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Editorden...
Sevgili Okurlarimiz,

Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisinin 2023 yilimin ikinci sayist olan
Haziran, 24. cilt, 2. sayisi ile yeniden karsinizdayiz. Her zaman oldugu gibi, 6ncelikle dergimize katki saglayan
yazarlarimiza, hakemlerimize, okurlarimiza, Akademik Danigma Kurulumuza ve Editorler Kurulumuza sizlerin
huzurunda tesekkiir ediyorum. Editorler Kurulu olarak dergimizi niceliksel ve niteliksel olarak daha iist seviyelere
tasimak icin yogun ¢aba sarf ettigimizi sizlere bildirmek isterim.

Dergimizin bu sayisinda sekiz arastirma makalesi yer almaktadir. Bu calismalar1 kisaca sizlerle
paylasmak istiyorum. Bu saymzda yayimlanan ilk arastirma makalesi Hale COTUK ve Selda OZDEMIR
tarafindan yiiriitillen “Gorme Yetersizligi Olan Cocuklarda Zihin Kurami ve Duygu Tepkileri: Géren Cocuklarla
Bir Karsilagtirma” adli ¢aligmadir. Bu ¢aligma kapsaminda katilimer ¢ocuklarin zihin kurami puanlari ile duygu
ifadelerine gosterdikleri tepkiler arasindaki iligkilerin incelenmesi hedeflenmistir. Aragtirmaya yaglart 48 ile 72 ay
arasinda olan, gdrme yetersizligi haricinde ek bir yetersizlik ve gelisimsel gecikme sergilemeyen 20 az goren
gocuk, 19 agir gorme yetersizliginden etkilenmis gocuk ve 20 goren ¢ocuk katilmigtir. Arastirma kapsaminda ilk
olarak katilime1 ¢ocuklarin zihin kurami, birinci derece yanlis kani atfi becerileri, yer degistirme ve beklenmedik
icerik gorevleriyle degerlendirilmistir. Ikinci asamada katilimeci gocuklarin baskalarinin duygu ifadelerine
verdikleri tepkileri degerlendirmek amaciyla her bir cocukla 20 dakika boyunca oyun oynamistir. Oyun siirecinde
aragtirmact oyun kurgusu ile uyumlu, mutlu ve tizglin duygu ifadelerini sergileyecegi sosyal durumlar olusturmus
ve mutlu ve {izgiin duygularmi sergilemistir. Arastirmanin sonuglari agir gorme yetersizliginden etkilenmis
cocuklarin, az géren ve goren akranlarina gore zihin kurami puanlarinin diisiik oldugunu gostermistir. Bununla
birlikte agir gérme yetersizliginden etkilenmis ve az goren ¢ocuklarin goren akranlarina oranla arastirmacinin
sergiledigi duygu ifadelerini daha fazla gérmezden gelme tepkileri sergiledikleri de belirlenmistir. Arastirmada
agir gorme yetersizligi olan ¢ocuklarin ve goren ¢ocuklarin zihin kurami puanlariin farkli duygu ifade tepkileri
ile iligkili oldugu saptanmistir. Bu ¢alismadan elde edilen sonuglar 1s18inda agir gorme yetersizligi sergileyen
¢ocuklarin sosyal uyum problemleri sergileyebilecegi tartisilmis, erken miidahale uygulamalari ve ileri
aragtirmalara yonelik onerilere yer verilmistir.

“Otizm Spektrum Bozuklugu Olan Birden Fazla Cocuga Sahip Annelerin Deneyimleri: Yorumlayici
Fenomenolojik Analiz Calismas:” adl1 ikinci arastirma makalesi Hatice SENGUL-ERDEM tarafindan kaleme
alimmistir. Bu calismada, otizm spektrum bozuklugu (OSB) olan birden fazla c¢ocuga sahip annelerin
deneyimlerinin derinlemesine incelenmesi amaglanmistir. Yorumlayici fenomenolojik analiz ¢aligmasi olarak
desenlenen ¢aligmaya OSB olan birden fazla ¢ocuga sahip dokuz anne katilmig ve veriler yari-yapilandirilmisg
goriigmeler yoluyla toplanmistir. Verilerin analizinde annelerin kisisel séylemlerinin ve duygusal yansimalarinin
derinlemesine ortaya konabilmesi igin yorumlayici fenomenolojik analiz yontemi kullanilmigtir. Analiz sonucunda
yasamin merkezi, iki otizmli ¢ocuk annesi olmak, gittik¢e artan izolasyon ve gii¢clenme ¢abalar1 olmak tizere ii¢
ana temaya ulasilmistir. Bulgulara gére anneler yagamlarini OSB olan gocuklarini1 merkeze alarak siirdiirmekte ve
sosyal yasam i¢inde gittik¢e yalnizlasmaktadirlar. Anneler, giinliik yasamlarini siirdiirmekte zorlanmakta, yogun
bir gelecek endisesi yasamakta, ihtiya¢ duyduklart destek kaynaklarindan yoksun olduklarini diigiinmekte ve OSB
olan birden fazla ¢ocuk sahibi olmanin esleri ile olan iliskileri ve sosyal aglarinda yalnizliklarmi arttiracak
donisiimlere yol agtigini  hissetmektedirler. Bunun yaninda anneler giiclenmek igin gesitli stratejiler
gelistirmektedirler. Bu stratejiler dini inanglar, ¢ocuklarini birbirleri ile veya daha yogun yetersizligi olan
¢ocuklarla kiyaslamak ve ¢ocuklarmin kii¢iik basarilarima odaklanmak seklinde ortaya ¢ikmistir. Konu ile ilgili
sinirli caligma olmakla birlikte OSB tanili birden fazla ¢ocugu olan annelerin deneyimleri, yetersizligi olan birden
fazla ¢ocuga sahip veya OSB tanili bir ¢ocugu olan annelerin deneyimlerini aragtiran ¢alisma bulgular ile
benzerlik gostermektedir. OSB olan birden fazla ¢ocuga sahip olan anneler bir yandan yogun bir sosyal izolasyon
yasayip “annelik roliini” yasamlarinin merkezine alirken bir yandan da kendilerini giiglii kilmak zorunda
hissetmekte ve bunun igin bazi stratejiler gelistirmektedirler. Arastirma bulgularina gére OSB olan birden fazla
¢ocuga sahip annelerin yasamlarini kolaylastiracak diizenlemeler gerektigi ve annelerin deneyimlerinin daha
biiytik katilimci sayisi ile yapilacak ¢alismalarla incelenmesi onerilmistir.

Ugiincii arastirma makalesi Halil SAROL, Kiibra DURMUS ve Rifat Kerem GURKAN tarafindan
yiiriitiilen “Covid-19 Pandemisinin Otizm Spektrum Bozuklugu Olan Bireylerin Fiziksel Aktiviteye Katilimi
Uzerindeki Etkileri: Yasanmis Ebeveyn Deneyimleri” adli ¢alismadir. Bu aragtirmada Covid-19 pandemisinin
otizm spektrum bozuklugu (OSB) olan bireylerin fiziksel aktiviteye katilimi iizerindeki etkileri ebeveynlerin
perspektifinden incelenmistir. Fenomenolojik nitel aragtirma yontemi ile desenlenen aragtirmanin Orneklem
grubunu OSB tanist alan ¢ocuga sahip 10 ebeveyn (6 anne-4 baba) olusturmustur. Veri toplama araci olarak yar1
yapilandirilmis goriisme formu ve kisisel bilgi formu kullanilmistir. Verilerin analizi, igerik analizi yontemi
kullanilarak gergeklestirilmistir. Arastirmadan elde edilen bulgular dogrultusunda; pandeminin hayata etkileri,
pandemi siirecinde karsilasilan zorluklar, fiziksel aktivite gerekliligi ve degisen etkinlikler adi verilen dort
kapsayici tema Ve bu temalarin igerisinde toplamda 12 alt tema bulunmustur. Ebeveynler, viriisiin yayilim hizini



azaltmak amaciyla yapilan uygulamalarin OSB olan ¢ocuklarmin 6zellikle egitim, ebeveyn iliskileri ve aktif yasam
tarzlarin1 olumsuz yonde etkiledigini ifade etmislerdir. Ebeveynlere gore kisitlamalar sirasinda OSB olan
¢ocuklarin fiziksel aktivite aligkanliklari 6nemli olgiide degismis ve cogunlukla ev temelli etkinlikler
gergeklestirilmistir. Ebeveynler, pandemi siirecinde OSB olan c¢ocuklari igin fiziksel aktiviteye katilimin son
derece 6nemli oldugunu anladiklarini da belirtmistir.

Adnan ARI, Emine ERATAY ve Ayten DUZKANTAR tarafindan kaleme alman dordiincii arastirma
makalesi ““Ses Temelli Ciimle Yaklasimiyla Okuma-Yazma Ogretiminde Sabit Bekleme Siireli Ogretimin Etkililigi
adin1 tasimaktadir. Bu arastirmada 6zel gereksinimli bireylere (OGB) ses temelli ciimle yaklagimiyla okuma-
yazma Ogretiminde sabit bekleme siireli dgretimin (SBSO) etkililiginin belirlenmesi amaglanmustir. Bu temel
amacin yaninda okuma-yazma becerilerinin kalicili§ina, arag-gerecler arasi ve kisilerarasi genellenebilirligine de
bakilmistir. Ayrica sosyal gegerlik verisi toplamak amaciyla OGB’lerin ailelerinin ve gretmenlerinin gériislerine
basvurulmustur. Tek denekli aragtirma modellerinden davranislar arast yoklama evreli ¢oklu yoklama modelinin
kullanildig1 bu arastirmaya, tam zamanli kaynastirma dgrencisi olarak ikinci siifa devam eden ve okuma-yazma
6grenmemis, yaslar1 yedi olan ikisi kiz, biri erkek olmak iizere zihin yetersizligi olan ii¢ OGB katilmistir.
Arastirmada ii¢ davranis ve her davramista altisar alt davranig olmak iizere on sekiz alt davranigin 6gretimi
hedeflenmistir. Aragtirma sonucunda iki katilimcinin her ii¢ davranigta (e-l1-a-k-i-n seslerinden olusan heceler,
kelimeler ve ciimleler, o-m-u-t-ii-y seslerinden olusan heceler, kelimeler ve climleler, bu iki grupta yer alan seslerin
[e-1-a-k-i-n-0-m-u-t-ii-y] kombinasyonundan olusan heceler, kelimeler ve ciimleler) yer alan tiim alt davraniglarda
(kapal1 heceler, acik heceler, {i¢ harfli tek heceler, ii¢ harfli iki heceler, kelimeler ve ciimleler) yer alan okuma-
yazma becerilerini edindikleri, edindikleri becerilerin kalict oldugu, bu becerileri kisilerarasi ve arag-gerecler arasi
genelledikleri; bir katilimeinin ise sadece birinci davranigta yer alan ilk {i¢ alt davranisi (kapalt heceler, agik
heceler, ti¢ harfli tek heceler) edindigi bulgularina ulasilmistir. Arastirmanin sosyal gecerlik bulgularma
bakildiginda katilimcilarin ailelerinin ve smif gretmenlerinin arastirma ile ilgili olumlu goriis belirttikleri
goriilmistiir. Ulagilan bulgular, 6grencilerin karsilastiklar: sorunlara yonelik gerekli dnlemlerin alinmasi gerektigi
sonucuna ulasilmistir.

Besinci arastirma makalesi olan “Sinif Ogretmenlerinin Ustiin Yetenekli Ogrencileri Belirleme, Bilim ve
Sanat Merkezlerine Aday Gosterme Siirecine Iliskin Deneyimleri” adli galisma Mustafa EROL, Osman GEDIK ve
Berat DEMIRTAS tarafindan kaleme almnustir. Bu galismada, simif 6gretmenlerinin iistiin yetenekli 6grencilerin
belirlenmesi, bilim ve sanat merkezlerine aday gosterilmesi konusundaki deneyimlerinin incelenmesini
amaclanmistir. Calisma, nitel arastirma desenlerinden biri olan fenomenoloji deseni kapsaminda yiirGitiilmiistiir.
Calisma grubu, amacli 6rnekleme yontemlerinden biri olan dl¢iit drnekleme yontemi ile belirlenmistir. Calisma
grubunu Istanbul ilinde gorev yapan 15 simf 6gretmeni olusturmustur. Arastirma verileri, arastirmacilar tarafindan
gelistirilen yar1 yapilandirilmig goriisme formlart yoluyla elde edilmistir. Elde edilen veriler, icerik analizi ile
analiz edilmistir. Verilerin analizinde aragtirmaci ¢esitlemesinden yararlanilmigtir. Veri kaybini en aza indirmek
icin veriler ses kayit cihazi ile kaydedilmistir. Arastirmanin bulgularina gore, siif gretmenlerinin 6grencileri
uistiin yetenekli olarak tanimlarken onlarin biligsel, duyussal ve sosyal 6zelliklerini dikkate aldiklar1 ve siirece bagl
gozlemler yaptiklari belirlenmistir. ilgili literatiir incelendiginde de {istiin zekali 6grencileri belirlemeye ydénelik
birgok 6zellik kullanilsa da bilissel 6zelliklerin {istiin zekali 6grencileri belirlemede siklikla kullanildig: tespit
edilmistir.

“Ustiin Yetenekli Bireylerin Vatandaslik Kavramina Iliskin Algilar:” adli altinci arastirma makalesi Fatih
OZDEMIR, Yildiz AYBAR-ERCAN ve Emine Ozlem YIGIT tarafindan kaleme alinmistir. Bu arastirmada Bilim ve
Sanat Merkezlerinde (BILSEM) egitim alan iistiin yetenekli bireylerin vatandashk kavramina yénelik algilariin
ortaya koyulmasi amaglanmistir. Caligma nitel arastirma desenlerinden fenomonolojik desen ile yiiriitilmiistiir.
Arastirmanin calisma grubunu 2020-2021 egitim 6gretim yilinda Istanbul BILSEM’lerde egitim goren 6. smif
ogrencisi olan 13’ erkek 10’u kadin olmak iizere toplam 23 6grencisi olusturmustur. Arastirmanin verileri
aragtirmacilar tarafindan gelistirilen yapilandirilmig gériigme formuyla toplanmigtir. Verilerin analizinde betimsel
analiz kullamlmustir. Ustiin yetenekli dgrencilerin vatandashigi; bir yerde yasayan, ait oldugu yere kars1 baz1 temel
sorumluluklar1 ve haklari olan birey olarak tanimladiklari belirlenmistir. Ogrenciler kendilerini gogunlukla iyi
vatandas olarak tanimlarken iyi vatandasin ¢evresine ve iilkesine karsi sorumluluklari oldugunu ifade etmislerdir.
Vatandagin temel sorumluluklar iilkeye ve topluma saygili, ¢aligkan bireyler olmak olarak ifade edilmistir.
Ogrencilerin ¢ogunlugu kendini iilkeye bagli hissederken, baglilikta en onemli etken kiiltiir ve tarih olarak
belirtilmistir. Tiirkiye vatandasi olmanin en olumlu yani tarihi miras olarak goriiliirken, 6grencilerin bir kisminin
gelismis Bat iilkelerinin vatandas1 olmay1 istemesi dikkat cekmistir. Ogrencilerin goriisleri vatandashk ve devlet
tanimlamalariyla beyin gdcii temeline dayanan baska iilke vatandasligi konularinda alanyazinda yer alan
caligmalarla biiyiik oranda oOrtiismiistiir. Fakat bu ¢alismada diger calismalardan farkli olarak, iistiin yetenekli
bireylerin ay1rt edici 6zellikleri arasinda bulunan arastirmaci kisiligin de vatandas 6zellikleri arasinda vurgulandig:
belirlenmistir.
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Metehan KUTLU ve Onur KURT tarafindan kaleme aliman “Otizmli Bireylere Yabanc: Kisilerden
Korunma Becerilerinin Ogretiminde Sosyal Oykiilerin Yalmz Sunumuyla Video Modelle Birlikte Sunulmasinin
Karsilastiriimas:” adli ¢galisma bu sayimizda yayimlanan yedinci aragtirma makalesidir. Bu aragtirmada otizm
spektrum bozuklugu (OSB) olan bireylere yabanci kisilerden korunma becerilerinin 6gretiminde sosyal dykiilerin
yalniz sunumuyla, video modelle birlikte sunulmasmin etkililik ve verimlilik agisindan farklilagip
farklilagsmadigmin belirlenmesi amaglanmistir. Arastirma yaglari 10-13 araliginda degisen ve OSB tanist bulunan
dort erkek 6grenciyle ylirtitiilmiistiir. Aragtirmada katilimcilara 6gretilen hedef beceriler; yabanci kisilerin kagirma
girigimlerinden korunma ve kapiy1 ¢alan yabanci kigilerden korunma becerileri olarak belirlenmistir. Arastirmada
tek denekli arastirma modellerinden uyarlamali doniistimlii uygulamalar modeli kullanilmistir. Arastirma bulgulari
her iki uygulamanin da yabanci kigilerden korunma becerilerinin 6gretiminde ti¢ katilimet igin esit derecede etkili
oldugunu gostermistir. Dordiincii katilimer igin sosyal dykiilerin yalniz sunuldugu 6gretim uygulamasi daha etkili
olmustur. Bu ¢alismada uygulamalar arasinda verimlilik degiskeni agisindan 6nemli bir fark goriilmemistir.
Arastirmanin sosyal gecerlik bulgulari, katilimcilarin kendilerinin ve ebeveynlerinin ¢alisma hakkinda genel
olarak olumlu goriisler ifade ettiklerini gostermistir. Bu arastirmanin bulgularina dayali olarak dgretmenlere,
aragtirmacilara ve uygulamacilara yabanct kisilerden korunma becerilerinin 6gretiminde Ogrencilerinin
ozelliklerini ve tercihlerini dikkate alarak bu ¢alismada karsilastirilan dgretim uygulamalarindan yalnizea birini
kullanmalar1 salik verilmistir. Ayrica bu arastirmadan elde edilen bulgularin genellenebilmesi i¢in benzer
calismalarin farkli uygulamacilarla ve farkli yas gruplarindaki katilimeilarla yiiriitiilmesi dnerilmistir.

Bu saymmzda yer alan son arastirma makalesi Sinem CANPOLAT ve Meltem SUNKUR-CAKMAK
tarafindan kaleme alinan “Genel Egitim Okulunda Ozel Egitim Ogretmeni Olmak: Calisma Kosullarimn Ise
Yabancilasmaya FEtkisi” adimi tagimaktadir. Bu arastirmada genel egitim okullarinda ¢alisan 6zel egitim
Ogretmenlerinin ¢aligma kosullarmin igse yabancilasma diizeylerine etkisini incelenmistir. Arastirmada nitel
aragtirma yontemlerinden fenomenoloji deseni kullanilmigtir. Arastirma verileri yart yapilandirilmis goriisme
teknigi ile toplanmisg, verilerin analizi betimsel analiz teknigiyle yapilmistir. Arastirmaya 2019-2020 egitim
ogretim yilinda Diyarbakir il merkezinde gérev yapan 20 6zel egitim 6gretmeni katilmistir. Calisma grubu kartopu
ve Olgiit 6rneklem yontemleriyle belirlenmistir. Arastirma bulgulari incelendiginde dgretmenlerin yogun sekilde
ise yabancilasma yasadiklar1 ortaya ¢ikmustir. Ozel egitim 6gretmenlerinin en fazla yalitilmislik boyutunda, en az
anlamsizlik boyutunda ise yabancilasma yasadiklari bulunmustur. Calisma kosullarmin 6zel egitim
dgretmenlerinin ise yabancilasma yasamalarinda etkisi oldugu sonucuna ulagiimistir. Ozel egitim 6gretmenlerinin
calistiklart kurumlarda kendilerini mutsuz, yalniz ve dislanmis hissettikleri, kimsenin kendilerini anlamadig: bir
ortamda ¢aligmak zorunda kaldiklari, yoneticilerinden gerekli destegi alamayacaklarina inandiklari, sinif iginde
yetki karmasasi yasadiklar1 ve Orgiit kurallarina uymada sikinti yasadiklar1 goriilmiigtiir. Sonugta 6zel egitim
Ogretmenlerinin igse yabancilagsmanin bircok belirtisini yasadiklari saptanmistir. Arastirmacilar tarafindan
ogrencilerin bakim sorumlulugunun 6gretmenlerden alinmasi igin destek personel ihtiyacinin kargilanmasi ve 6zel
egitim 6gretmenlerinin meslektaslari ile esit sartlarda ¢alismasinin saglanmasi 6nerilmistir.

Sevgili Okurlarimiz, dergimizin zamaninda ¢ikmasi ve niteliginin artirilmasi i¢in yogun ¢aba harcayan
Editorler Kurulunda yer alan ¢aligma arkadaslarima sizlerin huzurunda bir kez daha ¢ok tesekkiir ediyorum. Siz
degerli okurlarimiza, yazarlarimiza ve hakemlerimize destekleriniz ve katkilariniz i¢in tekrar tesekkiir ediyorum
ve siirecteki desteklerinizi ve katkilarimizi siirdiirmenizi rica ederek saygilarimi sunuyorum. 2023 yilinin Eyliil
aymda yayimlanacak olan 24. cildin ti¢iincii sayisinda tekrar bulugsmayi diliyorum...

Prof. Dr. Hatice BAKKALOGLU
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From the Editor...
Dear Readers,

We are with you again with the Ankara University Faculty of Educational Sciences Journal of Special
Education’s last issue, June 2023, Volume 24, Issue 2. As always has been, | would like to thank here those who
contributed as our authors, reviewers, readers, our Academic Advisory Board, and our Editorial Board. | would
like to indicate that as the Editorial Board, we put forth the effort to move our journal to a higher level both
quantitatively and qualitatively in the forthcoming process.

In this issue of our Journal, there are eight research articles. | would like to briefly introduce them to our
readers. The first research article in the current issue includes a study of Hale COTUK and Selda OZDEMIR
namely “Theory of Mind and Reactions to Emotional Responses in Children with Visual Impairments: A
Comparison with Sighted Children.” The purpose of this research's was to investigate the relationships between
the children's theory of mind (ToM) scores and their responses to emotional expressions. The study consisted of
20 children with low vision, 19 children with severe visual impairments, and 20 sighted children, who were
between the ages of 48 and 72 months and did not have additional disabilities or developmental delays. Participants
were initially assessed with the ToM, first order false belief, unexpected location, and unexpected content tasks.
In the second stage, the researcher played with each child for about 20 minutes to assess the participants' reactions
to emotional responses. The researchers created emotional social scenarios implemented within a play dyad
through which the researcher would display happy and sad feelings. Children’s reactions to emotional responses
were coded and analyzed. The study findings showed that children with severe visual impairments received lower
scores on the ToM tasks than children with low vision and sighted children. Additionally, results indicated that
children with low vision and severe visual impairments displayed increased ignorance toward the researcher’s
emotional expressions compared to sighted children. The current study found that children with severe visual
impairments and sighted children’s ToM scores were related to their reactions to emotional responses. Findings
from the current study suggest that children with severe visual impairments may display emotional reaction
difficulties while participating in various emotional and social situations. Based on the study results, suggestions
for future research and early intervention practices were provided.

The second study namely “Experiences of Mothers of Multiple Children with Autism Spectrum Disorder:
An Interpretative Phenomenological Analysis Study” was conducted by Hatice SENGUL-ERDEM. This study
aimed to investigate the experiences of mothers of multiple children with autism spectrum disorder (ASD). Nine
mothers of multiple children with ASD participated in the research, designed as an interpretative
phenomenological analysis study, and data were collected through semi-structured interviews. In the data analysis,
the interpretative phenomenological analysis method was employed to reveal the mothers’ personal statements
and emotional reflections in depth. As a result of the analysis, three main themes were reached, the center of life:
Being a mother of two children with autism, gradually increasing isolation, and empowerment attempts. In line
with the findings, mothers continue their lives by putting their children with ASD at the center, and they become
increasingly lonely in social life. Mothers experience difficulty in maintaining their daily lives, have intense
worries about the future, think that they lack the support resources they need, and feel that having multiple children
with ASD causes transformations in their relationships with their spouses and their social networks, which will
increase their loneliness. Furthermore, mothers develop various strategies to empower themselves. These strategies
have emerged as religious beliefs, comparing their children with each other or with children with more severe
disabilities, and focusing on the minor achievements of their children. There are few studies on the subject, and
the experiences of mothers of multiple children with ASD are similar to the findings of research investigating the
experiences of mothers of multiple children with disabilities or mothers of a child with ASD. Whereas mothers of
multiple children with ASD experience intense social isolation and put the “motherhood role” at the center of their
lives, on the one side, they feel obliged to empower themselves and develop some strategies to this end, on the
other side. According to the study findings, it is suggested that arrangements are needed to facilitate the lives of
mothers of multiple children with ASD and the experiences of mothers should be examined with studies to be
performed with a larger number of participants.

The third research article in this issue is authored by Halil SAROL, Kiibra DURMUS, and Rifat Kerem
GURKAN namely “Effects of the COVID-19 Pandemic on Participation in Physical Activity of Individuals with
Autism Spectrum Disorder: The True-Life Experiences of Parents.” The purpose of the research was to investigate
the effects of the COVID-19 pandemic on the participation in physical activity of individuals with autism spectrum
disorder (ASD) from the perspective of their parents. Ten parents (6 mothers and 4 fathers) with children diagnosed
with ASD constituted the sample group for the research designed by the phenomenological qualitative research
method. A semi-structured interview form and a personal information form were used as data collection tools. The
data analysis was performed using the content analysis method. In the direction of the findings obtained from the
research, four inclusive themes were determined. These are a) the effects of the pandemic on life; b) the difficulties



encountered during the period of the pandemic; c) the necessity of physical activity; and d) the changing events.
Under these themes, there are 12 sub-themes in total. The parents expressed that the practices performed for the
sake of decreasing the propagation rate of the virus had negatively affected especially the education, parent
relationships, and active lifestyles of children with ASD. According to the parents, the physical activity habits of
children with ASD significantly changed, and usually, home-based events were performed during the restrictions.
The parents specified that they had understood how extremely important the participation in physical activity of
children with ASD was during the period of the pandemic.

Adnan ARI, Emine ERATAY, and Ayten DUZKANTAR authored the fourth research article namely “The
Effectiveness of the Constant Time Delay Procedure in Teaching Reading and Writing with the Sound-Based
Sentence Method.” This study aimed to determine the effectiveness of the constant time delay procedure (CTDP)
in teaching reading and writing with the sound-based sentence method to individuals with special needs. In addition
to the said main purpose, the permanence of reading and writing skills and their generalizability across materials
and persons were also examined. Moreover, the opinions of families and teachers of ISN were obtained to collect
social validity data. Three individuals with special needs were included in this study. Of these, two were girls, and
one was a boy, all aged seven. They attended the second grade as full-day co-teaching inclusive students and had
not learned reading and writing. The study employed a multiple probe design across behaviors, one of the single-
subject research designs. The study aimed to teach three behaviors and eighteen sub-behaviors, including six sub-
behaviors in each behavior. The study showed that two participants acquired reading and writing skills in all the
sub-behaviors (closed syllables, open syllables, three-letter monosyllables, three-letter two syllables, words, and
sentences) of all three behaviors (syllables, words, and sentences consisting of e-1-a-k-i-n sounds, syllables, words,
and sentences consisting of 0-m-u-t-ii-y sounds, syllables, words, and sentences consisting of the combination of
sounds in these two groups [e-l-a-k-i-n-0-m-u-t-ii-y]); that the skills they acquired were permanent; that they
generalized these skills across persons and materials, while one participant acquired skills in the first three sub-
behaviors (closed syllables, open syllables, three-letter monosyllables) only in the first behavior. Considering the
social validity findings of the study, the participants’ families and primary school teachers expressed positive
opinions about the study. According to the findings, it was concluded that necessary precautions should be taken
for the problems faced by the students.

The fifth article which was conducted by Mustafa EROL, Osman GEDIK, and Berat DEMIRTAS is
namely “Primary School Teachers' Experiences in the Identification of Gifted Students and Nominating Them to
Science and Art Centers.” This study aimed to examine the experiences of primary school teachers in the
identification of gifted students and nominating them to science and art centers. This research was carried out
within the scope of phenomenology design, one of the qualitative research designs. The research study group was
determined by the criterion sampling method, one of the purposeful sampling methods. The research study group
consisted of 15 primary school teachers working in Istanbul. The study data were obtained through semi-structured
interview forms developed by the researchers and personal interviews conducted with the study group. The data
were analyzed by content analysis. Researcher triangulation was used in the analysis of the data. To minimize data
loss, the data were recorded with a voice recorder. According to the study's findings, it was determined that the
classroom teachers took into account the students' cognitive, affective, and social characteristics while
identification them with giftedness and made observations depending on the process. Although many features are
used to identify gifted students when the relevant literature is examined, it has been determined that cognitive
features are frequently used in the identification of gifted students.

The sixth research article namely “Perceptions of Gifted People on the Concept of Citizenship ” authored
by Fatih OZDEMIR, Yildiz AYBAR-ERCAN, and Emine Ozlem YIGIT. This study aimed to explore the perceptions
of gifted people trained at Science and Art Centers (SAC) in relation to the concept of citizenship. The study was
conducted using a phenomenological design, one of the qualitative research designs. The study group of the
research consisted of 23 6th grade students, 13 boys and 10 girls, studying at SACs in Istanbul in the academic
year 2020-2021. The data of the study was collected using a structured interview form developed by the
researchers. Descriptive analysis was used to analyze the data. It was found that gifted students defined citizenship
as a person living in a place and having some basic duties and rights to the place to which they belong. The students
mostly defined themselves as good citizens and stated that a good citizen has responsibilities towards his
environment and country. In the context of the view that the state is a political institution in which people live
together, the understanding of a social and legal state dominates. The main responsibility of citizens is seen in
being hardworking and respecting the country and society. The majority of students feel connected to their country,
with the most important factor for this connection being culture and history. While the most positive aspect of
being a citizen of Turkey is its historical heritage, it is noteworthy that some of the students wish to be citizens of
the developed Western countries. The students’ views were largely consistent with studies in the literature on
citizenship and state definitions and citizenship of other countries based on brain drain. However, unlike other
studies, this one emphasized researcher personality, which is one of the distinguishing characteristics of gifted
individuals, among the characteristics of citizens.



The article namely “A Comparison of Social Stories with and without Video Modeling in Teaching How
to Respond to Lures of Strangers to Children with Autism ” was authored by Metehan KUTLU and Onur KURT, is
the seventh research article of this issue. The purpose of this study was to compare the effectiveness and efficiency
of social stories with and without video modeling in teaching how to respond to lures of strangers to children with
autism. The study was conducted with four children aged 10-13 years diagnosed with autism. Target skills for the
students were how to avoid abduction by strangers and how to respond if a stranger knocked at the door. An
adapted alternating treatments design was used in the study. The findings of the study showed that both procedures
were equally effective on promoting acquisition for three of the four students with autism. The findings showed
that social stories alone was more effective than social stories with video modeling for one student. There was no
considerable difference between the two procedures in terms of efficiency. Social validity findings showed that
opinions of the participants and their mothers were positive overall. It was suggested that teachers, researchers,
practitioners, and families use only one of the teaching practices compared in this study, taking into account the
characteristics and preferences of their students in teaching the skills of protection from strangers. To generalize
the findings from this study, it was also be suggested that similar studies be conducted with different practitioners
and participants in various age groups.

The eighth and last research article in this issue with the title of “Being a Special Education Teacher in a
General Education School: Effect of Working Conditions on Work Alienation” was authored by Sinem
CANPOLAT and Meltem SUNKUR-CAKMAK. The purpose of this study was to find the effect of working
conditions of special education teachers, who work in general education schools, on the work alienation levels.
Phenomenology pattern, one of qualitative research methods, was used in the study. Study data were collected
through semi-structured interview technique and the data were analyzed through descriptive analysis technique.
20 special education teachers working in the city center of Diyarbakir during 2019-2020 academic year participated
in the study. The study group was determined through snowball and criterion sampling methods. When the study
findings were examined, it was found that the teachers have intensive amount of work alienation. It was claimed
that special education teachers were experiencing alienation in isolation level at most and senselessness level at
least. It was concluded that working conditions had effect on work alienation of special education teachers. It was
understood that special education teachers felt themselves unhappy, alone and isolated in the organizations they
worked, they were required to work in an environment, where no one understood them, they believed that they
would not receive the support they needed from their managers, they experienced a conflict of authority within the
class, and they had problems in following the rules of organization. Thus, it was found that they experience many
symptoms of work alienation. It was recommended to hire supporting staff to take over the responsibility of care
of students from these teachers and ensure that special education teachers work under the same conditions with
their colleagues.

I would like to kindly thank once again my colleagues for their vigorous efforts who are working with me
on the Editorial Board for our journal to be published timely and to increase quality. | would like to thank our dear
readers, authors, and reviewers for their support and contributions once again and | would like to kindly request
you to continue your support and contributions during the ongoing process. | wish to be with you again in the third
issue of the 24" volume which will be published in September 2023...

Prof. Hatice BAKKALOGLU
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Hale Cotuk>'! Selda Ozdemir'" 2

Oz

Girig: Zihin kurami, insanlar arasi iliskilerde uyumlu sosyal tepkilerin temelini olusturan sosyal biligsel bir
stirectir. Zihin kuramina sahip olmak diger insanlarin diisiince inang gibi biligsel siire¢leriyle birlikte duygularini
tanima ve anlamanin 6niinii agar. Zihin kuramimin duygulari anlamayla yakin iligkisi nedeniyle bu aragtirmada agir
gorme yetersizliginden etkilenmis, az goéren ve goren ¢ocuklarmn zihin kuramu siiregleri ile duygu ifadelerine
verdikleri tepkilerinin (mutlu ve iizglin) karsilastirilarak incelenmesi amaglanmistir. Arastirma kapsaminda
katilimer gocuklarin zihin kurami puanlart ile duygu ifadelerine gosterdikleri tepkiler arasindaki iligkilerin
incelenmesi hedeflenmistir.

Yontem: Arastirmaya yaslari 48 ile 72 ay arasinda olan, gérme yetersizligi haricinde ek bir yetersizlik ve
gelisimsel gecikme sergilemeyen 20 az goren (x = 58.45, ss = 1.74), 19 agir gérme yetersizliginden etkilenmis
cocuk (x = 60.36, ss = 1.84) ve 20 gdren ¢ocuk (¥ = 60.35, ss = 1.58) katilmistir. Arastirma kapsaminda ilk olarak
katilime1 ¢ocuklarin zihin kurami, birinci derece yanlis kani atfi becerileri, yer degistirme ve beklenmedik Icerik
gorevleriyle degerlendirilmistir. ikinci asamada katilimci ¢ocuklarin baskalarinin duygu ifadelerine verdikleri
tepkileri degerlendirmek amaciyla her bir ¢ocukla 20 dakika boyunca oyun oynamistir. Oyun siirecinde arastirmact
oyun kurgusu ile uyumlu, mutlu ve lizgiin duygu ifadelerini sergileyecegi sosyal durumlar olusturmus ve mutlu ve
tizgiin duygularini sergilemistir.

Bulgular: Arastirmanin sonuglari agir gérme yetersizliginden etkilenmis gocuklarin, az goren ve goren akranlarina
gore zihin Kurami puanlarimin diigiik oldugunu goéstermistir. Bununla birlikte agir gérme yetersizliginden
etkilenmis ve az goren ¢ocuklarin géren akranlarina oranla aragtirmacinin sergiledigi duygu ifadelerini daha fazla
gormezden gelme tepkileri sergiledikleri de belirlenmistir. Arastirmada agir gérme yetersizligi olan ¢ocuklarin ve
goren ¢ocuklarin zihin kurami puanlarinin farkli duygu ifade tepkileri ile iliskili oldugu saptanmustir.

Tartisma: Bu ¢alismadan elde edilen sonuglar 1s181nda agir gérme yetersizligi sergileyen ¢ocuklarin sosyal uyum
problemleri sergileyebilecegi tartisilmig, erken miidahale uygulamalari ve ileri arastirmalara yonelik onerilere yer
verilmigtir.

Anahtar sozciikler: Duygular, duygusal tepkiler, zihin kurami, agir gérme yetersizliginden etkilenmis ¢ocuklar, az
goren ¢ocuklar.

Anficin: Cotuk, H., & Ozdemir, S. (2023). Gérme yetersizligi olan ¢ocuklarda zihin kurami ve duygu tepkileri:
Goren ¢ocuklarla bir karsilastirma. Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi,
24(2), 199-214. https://doi.org/10.21565/0zelegitimdergisi.890063
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GORME YETERSIZLiGI OLAN COCUKLARDA ZiHIN KURAMI VE DUYGU TEPKILERI: 200
GOREN COCUKLARLA BiR KARSILASTIRMA

Giris

Zihin kurami, kiginin diger insanlarin kendisinden farkli zihinsel siireglere sahip olabilecegini anlama
kapasitesini iceren sosyal bilissel bir siire¢ olarak tanimlanmaktadir (Greenaway & Dale, 2017). insanlarin icinde
bulunduklari sosyal durumlar1 yorumlama ve uygun tepki vermelerinde Zihin kuramimin kritik 6l¢iide dnemli roli
oldugu kabul edilmektedir (Brambring & Asbrock, 2010; Green vd., 2004). Erken ¢ocukluk déneminde ortalama
4 yaglarinda gelistigi kabul edilen ve zihin kuramimin ilk basamaklarindan kabul edilen birinci derece yanlis kani
atfi ile cocuklar sahip olduklart bilginin baska bir kisi tarafindan farkli algilanabilecegini anlamaktadirlar
(Bjorklund vd., 2005). Alanyazinda birinci derece yanlig kan1 atfi degerlendirilmelerinde ilklerden olan ve artik
klasiklesmis Sally ve Ann gorevinde ¢ocuklara ana karakterin oynadig: bilyeyi bir kutuya birakip odadan disar
¢ikmasi, ikinci karakterin ise bilyeyi kutudan ¢ikarip baska bir yere koymasi durumunda ana karakter odaya geri
dondiigiinde bilyeyi nerede arayacagina iligkin sorularin soruldugu bir 6yki anlatilir (Baron-Cohen vd., 1985;
Wimmer & Perner, 1983). Bir diger birinci derece yanlis kan1 atfi gérevi olan Perner ve digerleri (1987) tarafindan
“Beklenmedik igerik” olarak isimlendirilen gorevde ise g¢ocuklara tanidik bir paketin i¢cinden beklenmeyen bir
nesnenin ¢ikmasi durumunda, paketin bagka bir kigiye gosterilmesi halinde, kisinin paketin i¢inde ne oldugunu
tahmin edecegine iliskin sorular sorulur. Alanyazinda 3 yas grubunda yer alan ¢ocuklarin yanlhs kani atfi, yer
degistirme ve beklenmedik igerik gorevlerinde kendilerine sorulan sorulari yanls yanitladiklari, ancak 4 yas
grubundaki ¢ocuklarin bu gorevlere yonelik dogru cevaplar verdikleri rapor edilmektedir (Bjorklund vd., 2005).

Zihin kuram1 ve bakis agis1 alma sayesinde sosyal etkilesim sirasinda gézlemcinin karsisindaki kisinin
duygulart ile kendisinin iliskisini anlamasina yardimer oldugu kabul edilmekte ve bdylece algilanan baglamla
uyumlu bir tepki sergilenebilecegi savunulmaktadir (Walle & Campos, 2012). Yeni dogan bebeklerin etkilesim
sirasinda insanlarin yiiz hareketlerini, ilgi ve uyarimlarina bagli olarak degisen duygu ve durumlarinin gostergesi
olarak giiliimseme, aglama, kaslarini ¢catma, dudaklari biikkme ve agik bir agizla karsi tarafa ilgi gosterme dahil
olmak iizere gok sayida karmasik yiiz ifadesi sergiledikleri rapor edilmistir (Trevarthen, 2012). Ilerleyen gelisim
doéneminde ise iki yasinda ¢ocuklarin insanlarin istedikleri seyleri elde ettiklerinde mutlu veya memnun, elde
edemediklerinde ise {lizgiin veya kizgin hissettiklerinin farkina vardiklari gosterilmistir (Thornton, 2002). Bu
acidan giinlik yasamlarinda cocuklarin zihinsel siireclerden bahsederken genellikle dilemek, sevmek gibi
kelimelerle istek terimlerini, mutlu ve tizgiin gibi kelimelerle de duygu terimlerini kullandiklar1 vurgulanmaktadir
(Wellman, 2014). Alanyazinda 3 ila 7 yas arasindaki géren ¢ocuklarin inang ve isteklerinin duygular iizerindeki
etkisini inceleyen bir arastirmada, ¢ocuklarin zihin Kuramini referans alarak veya en azindan zihin kuraminm iki
temel bileseni olan inang ve istekler ile duygular1 tahmin ettikleri ve agikladiklari belirlenmistir (Harris vd., 1989).
Zihin kuraminin bu iki temel bileseni ¢ocuklarda gelisimsel olarak, iki kiginin ayn1 nesne hakkinda farkli istekleri
olabileceginin, farkli inanglara sahip olabileceginin farkina varma, farkli inanglari anlama ve kisilerin
sergiledikleri duygu durumlarinin bu degiskenlere bagli olarak farklilagabileceginin farkina varma ve yanlis kam
atfi sirasiyla gelismektedir (Wellman & Liu, 2004).

Gorme yetersizliginden etkilenmis ¢ocuklarin kendilerinin ve diger insanlarin bakis agilari ile rollerini
ay1rt etmede gecikme sergiledikleri gosterilmistir (Hobson, 1990). Brambring ve Asbrock’a (2010) gore dogustan
gorme yetersizliginden etkilenmis ¢ocuklarin karsilikli bakis, ortak dikkat ve duygusal durumlar1 gézlemleme
becerilerindeki gorsel bilgi alma sinirliliklarinin farkli sosyal-bilissel becerilerin ediniminde gecikmelere neden
olabilecegi tartisilmakta ve gorme yetersizliginden etkilenmis ¢ocuklarin bagkalarmin zihinsel ve duygusal
durumlarimi dogru degerlendirmelerinin goren akranlarina oranla gecikebilecegi belirtilmektedir. Nitekim bazi
aragtirmacilar gorme yetersizliginden etkilenmis ¢ocuklarin zihin kurami erken onciillerinin gelisim siirecinde
gorsel ipuglarindan faydalanamadiklarini, bu nedenle zihin Kurami gelisimlerinde goren akranlariyla ayni
asamalardan gegtikleri, ancak 6nemli diizeyde gecikme sergiledikleri rapor edilmektedir (Glumbic vd., 2011). Bu
acidan gbérme yetersizliginden etkilenmis ¢ocuklarin 6 yas doneminde Zihin Kurami becerilerinin gelisiminde
onemli dlgiide gecikmelerin gézlendigi ve bu gecikmenin de 12 yasa kadar siirebilecegi gosterilmektedir (Peterson
vd., 2000). Gorme becerilerinin zihin kurami ile iligkisini inceleyen bir diger arastirmada da goérme
yetersizliginden etkilenmis ve goren gocuklarin yanhs kam atfi ile bakis agis1 almalar1 arasinda iliski oldugu ve
¢ocuklarin bakis agisi alma puanlan arttik¢a yanlis kani atfi puanlarinda da artis oldugu rapor edilmektedir
(Karakasoglu & Ozdemir, 2020).

Duygular, ¢ocuklarda yeni gelismeye baglayan zihin kuramu tizerinde giiglii bir baglamsal etkiye sahip
olmakla birlikte, hem olumlu hem de olumsuz duygularin ¢ocuklarin zihinsel durumlar1 anlamalarini gelisimsel
olarak destekledigi vurgulanmaktadir (Hughes & Leekam, 2004). Yiiz ifadelerinin sosyal ipucu degerine sahip
oldugu ve gesitli ipuglarinin etkilesimine bagh olarak duygu ifadelerinin algilandigi belirtilmektedir (Hess vd.,
2009). Arastirmacilar bebeklerin bir bucuk yasinda baska insanlarin isteklerini tahmin etmek amaciyla duygularmi
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degerlendirmeye basladiklarin1 gostermistir (Repacholi & Gopnik, 1997). Bebeklerin yaklasik 18 aylik
olduklarinda bagkalarinin kendilerinden farkli duygulari oldugunu anlamaya basladiklar1 vargulanmigtir (Wittmer
& Petersen, 2016). Wellman ve Woolley (1990) 2 yas doneminde ¢ocuklarin basit isteklerle baglantili eylemleri
ve tepkileri tahmin edebildiklerini gostermistir. 3 yas doneminde ise ¢ocuklarin basit oldugu siirece duygularin
nedenleri oldugunu anlamaya bagladiklari gosterilmistir (Hyson, 2004). Diger taraftan ¢ocuklarin Zihin kurami
stirecleri gelistikge bagkalarinin farkli zihinsel durumlarinin farkina vardiklari ve bagkalarmin zorda oldugu
durumlarda da onlara yardim etmeye ¢alistiklar1 rapor edilmigtir (Wittmer & Petersen, 2016).

Erken yillarda ¢ocuklarin gelisim siirecinde mutlu, tizgiin, kizgin, saskin, korkmus ve igrenmis duygular
gozlenmekte ve gocuklar bu duygular yetiskinlerin sergiledigi yiiz ifadeleri ile gostermektedirler (Aronson vd.,
2012). Okul 6ncesi donem g¢ocuklarinda gérme yetersizliginin duygu ifade tepkilerinde etki olusturdugu, 6zellikle
agir gérme yetersizliginden etkilenmis ¢ocuklarin bir akrani tarafindan sergilenen duygu ifadelerini daha fazla
gormezden geldikleri ve tepkisiz kaldiklar1 gosterilmektedir (Cotuk & Ozdemir, 2021). Karakasoglu ve Ozdemir'in
(2021) ¢alismasi ise okul dncesi donemde olan agir gorme yetersizligi olan ¢ocuklarin zihin kurami siireglerinin
oyunda kendisini bagkasinin yerine koyarak oyun karakterinin roliinii sergilemeyi gerektiren sembolik oyun ile
iligkili oldugunu ve ¢ocuklarin karsilagtirma gruplarindan anlamli diizeyde diigiik puan aldiklarini géstermistir. Bu
bulgularla tutarli olarak, Roch-Levecq (2006) bir ¢calismasinda 4-12 yas araliginda olan gérme yetersizliginden
etkilenmis ¢ocuklarin géren ¢ocuklara oranla yanlis kani atfi gérevlerinde daha diisiik puan aldiklarini ve duygu
yliz ifadelerini daha simirli sergilediklerini, daha biiyiik yas gruplarinda ise gorme yetersizliginden etkilenmis ve
goren ¢ocuklarin benzer performans sergilediklerini gostermistir. Alanyazinda bu bulgularin aksine bir grup
aragtirmaci ise gorme girdisinin olumsuz duygular ifade edici kontrolii lizerindeki etkilerini inceleyen bir
aragtirma yaparak, gorme girdisinin olumsuz duygularin ifade edici kontroliinii etkilemedigini ve bu ¢ocuklarin
hayal kiriklig1 yagamalarina ragmen goéren ¢ocuklar kadar olumlu yiiz ifadesi sergilediklerini (giiliimseme) rapor
etmislerdir (Cole vd.,1989). Ote yandan bir arastirmada gérme yetersizliginden etkilenmis yetiskinlerin (19-67
yag) zihin kurami ve dil yeterliliklerine sahip olmalarina ragmen bagkalarinin niyetleri, duygular1 ve inanglarini
goren yetiskinlerden farkl sekilde algiladiklarin1 gdstermistir (Sak-Wernicka, 2016). Arastirmaci birinci ve ikinci
derece yanlis kani atfin1 gecen goérme yetersizligi olan yetigkinlerin iletisim sirasinda bagkalarinin zihinsel
durumlar1 hakkinda gérme yetersizlikleri nedeniyle sinirli bilgi edindikleri ve bunun sonucu olarak da zihinsel
durumlart fark etmede goren yetiskinlerden farklilastiklarini gdstermistir.

Zihin kuraminin ¢ocuklarda sosyal durumlari ve insan duygularini anlamanin temelini olusturdugu farkli
pek ¢ok arastirmaci tarafindan tartisilmaktadir (Anghel, 2012; Karakasoglu & Ozdemir, 2021). Bununla birlikte
aragtirmacilar, zihin kurami ve duygular1 anlama gelisiminin gocuklarin ileri sosyal bilissel gelisimlerine katki
saglayacagini rapor etmektedirler (Eggum vd., 2011). Duygularin, yeni gelismeye baslayan zihin kuramu {izerinde
gliclii bir baglamsal etkiye sahip oldugu ve hem olumlu hem de olumsuz duygulari zihinsel durumlarla birlikte
anlamalarmi da gelisimsel olarak destekleyebildigi vurgulanmaktadir (Hughes & Leekam, 2004). Duygularin
algilanmasinda yiiz ifadelerinin en 6nemli sdzsiiz iletisim ipuglarindan oldugu (Aronson vd., 2012) ve bebeklerin
insan ylizlerini algilama, annenin yiizii ile yabanci insanlarin yiizlerini ayirt etme ve yiiz ifadeleri ile duygular
tanimanin zihin kurami algisal bilesenlerinin gelisimi agisindan 6nemli oldugu belirtilmektedir (Korkmaz, 2011).
Alanyazinda bazi arastirmacilar gorme yetersizliginden etkilenmis ¢ocuklarin zihin Kurami siireglerinde goren
akranlarina oranla gecikme sergilediklerini rapor ederlerken (Brambring & Asbrock, 2010; Green vd., 2004;
Minter vd., 1998; Peterson vd., 2000), baz1 arastirmacilar gorme yetersizliginden etkilenmis ¢ocuklarda zihin
kuramu siireglerinin géren akranlariyla benzer oldugunu gostermistir (Anghel, 2012; Bartoli vd., 2019; Isitan &
Ozdemir, 2019; Pijnacker vd., 2012). Diger yandan bazi arastirmacilar gdrme yetersizliginden etkilenmis
¢ocuklarin duygulari anlama ve yiiz ifadelerini okuma (Lang vd., 2017; Wolffe, 2000) ve duygu ifade tepkilerinde
siirhliklar sergilediklerini (Cotuk & Ozdemir, 2021) gdstermistir. Bazi arastirmacilar ise bu ¢ocuklarin yiiz
ifadelerinin (Galati vd., 2003) ve olumsuz duygulari ifade edici kontrollerinin géren akranlariyla benzer oldugunu
gostermistir (Cole vd.,1989). Ayrica alanyazinda erken dénemde gorme yetersizliginden etkilenmis g¢ocuklarin
goren cocuklardan farklilastigim ve etkilesimsel karsihklilikta (Irtis & Ozdemir, 2019), sosyal etkilesim
becerilerinde simirliliklar (Cotuk & Ozdemir, 2022) sergilediklerini rapor eden caligmalarin yani sira ilerleyen
gelisimsel donemlerde de gocuklarin sosyal becerilerdeki siirliliginin devam ettigini (Demir & Ozdemir, 2016;
Ozkubat & Ozdemir, 2012) gosteren caligmalar da mevcuttur. Alan yazinda gérme yetersizligi olan gocuklarin
zihin kurami ve duygu tepkileri iligkilerini karsilagtirmali olarak igeren smirl sayida arastirmada farklilagan
bulgular rapor edilmesine karsin, katilimer gruplarin dil-bilissel gelisim puanlarinin eslenmemesi ve gérme
yetersizligi olan ¢cocuklarin agir gorme yetersizligi veya az goren olma diizeylerinin agik olarak ayristirilmamasi,
rapor edilen bulgularin goérme yetersizligi ile iliskisinin derinlemesine anlasilmasini olumsuz ydnde
etkilemektedir. Bu c¢ercevede gorme yetersizliginden etkilenmis cocuklarin zihin kurami sosyal bilissel
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stireglerinde gecikme sergileyip sergilemediklerini ve duygu ifade tepkilerinin gdren akranlariyla farklilasip
farklilagsmadigini incelemek Onem kazanmaktadir. Ayrica cocuklarin gorme diizeylerinin zihin kurami
stireclerinin, duygu ifadelerine gosterdikleri tepkilerin gelisimde risk faktorii olup olmadiginin anlasilmasi sosyal
duygusal uyumda risk sergileyen cocuklara erken gelisimsel desteklerin sunulmasi agisindan 6nemli kabul
edilmektedir. Sosyal uyum siireclerinde baglamla uyumlu tepkiler iiretmenin gelisimsel onemi goz Oniine
alindiginda, bu arastirmada ilk olarak agir gérme yetersizliginden etkilenmis, az goren ve géren ¢ocuklarin zihin
kurami birinci derece yanlis kani atfi siiregleri karsilastirilarak incelenecektir. Arastirmanin ikinci amaci
kapsaminda katilimc1 ¢ocuklarin bir yetiskin tarafindan sergilenen mutlu ve iizgiin duygu ifadelerine verdikleri
tepkiler karsilagtirilacaktir. Son olarak arastirmanin {igiincli amaci kapsaminda ise katilimci gocuklarin gérme
diizeylerine bagli olarak zihin kurami becerileri ile duygu ifadelerine gosterdikleri tepkileri arasindaki iligkiler
incelenecektir.

Yontem
Arastirma Modeli

Aragtirmada katilimci1 ¢ocuklardan zihin kurami, yanhis kani atfi tepkileri ve duygu ifade tepkileri
Olciimlenmigtir. Bu ¢aligmada, iki veya daha fazla degisken arasindaki iligkilerin olasiliginin incelemesinde
kullanilan iligkisel tarama modeli (Fraenkel & Wallen, 2009) uygulanmuistir.

Katihmcilar

Bu arastirmada, 20 az goren, 19 agir gérme yetersizliginden etkilenmis ve 20 goren g¢ocuk yer almistir.
Arastirmanin katilimeilar1 belirlemek amaciyla amagli 6rnekleme yontemlerinden Olgiit ornekleme teknigi
uygulanmistir. Amagli 6rnekleme yontemi katilimcilar belirlenen 6zelliklere uygun olarak ¢alismaya dahil etmek
amaciyla kullanilmaktadir (Johnson & Christensen, 2016). Aragtirmanin katilimcilarini Ankara ilinde ikamet eden,
Milli Egitim Bakanlhigi’na bagh 6zel 6zel egitim kurumlart ile 6zel anaokullarinda egitimlerine devam eden
cocuklar olusturmustur. Arastirmada ilk olarak Gazi Universitesi Etik Kurulu’na yazili olarak basvuru yapilmugtir.
Gazi Universitesi Etik Komisyonu kurulunun 23.07.2020 tarihli E.17586 sayili onay yazisi alinmistir. Okul
yonetimleri ve aileler ¢aligma hakkinda bilgilendirilmistir. Caligmanin katilimeilarint belirleyebilmek amaciyla
ogretmen goriismelerine ve aile goriigmelerine yer verilmistir. Ogretmenlerle yapilan goriismeler sirasinda bir
yetiskinle en az 10 dakika siiresince oyunu siirdiirebilen aday katilimeilar belirlenmistir. Caligma hakkinda ayrmntili
bilgi verilen ve goniillii katilim saglamak isteyen ailelerden aragtirmaya katilim onam formlar1 alinmistir. Aday
goniillii az goren ve agir gorme yetersizliginden etkilenmis ¢ocuklarmm resmi tani bilgileri incelenmistir.
Alanyazinda sinirli gérme becerisine sahip olan, destekleyici lenslerle dahi gorsel gorevleri yerine getirmekte
glicliik ¢eken ancak telafi edici gorsel stratejiler, az gérme cihazlari ve ¢evresel degisikliklerle gorme becerisini
gelistirebilen kisiler az goren bireyler olarak tanimlanmaktadir (Corn & Lusk, 2010). K&r terimi ise (agir gérme
yetersizligi) tipik olarak kullanilabilir gérmesi olmayan (1s1k algisi olmayan) kisileri tanimlamak igin
kullanilmaktadir (Dickerson vd., 1997). Arastirmada katilimcilar gérme diizeyleriyle ilintili olarak agir gérme
yetersizligi veya az goren ¢ocuklar gruplarina dahil edilmistir. Aday katilimer gorme yetersizliginden etkilenmis
¢ocuklarin gorme diizeylerine bagli olarak zihin kurami ve duygusal ifade tepkilerinde farklilagma olup olmadigini
inceleyebilmek amaciyla katilimcilarin herhangi bir ek yetersizlik veya gelisimsel gecikme sergilememeleri
kosullar1 aranmigtir. Ailelerle yapilan goriismeler sirasinda Ankara Gelisim Tarama Envanteri (AGTE; Savasir
vd., 1994) uygulanarak aday katilimcilarin dil-biligsel gelisim seviyeleri degerlendirilmistir. Bu dogrultuda aday
katilimc1 ¢ocuklarm dil-bilissel alanda gelisim denkligi saglanarak gelisimsel seviyeleri kronolojik yas diizeyinde
olan ¢ocuklar belirlenmistir.

Bu arastirmanin katilimeilarii agir gérme yetersizliginden etkilenmis (n = 12 kiz, 7 erkek), az goren (n
=11 kiz, 9 erkek) ve goren (n = 10 kiz, 10 erkek) ¢ocuklar olugturmustur. Arastirmanin az géren katilimeilari 11k
algis1 olan, destekleyici cihazlar (gozliik gibi) ve ¢evresel uyarlamalarla gérme algisini islevsel olarak kullanabilen
¢ocuklardir. Agir gérme yetersizliginden etkilenmis katilimcilar ise 151k algisi olmayan, dokunsal iletisim araglari
ile 6grenen cocuklardir. Katilimc1 gruplar yas araliklar1 48 ile 72 ay arasinda olan agir gérme yetersizliginden
etkilenmis (yas [ay]: ¥ = 60.36, ss = 1.84, Xmin - Xmax: 49-73), az goren (yas [ay]: X = 58.45, ss = 1.74, Xmin- Xmax =
48-71) ve goren gocuklardir (yas [ay]: X = 60.35, SS: 1.58, Xmin - Xmax = 51-75).

Veri Toplama Araclan

Aragtirmada, katilimer ¢ocuklarin gelisimsel seviyeleri AGTE (Savasir vd., 1994) kullanilarak
belirlenmistir. AGTE, 0 ile 6 yas araliginda olan ¢ocuklarin ailelerinden bilgi alinarak dil-biligsel, ince motor, kaba
motor ve sosyal beceri-6zbakim alanlarinda gelisimlerini degerlendirmek amaciyla kullanilmaktadir. AGTE
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toplam 154 maddeden olugmakta ve aileler tarafindan sorulara evet-hayir-bilmiyorum cevap segenekleriyle yanit
verilmektedir. AGTE’nin i¢ gecerlik analizleri 0-1, 1-3.5, 3.5-6 yas gruplarinda Cronbach Alpha katsayilari
hesaplandiginda i¢ tutarliligin oldukga yiiksek oldugu goriilmiistiir. AGTE test tekrar test uygulamalarinda i¢
tutarlili§in yas gruplarina gore .99, .98 ve .88 oldugu rapor edilmistir (Savagir vd., 1994).

Katilime1 ¢ocuklarin zihin kurami yeterliliklerini belirlemeye yonelik birinci derece yanlis kani atfi
puanlarini degerlendirmek amactyla zihin kurami gérev setleri hazirlanmigstir. Arastirmada beklenmedik igerik ve
yer degistirme gorevlerine yer verilmistir. Gorev setleri yer degistirme gorevinde Wimmer ve Perner (1983)
tarafindan gelistirilen Sally ve Ann testi ile beklenmedik igerik gorevleri Perner ve digerleri (1987) tarafindan
gelistirilen testlerin gérme yetersizliginden etkilenmis ¢ocuklar a¢isindan yagant1 6rneklerine dayanan ve dokunsal
olarak inceleyebilecekleri materyalleri igerecek sekilde diizenlenmistir. Ornegin; yer degistirme gorevi kutular
testinde biri kumas kapli digeri ise kege kapli iki farkli dokuda kutu kullanilmistir.

Calismanin ikinci boyutunda yer alan katilimei gocuklarin bir yetigkin tarafindan sergilenen mutlu ve
iizgiin duygu ifadelerine verdikleri tepkileri incelemek amaciyla arastirmacilar tarafindan gelistirilen duygu ifade
tepkileri gézlem protokolii kullanilmigtir. Arastirmada, Ahn (2003) ve Demorat’in (1998) gelistirdikleri gdzlem
kategorileri uyarlanarak yedi farkli davranis kategorisinden olusan bir gdzlem protokoliine yer verilmistir. Ahn
(2003) tarafindan kullanilan gérmezden gelme, fiziksel yakinlik, uyumlu tepki, fiziksel heyecan kategorileri
uyarlanarak kullanilmistir. Arastirmanim uyumlu tepki kategorisi icerisinde yer alan kaslari kaldirma, gozleri
kisma, yanaklar1 sigirme gibi yiiz ifadeleri ise Demorat’in (1998) calismasindan uyarlanmistir. Arastirmanin
uyumsuz tepki, dikkati dagitma, tepki vermeden dikkati yoneltme kategorileri ise arastirmacilar tarafindan
gelistirilmistir.

Zihin Kuranu

Aragtirmada katilimeilarin zihin kurami, birinci derece yanlhs kan atfi yeterliliklerini degerlendirebilmek
amactyla iki gorev setine, yer degistirme gorevleri ve beklenmedik Igerik gorevlerine yer verilmistir. Her gorev
kategorisi altinda 2 farkli uygulama, toplamda ise 4 uygulamayla gerceklestirilmistir.

Birinci Derece Yanhs Kani Atfi.
1) Yer Degistirme Gorevleri.

Kutular Testi. Aragtirmanin Kutular Testi gorev setinde uygulamaci tarafindan ¢ocuklara oyuncak kiz ve
erkek bebek, kumas ve kege kapli kutu ile oyuncak top kullanilarak bir hikaye anlatilmistir. Hikayenin ardindan
¢ocuklara 2 hafiza sorusu ile 1 kontrol sorusu olmak iizere toplam 3 soru yoneltilmistir. Uygulamact katilime1
¢ocuklara: “Bu Ayse bebek, bu Ali bebek, bu da Ayse bebegin topu. Ayse bebek topu ile oyun oynuyormus. Bir
glin yine topu ile oynarken annesi mutfaktan ¢agirmis. Ayse bebek topunu kumas kapli kutuya (gérme
yetersizliginden etkilenmis ¢ocuklar i¢in farkli dokunsallikta kutular) koymus ve annesinin yanina gitmis. Ali
bebek beklerken cani sikilmis. Ayse bebegin topunu alip oynamis. Ali bebek topu kece kapli kutuya atmis.
Uygulamaci ¢ocuga uygulamanin ardindan su sorulart yoneltir: 1. Ayse Bebek mutfaga gitmeden 6nce topunu
hangi kutuya koydu? 2. Simdi top hangi kutuda? S6yle/Goster. 3. Ayse Bebek mutfaktan geldiginde topunu hangi
kutuda arayacak? Soyle/Goster.

Para Testi. Uygulamaci tarafindan para testine yonelik ¢ocuklara oyuncak bebek ve araba, kutu ile demir
para kullanilarak bir hikdye anlatilmistir. Teste yonelik 2 hafiza sorusu ile 1 kontrol sorusu olmak iizere toplam 3
soruya yer verilmistir. Uygulamact ¢ocuklara “Bu Ayse Bebek. Bu da Ayse Bebegin arabasi. Ayse bebek
arabastyla oynuyormus. Bir giin evde arabastyla oynarken arkadasi bahgeye cagirmis. Ayse bebek arabasini kutuya
koymus, kapagini kapatmig. Ayse bebek bahgeye arkadasmin yanina gitmis. Uygulamaci ¢ocuga; “Ayse bebege
bir saka yapalim m1? Simdi arabay1 kutudan al, ¢gantanin igine koy. Cantayi1 kapat. Bu paray1 al ve kutunun igine
koy.” der. Ardindan uygulamaci ¢ocuga su sorulart yoneltir: 1. Ayse bebek bahgeye ¢ikmadan 6nce arabasini
nereye koymustu? Soyle/Goster. 2. Simdi araba nerede? Soyle/Goster. 3. Ayse bebek eve geldiginde arabasini
nerede arayacak? Soyle/Goster.

2) Beklenmedik Icerik Gorevieri.

Lolipop Testi. Calismada ¢ocuklara lolipop seker ve sekerin sapina yerlestirilmis bir oyuncak pinpon topu
verilmistir. Bu teste yonelik olarak ¢ocuklara 2 hafiza ve 1 kontrol sorusu olmak iizere toplam 3 soru sorulmustur.
Uygulamaci lolipop paketi igerisine sarilmis topu, gérme yetersizliginden etkilenmis ¢ocuklarin eline vererek
dokunsal olarak incelemelerine sunmustur. Uygulamaci “Bunun ne oldugunu diisiiniiyorsun? / Sence bu ne?”
Seklinde sorular sorarak ¢ocuklarmn yanitlarini almistir. Paketi ¢ocuklara verip “Icinde ne var beraber bakalim.”
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diyerek agmalarini istemistir. Gorme yetersizliginden etkilenmis ¢ocuklarin tadina bakabilecekleri ifade edilmistir.
Daha sonra uygulamaci ¢ocuklara “I¢inde ne varmis?” diye sorarak cevaplarini almistir. Cocuga, “Simdi ben bunu
tekrar paketine koyup annene gostersem, annen i¢ine ne oldugunu sanir?” sorusunu yoneltmistir. Bu dogrultuda
lolipop testinde sirasiyla su sorular sorulmustur: 1. Bunun ne oldugunu diisiiniiyorsun/ Sence bu ne? 2. Gergekte
icinde ne varmis? 3. Simdi ben bunu tekrar paketine koyup annene gostersem, annen i¢inde ne oldugunu sanir?

Sakiz Testi. Degerlendirmede son olarak sakiz testine yer verilmistir. Uygulamaci tarafindan ¢ocuklara
icerisine fasulye konulmus bir sakiz kutusu verilmistir. Cocuklara 2 hafiza ve 1 kontrol sorusu olmak tizere 3 soru
sorulmustur. Uygulamaci i¢erisine fasulye konulmus sakiz kutusunu, gérme yetersizliginden etkilenmis ¢ocuklarin
eline vererek dokunsal olarak paketi incelemelerine sunmustur. Uygulamaci ¢ocuklara “Bunun ne oldugunu
diisiiniiyorsun?/Sence bu ne?” Seklinde soru sorarak cevaplarmi almigtir. Paketi ¢ocuklara verip i¢inde ne
olduguna beraber bakalim diyerek paketi agmalari istenmigtir. Daha sonra uygulamaci ¢ocuklara “Gergekte i¢inde
ne varmig?” sorusunu sorarak yanitlarini almistir. Uygulamaci son olarak g¢ocuklara, “Simdi ben bunu
annene/arkadaslarina gostersem icinde ne oldugunu sanir?” sorusunu yoneltmigtir. Degerlendirme sirasinda
cocuklara sirasiyla su sorular yoneltilmistir: 1. Bunun ne oldugunu diislintiyorsun?/Sence bu ne? 2. Gergekte i¢inde
ne varmis? 3. Annen/arkadaglarin bunun ne oldugunu sanir?

Duygu ifade Tepkileri Gorevleri. Calismada katilimer ¢ocuklarin arastirmac tarafindan sergilenen
duygu ifade tepkilerini gézlemlemek amaciyla oyun igerisinde sunulan iki farkli duygu durumu senaryosu
gelistirilmistir; {izglin ve mutlu. Duygu ifade baglamlarmin olusturulmasinda ¢ocuklarin giinliik yagamlarinda
siklikla deneyimleyebildikleri 6rneklere yer verilmistir. Boylelikle cocugun duygu ifadesinin sergilendigi baglam
anlamaya ¢alisma gibi biligsel bir yiikiin olugturulmamasi hedeflenmistir.

Uzgiin: Uzgiin duygu ifadesi senaryosunda; uygulamaci ve katilimec1 ¢ocuk piknige giden iki arkadas
oyununu oynarlar ve arabalarin siirerek piknik yerine giderler. Piknikte uygulamaci ve ¢ocuk ¢esitli yemekler
yapma, ardindan yemegi yeme gibi oyunu ¢esitlendirerek siirdiirdiikten sonra, kendi arabalariyla evlerine donerler.
Bu sirada oyuncak arabanin tekerini hizlica ¢ikaran uygulamaci arabasinin kirildigini sdyleyerek iizgiin duygu
ifadesini sergiler. Uzgiin duygu ifadesini sergilerken kaslar1 kaldirma, gozlerini kisma, yanaklarini sisirme, dudak
cizgilerini asag1 dogru indirme, sesini inceltip, kisik, yavas bir sekilde konusma (Orn. Aaa, arabam kirildi, ok
iizgiiniim vb.) ifadelerini sergiler.

Mutlu: Mutlu duygu ifadesi senaryosunda; uygulamaci kiiplerle kule oyunu oynar, 6nce kiipler ¢cocukla
yan yana dizilir ardindan uygulamaci uzun bir kule yaparak mutlu duygu ifadesini sergiler. Mutlu duygu ifadesi
sergilerken arastirmaci sesli bir bigimde giilme, yanaklar1 gozleri biiyiik, yuvarlak, parlak bir sekilde agma, dudak
cizgilerini yukari kaldirma, ellerini ¢irpma ve sesli bir sekilde mutlulugunu géstermeyi (Orn. Yagasin gok biiyiik
bir kule yaptim, ¢ok mutluyum vb.) yiiz ifadeleri, jestler ve sozel ifadelerle sergiler.

Veri Toplama Siireci

Arastirmada ilk olarak okul yonetimi ve ailelerle birebir goriigmeler saglanmigtir. Caligmaya gonillii
olarak katilim saglamak isteyen aileler ve ¢ocuklari ile yliz ylize goriismeler gergeklestirilerek AGTE uygulama
sonuglarina dayali olarak katilimer ¢ocuklar arastirma gruplarina dahil edilmistir. Arastirma, her cocugun devam
ettigi egitim kurumunda yer alan serbest oyun koselerinde gerceklestirilmistir. Serbest oyun kosesinin
kullanilamadig1 kurumlarda uygulamaci tarafindan hali ile kapli, aydinlik, oyun kosesine benzer ortamlar tercih
edilmistir. Bu arastirmanin deneysel veri toplama siireci iki alt asamadan olusmustur. Birinci asamada katilime1
cocuklarm zihin kuramu siirecleri, beklenmedik icerik ve yer degistirme gorevleri ile test edilmistir. Tkinci asamada
ise temel duygu durumlarindan mutlu ve iizgiin duygu durum baglamlarinda birinci arastirmact tarafindan
sergilenen duygu ifadelerine yonelik katilimci ¢ocuklarin verdikleri tepkiler kaydedilmis ve kodlanmustir.
Arastirmanin tiim veri toplama siirecinde her gocukla bireysel olarak ¢alisilmis ve ¢ocuklarin zihin kurami ve
duygu ifade tepkileri kamera ile kayit altina alinmistir.

Zihin Kurami, Birinci Derece Yanhs Kani Atfi Gorev Uygulamast

Arastirmada c¢ocuklarin birinci derece yanlis kami atfi puanlari, yer degistirme ve beklenmedik igerik
gorevleri ile test edilmistir. Bu dogrultuda yer degistirme gorevi kutular ve para testi, beklenmedik igerik gérevi
ise lolipop ve sakiz testleri ile gerceklestirilmistir. Arastirmada zihin kuramu testleri sira etkisini kontrol etmek
amaciyla segkisiz bir sirayla uygulanmistir. Degerlendirmeler sirasinda her bir test baglamadan 6nce 2-3 dakika
ara verilerek ¢ocuklarla sohbet edilmistir. Calismada gorme yetersizliginden etkilenmis c¢ocuklarin gérme
smirhliklarindan dolay1 degerlendirmeye baslamadan once ¢ocuklarin oyuncaklara dokunularak incelemelerine
firsat verilmistir. Boylelikle uygulama sirasinda materyali incelerken uygulanan gorevin akis sirasini takip etme
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giicliigli yasamalarini engellenmek hedeflenmistir. Son olarak uygulamaci gorev Oykiilerini anlatip uygularken
kullanilan materyalleri gorev akiginda yer alan sirastyla ¢ocuga dokunsal olarak sunmustur.

Duygu ifade Tepkileri Gorev Uygulamast

Aragtirmanin ikinci asamasinda katilimei ¢ocuklarin bir yetiskin tarafindan sergilenen duygu ifadelerine
yonelik verdikleri tepkiler kaydedilmistir. Arastirmada uygulamaci ¢ocuklarla oyun baglaminda iki farkli duygu
durumu senaryosu uygulamistir. Senaryolar uygulamacinin mutlu ve iizgiin duygu durumlarini yogun olarak
sergiledigi sosyal durumlardir. Her senaryo 8 ile 10 dakikalik oyun baglammin sonunda uygulanmistir. Duygu
durumlart her ¢ocukta bir 6nceki uygulamadan farkli bir sirada uygulanmistir. Oyun siirecinde uygulamaci gocukla
oyun kurgusu i¢inde mutlu ve iizgiin duygu ifadelerini jest ve mimikler kullanarak ve sdzel ifadelerle betimleyerek
yansitmistir. Uygulamada iizglin ve mutlu duygu durumu senaryolar arasinda 3-5 dk. ara verilmis, ara sirasinda
¢ocukla sohbet edilmistir. Cocuklarin yetiskinin sergiledigi duygu ifadesine verdikleri tepkiler kamera ile kayit
altina alinmistir. Uygulama toplamda 20-25 dk. siirmiistiir.

Verilerin Kodlanmasi
Zihin Kuramu, Birinci Derece Yanlis Kani Atfi

Arastirmada katilimer ¢gocuklarmn zihin kurami yeterlilikleri birinci derece yanlis kani atfi, iki farklh gorev
setinde toplam 4 uygulamada puanlanmistir. Katilimci gocuklarin aldiklar1 puanlari belirlemek amaciyla; a) gorev
setlerindeki basarili olma durumlari, b) toplam dogru cevaplar1 hesaplanmistir. Calismada her bir goreve iliskin 2
hafiza sorusu ile 1 kontrol sorusu sorulmustur. Bu kapsamda ¢ocuklara toplam 12 soru yoneltilmistir. Cocuklarin
verdikleri cevaplari isaretlemek amaciyla gorevlerin ve tepkilerin yer aldigt bir gézlem formu olusturulmustur.
Cocuklarin her bir gorev setine ait tepkileri izlenerek dogru ve yanlis yanitlari isaretlenmistir. Bu dogrultuda birinci
asamada ¢ocuklarin yanitlar1 hesaplanarak toplam dogru ve yanlis tepki sayilar1 belirlenmistir (Ornegin; Katilimei
A: 12 soru/10 dogru cevap-2 yanlis cevap). Ardindan ikinci agamada ¢ocuklarin gorev setlerindeki basarili olma
durumlart hesaplanmistir. Bu amagla her bir gorev setinde yer alan 2 hafiza ve 1 kontrol sorusuna verilen dogru
yanitlar incelenmistir. Arastirmada goérev setinde basarili olma 6l¢iitii géreve ait 3 soruya dogru yanit verilmesi
olarak belirlenmistir (Ornegin; Katilime1 A: 1. Gorev kutular testi: 1. Hafiza sorusu: Dogru, 2. Hafiza sorusu:
Dogru, 3. Kontrol sorusu: Yanlis = Bagarisiz). Son olarak ¢ocuklarin bagarili olduklar1 toplam gorev sayisi tespit
edilmistir (Ornegin; Katilimei A: 4 gorev seti/3 gorev basarihi-1 gérev basarisiz).

Duygu ifade Tepkileri.

Aragtirmada katilimci ¢ocuklarin bir yetiskin tarafindan sergilenen mutlu ve {izglin duygu ifadelerine
yonelik verdikleri tepkiler 7 davranis kategorisinde kodlanmistir. Gozlem kategorileri:

a) Gormezden gelme: Yetigkinin sergiledigi duyguya, c¢ocugun herhangi bir tepki vermemesi,
ilgilenmemesi, kendi oyun aktivitesine higbir sey olmamis gibi devam etmesi davraniglaridir.

b) Fiziksel yakinlik: Cocugun yetiskine sarilmasi, koluna veya viicuduna dokunmasi, ona dogru bakiglarini
gevirerek yanina dogru gelmesi davraniglaridir.

c) Uyumlu tepki: Cocugun, yetiskinin sergiledigi duygu ifadesine karsilik olarak ayni veya benzer duygu
ifadesini sergilemesi davraniglaridir. Sergilenen iizgiin duygu ifadesine karsilik ¢ocugun kaglarini
kaldirmasi, gozlerini kismasi, yanaklarimi sisirmesi, dudak cizgilerini asagi dogru indirmesi, sesini
inceltip ve kisik ve yavas bir sekilde konusmasi davraniglart kodlanmigtir. Mutlu duygu ifadesine ¢ocugun
gozlerini biiyiik, yuvarlak, parlak bir sekilde agmasi, dudaklarini acarak veya kapali bir sekilde
giilimsemesi, dudak ¢izgilerini yukar1 kaldirmasi ve yiiksek ses tonuyla cevap vermesi davraniglari
kodlanmugtir.

d) Dikkati dagitma: Cocugun yetiskinin dikkatini baska bir etkinlige veya oyuna ¢ekme davranislaridir. (Or.
Uygulamaci “Arabam kirildi.” dediginde ¢ocugun uygulamaciya “Haydi bebege yemek yapalim.” demesi
vb.)

e) Tepki vermeden dikkatini yoneltme: Cocugun sergilenen duygu durumu karsisinda duraksamast, hig tepki
vermeden ¢evresini dinlemesi, dikkat kesilmesidir.

f) Uyumsuz tepki: Cocuklarin yetiskine verdigi tepkiye uyumsuz tepki vermesi, yetiskin tizgiinken
giilimseme, mutluyken dudaklarini biizmesi davranislaridir.
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g) Fiziksel heyecan tepkisi: Cocuklarin yetigkinin mutlu durumuna uygun alkiglama, hareketlenme, ziplama,
omuzlarini oynatma; lizgiin durumuna iligkin kollarini hizlica asag1 indirme, basini egme davranislaridir.
Bu kategoride ¢ocuk yetiskin ile dokunsal bir temas kurmadan tepkiler vermekte ve bu anlamda fiziksel
yakinlik kategorisinden farklilasmaktadir.

Aragtirmada ¢ocuklarin mutlu ve iizgiin duygu ifadelerine iligskin tepkileri uygulamacinin duygu ifadeleri
sirasinda hedef ¢ocugun kaydi alinan tepkilerinin gozlenmesi ve ilgili kategoriye islenmesi araciligryla
kodlanmistir. Yaklasik 40 saniye devam eden tepki siiresinin kodlanmasi agamasinda kism1 zaman arilig1 kaydi,
biitiinciil kayit teknigi kullanilmistir.

Gozlemciler Arasi Giivenirlik

Aragtirmanin gozlemciler aras1 giivenirlik verileri gocuklarin zihin kurami, birinci derece yanlig kan atfi
puanlar1 ve duygu ifade tepkileri kodlanarak hesaplanmistir. Arastirmaya katilan ¢ocuklardan zihin kurami gérev
setlerine verdikleri tepkileri iceren toplam 59 video kaydi ve duygu ifadelerine verdikleri tepkilerini igeren toplam
59 video kaydi alinmistir. Arastirmada segkisiz atama yoluyla belirlenen kayitlarin %30’unda goézlemciler arasi
giivenirlik verileri hesaplanmistir. Cocuklarin zihin kurami yeterliliklerine iligkin 18 video, duygu ifade tepkilerine
iligskin 18 video kaydi tizerinde kodlamalar yapilmistir.

Gozlem verileri gérme engellilerin egitimi alaninda yiiksek lisansini tamamlamis bir uzman tarafindan
kodlanarak elde edilmistir. Kodlamalarin 6ncesinde ikinci gézlemciye zihin kurami becerileri ve duygu ifade
tepkileri kodlama protokolleriyle iliskili gerekli egitimler verilmistir. Kodlamalara iligkin goriis birligi
saglanmigtir. Arastirmada hesaplamalar i¢in [Gorig Birligi / (Goriis Birligi + Gortis Ayrihigr) x 100] formiilii
kullamlmistir (Kazdin, 1982). Arastirmada, bu formiile gore gozlemciler arasi giivenirlik zihin kurami
puanlamalarinda %94.44 duygu ifade tepkileri kodlamalarinda %88.88 olarak belirlenmistir.

Uygulama Giivenirligi

Aragtirmada zihin kuramu, birinci derece yanlis kan1 atfi goérevleri ve duygu ifade tepkileri senaryolarinin
birinci arastirmaci tarafindan gerceklestirilen uygulama video kayitlariin %30’u seckisiz atama yoluyla
belirlenmigtir. Goérme engellilerin egitimi alaninda yiiksek lisansini tamamlamis bir uzman ile uygulama
giivenirligi kodlanmigtir. Hesaplamalar [Gozlenen Uygulamaci Davranist / Planlanan Uygulamaci Davranigt x
100] formiilii kullanilarak gergeklestirilmistir (DiGennaro vd., 2007). Arastirma uygulamalarinin uygulama
giivenirligi zihin kurami, birinci derece yanlis kani atfi goérevlerinde %97.22 duygu ifade tepkileri gorevlerinde
%95.37 olarak belirlenmistir.

Verilerin Analizi

Aragtirmada verilerin analizinde ilk olarak katilimci ¢ocuklarin zihin kurami ve duygu ifade tepkilerinin
dagilimini belirlemek amaciyla Kolmogorov-Smirnov normallik testi sonucunda verilerin parametrik testlerin
varsayimlarini karsilamadig1 goriilmistiir. Calismada katilimcilar az goren, agir gérme yetersizliginden etkilenmis
ve goren gocuklar olarak {i¢ grupta ele alinmistir. Arastirmada az goren, agir gorme yetersizliginden etkilenmis ve
goren ¢ocuklarin zihin kuramy, birinci derece yanlig kani atfi puanlari ile bir yetigkin tarafindan sergilenen duygu
ifadelerine verdikleri tepkilerin kodlama puanlarini gruplar arasinda karsilagtirmak amaciyla Kruskal Wallis testi
uygulanmistir. Kruskal Wallis testi sonuglarina yonelik anlamli farklilik ¢ikan verilerin hangi grubun lehine oldugu
Dunn-Bonferroni post hoc testi uygulanarak tespit edilmistir. Bununla birlikte arastirmada katilimc1 ¢ocuklarin
gorme diizeylerine bagh olarak zihin kurami, birinci derece yanhs kani atfi puanlari ile bir yetiskin tarafindan
sergilenen duygu ifadelerine verdikleri tepkilerin kodlama puanlarmi arasindaki iligkileri belirlemek
amaclanmigtir. Calismada yer alan her grubun zihin kurami puanlar1 ve duygu ifade tepkileri kodlama puanlari
arasidaki iligskiler Spearman Kolerasyon testi ile belirlenmistir.

Bulgular

Arastirmada az géren, agir gorme yetersizliginden etkilenmis ve géren ¢ocuklarm zihin kurami, birinci
derece yanlis kani atfi puanlarina yonelik Kruskal Wallis testi sonuglaria Tablo 1’de yer verilmistir. Arastirmada
¢ocuklarm zihin kurami puanlart analizinde; Yer degistirme gorevi maksimum alt1 puan, minimum sifir puan,
Beklenmedik igerik gorevi alti puan, minimum sifir puan, zihin kurami gérevleri maksimum dért minimum sifir
puan almigtir.
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Tablo 1
Kruskal Wallis Testi Zihin Kurami Sonuclart
Bagimli degisken Gruplar n X ss Sira ort. 7 p Anlaml farklilik
Az gbren 20 .50 .82 28.95
Yer degistirme Agir 19 21 41 24.66 6.17 .046 3>2;p=.014
Goren 20 .85 .87 36.13
Az gbren 20 1.60 .68 36.30 1>2'p= 000
Beklenmedik igerik Agir 19 21 41 11.95 38.38  .000 350 p= 000
Géren 20 185 36 4085 P
Az gbren 20 2.10 1.25 34.00 L
ZK gorevleri Agir 19 42 83 1416 2716  .000 % Z gz p= '888
Goren 20 2.70 1.08 41.05 =

Not: ZK = zihin kurami.

