Vol 51 (2026) No 226 327-358

Education and Science

Original Article

The reflection of text structure modifications on reading comprehension:
a comparison of authentic and modified texts among 7th grade students

Enes Cinpolat !, Keziban Teksan 2, Yunus Emre Uyar 3

Abstract

This study aims to compare the reading comprehension levels of
7th-grade students in authentic and modified texts. For this
purpose, two texts were identified, one being narrative and the
other informative. The selected texts were processed according to
determined modification criteria, and an effort was made to align
them with the students’ grade levels. Following this, reading
comprehension questions regarding the texts were prepared. Two
study groups were utilized during these stages. The first group (n
= 22) was included in the text modification process. While the
second group (n = 34) was used during the development phase of
the reading comprehension questions. After preparing the texts
and reading comprehension questions, two groups equivalent in
terms of reading comprehension were selected. One group was
presented with the modified text, and the other group received the
authentic text. Subsequently, reading comprehension questions
related to the read texts were directed to these two groups. Thus,
the third group in the research (n = 92) participated in the
comparison of reading comprehension scores obtained from the
authentic and modified texts. The obtained data were analyzed
with ANCOVA in the Jamovi software. According to the findings,
the contribution of texts modification to reading comprehension is
statistically significant. Effect size analyses showed that this
contribution was at a medium level (n2?, =.087) for the narrative text
and at a large level (n?, =.141) for the informative text.
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Language is the most important instrument underpinning the educational process, beyond
serving merely as a means of communication. Given that teaching and learning activities are largely
conducted through language-based resources, it is evident that there is a direct relationship between a
student’s reading comprehension skills and their general academic achievement (Bayraktar & Durukan,
2016). This situation is particularly pronounced in Turkish courses. Indeed, in these courses, texts serve
as the primary material not only for developing basic language skills but also for instilling reading
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appreciation, core values, and 21st-century skills (Arslan & Engin, 2019; Derse & Coskun, 2021;
Kurudayioglu & Soysal, 2019; Seref et al., 2020). As stated by the Ministry of National Education (MoNE,
2019), these texts, designed with a thematic approach, constitute the foundation of course activities.
Considering the critical role of texts in achieving the objectives of the Turkish course and their
importance in the instructional process, the question of which texts students encounter gains significant
importance. Therefore, text selection can be considered one of the most crucial and sensitive stages of
language teaching. As emphasized in the literature, the prerequisite for deriving maximum benefit from
the educational process is that the presented texts are fully aligned with the cognitive and
developmental levels of the target audience (Bayraktar & Durukan, 2020; Karaagag & Alikilig, 2023).

According to Giines (2013), in addition to literary texts, original, constructed, and special-
purpose texts are utilized in language teaching. Among these, literary texts are defined as products that
arouse excitement and admiration in the reader by presenting emotions and thoughts within an
aesthetic framework. However, it can be stated that two fundamental problems emerge that complicate
the use of these texts in educational settings. The first problem is that many literary works, by virtue of
their origin, did not prioritize the reality of the child or pedagogical concerns. Many of these works were
written before the development of psychological and pedagogical approaches regarding the concept of
childhood. As Simsek (2007) stated, this situation is the product of an understanding wherein children
experience a world specific to adults. Therefore, literary works may not always be suitable for the
developmental characteristics of contemporary students in terms of their themes and narrative forms.
For instance, even if the protagonist is a child, Omer Seyfettin’s story titled “Kasag1” contains sections
that conflict with the psychological characteristics of a certain age group (such as the direct handling of
the phenomenon of death through a child character). Secondly, it is possible that literary texts often
possess linguistic and narrative features that may impede understanding for middle school students,
thereby potentially fostering negative attitudes toward the act of reading. As noted in Basaran’s (2021)
study, texts that resonate with the student’s life experiences and possess plain and clear language (that
is, high readability levels) can positively affect the reading comprehension process. Furthermore,
Durukan’s (2014) study indicates that texts containing long words and sentences negatively impact
students’ reading speeds and reading comprehension levels. Although he employed relatively simple
language for his era, words exceeding the level of middle school students are encountered in Omer
Seyfettin’s stories. Similarly, Muallim Naci’s work titled “Omer’in Cocuklugu” (Omer’s Childhood),
despite centering on a child protagonist, contains long and detailed descriptions that freeze the narrative
flow, making it significantly difficult for students at this level to follow the text. Disregarding literary
texts due to these difficulties might imply forfeiting their indispensable contributions. Foremost among
these contributions is that texts reflect the culture in which they were formed in its most natural state.
Indeed, as Melanlioglu (2008) stated, language teaching is simultaneously culture teaching. In this
context, particularly folk literature works, according to Ozcan (2008), offer a rich resource harboring a
nation’s modes of living, thinking, and appreciation spanning centuries. On the other hand, these texts,
which have reached artistic competence through long literary processes, are among the most important
tools for instilling artistic sensitivity in students, as emphasized by Sever (2018). Briefly stated, despite
the national and universal values and aesthetic riches they carry, literary works may surpass students’
comprehension levels in terms of language and narrative features (vocabulary, sentence structures, etc.)
because they are usually written without observing the principle of suitability for the child. Moreover,
certain themes or characters processed in these texts may not be suitable for students” developmental
characteristics, and this situation may conflict with the pedagogical and legal frameworks determined
by the MoNE (2019). At this point, Duman (2010) states that instead of leaving the student trapped
between the unintelligible and the misunderstood, intervening in the text when and to the extent
necessary is a viable approach. This situation has brought practices known as text modification
(simplification, adaptation, revision, etc.) to the forefront of the literature. The literature treats text
modification as a practice that offers significant benefits while also harboring serious limitations. The
primary benefit of modification is that it increases reading comprehension levels by reducing the
linguistic and structural complexity of texts. This effect is more pronounced on target audiences such
as non-native speakers, students with reading difficulties, and children (Gala et al., 2018; Glavas &
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gtajner, 2015; Javourey-Drevet et al., 2022; Kim & Snow, 2009). It is also stated that modified (especially
simplified) texts make historical or complex subjects more accessible (Durmus, 2013a) and facilitate
students’ reading fluency and interaction with the text (Bayraktar & Durukan, 2020; Javourey-Drevet et
al., 2022). However, the risks and limitations associated with text modification are also extensively
covered in the literature. The fundamental criticism is the potential for the simplification process to
damage the text’s literary texture, aesthetic value, and the author’s original style (Uygur, 2024; Yiicelsen,
2014). Changes made with a mechanical approach can transform the work into a soulless text by
destroying its rhythm, atmosphere, and the associative richness of its words (Carroli, 2008; Gilmore,
2007). A second limitation is that oversimplification deprives students of the opportunity to cope with
complex language structures and develop higher-level thinking skills. A study conducted by Hayes et
al. (1996) drew attention to this danger by suggesting that simplification in school textbooks might be
related to a decline in students’ verbal achievements. Additionally, Dahl et al. (2021) state that students
develop more metacognitive and abstract evaluations in complex science texts. This dilemma
underscores the necessity of conducting text modification not as an arbitrary and intuitive process, but
through an approach with clearly determined principles that preserve both the structural and aesthetic
integrity of the text.

It is frequently noted in the literature that the intuitive approach is prevalent in the text
modification process (Durmus, 2013a). Although this approach offers advantages such as flexibility and
situational adaptability, it distances the process from objectivity (Uygur, 2024). Isen and Isinsu (2011)
explain this situation as publishing houses and editors turning to superficial solutions, such as merely
removing unknown words, instead of developing a standard method. Indeed, it is frequently
emphasized in the literature that such uncontrolled interventions distort the text’s messages, cause it to
lose its artistic value, lead to semantic ambiguity and structural inconsistency, and furthermore, create
unnatural language input (Bakan, 2012; Durmus, 2013a; Long & Ross, 1993). Besides this approach, the
structural approach, in which the linguistic structures the student will encounter at each stage are
predetermined (Aytan et al., 2021), differs from the intuitive approach in this aspect. While the
structural approach offers a systematic process based on language structures, it does not always
prioritize cohesion and coherence (Uygur, 2024). In contrast, the linguistic approach offers a more in-
depth framework for modification by focusing on the semantic integrity and contextual harmony of the
text (Bakan-Aktas & Ay, 2021). Along with these, specific standards, strategies, and techniques for text
modification are also suggested in the literature. Guidance resources, such as the MoNE curricula
(MoNE, 2006, 2019), address principles of intervention in texts while listing the characteristics that texts
to be included in textbooks must possess. These approaches to be applied primarily address
interventions made to texts at the lexical and syntactic levels (De Belder & Moens, 2010; Surya et al.,
2018). Boliikbas (2015) classifies the four basic strategies of text modification as preservation (leaving
parts suitable for the level as is), modification (simplifying parts not understood), summarizing
(shortening while preserving semantic integrity), and deletion (removing details that do not contribute
to the semantic flow). Similarly, Yasar (2019) classifies this process as lexical, syntactic, lexical-syntactic,
and formal modification. Yiicelsen (2014), on the other hand, includes more micro-level operations such
as changing the text title, personal names, and sentence positions in this process under the headings of
shortening and editing. As can be seen, the literature defines text modification as a multi-layered and
systematic operation extending from the word level to the whole text. In addition to these, Durmus
(2013b) addresses text modification under two basic types: simplification and elaboration.
Simplification involves replacing lexical and syntactic structures thought to make understanding
difficult for the target audience with simpler, more understandable equivalents. Elaboration, on the
other hand, aims to contribute to the target audience’s understanding by preserving original words that
are difficult to understand in the text and adding synonyms or explanatory expressions to them.
Durmus (2013b) also states that in the text modification process, besides operations that are modification
types in themselves such as summarizing, simplification, and elaboration, sub-operations encountered
in more than one modification type (such as shortening, splitting, paraphrasing, combining,
substitution, dropping, and reduction) also play a role. It is stated that as a result of these operations,
reconstructed texts emerge that differ semantically from the source text but are more suitable for the
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target audience. Beyond these strategies and techniques, Duman (2010) comprehensively sets forth the
philosophy and ethical framework of text modification. According to Duman, preserving the original
spirit of the text lies at the center of this process. This principle requires the intervention to maintain the
author’s style, the sentence structure dominating the text, and its phonetic characteristics. However, the
most fundamental and inviolable principle is the preservation of the text's main idea and semantic
integrity. As can be seen, the literature offers a body of knowledge regarding the theoretical
foundations, applicable techniques, and fundamental principles of text modification.

