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Ogrenme Giicliigii Olan Ogrencilerin Problem-Coziim Tiiriindeki Metinleri
Anlamalarinda Diisiin-Oku-Sor-Kendi Kelimelerinle Ifade Et Stratejisinin
Ogretiminin Etkililigi®

Aslin Arslanoglu-Oser ROR1 Yesim Fazhoglu' = ROR2

Oz
Giris: Okudugunu anlama becerisi, akademik ve sosyal yasamda siklikla karsilasilan en temel okuma becerileri
arasindadir. Ogrenme giicliigii (OG) olan bireylerin okudugunu anlamada yasadiklar1 giigliikler dikkate
alindiginda, bu becerinin kazandirilmasi ve gelistirilmesi biiyiik nem arz etmektedir. Bu aragtirmanin amaci, OG
olan dgrencilerin problem-¢oziim tiiriindeki bilgi veren metinleri anlamalarinda, Kendini Diizenleme Stratejisi
Gelisimi (KDSG) modeli ile sunulan “Diisiin-Oku-Sor-Kendi Kelimelerinle Ifade Et” stratejisinin dgretiminin
etkililigini incelemektir.

Yéntem: Tek-denekli arastirma modellerinden denekler arasi yoklama denemeli ¢oklu yoklama modeli ile
desenlenen bu ¢alisma, dordiincii ve besinci sinifa giden, OG olan toplam ii¢ 6grenciyle yiiriitilmiistiir.

Bulgular: Arastirmanin bulgulari, “Diisiin-Oku-Sor-Kendi Kelimelerinle ifade Et” stratejisinin, deneklerin metin
hatirlama ve kisa cevapli sorulart yanitlama performanslari iizerinde etkili oldugunu gostermistir. Ayrica,
uygulamanin tamamlanmasindan sonra ikinci, dordiincii ve altinci haftalarda diizenlenen izleme oturumlarinda,
deneklerin kazanimlarini siirdiirebildikleri goriilmiistiir. Buna ek olarak, denekler kazanimlarini farkl: bir konuda
yazilmis ayni tiirdeki bir metne genelleyebilmislerdir. Deneklerin biligsel ve iistbiligsel strateji kullanimlarinda
artig izlenmistir. Sosyal gegerlik verileri ise deneklerin, 6gretmenlerin ve ailelerin uygulamay1 uygulanabilir ve
etkili bulduklarini géstermistir.

Tartisma: Bulgular, KDSG modeli ile sunulan “Diisiin-Oku-Sor-Kendi Kelimelerinle Ifade Et” stratejisinin
kullanildig1 alanyazindaki benzer g¢alismalarin sonuglart ile tutarlilik gostermektedir. Bu g¢alismada, strateji
dgretiminin OG olan dgrencilerin okudugunu anlama ve kendini diizenleme becerileri iizerinde olumlu etkisinin
oldugu izlenmistir.

Anahtar sézciikler: Ogrenme giigliikleri, okudugunu anlama, strateji 6gretimi, kendini diizenleme stratejileri, tek-
denekli aragtirma modeli.

Anf icin: Arslanoglu-Oser, A., & Fazlioglu, Y. (2025). Ogrenme giigliigii olan dgrencilerin problem-¢dziim
tirindeki metinleri anlamalarinda diisiin-oku-sor-kendi kelimelerinle ifade et stratejisinin 6gretiminin
etkililigi. Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi, Erken Gériiniim.
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Giris

Bilgi temelli bir yapiya doniisen modern toplumda, yeni bilgi edinme siire¢lerinde okuma becerisinin
oynadig1 kritik rol vurgulanmakta ve bu beceri “hayatta kalma becerisi” olarak tanimlanmaktadir (Jena, 2013).
Giinliik hayatta pek c¢ok alanda siklikla kullanilan ve 6nemli bir bilgi edinme kaynagi olan okuma becerisi,
sembollerden (harfler ve kelimeler) anlam elde etmeyi iceren gorsel-isitsel bir siirectir. Bu beceri, ¢cdziimleme ve
anlama siireclerinden olugmaktadir. Coziimleme, sesbirim-yazibirim iligkilerini anlamay1 ve yazili veya basili
kelimeleri sozel dile benzer bir temsile doniistiirerek kelimelerin dogru bir bigimde telaffuz edilmesini saglar.
Anlama ise, bagimsiz olarak veya baglam icerisinde sunulan kelimelerin anlamlarinm kavranmasin ifade eder
(Mercer, 1997). Baska bir ifadeyle okuyucular, bir ciimle veya metni okurken, sadece her bir kelimeyi tanimakla
kalmaz, bu kelimeleri mevcut bilgileriyle iliskilendirerek anlamlandirirlar. Bu durum, Akyol (2013) tarafindan,
“6n bilgilerin kullamildig1, yazar ve okuyucu arasindaki etkili iletisime dayali, uygun bir yontem ve amag
dogrultusunda, diizenli bir ortamda gergeklestirilen anlam kurma siireci” (s. 1) olarak tanimlanmaktadir.
Dolayistyla, okuma siirecinde belirleyici olan, okudugunu anlama siirecidir.

Okudugunu anlama, metnin ¢dziimlenip bir biitiin olarak algilandig1 ve metindeki bilgilerin siralama,
smiflama, iliski kurma, elestirme, analiz-sentez yapma gibi birtakim zihinsel iglemlerden gegcirilerek
anlamlandirildig1, anlamlandirilan bilgilerin 6n bilgilerle birlestirilerek biitiinlestirildigi ve zihinde yapilandirildigt
bir siirectir (Milli Egitim Bakanligi [MEB], 2009). Ancak metindeki anlam, okuyucuya dogrudan
sunulmadigindan, okuyucunun kendi anlama siirecini izlemesi ve birtakim stratejiler kullanmasi gerekir. Bu
baglamda, iyi okuyucularin okuma Oncesinde, sirasinda ve sonrasinda planli ve bilingli okuma davranislar
sergiledikleri bilinmektedir. Iyi okuyucular, okuma etkinliklerinde hangi stratejiyi, ne zaman, nasil kullanacaklari,
metnin tiirline ve yapisina gore nasil sekillendirecekleri konusunda bilgi sahibidirler ve kendi okuma siireglerini
degerlendirebilirler. Iyi okuyucularmn metnin konusuyla ilgili mevcut bilgilerini dikkate aldiklari, metnin
ozelliklerine odaklandiklar1 (6r. baglik, fotograf), kendi okuma siireclerini izleyebildikleri ve anlamada
zorlandiklarinda anlamak igin stratejiler kullandiklari, metindeki ipuglarindan yararlanabildikleri, ana fikir ve
onemli detaylar1 belirleyebildikleri, akici okuyabildikleri, okuduklarini &zetleyebildikleri ve okuduklarindan
¢ikarim yapabildikleri goriilmektedir (Pedrotty-Bryant vd., 1999). Ancak, metindeki konuya iligskin yeterli 6n
bilgiye sahip olmamalar1 veya mevcut on bilgilerini etkili bir sekilde kullanamamalari, sinirh kelime dagarcigina
sahip olmalari, kelimelerin climle i¢indeki dizilimi ile ilgili bilgi eksiklikleri ve akici okuma becerilerindeki
stirliliklar nedeniyle 6grenme giicliigii (OG) olan bireyler, yukarida siralanan iyi okuyucu ozelliklerini
sergilemede zorlanabilmektedirler (Reid & Lienemann, 2006). Ayrica okumada akicilik, okudugunu anlama igin
oldukga 6nemlidir. Bagka bir ifadeyle, akici bir sekilde okuyan okuyucu, dikkat ve ¢abasinin ¢gogunu kelime tanima
ve ¢Oziimlemeye ayirmaktan ziyade, okudugu metnin anlami {izerinde yogunlastirabilmektedir ve bdylelikle
metinden anlam ¢ikarmasi kolaylasabilmektedir (Snow, 2002). Ancak OG olan bireyler, bilissel kaynaklarni ve
siirli ¢aligan bellek kapasitelerini dncelikli olarak kelimeleri hizli ve dogru sekilde ¢oziimlemeye ayirdiklarindan,
ciimle ve metin diizeyinde anlam yapilandirma siireglerine odaklanmada giicliik yasarlar. Bununla birlikte, OG
olan okuyucular akici okuma becerisine sahip olsalar dahi, strateji kullanimi ve iistbiligsel becerilerdeki sinirliliklar
nedeniyle okudugunu anlama giicliikleri devam edebilmektedir (Graham & Bellert, 2004). Dolayisiyla, OG olan
bireylerin okudugunu anlama siireglerini olumsuz yonde etkileyebilen bu sinirliliklari dikkate alan kapsamli bir
Ogretim siirecinin sunulmasi oldukca 6nemlidir.

Okudugunu anlama siirecinde, metni anlamak i¢in okuma oncesinde, sirasinda ve sonrasinda gesitli
biligsel ve iistbiligsel stratejilerden yararlanilir. Biligsel stratejiler arasinda, okuma 6ncesinde metnin &zelliklerini
gbzden gecirme ve On bilgileri harekete gegirerek metnin icerigini tahmin etme gibi stratejiler yer alirken; okuma
sirasinda metindeki 6nemli bilgileri ayirt etme, metindeki ana fikri belirleme, notlar alma gibi bilissel stratejiler
bulunmaktadir. Okuma sonrasinda ise, metindeki bilgileri 6zetleme ve metin sorularini yanitlama gibi biligsel
stratejiler kullanilmaktadir (Armbruster & Anderson, 1981). Bu bilissel stratejilerin yani sira, {istbiligsel stratejiler
de okudugunu anlama siirecinde kritik bir dneme sahiptir. Flavell (1976) tarafindan {istbilis, kisinin kendi bilissel
stirecleri ve triinleri veya bunlarla iligkili her sey hakkindaki bilgisi seklinde tanimlanmaktadir. Okudugunu
anlamada {stbilis, okuyucularin kendi okuma siirecleri hakkinda bilgi sahibi olmalari, okuma siireclerini
izlemeleri, metni anlayip anlamadiklarmi fark etmeleri ve dogru bir sekilde anlamak i¢in okudugunu anlama
stratejileri kullanmalar1 anlamina gelmektedir (Pressley, 2002). Bireylerin, okudugunu anlama etkinliklerinde
anlamada zorlandiklarinda, bu durumu fark edip, anlamalarimi destekleyecek stratejiler kullanmalar1 oldukca
onemlidir. Bu baglamda, okudugunu anlama stratejileri bireylere bir metinden ¢ikarim yapmayi, metindeki
bilgileri 6zetlemeyi, metin hakkinda sorular sormay1 ve yanitlamayi, tahminler yiiriitmeyi ve okunanlar1 goziinde
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canlandirmay1 dgretir. Ancak OG olan bireyler, tipik gelisim gosteren akranlarma kiyasla, bu stratejileri
kullanmada smurliliklar yasayabilmektedirler (Graham & Bellert, 2004).

Okuma oncesinde, sirasinda ve sonrasinda kullanilan stratejiler, ayr1 ayr1 uygulanabilecegi gibi, birden
fazla stratejiye bir arada yer veren ¢ok ogeli stratejiler de kullamilmaktadir. Bu strateji paketlerinin, bireylerin
okudugunu anlama becerileri tizerinde olumlu etkilerinin oldugu vurgulanmaktadir (Mastropieri & Scruggs, 1997).
Bu ¢ok dgeli stratejiler arasinda Tahmin Etme, Organize Etme, Arastirma, Ozetleme ve Degerlendirme (POSSE)
(Englert & Mariage, 1991), Uyarlanmis Cok Ogeli Bilissel Strateji Ogretimi (Doganay-Bilgi & Ozmen, 2014),
Okuma Oncesinde, Sirasinda ve Sonrasinda Diisiin (3D) (Firat, 2017), Bak-Oku-Anlat (BOA) (Ozak, 2017),
Tarama, Soru Sorma, Okuma, Yansitma, Bakmadan Anlatma, Tekrar Goz Atma (SQ4R) (Ozaydin, 2019; Pauk,
1984) gibi stratejiler yer almaktadir.

Bu ¢ok 6geli stratejilerden biri ise, Schumaker ve digerleri (1984) tarafindan gelistirilen “Oku-Sor-Kendi
Kelimelerinle ifade Et” (Read-Ask-Put/Paraphrase [RAP]) stratejisidir. Bu stratejinin &zel gereksinimli
ogrencilerin okudugunu anlama becerileri iizerindeki olumlu etkisinin vurgulandig: ¢aligmalar bulunmaktadir (6r.
Hagaman vd., 2012; Hagaman & Reid, 2008; ilter, 2017). Bu stratejide okuyucu dnce paragrafi okur, ardindan
paragraftaki ana fikir ve onemli detaylarin ne oldugunu kendisine sorar ve son olarak okudugu bilgileri kendi
kelimeleriyle aktarir. Bu strateji basamaklari, okuyucunun okuma stirecinde sorular sorarak ve okuduklarini kendi
kelimeleriyle ifade ederek okuma materyaline yogun bir sekilde odaklanmasini saglar. Baska bir ifadeyle,
okuyucunun metni okurken sorular sormasi ve okuduklarini kendi kelimeleriyle ifade etmesi, bilgilerin islenmesini
ve metnin anlasilirligint daha nitelikli kilar (Hagaman vd., 2010). Mevcut ¢aligmada, bu stratejiye ilk basamak
olarak “Diisiin” basamagmin eklenmesiyle uyarlanan “Diisiin-Oku-Sor-Kendi Kelimelerinle Ifade Et” (Think-
Read-Ask-Put/Paraphrase [TRAP]) stratejisi (Mason vd., 2012) kullanilmigtir. “Diigiin” basamaginda okuyucu,
okuma 6ncesinde metin hakkinda diisiiniir (6r. “Konu hakkinda ne biliyorum?”’). Bu basamak, okuyucunun okuma
oncesinde bagliga ve var ise vurgulanmis kelimelere, fotograf ve tablolara bakip metin hakkinda diisiinmesini ve
boylelikle igerikle ilgili 6n bilgilerine ulagmasini hedefler. “Diisiin” basamagi, metni anlama yetilerini artiran ve
okuma dncesinde zihinsel bir yap1 olusturmalarini saglayan (6r. “Bu metnin konusu ne?”’) nemli metin 6gelerini
(6r. baslik) belirlemeleri konusunda okuyuculari destekler (Hagaman vd., 2016). Bu baglamda, “Diisiin-Oku-Sor-
Kendi Kelimelerinle ifade Et” stratejisinin, dzel gereksinimli 6grencilerin okudugunu anlama becerileri iizerinde
etkili oldugunu gosteren ¢aligmalar mevcuttur (6r. Chandler & Hagaman, 2020; Hagaman vd., 2016; Rollins, 2020;
Sanders, 2020; Sanders, Jolivette vd., 2021; Sanders, Rollins vd., 2021; Washburn vd., 2021).

Mevcut calismada, “Diisiin-OKu-Sor-Kendi Kelimelerinle ifade Et” stratejisi, kendini diizenleme
stratejileriyle sunulmustur. Kendini diizenleme stratejileri olarak hedef belirleme, kendini talimatlandirma, kendini
izleme stratejilerine (Graham vd., 1992; Harris & Graham, 1996; Reid & Lienemann, 2006) yer verilerek ve
destekleyiciler kullanilarak bireylerin yetkin okuyucular olmalar1 amaglanmigtir. “Diisiin-Oku-Sor-Kendi
Kelimelerinle ifade Et” stratejisinin kullanildig1 mevcut ¢calismalardan (6r. Chandler & Hagaman, 2020; Hagaman
vd., 2016; Rollins, 2020; Sanders, 2020; Sanders, Jolivette vd., 2021; Sanders, Rollins vd., 2021; Washburn vd.,
2021) farkli olarak bu ¢alismada, bu stratejinin dgretimi ile 6grencilerin biligsel ve iistbiligsel strateji kullanim
sikliklarinin degisip degismedigi incelenmistir. Bu baglamda, bireylerin bilissel etkinlikler gerceklestirirken,
diisiince siire¢lerini ve performanslarini es zamanli bir bigimde sdzel olarak ifade etmelerinin degerlendirilmesini
saglayan sesli diisinme protokollerinden (Ericsson & Simon, 1980) yararlanilmistir. Dolayisiyla, “Diisiin-OKu-
Sor-Kendi Kelimelerinle ifade Et” stratejisinin kullanildig1 alanyazindaki ¢alismalardan farkli olarak, OG olan
bireylerin biligsel ve iistbilissel strateji kullanim sikliklarini incelemesi yoniiyle, bu ¢alismanin alana 6zgiin bir
katki sunacagi diisiiniilmektedir. Ayrica, iilkemizde okudugunu anlamaya iliskin bir miidahale programinin
uygulandig1, OG olan bireylerle yiiriitiilen ¢alismalarin simirl sayida oldugu goriilmiis (6r. Firat, 2017; Gérgiin,
2018; Kinikli, 2019; Ozbek, 2019) ve “Diisiin-Oku-Sor-Kendi Kelimelerinle ifade Et” stratejisinin OG olan
bireylere okudugunu anlama becerilerinin kazandirilmasiyla ilgili bir ¢alismaya rastlanmamistir. Siralanan bu
yonleriyle, mevcut ¢alismanin 6zel egitim uygulamalarina ve alanyazina katki saglayacagi diistiniilmektedir.

Bu aragtirmada, OG olan 6grencilerin problem-¢dziim tiiriindeki bilgi veren metinleri anlamalarinda
“Diisiin-Oku-Sor-Kendi Kelimelerinle ifade Et” stratejisinin 6gretiminin etkililiginin arastirilmas: amaglanmustir.
Bu genel amag dogrultusunda, strateji 6gretiminin dgrencilerin; (a) metinlerdeki bilgileri hatirlama ve metinlerle
ilgili sorulan kisa cevapli sorular1 yanitlama becerilerini edinmeleri, (b) 6gretimin tamamlanmasindan iki, dort ve
alt1 hafta sonra bu becerileri siirdiirmeleri, (c) bu becerileri farkli bir konuda yazilmis ayni tiirdeki bir metne
genellemeleri ve (d) bilissel ve listbiligsel strateji kullanim sikliklar1 {izerindeki etkisinin ve ayrica (e) dgrencilerin,
O0gretmenlerin ve ailelerin strateji 6gretimine yonelik goriiglerinin belirlenmesi hedeflenmistir
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Yontem
Arastirma Modeli

“Diisiin-Oku-Sor-Kendi Kelimelerinle ifade Et” stratejisinin OG olan 6grencilerin problem-¢oziim
tiriindeki metinleri anlamalar1 tizerindeki etkisini belirlemek amacryla, tek-denekli aragtirma modellerinden
denekler aras1 yoklama denemeli ¢coklu yoklama modeli kullanilmistir. Mevcut ¢alismada deneysel kontrol (Tekin-
Iftar, 2018), sadece uygulamaya baslanan denege ait verilerin diizey ve egiliminde degisiklik goriilmesi, diger
deneklerde herhangi bir degisiklik olmamasi ve bu durumun tiim deneklerde ard-zamanli olarak izlenmesiyle
saglanmistir. Arastirma igin, Trakya Universitesi Rektorliigii Sosyal ve Beseri Bilimler Arastirmalar1 Etik
Kurulu'nun 13.01.2021 tarihli toplantisinda alinan 01/18 numarali karari ile etik kurul onay1 alinmustir.