Tablo 1 incelendiginde az goren, agir gorme yetersizliginden etkilenmis ve goren cocuklarin zihin kurami,
birinci derece yanlis kan1 atfinin yer degistirme (x> = 6.17; p < .05), beklenmedik igerik (¥? = 38.38; p < .001) ve zihin
kurami toplam goérevlerinde (y* = 27.16; p < .001) anlaml bir farklilik g6sterdigi goriilmiistiir. Dunn-Bonferroni post
hoc testi uygulanarak gruplar arasi farkliliklarin hangi grubun lehine oldugu belirlenmistir. Tabloda yer alan anlamli
farklilik incelendiginde yer degistirme gorevinde goren c¢ocuklar ile agir gorme yetersizliginden etkilenmis g¢ocuklar
arasinda anlamli bir fark oldugu ve bu farkliligin géren ¢ocuklarin lehine oldugu anlasilmistir (3 > 2; p = .014).
Beklenmedik Igerik gorevine iliskin sonuglar incelendiginde az géren gocuklar ile agir gorme yetersizliginden etkilenmis
¢ocuklar arasinda anlamli bir fark oldugu; bu farkliligin ise az géren gocuklar lehine oldugu belirlenmistir (1 > 2; p =
.000). Beklenmedik igerik gorevinde diger gruplar arasindaki iligkiye bakildiginda goren ¢ocuklar ile agir gérme
yetersizliginden etkilenmis ¢ocuklar arasinda anlamli bir fark oldugu ve bu farkliligin géren ¢ocuklar Iehine oldugu
gorilmistiir (3 > 2; p = .000). Zihin kurami gorevlerinde (dort testin toplami) gruplar arasi farkliligina bakildiginda, az
goren ¢ocuklar ile agir gérme yetersizliginden etkilenmis ¢ocuklar arasinda anlamli bir fark oldugu; bu farkliligin az
goren ¢ocuklar lehine oldugu goriilmiistiir (1 > 2; p =.000). Zihin kurami gérevlerinde diger gruplar arasindaki iligkiler
incelendiginde goren ¢ocuklar ile agir gorme yetersizliginden etkilenmis ¢ocuklar arasinda anlamli bir fark oldugu ve
bu farkliligin géren ¢ocuklar lehine oldugu saptanmigtir (3 > 2; p =.000).

Arastirmada az goéren, agir gérme yetersizliginden etkilenmis ve goren ¢ocuklarin duygu ifade tepkileri
kodlama puanlarina yonelik Kruskal Wallis testi sonuglarina Tablo 2’de yer verilmistir. Arastirmada ¢ocuklarin duygu
ifade tepkilerini degerlendirebilmek amaciyla gocuklarin sergiledigi kategori puanlari belirlenerek analiz edilmistir.

Tablo 2
Kruskal Wallis Testi Duygu Ifade Tepkileri Sonuclart

Bagimli degisken Gruplar n X SS Sira ort. Y p Anlamli farklilik
Az géren 20 2.00 1.58 29.60 1>3;p=.028
G Agir 19 4.65 2.66 44.20 23.99 .000 2>3;p=.000
Goren 20 .70 .80 17.70 2>1;p:.007
Az goren 20 .20 .61 26.00 L
F Agir 19 10 .30 25.20 15.77 .000 g z if B ; 832
Goren 20 .80 .76 40.30 ’ '
Az goren 20 3.10 1.74 30.95 1>2;p=.003
E Agir 19 1.05 1.35 14.70 32.80 .000 3>2;p=.000
Goren 20 4.90 1.16 45.85 3>1;p=.006
Az géren 20 .10 .30 32.50
D Agir 19 .00 .00 29.50 4.06 131
Goren 20 .00 .00 29.50
Az goren 20 1.20 .76 38.50
DY Agir 19 .60 .94 24.40 7.92 .019 1>2;p=.006
Goren 20 .70 .65 28.60
Az gbren 20 1.40 1.60 33.20
U Agir 19 1.40 1.53 33.00 3.17 .204
Goren 20 .70 1.12 25.30
Az gbren 20 .00 .00 27.50
FT Agir 19 .20 .61 30.70 4.08 129
Goren 20 .20 41 33.30

Not: D = dikkati dagitma, DY = tepki vermeden dikkati yoneltme, E = uyumlu tepki, F = fiziksel yakinlk, FT = fiziksel heyecan tepkisi, G =
gormezden gelme, U = uyumsuz tepki.
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Tablo 2’de yer alan sonuglar incelendiginde az goren, agir gérme yetersizliginden etkilenmis ve goren
cocuklarin duygu ifade tepkilerinin gérmezden gelme (y?> = 23.99; p < .001), fiziksel yakinhik (?> = 15.77; p <
.001), uyumlu tepki (* = 32.80; p < .001) ve dikkatini yonlendirme (y? = 7.92; p <.05) kategorilerinde anlaml1 bir
farklilik gosterdigi belirlenmistir. Gruplar arasi farkliliklarin hangi grubun lehine oldugunu belirleyebilmek
amactyla Dunn-Bonferroni post hoc testi uygulanmigtir. Tabloda yer alan anlamli farklilik sonuglarina gére;
gormezden gelme kategorisinde az goren ve goren ¢ocuklar arasinda anlamli bir fark oldugu; bu farkliligin az
goren ¢ocuklarin lehine oldugu anlagilmistir (1 > 3; p = .028). Gormezden gelme kategorisi diger gruplar arasi
iliskiye bakildiginda agir gérme yetersizliginden etkilenmis ¢ocuklar ve géren ¢ocuklar arasinda anlamli bir fark
oldugu ve bu farkliligin agir gérme yetersizliginden etkilenmis ¢ocuklarin lehine oldugu gézlenmistir (2 > 3; p =
.000). Diger gruplar incelendiginde gérmezden gelme kategorisinde agir gérme yetersizliginden etkilenmis ve az
goren gocuklar arasinda anlaml bir fark oldugu ve bu farkliligin agir gérme yetersizliginden etkilenmis ¢ocuklar
lehine oldugu goriilmiistiir (2 > 1; p = .007). Fiziksel yakinlik kategorisi gruplar aras1 farkliliklar incelendiginde
goren ¢ocuklar ile agir gdrme yetersizliginden etkilenmis cocuklar arasinda anlamli bir fark oldugu ve bu
farkliligin géren ¢ocuklarin lehine oldugu gozlenmistir (3 > 2; p = .000). Fiziksel yakinlik kategorisinde diger
gruplar acisindan goéren cocuklar ile az goren ¢ocuklar arasinda anlamli bir fark oldugu bu farkliligin géren
¢ocuklar lehine oldugu goézlenmistir (3 > 1; p = .001). Uyumlu tepki kategorisinde gruplar arasi iligki
incelendiginde az goren ¢ocuklar ile agir gérme yetersizliginden etkilemis ¢ocuklar arasinda anlamli bir fark
oldugu ve bu farkliligin az géren ¢ocuklarin lehine oldugu belirlenmistir (1 > 2; p = .003). Diger gruplar arasi
iliskiye bakildiginda goren ¢ocuklar ile agir gérme yetersizliginden etkilenmis ¢ocuklar arasinda anlamli bir fark
oldugu bu farkliligin géren ¢ocuklarin lehine oldugu gézlenmistir (3 > 2; p =.000). Diger gruplar arasinda uyumlu
tepki kategorisinde goren ¢ocuklar ile az goren gocuklar arasinda anlamli bir fark oldugu bu farklihgmn goren
¢ocuklarm lehine oldugu gézlenmistir (3 > 1; p = .006). Dikkatini yonlendirme kategorisi incelendiginde az goren
¢ocuklar ile agir gorme yetersizliginden etkilenmis ¢ocuklar arasinda anlamli bir fark oldugu ve bu farkliligin az
goren ¢ocuklarin lehinde oldugu anlagilmistir (1 > 2; p = .006).

Tablo 3
Katilimeilarin Zihin Kurami ile Duygu Ifadelerine Gésterdikleri Tepkiler Arasindaki Iliski
G F E D DY U FT
Gruplar r p r p r p r p r p r p r p
Az goren 7K -372 106 -362 .117 .348 132 -362 .117 -108 .651 .242 .304 - -
Agir N -526 .021 .664 .002 552 .014 - - .083 .736 .176 470 -.177 .468
Goren 9™V 027 909 541 014 128 590 - - -000 1 -328 .158 -337 .146

Not: D = dikkati dagitma, DY = tepki vermeden dikkati yoneltme, E = uyumlu tepki, F = fiziksel yakinlik, FT = fiziksel heyecan tepkisi, G =
gormezden gelme, U = uyumsuz tepki, ZK = zihin kuramu.

Tablo 3 incelendiginde agir gérme yetersizliginden etkilenmis ¢ocuklarin Zihin kurami gorevleri ile
gormezden gelme (p = .021) puanlari arasinda anlamli ve negatif yonlii bir iliski oldugu belirlenmistir.
Arastirmalarda korelasyon katsayilart r = .10-.29 kiiciik, r = .30-.49 orta ve r = .50-1.0 yiiksek diizey olarak
yorumlanabilmektedir (Pallant, 2016). Agir gérme yetersizliginden etkilenmis ¢cocuklarin zihin kurami gérevleri
ile gormezden gelme arasinda yiiksek diizeyde anlamli bir iligki bulunmustur. Katilimeilarin zihin kurami gorev
puanlari artikga gormezden gelme puanlar1 azalmaktadir. Agir gorme yetersizliginden etkilenmis ¢ocuklarin zihin
kurami1 gorevleri ile fiziksel yakinlik (p = .002) arasinda anlamli ve pozitif yonlii bir iligki oldugu belirlenmistir.
Agir gorme yetersizliginden etkilenmis ¢ocuklarn zihin kurami gorevleri ile fiziksel yakinlik arasinda yiiksek
diizeyde anlamli bir iligki bulunmustur. Katilimcilarin zihin kurami puanlari artik¢a fiziksel yakinlik puanlari
artmaktadir. Agir gorme yetersizliginden etkilenmis ¢ocuklarin zihin kurami gorevleri ile uyumlu tepki (p = .014)
arasinda anlamli ve pozitif yonlii bir iligki oldugu belirlenmistir. Agir gérme yetersizliginden etkilenmis ¢ocuklarin
zihin kurami puanlari ile uyumlu tepki arasinda yiiksek diizeyde anlamli bir iligki bulunmustur. Katilimeilarin
zihin kurami puanlari artikga uyumlu tepki puanlart artmaktadir. Sonuglar incelendiginde géren ¢ocuklarin zihin
kurami puanlari ile fiziksel yakinlik (p = .014) arasinda anlamli ve pozitif yonlii bir iliski oldugu belirlenmistir.
Goren c¢ocuklarin zihin kurami gorevleri ile fiziksel yakinlik arasinda yiiksek diizeyde anlamli bir iliski
bulunmustur. Katilimcilarin zihin kurami gérev puanlari artikga fiziksel yakinlik puanlart artmaktadir.

Tartisma

Aragtirmada agir gorme yetersizliginden etkilenmis, az goéren ve géren ¢ocuklarin zihin kurami yanlis
kan1 atfi puanlar1 ve duygu ifadelerine gosterdikleri tepki puanlar1 karsilagtirilarak incelenmistir. Arastirmanin
birinci amaci kapsaminda Kkatilimc1 gruplar arasinda zihin kurami, birinci derece yanhis kani atfim
karsilastirilmistir. Bu amag¢ dogrultusunda yapilan analizler agir gorme yetersizliginden etkilenmis, az goren ve
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goren ¢ocuklarin zihin kurami puanlarinin beklenmedik igerik, yer degistirme ve zihin kurami toplam puanlarinda
anlamli olarak farklilastigini gostermistir. Arastirmada agir gérme yetersizliginden etkilenmis ¢ocuklarin zihin
kurami1 beklenmedik igerik gorevlerinde az goren ve goren akranlarindan anlamli diizeyde diisiik puanlar aldiklari
ve yer degistirme gorevinde de goren akranlarindan anlamli diizeyde diisiik puan aldiklar1 saptanmastir.

Aragtirmanin bulgulari incelendiginde zihin kuramu, birinci derece yanlis kani atfi puanlarinda agir gorme
yetersizliginden etkilenmis ¢ocuklarin az goren ve géren akranlarina oranla anlaml diizeyde daha diisiik puanlar
aldiklari; az géren ¢ocuklarin agir gorme yetersizliginden etkilenmis akranlarindan zihin kurami gérevlerinde daha
basarili olduklar1 ve goren cocuklarin ise gérme yetersizliginden etkilenmis akranlarindan daha yiiksek puan
aldiklar1 saptanmistir. Arastirmanin bu bulgulart ¢ocuklarin gérme diizeylerinin zihin kurami siirecleri ile iliskili
oldugunu ve ¢ocuklarin gérme diizeylerine bagli olarak zihin kurami puanlarinin arttigin1 géstermektedir. Nitekim
gorme yetersizliginden etkilenmis ¢ocuklarin kendilerinin ve bagkalarinin bakis agilarini ve rollerini ayirt etmede
gecikmeler sergiledikleri (Hobson, 1990) ve bagkalarinin zihinsel ve duygusal durumlarmi degerlendirme
acisindan goren akranlarina oranla gecikmeler sergiledikleri gosterilmektedir (Brambring & Asbrock, 2010). Bu
kapsamda bu arastirmadan elden edilen bulgular gérme yetersizliginden etkilenmis cocuklarin zihin kurami birinci
derece yanlis kani1 atfinda goren akranlarina oranla gecikmeler sergilediklerini rapor eden ¢aligmalarin bulgularini
(Brambring & Asbrock, 2010; Green vd., 2004; Minter vd., 1998; Peterson vd., 2000) destekler niteliktedir.

Aragtirmanin ikinci amaci kapsaminda katilimer ¢ocuklarin bir yetiskin tarafindan sergilenen duygu
ifadelerine verdikleri tepkileri karsilastirilmistir. Calisma sonuglari az goren, agir gérme yetersizliginden
etkilenmis ve goren ¢ocuklarin gérmezden gelme, fiziksel yakinlik, uyumlu tepki ve dikkatini yonlendirme
kategorilerinde anlamli farkliliklar sergiledikleri gostermistir. Arastirmada agir gorme yetersizliginden etkilenmis
¢ocuklarin gormezden gelme kategorisinde az géren ve géren ¢cocuklardan daha fazla puan aldiklari belirlenmistir.
Az goren ¢ocuklarin ise uyumlu tepki ve dikkatini yonlendirme kategorilerinde agir gérme yetersizliginden
etkilenmis akranlarina gore ve gormezden gelme kategorisinde ise goren akranlarina gére anlamli diizeyde daha
fazla puan aldiklar1 saptanmistir. Son olarak goren g¢ocuklarin uyumlu tepki ve fiziksel yakinlik kategorilerinde
agir gorme yetersizliginden etkilenmis ve az goren ¢ocuklara oranla anlamli diizeyde daha fazla puan aldiklari
saptanmistir.

Aragtirmada agir gérme yetersizliginden etkilenmis ¢cocuklarin duygu ifadelerine gosterdikleri tepkilerle
iligkili gérmezden gelme kategorisini az géren ve goren akranlarina oranla daha fazla sergiledikleri gézlenmistir.
Nitekim gorme yetersizliginden etkilenmis cocuklarin gérme girdilerindeki smirliligin diger insanlarin yiiz
ifadelerini okumada zorluk yasamalarina neden olabilecegi belirtilmektedir (Wolffe, 2000). Bu dogrultuda gérme
yetersizliginden etkilenmis kiigiik ¢ocuklarin anne-gocuk etkilesimlerinde etkilesimi baglatma, yanitlama gibi pek
cok alt boyutta etkilesimsel simirliliklar sergiledikleri de gdzlenmistir (irtis & Ozdemir, 2019). Arastirmada az
goren cocuklarin uyumlu tepki ve dikkatini yonlendirme kategorilerinde agir gorme yetersizliginden etkilenmis
cocuklardan daha fazla puan almalar1 da dikkat geker niteliktedir. Bu bulgu gormenin duygu ifade tepkileri
tizerinde etkili olabilecegine isaret etmektedir. Anekdotal olarak da agir gérme yetersizliginden etkilenmis
¢ocuklarin siklikla aragtirmacinin sergiledigi duygu ifadelerini gérmezden geldikleri fakat az goren ¢ocuklarin
cevreyi dinledikleri, anlamaya ¢alistiklar1 veya uyumlu tepki ile yamit verdikleri izlenmigtir. Arastirmanin bu
bulgusu gorme yetersizliginden etkilenmis ¢ocuklarin duygu ifade tepkilerinde smirliliklar sergilediklerini (Cotuk
& Ozdemir, 2021; Roch-Levecq, 2006) gosteren galismalarin bulgulari ile uyumludur. Ote yandan géren
¢ocuklarin sergilenen duygu ifade tepkileri karsisinda yetiskinin yanina geldigi, sarilarak duygusunu paylagmaya
galistig1 vb. uygulamacinin duygusuyla da uyumlu tepkiler sergiledikleri gézlenmistir.

Aragtirmanin {liglincli amacma yonelik katilimer g¢ocuklarin zihin kurami becerileri ile duygu ifade
tepkileri arasindaki iligkiler incelendiginde, agir gérme yetersizliginden etkilenmis c¢ocuklarin zihin kurami
puanlari ile gérmezden gelme tepkisi arasinda negatif yonlii anlamli bir iliski oldugu, zihin kurami gorevleri ile
fiziksel yakinlik ve uyumlu tepki arasinda pozitif yonlii anlamli bir iliski oldugu gézlenmistir. Géren ¢ocuklarin
zihin kuramui, birinci derece yanlis kani atfi puanlari ile duygu ifade tepkileri arasindaki iligkiler incelendiginde ise
zihin kurami puanlari ile fiziksel yakinlik arasinda pozitif yonlii anlaml bir iliski oldugu gézlenmistir. Son olarak
arastirmada az goéren cocuklarin zihin kurami gorevleri ile duygu ifade tepkileri arasinda iliski olmadig:
goriilmiistiir. Bu bulgu az goren ¢ocuklarin agir gérme yetersizliginden etkilenmis ¢cocuklarla karsilastirildiginda
daha uyumlu tepkiler sergilediklerine isaret etmekte ancak goren ¢ocuklar kadar da sosyal baglamla uyumlu sosyal
tepkiler iiretemediklerinin de bir gostergesi olarak degerlendirilmektedir.

Bu aragtirmadan elde edilen bulgular 1s18inda ¢ocuklarin gérme diizeylerinin zihin kurami ve duygu ifade
tepkileriyle iliskili oldugu saptanmigtir. Bulgular, agir gérme yetersizliginden etkilenmis ¢ocuklarin zihin kurami
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birinci derece yanlis kani atfinda sinirhiliklar sergilediklerini ve arastirmacinin sergiledigi duygu ifadelerine daha
¢ok gormezden gelme tepkilerini tirettiklerini gostermistir. Gérmezden gelme kategorisinde ¢ocuklar yetigkinin
sergiledigi duyguya herhangi bir tepki vermeme, ilgilenmeme, kendi oyun aktivitesine hicbir sey olmamig gibi devam
etme gibi davramiglar sergilemislerdir. Arastirma uygulamalar1 sirasinda mutlu ve iizgiin duygu durumlarinda
uygulamaci hissettigi duygu durumunu hem yiiz ifadeleri, jestleri, hem de konusma igerikleri ile yansitmistir.
Alanyazinda yiiz ifadelerinin sosyal ipucu degerine sahip oldugu ve bu ipuglarinin sagladig: bilgiye dayali olarak duygu
ifadelerinin algilandig1 agiklanmaktadir (Hess vd., 2009). Nitekim goren ¢ocuklarin 3-4 yas déneminde bagkalarinimn
zihinsel durumlarmi anlamak i¢in yiiz ifadesi ve bakis yonii gibi yiizdeki fiziksel ipuglarindan faydalandiklar1 da
gosterilmektedir (Baron-Cohen & Cross, 1992). Ote yandan binisimli bir etki ile zihin kurami gelisimi sayesinde
baskalarinin kendilerinden farkli inang, arzu, duygu veya niyetleri oldugunu daha iyi anladiklari belirtilmektedir
(Astington & Baird, 2005; Greenaway & Dale, 2017). Fakat gorme yetersizliginden etkilenmis gocuklarin yiiz ifadelerini
okumada sinirhiliklar yasadiklart (Wolffe, 2000) ve bu g¢ocuklarin kendilerinin ve diger insanlarin bakis agilar ile
rollerini ayirt etmede gecikmeler sergiledikleri belirtilmektedir (Hobson, 1990). Bu nedenle agir gérme yetersizliginden
etkilenmis cocuklarin bagkalari tarafindan sergilenen duygu ifadelerini anlamada yasadiklar1 sinirliliklarin zihin
kuraminda gecikmelere de neden olabilecegi diisiintilmektedir. Nitekim agir gérme yetersizligi olan ¢ocuklarin zihin
kurami siireclerinde smirliliklarinin oyun sirasinda kendini karsi tarafin yerine koyarak oyun karakterinin roliinii
sergilemeyi gerektiren sembolik oyun smirliliklar ile iliskili oldugu rapor edilmistir (Karakasoglu & Ozdemir, 2021).
Son olarak ¢ocuklarin bagkalariin duygularini izlerken sergiledikleri otomatik taklidin de (Arnold & Winkielman, 2020)
agir gérme yetersizligi olan ¢ocuklarda izlenmedigi bu aragtirmanin sundugu anekdotal bilgiler arasinda yer almistir.

Aragtirmada az goren ¢ocuklarin agir gérme yetersizliginden etkilenmis akranlarina oranla zihin kuraminda
daha basarili olduklar1 ve arastirmacinin sergiledigi duygu ifadelerine farklilagan tepkilerle yanit verdikleri gézlenmistir.
Bu dogrultuda az goren ¢ocuklarin duygu ifadelerine agir gérme yetersizliginden etkilenmis akranlarindan farkli olarak
daha uyumlu tepki gosterebildikleri, dokunsal olarak temas (sarilma, yanina gitme) ve heyecan tepkileriyle (el ¢irpma
gibi) veya ¢evresini anlamaya ¢alisir sekilde dikkat kesilerek yanitlayabildikleri gozlenmistir. Aragtirmanin bu bulgusu
gorme girdisinin gelisimsel olarak ¢ocuklarin duygu ifadelerini algilama ve baskalariin farkli zihinsel durumlarini
anlamada 6nemini gosterir niteliktedir.

Son olarak goren gocuklarin zihin kurami, birinci derece yanlis kani atfi siireclerinin gérme yetersizliginden
etkilenmis c¢ocuklardan (agir gérme yetersizligi ve az goren) daha yetkin oldugu saptanmistir. Alanyazinda goéren
¢ocuklarin ¢ok kii¢iik yaslardan itibaren baskalarinin 6zellikle zorluk iginde olduklart durumlarda onlara yardim etmeye
caligtiklari, ilerleyen yaslarda ise zihin kuramu siiregleri gelisimi ile birlikte diger insanlarin farkli zihinsel durumlarinin
(duygu, diisiince, istek vb.) ayrimini daha iyi yaptiklari gosterilmistir. Ornegin; 26 aylik bir gocugun iizgiin oldugunda
akranlarini fark ederek ve yanina giderek iizgiin olan ¢gocugu rahatlatmaya calistig1 gosterilmistir (Wittmer & Petersen,
2016). Bir diger arastirmada da 2 yasinda gdren bebeklerin, annelerinin giiclik yasadiklar1 durumlari (iiziintd, agr,
halsizlik gibi) fark ettikleri ve annelerine yardim etme, paylasma, rahatlatmaya ¢alisma gibi sosyal etkilesim becerileri
sergiledikleri gosterilmistir (Zahn-Waxler vd., 1992).

Tiim arastirmalarda oldugu gibi bu arastirmanin da bazi sinirliliklart mevcuttur. Arastirmaya gérme yetersizligi
disinda bir yetersizlik sergilemeyen az goren ve agir gorme yetersizliginden etkilenmis ¢ocuklar katilmistir. Gérme
yetersizligi sik rastlanilmayan bir yetersizlik tiirlii olmakla birlikte dzellikle norolojik kdkenli gérme yetersizliklerinde
ek yetersizlikler de siklikla goriilebilmektedir. Bu arastirma kapsaminda gelisimsel farkliliklardan arindirilmis gruplar
arasinda gdrme becerileri siirliliklarinin zihin kurami ve duygu ifade tepkileri ile iliskilerinin incelenmesi katilimel
gdrme yetersizligi olan cocuklarin sayisinda da simirliliga yol agmistir. leri arastirmalarda gelisimsel yetersizlikleri olan
¢ocuklarda caligmalara dahil edilebilir. Zihin kurami gelisimin 6zellikle sosyal deneyimlerle yakin iliskisi goz oniine
alindiginda, ileri arastirmalarda daha genis katilimer gruplar iizerinde olasi diger sosyal faktorlerin gelisimsel etkilerinin
incelenmesi saglanabilir. Ek olarak bu arastirmada ¢ocuklarin zihin kuramu siiregleri ile duygu ifade tepkileri arasindaki
iliskiler iki temel duygu durumu baglaminda incelenmistir. Tleri arastirmalarda farklilasan duygu tepkileri uygulamalari
ile zihin kuramu iligkileri incelenebilir. Gorme yetersizliginden etkilenmis ¢ocuklarin giinlik yasamlarinda
ebeveynleriyle etkilesimleri incelenerek duygu tepkileri derinlemesine gozlenebilir. Son olarak ileri arastirmalarda, zihin
kuram bilgi farkliligini degerlendiren yanhis kani atfi gorevleri disinda duygularda bakis agis1 alma gorevlerinin
uygulanmasi 6nerilmektedir. Tiim bu aragtirma sinirliliklarinin 6tesinde bu arastirmadan elde edilen bulgular, dil-bilissel
gelisim yaglart denklenen gruplar arasinda agir gérme yetersizligi olan ¢ocuklarin, zihin kurami gelisimi ve uyumlu
duygusal tepki tiretme becerilerinde sinirliliklar sergilediklerini agik olarak goéstermistir. Arastirmanin bu bulgular
1s18inda Ozellikle agir gérme yetersizligi sergileyen cocuklarin sosyal uyumlarmin erken yillardan itibaren
desteklenmesinin biiyiik 6nem tasidig1 degerlendirilmektedir.
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Abstract

Introduction: Theory of Mind (ToM) is a social cognitive process that provides the basis for positive social
responses in personal interactions. Possessing ToM makes it possible to recognize and understand other people’s
thoughts, beliefs, and emotions. Due to the relationship between ToM and understanding emotions, the purpose of
this study was to compare the reactions to emotional responses (happy and sad) of children with low vision,
children with severe visual impairments, and sighted children with the ToM processes. The research's purpose was
to investigate the relationships between the children's ToM scores and their responses to emotional expressions

Method: The study consisted of 20 children with low vision (x = 58.45, sd = 1.74), 19 children with severe visual
impairments (x = 60.36, sd = 1.84), and 20 sighted children (x = 60.35, ss = 1.58) who were between the ages of
48 and 72 months and did not have additional disabilities or developmental delays. Participants were initially
assessed with the ToM, first order false belief, unexpected location, and unexpected content tasks. In the second
stage, the researcher played with each child for about 20 minutes to assess the participants' reactions to emotional
responses. The researchers created emotional social scenarios implemented within a play dyad through which the
researcher would display happy and sad feelings. Children’s reactions to emotional responses were coded and
analyzed.

Findings: The study findings showed that children with severe visual impairments received lower scores on the
ToM tasks than children with low vision and sighted children. Additionally, results indicated that children with
low vision and severe visual impairments displayed increased ignorance toward the researcher’s emotional
expressions compared to sighted children. The current study found that children with severe visual impairments
and sighted children’s ToM scores were related to their reactions to emotional responses.

Discussion: Findings from the current study suggest that children with severe visual impairments may display
emotional reaction difficulties while participating in various emotional and social situations. Based on the study
results, suggestions for future research and early intervention practices were provided.

Keywords: Emotions, emotional responses, theory of mind, children with severe visual impairments, children with
low vision.
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Introduction

Theory of mind (ToM) has been characterized as a social cognitive process that involves recognizing that
other people can have different thoughts from one’s own (Greenaway & Dale, 2017). ToM has been accepted as a
crucial mental process for individuals to understand the social situations they find themselves in accurately, and
to react appropriately (Brambring & Asbrock, 2010; Green et al., 2004). Children can realize that what they see
and know may be seen differently by other people based on their first-order false belief process, which is believed
to develop in children at around four years old (Bjorklund et al., 2005). Sally and Ann task, one of the first ToM
tasks in the literature, has been used to assess the first-order false belief process. In the task, the main character,
Sally, leaves a marble in a box and leaves the room. When she is outside, Ann takes out the marble, plays with it,
and puts it into a box. Children were asked where does Sally look when she returned the room (Baron-Cohen et
al., 1985; Wimmer & Perner, 1983). The unexpected content task from Perner, Leekam and Wimmer (1987) is
another example of a first-order false belief process where children were asked to guess what is inside a well-
known container when an unexpected object is inside of the books and shown to someone else who does not know
about it. Current literature showed that the 3-year-old children could not answer the questions, whereas the 4-year-
old children answered correctly (Bjorklund et al., 2005).

Because of the ToM and perspective-taking skills, people can understand how other people's emotions
relate to their social interactions, which can lead to an adaptive response within the observed context (Walle &
Campos, 2012). Research showed that newborn infants display a variety of complex facial expressions, such as
smiling, crying, frowning, twisting their lips, and showing interest in their faces with an open mouth. These
expressions indicate infants changing emotions during social interactions and depend on a person's facial
movements, excitement, and interest (Trevarthen, 2012). Studies further suggest that two-year-old children
understand that when they get what they want, people feel pleased or satisfied, and when they don't, they feel sad
or furious (Thornton, 2002). Thus, researchers emphasize that children frequently use the verbs wish and like an
emotional expression words such as happy and sad when describing cognitive processes in their daily lives
(Wellman, 2014).

Harris et al. (1989) found that sighted children between the ages of 3 and 7 years use ToM skills as a
reference to predict and explain emotions. Beliefs and desires are the two fundamental components of ToM that
children initially obtain as they grow: 1-Realizing that two people may have different desires about the same object
and realizing that they may have different beliefs, and 2- Understanding different beliefs; recognizing that people's
emotional states may differ (Wellman & Liu, 2004).

Children with visual impairments may demonstrate a delay in their understanding of their own and other
people's perspectives (Hobson, 1990). Brambling and Asbrock (2010) address that children with congenital visual
impairment (CVI) may experience delays in developing various social-cognitive skills due to visual information
restrictions in their capacity to observe mutual gaze, joint attention, and emotional states. Throughout the early
stages of ToM development, children with visual impairments cannot benefit from visual cues while passing
similar developmental stages as their peers but may display significant delays (Glumbic et al., 2011). Peterson et
al. (2000) showed that children with visual impairments display significant delays in the development of ToM
skills at the age of 6, and these delays remained stable up to the age of 12. However, it has been found in a study
that there is a relationship between perspective-taking and false belief scores in children with visual impairments
and sighted children, and as children's perspective-taking skills increase, their false belief scores increase as well
(Karakasoglu & Ozdemir, 2020).

Emotions have a robust contextual impact on children's developing ToM skills since both positive and
negative emotions help children understand the mental states of others as they mature (Hughes & Leekam, 2004).
Researchers argue that facial expressions serve as social cues, and emotional expressions are perceived depending
on the interaction of various cues (Hess et al., 2009). Researchers have shown that infants start evaluating people’s
emotions around the age of one and a half to predict the desires of others (Repacholi & Gopnik, 1997). Researchers
report that at around 18 months of age, babies realize that people have different emotions from their own (Wittmer
& Petersen, 2016). Wellman and Woolley (1990) found that children can predict the reactions that simple requests
will elicit by the age of two. Children begin to understand emotions have reasons as early as age three if those
causes are simple (Hyson, 2004). Conversely, it has been shown that as children's ToM processes develop, they
become aware of the various mental states of other people and try to help them when they are in a problematic
situation (Wittmer & Petersen, 2016).
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Children display happy, sad, angry, confused, afraid, and disgusted emotions in their early years by
imitating adult facial expressions (Aronson et al., 2012). Cotuk and Ozdemir (2021) reported that vision loss affects
preschoolers' emotional expression reactions, particularly in children with severe visual impairments, who are
more likely to ignore and not respond to their peers' emotional expressions. The study by Karakasoglu and Ozdemir
(2021) demonstrated a relationship between the ToM processes of preschool-aged children with severe visual
impairments and their symbolic play. Symbolic play, in general requires children to play the role of a character.
Study findings showed that ToM scores of children with severe visual impairments were significantly lower than
children with low vision and sighted children. Consistent with these findings, Roch-Levecq (2006) found that
children with visual impairments aged 4 to 12 scored worse on false belief tasks than sighted children and displayed
limited emotional facial expressions, although older age groups of children with visual impairments and sighted
children performed similarly. In comparison to these findings in the literature, a group of researchers examined
the effects of visual cues on the expressive control of negative emotions. Despite their disappointment, children
with visual impairments displayed positive facial expressions (smiles) just as frequently as the sighted children
(Cole et al., 1989). However, despite having ToM and language skills, adults (19-67 years old) with visual
impairments perceive others' intents, emotions, and beliefs differently from sighted adults (Sak-Wernicka, 2016).
Additionally, this study demonstrated that adults with visual impairments who completed the first and second-
order false belief tasks had little knowledge of other people's mental states during communication interactions due
to their vision loss. As a result, they performed differently in recognizing the mental states of others when
compared to sighted adults.

Researchers have shown that ToM is the basis for children's understanding of social situations and human
emotions (Anghel, 2012; Karakasoglu & Ozdemir, 2021). Furthermore, study findings suggest that children's
capacity to understand emotions improves their ToM skills and, in turn positively affects their social-cognitive
development (Eggum et al., 2011). It is emphasized in the literature that emotions have a significant contextual
impact on the developing ToM and support children to understand both positive and negative emotions along with
other related cognitive processes (Hughes & Leekam, 2004). Researchers argue that facial expressions are one of
the most significant nonverbal communication cues during the perception of emotions (Aronson et al., 2012).
Infants' perception of human faces, their ability to differentiate their mother's face and the faces of unfamiliar
people, and their recognition of facial expressions and emotions are crucial for the development of the perceptual
components of ToM (Korkmaz, 2011). Although several studies in the literature claimed that children with visual
impairments displayed significant delays in ToM processes compared to their sighted peers (Brambring &
Asbrock, 2010; Green et al., 2004; Minter et al., 1998; Peterson et al., 2000), some studies demonstrated that the
ToM processes of children with visual impairments are similar to their sighted peers (Anghel, 2012; Bartoli et al.,
2019; Isitan & Ozdemir, 2019; Pijnacker et al., 2012). On the other hand, some studies have found that children
with visual impairments display limitations in understanding emotions, recognizing facial expressions (Lang et
al., 2017; Wolffe, 2000), and understanding emotional expression responses (Cotuk & Ozdemir, 2021). Some
researchers have shown that these children's facial expressions while expressing negative emotions are similar to
their sighted peers (Cole et al., 1989; Galati et al., 2003). There are also studies in the literature showing that
children with visual impairments differ from their sighted peers during the early childhood period and display
limited responsive interaction skills (irtis & Ozdemir, 2019) and social interaction skills (Cotuk & Ozdemir, 2022)
while in social exchanges and that these social interaction limitations persist in later developmental periods (Demir
& Ozdemir, 2016; Ozkubat & Ozdemir, 2012).

One of the critical limitations of the current literature is that participating groups, in general, are not
matched on their language and cognitive development scores. The degrees of vision loss, having severe visual
impairments or low vision, are not reported, even though different findings have been reported in a limited number
of studies in the literature examining the relationship between ToM and the emotional reactions of children with
visual impairment. The current knowledge of the potential relationship between the reported findings and visual
impairments has been negatively impacted by these methodological problems. Within a carefully designed
research study, it is important to examine whether or not children with visual impairments display delays in their
ToM development and whether or not their emotional expressive responses differ from those of their sighted peers.
To provide necessary early developmental support to children who display developmental risks in the area of social
and emotional development, it is also crucial to examine whether children's cognitive levels, vision levels, ToM
processes, and reactions to emotional responses are related to each other as study variables. Thus, the primary
purpose of this study is to investigate how children with low vision, severe visual impairments, and sighted children
respond to false belief tasks. The second purpose of the study is to compare study groups on their emotional
responses to an adult's happy and sad emotional expressions. The third purpose of the current study is to determine
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the relationships between ToM skills and participants' responses to emotional expressions based on the children's
visual levels.

Method
Model

The study examined three groups of children’, children with low vision, children with severe visual
impairments, and sighted children, false belief task responses, and their reactions to emotional responses. A
relational comparative study design (Fraenkel & Wallen, 2009) which assesses the possibility of relationships
between two or more variables, was used in the current study.

Study Group

The study involved three groups of children, 20 with low vision, 19 with severe visual impairments, and
20 sighted children. To select the study participants, a criterion sampling technique, one of the purposeful sampling
methods, was used in the study. The study sample is determined using a purposeful sampling method based on the
selected study characteristics (Johnson & Christensen, 2016). Children who lived in the capital city of Turkey,
Ankara, and who attended regular primary and elementary schools (kindergarten classrooms) and segregated
special education schools constituted the study's participants. Initially, ethical permission was submitted to the
Gazi University Ethics Commission. Ethical approval was obtained from the Gazi University Ethics Commission
with decision number of E.17586 dated 23/07/2020. School administrators and children’s caregivers were
informed about the study. Participants were selected through teacher and family interviews. The families who
voluntarily accepted to participate in the study provided study participation consent.

The parents provided the necessary information on their children’s visual impairment diagnosis age.
Children with visual impairments who were clinically diagnosed with severe visual impairments or low vision at
birth or within the first year of life participated in the study. Individuals with low vision are defined as those with
limited vision, difficulty accomplishing visual activities even with eyeglasses and contact lenses. Still, they can
improve their vision with adaptive advanced techniques, low vision devices, and environmental changes (Corn &
Lusk, 2010). Most often, those with no functional vision (no perception of light) are described as blind (with a
severe visual impairment) (Dickerson et al., 1997). Based on their vision levels, the study participants were divided
into two groups: children with severe visual impairments and children with low vision. An important additional
criterion for all children was that the participants did not display any other disability or developmental delays in
language and cognitive development. The Ankara Development Screening Inventory (AGSI) was used to assess
the candidate participants' language-cognitive development levels during the interviews with the families (Savasir
et al., 1994). The study participants were selected through one-on-one matching based on the developmental
equivalence of the language-cognitive subscale scores.

The participants of this study consisted of children with severe visual impairments (n = 12 girls, 7 boys),
children with low vision (n = 11 girls, 9 boys), and sighted children (n = 10 girls, 10 boys). Participants in the
study with low vision were the children who can effectively use visual perception with the use of assistive
technologies (e.g., glasses) and environmental changes. Another group of participants involved children with
severe visual impairments who struggle to perceive light and learn through tactile contact. The participant groups
ranged in age from 48 to 72 months and included children with severe visual impairments (Age in months: X =
60.36, sd = 1.84, Xnin-Xmax = 49-73), low vision (Age in months: X = 58.45, sd = 1.74, Xmin-Xmax = 48-71), and
sighted children (Age in months: X = 60.35, sd = 1.58, Xmin-Xmax= 51-75).

Data Collection

In the study, the participating children's language and cognitive developmental scores were examined
using the ADSI (Savasir et al., 1994). The ADSI evaluates the language-cognitive, gross-motor, fine-motor, social-
skills-daily life development of children between the ages of 0 and 6, using information gathering from the
caregivers of the children. Caregivers respond to a total of 154 questions on the ADSI by answering the questions
with Yes, No, or I don't know. The internal reliability of the ADSI was found to be relatively high when the
Cronbach Alpha scores were calculated for the age groups of 0-1, 1-3.5, and 3.5-6. According to age groups,
internal reliability scores of the ADSI test-retest implementations were reported as .99, .98, and .88 (Savasir et al.,
1994).

ToM task sets were designed to examine the participants’ first belief task scores and determine their ToM
skills. The tasks in the study included unexpected content and unexpected location tasks. The unexpected content
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tasks of the tests developed by Perner et al. (1987) and the unexpected location tasks of the Sally and Ann test
developed by Wimmer and Perner (1983) were both set up in a way to include materials that they can examine
tactively and are based on experiences for children with visual impairments. For instance, in the Unexpected
Location task, two different tactile boxes were used, one covered with fabric and the other covered with felt.

In the second part of the study, the researchers used the emotional expression responses observation
protocol to examine the participating children's responses to happy and sad expressions of an adult during play
dyads. Seven different behavioral categories were used in the study's observation protocol, which was created by
adapting the observation categories developed by Ahn (2003) and Demorat (1998). Ahn's (2003) behavioral
observation categories of ignorance, physical comforting, positive response, and physical excitement response
were adapted and used in the current study. The positive response category of the study involved facial expressions
such as raised eyebrows, squinting eyes, and puffy cheeks, and these coding rules were adapted from Demorat's
(1998) study. Finally, the researchers developed the categories of negative response, distraction, and directing
attention passively without reacting.

Theory of Mind

In the present study, two sets of ToM tasks, unexpected location tasks and unexpected content tasks, were
implemented to evaluate the participants' ToM skills. Within each task category, two different implementations,
with a total of 4 implementations, were used to assess children’s ToM skills.

Unexpected Location Tasks.

Boxes Test. In the Box Test Task, a story was told to the children by the first researcher using a boy and
girl doll characters, a box covered in fabric and felt, and a toy ball. Following the story, the children were given 2
memory questions and 1 control question, totaling 3 questions. The researcher told the participating children, "This
is a doll named Ayse and this is a doll named Ali. This boll belongs to Ayse. Ayse was playing with a ball. One
day, while playing with her ball, her mother asked her to come to the kitchen. Ayse put the ball in a fabric-covered
box (boxes with different tactile properties for children with visual impairments were used during the task) and
went to her mother’s side. Ali was bored while waiting for Ayse. He decided to play with Ayse's ball. Ali played
with the ball and put it into another box, the felt-lined box.” After completing the implementation, the researcher
asks the child the following questions: 1. Where did Ayse put her ball before going to the kitchen? 2. Which box
is the ball in? Tell me/Show it to me. 3. When Ayse returns from the kitchen, which box will she check first? Tell
me/Show it to me.

Money Test. The researcher used a doll and a car, a box and a coin to tell a story to the participants as part
of'the Money Test. A total of 3 questions were asked to all children, 2 memory questions and 1 control question.The
first researcher said to the children, “This is Ayse. This is Ayse’s car. Ayse was playing with a car. One day, while
playing with her car at home, her friend asked her to come to the backyard. Ayse put the car in the box and closed
the lid. Ayse went to the backyard. The researcher asked the child: “Shall we play a joke on Ayse? Now take the
car out of the box, put it in the bag. Close the bag. Take this money and put it in the box.”. Then the researcher
asked the child the following questions: 1. Where did Ayse put her car before she went into the backyard? Tell
me/Show it to me. 2. Where is the car now? Tell me/Show it to me. 3. Where will Ayse look for her car when she
comes home? Tell me/Show it to me.

Unexpected Content Tasks

Lollipop Test. In the study, the children were given a lollipop candy and a toy ping pong ball inserted into
a candy stick. For the task, a total of 3 questions, 2 memory and 1 control questions, were asked to the children.
The researcher gave the ball, wrapped in a lollipop package, into the hands of the children with visual impairments
and let them examine it tactilely. The researcher asked to the children, "What do you think this is/what do you
believe it is?" to get their responses. The researcher handed the package to the children and said, "Let's see what's
inside." Then the researcher asked the children, "What's in it?" and answered. The researcher asked the children,
“Now, if I put this back in its package and show it to your mother, what would your mother think is inside?”” The
following questions were asked in the Lollipop Test: 1. What do you think this is/ What do you believe it is? 2.
What is inside? 3. Now, if | put this back in the package and show it to your mother, what would your mother
think is inside?

Chewing Gum Test.ToM assessments included the Gum Test. The researchers gave each child a gum box
full of beans. Children were asked 3 questions: 2 memory and 1 control questions. Children with visual
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impairments were given a pack of gum with beans, and the researcher tactilely offered the box for inspection. The
researcher asked the children "What do you think this is/what do you believe it is?" to get the children's responses.
The researcher handed the box to the children and said, "Let's see/examine what's inside." Then the researcher
asked the children, "What's in it?" ' and answered. The researcher asked the children, “Now if I show it to your
mother/friends, what would your mother/friends think is inside?”. The following questions were asked: 1. What
do you think this is/ What do you believe it is? 2. What is actually inside? 3. what would your mother/friends think
is inside?

Reactions to Emotional Responses. In the current study, the researchers created two different emotional
scenarios: sad and happy, which were presented in a play dyad to observe the reactions to emotional responses of
the participating children. Social contexts for emotional expressions were created using daily examples of
children's experiences in their everyday lives. The researchers were cautious when designing emotional context
dyads to avoid high cognitive information processing during emotional contexts.

Sad: In the sad emotional expression scenario, the researcher and the children pretended a picnic play of
"two friends" while they traveled to the picnic place in their cars. After diversifying the play by cooking and then
eating the meal at the picnic, the first researcher and the child drive back to their own houses. The researcher, who
had just removed the toy car's wheel, stated that her car broke down while expressing a sad expression. The
researcher expressed sadness by raising her eyebrows, squinting her eyes, blowing up her cheeks, dropping her lip
lines, lowering her voice, and speaking slowly and lowly (e.g., "My car broke down", "I'm so sorry").

Happy: In the happy emotion expression scenario, the researcher acted to build a detailed tower and
played with the cubes. First, the children put the cubes in a straight line, and then the researcher put the cubes
together to form a tall, detailed tower while expressing a very happy emotion. The researcher laughed loudly,
opened her cheeks in a big, rounded, bright style, lifted her lip lines, and clapped her hands in a clear display of
happiness, expressed emotion verbally (e.g., I have built a very big tower, I am very happy), used gestures, and
verbal expressions to express her happy feelings.

ToM task sets were designed to examine the participants’ First Belief task scores and determine their
ToM skills. The tasks in the study included Unexpected Content and Unexpected Location tasks. The Unexpected
Content tasks of the tests developed by Perner, Leekam, and Wimmer (1987) and the Unexpected Location tasks
of the Sally and Ann test developed by Wimmer and Perner (1983) were both set up in a way to include materials
that they can examine tactively and are based on experiences for children with visual impairments. For instance,
in the Unexpected Location task, two different tactile boxes were used, one covered with fabric and the other
covered with felt.

In the second part of the study, the researchers used the emotional expression responses observation
protocol to examine the participating children's responses to happy and sad expressions of an adult during play
dyads. Seven different behavioral categories were used in the study's observation protocol, which was created by
adapting the observation categories developed by Ahn (2003) and Demorat (1998). Ahn's (2003) behavioral
observation categories of Ignorance, Physical Comforting, Positive Response, and Physical Excitement Response
were adapted and used in the current study. The Positive Response category of the study involved facial
expressions such as raised eyebrows, squinting eyes, and puffy cheeks, and these coding rules were adapted from
Demorat's (1998) study. Finally, the researchers developed the categories of Negative Response, Distraction, and
Directing Attention Passively Without Reacting.

Procedure

First, candidate children’s caregivers and school administrations were contacted for one-on-one
interviews as part of the study. Face-to-face interviews were held with caregivers and the children who voluntarily
agreed to participate in the study. The children who took part were then divided into study groups depending on
the result of the AGSI implementation. Each child's school, where the present research was conducted, had a free
play area. The researcher selected bright, carpeted rooms with clear play corners without visual cluttering. In this
study, the researchers followed two stages in the experimental data collection process. Using the Unexpected
Content and Unexpected Location Tasks, the ToM skills of the participating children were initially assessed. The
children's responses to the first researcher's emotional expressions in happy and sad scenarios were video recorded
during the second stage of the study. Each child was assessed for his/her ToM skills and his/her reactions to
emotional responses, and behaviors were coded.
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First-Order False Belief

In the present study, the children's first-order false belief skills were tested using unexpected location and
unexpected content tasks. the boxes and money tasks were utilized for the unexpected location task, and the
lollipop and chewing gum tasks for the unexpected content task. The ToM tasks were implemented randomly in
the research to control the order effect. Before the beginning of each task during the study assessments, a brief
break of two-three minutes was taken to talk to the children. Due to the visual limitations of the study participants
with visual impairments, the children were allowed to investigate the toys by touching them before beginning the
assessment. The children followed each task implementation with hand-over-hand support. Initial examinations of
the task materials were aimed to prevent children from having difficulty understanding the task materials when
following the tasks.

Reactions to Emotional Responses

In the second part of the study, the reactions of the participating children to a play partner’s emotional
responses were recorded. The researcher used two different emotional scenarios when playing with children.
Scenarios were designed as social situations in which the researcher displayed happy and sad emotions. In two
play dyads, each lasting between eight and 10 minutes, emotional scenarios were performed. The emotional-social
scenarios were implemented with each child in a different order from the previous implementation. The first
researcher displayed happy and sad emotional expressions with the child by using gestures and facial expressions
and describing her emotions verbally. Between the sad and happy emotional scenarios during the implementations,
there were three to five minutes break while the children were talking with. The camera recorded the children's
reactions to emotional responses. The session for the dyad lasted approximately 20 to 25 minutes.

Data Coding
First-Order False Belief

The participating children's first belief scores were assessed using two separate task groups with four
implementations for the study. To determine the scores of the participating children, a) accomplishments of the
tasks and b) total correct answers were calculated. 2 memory questions and 1 control question were asked in each
task. Therefore, a total of 12 questions were asked of the children. An observation form with the tasks and
responses was prepared to record the children's responses. The children's responses to each task set were marked
by watching to determine correct and incorrect answers. The total number of correct and incorrect responses was
calculated based on the children's answers. For example participant A answered 12 questions with 10 correct
answers and 2 wrong answers. The children's task accomplishments on the tasks were calculated. Thus, the correct
responses to the two memory questions and the one control question in each task set were analyzed. Answering
both memory and control questions (three questions) concerning the task correctly was defined as the task
accomplishment criterion for the task success (For instance, participant A: test of task boxes: memory question:
true, 2. memory question: true, 3. control question: false = unsuccessful). Finally, the total number of tasks the
children completed and passed was calculated (For instance, participant A: 4 task sets/3 task successful-1 task
unsuccessful).

Reactions to Emotional Responses

In this study, the responses of the participating children to the happy and sad emotional reactions
displayed by the play partner were coded into 7 different behavior categories. The coding categories were:

a) Ignorance: The child ignores the adult’s emotion, displays no interest, and continues his/her play activity
as if nothing happened.

b) Physical comforting: The child gets closer physically to the play partner, hugging, and touching his/her
arms or body.

c) Positive response: The child expresses similar emotions in response to the expression of the play partner.
The child's behaviors, such as raising eyebrows and squinting, puffing cheeks, dropping lip lines, thinning
voice, and speaking slowly with a low-level voice, were coded in reaction to the expression of sadness.
The child's behaviors, such as opening eyes wide, and round, displaying brightly colored eyes, smiling
with either open or closed lips, raising the lip lines, and responding in a loud voice, were all coded to the
expression of happiness.

d) Distraction: The child tries to direct the play partner’s attention to another activity or play. (For example,
researcher: “My car broke down.” while the child said to the play partner, "Let's cook for the doll." etc.).
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e) Directing attention without reaction: The child tries to listen without showing any reactions and directs
his/her attention to what is happening around them.

f) Negative response: The child expresses the opposite emotion in response to the expression of an adult.

g) Physical excitement response: The child claps his/her hands, jumps, and moves his/her shoulders and
body when the adult is happy and lower arms and bows his/her head to the floor when the adult is sad.

This category differs from the category of physical comforting in a way that the child responds without
establishing tactile contact with the play partner. Children's responses to happy and sad expressions in the study
were categorized by observing and coding their recorded actions and classifying them into the appropriate
category. The coding process lasted 40 seconds using the whole interval recording technique.

Inter-observer Agreement

Inter-observer agreement data of the study were calculated by coding the children's ToM scores and
reactions to emotional responses. From the participants, 59 video recordings were collected, including some of
their reactions to ToM tasks and some of their responses to emotional expressions. In the current study, inter-
observer agreement was calculated for 30% of the randomly selected from video recordings. Data coding was
completed with 18 videos involving ToM tasks and 18 video recordings of children’s reactions to emotional
responses.

A second observer who completed his master's degree in the field of education of children with visual
impairments coded the observation data. The second observer received behavioral coding training in the area of
coding the reactions to emotional responses and ToM skills. In the present study, inter-observer agreements were
calculated using the formula [Agreement / (Agreement + Disagreement) x 100] (Kazdin, 1982). Inter-observer
agreements were found to be 94.44% for ToM scoring and 88.88% for reactions to emotional responses.

Implementation Fidelity

The study selected 30% of the first researcher's implementations of ToM tasks and recordings of
children’s reactions to emotional responses randomly. The second observer, who received his master's degree in
the field of education of children with visual impairments, coded the implementation's fidelity. The formula
[Observed Researcher Behavior / Planned Researcher Behavior x 100] was used to calculate the implementation
fidelity (DiGennaro et al., 2007). The ToM tasks' implementation fidelity was found to be 97.22%, and
implementation fidelity of play dyads was 95.37%.

Data Analysis

A Kolmogorov-Smirnov normality test was used to examine the data distribution of the ToM reactions to
emotional responses. Results showed that the study data did not confirm the parametric tests' assumptions. The
participants were three groups of children, children with low vision, children with severe visual impairments, and
sighted children. A Kruskal-Wallis test was used to compare the scores of the groups. Using a Dunn-Bonferroni
post hoc test, findings showed the groups contributed to the statistically significant differences based on the
Kruskal Wallis test results. In addition, the current study examined the correlations between the participating
children's ToM scores and reactions to emotional responses. A Spearman correlation test was used to investigate
the correlations between the ToM scores and reactions to emotional responses in each study group.

Results

The results of the Kruskal Wallis analysis for ToM scores of children with low vision, children with
severe visual impairments, and sighted children are shown in Table 1. In the analysis of children's ToM scores, the
unexpected location task ranged between a maximum score of six and a minimum score of zero. In contrast, the
unexpected content task ranged between a maximum score of six and a minimum score of zero. Finally, the scores
of the ToM tasks ranged from four to zero.
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Table 1
Kruskal-Wallis H Test Results on ToM Skills
Variables Groups n X sd Mean rank 1 p Significant difference
Unexpected Low vision 20 .50 .82 28.95
loca‘gon Severe 19 21 41 24.66 6.17 .046 3>2;p=.014
Sighted 20 .85 .87 36.13
Low vision 20 1.60 .68 36.30 o
[i‘l‘;’ingted Severe 19 21 41 1195 3838 .000 é i%fp - '888
Sighted 20 1.85 .36 40.85 P
Low vision 20 2.10 1.25 34.00 o
ToM tasks ~ Severe 19 42 83 14.16 27.16 000 é i%fp _ '888
Sighted 20 2.70 1.08 41.05 P

Note: ToM = theory of mind.

As shown in Table 1, the scores of the first-order false belief tasks were significantly different between
study groups in the unexpected location task (y° = 6.17; p < .05), unexpected content task (y° = 38.38; p <.001)
and ToM tasks (3’ = 27.16; p < .001) between children with low vision and severe visual impairments, and sighted
children. A Dunn-Bonferroni post hoc test was used to determine the significant group differences. The post hoc
(Dunn-Bonferroni) analysis showed that there was a significant difference in the unexpected location task between
children with severe visual impairments and sighted children. Sighted children had higher scores in the unexpected
location task than children with severe visual impairments (3 > 2, p = .014). There was a significant difference in
the unexpected content task between children with low vision and children with severe visual impairments.
Children with low vision had higher scores in the unexpected content task when compared to children with severe
visual impairments (1 > 2, p = .000). Results also showed that there was a significant difference between sighted
children and children with severe visual impairments. Sighted children had higher scores than children with severe
visual impairments (3 > 2, p =.000).

Findings from the study showed that there was a significant difference in the ToM tasks between children
with low vision and children with severe visual impairments. Children with low vision scored higher than children
with severe visual impairments (1 > 2, p = .000). Additionally, results showed a significant difference between
sighted children and children with severe visual impairments. Sighted children scored higher than children with
severe visual impairments (3 > 2, p =.000).

Table 2

Kruskal-Wallis H Test Results on Reactions to Emotional Expressions

Variables Groups n X sd Mean rank x2 p Significant difference
Low vision 20 2.00 1.58 29.60 1>3;p=.028
1 Severe 19 4.65 2.66 44.20 23.99 .000 2>3;p=.000
Sighted 20 .70 .80 17.70 2>1;p=.007
Low vision 20 .20 .61 26.00
C Severe 19 .10 .30 25.20 15.77 .000 g i?fp ; 88(1)
Sighted 20 .80 .76 40.30 P
Low vision 20 3.10 1.74 30.95 1>2;p=.003
PR Severe 19 1.05 1.35 14.70 32.80 .000 3>2;p=.000
Sighted 20 4.90 1.16 45.85 3>1;p=.006
Low vision 20 .10 .30 32.50
D Severe 19 .00 .00 29.50 4.06 131
Sighted 20 .00 .00 29.50
Low vision 20 1.20 .76 38.50
DA Severe 19 .60 .94 24.40 7.92 .019 1>2;p=.006
Sighted 20 .70 .65 28.60
Low vision 20 1.40 1.60 33.20
NR Severe 19 1.40 1.53 33.00 3.17 204
Sighted 20 .70 1.12 25.30
Low vision 20 .00 .00 27.50
PE Severe 19 .20 .61 30.70 4.08 129
Sighted 20 .20 41 33.30

Note: C = physical comforting; D = distraction; DA = directing attention without reacting; I = ignorance; NR = negative response; PE =
physical excitement response; PR = positive response.
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The results of the Kruskal Wallis analysis in the reactions to emotional responses of children with low
vision, children with severe visual impairments, and sighted children are shown in Table 2. The category scores
of the groups were analyzed to assess the reactions to emotional responses.

Table 2 showed that reactions to emotional responses were significantly different between study groups
in ignorance (y>= 23.99; p < .001), physical comforting (y* = 15.77; p < .001), positive response (y> = 32.80; p <
.001), directing attention without reacting (y°= 7.92; p < .05) categories between children with visual impairments,
children with low vision and sighted children. The post hoc (Dunn-Bonferroni) analysis showed that there was a
significant difference in ignorance between children with low vision and sighted children. Children with low vision
scored higher in the ignorance category than sighted children (1 > 3; p = .028). There was also a significant
difference between children with severe visual impairments and sighted children. Children with severe visual
impairments scored higher than sighted children (2 > 3; p = .000). In addition, findings showed a significant
difference between children with severe visual impairments and children with low vision. Children with severe
visual impairments scored higher than children with low vision (2 > 1; p =.007). There was a significant difference
in the physical comforting between sighted children and children with severe visual impairments. Sighted children
scored higher than children with severe visual impairments (3 > 2; p = .000). Results from the study showed that
there was a significant difference between sighted children and children with low vision. Sighted children scored
higher than children with low vision (3 > 1; p = .001). In the positive response category, findings showed
significant differences between children with low vision and children with severe visual impairments. Children
with low vision scored higher than children with severe visual impairments (1 > 2; p = .003). Within the same
category, there was a significant difference between sighted children and children with severe visual impairments
indicating that sighted children scored higher than children with severe visual impairments (3 > 2; p = .000).
Findings also showed that there was a significant difference between sighted children and children with low vision.
Sighted children scored higher than children with low vision (3 > 1; p = .006). Finally, results demonstrated a
significant difference in the directing attention without reacting category between children with low vision and
children with severe visual impairments. Children with low vision scored higher than children with severe visual
impairments (1 > 2; p =.0006).

Table 3

Correlation Analysis Between Theory of Mind and Reactions to Emotional Responses Children with Visual
Impairments, Children with Low Vision and Sighted Children

| C PR D DA NR PE
Groups r p r p r p r p r p r p r p
Low vision -372 106 -362 .117 .348 .132 -362 .117 -108 .651 .242 .304 - -
Severe ToM -526 .021 .664 .002 .552 .014 - - .083 736 .176 .470 -.177 .468
Sighted -027 909 541 .014 .128 .590 - - -.000 1000 -.328 .158 -.337 .146

Note: C = physical comforting; D = distraction; DA = directing attention without reacting; I = ignorance; NR = negative response; PE =
physical excitement response; PR = positive response; ToM = theory of mind.

Table 3 showed significant relationships between ToM task scores and ignorance scores of children with
severe visual impairments (p =.021). Correlation coefficients are indicated in research as r =.10-.29 small, r = .30-
.49 medium, and r =.50-1.0 high (Pallant, 2016). The effect size of these relationships was negative directionally
and high respectively. Findings also showed significant associations between ToM task scores and physical
comforting scores of children with severe visual impairments (p =.002). The effect size of these relationships was
positive directionally and high respectively. Study findings showed significant associations between ToM task
scores and positive response scores of children with severe visual impairments (p = .014). The effect size of these
relationships was positive directionally and high respectively. Also, the findings demonstrated significant
associations between ToM task scores and physical comforting scores of sighted children (p = .014). The effect
size of these relationships was positive directionally and high, respectively.

Discussion

In the study, children with severe visual impairments, children with low vision, and sighted children were
examined by comparing their ToM scores and their responses scores to reactions to emotional responses. The first
purpose of the study compared ToM-first-order false belief task among the participant groups. The study's findings
demonstrated a significant difference in the overall scores for unexpected content, unexcepted location, and tom
between children with severe visual impairments, children with low vision, and sighted children. The study showed
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that children with severe visual impairment scored much lower on the unexpected content tasks than children with
low vision and sighted children and significantly lower on the unexpected location tasks than sighted children.

It observed that children with severe visual impairments in ToM-first order false belief tasks scores had
significantly lower than children with low vision and sighted children. In addition, children with low vision were
more successful in ToM tasks than children with severe visual impairments. However, sighted children got higher
scores than children with visual impairment. These study's findings demonstrate that children's levels of vision are
related to ToM processes and that their ToM scores rise with their level of vision. In fact, it has been established
that children with visual impairment show delays in recognizing their own and others' perspectives and roles
(Hobson, 1990), as well as delays in comparison to sighted peers when determining the mental and emotional
situation of others (Brambring & Asbrock, 2010). This research supports a previous study reporting that children
with visual impairment display delays in ToM skills compared to their sighted peers (Brambring & Asbrock, 2010;
Green et al., 2004; Minter et al., 1998; Peterson et al., 2000).

The second purpose of the study was to compare the responses of the participating children to an adult's
emotional expressions. The study's findings showed significant differences in the categories of ignorance, physical
comforting, positive response, and directing attention without reacting between children with low vision, children
with severe visual impairments, and sighted children. According to the study, children with severe visual
impairments scored higher than children with low vision and sighted children in the ignorance category. however,
it was shown that children with low vision scored much better than children with severe visual impairments in the
categories of positive response and directing attention without reacting and in the category of ignorance compared
to their sighted peers. Finally, it was demonstrated that the sighted children received significantly higher scores
than children with low vision and severe visual impairments in a positive response and physical comfort.

Compared to children with low vision and sighted children, children with severe visual impairments
displayed ignorance more frequently. In fact, it is stated that children with visual impairments may have difficulty
understanding the facial emotions of others due to their limited visual inputs (Wolffe, 2000). Accordingly, it has
been shown that young infants with visual impairment display social exchange difficulties in many sub-
dimensions, such as initiating and responding to mother-child interactions (irtis & Ozdemir, 2019). It is also
remarkable that children with low vision scored higher than children with severe visual impairments in the positive
response and directing attention without reacting categories. This finding indicates that emotional expressive
reactions may be affected by vision. According to anecdotes, children with severe visual impairments frequently
ignore the researcher's emotional displays.

In contrast, children with low vision pay attention to their surroundings, try to understand, or give
compatible responses. This study's conclusion agrees with previous studies demonstrating that children with visual
impairments have difficulty expressing their emotions (Cotuk & Ozdemir, 2021; Roch-Levecq, 2006). On the
other hand, it has been noticed that when sighted children observe adults displaying reactions to emotional
responses, they approach the adult's side, attempt to hug the adult to express their feelings, etc., and display
reactions that are consistent with the practitioner's feelings.

The third purpose of the study was to investigate the relationships between children's ToM skills and their
reactions to emotional responses. The finding showed a significant and negative relationship between ToM tasks
and the ignorance category of the children with severe visual impairment, as well as a significant and positive
relationship between ToM tasks and physical comforting and positive response. However, it was shown that there
was a significant and positive relationship between sighted children's ToM scores and physical comforting. Finally,
it was discovered that there was no relationship between the ToM score and reactions to emotional responses
performed by low vision. This finding suggests that low vision displayed more adaptive behaviors than children
with severe visual impairments, but it is also seen as a sign that low vision children are less able to develop social
reactions that are appropriate for the social situation than sighted children.

The findings of this research demonstrated that children’s vision levels were associated with ToM and reactions
to emotional responses. The result indicated that children with severe visual impairments have difficulties with first-
false belief and respond less to the researcher's expressed emotions. In the Ignorance category, children showed
behaviors including not responding to the adult's emotion, not directing any attention, and carrying on with their play as
if nothing had happened. During the implementation, the researcher's facial expressions, gestures, and tones of voice
represented her emotions, both in happy and sad emotions. The literature explains that facial expressions have social cue
value and that emotional expressions are perceived based on the information provided by these cues (Hess et al., 2009).
In fact, studies have found that at the ages of three to four, sighted children benefit from facial clues, including facial
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expression and gaze direction, to understand the mental states of others (Baron-Cohen & Cross, 1992). On the other side,
it is claimed that because of the advancement of ToM, which has an overlapping impact, they have a better understanding
of how others may have beliefs, desires, feelings, or intentions that are dissimilar from their own (Astington & Baird,
2005; Greenaway & Dale, 2017). However, it is reported that children with visual impairment have difficulties
reading facial expressions (Wolffe, 2000). These children have trouble identifying their own perspectives from
other people and their roles (Hobson, 1990). As a result, it is believed that the difficulties children with severe
visual impairment experience in understanding the reactions to emotional responses displayed by others may also
contribute to delays in ToM. In fact, it has been discovered that children with severe visual impairments have
difficulties with ToM because they cannot engage in symbolic play, which requires the player to play the role of
the others (Karakasoglu & Ozdemir, 2021). Finally, anecdotal evidence from this research indicates that children
with severe visual impairment do not automatically imitate others' emotions while they watch them (Arnold &
Winkielman, 2020).

Children with low vision performed much better on the ToM task than children with severe visual
impairments and responded differently to the researcher's emotional expressions. In this regard, it has been
observed that children with low vision, as opposed to children with severe visual impairments, can respond more
adaptively to reactions to emotional responses and can respond tactilely with contact (hugging, getting closer) and
excitement reactions (such as clapping their hands), or by paying attention while trying to understand their
surroundings. This study's conclusion demonstrates the developmental importance of visual input in understanding
children's reactions to emotional responses and recognizing others' different mental states.

Finally, it was concluded that sighted children were more proficient in ToM processes than children with
visual impairments (severe visual impairment and low vision). From an early age, sighted children attempt to help
others, especially when they are in need, and as they become older and develop their ToM, they become better
able to distinguish between the different mental states of others (emotions, thoughts, desires, etc.). For instance, it
has been demonstrated that a 26-month-old infant tries to comfort a distressed child by observing and approaching
them when they are upset (Wittmer & Petersen, 2016). Another study showed that 2-year-old children recognize
their mothers' problems (such as sadness, discomfort, and frailty) and demonstrate social interaction skills by
offering support and comfort to their mothers (Zahn-Waxler et al., 1992).

This study has some limitations, just like any other study. The participants in the study consisted of
children with low vision and children with severe visual impairments who have any other disabilities. Although
visual impairment is a rare disability, it is common to detect additional impairments, particularly in neurologic
visual impairments. The number of children with visual impairments who participated was limited due to the
study's focus on examining the limitations of visual skills among groups without developmental differences. In
further studies, children with developmental disabilities can be included. Further research may be conducted to
investigate the developmental impacts of other possible social factors on larger participant groups, given the close
relationship between ToM development and social experiences.

Additionally, this research examined the relationships between children's ToM skills and their emotional
expressive responses in the context of two primary emotional states. Future studies can investigate the relationship
between the uses of different emotions and ToM. Throughout, emotional responses can be observed by directly
examining how visually impaired children interact with their parents in daily life. Finally, it is suggested to use
perspective-taking tasks on emotions in future research. Beyond all of these research limitations, the results of this
study clearly demonstrated that children with severe visual impairment in the groups whose ages of language and
cognitive development were matched experience limitations in the development of their ToM and their ability to
produce adaptive emotional responses. Considering this study results, supporting children with severe visual
impairment in adapting to social situations as early as possible is crucial.

Authors’ Contributions

The subject of the article, the research design sections, was carried out by Prof. Selda Ozdemir, and the
collection of data, analysis of the data and the reporting of the study were carried out by Assist. Prof. Hale Cotuk.

Cotuk & Ozdemir 2023, 24(2)



THEORY OF MIND AND REACTIONS TO EMOTIONAL RESPONSES IN CHILDREN WITH VISUAL 211
IMPAIRMENTS: A COMPARISON WITH SIGHTED CHILDREN

References

Ahn, H. J. (2003). Teachers' role in the socialization of emotion in three child care centers (Publication No.
3096920) [Doctoral dissertation, Pennsylvania State University]. ProQuest Dissertations and Theses

database.
Anghel, D. (2012). The development of Theory of Mind in children with congenital visual impairments. Scientific
Journal of Humanistic Studies, 4(7), 229-235.

https://web.b.ebscohost.com/abstract?direct=true&profile=ehost&scope
Arnold, A. J., & Winkielman, P. (2020). The mimicry among us: Intra-and inter-personal mechanisms of
spontaneous mimicry. Journal of Nonverbal Behavior, 44(1), 195-212. https://doi.org/10.1007/s10919-
019-00324-z

Aronson, E., Wilson, T. D., & Akert, R. M. (2012). Social psychology (8th ed.). Pearson.

Astington, J. W., & Baird, J. A. (2005). Introduction: Why language matters. In J. W. Astington, & J. A. Baird
(Eds.), Why language matters for Theory of Mind (pp. 3-25). Oxford University Press.

Baron-Cohen, S., & Cross, P. (1992). Reading the eyes: Evidence for the role of perception in the development of
a Theory of Mind. Mind & Language, 7(1-2), 172-186.
https://onlinelibrary.wiley.com/doi/abs/10.1111/].1468-0017.1992.tb00203.x

Baron-Cohen, S., Leslie, A. M., & Frith, U. (1985). Does the autistic child have a “Theory of Mind”? Cognition,
21(1), 37-46.

Bartoli, G., Bulgarelli, D., & Molina, P. (2019). Theory of Mind development in children with visual impairment:
The contribution of the adapted comprehensive test ToM storybooks. Journal of Autism and
Developmental Disorders, 49(9), 3494-3503. https://link.springer.com/article/10.1007/s10803-019-
04064-3

Bjorklund, D. F., Cormier, C. A., & Rosenberg, J. S. (2005). The evolution of Theory of Mind: Big brains, social
complexity, and inhibition. In W. Schneider, R. Schumann-Hengsteler, & B. Sodian (Eds.), Young
children's cognitive development: Interrelationships among executive functioning, working memory,
verbal ability and Theory of Mind (pp. 147-174). Lawrence Erlbaum Associates Publishers.

Brambring, M., & Asbrock, D. (2010). Validity of false belief tasks in blind children. Journal of Autism and
Developmental Disorders, 40(12), 1471-1484. https://link.springer.com/article/10.1007/s10803-010-

1002-2
Cole, P. M., Jenkins, P. A., & Shott, C. T. (1989). Spontaneous expressive control in blind and sighted children.
Child Development, 60(3), 683-688.

https://www.jstor.org/stable/1130733?casa_token=ulgm4RHaCNEAAAAA%3AQKBzV3aDnE5AO0FX

Corn, A. L., & Lusk, K. E. (2010). Perspectives on low vision. In A. L. Corn & J. N. Erin (Eds.), Foundations of
low vision: Clinical and functional perspectives (pp. 3-34). AFB.

Cotuk, H., & Ozdemir, S. (2021). Gérme yetersizliginden etkilenmis ¢ocuklar ile goren gocuklarin duygu
ifadelerine verdikleri tepkilerinin karsilastirilmasit [A comparison of the reactions to emotional
expressions of children with visual impairments and sighted children]. Ankara Universitesi Egitim
Bilimleri Fakiiltesi Ozel Egitim Dergisi, 22(3), 543-567.
https://doi.org/10.21565/0zelegitimdergisi.669915

Cotuk, H., & Ozdemir, S. (2022). Gérme yetersizliginden etkilenmis ve gdren cocuklarm sosyal etkilesim
becerilerinin karsilagtirilmas:1 [A comparison of the social interaction skills of children with visual
impairments and sighted children]. Pamukkale Universitesi Egitim Fakiiltesi Dergisi, Erken Goriiniim, 1-
21. https://doi.org/10.9779/pauefd.816803

Demir, F. E., & Ozdemir, S. (2016). A comparison of social skills of students with visual impairments and typically
developing students. IJAEDU-International E-Journal of Advances in Education, 2(4), 85-94.
https://doi.org/10.18768/ijaedu.14714

Cotuk & Ozdemir 2023, 24(2)


https://web.b.ebscohost.com/abstract?direct=true&profile=ehost&scope=site&authtype=crawler&jrnl=20668880&AN=83415780&h=fM6RaiKuZrpUTduoCkjGGoVdagyhOniTvnklPfN%2bZ9AgTA9tR%2bXcQSHMo7vWjAVqqK66SjTGK%2bbiivcbywQ55w%3d%3d&crl=c&resultNs=AdminWebAuth&resultLocal=ErrCrlNotAuth&crlhashurl=login.aspx%3fdirect%3dtrue%26profile%3dehost%26scope%3dsite%26authtype%3dcrawler%26jrnl%3d20668880%26AN%3d83415780
https://doi.org/10.1007/s10919-019-00324-z
https://doi.org/10.1007/s10919-019-00324-z
https://onlinelibrary.wiley.com/doi/abs/10.1111/j.1468-0017.1992.tb00203.x
https://link.springer.com/article/10.1007/s10803-019-04064-3
https://link.springer.com/article/10.1007/s10803-019-04064-3
https://link.springer.com/article/10.1007/s10803-010-1002-2
https://link.springer.com/article/10.1007/s10803-010-1002-2
https://www.jstor.org/stable/1130733?casa_token=u1gm4RHaCNEAAAAA%3AQkBzV3aDnE5A0FX
https://doi.org/10.21565/ozelegitimdergisi.669915
https://doi.org/10.9779/pauefd.816803
https://doi.org/10.18768/ijaedu.14714

THEORY OF MIND AND REACTIONS TO EMOTIONAL RESPONSES IN CHILDREN WITH VISUAL 212
IMPAIRMENTS: A COMPARISON WITH SIGHTED CHILDREN

DeMorat, M. G. (1998). Emotion socialization in the classroom context: A functionalist analysis (Publication No.
9921584) [Doctoral dissertation, University of California-Santa Barbara]. ProQuest Dissertations and
Theses database.

Dickerson, L. R., Smith, P. B., & Moore, J. E. (1997). An overview of blindness and visual impairment. In J. E.
Moore, W. H. Graves, & J. B. Patterson (Eds.), Foundations of rehabilitation counseling with persons
who are blind or visually impaired (pp. 3-23). AFB.

DiGennaro, F. D., Martens, B. K., & Kleinmann, A. E. (2007). A comparison of performance feedback procedures
on teachers' treatment implementation integrity and students' inappropriate behavior in special education
classrooms. Journal of Applied Behavior Analysis, 40(3), 447-461.
https://onlinelibrary.wiley.com/doi/abs/10.1901/jaba.2007.40-447?casa_token=kO-

Eggum, N. D., Eisenberg, N., Kao, K., Spinrad, T. L., Bolnick, R., Hofer, C., Kupfer, A. S., & Fabricius, W. V.
(2011). Emotion understanding, Theory of Mind, and prosocial orientation: Relations over time in early
childhood. The Journal of Positive Psychology, 6(1), 4-16.
https://www.tandfonline.com/doi/full/10.1080/17439760.2010.5367767casa token=GjyAQPCKGjMAA

Fraenkel, J. R., & Wallen, N. E. (2009). How to design and evaluate research in education. McGraw-Hill.

Galati, D., Sini, B., Schmidt, S., & Tinti, C. (2003). Spontaneous facial expressions in congenitally blind and
sighted children aged 8-11. Journal of Visual Impairment & Blindness, 97(7), 418-428.
https://journals.sagepub.com/doi/abs/10.1177/0145482X0309700704?casa_token=k3Z3GyyXXsMAA

Glumbic, N., Jablan, B., & Hanak, N. (2011). Theory of Mind of the persons with visual impairments: Theoretical
explanations and assessment procedures. Specijalna Edukacija i Rehabilitacija (Beograd), 10(3), 495-
508. https://rfasper.fasper.bg.ac.rs/handle/123456789/544

Green, S., Pring, L., & Swettenham, J. (2004). An investigation of first-order false belief understanding of children
with congenital profound visual impairment. British Journal of Developmental Psychology, 22(1), 1-17.
https://doi.org/10.1348/0261510047729010877?casa_token=0f5LG

Greenaway, R., & Dale, N. J. (2017). Congenital visual impairment. In L. Cummings (Ed.), Research in clinical
pragmatics, series: Perspectives in pragmatics, philosophy & psychology (pp. 1-45). Springer
International.

Harris, P. L., Johnson, C. N., Hutton, D., Andrews, G., & Cooke, T. (1989). Young children's Theory of Mind and
emotion. Cognition & Emotion, 3(4), 379-400. https://doi.org/ 10.1080/02699938908412713

Hess, U., Adams Jr., R. B., & Kleck, R. E. (2009). The face is not an empty canvas: How facial expressions interact
with facial appearance. Philosophical Transactions of the Royal Society B: Biological Sciences,
364(1535), 3497-3504. https://doi.org/10.1098/rsth.2009.0165

Hobson, R. P. (1990). On acquiring knowledge about people and the capacity to pretend: Response to Leslie
(1987). Psychological Review, 97(1), 114-121. https://doi.org/10.1037/0033-295X.97.1.114

Hughes, C., & Leekam, S. (2004). What are the links between Theory of Mind and social relations? Review,
reflections and new directions for studies of typical and atypical development. Social Development, 13(4),
590-619. https://doi.org/10.1111/j.1467-9507.2004.00285.x

Hyson, M. (2004). The emotional development of young children: Building an emotion-centered curriculum.
Teachers College Press.

Irtis, A., & Ozdemir, S. (2019). Goérme yetersizligi olan ve olmayan ¢ocuklarda anne-cocuk etkilesiminin
karsilagtirilmas1 [A comparison of mother-child interactions in children with visual impairments and
typically developing children]. Egitim ve Bilim, 44(200), 409-428.
http://dx.doi.org/10.15390/EB.2019.7997

Isitan, H. D., & Ozdemir, S. (2019). Gérme yetersizliginden etkilenmis cocuklar ve goren gocuklarin zihin kurami
becerileri ile ¢alisma belleginin karsilastirilmas: [A comparison of the theory of mind and working
memory performances of children with visual impairments and sighted children]. Hacettepe Universitesi
Egitim Fakiiltesi Dergisi, 35(4), 827-842. https://doi.org/10.16986/HUJE.2019055869

Cotuk & Ozdemir 2023, 24(2)


https://onlinelibrary.wiley.com/doi/abs/10.1901/jaba.2007.40-447?casa_token=k0-F8w25uhMAAAAA:tzXJS7VAvTK-jbmWQD8pbhULFpZ-yhaCdZOsCXliYzHFyzTtL8-5z6sAxwoFp_xHQ4OGYoLQoZULcjV5
https://www.tandfonline.com/doi/full/10.1080/17439760.2010.536776?casa_token=GjyAQPCkGjMAA
https://journals.sagepub.com/doi/abs/10.1177/0145482X0309700704?casa_token=k3Z3GyyXXsMAAAAA:luiey7TbqReieTlmGwKIl8BsAipaDVMOwb6hf5KQK2aERFyzGCpwvv3kuDrO8Bh-YPg2tmMSQjARog%20
https://rfasper.fasper.bg.ac.rs/handle/123456789/544
https://doi.org/10.1348/026151004772901087?casa_token=of5LG
https://doi.org/%2010.1080/02699938908412713
https://doi.org/10.1098/rstb.2009.0165
https://doi.org/10.1037/0033-295X.97.1.114
https://doi.org/10.1111/j.1467-9507.2004.00285.x
http://dx.doi.org/10.15390/EB.2019.7997
https://doi.org/10.16986/HUJE.2019055869

THEORY OF MIND AND REACTIONS TO EMOTIONAL RESPONSES IN CHILDREN WITH VISUAL 213
IMPAIRMENTS: A COMPARISON WITH SIGHTED CHILDREN

Johnson, B., & Christensen, L. (2016). Educational research: Quantitative, qualitative, and mixed approaches.
Sage.

Karakasoglu, S., & Ozdemir, S. (2020). Gérme yetersizligi olan ve goren ¢ocuklarin bakis agis1 alma ve birinci
derece yanlis kani atfi becerileri arasindaki iligkinin incelenmesi [An examination of the relationship
between perspective taking and first order false belief in children with visual impairments and sighted
children]. Inénii Universitesi Egitim Fakiiltesi Dergisi, 21(3), 1356-1373.
https://doi.org/10.17679/inuefd.793485

Karakasoglu, S., & Ozdemir, S. (2021). Gérme yetersizligi olan ve goren ¢ocuklarin gelisimsel oyun seviyeleri ile
zihin kuramimin kargilagtirmali incelenmesi [A comparative examination of theory of mind and
developmental play assessment in children with visual impairments and sighted children]. Ankara
Universitesi ~ Egitim  Bilimleri ~ Fakiiltesi ~ Ozel — Egitim  Dergisi,  22(3), 611-638.
https://doi.org/10.21565/0zelegitimdergisi.719171

Kazdin, A. E. (1982). Single-case research designs: Methods for clinical and applied settings. Oxford University Press.

Korkmaz, B. (2011). Theory of Mind and neurodevelopmental disorders of childhood. Pediatric Research, 69(5), 101-
108. https://www.nature.com/articles/pr92011100

Lang, M., Hintermair, M., & Sarimski, K. (2017). Social-emotional competences in very young visually impaired
children. British Journal of Visual Impairment, 35(1), 29-43. https://doi.org/10.1177/0264619616677171

Minter, M., Hobson, R. P., & Bishop, M. (1998). Congenital visual impairment and ‘Theory of Mind’. British Journal
of Developmental Psychology, 16(2), 183-196.
https://bpspsychub.onlinelibrary.wiley.com/doi/abs/10.1111/j.2044-

Ozkubat, U., & Ozdemir, S. (2012). Gérme yetersizliginden etkilenmis ve normal gelisim gosteren ¢ocuklarin sosyal
becerilerinin karsilastirilmasi [A comparison of social skills in turkish children with visual impairments and
typically developing children ]. Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi, 13(1), 1-
14. https://doi.org/10.1501/Ozlegt 0000000163

Pallant, J. (2016). SPSS kullanma kilavuzu [SPSS survival manual] (S. Balc1 & B. Ahi, Trans.). An1 Yayincilik. (Original
book published 2001)

Perner, J., Leekam, S. R., & Wimmer, H. (1987). Three-year-olds' difficulty with false belief: The case for a conceptual
deficit. British Journal of Developmental Psychology, 5(2), 125-137.

Peterson, C. C., Peterson, J. L., & Webb, J. (2000). Factors influencing the development of a Theory of Mind in blind
children. British Journal of Developmental Psychology, 18(3), 431-447.
https://doi.org/10.1348/026151000165788

Pijnacker, J., Vervloed, M. P. J., & Steenbergen, B. (2012). Pragmatic abilities in children with congenital visual
impairment: An exploration of non-literal language and advanced Theory of Mind understanding. Journal of
Autism and Developmental Disorders, 42(11), 2440-2449. https://doi.org/10.1007/s10803-012-1500-5

Repacholi, B. M., & Gopnik, A. (1997). Early reasoning about desires: Evidence from 14-and 18-month-olds.
Developmental Psychology, 33(1), 12-21. https://doi.org/10.1037/0012-1649.33.1.12

Roch-Levecq, A. C. (2006). Production of basic emotions by children with congenital blindness: Evidence for the
embodiment of Theory of Mind. British Journal of Developmental Psychology, 24(3), 507-528.
https://doi.org/10.1348/026151005X50663

Sak-Wernicka, J. (2016). Exploring Theory of Mind use in blind adults during natural communication. Journal of
Psycholinguistic Research, 45(4), 857-869. https://doi.org/10.1007/s10936-015-9379-x

Savagir, 1., Sezgin, N., & Erol, N. (1994). Ankara Gelisim Tarama Envanteri el kitabt [Ankara Development Screening
Inventory]. Ankara Universitesi T1p Fakiiltesi.

