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Tiirkiye’deki Ozel Egitim Ogretmenlerinin Is Birligi Cabalar

Eylem Dayi'* RORL Mehmet ince”’ROR2  Safa A, Ataman/ROR3 \/gyse| Aksoy'./ROR¢

Oz
Giris: Diinyadaki ve egitim alanindaki degisimlerle birlikte, okullardaki en 6nemli paydaslardan 6gretmenlerin
rolleri degismeye baslamistir. Yasal diizenlemeler ve kapsayici egitim uygulamalari, 6gretmenlerin sadece 6gretim

yapmalarinin Gtesinde, ¢esitli paydaglarla is birligi yapmalarini zorunlu kilmaktadir. Bu anlamda arastirmanin
amaci 6zel egitim 6gretmenleri ve diger paydaslar arasindaki is birligi durumunu detayli bir sekilde ele almaktir.

Yoéntem: Bu amag dogrultusunda arastirma bir karma ydntem calismasi olarak desenlenmistir. {1k olarak nicel veri
toplama ve analizi gerceklestirilmis sonrasinda elde edilen bulgular1 daha derinlemesine anlamak i¢in nitel veri
toplama ve analizi yapilmistir. Calisma, aciklayici sirali desen kullanarak, ozellikle 6zel egitim alaninda
ogretmenlerin is birligi diizeylerini belirlemeyi amaglamigtir. Arastirmanin nicel kismi igin 6zel olarak gelistirilen
ve daha sonra gecerlik ve giivenirlik analizleri yapilan Ozel Egitimde Is Birligi Olcegi kullanilmis, nicel veriler
betimsel olarak analiz edilmigtir. Nitel veriler ise yart yapilandirilmig goriismeler, gozlemler ve arastirmact
giinliikleri yoluyla toplanmis ve igerik analizi ile analiz edilmistir.

Bulgular: Aragtirmanin nicel sonuglar1 6gretmenler arasinda cinsiyet, yag veya mesleki deneyimle is birligi
diizeyleri arasinda anlamli farkliliklar olmadigini gostermistir. Nitel veriler ise 6gretmenlerin yoneticilerle, egitim
yardimcilariyla ve okul dis1 paydaslarla sinirli ve genellikle temel diizeyde is birligi yaptiklarini ortaya koymustur.
Nicel ve nitel bulgular is birligi siireclerinin genellikle yiizeysel kaldigim1 ve daha yapilandirilmis, odaklanmis
stireglere ihtiya¢ duyuldugunu gostermistir.

Tartisgma: Arastirma sonuglarina gore okul igi ve dis1 paydaslar arasinda etkili is birliklerinin kurulmast igin
yapisal diizenlemeler ve degisikliklerin gerekli oldugunu vurgulamaktadir. {s birligi siirecinin verimli bir sekilde
islemesi i¢in gerekli diizenlemelerin hayata gegirilerek etkili is birliklerinin saglanmasi 6zel gereksinimli bireylerin
egitimleri i¢in olduk¢a 6nemli goriilmektedir.

Anahtar sézciikler: 1s birligi, 6zel egitim 6gretmeni, ekip calismasi, karma yontem, dzel egitim.
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Giris

Is birligi kavram giiniimiizde ¢ok popiiler bir kavram olmasina ragmen ozellikleri ve uygulanmasi
konusunda bir fikir birligine varildigint séylemek giictiir. Egitim alanyazin1 ve uygulamalar1 incelendiginde, is
birliginin farkli kavramlarla (6r., ekip olusturma, danigma, is birligi ile 6gretim) es anlaml olarak kullanildig: ya
da tanimlamalarm hicbir sekilde, birlikte calisma duygusunun 6tesine gegemedigi goriilmektedir (Conderman,
2016). Friend (2021) is birligini ortak bir amag dogrultusunda ¢alisirken ortak karar alma siirecine goniillii olarak
katilan en az iki esit taraf arasindaki dogrudan etkilesim tarzi olarak tanimlamigtir. Bu tanim okul ortamlarinda
ogretmenlerin meslektaslari, 6grencilerin ebeveynleri ve diger kisi, kurum ya da kuruluslarla etkilesimlerinde
kullanabilecekleri kisiler arasi bir tarz olarak da yorumlanabilir. Ancak Friend (2021) is birliginin yalnizca esit
olan bireylerin ortak bir hedef belirledikleri ve dnemli kararlar i¢in sorumlulugu, sonuglar i¢in hesap verebilirligi
ve kaynaklar1 paylasmaya istekli olduklar1 durumlarda goniillii olarak yapilabilecegini ifade etmektedir. Insanlar
gilinliik hayatlarinda ve meslek hayatlarinda yasadiklar1 sorunlari tek baglarina ¢ézemediklerinde baskalariyla
calismalar1 gerekir ancak sadece sorun ¢ozmek icin degil cesitli hedeflere ulasmak ve basarili olmak icin de birlikte
calismaya yani is birligine gereksinim duyarlar (Zincirli & Demir, 2021). Friend ve Cook (2013) is birligi tiirlerini,
a) uzmanlar arasi is birligi b) organizasyonlar ve yonetim sistemleri arasinda is birligi ¢) uzman ve vatandaslar
arasinda is birligi olarak siralamustir. Is birliginin toplumsal yasamda kaginilmaz olmasi géz 6niine alindiginda is
birliginin 6zellikle egitim alaninda siklikla uygulanmasi gerekir (Johnson vd., 2007; Stevens & Slavin, 1995).

Dahasi is birligi her ne kadar goniilli katilimi gerektirse de ¢esitli yasal diizenlemeler is birligini zorunlu
kilmaktadir (Friend & Cook, 2013).

Degisen diinya ve egitim alaninda ortaya ¢ikan gesitli reformlarin sonucunda bugiin okullarda egitimin
en dnemli paydaglarindan birisi olan 6gretmenlerin rolleri de degigmeye baslamistir. Uzmanlarin yeteneklerini bir
araya getirdiginde daha gercekei bir sekilde ele alinan, genigleyen ve giderek karmasiklasan sorumluluklara
yonelik genel egilim (6r., DuFour & Reeves, 2016; Sparks, 2013; Supovitz & Sirinides, 2018) etkili 6gretime bakis
acisini degistirmistir. Akademik basar1 icin standartlarin yiikseltilmesi ve tiim 6grenciler igin hesap verebilirlik
sistemlerini belirleyen yasal diizenlemeler (6r., Eslinger, 2014; Smithson, 2017) ve kapsayici uygulamalara
yonelik egilim (Hedegaard-Soerensen vd., 2018) 6gretmenlerin 6grencisine etkili 6gretim yapma roliiniin yani sira
diger kisilerle birlikte ¢alismasini da zorunlu kilmistir. Bu noktada is birligi kavrami karsimiza ¢ikmaktadir. Ayrica
kapsayici egitimin en dnemli unsurlarindan birinin is birligi oldugu yadsinamaz bir gergektir. Oyle ki 6zel ve genel
egitim 6gretmenleri, egitim yardimcilari, yoneticiler, ilgili hizmet saglayicilar ve diger uzmanlar dahil olmak iizere
okullardaki herkesin birbirleriyle ve ebeveynlerle ¢aligmak igin gesitli bilgi ve becerilere sahip olmasi
gerekmektedir (DeWitt, 2018; Stearns vd., 2014). Is birligi, 6zellikle erken ¢ocukluk déneminde ebeveynlerle
kurulan ortakliklardan, 6grenci hizmetleri hakkinda karar veren ekiplere ve Ggrencilerin egitimini saglayan
uzmanlarim ortak ¢abalarini da icerecek bigimde 6zel egitimin merkezinde yer alir (Fuentes & Spice, 2015; Lamar-
Dukes & Dukes, 2005).

Ozel egitime yonelik yasal diizenlemelerde ortaya ¢ikan her yeniligin ardindan is birligi kavramia daha
giiclii vurgu yapildig1 goriilmektedir. Amerika Birlesik Devletleri’'nde (ABD) Engelli Bireyler Egitim Yasast
(Individuals with Disabilities Education Act [IDEA], 2004) ve PL.94-142 Tiim Engelliler icin Egitim Yasasi ile
en az kisitlayict ortam goriisii ¢ercevesinde ailenin katilimi da igerige dahil edilmis ve 6zel egitim hizmetlerinin
sunulmasinda is birligi kurulmasi hedeflenmistir. Bu yasal diizenlemelerde ortaya ¢ikan her yeniligin ardindan is
birligi kavrami daha da gii¢clenmistir. IDEA’da (2004) bulunan is birligi ile ilgili maddelere bakildiginda dokuz
ozellik goze carpmaktadir. Bunlar: bireysellestirilmis egitim plan1 (BEP) gelistirme ekipleri, en az kisitlayici
ortam, nitelikli 6gretmen, degerlendirme siireci, gegis, disiplin ve davranis destegi planlari, yardimc1 personel ile
aracilik ve karara itirazdir. Her bir 6grencinin egitim programi 6zel egitim gretmeni, genel egitim 6gretmeni, okul
yoneticisi, ihtiya¢ duyulan terapistler, psikolojik danigman, ebeveynler ve ihtiya¢ duyulan diger personelin de yer
aldig1 bir ekip tarafindan hazirlanmahdir. ihtiya¢ duyulan alanda uzman brans dgretmenleri ile dzel egitim
ogretmenlerinin ig birligi icinde galismalart gerekmektedir. Kapsayici egitimde dnemli bir doniim noktasi olan
Salamanca bildirgesi; tiim 6gretmenlerin 6grencilerin ihtiyaclarini karsilamak i¢in miifredat ve 6gretim uyarlama
konusunda becerilerinin yan1 sira uzman ve ebeveynlerle is birligi yapmalar1 gerektigini vurgular (United Nations
Educational, Scientific and Cultural Organization [UNESCO], 1994). Zaman iginde, okul kiiltiirii ailelerle daha
seffaf bir is birligi kurarak c¢ocuklarin egitimi konusunda karsilikli anlayis ¢ercevesinde ortaklik olusturabilir
(World Health Organization [WHO], 2013). Ebeveynler degerlendirme siirecinde biitiinii olugturan pargalardan
biridir. Yetersizligi olan kisileri temsil eden kuruluslarla is birligi yapmak, hizmet sunumunun kapsayici ve etkili
olmasini saglayan bir diger 6nemli yaklasimdir (UNESCO, 2023).
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Tiirkiye’de de uluslararasi alanda yapilan diizenlemelere benzer sekilde cesitli yasal diizenlemelerin
yapildig1r goriilmektedir. Bu yasal diizenlemeler kapsayici egitime vurgu yapmakla birlikte 6zel egitimin
vazgecilmez unsurlarindan biri olan is birligi becerilerini de gelistirmeyi zorunlu kilmistir. Bu konuda son
yayinlanan Ozel Egitim Hizmetleri Yonetmeliginin (OEHY) (2018) bircok maddesinde is birligine atifta
bulunulmustur. Ornegin OEHY nin 5. maddesi €) bendinde “Ozel egitim ihtiyact olan bireylerin her tiir ve
kademedeki egitimlerini siirdiirebilmeleri i¢in kurum ve kuruluslarla ig birligi yapilmasi”, 9. maddenin c¢) bendinde
“Rehberlik ve Aragtirma Merkezi’'nin [RAM] planlamasi dogrultusunda okul rehberlik servisi ile is birligi
icerisinde 6gretmenler, yoneticiler, aileler ve 6grenciler i¢in gerekli bilgilendirme ¢aligmalar1 yapilir” ifadeleri ile
yasal diizenlemelerde 6zel egitimde is birliginin saglanmasi ve artirilmasina iliskin ¢esitli adimlar atmistir. Yasal
diizenlemeler ve dgretmenlerin kendi katilimlari ile gerceklestirilen is birligi, 6zel egitim alaninda 6gretmenlere
bircok katki saglayabilir. Bu katkilar arasinda 6grencilerin BEP’leri tizerinde etkili bir sekilde calisabilme, ailelerle
daha iyi iletisim kurabilme, mesleki gelisim firsatlarina erisim ve Ogrencilerin ihtiyaclarmma daha uygun
miidahaleler gelistirebilme yer alir (Schultz vd., 2016). Ayrica, i birligi sayesinde 6gretmenler, dgrencilerin
akademik ve sosyal becerilerini gelistirmek i¢in gerekli kaynaklara ve desteklere daha kolay erisebilirler (Friend,
2021; Kangas, 2018).

Deneyim, 6gretmenlerin mesleginde basarili olmalarinda énemli bir faktor olsa da tek basina yeterli
degildir. Arastirmalar, etkili 6gretmenlerin bir dizi farkli beceri ve niteliklere sahip oldugunu gostermektedir.
Ornegin, pedagojik bilgi, smif yonetimi becerileri, dgrenci iliskileri ve siirekli mesleki gelisim gibi unsurlar da
basarida kritik rol oynamaktadir. Cook ve Cook (2013) da deneyimin yani sira bu tiir gesitli faktorlerin
ogretmenlikteki basariya katkida bulundugunu belirtmektedir. Bazi1 6gretmenler deneyimlerine giiveniyor olsa da
meslekte basarili olmanin sadece deneyime dayanmadigi bilinmektedir (Cook & Cook, 2013). Ogretmenlerin
mesleki anlamda bagarili olmalar1 ayn1 zamanda ekip igerisinde sorumluluk almalarina bagldir (Friend & Cook,
2013). Dolayistyla okullarin basari diizeyinin artmasi i¢in Ogretmenlerin is birligi yaparak kendi mesleki
gelisimlerine de katki sagladiklari bilinmektedir (Barber & Mourshed, 2007). Ogretmenler kendilerine yardim
edecek ve destekleyecek insanlarin varliginin farkina vardikga yani i birligi yaptikca dgretmenlik meslegine
iliskin olumlu tutumlar da gelistirmektedirler (Hargreaves & O’Connor, 2018). Bu baglamda hizmet 6ncesinden
itibaren Ggretmenlerin is birligi ¢abalarim ve becerilerini desteklemek onemlidir (De Fonte & Barton-Arwood,
2017). Hizmet 6ncesinde saglanacak bu tiirden destekler 6gretmen adaylarinin mesleki yasamlarinda daha
isbirlik¢i bir tutum gelistirmelerine katki saglayabilir. Ancak siyasi goriis farkliliklart (Akcan vd., 2017), kusak
catismalar1, olumsuz kisilik 6zellikleri, iletisim eksiklikleri, toplumsal kiiltiirdeki degisim (Ozdogru, 2021) gibi
faktorler ig birligini olumsuz yonde etkiledigi de alanyazinda ortaya konan bir gergektir. Bir egitim kurumunda is
birligini engelleyen etmenlerin neler oldugu belirlenerek, bu engellerin ¢oziimiine yonelik oneriler getirilmesi
dgretmenlerin is birligi yapmalarna katki saglayabilir ve dgretmenler arasi is birligini gelistirebilir (Ozdogru,
2021). Bu olumsuz faktorlerin ortadan kaldirilarak bir uygulama standardi olarak ig birligini giderek daha fazla
benimsenmesi (Rosen, 2007; Scribner vd., 2007) saglanabilir. Bu durum, yukarida belirtildigi gibi, is birliginin
saglanmasina ve Ogrencilerin basarilarinin artmasina katki saglayabilir. Arastirmalar, 6gretmenlerin is birligi
yaparak birbirlerinin bilgi ve deneyimlerinden faydalandiklarinda, daha etkili 6gretim stratejileri gelistirdiklerini
ve Ogrenci basarilarinin arttigimmi gostermektedir. Bu baglamda, 6gretmenlerin mesleki gelisim siireglerinde
birbirleriyle bilgi paylasmalar1 ve ortak calismalar yiiriitmeleri hem kendi becerilerini hem de 6grencilerinin
6grenme sonuglarimi olumlu yonde etkileyebilir (Cook & Cook, 2013).

Is birligi kavramina yonelik olarak yapilan arastirmalarda is birligi siirecinde zaman, icerik bilgisi ve
iletisimin 6nemli oldugu (Da Fonte & Barton-Arwood, 2017), uzmanlar arasi is birliginde sinirliliklar oldugu
(Yener & Day1, 2021), okullarda, diger disiplinlerde gelistigi gibi bir uygulama standardi olarak is birliginin
giderek daha fazla benimsendigi goriilmektedir (Rosen, 2007; Scribner vd., 2007). Basarili bir ig birliginin, zaman,
destek, kaynak, izleme ve kalicilig1 igermesi gerekirken, is birliginin bolge, okul ve sinif seviyelerinde yapilmasi
gerekmektedir (Ripley, 1997). Okullarda ¢esitli uzmanlarin gérev yapmasina ragmen is birliginin iyi organize
edilmedigini ve tanimlanmadigini, 6gretmenlerin, 6zel gereksinimli dgrencilerin egitiminde daha somut yardimin
yani sira daha spesifik tavsiyelere gereksinim duyduklart belirtilmektedir (Vangrieken vd., 2015). Ayrica
disiplinler arasi is birliginin, kapsayict egitim ortamlarinda olumlu 6grenme ¢iktilart igin bir 6n kosul olarak
goriilebilecegi (Murawski, 2008) ifade edilmistir. Bununla birlikte 6gretmenlerin diger 6gretmenlerle is birligi
yapmaya ihtiya¢ duymasina ragmen ogretmenlerin is birligi yapma diizeylerinin yetersiz oldugu bildirilmektedir
(Ozdogru, 2021). Ozel egitim dgretmen adaylarmin is birligi ile ilgili metaforik algilarini inceleyen bir ¢aligmada
o0gretmen adaylar1 6zel egitimde is birligini bir araya geldiginde bir biitiinii olusturan, yap1 veya sistemin devami
icin gereklilik arz eden olgulara benzettikleri goriilmiistiir (Day1 & Toéret, 2021). Salamanca bildirisi (UNESCO,
1994), 3. Maddesinde tiim hiikiimetlere ¢agrida bulunmus yayinladiklari gérevleri yapmaya davet etmistir. Burada
katilimer mekanizmalari kurulmasinin yani sira sistemli bir degisim kapsaminda, hizmet dncesi ve hizmet i¢i
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Ogretmen yetistirme programlarinin 6gretmenleri kapsayict okullarda 6zel gereksinimli dgrencilerin egitimine
hazirlayicr nitelikte olmasini saglamalarinin tesvik edilmesini ifade etmiglerdir. Bu noktadan hareketle hizmet
oncesi donemden heniiz 6gretmen adaylar: yetistirilirken ig birligi ile ilgili yeterli donanima sahip olmalar1 da
gerekmektedir. Bu is birligi sadece 6gretmen- aile veya dgretmen-6gretmen arasinda degil biitiin paydaslarin is
birligi yapacagi sekilde olmalidir.

