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Editorden...
Sevgili Okurlarimiz,

Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisinin 2023 yilmin {igiincii sayis1 olan
Eylil, 24. Cilt, 3. Sayisi ile yeniden karsinizdayiz. Her zaman oldugu gibi, dncelikle 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
tagimak igin yogun caba sarf ettigimizi sizlere bildirmek isterim. Bu sayimizda yer alan makaleleri tanitmaya
gecmeden dnce bu sayimizdan itibaren Alan Editorii gérevini yiiriiten ve ekibimizden ayrilan Dr. Ogr. Uyesi Ozgiil
ALDEMIR-FIRAT ile Ingilizce / Yabanci Dil Editérii gorevini yiiriiten ve ekibimizden ayrilan Dr. Ogretim Uyesi
Sevket OZDEMIR e dergimize yaptiklar1 katkilar1 ve 6zverili caligmalar igin sizlerin huzurunda ¢ok tesekkiir
ediyorum ve bundan sonraki ¢aligmalarinda basarilar diliyorum.

Dergimizin bu sayisinda altt makale yer almaktadir. Bu ¢aligmalar kisaca sizlerle paylagmak 1st1y0rum
Bu sayimizda yayimlanan ilk aragtirma makalesi Mustafa CEYLAN tarafindan yiiriitilen “Yazili Uriinlerin
Bagdasiklik ve Tutarhiliklarimin Okuma Performansi ve Gelisimsel Diizeylere Gore Incelenmesi” adli galismadir.
Bu arastirmada okumada sergiledikleri performansa ve siif diizeyine bagli olarak 6grencilerin yazili tirtinlerindeki
bagdasiklik ve tutarliliklari incelenmistir. Aragtirma nicel aragtirma yontemlerinden kargilastirmali betimsel model
ile yliritiilmiistiir. Aragtirmada okuma becerisinde diisiik performans sergileyen 183 6grencinin (dordiincii sinif
50, altinci smif 71 ve sekizinci sinif 62), okuma becerisinde yiiksek performans sergileyen 192 6grencinin
(dordiincii sinif 55, altiner sinif 74 ve sekizinci sinif 63) yazili tirlinlerinde bagdagiklik 6gelerini kullanma sikliklari
ve metin tutarliligi puanlari karsilastirilmali olarak incelenmistir. Verilerin toplanmasinda Formel Olmayan
Okuma Envanteri, 6ykii yapisini hatirlatma amaciyla hazirlanan bir video ve sessiz olarak izlettirilen bir film
kullanilmustir. Verilerin analizinde ikili karsilagtirmalar icin Mann Whitney U, ti¢li karsilastirmalar i¢in Kruskal
Wallis Testleri kullanilmigtir. Analizler sonucunda bagdasiklik 6gelerine bakildiginda doérdiincii ve sekizinci
siiflarda okuma becerisinde diisiikk performans sergileyen 6grencilerin okuma becerisinde yiiksek performans
sergileyen akranlarindan disiik puanlar aldiklari goriilmiistiir. Ayrica dordiincii siniftan sekizinci sinifa kadar
okuma becerisinde yiiksek performans sergileyen 6grencilerin yazili iiriinlerinde bagdasiklik 6geleri agisindan
ilerleme oldugu, okuma becerisinde diisiik performans sergileyen 6grencilerde ise anlamli bir ilerleme olmadigi
bulunmustur. Tutarlilik puanlarma bakildiginda tiim siif diizeylerinde okuma becerisinde diisiik performans
sergileyen d6grencilerin yiliksek performans sergileyen akranlarindan diisiik puanlar aldiklar1 ve her iki gruptaki
ogrencilerin dordiincii siniftan sekizinci sinifa kadar yazili iiriinlerinde tutarlilik puanlari agisindan ilerleme oldugu
goriilmiistiir. Okuma becerisinde diisiik performans sergileyen 6grencilerin bagdasiklik araglarini kullanmadaki
sorunlarinin ve tutarli metinler olusturamamalarinin 6grencilerin dil becerilerindeki yetersizlikten kaynakli
olabilecegi, dgrencilerin yazma c¢aligmalarinda kisa ciimleler kurmay: tercih ettiklerini, climleleri baglamaya
gereksinim duymadiklari ve sinif diizeylerinin ilerlemesiyle bagdasiklik araglarmin kullanilma diizeyinin arttig
sonucuna ulagilmistir.

“Ogretmenlik Uygulamasina Devam Eden Ogretmen Adaylarimin Coklu Yetersizligi Olan Gérmeyen
Cocuklara Yonelik Goriigleri” adli ikinci aragtirma makalesi Pinar DEMIRYUREK, Hatice Cansu BILGIC ve
Pinar SAFAK tarafindan kaleme alinmigtir. Aragtirmada 6zel egitim 6gretmen aday1 son simif 6grencilerinin ¢oklu
yetersizligi olan gormeyen (CYG) 6grencilerle yaptiklar: 6gretmenlik uygulamasi sonucunda bu 6grencilere ve
egitimlerine yonelik algilarinda degisiklik olup olmadiginin belirlenmesi amaglanmigtir. Nitel aragtirmalardan yari
yapilandirilmig goriisme ile gergeklestirilen arastirmada, amagli 6rneklem tiirlerinden 6l¢iit drnekleme yontemine
uygun olarak segilen, Gérme Engelliler Ogretmenligi Programi’nda okuyan ve CYG ogrencilerle 6gretmenlik
uygulamasina devam eden dort kiz iki erkek 6gretmen adayi ile ylriitiilmistir. Aragtirmanin verileri; yari-
yapilandirilmis goriismelerle elde edilmistir. Veriler, 6gretmenlik uygulamasi baglamadan 6nce ve bitiminde
toplanmis ve toplanan veriler igerik analizi yontemiyle ¢dziimlenmistir. Ulagilan bulgular 1s18imnda, CYG olan
ogrencilerle yapilan 6gretmenlik uygulamasinin 6gretmen adaylarinin CYG &grenciler ve onlarin egitimleri
tizerinde olumlu yonde etkisi oldugu goriilmiistiir. Uygulama sonrasi, tiim katilimcilar CYG 6grencilerle olumlu
deneyimler yasamuslardir. Ogretmen adaylar1 uygulama sonras1 okul ve smifin fiziki yapisina elestirel bir gozle
bakmislardir bu nedenle egitim ortam: temasinda, baslangicta iki katilimer smifin fiziksel yapisint olumlu
bulurken, son goriismede tiim katilimeilar uygun olmadigini belirtmistir. Ogretmen adaylarinin egitimi temasinda
ise, teorik derslerin faydali oldugu ancak uygulama ile desteklenmesi gerektigi ifade edilmistir. Katilimcilar, CYG
olan 6grencilerle yapilan 6gretmenlik uygulamasinin deneyim kazanmak agisindan yararli oldugunu ve mezuniyet
sonrast her tiirlii yetersizlige sahip 6grenciyle ¢alisabileceklerini belirtmislerdir. Bu ¢aligma, 6gretmen adaylarmin
CYG ogrencilere ve egitimlerine yonelik goriislerini incelemekte ve uygulama dgretim yili boyunca olumlu yénde
degisim gosterdigini ortaya koymaktadir. Ogretmen adaylari, duygularinin ve egitim ortamlarmna yonelik
goriislerinin  deneyim kazandik¢a olumlu yonde degistigini belirtmislerdir. Katilimcilar, &zel egitim
programlarinin uygulama ve deneyim odakli ders igeriklerini arttirarak zenginlestirilmesi gerektigini



vurgulamislardir. Ayrica, hizmet i¢i egitim ve dijital materyallerin 6gretmenlerin nitelikli egitim sunmalarina katki
saglayabilecegi belirtilmistir.

Ugiincii arastirma makalesi Hidayet DIKICI ve Selda OZDEMIR tarafindan vyiiriitiilen “Dikkat Eksikligi
ve Hiperaktivite Bozuklugu Olan Cocuklarla Tipik Gelisim Gosteren Cocuklarin Sosyal Bilgi Isleme Siirecleri ve
Yénetici Islev Davranislarimn Karsilastirmali Incelenmesi” adli calismadir. Bu arastirmanin amact DEHB olan
¢ocuklarla TGG ¢ocuklarin sosyal bilgi isleme siiregleri ve yonetici islev davraniglarinin karsilagtirilmali olarak
incelenmesidir. Arastirma, nicel arastirma desenlerinden tarama modelinden, genel tarama modeli kullanilarak
yuritilmiistiir. Aragtirmanin katilimeilari, 8-10 yag aralifinda, 25 DEHB tanis1 almis ¢ocuk ile yine ayni cinsiyette
ve yas aralifinda TGG 25 cocuk olmak iizere 50 ¢ocuktur. Arastirmaya 25 6gretmen ve 50 ebeveyn dahil olmustur.
Arastirmada veri toplama araglar1 olarak Sosyal Bilgi isleme Siireci Degerlendirme Formu ve Yénetici Islev
Davraniglarini Degerlendirme Olgegi’nin anne-baba ve dgretmen formlari kullanilmistir. Arastirma bulgulari
DEHB olan ¢ocuklarla TGG gocuklar arasinda Sosyal Bilgi Isleme Siireci Degerlendirme Formu’nun tiim
basamaklarinda anlamli farklilklar oldugunu gdstermistir. Bu bulgularla benzer bigimde Yonetici Islev
Davraniglar1 Derecelendirme Olgegi Ebeveyn ve Ogretmen Formu’nun tiim alt 6lgeklerinde ve alt boyutlarinda da
anlamli farkliliklar saptanmistir. Sosyal bilgi isleme siireci ve yonetici islev davranislart arasindaki iliskiler
incelendiginde ise Sosyal Bilgi Isleme Becerisi Degerlendirme Formu’nun bazi alt basamaklari ile Yonetici Islev
Davranislar1 Derecelendirme Olgegi’nin Anne Baba ve Ogretmen Formunun bazi alt boyutlar1 arasinda anlamli
iligkilerin oldugu saptanmistir. Bulgular, DEHB olan ¢ocuklarin TGG akranlar ile kiyaslandiginda Sosyal Bilgi
Isleme Modelinin alt1 adiminin her birinde ve yénetici islevlerin bazi alt boyutlarinda siirhliklar yasadiklarim
gostermigtir. Arastirma bulgularinin sosyal bilgi igleme ile yonetici islevler arasindaki iligkilerin DEHB olan
¢ocuklarin sosyal ve akademik becerilerindeki 6nemine isaret ettigi sonucuna varilmistir.