Thornton, S. (2002). Growing minds: An introduction to cognitive development. Palgrave Macmillan.

Trevarthen, C. (2012). The generation of human meaning: How shared experience grows in infancy. In A. Seemann
(Ed.), Joint attention: New developments in psychology, philosophy of mind, and social neuroscience (pp. 73-
113). MIT Press.

Cotuk & Ozdemir 2023, 24(2)


https://doi.org/10.17679/inuefd.793485
https://doi.org/10.21565/ozelegitimdergisi.719171
https://www.nature.com/articles/pr92011100
https://doi.org/10.1177/0264619616677171
https://bpspsychub.onlinelibrary.wiley.com/doi/abs/10.1111/j.2044-835X.1998.tb00918.x?casa_token=rzp6oTtGvZAAAAAA%3ArQk-ll5WHs5t8LFzGGyJRYCYFTkjPy0JLeSFGF4AzwpdRxdoBkX8UItmyCbUDxuzi4x2g8mCUrN6HPuT
https://doi.org/10.1501/Ozlegt_0000000163
https://doi.org/10.1348/026151000165788
https://doi.org/10.1007/s10803-012-1500-5
https://doi.org/10.1037/0012-1649.33.1.12
https://doi.org/10.1348/026151005X50663
https://doi.org/10.1007/s10936-015-9379-x

THEORY OF MIND AND REACTIONS TO EMOTIONAL RESPONSES IN CHILDREN WITH VISUAL 214
IMPAIRMENTS: A COMPARISON WITH SIGHTED CHILDREN

Walle, E. A., & Campos, J. J. (2012). Interpersonal responding to discrete emotions: A functionalist approach to the
development of affect specificity. Emotion Review, 4(4), 413-422. https://doi.org/10.1177/1754073912445812

Wellman, H. M. (2014). Making minds: How Theory of Mind develops. Oxford University Press.

Wellman, H. M., & Liu, D. (2004). Scaling of Theory-of-Mind tasks. Child Development, 75(2), 523-541.
https://doi.org/10.1111/j.1467-8624.2004.00691.x

Wellman, H. M., & Woolley, J. D. (1990). From simple desires to ordinary beliefs: The early development of everyday
psychology. Cognition, 35(3), 245-275. https://doi.org/10.1016/0010-0277(90)90024-E

Wimmer, H., & Perner, J. (1983). Beliefs about beliefs: Representation and constraining function of wrong beliefs in
young children's understanding of deception. Cognition, 13(1), 103-128. https://doi.org/10.1016/0010-
0277(83)90004-5

Wittmer, D. S., & Petersen, S. H. (2016). Infant and toddler development and responsive program planning: A
relationship-based approach (4th ed.). Pearson.

Wolffe, K. E. (2000). Adults with low vision: Personal, social and independent living needs. In A. L. Corn & A. J.
Koenig (Eds.), Foundations of low vision: Clinical and functional perspectives (pp. 322-339). AFB.

Zahn-Waxler, C., Radke-Yarrow, M., Wagner, E., & Chapman, M. (1992). Development of concern for others.
Developmental Psychology, 28(1), 126-136. https://doi.org/10.1037/0012-1649.28.1.126

Cotuk & Ozdemir 2023, 24(2)


https://doi.org/10.1177/1754073912445812
https://doi.org/10.1111/j.1467-8624.2004.00691.x
https://doi.org/10.1016/0010-0277(90)90024-E
https://doi.org/10.1016/0010-0277(83)90004-5
https://doi.org/10.1016/0010-0277(83)90004-5
https://doi.org/10.1037/0012-1649.28.1.126

Is185a¢) WY

Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi
Ankara University Faculty of Educational Sciences Journal of Special Education
2023, 24(2), 215-234

ARASTIRMA | RESEARCH

Gonderim Tarihi | Recieved Date: 24.10.21
Kabul Tarihi | Accepted Date: 26.12.22
Erken Goriiniim | Online First: 07.01.23

Otizm Spektrum Bozuklugu Olan Birden Fazla Cocuga Sahip Annelerin
Deneyimleri: Yorumlayici Fenomenolojik Analiz Calismasi

Tirkce okumak i¢in tiklayiniz

Experiences of Mothers of Multiple Children with Autism Spectrum
Disorder: An Interpretative Phenomenological Analysis Study

Click here to read in English

Hatice Sengiil-Erdem


https://orcid.org/0000-0003-2933-8198

Ankara Universitesi Egitim Bilimleri ARASTIRMA

: Fakiiltesi Ozel Egitim Dergisi Génderim Tarihi: 24.10.21
Kabul Tarihi: 26.12.22
2023, 24(2), 215-234 Erken Gortiniim: 07.01.23

Otizm Spektrum Bozuklugu Olan Birden Fazla Cocuga Sahip Annelerin
Deneyimleri: Yorumlayici Fenomenolojik Analiz Calismasi

Hatice Sengiil-Erdem"='"*

Oz
Giris: Bu calismada, otizm spektrum bozuklugu (OSB) olan birden fazla ¢ocuga sahip annelerin deneyimlerinin
derinlemesine incelenmesi amaglanmustir.

Yontem: Yorumlayici fenomenolojik analiz ¢alismasi olarak desenlenen galismaya OSB olan birden fazla ¢ocuga
sahip dokuz anne katilmis ve veriler yari-yapilandirilmis goriismeler yoluyla toplanmistir. Verilerin analizinde
annelerin kisisel sdylemlerinin ve duygusal yansimalarinin derinlemesine ortaya konabilmesi i¢in yorumlayici
fenomenolojik analiz yontemi kullanilmistir.

Bulgular: Analiz sonucunda yasamin merkezi: Iki otizmli cocuk annesi olmak, gittikge artan izolasyon ve
giliclenme c¢abalar1 olmak iizere ii¢ ana temaya ulasilmistir. Bulgulara gore anneler yasamlarini OSB olan
cocuklarin1 merkeze alarak siirdiirmekte ve sosyal yasam i¢inde gittikce yalnizlagsmaktadirlar. Anneler, giinliik
yasamlarini siirdiirmekte zorlanmakta, yogun bir gelecek endisesi yasamakta, ihtiya¢ duyduklari destek
kaynaklarindan yoksun olduklarini diisiinmekte ve OSB olan birden fazla ¢ocuk sahibi olmanin esleri ile olan
iligkileri ve sosyal aglarinda yalnizliklarini arttiracak doniisiimlere yol actigini hissetmektedirler. Bunun yaninda
anneler giiclenmek igin gesitli stratejiler gelistirmektedirler. Bu stratejiler dini inanglar, ¢ocuklarini birbirleri ile
veya daha yogun yetersizligi olan ¢ocuklarla kiyaslamak ve ¢ocuklarinin kii¢iik basarilarina odaklanmak seklinde
ortaya ¢ikmugtir.

Tartisgma: Konu ile ilgili siurlt ¢alisma olmakla birlikte OSB tanili birden fazla g¢ocugu olan annelerin
deneyimleri, yetersizligi olan birden fazla ¢ocuga sahip veya OSB tanili bir ¢ocugu olan annelerin deneyimlerini
aragtiran ¢alisma bulgulari ile benzerlik gostermektedir.

Sonuc ve Oneriler: OSB olan birden fazla cocuga sahip olan anneler bir yandan yogun bir sosyal izolasyon
yasayip “annelik roliini” yasamlarinin merkezine alirken bir yandan da kendilerini gii¢lii kilmak zorunda
hissetmekte ve bunun i¢in baz1 stratejiler geligtirmektedirler. Arastirma bulgularina gére OSB olan birden fazla
¢ocuga sahip annelerin yasamlarini kolaylastiracak diizenlemeler gerektigi ve annelerin deneyimlerinin daha
biiyiik katilimer sayisti ile yapilacak ¢alismalarla incelenmesi nerilmektedir.
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Giris

Otizm spektrum bozuklugu (OSB) Amerikan Psikiyatri Birligi (American Psychiatric Association [APA])
tarafindan yayimlanan Ruhsal Bozukluklarin Tanisal ve Istatistiksel El Kitabmin besincisinde (DSM-5) kendini
toplumsal iletisim ve etkilesimde smurlilik ile kisithh ve yineleyici davranislarla gosteren norogelisimsel bir
bozukluk olarak tanimlanmaktadir (APA, 2013). Son yaymlanan yaygimlik oranina dair verilerde 44 gocuktan
birinde OSB goriilme riski oldugu belirtilerek yayginliginin hizla arttigina vurgu yapilmaktadir (Maenner vd.,
2021). Cocuklarmnin tani almast ile birlikte ebeveynleri igin de farkli bir donem baglamaktadir. Bazi ¢alismalarda
tanilamanin stresli, ebeveynler tarafindan anlagilmasi zor olan, OSB’nin nedenlerinin ve tedavi ile ilgili
belirsizliklerin oldugu karmasik bir siire¢ oldugu belirtilmektedir (Dale vd., 2006; Keenan vd., 2009). Tan1 sonrasi
ebeveynlerin giinliilk yagamlar1 OSB olan ¢ocuklarinin bakiminin getirdigi yiik nedeniyle ve &zellikle problem
davraniglar1 yonetmekte ve rutinlerin degismesi sonucu ortaya ¢ikan 6fke ndbetleri ile bag etmekte zorlandiklari
icin biyiik dlgiide bir degisime ugramakta (DePape & Lindsay, 2015), ebeveynler aile ve daha genis bir sosyal
gevre iginde farkli zorluklar ile karsilagsmaktadirlar (Broady vd., 2017).

DePape ve Lindsay’in (2015) OSB olan ¢ocuga sahip ebeveynlerin deneyimleri ile ilgili calismasinda,
cocuklarindaki gelisimsel farkliliklara dair tani aldiklari i¢in ebeveynlerin tanilama sonrasinda bir rahatlama
hissettikleri, fakat OSB’nin yasam boyu devam eden bir bozukluk oldugunu 6grenmelerinin ise ebeveynlerde
yikima neden oldugu belirtilmektedir. Fernandez-Alcantara ve digerlerine (2016) gore “otizm” sdzciigii o ana
kadar beklenen “saglikli” ¢ocugun ve onlar i¢in hayal ettikleri gelecegin beklenmedik kaybidir ve bu duygu
ebeveynlerde kedere yol agmaktadir. Tanilama boyunca ve sonrasinda annelerin OSB olan ¢ocuklari igin egitim
ve miidahale hizmetlerini yiiriitmek, ev igleri ile ilgilenmek ve ¢alismayi es zamanl yiiriitmek zorunda kaldiklari
icin daha kirilgan hale geldigi ve stres yasadiklart belirtilmektedir (Lutz vd., 2012; Nicholas vd., 2020; Reddy vd.,
2019). Annelerin yasadiklari stres bir¢ok yasanti ve etken sonucunda daha da artmaktadir. Cocuklarin problem
davranislari ve iletigsim zorluklar1 yasamalar1 (Lutz vd., 2012; Pepperell vd., 2018; Safe vd., 2012), annelerin sosyal
ve ev yasamindaki etkinlikleri diizenleme zorunlulugu (Lutz vd., 2012), ¢ocuklarmin bakimi ile ilgili fazladan
olusan yiik ve sorumluluk (Dale vd., 2006; Nicholas vd., 2020), finansal kaygilar ve kaynak sinirliliklar1 (Gobrial,
2018; Lutz vd., 2012; Nicholas vd. 2020; Sim vd., 2018), sosyal iliskilerdeki gerginlikler ve sosyal yasamdan
kendini ¢ekme (Furrukh & Anjum, 2020; Gobrial, 2018; Lutz vd., 2012; Pepperell vd., 2018; Sim vd., 2018),
OSB’nin nedenleri ile ilgili belirsizlikler (Dale vd., 2006), gelecek korkusu (Pepperell vd., 2018) ve eslerle olan
iliskideki degisimler (DePape & Lindsay, 2015; Sim vd., 2018) arastirmalarda ortaya ¢ikan stres kaynaklaridir.

Alanyazinda OSB olan ¢ocuklarin anneleri ile yiiriitiilen ¢alismalarin bulgularina gore (Gobrial, 2018;
Nicholas vd., 2020; Woodgate vd., 2008) annelerin en sik deneyimledikleri yasantilardan birinin sosyal izolasyon
oldugu sdylenebilir. Woodgate ve digerleri (2008) yiiriittiikleri ¢alismada OSB olan ¢ocuklarin ailelerinin sosyal
yasamdan kendilerini ¢ekerek kendi diinyalarmi yarattiklarini, yasami kendi baslarina yiiriitmek zorunda
kaldiklarini hissettiklerini ve bu zorunlulugu en ¢ok OSB olan g¢ocuklarina bakim verirken yasadiklari zorlayici
durumlarda hissettiklerini ifade etmiglerdir. Ayni ¢alismada annelerin kendilerini toplumsal yasamdan geri
¢ekmesinin nedenleri toplumun OSB’yi ve ailelerin yasadiklar1 zorluklari anlama yetersizligi, annelerin
¢ocuklarinin egitimi ve rutinlerinden dolay1 yasamlarini herkes gibi siirdiiremedikleri ve “normal” yagami
kaybettikleri duygusu, annelerin ailelerinden uzaklastiklarin1 hissetmeleri ve “sistemin” destekleyici olmamasi
seklinde siralamaktadir. Anneler kendi diinyalarina ¢ekildik¢e izolasyonlar: artmaktadir. Hissedilen izolasyonda
en dnemli nedenin “sistemin” cocuklarmin gelisimini destekleyecek sekilde yiirimemesidir. Ozellikle egitim ve
saglik hizmetlerinin etkili bir sekilde egitimli uzmanlar tarafindan kurumsal olarak karsilanmiyor olusu annelerin
izolasyon duygusunu arttirmaktadir. Farkli bir ¢aligmada anneler OSB olan ¢ocuklarin etkili destek hizmetlerinden
yoksun olduklarini, kendilerinin ve bir biitiin olarak ailelerin sosyal anlamda desteklenmesinin yagsam kalitesini
etkiledigini fakat etkili destek hizmetlerine erisemediklerini ifade etmektedirler (Kuhlthau vd., 2014).

Yagsam Kkalitesi ile ilgili bagka bir olgu etiketlenmedir. Annelerin sosyal yasam i¢inde edindikleri “koti
ebeveyn” etiketi annelerin yagam kalitesini olumsuz etkilemektedir (Broady vd., 2017). Bu etiketlenme en ¢ok
sosyal yasam i¢inde ¢ocuklarin sergiledikleri OSB’ye 6zgii davranmiglardan kaynaklanmakta ve anneler “koti
ebeveyn” olarak degerlendirilmektedir. Bazi ¢aligmalarda annelerin “kétii ebeveyn” olarak etiketlenmesinin en
onemli nedenlerinden birinin OSB olan gocuklarin fiziksel 6zelliklerinin norotipik gelisen gocuklar gibi olmasi ve
problem davraniglarin yetersiz ebeveynlikle iliskilendirilmesi oldugu (DePape & Lindsay, 2015; Gobrial, 2018)
belirtilmektedir. Bu etiketlenme, toplumsal yasam disinda okul, aile ve arkadaslar tarafindan da yapilmaktadir
(Broady vd., 2015). Buna ragmen anneler, ¢cocuklarinin gelecekleri ile ilgili beklentilerini azaltarak kendilerine
bag etme stratejileri gelistirmekte ve ¢cocuklarinin yasamlari i¢in en 6nemli seyin sosyal biitiinlesme, bagimsizlik
ve topluma katki saglama oldugunu belirtmektedirler (Safe vd., 2012).
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Anneler, sosyal destek eksikligi ve yaygin gelisimsel bozuklugu olan ¢ocuklarina bakim verirken
yasadiklar1 zorluklardan dolayi ikinci ¢ocuga sahip olma ile ilgili karmagsa yasamakta, bazen ikinci ¢ocuk ile
mevcut kosullarinin daha iyi olabileceklerini diistiniirlerken bazen de daha kotiiye gidebilecegini diigiinmektedirler
(Kimura vd., 2010). Belirsizlik, yeniden yetersizligi olan bir ¢gocuga sahip olma riski, yetersizligin yogunlugu,
dogacak yeni ¢ocuga gelisimsel yetersizligi olan ¢ocuklart ile ilgili bir yiik yiikleme korkusu, evlilik iligkilerinin
degisecegi kaygisi, sosyal destek ve kabuliin yetersiz olmasi, bakim verme konusunda yeterince destek
goremeyecek olmak korkusu annelerin ikinci bir ¢ocuga sahip olmasimi engellemektedir (Kimura & Yamazaki,
2019; Kimura vd., 2010).

Alanyazinda OSB olan ¢ocuga sahip annelerin deneyimlerine oldukg¢a yer verilmis olmakla birlikte
OSB’de dahil ndrogelisimsel yetersizligi olan birden fazla g¢ocuga sahip annelerin deneyimleri ile ilgili
caligmalarin kisitli oldugu ve bu c¢aligmalarin annelerin deneyimleri ile iyi olus diizeylerini inceledikleri
goriilmektedir (Ha vd., 2008; Kimura & Yamazaki, 2013; Orsmond vd., 2007; Stanford vd., 2020). Bu
calismalardan birinde Kimura ve Yamazaki (2013) yorumlayici fenomenolojik analiz (YFA) olarak desenledikleri
nitel caligmada zihin yetersizligine sahip birden fazla cocugu olan annelerin deneyimlerini arastirmiglardir.
Cocuklarin sahip oldugu yetersizlikler OSB, Down sendromu, farkli kromozom anomalileri, OSB &zellikleri
gosteren zihin yetersizligi gibi farklilik gostermektedir. Calismada annelerin siirekli fiziksel ve zihinsel yorgunluk
hissettikleri, ¢ocuklarin ihtiyaglarini karsilamaktan dinlenmeye firsat bulamadiklar1 ve destek hissetmedikleri
ortaya ¢ikmistir. Calismada anneler, yetersizligi olan birinci ¢ocuktan sonra “saglikli” bir ¢ocuk diinyaya getirip
“siradan” yasamlarini yeniden insa etmeyi planlarken yetersizligi olan ikinci ¢ocuktan sonra umutlarini
kaybettiklerini ve sok yasadiklarini ifade etmiglerdir. Calismada annelerin “ideal anneligi” deneyimleme sansi
veya siradan aileye sahip olma ile ilgili umudunu vurgulamak i¢in “saglikli gocuk” metaforunu kullandiklari ifade
edilmektedir. Calismada, annelerin hissettikleri yorgunlugun annelerin annelik roliine ara verememelerinden ve
yeterli/esnek sosyal destek sistemlerinin olmamasindan kaynaklandigi sonucuna ulasilmigtir. Aym ¢alismada
anneler ¢ocuklarinin davranig problemlerinden dolayr “bitmeyen” bir ebeveynlik yaptiklarini diisiinmekte ve
stirekli yorgun hissettiklerini belirtmektedirler.

Orsmond ve digerleri (2007) tarafindan yiiriitillen ve bir OSB tanili ve bir norotipik gelisim gosteren
¢ocugu olan annelerle OSB’yi de i¢eren birden fazla yetersizligi olan ¢ocuklarin annelerinin iyi olus 6zelliklerinin
karsilastirlldigi nicel calismada, yetersizligi olan birden fazla ¢ocuga sahip annelerin kaygi ve depresyon
diizeylerinin daha yiiksek oldugu, daha diisiik aile uyumu ve biitiinliigii hissettikleri sonuglarina ulagilmigtir. Ha
ve digerlerinin (2008) yirittigli c¢aligmada bir ve birden ¢ok nérogelisimsel bozuklugu olan gocuga sahip
ebeveynlerin iyi olus diizeyleri ile somatik belirtilerinin karsilastirilmistir. Bulgulara gore yetersizligi olan birden
fazla ¢ocuga sahip ebeveynlerin karsilagtirma grubuna gore daha olumsuz etkilendigi, daha yiiksek stres
yasadiklar1 ve bas agris, sirt agrisi, eklemlerde sertlik, uykuya dalmakta veya uykuda kalmakta zorluk gibi somatik
semptomlarinin daha yiiksek oldugu ortaya ¢ikmistir. Ayni galismada annelerle babalar da karsilastirilmis ve
annelerin babalara gore somatik belirtilerinin istatistiksel olarak daha fazla oldugu, 6fke, umutsuzluk gibi daha
yiiksek olumsuz duyguya sahip olduklart ve psikolojik iyi olus diizeylerinin daha diisiik oldugu bulunmustur.
Birden ¢ok nérogelisimsel bozuklugu olan ¢ocuga sahip annelerle ilgili caligmalarda ortaya ¢ikan bir diger bulguda
da annelerin ¢ok biiyiik zorluklar yasamalarina ragmen “gocuklarim i¢in yagamak zorundayim” demesi ve bunu
basarmak i¢in ebeveynlige karst olumlu bir bakis acis1 gelistirerek anneligi memnuniyet verici ve konforlu olarak
tanimlamalari, ¢ocuklarina ve kendi yasamlarina karsi iyimser bir bakisg acisi ile giiclenmeleridir (Kimura &
Yamazaki, 2013). Stanford ve digerlerinin (2020) ¢alismasinda anneler ¢ocuklarinin en kiigiik basarilarindan bile
biiyiik bir gurur duyduklarini belirterek iyimser bir bakis agisi gelistirdiklerini ifade etmektedirler.

Ulkemiz alanyazininda annelerin deneyimleri ile ilgili ¢aligmalar incelendiginde, bu ¢aligmalarin OSB
olan bir ¢ocuga sahip annelerle yiiriitiildiigii ve lilkemiz disinda yiiriitiilen ¢aligma bulgulari ile benzer sonuglar
ortaya koyduklar1 goriilmektedir (Bilgin & Kiigiik, 2010; Degirmenci, 2019; Giileg-Aslan, 2017; Koydemir &
Tosun, 2009; Toret vd., 2014; Yassibas & Colak, 2019). Ulusal alanyazindaki ¢alismalarda 6ne ¢ikan bulgulardan
ilki annelerin yasadig: strestir. Finansal zorluklar, OSB olan ¢ocuklarinin iletisim zorluklari, problem davranislari,
stereotipik ve takintili davranislari, boganma, bakim zorluklart ve temel bakim veren kisinin anneler olmasi,
kariyerini erteleme veya bitirme (Degirmenci; 2019; Koydemir & Tosun, 2009) ile OSB’nin kesin bir tedavisinin
olmamasi (Giileg-Aslan, 2017) annelerde ortaya ¢ikan stresin en temel kaynaklarini olusturmaktadir. Gelecek ile
ilgili hissedilen kaygi bir diger 6nemli bulgu olarak ortaya konmaktadir (Bilgin & Kiigiik, 2010; Giileg-Aslan,
2017). Giileg-Aslan’a (2017) gore, ergenlik ve yetigkinlikte karsilasilacak sorunlar ve ¢ozim yollar
bulamayacaklarmi diigiinmeleri, destek olacak kurumlarin kisitli olmasi, yaslandiklart veya 6ldiikleri zaman
¢ocuklarina kimin bakim verecegi belirsizligi annelerin kaygilarinin kaynagini olusturmaktadir. Yasamlarinin zor
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oldugunu ifade eden anneler (Giileg-Aslan, 2017) dinlenmeye zaman bulamamaktadirlar (Yassibag & Colak,
2019). Tiirk anneler en biiyiik destek kaynaklarinin aileleri oldugunu (Koydemir & Tosun, 2009) belirtseler bile
ihtiya¢ duyduklar1 sosyal destege sahip olmadiklarini ve zamanla kendilerine yakin insanlarla iletisimlerini
kaybettiklerini ifade etmislerdir (Degirmenci, 2019). Bu ¢alismalarin tamami OSB tanili bir ¢ocuga sahip annelerle
yiritiilmis olmakla birlikte uluslararasi alanyazindaki farkli ¢alismalarda birden fazla 6zel gereksinimli gocuga
sahip olmanin annelerdeki stresi arttirdig (Prata vd., 2019; Spratt vd., 2007) ve annelerin daha mutsuz hissettikleri
(Kuhlthau vd., 2014) belirtilmektedir. Ulkemiz disindaki bu ¢aligma bulgular1 benzer ¢aligmalarin iilkemizde de
yiiriitiilmesini ve OSB tanil1 birden fazla ¢ocuga sahip annelerin deneyimlerinin, yasantilarina dair algilarinin ve
destek kaynaklariin neler oldugunun belirlenmesini 6nemli kilmaktadir.

Yukarida da belirtildigi gibi OSB tanili bir ¢cocuga sahip olmak annelerde stres ve depresyon gibi olumsuz
sonuglara yol agmakta, anneler yeterli destek sistemlerine ulagsamadiklarinda bu olumsuz etkiler artmaktadir. OSB
olan ¢ocuklara temel bakim veren kiginin anneler oldugu (Hoefman vd., 2014) g6z 6niine alindiginda annelerin
bakim veren kisi olma ile ilgili yasadig1 zorluklar giinliik yagamlarini etkilemektedir. Alanyazinda ailedeki 6zel
gereksinimli ¢cocuk sayisinin annelerin hissettikleri olumsuz duygular {izerinde énemli bir etken oldugu ifade
edilmektedir (Prata vd., 2019). Ornegin, sahip olunan 6zel gereksinimli ¢ocuk sayisi arttikga, annelerin daha
depresif ve mutsuz hissettikleri ve bakim veren kisi olma yiikiinii daha fazla tagidiklar belirtilmektedir (Kuhlthau
vd., 2014). Alanyazinda OSB tanili birden fazla ¢ocuga sahip annelerin deneyimlerini inceleyen bir ¢aligmaya
rastlanmamustir. Ulagilan calismalar ise norogelisimsel yetersizligi olan birden fazla ¢ocuga sahip annelerin
deneyimleri ve psikolojik durumlari ile ilgili uluslararasi ¢aligmalarla siirhdir (Ha vd., 2008; Kimura &
Yamazaki, 2013; Orsmond vd., 2007; Stanford vd., 2020). Ayrica konu ile ilgili yiiriitilmiis ¢alismalarda ailelere
destek saglanabilmesi, ebeveynlerin bas etme stratejilerinin ve yetersizligi nasil kabul ettiklerinin anlasilabilmesi
ve ebeveynlerin yasamlarina daha biitiinciil bir bakis agis1 gelistirilebilmesi i¢in daha fazla ¢alismaya ihtiyag
duyuldugu vurgulanmaktadir (Kimura & Yamazaki, 2013; Stanford vd., 2020). Bu ihtiyaglardan yola ¢ikarak bu
aragtirmanin amact OSB olan birden fazla ¢ocuga sahip annelerin deneyimlerini ve OSB’ye iligkin anlam
arayislarini anlamaya calismaktir. Bu genel amag cergevesinde arastirmada agagidaki sorulara yanit aranmistir:

1. OSB olan birden fazla cocugu sahip annelerin giinlilk yasam deneyimleri nelerdir?

2. OSB olan birden fazla ¢ocuga sahip annelerin sosyal yasamlarindaki degisimler ve bu degisimler
sonucunda olusan veya bu degisimlere yol acan duygusal tepkileri nelerdir?

3. OSB olan birden fazla ¢ocuga sahip annelerin kendilerini giiclii kilmak i¢in gelistirdikleri bas etme
stratejileri nelerdir?

Yontem
Arastirma Yontemi

OSB olan birden fazla gocuga sahip annelerin deneyimlerini anlamak derinlemesine bir bakis agisi
gerektirdigi i¢in ve bu amagla yiriitiilmiis fenomenolojik c¢aligmalarin azligi nedeni ile (Kimura vd., 2010)
aragtirma YFA calismasi olarak desenlenmistir. YFA, katilimcilarin kisisel séylemlerinin derinlemesine analiz
edilmesine dayanan (Smith, 2011), arastirma olgusu ile ilgili olarak her bir katilimcinin deneyimlerini ayrintil
paylasabilecegi ve duygusal yansimalarinin da yakalanabilecegi bir yaklasim sunmaktadir (Smith & Eatough,
2006). YFA, katilimcilarin deneyimlerinin Oncelikli ilgi alani oldugu ve oncesinde kisitli ¢alisma yapilmis
konularda uygun bir yontemdir (Munroe vd., 2016).
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Tablo 1
Katilimer ve OSB Olan Cocuklarinin Ozellikleri
koo Yas Egiim  Mesk MeOeni Yedm (RERL Y eiken  Coummalag e Tamlama  Comgunaldg (00
3 & durum sehir yasiemsty yas destekler yayiemsty yagt/ikincil tant destekler gocuK
ettigi okul tani ettigi okul yag/cinsiyet
~~ e . . Duyu
Al 41 Lisans Ogretmen Evli  Istanbul 12/E/kaynagtirma 3 OZClﬂSglt{I‘I‘]/ ozel 6/E/ozel efitim 4 terapisi/golge
ders/gdlge 6gretmen sinifi s
6gretmen
. . ) Ozel egitim/duyu
A2 43 Ilkokul Evhanmm  Evli  Istanbul 18/E/kaynastirma 3 Ozel egitim 5.5/E/kaynastirma 2 terapisi/oyun 14/E
terapisi
; - ; 10/K/6zel egitim Ozel egitim/spor 5/E/dzel egitim -~ .
A3 35 Ilkokul Evhanm  Evli  Istanbul okulu 25 kuliibii anaokulu 2/DEHB Ozel egitim
A4 44 Lisans Hemsire  Evli  Ankara 8/E(ikiz)kaynasirma 1.5 Ozel egitim/ 8/E(ikiz)/0zel egitim 15 Ozel egitim/ 8/E
hipoterapi sinifi hipoterapi
A5 44 dlkokul Evhammi Evli  Istanbul 10/E/6z¢l egitim 2'5/Z.Ihl.q. Ozel egitim 7/E/kaynastirma 35 Ozel egitim
sinifi yetersizligi
A6 37 lkokul Evhammi Evli istanbul > F/07l egitim 2/zihin Ozel egitim 3.5/K 15 Ozel egitim
sinifi yetersizligi
A7 38 Onlisans Evhanmmi  Evli Ankara 7/K(ikiz)/6zel egitim 3 Ozel egitim/duyu Z(K(lklz)/bzel 3 Ozel egitim/duyu
anaokulu terapisi egitim anaokulu terapisi
A8 33 Lise Ebe Evli Manisa 6/E(ikiz)/6zel egitim 2 Ozel egltlm/dﬂ.v.e G,/K (ikiz)/ozel 2/serabral palsi .. . Ozel . 13/E
anaokulu konusma terapisi egitim anaokulu egitim/fizyoterapi
A9 37 Ortaokul Evhanmmi  Evli  istanbul 12{]_5(1k12)/6ze1 2.5/Z_|h|.r1_ Ozel egl.t.lrr}/spor 12le (Iklz)lézel 2.5/ Zlhlrj Ozel eglflrlz/spor )
egitim okulu yetersizligi kuliibi egitim okulu yetersizligi kuliibi

Not: A = anne; Baska ¢ocuk = nérotipik gelisim gosteren cocuk; DEHB = dikkat eksikligi hiperaktivite bozuklugu; E = erkek; K = kiz.
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Katilimcilar

Aragtirmanin  katilimcilarmi OSB olan birden fazla ¢ocuga sahip dokuz anne olusturmaktadir.
Katilimcilara amach 6rnekleme yontemlerinden 6lgiit 6rnekleme ile ulasilmistir. Katilimer olma Sl¢iitii resmi
olarak OSB tanis1 almis birden fazla ¢ocuga sahip olma ve ¢alismaya goniillii olarak katilmay1 kabul etme olarak
belirlenmigtir. Arastirmaci, farkli sehirlerdeki OSB ile ilgili derneklere ulasarak OSB olan birden fazla ¢ocuga
sahip aileler ile ilgili bilgi almistir. Dernekler, iiyeleri arasinda OSB olan birden fazla ¢ocuga sahip anneler
oldugunu ve iletisime gecebileceklerini belirtmeleri durumunda arastirmaci derneklerdeki iletisim kurulan yetkili
kisiden aile ile ilgili doniit beklemistir. Derneklerdeki yetkili kisiler ailelerin iletisim bilgilerini arastirmaciya
iletmis ve arastirmact anneleri telefonla arayarak hem kendisi hem de galisma ile ilgili bilgi vermistir. Caligmaya
katilmay1 kabul eden anneler ile gériigme yapmak i¢in uygun zaman belirlenmis ve randevu olusturulmustur.
Belirlenen zamanda goriismeler gerceklestirilmistir. Annelerden altis1 aragtirmacinin da yasadig1 Istanbul’da, iki
anne Ankara’da, bir anne ise Manisa’da yagsamaktadir. Tablo 1’de anneler ve OSB olan ¢ocuklari ile ilgili bilgiler
sunulmustur.

Verilerin Toplanmasi

Veriler demografik bilgi formu ve yari-yapilandirilmis goriismeler yolu ile toplanmistir. Goriigme
sorulari, OSB olan birden fazla ¢gocuk annesi olmanin duygusal boyutu, zor ve olumlu yanlari, giinliik yasam ve
sosyal yasam tizerindeki etkileri, gelecek beklentileri gibi alanlarda annelerin deneyimlerine odaklanmaktadir.
Gorlisme sorulart, ilgili alanyazin (Giileg-Aslan, 2017; Kimura & Yamazaki, 2010; Yassibag & Colak, 2019),
yazarin OSB olan ¢ocuga sahip ailelerle ¢alismalar yiiriitmiis olmasi ve egitim ortamlarinda ebeveynlerle ¢alisma
deneyimi ile ¢aligmanin genel amaglart dogrultusunda olusturulmustur. Daha sonra biri 6zel egitim, digeri
rehberlik ve psikolojik danigmanlik alanlarinda gérev yapan ve OSB olan cocuklarin aileleri ile ilgili nitel
¢aligmalar yiiriitmiis doktora derecesine sahip iki dgretim iiyesinden goriisme sorulart ile ilgili uzman goriisii
almmistir. Gorlisme sorularma son sekli verilmeden once bir pilot gorliisme gergeklestirilmistir. Pilot gériisme,
Istanbul ilinde yasayan ve dokuz yasinda, dzel egitim sinifina devam eden OSB tanili ikiz erkek ¢ocuklar1 olan
iiniversite mezunu bir anne ile kendi evinde yiiz yiize gerceklestirilmis ve 90 dakika siirmiistiir. Pilot gériisme
oncesinde ikisi buz kirici olmak iizere 20 sorudan olusan goriigme sorular1 pilot goriigme sonrasinda iki soru
birlestirilerek tek soru olarak yeniden diizenlenmis, baska bir soru ise yanitinin ilk gériisme sorularindan birinde
alindig1 goriilerek goriigme sorularindan ¢ikarilmistir. Boylece ikisi buz kirici olmak iizere toplam 18 soru olacak
sekilde goriisme sorularina son sekli verilmistir. Arastirmaci tarafindan gelistirilen demografik bilgi formu ile
annelerin OSB olan ¢ocuklart ve aldiklar1 egitim ve destek tiirleri, annenin yasi ve meslegi, medeni durumu ve
bagka ¢ocuklari olup olmadigi ile ilgili bilgiler elde edilmistir.

Gorlismeler Subat-Mart 2021 siiresince arastirmaci tarafindan gergeklestirilmistir. Goriisme siireleri 75-
90 dakika arasinda degismis ve ortalama siire 84 dakika olarak hesaplanmistir. Dokuz goriismenin altisi
aragtirmacinin da yasadig1 Istanbul’da arastirmacinin anneyi evinde ziyareti ile yiiz yiize gergeklestirilirken, farkli
iki sehirde yasayan {i¢ anne ile goriismeler telefonda gergeklestirilmistir. Goériismeler ses kaydi olarak kaydedilmis
ve sonra yazili olarak bilgisayar ortamina aktarilmistir. Goriismeler dncesinde onam formu karsilikli imzalanmig
ve anneler demografik bilgi formunu doldurmustur. Telefonla yapilan goriismelerde de annelere onam formu
okunmus, onaylar ses kaydi olarak alinmis ve demografik bilgi formunda yer alan sorular arastirmaci tarafindan
sorularak yanitlar1 forma aktarilmistir.

Verilerin Analizi

Verilerin analizinde YFA kullanilmistir. Calismada her bir goériismenin ayri ayri analiz edildigi ve
sonrasinda her bir goriisme analizinin birlestirilerek bulgularin sunuldugu idiografik yaklasim ile bulgulara
ulagilmistir (Smith vd., 1999; Smith & Osborn, 2008).

Veri analizi Smith ve digerleri (1999) tarafindan kullanilan analiz basamaklar1 takip edilerek
gerceklestirilmistir. Analizde izlenen basamaklar su sekildedir; (1) her bir goriigme dokiimiiniin analiz 6ncesi
icerige daha tanidik olmak icin yazar tarafindan birden ¢ok kere okunmasi, (2) ilk goriigme dokiimiiniin ilk
okunusunda dokiimiin sol stitununa ilk yorumlar ve kodlarin yazilmast (3) ilk goriigme dokiimiiniin ikinci
okunusunda sag siituna metnin “temel niteliginin” yakalanmasini saglayacak temalarin anahtar sozciikler seklinde
yazilarak ilk alt temalar ve temalarin olusturulmasi ve yazilmasi, (4) olusturulan alt temalarin ve temalarin
arasindaki iligkinin analiz edilmesi, metin i¢i sirasina gore siralanmasi ve gerekli durumlarda birlestirilmesi, (5)
her bir gériisme i¢in ilk yorumlarin ve kodlarin yazilmasi, alt temalarin ve temalarin olusturulmasi isleminin ilk
goriismedeki basamaklar izlenerek gerceklestirilmesi (6) ilgili alt temalar ile ana temalar1 ve orijinal yorumlari
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dogrulayarak tiim goriismeler igin ortak ana temalarin ve alt temalarinin olusturulmasi, (7) agiklayici yorumlarin
eklenmesi (Biggerstaff & Thompson, 2008; Smith vd., 1999; Smith & Osborn, 2008). Arastirmact her goriisme
sirasinda annelerin vurgulu yorumlarini, sik kullandiklar: ifadeleri, giilmelerini, agmalarini ve duraksamalarini not
etmistir. Ayrica aragtirmact her goriisme sonrasi saha notlart tutmus ve analizleri yorumlarken bu notlardan
faydalanmustir.

Arastirmaci Rolii

Nitel aragtirmalarda veri toplama ve analizi gergeklestiren kisi olmasi nedeni ile aragtirmacinin uzmanlik
alani, deneyimi ve yetkinligi aragtirmanin inandiriciligr igin oldukga 6nemlidir (Patton, 2002; Shenton, 2004).
Mevcut ¢aligmanin arastirmacisi 6zel gereksinimli ¢ocuklar ve aileleri ile yaklasik 20 yillik ¢aligma deneyime
sahiptir. 13 yillik 6gretmenlik deneyimi boyunca Ozellikle kaynastirma/biitiinlestirme ortamlarinda cesitli
kademelerde 6zel gereksinimli dgrencilerle ¢aligmistir. Lisansiistii egitimi sirasinda nitel arastirmalarla ilgili
dersler alan arastirmacinin OSB olan ¢ocuklarin ebeveynleri ile fenomenolojik desenle yiiriittiigii birden ¢ok nitel
aragtirmasi vardir.

inandiricilik ve Etik

Calismada inandiricilif1 saglamak i¢in kodlayicilar arasi kodlama giivenirliginin saglanmasi, katilimet
kontrolii ve meslektas denetlemesi yontemleri kullanilmistir (Brantlinger vd., 2005; Cresswell, 2012; Cresswell &
Miller, 2000). Kodlayicilar aras1 kodlama giivenirligi i¢in arastirmaci ile lisans egitimini rehberlik ve psikolojik
danigmanlik alaninda tamamlamis, 6zel egitim alaninda dogent iinvani almis ve nitel calismalar yiiriitmiis bir
akademisyen birlikte ¢alismistir. Caligma kapsamindaki goriismelerin kodlanmasinda arastirmaci ve destek sunan
akademisyen ilk goriismeyi birlikte kodlamistir. Bu islemin yapilma sebebi, annelerin sdylemlerindeki
derinliklerin yakalanmasi ve arastirma yontemi ile veri analiz basamaklarinin bir gerekliligi olarak ayrintili
kodlamanin amaglanmasidir. ilk gériismenin birlikte kodlanmas: sirasinda arastirmaci ve akademisyen arasinda
birimler ve kodlar ile ilgili uzlasma saglanamadigi durumlarda bir goriis birligi olusturmak i¢in meslektas
degerlendirmesine bagvurulmustur. Ik gériismenin birlikte kodlanmasindan sonra kodlama giivenirlik yiizdesi i¢in
onerilen rastgele ve toplam veri setinin tamamini temsil edecek sekilde %10-25’lik kismi i¢in (O’Connor & Joffe,
2020) secilen iki gdriisme arastirmaci ve destek sunan akademisyen tarafindan ayri ayri kodlanmig, Miles ve
Huberman (1994) tarafindan onerilen “Goriis Birligi / (Goriis Birligi + Gortis Ayriligi)” formiilii kullanilarak
kodlama giivenirlik yiizdesi hesaplanmistir. Onerilen en diisiik uzlasma yiizdesi olan %80’in (Miles & Huberman,
1994) tizerinde bir kodlama giivenirligine ulasilmis ve giivenirlik %87 olarak bulunmustur. Goriis birliginin
saglanamadigi noktalarda ise kodlayicilar gorliserek ortak bir karar varip belirsizlik giderilmistir. Caligmada
inandiriciligr saglamak igin bagvurulan ikinci yontem katilimer kontroliidiir. Veri analizi sonrasinda birinci anne
ile yapilan goriismede bulgular anne ile paylagilmis, tema ve alt temalarin uygunlugu, tema ve alt temalarin ifade
etmek istenileni yeterli diizeyde yansitma diizeyi ve annelerin birebir alintilarinin alt temalar1 ifade etme giicii
tizerinde goriis bildirmesi istenmis ve goériigme sonrasinda bulgular tizerinde gerekli diizenlemeler yapilmistir.
Yukarida bahsedilen meslektas denetlemesi yontemi tema ve alt temalarin uygunlugunun saglanmasinda da
kullanilmistir. Ayn1 meslektas, arastirmact tarafindan olugturulan tema ve alt temalarin uygunlugu ilgili goriis
bildirmis ve aragtirmaci ile meslektas arasindaki uyusum hesaplanmistir. “Goriis Birligi / (Goriis Birligi + Goriis
Ayriligr)” formiilii kullanilarak elde edilen uyusum %92 olarak bulunmustur. Uyusum saglanamayan durumlarda
yine ortak karar verilerek tema ve alt temalara son sekli verilmistir. Arastirmacinin 6zel gereksinimli gocuklarin
aileleri ile ilgili calisma deneyimi (Patton, 2002) ve OSB olan ¢ocuklarin anneleri ile fenomenolojik ¢aligmalar
ylriitmiis olmasi veri analizinde ve bulgulara ulasmada inandiricilig: arttiran diger etkenlerdir.

Calismada etik ilkeleri korumak igin Oncelikle g¢aligmaya katilmada gonillilik esas alinmigtir.
Gorilismeler 6ncesinde arastirmact ¢aligmanin amaci, elde edilecek bulgularin hangi amag igin kullanilacagi, veri
kayb1 olmamas1 adina gériismenin ses kaydi olarak kaydedilecegi hakkinda bilgi vermis ve katilimcinin géniillii
olarak katilmay1 kabul etmesi halinde arastirmact ve anne karsilikli onam formunu imzalamistir. Bununla birlikte
aragtirmacit annelere goriisme oncesinde gizlilik ilkesi ile ilgili bilgi vermis ve kisisel bilgilerin korunacagini
belirtmistir. Arastirmaci, annelere goriigme Oncesi goriismeyi istedikleri zaman sonlandirma haklar1 oldugu
bilgisini sunmustur. Telefon ile goriisiilen li¢ anneye bu bilgiler telefonda aktarilmis, ¢alismaya goniillii katilmay1
kabul ettikleri ses kayitlarina gegmistir. Calismanin etik kurul onay1 istanbul Medipol Universitesi Sosyal Bilimler
Bilimsel Arastirmalar Etik Kurulu’ndan alinmistir (Tarih: 15.02.2021/Karar no: 16)
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Bulgular

OSB olan birden fazla ¢ocuga sahip annelerle yapilan goriismelerden elde edilen verilerin analizi
sonucunda aragtirma sorulart ile iliskili olarak, yasamin merkezi: Iki otizmli ¢ocuk annesi olmak, gittikce artan
izolasyon ve giiclenme ¢abalari olmak iizere ii¢ temaya ulasilmistir. Tablo 2’de temalar, alt temalar, alt temalara

iliskin vurgulayici ifade ve ifade drnekleri yer almaktadir.

Tablo 2

Temalar, Alt Temalar, Alt Temayr Vurgulayici Ifade ve Ifade Ornekleri

Alt temaya iliskin S . P
Tema Alt tema vurgulayic ifade Alt temaya iliskin vurgulayici ifade 6rnegi
Gelecek endisesi Gelecek belirsiz “Ikisini kim kabul edecek?” (A1)
- Kendimden bu “Kendim diye bir sey yok uzun zamandir.” (A8)
Kendini adama kadar “Ben ¢ocuklarima adadim kendimi.” (A5)
. . “Finansal anlamda ciddi bir ¢aba sarf etmeniz
Yasammn Maddi kaynak yaratma Maddi olarak gerekiyor.” (A1)
merkezi: 1ki e 1 .
Crikee . Biiyiikleriniz de mesela bu anlamda destek vermiyor ne
Otlzm!l gocuk  Destege ihtiyag duyma Yalnizlik kadar zorlandiginiz1 gériiyorlar.” (A2)
annesi olmak OSB’ye 6zgii davrani
ye ozg 3 Takintilar “Cocuk o an o krizi yasamak zorunda.” (A3)

Gittikge artan
izolasyon

Giliglenme
¢abalar1

zorluklart ile bag etme

Es ile iligskide doniistim

Sosyal izolasyon

Ozlem

Etiketlenme

Kendine ve ¢ocuga 6fke
Cocuklar1 kiyaslama
Dini inang

Kiigiik basarilar biiyiik
mutluluklar

Ben bana yeterim

Akrabalarimla
gidip gelmeyi
kestim

Rol model olma

Farkli

Ben neyi yanlis
yaptim?

En azindan fiziksel
bir engeli yok

Allah verdi

En ufak olumlu
sey

“...en son elini ne zaman tuttum hatirlamiyorum. Koluna
ne zaman girdim?” (A1)

“Cocuklarim hakkinda pek konugsmuyorum kimseyle
¢linkii kimsenin ger¢ekten beni anlayabilecegini
diistinmiiyorum.” (A9)

“Bir tane olsaydi digeri ona model olurdu. Model olan
bir gocugumuz yok.” (A7)

“Gozlerine farkli gelen bir ¢ocugu istemiyorlar
gercekten.” (A4)

“Daha ¢ok ilgilenirdim diyecegim ama gercekten
yapamiyordum iki tane olduklari i¢in.” (A9)

“Yani en azindan ¢ocugun elinden tutugun zaman bir
yerlere gidebiliyorsun.” (A3)

“Ben bunun miikafatin1 gérecegime inaniyorum.” (A8)

“Hani bagkalarinin ufacik diyerek gérmezden geldigi
seyleri bizim ¢ocuklar yapinca biz ¢ok mutlu
oluyoruz." (A7)

Yasamin Merkezi: iki Otizmli Cocuk Annesi Olmak

Aragtirmanin birinci sorusunu olusturan annelerin giinlik yasam deneyimleri ile ilgili bulgularin
sunuldugu bu tema ile ilgili alt1 alt temaya ulasilmistir.

Gelecek Endigesi

Sekiz anne (A1, A2, A3, A5, A6, A7, A8, A9) ¢ocuklarinin gelecekleri ile ilgili endise duymaktadirlar.
Bu endiselerin bir kismi ¢ocuklarinin yagsamda nasil kalacaklar1 ve biiyilidiik¢e farklilasan ihtiyaglarini nasil
karsilayacaklari ile ilgili belirsizliklerden kaynaklanmaktadir. Anneler, ¢ocuklar1 biiyiidiik¢e kendi ihtiyaglarini
bagimsiz olarak giderme ve farkli sosyal ortamlarin gereksinimlerini yerine getirmede zorluklar yasayacaklarimi
diisiindiikleri i¢in endigelidir.

“...yani bilmiyorum mesela bir tanesi hep askere gitmek ile alakali hayal kuruyor bu pek énemli degil
belki ama iyilesebilecekler mi evlenebilecekler mi kendi basinin ¢aresine bakabilecekler mi bunlar benim
kaygilarim. Bilmiyorum belirsizlikteyim.” (A9)

Yedi anne (A1, A3, A5, A6, A7, A8, A9) OSB olan birden fazla ¢ocuga sahip oldugu i¢in yaslanip artik
¢ocuklarina bakim verme konusunda zorlandiklarinda ¢evrelerinde ¢ocuklarinin bakimini iistlenecek kimsenin
olmayacagina inanmaktadirlar. Bunun arkasindan kendini gosteren endise ise kendilerinin 6liimiinden sonra onlara
kimin bakacag ile ilgili belirsizlik ve bunun yarattig1 kaygidir.
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“Hani bir tane olsa kardesleri normal olsa... Bunlara bakabilecek biri olsun istiyorum. Hani biz otizm
tanili cocuklarin anne babalarinda hep sey vardir bizden sonra ne olacak kaygisi vardir. Bizden sonra kim
bakacak hep o vardir mesela su an kardesleri yok. Aklima gelen o. Bizden sonra kim bakacak.” (A7)

Dort anne (A5, A6, A7, A9) ¢ocuklarini asla arkada birakmak istemediklerini, 6lene kadar onlara
bakacaklarini ve “onlarla birlikte veya onlardan sonra 6lmek™ istediklerini belirtmiglerdir.

“Ben her zaman dua ederim ki Allah’1m biiyiik oglum ile beni 6liim bile ayirmasin. Onu arkamda birakma
derim ¢iinkii o bensiz yasayamaz, su bile icemez. Ister inanin ister inanmayin su bardagini koyarim oraya ver diyor
yani isaret ediyor. Ben her zaman dua ediyorum onu kimseye birakmayacagim, Allah onu benimle alacak. Ben
bunu biliyorum yani zaten riiyalarimla falan hep goriiyorum.” (A5)

Kendini Adama

Sekiz anne (A1, A2, A3, A4, A5, A6, A8, A9) OSB olan iki ¢ocuk sahibi olduktan sonra kendilerini
tamamen g¢ocuklaria adadiklarin1 ve bunu yaparken de kendilerinden uzaklastiklarini belirtmislerdir. Anneler
cogunlukla ¢ocuklarinin egitimleri ile ilgilendikleri ve zamanlarinin biiyiik boliimiinii onlarin rutinlerini yerine
getirmeye ayirdiklari i¢in kendilerini tamamen ¢ocuklarina adadiklarini diigiinmektedirler.

“O sekilde yani ayrica bir 6zel hayattir vesaire yok yani. Sonugta evde iki tane ¢ocuk oldugu zaman
kendimize zaman ayirmamiz biraz zor oluyor agikcasi. Ya sdyle evde bir tane engelli ¢ocuk varken daha
farkli oluyor kendinize de vakit ayirabiliyorsunuz ama iki tane oldugu zaman kendinize ayirdiginiz vakit
tamamuyla iki ¢ocuga gidiyor.” (A6)

Bu yogunluk annelerin kendileri igin ayirdiklar1 zaman ile etkinlikleri kisitlamis ve arkadaglar ile
gecirdikleri zamani azaltmistir. Anneler kendileri igin ayirdiklar1 zaman sonrasinda sugluluk hissetmekte, bu
zamanin mutlaka ¢ocuklarina adanmasi gerektigine inanmakta ve ¢ocuklarinin her zaman kendilerine ihtiyact
oldugunu diisiinmektedirler.

“Yedi sekiz yildir yasadiklarimi bir ben bilirim bir de Allah bilir. Esler bile bilmiyor zaten, onlar bile
farkina varmiyor. Yani asosyal durumdayiz sosyallik yok, bir arkadag ¢evresi yok. Kendine ait bir zaman
olusturmamiz yok. Kitap okumak bile lilkks benim i¢in sanki ¢ocuklarimdan zaman calmis gibi
hissediyorum kendimi. Ekstra sekerleme yapmamiz, uyumamiz bile bize vicdan azabi olarak geri
doniiyor.” (A8)

Maddi Kaynak Yaratma

Yedi anne (A1, A2, A3, A4, A6, A7, A9) cocuklarnin egitim gereksinimleri i¢in maddi kaynak yaratma
ihtiyact dogdugunu ve bu smirhliktan dolay1 g¢ocuklari i¢in istedikleri destek ve egitimleri sunamadiklarini
belirtmiglerdir.

“Cocuklar1 6yle gok 6zel yerlere gotiirme imkanim yok benim. Gétiiremiyoruz, yani devletin destekledigi
seylere gotiirebiliyoruz. Esim zaten giivenlik gorevlisi, 6yle ¢ok yiiksek bir maas almiyor. Evimiz kirada.
Parasal durumdan...yani 6zel yerlere gotiirmek isterdim gergekten giizel egitim veren yerler var, ama iste
Oyle imkanimiz yok. Elimden geldigince devletin karsiladigi, belediyenin karsiladigi yerlere gétiirmeye
calistyorum.” (A3)

Ug anne (A3, A7, A9) cocuklarma saglayabildikleri 6zel egitim desteginin yasal haklar cercevesinde
iicretsiz olarak sunulan desteklerle sinirlt kaldigini, 6zellikle iki tane olduklari i¢in ¢ocuklarmin katilmasini arzu
ettikleri 6zel egitim digindaki sosyal etkinlik ve kurslara biitce ayiramadiklarini belirtmislerdir.

Destege Ihtiyac Duyma

Bes anne (A1, A2, A4, A6, A7) giinliik yasamda 6zellikle aile bireylerinden destek gérmeye ihtiyaglar
oldugunu ifade etmiglerdir. Istedikleri destegi goremedikleri zaman karmagik duygular yasamakta ve aile tiyeleri
ile olan iliskileri zayiflamaktadir. Annelerin bu destegi 6zellikle kendi annelerinden bekledikleri goriilmektedir.

A: “Cok kirginim. Eeee mesela annem ilk zamanlarda siirekli bana, ‘Allah yardimcin olsun kizim, Allah
yardimcein olsun kizim.” diyordu. Anne diyorum biliyor musun? Nefret ediyorum bu ciimleden dedim.
Allah tabi ki hepimizin yardimcisi olsun. Ama sen bunu bana séylemeyeceksin. Bunu bana, sokakta
oglumu fark eden bir teyze olsa ‘Ay kizim Allah yardimcin olsun.” der bana. Sen bana diyeceksin ki
‘Kizim senin i¢in ne yapabilirim? Elimden senin i¢in ne gelir?’ ” (A2)
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iki anne de (A3, A8) hastalik durumlarinda doktora gitmelerinin zorlastigini, bazen gocuklarla gitmek
zorunda kaldiklarini ve bu durumlarda da hastanedeki islemlerini saglikli yiiriitemediklerini ifade etmislerdir.

“Doktora gidecegim c¢ocuklart emanet edecegim birisi yok. Ya ben iyice koétilesmeden doktora
gidemiyorum. Mesela kronik hastaligim var ve bu beni bedensel olarak ¢okerten bir hastalik hani o bile
sorun mesela. Hani bir doktoruna gidip tahlilini yaptirmak tedavini vesaire olmak bu kadar zor olur mu
zordu. Yani yalniz olmanin dibini gordiim.” (A8)

OSB’ye Ozgii Davranis Zorluklari ile Bag Etme

Sekiz anne (A1, A2, A3, A5, A6, A7, A8, A9) ¢ocuklarinin OSB ile iligkili davranig sorunlariin giinliik
yasamlarint zorlastirdigini belirtmislerdir. Takintilar, asirt hareketli olma, arkadaglik iligkileri kuramama ve
siirdiirememe sosyal yasamda anneleri kisitlayan OSB’ye 6zgii davranis sorunlari olarak ortaya ¢ikmuistir.

“Cok fazla disar1 ¢ikmiyoruz artik. Hi¢ ¢ikmiyoruz daha dogrusu. Ciinkii ¢ocuklar disari ¢ikinca bir anda
kagiveriyor elimizden. Tutamiyoruz, zor tutuyoruz. Parka falan gotiirdigiimiizde tabi siirekli yanlarinda
oluyoruz. Yani ¢ocugu birakipta kendi basina hi¢ oynadigini bilmem. Birakmiyorum yani korkuyorum
bir anda kacarlar diye.” (A7)

Iki anne (A2, A6) 6zellikle ergenlik doneminde ¢ocuklarindaki mevcut davranis sorunlar arttig1 veya
yeni davranislar sergilemeye basladiklarindan dolay1 bas etmekte zorlanmaktadirlar.

“...ama ergenlik bizi ¢ok dibe ¢ekti hocam mesela biz E. ile her yere gidebiliyorduk. Bizim igin sikinti
yoktu mesela bazen dyle kiigiikken ¢igliklart vardi. Simdi arada bir mir mirlar1 olmasa hi¢ kimse E.’nin
otizmli oldugunu anlamaz. Ama simdi hele gecen sene vurmalar, kirmalar, otobiiste tekme tokat
birbirimize girdik. Ben hayatimda yasamadigim seyleri E. ile yasadim. Ben ailemden hi¢ boyle bir siddet
gérmemistim resmen gecen sene biz birbirimizi dovdilk yani.” (A2)

Es ile Iliskide Déniisiim

Alt1 anne (A1, A2, A3, A5, A7, AS8) tanilardan sonra esleri ile daha once yapabildikleri faaliyetleri
yapmakta zorlandiklarini, romantizmin ve birbirlerine ayirdiklart zamanin azaldigini, esleri olmadan da yasama
devam edebileceklerine inandiklarini ifade ederek esleri ile olan iliskilerinde ciddi doniisiimlere vurgu
yapmuislardir.

“Kendimi salsam beni tutup kaldiracak kimse yok. Bunu bilmek ¢ok kotii. Bunun igin ¢ok kiztyorum
kendime, esime. Yani esim ile ayrilik noktasina ¢ok geldik. Yani ¢ok oldu hi¢ konusmadan sadece
cocuklar i¢in ayni evde kaldigimiz. Birbirimize mecburmusuz gibi. Cok uzun siirdii o siire¢ler. Yani
birbirinizi goziiniiz gérmiiyor, unutuyorsunuz birbirinizi. Kadinliginizi unutuyorsunuz. O anne kimligine
o kadar kaptirtyorsunuz ki kendinizi kadinligimizi unutuyorsunuz. Esinizi unutuyorsunuz, kisiliginizi
unutuyorsunuz.” (A8)

Iki anne (A5, A7) esleriyle yasadiklari tartismalarin genellikle cocuklarla ilgili nedenlerden
kaynaklandigini, eslerinin ¢ocuklarla yeterince ilgilenmemesinin bu nedenlerden biri oldugunu belirtmislerdir. Bu
anneler, OSB olan iki ¢ocuk annesi olma roliiniin es olma roliiniin Oniine gegtigi, bu yiizden de eslerden
vazgecmenin kolay oldugunu ve bu giicii de ¢ocuklarindan aldiklarini dile getirmislerdir.

Gittikce Artan izolasyon

Aragtirmanin ikinci sorusunu olusturan annelerin sosyal yasamlarindaki degisimler ve bu degisimler
sonucunda olusan veya bu degisimlere yol acan duygusal tepkileri ile ilgili bulgularin sunuldugu bu temada dort
alt temaya ulasilmistir.

Sosyal Izolasyon

Yedi anne (A1, A3, A4, A5, A6, A7, A8) sosyal yasamda izolasyon yasadiklarini, komsulari, arkadaglar
ve akrabalar ile eskiye gore ¢ok daha az gériistiiklerini belirtmislerdir. Ozellikle ev ziyaretleri neredeyse hic
yapmadiklarimni, ziyaretler sirasinda ¢ocuklart ile ilgili sorular karsisinda ¢aresiz hissettiklerini soylemistir. Anneler
bu duruma aligtiklari, zaten iki ¢ocukla yogun bir rutin iginde olduklari i¢in sosyal ortamlara ihtiyac
duymadiklarini da ifade etmiglerdir.

“Insanlar bunu tekrar sorunca daha ¢ok iiziiliiyorsun, yarani desiyorlar gibi bir sey. Cevre yine ayn1 mesela
cocuklar kiiciikken insanlarla temas etmeye korkuyorsunuz, insanlar evine ¢agirtyor gitmeye
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¢ekiniyorsunuz. Ciinkii ¢ocugunun durumunu bilmiyor bilse de anlamiyor kimse... Kimse benim i¢imi
bilmez. Ben suan {i¢ yildir yastyorum burada benim daha derdimi yeni 6grendiler. Ciinkii insan diyor ki
bana baktiklarinda onu gérmesinler. Bir seylerin iistiinii kapatmak daha iyi geliyor sanki. Destikce daha
cok acryor.” (AS8)

Ozlem

Bes annenin (A1, AS, A6, A8, A9) sdylemlerinde 6zlem yogun bir duygu olarak kendini gostermis, 6zlem
duyduklar1 durumlar farklilik gostermistir. Ug anne (A1, AS, A9) nérotipik gelisen cocuga 6zlem duydugunu
belirtirken, iki anne (A6, A8) yalmiz kalmaya ve gecmiste kendileri i¢in ayirabildikleri zamanlara &zlem
duymaktadir.

“Saglikli bir gocugum olur diye diisiiniiyorum (giildii) simdi yiizde elli hem korku var hem de sorunsuz
saglikl1 bir ¢ocuk sahibi olma istegi var. Onu bilsem neler yapmayacagim da (giildii). Herkes saglikli bir
¢ocugu olsun ister...” (A9)

Etiketlenme

Dort anne (A1, A3, A6, A7) kendilerinin veya ¢ocuklarin etiketlenmeye maruz kaldigini belirtmislerdir.
Sosyal ortamlarda ve egitim ortamlarinda maruz kalman bu durum annelerin yasamini zorlastirmakta ve
kisitlamaktadir.

“Sadece disart ¢ikmak veya bir yere gitmek istediginiz zaman iyice diigiiniip tartip dyle ¢ikmaniz
gerekiyor. Mesela ¢ocuklarla ¢ikip alisveris merkezine gidemezsiniz ikisi de otizmli oldugu icin. En ufak
bir yere gittiginizde insanlar dik dik bakiyor iste. Hastalig1 oldugunu bilip bilmeden yargilayabiliyorlar.
Cocuklar rahatsiz olmasin diye genelde kapali ortamlara degil de agik ortamlara gitmeyi tercih ediyoruz.”
(A6)

Annelerin ebeveynlik becerilerinin yargilanmast da bu etiketlenmenin kapsamindadir. Anneler,
cocuklariin sosyal ortamlarda sergiledikleri uygun olmayan davraniglardan dolay1 kendilerinin “kétii anne”
olarak etiketlendigini ifade etmislerdir.

“Disar1 ¢iktigimiz zamanlar ¢ok anlayigsiz insanlar oluyor gercekten. Cogu insanla da kavga etmigimdir
bu yiizden. Mesela bir tane kadimin metrodan digart attigimi hatirliyorum. Bana ¢ocuklarin engelliyse
disarda ne isin var dedikleri zaman sinirlerim tavana vurdu kadimi tuttum disariya attim durakta
durdugumuzda...Yani biz bunu se¢medik biz bunu kendimiz boyle olsun istemedik.” (A3)

Kendine ve Cocuga Ofke

Dort annenin (Al, A3, A6, A7) yasadiklart durum igin 6fke hissettigi ve bu 6fkeyi farkli sekillerde
yansittiklar1 ortaya ¢ikmistir. Iki anne OSB olan ¢ocuklari ikiz oldugu igin bebekliklerinden itibaren bebek bakimi
konusunda yetersiz hissetmis, yardimei olacak kimse olmadigi igin ¢ocuklari ekrana fazla maruz birakmistir ve
bundan dolay1 kendilerine 6fke duymaktadir.

“Mesela ekrana ¢ok maruz kaldilar. Ne zaman isim olsa odaya koyardim onlar1 onlarda televizyonda ne
varsa onu izliyorlardi. Yani bizi ekran ¢ok etkiledi, yalnizlik etkiledi, benim yetisememenm etkiledi.” (A4)

Bir anne ikiz ¢ocuklariin ikisinin de OSB olmalarindan dolay1 6fke hissetmekte ve su sekilde ifade
etmektedir,

“Normal gelisim gosteren iki ¢ocugu yetistirmek bile zorken bu sekilde olan iki ¢ocugu yetistirmek iki
kat1 daha zor. Hatta bazen ben sey diyorum esime ‘neden boliindiiler acaba boliinmeselerdi bir tane
olacaklardi.” (giildii). (A9)

Giiclenme Cabalar

Aragtirmanin {i¢ilincii sorusunu olusturan annelerin kendilerini gii¢lii kilmak icin gelistirdikleri bag etme
stratejileri ile ilgili bulgularin sunuldugu bu temada {i¢ alt temaya ulagilmistir.

Cocuklart Kiyaslama

Yedi anne (A1, A3, A4, A5, A6, A7, A9) kiyaslama yaparak kendilerini giicli kilmaya ¢alismaktadir. Bu
annelerden bazilar1 ¢ocuklarini kendi ¢ocuklarindan daha yogun yetersizlige sahip olduklarini diistindiikleri farkl
yetersizlige sahip cocuklarla kiyaslamakta ve kendilerini sansli gérmektedirler.

Sengiil-Erdem 2023, 24(2)



OTIiZM SPEKTRUM BOZUKLUGU OLAN BIRDEN FAZLA COCUGA SAHIP ANNELERIN DENEYIMLERI: 226
YORUMLAYICI FENOMENOLOJIK ANALIZ CALISMASI

“Keske otizmli olmasalardi diyorum. Onu dedigimiz ¢ok oluyor ama sonra da iyi ki diyorum boyle
oldular. Ya boyle olmasaydi daha farkli olsaydi daha ¢ok kotii gocuklar var yani onlarin yasadiklar: bizim
yasadiklarimiza gore daha zor. Annelerinin durumlarini diistinemiyorum. Mesela cihaza bagl yastyorlar
Allah sabir versin valla hi¢ bir sey diyemiyorum. Onlar1 gériince ¢ok siikrediyorum agikgasi. Oyle
olmalarindansa boyle olmalar1 daha iyi. Kendi ayaklari tizerinde durabiliyorlar tamam bazi huylar1 geride
ama...” (A7)

OSB olan iki ¢ocugunu kendi icinde kiyaslayarak da annelerin kendilerini giiclii kilma cabasi icinde
olduklar1 ortaya ¢ikmistir. Bu kiyaslama hem akademik beceriler hem de davranig ve iletisim ozelliklerinde
kendini gostermektedir.

“K. yine iletisim konusunda daha iyi, Y. o kadar degil baska ¢ocuklarla ¢gok iletigim kurmuyor oynamiyor
ama en azindan bagkalarini farkina varmaya baslamiglar. K. daha iyi farkinda tabi K. mesela gidip bir sey
isteyebiliyor oynayalim diyebiliyor. Bagka ¢ocuklarla iletisim kurmaya ¢alisiyor tabii ki. Y. biraz daha az
iletisim ve sosyallesme var.” (A4)

Dini Inang

Annelerin gii¢lii olma cabalari i¢inde dini 6geler siklikla vurgulanmistir. Yedi anne (A2, A3, A4, AS, A6,
A7, A8) ozellikle dini inanglardan beslenmekte ve iki OSB tanilt ¢ocuk sahibi olmanin diinyada bir sinav
oldugunu, bu smav1 hakkiyla gegmek icin ¢abaladiklarini, ¢ocuklarinin Allah tarafindan goénderilmis birer melek

oldugunu ve mutlaka bunun karsiliginda miikafatlandirilacaklarma inandiklarimi belirtmislerdir. Anneler bu
diisiincelerin kendilerini giiglii hissettirdigini ve kabullenmelerini kolaylastirdigini ifade etmektedir.

A: “Mesela ben orda ¢ok sorguladim kendimi. Ben niye depresyona girmedim. O zaman ben mesela
kendimi ¢ok iivey anne gibi hissettim demistim ya en ¢ok orda hissetmistim ben. Ben niye boyle
hissetmedim ben ¢ocugumu sevmiyor muyum?

G: Nasil cevap verdiniz kendinize bu soruyu sordugunuz zaman?
A: Yine Allah’a inancina bagladim. Elhamdiilillah.” (A2)

“Yani zor ama ben 6zel anne oldugumu diistiniiyorum. Demek ki ben bunu yapabilecekmisim ki Allah
bunu bana nasip etmis. Ben bunun ileride miikafatlart olacagini da diisiiniiyorum 6ldiikten sonra. Bunlar
bana Allah’1in hediyesidir ben dyle diigiiniiyorum.” (A3)

Kiiciik Basarilar Biiyiik Mutluluklar

Altianne (A1, A3, A5, A6, A7, A8) ¢ocuklarinin ¢ok kiigiik basarilari karsisinda ¢ok mutlu hissettiklerini,
gelecege daha umutlu baktiklarini ifade etmislerdir. Bu duygu 6zellikle gocuklarmin gelisimlerinde doniim noktast
olan, norotipik gelisim iginde kendiliginden kazanilan fakat OSB i¢in kazanilmasi zor olan becerilerin kazanimi
durumunda hissedilmektedir.

“Cocuklarimdan en ufak seyde sanki annemden yeni dogmus gibi mutlu oluyorum. Onlardan gelen en
ufak olumlu bir sey beni ¢cok mutlu ediyor. Unutturuyor yani bana tiim acimi, kederimi, yorgunlugumu.
Yani ¢ok siikiir 1. kendini kurtarabilir. Az da olsa yemegini yiyebiliyor, kiyafetini giyiyor, kendini ifade
edebiliyor. F. de abisi gibi hani kendini ifade etse, konussa, bu tiir seyler yapabilse keske...” (A6)

Annelerin ifadelerinde ortaya ¢ikan bir baska bulgu ise kendilerini mutlu hissetmelerinin ¢ocuklarinin
gosterecegi kiigiik basarilara bagli oldugudur.

“En azindan sakin dursalar hani sakin. Ya da bir sey sorunca cevap verirse ¢ok mutlu olurum, iyilesiyor
benim ¢ocugum derim, gérityorum bunu derim. Mesela gecen benim biiyiik cocuk ‘¢is’ dedi. 10 yasinda
¢is deyince diinya benim oldu. Dedim ¢ocuk konusacak diizeldi ¢ocuk dedim. Allah dualarimi kabul etti.
Sevindim yalan yok. Gétiirdiim ¢is dedi diye ¢isi de yokmus. Olsa da ¢is diyor olmasa da diyor. Cok
stikiir konusuyor yavas yavas aciliyor herhalde bilmiyorum ama.” (AS5)

Arastirmada verilerin analizi sonucunda ulagilan bulgular {i¢ ana tema altinda sunulmustur. Birinci ana
tema olan yasamin merkezi: iki otizmli cocuk annesi olmak bashigi altindaki bulgular gelecek endisesi, kendini
adama, maddi kaynak yaratma, destege ihtiya¢c duyma, OSB’ye 6zgii davranis zorluklar ile bag etme ve es ile
iliskide déniisiim olmak iizere alt1 alt tema altinda aktarilmistir. Ikinci ana tema olan gittikge artan izolasyon
icindeki bulgular sosyal izolasyon, 6zlem, etiketlenme ile kendine ve gocuga 6fke olmak iizere dort alt tema olarak
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sunulurken, {i¢iincii ana tema olan giiclenme ¢abalari ile ilgili bulgular ¢ocuklart kiyaslama, dini inang ve kii¢iik
basarilar biiylik mutluluklar olmak {iizere {i¢ alt tema altinda aktarilmistir.

Tartisma

OSB olan birden fazla ¢ocuga sahip annelerin deneyimlerini anlamak amaciyla yiiriitiilen bu arastirmada
annelerin deneyimleri ii¢c ana tema altinda sunulmustur; yasamin merkezi: Iki otizmli ¢ocuk annesi olmak, gittikge
artan izolasyon ve giiclenme ¢abalari. Anneler, OSB olan birden fazla ¢ocuk annesi olmanin yasamlarinin
merkezlerini olusturdugunu, yasamlarindaki diger rollerin ve yasantilarin bu rol cevresinde sekillendigini
belirtmigtir. Anneler, ¢ocuklarinin tanilarindan sonra yalnizliklarinin arttigini, yasamdan kendilerini geri
¢ektiklerini, sosyal aglariin zayifladigini, gegmise ve ndrotipik gelisim gosteren ¢ocuga dzlem duyduklarim
belirtmiglerdir. Bu olumsuz etkilerin yaninda annelerin kendilerini giiglii kilma ¢abasi i¢inde olduklari, bunun i¢in
¢ocuklarmin kiigiik basarilarina odaklandiklari, ¢ocuklarini bazen daha yogun yetersizligi olan baska ¢ocuklarla
bazen de birbirleri ile kiyasladiklari ortaya ¢ikmistir. Ayrica dini 6geler annelerin kendilerini giiglii kilma gabasi
icinde 6nemli bir yer tutmaktadir.

Aragtirmanin ilk sorusunu olugturan annelerin giinliik yagsam deneyimlerinin sunuldugu yasamin merkezi:
iki otizmli ¢ocuk annesi olmak temasi altinda anneler yogun bir sekilde gelecek endisesi duymakta, ¢ocuklar
biiylidiikce bakim vermenin zorlasacagini, 6zellikle yaslanma veya yasama veda etme durumlarinda ¢ocuklarina
bakim sunacak birilerinin olmayacagini diisiinmektedirler. OSB olan birden fazla ¢ocuga sahip olmak bu kaygiy1
korkuya doniistirmektedir. Caligmanin bu bulgusuna benzer kaygilar bagka c¢aligma bulgular1 ile
desteklenmektedir (Bilgin & Kiigiik, 2010; Fernandez-Alcantara vd., 2016; Pepperell vd., 2018). Annelerdeki
korku ve kaygi daha ¢ok kendileri bakim veremeyecekleri zaman ¢ocuklarina gelecekte ne olacagi ile ilgilidir
(Fernandez-Alcéantara vd., 2016; Pepperell vd., 2018). Bagimsiz yasami siirdiiremeyecek oluslart da kaygi ve
korku yaratmaktadir (Fernandez-Alcantara vd., 2016). Arastirmaya katilan annelerin kendilerini tamamen
¢ocuklarina adadiklari, zamanlarinin ¢ogunu ¢ocuklarina ayirdiklar: hatta bu kendini adamanin annelerin birey
olarak kendinden uzaklagma ve iki OSB olan ¢ocuk annesi olma iizerinden bir kendilik yapilanmasina neden
oldugu sdylenebilir. Kimura ve Yamazaki (2013) tarafindan yiiriitiilen ve gelisimsel yetersizligi olan birden fazla
¢ocuga sahip annelerin deneyimlerini inceleyen calismanin bulgulart ile aragtirmanin bulgulart benzerlik
gostermektedir. Caligmada o6zellikle annelerin zamanlarinin ¢ogunu c¢ocuklart ile gegirmelerinden dolay1
dinlenmeye firsatlart olmadig1 ve hem fiziksel hem de zihinsel olarak siirekli yorgun olduklar1 belirtilmistir. Baska
bir ¢alismada anneler kariyerlerini feda ettiklerini ve isten ayrildiklarini belirtmiglerdir (Gobrial, 2018). Anneler,
kendilerini daha iyi hissetmelerine yardimci olacak etkinliklere katilim kisitliligindan olumsuz etkilenmekte,
bir¢ok rolil yerine getirme ve siirekli bir seyler feda etme zorunlulugu hissetmektedir (Safe vd., 2012).

Calismada annelerin OSB olan birden fazla ¢ocukla yasamlarini siirdiiriirken destege ihtiya¢ duyduklart
ve giinliik yasam rutinlerini yerine getirirken zorlandiklart ortaya ¢ikmistir. Ayrica, anneler giinlik yasamlarini
stirdiiriirken bekledikleri destegi ailelerinden ve yakinlarindan géremedikleri ifade etmislerdir. Alanyazinda OSB
olan ¢ocuga sahip ailelerin algiladiklari sosyal destegin tipik gelisim gosteren ¢ocuklarin annelerinin algiladiklart
destekten daha disiik oldugu belirtilmektedir (Obeid & Daou, 2015). Calismanin bulgular1 alanyazindaki farkl
calisma bulgular1 tarafindan desteklenmektedir (Pepperell vd., 2018; Safe vd., 2012). Bu ¢alismalardan birinde
anneler kendi ailelerinden gelecek destegin dnemine vurgu yapmis ve ailelerinden destek goremediklerini, bunun
sonucunda da OSB olan ¢ocuklarina saglayabildikleri hizmetlerin kisitlandigt belirtmislerdir (Pepperell vd., 2018;
Safe vd., 2012). Kimura ve Yamazaki’nin (2013) calismasinda da annelerin hissettikleri destegin yetersiz
olmasmin annelerin yorgunlugunu arttirdig1 ¢iinkii farkli gereksinimi olan birden fazla ¢ocuga ebeveynlik
yapmanin annelere tastyabileceklerinden fazla yiik bindirdigi belirtilmektedir. Alanyazindaki bu bulgulardan yola
¢ikarak annelerin ihtiyaci olan destegi saglayacak sistemlere veya kaynaklara ulagamadiklarini sdylemek
miimkiindiir. Bir yandan da OSB olan ¢ocuga sahip annelerin algiladiklar1 destek ve iyi olus diizeyleri arasinda
pozitif yonlii bir iliski oldugu ve algilanan destek arttikca depresyon ve stres gibi olumsuz yasantilarin azaldigt
belirtilmektedir (Benson, 2012). Ekas ve Whitman’in (2010) ¢alismasinda OSB olan ¢ocuk sayisi annelerin
olumsuz duygularin1 yordayan tek anlamli degisken olarak ortaya ¢ikmustir. Calisma bulgularina gére ailedeki
OSB olan ¢ocuk sayisi arttik¢a annelerin yasadiklar: olumsuz duygular, stres ve depresyon gibi olumsuz durumlar
artmakta ve yasam doyumu azalmaktadir. Mevcut ¢aligma nitel desenle yiiriitiilmiis olsa da nicel yiiriitiilen bu
¢alisma (Ekas & Whitman, 2010) bulgularin genellenebilirligini desteklemektedir.

Mevcut g¢alismada anneler Ozellikle hastaneye gitmek gibi acil durumlarda destek alacak kisiler
olmadigin1 ve bu durumun aldiklar1 saglik hizmetlerini aksattigini belirtmisglerdir. Bu bulgu, Kimura ve
Yamazaki’nin (2013) caligmasinin bulgulan tarafindan desteklenmektedir. Kimura ve Yamazaki’'nin (2013)
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calismasinda da yetersizligi olan birden fazla ¢ocuga sahip anneler 6zellikle hastaneye gitmek, aile bireylerinin
hasta olmasi ve ¢ocuklarinin okullari ile ilgili etkinliklerde esnek sosyal desteklere ihtiya¢ duyduklarini fakat bu
hizmetlere ulasamadiklarin1 veya ulassalar bile esnek bir hizmet alamadiklarini ifade etmislerdir. Iki ¢aligmanin
benzer bulgularindan yola cikarak 6zellikle 6zel gereksinimli birden fazla cocuga sahip olmanin ihtiya¢ duyulan
destek diizeyini arttirdig1 fakat annelerin destek ihtiyacinin karsilanmasinin zorlastig1 sdylenebilir.

Calismada anneler, OSB’ye 6zgii 6zelliklerin yagamlarimi zorlagtirdigini ve 6zellikle bazi davranislari
yonetmenin zor olmasi nedeniyle giinliik yasamda aksakliklar yasadiklarini belirtmislerdir. Anneler, iki ¢ocuk ile
sosyal ortamlara girme zorlugu yagamakta ve OSB annelerin yasamina yon vermektedir. Kimura ve Yamazaki
(2013) tarafindan yiiriitiilen ¢aligmada da anneler 6zel gereksinimi olan birden fazla ¢ocukla disari ¢ikmanin
¢ocuklarin problem davraniglarindan dolay1 zorlastigini ifade etmislerdir. Bir bagka g¢alismada annelerin
¢ocuklarmin toplum i¢indeki davranislarindan dolay1 utang duyduklar1 ve bunun sosyal ortamdan ¢ekilmelerine
neden oldugu belirtilmektedir (Gobrial, 2018). OSB’ye 6zgii davranig sorunlari ayrica annelerin yasadiklari stresin
en biiyiik nedenleri arasinda yer almakta ve yasam kalitesini etkilemektedir. Vasilopoulou & Nisbet (2016) OSB
olan ¢ocuga sahip ebeveynlerin yasam kaliteleri ile ilgili yaptiklar: sistematik derleme calismasinda ebeveynlerin
yasam kalitesini etkileyen cocukla ilgili etkenlerin en 6nemlisinin ¢ocuklarinin davranig zorluklart oldugunu,
cocuklarin davranig sorunlar: arttikca ebeveynlerin ruhsal ve fiziksel alanlarda yasam kalitesinin diistiigiini
belirtmiglerdir. OSB olan ¢ocuklarin davranis sorunlarinin anneler i¢in zorlayici bir deneyim olmasinin
nedenlerinden biri OSB olan ¢ocuklarin fiziksel 6zelliklerinin norotipik gelisim gosteren ¢ocuklardan farkli
olmamasidir. Fiziksel goriinim ¢ocuklarin OSB’ye 6zgii davranislarin1 daha az anlasilir kilmakta, bu durum
davraniglarin anneden kaynakladigimni diisiincesine neden oldugu igin annelerin yasamlarini zorlagtirmaktadir
(Nicholas vd., 2020).

Calismada anneler, OSB olan birden fazla ¢ocuga sahip olmanin esleri ile olan iliskilerinde koklii
degisimlere neden oldugunu belirtmislerdir. Anneler, esleri ile iliskilerinin olumsuz yoénde etkilendigini,
evliliklerinde es roliinden uzaklastiklarini, kadinlik algilarmin degistigini belirtmislerdir. Bu bulgular farkli
calisma bulgulart ile desteklenmektedir. OSB olan ¢ocuklara siirekli bakim verme zorunlulugundan dolay: esler
birbirinden uzaklagmakta ve farkli roller iistlenmektedir. Bu rolleri yerine getirirken eslerden yeterince destek
almadigina inanan anneler eslere kars1 6fke hissetmektedirler (DePape & Lindsay, 2015). Iliskideki bu doniisiimiin
OSB olan cocuklar yetistirmenin ¢ok stresli olmasindan kaynaklandigi (Sim vd., 2018) ve eslerin tanidan dolay1
birbirini su¢glamasi gibi olumsuz sonuglara yol a¢tig1 (Flecther vd., 2012) alanyazinda ortaya konan bulgulardandir.

Aragtirmanin ikinci sorusunu olusturan annelerin sosyal yasam ve duygusal tepkilerindeki degisimlerin
sunuldugu gittikce artan izolasyon temasi altinda annelerin sosyal yasamdan geri ¢ekildigi ve bunun bazen
cevreden kaynakli bazen de kendi tercihleri sonucunda olustugu sdylenebilir. OSB’nin bilinmeyen gergeklerini
anlama ¢abasi annelerin giinliikk yasamlarini, rutinlerini ve sosyal iliskilerini ka¢inilmaz bir degisiklige
ugratmaktadir (Reddy vd., 2019). Anneler, ¢ocuklar1 OSB tanisi aldiktan sonra “terapist”, “hak savunucusu” ve
“kriz yonetici” gibi farkl bir¢ok rol iistlendiklerini, diger gocuklarina bakim verme, es olma, kendi ebeveynlerine
bakma ve calisma gibi mevcut rolleri ile ¢atigma yasadiklarint ve bu catigmay1 yonetmekte zorlandiklarini
belirtmektedir. Annelerin bu rolleri zamanlarini azaltmakta, sosyal ¢evrelerinin daralmasina ve sosyal olarak izole
hissetmesine neden olmaktadir (Nicholas vd., 2020). Bazen kendini sosyal olarak geri ¢ekme bir bas etme
mekanizmasi olarak da ortaya ¢ikabilmektedir (Furrukh & Anjum, 2020). Mevcut ¢alismadaki annelerin de
belirttigi gibi anneler nérotipik gelisen ¢ocuklarin anneleri tarafindan anlagilmadiklarina inanmakta ve bu diisiince
onlarin kendilerini sosyal yasamdan ¢ekmelerine yol agmaktadir (Safe vd., 2012).

