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Abstract 

Reading and writing have an essential place in the social life of individuals as well as in school 

learning. In this study, bidirectional relationships between reading and writing skills have been 

examined after gender and socio-economic level of students have been controlled. The participants in 

this study were 240 fifth-grade students from 10 primary schools in four different districts of Ankara 

in Turkey. A text was chosen to evaluate students’ comprehension and writing skills, and an 

achivement test that includes questions relating to the text was developed. Analytic and holistic rubrics 

were used to evaluate the students' reading and writing skills. Hierarchial multiple linear regression 

analysis was conducted to reveal the bidirectional relationship between reading and writing skills. The 

results indicated that reading and writing skills are important predictors of each other andsupport the 

possibility of a bidirectional relationship between two variables. One possible explanation for this is 

that reading and writing skills influence each other. Researchers, practitioners, and parents may need 

to target both reading and writing skills to best help poor readers become proficient. 

Keywords: Language Skills, Reading, Writing, Bidirectional Relationships, Hierarchical Multiple 

Regression 

DOI: 10.29329/ijpe.2020.248.19 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

------------------------------- 
i
  Ozen Yıldırım, Assist. Prof. Dr., Measurement and Assessment, Pamukkale University, ORCID: 0000-0003-

2098-285X 

 

Correspondence: ozenyildirim@pau.edu.tr 

 
ii
 Safiye Bilican Demir, Assist. Prof. Dr., Measurement and Assessment Department, Kocaeli University, 

ORCID: 0000-0001-9564-9029  

 
ii
 Ömer Kutlu, Assist. Prof. Dr., Measurement and Evaluation, Ankara University, ORCID: 0000-0003-4364-

5629   



254 

INTRODUCTION 

Language has an essential role in developing individuals' mental skills, communicating with 

others, expressing feelings and thoughts, and acquiring information. The development of language 

skills is based on four basic skills (reading, listening, speaking, and writing) that interact with each 

other. An individual's ability to communicate correctly, openly, and effectively depends on the 

development of these four basic skills. When language is examined in terms of comprehension and 

expression, activities related to comprehension are reading and listening while activities related to 

expression are speaking and writing (Sever, 1998). To understand one’s own language, individuals 

should successfully perform listening and reading activities. To express oneself, an individual needs to 

perform speaking and writing properly (Çaycı & Demir, 2006). Since these four basic skills interact 

with each other, education is the key to gaining these skills. Listening and speaking can also be 

obtained outside of school to some extent but reading and writing skills are acquired through formal 

education in the first stages of primary education (Belet & Yaşar, 2007). 

Reading Skills 

Developing information technologies have provided incentive to gain knowledge and 

highlighted the importance of text-based learning (Broer, et al., 2002). Reading is one of the ways of 

learning and includes physiological, cognitive, and affective aspects such as analyzing and evaluating 

the emotions and thoughts in the text (Sever, 1998). Reading is a skill that involves not only the 

vocalization of symbols of the relevant language but also the processes of making meaning. The 

primary purpose of reading a text is to understand the thought that is given in the text; therefore, 

comprehension must be realized after reading. Reading involves the process of adding meaning to the 

thoughts that are intended to be given in a text, and it also includes the processes in which the reader is 

active. In this respect, reading and comprehension are connected by the cause-effect relationship 

(Wilkinson & Son, 2011). In this case, one of the primary conditions for the realization of learning is 

reading comprehension. Therefore, the reading skill is essential not only for the language course but 

also for the realization of learning in other areas. Related research indicates that individuals'reading 

comprehension skills are closely related to success in many different areas, such as problem-solving 

(e.g., Grimm, 2008; Ulu, et al., 2016), mathematics (e.g., Göktaş & Gürbüztürk, 2012; Willcutt et al., 

2013), or in the field of science (e.g., Durgun & Önder, 2019; Hall et al., 2014). 

Reading should also be considered in the context of economic development in the long run. 

Economists have demonstrated the relationship between reading skills and economic growth through 

different models. Schwerdt and Wiederhold's (2019) research showed that reading skills were one of 

the most important predictors of economic growth. The researchers emphasized that the relationship 

between these two variables has become more powerful than ever. Inevitably, individuals who have 

reached a sufficient level in terms of reading will have higher success in the later stages of education, 

and they will have a positive effect on the national economy. It is also known that individuals with 

underdeveloped reading skills are more likely to leave school early or be unemployed (Lundetræ, 

2011; OECD, 2010). 