The presence of text modification in the context of Turkish language teaching has been
addressed from various aspects in the literature. A significant portion of studies in this field has focused
on descriptively analyzing modification practices in textbooks. Studies such as Bayraktar and Durukan
(2016), Teksan and Cinpolat (2023), and Yiicelsen (2014) examined the current situation in the field by
revealing, through document analysis, by which methods and to what extent the texts in textbooks were
modified. There are also studies that examine the effect of the practice by moving beyond this
descriptive framework. Durukan (2014) addressed a topic that can be said to be related to modification
by examining the relationship between readability level and reading skills. Bayraktar and Durukan
(2020) demonstrated the positive effect of surface structure changes on students’ comprehension skills
and views employing a mixed-method design, thereby strengthening the foundation of the subject in
the context of Turkish education. As can be seen, experimental studies in which authentic and modified
texts are directly compared and where the different responses of text types to modification practices are
examined empirically are limited. In this context, the current research aims to offer an original and
holistic contribution to the literature by comparatively examining the effect of modified forms of
different types of texts on students’ reading comprehension achievement using quantitative data. In this
regard, the current research aims to comparatively examine the contribution of authentic and modified
texts on the reading comprehension achievements of 7th-grade students. In the study, students’ reading
comprehension levels regarding these texts were evaluated by using authentic and modified versions
of two different types of texts (narrative and informative). Thus, answers to the following questions
were sought within the scope of the research:

1. Is there a contribution of the text modification practice to reading comprehension scores in the
narrative text?

2. Is there a contribution of the text modification practice to reading comprehension scores in the
informative text?

Method

Design

In this research, a quasi-experimental pre-test post-test control group design was employed.
Quasi-experimental designs are research models that permit the examination of the effect of the
independent variable, although the controls required by experimental designs cannot be fully
established (Creswell, 2020). In the study, two groups consisting of intact classes were determined in
their natural states, and random assignment was not performed. Prior to the process of comparing
reading comprehension in modified and authentic texts, a reading comprehension test (Ulper et al.,
2017) was administered to both groups to evaluate the groups’ baseline levels and check their
equivalence. Subsequently, the experimental group read the modified text type, while the control group
read the authentic text. Following the reading of the texts, reading comprehension questions related to
the read texts were administered to both groups, and the scores of the two groups were evaluated. Thus,
the differences between the post-test results of the two groups were compared through statistical
analyses (see Figure 1).
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Text Selection
Siimbiil Kokusu Dil Nedir?

(narrative) (informative)

{

Text Modification

Text Modification Stage —> Pilot Study with 22 Students

Preparation of Reading Comprehension Questions for
the Texts
Preparing Open-ended Questions ——p»  Pilot Study with 34 Students

{

Implementation of the Main Study

Reading Comprehension Reading Original/Modified Texts +
Pretest & Group Assignment Comprehension Questions (n = 92)

+

Reporting the Obtained Data

Figure 1. Research Design

Study Group

Three different study groups were used within the scope of the research. The first study group
was utilized in the text modification process. The second study group was used during the pilot
application and rubric development phase of the open-ended reading comprehension questions.
Finally, the third study group was used during the administration phase of the reading comprehension
achievement tests for the modified and authentic texts. All study groups consisted of intact classes, and
student participation was not mandatory. Data collection in the third group was carried out in stages.
Therefore, students who participated in the pre-assessment and were included in one of the stages of
the main application remained in the sample. Students who did not participate in the narrative and
informative text applications were excluded from the sample. Thus, one student who participated in
the narrative text application but not the informative text application, and two students who
participated in the informative text application but not the narrative text application, remained in the
sample. For this reason, the number of participants is restated in each analysis in the findings section.

The first group consists of 22 students from the 7th grade. The students study at a public school.
This study group was used during the modification phase of the texts. This group has no connection
with the other groups. The gender distribution of the group is eight boys and fourteen girls. This study
group was administered the authentic text and the modified text. They were asked to underline the
parts not understood in the authentic and modified texts. Thus, the parts where difficulties in
understanding occurred were determined.

The second study group consists of a total of 34 students, also from the 7th grade. These students
study at a public school. This group was used to carry out the pilot application of the texts and reading
comprehension questions. During the pilot application process, a graded scoring key (rubric) was
prepared to ensure the scoring of reading comprehension questions, and example student answers were
used in the creation of this key. The reading duration of the authentic text and the modified text was
also examined. Thus, final checks were performed on the texts at this stage, and the reading
comprehension questions consisting of open-ended questions were finalized.

The third study group, in which modified and authentic texts were compared in terms of
reading comprehension, consists of 92 students. 50 girls and 42 boys from four different seventh-grade
classes were used in the achievement test. Due to the difficulty of intervening in classes within the scope
of the study, matching could not be resorted to in the groups. However, an examination was conducted
on whether the reading comprehension achievements and social lives of the classes to be applied
showed similar characteristics. First of all, all four classes are located in schools situated in the central
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districts of two different metropolitan cities. Through preliminary interviews held with the Turkish
teachers of all classes, the opinion emerged that the general achievement statuses of these classes were
at a similar level. However, the Reading-Comprehension Test (Ulper et al., 2017), prepared for middle
school level students, was used for the purpose of comparing the students’ reading comprehension
achievements with each other. It was administered to four different groups within one lesson hour and
scored by the researchers according to the directive of the measurement tool. The obtained scores were
analyzed with the One-Way ANOVA test. According to the obtained result, no significant difference
was detected among the reading comprehension achievement scores of the four classes (F(3,88) =2.24,
p =.090). The mean scores and student numbers of the classes are as follows: 7/C =19.6 (n =22), 7/D =
21.8 (n =25), 7/E = 18.8 (n = 18), 7/K = 20.6 (n = 27). Although there was no statistical score difference
between the classes, it was observed that the mean scores of two classes exceeded 20 points. For this
reason, observing that these two classes should not be in the same group, the modified text and
authentic text application groups were selected randomly. Thus, classes 7/D and 7/E were assigned as
the modified text group, and classes 7/C and 7/K as the authentic text group. The score difference
between the groups formed in this way was also examined with the independent samples t-test.
According to the obtained result, no significant difference was observed between the modified (M =
20.6, SD = 4.33) text group of 43 people and the authentic (M = 20.2, SD = 3.98) text group of 49 people
in terms of reading comprehension scores (#(90) = 0.483, p = .630; Levene’s F(1, 90) = 0.235, p = .629;
Kolmogorov-Smirnov D(90) =.127, p = .101). In the continuation of the study, these groups were named
the modified text group and the authentic text group.

Data Collection Tools

Two texts, one narrative and one informative, and reading comprehension questions were used
for data collection in the research. First, work was carried out on the selection of texts. In determining
the texts, texts that were suitable for the themes of the middle school Turkish course and had not been
used in Turkish textbooks before were researched. For this purpose, primarily the texts used in Turkish
textbooks within the last 20 years and the section on the qualities of texts to be included in textbooks of
the Turkish Course Curriculum were examined (MoNE, 2019; Teksan et al., 2023). In line with this
examination, texts that frequently appeared in textbooks and were highly likely to have been
encountered by students previously were excluded from the scope of the study. Furthermore, children’s
literature products were also excluded as they would not require modification. Thus, the works titled
“Daga Cikan Kurt” by Halide Edib Adivar, “Caglayanlar” by Ahmet Hikmet Miiftiioglu, “Milll Savas
Hikayeleri” by Yakup Kadri Karaosmanoglu, “Tiirkler'in Kiiltiir Kokenleri” by Ergun Candan, “Tiirk
Dil Bilgisi” by Muharrem Ergin, and “Kiltiir ve Dil” by Mehmet Kaplan were examined by the
researchers. These authors and works were selected because they were aligned in a specific direction in
terms of thematic and linguistic features. It was aimed that the narrative texts be taken from authors
competent in their field in accordance with the National Resistance and Atatiirk theme, and the
informative texts in accordance with the Our National Culture theme. The fact that these works could
not be used directly in textbooks due to their linguistic features, despite being high-quality works, was
effective in forming the sample in this study. Following the examination of narrative style, subject, and
theme, the text “Siimbiil Kokusu” (Scent of Hyacinth), suitable for the National Resistance and Atatiirk
theme for the narrative text, and the text “Dil Nedir” (What is Language), suitable for the Our National
Culture theme for the informative text, were determined. The story titled “Stimbiil Kokusu” was written
by Ahmet Hikmet Miiftiioglu in 1918. The text “Dil Nedir,” selected as the informative type, was chosen
from Muharrem Ergin’s book titled “Tiirk Dil Bilgisi.” The opinions of three experts in the field of
Turkish education were consulted regarding the suitability of these texts for the themes and for
modification. Additionally, Durmusg (2013b) stated that among the grounds for text modification, there
are cases such as the modification of historical texts and the modification of texts prepared for adults.
Based on these opinions and reasons for text modification, the modification and reading comprehension
question writing process for the texts whose suitability was approved began. In text modification, the
use of only the intuitive method was prevented by utilizing the Turkish course curriculum, sections not
understood by students, A Frequency Dictionary of Turkish (Aksan et al., 2016), and A Frequency
Dictionary of Contemporary Turkish (Tezcan-Aksu & Adali, 2018). Along with these, Turkish
readability was also checked using the Atesman (1997) and Cetinkaya-Uzun (Cetinkaya, 2010) formulas.
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After the operations were performed, the opinions of three Turkish field experts were consulted
regarding the changes that might occur in the deep structures of the texts. The experts were presented
first with the authentic and then the modified versions, and they were asked about the preservation
status of the subject, main idea, character traits, and aesthetic value in these texts. Thus, it was aimed to
preserve elements such as the main subject, main idea, character traits of individuals, plot, time, and
setting in the texts. In the modifications made, efforts were made to preserve the aesthetic value by
intensively performing sentence splitting operations and simplification with equivalent words. As a
result of the feedback received, the text modification process was completed. Indeed, as discussed in
the literature, it has been frequently stated that modified, intervened texts may undergo a “loss of
aesthetic value” (Carroli, 2008; Gilmore, 2007; Young, 1999). Consulting expert opinion in order not to
compromise the specific value of the text while making modifications gains importance here in terms
of ensuring that the relevant intervention does not create a loss of value in the text (Uygur, 2024). On
this occasion, the authentic value, thematic structure, and emotional depth of the text were attempted
to be preserved with the help of expert opinion and corpus-based tools. Subsequently, the stage of
writing reading comprehension questions for both texts was initiated. At this stage, open-ended
questions were written, and the questions were given their final forms with expert opinions. Detailed
information regarding modification and reading comprehension questions is presented below.

