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Editorlerden

Degerli Okurlarimiz,

Turkish Journal of Special Education dergisi olarak, 2024 yilinin ikinci sayisiyla sizlerle
bulusmaktan mutluluk duyuyoruz. Ozel egitim alanindaki giincel arastirma ve
uygulamalari sizlerle paylasma misyonumuzu siirdiiriiyoruz. Bu sayimizda, li¢ arastirma
makalesi ve bir kitap incelemesi olmak iizere toplam dort makale yer almaktadir. Her biri
0zel egitim alanina 6nemli katkilar sunan bu ¢alismalar, hem uygulamali hem de teorik
yoOnleriyle dikkat cekmektedir.

IIk makalemiz Campbell McDermid ve Jacob Lipps tarafindan kaleme alinan “Amerikan
Isaret Dili Ogrencilerinde Konusma Diizenleyicileri” baghkl bir arastirmadir. Calismada,
Amerikan Isaret Dili (ASL) 6grenen o6grencilerde konusma diizenleyicilerinin nasil
gelistigi incelenmistir. Arastirma sonuglari, ASL 6grencilerinin kas ¢atma ve el sallama
gibi ASL'ye 6zgii iletisim stratejilerini 6grendiklerini ve sagir kiltliriine uygun davraniglar
sergilediklerini ortaya koymaktadir. Calisma, ASL 0Ogreniminin iletisim becerileri
lizerindeki etkilerine 1s1k tutmaktadir.

ikinci arastirmamuz, Serife Balikci ve Uygar Bayrakdar tarafindan yiiriitiilen “Okul Oncesi
Kurum Yéneticileri, Ozel Gereksinimli Kiiciik Cocuklarin Genel Egitim Siniflarina Dahil
Edilmesini Nasil Algiliyor?” baslikli calismadir. Arastirmada, okul 6ncesi yoneticilerinin
kapsayic1 egitime yonelik tutumlar1 degerlendirilmistir. Bulgular, yoneticilerin genel
olarak olumlu tutumlara sahip oldugunu, ancak deneyim ve Kkisisel faktérlerin bu
tutumlar Uzerindeki etkilerinin simirli oldugunu goéstermektedir. Calisma, kapsayici
egitim uygulamalari icin 6nemli 6neriler sunmaktadir.

Uciincii makalemiz, Aysenur Celik Sahin, Gamze Apaydin ve Banu Altunay tarafindan
hazirlanan “Zihinsel Yetersizligi Olan Ogrencilere Hiyerarsik Ust Diizey Isimlerin
Ogretiminde Dogrudan Ogretim Modelinin Etkililigi” baglikli arastirmadir. Bu ¢alismada,
zihinsel yetersizligi olan 6grencilerde st diizey isimlerin 6gretiminde dogrudan 6gretim
modelinin etkisi incelenmistir. Arastirma, modelin hem etkili hem de genellenebilir
oldugunu gostermektedir ve 6zel egitimde bireysellestirilmis 6gretim yaklasimlarinin

onemine dikkat cekmektedir.

Son makalemiz, Pinar Yasar Hayal tarafindan yapilan “Zihin Yetersizliginin Kisa Tarihi”
baslikli kitap incelemesidir. Bu ¢alisma, tarih 6ncesi ¢aglardan giiniimiize kadar zihinsel
yetersizlik konusunu ele alan 6nemli bir kaynag1 detayli bir sekilde incelemektedir. Kitap,
yalnizca 6zel egitim profesyonellerine degil, tarihe ve toplumsal biling konularina ilgi
duyan herkese hitap eden kapsaml bir rehber niteligindedir.

Siz degerli okuyucularimiza, yazarlarimiza ve hakemlerimize dergimize verdiginiz
katkilardan dolay tesekkiir eder, bir sonraki sayimizda bulusmayi1 temenni ederiz.

Editorler Kurulu adina,
Dog. Dr. Salih Rakap
Prof. Dr. Serife Yiicesoy-Ozkan
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Editorial

Dear Readers,

We are pleased to present the second issue of the Turkish Journal of Special Education for
the year 2024. Our commitment to sharing current research and innovative practices in
the field of special education continues to guide our efforts. This issue includes three
research articles and one book review, each offering valuable insights into different
aspects of special education.

The first article, "Conversational Regulators in American Sign Language Students" by
Campbell McDermid and Jacob Lipps, explores an under-researched area of language
proficiency in ASL learners. The study compares hearing students who have completed
one semester of ASL instruction with those who have not taken any ASL courses. Findings
reveal that ASL learners effectively use conversational regulators such as frowning and
hand-waving while adhering to Deaf cultural norms. These findings contribute to the
literature on sign language education and provide practical recommendations for further
research.

The second article, "How Do Early Childhood Administrators Perceive Inclusion of Young
Children with Disabilities in General Education Classrooms?" by Serife Balikci and Uygar
Bayrakdar, investigates the attitudes of early childhood administrators towards inclusive
education. Based on data collected from 168 administrators, the study highlights the
influence of gender, age, and administrative roles on attitudes toward inclusion. The
findings emphasize the importance of administrator training to foster effective inclusion
practices in early childhood education.

The third research article, "Effectiveness of Direct Instruction Model on Teaching
Hierarchical Higher-Level Nouns to Students with Intellectual Disabilities" by Aysenur
Celik Sahin, Gamze Apaydin, and Banu Altunay, examines the effectiveness of the Direct
Instruction Model in teaching hierarchical higher-level nouns such as vegetables,
furniture, and communication tools to students with intellectual disabilities. The study
demonstrates the model's success in helping students acquire and generalize these
concepts across different contexts. The findings support the use of Direct Instruction as
an efficient teaching approach for students with intellectual disabilities.

The final contribution is a book review titled "A Brief History of Intellectual Disability" by
Pinar Yasar Hayal. The book, edited by Prof. Dr. Nevin Giiner, offers a historical
perspective on intellectual disability from ancient times to the present day. With
contributions from nine experts in the field, the book provides a comprehensive overview
of how societal perceptions and understanding of intellectual disability have evolved over
time. This review highlights the book's value for educators, researchers, and anyone
interested in the history of disability studies.

We extend our sincere thanks to our authors, reviewers, and editorial team for their
dedication and hard work in bringing this issue to life. We look forward to meeting you
again in our next issue and wish you all continued success in your academic and
professional endeavors.

On behalf of the Editorial Board,
Assoc. Prof. Dr. Salih Rakap
Prof. Dr. Serife Yiicesoy-Ozkan
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Abstract

Language proficiency can be framed as grammatical, sociolinguistic and strategic competency. Historically,
the grammatical strategies of hearing students who study American Sign Language (ASL) have been
emphasized. To address this gap, a Discourse Completion Task was designed to look at a little explored area,
conversational regulators, in 14 hearing students who had taken ASL 1 (one semester) as compared to 14
hearing students who reported taking no ASL classes. Participants watched and responded to 11 videotaped
contexts in ASL. The findings indicate that the ASL1 students had learned various ASL conversational
regulators, such as frowns (* p =.00) and hand waving (the HEY sign in ASL) (* p=.00). They followed Deaf
culture norms for not talking and gesturing at the same time (* p = .00). They also demonstrated reduced
use of miming compared to the non-ASL students (* p =.00). The findings are discussed within the context
of existing literature, and recommendations are offered for future research and practice.

Keywords: Conversational regulators, acquisition, American Sign Language, second language, L2

0z

Dil yeterliligi; dilbilgisel, sosyo-dilbilimsel ve stratejik yeterlilik olarak ¢ercevelendirilebilir. Tarihsel olarak,
Amerikan Isaret Dili'ni (ASL) égrenen isiten 6grencilerin dilbilgisel stratejilerine odaklanilmigtir. Bu
boslugu gidermek i¢in, ASL 1 (bir donem) dersi almis 14 isiten 6grenci ile hi¢ ASL dersi almamis 14 isiten
ogrenciyi karsilastirarak az arastirilmis bir alan olan konusma diizenleyicilerini incelemek icin bir S6ylem
Tamamlama Gorevi tasarlanmistir. Katilimcilar ASL'de 11 video baglaminmi izlemis ve yanitlamistir.
Bulgular, ASL1 6grencilerinin kas ¢catma (* p =.00) ve el sallama (ASL'de HEY isareti) (* p=.00) gibi cesitli
ASL konusma diizenleyicilerini 6grendiklerini gostermektedir. Aym1 zamanda sagir kiltiiri normlarina
uygun olarak konusma ve jestleri ayni anda kullanmaktan kaginmislardir (* p = .00). Ayrica, ASL dersi
almamis 6grencilere kiyasla taklit kullaniminda azalma gostermislerdir (* p = .00). Bulgular, mevcut
literatiir baglaminda tartisilmis ve ileriki arastirmalar ve uygulamalar i¢cin 6neriler sunulmustur.

Anahtar Sézciikler: Konusma diizenleyicileri, edinim, Amerikan Isaret Dili, ikinci dil, L2
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2 Conversational Regulators in ASL Students

Introduction

American Sign Language (ASL) is a popular language of study, and it was ranked third in
2016 in American post-secondary institutions (Looney & Lusin, 2019). In 2005, it was
taught in 701 public schools in the United States (Rosen, 2010). Students may take ASL as
“a fun elective” (Jacobs, 1996, p. 200), and some believe it is very similar to English and
easy to master (McDermid, 2017; Peterson, 1999). Others may take ASL because they
believe it will lead to ajob in interpreting or teaching (McKee & McKee, 1994). At the same
time, ASL is considered a truly difficult language to learn (Jacobs, 1996; Kemp, 1998), and
students’ initial mastery may plateau, causing them to lose motivation to continue (Kemp,
1998). They may also realize that to become fluent, they must learn some of the
communicative behaviors of the Deaf community (McDermid, 2017).

Concern has been raised about the lack of research into the acquisition of ASL by
hearing signers and the efficacy of current curricula (Ackerman et al., 2018; Beal, 2020;
Beal & Faniel, 2019; Ortega & Morgan, 2015; Quinto-Pozos, 2011; Tanner & Doré, 2019).
These individuals are sometimes called second mode, second language (M2L2) learners.
ASL is conveyed through vision and not auditorily, so there is a difference in mode
between spoken and spoken languages (Beal, 2020).

Much of the focus in the research canon has been on grammatical fluency, such as
vocabulary recognition (Mills, 1984; Radford, 2012; Scheetz & Gunter, 2004). More work
needs to be done on sociolinguistic or strategic fluency, such as the ability to use
conversational regulators to initiate turns or to interrupt (Ehrlich-Martin, 2006). To
address this gap, this study was designed to look at conversational regulators in a mixed
method, between-subjects design to compare undergraduate students who had taken an
ASL 1 class to students who reported no knowledge of ASL.

Model of Language Fluency

To begin with, what is fluency in a language? Early on, Canale and Swain (1980) suggested
a communicative competency framework comprising grammatical, sociolinguistic, and
strategic competency. The Council of Europe (2001) proposed and utilized a similar
model, adding pragmatic competency. Pragmatic competency is knowledge of logical but
unstated relationships such as presuppositions and implicatures (Council of Europe
2001). Fluency can also include the concept of discourse competence, the ability to create
cohesive texts beyond the sentence level (Celce-Murica et al., 1995).

Sociolinguistic and Strategic Competence

According to the model proposed by Canale and Swain (1980), grammatical competence
is one aspect of learning a second language, and it is tied to knowledge of a language's
phonemes, vocabulary, and grammar. A similar definition was followed by the Council of
Europe (2001), which defined grammatical competence as “lexical, phonological,
syntactical knowledge and skills” (p. 13). The American Council on the Teaching of
Foreign Languages (ACTFL) (2012) defines a superior-level speaker as one who has
mastered “the use of syntactic, lexical, and phonetic devices” (p. 5).

Of interest in this study, however, is sociolinguistic and strategic competence, in
particular conversational regulators. Canale and Swain (1980) defined sociolinguistic
competence as the ability to understand language functions and how to use them
appropriately. The Council of Europe (2001) described sociolinguistic competency as
“sensitivity to social conventions (rules of politeness, norms governing relations between
generations, sexes, classes, and social groups, linguistic codification of certain
fundamental rituals in the functioning of a community)” (p. 13). Earlier, Hymes (1972)
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wrote that this level of competency included “linguistic routines” or the individual’s
ability to recognize and use language structures beyond the sentence level (p. 290). More
recently Negoescu et al,, (2019) described social competence, as premised on “the will
and ability to engage in interaction with others” (p. 62).

Strategic competency was defined in the literature as the ability to deal with
“breakdowns” in communication (Canale & Swain, 1980; Negoescu et al., 2019). Various
behaviors were noted, including the ability to “backtrack and restructure,” “correct slips
and errors,” “ask for confirmation,” and “start again using a different tactic” (Council of
Europe 2001, 65). Other frameworks included interactional strategies “that promote
mutual understanding in meaning between participants, such as checking comprehension
or asking for clarification” and indirect strategies, “for instance, maintaining the
conversation flow or feigning understanding” (Seong, 2014, p. 16).

Lacking sociolinguistic or strategic competency in a language can lead to significant
challenges in communication, relationships, and overall fluency. Misunderstandings and
inappropriate language use in social contexts can result in communication breakdowns,
which in turn can lead to strained relationships. The inappropriate use of sociolinguistic
strategies could lead a speaker or signer to be perceived as rude or disrespectful,
potentially causing social isolation or avoidance of language use. Additionally, second
language learners might experience anxiety, frustration, and reduced motivation, further
impeding their language learning progress.

ASL Conversational Regulators

For this study, strategic competency was limited to and operationally defined as gestures
associated with ASL conversational regulators or back-channel feedback (Kurz & Taylor,
2008). There were some questions in the literature about whether these gestures were
universal or tied to language proficiency (Seong, 2014).
The literature on ASL strategic competence noted how addressees may use signals to
“let the Signer begin a conversation” or to “remain silent while the Signer continues
his/her turn” and can signal comprehension or a desire to take a turn (Baker-Shenk &
Cokely, 1981, p. 2). For example, when a conversation begins, the addressee typically
maintains direct eye gaze on the signer. If the addressee looks away, perhaps due to a
distraction or to perform some action, the signer typically stops and waits for the
addressee to look back and establish direct eye contact again (Baker-Shenk & Cokely,
1981).
As described in the literature, gestures tied to conversational regulation in ASL
included the following:
1. eye gaze (direct or averted) (Baker-Shenk & Cokely, 1981; Lieberman, 2015;
Smith & Ramsey, 2004; Wilcox & Wilcox, 1991)

2. referencing (or pointing to) speakers or objects to identify turns or topics (Smith
& Ramsey, 2004)

3. various non-manual markers (facial movements) (Smith & Ramsey, 2004)

4. atactile tap on the shoulder to get attention (Baker-Shenk & Cokely, 1981; Coates
& Sutton-Spence, 2001; Lieberman, 2015; Wilcox & Wilcox, 1991)

5. the use of waving, referred to as the sign HEY, where “the Signer may wave
his/her hand up-and-down or sideways to attract that person’s attention” (Baker-
Shenk & Cokely, 1981, p. 4)
banging on a table or desk again to get attention (Lieberman, 2015)

7. flicking a light switch (Baker-Shenk & Cokely, 1981; Wilcox & Wilcox, 1991), or

o
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8. the waving of a handkerchief to signal applause, referred to as the Chautauqua
Salute, and which later was adapted to holding hands aloft and rapidly twisting or
rotating them at the wrist (henceforth referred to as visual applause in this study)
(Carbin, 1996).
Inappropriate conversational regulators and attention-getting behaviors include
(Baker-Shenk & Cokely, 1981; Wilcox & Wilcox, 1991):

1. stomping on the floor
flicking the lights too rapidly to talk with one person
aggressive jabs or pokes at the desired interlocutor
waving a hand right in front of the person’s face
grabbing the person’s hands or face
clapping (especially outside of the interlocutor’s gaze) and
7. throwing objects near or at the interlocutor

U W

ASL Pedagogy

To contextualize how hearing students learn ASL, it is important to understand how they
are taught it. Some common themes in the literature included a history of untrained or
unqualified teachers (Ackerman et al., 2018; Lentz, 1994; Pfeiffer, 2004; Quinto-Pozos,
2011; Rosen, 2008; Smith,1988; Tanner & Doré, 2019). However, this has been addressed
more recently with ASL teacher education programs at Western Maryland College (Wilcox
& Wilcox, 1991) and Gallaudet University. Further, organizations like the American Sign
Language Teachers Association (ASLTA) (n.d.) have worked to set standards in ASL
instruction. The National Association of the Deaf (n.d.) has recognized the expertise of
the ASLTA and directs readers of their website to the ASLTA for resources.

There is debate in the literature about who should teach ASL, native or non-native
signers (Ackerman et al., 2018; Quinto-Pozos, 2011). It was suggested that native signers
act as models for the different aspects of language learning, such as norms for behaviors
and culture, and are better suited (Ackerman et al.,, 2018). Deaf native signers may have
higher expectations for fluency in ASL, where in two studies, the Deaf raters ranked the
hearing signers as lower in ASL fluency than how they were ranked by hearing
professionals (Beal et al., 2018; McDermid, 2014). However, non-native signers have been
employed to teach ASL, perhaps because they graduated from interpreter education
programs (Rowley & Kovacs-Houlihan, 2014).

Another debate in the literature has been a prohibition against using spoken English
in ASL classes, a no-voice policy (Ackerman et al., 2018; Ehrlich & Wessling, 2019; Pfeiffer,
2004; Rosen et al,, 2014; Rowley & Kovacs-Houlihan, 2014; Quinto-Pozos, 2011; Smith et
al,, 2008; Thoryk, 2010; Traxler & Nakatsukasa, 2020). Such a policy means more reliance
on gestures, at least in the initial classes (Quinto-Pozos, 2011). There is debate whether
such a policy inhibits or promotes the learning of ASL (Rosen et al., 2014; Tanner & Doré,
2019). Limited research has shown mixed results, where in one study, students in no-
voice classrooms did better learning ASL vocabulary (Rosen et al., 2014), while in another,
there was no difference (Traxler & Nakatsukasa, 2020). In two studies, teaching signers
the etymology of a sign in English seemed to help them remember the signs (Maynard et
al,, 1994), as did using English written glosses for ASL signs (Lupton & Fristoe, 1992).