Katilimcilar

Katilimeilar; OG tanisi olan ii¢ denek, uygulamaci, dgretmenler ve ailelerden olusmaktadir. Arastirmaya,
Istanbul ili Atasehir ilgesinde bulunan, OG tanis1 olan, 10-11 yaslarindaki toplam ii¢ dgrenci katilmustir.
Deneklerin ikisi kiz, biri erkektir. Deneklerin ek bir tan1 almamis olmalaria, en az dordiincii sinif diizeyinde
olmalarina ve sinif tekrar1 yapmamis olmalarina dikkat edilmistir.

Dordiincii sinif Oncesi okuma materyallerinin genellikle 6grencilerin asina oldugu konular ve
hikayelerden olustugu, dordiincti smif itibariyle 6grencilerin soyut diisiinme becerileri gelismeye bagladigt igin,
bu sinif itibariyle bilgi veren metinlerin 6ne ¢ikmaya basladig1 goriilmektedir (Chall, 1983). Ulkemizdeki gretim
programlarma bakildiginda, 2019 yilinda yayimlanan ilkokul ve Ortaokul Tiirkce Dersi Ogretim Programi’nda,
alt smif diizeylerine kiyasla dordiincii sinif itibariyle bilgi veren metinlerin yogunluk kazanmaya basladig
goriilmiigtiir (MEB, 2019). Bu metin tiiriiniin dordiincii sinif itibariyle yogunluk kazanmasi, Sosyal Bilgiler (MEB,
2018) basta olmak tizere okuma metinlerine siklikla yer veren diger derslerin ders kitaplarinda da goriilmektedir.
Bu gerekgelerle, bu ¢alismada deneklerin en az dordiincii sinif diizeyinde olmalari kosulu aranmistr.

Deneklerde aranan 6n kosul beceriler; (a) etkinlik boyunca en az 20 dakika siireyle dikkatini siirdiirme,
(b) yazili ve s6zlii yonergelere tepkide bulunma, (c) 6zel egitim ve rehabilitasyon merkezine diizenli devam etme,
(d) 6gretimi yapilacak beceriye yonelik herhangi bir ¢calismada yer almamis olma; ayrica, okuma seviyelerine
uygun bir metin sunuldugunda (e) dakikada en az 50 sozciigii dogru okuma, (f) metnin tiimiinii en az %90
dogrulukta okuma ve (g) hecelemeden okuma, (h) okuma seviyelerine uygun hazirlanmis olan en az 120, en fazla
130 kelimelik problem-¢6ziim tiirtindeki bir metinde yer alan bilgileri en az %20, en fazla %40 oraninda hatirlama
ve (1) metinle ilgili sorulan alt1 sorudan en az bir, en fazla iki soruyu dogru yanitlama olarak siralanmistir.
Oncelikle, dgrencilerin 6gretmenleriyle goriisiilmiistiir ve 6n kosul becerileri karsiladig1 diisiiniilen alt1 6grenci
belirlenmistir. Belirlenen 6grencilerin 6n kosul becerileri karsilayip karsilamadiklart uygulamaci tarafindan
degerlendirilmistir. Ogretmen goriismelerinde, dgrencilerin genellikle dérdiincii smif diizeyinde metinler
okuduklar1 bilgisine ulagildigindan, bu simif diizeyinde metinler kullanilmistir. ilk énce, okuma performansina
iliskin 6n kosullar1 karsilayp karsilamadiklarini belirlemek igin grencilere ilkokul Sosyal Bilgiler Dordiincii Sinif
ders kitabindan uyarlanan 88 kelimelik bir metin sunulmustur. Ogrencilerin okuma hizlarma iliskin bilgiler Okuma
Hiz1 Kayit Cizelgesi’ne, dogru ve hecelemeden okuma performanslarina iliskin bilgiler Dogru ve Hecelemeden
Okuma Kayit Cizelgesi’ne islenmistir. Degerlendirmeler sonucunda, dordiincti sinif diizeyindeki 88 kelimelik bir
metni dakikada en az 50 sozciik okuma akiciligl ile, en az %90 dogrulukta ve hecelemeden okuyan bes 6grenci
belirlenmistir.

Ardindan, dgrencilerin okudugunu anlama performanslari degerlendirilmistir. Bu siiregte, dordiincii sinif
diizeyine uygun ve problem-¢oziim tiirlinde yazilmis olan 124 kelimelik bir metin kullanilmigtir. Metni
okumalarinin ardindan, 6grencilerden metinle ilgili hatirladiklart bilgileri sozel olarak anlatmalar1 ve ardindan
kendilerine metinle ilgili sorulan kisa cevapli sorular1 sozel olarak yanitlamalar1 istenmistir. Ogrencilerin
okudugunu anlama performanslarina iliskin elde edilen bu bilgiler, Okudugunu Anlama Kayit Cizelgesi’ne
islenmistir. Degerlendirmeler sonucunda, metindeki bilgileri hatirlama yiizdeleri en az %20, en fazla %40 oraninda
olan ve metne iligkin alt1 sorudan en az birine, en fazla ikisine dogru cevap veren bes 6grenci belirlenmistir.
Ogrencilerin ailelerinden gerekli izinler alimmustir. Ogrencilerin {icii asil, ikisi yedek denek olarak belirlenmistir.
Birinci, ikinci ve iigiincii denek i¢in sirasiyla Deniz, Giines ve Bulut kod isimleri kullanilmigtir. Deneklerin
demografik ozellikleri Tablo 1°de paylagilmistir. Calismanin bir diger katilimcist ise, ¢alismanin uygulama
stirecini yiiriiten ve ¢aligma siirecinde doktora dgrencisi olan birinci yazardir. Strateji 6gretimi ile ilgili goriislerini
paylasmak iizere, arastirmaya katilmay1 kabul eden 6gretmenler ve aileler de katilimcilar arasindadir.
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Tablo 1
Deneklerin Demografik Ozellikleri
Adi Cinsiyeti Yas1 Tanist Sinifi
Birinci denek (Deniz) Kiz 10 yas 5 ay oG Dérdiincti sinif
Ikinci denek (Giines) Kiz 11 yas 3 ay 0G Besinci sinif
Ucgiincii denek (Bulut) Erkek 11 yas 2 ay 0G Besinci sinif

Not: OG = 6grenme giicliigii.
Ortam

Pilot uygulama ve deney siireci, deneklerin devam ettikleri 6zel egitim ve rehabilitasyon merkezindeki
4mx3m ebatlarindaki bir odada gerceklestirilmistir. Odada bir dolap, bir masa ile 6grenci ve uygulamacinin
kargilikli oturmalar1 igin birer sandalye bulunmaktadir. Oturumlarin tamami, deneklerle birebir 6gretim seklinde
diizenlenmistir. Giivenirlik verilerinin kaydedilmesi i¢in, odada bir video kamera bulundurulmustur.

Bagimh ve Bagimsiz Degisken

Aragtirmanm bagimli degiskenleri, (a) OG olan 6grencilerin problem-¢dziim tiiriindeki bilgi veren
metinlerdeki bilgileri hatirlama diizeyleri, (b) bu tiirdeki metinlerle ilgili sorulan kisa cevapl sorulari dogru
yanitlama diizeyleri ve (c) strateji kullanim sikliklar1 iken; bagimsiz degiskeni, Kendini Diizenleme Stratejisi
Gelisimi (KDSG) modeli esas aliarak sunulan “Diisiin-Oku-Sor-Kendi Kelimelerinle ifade Et” stratejisidir.

“Diisiin-Oku-Sor-Kendi Kelimelerinle Ifade Et” Stratejisinin I¢erigi

“Diisiin-Oku-Sor-Kendi Kelimelerinle ifade Et” stratejisi, Schumaker ve digerleri (1984) tarafindan
gelistirilen “Oku-Sor-Kendi Kelimelerinle ifade Et” stratejisinden uyarlanmistir. Bu stratejiye ilk basamak olarak
“Diisiin” basamag1 eklenerek, stratejinin basamaklari sirasiyla “Diistin”, “Oku”, “Sor” ve “Kendi Kelimelerinle
Ifade Et” olarak diizenlenmistir. “Diisiin” basamaginda, okuyucunun basliga ve var ise vurgulanmis kelimelere,
fotograf veya tablolara bakarak okumaya baslamadan metin hakkinda diisiinmesi saglanir (Mason vd., 2012).
Boylelikle okuyucular, okuma 6ncesinde metni gézden gegirmeleri, konuyu tahmin etmeleri ve 6n bilgilerine
ulasmalar1 konusunda cesaretlendirilirler. Mevcut ¢aligmada, “Diisiin-Oku-Sor-Kendi Kelimelerinle ifade Et”
stratejisinin 6gretimi hedef belirleme, kendini talimatlandirma ve kendini izleme olmak iizere {i¢ farkli kendini
diizenleme stratejisiyle (Graham vd., 1992; Harris & Graham, 1996; Reid & Lienemann, 2006) desteklenmistir.

“Diisiin-Oku-Sor-Kendi Kelimelerinle ifade Et” stratejisi, okuyuculara metinle ilgili soru sorma ve
okuduklarint kendi kelimeleriyle ifade etme firsati saglar (Hagaman & Casey, 2017). Mevcut arastirmada,
stratejinin son basamaginda, deneklerin paragraflardaki bilgileri kendi kelimeleriyle ifade ederken kullandiklari
kelime ve kelime dizinlerinin hesaplanmasinda, Keck’in (2006) sundugu simiflandirmalar esas alinmistir. Keck
(2006), kullanilan kelime ve kelime gruplarinin yarisinin veya daha fazlasiin orijinal metinde olmasini “aslina
yakin/benzer”, %20-49 araliginda orijinal metinde olmasini “diisiik diizeyde”, %1-19 araliginda orijinal metinde
olmasini “orta diizeyde” ve kelimelerin orijinal metinde yer almamasi “yiiksek diizeyde” olarak siniflandirmistir.
Keck (2006), “tek kullaniml1” ve “genel kullanimli” baglantilar ifadelerini kullanmistir. Ornegin, 35 kelimelik bir
paragrafi 19 kelime kullanarak aktarirken, okuyucunun ii¢ kelimelik bir kelime grubu kullanmas: ve bu kelime
grubunun metnin herhangi bir baska yerinde gegmemesi durumu “tek kullanimli baglantilar” olarak isimlendirilir.
“Tek kullanimli baglantilar” ile ilgili oran, kelime grubundaki toplam kelime sayisinin, okuyucunun kullandig:
toplam kelime sayisina oraninin alinmasiyla %16 olarak hesaplanir. Okuyucunun 19 kelime kullanarak metindeki
bilgileri aktarirken kullandig1 kelimelerin orijinal metnin farkli kisimlarinda gegmesi durumu “genel kullaniml
baglantilar” olarak isimlendirilir. Ornegin, okuyucunun birini iki kez, digerini bir kez olmak iizere kullandig1 iki
farkli kelimenin “genel kullanimli baglantilar” ile iligkili orani, kelimelerin sayisinin okuyucunun kullandigi 19
kelimeye oraninin alinmasiyla %16 olarak hesaplanir. Sonug olarak, kelime ve kelime gruplarinin toplam %32’si
orijinal metinde gecen kelimelerden olusmaktadir. Bu arastirmada, deneklerin kullandiklart kelime veya kelime
gruplarinin, orijinal metinle en fazla %49 oraninda benzesmesi uygun bulunmustur.

Veri Toplama Araclan
Problem-Céziim Tiiriindeki Bilgi Veren Metinler ve Metinlerin Gelistirilmesi

Problem-¢6ziim tiirtindeki bilgi veren metinlerdeki problem, degistirilmesi istenen durumdur. Problem,
¢O0ziim bulmaya tesvik eder ve sonug, problemin ¢dziimii i¢in yapilanlarin basarili veya basarisiz sonucudur
(Armbruster vd., 1989). Mevcut ¢caligmada, genellikle dordiincii sinif diizeyinde metinlerin kullanildig: bilgisine
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ulagildigindan, bu simf diizeyinde metinler hazirlanmistir. Metinlerde, “Diisiin-Oku-Sor-Kendi Kelimelerinle
Ifade Et” stratejisindeki (Mason vd., 2012) metinlerin dort paragraftan olusma 6zelligi esas alinmistir.

Ogrencilerin daha 6nce islemedikleri icatlar ve nesli tiikenme tehlikesi son bulan hayvanlarla ilgili
metinler kullanilmistir. Metinler, problem-¢éziim tiiriindeki bilgi veren metin yapisindaki siralama izlenerek
uygulamaci tarafindan hazirlanmistir. Ornegin; metnin ilk paragrafi olan “Amag” paragrafinda, insanlarin
amaclarina ulasabilmek i¢in kullandiklar1 yontemlere yer verilmigstir (6r. iletisim icin telgrafin kullanilmasi,
pandalarin besin kaynaklari olan bambu agaglarmin kesilmesinin yasaklanmasi). ikinci paragraf olan “Problem”
paragrafinda, karsilasilan problemler aktarilmistir (6r. insanlarin birbirlerinin sesini duyamamasi, kesilen bambu
agaglarinin  bilylimesinin uzun siirmesi). Ugiincii paragraf olan “Coziim” paragrafinda, problemlerin
sonlandirilmasi i¢in ¢ézlimiin ne oldugu (&r. telefonun icadi, panda koruma alaninin kurulmasi) ve doérdiincii
paragraf olan “Sonug¢” paragrafinda, problemlerin ¢6ziimil i¢in yapilanlarin sonuglari (6r. insanlarin birbirlerinin
sesini duyabilmesi, pandalarin kolaylikla yiyecek bulabilmesi) paylasiimistir.

Metinler i¢in Metin Degerlendirme Formu kullanilarak uzman goriisii alimmgtir. Ozel egitim alanindan
iic dgretim {iiyesi, sinif 6gretmenligi alanindan bir dgretim iiyesi ve bir Tiirk¢e dgretmeninden olusan toplam bes
uzman metinleri degerlendirmistir. Degerlendirmede metinlerin problem-¢oziim tiiriindeki bilgi veren metin
yapisina uygunlugu, giris ve gecis climlelerinin uygunlugu, paragraflarin siralanisi, sdzciiklerin kullanima,
anlattmin akiciligi, basligin uygunlugu, noktalama isaretlerinin kullanimi, dilbilgisi ve yazim kurallarina
uygunluk, gorsellerin uygunlugu ve metinlerin zorluk diizeyinin uygunlugu kriterlerine bakilmistir. Uzmanlarin
goriisleri dogrultusunda, metinlerde dilbilgisi ve yazim kurallarina iliskin diizeltmeler gergeklestirilmistir. Ayrica,
icadm ilk goriintiisiiniin giintimiizdeki haliyle uyusmamasi durumunda, icadin giincel gorselinin metne eklenmesi
kararlagtirilmistir. Tim metinler beyaz A4 kagidi iizerine, Times New Roman yazi karakterinde, 12 punto
biiyiikliigiinde ve 1,5 satir aralig1 bosluk birakilarak hazirlanmistir. On kosul becerileri degerlendirme siirecinde,
dgrencilerin metin kagid1 &zelliklerinde herhangi bir uyarlamaya ihtiyag duymadiklar1 belirlenmistir. icatlar
konusunda toplam 32 metin hazirlanmigtir. Metinlerin kullanilacagi oturumlar rastgele belirlenmistir. Nesli
tikenme tehlikesi son bulan hayvanlarla ilgili ise, 6gretim Oncesi ve sonrast genelleme oturumu olmak iizere
toplam iki metin hazirlanmistir ve metinler rastgele segilmistir. icatlarla ilgili metinler en az 120, en fazla 128
kelimeden olusmaktadir. Metinlerdeki cimlelerde, en az dort ve en fazla 20 kelime bulunmaktadir. Nesli tikenme
tehlikesi son bulan hayvanlarla ilgili metinlerdeki ciimleler en az 126, en fazla 130 kelimeden olugmaktadir.
Metinlerdeki ciimlelerde, en az dort ve en fazla 16 kelime bulunmaktadir. Her bir oturumda bir adet metin
kullanilmistir. Calismada kullanilan metinlerin basliklar1 Sekil 1°de sunulmustur.

Sekil 1
Deney Siirecinde Her Bir Asamada Kullanilan Metinler

) P Bsreti On bilgilerin Breti Ogretim
On kosul Baslama %%]?;;T 511025%1 estt‘::te‘i geligtirilmesi Stratejinin Stratejiye Rehberli Bagimsiz Ogretim sonu Osogr‘::: sonrasi e
degerlendirme diizeyi ) ve harekete tartigiimast model olma uygulamalar uygulamalar 2 strateji
genelleme kullanim e : genelleme
gegirilmesi kullanimi
( Y[ "Modern f 1 ( ) | "Abakiisiin I )
bl_s!kllle}'m "Bebek "Ugagm icadr” icady "Giivenli
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Okudugunu Anlama Veri Toplama Formu

Calismada, Okudugunu Anlama Veri Toplama Formu kullanilmigtir. Formda, metin hatirlama ve kisa
cevapli sorular1 yanitlama tablolar1 bulunmaktadir. Her bir metin i¢in hazirlanan performans tablolar1 i¢in yiizde
hesaplanirken, Hagaman ve Reid (2008) tarafindan “Nitel Okuma Envanteri-3” (Leslie & Caldwell, 2001) esas
almarak gelistirilen siire¢ler izlenmistir. Leslie ve Caldwell (2001), hatirlanan bilgilerin anlatilmasi siirecinin,
sorularin sorulmasindan dnce yiiriitiilmesi gerektigini vurgulamistir. Her bir metindeki ana fikir sayis1 dorttiir ve
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onemli detaylarin sayisi 12 ile 19 arasindadir. Metni okumalarinin ardindan, deneklerden hatirladiklar: bilgileri
sozel olarak aktarmalart beklenmistir. Tahmini cevaplarin Oniine gecebilmek adina, ana fikir climlelerine
paragraflarda kimi zaman ilk, kimi zaman son ciimlede yer verilmistir. Uygulamaci, her bir metin igin iki bilgi
sorusu ve dort ¢cikarim sorusu hazirlamistir. Hatirladiklar: bilgileri anlatmalarinin ardindan, deneklerden sirastyla
sorulan sorular1 sozel olarak yanitlamalari istenmistir. Sorular, metinlerin uygunlugunu degerlendiren bes uzman
tarafindan Metin Degerlendirme Formu kullanilarak degerlendirilmistir. Bilgi sorularinin cevaplarinin dogrudan
metinde olup olmadigi, ¢ikarim sorularinin metinden ¢ikarim yapmaya uygun olup olmadigi, dilbilgisi ve yazim
kurallarina uygunluk, ¢ikarilmasi veya eklenmesi gereken sorularin olup olmadig1 ve sorularin dlgiilmesi gereken
cevabi Olciip Olemedigi degerlendirilmistir. Geri bildirimler dogrultusunda, sorularda dilbilgisi ve yazim
kurallarina yonelik diizeltmeler gergeklestirilmistir.

