/

we made a big pot of coffee and lay on the living room floor surrounded by

sections of the paper . him oturma odasinda uza/ yere uzanarak . kagitlara

/TR/ national and international news business sports entertainment book

reviews classified ads occasionally we read something adant to each other .

just listen to this you won’t believe it . from time to time we exchanged

sections it was a lovely way to glurk . a leisurely sunday but it take it did take

almost the whole day now I can’t imagine . glurking so much time reading

the paper . ¢cok geciyor bu kelime ama zor /MON/ now I have to be efficient

and practical I have picked up a few suggestions that I can share with you .

efficientin da anlamini bilmem gerekiyor burada /MON/ (reads quickly +

picked up a few suggestions that I can share with you) ... /SR/ we read

something adant to each other . adant uymak? ve yapmak olabilir . /CC/

/L1/ /SQ/ (reads in a low voice + my husband and I used to glurk most of

every sunday reading The Times) bir aligkanlik habitten bahsediyor olabilir

/LL1/ /CC/ . which paper first you need to choose a newspaper and know

which not to choose in some English speaking countries as you wait in the

checkout (reads in a low voice + line at the supermarket you might notice

something that looks like a newspaper you read the predpines . woman gives

birth to baby with two heads or Elvis Presley seen in bus station in Texas)

(reads murmuring) these are not newspapers they are rubbish 6nemsiz bisey

demek ki /LL1/ to be more accurate they are called tabloid newspapers simply

the worst examples of yellow journalism . newspaper writing that is full of
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45

46

47

48

49

50

51

52

53

54

55

56

57

58

59

60

61

62

63

64

65

66

67

bissip . sagmalik gibi bisey herhalde bissip anlamsiz bisey /CC/ /L1L1/ half-

truths and too many exclamation marks . if your goal is just to learn a little

vocabulary and have some fun go ahead and read them dergi tarzinda

biseylerden bahsediyor herhalde but don’t expect to find hatal news or

good writing or the truth . hatal? news . ise yarar ola/ useful olabilir /LL1/ /CC/

(writes + useful) for that you need a real newspaper such as the Christian

Science Monitor the (reads in a low voice + International Herald Tribune

USA Today The London Times or The Chicago Tribune) (turns the page)

what vou will find next you need to know about the various parts of a

newspaper this will help you decide what to read and what to skip in most

English language papers the hard news is in the first section beginning on the

front page hard news mintends everything that has happened that day

icermek olabilir include /I.1/ /CC/ (writes + include) politics crime

scientific discoveries economics weather and local events the top news story

of the day can be found in the upper right hand corner of the front page

journalism students soon learn that ethical writing of hard news must be .

artictive . gazetecilikte okuyan dgrenciler . hemen Ogrenirler . etik yazinin
/TR/ ... har/ zor yazilar artictive olmali /TR/ /WR/ baska bir deyisle /TR/

contain only facts not the journalist’s opinion objective olabilir /CC/ (writes

+ objective) and balanced in any good newspaper opinion is clearly separated

from hard news opinion appears in advice columns in movie TV or book

reviews in editorials and in letters to the editor most of the rest of the

newspaper contains advertising . advertisers pay for this space and it is not
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69

70

71

72

73

74

75

76

77

78

79

80

81

82

83

84

85

86

87

88

&9

90

91

the news how to get the most out of the paper and not glurk all day doing it

... gazetenin ... biitiin giin . /TR/ yok at this point you are ready to start

reading when you read a newspaper especially in a language new to you yeni

Ogrenilen bir dil /TR/ it is almost impossible to begin on page one and read

through the wist page . ilk sayfay1 okudu sonra devam ettigine gore ikinci

sayfa gibi bisey olabilir /TR/ /LL1/ wist next /CC/ (writes + next)

don’t even think of trying this instead begin by throwing away the sections

that you have no interest in this makes the paper a good deal thinner next

pretern . the rest of the paper g6z atmak incelemek gibi bisey heralde /L.1/

that is briefly look over each section for articles that especially interest you .

then go to the front page . on this page read each predpine . boliim gibi bisey

heralde page dedigine gore /LL1/ /CC/ the title of every article . you might be

surprised by how much you can learn from just the predpines . baslik boliim

/LL1/ then for each of these articles read only the first paragraph or two this is

where you will find the reminent information . useful /CC/ who what when

where why then you can move on to a section that interests you such as

entertainment business or sports last you might look for some small piece of

information that you need at the moment the weather? sidelt or (reads in a

low voice + where a certain movie is playing) situation olabilir /CC/ sidelt .

/WR/ most reminent . don’t worry too much about vocabulary . guess the

meaning from the context and use a dictionary for only a few words . if you

read the paper several times a week you will discover many of the same

words appearing again and again (turns the paper) basa donelim ilk

bilmedigimiz kelime pracks you sometimes ask me for pracks questions
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93

94

95

96
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105

106
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108

109

110

111

112

113

114

115

oldugunu diisiinityorum . /CC/ danding you think I have some secret magic

pracks that I am danding /SR/ bir fiil /PS/ not letting you have /SR/ bagka

bir yerde de ge¢gmiyor danding . you think [ have some secret magic pracks

that I am danding . not letting you have ... not letting you ... /SR/

[devam et konugmaya liitfen]

this is not true there are no easy /SR/ chaningly onu often olarak not etmistim

zaten . when I was young and newly married my husband and I used to glurk

most of every sunday ... used to glurk /SR/ yine bir fiil /PS/ glurk baska

nerde var /SQ/ it was a lovely way to glurk a leisurely sunday can’t imagine

glurking so much time . /SR/ bir eylem s6z konusu /PS/ ... glurking spare

gibi zaman harcamak /CC/ /LL1/ glurking time dedigine gore /IAC/ adant

bunu hemen geciyorum predpines you read the predpines woman gives title

/CC/ bissip newspaper writing that is full of bissip dedikodu gossip gibi bir

sey heralde /CC/ /LL1/ hatal bunu kullanish /L.1/ useful olarak diisiindiim

mintends . icermek /L.1/ include reminent the top or most . hard news

mintends everything that has happened that day politics crime the top or

most reminent . news story of the day can be found in the ... or most

reminent /SR/ gecelim artic/ artictive . objective ... wist onu da next olarak

diisiindiim pretern . next pretern the rest of the paper look at olabilir /CC/ .

sidelt da the weather dedigine gore ... hava durumu situation /CC/ /IEC/
veya weather reportla kullanilabilir /CC/ /IAC/ adanti bulamadim /MON/

doniip tekrar bakayim occasionally we read something adant to each other .

h1 ya da ilgilendiren olabilir /CC/ /L.1/ we read something . interested /VER/

(writes + interested) olabilir bir de reminent kaldi reminent nerdeydi /SQ/
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116  the top or most reminent /SR/ ... the top new story of the day reminent most

117  reminent dedigine gore cok /CC/ /TR/ news story of the day can be found

118  in the upper . reminent da ilgilenilen /CC/ /LL1/ ... karsilig1 ne olabilir /SQ/

119  the top news story of the day . most reminent most wanted gibi /CC/ . ilgi

120 ¢ekici olabilir /IL1/ wanted olarak yazdim
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APPENDIX I
SAMPLE CODED THINK-ALOUD PROTOCOL 1

(TRANSLATED VERSION)

how to read a newspaper how we read newspaper [TR/ you sometimes ask

me for pracks you want quick and easy ways to learn this language to learn a

huge vocabulary it can be questions . /CC/ pracks /WR/ to read fast and

understand more to become good writers it can be a characteristic of a writer

it can also be his ability /CC/ /LL1/ you want magic as it says magic

something big is wanted /1.1/ /CC/ you think I have some secret magic

pracks that I am danding not letting you have this is not true there are no

easy pracks . it appeared three times but still I couldn’t infer what it is

/MON/ you think I have some secret magic pracks . /SR/ there are no easy

pracks . questions well there is an uncertainty there /CC/ but there are some

techniques that work better than others one of the best techniques I can think

of . is to read an English language newspaper changingly chaningly . one of

the best techniques . reading a newspaper . [TR/ English language newspaper

ISR/ chaningly an adverb /PS/ this will allow you to kill two birds with one

stone so as it says two birds with one stone it is something very useful [TR/

/LL1/ /CC/ well actually three birds increase your vocabulary improve your

reading skills and learn something about how to write one caution however

newspaper language is very difficult it does become more possible though if

you read the paper chaningly . several times a week because you will see the
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same vocabulary over and over chaningly can be something like often . /[CC/

ee a perfect sunday (writes + often) when I was young and newly married my

husband and I used to glurk most of every sunday reading The Times .