Is birligini artirmak amaciyla yapilan miidahalelerle ilgili arastirmalarda da miidahale programlarinin
olumlu sonuglar verdigi (Brownell vd., 2006; Fitzgerald vd., 2021; Goepel, 2009; Hamre vd., 2018; Vuran vd.,
2017) gorilmektedir. Arastirmalar sonunda is birliginin BEP hazirlama ve ekiple ¢aligma becerilerini gelistirdigi
(Vuran vd., 2017), ozellikle BEP hazirlama siirecinde is birliginin etkili bir BEP'in hazirlanmasi i¢in temel
olusturdugu (Goepel, 2009) kapsayict Ogretim uygulamalarmin niteligini gelistirdigi (Hamre vd., 2018),
profesyonel ig birliginin 6grenme gruplarinda etkili oldugu (Brownell vd., 2006) ve is birliginin basarili bir egitim
programi olusturulmasi {izerine etkili oldugu goriilmiistiir. Cakmak ve digerleri (2023) BEP gelistirme siirecinde
adil olmayan is yiikii ve paydaslar arasinda yetersiz is birligi oldugunu ortaya koymustur. Vangrieken ve digerleri
(2015), 6gretmen is birligi ile ilgili 82 aragtirmay: inceledikleri sistematik derleme ¢aligmalarinda; dgretmen is
birliginin &grencilerin performanslarini artirma ve anlamaya katkisinin yani sira 6gretmen motivasyonunu
artirdigini, is yiiklerinin azalttigini, 6gretim stratejilerini daha etkili kullanmalarint sagladigini, verimliligi ve
iletisimi arttirdigini raporlamiglardir. Ayni arastirmacilar 6gretmen is birliginin orgiitsel agidan; okul iklimi,
kiiltiirti, 6grenci ihtiyaglarmin belirlenmesi ve arastirma kiiltlirii gibi konularda da fayda sagladigini ifade
etmiglerdir. Piirsiin ve digerleri (2021) 6zel egitim ve rehabilitasyon merkezleri ile 6zel egitim okullarindaki
ogretmenlerin is birligine yonelik goriislerini incelemislerdir. Arastirma, her iki grup 6gretmenin de 6grenci
basarisi i¢in is birliginin dnemine inandigini ve cesitli yontemlerle is birligi yapmaya calistiklarini ortaya
koymustur. Ancak, 6gretmenler olumsuz tutumlar, iletisim sorunlar1 ve 6gretmen degisiklikleri gibi is birligi
engellerini agmak igin gorev paylasimi, giiven olusturma ve siirekli iletisim gibi ¢oziimler Onermislerdir.
Tiirkiye’de is birligi ile ilgili tarama ve miidahale arastirmalarmin oldukga smirli oldugu goriilmektedir. Is birligi
her ne kadar kapsayici egitimin vaz gegilmez bir unsuru olarak giindeme gelse de mevcut kosullarda Tiirkiye’de
ozel egitim okullarinda ayni sinifta birlikte ¢alisan 6gretmenler arasinda ne diizeyde oldugu konusu net degildir.
Bu baglamda is birligi ile ilgili ¢aligmalarin agirlikli olarak is birliginin onemine, etkilerine odaklanirken
o0gretmenler arasindaki is birligi diizeyini ve buna yonelik tutumlarini 6lgmek i¢in standartlastirilmig bir 6lgme
aracina rastlanmamaktadir. Bu noktadan hareketle o6lgeklerin gelistirilmesi 6gretmenlerin is birligi diizeyini
Olgmeye pratik bir ¢oziim getirebilir.

Mevcut arastirma 0Ozel egitim Ogretmenlerinin is birligi diizeylerini belirlemeye ve anlamaya
odaklanmaktadir. Bu dogrultuda arastirmada 6zel egitim 6gretmenleri ve diger paydaslar arasindaki is birligi
durumu, is birliginin 6nemi, is birligini engelleyici faktorler, is birligi ile ilgili mevcut arastirmalara ve arastirma
sonuglarina dayali oneriler detayli bir sekilde ele alinmigtir. Bu arastirma ile 6gretmenlerin is birligine iligkin
mevcut durumlarinin belirlenebilecegi diisliniilmektedir. Bu yoniiyle aragtirmanin sonuglarinin 6zel gereksinimli
ogrencilere verilen egitimde is birligi siirecini ortaya koyacagi oOngoriilmektedir. Dahasi ozel egitim
ogretmenlerinin is birligi durumlarinin belirlenmesinin uygulama ve 6zel egitim alan yazinina katki saglayacagi
ve ilerdeki arastirmalara kaynaklik edecegi varsayilmaktadir. Arastirmanin genel amaci ozel egitim
ogretmenlerinin i birligi durumlarinin belirlenmesidir. Bu genel amaca yonelik olarak aragtirmada su sorulara
cevap aranmigtir:

1. Ogzel egitim 6gretmenlerinin dzel egitim dgretmenleri ve diger d6gretmenlerle is birligi durumlari nasildir?
Ozel egitim 6gretmenlerinin okul yéneticileri ile is birligi durumlar1 nasildir?

Ozel egitim 6gretmenlerinin ailelerle is birligi durumlari nasildir?

Ozel egitim 6gretmenlerinin okul dis1 paydaslar ile is birligi durumlar1 nasildir?

2
3
4. Ogzel egitim 6gretmenlerinin yardime1 personellerle ile is birligi durumlar1 nasildir?
5
6. Ozel egitim 6gretmenlerinin is birligi siirecinde yasadig1 sorunlar nelerdir?

7

Ozel egitim 6gretmenlerinin is birligini arttirmaya yénelik dnerileri nelerdir?
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Yontem
Arastirma Modeli

Bu aragtirmada karma arastirma yontemlerinden agiklayici siralt desen kullanilmigtir. Agiklayict sirali
desen bir arastirma grubu i¢in trendleri veya ¢alisilan konular ya da kavramlar arasindaki iliskileri incelemeyi
hedefler. Bu arastirmada nicel veri toplama ve analizi ile baglanmis, sonrasinda ise nitel veri toplama ve analizi
yapilmistir. Bunun amaci, ilk asamada elde edilen nicel bulgularin nitel veri toplama ve analizi ile destekleyerek
aciklanmasidir (Creswell & Plano-Clark, 2018). Arastirmanin nicel asamasinda betimsel tarama arastirmasi
kullanilmistir. Betimsel tarama arastirmalari bireylerin var olan diisiince ve algilarinin arastirilmas: amactyla veri
toplanmasini miimkiin kilmaktadir (Lodico vd., 2006). Nitel asamasinda ise durum g¢aligmast yontemi
kullanilmagtar.

Katihhmcilar

Calisma grubu segilirken amagli 6rnekleme yontemlerinden 6l¢iit drnekleme kullanilmstir. Olgiit olarak
ozel egitim alan mezunu olmak, MEB’e bagl bir okulda 6zel egitim 6gretmeni olarak ¢alismak ve arastirmaya
goniillii olarak katilmak belirlenmistir. Bu anlamda aragtirmanin dlgek gelistirme calismasinda 217 kadin (%67)
ve 107 erkek (%33) olmak iizere toplam 324 katilimc1 yer almistir. Ana ¢alismada ise 174 kadin (%73) ve 63 erkek
(%27) olmak {izere toplam 237 katilimer yer almistir. Calismanin nicel arastirma boyutunda, 391°i kadin (%70)
ve 170’1 erkek (%30) olmak iizere toplam 560 katilimei yer almistir. Katilimeilarin yas ve mesleki deneyim
stirelerine iliskin bilgiler Tablo 1°de sunulmustur.

Aragtrmanin nitel verileri ise 10 6zel egitim ogretmeni ile gergeklestirilmis olan goriismelerle
toplanmistir. Arastirmanin nitel boyutu i¢in segilen katilimcilar da yine 6l¢iit 6rneklem yoluyla segilmistir. Nitel
boyut i¢in belirlenen 6lgiitler, 6zel egitim alan mezunu olmak en az iki yil tecriibeye sahip olmak ve arastirmaya
goniillii olarak katilmak belirlenmistir. Goriigmeye katilan 6gretmenlerle ilgili demografik bilgiler Tablo 2°de
sunulmustur.

Tablo 1

Nicel Asama Katilimcilarinin Yas ve Mesleki Deneyim Siireleri

L Yas Mesleki deneyim siiresi (Y1l)

Katihmerlar Cinsiyet  —Win  Maks. O, S5 Min_ Maks. Ort. 5SS

Kadin 21 54 336 75 1 30 9.6 7
Olgek gelistirme Erkek 21 58 34.4 8.1 1 35 5.2 7.6
Tiim grup 21 58 33.8 7.7 1 35 9.7 7.2
Kadin 23 59 335 7.1 1 37 9.1 6.9
Calismanin ana uygulamast  Erkek 22 53 32.8 6.9 1 24 8.4 5.8
Toplam 22 59 33.3 7 1 37 8.9 6.7

Olgek gelistirme evresinde veri toplanan katilimcilarin 150°si (%46) 6zel egitim smifinda, 132’si (%41)
0zel egitim uygulama okulunda, 21’1 (%6.5) 6zel egitim anaokulunda ve 21’1 (%6.5) mesleki egitim okulunda
gorev yapmaktadir. Katilimcilarin siniflarinda en az bir ve en fazla 11 dgrenci (Ort = 5.4; SS = 4.9) bulunmaktadir.
Katilimeilarin 243’1 (%75) sinifinda ikinci bir 6gretmenle birlikte gorev yaparken 81°1 (%25) smifta tek 6gretmen
olarak ¢aligmaktadir.

Calismanin ana uygulamasinda veri toplanan katilimcilarin 113°{ (%48) 6zel egitim sinifinda, 90’1 (%38)
ozel egitim uygulama okulunda, 14’1 (%6) 6zel egitim anaokulunda ve 20’si (%8) mesleki egitim okulunda gorev
yapmaktadir. Katilimcilarin smiflarinda en az bir ve en fazla 15 6grenci (Ort. = 5, SS = 2.9) bulunmaktadir.
Katilimeilarin 179°u (%75.5) sinifinda ikinci bir 6gretmenle birlikte gérev yaparken 58’1 (%24.5) smifta tek
O0gretmen olarak ¢alismaktadir.

Tablo 2’ye gére dgretmenlerin yas aralig1 30 ile 47 arasinda degismektedir. Ogretmenlerden besi yiiksek
lisans dérdii lisans birisi ise doktora derecesine sahiptir. Ogretmenlerin tamami 6zel egitim sinifinda calismaktadar.
Calistiklar1 6grencilerin yas1 7 ile 14 arasindadir. Son olarak 6gretmenlerin meslek tecriibeleri iki ile 25 y1l arasinda
degismektedir.
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Tablo 2
Nitel Asama Katilimcilarimin Demografik Bilgileri

Caligtig1 6zel  Sinifindaki  Calistign  Mesleki

Egitim Calisugy gereksinim ogrenci  ¢ocuklarin tecriibe

Katilimer  Yas  Cinsiyet Mezun olunan alan

durumu kurum
grubu sayisi yasl (y1)
KL 34 Kadm Zihin engelliler ogretmentigi Lisans -t “E™ Otizm 3 121314 11
K2 34 Erkek Zihin engelliler sgretmentigi ¥ oksck  Ozel cgitim Hafif zihin 1114 10
lisans _smufi yetersizligi
K3 34 Kadm Zihin engelliler ogretmentigi Lisans -t “E™ Otizm 3 1214 13
.. Mesleki . -
K4 34  Kadin Zihin engelliler 5gretmenligi YIF‘ksek egitim Hafif _ zihin 8 1417 9
isans - yetersizligi
_merkezi
K5 47  Kadmn  Zihin engelliler 5gretmenligi YIF‘ksek Ozel egitim oy 3 10-13 25
isans smnifl
.. Orta-agir
K6 30 Kadin Zihin engelliler sgretmentigi ¥ okseK  Uygulama = 4 1617 7
lisans okulu e
) ) yetersizligi
K7 36 Kadin Zihin engelliler gretmenligi Doktora ©2¢ c@itim lIsitme = 5 8-10 14
_stnift yetersizligi
K8 34 Kadin Zihin engelliler ogretmenligi Lisans Oszlflllﬁeg‘“m Otizm 4 1013 5
K9 30 Kadin Ozel egitim Lisans Ozel egitim Hafif Zlh‘m 8 7-10 2
_stnift yetersizligi
K10 38 Kadm lsitme engelliler gretmenligi Y okseK Ozel egitim o) 4 10-14 15

lisans sinifi

Veri Toplama Araclar

Aragtirmada nicel ve nitel verileri toplamak amaciyla veri toplama araglar1 aragtirmacilar tarafindan
gelistirilmistir. Bunlardan ilki hem nicel hem de nitel verilerin toplandig1 6gretmenlerle ilgili demografik bilgilerin
yer aldig1 kisisel bilgi formlaridir. Bu formlar Tablo 1 ve Tablo 2’de verilmistir. Tkinci olarak nicel verileri
toplamak amaciyla gelistirilen 6zel egitimde is birligi dlgegi ve {igiincii olarak nitel verileri toplamak amaciyla
gelistirilen yar1 yapilandirilmis gériisme formudur.

Ozel Egitimde Iy Birligi Olgegi (OEIBO)

Bu calismada, arastirmacilar tarafindan “Ozel Egitimde Is Birligi Olgegi” (OEIBO) gelistirilmistir.
Arastirma siirecinin  baginda, 6zel egitim okul ve siniflarinda gorev yapan Ogretmenlerle yapilan yari
yapilandirilmis goriismeler ve literatiir taramast sonucunda bir madde havuzu olusturulmus ve bu havuzdan 35
maddelik bir 6n Olgek hazirlanmigtir. Daha sonra, arastirmacilar tarafindan yapilan kapsam gegerlilik
degerlendirmesi sonucunda bazi maddeler cikarilmis ve dlgek 26 madde ve 5 alt dlgege indirgenmistir. Olgek,
Likert tipi bir dlgme aract olup, 1'den 5'e kadar puanlanmakta, alinabilecek en diisiik puan 26, en yiiksek puan ise
130'dur. Puanlar arttikca is birligi diizeyinin de arttig1 kabul edilmektedir. Olgegin gelistirilmesi siirecinde elde
edilen verilerden ug¢ degerler hesaplanarak ¢ikarilmis ve toplam 324 dgretmenden elde edilen verilerle gegerlik ve
giivenirlik analizleri gergeklestirilmistir. Olgegin faktor analizine uygunlugunu belirlemek amactyla KMO-Bartlett
testleri yapilmis KMO degeri .87 ve Bartlett testi sonucu (33(324) = 3457.84; p < .001) bulunmustur. Olgegin
faktor analizi sonucunda 6z degerleri 1°den biiyiik ve toplam varyansin %56,498’ini agiklayan, 26 madde ve bes
alt 5lgekten olusan bir 6lgme araci olarak sekillenmistir. Olgegin birinci alt dlgegi 6gretmen-6gretmen is birligi alt
dlgegidir (OOIB-AQ) ve 7 maddeden olusmaktadir (Oz degeri 2.862; varyansi %10.600). Ikinci alt dlcek
dgretmen-yonetici is birligi alt dlgegidir (OYIB-AQO) ve 3 maddeden olusmaktadir (Oz degeri 2.89; varyansi
%10.683). Ugiincii alt dlgek dgretmen-egitim yardimeilart is birligi alt 6lcegidir (OEYIB-AQ) ve 5 maddeden
olusmaktadir (Oz degeri 3.71; varyans1 %13.740). Déordiincii alt dlgek 6gretmen okul dis paydaslar is birligi alt
olgegidir (OODPIB-AQ) ve 7 maddeden olusmaktadir (Oz degeri 3.313; varyans1 %11.604). Besinci alt dlgek
dgretmen aile is birligi alt dlgegidir (OAIB-AO) ve 4 maddeden olusmaktadir (Oz degeri 2.665; varyansi %9.871).
Olgegin giivenirligi i¢in toplam ve alt dlgeklerin Cronbach Alpha degerleri su sekildedir; OOIB-AQ: .74; OIiB-
AO: .76; OEYIB-AO: .88; ODPIB-AQ: .85; OAIB-AQ: .77 ve Olgek toplam: .89.

Gergeklestirilen analizlerle nihai hali verilen 6l¢ekle farkli bir grupla arastirma kapsaminda yeniden 237
o0gretmenden veriler toplanarak analiz edilmis, ¢alismanin bulgular béliimiinde bu verilerden elde edilen bulgular
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rapor edilmistir. Olgegin 237 kisilik yeni rneklemdeki Cronbach Alpha degerleri de su sekildedir; OOIB-AO:
.71; OIIB-AO: .81; OEYIB-AO: .86; ODPIB-AO: .79; OAIB-AO: .78 ve Olgek toplam: .88.

