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Oz

Giris: Modern diinyada bilgiye hizla ulasabiliyoruz. Bu nedenle akici okuma ve anlama becerilerinin es zamanli
olarak gelistirilmesi olduk¢a 6nemlidir. Akict okumay1 gelistirmek igin kullanilan teknikler iki gruba ayrilabilir:
beceriye dayali ve performansa dayali. Okuma Oncesinde, sirasinda ve sonrasinda kullanilan miidahale
tekniklerinin de okudugunu anlama becerilerini gelistirdigi bildirilmektedir. Bu ¢alisma, zihinsel engelli bir
6grencinin okuma akiciligin1 ve anlama becerilerini gelistirmede beceri ve performansa dayali akici okuma
tekniklerini okuma sirasinda ve sonrasinda kullanilan okudugunu anlama teknikleriyle birlestiren bir dizi
miidahalenin etkililigini belirlemeyi amaclamistir. Bu calismanin 6zgiinliigii, zihinsel engelli bir ¢ocuga
odaklanmasi ve akict okuma ile okudugunu anlama tekniklerini birlestirmesidir.

Yontem: Bu vaka ¢aligmada, Tiirkiye’de bir ortaokulun altinci sinifinda 6grenim goren ve 6zel egitim sinifinda
egitim alan hafif diizeyde zihinsel engeli olan 13 yasinda bir erkek dgrenci yer aldi. Miidahale serisi on oturumda
uygulandi.

Bulgular: Yapilan miidahaleler sonucunda baslama diizeyine gore yanlis okunan kelime sayisinda azalma, dogru
okunan kelime sayisinda ve okudugunu anlama diizeyinde artis goriilmistiir. Ogrenci uygulama sirasinda ve
sonraki haftalarda kazanimlarimi stirdiirmiistiir.

Tartisma: Sonug olarak, zihinsel engelli bir 6grenciye yonelik gelistirilen miidahale paketi, 6grencinin akici
okuma ve okudugunu anlama becerilerini gelistirmede ve sirdirmede etkili olmustur. Sonuglarin
genellenebilirligini test etmek i¢in ileride daha biiyiik 6rneklemlerle yapilacak ¢alismalara ihtiyag vardir.

Anahtar sozciikler: Okudugunu anlama, akict okuma, okumaya miidahale, vaka caligmasi, zihinsel engellilik,
miidahale paketi.

Anf icin: Giiler-Biilbiil, O. (2024). Zihinsel engelli bir 6grencide okudugunu anlama ve akiciligin gelistirilmesi:
Bir vaka ¢alismasi. Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi, Erken Gériiniim.
https://doi.org/10.21565/0zelegitimdergisi.1431052

1Sorumlu Yazar: Dr. Ogr. Uyesi, Bagkent Universitesi, E-posta: ogbulbul@baskent.edu.tr, https://orcid.org/0000-0003-1859-
1585
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Giris

Modern diinyada metinleri akici ve anlayarak okumak giderek daha 6nemli hale geldi. Bu baglamda akici

okuma ve okudugunu anlama becerileri yasamin her alaninda ve akademik basariya ulagmada dnemli olmaktadir.

akici okuma (AO) ile okudugunu anlama (OA) becerileri arasinda karsilikli bir iligki vardir (Allinder vd., 2001;

Klauda & Guthrie, 2008). Ogrenciler yazili sembolleri ¢oziimlemeyi 6grendikten sonra, bir metni akic1 okuduklar:

icin anlayabilirler veya metni anladiklari igin akici bir sekilde okuyabilirler. Bu ¢alismada AO ve OA ile ilgili

kanita dayali teknikler ele alinmis, ardindan zihinsel engelli (ZE) bir 6grencide bu becerileri gelistirmeyi
amagclayan bir literatiir taramas1 yapilmistir.

Akic1 Okuma

AO, bir metnin anlamay1 saglayacak hiz ve dogrulukta okunmasini ifade etmektedir (Kuhn & Stahl,
2003). Seslere veya hecelere takilmadan metinleri otomatik olarak analiz eden bireyler akici bir sekilde okurlar
(Clark, 1995). AO, bir dakikada okunan dogru kelime sayisina bakilarak dl¢iiliir (Hintze vd., 1998).

Literatiirde okuma akiciligini gelistirmek icin tekrarli okuma, ciimle okuma, okuyucu tiyatrosu, koro
okuma, elektronik kitaplarla etkilesimli okuma gibi bir¢ok teknigin kullanildig1 goriilmektedir (Heilman vd.,
2002). Eckert (2000), okuma gii¢liigii yasayan dgrencilerin performans veya beceri sorunlari yagamalart nedeniyle
akic1 okumalarinin etkilendigini belirtmektedir. Bu nedenle AO’yu gelistirmek i¢in kullanilan kanita dayali
teknikler beceriye dayali ve performansa dayali olmak iizere iki grupta siniflandirilir. Ancak bir 6grenci igin etkili
olan teknik, bir baska 6grenci igin etkili olmayabilir. Ayrica AO gii¢liigii ceken bir 6grenci hem beceri hem de
performansla ilgili sorunlar yasayabilir. Yavas okuyan ve kelimeleri yanlis okuyan ¢ocuklarda AO’yu artirmak
icin beceri ve performansa dayali teknikler birlestirilebilir (Chafouleas vd., 2004; VanAuken vd., 2002). ZE
ogrencilerle yapilan AO calismalarinda da benzer bulgular rapor edilmistir (Giiler, 2011).

Beceriye Dayali Teknikler

Bu teknikler AO sorunlar1 okuma becerilerinden kaynaklandiginda 6grencilere akici okumayi dgretmek
icin gelistirilmigtir (Eckert vd., 2002). Eckert ve digerlerine (2002) gore bu teknikler sunlari igerir; 6n
dinleme/model okuma: metni okumadan 6nce canli veya cansiz bir modelden dinlemeye dayanmaktadir. Bu
model, metni 6grenciye ses kaydindan dinlettirmek ya da 6gretmenden dinlemek olabilir. Tekrarlanan okuma:
Ayni metni birden ¢ok kez okuyarak AO’yu gelistirmeyi amaglamaktadir. Hata diizeltme: Yanlis okunan veya
yanlis telaffuz edilen kelimelerin diizeltilmesine dayanmaktadir.

Performansa Dayali Teknikler

Bu teknikler, motivasyon sorunlarindan kaynaklanan AO problemlerinde okuma akiciligini artirmak igin
motivasyonu gelistirmeyi amaglamaktadir (Daly vd., 2005). Beceri ile ilgili sorunlari olan ¢ocuklar “Yapilacak is
ne?” sorusuna yanit ararlarken; performansla ilgili sorunlari olan ¢ocuklar bir ig veya gorevden ne beklendigini
kavrarlar ve “Bu isi nasil yapacagim?” sorusuna cevap ararlar. (Lentz, 1988). Eckert ve digerlerine (2000) gore,
performansa dayali teknikler sunlari igerir:

1. Hedef belirleme: Her oturumdan sonra 6grencinin akicilik diizeyini artirmak i¢in hedefler belirlemeyi
icerir. Bu hedefler dogru okunan kelime sayisinin arttirilmasi ve/veya yanlis okunan kelime sayisinin
azaltilmasina yonelik olabilir.

2. Odiillendirme: Ogrenci iizerinde etkili olacak &diil ve pekistiregler belirlenir ve énceden belirlenen bu
odiillerle dgrencinin okuma etkinligi sonundaki performansi pekistirilir. Odiillendirme teknigi, hedef
belirleme teknigi ile birlestirilerek daha etkili bir sekilde kullanilabilir.

3. Geri bildirim verme: Ogrenciye okuma performansinin diismesi 6nlemek (6r. hatali okunan kelimeler)
veya artmasina yardimci olmak igin gorsel araglarla geri bildirimde bulunulmasidir. Bu gorsel geri
bildirim, katilimi tesvik etmek amaciyla dogru veya yanlis okuduklar1 kelime say1sinin isaretlenebildigi,
rakamlarla desenlenmis bir siitun grafigi seklinde olabilir.

Bu literatiir agisindan bir akici okuma tekniginin hangi kategoride oldugu 6grencinin sorununun kaynagi
(beceri mi? performans m? yoksa her ikisi mi?) belirlendikten sonra tespit edilebilir. Ornegin; Heilman ve
digerleri (2002) de bahsedilen tekniklerden Ciimle Okuma’nin beceri temelli tekniklere 6rnek oldugu, Okuyucu
Tiyatrosu’nun ise performansa dayali tekniklere 6rnek oldugu sdylenebilir. Koro okuma ve elektronik kitaplarla
etkilesimli okuma ise kullanim amaglarma gore her iki kategoriye de Ornektir. Ancak miidahale teknikleri
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secilirken bu arastirmada oldugu gibi tek bir dgrenciyle veya grupla calisilacaksa uygulama kosullarina uygun
olmasi ve en 6nemlisi kanita dayali olmasi 6nemlidir.

Okudugunu Anlama

Okumanin nihai amaci yazili metinleri anlamaktir (Cain & Oakhill, 2008; Toste vd., 2020; Vaughn &
Klinger, 2004). OA becerilerinin 6gretiminde kullanilan teknikler ii¢ gruba ayrilir: Okuma dncesinde, sirasinda ve
sonrasinda kullanilan teknikler (Vaughn & Klingner, 2004):

1. Okuma oncesi teknikler; varsa bagligin veya gorselin tartisilmasini, metnin yapisinin dgretilmesini,
okumaya yonelik bir amag¢ olusturulmasini ve okumaya motive edilmesini igerir.

2. Okuma sirasinda uygulanan teknikler; metni boéliimler halinde okuyup anlatmayi, okunan boéliimleri
Ozetlemeyi, not almay1, okuma sirasinda semalart doldurmay1 ve metnin okunmamis kisimlarini tahmin
etmeyi igermektedir.

3. Okuma sonrasi teknikler; metni tartigmayi, ayritili bir sekilde anlatmayi veya 6zetlemeyi, yapilan
tahminleri veya doldurulan semalar1 gézden gegirmeyi ve bunlari okuma sonrasinda olusturulan semalarla
karsilagtirmay igerir.