Considering the importance of reading in terms of both individual and social development, 

school systems are expected to educate individuals who are competent in reading skills. Therefore, the 

level of students' reading skills and discovering how to develop them effectively have always been 

important research topics. Globally, especially today when there is economic competition, countries 

are implementing a range of large-scale assessments to evaluate their students’ reading skills. The 

Programme for International Student Assessment (PISA) carried out by the Organisation for Economic 

Co-operation and Development (OECD) and the Progress in International Reading Literacy Study 

(PIRLS) carried out by the International Association for the Evaluation of Educational Achievement 

(IEA)can be cited as examples. These assessments present scientific data for the attending countries so 

they can make decisions to improve their educational policies. In addition to cognitive assessments 

concerning students’ reading skills, detailed information regarding factors that affect learning 

including school resources, students’ attitudes, teaching practices, and home environment is acquired 
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in these periodical assessments. Although criticism of international measurement practices continues 

to increase, these practices do have a significant effect on education systems (e.g., Breakspear, 2012). 

Through these measurement practices, detailed scientific data relating to reading skills are presented to 

the participating countries. By using large-scale data sets, countries can regulate and revise their 

education programs.  

In related literature, studies regarding the relationship between reading skills and 

socioeconomic level, learning strategies, and affective characteristics such as attitude, self-efficacy, or 

other language skills have stood out.For example, in the study by Reilly et al. (2019), gender 

differences were examined in reading and writing achievement over three decades in the United States 

using data taken from the National Assessment of Educational Progress. It was found that the 

differences between genders were small-to-medium for reading, and medium-sized for writing, and 

were stable over time.Also,Solheim and Lundetræ (2018) studied gender differences by examining 

PISA and PILRS data for reading.Their results showed that the magnitude of the gender differences 

depended on text type, item format, aspects of reading, and implementation.  

Many studies have revealed a high correlation between students’ socioeconomic levels and 

academic success (Sirin, 2005). For instance, in the studies conducted based on data collected through 

PISA (Gulleroğlu et al., 2014; Giambona & Porcu, 2015; Shala & Grajcevci, 2018; Yıldırım, 2012), it 

was indicated that students’ reading skills improve in line with the parents’ level of education and that 

factors such as the number of books at home, a personal room, internet connection, and computers 

have a positive impact on students’ reading skills. 

Learning strategies and methods are other variables used by researchers to examine the 

relationship between reading and writing. Belet and Yaşar (2007) determined the effectiveness of 

learning strategies on reading comprehension and writing skills using an experimental model. 

According to their findings, reading comprehension skills and writing skills in the Turkish course were 

developed using learning strategies. The study by Jian (2016) investigated students' reading strategies 

and comprehension of illustrated texts. It was found that high‐ability young readers had specific 

capabilities in reading comprehension and their comprehension was monitored. Maltepe and Güntekin 

(2017) also studied the effect of learning strategy (the mind map technique) on reading and writing 

skills at the fifth grade the fifth grade. It was found that using the mind map technique increased 

students' reading comprehension and writing achievement. 

The relationship between reading skills and affective characteristics such as attitudes towards 

reading, interest, and habits has been addressed in many studies(e.g. Lau, 2018; Preece & Levy, 2018; 

Steensel et al.,2019). In these studies, it was emphasized that affective characteristics, along with other 

areas, had positive correlation with reading skills. 

The results of studies examining the relationship between reading skills and the other 

language skills such as writing and listening support the idea of a positive relationship among all 

language skills and emphasize the fact that reading skills are important in terms of improving other 

language skills (e.g., Cheng and Matthews, 2016; Juriati et al., 2018). 