Emrah BILGIC ve Emine Sema BATU tarafindan kaleme alinan dordiincii arastrma makalesi
“Kaynastrma Uygulamalarinda Gerceklestirilebilecek  Uyarlamalar ~ Egitiminin  Simif  Ogretmenlerinin
Uyarlamalarin Onemine Iliskin Goriislerine Etkisi” adim tasimaktadir. Arastirmanin amaci, siif dgretmenlerine
yonelik 6gretimsel uyarlamalar (OU) konusunda hazirlanan bir bilgilendirme paketi uygulamasmin (BPU),
dgretmenlerin OU’nun énemine iliskin goriisleri iizerindeki etkisinin incelenmesidir. Arastirmada karma yéntem,
aragtirma deseni olarak “cok asamali karma desen” kullanilmigtir. Arastirma; a) BPU o6ncesi goriis (gereksinim)
belirleme, b) BPU hazirlanmasi ve uygulanmasi (6gretmen egitimi), ¢) BPU etkililiginin belirlenmesi, d) BPU’ya
iliskin sosyal gegerlik belirlenmesi ve €) izleme asamasi1 olmak iizere bes asamadan olusmaktadir. Arastirmanin
katilimcilari; Sakarya ili Hendek ilgesinde, sinifinda OGO bulunan (nicel boyutta 60 [Deney grubu: n = 30, kontrol
grubu: n = 30] kisi, nitel boyutta 31 kisi) ilkokul sinif 6gretmenleridir. Arastirmanin nitel boyut verileri odak grup
goriismeleriyle (OGG), nicel boyut verileri; Kaynastirmaya iliskin Diizenlemeler Olgegi kullanilarak, sosyal
gegerlik verileri Sosyal Gegerlik Formu kullanilarak ve kisisel bilgilerin yer aldig1 veriler ise Demografik Bilgi
Formu kullanilarak elde edilmistir. Arastirmanin bulgularina goére sinif 6gretmenlerine yonelik hazirlanan
BPU’nun, OU’nun énemine iliskin 6gretmen goriislerinin pozitif yénde degismesinde etkili oldugu bulunmustur.
Arastirmanin sosyal gegerlik bulgulari ise 6gretmenlerin gergeklestirilen BPU’yu yararli ve islevsel bulduklarini
gostermistir.

Besinci arastirma makalesi olan “Ozel Egitim ve Rehabilitasyon Merkezlerinde Uyarlanmis Beden
Egitimi ve Spor Uygulamalarina Yonelik Miidiir Goriisleri” adli ¢alisma Gizem KARAKAS ve Atike YILMAZ
tarafindan kaleme alinmistir. Caligmada, 6zel egitim ve rehabilitasyon merkezlerinde 6zel egitime ihtiyact olan
ogrencilere yonelik uygulanan beden egitimi ve spor uygulamalariyla ilgili mevcut durumlarin belirlenmesi ve
buna yonelik miidiir goriiglerinin incelemesi amaglanmigtir. Nitel aragtirma kapsaminda tasarlanan ¢alismada
durum calismas1 deseni kullamlmistir. Arastirma Kocaeli ili Izmit ilgesinde faaliyet gosteren ve kolayda ulasilabilir
durum drneklemesi yoluyla se¢ilen dokuz kurumda gerceklestirilmistir. Kurum miidiirleriyle yapilan goriismelerde
yart yapilandirilmis gorigsme formlari ile bireysel goriismeler yapilmistir. Elde edilen veriler icerik analiz
yontemiyle ¢oziimlenmistir. Kurum miidiirlerinin gorisleri dogrultusunda dort ana tema ve bu ana temalara bagl
toplam on adet alt tema ortaya ¢ikmistir. Ana temalar, MEB (Milli Egitim Bakanlig1) g6lgesi, egitimci 6zellikleri,
beden egitimi ve spora yonlendirme ve gelisimin biitiinliigii olarak belirlenmistir. Kurumlarda resmi olarak beden
egitimi ve spor uygulamasi olmasa da kurumlarin duyarliligi ve cabasi sayesinde beden egitimi ve spor
uygulamalari ile ilgili hizmet ve yonlendirmelerin yapildig1 goriilmiistiir. Kurumlarin, yonetmelikte beden egitimi
ve spor alaninda bir modiil eklenmesini istedikleri ve bu konuda gereklilikleri yerine getirecekleri belirlenmistir.
Yonetmeligin gdlgesinde ¢aba harcayan, sportif uygulamalarin 6zel gereksinimli gocuklara saglayacagi yararlarin
farkinda olan kurum midiirleri i¢in maddi ve manevi imkanlar1 zorlamak, inisiyatif kullanmak egitim i¢in atilmasi
gereken bir adim olarak ortaya ¢ikmistir. Bu kapsamda Milli Egitim Bakanligi Ozel Egitim Kurumlari
Yonetmeligi’nde zorunlu bulunmasi gereken personel kapsaminda beden egitimi ve spor Ogretmenleri ve
rekreasyon uzmanlarmin da olmasi ve istihdam edilmesi gerekliligi sonucuna ulagilmistir.

Bu sayida yer alan altinci makale olan “Ozel Yetenek Merkezlerinin Karsilastiriimali Incelenmesi” adl
derleme makalesi Aysi/ AGAYA ve Sema TAN tarafindan kaleme almmustir. Arastirmada 17 farkli 6zel yetenekli

Vi



ogrenciler egitim ve aragtirma merkezlerinin incelenmesi amaglanmistir. Bu aragtirma, betimsel bir durum
saptamasi niteliginde oldugu i¢in arastirmada veri toplama yontemi olarak dokiiman analiz yontemi kullanilmstir.
17 6zel yetenek merkezinin internet sitesi belirli temalarla igerik analiziyle incelenmistir. Arastirma kapsaminda
elde edilen veriler icerik analiziyle beraber betimsel analiz yontemi kullanilarak analiz edilmistir. Merkezlerin
internet sitelerinde en ¢ok yer alan bilgilerin merkezin program ve miifredat modelleri, yiiriittiikleri faaliyetler
oldugu goriilmiistiir. Merkezlerin internet sitelerinde en az yer alan bilgilerin ise merkeze kabul sartlarinin oldugu
belirlenmistir. Ozel yetenek merkezlerinde calisan personelin en fazla doktora diizeyinde oldugu, en az ise yiiksek
lisans 6grencisi oldugu gériilmiistiir. Bununla beraber merkezlerin maddi destek kaynaklarinin en ¢ok belirli fonlar
oldugu en az ise devlet destegi oldugu ortaya ¢ikmistir. Ayrica 6grenci kabul sartlarina yer veren merkezlerin en
¢ok kendilerine 6zgii bir degerlendirme sistemi kullandiklar1 belirlenmistir.

Sevgili Okurlarimiz, dergimizin zamaninda ¢gikmasi ve niteliginin artirilmasi i¢in yogun ¢aba harcayan
Editorler Kurulunda yer alan ¢aligma arkadaglarima sizlerin huzurunda bir kez daha ¢ok tesekkiir ediyorum. Siz
degerli okurlarimiza, yazarlarimiza ve hakemlerimize destekleriniz ve katkilariniz i¢in tekrar tesekkiir ediyorum
ve siiregteki desteklerinizi ve katkilarinizi siirdiirmenizi rica ederek saygilarimi sunuyorum. 2023 yilinin Arahk
aymda yayimlanacak olan 24. Cildin dérdiincii 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 third issue, September 2023, Volume 24, Issue 3. 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. Before | start to introduce the articles in this issue, I
would like to thank and wish the best with their future works to two of our co-editors who have quit their
designation, Section Editor Assist. Prof. Ozgiil ALDEMIR-FIRAT, and English / Foreign Language Editor Assist.
Prof. Sevket OZDEMIR.

In this issue of our Journal, there are six research articles. | would like to briefly introduce them to our
readers. The first research article in the current issue includes a study of Mustafa CEYLAN namely “Analysis of
Cohesion and Coherence of Written Products by Reading Performance and Developmental Levels. ” In this study,
the cohesion and coherence of students' written products were examined depending on their reading performance
and grade level. The research was carried out with a comparative descriptive model, one of the quantitative
research methods. In the study, the frequency of using cohesion items and the text coherence scores of 183 poor
readers (fourth grade 50, sixth grade 71 and eighth grade 62) and 192 good readers (fourth grade 55, sixth grade
74 and eighth grade 63) in written products were examined by comparison. Informal Reading Inventory, a video
prepared to remind the story structure and a silent movie were used to collect the data. In the analysis of the data,
Mann Whitney U Tests were used for pairwise comparisons and Kruskal Wallis Tests were used for triple
comparisons. Looking at the cohesion items, it is seen that poor readers in the fourth and eighth grades get lower
scores than their peers who are good readers in reading skills. In addition, from the fourth to the eighth grade, it
was observed that there was an improvement in the written products of the students with good reading skills in
terms of cohesion items, while there was no significant improvement in the poor readers. Considering the
coherence scores, it was seen that poor readers got lower scores than good readers at all grade levels, and students
in both groups improved in terms of coherence scores in their written products from fourth to eighth grade. It is
seen that the problems of students with poor readers in using cohesion tools and their inability to create coherence
texts may be due to the inadequacy of the students' language skills, that the students prefer to use short sentences
in their writing exercises, they do not need to connect sentences, and the level of use of cohesion tools increases
with the progress of their grade levels.

