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The aim of this study is to examine the effects of Fluency-Oriented Reading Instruction
on reading skills. The study group consisted of fifth-grade students. The quasi-
experimental pretest-posttest comparison group design was used in the present study
and a twenty-week study program was carried out. In the experimental intervention
process, the Fluency-Oriented Reading Instruction method, which is a classroom-based
approach for students at different reading levels involving the collective use of
multiple reading fluency methods and applications for the whole class, was applied to
the experimental group. “Error Analysis Inventory”, “Reading Prosody Rubric”and,
"Reading Comprehension Test" were used as data collection tools, "Personal
Information Form" was used to determine demographic features, and “Self, Peer and
Group Assessment Forms” were used for the students to assess themselves and their
peers. The one-way analysis of variance (ANOVA) and one-way analysis of covariance
(ANCOVA) were used in the analysis of the data obtained in the study. While the
findings obtained revealed significant differences in favor of the experimental group in
the students' narrative and informative text reading speed, reading prosody and
reading comprehension scores, no significant difference was found between the
experimental group and the control groups in terms of word recognition levels. The
findings obtained from the present study have shown that Fluency-Oriented Reading
Instruction, which is carried out with reader’s theater, paired reading, model reading
with audiobooks and home reading, affects the reading performances of students.
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Bu aragtirmanin amaci akici okuma odakli okuma 6gretiminin okuma becerilerine
etkisini incelemektir. Calisma grubunu besinci sinif 6grencileri olusturmustur. On test-
son test kontrol gruplu yari deneysel desenin kullanildigi bu arastirmada 20 haftalik bir
calisma programi yurGtiilmustir. Deneysel miidahale strecinde deney grubuna birden
fazla akici okuma ydnteminin bir arada kullanildigi, tim sinifa yonelik uygulamalari
iceren ve farkli okuma duizeyindeki 6grencilere yonelik sinif temelli bir yaklasim olan
akici okuma odakli okuma 6gretimi uygulanmistir. Veri toplama araci olarak “Yanhs
Analiz Envanteri”, “Okuma Prozodisi Dereceli Puanlama Anahtar” ve "Okudugunu
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dgrencilerin kendileri ve akranlarini degerlendirebilmeleri igin “Oz, Akran ve Grup
Degerlendirme Formlar” kullanilmistir. Arastirmada elde edilen verilerin analizinde tek
faktorli varyans analizi (ANOVA) ve tek yonli kovaryans analizi (ANCOVA)
kullaniimistir. Arastirmadan elde edilen bulgular; 6grencilerin hem 0Oykiileyici hem de
bilgilendirici metin okuma hizi, okuma prozodisi ve okudugunu anlama puanlari
arasinda deney grubu lehine anlamh farklarin oldugunu gosterirken kelime tanima
diizeyi agisindan deney ve kontrol gruplari arasinda anlamli bir fark bulunamamistir. Bu
arastirmadan elde edilen sonuglar; okuma tiyatrosu, esli okuma, sesli kitaplarla model
okuma ve ev okumalari ile yuarutilen akici okuma odakli okuma 6gretiminin
6grencilerin okuma performanslari tizerinde etkili oldugunu gostermistir.
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Introduction

Reading fluency is one of the main competencies of reading skills (National Reading Panel [NRP],
2000), which is of critical importance in terms of children's academic success and potential to earn their
living and contribute to national economy and safety (Annie E. Casey Foundation [AECF], 2010). The lack
of this quality in this literal aspect of reading prevents readers from fully comprehending texts they read
(Common Core State Standards, 2016; Rasinski et al., 2017). The critical role of fluency in reading
comprehension is not only limited to the primary school level and continues to be influential through
advancing grade levels (Ciuffo et al., 2017; Paige, Magpuri-Lavell, Rasinski & Smith, 2013; Paige, Rasinski
& Magpuri-Lavell, 2012; Rasinski et al. 2005; Yildirrm & Rasinski, 2014). Although previous studies
revealed that fluency is a strong predictor of reading comprehension at advancing grade levels
(Cetinkaya, Ates & Yildirim, 2016; Rasinski, Rikli & Johnston, 2009; Ricketts, Sperring & Nation, 2014;
Yildirim, Rasinski & Kaya, 2017; Zoccolotti, Luca, Marinelli & Spinelli, 2014), students who continue to
experience problems with fluency after primary school are unable to get the necessary support from
their teachers and curricula (Bigozzi, Tarchi, Vagnoli, Valente & Pinto, 2017; Bilge & Sagir, 2017; Joseph
& Schisler, 2009; Rasinski et al., 2005). At advancing grade levels, both teachers and the curriculum
focus on different skills and are unable to help students to solve the problems they face in literal reading
skills. This causes students who experience problems with reading fluency to struggle in course content
at advancing grade levels. The families of these students are generally unaware of this situation and
unable to realize the reading errors of students and their negative effects on comprehension,
furthermore, they do not presume that their children may experience reading difficulties at middle
school or high school level. The inability of students who experience problems in reading skills to receive
the necessary support during their education causes them to decline gradually. Individuals who cannot
comprehend what they read are unable to overcome the accumulating academic responsibilities and
therefore develop a negative attitude towards school and education. Reading errors and the resulting
comprehension problems cause children to read less and weaken their linguistic and cognitive abilities
(Babiir, Haznedar, Ergetin, Ozerman & Erdat Cekerek, 2011) as they directly or indirectly affect academic
success, attitude towards school and learning processes (Dindar & Akyol, 2014). Intervening with
students in the process with the right methods and techniques is an important requirement in terms of
developing their reading skills.

It is observed that reading fluency, which is assumed to be taught to students in primary school, is
not sufficiently possessed by middle-school students and that students experience problems with the
basic components of reading due to various reasons (Bilge & Sagir, 2017; Kanik Uysal & Akyol, 2019;
Kuruoglu & Sen, 2019; Vaughn & Fletcher, 2012). When the relationship between reading fluency and
comprehension is considered, it is revealed that fluency training should be maintained at advanced
grade levels as well. When previous studies on the development of reading fluency are considered in
terms of the methods and application groups used, they differ as studies using only one reading fluency
method (Duran & Sezgin, 2012a, 2012b; Paige, 2011; Roundy & Roundy, 2009), studies using multiple
reading fluency methods together (Kanik Uysal & Akyol, 2019; Marshall, 2017; Rasinski et al., 2017),
individual interventions (Akyol & Ketenoglu Kayabasi, 2018; Akyol & Kodan, 2016; Akyol & Yildiz, 2010;
Dundar & Akyol, 2014; Kaskaya, 2016; Ulu & Basaran, 2013), small group interventions (Kuhn, 2004,
2005; Kuruyer, 2014) and classroom-based interventions for the whole class (Kuhn & Woo, 2008;
Yildirim, Turan & Bebek, 2012). When the literature is reviewed, it is observed that two models that
include multiple reading fluency methods and are applicable to the whole class stand out (Kamil,
Pearson, Moje & Afflerbach, 2011; Rasinski et al., 2017; Zimmerman et al., 2019). These are the Fluency-
Oriented Reading Instruction [FORI] and Fluency Development Lesson [FDL]. Although the FORI (Stahl &
Heubach, 2005) and the FDL (Rasinski, Padak, Linek & Sturtevant, 1994) are two programs that are
similar in terms of the basic elements they contain, they differ from each other in some aspects. While
short texts such as poems and lyrics, which allow for prosodic reading, are used in the FDL, different
types of texts included in the program are used in the FORI. While the FDL is carried out in the form of
15-20 minutes of daily lessons with a text in each lesson, the same text is studied for a week in the FORI.
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The FORI is a program designed by Stahl and Heubach (2005) on the reorganization of the reading
program implemented in schools with a focus on fluency and comprehension. The researchers based
their study on the reading development model by Chall (1983). The reading model of Chall (1983)
defines the range from the pre-school period to the reading level of a university graduate in six stages.
In this model, the development at each stage is based on the concepts learned in the previous stage and
learning the next concepts is considered as the prerequisite for advancing to the following stage (Bastug,
2012; Kuhn & Stahl, 2000). Accuracy (word recognition), speed (automaticity in word recognition) and
prosody are considered as three successive main components in achieving reading fluency (Basaran,
2013; Bastug, 2012; Hasbrouck & Tindal, 2006; Keskin, 2012; Klauda & Guthrie, 2008; Kuhn,
Schwanenflugel & Meisinger, 2010; Rasinski, 2010; Wilger, 2008). Following the steps of phonological
awareness, spelling and word recognition, reading develops in the direction of gaining speed and
reading speed is considered to be a reflection of automaticity in word recognition (Rasinski & Young,
2017). The Model of Automatic Information Processing developed by LaBerge and Samuels (1974)
argues that word recognition should be automated to achieve comprehension as cognitive sources are
limited and that reading comprehension requires conscious control, active attention and cognitive
capacity. For this reason, the Model of Automatic Information Processing constitutes one of the
theoretical foundations of the present study.

Prosody is another reading fluency skill that steps in after automaticity in reading takes place.
Prosody is an important skill that allows for the determination of whether comprehension is achieved
during reading and attention is directed to meaning. Vacca et al. (2006) consider prosodic reading as an
indication of reading comprehension. Some researchers (Miller & Schwanenflugel, 2006; Rasinski &
Young, 2017) state that good readers have prosodic features to their oral reading while poor readers are
unable to reflect prosodic features in their reading. Model reading is one of the methods used to
improve the prosodic reading skills of students. Students are in need of model reading as they have
limited knowledge of what prosodic reading is and how it takes place (Cayir, 2014; Keskin, 2012).
Prosodic modeling is able to go beyond explaining what reading fluency is and demonstrate how it takes
place. Rasinski et al. (2009) state that students need the model of a professional reader in order to
achieve prosody and it is very difficult to achieve prosody without a model reader. Chomsky (1976) and
Hoffman (1987) state that auditory modeling by audiobooks helps students to achieve prosodic reading.
Another method used for the development of reading fluency is repeated reading. Repeated reading is
defined as "re-reading a short and meaningful passage until a satisfactory level of fluency is reached"
(Samuels, 1979, p. 404). Repeated reading is a flexible practice that can be structured for students who
are unable to reach desired levels of reading skills and used in support of existing reading programs
instead of being a stand-alone reading method (Samuels, 2006). Reader's theater, which is another
reading fluency method that is based on repeated reading, is a teaching method that requires students
to practice on texts and perform and includes many aspects of a successful fluency training (Rasinski &
Young, 2017). The fact that reader's theater has an application aspect motivates students to read. The
FORI is also based on repeated reading, which is implemented in various methods such as reader's
theater, paired reading and home reading.

Paired reading was first defined and implemented by Topping (1987, 1989) as a method used
between the family and the child, and later implemented by the researcher and others by being adapted
to classroom activities (Rasinski, 2010). Paired reading is an oral reading activity performed by two
students with different levels of reading skills taking turns reading a text suitable for their grade level
repeatedly and correcting each other's errors (Vaughn & Linan-Thompson, 2004; Keskin, 2012). When
students are reading the text together, one of them reads a portion of the text out loud, the other
student follows and helps correct their error if necessary (Stahl & Heubach, 2005). This pair activity,
which was structured for use among children with different abilities, provides a great opportunity for
cooperative learning (Topping, 1989). Paired reading was defined by Koskinen and Blum (1986) as a
training model for developing fluency that enables students to work together and engage in mutual
correction, feedback and praise and by Meisinger and Bradley (2008) as a fun and effective strategy to
motivate reading with fluency.
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Home reading, which can be defined as interactive reading exercises between the family and the
child, is the implementation of paired reading accompanied by a family member at home. In this
exercise, the student usually plays the role of the reader while the family member plays the role of the
listener. However, if model reading is required, the student can act as the listener. These daily exercises,
which are performed for 10-15 minutes at home for the continuation of the reading exercises carried
out at school, involves reading out loud to the family and getting feedback from them. Although
classroom teaching forms the basis of reading fluency exercises, practices carried out in coordination
with home reading allow for much better reading attainments (Leseman & de Jong, 1998). Exercises
carried out only in a classroom environment are inadequate in terms of the reading development of
students, therefore, support from family members contributes to faster development. Previous studies
(Kuhn & Woo, 2008; Rasinski et al., 1994; Rasinski & Stevenson, 2005; Rasinski & Zimmerman, 2001)
show that family participation and home reading are important and effective for the acquisition and
development of reading fluency skills.

Since methods such as model reading, paired reading, reader's theater and home reading, which are
among the main components of the study, provide students with model readers and support, the
Theory of Social Constructivism (Vygotsky, 1978) forms another theoretical foundation of the present
study. According to this approach, language learning is guided in line with children's social interactions
with peers and adults, and this process strongly supports the literacy skills of children. The basic view
proposed by Vygotsky (1978) is that children learn through their social interactions with each other. For
this reason, the family-child, teacher-student and student-student relationships and joint participation
in the learning process are important factors in learning and improving reading (Yildirnrm, 2010). This
theory also attaches importance to the role of teachers in the learning process and considers them as
models and guides. It argues that students should not be left alone completely in the learning process
and should gradually be given independence after acquiring certain principles with the help of adults
(Glines, 2007; Kusdemir, 2014; Cegen, 2000). The FORI follows a basic format that incrementally allows
students to be independent when reading a specific text (Stahl & Heubach, 2005). The instructional plan
is based on a three-day period. Teachers act as models in reading fluency and reading comprehension at
the beginning of the week, they reduce their support in the second and third days of the week and allow
for peer support, and exercises are carried out until the end of the week in order for the students to be
able to read with fluency on their own.

The Purpose and Importance of the Study

Students who are trained without reading fluency skills are affected by this deficiency throughout
their education (NRP, 2000) and the reading gap with their peers gradually increases (AECF, 2010). For
this reason, it is necessary to know the fifth-grade reading levels of students who start middle school,
detect and improve their reading fluency skills and plan activities accordingly. In middle school,
especially in the fifth-grade, this means allocating sufficient time for reading and comprehension
exercises, identifying and resolving problems, and making the necessary preparations for the advancing
grade levels. It is thought that students who are able to improve their learning skills and find solutions to
problems they experience with reading and comprehension through Turkish lessons will develop a
positive attitude towards all other subjects and increase their academic motivation. For this reason, in
the present study, it was aimed to examine the effects of Fluency-Oriented Reading Instruction, which is
a classroom-based approach for students at different reading levels that includes the combined use of
multiple reading fluency methods and applications for the whole class, on the reading skills of fifth-
grade students.

In line with this purpose, answers to the following questions were sought:

1. What are the effects of Fluency-Oriented Reading Instruction on the reading fluency skills of fifth-
grade students in narrative and informative text types?

2. What are the effects of Fluency-Oriented Reading Instruction on the reading comprehension skills of
fifth-grade students in narrative and informative text types?
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Method
Research Design

Randomized pretest-posttest comparison group, which is one of the quasi-experimental designs, was
used in the present study. Quasi-experimental designs are experimental designs that are used when the
requirements needed to control the effects of exogenous variables cannot be met (Christensen, Johnson
& Turner, 2015). Due to the fact that classes are created by school administrations in Turkey and
researchers are unable to intervene in this situation, studies can only be carried out with pre-existing
groups. In the present study, the individuals in the groups could not be selected randomly and the study
was conducted with the existing groups at the school, however, the experimental and control groups
were assigned randomly among the groups determined to have similar characteristics through analyses.
The experimental and control groups were selected among the groups with similar features in terms of
gender, socio-economic level, number of siblings, family education status, reading experiences,
frequency of receiving support from family and friends, recreational activities and pre-test scores. The
quasi-experimental design was used in the present study since it was aimed to determine whether a
significant difference occurred between the experimental group and other groups following the
selection of an experimental group among the student groups with similar features and the application
of the program in the experimental group.