Goriigsme, Gozlem ve Aragtirmact Giinliigii

Aragtirmada nitel verileri toplamak amaciyla arastirmacilar tarafindan yari yapilandirilmig goriisme
formu gelistirilmistir. Gorligme formunun gelistirilmesi i¢in is birligi ile ilgili alan yazin incelenmis ve 6lgekle
uyumlu olarak hazirlanmistir. Bu baglamda hazirlanan formda 6gretmenlerin is birligi diizeylerine iliskin yedi agik
uclu ve 6gretmenlerin kolayca anlayabilecegi sorulara yer verilmistir. Hazirlanan forma iliskin 6zel egitim ve nitel
aragtirmalar konusunda deneyim sahibi {i¢ uzmandan goriis alinarak formda dil ve igerik bakimindan gerekli
diizenlemeler yapilmistir. Bir pilot uygulama ile formun uygun ve anlasilabilir oldugu teyit edilmistir. Pilot
uygulama calismaya dahil edilmemistir.

Aragtirmacilar sorularla paralel olacak sekilde katilimli gozlem formu olusturmustur. Gézlem formunda
alanyazinda is birliginin boyutlarina ve bu boyutlarin tanimlarina yer verilmistir. Bu sayede goézlemlerde hangi
ozelliklerin gozlemlenecegi belirlenmistir. Forma iliskin olarak 6zel egitim alanindan iki uzmandan goriis
alimmistir. Uzmanlar goézlem formunun arastirmanin amacina uygun olarak hazirlandigini teyit etmistir.
Olusturulan form &gretmenlerin yaptiklar1 gesitli toplantilarda ve goriismeler sirasinda gézlemler yapmak
amaciyla kullanilmistir.

Ayrica iki arastirmaci, aragtirmaci giinliigii tutmustur. Bu giinliikklerde arastirmacilar ¢aligmanin tiim
siirecinde yasadiklarmi, aragtirma konusunun belirlenmesi, yazarlarin goriismeleri, arastirma sorularinin
hazirlanmasi, veri toplama tekniklerinin belirlenmesi ve katilimcilarin se¢imi, veri toplama siirecinde yasadiklari
sorunlar ve bunlar1 ¢é6zme yontemleri gibi asamalari, duygu ve diisiincelerini de igerecek sekilde giinliigiine
yansitmistir. Arastirma boyunca toplam 63 sayfa giinliik tutulmustur.

Veri Toplama ve Analizi

Aragtirmanin nicel verileri 2023 yilinda toplanmaya baslanmistir. Verilerin tiim Tiirkiye’den toplanmasi
amaciyla olcek Google formlara aktarilmis ve olgekle ilgili baglanti 6gretmenlerle paylasilmistir. Toplanan
verilerle dlgegin acimlayici faktor analizi (AFA) gerceklestirilmistir. Yapilan analiz sonucunda elde edilen nihai
olcekle tekrar Google formlar aracilif ile ilk uygulamada yer almayan 6gretmenlere génderilmistir.

Aragtirmanin nitel verileri ise arastirmaya goniilli katilmak isteyen 10 Ogretmenle arastirmaci ve
katilimcinin bas basa kalacag: sessiz bir ortamda yiiz yiize gériisme yoluyla gerceklestirilmistir. Ogretmenlerin
uygun oldugu giin ve saatlerde yapilmistir. Ogretmenlerle yapilan goriismeler ortalama 45 dakika siirmiistiir.
Goriismeler ses kayit cihaziyla kaydedilmistir. Ayrica gerekli izinler alinarak gretmenlerin yaptiklari toplantilara
katilim saglanarak g6zlemler yapilmistir. Bu toplantilar belirli giin ve haftalarda yapilacak olan etkinlikler, stajyer
ogretmenlerin organize edilmesi ve 6grencilerin egitimleriyle ilgili konular konusunda yapilan toplantilardir.
Toplam 6 toplantida gozlem yapilmistir. Toplant: siireleri 20-50 dk. arasinda degismistir. Gozlemler ikinci ve
iclincii arastirmaci tarafindan gergeklestirilmigtir. Gozlemlerin tamami toplantilarin yapildigr 6gretmenler
odasinda gergeklestirilmistir. Yapilan gozlemlerden elde edilen veriler bulgularin zenginlestirilmesi amaciyla
kullanilmastir.

Aragtirmanin nicel asamasi i¢in gelistirilen 6l¢ekte varyanslar homojen oldugu icin faktor 5 icin LSD testi
yapilmis ve p degeri .011 olarak bulunmustur. Tecriibe agisindan yapilan ANOVA analizinde, varyanslar homojen
¢tkmis ancak herhangi bir anlaml fark tespit edilmemistir. Okul tiiriine gore yapilan analizde, Faktor 2 igin
ANOVA uygulandiginda anlamli bir fark bulunmus ve varyanslar homojen oldugundan LSD testi yapilmistir.
Ogrenci sayis1 agisindan yapilan t testinde ve iki 6zel egitimci agisindan yapilan t testinde herhangi bir anlamh
fark bulunamamustir. Ogretmen sayisi agisindan yapilan ANOVA analizinde, Faktor 4 igin varyanslarin homojen
olmadigmna dair bir isaret bulunmus, fakat p degeri .048 ile .05 siirma ¢ok yakin oldugundan bu deger anlaml
kabul edilmistir (Chia, 1997). Sonug¢ olarak, faktor 4 i¢in anlaml bir fark bulunmus ve LSD testi uygulanmustir.

Aragtirmanin nitel asamasinda elde edilen veriler icerik analizi teknigi ile analiz edilmis ve bulgular
yorumlanmustir. Icerik analizi, elde edilen verilerin temel igeriklerinin ve kapsadigi bilgilerin 6zetlenmesi seklinde
tanimlanmaktadir (Cohen vd., 2007). Veri toplama islemi gergeklestirildikten sonra elde edilen verilerin
dogrulugunu kontrol etmek amaciyla yaziya dokiilen veriler bir kez daha okunmustur. Bu karsilastirma isleminin
ardindan transkriptler ile ses kayitlar1 arasindaki tutarlilik dogrulanmistir. Elde edilen verilerden kodlar
¢ikarilmigtir. Daha sonra ¢ikarilan kategori ve kodlar iizerinde tartigilmis ve fikir birligine varilmistir. Kodlama
anahtarmin olusturulmasinda ve analizlerin yapilmasinda yazarlar is birligi igerisinde ¢alismislardir. Dogrudan
alintilarla nitel bulgular desteklenmistir. Arastirma siirecinde toplanan gdézlem raporlari dikkatlice analiz edilerek,
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bu verilerin temel 6zellikleri ve genel egilimleri belirlenmistir. ilk asamada, gézlem notlar1 ayrintili bir sekilde
incelenmis ve bu notlardan elde edilen temel bulgular ¢ikarilmistir. Gzlem verilerinin analizi sirasinda 6zellikle
tekrar eden kaliplar, belirgin temalar ve anlamli igerikler izerinde durulmustur. Bu siirecte, gdzlemcilerin subjektif
yorumlart da dikkate alinarak, veriler derinlemesine analiz edilmistir. Gozlemcilerin bireysel bakig agilart ve
yorumlart, verilerin zenginlestirilmesine ve daha genis bir perspektiften degerlendirilmesine olanak tanimistir. Bu
sekilde, sadece gozlemlenen olaylarin yiizeysel tanimlar1 degil, ayn1 zamanda bu olaylarin altinda yatan nedenler
ve dinamikler de incelenmistir. Analiz edilen veriler, arastirmanin amacina uygun olarak yorumlanmistir. Bu
yorumlama siirecinde, elde edilen bulgularin aragtirma sorulart ile nasil iliskilendigi ve bu bulgularin arastirmanin
genel ¢ergevesine nasil katki sagladigi detayl bir sekilde ele alinmigstir. Bu sayede, elde edilen verilerin anlamli
ve tutarli bir sekilde arastirmanin biitiiniine entegre edilmesi saglanmistir.

inandiriciik

Nitel arastirmalarda, arastirmanin inandiriciligr artirmak icin katilimer teyidi, goriismeler, gozlemler,
dokiiman analizi, uzman goriisii gibi farkli veri toplama yontemleri ve kaynaklari kullanarak verilerin tutarliligini
kontrol etmenin 6nemi sik¢ca vurgulanmaktadir (Creswell, 2014; Glesne, 2015). Bu baglamda yansitmali
aragtirmaci giinliigii, katilimli gézlemler ve goriismeler olmak tizere farkli yontemlerle veriler toplanmistir. Ayrica
Erlandson ve arkadaslari (1993), inandiriciligr artirmak amaciyla, veri toplama siirecinde goriigmenin hemen
sonunda aragtirmacinin topladigi verileri dzetleyip katilimciya sunmasimi ve bu &zetin dogrulugu hakkinda
katilimcinin goriiglerini almasini 6nermektedir. Bu siireg, katilimcilarin verilerinin dogru bir sekilde temsil
edildiginden emin olmalarini ve arastirmacinin olasi yanlis anlamalart diizeltmesine olanak tanir. Bu baglamda,
inandiricilign artirmak amaciyla her gériigmenin sonunda, gériismenin genel bir 6zeti katilimciya sunulmus ve
katilimciya eklemek istedikleri herhangi bir konu olup olmadig1 veya herhangi bir yanlis anlasilma olup olmadigini
belirtme firsati verilmistir. Bu uygulama, katilimeilarin aktif bir sekilde arastirma siirecine katilmalarini saglarken,
ayni zamanda arastirmacinin verilerin dogrulugunu onaylamasina yardimet olmustur. Katilimei teyidinin haricinde
veri ¢esitliligi saglanarak pek ¢ok kaynaktan veri toplanmistir. Veri gesitliliginin saglanmast nitel arastirmalar i¢in
onemlidir (Akdemir & Kilig, 2021; Coskun, 2022). Kodlayicilar arasi giivenirlik hesaplanirken “giivenirlik =
(goriis birligi / (goriis birligi + goriis ayrihigt)) x 100” formiili kullanilmistir (Miles & Huberman, 1994). Ortalama
olarak, puanlayicilar arasi giivenirlik %95.8’tir. Ayrica caligmanin her bir asamasinda arastirmacilar belirli
periyotlarda toplantilar diizenlemistir. Bu toplantilarin bir kismi yiiz yiize bir kismi ise ¢evrim i¢i yontemlerle
yapilmis, arastirmanin tiim boyutlari tartisilmis, veri toplama, veri analizi, raporlama, bir sonraki gérev dagilimlari,
farkli uzmanlardan goriislerin alinmasi, sonraki toplantmin tekrar planlanmasi gibi durumlar toplantilarda
goriigiilmiistiir. Yine arastirmacilar, iki yili askin siire igerisinde, elektronik ortamda platformlar arasi ¢aligma
ozelligine sahip anlik mesajlasma ve arama uygulamalari ile siirekli iletisim kurarak planlar olusturulmus, geri
bildirimler sunarak, elde edilen bulgular paylasilmistir.

Bulgular

Aragtirmanin bu boliimiinde 6zel egitim 6gretmenleri ile yapilan goriismeler, gozlemler ve OEIBO’den
elde edilen verilere yer verilmistir. Arastirma desenine uygun olacak sekilde her bir aragtirma sorusuna ait bulgular
ilk olarak nicel bulgular verilerek yorumlanmistir. Daha sonra ise nitel bulgular yoluyla nicel bulgular
desteklenmis ve yorumlanmistir. Nitel bulgularin verilmesinde katilimcilarin isimlerinin yerine O1, 02, O3 gibi
kod isimler verilerek dogrudan alintilarla nicel bulgular desteklenmistir.

Tablo 3
Ozel Egitim Ogretmenlerinin Iy Birligi Diizeylerine Iliskin Betimsel Analiz Sonuglart
i birligi tiri Cinsiyet Yas Mesleki Okul tirii Min Max M ss
deneyim
Ogretmen-ogretmen is ~ 4(235) =-1.278;  r =0.68; r=0.59; F(3, 233) = 0.206; p
birligi p >0.05 p>0.05 p>0.05 >0.05 25 3% 3109 301
Ogretmen-yonetici is 1(235) =0.416;  r=0.77; r=0.34; F(3,233)=0.816; p
birligi p>0.05 p>005  p>0.05 >0.05 5 15 1249 2%
Ogretmen-egitim 1(235) =-0.862; r=051; r=0.91; F(3, 233) = 0.866; p
yardrmealar i birligi p>0.05 p>005  p>0.05 >0.05 2 2% 24
Ogretmen-dis paydaslar ~ 1(235) =-1.162; r=0.62; r=0.21; F(3,233) = 2.159; p
ig birligi p>0.05 p>005  p>0.05 >0.05 143 2653 48l
. oo Y(235)=2208; r=0.122; r=085  F(3,233)=0.429;p
Ogretmen-aile ig birligi p <0.05 0> 0.05 0> 0.05 >0.05 12 20 17.62 2.07
o %(235) =-0.779; r=0.101; r=0.72; F(3,233) =0.718; p
Genel is birligi p <0.05 0> 0.05 0> 0.05 > 0.05 84 130 110.07 10.45
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Sorun ve Gneriler
Ogretmen-Ogretmen Is Birligi

Ogretmenler arasi is birligine iliskin OOIB-AO’den elde edilen nicel bulgular incelendiginde
Ogretmenlerin is birligi diizeylerinin cinsiyete gore farklilasmadigi (t(235) = -1.278; p > 0.05), 6gretmenlerin
yaslar1 (r = 0.68; p > 0.05) ve mesleki kidem yillart (r = 0.59; p > 0.05) ile 6gretmenler arasi is birligi diizeyi
arasinda anlamli bir iliski olmadig1 goriilmektedir. Ogretmenler aras1 isbirliginin diizeyi calisilan okul tiiriine gore
de anlaml diizeyde farklilasmamstir (F(3, 233) = 0.206; p > 0.05). Betimsel istatistikler incelendiginde bu alt
Olcekten az 25 en ¢ok 35 puan alindigi ortalamanin 31.09 standart sapmanin ise 3.01 oldugu goriilmektedir.

Ogretmenlerin meslektaslar1 ile yaptiklar1 is birliklerine iliskin goriisleri cesitli kodlar altinda
toplanmistir. Bunlardan branglar arasi is birligi kodu altinda katilimci 6zel egitim 6gretmenleri farkli branslardaki
meslektaslar ile 6zellikle fikir aligverisinde bulunduklarina dikkat cekmislerdir. Buna iliskin olarak O1 “...Diger
ogretmenlerle ¢ok fikir aligverisi yapmay1 seven biriyimdir. Hani 6gretmeni kendi sinifima dahil ederim falan yani.
Fikir aligverisi ¢ok 6nemli, is birligi ¢ok dnemli.” seklinde diger brang 6gretmenlerini sinifina davet ettigini ve
onun uzmanhgindan yararlandigina dikkat cekmistir. Ozel egitim 6gretmenleri okul psikolojik danismani da dahil
olmak tiizere diger brans Ogretmenlerinin fikir aligverisinde bulunduklari bir diger konu ise egitim G6gretim
faaliyetlerinde ig birligi kodu altinda yer alan 6grencinin hangi sinifta 6grenim gorecegiyle ilgili fikir aligverisinde
bulunmasidir. Buna iliskin olarak O3 “Okula yeni bir 6grenci geldigi zaman biitiin 6gretmenler goriis birligi
igerisinde &grencinin ilk degerlendirmesini yapabiliyoruz. Yani bu anlamda kimin sinifina gidecekse gitsin dyle
bir ayrim yok Herkes goriis bildiriyor degerlendirme yapiyoruz...Fikir aligverisi seklinde gidiyor.” seklinde
goriisiinii dile getirmistir. Ancak yapilan katilimli gbzlemlerde bu durumun is birligini tam yansitmadig
gbzlemlenmistir. Ogretmenler yaptiklar1 degerlendirmede 6grencinin seviyesini degerlendirme ve hangi sinifa
yerlestirilecegine iliskin siniflarindaki dgrencilere gére karar vermektedir. Ornedin yeni gelen &grenci agir
diizeyde yetersizligi olan bir 6grenci ise sinifinda agir diizeyde O6grenci bulunmayan smifa yerlestirme
amaglanmaktadir. Buradaki durum smiflardaki 6grenci sayisini ve yetersizlik diizeyine uygun yerlestirme
yapmaktan ileriye gitmemektedir. Ogretmenlerin séylemi is birligi gibi goriinse de temelde is birliginden
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bahsetmek miimkiin degildir. Benzer olarak &zel egitim dgretmenleri arasindaki is birligine iliskin olarak O6
gOriigiinii su sekilde dile getirmistir:

“Bizim okulda iki ayr1 6zel egitim sinifi var orada yine alan mezun olan arkadaslar calisiyor onlarla zaten
ziimre seklinde gidiyor ¢alismalarimiz. Fikir aligverisi oluyor. Cok formal ig birligi soruyorsaniz dyle
diizenli is birligi yok ama fikir aligverisi seklinde gidiyor.” (O6)

Sorun ve &neriler kodu altinda ise bu durumu en giizel 6zetleyen agiklama OS5 ‘ten gelmistir. Katilimci
O0gretmenin gorilisi su sekildedir:

“Aslinda insanlar hani bir seyler yapmak istiyorlar ama bilmedikleri igin cesaret edip
giremiyorlar... Tanitict egitici videolar hani kamu spotu bir seyler yer alsa insanlar daha bilingli olacaklar
ve gergekten bir seyler yapabilecekler. Hani ¢ogu bdyle yapmak istiyor ama ne yapacagini bilemiyor.”
(035)
Bilgilendirme yapilmasiyla bunun 6niine gegilebilecegini Onermistir.
Ogretmen-Yonetici Is Birligi
Ogretmenler yonetici is birligine iliskin OYIB-AO’den elde edilen nicel bulgular incelendiginde
ogretmenlerin yoneticilerle i birligi diizeylerinin cinsiyete gore farklilasmadigi (t(235) = .416; p > 0.05),
ogretmenlerin yaglar1 (r = 0.77; p > 0.05) ve mesleki kidem yillar1 (r = 0.34; p > 0.05) ile 6gretmenler yonetici is
birligi diizeyi arasinda anlaml bir iliski olmadig1 goriilmektedir. Ogretmenler ydnetici is birliginin diizeyi galisilan
okul tliriine gore de anlamli diizeyde farklilasmamustir (F(3, 233) = 0.816; p > 0.05). Betimsel istatistikler

incelendiginde bu alt dlgekten az 5 en ¢ok 15 puan alindigi ortalamanin 12.49 standart sapmanin ise 2.32 oldugu
goriilmektedir.