Okuma oncesinde, sirasinda ve sonrasinda uygulanan teknikler ayri ayri ya da bir arada kullanilabilir.
Zihinsel engelli 6grencilerde en etkili OA tekniklerini belirlemek i¢in yapilan bir kisa deneysel analiz sonucuna
gore, okuma sirasinda (metni boliim boliim okuma, anlatma ve sonraki boliimii tahmin etme) ile okuma sonrasinda
(6ykiintin bolimleriyle ilgili sorular sorarak metni tartisma) tekniklerin birlestirilmesiyle olusturulan miidahale
paketinin en etkili sagaltim oldugu belirlenmistir (Giiler & Giizel-Ozmen, 2010). Stevens ve digerleri (2017),
O6grenme gligliigii olan 6grencilerin AO’sunu iyilestirmeyi amaglayan miidahalelerin ayni1 zamanda OA becerilerini
de gelistirdigi sonucuna varmistir. Cates ve digerleri (2006), okuma gii¢liigii olan d6grencilerde AO’yu gelistiren
tekniklerin ayn1 zamanda OA becerilerini de gelistirdigini belirlemistir.

Bu calismalar, cesitli standart testlere gore normal gelisim gosteren ancak okuma konusunda
akranlarindan daha geride olan, 6grenme veya okuma giicliigli ¢ceken cocuklara odaklanmistir. Ancak 6zel
gereksinimli ¢ocuklar arasinda oldukga yaygin bir grup olan zihinsel engelli cocuklara yonelik ¢aligmalar eksiktir.
Bu nedenle bu ¢alismada zihinsel engelli bir ¢ocuga odaklanilmistir.

Zihinsel Engelli Ogrencilerin Okudugunu Anlama ve Akicihginin Gelistirilmesi

Literatiir incelendiginde, zihinsel engelli 6grencilerin AO ve OA becerilerini gelistirmeye yonelik
¢aligmalarin sinirli oldugu goriilmektedir. Browder ve digerleri (2006), zihinsel engelli gocuklarin okuma
becerilerine iliskin ¢aligmalarin ¢ogunlukla 6grenme, ¢oziimleme ve okuma analizine odaklanirken az sayida
¢aligmanin OA ve akicihiga odaklandigi sonucuna varmigtir. Yapilan ilk ¢alismalardan biri olan Samuels (1979)
tarafindan, tekrarli okuma tekniklerinin zihinsel engelli 6grencilerin AO ve OA becerilerini gelistirdigini ortaya
koymustur. Allor ve digerleri (2014), bireysellestirilmis kiigiik grup egitimi alan zihinsel engelli 6grencilerin
akicilik ve OA becerilerinin, ders kitaplarina dayali miifredat temelli geleneksel egitim alan dgrencilere gore dort
yilin sonunda 6nemli 6l¢iide gelistigini belirlemistir.

Zihinsel engelli dgrencilerin AO ve OA becerilerini gelistirmeye yonelik yapilan galismalar, en etkili
miidahaleyi islevsel olarak analiz eden kisa deneysel analizleri (KDA) icermektedir. Giiler ve Ozmen (2010)
okuma Oncesi, sirasi ve okuma sonrasit OA tekniklerini arastirmak i¢in KDA’y1 kullanmiglar ve okuma sirast ile
okuma sonrasini birlestirdikleri kosulun en etkili teknik oldugunu belirlemislerdir. Benzer sekilde Sanir ve ark.
(2020) AO”yu gelistirmeyi amaglayan beceri ve performansa dayali miidahale tekniklerinin ZE’li 6grenciler
iizerindeki etkisini incelemek i¢in BEA ve genisletilmis analizden yararlanmislardir. AO becerilerini gelistiren
miidahalelerin ayn1 diizeyde olmasa da {i¢ 6grenciden ikisinde OA becerilerini de gelistirdigini ve birden fazla
miidahale teknigini birlestirmenin hem AO hem de OA’y1 gelistirmede tek bir miidahale teknigi kullanmaktan
daha etkili oldugunu belirlemislerdir. Benzer sekilde Lewis (2013) ortaokula devam eden zihinsel engelli bir
Ogrenci tizerinde beceri ve performansa dayali miidahale tekniklerinin ayr1 ve birlesik etkilerini KDA y6ntemini
kullanarak arastirmistir. Aragtirmada beceri ve performansa dayali tekniklerin birlestirilmesiyle sunulan miidahale
paketinin etkili oldugu tespit edilmistir.

Deneysel ¢alismalar, ZE 06grencilerde miidahaleci tekniklerin veya strateji 0gretiminin etkililigini
belirlemeyi amaglamistir. Giiler (2011), gesitli performans ve beceri temelli teknikleri birlestiren miidahale
paketinin, hafif ZE 6grencilerde AO’yu gelistirme ve siirdiirmede etkili oldugunu belirlemistir. Hua ve digerleri
(2012), lise sonrasi zihinsel engelli otizmli 6grencilerin Yeniden Oku-Uyarla ve Cevapla-Anla stratejisinin, AO
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ve OA becerilerini birlestirerek gelistirmede ve bu becerilerini farkli metinlere genellemelerinde etkili oldugunu
belirlemislerdir. Vural (2019), performansa dayali teknikler ile OA stratejilerini birlestiren akran destekli hedef
yonlendirimli birlestirilmis okuma stratejisinin (AD-HY-BOS), zihinsel engelli {i¢ dgrenci ve diisiik okuma
seviyelerine sahip yedi 6grenci tizerinde AO ve OA becerilerini gelistirmede etkili oldugunu belirlemistir.

Her ne kadar arastirmalar OA ve AO’yu iyilestirmeyi amaglayan birlestirilmis teknikleri 6nerse de
¢ogunlukla bu beceriler ayr1 ayri ele alinmistir. Her iki beceriyi de gelistirmeyi amaglayan ¢aligmalar bunu strateji
O0gretimi yoluyla yapmaktadir. Daha 6nce denenmemis olarak bu ¢aligmada, beceri ve performansa dayali AO
teknikleri ile okuma sirasinda ve sonrasinda uygulanan OA tekniklerini birlestiren miidahale paketinin zihinsel
engelli bir 6grencinin AO ve OA becerilerini gelistirmede etkili olup olmayacaginin belirlenmesi amaglanmaistir.

Yontem

Aragtirmaci, Baskent Universitesi Sosyal ve Beseri Bilimler Bilimsel Arastirma ve Yaym Etigi
Kurulundan etik izin almistir (Tarih: 24.11.2022, Say1: 17162298.600-266). Bu arastirma, aragtirmaci tarafindan
gelistirilen miidahale paketinin ZE bir 6grencinin AO ve OA becerilerini geligtirmedeki etkililigini belirlemeyi
amagclayan bir vaka ¢alismasidir (Hamilton & Corbett-Whittier, 2013). Vaka ¢alismasi, tek bir kisi, grup veya olay
olabilen belirli bir durumun derinlemesine ve ayrintili bir sekilde incelenmesidir (Harry vd., 2007).

Katilimci ve Ortam

Aragtirmanin katilimeisi, kaynastirma egitimine devam eden bir ortaokulun altiner sinifinda 6zel egitim
alan, 13 yasinda hafif diizeyde zihinsel engelli bir erkek 6grencidir. Ogrenci, Rehberlik ve Arastirma Merkezi’nin
(RAM) karariyla Ankara’nin Cankaya ilgesinde, ¢ogunlukla orta gelirli ailelerin yasadigi bir mahallede, evinin
yakinindaki bir devlet okulunun &zel egitim sinifina yerlestirilmistir. Ogrenci, 6zel bir 6zel egitim ve
rehabilitasyon merkezinde haftada iki giin, giinde iki saat destek egitimi almaktadir. Sinif 6gretmeni, arastirmanin
yapildigr donemde Ogrenci icin Ugiincli simif Tiirkge ders kitabinin uygun oldugunu, &grencisinin okuma
konusunda isteksiz ve yavas oldugunu, metinlerle ilgili kendisine sorulan sorulara genellikle dogru ve tam cevap
veremedigini belirtmistir. Arastirmaya baglamadan 6nce &grencinin ailesinden, 6gretmeninden ve kurumundan
resmi izin almmistir. Daha sonra arastirmaci 6grenciye “Okuma yetenegini gelistirmek igin seninle bir siire
caligmak isterim. Sen de istiyor musun?” sorusuna dgrenciden “Evet, isterim.” yanit1 aldiktan sonra ¢alismaya
baglamistir.

Birebir ¢alismanin gerekli oldugu durumlarda kaynastirma 6grencilerine destek egitim verecek ayr1 bir
oda bulunmadigindan tiim 6gretim ve degerlendirme oturumlari okul miidiirii odasinda gergeklestirilmistir.
Oturumlar sekiz kisilik toplantt masasinda yapilmistir. Uygulamalar pazartesi, ¢arsamba ve cuma giinleri ve
Ogrencinin siif Ggretmeninin istegine gore sabah ikinci veya Uglincli ders saatlerinde gergeklestirilmistir.
Miidahale oturumlar1 ortalama 50 dakika, degerlendirme ve yoklama oturumlari ise ortalama 15 dakika siirmiistiir.
Ogrencinin hasta oldugu giinlerde ders yapilmamistir. Calisma iki ayda tamamlanmistir. Calisma &ncesinde
O0grenciye arastirmacinin video kamerast ve akilli telefonunun kronometre 6zelligi gosterilmistir. Uygulama
sirasinda kullanilmak {izere gesitli 6gretim materyalleri hazirlanmustir.

Veri Toplama Araclar
Metinler

Smif 6gretmeninden alinan bilgiler dogrultusunda ¢aligmada kullanilmak iizere 6grenci ve 6gretmeninin
smifta kullanmadig1 hikayeler secilmistir. Buna gore okuma metni olarak 2007-2008 egitim-6gretim yilinda ¢esitli
yaymevleri tarafindan yayimlanan iiclincii simif Tiirkge ders kitaplarinda yer alan, Giiler (2008) tarafindan
diizenlenmis en az 221, en fazla 367 ve ortalama 279.6 kelimeden olusan hikayeler se¢ilmistir (Ardanug vd., 2007,
Demir vd., 2007; Karafilik vd., 2007). Calismada li¢ii baslama diizeyinde, on tanesi miidahale sirasinda, gl
miidahale sonrasinda ve iki tanesi izleme oturumlarinda olmak tizere toplam on sekiz metin kullanilmustir.