Signing Naturally

To delimit the method of this study, only participants who had been instructed in ASL 1
through the Signing Naturally curriculum were included (Smith et al., 1988). This decision
was made as Signing Naturally (Smith et al., 1988) was listed as the primary text by 83%
of American public secondary instructors in one study (Rosen, 2010) and by 92% of
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school divisions in Virginia (Pfeiffer, 2004). It was also noted that the text was used in a
third study (Lee & Pott, 2018) and adopted by the state of Texas at one point as the
standard curriculum (Wilcox & Wilcox, 1991). Given that the participants had completed
one level of ASL, the Signing Naturally Student Workbook Units 1-6 was reviewed, which
is the text used in ASL 1 (Lee & Pott, 2018). There has been a shift in pedagogy when
teaching ASL to a Functional-Notional approach (Rosen, 2010). Signing Naturally focuses
on communicative competence and adopts an immersion philosophy (Rosen, 2010; Smith
et al, 1988). It was originally designed with university students in mind (Lentz,
1994). Part of its design process included surveys and meetings with university students
and Deaf community members to see how they used language and to determine a range
of typical topics (Lentz, 1994).

As Smith (1998) explained, it does not focus on grammar per se, though grammar is
taught when it comes up in the context of language functions. For example, students are
taught about the phonology of ASL in a lesson on one- or two-handed signs and are told
to raise their eyebrows as a form of transitioning between topics (Smith et al., 1988).
Other lessons include establishing contrasting relationships between concepts by signing
one object on one side of the body and then the contrasting object on the other (Smith et
al.,, 1988).

There are also lessons on sociolinguistic strategies (Rosen, 2010), such as actions to
begin and to clarify points, to interrupt, and to join conversations (Smith, 1988). For
example, students are taught to tap the shoulder of a person they wish to sign with or
their upper arm to get that person’s attention. They can also ask an intermediary to tap
someone’s shoulder (Smith et al, 2008). They are taught to go around signed
conversations or walk quickly between the signers (Smith et al, 2008). It is also
“customary to press someone’s shoulder or upper back” when squeezing between two
signers (Smith et al., 2008, p. 83). Clear sight lines and “deliberate eye contact with your
audience” while telling a story are stressed (Smith et al., 2008, p. 328)

There is a prohibition against using spoken English, referred to as “voicing,” in class.
The curriculum authors wrote, “Please don’t speak in class,” and characterized this
behavior as disruptive (Smith et al., 2008, p. xiv). Later in the student workbook, it states,
“Speaking in the presence of a Deaf person is considered impolite.” (Smith et al., 2008, p.
152).

Strategic Competency Outcomes

According to Quinto-Pozos (2011), the American Sign Language Teacher’s Association
(ASLTA) has incorporated the “5 Cs” from the American Council on the Teaching of
Foreign Languages (ACTFL). These include strategies to communicate and to make
connections. Swaney and Smith (2017) noted how Signing Naturally references the ACTFL
competencies. Kurz and Taylor (2008) also advocated for the ACTFL competencies and,
to that end, listed various gestures and back-channel activities, such as head nods, tied to
strategic competency as outcomes for ASL programs.

Grammatical Competence Focus

While the Signing Naturally curriculum focuses on language functions, much of the

research into the acquisition of ASL by hearing students has been on aspects of

grammatical competency and not sociolinguistic or strategic competency, which is the
focus of this study. These studies looked at:

1. phoneme discrimination or reproduction (Baker et al., 2005; Beal, 2020; Beal &

Faniel, 2019; Bochner et al.,, 2016; Chen Pichler, 2009; Crittenden, 1974; Geer,

2016; Lieberth & Gamble, 1991; Maynard et al.,, 1994; McKee & McKee, 1992;
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Mclntire & Reilly, 1988; Morford et al., 2008; Ortega & Morgan, 2015; Rudser,
1986)

2. classification of individual signs as iconic or non-iconic (Mills, 1984)

3. memorization of the manual alphabet (Hawes & Danhauer, 1980)

4. memorization of ASL verbs (Cochran et al., 1999)

5. utilization of classifiers (Lindert, 2001; Rudser, 1986)

6. overall vocabulary (Cochran et al., 1999; Hoemann & Keske, 1995; Lupton &
Zelaznik, 1990; Mills & Weldon, 1983; Radford, 2012; Scheetz & Gunter, 2004;
Vicars, 2003; von Pein, 2003; Williams et al., 2017)

7. parts of grammar (McKee & McKee, 1992), and

8. translation from English into ASL (Beal & Faniel, 2019; Cochran et al., 1999;
Radford, 2012).

Assessments

There are a variety of ASL assessments, many of which focus on grammatical competency.
These include the 51U assessment, where students must think of homonyms for ASL signs
(other signs with different meanings but similar phonetic characteristics like identical
handshapes) (Beal, 2020). The ASL-Discrimination Test (ASL-DT) looks at the receptive
abilities of signers to distinguish two different sentences based on changes in phonemes
(Bochner et al,, 2011). The ASL Comprehension Test (ASL-CT) examines an individual’s
ability to distinguish between phonemes, such as role shifting and depiction (Hauser et
al., 2016). In the ASL-Sentence Reproduction Task (ASL-SRT), signers must reproduce
sentences in ASL verbatim (Supalla et al.,, 2014). The ASL-Receptive Skills Test (ASL-RST)
examines receptive ASL fluency in different grammatical structures (Enns et al., 2013).

Another means of assessing a signer’s fluency is through an interview process. These
include protocols such as the ASL Proficiency Interview (ASLPI) or Sign Communication
Proficiency Interview (SCPI), done with a native or near-native signer (Burch, 1997;
Desrosiers, 2001; LaSasso & Lollis, 2003; Long et al., 1999; Maller et al., 1999; Madsen,
2001; Newell & Caccamise, 2007; McDermid, 2014; Stauffer, 2011). While these require
using back-channel feedback or conversational regulators, a specific score or assessment
is not given for these features.

Several rubrics have also been created to assess students’ fluency in ASL (Ashton et
al., 2013; Beal & Faniel, 2019; Beal et al., 2018; Beldon, 2012; Easterbrooks & Huston,
2008). One lists strategies such as “signing please and thank you” and attention-getting
behaviors (Ashton et al,, 2013, p. 15). However, the focus seems to be on grammatical
competency.

Hearing Signers' Strategic Competency

Few studies have been done on the conversational regulators hearing ASL students learn
in ASL classes (Ehrlich-Martin, 2006; Tigwell et al., 2020), and no evidence of an
assessment for strategic performance was found. In one study, the researcher looked at a
blended ASL class, with some students attending in person and some logged in
synchronously (Ehrlich-Martin, 2006). The off-site students were concerned about turn-
taking, interrupting each other, a lack of peer interaction, and problems establishing eye
contact (Ehrlich-Martin, 2006). In a second, an autoethnographic study, the authors
believed that videoconferencing negated or interfered with strategies such as tapping to
get attention or the use of eye gaze as a conversational regulator (Tigwell et al., 2020).
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Linguistic Transfer

As noted in the literature, there was some discussion around are conversational
regulators taught or universal (Seong, 2014)? In the context of this study, are they simply
being transferred from English to ASL? Some aspects of language, for example, can
experience positive transfer, where the behavior is similar in both languages, or negative
transfer, where the aspect is marked in one language and so not readily learned (Chen
Pichler, 2009). For this study, waving to get someone’s attention or tapping them on the
shoulder may be transferrable abilities between signers and non-signers. However, as
noted earlier, ASL and English are different in terms of modality, one spoken and based
on sound (oral/aural) and the other produced manually and comprehended visually (Beal
& Faniel, 2019).

There is evidence that non-signers who go on to learn ASL transfer some aspects. For
example, when a group of students were asked to represent a story in gesture before
learning ASL and then to repeat the story after taking ASL 1, correct facial expressions
appeared in both renditions while creating first-person discourse (Taub et al., 2008).
However, correct eye gaze when producing first-person discourse did not transfer from
the gestured version to the signed version (Taub et al., 2008).

Discourse Completion Task

One method of examining strategic behaviors and the process chosen for this study is
through a Discourse Completion Task (DCT). A DCT typically consists of “descriptions of
speech act situations followed by incomplete discourse sequences that the respondents
are requested to complete” (Labben, 2016, p. 70). Blum-Kulka (1982) is often credited
with being the first researcher to use a discourse completion task with bilingual students,
and such a protocol has been used with Deaf signers (Hoza, 2007). ADCT can be enhanced
by providing information in the participant’s native language (Blum-Kulka, 1982). The
topics should be relevant to the participants (Hoza, 2004). Native or near-native analysts
should be employed (Blum-Kulka, 1982; Hoza, 2004).

Several caveats have been noted about the use of a DCT. When more content is given
(content enhanced), the tasks can become more cognitively demanding for the
participants, and the variety of possible responses makes them more complex to assess
(Labben, 2016). They may not represent authentic, spontaneous spoken discourse
(Labben, 2016). Also, as Hymes (1972) noted, there occurs “sociolinguistic interference,”
the impact of the social experience as a participant in a study on the language user (p.
288).

Research Problem

Given the focus on grammatical competency in the literature, this study looked at
strategies that may constitute competency in conversational regulators in ASL students.
The following research questions were posed:
1. What conversational regulators do students who have completed an ASL 1 class
demonstrate on a Discourse Completion Task?
2. What differences are there between hearing students who have completed an ASL
1 course and those who have yet to gain a background in ASL regarding their use
of conversational regulators on the same Discourse Completion Task?
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Method

The methodology for this study was a mixed methods design where a quasi-experimental
between-subjects approach was used to collect quantitative data, and qualitative data was
collected through a questionnaire with open-ended questions.

Participants

Two groups of post-secondary students were recruited using convenience sampling as
they attended one post-secondary institution in the American southeast. Recruitment
emails were sent to the ASL and Faculty of Education instructors. One group of
participants consisted of 14 non-signers from the Faculty of Education who had not
formally studied ASL and reported that they did not know the language. This group was
given pseudonyms designated as “E” for English-only students. The first participant was
assigned “E1” for example. Fifteen students were originally recruited, but one later
reported having taken ASL 1 and was removed from the pool.

The second group consisted of 14 students from various disciplines who had
completed ASL Level 1, most of whom were currently enrolled in ASL Level 2. Again,
fifteen students were originally recruited, but when asked which textbook their instructor
used in their ASL class, 14 of the 15 picked “Signing Naturally - the Vista Curriculum.” One
person chose “Master ASL” and was removed from the pool to control for the impact of
curriculum design. The ASL 1 students were given pseudonyms with the designation “A,
" so “Al” represented the first ASL student. Table 1 is a summary of the demographic
characteristics of the two groups. Like other studies, the volunteers were predominately
female (Peterson, 1999; Thoryk, 2010).

The ASL students reported high grades in their ASL 1 class, and scores ranged from
“A” (11 students), a “B+” (2 students) and “B” (1 student). Most ASL 1 students (11)
reported signing or having used ASL for a year or less, while three said they had used sign
language for 2 years. When asked about Deaf relatives, 12 ASL students chose “no, none.”

Table 1. Demographics

ASL Students English-Only Students Total

Gender

Male 2 3 5

Female 12 11 23
Age

Mean age (Years) 22.5 24.1 23.3

Age range 19-38 19-43 19-43
First Language

English first language 14 12 26

Other first language Turkish (1) French (1) 2
Ethnicity

White/Caucasian 10 6 16

African American/ Black 3 7 10

Latin X 0

Arabic 1

Total 14 14 28
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At the same time, one individual reported a Deaf parent, and one reported an extended
family member such as an aunt, uncle, or cousin. As a group, most had no signing relatives
and about one year or less of language experience with ASL. Thirteen English-only
students also reported “no, none” when asked if they had Deaf relatives. Only one
reported an extended family member, such as an aunt, uncle, or cousin. All reported no
fluency in ASL. Ethical approval for the study was granted by the University of North
Carolina Greensboro Human Research Ethics Committee (19=0391). Participants were
consented prior to their participation in the study.

Instruments

Data was collected through three instruments: a demographic questionnaire, an ASL
Discourse Completion Task (DCT) created for this experiment, and an open-ended
questionnaire at the end about the process. An ASL DCT was designed with a total of 24
short videos. In 11 of the 24 contexts, receptive ASL abilities were not required, and so
given that half of the participants did not know ASL, only these 11 contexts were analyzed.
One researcher was a native signer and identified as culturally Deaf. The other was a
nationally certified interpreter who had been signing for over thirty years at the time of
the study. He had a rating of Advanced Plus to Superior Plus on a Sign Communication
Proficiency Interview and Level 4 out of a possible 5 on an ASL Proficiency Interview.

The DCT began with a demonstration of the process, where a student in a video was
shown watching a computer monitor. This actor read over a context on the screen and
then replied to the context in gestures and/or signs. The instructions were provided
onscreen in written English, the first language of most of the participants (Blum-Kulka,
1982). To increase the spontaneity of responses, as suggested (Labben, 2016), the
participants could respond while watching the context play out and were given 5 seconds
at the end of each context before the next set of instructions appeared.

Figure 1 next (Context 5: Peer on Phone) is a snapshot of one of the discourse
completion tasks Context 5. In this context, the participant is given the following
instructions:

“Pretend you are a student in a college level ASL class. You are working with a peer

to review some basic signs, like TEST, STUDY and HOMEWORK. He will not pay

attention but is instead on his phone. Demonstrate how you would get his attention.”
Then, the participant is shown a short video in which the actor ignores the camera and
only looks at his phone.

Demonstrate how you would get his attention

Figure 1. Context 5: Peer on Phone
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Table 2. Context 5: Peer on Phone

Context Potential Behavior

5 Peer on Phone Sign HEY
Tap on the shoulder
Bang on the table

Table 2 next outlines potential behaviors that could be coded as present. For this
context, the participant could have demonstrated a number of attention-getting
behaviors, such as waving at the screen (designated as the sign HEY), banging on the desk
or table, or attempting to tap the shoulder of the student on the screen.

Once the participants had completed the DCT, they were asked to complete a short
questionnaire. It included three open-ended questions: “What did you think of the
videos?” “Were there any specific contexts that you wanted to comment on and why?” and
“What would you change in this process and why?” The ASL students responded to an
additional two open-ended questions: “What did you learn about Deaf culture in your ASL
course that applies to this video?” and “What did you learn about ASL in your ASL course
that applies to this video?”

Procedure

The participants were brought in individually and asked to complete the informed
consent and demographic questionnaire. Then, they were instructed to respond to the
contexts in the ASL DCT. They were recorded while completing the DCT for later analysis.
Then, they were given a link and instructed to complete the online questionnaire.

Analysis

From the literature review, specific behaviors were predicted a priori and coded. They
included actions such as using the sign HEY (waving a hand in the direction of a person)
and “flick lights” to gain attention. However, grounded coding was also used, and some
codes were found in the data, such as “English mouthing,” “frown,” and “hand up.” As
advised in the literature, the responses were analyzed by native or near-native analysts
(Blum-Kulka, 1982; Hoza, 2004).

The 11 contexts were assessed by two different raters. Whether a behavior was
demonstrated once or multiple times during a context, it was coded as one instance and
“present” or absent. Fischer’s Exact test was then used to detect significant differences
between students who had taken ASL 1 and those who had not, given that the data was
categorical (present or not present) and where some cells had less than a minimum of 5
observations.

Two researchers coded Participant A1 independently and met to compare their
results. They then coded the remaining 27 participants independently. Inter-rater
agreement for the final coding was high at 98.66%, and where the codes differed, the
researchers again met to discuss and agree upon a similar code. The follow-up
questionnaires were analyzed and coded qualitatively through Atlas TI. Grounded theory
was used to identify the major categories, properties, and sub-properties.

Findings

Table 3 next lists the 11 behaviors that were noted in the DCT. This became the codebook
for the study.
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Table 3. Coded Behaviors

Behaviors Descriptors
1. Visual Applause (Carbin, 1996) The individual waves both hands above their head to
indicate praise

2. Flick lights (Baker-Shenk & Cokely, 1981; The person mimes flicking a light switch
Wilcox & Wilcox, 1991)

3. Frown The person overtly lowers his/her eyebrows, and looks
puzzled

4. Hand up A hand is raised as if to ask a question

5. HEY (Baker-Shenk & Cokely, 1981; Coates & Similar to the sign HEY, waving forward or side to side

Sutton-Spence, 2001) to get attention

6. Mime The individual mimed some action without using ASL

signs or by using invented signs.

7. Pointing or Reference (Smith & Ramsey, The individual points to the signer or an object that was
2004) established by the signer in the video

8. Shrug The individual overtly shrugs their shoulders

9. Tap shoulder (Baker-Shenk & Cokely, 1981; The person mimes tapping a shoulder

Coates & Sutton-Spence, 2001)

10. Thumb up The person gestures with a thumb-up movement.

11. Thumb down The person gestures with a thumb-down movement.

Table 4 provides a contingency table for each potential behavior. Given 28 individuals
and 11 contexts, there was a potential total of 308 behaviors, where either the behavior
was present or absent, with a total of 154 expected for each group.

Table 4. Contingency Table

Group Present Absent Total
ASL students 77 77 154
English-only students 77 77 154
Total 154 154 308

Table 5 provides a breakdown of the 11 behaviors identified in the ASL DCT and
assessed using Fischer’s Exact test to compare the ASL 1 students to the English-only
group. The behaviors are listed in terms of their total frequency, from highest to lowest.
A significance level of p < 0.5 was used, and a two-tailed distribution was assumed with
one degree of freedom.