Modifications Regarding the Siimbiil Kokusu Text: “Stimbiil Kokusu” (Scent of Hyacinth),
which can be considered a historical text, was subjected to a multi-layered modification process specific
to the text type so that 7th-grade students could more easily access the text's emotional depth and
historical context. In this process, the simplification strategy was predominantly utilized. In
determining words not frequently used in contemporary Turkish, objective sources such as A
Frequency Dictionary of Turkish (Aksan et al., 2016) and A Frequency Dictionary of Contemporary
Turkish (Tezcan-Aksu & Adali, 2018) were used alongside the intuitive evaluations of the researchers.
These lexical simplifications covered expressions such as muzmahil olmak (to collapse), metriik
(abandoned), civanmert (noble-hearted), me’y{is (hopeless), and sehbenderhane (consulate). These
were replaced with current and understandable equivalents in a way that would preserve the literary
atmosphere of the text. In this process, in order to preserve the literary texture of the text, the
modification of words whose meanings students were thought to be able to deduce from the context
was avoided. In addition to these arrangements at the lexical level, long and descriptive sentences filled
with nested clauses that slowed down the narrative flow of the text were split into shorter and dynamic
sentences to make the plot more followable. Another important intervention specific to this text was the
application of the shortening strategy. Some long descriptive passages aimed solely at creating
atmosphere, which did not directly contribute to the main conflict of the text and the inner world of the
characters, were removed from the text to keep the reader’s attention on the main plot. For example, the
paragraph starting with “Here is a summer evening, Kalender’s cheeks...” in the authentic text, which
describes a summer evening, was removed from the text because it did not directly contribute to the
progression of the story. All these and similar interventions aimed to ensure that the target audience
understands the spirit of the National Resistance and the internal conflict experienced by the heroes in
the authentic text more easily and establishes a stronger bond with the text.

To conduct a preliminary evaluation of these interventions made, both the authentic and
modified texts were read by the first study group consisting of 22 students. According to what these
students stated, the words and phrases not understood in the authentic text were in the following
contents: muzmahil (13), metruk (14), sehvani (13), revolver (13), paz1 (13), dimaginda (13), tayyarelerine
(12), tahtelbahirlerine (12), mukabele (12), ma’mur (12), ma’mulati (12), darii’l felasifelerinden (12), te’cil
(11), tahsil (11), tabiiyyat (11), nurani (11), me’yus (11), kasanelerinden (11), isportalar (11), civanmerttir
(11), cerideyi (11), revolverini (10), mithimmat (10), muzlim (10), ma’muresi (10), istinatgahi (10), gaml1
(10), dretnotlarina (10), sebboylar (9), rayihalar (9), matemli (9)... A total of 148 words/phrases were
indicated in the list continuing in this manner. Students marked on the text the sections where these
words appeared as not understood. It was reported by students on the text that sections with many
unknown words were also not understood. In the modified text, 56 words with unknown meanings
were reported. The most frequently repeating examples from these sections are as follows: paz1 (11), log
(8), viranesi (7), takatsizdi (7), miiracaat (7), sebboylar (6), ud (6), simalariyla (6), gamli (5)...
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When the authentic text was examined according to Atesman (1997) and Cetinkaya-Uzun
(Cetinkaya, 2010) readability formulas, the results in Table 1 were obtained. Regarding the word and
sentence counting directive, Cetinkaya (2010) was taken into account. According to the obtained results,
it is observed that the Atesman (1997) readability score increased by approximately two points. The
existence of sections directly removed from the text, the frequent inclusion of word modification in the
text, and the fact that sentence shortening was not done excessively may have been effective in this
situation. The primary goal in the interventions made was that the artistic expression of the text should
not be damaged. Therefore, processes of oversimplifying the sentence structure that could affect the
expression were resorted to less.

Table 1. Readability Results of the Narrative Text

Sentence Word Syllable Character )
Text Count Count C}(I)unt Count Atesman  Cetinkaya-Uzun
Authentic 116 882 2402 5896 69.57 40.67 (Educational Reading —
(Medium) 8th and 9th Grade)
Modified 113 762 2083 5128 71.40 (Easy) 41.24 (Educational Reading —
8th and 9th Grade)

The comparison of the modified text created after these stages and the authentic version is as
follows (strikethrough indicates removed or simplified sections, and underlined sections indicate
additions made):

Stimbiil Kokusu

Bugiin pazardi. Budapeste DariilfiinunuTabiiyyat subesindetahsil etmekteUniversitesinde
Doga Bilimleri alaninda okumakta olan Hiiseyin Arif, Maearpayitahtinnlos;Macaristan baskentinin

rutubetli, giinessiz ve los sokaklariin birinde, bu milletin talihi gibi, gamli, metrékbosaltilmis bir
apartmaninda fakiraneyasamaktaydi. Yoksul odasinin kenarinda, tahta bir masanin {istiinde duran bir
gin evvelki eerideyigazeteyi aldi.  Tekrar okumaya basladi. Canakkale’ye  dair
Dersaadettenlstanbul’dan, Berlin’den, Londra’dan gelen telgraflar1 siizditinceledi! Karadan ve

denizden hiicum devam ediyerediyordu. Bogaz'a doktiiglimiiz terpiler—teplamsyormayinlar
toplaniyordu. Kumbkale'ye, Seddiilbahir'e, Anafarta’'ya ¢ikan ingiliz, Fransiz  askerleri

Hlerliyorlar—ilerliyorlard. ..

Her satir bir hanger, her nokta bir kursun gibi beynine saplaniyordu. MuzmahilidiCOokmiistii.
Yiiregini kaplayan atesli bir ac1 gogsiinii yakiyordu. Romanya, iilkesinden mithimmat gecirtmiyordu.
Bizim de silah ve cephane tezgahlarimiz kafiyeterli degildi. Istanbul'un miidafaasmdansavunmasindan
tmidini kesmisti. Halbuki 1ngilizler, Fransizlar, cihanin bu iki mitteralkddgelismis milleti yerden,

gokten, denizden, yildirimlariyla, volkanlariyla, cehennemleriyle, kapimizin Oniine gelmislerdi.

Onlarin dretnelarma—tayyarelerine—tahtelbahirlerine mulkabele—edecek—memizzirhli gemilerine,

ugaklarina, denizaltilarina karsilik verecek neyimiz vardi? Bir ggiis, bir pazu... Iste bu kadar!

Hay Allah’im! Bu gogiis ¢okecek, bu pazi kivrilacak.

Simdi vatani, Istanbul; biitiin eamileriylesaraylarsylacamileri, saraylari, mavi gogii, mavi
deniziyle—saz—benizhi denizi, solgun yiizlii narin kadmlarsdakadinlari, ince uzun boylu sinirli
geneleriylegencleri, agir ve me yisiimitsiz yiiriiyiiglii ihtiyarlariyla goziiniin oniine geliyeslargeliyor...

[slam’in gozii, FarkiénTiirk’tin kalbi olan bw-renk ve nur duragi memleketistanbul pek temiz,
pek ma‘mtrbakimli, pek giizeldi. Onun yikik duvarlari, Avrupa’nin dargin sisler, durgun isler altinda,

kaba, kirli, kara, matemlikasanelerindenyaslh kosklerinden daha giiler yiizliidiir—. Onun carpik
kavuklu, yan fesli harap mezarliklari, buralarin Darid-felasifelerindenfelsefe fakiiltelerinden,

kiittiphanelerinden daha manali, daha diisiindiiriiciidiir—. Oranin hamallari, fakirleri buranin
lortlarindan, milyonerlerinden daha asil, daha eivanmerttir=yiice goniilliidiir. Buranin diizgiin, kara

A_A_A

sokaklarindan oranin beyaz, mavi kaldirimli egri yollar, daha nérantisikli, daha neselidir—.
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Avrupa’nin bir sehir biiyilikliigiindeki fabrikalarindan, iglerinde bir hitnerverleustayla bir ¢irak calisan
kiiciik diddantarmma’midatdiikkanlarinin {iriinleri daha sanatli, daha kiymetlidir...

Kalbinin en derin, en atesli kdsesinden bir ¢iglik kopardz:
— Allah! Ey Islam’in Allah’1!.. Diisman, vatanimi g¢ignemesin, cignetme!

Bulutlu diistinceler dimagmizihnini kapladig: sirada uzun siyah kirpikleri arasindan iki simsek
cakti. Damla damla agladi. Bu bir rahmetti. Gozlerini sikti. Dar ve muzlimkaranlik odaciginda

gezinmeye basladi. .. - -
inesin — Takatsizdi. Avluya

ndztrbakan pencereyi acti. Bir parca hava istiyordu.

Pencere 6niinde duran ve dort giin evvel ev sahibesinin hediye ettigi kiiciik saksidaki stimbiile
dogru egildi. Onu kokladx... Irkildi... Cekildi. Diisiindii... Aglayarak tekrar saksinin iistiine kapandi...
Kaldi... Sag avucuyla cicegi yliziine, goziine c¢ekti, sitirdii. Yine kokladi, kokladi, koklad.
BimagmdaZihninde bir bayginlik, gonliinde bir ask, bir secde istigrakiile kendinden gecme istegi
vardi... Kendisini kaybetti.

Bu sirada kapir vurulmustu. Dudaklart c¢icegin kivrimlar1 arasmnda oldugu halde
meealsizhalsizce “Gel!” dedi. Karsisinda Mehmet Siyavus'u buldu. Hemen saksiy1 kavradi.

— Sunu kokla, kokla Mehmet, dedi.
Mehmet Siyavus arkadasinin perisanligindan, heyecanindan tirkmdiistii. Yavasca igini ¢ekti.

— Hayur, iyi kokla! Derin kokla! Gozlerini kapayarak kokla! Koklarken gozlerinin dniine ne
geliyor? Neresi geliyor? Soyle, Allah agkina biitiin ruhunla, biitiin nefesinle kokla!..

Arkadasinin yiiziine dogru ¢igegi tutuyor, itiyordu. Mehmet Siyavus:
— Istanbul kokusu!
— Degil mi? Degil mi? Fakat neden boyle?

— Hani mart i¢inde, nisan, mayista Kopriibasi'nda, sokak koselerinde genis isportalar, kola
takilan ince uzun sepetler iginde laleler, zerrinler, sebboylar, menekseler. “Bahaziyellkbahar kokulari!”

diye bagiran kara yagizbiclantayafeth saticilarin oniinde demet demet sacilan bu rayihalargiizel
kokular... Besiktas'in, Eyiip’tin fulya tarlalar1 kokulari... RehaniRuhani bir medeniyet, katsikutsal bir

nezaket kokulari...
Ah! Vatan!
“MiskMis gibi kokusu canlarda tiiter.”

Giinesi boyle, gogli boyle kokar degil mi? Viranesi boyle, ma‘méresibakimli yeri boyle kokar.
Saray1 boyle, kuliibesi bdyle kokar degil mi? Fakat bu miibarek bahge elimizden gidiyor, Istanbul'u
kaybediyoruz.

Simdi korkung bir sitkéstsessizlik... Tki geng boyunlar biikiilmiis, kalpler durmus, gozleri
firlamis diistiniiyorlarda...

— Evet, nasil kars1 duracagiz?
— Nasil kars1 duracagiz?
— Bu sefer mutlaka... Yok, sOylemeye dilim varmiyor.