The second study namely “Pre-Service Teachers' Views on Multiple Disabilities and Visual Impairment”’
was conducted by Pinar DEMIRYUREK, Hatice Cansu BILGIC, and Pinar SAFAK. The study aimed to determine
whether there were any changes in the perceptions of final year pre-service special education teachers towards
students with Multiple Disabilities and Visual Impairment (MDV]1) and their education as a result of their teaching
practice with these students. The study was conducted through semi-structured interviews under qualitative
research methods involved four female and two male pre-service teachers who were purposively selected
according to the criterion sampling method and who were studying in the Visual Impairments Teaching Program
and continue their teaching practice with MDVI students. The data of the study were collected through semi-
structured interviews. The data were collected before and after the teaching practice and analyzed using the content
analysis method. In the light of the findings obtained, it is observed that the teaching practice with students with
MDV!I has a positive impact on the pre-service teachers' perceptions of students with MDVI and their education.
After the practice, all participants had positive experiences with students with MDVI. The pre-service teachers
have critically examined the physical structure of the school and the classroom after the practice; therefore, in the
theme of the educational environment, while initially, two participants found the physical structure of the
classroom positive, in the final interview all participants stated that it was not suitable. In the theme of pre-service
teacher education, it was expressed that theoretical courses were useful but needed to be supported by practice.
Participants stated that teaching practice with students with MDVI was beneficial in terms of gaining experience
and that they would be able to work with students with all types of disabilities after graduation. The pre-service
teachers stated that their feelings and views about the educational environment changed positively as they gained
experience. Participants emphasized the need to enrich special education curriculum by increasing the focus on
practice and experience in course content. In addition, it was noted that in-service training and digital materials
could help teachers to provide quality education.

The third research article in this issue is authored by Hidayet DIKICI and Selda OZDEMIR namely “A
Comparative Study of Social Information Processing and Executive Functioning in Children with Attention Deficit
and Hyperactivity Disorder and Typically Developing Children.” Examining the performance of children with
attention deficit hyperactivity disorder (ADHD) in each step of the social information processing and their
executive functioning behaviors while comparing them to typically developing (TD) children and determining
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their limitations in these processes is important for reducing the future risks that children with ADHD may face in
academic and social life. In this context, the aim of the study was to comparatively examine the social information
processing and executive functioning behaviors of children with attention deficit hyperactivity disorder (ADHD)
and typically developing (TD) children. The study was conducted using a general survey model, which is one of
the quantitative research designs. The participants of the study included 25 children diagnosed with ADHD, aged
between 8 and 10, and 25 TD children of the same gender and age range. Additionally, 25 teachers and 50 parents
participated in the study. The data collection tools used in the study were the Social Information Processing
Assessment Form and the Parent and Teacher Form of the Behavioral Rating Inventory of Executive Functions
(BRIEF). The study findings showed significant differences between children with ADHD and TD children in all
stages of the Social Information Processing Assessment Form. Similar significant differences were also found in
all the sub-scales and sub-dimensions of the Parent and Teacher Form of the Behavioral Rating Inventory of
Executive Functions. The relationships between social information processing skills and executive functioning
skills also revealed significant associations between some sub-stages of the Social Information Processing Skills
Assessment Form and some sub-dimensions of the Parent and Teacher Form of the Behavioral Rating Inventory
of Executive Functions. The findings indicate that children with ADHD experience limitations in each of the six
steps of the Social Information Processing Model and in some sub-dimensions of executive functions when
compared to their TD peers. The findings emphasize the significance of the relationships between social
information processing and executive functioning in the development of social and academic skills in children
with ADHD.

Emrah BILGIC and Emine Sema BATU authored the fourth research article namely “The Effect of
Instructional Adaptations Training within Inclusive Practices on Classroom Teachers' Opinions about the
Importance of Instructional Adaptations.” The study aims to examine the effect of an information package
application (IPA) prepared on instructional adaptations (1A) for classroom teachers on teachers' opinions on the
importance of IA. In the study, mixed method and “multi-stage mixed design” were used as the research design.
The research consists of five stages: a) determination of opinion (requirement) before successful inclusion
practices (SIP), b) SIP preparation and implementation, c) determination of SIP effectiveness, d) determination of
social validity related to SIP, and e) monitoring phase respectively. The participants of the study are primary school
class teachers from Hendek district of Sakarya province, who have students with special educational needs (SEN)
in their class (60 [Experimental group: n = 30, control group: n = 30] in the quantitative dimension, 31 teachers in
the qualitative dimension). The qualitative data of the research was obtained through focus group interviews (FGI).
Quantitative dimension data of the research was obtained by using the Scale of Instructional Adaptations for
Inclusion (SIMI); social validity data were obtained by using the Social Validity Form; and the data containing
personal information was obtained by using the demographic information form. The findings of the research
indicate that the implementation of the IPA has positively changed teachers' opinions regarding the importance of
individualized education. “Social validity determination” findings of the study show that teachers find the IPA
performed useful and functional.

The fifth article which was conducted by Gizem KARAKAS and Atike YILMAZ is namely “Directors’
Views on Adapted Physical Education and Sports Practices in Special Education and Rehabilitation Centers.”
This study aimed to determine the current situation regarding physical education and sports practices for special
needs students in special education and rehabilitation centers and to analyze the views of the directors of these
institutions in detail. The case study design used for qualitative research was employed. The research was
conducted in nine institutions operating in the Izmit district of Kocaeli province, Turkey, via selection through
easily accessible case sampling. The directors of the institutions were interviewed individually following semi-
structured interview forms. The data obtained were analyzed using the content analysis method. In line with the
opinions expressed by the participants, four main themes and ten sub-themes emerged. The main themes identified
were the shadow of the Ministry of National Education, educator characteristics, guidance toward physical
education and sports, and integrity of development. Although there are no official guidelines for physical education
and sports, services and guidance pertaining to physical education and sports exist thanks to the sensitivity and
efforts of the institutions. The participating directors revealed the desire to add a module in physical education and
sports to the regulations, and they are committed to fulfilling the relevant requirements. For the directors of the
institutions, who undertake their efforts in the shadow of the regulations and are aware of the benefits that sports
practices will provide to children with special needs, using their initiative and whatever financial and moral means
are at their disposal are viewed as necessary steps to be taken in the name of education. Within this context,
physical education and sports teachers and recreation leader should also be included and employed as personnel
in such institutions, a condition that should be considered mandatory in the Special Education Institutions
Regulation of the Ministry of National Education.



The sixth article of this issue, which is a review article, “Comparative Analysis of Gifted Centers”
authored by Aysil AYAGA and Sema TAN. The aim of this study was to examine 17 different gifted education and
research centers. As this research is a descriptive case study, the data collection method employed was document
analysis. The websites of 17 gifted centers were thoroughly examined using content analysis, focusing on specific
themes. The data obtained within the scope of this research were analyzed using both descriptive and content
analysis methods. It was found that the websites of the centers mainly provide details about the center's program,
curriculum models, and activities. However, information regarding admission criteria is less frequently available
on these websites. Additionally, the majority of personnel in gifted centers are doctoral students, with a smaller
proportion of master's students. When it comes to financial support, centers primarily rely on specific funds, with
minimal state support. Moreover, centers that specify student admission requirements often adopt a unique
evaluation system.

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 the 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 fourth and the last issue of the 24" volume which will be published in December 2023...

Prof. Hatice BAKKALOGLU
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Yazili Uriinlerin Bagdasiklik ve Tutarhhklarinin Okuma Performansi ve
Gelisimsel Diizeylere Gore Incelenmesi”

Mustafa Ceylan“='t

Oz
Giris: Okuma ve yazma 6grencilerin egitim hayatlarinin ilk basamagindan itibaren kazandirilmasina ve gelisimine
onem verilmesi gereken akademik becerilerdir. Okuma ve yazmanim benzer siiregleri, bilissel becerileri ve
baglamlart barindirdiklar: ve bundan dolay1 okuma becerilerinin yazma becerileri ile olumlu bir iliskisi oldugu

alanyazinda belirtilmektedir. Bu arastirmada okumada sergiledikleri performansa ve sinif diizeyine baglh olarak
ogrencilerin yazili iiriinlerindeki bagdasiklik ve tutarliliklar1 incelenmistir.

Yontem: Arastirma nicel aragtirma yontemlerinden karsilastirmali betimsel model ile yiiriitiilmiistiir. Arastirmada
okuma becerisinde diisiik performans sergileyen 183 dgrencinin (dordiincii sinif 50, altiner sinif 71 ve sekizinci
smif 62), okuma becerisinde yiiksek performans sergileyen 192 6grencinin (dordiincii sinif 55, altinci sinif 74 ve
sekizinci smif 63) yazili iriinlerinde bagdasiklik 6gelerini kullanma sikliklari ve metin tutarlilifi puanlart
karsilastirilmali olarak incelenmistir. Verilerin toplanmasinda Formel Olmayan Okuma Envanteri, 6ykii yapisini
hatirlatma amaciyla hazirlanan bir video ve sessiz olarak izlettirilen bir film kullanilmistir. Verilerin analizinde
ikili kargilagtirmalar i¢in Mann Whitney U, ii¢li karsilastirmalar i¢in Kruskal Wallis Testleri kullanilmistir.

Bulgular: Bagdagiklik &gelerine bakildiginda doérdiincii ve sekizinci smiflarda okuma becerisinde diigiik
performans sergileyen 6grencilerin okuma becerisinde yiiksek performans sergileyen akranlarindan diisiik puanlar
aldiklar1 goriilmektedir. Ayrica dordiincii siniftan sekizinci sinifa kadar okuma becerisinde yiiksek performans
sergileyen 6grencilerin yazili iiriinlerinde bagdasiklik 6geleri agisindan ilerleme oldugu, okuma becerisinde diisiik
performans sergileyen ogrencilerde ise anlamli bir ilerleme olmadigr goriilmiistiir. Tutarlilik puanlarina
bakildiginda tiim sinif diizeylerinde okuma becerisinde diigilk performans sergileyen Ogrencilerin yiiksek
performans sergileyen akranlarindan diisiik puanlar aldiklar: ve her iki gruptaki 6grencilerin dordiincii siniftan
sekizinci sinifa kadar yazili iirlinlerinde tutarlilik puanlart agisindan ilerleme oldugu goriilmistiir.