Sesli Diigiinme Protokolii Kodlama Formu

Deneklerin okuduklarint anlama siireglerindeki biligsel ve iistbiligsel strateji kullanimlarini belirlemek
iizere Sesli Diistinme Protokolii Kodlama Formu’na yer verilmistir. Formun gelistirilme siirecinde, Sweeney
(2010) ve Rosenzweig ve digerleri (2011) tarafindan Montague’in (2003) matematik problemi ¢6zme modeli temel
alinarak gelistirilen kodlama formu dikkate alinmistir. Sweeney (2010) ve Rosenzweig ve digerleri (2011)
tarafindan gelistirilen formda biligsel stratejiler bagligi okuma, kendi kelimeleriyle ifade etme, gorsellestirme,
hipotez kurma, tahmin etme, hesaplama ve kontrol etme basliklarindan olusmaktadir. Formun iistbiligsel stratejiler
basligindaki iiretici olan stratejiler alt basliginda kendini diizeltme, kendini talimatlandirma, kendini izleme ve
kendine soru sorma basliklar1 yer alirken, tiretici olmayan stratejiler alt basliginda hesap makinesi, yorum ve duygu
basliklart bulunmaktadir. Arastirmacilarin kullandiklart formdan farkli olarak mevcut aragtirmada gelistirilen
formda, “Diisiin”, “Oku”, “Sor” ve “Kendi Kelimelerinle ifade Et” stratejisi basamaklarina iliskin dgrenci
sesletimleri bilissel stratejiler basliginda kaydedilmistir. Ustbilissel stratejiler bashgindaki iiretici olan stratejiler
alt bagliginda sadece kendini talimatlandirma ve kendini izleme basliklarina, {iretici olmayan stratejiler alt
basliginda sadece duygu ve yorum bagliklarina yer verilmistir. Formda, deneklerin sesletimlerinin yaziya
dokiildiigii bir alan bulunmaktadir. Ayrica, biligsel ve tstbiligsel stratejilerin, bu stratejilerin islevsel tanimlarinin,
kodlar ile kullanim sikliklarinin ve yiizdeliklerinin kaydedildigi alanlar mevcuttur.

Sosyal Gegerlik Formlar

Strateji 6gretimi ile ilgili goriislerini belirlemek icin deneklere 16 maddelik, 6gretmenlere 11 maddelik
ve ailelere 10 maddelik sosyal gegerlik formlari sunulmustur. Maddeleri “Evet”, “Hayir” veya “Kararsizim”
seklinde yanitlamalar1 istenmistir. Deneklere stratejinin okuma caligmalarinda yardimci olup olmadigi, bundan
sonra stratejiyi kullanip kullanmayacaklari, stratejiyi kullanmanin kolay olup olmadigi, stratejiyi 6grenirken
eglenip eglenmedikleri, stratejinin anlatildigi derslerin stratejiyi kolaylikla 6grenmelerini saglayip saglamadigi,
destekleyicileri sevip sevmedikleri ve destekleyiciler olmadan stratejiyi kullanip kullanmayacaklari, stratejinin
metinlerdeki bilgileri anlatmalari ve metin sorularini cevaplamalarinda kolaylik saglayip saglamadigi,
arkadaslarina stratejiyi Onerip 6nermeyecekleri ve ayrica sesli diisiinmenin, kendi kendilerini izlemenin ve
kendilerine ne yapacaklarini sdylemenin ise yarar olup olmadigt ve bu stratejileri kullanip kullanmayacaklari ile
ilgili maddeler sunulmustur. Ogretmenlere ve ailelere ise dgrencilerin metinlerdeki bilgileri daha dogru ve kolay
bir sekilde ifade edip etmedikleri, sorular1 daha dogru ve kolay cevaplayip cevaplamadiklari, okudugunu anlama
etkinliklerine katilma ve etkinliklerde yardim talep etme durumlarinda farklilik olup olmadigi, stratejinin
kullanighilig1, stratejiyle dgretilen becerilerin genelleme ve kaliciliginin yiiksek olup olmadigi ve uygulamayi
ogrenmeleri durumunda stratejiyi kullanmayi diisliniip diisiinmedikleri ile ilgili maddeler sunulmustur. Ayrica
O0gretmenlere, stratejiyi bagka 6gretmenlere 6nerip 6nermeyeceklerine yonelik bir madde sunulmustur.

“Diisiin-Oku-Sor-Kendi Kelimelerinle ifade Et” Stratejisi Ogretiminde Kullanilan Destekleyiciler

Stratejinin toplam basamak sayisinin, basamaklarin isimlerinin, sirasinin ve uygulanma bi¢iminin
hatirlanmasini saglamak icin “Diisiin-Oku-Sor-Kendi Kelimelerinle ifade Et” Stratejisi Akis Semast Kagids;
tamamlanan strateji basamaklarini isaretlemeleri, bulunduklar1 basamagi ve basamaklarin sirasini rahatlikla takip
edebilmelerini saglamak icin “Diisiin-Oku-Sor-Kendi Kelimelerinle Ifade Et” Stratejisi Kendini [zleme Kagidi ve
ayrica metin hatirlama ve kisa cevapli sorular1 yanitlama performanslart hakkinda denekleri bilgilendirmek ve
performanslarma yonelik hedefler belirlemeleri i¢in desteklemek adina Metin Hatirlamaya iliskin Hedef Belirleme
Grafigi/Metin Sorularmi Yanitlamaya iliskin Hedef Belirleme Grafigi destekleyiciler olarak kullanilmuistir.
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Genel Siire¢
Pilot Uygulama

Uygulamada olugabilecek olas1 aksakliklar1 tespit etmek adina, yedek deneklerden biri ile 6n bilgilerin
gelistirilmesi ve harekete gecirilmesi, stratejinin tartisilmast ve stratejiye model olma agamalarinin her biri igin
birer oturum ve sesli diisiinme protokolii i¢in iki oturum pilot uygulama gergeklestirilmistir. Video kaydmna alinan
bu siirece bir gézlemci eslik etmistir. Gozlemci geri bildirimleri neticesinde birtakim diizenlemeler yapilmstir.
Oncelikle, metindeki bilgileri hatirlama ve soru yanitlama puanlarmin kiisuratli olmasi sebebiyle, dgrencinin ve
uygulamacmin grafiklere puanlart birlikte isaretlemeleri kararlagtirilmistir. Stratejiye model olma asamasinda,
“basa ¢ikma ve 6z denetim” rneklerinin artirilmasi planlanmigtir. Alanyazin 1g1ginda pilot uygulamada, sesli
diisiinme protokolii egitimi ve sesli diisiinme protokolii uygulamasi olmak iizere iki oturum diizenlenmistir (6r.
Firat, 2017; Ozkubat, 2019). Egitim oturumunda uygulamact, sesli bir bigimde diisiinerek okuma etkinligindeki
biligsel ve iistbilissel siire¢clere model olmus ve 6grenci bu siirecleri pratik yapmistir. Uygulama oturumunda ise
ogrenciden, kendisine sunulan metni okurken diisiincelerini sesli bir bicimde aktarmasi istenmistir. Ancak, egitim
oturumunda model olundugundan, 6grenci ¢alismanin bagimsiz degiskeninin igerigine maruz kalmaktadir. Bu
nedenle, egitim oturumuna ayrica yer verilmemesi planlanmig ve 6gretim dncesi strateji kullanimi degerlendirme
oturumunun basinda sesli diisiinme protokoliiniin uygulanisi 6rnek ifadelerle gosterilmistir. I¢ gecerligi olumsuz
yonde etkilememek i¢in, farkl etkinlikler {izerinden (yapboz etkinligi) ifadeler kullanilmasi planlanmstir.

Deney Siireci

Deney siireci, haftada dort giin, kurumla belirlenen saatler igerisinde ve her bir denek i¢in giinde tek
oturum olacak sekilde yiiriitilmiistiir. Siire¢, bes buguk ayda sonlanmistir. Genel olarak siireg; (a) dgretim
oncesinde baslama diizeyi ve yoklama oturumlari, 6gretim dncesi genelleme oturumu ve dgretim Oncesi strateji
kullanimi degerlendirme oturumu; (b) dgretim siirecinde, 6gretim oturumlari ile her bir 6gretim oturumunun
ardindan yiiriitilen 6gretim asamalari sonu degerlendirme oturumu ve (¢) dgretim sonrasinda 6gretim sonu
degerlendirme oturumlari, 6gretim sonrasi genelleme oturumu, dgretim sonrasi strateji kullanimi degerlendirme
oturumu ve izleme oturumlarindan olugmaktadir. Metin konulariin oturumlardaki dagilimi belirlenmis (bk. Sekil
1) ve her bir oturumda bir adet metin kullanilmigtir. Siirece iliskin bilgiler, asagida detaylica paylasilmstir.

Baslama Diizeyi ve Yoklama Oturumlari. Deneklerin problem-¢6ziim tiiriindeki bilgi veren metinlere
yonelik okuduklarini anlama diizeylerinin belirlenmesi amaciyla, 6gretime baslamadan Once, baglama diizeyi
verileri toplanmistir. Oturumlarda, metni dikkatli ve sesli bir bicimde okumasi gerektigi, metni okumasinin
ardindan metni anlatacagi ve metinle ilgili sorulari cevaplayacagi denek ile paylasiimistir. Anlamlarini bilmedigi
kelimeler olursa kelimeleri tanimlamak ve kelime okumada zorlanirsa kelimeyi okumak disinda denege herhangi
bir destek sunulmamisgtir. Deneklerin yanitlari veri toplama formuna kaydedilmistir. Baglama diizeyi oturumlarina
oncelikle birinci denekle baglanmus, ikinci ve tiglinii denekten birer yoklama verisi alinmistir. Birinci denek i¢in
baglama diizeyi verileri en az {i¢ oturum {ist iste kararlilik gosterdikten sonra, uygulamaya gecilmistir. Birinci
denegin 6gretim sonu degerlendirmelerinde metin hatirlama performans diizeyinin en az %80 olma dl¢iitiini ve
kisa cevapli sorulari yanitlama performans diizeyinin alt1 kisa cevapli sorudan en az bes kisa cevapli soruya dogru
tepki verme Ol¢iitiinii karsilamasi ile ikinci denegin baslama diizeyi verileri toplanmaya baslanmistir ve ti¢lincii
denekten bir yoklama verisi alinmistir. Ikinci denegin baslama diizeyi evresinde kararli veri elde edilmesinin
ardindan, ikinci denekle uygulamaya gecilmistir. Ogretim sonu degerlendirmelerinde ikinci denegin 6lgiitleri
kargilamasi ile tiglincii denegin baslama diizeyi verileri toplanmaya baslanmistir. Baglama diizeyinde kararlt veri
elde edilmesinin ardindan, ti¢iincii denekle uygulamaya ge¢ilmis ve siirece ayni sekilde devam edilmistir.

Ogretim Oturumlari. Baslama diizeyi verileri kararlilk gosteren deneklerle strateji Ogretiminin
yapildig1 6gretim oturumlarina gecilmistir. Strateji 6gretiminde, KDSG modelinin asamalari takip edilmistir
(Harris & Graham, 1996). KDSG modeli, strateji 6gretimi adimlarin1 agik¢a sunmasi, kendine 6zgii 6gretim
asamalarint igermesi, kendini diizenleme stratejilerinin kullanimini dogrudan o&gretmesi, stratejiyi kullanma
sorumlulugunun giderek Ogretmenden Ogrenciye gegmesini saglayarak Ogrenciyi bagimsizlastirmasi gibi
ozellikleriyle “Diisiin-Oku-Sor-Kendi Kelimelerinle ifade Et” stratejisinin uygulandigi ¢aligmalarda
onerilmektedir (Hagaman & Casey, 2017). Bu oneri ile mevcut ¢alismada, KDSG modelinin 6n bilgilerin
gelistirilmesi ve harekete gegirilmesi, stratejinin tartisilmasi, stratejiye model olma, rehberli uygulamalar ve
bagimsiz uygulamalar asamalarina yer verilmistir. Olgiit temelli olan bu modelde denekler, belirlenen &lgiitii
karsiladik¢a bulunduklart agamadan bir sonraki asamaya gegerler (Reid & Lienemann, 2006).
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On Bilgilerin Gelistirilmesi ve Harekete Gecirilmesi. 1ki oturum seklinde yiiriitilen bu asamada,
stratejiyi kullanabilmek icin gerekli olan bilgi ve becerilerin kazandirilmasi amaglanmistir. ilk oturumda, calisma
icin hazirlanan metinlerde deneklerin siklikla karsilasacaklari “problem”, “coziim” ve “sonu¢” kavramlari
tanimlanmis ve tanimlar érnek ciimleler iizerinde galisiimistir. ikinci oturumda, ana fikir ve dnemli detaylar
iizerinde durulmustur. Ana fikir ve 6nemli detaylar1 bulmak, “Diisiin-Oku-Sor-Kendi Kelimelerinle ifade Et”
stratejisinin kullanim1 igin gerekli 6n kosul beceriler olarak vurgulandigindan, Hagaman ve Casey (2017)
tarafindan sunulan 6rnek esas alinarak kisa paragraflar kullanilmistir. Bu siirecte, ana fikrin tanimi yapilmis ve
paragraflarda ana fikri ve ana fikri destekleyen 6nemli detaylar1 bulma ¢aligmasi yapilmistir. Bu asama, denekler
ilk oturumda 6rnek paragraflardaki “problem”, “¢c6ziim” ve “sonug¢” climlelerini; ikinci oturumda paragraflardaki
ana fikir ve 6nemli detaylart bagimsiz bir sekilde, %100 tespit etme Olgiitiine ulagana kadar siirdiirilmiistiir.

Stratejinin Tartisilmasi. Bu agamada, metinlerin dogru anlagilmasimin énemi vurgulanmis ve denekler
mevcut okudugunu anlama performanslari ile ilgili bilgilendirilmislerdir. Ayrica, denekler metin hatirlamaya ve
kisa cevapli sorular1 yanitlamaya yonelik hedefler belirlemeleri konusunda cesaretlendirilmislerdir. Ardindan,
strateji tanitilmigtir. Denekler, stratejinin basamaklarinin ne sekilde ve hangi sirayla uygulanacagi konusunda
bilgilendirilmislerdir. Bu agsama, denekler strateji basamaklarini, bagimsiz bir sekilde, sirali ve %100 dogruluk
diizeyinde sdyleme oSlgiitiine ulasana kadar stirdiiriilmiistiir.

Stratejiye Model Olma. Bu asamada deneklere destekleyicileri kullanma, stratejinin basamaklarini siral
ve dogru bir sekilde uygulama, kendini talimatlandirma ifadelerini kullanma ve kendini izleme becerilerini
sergileme konularinda model olunmugtur. Bununla birlikte, okuma etkinliklerinde deneyimleyebilecekleri
olumsuz diisiince veya duygularla nasil bas edebilecekleri tizerinde ¢alisilmistir. Bu asama, denekler strateji
basamaklarinin isimlerini ve bu basamaklarda neler yapildigini, akis semasi kagidina bakmadan, bagimsiz bir
sekilde, sirali ve %100 dogruluk diizeyinde séyleme olgiitiine ulagana kadar siirdiirilmiistiir.

Rehberli Uygulamalar. Bu asamada, oncelikle stratejiyi, kendini talimatlandirma ifadelerini ve kendini
izleme becerilerini yerinde ve dogru bir bigimde sergileme konusunda uygulamaci tarafindan rehberlik edilmistir.
Denekler stratejiyi kullanmada kendilerine giivendik¢e ve bagimsizlik kazandik¢a, uygulamacinin destegi
kademeli olarak azaltilmis, destekleyiciler geri gekilerek deneklerden strateji basamaklarimi sirali ve dogru bir
bicimde yazmalari ve uygulamalar1 beklenmistir. Bu asama, denekler destekleyicileri kullanmadan strateji
basamaklarimi sirali ve dogru bir sekilde uygulamada, kendini talimatlandirma ifadelerini ve kendini izleme
becerilerini yerinde ve dogru bir bigimde sergilemede bagimsizlik kazanincaya kadar siirdiirtilmiistiir.

Bagimsiz Uygulamalar. Bu asamada deneklerden strateji basamaklarini sirali ve dogru bir sekilde
uygulamalari, kendini talimatlandirma ifadelerini ve kendini izleme becerilerini bagimsiz bir sekilde sergilemeleri
beklenmistir. Bu asama, denekler destekleyiciler olmadan strateji basamaklarini sirali, dogru ve tutarli bir bigimde
uygulamada, kendini talimatlandirma ifadelerini ve kendini izleme becerilerini yerinde ve dogru bir bigimde
sergilemede bagimsizlik kazanincaya kadar siirdiiriilmiistiir. Bu siire¢, denekler metin hatirlama performans
diizeylerinin en az %80 olma dl¢iitiinii ve kisa cevapli sorular1 yanitlama performans diizeylerinin alt1 kisa cevapli
sorudan en az bes kisa cevapli soruya dogru tepki verme dlgiitiinii karsiladiginda sona erdirilmistir.

On bilgilerin gelistirilmesi ve harekete gegirilmesi, stratejiye model olma ve rehberli uygulamalar
asamalarinda her bir denek ile ikiser oturum, stratejinin tartisilmasi agamasinda her bir denek ile birer oturum ve
bagimsiz uygulamalar asamasinda birinci ve ikinci denek ile tiger ve {iglincli denek ile iki oturum olmak {izere
birinci, ikinci ve ii¢lincii denek i¢in sirasiyla toplam 10, 10 ve dokuz 6gretim oturumu gergeklestirilmistir. Her bir
O0gretim agsamasi oturumundan sonra, 6gretim asamalari sonu degerlendirme oturumlari ve strateji dgretiminin
tamamlanmasinin ardindan ise, Ogretim sonu degerlendirme oturumlari diizenlenmistir. Bu degerlendirme
oturumlarindaki veri toplama siireci, baglama diizeyi oturumlarindaki siirece benzerdir.