something like ambitious? I guess/CC/ we made a big pot of coffee and lay

on the living room floor surrounded by sections of the paper . him in the

living room la/ laying on the floor . to the papers [TR/ national and

international news business sports entertainment book reviews classified ads

occasionally we read something adant to each other .just listen to this you

won’t believe it . from time to time we exchanged sections it was a lovely

way to glurk . a leisurely sunday but it take it did take almost the whole day

now I can’t imagine . glurking so much time reading the paper . this word

appears many times but hard IMON/ now I have to be efficient and practical

I have picked up a few suggestions that I can share with you . here I need to

know the meaning of efficient also/MON/ (reads quickly + picked up a few

suggestions that I can share with you) ... /SR/ we read something adant to

each other . adant can be to suit? and doing . ICC/ /L1/ /SQ/ (reads in a low

voice + my husband and I used to glurk most of every sunday reading The

Times) it can be talking about a habit habit /IL1/ /CC/ . which paper first you

need to choose a newspaper and know which not to choose in some English

speaking countries as you wait in the checkout (reads in a low voice + line at

the supermarket you might notice something that looks like a newspaper you

read the predpines . woman gives birth to baby with two heads or Elvis

Presley seen in bus station in Texas) (reads murmuring) these are not

newspapers they are rubbish so something unimportant /LL1/ to be more
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67

accurate they are called tabloid newspapers simply the worst examples of

yellow journalism . newspaper writing that is full of bissip . probably
something like nonsense bissip something without meaning /CC/ /LL1/ half-

truths and too many exclamation marks . if your goal is just to learn a little

vocabulary and have some fun go ahead and read them it is probably talking

about something like a magazine but don’t expect to find hatal news or

good writing or the truth . hatal? news . it ca/ useful . useful can be

/L1/ /CC/ (writes + useful) for that you need a real newspaper such as the

Christian Science Monitor the (reads in a low voice + International Herald

Tribune USA Today The London Times or The Chicago Tribune) (turns the

page) what you will find next you need to know about the various parts

of a newspaper this will help you decide what to read and what to skip in

most English language papers the hard news is in the first section beginning

on the front page hard news mintends everything that has happened

that day it can be contain include /IL1/ /CC/ (writes + include) politics crime

scientific discoveries economics weather and local events the top news story

of the day can be found in the upper right hand corner of the front page

journalism students soon learn that ethical writing of hard news must be .

artictive journalism students learn immediately ethical writing
[TR/ ... har/ hard writings must be artictive [TR/ /[WR/ in other words [TR/

contain only facts not the journalist’s opinion it can be objective [CC/ (writes

+ objective) and balanced in any good newspaper opinion is clearly

separatedfrom hard news opinion appears in advice columns in movie TV or

book eviews in editorials and in letters to the editor most of the rest of the
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90

91

newspaper contains advertising . advertisers pay for this space and it is not

the news how to get the most out of the paper and not glurk all day doing it

. newspaper’s . all day/TR/ no at this point you are ready to start

reading when you read a newspaper especially in a language new to you

a newly learnt language /TR/ it is almost impossible to begin on page one

and read through the wist page . since it read the first page then followed

it can be something like the second page /LL1/ wist next /CC/ (writes + next)

don’t even think of trying this instead begin by throwing away the sections

that you have no interest in this makes the paper a good deal thinner next

pretern . the rest of the paper something like scan skim probably/1.1/

that is briefly look over each section for articles that especially interest you .

then go to the front page . on this page read each predpine . probably

something like section as it says page L1/ /CC/ the title of every article . you

might be surprised by how much you can learn from just the predpines .

baslik boliim /L1/ then for each of these articles read only the first paragraph

or two this is where you will find the reminent information . useful /CC/ who

what when where why then you can move on to a section that interests you

such as entertainment business or sports last you might look for some small

piece of information that you need at the moment the weather? sidelt or

(reads in a low voice + where a certain movie is playing) it can be situation

/CC/ sidelt . /WR/ most reminent . don’t worry too much about vocabulary .

guess the meaning from the context and use a dictionary for only a few words

. if you read the paper several times a week you will discover many of the

same words appearing again and again (turns the paper) let’s look back the
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first unknown word pracks you sometimes ask me for pracks / think it is

questions . /CC/ danding you think I have some secret magic pracks that I

danding /SR/ a verb /PS/ not letting you have /SR/

danding does not appear in any other place .

you think I have some secret magic pracks that I am danding . not letting

you have ... not letting you ... /SR/ [please tell me what you are thinking]

this is not true there are no easy /SR/ chaningly [ already noted it down as

often . when I was young and newly married my husband and I used to glurk

most of every sunday ... used to glurk /SR/ again a verb /PS/ glurk where

else does it appear ISQ/ it was a lovely way to glurk a leisurely sunday can’t

imagine glurking so much time . /SR/ there is an event /PS/ ... glurking

something like spend spend time /CC/ /LL1/ glurking time as it says glurking
time /IAC/ adant immediately skip this predpines you read the

predpines woman gives title /CC/ bissip newspaper writing that is full of

bissip gossip something like gossip probably /CC/ /1L1/ hatal I thought
this as useful /1.1/ useful mintends . contain /LL1/ include reminent the top or

most . hard news mintends everything that has happened that day politics

crime the top or most reminent . news story of the day can be found in the ...

or most reminent /SR/ let’s skip artic/ artictive . objective ... wist I thought

that as next pretern . next pretern the rest of the paper it can be have a look

at ICC/ . sidelt as it says the weather ... weather situation situation /CC/
/IEC/ or weather can be used with report /CC/ IAC/ I couldn’t

find adant let me look back IMON/ occasionally we read

something adant to each other . or it can be interested /CC/ /L1/ we read
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117
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119

120

121

122

something . interested /VER/ (writes + interested) can be one more

reminent remained reminent where was it /SQ/ the top or most reminent

/SR/ ... the top new story of the day reminent most reminent as it says

very /CC/ TR/ news story of the day can be found in the upper .

reminent interesting /[CC/ /L1/ ... what can it be /SQ/ the top news story of

the day . most reminent most wanted as if it is most wanted /CC/ . it can be

interesting L1/ I wrote as wanted
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APPENDIX J

SAMPLE CODED THINK-ALOUD PROTOCOL 2

how to read a newspaper ee bir gazete nasil okunur /TR/ you sometimes ask

me for ee bazen sorariz /TR/ pracks isteriz benden istersin /WR/ /TR/

pracks istersin . bilgi falan olabilir haber olabilir /CC/ /TR//LL1/ you want

quick and easy ways to learn this language ee bu dili 6grenmenin kolay
yollar1 kolay ve hizl1 6grenmek istersin bu dili /TR/ sometimes ee istersin
/TR/ neyse ee biiyiik bir sozlitk 6grenmek hizli okumak ve daha fazla

anlamak pratik olabilir mi bu? /CC/ /TR/ /LL1/ /SQ/ to become good writers

ee iyi yazar olabilmek icin daha fazla ve daha fazla anlayip ve hizl
okuyabilmek i¢in tamam bir sihir istiyorsun . imm elimde gizli bir pracks var

/TR//WR/ 1 am I have some gizli bir gizli sihirli pracksler var bilgi olabilir

/CC/ /TR//L1/ ... ] am danding not letting you have . imm I am danding

not letting you have /SR/sahip oldugum izin izinsiz izin olmadan sahip

oldugum /TR//LL1/ I am danding /SR/ ... bu dogru degil /TR/ ee there are no

easy pracks . hi¢ kolay pracks yoktur /TR//WR/ tamam but there are some

techniques ama bazi teknikler var digerlerinden daha iyi ¢alisan teknikler var
bunlardan en iyisi ... bir Ingiliz dil gazetesini okumak /TR/ bu zarf /PS/ nasil
bir sekilde okumak? /SQ/ ben diisiinebilirim diistiniyorum /TR/ ( reads in a
low voice + *) chaningly . bu tekniklerden en iyisi benim diisiinceme gore bir
Ingiliz dil gazetesini bir sekilde okumak ama nasil okumak /TR//SQ/ ... this

will allow you to kill two birds with one stone . ee bu sana izin verecek iki
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kusu oldiirmene bir tagla iki kusu 6ldiirmek i¢in izin verecek bir seymis him .