Bu calismada etiketlenme annelerin yogun olarak dile getirdikleri olumsuz bir deneyim olarak ortaya
¢ikmustir. “Kotii ebeveyn” olarak etiketlenme daha ¢ok sosyal yasamin iginde iken yabanci kisiler tarafindan OSB
olan ¢ocuklarin OSB’ye 6zgli davraniglar sergiledikleri zamanlarda ortaya ¢ikmaktadir. Benzer sekilde ebeveynler,
OSB olan ¢ocuklarinin fiziksel olarak nérotipik gelisen ¢cocuklara benzedigi igin problem davranislarin nérotipik
gelisen ¢ocuk davranisi olarak degerlendirildigini (DePape & Lindsay, 2015), bu damgalanmanin gocuklarin ve
bakim veren kisilerin yasam kalitelerini biiyiik oranda etkiledigini ve strese neden oldugunu belirtmektedirler
(Gobrial, 2018). Tipik gelisen ¢ocuk olarak algilanan OSB’li ¢ocugun (Kuhlthau vd., 2014) toplum igindeki
davraniglar1 toplum tarafindan haksizca degerlendirilmektedir. Ayrica, anneler g¢ocuklarinin baska cocuklar
tarafindan diglanmasindan act duymaktadir (Safe vd., 2012). Pakistan’da yiiriitilen bir ¢alismada ¢ocuklarin
davraniglar: norm dis1 algilandiginda ve anneler bu davranislar: kontrol edemediginde etiketlenmenin annelerin
“kotii” ebeveynligi olarak kendini gdsterdigi belirtilmektedir (Furrukh & Anjum, 2020). Bu deneyimler sonucunda
anneler kendilerini toplumdan soyutlayarak kendi yasamlarini kurmaya ¢aligmaktadir.
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Annelerin kendilerini sosyal yagamdan c¢ekmeleri ile ilgili Gray (1993) mevcut ¢aligma bulgularini
actklayan bulgular sunmaktadir. Gray’e (1993) gére OSB olan ¢ocuga sahip ebeveynler “normal aile yasami”
olarak tanimladiklar1 sosyallesme yeteneklerini, aile iiyeleri arasindaki etkilesim ile hissedilen duygusal kaliteyi
ve normal ailelerin yaptiklarini diisiindiikleri rutinleri ve ritiielleri kaybettiklerini hissetmektedirler. Bu his,
annelerin ¢cocuklariin normal goriiniisle birlikte yikici ve sosyal olmayan davranislar: sonucunda maruz kaldiklar
etiketlenme ile birlesince sosyal izolasyona yol agmaktadir (Fletcher vd., 2012). Kuhlthau ve digerleri (2014)
¢ocuklarinin problem davranislari ile toplumun bakis agisinin annelerin hissettigi sosyal izolasyon duygusunu
tetikledigini belirterek mevcut ¢alismay1 desteklemektedir. Mevcut ¢alismada da anneler sosyal izolasyonun
sadece kendi tercihleri veya sadece toplum bakis agisindan kaynaklanmadigini, her iki durumun etkisiyle ortaya
¢iktigini belirtmislerdir.

Calismada annelerin duygusal tepkileri arasinda yer alan 6zlem duygusu gegmiste annelerin yalniz kaldig:
veya kendilerine ayirdiklari zamanlara ve norotipik gelisim gosteren ¢ocuga karsi hissedilmektedir. Bagka bir
calismada da benzer sonuglar ortaya ¢ikmis ve anneler kendi iyi oluslar1 ve sagliklari iizerinde etkileri olan, deger
verdikleri etkinliklere katilim zorluklar1 yasadiklarini belirtmektedir (Safe vd., 2012). Ayn1 ¢calismada anneler,
sadece kendilerine kalan bir zamanin eksikli§ine vurgu yapmakta ve bu zamani, stlendikleri bir¢ok roliin
taleplerinin ve OSB olan bir ¢ocugun annesi olmanin getirdigi bilissel yiikiin olmadig1 ve zorlayict duygular
hissetmedikleri zamanlar olarak tanimlamaktadirlar (Safe vd., 2012).

Kendilerine ve OSB olan ¢ocuklarina kars1 hissettikleri 6fke annelerde yasadiklar: duruma bir tepki olarak
ortaya ¢ikmistir. Alanyazinda bu bulguyu destekleyecek ¢alismalarin kisitli oldugu ve 6fkeden ziyade daha farkli
duygularin hissedildigi goriilmektedir. Ofke, daha ¢ok egitimcilere ve saglik hizmetleri ile 6zellikle ¢ocuklarinin
OSB kaynakl1 6fke krizlerinde bagka ebeveynlerin ve ¢ocuklarin tepkilerine karsi hissedilmektedir (Fernandez-
Alcantara vd., 2016). OSB olan bir ¢ocuga sahip annelerle yiiriitiilen ¢alismalarda annelerin yogun olarak OSB’nin
tedavi edilebilir bir dogasimnin olmamasi, OSB’yi daha erken doénemde fark etmemis olmalari, ¢ocuklarinin
yasadiklart durumun kendilerinin yaptiklarinin sonucu olabileceginden kaynakli sugluluk ve hayal ettikleri
ebeveynligini yasayamamaktan kaynakli hayal kiriklig1 (Gobrial, 2018) dikkati ¢cekmektedir. Uziintii ve sikinti
daha c¢ok kendini bosluk ve caresizlik olarak gostermektedir. Anneler, cocuklarinin durumlarina katki
saglayamadiklari, onlarin yetersizlikleri ile bas edecek beceri ve kaynaklara sahip olmadiklarini diisiindiikleri i¢in
caresiz hissetmektedirler (Fernandez-Alcantara vd., 2016). Annelerin kendi ¢ocuklarina kars1 hissettikleri 6fkeyi
ifade etmeleri hissettikleri suglulugu arttiracagi i¢in alanyazinda ¢ok ifade bulamadig: fakat ¢alismada annelerin
OSB olan birden fazla ¢ocuga sahip olmanin getirdigi psikolojik yiikii tasima zorlugundan ifade edilmis oldugu
diistintilmektedir.

Aragtirmanin {iglincli sorusunu olusturan annelerin kendilerini giiglii hissetmek igin gelistirdikleri
stratejilerin sunuldugu giiclenme ¢abalari temasinda annelerin tiim olumsuz deneyimlerine karsin kendilerini
¢ocuklari igin gii¢lii hissetmek zorunda hissettikleri, kendilerini biraktiklari anda ¢ocuklarinin meveut durumunun
daha kotii olacagma inandiklar1 ve gesitli gliglenme yontemleri gelistirdikleri ortaya ¢ikmigtir. Caligmanin bu
yondeki bulgular1 Kimura ve Yamazaki’nin (2013) ¢alismasinin bulgular tarafindan desteklenmektedir. Kimura
ve Yamazaki’nin (2013) ¢alismasinda da mevcut ¢alisma ile benzer olarak yetersizligi olan birden fazla ¢ocuga
sahip anneler ¢ocuklarinin problem davraniglarindan dolay1 yasamlarindaki 6nceki yili “dibe vurma” yili olarak
nitelendirmelerine ragmen, yagsamlarini siirdiirmek i¢in olumlu ve iyimser bir yol bulmaya c¢abaladiklarini ifade
etmislerdir.

Dini 6gelere yapilan vurgular giiclenme stratejileri icinde dnemli bir yer tutmaktadir. Caligmada annelerin
tizerinde durduklart ¢ocuklarnin Allah tarafindan gonderilen birer “hediye” ve “melek” olduklari, kendilerinin
gonderilmis bu meleklere bakmak igin se¢ilmis olduklari inanislar1 farkli c¢alisma bulgulari tarafindan
desteklenmektedir (Jegatheesan, Fowler vd., 2010; Gobrial, 2018). Jegatheesan, Fowler ve digerleri (2010)
tarafindan yiritilen g¢alismada ebeveynler “6zel ¢ocugunun” yetistirilmesi i¢in kendilerinin Allah tarafindan
secildiklerine inanmaktadirlar. Ebeveynlere gore, Allah onlara karmasik bir yetersizlik olan OSB olan bir ¢gocuk
vermeden Once onlarin ahlaki 6zellikleri, dayanaklilik, sevgi dolu olma ve cocugu koruma yetenekleri gibi birgok
ozelliklerini dikkate almis ve ¢ocugu onlara bu sekilde gondermistir. Allah, ebeveynlerin g¢ocuklarini
birakmayacagni, becerilerini gelistirmek i¢in imkan saglayacagini bilmektedir. Calismada Islam dininin annelerin
OSB tanil1 bir cocuga yiikledikleri anlama yon verdigi, islam dinindeki kader anlayisinin ebeveynlerin gocuklarimi
kabul etmelerini kolaylastirdig1 vurgulanmistir (Jegatheesan, Miller vd., 2010). Dini bakis agis1 annelerin azim,
hosgorii, anlayis, sefkat, sabir ve umut gibi 6zelliklerini destekleyip kisisel gelisimine katki sunmakta, kendi
yasamlarina farkli bir bakis acis1 gelistirmelerini saglamaktadir (Reddy vd., 2019). OSB olan ¢ocuklarin
annelerinin dini inang diizeyleri arttik¢a depresyon gibi olumsuz etkiler azalmaktadir (Ekas vd., 2009). Miisliiman
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ebeveynler OSB tanili ¢ocuklarmin Allah’in istegi, se¢imi, hediyesi ve siavi oldugu inanglari iizerinden olumlu tutum
gelistirmekte ve OSB tanili ¢ocuklarini kabul etmektedirler. Miisliiman ebeveynlere gore Allah onlar1 bu durumla bag
edecek giicle donatmigtir (Bernier & McCrimmon, 2022). Tiirkiye’de yapilan calismalarda da dini 6gelerin tani
sonrasinda giiclii bir bas etme stratejisi olarak ortaya ¢iktig1 goriilmektedir (Giileg-Aslan, 2017; Yassibas & Colak,
2019). Dini 6gelerin giiclii bir bag etme stratejisi oldugu Miisliiman olmayan ebeveynlerle yapilan ¢alismalarda da ortaya
konmaktadir (Ilias vd., 2016; Tarakeshwar & Pargament, 2001). Bu calismalardan birinde farkli dinlere mensup ve OSB
tanili ¢cocugu olan annelerin dini inanglarmin 6nemli bir bas etme stratejisi olarak ortaya ¢iktigi goriilmektedir.
Calismada anneler kader anlayiginin OSB tanili bir ¢ocuga sahip olmaya karsi anlam arayislarinda bir gerceve
olusturdugunu ve dini ritiiellerinin kendileri i¢in 6nemli bir destek sistemi olusturdugunu belirtmislerdir (Ilias vd., 2016).

Annelerin, giiclenmek i¢in ¢ocuklarinin kiigiik basarilarina odaklandig1 bulgusu alanyazinda yapilan benzer
caligmalarla desteklenmektedir. Ebeveynler, beklentilerini ¢ocuga uyumlamakta ve onun kiigiik basarilarimi biiyiik
basarilar olarak gormektedirler. Anneler, ¢ocuklarinin akademik kazanimlarindan ziyade giinliik yasamlarinda bagimsiz
becerileri kazanmalari karsisinda mutlu olmakta ve kendilerini daha iyi hissetmektedirler (Reddy vd., 2019). Bir bagka
calismada ebeveynler, kendilik algilarini ve ailelerinin devamliligini saglamak i¢in OSB olan ¢ocuklariin gelisimsel
doniim noktalarinin tipik gelisim gdsteren c¢ocuklarinkinden farkli olacagini kabullenmenin Onemine vurgu
yapmaktadirlar. Ebeveynler, OSB olan ¢ocuklarin gecikmis veya farkli gergeklesen gelisimsel doniim noktalarinin
normal gelisim doniim noktalart kadar 6nemli oldugunu, bdylece umutlarini siirdiirebildiklerini ifade etmislerdir
(Woodgate vd., 2008).

Sonuc ve Oneriler

OSB olan birden fazla g¢ocuga sahip annelerin deneyimlerini anlamayi amaglayan bu yorumlayici
fenomenolojik analiz ¢aligmasinin sonuglari, ailelerin yasamlarina daha yakindan bakabilmek, ihtiyaglarini ortaya
¢ikarmak, uygun midahaleleri planlamak ve kullandiklari bag etme stratejilerini anlayabilmek ic¢in Onemlidir.
Alanyazinda OSB olan bir ¢ocuga sahip annelerle yapilan ¢alismalarda annelerin sosyal yasamda etiketlendikleri, sosyal
yalnizlik hissettikleri ve ¢esitli bag etme stratejileri gelistirdikleri bilinmektedir. Bu ¢aligma bulgularina gére, OSB olan
birden fazla g¢ocuga sahip olmak anneleri daha fazla sosyal yalnizliga itmekte ve “annelik roliinii” yasamlarinin
merkezine almaktadir. OSB olan ¢ocuklarini yagamin merkezine alan annelerin diger sosyal ve kisisel alanlarinda ciddi
degisimler ve doniisiimler olmakta, ¢ocuklarina 6fke, norotipik gelisim gosteren ¢ocuga ve kendilerine ait yasam
alanlarina 6zlem gibi duygusal tepkiler gelismektedir. Bu degisimlerle birlikte bazi bas etme stratejileri ortaya
¢tkmaktadir. Dini inang¢larin bu stratejiler i¢erisinde dnemli bir yer tuttugu sdylenebilir.

Dokuz gériismenin altisinin yiiz yiize, ti¢iliniin telefonda gergeklestirilmesinin ¢aligmanin sinirliligi olarak
okuyucuya aktarilmasi faydali olacaktir. Telefonla gerceklestirilen goriigmelerde de arastirmaci goriisme notlari
tutmustur fakat gériisme derinliginin yiiz ylize gerceklesen goriismeler kadar yakalayip yakalayamadigi belirsizligi,
aragtirmacinin katilimcmin beden durusu ve duygusal tepkilerini birebir gozlemleme sanst bulamamis olmasi
aragtirmanin siirliligi olarak belirtilebilir.

Calismanin bulgular1 ve bulgularin alanyazin 15181nda tartisilmasi sonucunda ileri arastirmalar ve uygulamalar
i¢in bazi Oneriler sunulabilir. OSB gibi dogas1 zor gelisimsel bir farkliliga sahip birden fazla ¢ocugu olan annelerin
ihtiyaclarmin belirlenmesi ve destek sistemlerinin olusturulmasinin annelerin yasadiklari sosyal yalnizligin azaltilmasi
icin etkili olacagi diigiiniilmektedir. Yasamin merkezi olarak goriilen “annelik” rollinlin yasamin diger alanlarini
kisitlamasinin azaltilabilmesi igin annelerin sistematik psiko-sosyal destege ihtiyaci vardir. Bununla birlikte cocuklarini
kisa siireli birakabilecekleri bakim ve rehabilitasyon hizmetlerinin planlanmasinin etkili olacagi diisiiniilmektedir.

Calismada OSB tanili iki gocugu olan anneler ile goriisiilmiistiir. Tkiden fazla OSB tanili ¢ocugu olan anneler
ve babalar ile yiiriitillecek ¢aligmalarin, OSB’nin aile sistemleri {izerindeki etkisinin incelenmesinde faydali olacagi
diisiiniilmektedir. Farkli yetersizlige sahip birden fazla ¢ocugu olan ailelerle ¢alismalar yiiriitiiliip bulgularin farklilasip
farklilasmadigi ve ¢ocuktaki OSB tanisinin anneler iizerindeki etkiyi nasil degistirdigi incelenebilir. Babalar ve kardesler
gibi ailenin diger iiyeleri ile benzer ¢aligmalar yiiriitiillebilir. Ayrica ¢aligma grubu biiyiikliigiiniin daha genis tutuldugu
nicel aragtirmalarin yiiriitiilmesinin OSB olan birden fazla ¢ocugun aile iiyeleri {izerindeki etkilerinin genellenebilirligi
igin etkili olacag diisiiniilmektedir. Onemli bir bas etme stratejisi olarak ortaya ¢ikan dini inanglarin giicii ile ilgili farkl:
sosyo-ekonomik gruplardan daha genis ¢alisma gruplari ile ¢aligmalar yiiriitiilmesi onerilmektedir.

Tesekkiir

Yazar, ¢aligmaya goniillii katilan annelere derin tesekkiirlerini sunar.

Sengiil-Erdem 2023, 24(2)



OTIiZM SPEKTRUM BOZUKLUGU OLAN BIRDEN FAZLA COCUGA SAHIP ANNELERIN DENEYIMLERI: 231
YORUMLAYICI FENOMENOLOJIK ANALIZ CALISMASI

Kaynaklar

American Psychiatric Association. (2013). Diagnostic and statistical manual of mental disorders (5th ed.).
American Psychiatric Association.

Benson P. R. (2012). Network characteristics, perceived social support, and psychological adjustment in mothers
of children with autism spectrum disorder. Journal of Autism and Developmental Disorders, 42(12),
2597-2610. https://doi.org/10.1007/s10803-012-1517-9

Bernier, A. S., & McCrimmon, A. W. (2022). Attitudes and perceptions of muslim parents toward their children
with autism: A systematic review. Review Journal of Autism and Developmental Disorders, 9, 320-333.
https://doi.org/10.1007/s40489-021-00256-9

Biggerstaff, D., & Thompson, A. R. (2008). Interpretative phenomenological analysis (IPA): A qualitative
methodology of choice in healthcare research. Qualitative Research in Psychology, 5(3), 214-224.
https://doi.org/10.1080/14780880802314304

Bilgin, H., & Kiiciik, L. (2010). Raising an autistic child: Perspectives from Turkish mothers. Journal of Child
and Adolescent Psychiatric Nursing, 23(2), 92-99. https://doi.org/10.1111/j.1744-6171.2010.00228.x

Brantlinger, E., Jimenez, R., Klingner, J., Pugach, M., & Richardson, V. (2005). Qualitative studies in special
education. Exceptional Children, 71(2), 195-207. https://doi.org/10.1177/001440290507100205

Broady, T. R., Stoyles, G. J., & Morse, C. (2017). Understanding carers' lived experience of stigma: The voice of
families with a child on the autism spectrum. Health & Social Care in the Community, 25(1), 224-233.
https://doi.org/10.1111/hsc.12297

Creswell, J. W. (2012). Educational research: Planning, conducting, and evaluating quantitative and qualitative
research (4th ed.). Pearson.

Creswell, J. W., & Miller, D. L. (2000). Determining validity in qualitative inquiry. Theory into Practice, 39(3),
124-130. https://doi.org/10.1207/s15430421tip3903 2

Dale, E., Jahoda, A., & Knott, F. (2006). Mothers' attributions following their child's diagnosis of autistic spectrum
disorder: Exploring links with maternal levels of stress, depression and expectations about their child's
future. Autism: The International Journal of Research and Practice, 10(5), 463-479.
https://doi.org/10.1177/1362361306066600

Degirmenci, G. Y. (2019). “Summer doesn’t come with a single rose”: A qualitative research of Turkish mothers’
social support systems who have a child with ASD. Toplum ve Sosyal Hizmet, 30(2), 519-537.
https://doi.org/10.33417/tsh.572

DePape, A. M., & Lindsay, S. (2015). Parents' experiences of caring for a child with autism spectrum
disorder. Qualitative Health Research, 25(4), 569-583. https://doi.org/10.1177/1049732314552455

Ekas, N., & Whitman, T. L. (2010). Autism symptom topography and maternal socioemotional functioning.
American Journal on Intellectual and Developmental Disabilities, 115(3), 234-249.
https://doi.org/10.1352/1944-7558-115.3.234

Ekas, N. V., Whitman, T. L., & Shivers, C. (2009). Religiosity, spirituality, and socioemotional functioning in
mothers of children with autism spectrum disorder. Journal of Autism and Developmental Disorders,
39(5), 706-719. https://doi.org/10.1007/s10803-008-0673-4

Fernandez-Alcantara, M., Garcia-Caro, M. P., Pérez-Marfil, M. N., Hueso-Montoro, C., Laynez-Rubio, C., &
Cruz-Quintana, F. (2016). Feelings of loss and grief in parents of children diagnosed with autism spectrum
disorder (ASD). Research in Developmental Disabilities, 55(2), 312-321.
https://doi.org/10.1016/j.ridd.2016.05.007

Fletcher, P. C., Markoulakis, R., & Bryden, P. J. (2012). The costs of caring for a child with an autism spectrum
disorder. Issues in Comprehensive Pediatric Nursing, 35(1), 45-69.
https://doi.org/10.3109/01460862.2012.645407

Sengiil-Erdem 2023, 24(2)


https://doi.org/10.1007/s10803-012-1517-9
https://doi.org/10.1007/s40489-021-00256-9
https://doi.org/10.1080/14780880802314304
https://doi.org/10.1111/j.1744-6171.2010.00228.x
https://doi.org/10.1177/001440290507100205
https://doi.org/10.1111/hsc.12297
https://doi.org/10.1207/s15430421tip3903_2
https://doi.org/10.1177/1362361306066600
https://doi.org/10.33417/tsh.572
https://doi.org/10.1177/1049732314552455
https://doi.org/10.1352/1944-7558-115.3.234
https://doi.org/10.1007/s10803-008-0673-4
https://doi.org/10.1016/j.ridd.2016.05.007
https://doi.org/10.3109/01460862.2012.645407

OTIiZM SPEKTRUM BOZUKLUGU OLAN BIRDEN FAZLA COCUGA SAHIP ANNELERIN DENEYIMLERI: 232
YORUMLAYICI FENOMENOLOJIK ANALIZ CALISMASI

Furrukh, J., & Anjum, G. (2020). Coping with autism spectrum disorder (ASD) in Pakistan: A phenomenology of
mothers  who  have  children  with  ASD. Cogent  Psychology, 7(1), 1-16.
https://doi.org/10.1080/23311908.2020.1728108

Gobrial, E. (2018). The lived experiences of mothers of children with the autism spectrum disorders in Egypt.
Social Sciences, 7(8), 1-11. https://doi.org/10.3390/socsci7080133

Gray, D. E. (1993). Perceptions of stigma: The parents of autistic children. Sociology of Health and IlIness, 15(1),
102-120. https://doi.org/10.1111/1467-9566.ep11343802

Giileg-Aslan, Y. (2017). The life experiences of Turkish mothers who have children with an autism spectrum
disorder. Advances in Social Sciences Research Journal, 4(6), 149-169.
https://doi.org/10.14738/assrj.46.2812

Ha, J.-H., Hong, J., Seltzer, M. M., & Greenberg, J. S. (2008). Age and gender differences in the well-being of
midlife and aging parents with children with mental health or developmental problems: Report of a
national  study. Journal of Health and  Social Behavior,  49(3), 301-316.
https://doi.org/10.1177/002214650804900305

Hoefman, R., Payakachat, N., van Exel, J., Kuhlthau, K., Kovacs, E., Pyne, J., & Tilford, J. M. (2014). Caring for
a child with autism spectrum disorder and parents' quality of life: Application of the CarerQol. Journal
of Autism and Developmental Disorders, 44(8), 1933-1945. https://doi.org/10.1007/s10803-014-2066-1

llias, K., Liaw, J. H. J., Cornish, K., Park, M. S. A., & Golden, K. J. (2016). Wellbeing of mothers of children with
“A-U-T-1-S-M” in Malaysia: An interpretative phenomenological analysis study. Journal of Intellectual
& Developmental Disability, 42(1), 74-89. https://doi.org/10.3109/13668250.2016.1196657

Jegatheesan, B., Fowler, S., & Miller, P. (2010). From symptom recognition to services: How South Asian Muslim
immigrant ~ families  navigate  autism. Disability = &  Society, 25(7), 797-811.
https://doi.org/10.1080/09687599.2010.520894

Jegatheesan, B., Miller, P. J., & Fowler, S. A. (2010). Autism from a religious perspective: A study of parental
beliefs in South Asian Muslim immigrant families. Focus on Autism and Other Developmental
Disabilities, 25(2), 98-109. https://doi.org/10.1177/1088357610361344

Keenan, M., Dillenburger, K., Doherty, A., Byrne, T., & Gallagher, S. (2010). The experiences of parents during
diagnosis and forward planning for children with autism spectrum disorder. Journal of Applied Research
in Intellectual Disabilities, 23(4), 390-397. https://doi.org/10.1111/].1468-3148.2010.00555.x

Kimura, M., & Yamazaki, Y. (2013). The lived experience of mothers of multiple children with intellectual
disabilities. Qualitative Health Research, 23(10), 1307-1319.
https://doi.org/10.1177/1049732313504828

Kimura, M., & Yamazaki, Y. (2019). Having another child without intellectual disabilities: Comparing mothers
of a single child with disability and mothers of multiple children with and without disability. Journal of
Intellectual Disabilities: JOID, 23(2), 216-232. https://doi.org/10.1177/1744629517749129

Kimura, M., Yamazaki, Y., Mochizuki, M., & Omiya, T. (2010). Can I have a second child? Dilemmas of mothers
of children with pervasive developmental disorder: A qualitative study. BMC Pregnancy and Childbirth,
10(69), 1-12. https://doi.org/10.1186/1471-2393-10-69

Koydemir, S., & Tosun, U. (2009). Impact of autistic children on the lives of mothers. Procedia Social and
Behavioral Sciences, 1(1), 2534-2540. https://doi.org/10.1016/].sbspro.2009.01.447

Kuhlthau, K., Payakachat, N., Delahaye, J., Hurson, J., Pyne, J. M., Kovacs, E., & Tilford, J. M. (2014). Quality
of life for parents of children with autism spectrum disorders. Research in Autism Spectrum Disorders,
8(10), 1339-1350. https://doi.org/10.1016/].rasd.2014.07.002

Lutz, H. R., Patterson, B. J., & Klein, J. (2012). Coping with autism: A journey toward adaptation. Journal of
Pediatric Nursing, 27(3), 206-213. https://doi.org/10.1016/j.pedn.2011.03.013

Sengiil-Erdem 2023, 24(2)


https://doi.org/10.1080/23311908.2020.1728108
https://doi.org/10.3390/socsci7080133
https://doi.org/10.1111/1467-9566.ep11343802
https://doi.org/10.14738/assrj.46.2812
https://doi.org/10.1177/002214650804900305
https://doi.org/10.1007/s10803-014-2066-1
https://doi.org/10.3109/13668250.2016.1196657
https://doi.org/10.1080/09687599.2010.520894
https://doi.org/10.1177/1088357610361344
https://doi.org/10.1111/j.1468-3148.2010.00555.x
https://doi.org/10.1177/1049732313504828
https://doi.org/10.1177/1744629517749129
https://doi.org/10.1186/1471-2393-10-69
https://doi.org/10.1016/j.sbspro.2009.01.447
https://doi.org/10.1016/j.rasd.2014.07.002
https://doi.org/10.1016/j.pedn.2011.03.013

OTIiZM SPEKTRUM BOZUKLUGU OLAN BIRDEN FAZLA COCUGA SAHIP ANNELERIN DENEYIMLERI: 233
YORUMLAYICI FENOMENOLOJIK ANALIZ CALISMASI

Maenner, M. J., Shaw, K. A., Bakian, A. V., Bilder, D. A., Durkin, M. S., Esler, A., Furnier, S. M., Hallas, L.,
Hall-Lande, J., Hudson, A., Hughes, M. M., Patrick, M., Pierce, K., Poynter, J. N., Salinas, A., Shenouda,
J., Vehorn, A., Warren, Z., Constantino, J. N., DiRienzo, M., ... Cogswell, M. E. (2021). Prevalence and
characteristics of autism spectrum disorder among children aged 8 years - autism and developmental
disabilities monitoring network, 11 Sites, United States, 2018. Surveillance Summaries, 70(11), 1-16.
https://doi.org/10.15585/mmwr.ss7011al

Miles, M. B., & Huberman, M. A. (1994). An expanded sourcebook qualitative data analysis (2nd ed.). Sage.

Munroe, K., Hammond, L., & Cole, S. (2016) The experiences of African immigrant mothers living in the United
Kingdom with a child diagnosed with an autism spectrum disorder: An interpretive phenomenological
analysis. Disability & Society, 31(6), 798-819. https://doi.org/10.1080/09687599.2016.1200015

Nicholas, D. B., MacCulloch, R., Roberts, W., Zwaigenbaum, L., & McKeever, P. (2020). Tensions in maternal
care for children, youth, and adults with autism spectrum disorder. Global Qualitative Nursing Research,
7,1-10. https://doi.org/10.1177/2333393620907588

O’Connor, C., & Joffe, H. (2020). Intercoder reliability in qualitative research: Debates and practical guidelines.
International Journal of Qualitative Methods, 19, 1-13 https://doi.org/10.1177/1609406919899220

Obeid, R., & Daou, N. (2015). The effects of coping style, social support, and behavioral problems on the well-
being of mothers of children with autism spectrum disorders in Lebanon. Research in Autism Spectrum
Disorders, 10, 59-70. https://doi.org/10.1016/j.rasd.2014.11.003

Orsmond, G. 1., Lin, L. Y., & Seltzer, M. M. (2007). Mothers of adolescents and adults with autism: Parenting
multiple children with disabilities. Intellectual and Developmental Disabilities, 45(4), 257-270.
https://doi.org/10.1352/19349556(2007)45[257:MOAAAW]2.0.CO;2

Patton, M. Q. (2002). Qualitative research and evaluation methods (3rd ed.). Sage.

Pepperell T. A., Paynter, J., & Gilmore, L. (2018). Social support and coping strategies of parents raising a child
with autism spectrum disorder. Early Child Development and Care, 188(10), 1392-1404.
https://doi.org/10.1080/03004430.2016.1261338

Prata, J., Lawson, W., & Coelho, R. (2019). Stress factors in parents of children on the autism spectrum: An
integrative model approach. International Journal of Clinical Neurosciences and Mental Health, 6(2), 1-
9.

Reddy, G., Fewster, D. L., & Gurayah, T. (2019). Parents' voices: Experiences and coping as a parent of a child
with autism spectrum disorder. South African Journal of Occupational Therapy, 49, 43-50.
http://dx.doi.org/10.17159/2310-3833/2019/vol49n1a7

Safe, A., Joosten, A., & Molineux, M. (2012). The experiences of mothers of children with autism: Managing
multiple roles. Journal of Intellectual and Developmental Disability, 37(4), 294-302.
https://doi.org/10.3109/13668250.2012.736614

Shenton, A. K. (2004). Strategies for ensuring trustworthiness in qualitative research projects. Education for
Information, 22(2), 63-75. https://doi.org/10.3233/EFI-2004-22201

Sim, A., Vaz, S., Cordier, R., Joosten, A., Parsons, D., Smith, C., & Falkmer, T. (2018). Factors associated with
stress in families of children with autism spectrum disorder. Developmental Neurorehabilitation, 21(3),
155-165. https://doi.org/10.1080/1 7518423.2017.1326185

Smith J. A., & Eatough, V. (2006) Interpretative phenomenological analysis. In G. Breakwell, S. Hammond, C.
Fife-Schaw, & J. A. Smith (Eds.), Research methods in psychology (pp. 322-341). Sage.

Smith J. A., & Osborn, M. (2008) Interpretative phenomenological analysis. In J. A. Smith (Ed.), Qualitative
psychology: A practical guide to research methods (pp. 53-80). Sage.

Smith, J. A. (2011). Evaluating the contribution of interpretative phenomenological analysis. Health Psychology
Review, 5(1), 9-27. https://doi.org/10.1080/17437199.2010.510659

Smith, J. A., Jarman, M., & Osborne, M. (1999). Doing interpretative phenomenological analysis. In M. Murray
& K. Chamberlain (Eds.), Qualitative health psychology: Theories and methods (pp. 218-241). Sage.

Sengiil-Erdem 2023, 24(2)


https://doi.org/10.15585/mmwr.ss7011a1
https://doi.org/10.1080/09687599.2016.1200015
https://doi.org/10.1177/2333393620907588
https://doi.org/10.1177/1609406919899220
https://doi.org/10.1016/j.rasd.2014.11.003
https://doi.org/10.1352/19349556(2007)45%5b257:MOAAAW%5d2.0.CO;2
https://doi.org/10.1080/03004430.2016.1261338
http://dx.doi.org/10.17159/2310-3833/2019/vol49n1a7
https://doi.org/10.3109/13668250.2012.736614
https://doi.org/10.3233/EFI-2004-22201
https://doi.org/10.1080/1%207518423.2017.1326185
https://doi.org/10.1080/17437199.2010.510659

OTiZM SPEKTRUM BOZUKLUGU OLAN BIiRDEN FAZLA COCUGA SAHIP ANNELERIN DENEYIMLERI: 234
YORUMLAYICI FENOMENOLOJIK ANALIZ CALISMASI

Stanford, C. E., Hastings, R. P., Riby, D. M., Archer, H. J., Page, S. E., & Cebula, K. (2020). Psychological distress
and positive gain in mothers of children with autism, with or without other children with
neurodevelopmental disorders. International Journal of Developmental Disabilities, 68(4), 479-484.
https://doi.org/10.1080/20473869.2020.18123474

Tarakeshwar, N., & Pargament, K. I. (2001). Religious coping in families of children with autism. Focus on Autism
and Other Developmental Disabilities, 16(4), 247-260. https://doi.org/10.1177/108835760101600408

Toret, G., Ozdemir, S., Giirel-Selimoglu, O., & Ozkubat, U. (2014). Otizmli ¢ocuga sahip olan ebeveynlerin
goriisleri: Otizm tanimlamalart ve otizmin nedenleri. Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel
Egitim Dergisi, 15(1), 1-14. https://doi.org/10.1501/Ozlegt_0000000189

Vasilopoulou, E., & Nisbet, J. (2016). The quality of life of parents of children with autism spectrum disorder: A
systematic review. Research in Autism Spectrum Disorders, 23, 36-49.
https://doi.org/10.1016/j.rasd.2015.11.008

Woodgate, R. L., Ateah, C., & Secco, L. (2008). Living in a world of our own: The experience of parents who
have a child with autism. Qualitative  Health  Research, 18(8), 1075-1083.
https://doi.org/10.1177/1049732308320112.

Yassibag, U., & Colak, A. (2019). Otizm spektrum bozuklugu olan ¢ocuga sahip anne-babalarin yasam
deneyimlerine derinlemesine bakis. Egitim ve Bilim, 44(2), 435-467.
http://dx.doi.org/10.15390/EB.2019.7366

Sengiil-Erdem 2023, 24(2)


https://doi.org/10.1080/20473869.2020.18123474
https://doi.org/10.1177/108835760101600408
https://doi.org/10.1501/Ozlegt_0000000189
https://doi.org/10.1016/j.rasd.2015.11.008
https://doi.org/10.1177/1049732308320112
http://dx.doi.org/10.15390/EB.2019.7366

\\\\\\\\

- Ankara University Faculty of RESEARCH
% Educational Sciences

Journal of Special Education Recieved Date: 24.10.21
Accepted Date: 26.12.22
2023, 24(2), 215-234 Online First: 07.01.23

Experiences of Mothers of Multiple Children with Autism Spectrum
Disorder: An Interpretative Phenomenological Analysis Study

Hatice Sengiil-Erdem "=

Abstract

Introduction: This study aimed to investigate the experiences of mothers of multiple children with autism
spectrum disorder (ASD).

Method: Nine mothers of multiple children with ASD participated in the research, designed as an interpretative
phenomenological analysis study, and data were collected through semi-structured interviews. In the data analysis,
the interpretative phenomenological analysis method was employed to reveal the mothers’ personal statements
and emotional reflections in depth.

Findings: As a result of the analysis, three main themes were reached, the center of life: Being a mother of two
children with autism, gradually increasing isolation, and empowerment attempts. In line with the findings, mothers
continue their lives by putting their children with ASD at the center, and they become increasingly lonely in social
life. Mothers experience difficulty in maintaining their daily lives, have intense worries about the future, think that
they lack the support resources they need, and feel that having multiple children with ASD causes transformations
in their relationships with their spouses and their social networks, which will increase their loneliness.
Furthermore, mothers develop various strategies to empower themselves. These strategies have emerged as
religious beliefs, comparing their children with each other or with children with more severe disabilities, and
focusing on the minor achievements of their children.

Discussion: There are few studies on the subject, and the experiences of mothers of multiple children with ASD
are similar to the findings of research investigating the experiences of mothers of multiple children with disabilities
or mothers of a child with ASD.

Conclusion and Recommendations: Whereas mothers of multiple children with ASD experience intense social
isolation and put the “motherhood role” at the center of their lives, on the one side, they feel obliged to empower
themselves and develop some strategies to this end, on the other side. According to the study findings, it is
suggested that arrangements are needed to facilitate the lives of mothers of multiple children with ASD and the
experiences of mothers should be examined with studies to be performed with a larger number of participants.

Keywords: Mothers, experience, stigmatization, empowerment, autism spectrum disorder (ASD), interpretative
phenomenological analysis (IPA).
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Introduction

Autism spectrum disorder (ASD) is defined as a neurodevelopmental disorder that is manifested as
limitations in social communication and interaction and limited and repetitive behaviors in the fifth Diagnostic
and Statistical Manual of Mental Disorders (DSM-5) published by the American Psychiatric Association (APA)
(APA, 2013). In the data on its prevalence published recently, it is emphasized that one in 44 children has a risk
of ASD, and its prevalence increases rapidly (Maenner et al., 2021). A different period begins for parents when
their children are diagnosed with ASD. Some studies report that diagnosing is a complex process that is stressful,
difficult to understand by parents, and involves uncertainties about the causes of ASD and its treatment (Dale et
al., 2006; Keenan et al., 2009). After the diagnosis, the daily lives of parents undergo a major change due to the
burden of caring for their children with ASD, and especially because they have difficulty managing problem
behaviors and coping with tantrums that occur due to changing routines (DePape & Lindsay, 2015), and parents
face different difficulties in the family and broader social environment (Broady et al., 2017).

In their study on the experiences of parents of children with ASD, DePape and Lindsay (2015) stated that
parents felt relieved after their children were diagnosed with developmental differences, but when parents learned
that ASD was a lifelong disorder, they felt devastated. According to Fernandez-Alcantara et al. (2016), the word
“autism” is the unexpected loss of the “healthy” child expected up to that moment and the future the parents have
imagined for their child, and this feeling causes grief in parents. Since mothers have to carry out education and
intervention services for their children with ASD, deal with housework and work simultaneously during and after
the diagnosis, they become more vulnerable and experience stress (Lutz et al., 2012; Nicholas et al., 2020; Reddy
et al., 2019). Mothers’ stress increases even more due to numerous experiences and factors. Children’s problem
behaviors and communication difficulties (Lutz et al., 2012; Pepperell et al., 2018; Safe et al., 2012), mothers'
obligation to organize activities in the social and home life (Lutz et al., 2012), the extra burden and responsibility
of taking care of their children (Dale et al., 2006; Nicholas et al., 2020), financial concerns and resource limitations
(Gobrial, 2018; Lutz et al., 2012; Nicholas et al., 2020; Sim et al., 2018), tensions in social relationships and
withdrawal from social life (Furrukh and Anjum, 2020; Gobrial, 2018; Lutz et al., 2012; Sim et al., 2018; Pepperell
et al., 2018), uncertainties about the causes of ASD (Dale et al., 2006), fear of the future (Pepperell et al., 2018),
and changes in the relationship with spouses (DePape & Lindsay, 2015; Sim et al., 2018) are the sources of stress
in research.

According to the findings of studies conducted with mothers of children with ASD in the literature (e.g.,
Gobrial, 2018; Nicholas et al., 2020; Woodgate et al., 2008), it can be said that social isolation is one of the most
common experiences of mothers. In the study by Woodgate et al. (2008), the researchers stated that families of
children with ASD created their own worlds by withdrawing from social life, felt that they had to lead their lives
on their own, and felt this obligation most in the challenging situations they experienced while caring for their
children with ASD. In the same study, the reasons for mothers' withdrawal from social life are listed as society's
inability to understand ASD and the difficulties experienced by families, the feeling of mothers that they cannot
lead their lives like everyone else due to their children's education and routines and that they have lost the "normal”
life, mothers' feeling that they are alienated from their families, and that the "system" being not supportive.
Mothers’ isolation increases as they withdraw into their own world. The most important reason for the isolation
felt is that the “system” does not work in a way supporting children’s development. Especially the fact that
education and health services are not effectively provided by trained specialists on an institutional basis increases
mothers’ sense of isolation. In another study, mothers stated that children with ASD were deprived of effective
support services, that social support for them and their families as a whole affected their quality of life, but they
could not access effective support services (Kuhlthau et al., 2014).

Stigmatization is another phenomenon related to quality of life. The stigma of a “bad parent” that mothers
acquire in social life adversely impacts their quality of life (Broady et al., 2017). This stigmatization mostly
originates from the ASD-specific behaviors exhibited by children in social life, and mothers are considered a “bad
parent.” Some studies state that one of the most important reasons why mothers are stigmatized as “bad parents”
is that the physical characteristics of children with ASD are similar to those of neurotypically developing children
and problem behaviors are associated with inadequate parenting (DePape & Lindsay, 2015; Gobrial, 2018). Apart
from social life, this stigmatization is also done by school, family, and friends (Broady et al., 2015). Despite this,
mothers develop coping strategies by reducing their expectations about the future of their children, and they
indicate that the most important thing for their children’s lives is social integration, independence, and providing
a contribution to society (Safe et al., 2012).
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Mothers experience confusion about having a second child due to the lack of social support and the
difficulties they experience while caring for their children with pervasive developmental disorder, and sometimes
they think that their current condition can become better with the second child, and sometimes they think that it
can become worse (Kimura et al., 2010). Uncertainty, the risk of having a second child with disability, the severity
of the disability, the fear of placing a burden on the new born child regarding children with developmental
disabilities, the concern that marital relations will change, the lack of social support and acceptance, and the fear
of not being able to receive enough support in caregiving prevent mothers from having a second child (Kimura &
Yamazaki, 2019; Kimura et al., 2010).

Although there are many studies in the literature on the experiences of mothers of children with ASD,
there are few studies on the experiences of mothers of multiple children with neurodevelopmental disability,
including ASD, and these studies examine mothers’ experiences and well-being levels (Ha et al., 2008; Kimura &
Yamazaki, 2013; Orsmond et al., 2007; Stanford et al., 2020). In one of these studies, Kimura and Yamazaki
(2013) investigated the experiences of mothers of multiple children with intellectual disability in a qualitative
study designed as interpretative phenomenological analysis (IPA). Children’s disabilities differ as ASD, Down’s
syndrome, different chromosomal anomalies, and intellectual disability with ASD features. The study revealed
that mothers constantly felt physical and mental fatigue, could not find the opportunity to rest from meeting their
children’s needs and did not feel support. Mothers stated that they lost hope and experienced a shock after the
second child with a disability while planning to give birth to a "healthy™ child and rebuild their "ordinary" life after
the first child with a disability. The study indicated that mothers used the metaphor of "healthy child" to stress
their hope for the chance to experience "ideal motherhood" or having an ordinary family. The study concluded that
the fatigue felt by mothers was due to their inability to take a break from their motherhood role and the lack of
adequate/flexible social support systems. In the same study, mothers thought that they did "endless" parenting due
to the behavioral problems of their children and stated that they felt tired all the time.

A guantitative study by Orsmond et al. (2007) comparing the well-being characteristics of mothers of a
child diagnosed with ASD and a neurotypically developing child and mothers of multiple children with disabilities,
including ASD, concluded that mothers of multiple children with disabilities had higher levels of anxiety and
depression and felt less family harmony and unity. In the study by Ha et al. (2008), the well-being levels of parents
of one and multiple children with neurodevelopmental disorders were compared with their somatic symptoms.
According to the findings, parents of multiple children with disabilities were more adversely affected, experienced
higher stress, and displayed more somatic symptoms such as headache, back pain, stiffness in the joints, and
difficulty falling or staying asleep than the comparison group. The same study also compared mothers and fathers
and found that mothers had statistically more somatic symptoms than fathers, had higher negative emotions such
as anger and hopelessness, and had lower levels of psychological well-being. Another finding in research
conducted with mothers of multiple children with neurodevelopmental disorders is that mothers say, "I have to
live for my children" despite their great difficulties, and to achieve this, they develop a positive perspective on
parenting and define motherhood as pleasing and comfortable, and are empowered with an optimistic perspective
on their children and their lives (Kimura & Yamazaki, 2013). In the study by Stanford et al. (2020), mothers stated
that they felt great pride in even the smallest achievements of their children and developed an optimistic
perspective.

In the review of studies on mothers’ experiences in the national literature, it is seen that these studies have
been conducted with mothers of one child with ASD and yielded similar results to the findings of studies conducted
abroad (Bilgin & Kiigiik, 2010; Degirmenci, 2019; Giileg-Aslan, 2017; Koydemir & Tosun, 2009; Toret et al.,
2014; Yassibas & Colak, 2019). The first of the prominent findings in studies in the national literature is the stress
experienced by mothers. Financial difficulties, communication difficulties, problem behaviors, stereotypical and
obsessive behaviors of children with ASD, divorce, care difficulties and mothers being the primary caregiver,
postponing or ending their career (Degirmenci, 2019; Koydemir & Tosun, 2009), and the absence of a definitive
treatment for ASD (Giileg-Aslan, 2017) are the main sources of stress in mothers. Anxiety about the future is
another important finding (Bilgin & Kiigiik, 2010; Giileg-Aslan, 2017). As indicated by Giileg-Aslan (2017), the
problems encountered in adolescence and adulthood and thinking that they cannot find solutions, the limited
institutions to support them, the uncertainty of who will care for their children when they get old or die constitute
the sources of mothers' concerns. Mothers stating that their lives are difficult (Giileg-Aslan, 2017) cannot find time
to rest (Yassibas & Colak, 2019). Although Turkish mothers indicated their families as their biggest source of
support (Koydemir & Tosun, 2009), they stated that they did not have the social support they needed and they lost
contact with people close to them over time (Degirmenci, 2019). Although all of these studies have been performed
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with mothers of one child with ASD, different studies in the international literature state that having multiple
children with special needs increases stress in mothers (Prata et al., 2019; Spratt et al., 2007) and mothers feel
more unhappy (Kuhlthau et al., 2014). The findings of these studies conducted outside our country make it
important to perform similar studies in Turkey and determine the experiences, perceptions of their lives, and
support sources of mothers of multiple children with ASD.

As specified above, having a child with ASD leads to negative consequences such as stress and depression
in mothers, and these adverse impacts increase when mothers cannot reach adequate support systems. Considering
that mothers are the primary caregivers of children with ASD (Hoefman et al., 2014), difficulties experienced by
mothers with regard to being a caregiver impact their daily lives. In the literature, it is indicated that the number
of children with special needs in the family is an important factor in the negative emotions of mothers (Prata et al.,
2019). For example, it is stated that as the number of children with special needs increases, mothers feel more
depressed and unhappy and carry more burden of being a caregiver (Kuhlthau et al., 2014). There is no study in
the literature examining the experiences of mothers of multiple children with ASD. The studies reached are limited
to international studies on the experiences and psychological states of mothers of multiple children with
neurodevelopmental disabilities (Ha et al., 2008; Kimura & Yamazaki, 2013; Orsmond et al., 2007; Stanford et
al., 2020). Furthermore, studies on the subject stress that there is a need for more studies to provide support to
families, understand parents' coping strategies and how they accept inadequacy, and develop a more holistic
perspective on parents' lives (Kimura & Yamazaki, 2013; Stanford et al., 2020). Based on these needs, the purpose
of this study is to try to understand the experiences of mothers of multiple children with ASD and their search for
meaning regarding ASD. In line with this general purpose, answers to the following questions were sought in the
study:

1. What are the daily life experiences of mothers of multiple children with ASD?

2. What are the changes in the social lives of mothers of multiple children with ASD and their emotional
reactions that occur as a result of these changes or lead to these changes?

3. What are the coping strategies developed by mothers of multiple children with ASD to empower
themselves?

Method
Research Method

The research was designed as IPA since understanding the experiences of mothers of multiple children
with ASD requires an in-depth perspective and there are few phenomenological studies conducted to this end
(Kimura et al., 2010). IPA presents an approach based on the in-depth analysis of participants' personal discourses
(Smith, 2011), in which each participant can share his/her experiences in detail and their emotional reflections can
be captured (Smith & Eatough, 2006). IPA is an appropriate method for subjects in which the experiences of
participants are of primary interest and limited studies have been previously conducted (Munroe et al., 2016).

Participants

The study participants consisted of nine mothers of multiple children with ASD. The participants were
reached by criterion sampling, one of the purposeful sampling methods. The criteria for participation were
determined as having multiple children officially diagnosed with ASD and agreeing to participate in the study
voluntarily. The researcher reached associations related to ASD in different cities and received information about
families of multiple children with ASD. If the associations stated that there were mothers of multiple children with
ASD among their members and they could contact them, the researcher waited for the return about the family from
the contacted authorized person in the associations. The authorized persons in the associations conveyed the
contact information of the families to the researcher, and the researcher called the mothers by phone and provided
information about herself and the study. A suitable time was determined, and an appointment was made to
interview the mothers who agreed to participate in the study. The interviews were conducted at the specified time.
Six mothers live in Istanbul, where the researcher also lives, two mothers live in Ankara, and one mother lives in
Manisa. Table 1 contains information about mothers and their children with ASD.
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Table 1
Characteristics of the Participants and Children with ASD
Age of Age of
. . Age/gender/ . - . Age/gender/school . - . Another
Code Age Education  Occupation Marital City of school of the 1% diagnosis/ Support recglved of the 2™ child diagnosis/ Support recglved child
status  residence . - secondary by the child - secondary by the child
child with ASD di - with ASD . - age/gender
iagnosis diagnosis
Special education/ 6/Ml/special Sensory
M1 41 Undergraduate Teacher Married Istanbul  12/Ml/inclusion 3 tutoring/shadow P 4 therapy/shadow -
education class
teacher teacher
Special
M2 43 MY cewife Married Istanbul  18/Mifinclusion 3 Special education  5.5/MU/inclusion 2 education/sensory
school therapy/play
therapy
. . Special 5/Ml/special
M3 35 Primary Housewife Married Istanbul 10/ F./ special 25 education/sports education 2/ADHD Special education -
school education school )
club kindergarten
. 8/MI (twin)/ Special education/  8/MI (twin)/special Special education/

M4 44 Undergraduate Nurse Married  Ankara inclusion 1.5 hippotherapy education class 15 hippotherapy 8/MI

M5 44 Primary Housewife Married Istanbul lO/MI_/speuaI 2.5/|_ntel_le_ctual Special education 7/Ml/inclusion 35 Special education -

school education class disability

M6 37 Primary Housewife Married Istanbul lB/MI_/speuaI 2llqtellggtual Special education 3.5/F 15 Special education -

school education class disability
. 7/F(twin)/special Special 7/F(twin)/special . .
M7 38 Associate Housewife Married Ankara education 3 education/sensory education 3 Special education/ -
degree . . sensory therapy
kindergarten therapy kindergarten
6/Ml(twin)/ Special 6/F(twin)/special . .

M8 33  High school Midwife Married Manisa special education 2 education/language education 2/ce;|tasbral Speﬁliligtc:;?gtlon/ 13/MI
kindergarten and speech therapy kindergarten palsy Phy Py
12/Ml(twin)/ . Special 12/MI . Special

M9 37 Secondary Housewife Married Istanbul special education 2.5/|_ntel_le_ctual education/sports (twin)/special 2.5/|_nte|_|e_ctual education/sports -

school disability ; disability
school club education school club
Note: ADHD = attention deficit and hyperactivity disorder; Another Child = neurotypically developing child; F = female; M = mother; MI = male.
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Data Collection

Data were collected with a demographic information form and semi-structured interviews. The interview
questions focus on mothers’ experiences in areas such as the emotional dimension, difficult and positive aspects
of being a mother of multiple children with ASD, its impacts on daily and social life, and future expectations. The
interview questions were prepared in line with the general purposes of the study, based on the relevant literature
(e.g., Giileg-Aslan, 2017; Kimura & Yamazaki, 2010; Yassibas & Colak, 2019), the author's studies with families
of children with ASD, and her experience in working with parents in educational settings. Then expert opinions
regarding the interview questions were received from two faculty members, one of whom worked in the field of
special education, the other in the field of psychological counseling and guidance, and who had a doctorate degree
and conducted qualitative studies with the families of children with ASD. A pilot interview was held before the
interview questions were finalized. The pilot interview was conducted face-to-face in the house of a university
graduate mother of twin nine-year-old boys with ASD, living in Istanbul and attending a special education class,
and lasted 90 minutes. Prior to the pilot interview, the interview questions consisting of 20 questions, two of which
were icebreakers, were rearranged as a single question by combining the two questions after the pilot interview,
and another question was removed from the interview questions since it was seen that the answer was received in
one of the first interview questions. Thus, the interview questions were finalized, with a total of 18 questions, two
of which were icebreakers. With the demographic information form developed by the researcher, information
about the mothers' children with ASD and the types of education and support they received, the age and occupation
of the mother, marital status and whether they had other children was acquired.

The researcher conducted the interviews between February and March 2021. The interview durations
varied between 75-90 minutes, and the average duration was calculated as 84 minutes. While six of the nine
interviews were conducted face-to-face with the researcher's visit to the mothers at their home in Istanbul, where
the researcher also lives, the interviews with three mothers living in two different cities were conducted over the
phone. The interviews were recorded as audio recordings and then transferred to the computer in written form.
Prior to the interviews, the consent form was mutually signed, and the mothers filled out the demographic
information form. In the telephone interviews, the consent form was read to the mothers, their consent was taken
as a voice record, and the researcher asked the questions in the demographic information form and transferred the
mothers’ answers to the form.

Data Analysis

IPA was used in data analysis. In the study, findings were obtained with the idiographic approach, in
which each interview was analyzed separately and then the findings were presented by combining each interview
analysis (Smith et al., 1999; Smith & Osborn, 2008).

The data analysis was performed by following the analysis steps used by Smith et al. (1999). The steps
followed in the analysis are as follows; (1) reading each interview transcript more than once by the author to
become more familiar with the content before the analysis, (2) writing the first comments and codes in the left
column of the transcript during the first reading of the first interview transcript, (3) creating and writing the first
sub-themes and themes by writing the themes that will ensure that the "basic quality” of the text is captured as
keywords in the right column during the second reading of the first interview transcript, (4) analyzing the
relationship between the created sub-themes and themes, arranging them according to their order in the text and
combining them when necessary, (5) writing the first comments and codes for each interview, creating sub-themes
and themes by following the steps in the first interview, (6) creating the common main themes and sub-themes for
all interviews by verifying the relevant sub-themes and main themes and original comments, (7) adding
explanatory comments (Biggerstaff & Thompson, 2008; Smith et al., 1999; Smith & Osborn, 2008). During each
interview, the researcher noted the mothers' emphatic comments, frequently used statements, laughing, crying, and
hesitations. Additionally, the researcher kept field notes after each interview and used these notes while
interpreting the analyses.

Role of the Researcher

Since the researcher is the person who performs data collection and analysis in qualitative research, the
researcher's area of expertise, experience, and competence are very important for the credibility of the research
(Patton, 2002; Shenton, 2004). The researcher in the current study has approximately 20 years of experience
working with children with special needs and their families. During her 13 years of teaching experience, the
researcher has worked with students with special needs at various levels, especially in inclusion/integration
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settings. The researcher, who has taken courses on qualitative research during her graduate education, has multiple
qualitative studies conducted with parents of children with ASD in a phenomenological design.

Credibility and Ethics

To ensure credibility in the study, inter-rater reliability, member checking, and peer debriefing methods
were used (Brantlinger et al., 2005; Cresswell, 2012; Cresswell & Miller, 2000). For inter-rater reliability, the
researcher worked with an academician who completed his undergraduate education in the field of psychological
counseling and guidance, received the title of associate professor in the field of special education, and conducted
qualitative studies. While coding the interviews within the scope of the study, the researcher and the academician
providing support coded the first interview together. The reason for performing this procedure is to capture the
depths of the mothers' discourses and aim for detailed coding as a requirement of the research method and data
analysis steps. When a consensus could not be reached between the researcher and the academician regarding the
units and codes during the co-coding of the first interview, peer assessment was used to reach a consensus. After
the co-coding of the first interview, two interviews randomly selected for a 10-25% part to represent the total data
set recommended for a coding reliability percentage (O’Connor & Joffe, 2020) were coded separately by the
researcher and academician providing support, and a coding reliability percentage was calculated using the
“Agreement / (Agreement + Disagreement)” formula suggested by Miles and Huberman (1994). Coding reliability
above 80%, which is the lowest recommended percentage of agreement (Miles & Huberman, 1994), was reached,
and the reliability was found to be 87%. At the points where no consensus could be reached, the raters talked and
reached a common decision, thus eliminating the uncertainty. The second method used to ensure credibility in the
study is member checking. After the data analysis, in the interview conducted with the first mother, the findings
were shared with the mother, and she was asked to express her opinion on the suitability of the themes and sub-
themes, the level of adequate reflection of the themes and sub-themes, and the power of one-to-one quotations
from the mothers to express the sub-themes, and the necessary arrangements were made in the findings after the
interview. The peer debriefing method mentioned above was also employed to ensure the suitability of the theme
and sub-themes. The same peer provided his opinion on the suitability of the theme and sub-themes created by the
researcher, and the agreement between the researcher and the peer was calculated. The agreement found using the
“Agreement / (Agreement + Disagreement)” formula was 92%. When agreement could not be achieved, the themes
and sub-themes were finalized by taking a joint decision. The researcher's experience in working with families of
children with special needs (Patton, 2002) and the fact that she has conducted phenomenological studies with
mothers of children with ASD are other factors increasing the credibility in data analysis and reaching the findings.

To protect ethical principles in the study, first, volunteering was taken as a basis for participating in the
study. Prior to the interviews, the researcher provided information about the study’s purpose, the purpose for which
the findings would be used, and the audio recording of the interview to avoid data loss, and if the participant agreed
to participate in the study voluntarily, the researcher and the mother signed the mutual consent form. Furthermore,
the researcher informed the mothers about the privacy principle before the interview and stated that their personal
information would be protected. The researcher informed the mothers about their right to terminate the interview
at any time before the interview. This information was conveyed by phone to the three mothers interviewed by
phone and that they agreed to voluntarily participate in the study was recorded on the audio recordings. Ethics
committee approval for the study was obtained from the Social Sciences Scientific Research Ethics Committee of
Istanbul Medipol University (Date: 15.02.2021/Decision no: 16)

Findings

As a result of analyzing the data obtained from the interviews with the mothers of multiple children with
ASD, three themes, the center of life: Being a mother of two children with autism, gradually increasing isolation,
and empowerment attempts, were reached regarding the research questions. Table 2 contains the themes, sub-
themes, emphatic statements related to the sub-themes, and examples of statements.

Sengiil-Erdem 2023, 24(2)



EXPERIENCES OF MOTHERS OF MULTIPLE CHILDREN WITH AUTISM SPECTRUM DISORDER:

222

AN INTERPRETATIVE PHENOMENOLOGICAL ANALYSIS STUDY

Themes, Sub-Themes, Emphatic Statements Related to the Sub-Themes, and Examples of Statements

Emphatic statement
related to the sub-theme

Example of the emphatic statement related to the sub-
theme

Table 2
Theme Sub-theme
Anxiety about the
future
Devotion

Creating financial

The future is uncertain

That’s all with me

“Who will accept both?” (M1)

“There is no such thing as myself for a long time.” (MS8)
“I devoted myself to my children.” (M5)

The center of Financially “You have to make a serious effort financially.” (M1)
life: Being a resources s
mother of Needing support Loneliness Ehe elders (cjl?;;‘t plrt9V1de su}f)port”lnl\}[t;ls sense; they see
two children . ' ow many difficulties you have.” (M2)
with autism  Coping with ASD- . “The child has to go through that crisis at that moment.”
specific behavioral Obsessions
A (M3)
difficulties
Tra”SfOrma“Of_‘ in , «...I don't remember the last time | held his hand. When
the relationship I’'m enough for myself did I fall into his arm?” (M1)
with the spouse '
Social isolation I stopped going to my “| don't talk much about my children because I don't
relatives think anyone can really understand me.” (M9)
. . “If there were one, the other would become a model for
Gi:liﬂzzyi)r/]g Longing Being a role model him. We don't have a child who is a model.” (M7)
isolation Stigmatization Different -(rl\r;li); really don't want a child who looks different.
Anger at herself and . " “l would say | would care more, but I really couldn't
the child What did | do wrong? because there were two of them.” (M9)
Comparing the At least there is no “So at least you can go somewhere when you hold the
children physical disability child's hand.” (M3)
Empowerment Religious belief God gave him “| believe that I will see the reward for this.” (M8)
attempts i « i
p Minor _ The smallest positive You I_<now, we become very happy when our children
achievements, big - do things that others ignore since they are small
. thing s
happiness things." (M7)

The Center of Life: Being a Mother of Two Children with Autism

Six sub-themes were reached concerning this theme, in which the findings regarding the mothers’ daily
life experiences, which constituted the first question of the study, were presented.

Anxiety About the Future

Eight mothers (M1, M2, M3, M5, M6, M7, M8, M9) are worried about their children's future. Some of
these concerns originate from uncertainties about how their children will survive and meet their differing needs as
they grow up. The mothers are worried because they think that as their children grow up, they will have difficulties
in meeting their own needs independently and fulfilling the needs of different social environments.

“...I'don't know, for example, one of them is always dreaming about going to the military. Maybe, it isn’t
very important. But whether they will be able to get better or get married, or stand on their own feet, these
are my concerns. | don't know, I'm uncertain.” (M9)

Seven mothers (M1, M3, M5, M6, M7, M8, M9) believe that there will be no one around to take care of
their children when they get old and have difficulty in caring for their children since they have multiple children
with ASD. The anxiety that underlies this is the uncertainty about who will take care of their children after their
death and the anxiety it creates.

“l wish they had a normal sibling... | want someone who can take care of them. You know, parents of
children with autism always worry about what will happen after us. There is always a concern who will
look after them after us. For example, they have no siblings now. That's what comes to my mind. Who
will look after them after our death?” (M7)
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Four mothers (M5, M6, M7, M9) stated that they never wanted to leave their children behind, they would
take care of them until they died, and they wanted to "die with them or after them."

“l always pray that God will not separate me from my eldest son. | say don't leave him behind because he
can't live without me, he can't even drink water. Believe it or not, | put a glass of water, he points to give
it to him. I always pray that | will not leave him to anyone, God will take him with me. | know this, so |
always see it in my dreams or something.” (M5)

Devotion

Eight mothers (M1, M2, M3, M4, M5, M6, M8, M9) indicated that after they had two children with ASD,
they devoted themselves completely to their children and while doing so, they distanced themselves from
themselves. Since the mothers are mostly interested in their children's education and devote most of their time to
fulfilling their routines, they think they completely devote themselves to their children.

“That way, I don’t have a private life, etc. After all, when there are two children at home, it is difficult
for us to allocate time to ourselves. It's different when there is only one disabled child at home, you can
spare time for yourself. But when there are two, the time you spare for yourself is completely spent on
two children.” (M6)

This intensity limited the time and activities of mothers for themselves and reduced the time they spent
with their friends. The mothers feel guilty after they spend time for themselves, they believe this time should be
dedicated to their children, and they think that their children always need them.

“Only God and I know what I’ve been through for seven or eight years. Even my husband doesn’t know,
even he doesn’t realize this. I mean, we are asocial, we don’t have a social life, we don’t have a circle of
friends. We don’t have time for ourselves. Even reading a book is a luxury for me, | feel as if | stole time
from my children. Even taking extra naps or sleeping comes back to us as a pang of conscience.” (M8)

Creating Financial Resources

Seven mothers (M1, M2, M3, M4, M6, M7, M9) stated that they needed to create financial resources for
their children's educational needs, but they could not provide the support and education they wanted for their
children due to this limitation.

“I don’t have the means to take children to different special places. We can’t take them, | mean, we can
take them to the places supported by the state. My husband is a security officer, his salary isn’t so high.
Our house is rented. Because of the financial situation...l would like to take them to special places. There
are places that provide really good education, but we don’t have such an opportunity. As much as possible,
I try to take them to the places provided by the state and the municipality.” (M3)

Three mothers (M3, M7, M9) stated that the special education support they could provide to their children
was limited to the support provided free of charge within the framework of legal rights, and they could not allocate
a budget for social activities and courses they would like their children to attend, other than the special education,
especially since they had two children with ASD.

Needing Support

Five mothers (M1, M2, M4, M6, M7) said that they needed support, especially from family members in
daily life. They experience complex emotions, and their relationships with family members weaken when they do
not receive the support they want. It is seen that the mothers expect this support, especially from their own mothers.

M: “I am very offended. For example, my mother used to say to me all the time in the beginning, ‘May
God help you, my daughter, may God help you, my daughter.” | said, Mom, you know? | hate that
sentence. Of course, may God help us all. But you won't tell me that. If an old woman saw my son on the
street, she would tell me, ‘Oh my daughter, may God help you.' You will say to me, ‘What can | do for
you, my daughter? How can | help you?’ ” (M2)

Two mothers (M3, M8) stated that it was difficult for them to go to the doctor in case of illness, they
sometimes had to go with their children, and in these cases, they could not carry out the procedures in the hospital

properly.
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“For example, | have to go to the doctor. There is no one to whom | can entrust my children. | can't go to
the doctor until it gets worse. For example, | have a chronic disease, and this is a disease that destroys me
physically, even that is a problem. You know, it was very difficult to go to a doctor and have the analysis
done, to be treated, etc. I mean, I’ve seen the bottom of being alone.” (M8)

Coping with ASD-Specific Behavioral Difficulties

Eight mothers (M1, M2, M3, M5, M6, M7, M8, M9) indicated that their children's behavioral problems
related to ASD made their daily lives difficult. Obsessions, hyperactivity, and the inability to establish and maintain
friendship relations have emerged as ASD-specific behavioral problems limiting mothers in social life.

“We don't go out a lot anymore. Actually, we don’t go out at all because when children go out, they
suddenly run away from us. We can’t hold them, we can hardly hold them. Of course, we are always with
them when we take them to the park, etc. So | never leave them so that they play on their own. I don’t
leave them. I’'m afraid they will run away.” (M7)

Two mothers (M2, M6) have difficulties in coping since their children's current behavioral problems
increase or they start to exhibit new behaviors, especially during adolescence.

“...Adolescence took us to the bottom. For example, we could go anywhere with E. It was not a problem
for us. For example, when he was a small child, he used to scream sometimes. Nobody would understand
that E. has autism if he didn't purr occasionally. But now... Especially last year, he was hitting, breaking,
and we kicked and slapped each other on the bus. | experienced things with E. that | have never
experienced in my life. | have never seen such violence from my family. Last year, we actually beat each
other.” (M2)

Transformation in the Relationship with the Spouse

Six mothers (M1, M2, M3, M5, M7, M8) said that they had difficulty in doing the activities they could
do with their spouses after their children’s diagnosis, their romance and time spent with each other decreased, and
they believed that they could continue their lives without their spouses and emphasized serious transformations in
the relationships with their spouses.

“If I let myself go, there is no one to help me stand up again. That’s very bad to know this. | am very
angry with myself and my husband for this. My husband and I have come to the point of divorce numerous
times. Many times, we stayed in the same house just for children without talking to each other. It's like
we're obligated to each other. Those processes took a very long time. So you can't see each other, you
forget each other. You forget your femininity. You get so caught up in that mother identity that you forget
your womanhood. You forget your husband, you forget your personality.” (M8)

Two mothers (M5, M7) stated that the arguments they had with their husbands usually originated from
reasons related to the children, and the fact that their spouses did not care enough about the children was one of
these reasons. These mothers said that the role of a mother of two children with ASD preceded the role of a wife,
S0 it was easy to give up on their spouses, and they took this power from their children.

Gradually Increasing Isolation

Four sub-themes were reached under this theme, in which the findings regarding changes in the social
lives of mothers and the emotional reactions that occurred as a result of these changes or led to these changes,
which constituted the second question of the study, were presented.

Social Isolation

Seven mothers (M1, M3, M4, M5, M6, M7, M8) indicated that they experienced isolation in social life
and met with their neighbors, friends, and relatives less compared to the past. They said that they almost never
made home visits and felt helpless in the face of questions about their children during the visits. The mothers also
stated that they got used to this situation and did not need social environments because they already had a busy
routine with two children.

“When people ask that again, you get more upset, it's like they're ripping your wound open. The
environment is still the same. For example, when children are small, you are afraid to contact people.
People are calling you to their house, you are hesitant to go because even if they don't know about your
child's situation, they don't understand... Nobody knows what's inside of me. I've been living here for
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three years now, and they just learned about my problem. Because people say, when they look at me, they
should not see him. It seems like it's better to cover things up. The more it is pierced, the more it hurts.”
(M8)

Longing

Longing manifested itself as an intense emotion in the statements of five mothers (M1, M5, M6, M8,
M9), and the situations they longed for varied. Three mothers (M1, M5, M9) said that they longed for a
neurotypically developing child, whereas two mothers (M6, M8) longed for being alone and for the times they
could spare for themselves in the past.

“I think I will have a healthy child (laughs). Now, it’s fifty-fifty, there is both fear and the desire to have
a healthy child without any problems. What wouldn’t I do if | knew this (laughs)? Everyone wants to
have a healthy child...” (M9)

Stigmatization

Four mothers (M1, M3, M6, M7) indicated that they or their children were exposed to stigmatization.
This situation, to which they are exposed in social environments and educational settings, complicates and restricts
the lives of mothers.

“When you just want to go out or go somewhere, you have to go out after thinking thoroughly. For
example, you can't go out with the kids and go to the shopping mall because they both have autism. When
you go even to the smallest place, people stare at them. They can judge without knowing that they have
the disease. We generally prefer to go to open environments rather than closed environments so that
children are not disturbed.” (M6)

Judging mothers' parenting skills is also within the scope of this stigmatization. The mothers said that
they were stigmatized as "bad mothers" due their children's inappropriate behaviors in social environments.

“There are really unsympathetic people when we go out. That's why | fought with many people. For
example, | remember throwing a woman out off the train in the subway. When she told me what | was
doing outside if my children were disabled, my nerves hit the ceiling, | grabbed the woman and threw her
out when the train stopped... We didn't choose this, we didn't want it to happen this way.” (M3)

Anger at Herself and the Child

It was found that four mothers (M1, M3, M6, M7) felt anger for the situation they experienced and
reflected this anger in different ways. Two mothers felt inadequate about infant care since the infancy of their
children because their children with ASD were twins, they left their children in front of the screen too much
because there was no one to help them, and they were angry with themselves because of this.

“For example, they stayed in front of the screen a lot. Whenever | had something to do, | would put them
in the room, and they watched whatever was on TV. | mean, the screen affected us a lot, loneliness
affected us, my not catching up affected us.” (M4)

A mother felt anger because both of her twins have ASD and expressed it in the following way:

“It is difficult to raise even two typically developing children. So it is twice as difficult to raise two
children like this. In fact, sometimes | say to my husband, 'Why did they split? If they hadn't split, they
would have been one.” (laughs). (M9)

Empowerment Attempts

Three sub-themes were reached under this theme, in which the findings regarding the coping strategies
developed by mothers to empower themselves, which constituted the third question of the study, were presented.

Comparing the Children

Seven mothers (M1, M3, M4, M5, M6, M7, M9) try to empower themselves by making comparisons.
Some of these mothers compare their children with children with different disabilities, who they think have more
severe disabilities than their children, and consider themselves lucky.
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“I say, I wish they didn’t have autism. I say this a lot, but then I say, it’s good that they are like this. What
if there were not like this, if they were different... There are children in a much poorer condition, so their
experiences are considerably more difficult than ours. I can’t imagine their mothers’ conditions. For
example, they live connected to the device. May God give them patience, | can't say anything else.
Actually, I feel very grateful when | see them. It’s better that my children are like this, not like that. They
can stand on their own feet. Yes, they have delays in some of their habits, but...” (M7)

It was revealed that the mothers tried to empower themselves by comparing their two children with ASD.
This comparison manifests itself in both academic skills and behavioral and communication characteristics.

“K. is better at communication. Y. is not so good, he does not communicate much with other children,
does not play with them, but they started to notice others at least. K. is more aware, of course. For example,
K. can go and ask for something, say let’s play. He's trying to communicate with other kids, of course. Y.
communicates and socializes a little less.” (M4)

Religious Belief

Religious elements were frequently stressed in the mothers' attempts to empower themselves. Seven
mothers (M2, M3, M4, M5, M6, M7, M8) stated that they were especially nourished by religious beliefs and having
two children with ASD was an exam in the world, they were attempting to pass this exam properly, their children
were angels sent by God and they believed they would be rewarded for this. The mothers said that these thoughts
empowered them and facilitated their acceptance.

M: “For example, | questioned myself a lot there. Why was | not in depression? At that time, for example,
I said that | felt like more a stepmother, | felt this the most there. Why didn't | feel like this, don't I love
my child?

I: What answer did you give to yourself when you asked this question?
M: Again, | connected it to belief in God. Thank God.” (M2)

“It’s hard, but I think I’'m a special mother. It means | can do this because God has given me this. | also
think I will be rewarded for this in the future, after death. I think, they are God’s gift to me.” (M3)

Minor Achievements, Big Happiness

Six mothers (M1, M3, M5, M6, M7, M8) indicated that they felt very happy in the face of their children's
minor achievements, and they looked to the future with more hope. This feeling is especially felt in the case of
acquiring skills, which are a turning point in the development of children, which are acquired spontaneously in
neurotypical development but are difficult to acquire for children with ASD.

“I am happy even about the smallest thing with my children as if they had just been born. The smallest
positive thing about them makes me very happy. It makes me forget all my pain, sorrow, and fatigue. Thank God,
I. can look after himself. He can eat a little, put on his clothes, and express himself. I wish F. could express himself,
talk and do such things as his elder brother...” (M6)

Another finding that emerged in the mothers’ statements is that their feeling happy depends on the minor
achievements of their children.

“I wish they could at least stay calm. Or if he answers something when I ask, I become very happy, I say
he is recovering, my child is getting better, | see it. For example, my elder child has recently said, ‘pee.” When he
said “pee” at the age of 10, the world became mine. I said, my child will speak, he has recovered. God answered
my prayers. There is no lie, I became happy. I took him to the toilet since he said “pee”, though he didn’t have a
pee. He says “pee,” no matter if he has or does not have a pee. Thank God, he speaks, I guess he's slowly opening
up, I don't know...” (M5)

The findings obtained from the analysis of the data in the study are presented under three main themes.
The findings under the heading of “The center of life: Being a mother of two children with autism,” which is the
first main theme, were presented under six sub-themes, anxiety about the future, devotion, creating financial
resources, needing support, coping with ASD-specific behavioral difficulties, and transformation in the
relationship with the spouse. Whereas the findings under the second main theme, gradually increasing isolation,
were presented as four sub-themes, such as social isolation, longing, stigmatization, and anger at herself and the
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child, the findings regarding the third main theme, empowerment attempts, were presented under three sub-themes,
comparing the children, religious belief, and minor achievements, big happiness.

Discussion

In this study, which was carried out to understand the experiences of mothers of multiple children with
ASD, the mothers’ experiences were presented under three main themes; the center of life: being a mother of two
children with ASD, gradually increasing isolation, and empowerment attempts. The mothers indicated that being
a mother of multiple children with ASD constituted the center of their lives and other roles and experiences in their
lives were shaped around this role. The mothers said that after their children’s diagnosis, their loneliness increased,
they withdrew from life, their social networks weakened, and they longed for the past and a neurotypically
developing child. In addition to these adverse effects, it was found that the mothers made attempts to empower
themselves, they focused on their children's minor achievements for this and sometimes compared their children
with other children with more severe disabilities and sometimes with each other. Moreover, religious elements
take an important place among mothers' attempts to empower themselves.

Under the theme of the center of life: being a mother of two children with autism, presenting the daily life
experiences of the mothers, which constituted the first question of the study, the mothers experience intense
worries about the future, they think it will become difficult to provide care as their children grow up and there will
be no one to care for their children, especially when they get old or die. Having multiple children with ASD turns
this anxiety into fear. Concerns similar to this finding of the study are supported by other study findings (Bilgin &
Kiigiik, 2010; Fernandez-Alcantara et al., 2016; Pepperell et al., 2018). Fear and anxiety in mothers are mostly
about what will happen to their children in the future when they cannot care for themselves (Fernandez-Alcantara
et al., 2016; Pepperell et al., 2018). The fact that they cannot maintain an independent life also creates anxiety and
fear (Fernandez-Alcantara et al., 2016). It can be stated that the mothers participating in the study completely
devote themselves to their children, allocate most of their time to their children, and this devotion even causes
mothers to distance themselves from themselves as individuals and structure their self over being a mother of two
children with ASD. The findings of the study performed by Kimura and Yamazaki (2013) and examining the
experiences of mothers of multiple children with developmental disabilities are similar to the findings of the
present study. The study stated that especially since mothers spend most of their time with their children, they did
not have the opportunity to rest and they were constantly tired both physically and mentally. In another study,
mothers indicated that they sacrificed their careers and quit their jobs (Gobrial, 2018). Mothers are adversely
affected by the limited participation in activities that will help them feel better, and they feel obliged to fulfill many
roles and constantly sacrifice something (Safe et al., 2012).

The study revealed that the mothers needed support while living with multiple children with ASD and
had difficulties in fulfilling their daily life routines. Additionally, the mothers indicated that they did not receive
the support they expected from their families and relatives while maintaining their daily lives. In the literature, it
is stated that the perceived social support of families of children with ASD is lower than the perceived support of
mothers of typically developing children (Obeid & Daou, 2015). The study’s findings are supported by the findings
of different studies in the literature (Pepperell et al., 2018; Safe et al., 2012). In one of these studies, mothers
stressed the importance of support from their families and indicated that they could not receive support from their
families, and as a result, the services they could provide to their children with ASD were limited (Pepperell et al.,
2018; Safe et al., 2012). The study by Kimura and Yamazaki (2013) also stated that the inadequate support felt by
mothers increased mothers’ fatigue because being a parent of multiple children with special needs put more burden
on mothers than they can bore. Based on these findings in the literature, it can be said that mothers cannot reach
the systems or resources that will provide the support they need. On the other hand, it is indicated that there is a
positive relationship between the perceived support and well-being levels of mothers of children with ASD, and
as the perceived support increases, negative experiences such as depression and stress decrease (Benson, 2012).
In the study by Ekas and Whitman (2010), the number of children with ASD emerged as the only significant
variable predicting the negative emotions of mothers. In line with the study findings, as the number of children
with ASD in the family increases, negative emotions experienced by mothers such as stress and depression
increase, and their life satisfaction decreases. Although the present study was carried out in a qualitative design,
this quantitative study (Ekas & Whitman, 2010) supports the generalizability of the findings.

In the current study, the mothers said that there were no people from whom they could receive support in
emergencies such as going to the hospital, and this hindered the healthcare services they received. This finding is
supported by the findings of the study by Kimura and Yamazaki (2013). In the study by Kimura and Yamazaki
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(2013), mothers of multiple children with disabilities stated that they needed flexible social support, especially for
going to the hospital, when family members were ill, and for activities related to their children's school, but they
could not reach these services or could not receive a flexible service even if they could reach them. According to
the similar findings of the two studies, it can be stated that having multiple children with special needs increases
the level of support needed, but it becomes difficult to meet the support needs of mothers.

The mothers in the study said that ASD-specific features made their lives difficult and they experienced
disruptions in daily life, especially since it was hard to manage some behaviors. Mothers experience difficulties in
entering social environments with their two children, and ASD directs the lives of mothers. In the study by Kimura
and Yamazaki (2013), mothers also stated that going out with multiple children with special needs became difficult
due to the problem behaviors of their children. Another study reported that mothers were ashamed of their
children's behavior in society and this caused them to withdraw from the social environment (Gobrial, 2018).
Furthermore, ASD-specific behavioral problems are among the biggest causes of stress experienced by mothers
and influence their quality of life. In their systematic review study on the quality of life of parents of children with
ASD, Vasilopoulou and Nisbet (2016) indicated that the behavioral difficulties of children were the most important
child-related factors affecting the quality of life of parents, and as children's behavioral problems increased, the
quality of life of parents decreased in mental and physical domains. One of the reasons why the behavioral
problems of children with ASD is a challenging experience for mothers is that the physical characteristics of
children with ASD do not differ from neurotypically developing children. Physical appearance makes children's
ASD-specific behaviors less understandable, which makes the lives of mothers more difficult since it leads to the
thought that the behaviors originate from the mother (Nicholas et al., 2020).

The mothers in the study said that having multiple children with ASD caused radical changes in the
relationships with their spouses. The mothers stated that their relationships with their spouses were adversely
affected, they moved away from the role of a wife in their marriage, and their perception of femininity changed.
The said findings are supported by different study findings. Due to the necessity of providing continuous care to
children with ASD, spouses move away from each other and take on different roles. Mothers who believe that they
do not receive adequate support from their husbands while fulfilling these roles feel anger toward their spouses
(DePape & Lindsay, 2015). It is among the findings in the literature that this transformation in the relationship
originates from the fact that raising children with ASD is very stressful (Sim et al., 2018), and it causes negative
consequences such as blaming each other for the diagnosis (Flecther et al., 2012).

Under the theme of gradually increasing isolation, presenting changes in the mothers’ social life and
emotional reactions, which constituted the second question of the study, it can be said that mothers withdraw from
social life, sometimes due to the environment and sometimes as a result of their own preferences. The attempt to
understand the unknown facts of ASD inevitably changes the daily lives, routines, and social relations of mothers
(Reddy et al., 2019). The mothers indicated that after their children were diagnosed with ASD, they assumed many
different roles, such as "therapist,” "rights defender," and "crisis manager," they experienced conflicts with their
current roles, such as caring for other children, being a spouse, caring for their own parents and working, and they
had difficulty in managing this conflict. These roles of mothers reduce their time, narrow their social circles, and
cause them to feel socially isolated (Nicholas et al., 2020). Sometimes, social withdrawal can also emerge as a
coping mechanism (Furrukh & Anjum, 2020). As specified by the mothers in the present study, they believe that
they are not understood by mothers of neurotypically developing children, and this thought causes them to
withdraw from social life (Safe et al., 2012).

Stigmatization appeared as a negative experience frequently expressed by the mothers in the present
study. Mostly strangers stigmatize them as “bad parents” when their children with ASD display ASD-specific
behaviors while they are in social life. Likewise, parents state that problem behaviors are considered as
neurotypically developing children's behavior since their children with ASD are physically similar to
neurotypically developing children (DePape & Lindsay, 2015), and this stigmatization significantly impacts the
quality of life of children and caregivers and causes stress (Gobrial, 2018). The behavior of a child with ASD in
society, who is perceived as a typically developing child (Kuhlthau et al., 2014), is unfairly evaluated by society.
Moreover, mothers feel pain when their children are excluded by other children (Safe et al., 2012). A study from
Pakistan showed that when children's behaviors were perceived as abnormal and mothers could not control these
behaviors, stigmatization manifested itself as mothers’ "bad" parenting (Furrukh & Anjum, 2020). As a result of
these experiences, mothers try to establish their lives by isolating themselves from society.
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Gray (1993) presented findings explaining the results of the present study regarding mothers' withdrawal
from social life. According to Gray (1993), parents of children with ASD feel that they have lost their socialization
abilities, which they define as "normal family life," the emotional quality felt with the interaction between family
members, and the routines and rituals that they think normal families do. The above-mentioned feeling, combined
with the stigmatization to which mothers are exposed as a result of their children's destructive and unsocial
behaviors with normal appearance, causes social isolation (Fletcher et al., 2012). Kuhlthau et al. (2014) support
the current study by indicating that the problem behaviors of children and the perspective of society trigger the
sense of social isolation felt by mothers. In the present study, the mothers also said that social isolation was not
caused by their own preferences or only the society’s perspective but emerged under the influence of both
conditions.