Strateji Kullammi Degerlendirme Oturumlari. Deneklerin biligsel ve istbilissel strateji kullanim
diizeylerini belirlemek adina, Ogretim Oncesi ve sonrasi strateji kullanimi degerlendirme oturumlar
diizenlenmistir. Ogretim 6ncesi strateji kullanimi degerlendirme oturumunda uygulamaci, ncelikle bir yapboz
oyunu oynayarak kullandig1 6rnek ifadelerle sesli diisiinme siirecine model olmustur. Ardindan, metni okurken
sesli diislinmenin 6nemini agiklayarak denege bir metin sunmus ve denekten okuma yaparken metni daha iyi
anlayabilmek adina yaptiklarini, diisiindiiklerini ve hissettiklerini sesli bir bicimde sdylemesini istemistir. Denege
herhangi bir ipucu sunulmamistir. Metnin anlatilmasi istenmemis ve metinle ilgili soru sorulmamustir. Ogretim
sonras! strateji kullanimi degerlendirme oturumu, 6gretim Oncesi strateji kullanimi degerlendirme oturumuna
benzer sekilde yiiriitiilmiistiir. Deneklerin strateji kullanimlari, kodlama formuna kaydedilmistir.
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Genelleme Oturumlari. Deneklerin problem-¢6ziim tiirtindeki bilgi veren metinleri anlama becerilerini
farkli bir konuda yazilmis ayn1 tiirdeki bir metne genelleme diizeylerini belirlemek adina, 6gretim dncesi ve sonrasi
genelleme oturumlart diizenlenmistir. Her denekten birer 6gretim oncesi ve sonrast genelleme oturumu verisi
alinmistir. Genelleme verilerinin toplanmasinda izlenen siire¢, baslama diizeyi oturumlarindaki veri toplama
stirecine benzerdir. Veriler, veri toplama formuna kaydedilmistir.

izleme Oturumlari. Uygulamanmn tamamlanmasindan sonraki ikinci, dordiincii ve altinci haftalarda
deneklerin problem-¢6ziim tiiriindeki bilgi veren metinleri anlama becerilerini siirdiirme durumlarini
degerlendirmek adina izleme oturumlarmma yer verilmistir. Bu oturumlarda veri toplama siireci, baslama diizeyi
oturumlarindaki veri toplama siirecine benzerdir. Her bir denekten iiger izleme verisi alinmistir. Veriler, veri
toplama formuna kaydedilmistir.

Verilerin Toplanmasi ve Analizi
Etkililik ve Izleme Verilerinin Toplanmast ve Analizi

Baslama diizeyi, 6gretim agamalar1 sonu, 6gretim sonu degerlendirme ve izleme oturumlarinda deneklerin
okudugunu anlama performanslarina iliskin toplanan veriler, Okudugunu Anlama Veri Toplama Formu’na
kaydedilmistir. Metin hatirlama performans tablosuna veriler kaydedilirken, deneklerin metindeki bilgileri kendi
kelimeleriyle aktarma siire¢lerinde kullandiklar1 ifadelerin; 6zne ve yiiklem igererek tam bir diigiince yansitmasi,
dogru olan ve tekrar niteliginde olmayan yeni bilgi igermesi, anlamli olmasi, ise yarar bilgi igermesi, okuyucunun
kendi kelimelerini kullanmasiyla aktarilmis olmasi ve her bir paragrafa ait ana fikir i¢in tek bir genel ifade
sunulmasi 6zelliklerini tasimasi beklenmistir (Lauterbach & Bender, 1995). Bu 6zellikleri tasiyan ifadeler, dogru
tepki olarak degerlendirilmistir. Deneklerin dogru hatirladiklar1 ana fikir ve onemli detaylarin, performans
tablosundaki ana fikir ve onemli detaylara orani alinarak ylizde hesabi yapilmistir. Veriler, ¢izgi grafigine
yansitilarak gorsel analiz yoluyla analiz edilmistir. Kisa cevapli sorulart yanitlama performans tablosuna verilerin
kaydedilmesi siirecinde, bilgi sorulari igin verilen yanitlarin agik¢a metinde yer almast ve ¢ikarim sorulari igin
verilen yanitlarin metindeki ipuglart ile iligkili olmast beklenmistir (Leslie & Caldwell, 2001). Bilgi ve ¢ikarim
sorular1 i¢in bu 6zellikleri tagiyan yanitlar dogru tepki olarak degerlendirilmistir. Deneklerin soruyu cevaplamadan
10 saniye beklemeleri durumunda, soru tekrarlanmig ve 10 saniye iginde ikinci kez yanitlanamadiginda, bu durum
yanlis tepki olarak degerlendirilmistir. iki cevapl sorularda cevaplardan sadece birinin sdylenmesi yanls tepki,
ikiden fazla cevabi olan sorularda cevaplardan %60 veya %60’tan fazlasinin sdylenmesi dogru tepki ve cevaplarin
%60’tan azinin sdylenmesi yanlis tepki olarak degerlendirilmistir. Ayrica, sorulan soruyla iliskisiz metindeki
bagka bir boliime yonelik cevap verilmesi, metnin tamaminin anlatilmasi ve metindeki bilgilerin tam aksi bir yanit
verilmesi yanlis tepki olarak degerlendirilmistir. Toplam dogru yanit sayisinin, toplam soru sayisina orani aliarak
yiizde hesab1 yapilmistir. Yanitlar, dogru veya yanlis olarak puanlanmis, yarim puan verilmemistir. Veriler, ¢izgi
grafigine yansitilarak gorsel analiz yoluyla analiz edilmistir. izleme oturumlarinin veri toplama ve puanlama
siireclerinde ise benzer bir siire¢ izlenmistir. Ortiismeyen Veri Yiizdesi analizi (OVY) ve Tau-U analiz teknikleri
kullanilarak etki bityiikligii hesaplanmistir (Parker & Vannest, 2009; Parker vd., 2011; Scruggs vd., 1986).

Genelleme Verilerinin Toplanmast ve Analizi

Genelleme verileri, 6n test-son test modeli ile toplanmistir. Bu siiregte, etkililik ve izleme verilerinin
toplanmasi ve puanlanmasi siireglerine benzer bir siire¢ izlenmistir. Karsilastirilan 6n test-son test verileri siitun
grafigi iizerinde gosterilerek analiz edilmistir. Grafigin yatay ekseninde 6n test ve son test bilgileri, diisey
ekseninde dogru tepki yiizdeleri gdsterilmistir. Hatirlanan dogru bilgiler ve verilen dogru yanitlar i¢in yiizdelik
hesaplamalar1 gergeklestirilmistir.

Strateji Kullanim Diizeylerine Iliskin Verilerin Toplanmast ve Analizi

Deneklerin metin okuma siireglerindeki biligsel ve listbiligsel strateji kullanim sikliklarini degerlendirmek
lizere, sesli diisiinme protokolii uygulama oturumlarina yer verilmistir. Oturumlarin video kayitlari izlenerek elde
edilen bilgiler, Sesli Diisiinme Protokolii Kodlama Formu’na kaydedilmistir. Deneklerin sesletimleri, higbir
kelimesi atlanmadan, oldugu gibi formun ikinci boliimiine kaydedilmistir. Yazili formata doniistiiriilen sesletimler,
formdaki bilissel ve {istbiligsel stratejilerin islevsel tanimlar1 dogrultusunda kodlanmigtir. Deneklerin strateji
kullanimlarina iligkin veriler, formun {igiincii boliimiine kaydedilmistir. Deneklerin biligsel ve iistbiligsel strateji
kullanimlarinin ayr1 ayri, oturum igerisindeki toplam strateji kullanimina orani alinarak, frekans ve ylizde
hesaplamalar1 gergeklestirilmistir. Veriler, betimsel analiz yoluyla ¢éziimlenmistir.
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Sosyal Gegerlik Verilerinin Toplanmast ve Analizi

Deneklerin, 6gretmenlerin ve ailelerin strateji 6gretimi ile ilgili goriiglerini belirlemek adina, sosyal
gegerlik formlar1 kullanilmistir. Her bir madde icin kendilerine en yakin gelen segenegi (“Evet”, “Hayir” veya
“Kararsizim”) se¢meleri konusunda bilgilendirilmislerdir. Veriler, yiizde hesaplamasi yapilarak analiz edilmistir.

Giivenirlik

Zihin yetersizligi alaninda yiiksek lisans derecesine sahip iki gdozlemci tarafindan goézlemciler arasi
giivenirlik ve uygulama giivenirligi verileri toplanmigtir. Gozlemcilerden biri, ayni alanda doktora tez
asamasindadir. Biligsel ve {istbiligsel strateji 6gretimi konusunda bilgi sahibi olan gozlemcilere, formlarin
kullanimi ve siire¢ hakkinda bilgilendirmeler yapilmistir. Her iki giivenirlik tiiriinden toplanan veriler, veri kayit
formlarina kaydedilmistir. Gozlemciler aras1 giivenirlik verilerinin hesaplanmasinda, her bir denege ait tiim evreler
icin (baslama diizeyi, 6gretim asamalar1 sonu, 6gretim sonu, genelleme ve izleme) en az birer 6rnek yansiz atama
ile belirlenmis ve oturumlarim en az %30’undan veri toplanmustir. “Goriis birligi / (goriis birligi + goriis ayrilig)
x 100" formiilii (Kazdin, 1982; Tekin-iftar & Kircaali-iftar, 2013) kullanilmis ve gozlemciler arasi giivenirlik her
bir denek igin %100 bulunmustur. Uygulama giivenirligi verilerinin hesaplanmasinda tiim 6gretim oturumlari,
degerlendirme oturumlart ve sesli diisiinme protokolii oturumlari i¢in en az birer 6rnek yansiz atama yolu ile
secilmis ve oturumlarin en az %30’undan veri toplanmistir. “(Go6zlenen uygulamaci davramisi / planlanan
uygulamaci davranist) x 100” formiilii (Tekin-iftar & Kircaali-Iftar, 2013) kullanilmis ve uygulama giivenirligi,
her bir denegin tiim 6gretim, degerlendirme ve sesli diisiinme protokolil oturumlari igin %100 bulunmustur.

Kodlayicilar arasi giivenirlik verileri, gdzlemciler arasi giivenirlik ve uygulama giivenirligi verilerinin
toplanmasi siirecine dahil olan iki gbzlemciye deneyimli bir Tiirk¢e dgretmeninin eklenmesi ile toplanmistir.
Kodlayicilara, sesli diisiinme protokolii ve formun kullanimi hakkinda bilgi verilmistir. Veriler, kodlama formuna
kaydedilmistir. Her bir denege ait 6gretim Oncesi ve sonrasi birer adet sesli diisiinme protokolii oturumu video
kaydi almmistir. Kayitlarin sesletim dokiimlerinin giivenirligi ve kodlayicilar arasi giivenirlik hesaplanmistir.
“goris birligi / (goris birligi + goris ayriligl) x 100” formiilii kullanilmistir (Miles & Huberman, 1994). Sesletim
dokiimleri lizerinde herhangi bir diizeltme yapilmamis ve tiim deneklerin sesletimleri icin giivenirlik %100
bulunmustur. Ogretim 6ncesinde kullanilan bilissel ve iistbiligsel stratejiler ile gretim sonrasinda kullanilan
bilissel stratejilere iliskin giivenirlik, tiim denekler i¢in %100 bulunmustur. Ogretim sonrasina ait iistbilissel strateji
kullanimlarina iligkin giivenirlik birinci, ikinci ve liglincii denek igin sirastyla %96.3, %97.8 ve %96.8°dir. Her iki
tir strateji birlikte degerlendirildiginde, deneklerin 6gretim sonrasindaki biligsel ve {istbiligsel strateji
kullanimlarina iliskin giivenirlik birinci, ikinci ve {iglincii denek igin sirasiyla %98.1, %98.8 ve %98.3 tiir.

Bulgular
Etkililik Bulgular:

Deneklerin baglama diizeyi, 6gretim agamalart sonu, 6gretim sonu degerlendirme ve izleme oturumlarina
yonelik dogru tepki yiizdeleri metin hatirlama igin Sekil 2, kisa cevapli sorular1 yanitlama igin Sekil 3 iizerinde
sunulmustur. Sekil 2 incelendiginde, baglama diizeyinde birinci denek Deniz ve ikinci denek Giines’in ortalama
%21.1 ve igiincli denek Bulut’un ortalama %?22.3 dogruluk diizeyinde performans gosterdigi goriilmiistiir.
Deneklerin metin hatirlama performanslari strateji Ogretimi siirecinde artis egilimindedir. Ogretim sonu
degerlendirme verileri incelendiginde Deniz, Giines ve Bulut’un sirasiyla ortalama %88.1, %90.1 ve %91.8
dogruluk diizeyinde performans sergiledigi goriilmiistiir. Tiim deneklerin metin hatirlama yiizdeleri baslama
diizeyi oturumlarinda diisiiktiir; ancak strateji Ogretimi sonrasinda tiim deneklerin performanslarinda artig
izlenmistir. Strateji dgretiminin ardindan ikinci, dordiincii ve altinci haftalarda diizenlenen izleme oturumlarinda
Deniz, Giines ve Bulut’un metin hatirlama performanslari sirasiyla ortalama %88.4, %93.5 ve %94.9°dur. Ayrica
strateji 6gretiminin, deneklerin metin hatirlama becerileri tizerindeki etkisini degerlendirmek adina gergeklestirilen
etki biiyiikliigii hesaplamalarinda, OV etki biiyiikliigii degeri her bir denek igin %100 (yiiksek etkili) olmak iizere
ortalama %100 (yiiksek etkili); Tau-U etki biiyiikligi degeri her bir denek i¢in 1.0 (yiiksek etkili) olmak {izere
ortalama 1.0 (yiiksek etkili) bulunmustur.
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Sekil 2
Deneklerin Metin Hatirlama Diizeylerine Iliskin Etkililik Bulgulart
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Not: B = bag}msm uygulamalar; BD = baslama diizeyi; H = hafta; I = izleme; M = model olma; OB = 6n bilgilerin gelistirilmesi ve harekete
gegirilmesi; OS = 6gretim sonu degerlendirme; R = rehberli uygulamalar; S = stratejinin tartigilmasi.

Sekil 3 incelendiginde, baslama diizeyinde Deniz, Giines ve Bulut’un sirastyla ortalama %16.7, %22.2 ve
%27.8 dogruluk diizeyinde performans gosterdigi goriilmiistiir. Deneklerin kisa cevapli sorulart yanitlama
performanslar strateji dgretimi siirecinde artis egilimindedir. Ogretim sonu degerlendirme verileri incelendiginde
Deniz, Giines ve Bulut’un sirasiyla ortalama %88.9, %94.4 ve %100 dogruluk diizeyinde performans sergiledigi
goriilmiistiir. Tim deneklerin kisa cevaplt sorular1 yanitlama yiizdeleri baslama diizeyi oturumlarinda diisiiktiir;
ancak strateji 6gretimi sonrasida tiim deneklerin performanslarinda artig izlenmistir. Strateji 6gretiminin ardindan
ikinci, dordiincii ve altinci haftalarda diizenlenen izleme oturumlarinda Deniz, Giines ve Bulut’un kisa cevapli
sorular1 yanitlama performanslar1 ortalama %94.4’tiir. Strateji 6gretiminin, deneklerin kisa cevapl sorulari
yanitlama becerileri lizerindeki etkisini degerlendirmek adina gergeklestirilen etki biiyiikliigii hesaplamalarinda,
OVY etki biiyiikliigii degeri birinci, ikinci ve iigiincii denek igin sirastyla %92.3 (yiiksek etkili), %76.9 (etkili) ve
%83.3 (etkili) olmak iizere ortalama %84.2 (etkili) bulunmustur. Tau-U etki biiylikligii degeri ise birinci, ikinci
ve lclincli denek i¢in sirastyla .9231 (orta etkili), .9423 (yiiksek etkili) ve .9333 (yiiksek etkili) olmak tizere
ortalama .9336 (yiiksek etkili) bulunmustur.
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Sekil 3
Deneklerin Kisa Cevapli Sorulart Yamtlama Diizeylerine Iliskin Etkililik Bulgular:
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Not: B = bagimsiz uygulamalar; BD = baslama diizeyi; H = hafta; I = izleme; M = model olma; OB = 6n bilgilerin gelistirilmesi ve harekete
gegirilmesi; OS = 6gretim sonu degerlendirme; R = rehberli uygulamalar; S = stratejinin tartigilmasi.

Genelleme Bulgular:

Deniz, Giines ve Bulut’un okudugunu anlama becerilerini ayn tiirde, fakat farkli konuda yazilmig bir
metne genellemelerine iligkin bulgular metin hatirlama igin Sekil 4, kisa cevapli sorular1 yanitlama i¢in Sekil 5
iizerinde sunulmustur. Metin hatirlamaya iliskin on test bulgular1 incelendiginde Deniz’in %23.5, Giines ve
Bulut’un %29.4 dogruluk diizeyinde performans sergiledigi gortilmiistiir. Metin hatirlamaya iliskin son test
bulgular1 incelendiginde Deniz’in %90.9, Giines ve Bulut’un %95.5 dogruluk diizeyinde performans gosterdigi
gOriilmistiir. Strateji 6gretiminin ardindan, her ti¢ denegin ana fikir ve 6nemli detaylari hatirlamaya iliskin
genelleme diizeylerinde 6gretim dncesine kiyasla artis olmustur.

Kisa cevaplt sorular1 yanitlamaya iligkin 6n test bulgulart incelendiginde Deniz ve Glines’in %16.7 ve
Bulut’un %33.3 dogruluk diizeyinde performans sergiledigi goriilmiistiir. Kisa cevapli sorular1 yanitlamaya iligkin
son test bulgular1 incelendiginde Deniz’in %83.3, Gilines ve Bulut'un %100 dogruluk diizeyinde performans
gosterdigi goriilmiistiir. Strateji 6gretiminin ardindan, her {i¢ denegin kisa cevapli sorular1 yanitlamaya iligkin
genelleme diizeylerinde 6gretim dncesine kiyasla artis olmustur.
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Sekil 4
Deneklerin Metin Hatirlama Diizeylerine Iliskin Genelleme Bulgular
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Sekil 5
Deneklerin Kisa Cevapli Sorulart Yamitlama Diizeylerine Iliskin Genelleme Bulgular:
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Deneklerin Strateji Kullanim Diizeylerine Yonelik Bulgular

Deneklerin metin okuma siireclerindeki biligsel ve iistbiligsel strateji kullanim diizeylerini belirlemek
iizere, 6gretim Oncesi ve sonrasinda strateji kullanimi degerlendirme oturumlar diizenlenmistir. Deneklerin strateji
kullanim diizeylerine iligskin bulgular Tablo 2’de paylasilmistir.