Writing Skills 

Today, rapidly developing technology and the digital world require greater interpersonal 

communication and, as a result, the use of written expression has increased rapidly. Writing is a 

narrative skill gained through formal education, and it is directly related to the listening, speaking, and 

reading skills (Ministry of National Education of Turkey (MoNE), 2019). Writing is the most difficult 

and complex of the four skills that constitute basic language education (Bryne, 1988; Eryaman, 2008), 

because writing is directly related to thinking, and it requires the use of high-level skills. Composing a 

text is the process of putting ideas in order and involves both cognitive and social behaviors. As such, 

writing skills are the last link in the four basic language skills (Göçer, 2014). 
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Writing activities implemented within the scope of a mother-tongue curriculum aim to gain a 

certain level of expression that will help students to facilitate their daily life. In daily life, there are 

many situations in which people have to write articles in different contexts such as petitions, short 

messages, e-mails, CVs, or accident reports to various institutions. In addition, writing skills improve 

students' mental skills such as thinking development, editing information, effective use of language, 

and communication (MoNE, 2019). Given that writing involves different thinking processes, it is 

inevitable that it will influence individuals' academic or business success. Accordingly, different 

studies showed that individuals' success in different fields was closely related to writing skills 

(Graham & Perin, 2007; Lan et al., 2011). Therefore, the development of the writing skill has become 

one of the main objectives that students should gain starting with the first year of primary education. 

The development of this skill is an educational activity that should be carried out within the 

framework of an educational program. 

The Present Study 

School learning is based mainly on activities involving comprehension and written expression. 

Therefore, comprehension and written expression skills play an essential role in many courses in the 

education process. The development of an individual's reading comprehension skills enriches his/her 

vocabulary, and this affects the individual's writing and speaking skills. It enables the individual to 

write and speak better and more effectively (Sever, 2004). Reading and writing have an essential place 

in the social life of individuals as well as in school learning. Schools are expected to educate 

individuals who develop themselves, know their place and importance in society, understand what 

they read, and express their feelings and thoughts in writing. It is expected that a student in the fifth 

grade of primary school will be able to summarize an article consisting of 200-300 words and explain 

what is experienced and observed in a few paragraphs (Kavcar et al., 2002). The ability of individuals 

to use these basic skills effectively depends on the acquisition of these skills starting in primary 

education. However, studies showed that Turkish students at different levels from primary education 

to higher education had difficulty in reading comprehension and in expressing themselves in writing 

(TEDMEM, 2016). This situation indicates that there are important problems in reading 

comprehension and writing skills in schools. 

It is essential to develop students' reading and writing skills, and to understand the nature of 

these two skills, it is crucial to establish the relationship between them. To serve this aim, statistically-

appropriate techniques should be used when examining the relationships between variables. For 

instance, in non-experimental research design, the relationship between the two variables can be 

influenced by other unknown variables (confounding variable) and the resulting relationship can lead 

to skewed results. In this case, these variables should be handled with different approaches. One of 

these approaches is to statically control of the variables (Frölich, 2008). Cheema and Galluzzo (2013), 

for example, emphasized that the inconsistency between the results of previous research on 

mathematics achievement is due to demographic characteristics such as gender, ethnicity, or 

socioeconomic level not being factored in, and stressed the necessity of controlling of demographic 

characteristics to interpret the results correctly.  

Many studies demonstrated that girls perform better than boys in terms of reading skills. For 

example, according to PIRLS 2011 and 2016 data, in many participating countries, female students' 

average reading skill scores were higher than males (Mullis et al., 2012; Mullis et al., 2017). Similarly, 

according to PISA 2009 results, there is a 43-point difference between male and female students in 

terms of the average score of reading skills (OECD, 2010). The results of the research showed that 

there were also differences in favor of girls in terms of writing skills (e.g., Camarata & Woodcock, 

2006; Scheiber et al., 2015). However, there were also research findings that showed no significant 

differences between girls and boys in terms of writing skills (e.g., Çetin, 2012; Jones & Myhill, 2007). 

Studies in which reading and writing skills were handled in the context of socioeconomic level 

indicators showed that students with high socioeconomic levels had better reading and writing 

performance (e.g., Araújo & Costa, 2015; Loh & Krasen, 2015; Yıldırım, 2012). Many studies have 

focused on the direct and indirect effects of socioeconomic characteristics on student performance 
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(e.g.,Gülleroğlu et al., 2014; Puglisi et al., 2017; Şirin, 2005). In Turkey, there is no such a study 

examining the relationship between reading and writing after some variables are statically controlled. 