— Oo00f!

ok agl enbitlis bis daha kekla!
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— Su siimbiilii ver, bir daha koklayayim. Iste, Babiali Caddesi'nden gegen iki-iie-efendi ki
sarimtirak simalariyla iki ii¢ efendi, zarafeti diinyanin hicbir tarafinda inkar eluramayanedilemeyen

asil ve wakur—inhindlarryla—asinalartyla—temenna—ediyorlaragirbasli egilmeleriyle, tanidiklariyla

selamlasiyorlar... Iste Bayezit Camii'nde bir teravih namazi ki biitiin bir milletin saf ruhu secde halinde,
Allah'in huzuruna serilmis... Iste, bir eski kafesin arkasinda sazksndogunun biitiin enin-i—siirini
ekwyangiirlerini inleten bir ud sedastsesi! Iste Bolayir'da Namik Kemal'in mezar1! Azizim, camileri,
medreseleriyle, imaretleri; saraylariyla biitiin bir medeniyetin, ii¢ yiiz silrermilyonluk Islam’a ait bir

medeniyetin, bir meveudiyetin-istinatgdhivarligin dayanak vyeri, Tiirk’iin, Osmanhmmngizellillerin,
birtdidderinpayitalktOsmanli’nin giizelliklerinin, biiyiikliiklerinin baskenti gidiyor.

— Gidiyor ha!

“ 77

— Ne yapabiliriz?

— Canakkale’de olebiliriz.

— Bundan ne olur?

— Analarimizdan evvel kendimizi ¢ignetmis oluruz. Ben gidiyorum.
Hiiseyin Arif:

— Ben de geliyorum Mehmet.

Birbirlerinin ellerini siktilar.

O aksam lokantada rast—geldilderirastladiklari bir gazeteci bunlara demisti ki Canakkale
mitdafaastsavunmasi  yalmiz  hilafetinTiirkive’'nin istikrarimi  degil, Almanya ve Avusturya-
Macaristan'in da bekasir—temin—edecek—vekalicligini saglayacaktir. Bu, Rusya'nin izmiklaliniyok

olusunu hazirlayacaktir. Ve tarih, Tiirkiye'nin ehemmiyetinionemini o zaman anlayacaktir.

Iki giin iginde egyalarmi sattilar. Ugiincii giin pasaportlarim vize ettirmek igin
sehbenderhaneyekonsolosluga miiracaat ettilderiettiler. Bu sirada “TalebeninQOgrencilerin askerlikleri
te’eiledildiZertelendi.” diyen katibinmemurun duygusuz gozlerine baktilar+e. Ardindan ceketlerinin
ililderineyakalarina taktiklar: bir stimbiil ¢icegini derin derin koklayarak ve onlerine bakarak usulca,
“Biz goniillii gidiyoruz!” dediler.

Ahmet Hikmet Miiftiioglu
Caglayanlar, 3 Subat 1334
(Degistirilmistir)

Modifications Regarding the Dil Nedir? Text: The text “Dil Nedir?” (What is Language?),
possessing academic and abstract content, was subjected to a unique and systematic modification
process to increase the conceptual clarity and logical consistency required by the informative text type.
In the lexical simplification stage of the text, words not frequently used in contemporary Turkish were
determined using A Frequency Dictionary of Turkish (Aksan et al., 2016) and A Frequency Dictionary

of Contemporary Turkish (Tezcan-Aksu & Adali, 2018), as well as based on the intuitive evaluations of
the researchers. Accordingly, academic terms such as igtimai (social), miiessese (institution), vasita
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(tool/means), kaide (rule), and hiiviyet (identity) were updated with more common scientific language
usages while preserving semantic accuracy. Beyond lexical simplification, long, complex, and nested
sentence structures, which were the most fundamental problematic aspect of the text, were analyzed.
The fact that the average sentence length of the authentic text was 11.8 words made this syntactic
intervention mandatory. These structures, harboring philosophical arguments, were divided into
simpler and more understandable sentences, each expressing a single logical step. The most critical
strategy specific to this text was elaboration (that is, semantic expansion) applied in sections that were
important within the text but deemed insufficient to be explained at the middle school level. The most
prominent example of this is the concretization of the expression “language is a system of secret
agreements,” which was thought to create uncertainty for the reader, with the sentence “That is, its
beginning is not determined and how it functions is uncertain.”

To evaluate the effectiveness of these applied strategies and the increase in the text’s
accessibility, the authentic and modified texts were presented to a pilot group of 22 students. According
to what the students stated, the words and phrases not understood in the authentic text were as follows:
ictimai (22), tabii (21), miiessesedir (20), vasita (17), mefthumlari (11), kaideleridir (10), temayyiillerinden
(9), mechuliimiizdiir (9), hiiviyete (9), fertlerin (9), cemiyetin (9), mahiyeti (8), hususiyetlerine (8)... A
total of 102 words/phrases were indicated in the list continuing in this manner. Students marked on the
text the sections where these words appeared as not understood. It was reported in writing by students
on the text that sentences containing many words with unknown meanings and long sentences were
also not understood. In the modified text, 50 words or phrases with unknown meanings were reported.
Examples from these sections are as follows: zira (7), muhafaza (4), kavmi (4), olageldigine (3), istisnalar
(3), ilkelerdir (3), fertleri (3), ...

When the authentic text was examined according to Atesman (1997) and Cetinkaya-Uzun
(Cetinkaya, 2010) readability formulas, the results in Table 2 were obtained. Regarding the word and
sentence counting directive, Cetinkaya (2010) was taken into account. According to the obtained results,
it is observed that the Atesman (1997) readability score increased by seven points, and the Cetinkaya-
Uzun (Cetinkaya, 2010) readability score increased by three points. Thus, it can be interpreted that the
text’s readability level became easier.

Table 2. Readability Results of the Informative Text
Sentence Word Syllable  Character

Text Atesman Cetinkaya-Uzun

Count Count Count Count
Authentic 70 827 2197 5332 61.26 38.31 (Educational Reading —
(Medium) 8th and 9th Grade)
Modified 79 795 2063 5012 68.31 41.62 (Educational Reading -

(Medium) 8th and 9th Grade)

The comparison of the modified text created after these stages and the authentic version is as
follows (strikethrough indicates removed or simplified sections, and underlined sections indicate
additions made):

Dil Nedir?

Dil, insanlar arasinda anlasmay1 saglayan dogaltabit bir aractir. Ovastta, kendisine 6zgiimahsus
kanunlar1 olan ve ancak bu kanunlar cercevesinde gelisen canli bir varliktir. Temelivarts—temeli
bilinmeyen zamanlarda atilmis bix gizli anlasmalar sistemidir. Yani baslangici belirli degildir ve nasil

isledigi belirsizdir. Ayricaantlasmalar—sistemi, seslerden Oriilii toplumsalérithmiis—ictHmai—bir
yapidirmitessesediz.

Dogal Bir Ara¢ Fabitbirsastta

Dil, insanlar arasinda anlasmay1 saglayan dogaltabit-bir aractirvastadss. Insanlar; duygularini,
diisiincelerini, fikirlerini,—hitkéimlerini birbirlerine aktarmak, isteklerininakletmek—meramlarint
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birbirlerine anlatmak icin dil denen araca basvururlar.denilen-vasstayabasvaruarlas- Fakat dil insanlarin

kullandig1 herhangi bir aracavassaya benzemez. Onun arachgivasitahs: sadece anlasmay1 saglamasi
bakimindadir. Birevylertemin-etmesi-bakimmdandir—FEertler-ve nesiller arasinda anlasma aracivasitast

olarak is goriir. Fakat bu isi goriirken daima bagimsizmiistakil bir kimligi vardir.hisvyetesahipts-
Insanlar ona istedigiistedikleri gibi hitkmedemezler. Yani onu kontrol edemezler. Onu oldugu gibi
kabul meyeetmege, onu bir aragvastta olarak kullanirken onun ozelliklerinehususiyetlerine dikkat

meye etmege onun dogasina uymayahususiyeterineuymaga-mecburdurlar. Ciinkii dil yapaysesd
b1r ara¢, maddivastta—maddi—bir aracvastta, bir alet degildir. O dogaltabit bir aractir. Arag
gorevivasttadir—Vastta—vazifesi-goriir; fakat dogaltabit bir varligi vardir. BuBitbu-bakimdan dil, canli

bir aracavastaya benzer.

MeselaMesela at da bir aractirvasitadsz, otomobil de bir aractir. Insan otomobilivasitads—Eakat
insanrotemebile-istedigi sekilde yonlendirebilir fakat atin dogasinahitkmedebilir-atkarsisindaiseaneak
enuntabiatia-uygun hareket etmek zorundadir. Otomobile istedigi sekli verir, onun bigimini istedigi
sekle sokar, onu istedigi gibi kullanir, isterse u¢guruma gotiirebilir.sevk—edebilir- Fakat atin bi¢imini
degistiremez, onu istedigi gibi kullanamaz, istedigi yere gotiiremez. Ata ne ederseniz edin,sevk
edemez—Bagm—kesseniz—ata—korktugu yerde bir adim attiramazsmiz. Iste dilin arachgi da

boyledirvasitaligrbéyle birvasttaltdr, atin arachigivasttaliss gibidir. Anlasmayi saglamak bakimindan
bir arac gibi is goriir fakat dogal bir varliga sahiptir.

Canli Bir Varlikbirvarhk

DogalTabii bir aragvarlk olan dilin kendisine ozgiimahsts birtakim kanunlar1 vardir. Bunlar
dil kurallaridirkaideleridir. Dil kurallarikaideleri dilin yapisina hakim olan, dilin biinyesinden ve
egilimlerinden dogan bazi ilkelerdir.yapismdan—ve—temayiillerinden—dotmus—bulunan—birtalam

pfeﬂﬁ-plefeh-r— Bunlar dllle blrhkte varmeveat olup onun yapisinn Ozelliklerini gosterir hususiyeterind
- Dil, canli bir varliktir.

Zaman zaman birtakim degisiklikler gecirebilir. Kendi yapisindan-kendibiinyesindern dogan
cesitli sebeplerle de bazi gelismeler gosterir. Bu gelismeler ve degisiklikler ve-gelismeler ona; uzun tarihi
boyunca; daima gelisenserpiler ve zaman icinde akip gelen bir goriinlimmanzara verirler.