Tartisgma: Okuma becerisinde diisiik performans sergileyen 6grencilerin bagdasiklik araglarini kullanmadaki
sorunlarinin ve tutarli metinler olusturamamalarinin dgrencilerin dil becerilerindeki yetersizlikten kaynakli
olabilecegi, ogrencilerin yazma c¢aligmalarinda kisa cimleler kurmayi tercih ettiklerini, climleleri baglamaya
gereksinim duymadiklari ve sinif diizeylerinin ilerlemesiyle bagdasiklik araclarinimn kullanilma diizeyinin arttig
goriilmektedir. Alanyazinda yer alan caligmalarin bulgulariyla tutarli bulgulari olan bir arastirma oldugu
sOylenebilir.

Anahtar sozciikler: Okuma performansi, 6ykii yazma, yazili anlatim becerisi, bagdasiklik, tutarlilik, gelisimsel
diizey.

Anf i¢in: Ceylan, M. (2023). Yazih uriinlerin bagdagiklik ve tutarhliklarin okuma performansi ve gelisimsel
diizeylere gore incelenmesi. Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi, 24(3),
341-360. https://doi.org/10.21565/0zelegitimdergisi.1016557

“Bu ¢alisma Mustafa Ceylan’in “Okuma Basarisizligi Olan Ogrencilerin Yazili Anlatim Becerilerinin Gelisimsel Bakis
Agistyla Incelenmesi” isimli doktora tezinden iiretilmistir.

1Sorumlu Yazar: Dr. Ogr. Uyesi, Artvin Coruh Universitesi, E-posta: mceylan@artvin.edu.tr, https://orcid.org/0000-0003-
1922-0161
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Giris

Okuma ve yazma oOgrencilerin egitim hayatlarimin ilk basamagindan itibaren kazandirilmasina ve
gelisimine 6nem verilmesi gereken akademik becerilerdir. Bozkurt (2011) ve Akyol ve Temur (2008), bireylerin
toplumda yer alabilmesi, hayatin1 ve akademik yasantilarini diizenleyebilmeleri, diigiincelerini diger insanlara
aktarabilmelerinin okuma ve yazma becerilerinin kazanilmasiyla iliskili oldugunu belirtmislerdir. Okuma ve
yazma stirecinde ayni biligsel becerilerden faydalanilmaktadir. Okuyan kisi de yazan kisi de okuma ve yazma
stirecinde; genelleme, organize etme, 6n diistinme ve gézden gegirme becerilerinden yararlanirlar. Okumanin asil
amac1 olan okudugunu anlama; okurun yazar, yazarin da okur olmasini gerektiren bir siiregtir (Agin-Haykir, 2012;
Coskun, 2010). Yapilan ¢aligmalarda bu iki beceri arasinda dnemli bir iliski oldugu belirtilmistir (Agin-Haykir,
2012; Coskun, 2010; Konopak vd., 1987; Squire, 1983). Fitzgerald ve Shanahan (2000), okuma ve yazmanin
benzer siiregleri, biligsel becerileri ve baglamlar1 barindirdiklarini ve bundan dolay1 okuma becerilerinin yazma
becerileri ile olumlu bir iligkisi oldugunu belirtmislerdir. Okuma becerilerinin gelismesi 6grencilerin bilgilerini,
sozciik dagarciklarimi ve deneyimlerini artirarak anlatim becerilerinin gelismesine katki saglar. Bu katki da
6grencilerin s6zel ve yazili anlatim becerilerinin gelismesine katki sunar (Yakici vd., 2006).

Okumada yasanan sorunlar, 6grencilerin yazma becerilerini de olumsuz olarak etkilemektedir. Cain ve
Oakhill (2011) yedi yasindan itibaren iig, alt1 ve dokuz y1l arayla zayif okuma becerisine sahip 6grencilerin okuma
ve yazma becerilerini incelemislerdir. Arastirmacilar 6grencilerin okuma ve yazma becerilerindeki gelisimlerinin
paralellik gosterdigini vurgulamiglardir. Catts ve digerleri (2002), anasinifindan dordiincii sinifa kadar izledikleri
ogrencilerden okumada diisiik performans sergileyenlerin yazili anlatim becerilerinde de akranlarindan geride
olduklarint belirtmislerdir. Herbert ve digerleri (2020) yaptiklari ti¢ yillik boylamsal ¢alismada okumada diisiik
performans sergileyenlerin ilerleyen siirelerde yazili anlatim becerilerinde de yetersizlik yasadiklarint sonucuna
ulagmiglardir.

Yazili anlatim becerisi, 6grencilerin bireysel diisiincelerini yazili metin haline getirmeden 6nce konunun
belirlenmesinden itibaren ortaya c¢ikan iirliniin okurlara ulasabilmesine kadar gegen siireci kapsamaktadir
(Tompkins, 2004). Coskun (2005), yazma siirecini hazirlik, taslak olusturma, yazma, tashih, yayimlama ve
paylasma olarak adlandirmigtir. Goger (2010), yazma siirecini, yazma Oncesi (0n bilgileri harekete gegirme, amag
belirleme, metni planlama ve igerigi olusturma), yazma sirasi (ciimleleri diizenleme, metin baglantilarint kurma,
sozciiklerin ve climlelerin uygunlugunu denetleme) ve yazma sonrasi (biitiin olarak yazinin degerlendirilmesi)
olarak adlandirmistir. Yazili anlatim igerisinde pek ¢ok unsuru barindiran bir beceridir. Bu unsurlar; konu, plan,
baslik, kelime, ciimle ve paragraftir.

Yazili bir metnin olugmasini saglayan climleler birbirleriyle bagimsiz olarak goriinseler de birbirlerini
tamamlayan yapilardir (Coskun, 2005). De Beaugrande ve Dressler (1981) yazili materyallerin bir metin
sayilabilmesi ve insanlar arasinda iletisim araci olarak kullanilabilmesi ig¢in su yedi 6zelligi barindirmasi
gerektigini belirtmistir; bagdasiklik, tutarlilik, amaglilik, ikna edicilik, bilgilendiricilik, duruma uygun olma ve
metinler arasilik. Metinlerin degerlendirilmesinde bu 6zelliklerden en ¢ok bagdasiklik ve tutarlik kullanilmaktadir
(Coskun, 2005). Ciinkii yalnizca bu iki 6zellik metinle dogrudan iligkilidir. Her ne kadar birbirlerine yakin
kavramlar olarak goriinse de ikisi birbiriyle iliskili, ancak farkli 6zelliklerdir.

Halliday ve Hasan (1976), yazili metnin bir arada olmasii saglayan, metne anlam yiikleyen ve metni
diger yazili materyallerden ayiran seyin bagdasiklik oldugunu belirtmislerdir. Bagdasiklik zincir halkalar1 gibidir;
her bir halka tek basina yalnizca bir ¢emberden ibaretken birbirleriyle i¢ ice gegtiklerinde ve tutturulduklarinda
ortaya saglam, islevsel ve daha anlasilir bir nesne ortaya ¢ikmaktadir. Bagdasiklik, 6zetle yazili bir materyalin
metin olarak adlandirilmasini ve metnin devamliligini saglayan dile iliskin 6zelliklerin tamamidir (Coskun, 2005;
Yilmaz, 2012).

Coskun (2005), besinci ve sekizinci sinif 6grencilerinin yazdiklar: oykiileri bagdasiklik ve tutarlilik
acisindan inceledigi ¢alismasinda siif diizeyinin artmasinin bagdasiklik 6gelerinin kullanim sikligina etkisinin
oldugunu belirtmistir. Siimer ve Turna (2018) isitme yetersizligi olan ve olmayan sekizinci sinif dgrencilerinin
Ozetleme becerilerini ve bagdasiklik o6gelerini kullanma sikliklarini incelemiglerdir. Arastirmacilar, igitme
yetersizligi olan 6grencilerin bagdasiklik 6gelerini kullanma sikliklarinin akranlarindan anlamli diizeyde farklh
oldugunu bulmuglardir. Herbert ve digerleri (2020), dordiincii siniftan altinct sinifa kadar okumada diisiik ve
yiiksek performans sergileyen 6grencilerin 6ykii yazma becerilerini boylamsal olarak incelemislerdir. Caligmada
her iki grubunda yazma becerilerinde ilerleme goriiliirken aralarindaki farkliligin artmasi bulgusu dikkat
¢ekmektedir.
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Bagdasiklik araglarini incelemek i¢in alanyazina baktigimizda farkli siniflamalar gérmekteyiz (Gilinay,
2001; Halliday & Hasan, 1976; Onursal, 2003; Uzun, 1995). Giinay (2001) bagdasiklik araglarini; metni olusturan
Ogelerin tekrarlanmasi, gonderim, eksilti, drtiikk anlatim, driinge yapisi, dilbilgisel eylem zamanlari, tiimceler arasi
baglant1 6geleri ve metni parcalara ayirarak inceleme olarak tanimlamigtir. Uzun (1995), bagdasiklik araglarini;
gonderimsel bagdasiklik ve bicimsel — sozciiksel bagdasiklik olarak iki kategoride ele almistir. Onursal da (2003),
bagdasiklik araglarimi art gonderim, 6n gonderim ve baglant1 6geleri olarak tanitmaktadir. Cogu bagdasiklik
araclar1 Halliday ve Hasan’in (1976) bagdasiklik araglar1 siniflamasimin etrafinda dénmektedir hem bu yiizden
hem de alanyazinda en sik kullanilan siniflamanin bu olmasindan dolay1 ¢alismada bu siiflamanin kullanilmasina
karar verilmistir. Ayrica bu siniflama diger siniflamalara gore daha anlasilabilir ve kapsamlidir. Halliday ve Hasan
bagdasiklik 6gelerini sdyle tanitmistir;

Gdnderim: Herhangi bir sozcligiin karsilifi olacak bigimde metin igerisinde ayni sozciigii defalarca
kullanmamak ve anlatim bozuklugu yaratmamak amaciyla genellikle zamirlerin ve sifatlarin kullanilmasidir (Can,
2012). Gonderim 6geleri tek baglarina bir anlam tagimazlar, neye gonderim yaptiklari belli olmamakla birlikte ay1
metinde yer aldig1 ve gonderim yaptig1 sozciikle anlam kazanmaktadir (Coskun, 2005). Ornegin: Yeni (benim)
aldigim arabayla uzun bir bogaz turu (ben) attim.