Participants

The study group consisted of fifth-grade students studying in a public secondary school affiliated
with Ankara Provincial Directorate for National Education. First semester Turkish grade averages were
taken in order to determine the academic levels. Whether there was a significant difference between
the average Turkish exam scores of the students according to the class variable was examined using the
one-way analysis of variance (ANOVA) and it was determined that there was no statistically significant
difference. The results showed that the academic success levels of the seven different classes were
similar to each other (.29; p> .05). After the aforementioned conclusion (.29; p> .05) was reached, it was
decided to choose one of these classes as the pilot study group and three of them as the experimental,
control 1 and control 2 groups. Two control groups were selected to be able to observe whether the
teacher factor is influential and to ensure that the control process is healthier. Pilot studies were carried
out in one of the four randomly selected classes, and data on the evaluation of reading fluency and
reading comprehension skills were collected from the other three classes. As a result of the analyses
performed on the data obtained, it was decided to conduct the study with the students of the three
classes, between which no significant difference was found. A pilot study was conducted prior to the
actual application to be able to observe how the program designed in the experimental study will be
reflected in the application phase and to determine the missing points. A pilot study was carried out in
the final six weeks of the first semester of the 2017-2018 academic year. The parents of the students
were informed about the content and purpose of the study in a contact meeting. Model applications on
the paired reading exercises at home were shown to the parents. The special conditions and personal
features of the students were noted by taking detailed information from the parents. The program was
put into its final form by making arrangements on the problems detected in the pilot study.

After the determination of the experimental group, another meeting was held with the parents of
the students in this class, in which they were informed about the content and purpose of the study.
Model applications on how to perform the paired reading exercises throughout the experimental study
were shown to the parents. After the plenary meeting, the class was divided into groups based on the
reading levels of the students and four meetings were held in the first week of the second semester. The
first meeting group consisted of the parents of the students with poor reading skills. These parents were
interviewed individually to determine the reasons underlying the reading problems experienced by the
students in detail. The second meeting was held with the parents of the students at instructional level
and detailed information on the students was obtained. The third meeting group consisted of the
parents of the students at independent level. The parents of these students were informed and detailed
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information on the students was gathered. The Turkish teachers of the experimental group and the
control group were interviewed and informed about the details of the study.

Throughout the first two weeks of the second semester, an awareness week was conducted for the
experimental group. In the awareness week, the students gained awareness towards the activities to be
performed and the rubric to be used throughout the quasi-experimental study. Awareness training was
implemented for six hours for two weeks. After this awareness program, the main application was
initiated and the 12-week quasi-experimental study was conducted. After the study with the
experimental group was completed, some of the activities used in the experimental group were applied
in the Control 1 and Control 2 groups for two weeks. After the two-week awareness program, 12-week
experimental study process and two weeks of studies in the control group, a total of sixteen weeks and
forty-eight hours of study was completed. There were fifteen girls and eleven boys in the experimental
group, a total of twenty-six students, sixteen boys in the control 1 group, sixteen boys in the total of ten
girls, and twelve boys and ten girls in the control 2 group. The classes are chosen from four different
fifth grade classes of the same school. The fact that the Turkish lessons taught in the groups were
carried out with similar educational activities in line with the common group decision was influential in
the selection of the pilot, the experimental group and the control groups from four different fifth-grade
branches of the same school.

Data Collection Tools

77

The “Error Analysis Inventory”, "Reading Prosody Rubric [RPR]", "Reading Comprehension Test" and
"Reading Comprehension Rubric", which are the data collection tools of the present study, were used to
collect the pre-test and post-test data of the groups before the experimental study was initiated and
after it was completed. The texts used to evaluate reading fluency skills and determine reading
comprehension levels were selected based on expert opinion in accordance with textuality criteria.
Additionally, the "Personal Information Form" was used to determine the demographic features of the
students before the creation of the experimental group and the control groups, and the “Self, Peer and
Group Assessment Forms” were used for the students to assess themselves and their peers throughout
the experimental study.

Error Analysis Inventory: The "Error Analysis Inventory", which is used to determine the reading
levels of students, is an inventory that was created by Ekwall and Shanker (1988) and translated into
Turkish by Akyol (2005). With this inventory, the individual reading fluency and reading comprehension
skills of students can be measured. Vocabulary-phonetic knowledge is revealed with errors in oral
reading while reading comprehension skills are revealed with the questions asked following silent
reading.

Reading comprehension test and rubric: The preparation phase of the test consisted of the following
steps:

a) Creation of the text pool with the texts selected from Turkish coursebooks approved by the
Ministry of National Education and the Board of Education and Discipline and taught in previous years.

b) Referring to the opinions of a group of 10 experts consisting of academicians and Turkish teachers
to be evaluated for textuality in accordance with the "Textuality Criteria Expert Opinion Form" and the
determination of two highest-rated texts.

c) Determination of the attainments that are suitable for preparing questions by evaluating them in
terms of the attainments in the 2017 Fifth-Grade Turkish Curriculum involving measurability, suitability
for informative and narrative text types, and suitability for the acquisitions in the themes to be covered
throughout the experimental study in order to create the comprehension questions for the informative
and narrative text selected. Preparation of the question items towards fifteen reading attainments
determined with expert opinion. Grouping the questions as literal comprehension (recognition,
recollection) and inferential comprehension (inference and interpretation) (Akyol, 2005). Creation of a
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pool of 40 questions, involving 20 questions for the informative text and 20 questions for the narrative
text.

d) Evaluation of the question items by the Turkish education domain experts in order to determine
the content validity of the questions prepared. Conducting the pilot study of the ten-question reading
comprehension draft tests, which were determined through the assessment of the experts (Informative
text Content Validity Index (CVI) .92, Narrative Text CVI: .95), with fifth-grade students.

e) Determination of 6 open-ended question items for the informative text (3 literal / 3 inferential
comprehension) and 5 for the narrative text (3 literal / 2 inferential) based on the opinions of the
domain experts and the results obtained in the pilot study.

f) Preparation of rubrics to ensure the reliability of the evaluation in the open-ended reading
comprehension test. In the preparation phase of the rubric, first, a draft rubric was prepared and given
to two experts to evaluate the data collected in the pilot study. The experts made evaluations based on
this draft rubric, and the opinion of a higher-level evaluator was referred to when there was any
difference or inconsistency between the opinions of the two evaluators. After the rubric was finalized,
its Content Validity Index was determined (CVI: 1.0) by referring to the opinion of eight experts who are
doctorate students in the field of Turkish education. Based on the rubric prepared, literal
comprehension questions were scored between 0 and 2 while the inferential comprehension questions
were scored between 0 and 3.

Reading prosody rubric: The "Reading Prosody Rubric", which was developed by Zutell and Rasinski
(1991), rearranged by Rasinski (2004) and adapted in accordance with the linguistic features of Turkish
by Yildiz, Yildirim, Ates and Cetinkaya (2009), was used to evaluate the reading skills of the students. The
reading exercises of the students were recorded in the pre-test and post-test measurements and the
recordings were scored after being played back in a computer environment. The school library was used
while recording the sounds, and all external factors that would distract students were attempted to be
kept under control by establishing a quiet environment. After the sound recordings were evaluated by
two experts, the scoring agreement between the experts was examined in order to reveal the
consistency in the scoring.

Self, peer and group assessment forms: The Self, Peer and Group Evaluation forms were prepared
for the students to evaluate themselves, their friends and reader's theater groups. These rubrics were
created by the division of expected reading behaviors into sub-dimensions and the determination of the
potential performance levels of students for these sub-dimensions. After the items were determined
and the draft was prepared, expert opinion was referred to. The experts were asked to make
evaluations in terms of suitability to the target audience, comprehensibility, reflecting target behaviors
and suitability for the features of the rubric. The items were evaluated by an assessment and evaluation
expert and seven Turkish education experts. CVI was calculated as .92 for the Paired Reading Self-
Assessment Form, .96 for the Paired Reading Peer Assessment Form, .90 for the Reader's Theater Self-
Assessment Form and .93 for the Reader's Theater Group Assessment Form. The items that were
deemed "Suitable" by the experts were included in the assessment forms and necessary corrections
were made by considering the views of the experts on the suitability of these items in terms of language
and expression. After corrections were made based on the opinions of the experts, a pilot application
was performed with the fifth-grade students of another school with similar features to the school where
the experimental study was to be carried out. Since it was observed in the pilot application that the
students struggled to comprehend an item included in the "Self-Assessment Form", this item was
reorganized, and the rubric was finalized.

Personal Information Form: The "Personal Information Form" was prepared to collect the personal
information of the students (gender, number of siblings, educational background of parents, economic
status of the family, availability of a library at home, reading frequency, frequency of support from
family and friends, recreational activities). This form was used to obtain the personal information of the
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students and determine the experimental group and the control groups by considering this information.
The forms were filled out by the students under the guidance of the researcher.

Field notes: In the field notes, which are defined as the written expression of the researcher's
observations and experiences during the research process (Bogdan & Biklen, 2003), notes that define
the process are included. In the present study, the information obtained from parent interviews, the
notes in the self/peer/group evaluation and character analysis forms, observations regarding the
educational process, feedbacks on the events that occurred between families and students during home
readings and the reactions of the students towards the model reading, paired reading and reader's
theater methods were recorded to the field notes file throughout the study. These notes provided an
archive related to both the students and the research process. Additionally, the written opinions of the
parents and students were added to this file at the end of the study. In addition to creating a rich data
medium on the events that took place within the study process, the field notes also enabled the
researcher to better evaluate the strengths and weaknesses of the methods used in the FORI by
observing their effects on the students.

Data Collection

In order to collect research data, permission was obtained from the Ankara Provincial Directorate for
National Education, dated 07.11.2017 and numbered E.43180. Detailed information on the content and
purpose of the study was given to the administrative staff, the Psychological Counseling and Guidance
department of the school and the branch teachers of the classes included in the data collection process.
Students were also informed about the procedures and that participation in the study was voluntary.
Data were collected from all students as a result of their voluntary participation, however, the data from
the students with special education reports were not included in the study (2 in the experimental group;
2 in the control group 1; 2 in the control group 2).

During the data collection process, it was ensured that the students were in a comfortable
environment. The sound recordings to obtain reading fluency data were recorded in the library to
ensure that the environment is quiet, and the reading comprehension tests were performed in the
classrooms of the students. The reading comprehension tests, which were applied in both text types,
were performed every few days in order to ensure that the students are not overwhelmed. The duration
of the exam was determined as one course period. Precautions were taken during the recordings to
ensure that the excitement factors of the students did not affect their reading negatively. Problems that
may arise from breath control and the excitement factor were attempted to be taken under control by
talking with the students before starting the sound recording. The items in the Self/Peer and Group
Assessment Forms were explained to the students one by one and they were asked to perform model
applications on how the assessments would be made.

The lessons in the control groups were carried out by the students' own Turkish teachers and no
additional application outside the program was performed in these classes. The researcher participated
in the Turkish lessons in the control groups as an observer with permission from the teachers and
observed the suitability of the lecture to the Turkish Curriculum. It was observed that the teachers did
not digress from the Turkish coursebook and conducted the lessons in line with the instructions
provided in the book.

Data Analysis

The normality distributions of the data obtained in the present study were examined in order to
perform statistical analyses and it was determined that the skewness and kurtosis coefficients of both
the experimental group and the control groups were distributed between -2 and +2. For the normality
assumption of the distribution, the skewness and kurtosis coefficients between -2 and +2 are considered
sufficient (George & Mallery, 2010), and approaching these values to zero indicates that the distribution
is normal (Field, 2005; Tabachnick & Fidell, 2007). For this reason, the one-way analysis of variance
(ANOVA) was used to compare the score averages of the students from the pre-tests of reading fluency
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and reading comprehension in narrative and informative texts. When the pre-test scores of the students
in the experimental group and the control groups were in control, the one-way analysis of covariance
(ANCOVA) was used to determine whether there was a significant difference between the groups in
terms of post-test scores and to measure the effectiveness of the method applied in the experimental
group. The Cohen's d (Cohen, 1988) effect size was calculated for the analyses performed. Additionally,
the Krippendorff's Alpha method was used to calculate the inter-rater agreement.

Validity and Reliability of the Study

In order to ensure the validity and reliability of the study, the data collection, analysis processes and
the application phases of the experimental study conducted were explained in detail, and the criteria
used in the determination of the study group were explained. Since the data collection and
experimental study were carried out over a twenty-week period, the researcher had the opportunity to
be in the school for a long period, interact with the students and get to know them better by observing
them.

To ensure reliability and unbiased scoring, the reading comprehension questions were evaluated by
two different experts using the reading comprehension rubric. The oral reading recordings were also
evaluated by two experts and the "Krippendorff's Alpha method" reliability test was used to determine
inter-rater reliability. Krippendorff's (2007) alpha values higher than .80 indicate high levels of
agreement. It was determined that the Krippendorff's Alpha values of the agreement scores of the two
experts varied between .80 and .90.

Application Process of the Fluency-Oriented Reading Instruction

In the present study, the FORI, which is a program that appeals to students at different reading levels
with a focus on reading comprehension and can be implemented within the content of the Turkish
subject, was used. For the enrichment of this program, the studies by Carrick (2000), Kuhn and Stahl
(2003), Kuhn and Schwanenflugel (2006) and Kuhn and Woo (2008) were referred to. The main
framework of the program was preserved and certain changes were made on the reading fluency
methods included in the original program. As the original program was prepared for the second-grade
level, the "paired reading, echo reading, choral reading and repeated reading" methods were used. In
the present study, model readings were supplemented with audiobooks and the program was enriched
with the use of reader's theater, which is considered to increase reading fluency skills and ensure the
active participation of students in the process (Carrick, 2000; Keehn, 2003; Marshall, 2017; Martinez,
Roser & Strecker, 1999; Millin & Rinehart, 1999; Rasinski & Young, 2017; Smith, 2011; Visser, 2013). That
is because programs created by means of combining multiple methods are considered to be much more
effective on both reading fluency and reading comprehension skills (Rasinski, Reutzel, Chard & Linan-
Thompson 2011; Rasinski et al., 2017). It is stated that the studies conducted by referring to previous
studies by educational experts (Stanovich & Stanovich, 2003; Miller et al. 2014) are important in terms
of producing new information and contributing to the increase of cooperation.

The one-week course cycle of FORI is as follows:

Day one: The text is introduced. The prior knowledge of students is evoked, and their attention is
drawn to the text using additional materials related to the content of the text. Model reading and text
comprehension exercises are performed. Various techniques are used to discuss the story in the
comprehension exercises including Q & A and various mind maps such as student-generated questions
and story maps and Venn diagrams. Following the completion of the activities before, during and after
reading, students are tasked with reading at home. It is required to allocate a short amount of time (10-
15 minutes) for oral reading exercises at home. Students are asked to take the text home and read it out
loud to a family member.

Day two: Paired reading exercises are performed. Students are asked to practice reading the text,
assuming that they know and comprehend the text at that point. While reading, the students evaluate
their reading by filling out the self-assessment and peer assessment forms. The teacher walks around
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the classroom during the paired reading exercises, follows the reading activities of students and helps
implement the exercise in a healthy manner.

Day three: Presentations or writing exercises related to the text are carried out. If a particular text
was studied over the course of a week, the readings made by volunteering students who want to read
the text are listened to and evaluated. Friends of the volunteering students are asked to comment on
their reading. Discussions are made on whether the student reads the text in a rate that is suitable to its
meaning, pays attention to emphasis and intonation and reads with fluency. If reader's theater is
performed instead, reading and comprehension exercises are continued in the first week and
presentations are made at the end of the second week. In the reader's theater presentations, the most
successful group is selected by filling out the group assessment forms.

Findings

The findings obtained as a result of the analyses performed to find answers to the research
questions are presented below.

Tables 1,2,3 and 4 show the results of the one-way analysis of covariance (ANCOVA) regarding
whether there was a significant difference between the groups in terms of the post-test scores when
the word recognition, reading speed, prosody and reading comprehension pre-test scores of the
students in the experimental group and the control groups in the narrative and informative text types
were in control.