Bu ylizden dilin tarihinde birtakim asamalarmerhaleler, birtakim gelisme evrelerisathalar: goze
carpar. Fakat biitiin bu degisiklikler ve gelismeler dil kurallarikaideleri cercevesinde ortaya
cikar.cereyan—ederler: Dile yeni kelimeler kazandirmak i¢in disaridan yapilacak miidahalelerin de
daima bu kurallarkaideler cercevesinde olmasi gerekir. Kendi kanunlarina aykir: zorlamalar: dil higbir
zaman benimsemez. Canli bir varlik olarak yapis1 bireylerinferflerin-ve toplumlarin ona karismasina
hiceemivetlerin—istedilderi-sekilde—karismalarina miisait—ayeun degildir. Onun bireylerefertlere ve
toplumlara baglheemiyetere-tdbi-olmayan bir diizeninizam: vardir. Bu diizeninizam: meydana getiren
sey, kendi kanunlar1 ve kurallaridir.;kendikaideleridir—Bu kurallar disindakikaideler-distraetlaealcbir
miidahale dile hicbir sey kazandirmaz. Dil ancak kendi biinyesine uygun normal bir miidahaleyi kabul

eder. Normal bir miidahale ise sadece dilin dogal gelisimtabit-gelisme-yolunu acik tutmaktir. Yani
valnizcadsaridan—dile—anealc—dilin dogal gelisiminitabitgelismesini-Onleyen bir durum varsa dile

disaridan; miidahale edilmelidir. Zira bazen dilin biinyesini saran yabanci unsurlar yabanci—zararh
otlar gibi gelisimine zararh olur. Boyle durumlarda dilin dogal gelisme yolunu acik tutmak icin, dile

yardim etmek i¢in miidahale etmek lazimdir. Béyle bir yardim ise ancak dile kendi kurallar1 icinde
kalarak aklasmak sarti ile fa dah olablhr inkii dil kendi kanunlari, kendi kurallar: icinde gelisen
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Gizli Anlasmalar Sistemiantlasmalarsistemi

Dil bir gizli anlasmalar sistemidir. Canli ve cansiz varliklari, kavramlarimefhumlart; hareketleri

kar§11ayan kehmeler ve o ou%eilmde kehmelerm nasil su‘alandlgl uzermde b1r toplumun tim b}rb}r—leﬂ—ﬂe

n&l—let—m—b&t&n—fertlerl gizli anla5malar—g1—z—h—sez—legmele¥ yapmis durumdadlrd-bl-l:&mdrad-}ﬂar— Bu
yollasuretle bir toplumun tiim bireylericemiyetin-bitiinfertleri bir varlhig1 hep aym kelimeyleaysi

kelime-ile karsilarlar. MeselaMeseld biitiin Tiirkler bildigimiz sert seyeeisme tas, suya su, 1s1ga 151k

demek i¢in adeta sozlesmistir.sézlesmislerdir: Bu sozlesmeyi, bu gizli anlasmayi her toplumeemiyet;
herkavim ayr yaribirsekilde yapmis; boylece her milletinkavmin ayr: bir dili olmustur. AyniAynibir
varliga Tiirkler tas, Farslar seng, Araplar hacer demistir. Kelimelerin iligkileridemislerdir—Ayni-duyen
ve—diistineeleri-anlatmakicinkelimelerin—miinasebeti ve siralanisi da milletlere gore farklidir.bw
kavimlerde baska-baskads Ciinkii her toplumun kendine 6zgilikavminayrbir gizli anlasmalar sistemi

vardir. BuBirkavmin-bitinfereriarasmdameveunt-olanbugizli anlasma—ve sozlesmelerin temeli
bilinmeyen zamanlarda atilmistir. Dil insanla birlikte var olageldigineela—geldigine gore bu gizli

anlasmalarin kokleri ilk insanlara kadar gider.

Yalmz; bu gizli anlasmalarin dogusu ve niteligimahiyeti bilinmemektedir. Varliklarin ve
hareketlerin sozlerle karsilandig1 gibi bu karsilayisin ayr1 kavimlere gore farkli olusunun da sebeplerini
ve niteligini bilmiyoruz. Bu konudaki bir goriise gore dilin sebeplerive-mahiyetimechulimiizdiir—Bu
hﬁs&sta—mex%e&t—kanaat—d-ﬂ-}em% dogu§unda dogadakl seslerm 1nsan1ar tarafindan taklit edilmesi ¢ok
onemlidir. ir- Buglin her dilde ses
taklitlerindentaldidinden dogduklari agik olan ba;ﬂ_kehmeler de Vardlrmevebftt&r Fakat istisnalar hari¢
sozciiklerin ¢ogunun boyle bir taklitbi i-bi
taldidi izi tasitmadifitastmadidart da ortadadirmuhalkdakbr.

Toplumsal ve Milli Bir KurumBilictimaimitessesedi

Dil toplumsal bir kurumdur. BireylerinEerterin-iistiinde, biitiin toplumunbir-eemiyetin mali
olan ve biitlin bir toplumueemiyeti icine alan kuvvetli bir kurumdur. Toplumlarinmiiesseseeis-

Cemiyetlerin—en bliyiikk dayanag dildir. Dil, bir toplumuBir—eemiyeti ayakta tutan, bir

toplumuneemiyetin varligini saglayan, devam ettiren, bir toplumaecesniyette sarsilmaz bir birlik yaratan
kurumdur. Bu bakimdan mitessese-elarak-dilin oynadig: rol ¢ok biiyiiktiir. Bu bakimdan dil, milleti

olusturanteskil-eden-unsurlarin baginda gelir.

Bir milleti, bir kavmi bazen tek basina ayakta tutar, milli benligi muhafaza ederek; onu yok
olmaktan, eriyip baskalasmaktan kurtarir. Demek ki dil bir milletin en biiylik milli
kurumudur.mitessesesidir- Bu toplumsalietimat ve milli kurumunmiiessesenint malzemesi ise seslerdir,
yapisi seslerden Oriilmiistiir. Sesler yan yana gelerek kelimeleri ve kelime dizilerini meydana getirir. O
halde dil, seslerden yapilmis bir biitiinbina, seslerden kurulmus bir yapi, biiyiik bir sesler sistemi,
seslerden oriilmiis toplumsalietimat bir kurumdur.mitessesediz:

Muharrem ERGIN
(Degistirilmistir)

Comprehension Questions

Since the goal was for the comprehension questions to cover both the modified and authentic
texts, the preparation of questions for the informative and narrative texts began after the text
modification process. Thus, a 10-item pool was prepared by the researchers for both texts (informative
and narrative). Three of these questions were written in accordance with higher-order thinking skills
located at the analysis, evaluation, and creation steps of the taxonomy (Kanik-Uysal, 2022). Since studies
in the literature indicate that multiple-choice questions often fail to go beyond the understanding and
application steps (Kanik-Uysal, 2022), the questions in this study were structured as open-ended. A

graded scoring key (rubric) was prepared for the evaluation of the questions. In this scoring key, lower-
order questions were scored as 0, 1, 2; whereas questions regarding higher-order thinking skills were

339



Education and Science 2026, Vol 51, No 226, 327-358 E. Cinpolat, K. Teksan, & Y. E. Uyar

scored as 0, 1, 2, 3. Following these procedures, opinions were obtained from three experts. Two of the
experts are faculty members with PhDs in Turkish Education, and one in Measurement and Evaluation
in Education. The experts evaluated the comprehension questions according to the criteria of (i)
cognitive level according to Bloom’s revised taxonomy, (ii) compliance with open-ended item writing
principles in Turkish teaching, (iii) content validity, (iv) linguistic and structural clarity for students,
and (v) suitability for scoring. These criteria are based on the open-ended item preparation and
evaluation principles suggested in Ozgelik (2016) and Brookhart (2010). In line with these expert
opinions, the number of questions was reduced to seven for the informative text and eight for the
narrative text. Two of the seven questions in the informative text are related to higher-order thinking
skills, while the others are lower-order questions. The minimum score obtainable is 0, and the maximum
score is 16. Of the eight questions in the narrative text, two are higher-order and six are lower-order
questions. The minimum score obtainable is 0, and the maximum score is 18.

After these stages, a pilot application was conducted on 34 students in the second study group.
In this application, it was examined whether the instructions of the questions were clear and
understandable, the students’ levels of correctly understanding the question, and whether the answers
overlapped with the expected cognitive level. Structured criteria were determined for the evaluation of
clarity. Accordingly, (i) conceptual clarity, (ii) suitability of the language used for the age and cognitive
level, (iii) whether it contained ambiguity that could lead to polysemy, and (iv) whether it reflected the
expected thinking level of the student were taken into account for each question. In addition to this
evaluation, during the application, students were explicitly asked whether the questions were
understood, whether their meanings were clear, and whether there were unknown or obscure words
within the question. Furthermore, student answers obtained in the pilot application were classified to
serve as examples for the graded scoring key, and the final scoring guide was created. In the scoring
structure of the questions in the study, generally, 0 points means “empty or irrelevant answer,” 1 point
means “partially correct but incomplete or superficial answer,” 2 points means “complete and correct
answer,” and 3 points (for higher-order questions) means “analytical or inference-based,
comprehensive, and correct answer.” To concretize the application of the rubric, for instance, to the
question “According to the text, what is the reason for Hiiseyin Arif being in Budapest?” in the narrative
text, a student who gives an incomplete answer like “For education” receives 1 point, while a student
who gives a complete and text-based answer like “To receive education in the field of Natural Sciences
at the university” receives 2 points. The full version of the scoring key containing detailed grading for
all questions is presented in the Appendices.

The questions prepared for the informative text are as follows:
1. According to the text, why must humans behave in accordance with the nature of language?

2. What could be the purpose of the analogy made with the horse-automobile comparison in the
text?

3. Which features are emphasized in the text by stating that language is a living entity?

4. In your opinion, what could be the reasons for different nations expressing the same concepts
with words different from other nations?

5. According to the text, how should interventions on language be, and when can they be made?
6. Explain the expression “Language is a system of secret agreements” based on the text.

7. Do you agree with the idea that language has a protective effect for a nation? Why? Explain
with your reasons.
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The reading comprehension questions prepared for the narrative text are as follows:
1. According to the text, what is the reason for Hiiseyin Arif being in Budapest?

2. Give two examples from the text regarding the attitudes of Hiiseyin Arif and Mehmet Siyavus
showing their patriotism.

In which aspect are the British-French and the Turks on the battlefield compared in the text?
About which subject is Arif hopeless in the first part of the text?

What is the smelling of the hyacinth flower by the characters a symbol of?

What are the dominant emotions in the text?

What is the most comprehensive judgment that can be deduced from the text?

® N o 9 o= ®

Do you find it right for the characters to leave Budapest and return to defend their country?
Why?

Data Collection

The texts and reading comprehension tests prepared for data collection were administered to
students in a face-to-face classroom environment. In all applications, the same instructions were given
to the students; points such as which text they would read, how they would answer, and whether there
was a time limit were explained verbally in a standard manner. Students were asked to read silently,
answer the questions carefully after finishing the text, and request extra paper if needed. No guidance
in the nature of directing, leading to the correct answer, or providing hints was provided to the students
during the applications. No intervention was made other than timekeeping or test direction. All
applications were carried out under the supervision of the researcher and the classroom Turkish teacher,
without disrupting lesson hours. Additionally, 12-point font size and 1.5 line spacing were used in the
printed materials in all applications.