Aragtirmaya katilan 6zel egitim dgretmenleri okul yoneticileri ile kurduklari is birliklerine yonelik ¢esitli
goriisler bildirmislerdir. Ogretmenlerin gériislerinin toplandig: kodlar Sekil 1°de gosterilmistir. Ogretmenler
ozellikle 6zel egitim mezunu olmayan yoneticilerle ¢alisirken yoneticilerinin 6zel egitim konusundaki bilgilerinin
yetersiz olmasmin kendilerini zorladigin1 ve 6zel egitimle ilgili yoneticilerine aciklama yapmak durumunda
kaldiklarma dikkat cekmislerdir. Bu goriise iliskin olarak O5 “Biz &zellikle idarecilerimize bir anlatmamiz
gerekiyor...Bakin 6zel egitim ve ¢ocuklarinin tespiti yapilmasi lazim...Yani bu konuda 6zel egitimin zorunluluk
ve gereklilik oldugunu. Sayim idarecilerimize, yoneticilerimize anlatmamiz gerekiyor.” seklinde yoneticilerle is
birligi saglamak icin gerekli bilgilendirmelerin yapilmasi gerektigine deginmislerdir. Ozellikle 6zel egitim
Ogretmeni olmayan ydneticilerin 6zel egitimle ilgili bilgilendirmelerinin is birligini arttiracagi diisiiniilmektedir.
Ek olarak katilimc1 6gretmelerden bir digeri su ifadelere yer vermistir:

“Calistigim okula geldigimde 6 yil dnce okul iki binali bir okul bir binanin alt giris kat1 6zel egitime
ayrilmis ve 4 tane ozel egitim sinifi ayn1 yere konulmus ve etrafi telle gevrilmis kilitlenmis bir seyle
kargilagtim. Sordugumda o zamanki okul miidiiriine, diger ¢ocuklar bu ¢cocuklardan korkuyorlar dedikleri
bir durum s6z konusuydu.” (O7)

Yéneticisi 6zel egitim mezunu olan ise O3 ”...Su anki bulundugum okulda destegi altyorum ama biitiin
okullar galistigim okullarda bunu ¢ok alamadim...” seklinde okul yonetiminden gesitli destekler aldigini
belirtmistir. Ogretmenlerin dile getirdigi goriislerden hareketle yoneticileri dzel egitim mezunu olan ya da 6zel
egitimle ilgili bilgisi olan yo6neticilerden destek aldiklari ve is birliginin muhtemel olabilecegi goriilmektedir.

Ogretmen- Egitim Yardimeilar is Birligi

Ogretmenler egitim yardimcilar1 is birligine iliskin OEYIB-AO’den elde edilen nicel bulgular
incelendiginde 6gretmenlerin egitim yardimcilariyla ig birligi diizeylerinin cinsiyete gore farklilagsmadigi (t(235)
= .-862; p > 0.05), 6gretmenlerin yaslar1 (r = 0.51; p > 0.05) ve mesleki kidem yillar1 (r = 0.91; p > 0.05) ile
dgretmenler egitim yardimeilari is birligi diizeyi arasinda anlamli bir iliski olmadig1 gériilmektedir. Ogretmenler
egitim yardimcilari ig birliginin diizeyi ¢alisilan okul tiiriine gore de anlaml1 diizeyde farklilasmamistir (F(3, 233)
= 0.866; p > 0.05). Betimsel istatistikler incelendiginde bu alt dlgekten az 17 en ¢ok 25 puan alindig1 ortalamanin
22.35 standart sapmanin ise 2.42 oldugu goriilmektedir.

Is birligine katilim ile sorun ve dneriler kodu altinda arastirmaya katilan dgretmenler egitim yardimcilari
is birligine iliskin olarak cesitli goriisler bildirmislerdir. O1 “Onlar sadece miidiire hizmet eden kisiler gibi yani.
Miidiir ne derse onu yapiyorlar. Yani hizmetli hi¢cbir zaman bizim istedigimiz ya da okulun diizenini ¢ok da
saglayacak seyler yapmiyor...” seklinde yardimci personellerle is birligi saglayamadigina okulda goérev yapan

Day1 vd. 2025, 26(2)



TURKIYE’DEKI OZEL EGITIM OGRETMENLERININ i$ BIRLIGI CABALARI 225

yardimecr personellerin  sadece okul yoneticilerinin belirttikleri isleri yaptigina kendileriyle is birligi
yapmadiklarma dikkat ¢cekmistir. Buna karsilik olarak ise O6 “Diger yardimcilar yemek yapan abladan tutun da
smifimizi temizleyen ablaya kadar hostesimize kadar bizim Ogrencilerimize karsi ¢ok ilgililer ve ¢ok sicak
davranirlar...” seklinde yardimer personellerin ilgi ve alakalarini ¢ok iyi is birligi olarak belirtmistir. Benzer
sekilde O10 da “Yardimci personelimiz bir tane hostesimiz var. O gayet iyi. Bu 3-4 yildir bu seyde galisiyor ve
¢ocuklarla iletigimi gayet iyi...” seklinde yardimci personellerle kurulan iletisimi is birligi olarak ifade etmistir.
Fakat egitim yardimcilartyla Ogretmenler arasinda alan yazinda tanimlanan is birliginin gergeklesmedigi
goriilmektedir. Okullarda veri toplama sirasinda yapilan katilimli gézlemler ve aragtirmaci glinliigii yoluyla elde
edilen bulgular ve &gretmenlerin goriisleri egitim yardimcilariyla yiiriitiilen siirecin sadece iletisim oldugu
Ogretmenin birtakim taleplerinin egitim yardimcilar1 yoluyla karsilandig1 goriilmektedir.

Ogretmen-Okul Dis1 Paydaslar is Birligi

Ogretmenler okul dis1 paydaslar is birligine iliskin OODPIB-AQO’den elde edilen nicel bulgular
incelendiginde 6gretmenlerin okul dig1 paydaslarla is birligi diizeylerinin cinsiyete gore farklilagmadig: (t(235) =
-1.162; p > 0.05), 6gretmenlerin yagslar1 (r = 0.62; p > 0.05) ve mesleki kidem yillar1 (r = 0.21; p > 0.05) ile
ogretmenler okul dis1 paydaslar is birligi diizeyi arasinda anlaml bir iliski olmadig1 goriilmektedir. Ogretmenler
okul dis1 paydaslar igbirliginin diizeyi ¢alisilan okul tiiriine gore de anlamli diizeyde farklilagmamigtir (F(3, 233)
= 2.159; p > 0.05). Betimsel istatistikler incelendiginde bu alt 6l¢ekten az 14 en ¢ok 35 puan alindig1 ortalamanin
26.53 standart sapmanin ise 4.81 oldugu goriilmektedir.

Aragtirmaya katilan O6gretmenlerden elde edilen verilerin analizi sonucunda 6gretmenler okul dist
paydaslar ile yaptiklari is birliklerine iliskin cesitli gériislerde bulunmuslardir. Ogretmenlerin okul dist
paydaslardan en ¢ok Ozel Egitim ve Rehabilitasyon Merkezleri (OERM), iiniversiteler ve vakif/derneklerle is
birligi yaptiklarini ifade ettigi goriilmiistiir. Bu durumu su sekilde ifade etmistir:

“Universiteyle is birligi su sekilde ... akademik caligmalar yapma cabasinda oldugum icin bunlarla
beraber iletisim kanallarim korundu ve bu noktada diyelim bir dgrenciyle ilgili ya da yani genellikle
ogrenciyle ilgili durumlar ya da kendimi gelistirmem gerektigini hissettigim noktalarda tiniversitedeki
tanidiklarimdan ya da bu alanin uzmanlarindan boéyle fikir kitap Onerileri ya da bu durumla ilgili ne
yapabilirim gibi beyin firtinas1 yaptigim durumlar oluyor.” (03)

O3 her ne kadar bu ifadeleriyle iiniversitelerle is birligi sagladigini vurgulasa da bu durumun iletisim
kurmak ve oOneri almak oldugu goriilmektedir. Bu durum alan yazinda tanimlanan is birligi siireci ile
aciklanamamaktadir. Bu duruma iliskin olarak katilimer 6gretmenlerden bazilarinin goriisii su sekildedir:

“Rehabilitasyonlar var rehabilitasyon hocalart ile de is birligi igerisindeyiz. Donem igerisinde birkag kere
olmak {iizere okula toplu bir sekilde geliyorlar ve ortak 6grenciler hakkinda bizi yanlara c¢agirarak
konusmak istiyorlar ve is birligi i¢inde olmamiz istiyorlar.” Fakat O10 “Rehabilitasyonlar1 isin icine
sokmaya calistyorum...En azindan ne yaptigimi nasil ilerledigimi sormasi lazim dedigim halde
higbirinden de geri doniit almadim.” (O8)

Bu durum OERM ile kurulan iletisimin ve is birliginin tamamen OERM ile ilgili oldugunu
gostermektedir. Arastirmaya katilan 6zel egitim 6gretmenlerinin tamami1 OERM ile is birligi kurmak istediklerine
dikkat ¢ekmistir. Bazilart kargilik aldiklarini ifade ederken bazilari iletisim kuramadiklarini belirtmiglerdir. Sivil
Toplum Kuruluslariyla (STK) yapilan is birliklerine yonelik olarak O2 “STK ’larla bugiine kadar ¢ok hani is birligi
icerisinde olmadik. Ciinkii devlet okullar1 STK’lara hani idareciler genellikle boyle daha temkinli yaklasiyor.”
seklinde STK’larla is birligi kurmada sorun yasadiklarmi belirmistir. Bu durum Milli Egitim Bakanligi (MEB)
sisteminin STK ve derneklerle is birligi kurulmasi noktasinda biirokratik siireglerden kaynakli olarak sorunlar
oldugu sdylenebilir.

Ogretmen-Aile s Birligi

Ogretmenler aile is birligine iliskin OODPIB-AO’den elde edilen nicel bulgular incelendiginde
Ogretmenlerin aileyle ig birligi diizeylerinin cinsiyete gore kadinlar lehine anlamli diizeyde farklilastigi (t(235) =
2.208; p < 0,05), 6gretmenlerin yaglar (r = 0.122; p > 0.05) ve mesleki kidem yillar1 (r = 0.85; p > 0.05) ile
dgretmenler aile is birligi diizeyi arasinda anlaml bir iliski olmadig1 gériilmektedir. Ogretmenler aile is birliginin
diizeyi caligilan okul tiirline gore de anlamli diizeyde farklilasmamistir (F(3, 233) = .429; p >0.05). Betimsel
istatistikler incelendiginde bu alt dlgekten az 12 en ¢ok 20 puan alindigi ortalamanin 17.62 standart sapmanin ise
2.07 oldugu goriilmektedir.
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Katilimcilarin OEIBO toplam puanlari iizerinde genel is birligi bulgular1 incelendiginde 6gretmenlerin
genel is birligi diizeylerinin cinsiyete gore anlamli diizeyde farklilasmadigi (t(235) = .-779; p < 0.05),
ogretmenlerin yaglar1 (r = 0.101; p > 0.05) ve mesleki kidem yillart (r = 0.72; p > 0.05) ile 6gretmenlerin genel is
birligi diizeyi arasinda anlaml bir iliski olmadig1 goriilmektedir. Ogretmenlerin genel is birliginin diizeyi ¢alisilan
okul tiiriine gore de anlamli diizeyde farklilasmamistir (F(3, 233) = .718; p > 0.05). Betimsel istatistikler
incelendiginde OEIBO toplam puaninda az 84 en gok 130 puan alindig1 ortalamanin 110.07 standart sapmanin ise
10.45 oldugu goriilmektedir.

Ogretmenlerden elde edilen verilerin analizi dogrultusunda dgretmenlerin ifadelerine gore ailelerle
yaptig1 is birlikleri katihm ve destek, iletisim ve sorun ve 6neriler olarak ii¢ kod altinda toplanmistir. Bu anlamda
katilimc1 6gretmenlerden bazilarimin goriisleri su sekildedir:

“...Yani ¢ocuk evde nasil davraniyor iste. Hani ben ne yapabilirim gibi konularda béyle ¢ok sikintilar
yagsadim ama is birligi saglayamadim...Cocuk ¢ok gergindi ve saldirgandi...Cocugunun bilincinde olan
aileler bize daha yakin, daha anlayisli olabiliyor ama digerleri de mesela ¢cocuktan dedigim gibi yani
beklentileri fazla oluyor. Cocugunun olumsuz davramglarin1 gormezden geliyor...” (O8)

08 ifadeleriyle ¢ocuklarmin yetersizliklerini kabul etmeyen ailelerle is birligi kurmada ve iletisimde
giicliik yasadiklarina dikkat ¢ekmistir. Ogretmenler benzer sekilde toplumda 6zel egitim dgretmenin roliinden
dolay ailelerle is birligi kurmada sorunlar yasadiklarmin altini ¢izmistir. Bu goriisiinii su sozlerle ifade etmistir:

“Ailelerle ¢ok iyi iletisim kurdugumuzu sdylemeyecegim. Ozellikle son yillarda sadece bu okul degil.
Bagka okullarda bunu yasiyoruz. Ailelerin 6gretmenlere bakis agilarindan biraz rahatsizim ben kisisel
olarak. Aileler 6gretmenle kurduklari iletisimde ¢ocuklarini emanet ettikleri bir uzman veya alana hakim
olan uzman gibi algilayarak degil kurduklari iletisim daha ¢ok kendi isteklerini yaptirmaya déniik...” (03)

Ogretmenlerin goriislerinden hareketle ailelerle iletisim dahi kurmakta sorunlar yasadiklarim
goriilmektedir. Bu durumun nedenlerinin ise ailelerin ¢ocuklarinin yetersizliklerini kabul etmeme, beklentilerinin
yiiksek olmasi, ailelerin 6gretmene bakis agist oldugu goriilmektedir. Ailelerle iletisim kurmakta dahi sorunlar
yasayan dgretmenlerin alan yazinda tanimlanan is birligini nitelikli olarak yiiriitmeleri miimkiin gériinmemektedir.
Is Birligi ilkeleri

Is birligi ilkeleri Friend (2021) tarafindan is birligi yapmaya géniilliiliik, katilimcilar arasinda esitlik,
karsilikli hedeflere dayali olma, katilim ve karar verme i¢in ortak sorumluluk, is birligi yapan bireylerin kaynaklari
ve sonuglar i¢in sorumlulugu paylagimi seklinde belirtilmektedir. Arastirmada 6gretmen katilimei goriislerinin
analizinde is birligi ilkeleri kodu altinda ise bu ilkelerden sadece goniilliiliikk ve ortak karar kodlart olugsmustur.
Goniilliilik koduna yénelik olarak O3 “Simdi katilm derken ben sdyle hani bazilar1 katiliyor, bazilari
katilmryor...Orada bir goniilliiliik var.” seklinde okulda yapilan 23 Nisan Ulusal Egemenlik ve Cocuk Bayrami,
Engelliler Haftas: gibi etkinliklere katilimin goniilliiliik esasina dayali oldugunu belirtmistir. O2 “Biz bir ekibiz
ruhu verildiginde iste biitiin kaynaklarimizi paylasabiliriz. Enerjimizi buraya harcayabiliriz... Motivasyon
olugturulmadigr zaman insanlar da sadece geliyor, siire dolduruyor ve gidiyor...” seklinde okul kiiltiirii
olugturuldugunda motivasyonlarmin artacagini bu sayede kaynak paylasimi ve is birligine katilimlarinin
artabilecegine dikkat cekmistir. Once orta veya agir zihin engelliler/otizmi olan ¢ocuklarin egitim gordiigii 6zel
egitim uygulama okulunda calisirken isitme engelliler sinifina atamasi yapilan O10 “...Egitim uygulamada da
biliyorsunuz orta ve agir grup var. Oradan buraya gelince burast benim igin tam bir motive kaynagi oldu. Boyle
sanki bdyle lstiin zekalilara gelmisim seyi oldu. Yani ¢ocuklar beni sevdi...” motivasyon kaynaginin dolayisiyla
yapilacak ¢aligmalara goniillii olarak katilmay1 6grencilerin yetersizlik tiirline atfetmistir. Bu anlamda is birliginde
ogrencilerin yetersizlik tiiriiniin etkili oldugunu sdyleyebiliriz. Verilerden elde edilen is birliginin bir diger ilkesi
olan ortak karara yénelik olarak ise O10 “Yani bu konuda bu sekilde yapalim. Hayir su sekilde yaparsak daha
dogru olur gibi insanlarin kendi fikirlerini beyan ettigi ama ortak noktada uzlasilamadigr zamanlar oldugunu
gordiim.” ifadeleriyle ortak karar verilmedigi, bu konuda gosterilen c¢abalarin ise kisilerin fikirlerini sdylemenin
otesine gidemedigini dile getirmistir. Ogretmenlerin goriisleri is birliginin iki ilkesi altinda toplanmis olsa da
yapilan katilimli gézlemlerde alanyazinda tanimlanan is birligi ilkelerinin tam karsiliginin olmadig1 ve yapilan
¢alismalarin 6gretmenlerin birbirleriyle iletisim kurmaktan 6teye gidemedigini dolayistyla is birliginin ilkelerinin
tam olarak uygulanmadig1 gozlemlenmistir. Katilimli gézlemler yoluyla farkl illerdeki iki 6zel egitim okulunda
yapilan bes toplant1 is birligi silirecini anlamak amaciyla gozlemlenmistir. Bu toplantilar, stajyer dgrencilerin
dagitimi, 6zel gereksinimli 6grencilere yonelik uygulamalar, Ozel Egitim Haftas etkinlikleri, dénem basi ve sonu
islemleri gibi ¢esitli konular1 kapsamaktadir. Okul 1'deki bir toplantida, stajyer Ogrencilerin yetenek ve
ozelliklerine gore siniflara en verimli sekilde atanmalar1 hedeflenmistir. Fiziksel 6zellikler ve 6grenci ihtiyaglari
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g6z Oniinde bulundurularak yapilan bu dagilim, tiim Ogretmenlerin katilimi ve onay: ile gergeklestirildigi
gbzlemlenmistir.