Table 1.
The Results of the ANCOVA Analysis on the Post-Test Scores Obtained from the Word Recognition Levels.
Source of Variance Sum of Squares df Mean Square F p n?
v WR_ Pretest (covariant) 346.78 1 346.78 48.18 .00** .10
¥ GROUP (Experimental 4.07 2 2.03 .283 .75 .05
£ /controll/control2)
Z  Error 496.62 68 7.19
691514.00 74
2
= WR_ Pretest (covariant) 665.65 1 665.65 86.58 .00** .15
€ GROUP (Experimental 33.36 2 16.68 2.17 12 .06
€ /control1/control2)
~  Error 530.48 68 7.68
Total 684109.42 74

WR: Word Recognition, **p<.01; *p<.05

When Table 1 is examined, it was found that there was no significant difference between the
average post-test scores corrected in accordance with the word recognition pre-test scores of the
students in different groups (narrative text [F(2.69)=.28, p> .05]; informative text [F(2.69)=2.17, p>.05]).
In other words, the word recognition levels of the students are unrelated to the method applied.
According to this, the FORI had a similar effect to the existing Turkish curriculum in terms of developing
the word recognition levels of the students in the Turkish subject.

When Table 2 is examined, according to the ANCOVA results, a significant difference in favor of the
experimental group was found between the average post-test scores corrected in accordance with the
reading speed pre-test scores of the students in different groups (narrative text [F(2.69)=3.99, p<.05];
informative text [F(2.69)=6.81, p<.01]). According to this, the reading speed levels of the students are
related to the method applied. The FORI was more effective compared to the existing Turkish curriculum
in terms of developing the reading speed levels of the students in the narrative and informative text
types. An eta-squared (r]z) value of 14 indicates a large effect size (Cohen, 1988). When the partial eta-
squared value indicating effect size is examined, it is observed that the experimental process had a large
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effect on the development of reading speeds in both narrative texts (n2= .33) and informative texts (n2=
.21). This result indicates that 21.00% and 33.00% of the change in the dependent variable originated
from the method applied.

Table 2.
The Results of the ANCOVA Analysis on the Post-Test Scores Obtained from the Reading Speed Values.
Source of Variance Sum of Squares df Mean Square F p r]z
v RS_ Pretest (covariant) 13487.78 1 13487.78  130.40 .00** 28
% GROUP (experimental 827.29 2 413.64 3.99 .02* .21
£ /controll/control2)
Z  Error 7136.94 68 103.43
Total 842384.00 74
v RS_ Pretest (covariant) 13047.79 1 13047.79  160.12 .00** 27
£ GROuUP (experimental 1111.05 2 555.52 6.81 .002** .33
€ /controll/control2)
€ Error 5622.39 68 81.48
~  Total 714422.50 74
RS: Reading Speed, **p<.01; *p<.05
Table 3.
The Results of the ANCOVA Analysis on the Post-Test Scores Obtained from the Reading Prosody Rubric.
Source of Variance Sum of Squares df  Mean Square F p n?
v PRO_ Pretest (covariant) 252.83 1 252.83 81.88 .00** .30
® GROUP (experimental 119.27 2 59.63 19.31 .00** .25
£ /controll/control2)
Z  Error 213.05 68 3.08
Total 10520.00 74
v PRO_ Pretest (covariant) 255.66 1 255.66 72.13 .00** 34
= GROUP (experimental 78.47 2 39.23 11.07 .00** 29
€  /controll/control2)
£ Error 24453 68 3.54
~  Total 9479.50 74

PRO: Prosody, **p<.01; *p<05

According to the ANCOVA results in Table 3, a significant difference in favor of the experimental
group was found between the average post-test scores corrected in accordance with the prosody pre-
test scores of the students in different groups ([narrative text F(2.69)=3.08, p<.01]; [informative text
F(2.69)=11.07, p<.01]). In other words, the prosody levels of the students are related to the method
applied. When the partial eta-squared value indicating effect size is examined, it is observed that the
experimental process had a large effect on the development of prosodic reading skills in both narrative
texts (n2= .25) and informative texts (n2= .29). This result indicates that 25.00% and 29.00% of the
change in the dependent variable originated from the method applied.

According to the ANCOVA results in Table 4, a significant difference in favor of the experimental
group was found between the average post-test scores corrected in accordance with the reading
comprehension pre-test scores of the students in different groups (narrative text [F(2.69)=5.94, p<.01];
informative text [F(2.69)=4.30, p<.05]). In other words, the FORI was more effective compared to the
existing Turkish curriculum in terms of developing the reading comprehension levels of the students in
the narrative and informative text types. When the partial eta-squared value is examined, it is observed
that the experimental process had a large effect on the development of reading comprehension skills in
both narrative texts (n2= .21) and informative texts (n2= .25). This result indicates that 21.00% and
25.00% of the change in the dependent variable originated from the method applied.
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Table 4.
The Results of the ANCOVA Analysis on the Post-Test Scores Obtained from the Reading Comprehension
Test.

Source of Variance Sum of Squares df Mean Square F p n?
v RC_ Pretest (covariant) 10951.46 1 10951.46 50.10 .00** .33
% GROUP (experimental 2597.39 2 1298.69 5.94  .004** .21
£ /controll/control2)
Z  Error 15081.80 68 218.57

Total 343160.00 74
v RC_ Pretest (covariant) 5083.41 1 5083.41 24.83 .00** .34
= GROuP (experimental 1762.92 2 881.46 4.30 .017* .25
E /controll/control2)
wg Error 14125.26 68 204.71
~  Total 270087.25 74

RC: Reading Comprehension, **p<.01; *p<.05
Discussion

This in the present study, which aimed to determine the effects of Fluency-Oriented Reading
Instruction on the reading skills of fifth-grade students, it was concluded that the Fluency-Oriented
Reading Instruction was effective in developing the reading fluency and reading comprehension levels of
the students in the narrative and informative text types.

When previous studies on reading fluency are examined in terms of the methods and application
groups used, these studies can be classified as studies using only one reading fluency method (Akyol &
Yildiz, 2010; Duran & Sezgin, 2012a, 2012b; Roundy & Roundy, 2009; Yilmaz, 2006), studies using
multiple reading fluency methods together (Ellis, 2009; Kuhn, 2004; Yilmaz & Koksal, 2008), individual
interventions (Akyol & Kodan, 2016; Diindar & Akyol, 2014; Kardas isler & Sahin, 2016; Kaskaya, 2016;
Ulu & Basaran, 2013), small group interventions and classroom-based interventions for the whole class
(Carrick, 2000; Cayir, 2014; Ellis, 2009; Keskin, 2012; Kuhn et al., 2006; Marshall, 2017; Paige, 2011;
Rasinski et al., 1994; Schwanenflugel et al., 2009; Smith, 2011; Thornton 2008; Turner, 2010; Varol,
2017; Yildirim et al., 2012). While there are studies conducted with one method and one student, there
are also other studies conducted with several methods, a single student or student groups with similar
reading levels.

The present study can be classified as a classroom-based intervention, which includes the use of
multiple methods and applications for a whole class with students at different reading levels. There are
certain similarities and differences between the findings of the present study and previous studies on
the effects of the "Fluency-Oriented Reading Instruction" (Kuhn et al., 2006; Schwanenflugel et al., 2009;
Thornton, 2008; Turner, 2010) and the "Fluency Development Lesson" (Cayir, 2014; Morrow, Kuhn &
Schwanenflugel, 2006; Rasinski et al., 1994; Rasinski et al., 2017; Reutzel & Hollingsworth, 1993; Varol,
2017; Yildirim et al., 2012; Zimmerman et al., 2019) on reading skills. In addition to the studies stating
that the Fluency Development Lesson and the Fluency-Oriented Reading Instruction affect reading
fluency and reading comprehension skills (Morrow et al., 2006; Rasinski et al., 1994; Thornton, 2008;
Turner, 2010; Varol, 2017; Yildirim et al., 2012), there are other studies stating that these approaches do
not have a significant effect on reading fluency and reading comprehension levels (Kuhn et al., 2006;
Schwanenflugel et al., 2009).

In the study conducted by Yildirnm et al. (2012), it was concluded that the Fluency Development
Lesson was effective in reading comprehension, listening comprehension and reading speed. This
reading program was considered to be successful by researchers due to the fact that it includes many
reading fluency methods and is suitable for the social learning theory. In the studies by Cayir (2014),
Rasinski et al. (2017) and Varol (2017), it was concluded that the fluency development program was
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effective in developing the accurate reading, reading speed, prosody and reading comprehension skills
of students.

In their study comparing the effectiveness of the Fluency-Oriented Reading Instruction (Stahl &
Heubach, 2005) and Continuous Reading (Kuhn, 2004, 2005) approaches, Schwanenflugel et al. (2009)
determined that the continuous reading approach affected reading fluency and did not affect reading
comprehension, and that the Fluency-Oriented Reading Instruction did not have a significant effect on
either skill. Additionally, they stated that the effects these approaches had on reading fluency and
reading comprehension were insignificant in the short term but had a positive effect on reading
comprehension in the long term. Similarly, Kuhn et al. (2006) examined the effectiveness of both
approaches but could not find a statistically significant difference between the experimental group and
the control group to which the aforementioned approaches were applied. The Fluency-Oriented Reading
Instruction approach used in the studies of Kuhn et al. (2006) and Schwanenflugel et al. (2009) includes
only the model, paired, echo and choral reading methods. According to Schwanenflugel et al. (2009),
one of the reasons why the Fluency-Oriented Reading Instruction approach applied in the study did not
yield effective results was that working on the same text for a week caused the students to feel bored.
The researchers stated that it was necessary to introduce texts such as poems, songs, plays, etc. to
motivate students towards repeated reading. Reader's theater, which eliminates the said deficiency and
enables students to enjoy working on the same text, is seen as the main element that differentiates the
use of the Fluency-Oriented Reading Instruction in the present study from other studies. No study was
found including reader's theater within the framework of Fluency-Oriented Reading Instruction as in the
present study and the studies examining the individual effectiveness of reader's theater (Carrick, 2000;
Keehn, 2003; Martinez et al.,, 1999; Smith, 2011; Visser, 2013) state that this method significantly
contributes to reading fluency and reading comprehension skills.

Lane et al. (2009) stated that reader's theater supported students to read with prosody due to its
applications involving repeated reading. In their study, Young and Rasinski (2009) used a systematic
approach and applied reader's theater with a weekly format over a 35-week period. They stated that the
significant improvements in reading comprehension, word recognition and reading speed were based
on the consistent implementation of reader's theater with a weekly format. In the present study, a
systematic approach was adopted, and the activities were carried out in the form of weekly programs.
The inclusion of students and parents in the program and their adoption of the exercises were facilitated
due to the fact that reader's theater and other activities were conducted within a certain plan.

In the present study, no significant difference was found between the groups in terms of word
recognition skills. When the results are examined, this situation can be explained by the fact that most
of the participating students had reached a certain level of word recognition skills by the time they
reached fifth grade, analyzed words successfully and demonstrated a similar performance in the post-
test data. Gildenoglu, Kargin and Miller (2014) determined that error rates of students increased as
their grade levels progressed and explained this by the fact that middle school students had already
reached a certain level. Zimmerman et al. (2019) stated that no significant difference could be obtained
in word recognition although important attainments were obtained in all other evaluations.

Although no significant difference was found between the word recognition levels of the
experimental group and the control groups, there was a significant difference in favor of the
experimental group in terms of the development levels of reading speed, reading prosody and reading
comprehension skills. When the findings of the study are examined, it is observed that the reading
speed development in both narrative and informative text types had a large effect. Previous studies
state that repeated learning is a strong method for developing reading speed (Martinez et al., 1999;
Mercer et al., 2000; Samuels, 1979; Vadasy & Sanders, 2008; Yilmaz, 2006; Young & Rasinski, 2009).
Therefore, it is thought that repeated reading at home and at school leads to automaticity and thus
affects the reading speed.
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According to Yildirnm (2010), in traditional approaches, students cannot find much opportunity to
perform oral reading due to insufficient time in the classroom and are unable to receive the necessary
support and feedback from their friends and teacher. According to the current Turkish Curriculum in
effect, the students in the control group had less opportunity to perform oral reading compared to the
experimental group and their reading fluency skills did not demonstrate a significant difference as the
students were unable to receive peer support. The students in the experimental group had the
opportunity to engage in repeated reading both at school and at home and received support from their
peers, teacher and parents due to the use of model reading, paired reading, reader's theater and home
readings. With reader's theater and paired reading, the students acted as models for each other, guided
each other and gave feedback to each other.

The third important component of reading fluency is prosodic reading, along with word recognition
and reading speed. The Fluency-Oriented Reading Instruction was effective in the development of
reading prosody and a significant increase was achieved in reading prosody levels. Model reading by a
good reader is important for the development of prosodic reading skills (Miller & Schwanenflugel, 2006;
Schwanenflugel et al., 2004). It is observed that the prosody scores of students increased in the studies
where prosodic modelling was performed (Dowhower, 1991; Keskin 2012; Yildirim et al., 2012; Young,
Bowers & MacKinnon, 1996; Young, Valadez & Gandara, 2016). In the present study, audiobooks and
prosodic modelling by the teacher were effective in developing the prosodic reading skills of the
students. Thanks to the model reading by their teacher at school and audiobooks at home, the students
gained awareness towards prosodic reading. They had the opportunity to reflect the prosodic reading
qualities that they obtained as a result of model reading in their own reading at the reader's theater
presentations.

The students in the experimental group receiving Fluency-Oriented Reading Instruction recorded a
statistically significant improvement compared to the control group in terms of comprehending the
narrative and informative texts. In the literature, there are studies stating that training programs on the
development of reading fluency skills improve reading comprehension (Akyol & Bastug, 2015; Cayir,
2014; Duran & Sezgin, 2012a, 2012b; Girbiiz, 2015; Rasinski et al. 1994; Yildirnm et al., 2012; Yilmaz
2006; Young et al., 2016) while other studies suggest that these pieces of training do not always
contribute to reading comprehension (Carrick, 2000; Keskin, 2012; Kuhn et al., 2006; O'Shea, Sindelar &
O'Shea, 1985; Schwanenflugel et al., 2009). The different results from the studies show that many
variables such as the grade and reading level of students, the teaching method used in the study and its
implementation time should be taken into consideration in the evaluation of the effects of reading
fluency training on reading comprehension skills.

In a study examining the effects of reading fluency methods on reading skills, Keskin (2012)
determined that paired reading, choral reading and structured reading methods were effective in
developing reading fluency skills but had no effect on the development of reading comprehension skills.
It is thought that factors such as the reading levels of the student group in the aforementioned study
and the implementation time of the method used were influential in this result. It is observed that a
single-method, 6-week program applied to fourth-grade students with reading skills at concerning levels
is insufficient for the development of reading comprehension skills. Carrick (2000) concluded that
reader's theater was effective in the development of accurate reading and reading speeds but had no
effect on reading comprehension.

Reading comprehension is a skill that is developed in a longer period of time and more complex
compared to reading fluency skills. The fact that the Fluency-Oriented Reading Instruction is not only
limited to activities towards developing reading fluency skills but also includes activities towards reading
comprehension was influential on the results of the present study.
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Conclusion and Implications

The results of the present study show that the Fluency-Oriented Reading Instruction, which is
applied to improve reading fluency and reading comprehension skills, is effective on fifth-grade students
at different reading levels. The fact that there are students who experience reading problems at
different grade levels and study groups may require the implementation of individual interventions in
addition to these classroom-based interventions. It may be necessary to support students who are
unable to receive family support and have concerning levels of word recognition and reading
comprehension using individual or small group study programs in addition to classroom-based
approaches. That is because it is necessary to determine the reading errors of these students at
different text levels, locate the sources of the errors, and plan individual exercises to eliminate these
errors in order to correct their reading difficulties. The present study is limited to a fourteen-week
period with fifth-grade students. The conduction of future studies to be carried out all year and
supported by different methods will both enrich the program and increase student acquisitions.