The findings indicate that the English-only students mimed more often (*p =.00) and
either spoke or mouthed English words without the use of a co-occurring sign more
frequently than the ASL students (*p =.00). Approaching significance was the production
of more overt shrugs by the English-only students (p=.05). The ASL students, on the other
hand, made more use of overt frowns (*p = .00) and the HEY sign (hand waving) (*p =
.00). They also made more use of visual applause where both hands were raised and
rotated or twisted repeatedly (*p =.01).
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Table 5. Strategic Behaviors Fischer’s Exact Test Analysis

Total ASL Total English-only p
Total
Mime 102 11 91 .00*
HEY (hand wave) 98 65 33 .00*
Spoken English or Mouthing 86 12 74 .00*
Pointing 68 31 37 .50
Thumb Up 27 10 17 23
Frown 19 16 3 .00*
Tap Shoulder 18 10 8 .64
Flick Lights 14 8 6 .60
Shrug 14 3 11 .05
Hand Up 12 5 7 .58
Visual Applause 10 9 1 .01*
Thumb Down 2 0 2 .25

Note. df=1,p <.05

Follow-up Questionnaire

Two major themes were identified in the ASL 1 students’ and the English-only students’
comments in the follow-up questionnaire. These concerned the testing procedure and
how the overall process was seen as a learning experience (see Table 6).

Within the theme “Testing Process,” some concerns were noted. Student A1 “was a
little nervous,” and A6 wrote, “I was afraid that [ would forget a lot of the signs that I've
already learned.” Six students included the word “confused” about what to do (A3, Al1,
A12,E8,E10, E14). A sub-theme was the desire for a longer response time to the contexts
by 9 ASL students (A1, A4, A5, A6, A7, A8, A10, A11, A13) and 2 of the English-only
students (E7, E10). One participant, A4, wrote, “I would maybe give a little more time for
reading the instructions before each section of the video because I read fairly slowly.”
Another sub-theme was tied to the perception that the instructions were vague (A1, A2,
A3, A9, A11, A14, E1, E8, E10). Two participants suggested adding instructions (A2) or
headings in the videos (E8). A third sub-theme was identified as a lack of strategies. Here,
both the English-only (8 of 15 participants) and ASL students (6 of 15 participants) talked
about not knowing how to respond. E4 wrote, “I just felt like I didn't really know what to
do during a fire if the teacher was deaf.”

Within the theme “Learning Experience,” twenty-three shared some positive
responses to being in the study. This was an in vivo code from a comment by E14, who
shared, “I love the fact that it was a learning experience that kept me engaged.” ASL
students wrote comments like, “Overall, it was well organized, quick, and easy” (A2), and
the English-only students wrote comments like “The process was simple and straight to
the[m] point” (E14) and “I felt really good.” (E3). Two ASL students (A10, A12) used
various terms that implied they believed the process mimicked real situations. Student
A10 wrote, “...because it helped me to experience what it would be like to be around a
Deaf person.” Ten of the 15 English-only students wanted to study ASL as a result of
having participated in the study, a sub-theme under “Learning Experience.”
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Table 6. All Students’ Experience

Theme Sub-theme

Testing Process Longer Response Time
Vague Instructions
Lack of Strategy

Learning Experience Desire to Study ASL

Turning to the responses of the ASL students to the open-ended questions, they
identified a number of conversational regulators, and some also emphasized that they
were taught these in their ASL class. Table 7 next outlines the ones they mentioned in the
questionnaires.

Table 7. ASL Students’ Comments
Theme Sub-themes

Conversational Regulators Back-Channeling
Attention-Getting
Eye Gaze
Talking Prohibited
Walk Through Conversations
Facial Expressions

Taught Deaf Culture

Several sub-themes were associated with the ASL student’s knowledge of
conversational regulators in ASL. The first was “Back-Channeling.” One ASL student
wrote, “While watching a person sign a story, you should give them feedback occasionally
and let them know you understand what they are saying.” (A4). A second shared, “Also
when someone finishes signing in front of the class, you wave your hands for celebration
instead of clapping like you would in a hearing classroom.” (A13). Ten of the ASL students
(A1, A2, A3, A5, A7, A8, A9, A10, A11, A13) described or mentioned attention-getting
techniques, for example, to get a Deaf person’s attention in the event of a fire by flicking
the lights on and off (A1, A2, A5, A9) or by tapping them on the shoulder (A5, A10,
A13). Another property was eye gaze, which was mentioned by three ASL students, and
how breaking eye contact to make a phone call was impolite (A1, A4, A12). Two ASL
students wrote that talking was prohibited when in the company of Deaf people (A3, A15).
Eight mentioned that walking between two people signing (A1, A2, A4, A8, A9, A11, A12,
A13) was not rude. As explained by A2, “They don't find you walking through rude or
consider it as an interruption.” Five (A3, A5, A9, A10, A13) noted the importance of facial
expressions in ASL. Another sub-theme was “Taught Deaf Culture.” As the students
discussed the various behaviors, they wrote that they had learned at least one or more of
them in a Deaf culture or ASL course. One student, A9, shared, “I learned how to get
someone's attention, how to ‘clap’ for them, how to walk through deaf talkers, and how to
introduce myself.”

Discussion

Turning to the first research question, what conversational regulators do ASL 1 students
demonstrate on an ASL Discourse Completion Task, ten were noted in the codes
(excluding Thumb Down). In terms of triangulation, in addition to being coded by the
researchers, most were described in the literature and later mentioned by the students in
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their responses to an open-ended questionnaire. For example, several attention-getting
techniques were listed in the literature. They included a tactile tap on the shoulder
(Baker-Shenk & Cokely, 1981; Coates & Sutton-Spence, 2001; Lieberman, 2015; Wilcox &
Wilcox, 1991), and this was coded 10 times in the ASL DCT and mentioned by the
participants (A5, A10, A13). The students demonstrated the use of the sign HEY (waving
their hand) as another attention-getting technique, which was also mentioned in the
literature (Baker-Shenk & Cokely, 1981). Another attention-getting technique in Deaf
culture is flicking a light switch (Baker-Shenk & Cokely, 1981; Wilcox & Wilcox, 1991).
This was coded in the data 8 times and mentioned by the participants (A1, A2, A5, A9).
Other conversational regulators included non-manual behaviors (Smith & Ramsey, 2004),
such as shrugging (coded 3 times) and frowning (coded 16 times). Students also
mentioned the need to wuse non-manual behaviors coded as “Facial
expressions.” Referencing someone by pointing to them was noted in the canon (Smith &
Ramsey, 2004) and coded 31 times in the data. Visual applause was another example of a
conversational regulator note in the literature. In Deaf culture, it involves raising the
hands and twisting the wrists (Carbin, 1996). It was coded 9 times in the data but
mentioned only once by the students in the follow-up questionnaire (A4). Students also
mentioned that it was not rude to walk between two signers while they signed to each
other (A1, A2, A4, A8, A9, A11, A12, A13), which was supported in the literature (Smith et
al.,, 2008).

There were some behaviors that authors dissuaded ASL students from using in Deaf
culture contexts. These included a prohibition against talking while signing or while
interacting with Deaf people (Ackerman et al., 2018; Ehrlich & Wessling, 2019; Pfeiffer,
2004; Rosen et al,, 2014; Rowley & Kovacs-Houlihan, 2014; Quinto-Pozos, 2011; Smith et
al., 2008; Thoryk, 2010; Traxler & Nakatsukasa, 2020). This was supported by the ASL
students’ lack of English mouthing while completing the ASL DCT and was mentioned by
two students later (A3, A15).

Regarding the second research question, how do ASL 1 students differ from students
who have not studied ASL in terms of their conversational regulators, this study found
some significant differences on the DCT they were asked to complete. The ASL students
demonstrated more frowns (*p=.00) and used hand waving (the HEY sign) more often
(*p= .00). They did this to get attention, to signal confusion, or to elicit a repetition or
repair. They also made more use of visual applause (*p= .01), where they raised both
hands into the air and rapidly and repeatedly twisted or rotated their wrists. On the other
hand, the English-only students mimed more often (*p =.00) and either spoke or mouthed
English words without the use of co-occurring signs (*p =.00). Their use of shrugging also
approached significance (p =.05).

Due to the differences in behaviors between the ASL 1 students and the non-signing
students, it would seem the Signing Naturally curriculum was effective for teaching ASL
students how to use facial affect (frowns, for example), how to get attention (HEY or
handwaving), and how to signal applause. The ASL 1 students also demonstrated an
aversion to English mouthing during the various contexts. Surprisingly and counter-
intuitive to the goals of Signing Naturally, the ASL 1 students also stopped using miming
to communicate compared to the English-only students.

There was evidence of transfer or gestures that were not unique to the ASL 1 students
(Chen Pichler, 2009). The use of “Thumb Up,” or “Thumb Down”, “Pointing,” and “Hand
Up” did not vary between the groups. The English-only students also made use of several
behaviors that were taken from the literature on ASL, such as tapping a person’s shoulder
or flicking the lights in a room to get someone’s attention (Baker-Shenk & Cokely, 1981;
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Coates & Sutton-Spence, 2001). These may be gestures or behaviors that transferred from
their first culture, as noted in the literature (Seong, 2014), or ones they believed were
appropriate with Deaf people or had seen used in other contexts. Due to the lack of
difference, for these students these behaviors were not good indicators to differentiate
ASL students from students who have not formally studied the language.

Implications for Practice

The findings from this study have some implications for ASL instructors teaching
introductory-level courses. First, the reduction of miming among ASL 1 students may
indicate a shift towards more authentic ASL communication. However, instructors should
emphasize that miming, when strategically employed, can be a valuable tool for enhancing
clarity and should not be entirely abandoned. Additionally, only 8 out of 14 ASL 1 students
used light-flicking as an attention-getting strategy, and 9 out of 14 employed visual
applause. These results suggest that more targeted instruction and practice are needed in
teaching these two culturally appropriate attention-getting techniques. Addressing these
areas can ensure students are better equipped to engage with Deaf culture and
community norms.

Recommendations for Further Research

Based on the findings of this study, several recommendations can be made to enhance
future research on the acquisition of conversational regulators by ASL learners. First,
increasing the sample size and incorporating participants from a broader range of
institutions would improve the generalizability of the results. The current study focused
on 28 participants from one institution, limiting the scope of its conclusions. Expanding
the sample to include students from multiple universities and colleges, as well as those
enrolled in ASL courses beyond Level 1, could provide a more comprehensive
understanding of how conversational regulators are acquired at different stages of
learning and across diverse educational contexts.

Second, future research should collaborate more extensively with Deaf ASL
instructors. Deaf educators bring unique insights into cultural norms, linguistic strategies,
and the nuanced behaviors associated with proficient ASL communication. Their
expertise would be invaluable in identifying the conversational behaviors and strategic
competencies exhibited by upper-year ASL students, which could serve as benchmarks
for evaluating progress in ASL acquisition. By addressing these areas, future research can
deepen the understanding of how hearing students acquire ASL and inform the design of
instructional strategies that foster sociocultural competencies in second-language
learners.

Third, in terms of the overall design of the discourse completion task used in this
study, the instructions could be reviewed towards making them clearer, with the
inclusion of instructions or headings in the videos and with more time to read the
directions. Also, a longer response time could be considered between each of the
scenarios.

Limitations

There are a few limitations to this study that should be noted. As different instructors
potentially taught the ASL students, they may have learned about different strategies
related to Deaf culture. To address that, ASL students from one institution were
specifically targeted. However, by attempting to control for different teaching strategies
by selecting only one institution, the behaviors demonstrated by these participants may
not reflect those of students taught with a different pedagogy and curriculum.



16 Conversational Regulators in ASL Students

Additional limitations included the sample size and the use of a convenience sample.
For example, this study only included 14 signers and 14 non-signers, and a larger sample
size may have found different behaviors. Also, the focus of this study was only on ASL 1
students who had learned ASL through Signing Naturally, instead of a range of ASL
learners.

The participants, predominately the ASL students, were concerned about a short
response period after each context. However, all were able to respond to the contexts in
some way or identified issues with the contexts in the later survey, indicating they could
handle the speed of presentation. Also, a longer response time may lead to less
spontaneous reactions (Labben, 2016).

The ASL DCT is a performance-based assessment where students were asked to sit
and watch a video and interact with it. The ASL students’ total knowledge of strategic
behaviors may not have been elicited. In different contexts, their behaviors may change
(Hymes, 1973; Labben, 2016). Also, aspects of their competency can only be indirectly
inferred from their behaviors in the limited contexts of this discourse completion task
(Labben, 2016). So, while eye gaze was mentioned by three of the students and also listed
in the literature (Baker-Shenk & Cokely, 1981; Lieberman, 2015; Smith & Ramsey, 2004;
Wilcox & Wilcox, 1991), it was not possible to test for that given the need for them to focus
on a computer screen. Eight of the students also mentioned how it is polite to walk
through two signers while they are signing (A1, A2, A4, A8, A9, Al11, A12, A13), again
supported by the literature (Smith et al., 2008), but only four attempted to mime walking
between the two signers in one scenario of the DCT (A1, A2, A4, A6). Again, the nature of
this ASL DCT where the students were seated watching video samples made it difficult to
test for this behavior.
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Leaders of early childhood programs play a critical role in fostering inclusion and ensuring teachers
effectively implement inclusive practices to provide meaningful and enriching learning experiences for all
children. However, limited research exists on perspectives about inclusion. This study examined the
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0z

Erken ¢ocukluk programlarinin liderleri, kapsayicilig1 tesvik etmek ve 6gretmenlerin tiim ¢ocuklar igin
zenginlestirici 6grenme deneyimleri sunmasini saglamak konusunda énemli bir rol oynamaktadir. Ancak,
kapsayicilik ile ilgili lider perspektiflerine dair sinirli arastirma bulunmaktadir. Bu calisma, erken ¢cocukluk
liderlerinin engelli kii¢iik cocuklarin genel egitim siniflarina kaynastirilmasi konusundaki bakis a¢ilarini
incelemistir. Calismaya toplamda 168 lider (miidir ve mudiir yardimcisi) katilmistir. Bulgular, kapsayici
egitime yonelik orta diizeyde olumlu algilar ortaya koymustur. Cinsiyet, yas, idari rol ve topluluk tiiri,
liderlerin algilarini etkileyen faktorler olarak belirlenmistir; ancak mesleki ve kisisel deneyimler anlaml
bir iliski gostermemistir. Bu sonuglar, kapsayicilik lizerine daha fazla arastirma yapilmasi gerektigini
vurgulamakta ve erken ¢ocukluk ortamlarinda kapsayici uygulamalar i¢in 6nemli ¢ikarimlar sunmaktadir.
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Introduction

The practice of inclusion has been recognized for over 40 years as a means to support the
development and learning of students with disabilities in general education classrooms.
However, it was only after the passage of Decree Law 573 in 1997 that inclusive education
in early childhood settings began to gain significant momentum. Since then, there has
been a gradual increase in the number of young children with disabilities who receive
developmental and educational services in inclusive early childhood settings (Diken et al.,
2016). Early childhood inclusion is characterized by three defining features: access,
participant, and support (DEC/NAEYC, 2009). Access refers to providing young children
with disabilities with opportunities to engage in a wide range of learning activities,
settings, and environments. It emphasizes the importance of removing barriers and
ensuring equal opportunities for all children. The participation feature highlights the use
of naturalistic teaching strategies aimed at supporting the engagement and learning of
children with disabilities in their everyday activities, settings, and environments. This
approach encourages the integration of children with disabilities into their natural peer
groups and promotes their active involvement in age-appropriate activities. The support
feature recognizes the significance of having a comprehensive system in place to assist
practitioners in implementing inclusive services for young children with disabilities and
their families. This support can take various forms, such as providing incentives for
inclusion, adjusting the staff-to-child ratio to ensure that each child receives
individualized care from practitioners, and offering ongoing professional development
opportunities for practitioners. These professional development activities are essential
for equipping practitioners with the necessary knowledge, skills, and attitudes required
to effectively implement inclusive practices that lead to positive learning outcomes for
young children with disabilities (Rakap & Balikci, 2023).

Leaders have an indispensable responsibility in fostering inclusion (Steed et al,,
2023) and making sure that teachers effectively implement inclusive practices to provide
meaningful and enriching learning experiences for all children. Their responsibilities
encompass various aspects of inclusion, starting with facilitating the initial enrollment of
children with disabilities and ensuring that the physical environment and space
environment are appropriate and accessible to all children regardless of their abilities. In
terms of participation feature of inclusion, leaders actively participate in identifying
curriculum materials and instructional strategies that uphold inclusive practices. They
also provide support to enrich involvement of families into their children’s education,
recognizing the importance of collaboration and engagement with families in the
educational journey of children with disabilities.

In relation to the support feature, leaders have the responsibility to provide
professional development training and opportunities to teachers, equipping them with
the necessary skills and knowledge to implement inclusive practices effectively. They also
collaborate with community organizations to foster partnerships and resources that
support inclusion. Additionally, leaders are tasked with managing the budget to provide
material support, ensuring that adequate resources are available to meet the diverse
needs of children with disabilities. Furthermore, leaders play a crucial role in developing
a shared vision among staff, stakeholders, and the broader community to facilitate the
successful implementation of inclusion practices. Their leadership and guidance are
instrumental in creating an inclusive culture and fostering a supportive and welcoming
environments for all children. It is worth noting that leaders' beliefs and perspectives
significantly influence their decisions and actions concerning the inclusion of young
children with disabilities in their schools.
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While numerous studies in the existing literature have focused on teachers’ (Rakap
& Kaczmarek, 2010) or primary school leaders’ perceptions about inclusion (Lindner et
al.,, 2023), very small number of studies have specifically focused on leaders of early
childhood programs (Purcell et al., 2007; Rakap, 2024; Steed et al.,, 2023). Early studies
indicated that school leaders were cautious about the inclusion of children with
disabilities (Wigle & Wilcox, 1997), while more recent research has shown a shift towards
positive perceptions among school leaders regarding the inclusion of children with
disabilities in their schools (Hess et al., 2016; Urton et al., 2014). However, it is important
to note that various factors can influence their perspectives. One significant factor is the
severity of the disability (Avissar et al., 2003; Barnett & Monda-Amaya, 1998; Steed et al,,
2023). Studies have found that leaders may be less inclined to support the inclusion of
children with significant support needs.