The first study group was utilized in the text modification process, and applications were
completed in a total of four lesson hours, being one lesson hour per week for four weeks. First, the
modified and authentic texts were presented to the students in terms of words and sentences with
unknown meanings. Students were asked to mark on the text the words and sentences they did not
know the meaning of or had difficulty understanding. This stage aimed to provide student-focused data
for text modification operations.

Data from the second study group were collected in two weeks. Authentic texts were presented
to half of the group, and modified texts to the other half. The prepared draft reading comprehension
questions were also answered at this stage. One text was presented to the students per week. No time
restriction was presented to the students in each text application. However, it was observed that student
readings and answers were completed in 60 minutes. At this stage, the answers given by the students
and the comprehension process were used to evaluate the understandability and applicability of the
questions.

The third study group is the group where experimental applications were carried out, and the
data collection process lasted for three weeks. Before starting the application, the equivalence of the
groups was checked with the reading comprehension test. The narrative text was administered in the
first week of the application, and the informative text in the third week. No application was conducted
in the second week. The application was carried out in two groups as the modified (experimental) and
authentic (control) groups. Since the groups were selected from different schools, classes were not
combined; four different classes were used. In the administration of both texts, students were instructed
to read silently, not to use additional resources (dictionaries, etc.), and to answer open-ended questions
with their own expressions. Instructions and application conditions were kept equal in all groups. Prior
to the application, the equivalence of the groups was checked by administering a reading
comprehension pre-test to both groups. Following the applications, post-test data were collected via
reading comprehension questions.
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Data Analysis

In the data analysis, the assumption of normality and other parametric conditions were
considered; assumptions were checked for each test and reported in the findings section. Analysis of
Covariance (ANCOVA) was used to examine the differences between groups while controlling for the
effect of participants’ pre-test scores. This method ensures that differences between groups are
evaluated independently of baseline achievement levels. All analyses were conducted using the Jamovi
(The Jamovi Project, 2023) open-access statistical software. Inter-rater reliability was calculated using
the seolmatrix module available in Jamovi (Gamer et al., 2019; Seol, 2024).

Three expert raters were used in scoring the reading comprehension questions. The agreement
between these raters was examined using Fleiss” Kappa, Krippendorff's Alpha, and Kendall's W
coefficients. Fleiss’ Kappa coefficient examines the agreement between scores given by more than two
raters (Fleiss, 1971), and Landis and Koch (1977) stated that a result between .21 - .40 indicates fair
agreement. Krippendorff's Alpha coefficient examines the agreement between any number of raters,
does not require a minimum sample size, is compatible with nominal, ordinal, interval, ratio, and other
measurement tools, and indicates perfect agreement as its value approaches 1 (Krippendorff, 2011).
Kendall’s W statistic also indicates the agreement between more than two raters with values between 0-
1 (approaching 1 indicates high consistency between raters) (Field, 2024). Inter-rater reliability for the
narrative and informative texts is given in Table 3. Accordingly, it can be stated that the agreement
between raters is at an acceptable level. Therefore, the average of the scores given by the three raters
was used in comparisons between groups.

Table 3. Inter-Rater Reliability of Reading Comprehension Questions

Kri dorff
Text N Raters Fleiss Kappa rippendor Kendall's W
Alpha
, 90 3 Kappa Z p Alpha w X2 p
Narrative 433 246 <001 952 976 261 <001
_ 91 3 Kappa Z p Alpha w X? p
Informative 337 17.2 <.001 .845 919 248 <.001

Narrative_Text: Fleiss Kappa 95% CI (k=1000) = .358, .515; Informative_Text: Fleiss Kappa 95% CI (k=1000) = .265,
419
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Findings

In this section, ANCOVA findings regarding the comparison of scores obtained from reading
comprehension questions for the narrative text and the informative text are presented, respectively.
Additionally, comparisons of reading comprehension scores are also presented as graphs.

Table 4 presents the comparison of reading comprehension scores obtained by the groups
administered the modified and authentic texts.

Table 4. ANCOVA Results of Reading Comprehension Scores for the Siimbiil Kokusu Text

Source SS df MS F p n%
Reading Comprehension (Covariate)  37.1 1 37.1 3.22 .076 .036
Group (Mod.-Aut.) 95.0 1 95.0 8.25 .005 .087
Residuals 1000.8 87 11.5

The assumption of normality was verified by Shapiro-Wilk (5-W =.993, p = .913) and Kolmogorov-Smirnov (p =
.929) tests. The assumption of homogeneity of variances was verified by Levene’s test, F(1, 88) = .308, p = .580. S5 =
Sum of Squares; MS = Mean Square; 1%, = Partial eta squared.

The narrative text application was carried out with a total of 90 students, 42 in the modified text
group and 48 in the authentic text group. Subsequently, reading comprehension questions related to
the “Stimbiil Kokusu” text were directed to both groups. Prior to the analysis, assumption checks were
performed. Normality was verified by Shapiro-Wilk and Kolmogorov-Smirnov tests (p > .05), and
homogeneity of variances was ensured by Levene’s test (p = .580). ANCOVA results showed that after
controlling for pre-test scores, there was a statistically significant difference between the groups in terms
of reading comprehension scores (F(1, 87) =8.25, p = .005, n?, = .087). This reveals that the modified text
group (M =11.2, SD = 3.54) obtained significantly higher scores than the authentic text group (M =9.03,
SD =3.34) (see Table 5). The calculated partial eta squared value (1%, =.087) indicates that this difference
has a medium effect size (Cohen, 1988). The effect of pre-test scores, which was the covariate in the
model, on post-test scores was not found to be statistically significant (p = .076).

Table 5. Descriptive Statistics for the Narrative Text

Group N Missing M SD Min. Max.
Stimbiil Modified 42 1 11.19 3.54 2.00 17.3
Kokusu Authentic 48 1 9.03 3.34 2.33 17.7
12 4
O
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Figure 2. Comparison of Modified and Authentic Reading Comprehension Scores in the Narrative
Text
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In Figure 2, it is observed that the mean reading comprehension scores of the modified text
group in the narrative text application are higher compared to the authentic text group. The graph
shows the mean scores and 95% confidence intervals for both groups. The modified text group has a
higher mean value, and its confidence interval is situated above that of the authentic text group.

The examination of reading comprehension scores for the modified and authentic informative
texts is presented in Table 6.

Table 6. ANCOVA Results of Reading Comprehension Scores for the Dil Nedir Text

Source SS df MS F p n’p
Reading Comprehension (Covariate)  26.2 1 26.22 3.77 .055 041
Group (Mod.-Aut.) 100.7 1 100.73 14.48 <.001 141
Residuals 612.2 88 6.96

The assumption of normality was verified by Shapiro-Wilk (S-W =.989, p = .653) and Kolmogorov-Smirnov (p =
.586) tests. The assumption of homogeneity of variances was verified by Levene’s test, F(1, 89) =2.04, p =.157. SS =
Sum of Squares; MS = Mean Square; 12, = Partial eta squared.

The informative text application was carried out with a total of 91 students, 43 in the modified
group and 48 in the authentic group. Reading comprehension questions regarding the text “Dil Nedir?”
were directed to both groups. Prior to the analysis, assumption checks were performed. Normality was
verified by Shapiro-Wilk and Kolmogorov-Smirnov tests (p > .05), and homogeneity of variances was
ensured by Levene’s test (p = .157). ANCOVA results showed that after controlling for pre-test scores,
there was a statistically significant difference between the groups in terms of reading comprehension
scores (F(1, 88) =14.48, p <.001, n?, = .141). This reveals that the modified text group (M =7.89, SD = 3.05)
obtained significantly higher scores than the authentic text group (M =5.74, SD =2.29) (see Table 7). The
calculated partial eta squared value (%, = .141) indicates that this difference has a large effect size
(Cohen, 1988). The effect of pre-test scores, which was the covariate in the model, on post-test scores is
not statistically significant (p = .055).

Table 7. Descriptive Statistics for the Informative Text

Group N Missing M SD Min. Max.
Dil Nedir Modified 43 0 7.89 3.05 1.67 15.3
Authentic 48 1 5.74 2.29 1.33 11.0
8 7 1) ”
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Figure 3. Comparison of Modified and Authentic Reading Comprehension Scores in the Informative
Text

Additionally, the graph visually presenting the score difference is presented in Figure 3. When
the graph is examined, it is observed that the modified text scores take higher values on average within
the 95% confidence interval. The highest value the authentic text scores can take is lower than the lowest
value the modified text scores can take.
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Conclusion and Discussion

Within the scope of this research, authentic and modified versions of the same texts were
presented to seventh-grade students, and reading comprehension questions prepared for these texts
were administered. According to the findings obtained from the research, it was determined that
students” comprehension levels of the modified text were significantly higher than their comprehension
levels of the authentic text in both narrative and informative texts based on the quantitative results. In
the measurement performed using open-ended questions, the mean score of the modified text group
was calculated as 11.20 in the narrative text and 7.89 in the informative text. In contrast, the mean score
of the authentic text group was 9.03 in the narrative text and 5.74 in the informative text. A difference
of 2.17 points (M_mod. = 11.2, M_aut. = 9.03) was obtained in the narrative text application, and a
difference of 2.15 points (M_mod. = 7.89, M_aut. = 5.74) in the informative text application. These
differences correspond to approximately 12-13% of the total score in both tests. These general results
demonstrate the effectiveness of text modification. However, the fundamental contribution of this study
to the literature is presenting with quantitative evidence how the effect differentiates depending
specifically on the text type, rather than repeating the general finding. The most original and central
finding of the study is showing that the effect size of text modification in informative texts (large effect)
is statistically much more distinct compared to narrative texts (medium effect). This differentiated effect
can be explained by the difference in cognitive support systems that text types offer to the reader.
Narrative texts possess natural narrative scaffolds such as plot, character development, and causality
chains that help the reader construct meaning. It may be possible for the reader to follow the general
meaning of the text by overcoming certain linguistic difficulties thanks to these scaffolds. In contrast, as
stated in the literature, the fact that expository texts are more challenging than narrative texts (Dickens
& Meisinger, 2017) may stem from these texts being conceptually more dense and linguistically more
fragile. Meaning in such texts depends largely on the correct decoding of specific terms and complex
sentence structures. Furthermore, since narrative scaffolds are fewer, linguistic barriers carry the
potential to directly transform into a comprehension barrier. Therefore, the stronger effect of text
modification on informative texts can be explained by this intervention directly targeting the most
fundamental comprehension barrier. This finding offers an important theoretical perspective to the
literature by suggesting that text type can be a critical factor in the success of the intervention.