Therefore, in the study, the gender and socioeconomic level of students were factored inwhile 

examining the bidirectional relationships between reading and writing skills. The predictive power of 

reading and writing skills was examined. 

METHOD 

The research employs a correlation survey model to determine the relationship between the 

variables and make predictions (Tabachnick & Fidel, 2007). 

Sample of the Study 

A total of 240 fifth-grade students from 10 primary schools in four different districts of 

Ankara in Turkey participated in the study. These schools were chosen using the convenience 

sampling method, considering ease of implementation and accessibility. Of the students in the study 

group, 51.7% are girls and 48.3% are boys. 

Data Collection 

Choosing the Reading Text 

A text was chosen to evaluate students’ comprehension and writing skills and an achievement 

test that includes questions relating to the text was developed. The choice of texts is a critical step in 

evaluating student achievement. The students comprehend the text based on the topic, prior 

knowledge, and the level of difficulty (Mullis et al., 2009).Therefore, students' developmental levels, 

interests, recognition of the words in the text, and grade are also taken into consideration when 

choosing the text. In addition, it was necessary to have well-written text with enough depth and 

difficulty to prepare an adequate number of questions.The level of legibility and difficulty of the 

chosen text were examined for this purpose. 

The readability and appropriateness of the text to the educational level can be determined 

using various calculations (Gobbledegook formula, Gunning-Fog Index formula, ARI formula, Flesh 

reading Ease Score, Ateşman formula, Çetinkaya formula, etc.). Therefore, to evaluate the 

appropriateness of the text used, the readability of the text for Turkish was examined using both the 

calculations developed by Ateşman (1997) and by Çetinkaya (2010). While Ateşman's formula 

informs us about the difficulty of readability, Çetinkaya's formula provides information in terms of 

suitability for grade. According to Ateşman's (1997) and Çetinkaya's (2010) calculation, the text was 

medium difficulty and suitable for the fifth grade so that students could independently read the 

selected text in the classroom. 

Finally, in the selection of the text, three experts in Turkish language education and two 

Turkish language teachers were asked to examine the text in terms of the criteria mentioned above. 

Based on the expert opinions and calculations, it was decided to use a real story as a text. It was called 

Satı Kadın, after the first woman member of the Turkish Parliament, and the story told about her first 

encounter with Mustafa Kemal Atatürk, the founder of the modern Turkish Republic. A paragraph 

from the text was given as an example:  

“In the hot summer season of 1934, we were on the road to Kızılcahamam. We were with 

Atatürk in a closed, covered car. The villagers had come out along the way and on the roadside, 

students were lined up with their teachers. The village headman and peasants, men and women alike, 

were together…” 

Reading Comprehension and Writing Test 
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After selecting the appropriate reading text, open-ended questions were developed to evaluate 

the comprehension and written expression skills of the students. The questions were prepared by 

taking into consideration the comprehension processes used within the scope of PIRLS and the current 

fifth-grade Turkish curriculum. PIRLS's classification of comprehension processes is described from 

simple thinking to complex thinking (Mullis et al., 2009): 

1. Finding (interpreting) thoughts that are not clearly explained in the text 

2. Associating the events in the text with personal information and experience 

3.Examining and evaluating the content and language of the text 

Furthermore, the MoNE (2019) fifth-grade Turkish curriculum was examined, and it was also 

taken into consideration that the questions included the gains related to writing skills in the 

curriculum. To this end, five competencies were measured in accordance with the purpose of the 

research. These are given below: 

1. Applying writing strategies. 

2. Using capital letters and punctuation correctly. 

3. Revising the writing. 

4. Using consonants correctly when they write. 

5. Writing coherently and using the appropriate linking words 

To ensure the content and appearance validity of the developed achievement test, we 

consulted three experts in the field of Turkish language education, two Turkish language teachers, and 

three assessment and evaluation experts to receive their feedback on the difficulty, comprehensibility, 

and measurability of the questions. Three open-ended questions measuring different thinking 

processes were used in the research. 

Holistic Grade-Scoring Rubric for Assessing Reading Comprehension  

To evaluate students' reading comprehension performances, a holistic rubric was prepared for 

each question. The following steps were taken into consideration in developing the rubric (Kutlu et al., 

2017). 