Okudugunu Anlama Sorular

Okudugunu anlamay1 degerlendirmek amaciyla, Stein ve Glenn (1979) ile Mandler ve Johnson’n (1977)
oykii 6gelerini puanlamak amaciyla Giiler’den (2008) her metin i¢in on adet agik uglu OA sorusu kullanildi. Bu
sorular temel olarak su unsurlari icermekteydi: Ana karakter (Kahraman)/karakterler kim/ler?, Oykii nerede
geciyor? Oykii ne zaman gegiyor? Oykiideki problem nedir? Ana karakter/ler ¢dziim icin ne yapiyor?, Ana
karakterin ¢oziim girisimleri sonucunda ne olur (her bir girisim ve girisimin sonucu tek tek sorulur)? Oykiiniin
sonuglarina ana karakterin tepkisi nedir? Her sorunun cevabi1 metin i¢inde bulunmaktadir.
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Okudugunu Anlama Cizelgesi

Ogrencinin OA sorularina cevaplarini isaretlemesi i¢in sempatik cizgi film karakterlerinin resimlerini
iceren merdiven seklinde siitun grafikleri hazirlandi. Ek A’da bir 6rek gosterilmektedir.

Dogru Okunan Kelime Sayist Cizelgesi

Ogrencinin her okumadan sonra bir dakika icinde dogru okudugu kelime sayisin1 isaretlemesi i¢in roket
seklinde siitun ¢izelgeleri olusturuldu. Ek B’de bir 6rnek gosterilmektedir.

Yanlis Okunan Kelime Sayist Cizelgesi

Ogrencinin her okumadan sonra bir dakika icinde yanlis okudugu kelime sayismi isaretlemesi i¢in
sempatik ¢izgi film karakterlerinin resimlerini igeren merdiven seklinde siitun grafikleri hazirlanmigtir. Ek C’de
bir 6rnek gosterilmektedir.

Odiiller

Ogrencinin hedeflenen okuma performansina (OA veya AO’da) ulasmasi durumunda verilmek iizere,
stif 6gretmeni ve 6grenciden alinan geri bildirimler dogrultusunda gesitli yiyecek ve etkinliklerden olusan ddiiller
hazirlanmistir. Ogrenci hedefe ulastiginda Ek D’de listelenen ddiillerden herhangi birini segmesine izin verilmistir.

Bagimh ve Bagimsiz Degiskenler

Bagimli degisken olarak &grencinin AO ve OA performans diizeyleri, bagimsiz degisken ise okuma
sirasinda ve sonrasinda uygulanan OA tekniklerinin beceri ve performansa dayali AO teknikleriyle
birlestirilmesiyle gelistirilen miidahale paketidir.

Miidahale Paketinin Gelistirilmesi

Miidahale paketi gelistirilirken OA’y1 arttirmayi amaglayan teknikler arasinda daha once yapilan
calismalarda zihinsel engelli ¢ocuklarda etkili oldugu belirlenen metnin boliim boliim ve bastan sona anlatilmasina
yer verildi. Sinif dgretmeni, 6grencinin okumayi 6grendigi donemden itibaren motivasyon sorunu yasadigini ve
okumasinin yavas ilerledigini belirttiginden dolay1 beceri ve performansa dayali miidahale tekniklerinin birlikte
kullanilmasinin 6grenci acisindan daha etkili olacagi varsayilmistir. Teknikler aragtirmaci tarafindan birbiriyle
uyumlu olacak sekilde harmanlanmistir. Buna gére AO ve OA becerilerini gelistirmesini saglamak amaciyla beceri
temelli tekniklerden model okuma, tekrarli okuma ve hata diizeltme ile performansa dayali tekniklerden hedef
belirleme, grafiksel geri bildirim ve ddiillendirme tekniklerini birlestiren bir miidahale paketi gelistirilmistir.

Paket gelistirildikten sonra calismanin basindan sonuna kadar Ogrencinin olasi tepkilerine gore
yapilacaklarin metin halinde belirtildigi uygulama plan: hazirlandi. Daha sonra ¢aligmanin uygulanmasi sirasinda
aragtirmaciya yol gostermek ve i¢ gecerligi saglamak amaciyla akis planlarindan olusan bir kontrol listesi
hazirlanmastir.

Deney Siireci

Deney siireci dort agsamay1 igermektedir: baslama diizeyi, miidahale, miidahale sonrasi ve izleme. Bu
¢alismanin tiim deney asamalarinda 6grencinin elde ettigi performans verileri, her oturumun sonunda arastirmaci
tarafindan kayit altina alinmistir. Kayitlar yalnizca gozlemcilerle paylasiimistir.

Baslama Diizeyi Asamasi

Baslama diizeyi asamasi, 6grencinin miidahale dncesi AO ve OA seviyelerinin belirlenmesine ve bunlarin
miidahale sonrasi seviyelerle karsilastirilmasina hizmet etmistir. Bu agsamada kullanilan materyaller; metinler, her
metin i¢in hazirlanan on adet OA sorusu, kronometre ve video kameradan olugsmaktadir. Arastirmact d6grenciye
“Bugiin seninle okuma caligmasi1 yapacagiz. Caligma sirasinda yaptiklarimizi video kamerayla ¢ekecegim ve
kronometre kullanacagim” diyerek video kamera ve akilli telefon kronometresini gdstermistir. Daha sonra
kendisine 6grenciye “Alistirmamiz sirasinda senden bu 6ykiiyii yliksek sesle okumani isteyecegim ve sen dykiiyi
okurken ben de kendi metnimden okuduklarini takip edecegim. Daha sonra sana bu dykiiyle ilgili sorular sorup
cevaplarini kaydedecegim” denilmis ve ilgili materyaller gosterilmistir. Daha sonra ilgili materyaller ters
cevrilerek &grencinin goriis alanindan uzaklastirilmigtir. Ogrenciye “Hazirsan baslayalim” denilmis ve “Ben
hazirim” seklinde onay1 alinmustir. Ogrenciye dykii verilmis ve “Bu metni en iyi okumanla oku” denilmis ve
ogrenci ilk kelimeyi okumaya baslayinca kronometre ¢alistirilmistir. Aragtirmaci 6grencinin okudugu metni kendi
kopyasindan takip etmistir. Ogrencinin bir dakika bitiminde son okudugu yer metinde isaretlenmis ve dgrenciye

Giiler-Biilbiil ERKEN GORUNUM



ZIHINSEL ENGELLI BIR OGRENCIDE OKUDUGUNU ANLAMA VE AKICILIGIN GELISTIRILMESI: BIR VAKA CALISMASI g

metni okumaya devam etmesi sGylenmistir. Daha sonra bir dakika i¢inde okunan dogru ve yanlis kelimeler
sayilarak tarih ve saatle birlikte arastirmacinin metin kopyasina not edilmistir. Ogrenci metnin tamamini okumay1
bitirdiginde arastirmaci “Senden okumani istedigimde metni okudugun igin tesekkiir ederim. Simdi sana bu
metinle ilgili sorular soracagim. Hazirsan ilk soruyu soracagim.” demistir. Ogrencinin onay1 {izerine arastirmaci
ilk soruyu sormus ve &grencinin cevabi gizelgeye kaydedilmistir. Dogru cevap igin kare isareti, yanlis cevap igin
ise iicgen isareti kullamlmistir. Ogrenciye cevabinin dogru olup olmadigi konusunda herhangi bir ipucu
verilmemistir. Tiim sorular bu sekilde sorulmus ve isaretlenmeye devam edilmistir. Baglama diizeyi asamas, ilgili
verilerin tekrarlanabilir oldugu kabul edilene kadar en az ii¢ oturum boyunca siirdiirilmistiir.

Miidahale Asamast

Bu asamada aragtirmaci Ogrenciye calismayr anlatti: “Bugiin seninle okuma galismasi yapacagiz.
Kullanacagimiz metinler bunlar”. Aragtirmaci daha sonra metinleri 6grenciye gostererek “Bu metin senin, bu da
benim kopyam” demistir. Daha sonra 6grenciye diger materyalleri tanitmistir: “Bu ¢izelgeye bak, bir dakika i¢inde
dogru okudugun kelime sayisini buraya isaretleyecegiz. Sen metni okuduktan sonra bu roketlerin iizerindeki
sayilari isaretleyecegiz. Bakalim roketimizi uzaya firlatabilecek miyiz? Materyaller 6grencinin incelemesine izin
verildikten sonra Ogrencinin goriis alanindan kaldirilmistir. Arastirmaci daha sonra Ogrenciye “Hazirsan
baslayalim” diyerek onayini almistir. “Once metni okuyacagim, sen de beni kendi metninden takip edebilirsin”.
“Daha sonra metni sen okuyacaksin”. Arastirmaci metni bir kez yliksek sesle okumustur (model okuma). Okumay1
bitirdikten sonra 6grenciye: “Simdi sira sende. Bu metni en iyi okumanla oku” yonergesini vermistir. Daha sonra
ogrenci ilk kelimeyi okumaya bagladiginda kronometresini ¢alistirmis ve 6grencinin okumasini kendi kopyasindan
takip etmistir. Yanlig okunan kelimeleri ve bir dakika geldigi yeri kirmizi kalemle kendi kopyasina isaretlemistir.
Ogrenci okumay bitirdiginde tesekkiir etmis, 6grencinin niishasinda yanls okudugu kelimeleri isaret etmis ve “Bu
kelimeyi birlikte tekrar okuyalim” demistir. Ben okurken beni dinle, sonra sen de oku”. Yanlis okunan kelimeyi
once kendisi okumus, ardindan “Simdi sen oku” (hata diizeltme) diyerek 6grenciye ii¢c kez okutmustur. Sonra,
“Bak, ... (says1) kelimeyi bir dakika icinde dogru okudun. Bunu grafigimizde isaretleyelim” demistir. Ogrenciden
bir dakikada okudugu dogru kelime sayisini1 roket grafigi iizerinde boya kalemleriyle isaretlemesini istemistir
(grafiksel geri bildirim). Daha sonra yanlis okunan kelimeler i¢in de ayni iglem tekrarlanmistir. Bu islemlerden
sonra 6grencinin okudugu dogru ve yanlis kelime sayisinin %31 belirlenerek tablo iizerinde bir ¢izgi ¢izilerek
isaretlenmistir. Sonra, “Simdi bu metni ikinci kez okuyacaksin. Bakalim dogru okudugun kelime sayisini
...(say1s1) a kadar artirabilecek misin, yanlis okudugun kelime sayisini da ...(say1s1) a kadar azaltabilecek misin?”
(hedef belirleme) denilmistir. Ogrenciye roket grafik iizerinde cizilen hedefler gosterilerek: “Bu hedeflere
ulagirsan benden 6diil alacaksin” denilmistir. Hadi bakalim bu listeden istediginiz 6dilii se¢” denilerek 6grenciden
odiil listesinden bir 6diil se¢gmesini istenmistir (6diillendirme). Daha sonra 6grenciye metni ikinci kez okutmustur
(tekrarli okuma). ikinci okumanin sonunda da ayni islemler yapilmistir. Daha sonra dgrenciye, sayet dnceden
belirlenen hedeflerin tiimiine ulagmigsa sectigi 6diil verilmistir. Ardindan 6grenciden metni tigtincli kez okumasi
istenmis ve yeni hedefler belirlenmistir: “Simdi metni {iglincii kez okumant istiyorum. Ancak bu sefer ¢ok dikkatli
okumalisin. Ciinkii baz1 béliimlerde durup okudugun kismi anlatmani isteyecegim. Metnin tamamini okumay1
bitirdiginde de senden metnin tamamini anlatmani isteyecegim” denilmistir. Bu boliimde AO hedeflerinin yam
sira OA hedefi de yer almigtir. Buna gore 6grenciye en az sekiz soruyu dogru cevaplama hedefi belirlenmistir.
Ogrenci hedeflere ulastiktan sonra almak istedigi 6diilii segmesi istenmis ve ddiilii sectikten sonra {igiincii okuma
baslamistir. Arastirmaci, ogrenciyi okurken dekor, baslatici olay, girisim ve girisimin sonucu boliimlerinin
sonunda birka¢ kez durdurmus ve Ogrenciden okudugu boliimii anlatmasini istemistir (metni boliim boliim
anlatma). Ogrenci son bsliimii okuyana kadar her boliimii okuyup anlattiktan sonra bir sonraki bdliime gegmeden
aragtirmaci dgrenciye anlattiklarini hatirlatmis ve ardindan okumaya devam etmesini istemistir. Ogrenci okumay1
bitirdiginde Oykiiyli bastan sona anlatmasi (metni bastan sona anlatma) istenmistir. Daha sonra 6grenciye RC
sorulart sorulmustur. Hem AO hem de RC hedeflerine ulagirsa sectigi 6diil kendisine verilmigtir. Miidahale
oturumu sonunda arastirmaci dgrenciye “Buglinkii ¢alismamiz bitti. Bir sonraki oturumda goriismek {tizere.
Tesekkiir ederim” demis ve oturumu sonlandirmigtir. Miidahalenin tamamlanmas: igin kriterler, birbirini izleyen
ii¢ oturumda baslangi¢ asamasina gére dogru okunan kelime sayisinda %90°lik bir artis, ortalama bir yanlig okunan
kelime ve OA sorularina en az dokuz dogru cevap verilmesi olarak belirlenmistir. Miidahale, herhangi bir ardigik
oturumda hem AO hem de OA kriterleri karsilanincaya kadar devam etmistir.