Identification of students who experience reading difficulties at the middle-school level by Turkish
teachers at the beginning of the semester will allow for the conduction of intervention studies according
to the needs of these students. These students can be directed to weekend courses and a specially
designated class can be established by the school administration. Intervention studies for students to
receive support based on their individual needs can be planned by creating groups consisting of
students with similar reading levels. Turkish teachers can work on strengthening the weaknesses of
students using reading fluency methods in these groups at weekends. The necessary support can be
provided to these students with elective courses and supplementary weekend courses.

In the present study, it was observed that cooperating with parents and getting their support by
informing them about the process affected the results. It was determined that students who had no
parental support and were unable to perform home readings lagged behind their peers. Researchers can
ensure that the process is efficient by frequently holding contact meetings with parents. Reader's
theater activities throughout the year can be planned by determining the texts and books to be used at
the beginning of the academic year. The activities of the groups prepared for reader's theater can be
periodically monitored and one group can be asked to give a presentation each month. In order to
positively develop the attitudes of students towards reading, scenario-building exercises can be
conducted for reader's theater by selecting works of children's literature that can be adapted into
dialogue and are suitable to the level of the students.

Reader's theater activities can be conducted on the scenarios written by the students, after getting
sufficient practice on existing texts and books. Activities that involve writing scripts and reading them
will contribute to the writing and reading fluency skills of the students. Each class can create its own
audiobook. Creating an audiobook as a classroom will motivate students to engage in repeated reading
and the success that will be achieved as a result of these repeated reading activities will build their self-
confidence. The methods to be applied in classrooms with hearing-impaired students should be chosen
more carefully. For example, hearing devices produce a buzzing sound in noisy environments. For this
reason, other collaborative reading fluency methods can be used in these classes instead of the choral
reading method. Various reading fluency approaches can be implemented in the classroom and their
effects on reading and comprehension can be compared. It can be determined which approaches are
effective in terms of the reading attitudes and motivations of students. The errors made by students
with different levels of reading and comprehension levels during reading can be analyzed and the types
of words or sentences that the students struggle with can be determined.
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Turkish Version

Girig

Cocugun okuldaki basarisi, hayatini kazanma potansiyeli, Glke ekonomisine ve gilivenligine katkida
bulunma kabiliyeti agisindan kritik 6Gneme sahip olan (Annie E. Casey Foundation [AECF], 2010) okuma
becerisinin temel yeterliliklerinden birisi akici okumadir (National Reading Panel [NRP], 2000). Okumanin
bu temel yoéninde yasanan eksiklik okuyucularin okuduklari metinleri yeterince anlayamamalarina
neden olmaktadir (Common Core State Standards, 2016; Rasinski et al.,, 2017). Akici okumanin
okudugunu anlamadaki kritik rolii ilkokulla sinirh kalmayarak ilerleyen sinif diizeylerinde de devam
etmektedir (Ciuffo et al., 2017; Paige, Magpuri-Lavell, Rasinski ve Smith, 2013; Paige, Rasinski ve
Magpuri-Lavell, 2012; Rasinski et al., 2005; Yildirrm & Rasinski, 2014). Yapilan arastirmalar okuma
akiciliginin ilerleyen sinif diizeylerinde okudugunu anlamada gii¢li bir yordayici oldugunu ortaya
koymasina ragmen (Cetinkaya, Ates & Yildirim, 2016; Rasinski, Rikli & Johnston, 2009; Ricketts, Sperring
& Nation, 2014; Yildirim, Rasinski & Kaya, 2017; Zoccolotti, Luca, Marinelli & Spinelli, 2014) ilkokuldan
sonra akicilik sorunu yasamaya devam eden &grenciler, 6gretmenlerinden ve ders programlarindan
gerekli destegi alamamaktadir (Bigozzi, Tarchi, Vagnoli, Valente & Pinto, 2017; Bilge & Sagir, 2017;
Joseph & Schisler, 2009; Rasinski et al., 2005). ileri sinif diizeylerinde hem &gretmen hem de miifredat
farkh becerilere yogunlasmakta, 6grencilerin temel okuma becerilerinde yasadigi problemlere yardimci
olamamaktadir. Bu da akici okuma sorunlari yasayan 6grencilerin sinif diizeyindeki ders iceriklerinde
zorlanmasina sebep olmaktadir. Bu 6grencilerin aileleri de kendileri de yasadiklari durumun ¢ogu zaman
farkina varamamakta, 6grenci yanlis okumalarini ve bunun anlama olan olumsuz etkisini fark
etmemekte, aile de ortaokul ya da lise diizeyine gelmis ¢ocugunun okuma glicligl yasayabilecegine
ihtimal vermemektedir. Okuma becerisinde sorunlar yasayan bir 6grencinin egitim 6gretim faaliyetleri
siresince gerekli destegi alamamasi, akademik basarisinin giderek azalmasina sebep olmaktadir.
Okudugunu anlayamayan bir birey; Ust liste gelen akademik sorumluluklarin altindan kalkamamakta,
okula ve egitime karsi olumsuz bir tutum gelistirmektedir. “Okuma hatalari ve bundan kaynakl
okudugunu anlama sorunlari akademik basarinin yani sira okula iliskin tutum ve 6grenme siregleri
Uzerinde de dolayh ve dogrudan olumsuz etkiler yaratmaktadir” (Dindar & Akyol, 2014, p. 365). Tim
bunlar da “cocugun az okumasina bu da dilsel ve bilissel yetilerinin yoksullasmasina neden olmaktadir”
(Babiir, Haznedar, Ercetin, Ozerman & Erdat Cekerek, 2011, p. 2). Ogrencilere siireg icerisinde dogru
yontem ve tekniklerle midahale edilmesi, bu 6grencilerin okuma becerilerinin gelistirilmesi hususunda
onemli bir ihtiyactir.

ilkokul yillarinda kazandirildig1 varsayilan akici okuma becerisinin ortaokula gelen 6grencilerde
yeterince iyi olmadigl, cesitli sebeplerden dolayi 6grencilerin okumanin temel bilesenlerinde sorunlar
yasadigi gorilmektedir (Bilge & Sagir, 2017; Kanik Uysal & Akyol, 2019; Kuruoglu & Sen, 2019; Vaughn &
Fletcher, 2012). Akici okumanin okudugunu anlamayla olan iliskisi goz 6éniine alindiginda, bu egitimin
ilerleyen sinif diizeylerinde de devam etmesi gerektigi ortaya ¢ikmaktadir. Akici okumanin gelistirilmesi
lizerine yapilan arastirmalar, kullanilan yontemler ve uygulama gruplari agisindan degerlendirildiginde;
sadece bir akici okuma yontemini kullanan galismalar (Duran & Sezgin, 2012a, 2012b; Paige, 2011;
Roundy & Roundy, 2009), birden ¢ok akici okuma yéntemini bir arada kullanan galismalar (Kanik Uysal &
Akyol, 2019; Marshall, 2017; Rasinski et al., 2017), bireysel midahaleler (Akyol & Ketenoglu Kayabasi,
2018; Akyol & Kodan, 2016; Akyol & Yildiz, 2010; Diindar & Akyol, 2014; Kaskaya, 2016; Ulu & Basaran,
2013), kiguk grup mudahaleleri (Kuhn, 2004, 2005; Kuruyer, 2014) ve tiim sinifa yoénelik yaratalen sinif
temelli midahaleler (Kuhn & Woo, 2008; Yildirim, Turan & Bebek, 2012) olmak Uzere farkhlasir. Alan
yazin incelendiginde birden ¢ok akici okuma yéntemini icinde barindiran ve tiim sinifa uygulanabilen iki
modelin 6n plana giktigl gorilmektedir (Kamil, Pearson, Moje & Afflerbach, 2011; Rasinski et al., 2017;
Zimmerman et al., 2019). Bunlar: Akici okuma odakli okuma 06gretimi (Fluency-Oriented Reading
Instruction [FORI]) ve akiciligi gelistirme dersidir (Fluency Development Lesson-[FDL]). Akici okuma
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odakli okuma 6gretimi (Stahl & Heubach, 2005) ve akiciligi gelistirme dersi (Rasinski, Padak, Linek ve
Sturtevant, 1994) icerdikleri temel 6geler agisindan birbirine benzeyen iki program olmasina ragmen
bazi hususlarda birbirlerinden ayrilmaktadir. Akiciligi gelistirme dersinde siir ve sarki sozleri gibi daha gok
prozodik okuma imkani saglayan kisa metinler kullanilirken akici okuma odakli okuma 6gretiminde
programda yer alan farkh tirde metinler kullanilmaktadir. Akicihgi gelistirme dersi, her ders farkli metin
kullanilan 15-20 dakikalik giinliik dersler seklinde yurttulirken akici okuma odakl okuma 6gretiminde
ayni metin Gzerinde bir hafta boyunca c¢alisiilmaktadir.

Akici okuma odakli okuma 6gretimi Stahl ve Heubach (2005) tarafindan okullarda uygulanmakta olan
okuma programinin akicilik ve anlam odakh olarak tekrar organize edilmesi Uzerine tasarlanmis bir
programdir. Arastirmacilar ¢alismalarinda Chall'in (1983) okuma gelisim modelini esas almislardir. Chall
(1983) okuma modeli, okul éncesi donemden baslayarak Universite mezunu bir 6grencinin okuma
diizeyine kadar olan araligi alti asamada tanimlamaktadir. Bu modelde her asamadaki gelisim bir dnceki
asamada 6grenilen kavramlara dayandiriimakta ve bir sonrakini 6grenmek, ondan daha sonra gelecek
asamaya ulasmak igin 6n kosul kabul edilmektedir (Bastug, 2012; Kuhn & Stahl, 2000). Okumada akiciliga
ulasmak icin birbirini takip eden Ug¢ temel bilesen olarak da dogru okuma (kelime tanima), okuma hiz
(kelime tanimada otomatiklesme) ve prozodi kabul edilmektedir (Basaran, 2013; Bastug, 2012;
Hasbrouck & Tindal, 2006; Keskin, 2012; Klauda & Guthrie, 2008; Kuhn, Schwanenflugel & Meisinger,
2010; Rasinski, 2010; Wilger, 2008). Okuma ses farkindaligi, heceleme ve kelime tanima basamaklari
¢Ozuldiikten sonra hiz kazanma yoninde gelismekte; okuma hizi, kelime tanimadaki otomatikligin bir
yansimasi olarak degerlendirilmektedir (Rasinski & Young, 2017). LaBerge ve Samuels (1974) tarafindan
gelistirilen Otomatik Bilgi isleme Modeli, bilissel kaynaklarin sinirl oldugu ve anlama ulasilabilmesi icin
kelime tanimada otomatiklesilmesi gerektigini savunarak okudugunu kavramanin bilingli kontrol, aktif
dikkat ve bilissel kapasite gerektirdigini ifade eder. Bu nedenle bu arastirmanin teorik temellerinden
birisini Otomatik Bilgi isleme Modeli olusturmaktadir.

Okumada otomatiklesme gerceklestikten sonra devreye giren diger bir akici okuma becerisi
prozodidir. Prozodi, okurken anlama ulasilip ulasilamadiginin, dikkatin anlama verilip verilmediginin
tespit edilmesini saglayan énemli bir beceridir. Vacca vd. (2006) prozodik okumayi, okuyucunun okudugu
materyali anlamasinin bir gostergesi olarak kabul etmektedir. Arastirmacilar (Miller & Schwanenflugel,
2006; Rasinski & Young, 2017) iyi okuyucularin sesli okumalarina prozodik o6zellikleri tasidigini, zayif
okuyucularin ise okumalarina prozodik 6&zellikleri yansitamadigini ifade etmektedir. Ogrencilerin
prozodik okuma becerilerinin gelistirilebilmesi i¢in kullanilan yontemlerden birisi model okumadir.
Ogrencilerin prozodik okumanin ne oldugu ve nasil olacagi konusunda bilgileri sinirli oldugu igin model
okumalara ihtiyaglari vardir (Cayir, 2014; Keskin, 2012). Prozodik modelleme akici okumanin ne
oldugunun anlatilmasinin 6tesine gecerek nasil oldugunu gosterebilmektedir. Rasinski vd. (2009) prozodi
becerisinin kazanilmasi igin 6grencilerin profesyonel bir okuyucunun modelligine ihtiya¢ duydugunu,
model okuyucu olmadan prozodi becerisinin kazanilmasinin ¢ok zor oldugunu belirtmektedir. Chomsky
(1976) ve Hoffman (1987) sesli kitaplar sayesinde alinan isitsel modellemenin 6grencilerin prozodik
okumalarina yardimci oldugunu ifade etmektedir.

Akici okumanin gelisimi igin kullanilan bir diger ydontem de tekrarli okumadir. Tekrarli okuma “kisa ve
anlamli bir metnin akicilik saglanana kadar tekrar tekrar okunmasi” olarak tanimlanmaktadir (Samuels,
1979, p. 404). Tekrarlh okuma tek basina kullanilan bir okuma ydntemi olmaktan ziyade sirdirilen
okuma programlarina destek olarak kullanilan ve hedeflenen okuma becerisine ulasamayan 6grenciler
icin yapilandirilabilen esnek bir uygulamadir (Samuels, 2006). Temeli tekrarli okumaya dayal olan bir
diger akici okuma yontemi olan okuma tiyatrolari da 6grencilerin metin lzerinde pratik yaparak daha
sonra bunu uygulamasini gerektiren ve basarili bir akicilik egitiminin birgok 6zelligini icinde barindiran bir
o6gretim yontemidir (Rasinski & Young, 2017). Okuma tiyatrolarinin uygulama boyutunun olmasi tekrarh
okuma yapmalari igin 6grencilere 6nemli bir gerek¢ce sunmaktadir. Akici okuma odakli okuma
o6gretiminin de temeli tekrarli okumalara dayanmakta, bu tekrarli okumalar okuma tiyatrosu, esli okuma
ve ev okumalari gibi farkli yontemlerin icine sindirilmektedir.
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Esli okuma ilk olarak Topping (1987, 1989) tarafindan aile ve ¢ocuk arasinda kullanilan bir yontem
olarak tanimlanmig ve kullanilmis ancak daha sonra arastirmaci ve digerleri tarafindan sinif etkinliklerine
uyarlanarak kullanilmis bir yontemdir (Rasinski, 2010). Esli okuma, okuma becerileri agisindan
birbirinden farkhhk gosteren iki 6grencinin sinif diizeyine uygun bir metni tekrarli ve donlsiimli olarak
ve birbirlerinin hatalarini dizelterek yaptiklari sesli okuma etkinligidir (Vaughn & Linan-Thompson, 2004;
Keskin, 2012). Ogrenciler metni birlikte okurken, 6grencilerden biri metnin bir béliimiini yiksek sesle
okur, digeri onu takip eder ve gerekirse arkadasina hatasini dizeltmesi icin yardim eder (Stahl &
Heubach, 2005). Farkh yeteneklere sahip ¢ocuklar arasinda yapilandirilmis bu ikili ¢calisma, is birlikli
O6grenme igin buyik bir firsat saglar (Topping, 1989). Koskinen ve Blum (1986) esli okumayi; 6grencilerin
birlikte ¢alismalarini, karsilikli diizeltme, geri bildirim ve 6vgu sunmalarini saglayan akicihigi gelistirme
egitim modeli olarak, Meisinger ve Bradley (2008) ise akici okumayi tesvik etmek igin eglenceli ve etkili
bir strateji olarak nitelendirmistir.