Diger yandan, Okul 2'de yapilan donem basi ve sonu toplantilarinda, okulun isleyisi, gecmis donem
degerlendirmeleri ve 6gretmenler arasi is birligi gibi konular ele almmmistir. Deprem gibi acil durumlar ve dzel
egitim gerektiren dgrencilerin durumu gibi konular da giindeme gelmistir. Toplantilar, 6gretmenlerin aktif katilim
ve demokratik bir tartigma ortaminda gerceklesmis, 6gretmenler ve idareciler arast uyum ve is birligi
vurgulanmistir. Bu toplantilarda alinan kararlar ve yapilan planlamalar, okulun egitim kalitesini artirma hedefine
yonelik stratejik adimlar olarak degerlendirilmistir.

Tartisma

Bu arastirmada 6zel egitim 6gretmenlerinin meslektaslar1 ve diger egitim paydaslart ile ig birligi diizeyleri
kapsamli bir sekilde incelenmistir. Is birliginin nitelikleri, bu siirecte karsilasilan zorluklar ve potansiyel
iyilestirme yollari, mevcut literatiir ve arastirma bulgular1 15181nda derinlemesine degerlendirilmistir. Bu baglamda,
ozel egitim dgretmenleri ve diger egitim paydaslari arasinda gergeklesen is birliginin 6nemi, bu is birliginin egitim
stirecleri ve dgrenci basarisi iizerindeki etkileri, is birligini engelleyen faktorler ve bu engelleri asmaya yonelik
stratejiler detayli bir sekilde tartisilmistir. Arastirma, is birligi kavramimin 6gretmenler, okul yoneticileri, yardimci
personel, aileler ve okul dis1 paydaslar arasinda nasil farkli sekillerde gergeklestigini ortaya koymustur. Branglar
arast is birligi, 6zel egitim dgretmenleri arasinda ve dgretmen-yonetici is birlikleri, aileler ve okul dis1 paydagslar
ile yapilan ig birlikleri incelenmis, bu siireglerin hem firsatlarini hem de zorluklarini aydinlatmistir.

Ozel egitim dgretmenlerinin farkli branslardaki gretmenlerle ve kendi aralarinda daha etkili bir is birligi
yapmalar1 gerektigi konusunda yapilan arastirmalar dnemli bir eksikligi ortaya koymaktadir. Is birligi siirecinde
zaman, i¢erik bilgisi ve iletisimin kritik oldugu vurgulanmistir (Da Fonte & Barton-Arwood, 2017). Ancak, bu
aragtirmada katilimcilari ifadeleri, bu is birliginin genellikle yiizeysel kaldigim gostermektedir. Ogretmenlerin is
birligi yapma gerekliligine ragmen, bu siirecin yetersiz oldugu belirtilmektedir (Ozdogru, 2021). Bu durum, is
birligi siireglerinin daha yapilandirilmis ve hedef odakli olmasi gerektigini gostermektedir. Basarili bir ig birliginin,
zaman, destek, kaynak, izleme ve kalicilig1 icermesi gerekmektedir (Ripley, 1997). Ayrica, is birliginin bdlge, okul
ve sinif seviyelerinde gerceklestirilmesi 6nemlidir. Vangrieken ve digerleri (2015) tarafindan yapilan sistematik
derleme calismasinda, 6gretmen is birliginin 6grencilerin performansint artirdigi, 6gretmen motivasyonunu
artirdigy, is yiiklerini azalttigi, 6gretim stratejilerini daha etkili hale getirdigi ve verimliligi artirdig1 belirtilmistir.
Bu nedenle, okullardaki basari diizeyini artirmak i¢in 6gretmenlerin is birligi yapmalarinin 6nemli oldugu
bilinmektedir (Barber & Mourshed, 2007). Ogretmenler, is birligi yaptikga kendilerine yardim edecek ve
destekleyecek insanlarin varliginin farkina varirken, bu durum 6gretmenlik meslegine iliskin olumlu tutumlarin
gelismesine de katki saglamaktadir (Hargreaves & O’Connor, 2018). Ogretmenler arasi is birligine iliskin nicel
bulgular incelendiginde Ogretmenler arasi is birligi diizeylerinin ortalama diizeyde oldugu goriilmektedir.
Ogretmenlerinin is birliginin giiclenmesi 6zel gereksinimli ¢ocuklar icin 6nemi gdz dniine alindiginda en iist
diizeye ¢ikmasi gerektigi sdylenebilir. Kaynagtirma/biitiinlestirme ortamlarinda 6zel gereksinimli 6grencilerin
problem davranislarina miidahalede is birligine yonelik 6gretmen goriislerinin incelendigi bir ¢aligmada, bazi
ogretmenler is birligi yeterliliklerinin sinirli oldugunu, 6zel gereksinimli 6grencilerin problem davraniglarina
miidahale edecek bilgi ve yeterliliklerinin bulunmadigini ve bu eksikliklerin is birligini engelledigini belirtmistir
(Y1ldirrm & Kilig, 2024). Ogretmenler arasi is birliginin artirilmasinda dgretmen yeterlilikleri énemli bir husus
olarak karsimiza ¢ikmaktadir. Council for Exceptional Children (CEC) tarafindan desteklenen ve 1500 6zel egitim
o0gretmenin katildigi bir raporda katilimcilar 6zel egitimde yasanilan sorunlarin listesinden gelmek i¢in sistematik
bir yaklasimm benimsenmesi gerektigi, farklilasan Ogretimin karmagikliginin bagkalariyla is birligini
gerektirdigini, ogretim uygulamalarinin daha verimli olmasi, daha iyi miidahale ve Ogretim kosullarmin
yaratilmasi i¢in is birliklerinin gerektigini ifade etmistir (Fowler vd., 2019).

Aragtirmada 6gretmenler, 6zellikle 6zel egitim konularinda, okul yoneticileriyle is birligi yaparken ¢esitli
zorluklarla karsilastiklarint belirtmislerdir. Yoneticilerin 6zel egitim konusundaki bilgi eksikligi, ig birligini
olumsuz etkilemektedir. Bu durum, yoneticilere yonelik 6zel egitim konularinda daha fazla bilgilendirme ve egitim
saglanmas1 gerekliligini ortaya koymaktadir. Okul idarecileri ve &gretmenler arasindaki is birligi durumunu
degerlendiren nitel bir arasgtirmada, katilimci 6gretmenlerin %45.4', karsilastiklart en 6nemli zorlugun, okul
idarecilerinin 6zel egitimle ilgili yeterli bilgi ve beceriye sahip olmamalar1 olarak ifade ettigi goriilmektedir
(Tabak, 2021). Ozellikle 6zel ve genel egitim dgretmenleri, egitim yardimcilari, yéneticiler, ilgili hizmet
saglayicilar ve diger uzmanlar dahil olmak tizere, okullardaki herkesin birbirleriyle ve ebeveynlerle ¢alismak igin
¢esitli bilgi ve becerilere sahip olmasi1 gerekmektedir (DeWitt, 2018; Stearns vd., 2014). Bu nedenle, 6zellikle
yoneticilerin 6zel egitim konularinda daha fazla bilgi ve anlayis gelistirmeleri ve uzmanlar arasi is birligini tegvik
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etmeleri dnemlidir. Bu tesvik okuldaki tiim paydaglarin daha etkili bir sekilde bir araya gelerek 6grencilere daha
iyi destek saglamasina yardimeci olabilir.

Egitim yardimcilariyla yapilan is birliginin cogu zaman yiizeysel kaldig1 ve belirli bir derinlige ulasmadig1
aragtirma bulgular1 arasinda yer almaktadir. Is birligi, sik1 bir iletisim ve karsihikli destekten ziyade, yardimci
personelin yoneticilerin talimatlarint yerine getirmesi seklinde gergeklesmektedir. Bu durum, egitim
yardimcilariyla daha uyumlu ve islevsel is birlikleri gelistirmenin yollarinin arastirilmasi gerektigini
gostermektedir. Ozellikle 6zel ve genel egitim dgretmenleri, egitim yardimcilari, yoneticiler, ilgili hizmet
saglayicilar ve diger uzmanlar dahil olmak iizere, okullardaki herkesin birbirleriyle ve ebeveynlerle ¢aligmak igin
cesitli bilgi ve becerilere sahip olmasi gerekmektedir (DeWitt, 2018; Stearns vd., 2014). Is birligi, 6zellikle erken
cocukluk déneminde ebeveynlerle kurulan ortakliklardan, 6grenci hizmetleri hakkinda karar veren ekiplere ve
6grencilerin egitimini saglayan uzmanlarin ortak ¢abalarina kadar 6zel egitimin merkezinde yer alir (Lamar-Dukes
& Dukes, 2005; Quebec-Fuentes & Spice, 2015). Bu nedenle, egitim yardimcilariyla daha etkili bir is birligi i¢in,
iletisimin derinlestirilmesi ve karsilikli destek saglanmasina odaklanilmasi gerektigi sdylenebilir.

Aragtirmada 6gretmenler, iiniversiteler, vakiflar ve dernekler gibi okul dis1 paydaslarla is birligi yapmanin
onemini vurgulamaktadir. Ancak, bu tiir ig birliklerinin yeterince etkin olmadigi ve ¢ogu zaman iletisim
siirliliklart nedeniyle zorluklar yasandigi da ayrica belirtilmektedir. Okul dis1 paydaslarla ig birliginin
giiclendirilmesi, 6gretmenlerin mesleki gelisimleri ve 6grencilerin egitimi i¢in faydali olacaktir. Arastirmalar, is
birliginin BEP hazirlama ve ekip ¢aligsma becerilerini gelistirdigini, 6zellikle BEP hazirlama siirecinde is birliginin
etkili bir BEP'in hazirlanmasi i¢in temel olusturdugunu, kapsayici 6gretim uygulamalarinin niteligini gelistirdigini,
profesyonel is birliginin d6grenme gruplarinda etkili oldugunu ve is birliginin basarili bir egitim programi
olusturulmast iizerine etkili oldugunu gostermektedir (Brownell vd., 2006; Goepel, 2009; Hamre vd., 2018; Vuran
vd., 2017). Bu baglamda okul dis1 paydaslarla is birliginin giiclendirilmesi hem &gretmenlerin profesyonel
gelisimini desteklemek hem de 6grencilerin daha iyi egitim almasini saglamak i¢in 6nemlidir.

Ozel egitim 6gretmenlerinin farkli branslardaki 6gretmenlerle ve kendi aralarinda daha etkili bir is birligi
yapmalar1 gerektigi konusunda yapilan arastirmalar énemli bir eksikligi ortaya koymaktadir. s birligi siirecinde
zaman, igerik bilgisi ve iletisimin kritik oldugu vurgulanmistir (Da Fonte & Barton-Arwood, 2017). Ancak,
aragtirmada gretmenlerin ifadeleri, bu is birliginin genellikle yiizeysel kaldigimi géstermektedir. Ogretmenler is
birligi yapma gerekliligine ragmen, bu siirecin yetersiz oldugu belirtilmektedir (Ozdogru, 2021). Is birligi
stireglerinin daha yapilandirilmis ve hedef odakli olmasi gerektigini gdstermektedir. Basarili bir is birliginin,
zaman, destek, kaynak, izleme ve kalicilig1 icermesi gerekmektedir (Ripley, 1997). Ayrica, is birliginin bolge, okul
ve sinif seviyelerinde gergeklestirilmesi 6nemlidir. Ciinkii okullardaki basari diizeyini artirmak i¢in 6gretmenlerin
is birligi yapmalarinmn énemli oldugu bilinmektedir (Barber & Mourshed, 2007). Ogretmenler, is birligi yaptikca
kendilerine yardim edecek ve destekleyecek insanlarin varliginin farkina varirken, bu durum o6gretmenlik
meslegine iligkin olumlu tutumlarin gelismesine de katk: saglamaktadir (Hargreaves & O’Connor, 2018). Yapilan
bir ¢calisma dgretmen adaylarinin, etkili 6gretim becerilerinin gelistirilmesi i¢in uygulama okullar1 ve fakiilteler
arasinda is birliginin artirtlmasi ve bu siirece 6gretmen adaylarimin aktif katilimini vurguladiklar1 goriilmektedir
(Istkogdan-Ugurlu & Kayhan, 2022). Ogretmenler arasi is birliginin gii¢lendirmesi i¢in hizmet dncesi donemde
kurumlar arast is birligi, 6gretmen adaylarmin siirece aktif katilimini gerektirmektedir.

Aragtirma bulgularinda ailelerle is birligi yapma konusunda 6gretmenlerin karsilagtigi zorluklar, 6zellikle
¢ocuklarinin yetersizliklerini kabul etmekte zorlanan ailelerle iletisimde yasanan sorunlar dikkat ¢ekicidir. Bu
durum ailelerle etkili is birligi ve iletisim kurabilmenin yollar iizerinde durulmasi gerekliginin bir gostergesi
olabilir. Okul kiiltiirleri zamanla ailelerle daha agik ve is birligi kurar hale gelerek ¢cocuklarin egitiminde karsilikli
anlayisla ortakliga donisebilir (WHO, 2013). Calismaya katilan 6gretmenlerin 6gretmen-aile is birligine iliskin
alt 6lgek puanlaria gore dgretmenlerin ailelerle kurduklart is birliklerinin diisiik diizeyde oldugu goriilmektedir.
Aile katilimimin 6grenci basarisint ve 6gretmen etkililigi lizerinde olumlu etkileri konusunda egitimciler hem
fikirdir (Chavkin, 1993). Addi-Raccah ve Grinshtain (2021) egitimde is birligini; aile ve 6gretmenlerin birlikte
hareket ederek 6grencinin 6grenmesine katkida bulunmasini hedeflemek olarak agiklanabilecegini ayrica aile-
ogretmen iligkilerinin 6gretmenler ve oOzellikle aileler igin, &gretmenlerin calismalarinin verimli olarak
degerlendirilmesi, daha az ¢atisma iliskisine ve daha fazla is birligine bagli oldugunu ifade etmislerdir. Is birligi
konusunda aile goriislerinin alindig1 bir ¢alismada; otizm spektrum bozuklugu olan ve risk altindaki ¢ocuklara
sahip aileler erken miidahale ekibi ile yaptiklari is birliginden 6grendikleri becerilerin gocuklarina yardim etmede
onlara katki sagladigi, ayrica organize, bilgili ve arkadas canlis1 profesyonellerle is birliginin énemi ortaya
cikmaktadir (Grygas-Coogle vd., 2013). Ozel gereksinimli 6grencinin 6zel egitim ortaminda yerlestirilmeden
onceki ilk siireclerinden biri olan egitsel tanilama ve degerlendirme siirecinde rehberlik ve arastirma merkezi
stirecinde ig birligini inceleyen bir ¢alismada aileler, siirece dahil edilmediklerini, uzmanlarla yeterli iletisim
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kuramadiklarini ve ailelerin degerlendirme sonuglari ile haklar1 hakkinda bilgi sahibi olmadiklarini belirtmislerdir (Day1
vd., 2022). Bu veriden hareketle 0gretmen-aile is birliginin diisiik olmasinin baslangic noktas: 6zel egitimin ilk
basamaklarindan olan egitsel tanilama ve degerlendirme siirecindeki yasantilar olabilir. Dolayisiyla hem nicel hem nitel
veriler 15181nda 6zel egitim hizmetlerinden daha ¢ok faydalanilmasi konusunda 6gretmen-aile is birliginin artirilmasi
onemli bir husustur.

Ogretmenler okul dis1 paydaslar is birligine iliskin nicel bulgular 6gretmenlerin okul dis1 paydaslarla diisiik
seviyede is birligi kurdugunu gostermektedir. Alanda c¢alisan profesyoneller 6zel gereksinimli 6grenci igin en iyisini
yapmaya caligsalar bile disiplinler aras1 farklar mevcuttur. Bu durum farkli alanlardan uzmanlarinin kendi bakis agilari,
farkli rolleri ve sorumluluklari ile bir arada ¢alismay1 gerektirebilmektedir. Roffey ve Parry (2013), bu siireci bazen
rollerin ¢ok agik olmadigy, isbirlik¢i bir ekip halinde gelistirmek kararli bir ¢aba gerektigini ifade etmislerdir. Ayrica
ozellikle saglik profesyonellerinin, dgrencinin 'tedavi' gerektiren dogustan bir sorunu oldugunu diisiindiigiinii fakat
egitim ve sosyal hizmetlerdeki profesyonellerin genellikle daha etkilesimli bir bakis acisina sahip oldugunu ifade
ederken bu durumun ailelerin kafalarin1 kanistirdigini, bilgi almaya calisirken, kendilerini etrafa bilgi aktaran bir
konumda bulduklarini ifade etmistir (Roffey & Parry, 2013).

Engelli kisileri temsil eden kuruluslarla is birligi yapmak, hizmet sunumunun kapsayici ve etkili olmasini
saglayan bir diger énemli yaklasimdir (UNESCO, 2023). OEHY'nin ilgili maddelerinde &zel egitimde is birliginin
saglanmasi ve artirilmasina iliskin ¢esitli adimlar atilmigtir. Yasal diizenlemeler ve dgretmenlerin kendi katilimlariyla
gerceklestirilen ig birligi, 6zel egitim alaninda 6gretmenlere birgok katki saglayabilir. Bu katkilar arasinda 6grencilerin
BEP iizerinde etkili bir sekilde ¢alisabilme, ailelerle daha iyi iletisim kurabilme, mesleki gelisim firsatlarina erigim ve
ogrencilerin ihtiyaglarina daha uygun miidahaleler gelistirebilme yer almaktadir. Ayrica, is birligi sayesinde
ogretmenler, 6grencilerin akademik ve sosyal becerilerini gelistirmek igin gerekli kaynaklara ve desteklere daha kolay
erigebilirler (Friend, 2021; Kangas, 2018). Bu nedenle, dgretmenlerin ailelerle ve engelli bireyleri temsil eden
kuruluslarla etkili is birligi yapmalari, 6grencilerin egitim ve gelisimine biiyiik 6l¢iide katki saglayabilir.