Similarly, the presence of significant behavior problems can also impact leaders’
perceptions (Wood et al,, 2014). Additionally, the availability of resources in schools, such
as educational materials and trained staff, plays a role in shaping leaders' perceptions
about inclusion (D’Agostino & Douglas, 2021; Rakap, 2024; Steed et al., 2023). Limited
resources, including staffing and funding, may lead to less support for inclusive practices.
Furthermore, studies have explored predictors of school leaders' perceptions about
inclusion. Some research has found that demographic variables, such as gender, age, years
of experience as a leader or teacher, or experience with children with disabilities, do not
consistently predict leaders' perceptions (Barnett & Monda-Amaya, 1998; Rakap, 2024;
Wood et al.,, 2014). However, other studies have reported that perceptions can differ
based on variables such as teaching experience (Braunsteiner & Mariano-Lapidus, 2021),
special education training (Nguluma et al., 2017; Praisner, 2003), or personal experience
with children with disabilities (Praisner, 2003).

Empirical studies examining the perceptions of early childhood school leaders
towards the inclusion of young children with disabilities are notably scarce (e.g.,
D’Agostino & Douglas, 2021; Rakap, 2024; Steed et al., 2023). One study conducted by
Steed et al. (2023) sheds light on this subject by investigating the perspectives of 23
preschool leaders through qualitative interviews. The findings revealed that while leaders
generally held positive perceptions about inclusion, they also expressed several concerns
that influenced their perception of full inclusion. These concerns encompassed factors
such as the severity of children's disabilities or support needs, as well as the necessity for
additional financial and personnel support to effectively implement inclusive practices.
Given the limited amount of research in this specific area, Steed et al. (2023) emphasized
the importance of future studies that delve into the perspectives of early childhood
leaders regarding inclusion. Interestingly, no research studies were found in the Turkish
literature that specifically examined leaders' perspectives or attitudes towards inclusion
in early childhood settings.

The scarcity of empirical research in this are highlights the need for further
investigation into the attitudes and perceptions of early childhood leaders when it comes
to the inclusion of young children with disabilities. This type of research is vital in
developing a comprehensive understanding of the factors influencing leaders' attitudes
and perceptions, which can ultimately inform the development of effective strategies and
supports to promote successful inclusive practices in early childhood settings. Therefore,
the purpose of this study was to examine the perceptions of early childhood leaders
towards the inclusion of young children with disabilities. By examining their perspectives,
this research aims to provide insights into leaders' general attitudes and perceptions
regarding inclusive practices in early childhood education. Additionally, this study seeks
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to identify and explore the factors that are associated with early childhood school leaders'
perceptions about inclusion. The following research questions were addressed in the
present study: (1) What are the perceptions of early childhood school leaders about the
inclusion of young children with disabilities in preschool settings? (2) What factors are
associated with early childhood school leaders' perceptions about inclusion?

Method
Participants and Procedures

This study utilized a survey methodology, wherein a web-based questionnaire including
a form to collect demographic information data from the participants along with the
Opinions Relative to the Inclusion of Students with Disabilities (ORI) Scale (Antonak &
Larrivee, 1995) was distributed to 426 leaders of early childhood programs across 14
cities. Of these, 168 leaders (comprising 88 principals and 80 assistant principals)
submitted completed questionnaires, yielding a response rate of 39.5%, and the data
obtained from these questionnaires constituted the basis for analysis. Out of the 168
leaders surveyed, 53% identified as female, 63.7% held positions as assistant principals,
and 60.7% were employed in schools situated in urban areas. The mean age for
participants was 38.4 years (SD = 4.80; range = 27-50 years). On average, participant had
6 years (SD = 3.20; range = 1-11 years) of administrative experience, 10 years (SD = 3.37;
range = 4-16 years) of teaching experience and 5.54 years (SD = 3.81; range = 0-15 years)
of experience with children with disabilities.

Prior to the commencement of the study, participants completed an informed
consent form, which outlined the objectives of the study, detailed the procedures to be
followed, and provided clear explanations regarding confidentiality, anonymity, and data
storage. Participants were explicitly informed of their right to withdraw from the study at
any point without facing any negative consequences. This study was approved by a
university ethics committee (20/08/1551).

Instrument and Data Analysis

Although there are different scales evaluating attitudes towards children with disabilities
in the literature, the fact that the ORI scale has strong psychometric properties is a
globally accepted and widely used current measurement tool and has been effectively
used in studies conducted in different cultures and contexts increases the comparability
of the findings of our study with the international literature and allows them to be
evaluated in a wider academic context. The ORI Scale includes 25 item score using a 6-
point Likert scale from strong agreement (+3) to strong disagreement (-3). The sum of
responses range between 0 and 150 as a constant of 75 is added to eliminate negative
results and higher scores indicate a more positive perception (Antonak & Larrivee, 1995).
Cronbach’s alpha correlation coefficient was .81 for 25 item-scale in this study, indicating
adequate reliability for the sample. Data were analyzed using descriptive analysis and
ANOVA based on demographic characteristics of participants.

Results

As illustrated in Table 1, the overall sentiments among early childhood leaders leaned
slightly favorably towards the inclusion of young children with disabilities, indicated by a
mean ORI score of 90.32 (SD = 8.27). An examination using one-way ANOVA indicated
statistically significant differences in mean ORI scores based on gender, age group,
administrative position, and community setting. Specifically, female leaders exhibited a
higher mean score compared to male counterparts (F(1, 166) = 26.87; p < .001); those
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aged between 27-32 displayed a higher mean score than older age groups (F(3, 164) =
3.67; p = .014); principals demonstrated a higher mean score compared to assistant
principals (F(1, 166) = 8.97; p = .003); and leaders situated in urban school settings
exhibited a higher mean score compared to those in rural areas (F(1, 166) = 4.33; p =
.039). Interestingly, years of administrative or teaching experience, or previous exposure
to children with disabilities, did not significantly influence the perceptions of early
childhood leaders.

Table 1. Mean ORI Scores and ANOVA Results by Participant Characteristics
Descriptive ORI Results ANOVA Results

Variable n % Mean SD df F n? p

Gender

Male 79 47 87.05 784 1 26.87 .139 <.001
Female 89 53 93.21 7.56

Age

27-32 21 125 9557 1291 3 3.67 .063 .014
33-38 66 39.3 89.61 6.44

39-44 64 38.1 8995 7.89

44+ 17 10.1 8794 6.80

Role

Director 61 36.3 9279 862 1 897 .051 .003

Assistant director 107 63.7 8891 7.75
Leader experience

1-5 76 452 90.62 9.79 1 186 .001 .667
6-11 92 548 90.07 6.80

Teaching experience

4-8 62 369 9153 9.20 2 1.13 .014 325
9-12 63 375 8984 7.75

13-16 43 25.6 89.26 7.51

Experience with children with disabilities

0-3 59 351 9032 858 3 .38 007 .767
4-6 47 28 91.26 9.71

7-9 32 19 89.31 5.54

10+ 30 179 8990 7.81

Community type

Urban 102 60.7 9137 874 1 433 .025 .039
Rural 66 39.3 88.68 7.23

Overall mean and SD 168 100 90.32 8.27
Note. ORI = Opinions Relative to the Inclusion of Students with Disabilities Scale.

Discussion

The perceptions of early childhood leaders towards inclusion play a crucial role in
determining the extent to which young children with disabilities are included and the
overall success of inclusive practices. The findings of this study reveal that early childhood
leaders generally hold slightly positive perceptions about inclusion. Similar patterns have
been observed in studies conducted in other countries, where leaders may have certain
concerns regarding the full inclusion of young children with disabilities, particularly those
with severe disabilities or specific diagnoses (e.g., Steed et al., 2023).
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Leaders often approach inclusion from a logistical standpoint, considering various
aspects that impact their perception of inclusion. Their responsibilities encompass tasks
such as hiring and training practitioners, scheduling, allocating funds for adaptive
materials, organizing physical space, and ensuring an appropriate teacher-child ratio. All
of these factors can significantly influence how leaders perceive inclusion and their
willingness to implement inclusive practices. One recurring theme in the literature is the
leaders' expressed need for increased funding, improved teacher preparation and
professional development opportunities, and additional support staff to effectively
implement high-quality inclusive practices (Lawrence et al., 2016; Steed et al., 2023;
Weglarz-Ward et al., 2019). Insufficient support systems in terms of resources and
personnel can have a direct impact on leaders' attitudes towards the inclusion of young
children. When faced with limited funding or inadequate professional development
opportunities, leaders may face challenges in providing the necessary accommodations
and supports for inclusive education.

Regarding the relationship between leaders' perceptions and personal
characteristics, the findings of this study align with previous research (e.g., Horrocks et
al,, 2008; Praisner, 2003), showing that professional experience as a leader or teacher, as
well as personal experience with students with disabilities, does not significantly predict
leaders' perceptions about inclusion. However, this study diverges from earlier findings
by highlighting differences in perceptions based on gender and age. The influence of
gender on attitudes toward individuals with disabilities has been inconsistently reported
across studies. While cross-cultural research suggests that Western cultures generally
exhibit more positive attitudes towards individuals with disabilities compared to non-
Western cultures (Scior et al,, 2010), it is also consistently noted that women tend to hold
more positive perceptions than men across all cultural contexts (Hampton & Zhu, 2011).
Despite these trends, the intersectionality of gender, culture, and culturally bound gender
roles introduces complexity, making it challenging to fully understand how these factors
collectively shape attitudes toward individuals with disabilities.

The differences observed in perceptions based on age may be attributed to recent
shifts in educational policies that emphasize inclusion. Many educator and leader
preparation programs have responded by offering more courses on diversity and
inclusion, ensuring that individuals entering the profession have a foundation in inclusive
practices. Additionally, educational professionals often engage in practical experience
opportunities, such as student teaching or internships, where they are exposed to
inclusive settings during their pre-service training (Rakap et al., 2017). This exposure to
diverse disabilities and firsthand experience with inclusion, guided by mentors or
supervisors, may contribute to the development of more favorable attitudes towards the
inclusion of children with disabilities.

Furthermore, the findings of the present study indicate that early childhood leaders
working in schools located in urban areas exhibit more favorable attitudes towards
inclusion compared to those working in rural areas. This difference may be attributed to
the resource limitations often encountered in rural communities. Schools in rural areas
may have fewer resources available to address the unique needs of children with
disabilities, including the necessary materials, support staff, and professional
development opportunities. The lack of adequate support systems and limited exposure
to strategies for supporting inclusive practices in rural areas could contribute to less
favorable attitudes towards the inclusion of young children with disabilities among
leaders.
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Implications for Practice

The findings of this study have important implications for practice in promoting inclusive
early childhood education for children with disabilities. It is crucial to address the
practical considerations and support systems that influence leaders' perceptions about
inclusion. First, adequate allocation of financial resources is essential to support inclusive
practices. Schools and educational authorities should prioritize funding for adaptive
materials, assistive technologies, and specialized personnel to meet the diverse needs of
children with disabilities. By ensuring the availability of necessary resources, leaders can
be better equipped to implement inclusive practices and support positive perceptions
about inclusion. Second, comprehensive and ongoing professional development
opportunities are vital for leaders and practitioners. Training programs should focus on
inclusive education strategies, differentiation techniques, behavior management, and
collaboration with families and specialized professionals. By enhancing leaders’
knowledge and skills, they can effectively support and guide practitioners in
implementing inclusive practices. Third, it is important to address leaders' concerns
related to the severity of disabilities, behavior challenges, and logistical aspects of
inclusion. Open communication channels should be established to address these concerns
and provide necessary guidance and support. Leaders should be encouraged to engage in
dialogue and collaboration with stakeholders, including parents, teachers, and
professionals, to develop solutions and strategies that promote successful inclusion.

This study highlights the significant influence of gender, age, and geographic location
on leaders' perceptions about inclusion. Educational institutions must prioritize fostering
an inclusive culture that embraces diverse perspectives and experiences. Professional
development programs should integrate gender sensitivity training and promote
opportunities for intergenerational collaboration, ensuring that leaders across all
demographics are equipped with the knowledge and skills needed to support inclusive
practices effectively.

Leaders in rural areas often face unique challenges, including limited resources,
fewer professional development opportunities, and restricted access to support
networks. Targeted efforts are essential to address these disparities, such as providing
accessible and context-specific training programs, facilitating networking opportunities
with urban counterparts, and fostering partnerships with local community organizations.
Additionally, addressing the economic disparities between urban and rural regions
requires a more equitable distribution of resources to ensure consistent investment in
programs aimed at improving inclusive attitudes and practices across all settings. By
addressing these structural and cultural barriers, educational institutions and
policymakers can create a more equitable and inclusive environment for young children
with disabilities in early childhood education. Collaboration among leaders, teachers,
families, and community stakeholders is essential to align leadership attitudes with the
principles of inclusion, ultimately contributing to meaningful and lasting improvements
in outcomes for all children.

Limitations and Recommendation for Future Research

While this study provides valuable insights into early childhood leaders' perceptions
about inclusion, it is important to acknowledge several limitations that should be
considered when interpreting the results. First, the use of self-report measures in data
collection introduces the possibility of social desirability bias. Participants may have
provided responses that they perceived as more socially acceptable or aligned with
inclusive practices. Future research could use additional methods such as interviews or
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observations to complement and validate the findings obtained through questionnaires,
and qualitative or mixed methods research could provide an in-depth examination of the
variables that influence leaders' perceptions. Second, the study was conducted in two
specific geographic regions. Therefore, caution should be exercised when generalizing the
findings to other regions or contexts. It is recommended to replicate the study in diverse
regions to capture a broader representation of early childhood leaders' perceptions about
inclusion. Third, the data for this study were collected using a tool that was developed
approximately 30 years ago. Over the past three decades, our understanding and
implementation of inclusive practices have evolved significantly. Advances in research,
policy, and pedagogical strategies have reshaped how we conceptualize inclusion,
emphasizing not only physical integration but also meaningful participation, equity, and
individualized support within diverse educational settings. Given these advancements,
future research should prioritize the utilization of tools that reflect contemporary
understandings of inclusive education.

There is still a need for additional research to deepen our understanding of leaders’
perspectives and perceptions about early childhood inclusion. Future studies could
explore factors that influence leaders' perceptions, such as their personal beliefs,
organizational support, or the specific challenges they face in implementing inclusive
practices. It is important to examine the association between leaders' perspectives and
perceptions about inclusion and the actual quality of inclusive practices implemented in
schools. Assessing the alignment between attitudes and the provision of inclusive
services, teacher support, and resources can provide a more comprehensive
understanding of the impact of leaders' perceptions about inclusive practices and
outcomes for young children with disabilities. By addressing these limitations and
conducting further research, we can enhance our understanding of leaders' perspectives
and perceptions about inclusion in early childhood settings, allowing for more informed
decision-making and the development of effective strategies to promote inclusive
practices.
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Bu arastirmada, zihinsel yetersizligi olan 68rencilere hiyerarsik iist diizey isimlerden sebze, mobilya ve
iletisim araci kavramlarinin 6gretilmesinde Dogrudan Ogretim Modeli'nin etkisinin incelenmesi
amagclanmistir. Arastirmada tek denekli deneysel desenlerden davranislar arasi yoklama evreli ¢oklu
yoklama modeli kullanilmistir. Arastirmanin bagiml degiskeni, katilimcilarin hiyerarsik iist diizey
isimlerden sebze, mobilya ve iletisim araci isimlerine sahip olma diizeyleri; bagimsiz degiskeni ise
Dogrudan Ogretim Modeline gére sunulan hiyerarsik iist diizeyde isim 6gretimidir. Calismaya hafif
diizeyde zihinsel yetersizligi olan iki 6grenci katilmistir. Calismanin bulgulari, Dogrudan Ogretim Modeli’yle
sunulan hiyerarsik iist diizey isim 6gretiminin zihinsel yetersizligi olan 6grencilerin hedeflenen (sebze,
mobilya ve iletisim araci) st diizey isimleri edinmede etkili oldugunu gostermistir. Ayrica katilimcilarin
edindikleri bu beceriyi farkl kisilere genelleyebildikleri bulunmustur. Sosyal gecgerlik bulgulari, hiyerarsik
iist dilizey isimlerin 6grencilere kazandirilmasinda bu modelin hem etkili hem de verimli bir yéontem
oldugunu gostermistir. Calismadan elde edilen sonuglar, alan yazin c¢ercevesinde tartisilmis ve cesitli
Oneriler sunulmustur.

Anahtar Soézcikler: Dogrudan égretim, hiyerarsik tist diizey isim, zihinsel yetersizligi olan dgrenciler, tek
denekli desenler.

Abstract

This study aimed to examine the effectiveness of the Direct Instruction Model in teaching the hierarchical
higher-order noun concepts of vegetable, furniture, and communication tool to students with intellectual
disabilities. A single-subject experimental design with a multiple probe model and inter-behavior probe
phase was employed. The dependent variable was the participants' ability to acquire the targeted higher-
order noun concepts, while the independent variable was instruction delivered using the Direct Instruction
Model. Two students with mild intellectual disabilities participated in the study. The findings revealed that
instruction based on the Direct Instruction Model was effective in teaching the targeted higher-order nouns
(vegetable, furniture, and communication tool) to students with intellectual disabilities. Additionally,
participants demonstrated the ability to generalize these skills to different individuals. Social validity
results indicated that this model is both effective and efficient for teaching hierarchical higher-order noun
concepts. The study's results are discussed in relation to existing literature, and several suggestions for
future research and practice are provided.