Aile ve ¢ocuk arasinda etkilesimli bir sekilde gecen sesli okuma galismalari olarak tanimlanabilecek ev
okumalari ise esli okuma galismasinin evde aile bireylerinden birisi esliginde gerceklestirilmesidir. Bu
calismada genellikle 6grenci okuyucu roliinde, aile bireylerinden birisi de dinleyici rolindedir. Ancak
model okumaya ihtiya¢c duyulur ise 6grenci de dinleyici olabilmektedir. Okulda yiritilen okuma
¢alismalarinin devam ettirilmesi adina evde glinliik 10-15 dakikalik stireyle yapilan bu ¢alismalar aileye
sesli okuma ve onlardan doénit almayi igerir. Akici okuma galismalarinda her ne kadar sinif 6gretimi esas
olsa da ev okumalari ile koordineli bir sekilde yuritilen ¢alismalar ¢ok daha iyi okuma kazanimlari elde
edilmesini saglamaktadir (Leseman & de Jong, 1998). Sadece sinif ortaminda yapilan calismalar
ogrencilerin okuma gelisimi agisindan yeterli olmamakta, aileden alinacak destek gelisimin ¢cok daha hizl
olmasina katki saglamaktadir. Yapilan arastirmalar (Kuhn & Woo, 2008; Rasinski et al., 1994; Rasinski &
Stevenson, 2005; Rasinski & Zimmerman, 2001) akici okuma becerilerinin kazanilmasi ve
gelistirilmesinde aile katilminin ve ev okumalarinin 6nemli ve etkili oldugunu géstermektedir.

GCalismanin temel bilesenlerinden olan model okuma, esli okuma, okuma tiyatrosu ve ev okumalari
O0grencilere hem model hem de destek alma sansi sundugu igin Sosyal Yapilandirmacilik Kurami
(Vygotsky, 1978) bu calismanin kuramsal temellerinden bir digerini olusturmaktadir. Bu yaklasima gore,
dil 6grenimi c¢ocuklarin akranlariyla ve yetiskinlerle olan sosyal etkilesimleri dogrultusunda
yonlendirilmekte ve bu siire¢ ¢ocuklarin okuma yazma becerilerini glglu bir sekilde desteklemektedir.
Vygotsky’nin (1978) ortaya attigi temel goriis cocuklarin birbirleriyle olan toplumsal etkilesimleri sonucu
ogrendikleridir. Bu sebeple aile-cocuk, 6gretmen-6grenci ve 6grenci-6grenci arasindaki iliskiler ve
O6grenme slirecine birlikte katilim, okumayi 6grenme ve gelistirmede énemli unsurlardir (Yildinm, 2010).
Ayni zamanda bu kuram, 6grenme siirecinde 6gretmeninin roliinii 6nemser ve 6gretmeni bir model ve
rehber olarak kabul eder. Ogrencinin 6grenme siirecinde tamamen yalniz birakilmamasi, yetiskin
yardimiyla bazi prensipleri kazandiktan sonra kademeli olarak bagimsiz birakilmasi gerektigini savunur
(Cecen, 2000; Giines, 2007; Kusdemir, 2014). Akici okuma odaklh okuma 6gretimi de belirli bir metni
okurken asamali bir sekilde 6grencinin serbest birakilmasina izin veren basit bir format izler (Stahl &
Heubach, 2005). Ders plani, {i¢ giinlik bir ddneme dayanmaktadir. Ogretmen, haftanin basinda akici
okuma ve okudugunu anlama konusunda model olur, haftanin ikinci ve lgilncl giini kendi destegini
azaltarak akran destegine yer verir, hafta sonuna kadar ¢ocuklarin okumalarini kendi baslarina akici bir
sekilde yapabilmeleri igin ¢alismalar stirdirulr.

Arastirmanin Amaci ve Onemi

Akici okuma becerisinden yoksun yetisen 6grencilerin bu yetersizlikleri egitimleri sliresince devam
etmekte (NRP, 2000), dordiinct sinifa kadar temel okuma becerilerini elde edememis 6grencilerin
ilerleyen yillarda akranlari ile arasindaki okuma a¢igl gitgide artmaktadir (AECF, 2010). Bu nedenle de
ilkokulu bitirerek ortaokula gegen Ogrencilerin besinci siniftaki okuma diizeylerinin bilinmesi, akici
okuma becerilerinin tespit edilerek gelistirilmesi ve bu dogrultuda etkinlikler planlanmasi gerekmektedir.
Ortaokulda ozellikle de besinci sinif dizeyinde, okuma ve anlama c¢alismalarina yeterli 6lglide zaman
ayrilmasi, sorunlarin tespit edilerek ¢6ziime kavusturulmasi, ileri sinif dizeylerine gerekli hazirhgin
yvapilmasi anlamina gelmektedir. Tiirkce dersi vasitasiyla okuma becerileri gelisen, okuma ve anlama
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sorunlarina ¢6ziim bulabilen 6grencilerin diger tim derslere yonelik de olumlu tutum gelistirecegi,
akademik motivasyonunun artacagi disiinilmektedir. Bu nedenle bu ¢alismada birden fazla akici okuma
yonteminin bir arada kullanildigi, tim sinifa yonelik uygulamalari iceren ve farkli okuma dizeyindeki
ogrencilere yonelik sinif temelli bir yaklagim olan akici okuma odakli okuma 6gretiminin besinci sinif
ogrencilerinin okuma becerisine etkisini incelemek amaglanmistir.

Bu amag dogrultusunda asagidaki sorulara cevap aranmistir:

1. Akici okuma odakli okuma 6gretiminin besinci sinif 6grencilerinin 6ykileyici ve bilgilendirici metin
turindeki akici okuma becerisine etkisi nedir?

2. Akici okuma odakli okuma 6gretiminin besinci sinif 6grencilerinin dykuleyici ve bilgilendirici metin
tlrtindeki okudugunu anlama becerisine etkisi nedir?

Yontem
Arastirma Modeli

Arastirmada yari deneysel desenlerden eslestiriimemis kontrol gruplu 6n test-son test deseni
kullaniimistir. Yari deneysel desenler dissal degiskenlerin etkilerini kontrol etmek icin ihtiyac duyulan
gereksinimlerin karsilanamadigi durumlarda kullanilan (Christensen, Johnson & Turner, 2015) deneysel
desenlerdir. Turkiye’de siniflar okul idareleri tarafindan olusturuldugu ve arastirmacilarin bu duruma
miidahale etme sanslari bulunmadigl icin arastirmalar hazir gruplar ile yirutilebilmektedir. Bu
arastirmada da gruplarda yer alan bireyler yansiz olarak segilememis, okulda var olan hazir gruplar ile
arastirma yuritilmas ancak yapilan analizler sonucunda benzer 6zellikler tasidigi belirlenen gruplar
icinden deney ve kontrol gruplari yansiz olarak atanmistir. Deney ve kontrol gruplari; cinsiyet, sosyo-
ekonomik diizey, kardes sayisi, aile egitim durumu, okuma yasantilari, aileden ve arkadastan destek
alma sikligl, bos zamanlarini degerlendirme etkinlikleri ve 6n test puanlari agisindan benzer 6zellikler
taslyan gruplardan segcilmistir. Birbiri ile benzer 6zellikler tasiyan 6grenci gruplari icerisinden bir deney
grubu segilerek bu deney grubunda uygulanan program sonrasinda deney grubu ile diger gruplar
arasinda anlamli bir fark olusup olusmadigini tespit etmek amaclandigi icin bu ¢alismada yari deneysel
desen tercih edilmistir.

Katilimcilar

Arastirmanin calisma grubunu Ankara il Milll Egitim Mudirligiine bagh bir devlet ortaokulunun
besinci sinif 6grencileri olusturmaktadir. Siniflarin akademik dizeylerinin belirlenmesi amaciyla birinci
dénem Tiirkce dersi not ortalamalari alinmistir. Ogrencilerin Tiirkce dersi sinav ortalamalari arasinda
sinif degiskenine gore anlamh bir farkin olup olmadigi yapilan tek faktorli varyans analiziyle (ANOVA)
incelenmis ve istatistiksel olarak anlamli bir farkin olmadigi tespit edilmistir. Sonuglar yedi farkli sinifin
Turkge dersi akademik basarilarinin benzer oldugunu géstermistir (.29; p> .05). Siniflarin Turkge dersi
akademik basarilarinin benzer oldugu sonucuna (.29; p> .05) ulasildiktan sonra bu siniflardan birinin pilot
calisma grubu, ticiiniin de deney ve kontrol 1, kontrol 2 grubu olarak belirlenmesine karar verilmistir. iki
kontrol grubu secilmesine karar verilmesinin sebebi 6gretmen faktorinin etkili olup olmadigini
gorebilmek, kontrol sirecinin daha denetimli ve saglikh olmasini saglamaktir. Tesadiifi yolla belirlenen
dort siniftan birisinde pilot calismalar yirattlmis, diger l¢ siniftan akici okuma ve okudugunu anlama
becerilerini degerlendirmeye yonelik veriler toplanmistir. Elde edilen veriler lizerinde yapilan analizler
sonucunda aralarinda anlamli fark bulunmayan (g sinifin 6grencileriyle arastirmanin ylratialmesine karar
verilmistir. Deneysel ¢alismada planlanan programin uygulamaya nasil yansiyacagini gorebilmek ve eksik
noktalari belirleyebilmek adina asil uygulama 6ncesi pilot ¢alisma yapilmistir. 2017-2018 egitim 6gretim
yilinin birinci doneminin son alti haftasinda pilot ¢alisma yiritiilmustir. Bu sinifin 6grenci velileri ile
bilgilendirme toplantisi yapilarak ailelere ¢alismanin icerigi ve amaciyla ilgili agiklamalar yapilmistir. Evde
aile ile yapilacak esli okuma galismalarinin nasil yapilacagina dair 6rnek uygulamalar gosterilmistir.
Ogrencilerin 6zel durumlari ve bireysel &zellikleriyle ilgili, velilerden ayrintili bilgiler alinarak not
edilmistir. Pilot calismada tespit edilen sorunlar Uzerinde dizenlemeler yapilarak programa son hali
verilmistir.
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Deney grubunun belirlenmesinin ardindan bu sinifin velileri ile de toplanti diizenlenmis ve veliler
¢alismanin igerigi ve amaclari konusunda bilgilendirilmistir. Deneysel ¢alisma boyunca evde aile ile
yurutllecek egli okuma galismalarinin nasil yapilacagina dair 6rnek uygulamalar gosterilmistir. Genel
toplantidan sonra &grencilerin okuma diizeyine gore sinif gruplara ayrilmis ve ikinci dénemin ilk
haftasinda dort toplanti yapilmistir. ilk toplanti grubunu okuma becerisi zayif olan &grencilerin velileri
olusturmustur. Bu veliler ile tek tek gorusllerek ayrintili bir sekilde 6grencilerin yasadigi okuma
sorunlarinin altinda yatan sebepler tespit edilmeye calisilmistir. ikinci toplanti 6gretim diizeyinde olan
dgrencilerin velileri ile yapilmis ve onlardan da 6grencilerle ilgili ayrintih bilgi alinmistir. Uglincii toplanti
grubunu da bagimsiz diizeydeki 6grencilerin velileri olusturmustur. Bu 6grencilerin velileri de tekrar
bilgilendirilmis ve 06grencilerle ilgili ayrintili bilgi toplanmigtir. Ayrica deney grubunun ve kontrol
grubunun Tirkge 6gretmenleri ile de gorlismeler yapilarak ¢alismanin detaylari hakkinda onlarin da bilgi
edinmeleri saglanmistir.

ikinci ddnemin ilk iki haftasi boyunca deney grubunda farkindalik egitimi yuritilmustir. Farkindalik
egitiminin verildigi slre icinde yari deneysel calisma boyunca uygulanacak etkinlikler ve kullanilacak
dereceli puanlama anahtarlarina iliskin 6grencilerin farkindalik kazanmalari saglanmistir. Farkindalik
egitimi iki hafta sureyle alti saat uygulanmistir. Farkindalik programindan sonra asil uygulamaya gegilmis
ve on iki haftalik yari deneysel calisma yapilmistir. Deney grubundaki ¢alisma tamamlandiktan sonra
kontrol 1 ve kontrol 2 grubunda iki hafta boyunca deney grubunda kullanilan etkinliklerden bazilari
uygulanmustir. iki haftalik farkindalik egitimi alti saat, on iki haftalik deneysel calisma siireci otuz alti saat
ve iki haftalik da kontrol grubunda yapilan alti saatlik ¢alismalar sonucunda toplamda on alti hafta kirk
sekiz saatlik calisma programi tamamlanmistir. Deney grubunda on bes kiz, on bir erkek toplam yirmi
alti, kontrol 1 grubunda on alti erkek, on kiz toplam yirmi alti ve kontrol 2 grubunda on iki erkek, on kiz
toplam yirmi iki 6grenci yer almistir. Siniflar ayni okulun dért farkl besinci sinif subesinden segilmistir.

Veri Toplama Araglar

Arastirmanin veri toplama araglari olan “Yanlis Analiz Envanteri”, “Okuma Prozodisi Dereceli
Puanlama Anahtari [OPDPA]” ve “Okudugunu Anlama Testi” deneysel galisma baslamadan 6nce ve
calisma tamamlandiktan sonra gruplarin 6n test ve son test verilerini toplamak igin kullaniimistir. Akici
okuma becerilerinin Olgcilmesi ve okudugunu anlama dlzeyinin belirlenmesi icin kullanilacak metinler
metinsellik Olgutleri dogrultusunda uzman gorislerine gore secilmistir. Metinsellik olgutleri: amachlk,
bagdasiklik, tutarlilik, bilgilendiricilik, kabul edilebilirlik, duruma uygunluk ve metinler arasilik olarak yedi
baslik altinda (De Beaugrande & Dressler, 1981) incelenmistir. Ayrica deney ve kontrol gruplarini
olusturmadan 6nce 6grencilerin demografik 6zelliklerini tespit etmek amaciyla “Kisisel Bilgiler Formu”;
deneysel calisma boyunca da dgrencilerin kendileri ve akranlarini degerlendirebilmeleri igin “Oz, Akran
ve Grup Degerlendirme Formlar” kullanilmistir.

Yanls Analiz Envanteri: Arastirmaya Ogrencilerin okuma diizeyini tespit etmek icin kullanilan “Yanls
Analiz Envanteri” Akyol (2005) tarafindan, Ekwall ve Shanker'den (1988) Tirkceye uyarlanmis bir
envanterdir. Bu envanter ile 6grencilerin bireysel olarak akici okuma ve okudugunu anlama becerileri
Olculebilmektedir. Sesli olarak yapilan okuma hatalarinda kelime-ses bilgisi, sessiz olarak yapilan
okumanin ardindan sorulan sorular ile de okudugunu anlama becerisi ortaya ¢ikarilmaktadir.

Okudugunu anlama testi ve okudugunu anlama testi dereceli puanlama anahtari: Testin
hazirlanma sireci su asamalardan olusmustur:

a) Millt Egitim Bakanhgi ve Talim Terbiye Kurulu Baskanligi tarafindan onaylanmis ve ge¢cmis yillarda
okutulmus Tirkge ders kitaplarindan segilen metinler ile metin havuzunun olusturulmasi.

b) Metinsellik 6lcitlerini tasiyip tasimadiklarini tespit etmek icin metinlerin “Metinsellik Olciitleri
Uzman Go6ris Formu” dogrultusunda degerlendirilmek (izere akademisyen ve Tirkce 6gretmenlerinden
olusan on kisilik uzman grubuna sunulmasi ve yiiksek puan alan iki metnin belirlenmesi.

c) Secilen bilgilendirici ve 6ykileyici metne yonelik anlama sorularini olusturmak igin 2017 Turkce
Dersi Ogretim Programi besinci sinif okuma kazanimlarindan élgiilebilir &zellikte olma, bilgilendirici ve
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oykileyici metin tiriine uygun olma, deneysel c¢alismanin gerceklesecegi siire zarfinda islenecek
temalardaki kazanimlara uygun olma kriterleri acgisindan degerlendirilerek soru yazmaya uygun
kazanimlarin belirlenmesi. Uzman gorusliyle belirlenen on bes okuma kazanimina yonelik soru
maddelerinin hazirlanmasi. Sorularin basit anlama (tanima, hatirlama) ve derinlemesine anlam (gikarim
ve yoruma dayal) seklinde gruplandiriimasi (Akyol, 2005). Bilgilendirici metin igin yirmi, dykiileyici metin
icin yirmi soru olmak lizere, kirk soruluk bir madde havuzunun olusturulmasi.

d) Hazirlanan sorularin kapsam gecerligini belirlemek i¢in soru maddelerinin Tirkge egitimi alan
uzmanlari tarafindan degerlendirilmesi. Uzmanlarin degerlendirmesi sonucu (bilgilendirici metin Kapsam
Gegerlik indeksi (KGI) 0,92; dykiileyici metin KGi: 0,95) belirlenen on soruluk taslak okudugunu anlama
testlerinin beginci sinif 6grencileri ile pilot galismasinin yapilmasi.

e) Alan uzmanlarinin gorisleri ve pilot ¢alismada alinan sonuglara gore bilgilendirici metne yonelik
alti (3 basit/3 derin anlam), dykileyici metne yonelik bes tane (3 basit/2 derin anlam) agik uglu soru
maddesinin belirlenmesi.

f) Acik uglu sorular seklinde yapilandirilmis okudugunu anlama testindeki degerlendirmenin
glvenirligini saglamak icin dereceli puanlama anahtarlarinin hazirlanmasi.