The feeling of longing, among the mothers’ emotional reactions, is felt toward the times when mothers
were alone or allocated time to themselves in the past and toward a neurotypically developing child. Similar results
were obtained in another study, and mothers stated that they experienced difficulties in participating in activities
they valued, which influenced their well-being and health (Safe et al., 2012). In the same study, mothers stress the
lack of time left only to themselves and define this time as the times when there are no demands of many roles
they undertake and the cognitive load of being a mother of a child with ASD, and when they do not feel compelling
emotions (Safe et al., 2012).

The anger the mothers felt toward themselves and their children with ASD emerged as a reaction to the
situation they experienced. There are few studies in the literature that support this finding, and other emotions,
rather than anger, are felt. Anger is felt mostly at educators and health services, and especially against the reactions
of other parents and children during their children's anger attacks caused by ASD (Fernandez-Alcéantara et al.,
2016). In studies performed with mothers of a child with ASD, disappointment intensely felt by mothers due to
the non-treatable nature of ASD, not noticing ASD earlier, feeling guilty because their children's condition may
be the result of their own actions, and not being able to live the parenthood they dreamed of (Gobrial, 2018) is
remarkable. Sadness and distress manifest themselves mostly as emptiness and helplessness. Mothers feel helpless
since they think that they cannot contribute to their children’s condition and do not have the skills and resources
to cope with their disabilities (Fernandez-Alcantara et al., 2016). It is thought that mothers' expressing their anger
at their children was not expressed much in the literature because it would increase their guilt; however, it was
thought to be expressed in the current study due to the mothers’ difficulty in carrying the psychological burden of
having multiple children with ASD.

Under the theme of empowerment attempts, presenting the strategies developed by the mothers to
empower themselves, which constituted the third question of the study, it was revealed that the mothers felt obliged
to feel strong for their children despite all their negative experiences, believed that the current condition of their
children would be worse when they let themselves go, and developed various empowerment methods. The findings
of the study in this respect are supported by the findings of the study by Kimura and Yamazaki (2013). Similar to
the present study, in the study by Kimura and Yamazaki (2013), mothers of multiple children with disabilities
stated that they tried to find a positive and optimistic way to continue their lives, although they described the
previous year in their lives as the year of “hitting rock bottom” due to their children's problem behaviors.

Emphasis on religious elements takes an important place among empowerment strategies. The belief that
the mothers emphasized in the study that their children were "gifts" and "angels" sent by God and they were chosen
to look after these angels is supported by different study findings (Jegatheesan, Fowler et al., 2010; Gobrial, 2018).
In the study by Jegatheesan, Fowler et al. (2010), parents believed that they were chosen by God to raise their
“special child.” According to the parents, before God gave them a child with a complex disability, ASD, he
considered many of their characteristics, such as their moral qualities, resilience, ability to be loving and protect
the child, and sent the child to them in this way. God knows that parents will not abandon their children and will
provide them with opportunities to improve their skills. The study emphasized that the religion of Islam directed
the meaning that mothers attributed to a child with ASD and the understanding of destiny in the religion of Islam
facilitated the acceptance of their children by parents (Jegatheesan, Miller et al., 2010). The religious perspective
supports the characteristics of mothers, such as perseverance, tolerance, understanding, compassion, patience, and
hope, contributes to their personal development and enables them to develop a different perspective on their own lives
(Reddy et al., 2019). As the religious belief levels of mothers of children with ASD increase, adverse effects such as
depression decrease (Ekas et al., 2009). Muslim parents develop a positive attitude based on their belief that their children
with ASD are God's will, choice, gift, and exam, and they accept their children with ASD. According to Muslim parents,
God has equipped them with the strength to cope with this (Bernier & McCrimmon, 2022). Studies conducted in Turkey
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show that religious elements emerge as a strong coping strategy after diagnosis (Giileg-Aslan, 2017; Yassibas & Colak,
2019). The fact that religious elements are a strong coping strategy has also been revealed in studies carried out with
non-Muslim parents (llias et al., 2016; Tarakeshwar & Pargament, 2001). In one of these studies, the religious beliefs of
mothers who belonged to different religions and had children with ASD emerged as an important coping strategy. In the
study, mothers indicated that the understanding of destiny constituted a framework for their search for meaning against
having a child with ASD, and their religious rituals made up an important support system for them (llias et al., 2016).

The finding indicating that mothers focus on their children's minor achievements to empower themselves is
supported by similar studies in the literature. Parents adapt their expectations to their children and see their minor
achievements as a big success. Mothers become happy and feel better when their children acquire independent skills in
their daily lives rather than their academic achievements (Reddy et al., 2019). In another study, parents emphasize the
importance of accepting that the developmental milestones of their children with ASD will differ from those of typically
developing children to ensure their self-perceptions and the continuity of their families. Parents indicated that delayed
or different developmental milestones of their children with ASD were as important as normal developmental milestones,
and thus they could maintain their hopes (Woodgate et al., 2008).

Conclusion and Recommendations

The results of this interpretative phenomenological analysis study, aiming to understand the experiences of
mothers of multiple children with ASD, are important to take a closer look at the lives of families, reveal their needs,
plan appropriate interventions, and understand the coping strategies they use. From studies conducted with mothers of a
child with ASD in the literature, it is known that mothers are stigmatized in social life, feel social loneliness, and develop
various coping strategies. According to the findings of the present study, having multiple children with ASD pushes
mothers to more social loneliness and puts the “motherhood role” at the center of their lives. There are serious changes
and transformations in other social and personal areas of mothers who put their children with ASD at the center of their
lives, and emotional reactions such as anger toward their children, longing for a neurotypically developing child and
their own living spaces develop. Some coping strategies emerge along with these changes. It can be said that religious
beliefs take an important place among these strategies.

As the study’s limitation, it would be beneficial to convey to the reader that six of the nine interviews were
conducted face-to-face and three were conducted over the phone. The researcher kept the interview notes during the
phone interviews, but the uncertainty of whether the interview depth was as during the face-to-face interviews, and the
fact that the researcher did not have the chance to observe the participant's body posture and emotional reactions can be
indicated as the study’s limitations.

As a result of the study findings and discussing the findings in light of the literature, some suggestions for
further research and interventions can be presented. It is thought that determining the needs of mothers of multiple
children with developmental difference such as ASD with a challenging nature and establishing support systems will
effectively reduce the social loneliness experienced by mothers. Mothers need systematic psycho-social support to
reduce restricting other areas of life by the role of “motherhood,” regarded as the center of life. Moreover, it is thought
that planning care and rehabilitation services where they can leave their children for a short time will be effective.

Mothers of two children with ASD were interviewed in the study. It is thought that it will be beneficial to
perform studies with mothers and fathers of more than two children with ASD for examining the impact of ASD on
family systems. Research can be carried out with families of multiple children with different disabilities, and it can be
investigated whether findings differ and how the child’s diagnosis of ASD changes the impact on mothers. Similar
studies can be done with other family members, e.g., fathers and siblings. Additionally, it is thought that conducting
quantitative studies with a larger size of the study group will be effective for the generalizability of the impacts of
multiple children with ASD on family members. It is recommended to conduct studies with larger study groups from
different socio-economic groups regarding the strength of religious beliefs, which has emerged as an important coping
strategy.
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Oz
Giris: Covid-19 pandemisi Diinya genelinde hizla yayilmis ve bireylerin fiziksel aktiviteye katilimini olumsuz

yonde etkilemistir. Bu kapsamda aragtirmanin amaci, Covid-19 pandemisinin otizm spektrum bozuklugu (OSB)
olan bireylerin fiziksel aktiviteye katilimi iizerindeki etkilerini ebeveynlerin perspektifinden incelemektir.

Yontem: Fenomenolojik nitel aragtirma yontemi ile dizayn edilen arastirmanin 6rneklem grubunu OSB tanisi alan
¢ocuga sahip 10 ebeveyn (6 anne-4 baba) olusturmaktadir. Veri toplama araci olarak yar1 yapilandirilmis goriisme
formu ve kisisel bilgi formu kullanilmistir. Verilerin analizi, igerik analizi yontemi kullanilarak
gergeklestirilmistir.

Bulgular: Arastirmadan elde edilen bulgular dogrultusunda 4 kapsayici tema bulunmustur. Bunlar; a) pandeminin
hayata etkileri, b) pandemi siirecinde karsilagilan zorluklar, c) fiziksel aktivite gerekliligi ve d) degisen etkinlikler
seklindedir. Bu temalarin icerisinde ise toplamda 12 adet alt tema yer almaktadir.

Tartisma: Ebeveynler, viriisiin yayilim hizint azaltmak adina yapilan uygulamalarin OSB olan ¢ocuklarinin
ozellikle egitim, ebeveyn iligkileri ve aktif yagsam tarzlarini1 olumsuz yonde etkiledigini ifade ettiler. Ebeveynlere
gore kisitlamalar sirasinda OSB olan ¢ocuklarin fiziksel aktivite aligkanliklart 6nemli 6l¢iide degisti ve cogunlukla
ev temelli etkinlikler gerceklestirildi. Ebeveynler, pandemi siirecinde OSB olan ¢ocuklart igin fiziksel aktiviteye
katilimin son derece 6nemli oldugunu anladiklarini belirttiler.

Anahtar sozciikler: Covid-19, pandemi, otizm spektrum bozuklugu, fiziksel aktiviteye katilim, ebeveynler.
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Giris

Covid-19, ilk kez Cin'in Hubei eyaletinin en biiyiikk metropol bdlgesi olan Wuhan'da tespit edilmistir
(Cascella vd., 2020). Ulkemizde de ilk vakanin tespit edilmesinin ardindan Tiirkiye Cumhuriyeti Saglik Bakanlig
tarafindan gesitli onlemler alinarak vaka goériilme hizinin diigiiriilmesi ve pandemi yayilma hizinin yavaglatilmasi
ile ilgili gesitli stratejiler uygulanmistir (Saglik Bakanligi, 2020). Tiirkiye’de oldugu gibi, viriisiin diinya capinda
yayilmasini engellemek amaciyla neredeyse her iilkede kat1 acil durum onlemleri ve kisitlamalar uygulanmstir.
Viriisiin yayilmasint 6nlemek amaciyla yapilan bu eylemlerin, niifusun ruh ve beden sagliginda biiyiik sorunlara
neden oldugu goriilmektedir (Amatriain-Fernandez vd., 2020). El-Zoghby ve digerleri (2020), pandemi siirecinde
bireylerin yasadiklar1 olumsuz psikolojik etkilerin enfekte olma korkusu, endiselenme, caresizlik ve stresten
kaynaklandigimni belirtmistir. Tull ve digerleri (2020) ise kisitlamalar dogrultusunda evde kalinan siirecte kisilerin
daha fazla saglik kaygisi, finansal endise ve yalnizlik hissi yasadiklart sonucuna ulagmistir. Chen ve digerleri
(2020) virtisten kaginmak amaciyla yiiriirliige konulan uygulamalarin, fiziksel aktivitede azalma ve hareketsiz
davranista artig gibi istenmeyen sonuglar olusturabilecegini vurgulamistir ve bu durumun da niifusun genelinde
artan saglik kosullarinda kotiilesmeye neden olabilecegini 6ne siirmiigtlir. Tiirkiye’de OSB olan bireyler ve
ebeveynleri ile yapilan bir arastirmada ise ebeveynlerin, evde kalinan siiregte gocuklari ile daha fazla vakit gecirme
firsat1 yakaladiklar1 goriilmiistiir. Ancak, ¢ocuklarin egitimlerine katilamamalari, sosyal ve fiziksel aktivitelerin
ise azalmasinin negatif bir etki yarattig1 belirtilmigtir (Meral, 2021).

OSB olan bireyler i¢in hareket etmek ve enerjilerini gesitli fiziksel aktiviteler ile harcamak, bu bireylerin
saglikli kalmasi ve giin icerisinde daha uyumlu olmalar1 adina nemli bir yere sahiptir (Giirkan & Kogak, 2020;
Obrusnikova & Cavalier, 2011; Sarol & Cimen, 2015). Fiziksel aktiviteye katilimin OSB olan bireylerin temel ve
giinliik aktiviteleri {izerinde olumlu bir etkisi oldugu; ayrica bu bireylerin motor ve psikomotor davranistaki
gelismeleri ile sosyal etkilesimi tizerinde olumlu etkiler sagladigi goriilmektedir (Aniszewski vd., 2020). Giirkan
ve digerleri (2021) 6zel gereksinimli bireylerde serbest zaman aktivitelerine katilimin, bu bireylerin psikolojik iyi
oluslar1 {izerinde olumlu bir etkisi oldugu sonucuna ulagmistir. OSB olan bireylerin fiziksel aktiviteye katilim
seviyelerinin pandemi dncesindeki siirecte de oldukea diisiik oldugu (Gehricke vd., 2020; Must vd., 2015; Sarol
& Cimen, 2015) ve katilmalarim etkileyen pek ¢ok negatif faktdriin oldugu bilinirken (Giirkan & Kocak, 2020;
Menear vd., 2015, Obrusnikova & Cavalier, 2011; Stanish vd., 2015) pandemi siirecindeki kisithliklar, fiziksel
aktiviteye katilim seviyelerini daha da olumsuz etkilemistir (Caputo & Reichert, 2020). Garcia ve digerleri (2020)
OSB olan bireyler ile gergeklestirdikleri arastirmada, pandemi siiresince fiziksel aktivite ve ekran kullanim
stirelerini (screen time) incelemistir. Arastirma sonucunda pandemiden 6nceki doneme kiyasla ekran kullanim
stiresinde biiyiik oranda bir artis, fiziksel aktiviteye katilimda ise belirgin bir diisiis yasandigi sonucuna ulasiimstir.
Esentiirk (2021) ve Yarimkaya ve Esentiirk (2020) ¢alismalarinda, pandemi siirecindeki sinirlamalarin OSB olan
¢ocuklarda fiziksel hareketsizligi, asir1 beslenme aligkanliklarini ve davranis sorunlarini arttirdigini belirtmistir.
Karahan ve digerleri (2021) ise OSB olan bireylerin ebeveynleri ile gerceklestirilen goriismeler dogrultusunda,
pandemi siirecinde ‘problem davranislar1 ve bas etme deneyimleri’ ile ilgili evde kalinan siirecin ebeveynler i¢in
zorlayict oldugunu, OSB olan ¢ocuklarmn kendine zarar verme, agresif davranma ve kontrolsiiz davraniglar
sergiledikleri sonucuna ulagmistir.

Amerikan Psikiyatri Dernegi’nin (American Psychiatric Association, 2013) OSB taniminda; bu bireylerin
ilgi alanlarinin oldukg¢a dar oldugu, tekrarlayan davranislarinin bulundugu ve beklenmedik bir degisime ayak
uydurmada oldukca zorlandiklar1 belirtilmektedir. Bu dogrultuda, diinya genelinde bazi devletler, pandemi
kisitlamalarinda 6zel gereksinimli bireylere ayricalik tanimaktadirlar. Tiirkiye de kisitlamalarin devam ettigi
stirecte, niifusun dnemli bir boliimiinii olusturan 6zel gereksinimli bireylerin ‘durum belirtir belge’ bulundurmalari
sartiyla yanlarinda refakat¢i bir kisi ile birlikte sokaga belirli siirelerle ¢ikmalarina izin vermistir. Ayni
uygulamanin Italya’da da gergeklestirildigi ve Tiirkiye’de oldugu gibi 6zel gereksinimli bireyin teshisini
dogrulayan bir belge kosuluyla, kisa yiiriiylisler igin bireye bir yakini ile birlikte izin verilebildigi gériilmektedir
(Degli-Espinosa vd., 2020). Fiziksel aktiviteye katilim OSB olan bireylerin saglikli kalmasi ve yasam kalitelerini
koruyabilmeleri adina 6énemlidir (Sarol & Cimen, 2015). Ancak, COVID-19 pandemisinin berberinde getirdigi
kisitlamalar yukarida da anlatildig1 iizere OSB olan bireylerin fiziksel aktiviteye katilimini engelleyen birtakim
bariyerler ortaya ¢ikarmistir. Bu engeller ve yasanan degisimlerin neler oldugunun derinlemesine incelenmesinin
son derece énemli oldugu diisiiniilmektedir (Amatriain-Fernandez vd., 2020; Caputo & Reichert, 2020; Chen vd.,
2020; Kaushal vd., 2020; Lesser & Nienhuis, 2020).

Pandeminin devam etmesi ve benzer kosullarin yasanabilecek olmasi ihtimali dogrultusunda, OSB olan
bireylerin fiziksel aktiviteye katilimini ele alan yeni arastirmalarin yiiriitiilmesi ve elde edilecek bilgiler 1s131nda
¢esitli onlem mekanizmalarinin olusturulmasinin son derece 6nemli oldugu Ongodriilmektedir. Her ne kadar

Sarol vd. 2023, 24(2)



COVID-19 PANDEMISININ OTiZM SPEKTRUM BOZUKLUGU OLAN BIREYLERIN FiZIKSEL AKTIVITEYE 237
KATILIMI UZERINDEKI ETKILERI: YASANMIS EBEVEYN DENEYIMLERI

uluslararast literatiirde OSB olan bireylerin pandemi siirecinde fiziksel aktiviteye katilimini inceleyen ¢ok sayida
aragtirmaya (Amatriain-Fernandez vd., 2020; Caputo & Reichert, 2020; Chen vd., 2020; Garcia vd., 2020, Kaushal
vd., 2020; Lesser & Nienhuis, 2020; Marconcin vd., 2022) rastlansa da iilkemizde bu konuda yeterince arastirma
olmadigi goriilmektedir (Esentiirk, 2021; Meral, 2021; Yarimkaya & Esentiirk, 2020). Bu baglamda mevcut
aragtirmada, Covid-19 pandemisinin OSB olan bireylerin fiziksel aktiviteye katilimi iizerindeki etkilerinin
ebeveynlerin perspektifinden incelenmesi {izerinde durulmustur. Bu genel ama¢ dogrultusunda arastirmaya
rehberlik eden sorular su sekildedir: a) Ebeveynlerin Covid-19 pandemisinin ASD olan ¢ocuklar iizerindeki
etkilerine yonelik diisiinceleri nelerdir? b) Ebeveynlerin Covid-19 pandemisi siirecinde ASD olan ¢ocuklarinin
fiziksel aktiviteye katilimina iliskin algilari nasildir? ¢) Ebeveynlere gore Covid-19 pandemisi siirecinde ASD olan
¢ocuklarin fiziksel aktivite aligkanliklarinda nasil bir doniisiim yaganmistir?

Yontem
Arastirmanin Deseni

Aragtirmada fenomenolojik (olgu bilim) nitel arastirma yontemi kullanilmistir. Arastirmanin olgusu,
COVID-19 pandemisinin OSB olan bireylerin fiziksel aktiviteye katilimi iizerindeki etkileridir. Olgu bilim,
kisilerin yasanmis deneyimlerinin derinlemesine incelenmesi (Creswell vd., 2007) ve yasanilan c¢evrenin
anlamlandirilmasini olanak saglamaktadir (Yildirim & Simgek, 2018). Bu arastirmada, OSB olan bireylerin
yasadiklar1 ¢evre baglaminda Covid-19 siirecinden genel anlamda nasil etkilendikleri ve fiziksel aktiviteye
katilimlarinin nasil gergeklestigi, ebeveyn goriigleri kapsaminda derinlemesine anlamlandirilmaya caligilmistir.

Cahisma Grubu

Aragtirmanin ¢alisma grubu se¢iminde amagli 6rneklem yodntemlerinden birisi olan 6lgiit 6rneklem
yontemi kullanilmustir. Olgiit 6rnekleme, dnceden belirlenmis, bazi énem kriterlerini karsilayan tiim durumlari
gbdzden gecirmeyi ve incelemeyi igermektedir. Olgiitler arastirmaci tarafindan olusturulabildigi gibi &nceden
hazirlanmais bir Slgiitler listesi de kullanilabilmektedir (Patton, 2002).

1. OSB tanisi almig ¢ocuga sahip olmak,
2. OSB olan ¢ocugun Covid-19 6ncesi fiziksel aktivite programlarina katiliyor olmasi,
3. 8-12 yas araliginda olmasi.
Bu olgiitler dogrultusunda arastirmanin ¢aligma grubunu, ¢ocugu OSB tanist almis 10 (on) ebeveyn
olusturmaktadir. Katilimcilara bir 6zel egitim ve rehabilitasyon merkezi araciligiyla ulasilmistir. Bu 6zel egitim
ve rehabilitasyon merkezinden gerekli izinler alinarak ilgili dlgiitleri saglayan ebeveynlere telefon araciligiyla

ulasilmis ve arastirmaya katilip katilmayacaklari sorulmustur. Bu dogrultuda, goniillii olan ebeveynler ile aragtirma
gerceklestirilmistir. Calisma grubuna ait demografik bilgileri iceren detayl bilgi Tablo 1°de sunulmaktadir.

Tablo 1
Caligma Grubuna ait Demografik Ozellikleri

OSB olan bireylerin anne ve baba bilgileri OSB olan bireylere ait bilgiler
Katilimel Annenin Annenin Babanin Babanin Cinsivet Ya Fiziksel aktivite
(K) meslegi egitim diizeyi meslegi egitim diizeyi y } katilim durumu
K-1 Avukat Lisans Ogretmen Yiiksek lisans ~ Erkek 8 4 ay
K-2 SerV|§ Ortaokul Sofor Ortaokul Erkek 11 4 y1l
annesi
K-3 Ev hanimi Ortaokul Polis Lisans Kiz 9 1 yil
K-4 Ev hanimi Ortaokul Memur Lise Kiz 9 Syl
K-5 Ev hanimi flkokul Emekli ilkokul Erkek 11 3yil
K-6 Servis Lise ssiz flkokul Erkek 9 2yl
annesi
K-7 Ev hanim Tlkokul Asct Tlkokul Kiz 8 1yl
K-8 Ev hanimi Lise Esnaf Lise Erkek 9 3yl
K-9 Ev hanimi Lisans Emekli Lisans Kiz 8 1,5 yil
K-10 Ev hanimi Lise Uzman ¢avus Lise Erkek 12 Say

Not: OSB = otizm spektrum bozuklugu.

Sarol vd. 2023, 24(2)



COVID-19 PANDEMISININ OTiZM SPEKTRUM BOZUKLUGU OLAN BIREYLERIN FiZIKSEL AKTIVITEYE 238
KATILIMI UZERINDEKI ETKILERI: YASANMIS EBEVEYN DENEYIMLERI

Etik ilkeler

Aragtirma, Kirikkale Universitesi Sosyal ve Beseri Bilimler Arastirmalar1 Etik Kurulundan 18.02.2021
tarih ve 02 oturum numarast ile etik kurul izni alinarak gerceklestirilmistir. Ayrica katilime1 ebeveynlerden de
s0zlii ve yazili onamlart alinmistir. Etik kurul izninin alinmasini takiben belirlenen 6lgiitler ¢er¢evesinde Ankara
ve Kirikkale ilinde bulunan ebeveynlerle gerekli 6n goriismeler yapilarak aragtirma ile ilgili bilgiler verilmistir.
Daha sonrasinda yapilacak olan yiiz yiize goriigmeler i¢in randevu alinmistir.

Arastirmacin Rolii

Nitel aragtirma yontemleri kullanilarak dizayn edilen arastirmalarda katilimci rolii, aragtirmacinin bizzat
veri toplama siireglerinde bulunmasi olarak degerlendirilmektedir (Miles vd., 2018). Nitel arastirmact bizzat
alanda zaman harcayan, goriisiilen bireyler ile dogrudan goriisen ve tecriibeleri yasayan ve alanda kazandigi bu
deneyimleri toplanan verilerin analizinde kullanan kisi olarak degerlendirilmektedir (Yildirim, 1999). Bu
kapsamda arastirmacilar yar1 yapilandirilmis goriisme formu kapsaminda gergeklestirilen goriisme siireglerinden
verilerin analizine kadar olan tiim siireglerde bizzat yer almistir. Ayrica bir aragtirmaci nitel aragtirma konusunda
deneyimi olan ve OSB olan bireyler ile uygulamalar gerceklestirmis olan bir akademisyendir. Yine diger bir
aragtirmaci da OSB olan bireyler ile calisma deneyimine sahip bir akademisyenlerdir.

Veri Toplama Araci
Kigisel Bilgi Formu

Aragtirmada veri toplama araci olarak katilimcilarin sosyo-demografik 6zelliklerinin belirlenmesi igin
aragtirmacilar tarafindan kisisel bilgi formu hazirlanmistir. Kigisel bilgi formunda, OSB olan bireylerin yast ve
cinsiyeti, annelerinin ve babalarinin egitim statiisii, meslekleri ve fiziksel aktiviteye katilim durumu gibi bilgiler
dahil edilmistir. Ayrica bu formda;

1. Covid-19 pandemisi dncesi fiziksel aktivite giinliik katilim stiresi,
Covid-19 pandemisi 6ncesi fiziksel aktivite haftalik katilim siiresi,
Covid-19 pandemisi siiresince fiziksel aktivite giinliik katilim siiresi,

Covid-19 pandemisi siiresince fiziksel aktivite haftalik katilim stiresi,

a e

Covid-19 pandemisi 6ncesi ve sonrasinda giinliik ekran kullanim siirelerine iliskin bilgiler bulunmaktadir.
Yari Yapulandirilmis Goriisme Formu

Arastirmada fenomenoloji desenine uygun bir sekilde yar1 yapilandirilmig gériisme formu hazirlanmistir.
Yar1 yapilandirilmig gériisme formu hazirlama siirecinde Covid-19 baslangicindan bu yana genelde 6zel
gereksinimli 6zelde ise OSB olan bireyler ile ilgili detayli bir alan yazin taramasi yapilarak iki uzman goriisii
dogrultusunda yapilandirilmigtir. Uzman goriisii alinan kisilerden ilki, nitel arastirma ve 6zel egitim alaninda
caligmalar1 olan bir akademisyendir. Diger uzman kisi ise OSB ve fiziksel aktivite konularinda hem uygulama hem
de akademik alanda ¢alisan bir akademisyendir. Bu kapsamda hazirlanan soru 6rnekleri asagida sunulmaktadir:

1. Covid-19 pandemisi genel anlamda ¢ocugunuzu nasil etkiledi?
2. Covid-19 pandemi siireci ¢cocugunuzun fiziksel aktiviteye katilimini nasil etkiledi?

3. Covid-19 pandemi siirecinde fiziksel aktiviteye katilimda nasil bir déniisiim yasandi?

Hazirlanan yar1 yapilandirilmig gériisme formu cergevesinde bazi katilimeilar ile pandemi kurallarina
dikkat ederek yiiz yiize, baz1 katilimcilar ile de ¢evrimigi yontemler ile birebir olarak gergeklestirilmistir. Goriisme
esnasinda katilimcilarin giin igerisinde en uygun oldugu saatler secilmistir. Goriismeler her bir katilimer ile
yaklagik 30 dakika siirmiistiir. Biitiin goriismeler kayit cihazina ve ¢evrimigi yontemlerde kullanilan kayit
asamalari ile kayit altina alinarak daha sonra bilgisayar ortamina aktartlmistir.

Verilerin Analizi

Verilerin analizi, igerik analizi yontemi kullanilarak gerceklestirilmistir. Elde edilen veriler dogrultusunda
verilerin kodlanmasindan raporlanmasma kadar uzanan bir siireci kapsamaktadir (Merriam, 2015). Analiz
oncesinde, ebeveynler ile yapilan goriigmeler ses kaydina alinmis ve bu kayitlar Word dokiimanlar1 seklinde birer
dosya olarak kaydedilmistir. Bu dosyalar incelenerek yapilan igerik analizinde asagidaki asamalar sirasiyla
uygulanmuistir;
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1. Veriler kodlanmistir.

2. Kategoriler belirlenmis ve temalar bulunmustur.

3. Veriler, kodlar ve temalara gore diizenlenmistir.

4. Bulgular yorumlanmis ve elde edilen bulgular raporlanmistir.

Gegerlilik ve Giivenirlik (Inandwicilik, Aktarilabilivlik, Tutarlilik ile T eyit Edilebilirlik)

Gegerlilik ve giivenirlik kavramlari nitel aragtirmalarda; inandiricilik, aktarilabilirlik, tutarlilik ile teyit
edilebilirlik kavramlar ile ifade edilmektedirler (Creswell vd., 2007; Guba & Lincoln, 1982). Arastirmada
inandiriciligr arttirmak amaciyla arastirma siireci ayrintili bir sekilde anlatilmis ve katilimcilar ile ilgili detayl
bilgi verilmistir. Diger yandan 6zellikle arastirmacilar diginda nitel arastirma deneyimine sahip bir alan uzmani ve
ozel egitim alaninda uzman goriisii alinarak arastirma yapilandirilmistir. Aktarilabilirlik ise, anlasilir bir dil
kullanilmasi, veri toplama siirecleri ve raporlandirilmasinin ayrmtili bir bicimde agiklanmasi ile saglanmistir.
Tutarliligin saglanmasinda, verilen analizinde ii¢ arastirmaci tarafindan ayr1 ayr1 kodlamalar yapilmig ve yapilan
kodlamalar karsilastirmali bir sekilde ele alinmistir. Farkli olarak ¢ikan kodlamalar tartigilmis ve arastirmacilar
tarafindan ortak karar verilmistir. Arastirmanin uyusum diizeyi i¢in Miles ve Huberman’in (1994) uyusum
katsayis1 (Uyusum = Goriig birligi / [Goriis birligi + Goriis ayrihigi] x 100) kullanilmig ve uyusum katsayisi
diizeyinin .85 oldugu sonucuna ulasilmistir. Uyusum diizeyi .80 ve {istii olan aragtirmalarin bulgularinin giivenilir
oldugu belirtilmektedir (Bradley vd., 2007; Miles & Huberman, 1994). Teyit edilebilirlik kapsaminda ise,
aragtirma silirecinde yapilan tiim islemler (ham veriler, goriisme transkriptleri vb.) ile ilgili bilgiler bilgisayar
ortaminda arsivlenerek saklanmaktadir.

Bulgular

Nitel arastirma yontemi kullanilarak dizayn edilen bu arastirmada, OSB olan bireylerin pandemi
stirecinde fiziksel aktiviteye katilimlarii etkileyen faktorlerin neler oldugu, ebeveynlerinin goriisleri
dogrultusunda incelenmeye calisilmistir. Ebeveyn goriigleri dogrultusunda pandemi siireci ve OSB olan bireyler
iizerindeki etkileri dort ana temada incelenmistir. Bunlar: ‘Pandeminin Hayata Etkileri’ (Sekil 1), ‘Pandemi
Siirecinde Karsilagilan Zorluklar® (Sekil 2), ‘Fiziksel Aktivite Gerekliligi” (Sekil 3) ve ‘Degisen Etkinlikler’ (Sekil
4) seklindedir. Bu ana temalarin igerisinde ise toplamda 12 alt tema belirlenmistir.

Pandeminin Hayata Etkileri

Sekil 1
Covid-19 Siirecinin OSB Olan Bireylerin Hayatina Etkisi

* Bozulan okul ve 6zel * Fiziksel hareketsizlik » Mutsuzluk * Eve bagimlilik
egitim diizeni « Beslenme « Stres * Ekran kullanim

« Fiziksel aktivite aliskanliklart « Rutinin bozulmasi stiresinin artmasi
egitiminden geri « Ofke nébetleri * Arkadaslik/akran
kalmak « Davranis bozuklugu iliskilerinin bozulmast

* Yalniz kalma istegi * Disart ¢ikma istegi

« Komut almada
gerileme

Ebeveynler ile gergeklestirilen goriismeler sonucunda elde edilen bulgularim ilki olan ‘Pandeminin Hayata
Etkileri’ ana temamizda, pandemi siirecinin OSB olan bireyler iizerinde olusturdugu etkilerin neler olduguna
yonelik sorular yoneltilmistir. Elde edilen bulgular dogrultusunda ‘Egitim’, ‘Fiziksel’, ‘Psikolojik’ ve ‘Sosyal’
olarak toplamda dort alt tema olusturulmustur.

[lk olarak ‘egitim’ alt temasina yer verilmistir. Egitim alt temasin1 ‘bozulan okul ve 6zel egitim diizeni’
ve ‘fiziksel aktivite egitiminden geri kalmak’ olusturmaktadir. Pandemi dolayisiyla enfekte olma riski nedeniyle
evden ¢ikmaya cekindiklerini belirten ebeveynler, OSB olan ¢ocuklarinin her tiirlii egitimden geri kaldigim ifade
etmistir. OSB olan bireylerin birgogunun kaynastirma 6grencisi olarak orgiin egitimlerini siirdiirdiikleri, ancak
pandemi sebebiyle okula gidemedikleri goriilmektedir. 6zel egitim ve rehabilitasyon merkezlerinin egitime ara
verdigi gibi, OSB olan bireylerin ¢esitli kurslar araciligiyla katildiklari fiziksel aktivite egitimlerine de ara verildigi
ebeveynleri tarafindan iletilmistir.
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“Pandemi tiim hayatimizi etkiledi, kdkiinden degistirdi diyebilirim. Cocugun alisilagelmis diizeni vardi.
Zaten otizm demek rutin demek. Hali ile bizim ¢ocuklarda da o rutinler bozulunca disar1 ¢ikamamasi, okul rutinini
yapamamasi bunlarin hepsi bagli basina zaten ¢ocugumu mahvetti.” (K-1)

Bir diger alt temay1 ise pandemi siirecinin ‘fiziksel’ etkileri olusturmaktadir. OSB olan ¢ocugu olan
ebeveynler, pandemi siirecinde kisitlamalarin hayata gegirilmesiyle birlikte hafta ici sokaga ¢ikamadiklarini ve
hafta sonlari ise belirli saatlerde disariya ¢ikabildiklerini belirtmistir. Bu sebeple, OSB olan bireylerin evde kalmasi
‘fiziksel hareketsizlige’ yol actig1 ifade edilmektedir. Ayrica evde kalinan siirenin artmasiyla birlikte ‘beslenme
aligkanliklarinda’ degisiklikler oldugu ortaya ¢ikmustir.

‘Psikolojik’ alt temasinda ise evde gegcirilen siirenin uzamasiyla birlikte ebeveynler, OSB olan bireylerin
‘rutinlerinin bozuldugunu’ ifade etmistir. Rutinlerinin bozulmasiyla birlikte ‘6fke nobetleri’, ‘davranig bozuklugu’
ve ‘yalmiz kalma isteginde’ artis oldugu ebeveynlerin edindikleri gézlemlerdir. Bunun yani sira OSB olan
bireylerin ‘stres’ yasadiklari ve ‘mutsuz’ olduklar elde edilen diger bulgular arasinda yer almaktadir.

“Agresiflesti. Fiziksel aktivite yapmadi. Disar1 bile belli saatlerde ¢ikabildi. Belli bir rutini bozulunca ki
otizmli ¢ocuklarda rutin ¢ok dnemli zaten. Diizeni bozuldu, okulu birden kesildi, havuz kesildi. (...)
Psikolojik olarak da hep evde olmasi onu tabi ki gerdi. Bir sosyal aktivitemiz yok. Yiizmeyi ¢ok seviyordu
ona gidemedi. Cocuk bazi problem davranislar sergilemeye basladi.” (K-4)

OSB olan bireylerin genel yasantisini etkileyen son alt temada ise pandemi siirecinin ‘sosyal’ etkilerine
yer verilmistir. Ebeveynler pandemi siirecinde alinan énlemler ve kisitlamalarin devam etmesiyle birlikte, evde
gegen siirede artis oldugunu ifade etmistir. Bu sebeple, OSB olan bireylerin ‘eve bagimliligi’ artmistir. Evde uzun
siire vakit gegcirdikleri i¢in ‘arkadaslik/akran iliskilerinde bozulma’ ve ‘ekran kullanim siiresinde artig’ oldugu
gergeklestirilen goriismeler sonucunda ortaya ¢ikmistir. Ebeveynler, OSB olan ¢ocuklarinin diinya genelinde
gerceklesen bu biiylik pandeminin farkinda olamadigini; hayatlarina ayni sekilde devam etmek istediklerini
belirtmistir. Ancak ebeveynler, bu durumun miimkiin olmadigini OSB olan g¢ocuklarina anlatamadiklarini
aktarmistir. OSB olan ¢ocuklarimin pandemi 6ncesindeki gibi ‘disar1 ¢ikmak istediklerini’ fakat bu durumun
miimkiin olmadig1 goriilmektedir.

“Disar1 ¢ikma yasagt nedir? Bunu bu siirecte 6grendik biz. Okuldan sogudu, sosyal iligkilerden sogudu.
Sosyal alanimiz kisitlandi. Benim c¢ocugum kafelerde oturmayi seviyordu, en azindan onla mutlu
oluyordu. Simdi higbir yer yok, oturamiyor. Her seyden once egitimden mahrum su an. Spordan
mahrum...” (K-7)

Pandemi Siirecinde Karsilasilan Zorluklar

Sekil 2
Covid-19 Siirecinde OSB Olan Bireylerin Karsilastikiar: Zorluklar

* Canli ders katilim + Ogretmen roliinde ebeveynler  Tembellik
+ Odevler * Ev igerisinde okul * Artan ekran kullanim siiresi

Ebeveynler ile gerceklestirilen goriismeler sonucunda elde edilen bir diger temada ‘Pandemi Siirecinde
Karsilasilan Zorluklar’ yer almaktadir. Bu tema igerisinde ebeveynlere, pandemi siirecinde OSB olan ¢ocuklari ile
ilgili karsilagtiklar1 zorluklarin neler oldugunu anlamaya yonelik sorular yoneltilmistir. Elde edilen bulgular
dogrultusunda ‘¢evrimigi egitim’, ‘otorite’ ve ‘inaktif yagam tarzi’ olarak toplamda ii¢ alt tema olusturulmustur.

Aragtirmadan elde edilen bulgular dogrultusunda, ilk olarak ‘cevrimigi egitim’ alt temasmna yer
verilmigtir. Cevrim igi egitim alt temasinda ‘canli derse katilim’ ve ‘6devler’ yer almaktadir. Pandemi siirecinde
yiiz yiize egitim modelinden ¢evrim igi egitim modeline gegilmistir. OSB olan bireylerin ebeveynleri, dikkat
siirelerinin kisa olmasi ve adapte olamamalar1 sebebiyle canli derse katilimda zorlandiklarint aktarmistir. Bununla
birlikte OSB olan bireylerin ebeveynleri, 6gretmenler tarafindan verilen 6devleri ¢ocuklarina yaptirmada da
problemler yasadiklarini bildirmistir. Bu konuda K-6, “Bizdeki etkinlikleri dgretmenlerimiz génderiyor ama
yaptirmak ¢ok zor oluyor. Ornegin, bir ‘A’ harfi yaparken 2. ‘A’ harfine geldigimizde agliyoruz birakiyoruz, hig
yapmiyoruz.” seklinde ifade etmistir.
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Bulgular dogrultusunda, ikinci alt temayr ‘otorite’ olusturmaktadir. Otorite alt temasi igerisinde
‘0gretmen roliindeki ebeveynler’ ve ‘ev igerisinde okul’ yer almaktadir. Pandemi siirecinde alinan 6nlemler
dahilinde egitimin ¢evrim ic¢i olarak devam etmesi, OSB olan bireylerin ebeveynlerinin sorumluluklarini
arttirmistir. Egitim uzaktan devam ettigi i¢in ebeveynler, 6gretmen roliinii iistlenmistir. Bu rolii iistlenen anne ve
babalar zorlandiklarini belirtmistir. OSB olan bireyler bir anda anne ve babalarin1 6gretmenlerinin roliinde
bulmustur. Her ne kadar ebeveynler birer 6gretmen gibi ¢ocuklarinin egitimini bu siirecte desteklemeye caligsalar
da OSB olan bireylerin sorumluluklarini yerine getirmede problem yarattiklar1 ifade edilmistir. Ev icerisinde okul
disiplini saglamanin zor oldugu, ebeveynler tarafindan gergeklestirilen goriismeler sonucunda ortaya ¢ikmistr.

“Yaptiramiyorum. Ogretmeni ders veriyor, ben evde yaptiramiyorum. Ogretmeni ile Zoom
uygulamasinda yapiyor. Ogretmeni onu yénlendirince, ‘bunu yap’ deyince yapiyor. Benim dedigimi
yapmiyor, agliyor. Anneye s6z gegirebiliyor. Ama 6gretmenine gegiremiyor, onun disiplin oldugunu
biliyor. Onu anlayacak bir ¢ocuk. Bu yilizden benim yoénergelerimi almiyor. Pandemi her yoniiyle
hayatimizi daha da zorlastird1.” (K-10)

Aragtirmadan elde edilen diger bir bulgu ise, {i¢iincii olarak ‘inaktif yagam tarzi’ alt temasma yer
verilmistir. Ebeveynler pandemi siirecinde, evde gegirilen siirenin artmasi ile birlikte OSB olan bireylerin yasam
tarzinin olumsuz yonde etkiledigini belirtmistir. Bu dogrultuda, OSB olan bireylerin giderek hareketsiz bir yasam
tarzi benimsemesiyle birlikte ‘tembellige’ alistiklarini ifade etmistir. Bunun yani sira evde uzun siire vakit
gecirilmesi, OSB olan bireylerin teknolojik araglarin kullanimlarini arttirmistir. Cocuklarinin sikildigimi ve
yapacak bir sey bulamadiklarini belirten ebeveynler mecburen televizyon, telefon ve tablet gibi teknolojik
cihazlardan yararlanmak durumunda kaldiklarin1 ifade etmistir. Bu cihazlarin kullaniminin normalden daha fazla
oldugu ve OSB olan bireylerin ‘ekran kullamim siiresinde artis’ oldugu goriilmektedir. Ekran kullanim siiresinin
artisinda sosyal medya uygulamalarinin, ¢evrimigi oyunlarin ve ¢evrimici egitim uygulamalarinin etkili oldugu
belirtilmistir.

“Televizyon fazla izlemez. Ancak tablet kullanmasina izin veriyoruz. 3-4 saat araliklarla aksama kadar 2
kere tabletin sarj1 bitene kadar kullaniyor. Sarj1 bitirene kadar birakmiyor (...) Yalnizlig1 sevmiyor ama
eline tableti alinca yalniz kalmay1 istiyor. Odaya ¢ekiliyor ama ben izin vermiyorum. ‘Benim yanimda
oyna’ diyorum.” (K-10)

Tablo 2
OSB olan Bireylerin Giinliik Ekran Kullanmimina Iliskin Bilgiler
Katilimetlar (K) Covid-19 6ncesi ekran kullanim siiresi Covid-19 siiresince ekran kullanim siiresi

K-1 1 saat 6 saat ve lizeri
K-2 2 saat 3 saat
K-3 3 saat 6 saat ve lizeri
K-4 Yok Yok
K-5 1 saat 1 saat
K-6 3 saat 5 saat
K-7 Yok 1 saat
K-8 Yok 4 saat
K-9 1 saat 3 saat
K-10 2 saat 6 saat ve iizeri

OSB olan bireylerin giinliik ekran kullanimina iligkin bilgiler Tablo 2’de verilmistir. Tablo
incelendiginde, bazi katilimcilarin pandemi 6ncesi ekran kullanim siiresinin olmadigi goriilmektedir. Ancak diger
katilimcilarin genelinde ekran kullanim siiresinin 1 ila 3 saat araliginda oldugu bildirilmistir. Pandeminin ortaya
¢ikmasiyla birlikte, katilimcilarin ekran kullanim siiresinde 6nemli 6l¢iide artis oldugu goriilmektedir. OSB olan
bireylerin ekran kullanim siiresinde 1 ila 6 saat ve iizeri kullanim gerceklestigi anlasilmaktadir. Ayrica, pandemi
stiresince ekran kullanim siiresi olmayan katilimcilarin da oldugu goriilmektedir.
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Fiziksel Aktivite Gerekliligi
Sekil 3

Covid-19 Siirecinde Fiziksel Aktivite Destegi ve Eksikligi

Pandemide fiziksel aktivite destegi Pandemide fiziksel aktivite eksikligi

« Kilo kontrolii « Ofke nobetlerinde artis

* Enerji atmast « Streste artis

* Mutlu olmasi * Davranis problemleri

* Bilissel becerilerde gelisim * Komut almada giigliik

* Motor becerilerde gelisim * Sosyal iletisimde gerileme

Aragtirmanin {igiincii ana temasini, ‘Fiziksel Aktivite Gerekliligi’ olusturmaktadir. Bu ana tema dahilinde
OSB olan bireylerin ebeveynlerine, pandemi siiresinden 6nce ve esnasinda fiziksel aktiviteye katiliminin nasil
degerlendirildigine yonelik sorular yoneltilmistir. Elde edilen bulgular dogrultusunda, ‘pandemi de fiziksel aktivite
destegi’ ve ‘pandemi de fiziksel aktivite eksikligi’ olarak toplamda iki alt tema olusturulmustur.

Bu ana tema dogrultusunda, ilk olarak ‘pandemi de fiziksel aktivite destegi’ alt temasina yer verilmistir.
Pandemi siirecinin baslamasiyla birlikte, fiziksel aktivite programlarina ara verilmistir. Bu sebeple, OSB olan
bireylerin ebeveynleri pandemi siirecinden 6nce katildiklari fiziksel aktivite programlarina yonelik goriislerini
bildirmistir. Pandemi siirecinden 6nce fiziksel aktivite programlarina katilan OSB olan bireylerin ebeveynleri,
cocuklarinin fiziksel aktivite programlarina katilmasiyla birlikte ‘kilo kontrolii’ ve ‘enerji atilmasini’ sagladiklarini
ifade etmistir. Bununla birlikte, fiziksel aktivite programlarina katilan OSB olan bireylerin ‘mutlu olduklart’,
‘biligsel ve motor becerilerde gelisim’ gosterdikleri aktarilmustir.

“Fiziksel aktivite olmazsa olmazimiz. Cocugumun enerjisini atmasini sagliyor, biraz duyu biitiinleme gibi
oluyor. Obiir tiirlii istemedigimiz davramslarinda artislar kaginilmaz oluyor. Ister istemez tutumlar da
degisiyor. Komut alma da zorlaniyor. Mesela fiziksel aktivite ona daha eglenceli geldigi igin isteyerek,
severek gidiyor ve ¢ok faydasini goriiyoruz.” (K-6)

Son olarak ‘pandemi de fiziksel aktivite eksikligi’ alt temasi yer almaktadir. Pandemi siirecinde alinan
onlemlerle birlikte, birgok insanin hayatinda degisiklikler olmustur. Bu dogrultuda, OSB olan bireylerin fiziksel
aktivite programlarma katilimda aksakliklar yasandigt bilinmektedir. OSB olan bireyler diizenli olarak fiziksel
aktivite programlarina katilim saglayamadiklar1 igin ‘Gfke ndbetlerinde artis’, ‘streste artis” ve ‘davranis
problemleri’ oldugu goézlemlenmistir. Ayrica, uzun siire evde kalan OSB olan bireylerin ‘sosyal iletisimde
gerileme’ ve ‘komut almada giigliik’ yasadiklart aktarilmastir.

“(...) Enerjisini atamayan bir ¢ocuk. Simdi haliyle evde hareketsiz kaldig1 i¢in bu ¢ocuk enerjiyi atamadig1
i¢in biz damlalarimizi 8 damlaya ¢ikarttik, ilacin dozunu yiikselttik. O kadar etkisi var. Ofkeleri ger¢ekten
bazen kontrol edemeyecek diizeye gelmis durumda. Benim ¢ocugum sakin bir ¢ocuktur. Ofkesi falan
zarar vermesi fiziksel olarak yoktur. Pandemi siirecinde fiziksel aktivitenin 6nemini kavradik.” (K-1)

Degisen Etkinlikler

Sekil 4

Covid-19 Siirecinde OSB olan Bireylerin Degisen Etkinlikleri

Ev temelli etkinlikler Bilissel etkinlikleri Agik hava etkinlikleri

 Hareket temelli oyunlar » Boyama etkinlikleri * Yiiriytis

» Trambolin  Renk calismalari * Bisiklete binme
« Dans etme * Yapboz * Parka gitme
«Pilates * Legolar

* Ev islerine yardim  Kagit kesme yapistirma

» Oyun hamuru

Arastirma bulgularinin doérdiincii ana temasmi ‘Degisen Etkinlikler’ olusturmaktadir. Bu ana tema
icerisinde ebeveynlere, pandemi siirecinde OSB olan ¢ocuklarinin kisitlamalar dahilinde gerceklestirdikleri
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etkinliklerin neler olduguna yonelik sorular yoneltilmistir. Verilen cevaplar dogrultusunda ‘ev temelli etkinlikler’,
‘biligsel etkinlikler’ ve ‘acik hava etkinlikleri’ olarak toplamda {i¢ alt tema olusturulmustur.

‘Ev temelli etkinlikler’ alt temasi icerisinde ise ‘hareket temelli oyunlar’, ‘trambolin’, ‘dans etme’,
‘pilates’ ve ‘ev iglerine yardim’ gibi etkinlikler yer almaktadir. Pandemi siirecinde gergeklestirilen kisitlamalarin
etkisiyle, OSB olan ¢ocuklarin fiziksel aktivite egitimine devam edemedikleri, ebeveynleri tarafindan bildirmistir.
Bu siiregte, pandemi ile birlikte fiziksel aktivite etkinliklerinin degistigini ve ev igerisinde imkan yaratarak hareket
temelli oyunlar oynadiklarin1 aktarmigtir. Bunun yani sira ebeveynler, ¢cocuklarinin ev igerisinde enerjilerini
atmalarima yardimci olmasi igin ‘trambolin’ ve ‘pilates’ aktivitelerini yaptiklarini belirtmistir. Ebeveynler,
pandeminin yarattig1 stresten uzaklasmak ve eglenceli vakit gecirmek adina ¢ocuklari ile birlikte ‘dans etmenin’
favori aktivitelerinden biri oldugunu ifade etmistir. Evde kalinan siirede ‘temizlik ve yemek yapmak’ gibi ev
iglerine OSB olan bireylerin de yardim ettikleri elde edilen diger bulgular arasinda yer almaktadir.

“Annesinden ¢ok gordiigii icin yapiyor. Benden ¢ok etkileniyor. Evde tamir isiydi, boya isiydi, 6yle ufak
tefek seyleri ben yaptigim i¢in merak ediyor, geliyor. ‘Anne ne yapiyorsun?’ diyor, ‘Bunu yapiyorum’
sende yapmak ister misin?’ diyorum, ‘Yaparim’ diyor. Boya ve bir seyleri tadilat etme islerini ¢ok
seviyor.” (K-8)

‘Bilissel etkinlikler’ alt temasinda ebeveynler, cocuklarinin dncesinde edindikleri bilgileri unutmamalari,
tekrar edebilmeleri ve 6grenmeye devam edebilmeleri adina ev igerisindeki imkanlar1 ddhilinde gesitli ‘boyama
etkinlikleri’, ‘renk calismalar1’, “yapboz’ ve ‘legolar’ ile vakit gegirdiklerini belirtmistir. ‘Oyun hamuru’ ve ‘kagit
kesme yapistirma’ gibi etkinliklerin ise severek yaptiklari diger aktiviteler oldugunu ifade etmistir.

“Yeni diizene ayak uydurmaya ¢aligtik. Oyun hamuru, pet sisenin igerisinde nohut, fasulye vs. gibi
materyaller yaptik. O sekilde onlarla etkinliklerimizi yaptik. Ya da oyun hamuru, kagit parcalama,
yapistirma gibi etkinlikleri ¢ok seviyor. Bir de kagit kesme ve yapistirmayi ¢ok seviyor. Ona ayr1 bir ilgisi
var.” (K-1)

“Plastik toplarimiz ve kovalarimiz var renkli. Renk ¢alisiyoruz. Ayni renk kovalara ayni renk toplari
atmasini istiyoruz basket gibi diisliniin. Evde bu tarz aktivitelerimiz var. Suyu ¢ok sevdigi i¢in benim
kizim suyla ilgili aktivitelerimiz ¢ok fazla. Balik tutuyor suda, kovaya su koyuyoruz.” (K-4)

‘Acik hava etkinlikleri’ alt temasinda ise ebeveynler, acik havada gergeklestirilen etkinliklerin hem
kendileri hem de cocuklari i¢in, etkili oldugunu diisiinmektedir. Kisitlamalarin devam ettigi ancak OSB olan
bireyler gibi 6zel gereksinimli bireylerin bu siiregte durum belirtir belge ile belirli zaman araliklarinda disari
¢ikabildigi belirtilmektedir. Bu kapsamda, hafta sonlar1 belirtilen siire zarfinda ebeveynler, OSB olan ¢ocuklarinin
rahatlamalarina yardimci olmak igin ‘yiirliyiis’ yaptirdiklarini aktarmistir. Ayni sekilde ¢ocuklarinin enerjilerini
atmalar igin ‘parka gittiklerini’ ve ‘bisiklete bindiklerini’ ifade etmistir.

“Cocuklarin kisith siirede disar1 gikabildigi saatlerde parka gidebiliyoruz, bisiklet siiriiyoruz. (...) Evde
de trambolin iizerinde vakit gegiriyor. Fiziksel aktivite agisindan gocugumuzu hep desteklemeye galisiyoruz.” (K-
7)
Tablo 3
OSB Olan Bireylerin Haftalik ve Giinliik Fiziksel Aktiviteye Katilimina Iliskin Bilgiler

Katihmeilar (K) Covid-19 6ncesi C(?.viq.-19 oncesi Covid-19 siiresince Covid-ln9 sfiresince
haftalik katilim giinliik katilim haftalik giinliik
K-1 3 gilin 1 saat Yok Yok
K-2 6 giin 2 saat Yok Yok
K-3 7 glin 6 saat Yok Yok
K-4 2 giin 4 saat 1 giin 2 saat
K-5 3 giin 2 saat Yok Yok
K-6 4 giin 3 saat Yok Yok
K-7 7 giin 5 saat 2 giin 2 saat
K-8 1 giin 3 saat 3 giin 3 saat
K-9 3 giin 4 saat Yok Yok
K-10 3 giin 2 saat Yok Yok
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OSB olan bireylerin pandemi 6ncesi fiziksel aktiviteye giinliik ve haftalik katilim durumlar1 ve pandemi
stiresince fiziksel aktiviteye haftalik ve giinliik katilim durumlarina iligkin bilgilere yer verilmistir (Tablo 3). Bu
kapsamda, katilimcilarin pandemi oncesi fiziksel aktiviteye haftalik katilim durumlari; 1-7 giin arasinda
degiskenlik gostermektedir. Bununla birlikte pandemi dncesi fiziksel aktiviteye giinliik katilim siirelerinde ise 1-6
saat gibi farkli siireler goriilmektedir. Katilimcilarin pandemi siiresince fiziksel aktiviteye haftalik katilim
durumlart incelendiginde; c¢ogunlukla katilimin gergeklesmedigi ve katilimin 1-3 giin arasinda degistigi
goriilmektedir. Buna ek olarak, pandemi siiresince fiziksel aktiviteye giinliik katilimlarinin 2-3 saat araliginda

oldugu aktarilmistir.
Tartisma

Pandemi siirecinin OSB olan bireylerin fiziksel aktiviteye katilimi iizerindeki etkilerini belirlemek
amaciyla yapilan arastirma sonucunda elde edilen bulgular, basliklar halinde bu béliimde tartisilmis ve
yorumlanmustir.

Pandeminin Hayata Etkileri

‘Pandeminin Hayata Etkileri’ temasinda; uzaktan egitim modelinin uygulanmasiyla birlikte, OSB olan
bireylerin hem okul ve 6zel egitime hem de fiziksel aktivite egitimlerine diizenli olarak devam edemedikleri
goriilmektedir. Daulay (2021) yapmis oldugu arastirmada, pandemi siirecinde OSB olan ¢ocuga sahip olan
ebeveynlerin, evde egitim siirecini yiiriitmede zorluklar yasadiklari sonucuna ulagsmistir. Bu sonuca ulasilmasinda,
egitimin uzaktan devam etmesinin etkili oldugu diisiiniilebilir. Morris ve digerleri’nin (2021) gergeklestirdigi
aragtirmada, OSB olan bireye sahip olan ebeveynler, pandemi siirecinde ¢ocuklarinin fiziksel aktivite diizeylerinde
onemli bir diisiis yasandig1 yoniinde goriis bildirmistir. Benzer olarak, Lebrasseur ve digerleri (2020) de evde
gegirilen siire kapsaminda 6zel gereksinimli bireylerin fiziksel aktivite programlarina diizenli olarak katilim
saglayamadiklari sonucuna ulagmistir.

Pandemi siirecinin OSB olan bireylerde fiziksel hareketsizlik ve beslenme aligkanliklarinda degisim gibi
fiziksel etkileri ile karsilagilmigtir. Meral (2021) tarafindan gergeklestirilen arastirmada, OSB olan bireylerin
ebeveynleri, yasam tarzlarinin degismesiyle birlikte, cocuklarinin fiziksel aktivite seviyelerinde diisiis oldugu
yoniinde goriis bildirmistir. Yine, Kim ve digerleri (2021), OSB olan bireylerin ebeveynleri, giinlik yasam
tarzlariin degismesiyle birlikte, cocuklarnin beslenme aliskanliklarmin degistigini belirtmistir.

Bu arastirmada, Covid-19 siirecinin OSB olan bireylerde mutsuzluk, stres, 6fke nébetleri, rutinin
bozulmasi, davranig problemleri, yalniz kalma istegi, komut almada giigliik gibi psikolojik etkileri oldugu
sonucuna ulagilmistir. Shorey ve digerleri (2021), OSB olan bireylerin ebeveynleri, pandemi siirecinde
¢ocuklarmin giinliik rutinlerinde bozulmalar oldugunu bildirmistir. Stankovic ve digerleri (2020) ise, OSB olan
bireylerde giinliik rutinlerini gergeklestiremedikleri i¢in 6fke ndbetleri, tekrarlayict davranislar, kendine zarar
verme gibi davranis sorunlari oldugu goriilmistiir. Buna ek olarak, Sani-Bozkurt ve digerleri (2021) tarafindan
yiriitiilmiis olan arastirmaya gore, pandemi siirecinin hem OSB olan bireylerde hem de ebeveynlerinde strese
sebep oldugu sonucuna ulagilmigtir. Mutluer ve digerleri (2020), OSB olan bireylerin ebeveynleri, pandemi
stirecinin yasam tarzlarin1 etkilemesiyle birlikte, cocuklarinin daha saldirganlastigini, yeni tiklerin ortaya ¢iktigini
ve tiklerinin arttigini ifade etmistir. Pandemi siirecinde alinan 6nlemler dahilinde, OSB olan bireylerin arkadaslari
ile yiiz yiize goriigme imkan1 bulamamuisgtir. Karantina siirecinin uzamasiyla birlikte OSB olan bireyler eve bagimli
hale gelmistir. Lake ve digerlerinin (2021) tarafindan gergeklestirilen aragtirmada, sosyal izolasyon siirecinin
uzamasinin OSB olan bireylerde yalniz kalma isteginin olugmasina yol agtig1 sonucuna ulagilmistir.

Pandemi siirecinin OSB olan bireyler {izerinde eve bagimlilik, ekran kullanim siiresinin artmasi,
arkadaglik/akran iligkilerinde bozulma ve disar1 ¢ikma istegi gibi sosyal etkileri oldugunun alt1 ¢izilmektedir.
Pandemi sebebiyle karantina siireci, OSB olan bireylerin sosyal iligkilerini 6nemli 6l¢iide etkilemistir. Demirci ve
Phytanza (2021), OSB olan bireylerde pandemi 6ncesindeki siirece kiyasla fiziksel hareketsizligin arttigini
belirtmistir. Garcia ve digerleri (2020) de, OSB olan bireylerin pandemiden 6nceki doneme gore ekran kullanim
siiresinde onemli bir artis, fiziksel aktivite seviyesinde ise ¢ok belirgin bir diigiis yasandigi sonucuna ulagmistir.
Lake ve digerleri (2021) aragtirmalarinda, pandemi siirecinin katilimeilarin arkadas, aile, akranlarda dahil olmak
tizere sosyal iligkilerini biiyiik olgiide etkiledigi sonucuna ulagmistir. Ayrica, kisitlamalar ile birlikte OSB olan
bireylerin kaliteli serbest zaman gegirmesine engel olmustur. Gezebilecekleri rekreasyonel alanlar, parklar ve
fiziksel aktivite yapabilecekleri spor merkezlerine diizenli olarak katilim saglayan OSB olan bireylerin, pandemi
stirecinin getirdigi kisitlamalar ile birlikte katilim saglayamadiklar: goriilmiistiir. Kim ve digerleri (2021) ise, OSB
olan bireylerin ebeveynleri, ¢cocuklarnin disar1 ¢ikma isteginin oldugunu ancak bu durumun riskli oldugunu
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belirtmistir. Ayni sekilde, Karahan ve digerlerinin (2021) arastirmasinda ise, OSB olan bireylerin ebeveynleri,
pandemi siirecinde ‘problem davranislari ve bas etme deneyimlerine’ dair evde gegirilen siirenin kendileri igin bir
hayli zorlayict oldugunu belirtmistir. Bu dogrultuda, OSB olan ¢ocuklarin kendine zarar verme, agresif davranma
ve kontrolsiiz davranislar sergiledikleri sonucuna ulagilmistir. Elde edilen sonuglar, arastirmamizin bulgulari ile
benzerlik gostermektedir.

Pandemi Siirecinde Karsilasilan Zorluklar

‘Pandemi Siirecinde Karsilasilan Zorluklar’ temasinda; OSB olan bireylerin egitimin ¢evrim i¢i devam
etmesiyle birlikte, canli derse katilim ve ddev yapma gibi okul sorumluluklarini yerine getirmede zorlandiklar1
gbzlemlenmistir. McFayden ve digerleri (2021), OSB olan bireylerin ebeveynleri, ¢cocuklarinin canlt derse katilim
ve ev ddevi gibi okul sorumluluklarini yerine getirmede zorluklar yasadiklarimi bildirmistir.

Pandemi siirecinde OSB olan bireylerin ebeveynlerinin sorumluluklarimin arttigi goriilmektedir. Bu
dogrultuda, OSB olan bireylerin ebeveynleri, 6gretmen roliinii iistlenme ve ev i¢erisinde okul disiplinini saglamada
zorlandiklarini belirtmistir. Sani-Bozkurt ve digerleri (2020) de OSB olan bireyler ve ebeveynleri i¢in uzaktan
egitimin zorlayici oldugunu aktarmigtir. Buna ek olarak pandemi siirecinde alinan 6nlemlerin, OSB olan bireylerin
ebeveynlerine hem ogretmen rolii hem de cocuklarma bakicilik roliinii gibi gorevler yiikledigi sonucuna
ulagilmigtir. Egitiminin eve tasinmasiyla birlikte, karantina doneminde yasanilan bu degisimin, OSB olan
bireylerin egitim hayatin1 biiyiik dl¢iide etkiledigini sdylemek miimkiindiir.

OSB olan bireylerin evde gecirdikleri siire arttikca, hareketsiz bir yasam tarzina sahip olduklari
belirlenmistir. Ebeveynlerin pandemi siirecinde yasadiklari endisenin, OSB olan ¢ocuklarm etkiledigi ve bu
kapsamda fiziksel aktiviteye katilimin da diistigii belirtilmistir (Lee vd., 2022). McCoy ve Morgan (2020), OSB
olan ergenlerin fiziksel aktiviteye diizenli olarak katilim saglayamadiklarini, dolayisiyla hareketsiz bir yasam
tarzina sahip olduklarini tespit etmistir. Bu nedenle, OSB olan bireylerin giderek artan hareketsiz yagsam tarzinin
tembellige yol agabilecegi diisiiniilmektedir.

Fiziksel Aktivite Gerekliligi

‘Fiziksel Aktivite Gerekliligi’ temasinda, fiziksel aktivitenin OSB olan bireylerde kilo kontrolii, enerji
atma, mutlu olma, bilissel ve motor becerilerde gelisime katki sagladigi ebeveynler tarafindan aktarimistir.
Obrusnikova ve Miccinello (2012) OSB olan bireylerde, fiziksel aktivite programlarinin kilo kontrolii, mutlu olma
ve enerji atmaya yardimct oldugu sonucuna ulagmistir. Giirkan ve Kogak (2020), OSB olan bireylerin fiziksel
aktiviteye katilmasi sonucunda, kilo verme, koordinasyon, durus ve denge bozukluklarinda diizelme gibi ¢esitli
etkilerinin oldugunu belirtmistir. Sarol ve digerleri (2020) ise, OSB olan bireylerin ebeveynleri, ¢ocuklarmin
katildiklar1 fiziksel aktivite programlarinin, yiiriiyiis, denge ve postiir gibi fiziksel gelisimlerine katki sagladigim
bildirmistir.

Pandemi siirecinde fiziksel aktivite programlarina katilamayan OSB olan bireylerde, 6fke nobetleri ve
streste artis, davranig problemleri, komut almada gii¢liikk ve sosyal iletisimde ise gerileme oldugu goriilmiistiir.
Guller ve digerleri (2021) gergeklestirdikleri arastirmalarinda, pandemi déneminde OSB olan bireylerde ofke
ndbetleri, kendi kendine zarar verme, baskalarina zarar verme ve stereotip davranislarinda artis gozlemlendigi
belirtmistir. Asbury ve digerleri (2021) ise, OSB olan bireylerde gézlemlenen davranis problemlerinin, OSB olan
bireylerin ebeveynlerinde kayg ve streste artisa neden oldugunu bildirmistir.

Aragtirma sonugclari ile uyumlu olarak, Choi ve digerleri (2021), pandemi dncesi ve pandemi sirasinda
OSB olan bireylerde gdzlemlenen davranig problemlerinde dnemli dl¢iide farkliliklar oldugunu bildirmistir. Theis
ve digerleri (2021) ise fiziksel ve zihinsel yetersizlikleri bulunan geng yetiskin bireyler ve ¢ocuklar iizerinde
pandemi kisitlamalarinin etkisini incelemistir. Arastirmaya gore geng yetiskin bireylerin ve ¢ocuklarin karantina
sirasinda fiziksel aktivite seviyelerinde dnemli diisiisler oldugu sonucuna ulasiimstir. Elde edilen bulgular ve ilgili
alanyazin kapsaminda OSB olan bireyler i¢in fiziksel aktivitenin gerekliligi ortaya ¢ikmistir. Marconcin ve
digerleri (2022) de pandeminin bireyler iizerindeki olumsuz etkilerini azaltmada fiziksel aktivitenin etkili bir
yontem oldugunu vurgulamistir.

Degisen Etkinlikler

‘Degisen Etkinlikler’ temasinda; OSB olan bireylerin hareket temelli oyunlar, trambolin, dans etme,
pilates ve ev islerine yardim gibi ev temelli etkinliklere yoneldikleri ortaya ¢ikmistir. Baweja ve digerleri (2022),
pandemi siirecinde OSB olan bireylerin gergeklesen kisitlamalardan oldukga etkilendiklerini ve serbest zaman
aktivitelerine yonelik olarak rutinlerinin bozuldugunu belirtmistir. Kim ve digerlerinin (2021) gerceklestirdigi
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aragtirmada, OSB olan bireylerin karantina doneminde genellikle evde olduklari ve dans etme, miizik dinleme,
cevrim i¢i videolar sayesinde ev islerine yardimci olma gibi etkinliklere katilim sagladiklar1 bildirilmistir. Chen
ve digerleri (2020) ise, viriisten korunmak ve fiziksel aktivite seviyelerini korumak i¢in g¢evrimigi aktivite
programlarina yonelerek; ziplama, mekik, smav ¢ekmek gibi evde basit ve kolay bir sekilde uygulanabilecek
aktiviteler 6nermistir. Ayrica, ebeveynler OSB olan bireylerin ev igerisinde boyama etkinlikleri, renk arastirmalari,
yapboz, legolar, oyun hamuru ve kagit kesme yapistirma gibi daha ¢ok bilissel etkinlikler ile vakit gegirdikleri
elde edilen bulgular arasinda yer almaktadir. Di Renzo ve digerleri (2020), pandemi siirecinde OSB olan bireylerin
ebeveynlerinin, ¢ocuklarmin daha gok sozel iletisim gerektirmeyen renk arastirmalar1 ve boyama etkinlikleri gibi
etkinliklere katildiklarini bildirmistir.

OSB olan bireylerin pandemi siirecinde yiirliyils, bisiklete binme ve parka gitme gibi agik hava
etkinliklerini gergeklestirdikleri bulgularimiz dogrultusunda goriilmiigtiir. Theis ve digerleri (2021) de
ebeveynlerin ¢cocuklarini yiiriiyiise ¢ikarma, bisiklete binme ve parka gitme gibi daha ¢ok acik hava etkinliklerine
yonlendirdigi sonucuna ulasmistir. Benzer olarak Parenteau ve digerleri (2020) gerceklestirdikleri
aragtirmalarinda, OSB olan bireylerin ebeveynlerinin pandemi siirecinin olumsuz etkileriyle basa ¢cikmak amaciyla
acik havada yiiriiyiis, bisiklete binme, yoga ve meditasyon gibi c¢esitli etkinlikler ile serbest zamanlarini
gecirdiklerini aktarmigtir. Neece ve digerleri (2020) ise, zeka ve gelisimsel engelli cocuga sahip olan ebeveynlerin,
cocuklariyla daha ¢ok parkta ve bah¢ede oynama, acgik havada yiiriiylis yapma gibi aktivitelere diizenli olarak
katilim sagladiklarini bildirmistir.

Sonug olarak, bu arastirmada pandemi siirecinin OSB olan bireyler iizerinde egitim, psikolojik, fiziksel
ve sosyal yonden etkisinin oldugu sonucuna ulagilmistir. Covid-19 salgin ile birlikte ortaya ¢ikan kisitlamalarin
OSB olan bireylerin fiziksel aktiviteye katilimini zorlastirdigi, fiziksel aktivite programlarina katilamayan OSB
olan bireylerin pek ¢ok agidan olumsuz yonde etkilendikleri belirlenmistir. Fiziksel aktiviteye katilim saglayabilen
OSB olan bireylerin, katilim saglayamayanlara kiyasla dnemli faydalar edindigi goriilmektedir. Ayrica, OSB olan
bireylerin pandemi siirecinde alinan 6nlemler ve enfekte olma korkusu ile bu duruma uygun olan gesitli fiziksel
aktivitelere yoneldikleri belirtilmistir. Ev temelli olarak olusan bu yeni fiziksel aktivite diizeninde OSB olan
cocuklarin ebeveynler tarafindan tesvik edildigi ortaya konulmustur.

Oneriler

Covid-19 pandemisinin OSB olan bireylerin fiziksel aktiviteye katilim1 iizerindeki etkilerini ebeveynlerin
perspektifinden ortaya koyan bulgularimiz dogrultusunda, OSB olan bireyler, aileler ve gelecek aragtirmalar i¢in
su Onerilerde bulunulabilir:

1. OSB olan bireylerin ev icerisinde gerceklestirebilecekleri fiziksel aktivite drneklerini igeren web tabanli
uygulama ya da el kitab1 olusturulabilir.

2. Pandemi siirecinin OSB olan bireyler iizerindeki sosyal etkilerini azaltmak amaciyla hem OSB olan
bireyler hem de akranlarinin yer aldigi ¢esitli etkinlikler diizenlenebilir.

3. Pandemi siirecinin OSB olan bireyler ve ebeveynler iizerindeki psikolojik etkilerini azaltmak amaciyla
yetkili kurumlar tarafindan psikolojik destek saglanabilir.

4. Pandemi siirecinde hem OSB olan bireyler hem de ebeveynlerinin karsilagtiklar1 zorluklart azaltmak
amacryla gerek egitim veren kurumlar gerekse yetkili bakanliklar araciligiyla destek egitimleri verilebilir.

5. Gelecekte yapilacak olan c¢aligmalarda arastirmacilarin daha biiylik 6rneklem gruplari ve farkli engel
gruplari ile calismalar gergeklestirmeleri literatiire katki saglayabilir.

Simirhliklar

Aragtirmanin drneklem grubunu OSB olan ¢ocugu olan 10 ebeveyn olusturmaktadir. Bu kapsamda elde
edilen bulgularin diger OSB olan bireylere yonelik olarak aktarilabilirliginin sinirli oldugu sdylenebilir. Elde
edilen sonuglar ise ebeveynlerin perspektiflerinden ve pandemi siirecinde elde edilen veriler ile smirlidir.
Arastirmada yer alan katilimcilar Kirikkale ve Ankara ilinde yasadigi igin sonuglarin iilke genelini temsil
etmeyebilir.

Yazarlarin Katki Diizeyleri

Calisma konusunun belirlenmesi, arastirma deseni ve verilerin analizi kisminda Dog. Dr. Halil Sarol ve
Ars. Gor. Rifat Kerem Giirkan katki saglamistir. Verilerin toplanmasi ve ¢aligmanin raporlanmasi agamasi ise
Kiibra Durmus tarafindan gergeklestirilmistir.
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Abstract

Introduction: The COVID-19 pandemic rapidly spread throughout the whole world and negatively affected
individuals’ participation in physical activity. In this context, the purpose of the research is to investigate the effects
of the COVID-19 pandemic on the participation in physical activity of individuals with Autism Spectrum Disorder
(ASD) from the perspective of their parents.

Method: Ten parents (6 mothers and 4 fathers) with children diagnosed with ASD constituted the sample group
for the research designed by the phenomenological qualitative research method. A semi-structured interview form
and a personal information form were used as data collection tools. The data analysis was performed using the
content analysis method.

Findings: In the direction of the findings obtained from the research, four inclusive themes were determined.
These are a) the effects of the pandemic on life; b) the difficulties encountered during the period of the pandemic;
c) the necessity of physical activity; and d) the changing events. Under these themes, there are 12 sub-themes in
total.

Discussion: The parents expressed that the practices performed for the sake of decreasing the propagation rate of
the virus had negatively affected especially the education, parent relationships, and active lifestyles of children
with ASD. According to the parents, the physical activity habits of children with ASD significantly changed, and
usually, home-based events were performed during the restrictions. The parents specified that they had understood
how extremely important the participation in physical activity of children with ASD was during the period of the
pandemic.
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Introduction

COVID-19 was initially detected in Wuhan, the largest metropolitan district in Hubei province of the
People’s Republic of China (Cascella et al., 2020). Following the detection of the initial case in Turkey, various
strategies were applied by the Ministry of Health of the Republic of Turkey with respect to decreasing the
observation rate of cases and decelerating the propagation rate of the pandemic through various measures taken
(Ministry of Health, 2020). As in Turkey, nearly all the countries applied strict emergency measures and
restrictions to prevent the propagation of the virus throughout the whole world. It was observed that such practices
performed for preventing the propagation of the virus caused great problems for the physical and mental health of
the public (Amatriain-Fernandez et al., 2020). El-Zoghby et al. (2020) specified that the negative psychological
problems experienced by individuals during the period of the pandemic arose from the fear of being infected,
anxiety, despair, and stress. Tull et al. (2020) concluded that the individuals experienced higher health concerns,
financial concerns, and a sense of loneliness during the lockdown period. Chen et al. (2020) emphasized that the
practices put into effect for abstaining from the virus might give rise to undesired consequences such as a decrease
in physical activity and an increase in inactive behaviors, and asserted that this status might cause increasing
worsening of the health state of the public. In research performed in Turkey on individuals with ASD and their
parents, it was observed that the parents had the opportunity to spend more time with their children during the
period of lockdown. However, it was specified that the lack of participation of children in education, and the
decrease in their social and physical activities had caused a negative effect (Meral, 2021).

For individuals with ASD, moving and spending their energy with various physical activities have a
significant place in helping them be healthier and better adjusted during the day (Giirkan & Kogak, 2020;
Obrusnikova & Cavalier, 2011; Sarol & Cimen, 2015). It is observed that the participation in physical activities of
individuals with ASD has positive effects on their basic and daily activities and that such activities have positive
effects on the improvement of motor and psychomotor behaviors and social interactions of such individuals
(Aniszewski et al., 2020). Giirkan et al. (2021) concluded that participation in leisure activities by persons with
special needs has a positive effect on the psychological well-being of such individuals. While it is known that the
level of participation in physical activity of individuals with ASD was also low in the period before the pandemic
(Gehricke et al., 2020; Must et al., 2015; Sarol & Cimen, 2015), and that there are many negative factors affecting
their participation in such activities (Giirkan & Kogak, 2020; Menear et al., 2015; Obrusnikova & Cavalier, 2011;
Stanish et al., 2015), the constraints in the period of the pandemic affected their level of participation in physical
activity more negatively (Caputo & Reichert, 2020). Garcia et al. (2020), through their research on individuals
with ASD, investigated their physical activities and screen times during the period of the pandemic. Following the
research, it was concluded that a great increase had occurred in screen times, and that a distinct decrease had
occurred in participation in physical activities compared to the period before the pandemic. In their study, Esentlirk
(2021) and Yarimkaya and Esentiirk (2020) specified that the restrictions during the period of the pandemic had
increased physical inactivity, excessive dietary habits, and behavioral problems in children with ASD. Karahan et
al. (2021), as per their interviews with parents of individuals with ASD, concluded that keeping inside during the
period of the pandemic was compelling in terms of “problematic behaviors and coping experiences”, and that the
children with ASD had exhibited higher levels of self-destruction behaviors, aggressive behaviors, and
uncontrolled behaviors.

In light of the possibility of the continuation of the pandemic and the emergence of similar conditions, it
is anticipated that the performance of new research addressing the participation in physical activity of individuals
with ASD and the formation of various measurement mechanisms in light of the information to be obtained are
extremely important. Even if numerous researches investigating the participation in physical activity of individuals
with ASD during the pandemic period are found in the international literature (Amatriain-Fernandez et al., 2020;
Chen et al., 2020; Caputo & Reichert, 2020; Garcia et al., 2020; Kaushal et al., 2020; Lesser & Nienhuis, 2020;
Marconcin et al., 2022), it is observed that sufficient researches on this subject are not present in Turkey (Esentiirk,
2021; Meral, 2021; Yarimkaya & Esentiirk, 2020). In this context, in the present research, the focus was on the
investigation of the effects of the COVID-19 pandemic on the participation in physical activity of individuals with
ASD from the perspective of their parents. In the direction of this general purpose, the questions guiding the
research are as follows: a) What are the opinions of the parents regarding the effects of the COVID-19 pandemic
on children with ASD?, b) What is the perception of parents regarding the participation of their children with ASD
in physical activity during the period of the COVID-19 pandemic?, and c) According to the parents, what kind of
transformation occurred in the physical activity habits of their children with ASD during the COVID-19 pandemic?
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Method
Research Design

The phenomenological qualitative research method was used in the research. The phenomenon of the
research is the effects of the COVID-19 pandemic on the participation in physical activity of individuals with
ASD. The phenomenology allows for an in-depth investigation of the true-life experiences of the individuals
(Creswell et al., 2007) and the interpretation of the environment lived in. In this research, in the context of the
environment where the individuals with ASD live, it was tried to thoroughly interpret within the scope of their
parents’ opinions how they were affected by the period of COVID-19 in a general sense and how their participation
in physical activity actualized.

Study Group

In the selection of the research study group, the criterion sampling method, among the purposive sampling
methods, was used. The criterion sampling covers the review and investigation of all the predetermined conditions
meeting some significance criteria. The criteria may be formed by the researcher as well as using a pre-prepared
criteria list (Patton, 2002).

Within this scope, the criteria determined by the researchers while forming the study group in the research
are as follows:

1. Having a child diagnosed with ASD,

2. Participation of children with ASD in physical activity programs before the period of the COVID-19
pandemic,

3. Having a child with ASD in the age range of 8-12.

In light of these criteria, ten (10) parents with children diagnosed with ASD constituted the study group
for the research. It was contacted by the participants through a special education and rehabilitation center. By
getting the required permits from the referred special education and rehabilitation center, the parents meeting the
relevant criteria were contacted by phone, and it was asked whether they would participate in the research or not.
Accordingly, the research was performed with the volunteering parents. Detailed information covering the
demographic information of the study group is provided in Table 1.

Table 1
Demographic Characteristics of the Study Group
Information on mothers and fathers of individuals with ASD Information on individuals with ASD
. ) Mother’s s Father’s Status of
Participant  Mother’s educational Father’s educational ~ Gender ~ Age participation in
P) profession profession - .
level level physical activity
P-1 Lawyer Bachelor’s Teacher Post graduate Male 8 4 months
degree degree
School bus Secondary . Secondary
P-2 attendant school Driver School Male 1 4 years
P-3 Housewife Secondary Police officer Bachelor’s Female 9 1 year
school degree
P-4 Housewife Secondary Govel_rn_ment High school Female 9 5 years
school official
P-5 Housewife Elementary Retired Elementary Male 11 3 years
school school
School bus . Elementary
P-6 attendant High school Unemployed school Male 9 2 years
p-7 Housewife Elementary Cook Elementary Female 8 1 year
school school
P-8 Housewife High school Craftsman High school Male 9 3 years
P-9 Housewife Bachelor’s Retired Bachelor’s Female 8 1.5 years
degree degree
P-10 Housewife High school Specialist High school Male 12 5 months
sergeant

Note: ASD = autism spectrum disorder.
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Ethical Principles

The research was performed with the permission of Kirikkale University Social and Human Sciences
Research Ethics Committee with session number 02 dated February 18, 2021. Moreover, the verbal and written
consents of the participating parents were obtained. Following the obtainment of the ethical committee’s permit,
the required pre-interviews were performed with the parents residing in the provinces of Ankara and Kirikkale
within the frame of the criteria determined, and information with respect to the research was provided to them.
Then appointments were made for face-to-face interviews to be held later on.

Role of the Researcher

The role of the participant in researches designed using qualitative research methods is considered as their
presence in data collection processes (Miles et al., 2018). A qualitative researcher is considered to be the person
who spends time at the site, directly holds the interviews with the participants, gains experience, and uses such
experiences in the analysis of the data gathered (Yildirim, 1999). In this context, the researchers are directly
involved in all the processes ranging from interview processes performed within the scope of the semi-structured
interview form to the analysis of data. Moreover, a researcher is an academician who is experienced in qualitative
research and has performed practices with individuals with ASD. Also, another researcher is an academician who
has experience working with individuals with ASD.

Data Collection Tool
Personal Information Form

In the research, a personal information form was prepared by the researchers as a data collection tool for
the determination of the socio-demographic characteristics of the participants. In the personal information form,
information such as the age and gender of the individuals with ASD, the educational status and professions of their
mothers and fathers, and their status of participation in physical activity are included. Moreover, the referred form
also includes information regarding:

1. Duration of daily participation in physical activity before the COVID-19 pandemic,
2. Duration of weekly participation in physical activity before the COVID-19 pandemic,
3. Duration of daily participation in physical activity during the COVID-19 pandemic,
4. Duration of weekly participation in physical activity during the COVID-19 pandemic,
5. Duration of daily screen times before and after the COVID-19 pandemic.

Semi-Structured Interview Form

In the research, a semi-structured interview form was prepared in a manner conforming to the
phenomenology pattern. In the preparation process of the semi-structured interview form, a detailed literature
review with respect to individuals with special needs in general and specifically with respect to individuals with
ASD was performed for the period as of the beginning of the COVID-19 pandemic, and it was structured in the
direction of two experts’ opinions. One of the referred experts is an academician with studies in the fields of
qualitative research and special education. The other expert is an academician who works both in practical and
academic fields regarding ASD and physical activity. Examples of questions prepared within this scope are
provided below:

1. How did the COVID-19 pandemic affect your child in a general sense?

2. How did the period of the COVID-19 pandemic affect the participation of your child in physical activity?

3.  What kind of transformation occurred in the participation of your child in physical activity during the
COVID-19 pandemic?