Deneklerin 6gretim sonrast bilissel strateji kullanim sikliklarinda, 6gretim Oncesine kiyasla artis
goriilmistir. Tim deneklerin strateji 6gretimi 6ncesinde kullandiklart sesletimlerin agirlikli olarak biligsel
stratejilerden olustugu, strateji 6gretiminin ardindan istbiligsel stratejilere dgretim oncesine gore daha ¢ok yer
verdikleri goriilmiistiir. Ancak, bulgular incelendiginde, deneklerin 6gretim sonrasindaki biligsel strateji kullanim
sikliklarinda artis izlenmesine karsin, yiizdelik olarak azalma goriilmiistiir. Bu durum, deneklerin istbilissel strateji
kullanimlarinin gretim sonrasinda yiizdelik olarak agirlik kazanmis olmasindan kaynaklanmigtir.
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Tablo 2
Deneklerin Strateji Kullanim Diizeylerine Yonelik Bulgular
Birinci denek Ikinci denek Ugiincii denek
00 0s 00 0s 00 0s
f % f % f % f % f % f %

Bilissel stratejiler

Diistin 0 %0 15 %9 0 %0 16 %9 0 %0 18 %10

Oku 13 %87 20 %13 13 %81 17 %10 13 %93 18 %10

Sor - ana fikir 0 %0 15 %9 0 %0 17 %10 0 %0 16 %9
ctimlesini bulma
Sor - énemli detaylar

bulma
:?aeggu‘e“me'e””'e 0 %0 12 %8 0 %0 14 %8 0 %0 15 %8
Toplam 13 %87 80 %50 13 %81 83 %48 13 %93 87 %48
Ustbilissel stratejiler
Uretici olan iistbiligsel stratejiler
Kendini
talimatlandirma- 0 %0 1 %1 0 %0 2 %1 0 %0 3 %2
problemi belirleme
Kendini
talimatlandirma-
dikkatini
odaklama/planlama
Kendini
talimatlandirma- 0 %0 26 %16 0 %0 27 %16 0 %0 29 %16
strateji kullanimi
Kendini
talimatlandirma-
kendini 0 %0 3 %2 0 %0 2 %1 0 %0 3 %2
degerlendirme ve
hata diizeltme

0 %0 18 %11 0 %0 19 %11 0 %0 20 %11

0 %0 34 %21 0 %0 36 %21 0 %0 35 %19

Kendini

tbahmaﬂandm"i' 0 % 2 %l 0 %0 3 %2 0 %0 2 %I

asa ¢tkma ve oz

denetim
Kendini

talimatlandirma- 0 %0 2 %1 0 %0 3 %2 0 %0 6 %3

kendini pekistirme
Kendini izleme 0 %0 10 %6 0 %0 12 %7 0 %0 13 %7
Toplam 0 %0 78 %48 0 %0 85 %50 0 %0 91 %50
Uretici olmayan iistbilissel stratejiler
Duygu 0 %0 0 %0 1 %6 2 %1 1 %7 1 %1
Yorum 2 %13 3 %2 2 %13 2 %1 0 %0 1 %1
Toplam 2 %13 3 %2 3 %19 4 %2 1 %7 2 %2
Toplam 2 %13 81 %50 3 %19 89 %52 1 %7 93 %52
Genel toplam 15 %100 161 %100 16 %100 172 %100 14 %100 180 %100

Not: OO = dgretim 6ncesi; OS = 6gretim sonras.
Sosyal Gecgerlik Bulgulari

Sosyal gegerlik bulgular1 incelendiginde, her bir denek &gretimi yapilan stratejinin kendisine yardime1
oldugunu, stratejiyi kullanacagini, stratejiyi kolay ve eglenceli buldugunu, derslerin stratejiyi 6grenmesini
kolaylastirdigini, destekleyicileri ¢ok sevdigini ve destekleyicileri kullanmadan stratejiyi uygulayabilecegini,
stratejinin metinleri anlatmasini ve sorular1 yanitlamasini kolaylastirdigini; sesli diisiinmenin, kendini izlemenin
ve kendisine ne yapacagini sOylemenin ige yaradigmi ve artik kendi kendisini izleyecegini, arkadagslarina da
stratejiyi Onerecegini ifade etmistir. Ancak, ikinci ve iiglincii denek bundan sonra metin okurken sesli bir bigimde
diigiinme ve bundan sonra metin okurken kendisine ne yapacagini sdyleme ile ilgili maddeleri “Evet” olarak
yanitlarken, birinci denek kararsiz oldugunu bildirmistir. Bu nedenle, bu iki madde denekler tarafindan %66.7
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oraninda, diger maddeler ise %100 oraninda “Evet” olarak yanitlanmistir. Sunulan maddelerin biiyiik ¢ogunlugu
ile ilgili deneklerin olumlu goriis sunduklari ve denekler agisindan arastirmanin sosyal gegerliginin yiiksek oldugu
gOrilmiistiir.

Ogretmenler ve ailelerden elde edilen bulgular incelendiginde, her biri deneklerin metinlerdeki bilgileri
anlatmada ve sorular1 yanitlamada kolaylikla ve daha dogru bir bigimde performans sergilediklerini, etkinliklere
katilimlarinin artti§int ve daha az yardim istediklerini bildirmislerdir. Ayn1 zamanda, stratejiyi kullanish
bulduklarmni, stratejinin kullanilmasi ile 6gretimi yapilan becerilerin genelleme ve kaliciligimin yiiksek oldugunu
ve stratejiyi 0grenmeleri durumunda stratejiyi kullanabileceklerini ifade etmislerdir. Ayrica, 6gretmenler stratejiyi
baska gretmenlere de onereceklerini bildirmislerdir. Ogretmenler ve ailelerin her biri, tiim maddelere %100
oraninda “Evet” yanitin1 vermis, sunulan maddelerin tiimii ile ilgili olumlu gériis sunmuslardir. Ogretmenler ve
aileler agisindan arastirmanin sosyal gegerliginin oldukca yiiksek oldugu gorilmistiir.

Tartisma

Mevcut c¢aligmada, deneklerin 6gretim Oncesi ve sonrasi performanslari kiyaslandiginda, strateji
Ogretiminin ardindan tiim deneklerin metin hatirlama ve kisa cevapli sorular1 yanitlama performanslarinin %80
dogruluk diizeyinin iizerine ulastigi goriilmistiir. Calismanin etkililik bulgulari, “Disiin-Oku-Sor-Kendi
Kelimelerinle Ifade Et” stratejisinin 6zel gereksinimli veya risk durumunda olan 6grencilerin metin hatirlama ve
kisa cevapli sorular1 yanitlama performanslari iizerinde olumlu etkisi oldugunu gdsteren c¢aligsmalari bulgularini
destekler niteliktedir (6r. Chandler & Hagaman, 2020; Hagaman vd., 2016; Rollins, 2020; Sanders, 2020; Sanders,
Jolivette vd., 2021; Sanders, Rollins vd., 2021; Washburn vd., 2021). Etki biiyikliigii hesaplamalar1 da, strateji
Ogretiminin tiim deneklerin okudugunu anlama performanslarinin artmasina katki sagladigini géstermistir.

Aragtirmada, strateji Ogretiminin igerigiyle ilgili ozelliklerin, deneklerin okudugunu anlama
performanslart {izerinde olumlu bir etkisi oldugu disiiniilmektedir. Bu baglamda elde edilen bulgular, stratejinin
igerigi ve kapsami dogrultusunda yorumlanmustir. Oncelikle “Diisiin” basamaginda, deneklerin okuma éncesinde
bashga, vurgulanmus kelimelere ve fotografa bakarak metnin konusu hakkinda diisiinmeleri saglanmistir. OG olan
bireylerin, genellikle metinleri dogrudan okumaya basladiklar1 ve metinlerdeki ipuglarini fark edemediklerinden
konuyla ilgili 6n bilgilerini harekete gecirmekte zorlanabildikleri bilinmektedir (Graham & Bellert, 2004). Bu
nedenle stratejinin “Diiglin” basamaginda, deneklerle okuma dncesinde metnin 6zelliklerini gdzden gegirme ve 6n
bilgilerini harekete gecirme calismalar1 yapilmigtir. Bu dogrultuda, sesli diisiinme protokoliinden elde edilen
bulgular, her {i¢ denegin de strateji ogretimi Oncesinde “Diisiin” basamagina yonelik herhangi bir sesletim
gerceklestirmedigini; buna karsin, strateji 6gretimi sonrasinda tiim deneklerin sesletim sikliklarinda artis oldugunu
gostermistir. Strateji 6gretimi sonrasinda “Diisiin” basamaginda, deneklerin metni okumadan “Bu metnin konusu
ne?” veya “Bu konu hakkinda ne biliyorum?” gibi sorularla metnin konusunu tahmin etme ve konuyla ilgili 6n
bilgilerini harekete gegirme gibi bilissel strateji kullanimlarina yonelik sesletimlerine rastlanmistir. Dolayisiyla,
sesli diisinme protokoliinden elde edilen bulgular, “Diisiin” basamag: ile deneklerin okuma Oncesi stratejileri
kazandiklarii dogrular niteliktedir. Tiim bu bilgiler “Diisiin” basamaginin, deneklerin okuma dncesinde metnin
ozelliklerini gbozden gecirmelerine ve On bilgilerini harekete gecirmelerine katki sagladigint gostermektedir.

Stratejinin ikinci basamagi olan “Oku” basamagi ile deneklerin metni uygun hizda okumalar1 ve
okuduklarint anlamadiklarinda tekrar okumalari saglanmistir. Biligsel stratejinin “Oku” basamagina yonelik elde
edilen sesletimlere bakildiginda, deneklerin strateji 6gretimi Oncesi ve sonrasindaki sesletimleri arasinda énemli
bir farklilik olmadig1 goriilmiistiir. Bu durumun, deneklerin okuma akiciligi, okuma dogrulugu ve hecelemeden
okuma 6n kosullart dikkate alinarak ¢aligmaya dahil edilmeleriyle iliskili oldugu diisiiniilmektedir. Stratejinin
ticlincii basamagi olan “Sor” basamaginda ise, “Bu paragrafin ana fikri nedir?” ve “Ana fikri destekleyen 6nemli
detaylar nelerdir?” sorularini sormalariyla, deneklerin metindeki 6nemli bilgileri 6nceliklendirerek daha az dnemli
olanlar1 ayirt etmeleri saglanmugtir. Sesli diisiinme protokoliinden elde edilen bulgular, deneklerin strateji 6gretimi
oncesinde “Sor” basamagina yonelik herhangi bir sesletim gergeklestirmediklerini; ancak, strateji 6gretimi
sonrasinda tiim deneklerin sorduklar1 sorular ile metindeki ana fikir ve énemli detaylar1 tespit edebildiklerini
gostermistir. Bu sayede deneklerin ana fikri tespit etme, ¢ikarim yapma, 6zetleme ve 6nemli diisiinceleri hatirlama
gibi iyi okuyucu davraniglarini (Pedrotty-Bryant vd., 1999) kazanmalarmin desteklendigi diistiniilmektedir.

Son olarak “Kendi Kelimelerinle ifade Et” basamaginda, deneklerden bir dnceki basamakta belirledikleri
ana fikir ve 6nemli detaylar1 kendi kelimeleriyle sesli bir sekilde ifade etmeleri beklenmistir. Sesli diigiinme
protokoliinden elde edilen bulgular, deneklerin strateji 6gretimi sonrasinda metinlerdeki ana fikir ve 6nemli
detaylar1 kendi kelimeleriyle sesli bir sekilde ifade edebildiklerini dogrulamistir. Kendi kelimeleriyle ifade
etmenin, okuyucunun metindeki bilgileri yeniden yapilandirmasini ve bilginin daha derinlemesine islenmesini
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sagladig1 vurgulanmaktadir (Hagaman vd., 2010). Bu baglamda mevcut ¢alismada, deneklerin soru sorarak
belirledikleri ana fikir ve 6nemli detaylar1 kendi kelimeleriyle ifade etmelerinin okudugunu anlama siireglerine
katk1 sagladigi diistiniilmektedir.

Okudugunu anlamada bilissel stratejiler kadar, okuyucunun kendi okuma siireglerini izlemesini saglayan
iistbiligsel stratejilerin de dogru ve etkili kullanimi oldukca &nemlidir (Pressley, 2002). OG olan bireylerin
stratejiyi edinmede ve uygulamada yasadiklar giigliikler ile biligsel ve iistbiligsel becerilerde, kendini diizenleme,
kendini izleme vb. becerilerde yasadiklari giicliikler dikkate alindiginda (Graham & Bellert, 2004; Mercer, 1997),
strateji 6gretimi ve kendini diizenleme becerilerinin kazandirilmasi 6nem tagimaktadir. Bu baglamda, mevcut
caligmada strateji 6gretimi siireci hedef belirleme, kendini talimatlandirma ve kendini izleme olmak tizere {i¢ farklt
kendini diizenleme stratejisiyle (Graham vd., 1992; Harris & Graham, 1996; Reid & Lienemann, 2006)
desteklenmistir. Sesli diisiinme protokoliinden elde edilen bulgular, strateji 6gretimi 6ncesinde deneklerin herhangi
bir stbiligsel strateji sergilemediklerini, ancak strateji 6gretimi sonrasinda tim deneklerin istbiligsel strateji
kullanim sikliklarinin artti§ini géstermistir. Stratejinin igeriginin yani sira, strateji 6gretiminin KDSG modelinin
asamalarina gore sunulmasinin da bu durum iizerinde 6nemli bir etkisi oldugu diistiniilmektedir.

Ayrica, tiim deneklerin strateji 6gretimi dncesindeki sesletimlerinin agirlikli olarak biligsel stratejilerden
olustugu, strateji Ogretiminin ardindan Ustbiligsel stratejileri 6gretim Oncesine gore daha c¢ok kullandiklari
goriilmiistiir. Ancak, bulgular incelendiginde, deneklerin Ogretim sonrasindaki biligsel strateji kullanim
sikliklarinda artis izlenmesine karsin, ylizdelik olarak azalma goriilmiistiir. Bu durum, deneklerin iistbiligsel strateji
kullanimlarinin dgretim sonrasinda yiizdelik olarak agirlik kazanmis olmasindan kaynaklanmistir. Sonug olarak,
en fazla sesletime yer veren denekten en az sesletime yer veren denege dogru siralama yapildiginda, deneklerin
okudugunu anlama performanslarinda da, sesletim sikliklarindakine benzer bir siralama oldugu goriilmiistiir. Bu
bulgular, deneklerin strateji kullanim sikliklart arttikga, okudugunu anlama performanslarinda da artis oldugu
seklinde yorumlanmistir. Aynt zamanda bu durum, iyi okuyucu 6zellikleri sergileyen deneklerin daha fazla ve
cesitli bilissel ve iistbiligsel stratejiler kullandiklar1 gériisiinii desteklemektedir (6r. Firat, 2017; Ozbek, 2019).

Calismada, hedef belirleme grafikleri ile deneklerin gercekci hedefler belirlemeleri, akis semas1 kagidi
ile strateji basamaklarint sirali ve dogru bir bicimde uygulamalari ve kendini izleme k&gidi ile kendi
performanslarint izlemeleri saglanmistir. Kendini talimatlandirma ifadelerine model olunarak, stratejiyi
kullanirken kendileriyle ilgili olumlu ifadeler kullanmalar1 konusunda denekler cesaretlendirilmislerdir. Sonug
olarak, KDSG modeli asamalari, kendini diizenleme stratejileri ve uygun destekleyiciler ile sunulan strateji
Ogretiminin, deneklerin okudugunu anlama performanslari ve kendini diizenleme becerileri tizerinde olumlu
etkisinin oldugu goriilmiistiir. Bu bulgular, benzer ¢alismalarin sonuglart ile tutarlilik géstermektedir (6r. Rollins,
2020; Sanders, Rollins vd., 2021). Deneklerin, gelisen okuma becerilerini genelleme oturumlarinda da
sergilemeleri ile bu olumlu etki genelleme oturumlarda da goriilmiistiir (6r. “Ornekleri isaretlemem gerekiyor.
Icatlarda yapmistim, hatirliyorum.”).

Arastirmadaki izleme bulgulari, strateji 6gretimi sona erdikten iki, dort ve alt1 hafta sonra, tim deneklerin
kazandiklart becerileri siirdiirebildiklerini gostermistir. Bu bulgular, stratejinin kullanildigi ¢alismalarin izleme
bulgularii desteklemektedir (6r. Chandler & Hagaman, 2020; Hagaman vd., 2016; Sanders, Rollins vd., 2021;
Washburn vd., 2021). Ogretim dncesi ve sonrasi genelleme oturumlarina iliskin bulgular karsilastirildiginda ise,
strateji Ogretiminin ardindan deneklerin metin hatirlama ve kisa cevapli sorular1 yanitlama performanslarini farkl
bir konuda yazilmis problem-¢6ziim tiiriindeki bir metne genelleyebildikleri goriilmiistiir. Bu bulgular, stratejinin
kullanildig1 ve genelleme siirecine yer veren ¢alismalar1 desteklemektedir (6r. Sanders, Rollins vd., 2021).

Calismada, stratejinin sosyal gecerliginin denekler, dgretmenler ve aileler agisindan yiiksek oldugu
gOriilmistiir. Aragtirmanin sosyal gegerlik bulgulari neticesinde, strateji ogretiminin deneklerin okudugunu
anlama performanslarint olumlu yonde etkiledigi disiinilmektedir. Strateji 6gretimi ile ilgili denekler biiyiik
oranda, 6gretmenler ve aileler %100 oraninda olumlu gériis bildirmiglerdir. Bu bulgular, stratejinin kullanildigi
diger c¢alismalarin sosyal gegerlik verilerini destekler niteliktedir (6r. Rollins, 2020; Sanders, 2020; Sanders,
Jolivette vd., 2021; Sanders, Rollins vd., 2021; Washburn vd., 2021).

Bu caligma, Tiirkiye’de OG olan égrencilere “Diisiin-Oku-Sor-Kendi Kelimelerinle ifade Et” stratejisi ile
okudugunu anlama becerilerinin 6gretimine yonelik ilk arastirma olma 6zelligini gostermesine karsin, arastirmanin
birtakim sinirhiliklar: bulunmaktadir. Oncelikle, arastirmanin yalnizca OG olan ii¢ denek ile yiiriitiilmiis olmas1 ve
aragtirmada metinler olusturulurken deneklerin okuma seviyelerinin O6gretmen goriisleri dogrultusunda
belirlenmesi 6nemli simirliliklar olarak goriilmektedir. Ayrica, arastirmada sadece problem-¢oziim tiiriindeki bilgi
veren metinlerin kullanilmasi, izleme verilerinin sinirli sayida toplanmasi ve genelleme verilerinin sadece ayni
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tirde, fakat farkli konuda yazilmis olan metinler kullanilarak toplanmasi arastirmanin diger sinirliliklaridir.
Arastirmanin sinirliliklar1 ve bulgulart dogrultusunda, uygulamacilara 6gretim siireclerinin KDSG modeli, sesli
diigiinme stireci ve destekleyicilerle birlikte sunulmasi 6nerilmektedir. Mevcut arastirmanin, ileri ¢aligmalarda
farkli uygulamacilarla, farkli 6zel gereksinim gruplartyla, farkli metin tiirlerinin ve degerlendirme tiirlerinin
kullanilmasiyla yinelenmesi Onerilmektedir. Son olarak, etkililik ve verimlilik agisindan karsilagtirma
calismalarinin yapilmasi ve ayrica 6n bilgilerin gelistirilmesi ve harekete gecirilmesi asamasinda metin yapisi
ogretiminin gergeklestirilmesi dneriler arasinda sunulmaktadir.