Eksiltili Anlatim: Ciimle igerisinde daha 6nce gecen olaylarin ve durumlarin ayni ya da bagka bir durumun
tekrarlanmamas1 amaciyla kullanilan bagdasiklik 6gesidir. (Can, 2012). Eksiltili anlatimin kullaniminda atilan
ciimlenin anlatim diisiikliigiine neden olmamasina dikkat edilmelidir. Ornegin: Ogretmen(ler), dgrenci(ler) ve
veliler bu toplantiya katilabilmek igin adeta yarigtilar.

Degistirim: Metin igerisinde bir s6zciigiin yerine baska bir s6zciigiin kullanilmasiyla olugmasi ve anlam
biitiinligiinde herhangi bir bozulma s6z konusu olmamasidir (Halliday ve Hasan, 1976). Dilimizde genellikle isme
ve fiile dayali olarak degistirim yapilmasi séz konusudur (Coskun, 2005). Ornegin: Bu ev 120 metrekare,
ciktigimiz evde dvleydi.

Baglama Ogeleri: Bir ciimlede ya da paragrafta yer alan sdzciikleri ya da ciimleleri birbirlerine etkilemek,
ayirt etmek; zitlik, zaman ya da siralama, kosul, agiklama, 6rnekleme bildirmek veya sebep-sonug iliskisi kurmak
icin baglayan sozciikler ya da eklerdir (Banguoglu, 1998). Ornegin: Toplantinin ardindan bir seyler atistirdiktan
sonra derse gitti. (Toplantiya katildi. Bir seyler atistirdi. Derse gitti.)

Yapilan c¢aligmalarda ciimleler arasindaki dilbilimsel iliskiler bagdasiklik, metinlerin igerisindeki
anlamsal ve mantiksal baglanti ise tutarlilik olarak tanimlanmistir (Giinay, 2003; Toklu, 2003). Kisaca tutarlilik
metnin tamamindaki konu akiginin degerlendirilmesi anlamina gelmektedir. Cogkun (2005), tutarlili§i yazmanin
en 6nemli basamaklarindan biri olarak gérmektedir. Yine tutarliligin metinler i¢in 6nemini vurgulayan Weidong
da (2008) ciimlelerin tek baglarma bir anlam ifade etmedigini ancak tutarl bir sekilde bir araya geldiklerinde
kaliteli bir metin olusturduklarini ifade etmistir. De Beaugrande ve Dressler (1981) de tutarliligi yalnizca metne
bir 6zellik olarak degil okuyucunun igerisinde bulundugu biligsel siireglerle de iligskilendirmistir. Metin tek basina
bir anlam ifade etmez; metnin anlami, metinsel bilgi ile okuyucunun bilgi birikiminin etkilesimi ile ortaya g¢ikar.
Bir arada anlatilan olay ve durumlar, tutarlilikla ilgili zihinsel siireci harekete gecirir. Bir metinde bagdasikligin
olmasi o metnin tutarli olmayabilecegini; ¢iinkii tutarliligin bagdasiklig: etkiledigi ancak dogrudan baglantili
olmadig1 belirtilmistir (Bae, 2001; Giora, 1985). Ozetleyecek olursak olusturulan metnin tutarli olmasi halinde
bagdasiklik 6geleri de dogru kullanilmigsa hem tutarli hem bagdasik oldugunu sdyleyebiliriz. Metnin tutarlt
olabilmesi i¢in bagdasiklik 6gelerinin dogru kullanilmasi sart degildir. Bagdasiklik ve tutarlilik kavramlarinin
birbirini dogrudan etkilemedigini ancak bir metnin anlasilabilmesi i¢in ikisinde olmasi gerektigi diigtiniilmektedir.
Bu iki kavram birbirinden bagimsiz olsalar da birbirlerinden etkilenmektedirler. Coskun (2005), yaptigi
¢aligmasinda tutarli bir metinde bulunmasi gereken 6zellikleri soyle siralamistir;

1. Basinda ve sonunda bir biitiinliikk olmalidir, baginda ayr1 sonunda ayri konulardan bahsedilmemelidir.
Tema, ana fikir, kisiler ve olaylar ilgili siireklilik s6z konusu olmalidir.

2
3. Merkezine bir konunun konmus olmasi ve diger konularin bu konuyu destekler nitelikte olmasi gereklidir.
4. Yarim birakilan ciimlelere ya da olaylara yer verilmemelidir.

5

Belirli bir plan c¢ergevesinde yazilmis olmasi ve kendi igerisindeki olay akisinda bir biitiinlik
sergilemelidir.

6. Bir metnin tutarli olabilmesi i¢in ¢eliskili ifadelere yer verilmemis olmas1 gereklidir.
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7. Bir metnin tutarli kabul edilebilmesi i¢in metne eklenen yeni bilgilerin daha dnce verilmis olan bilgileri
destekler nitelikte olmalidir.

Ogrencilerin metinde yer alan béliimleri olusturma becerilerinin (Haebig, 2015), ifade edici dil
becerilerinin (Landolo, 2012; Landolo vd., 2020), edatlar1 ve baglaglar1 kullanma becerilerinin (Eggins, 1994;
Martin, 1985) ve dil bilgisi kurallarini kullanma diizeylerinin (Smith-Lock & Nickels, 2005) olusturulan metinlerin
anlatim tutarliligini etkiledigi diistiniilmektedir. Coskun (2005), besinci ve sekizinci sinif 6grencileri ile yiiriittiigii
calismasinda smif diizeyi ilerledik¢e 6grencilerin daha tutarli metinler olugturduklarini belirtmistir. Mortensen ve
digerleri (2009) kiigiikliigiinden itibaren dil bozuklugu yasayan 10 yetigkinin yazili {iriinlerini 30 normal geligim
gosteren yetigkinle kiyaslamig ve kiigiik yaglardaki yetersizliklerin ileri yaslardaki becerileri etkiledigi bulgusuna
ulagsmistir. Herbert ve arkadaslari (2020) dordiincii smiftan altiner sinifa kadar 72 tipik okuyucu, 53 okuma
basarisizlig1 ve 26 okudugunu anlamada sorun yasayan dgrenci ile yaptigi boylamsal ¢alismada, 6grencilerin
gelisimlerinin ilerlemesiyle kendi iclerinde ilerlemeler oldugunu ancak gruplar arasindaki farkliligin devam
ettigini belirtmislerdir.

Bahsi gecen ¢alismalara bakildiginda 6grencilerin yazdiklari dykiilerin bagdasiklik ve tutarlilik agisindan
incelendiginde birtakim problemlerle karsilasildigi, 6grencilerin yazdiklar1 dykiilerde bagdasiklik 6gelerine yer
vermedikleri ve istenilen diizeyde tutarli Oykiiler olusturamadiklar1 goériilmektedir. Ancak bu calismalarin
hicbirinde ¢alisma gruplarinda yer alan 6grencilerin okumadaki basart durumlarina deginilmemistir. Okumada
diisiik ve yiiksek performans sergileyen dgrencilerin 6ykii yazmada bagdasiklik 6gelerini kullanma ve tutarl
metinler olusturma diizeylerinin belirlenmesi 6grencilerin ihtiyaglarinin belirlenmesinde son derece énemlidir.
Ihtiyaglarin belirlenmesi uygulayicilara ¢alismalaria yon vermeleri agisindan, dgretmenlere dgretimde dikkat
edilmesi gereken kisimlarin belirlenmesinde, 6grencilere daha anlasilabilir ve tutarli metinler yazmalarinin
yolunun &gretilmesi agisindan katki saglayacaktir. Oykii yazmada yasanilan problemler ogrencilerin smif
diizeylerine ve yazma becerisiyle iligskili olan okuma becerisinin diizeyine baglidir. Ulusal alan yazinda
ogrencilerin yazdiklar1 dykiileri bagdasiklik ve tutarliliklart agisindan sinif diizeylerine gore inceleyen galigmaya
rastlanilmazken uluslararasi alan yazinda ise sinirl sayida ¢aligmaya ulagilmistir (Coskun, 2005; Landolo &
Lopez, 2020; Mortensen vd., 2009). Bu ¢alismanin amaci diger ¢alismalardaki okumada yiiksek performans
sergileyen 6grencilerin yani sira okumada diigiik performans sergileyen dgrencilerin 6ykii yazma becerilerinin de
akranlariyla karsilastirmali olarak incelenmesidir.

Okumada diisiik ve yiiksek performans sergileyen 6grencilerin yazili iiriinlerinde bagdagiklik dgelerini
kullanim sikliklarinin ve tutarlilik puanlarinin 4., 6. ve 8. smif diizeylerinde incelenmesine karar verilen bu
¢alismada asagidaki arastirma sorularina yanit aranmistir;

1. Ogrencilerin yazili iiriinlerinin bagdasiklik agisindan sinif diizeylerine gore dzellikleri nelerdir?

2. Ogrencilerin bagdagiklik &gelerini kullanma sikliklar1 gelisimsel olarak sinif diizeylerine gore
farklilasmakta midir?

3. Opgrencilerin bagdasiklik 6gelerini kullanma sikliklar1 okuma basarisizigi olup olmamasina goére
farklilagmakta midir?