/TR/ well actually three birds . increase your vocabulary senin sozliigiin

yiikselecek /TR/ increase /WR/ ee okuma yeteneklerin gelisecek . ve nasil

yazacagin hakkinda bilgi edineceksin 6greneceksin . imm gazete * ¢ok zordur
daha fazla muhtemel olabilir /TR/ (reads in a very low voice + *)
[yiiksek sesle konusabilirsen]

if you read the paper chaningly eger gazeteyi . chaningly sekilde okursan

birkag¢ hafta /CC/ /TR/ . imm because you will see the same vocabulary over

and over ciinkii goreceksin ayni kelimeleri /TR/ . chaningly? ... dikkatlice

olabilir ... /CC/ /LL1/ a perfect sunday harika bir pazar ben geng/ gengken

mmm daha yeni evliyken esim . /TR/ 1imm glurk fiil bisey yaparmis /PS/ /TR/

most of every sunday reading The Times i1mm . hemen hemen her pazar

Times okurmus . sevmek olabilir /CC/ /TR/ /LL1/ used to . like olabilir /VER/
eskiden yapilmis simdi yapilmayan bir fiil bir yazalim . /PS/ we made a big

pot of coffee ee and lay on the living room floor oturma odasinin do/

dosemesine yatardik gezinirdik /TR/ by sections of the paper gazetelere goz

atardik . ulusal uluslararasi haberler is spor eglence kitap goriisleri . /TR/

occasionally . (in a low voice + occasionally) /WR/ we read something

birseyler okurduk /TR/ adant to each other . imm birbirimize birseyler

okurduk /TR/ . something . (in a low voice + adant to) /SR/ . just listen to

bunu dinle buna inanamayacaksin something interesting /CC/ /TR/ /VER/ *

ilging biseyler mi okurduk acaba . /IL1//SQ/ (in a low voice + something * to

each other) /SR/ something interesting things iki kelime olur neyse /VER/
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zaman zaman degisiverdik boliimleri /TR/ . ee it was a lovely way to glurk .

a leisurely sunday buna like demistim it was a lovely way bu giizel bir yol to

like a olabilir /CC/ /TR/ /VER/ but it did take almost the whole day biitiin

giin yapabilirdik gotiirebilirdik simdi hayal edemiyorum /TR/ glurking so

much I can’t imagine glurking so much time reading the paper /SR/ bu kadar

uzun siire gazete okumaktan hoslanmay1 hayal edemiyorum edemem /TR/

/LL1/ /VER/ now I have to be efficient and practical daha fazla pratik

yapmaliyim ve /TR/ I have picked up a few suggestions that I can share with

you . h1 . which paper first you need to choose a newspaper and know which

not to choose se¢mek icin /TR/ which not to ee choose /SR/ segmemek neyi

segmemek /TR/ /SQ/ bildik /TR/ (murmurs when reading + you need to

choose a newspaper) /SR/ bir gazete se¢me ihtiyacin varsa ve biliyorsan

hangisini segmen gerektigini biliyorsan /TR/ in some English speaking

countries Ingilizce konusulan baz iilkelerde /TR/ as you wait in the checkout

line at the supermarket siipermarketten bekliyorsun /TR/ you might notice

something that looks like a newspaper bir gazete gibi goriinen ee birseylerin

ee farkina variyorsun /TR/ you read the predpines manset olabilir /CC/ /L.1/

... 1mm you read the predpines woman gives birth to baby with two heads

1mmm iki kafali bebek diinyaya gelmis veya Elvis Presley Texasta bir otobiis
istasyonunda goriilmiis veya UFOlar Marstan UFOlar evet bu manget /CC/

/TR/ /L1/ trust me bana giiven bunlar gazete degil . bunlar /TR/ rubbish imm

(in a low voice + daha fazla) /TR/ they are called tabloid newspaper bunlar .

bagka bir isimle anilirmig gazete degillermis /TR/ daha basit olarak en kotii

ornek ee sar1 journalism 6rneklerinin en kotiisii /TR/ newspaper writing that
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is full of bissip bissiple dolu seyler yaziyormus gazeteler yalan olabilir /CC/
/TR/ /LL1/ yar1 dogru him . yar1 dogru ... /TR//WR/ and too many

exclamation marks writing that is full of yalanlarla dolu yalan da olabilir .

/CC/ /TR/ /LL1/ if your goal is just to learn suna (writes in the paper + lies +

desek not true) if your goal imm * learn a little vocabulary az bir sozciik

O0grenmek biraz nese git oku /TR/ but don’t expect to find ama umma /TR/

find hatal news or good writing or the truth imm good writing ve gercek /SR/

/TR/ gercek haber diyecegim gergegi kullanmis . /LL1/ bulmay1 umma nasil
haberler bulmay1 umma /TR/ /SQ/ gercek olur neyse ya /L1/ ger¢ek haber
bulmay1 umma veya iyi yazilmis gergekleri . umma bulamazsin gibi bir sey
gercekler/ he real news neyse /TR/ /LL1/ /VER/ gercek bir gazete /TR/

Christian Science Monitor gibi ornek olarak /TR/ . International Herald

Tribune USA Today (turns the page) what you will find . you will find /SR/

ne bulacaksin . 1mm sonra . gazetenin ¢esitli boliimleri hakkinda bilgiye
ihtiyacin var . bu sana yardim edecek karar vermene nasil ee ne okuyacagin

yani /TR/ (in a low voice + skip . in most English language papers) bircok

Ingiliz dili Ingilizce gazeteler /TR/ hard news is in the first section ilk

boliimde zor haberler mi /TR/ /SQ/ . beginning on the front page sayfanin
oniinde bashyor /TR/ manset gibi bisey bu /L.1/ /WK/ hard news mintends
everything that has happened that day hard news mintends everything that
has happened he bugiin olan herseyi 6zetliyor olabilir /CC/ /TR/ /LL1/ politics
crime scientific politika su¢ bilimsel kesifler ekonomi hepsi hakkinda bir kisa

bilgi 6zet olabilir /CC/ /TR/ /LL1/ ama burada fiil bu /PS/ 6zetlemek /L1/ .

134



91

92

93

94

95

96

97

98

99

100

101

102

103

104

105

106

107

108

109

110

111

112

113

summary baska briefly brief ... fiil anlami ne brief 6zet ... (in a low voice +

briefs? boyle kullanilir m1) /L.1/ /SQ/ the top or most reminent news story

of the day reminent yeni gazete hikayelerinden top olusturuyorlarmis

/WR/ /TR/ be found in the upper right * sayfada /TR/ hand corner of the

front page sonraki sayfanin ko/ kosesinde ee gazetecilik * neyse dgrencileri
Ogreniyorlar etik yazmayi iste hard newsun etigini yazmayi /TR/ must be

artictive in the other words diger bir sekilde diyorsa bu bunun esanlamlisi

olabilir /TR/ /DK/ contain only facts sadece gercekleri contain eden birsey

olabilir /TR/ /WR/ hi1 journalism students soon learn that ethical writing of

hard news em * olabilir artictive olabilir /WR/ diger bir deyisle sadece
gercek contain olabilir /TR//WR/ ... sunu atlamisiz the top or most
reminent /SR/ top en ¢ok okunan haberler olabilir mi ki . /CC/ /L.1/ /SQ/
okunan haberler en ¢cok * haberler /LL1/ the top or most reminent okunan
desek /CC/ /LL1/ ... the most merak edilen olabilir reminent . /CC/ /L1/
/WR/ * hikaye giiniin en iyi hikayesi . onemli diyelim daha yok en 6nemli

hikayesi gibi bir sey . /LL1/ /TR/ neyse . soon learn that ethical writing of hard

news . must be artictive yani contain only facts /SR/ sadece gercekler /TR/

tik not the journalist’s opinion 1mm and balanced contain both sides of a story

hikayenin taraf/ her iki tarafinda contain /TR/ /WR/ denge /TR/ not the

journalist’s opinion gazetecilerin fikri . dengesi /TR/ /SR/ . imm tik

yapamayacagim /MON/ in any good in any good newspaper . imm opinion is

clearly separated from hard news . opinion appears in advice columns tavsiye

satirlarinda fikirler goriiniir /TR/ in movie TV or book reviews in editorials
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and in letters to editor editdr mektuplarinda imm gazete yorumlarinda TVde