Miidahale Sonrast ve Izleme Asamalart

Miidahale sonrasi degerlendirmeler baslangic asamasindakiyle benzer sekilde yapilmustir.
Degerlendirmeler ii¢ farkli giinde gerceklestirilmistir. Bu yoklamalar, miidahale sonrasi veriler tekrarlanabilir hale
gelinceye kadar (en az ii¢ oturum) tekrarlanmustir. izleme oturumlari miidahale verilerinin toplanmasinin
tamamlanmasindan bir ve ii¢ hafta sonra gergeklestirilmistir. izleme oturumlari, baslama diizeyi ve miidahale
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sonras1 agamalardaki degerlendirme oturumlariyla ayn1 sekilde yiirtitiilmiistiir.
Veri Toplama ve Analizi

Toplanan veriler 6ncelikle ¢izgi grafiklere aktarilarak gorsel analiz yontemiyle ve daha sonra Srtiigmeyen
veri ylizdesi (PND) hesaplanarak analiz edilmistir. Miidahale paketinin etkililigi s6z konusu analizlere gore
belirlenmistir (Campbell, 2013). PND yo6ntemi, baslangi¢ ve miidahale sonras1 asamalarda elde edilen verilerin ne
kadar ortlistiigiinti hesaplamayi igerir. Campbell (2013)”e gore baslangic ve miidahale sonrasi elde edilen verilerin
ortlismeme oran1 %90 ve iizeri, %70 ile %90 arasi, %50 ile %70 aras1 ve %50 veya daha az ise, miidahale sirasiyla
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“cok etkili miidahale”, “etkili miidahale”, “siipheli miidahale” ve “etkisiz miidahale” olarak yorumlanmaktadir.
Akict Okuma Performansi

AOQ performans1 dgrencinin bir dakikada okudugu dogru kelimeler sayilarak dlciilmiistiir. Ogrencinin
telaffuz etmekte zorlandig1 veya yanlis okudugu kelimeler, 6grenci tarafindan herhangi bir yardim almadan ii¢
saniye icinde diizeltilirse dogru sayilmustir (Eckert vd., 2002). Ogrencinin AO performansini degerlendirmek igin
bir akilli telefon kronometresi kullanilmaistir.

Okudugunu Anlama Performans

Her bir tek olayl 6ykii tiirli metin i¢in hazirlanan ve metinde cevabi yer alan toplam on OA sorusuna
verilen dogru cevaplar sayilarak 6grencinin OA performansi Sl¢lilmistiir. Ogrencinin OA sorularina verdigi
cevaplar hazirlanan cevap anahtarina isaretlenmis ve degerlendirilmistir.

Giivenilirlikler

Iki tiir giivenilirlik degerlendirmesi yapilmistir. I¢ gegerliligi saglamak igin deney siirecinin
uygulanmasinin gilivenirligi ve dis gegerliligi saglamak i¢in gézlemciler arasi giivenirlik degerlendirilmistir. Tim
oturumlar (toplam 18 oturum) video kamera ile kayit altina alinmis ve her asamada yapilmasi gerekenleri i¢eren
bir kontrol listesi olusturulmustur. Giivenilirlik degerlendirmelerinde baglama diizeyi, miidahale sonrasi ve izleme
oturumlarmin tamami ve rastgele segilen dort miidahale oturumunu igeren 12 oturum (%66.66) video kamera
kayitlart ve kontrol listeleri kullanilmistir. Giivenilirlik degerlendirmelerine 6zel egitim alaninda yiiksek lisans
derecesine sahip bir 6gretim elemani goézlemci olarak katilmistir.

Deney Siireci Uygulanmasinin Giivenilirligi

Deney siirecinin planlandig: gibi yiiriitiiliip yiriitilmedigini tespit etmek amaciyla oturumlara ait video
kamera kayitlart ve kontrol listeleri gézlemciye verilmistir. Gozlemci kamera kayitlarini izlemis ve arastirmacinin
tamamladigi her uygulama adimi igin kontrol listesinin “tamamlandi” siitununa “+” isaretini koymustur.
Gozlemcinin kayitlarina gore aragtirmaci tarafindan tamamlandigi diisiiniilen adim sayisi, toplam adim sayisina
boliinlip yiiz ile carpilarak deney siirecinin Uygulanmasinin giivenirligi hesaplanmustir (Tekin-iftar, 2012).
Uygulamanin giivenilirligi %100 olarak bulunmustur.

Gozlemciler Arast Giivenilirlik

Aragtirmanin gozlemciler arasi giivenirligini belirlemek igin aragtirmaci tarafindan hazirlanan bir kontrol
listesi kullanilmigtir. Gozlemciye video kamera kayitlar1 ve kontrol listeleri verilmis ve gozlemciden kayitlart
izledikten sonra her adimi kontrol listesi izerinde isaretlemesi istenmistir. Deney siirecinin uygulama giivenilirligi,
anlasma sayisinin anlagsma ve anlasmazliklarin toplamma boéliinmesi ve bolimiin 100 ile carpilmasiyla
hesaplanmigtir (House vd., 1981). Tim deney asamalarmin gozlemciler arasi giivenilirligi %94 olarak
bulunmustur.
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Sekil 1°de &grencinin tiim asama ve oturumlardaki AO ve OA diizeyleri gosterilmektedir. Grafikteki
dikey ardigik her veri noktasi, bagimli degiskenler agisindan o oturumda kullanilan ayni1 metin iizerindeki okuma
performansini ifade etmektedir. Baglama diizeyi asamasinda dgrencinin bir dakikada dogru okudugu ortalama
kelime sayis1 31.1, yanlis okudugu ortalama kelime sayist 3.7 ve OA sorularinin ortalama dogru cevapladigi soru
say1st 10 soru iizerinden 5.6°dir. Bu veriler 6grencinin AO ve OA performanslarinin miidahale 6ncesinde zayif
oldugunu gostermektedir.

Miidahale asamasinda hem dogru okunan kelime sayisinda hem de dogru cevaplanan OA soru sayisinda
yukartya dogru bir egim gozlenirken, yanlis okunan kelime sayisinda ise agsagiya dogru bir egim gozlenmistir.
Ogrenci baz1 oturumlarda digerlerinden daha iyi performans gosterse de performans diizeyleri higbir zaman
bagslangi¢ asamasindaki diizeylerine diismemistir. Bu veriler, miidahalenin 6grencinin hem AO hem de OA
becerilerini gelistirdigini gostermektedir.
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Miidahale sonras1 asamada 6grencinin bir dakikada dogru okudugu ortalama kelime sayis1 60 olmustur;
bu, baslanma diizeyi asamasina gore 28.9 kelime daha fazla olup %93'likk bir artisa isaret etmektedir. Ayrica
Ogrencinin bir dakika i¢inde yanlis okudugu ortalama kelime sayis1 1’dir, bu da baslama diizeyi asamasina gore
2.7 kelime daha az olup %73’liik bir diisiise isaret etmektedir. Benzer sekilde, 6grencinin dogru yanitladigi OA
sorularinin ortalama sayist on sorudan 9.3’liydii; bu, baslama diizeyine gore 4.4 daha fazla dogru yanittir ve
%066’l1k bir artisa isaret etmektedir. Bu veriler miidahale paketinin 6grencinin hem AO hem de OA becerilerini
gelistirmede etkili oldugunu géstermistir.

Miidahale sonrasi oturumlarin tamamlanmasindan bir ve {i¢ hafta sonra yapilan iki izleme oturumunda
ogrenci sirastyla 58 ve 63 kelimeyi dogru, 1 ve 0 kelimeyi yanlis okumustur. Ayrica tiim OA sorularini dogru
yanitlamigtir. Her iki izleme oturumunda da 6grenci, miidahale sonrasi agamaya kiyasla hem AO hem de OA’da
daha iyi performans gostermistir. Bu veriler 6grencinin uygulama sirasinda edindigi kazanimlar1 uygulama
sonrasinda da korudugunu gostermektedir.