4. Ogrencilerin yazil iiriinlerinin tutarlilik agisindan smif diizeylerine gére 6zellikleri nelerdir?
5. Ogrencilerin tutarlilik puanlar1 gelisimsel olarak smif diizeylerine gére farklilasmakta midir?
6. Ogrencilerin tutarlilik puanlar1 okuma basarisizlig1 olup olmamasina gore farklilasmakta midir?
Yontem
Arastirma Modeli

Bu arastirmada 4., 6. ve 8. smifa devam eden okumada diisiik performans sergileyen ogrencilerle
okumada yiiksek performans sergileyen o6grencilerin yazili irlinlerindeki bagdasiklik ve tutarlilik 6gelerini
kullanma diizeyleri karsilagtirmali olarak incelenmistir. Bundan dolayr bu c¢aligmada nicel arastirma
yontemlerinden karsilastirmali betimsel model kullanilmistir. Karsilagtirmali betimsel modelde karsilastirilmasi
yapilacak gruplarin degiskenler agisindan, ayni yontemler kullanilarak betimlemeleri yapilir; ardindan da ayr1 ayri
yapilmis olan betimsel istatistikleri karsilagtirilir (Karasar, 2010). Arastirmanin yapilabilmesi i¢in gerekli etik
kurul izni aragtirmacinin dgrencisi oldugu Ankara Universitesi Sosyal Bilimler Alt Etik Kurulundan (Konu: Etik
Kurul Karari, Say1: E.85434274-050.04.04/173/23) alinmustir.
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Calisma Grubu

Calisma grubunun olusturulmasi i¢in Ankara ilinin Cankaya ilgesinde yer alan orta sosyoekonomik
diizeyi temsil edecegi diisiiniilen ii¢ ilkokul ve ii¢ ortaokul secilmistir. Amagsal drnekleme yontemlerinden uygun
ornekleme yontemiyle belirlenen okullarin ulasilabilirligi ve calismaya olumlu bakmalar1 goz Oniinde
bulundurulmustur. Uygun 6rnekleme yonteminde en ulasilabilir ve tasarruf saglayan 6rnekleme ulagabilmek s6z
konusudur (Biiyiikoztiirk vd., 2014). Milli Egitim Bakanlhigi (MEB, 2019) miifredatinda metinsellik dlgiitlerine
dordiinct simiftan itibaren yer verilmesi ve alanda yiiriitiilen gelisimsel calismalarin (Coskun, 2005; Mortensen
vd., 2009) 6grencilerin gelisimlerinin iki yillik araliklarla degerlendirilmesinin daha uygun olacagi goriigiinden
dolay1 dordiincii, altnc1 ve sekizinci smif grencileri ile arastirmanin yiiriitiilmesi kararlagtirilmistir. Tki asamal
olarak gerceklestirilen 6rnekleme se¢iminin ilk asamasinda belirlenen okullarin dordiincii siniflarindan 239
ogrenci, altinc1 siniflarindan 322 6grenci ve sekizinci siniflarindan 293 6grenci olmak iizere toplamda 854
ogrenciye okudugunu anlama diizeylerini belirlemek amaciyla Formel Olmayan Okuma Envanteri uygulanmaistir.
Formel Olmayan Okuma Envanterinden alinan puanlar ve 6grencilere ait bilgiler Tablo 1’de gosterilmektedir.

Tablo 1
Formel Olmayan Okuma Envanteri Uygulanan Ogrencilere Ait Bilgiler

Sinif diizeyi n Min.  Maks. X Medyan SS Car. Bas. F p
4. simf 239 30 100 73.80 75 9.63 -.99 1.21
6. simf 322 50 100 82.11 85 9.57 -.59 23 92.56 .000
8. simf 293 40 100 86.51 90 11.20 -1.32 1.35

Formel Olmayan Okuma Envanteri’nden alinan puanlarin dagilimina hipotez testi, betimsel istatistikler
ve grafiksel incelemelerle bakilmigtir. Genel ¢ercevede hipotez testlerinin varsayimlari karsilamadigi ancak
betimsel istatistiklerin ve grafiksel okumalarin varsayimlari karsiladigi gézlenmistir. Bu dogrultuda parametrik
testlerden biri olan ANOVA testinin yapilmasina karar verilmistir. ANOVA testi sonuglaria bakildiginda tim
smif diizeyleri arasinda okudugunu anlama puanlar1 agisindan anlamli farklilik oldugu goriilmiistiir. Bu bulgu
gruplarm belirlenmeden 6nceki haline iligkin bilgi vermekte ve sinif diizeyleri arasinda okudugunu anlama
acisindan farklilik oldugunu gostermektedir. Ardindan 6rnekleme segiminin ikinci asamasi uygulanmis ve
ogrencilerin aldiklar1 puanlar her smif diizeyi i¢in kendi igerisinde yiiksekten diisiige dogru siralanmistir.
Olusturulan siralamanin {ist %25°lik dilimi i¢inde kalan 6grenciler okumada yiiksek performans sergileyen
ogrenciler, alt %25’lik dilimindekiler ise okumada disiik performans sergileyen Ogrenciler olarak
gruplandirilmislardir. Calisma bulgulart i¢i yapilan analizler bu gruplarda yer alan 6grencilerin verileri ile
yuriitiilmiistiir. Yapilan hesaplamalardan sonra 6rnekleme iligkin bilgiler Tablo 2°de gosterilmektedir.

Tablo 2

Calisma Grubunun Okudugunu Anlama Puanlart

Siif diizeyi Grup n  Min.  Maks. X Medyan SS Car. Bas. U p
4smi RS %0 @ a0 eass e 4se & am 27 00
T N O A R
Somf 0P g o5 a0 orsa  am 2% 03 por S 00

Not: YPS = yiiksek performans sergileyen 6grenciler; DPS = diisiik performans sergileyen 6grenciler.

Calisma grubunda yer alan dgrencilerin Formel Olmayan Okuma Envanteri’nden aldiklar1 okudugunu
anlama puanlarinin dagilimi hipotez testi, betimsel istatistikler ve grafiksel olarak incelenmistir. Yapilan
incelemelere bagli olarak okumada yiiksek ve diisiik performans sergileyen gruplarin okudugunu anlama
puanlarinin karsilastirilmasi i¢in Mann Whitney U Testi yapilmasma karar verilmistir. Okumada sergilenen
performans durumuna gore okudugunu anlama puanlarinin farklilagsmasina bakildiginda Mann Whitney U Testi
puanlariin tiim sinif seviyelerinde anlamli derecede farklilastigi goriilmektedir. Bu bulgu dogrultusunda okumada
yiiksek performans sergileyen dordiincii, altinci ve sekizinci sinif 6grencilerinin ayn1 sinif diizeylerindeki okumada
diistik performans sergileyen akranlarindan okudugunu anlamada daha basarili olduklarini sdylenebilir.
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Veri Toplama Araglan
Bagdagiklik Diizeyi Degerlendirme Olgegi

Coskun (2005) tarafindan 4-8 smiflar icin gelistirilen olgek, 6grenci metinlerindeki bagdasiklik
araglarinin kullanim sikligini belirlemeye yénelik bir siklik cizelgesi olarak diizenlenmistir. Olgek siklik
belirtmede kullanilmaktadir, 6grencilerin bagdasiklik 6gelerini kullanma sikliklarini belirlemekte herhangi bir
puanlama yapilmamaktadir. Olgegin orijinal bigiminde kapsam gegerliligini saglamak iizere ilgili literatiirden
(Altunkaya, 1987; Bae, 2001; Halliday & Hassan, 1976; Jin, 1998; Mendoza, 1998; Ramadan, 2003; Said, 1988)
yararlanilmig ve uzman goriisiine bagvurulmustur. Yordama gegerliligi i¢in ise ilkogretim 6grencilerinin yazdigi
oykiileyici metinlerdeki bagdasiklik puanlari ile Tiirk¢e derslerine ait notlar1 arasindaki iligkiye bakilmistir (r =
.74, p <.01). Olgegin giivenilirligini belirlemek igin ise “puanlayicilar arast uyum” ydntemine bagvurulmustur (r
=.99, p <.01).

Tutarlihk Degerlendirme Olgegi

Daha 6nce yapilan bazi ¢alismalardan (Bachman, 1987; Bae, 2001; Gearhart vd., 1994; Witt, 1993)
yararlamlarak Coskun (2005) tarafindan Tutarlilik Degerlendirme Olgegi gelistirilmistir. Olcegin hedef kitlesine
iligkin bir bilgi bulunmamaktadir, ancak Slgegi gelistiren arastirmaci dlgegi 4. ve 8. sinif seviyesindeki 6grencilere
uygulanmustir. Bu nedenle 6lgegin kullamlmasinda herhangi bir sakinca gériilmemistir. Olgek dort bolimden
olugmakta her boliim 1-5 puan araliginda (kotii, yetersiz, orta, iyi, ¢ok iyi) puanlanmakta ve dlgekten alinacak en
diisiik puan dort iken en yiiksek puan 20°dir. Olgegin yordama gecerliligi icin uygulama yapilan her siiftan 10
ogrenci olmak iizere toplam 120 6grencinin Tiirk¢e dersinden aldiklar1 donem sonu notlari ile tutarlilik puanlari
arasindaki iliski belirlenmistir. Yapilan analizler sonucunda, 6grencilerin Tiirkge derslerine ait notlar ile
oykiileyici anlatimlarindaki tutarhilik puanlari arasindaki iligki r = .83 (p < .01) bulunmustur. Yiiksek diizeyde ve
pozitif yonlii bu koreldsyon, aragtirmada kullanilan 6lgegin yordama gecerliligini ortaya koyan birer kanit olarak
kabul edilmistir. Arastirmada kullanilan 6lgegin puanlayicilar arasi giivenilirlik katsayisini belirlemek igin
“gozlemciler aras1 uyum” yontemine basvurulmustur. Gozlemciler aras1 uyum yontemini hesaplamak amaciyla
ogrencilere ait 60 yazili iiriin 6l¢egi gelistiren arastirmact ve ikinci bir gozlemci tarafindan degerlendirilmis, elde
edilen degerlendirme puanlari i¢in Pearson Korelasyon Katsayisi hesaplanmis ve r = .92 (p < .01) degeri
bulunmustur.