Dereceli puanlama anahtarinin hazirlanma siirecinde; ilk olarak taslak hazirlanmis, pilot ¢alismada
toplanan veriler lzerinde degerlendirme yapilabilmesi i¢cin bu taslak puanlama anahtari iki uzmana
verilmistir. Uzmanlar bu taslak dereceli puanlama anahtari dogrultusunda degerlendirmelerini yapmis,
iki degerlendirici arasinda bir fark ya da tutarsizlik oldugunda ise bir (st degerlendiricinin goriisiine
basvurulmustur. Dereceli puanlama anahtarina son hali verildikten sonra Tiirkce egitimi alaninda
doktora yapmakta olan sekiz kisilik bir uzman grubunun gériisiine basvurularak Kapsam Gegerlik indeksi
belirlenmistir (KGi: 1,0). Hazirlanan dereceli puanlama anahtarina gére basit anlama sorularina 0-2
arasinda derin anlam sorularina 0-3 arasinda degisen bir degere goére puan verilmistir.

Okuma prozodisi dereceli puanlama anahtari: Ogrencilerin prozodik okuma becerilerini
degerlendirmek icin Zutell ve Rasinski (1991) tarafindan gelistirilmis Rasinski (2004) tarafindan yeniden
dizenlenmis ve Yildiz, Yildirim, Ates ve Cetinkaya (2009) tarafindan Turkgenin dil bilimsel 6zelliklerine
gdre uyarlanmis olan “Okuma Prozodisi Dereceli Puanlama Anahtari” kullaniimistir. On test ve son test
prozodi o6lglimlerinde 6grencilerin okumalari kaydedilmis, kayitlar bilgisayar ortaminda dinlenerek
puanlandirilmistir. Ses kaydi alinirken okulun kataphanesi kullanilmis, sessiz bir ortam saglanarak
ogrencilerin dikkatlerini dagitacak her tirlt dis etken kontrol altina alinmaya calisiimistir. Ses kayitlari iki
uzman tarafindan degerlendirildikten sonra puanlamadaki tutarlilig goérebilmek amaciyla uzmanlar
arasindaki puanlama uyumuna bakilmistir.

Oz, akran ve grup degerlendirme formlari: Ogrencilerin kendilerini, arkadaslarini ve okuma tiyatrosu
gruplarini degerlendirebilmeleri amaciyla 6z, akran ve grup degerlendirme formlari hazirlanmistir. Bu
dereceli puanlama anahtarlari, beklenen okuma davranislarinin alt boyutlara ayrilmasi ve alt boyutlar
icin Ogrencinin gosterebilecegi performans dizeylerinin belirlenmesi ile olusturulmustur. Maddeler
belirlenip taslak hazirlandiktan sonra uzman gorlsine sunulmustur. Uzmanlardan hedef kitleye
uygunluk, anlasilirhk, hedef davranislari yansitma ve dereceli puanlama anahtarinin 6zellikleri agisindan
uygun olma konularinda degerlendirme yapmalari istenmistir. Maddeler; bir 6lgme degerlendirme
uzmani ve yedi Tiirkgce egitimi uzmani tarafindan degerlendirilmistir. Esli Okuma Oz Degerlendirme
Formuna iliskin hesaplanan KGI 0,92, Esli Okuma Akran Degerlendirme Formuna iliskin hesaplanan KGi
0,96, Okuma Tiyatrosu Oz Degerlendirme Formuna iliskin hesaplanan KGi 0,90, Okuma Tiyatrosu Grup
Degerlendirme Formuna iliskin hesaplanan KGi 0,93’tiir. Uzmanlarin “Uygun” olarak goriis belirttikleri
maddeler degerlendirme formlarina alinmis ayrica uzmanlarin bu maddelerin dil ve anlatim agisindan
uygunlugu konusundaki dnerileri de dikkate alinarak gerekli diizeltmeler yapilmistir. Uzmanlardan gelen
gorusler dogrultusunda yapilan diizeltmelerin ardindan deneysel galismanin yapilacagi okul ile benzer
ozellikler tasiyan baska bir okulun besinci siniflarinda pilot uygulama yapilmistir. Pilot uygulamada
dgrencilerin “Oz Degerlendirme Formu” icerisinde yer alan bir maddeyi anlamakta zorlandiklari
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goruldigu icin bu madde Uzerinde ifade degisikligi yapilarak dereceli puanlama anahtarina son hali
verilmistir.

Kisisel bilgiler formu: Ogrencilerin kisisel bilgilerini (cinsiyeti, kardes sayisi, anne-baba 6grenim
dizeyi, ailenin ekonomik durumu, evde kitaplik bulunup bulunmama durumu, kitap okuma siklig,
aileden ve arkadastan destek alma sikligl, bos zamanlarini degerlendirme etkinlikleri) toplamak amaciyla
“Kisisel Bilgiler Formu” hazirlanmistir. Bu form 6grencilerin kisisel bilgileri hakkinda bilgi sahibi olmak ve
bu bilgiler géz onlinde bulundurularak deney ve kontrol gruplarini belirlemek adina kullaniimistir.
Formlar arastirmaci rehberliginde 6grenciler tarafindan doldurulmustur.

Alan notlari: Arastirmacinin gozlemlerini ve deneyimlerini arastirma siiresince yazil olarak ifade
etmesi olarak tanimlanan (Bogdan & Biklen, 2003) alan notlarinda sireci tanimlayan notlar alinmaktadir.
Bu arastirmada; veli gérismelerinden elde edilen bilgiler, 6z/akran/grup degerlendirme ve karakter
analiz formalarindaki notlar, ders isleme sirecine ait gdzlemler, ev okumalari siirecinde aile ve 6grenci
arasinda yasanilanlarla ilgili déndtler ile 6grencilerin model okuma, esli okuma ve okuma tiyatrosuna
iliskin tepkileri arastirma boyunca alan notlari dosyasina kaydedilmistir. Bu notlar hem 6grencilerle hem
de arastirma sireci ile ilgili bir arsiv olusmasini saglamistir. Ayrica ¢alismanin sonunda velilerden ve
ogrencilerden deneysel midahale ile ilgili yazili gorisleri alinarak bu dosyaya eklenmistir. Alan notlari,
arastirma siirecinde yasananlarla ilgili zengin bir veri ortami olugsturmasinin yani sira arastirmaciya akici
okuma odakli okuma 6gretiminde kullanilan yéntemlerin 6grenciler Gzerindeki etkisini gbrerek guglu ve
zayif yonlerini daha iyi degerlendirmesini saglamistir.

Verilerin Toplanmasi

Arastirma verilerinin toplanabilmesi icin Ankara il Milli Egitim Mudurliigiinden 07/11/2017 tarihli ve
E.43180 sayili izin alinmistir. izin alinan okulun idari kadrosuna, Rehberlik ve Psikolojik Danisma
Servisi'ne ve veri toplanacak siniflardaki brans 6gretmenlerine arastirmanin igerigi ve amaciyla ilgili
detayl bilgilendirme yapilmistir. Yuritilecek islemlerle ilgili 6grencilere de bilgi verilmis ve arastirmaya
katilmanin gondlliliik esasina dayali oldugu ifade edilmistir. Tim 6grencilerin galismaya génullu olarak
katilmasi sonucu seksen 6grencinin hepsinden veriler toplanmis ancak 6zel egitim raporu olan alti
6grencinin (Deney grubunda 2; kontrol 1 grubunda 2; kontrol 2 grubunda 2 6grenci) verileri arastirmaya
dahil edilmemistir.

Veriler toplanirken 6grencilerin kendilerini rahat hissedecekleri ortamlarda olmalarina 6zen
gosterilmistir. Akici okuma verilerine ulasmak icin alinan ses kayitlari sessiz bir ortamin saglanmasi
acisindan kiitliphanede, okudugunu anlama testleri ise 6grencilerin kendi siniflarinda gergeklestirilmistir.
Her iki metin tiriinde de uygulanan okudugunu anlama testleri 6grencilerin Ust Uste yorgunluk
yasamamasli agisindan birkag giin arayla yapilmistir. Sinav siresi olarak bir ders saati verilmistir. Ses
kayitlari alinirken 6grencilerin heyecan faktérlerinin okumalarini olumsuz etkilememesi adina 6nlemler
alinmistir. Ses kaydina baslamadan o6nce 6grencilerle sohbet edilerek nefes kontroliinden
kaynaklanabilecek problemler ve heyecan faktorii kontrol altina alinmaya calisiimistir. Oz/akran ve grup
degerlendirme formlarinda yer alan maddeler 6grencilere tek tek agiklanarak degerlendirmelerin nasil
yapilacagi ile ilgili 6rnek uygulamalar yaptiriimistir.

Kontrol gruplarinda dersler kendi Tirkge Ogretmenleri tarafindan yurttiilmis ve bu siniflarda
program disinda ek bir uygulama yapilmamistir. Arastirmaci, kontrol grubu 6gretmenlerinden izin alarak
bu gruplardaki Tirkge derslerine gdzlemci olarak katilmis, ders islenisinin Tiirkge Dersi Ogretim
Program’’na uygunlugunu goézlemlemistir. Ogretmenlerin derslerde Tiirkce ders kitabinin disina
cikmadig, dersleri kitapta verilen yonergelere gore isledigi gorilmistir.

Verilerin Analizi

Calismadan elde edilen veriler Gzerinde istatistiksel analizlerin yapilabilmesi igin verilerin normallik
dagihmlarina bakilmis hem deney hem de kontrol gruplarinin tim 6n test ve son test puanlarinin
carpiklik ve basikhk katsayilarinin -2 ile +2 arasinda dagildig1 tespit edilmistir. Dagilimin normallik
varsayimi icin ¢arpiklik ve basiklik katsayilarinin -2 ile +2 arasinda olmasi yeterli kabul edilmekte (George
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& Mallery, 2010), bu degerlerin sifira yaklagsmasi dagilimin normal oldugunu géstermektedir (Field, 2005;
Tabachnick & Fidell, 2007). Bu nedenle 6grencilerin dykileyici ve bilgilendirici metin akici okuma ve
okudugunu anlama o6n testlerinden aldiklari puan ortalamalarinin karsilastirlmasinda tek faktorli
varyans analizi (ANOVA) kullanilmistir. On test puanlar kontrol altina alindiginda son test puanlari
acisindan gruplar arasinda anlamli farkhhgin olup olmadigini belirlemek icin tek yonli kovaryans analizi
(ANCOVA) kullanilmistir. Yapilan analizler igin Cohen’s d (Cohen, 1988) etki biliytkligiu hesaplanmistir.
Ayrica puanlayicilar arasindaki uyumu hesaplayabilmek igin Krippendorff Alfa Teknigi kullaniimistir.

Calismanin Gegerligi ve Giivenirligi

GCalismanin gegerligi ve glivenirligini saglamak igin veri toplama ve analiz slreci, ylrutiilen deneysel
¢alismanin uygulama asamalari detayli bir sekilde anlatilmis, ¢alisma grubunun belirlenme o&lgitleri
aciklanmistir. Verilerin toplanmasi ve deneysel ¢alisma yirmi haftalik bir stireg igerisinde gergeklestirildigi
icin arastirmaci okulda uzun sire bulunma, 6grencilerle etkilesim icinde olma ve onlari gozlemleyerek
daha iyi tanima sansi elde etmistir.

Okudugunu anlama sorulari, giivenirligi saglamak ve yansiz bir puanlama yapabilmek i¢in okudugunu
anlama testi dereceli puanlama anahtari kullanilarak iki ayri uzman tarafindan degerlendirilmistir. Sesli
okuma kayitlari da iki uzman tarafindan degerlendirilmis, uzmanlarin puanlamalari arasindaki
guvenirligin belirlenmesi amaciyla, “Krippendorff Alfa Teknigi” glvenirlik testi kullaniimistir. Krippendorff
(2007) alfa degerlerinin 0,80’den yiiksek olmasi yiiksek diizeyde uyuma isaret etmektedir. iki uzmanin
uyum puanlarina iliskin Krippendorff Alfa degerlerinin 0,801 ile 0,901 araliginda degistigi tespit
edilmistir.

Akici Okuma Odakli Okuma Ogretimi Uygulama Siireci

Tlrkge 6gretmenlerinin bir sinifta haftanin Ug giini ders yapabilmesi ve daha uzun metinlerle anlam
odakli galismalar yiritmesi gerektiginden bu ¢alismada okudugunu anlamayl merkeze alarak farkli
okuma duzeyindeki 6grencilere hitap eden ve Tirkge dersinin igerigine sindirilebilen bir program olan
akict okuma odakli okuma 6gretimi kullanilmistir. Bu programin zenginlestirilmesi icin Carrick (2000),
Kuhn ve Stahl (2003), Kuhn ve Schwanenflugel (2006) ve Kuhn ve Woo (2008) tarafindan hazirlanan
calismalardan yararlanilmistir. Programin ana g¢ergevesi korunmakla birlikte programin aslinda var olan
akict okuma yoéntemlerinde bazi degisiklikler yapilmistir. Programin ash ikinci sinif dizeyi igin
hazirlandigindan “esli okuma, yankili okuma, koro okuma, tekrarli okuma” yéontemleri kullaniimistir. Bu
calismada ise model okumalar sesli kitaplar ile desteklenmis; akici okuma becerilerini artirdigi ve
Ogrencinin siirece aktif katilimini sagladigi kabul edilen okuma tiyatrosu (Carrick, 2000; Keehn, 2003;
Marshall, 2017; Martinez et al., 1999; Millin & Rinehart, 1999; Rasinski & Young, 2017; Smith, 2011;
Visser, 2013) ile program zenginlestirilmistir. Clnku birden ¢ok ydntemin birlestirilmesi yoluyla
olusturulan programlarin hem akici okuma hem de okudugunu anlama becerileri (izerinde ¢ok daha etkili
oldugu kabul edilmektedir (Rasinski, Reutzel, Chard & Linan-Thompson 2011; Rasinski et al., 2017). Daha
once ydratilen arastirmalardan ilham alarak yiratilen calismalarin yeni bilgiler Gretme ve is birliginin
artmasina katki saglama acisindan o6nemli arastirmalar oldugu ifade edilmektedir (Stanovich &
Stanovich, 2003; Miller et al., 2014).