ve televizyonda olan seyler goriiniirmiis /TR/ ... most of the rest of the

newspaper contains advertising . su containsi bilsem her yerde ¢ikiyor /MON/

... how to get the most out of the paper and not glurk all day doing it glurka

. glurk /WR/ hatirlama* not glurk all day doing it like desek hoslanmamak

biitiin giin bisey yapmaktan hoslanmamak /CC/ /LL1/ /TR/ nasil . imm gazete
disardaki nasil alinir falan herhalde /TR/ . burada /TR/ at this point okumaya
haziriz /TR/ when ee okudugumuzda 6zellikle . yeni bir dil diyor . bir dil

icindeki yenilik yeni gelen seyler okudugumuzda /TR/ it is almost impossible

imkansiz gibidir di/ diger sayfaya baslamak /TR/ . and . wist page ee through

dogru /TR/ wist page e dogru /SR/ /TR/ wist bir sifat burda /WR/ /PS/ it is

almost impossible to begin /SR/ imkansiz /TR/ on page one diger . /CC/ /LL1/

through the next page /VER/ sonraki sayfaya dogru okumak /L.1/ /TR/ read

okumak . sonraki sayfaya dogru okumak /WR/ /TR/ /LL1/ ... * degil ama

through /WR/ ... don’t even think of trying this bunu denemeyi diisiinme

/TR/ . instead begin by throwing away the sections that you have no interest

in . this makes the paper a good deal thinner daha ince deal /TR//WR/ next

pretern the rest of the paper sonra /TR/ pretern fiil biiyiik ihtimal /WR/

/PS/ . pretern the rest of the paper gazetenin restine donmek falan olabilir mi

/CC/ /ITR/ /L1/ /SQ/ this makes bu goster/ bu yapar gazeteyi iyi bir sey yapar
sonra /SR/ /TR/ . turn * olur mu ki /SQ/ ... that is briefly 6zetce /TR/ look

over each section for articles articlelarin her boliimii tizerinde /TR/ . look

gosteri/ imm kisaca bakarsin 6zellikle ilgilendigin yere cevirmek de olabilir

/WR//TR/ /L1/ pretern ¢evirmek veya donmek . biiyiik ihtimal ¢evirmektir
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turn . /CC/ /LL1/ then go to the front page sonraki sayfaya git . bu sayfada her

predpinei oku /WR/ /TR/ . the title of every he her articlein bagligini . he

baslikmis demek ki olabilir /CC/ /TR/ /LL1/ . her satir manset baslik baslhk
olabilir /L1/ . (looks for the word on the other page + bir yerde daha var
miydi /SQ/) manset evet manset daha mantikli /LL1/ ... the title of her
articlein bashgi /SR//TR/ . isaret olduguna goére es anlamli biiyiik ihtimal
/PN/ ... baslik diyim buna . baghktir bityiik ihtimal /L.1/ ¢linkii gazetenin

ortasinda manset olmaz ilk sayfada olur sadece /WK/ you might be surprised

sasiracaksin ne kadar /TR/ you can learn from just the predpines basliklardan

ogrendiklerine ne kadar sasiracaksin ne kadar 6grendiklerine sasiracaksin

sonra /TR/ 1m for each of these articles bu basliklar bu articlelar icin /TR/

read only the first paragraph or two ilk paragraf veya ikinci paragrafi

okuyacaksin sadece /TR/ this is where you will find the reminent

information . this is you will where you will /SR/ nerede bulacaksin the

reminent information /TR/ /SR/ . imm reminent sifat /WR/ /PS/ important

demistim ona . imm 6nemli bilgileri /TR/ you will find bulacaksin evet

olabilir important /CC/ /TR/ . who what when where why then you can move

on to a section that interests you he you can move hareket edeceksin diger

partlara dogru /SR/ /TR/ such as eglence 6rnek eglence is ve spor son olarak

/TR/ you might look for some small piece of information son 1mm . bir par¢ca

bilgi su/ bir parca bilgi arayacaksin /TR/ you need su anda ihtiyacin olan .

/TR/ the weather herhalde 6rnek veriyor /DK/ sidelt or . where a certain

movie is playing . movie is playing /SR/ . the weather hava durumu veya .

nerde ne oynuyor . /CC/ /LL1/ /TR/ hava durumu olabilir /L.1/ durum
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hal situation da havayla kullanilir m1 /SQ/ . the weather situation /VER/ .

hava durumu /L.1/ . tik olmaz biiyiik ihtimal (writes + durum + yazalim) most
reminent most important bu evet /VER/ don’t worry en 6nemlisi /TR/ 1imm

don’t worry too much about vocabulary /SR/ kelime hakkinda * ciimle . he

anlamlar contextten baglamdan ¢ikartmak i¢in tahmin yolunu yiiriit ee veya

birkag kelime icin sozliik kullan /TR/ if you read the paper several times eger

birkac kez okursan haftada ee yeni seyler kesfedeceksin tekrar tekrar
goriinecek /TR/ . bitti yapamadiklarim hangisi bunlara birseyler dedim suna

geri donebilirim 1mm journalism students soon learn that ethical writing of

hard news /SR/ 1mm zor haberlerin yazimi etik yazimi /TR/ must be artictive

must be /SR/ art/ . must be shown /VER/ ne olabilir /SQ/ gosterecek /L1/

mmm . balanced denge /WR/ /TR/ 1imm . ethical writing of hard news simdi *

yapamayacagim /MON/ diger bir deyisle /TR/ only facts /SR/ sade gercekleri
contain eden /TR//WR/ . gosteren /LL1/ /SQ/ neyse gosteren diyelim yazalim

... galiba bu kadar
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APPENDIX K
SAMPLE CODED THINK-ALOUD PROTOCOL 2

(TRANSLATED VERSION)

how to read a newspaper ee how a newspaper is read [TR/ you sometimes

ask me for ee we sometimes ask TR/ pracks we want you want from me
/WR/ [TR/ pracks you want . it can be information it can be news /CC/

/TR/ /LL1/ you want quick and easy ways to learn this language ee easy ways

to learn this language you want to learn this language easily and quickly
/TR/ sometimes ee you want [TR/ anyway ee to learn a huge dictionary read
fast and understand more can this be practical? ICC/ /TR/ /L.1/ /SQ/ to

become good writers ee fo become a good writer more and to understand

more and read faster OK you want magic . imm [ have a secret pracks in my

hand /TR/ /WR/ 1 am I have some a secret there are secret magic pracks it

can be information /[CC/ [TR//LL1/ ... ] am danding not letting you have .

mmm [ am danding not letting you have /SR/ the permission I have got

without permission that I have without permission [TR/ /LL1/ I am danding

ISR/ ... this is not true [TR/ ee there are no easy pracks . there aren’t any

easy pracks /TR//WR/ OK but there are some techniques but there are

some techniques there are techniques that work better than others the best of
these ... is to read an English language newspaper [TR/ this an adverb [PS/
to read in what manner? ISQ/ I can think I am thinking /TR/ ( reads in a low

voice + *) chaningly . the best of these techniques in my opinion is to read an
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English language newspaper in a kind of manner but to read how I'TR/ ISQ/

... this will allow you to kill two birds with one stone . ee this will let you kill

two birds this is something that will let you kill two birds with one stone him

. ITR/ well actually three birds . increase your vocabulary your dictionary

will increase TR/ increase /WR/ ee your reading abilities will improve . and
you will learn get informed about how you should write . timm newspaper *
is very difficult it can be more probable [TR/ (reads in a very low voice + *)
Lif you could talk loudly)

if you read the paper chaningly if newspaper you read in a . chaningly

manner for several weeks [CC//TR/. 1mm because you will see the same

vocabulary over and over because you will see the same words [TR/ .

chaningly? ... it can be carefully ... /[CC/ /1L1/ a perfect sunday a perfect

sunday when I was you/ young 1mm when newly married my spouse . [TR/

mmm glurk verb was doing something /PS/ /TR/ most of every sunday

reading The Times imm . almost every sunday read Times . it can be like

/CC/ /ITR//LL1/ used to . like it can be [VER/ a verb that was done in the

past but not done now . [PS/ we made a big pot of coffee ee and lay on the

living room floor we lied wandered on the living room flo/ floor TR/ by

sections of the paper we had a look at the newspapers . national and

international news business sports entertainment book opinions . [TR/

occasionally . (in a low voice + occasionally) /WR/ we read something

read something TR/ adant to each other . imm we read something to each

other /TR/ . something . (in a low voice + adant to) /SR/ . just listen to listen

to this you won’t believe this something interesting /CC/ /TR/ /VER/ * is it
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that we read interesting things . [1L1/ /SQ/ (in a low voice + something * to

each other ) /SR/ something interesting things it would be two words anyway

IVER/ time to time we exchanged sections [TR/ . ee it was a lovely way to

glurk . a leisurely sunday [ said like for this it was a lovely way this is a good

way to like a it can be /[CC/ /TR/ /VER/ but it did take almost the whole day

we could do take whole day now I can’t imagine /[TR/ glurking so much I

can’t imagine glurking so much time reading the paper /SR/ I can’t imagine

liking to read a newspaper for such a long time [TR/ /LL1/ /VER/ now I have

to be efficient and practical I should do more practice and /TR/ 1 have picked

up a few suggestions that I can share with you . h1 . which paper first you

need to choose a newspaper and know which not to choose fo choose [TR/

which not to ee choose /SR/ not to choose not to choose what [TR/ /SQ/

Sfamiliar [TR/ (murmurs when reading + you need to choose a newspaper)