Sonug olarak, 6gretmenlerin okul i¢i ve okul dis1 paydaslarla is birligi, egitim siire¢lerinin kalitesini artirmada
kritik bir role sahiptir. Bu is birliginin etkili bir sekilde gergeklestirilmesi i¢in hem hizmet 6ncesi hem de hizmet igi
O0gretmen egitiminde is birligi kavrami ve is birliginin ger¢eklestirilmesi ig¢in yapilmasi gerekenlere yonelik teorik ve is
birliginin nasil kurulacagina iliskin uygulamali ¢alismalarin yapilmasi gerekmektedir. Bununla birlikte gliniimiiz egitim
sisteminde Ogretmenlerle ¢alisma olasilig1 yiiksek olan okul i¢i ve okul dis1 paydaslarla da benzeri egitimlerin
gerceklestirilmesi, is birligi agisindan ortak dilin konusulmasini ve bagarili is birliklerinin kurulmasini dolayisiyla
ogrenci bagarisini da olumlu yonde etkileyecektir.

Siirlibiklar ve Oneriler

Ozel egitim dgretmenlerinin is birligi cabalarini ortaya koymak amaciyla gerceklestirilen bu arastirma baz
sinirliliklara sahiptir. Aragtirmada 6lgek gelistirme boyutunda Dogrulayici Faktor Analizi (DFA) yapilamamustir. Veriye
ulasmada yasanan zorluklar nedeniyle AFA sonrasi ortaya ¢ikan formla ikinci asamada veri alinmustir. Tkinci asamada
elde edilen bulgulardaki i¢ tutarlik katsayilarinin lgegin yeterli diizeyde gegerli ve giivenilir olarak veri elde ettigini
gbstermesi nedeniyle bu veriler analiz edilerek raporlanmigtir. Gelecek c¢alismalarda 6lgegin DFA analizlerinin
yapilmasi Onerilir. Aragtirmanin bir diger sinirlilig ise aragtirma sadece 6zel egitim dgretmenlerinin is birligi cabalarim
ortaya koymustur. Diger paydaslarin da is birligi siirecindeki ¢abalarinin belirlenmesi daha biitiinciil bir sonug ortaya
koyabilir. Ogretmenlerin is birligi yapma kapasitesini artirmak ve is birliginin kalitesini iyilestirmek icin su 6neriler
sunulabilir:

1. Hizmet i¢i ve hizmet 6ncesi egitimler yoluyla is birligi becerileri konusunda 6gretmenler ve egitim paydaslar
icin kapsamli egitim programlari diizenlenebilir.

2. s birligini tesvik etmek icin diizenli is birligi toplantilar1 organize edilebilir ve 6gretmenler, yoneticiler,
yardimci personel arasinda etkili iletisim kanallar1 olusturulabilir.

3. Ailelerle is birligi siirecindeki sorunlarin agilmasina yonelik olarak ailelere ¢ocuklarinin egitim siirecine daha
fazla katilimini saglamak i¢in bilgilendirme toplantilari, ¢alistaylar ve egitim programlari diizenlenebilir.

4. Farkli branslardaki 6gretmenler ve diger uzmanlar ile iniversiteler, vakiflar ve dernekler gibi okul dis1
paydaslarla is birligi tesvik edilebilir.

5. s birligi siireglerinin etkinligini izlemek ve degerlendirmek icin degerlendirme formlari ve anketler
kullanilarak gerekli kaynaklar ve destekler saglanabilir.
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Abstract

Introduction: The roles of teachers, among the most important stakeholders in schools, have begun to change
with changes in the world and the field of education. Legal regulations and inclusive education practices require
that teachers collaborate with various stakeholders beyond merely teaching. In this respect, the objective of the
present research is to examine the status of collaboration between special education teachers and other stakeholders
in detail.

Method: To this end, the research was designed as a mixed-method study. First, quantitative data were collected
and analyzed, followed by qualitative data collection and analysis to understand the findings better. The study used
an explanatory sequential design to determine teachers' collaboration levels, particularly in special education. A
specially developed Collaboration Scale in Special Education, which underwent validity and reliability analyses,
was used for the descriptive analysis of quantitative data. Qualitative data were collected through semi-structured
interviews, observations, and researcher diaries and analyzed using content analysis.

Findings: The quantitative results of the study showed no significant differences in collaboration levels among
teachers based on gender, age, or professional experience. Qualitative data revealed that teachers engaged in
limited and generally basic collaboration with administrators, paraprofessionals, and external stakeholders.
Quantitative and qualitative findings indicated that collaboration processes were generally superficial and more
structured; therefore, focused processes were needed.

Discussion: The results of this study emphasize the necessity of structural arrangements and changes to establish
effective collaboration between internal and external school stakeholders. Implementing the necessary regulations
to ensure effective collaboration is considered highly important for the education of individuals with special needs.
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Introduction

Despite the popularity of the concept of collaboration nowadays, it is difficult to say that there is a
consensus on its characteristics and implementation. The review of the education literature and practices shows
that collaboration is used synonymously with different concepts (e.g., team building, consultation, co-teaching),
or the definitions do not go beyond the sense of working together (Conderman, 2016). Friend (2021) defines
collaboration as a direct interaction style between at least two equal parties voluntarily participating in a shared
decision-making process while working toward a common goal. This definition can also be interpreted as an
interpersonal style that teachers can use in their interactions with colleagues, parents of students, and other
individuals or institutions in school settings. However, Friend (2021) states that collaboration can only be done
voluntarily when equal individuals set a common goal and are willing to share responsibility, accountability for
results, and resources for important decisions. People need to work with others not only to solve problems they
cannot solve alone in their daily and professional lives but also to achieve various goals and succeed (Zincirli &
Demir, 2021). Friend and Cook (2013) list the following types of collaboration: a) inter-professional collaboration,
b) collaboration between organizations and management systems, and c) collaboration between professionals and
citizens. Since collaboration is inevitable in social life, it should be frequently implemented, especially in education
(Johnson et al., 2007; Stevens & Slavin, 1995). Moreover, although collaboration requires voluntary participation,
various legal regulations make it mandatory (Friend & Cook, 2013).

The roles of teachers, among the most important stakeholders in schools, have also begun to change with
various reforms in the changing world and the field of education. The general trend of addressing expanding and
increasingly complex responsibilities more realistically when experts combine their skills (e.g., DuFour & Reeves,
2016; Sparks, 2013; Supovitz & Sirinides, 2018) has changed the perspective on effective teaching. Legal
regulations that raise standards for academic achievement and establish accountability systems for all students
(e.g., Eslinger, 2014; Smithson, 2017) and the trend toward inclusive practices (Hedegaard-Soerensen et al., 2018)
have made it mandatory for teachers to work with others in addition to teaching their students effectively. The
concept of collaboration arises at this point. Moreover, collaboration undeniably is one of the most important
elements of inclusive education. Special and general education teachers, paraprofessionals, administrators,
relevant service providers, and other experts in schools must possess various knowledge and skills to work with
each other and parents (DeWitt, 2018; Stearns et al., 2014). Collaboration, particularly in early childhood, is at the
heart of special education, encompassing partnerships with parents, teams that make decisions about student
services, and the joint efforts of experts providing education to students (Fuentes & Spice, 2015; Lamar-Dukes &
Dukes, 2005).

Every innovation in legal regulations regarding special education emphasizes collaboration more
strongly. The Individuals with Disabilities Education Act (IDEA, 2004) and PL 94-142 Education for All
Handicapped Children Act in the United States (US) included parent participation in the context of the least
restrictive environment view and aimed to establish collaboration in providing special education services. Every
innovation in these legal regulations has strengthened the concept of collaboration. Nine features stand out when
looking at the provisions related to collaboration in IDEA (2004). These are developing Individualized Education
Programs (IEPs), the least restrictive environment, qualified teachers, evaluation process, transition, discipline and
behavior support plans, support personnel, mediation, and dispute resolution. Each student's education program
should be prepared by a team including special education and general education teachers, school administrators,
necessary therapists, psychological counselors, parents, and other personnel. Special education teachers must
collaborate with expert subject teachers in the required areas. The Salamanca Statement, a milestone in inclusive
education, emphasizes that all teachers must have skills to adapt curricula and teaching to meet students' needs and
collaborate with experts and parents (United Nations Educational, Scientific and Cultural Organization
[UNESCOQ], 1994). Over time, school culture can build partnerships with parents through more transparent
collaboration, providing mutual understanding in children's education (World Health Organization [WHQ], 2013).
Parents are a part of the whole in the assessment process. Collaborating with organizations representing individuals
with disabilities is another important approach ensuring the inclusive and effective provision of services
(UNESCO, 2023).

Similar to international regulations, various legal regulations have been made in Tiirkiye. These legal
regulations emphasize inclusive education and mandate the development of collaboration skills, an indispensable
element of special education. The latest Special Education Services Regulation (SESR) (2018) mentions
collaboration in many articles. For example, Article 5(e) indicates, "Cooperation with institutions and
organizations to ensure that individuals with special education needs can continue their education at all levels,"
and Article 9(c) mentions, "Necessary information activities for teachers, administrators, families, and students in
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cooperation with the school guidance service according to the planning of the Guidance and Research Center
(GRC)." Legal regulations and teachers' voluntary participation in collaboration can benefit special education.
These benefits include working effectively on students' IEPs, better communication with families, access to
professional development opportunities, and developing more appropriate interventions for students' needs
(Schultz et al., 2016). Additionally, collaboration allows teachers to access the resources and support needed to
develop students' academic and social skills more easily (Friend, 2021; Kangas, 2018).

Although experience is an important factor in teachers' professional success, it is insufficient alone.
Research shows that effective teachers possess a range of skills and qualities. For example, pedagogical
knowledge, classroom management skills, student relationships, and continuous professional development are
critical to success. Cook and Cook (2013) also note that, in addition to experience, various factors contribute to
success in teaching. Although some teachers rely on their experience, it is known that success in the profession is
not based solely on experience (Cook & Cook, 2013). Teachers' professional success also depends on taking
responsibility within the team (Friend & Cook, 2013). Therefore, it is known that teachers' collaboration
contributes to their professional development and increases schools’ success levels (Barber & Mourshed, 2007).
As teachers become aware of the presence of people who will help and support them, i.e., as they collaborate, they
develop positive attitudes toward the teaching profession (Hargreaves & O’Connor, 2018). In this regard,
supporting teachers' collaboration efforts and skills from the pre-service period is important (De Fonte & Barton-
Arwood, 2017). Support provided during the pre-service period can contribute to teacher candidates developing a
more collaborative attitude in their professional lives. However, the literature states that factors such as political
differences (Akcan et al., 2017), generational conflicts, negative personality traits, lack of communication, and
changes in social culture (Ozdogru, 2021) also adversely impact collaboration. Identifying the factors that hinder
collaboration in an educational institution and proposing solutions to these obstacles can contribute to teachers'
collaboration efforts and improve collaboration among teachers (Ozdogru, 2021). Collaboration can be ensured
and student achievement can be increased by eliminating these negative factors and increasingly adopting
collaboration as an implementation standard (Rosen, 2007; Scribner et al., 2007), as mentioned above. Research
shows that when teachers collaborate and benefit from each other's knowledge and skills, they develop more
effective teaching strategies and increase student achievement. In this respect, sharing knowledge and conducting
joint work among teachers in their professional development can positively impact their skills and students'
learning outcomes (Cook & Cook, 2013).

Research on the concept of collaboration notes that time, content knowledge, and communication are
important in the collaboration process (Da Fonte & Barton-Arwood, 2017), and there are limitations in
interprofessional collaboration (Yener & Dayi, 2021). Schools are also increasingly adopting collaboration as an
implementation standard, as it has developed in other disciplines (Rosen, 2007; Scribner et al., 2007). Successful
collaboration should include time, support, resources, monitoring, and sustainability and should be conducted at
the district, school, and classroom levels (Ripley, 1997). Despite various specialists in schools, collaboration is not
well organized or defined, and teachers require more concrete assistance and specific recommendations for the
education of students with special needs (Vangrieken et al., 2015). Furthermore, interdisciplinary collaboration is
regarded as a prerequisite for positive learning outcomes in inclusive educational settings (Murawski, 2008).
However, it is reported that although teachers need to collaborate with other teachers, their levels of collaboration
are insufficient (Ozdogru, 2021). A study on the metaphorical perceptions of special education teacher candidates
regarding collaboration found that teacher candidates likened collaboration in special education to phenomena that
create a whole when brought together and are necessary for the continuation of the structure or system (Day1 &
Toret, 2021). Article 3 of the Salamanca Statement (UNESCO, 1994) called on all governments to fulfill their
published duties. It emphasized the establishment of participatory mechanisms and, within the scope of systematic
change, encouraged that pre-service and in-service teacher training programs should prepare teachers for the
education of students with special needs in inclusive schools. From this point of view, teacher candidates must be
adequately equipped with knowledge about collaboration even during their pre-service period. This collaboration
should not only be between teacher-parent or teacher-teacher but should involve all stakeholders.

Research on interventions to increase collaboration also shows that intervention programs yield positive
results (Brownell et al., 2006; Fitzgerald et al., 2021; Goepel, 2009; Hamre et al., 2018; Vuran et al., 2017). These
studies indicate that collaboration enhances the skills of preparing Individualized Education Programs (IEPs) and
working with teams (Vuran et al., 2017) and that collaboration is fundamental to the preparation of an effective
IEP (Goepel, 2009). Additionally, research shows that collaboration improves the quality of inclusive teaching
practices (Hamre et al., 2018) and that professional collaboration is effective in learning groups (Brownell et al.,
2006) and contributes to creating a successful educational program. Cakmak et al. (2023) revealed an unfair
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workload and insufficient collaboration among stakeholders during the IEP development process. In their
systematic review of 82 studies on teacher collaboration, Vangrieken et al. (2015) reported that teacher
collaboration contributes to increasing and understanding student performance, enhancing teacher motivation,
reducing workloads, enabling more effective use of teaching strategies, and improving productivity and
communication. The researchers also noted that teacher collaboration provides organizational benefits in areas
such as school climate, culture, identifying student needs, and research culture. Piirsiin et al. (2021) examined the
views of teachers in special education and rehabilitation centers and special education schools on collaboration.
The research revealed that both groups of teachers believed in the importance of collaboration for student
achievement and tried to collaborate using various methods. However, teachers suggested solutions such as task
sharing, trust building, and continuous communication to overcome collaboration barriers such as negative
attitudes, communication problems, and teacher changes. Nevertheless, research on collaboration in Tiirkiye,
particularly screening and intervention studies, is quite limited. Although collaboration is considered an
indispensable element of inclusive education, the level of collaboration among teachers working together in the
same class in special education schools in Tiirkiye is unclear. In this respect, while studies on collaboration mainly
focus on the importance and effects of collaboration, there is no standardized measurement tool to assess the level
of collaboration among teachers and their attitudes toward it. From this perspective, the development of scales
could provide a practical solution for measuring teachers' levels of collaboration.

The current research focuses on determining and understanding the levels of collaboration among special
education teachers. Accordingly, the study examines in detail the status of collaboration between special education
teachers and other stakeholders, the importance of collaboration, factors that hinder collaboration, and
recommendations based on existing research and research findings related to collaboration. It is believed that this
research can identify the current status of collaboration among teachers. In this respect, the research results are
expected to reveal the collaboration process in the education provided to students with special needs. Moreover, it
is assumed that determining the collaboration status of special education teachers will contribute to practice and
the literature on special education and serve as a resource for future research. The general aim of the present study
is to determine the collaboration status of special education teachers. In line with this general aim, the study seeks
to answer the following research questions:

1. How is the collaboration status of special education teachers with other special education teachers and
general education teachers?

How is the collaboration status of special education teachers with school administrators?
How is the collaboration status of special education teachers with families?

How is the collaboration status of special education teachers with support staff?

How is the collaboration status of special education teachers with external stakeholders?

What problems do special education teachers experience in the collaboration process?

N o ok~ wn

What are the suggestions of special education teachers for increasing collaboration?
Method
Model

This research employed an explanatory sequential design, one of the mixed research methods. The
explanatory sequential design examines trends or the relationships among the studied topics or concepts for a
research group. In this study, quantitative data were collected and analyzed first, followed by qualitative data
collection and analysis. This aims to support and explain the quantitative findings obtained at the first stage with
qualitative data collection and analysis (Creswell & Plano-Clark, 2018). The quantitative section of the study used
a descriptive survey research method. Descriptive survey research allows for data collection to investigate
individuals' thoughts and perceptions (Lodico et al., 2006). The qualitative section employed the case study
method.

Participants

The study group was selected using criterion sampling, one of the purposive sampling methods. The
criteria were determined as being a special education graduate, working as a special education teacher in a school
affiliated with the Ministry of National Education (MoNE), and volunteering to participate in the research. The
scale development study included a total of 324 participants: 217 women (67%) and 107 men (33%). A total of
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237 participants, including 174 women (73%) and 63 men (27%), participated in the main study. The quantitative
section of the study included a total of 560 participants: 391 women (70%) and 170 men (30%). Table 1 lists
information on the participants’ age and professional experience.

The qualitative data of the research were collected through interviews with 10 special education teachers.
The participants selected for the qualitative dimension were also chosen through criterion sampling. The criteria
determined for the qualitative dimension were being a special education graduate, having at least two years of
experience, and volunteering to participate in the research. Table 2 contains the demographic information of the
teachers who participated in the interviews.