Yazarlarin Katki Diizeyleri

Bu makale, birinci yazar tarafindan, ikinci yazarm damismanliginda hazirlanan doktora tezinden
retilmistir. Veriler birinci yazar tarafindan toplanmigtir. Calisma konusunu belirleme, arastirma deseni, verilerin
analizi ve ¢alismanin raporlanmasi gorevleri ise her iki yazar tarafindan birlikte yiiriitiilmustiir.

Cikar Catismasi1 Beyam

Bu calismada herhangi bir kurum, kurulus veya kisilerle ekonomik, ticari, yasal ya da mesleki herhangi
bir ¢ikar ¢catismamiz olmadigini beyan ederiz.
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Abstract

Introduction: Reading comprehension is one of the most basic reading skills frequently encountered in academic
and social life. Considering the difficulties that individuals with learning disabilities (LD) experience in reading
comprehension, it is essential to ensure that these skills are acquired and improved. The objective of the present
study is to investigate the effectiveness of the “Think-Read-Ask-Paraphrase” strategy instruction presented with
the Self-Regulated Strategy Development (SRSD) model on the problem-solution text comprehension of students
with LD.

Method: This study, designed using a multiple-probe design with probe trials across subjects, which is one of the
single-subject research designs, was conducted with three students with LD studying in the fourth and fifth grades.

Findings: The research findings demonstrated that the “Think-Read-Ask-Paraphrase” strategy was effective on
the subjects’ text recall and short-answer question response performances. Furthermore, the subjects could
maintain their achievements in the maintenance sessions conducted two, four, and six weeks after the intervention.
Additionally, the subjects could generalize their achievements to a text of the same type written on a different
subject. The subjects’ use of cognitive and metacognitive strategies increased. The social validity data showed that
the subjects, their teachers, and families found the intervention applicable and effective.

Discussion: The findings agree with the results of similar studies in the literature, which used the “Think-Read-
Ask-Paraphrase” strategy presented with the SRSD model. This study found that strategy instruction positively
affected the reading comprehension and self-regulated skills of students with LD.

Keywords: Learning disabilities, reading comprehension, strategy instruction, self-regulated strategies, single-
subject research design.
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THE EFFECTIVENESS OF THE THINK-READ-ASK-PARAPHRASE STRATEGY INSTRUCTION ON THE PROBLEM- 2
SOLUTION TEXT COMPREHENSION OF STUDENTS WITH LEARNING DISABILITIES

Introduction

In modern society, which has transformed into a knowledge-based structure, the critical role of the reading
skill in acquiring new knowledge is stressed, and this skill is defined as a “survival skill” (Jena, 2013). The reading
skill, which is frequently used in numerous areas of daily life and is an important source of acquiring information,
refers to a visual-auditory process that involves obtaining meaning from symbols (letters and words). This skill
consists of decoding and comprehension processes. Decoding enables comprehending phoneme-grapheme
relationships and converting written or printed words into a representation similar to oral language, thus ensuring
that words are pronounced correctly. Comprehension refers to grasping the meanings of words presented
independently or in context (Mercer, 1997). In other words, when reading a sentence or text, readers not only
recognize each word but also associate these words with their existing knowledge and make sense of them. Akyol
(2013) defines this situation as “the process of constructing meaning in an organized environment, in line with an
appropriate method and purpose, based on effective communication between the writer and the reader using
background knowledge” (p. 1). Hence reading comprehension is the determining factor in the reading process.

Reading comprehension is a process during which the text is decoded and perceived as a whole, and the
information in the text is given meaning by undergoing some mental processes such as sorting, classifying,
establishing relationships, criticizing, and analyzing-synthesizing, and the information given meaning is integrated
with background knowledge and structured in the mind (Ministry of National Education [MoNE], 2009).
Nevertheless, since the meaning in the text is not presented directly to the reader, the reader should monitor their
comprehension process and employ particular strategies. In this respect, it is known that good readers display
planned and conscious reading behaviors before, during, and after reading. Good readers know which strategy to
use, when, and how to use it in reading activities, and how to shape it according to the text type and structure, and
they can assess their reading processes. Good readers consider their current knowledge about the text’s subject,
focus on the features of the text (e.g. title, photograph), can monitor their reading process, and employ strategies
to understand when they have difficulty understanding, can benefit from clues in the text, can determine the main
idea and important details, can read fluently, can summarize what they read, and can make inferences from what
they read (Pedrotty-Bryant et al., 1999). However, individuals with learning disabilities (LD) may experience
difficulty displaying the above-listed characteristics of good readers due to the absence of adequate background
knowledge about the text’s subject or not being able to use their current background knowledge effectively, having
a limited vocabulary, lack of knowledge about the order of words in sentences, and limitations in their fluent
reading skills (Reid & Lienemann, 2006). Furthermore, fluency in reading is essential for reading comprehension.
In other words, fluent readers can focus most of their attention and effort on the meaning of the text they read
rather than devoting most of their attention and effort to word recognition and decoding, and thus, extracting
meaning from the text becomes easier (Snow, 2002). However, since individuals with LD primarily allocate their
cognitive resources and limited working memory capacity to decoding words quickly and accurately, they
experience difficulty focusing on meaning construction processes at the sentence and text levels. Additionally,
even if readers with LD have fluent reading skills, they may continue to experience difficulties in reading
comprehension due to limitations in strategy use and metacognitive skills (Graham & Bellert, 2004). Therefore, it
is crucial to provide a comprehensive instruction process considering these limitations that can adversely impact
the reading comprehension processes of individuals with LD.

In the reading comprehension process, various cognitive and metacognitive strategies are used before,
during, and after reading in order to comprehend the text. Whereas cognitive strategies before reading include
reviewing the text’s features and predicting the text’s content by activating background knowledge before reading,
cognitive strategies during reading include distinguishing important information in the text, determining the main
idea in the text, and taking notes. After reading, cognitive strategies such as summarizing the information in the
text and answering text questions are used (Armbruster & Anderson, 1981). In addition to the mentioned cognitive
strategies, metacognitive strategies are also critical in the reading comprehension process. Flavell (1976) defines
metacognition as a person's knowledge about their cognitive processes and products or everything related to these.
Metacognition in reading comprehension means that readers know about their reading processes, monitor their
reading processes, realize whether they comprehend the text or not, and employ reading comprehension strategies
to understand correctly (Pressley, 2002). It is essential for individuals to recognize when they experience difficulty
understanding in reading comprehension activities and employ strategies that will support their comprehension. In
this regard, reading comprehension strategies teach individuals to make inferences from a text, summarize
information in the text, ask and answer questions about the text, make predictions, and visualize what is read.
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Nevertheless, individuals with LD may experience limitations in employing these strategies in comparison with
their typically developing peers (Graham & Bellert, 2004).

The strategies used before, during, and after reading can be applied separately, or multicomponent
strategies including more than one strategy are also used. It is highlighted that these strategy packages positively
affect individuals' reading comprehension skills (Mastropieri & Scruggs, 1997). These multicomponent strategies
include POSSE (Predict, Organize, Search, Summarize, and Evaluate) (Englert & Mariage, 1991), Modified
Multicomponent Cognitive Strategy Instruction (Doganay-Bilgi & Ozmen, 2014), TWA (Think Before, While,
and After Reading) (Firat, 2017), LRR (Look-Read-Recite) (Ozak, 2017), and SQ4R (Survey, Question, Read,
Recite, Review, & Reflect) (Ozaydin, 2019; Pauk, 1984).

The “Read-Ask-Put/Paraphrase (RAP)” strategy developed by Schumaker et al. (1984) is one of these
multicomponent strategies. Some studies have emphasized the positive impacts of this strategy on the reading
comprehension skills of students with special needs (e.g. Hagaman et al., 2012; Hagaman & Reid, 2008; {lter,
2017). In this strategy, readers first read the paragraph, then ask themselves what the main idea and important
details in the paragraph are, and finally paraphrase the information they read. The steps of this strategy allow
readers to focus intensively on the reading material by asking questions and paraphrasing what they read during
the reading process. In other words, the fact that readers ask questions and paraphrase what they read while reading
the text ensures that the information is processed and the text is comprehended better (Hagaman et al., 2010). The
“Think-Read-Ask-Put/Paraphrase (TRAP)” strategy, adapted through the addition of the “Think” step as the first
stage (Mason et al., 2012), was used in the present study. At the “Think™ step, the reader thinks about the text
before reading (e.g. “What do I know about the subject?”). This step aims to ensure that the reader thinks about
the text by looking at the title and any highlighted words, photographs, and tables before reading and thus accesses
their background knowledge about the content. The “Think” step supports readers in identifying important text
elements (e.g. title), which increases their ability to comprehend the text and enables them to create a mental
structure before reading (e.g. “What is the subject of this text?””) (Hagaman et al., 2016). In this regard, some
studies have demonstrated that the “Think-Read-Ask-Paraphrase” strategy affects the reading comprehension
skills of students with special needs (e.g. Chandler & Hagaman, 2020; Hagaman et al., 2016; Rollins, 2020;
Sanders, 2020; Sanders, Jolivette et al., 2021; Sanders, Rollins et al., 2021; Washburn et al., 2021).

In the current study, the “Think-Read-Ask-Paraphrase” strategy was presented with self-regulated
strategies. Goal setting, self-instruction, and self-monitoring (Graham et al., 1992; Harris & Graham, 1996; Reid
& Lienemann, 2006) were included as self-regulated strategies, and supports were used to help individuals become
competent readers. Unlike the available studies using the “Think-Read-Ask-Paraphrase” strategy (e.g. Chandler
& Hagaman, 2020; Hagaman et al., 2016; Rollins, 2020; Sanders, 2020; Sanders, Jolivette et al., 2021; Sanders,
Rollins et al., 2021; Washburn et al., 2021), the present work examined whether this strategy instruction changed
the frequency of students' cognitive and metacognitive strategy use. In this respect, think-aloud protocols (Ericsson
& Simon, 1980), enabling individuals to evaluate the verbal expression of their thought processes and
performances simultaneously while carrying out cognitive activities, were used. Therefore, unlike the studies in
the literature using the “Think-Read-Ask-Paraphrase” strategy, it is thought that the present research will make an
original contribution to the field since it examines the frequency of cognitive and metacognitive strategy use by
individuals with LD. Furthermore, there are few studies conducted with individuals with LD where an intervention
program on reading comprehension is applied in Tiirkiye (e.g. Firat, 2017; Gorgiin, 2018; Kiikl1, 2019; Ozbek,
2019), and no study on acquiring reading comprehension skills by individuals with LD using the “Think-Read-
Ask-Paraphrase” strategy has been found. It is thought that the current work will contribute to special education
practices and the literature with the aspects listed above.

This study aimed to investigate the effectiveness of the “Think-Read-Ask-Paraphrase” strategy
instruction on the problem-solution expository text comprehension of students with LD. In line with this general
purpose, it was aimed to determine the effects of strategy instruction on the following: (a) acquiring the skills of
recalling information in texts and answering short-answer questions about texts by students, (b) maintaining these
skills two, four, and six weeks after the instruction is completed, (c) generalizing these skills to a text of the same
type written on a different subject, (d) frequency of cognitive and metacognitive strategy use, and () the views
of students, their teachers, and families on strategy instruction.
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Method
Research Design

The multiple-probe design with probe trials across subjects, one of the single-subject research designs,
was used to determine the effects of the “Think-Read-Ask-Paraphrase” strategy on the problem-solution text
comprehension of students with LD. In the present study, experimental control (Tekin-Iftar, 2018) was ensured by
observing a change in the level and trend of the data belonging to only the subject on which the intervention was
started, no change in the other subjects, and monitoring this situation consecutively in all subjects. Ethics
committee approval for the study was obtained with the decision numbered 01/18 taken at the meeting of Trakya
University Rectorate Social and Human Sciences Research Ethics Committee on 13.01.2021.

Participants

Participants consisted of three subjects diagnosed with LD, an intervention agent, teachers, and families.
Three students diagnosed with LD, aged 10-11, from Atasehir district of Istanbul province participated in the
study. Two subjects were female, and one was male. Care was taken to ensure that the subjects did not have an
additional diagnosis, were attending at least the fourth grade, and had not repeated a grade.

Before the fourth grade, reading materials usually consist of subjects and stories that students are familiar
with. However, since students’ abstract thinking skills start to develop as of the fourth grade, expository texts begin
to come to the forefront as of this grade (Chall, 1983). The review of curricula in Tiirkiye shows that the intensity
of expository texts starts to increase as of the fourth grade compared to lower grade levels in the Primary and
Secondary School Turkish Language Curriculum published in 2019 (MoNE, 2019). This text type, which becomes
more prevalent as of the fourth grade, is also seen in the textbooks of other courses that frequently include reading
texts, especially social studies (MoNE, 2018). For the aforesaid reasons, the condition that the subjects in the
present study should attend at least the fourth grade was sought.

The prerequisite skills sought in the subjects are listed as follows: (a) maintaining attention for at least 20
minutes during the activity, (b) responding to written and verbal instructions, (c) regularly attending the special
education and rehabilitation center, (d) not having participated in any study for the skill to be taught; furthermore,
when presented with a text appropriate to the subjects’ reading levels, (e) reading at least 50 words per minute
correctly, (f) reading the entire text with at least 90% accuracy, (g) reading without spelling, (h) recalling at least
20% and at most 40% of the information in a problem-solution text with at least 120 and at most 130 words
prepared in line with their reading levels, and (i) answering at least one and at most two questions out of six
questions about the text correctly. First, the students' teachers were interviewed, and six students who were thought
to meet the prerequisite skills were identified. The intervention agent evaluated whether the identified students
met the prerequisite skills. Since it was learned from the teacher interviews that the students generally read fourth-
grade-level texts, texts of this grade level were used. First, an 88-word text adapted from the Primary School Social
Studies Fourth-Grade textbook was presented to the students to determine whether they met the prerequisites for
reading performance. Information on the students' reading speeds was recorded on the Reading Speed Recording
Chart, while information on their accurate and reading without spelling performance was recorded on the Accurate
and Reading Without Spelling Recording Chart. Five students who read a fourth-grade-level 88-word text with a
reading fluency of at least 50 words per minute, with at least 90% accuracy, and without spelling were identified
as a result of the assessments.

Afterward, the students' reading comprehension performances were evaluated. A 124-word text
appropriate for the fourth-grade-level and written in the problem-solution type was used in this process. After
reading the text, the students were asked to retell the information they recalled about the text and then verbally
answer the short-answer questions about the text. This information obtained on the students' reading
comprehension performances was recorded on the Reading Comprehension Recording Chart. Five students who
recalled the information in the text at least 20% and at most 40% and answered at least one and at most two of the
six questions about the text correctly were identified as a result of the assessments. Necessary permissions were
received from the students' families. Three students were the main, and two were the substitute subjects. The first,
second, and third subjects were coded as Deniz, Giines, and Bulut, respectively. Table 1 lists the subjects’
demographic characteristics. Another participant of the study is the first author, who was a doctoral student during
the study and who carried out the intervention process of the study. Teachers and families who agreed to take part
in the research to share their views on strategy instruction are also among the participants.
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Table 1
Subjects’ Demographic Characteristics
Name Gender Age Diagnosis Grade
First subject (Deniz) Female 10 years 5 months LD Fourth grade
Second subject (Giines) Female 11 years 3 months LD Fifth grade
Third subject (Bulut) Male 11 years 2 months LD Fifth grade
Note: LD = learning disabilities.

Setting

The pilot study and the experimental process were conducted in a 4 mx3 m room in the special education
and rehabilitation center that the subjects attended. There was a cabinet, a table, and two chairs for the student and
the intervention agent to sit across from each other in the room. All sessions were organized as one-on-one
instruction with the subjects. There was a video camera in the room to record reliability data.

Dependent and Independent Variables

The study’s dependent variables were as follows: (a) the levels of recalling information in expository
texts by students with LD, (b) the levels of correct responding to short-answer questions about such texts, and (c)
the frequency of strategy use. The independent variable was the “Think-Read-Ask-Paraphrase” strategy presented
based on the Self-Regulated Strategy Development (SRSD) model.

Content of the “Think-Read-Ask-Paraphrase” Strategy

The “Think-Read-Ask-Paraphrase” strategy was modified from the “Read-Ask-Paraphrase” strategy
developed by Schumaker et al. (1984). The “Think” step was added as the first step to the aforesaid strategy, and
the strategy’s steps were arranged as “Think”, “Read”, “Ask”, and “Paraphrase”. In the “Think” step, the reader is
encouraged to think about the text before starting to read by looking at the title and any highlighted words,
photographs, or tables (Mason et al., 2012). Thus, readers are encouraged to review the text, predict the topic, and
access their background knowledge before reading. In the present study, the instruction of the “Think-Read-Ask-
Paraphrase” strategy was supported by three self-regulated strategies: goal setting, self-instruction, and self-
monitoring (Graham et al., 1992; Harris & Graham, 1996; Reid & Lienemann, 2006).

The “Think-Read-Ask-Paraphrase” strategy provides readers with the opportunity to ask questions about
the text and paraphrase what they read (Hagaman & Casey, 2017). In the current study, in the last step of the
strategy, the classifications presented by Keck (2006) were used as a basis when calculating the words and word
sequences the subjects used while paraphrasing the information in the paragraphs. Keck (2006) classified the use
of half or more of the words and phrases in the original text as “near copy”, the use of 20-49% of the words and
phrases in the original text as “minimal revision”, the use of 1-19% of the words and phrases in the original text
as “moderate revision”, and the absence of words in the original text as “substantial revision”. Keck (2006) used
the expressions “unique” and “general” links. For instance, the situation where a reader uses 19 words to convey
a 35-word paragraph, a three-word phrase is used, and this phrase is not used anywhere else in the text is called
“unique links”. The ratio of “unique links” is calculated to be 16% by taking the ratio of the total number of words
in the phrase to the total number of words used by the reader. The situation where the words used by the reader to
convey information in the text using 19 words are used in different parts of the original text is called “general
links”. For instance, the ratio of two different words used by the reader, one twice and the other once, related to
“general links” is calculated to be 16% by taking the ratio of the number of words to the 19 words used by the
reader. Consequently, a total of 32% of the words and phrases consist of words used in the original text. In the
current research, it was found appropriate for the words or phrases used by the subjects to be at most 49% similar
to the original text.