1. Scoring of students' answers from “fully correct answer” to“partially correct answer”, 

2. The students identify “false” and “meaningless” answers that cannot be associated with the 

text 

3. Writing a description of the content corresponding to each score and including examples of 

possible responses, 

4. Defining behavior codes and looking at the distribution of students according to their 

responses. 

The difficulty level and the thinking processes of the questions determined based on expert 

opinion were taken into consideration when scoring student responses. Thus, the first two questions 

were evaluated over 15 and the last question over 20 points. The highest score that students can get 

from the achievement test is 50. In the next step, the definitions of response behaviors corresponding 

to the scores for each question are clearly written. The opinions of the two Turkish language teachers 

were taken on the adequacy and appropriateness of these definitions and the scores corresponding to 
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the definitions. Some adjustments were made to the definitions in line with expert opinions. To 

understand the inter-rater reliability of the rubric, 50 students were randomly selected among the 

students who participated in the study. The responses of these students were scored independently of 

the two raters. Intra-class correlation coefficients were calculated for each question using the Two-

Way Mixed-Effects Model and presented in Table 2. 

Table 2. Intra-class correlation of questions  

Questions Intraclass Correlation 

Question 1 0.808** 

Question 2 0.946** 

Question 3 0.911** 

** p<0.00  

 

When Table 2 is examined, it is seen that the intra-class correlation coefficient calculated for 

each question is above 0.80. The rubrics used to score each item are perfectly reliable (Shrout, & 

Fleiss, 1979). Pearson correlation coefficient was calculated for the raters' reliability of the total scores 

for the three items and presented in Table 3. 

Table 3. Pearson correlation coefficients between raters' scores 

Question 1 Rater 1 

Rater 2 0.595** 

Question 2 Rater 1 

Rater 2 0.870** 

Question 3 Rater 1 

Rater 2 0.836** 

** p<0.00  

When Table 3 is examined, there is a moderate (0.595) relationship between the scores for 

Question 1, while a high-level relationship was obtained for Question 2 (0.870) and Question 3 

(0.836). This shows that the raters made consistent evaluations (Koo & Li, 2016). 

This holistic rubric, developed to mark students’ responses for the relevant test questions, was 

used. An instance of the rubric used to calculate students’ scores on reading comprehension is 

presented in Table 4.  

Example question: Please identify two of Satı Kadın’s personal qualities mentioned in the text. 

How do these qualities helpSatı Kadın when she becomes a deputy? 

Table 4 Holistic rubric for question1 to evaluate student’s reading score 

Behaviour 

Identification 

Code 

Answers Score 

 Fully Correct Answer  

 

 

 

10 

The student writes two of Satı Kadın’s personal qualities as mentioned in the text and states how each 

quality helped her. 

Example answer: 

Two of Satı Kadın's personal qualities mentioned in the text are "courage and self-confidence." These 

qualities help Satı Kadın in the following ways: 

Courage: Lets her speak her mind without being afraid. 

Confident/Self-confidence: Lets her believe that her ideas are correct. 

 

 

15 

 Partially Correct Answer  

 

11 

The student writes both of Satı Kadın’s personal qualities as mentioned in the text but only states how 

one of them helped her. 

Example answer:  

She is courageous and hospitable. As she is courageous, she canspeak her mind without being afraid 

of anyone. 

 

10 

 The student writes only one of Satı Kadın’s personal qualities mentioned in the text and states how  
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13 

this quality helped her. 

Example answer: 

Confident/Self-confidence: Lets her believe her ideas are correct. 

7 

 

15 

The student writes down two of Satı Kadın's qualities but does not state how they helped her. 

Example answer: 

She is courageous and clever. 

 

 

5 

 

17 

The student writes down one of Satı Kadın's qualities but does not state how this helped her. 

Example answer:  

She is courageous. 

She is talkative. 

 

 

2 

 Wrong Answers  

31 

The student writes down qualities that do not help Satı Kadın when she becomes a deputy. 

Example answer: 

Brunette / good /a woman. 

0 

32 

The student lists qualities of Satı Kadın not mentioned in the text. 

Example answer: 

She is a helpful and hard-working woman. 

0 

50 Blank 0 

 Other Answers 0 

60  0 

 

Following this holistic rubric, the maximum score a student can receive is 15 and the 

minimum score is 0. The student’s partially correct responses also varied between 2 and 10 points 

depending on the accuracy of the answer. 