Keywords: Direct instruction, hierarchical higher-level noun, students with intellectual disabilities, single-
subject designs.
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Giris

Zihinsel yetersizligi olan 0Ogrencilerin biiyiik ¢ogunlugu yasamlar1 siiresince dil
gecikmeleriyle ya da bozukluklariyla kars1 karsiya kalmaktadir. Dil gelisimi alaninda
cesitli sorunlar yasayan bu 6grencilerin dil edinim siirecleri, normal gelisim gdsteren
akranlarina gore ¢ok daha yavas olabilmektedir (Abbeduto & Boudreau, 2004; Yoder vd.,,
1993). Bu 6grencilerin alic1 dil becerileri kapsaminda kendisine sunulan yonergeleri ya
da 6ykiiyli anlamada; ifade edici dil becerileri kapsaminda ise kelime bilgisi ve kullanilan
kelime ya da ciimle gesitliliginde sinirhliklar1 bulunmaktadir (Diken, 2013; Ozmen, 2003).
Normal gelisim gosteren bireylerin bir¢cogu, bu becerileri giinlik konusmalar ve
cikarimlar araciligiyla tesadiifi olarak gelistirirken, zihinsel yetersizligi olan 6grenciler bu
becerilerin agik bir sekilde 6gretilmesine ihtiya¢c duymaktadir (Ganz & Flores, 2009).

Alic1 ve ifade edici dil becerilerini gelistirmede temel ortak noktalardan biri, kelime
bilgisini arttirmaktir. Ogrencilerin anlama ve ifade etme becerilerinin gelisimi zengin bir
kelime hazinesiyle miimkiindiir (Ozmen, 2003; Taga, 2016). Alan yazinda kelime
bilgisinin okul basarisinda ve 6zellikle okudugunu anlama iizerinde olumlu etkilere sahip
oldugunu gosteren ¢ok sayida arastirma bulunmaktadir (Baker vd., 1998; Becker, 1977;
Cunningham & Stanovich, 1998). Ayrica zengin kelime bilgisi, dil gelisimini hem anlama
hem de iiretim boyutlarinda niteliksel olarak olumlu y6nde etkilemektedir.

Cocuklarin kullandiklar ilk kelimeler isim tiiriinde olup fiil ve sifat tiirtindeki
kelimeler ise isimlerden sonra edinilmektedir. Isimler ¢ocuklarin kelime dagarciginda yer
alan en yaygin kelime tiirii olsa da kelime dagarcig gelistikce, hem miktar hem de siklik
acisindan diger kelime tiirlerinin de sayis1 giderek artmaktadir (Caselli vd., 1999; Tardif
vd., 1997; Waxman vd., 2013). [simler, nesne smiflarinin etiketleri olarak ifade edilen
kavram kategorisi icinde yer almaktadir (Engelmann & Carnine, 1991; Tuncer & Altunay,
2004).

Kavram, bireylerde ortak tepkiye neden olan iliskili uyaranlar takimi olarak
tanimlanmaktadir (Ozyiirek, 1983). Farkh siniflandirmalar1 olmakla birlikte kavramlar,
karsilastirmali (6rn, daha biiylik, daha ¢ok, daha uzak vb.), karsilastirmali olmayan
kavramlar (6rn, egik, listlinde, icinde vb.) ve isim (6rn, daire, kedi, telefon vb.) olmak lizere
li¢ temel bashkta ele alinmaktadir (Altunay, 2008; Engelmann & Carnine, 1991).
Karsilastirmali ve karsilastirmali olmayan kavramlar tek boyutlu iken, isimler c¢ok
boyutludur (Engelmann & Carnine, 1991). Kedi, kopek, top, bardak, muz gibi nesne
etiketleri isimlere 6rnek olmakla birlikte, R sembolii ya da 10 sayisi1 da isim kavramlarinin
orneklerindendir. Bazi isimler ise, isimlerden olusan alt tiirleri icermektedir. Bu tiir
isimler hiyerarsik st diizeyde isimler olarak adlandirilmaktadir (Engelmann & Carnine,
1991; Tuncer & Altunay, 2004). Giysi, tasit ya da hayvan gibi kavramlar, igcerisinde ¢esitli
alt isimler barindirdig: icin hiyerarsik list dizeyde isim kavramlarina 6rnek olarak
gosterilebilir.

Zihinsel yetersizligi olan 68renciler glinliik yasam deneyimlerinden hareketle birgok
nesne ismini etiketleyebilir ya da sdylendiginde o nesneyi isaret edebilir (Wilkinson,
2005). Ancak 6grencilerin sahip olduklar1 bu isimler hiyerarsik tist diizey isimlerden
ziyade, icerisinde barindirdig alt sirada yer alan isimlerdir. Ogrencinin alt sirada yer alan
isimlere sahip olmasi, ayni nesneyi farkl isimle nitelendirmeye diren¢ géstermesine
neden olabilir (Engelmann & Carnine, 1991). Diger bir deyisle, 68renci alt sirada yer alan
ismi bildigi halde o ismin ait oldugu hiyerarsik tist diizey ismi bilemeyebilir ya da 6grenme
stirecinde giicliik yasayabilir. Bu nedenle, zihinsel yetersizligi olan 6grencilere bildikleri
isimlerin ait oldugu kategoriyi ya da hiyerarsik iist diizey ismi de Ogretmek
gerekmektedir.
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Hiyerarsik tist diizey isimler, belirli ortak 6zelliklere sahip isimler i¢in ayn1 zamanda
birer kategori ismidir. Kategoriler, karmasik bilissel yapilarin gelismesine olanak
sagladig1 gibi ¢esitli ortak 6zelliklerden benzerlikler yaratarak bilissel ¢abay1 en aza
indirmeye de yardimci olur (Gentner, 2010). Bu nedenle zihinsel yetersizligi olan
6grencilerin hem sosyal yasama uyumunu kolaylastirmak hem de dil ve bilissel
gelisimlerini desteklemek amaciyla hiyerarsik ust diizey isimlerin 6gretimi 6nemli
gorilmektedir.

Kelime Ogretimi ya da isim kavramlarinin 6gretiminde bilissel strateji 6gretimi
(Anders, 1984), anahtar kelime veya animsatici yaklasimlar (Mastropieri vd., 1990;
McLoone vd., 1986), sabit bekleme siireli 6gretim (Schuster vd., 1990) ve etkinlik temelli
ogretim (Scruggs vd., 1993) gibi siireclerin etkili oldugu bilinmektedir. Ogrencilerin
kelime performansini arttirmada etkili oldugu ortaya konulan yontemlerden biri de
dogrudan o6gretimdir (Jitendra vd. 2004). Alan yazinda Rosenshine’in tanimladigi
“dogrudan 6gretim” ile Engelmann'in gelistirdigi "Dogrudan Ogretim Modeli" (DOM)
uygulamalarinin siklikla birbirleriyle karistirildig1 ya da birbirinin yerine kullanildigi
gorilmektedir. Rosenshine'in "dogrudan 6gretim" olarak adlandirdigi uygulamalar;
becerilerin kiiciik parcalara ayrilmasi, gunliik tekrar, yeni materyalin sunumu, model
olma, rehberli uygulama, degerlendirme, doniit saglama ve hata diizeltme gibi adimlari
iceren, 6gretmen desteginin giderek azaltilarak oOgrencilerin bagimsizliga ulasmasini
amagclayan bir yapidir (Batu, 2006; Scheeler, 2008; Tuncer & Altunay, 2004). DOM ise,
kavramlar ve becerilerin harmanlanmasini hedefleyen, birikimli ve biitiinciil bir program
yapisidir (Snider, 2004). Bu model sozel bilgiler, kavramlar, kural iliskileri ve bilissel
stratejiler gibi farkli bilgi tiirlerini ayrintili 6gretim siirecleri ile ele alirken; hata diizeltme,
o0gretmen merkezli stratejiler, sinif diizenlemeleri ve yonetimi gibi kendine 06zgu
uygulamalarla 68renci ilerlemesine odaklanmaktadir (Tuncer & Altunay, 2004).

DOM’iin temelinde ii¢ varsayim bulunmaktadir. Birinci varsayim tiim ¢ocuklarin
ogrenebilecegini, ikinci varsayim temel becerilerin 6grenilmesinin ve st dizey
becerilerde uygulanmasinin egitim programinin odak noktasi olmasi1 gerektigini ve
liclincii varsayim, dezavantajli 68rencilerin akranlarina yetismelerini saglamak amaciyla
normalden daha hizli 6gretim sunulmasi gerektigini vurgulamaktadir (Engelmann vd.,,
1988). Kavram 6gretiminde etkili olan DOM (Arslan-Daban, 2021; Babaoglan, 2021; Bilen,
2023; Durmus, 2021; Kavak & Altunay, 2022; Sener-Akin & Altunay, 2017; Tufan, 2018),
O0gretim siireclerinin diizenlenmesiyle tiim O6grencilerin 6g8renebilecegini savunan,
ogrencilerin aktif katilimini ve dogru yanit iiretme oranini en ust seviyeye ¢ikarmayi
hedefleyen kapsaml bir 68retim yaklasimidir (Altunay, 2008; Engelmann vd., 1988). Bu
modelde 6gretmen roliiniin acik¢a belirlenmesi ve ¢evresel degiskenlerin kontrol altinda
tutulmasi 6n plandadir. Model, bireyin 6grenmesinde ¢evrenin en kritik faktér oldugunu
ve Ogrenme-0gretme slrecglerinde ¢evrenin uygun sekilde diizenlenmesi gerektigini
savunur (Tuncer & Altunay, 2004). DOM 6gretim programinin tasarlanmasi, 6gretimin
diizenlenmesi ve Ogretmen-ogrenci etkilesimi olmak iizere ti¢ bilesenden olusmakla
birlikte, her bir bilesende kendine 6zgii uygulamalar barindirmaktadir. Ogretim
programinin tasarlanmasi icerik analizi, acik iletisim, O6gretim diizeni, becerilerin
siralanmasi ve icerigin yapilandirilmasi; 6gretimin diizenlenmesi 68retimsel gruplama,
O0gretim zamanin kullanilmasi, yazili 6gretim strecleri ve siirekli degerlendirme;
O0gretmen Ogrenci etkilesimi ise etkin katilim, grup olarak tepki verme, 6gretmenin
kullandig1 isaretler, tempo, ustalastirma, hata diizeltme siirecleri ve motivasyon
unsurundan meydana gelmektedir (Altunay, 2008; Tuncer & Altunay, 2012; Watkins &
Slocum, 2003). Kisa siirede bircok 6gretim denemesi sunma ve bu denemeleri kontrol
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altinda tutma firsatlarinin bulunmasi modelin kullanimin1 hem 6gretmenler hem de
ogrenciler acisindan avantajli kilmaktadir (Engelmann vd., 1988).

Ulusal alan yazinda yer alan kavram oOgretimi arastirmalarina bakildiginda agik
anlatim yontemi (Varol, 1991; Yildirim-Alptekin, 2000), basamaklandirilmis 6gretim
yontemi (Yildirim-Alptekin, 2000), dogrudan 6gretim yontemi (Ekergil, 2000; Kircaali-
iftar vd., 1998), Gagne ve Merrill-Tennyson modelleri (Metin, 2015; Ozmen & Unal, 2008),
gomili 6gretim (Altun vd., 2019; Eren vd., 2013) gibi bircok farkli yaklasim ve modelin
kavram 6gretiminde etkili oldugu goriilmektedir. Ancak ele alinan kavramlarin neredeyse
hepsinin buyiiklik, uzunluk (Ekergil, 2000; Varol, 1991) gibi karsilastirmal1 ya da renk
(karsilastirmali olmayan), sekil (isim) (Eren vd., 2013; Metin, 2015; Ozmen & Unal, 2008;
Tufan, 2018; Yildirim-Alptekin, 2000) gibi kavramlar oldugu goriilmektedir.

Uluslararasi alan yazinda isim kavramlarinin 6gretimiyle ilgili benzer bir sinirlilik
oldugu ve genellikle dogrudan 6gretim yonteminin kullanildig1 goriilmektedir (Ganz &
Flores, 2009; Giumento, 1990). Bununla birlikte DOM’iin kavram O0gretimi (Altinel, 2021;
Durmus, 2021; Sener-Akin & Altunay, 2017; Tufan, 2018), ingilizce dil bilgisi basarisi ve
tutumu (Kousar, 2010), elestirel diisiinme becerileri (Yeh, 2009), bilissel 6grenme
ciktilar1 (Malik vd., 2022), fen bilgisi (Metin, 2021) ve matematik becerileri (Bilen, 2023;
Kavak & Altunay, 2022; Tufan vd., 2020) lizerinde etkili sonuglar tirettigi goriilmektedir.
Kavak ve Altunay (2022) calismasinda, DOM’e gore stratejik biitiinlestirme yapilarak
gerceklestirilen 6gretimlerin az goren Ogrencilerin matematikte tcerli geriye dogru
ritmik sayma, dogru kavramai, basit kesir ve iki basamakl sayilarla eldesiz carpma islemi
yapma becerileri tizerinde etkili oldugu sonucuna ulasilmistir. Arslan-Daban (2021) az
goren ogrencilere geometrik cisimlerden kiip, silindir ve kiire isimlerini; Tufan (2018)
hafif zihinsel engelli 6grencilere kiip, silindir ve koni isimlerini kazandirmada DOM’iin
etkililigini ortaya koymustur. Alan yazinda DOM ile hiyerarsik iist diizey isimlerin
ogretildigi sadece bir c¢alismaya rastlanmistir. Babaoglan (2021) yuruttigi tez
calismasinda gérme yetersizliginden etkilenmis dért 6grenci iizerinde DOM’iin hiyerarsik
st diizey isimlerden meyve kavramini 6gretmede etkili oldugu bulunmustur.

Sonu¢ olarak, alan yazindaki calismalar o6zel gereksinimli 6grencilere isim
kavramlarim 6gretmede DOM’iin etkili bir yol olabilecegini gostermektedir. Ancak
yapilan calismalarda katiimci grup olarak az goren o6grencilere yogunlasildigl
gorilmektedir. Bu ¢alismalarin katilmcilarinin gérme yetersizligi olan 6grencilerden
olusmasi ve zihinsel yetersizligi olan 6grencilerle yapilmis tek bir ¢alismanin (Tufan,
2018) olmasi bu 06grencilerle yapilacak yeni c¢alismalara gereksinim oldugunu
gostermektedir. Ayrica alan yazinda zihinsel yetersizligi olan 6grencilerin, hiyerarsik
diizeyde tist isimleri kullanmasi gereken durumlarda alt sirada yer alan isimleri
etiketleme egilimlerinin oldugu ve hiyerarsik list diizey isimleri 68renme stirecinde
sorunlar yasadiklar1 belirtilmektedir (Engelmann & Carnine, 1991; Tuncer & Altunay,
2004). Bu nedenle bu arastirmada, zihinsel yetersizligi olan 6grencilere hiyerarsik tist
diizey isimlerden sebze, mobilya ve iletisim araci kavramlarinin égretilmesinde DOM’iin
etkisinin incelenmesi amaglanmigtir. Bu ama¢ dogrultusunda ¢alismada, “DOM hafif
diizeyde zihinsel yetersizligi olan 6grencilerin hiyerarsik tist diizey isimlerden sebze,
mobilya ve iletisim araci isimlerini a) edinmelerinde, b) farkh kisilere genellemelerinde
etkili midir?” sorularina yanit aranmistur.

Yontem
Katilimcilar ve Katilimcilarin Belirlenmesi

Arastirmanin katilimcilarini hafif diizeyde zihin yetersizligi tanisi bulunan, yaslari 14 olan
ve 7. smif diizeyinde 6grenim goren iki kiz 68renci olusturmaktadir. Arastirmada
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katilimcilar; (a) sebze, mobilya ve iletisim araci alt kavramlarindan en az bes tanesini
etiketleyebilen, (b) hiyerarsik tist diizeyde isim olan sebze, mobilya ve iletisim araci
kavramlarina sahip olmayan, (c) hafif diizeyde zihinsel yetersizlik tanisi disinda herhangi
bir ek engeli bulunmayan ve (d) ebeveynleri tarafindan arastirmaya katilmalari i¢in onay
verilen o6grenciler arasindan secilmistir. Katilimcilar belirlenirken o6ncelikle zihinsel
yetersizligi olan cocuklarin egitim aldig1 bir devlet okuluna gidilerek sinif 6gretmenleriyle
arastirma hakkinda goriisiilmiistiir. Toplam ti¢ sinifin 6grenci dosyalar1 incelenmistir. Bu
inceleme sonrasinda Ogretmenle goriisiilerek sebze, mobilya ve iletisim araci alt
kavramlarina sahip oldugu dusiiniilen dort 6grenci belirlenmistir. Bu 6grencilerden ti¢
tanesi hiyerarsik tlist diizey isimlerden sebze, mobilya ve iletisim arac1 kavramlarina ve
bu kavramlarin alt kavramlarina sahip olup olmama diizeyleri bakimindan
degerlendirilmistir. Bu degerlendirme sirasinda birinci ve ikinci yazar tarafindan
hazirlanan 6l¢iit bagimli 6l¢li arac1 ve materyal setleri kullanilmistir. Degerlendirme
sonucunda 6n kosullar karsilayan bu 6grencilerin ebeveynlerinden arastirmaya katilim
icin onaylar1 alinmistir. Ogrencilerden biriyle uygulayici egitimi ve pilot uygulamada
calisilmistir. Diger iki Ogrenci ise katiimci olarak belirlenmistir. Arastirmada
katilimcilara kod isimler verilmis ve bu isimler kullanilmistir.

Ortam ve Materyaller

Arastirma, katilimcilarin devam ettigi okulda bulunan bireysel calisma odasinda
gerceklestirilmistir. Bireysel oda yaklasik olarak on iki metrekaredir. Bireysel odada
Ogrencilerin boyuna uygun bir masa ve uygulayic ile 6grencinin oturmasi i¢in iki
sandalye bulunmaktadir. Ayrica materyallerin konulmasi i¢in de bir sehpa
bulunmaktadir.