Data Collection Tools
Problem-Solution Expository Texts and Text Development

The problem in problem-solution expository texts is the situation that is desired to be changed. The
problem encourages finding a solution, and the result is the successful or unsuccessful outcome of the actions
taken to solve the problem (Armbruster et al., 1989). Since it was learned that fourth-grade-level texts are usually
used, texts at this grade level were prepared in the current study. The four-paragraph feature of the texts in the
“Think-Read-Ask-Paraphrase” strategy (Mason et al., 2012) was taken as a basis in the texts prepared.
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Texts about inventions that the students had not previously studied, as well as about animals that were
once endangered but were no longer at risk of extinction, were used. The intervention agent prepared the texts by
following the order in the problem-solution expository text structure. For instance, the text’s first paragraph,
“Purpose”, includes the methods people use to achieve their goals (e.g. using the telegraph for communication,
banning the cutting down of bamboo trees, which constitute the food source of pandas). The second paragraph,
“Problem”, conveys the problems encountered (e.g. people not being able to hear each other’s voices, a long time
for bamboo trees to grow after being cut down). The third paragraph, “Solution”, presents the solution to the
problems (e.g. the invention of the telephone, the establishment of a panda reserve). The fourth paragraph,
“Result”, includes the outcomes of actions to solve the problems (e.g. people being able to hear each other’s voices,
pandas being able to find food easily).

Expert opinions were obtained for the texts using the Text Evaluation Form. A total of five experts, three
faculty members from the field of special education, one faculty member from the field of primary school teaching,
and one Turkish language teacher, evaluated the texts. When evaluating the texts, the following criteria were
checked: the texts” conformity to the problem-solution expository text structure, suitability of introductory and
transition sentences, order of paragraphs, word use, fluency of narration, suitability of the title, use of punctuation
marks, conformity to grammar and spelling rules, suitability of visuals, and suitability of the texts’ difficulty level.
Corrections were made in the texts regarding grammar and spelling rules in line with the experts’ opinions.
Furthermore, if the invention’s first image did not match its current state, it was decided to add the current image
of the invention to the text. All texts were prepared on white A4 paper, using Times New Roman font with size 12
and 1.5 line spacing. In the assessment process of the prerequisite skills, it was determined that the students did
not need any adaptation in the text paper features. Thirty-two texts were prepared on the subject of inventions. The
sessions during which the texts would be used were determined randomly. Concerning animals that were once at
risk of extinction, two texts were prepared as pre- and post-instruction generalization sessions, and the texts were
randomly selected. The texts about inventions consist of at least 120 and at most 128 words. The sentences in the
texts contain at least four and at most 20 words. The texts about animals that were once at risk of extinction consist
of at least 126 and at most 130 words. The sentences in these texts include at least four and at most 16 words. One
text was used during each session. Figure 1 shows the titles of the texts used in the study.

Figure 1
Texts Used at Each Stage of the Experimental Process
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Reading Comprehension Data Collection Form

The study used the Reading Comprehension Data Collection Form. The form includes the text recall and
short-answer question response tables. The processes developed by Hagaman and Reid (2008) based on the
“Qualitative Reading Inventory-3” (Leslie & Caldwell, 2001) were followed when calculating the percentage for
the performance tables prepared for each text. Leslie and Caldwell (2001) stressed that the process of retelling the
information recalled should be carried out before asking the questions. The number of main ideas in each text is
four, and the number of important details varies between 12 and 19. After reading the text, the subjects were
expected to verbally convey the information they recalled. To prevent guessing, main idea sentences were
sometimes included in the first sentence and sometimes in the last sentence in the paragraphs. The intervention
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agent prepared two text-explicit and four text-implicit questions for each text. After the subjects retold the
information they recalled, they were asked to answer the questions verbally in order. The five experts who
evaluated the texts’ appropriateness evaluated the questions using the Text Evaluation Form. It was evaluated
whether the answers to the text-explicit questions were directly in the text, whether the text-implicit questions
were suitable for making inferences from the text, whether the grammar and spelling rules were followed, whether
there were any questions that should be removed or added, and whether the questions measured the answer they
were supposed to measure. Corrections were made to the questions concerning grammar and spelling rules in line
with the feedback.

Think-Aloud Protocol Coding Form

The Think-Aloud Protocol Coding Form was used to determine the subjects’ cognitive and metacognitive
strategy use in their reading comprehension processes. The coding form developed by Sweeney (2010) and
Rosenzweig et al. (2011) based on Montague's (2003) mathematical problem-solving model was considered in the
form’s development process. In the form developed by Sweeney (2010) and Rosenzweig et al. (2011), the headings
of cognitive strategies consist of reading, paraphrasing, visualizing, hypothesizing, predicting, calculating, and
checking. The subheading of productive strategies under the metacognitive strategies heading of the form includes
self-correction, self-instruction, self-monitoring, and self-questioning, whereas the subheading of non-productive
strategies includes calculator, comment, and emotion. In the form developed for the present study, which is
different from the form used by the researchers, the student articulations related to the steps of the “Think”, “Read”,
“Ask”, and “Paraphrase” strategy were recorded under the heading of cognitive strategies. The subheading of
productive strategies under the heading of metacognitive strategies included only the self-instruction and self-
monitoring headings, and the subheading of non-productive strategies included only the emotion and comment
headings. The form includes a section where the subjects’ vocalizations are transcribed. There are also sections
where cognitive and metacognitive strategies, functional definitions of these strategies, codes, and frequency and
percentages of use are recorded.

Social Validity Forms

To determine their opinions about strategy instruction, 16-item social validity forms were presented to
the subjects, 11-item forms to their teachers, and 10-item forms to their families. The participants were asked to
answer the items as “Yes”, “No”, or “Undecided”. The following items were presented to the subjects: whether
the strategy helped them in their reading studies, whether they would use the strategy thereafter, whether it was
easy to use the strategy, whether they had fun while learning the strategy, whether the lessons in which the strategy
was explained enabled them to learn the strategy easily, whether they liked the supports and whether they would
use the strategy without the supports, whether the strategy made it easier for them to retell the information in the
texts and answer the text questions, whether they would recommend the strategy to their friends, and whether
thinking aloud, self-monitoring, and self-instruction were useful and whether they would use these strategies.
Teachers and families were presented with items regarding whether students expressed information in texts more
accurately and easily, whether they answered questions more accurately and easily, whether there was a difference
in their participation in reading comprehension activities and asking for help in activities, the usefulness of the
strategy, whether the generalization and retention of the skills taught using the strategy were high, and whether
they considered using the strategy if they learned to implement it. Teachers were also presented with an item
regarding whether they would recommend the strategy to other teachers.

Supports Used in the “Think-Read-Ask-Paraphrase” Strategy

The following were used as supports: the “Think-Read-Ask-Paraphrase” Strategy Flowchart Sheet to
ensure that the strategy’s total number of steps, the steps’ names, their order, and the way of implementation were
remembered; the “Think-Read-Ask-Paraphrase” Strategy Self-Monitoring Sheet to ensure that the subjects can
mark the completed strategy steps and easily follow the step they are at and the steps’ order; the Goal Setting
Graph for Text Recall/Goal Setting Graph for Answering Text Questions to inform the subjects about their text
recall and short-answer question response performances and to support them in setting goals for their performance.

General Process
Pilot Study

To detect possible problems that might occur during the implementation, a pilot study was conducted
with one of the substitute subjects as one session for each of the developing and activating background knowledge,
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discussing the strategy, and modeling the strategy stages and as two sessions for the think-aloud protocol. An
observer accompanied this video-recorded process. Some adjustments were made in line with the observer’s
feedback. First, since the scores for recalling information in the text and answering questions were fractional, it
was decided that the student and the intervention agent would mark the scores on the graphs together. At the stage
of modeling the strategy, it was planned to increase the examples of “coping and self-control”. In light of the
literature, two sessions were organized in the pilot study: think-aloud protocol training and think-aloud protocol
application (e.g. Firat, 2017; Ozkubat, 2019). During the training session, the intervention agent modeled the
cognitive and metacognitive processes in the reading activity by thinking aloud, and the student practiced these
processes. During the application session, the student was asked to convey their thoughts aloud while reading the
text presented to them. However, since the intervention agent acts as a model in the training session, the student is
exposed to the content of the study’s independent variable. Therefore, it was planned not to include a separate
training session, and the implementation of the think-aloud protocol was demonstrated with sample statements at
the beginning of the pre-instruction strategy use assessment session. It was planned to use statements through
different activities (puzzle activity) not to adversely impact internal validity.

Experimental Process

The experimental process was conducted four days a week, during the hours determined by the institution,
and as one session per day for each subject. The process was completed in five and a half months. In general, the
process consisted of the following sessions: (a) baseline and probe sessions, pre-instruction generalization session,
and pre-instruction strategy use assessment session before the instruction; (b) in the instruction process, instruction
sessions and end-of-instruction phase assessment session conducted after each instruction session, and (c) post-
instruction assessment sessions, post-instruction generalization session, post-instruction strategy use assessment
session, and maintenance sessions after the instruction. The distribution of text subjects in the sessions was
determined (see Figure 1), and one text was used in each session. Information about the process is shared in detail
below.

Baseline and Probe Sessions. Baseline data were collected before starting the instruction to determine
the subjects' reading comprehension levels for problem-solution expository texts. In the sessions, the subjects were
told that they should read the text carefully and aloud and that they would retell the text after reading it and answer
questions about the text. No support was provided to the subjects other than defining the words whose meaning
they did not know and reading the word if they had difficulty reading it. The subjects' responses were recorded on
the data collection form. The baseline sessions were started with the first subject, and probe data were taken from
the second and third subjects. After the baseline data for the first subject displayed consistency for at least three
consecutive sessions, the intervention was started. Baseline data for the second subject began to be collected when
the first subject met the criterion of at least 80% text recall performance level and the criterion of giving correct
responses to at least five out of six short-answer questions in the post-instruction assessments, and probe data were
obtained from the third subject. The intervention was started with the second subject after stable data were obtained
in the baseline phase of the second subject. When the second subject met the criteria in the post-instruction
assessments, the baseline data for the third subject started to be collected. After stable data were obtained at
baseline, the intervention was started with the third subject, and the process continued in the same way.

Instruction Sessions. Instruction sessions during which the strategy instruction was performed were
initiated with the subjects whose baseline data displayed consistency. The stages of the SRSD model were followed
in the strategy instruction (Harris & Graham, 1996). Studies where the “Think-Read-Ask-Paraphrase” strategy is
applied recommend the SRSD model due to its features, such as clearly presenting the steps of strategy instruction,
including its own instruction stages, directly teaching the use of self-regulated strategies, and gradually transferring
the responsibility for using the strategy from the teacher to the student, thus making the student independent
(Hagaman & Casey, 2017). With this recommendation, the present study included the SRSD model’s stages of
developing and activating background knowledge, discussing the strategy, modeling the strategy, supporting the
strategy, and independent performance. In this criterion-based model, subjects move from one stage to the next as
they meet the specified criterion (Reid & Lienemann, 2006).

Developing and Activating Background Knowledge. At this stage conducted in two sessions, it was
aimed to ensure that the subjects acquired the knowledge and skills necessary to use the strategy. During the first
session, the concepts of “problem”, “solution”, and “result” that the subjects would frequently encounter in the
texts prepared for the study were defined, and the definitions were worked on sample sentences. During the second

session, the main idea and important details were emphasized. Since finding the main idea and important details
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is emphasized as a prerequisite skill for using the “Think-Read-Ask-Paraphrase” strategy, short paragraphs were
used based on the example presented by Hagaman and Casey (2017). In this process, the main idea was defined,
and it was attempted to find the main idea and important details supporting the main idea in the paragraphs. This
stage was continued until the subjects reached the criterion of identifying the “problem”, “solution”, and “result”
sentences independently at 100% in the sample paragraphs in the first session and the main idea and important

details in the paragraphs in the second session.

Discussing the Strategy. At the stage in question, the importance of comprehending the texts correctly
was emphasized, and the subjects were informed about their current reading comprehension performance.
Additionally, the subjects were encouraged to set goals for text recall and responding short-answer questions.
Afterward, the strategy was introduced. The subjects were informed how and in what order the strategy’s steps
would be implemented. This stage was continued until the subjects reached the criterion of independently stating
the strategy’s steps in order and with 100% accuracy.

Modeling the Strategy. At the said stage, models on using supports, implementing the strategy’s steps in
order and correctly, using self-instruction statements, and exhibiting self-monitoring skills were provided to the
subjects. Furthermore, studies were conducted on how they could cope with negative thoughts or emotions that
they might experience during reading activities. This stage was continued until the subjects reached the criterion
of independently stating the names of the strategy steps and what was done in these steps, without looking at the
flowchart sheet, in a sequential way and with 100% accuracy.

Supporting the Strategy. At this stage, the intervention agent guided the subjects through displaying the
strategy, self-instruction statements, and self-monitoring skills in a timely and accurate way. As the subjects
became more confident in using the strategy and gained independence, the intervention agent's support was
gradually reduced, the supports were withdrawn, and the subjects were expected to write and implement the
strategy steps in a sequential and accurate manner. The stage in question was continued until the subjects gained
independence in implementing the strategy steps sequentially and correctly, in exhibiting self-instruction
statements and self-monitoring skills appropriately and correctly without using supports.

Independent Performance. At the said stage, the subjects were expected to implement the strategy steps
sequentially and correctly and display self-instruction statements and self-monitoring skills independently. This
stage was continued until the subjects gained independence in implementing the strategy steps sequentially,
correctly, and consistently and exhibiting self-instruction statements and self-monitoring skills appropriately and
correctly without using supports. The above-mentioned process was completed when the subjects met the text
recall performance criterion of at least 80% and the short-answer question response criterion of giving correct
responses to at least five out of six short-answer questions.

Two sessions were conducted with each subject at the stages of developing and activating background
knowledge, modeling the strategy, and supporting the strategy; one session was conducted with each subject at the
stage of discussing the strategy; three sessions were conducted with the first and second subjects, and two sessions
were conducted with the third subject at the independent performance stage. Thus, a total of 10, 10, and 9
instruction sessions were conducted for the first, second, and third subjects, respectively. End-of-instruction phase
assessment sessions were conducted after each instruction session, and post-instruction assessment sessions were
organized after the strategy instruction was completed. The data collection process in these assessment sessions
was similar to that in the baseline sessions.

Strategy Use Assessment Sessions. Pre- and post-instruction strategy use assessment sessions were
organized to determine the subjects’ cognitive and metacognitive strategy use levels. In the pre-instruction strategy
use assessment session, the intervention agent first modeled the think-aloud process by playing a puzzle game and
using sample statements. Afterward, the intervention agent presented a text to the subject, explaining the
importance of thinking aloud while reading the text, and asked the subject to say aloud what they did, thought, and
felt to understand the text better. No prompts were provided to the subject. The subject was not asked to retell the
text, and no questions about the text were asked. The post-instruction strategy use assessment session was
conducted similarly to the pre-instruction strategy use assessment session. The subjects' strategy use was recorded
on a coding form.

Generalization Sessions. Pre- and post-instruction generalization sessions were organized to determine
the subjects’ levels of generalizing their problem-solution expository text comprehension skills to a text of the
same type written on a different subject. Data were collected from each subject for one pre- and one post-
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instruction generalization session. The process followed when collecting generalization data was similar to the
data collection process in the baseline sessions. The data were recorded on the data collection form.

Maintenance Sessions. Maintenance sessions were conducted to evaluate the subjects' maintenance of
their problem-solution expository text comprehension skills two, four, and six weeks after the intervention. The
data collection process in the said sessions was similar to that in the baseline sessions. Three follow-up data were
collected from each subject. The data were recorded on the data collection form.

Data Collection and Analysis
Collection and Analysis of Effectiveness and Maintenance Data

Data collected on the subjects’ reading comprehension performances during the baseline, end-of-
instruction phase, post-instruction assessment and maintenance sessions were recorded on the Reading
Comprehension Data Collection Form. While recording data in the text recall performance table, it was expected
that the statements used by the subjects when transferring information from the text with their own words should
reflect a complete thought by including a subject and a predicate, include new information that is correct and not
repetitive, be meaningful, contain useful information, be conveyed using the reader’s own words, and present a
single general expression for the main idea of each paragraph (Lauterbach & Bender, 1995). Statements with the
aforesaid characteristics were evaluated as a correct response. Percentage calculations were performed by taking
the ratio of the main ideas and important details that the subjects recalled correctly to the main ideas and important
details in the performance table. The data were analyzed through visual analysis by being plotted on a line chart.
When recording the data in the short-answer question response performance table, it was expected that the
responses to text-explicit questions should be clearly included in the text and the responses to text-implicit
questions should be related to the clues in the text (Leslie & Caldwell, 2001). Responses to text-explicit and text-
implicit questions with the above-mentioned characteristics were considered a correct response. If the subjects
waited 10 seconds without responding to the question, the question was repeated, and if it could not be responded
to a second time within 10 seconds, this was evaluated as an incorrect response. In two-answer questions, saying
only one of the answers was considered an incorrect response; in questions with more than two answers, saying
60% or more of the answers was considered a correct response, and saying less than 60% of the answers was
evaluated as an incorrect response. Furthermore, giving an answer to another section in the text that was unrelated
to the question asked, retelling the entire text, and giving an answer completely opposite to the information in the
text were considered incorrect responses. Percentage calculations were performed by taking the ratio of the total
number of correct answers to the total number of questions. Responses were scored as correct or incorrect, and
half points were not given. The data were analyzed through visual analysis by being plotted on a line chart. A
similar process was followed in the data collection and scoring processes of the maintenance sessions. The effect
size was calculated using the percentage of nonoverlapping data (PND) analysis and Tau-U analysis techniques
(Parker & Vannest, 2009; Parker et al., 2011; Scruggs et al., 1986).

Collection and Analysis of Generalization Data

Generalization data were collected using the pretest-posttest model. In the said process, a similar process
to the collection and scoring processes of effectiveness and maintenance data was followed. The compared pre-
test-post-test data were analyzed by being shown on a bar chart. Pre-test and post-test information were plotted on
the chart’s horizontal axis, whereas correct response percentages were plotted on the vertical axis. Percentage
calculations were performed for correctly recalled information and correct responses.

Collection and Analysis of Data on Strategy Use Levels

Think-aloud protocol implementation sessions were conducted to evaluate the subjects’ frequencies of
cognitive and metacognitive strategy use in text reading processes. The information obtained by watching the
sessions’ video recordings was recorded on the Think-Aloud Protocol Coding Form. The subjects' articulations
were recorded in the second section of the form without skipping any words. The articulations converted to a
written format were coded in line with the functional definitions of cognitive and metacognitive strategies in the
form. Data on the subjects' strategy use were recorded in the third section of the form. Frequency and percentage
were calculated by taking the ratio of the subjects' cognitive and metacognitive strategy use separately to the total
strategy use within the session. The data were analyzed through descriptive analysis.
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Collection and Analysis of Social Validity Data

Social validity forms were utilized to determine the views of the subjects, their teachers, and families on
strategy instruction. They were informed to choose the option that was closest to them for each item (“Yes”, “No”,
or “Undecided”). The data were analyzed by calculating percentages.