ISR/ if you need to choose a newspaper and know which to choose /TR/ in

some English speaking countries in some countries where English is spoken

/TR/ as you wait in the checkout line at the supermarket you wait at the

supermarket [TR/ you might notice something that looks like a newspaper

something that looks like a newspaper ee you notice something [TR/ you read

the predpines it can be headlines /CC/ /L1/ ... imm you read the predpines

woman gives birth to baby with two heads imm a baby with two heads was

born or Elvis Presley was seen in Texas in a bus station or UFOs from Mars

UFOs yes this is headline /[CC/ TR/ /LL1/ trust me trust me these are not

newspapers . these are [TR/ rubbish imm (in a low voice + more) /TR/ they

are called tabloid newspaper these . are called by a different name they are
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not newspapers ITR/ more simple the worst example ee the worst example of

yellow journalism /TR/ newspaper writing that is full of bissip newspapers

are writing things full of bissip it can be a lie [CC/ [TR/ /L1/ half truth him .

half truth ... TR/ /WR/ and too many exclamation marks writing that is full

of full of lies it can also be lie . [CC/ [TR/ /L1/ if your goal is just to learn

for that (writes in the paper + lies + let’s say not true) if your goal imm *

learn a little vocabulary fo learn a little vocabulary a little fun go read [TR/

but don’t expect to find but don’t expect [TR/ find hatal news or good

writing or the truth imm good writing and truth ISR/ /TR/ I will say real

news it used real . 1.1/ don’t expect to find don’t expect to find what kind of
news TR/ ISQ/ it is real anyway /L.1/ don’t expect to find real news or well
written truths . something like don’t expect you can’t find truth/ he real news

anyway [TR/ L1/ IVER/ a real newspaper TR/ such as Christian Science

Monitor as an example [TR/ . International Herald Tribune USA Today

(turns the page) what you will find . you will find /SR/ what you will find .

mm then . you need information about the different sections of the
newspaper . this will help you to decide how ee what to read /TR/ (in a low

voice + skip . in most English language papers) many English language

English newspapers TR/ hard news is in the first section in the first section

difficult news is it TR/ /SQ/ . beginning on the front page begins in front of
the page [TR/ this is something like headline /LL1/ /WK/ hard news

mintends everything that has happened that day hard news mintends

everything that has happened yeah it can be that it summarizes everything

that has happened today /CC/ [TR/ /LL1/ politics crime scientific politics
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crime scientific discoveries economy it can be a short information summary
about all these ICC/ ITR/ /LL1/ but here it is a verb [PS/ to summarize /1.1/ .
summary what else briefly brief ... what is the meaning of it as a verb brief
summary ... (in a low voice + briefs? can it be used like this) L1/ ISQ/ the

top or most reminent news story of the day reminent they make up the top

from new newspaper stories IWR/ [TR/ be found in the upper right * on the

page I'TR/ hand corner of the front page at the cor/ corner of the next page ee

Jjournalism * anyway students learn to write ethical well to write the ethic of

hard news /TR/ must be artictive in the other words if it says in other words

this can be its synonym [TR/ /DK/ contain only facts it can be something that

contain only the facts [TR/ /WR/ h1 journalism students soon learn that

ethical writing of hard news em * it can be artictive can be /[WR/ in other

words it can be contain only the fact TR/ /WRY/ ... I skipped this the top or
most reminent /SR/ top can it be the news that are read most . [CC/ /L1/

/SQ/ the news read most * news /LL1/ the top or most reminent let’s say that

are read ICC/ /LL1/ ... the most wondered it can be reminent . /CC/ /1.1/
/WR/ * story the best story of the day . let’s say important more no most

important anyway . soon learn that ethical writing of hard news . must be

artictive well contain only facts /SR/ only the facts /TR/ tik not the

journalist’s opinion 1mm and balanced contain both sides of a story si/ both

sides of the story contain /TR/ /WR/ balance [TR/ not the journalist’s

opinion journalists’ opinions . balance TR/ /SR/.1mm tik I won’t be able to

do /MON/ in any good in any good newspaper . imm opinion is clearly
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separated from hard news . opinion appears in advice columns in advice lines

opinions appear [TR/ in movie TV or book reviews in editorials and in letters

to editor in editor letters 1mm newspaper comments on TV and television

appears the things that happened [TR/ ... most of the rest of the newspaper

contains advertising . if only I knew this contains it appeaes everywhere

/MONY/ ... how to get the most out of the paper and not glurk all day doing it

glurka . glurk /WR/ remember * not glurk all day doing it say like not to

like not to like doing something all day /CC/ /LL1/ /TR/ how . 1mm it is how a
newspaper outside is bought probably ITR/ . here [TR/ at this point we are
ready to read [TR/ when ee we read especially . a new language it says .
novelty in a language when we reaed the new things [TR/ it is almost
impossible it is almost impossible to start the ot/ other page TR/ . and . wist

page ee through rowards /TR/ towards the wist page /SR//TR/ wist is an

adjective here /WR/ [PS/ it is almost impossible to begin /SR/ impossible

/TR/ on page one other . /[CC/ /LL1/ through the next page /VER/ to read

towards the next page /LL1/ [TR/ read to read . to read towards the next page

/WR//TR//L1/ ... * not but through /WR/ ... don’t even think of trying this

don’t think of trying this [TR/ . instead begin by throwing away the sections

that you have no interest in . this makes the paper a good deal thinner thinner

deal /TR/ /WR/ next pretern the rest of the paper then /TR/ pretern verb

most probably [WR/ /PS/ . pretern the rest of the paper can it be to return to

the rest of the newspaper [CC/ TR/ /LL1/ /SQ/ this makes this show/ this
makes makes the newspaper a good thing ISR/ [TR/ . turn * can it be /ISQ/ ...

that is briefly in summary ITR/ look over each section for articles on every
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section of the articles /TR/ . look showi/ 1mm briefly you look at the place
especially you are interested in it can also be to turn [WR/ TR/ /L.1/

pretern turn or return most probably turn turn /CC/ /L1/ then go to the front

page go to the next page . on this page read each predpine /WR//TR/ . the
title of every yeah the title of every article . yeah so it is title it can be /CC/
TR/ /L1/ . every line headline title it can be title /1L1/ . (looks for the word
on the other page + did it appear in another place) ISQ/ headline yes
headline more logical L1/ ... the title of the title of every article ISR/ TR/ .
as there is hyphen a synonym most probably [PN/ ... let me say title for this .
it is title most probably L1/ because there aren’t headlines in the middle of

the newspaper they are on the first page only [WK/ you might be surprised

you will be surprised how much /TR/ you can learn from just the predpines

you will be surprised how much you have learnt from the titles how much you

will be surprised then TR/ 1m for each of these articles these titles for these

articles /TR/ read only the first paragraph or two you will read the first or the

second paragraph only [TR/ this is where you will find the reminent

information . this is you will where you will /SR/ where you will find the

reminent information /TR/ /SR/ . imm reminent adjective /WR/ /PS/ I said
important for that . 1mm important information TR/ you will find you will

find yes it can be important /CC/ /TR/. who what when where why then you

can move on to a section that interests you yeah you can move you will move

to the other parts ISR/ [TR/ such as entertainment example entertainment

business and sports last [TR/ you might look for some small piece of
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information last 1mm . a piece of information th/ you will look for a piece of
information TR/ you need that you need at the moment . [TR/ the weather

probably it is giving an example /DK/ sidelt or . where a certain movie is

playing . movie is playing /SR/ . the weather weather situation or . what is

playing where . /[CC/ [L1/ TR/ it can be weather situation L1/ situation

condition can situation be also used with weather ISQ/ . the weather situation

IVER/ . weather situation [L1/ . tik can’t be most probably (writes +

situation + let’s write) most reminent most important this yes /VER/ don’t

worry most important [TR/ 1mm don’t worry too much about vocabulary /SR/

about vocabulary * sentence . yeah to infer the meanings from context guess

ee or use a dictionary for a few words TR/ if you read the paper several

times if you read several times a week ee you will discover new things it will
appear again and again TR/ . finished which ones I couldn’t do I said

something for these I can turn back for that imm journalism students soon

learn that ethical writing of hard news /SR/ imm the writing of difficult news

their ethical writing /TR/ must be artictive must be /SR/ art/ . must be shown

/VER/ what can it be [SQ/ it will show /LL1/ 1mm . balanced balance /[WR/

/TR/ 1mm . ethical writing of hard news now * I won’t be able to do /IMON/

in other words TR/ only facts /SR/ that contain only facts /TR/ /WR/ . that

show L1/ ISQ/ anyway let’s say write that show ... I think that’s all
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APPENDIX L