Formel Olmayan Okuma Envanteri

Calismada arastirma grubunun olusturulmasinda kullanilan metinler ve okudugunu anlama sorulart
Karasu ve digerleri tarafindan 2013 yilinda Formel Olmayan Okuma Envanteri olarak olusturulan Kitaptan
almmistir. Formel Olmayan Okuma Envanteri ilkokul ve ortaokulun her sinif diizeyinde &ykiileyici ve
bilgilendirici metinler olmak {izere toplamda 34 metinden olusmaktadir. Bu ¢aligmada 4. (Ipek ormanda), 6.
(lyilik) ve 8. siif (Sevgi) seviyelerinde dykiileyici metinler kullanilmigtir. Kullanilan metinlerin her birine iliskin
metinsel agik sorular, metinsel kapali sorular ve bilgi ve deneyimlere dayanan sorular olmak {izere toplamda 10
acik uglu okudugunu anlama sorusu bulunmaktadir. Sorularin her biri 10 puan olarak degerlendirilmekte ve
sorulardan alinabilecek en diisiik puan 0, en yiiksek puan ise 100°diir. Bu ¢aligmada 3 dykiileyici metin ve toplamda
30 okudugunu anlama sorusu kullanilmig ve analizler yiiriitiilmiistiir. Formel Olmayan Okuma Envanteri’nin
giivenirlik ¢alismasi siirecinde degerlendiriciler arasi giivenirlik hesaplamasinda toplam 16 metin kullanilmigtir ve
yapilan hesaplama puanlayicilar arast giivenirlik katsayisinin %94 ile %100 arasinda degisiklik gostermektedir.
Arastirmaci tarafindan da giivenirlik i¢in yapilan analizlerde okudugunu anlama puanlari puanlayicilar arasi
giivenirlik katsayilari ile yapilan degerlendirmede 260 6grencinin okudugunu anlama puani {izerinden hesaplanmis
en diisiik .90, en yliksek 1 ve ortalama giivenirlik puani .95 bulunmustur.

Veri Toplama ve Analizi

Okul ¢agindaki okumada diisiik ve yiiksek performans sergileyen 6grencilerin 6ykii yazma becerilerini
smif diizeyine gore inceledigimiz bu ¢alismada Ankara ili Cankaya ilgesine bagl ti¢ ilkokulun 4. siiflarindan ve
i¢ ortaokulun 6. ve 8. siniflarindan veri toplanmistir. Bu g¢alismada 6grencilerin goniilliigii esas alinmustir.
Ogrencilerin isimleri gizli tutularak kendilerine kodlar verilmistir. Ogrencilerin velilerine aydilatilmis onam
formu doldurtulmustur, 6grencilerin kisisel bilgilerinin higbir kisi ya da kurumlarla paylagilmayacaginin bilgisi
verilmistir.
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Okudugunu Anlama Becerilerine iliskin Verilerin Toplanmast (Gruplarin Olusturulmasi)

Aragtirmaci Tiirkge derslerinde siniflara girmis, 6grenciler ile kisa siireli sohbet ederek ¢alisma hakkinda
ogrencilere bilgilendirme yapmis ve 6grencilerin hem arastirmaciya hem de ¢aligmaya alismalarini saglamistir.
Siniflarda bulunan 6zel gereksinimli 6grenciler dnceden sinif 6gretmenleri ile konusarak belirlenmis ve ¢alismaya
katilmak istemeyenler zorlanmamis katilmak isteyenlere ise ek siire verilmistir. Caligmanin analizlerinde 6zel
gereksinimli 6grencilerin verilerine yer verilmemistir. Calisma grubunda yer alacak dgrencileri belirlemek igin
aragtirmaci siniflara Formel Olmayan Okuma Envanteri’nden segilen her sinif diizeyindeki birer 6ykiileyici okuma
metnini ve okudugunu anlama sorularini dagitarak 6grencilerden bunlar1 yanitlamalarini istemistir. 4. sinif okuma
metni 212, 6. sinif metni 365 ve 8. siif metni 545 sozciikten olugmakta ve tiim simif diizeylerindeki metinlerle
ilgili 10 ar tane okudugunu anlama sorusu yer almaktadir. Ogrenciler istemedikleri sorular1 bos birakabilmis ve
bos birakilan sorular degerlendirmede sifir olarak puanlanmistir. Bu agama ortalama 20 dakika kadar stirmiistiir.

Yazil Uriinlerin Incelenmesine Iligkin Verilerin Toplanmast

Ogrencilere bos kagitlar dagitilarak herhangi bir yere isimlerini ve soy isimlerini yazmamalar1 istenmis,
okudugunu anlama yanitlarin1 ve yazmig olduklari dykiilerini eslestirmek amaciyla kagitlarina arastirmacinin
sOyledigi (arastirmaci tarafindan okul idaresinden alinan) siif sira numaralarini yazmalar1 séylenmistir. Film
izlettirilmeden 6nce kendilerine verilen bos kagitlara sinirlt siirede (30 dakika) filme yonelik bir dykii yazmalari
istendigi sOylenmistir. Arastirmact Ogrencilere “Cocuklar siziere dagiilan kagitlara sadece swmif sira
numaralarmmizi yazacaksiniz. Ben sira numaralarimizi okuyacagim sizlerde oniintizdeki kagitlara yalnizca bu
numaralart yazacaksimiz. Liitfen adimizi soyadimizi yazmayimiz. Simdi sizlerden acacagim filmi dikkatlice
izlemenizi ve ders sonuna kadar sizlere verilen kagitlara filmle ilgili bir 6ykii yazmanizi istiyorum. Yaklastk 30
dakikamiz var, hadi baslayalim.” seklinde bir yonerge vererek siireci baglatmigtir. Daha sonra 6grencilere fiziksel
yetersizlige sahip bir ¢ocukla normal gelisim gdsteren bir gocuk arasinda gegen, alt1 dakika siiren, ikisi arasinda
gecen diyalogu igeren sessiz bir film izlettirilmistir. Veri toplama siireci her sinif diizeyinde her sube i¢in yaklasik
olarak iki ders saati (80 dakika) stirmiistiir. Calisma 10 tane 4. sinif, 16 tane 6. sinif ve 13 tane 8. sinif olmak {izere
toplamda 39 sinifla gerceklestirilmistir. Otuz dokuz sinifla yapilan bu ¢alisma 78 ders saati ve yaklagik 3 hafta
surmiuigtiir.

Aragtirma verilerinin analizinde SPSS 22.0 paket programi kullanilmustir. Ogrencilerin yazili {iriinlerinin
bagdasiklig1 ve tutarliligt agisindan smif diizeylerine gore dzelliklerini belirlemek amaciyla Bagdasiklik Diizeyi
Degerlendirme Olgegi ve Tutarlilik Degerlendirme Olgegi kullanilarak yazili iiriinler incelenmis ve betimsel
analizler yapilmistir. Okumada yiiksek ve diisiik performans sergileyen gruplarin kendi i¢lerinde siif diizeylerine
gore farklilagma olup olmadigi ve her sinif diizeyinde okumada yiiksek performans sergileyen 6grenciler ile diisiik
performans sergileyen 6grenciler arasinda farklilasma olup olmadigi incelenmistir. Sinif seviyesine gore yazili
tirtinlerin okumada yiiksek performans sergileyen ve diisiik performans sergileyen 6grenciler arasinda anlamlh
diizeyde farklilik olup olmadigini belirlemek amaciyla elde edilen veriler normal dagilim géstermedigi igcin Non-
Parametrik Mann Whitney U Testi kullamlmigtir. Ayrica, her grubun kendi iginde simiflar arasinda anlamli
diizeyde farklilik olup olmadigini belirlemek i¢in Kruskall Wallis Siralamali Tek Yonlii Varyans Analizi
kullanilmastir.

Bulgular
Yazih Uriinlerin Bagdasikiginin Okuma Performansi ve Simif Diizeyi A¢isindan incelenmesi

Okumada diisiik ve yiiksek performans sergileyen 4., 6. ve 8. smif dgrencilerinin yazdiklar1 dykiilerde
bagdasiklik 6gelerini kullanma sikliklarinin farklilagip farklilasmadigini belirlemek i¢in Mann Whitney U Testi
kullanilmistir. Gruplarin yazdiklari 6ykiilerde bagdasiklik 6gelerini kullanma sikliklarinin sinif diizeylerine gore
farklilagip farklilasmadigi ise Kruskal-Wallis Siralamali Tek-Y6nlii Varyans Analizi Testi ile belirlenmistir.

Tablo 3’e bakildiginda sinif diizeyine gore okumada diisiik ve yiiksek performans sergileyen 6grencilerin
bagdasiklik 6gelerini kullanimlarina iliskin betimsel istatistikler yer almaktadir. Gruplarin ortalamalarina
bakildiginda ayni sinif diizeyindeki okumada diisiik ve yiiksek performans sergileyen 6grencilerin bagdasiklik
ogelerinin kullanma sikliklar1 ortalamalarmin farklilastigi  goriilmektedir. Gruplarin  kendi iglerindeki
ortalamalarini sinif diizeyine gore inceledigimizde de farkliliklar oldugu goriilmektedir. Ayrica gruplarin normal
dagilim gostermedigi Tablo 3’te belirtilmektedir. Gruplar arasindaki farkliliklara iliskin Mann Whitney U Testi ve
siif diizeylerindeki farkliliklara iliskin Kruskall-Wallis Siralamali Tek Yonlii Varyans Analizi sonuglar1 Tablo
4’te yer almaktadir.
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Tablo 3
Bagdasiklik Ogeleri Kullamm Sikligina Iliskin Betimsel Istatistikler
Boyut  Simif diizeyi Grup n X SS Min.  Maks. Car. Bas. K-S, p

Y.P.S. 55 529 291 0 11 -0.78 291 .16, p =.002

4 D.P.S. 50 4.32 2.98 0 16 335 2.97 J11,p=.168

'g 6 Y.P.S. 74 5.94 3.92 0 22 3.40 3.71 .13, p =.005
:g D.P.S. 71 521 3.80 0 18 0.68 3.80 .15, p=.001
o Y.P.S. 63 7.85 4.06 1 24 -0.38 4.06 11, p=.083
8 D.P.S. 62 6.35 5.14 0 18 2.36 5.14 .18, p =.000