Akici okuma odakl okuma 6gretiminin bir hafta Ui¢ ders saatlik déngisi su sekildedir:

Birinci giin: Metin tanitilir. Ogrencilerin &n bilgileri harekete gegirilir. Metnin igerigiyle ilgili ek
materyallerle 6grencilerin metne ilgisi ¢ekilir. Model okuma ve metni anlama ¢alismalari yapilir. Anlama
calismalarinda soru-cevap da dahil olmak Gzere hikayeyi tartismak icin cesitli teknikler kullanilir; 6grenci
tarafindan olusturulan sorular ve hikaye haritalari, Venn semalari gibi farkl zihin haritalari kullanilir.
Okuma oOncesi, okuma sirasi ve sonrasi etkinlikler tamamlandiktan sonra evde okuma gorevi verilir. Sesli
okuma calismalarina evde 10-15 dakika gibi kisa bir siire ayrilmasi gereklidir. Ogrencilerden metni eve
goturmeleri ve ailenin bir Gyesine metni sesli olarak okumalari istenir.
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ikinci giin: Esli okuma calismalari yapilir. Ogrencinin metni artik tanidigl, anladigi varsayilarak metni
okuma konusunda pratik yapmasi beklenir. Ogrenciler okumalarini yaparken 6z degerlendirme ve akran
degerlendirme formlarini doldurarak yaptiklari okumalari degerlendirirler. Esli okuma g¢alismalari
suresince 6gretmen sinifta dolasarak 6grencilerin okumalarini takip eder ve ¢alismanin saglikh ylrimesi
icin destek verir.

Uciincii giin: Sunum yapilir ya da metinle ilgili yazma calismalari yapilir. Eger bir haftalik siirecte bir
metin Gzerinde galisiimis ise bu metni okumak isteyen gonilli 6grenciler tarafindan yapilan okumalar
dinlenir ve degerlendirilir. Ogrencinin okumasi ile ilgili arkadaslarinin yorum yapmasi istenir. Ogrencinin
metnin anlamina uygun hizda okuyup okumadigi, vurgu ve tonlamalara dikkat edip etmedigi, sonug
olarak akici bir sekilde okuyup okumadigi lizerine tartismalar yapilir. E§er okuma tiyatrosu yapiliyor ise
ilk hafta anlama ve okuma ¢alismalarina devam edilir, ikinci haftanin sonunda sunum galismalari yapilir.
Okuma tiyatrosu sunumlarinda grup degerlendirme formlari doldurularak en basarili grup segilir.

Bulgular

Akici okuma odakli okuma 6gretiminin besinci sinif 6grencilerinin dykileyici ve bilgilendirici metin
turtndeki akici okuma ve okudugunu anlama becerisine etkisinin incelendigi bu ¢alisma kapsaminda elde
edilen veriler analiz edildiginde asagida sunulan bulgulara ulasiimistir.

Deney ve kontrol grubu 6grencilerinin dykileyici ve bilgilendirici metin tiriinde aldiklari kelime
tanima, okuma hizi ve prozodi 6n test puanlari kontrol altina alindiginda son test puanlari agisindan
gruplar arasinda anlamli bir farklilk olup olmadigina iliskin tek yonli Kovaryans (ANCOVA) analizi
sonuglari Tablo 1, 2, 3 ve 4’de verilmistir.

Tablo 1.
Kelime Tanima Diizeyinden Elde Edilen Son-Test Puanlarina Ait ANCOVA Analizi Sonuglari.
Kareler Kareler Kismi

Varyansin Kaynagi Toplami sd Ortalamasi F p n?
‘5 c KT_ontest (kovaryant) 346.78 1 346.78 48.18  .00** .10
Z & GRUP 4.07 2 2.03 .28 .75 .05
2 = (deney/kontrol1/kontrol2)
o) Hata 496.62 68 7.19

Toplam 691514.00 74
5 c KT_ontest (kovaryant) 665.65 1 665.65 86.58  .00** 15
:_g @ GRUP 33.36 2 16.68 2.17 12 .06
b = (deney/kontrol1/kontrol2)
ED Hata 530.48 68 7.68
«@ Toplam 684109.42 74

KT: Kelime Tanima, **p<,01; *p<,05

Tablo 1’de ANCOVA sonuglari incelendiginde farkli gruplarda egitim géren 6grencilerin kelime tanima
on test puanlarina gore dizeltilmis son test ortalama puanlari arasinda anlamh bir farkin olmadigi
bulunmustur (6ykuleyici metin [F(2.69)=.28, p> .05]; bilgilendirici metin [F(2.69)=2.17, p>,05]. Baska bir
anlatimla, 6grencilerin kelime tanima duzeyleri, uygulanan yontemle iliskili degildir. Buna gore Tiirkce
dersinde 6grencilerin kelime tanima diizeyini gelistirmede akici okuma odakli okuma 6gretimi mevcut
Tiirkge Dersi Ogretim Programi ile benzer sekilde etkili olmustur.

Tablo 2’de ANCOVA sonuglari incelendiginde farkli gruplarda egitim géren 6grencilerin okuma hizi 6n
test puanlarina goére dizeltilmis son test ortalama puanlari arasinda deney grubu lehine anlamh bir
farkin oldugu bulunmustur [6ykileyici metin [F(2.69)=3.99, p<.05]; bilgilendirici metin [F(2.69)=6.81,
p<.01]. Buna gore 6grencilerin okuma hizi diizeyleri, uygulanan yontemle iliskilidir. Tlrkce dersinde
ogrencilerin 6ykuleyici ve bilgilendirici metin tiriindeki okuma hizi diizeylerini gelistirmede akici okuma
odakli okuma 6gretimi mevcut Tiirkce Dersi Ogretim Programi’na gére daha etkili olmustur. Eta kare (r]z)
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degerinin .14 olmasi genis etki blylukligla olarak yorumlanmaktadir (Cohen, 1988). Etki blyUkliGguni
gosteren kismi eta kare degeri incelendiginde, uygulanan deneysel islemin hem oykdleyici metin okuma
hizi dizeylerini gelistirmede (n2= .21) hem de bilgilendirici metin okuma hizi dizeylerini gelistirmede
genis etkiye (n2= .33) sahip oldugu gorulmektedir. Bu sonug¢ bagimli degiskendeki degisimin %21.00’inin
ve %33.00’inin uygulanan yontemden kaynaklandigini géstermektedir.

Tablo 2.
Okuma Hizi Dederlerinden Elde Edilen Son-Test Puanlarina Ait ANCOVA Analizi Sonuglari.
Kareler Kareler Kismi

Varyansin Kaynagi Toplami sd Ortalamasi F p n?
‘5 € OH_dntest (kovaryant) 13487.78 1 13487.78 130.40 .00** .28
'q_>; @ GRUP 827.29 2 413.64 3.99 .023* .21
E = (deney/kontrol1/kontrol2)
=5 Hata 7136.94 68 103.43

Toplam 842384.00 74
‘5 c OH_ dntest (kovaryant) 13047.79 1 13047.79 160.12  .00** .27
£ 3% GRUP 1111.05 2 555.52 6.81 .002** .33
3 2 (deney/kontrol1/kontrol2)
0 Hata 5622.39 68 81.48
@ Toplam 71442250 74
OH: Okuma Hizi, **p<,01; *p<,05
Tablo 3.
OPDPA’dan Elde Edilen Son-Test Puanlarina Ait ANCOVA Analizi Sonuglari.

Kareler Kareler Kismi

Varyansin Kaynagi Toplami sd Ortalamasi F p n?
‘5 c PRO_6ntest (kovaryant) 252.83 1 252.83 81.88  .00** .30
> & GRUP 119.27 2 59.63 19.31  .00** .25
2 2 (deney/kontroll/kontrol2)
o) Hata 213.05 68 3.08

Toplam 10520.00 74
‘s c PRO_6ntest (kovaryant) 255.66 1 255.66 72.13  .00** .34
% @ GRUP 78.47 2 39.23 11.07 .00** .29
k5 2 (deney/kontrol1/kontrol2)
Eﬂ Hata 244.53 68 3.54
@ Toplam 9479.50 74

PRO: Prozodi, **p<,01; *p<.05

Tablo 3’te ANCOVA sonuglari incelendiginde farkli gruplarda egitim goren 6grencilerin prozodi 6n
test puanlarina goére dizeltilmis son test ortalama puanlari arasinda deney grubu lehine anlamli bir
farkin oldugu bulunmustur [6ykileyici metin F(2.69)=3.08, p<.01]; [bilgilendirici metin F(2.69)=11.07,
p<.01]. Baska bir anlatimla, 6grencilerin prozodi diizeyleri, uygulanan yontemle iliskilidir. Kismi eta kare
degeri incelendiginde, uygulanan deneysel islemin hem o6ykileyici metin prozodik okuma becerilerini
gelistirmede (r]2= .25) hem de bilgilendirici metin prozodik okuma becerilerini gelistirmede genis etkiye
(n2=.29) sahip oldugu gorulmektedir. Bu sonug¢ bagimh degiskendeki degisimin %25.00'inin ve
%29.00"unun uygulanan yontemden kaynaklandigini géstermektedir.

Deney ve kontrol grubu 6grencilerinin dykileyici ve bilgilendirici metin tirinde aldiklari okudugunu
anlama on test puanlari kontrol altina alindiginda son test puanlari agisindan gruplar arasinda anlamli bir
farkhlik olup olmadigina iliskin tek yonli Kovaryans (ANCOVA) analizi sonuglari Tablo 4’te verilmistir.
Tablo 4’'te ANCOVA sonuglari incelendiginde farkh gruplarda egitim goéren 6grencilerin okudugunu
anlama oOn test puanlarina gore dizeltilmis son test ortalama puanlari arasinda deney grubu lehine
anlamh bir farkin oldugu bulunmustur (6ykileyici metin [F(2.69)=5.94, p<.01]; bilgilendirici metin
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[F(2.69)=4.30, p<.05]. Diger bir ifadeyle Tirk¢ce dersinde Ogrencilerin Oykileyici metin okudugunu
anlama diizeylerini gelistirmede akici okuma odakli okuma 6gretimi mevcut Tiirkce Dersi Ogretim
Programi’na gore daha etkili olmustur. Kismi eta kare degeri incelendiginde, uygulanan deneysel islemin
hem &ykdlleyici metni anlama becerilerini gelistirmede (n’= .21) hem de bilgilendirici metni anlama
becerilerini gelistirmede genis etkiye (r|2= .25) sahip oldugu gorilmektedir. Bu sonug¢ bagiml
degiskendeki degisimin  %21.00°inin ve %25.00'inin uygulanan yontemden kaynaklandigini
gostermektedir.

Tablo 4.
Okudugunu Anlama Testinden Elde Edilen Son-Test Puanlarina Ait ANCOVA Analizi Sonuglari.
Kareler Kareler Kismi

Varyansin Kaynagi Toplami sd Ortalamasi F p n?
5 c OA_Ontest (kovaryant) 10951.46 1 10951.46 50.10 .00** .33
3 @ GRUP 2597.39 2 1298.69 5.94 .004** 21
3 2 (deney/kontroll/kontrol2)
o) Hata 15081.80 68 218.57

Toplam 343160.00 74
5 c OA_ ontest (kovaryant) 5083.41 1 5083.41 24.83  .00** .34
:_g @ GRUP 1762.92 2 881.46 4.30 17* .25
k5 2 (deney/kontrol1/kontrol2)
Eﬂ Hata 14125.26 68 204.71
@ Toplam 270087.25 74
OA: Okudugunu Anlama, **p<.01; *p<.05

Tartisma

Akici okuma odakli okuma 6gretiminin besinci sinif 6grencilerinin okuma becerilerine etkisinin tespit
edilmesinin amaclandigl bu arastirmada 6grencilerin 6ykileyici ve bilgilendirici metin tirindeki akici
okuma ve okudugunu anlama dizeylerini gelistirmede akici okuma odakli okuma 6gretiminin etkili
oldugu sonucuna ulasiimistir.

Akici okuma Uzerine yapilan arastirmalara, kullanilan yontemler ve uygulama gruplari agisindan
bakildiginda bu ¢alismalari; sadece bir akici okuma yéntemini kullanan ¢alismalar (Akyol & Yildiz, 2010;
Duran & Sezgin, 2012a, 2012b; Roundy & Roundy, 2009; Yilmaz, 2006) birden ¢ok akici okuma yontemini
bir arada kullanan g¢alismalar (Ellis, 2009; Kuhn, 2004; Yilmaz & Koksal, 2008) bireysel miidahaleler (Akyol
& Kodan, 2016; Diindar & Akyol, 2014; Kardas isler & Sahin, 2016; Kaskaya, 2016; Ulu & Basaran, 2013)
ve kicuk grup midahaleleri ve tim sinifa yonelik yaritilen sinif temelli midahaleler (Carrick, 2000;
Cayir, 2014; Ellis, 2009; Keskin, 2012; Kuhn et al., 2006; Marshall, 2017; Martinez, Roser & Strecker,
1999; Paige, 2011; Rasinski et al.,, 1994; Schwanenflugel et al., 2009; Smith, 2011; Thornton 2008;
Turner, 2010; Varol, 2017; Yildirnm et al., 2012) olarak gruplandirmak mumkindir. Tek bir yontem
esliginde bir 6grenci ile ylrutilen arastirmalar oldugu gibi birkag yontem esliginde bir 6grenci ya da
okuma diizeyleri birbirine yakin 6grenci gruplariyla yapilan arastirmalar da bulunmaktadir.

Bu arastirma birden ¢ok yontemi bir arada kullanan ve farkli okuma diizeyindeki 6grencilerin
bulundugu tiim sinifa yonelik uygulamalari iceren sinif temelli miidahale grubunda yer almaktadir. Akici
okuma odakli okuma 6gretimi (Kuhn et al., 2006; Schwanenflugel et al., 2009; Thornton, 2008; Turner,
2010) ve akicihigi gelistirme dersinin (Cayir, 2014; Morrow, Kuhn & Schwanenflugel, 2006; Rasinski et al.,
1994; Rasinski et al., 2017; Reutzel & Hollingsworth, 1993; Varol, 2017; Yildirim et al., 2012; Zimmerman
et al.,, 2019) okuma becerileri Uzerindeki etkisini arastiran galismalarin bulgulari ile bu galismanin
bulgulari arasinda birtakim benzerlik ve farkhliklar bulunmaktadir. Akicihgl gelistirme dersi ve akici
okuma odakli okuma 6gretiminin akici okuma ve okudugunu anlama becerileri tzerinde etkili oldugunu
ifade eden calismalarin (Morrow et al., 2006; Rasinski et al., 1994; Thornton, 2008; Turner, 2010; Varol,
2017; Yidinm et al.,, 2012) bulgulari ile bu arastirmanin sonuglari benzerlik gostermekte iken bu
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yaklasimlarin akici okuma ve okudugunu anlama diizeyleri tGzerinde anlamh bir fark yaratmadigini ifade
eden arastirmalarin (Kuhn et al., 2006; Schwanenflugel et al., 2009) bulgulari farklilik gdstermektedir.
Farkliigin muhtemel sebepleri kullanilan yontemler, sinif diizeyi ve uygulama sureci ile iligskilendirilerek
aciklanmaya gahsiimistir.

Yildirrm vd. (2012) tarafindan yuritlilen ¢alismada akici okumayi gelistirme dersinin okudugunu
anlama, dinledigini anlama ve okuma hizi Gzerinde etkili oldugu sonucuna ulasiimistir. Arastirmacilar
tarafindan, bu okuma programinin birgok akici okuma yéntemini icinde barindirmasi ve sosyal 6grenme
kuramina uygun olmasi agisindan basarili oldugu dile getirilmistir. Cayir (2014), Rasinski vd. (2017) ve
Varol (2017) tarafindan yapilan arastirmalarda da akicihigi gelistirme programinin 6grencilerin dogru
okuma, okuma hizi, prozodi ve okudugunu anlama becerilerini gelistirmede etkili oldugu sonucuna
ulasiimistir.