The semi-structured interview form was applied to some participants face-to-face considering the rules
of the pandemic, and it was applied to some participants one-to-one via online methods. The hours in which the
participants were available most were selected for the interview. The interviews took about 30 minutes with each
participant. All the interviews were recorded on a recorder and via the recording stages used by online methods
and then transmitted to a computer environment.
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Data Analysis

The data analysis was performed using the content analysis method. In the direction of the data obtained,
it covers a process extending from coding to data reporting (Merriam, 2015). Before the analysis, the audio of the
interviews with the parents was recorded, and the records were transcribed in Word format. In the content analysis
performed through the examination of the referred files, the following stages were applied respectively:

1. The data was coded.

2. The categories and themes were determined.

3. The data was arranged according to codes and themes.
4. The findings obtained were interpreted and reported.

Validity and Reliability (Persuasiveness, Transmissibility, Consistency, and Confirmability)

In qualitative researches, the concepts of validity and reliability are expressed with the concepts of
persuasiveness, transmissibility, consistency, and confirmability (Creswell et al., 2007; Guba & Lincoln, 1982).
In the research, the research process was described in detail, and detailed information with respect to the
participants was provided to increase its persuasiveness. On the other hand, apart from the researchers, the research
was structured by getting the opinions of an expert having qualitative research experience and of an expert
specializing in private education. Transmissibility was ensured by the use of intelligible wording and by a detailed
explanation of data collection processes and reporting. To ensure consistency, the coding during the analysis of
data was performed separately by the three researchers, and the three codings were addressed comparatively. The
coding that turned out to be different was discussed, and a consensus was reached by the researchers. For the
concordance level of the research, Miles and Huberman’s (1994) coefficient of concordance (Concordance
Reliability = Consensus / [Consensus + Dissensus] x 100) was used, and it was concluded that the level of the
coefficient of concordance was .85. It was specified that the findings of the researches with a concordance level
of .80 and above are reliable (Bradley et al., 2007; Miles & Huberman, 1994). In terms of confirmability, the
information with respect to all the operations performed in the process of the research (raw data, transcripts of
interviews, etc.) is archived and stored in a computer environment.

Findings

In the present research designed using the qualitative research method, it was tried to investigate what
factors affecting the participation in physical activity of individuals with ASD during the period of the pandemic
were in the direction of the parents’ opinions. In the direction of the parents’ opinions, the period of the pandemic
and its effects on individuals with ASD were investigated under four main themes. These are: ‘The Effects of the
Pandemic on Life’ (Figure 1), ‘The Difficulties Encountered During the Period of the Pandemic’ (Figure 2), ‘The
Necessity of Physical Activity’ (Figure 3), and ‘The Changing Events’ (Figure 4). In addition, 12 sub-themes in
total were determined under these main themes.

The Effects of the Pandemic on Life

Figure 1
The Effect of the Period of COVID-19 on the Life of Individuals with ASD

Educational Physical Psychological

« Disrupted school and * Physical inactivity » Unhappiness » Home dependency
special education « Dieraty Habits « Stress e Increase in their
order « Routines were screen times

» Getting behind in disrupted * Disruption in their
physical activity « Behavioral disorder friendship and
education «The desire to be relationship with peers

isolated » Wanted to go out
- Temper tantrum

In the main theme of ‘The Effects of the Pandemic on Life’, the first finding among the ones obtained as
the result of the interviews with the parents, questions were asked to determine what the effects of the period of
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the pandemic were on individuals with ASD. In the direction of the findings obtained, four sub-themes in total
‘Educational’, ‘Physical’, ‘Psychological’, and ‘Social’ were formed.

Initially, the sub-theme of ‘Educational’ was included. ‘Disrupted school and special education order’
and ‘getting behind in physical activity education’ constituted the sub-theme of ‘Educational’. The parents, who
specified that they were refraining from going out due to the risk of getting infected by the pandemic, expressed
that their children with ASD had fallen behind in all kinds of education. It was observed that most of the individuals
with ASD were pursuing their formal education as inclusive students but couldn’t attend school owing to the
pandemic. It was communicated by the parents that education and rehabilitation centers had adjourned their
activities and the courses of physical activity education for individuals with ASD had also been adjourned.

“I can tell that the pandemic affected all our lives; it changed our lives radically. My child had a habitual
order. After all, autism implies routine. Therefore, the disruption of such routines in my child’s life, his
inability to go out, and his inability to have the routine of school completely ruined my child.” (P-1)

The ‘Physical’ effects of the pandemic period constitute another sub-theme. The parents of children with
ASD specified that they couldn’t go out during the week due to the restrictions and they could go out at specific
times during the weekends during the pandemic period. Therefore, it is expressed that staying inside during the
pandemic period caused ‘physical inactivity’ in the individuals with ASD. Moreover, it was revealed that changes
in ‘dietary habits’ occurred along with the increase in the duration of staying inside.

In the sub-theme of ‘Psychological’, the parents stated that their children’s ‘routines were disrupted’ along
with the extension of the duration spent in the house. Along with the disruption of their routines, the parents
observed an increase in ‘temper tantrums’, ‘behavioral disorders’, and ‘the desire to be isolated’. In addition, the
‘stress’ and ‘unhappiness’ of the individuals with ASD were also among the other findings obtained.

“She became aggressive. She didn’t engage in physical activity. She could go out at specific times. Her
routine, which is very important for children with autism, was disrupted. Her order was disrupted; her
school suddenly ceased operations; the pool ceased operations. (...) And psychologically, keeping inside
at all times stressed her. We have no social activity. She likes swimming a lot, but she couldn’t go
swimming. She began to exhibit some problematic behaviors.” (P-4)

And in the final sub-theme affecting the general lives of individuals with ASD, the ‘Social’ effects of the
period of the pandemic were included. The parents stated that an increase occurred in the duration of staying inside
along with the continuation of measures taken and restrictions during the period of the pandemic. For this reason,
the ‘home dependency’ of individuals with ASD increased. It was revealed by the interviews that ‘disruption in
their friendships and relationships with peers’ and ‘increase in their screen times’ occurred as they spent a long
time at home. The parents specified that their children with ASD couldn’t recognize the severe pandemic
throughout the world and they wanted to maintain their lives in the same manner. Also, the parents also specified
that they couldn’t tell their children with ASD that maintaining their lives in the same manner was not possible. It
was observed that the children with ASD ‘wanted to go out’ as in the period before the pandemic, but that it wasn’t
possible.

“What is a lockdown? We learned that during this period. She was alienated from school and social
relationships. Our social sphere became restricted. My child used to spend time at cafés; she was being
happy at least with that. Now, we have nothing; she’s unable to sit. First of all, she is deprived of
education. She is deprived of sports...” (P-7)

The Difficulties Encountered During the Period of the Pandemic

The Difficulties Encountered During the Period of the Pandemic’ is included as another theme obtained
as the result of interviews with the parents. In this theme, questions for understanding the difficulties encountered
in the period of the pandemic with respect to their children with ASD were directed to the parents. In the direction
of the findings obtained, three sub-themes in total ‘online education’, ‘authority’, and ‘inactive lifestyle’ were
formed.

In the direction of the findings obtained from the research, initially, the sub-theme of ‘online education’
was included. In the sub-theme of online education, “attendance at live lessons” and ‘homework” were included.
During the pandemic period, there was a switch from face-to-face education model to online education model. .
The parents of the individuals with ASD communicated that their children had difficulty attending the live lessons
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due to their short attention span and inadaptability. In addition, the parents of the individuals with ASD also
reported that they had problems having their children do their homework.

Figure 2
The Difficulties Encountered During the Period of COVID-19 by the Individuals with ASD

Online education Authority Inactive lifestyle

« Attendance at live lesson « Parents representing the teacher « Laziness
* Homework « School within the home * An increase occured in the
screen time

“Our teachers are sending us the events, but having them perform such events is very hard. For instance,
while drawing the letter "A", we are crying when it comes to drawing the second letter “A”, and
completely leaving it.” (P-6)

In the direction of the findings, ‘authority’ forms the second sub-theme. ‘Parents representing the teacher’
and ‘school within the home” were included in the sub-theme of authority. The continuation of education as an
online course under the measures taken during the period of the pandemic increased the responsibilities of the
parents of individuals with ASD. As distance education continued, the parents assumed the role of the teachers.
The mothers and fathers, undertaking such roles, specified that they had difficulty. The individuals with ASD
suddenly found their mothers and fathers in the roles of their teachers. Even if the parents had tried to support the
education of their children in the referred period just like a teacher, they expressed that the individuals with ASD
were causing problems in the fulfillment of their responsibilities. It was revealed in the interviews with the parents
that ensuring school discipline in the house was difficult.

“I’m unable to have him fulfill it. His teacher is giving him homework, but I’m unable to make him do it.
He is doing it with his teacher via the Zoom app. When his teacher guides him, when she says “Do this”,
then he is doing it. He doesn’t do what I tell him to do; he is crying. He is able to make himself heard by
his mother. However, he is unable to do the same with his teacher; he knows that she is disciplined. He is
a child who is able to understand that. Thus, he doesn’t follow up on my guidance. The period of the
pandemic made our lives more difficult in all aspects.” (P-10)

Thirdly, the sub-theme of ‘inactive lifestyle’ was included as another finding obtained from the research.
The parents specified that the lifestyle of individuals with ASD was negatively affected along with the increase of
time spent in the house during the period of the pandemic. In this direction, they expressed that the individuals
with ASD gradually got used to ‘laziness’ along with the adoption of an inactive lifestyle. In addition, spending
long periods of time at home increased the screen times of individuals with ASD. The parents, who stated that the
children were getting bored and were unable to find anything to do, expressed that the children were obligated to
benefit from technological devices such as television, phones, and tablets. It was observed that the use of such
devices was above the normal level and ‘an increase occurred in the screen times’ of individuals with ASD. It was
specified that social media applications, online games, and online educational applications were effective in
increasing screen time.

“He doesn’t watch television much, but we are allowing him to use a tablet. He is using the tablet at 3-4
hour intervals until the evening and until the battery is discharged two times. He doesn’t drop it until it is
discharged (...) He doesn’t like loneliness, but he wants to be alone when he takes the tablet. He is letting
himself into his room, but I don’t let him. I’m telling him ‘Play near me’.” (P-10)

The information regarding the daily screen times of the individuals with ASD is provided in Table 2.
When the table is examined, it is observed that some individuals with ASD didn’t have screen time before the
pandemic, but it was informed that the screen times were generally in the range of 1 and 3 hours among other
individuals with ASD. It is observed that a significant increase in screen time occurred for the individuals with
ASD along with the emergence of the pandemic. It is understood that 1-6 hours of screen time or more occurs
among the individuals with ASD. Moreover, it is also observed that there are individuals with ASD who have no
screen time during the pandemic.
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Table 2
Information regarding the Daily Screen Times of Individuals with ASD
Participants (P) Screen times before the COVID-19 Screen times during the COVID-19

P-1 1 hour 6 hours and more
p-2 2 hours 3 hours
P-3 3 hours 6 hours and more
P-4 None None
P-5 1 hour 1 hour
P-6 3 hours 5 hours
P-7 None 1 hour
P-8 None 4 hours
P-9 1 hour 3 hours
P-10 2 hours 6 hours and more

The Necessity of Physical Activity
Figure 3
Support and Deficiency of Physical Activity during the Period of the COVID-19

Support of physical activity during the Deficiency of physical activity during
pandemic the pandemic

» Weight control « Increase in temper tantrum

* Blow off the steam * Increase in stress

» Happiness « Behavioral disorders

« Exhibiting improvement in cognitional « Difficulty getting the commands
and motor skills « Regression in social communication

In the direction of this main theme, first, the sub-theme of ‘support of physical activity during the
pandemic’ was included. Along with the emergence of the pandemic, physical activity programs were adjourned.
For this reason, the parents of individuals with ASD presented their opinions regarding the physical activity
programs in which they participated before the pandemic period. The parents of the individuals with ASD who
participated in physical activity programs before the pandemic period expressed that ‘weight control’ and ‘blow
off the steam’ was being ensured through participation in physical activity programs. In addition, it was
communicated that the individuals with ASD who participated in physical activity programs were ‘happy’ and
‘exhibiting improvement in cognitional and motor skills’.

“Physical activity is our must. It is ensuring my child to spend his energy, it is a bit like sensory
integration. Otherwise, increases in his undesirable behaviors are becoming inevitable. His attitudes are
also necessarily changing. He is having difficulty getting the commands. For instance, as he finds physical
activity more enjoyable, he is participating willfully, and we are reaping the benefits of it a lot.” (P-6)

Finally, the sub-theme of ‘deficiency of physical activity during the pandemic’ was included. Along with
the measures taken during the period of the pandemic, changes occurred in the lives of many people. In this
direction, it is known that hitches occurred in the participation of individuals with ASD in physical activity
programs. As the individuals with ASD couldn’t regularly participate in physical activity programs, it was
observed that ‘increases in temper tantrums’, ‘increases in stress’, and ‘behavioral disorders’ occurred. Moreover,
it was communicated that the individuals with ASD who spent long periods of time in the house experienced
‘regression in social communication’ and ‘difficulty getting the commands’.

“(...) A child who is unable to spend his energy. Now, as he naturally stays inactive in the house and is
unable to spend his energy, we increased the drops to 8, i.e. the dosage of the medication. These have
such an effect. His temper is sometimes at a level that cannot be controlled. My child is normally calm.
He normally doesn’t have a temper or cause damage. In the period of the pandemic, we understood the
importance of physical activity.” (P-1)
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The Changing Events
Figure 4

The Changing Events During the Period of COVID-19 for Individuals with ASD

Educational Physical Psychological
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‘The Changing Events’ constitute the fourth main theme of the research’s findings. In this main theme,
questions for understanding what the events performed by the children with ASD under the restrictions were
directed to the parents. In the direction of the responses provided, three sub-themes in total ‘home-based events’,
‘cognitional events’, and ‘outdoor events’ were formed.

Events such as ‘action-based games’, ‘trampolining’, ‘dancing’, ‘pilates’, and ‘assisting with housework’
were included in the sub-theme of “home-based events’. It was specified by the parents that the children with ASD
couldn’t continue their physical activity education because of restrictions put into force during the period of the
pandemic. It was communicated that physical activity events had changed along with the pandemic and that
‘action-based games’ were played in the house. In addition, the parents specified that they were organizing
‘trampolining” and ‘pilate’ activities for their children to spend their energy in the house. The parents stated that
“dancing” with their children was one of their favorite activities for the sake of keeping away from the stress
caused by the pandemic and enjoying time. The assistance of individuals with ASD in housework such as cleaning
and cooking is also among other findings obtained.

“He is helping as he observed her mother doing the same. He is being influenced a lot by me. As I do
repairs, painting, and other small things in the house, he is becoming curious, and coming by. He says,
‘What are you doing mom?’, and I say, T’'m doing this, would you like to help me?’, and he says, ‘Ok’.
He likes to paint and repair things.” (P-8)

In the sub-theme of ‘cognitional events’, the parents specified that their children were spending time with
various ‘painting events’, ‘color works’, ‘jigsaw puzzles’, and ‘legos’ for the sake of not forgetting and repeating
their previous knowledge and continuing to learn. They stated that events such as ‘play dough’ and ‘cutting and
pasting papers’ were among other activities that they enjoy.

“We tried to keep pace with the new order. We spent time with play dough and growing chickpeas, beans,
etc. inside plastic bottles. In that manner, we performed our events. In addition, he likes events such as
crushing and pasting papers. He also likes cutting and pasting papers. He has a distinct interest in that."
(P-1)

“We have colored plastic balls and buckets. We are working on colors. We want her to throw the colored
balls into the buckets of the same color, think of it like basketball. We have such events in the house. Our
activities with water are numerous as she likes water very much. She is catching fish in water; we are
filling the bucket with water.” (P-4)

In the sub-theme of ‘outdoor events’, the parents stated that the events performed outdoors were very
effective both for themselves and their children. It was stated that individuals with special needs, such as those
with ASD, were able to go out at specific intervals with a certificate of condition during the period of continuation
of restrictions. Within this scope, the parents communicated that they were having their children with ASD
‘walking” during the weekends at specified intervals to assist them in spending their energy. They also expressed
that they were ‘going to parks’ and having them ‘riding a bicycle’ for them to spend their energy.

“At times when the children are able to go out for a limited period, we are able to go to parks, and ride
bicycles. (...) and at home, she is spending time on the trampoline. We are always trying to support our
child in terms of physical activity.” (P-7)
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Table 3
Information regarding Participation in Weekly and Daily Physical Activity of Individuals with ASD
Weekly participation Daily participation prior ~ Weekly participation Daily participation

Participants (P)

before the COVID-19 to the COVID-19 during the COVID-19  during the COVID-19
P-1 3 days 1 hour None None
p-2 6 days 2 hours None None
P-3 7 days 6 hours None None
P-4 2 days 4 hours 1 day 2 hours
P-5 3 days 2 hours None None
P-6 4 days 3 hours None None
P-7 7 days 5 hours 2 days 2 hours
P-8 1 day 3 hours 3 days 3 hours
P-9 3 days 4 hours None None
P-10 3 days 2 hours None None

The information regarding the status of daily and weekly participation in physical activity before the
pandemic, and daily, and weekly participation in physical activity during the pandemic of the individuals with
ASD is given above (Table 3). Within this scope, the statuses of weekly participation in physical activity before
the pandemic of the individuals with ASD varied in the range of 1-7 days. In addition, different durations such as
1-6 hours are observed in terms of daily participation in physical activity before the pandemic. When the status of
weekly participation in physical activity during the period of the pandemic of the individuals with ASD are
considered, it is observed that there was either no participation or that it was varying between 1-3 days. In addition,
it was communicated that the daily participation in physical activity during the period of the pandemic of the
individuals with ASD was in the range of 2-3 hours.

Discussion

The findings obtained as the result of the research performed to determine the effects of the pandemic
period on the participation in physical activity of individuals with ASD were discussed and interpreted in this
section under specific headings.

The Effects of the Pandemic on Life

In the theme of ‘The Effects of the Pandemic on Life’, along with the implementation of the distance
education model, it was observed that the individuals with ASD were unable to regularly continue both their school
and special education and their physical activity education. In his research, Daulay (2021) concluded that the
parents of children with ASD had difficulties carrying out the home education process during the period of the
pandemic. It may be thought that the continuation of distance education was effective in reaching such a
conclusion. In the research of Morris et al. (2021), the parents of children with ASD presented their opinion
regarding a significant decline in the physical activity levels of their children during the pandemic period.
Similarly, Lebrasseur et al. (2020) concluded that individuals with special needs couldn’t regularly participate in
physical activity programs because of the lockdown.

The physical effects of the period of the pandemic, such as physical inactivity and changes in dietary
habits of individuals with ASD, were compared. In a research study performed by Meral (2021), the parents of
children with ASD presented their opinions regarding the fact that a decline in the physical activity levels of their
children occurred along with the change in their lifestyles. In the research of Kim et al. (2021), the parents of
individuals with ASD specified that the dietary habits of their children changed along with the change in their
daily lifestyles.

In this research, it was concluded that the period of the COVID-19 pandemic had psychological effects
on individuals with ASD, such as unhappiness, stress, temper tantrums, disruption of routine, behavioral disorder,
a desire to be isolated, and difficulty getting commands. In the research of Shorey et al. (2021), the parents of
individuals with ASD reported that disruptions occurred in the daily routines of their children during the period of
the pandemic. Stankovic et al. (2020) observed that behavioral problems such as temper tantrums, repeated
behaviors, and self-destruction occurred in individuals with ASD as they were unable to perform their daily
routines. In addition, in the research carried out by Sani-Bozkurt et al. (2021), it was concluded that the pandemic
period caused stress on both individuals with ASD and their parents. In the research of Mutluer et al. (2020), the
parents of individuals with ASD expressed that their children became more aggressive, they developed new tic
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disorders, and their present tics increased along with the changing of their lifestyles during the period of the
pandemic. Due to the measures taken during the period of the pandemic, individuals with ASD didn’t have the
chance to have face-to-face meetings with their friends. Along with the extension of the quarantine period, the
individuals with ASD became home-dependent. In research performed by Lake et al. (2021), it was concluded that
the extension of the period of social isolation caused the desire to be isolated in individuals with ASD.

It was emphasized that the period of the pandemic had social effects on individuals with ASD such as
home dependency, an increase in screen times, disruption of friendships and relationships with peers, and a desire
to go out. The period of quarantine arising from the pandemic significantly affected the social relationships of
individuals with ASD. Demirci and Phytanza (2021) specified that physical inactivity had increased in individuals
with ASD compared to the period before the pandemic. Garcia et al. (2020) concluded that a significant increase
occurred in screen times, and a distinct decrease occurred in the physical activity levels of individuals with ASD
compared to the period before the pandemic. In their research, Lake et al. (2021) concluded that the period of the
pandemic significantly affected the social relationships of individuals with ASD including their relationships with
their friends, families, and peers. Moreover, the restrictions also prevented individuals with ASD from spending
quality leisure time. It was observed that the individuals with ASD, who normally regularly attend recreational
areas, parks, and sports centers for physical activity, couldn’t attend such locations with the restrictions brought
on by the pandemic. In the research of Kim et al. (2021), the parents of individuals with ASD specified that their
children were desirous of going out, which was risky. In the same manner, in the research of Karakan et al. (2021),
the parents of individuals with ASD specified that the period spent in the house was highly compelling in terms of
“problematic behaviors and coping experiences” during the period of the pandemic. In this direction, it was
concluded that the children with ASD were exhibiting self-destructive, aggressive, and uncontrolled behaviors.
The results obtained are similar to the findings of our research.

The Difficulties Encountered during the Period of the Pandemic

In the theme of ‘The Difficulties Encountered during the Period of the Pandemic’, it was observed that
the individuals with ASD were having difficulty in the fulfillment of their educational responsibilities such as
attendance at live lessons and doing homework, along with the continuation of online education. In the research
of McFayden et al. (2021), the parents of individuals with ASD reported that their children were having difficulty
fulfilling their educational responsibilities, such as attending live lessons and doing homework.

It was observed that the responsibilities of the parents of individuals with ASD increased during the period
of the pandemic. In this direction, the parents of the individuals with ASD specified that they were having difficulty
undertaking the role of teacher and ensuring the school’s discipline at home. Sani-Bozkurt et al. (2020)
communicated that distance education was compelling for individuals with ASD and their parents. In addition, it
was concluded that the measures taken during the period of the pandemic imposed duties on the parents of
individuals with ASD such as the role of teacher and nursing for their children. It is possible to tell that this change,
which emerged in the quarantine period with the transfer of education to homes, significantly affected the
educational lives of individuals with ASD.

It was determined that the individuals with ASD adopted an inactive lifestyle along with the increase in
time spent in the house. It was specified that the concern of the parents during the period of the pandemic affected
their children with ASD and participation in physical activity also decreased within this scope (Lee et al., 2022).
McCoy and Morgan (2020) determined that teenagers with ASD couldn’t regularly participate in physical activity;
thus, they adopted an inactive lifestyle. For this reason, it is thought that the gradually increasing inactivity of
individuals with ASD may cause laziness.

The Necessity of Physical Activity

In the theme of ‘The Necessity of Physical Activity’, it was communicated by the parents of individuals
with ASD that physical activity contributed to weight control, energy consumption, happiness, and the
improvement of cognitional and motor skills in these individuals. Obrusnikova and Miccinello (2012) concluded
that physical activity programs were contributing to weight control, happiness, and energy consumption in
individuals with ASD. Giirkan and Kogak (2020) specified that the participation in physical activity of individuals
with ASD had various effects such as weight loss, coordination, and correction of poor posture and balance. In the
research of Sarol et al. (2020), the parents of individuals with ASD reported that the physical activity programs in
which their children participated were contributing to their physical improvements such as walking, balance, and
posture.
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It was observed that temper tantrums, stress, behavioral problems, difficulty getting commands, and
regression in social communication occurred in individuals with ASD who couldn’t participate in physical activity
programs during the period of the pandemic. In their research, Guller et al. (2021) specified that an increase in
temper tantrums, self-destruction, harming others, and stereotype behaviors were observed in individuals with
ASD during pandemic period. Asbury et al. (2021) reported that the behavioral problems observed in individuals
with ASD caused an increase in the anxiety and stress levels of their parents.

In compliance with the results of the research, Choi et al. (2021) reported that significant differences
occurred in terms of behavioral problems of individuals with ASD during the pandemic period Theis et al. (2021)
examined the effects of the restrictions of the pandemic on young adult individuals and children with physical and
mental incompetence. According to the research, it was concluded that significant decreases in physical activity
levels occurred in young adult individuals and children during the period of quarantine. Within the scope of the
findings obtained and the relevant literature, the necessity of physical activity for individuals with ASD was
revealed. Marconcin et al. (2022) emphasized that physical activity is an effective method for decreasing the
negative effects of the pandemic on individuals.

The Changing Events

In the theme of ‘The Changing Events’, it was revealed that individuals with ASD resorted to home-based
activities such as action-based games, trampolines, dancing, pilates, and helping with housework. Baweja et al.
(2022) specified that individuals with ASD were highly affected by the restrictions put into force during the
pandemic period and their routines of leisure activities were disrupted. In the research of Kim et al. (2021), it was
reported that individuals with ASD were generally at home during the period of the quarantine and they
participated in events such as dancing, listening to music, watching online videos, and assisting with the
housework. Chen et al. (2020) suggested activities that could be easily performed at home such as jumping and
doing pull-ups and push-ups, as being directed to online activity programs to avoid the virus and preserve physical
activity levels. Moreover, it is among the findings obtained that individuals with ASD spend time at home often
engaging in cognitional events such as painting events, color works, jigsaw puzzles, legos, play dough, and paper
cutting and pasting. In the research of Di Renzo et al. (2020), the parents of individuals with ASD reported that
their children often participated in events such as color works and painting which don’t require verbal
communication.

It was observed in the direction of our findings that the individuals with ASD had performed outdoor
events such as walking, cycling, and going to parks during the pandemic period. Theis et al. (2021) concluded that
the parents were directing their children often to outdoor events such as walking, cycling, and going to parks.
Similarly, in their research, Parenteau et al. (2020) communicated that the parents of individuals with ASD spent
their leisure time engaging in various activities such as walking outdoors, cycling, yoga, and meditation to cope
with the negative effects of the pandemic. Neece et al. (2020) informed that the parents of children with mental
deficiency and developmental disabilities were regularly participating in activities such as playing with their
children in parks and gardens and walking outdoors.

Consequently, in this research, it was concluded that the period of the pandemic had educational,
psychological, physical, and social effects on individuals with ASD. It was determined that the restrictions arising
along with the COVID-19 pandemic made the participation in physical activity of individuals with ASD difficult,
and the individuals with ASD who couldn’t participate in physical activity programs were negatively affected in
various aspects. It was observed that significant benefits were gained by the individuals with ASD who could
participate in physical activity compared to those who couldn’t. Moreover, it was determined that the individuals
with ASD resorted to various physical activities only that conformed to the measures taken during the period of
the pandemic out of fear of being infected. It was revealed that the children with ASD were encouraged by their
parents to participate in the new home-based physical activity program.

Recommendations

In light of our findings revealing the effects of the COVID-19 pandemic on participation in physical
activity among individuals with ASD from the perspective of their parents, the following recommendations may
be made for the individuals with ASD and their families, as well as for future research:

1. A web-based application or handbook covering examples of physical activities that may be performed at
home by individuals with ASD may be developed.
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2. To decrease the social effects of the period of the pandemic on individuals with ASD, various events in
which the individuals with ASD and their peers are involved may be organized.

3. To decrease the psychological effects of the pandemic on individuals with ASD and their parents,
psychological support may be provided by authorized institutions.

4. To decrease the difficulties encountered during the period of the pandemic by both the individuals with
ASD and their parents, support education and training may be provided by both the educational
institutions and authorized ministries.

5. In future studies, the use of larger sample groups and studies on different disability groups may contribute
to the literature.

Limitations

Ten parents with children with ASD constituted the sample group for the research. It can be said that the
ability to communicate the findings obtained within this scope to other individuals with ASD is restricted. The
results obtained are limited by the perspective of the parents and the data obtained during the pandemic period. As
the participants of the research were residing in the provinces of Kirikkale and Ankara, the results may not
represent the whole country.
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Oz

Giris: Ses temelli ciimle yaklagimiyla (STCY) okuma-yazma dgretiminde, 6zel gereksinimli bireyler (OGB) igin
uyarlanmis uygulamali bir aragtirmaya rastlanmamasi, okuma-yazma 6gretimini hedefleyen ¢alisma sayisinin ve
bu g¢aligmalarda hedeflenen becerilerin sinirli olmasi bakimindan bu arasgtirmanin yapilmas: planlanmistir. Bu
aragtirmada 6zel gereksinimli bireylere ses temelli ciimle yaklasimiyla okuma-yazma 6gretiminde sabit bekleme
siireli &gretimin (SBSO) etkililiginin belirlenmesi amaclanmistir. Bu temel amacin yaninda okuma-yazma
becerilerinin kaliciligina, arag-geregler arasi ve kisilerarasi genellenebilirliligine de bakilmigtir. Ayrica sosyal
gecerlik verisi toplamak amactyla OGB’lerin ailelerinin ve dgretmenlerinin gériislerine bagvurulmustur.

Yontem: Tek denekli aragtirma modellerinden davraniglar arasi yoklama evreli ¢oklu yoklama modelinin
kullanildig1 bu aragtirmaya, tam zamanl kaynastirma 6grencisi olarak ikinci sinifa devam eden ve okuma-yazma
dgrenmemis, yaslar1 yedi olan ikisi kiz, biri erkek olmak iizere zihin yetersizligi olan iic OGB katilmustir.
Arastirmada {i¢ davranis ve her davranista altisar alt davranig olmak iizere on sekiz alt davranigin dgretimi
hedeflenmistir.

Bulgular: Arastirma sonucunda iki katilimcinin her {i¢ davranista (e-1-a-k-i-n seslerinden olusan heceler, kelimeler
ve climleler, o-m-u-t-ii-y seslerinden olugan heceler, kelimeler ve ciimleler, bu iki grupta yer alan seslerin [e-l-a-
k-i-n-0-m-u-t-ii-y] kombinasyonundan olugan heceler, kelimeler ve ciimleler) yer alan tim alt davraniglarda
(kapali heceler, acik heceler, {i¢ harfli tek heceler, ii¢ harfli iki heceler, kelimeler ve ciimleler) yer alan okuma-
yazma becerilerini edindikleri, edindikleri becerilerin kalict oldugu, bu becerileri kisilerarasi ve arag-geregler arasi
genelledikleri; bir katilimcinin ise sadece birinci davranista yer alan ilk ii¢ alt davranisi (kapali heceler, acgik
heceler, ti¢ harfli tek heceler) edindigi bulgularina ulasilmistir. Arastirmanin sosyal gecerlik bulgularina
bakildiginda katilimcilarin ailelerinin ve smif dgretmenlerinin aragtirma ile ilgili olumlu goriis belirttikleri
gOrilmiigtiir.

Tartisma: Ulasilan bulgular, STCY ile okuma-yazma Ogretiminin olumsuz yanlarmi belirten alan yazin
gercevesinde tartigilmigtir.

Anahtar sézciikler: Ozel gereksinimli bireyler, okuma-yazma 6gretimi, ses temelli ciimle yaklasimz, sabit bekleme
stireli 6gretim, akademik beceri 6gretimi.

Anficin: An, A., Diizkantar, A., & Eratay, E. (2023). Ses temelli ciimle yaklagimiyla okuma-yazma 6gretiminde
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Ulkemizde her yil bir milyonun iizerinde gocuk ilkokul birinci smifa baslamaktadir ve ilkdgretim ile
ortadgretimde ortalama kayith 6grenci sayisi on alti milyonun tizerindedir (Milli Egitim Bakanligi [MEB], 2020).
Aile, Calisma ve Sosyal Hizmetler Bakanlig1 (2020) verilerine gore, 2019-2020 egitim &gretim yilinda 6rgiin
egitimde yer alan 6zel gereksinimli birey (OGB) sayis1 dért yiiz yirmi bes bin civaridir. OGB’lerin egitiminde
nihai hedef yeterlilikleri, egitim ihtiyaglari, ilgileri ve yetenekleri dogrultusunda, kapasitelerini en iist diizeyde
kullanmalarin1 ve {ist 6grenime, mesleki ve toplumsal yasama hazirlanmalarini saglamaktir (Ozel Egitim
Hizmetleri Yonetmeligi [OEHY], 2018). Bu hedefe ulasmalar icin egitim siirecinde onlara normal gelisim
gosteren akranlar1 gibi islevsel akademik (okuma-yazma ve matematik) becerilerin 6gretimine oncelik verilmelidir
(Erbas, 2007). Egitim siireci baslangicinda islevsel akademik becerilerin dgretimi, OGB’lerin normal gelisim
gosteren akranlartyla birlikte (kaynastirma/biitiinlestirme) egitimlerini  siirdiirebilmeleri agisindan oldukca
énemlidir. OGB’lerin ayr1 bir ortamda egitim alma yerine normal gelisim gdsteren akranlartyla ayni ortamda
egitim almalar1 onlarin hem akademik kariyerlerinin devam etmesi hem de akranlariyla daha uzun siireli etkilesim
stirdiirebilmeleri sayesinde gelistirebilecekleri duygusal, sosyal gelisim ve etkilesim becerileriyle hayata uyum

saglamalarmin kolaylasmasi a¢isindan ¢ok 6nemlidir (Sucuoglu, 2010).

Bireysel ve gelisim 6zellikleri ile egitim yeterlilikleri agisindan akranlarindan anlaml diizeyde farklilik
gbsteren birey olarak tanimlanan OGB’lerin (OEHY, 2018), iletisim becerileri, giinliik yasam becerileri, 6zbakim
becerileri, toplumsal yasam becerileri, ince motor beceriler, biligsel beceriler gibi tim gelisim alanlarinda
uyarlamalarin yapildigi 6zel egitim uygulamalariyla desteklenmeleri 6nemlidir (Sucuoglu, 2010). Benzer sekilde,
normal gelisim gdsteren akranlariyla birlikte egitim alirken islevsel akademik becerilerin 6gretiminde uygulanan
program igeriginin de uyarlanmasi gereklidir. Bireysel olarak yapilan bu uyarlamalarin da bir kuramsal temele
dayali olmasi ve bilimsel gegerliligi olmasi gerekmektedir (Diizkantar, 2014). Ciinkii islevsel akademik beceriler
yapi olarak once 6gretilenlerin daha sonra dgretileceklere 6n kosulu olma 6zelligi tasiyan karmasik zincir yapida
becerilerdir (Diizkantar, 2017a). Ancak iilkemizde OGB’lere akademik beceri dgretiminde tiim siireci kapsayan
bilimsel dayanakli uyarlamalarin yer aldig1 arastirmalar yok denecek kadar azdir.

Islevsel akademik becerilerden biri olan okuma-yazma dgretiminde zaman igerisinde farkli yontemler
benimsenmistir. Bu yontemlerin harf yontemi (ses yontemi), hece yontemi gibi senteze dayali yontemler; sozciik
yontemi, ciimle yontemi ve dykii yontemi gibi analize dayali yontemler; ses temelli ciimle yontemi gibi karma
yontemler veya yaklasimlar oldugu gériilmektedir (Diizkantar, 2017b; Eli¢in, 2016; Kog, 2012). Atatiirk, Latin
alfabesinin kabuliinden sonra Tiirk¢e’ye uygun oldugunu diisiindiigii i¢in ses yontemine dayali bir okuma yazma
Ogretimi baglatmistir. Bu yontem 1928-1936 yillari arasinda kullanilmis ve okuma yazma bilen sayist hizla
arttirtlmigtir. 1936-2005 yillart arasinda agirlikli olarak ciimle ¢oziimleme yaklasimi ve diger yontemlerden
bazilari, iilkemizde farkli zaman dilimleri igerisinde kullanilmistir (Bektas, 2007; Binbasioglu, 1999; Engin &
Uygun, 2011; Isikdogan-Ugurlu, 2016). 2004-2005 egitim 6gretim yilindan itibaren Ses Temelli Ciimle Yo6ntemi
(STCY) uygulamasi baslatilmistir (Engin & Uygun, 2011). Yontem farkliliklarinin yani sira zaman igerisinde
STCY’de de ses gruplariin, harflerin yazim sekillerinin, yazi tiiriiniin ve yazida gorsellerin kullanilmasinin da
degistirilmesi gibi art arda yapilan degisiklikler zorluk algis1 yaratmistir (MEB, 2009, 2015, 2017, 2018). Okuma-
yazma Ogretiminde bireysel olarak farkli yontemlerin kullanilmasi, miifredatta zamanla farkli yontemlerin
benimsenmesi, benimsenen yontemlerde zaman igerisinde degisikliklerin yapilmasi okuma-yazma ile ilgili
arayigin halen siirdiiglinii géstermistir.

Ulkemizde 6gretmen yetistirme egitiminde, benimsenen merkeziyetgi ve tek bir yaklasima odakli okuma-
yazma Ogretimi yeterliligi kazandiriliyor olmasi egitimcilerin uygulamaya konmaya ¢aligilan her yeni yaklagima
tereddiitle yaklagmalarina neden olmustur (Aktiirk, 2009; Bayat, 2014; Bektas, 2007; Dogan, 2007; Karaman &
Yurduseven, 2008; Ozcan & Ozcan, 2016; Ozsoy, 2006; Samanci, 2007; Turan, 2007, 2010; Uslu, 2014;
Yurduseven, 2007). Bu nedenle 2005 ten itibaren climle ¢dziimleme yaklasiminin degerlendirildigi (Celenk, 2002;
Karadag & Giiltekin, 2007; Sahin, 2005; Senel, 2004; Tok, 2001; Ugar, 2001), STCY nin degerlendirildigi
(Aktiirk, 2009; Bayat, 2014; Bektas, 2007; Dogan, 2007; Kanmaz, 2007; Karaman & Yurduseven, 2008; Ozcan
& Ozcan, 2016; Ozsoy, 2006; Samanci, 2007; Turan, 2007, 2010; Uslu, 2014; Yurduseven, 2007) ve ciimle
¢ozlimleme ile STCY etkililiklerinin karsilagtirildigi arastirmalar yapilmaya baglanmigtir (Akman & Askin, 2012;
Akyol & Temur, 2008; Arslantas & Cinoglu, 2010; Baydik & Bahap-Kudret, 2012; Beyazit, 2007; Ceylan-Aba,
2011; Ozgiin, 2010; Tok vd., 2008; Vatansever, 2008; Yilmaz & Agirtas, 2009). Bu arastirmalarin ¢ogu
uygulamact &gretmenlerin goriiglerinin alinmasi seklinde yapilmistir. Goriis belirleme seklinde yapilan
aragtirmalara bakildiginda 6gretmenlerin yontemlerin olumlu ve olumsuz yanlarmin oldugunu ifade ettikleri
goriilmiistiir. Uzunca bir stiredir kullanilan climle ¢6ziimleme teknigine iliskin ezbere dayali olma ve ¢oziimleme
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stirecindeki giicliikten bahsederlerken, STCY iliskin daha fazla olumsuzluk ifade etmislerdir. Ancak okuma-yazma
ogretiminde STCY etkilerini gozlemlemek amaciyla 6grencilerin katilimci olarak se¢ildigi ¢aligmalardaki
(Babayigit, 2012; Bay, 2010a, 2010b) bulgular, 6gretmen goriislerine dayali aragtirmalardan farkli olarak okuma
hizinin, yazma hizinin ve okudugunu anlamanin olumsuz etkilenmedigi yoniindedir. Bu arastirmalar STCY ile
farkli yontemlerin karsilastirilmasi icin daha fazla arastirmaya gereksinim oldugunu boylece 6gretmenlerin
olumsuz fikirlerinin bilimsel arastirmalar yoluyla degistirilebilecegini gdstermistir.

Okuma-yazma 6gretiminde normal gelisim gdsteren bireyler g6z 6niinde bulundurularak 6gretmenlerin
goriiglerini belirlemek amaciyla nicel ya da nitel olarak yapilmis calismalar bulunmaktadir. Yo6ntemlerin
etkiliklerinin karsilagtirildigi aragtirmalar incelendiginde Karadag ve Giiltekin’in (2007) ¢aligmasinda ciimle
yontemi biresim yonteminden; Sahin’in (2005) caligmasinda biresim yontemi ciimle yonteminden ve Ugar’mn
(2001) galismasinda ise climle yontemi karma yontemden daha etkili bulunmustur. Tok’un (2001) ¢alismasinda,
okudugunu anlamada, dogru ve hizli yazmada ciimle yontemi biresim ve karma yontemden; okuma-yazmanin
unutulmamasinda karma yontem daha etkili bulunmustur. Senel’in (2004) yaptigi calismada ciimle yonteminin
tercih edilen yontem oldugunu belirtmistir. Celenk’in (2002) calismasinda, ciimle ydnteminde karsilagilan
sorunlarin hece ve harf dgrenmede oldugu goriilmiistir. STCY ile ilgili sinif 6gretmenlerinin goriislerini
belirlemek amaciyla yapilan caligmalarda (Aktiirk, 2009; Bayat, 2014; Bektas, 2007; Dogan, 2007; Kanmaz, 2007;
Karaman & Yurduseven, 2008; Ozcan & Ozcan, 2016; Ozsoy, 2006; Samanci, 2007; Turan, 2007, 2010; Uslu,
2014; Yurduseven, 2007) en ¢ok bu yontemin okuma-yazmaya erken gecmeyi sagladigi, fakat okuma hizini
diistirme, acik hecede zorlanma, heceleyerek okuma, anlamada zorlanmaya neden oldugundan bahsedildigi
belirlenmistir. STCY’nin, okuma-yazma &gretimindeki etkilerini belirlemek amaciyla 6grenciler lizerindeki
etkilerinin belirlenmesine yonelik yapilmis uygulamali arastirmalara bakildiginda farkli ses gruplariyla dgretim
yapma ile var olan ses gruplariyla ogretim arasinda bir farklilk bulunmamistir (Babayigit, 2012). Diger
¢aligmalarda ise okuma-yazma hizi ve okudugunu anlama bakimindan STCY ile ilgili olumsuz bir sonuca
ulagilmamistir (Bay, 2010a, 2010b). Ciimle ve STCY *nin birlikte degerlendirildigi ¢alismalarda (Akman & Askin,
2012; Akyol & Temur, 2008; Arslantas & Cinoglu, 2010; Baydik & Bahap-Kudret, 2012; Beyazit, 2007; Ceylan-
Aba, 2011; Ozgﬁn, 2010; Tok vd., 2008; Vatansever, 2008; Yilmaz & Agirtas, 2009) ise en belirgin bulgular
climlenin ydnteminin okudugunu anlamada ve STCY 'nin okumaya erken gegmede daha etkili oldugudur.

Normal gelisim gosteren bireyler géz dniinde bulundurularak yapilmis calismalarin disinda OGB’ler goz
oniinde bulundurularak, okuma-yazma ogretimi ile ilgili dgretmenlerin goriislerini almak amaciyla yapilmisg
¢aligmalarda (Aker, 2009; Altindag-Kumas vd., 2021; Basal & Batu, 2002; Bugday, 2015; Deniz, 2008; Eligin &
Yikmis, 2015; Erdem, 2010; Kaksa, 2019; Palas, 2017; Sengiil & Akgin, 2010; Tokta, 2008; Tokta & Avcioglu,
2012) en ¢ok STCY 'nin kullanildigi, ciimle yontemi kullanildiginda ise hece doneminde takilma gozlendigi gibi
bulgulara; STCY’de de once ses Ogretiminin ve ardindan kapali hece dgretiminin yapilmasi gibi Onerilere
ulasiimistir. OGB’lere okuma-yazma 6gretiminin amaglandif, tek denekli arastirma modellerinin kullanildig
calismalarda, eszamanli ipucuyla 6gretimin (Eyidogan, 2005; Ozak & Avcioglu, 2007), asamal1 yardim teknigi
kullanilarak tablet bilgisayar araciligiyla sunulan programin (Eligin vd., 2015) ve 6zel egitim danismanliginin
(Kircaali-iftar & Diizkantar, 1999) okuma yazma iizerindeki etkililiklerine bakilmistir. Dogrudan 6gretim ydntemi
kullanilarak sozel ve grafiksel olarak verilen geribildirimlerin (Giizel-Ozmen vd., 2010), ikinci grupta yer alan
harfleri, heceleri, kelimeleri ve climleleri 6gretmede STCY ve Ciimle Yontemlerinin (Segil-Karamuklu, 2018)
etkililiklerini karsilagtiran ¢alismalar da bulunmaktadir. Bu ¢alismalarin disinda sabit bekleme siireli 6gretim
kullanilarak yapilmis ve OGB’lere kelime ogretiminin (Appelman vd., 2014; Hooper vd., 2014; Hughes &
Fredrick, 2006; Swain vd., 2014) ve iiriinlerin {izerinde yer alan etiketlerin okunmasinin hedeflendigi (Dogoe vd.,
2011) 6gretim caligmalar1 da bulunmaktadir.

OGB’lere yonelik yapilan tiim arastirmalar islevsel akademik beceri olan okuma-yazmay1 grenmelerini
kolaylastiric1 uyarlamalar yapilarak gergeklestirilmis, daha kolay ve kisa siirede Ogrenmeyi gerceklestiren
uyarlama kesfedilmeye calisilmistir. Hangi yontemle okuma-yazma Ogretimi yapilirsa yapilsin,
kaynastirma/biitiinlestirme yoluyla egitim alan OGB’lerin akranlariyla ayni hizda 6grenemedikleri (Giirgiir vd.,
2012), 6grenme ile ilgili gligliik yasadiklar1 (Sadioglu vd., 2012) belirlenmis; kullanilan programda uyarlamalarin
yapilmasi (Tokta & Avcioglu, 2012) ve destekleyici onlemlerin alinmasi (MEB, 2018) gerekliligi vurgulanmistir.
Beyin temelli 6grenme kuramina gore tekrarlara yer verilmesi, okuma yazma 6grenmeye karsi gereklilik inancinin
astlanmasinin (Caine & Caine, 2018) onemine deginilmistir. Benzer olarak, Bloom’un (1976) tam 6grenme
kuramindaki gibi bir planlamanin yapilmasi, 6lgiit belirlenmesi, dogru yer ve zamanda yeterli yardim edilmesi gibi
destekleyici Onlemlere de vurgu yapmustir. Basal ve Batu (2002) da okuma-yazma Ogretimi esnasinda
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ogretmenlerin farkli yontem ve teknikleri kullanabilme yeterliliklerinin arttirilmasi ve Ogrencilerin bireysel
ozelliklerine uygun yontem ve teknikleri tercih etme ve uyarlamalari yapabilmelerinin 6nemini belirtmislerdir.

Okuma-yazma 6gretimi ve yontemler ile ilgili 6gretmenlerin goriislerine bagvurmak amaciyla yapilmis
olan ¢aligmalar da 6gretmenlerin farkli onerilerde de bulunduklari goriilmistir. Bu ¢aligmalarda, STCY ’nin
kullanim1 sirasinda, 6nce kapali hecelerin 6gretilmesi (Tokta & Avcioglu, 2012), bitisik egik yazi yerine dik temel
yazinin kullanilmasi1 (Aktiirk, 2009; Erdem, 2010; Kanmaz, 2007, Ozgﬁn, 2010), once sesli harflerin 6gretilmesi
(Aktiirk, 2009; Ozgﬁn, 2010; Tokta, 2008), seslerin verilis sirasinin degistirilmesi, sessiz harfler iginde dnceligin
siirekli sessiz harflere verilmesi (Aktiirk, 2009; Ozcan & Ozcan, 2016), hem dgretimi yapilan ilk harflerin hem de
okuma-yazma &gretiminin daha uzun bir zamana yayilmasi, tekrara daha gok yer verilmesi (Ozcan & Ozcan, 2016)
gibi oneriler dile getirilmistir.

Yapilan ¢aligmalara bakildiginda normal gelisim gosteren ¢ocuklara STCY ile okuma-yazma 6gretiminin
OGB’ler i¢in uyarlanarak kullanildig1 uygulamali bir arastirmaya rastlanmamigstir. Okuma-yazma &gretimini
hedefleyen ¢alisma sayisinin ve bu ¢alismalarda 6gretimi hedeflenen becerilerin sinirlt oldugu gortilmistiir. Ayrica
ogretmenlerin goriislerine bagvurulan c¢alismalarda STCY’ye karsi genelde olumsuz yaklastiklart sonucuna
ulastlmistir. STCY iliskin olarak; acik heceye ulasmada, agik heceleri 6grenmede dgrencilerin zorlandigi (Aktiirk,
2009; Karaman & Yurduseven, 2008; Ozcan & Ozcan, 2016; Ozsoy, 2006; Yurduseven, 2007); heceleyerek
okumanin uzun siirdiigii, iki ve daha fazla heceden olugan kelimeleri hem okunmasinda hem de yaziminda
ogrencilen giiclik cektigi (Bektas, 2007; Ceylan-Aba, 2011; Karaman & Yurduseven, 2008; Ozsoy, 2006; Uslu,
2014) gibi olumsuz yanlarindan bahsedilmistir. Bunlarin yaninda okuma-yazma siirecinin uzun zaman almast
(Aker, 2009); kelimelerin harflerini eksik yazma, kelimeleri yanls yazma (Ozcan & Ozcan, 2016; Segil-
Karamuklu, 2018); yazmay1 olumsuz etkileme (Tokta, 2008); harf, hece ve kelimeleri yanlig-eksik yazmanin uzun
siire devam etmesi (Bektas, 2007; Ozsoy, 2006) gibi olumsuz yanlar1 da belirtilmistir. Ayrica hem okuma hizini
yavaslattigi (Ceylan-Aba, 2011; Karaman & Yurduseven, 2008; Tokta, 2008) hem de yazma hizim1 yavasglattig
(Karaman & Yurduseven, 2008; Yurduseven, 2007) gibi olumsuz yanlar da vurgulanmastir.

Aragtirmalardan elde edilen tiim bilgiler goz dniinde bulundurularak belirlenen bu giicliik ve ¢eliskilerin
saglam kuramsal temellere dayali bir uygulama ile giderilebilecegi diisiiniilmiistiir. Bu ¢aligmada okuma-yazma
becerisinin dgretiminde sistematik ve bireysel oOzelliklere gore degistirilebilen bir uyarlama sistematigi
olusturulmasina karar verilmistir. Yapilan bu uyarlamalar OGB’lerin egitiminde etkili oldugu bilinen bilimsel
dayanakli bir yaklagim olan Uygulamali Davranis Analizi (UDA) yaklagimina gore sistematize edilmistir. UDA’ya
gore karmasik becerilerin 6grenilmesini kolaylastirmak {izere analiz edilmesi gerekir. Islevsel akademik
becerilerden biri olan okuma-yazma becerisi de karmasik zincir beceridir. Okuma-yazma becerisi igerisinde
kavram 6gretimini de barindiran ve birden fazla davranigin 6gretimini igeren bir akademik beceridir. Beceri ve
kavram analizi ve ogretimindeki farklilagtirma UDA kapsamindaki sunum bigimine gore analiz yapilarak
saglanmistir. Ayrica STCY’ye gore okuma-yazmanin harf gruplarindaki 6gretim uyarlamasi UDA kapsamindaki
yapilig sirasina gore analiz ve gii¢liik diizeyine gore analiz yapilarak kolaylastirilmaya galigilmistir. Bu nedenle
aragtirmada seslerin/harflerin 6gretiminden sonra oncelikle kapali hecelerin 6gretiminin yapilmasina, 6lgiit
bagiml ¢aligmalar ile gecislerin tam 6grenmeye endeksli olarak sistematik hale getirilmesine ve UDA’y1 temel
alan bir 6gretim ydntemi olan sabit bekleme siireli dgretim (SBSO) yontemi kullanilmasina karar verilmistir
(Diizkantar, 2017a).

SBSO’niin secilmesinin énemli nedenlerinden biri de alan yazinda akademik becerilerin dgretiminde
etkili oldugunun belirtilmis olmasidir. SBSO ile yapilmis olan calismalar: belirlemek amaciyla Schuster ve
digerleri (1998) tarafindan alanyazin taramasi yapilmistir. Bu arastirmalarda kelime okuma &gretimi (Gast vd.,
1988) imla kurallarmnin 6gretimi (Stevens & Schuster, 1987), sayilar1 tanimlamanin 6gretimi (Ault vd., 1988) gibi
akademik becerilerin 6gretiminde SBSO’niin etkili olugu gériilmiistiir. Ayrica yemek yapma becerisi (Schuster
vd., 1988), camasir yikama becerisi (Miller & Test, 1989) ve bankamatik kullanimi (McDonnell & Ferguson,
1989) gibi farkl1 zincir becerilerin 6gretiminde de kullanildiginda etkili oldugu gozlenmistir. SBSO 6zellikle zihin
engelli, OSB, 6grenme gii¢liigli ve coklu yetersizlik gibi farkli tan1 gruplarindan 6grencilere 6gretim yapmak i¢in
kullanildiginda etkili oldugu belirtilmistir (Ault vd., 1988; Handen & Zane, 1987; Schoen & Sivil, 1989; Stevens
& Schuster, 1987).

UDA’y1 temel alan uyarlamalar yapilarak OGB’lere okuma-yazma dgretimi saglanabilirse onlarin genel
egitim ortamindan uzaklagsmasina gerek kalmadan okuma-yazma 6grenmeleri ile ilgili farkli bir yol sunmasi
baglaminda sinif dgretmenlerine bir uygulama drnegi olusturacaktir. OGB’li bireylerin kaynastirmada kalmalar
ve miifredatta yer alan STCY ile okuma-yazma 6grenmeleri i¢in yapilacak uyarlamalar tan1 almamis ancak
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ogrenme gilcliigli yasayan akranlart i¢in de sinifta 6grenme firsati yaratacagindan normal gelisim gdsteren
akranlara da katk:i saglayacagi da diisiiniilmiistiir. Belirtilen bu amaclar ve STCY icin onceki arastirmalarda
siralanan giigliik yaratan durumlar1 ortadan kaldirmayi amaglayan bir modeli 6gretmenlere sunmak icin bu
calismanin yapilmasi uygun goriilmiistiir.

Belirtilen bu durumlar goz éniinde bulundurularak yapilan bu arastirmada, OGB’lere STCY ile okuma-
yazma dgretiminde SBSO’ niin etkili olup olmadigini belirlemek amaglanmistir. Bu amag dogrultusunda OGB’lere
STCY ile okuma-yazma dgretiminde SBSO niin etkili olup olmadigi; edinilen okuma-yazma becerilerinin dgretim
bittikten 1, 2 ve 4 hafta sonra kaliciliginin devam edip etmedigi; edinilen okuma-yazma becerilerinin farkli arag-
gereglere ve farkl kisilere genellenip genellenmedigi sorularina yanit aranmistir. Ayrica OGB’lerin, okuma-yazma
becerilerini 6grenmesiyle ilgili ebeveynlerinin ve sinif 6gretmenlerinin goriislerini belirlemek de amaglanmustir.

Yontem
Katilimcilar

Katilimecilar: belirlemek iizere dncelikle okul yonetimleri ile goriisiilerek, kaynastirma ortaminda egitim
alan ve okuma-yazma 6grenmemis c¢ocuklar belirlenmistir. Belirlenen bu cocuklarin aileleriyle yiiz yiize
goriigmeler yapilmis ve diizenlenen 6n eleme oturumlartyla ¢ocuklarin, (a) okuma-yazma §grenmemis olma, (b)
kalemi uygun pozisyonda tutma, (c) yonerge alma (kalemi al, bekle gibi), (d) sdzel olarak model olundugunda
uygun tepkide bulunma, () model olunan harfleri-gizgileri sembol olarak yazma ve (f) yirmi dakika oturma 6n
kosul becerilerine sahip olup olmadiklarina bakilmistir. On bes dgrencinin yiiz ylize bireysel degerlendirilmesi
esnasinda 6nkosul beceriler formu isaretlenmistir. Degerlendirme sonucunda 6nkosul becerilere sahip ve aileleri
tarafindan izin verilen dort katilimer ile galismaya baglanmaya karar verilmistir. Fakat baslama diizeyi verisi
toplama siirecinde bir katilimer ¢aligmadan ayrilmistir. Bu yiizden dordiincii katilimer ile ilgili bilgilere yer
verilmemistir. Calisma, 2019-2020 egitim dgretim yilinda ikinci sinifta tam zamanli kaynastirmaya devam eden
birisi erkek, ikisi kiz olmak iizere li¢ katilimer ile yiiriitiilmiistiir. Arastirmada kullanilan isimler, katilimcilarin
gercek isimleri degildir.

Kerem, 1 Eyliil 2019 itibariyle, 7 yasinda, tam zamanli kaynagtirma dgrencisi olarak ikinci sinifa devam
eden ve zihin yetersizligi olan 6zel gereksinimli bir 6grencidir. Yapilan Wechsler Intelligence Scale for Children-
Revised (WISC-R) zeka testinden toplamda 68 zeka boliimii puani aldigi ve sinir zeka diizeyinde oldugu
goriilmiistiir. Kerem’in okuma-yazma becerileriyle ile ilgili performansina bakildiginda harf diizeyinde oldugu
gOrilmiigtiir.

Saadet, 1 Eyliil 2019 itibariyle, 7 yasinda, tam zamanli kaynastirma 6grencisi olarak ikinci sinifa devam
eden ve zihin yetersizligi olan 6zel gereksinimli bir 6grencidir. Yapilan WISC-R zeka testinden toplamda 76 zeka
bolimii puam aldig1 ve sinir zeka diizeyinde oldugu goriilmiistiir. Saadet’in okuma-yazma becerileriyle ile ilgili
performansina bakildiginda harf diizeyinde oldugu goriilmiistiir.

Emine, 1 Eyliil 2019 itibariyle, 7 yasinda, tam zamanl kaynastirma grencisi olarak ikinci sinifa devam
eden ve zihin yetersizligi olan 6zel gereksinimli bir 6grencidir. Yapilan WISC-R zeka testinden toplamda 76 zeka
boliimii puani aldig1 ve sinir zeka diizeyinde oldugu goriilmiistiir. Emine’nin okuma-yazma becerileriyle ile ilgili
performansina bakildiginda harf diizeyinde oldugu goriilmiistiir.

Arastirmacilar

Uygulamaci, bu ¢alismanin birinci yazaridir. Uygulamanin tamami, zihin engellilerin egitimi alaninda
doktora unvanina sahip ve 06zel egitim O0gretmenligi bolimiinde 6gretim iiyesi olarak gorevli birinci yazar
tarafindan gerceklestirilmistir. Birinci yazarin yanligsiz dgretim yontemleri ile islevsel akademik becerilerin
O0gretiminin yapildigi ¢aligmalari bulunmaktadir. Calismanin giivenirliliginde gorev alan kisi 6zel egitim alaninda
dogent unvanina sahiptir. Ozel egitim dgretmenligi gegmisine de sahip olan gdzlemci akademik beceri 6gretimine
iliskin uygulamali arastirmalar yapan ve yayimlayan bir akademisyendir. Halen Dog. Dr. olarak gdrevli olan bu
kisinin, yanligsiz 6gretim yOntemleri, beceri ve kavram analizi ile iglevsel akademik becerilerin 6gretiminin
yapildig1 caligmalar1 bulunmaktadir.

Ortam

Arastirma, Istanbul’un bir ilgesinde yer alan dort katl bir ilkokulun dérdiincii katinda yer alan bir simifta
gerceklestirilmistir. Ogretmen masasinin oniindeki iki masa birlestirilerek uygulamaci ve 6grenci yan yana
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(uygulamaci sag tarafta, 6grenci uygulamacinin solunda) oturacak ve tahtaya yiizleri doniik olacak sekilde
oturumlar diizenlenmistir.

Arac-Gerecler

Ogretim, yoklama ve izleme oturumlarinda okuma becerisi igin kullanilmak iizere A4 boyutunda beyaz
kalin mukavvanin %2’sine bir climle, %4 tine bir hece, diger %4 line bir kelime olacak sekilde kartlar hazirlanmistir.
Bu Kartlarda yer alan yazilar siyah renkli, Century Gothic yazi tipi ile yazilmistir. Kiigiik 1 harfi, Euphemia ve
kiigiik y harfi ise Segoe Print yaz1 tipi ile yazilmistir. Yaz1 tipi boyutu olarak harfler, iki harften olusan kapali ve
acik heceler 150-250 punto ile, ii¢ harften olusan tek heceler ve iki heceler 100 punto ile, kelimeler ve ciimleler
45-75 punto ile yazilmistir. Ogretim, yoklama, izleme ve kisiler aras1 genelleme oturumlarinda yazma becerisi igin
A5 boyutunda ¢izgili defter, kursun kalem, silgi, kalemtiras kullanilmistir. Arag-gerecler arasi genelleme
oturumunda yazma becerisi i¢in diziistii bilgisayar kullanilmigtir. Uygulamanin tiim oturumlarint kayit altina
almak i¢in bir video kamera ve tripod kullanilmistir.

Arastirma Modeli

Tek denekli aragtirma modellerinden davraniglar arasi yoklama evreli coklu yoklama modeli
kullanilmistir. Bu modelde, tim davranislar i¢in baglama diizeyi verisi eszamanli olarak toplanir. Tiim davraniglar
icin kararli veri elde edildikten sonra birinci davranigta uygulamaya gecilir. Diger davraniglar icin 6gretim
yapilmaz. Birinci davranigta kararli veri elde edildikten sonra da tiim davranislar i¢in yoklama oturumu diizenlenir.

Ardindan siradaki davramgin 6gretimine gegilir ve siire¢ bu sekilde devam ettirilir (Tekin-iftar & Kircaali-Iftar,
2020).

Bagimh ve Bagimsiz Degiskenler

Aragtirmanin bagimli degiskeni, STCY ’ye gore belirlenen ses gruplarina dayali olarak okuma-yazma
becerisinin 6grenilme diizeyidir. STCY deki 6gretim siralamasi aynen takip edilmistir. Ancak normal 6gretim
akigindaki yi1gisimli 6gretim sistematigi kullanilmamistir. Hedef davranista yapilan giigliik diizeyine iliskin analize
paralel olarak &lgiit bagimli alt davranislar olusturulmustur. Arastirmanin bagimsiz degiskeni ise, SBSO
uygulamasidir. Uygulamada, yapisal analiz igerisinde yer alan sunum bigimine goére analize dayali siire¢
uyarlamasi yapilmistir. Bu uyarlama, SBSO sistematigi ile birebir értiismektedir.

Bu arastirmada STCY, UDA’ya dayali olarak gii¢liik diizeyine gdre analiz edilmis, her bir asama 6l¢iit
karsilama esasma dayal olarak calisilarak, yigisimli (kartopu) dgretim uygulamasindan kaginilmistir. Oncelikle
birinci ses gurubundaki harflerin (e-l-a-k-i-n) 6gretilmesi, 6lgiit karsilandiktan sonra iki sesli hecelerde; 6nce
kapali hecelerin (al, el gibi), sonra agik hecelerin (le, ki gibi) dgretilmesi hedeflenmistir. iki sesli hecelerde dlgiit
karsilandiktan sonra ii¢ harfli hecelerde; dnce {i¢ harf tek hecelerin (lek, lik gibi), daha sonra da kelime okumaya
hazirlamak amaciyla ii¢ harf iki hecelilerin (eli, eke, Ali gibi) 6gretimi hedeflenmistir. Hecelerde olgiit
karsilandiktan sonra kelimelerin (dort ve daha fazla harften olusan) ve kelimelerde de 6lgiit kargilandiktan sonra
da ctimlelerin (iki, {i¢, dort ve bes kelimeden olusan ek icermeyen ve ek igeren) 6gretimi hedeflenmistir. Bu siireg
ikinci ses gurubunda yer alan harflerde ve (0-m-u-t-ii-y) bu iki gurupta yer alan harflerin kombinasyonlarindan
olusan tgiincii gurupta da (o-l-u-k-ii-n-e-m-a-t-i-y) ayni sekilde planlanmistir. Bu aragtirmada UDA’ya dayali
olarak giicliik diizeyine gore analiz kullanildigindan birinci ses grubunun {insiiz sesleri ile ikinci ses grubunun iinlii
seslerinden ve ikinci ses grubunun iinsiiz sesleri ile birinci ses grubunun iinlii seslerinden olusacak hece ve
kelimeler y1gisimli (kartopu) 6gretim uygulamasindan kaginildigi i¢in tiglincii hedef davranis olarak ele alinmistir.
Boylelikle 6gretilmeyen hece ve kelimenin kalmamasi saglanmistir. Ele alinan her hedef davranista 6 alt davranig
ele alinarak, hedef davranislarin birbirini etkilemeyen ancak esit giigliik diizeylerinde olmasi saglanmaya
calisilmistir. Ayrica UDA’ya gore yapilan sunum bigimine gore analize dayali asamalandirma ile ulamanin
orneklenmesine ragmen okumada hece vurgusuyla okutmanin yaptirilmasi, benzer sekilde 6nceden 6grenilmis
hecelerin tekrar1 yapilsa da kelimelerin bir biitiin olarak okutulmasi ve yazdirilmasi geklinde bir planlama
yapilmistir. Tam 6grenme ve beyin temelli 6grenme kuramlarinda 6grenmeye olumlu katkisinin oldugu belirtilen
tekrar yapma ilkesine uygun olarak bir 6gretim oturumunda yirmi denemeye yer verilmistir. Bu planlama farkli
6grenme kuramlarinin UDA sistematigiyle uygulamaya konmasini saglamistir (Diizkantar, 2017b). Her bir
katilimer i¢in gergeklestirilen dgretim oturumlarinda hem okuma becerisinin 6gretimi hem de yazma becerisinin
ogretiminde kullanilmak {izere toplam {i¢ davranig, her davranista altisar olmak iizere toplamda on sekiz alt
davranis dgretilmistir. Bu davranislar ve 6gretim setleri Tablo 1°de gosterilmistir.
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Tablo 1
U¢ Davrams ve Bu Ug¢ Davranista Yer Alan Ogretim Setlerinin Adl

Ucgiincii davranis

Birinci davranig ] ikinci davranis Usiincii grupta yer alan harflere (o-I-
Birinci grupta yer alan harflere (e-I-a-  Ikinci grupta yer alan harflere (0-m-u- ¢ grupta y S
SO LS u-k-ii-n-e-m-a-t-i-y) iliskin
k-i-n) iligkin katilimcinin kazanmasi t-ii-y) iliskin katilimecinin kazanmast
katilimcinin kazanmasi gereken
gereken davraniglar gereken davraniglar
davraniglar

1ki harften olusan kapali heceler 1ki harften olusan kapali heceler iki harften olusan kapali heceler
Iki harften olusan agik heceler Iki harften olusan agik heceler Iki harften olusan agik heceler
Ug harften olusan tek heceler Ug harften olusan tek heceler Ug harften olusan tek heceler
Ug harften olusan iki heceler Ug harften olusan iki heceler Ug harften olusan iki heceler
Daort-bes harften olusan bir-iki-ii¢ Daort-bes harften olusan bir-iki-ii¢ heceli Dort-bes harften olusan iki-li¢ heceli

heceli kelimeler kelimeler kelimeler
Ek icermeyen climleler Ek icermeyen ve ek i¢eren ciimleler Ek icermeyen ve ek i¢eren ciimleler

Yoklama Oturumlari

Ogretime baslamadan énce ve her davranista yer alan son alt davranis olan ciimleler alt davranisinda da
ol¢iit karsilandiktan sonra katilimcilarin her ii¢ davranista yer alan climleler alt davranisi ile ilgili performanslarimi
belirlemek iizere toplam dort yoklama evresi diizenlenmistir. Yoklama evrelerinde hem okumada hem de yazmada
her davranis i¢in beser climlenin bagimsiz olarak okunmasi ve yazilmasi beklenmistir. Tiim toplu yoklama
oturumlarinda tger oturum diizenlenmistir. Yoklama oturumlarinda izlenen siire¢ su sekildedir. Uygulamaci,
katilimerya dikkat saglayict ipucu (6r. “Simdi seninle okuma-yazma galisacagiz, hazir misin?”’) sunmustur.
Katilimeinin hazir oldugunu ifade etmesinden sonra hedef uyaran (6r. “Oku”) sunulmustur. Katilimcinin tepkisi
bes saniye beklenmistir. Katilimcinin dogru yanitlar1 pekistirilmis ve yanlis tepkileri gormezden gelinip sonraki
climle i¢in hedef uyaran verilmistir.

Ogretim Oturumlar:

Calismaya baglamadan 6nce biri birinci sinifa, digeri ikinci simifa baslayacak olan ve okuma-yazma
dgrenmemis OGB’li iki katilimci ile pilot uygulama gerceklestirilmistir. Ogretim oturumlarinda éncelikle birinci
davranista yer alan ilk alt davranis olan kapali hecelerin 6gretimi ile baslanmistir. Bu alt davranista yer alan okuma-
yazma becerilerinin 6gretimi igin diizenlenen SBSD ile gergeklestirilen 6gretim oturumlarinda kontrol edici
ipucundan dnceki tepkiler géz dniinde bulundurularak ii¢ giin iist tiste hem okuma hem de yazma i¢in %100 dl¢iiti
karsilandiginda ¢aligilan bu alt davranista 6gretime son verilmistir. Ardindan ikinci alt davranisin (agik heceler)
Ogretimine gegilmistir. Yukaridaki siire¢ birinci davranista yer alan diger tiim alt davranislar (ii¢ harften olusan tek
heceler, ii¢ harften olusan iki heceler, kelimeler ve ciimleler) igin de izlenmistir. Birinci davranigta tiim alt
davranislarda 6lgiite ulasan katilimeida ikinci davranista yer alan alti alt davranisin gretimine gegilmistir. ikinci
davranista yer alan alt davraniglarda da olgiite ulagan katilimcida {igiincli davranista yer alan alt davraniglarin
ogretimine gecilmistir. Her davranista yer alan son alt davranig olan climleler ile ilgili veriler bulgular kisminda
yer alan grafikte gosterilmistir.

Ogretim seti sayis1 heceler ve kelimeler i¢in on tane ve ciimleler igin de bes tane belirlenmistir. Ogretimi
yapilan alt davraniglarda yer alan hecelerin ve kelimelerin sayis1 on taneden az oldugu durumlarda (6r. birinci
davranista yer alan kapali hecelerin sayis1 dokuzdur) kartlar karistirilarak her 6gretim giinii i¢in farkli bir siralama
olusturulmus ve bu siralama dogrultusunda kapali hecelerin dgretimi yapilmistir. Ogretimi yapilan alt
davraniglarda yer alan hecelerin ve kelimelerin sayisi on taneden fazla oldugu durumlarda (6r. birinci davranista
yer alan {i¢ harf tek hecelerin sayis1 yirmi sekizdir [lel, lak, nil, ilk vb.]). Var olan tiim heceler karigtirilarak her
uglincii sirada yer alan kart segkisiz atama yoluyla secilmistir. Her {ic davranigta yer alan ciimle alt davraniglar
icin ise var olan climlelerin yazili oldugu kartlar karistirilarak seckisiz atama yoluyla her ii¢iincii sirada yer alan
kart secilmistir. Her 6gretim giiniinde ¢alisilan alt davranis igin anlatilan bu siire¢ tekrarlanmigtir.

Her katilimci i¢in haftada dort giin ve her giin li¢ 6gretim oturumu seklinde bir planlama yapilmistir. Her
giin diizenlenen ilk 6gretim oturumunda, sifir saniye bekleme siireli denemeler (SSBSD) ile okuma-yazma
ogretimi birlikte yapilmig ve ardindan etkinlik pekistireci verilmistir. Etkinlik pekistirecinden sonra diizenlenen
ikinci 6gretim oturumunda sabit bekleme siireli denemeler (SBSD) ile okuma 6gretimi yapilmis ve ardindan
etkinlik pekistireci yinelenmigtir. Daha sonra diizenlenen {iglincli 6gretim oturumunda SBSD ile yazma dgretimi
yapilmis ve ardindan etkinlik pekistireci verilmistir. Bu etkinlik pekistirecinden sonra 6gretim sonlandirilmistir.
Her 6gretim giintinde ¢alisilan alt davranis igin belirlenen 6gretim seti SSBSD ile bes deneme okuma, bes deneme
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yazma; SBSD ile bes deneme okuma ve SBSD ile bes deneme yazma olmak iizere toplam yirmi deneme
gerceklestirilmistir. Ornek olarak, birinci davranista yer alan kapali hecelerin (al, el, il, an, en, in, ak, ek, ik) tamami
birinci 6gretim oturumunda SSBSD ile sirayla beser defa okunmus ve yazilmis; ikinci 6gretim oturumunda SBSD
ile sirayla beser kere okunmus; ligiincii 6gretim oturumunda SBSD ile sirayla beser kere yazilmistir.

SSBSD’de uygulamaci, katilimcerya dikkat saglayici ipucu (6r. “Simdi seninle okuma-yazma calisacagiz,
hazir misin?”) sunmustur. Katilimemin hazir oldugunu ifade etmesinden sonra hedef uyaran (6r. “Oku’)
sunulmustur. Hemen ardindan kontrol edici ipucu olan model ipucu (6r. “ek’”) sunulmustur. SBSD’de uygulamaci,
katilimerya dikkat saglayici ipucu (0r. “Simdi seninle yazma ¢alisacagiz, hazir misin?”’) sunmustur. Katilimeinin
hazir oldugunu ifade etmesinden sonra hedef uyaran (6r. “Yaz”) sunulmugtur. Katilimemin tepkisi bes saniye
beklenmistir. SBSD’de katilimcinin kontrol edici ipucundan 6nceki dogru tepkileri pekistirilmistir (6r. “Aferin”).
Katilimeimnin tepkide bulunmamasi ya da yanlis tepkide bulunmasi durumlarinda uygulamaci, kontrol edici
ipucunu tekrar vermis ve bir sonraki hedef uyarana gegilmistir. SSBSD ve SBSD ile okuma-yazma 6gretiminde
her denemenin ardindan katilimci1 bir sembol pekistireg (6r. “Y1ldiz”) kazanmis ve bes denemenin sonunda etkinlik
pekistireci (6r. “Baloncuk iifleme”) kazanmistir. Denemeler arasi siire 5-10 saniye olarak belirlenmistir. SSBSD
ile okuma-yazma 6gretiminden sonra, SBSD ile okuma 6gretiminden sonra ve SBSD ile yazma 6gretiminden sonra
da 2-3 dakikalik bir zaman etkinlik pekistireci i¢in ayrilmistir.

Genelleme ve izleme Oturumlari

Aragtirmada kisiler arasi genelleme ve arag-gerecler arasi genelleme calismasi gergeklestirilmistir. Kisiler
arasi genellemede katilimeinin uygulamact disinda farkli bir kisinin yaninda her davranista yer alan bes climleyi
hem okumasi hem de yazmasi beklenmistir. Arag-geregler aras1 genellemede ise katilimcilarin bilgisayarda yer
alan ciimleleri okumasi ve sdylenen ciimleleri bilgisayarda yazmasi beklenmistir. Genellemede sinama igin 6n-
test ve son-test modeli kullanilmustir. Izleme oturumlarmnin, dgretim bittikten 1, 2 ve 4 hafta sonra diizenlenmesi
planlanmigken Covid-19 kiiresel salgin1 nedeniyle dort ay sonra diizenlenmistir. izleme oturumlarinda, yoklama
oturumlarindaki siire¢ izlenmistir. Hem izleme hem de genelleme oturumlarinda 6grencilerden beklenen tepkiler
yoklama oturumlarindakilerin aynisidir.

Verilerin Toplanmasi ve Analizi

Bu aragtirmanin yapilmasi, sosyal bilimlerde insan arastirmalari etik kurulu tarafindan 2019/233 protokol
numarali, 04.07.2019 tarihli ve 2019/06 toplantisinda etik olarak uygun bulunmustur. Katilime1r onam formlari
aileler tarafindan imzalanmistir.

Etkililik Verilerinin Toplanmasi ve Analizi

Baglama diizeyi, 6gretim, toplu yoklama, genelleme ve izleme oturumlarinda katilimcilarin dogru
tepkileri, yanlis tepkileri ve tepkide bulunmamalari veri kayit formlarina islenmis ve bu veriler “Dogru tepki
yiizdesi = Dogru tepki sayis1/ Toplam tepki say1s1 x 100” formiilii kullanilarak hesaplanmstir (Tekin-Iftar, 2012).
Elde edilen sonuglar grafiklere yansitilarak analiz edilmistir.

Giivenirlik Verilerinin Toplanmasi ve Analizi

Aragtirmada bagimli ve bagimsiz degiskene iligkin olmak iizere iki tiir glivenirlik verisi toplanmigtir.
Bagimli degiskene iliskin olarak toplanmis olan gozlemciler arasi giivenirlik verilerinin toplanmasi igin tim
oturumlarin %30’u yansiz olarak se¢ilmistir. Segilen bu oturumlarda, 6gretim oturumlari ig¢in gézlemciler arasi
giivenirlik verileri, veri kayit formlarina islenmis ve bu veriler “(Gozlemciler aras1 goriis birligi) / (Gozlemciler
aras1 goriis birligi + Gozlemciler arasi goriig ayriligi) x 100 formiilii kullanilarak analiz edilmistir (Erbas, 2012).
Her ii¢ katilime1 ile hem SSBSD hem de SBSD ile gerceklestirilen 6gretim oturumlarinda; 6gretimin tamamlandig:
iki katilimei ile gergeklestirilen toplu yoklama, izleme ve genelleme oturumlarinda gozlemciler arasi giivenirlik
verileri ranj1 %97-%100 araliginda bulunmustur. Bagimsiz degiskene iligkin olarak toplanmis olan uygulama
giivenirligi verilerinin toplanmasi igin de tiim oturumlarin %30’u yansiz olarak secilmistir. Ogretim oturumlar
icin uygulama giivenirligi verileri, veri kayit formlarina islenmis ve bu veriler “(G6zlenen arastirmaci davranisi) /
(Planlanan arastirmaci davranisi) x 100" formiili kullanilarak analiz edilmistir (Erbas, 2012). Uygulama
glivenirligi verilerine bakildiginda, her ii¢ katilimci ile hem SSBSD hem de SBSD ile gerceklestirilen 6gretim
oturumlarinda; arag-gereci hazirlama, dikkat saglayici ipucu sunma, hedef uyaran sunma, yanit araligini bekleme,
kontrol edici ipucunu sunma, uygun tepkide bulunma ve pekistirmede uygulama giivenirligi ranj1 %96.2-%100
araliginda; 6gretimin tamamlandig1 iki katilimer ile gergeklestirilen toplu yoklama oturumlari, izleme oturumlari
ve genelleme oturumlarinda uygulama giivenirligi verileri %100 bulunmustur.
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Sosyal Gegerlik Verilerinin Toplanmast ve Analizi

Bu ¢aligmada sosyal gegerlik verileri 6znel degerlendirme yoluyla toplanmistir. Sosyal gegerlik verilerini
elde etmek amaciyla katilimcilarin aileleri (anne ve/veya baba) ve smif 6gretmenleri icin sosyal gegerlik soru
formlar1 hazirlanmistir. Katilimeilarin ailelerinden sosyal gecerlik verisi toplama amaciyla iki katilimcinin
annesiyle ve bir katitlimcinin hem anne hem de babasiyla sosyal gegerlik formunda yer alan sorular her aileyle
bireysel goriisme yapilarak sorulmustur ve goriisme ses kaydi olarak kaydedilmistir. Acik uclu olarak hazirlanmis
olan yedi soru, katilimcilarin ailelerine sorulmadan dnce ¢ocuklariyla ilgili olarak bazi videolar gdsterilmistir.
Gorilismenin ardindan ses kaydi ile alinan veriler yazili hale getirilmistir ve betimsel olarak analiz edilmistir.

Sinif 6gretmenlerinden sosyal gegerlik verisi toplamak amaciyla iki simif 6gretmeniyle bireysel goriisme
yapilmis ve bazi videolar gosterilmistir. Videolar dncesinde SBSO, SSBSD, SBSD ile ilgili bilgiler paylasilmustir.
Calismada yapilan beceri analizi, alt davraniglar (kapali hece, agik hece, ii¢ harf tek hece, ti¢ harf iki hece, kelime,
climle), bir alt davranigta hem okuma da hem de yazmada tam o&lgiit kargsilanmadan diger alt bir davranisa
gegmeme, ulama yapilmadan bir biitiin olarak heceleri, kelimeleri ve climleleri okuma-yazma, ¢ok tekrar yapma
konularinda bilgilendirmeler yapilmistir. Bu bilgilendirmelerin ardindan agik uclu olarak hazirlanan, on ii¢ sorudan
olugan Ogretmen sosyal gecerlik soru formu verilerek bu formda yer alan sorulari okumalar: istenmistir.
Anlagilmayan bir durumun olmadigini belirtmelerinden sonra bu formda yer alan sorulari tek baslarina yanlarinda
uygulamaci olmadan yanitlamalar istenmistir.

Bulgular

Elde edilen veriler, iki katilimcida her {i¢ davranigta yer alan alt davranislarin tamamimda STCY ile
okuma-yazma &gretiminde SBSO’niin etkili oldugunu gostermektedir. Covid-19 kiiresel salgini nedeniyle
ogretimin sonlandirildig: Giglincii katilimcida ise birinci davranista yer alan ilk {i¢ alt davranista etkili oldugu
sonucuna ulagilmigtir. Ozel gereksinimi olan bireylere STCY ile okuma-yazma dgretiminde SBSO etkililigine
iligkin elde edilen bulgular her ii¢ davranista yer alan alt davranislarin 6grenilme siirecinin kolayca
gozlemlenebilmesi i¢in ¢izgi grafigi kullanilarak gosterilmistir. Grafikte toplu yoklama, uygulama ve izleme
oturumlar1 olmak tizere ii¢ evrede elde edilen veriler yer almaktadir. Grafikte uygulama kisminda yer alan veriler
her bir davranista yer alan ve son alt davranis olan ciimle alt davranislarina ait verilerdir. Grafiklerde yer verilen
dort tane toplu yoklama oturumlarindan birinci toplu yoklama oturumu olan baslama diizeyi evresinde, 6gretime
baslamadan 6nce katilimcilarin okuma-yazma becerilerine iligkin performanst ile ilgili veriler yer almaktadir.
Grafikte yer alan toplu yoklama ve izleme oturumlarinda yer alan veriler 6gretim oturumlarinda dgretimi yapilan
climlelerden farkli olan climleler ile ilgili verilerdir.

Sekil 1’de goriildigii gibi Kerem’in okuma-yazma becerileri ile ilgili ti¢ davranista, 6gretime baslamadan
onceki performansini belirlemek {izere gergeklestirilen birinci toplu yoklama oturumlarindaki ii¢ oturumda da
okuma ve yazma becerilerindeki diizeyinin %0 oldugu gériilmektedir. Baglama diizeyi evresinde gergeklestirilen
basglama diizeyi oturumlarinda kararli veri elde edildikten sonra birinci ses grubunun tiim alt davranislar1 agamali
olarak Olgiit karsilama esasina gore caligilmistir. Birinci davranista yer alan tiim alt davranislarda olgiit
kargilandiktan sonra gerceklestirilen ikinci yoklama oturumunda katilimcinin birinci davraniga iliskin okuma-
yazma becerilerine %100 dogru tepkide bulundugu gézlenmistir. Bu sirada 6gretim yapilmayan ikinci ve liglincii
davramslardaki performans diizeyinin hala sifir diizeyinde oldugu gériilmiistiir. ikinci davranista yer alan tiim alt
davraniglarda da 6lgiit karsilandiktan sonra gerceklestirilen ii¢iincii yoklama oturumunda katilimeinin birinci ve
ikinci davranisa iligkin okuma-yazma becerilerine %100 dogru tepkide bulundugu gézlenmistir. Bu sirada 6gretim
yapilmayan tgiincii davranigta okuma becerisinde kendiliginden genellemeye dayali performans farklilagmasi
oldugu izlenmistir. Ugiincii davranista yer alan tiim alt davranislarda olgiit karsilandiktan sonra gergeklestirilen
dordiincii yoklama oturumunda katilimeinin birinei, ikinci ve liglincii davraniga iliskin okuma-yazma becerilerine
%100 dogru tepkide bulundugu gozlenmistir. Kerem, birinci, ikinci ve iiglincli davranigta yer alan tiim alt
davranislari sirastyla yaklasik olarak 55, 11 ve 7 saatte d6grenmistir. Ogretim bittikten bir, iki ve dort hafta sonra
olmak {iizere diizenlenmesi planlanan izleme oturumlar1 Covid-19 kiiresel salgini nedeniyle dort ay sonra
diizenlenmistir. Izleme oturumlarinda katilimcinin hem okuma hem de yazma becerilerinde %100 dogru tepkide
bulundugu goézlenmistir. Bu veri &grenilen okuma-yazma becerilerinin unutulmadigi ve kalict oldugunu
gostermektedir. Kerem hem arag-gerecler arast (AGAG) hem de kisilerarasi genelleme (KAG) i¢in diizenlenen
on-test oturumlarinda %0; son-test oturumlarinda ise %100 dogru tepkide bulunmustur. Bu veriler Kerem’in
edindigi becerileri farkli kisilere ve farkli arag-gerece genelledigi sonucu ¢ikarilabilir.