In applications conducted with both narrative and informative texts, reading comprehension
scores for modified texts are higher than those for authentic texts. The data are consistent with the
results of studies in the literature. Applying elaborative modifications and improving coherence within
the text content enhance the reading comprehension skills of native speakers (Beck et al., 1984).
Bayraktar and Durukan (2020), in their application employing surface structure changes on both
narrative and informative texts, determined that modified texts were understood better and stated that
students reported positive views regarding these changes. The simplification of texts significantly
improves reading fluency and comprehension, particularly for weak readers and those with weaker
cognitive skills (Javourey-Drevet et al., 2022). It is also observed in the literature that text simplification
is particularly conducted for weak readers and provides benefits. Text simplification may play an
important role in improving reading comprehension for individuals experiencing difficulty in
understanding informative texts, especially when the cognitive and linguistic needs of readers are taken
into consideration (Arfé et al., 2018). It has been observed that texts simplified via the Open Book tool
are more easily understood by both adults and adolescents with high-functioning autism (Cerga-
Pashoja et al., 2019). Text simplification can have a positive effect on reading fluency and comprehension
in children with reading difficulties (Gala et al., 2018). Along with these, it is stated that text difficulty
level is also influential on reading comprehension. In primary school students, increased text difficulty
is generally associated with decreased reading fluency and is negatively related to reading
comprehension (Amendum et al., 2018). The reading proficiency of third-grade students is similarly
affected by text complexity and length; comprehension in longer texts at the same level of complexity
is lower compared to shorter texts (Mesmer & Hiebert, 2015). Text complexity negatively affects reading
outcomes, particularly oral reading fluency and free recall, in middle school students (Spencer et al.,
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2018). Within the scope of the research, reducing the difficulty level of the texts was also aimed. The
detection of a difference in terms of reading comprehension in the modified texts supports these
findings.

Simplification in vocabulary was frequently resorted to in the text modification applied in the
research. In the pilot application conducted after modification, students also stated that words with
unknown meanings were more frequent in the authentic text. The result of the research also supports
that the simplification of words within the text can be beneficial in terms of reading comprehension. A
meta-analysis of 37 studies investigating vocabulary interventions from kindergarten to 12th grade
showed that such interventions improve comprehension, provide benefit especially to students with
reading difficulties, and a correlation was observed between vocabulary and comprehension effects
(Elleman et al., 2009). In the study conducted by Javourey-Drevet et al. (2022), simplified texts were read
faster than authentic texts. In this study, we see that four of the students stated that the authentic text
contained a large number of unknown words, and therefore they read the authentic text more slowly.
Morphological knowledge significantly affects reading comprehension, contributing 2% to 9% of
unique variance to reading comprehension (Foorman et al., 2012), and awareness regarding the
structure and meaning of morphologically complex words plays a critical role in this process (Carlisle,
2000). As can be seen, vocabulary and morphological awareness related to words have been important
factors in terms of reading comprehension in the research conducted. The cognitive mechanism
underlying this vocabulary effect can be explained by the relationship between the reader’s limited
working memory capacity and the cognitive load created by the text. Reading is a complex action
requiring both lower-level cognitive processes such as word recognition and higher-level cognitive
processes such as understanding the whole text simultaneously. The existence of a direct relationship
between reading skill and working memory capacity is also investigated (Daneman & Carpenter, 1980).
When readers encounter a large number of words whose meanings they do not know, they may be
compelled to allocate a significant portion of their limited mental resources to lower-level processing
procedures such as decoding these words. This situation may leave fewer cognitive resources for
higher-level comprehension processes such as constructing the general semantic structure (situation
model) of the text and making inferences (Kintsch, 1998). At this point, Cognitive Load Theory offers
an important explanatory framework. According to this theory, an effective instructional design must
minimize extraneous cognitive load, which is not directly related to learning and leads to unnecessary
mental effort (Sweller et al., 2019). When viewed from this perspective, the text modification in our
study can be seen as a specific instructional intervention that reduces this extraneous load created by
the effort to decode unknown words, particularly through lexical simplification. Therefore, the success
of this intervention can be evaluated not only as eliminating unknown words but also as a cognitive
support mechanism that helps the reader mobilize their mental resources for comprehension by using
their limited working memory more efficiently (Baddeley, 2003). Furthermore, in research conducted
on the reading habits of middle school students, students preferred the number of unknown words in
the texts they read to be few rather than none (Aydin & Ayranci, 2018). In the modified text as well,
words whose meanings were not directly known were left in the text by preserving or highlighting the
context. Thus, knowing most of the text vocabulary rather than all of it can also be characterized as
effective on reading.

The effect of readability on the results obtained, as in this study, was previously determined in
a study conducted by Durukan (2014) using different texts. In that study, a direct correlation was
detected between the readability levels of the texts and comprehension rates. Furthermore, adolescents’
reading comprehension is affected by both readability and cohesion, and texts that are easier to read
and have high cohesion significantly increase adolescents’ performance (Reed & Kershaw-Herrera,
2016). According to Bagci-Dagdeviren (2024), for effective reading instruction, readers having the
opportunity to read texts suitable for their levels can be effective in developing reading comprehension
and a positive attitude toward reading. Text simplification helps students with low literacy levels, non-
native English speakers, and those struggling with reading comprehension problems by increasing
readability and understandability (Al-Thanyyan & Azmi, 2021). Li et al. (2005) determined in the
research they conducted with Filipino high school students that texts subjected to intervention in the
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form of simplification and elaboration increased the level of reading comprehension. Similarly, Long
and Ross (1993) determined that Japanese university students reached a better level of comprehension
thanks to L2 simplified texts. Additionally, in the study conducted by Yano et al. (1994), it was found
that foreign language learning students who read linguistically simplified texts obtained significantly
higher scores in comprehension compared to those who read authentic texts, but there was no
significant difference between simplification and elaboration. On the other hand, Maxwell (2011)
determined that text modification did not lead to a significant effect when primary school level English
learners and informative texts were in question, and suggested that such studies should not be
generalized to all grade levels. In the study of Uygur et al. (2025), it was also stated that text modification
did not create a significant difference in general comprehension in B1 level adult Turkish learners. In
this study, however, it was observed that simplification performed by paying attention to the theme
and aesthetic structure with 7th-grade students within the scope of the native language Turkish course
positively affected reading comprehension. This difference suggests that the effectiveness of the
intervention is not universal and that the reader profile (L1/L2 status, cognitive development level) and
the characteristics of the intervention are critical variables. Therefore, this research presents evidence
against Maxwell’s findings, showing that the intervention can also be effective in informative texts
under certain conditions, and provides important data to this discussion from the context of Turkey.

There are also concerns in the literature that text modification processes may damage the
aesthetic texture in the authentic structure of texts and reduce the degree to which the author’s style is
reflected (Yasar, 2019; Yiicelsen, 2014). Thus, the shortcomings of using modified texts are observed. To
mitigate this within the scope of the research, expert opinions were consulted after modification and
during text selection. However, the use of authentic texts also provides various benefits. Using authentic
literature in conjunction with teaching strategies significantly increases students’ motivation,
enthusiasm, interest, and passion for reading, while it can also expand their vocabularies and prepare
them for college and career readiness (Ciecierski & Bintz, 2015). In the context of foreign language
teaching, it is also stated that authentic texts contain more cultural information and can foster cultural
awareness to a greater extent (Béresova, 2015). Furthermore, they can attract interest and motivate by
exhibiting the qualities that literary works possess (Illés, 2008). The use of language-specific patterns
offered by authentic texts, natural language flow, and aesthetic value are among the most important
advantages of these texts.

One of the most central findings of the research is that the effect of text modification is more
distinct in informative texts (large effect) compared to narrative texts (medium effect). This finding
shows a remarkable parallel with a result reached by Bayraktar and Durukan (2020) in the national
literature. Bayraktar and Durukan observed that surface structure changes in informative texts created
a significant difference at all student levels (low, medium, high) and determined that the intervention
was more functional in the informative text type. This study, on the other hand, also presents a different
quantitative comparison by calculating effect sizes. The theoretical reasons underlying this situation can
be explained by the difference in cognitive supports that text types offer to the reader. The lower effect
size in the narrative text may be related to the fact that narration, by its nature, provides the reader with
more opportunities to fill in the gaps regarding the text (Goktiirk, 2023). Indeed, Yiicelsen’s (2014) study
supports this idea by showing that shortenings in modified stories do not deviate significantly from
their authentic versions in terms of meaning. Since the informative text structure does not allow much
for this, it can be said that it is not as favorable as the narrative text in terms of harboring enough clues
to compensate for the insufficiency of vocabulary knowledge during reading. This situation may be
directly related to the fact that expository texts are more challenging than narrative texts, as stated in
the literature (Dickens & Meisinger, 2017). In these texts lacking narrative scaffolds, linguistic barriers
may carry the potential to directly transform into a comprehension barrier. Therefore, adaptations
targeted at such texts may provide a proportionally greater gain. This situation can be associated with
a discussion in the scientific text adaptation literature. For example, Norris et al. (2012) compared two
different adaptations of a scientific article: Adapted Primary Literature (APL), which preserves the
scientific structure of the authentic article, and Secondary Literature (SL), written in a more narrative
style. It was found that SL increased comprehension, while the APL format developed critical thinking
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more. The intervention in this study is structurally close to the APL type and shows that such an
adaptation creates a strong effect on basic comprehension as well. This situation can be explained by
the features of an effective APL defined by Ariely et al. (2019): Preserving the authentic structure of
scientific writing while reducing lexical complexity. Therefore, the findings of this study indicate that
an adaptation in accordance with APL principles can be an effective approach in terms of
comprehension as well.

According to findings, the effect of text modification (simplification, elaboration, explication)
on reading comprehension is observed. However, when the resulting score difference is evaluated, it
can be stated that text modification should not be a process frequently resorted to at the seventh-grade
level. Because although a significant difference occurred, this difference was determined as ~2 points
out of maximum scores of 16 and 18. Conducting text modification manually may also not be efficient
in terms of time and effort (Uygur, 2024). While manual text modification is viewed as an effective
method, developments in this field have brought about automation (Siddharthan, 2014). In this context,
the creation of automated text modification systems specific to Turkish may carry the potential to
produce texts with high meaning and cohesion. One study suggests that the decline in SAT-verbal
scores can be attributed to the cumulative deficit in domain-specific knowledge caused by long-term
exposure to simplified school textbooks, which affects students’ reading comprehension and verbal
achievement levels (Hayes et al.,, 1996). As can be seen, exposing students to simpler texts for a long
time may yield negative results. Additionally, the characteristics of text complexity affect the type of
comprehension processes middle school readers form while reading science texts. In the study
conducted by Dahl et al. (2021), it was revealed that middle school students made more detailed
inferences in science texts containing simple syntax, deep cohesion, and concrete words; whereas they
developed more metacognitive and abstract evaluations in complex science texts. In this research, texts
were simplified at the level of syntactic structure and vocabulary, but an effort was made to preserve
the cohesion structure. It can be said that students exhibiting higher performance in comprehension
with texts arranged in this way shows similarity with that study. Furthermore, as can be seen, text
complexity affects students’ comprehension processes. Here, acting by considering the areas educators
need to focus on can be evaluated as important.