Table 1

Ages and Professional Experience Durations of Quantitative Section Participants
- Age Professional experience (years)
Participants Gender Min Max Mean SD Min Max Mean SD
Female 21 54 33.6 7.5 1 30 9.6 7
Scale development Male 21 58 344 8.1 1 35 5.2 7.6
Total 21 58 33.8 1.7 1 35 9.7 7.2
Female 23 59 335 7.1 1 37 9.1 6.9
Main application Male 22 53 328 6.9 1 24 8.4 5.8
Total 22 59 33.3 7 1 37 8.9 6.7

Of the participants from whom data were collected during the scale development phase, 150 (46%) work
in special education classrooms, 132 (41%) in special education application schools, 21 (6.5%) in special education
kindergartens, and 21 (6.5%) in vocational education schools. The number of students in their classes ranges from
a minimum of 1 to a maximum of 11 (M = 5.4, SD = 4.9). Among the participants, 243 (75%) work with a second
teacher in their classroom, while 81 (25%) work as the sole teacher in the classroom.

In the main application phase of the study, 113 (48%) of the participants from whom data were collected
work in special education classrooms, 90 (38%) in special education application schools, 14 (6%) in special
education kindergartens, and 20 (8%) in vocational education schools. The number of students in their classes
ranges from a minimum of 1 to a maximum of 15 (M =5, SD = 2.9). Among the participants, 179 (75.5%) work
with a second teacher in their classroom, while 58 (24.5%) work as the sole teacher in the classroom

Table 2
Demographic Information of Qualitative Section Participants

Place of Special needs ~ Number of  Age of the Professional
Part. Age Gender Field of graduation  Graduation group worked  students in children experience
employment . -
with the class  worked with (years)
Intellectual Bachelor's  Special education .
P1 34 Female disabilities teaching  degree classroom Autism 3 12-13-14 1
P2 34 Male Int_ellegtygl ) Master's Special education Ml_ld |r_1t_e||ectua| 10 11-14 10
disabilities teaching ~ degree classroom disability
P3 34 Female 'Mtellectual ) Bachelor's  Special education .- 3 12-14 13
disabilities teaching ~ degree classroom
Intellectual Master's Vocational Mild intellectual
P4 34 Female disabilities teaching ~ degree education center  disability 8 14-17 9
P5 47 Female Int_ellegtygl ) Master's Special education Autism 3 10-13 25
disabilities teaching  degree classroom
Intellectual Master's . Moderate-severe
P6 30 Female g . Practice school intellectual 4 16-17 7
disabilities teaching ~ degree L
disability
P7 36 Female Int_elle(_:t_u_al ) Doctorate Special education H_earm_g 5 8-10 14
disabilities teaching classroom impairment
Intellectual Bachelor's  Special education .

P8 34 Female disabilities teaching ~ degree classroom Autism 4 10-13 5
P9 30 Female Special education Bachelor's  Special education Ml_ld |r_1t_e||ectua| 8 7-10 2
degree classroom disability
P10 38 Female Hearm_g impairments  Master's Special education Autism 4 10-14 15

teaching degree classroom

As seen in Table 2, the teachers’ ages range from 30 to 47 years. Five teachers have a master's degree,
four have a bachelor's degree, and one has a doctoral degree. All teachers work in special education classrooms.
The ages of the students they work with range from 7 to 14 years. Lastly, the teachers’ professional experience
varies between 2 and 25 years.
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Data Collection Tools

In the study, the researchers developed data collection tools to collect quantitative and qualitative data.
The first of these is the personal information forms, which include teachers’ demographic information and were
used to collect quantitative and qualitative data. These forms are presented in Tables 1 and 2. Secondly, the
Collaboration Scale in Special Education (CSSE), developed to collect quantitative data, and thirdly, the semi-
structured interview form, developed to collect qualitative data, were used.

Collaboration Scale in Special Education (CSSE)

In this study, the researchers developed the CSSE. At the beginning of the research process, they created
a pool of items based on semi-structured interviews with teachers working in special education schools and classes
and a literature review. The researchers prepared a 35-item preliminary scale from this pool. Subsequently, after
the researchers performed a content validity assessment, they removed some items and reduced the scale to 26
items and 5 subscales. The scale is a Likert-type measurement tool, scored from 1 to 5, with the lowest possible
score being 26 and the highest possible score being 130. Higher scores indicate a higher level of collaboration.

During the scale development process, outliers were calculated and removed from the data, and validity
and reliability analyses were conducted using data obtained from 324 teachers. The KMO and Bartlett’s tests were
performed to determine the scale’s suitability for factor analysis, resulting in a KMO value of .87 and Bartlett’s
test result of (}2(324) = 3457.84; p < .001). The factor analysis of the scale revealed that it consisted of 26 items
and five subscales, with eigenvalues greater than 1 and explaining 56.498% of the total variance.

The first subscale is the 7-item Teacher-Teacher Collaboration Subscale (TTCS) (Eigenvalue 2.862;
variance 10.600%). The second subscale is the Teacher-Administrator Collaboration Subscale (TACS) consisting
of 3 items (Eigenvalue 2.89; variance 10.683%). The third subscale is the 5-item Teacher-Paraprofessional
Collaboration Subscale (TEPCS) (Eigenvalue; 3.71; variance 13.740%). The fourth subscale is the Teacher-
External Stakeholders Collaboration Subscale (TESCS) consisting of 7 items (Eigenvalue; 3.313; variance
11.604%). The fifth subscale is the 4-item Teacher-Parent Collaboration Subscale (TFCS) (Eigenvalue 2.665;
variance 9.871%).

Cronbach's alpha values for the overall scale and its subscales for reliability were as follows: TTCS: .74;
TACS: .76; TEPCS: .88; TESCS: .85; TFCS: .77; and Overall Scale: .89. Using the scale’s final version, data were
collected again from 237 teachers within the scope of the study, and the findings from these data were reported in
the study’s findings section. Cronbach's alpha values for the new sample of 237 participants were as follows:
TTCS: .71; TACS: .81; TEPCS: .86; TESCS: .79; TFCS: .78; and Overall Scale: .88.

Interview, Observation, and Researcher's Diary

In the study, the researchers developed a semi-structured interview form to collect qualitative data. To
develop this interview form, they reviewed the literature on collaboration and designed the form to be consistent
with the scale. Accordingly, the form included seven open-ended questions about teachers' levels of collaboration,
phrased in a manner that teachers could easily understand. Feedback on the form was obtained from three experts
with experience in special education and qualitative research, leading to necessary adjustments in terms of
language and content. A pilot study confirmed the form's appropriateness and clarity, although the pilot study was
not included in the main research.

The researchers created a participatory observation form in parallel with the questions. This observation
form included dimensions of collaboration and their definitions, as specified in the literature. This helped to
determine the characteristics to be observed during the observations. Two experts in special education reviewed
the form, confirming that it was appropriately designed to meet the study's objectives. The form was used to
conduct observations during various meetings and discussions held by teachers.

In addition, two researchers kept research diaries. In these diaries, the researchers documented their
experiences throughout the study, including the determination of the research topic, discussions among the authors,
preparation of research questions, selection of data collection techniques and participants, challenges during data
collection, and the methods used to resolve these issues. The diaries, which also included the researchers' emotions
and thoughts, spanned 63 pages.
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Data Collection and Analysis

Quantitative data for the study began to be collected in 2023. To gather data from across Tiirkiye, the
scale was transferred to Google Forms, and the link to the form was shared with teachers. The collected data were
used for the scale's Exploratory Factor Analysis (EFA). Following the analysis, the final version of the scale was
sent again via Google Forms to teachers who had not participated in the initial application.

The qualitative data for the study were collected through face-to-face interviews with 10 teachers who
volunteered to participate. These interviews were conducted in a quiet setting where the researcher and the
participant could be alone. The interviews were scheduled at times convenient for teachers and lasted an average
of 45 minutes. All interviews were recorded using a voice recorder. Additionally, after obtaining the necessary
permissions, the researchers attended and observed meetings conducted by teachers. These meetings included
discussions on events scheduled for specific days and weeks, the organization of trainee teachers, and matters
related to student education. A total of six meetings were observed, with durations ranging from 20 to 50 minutes.
The second and third researchers conducted the observations in the teachers' lounge where the meetings took place.
The data obtained from these observations were used to enrich the findings.

For the quantitative section of the study, the variances were found to be homogeneous, leading to the
application of the LSD test for Factor 5, which resulted in a p-value of .011. ANOVA based on experience also
showed homogeneous variances but identified no significant differences. In the analysis by school type, ANOVA
for Factor 2 revealed a significant difference, and the LSD test was applied due to homogeneous variances. No
significant differences were found in the t-tests based on the number of students and the number of special
education teachers. However, in the ANOVA for the number of teachers, there was an indication of non-
homogeneous variances for Factor 4, but the p-value of .048 was considered significant due to its proximity to the
.05 threshold (Chia, 1997). Consequently, a significant difference was found for Factor 4, and the LSD test was
applied.

The qualitative section of the study analyzed data using content analysis and interpreted the findings.
Content analysis summarizes the essential contents and information the collected data encompasses (Cohen et al.,
2007). After data collection, the transcribed data were re-read to ensure accuracy. This comparison confirmed the
consistency between the transcripts and the audio recordings. Codes were extracted from the collected data, and
categories and codes were discussed and agreed upon. The authors worked collaboratively to develop the coding
key and conduct the analyses. The qualitative findings were supported with direct quotations.

Observation reports collected during the research process were meticulously analyzed to identify the
fundamental characteristics and general trends of the data. The observation notes were initially examined in detail
to extract the core findings. Repeated patterns, prominent themes, and meaningful content were emphasized during
the analysis of observation data. The subjective comments of the observers were considered, allowing for an in-
depth analysis of the data. The observers' individual perspectives and interpretations enriched the data, providing
a broader evaluation perspective. This approach facilitated the examination of underlying reasons and dynamics,
not just the superficial descriptions of the observed events. The analyzed data were interpreted in line with the
research objectives. This interpretation process involved examining how the findings related to the research
questions and how they contributed to the overall framework of the study. Consequently, the data were integrated
into the study meaningfully and coherently.

Trustworthiness

Qualitative research frequently emphasizes the importance of enhancing the study's credibility using
various data collection methods and sources, such as participant confirmation, interviews, observations, document
analysis, and expert opinions (Creswell, 2014; Glesne, 2015). In this regard, data were collected using different
methods, including reflective researcher journals, participatory observations, and interviews. Additionally,
Erlandson et al. (1993) suggest that to increase credibility, researchers should summarize the collected data at the
end of the interview and present this summary to participants to obtain their views on its accuracy. This process
ensures that participants feel their data are accurately represented and allows researchers to correct any potential
misunderstandings. To enhance credibility, a summary of each interview was provided to the participants at the
end of the session, and they were given the opportunity to mention any additional topics or correct any
misunderstandings. This practice encouraged the participants to actively engage in the research process while helping
the researchers confirm the data accuracy.

In addition to participant confirmation, data diversity was ensured by collecting data from multiple sources.
Ensuring data diversity is crucial for qualitative research (Akdemir & Kilig, 2021; Coskun, 2022). When calculating
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inter-coder reliability, the formula “Reliability = (agreements / (agreements + disagreements)) x 100> was used
(Miles & Huberman, 1994). The inter-coder reliability was 95.8% on average. Additionally, the researchers held
regular meetings at each stage of the study. Some of these meetings were conducted face-to-face, while others
were conducted online. During these meetings, various aspects of the research were discussed, including data
collection, data analysis, reporting, task distribution, obtaining feedback from different experts, and planning for
the next meeting. Over more than two years, the researchers continuously communicated through instant
messaging and calling applications with cross-platform capabilities to create plans, provide feedback, and share
findings.
Results

This research section includes data from interviews with special education teachers, observations, and the

CSSE. Quantitative findings for each research question were presented and interpreted first following the research

design. Then, qualitative findings were used to support and interpret the quantitative results. Codes such as P1, P2,
and P3 were used instead of participants' names, and direct quotes were used to support the quantitative findings.

Table 3
Descriptive Analysis Results for Special Education Teachers' Collaboration Levels

Professional

Collaboration type Gender Age experience Type of school Min Max Mean SD
Ts:ﬁgggrts{aig?ler t(zss);o-.éézm; LZ%%E; Li%%% FG %33)0'202'206; 25 35 3109 301
ngﬁggg;c:irglnmstrator t(23p5)>=0%216; :;%7075 Li%%lls F(3, iS;’S)O':Og.BlG; 5 15 1249 232
it - L
eakonoiont conaboraion PO L10% 1002 ro02L FGZY=2IS% 1y 55 653 s
Tt e @)= -0k 108 PG00 4, ng o0
Principles of collaboration t(23§):o'.85779? rp:>obl.851>; Li%@ F@, %33)0'202'718? 84 130 11007 10.45

Teacher-Teacher Collaboration

The gquantitative findings obtained from the TTCS showed that teachers’ collaboration levels did not differ
by gender (t(235) = -1.278; p > 0.05), and there was no significant relationship between teachers' ages (r = 0.68;
p > 0.05) or years of professional experience (r = 0.59; p > 0.05) and their level of collaboration. The level of
teacher collaboration also did not differ significantly according to the type of school they worked at (F(3, 233) =
0.206; p > 0.05). Descriptive statistics showed that scores on this subscale ranged from 25 to 35, with a mean of
31.09 and a standard deviation of 3.01.

Teachers' views on their collaboration with colleagues were categorized under various codes. Under the
code "interdisciplinary collaboration," the participating special education teachers emphasized that they frequently
exchanged ideas with colleagues from different disciplines. For example, P1 stated, "I like to exchange ideas with
other teachers a lot. | even include other teachers in my class. Idea exchange is very important; collaboration is
very important,” highlighting that she invited other branch teachers to her class and benefited from their expertise.
Another topic under the code "collaboration in educational activities" was the discussion among special education
teachers, including the school counselor, about which class a student should attend. Some of the participating
teachers' opinions are as follows:

"When a new student comes to the school, all teachers can make the initial assessment of the student in
consensus. So, it doesn't matter which class they attend; everyone expresses their opinion, and we make
an assessment... It proceeds in the form of an idea exchange." (P3)

However, participatory observations revealed that this did not fully reflect collaboration. In their
assessments, teachers make decisions about the level and class placement of the student based on the students in
their classes. For instance, if a new student has a severe disability, the aim is to place the student in a class without
other students with severe disabilities. This goes beyond merely balancing class sizes and the level of disability.
While teachers' statements may appear to reflect collaboration, there is no true collaboration. Likewise, regarding
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collaboration among special education teachers and problems and suggestion one of the teachers' opinions is as
follows:

"Now, our school has two special education classes, and colleagues who are graduates of the field work
there. We work as a team with them. There is an idea exchange. If you are asking about very formal
collaboration, there is no such regular collaboration, but it proceeds in the form of an idea exchange."
(P6)

"Actually, people want to do something, but they don't dare to get involved because they don't know how
to do this... If there were educational videos, public service announcements, or something else, people
would be more aware and able to do something. Many want to do it but don't know what to do." (P5)

Figure 1
Qualitative Analysis Results of Collaboration
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The quantitative findings obtained from the TACS showed that the levels of collaboration between
teachers and administrators did not differ by gender (t(235) = .416; p > 0.05), and there was no significant
relationship between teachers' ages (r = 0.77; p > 0.05) or years of professional experience (r = 0.34; p > 0.05) and
their level of collaboration with administrators. The level of teacher-administrator collaboration also did not differ
significantly according to the type of school they worked at (F(3, 233) = 0.816; p > 0.05). Descriptive statistics
showed that scores on this subscale ranged from 5 to 15, with a mean of 12.49 and a standard deviation of 2.32.

The participating special education teachers shared various views regarding their collaboration with
school administrators. Figure 1 shows the codes summarizing teachers' views. Teachers highlighted the challenges
they faced when working with administrators who were not special education graduates, emphasizing that they
often needed to explain special education concepts to their administrators. For instance, P5 stated, "We especially
need to explain to our administrators... Look, special education and identifying these children is necessary... We
need to explain the necessity and importance of special education to our administrators." This suggests that
providing information to administrators about special education is crucial for fostering collaboration. Additionally,
one of the participating teachers shared an experience from six years ago by stating:
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"When | came to the school where I currently work, it was a two-building school. The ground floor of
one building was allocated to special education, with four special education classes placed there,
surrounded by a fence and locked. When | asked the then-principal, they said other children were afraid
of these children.” (P7)

This highlights that the general education school administrator isolated special needs children from others.
On the other hand, P3, whose administrator is a special education graduate, mentioned, "In the school I currently
work at, | receive support, but | didn't receive this much support in other schools I used to work at..." This indicates
that administrators with a background in special education are more likely to provide support and facilitate
collaboration. Based on teachers' statements, collaboration is more likely and effective when administrators have
a background or knowledge in special education.

Teacher-Paraprofessional Collaboration

The quantitative findings obtained from the TEPCS demonstrated that the levels of collaboration between
teachers and paraprofessionals did not differ by gender (t(235) = -0.862; p > 0.05), and there was no significant
relationship between teachers' ages (r = 0.51; p > 0.05) or years of professional experience (r = 0.91; p > 0.05) and
their level of collaboration with paraprofessionals. The level of teacher-paraprofessional collaboration also did not
differ significantly according to the type of school they worked at (F(3, 233) = 0.866; p > 0.05). Descriptive
statistics showed that scores on this subscale ranged from 17 to 25, with a mean of 22.35 and a standard deviation
of 2.42.

Regarding participation in collaboration, issues, and suggestions, teachers shared various views about
their collaboration with paraprofessionals. P1 stated, "They only serve the principal, which means they only do
what the principal says. The assistants never do what we ask or contribute to the school's organization." This
highlights the lack of collaboration with school assistants, who primarily follow the principal's directives rather
than collaborating with teachers. Conversely, P6 noted, "The assistants, from the lady who cooks the meals to the
lady who cleans our classroom and our hostess, are very attentive and warm toward our students,” expressing a
positive view on the collaboration and support provided by the assistants. Likewise, T10 expressed, "We have a
very good hostess who has been working here for 3-4 years and has excellent communication with children,”
emphasizing effective communication as a form of collaboration with assistants.