Sekil 2°de goriildiigii gibi Saadet’in okuma-yazma becerileri ile ilgili ii¢ davranista, 6gretime baglamadan
onceki performansini belirlemek {izere gergeklestirilen birinci toplu yoklama oturumlarindaki ii¢ oturumda da
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okuma ve yazma becerilerindeki diizeyinin %0 oldugu gériilmektedir. Baglama diizeyi evresinde gerceklestirilen
baslama diizeyi oturumlarinda kararl veri elde edildikten sonra birinci ses grubunun tiim alt davraniglar asamali
olarak Ol¢iit karsilama esasina gore calisilmistir. Birinci davranista yer alan tiim alt davramislarda Olgiit
kargilandiktan sonra gerceklestirilen ikinci yoklama oturumunda katilimcinin birinci davranisa iliskin okuma-
yazma becerilerine %100 dogru tepkide bulundugu goézlenmistir. Bu sirada 6gretim yapilmayan ikinci ve {iglincii
davranista okuma ve yazma becerisinde kendiliginden genellemeye dayali performans farklilagmasi oldugu
izlenmistir. Ikinci davranista yer alan tiim alt davranislarda da 6lgiit karsilandiktan sonra gerceklestirilen iigiincii
yoklama oturumunda katilimcinin birinci ve ikinci davraniga iligkin okuma-yazma becerilerine %100 dogru
tepkide bulundugu goézlenmistir. Ogretim yapilmayan iigiincii davramista okuma ve yazma becerisinde
kendiliginden genellemeye dayali performans farklilasmasi oldugu izlenmistir. Ogretimi yapilmayan iigiincii
davranmigta okuma becerisi i¢in %100 dogru tepkide bulunmasina ragmen hem okumada hem de yazmada
eszamanli olarak %100 &lgiite ulasma beklendiginden iigiincii davranisin dgretimiyle devam edilmistir. Uglincii
davranista yer alan tiim alt davranislarda 6l¢iit karsilandiktan sonra gerceklestirilen dérdiincii yoklama oturumunda
katilimeinin birinei, ikinci ve tiglincii davranisa iliskin okuma-yazma becerilerine %100 dogru tepkide bulundugu
gbzlenmistir. Saadet, birinci, ikinci ve liglincii davranista yer alan tiim alt davranislar sirastyla yaklasik olarak 39,
6 ve 6 saatte 6grenmistir. Ogretim bittikten bir, iki ve dort hafta sonra olmak iizere diizenlenmesi planlanan izleme
oturumlar1 Covid-19 kiiresel salgin1 nedeniyle dért ay sonra diizenlenmistir. izleme oturumlarinda katilimcinin
hem okuma hem de yazma becerilerinde %100 dogru tepkide bulundugu gozlenmistir. Bu veri 6grenilen okuma-
yazma becerilerinin unutulmadigi ve kalict oldugunu gostermektedir. Saadet, hem arag-geregler arasi genelleme
(AGAG) hem de kisileraras1 genelleme (KAG) igin diizenlenen 6n-test oturumlarinda %0; son-test oturumlarinda
ise %100 dogru tepkide bulunmustur. Bu veriler Saadet’in edindigi becerileri farkli kisilere ve farkli arag-gerece
genelledigi sonucu ¢ikarilabilir.

Sekil 1

Kerem’in Birinci, Ikinci ve Ugtincii Davranwl{zrda Yer Alan Ciimle Alt Davramslarmdaki Okuma-Yazma Becerilerine Iliskin
Bagslama Diizeyi, Uygulama, Toplu Yoklama, Izleme ve Genelleme Oturumlarindaki Dogru Tepki Yiizdeleri
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Covid-19 kiiresel salgini nedeniyle 6gretimin tamamlanamadig tigiincii katilimer olan Emine ise birinci
davranista yer alan alt davranislar olan kapali heceleri 41; ii¢ harf tek heceleri 20 ve {i¢ harf iki heceleri 50 6gretim
oturumunda dgrenmistir. Dordiincii alt davranis olan i¢ harf iki hecelerde kararli veriye ulagilmadan 6gretim salgin
nedeniyle aile tarafindan sonlandirilmistir.

Sosyal gegerlik bulgularinda, anne-babalar, okuma-yazma becerisinin 6gretimini 6nemli bulduklarini,
cocuklarinin ¢aligmaya katilmalarindan memnun kaldiklarimi, ¢ocuklarinda okuma-yazma becerisinde farkliliklar
olustugunu ve benzer ¢alismalara katilmak istediklerini belirtmislerdir. Sinif égretmenleri, SBSO’yii bireysel
egitimde kullanmak istediklerini, STCY de yapilan giigliik diizeyine iligkin uyarlamalar1 (6nce harflerin, ardindan
sirastyla kapali hecelerin, agik hecelerin, {i¢ harf tek hecelerin, kelimelerin, climlelerin) sinif ortaminda hem tiim
ogrencilere hem de bireysel olarak okuma-yazma 6gretiminde kullanmak istediklerini, dl¢iitii onemli ve gerekli
bulduklarini belirtmiglerdir. Ulama yapilmasi ile ilgili bir sinif 6gretmeni bunun gerekli oldugunu belirtirken bir
siif 6gretmeni ise ulamanin bireysel olarak bazi 6grencilerde ise yaradigini bazi 6grencilerde ise tamamiyla kafa
karigikligina neden oldugunu belirtmistir.

Sekil 2

Saadet’in Birinci, Ikinci ve Ugiincii Davramiglarda Yer Alan Ciimle Alt Davramslarindaki Okuma-Yazma Becerilerine Iliskin
Baslama Diizeyi, Uygulama, Toplu Yoklama, Izleme ve Genelleme Oturumlarmdaki Dogru Tepki Yiizdeleri
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Yapilan ¢aligmalarda SBSO hem zincir becerilerin dgretiminde (McDonnell & Ferguson, 1989; Miller &
Test, 1989; Schuster vd., 1988) hem de islevsel akademik becerilerin 6gretiminde (Appelman vd., 2014; Ault vd.,
1988; Gast vd., 1988; Hooper vd., 2014; Hughes & Fredrick, 2006; Stevens & Schuster, 1987; Swain vd., 2014)
etkili bulunmustur. Bu ¢aligmada, iki katilimcr her ii¢ davranista yer alan tiim alt davraniglart; bir katilimer birinci
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davranista yer alan ilk ii¢ alt davranigi edinmistir. Bu bulgular, bu ¢alismanin katilimcilart olan zihin yetersizligi
olan bireylere (ZYOB), STCY ile okuma-yazma &gretiminde SBSO’niin etkili oldugunu géstermistir. UDA’ya
dayali 6gretim uyarlamasi yapan Eyidogan’in (2005) yaptig1 ¢aligmada da bu arastirmada oldugu gibi climle
¢oziimleme yontemiyle yapilan okuma yazma 6gretiminde giicliik diizeyine ve sunum bigimine gore analize dayali
asamalandirmayla 6gretim uyarlamasi yapilmis ve etkili bulunmustur. Ozak ve Avcioglu’nun (2007) calismasinda
ise bu calismada oldugu gibi SBSO ile 6gretim kullanilarak yer-yén bildiren kelimeleri okuma becerisinin 6gretimi
yapilmis ve yontem etkili bulunmustur. Bulgular, ZYOB’lere okuma-yazma becerileri dgretilirken hem hedef
davranigin edinimini kolaylastiran analize dayali agamalandirmanin hem de uygun yontem secimiyle sistematik
bir programlamanin beklenen etkiyi ger¢eklestirmeye katkisinin olacagini gostermistir.

Asamal1 yardim teknigi kullanilarak tablet bilgisayar araciligiyla sunulan 6gretimin (Eligin vd., 2015) ve
UDA’ya dayali agamalandirmayla yapilan 6gretim uyarlamasinin kullanildigi climle yontemiyle 6gretimin
(Kircaali-iftar & Diizkantar, 1999) okuma-yazma becerilerinin ediniminde etkili oldugu bulgularina ulagiimistir.
Bu arastirmada, yapilan bu ¢aligmalarda dnerilen uyarlamalar, ciimle yontemiyle 6gretim sistematigine benzer bir
uygulama ve Olciite dayali yigisimli olmayan uygulama yapilarak benzer bir sonuca ulasilmistir. Grafiksel
geribildirimin sdzel geribildirimlere gore daha etkili bulundugu ¢alismada Giizel-Ozmen ve digerlerinin (2010)
onkosul becerilerde 6l¢iit karsilamaya dayali 6gretim Onerisi bu ¢calismada da dikkate alinmis ve benzer sonuglara
ulagilmgtir.

Aragtirmada dgretimin tamamlandig iki katilimeida gergeklestirilen toplam 6gretim oturumlar sayisinin
ve sliresinin ortalama %355.5°1 birinci davranista yer alan ilk ii¢ alt davraniglarin 6gretiminde (kapalt hece, agik
hece, li¢ harf tek hece) gergeklesmistir. Bu bulgular, arastirmanin katilimcilarinin daha 6nce 6grenme yasantisinin
olmadigi SBSO ile okuma-yazma becerilerini dgrenmenin temelinin birinci davranista gerceklestigini
gostermektedir. Sistematize edilen uygulamalarda uygulamaci bilimsel gegerliligi olan bir yontemi kullandigindan
emin oldugu i¢in basarisiz olma kaygisi yasamamis ve uygulamay1 ayni kararlilikla siirdiirmiistiir. Katilimcilarm
birinci davranista okuma-yazma mantigini kavramalariin, onlarin ikinci ve tgilincii davranigtaki hecelert,
kelimeleri, climleleri ¢ok daha hizli 6grenmelerine katki sagladig: diisiiniilmektedir. Bu bulgu, STCY’de acgik
heceye ulagmada, acik heceleri 6grenmede 6grencilerin zorlandiklarimi belirleyen (Aktiirk, 2009; Karaman &
Yurduseven, 2008; Ozcan & Ozcan, 2016; (")zsoy, 2006; Yurduseven, 2007) arastirmalarla uyusmamaktadir.
STCY ile yapilan 6gretimde dgrencilerin heceleyerek okuduklarini ve iki ve daha fazla heceden olugan kelimeleri
hem okumada hem de yazmada giiglikk yasadiklarini ileri siiren (Bektas, 2007; Ceylan-Aba, 2011; Karaman &
Yurduseven, 2008; Ozsoy, 2006; Uslu, 2014) arastirmalarla da paralellik gostermemektedir. Bu arastirmanin
bulgular1 okuma-yazma siirecinin uzun zaman aldigini (Aker, 2009); kelimelerin harflerini eksik yazma, kelimeleri
yanlis yazma (Ozcan & Ozcan, 2016; Segil-Karamuklu, 2018); gibi yazmay1 olumsuz etkiledigini gosteren (Tokta,
2008); harf, hece ve kelimeleri yanlis-eksik yazmanin uzun siire devam ettigini belirleyen (Bektas, 2007; Ozsoy,
2006); okuma hizimi yavaslattigini belirten (Ceylan-Aba, 2011; Karaman & Yurduseven, 2008; Tokta, 2008);
yazma hizim yavaglatigimi belirten (Karaman & Yurduseven, 2008; Yurduseven, 2007) arastirmalarin
bulgularindan farklidir. Bu arastirmalarda UDA’ya dayali olarak hem 6nciiliin, hem hedef davranisin hem de
sonucun uyarlamalar1 ayni anda yapilmis ve yine UDA’ya dayali bir 6gretim yontemi sistematigiyle uygulama
tamamlanmistir. Bu nedenle STCY atfedilen giicliiklerin hi¢ birisi yasanmamistir. UDA’ya dayali analizler ve
uyarlamalar gerektigi kadar yapilarak uygulamaya kondugunda hatalarin olusumunun engellenebilecegi
gosterilmistir. ZYOB’ler ile ¢alisan dgretmenlerin yaptiklar uygulamalarda sik sik uyguladigi yontem ve teknigi
degistirmek yerine ¢ok kapsamli planlanmis ve etkililigi bilinen bir yontemle kararli bicimde uygulamalarini
sirdiirmek Onerilebilir. Ayrica okuma-yazma gibi karmagsik zincir beceri niteligindeki hedef davranislarin
6grenilmesini kolaylagtirmak tizere becerinin yapisal analizinin bilinmesi gerektiginin de altini ¢gizmek gerekir. Bu
yeterlilik 6zel egitim 6gretmenlerine lisans egitimi siiresince kazandirilmalidir. Sunum bi¢imine gore analiz
yapilarak ortadan kaldirilan y1gisimli 6gretim sayesinde hedef davranisin 6grenilmesinin kolaylastigi gézlenmistir.
Dolayistyla karmasgik zincir davraniglarin 6gretiminde zincirin halkalar1 bagimsiz 6gretilerek sonradan zincir hale
getirilmesi alternatif bir uygulama olarak akilda tutulmalidir.

Altindag-Kumas ve digerlerinin (2021) calismasinda OGB’lerin yasadiklar1 farkli okuma-yazma
zorluklarinda 6gretmenlerin ayni yontemi kullandiklart bulgusuna ulagilmigtir. Farkli yontem arayiglari ya da
uygulamada olan STCY 'nin oldugu gibi kullanilmasi yerine bu yontemin UDA’ya dayali olarak analiz edilerek
okuma-yazma Ogrenimini kolaylastirdigi ve bunun bir sonucu olarak ZYOB’lerin kaynastirmada kalmasini
kolaylastiracag1 bu arastirmada goriilmiistiir. Giirgiir ve digerlerinin (2012) ¢alismasinda OGB’lerin ayn1 hizda
o0grenemeyecegi belirlenmistir. Bu calismada Saadet’in birinci davranista yer alan tiim alt davraniglart Kerem’den
16 saat daha az siirede 6grendigi, bu farkin ikinci davranista 6 saate ve {igiincli davranista da 1 saate diistiigii
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goriilmistiir. Boylece 6grenme hizi bakimindan bireysel farkliligin ¢alisma ilerledik¢e azalmig olmasi ZY OB’lerin
akranlariyla ayni hizda dgrenemeyebilecegini gosterse de ayni1 yontemle dgrenebilecegini ve arkadaslartyla yan
yana kalabilecegini gosterdigi sdylenebilir. Bunun yaninda katilimcilarin okuma becerilerinde yazma becerilerine
gore daha hizli ulastiklar1 goriilmiistiir. Bu calismada oldugu gibi zihinsel, gorsel-algisal, fiziksel bilesenlerin
hepsini bir arada bulunduran yazma (Gtines, 2019) ve yazmadan daha az ¢abay1 gerektiren okuma 6gretimi birlikte
hedeflenirse, calisilan hedef beceride hem okumada hem de yazmada 6l¢iit karsilanana kadar bir sonraki hedef
beceriye gecilmezse, okuma-yazma arasindaki esitsizlik (Bugday, 2015) sorununun ortadan kaldirilabilecegi
diisiintilmektedir.

Kaynastirma/biitiinlestirme yoluyla egitim alan OGB’lerin akranlartyla aym hizda &grenememeleri
(Giirgiir vd., 2012) ve dgrenme ile ilgili giiclik yasamalarindan (Sadioglu vd., 2012) dolay1 programlarinda
uyarlamalar yapilmasimni (Tokta & Avcioglu, 2012) oOneren arastirmalarda O6gretmenlerin farkli yontem ve
tekniklere yer vermeleri, 6grencilerin bireysel 6zelliklerine uygun olan ¢alismalar1 yapmalar1 (Basal & Batu, 2002)
onerilmistir. Bu arastirmada da 6gretmenlerin bilimsel dayanakli bir yontemi ¢ocuklarin 6zelliklerine uygun olarak
detayli bir sekilde uyarlama becerisine sahip olmasi halinde arastirmalarda belirtilen pek ¢ok sikintili durumla bag
etme girisimlerini siirdiirebilmeleri i¢in bir drnek olusturulmustur.

Beyin temelli 6grenme kuraminda, 6gretimde tekrarlara yer verilmesi, 6gretim aninda stressiz bir ortamin
olugturulmasi, bireylerin dikkatinin yogunlagtirilmasi, dgrenebileceklerine olan inancin onlara hissettirilmesi
(Caine & Caine, 2018) vurgulanmistir. Bloom (1976) ise tam 6grenme kuraminda, 6gretilmek istenen davraniglarin
planlanmis olmasi, 6grenme giigliigii ¢eken dgrencilere dogru yer ve zamanda yardim edilmesi, bu davranislari
ogrenmeleri i¢in onlara yeterli zaman verilmesi, 61¢iit belirlenmesi gerektigini dile getirmistir. Ayrica tam 6grenme
kuraminda derse kars1 tutum, zaman, 6n 6grenmeler, ilgi, basar1 inanci, pekistireg, geribildirim, arag-gereg, 6grenci
katilimi gibi degistirilebilir &gelerle etkili 6grenmenin saglanacagi ileri siiriilmiistiir (Senemoglu, 2006;
Tarakcioglu-Altinay, 2017; Yesilyurt, 2019). Deginilen bu 6nemli noktalar géz oniinde bulundurulmus ve bu
onerilerin tamam1 uygulama uyarlamasi olarak kullanilmistir. Bu uygulama uyarlamalar1 sonucunda arastirmanin
katilimcilarinin okuma-yazma becerilerini edindikleri goriilmiistiir.

Edinimin yani sira her ii¢ davranista yer alan tiim alt davranislart 6grenen iki katilimciyla gergeklestirilen
kisileraras1 ve arag-geregler arasi genelleme oturumlarinda katilimeilarin edindikleri becerileri hem kisilerarasi
hem de arag-geregler arasi genelleyebildikleri goriilmiistiir. Ayrica edinilen becerilerin kalici olup olmadigini
belirlemek i¢in gretim bittikten sonra Covid-19 kiiresel salgini nedeniyle okullarin kapali olmasindan dolay1 dort
ay sonra yapilan izleme oturumlarinda elde edilen bulgular, katilimcilarin edindikleri becerileri unutmadiklarini
gostermistir. Bu dort aylik siiregte katilimeilarin, arastirma siirecinde 6gretilenleri daha kolay bi¢imde evde kendi
kendilerine ya da ailelerinin yonlendirmesiyle tekrar ederek okuma-yazma becerilerini gelistirdikleri ve edinilen
becerileri unutmadiklar sdylenebilir. Bu bulgu, STCY ile okuma-yazma 6gretiminde 6grenilen becerilerin ¢abuk
unutuldugu bulgusundan (Tokta, 2008) farklidir. Yapilan bir ¢alismaya benzer olarak (Eligin vd., 2015) bu
arastirmada da katilimcilarin ailelerinden ve sinif 6gretmenlerinden sosyal gecerlik verisi toplanmis ve elde edilen
veriler arastirmanin sosyal agidan gegerli oldugunu diisiindiirebilecek niteliktedir.

Bu arastirmanin giiglii yan1 hem okuma hem de yazma becerisinin ayni1 anda dgretilmesinin amaglanmasi
ve ¢aligma sonucunda ikisinin birlikte ilerlediginin ve basta okuma lehine olan 6grenme hizinin ¢alisma ilerledikge
esitlendigi gortilmiistiir. Kaynastirma ortaminda ZYOB’lere giinde kirk dakika gibi kisa bir siire ile okuma-yazma
Ogretimin yapilmasi sonucunda iki-li¢ ay icerisinde bu becerilerin temelini edinecekleri yapilan bu ¢alismadan elde
edilen veriler 1s18mda Ongoriilmiigtiir. Béylece ZYOB’leri kaynastirma ortamimdan ayirmadan okuma-yazma
becerilerini 6grenebilecekleri ile ilgili bir inancin yerlesmesine katkida bulunacagi diigiiniilmektedir. Ayrica
o0gretmenlerin, okuma-yazma Ogretiminin ilk zamanlarinda olan yavas ilerlemenin bir siire¢ olduguna, siire¢
icerisinde 6grenme hizinin ilerledigine ve bu dogrultuda pes etmemeleri gerektigine inanmalarina da katkida
bulunacagi diisiiniilmektedir. Bu calismada heceler, kelimeler ve climleler sesler birlestirilmeden, heceleme
yapilmadan bir biitiin olarak okuma; sdylenen hece, kelime ve climleler sesler ¢ikarilmadan, heceleme yapilmadan
yazma Ogretilmistir. Bu sekilde yapilan 6gretimle katilimcilar okuma-yazma becerilerini edinmislerdir. STCY 'nin
heceleyerek okuma, heceleyerek yazma, okuma ve yazma hizinin diisiik olmasi gibi vurgulanan olumsuz yanlarmi
ortadan kaldiran uygulanabilir bir model sunmasi bu ¢alismanin diger gii¢lii bir yanini gostermektedir.

Bu aragtirma sonucuna gére UDA’nin teknolojik olma ozelliginden de cesaret alarak okuma-yazma
Ogretimi i¢in, bir bilgisayar programmin olusturulmasi 6nerilebilir. Bilindigi gibi teknolojik olma, yinelenebilir
olma ve tekrarlanabilir olma 6zelligidir. Bu arastirmada yapilan analize dayali uyarlamalarin bir bilgisayar
programina aktarimi olduk¢a kolaydir. Boylece uygulamanin tiimii ayrintili bir sekilde yinelenebilir bigimde
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yazildiginda analiz ve uygulama hatas1 ihtimali ortadan kaldirilmis olur. Bu sekilde dogru bigimde yinelenebilir
olmasi saglanir. Boylece giiniimiiz kosular1 gibi yiiz ylize egitimin aksamasi durumunda online olarak anne-
babanin kontroliinde olacak sekilde bir okuma yazma siireci planlamasinin yapilabilecegi sdylenebilir. Ayrica
erisilebilirlik problemi yasanan cografi bolgelerdeki tiim ¢ocuklar i¢in okuma yazmay1 miimkiin kilacak oldukga
sistematik olan bu uyarlama yaygin bir etki yaratabilir. Sonraki arastirmalarda iki-ii¢ kisilik kiiciik gruplar
olusturularak uygulama yinelenebilir. Ayrica SBSO farkli 6gretim yontemlerinin kullamlmasiyla etkililik ve
verimlilik karsilagtirmalar1 yapilabilir. Teknoloji uyarlamasi yapildiktan sonra akran 6gretiminin planlanmasi da
oOnerilebilir.

Her ¢aligmada siirliliklar olabilecegi gibi yapilan bu galismanin da ii¢ sinirliligi bulunmaktadir; (a)
birinci grupta, ikinci grupta yer alan harfler, bu harflerden olusan heceler, kelimeler, ciimleler ve bu iki grupta yer
alan harflerin kombinasyonundan olusan heceler, kelimeler, ciimleler, (b) 2019-2020 egitim-6gretim yili
baslangic, (c) Istanbul’un bir ilgesinde bulunan ilkokullarda 6grenim géren ZYOB’ler.

Yazarlarin Katki Diizeyleri

Aragtirmanin konusunun belirlenmesinde, aragtirma deseninin belirlenmesinde, verilerin toplanmasinda,
verilerin analizinde ikinci yazar birinci yazara danismanlik yapmistir. Aragtirmanin tiim uygulamalari birinci yazar
tarafindan yiiriitiilmiigtiir. Aragtirmanin raporlanmasinda ikinci ve ii¢iincii yazarlarin katkisi bulunmaktadir.
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Abstract

Introduction: The present study was planned since no practical study adapted for individuals with special needs
(ISN) was found in teaching reading and writing with the sound-based sentence method (SBSM). There were few
studies aimed at teaching reading and writing, and the skills targeted in these studies were limited. This study
aimed to determine the effectiveness of the constant time delay procedure (CTDP) in teaching reading and writing
with the sound-based sentence method to individuals with special needs. In addition to the said main purpose, the
permanence of reading and writing skills and their generalizability across materials and persons were also
examined. Moreover, the opinions of families and teachers of ISN were obtained to collect social validity data.

Method: Three INS were included in this study. Of these, two were girls, and one was a boy, all aged seven. They
attended the second grade as full-day co-teaching inclusive students and had not learned reading and writing. The
study employed a multiple probe design across behaviors, one of the single-subject research designs. The study
aimed to teach three behaviors and eighteen sub-behaviors, including six sub-behaviors in each behavior.

Findings: The study showed that two participants acquired reading and writing skills in all the sub-behaviors
(closed syllables, open syllables, three-letter monosyllables, three-letter two syllables, words, and sentences) of all
three behaviors (syllables, words, and sentences consisting of e-l-a-k-i-n sounds, syllables, words, and sentences
consisting of 0-m-u-t-ii-y sounds, syllables, words, and sentences consisting of the combination of sounds in these
two groups [e-l-a-k-i-n-0-m-u-t-ii-y]); that the skills they acquired were permanent; that they generalized these
skills across persons and materials, while one participant acquired skills in the first three sub-behaviors (closed
syllables, open syllables, three-letter monosyllables) only in the first behavior. Considering the social validity
findings of the study, the participants’ families and primary school teachers expressed positive opinions about the
study.

Discussion: The findings obtained were discussed within the framework of the literature indicating the negative
aspects of teaching reading and writing with the SBSM.

Keywords: Individuals with special needs, teaching reading and writing, sound-based sentence method, constant
time delay procedure, teaching academic skills.
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Introduction

Over one million children start the first grade of primary school every year in Turkey, and the average
number of students enrolled in primary and secondary education is over sixteen million (Ministry of National
Education [MoNE], 2020). According to the data of the Ministry of Family, Labor and Social Services (2020), the
number of individuals with special needs (ISN) in formal education in the 2019-2020 academic year was around
four hundred and twenty-five thousand. The ultimate goal of the education of ISN is to enable them to use their
capacities at the highest level in line with their competencies, educational needs, interests, and abilities and prepare
them for higher education and professional and social life (Special Education Services Regulation [SESR], 2018).
For them to reach this goal, priority should be given to teaching functional academic (reading and writing and
mathematics) skills, similar to their typically developing peers, during the education process (Erbas, 2007).
Teaching functional academic skills at the beginning of the education process is essential for ISN to continue their
education with their typically developing peers (inclusion/integration). It is very important for ISN to receive
education in the same environment as their typically developing peers, rather than in a separate environment, for
facilitating their adaptation to life with the emotional, social development, and interaction skills that they can
develop owing to their ability to continue their academic careers and maintain a longer interaction with their peers
(Sucuoglu, 2010).

ISN are defined as individuals who differ significantly from their peers in terms of individual and
developmental characteristics and educational competencies (SESR, 2018). It is essential that they are supported
by special education practices in which adaptations are performed in all developmental domains, such as
communication skills, daily life skills, self-care skills, social life skills, fine motor skills, and cognitive skills
(Sucuoglu, 2010). Likewise, it is necessary to adapt the content of the program applied in the teaching of functional
academic skills while teaching ISN with typically developing peers. These adaptations performed individually
should also be based on a theoretical basis and have scientific validity (Diizkantar, 2014) because functional
academic skills have a complex chain structure, which is the pre-requisite of what is taught first to what will be
taught later (Diizkantar, 2017a). However, there are very few studies in Turkey with scientifically based
adaptations covering the whole process of teaching academic skills to ISN.

Various methods have been adopted over time in teaching reading and writing, among the functional
academic skills. These methods include synthesis-based methods such as letter method (sound method) and
syllable method; analysis-based methods such as word method, sentence method, and storytelling method; mixed
methods or approaches such as sound-based sentence method (Diizkantar, 2017b; Eligin, 2016; Kog, 2012). After
the adoption of the Latin alphabet, Atatiirk initiated teaching reading and writing based on the sound method since
he considered it suitable for Turkish. This method was used between 1928 and 1936, and the number of literate
people increased rapidly. Between 1936 and 2005, the sentence analysis approach and some of the other methods
were predominantly used in different time periods in our country (Bektas, 2007; Binbasioglu, 1999; Engin &
Uygun, 2011; Isikdogan-Ugurlu, 2016). The sound-based sentence method (SBSM) has started to be implemented
since the 2004-2005 academic year (Engin & Uygun, 2011). In addition to the method differentiation, successive
changes such as changing the sound groups, writing styles of letters, font type, and the use of visuals in the text in
the SBSM over time have created a perception of difficulty (MoNE, 2009, 2015, 2017, 2018). Using different
methods individually in teaching reading and writing, adopting different methods in the curriculum over time, and
making changes to the adopted methods over time have shown that the search with regard to reading and writing
still continues.

In Turkey, acquiring competency in teaching reading and writing based on a centralized and single
approach adopted in teacher training has caused educators to approach each new approach attempted to be put into
practice with hesitation (Aktiirk, 2009; Bayat, 2014; Bektas, 2007; Dogan, 2007; Karaman & Yurduseven, 2008;
Ozcan & Ozcan, 2016; Ozsoy, 2006; Samanci, 2007; Turan, 2007, 2010; Uslu, 2014; Yurduseven, 2007).
Therefore, studies evaluating the sentence analysis approach (Celenk, 2002; Karadag & Giiltekin, 2007; Sahin,
2005; Senel, 2004; Tok, 2001; Ugar, 2001), evaluating the SBSM (Aktiirk, 2009; Bayat, 2014; Bektas, 2007;
Dogan, 2007; Kanmaz, 2007; Karaman & Yurduseven, 2008; Ozcan & Ozcan, 2016; C)zsoy, 2006; Samanci, 2007,
Turan, 2007, 2010; Yurduseven, 2007; Uslu, 2014), and comparing the effectiveness of sentence analysis and the
SBSM (Akman & Askin, 2012; Akyol & Temur, 2008; Arslantag & Cinoglu, 2010; Baydik & Bahap-Kudret,
2012; Beyazit, 2007; Ceylan-Aba, 2011; Ozgiin, 2010; Tok et al., 2008; Vatansever, 2008; Yilmaz & Agirtas,
2009) have started to be conducted since 2005. The majority of these studies were performed by taking the opinions
of implementer teachers. When the studies conducted in the form of opinion-taking were reviewed, it was seen
that teachers stated that methods had positive and negative aspects. While teachers mentioned being based on
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memorization and the difficulty in the analysis process with regard to the sentence analysis technique, which had
been used for a long time, they indicated more negativities regarding the SBSM. However, the findings of the
studies in which students were selected as participants to observe the effects of the SBSM in teaching reading and
writing (Babayigit, 2012; Bay, 2010a, 2010b) demonstrate that, unlike research based on teacher opinions, reading
speed, writing speed, and reading comprehension were not adversely affected. These studies showed that there
was a need for more research to compare different methods with the SBSM so that teachers' negative opinions
could be changed through scientific research.

There are quantitative or qualitative studies conducted to determine the opinions of teachers by
considering typically developing individuals in teaching reading and writing. Upon reviewing the studies that
compared the effectiveness of methods, the study by Karadag and Giiltekin (2007) found the sentence method
more effective than the synthesis method; the study by Sahin (2005) found the synthesis method more effective
than the sentence method; the study by Ugar (2001) found the sentence method more effective than the mixed
method. The study by Tok (2001) determined that the sentence method was more effective than the synthesis and
mixed methods in reading comprehension and writing correctly and quickly, while the mixed method was more
effective in not forgetting reading and writing. The study by Senel (2004) indicated the sentence method as the
preferred method. In the study by Celenk (2002), the problems encountered in the sentence method were observed
in learning syllables and letters. The studies conducted to reveal the opinions of primary school teachers about the
SBSM (Aktiirk, 2009; Bayat, 2014; Bektas, 2007; Dogan, 2007; Kanmaz, 2007; Karaman & Yurduseven, 2008;
Ozcan & Ozcan, 2016; Ozsoy, 2006; Samanci, 2007; Turan, 2007, 2010; Uslu, 2014; Yurduseven, 2007)
determined that this method provided the early transition to reading and writing the most. However, it was
mentioned to reduce the reading speed and cause difficulties in open syllables and comprehending what was read
by spelling. When the applied research on the effects of the SBSM on teaching reading and writing to students
was reviewed, no difference was found between teaching with different sound groups and teaching with the
existing sound groups (Babayigit, 2012). Other studies obtained no negative results regarding the SBSM in terms
of reading and writing speed and reading comprehension (Bay, 2010a, 2010b). The most prominent finding in the
studies evaluating the sentence method and the SBSM together (Akman & Askin, 2012; Akyol & Temur, 2008;
Arslantas & Cinoglu, 2010; Baydik & Bahap-Kudret, 2012; Beyazit, 2007; Ceylan-Aba, 2011; (")zgl'in, 2010; Tok
et al., 2008; Vatansever, 2008; Yilmaz & Agirtag, 2009) was that the sentence method was more effective in
reading comprehension and the SBSM was more effective in the early transition to reading.

Apart from the studies conducted considering typically developing individuals, the studies performed to
receive the opinions of teachers on teaching reading and writing considering ISN (Aker, 2009; Altindag-Kumas et
al., 2021; Basal & Batu, 2002; Bugday, 2015; Deniz, 2008; Eli¢in & Yikmis, 2015; Erdem, 2010; Kaksa, 2019;
Palas, 2017; Sengiil & Akgin, 2010; Tokta, 2008; Tokta & Avcioglu, 2012) determined that the SBSM was used
the most and when the sentence method was used, the syllabic period was observed to be stuck in. In the SBSM,
it was recommended to teach sounds first and then teach closed syllables. Studies aiming to teach reading and
writing to ISN and employing single-subject research designs examined the effectiveness of the simultaneous
prompting procedure (Eyidogan, 2005; Ozak & Avcioglu, 2007), the program presented on the tablet computer
using the graduated guidance technique (Eligin et al., 2015), and special education counseling (Kircaali-iftar &
Diizkantar, 1999) in reading and writing. There are also studies comparing the effectiveness of the verbal and
graphic feedback using the direct teaching method (Giizel-Ozmen et al., 2010), and the SBSM and sentence
methods in teaching the letters, syllables, words, and sentences in the second group (Segcil-Karamuklu, 2018).
Apart from these studies, studies using the constant time delay procedure were also conducted, and there are also
studies aiming at teaching words to ISN (Appelman et al., 2014; Hooper et al., 2014; Hughes & Fredrick, 2006;
Swain et al., 2014) and reading labels on products (Dogoe et al., 2011).

All studies on ISN were conducted by making adaptations that facilitated reading and writing, a functional
academic skill, and it was attempted to explore the adaptation that ensured easier learning in a shorter time.
Regardless of the method used to teach reading and writing, it has been found that ISN receiving education through
inclusion/integration cannot learn at the same pace as their peers (Giirgiir et al., 2012) and experience difficulties
with learning (Sadioglu et al., 2012). It has been emphasized that adaptations should be made to the program used
(Tokta & Avcioglu, 2012) and supportive measures (MoNE, 2018) should be taken. The importance of including
repetitions according to the brain-based learning theory and instilling the belief in the necessity of learning to read
and write (Caine & Caine, 2018) has been mentioned. Likewise, as in Bloom’s (1976) mastery learning theory,
supportive measures such as planning, criteria setting, and providing adequate help at the right place and time have
also been emphasized. Basal and Batu (2002) also indicated that it was important to increase the competence of
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teachers in using different methods and techniques during teaching reading and writing and to choose and adapt
methods and techniques suitable for students' individual characteristics.

Studies conducted to obtain the opinions of teachers on teaching reading and writing and methods used
have shown that teachers made different suggestions. In these studies, suggestions, such as first teaching closed
syllables (Tokta & Avcioglu, 2012), using the vertical basic script instead of the close cursive script (Aktiirk, 2009;
Erdem, 2010; Kanmaz, 2007, Ozgﬁn, 2010), first teaching vowels (Aktiirk, 2009; Ozgﬁn, 2010; Tokta, 2008),
changing the order of the sounds given, giving priority to continuous consonants among the consonants (Aktiirk,
2009; Ozcan & Ozcan, 2016), extending the teaching of the first letters taught and reading and writing to a longer
period of time, and including more repetition (Ozcan & Ozcan, 2016), have been expressed during the use of the
SBSM.

Upon reviewing the studies conducted, no applied research in which teaching reading and writing with
the SBSM to typically developing children was used by adapting it to ISN was found. It was seen that the number
of studies targeting teaching reading and writing and the skills aimed to be taught in these studies were limited.
Furthermore, studies in which teachers’ opinions were obtained showed that teachers generally approached the
SBSM in a negative way. Concerning the SBSM, negative aspects, such as students experiencing difficulties in
reaching open syllables and learning open syllables (Aktiirk, 2009; Karaman & Yurduseven, 2008; Ozcan &
Ozcan, 2016; Ozsoy, 2006; Yurduseven, 2007), taking a long time to read by spelling, and students having
difficulties in both reading and writing words consisting of two and more syllables (Bektas, 2007; Ceylan-Aba,
2011; Karaman & Yurduseven, 2008; Ozsoy, 2006; Uslu, 2014), were mentioned. In addition to these, negative
aspects, such as the reading and writing process taking a long time (Aker, 2009); incomplete spelling of letters in
words, misspelling of words (Ozcan & Ozcan, 2016; Secil-Karamuklu, 2018); negative impact on writing (Tokta,
2008); the incorrect and incomplete spelling of letters, syllables, and words for a long time (Bektas, 2007; Ozsoy,
2006), were also indicated. Moreover, negative aspects, such as slowing down the reading speed (Ceylan-Aba,
2011; Karaman & Yurduseven, 2008; Tokta, 2008) and slowing down the writing speed (Karaman & Yurduseven,
2008; Yurduseven, 2007), were also emphasized.

It was thought that these difficulties and contradictions, which were determined by considering all the
information obtained from the research, could be eliminated with an application based on solid theoretical
foundations. In this study, it was decided to create an adaptation systematic that could be changed according to
systematic and individual characteristics in the teaching of reading and writing skills. These adaptations were
systematized according to the Applied Behavior Analysis (ABA) approach, a scientifically based approach known
to be effective in the education of ISN. According to ABA, complex skills must be analyzed to facilitate their
learning. The reading and writing skill, one of the functional academic skills, is also a complex chain skill. It is an
academic skill that involves concept teaching within the reading and writing skill and teaching more than one
behavior. The differentiation in skill and concept analysis and teaching was ensured by performing analysis
according to the presentation style within the scope of ABA. Furthermore, according to the SBSM, the instructional
adaptation of reading and writing in letter groups was attempted to be facilitated by conducting analysis according
to the order in which it was performed within the scope of ABA and by analyzing according to the level of
difficulty. Hence, it was decided in the study to teach closed syllables first after the teaching of sounds/letters,
systematize transitions with criterion-dependent studies as indexed to full learning, and use the constant time delay
procedure (CTDP), a teaching method based on ABA (Diizkantar, 2017a).

One of the important reasons for selecting the CTDP is that it was indicated as effective in teaching
academic skills in the literature. Schuster et al. (1998) conducted a literature review to determine studies on the
CTDP. These studies showed that the CTDP was effective in teaching academic skills, such as teaching word
reading (Gast et al., 1988), teaching orthographic rules (Stevens & Schuster, 1987), and teaching number
identification (Ault et al., 1988). Moreover, it was found to be effective when used in teaching different chain
skills, such as cooking skills (Schuster et al., 1988), laundry skills (Miller & Test, 1989), and ATM use (McDonnell
& Ferguson, 1989). The CTDP was reported to be particularly effective when used to teach students from different
diagnostic groups, such as students with intellectual disabilities, ASD, learning disability, and multiple disabilities
(Ault et al., 1988; Handen & Zane, 1987; Schoen & Sivil, 1989; Stevens & Schuster, 1987).

If reading and writing can be taught to ISN by making adaptations based on ABA, it will set an example
of application for primary school teachers in the context of offering a different way of learning to read and write
without having to move away from the general education setting. It was thought that adaptations to be made for
ISN to stay in inclusive classrooms and learn to read and write with the SBSM in the curriculum would also
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contribute to their typically developing peers since they would create an opportunity for learning in the classroom
for their peers who had not been diagnosed but who experienced learning difficulties. It was deemed appropriate
to conduct this study in order to present to teachers a model aiming to eliminate the difficulties listed in previous
studies for these indicated purposes and the SBSM.

This study, which was performed by considering the mentioned situations, aimed to reveal whether the
CTDP was effective in teaching reading and writing to ISN with the SBSM. In line with this purpose, answers to
the following questions were sought: whether the CTDP was effective in teaching reading and writing to ISN with
the SBSM; whether the acquired reading and writing skills were maintained 1, 2, and 4 weeks after the end of the
intervention; whether the acquired reading and writing skills were generalized across different materials and
persons. Furthermore, it was also aimed to determine the opinions of parents and primary school teachers about
learning reading and writing skills by ISN.

Method

Participants

To determine participants, first, the school administrators were interviewed, and children who received
education in the inclusive setting and did not learn to read and write were determined. Face-to-face interviews
were conducted with the families of the children determined, and during the pre-selection sessions organized, it
was checked whether the children had pre-requisite skills, such as (a) having not learned to read and write, (b)
holding a pencil correctly, (c) receiving instructions (e.g., take the pencil, wait, etc.), (d) reacting appropriately
when modeled verbally, (e) writing the modeled letters and lines as symbols, and (f) sitting for twenty minutes.
The pre-requisite skills form was marked during the face-to-face individual evaluation of fifteen students. As a
result of the evaluation, it was decided to start the study with four participants who had the pre-requisite skills and
whose families allowed them to participate in the study. However, one participant dropped out of the study during
the baseline data collection process. Therefore, information about the fourth participant was not provided. The
study was conducted with three participants. Of these, two were girls and one was a boy, attending the second
grade as full-day co-teaching inclusive students in the 2019-2020 academic year. The names used in the study are
not the participants’ real names.

Kerem (7 years old) was a student with special needs. He had an intellectual disability and was attending
the second grade as a full-day co-teaching inclusive student as of September 1, 2019. It was found that he received
a total of 68 intelligence quotient points from the Wechsler Intelligence Scale for Children-Revised (WISC-R) and
was at the borderline intelligence level. Considering Kerem’s performance with regard to reading and writing
skills, he was seen to be at the letter level.

Saadet (7 years old) was a student with special needs. She had an intellectual disability and was attending
the second grade as a full-day co-teaching inclusive student as of September 1, 2019. It was found that she received
a total of 76 intelligence quotient points from the WISC-R intelligence test and was at the borderline intelligence
level. Considering Saadet’s performance with regard to reading and writing skills, she was seen to be at the letter
level.

Emine (7 years old) was a student with special needs. She had an intellectual disability and was attending
the second grade as a full-day co-teaching inclusive student as of September 1, 2019. It was found that she received
a total of 76 intelligence quotient points from the WISC-R intelligence test and was at the borderline intelligence
level. Considering Emine’s performance with regard to reading and writing skills, she was seen to be at the letter
level.

Researchers

The implementer was the first author of this study. The first author, who had a doctorate in the education
of the mentally handicapped and was a faculty member at the special education teaching department, carried out
the entire intervention. The first author has studies in which functional academic skills are taught with errorless
teaching methods. The person involved in the study’s reliability has the title of associate professor in the field of
special education. The observer, who also has a special education teaching background, is an academician who
has conducted and published applied research on teaching academic skills. This person, who currently works as
Assoc. Prof., has studies in which functional academic skills are taught with errorless teaching methods, skill and
concept analysis.
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Setting

The study was performed in a classroom on the fourth floor of a four-storey primary school in a district
of Istanbul. The two tables in front of the teacher's desk were joined together, and the sessions were held in such
a way that the implementer and the student sat side by side (the implementer on the right, the student on the left
of the implementer) and facing the blackboard.

Materials

Cards were prepared in such as way that a sentence was written on % of A4 white thick cardboard, a
syllable was written on the % of the cardboard, and a word was written on the other % of the cardboard to be used
in teaching the reading skill in intervention, probe, and maintenance sessions. The text on these cards was written
in black, Century Gothic font. The lowercase | was written in Euphemia, whereas the lowercase y was written in
the Segoe Print font. Concerning the font size, letters, two-letter closed and open syllables were written with 150-
250 points, three-letter monosyllables and two syllables were written with 100 points, and words and sentences
were written with 45-75 points. An A5 lined notebook, pencil, eraser, and sharpener were used for teaching the
writing skill in intervention, probe, maintenance, and interpersonal generalization sessions. A laptop computer was
used for teaching the writing skill in the generalization across materials session. A video camera and tripod were
used to record all sessions of the intervention.

Research Design

A multiple probe design across behaviors, one of the single-subject research designs, was employed. In
this design, baseline data for all behaviors are collected simultaneously. Intervention for the first behavior is started
after stable data for all behaviors are acquired. The other behaviors are not taught. A probe session is organized
for all behaviors after stable data are obtained for the first behavior. Then, the next behavior is taught, and the
process continues in this way (Tekin-iftar & Kircaali-Iftar, 2020).

Dependent and Independent Variables

The dependent variable of the study is the learning level of the reading and writing skills based on the
sound groups determined according to the SBSM. The teaching order in the SBSM was followed exactly. However,
the cumulative teaching systematic in the normal teaching flow was not used. In parallel with the analysis of the
difficulty level of the target behavior, criterion-dependent sub-behaviors were created. The study’s independent
variable is implementing the CTDP. In the intervention, a process adaptation based on the analysis was performed
according to the presentation format included in the structural analysis. This adaptation exactly coincides with the
CTDP systematic.

In the present study, the SBSM was analyzed according to difficulty level based on ABA, and cumulative
(snowball) teaching practice was avoided by studying each stage based on meeting the criterion. First, it was aimed
to teach the letters in the first sound group (e-l-a-k-i-n), and after the criterion was met, it was aimed to teach first
closed syllables (e.g., al, el) and then open syllables (e.g., le, ki) among two-sound syllables. After the criterion
was met in two-sound syllables, in three-letter syllables, it was aimed to teach first three-letter monosyllables (e.g.,
lek, lik) and then three-letter two syllables (e.g., eli, eke, Ali) to prepare the students for word reading. It was
aimed to teach words (consisting of four and more letters) after the criterion in syllables was met and teach
sentences (consisting of two, three, four, and five words with and without suffixes) after the criterion in words was
also met. This process was planned in the same way for the letters in the second sound group (0-m-u-t-ii-y) and
the third group (o-l-u-k-ii-n-e-m-a-t-i-y), consisting of combinations of the letters in these two groups. Since
analysis according to the difficulty level based on ABA was employed in the present study, it was addressed as
the third target behavior because the cumulative (snowball) teaching intervention was avoided for syllables and
words consisting of consonant sounds in the first sound group and vowels in the second sound group, consonants
in the second sound group and vowels in the first sound group. Thus, it was ensured that there were no syllables
and words not taught. By considering 6 sub-behaviors in each target behavior, it was attempted to ensure that the
target behaviors did not affect each other but had equal difficulty levels. Furthermore, according to the presentation
style made in accordance with ABA, a planning was made in the form of reading with syllable emphasis despite
the sampling of enclisis with the analysis-based staging, and similarly, the words were read and written as a whole,
although the previously learned syllables were repeated. In accordance with the principle of repetition, stated to
contribute positively to learning in mastery learning and brain-based learning theories, twenty trials were included
in an intervention session. This planning enabled different learning theories to be put into practice with the ABA
systematic (Diizkantar, 2017b). In the intervention sessions conducted for each participant, a total of three
behaviors and a total of eighteen sub-behaviors, six in each behavior, were taught to be used both in the teaching
of reading and writing skills. Table 1 contains these behaviors and instructional sets.
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Table 1
The Three Behaviors and the Names of the Instructional Sets Included in These Three Behaviors
First behavior Second behavior Third behavior
Behaviors that the participant should Behaviors that the participant Behaviors that the participant should
acquire regarding the letters in the first ~ should acquire regarding the letters  acquire regarding the letters in the third
group (e-l-a-k-i-n) in the second group (0-m-u-t-ii-y) group (0-l-u-k-ii-n-e-m-a-t-i-y)
Closed syllables consisting of two Closed syllables consisting of two Closed syllables consisting of two letters
letters letters
Open syllables consisting of two letters Olzftr;rzyllables consisting of two Open syllables consisting of two letters
Monosyllables consisting of three Monosyllables consisting of three Monosyllables consisting of three letters
letters letters
Two syllables consisting of three letters metct)esrzllables consisting of three Two syllables consisting of three letters
One-two-three-syllable words One-two-three-syllable words Two-three-syllable words consisting of
consisting of four-five letters consisting of four-five letters four-five letters
Sentences without suffixes Sentences with no suffixes and with Sentences with no suffixes and with
suffixes suffixes

Probe Sessions

Before starting the intervention and after meeting the criterion in the sentence sub-behavior, the last sub-
behavior in each behavior, a total of four probe sessions were held to determine the participants’ performance
regarding the sentence sub-behavior in all three behaviors. In the probe sessions, five sentences were expected to
be read and written independently for each behavior in both reading and writing. Three sessions were conducted
in all multiple probe sessions. The process followed in the probe sessions is presented below. The implementer
presented an attention-grabbing prompt to the participant (e.g., “Now we will study reading and writing with you,
are you ready?”). After the participant expressed that he/she was ready, the target stimulus (e.g., “Read”) was
presented. The participant's response was waited for five seconds. The participant’s correct responses were
reinforced, and the incorrect responses were ignored, and the target stimulus was presented for the next sentence.

Intervention Sessions

Before starting the study, a pilot study was carried out with two participants with SN, one of whom was
going to start the first grade and the other was going to start the second grade and had not learned to read and write.
The intervention sessions were started with teaching closed syllables, the first sub-behavior in the first behavior.
Considering the reactions before the controlling prompt in the intervention sessions conducted with the CTDT for
the teaching of reading and writing skills in this sub-behavior, when the 100% criterion for both reading and
writing was met for three consecutive days, teaching was terminated in this sub-behavior. Afterward, the second
sub-behavior (open syllables) was taught. The process above was followed for all other sub-behaviors
(monosyllables consisting of three letters, two syllables consisting of three letters, words, and sentences) in the
first behavior. Six sub-behaviors in the second behavior were taught to the participant who reached the criterion
in all sub-behaviors in the first behavior. The sub-behaviors of the third behavior were taught to the participant
who reached the criterion in the sub-behaviors of the second behavior. The data on sentences, the last sub-behavior
in each behavior, are shown in the graph in the findings section.

The number of instructional sets was determined as ten for syllables and words and five for sentences.
When the number of syllables and words in the taught sub-behaviors was less than ten (e.g., the number of closed
syllables in the first behavior is nine), a different order was created for each intervention day by shuffling the cards,
and closed syllables were taught in accordance with this order. When the number of syllables and words in the
sub-behavior taught was more than ten (e.g., the number of three-letter monosyllables in the first behavior is
twenty-eight [lel, lak, nil, ilk, etc.]), all existing syllables were shuffled, and every third-ranked card was selected
randomly. For the sentence sub-behaviors in all three behaviors, the cards on which the existing sentences were
written were shuffled, and every third-ranked card was selected randomly. This process, described for the sub-
behavior studied on each intervention day, was repeated.

A planning was made for each participant as three intervention sessions, four days a week and every day.
During the first intervention session held every day, zero-second time delay trials (ZSTDTSs) and reading and
writing teaching were carried out together, and then activity reinforcement was presented. In the second
intervention session held after the activity reinforcement, reading was taught with constant time delay trials
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(CTDTs), and then the activity reinforcement was repeated. In the third intervention session conducted later,
writing was taught with CTDTs, and then activity reinforcement was presented. The intervention was terminated
after this activity reinforcement. The instructional set determined for the sub-behavior studied on each intervention
day was realized as a total of twenty trials, five trials of reading and five trials of writing with ZSTDTs; five trials
of reading with CTDTs and five trials of writing with CTDTs. For example, all of the closed syllables (al, el, il,
an, en, in, ak, ek, ik) in the first behavior were read and written five times in the first intervention session with
ZSTDTs. They were read five times respectively with CTDTSs in the second intervention session and written five
times respectively with CTDTSs in the third intervention session.

In ZSTDTs, the implementer presented an attention-grabbing prompt to the participant (e.g., “We are
going to work on reading and writing with you now, are you ready?”). After the participant stated that he/she was
ready, the target stimulus (e.g., “Read”) was presented. The model prompt (e.9., “ek”), which was the controlling
prompt, was presented immediately after it. In CTDTSs, the implementer presented the attention-grabbing prompt
to the participant (e.g., “We are going to work on writing with you now, are you ready?”). The target stimulus
(e.g., “Write”) was presented after the participant expressed that he/she was ready. The participant’s response was
waited for five seconds. In CTDTs, the participant’s correct responses before the controlling prompt were
reinforced (e.g., “Well done”). When the participant did not respond or gave an incorrect response, the implementer
presented the controlling prompt again and passed to the next target stimulus. In teaching reading and writing with
ZSTDTs and CTDTs, the participant acquired a symbol reinforcer (e.g., “Star”) after each trial and acquired an
activity reinforcer (e.g., “Bubble blowing”) at the end of five trials. The interval between trials was set at 5-10
seconds. A time of 2-3 minutes was allocated for activity reinforcement after teaching reading and writing with
ZSTDTs, after teaching reading with CTDTSs, and after teaching writing with CTDTSs.

Generalization and Maintenance Sessions

In the research, interpersonal generalization and generalization across materials studies were carried out.
In interpersonal generalization, the participants were expected to both read and write five sentences in each
behavior next to a different person other than the implementer. In generalization across materials, the participants
were expected to read the sentences on the computer and write the sentences pronounced on the computer. In
generalization, the pre-test and post-test model was used for testing. While maintenance sessions were planned to
be held 1, 2, and 4 weeks after the end of the intervention, they were held four months later due to the Covid-19
pandemic. The process in the probe sessions was followed in the maintenance sessions. Responses expected from
the students in both the maintenance and generalization sessions were the same as in the probe sessions.

Data Collection and Analysis

Conducting this study was deemed ethically appropriate by the ethics committee of human research in
social sciences at the 2019/06 meeting with the protocol number 2019/233 and dated 04.07.2019. Participant
consent forms were signed by the families.

Collection and Analysis of Effectiveness Data

The correct responses, incorrect responses, and non-responses of the participants in the baseline,
intervention, multiple probe, generalization, and maintenance sessions were recorded in the data recording forms,
and these data were calculated using the formula of “Correct response percentage = Number of correct responses
/ Total number of responses x 100” (Tekin-iftar, 2012). The obtained results were reflected on the graphs and
analyzed.

Collection and Analysis of Reliability Data

In the study, two types of reliability data were collected concerning the dependent and independent
variables. To collect the interobserver agreement data with regard to the dependent variable, 30% of all sessions
were selected in an unbiased way. In these sessions selected, the interobserver agreement data for the intervention
sessions were processed into data recording forms, and these data were analyzed using the formula “(Interobserver
agreement) / (Interobserver agreement + Interobserver disagreement) x 100” (Erbas, 2012). In the intervention
sessions conducted with all three participants both with ZSTDTs and CTDTs, the interobserver agreement data
range was found to be 97-100% in the multiple probe, maintenance, and generalization sessions conducted with
two participants who completed the intervention. To collect the procedural fidelity data regarding the independent
variable, 30% of all sessions were selected in an unbiased way. The procedural fidelity data for the intervention
sessions were processed into data recording forms, and these data were analyzed using the formula “(Observed

Ari etal. 2023, 24(2)



THE EFFECTIVENESS OF THE CONSTANT TIME DELAY PROCEDURE IN TEACHING READING AND WRITING WITH 261
THE SOUND-BASED SENTENCE METHOD

researcher behavior) / (Planned researcher behavior) x 100” (Erbas, 2012). Considering the procedural fidelity
data, in the intervention sessions conducted with all three participants with both ZSTDTs and CTDTSs, the
procedural fidelity range in preparing materials, presenting attention-grabbing prompts, presenting target stimuli,
waiting for the response interval, presenting the controlling prompt, responding appropriately, and reinforcing was
96.2-100%. In the multiple probe, maintenance, and generalization sessions conducted with two participants who
completed the intervention, the procedural fidelity data were found to be 100%.

Collection and Analysis of Social Validity Data

In the present study, social validity data were collected through subjective evaluation. To acquire social
validity data, social validity questionnaires were prepared for the participants' families (mother and/or father) and
primary school teachers. To collect social validity data from the participants’ families, the questions in the social
validity form were asked to the mothers of two participants and both parents of one participant by holding
individual interviews with each family, and the interview was voice-recorded. Before the seven questions prepared
as open-ended were asked to the participants’ families, some videos were shown about their children. After the
interview, the voice-recorded data were transcribed and analyzed descriptively.

To collect social validity data from primary school teachers, individual interviews were conducted with two
primary school teachers, and some videos were shown to them. Information about the CTDP, ZSTDTs, and CTDTs
was shared before the videos. Information was provided about the skill analysis conducted in the study, sub-
behaviors (closed syllables, open syllables, three-letter monosyllables, three-letter two syllables, words, and
sentences), not switching to another sub-behavior without meeting the criterion completely in both reading and
writing in a sub-behavior, reading and writing syllables, words, and sentences as a whole without enclisis, and
doing many repetitions. After providing this information, the teachers' social validity questionnaire consisting of
thirteen questions, prepared as open-ended, was given, and they were asked to read the questions in this form.
After they stated that there was no incomprehensible situation, they were asked to answer the questions in this
form alone, without the implementer.

Findings

The obtained data demonstrated that the CTDP was effective in teaching reading and writing with the
SBSM in all sub-behaviors of all three behaviors to two participants. It was found to be effective in teaching the
first three sub-behaviors of the first behavior to the third participant, whose education was terminated due to the
Covid-19 pandemic. The findings concerning the effectiveness of the CTDP in teaching reading and writing with
the SBSM to individuals with special needs are shown using line graphs to easily observe the learning process of
the sub-behaviors in all three behaviors. The graph contains the data acquired in three phases: multiple probe,
intervention, and maintenance sessions. The data in the intervention section of the graph are the data on the
sentence sub-behaviors, the last sub-behavior in each behavior. In the baseline phase, the first multiple probe
session among the four multiple probe sessions included in the graphs, there are data on the participants’
performance with regard to reading and writing skills before starting the intervention. The data in the multiple
probe and maintenance sessions in the graph are the data on the sentences that differed from the sentences taught
in the intervention sessions.

As seen in Figure 1, Kerem’s level in reading and writing skills was 0% in all three sessions of the first
multiple probe sessions conducted to determine his performance before the intervention was started in three
behaviors related to reading and writing skills. After stable data were obtained in the baseline sessions held during
the baseline phase, all sub-behaviors of the first sound group were studied gradually based on meeting the criterion.
It was seen that the participant gave 100% correct responses to the reading and writing skills of the first behavior
in the second probe session conducted after the criterion was met in all sub-behaviors of the first behavior.
Meanwhile, it was observed that the performance level in the second and third behaviors that were not taught was
still zero. The participant gave 100% correct responses to the reading and writing skills of the first and second
behavior in the third probe session, conducted after the criterion was met in all sub-behaviors of the second
behavior. Meanwhile, it was observed that there was a performance differentiation based on spontaneous
generalization in the reading skill in the third behavior that was not taught. In the fourth probe session conducted
after the criterion was met in all sub-behaviors of the third behavior, the participant responded 100% correctly to
the reading and writing skills of the first, second, and third behaviors. Kerem learned all sub-behaviors in the first,
second, and third behaviors in approximately 55, 11, and 7 hours, respectively. The maintenance sessions, which
were planned to be conducted one, two, and four weeks after the end of the intervention, were held four months
later due to the Covid-19 pandemic. The participant gave 100% correct responses in both reading and writing skills
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in the maintenance sessions. These data demonstrated that the learned reading and writing skills were not forgotten
and were permanent. Kerem gave 0% correct responses in the pre-test sessions organized for both generalization
across materials (GAM) and interpersonal generalization (IPG) and gave 100% correct responses in the post-test
sessions. According to these data, it can be concluded that Kerem generalized the acquired skills across different
persons and materials.

As seen in Figure 2, Saadet's level in reading and writing skills was 0% in all three sessions of the first
multiple probe sessions, held to determine her performance before the intervention was started in three behaviors
related to reading and writing skills. After stable data were acquired in the baseline sessions conducted during the
baseline phase, all sub-behaviors of the first sound group were studied gradually based on meeting the criterion. It
was seen that the participant gave 100% correct responses to the reading and writing skills of the first behavior in
the second probe session held after the criterion was met in all sub-behaviors of the first behavior. Meanwhile,
there was a performance differentiation based on spontaneous generalization in reading and writing skills in the
second and third behaviors that were not taught. The participant gave 100% correct responses to the reading and
writing skills of the first and second behaviors in the third probe session, held after the criterion was met in all
sub-behaviors of the second behavior. There was a performance differentiation based on spontaneous
generalization in reading and writing skills in the third behavior that was not taught. Although the participant
responded 100% correctly for the reading skill in the third behavior that was not taught, it was continued with
teaching the third behavior since it was expected to reach a 100% criterion simultaneously in both reading and
writing. The participant responded 100% correctly to the reading and writing skills of the first, second, and third
behaviors in the fourth probe session conducted after the criterion was met in all sub-behaviors of the third
behavior. Saadet learned all sub-behaviors in the first, second, and third behaviors in approximately 39, 6, and 6
hours, respectively. The maintenance sessions, which were planned to be conducted one, two, and four weeks after
the end of the intervention, were held four months later due to the Covid-19 pandemic. The participant gave 100%
correct responses in both reading and writing skills in the maintenance sessions. These data showed that the learned
reading and writing skills were not forgotten and were permanent. Saadet gave 0% correct responses in the pre-
test sessions and gave 100% correct responses in the post-test sessions organized for both generalization across
materials (GAM) and interpersonal generalization (IPG). Based on these data, it can be concluded that Saadet
generalized the acquired skills across different persons and materials.

Figure 1

Kerem’s Correct Response Percentages in the Baseline, Intervention, Multiple Probe, Maintenance, and Generalization
Sessions Regarding the Reading and Writing Skills in the Sentence Sub-behaviors in the First, Second, and Third Behaviors
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Emine, the third participant whose teaching could not be completed due to the Covid-19 pandemic,
learned closed syllables in 41 intervention sessions, three-letter monosyllables in 20 intervention sessions, and
three-letter two syllables in 50 intervention sessions, among the sub-behaviors of the first behavior. The teaching
of the fourth sub-behavior, three-letter two syllables, was terminated by the family due to the pandemic before
stable data were acquired.

In the social validity findings, the parents stated that they found teaching the reading and writing skills
important, were satisfied with their children’s participation in the study, there were differences in their children’s
reading and writing skills, and they wanted to participate in similar studies. The primary school teachers indicated
that they wanted to use the CTDP in individual education, they wanted to use the adaptations regarding the level
of difficulty in the SBSM (first letters, then closed syllables, open syllables, three-letter monosyllables, words,
sentences, respectively) in teaching reading and writing both to all students and individually in the classroom
environment, and found the criterion important and necessary. While a primary school teacher stated that enclisis
was necessary, another primary school teacher indicated that enclisis worked for some students on an individual
basis, whereas it caused complete confusion in other students.

Figure 2

Saadet’s Correct Response Percentages in the Baseline, Intervention, Multiple Probe, Maintenance, and Generalization
Sessions Regarding the Reading and Writing Skills in the Sentence Sub-behaviors in the First, Second, and Third Behaviors
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Discussion

The studies have found the CTDP to be effective in teaching chain skills (McDonnell & Ferguson, 1989;
Miller & Test, 1989; Schuster et al., 1988) and functional academic skills (Appelman et al., 2014; Ault et al., 1988;
Gast et al., 1988; Hooper et al., 2014; Hughes & Fredrick, 2006; Stevens & Schuster, 1987; Swain et al., 2014).
In the present study, two participants acquired all sub-behaviors in all three behaviors, whereas one participant
acquired the first three sub-behaviors in the first behavior. These findings demonstrated that the CTDP was
effective in teaching reading and writing with the SBSM to individuals with intellectual disabilities (1I1D), who
were this study’s participants. As in this study, in the study by Eyidogan (2005) who performed an instructional
adaptation based on ABA, instructional adaptation was made with analysis-based staging according to the
difficulty level and presentation style in the teaching of reading and writing conducted with the sentence analysis
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method, and it was found to be effective. As in this study, in the study by Ozak and Avcioglu (2007), the skill of
reading words indicating place and direction was taught by the CTDP, and the method was found to be effective.
The findings demonstrated that both analysis-based staging that facilitates the acquisition of target behavior and
systematic programming with appropriate method selection would contribute to achieving the expected effect
when teaching reading and writing skills to 11D.

It was found that teaching with a tablet computer using the graduated guidance technique (Eligin et al.,
2015) and teaching with the sentence method in which instructional adaptation with ABA-based staging was used
(Kircaali-iftar & Diizkantar, 1999) were effective in acquiring reading and writing skills. This study obtained a
similar result by performing the adaptations suggested in the mentioned studies, an application similar to the
teaching systematic with the sentence method, and a criterion-based non-cumulative application. In the study in
which graphical feedback was found to be more effective than verbal feedback, Giizel-Ozmen et al.'s (2010)
teaching recommendation based on meeting criteria in pre-requisite skills was also considered in this study, and
similar results were acquired.

In the study, 55.5% of the total number and duration of the intervention sessions conducted for the two
participants who completed the teaching were realized in the teaching of the first three sub-behaviors in the first
behavior (closed syllables, open syllables, three-letter monosyllables). These findings demonstrate that the study
participants had not had a learning experience before and the basis of learning reading and writing skills with the
CTDP was realized in the first behavior. Since the implementer was sure that she was using a scientifically valid
method in the systematized interventions, she did not worry about failing and continued the intervention with the
same determination. It is thought that the participants' understanding the logic of reading and writing in the first
behavior contributes to their faster learning of the syllables, words, and sentences in the second and third behaviors.
This finding is inconsistent with studies revealing that students have difficulties in reaching and learning open
syllables in the SBSM (Aktiirk, 2009; Karaman & Yurduseven, 2008; Ozcan & Ozcan, 2016; Ozsoy, 2006;
Yurduseven, 2007). It is not parallel with studies suggesting that students read by spelling and experience
difficulties in both reading and writing words that consist of two and more syllables in teaching with the SBSM
(Bektas, 2007; Ceylan-Aba, 2011; Karaman & Yurduseven, 2008; Ozsoy, 2006; Uslu, 2014). The findings of the
present study differ from the findings of the studies showing that the reading and writing process takes a long time
(Aker, 2009); it adversely affects writing (Tokta, 2008) such as incomplete spelling of letters in words and
misspelling of words (Ozcan & Ozcan, 2016; Secil-Karamuklu, 2018); determining that incorrect and incomplete
spelling of letters, syllables, and words continues for a long time (Bektas, 2007; Ozsoy, 2006); indicating that it
slows down the reading speed (Ceylan-Aba, 2011; Karaman & Yurduseven, 2008; Tokta, 2008) and the writing
speed (Karaman & Yurduseven, 2008; Yurduseven, 2007). In these studies, both the antecedent, the target
behavior, and the consequence were adapted simultaneously based on ABA, and the intervention was completed
with a teaching method systematic based on ABA. Hence, none of the difficulties attributed to the SBSM were
experienced. It was shown that errors could be prevented when the analyses and adaptations based on ABA were
made as required and put into practice. Instead of changing the method and technique that teachers working with
IID frequently apply in their practices, it can be recommended to maintain their practices with a very
comprehensively planned and known effective method. Moreover, it must be underlined that the structural analysis
of the skill should be known to facilitate the learning of target behaviors, which are complex chain skills such as
reading and writing. Special education teachers should be provided with this competency during their
undergraduate education. It was seen that learning of the target behavior became easier owing to cumulative
teaching, which was eliminated by conducting analysis according to the presentation style. Therefore, teaching the
links of the chain independently and then turning them into a chain should be kept in mind as an alternative
intervention in teaching complex chain behaviors.

The study by Altindag-Kumas et al. (2021) found that teachers used the same method for different reading
and writing difficulties experienced by ISN. This study showed that instead of searching for different methods or
using the SBSM in practice as it is, this method facilitated learning to read and write by being analyzed based on
ABA and, and as a result, it would make it easier for 11D to stay in inclusive classrooms. The study by Giirgiir et
al. (2012) identified that ISN could not learn at the same pace. This study showed that Saadet learned all the sub-
behaviors in the first behavior in 16 hours less than Kerem, and this difference decreased to 6 hours in the second
behavior and 1 hour in the third behavior. Thus, individual differences in learning speed decreased as the study
progressed, showing that although 11D could not learn at the same pace as their peers, they could learn with the
same method and remain close to their friends. Additionally, it was observed that the participants achieved reading
skills faster than writing skills. It is thought that the problem of inequality between reading and writing (Bugday,
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2015) can be eliminated if as in this study, it is aimed to teach writing, which involves all mental, visual-perceptual,
and physical components (Giines, 2019), together with reading that requires less effort than writing, and the next
target skill is not started to be taught until the criterion is not met in both reading and writing in the target skill
worked on.

In studies suggesting that adaptation should be made in the programs of ISN (Tokta & Avcioglu, 2012)
because ISN receiving education through inclusion/integration could not learn at the same pace as their peers
(Giirgtir et al., 2012) and experienced difficulties with learning (Sadioglu et al., 2012), it was recommended that
teachers use different methods and techniques and conduct studies suitable for the individual characteristics of
students (Basal & Batu, 2002). In the present study, an example was set in order for teachers to continue their
attempts to cope with numerous problematic situations indicated in the research, if they had the ability to adapt a
scientifically based method in detail in accordance with children’s characteristics.

The brain-based learning theory emphasized including repetition in teaching, creating a stress-free
environment during teaching, focusing on the attention of individuals, and making them believe that they could
learn (Caine & Caine, 2018). In mastery learning theory, Bloom (1976) stated that the behaviors desired to be
taught should be planned, students with learning difficulties should be helped at the right place and time, sufficient
time should be provided to them to learn these behaviors, and criteria should be determined. Furthermore, mastery
learning theory suggested that effective learning would be achieved with modifiable elements such as attitude
toward the lesson, time, prior learning, interest, belief in success, reinforcement, feedback, materials, and student
participation (Senemoglu, 2006; Tarakcioglu-Altinay, 2017; Yesilyurt, 2019). These important points mentioned
were considered, and all of these suggestions were used as intervention adaptations. As a result of these
intervention adaptations, it was seen that the study participants acquired reading and writing skills.

In addition to the acquisition, it was observed that the participants could generalize the acquired skills
both interpersonally and across materials in the interpersonal and generalization across materials sessions
conducted with two participants who learned all the sub-behaviors in all three behaviors. Furthermore, the findings
acquired in the maintenance sessions held after four months due to the closure of schools because of the Covid-19
pandemic to determine whether the acquired skills were permanent after the end of the intervention showed that
the participants did not forget the acquired skills. It can be said that the participants improved their reading and
writing skills and did not forget the acquired skills by repeating what was taught in the study process more easily
at home by themselves or under the guidance of their families during this four-month period. This finding differs
from the finding indicating that the skills learned in teaching reading and writing with the SBSM are quickly
forgotten (Tokta, 2008). Similar to a study carried out (Eling et al., 2015), social validity data were collected from
the families and primary school teachers of the participants in the current study, and the data acquired can suggest
that the research is socially valid.

The strength of this study is that it aimed to teach both reading and writing skills simultaneously, and as
a result of the study, it was seen that both progressed together and the learning speed, which had been in favor of
reading in the beginning, was equalized as the study progressed. In light of the data obtained from this study, it
was predicted that as a result of teaching reading and writing in a short time, like forty minutes a day to 11D in an
inclusive setting, they would acquire the basis of these skills within two to three months. Thus, it is thought that it
will contribute to the establishment of a belief that they can learn reading and writing skills without separating 11D
from the inclusive setting. Moreover, it is considered to contribute to teachers' belief that the slow progress at the
early stages of reading and writing teaching is a process, that the learning speed progresses in the process, and that
they should not give up in this direction. In this study, it was taught to read syllables, words, and sentences as a
whole without combining sounds and spelling and write the said syllables, words, and sentences without making
sounds and spelling. The participants acquired reading and writing skills with teaching in this way. Another strong
aspect of the current study is that it provides an applicable model that eliminates the highlighted negative aspects
of the SBSM, such as spell reading, spell writing, and low reading and writing speed.

According to the results of this study, it can be suggested that a computer program should be created for
teaching reading and writing, taking the courage of the technological feature of ABA. As is known, it is the feature
of being technological, iterable, and repeatable. It is very easy to transfer the adaptations based on the analysis
performed in this study into a computer program. Thus, when the entire intervention is written in a detailed iterative
manner, the possibility of analysis and application errors is eliminated. This ensures that it is correctly iterable.
Thus, it can be said that a reading and writing process can be planned online, under the control of parents, if face-
to-face education is disrupted, such as under today's conditions. Moreover, this highly systematic adaptation, which
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will make reading and writing possible for all children in geographical regions with accessibility problems, can
create a widespread effect. In future research, the intervention can be repeated by forming small groups of two or
three people. Additionally, effectiveness and efficiency can be compared using different teaching methods in the
CTDRP. It can also be recommended to plan peer teaching after technology adaptation.

Since every study may have limitations, the current study also has three limitations; (a) letters in the first
and second groups, the syllables, words, and sentences consisting of these letters, and the syllables, words, and
sentences consisting of the combination of the letters in these two groups, (b) the beginning of the 2019-2020
academic year, (c) and 1D receiving education in primary schools in a district of Istanbul.
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Giris: Bu ¢alismada, sinif 6gretmenlerinin iistiin yetenekli 6grencilerin belirlenmesi, bilim ve sanat merkezlerine
aday gosterilmesi konusundaki deneyimlerinin incelenmesini amaglamaktadir.

Yontem: Bu arastirma, nitel arastirma desenlerinden biri olan fenomenoloji deseni kapsaminda yiiriitilmiistiir.
Arastirmanin ¢alisma grubu, amagli Ornekleme yoOntemlerinden biri olan o6lgiit 6rnekleme yontemi ile
belirlenmistir. Arastirmanin ¢alisma grubunu Istanbul ilinde gdrev yapan 15 smif 6gretmeni olusturmaktadir.
Arastirma verileri, arastirmacilar tarafindan gelistirilen yart yapilandirilmig goriisme formlari yoluyla elde
edilmistir. Elde edilen veriler igerik analizi ile analiz edilmistir. Verilerin analizinde arastirmaci ¢esitlemesinden
yararlanilmistir. Veri kaybini en aza indirmek igin veriler ses kayit cihazi ile kaydedilmistir.

Bulgular: Arastirmanin bulgularina gore, simif 6gretmenlerinin 6grencileri istiin yetenekli olarak tanimlarken
onlarin biligsel, duyussal ve sosyal Ozelliklerini dikkate aldiklar1 ve siirece baghi goézlemler yaptiklar
belirlenmistir.

Tartisma: {lgili literatiir incelendiginde iistiin zekali 5grencileri belirlemeye yonelik bircok 6zellik kullanilsa da
biligsel dzelliklerin listiin zekali 6grencileri belirlemede siklikla kullanildig tespit edilmistir.

Anahtar sozciikler: Ustiin yetenekli 6grenciler, sinif 6gretmenleri, bilim ve sanat merkezleri, deneyim.

Anf'igin: Erol, M., Gedik, O., & Demirtas, B. (2023). Sinif 6gretmenlerinin iistiin yetenekli 6grencileri belirleme,
bilim ve sanat merkezlerine aday gdsterme siirecine iliskin deneyimleri. Ankara Universitesi Egitim
Bilimleri Faliiltesi Ozel Egitim Dergisi, 24(2), 275-289
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Giris

Ustiin yetenegi tanilamada kullanilabilecek kesin bir l¢iitiin var olmayis1 nedeniyle birden fazla dlgiitiin
kullanilmas ile bircok tanimin ortaya ¢iktigi goriilmektedir (Trost, 2000). Ilgili literatiirde iistiin yetenekli
ogrencilere iligkin yapilan tanimlar incelendiginde iistiin yetenekli 6grencinin normal zekanin iistinde olma
durumu, zeka testlerinden yiiksek diizeyde puan alma durumu, yiiksek diizeyde merak ve dgrenme istegi, gorsel
sanatlarda belirgin yetenek, matematikte gelismis analitik yetenekler, genis kelime hazinesi, belirgin bir alana 6zgii
yiiksek kabiliyet, liderlik yetenegi, tiretici diisiinme yetenegi, 6zel ve genel akademik yetenek ve akranlarina gore
daha iyi performans sergileme durumu olarak tanimlandig1 gorillmektedir (Matthews & Foster, 2005; Nevo &
Rachmel, 2009; Plucker & Esping, 2014; Renzulli, 2012; Sternberg & Zhang, 1995; Van Tassel-Baska, 2005;
Tucker & Hafenstein, 1997). Ayrica {istiin yetenekli bireyler, sosyal-duygusal, psiko-motor ve zihinsel alanlarin
en az birinde veya yaraticilikta akranlarindan daha iyi olan ve gevresel faktorlerle bu yeteneklerini gelistirilip iist
diizey basar1 sergileyen bireylerdir (Gagne, 2005; Moon, 2007). Ustiin yetenekli &grencilerin en belirgin
ozelliklerini Davis (2006) ise “Ogrenmeye iliskin yiliksek motivasyonlariin olmasi, akranlarina kryasla daha hizli
ve derinlemesine 6grenme yeteneklerinin olmasi, aragtirmay1 sevmeleri, merakli ve yaratici olmalar1” olarak ifade
etmigtir. Bu tanimlar incelediginde {istiin yetenekli dgrencilerin bir¢cok alanda veya belirli bir alanda belirgin
ozellikler gdsterdigi sdylemek miimkiindiir.

Ustiin  yetenekli &grencilerin ~ dzellikleri onlarin  belirlenme ve yonlendirilme —siireglerini
kolaylagtirmaktadir. Belirleme siirecinde 6grencileri sinif i¢inde ve sosyal gevrelerinde c¢ok iyi takip etmek,
giindelik konusmalarindaki farkliliklar1 anlamaya ¢aligmak gerekmektedir (Smutny vd., 1997). Bu noktada simif
ogretmenleri iistiin yetenekli 6grencileri belirleme ve yonlendirme siirecinde dnemli bir role sahiptir (Clark, 2002;
Sanders & Rivers, 1996; Sanders vd., 1997; Siegle, 2001). Ciinkii simf 6gretmenleri iistiin yetenekli 6grencilerin
belirlenme siirecinde 6grencilerle etkilesime giren en etkin role sahip 6gretmendir.

Sinif dgretmenleri iistiin yetenekli 6grencileri belirleme siirecinde iistiine diisen bircok gorev oldugunu
soylemek miimkiindiir. Ozellikle yeterli uyaricinin oldugu iyi bir ¢cevre yaratma ve iist diizey diisiinme ortamlar
saglama (Feiring vd., 1997) smif dgretmenlerinin dncelikli gorevlerindendir. Ustiin yetenek, kalitim ve gevrenin
etkisiyle, diisiinme ve performansta etkili olan, nitelik ve nicelik olarak fark yaratan dinamik, uyarici ve etkilesime
dayali siireclerin sonucunda meydana geldiginden (Clark, 2013) smif dgretmenleri biitiin bu siiregleri dikkate
almalidir. Ustiin yetenekli 6grencilerin duygusal ve zihinsel algilar1 anlamdirabilme ve aktarabilme duyarlihigi da
yiiksektir (Roeper, 2008). Bu agidan iistiin yetenekli 6grencilerin duygusal-sosyal diinyasini anlamak da sinif
dgretmeninin iistiine diisen gérevlerdendir (Han vd., 2012). Tlkokul dénemlerinde kiiltiirel ve dil agisindan farkl
olan, sosyal iligkilerinde yetersiz olan, dezavantajli olan ya da yeteneklerini tam anlamiyla yansitamayan bazi
tistlin yetenekli 6grenciler bulunmaktadir (Johnsen, 2009). Bu durumda gerek d6gretmenleri gerekse anne-babalari
tarafindan istiin yetenekli Ogrencilerin belirlenme ve yonlendirilmesini zorlastirmaktadir. Bu agidan sinif
O0gretmenlerinin tistiin yetenekli 6grencilerin biligsel, duyussal, psiko-motor ve sosyal 6zelliklerini kesfetmesi,
ogrencilerin yeteneklerini desteklemesi, bu dgrencilere 6zgiir bir sinif ortami sunmasi, egitimi monotonluktan
¢ikarmasi ve 6grencilerin yaraticilik becerilerini desteklemesi olduk¢a dnemlidir (Maker & Nielson, 1996).

[lkokul 6grencileri iistiin yetenekli olarak tanilanmak, yetenek gelisimine 6zgii destekleri edinebilme ve
ilgili programlara kabul edilebilme seceneklerini de beraberinde getirmektedir. Ustiin yetenekli &grenciler
gelecegin en 6nemli iggiicli oldugundan (Watters & Diezmann, 2003) iilkeler iistiin yetenekli dgrencileri nasil
yetistirebileceklerine iliskin arastirmalar yapmaktadirlar (Jolly, 2009). Ulkeler bu 6grencilere yonelik kurumlar ve
farkli 6gretim programlart ile 6grencileri desteklemeyi amaglanmaktadir. Ciinkii iistiin yetenekli 6grencilerin
farklilagtirtlmis egitim programlari ile egitim hayatlarina devam etmesi gerekmektedir (Renzulli, 1999). Siegle
(2008)’da tistiin yetenekli 6grencilerin farkli egitim programlarina ihtiyag duyduklarini ifade etmistir. Bu agidan
slitiin yetenekli 6grencilerin egitimine iliskin farkli kurumlarin ise kosulmasi gerekmektedir. Diinyada iistiin
yetenekli dgrencilere yonelik gesitli zel okullarin agildig1 goriilmektedir. Ingiltere, Amerika, Almanya, Avusturya
gibi tilkeler bu 6grencilerin egitimlerine yonelik ciddi yatirimlar yapmis ve bu dgrencilerin egitimlerini igin ¢esitli
kurumlar agmuslardir. Ornegin Almanya Hiikiimeti iistiin yetenekli bireylerin egitimi alanindaki arastirmalara
maddi destek saglamakta (Monks & Pfliiger, 2005) ve bu 6grencilere ¢ok gesitli 6zel olanaklari sunmaktadir
(Persson, 2009). Tiirkiye’de ise Milli Egitim Bakanlig1 Ozel Egitim ve Rehberlik Hizmetleri Genel Miidiirliigii’ne
bagli olarak faaliyet gdsteren Bilim Sanat Merkezleri (BILSEM) bu 6grencilerin egitim ihtiyaglarina cevap verme
ve gelisimlerini destekleme adina 6n plana gikmaktadir. BILSEM’ler iistiin yetenekli dgrencilerin birlikte
etkinlikler yiiriittiigli ve kendi yeteneklerine gore egitim gordiikleri 6nemli kurumlardir (Kunt & Tortop, 2013).
BILSEM’lere &grenci alim1 ve kabul siirecleri gretmenlerin veya ailelerin aday gostermesi sonucu baslamaktadar.
Aday gosterme, 0znel temellere dayali olarak yapilan bir degerlendirme islemidir ve 6gretmen, akran, ebeveyn
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aday gostermesi ile kendi kendini aday gosterme tiirlerini kapsamaktadir (Merrick & Target, 2004). Tiirkiye’deki
BILSEM’lerde gerceklestirilmekte olan tanilama siireclerinde kabiliyet ve zeka testleri gibi farkli Slgiitlerin bir
arada kullanilmakta oldugu goriilmektedir. Sinif Ogretmenleri Ogrencileri ii¢ yetenek alanlarinda aday
gosterilmektedir. Bu yetenekler; genel zihinsel yetenek, gorsel sanatlar ve miizik alanlarindaki yeteneklerdir.
2019-2020 egitim-6gretim yili itibariyle Tiirkiye’de toplam 181 BILSEM bulunmaktadir. Bu say1 dikkate
alindiginda Tiirkiye’nin iistlin yetenekli 6grencilerin egitimine yonelik ciddi adimlar attigin1 gostermektedir.

flgili literatiir incelendiginde iistiin yetenekli &grencilere yonelik yillara gére yaym sayilari arttigi
goriilmektedir. Ancak sinif dgretmenlerin istiin yetenekli dgrencileri belirleme ve yonlendirme deneycilerine
iliskin arastirmalarin smirl oldugu goriilmektedir. Sinifinda iistlin yetenekli 6grenci bulunan ve yonlendirdigi
Ogrencinin istlin yetenekli tanis1 almig 6gretmenlerin deneyimlerinin arastirilmasi iistiin yetenekli 6grencilerin
belirleme siirecinde dgretmenlere, ailelere ve ilgili paydaslara yol gosterecegi agiktir. Bu noktada arastirmanin
amac1 “sinif 6gretmenlerinin iistiin yetenekli dgrencileri belirleme ve yonlendirme deneyimlerinin incelenmesidir”
seklinde belirlenmistir.