Reliability

Two observers with master's degrees in the field of intellectual disability collected interobserver reliability
and treatment fidelity data. One observer was at the doctoral dissertation stage in the same field. The observers
who had knowledge about cognitive and metacognitive strategy instruction were informed about the use of the
forms and the process. Both types of reliability data collected were recorded on data recording forms. When
calculating interobserver reliability data, at least one sample was determined for each subject for all stages
(baseline, end-of-instruction phase, post-instruction generalization and maintenance) by unbiased assignment, and
data were collected from at least 30% of the sessions. The formula “agreement / (agreement + disagreement) x
100” (Kazdin, 1982; Tekin-iftar & Kircaali-iftar, 2013) was employed, and interobserver reliability was found to
be 100% for each subject. When calculating treatment fidelity data, at least one sample was selected for all
instruction sessions, assessment sessions, and think-aloud protocol sessions by unbiased assignment, and data were
collected from at least 30% of the sessions. The formula “(observed intervention agent behavior / planned
intervention agent behavior) x 100” (Tekin-iftar & Kircaali-iftar, 2013) was employed, and treatment fidelity was
found to be 100% for all instruction, assessment, and think-aloud protocol sessions for each subject.

Interrater reliability data were collected by adding an experienced Turkish language teacher to the two
observers involved in the collection of interobserver reliability and treatment fidelity data. The raters were
informed about the think-aloud protocol and the use of the form. The data were recorded on the coding form. A
think-aloud protocol session was recorded before and after the instruction for each subject. The reliability of the
recordings' articulation transcripts and interrater reliability were calculated. The formula “agreement / (agreement
+ disagreement) x 100” was used (Miles & Huberman, 1994). No correction was made on the articulation
transcripts, and reliability was found to be 100% for all subjects’ articulations. Reliability for cognitive and
metacognitive strategies used before the instruction and cognitive strategies used after the instruction was found
to be 100% for all subjects. The reliability of post-instruction metacognitive strategy use was 96.3%, 97.8%, and
96.8% for the first, second, and third subjects, respectively. Considering both types of strategies together, the
reliability of the subjects’ post-instruction cognitive and metacognitive strategy use was 98.1%, 98.8%, and 98.3%
for the first, second, and third subjects, respectively.

Findings
Effectiveness Findings

Figure 2 shows the subjects’ correct response percentages for the baseline, end-of-instruction phase, post-
instruction assessment, and maintenance sessions for text recall, and Figure 3 for responding to short-answer
questions. As seen in Figure 2, the first subject Deniz and the second subject Giines performed at an average
accuracy level of 21.1%, and the third subject Bulut performed at an average accuracy level of 22.3% at baseline.
The subjects’ text recall performances tended to increase during the strategy instruction process. As seen from the
post-instruction assessment data, Deniz, Giines, and Bulut performed at an average accuracy level of 88.1%,
90.1%, and 91.8%, respectively. The text recall percentages of all subjects were low in the baseline sessions.
However, the performance of all subjects increased after strategy instruction. In the maintenance sessions
conducted two, four, and six weeks after strategy instruction, the text recall performances of Deniz, Giines, and
Bulut were 88.4%, 93.5%, and 94.9% on average, respectively. Furthermore, in the effect size calculations
performed to evaluate the effects of strategy instruction on the subjects’ text recall skills, the PND effect size value
was found to be 100% (highly effective) for each subject, with an average of 100% (highly effective); the Tau-U
effect size value was found to be 1.0 (highly effective) for each subject, with an average of 1.0 (highly effective).
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Figure 2
Effectiveness Findings Regarding the Subjects’ Text Recall Levels
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Note: B = baseline; DB = developing and activating background knowledge; DS = discussing the strategy; IP = independent performance; M
= maintenance; MS = modeling the strategy; Pl = post-instruction; SS = supporting the strategy; W = week.

As seen in Figure 3, Deniz, Giines, and Bulut performed at an average accuracy level of 16.7%, 22.2%,
and 27.8%, respectively, at baseline. The subjects' performance in responding short-answer questions tended to
increase during the strategy instruction process. As seen from the post-instruction assessment data, Deniz, Giines,
and Bulut performed at an average accuracy level of 88.9%, 94.4%, and 100%, respectively. The short-answer
question response percentages of all subjects were low in the baseline sessions, but the performance of all subjects
increased after strategy instruction. In the maintenance sessions conducted two, four, and six weeks after strategy
instruction, the short-answer question response performance of Deniz, Giines, and Bulut was 94.4% on average.
In the effect size calculations performed to evaluate the effects of strategy instruction on the subjects' short-answer
question response skills, the PND effect size value was found to be 92.3% (highly effective), 76.9% (effective),
and 83.3% (effective) for the first, second, and third subjects, respectively, with an average of 84.2% (effective).
The Tau-U effect size value was found to be .9231 (moderately effective), .9423 (highly effective), and .9333
(highly effective) for the first, second, and third subjects, respectively, with an average of .9336 (highly effective).
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Figure 3
Effectiveness Findings Regarding the Subjects’ Short-Answer Question Response Levels
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Note: B = baseline; DB = developing and activating background knowledge; DS = discussing the strategy; IP = independent performance; M
= maintenance; MS = modeling the strategy; Pl = post-instruction; SS = supporting the strategy; W = week.

Generalization Findings

Figure 4 shows the findings regarding Deniz, Giines, and Bulut's generalization of their reading
comprehension skills to a text written in the same type but on a different subject for text recall, whereas Figure 5
presents the findings regarding short-answer question response performance. The pre-test findings regarding text
recall show that Deniz performed at an accuracy level of 23.5%, while Giines and Bulut performed at an accuracy
level of 29.4%. As seen from the post-test findings regarding text recall, Deniz performed at an accuracy level of
90.9%, whereas Giines and Bulut performed at an accuracy level of 95.5%. The post-instruction generalization
levels of all three subjects regarding recalling the main idea and important details increased compared to the pre-
instruction levels.

As seen from the pre-test findings regarding short-answer question response levels, Deniz and Gilines
performed at an accuracy level of 16.7%, while Bulut performed at an accuracy level of 33.3%. The post-test
findings regarding short-answer question response levels show that Deniz performed at an accuracy level of 83.3%,
and Giines and Bulut performed at an accuracy level of 100%. The post-instruction generalization levels of all
three subjects regarding responding to short-answer questions increased compared to the pre-instruction levels.
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Figure 4
Generalization Findings Regarding the Subjects' Text Recall Levels
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Figure 5
Generalization Findings Regarding the Subjects’ Short-Answer Question Response Levels
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Findings Regarding the Subjects’ Strategy Use Levels

Strategy use assessment sessions were conducted before and after the instruction to determine the
subjects’ levels of cognitive and metacognitive strategy use in the text reading process. Table 2 contains the
findings regarding the subjects’ strategy use levels.

The subjects' post-instruction frequency of cognitive strategy use increased compared to the pre-
instruction frequency. All subjects' articulation before strategy instruction consisted mainly of cognitive strategies,
but the subjects used metacognitive strategies more after strategy instruction. However, according to the findings,
although the subjects' post-instruction frequency of cognitive strategy use increased, it decreased in percentage
terms. This originates from the fact that the subjects' metacognitive strategy use gained weight in percentage terms
after the instruction.

Arslanoglu-Oser & Fazlioglu ONLINE FIRST



THE EFFECTIVENESS OF THE THINK-READ-ASK-PARAPHRASE STRATEGY INSTRUCTION ON THE PROBLEM- 15
SOLUTION TEXT COMPREHENSION OF STUDENTS WITH LEARNING DISABILITIES

Table 2
Findings Regarding the Subjects’ Strategy Use Levels
First subject Second subject Third subject
Pre-1 Post-1 Pre-1 Post-1 Pre-1 Post-1
f % f % f % f % f % f %
Cognitive strategies
Think 0 0% 15 9% 0 0% 16 9% 0 0% 18 10%
Read 13 87% 20 13% 13 81% 17 10% 13 93% 18 10%
Ask ~finding the 0% 15 9% 0 0% 17  10% 0 0% 16 9%

main idea sentence
Ask — finding the

. - 0% 18 11% 0 0% 19 11% 0 0% 20 11%
important details
Paraphrase 0 0% 12 8% 0 0% 14 8% 0 0% 15 8%
Total 13 87% 80 50% 13 81% 83 48% 13 93% 87 48%
Metacognitive strategies
Productive metacognitive strategies
Self-instruction- 0 0% 1 1% 0 0% 2 1% 0 0% 3 2%

problem definition
Self-instruction-

focusing 0 0% 34 21% 0 0% 36 21% 0 0% 35 19%

attention/planning
Self-instruction-

Strategy use 0 0% 26 16% 0 0% 27 16% 0 0% 29 16%
Self-instruction-
Zﬂgz‘:%‘:a“o” 0O 0% 3 2% 0 0% 2 1% 0 0% 3 2%
correction
Self-instruction-
coping and self- 0 0% 2 1% 0 0% 3 2% 0 0% 2 1%
control
Self-instruction- % 2 1% 0 0% 3 2% 0 0% 6 3%
self-reinforcement
Self-monitoring 0 0% 10 6% 0 0% 12 7% 0 0% 13 7%
Total 0 0% 78 48% 0 0% 85 50% 0 0% 91 50%
Non-productive metacognitive strategies
Emotion 0 0% 0 0% 1 6% 2 1% 1 7% 1 1%
Comment 2 13% 3 2% 2 13% 2 1% 0 0% 1 1%
Total 2 13% 3 2% 3 1% 4 2% 1 7% 2 2%
Total 2 13% 81 50% 3 1% 89 52% 1 7% 93 52%
General total 15  100% 161 100% 16 100% 172 100% 14 100% 180 100%

Note: | = instruction.
Social Validity Findings

According to the social validity findings, each subject stated that the strategy taught helped them, that
they would use the strategy, that they found the strategy easy and entertaining, that the lessons made it easier for
them to learn the strategy, that they liked the supports very much and that they could apply the strategy without
using the supports, that the strategy made it easier for them to retell the texts and answer the questions and that
thinking aloud, self-monitoring, and self-instruction were useful and that they would now self-monitor and
recommend the strategy to their friends. However, while the second and third subjects answered the items about
thinking aloud while reading the text and self-instruction while reading the text as “Yes”, the first subject reported
that she was undecided. Therefore, the subjects answered these two items as “Yes” at 66.7% and the other items
at 100%. The subjects expressed positive opinions about the most items presented, and the social validity of the
study was high in terms of the subjects.

As seen from the findings obtained from teachers and families, each of them reported that the subjects
performed more easily and accurately in retelling the information in the texts and answering the questions, their
participation in the activities increased, and they asked for help less. They also stated that they found the strategy
useful, the generalization and retention of the skills taught using the strategy were high, and they could employ
the strategy if they learned it. Teachers also reported that they would recommend the strategy to other teachers.

Arslanoglu-Oser & Fazlioglu ONLINE FIRST



THE EFFECTIVENESS OF THE THINK-READ-ASK-PARAPHRASE STRATEGY INSTRUCTION ON THE PROBLEM- 16
SOLUTION TEXT COMPREHENSION OF STUDENTS WITH LEARNING DISABILITIES

Each teacher and family responded “Yes” to all the items at 100% and expressed a positive opinion about all the
items presented. The social validity of the study was quite high in terms of teachers and families.

Discussion

Upon comparing the subjects’ pre- and post-instruction performances in the present study, it was seen
that the text recall and short-answer question response performances of all subjects exceeded the accuracy level of
80% after strategy instruction. The effectiveness findings of this study support the findings of research indicating
that the “Think-Read-Ask-Paraphrase” strategy positively affects the text recall and short-answer question
response performances of students with special needs or at-risk students (e.g. Chandler & Hagaman, 2020;
Hagaman et al., 2016; Rollins, 2020; Sanders, 2020; Sanders, Jolivette et al., 2021; Sanders, Rollins et al., 2021;
Washburn et al., 2021). The effect size calculations also demonstrated that the strategy instruction contributed to
increasing the reading comprehension performance of all subjects.

In the study, it is thought that the characteristics related to the content of strategy instruction positively
impact the subjects’ reading comprehension performance. The findings obtained in this respect were interpreted
in line with the strategy’s content and scope. First, in the “Think™ step, it was ensured that the subjects thought
about the text’s subject by looking at the title, highlighted words, and photographs before reading. It is known that
individuals with LD usually start reading texts directly and may experience difficulty activating their background
knowledge on the subject since they cannot notice the clues in texts (Graham & Bellert, 2004). Therefore, in the
“Think” step of the strategy, studies were conducted with the subjects to review the text features and activate their
background knowledge before reading. Accordingly, the findings obtained from the think-aloud protocol showed
that all three subjects did not perform any articulations for the “Think” step before strategy instruction; however,
the articulation frequencies of all subjects increased after strategy instruction. In the “Think” step after strategy
instruction, the subjects’ articulations were observed for cognitive strategy use, such as the predicting the text’s
subject with questions, “What is the subject of this text?” or “What do I know about this subject?”, and activating
their background knowledge on the subject. Hence the findings from the think-aloud protocol confirm that the
subjects acquired the strategies before reading with the “Think” step. All this information demonstrates that the
“Think” step contributed to reviewing the text’s features and activating background knowledge by the subjects
before reading.

The strategy’s second step, “Read”, ensured that the subjects read the text at an appropriate speed and re-
read it if they did not comprehend what they read. Considering the articulations obtained for the “Read” step of
the cognitive strategy, no significant difference was observed between the subjects’ articulations before and after
strategy instruction. This is thought to be related to the subjects’ inclusion in the study considering the prerequisites
of reading fluency, reading accuracy, and reading without spelling. In the strategy’s third step, “Ask”, it was
ensured that the subjects prioritized the important information in the text and distinguished the less important
pieces of information by asking questions, “What is the main idea of this paragraph?”” and “What are the important
details that support the main idea?”. The findings from the think-aloud protocol indicated that the subjects did not
perform any articulations for the “Ask” step before strategy instruction; however, all subjects could identify the
main idea and important details in the text with the questions asked after strategy instruction. It is thought that in
this way, the subjects were supported in acquiring good reader behaviors such as identifying the main idea, making
inferences, summarizing and recalling important ideas (Pedrotty-Bryant et al., 1999).

Finally, in the “Paraphrase” step, the subjects were expected to paraphrase the main idea and important
details they determined in the previous step. The findings from the think-aloud protocol confirmed that the subjects
could paraphrase the main idea and important details in the texts after strategy instruction. It is emphasized that
paraphrasing enables readers to reconstruct the information in the text and process the information more deeply
(Hagaman et al., 2010). In this respect, in the current study, it is thought that the fact that the subjects paraphrased
the main idea and important details they determined by asking questions contributed to their reading
comprehension process.

In reading comprehension, the correct and effective use of metacognitive strategies enabling readers to
self-monitor their reading processes is as important as cognitive strategies (Pressley, 2002). Considering the
difficulties experienced by individuals with LD in acquiring and implementing strategies and the difficulties
experienced in cognitive and metacognitive skills, self-regulation, self-monitoring, etc. (Graham & Bellert, 2004;
Mercer, 1997), strategy instruction and ensuring that self-regulated skills are acquired are essential. Therefore, in
the current study, the strategy instruction process was supported by three self-regulated strategies: goal setting,
self-instruction, and self-monitoring (Graham et al., 1992; Harris & Graham, 1996; Reid & Lienemann, 2006).
The findings from the think-aloud protocol showed that the subjects did not exhibit any metacognitive strategies before
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strategy instruction, but the frequency of metacognitive strategy use increased in all subjects after strategy instruction.
It is thought that presenting the strategy instruction according to the stages of the SRSD model has an important effect
on this situation, in addition to the strategy’s content.

Furthermore, all subjects' articulations before strategy instruction consisted mainly of cognitive strategies;
however, the subjects used metacognitive strategies more after strategy instruction than before the instruction.
Nevertheless, the findings showed that although the frequency of the subjects’ post-instruction cognitive strategy use
increased, it decreased in percentage terms. This arose from the fact that the subjects' metacognitive strategy use gained
weight in percentage terms after the instruction. Consequently, when the subjects were ranked from the subject who used
the most articulations to the subject who used the least articulations, a similar order in the subjects' reading
comprehension performances as in their articulation frequencies was observed. The aforesaid findings were interpreted
as an increase in the subjects' reading comprehension performances with an increase in their strategy use frequencies.
This also supports the view that subjects exhibiting the characteristics of a good reader use more and diverse cognitive
and metacognitive strategies (e.g. Firat, 2017; Ozbek, 2019).

In the study, goal-setting graphs ensured that the subjects set realistic goals, the flowchart sheet ensured that
they implemented the strategy steps sequentially and correctly, and the self-monitoring sheet ensured that they self-
monitored their performance. By modeling self-instruction statements, the subjects were encouraged to use positive
statements about themselves while using the strategy. As a result, it was found that the strategy instruction presented
with the SRSD model stages, self-regulated strategies, and appropriate supports positively affected the subjects' reading
comprehension performance and self-regulated skills. These findings agree with the results of similar studies (e.g.
Rollins, 2020; Sanders, Rollins et al., 2021). This positive impact was also observed in the generalization sessions, as
the subjects displayed their improved reading skills in the generalization sessions (e.g. “I need to mark the examples. |
did it in inventions, I remember.”).

The maintenance findings of the study showed that all subjects could maintain the skills they had acquired two,
four, and six weeks after strategy instruction. These findings support the maintenance findings of studies using the
strategy (e.g. Chandler & Hagaman, 2020; Hagaman et al., 2016; Sanders, Rollins et al., 2021; Washburn et al., 2021).
Upon comparing the findings regarding the pre- and post-instruction generalization sessions, it is seen that the subjects
could generalize their text recall and short-answer question response performances to a problem-solution text written on
a different subject after strategy instruction. The said findings support studies using the strategy and including a
generalization process (e.g. Sanders, Rollins et al., 2021).

The study found that the social validity of the strategy was high for the subjects, their teachers, and families.
Based on the study’s social validity findings, it is thought that strategy instruction positively affected the subjects' reading
comprehension performance. The subjects expressed positive views about strategy instruction at a high rate, whereas
their teachers and families reported positive views about strategy instruction at 100%. The findings above support the
social validity data of other studies using the strategy (e.g. Rollins, 2020; Sanders, 2020; Sanders, Jolivette et al., 2021;
Sanders, Rollins et al., 2021; Washburn et al., 2021).

Although the current work is the first study in Tiirkiye on teaching reading comprehension skills to students
with LD using the "Think-Read-Ask-Paraphrase” strategy, it has some limitations. First, the fact that the research was
conducted with only three subjects with LD and that the subjects’ reading levels were determined in line with their
teachers’ opinions while creating the texts in the study is considered a significant limitation. Furthermore, using only
problem-solution expository texts in the study, collecting maintenance data in a limited number, and collecting
generalization data using only texts of the same type but written on a different subject are other limitations of the study.
In line with the study’s limitations and findings, it is recommended that intervention agents be provided with the
instruction processes along with the SRSD model, the think-aloud process, and supports. It is recommended that the
current research be repeated in future studies with different intervention agents, different special needs groups, and using
different text types and assessment types. Finally, it is recommended that comparison studies be conducted in terms of
effectiveness and efficiency, and that text structure instruction be carried out at the stage of developing and activating
background knowledge.
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