Miidahale, miidahale sonrasi ve izleme asamalarina iliskin {i¢ bagimsiz degiskenin her biri i¢in baglama
diizeyi asamasina gore drtiismeyen verilerin orani %100 olarak bulunmustur. Ogrenci baglama diizeyi asamasinda
sergiledigi performansi diger asamalarin higbirinde sergilememistir. Bu nedenle hem AO hem de OA becerilerini
gelistirmeyi amaglayan miidahale paketi “gok etkili” (Campbell, 2013) bulunmustur.

Tartisma

Bu caligmada, okuma sirasinda ve sonrasinda kullanilan beceri ve performansa dayali AO ve OA
tekniklerinin birlestirilmesiyle gelistirilen miidahale paketinin, ZE’li bir 6grencinin AO ve OA becerilerini
gelistirmede etkili olup olmadiginin belirlenmesi amaglanmistir. Miidahale paketi hafif diizeyde ZE olan bir
dgrenciye bireysel olarak uygulanmistir. Ogrencinin AO ve OA becerileri miidahalelerin uygulanmasindan
itibaren artmis ve calisma siiresince artmaya devam etmistir. Ogrenci, miidahale sonrasi ve izleme asamalarinda
bu iki becerideki yiikselen performansini korumustur. Bu bulgular, gelistirilen miidahale paketinin, ZE’li
ogrencinin AO ve OA becerilerinin gelistirilmesinde ve siirdiiriilmesinde etkili oldugunu gostermistir.

Ogrencilerin sergiledigi AO performanslarinin yetersiz olmas1 AO konusundaki beceri eksikliginden ve
akict okumaya yonelik motivasyon eksikliginden kaynaklantyor olabilir (Melekoglu, 2011; Sanir vd., 2020; Toste
vd., 2020). Bu faktérler cok yonlii miidahale paketleriyle ele almabilir. Ogretmenin gériisleri ve siif ortaminda
yapilan gozlemlere gore ¢alismadaki d6grencinin AO becerisi ve akict okuma motivasyonundan yoksun oldugu
anlagilmistir. Bu nedenle 6grenciye yonelik gelistirilen miidahale paketi sadece beceriye dayali teknikleri degil
ayni zamanda performans ve motivasyonu artirict teknikleri de igermektedir. Okuma performanst diisiik
ogrencilerin motivasyonlar1 hedef belirleme, ddiillendirme, geri bildirim verme gibi farkli tekniklerle artirilabilir
(Chafouleas vd., 2004; Giiler, 2011; VanAuken vd., 2002). Bu ¢alismada tiim teknikler kullanilmistir. Benzer
sekilde diger arastirmalar da zihinsel engelli 6grencilerin AO performansinin arttirilmasinda birlestirilmis
tekniklerin en etkili sonuglar1 verdigini belirtilmistir (Cevik, 2006; Giiler, 2011; Orcan, 2010). ZE'li 6grenciler
gibi okuma giicliigii ¢eken Ogrenciler akranlarma gore daha diigiikk performans gostermekte ve okuma
motivasyonlar1 daha diisiik olmaktadir (Chapman vd., 2000; Melekoglu, 2011; Ozmen & Doganay-Bilgi, 2016).
Performansa dayali tekniklerin miidahale paketine dahil edilmesinin, zihinsel engelli 6grencinin AO diizeyini
iyilestirdigi ve okuma motivasyonunu arttirdigi diisiiniilmektedir. Ogrencimiz performansini siitun gizelgeleri
iizerinde isaretlemeye istekliydi. Ogrencinin geri bildirim verme siirecine aktif katilimin1 saglayan hedeflenen
diizeylere yonelik cizelgeleri boyama, isaretleme, sempatik ¢izgi film karakteri gorsellerinin siitunlarda hareket
ettirilmesi gibi pek ¢ok faktoriin 6grencinin bu ¢aligmaya katilma motivasyonunu artirmada etkisinin oldugu
gOrilmiistiir.

AOQ ile ilgili ¢aligmalarin ¢ogu 6grenme gii¢liigii olan ¢ocuklara odaklanmistir. Bu ¢alismanin énemli
yonlerinden biri de ZE bir dgrenciye odaklanmis olmasidir. ZE ¢ocuklar bir¢ok biligsel alanda yasitlarindan
geridedir (Friend, 2018). Akranlarimin kendi baslarina &grendikleri veya kesfettikleri 6grenme becerileri
konusunda uygun rehberlige ihtiya¢ duyarlar. Bu ¢alismada kullanilan beceri temelli teknikler, ZE 6grencinin
kendi basma veya gozlem yoluyla dgrenemedigi AO becerilerini, arastirmacinin model okumasini dnceden
dinleyerek ve yanlis okudugu kelimeleri diizelterek sistematik olarak gelistirmistir.

Zihinsel engelli ¢cocuklarin OA becerilerini gelistirmeye yonelik ¢alismalar, birlestirilmis tekniklerin
etkililigine dair bazi kanitlar sunmaktadir (Giiler & Giizel-Ozmen, 2010). Boylece okuma sirasinda ve sonrasinda
uygulanan OA teknikleri bir araya getirilerek ZE 6grencinin OA becerisini gelistirmesi saglanmistir. Miidahale
paketinde yer alan OA ve AO tekniklerinin es zamanli kullanilmasi1 6grencinin OA performansinin arttirilmasinda
etkili olmustur. AO tekniklerinden model okuma ve tekrarli okuma teknikleri bilgi birimlerinin hatirlanmasinda,
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hata diizeltme teknigi ise kelimelerin dogru anlagilmasinda ve dolayli olarak metnin dogru anlagilmasinda etkili
olmustur.

AO ve OA tekniklerinin birlikte kullanilmasi, bu tekniklerin ayr1 ayr1 kullanilmasina gore her iki beceride
de daha kisa siirede gelisme saglamistir. Bu becerilerden herhangi birinde meydana gelen gelisme, diger beceride
de iyilesmeye yol agmistir. Ayrica bu calismada kullanilan tekniklerin uyumlulugu karsilikli gelismenin
saglanmasina yardimci olmustur.

Dogru okunan kelime sayisinda Sekil 1'de baglama asamasindan miidahale agamasina dogru yukariya
dogru bir egim goriilmektedir. Oturumlar ilerledik¢e 6grencinin dogru okudugu kelime sayismin artmasinda
muhtemelen birden fazla faktdr rol oynamistir. Bu faktdrlerden biri miidahale paketinde yer alan grafiksel geri
bildirim, hedef belirleme ve ddiillendirme tekniklerinin kullanilmast olabilir. Sonug olarak 6grenci, ilerlemesini
kaydedip degerlendirme, kendini ddiillendirme ve bir sonraki daha zor hedefi belirleyerek okuma siirecini yonetme
becerisini kazanmustir. Ogrencinin belirlenen hedeflere ulasma durumuna gore &diillendirilmesi onun
motivasyonunu artirmis ve adim adim ilerlemesini saglamustir. Ustelik her miidahale oturumunda farkli bir metin
iizerinde ¢alistikca okuma deneyimi giderek artnmstir. Ogrenci her uygulama oturumunda yanls okudugu
kelimeleri diizelterek ilerleme kaydetmistir. Ogrenci daha énce yanlis okudugu kelimeler, baska bir metinde tekrar
karsisina ¢iktiginda dogru okumus olabilir. Okunan metin sayis1 arttik¢a dogru okunan sozciik sayisi da kiimiilatif
olarak arttigindan, bu durum dogru okunan sézciik sayisina olumlu katki saglamis olabilir.

Miidahale paketinin etkinligi miidahaleden bir ve ii¢ hafta sonra da devam etmistir. Ogrenci, baslama
diizeyi asamasindaki performansina gore izleme asamasindaki tiim oturumlarda {istiin performans gdostermistir. Bu
bulgular, zihinsel engelli &grencilerin AO ve OA becerilerinin gelistirilmesinde birlestirilmis tekniklerin
etkililigine iliskin calismalarla tutarlilik gostermektedir (Giiler & Giizel-Ozmen, 2010; Giiler, 2011).

Bu c¢aligmanin smrhiliklar1 bulunmaktadir. Ik olarak miidahale paketi tek bir katiimci iizerinde
denenmistir. Sonuglarin genellenebilirligini test etmek icin daha biiyiik 6rneklemlerle yapilacak ileri ¢alismalara
ihtiyag vardir. ikincisi, kullanilan miidahale paketi &grencinin 6zelliklerine gore gelistirilmistir. Bu nedenle
miidahale paketinin igeriginin farkli 6zelliklere sahip Ogrencilere uygulanmasi durumunda uyarlanmasi veya
degistirilmesi gerekebilir. Ugiinciisii, miidahale paketinin uygulanmasi, dzellikle hedef belirleme, bir yetiskinin
rehberligini gerektirmektedir. Arastirmaci, Ogrencinin o andaki performansina gore yaptigi hesaplamalara
dayanarak 6grencinin ulagmasi beklenen hedefleri belirlemistir. Miidahale paketini olusturan tekniklerin tamami
strateji 6gretimi olarak planlanirsa 6grenciyi bagimsiz kilma ve beceriyi bilgilendirici metinler gibi diger becerilere
genelleme agisindan daha etkili sonuglar alinabilir. Ancak strateji 6gretimleri burada bahsedilen tekniklere gore
daha uzun zaman gerektiren uygulamalardir. Bu nedenle miidahale se¢iminde 6grenciye uygunlugunun yani sira
akademik takvim, aile veya okul yonetiminin izin verdigi ¢calisma siiresi gibi dis faktorler de dnemlidir.

Tiirkgede kelime birimlerini degistirme esnekligi bulunmaktadir (Soykan, 2012). Ayrica yazildig: gibi
telaffuz edilir. Bu agidan Avrupa dillerine gore daha kolay gibi goriinebilir. Tiirkge yazilmis metinlerin anadili
Tiirkge olan bir 6grenciyle kullanildig: bu ¢alismada kullanilan dilin 6zellikleri de dikkate alinmalidir. Dolayisiyla
bu arastirmanin farkl dillerdeki etkililigi test edilebilir.