Preparation of Analytic Rubric for Evaluation of Written Expression 

To evaluate the writing skills of the students, the analyticrubric developed by Author 1 and 

Author 2 (2019), was used. The following criteria were used: 

1. Content: Relationship of words, sentences, idioms, etc. with content 

2. Discourse:Use of idioms, transition words, and explanations to enrich the speech 

3. Clarity: Repetition of words and thoughts, clear explanations 

4. Spelling Rules: Compliance with spelling rules, correct spelling, and separation of words 

5. Use Context-Appropriate Language: Use of appropriate language for a given task based on 

context 

6. Grammar: Suffixes, appropriate use of verbs and subject pronouns.  

For each criterion, the performance level was scored from 1 (entry level) to 4 (fully 

successful). A student with a score of 4 showed exactly the expected performance in the relevant 

criterion whereas 1 point means that the students showed poor performance. Students can earn a 

maximum 24 points and a minimum 6 points for each question. For three questions, the students are 

thus expected to score from 18 to 72.  

For the validity of the relevant scoring rubric, expert opinion was obtained on the 

appropriateness of the criteria and the adequacy of the definitions; the rate of agreement between the 

expert opinions varied between 87% and 100%. Correlation coefficients between raters ranging from 

0.617 to 0.919 were calculated as proof of reliability in different text types (Bilican-Demir & Yıldırım, 

2019). Within the scope of the research, inter-rater agreement was calculated for the reliability of the 

rubric.The responses of 50 randomly selected students were scored by two raters and the calculated 

intraclass correlation coefficients are given in Table 5. 

Table 5. Intra-class correlation coefficient between raters  
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Questions Intraclass Correlation 

Question 1 0.829** 

Question 2 0.890** 

Question 3 0.727** 

**p<0.00  

 

Table 5 shows that the correlation coefficients are over 0.70, which means that the analytic 

rubric used to score each problem is highly reliable (Shrout, & Fleiss, 1979). Pearson correlation 

coefficients between raters were also calculated and shown in Table 6. 

Table 6. The correlations among the raters 

Question 1 Rater 1 

Rater 2 0.707** 

Question 2 Rater 1 

Rater 2 0.800** 

Question 3 Rater 1 

Rater 2 0.573** 

**p<0.00  

 

According to Table 6, the correlation coefficients for Question 1 (0.707) and Question 2 

(0.800) are sufficient, while the correlation coefficient calculated for Question 3 (0.573) is moderate. 

However, this does not prevent the raters from scoring on their own (Koo & Li, 2016). 

The analytic rubric, which was developed to score students’ responses for the relevant test 

questions, was used.For the instance of this rubric, please see Appendix 1. In addition, a Student 

Information Questionnaire was prepared to collect students' demographic information. In the 

questionnaire, students were asked their gender, their parents’ education level, and the number of 

books at home as these are considered to be indicators of the socioeconomic level variable. This 

information is important for the reading comprehension and writing skills. In the process of 

developing the questionnaire, two experts in Turkish language teaching were asked about the 

suitability and comprehensibility of the questions for the research purpose. 

Research data were collected by the researchers with the permission of the Turkish teachers in 

the practice classes. During a one-hour session, students were given the test including the reading text 

and relevant questions. During the application, they were asked to read the text carefully and answer 

the questions as best they could. A questionnaire was given to collect the students' demographic 

information before applying the text and questions. Data regarding students’ gender, parents’ 

educational background, and the total number of books at home were collected using the 

questionnaire. Parents’ educational background and the number of books at home were used as an 

indicator of students’ socio-economic status. These two variables, which changed in accordance with 

these implementations,were also used in this study.  

Data Analysis 

Hierarchical multiple linear regression analysis was conducted to reveal the relationship 

between the students' reading comprehension and writing skills and to determine how much these 

variables predict each other. In the model, the gender and socio-economic level were kept constant.  

In addition, for each analysis, the regression assumptions of linearity, homoscedasticity, and 

normality of residuals were assessed and met. Excessive multicollinearity among the predictors was 

not evident, with no inter-item correlations exceeding r = 0.50 and all VIF values < 10.  
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FINDINGS 

First, the indicators relating to students' gender and socioeconomic levels were taken into 

considerationto investigate the extent to which the written expression can predict reading 

comprehension skills. The results of hierarchical multiple regression analysis are given in Table 7. 