Yontem
Arastirma Modeli

Aragtirma nitel aragtirma desenlerinden fenomenoloji deseni kapsaminda yiiriitiilmiistiir. Fenomenoloji
insanlarin ¢evreleri ile olan etkilesimleri sonucu yasamis olduklari deneyimleri nasil anlamlandirdiklarini arastiran
nitel bir arastirma yaklasimidir (Sart, 2015). Arastirmanin fenomenoloji arastirmast kapsaminda yiiriitiilmesinin
nedeni sinif 6gretmenlerinin Gistiin yetenekli 6grencileri belirleme ve yonlendirme siirecine iliskin deneyimlerinin
amaglanmig olmasidir.

Cahisma Grubu

Bu calismanin katilimcilarini Istanbul’da bir ilkokula devam eden ve 6l¢iit rneklem yoluyla segilen 15
sinif dgretmeni olusturmaktir. Olgiit drneklemede 6rneklemin problemle ilgili olarak belirlenen niteliklere sahip
kisiler, olaylar, nesneler ya da durumlardan olusturulmasi s6z konusudur (Merriam, 2009). Calisma grubu
belirlenirken kullanilan 6l¢iit “sinif 6gretmeni aday1 olmak™, “Yonlendirdigi bir 6grencinin iistiin yetenekli tanist
almig olmasi1” seklinde belirlenmistir. Asagida Tablo 1’de aragtirmanin katilimcilarina iligkin demografik bilgiler
verilmistir.

Tablo 1

Arastirmamn Katihmcilarina ve Yonlendirdigi Ustiin Yetenekli Ogrencilerine Yénelik Bilgiler

Katilimci T . Mesleki Yoénlendirdigi  Ustiin yetenekli tanist
kodu Yag! Cinsiyeti Egitim durumu kidem Ogrenci Sayisi alan 6grenci Sayisi
g Yy g Yy
K-1 35 Kadin Lisans 10 6 1
K-2 33 Kadmn Lisans 8 5 1
K-3 30 Kadin Lisans 7 6 1
K-4 34 Kadin Lisans 8 7 1
K-5 31 Erkek Lisans 6 8 2
K-6 29 Erkek Lisans 5 10 2
K-7 32 Erkek Lisans 8 8 1
K-8 34 Erkek Yiiksek lisans 9 11 3
K-9 36 Erkek Yiiksek lisans 13 12 4
K-10 33 Erkek Yiiksek lisans 11 10 5
K-11 35 Kadin Yiksek lisans 12 6 6
K-12 36 Erkek Yiiksek lisans 10 7 6
K-13 39 Kadin Yiiksek lisans 12 8 6
K-14 41 Erkek Doktora 17 8 7
K-15 40 Kadin Doktora 15 9 5

Tablo 1 incelendiginde, arastirmanin katilimecilarin1 7 kadin ve 8 erkek sinif dgretmeninin olusturdugu
goriilmektedir. Katilimcilarin 2 doktora, 6 yiiksek lisans ve 7°si lisans mezunudur. Ayrica katilimcilarin mesleki
deneyimleri 5 ile 17 yi1l arasinda degistigi goriilmektedir.

Veri Toplama Araclan

Yar1 yapilandirilmis goriisme formu; aragtirmada simif 6gretmenlerinin goriislerini almak adina yar1
yapilandirilmis goriisme formundan yararlanilmistir. Yari yapilandirilmig gériigmeler agik uglu sorular yardimiyla
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katilimemin algiladigr diinyayr kendi diisiinceleriyle anlatmasina olanak tanir (Merriam, 2009). Yan
yapilandirilmig formda katilimcilari tanimaya iliskin demografik sorularin yani sira temelde 5 soru yer almis ve
Ogretmenlerin  goriisleri belirlenmeye calisilmistir. Goriisme sorularinda veri zenginligini artirmak ve
katilimcilarin goriislerini derinlestirmek i¢in arastirmanin akisina uygun olarak bazi sonda olarak nitelendirilen
sorular sorulmustur. Sondalar detaylar hakkinda daha ¢ok soru sormak, agiklama yapmalarii istemek veya
ornekler almak iizere diizenlenebilir (Merriam, 2009). Buna ek olarak goriismenin bazi asamalarinda deneyimi
tam olarak yansitabilmek amaciyla neden, ni¢in gibi sorularla aragtirmanin veri kalitesi saglanmaya ¢alisilmistir.
Goriismeler katilimeilarin uygun gordiigli ortamlarda birebir gergeklestirilmistir. Birebir goriisme yoluyla elde
edilen veriler, veri kaybini en aza indirmek adina ses kayit cihazi yardimiyla kaydedilmistir.

Veri Toplama Siireci

Arastirmanin verileri sinifinda iistiin yetenekli 6grenci bulunan gretmenlerle yiiriitiilmiistiir. Ozellikle
smif 6gretmenlerin belirledigi ve yonlendirdikleri 6grencilerin iistiin yetenekli tani almis olmasi ¢aligmanin temel
noktasini olusturmaktadir. Sinif 6gretmenleri ile yapilan goriigmeler ortalama 26 dakika stirmiistiir. Arastirmanin
verileri arastirmacilar tarafindan toplanmus, elde edilen veriler farkl kisilerle paylasilmamistir. Arastirmanin etik
kurul izni alindiktan sonra aragtirmanin verileri toplanmistir. Veriler tamamen etik kurallara uygun toplanmis
katilimcilarin kimlikleri ve arastirma disi1 sOylemleri ¢calismaya yansitilmamistir. Ayrica veri toplama siireci
pandemi kurallara uygun olarak maske, mesafe ve temizlik kurallari dikkate alinarak yiiriitiilmiistiir. Goriigme
oncesinde aragtirmacilar tarafindan maske, dezenfektan ve sosyal mesafe bantlar1 temin edilmistir. Arastirmanin
etik kurul belgesi “Yildiz Teknik Universitesi Sosyal ve Beseri Bilimler Kurulu” tarafindan 09.01.2021 tarih ve
E-73613421-604.01.02-2101090038 numarasi ile verilmistir.

Veri Analizi

Bu arastirmada arastirmanin amaci dogrultusunda; yar1 yapilandirilmis goriisme ile elde edilen verilerin
analizi icerik analizi yontemiyle analiz edilmistir. Icerik analizi; Nitel metnin tekrar eden kelimeler ve temalar
dogrultusunda taranmasi ve hacimli olan nitel materyali alarak temel tutarliliklarini ve anlamlarini belirlemeye
yonelik herhangi bir nitel veriyi indirgeme ve anlamlandirmada bir boyut olarak ifade edilmektedir (Patton, 2015).
Nitel veri analizi esasta birbirini takip eden {i¢ asamadan olusur. Bu asamalar verilerin azaltilmasi, verilerin
gdsterimi ve son olarak sonuglarmn oraya konulmasi ve dogrulanmasidir (Miles & Huberman, 1994). icerik analizi
dogrultusunda ilk olarak kodlama yapilmis ve bu kodlamalar aracilifiyla temalara ulagilmistir. Kodlamalar;
aragtirmada elde edilen verilerden ¢alismaya yonelik kesitler elde etmek icin, verilerin ¢esitli agilarina sembolik
kisaltmalar yapmak olarak tanimlanabilir (Merriam, 2009).

Gecerlilik, Giivenilirlik ve Arastirmacinin Rolii

Nitel aragtirmalar genellikle katilimcilarla yogun bir deneyime dayanir ve yorumlamaya dayalidir
(Creswell, 2017). Nitel arastirmalarda arastirama sonuglarinin inandiriciligt bilimsel arastirmalarin en 6nemli
konusudur. Bu agidan arasgtirmalarin gegerli ve glivenilir olmasi en 6énemli iki husustur. Bu ¢alismada aragtirmaci
veri toplama siirecinde ve verilerin analizinde dogrudan yer almis ve bir ara¢ gorevi iistlenmistir. Veri toplama
stirecinde ve veri analizinde aragtirmact miimkiin oldugunca nesnel olamaya 6zen goéstermistir. Arastirmada
gecerlilik ve giivenilirligi saglamak icin; “arastirmaya katilan 6grencilerde ve velilerde goniilliilik aranmig”,
“aragtirma verileri farkli bir aragtirmaci tarafindan da kontrol edilmis ve benzer temalar ve kategorilere ulasiimig”
ve “goriisme formundaki sorular ile veri toplama igleminden dnce pilot uygulama” gibi islemler yapilmstir.

Bulgular

Bu calismanin siif 6gretmenleri ile yiiriitiilmesinin temel nedeni sinif 6gretmenlerin ¢ocuklar: tanilama
adina birinci derecede etkili kisi oldugu diistincesidir. Ciinkii sinif 6gretmenleri 6grencilerle gogu derste i¢ ice ve
Ogrencilerin biitin 6zelliklerini gozlemlemektedirler. K-3’tin “Tiim giin ¢ocuklarla bir arada olmak onlari
gozlemlemek ve iglerindeki cevheri kesfetmek igin ¢ok biiyiik bir avantaj” ifadeleri smif dgretmenlerin iistiin
yetenekli 6grencileri ayrintili gézlemleme firsati bulduklarini gostermektedir. Ayrica anaokulunun zorunlu
olmamasi, ortaokulda brans 6gretmenlerinin olmasi ve ilerleyen yaslarda ¢ocuklarin yeteneklerinin kaybolacagi
diistincesi siif ogretmenlerini ve ilkokul donemini iistiin yetenekli ¢ocuklar1 belirleme adina kritik bir asama
konumuna getirmistir. K-7 sinif 6gretmenlerinin siiregteki 6nemini agagidaki gibi ifade etmistir.

K-7 “Biz simif 6gretmenleri bircok ¢ocuk iginde bu dgrencileri uzun siire gézlemleme imkanina sahibiz.
Her derste, her alanda g6zlemleyebiliyoruz. Siif 6gretmeni bu tiir 6grencileri digerlerinden ayirt etmede
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daha avantajli bence. Ve ¢ocuklar da sinif 6gretmeninin yaninda daha 6zgiirler, daha rahatlar. Yani tam
kendilerini yansitabiliyorlar”.

Smf Sgretmenlerinin istiin yetenekli 6grencileri belirleme ve yonlendirme siiregleri incelediginde
ogrencilerin biligsel, duyussal ve sosyal ozelliklerini dikkate aldiklari ve aile, okul rehberlik servis gibi
paydaslardan goriis aldiklar1 belirlenmistir. Bu stireclere iliskin bulgular iki tema cercevesinde agiklanmistir.
Birinci tema “Ustiin Yetenekli Ogrencilerin Ozellikleri” biligsel 6zellikler, duyussal 6zellikler ve sosyal dzellikler
olmak iizere ii¢ alt tema cercevesinde aciklanmustir. Tkinci tema ise “Ustiin Yetenekli Ogrencileri Belirleme ve
Yonlendirme Siiregleri” seklinde ifade edilmistir. Belirlenen tema ve alt temalar sinif 6gretmenlerinin goriisleri ile
desteklenerek asagida agiklanmustir.

Tema-1: Ustiin Yetenekli Ogrencilerin Ozellikleri

Sinif 6gretmenleri iistiin yetenekli dgrencileri belirleme siireglerine yonelik goriisleri incelendiginde
biligsel, duyussal ve sosyal alanlarda akranlarma gore farklilik gosteren 6grencileri gézlemledikleri ve iistiin
yetenekli olup olmadiklarini belirleme adina ¢esitli yontemler kullandiklar belirlenmistir. Bu noktada arastirmada
simif §gretmenlerinin iistiin yetenekli dgrencilerin belirleme siirecinde &grencileri 6n plana ¢ikaran o6zellikleri
(biligsel, duyussal ve sosyal) dikkate aldiklar1 belirlenmistir. Bu tema ¢er¢evesinde {i¢ alt tema belirlenmistir. Bu
alt temalar sinif 6gretmenlerinin goriislerinden bire bir alintilarla desteklenerek agagida sunulmustur.

Bilissel Ozellikler

Smif 6gretmenlerinin iistiin yetenekli dgrencilerin biligsel dzelliklerini ifade etmek icin kullandiklart
kodlar asagidaki Tablo 2'de sunulmustur.

Tablo 2
Ustiin Yetenekli Ogrencilerin Bilissel Ozellikleri

Bilissel 6zellikler "
Kodlar Ogretmenler Siklik
Diger 6grencilerin gérmedigini goriir K-3, K-10, K-5, K-11, K-12, K-2, K-7, K-1, K-6 9
Farkli bir bakis ag1s1 var K-11, K-4, K-1, K-6, K-14, K-15, K-8, K-2 8
Yasina gore farkl ilgi ve meraklar1 vardir K-3, K-1, K-4, K-6, K-2, K-14, K-10 7
Daha yaratici K-12, K-13, K-4, K-5, K-9, K-11, K-3 7
Ust diizey diisiinme yetenegine sahip K-14, K-15, K-2, K-9, K-7, K-8, K-4 7
Yasam becerilerinde gelismistir K-2, K-15, K-3, K-5, K-6, K-9 6
Sorunlari farkli agilardan ele alir K-1, K-15, K-2, K-1, K-9, K-11 6
Gizli giigleri vardir K-9, K-11, K-3, K-8, K-15 5
Bilingli sorular sorar K-4, K-6, K-2, K-12, K-9 5
Erken okuma ve yazma becerileri kazanir K-9, K-4, K-1, K-6, K-14 5
Yaslarina gore genis bir kelime dagarcigina sahip K-8, K-7, K-10, K-13, K-4 5
Cok hizl diisiiniir K-5, K-6, K-9, K-1 4
Kesfetme ve icat etme yetenegine sahip K-12, K-9, K-10, K-3 4
Ogrendiklerini igsellestirebilir K-14, K-1, K-11 3

Tablo 2 incelendiginde ilkokul &gretmenlerinin istiin yetenekli 6grencileri tanimlarken kullandiklart
biligsel ozelliklerin kodlarini goriilmektedir. Asagida bu kodlara iligkin ayrintili bilgiler sinif 6gretmenlerinin
ifadelerinden alintilarla desteklenerek sunulmustur.

Smif 6gretmenleri iistiin yetenekli 6grencilerin 6zeliklerini ifade ederken en gok kullandig: alt temanin
biligsel ozellikler oldugu goriilmektedir. Smif O6gretmenlerinin goriisleri incelendiginde {istiin yetenekli
dgrencilerin biligsel 6zelliklerini, diger 6grencilerin gérmedigini goren (K-3 Ustiin yetenekli olan 6grenci diger
o0grencinin goremedigini goriir, K-10 Bence yeteneklerinin yaninda baska kimsenin dikkat etmedigi, farkli
acilardan bakarak gorebilmeleridir), farkli bir bakis agisina sahip (K-11 Bu 6grencilerin akranlarindan farkli bakis
acilarinin olduguna ve farkl diisiinme becerilerine sahip olduklarina inaniyorum, K-4, Bir konuya farkli bir agidan
bakabilen &grenciler {istiin yeteneklidir), biligsel olarak akranlarindan farkli gelisim gosteren (K-3 Ustiin
yetenekliler farkli tiirden insanlar degil, baz1 6zelliklerinin dagilimi, sikligi, zamanlamas: ve kompozisyonu
acisindan farklilik gosteren kisiler olarak ifade edilebilir), yasina gore farkl ilgileri ve meraki olan (K-3 Kendi yas
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seviyesine gore ilgisi, yetenegi, merak seviyesi farkli olan), daha yaratici olan (K-12 Yasitlarindan daha orijinal
fikirler iiretebiliyor), iist diizey diisiinebilen (K-14 Ust diizey diisiinme becerilerine sahipler), 21. yiizyil
becerilerini 6ziimseyen (K-15 21. Yiizyil becerilerini ¢abuk kavrayabiliyorlar), yasam becerilerinde ileri olan (K-
2 Yasam becerilerinde de akranlarindan ilerideler), problemleri farkli agilardan ele alan (K-1 Giinliik hayat
problemlerine getirdikleri ¢oziim dnerileri de farkli), gizli giigleri olan (K-9 Bence bu ¢ocuklarin bilislerinde gizli
giicleri var), bilingli soru soran (K-4 Sorduklari sorular, ilgilendikleri alanlar yasitlarindan farklidir ve kolay
Ogrenirler), erken okuma ve yazma becerisi kazanan (K-9 Okuma ve yazmay1 erken 6grenir), yasina gore kelime
dagarcig1 genis olan (K-8 Yaslarina gore kelime dagarciklar1 daha genis), ¢ok hizli diisiinen (K-5 Ogrenciler
akranlarina gore daha hizli diigiinme becerisine sahip daha hizli problem ¢6zme ve yaratict diisiinme becerilerine
sahiptir), kesif ve icat yapabilme yetenegi (K-12 Ustiin yetenekli 6grenciler farkli seyler icat edebilir),
ogrendiklerini i¢sellestirebilme (K-14 Bu &grenciler 6grendiklerini kendilerine gore kodlayabilir, pratiklestirebilir
hatta kendi yontemlerini kolayca olusturabilir. Ogrenmeleri sonucu kendilerine gére olusturduklar1 yontemleri de
farkli alanlara uyarlayabilir) seklinde ifade ettikleri goriilmektedir. Ayrica bazi 6gretmenler {istiin yetenekli
ogrencilerin biligsel agidan ileri oldugu ancak bu durumu akademik basarilarinda gosteremediklerini ifade
etmislerdir. Ornegin; K-10’un “Bilissel &zelliklerine bakilirsa akranlarindan birkag y1l 6nce gelisme gostermekte
ve bu bazen akademik bagarisini olumlu da olumsuz da etkilemektedir” ifadesi bu durumu destekler niteliktedir.
K-7 ise tstiin yetenekli 6grenciyi agagidaki gibi tanimlamistir. K-7 ise {istiin yetenekli 6grenciyi “Bence listiin
yetenekli 6grenci yasitlarindan farkli diisiinen, merakli, arastirmaci, soru soran ve sordugu sorularin yasitlarindan
farkli diizeyde olan, analitik diisiinme yetenegine sahip, en az bir yonii yasitlarindan baskin olan 6grencidir”
seklinde tanimlamustir.

Sosyal-Duygusal Ozellikler

Sinif 6gretmenlerinin iistlin yetenekli 6grencilerin sosyal-duygusal 6zelliklerini ifade ederken
kullandiklar1 kodlar asagidaki Tablo 3'te sunulmaktadir.

Tablo 3
Ustiin Yetenekli Ogrencilerin Sosyal-Duygusal Ozellikleri

Sosyal-duygusal 6zellikler

Kodlar Ogretmenler Siklik
Motivasyonu yiiksek K-11, K-4, K-12, K-9, K-10 5
Saglikli ve yiiksek benlik algisina sahip K-9, K-1, K-3, K-11, 4
Yiiksek akademik 6z kimlige sahip K-15, K-8, K-7, K-13 4
Bagar1 duygusuna sahip K-14, K-5, K-14 3
Olumlu tutumlar geligtiren K-3, K-6, K-7 3
Destekleyici rol modelleri ile etkilesime gecen K-1, K-15 2
Kararl K-13, K-11 2
Bagimsiz K-2, K-10 2

[lkokul gretmenlerinin iistiin zekali 6grencileri tanimlarken kullandiklar1 sosyal-duygusal dzelliklere
iligkin kodlar Tablo 3'te gosterilmektedir. Asagida bu kodlara iliskin ayrintili bilgiler sinif 6gretmenlerinin
ifadelerinden alintilarla desteklenerek sunulmustur.

Smif Ogretmenlerinin  goriisler incelendiginde {istiin yetenekli 6grencilerin duyussal ozellikleri
bakimindan da bazi farkliliklar gosterdigi belirlenmistir. Snif 6gretmenlerine gore duyussal olarak {istiin yetenekli
dgrenciler; motivasyonlar1 yiiksek olan (K-11 Ustiin yetenekli dgrenciler kendi kendilerini giidiileyebilirler),
saglikli ve yiiksek benlik algilarina sahip (K-9 Kendilerini farkli goriip kendilerine farkli degerler
yiikleyebilmektedirler), akademik 6z benligi yiiksek (K-15 Ileri diisiinceleri olan ve zekasim etkin kullanabilen
bireylerdir), basarma duygusuna sahip (K-14 Bu ¢ocuklar basaracagina inanir ve o yolda toplum ne derse desin
giderler), olumlu tutumlar gelistiren (K-3 Farkli alanlara ve konulara yonelik olumlu tutum gelistirebilirler),
destekleyici rol modellerle etkilesimde bulunan (K-1 Bu ¢ocuklar yetigkinlerle ¢ok rahat etkilesime girebilirler),
kararlilik gosteren (K-13 Bir isi sonuna kadar siirdiireler ve kolay kolay vazge¢mezler) ve bagimsiz olan (K-2 Bir
isi destek almadan bagimsiz bir sekilde yiiriitebilirler) 6grencilerdir. K-6"nin ifadesi de {istiin yetenekli 6grencilerin
duyussal 6zellikler bakimindan diger 6grencilerden ayrildigini vurgulamaktadir.

K-6 “Ustiin yetenekli 6grencileri ilgi, tutum ve &z giiven olarak ileri olan 6grenciler olarak ifade etmek
miimkiindiir. Bu 6grenciler belli konulara yatkinlik duyarlar ve biitiin ilgilerini o alana yonlendirebilirler.
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Bu alanlarda zekalarini etkili kullanip farkli yorum yapma becerilerine sahiptirler. Ayrica kendi 6grenme
motivasyonlarini da en iist diizeyde saglayabilirler”.
Sosyal Ozellikler

Siif d6gretmenlerinin {istiin yetenekli 6grencilerin sosyal 6zelliklerini ifade ederken kullandiklar1 kodlar
asagidaki Tablo 4'te sunulmaktadir.

Tablo 4
Ustiin Yetenekli Ogrencilerin Sosyal Ozellikleri

Sosyal ozellikler

Kodlar Ogretmenler Siklik
Uyumsuzlar K-9, K-10, K-7, K-6, K-2, K-1 6
Bagkalarinin fikirlerine saygi duymazlar K-15, K-2, K-9, K-12, K-13 5
Sosyal becerilerde zayiflik gosterirler. K-2, K-8, K-4, K-10, K-15 5
Akranlariyla iletisimde zayiflik gosterirler. K-5, K-8, K-4, K-6, K-11 5
Yalmzdirlar K-3, K-5, K-13, K-14 4
Sosyal becerilerde daha basarili K-14, K-8, K-10, K-13 4
Yetiskinlerle rahatlikla sohbet edebilirler. K-1, K-2, K-9 3
Liderligi alabilirler K-13, K-3, K-7 3
Meraklidirlar K-11, K-9 2

Tablo 4'te ilkokul 6gretmenlerinin iistiin yetenekli 6grencileri tanimlarken kullandiklari sosyal 6zelliklere
iliskin kodlar goriilmektedir. Asagida bu kodlara iliskin ayrintili bilgiler simif 6gretmenlerinin ifadelerinden
alitilarla desteklenerek sunulmustur.

Smif dgretmenlerine gore iistiin yetenekli 6grenciler sosyal beceriler olarak da akranlarindan farklilik
gostermektedirler. Sosyal beceri anlaminda iistiin yetenekli 6grencilerin ya ¢ok becerikli ya da tamamen igine
kapanik ozellikler gosterdiklerini belirtmiglerdir. Siif 6gretmenlerinin goriislerine gdre sosyal olarak iistiin
yetenekli Ogrencilerin olumsuz yonlerini; uyumsuzluk gosteren (K-9 Asirt uyumsuz arkadaslarina adapte
olamryor), bagkalarinin gériislerine saygi duymayan (K-15 Ogrencim arkadaslarinin goriisleri ile dalga gegiyor
onlari rencide edici kelimeler kullanabiliyor), sosyal becerilerde zayiflik (K-2 Sosyal yonden asir1 zayif arkadas
edinmekte zorlaniyor), akranlarla iletisimde zayiflik (K-5 Ogrencimin akranlarla kurdugu iletisimde zayif
oldugunu goézlemledim), yalnizlik (K-3 Arkadaslari ile zaman gegirmekten hoslanmiyor) seklinde ifade ederken
olumlu yonlerini; sosyal becerilerde daha basarili (K-14 Sosyal iligkilerde olduk¢a basarili olabiliyorlar),
yetiskinlerle rahatlikla sohbet edebilen (K-1 Ustiin yetenekli 6grencim benle sanki arkadasiz gibi sohbet
edebiliyordu), liderlik yapabilen (K-13 Birlikte yapilmasi gereken islerde belirgin bir sekilde ortaya ¢ikarlar, K-4
Liderlik yonleri ¢ok giicliidiir ve ¢evresindekileri yonlendirme konusunda maharetliler), sorgulayict (K-11
Kurallar1 direkt kabul etmeyip neden diye sorgularlar) dgrenciler oldugunu ifade etmislerdir. K-12’nin “Ustiin
yetenekli 6grenci sosyal yonden kisilik 6zelligi ve yasadig1 sartlara gore farklilik gosterebilir” ifadesi bu durumu
aciklamaktadir. Asagidaki sinif 6gretmeni goriisleri de {istiin yetenekli dgrencilerin sosyal 6zellikleri agisindan
farkliliklar bulundugu goriisiinii destekler niteliktedir.

K-5 “Ogrencilerin sosyal yonden kendini ifade edebilen biligsel problem ¢dzme siiregleri ile yiizeysel
hayata dair problemleri ¢bzerken duygusal olarak diger Ogrencilerden daha ¢ok yardima destege
ihtiyaclart oldugunu diisiiniiyorum akranlari igin ¢ok basit bir duygusal problem onlarin hayatlarindaki
bir doniim noktasi olabilir”.

K-8 “Davranis olarak digerlerinden uyum-uyumsuzluk konusunda sivrilir. Yetenegi fark edilirse kurallara
uyan bir portre ¢izerken fark edilmediginde uyumsuz olabilir. Yetenegine gore egitim almazsa topluma
faydasindan ¢ok zarar1 dokunur”.

Sinif 6gretmenlerinin istiin yetenekli 6grencilere yonelik ifadeleri incelendiginde bilissel, duyussal ve
sosyal alanlarda diger &grencilere gore farklilik gosteren bireyler olarak ifade etikleri belirlenmigtir. Sinif
ogretmenlerine gore, 0grenciler biligsel, duyussal ve sosyal alanlarin her birinde de etkin 6zellik gosterirler.
Asagidaki 6gretmen goriisleri Uistiin yetenekli 6grencilerin biligsel, duyussal ve sosyal alanlarda etkin 6zellik
gosterdigi goriisiinii destekler niteliktedir.
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K-6 “Ustiin yetenekli 6grenci genellikle son derece kuralc1 yapisi, gelismis sozel dili ile karsima ¢iktr.
Higbir kurali atlamayan ve bir yetigkin edasiyla ciimleler kuran ¢ocuklardi. Matematik zekas1 son derece
gelismisti. Ayn1 zamanda resim, miizik ve/veya beden egitimine de meraklar1 vardir™.

K-11 “Ustiin yetenekli 6grenci demek bana gore, bilissel, duygusal ve sosyal olarak akranlarindan bir
adim 6nde olan 6grenciler demektir. Tabi ki burada kastettigim sey; bu 6grencilerin akranlarina gore daha
zeki olduklar1 ya da daha akilli olduklar1 degil; bu Ogrencilerin daha kolay anlam saglamalari,
algilamalari, kendilerince yontem gelistirip, pratik diisiinme becerilerine sahip olmalaridir”.

Ayrica smif 6gretmenleri bu ozelliklerin hepsi bir 6grencide goriilmeyebilecegini, bazi1 6grencilerde
birkag1 bazilarinda ise sadece birinin goriilebilecegini ifade etmislerdir. Ornegin; K-4’iin “Ustiin yetenekli
ogrencilerin bir ya da daha fazla iistiin oldugu 6zellikleri olabilir. Biitiin Gistiin yetenekli 6grenciler bir degil onlarda
da bireysel farkliliklar var” ifadeleri bu durumu desteklemektedir. Asagidaki 6gretmen ifadeleri de {istiin yetenekli
ogrenciler arasinda da bireysel farkliliklar oldugu goriisiinii destekler niteliktedir.

K-2 “Ustiin yetenekli 6grenciyi tam bir tanimlama icerisine sigdiramazsiniz. Zira tam bir tanim1 ya da
benzerlik- farklilik durumu yoktur. Bazi {istiin yetenekli 6grenci son derece dikkatli, sorumlu, uyumlu,
sabirlt bir portre ¢izerken bazisi bunun tam tersi olabiliyor. Ama {istiin yetenekli 6grenci yonlendirilmesi
gereken 0grencidir. Yonlendirme dogru yapildiginda uyum problemleri son bulmaktadir”.

K-14 “Akranlarindan farkli davranis sergileyen ve farkl diisiince gelistiren kisidir. Kimsenin gérmedigi
veya fark etmedigi noktalara dikkat ¢eker. Ozellik olarak net bir sey sdylemek zor. Ciinkii iistiin yetenekli
olan 6grencilerimin hepsi birbirlerinden ayr1 alanlarda istiin oldugunu diisiiniiyorum ve bu sebeple
birbirlerinden farkli davranislar sergiler”.

Tema-2: Ustiin Yetenekli Ogrencileri Belirleme Siirecleri

Ustiin Yetenekli Ogrencileri Belirleme Siiregleri temasi 6gretmenlerin rolii ve paydaslarm rolii olmak
tizere iki alt tema ¢ergevesinde agiklanmistir. Bu tema altinda siif 6gretmenlerinin istiin yetenekli 6grencileri
belirleme siireglerine iliskin bulgular yer almaktadir. Bu temay1 destekleyen alt temalara iliskin veriler sinif
O0gretmeni goriisleri dogrultusunda bire bir alintilarla desteklenerek agagida sunulmustur.

Ogretmenlerin Rolii

Smif 6gretmenleri iistiin yetenekli dgrencileri belirleme siirecinde sinif dgretmenlerinin iistiine birgok
sorumluluk diistiigiinii belirtmisleridir. Ogretmenler iistiin yetenekli 6grencileri belirleme siirecinde birinci temada
belirlenen 6zellikleri dikkate aldig1 (6grencilerin biligsel, sosyal ve duyussal 6zellikleri siireg igerisinde izledikleri)
ve smif igerisinde Ogrencileri gozlemledigi belirlenmistir. Siif &gretmenleri {stiin yetenekli 6grencileri
belirlerken, 6grencinin smif igerisindeki durumuna baktiklari (K-1 Okula basladiklarinda siire¢ igerisinde
kendilerini belli ediyor), dgrenciyi siireg igerisinde gdzlemledikleri (K-4 Ogrencileri gdzlemliyoruz zaman
icerisinde istiin 6grenciler akranlarindan sivriliyor), 6grencilere zeka sorulari sorduklarmi (K-9 Cesitli zeka
sorular1 sorarak bu 6grencileri belirlemeye ¢alisiyorum), 6grencilerin biligsel ve sosyal 6zelliklerini izledikleri (K-
3 Ogrenciler biligsel veya sosyal bir sekilde kendini belli ediyor), dgrencilerin akranlari ile olan farklarini
izledikleri (K-7 Y asitlarindan farkli sormus oldugu sorular, problemlere getirdigi ¢6ziim onerileri, farkli alanlara
olan ilgileri ve onlar1 6grenmek igin harcadigi ¢aba ayirt edilmelerini saglamaktadir) gibi 6zellikleri dikkate
aldiklar1 belirlenmistir. K-7 ise iistiin yetenekli 6grenciyi belirleme siirecine iliskin “Bu &grencilerin toplum
icerisinde sosyal ortamlarda kendilerini bir gsekilde hissettirler” seklinde goriis belirtmistir. K-8’in ifadeleri de sinif
ogretmenlerin {istiin yetenekli 6grencileri belirleme siirecinde sinif i¢indeki durumuna iliskin gézlem, siniftaki
akranlarina gore olan durumu ve &grencinin problemlere getirdigi farkli bakis acilar1 gibi 6zellikleri dikkate
alindig1 goriistinii destekler niteliktedir.

K-8 “Smiftaki 6grencileri tanimaya basladiktan sonra tiim 6grencilerin sergilemesi gerektiren standart
davranis normalleri zihnimizde yer eder. Zamanla bazi 6grencileri bu normallerin altinda kaldigini veya
istiinde oldugunu gorebiliyoruz. Aylar oncesinden sinif tahtasina ¢izdigim bir resmi ayrintilariyla
gilinlimiizde resim defterine yapmasi, daha birinci siniftayken ii¢ boyutlu resim veya portre ¢izebilmesi,
sayilar1 ¢ok iyi taniyip islemleri rahatca yapabilmesi, drnek olay lizerinde ¢ok alisilmisin disinda ifade
etme ¢ozilim iretmesi... Farkli diisiince yapisina sahip bu 6grencileri yakaladiktan sonra gozlem altinda
tutuyorum ve yakindan taniyabilmek igin yasadigi ortami ve ailesini de tantyorum. Bazilariin erken
konustugunu-yiiriidiigiinii, bazilarinin ge¢ konugtugunu buna bagl olarak davranis problemlerinin ortaya
¢iktigini gérdiim”.
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K-7 “Bu tiir dgrenciler, smiflarimizda genel olarak kendilerini bir siire sonra otomatik olarak
gosterebilmekte, diger 6grencilerden farkli olduklarimi 6gretmenlerine hissettirmektedir. Bunlara 6rnek
verecek olursak derslerde sorulan sorulara sira dis1 cevaplar vermekte, ya da kendileri sira dis1 sorular
sorarak yeri geldiginde dgretmenlerini bile cevaplamasi zor durumlarda birakabilmektedir. Zaten beceri
derslerinde iistiin yetenekli 6grenciler bu derslerde kendilerine has bakis acilar1 ile ¢ok giizel iirtinler
ortaya koyabilmektedir”.

Ayrica siif dgretmenleri, Uistiin yetenekli dgrencileri belirleme siirecinde sinif 6gretmenlerinin iistiin
yetenekli 6grenci ile bagarili 6grencileri siklikla birbirine karistirdigy, ikisi arasindaki ayrimi yapamadiklarini ifade
etmiglerdir. K-15"nin ifadeleri de iistiin yetenekli 6grenciler ile basarili 6grenciler arasinda farklar oldugu goriisiinii
desteklemektedir.

K-15 “Basarili 6grenci ile iistiin 6grenciler birbirine karistirilmamalidir. Her soruyu cevaplayan, dersi
ilgiyle dinleyen, kolay dgrenen, bilgiyi oldugu gibi alan, ddevini yapan 6grenciler basarili 6grenci olarak
degerlendirilebilir. Ancak soru soran, duygusal tepkiler veren, 6grenmekten ziyade bilen, bilgiyi oldugu
gibi almayip kendine gdre degistiren ve yorumlayan, proje tasarlayan &grenciler ise iistiin yetenekli
ogrencilerdir”.

Paydaslarin Rolii

Smif 6gretmenleri goriisleri incelendiginde iistiin yetenekli ogrencileri belirleme ve degerlendirme
stirecini bir ig birligi slireci oldugunu ifade etmislerdir. Bu noktada iistlin yetenekli 6grencilerin belirlenmesi ve
yonlendirilmesi siirecinde sinif 6gretmenleri kadar, aile, okul rehberlik servisi ve okul yonetimi gibi paydaslarinda
siirece dahil olmas1 gerektigi belirlenmistir. Ustiin yetenekli 6grencileri belirleme siirecinde simif dgretmenleri,
aile ile iletisime gecerek ¢ocuk hakkinda daha fazla bilgi edindiklerini (K-7 Baktim ¢ocukta potansiyel var
ebeveynleri ile iletisime gecip ¢ocuk hakkinda bilgi aliyorum) ve aile destegi ile daha saglikli ¢ikarimda
bulunduklarini ifade etmislerdir. K-14 “Tabi aileden 6grenci hakkinda bilgi almak isimizi kolaylastiriyor” ifadesi
ve K-9’un “Bu konudaki en biiyiik eksik egitimdir. Hem aile hem okul yonetimi ve rehberlik servisi bu alanda
kendini egitmelidir” ifadeleri de iistiin yetenekli dgrencileri belirleme siirecinde paydaslarin 6nemli oldugu
goriigiinii destekler niteliktedir. Asagidaki Sgretmen goriisleri de istiin yetenekli dgrencileri belirleme ve
yonlendirmede is birliginin olmasi gerektigi ve paydaslarin 6nemli oldugu goriisiinii desteklemektedir.

K-13 “ilk olarak dgretmen ve aile bu taniy1 koymakta basroldeler. Daha fazla veri toplamak icin okul
rehberlik servisinden de goriis alinir. Ancak okul rehberlik servislerinin su anki is tanimlarim
genisletmeli, siniflarda iistiin yetenekli olup ancak gerek aile gerek 6gretmen tarafindan fark edilmemesi
bu 6grencilerin kaybolmasina sebebiyet veriyor”.

K-11 “Benim 6grencileri tanilamamda en biiyiik destegi ailelerinden aldim ve RAM 'a yonlendirdigim 6
6grencinin hepsinin de lstiin yetenekli oldugunu gordiik”. Tabi okul rehberlik servisi de yonlendirme
stirecinde ¢ok yardime1 oldu. Okul yonetiminde destegi ile de gocugu yonlendirebildik”.

Sinif 6gretmenlerine gore Gistiin yetenekli 6grencilerin belirlenme siirecinde aileden ve diger paydaslardan
gerekli destegi alamadiklarinda bu ¢ocuklarin belirlenmesi ve yonlendirilmesi giiclesmektedir. Ozellikle {istiin
yetenekli ¢ocuklarla ilgili, ailelerin olumsuz tutumlari, yanlis bilgiler, ¢ocuklarin diisiincelerinden rahatsizlik,
smnav uygulayicilarin olumsuz tutum ve ilgileri gibi nedenler bu ¢ocuklarin sinif 6gretmenleri tarafindan
belirlenmesini ve yonlendirilmesini gii¢lestirmektedir. K-7’nin ifadeleri bu durumu destekler niteliktedir.

K-7 “Bir diger neden de velilerin bu konudaki yanlis fikir ve tutumlari. Baz1 velilere gére ¢cocugu zeki
diye fazla sisirirken ki bu tam tersi bile olabiliyor, baz1 veliler de bu tiir iistiin yetenekli cocugunu fark
edemiyor onun aykirt diisiincelerinden rahatsiz oluyor. Velilerin yeterince bilingli olmamas: da
yonlendirmemizde engel olabiliyor”.

Tartisma

Bu aragtirma, sinif Ogretmenlerinin istiin yetenekli 6grencilerin belirlenmesindeki deneyimlerini
incelemeyi amaglamistir. Yar1 yapilandirilmig goriisme formlar1 hazirlanmis, goriigmelerden elde edilen veriler
icerik analizi ile ¢dziimlenmis; “Ustiin Yetenekli Ogrencilerin Ozellikleri” ve “Ustiin Yetenekli Ogrencileri
Belirleme ve Aday Gosterme Siirecleri” olmak iizere iki tema belirlenmistir. “Ustiin Yetenekli Ogrencilerin
Ozellikleri” temas1 bilissel 6zellikler, duyussal 6zellikler ve sosyal zellikler olmak iizere 3 alt temadan olusurken,
“Ustiin Yetenekli Ogrencilerin Belirlenmesi ve Aday Gosterilmesi” temast iki alt tema gergevesinde agiklanmistir:
ogretmenlerin rolii ve paydaslarin roli.
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Arastirmamizin bulgularindan biri olan “Ustiin Yetenekli Ogrencilerin Ozellikleri” ana temas: altinda
biligsel, duyussal ve sosyal 6zellikler olmak {izere 3 alt tema belirlenmistir. Alanyazin incelendiginde stiin
yetenekli 6grencilerin 6zelliklerini benzer basliklar altinda agiklayan ¢ok sayida ¢calismanin oldugu tespit edilmistir
(Copenhaver & Mclntyre, 1992; Goodman, 2020; Hansen & Feldhusen, 1994; Klimecka, 2020). Alt temalar
incelendiginde iistiin yetenekli 6grenciler belirleme siirecinde en fazla biligsel 6zelliklerin dikkate alindig:
belirlenmistir. Ustiin biligsel beceriler, iistiin yetenekliligin en yaygmn kavramsallastirmalarindan biridir
(Nacaroglu & Kizkapan, 2021; Worrel vd., 2019). flkokul diizeyinde yapilan arastirmalar incelendiginde sinif
ogretmenlerinin iistlin zekalilik kavraminin 6ziiniin biligsel alanda yattigin1 distindiikleri goriilmektedir
(Endepohls-Ulpe & Rulf, 2006). Bilissel 6zellikleri agiklayan kodlar incelendiginde iistiin yetenekli 6grencilerle
ilgili yaratici diisinme (Hunsaker, 1994; Runco, 1993), iist diizey diisiinme (Feldhusen, 2005), farkli bakis
acilarmna sahip olma (Runco, 1993), sorunlari farkli agilardan ele alabilme (Maker vd., 1994; Sriraman, 2003) ve
literatiir bu kodlar1 desteklemektedir. Ayrica iistiin yetenekli 6grencilerin biligsel dzellikleri alt temasinin ilgili
literatiirle desteklendigini aciklayan “biligsel olarak akranlarimdan farkli gelisir” (Bildiren vd., 2020) kodunun
kullanildig1 goriilmektedir. Baz1 6gretmenler iistiin yetenekli 6grencilerin biligsel olarak ileri diizeyde olduklarini
ancak bu durumu akademik basarilarinda gosteremediklerini belirtmigler ve P-10'un ifadeleri su sekildedir;
"Biligsel ozellikleri géz oniine alindiginda akranlarindan birkag yil 6nce gelisir ve bu bazen akademik basarty1
olumlu ve olumsuz etkiler." Ustiin yetenekliler arasinda diisiik akademik basar1 ¢ok yaygindir. Diisiik akademik
basar1 bireysel oldugu kadar ¢evresel faktorlere de (aile, arkadas cevresi, okul vb.) baglidir (Freeman, 2011;
Matthews & McBee, 2007; Ritchotte vd., 2014; Snyder & Linnenbrink, 2013; Speirs vd., 2009; Wu, 2008;
Zabloski & Malacci, 2012). Ustiin yetenekli kisilerde goriilen diisiik basar1 sorununu anlamak igin bircok ¢alisma
yapilmistir. Ancak bu konuda yapilan arastirmalara ragmen giiniimiizde bu soruna etkili bir ¢dziimiin olmadigt
goriilmektedir (Figg vd., 2012). Brody ve Stanley (2005) dstiin zekali 6grencileri biligsel profilleri ile
degerlendirmek yerine giicli ve zayif yonlerinin belirlenerek bu alanlarda degerlendirilmesi gerektigini
belirtmislerdir. Ustiin yetenekli grencilerin her konuda iistiin olmadiklar1 ancak bazen tek bir konuda iistiin
olduklari sdylenebilir. Baz1 6grenciler sayisal derslerde yiiksek performans gosterirken, ayni anda sozel derslerde
diisiik performans gosterebilirler.

“Ustiin Yetenekli Ogrencilerin Ozellikleri” ana temasi altinda yer alan diger bir alt temanin ise etkili
ozellikler oldugu belirlenmistir. Son yillarda duyussal faktorlerin basari iizerindeki etkilerine odaklanilmigtir (Rinn
vd., 2010; Onal & Onal, 2021). Saglikly, etkili gelisim, egitim ortamlarinda hedeflenen bir hedeftir ve 6grenmeyi
kritik olarak etkiledigi diisiniilmektedir (Delcourt vd., 2007). Clark'a (2013) gore, lstiin zekalilar igin egitim
ortamlar tasarlanirken, duyussal ve giidiisel faktorler dikkate alinmasi gereken 6nemli faktorlerdir. Duyussal
ozellikleri agiklayan kodlar incelendiginde benlik kavraminin birkag farkli kodda (akademik benlik, saglikli ve
yiikksek benlik algisi) yer aldigi goriilmektedir. Alanyazin incelendiginde duyussal oOzellikleri agiklayan
arastirmacilar tarafindan benlik kavramina biiyiik 6nem verildigi goriilmektedir (Rinn vd., 2010). Diger kodlara
bakildiginda motivasyon ve basarma duygusunun on plana ¢iktigi goriilmektedir. Basart duygusu igin
motivasyonun rolii, listiin zekalilig1 agiklayan bir¢cok model, kavram ve tanim tarafindan kabul edilmistir
(Clinkenbeard, 2012; Dai vd., 1998; Housand & Housand, 2012; Kaplan-Say1 & Yurtseven, 2021; Phillips &
Lindsay, 2006). Hong ve Aqui (2004), iistiin zekal1 6grencilerin iistiin zekali olmayanlara gore bilissel olarak daha
yetkin olduklarini ve daha fazla i¢sel motivasyona sahip olduklarini belirtmislerdir.

“Ustiin Yetenekli Ogrencilerin Ozellikleri” ana temasi altinda agiklanan alt temalardan biri de sosyal
ozelliklerdir. Literatiir incelendiginde iistiin yetenekli dgrencilerin sosyal 6zellikleri ile ilgili ¢esitli tartismalar
bulunmaktadir. Bazi aragtirmacilar {istiin yetenekli Ogrencilerin sosyal gelisimlerinde ¢esitli sorunlar
yasayabileceklerini belirtmiglerdir. Robinson'a (2008) gore istiin yetenekli Ogrenciler, farkli ozellikler
gosterdikleri igin akranlarina gére sosyal gelisimde daha sik sorun yasayabilmektedirler. Reis ve Renzuli'ye (2004)
gore dezavantajli gruplarda (diisiik sosyo-ekonomik diizey, 6grenme giigliigii geken 6grenciler vb.) yer alan {istiin
yetenekli dgrenciler sosyal ve duygusal sorunlar yasayabilmektedir. Ayrica Robinson (2008) iistiin yetenekli
ogrencilerin de en az digerleri kadar uyumlu olduklarini ancak benzer durum ve olaylarin diger dgrencilerden
farkli olarak sosyal ve duygusal gelisimlerini riske atabilecegini belirtmigtir. Bu goriiglerin aksine, Franca-Freitas
ve digerleri (2014), alan yazinda genel kabul goren istiin yetenekli 6grencilerin sosyal becerilerde giigliiklerle
karsilagtiklar1 iddiasini reddetmis ve arastirmalarinda bunun tam tersi bir sonug ortaya koymustur.

Benzer sekilde Endepohl-Ulpe ve Rulf (2006) sosyal becerilerin iistiin zekal1 6grenciler iizerinde olumlu
ya da olumsuz anlamda belirleyici olamayacagini belirtmislerdir. Calismamizin bulgularina baktigimizda
literatiirde de benzer bir tartismanin oldugunu sdyleyebiliriz. Arastirmaya katilan simif Ogretmenleri iistiin
yetenekli 6grencilerin sosyal becerilerde akranlarindan farklilagtigini belirtmislerdir. Ayrica simif 6gretmenleri
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baz1 6grencilerin sosyal becerilerinin ileri diizeyde oldugunu, bazilarinin ise tamamen ige doniik oldugunu
belirtmislerdir. Ustiin yetenekli 6grencilerin sosyal Ozelliklerini agiklayan kodlar incelendiginde akranlarla
iletisimde zayiflik ve yalnizlik kodlarinin oldugu goriilmektedir. Freeman (1983), {istiin yetenekli bir cocugun
miilkemmeliyet¢iligi nedeniyle elestiriye asir1 duyarli olacagini ve bu elestirilere tepkisinin sosyal izolasyona yol
acabileceg@ini belirtmistir. Diger bir bulgu ise iistiin yetenekli 6grencilerin liderlik becerileridir. Ustiin yetenekli
ogrencilerin ayirt edilmesinde liderlik davraniglar1 6nemli bir 6zelliktir (Baldwin, 1987; Bisland, 2004; Hébert,
2019; Matthews, 2004).

Caligmanmizin bulgularindan bir digeri olan “Ustiin Yetenekli Ogrencilerin Belirlenmesi ve Aday
Gosterilmesi” ana temasi, dgretmenlerin rolii ve paydaglarin rolii olmak {izere iki alt tema cergevesinde
agiklanmistir. Ustiin yetenekli dgrencilerin belirlenmesi ve aday gosterilmesi siireci, tek bir sihirli yanitla
¢oziilebilecek bir sorundan ziyade karmasik bir konu olarak ele alinmalidir (Callahan, 2005). Egitimciler standart
testlerin, &grenci portfdy dosyalarinin ve O0gretmen tavsiyelerinin gegerli tani araglart olduguna inanirken,
ebeveynler bunu kabul etmemektedir (Schroth & Helfer, 2008). Ogretmenler, dgrencilerle daha sik etkilesime
girdikleri ve gozlemleme firsati bulduklart icin iistiin yetenekli 6grencilerin belirlenmesinde biiyiik dnem
tasimaktadir (Bracken & Brown, 2006). Ustiin yetenekli &grencilerin egitiminde 6gretmenlerin roliine iliskin
literatiirde bircok yaym bulunmaktadir. Bu ¢esitli ¢alisma ve caligmalarin yazarlari, iistiin zekali 6grencilerin
akademik, biligsel ve duyussal gelisimlerini kolaylastirmak i¢in bazi bilgi ve becerilere ihtiya¢ duyduklarini iddia
etmektedirler (Ford & Trotman, 2001). Bunun disinda Copenhaver ve Mclntyre (1992) iistiin yetenekli
Ogrencilerin egitiminde &gretmenlerin deneyimlerinin daha da onemli oldugunu belirtmislerdir. Hansen ve
Feldhusen (1994), iistiin yetenekli 6grencilerin egitimi i¢in egitim alan ve almayan 6gretmenleri kargilagtirmistir.
Bu ¢alismanin sonuglarina gore, iiniversite doneminde iistiin yeteneklilerin egitimi ile ilgili kurslar alan
O0gretmenlerin, Ustiin yeteneklilerin egitiminde uzmanlarin kullanmasi gereken becerilere daha asina olduklari
belirlenmistir. Bu ¢aligmada, iistiin yetenekli 6grencilerin belirlenmesi ve aday gosterilmesi siirecine, bu isle bizzat
ilgilenen 6gretmenlerin bakis agisiyla bakilmistir. Bu agidan arastirma sonuglariin yeni 6gretmenlere iistiin
yetenekli 6grencilerin belirlenmesi ve aday gosterilmesinde yol gdsterici olmast beklenmektedir.

Bu c¢alismada bazi simirliliklar ve varsayimlar bulunmaktadir. Aragtirmanin sinirliliklar: ve varsayimlari
asagida maddeler halinde sunulmustur.

1. 15 ilkokul 6gretmeni ile sinirhdir.

2. Istanbul'da gorev yapan ilkokul 6gretmenleri ile sinirlidir.

w

Goriisme sorularina verilen cevaplarla sinirhidir.

4. Goriisme sorularinin ilgili alt hedefleri 6l¢tiigii varsayilmaktadir.

5. Sinif 6gretmenlerinin goriigme sorularini ictenlikle cevapladiklar: varsayilmistir.
Yazarlarin Katki Diizeyleri
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Abstract

Introduction: This study aims to examine the experiences of primary school teachers in the identification of gifted
students and nominating them to science and art centers.

Method: This research was carried out within the scope of phenomenology design, one of the qualitative research
designs. The research study group was determined by the criterion sampling method, one of the purposeful
sampling methods. The research study group consisted of 15 primary school teachers working in Istanbul. The
study data were obtained through semi-structured interview forms developed by the researchers and personal
interviews conducted with the study group. The data were analyzed by content analysis. Researcher triangulation
was used in the analysis of the data. To minimize data loss, the data were recorded with a voice recorder.

Findings: According to the study's findings, it was determined that the classroom teachers took into account the
students’ cognitive, affective, and social characteristics while identification them with giftedness and made
observations depending on the process.

Discussion: Although many features are used to identify gifted students when the relevant literature is examined,
it has been determined that cognitive features are frequently used in the identification of gifted students.
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Introduction

Due to the lack of specific characteristics and behaviors that can identify giftedness, many definitions
have emerged in the literature throughout the historical process (Trost, 2000). When the characteristics of gifted
students in the relevant literature are examined, it can be seen that they have several characteristics as follows:
these students have higher scores on intelligence tests than students having normal intelligence, they have much
curiosity and desire to learn, and they have significantly more talent in visual arts than their peers, they can use
advanced analytical skills in mathematics at the highest level, they have a wide vocabulary, they have the ability
in one or more areas, they can put forward leadership ability, they can actively use creative thinking skills at the
highest level, they can present their special and general academic abilities and skills better than their peers
(Matthews & Foster, 2005; Nevo & Rachmel, 2009; Plucker & Esping, 2014; Renzulli, 2012; Sternberg & Zhang,
1995; Tucker & Hafenstein, 1997; Van Tassel-Baska, 2005). According to Davis (2006), the most prominent
characteristics of gifted students are their high motivation for learning, their ability to learn faster and deeper than
their peers, their love to do research, and their curiosity and creativity.

The fact that gifted students show characteristics that can make a difference (in cognitive characteristics)
compared to their peers facilitates these students' referral and identification processes. In the identification process,
it is necessary to observe these students very well in the classroom and social environments and understand the
differences in their daily speech by analyzing them (Smutny et al., 1997). At this point, primary school teachers
have a very important role in nominating gifted students (Clark, 2013; Sanders & Rivers, 1996; Sanders et al.,
1997).

It is possible to say that primary school teachers have many duties and responsibilities when it comes to
the identification and nominating gifted students. Primary school teachers' main responsibilities include providing
high-level thinking environments and creating a positive environment with adequate stimulation (Feiring et al.,
1997). Because giftedness is the result of dynamic, stimulating, and interactive processes that make a noticeable
difference in terms of quality and quantity in the performance and thinking ability of individuals as a result of
inheritance and the environment in which they are born (Clark, 2013), primary school teachers should make
observations and make evaluations taking all of these factors into account.

Identification of students who are considered gifted among primary school students brings along options
for these students to obtain support for developing their ability and being admitted to relevant programs. Since
gifted students are the most important workforce of the future (Watters & Diezmann, 2003), countries conduct
many studies on training gifted students (Jolly, 2009). It is seen that various private schools are open for gifted
students in the world. Countries such as England, America, Germany, and Austria have made serious investments
in the education of gifted students and opened various institutions for the education of these students. For example,
the German Government provides financial support to research in the field of the education of gifted individuals
and offers these students a wide range of special opportunities (Monks & Pfliiger, 2005; Persson, 2009). In Turkey,
Science and Arts Centers, which operate under the Ministry of National Education General Directorate of Special
Education and Guidance Services, are institutions that stand out in responding to these students' educational needs
and supporting their development. SACs (Science and Art Centers) are important institutions where gifted students
carry out activities collectively and receive education according to their abilities (Kunt & Tortop, 2013). Student
recruitment and admission processes to SAC start with nominating students thought of as gifted by teachers or
parents.

In Turkey, identification processes of the students thought to be gifted are carried out in the Guidance and
Research Centers, and it is seen that different criteria such as ability and intelligence are tested together in the
identification process. As a result, primary school teachers can nominate their students in three talent areas at the
point of giftedness. These capabilities are general intellectual abilities and abilities in the field of visual arts and
music. As of the 2019-2020 academic year, there are 181 "science and art centers" in total in Turkey. This number
shows that Turkey takes serious steps toward the education of gifted students.

When the related literature is examined, it is observed that the number of publications about gifted
students has increased over the years. An investigation of the experiences of teachers who have gifted students in
their class and whose students are identified as gifted thanks to his or her direction will guide primary school
teachers who do not have experience in the process of identification of gifted students, parents who do not know
how to evaluate and guide their children about giftedness, and relevant stakeholders. At this point, the aim of the
study was determined to be "to examine the experiences of primary school teachers in the identification and
nominating of gifted students”.
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Method
Research Model

The research was conducted within the scope of phenomenology design, one of the qualitative research
methods. Phenomenology is a qualitative research approach that investigates how people make sense of their
experiences due to their interactions with their environment (Patton, 2015). The reason for conducting the study
within the scope of phenomenology research is to reveal the experiences of primary school teachers regarding the
process of identification and nomination of gifted students.

Study Group

The research participants are 15 primary school teachers who work in a primary school in Istanbul
(province) and are selected by criterion sampling. In criterion sampling, the sample is composed of people, events,
objects, or situations that have the qualities determined about the problem (Merriam, 2009). The criteria used to
determine this research's study group were "being a primary school teacher" and "having a student's identification
as gifted through his/her nomination." After the necessary examinations, the teachers who met the criteria were
included in the study. Demographic information about the research participants is given in Table 1 below.

Table 1
Information about Research Participants and the Gifted Students whom They Directed

- . Number of students Number of student’s
Participant Age Gender Status of education Profe; S|pnal whom he or she identification of as
code seniority . :
nominates gifted

P-1 35 Female Undergraduate 10 6 1
p-2 33  Female Undergraduate 8 5 1
P-3 30 Female Undergraduate 7 6 1
P-4 34  Female Undergraduate 8 7 1
P-5 31 Male Undergraduate 6 8 2
P-6 29 Male Undergraduate 5 10 2
P-7 32 Male Undergraduate 8 8 1
P-8 34 Male Graduate 9 11 3
P-9 36 Male Graduate 13 12 4
P-10 33 Male Graduate 11 10 5
P-11 35 Female Graduate 12 6 6
P-12 45 Male Doctorate 17 9 6
P-13 39 Female Graduate 12 8 6
P-14 41 Male Doctorate 17 8 7
P-15 40  Female Doctorate 15 9 5

When Table 1 is examined, it is seen that the participants of the study consist of 7 female and 8 male
primary school teachers. 2 of the participants graduated with a doctorate, 6 of them graduated with a master's
degree, and 7 of them graduated with a bachelor's degree. It is also seen that the participants' professional
experiences vary between 5 and 17 years.

Data Collection Tools

Semi-structured interview form: In the study, data were collected using a semi-structured interview form
created by the researchers by reviewing the literature to get the experiences and opinions of the primary school
teachers in the identification and nominating of gifted students. The data were obtained through face-to-face
interviews with the teachers. In addition, the prepared interview questions were presented for expert opinion, and
the interview form was given its final form in line with the feedback from the experts. Opinions of 8 experts were
taken for the content validity of the interview form. Semi-structured interviews allow participants to explain the
world they perceive with their thoughts with the help of open-ended questions (Merriam, 2009). In the semi-
structured form, besides the demographic questions for identifying participants, there were five questions through
which the opinions of the teachers were to be determined. In the interview, some questions described as probing
questions were asked to participants according to the flow of the research to increase the richness of the data and
deepen the participants' opinions. Probes can be arranged to ask more questions about the details, request them to
make explanations, or get examples (Merriam, 2009). E.g., “Can you talk a little more about this?", "Did anyone
help you in this process?"
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Data Collection Process

The interviews for the research were conducted with teachers who had gifted students in their classrooms.
Interviews with primary school teachers lasted 26 minutes on average. The research data were obtained through
individual face-to-face interviews. The researchers collected the study data, and the obtained data were not shared
with different people. The research data were collected after the approval of the ethics committee for the study.
The data were collected according to ethical rules, and the identities and out-of-research discourses of the
participants were not reflected in the study. In addition, the data collection process was carried out following the
pandemic rules by taking the mask, distance, and cleaning rules into account. Before the interview, the researchers
provided masks, disinfectants, and social distance bands. The ethics committee certificate of the research was
given by the "Yildiz Technical University Social and Human Sciences Board" on 09.01.2021 with the number E-
73613421-604.01.02-2101090038.

Data Analysis

In this study, the data obtained through semi-structured interviews in line with the purpose of the research
were analyzed by the content analysis method. Content analysis is expressed as a dimension in reducing and
making sense of any qualitative data to determine the basic consistencies and meanings by scanning the qualitative
text in line with the repetitive words and themes and taking the voluminous qualitative material (Patton, 2015).
Qualitative data analysis consists of three successive stages. These stages are reducing data, displaying data, and
finally, presenting and verifying the results (Miles & Huberman, 1994). Within the scope of content analysis,
coding was first made, and the themes were reached through this coding. Coding can be defined as making
symbolic abbreviations for various data angles to obtain sections for the study from the data obtained in the
research (Merriam, 2009). Denzin (1978) proposed four different types of triangulation. The triangulation method
requiring the participation of researchers was used in this study. Each researcher conducted the data analysis
individually.

Validity, Reliability, and Role of the Researcher

Quialitative research is generally based on extensive experience with participants and interpretation
(Creswell, 2009). In qualitative research, the credibility of the results is the most important issue of scientific
research (Yildirim & Simsek, 2016). From this point, the validity and reliability of research are important issues.
The researcher was directly involved in the data collection process and analysis and served as a tool in this study.
In the data collection process and data analysis, the researcher is attentive to being as objective as possible. To
ensure validity and reliability of the research procedures such as "volunteering was sought in the primary school
teachers participating in the study, "research data were also checked by a different researcher, and similar themes
and categories were reached,” and "pilot application was made before data collection with questions in the
interview form" were performed. In this way, processes such as consensus and credibility were tried to be achieved.
The consensus was calculated as 92% for this research. Miles and Huberman (1994) stated that the consensus
should be at least 80%. In addition, the research findings were supported with examples and presented within the
framework of detailed and rich descriptions.

Findings

When the identification and nomination processes of gifted students in primary schools were examined,
it was determined that teachers took the students' cognitive, affective, and social characteristics into consideration
and received opinions from stakeholders such as family and school guidance services. Findings regarding these
processes are explained within the framework of two themes. The first theme, "Characteristics of Gifted Students,"
was explained within three sub-themes: cognitive, affective, and social. The second theme was expressed as
"Processes for ldentification and Nomination of Gifted Students." The themes and sub-themes determined are
explained below, supported by the opinions of the primary school teachers.

Theme-1: Characteristics of Gifted Students

When the views of primary school teachers about the processes of identification of gifted students are
examined, it is determined that they observed students who differed from their peers in cognitive, affective, and
social fields, and they used various methods to determine whether they were gifted or not. From this point, it was
determined in the study that the cognitive, affective, and social characteristics that bring these students forward
were taken into account in the process of identification of gifted students by primary school teachers. Three sub-
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themes have been determined within the framework of this theme. These sub-themes have been presented below,
supported by one-to-one quotations from primary school teachers' views.
Cognitive Characteristics

The codes used by primary school teachers to express the cognitive characteristics of gifted students are
presented in Table 2 below.

Table 2
Cogpnitive Characteristics of Gifted Students

Cognitive characteristics

Codes Teachers Frequency
Gifted student sees what other students do not see P-3, P-10, P-5, P-11, P-12, P-2, P-7, P-1, P-6 9
Has a different point of view p-11, P-4, P-1, P-6, P-14, P-15, P-8, P-2 8
Has different interests and curiosity by his/her age P-3, P-1, P-4, P-6, P-2, P-14, P-10 7
Is more creative P-12, P-13, P-4, P-5, P-9, P-11, P-3 7
Has the ability of high-level thinking P-14, P-15, P-2, P-9, P-7, P-8, P-4 7
Is advanced in life skills P-2, P-15, P-3, P-5, P-6, P-9 6
Deals with problems from different perspectives P-1, P-15, P-2, P-1, P-9, P-11 6
Has hidden powers P-9, P-11, P-3, P-8, P-15 5
Asks questions consciously P-4, P-6, P-2, P-12, P-9 5
Gains reading and writing skills early P-9, P-4, P-1, P-6, P-14 5
Has a broad vocabulary by their age P-8, P-7, P-10, P-13, P-4 5
Thinks very fast P-5, P-6, P-9, P-1 4
Has the ability to discover and invent pP-12, P-9, P-10, P-3 4
Can internalize what he/she learned P-14, P-1, P-11 3

Table 2 shows the codes for the cognitive characteristics that primary school teachers use when describing
gifted students. Detailed information about these codes is presented below, supported by quotations from the
statements of primary school teachers.

It is seen that the sub-theme most used by primary school teachers while expressing the characteristics of
gifted students is cognitive characteristics. When the views of the primary school teachers are examined, it was
seen that they expressed cognitive characteristics of gifted students as follows: gifted student sees what other
students do not see (P-3 The gifted student sees what the other student cannot see, P-10 | think that besides their
abilities, they can see the thing which no one else pays attention, from different angles), has a different point of
view (P-11 | believe that these students have different perspectives from his/her peers and different thinking skills,
P-4, Students who can look at a subject from a different perspective are gifted), makes different progress from
their peers cognitively (P-3 Gifted persons are not different kinds of people; they can be expressed as individuals
who differ in terms of distribution, frequency, timing and composition of some of their characteristics), has
different interests and curiosity by his/her age (P-3 They have different interests, abilities, and curiosity levels
according to their age), is more creative (P-12 they can produce more original ideas than their peers), has the ability
of high-level thinking (P-14 They have high-level thinking skills), assimilates 21st century skills (P-15 They can
quickly grasp 21st century skills), is advanced in life skills (P-2 They are also ahead of their peers in life skills),
deals with problems from different perspectives (P-1 Their solution suggestions for daily life problems are also
different), has hidden powers (P-9 | think these children have hidden powers in their cognition), asks questions
consciously (P-4 The questions they ask, the areas they are interested in are different from their peers and they
learn easily), gains reading and writing skills early (P-9 They learn to read and write early ), has a broad vocabulary
by their age (P-8 Their vocabulary is wider according to the age), thinks very fast (P-5 They can think fast and
they are faster in problem-solving and creative thinking skills than their peers), has the ability to discover and
invent (P-12 Gifted students can invent different things), can internalize what he/she learned (P-14 These students
can code or make practical what they have learned according to themselves, they can even create their own methods
easily. They can also adapt the methods they have created according to their learning in different fields). In
addition, some teachers stated that gifted students are cognitively advanced but could not show this in their
academic success. For example, P-10 supports this situation by stating that "Considering its cognitive features, it
develops a few years before its peers, and this sometimes affects its academic success positively and negatively."
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P-7 defined the gifted student as follows. P-7 defined the gifted student as “"I think a gifted student is a student
who thinks differently from his peers, is curious, researcher, who asks questions, these questions are at a different
level than his peers, has analytical thinking skills”.

Social-Emotional Characteristics

The codes used by primary school teachers when expressing the social-emotional characteristics of gifted
students are presented in Table 3 below.

Table 3
Social-Emotional Characteristics of Gifted Students
Social-emotion characteristics

Codes Teachers Frequency
The ones who are highly motivated P-11, P-4, P-12, P-9, P-10 5
Have healthy and high self-perceptions P-9, P-1, P-3, P-11 4
Have high academic self-identity P-15, P-8, P-7, P-13 4
Have a sense of achievement P-14, P-5, P-14 3
Develop positive attitudes P-3, P-6, P-7 3
Interact with supportive role models P-1, P-15 2
Determined P-13, P-11 2
Independent P-2, P-10 2

Table 3 shows the codes related to social-emotional characteristics primary school teachers use when
describing gifted students. Detailed information about these codes is presented below, supported by quotations
from the statements of primary school teachers.

When the opinions of primary school teachers were examined, it was determined that gifted students also
showed some differences in social and emotional characteristics. According to primary school teachers, students
gifted in terms of affective characteristics are the ones who are highly motivated (P-11 Gifted students can motivate
themselves), have healthy and high self-perceptions (P-9 They can see themselves as different and impose different
values on themselves), have high academic self-identity (P-15 They are individuals who have advanced thoughts
and can use their intelligence effectively), have a sense of achievement (P-14 These children believe that they will
succeed and go along that way whatever the society says), develop positive attitudes (P-3 They can develop
positive attitudes towards different areas and issues), interact with supportive role models (P-1 These children can
interact with adults very comfortably), are determined (P-13 They continue a job until the end and do not give up
easily) and are independent (P-2 They can carry out a job independently without support). The statement of P-6
also emphasizes that gifted students differ from other students in terms of affective characteristics.

P-6 "It is possible to identify gifted students as advanced students in terms of interest, attitude, and self-
confidence. These students tend to certain subjects and can direct all their interests to that area. In these
areas, they get different interpretations by using their intelligence effectively. They can also provide their
learning motivation at the highest level".

Social Characteristics

The codes used by primary school teachers when expressing the social characteristics of gifted students
are presented in Table 4 below. Table 4 shows the codes related to the social characteristics that primary school
teachers use when describing gifted students. Detailed information about these codes is presented below, supported
by quotations from the statements of primary school teachers.
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Table 4
Social Characteristics of Gifted Students

Social characteristics

Codes Teachers Frequency
They are incompatible P-9, P-10, P-7, P-6, P-2, P-1 6
They do not respect the opinions of others P-15, P-2, P-9, P-12, P-13 5
They show weakness in social skills pP-2, P-8, P-4, P-10, P-15 5
They show weakness in communication with peers P-5, P-8, P-4, P-6, P-11 5
They are lonely P-3, P-5, P-13, P-14 4
More successful in social skills p-14, P-8, P-10, P-13 4
They can chat with adults easily P-1, P-2, P-9 3
They can take the lead pP-13, P-3, P-7 3
They are inquisitive P-11, P-9 2

According to primary school teachers, gifted students also differ from their peers in social skills. Primary
school teachers stated that gifted students were either very skilled or completely withdrawn in terms of social
skills. According to the views of primary school teachers, negative aspects of gifted students in terms of social
characteristics are as follows; they are incompatible (P-9 He/she is extremely incompatible and cannot adapt to
his/her friends), they do not respect the opinions of others (P-15 My student makes fun of his/her friends' opinions
and can use offensive words), they show weakness in social skills (P-2 He/she is socially weak and having
difficulty in making friends), they show weakness in communication with peers (P-5 I observed that my student
was incompetent in communication with peers), they are lonely (P-3 He/she does not like to spend time with
friends). On the other hand, primary school teachers explained their positive aspects in terms of social
characteristics by stating that they are more successful in social skills (P-14 They can be quite successful in social
relations), they can chat with adults easily (P-1 My gifted student could chat with me as if we were friends), they
can take the lead (P-13 They show up prominently in the work that needs to be done together, P-4 Their leadership
aspects are very strong and they are skilled in referral those around them), they are inquisitive (P-11 They do not
accept the rules directly, they ask the reason). The statement of P-12, "The gifted student may differ socially
depending on the personality trait and the conditions he/she lives in," explains this situation. The views of primary
school teachers below also support the view that there are differences in social characteristics of gifted students.

P-5 "I think that students need more emotional support than other students while solving problems related
to superficial life with socially expressive cognitive problem-solving processes. A very simple emotional
problem for his peers could be a turning point in their lives".

P-8 "He excels from others in terms of conformity-unconformity in behavior. If his talent is noticed, he
may be drawing a portrait that he follows the rules, but he can be incompatible when he is not noticed. If
he does not receive education according to his abilities, he will do more harm than good to the society".

When the expressions of primary school teachers about gifted students were examined, it was determined
that they expressed them as individuals who differ from other students in cognitive, affective, and social areas.
The following teacher views support the idea that gifted students have effective cognitive, affective, and social
characteristics.

P-6 "I generally confront the gifted student who is strict about rules and has a well-developed verbal
language. They were children who skipped no rules and spoke sentences like an adult. His mathematical
intelligence was highly developed. He was also interested in painting, music, and/or physical education”.

P-11 "Gifted student means different student for me. Of course, | do not mean that these students are
smarter or more intelligent than their peers. This is because these students understand and perceive more
easily, develop their own method, and have practical thinking skills".

In addition, primary school teachers stated that not all of these features could be seen in a student, some
features can be seen in some of them, and some features can be seen in only one of them. For example, the statement
of P-4 supports this situation: "There may be one or more features that make students gifted. Not all gifted students
are the same, but there are individual differences between them". The following teacher statements also support
the view that there are individual differences between gifted students.
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P-2 "™You cannot fit the gifted student into a complete definition. Because there is no exact definition or
similarity-difference situation, while some gifted students can be extremely careful, responsible,
compliant, patient, others can be the opposite".

P-14 "A person who exhibits behaves differently and develops different thoughts than his peers. Points
that no one sees or notices attract his/her attention".

Students

The theme of " Identification and Nomination Processes of Gifted Students" is explained within two sub-
themes: teachers' role and stakeholders' role. There are findings related to the processes of identification of gifted
students by primary school teachers under this theme. Data about sub-themes supporting this theme are presented
below, supported by one-to-one quotations from primary school teachers' views.

The Role of Teachers

Primary school teachers stated that primary school teachers have many responsibilities in the
identification of gifted students. In the identification of gifted students, it was found that the teachers took into
account the characteristics determined in the first theme (students showed cognitive, social, and affective
characteristics in the process) and observed students in the classroom. While the primary school teachers We do
not identification the students. While the primary school teachers identify the gifted students, they follow such
steps as evaluating the situation of the student in the class (P-1 They show themselves in the process when they
start school), observing the student in the process (P-4 We observe students, gifted students stand out from their
peers over time), asking students intelligence questions (P-9 I try to identify these students by asking various
intelligence questions), following the cognitive and social characteristics of these students (P-3 Students stand out
cognitively or socially), and observing their differences from their peers (P-7 The questions they ask differently,
their solutions to problems, their interests in different areas, and their effort to learn about these areas make them
distinguished). Regarding the process of identifying the gifted student, P-7 stated that “these students make
themselves felt in social environments in society." The statements of P-8 also support the view that primary school
teachers took into account such features in the process of identifying gifted students as observation of the students’
situation in the classroom, their situation compared to their peers in the classroom, and the different perspectives
that the student brings to the problems.

P-8 "After | grasp these students with different mentalities, | keep them under observation, and | get to
know the environment he/she lives in and her/his family to recognize them closely. | saw that some of
them talked or walked early, some talked late, and this causes behavioral problems".

P-7 "These kinds of students can show themselves automatically after a while in our classrooms and make
their teachers feel that they are different from other students. If we give an example to these, they give
extraordinary answers to the questions asked in the lessons, or they may ask extraordinary questions and
sometimes leave even their teachers in difficult situations about answering. In manipulative skill lessons,
gifted students can already produce beautiful products with their unique perspectives".

In addition, primary school teachers stated that in the identification of gifted students, primary school
teachers often confused gifted students with successful students and could not distinguish one from another. The
statements of P-15 also support the view that there are differences between gifted students and successful students.

P-15 "Successful students and gifted students should not be confused with each other. Students who
answer every question, listen to the lesson with interest, learn easily, take the information as it is, and do
their homework can be considered successful students. However, the students who ask questions, give
emotional reactions, know rather than learn, do not take information as it is and change and interpret it
according to themselves, and design projects are gifted students".

The Role of Stakeholders

When the opinions of primary school teachers were examined, it was seen that they stated that the process
of identification and nomination of gifted students was a collaborative process. At this point, it was determined
that stakeholders such as parents, school guidance services, and school management should be involved in the
process of identification and nomination of gifted students and primary school teachers. In the process of
identification and nomination gifted students, primary school teachers stated that they got more information about
the child by communicating with the parents (P-7 If | realize the potential of the student, I get in touch with the
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parents and get information about the child), and | see that they made better inferences with the support of the
parents. The statement of P-14 "Of course, getting information about the student from the family makes it easier
for us," and the statement of P-9 "The biggest deficiency in this subject is education”. “Both the family and the
school administration and the counseling service should educate themselves in this field" supports the view that
stakeholders are important in the process of identification gifted students. Teachers' views below also support the
view that collaboration is necessary for the identification and nomination of gifted students and that stakeholders
are important.

P-13 "First of all, the teacher and the family are the main roles in making this identification. The school
guidance service is also consulted to collect more data. However, the current job descriptions of school
guidance services should be expanded. Not being noticed by both the family and the teacher causes gifted
students in classrooms to disappear”.

P-11 "I received the greatest support from their families in identification my students, and we found that
all 6 students I directed to RAM were gifted. Of course, the school guidance service was very helpful in
the orientation process. We were able to direct the child with also the support of the school
administration™.

According to primary school teachers, when they cannot receive the necessary support from gifted
students’ families and other stakeholders while nominating them, it becomes difficult to identification and
nominate them. The reasons, such as negative attitudes of families, misinformation, discomfort with children’s
thoughts, and negative attitudes and interests of examiners, especially regarding gifted children, make it difficult
to identification and nominate these children by primary school teachers. The expressions of P-7 support this
situation.

P-7 "Another reason is the wrong opinions and attitudes of the parents on this issue. While some parents
exaggerate their child excessively because he is clever, which may even be the opposite, some parents do
not notice such a gifted child and are disturbed by his contrary thoughts. Unconsciousness of parents can
also prevent us from referral”.

Discussion

This study aimed to examine the experiences of primary school teachers in the identification of gifted
students. Semi-structured interview forms were prepared, and the data obtained through the interviews were
analyzed with content analysis; two themes were determined, "Characteristics of Gifted Students" and "Processes
of Identification and Nomination of Gifted Students". While the theme of "Characteristics of Gifted Students"
consists of 3 sub-themes: cognitive characteristics, affective characteristics, and social characteristics, the theme
of "ldentification and Nomination of Gifted Students" was explained within the framework of two sub-themes: the
role of teachers and the role of stakeholders.

Under the main theme of "Characteristics of Gifted Students,” which is one of the findings of our study,
3 sub-themes were determined as cognitive, affective, and social characteristics. When the literature is examined,
it has been determined that there are many studies explaining the characteristics of gifted students under similar
titles (Copenhaver & Mclntyre, 1992; Goodman, 2020; Hansen & Feldhusen, 1994; Klimecka, 2020). When the
sub-themes were examined, it was determined that the cognitive characteristics of gifted students were the most
expressed by primary school teachers. Higher cognitive skills are one of the most common conceptualizations of
giftedness (Nacaroglu & Kizkapan, 2021; Worrel et al., 2019). When studies conducted at the primary school level
are examined, it is seen that classroom teachers think that the essence of the concept of giftedness lies in the
cognitive field (Endepohls-Ulpe & Rulf, 2006). When the codes describing the cognitive features are examined, it
was seen that such codes are formed about gifted students as creative thinking (Hunsaker, 1994; Runco, 1993),
high-level thinking (Feldhusen, 2005), having different perspectives (Runco, 1993), being able to handle problems
from different angles (Maker et al., 1994; Sriraman, 2003) and the literature supports these codes. In addition, it
is seen that the code "cognitively develops differently from their peers” (Bildiren et al., 2020), explaining that the
sub-theme of gifted students' cognitive characteristics is supported by the relevant literature. Some teachers stated
that gifted students are cognitively advanced, but they could not show this situation in their academic success, and
P-10's statements are as follows; "Considering cognitive characteristics, it develops a few years before its peers,
and this sometimes affects academic success positively and negatively." Low academic achievement among the
gifted it is very common. Low academic achievement depends on environmental factors (family, circle of friends,
school, etc.) as well as individual (Freeman, 2011; Matthews & McBee, 2007; Ritchotte et al., 2014; Snyder &
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Linnenbrink, 2013; Speirs et al., 2009; Wu, 2008; Zabloski & Malacci, 2012). Many studies have been conducted
to understand the problem of low achievement seen in gifted people. However, despite the research on this subject,
it is seen that there is no effective solution to this problem today (Figg et al., 2012). Brody and Stanley (2005)
stated that instead of evaluating gifted students with their cognitive profiles, it is necessary to determine their
strengths and weaknesses and evaluate them in these areas. It can be said that gifted students are not superior in
every subject, but sometimes they are superior in a single subject. While some students show high performance in
numerical lessons, they may simultaneously show low performance in verbal lessons.

Another sub-theme under the main theme, "Characteristics of Gifted Students," was determined to be
effective characteristics. In recent years have focused on the effects of affective factors on achievement (Onal &
Onal, 2021; Rinn et al., 2010). Healthy, effective development is a targeted goal in educational environments and is
thought to critically affect learning (Delcourt et al., 2007). According to Clark (2013), affective and motivational factors
are important factors that should be considered when designing the educational environments for gifted students. When
the codes describing affective characteristics are examined, it is seen that the self-concept is included in several different
codes (academic self-ego, healthy and high self-perception). When the literature is examined, it is seen that the self-
concept is given great importance by researchers who explain affective characteristics (Rinn et al., 2010). When looking
at other codes, it is seen that motivation and the sense of achievement come to the fore. The role of motivation for a
sense of achievement has been recognized by many models, concepts, and definitions that explain giftedness
(Clinkenbeard, 2012; Dai et al., 1998; Housand & Housand, 2012; Kaplan-Say1 & Yurtseven, 2021; Phillips & Lindsay,
2006). Hong and Aqui (2004) stated that gifted students are more cognitively competent and have more intrinsic
motivation than those who are not gifted.

One of the sub-themes explained under the main theme "Characteristics of Gifted Students” is social
characteristics. When the literature is examined, there are various discussions about the social characteristics of gifted
students. Some researchers stated that gifted students might experience various problems in social development.
According to Robinson (2008), gifted students may have more frequent problems in social development than their peers
because they show different characteristics. According to Reis and Renzuli (2004), gifted students in disadvantaged
groups (low socio-economic level, students with learning difficulties, etc.) may experience social and emotional
problems. In addition, Robinson (2008) stated that gifted students are at least as compatible as others, but similar
situations and events may risk their social and emotional development differently from other students. Unlike these
views, Franga-Freitas et al. (2014) refused the argument that gifted students face difficulties in social skills, which is
generally accepted in the literature, and presented a completely opposite result in their research.

Similarly, Endepohl-Ulpe & Rulf (2006) stated that social skills could not be the determinant of gifted students
in a positive or negative sense. When we look at the findings of our study, we can say that there is a similar discussion
in the literature. The primary school teachers who participated in the study stated that gifted students differ from their
peers in social skills. In addition, primary school teachers stated that some students' social skills were at an advanced
level, while others were completely introverted. When the codes that explain the social characteristics of gifted students
are examined, it is seen that codes of weakness in communication with peers and loneliness exist. Freeman (1983) stated
that a gifted child would be overly sensitive to criticism due to his perfectionism, and his reaction to these criticisms
could lead to social isolation. Another finding is the leadership skills of gifted students. Leadership behaviors are an
important feature in distinguishing gifted students (Baldwin, 1987; Bisland, 2004; Hébert, 2019; Matthews, 2004).

Another one of the findings of our study, the main theme of "Identification and Nomination of Gifted Students,"
is explained within the framework of two sub-themes: the role of teachers and the role of stakeholders. The process of
identification and nomination of gifted students should be handled as a complex issue rather than a problem that can be
solved with a single magical answer (Callahan, 2005). While educators believe that standardized tests, student portfolio
files, and teacher referrals are valid diagnostic tools, parents do not accept this (Schroth & Helfer, 2008). Teachers are
of great importance in the identification of gifted students, as they interact more frequently with students and have the
opportunity to observe (Bracken & Brown, 2006). There are many publications in the literature on the role of teachers
in the education of gifted students. Authors of these various works and studies claim that gifted students need some
knowledge and skills to facilitate their academic, cognitive, and affective development (Ford & Trotman, 2001). Apart
from this, Copenhaver and Mclntyre (1992) stated that teachers' experiences have further significance for the education
of gifted students. Hansen and Feldhusen (1994) compared teachers who received education for the education of gifted
students and those who did not. According to the results of this study, it was determined that the teachers who took
courses on the education of gifted students during the university period were more familiar with the skills that experts
should use in the education of gifted students. In this study, the process of identification and nomination of gifted students
was looked at from the perspective of teachers who are personally involved in this work. In this respect, the results of
the research are expected to guide new teachers in the identification and nomination of gifted students.
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There are some limitations and assumptions in this study. The limitations of the research are presented below

in the form of items.

1.
2.
3.
4.,
5.

Limited to 15 primary school teachers.

It is limited to primary school teachers working in Istanbul (province).

It is limited to the answers given to the interview questions.

It is assumed that the interview questions measure the related sub-objectives.

It was assumed that primary school teachers answered the interview questions sincerely.

Authors’ Contributions

All researchers took an equal role in the preparation of the data collection tool and in the data collection

process. However, Problem Determination and Findings, Mustafa Erol, Introduction and Method, Osman Gedik,
Discussion Conclusion, prepared by Berat Demirtas.
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