Sonug olarak, zihinsel engelli 6grenciye yonelik gelistirilen miidahale paketinin 6grencinin AO ve OA
becerilerini gelistirmede ve silirdiirmede etkili oldugu goriilmiistiir. Bu ¢aligmada AO becerileri ile es zamanli
olarak OA becerilerinin ilgili teknikleri birlestirerek gelistirilmesini amaglayan bir miidahale paketi yer almaktadir.
Ayrica zihinsel engelli bir 6grencide AO ve OA becerilerini bir arada ele alan ilk ¢aligmalardandir. Zihinsel engelli
ogrenciler lizerinde yapilan 6nceki deneysel calismalar, zihinsel engelli 6grencilerdeki AO ve OA becerilerini ayr1
ayr1 ele aliyordu. Bu calisma, zihinsel engelli 6grencilerin okuma becerilerini artirmak isteyen akademisyenlere
ve Ogretmenlere yol gosterebilir. Son olarak o6zel gereksinimli ¢ocuklarin okuma alanindaki durumlarinm
belirlemeye dayali arastirmalar ¢dziim tiretmeye yardimer olsa da, okuma akiciligt ve okudugunu anlama
becerilerinin sinirli oldugu bilinen 6zel gereksinim gruplarina odaklanan uygulamali arasgtirmalarin daha fazla
yapilmasi 6nerilmektedir.
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Abstract

Introduction: We can quickly access information in the modern world. Therefore, it is critical to concurrently
improve reading fluency and comprehension skills. Techniques used to improve reading fluency can be categorized
into two groups: skill-and performance-based. Interventional techniques used before, during, and after reading
reportedly improve reading comprehension skills. This study aimed to determine the effectiveness of a series of
interventions that combine skill and performance-based reading fluency techniques with reading comprehension
techniques used during and after reading in improving reading fluency and comprehension skills of an
intellectually disabled student. The uniqueness of this study is that it focuses on a child with intellectual disability,
and it combines fluent reading and reading comprehension techniques.

Method: This was a case study featuring a 13 year old male student enrolled in the sixth grade of a middle school
who received interventions in a special education class for mild intellectual disability in Turkey. The intervention
series was applied in ten sessions

Findings: As a result of the interventions, there was a decrease in the number of misread words and increase in
the number of correctly read words and reading comprehension level compared to the baseline values. The student
maintained the acquisitions he gained during the intervention and in the following weeks.

Discussion: In conclusion, the intervention package developed for an intellectual disability student was effective
in improving and maintaining the student’s reading fluency and reading comprehension skills. Further studies with
larger samples are needed to test the generalizability of the results.

Keywords: Reading comprehension, reading fluency, reading intervention, case study, intellectual disability,
intervention package.
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IMPROVING READING COMPREHENSION AND FLUENCY IN AN INTELLECTUALLY DISABLED STUDENT: A CASE 2
STUDY

Introduction

In the modern world, it has become increasingly important to read texts fluently with comprehension. In
this context, reading fluency and reading comprehension skills are significant in all spheres of life and to achieve
academic success. There is a reciprocal relationship between reading fluency (RF) and reading comprehension
(RC) skills (Allinder et al., 2001; Klauda & Guthrie, 2008). After students learn to decipher the written symbols,
they may understand a text because they read it fluently or read the text fluently because they understand it. This
study addressed evidence-based techniques related to RF and RC, followed by a literature review, aimed at
improving these skills in a student with intellectually disabled (1D).

Reading Fluency

RF refers to reading a text at a speed and accuracy that ensures comprehension (Kuhn & Stahl, 2003).
Individuals who automatically analyze texts without dwelling on sounds or syllables read fluently (Clark, 1995).
RF is measured based on the number of correct words read in one minute (Hintze et al., 1998).

It is seen that many techniques such as repetitive reading, sentence reading, reader theatre, choral reading,
and interactive reading with electronic books are used to improve reading fluency in the literature (Heilman et al.,
2002). Eckert (2000), states that the reading fluency of students with reading difficulties is affected because they
experience performance or skill problems. Therefore, the evidence-based techniques used to improve RF are
categorized in two groups: skill- and performance-based. However, a technique that is effective for one student
may not be effective for another. Additionally, a student with RF difficulties may have both skill- and performance-
related problems. Skill- and performance-based techniques can be combined to increase RF of children who read
slowly and misread words (Chafouleas et al., 2004; VanAuken et al., 2002). Comparable findings were reported
in RF studies conducted with students with ID (Giiler, 2011).

Skill-Based Techniques

These techniques are developed to teach students to read fluently where RF problems arise from reading
skills (Eckert et al., 2002). According to Eckert et al. (2002) these techniques include; Pre-listening/model reading:
Based on listening to the text from a living or inanimate model before reading it. This model can be an audio
recording or the teacher. Repeated reading: Aims to improve RF by reading the same text multiple times. Error
correction: Based on correcting the misread or mispronounced words.

Performance-Based Techniques

These techniques aim to increase reading motivation to improve reading fluency in RF problems caused
by motivational problems. (Daly et al., 2005). Children with skill-related problems seek to answer the question,
“What is the job to be done?” conversely, children with performance-related problems grasp what is expected from
a job or task and seek to answer the question, “How will | do this job?” (Lentz, 1988). According to Eckert et al.
(2000), performance-based techniques include:

1. Goal-setting which involves setting goals to improve the student’s level of fluency after each session.
These goals can be aimed at increasing the number of words read correctly and/or reducing the number
of words read incorrectly.

2. Rewarding The rewards and reinforcements that would be effective on the student are determined, and
the student’s performance at the end of the reading activity is reinforced with these pre-determined
awards. The rewarding technique can be used more effectively by combining it with the goal-setting
technique.

3. Providing feedback where the student is provided feedback to prevent worsening (e.g. misspelled words)
or to improve his/her reading performance using visual means. This visual feedback can be in the form
of a column chart patterned with figures, where the number of words they read correctly or incorrectly
can be marked, to encourage participation.

In this respect, the category of the reading fluency technique can be determined after the source of the
student’s problem (skill? performance? or both?) is settled. For example, it can be said that Sentence Reading,
among the techniques mentioned in Heilman et al. (2002), is an example of the skill-based techniques, while
Reader Theater is an example of performance-based techniques, Choral Reading and Interactive Reading with
Electronic Books are examples of both categories depending on their intended use. However, when choosing
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intervention techniques, if it is to be worked with students or groups, as in this research, it is important that they
are appropriate for the application conditions and, most importantly, that they are evidence-based.

Reading Comprehension

The ultimate purpose of reading is to comprehend written texts (Cain & Oakhill, 2008; Toste et al., 2020;
Vaughn & Klinger, 2004). The techniques used in the teaching of RC skills are categorized into three groups: those
used before, during, and after reading (Vaughn & Klingner, 2004), including:

1. Pre-reading techniques involves discussing the title or visual, if available, teaching the text structure,
establishing a purpose for reading, and motivating reading.

2. Techniques applied during reading involves reading and explaining the text in parts, summarizing the
read sections, taking notes, filling in the schemas during reading, and guessing the unread parts of the
text.

3. Post-reading techniques involves discussing the text, explaining or summarizing it thoroughly, reviewing
the guesses made or schemas filled in, and comparing them with the schemas created after reading.

The techniques applied before, during, and after reading can be used separately or in combination. A brief
experimental analysis conducted to determine the RC techniques that were most effective with students with 1D
revealed that the intervention package formed by combining the techniques during (reading the text in parts,
explaining, and guessing its next part) and after reading (discussing the text by asking questions about the parts of
the story) was most effective (Giiler & Giizel-Ozmen, 2010). Stevens et al. (2017) concluded that the interventions
aimed at improving RF of students with learning disabilities also improve their RC skills. Cates et al. (2006)
demonstrated that techniques that improved RF among students with reading difficulties also improved RC skills.

These studies focused on children with learning or reading difficulties, who exhibit normal development
as per various standardized tests but are inferior to their peers in reading. However, studies on ID children, a highly
prevalent group among children with special needs, are lacking. Hence, this study focused on an ID child.

Improving Reading Comprehension and Fluency of Students with 1D

A thorough review of the literature revealed that studies on improving the RF and RC skills of students
with ID are limited. Browder et al. (2006) concluded that relevant studies on reading skills of ID children were
focused on learning, acquisition, and analysis of reading, whereas few studies addressed RC and fluency. One of
the first studies was conducted by Samuels (1979), who revealed that repeated reading techniques improved RF
and RC skills of students with ID. Allor et al. (2014) determined that fluency and RC skills of students with ID
who received individualized small group education significantly improved at the end of four years compared to
those who received curriculum-based traditional education based on textbooks.

Studies on improving RF and RC skills of students with 1D included brief experimental analyses (BEA),
which functionally analyzed the most effective intervention. Giiler and Ozmen (2010) used BEA to investigate RC
techniques pre-, during, and post-reading and determined that combining during and post-reading techniques was
most effective. Similarly, Sanir et al. (2020) used BEA and extended analysis to examine the effect of skill- and
performance-based interventional techniques aimed at improving RF on students with ID, RF and RC; they
determined that interventions that improved RF skills also improved RC skills in two of the three students, although
not at the same level, and that combining multiple interventional techniques was more effective for improving
both RF and RC compared to using a single interventional technique. Likewise, Lewis (2013) investigated the
separate and combined effects of skill and performance-based treatment techniques on a student with 1D attending
secondary school using the BEA method. In the study, it was found that the treatment package offered by
combining skill and performance-based techniques was effective.

Experimental studies aimed to determine the effectiveness of interventional techniques or strategy
instruction in students with ID. Giiler (2011) determined that the intervention package that combined various
performance- and skill-based techniques was effective in improving and maintaining RF in students with mild ID.
Hua et al. (2012) found that the reread-adapt and answer-comprehend (RAAC) strategy was effective in improving
RF and RC skills of students with ID with autism in post-secondary education, enabling them to extend their skills
to different texts, and that combining various interventional techniques produced the most effective results in
improving RF and RC skills. Vural (2019) determined that the Peer Assisted Goal-Oriented Combined Reading
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Strategy (AD-HY-BOS), which combines performance-based techniques and RC strategies, was effective in
improving RF and RC skills on three students with 1D and seven students with low reading levels.

Although researches have suggested combined techniques aimed at improving RC and RF, many of them
addressed them separately. Studies that aim to develop both skills do this through strategy teaching. Diversely,
this study explored a unique intervention package that combined pre-reading, during, and post-reading RC
techniques and skill-based and performance-based techniques aimed at increasing RF. This study which has not
been tried before aimed to determine whether the intervention package that combined skill and performance based
RF techniques and RC techniques applied during and after reading would be effective in improving the RF and
RC skills of a student with ID.

Method

The investigator obtained ethical clearance from Baskent University’s Social and Humanities Scientific
Research and Publication Ethics Committee (Date: 24.11.2022, Number: 17162298.600-266). This is a case study
aimed to determine the effectiveness of the intervention package developed by the researcher on a student with
ID’s RF and RC skills (Hamilton & Corbett-Whittier 2013). A case study is an in depth, detailed examination of
a particular case which can be a one person, group or event (Harry et al., 2007).