Table 7. Results of regression analysis of reading comprehension performance when students' 

gender and socioeconomic level variables are taken into consideration  

Variables B β t p 

Gender 3.079 0.176 3.107 0.002 

Education level of mother 0.643 0.084 1.461 0.002 

Education level of father -0.081 -0.012 0.206 0.837 

Number of books -0.049 -0.007 -0.125 0.900 

Writing performance 0.831 0.651 11.455 0.000 

Constant -20.317   0.000 

F(5, 234) = 26.775 p<0.001  

R= 0.60 

R2 = 0.350 

 

According to Table 7, the hierarchical multiple regression model established to determine the 

extent to which writing comprehension predicts reading comprehension performance was found to be 

statistically significant. (F(5, 234)= 26.775; p<0.01). According to the results of the analysis, the multiple 

regression coefficient showing the relationship between the students' reading comprehension 

achievement scores and the variables in the model is R = 0.60. The correlation between reading 

comprehension and writing is positive and moderate (r= 0.59). The variables explained for 36% of the 

total variance in students' reading comprehension performance. Most of the variance in reading 

comprehension achievement is explained by the success of writing in this model (0.357). In addition, 

students' writing scores are a statistically significant predictor of reading comprehension scores (p 

<0.001). 

Pratt index (Pratt, 1987) was computed for examining the effect of the writing score on the 

reading comprehension score, and this shows the relative importance of the predictor in terms of the 

proportion of variance explained. This revealed that the writing score was the most important predictor 

of the reading comprehension score (Pratt index = 1.00). According to the standardized regression 

coefficient (β), one-unit increase in student's writing performance leads to a 0.65-unit increase in 

reading comprehension performance when other variables are held constant.Table 8 shows the results 

of the hierarchical multiple regression analysis of the extent to which the students' writing scores are 

predicted by achievement in reading comprehension. 

Table 8.Results of multiple regression analysis of writing performance when students' gender 

and socioeconomic level variables were held constant 

Variables B β t p 

Gender -4.678 -0.342 -7.065 0.000 

Education level of mother -0.744 0.123 -7.065 0.019 

Education level of father 0.093 0.017 0.328 0.744 

Number of books -0.162 -0.028 -0.581 0.562 

Reading Comprehension Performance 0.432 0.552 11.455 0.000 

Constant 36.579   0.000 

F(5, 234) = 25.830 p<0.01 

R= 0.678 

R2 = 0.46 
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The hierarchical multiple regression model, which was established to determine the variables 

predicting students' writing achievement scores, was found to be statistically significant (F(5, 234)= 

25.83; p<0.01). Accordingly, the multiple regression coefficient showing the relationship between the 

students' writing scores and the variables included in the model is R = 0.68. Together, the variables 

explain 46% of the variance in students' writing scores. While the students' gender and socioeconomic 

status indicators contribute to 16% of the variance, 30% is explained by the writing achievement. In 

addition, students' writing achievement scores were a statistically significant predictor of reading 

comprehension achievement scores (p <0.01). When other variables are held constant, a one-unit 

increase in reading comprehension success increases written expression performance by 0.55 units. 

The reading comprehension achievement score is the most important predictor of written expression 

achievement score (Pratt index = 0.69). 

DISCUSSION, RESULTS, AND RECOMMENDATIONS 

The study investigated how the comprehension and writing skills of fifth-grade students 

predict each other. At the same time, the gender and socioeconomic level were statistically kept under 

control. The findings of the study showed that reading comprehension and writing achievement scores 

were important predictors of each other. According to the study, it was determined that the students 

with high writing scores had higher reading comprehension scores and the students with high reading 

scores had higher writing scores. It is not possible to separate and measure the elements based on 

language skills. If an individual has a high level of ability in language learning, s/he will be successful 

in all aspects of language (Hughes, 1990). Many findings show significant and strong relationships 

between reading and writing skills (e.g., Fitzgerald & Shanahan, 2010; Juriati et al.,2018). 

Furthermore, some studies examined whether reading has an influence on writing or whether there are 

bidirectional influences between them (e.g., Abbott et al., 2010; Shanahan & Lomax, 1988).  