Schwanenflugel vd. (2009) akici okuma odakli okuma 6gretimi (Stahl & Heubach, 2005) ve sirekli
okuma (Kuhn, 2004, 2005) yaklasimlarinin etkililigini karsilastirdiklari arastirmalarinda sirekli okuma
yaklasiminin akici okuma Gzerinde etkili oldugunu ancak okudugunu anlama tzerinde etkili olmadigini,
akici okuma odakli okuma 6gretiminin her ikisinde de anlamli bir etkiye sahip olmadigini tespit etmistir.
Ayni zamanda bu yaklasimlarin akici okuma ve okudugunu anlama lizerindeki etkilerinin kisa donemde
anlamsiz oldugunu ancak uzun donemde okudugunu anlama Uzerinde olumlu etki gosterdigini
belirtmislerdir. Kuhn vd. (2006) ayni sekilde her iki yaklasimin etkililigini arastirmislar fakat s6z konusu
yaklasimlarin kullanildig§i deney grubu ile kontrol grubu arasinda istatiksel olarak anlaml bir fark
bulamamislardir. Bu sonuglar bu arastirmadan elde edilen sonuglarla farklilik gostermektedir. Bu
farkhhgin olusmasinda kullanilan yontemlerin etkili oldugu dusinilmektedir. Kuhn vd. (2006) ve
Schwanenflugel vd.’nin (2009) calismalarinda kullanilan akici okuma odakli okuma 6gretimi yaklasimi
icerisinde sadece model, esli, yankili ve koro okuma yéntemleri bulunmaktadir. Schwanenflugel vd.'ne
(2009) gore arastirmada uygulanan akici okuma odakli okuma 6gretimi yaklasiminin etkili sonuglar
verememesinin sebeplerinden biri bir hafta boyunca ayni metin Gzerinde ¢alismanin 6grencilerin
stkilmasina neden olmasidir. Arastirmacilar 6grencileri tekrarli okumalara motive etmek igin siir, sarki,
oyun vb. metinler ile bulusturmak gerektigi belirtilmistir. ifade edilen bu eksikligi gideren ve 6grencilerin
ayni metin Gzerinde galisirken keyif almasini saglayan okuma tiyatrolari, bu arastirmadaki akici okuma
odakli okuma 6gretimini diger arastirmalardan ayiran temel etken olarak gorilmektedir. Bu arastirmada
kullanildigi gibi okuma tiyatrosunun akici okuma odakl okuma 6gretimi cercevesine dahil edildigi bir
arastirmaya rastlanmamis olmakla birlikte tek basina okuma tiyatrosunun kullanilarak etkililiginin
arastinildigi calismalar (Carrick, 2000; Keehn, 2003; Martinez et al., 1999; Smith, 2011; Visser, 2013) bu
yontemin akici okuma ve okudugunu anlama becerileri Uzerinde o6nemli katki sagladigini ifade
etmektedir.

Lane vd. (2009) okuma tiyatrosunun tekrarli okumayi iceren uygulamalari sayesinde 6grencilerin
uygun prozodi ile okumasini destekledigini belirtmistir. Young ve Rasinski (2009) yurittikleri okuma
tiyatrosu calismasinda sistematik yaklasimi kullanmis ve okuma tiyatrosunu 35 haftalik bir sireyle
haftalik format kullanarak gergeklestirmislerdir. Calisma sonunda elde edilen okudugunu anlama, kelime
tanima ve okuma hizindaki 6nemli artisin okuma tiyatrosunun tutarli bir sekilde haftalik formatlarla
yapilmasina dayandigini ifade etmislerdir. Bu arastirmada da sistematik bir yaklasim benimsenerek
etkinlikler haftalik programlar seklinde yiratilmistiir. Okuma tiyatrosu ve diger etkinliklerin belirli bir
plan icinde yiritilmesi sayesinde 6grenci ve velilerin programa dahil olmasi ve calismalari benimsemesi
kolaylasmistir.

Bu arastirmada kelime tanima becerisi agisindan gruplar arasinda anlaml bir fark bulunamamistir.
Elde edilen sonuglar incelendiginde bu durum arastirmaya dahil edilen 6grencilerin genelinin besinci sinif
diizeyine geldiklerinde kelime tanima becerisinde belirli bir noktaya ulasmis olmalari, kelimeleri basarili
sekilde ¢oziimlemis olmalari ve son test verilerinde de benzer bir performans sergilemis olmalari ile
aciklanabilir. Glldenoglu, Kargin ve Miller (2014) 6grencilerin sinif dlizeyi arttikga hata oranlarinin da
ayni dogrultuda azalmadigini tespit etmis ve bunu ortaégretim diizeyindeki 6grencilerin zaten belirli bir
diizeye gelmis olmasi ile aciklamislardir. Zimmerman et al., (2019) de calismalarinda diger tim
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olgiimlerde 6nemli kazanimlar elde edildigini ancak kelime tanimada anlamli bir fark elde edilemedigini
ifade etmislerdir.

Deney grubu ile kontrol gruplarinin kelime tanima dizeylerinde anlamli bir fark gtkmamasina ragmen
okuma hizi, okuma prozodisi ve okudugunu anlama becerilerindeki gelisim diizeyleri deney grubu lehine
anlamh dizeyde farkliik gostermistir. Arastirma bulgular incelendiginde hem o&ykiileyici hem de
bilgilendirici metin tirtindeki okuma hizi gelisiminin genis etki dizeyinde oldugu gorilmektedir.
Arastirmalar, tekrarli okumalarin okuma hizini gelistirmek icin glcli bir yontem oldugunu ifade
etmektedir (Martinez et al., 1999; Mercer et al., 2000; Samuels, 1979; Vadasy & Sanders, 2008; Yilmaz,
2006; Young & Rasinski, 2009). Buna gore okulda ve evde yapilan tekrarli okumalarin 6grencilerin
otomatiklesmesi dolayisiyla da okuma hizi Gzerinde etkili oldugu dusiiniilmektedir.

Yildirim’a (2010) gore geleneksel yaklagimlarda siniftaki zamanin yetersizligi nedeniyle 6grenciler ¢ok
fazla sesli okuma firsati bulamamakta, arkadaslarindan ve 6gretmeninden gerekli destegi ve doniitleri
alamamaktadir. Uygulamada olan Tirkce Dersi Ogretim Programi’'na gore ders isleyen kontrol
grubundaki 6grenciler deney grubuna kiyasla daha az sesli okuma firsati yakalamis ve akran destegi de
alamadigi icin akici okuma becerileri anlamli bir fark gésterememistir. Deney grubundaki 6grenciler ise
hem sinifta hem evde tekrar tekrar okuma yapma firsati yakalamis; model okuma, esli okuma, okuma
tiyatrosu ve ev okumalari sayesinde akran, 6gretmen ve veli destegi almislardir. Okuma tiyatrosu ve esli
okumalar sayesinde 6grenciler birbirlerine model olmus, rehberlik etmis ve dénit vermislerdir.

Kelime tanima ve okuma hizi ile birlikte akici okumanin lgiincli 6nemli bileseni prozodik okumadir.
Akici okuma odakli okuma 6gretimi okuma prozodisinin gelisimi Uzerinde etkili olmus ve okuma
prozodisinde anlamli bir artis saglanmistir. Prozodik okuma becerilerinin gelistirilebilmesinde iyi bir
okuyucu tarafindan model okuma yapilmasi 6nemlidir (Miller & Schwanenflugel, 2006; Schwanenflugel
et al., 2004). Prozodik modellemenin yapildigi ¢alismalarda (Dowhower, 1991; Keskin 2012; Yildirim et
al., 2012; Young, Bowers & MacKinnon, 1996; Young, Valadez & Gandara, 2016) 6grencilerin prozodi
puanlarinin arttig goriilmektedir. Bu arastirmada da sesli kitaplar ve 6gretmen tarafindan yapilan
prozodik modellemelerin 6grencilerin prozodik okuma becerilerini gelistirmede etkili olmustur. Derste
o6gretmeninden dinledigi model okumalar ile sinifta ve evde tekrar tekrar dinleyebildigi sesli kitaplar
sayesinde 6grenciler prozodik okuma konusunda farkindalik kazanmislardir. Dinleyerek model aldiklari
prozodik okuma o6zelliklerini okuma tiyatrosu sunumlarinda kendi okumalarina yansitabilme firsati
yakalamislardir.

Akici okuma odakli okuma 6gretimi alan deney grubu 6grencileri dykiileyici ve bilgilendirici metni
anlama boyutlarinda kontrol grubuna gore istatistiksel olarak anlamh bir ilerleme saglamiglardir. Alan
yazin incelendiginde akici okuma becerilerinin gelistiriimesine yonelik verilen egitimlerin okudugunu
anlamay gelistirdigini tespit eden arastirmalar (Akyol & Bastug, 2015; Cayir, 2014; Duran & Sezgin,
2012a, 2012b; Girbiz, 2015; Rasinski et al., 1994; Yildirim et al., 2012; Yilmaz 2006; Young et al., 2016)
bulunmakla birlikte verilen egitimlerin okudugunu anlamaya her zaman katki saglamadigini ifade eden
calismalar da bulunmaktadir (Carrick, 2000; Keskin, 2012; Kuhn et al., 2006; O'Shea, Sindelar & O'Shea,
1985; Schwanenflugel et al., 2009). Arastirmalardan elde edilen farkh sonuglar akici okuma egitiminin
okudugunu anlama becerileri Gzerindeki etkisinin degerlendirilmesinde 6grencinin sinif diizeyi, okuma
seviyesi, arastirmada kullanilan 6gretim yontemi ve yéntemin uygulanma siresi gibi birgok degiskenin
dikkate alinmasi gerektigini gostermektedir.

Keskin (2012) akict okuma yontemlerinin okuma becerileri Uzerindeki etkisini inceledigi
arastirmasinda esli okuma, koro okuma ve yapilandirilmis okuma yéntemlerinin akici okuma becerilerini
gelistirmede etkili oldugunu ancak okudugunu anlama becerisinin gelisiminde etkili olmadigini tespit
etmistir. Bu sonucun elde edilmesinde yontemlerin uygulandigi 6grenci grubunun okuma diizeyi ve
uygulama siresinin sebep oldugu distnilmektedir. Endise diizeyinde olan dordiincl sinif 6grencilerine
tek bir yontem esliginde 6 hafta siireyle yuritilen bir ¢galismanin okudugunu anlama becerisinin gelisimi
icin yeterli olmadigi gorilmektedir. Carrick (2000) okuma tiyatrosunun dogru okuma ve okuma hizi
Gzerinde etkili ancak okudugunu anlama (izerinde etkisiz oldugu sonucuna ulagmistir.
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Okudugunu anlama, akici okuma becerilerine gore daha uzun siirede gelisen ve daha karmasik bir
beceridir. Bu arastirmadan elde edilen sonuglar tizerinde, akici okuma odakli okuma 6gretiminin sadece
akici okuma becerilerini gelistirmeye yonelik etkinliklerle sinirli olmamasi, metni anlamaya yoénelik
etkinlikleri de iginde barindirmasi etkili olmustur.

Sonug ve Oneriler

Bu arastirmanin sonuglari, akici okuma ve okudugunu anlama becerilerini gelistirmek icin uygulanan
akici okuma odaklh okuma 6gretiminin farkli okuma diizeyindeki besinci sinif 6grencileri Gzerinde etkili
oldugunu gostermektedir. Farkh sinif dizeylerinde ve calisma gruplarinda okuma gicligi yasayan
ogrencilerin bulunmasi sinif temelli bu midahalelerin yani sira bireysel miidahaleler yapilmasini
gerektirebilir. Hem kelime tanima hem de okudugunu anlama becerisinde endise duizeyinde olan ve
aileden destek alamayan 6grencilerin sinif temelli yaklagimlarin yani sira birebir ya da kiiglik grup ¢alisma
programlari ile desteklenmesi gerekebilir. Clinkii bu 6grencilerin yasadigi okuma gigliginin giderilmesi
adina yiuritilecek calismalarda 6grencilerin okuma hatalarinin farkli metin diizeylerinde ayrintih bir
sekilde belirlenmesi, bu hatalarin nereden kaynaklandiginin tespit edilmesi ve bu sorunlarin giderilmesi
dogrultusunda birebir calismalar planlanmasi gerekmektedir. Bu c¢alisma, besinci sinif dizeyindeki
ogrencilerle yiuritilen bir donemlik bir stire ile sinirlidir. Bundan sonra yapilacak arastirmalarda tim yil
surdirilen ve farkli  yontemlerle desteklenen arastirmalarin  yapilmasi hem programin
zenginlestiriimesine hem de 6grenci kazanimlarinin artmasina katki saglayacaktir.

Ortaokul dizeyinde olmasina ragmen akici okuma ve okudugunu anlama sorunlar yasayan
ogrenciler Tirkce o6gretmenleri tarafindan tespit edilmelidir. Bu 06grenciler hafta sonu kurslarina
yonlendirilip okul idaresiyle goristlerek bu cocuklar i¢in 6zel bir sinif olusturulmasi saglanabilir. Okuma
dizeyleri birbirine yakin 6grencilerin bulundugu gruplar olusturularak 6grencilerin kendi ihtiyaglarina
yonelik destek alabilecekleri miidahale c¢alismalari planlanabilir. Tirkge 6gretmenleri, hafta sonu bu
gruplarda akici okuma yoéntemlerini kullanarak 6grencilerin zayif yonlerini giliclendirme g¢alismalari
ylritebilirler. Segmeli ders ve hafta sonu destekleme egitimleri sayesinde bu 6grencilere gereken
destegin verilmesi saglanabilir. Gerekli olan sadece bu konuda 6gretmenler, veliler ve okul idaresi olarak
bilingli olmak ve okulda bu farkindahgi olusturmaktir.

Bu calismada veli ile is birligi icinde olmanin ve sire¢ hakkinda onlari bilgilendirerek onlarin destegini
almanin sonuglar Gzerinde etkili oldugu gorilmustir. Uygulayicilar yuritecekleri calismalarda veli
bilgilendirme toplantilarina sik sik yer vererek siirecin verimli gegmesini saglayabilirler. Egitim 6gretim
yilinin basinda belirlenecek metinler ve kitaplar ile yil boyunca yapilacak okuma tiyatrosu calismalari
planlanabilir. Okuma tiyatrosu igin olusturulacak gruplarin calismalari belirli araliklarla takip edilerek her
ay bir grubun sunum yapmasi saglanabilir. Ogrencilerin okumaya ydnelik tutumlarini olumlu yénde
gelistirmek icin 6grencilerin dlzeyine uygun ve diyaloga donustirilebilecek cocuk edebiyati eserleri
secilerek okuma tiyatrosu igin senaryo olusturma galismalari yapilabilir.

Ogrenciler hazir metinler ve kitaplar {izerinde yeterince pratik yaptiktan sonra kendilerinin yazacagi
senaryolar Gzerinde okuma tiyatrosu c¢alismalari yiritllebilir. Senaryo yazma ve yazdiklari senaryolari
okuma galismalari 6grencilerin hem yazma hem de akici okuma becerilerine katki saglayacaktir.Her sinif
kendi sesli kitabini olusturabilir. Sinif olarak bir sesli kitap olusturulmasi 6grencileri tekrarli okumalara
motive etme ve bu tekrarli okumalar sonunda ulasilacak basari sayesinde kendilerine gliven duymalarini
saglayacaktir. Siniflarda farkli akici okuma yaklasimlari uygulanarak bu yaklasimlardan hangisinin okuma
ve anlama Uzerinde daha etkili oldugu karsilastirilabilir. Hangi yaklasimin 6grencilerin okuma tutum ve
motivasyonlari Gzerinde etkili oldugu tespit edilebilir. Birbirinden farkli okuma ve anlama diizeyine sahip
olan oOgrencilerin okuma sirasinda yaptiklari yanlislar analiz edilerek 6grencilerin hangi sozciik ya da
climle tirlerinde zorlandiklari tespit edilebilir.

Bilgilendirme

Bu calisma “Akici okuma odakl okuma 6gretiminin besinci sinif 6grencilerinin okuma ve okudugunu
anlama becerileri Gzerindeki etkisi” adli doktora tezinden Uretilmistir.
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