SAMPLE CODED RETROSPECTIVE INTERVIEW 1

ilk kelime pracks i¢in questions olabilir demissin ne yardim etti
tahmin etmene

bir sey bulamayinca burada ask gectigi i¢in herhalde /CC/

ee sonraki kelime danding i¢in hi¢bir sey sOylememissin neydi seni
zorlayan acaba orada

bu bir kere fiil oldugu i¢in milyonlarca sey olabilir /PS/ I am danding
yani bir siirii sey olabilir bir sey sey yapamadim /CC/ /MON/

anladim sonraki kelime chaningly i¢in bir adverb demissin nerden
anladin

iste sonundaki ly harfleri /MK/

sonra often olabilir demissin nereden ¢ikarim yaptin

biraz o sey gibi olmus uydurma tarzinda bir sey olmus pek alakasi yok
/VER/ simdi bagka bir sey geldi aklima da

ama o beni ilgilendirmiyor o zaman ne diistindiin sana often1 buldurtan
onu hatirlayamiyor musun

... hatirlamiyorum uydurmusum gibi biraz da simdi giizel bir sey geldi
aklima

ee sonraki kelime glurkii ilk gordiigiinde ambitious demissin ee sana
ambitious dedirten neydi acaba ilk gordiigiinde sonrakileri gormeden

most of every sunday pazarlar1 boyle 1srarla yapiyor ya /CC/ /LL1/
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sonra parcay1 tekrar okudugunda bir fiil oldugunu anlamigsin nasil
surada way to glurk dedigine gore to dan sonra fiil gelir /CC/ /PS/
sonra da spend zaman harcamak demissin nasil buldun

hepsinin sonunda bir zaman gelmis sunday iste sunday falan mutlaka

dedim zamanla ilgilidir /CC/ /IAC/
evet sonraki kelime adant i¢in ilgilendiren demissin nasil buldun

simdi just listen to this you won’t believe it falan deyince hani boyle

degisik bir sey gdormiis digerine gosteriyor dedim herhalde enteresan
bir sey /CC/ /LL1/
predpines icin boliim ya da baslik demissin ne diisiindiin

tirnak icinde vermis woman gives birth to baby bas harfleri biiyiik

falan /PN/ /CC/

peki ee bissip i¢in dedikodu gossip demissin ne diisiindiin

bissip deyince hani orada gossip bissip gibi okunuyor diye
diistindiim /CC/ /IP/ iste half-truth falan demis yani yar gercek falan
/CC/ ITR/

hatal icin useful demissin onu nereden c¢ikardin

truth good writing falan deyince herhalde dedim olumlu giizel birsey
/CC/ /WK/ newsdan 6nce zaten bir sifat gelecek useful /CC/ /PS/
peki mintends i¢in icermek include demissin nasil karar verdin

iste haberler hersey diyor haber herseyi ne yapar igerir diye diisiindiim
[TR/ICC//SQ/ WK/ /L1 /

reminent icin ilgi ¢ekici ya da wanted demigsin niye

ee diisiindiim diistindiim bulamadim /MON/ sonra most deyince /CC/
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de aklima bilgisayar oyununun ad1 geldi most wanted diye /WK/ onu
koydum mantikli geldi sonra dedim bu tamam /VER/

evet artictive objective olabilir demissin

only facts deyince hani sadece gergekleri iceren bir sey objective olur
yani /CC/ TR/ /WK/

evet wist i¢in next demissin onu nereden buldun

read through deyince hani direk bir sonraki sayfaya gecersin diye

diisiindiim through the next page /CC/ /L1/ /VER/
anladim pretern icin have a look at demissin nasil buldun

rest of the paper deyince okumayla ilgili bir eylem olacagi kesin diye

diistindiim /CC/ /PS/ read falan da biraz basit olur diye have a look at
dedim

son olarak sidelt i¢in weather situation ya da

Tiirk¢e diistinmiigiim biraz /IEC/

evet (laughs) ama sonra da weather report demigsin nasil buldun

pek bir sey gelmedi aklima weatherdan sonra da direk aklima weather

ne olabilir ki diye diistindiim /CC/ /SQ/ /IAC/ hava durumu /IEC/
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APPENDIX M
SAMPLE CODED RETROSPECTIVE INTERVIEW 1

(TRANSLATED VERSION)

for the first word pracks you said questions what helped you guess

as I couldn’t find anything probably because there is ask here ICC/

ee for the next word danding you didn’t say anything what challenged
you there

it can be a million things as this is a verb /PS/ 1 am danding well it
can be a lot of things I couldn’t do anything /[CC/ IMON/

1 see for the next word chaningly you said an adverb where did you
understand it from

well the letters ly IMK/

then you said that it could be often where did you infer it from

a little that was something like something made-up it is not quite
related INER/ now something else came to my mind

but that doesn’t concern me what did you think at that time that made
you find often can’t you remember that

... I can’t seems like I made it up a little bit now something good came
to my mind

ee when you saw the next word glurk first you said ambitious ee what
was it that made you say ambitious when you first saw it before you

saw the others
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most of every sunday he does it insistently on sundays /CC/ /LL1/

then when you read the text again you understood that it was a verb
how

here as it says way to glurk there comes a verb after to /CC/ /PS/
then you said spend spend time how did you find it

there came a time after all of them sunday well sunday well I said it is

certainly related to time ICC/ /IAC/
yes for the next word adant you said interested how did you find it

now as it says just listen to this you won’t believe it well I said she

saw something different showing it to the other probably something
interesting /CC/ /LL1/
for predpines you said section or title what did you think

it gave in quotation marks woman gives birth to baby well all the first

letters capitalized [PN/ /CC/

OK ee for bissip you said gossip gossip what did you think

when it says bissip well there gossip sounds like bissip I thought /CC/
/P! well it said half-truth that is half true /CC/ /TR/

for hatal you said useful where did you infer it from

as it said truth good writing [ said probably something positive good

ICC/ IWK/ also before news an adjective will come [CC/ [PS/
OK for mintends you said contain include how did you decide

well it says news everything what does news do everything includes |
thought I'TR/ /ICC/ /SQ/ /WK/ /L1 /

for reminent you said interesting or wanted why
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B:

ee I thought and thought couldn’t find IMONY/ then as it says most
/CC/ the name of a computer game which is most wanted came to niy
mind WK/ I put it it seemed logical then I said it’s OK [VER/

yes artictive you said that it could be objective

when it says only facts well something that only contains facts can be
objective /CC/ /TR/ /WK/

yes for wist you said next where did you find it

when it says read through well directly I thought that you go to the

next page through the next page /CC/ /LL1/ /VER/

I see for pretern you said have a look at how did you find it

when it says rest of the paper I thoght it is certain that it is something

related to reading /CC/ /PS/ read might be a little simple so I said
have a look at

last for sidelt weather situation or

I thought a little bit in Turkish [IEC/

yes (laughs) but then you said weather report how did you find it

not much came to my mind after weather directly to my mind weather

what can it be I thought ICC/ ISQ/ TAC/ weather situation [IEC/
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APPENDIX N

SAMPLE CODED RETROSPECTIVE INTERVIEW 2

ilk kelime pracks bilgi ya da haber olabilir demissin sana ne yardim
etti hatirliyor musun