Arastirmanin baslama diizeyi, uygulama, toplu yoklama ve genelleme verilerinin
toplanmasinda kullanilmak tizere hiyerarsik tist diizey isimlerin her birine iliskin 6l¢iit
bagimli testler (OBT), resimli kartlar ve &gretim planlarn kullamlmistir. OBT’nin
iceriginde hedeflenen hiyerarsik Uust diizey isimlerle ilgili sdyleme ve gosterme
eylemlerine iliskin bildirimler yer almaktadir. Materyaller kisminda ise hedeflenen iist
diizey isimle baglantili, gercek nesne resimlerinden olusan olumlu ve olumsuz 6rnekler
kullanilmistir. Uygulama oturumlarinda kullanilmak tizere hazirlanan resimli kartlar
gercek nesne resimlerinden olusmustur. Bu oturumda sunu i¢in 4 olumlu 2 olumsuz,
degerlendirme icin ise 4 olumlu 3 olumsuz 6rnek yer almistir. Genisletme materyalleri
olarak ise manipiilatif, sonug¢ ¢ikarici ve olay merkezli becerileri ve sasirtma oyunlarini
iceren resimli kartlar veya calisma kagitlari hazirlanmistir. Ogretim planlar 6gretmenin
sunusunu, beklendik 6grenci tepkilerini ve olasi hatal1 6grenci tepkilerine gore yapilacak
doniit ve diizeltmeleri icerecek sekilde ayrintili olarak yazilmistir. Tiim materyaller ve
Ogretim planlar1 arastirmacilar tarafindan hazirlanmistir.

Arastirma Deseni

Arastirmada tek denekli deneysel desenlerden davranislar arasi yoklama evreli ¢oklu
yoklama deseni kullanilmistir. Bu desen, katilimciya uygulanan bir yontemin etkililiginin
birden fazla hedef davranis tlizerinde incelendigi bir modeldir (Tawney & Gast, 1985;
Tekin-iftar, 2018). Bu ¢alismada, DOM’iin katilimcinin ii¢ hedef davranisi (hiyerarsik iist
diizey isimlerden olan sebze, mobilya ve iletisim araci) gerceklestirme diizeyi lizerindeki
etkisi yinelemeli olarak incelenmistir. Davraniglar arasi yoklama evreli ¢oklu yoklama
modeli arastirmada su sekilde uygulanmstir. Ilk olarak hedeflenen birinci (sebze), ikinci
(mobilya) ve tUglincu (iletisim araglart) hiyerarsik list diizey isimlerde eszamanli olarak
baslama diizeyi verisi toplanmistir. Baslama diizeyi verileri kararlilik gosterdiginde
birinci hedef davranis olan “sebze”nin 6gretim oturumlari uygulanmaya baslanmistir.
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Birinci hedef davranista 6lg¢iit karsilaninca tiim hedef davranislarda yoklama oturumlari
gerceklestirilmistir. Ardindan ikinci hedef davranis olan “mobilya”nin 6gretim oturumlari
uygulanmaya baslanmustir. Ikinci hedef davranmista 6l¢iit karsilaninca tiim hedef
davranislarda yoklama verisi toplanmistir. Ardindan tiglincii hedef davranis olan “iletisim
aract’nin dégretim oturumlari uygulanmaya baslanmistir. Ugiincii hedef davranista élgiit
karsilaninca tiim hedef davranislarda yoklama verisi toplanmistir.

Bagiml ve Bagimsiz Degisken

Arastirmanin bagimlh degiskeni, katilimcilarin hiyerarsik tist diizey isimlerden sebze,
mobilya ve iletisim arac1 isimlerine sahip olma diizeyleridir. Arastirmanin bagimsiz
degiskeni ise DOM’e gére sunulan hiyerarsik tist diizeyde isim 6gretimidir.

Uygulayici Egitimi ve Pilot Uygulama Siireci

Arastirmanin baslama diizeyi, uygulama, yoklama ve genelleme oturumlar: bir devlet
tiniversitesinde Ozel Egitim Ogretmenligi Lisans Programi’'nda 6grenim goren dordiincii
sinifa devam eden iki 6gretmen adayi tarafindan gerceklestirilmistir. Uygulamayi ytiriiten
O0gretmen adaylari, zihinsel yetersizligi olan c¢ocuklarin devam ettigi bu okulda
O0gretmenlik uygulamasi dersi kapsaminda 6gretmen adayi olarak staj yapan ve bireysel
Ogretim tecriibesi olan dordiincu sinif lisans 6grencileri arasindan secilmistir.

Uygulamaya baslamadan 6nce birinci ve ikinci yazar tarafindan, 6gretmen adaylarina
bir oturumu teorik ve bir oturumu uygulamali olmak tizere iki oturum egitim verilmistir.
Egitimin birinci oturumunda, oncelikle 6gretmen adaylarina arastirmanin amaci ve
kapsami anlatilmistir. Bu kapsamda, DOM’iin temel ilkeleri ve uygulama prensipleri
hakkinda bilgi verilmistir. Bu modelin kullanildig ¢esitli calismalar birlikte incelenmis ve
bu c¢alismalar lizerinden o6rnekler sunulmustur. Arastirmacilar tarafindan hazirlanan
Ogretim planlar1 ve materyalleri 6gretmen adaylarina tanmitilmistir. Uygulama giivenirligi
formunda yer alan uygulama adimlari ve bunun 6nemi {izerinde konusulmustur. Egitimin
birinci oturumu yaklasik 40 dakika siirmustiir. Egitimin ikinci oturumunda 6n kosul
becerileri karsilayan ve katilimcilardan farkl bir 68renciyle 6gretmen adaylar1 uygulama
yapmustir. Bu uygulama sirasinda DOM ile hiyerarsik iist diizey isimlerden sebze kavrami
sunulmustur. Bu 6gretim sirasinda arastirmanin birinci yazar1 uygulama gilivenirligi
formunu kullanarak 6gretmen adayinin atladig1 adimlara iliskin aninda ve diizeltici doniit
vermistir. Bu sirada diger 6gretmen aday1 da uygulama stirecini gozlemlemistir. Ardindan
10 dakika ara verilmis ve uygulama siireci hakkinda her iki 6gretmen adayiyla siirece
iliskin konusulmustur. Sonrasinda diger 6gretmen adayr DOM ile hiyerarsik iist diizey
isimlerden sebze kavraminin 6gretimini yapmistir. Bu uygulama sirasinda, arastirmanin
ikinci yazari uygulama giivenirligi formunu kullanarak 6gretmen adayinin atladigi
adimlara iliskin aninda ve diizeltici doniit vermistir. Bu sirada diger 6gretmen aday1 da
uygulama siirecini gozlemlemistir. Ardindan 10 dakika ara verilmis ve uygulama siireci
hakkinda her iki 6gretmen adayiyla siirece iliskin konusulmustur.

Bu egitim, 6gretmen adaylarinin diizeltmeye ve déniite gerek duymadan DOM ile
hiyerarsik st dilizey isimlerin 0Ogretimini uygulayabilir hale gelene kadar
stirdirilmistiir. Egitim sonrasinda 6gretmen adaylarindan biri, bu 6grenciyle calismaya
devam ederek hiyerarsik tst diizey isimlerden sebze kavramini 6grenci kazanana kadar
calismistir. Bu uygulama arastirmanin uygulama siireci dncesinde yapilan pilot uygulama
olarak kabul edilmistir. Pilot uygulama siireci toplam bes oturum slrmiistir. Pilot
uygulama sonrasinda, hazirlanan o6gretim planlarinin, kullanilan materyallerin ve
uygulama adimlarinin uygun olduguna karar verilmis ve herhangi bir diizeltme
yapilmamustir. iki uygulayici tarafindan veri toplama ve uygulama siirecine gecilmistir.
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Uygulama Siireci

Arastirmanin uygulama stireci birinci katilimc1 i¢in toplam 28 oturum, ikinci katilimci igin
toplam 43 oturum strmistiir. Baslama diizeyi, uygulama, yoklama ve genelleme
oturumlarindan olusan uygulama stireci asagida sirasiyla aciklanmaistir.

Baslama Diizeyi Oturumlari. Arastirmada baslama diizeyi oturumlar1 giinde bir
oturum olmak iizere ii¢ farklh giinde toplanmistir. ilk olarak hedeflenen birinci (sebze),
ikinci (mobilya) ve uglincu (iletisim araglart) hiyerarsik tst diizey isimlerde eszamanlh
olarak baslama diizeyi verisi toplanmistir. Katihmcilar ile birebir calisiimistir. Bu
degerlendirme sirasinda olgiit bagimli 6l¢ii aract kullanilarak veriler aninda kayit
edilmistir. Bu degerlendirmeler sirasinda katiimcinin tiim tepkilerine nétr kalinmistir.
Birinci hedef davranisa (sebze) iliskin baslama diizeyi verileri kararlilik gosterdiginde,
“sebze”nin 6gretim oturumlar1 uygulanmaya baslanmistir.

Uygulama Oturumlari. Uygulama oturumlari her iki katilimci icin de haftada 3 giin
toplam 3 hafta siirmiistiir. Birinci katilimci ile glinde 2 kez, ikinci katilimci ile giinde 3 - 4
kez uygulama yapilmistir. Her bir 68retim oturumunun uygulama siiresi yaklasik olarak
5 - 7 dakika stirmiistiir. Uygulama siirecinde uygulayici katilimcti ile birebir ¢alismistir.

Arastirmada uygulama oturumlarina baslanirken katilimciya ¢alismanin konusu ve
uyulmasi gereken kurallar uygulayic1 tarafindan séylenmistir. Ardindan kazanmak
istedigi odili belirlemesine firsat verilmistir. Calismada kullanilacak materyaller
tanitilmistir. Daha sonra uygulayic1 “Ben ... (sebze) olup olmadigini soylerken beni dinle.”
yonergesini vererek katihmcinin dikkatini sunuya cekmis ve DOM ile hiyerarsik iist diizey
isimlerden ...(sebze) 6gretimine baslamistir. Ogretim sirasinda olumludan baslayarak,
dért olumluy, iki olumsuz érnek sunmustur. Ogretim bittikten hemen sonra “Simdi .....
(sebze) olana ... (sebze), ... (sebze) olmayana ... (sebze) degil, diyeceksin.” diyerek
degerlendirmeye gecmistir. Degerlendirmede olumlu 6rnekle baslayarak dért olumlu, ii¢
olumsuz 6rnegi 6riunti olusturmayacak sekilde kullanmistir. Bu stirecte katilimci bir kez
hata yaparsa saglamlastirma yapmistir. Saglamlastirma sirasinda o arag ile 6gretim
sunusu yapmis ve degerlendirmeye devam etmistir. Degerlendirmeye 3 -4 degerlendirme
ornegi eklemistir. Eger katilimcinin hatasi ikiden fazla olursa, hata yaptig1 6rnek tizerinde
saglamlastirma yaparak, daha az 6rnegin oldugu bir paralel sunu gerceklestirmistir. Her
bir hiyerarsik iist diizey isim, edinim diizeyinde kazanildiginda manipiilatif, sonug ¢ikarici
ve olay merkezli becerileri ve sasirtma oyunlarini iceren genisletme etkinliklerine yer
vermistir. Uygulayici her bir hiyerarsik list diizey isim 6gretimi siirecini benzer sekilde
uygulamistir.

Toplu Yoklama Oturumlari. Uygulama oturumlari sonrasinda yapilan
degerlendirmede katilimci ard arda %75 diizeyinde dogru tepki verdiginde, ayni giin
icinde toplu yoklama oturumlarina gecilmistir. Bu yoklama oturumlarinda ticer deneme
yapilmistir. ik olarak birinci hedef davranis olan “sebze”de 6l¢iit karsilaninca tiim hedef
davranislarda yoklama oturumlar: gergeklestirilmistir. Bu yoklama verisi ti¢ oturum tist
liste toplanmistir. Birinci hedef davranista yoklama verileri 6lgtiti karsilarken, diger iki
hedef davranista baslama diizeyi ile benzer sekilde kararlilik géstermesi beklenmistir.
Ardindan ikinci hedef davranis olan “mobilya’nin 6gretim oturumlar1 uygulanmaya
baslanmustir. ikinci hedef davranista élgiit karsilaninca tiim hedef davranislarda yoklama
verisi toplanmistir. Bu yoklama verilerinde birinci ve ikinci hedef davramista o6lgiit
karsilanirken, tgcilinci hedef davranista ise baslama diizeyi ile benzer kararhlik
gostermesi beklenmistir. Ardindan ticiincii hedef davranis olan “iletisim araci”nin 6gretim
oturumlar uygulanmaya baslanmistir. Ugiincii hedef davranista 6l¢iit karsilaninca tiim
hedef davranislarda yoklama verisi toplanmistir. Bu yoklama oturumlarinda katilhimeci ile
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birebir calisilmistir. Bu degerlendirme sirasinda OBT kullanilarak veriler aninda
kaydedilmistir. Degerlendirme sirasinda katilimcinin tiim tepkilerine notr kalinmstir.
Genelleme Oturumlari. Uygulayici hedeflenen hiyerarsik tist diizey isim 6gretimi
oturumlarini ii¢ hedef isim i¢in de tamamladiktan sonra, katilimcinin edindigi bilgilerin
farkl kisilere genellenebilirligini belirlemek icin genelleme oturumlar: diizenlemistir. Bu
oturumlarda uygulama surecinde katilimciyla ¢alisan uygulayicilar yer degistirmistir.

Veri Toplama Araclari ve Verilerin Toplanmasi

Etkililik Verilerinin Toplanmasi. Arastirmada DOM’e gére sunulan hiyerarsik iist
diizey isim oOgretimi uygulamasinin katiimcilarin hedef isimleri kazanmasina olan
etkisini belirlemek amaciyla baslama diizeyi ve yoklama oturumlarinda OBT kullanilarak
veri toplanmistir. OBT’de bildirimler, 6lgiit, yonerge ve kayit siitunlar1 bulunmaktadir.
Katilimciya “goster” bildirimi icin resimli kartlar iizerinden ana ydnerge sunulurken;
“soyler” bildirimi icin ise sadece ana yonerge sunulmustur. Katilimcinin dogru tepkileri
kayit stitununa “+”, yanls tepkileri ya da 5 sn. igerisinde tepkide bulunmamasi halinde “-
” seklinde kaydedilmistir. Katilimcinin %75 diizeyinde dogru tepkide bulunmasi
durumunda diger hiyerarsik iist diizey ismin 6gretimine gecilmistir.

Genelleme Verilerinin Toplanmasi. Arastirmada uygulama oturumlari
tamamlandiktan sonra, katiimcinin 6grendigi hiyerarsik iist diizey isimleri farkl kisiye
genelleyip genelleyemedigi degerlendirilmistir. Kisi genellemesini degerlendirmek
amaciyla katihmcilarla uygulamay1 yuriten o6gretmen adaylar1 yer degistirmistir.

o . n

Katilimcinin dogru tepkileri kayit siitununa “+” , yanlhs tepkileri ya da 5 sn. icerisinde
tepkide bulunmamasi halinde “-” seklinde kaydedilmistir.

Sosyal Gecgerlik Verilerinin Toplanmasi. Arastirmanin sosyal gecerlik verilerini
toplamak amaciyla sosyal gecerlik formu kullanilmistir. Arastirmacilar tarafindan
hazirlanan form, iki 6zel egitim uzmaninin goriisiine sunulmus ve gerekli diizenlemeler
yapilarak forma son hali verilmistir. Bu formda uygulamanin etkililigi, verimliligi,
begenilen yonii ve zorlanilan yonlerine iliskin dort soru yer almaktadir. Hazirlanan form
araciligiyla uygulama tamamlandiktan sonra 6gretmen adaylariyla bireysel goriismeler

yapilarak uygulamaya iliskin goriisleri alinmistir.
Giivenirlik Verilerinin Toplanmasi

Gozlemciler Arasi Giivenirlik Verilerinin Toplanmasi. Arastirmanin baslama
diizeyi, yoklama ve genelleme oturumlarinin %20’sinde her katilima i¢in gézlemciler
arasi giivenirlik verisi toplanmistir. Bu veriler birinci ve ikinci arastirmaci tarafindan OBT
araciligiyla toplanarak uygulayici ile gozlemci arasindaki uyum ytizdesine bakilmistir.

Uygulama Giivenirligi Verilerinin Toplanmasi. Uygulama glvenirligi verisini
toplamak amaciyla uygulama adimlarini ve uygulayici davranislarini iceren veri kayit
formu hazirlanmistir. Arastirmanin uygulama giivenirligi verisi tim oturumlarin
%30’'unda birinci ve ikinci arastirmaci tarafindan toplanmistir. Uygulayicinin
gerceklestirdigi basamaklar (+), gerceklestirmedigi basamaklar (-) seklinde veri kayit
formuna isaretlenmistir.

Arastirma Etigi

Arastirmanin uygulama siireci oncesinde, arastirmanin amaci ve uygulama streci
hakkinda katilimcilarin ebeveynleri bilgilendirilmis ve yazili onaylar1 alinmistir.
Katilimcilara kod isimler verilmistir. Arastirmanin uygulayicilar1 olan 06gretmen
adaylarindan da arastirmaya gontullii olarak katildiklarina dair yazili onaylar1 alinmistir.
Arastirma i¢in Gazi Universitesi Etik Komisyonu’ndan 1123389 sayil etik kurul onay:
alinmistir.
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Verilerin Analizi

Arastirmanin etkililik ve genelleme verileri dncelikle c¢izgi grafigine kaydedilmis ve
ardindan grafik gorsel olarak analiz edilmistir. Grafigin yatay ekseni oturum sayisini
gosterirken, dikey ekseni katilimcilarin bir oturumda sebze, mobilya ve iletisim araci
isimlerine verdikleri dogru tepki yiizdelerini gostermektedir. Katihmcilarin her bir
oturumda verdikleri dogru tepki ytizdeleri, o oturumda verdikleri dogru tepkilerin
sayisinin toplam soru sayisina boliinerek 100 ile carpilmasi ile hesaplanmistir.
Arastirmanin goézlemciler arasi glivenirlik verileri, uygulayicinin bagimh degiskene
iliskin katihmcidan elde ettigi verilerle, bagimsiz iki gozlemci tarafindan elde edilen
verilerin karsilastirilmasi yoluyla hesaplanmistir. G6zlemciler arasi giivenirlik puanlari,
“goris birligi/[gorils birligi+goriis ayriligi] X 100” formiilti kullanilarak (Tekin & Kircaali-
iftar, 2004), her katilimc1 icin ayr1 ayr1 hesaplanmistir. iki katiimcinin hem égretim hem
de genellemeye iliskin gézlemciler arasi giivenirlik verileri %100 bulunmustur.
Arastirmanin uygulama giivenirligi puanlari, gézlenen uygulayici davranislarinin
planlanan uygulayic1 davranislarina béliinerek yiizdesi alinmistir (Tekin & Kircaali-iftar,
2004). Uygulama giivenirligi iki katilimci i¢in de ayr1 ayr1 hesaplanmistir. Aragtirmanin
uygulama guivenirligi, birinci katilimer i¢in %90 ve ikinci katilimci i¢in %100°diir.