The findings of this study indicated that some common and similar characteristics are 

involved in the development of reading and writing skills. When looking from a theoretical 

perspective, both reading and writing use the same cognitive, linguistic, and discourse resources to 

some extent. The models for reading and writing have the same constituent components playing a role 

in the cognitive processes of reading and writing (Schoonen, 2019). Fitzgerald (1992) stated that there 

are four different types of information that an individual must use when reading and writing. These are 

metaknowledge, domain knowledge about substance and content, knowledge about universal text 

attributes, and procedural knowledge and skill to negotiate reading and writing. During reading and 

writing, individuals are known to reconstruct or compose a series of messages by activating very 

different processes (such as creating schemes, predicting, constructing meanings, or using strategies to 

obtain information, etc.). Thus, individuals actively use their previous knowledge in their minds 

during reading and writing (Shanahan, 1984).The development of one skill naturally supports the other 

skill due to the activation of a series of similar and common cognitive processes and structures. The 

relevant research findings support the idea that transfer of information is used during writing or 

readingand that these two skills have common cognitive processes. 

The meaningful and strong relationship between reading and writing skills can also be 

explained by the presence of other variables that mediate this relationship (Shanahan, 1984). For 

example, individuals' reading skills are supported by vocabulary (Stæhr, 2008). In other words, limited 

word knowledge causes individuals to have inadequate reading skills (Beck et al. 1982). In this 

respect, vocabulary is one of the best-known predictors of reading skill (Beck & McKeown, 1991). 

The development of an individual's reading comprehension skills enriches his/her vocabulary. This 

also affects the individual's writing skills and allows him to write better and more effectively. In 

addition, it was seen that students' word recognition skills improved with writing activities (Santa & 

Hoien, 1999) and that word merging activities during writing supported reading skills (Straw, & 

Schreiner, 1982).It is known that individuals with advanced writing skills have a rich vocabulary 

(Sever, 2004).  
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According to the findings of the research, when the mutual effects of reading and writing 

skills are taken into consideration, it may be suggested that a common teaching program is developed 

and used that enables the development of these two skills together instead of waiting for the 

development of reading skills. In Turkey, the time allocated for Turkish classes is six hours per week. 

Teachers allocate this workload as follows:two hours for readings; two hours for writing and two 

hours for language and expression.These interrelated structures are discussed separately in the 

classroom. In the classroom, in particular, teachers might engage in activities for common thinking 

processes (e.g., phonemic segmentation) for the development of these two skills, rather than focusing 

on reading and writing skills separately. Students can read aloud or play rhythmic games. 

By reducing the number of reading texts in Turkish textbooks and increasing their quality, 

students can be given writing exercises based on the subjects of the texts. In this way, students' reading 

comprehension and writing skills can be improved. Developing reading comprehension and writing 

skills is highly relevant to providing regular and accurate feedback to students. It would be appropriate 

for teachers to use scoring that requires the use of a multi-grade scoring key, and to give feedback to 

students at different levels of response, considering their level of learning. 

Research shows that wealth of vocabulary contributes positively to the development of both 

reading and writing skills. Plans should be made for the development of vocabulary in children from 

an early age. Reading texts should be selected to include new words that will improve students' 

vocabulary. Teachers should be able to emphasize new words in lessons and enable students to 

associate them with various case studies. 

Study Limitations 

Some limitations of this study should be considered when interpreting the findings. First, the 

data set is cross-sectional. Since this study is not an experimental model, it is not correct to talk about 

the causal effect of the relationships between reading and writing skills. However, some possible 

variables were statistically controlled. These two skills can be measured in more detail with variables 

not covered in this studyusing a multiple reading (i.e., word recognition, sentence comprehension, 

passage comprehension) and writing measures (i.e. Syntactic complexity and qualitative and 

quantitative measures of spelling and organization) approach. Parental education levels were 

statistically checked as an indicator of students' socioeconomic levels. In other studies, it is important 

to use more representative and detailed indicators for the socioeconomic level to demonstrate the 

validity of the relationship between the two skills. In addition, when examining the relationship 

between these two variables, researchers should consider common moderate variables such as IQ or 

verbal ability. 
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