Participant and Setting

The research participant was a 13 year old male student with mild ID, receiving special education in the
sixth grade of a middle school who continues inclusive education program. The student was placed in the special
education classroom of a public school near his home, in a neighborhood with mostly middle-income families, in
the Cankaya district of Ankara, Turkey, upon the decision of the Guidance and Research Centre (GRC). The
student received support training in a private special education and rehabilitation center for two hours per day, two
days per week. The classroom teacher stated that he was compatible, studying the third-grade Turkish textbook at
the time of the research, reluctant and slow to read, and usually could not answer questions he was asked about
the texts accurately and completely. Before starting the study, formal permission was obtained from the student's
family, teacher, and institution. Then the researcher said to the student, 'l would like to work with you for a while
to improve your reading ability. Do you want too? “The study was started after the student answered “Yes, I would
like” to the question.

All teaching and evaluation sessions were held in the school principal’s room as there was no separate
room available for providing support education to inclusion students in situations where one-to-one work is
required. Sessions were held using an eight-person meeting table. The interventions were conducted on Mondays,
Wednesdays, and Fridays, and during the second or third class in the mornings depending on student’s classroom
teacher’s request. The interventions lasted an average of 50 minutes, and the assessment and probe sessions lasted
an average of 15 minutes. Classes were not held on the days when the student was sick. The study was completed
in two months. Prior to the study, the student was shown the researcher’s video camera and smartphone stopwatch
feature. Several teaching materials have been prepared for use during the practice.

Data Collection Tools
Texts

In line with the information received from the classroom teacher, the stories that were not used in the
classroom by the student and his teacher were chosen for use in the study. Accordingly, stories with a minimum
of 221, amaximum of 367, and an average of 279.6 words edited by Giiler (2008) included in third-grade Turkish
textbooks published 2007-2008 academic year by various publishers were chosen as the reading texts (Ardanug et
al., 2007; Demir et al., 2007; Karafilik et al., 2007). A total of eighteen texts were used: three at baseline, ten
during intervention, three at post intervention, and two during maintenance sessions.

Reading Comprehension Questions

To evaluate the reading comprehension, ten open ended RC questions were used for each text from Giiler
(2008) to score the story elements of Stein and Glenn (1979) and Mandler and Johnson (1977). These questions
basically contain the following elements: Who is/are the main character/s?, Where does the story take place? When
is the story? What is the problem in the story? What does the main character do for a solution?, What happens as
a result of the main character's attempts for a solution (each is asked one by one)? What is the main character's
reaction to the consequences of the story? The answer to each question is found in the text.
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Reading Comprehension Chart

Ladder-shaped column charts containing pictures of sympathetic cartoon characters were prepared for the
student to mark his answers for the RC questions. Appendix A shows an example.

Chart of Number of Words Read Correctly

Rocket-shaped column charts were created for the student to mark the number of words read correctly in
one minute after each reading. Appendix B shows an example.

Chart of Number of Words Read Incorrectly

Ladder-shaped column charts containing pictures of sympathetic cartoon characters were prepared for the
student to mark the number of words misread in one minute after each reading. Appendix C shows an example.

Rewards

Rewards consisting of various foods and activities were prepared, based on the feedback provided by the
classroom teacher and student, to be given to the student when he achieved the targeted reading performance (in
RC or RF). When student reached the goal, he was allowed to choose any of the rewards in Appendix D.

Dependent and Independent Variables

The dependent variables were the student’s RF and RC performance levels, whereas the independent
variable was the intervention package developed by combining RC techniques applied during and after reading
with skill- and performance-based RF techniques.

Development of the Intervention Package

Among the techniques aimed at increasing RC, explaining the text part by part and from beginning to
end, which were determined to be effective in ID children in previous studies, were included. The classroom
teacher of the student indicated that the student had motivation problems and that his reading progressed slowly
since the time he learned to read. Hence, it was hypothesized that the use of skill- and performance-based treatment
techniques in combination would be more effective for the student. The techniques were blended in harmony by
the researcher. To ensure that the student improves his RF and RC skills, an intervention package was developed
that combined model reading, repeated reading, and error correction from skill-based techniques and goal-setting,
graphical feedback, and rewarding techniques from performance-based techniques.

After the package was developed, the implementation plan was prepared from the beginning to the end
of the study and indicating actions based on possible reactions of the student, in text form. Subsequently, a checklist
of flow plans was prepared to guide the researcher during the study’s implementation and ensure internal validity.

Experiment Phase

The experiment phase included four stages: baseline, intervention, post-intervention, and maintenance.
The performance data of the student obtained all experiment phases of this study were recorded by the researcher
at the end of each session. The recordings were shared only with observers.

Baseline Stage

The baseline stage served to determine the student’s RF and RC levels before the intervention to compare
them with the respective post-intervention levels. The materials used in this stage included the texts, ten RC
questions prepared for each text, stopwatch, and video camera. The student was told the following: “Today, we
will do a reading exercise with you. During the exercise, | will shoot what we do on a video camera, and | will use
a stopwatch”, and was shown the video camera and smartphone stopwatch. Next, he was told: “I will ask you to
read this story aloud during our exercise, and while you are reading the story, I will follow your reading from my
copy of the text. Then | will ask you questions about this story and record your answers”, and was shown the
relevant materials. Then, the said materials were flipped over and removed from the student’s sight. The student
was told: “If you are ready, let’s start”, and his consent was received as “I'm ready”. The student was given the
story and told: ‘Read this text with your best reading’, and the stopwatch was started as the student started to read
the first word. The researcher followed the student’s reading from her copy of the text. The part where the student
read the last at the end of one minute was marked in the text, and the student was instructed to continue to read the
text. Next, the number of words read correctly and incorrectly within one minute was counted and noted on the
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researcher’s copy, along with the date and time. When the student finished reading the entire text, the researcher
said, “Thank you for reading the text when | asked you to read it. Now I'm going to ask you questions about this
text. If you are ready, I will ask the first question.” On the student’s confirmation, the researcher asked the first
question, and the student’s answer was recorded on the chart. A square sign was used for the correct answer, and
a triangle for the wrong answer. The student was not given any clue as to whether his answer was correct or not.
All questions were asked and continued to be marked in the said way. The baseline stage was continued for at least
three sessions until the respective data were deemed to be reproducible.

Intervention Stage

At this stage, the researcher told the student about the exercise: “We will do a reading exercise with you
today. These are the texts we will use”. The researcher then showed the texts to him and said: “This text is yours,
and this is my copy”. Then, she introduced other materials to the student, such as: “Look at this chart, we will
mark the number of words you read correctly in one minute. We will mark the numbers on these rockets after you
read the text. Let us see if we can launch your rocket into space”. The materials were removed from the student’s
sight after he was permitted to examine them. The researcher then got the student’s approval by telling him: “If
you are ready, let us get started. | will read the text first, and you can follow me from your copy of the text. Next,
you read the text”. The researcher read the text aloud once (model reading). After she finished reading, she gave
instructions by telling him: “Now it is your turn. Read this text with your best reading”. She then started her
stopwatch as the student started to read the first word, and followed the student’s reading from her copy. She
marked the misread words and the part where he reached the text a minute later using a red pen on her copy. When
the student finished reading, she thanked him, pointed at the words he misread in the student’s copy, and said, “Let
us read this word again together. Listen to me while | read, and then you read it too.” She first read the misread
word herself, then had the student read it three times by telling him: “Now you read it” (error correction). Then
she said, “Look, you read ... words correctly in a minute. Let us mark it on our chart”. She asked the student to
mark the number of words he read correctly in a minute on the rocket chart with crayons (graphical feedback).
Then, the process was repeated for the words read incorrectly. After these processes, 3% of the number of correct
and incorrect words read by the student was determined, and was marked by drawing a line on the chart. Then, she
said: ““You will now read this text for a second time. Let us see if you can increase the number of words you read
correctly up to ... or decrease the number of words you read incorrectly down to ...?”. She showed the lines drawn
on the chart to the student to set a target for the student (goal-setting). The student was shown the targets drawn
on the rocket chart and told: “If you achieve these targets, you will receive a reward from me.” The student was
asked to choose an award from the award list by saying “Let’s go ahead and choose the reward you want from this
list” (rewarding). Then, she had the student read the text for a second time (repeated reading). The same procedures
were performed at the end of the second reading. Then, the student was awarded the prize of his choice, only if he
achieved all the pre-determined goals. Subsequently, she asked the student to read the text for the third time, and
set new targets by telling him: “Now, | want you to read the text for the third time. But this time you have to read
it very carefully. Because in some parts | will ask you to stop and explain the part you have read. And when you
finish reading the entire text, | am going to ask you to explain the whole text”. In addition to the RF goals, there
was an RC goal. Accordingly, the student was given the goal to answer at least eight questions correctly. He was
asked to choose the prize that he would like to get after achieving the goals, and the third reading started after he
chose the prize to his liking. The researcher stopped the student several times while he was reading, at the end of
the parts of stage-setting, initiating event, the attempt, and result of the attempt, and asked the student to explain
the part he read (explaining the text part by part). When the student moved on to the next part after reading and
explaining each part, the researcher reminded the student what he said until he read the last part, and then asked
him to continue to read. When the student finished reading, he was asked to tell the story from beginning to end
(explaining the text from beginning to end). Then, he was asked the RC questions. If he achieved both RF and RC
goals, he was given the reward he chose. At the end of the intervention session, the researcher said: “Our work for
today is finished. See you in the next session. Thank you”, and adjourned the session.

The criteria for the completion of the intervention were a 90% increase in the number of words read
correctly compared to the baseline stage, an average of one incorrectly read word, and at least nine correct answers
to the RC questions, for three consecutive sessions. The intervention continued until both RF and RC criteria were
fulfilled in any given three consecutive sessions.

Post-Intervention and Maintenance Stages

The post-intervention assessments were conducted similarly as at the baseline stage. The assessments
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were conducted on three different days. These probes were repeated until the post-intervention data were
reproducible (at least three sessions). Maintenance sessions took place one and three weeks after the completion
of the collection of the intervention data. The maintenance sessions were conducted in the same way as the
assessment sessions in the baseline and post-intervention stages.

Collection and Analysis of the Research Data

The collected data were first transposed to line charts and analyzed by visual analysis method, and further
analyzed by the calculation of the percentage of non-overlapping data (PND). The effectiveness of the intervention
package was determined based on the said analyses (Campbell, 2013). The PND method involves calculating how
much the data obtained at the baseline and post-intervention stages overlap. According to Campbell (2013), if the
rate of non-overlapping data obtained at the baseline and post-intervention stages is 90% or more, between 70%
and 90%, between 50% and 70%, and 50% or less, the intervention would be interpreted as a “very effective
intervention”, an “effective intervention”, a “questionable intervention”, and an “ineffective intervention”,
respectively.