Bulgular

Arastirmada DOM ile sunulan hiyerarsik iist diizey isim 6gretimi uygulamasinin
zihinsel yetersizligi olan 6grencilerin hedeflenen (sebze, mobilya ve iletisim araci) tist
diizey isimleri edinmede etkili oldugu gortlmistiir. Ayrica katilmcilarin edindikleri bu
beceriyi farkh kisilere genelledikleri bulunmustur. Birinci katilimcinin hiyerarsik st
diizey isim olan sebze, mobilya ve iletisim aracit isimlerini kazanmasinda ve
genellemesinde DOM ile sunulan hiyerarsik iist diizey isim 6gretiminin etkisine iligkin
bulgular Sekil 1'de gésterilmistir.

Sekil 1'de gorildiigi tizere, birinci katilimcinin ti¢ oturum tst tiste toplanan baslama
diizeyi verilerinde sebze ismine ortalama %30, mobilya ve iletisim araci isimlerine ise %0
diizeyinde dogru tepki verdigi ve performansinin kararlilik gosterdigi gorulmiustir.
Birinci katilmcinin ilk uygulama oturumundan itibaren hiyerarsik iist diizeyde
isimlerden sebze ismine iliskin performansi artis géstermis ve uygulamanin lg¢lincii
oturumunda %100’e ulasmistir. Katilimcinin hiyerarsik tist diizeyde isimlerden sebze
ismine iliskin performansi ii¢ oturum st liste kararlilik gdstermistir. Birinci katilimcinin
diger hiyerarsik tist diizey isimlerde de (mobilya ve iletisim araci isimleri) ilk uygulama
oturumundan itibaren performansinda artis olmus ve diger oturumlarda %100’e
ulagsmistir. Birinci katilima ile uygulama siirecinin her bir hedef tst diizey isim igin
toplam beser oturum siirdiigii goriilmistiir. Birinci katilimcinin ii¢ hedef isim icin de
yoklama oturumlarinda ti¢ oturum st tiste %100 diizeyinde dogru tepkide bulundugu
gorilmistiir. Uygulama oturumlarinda elde edilen verilerin yiikselen bir egim gosterdigi,
diizey bakimindan ise baslama diizeyi verilerine gore daha yiiksek diuzeyde gerceklestigi
tespit edilmistir. Genelleme oturumlarinda ise katilimcinin sebzeye %78, mobilyaya %90
ve iletisim aracina %100 diizeyinde dogru tepki verdigi gorilmiistiir.

ikinci katilimcinin hiyerarsik iist diizey isim olan sebze, mobilya ve iletisim araci
isimlerini kazanmasinda ve genellemesinde DOM ile sunulan hiyerarsik iist diizey isim
Ogretiminin etkisine iliskin bulgular Sekil 2’de gosterilmistir. Sekil 2’de gorildigi lzere,
ikinci katillmcinin baslama diizeyinde hiyerarsik Ust diizey isimlerden olan sebze,
mobilya ve iletisim araci i¢in %0 diizeyinde dogru tepki verdigi ve performansinin
kararhlik gosterdigi gorilmiistiir.
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Sekil 1. Birinci katihmcinin baslama diizeyi, uygulama, yoklama ve genelleme
oturumlarinda sebze, mobilya ve iletisim araci isimlerine sahip olma diizeyleri

ikinci katilimcinin ilk uygulama oturumundan itibaren hiyerarsik iist diizeyde isimlerden
sebze ismine iliskin performansi artis géstermis ve uygulamanin dokuzuncu oturumunda
%100’e ulasmistir. Katilimcinin hiyerarsik iist diizeyde isimlerden sebze ismine iliskin
performans! ii¢ oturum {ist iiste kararhlik gostermistir. ikinci katihmcmin diger
hiyerarsik st diizey isimlerde de (mobilya ve iletisim araci isimleri) ilk uygulama
oturumundan itibaren performansinda artis olmustur. Mobilya ismine iliskin onuncu
oturumda katihmcinin performansi %100’e ulagsmistir. iletisim arac ismine iliskin ise
besinci oturumda katilimcinin performansi %100’e ulagsmistir. ikinci katihmcr hiyerarsik
list diizeyde isimlerden sebzeyi 12, mobilyay1 11 ve iletisim aracini 7 oturumda ve %100
diizeyinde edinmistir.
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Sekil 2. ikinci katihmcnin baslama diizeyi, uygulama, yoklama ve genelleme
oturumlarinda sebze, mobilya ve iletisim araci isimlerine sahip olma diizeyleri

ikinci katilimcinin ii¢ hedef isim i¢in de yoklama oturumlarinda ii¢ oturum iist iiste %100
diizeyinde dogru tepkide bulundugu gorilmiistiir. Uygulama oturumlarinda elde edilen
verilerin dlizey bakimindan baslama diizeyi verilerine gore daha yiiksek diizeyde
gerceklestigi, ozellikle iletisim aracinda yiikselen bir egim gosterdigi tespit edilmistir.
Genelleme oturumlarinda ise katiimcinin sebzeye %78, mobilyaya %100 ve iletisim
aracina %97 diizeyinde dogru tepki verdigi goriilmiistiir. Sonu¢ olarak, her iki
katilimcinin da DOM ile sunulan hiyerarsik iist diizey isim 6gretimi aracihgiyla hedeflenen
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Uc hiyerarsik list diizey ismi kazandig1 ve baslama diizeyine gore hem 6gretim hem de
yoklama oturumlarinda egimde biiyiik artis oldugu goértulmustiir.

Sosyal Gegerlik Bulgular:

Calismada 6gretmen adaylarindan toplanan sosyal gecerlik bulgularina gore, her iki
O0gretmen aday1r da bu modeli uygulamakta zorlanmadiklarini belirtmistir. Ancak
O0gretmen adaylarindan biri, bu o6gretim modelinde uygulama sirasinda sozel
pekistirmeye az yer verildigi i¢cin bazen 68rencinin motivasyonunu saglamakta giicliik
yasadig1 yoniinde goriis bildirmistir. Ozetle, sosyal gecerlik bulgular:1 DOM ile hiyerarsik
ust diizeyde isim Ogretiminin uygulayici agisindan sosyal gecerligi olan bir uygulama
oldugunu gostermistir.

Tartisma

Bu arastirmada, zihinsel yetersizligi olan 6grencilere hiyerarsik list dlizey isimlerden
sebze, mobilya ve iletisim araci kavramlarinin égretilmesinde DOM'iin etkisinin
incelenmesi amac¢lanmistir. Bulgular, zihinsel yetersizligi olan 6grencilere hiyerarsik tist
diizey isimlerden sebze, mobilya ve iletisim araci kavramlarini kazandirmada, farkh
kisilere genellemede DOM’iin etkili oldugunu géstermektedir. Ulusal alan yazinda isim
O0gretimini hedefleyen c¢alismalarin genellikle goérme yetersizliginden etkilenmis
cocuklarla yapildigi (Arslan-Daban, 2021; Durmus, 2021; Kavak & Altunay, 2022), sadece
bir calismada (Tufan, 2018) zihinsel yetersizligi olan ¢ocuklara isim 6gretimi yapildig:
gorilmektedir. Isimlerin 6gretiminde DOM’iin etkililigini ortaya koyan bu ¢alismalarin
sonuglari, bu arastirmanin bulgularini destekler niteliktedir. Alan yazinda hiyerarsik tist
diizey isim 6gretiminin az goren ¢ocuklarla ¢alisildig1 bir ¢alismaya (Babaoglan, 2021)
rastlanmis olup, bu arastirmada zihinsel yetersizligi olan ¢ocuklarla ¢alisilmasi arastirma
sonuglarini 6nemli kilmakta ve bulgularin alan yazina katki saglayacagi diisiiniilmektedir.
lleri arastirmalarda otizm spektrum bozuklugu gibi gelisimsel yetersizlikten etkilenmis
ogrencilere hiyerarsik iist diizey isimlerin 6gretiminde DOM’iin etkisi aragtirilabilir.
DOM’de 6gretim plani, 6gretimin sunus bicimi ve siras1 olduk¢a énemlidir (Tuncer &
Altunay, 2004). Bu arastirmada 6gretim oncesinde katilimcilara hangi 6rneklerin hangi
ifadelerle sunulacagi ve katilimcinin hatalarina doniik hangi hata diizeltme stire¢lerinin
kullanilacag1 6nceden yazili olarak belirlenmistir. Ayrica uygulayicilar yiiksek uygulama
guvenirligi ile 6gretim stirecini katilimcilara sunmustur. Katihmcilarin hedef davranislari
edinmeleri ve genellemeleri iizerinde bu durumun o6nemli bir etkisi oldugu
diistiniilmektedir. Ayrica bu modelde 68retimler sirasinda sunulan olumlu 6érneklerin
olumsuz orneklere gore sayica fazla olmasi, katilimcilarin hiyerarsik tst diizey isimleri
kazanmalarin1 kolaylastirmis olabilir. Bu nedenle 6grencilere hiyerarsik st diizey
isimlerin kazandirilmasinda uygulayicilara DOM’ii kullanmalari énerilmektedir.
Arastirmanin uygulayicilarinin 6gretmen aday1 olmasi bu arastirmayi alan yazindaki
diger c¢alismalardan farkhlastirmaktadir. Bu arastirmada uygulayicilarin  DOM
konusundaki yeterliklerinin gelistirilmesi ve kisa siurede modeli yliksek uygulama
guvenirligi ile uygulayabilmesi modelin uygulayici dostu oldugunu gostermektedir.
Arastirmada oturumlara iliskin tutulan siire kaydina gore bir 6gretim oturumu siiresinin
5 ila 7 dakika arasinda degistigi gorilmektedir. Bu durum zihinsel yetersizligi olan
ogrencilerin DOM ile kisa siirede hedef kavrami edinebileceklerini gostermektedir. Kavak
& Altunay (2022) ¢alismasinda dogru pargasi isim 6gretimini 10 dakikalik stirelerde
sunmus olmasi bu arastirmadaki siire bilgisini destekler niteliktedir. Bu modelin zihinsel
yetersizligi olan 68rencilerle kavram 6gretiminde kullanilabilecek verimli bir yontem
oldugu soylenebilir. Arastirmanin sosyal gegerlik bulgular1 da bu diisiinceyi destekler
niteliktedir. Arastirmada uygulayicr olarak gérev alan 6gretmen adaylari DOM’iin
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hedeflenen hiyerarsik list diizey isimleri kazandirmada etkili ve verimli bir yontem
oldugunu ve oturumlarin kisa siirmesinin 6grencileri motive ettigini belirtmislerdir.
Uygulayicilarin bu modelin kolay uygulanabilir oldugunu belirtmeleri, bu modelin
zihinsel yetersizligi olan 6grencilere farkli kavramlarin 6gretiminde kullanilabilecegini
diistindiirmektedir. Bunun yani sira 6gretim siiresinin kisa olmasi, hem 6grencilerin
motivasyonunu artirmakta hem de giin icinde birden fazla 6gretim oturumu yapilmasina
olanak saglamaktadir.

Bu arastirmada her iki katilimcinin oturum sayisinin farklilastigi goériilmektedir. Bu
durum, katiimcilar arasindaki bireysel farkliliklar ile agiklanabilir. En nihayetinde DOM,
uygulayici ve 6grenci arasindaki etkilesime odaklanan, kisa zamanda birgok 6gretim
denemesi sunmaylr hedefleyen bir 6gretim yaklasimidir (Engelmann vd., 1988).
Dolayisiyla uygulama siirecinden elde edilen verilerden hareketle gelisimsel
yetersizlikten etkilenmis 6grencilerle alanda ¢alisan egitimcilere bu modeli siniflarinda
kullanmalar1 6nerilmektedir.

Sonuc olarak, DOM zihinsel yetersizligi olan égrencilere hiyerarsik iist diizey isim
kavramlarinin kazandirilmasinda ve farkl kisilere genellenmesinde etkili olmustur. Elde
edilen bu olumlu sonuclar DOM’iin farkh yas ve yetersizliklere sahip bireylerle gesitli
hedef beceriler iizerindeki etkilerini inceleyen 6nceki arastirma bulgulari ile tutarlidir
(Arslan-Daban, 2021; Babaoglan, 2021; Bilen, 2023; Durmus, 2021; Kavak & Altunay,
2022; Kesicioglu & Alisinanoglu, 2014; Malik vd., 2022; Sener-Akin & Altunay, 2017;
Tufan, 2018; Tufan vd., 2020; Yeh, 2009). Bu arastirmada uygulayicilarin 6gretmen aday1
olmasi, arastirmadaki katilimci grubun zihinsel yetersizligi olan 6grencilerden olusmasi
ve arastirmadaki hedef becerilerin 6grenciler icin islevsel olmasi calisma bulgularinin
alan yazin i¢in 6nemini ortaya koymaktadir.

Bu arastirmanin cesitli sinirliliklar1 bulunmaktadir. Oncelikli olarak bu arastirmaya
hafif diizeyde zihinsel yetersizligi olan iki 6grenci katilmistir. Dolayisiyla elde edilen
bulgulara bu durumun goéz 6niinde bulundurularak yaklasilmasi ve arastirmanin daha
genis katilmci gruplar tlizerinde yinelenmesi onerilmektedir. Ayrica bu arastirmada,
DOM’iin sinirli sayida hiyerarsik iist diizey isim tizerindeki etkisi degerlendirilmistir. ileri
arastirmalarda modelin farkli isim kavramlar: iizerindeki etkisi de degerlendirilebilir. Bu
arastirmada, uygulama doéneminin donem sonuna denk gelmesi nedeniyle kalicilik
verileri toplanamamistir. Gelecek arastirmalarda elde edilen etkililik bulgularini
gl¢lendirmek amaciyla uygulamadan belirli bir siire sonra kalicilik verilerinin toplanmasi
onerilmektedir.
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Extended Summary

Effectiveness of Direct Instruction Model on Teaching Hierarchical
Higher-Level Nouns to Students with Intellectual Disabilities

Introduction

Students with intellectual disabilities often face challenges in understanding instructions
or stories presented to them (receptive language skills) and in using a diverse range of
words or sentence structures (expressive language skills) (Diken, 2013; Ozmen, 2003).
While typically developing individuals acquire these skills naturally through daily
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conversations and contextual cues, students with intellectual disabilities require explicit
instruction (Ganz & Flores, 2009).

A key factor in developing both receptive and expressive language skills is expanding
vocabulary knowledge, as strong comprehension and expressive abilities are built upon a
rich vocabulary (Ozmen, 2003; Taga, 2016). Research indicates that the first words
children learn are typically nouns, which also represent fundamental concepts
(Engelmann & Carnine, 1991; Tuncer & Altunay, 2004). Hierarchical higher-order nouns
refer to category nouns encompassing subtypes with shared standard features.

Teaching hierarchical higher-order nouns is crucial for enhancing the social
adaptation, language skills, and cognitive development of students with intellectual
disabilities. Therefore, this study aims to answer the following question: "Is the Direct
Instruction Model effective in helping students with mild intellectual disabilities a)
acquire and b) generalize the hierarchical higher-order nouns of vegetables, furniture,
and communication tools across different materials and individuals?"

Method

The study employed a single-subject experimental design with multiple probes and an
inter-behavioral probe phase. It iteratively examined the effect of the Direct Instruction
Model on participants' performance across three target behaviors. The dependent
variable was the participants' ability to name vegetables, furniture, and communication
tools as hierarchical higher-order nouns. The independent variable was the instruction
provided using the Direct Instruction Model. Two students with mild intellectual
disabilities participated in the study.

Baseline, implementation, probe, and generalization sessions were conducted by two
pre-service teachers completing their internship at the students' school. Prior to the
intervention, the first and second authors provided two training sessions to the pre-
service teachers: one theoretical and one practical. The research took place in an
individual study room at the participants' school. Criterion-referenced tests (CRTs),
picture cards, and instructional plans for hierarchical higher-order nouns were used to
collect baseline, implementation, probe, and generalization data.

Baseline data were gathered simultaneously for all target behaviors before the
intervention, across three consecutive days (one session per day). Implementation
sessions were conducted three times per week for three weeks. The first participant
practiced twice per day, while the second participant practiced three to four times daily.
Each teaching session lasted approximately 5-7 minutes, and instruction was delivered
one-on-one.

Following the intervention, individual interviews were conducted with the pre-
service teachers using a social validity form to gather their feedback on the
implementation process. Effectiveness and generalization data were first plotted on a line
graph and then analyzed visually. Inter-observer reliability was 100% for both
participants, while implementation reliability was 90% for the first participant and 100%
for the second.

Results

The study found that teaching hierarchical higher-order nouns using the Direct
Instruction Model was effective in helping students with intellectual disabilities acquire
the targeted nouns (vegetable, furniture, and communication tool). For the first
participant, the intervention process lasted five sessions per target noun. During probe
sessions, the first participant responded with 100% accuracy for all three nouns across
three consecutive sessions. Data from the practice sessions showed an upward trend and
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demonstrated improvement compared to the baseline data. In generalization sessions,
the first participant achieved 78% accuracy for vegetables, 90% for furniture, and 100%
for communication tools.