Consequently, the findings of this research have revealed that text modification is not a uniform
intervention that works to the same extent in every situation, and its effectiveness varies significantly
depending on the structural characteristics of the text. This situation suggests that the natural narrative
scaffolds (plot, character, etc.) possessed by narrative texts can serve as a kind of cognitive buffer for
readers in overcoming linguistic difficulties, but that linguistic accessibility plays a much more critical
role in informative texts that have high conceptual density and lack these scaffolds. Thus, it can be stated
that in order to understand the success of the intervention, the internal features of the text and the
cognitive supports it offers to the reader need to be examined in more depth.

Limitations

There are some methodological limitations that need to be considered when interpreting the
findings of this study. The fact that the research has a quasi-experimental design and participants were
not randomly assigned may imply that there could be unobserved differences between groups, even
though initial reading comprehension levels were controlled with ANCOVA. Additionally, the fact that
participants came from different schools might have caused uncontrolled school and teacher effects to
play a potential role in the results. Another methodological limitation can be stated as the pre-test
measuring general reading comprehension skills (multiple-choice, open-ended, etc.), while the post-test
measured only the texts specific to the intervention. In terms of the scope of the research, working with
only two different text types, the limited number of students in the study group, and the failure to
control for individual reading strategies used by students during applications as a variable restrict the
generalizability of the findings. Finally, the fact that the applied text modification intervention included
multiple techniques (lexical simplification, syntactic simplification, elaboration, etc.) together prevents
determining how effective each technique is on its own.
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Recommendations

In line with the findings obtained from this research and the limitations identified, the following

recommendations can be offered:

In this study, multiple modification techniques were used together with a holistic approach.
Moving from this limitation, future studies should investigate the effects of only lexical
simplification, only syntactic simplification, or elaboration on reading comprehension
separately or comparatively to research which technique is more effective in the Turkish
context.

To overcome limitations such as the quasi-experimental design of this study and recruiting
participants from different schools, conducting future research with true experimental designs
with random assignment and in environments where external variables such as school/teacher
are controlled will increase the internal validity of the findings.

Finally, to go beyond the quantitative effect of text modification on reading comprehension and
to understand the role of uncontrollable variables such as reading strategies, methods such as
eye-tracking or think-aloud protocols can be used. This will offer deeper answers to the question
“why and how does text modification work?”

Implications for Practice

The results obtained from this research allow us to offer concrete and evidence-based

implications for the field of education regarding text modification:

First, it was observed that text modification significantly increased reading comprehension, but
this increase corresponded to approximately 12-13% of the total score. The most fundamental
implication of this situation is that performing text modification manually may not always be
an economical process in terms of time and effort. Therefore, the priority strategy for teachers
and curriculum developers should be presenting students directly with linguistically accessible
authentic texts suitable for their age and cognitive levels. Text adaptation, on the other hand,
should be viewed as a targeted support tool, especially for mandatory historical or foundational
texts.

The most critical finding of the study is that the effect of modification is larger in informative
texts (n?, = .141) compared to narrative texts (%, = .087). The implication of this finding for
textbook authors and curriculum developers could be as follows: The linguistic structure of
texts, especially in fields with high abstract and conceptual density such as Science and Social
Studies, is at least as important as their content. Subjecting texts in these fields to a rigorous
adaptation process in terms of both theme and word frequency and sentence complexity can
affect student achievement by increasing the level of comprehension.
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Appendices

1. Graded Scoring Key for the Narrative Text Scent of Hyacinth (Stimbiil Kokusu) Comprehension
Questions
Question No 0 Points 1 Point 2 Points 3 Points
1. According to No Education/Learning/R Completing -
the text, whatis  Response eading (Answers university
the reason for / Other stating only education/learning
Hiiseyin Arif education) (Answers where the
being in Ex: “To get education.” level of education is
Budapest? also given)

Ex: “He is in Budapest

to receive education at

the university.”
2. Give two No Sadness upon reading Sadness upon reading -
examples from Response  the newspaper / the newspaper and
the text regarding / Other Going to the Gallipoli going to the Gallipoli
the attitudes of war / Smelling the war, etc. (Multiple
Hiiseyin Arif or hyacinth and attitudes given with

Mehmet Siyavus
showing their
patriotism.

3. In which aspect No

are the British- Response
French and the / Other
Turks on the

battlefield

compared in the

text?

4. About which No
subject is Arif Response
hopeless in the / Other
first part of the

text?

remembering the
homeland (One
attitude given
without explanation)
Ex: “Wanting to fight
for Canakkale.”

In terms of military
technology (Answers
where details are not
fully given)

Ex: “In terms of
military.”

About the war (Only
the subject is given)
Ex: “About the defense
of Istanbul.”

355

explanation)

Ex: "Worrying about
the homeland and
selling everything they
have.”

Armored ships, -
airplanes, and
submarines are
compared with our
chest and our arm
(Answers where the
compared elements
are presented)

Ex: “Compares armored
ships, airplanes, and
submarines.”

He is hopeless about -
the course of the war
in his homeland
because the enemy is
very strong (Subject
given together with
reasons)

Ex: “About how to
prevent the attacks
coming from land and

”

sea.
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5. What is the
smelling of the
hyacinth flower
by the characters
a symbol of?

6. What are the
dominant
emotions in the
text?

7. What is the
most
comprehensive
judgment that can
be deduced from
the text?

8. Do you find it
right for the
characters to
leave the country
they are studying
in and return to
the homeland to
fight? Why?

No
Response
/ Other

No
Response
/ Other

No
Response
/ Other

No
Response
/ Other

Homeland/Longing
(Presentation of the
source of the symbol
or only the emotion)
Ex: ”Symbol of the
smell of Istanbul.”

Longing / Patriotism /
Hopelessness /
Unhappiness
(Presentation of one
emotion/patriotism is
a must, others are
possible)

Ex: “Patriotism.”
Answers related to
patriotism (Non-
judgmental sentences
related to the text)
Ex: “Patriotism.”

I find it right /I do
not find it right (Ideas
presented without
reason)

Ex: “I find it right.”

E. Cinpolat, K. Teksan, & Y. E. Uyar

Symbol of the longing
felt for the homeland
(Answering by
specifying the
emotion)

Ex: “It is the symbol of
the homeland because it
is the smell of their
country.”

Courage, Longing,
Patriotism,
Hopelessness,
Unhappiness
(Presentation of two
or more emotions)
Ex: “Longing, courage,
patriotism.”

Answers related to
patriotism and
longing (Sentences
reflecting a part of the
text)

Ex: “Patriotism is
important.”

I find it right because
of the importance of
the homeland /I do
not find it right, they
cannot change
anything (Idea based
on a single reason)
Ex: “Yes, it is a nice
thing that they try to
protect their homeland.”

Patriotism and
longing cannot be
hindered (Judgmental
sentences reflecting
the whole text)

Ex: “We must fight for
our country at all
costs.”

I find it right because
patriotism is superior
to everything /I do
not find it right
because their duty is
to receive education,
they can contribute to
the homeland that
way, and two people
cannot change the
war (Answers given
based on reasons)

Ex: "I find it right
because their own
hometown, the houses
they were born and
raised in, their
neighborhoods, and
their families are there.”

356



Education and Science 2026, Vol 51, No 226, 327-358

E. Cinpolat, K. Teksan, & Y. E. Uyar

2. Graded Scoring Key for the Informative Text What is Language (Dil Nedir) Comprehension

Questions

Question No 0 Points 1 Point 2 Points 3 Points

1. Accordingto ~ No Because language isa Because languageis -

the text, why Response natural tool. not an artificial or

must humans / Other E.g.: “Because language material tool, it is a

behave in is natural.” natural tool.

accordance with Ex: “Because language

the nature of 1s a natural tool, it is not

language? artificial or material.”

2. What could be No To emphasize that To emphasize that -

the purpose of Response language is anatural = one must behave in

the analogy made / Other tool. accordance with the

with the horse- Ex: “Language is nature of language,

automobile natural, not like a unlike artificial tools.

comparison in machine.” Ex: “We should not

the text? treat language like a
machine, it is natural.”

3. Which features No Undergoing change It is emphasized that -

are emphasized  Response over time / Not being changes occur within

in the text by / Other suitable for every its structure over time

stating that external intervention. and that individuals

language is a Ex: “Language changes  and society cannot

living entity? over time.” interfere with this as
they wish.
Ex: “Language changes,
but people cannot direct
this directly.”

4. In your No Lifestyles / Answers that take two -

opinion, what Response geographies / or more of these

could be the / Other livelihoods / genetic factors together.

reasons for features / Ex: “Both geographical

different nations communities they conditions and cultural

expressing the interact with, etc. structure are different.”

same concepts (Single reason).

with words Ex: “Because the places

different from they live are different.”

other nations?

5. Accordingto  No It should be done It should be done -

the text, how Response  within the framework within the framework

should / Other of the rules of the of the rules of the

interventions on
language be, and
when can they be
made?

language. / It should
be done when there is
an effect preventing
the natural
development of the
language.

Ex: “Intervention is
made if the language
deteriorates.”
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language when there
is an effect preventing
the natural
development of the
language.

Ex: “Intervention is
made if the language
deteriorates, but in
accordance with its
rules.”
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6. Explain the No
expression
“Language is a
system of secret
agreements”
based on the text.

7.Doyou agree  No

with the idea that Response
/ Other

language has a
protective effect
for a nation?
Why? Explain
with your
reasons.

Response
/ Other

It is not clear when
the common
vocabulary of nations
emerged.

Ex: “It is not clear when
it was formed.”

As our language
becomes alienated
with foreign words,
our nation also
becomes alienated
from its essence. / As
the features of our
language are lost, the
values that make us
who we are also get
lost.

Ex: “It would be bad if
our language
deteriorates.”

E. Cinpolat, K. Teksan, & Y. E. Uyar

Nations speak of
different concepts
with different words.
Ex: “Every nation uses
different words.”

When our language is
used more properly,
interpersonal
relationships become
better, and this makes
society healthier and
stronger. / The more
language develops,
the more the bond of
love and interpersonal
relationships develop,
and this increases
social peace and
public security.

Ex: “Yes, if we use our
language correctly,
society becomes better.”

Every nation has
vocabulary and
syntax principles that
they use in common
among themselves as
if they had agreed to
meet concepts. It is
not known when and
how these emerged.
Ex: “It is like a secret
agreement as if every
nation chose the words
among themselves.”
Since their language is
corrupted, people
who have difficulty
understanding each
other constantly
misunderstand each
other, and this causes
various chaos among
the people and
weakens the nation. /
A nation that forgets
its own language and
starts using other
languages may forget
who it is after a while
and fall under the
sovereignty of other
nations.

Ex: "If language
deteriorates, people
won’t understand each
other, we speak other
kinds of things, we
won't be united.”

358