1mm bir tekrar etmem lazim ctimleyi ... (reads silently) yani burda
sonraki climlede hizl1 ve kolay yolla bir sey dgreniyor bir dil
Ogreniyor ve ee ondan dnceki ciimlede bir sey ister ve ondan sonra
ogrenir /TR/ /CC/ bilgiyi ister diye diisiindiim yani bilgi olmazsa
ogrenemez diye diistindiim aslinda /L1/ /WK/

sonradan gectiginde oldu mu diisiindiigiin bir sey

evet there are no easy pracks /SR/ demis ben de bunu iisttekine bilgi

deyince bunu yerine koydum kolay bilgi yoktur yaziyor mantikli geldi
onda karar kildim /VER/ /TR/

evet giizel sonraki kelime danding icin sanirim bir fikrin yokmus
neden zor buldugunu hatirliyor musun

bilmiyorum yani hi¢ aklima gelmedi o giin diistindiim bir seyler
koymay1 ama mantikli gelmeyince . /MON/ koymadim

sonraki kelime chaningly hemen goriir gormez bu zarf demissin
oncelikle zarf oldugunu diisiindiirten sey neydi sana

sonundaki ly ekiydi zarflarda genellikle onlar oluyor /MK/

sonra da dikkatlice olabilir demissin

evet carefully
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buna nasil karar verdin

ee . bu tekniklerin en iyisi demis ... bir gazeteyi bir sekilde okumak
diye geciyor /TR//CC/ hizli okumak olabilirdi iste hizli okuyunca
anlamak daha zor olabilir belki ee ... haftada birkag

kez ... su anda aklima gelmiyor aslinda

anladim sonraki kelime glurk i¢in ilk 6nce hemen bu bir

fiil /PS/

evet sana fiil oldugunu diisiindiirten neydi

used to kullanmis used to aliskanliklarla ilgili bir fiil yani eskiden
yapip su anda yapmadigi bir sey ve yani used to dan sonra fiil gelir
diye hatirliyorum oyle diisiindiim /CC/ /PS/

evet sonra da sevmek demissin ee acaba ne diisiindiin bu da yine
birden fazla gecen bir kelimeydi

ee birincide yerine koydum birincide onu diisiindiim ya esimle ben
onceden iste ee her pazar Times1 okumaktan bir sey yapardik /CC/
/TR/ diye diistindiim o bir sey de like olabilir dedim yani okumaktan
hoslanabilirler diye diisiindiim /LL1/ ve diger glurk gegen her yere de
like koyup kontrol ettim ve yani mantikli geldi /VER/

ee sonraki kelime gey adant i¢in interesting demigsin ne diisiindiin
he interestingi soyleme nedeni ondan bir iki ciimle sonrasi just listen

to this you won’t believe it yani bunu sadece dinle inanamayacaksin

dedigine gore ilging bir sey olabilir /TR//CC/ /LL1/ yani biz neye
inanamay1z /SQ/ boyle ilging seylere inanamay1z diye diisiindiim

/WK/ bir iki sonraki ciimle etkiledi beni
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ee predpiner goriir gdrmez manset demissin nasil karar verdin
tirnak icindeki seyleri gordiim gazete basliklarini /PN/ /CC/ ve yani
gazetenin ilk sayfasinda genelde ayrintilar degil de i¢indeki haberler
yazar mansetler veya bagliklar yazar /WK/ direk o geldi aklima o
seyleri gordiigiimde o basliklar1 gordiigiimde

tekrar geciyor predpine orada goriince

baslik /L.1/

baslik olabilir manset olamaz herhalde ciinkii mansetler ilk sayfada
olur sadece demissin

sizin de sOylediginiz gibi ilk basta manset dedim manget benim
bildigim kadaryla ilk sayfada olur /LL1/ /WK/ ama burada her
sayfadaki predpinelar1 okudugunuzda /CC/ /TR/ iste ondan
bahsetmis ve her sayfada da manget olmaz gibi geldi bana baslik
olabilir dedim /LL1/ yani ilk sayfada da basliklar olabilir ortada da
olabilir sonda da manset sadece ilk sayfada olur diye diisiindiim /WK/
sonra bissipi goriince de yalan olabilir demissin ne diisiindiin

he he yalan veya yar1 dogru dedim /L.1/ ¢iinkii ee bissipten sonra iki
virgiil arasinda bir kelime var half-truths ve bildigim kadariyla bu
sekilde verildiginde es anlamlis1 veya yakin anlamlisi oluyor daha iyi
anlamamiz i¢in ifade ediliyor /PN/ /CC/ ve half-truths yar1 dogru
demek /CC/ /TR/ ben onun yar1 dogru veya yalan yanlis bir sey
olabilecegini diisiindiim /L.1/ bir de full of diyor yalanlarla dolu bir
gazete de mantikli /CC/ /TR/ /LL1/ [VER/ 6yle gazeteler var /WK/

sonraki kelimemiz hatal real olur demissin nasil karar verdin
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ee burada sey diyor ama ee daha dncesine bakayim bir iki ciimle
gerisine gideyim biraz eglence var diyor git ve oku diyor ama hatal
newslar1 bulmay1 umma diyor /TR/ /CC/ gercek haberleri bulmay1
umma mantikl geldi ¢iinkii eglenceden bahsediyor burada have some
fun /L1/ /TR/ /CC/ eglenceler her zaman gercek olaylardan
kaynaklanmaz biraz da hayal iiriinii olabilir diye diigiindiim /WK/
burada or kullanmis ee iste burada dedim gercek haberleri bulmay1
umma veya iyi yazilmis gercekleri umma yaziyor devaminda da or
dedigi i¢in yine es anlamli olabilecegini diisiindiim or da ciinkii es
anlamlilar i¢in kullanilabiliyor ayn1 virgiil gibi iki virgiil gibi dyle
diistindiim /TR/ /DK/ /PN/

evet giizel ee sonraki kelime mintends i¢in dzetliyor olabilir demissin
ee bir fiil olduguna karar vermissin ee nasil karar verdin

heh fiil oldugunu diistindiim ¢iinkii s takist var /PS/ /MK/ iste sey bu
present simple oldugunu diisiindiim hem de fiil gelmek zorunda
burada fiili yok climlenin imm giiniin olan seylerini yani bugiin ne

olduysa onlar1 mintends yapiyormus /TR/ 6zetliyor olarak diisiindiim

/LL1/ ¢iinkii tirnak isaretinden sonra politics crime scientific
discoveries falan var iste politika suc ve bilimsel deneyler hakkinda
ozet verir diye diigiindiim yani /PN/ /CC/ /TR/ /LL1/ beni etkileyen su

politics crime scientific discoveries economics weather oldu onlari

goriince dedim kesin Ozettir veya kisa basliklar gibi bir sey diisiindiim
/CC/ L1/

sonraki kelimemiz reminent: okuduktan sonra sey demissin
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important
evet important olduguna nasil karar verdin

ee en sondakini mostla kullanmis /CC/ sonra don’t worry too much

about vocabulary yani sozliitk hakkinda tiziilme demis /TR//CC/ yani

en onemlisi s6zlitk hakkinda {iziilme mantikli geldi bana /LL1/ /TR/

/VER/ burada yani bir 6ncekinde this is where you will find the

reminent information he 6nemli bilgileri ee bulacaksin yerine

koydugumda burada da ¢ok mantikli geldi /CC/ /LL1/ /VER/ ee bunlari

goriince ilkine dondiim tekrar most important news demis yine burada

yerine koyunca iste giiniin en 6nemli hikayeleri diye diisiindiim /VER/
/TR/ /LL1/ sadece yerine koydugumda mantikli geldi hepsinde de
ee artictive icin gercekleri gdsteren demissin ne diisiindiin

ee burada in the other wordsten sonrasina ¢ok dikkat ettim ¢iinkii diger

bir deyisle dedigi icin biiyiik ihtimal ona yakin bir sey sdyleyecek

/DK/ ve tirnak isaretinde contain only facts demis /PN/ /CC/ sadece

gercekleri contain eder /TR/ containin anlamini bilmedigim i¢in
/MON/ o an gosterir geldi aklima sadece gercekleri gosterir mantikl

geldi /TR//LL1/ /VER/ bu tarafa dondiigiimde hi1 must be artictive

yani gostermek zorundadir dedim /CC/ /TR/ /LL1/ buray1 bastan
okuyayim ... ee zor haberlerin etik yazimlarim gosterir diger bir
deyisle ... he gazetecilerin fikrini degil gercekleri gosterir gibi bir sey
diistindiim /TR/ /L1/ /CC/

evet ee wist icin sifat demissin ve next oldugunu diisiinmiisgsiin nasil

karar verdin
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... next olduguna nasil karar verdim /SQ/ hatirlayamiyorum /MON/
hatirlayamiyorsun tamam sonra preterni goriince fiil demissin
donmek ¢evirmek olabilir demigsin ne diistindiin