However, the collaboration described by teachers does not agree with the concept of collaboration defined
in the literature. The findings from participant observations and researcher journals, along with teachers' views,
suggest that the collaboration process with paraprofessionals is more about communication, where teachers'
requests are fulfilled by paraprofessionals rather than a true collaborative effort.

Teacher-External Stakeholder Collaboration

The quantitative findings obtained from the Teacher-External Stakeholder Collaboration subscale
(TESCS) showed that the levels of collaboration between teachers and external stakeholders did not differ by
gender (t(235) = -1.162; p > 0.05), and there was no significant relationship between teachers' ages (r = 0.62, p >
0.05) or years of professional experience (r = 0.21; p > 0.05) and their level of collaboration with external
stakeholders. The level of collaboration also did not differ significantly according to the type of school they worked
at (F(3, 233) = 2.159; p > 0.05). Descriptive statistics showed that scores on this subscale ranged from 14 to 35,
with a mean of 26.53 and a standard deviation of 4.81.

The analysis of the data obtained from the participating teachers revealed various perspectives on their
collaboration with external stakeholders. Teachers reported that they mostly collaborated with Special Education
and Rehabilitation Centers (SERCs), universities, and foundations/associations. While emphasized collaboration
with universities, this was more about maintaining communication and seeking advice rather than a structured
collaboration process, as defined in the literature. For instance:

"I collaborate with the university as follows ... Since | am trying to do academic work, | maintain
communication channels with them. In situations related to a student or areas where | feel | need to
improve myself, | brainstorm with acquaintances or experts from the university, receiving book
recommendations or suggestions on what to do." (P3)

Regarding collaboration with rehabilitation centers, P8 mentioned, "We collaborate with rehabilitation
centers. They come to the school a few times during the term and want to talk to us about our common students,
seeking our cooperation." However, P10 noted, "I try to involve rehabilitation centers... Although | tell them they
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need to ask what I'm doing and how I'm progressing, | haven't received any feedback from them." This indicates
that the communication and collaboration with SERCs vary considerably and depend on individual centers. All
participating special education teachers expressed a desire to collaborate with SERCs. Nevertheless, while some
reported positive interactions, others experienced communication difficulties.

In terms of collaboration with NGOs, P2 stated, ""We have not collaborated with NGOs a lot so far because
state schools and administrators usually approach NGOs more cautiously." This highlights the challenges faced in
collaborating with NGOs, which can be attributed to the bureaucratic processes within the Ministry of National
Education (MoNE) system. The teachers found it challenging to collaborate with NGOs and associations due to
administrative caution and bureaucratic hurdles.

Teacher-Parent Collaboration

The quantitative findings obtained from the TPCS demonstrated that the level of collaboration between
teachers and parents differed significantly in favor of women (t(235) = 2.208; p < 0.05). However, there was no
significant relationship between teachers' ages (r = 0.122; p > 0.05) or years of professional experience (r = 0.85;
p > 0.05) and their level of collaboration with parents. The level of collaboration also did not differ significantly
according to the type of school they worked at (F(3, 233) = 0.429; p > 0.05). Descriptive statistics indicated that
scores on this subscale ranged from 12 to 20, with a mean of 17.62 and a standard deviation of 2.07.

The overall collaboration findings based on the total scores of the CSSE (Overall Collaboration Scale)
showed that the general level of collaboration among teachers did not differ significantly by gender (t(235) = -
0.779; p > 0.05). Likewise, there was no significant relationship between teachers' ages (r = 0.101; p > 0.05) or
years of professional experience (r = 0.72; p > 0.05) and their general level of collaboration. The level of general
collaboration also did not differ significantly according to the type of school they worked at (F(3, 233) = 0.718; p
> 0.05). Descriptive statistics revealed that the total scores on the CSSE ranged from 84 to 130, with a mean of
110.07 and a standard deviation of 10.45.

The analysis of the data obtained from teachers categorized their collaboration with parents into three
main codes: participation and support, communication, and issues and suggestions. They expressed this situation
as follows:

"I had many difficulties with the child’s behavior at home and what I can do, but I couldn't establish
collaboration... The child was very tense and aggressive... Parents who are aware of their child's condition
can be more understanding and closer to us, but others, as | said, have too high expectations of the child
and overlook the child's negative behaviors..." (P8)

Teachers who underlined the difficulties experienced in cooperation due to the social perception of the
roles of special education teachers expressed their views on this situation with the following words:

"l wouldn't say we communicate very well with families, especially in recent years, not just at this school,
but at other schools as well. I am personally uncomfortable with the way parents view teachers. The
communication they establish with teachers is not like with experts who are trusted with their children,
but is rather focused on getting their demands met..." (P3)

From teachers' perspectives, they face significant challenges even in establishing basic communication
with parents. The underlying reasons for these difficulties include parents' reluctance to accept their child's
disabilities, high expectations, and the way parents perceive teachers. Given these communication challenges, it is
unlikely that teachers can effectively collaborate with parents, as described in the literature.

Principles of Collaboration

Friend (2021) states the principles of collaboration as voluntariness in collaboration, equality among
participants, being based on mutual goals, shared responsibility for participation and decision-making, and sharing
responsibility for resources and outcomes among collaborating individuals. The analysis of the participating
teachers' views revealed only the codes of voluntariness and joint decision-making under the code of collaboration
principles.

Regarding the code of voluntariness, P3 mentioned, “When we say participation, some people participate,
and some don’t... There is voluntariness in that.” This indicates that participation in events like the National
Sovereignty and Children's Day on April 23 and Disability Week is based on voluntariness. P2 stated, “When we
are given the spirit of being a team, we can share all our resources. We can spend our energy here... When
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motivation is not created, people just come, fill the time, and leave...” emphasizing that their motivation would
increase if a school culture were created, which in turn would increase resource sharing and participation in
collaboration. P10, who was initially working at a special education practice school for children with moderate or
severe intellectual disabilities/autism and was later assigned to a class for students with hearing impairment, said,
“... There are moderate and severe groups in special education practice, as you know. Coming here from there was
a complete source of motivation for me. It felt like I came to gifted students. The children liked me...,” attributing
their willingness to participate in activities to the type of students' disabilities. This suggests that the type of
students' disabilities plays a role in collaboration. Regarding the principle of joint decision-making, this indicates
that joint decisions were not made, and the efforts were limited to expressing individual opinions. The teacher's
opinion on this situation is as follows:

“I saw that sometimes people expressed their opinions on this matter, saying let's do it this way or it would
be more correct to do it this way. However, when a consensus could not be reached, the efforts did not go
beyond expressing opinions.” (P10)

Although teachers' views were categorized under the two principles of collaboration, participant
observations revealed that the principles of collaboration were not fully represented, as defined in the literature,
and that the activities conducted did not go beyond communication among teachers. Therefore, the principles of
collaboration were not fully implemented. To understand the collaboration process, participatory observations
were conducted at five meetings at two special education schools in different provinces. These meetings covered
various topics such as the distribution of intern students, practices for students with special needs, Special
Education Week events, and beginning and end-of-term procedures. At one meeting at School 1, the aim was to
assign intern students to classes most efficiently based on their abilities and characteristics. This distribution, which
considered physical features and student needs, was conducted with the participation and approval of all teachers.

On the other hand, at the beginning and end-of-term meetings at School 2, topics such as school operation,
past term evaluations, and collaboration among teachers were discussed. Issues such as emergencies like
earthquakes and the condition of students requiring special education were also mentioned. These meetings took
place with the active participation of teachers in a democratic discussion environment, emphasizing harmony and
collaboration between teachers and administrators. The decisions made and plans formulated during these
meetings were evaluated as strategic steps toward improving the quality of education at school.

Discussion

This study comprehensively examined the levels of collaboration among special education teachers and
other educational stakeholders. The characteristics of collaboration, the challenges encountered during this
process, and potential improvement methods were evaluated in-depth in light of the existing literature and research
findings. In this respect, the importance of collaboration between special education teachers and other educational
stakeholders, the effects of this collaboration on educational processes and student achievement, the factors
hindering collaboration, and strategies to overcome these obstacles were discussed in detail. The study revealed
how the concept of collaboration manifests itself differently among teachers, school administrators, support staff,
families, and external stakeholders. It illuminated the opportunities and challenges of inter-disciplinary
collaboration, collaboration among special education teachers, teacher-administrator collaborations, and
collaborations with families and external stakeholders.

Research indicates a significant gap in effective collaboration between special education teachers and
teachers from other disciplines. The critical role of time, content knowledge, and communication in the
collaboration process has been emphasized (Da Fonte & Barton-Arwood, 2017). However, participants' statements
in this study indicate that collaboration often remains superficial. Despite the necessity for teachers to collaborate,
this process is inadequate (Ozdogru, 2021), highlighting the need for collaboration processes to be more structured
and goal-oriented. Successful collaboration should include time, support, resources, monitoring, and sustainability
(Ripley, 1997). Moreover, it is important for collaboration to occur at the regional, school, and classroom levels.
A systematic review by Vangrieken et al. (2015) noted that teacher collaboration improves student performance,
increases teacher motivation, reduces workloads, makes teaching strategies more effective, and enhances
efficiency. Therefore, it is recognized that teacher collaboration is crucial for enhancing school success (Barber &
Mourshed, 2007). As teachers collaborate, they become aware of the presence of people who will help and support
them, contributing to the development of positive attitudes toward the teaching profession (Hargreaves &
O’Connor, 2018).
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Quantitative findings on collaboration among teachers show a moderate level of collaboration. Given the
importance of strengthened collaboration for children with special needs, it should be maximized. A study
examining teacher views on collaboration in addressing problem behaviors of students with special needs in
inclusive settings found that some teachers believed their collaboration skills were limited, they lacked the
knowledge and competence to address the problem behaviors of special needs students, and these deficiencies
hindered collaboration (Yildirim & Kilig, 2024). Teacher competencies are a significant factor in enhancing
collaboration among teachers. In a report supported by the Council for Exceptional Children (CEC) involving
1500 special education teachers, participants emphasized the need for a systematic approach to overcoming
problems in special education, the complexity of differentiated instruction necessitating collaboration with others,
and the need for collaborations to make teaching practices more efficient and create better intervention and
teaching conditions (Fowler et al., 2019).

In this study, teachers reported various challenges when collaborating with school administrators,
particularly on special education issues. Inadequate knowledge among administrators regarding special education
adversely impacts collaboration, highlighting the necessity of providing more information and training to
administrators on special education topics. In a qualitative study on collaboration between school administrators
and teachers, 45.4% of the participant teachers stated that the most significant challenge they faced was school
administrators' insufficient knowledge and skills regarding special education (Tabak, 2021). It is essential for
everyone in schools, including special and general education teachers, paraprofessionals, administrators, related
service providers, and other specialists, to possess a range of knowledge and skills to work together and with
parents (DeWitt, 2018; Stearns et al., 2014). Hence administrators must develop a deeper understanding and
knowledge of special education issues and promote interprofessional collaboration. Such encouragement can help
all stakeholders in the school come together more effectively to provide better support for students.

The research findings indicate that collaboration with paraprofessionals often remains superficial and
lacks depth. Instead of involving close communication and mutual support, the collaboration tends to occur in the
form of aides following administrators’ directives. This underscores the need to explore ways to develop more
cohesive and functional collaborations with paraprofessionals. Collaboration is at the heart of special education,
from partnerships with parents during early childhood to teams making decisions about student services and the
joint efforts of specialists providing student education (Quebec-Fuentes & Spice, 2015; Lamar-Dukes & Dukes,
2005). Therefore, focusing on deepening communication and providing mutual support is necessary for more
effective collaboration with paraprofessionals.

In the study, teachers emphasize the importance of collaborating with external stakeholders, such as
universities, foundations, and associations. However, they also highlight that these collaborations are often
ineffective and frequently face challenges due to communication limitations. Strengthening collaboration with
external stakeholders would benefit teachers’ professional development and students’ education. Research shows
that collaboration enhances skills in developing Individualized Education Programs (IEPs) and teamwork, forms
the foundation for effective IEP preparation, improves the quality of inclusive teaching practices, and is effective
in professional learning communities, thereby positively impacting the success of educational programs (Brownell
et al., 2006; Goepel, 2009; Hamre et al., 2018; Vuran et al., 2017). Thus, strengthening collaboration with external
stakeholders is crucial to support teachers' professional development and ensure better education for students.

There's a significant gap in effective collaboration between special education teachers and other
educators, often due to insufficient time, content knowledge, and communication (Da Fonte & Barton-Arwood,
2017; Ozdogru, 2021). To improve school success and foster positive teacher attitudes, more structured and goal-
oriented collaboration processes are needed, supported by adequate time, resources, and ongoing monitoring
(Barber & Mourshed, 2007; Hargreaves & O’Connor, 2018; Ripley, 1997). A study shows that teacher candidates
emphasize the need to increase collaboration between practice schools and faculties to develop effective teaching
skills and highlight the importance of the active participation of teacher candidates in this process (Isikogdan
Ugurlu & Kayhan, 2022). Strengthening teacher collaboration requires pre-service inter-institutional collaboration
and the active participation of teacher candidates in the process.

The research findings highlight the challenges teachers face in collaborating with families, especially
when communicating with families who struggle to accept their children's disabilities. This situation indicates the
need to focus on effective collaboration and communication with families. Over time, school cultures can evolve
to establish more open and collaborative relationships with families, fostering mutual understanding and
partnership in children's education (WHO, 2013).
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The study participants' scores on the teacher-parent collaboration subscale reveal that teachers collaborate
with families at a low level. Educators agree on the positive impact of parent involvement on student achievement
and teacher effectiveness (Chavkin, 1993). Addi-Raccah and Grinshtain (2021) describe collaboration in education
as aiming to ensure that families and teachers work together to enhance student learning. The researchers also note
that parent-teacher relationships are crucial for teachers and families, leading to more productive evaluations of
teachers' work, fewer conflicts, and increased collaboration.

In a study examining parent perspectives on collaboration, families of children with autism spectrum
disorder and those at risk noted that the skills they learned through collaboration with the early intervention team
helped them assist their children. The importance of working with organized, knowledgeable, and friendly
professionals was also emphasized (Grygas-Coogle et al., 2013).

A study on collaboration during the educational diagnosis and assessment process—one of the initial
steps before placing a special needs student in a special education setting—found that families felt excluded from
the process. They reported insufficient communication with experts and a lack of information about assessment
results and their rights (Dayi et al., 2022). These findings suggest that the low level of teacher-parent collaboration
may originate from experiences during the educational diagnosis and assessment process, an early stage in special
education. Therefore, quantitative and qualitative data indicate that increasing teacher-parent collaboration is
crucial for maximizing the benefits of special education services.

Quantitative findings on teachers' collaboration with external stakeholders show that teachers collaborate
with these stakeholders at a low level. Although professionals strive to do their best for students with special needs,
there are interdisciplinary differences. This situation requires experts from different fields to work together with
their distinct perspectives, roles, and responsibilities. Roffey and Parry (2013) stated that this process sometimes
necessitates a determined effort to develop as a collaborative team, especially when roles are not very clear.

Additionally, they indicated that health professionals often view the student's issue as a congenital
problem requiring ‘treatment.’ In contrast, education and social services professionals tend to have a more
interactive perspective. This discrepancy can confuse families, who often find themselves disseminating
information to various professionals while seeking information (Roffey & Parry, 2013).

Collaborating with organizations representing people with disabilities is another crucial approach
ensuring inclusive and effective service delivery (UNESCO, 2023). The relevant articles of the SESR have taken
various steps to ensure and enhance collaboration in special education. Legal regulations and collaborations
involving teachers can provide numerous benefits in special education. These benefits include working effectively
on Individualized Education Programs (IEPs), improving communication with families, accessing professional
development opportunities, and developing more appropriate interventions to meet students' needs.

Furthermore, collaboration enables teachers to access the resources and support necessary to enhance
students' academic and social skills more easily (Friend, 2021; Kangas, 2018). Therefore, effective collaboration
between teachers, families, and organizations representing people with disabilities can significantly contribute to
students’ education and development.

In conclusion, collaboration between teachers and internal and external stakeholders is critical in
enhancing the quality of educational processes. To effectively achieve this collaboration, it is necessary to
incorporate theoretical and practical training on the concept of collaboration and how to establish it in pre-service
and in-service teacher education. Additionally, providing similar training to internal and external stakeholders,
who are likely to work with teachers in today's education system, will facilitate the development of a common
language for collaboration. This, in turn, will help establish successful collaborations, positively impacting student
achievement.

Limitations and Recommendations

This study, conducted to highlight the collaboration efforts of special education teachers, has some
limitations. Due to difficulties in data access, Confirmatory Factor Analysis (CFA) could not be performed in the
scale development phase. Consequently, data were collected using the form that emerged after Exploratory Factor
Analysis (EFA) in the second phase. The internal consistency coefficients of the findings obtained in the second
phase demonstrated that the scale was sufficiently valid and reliable for data collection, and these data were
analyzed and reported. It is recommended that CFA be performed on the scale in future studies. Another limitation
of this study is that it only focused on the collaboration efforts of special education teachers. Identifying the efforts
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of other stakeholders in the collaboration process could provide more comprehensive results. To enhance teachers'
capacity for collaboration and improve the quality of collaboration, the following recommendations are made:

1. Teachers and education stakeholders can organize comprehensive training programs on collaboration
skills through in-service and pre-service training.

2. Teachers, administrators, and support staff can hold regular collaboration meetings and establish effective
communication channels to encourage collaboration.

3. Schools can organize information meetings, workshops, and training programs to address problems in
collaboration with families and ensure greater participation in their children's education.

4. Teachers can encourage collaboration with other teachers from different disciplines, as well as with
external stakeholders such as universities, foundations, and associations.

5. Administrators can provide the necessary resources and support by using evaluation forms and surveys
to monitor and assess the effectiveness of collaboration processes.
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