Reading Fluency Performance

RF performance was measured by counting the words read correctly by the student in one minute. The
words that the student had difficulty pronouncing or misread were counted as correct if they were corrected by the
student within three seconds without any help (Eckert et al., 2002). A smartphone stopwatch was used to assess
the student’s RF performance.

Reading Comprehension Performance

The student’s RC performance was measured by counting the correct answers given to a total of ten RC
questions, which were prepared for each single-event story-type text, and the answers included in the text. The
answers given by the student to the RC questions were recorded on the answer key prepared and marked, then
evaluated.

Reliabilities

Two types of reliability assessments were conducted. The reliability of the implementation of the
experiment phase was assessed to ensure internal validity, and inter-observer reliability was assessed to ensure
external validity. All sessions (18 sessions in total) were recorded with the video camera, and a checklist was
created that included actions at each stage. In the reliability assessments, the video camera recordings and
checklists of 12 sessions (66.66%), including all the baseline, post-intervention, and maintenance sessions, and
four randomly selected intervention sessions, were used. An instructor with a master’s degree in special education
participated as an observer in the reliability assessments.

Reliability of the Implementation of the Experiment Phase

Video camera recordings and checklists of the sessions were provided to the observer to determine
whether the experiment phase was conducted as planned. The observer watched the camera recordings and put
“+” sign in the ‘done’ column of the checklist for each implementation step completed by the researcher. The
number of steps deemed to be completed by the researcher pursuant to the observer’s records was divided by the
total number of steps, then multiplied by one hundred to calculate the reliability of the implementation of the
experiment phase (Tekin-Iftar, 2012). The reliability of the implementation was 100%.

Inter-Observer Reliability

A checklist was used by prepared the researcher to determine the inter-observer reliability of the study.
The video camera recordings and checklists were given to the observer, who was asked to mark each step on the
recording chart after watching the recordings. The reliability of the implementation of the experiment phase was
calculated by dividing the number of agreements by the sum of the number of agreements and disagreements and
multiplying the quotient by 100 (House et al., 1981). The inter-observer reliability of all experiment phases was
found to be 94%.
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Results
Figure 1
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Figure 1 shows the student’s RF and RC levels in all stages and sessions. Each vertically consecutive data
point in the graph expresses the reading performance on the same text used in that session in terms of dependent
variables. At the baseline stage, the average number of words read correctly by the student in one minute was 31.1,
the average number of words read incorrectly was 3.7, and the average number of the RC questions answered
correctly was 5.6 out of 10 questions. These data indicated that the student’s RF and RC performances were poor
before the intervention.

At the intervention stage, an upward slope was observed in both the number of words read correctly and
the RC questions answered correctly, and a downward slope was observed in the number of misread words.
Although the student performed better in some sessions than in others, his performance levels never decreased to
his levels at the baseline stage. These data indicated that the intervention improved both RF and RC skills of the
student.

At the post-intervention stage, the average number of words read correctly by the student in one minute
was 60, which is 28.9 words more compared to the baseline stage, indicating a 93% increase. Moreover, the
average number of words read incorrectly by the student in one minute was 1, which was 2.7 words less compared
to the baseline stage, indicating a 73% decrease. Similarly, the average number of the RC questions answered
correctly by the student was 9.3 out of ten questions, which was 4.4 more correct answers compared to the baseline
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stage, indicating a 66% increase. These data indicated that the intervention package was effective in improving the
student’s both RF and RC skills.

At the two maintenance sessions held one and three weeks after the completion of post-intervention
sessions, the student read 58 and 63 words correctly, and misread 1 and 0 words, respectively. Furthermore, he
answered all the RC questions correctly. In both maintenance sessions, the student performed better in both RF
and RC compared to the post-intervention stage. These data indicated that the student maintained the acquisitions
he gained during the intervention after the intervention.

The rate of the non-overlapping data for each of the three independent variables related to the intervention,
post-intervention, and maintenance stages compared to the baseline stage was found as 100%. The student did not
exhibit the same performance that he exhibited in the baseline stage in any of the other stages. Thus, the
intervention package aimed at improving both RF and RC skills was “very effective” (Campbell, 2013).

Discussion

This study aimed to determine whether the intervention package developed by combining skill- and
performance-based RF and RC techniques used during and after reading was effective in improving a student with
ID’s RF and RC skills. The intervention package was applied individually to a student with mild ID. The student’s
RF and RC skills increased starting with the implementation of the interventions and continued to increase during
the period of the study. The student maintained his performance in these two skills in the post-intervention and
maintenance stages. These findings indicated that the developed intervention package was effective in improving
and maintaining a student with ID’s RF and RC skills.

The insufficient RF performances exhibited by students may be due to the lack of skills in RF and lack of
motivation for fluent reading (Melekoglu, 2011; Sanir et al., 2020; Toste et al., 2020). These factors can be
addressed with versatile intervention packages. The student lacked RF skills and motivation for fluent reading,
based on the teacher’s opinions and the observations made in the classroom environment. Therefore, the
intervention package developed for the student comprised not only the skill-based techniques but also techniques
that increase performance and motivation. The motivation of students with low reading performance can be
increased with different techniques such as goal-setting, rewarding, and giving feedback (Chafouleas et al., 2004;
Giiler, 2011; VanAuken et al., 2002). All techniques were used in this study. Similarly, other studies reported that
the combined techniques gave the most effective results in improving the RF performance of students with ID
(Cevik, 2006; Giiler, 2011; Organ, 2010). Students with reading difficulty, such as students with 1D, perform lower
than their peers and have a lower motivation to read (Chapman et al., 2000; Melekoglu, 2011; Ozmen & Doganay-
Bilgi, 2016). It was hypothesized that the inclusion of performance-based techniques in the intervention package
improves the RF level of the student with 1D and increases his motivation to read. The student was willing to mark
his performance on the column charts. Many factors seemed to be effective in increasing the student’s motivation
to participate in this study, such as painting, marking, which allowed the student to actively participate in the
process of giving feedback, and moving the pictures of sympathetic cartoon characters in column charts to the
targeted areas.

Most studies on RF focused on children with learning disabilities. One of the significant aspects of this
study was that it focused on a student with ID. Children with ID are behind their peers in many cognitive areas
(Friend, 2018). They require appropriate guidance in learning skills that their peers have learned or discovered on
their own. The skill-based techniques used in this study improved the RF skills of the Student with ID, which he
could not learn on his own or through observations, systematically by listening to the model reading of the
researcher beforehand and correcting the words that he was misreading.

Studies on improving ID children’s RC skills provide some evidence of the effectiveness of the combined
techniques (Giiler & Giizel-Ozmen, 2010). Hence, RC techniques applied during and after reading were combined
to improve the student with ID’s RC skills. The concurrent use of RC and RF techniques included in the
intervention package were effective in improving the student’s RC performance. Among RF techniques, model
reading and repeated reading techniques were effective in remembering units of information, whereas the error
correction technique was effective in understanding the words correctly and indirectly in understanding the text
correctly.

Using RF and RC techniques in combination provided improvement in both skills in a shorter time
compared to using these techniques separately. The improvement that occurred in either of these skills resulted in
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an improvement in the other skill. In addition, compatibility of the techniques used in this study helped ensure
mutual improvement.

An upward slope from the baseline stage to the intervention stage is observed in Figure 1 in the number
of words read correctly. More than one factor presumably played a role in the increase in the number of words that
the student read correctly as the sessions progressed. One of these factors might be the use of graphical feedback,
goal-setting, and rewarding techniques included in the intervention package. Consequently, the student gained the
ability to record and evaluate his progress, reward himself, and manage his reading process by identifying the
subsequent more difficult goal. Rewarding the student based on achievement of the targeted goals increased his
motivation and enabled him to progress step by step. Moreover, his reading experience increased gradually as he
studied a different text in each intervention session. The student progressed by correcting the words he misread in
each intervention session. He might have correctly read the words that he misread before when they reappeared in
another text. As the number of correctly read words increased cumulatively as the number of read texts increased,
this might have contributed positively to the number of correctly read words.

The effectiveness of the intervention package continued one and three weeks after the intervention. The
student performed superior in all sessions during the maintenance stage to his performance in the baseline stage.
These findings are consistent with studies on the effectiveness of combined techniques in improving RF and RC
skills of students with ID (Giiler & Giizel-Ozmen, 2010; Giiler, 2011).

This study has some limitations. First, the intervention package was tested on a single participant. Further
studies with larger samples are needed to test the generalizability of the results. Second, the intervention package
used was developed based on the characteristics of the student. Therefore, the content of the intervention package
may need to be adapted or changed if it is applied to students with different characteristics. Third, the
implementation of the intervention package, particularly goal-setting, requires the guidance of an adult. The
researcher determined the goals that the student was expected to achieve, based on the calculations she made given
the student’s then-current performance. If all the techniques that make up the intervention package are planned as
strategy teaching, the student's independence and the generalization of the skill to other relevant skills such as
informative texts may improve. However, strategy instructions are applications which require longer time than the
techniques mentioned here. Therefore, in addition to its suitability for the student, external factors such as the
academic calendar, the study time allowed by the family or school administration are also important in choosing
the treatment.

In Turkish, there is the flexibility of changing the word units (Soykan, 2012). It is also pronounced as it
is written. In this respect, it may seem easier than European languages. The features of the language used in this
study, in which texts written in Turkish were used with a native Turkish student, should also be considered.
Therefore, the effectiveness of this research in different languages can be tested.

In conclusion, the intervention package developed for a student with ID was effective in improving and
maintaining the student’s RF and RC skills. This study featured an intervention package aimed at improving RC
skills concurrently with RF skills by combining the respective techniques. Moreover, it was the first study to
address RF and RC skills together in a student with ID. Previous experimental studies on students with ID
addressed the RF and RC skills in students with ID separately. This study could guide academics and teachers
looking to increase the reading skills of students with ID. Finally, although research based on determining the
situation of children with special needs in the field of reading helps to produce solutions, it is recommended to
conduct more applied research focused on special needs groups whose reading fluency and reading comprehension
skills are known to be limited.
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Appendices
Appendix A

Reading Comprehension Chart
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Appendix B

Chart of Number of Words Read Correctly
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Appendix C
Chart of Number of Words Read Incorrectly
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Appendix D

Rewards
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