sayfadan bahsediyordu yani paperdan bahsettigi icin /CC/ ee ve bir
sonraki sayfada bagka haberler olabilir /WK/ burada ciinkii sey demis
ee briefly sey 6zetle /CC/ /TR/ ee articlelarin her boliimii 6zellikle
senin ilgilendiklerin demis /TR/ ... paper deyince sayfa ne yapilir diye
diisiindiim sayfa biiyiik ihtimal cevrilir diye diigiindiim /WK/

son kelime sidelt i¢in hava durumu demissin nasil karar verdin

ee . or kullanmig /CC/ /DK/ ... yani kiiciik bir bilgi vardi demis ve
senin su anda ihtiyacin olan /TR/ sonra tire igsaretinde bunun ornegini
vermis ee ya oynayan bir film ya da hava durumu diye diisiindiim
/PN/ /CC/ TR/ /LL1/ ciinkii gazetelerde hava durumu sikga verilir
/WK/ ve burada 6rnek oldugunu diistindiim ¢iinkii iki tirnak arasinda
kullanilmig ve orla baglanmis /PN/ /DK/ ondan sonraki ciimle bir
filmin oynamasiysa digeri de ona benzer bir 6rnek diye diisiindiim bir

gazetede olan bagka bir 6rnek diye diisiindiim / DK/ hava durumu /L.1/
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SAMPLE CODED RETROSPECTIVE INTERVIEW 2

(TRANSLATED VERSION)

first word pracks you said it could be information or news do you
remember what helped you

1mm [ need to repeat the sentence ... (reads silently) well here in the
next sentence he learns something quickly and in an easy way learns
a language and ee in the sentence after that he wants something and
then learns [TR/ /ICC/ he wants information I thought well actually 1
thought he won’t be able to learn if there isn’t information /LL1/ [WK/
was there something you thought when it appeared later

yes there are no easy pracks /SR/ it said I this as I said information

for the one above I put it here it writes there is no easy information it
seemed logical I decided on it 'VER/ /TR/

yes good for the next word danding I guess you didn’t have an idea
why did you find it difficult do you remember

I don’t know well nothing came to my mind that day I thought to put
something but as it didn’t seem logical . IMON/ I didn’t

next word chaningly as soon as you saw it you said it was an adverb
first what made you think that it was an adverb

it was the 1y at the end of it they are in adverbs generally IMK/

then you said it could be carefully

159



20

25

30

35

40

ves carefully

how did you decide on this

ee . it said the best of these techniques ... it says to read a newspaper
in some manner [TR/ /CC/ it could have been to read fast well when
you read fast it could be more difficult to understand perhaps ee ...
several times a week it doesn’t come to my mind now actually

1 see for the next word glurk first immediately this is a

verb [PS/

what made you think that it is a verb

it used used to used to is a verb related to habits that is something he
did in the past but doesn’t do now and well I remember that there
comes a verb after used to I thought like that /[CC/ [PS/

ves then you said like ee what did you think this was also a word that
appeared more than once

ee in the first one I put it there for the first one I thought it well my
husband and I before well ee I thought like every sunday we did
something reading Times /CC/ /TR/ and I said that something could
be like well I thought they may like reading /L1/ and I checked by

putting like everywhere glurk appeared and well it seemed logical
/VER/

ee for the next word adant you said interesting what did you think

yeah the reason for saying interesting is that after one or two

sentences just listen to this you won’t believe it that is as it said jut
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listen to this you won’t believe it it could be something interesting
TR/ ICC/ L1/ well what can’t we believe ISQI we can’t believe
interesting things like this I thought WK/ the sentence after one or
two sentences influenced me

ee as soon as you saw predpine you said headline how did you decide
I saw the things in quotation marks the newspaper titles [PN/ ICC/
and well on the first page of a newspaper generally not details but the
news in it is written headlines are written titles are written [WK/ [
remembered this directly when I saw those things those titles
predpine appears again when you saw it there

title /LL1/

you said it could be title it probably can’t be headline because
headlines are on the first page you said

as you told I said headline at first headlines are on the first page as
far as I know L1/ [WK/ but here when you read the predpines on
each page ICC/ [TR/ well it mentioned about that and t seemed to me
that there aren’t headlines on each page I said it could be title 1.1/
well there can be titles on the first page in the middle at the end |
thought that headlines are only on the first page WK/

then when you saw bissip you said it could be lie what did you think
yeah yeah I said lie or half-true /LL1/ because ee after bissip there is a
word between two commas half-truths and as far as I know when it is
given like this it is a synonym or it is close in meaning it is done to

make us understand better [PN/ /CC/ and half-truth means half-true
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/CC/ ITR/ I thought that it could be something half-true or wrong
/L1/ also it says full of a newspaper full of lies is also logical /ICC/
ITR/ /L1/ IVER/ there are such newspapers IWK/

the next word is hatal you said it is real how did you decide

ee here it says but ee let me look at what comes before let me go one
or two sentences back it says there is some fun it says go and read but
it says don’t expect to find hatal news /TR/ /CC/ don’t expect to find
real news seemed logical because it mentions about fun here have
some fun /L.1//TR/ /CC/ I thought that fun does not always come
from real events it could be because of a little imagination IWK/
here it used or ee well here I said don’t expect to find real news or it is
written don’t expect well-written truths as it says or after that again |
thought it could be a synonym because or could also be used for
synonyms just like two commas like two commas I thought [TR/ /DK/
/PN/

yes good for the next word mintends you said it could be summarizes
ee you decided that it is a verb ee how did you decide

yeah I thought that it is a verb because it has the morpheme s IPS/
/MK well this I thought it is present simple also there should come a
verb here the sentence does not have a verb 1mm the things that has
happened that day that is it mintends whatever happened that day
[TR/ I thought as summarizes /IL1/ because there is politics crime

scientific discoveries after quotation marks well it gives a summary of
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politics crime and scientific experiments [PN/ /[CC/ /TR/ /L1/ what

influenced me was this politics crime scientific discoveries economics
weather when I saw them I said that it certainly is summary or
something like short titles I thought /CC/ /L1/

after you read the next word reminent you said

important

ves how did you decide that it is important

ee it used the last one with most /CC/ then don’t worry too much

about vocabulary that is don’t worry about dictionary it said [TR/

ICC/ well most important don’t worry about dictionary seemed logical
to me [LL1/ [TR/ IVER/ here that is in the preceding one this is where

you will find the reminent information yeah when I put important

information there ee you will find it seemed really logical also here

/CC/ /L1/ IVER/ ee when I saw these I went back to the first one

again it said most important news again when I put it here well the
most important stories of the day I thought IVER/ ITR/ /L1/ just when
I put it it seemed logical in all of them

ee for artictive you said showing truths what did you think

ee here I paid great attention to what comes after in the other words

because as it says in other words it will most probably say something

close to that IDK/ and it said contain only facts in quotation marks

/PN/ ICC/ it contains only facts ITR/ as I don’t know the meaning of

contain /MONY/ at that moment showing came to my mind showing

only the truths seemed logical ITR/ /LL1/ [VER/ when I turned here hu
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must be artictive that is must be showing I said /[CC/ /TR/ /L.1/ let me

read here again ... ee shows the ethical writing of difficult news in
other words ... yeah I thought that it is like something showing the
truths not the journalists’ opinion [TR/ /L1/ /CC/
yes ee for wist you said adjective and you thought that it is next how
did you decide
... how did I decide that it is next /SQ/ I can’t remember MON/
you can’t remember OK then when you saw pretern you said verb it
could be return or turn you said what did you think
it was mentioning about the page that is as it mentioned about paper
/CC/ ee and there could be other news in the following page WK/
here because it said ee briefly well in summary /CC/ [TR/ ee each
section of the articles especially the ones you are interested in it said
ITR/ ... as it said paper what is done with a page I thought a page is
most probably turned I thought IWK/
for the last word sidelt you said weather forecast how did you decide
ee . it used or /CC//DK/ ... that is there was a little information it
said and that you need at the moment [TR/ then it gave the example of
this with a hyphen ee either a movie playing or weather forecast [
thought /[PN/ /CC/ [TR/ /L1/ because weather forecast is frequently
given in newspapers IWK/ and I thought that it is an example here
because it is used in two quotation marks and connected with or /[PN/

/DK/ if the sentence after that is a movie’s playing the other one is
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135 also an example similar to that I thought another example that is in a

newspaper I thought IDK/ weather forecast 1.1/
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