The second participant acquired the target nouns in 12, 11, and 7 sessions,
respectively, with 100% accuracy. In probe sessions, the second participant consistently
responded with 100% accuracy for all three nouns across three consecutive sessions.
Data from the practice sessions indicated an upward trend and significant improvement
compared to the baseline data, with a particularly notable slope for communication tools.
In generalization sessions, the second participant achieved 78% accuracy for vegetables,
100% for furniture, and 97% for communication tools.

After completing the intervention sessions, social validity data were collected from
the pre-service teachers involved in the implementation. The teachers reported that the
Direct Instruction Model and hierarchical higher-order noun teaching were both effective
and efficient, allowing them to quickly and successfully teach the targeted nouns to the
students.

Discussion

In this study, it was observed that the Direct Instruction Model was effective in helping
students with intellectual disabilities acquire the concepts of vegetables, furniture, and
communication tools from hierarchical high-level nouns and generalize them to different
activities and people. In the literature, it is seen that studies aiming to teach names were
generally conducted with children affected by visual impairment (Arslan-Daban, 2021;
Durmus, 2021; Kavak & Altunay, 2022), and only one study (Tufan, 2018) taught names
to children with intellectual disabilities. The results of these studies, which reveal the
effectiveness of the Direct Instruction Model in teaching names, support the findings of
this study. In the literature, there is only one study (Babaoglan, 2021) in which
hierarchical high-level noun teaching was conducted with children with low vision. The
fact that this study was conducted with children with intellectual disabilities makes the
study's results important. It is thought that the findings will contribute to the literature.

In the study, the duration of a teaching session varied between 5 and 7 minutes. This
shows that students with intellectual disabilities can acquire the target concept in a short
time with the Direct Instruction Model. The fact that Kavak and Altunay (2022) presented
the line segment name teaching in 10 minutes in their study supports the duration
information in this study. It can be said that this model is an efficient method that can be
used in concept teaching with students with intellectual disabilities. The study's social
validity findings also support this idea.

The Direct Instruction Model is an instructional approach that focuses on the
interaction between the practitioner and the student and aims to provide many teaching
attempts quickly (Engelmann et al., 1988). Therefore, based on the data obtained from
the implementation process, educators working with students affected by developmental
disabilities should use this model in their classrooms.
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Kitabin 6ns6zi incelendiginde, yetersizligi olan bireylerin farkl 6zelliklere sahip
oldugu ve zihin yetersizligi olanlarin, yetersizligi olan gruplar icinde hem en kalabalik
hem de 0Ozellikleri nedeniyle en fazla otekilestirilen gruplardan biri oldugundan
bahsedildigi gorilmektedir. Bu baglamda, zihin yetersizliginin tarihsel bir bakis agisiyla
ele alinmasinin 6zel egitim alaninda 6nemli ve gerekli oldugu tzerinde durulmustur.
Bunlarin yaninda 6zel egitim alaninin sinirlari disina ¢ikarak yazarlarin tarih gibi olduk¢a
karmasik ve incelenmesi zor bir konuda titiz bir sekilde ve uzun bir zaman araliginda
dogru kaynaklar1 derlemeye calismalarinin takdir edilesi oldugu da editor tarafindan
vurgulanmistir.

Kitabin “Tarih Oncesi Dénemde Yetersizlik Olgusu ve Zihin Yetersizligi” baslikh
birinci boliimi incelendiginde insanin kiiltiirel evriminin nasil sekillendigi, insanin ait
oldugu Homo sapiens cinsine iligkin tiirlerin karakteristik o6zellikleri, tarih ©6ncesi
donemdeki insanlarin yasam kosullar1 ve biyolojik gelisimlerinin arkeolojik kanitlar
151g1nda ayrintili bir sekilde ele alindig1 goriilmistiir. Zihin yetersizligi ile ilgili en eski ve
glivenilir kaynaklarin yazinin icadina denk gelen Antik Cag’a ait oldugu bilinse de tarih
oncesi doneme ait arkeolojik kalintilarin incelenmesi sonucunda zihin yetersizliginin
insanlik tarihinin her déneminin bir pargasi oldugunu ifade eden yazar; bu boliimde tarih
oncesi donemdeki yetersizlik ve zihin yetersizligi olgusuna iliskin bir bakis agisini
okuyucuya sunmustur.

“Antik Cag’da Yetersizlik Olgusu ve Zihin Yetersizligi” baslikl ikinci béliimde sirasiyla
Hitit, Antik Mezopotamya, Antik Pers, Antik Misir, Antik Hindistan, Antik Cin, Antik Yunan
ve Antik Roma’da yetersizlik olgusunun ve zihin yetersizliginin toplumlar tarafindan nasil
algilandigina iliskin zengin bir bakis acis1 sunulmustur. Her medeniyet yetersizlige ve
zihin yetersizligine karsi farkl bir yaklasim sergilemistir. Baz1 medeniyetler bu durumu
insantistii olaylarla agiklamaya calisirken bazilar1 yetersizlikten etkilenen bireyleri
biiyiiciiliik ya da cadilikla suglamis ve toplumda yasamalarina izin vermemistir. Ozellikle
Antik Yunan’da yasayan ve bugiin dahi taninirhg1 olan Aristoteles, Platon, Hipokrat ve
Galen gibi filozoflarin bu olgulara bakis acilar1 karsilastirilarak incelenmistir. Bu béliimde
Antik Cag medeniyetleri arasinda var olan bu farkliliklar derinlemesine incelenmis ve
zaman icinde bu olgulara karsi degisen algillar ayrintih bir sekilde okuyucuya
sunulmustur.

“Orta Cag’da Yetersizlik” baslikli tiglincii boliimde, diinya tarihinin karmasik ve
derinlikli donemlerinden olan ve yaklasik 1000 yili kapsayan Orta Cag yetersizlik olgusu
lizerinden ele alinmistir. Biitlinciil bir yaklasimla, toplumsal yapilar, dini inanglar, kiiltiirel
dinamikler, hukuki metinler ve sanat eserleri iizerinden yetersizlik olgusunun Orta Cag’da
nasil algilandiginin incelendigi bu béliimde, yetersizligi olan bireylerin toplum icerisinde
sahip olduklari konum ve bu konumlarinda zaman igerisinde meydana gelen degisimlere
iliskin ayrintili bilgilere yer verilmistir. Boylece yetersizlik olgusunun sosyal ve kiiltiirel
boyutlarina odaklanilarak derinlemesine bir bakis okuyucuya sunulmustur.

“Yeni Cag'da Yetersizlik” baglikh dérdiincii béliimde, 1453 Istanbul'un fethi ile
baslayan ve 1789 Fransiz Devrimi ile son bulan Yeni Cag’da, yetersizlik olgusunun sinif,
1rk, cinsiyet ve yas gibi faktorlerle nasil sekillendigi ele alinirken, paradigma ve zihniyet
degisimi, ekonomik faktorler ve toplumsal yapidaki degisimlerin bu evrimde nasil rol
oynadig1 aciklanmistir. Ronesans ve Aydinlanma dénemlerinin 6zellikle vurgulandig bu
boliimde, bu dénemlerin yetersizlik olgusuna bakis agisinda nasil bir dontistime yol actig1
derinlemesine incelenmistir. Hiimanist yaklasim, bilimsel bakis acis1 ve felsefi
gelismelerin, yetersizlikten etkilenmis bireylerin egitimi tzerindeki olumlu etkileriyle
birlikte Aydinlanma Doénemi diisiincesinin toplumsal ve bilimsel alandaki etkilerinin,
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glinimiiz disinme bicimine nasil yon verdigi ayrintih bir sekilde okuyucuya
aktarilmistir.

“1800-1950 Yillar1 Arasindaki Gelismeler” baslikli besinci boéliimde, 1800-1950
yillar1 arasinda yasanan gelismeler incelenerek, zihin yetersizligi olan bireylere yonelik
toplumsal tutumlarin evrimi ele alinmistir. Aydinlanma déneminde yasanan olumlu
gelismelere karsin 19. yiizyil boyunca zihin yetersizligi olan bireylerin toplumsal olarak
dislandigin1 ve bu bireylere karsi dnyargilarin devam ettigini belirten yazarlar bu
olumsuzluklarla birlikte ayni zaman diliminde zihin yetersizligi olan bireylerin
yasamlarini etkileyen 6nemli gelismelerin de yasandigini ifade etmistirler. Bu dnemli
gelismeler arasinda zihin yetersizligi ile ilgili tanimlamalarin, 6l¢me araglarinin, 6gretim
programlarinin bakim ve egitim kurumlarinin gelistirilmesi bulunmaktadir. Bu olumlu
gelismelerin yaninda 6jeni hareketinin etkisiyle zihin yetersizligi olan bireylerin
toplumdan ayristirilmasina yonelik uygulamalarin da oldugu belirtilmistir. 1960'h
yillarda ise bu ayristirici tutumlarin azaldigi ve olumlu yaklasimlarin 6ne ¢iktig1 bir evreye
gecildigi bolimde ifade edilmistir. Sonu¢ olarak bu boélimde zihin yetersizligi olan
bireylerin yasamlarini etkileyen cesitli gelismeler, olumlu ve olumsuz olaylar olarak iki
ana baslik altinda 6zetlenerek okuyuculara sunulmaktadir.

“20. Yiizyihn Ikinci Yarisi ve 21. Yiizyil” bashkli altinc1 boliimde, zihin yetersizligi
alanindaki dontistimler ve 6nemli gelismeler ele alinmis ve okuyucuya bu zaman dilimi
icerisindeki son durum sunulmustur. i1k olarak, 20. yiizyilin ilk yarisinda zeka 6l¢eklerinin
gelisimi ve bu 6lceklerin zihin yetersizligi tizerindeki olumlu etkileri incelendikten sonra
20. yuizyilin ikinci yarisindan itibaren uluslararasi kuruluslarin bu alandaki ¢abalari ve
insan haklar1 evrensel bildirgesiyle baslayan dizenlemeler sistematik bir sekilde
betimlenmistir. Boliimde, 1950'lerden itibaren Amerika Birlesik Devletleri ve
Avrupa'daki insan haklar1 ve demokrasi tartismalarinin zihin yetersizligi alanindaki
gelismelere nasil etki ettigi ayrintih bir sekilde ele alinmis ve yapilan yasal
diizenlemelerin, zihinsel yetersizligi olan bireylerin yasal haklari ve yasam standartlari
lizerindeki etkileri incelenmistir. Bunlarin yaninda boéliimde, 1950'li yillardan itibaren
zihin yetersizligi alanindaki paradigma degisimleri ve bu degisimlerin arkasindaki temel
anlayislar kapsamli bir sekilde analiz edilmis ve bu degisimler sonucu ortaya c¢ikan
yenilikler ele alinmistir. Zihin yetersizliginin tanimlanmasi ve siniflandirilmasindaki
degisimleri gormek adina Amerikan Psikiyatri Birligi (American Psychiatric Association)
tarafindan yayimlanan Ruhsal Bozukluklarin Tanisal ve Istatistiksel El Kitab1 (Diagnostic
and Statistical Manual of Mental Disorders), Diinya Saglik Orgiitii (World Health
Organization) tarafindan yayimlanan Hastaliklarin ve Saghkla Ilgili Sorunlarin
Uluslararasi Istatistiksel Siiflamas: (International Statistical Classification of Diseases
and Related Health Problems) ve Edouard Seguin tarafindan 1876 yilinda kurulan
Amerika Zihinsel ve Gelisimsel Yetersizlikler Birligi (American Association on Intellectual
and Developmental Disabilities) tarafindan yayimlanan uygulama kilavuzlar
derinlemesine incelenmistir. Sonu¢ olarak bu boéliimde, 20. ylzyilin ikinci yarisindan
glinlimiize kadar olan siirecte zihin yetersizligi merkeze alinarak bu alanda yasanan
gelismeler okuyuculara sistematik bir sekilde sunulmustur.

Kitabin “Turkiye’de Zihin Yetersizligi” baslikli son boliimiinde ise Tiirkiye'de zihin
yetersizligi ile ilgili tarih boyunca degisen tutumlar ve uygulamalar ele alinmistir.
Cumhuriyet 6ncesi donemde var olan Selguklu ve Osmanli Devletleri zamanindan
Cumbhuriyet sonrasi giiniimiiz Tiirkiye’sine kadar genis bir zaman dilimini kapsayan bu
bolimde 6zel egitimle ilgili gelismeler de kronolojik olarak sunulmustur. Cumhuriyet
oncesi donemde 6zel gereksinimli bireyler i¢in pozitif ayrimcilik ve tedavi ¢abalarinin 6ne
ciktigr ve zihin yetersizligi olan bireylerin 6zel durumlari nedeniyle toplumdan
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dislanmadiklari, aksine cesitli yardimlarla desteklendikleri belirtilmistir. Ozellikle
Osmanli Devleti zamaninda 6zel gereksinimli bireylerin gereksinimlerini karsilamak
adina bimarhaneler (hastane) ve ¢esitli okullar kuruldugu ifade edilmistir. Bu dénemde
yayimlanan eserlerde, toplumu bilin¢clendirmeye yonelik hareketlerin oldugu goriilmiis
ancak tiim yapilanlara karsin bu donemde 6zel gereksinimli bireylerin egitimlerinin
sinirh kaldig1 da vurgulanmistir. Cumhuriyet sonrasinda bu sinirlilik giderilerek egitime
verilen 6nem artmis, Cenevre Cocuk Haklar1 Beyannamesi (1924) ve Tiirk Medeni Kanunu
(1926) gibi belgeler, zihin yetersizligi olan bireylerin haklarina dikkat g¢ekmis ve
egitimlerine yonelik sorumlulugu vurgulamistir. 1950'lerden sonra ise 6zel egitim
alaninda cesitli yasal diizenlemeler yapilmis, 6zel egitim uzman yetistirme ¢abalar1 hiz
kazanmis ve bu dogrultuda 6zel egitim personel sayis1 artmistir. Tiim bu yasanan olumlu
gelismeler sonucunda da zihin yetersizligi olan bireylerin egitim olanaklari genislemistir.
80'li yillardan sonra 6zel egitimle ilgili yasal diizenlemeler, 6zellikle zihin yetersizligi olan
bireylerin egitimine odaklanmis, 1983’te Ozel Egitim ve Rehberlik Dairesi Baskanlig
kurulmus ve iiniversitelerde 6zel egitim programlari baglatilmistir. 1991'de 1. Ozel Egitim
Konseyi olusturularak kaynastirma programlar1 ve 0zel egitim hizmetlerinin
iyilestirilmesi hedeflenmis ve bunun akabinde 1992'de ¢ikarilan 3797 sayili kanunla Ozel
Egitim Rehberlik ve Danisma Hizmetleri Genel Miidirligi kurularak 6zel egitim alaninda
onemli adimlar atilmistir. 1997'den itibaren 6zel gereksinimli 6grencilerin
kaynastirma/butlinlestirme yoluyla egitim ve istihdamina yonelik yasal adimlar
bulunmaktadir. Sonug olarak bu béltimde Tiirkiye'de 6zel egitimin gecmisi ve gelecegi bir
arada ayrintili bir sekilde ele alinmis ve var olan durum agik ve anlasilir bir sekilde
betimlenmistir.

Kitabin editorii Prof. Dr. Nevin Gliner Onsdzde “6zel egitim alaninda g¢alisan
akademisyenler olarak genellikle hedefimiz ¢alistigimiz 6zel gereksinimli grubun topluma
katilimini ve onlarin gelecekte daha bagimsiz bir yasam stirmesini destekleyecek yaklasim,
yontem ya da programlar gelistirmektir; yani yiiziimiiz gelecege doniiktiir. Ancak bu kitapta
gecmise, hem de binlerce yil 6ncesine uzanarak ilk insanlardan bugiine “zihin yetersizligi”
olgusuna iliskin izleri takip etmeye calistik.” diyerek kitabin zihin yetersizligini merkeze
aldigini belirtse de aslinda kitap “zihin yetersizligi ve 6zel egitimin” tarihini sistematik ve
kronolojik bir sekilde incelemistir. Bu yoniiyle, diinyada zihin yetersizligi ve 6zel egitimin
tarihine iligskin bircok ¢alisma bulunmasina karsin, Tiirkiye baglaminda tarihsel birikimi
sistematik ve kapsamli bir sekilde ele alan ¢galismalar sinirhidir. Bu nedenle bu kitabin hem
kiiresel strecleri hem de Tiirkiye'ye 6zgii gelismeleri bir araya getirerek alanyazindaki
onemli bir eksikligi gidermeye yonelik degerli bir katki sundugu diisiintilmektedir. Bunun
yaninda kitapta yer alan gorsel materyaller, sunulan bilgilerin somutlasmasina katki
saglayarak anlasilirhigini kolaylastirmistir.

Sonug olarak tarih 6ncesi donemden glintimtize kadar olan stireci kapsayan ve son
olarak Tirkiye’deki durumu betimleyen Kkitabin, 6zel egitime ilgi duyan Ogretmen
adaylarina, 6gretmenlere, akademisyenlere ve politika yapicilara kapsaml bir bakis agisi
sunarak onemli bir rehber ve basucu kaynagi aday1 oldugu diistiniilmektedir.

Kaynakca
Giiner, N. (Ed.). (2024). Zihin yetersizliginin kisa tarihi. Egiten Kitap.
Yazar(lar)in Beyani

Arastirmacilarin katki orani beyani: Arastirmaci ¢aligmayi tek basina yliriitmiistiir, tiim katki
yazara aittir.



Zihin Yetersizligi 57

Etik Kurul Karari: Bu makalede sunulan ¢aligmanin bir kitap incelemesi olmasi nedeniyle
etik kurul iznine gerek duyulmamaktadir.

Catisma beyani: Calisma kapsaminda kisi/kurum/kuruluslarla herhangi bir ¢ikar catigmasi
bulunmamaktadir.

Destek ve tesekkiir: Bu arastirma i¢in herhangi bir kurumdan finansal destek alinmamustir.
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