Y.P.S. 55  4.60 2.23 0 9 -0.21 -0.25  .14,p=.014

g 4 D.P.S. 50 2.88 2.08 0 8 0.46 -0.51 .16, p = .004
E 6 Y.P.S. 74 528 2.29 1 12 0.67 0.30 .17, p =.000
= D.P.S. 71 4.36 2.65 0 10 0.14 -0.94 .15, p =.001
E Y.P.S. 63  5.07 2.59 0 14 0.47 1.46 12,p=.019
w 8 D.P.S. 62 3.64 2.68 0 12 0.69 0.46 11, p=.055
Y.P.S. 55 452 2.83 0 11 -0.54 0.54 .17, p =.000

g 4 D.P.S. 50 3.80 2.65 0 11 0.88 0.48 .18, p =.000
E Y.P.S. 74 558 2.90 0 12 -0.10 -0.79  .13,p=.002
& 6 D.P.S. 71 4.26 3.23 0 18 1.48 3.72 .19, p =.000
a Y.P.S. 63 531 3.15 0 15 0.69 0.90 A1, p =.075
8 D.P.S. 62 4.03 3.68 0 18 1.84 4.26 .20, p=.000

a Y.P.S. 55 7.80 3.30 1 18 0.53 0.55 J11,p=.081
% 4 D.P.S. 50 7.02 4.16 0 20 0.51 0.63 .14, p =.020
2 Y.P.S. 74 8.75 4.06 2 21 0.78 0.87 A1, p=.024
g 6 D.P.S. 71 7.90 452 0 25 0.88 1.61 11,p =.030
;Lgo Y.P.S. 63 10.09 4.73 4 31 1.74 5.38 .14, p =.003
M 8 D.P.S. 62 9.58 6.40 2 43 248 11.04  .15,p=.002
4 Y.P.S. 55 26.76 10.62 5 53 0.38 -0.20 .08, p=.200

D.P.S. 50 22.08 1222 0 53 0.49 -0.09 12, p =.064

T%_ 6 Y.P.S. 74 2977 1161 10 66 0.52 0.14 .09, p =.200
e D.P.S. 71 2583 1282 4 58 0.38 -0.36 .08, p=.200
8 Y.P.S. 63 3247  13.67 13 101 2.09 9.16 12,p=.033

D.P.S. 62 28.83 18.99 5 110 1.66 4.57 12, p=.019

Not: DPS = diisiik performans sergileyen 6grenciler; K-S = Kolmogorov Smirnov testi; YPS = yiiksek performans sergileyen dgrenciler.

Tablo 4’teki Mann Whitney U Testi sonuglart okumada diisiik ve yiiksek performans sergileyen
ogrencilerin bagdasiklik dgelerinden gonderim 6gesini kullanma sikliklarinin yalnizca sekizinci sinif diizeyinde
farklilagtigimmi gostermektedir. Sira ortalamalarma bakildiginda, fark yiliksek performans sergileyen grubun
lehinedir. Yiiksek performans sergileyen gruptaki sekizinci sinif 6grencileri yazdiklar1 6ykiilerde gonderim 6gesini
daha sik kullanmislardir. Gruplarin yazdiklari dykiilerde gonderim 6gesini kullanma sikliklarmin sinif diizeylerine
gore farklilasip farklilagsmadigini gérmek igin ayni tablodaki Kruskal-Wallis Siralamali Tek-Yonlii Varyans
Analizi Testi yapilmistir. Test sonuglarina bakildiginda, génderim 6gesinin kullanim sikliginin diisiik performans
sergileyen grupta smif diizeylerine gore degismedigi goriiliirken (X2 = 3.82, p = .149), yiiksek performans
sergileyen grupta génderim dgesinin kullanim sikliginin simif diizeylerine gore farklilastigi (X2= 13.11, p = .001)
bulunmustur. Yiiksek performans sergileyen gruptaki smif diizeyi farkliliklarini gérmek i¢in kullanilan Mann
Whitney U Testi sonuglar1 dordiincii sinif ile altinci siif sikliklarinin farklilasmadigimt (U = 2.19, p = .450),
bununla birlikte, dordiincii sinif ile sekizinci sinif (U = 2.35, p =.001) ve altinci sinif ile sekizinci smnif (U = 2.99,
p =.005) kullanim siklig1 farkliliklarinin anlamli oldugunu géstermistir.
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Bagdasiklik Ogeleri Kullamm Sikligina Iliskin Mann Whitney U Testi ve Kruskal-Wallis Siralamali Tek-Yonlii
Varyans Analizi Sonuglar

Grup
Boyut Sinif diizeyi Y.P.S. D.P.S. Mann Whitney U testi
Sira Ortalamasi Sira Ortalamasi
s 4 82.35 81.56 U=1.69, p=.09%4
5 6 89.78 91.42 U=118p=.241
2 8 116.74 101.08 U =142, p=.008
3 Kruskall Wallis testi X?=13.11, p =.001 X?=3.82, p=.149
_ 4 89.08 75.96 U =4.07, p=.000
= g 6 100.64 105.04 U=223p=.027
2= 8 98.11 90.01 U =1.33,p=.002
w8 Kruskall Wallis testi X%2=1.48,p = .478 X?=9.10,p=.011
g 4 83.68 90.04 U=136,p=.179
E 6 105.36 96.37 U=257p=.011
B 8 97.28 88.58 U=1.36,p=.003
A Kruskall Wallis testi X2=4.87,p=.087 X2=821,p = .663
© 4 82.55 80.76 U=107,p=.288
= E, 6 94.64 89.89 U=120,p=.233
Eo & 8 110.87 103.48 U=172p=.246
m © Kruskall Wallis testi X2=7.82,p=.020 X?=5.30,p=.071
B0 4 103.09 86.71 U=0.72,p=.474
g = 6 96.41 87.89 U=0.21p=.124
o 8 90.86 100.98 U=224,p=.142
X ’%‘) Kruskall Wallis testi X2=1.44,p=.487 X2=2.74,p=.225
e 4 83.19 80.72 U=210,p=.038
8 6 96.69 94.13 U=194,p=.054
§ 8 107.90 98.65 U =156,p=.050

Kruskall Wallis testi

X2=581,p =.055

X2=3.36,p = .186

Not: DPS = diisiik performans sergileyen 6grenciler; YPS = yiiksek performans sergileyen 6grenciler.

Tablo 4’teki Mann Whitney U Testi sonuglari okumada diisiik ve yiiksek performans sergileyen
ogrencilerin bagdasiklik Ogelerinden eksiltili anlatim &gesini kullanma sikliklarinin tiim simif diizeylerinde
farklilastigimi gostermektedir. Sira ortalamalarina bakildiginda, fark dordiincii ve sekizinci simiflarda yiiksek
performans sergileyen grubun lehine iken altinci siniflarda diisiik performans sergileyen grubun lehinedir. Yiiksek
performans sergileyen gruptaki dérdiincii ve sekizinci sinif 6grencileri 6ykiilerinde eksiltili anlatim 6gelerini diisiik
performans sergileyen gruptaki dordiincii ve sekizinci simif 6grencilerinden daha sik kullanirken, diistik
performans sergileyen gruptaki altinct simf &grencileri yazdiklar: 6ykiilerde eksiltili anlatim 6gesini yiiksek
performans sergileyen gruptaki altinci sinif 6grencilerinden daha sik kullanmiglardir. Ayni tablodaki Kruskal-
Wallis Siralamali Tek-Yonlii Varyans Analizi Testi sonuglarina bakildiginda, eksiltili anlatim &gesinin kullanim
sikhginm yiiksek performans sergileyen grupta sinif diizeylerine gore de@ismedigi (X? = 1.48, p = .478)
goriilmektedir. Diisiik performans sergileyen grupta eksiltili anlatim 6gesinin kullanim sikliginin sinif diizeylerine
gore farklilastign (X? = 9.10, p = .011) bulunmustur. Diisiik performans sergileyen gruptaki sif diizeyi
farkliliklarin1 gérmek igin kullanilan Mann Whitney U Testi sonuglar1 dordiincii simiftaki ile altincr simiftaki
kullanim sikliklarinimn farklilagtigimi (U = 2.34, p = .003), bununla birlikte, dordiincii sinif ile sekizinci sinmif (U =
1.78, p = .167) ve altinc1 smif ile sekizinci simif (U = 1.84, p = .104) siklik farkliliklarinin anlamli olmadigin
gostermistir.

Tablo 4’teki Mann Whitney U Testi sonuglart okumada diisiik ve yiiksek performans sergileyen
ogrencilerin bagdasiklik oOgelerinden degistirim Ogesini kullanma sikliklariin altinci ve sekizinci sinif
diizeylerinde yiiksek performans sergileyen grubun lehine farklilastigimi gostermektedir. Yiiksek performans
sergileyen gruptaki altinci ve sekizinci sinif 6grencileri yazdiklari oykiilerde degistirim 6gesini diisiik performans
sergileyen gruptaki altinci ve sekizinci simif 6grencilerinden daha sik kullanmiglardir. Dordiincti siiftaki
Ogrencilerin yazdiklar1 oykiilerde degistirim 6gesini kullanim sikliklart okumada sergiledikleri performans
durumuna gore farklilasmamustir. Kruskal-Wallis Siralamali Tek-Yo6nlii Varyans Analizi Testi sonuglarina
bakildiginda, degistirim dgesinin kullanim sikligmin her iki grupta da (Yiiksek performans sergileyen grup; X?=
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4.87, p = .087 — diisiik performans sergileyen grup; X?= 821, p = .663) sinif diizeylerine gore farklilagsmadig
goriilmektedir.

Okumada diisiik ve yiiksek performans sergileyen 6grencilerin bagdasiklik 6gelerinden baglama 6gelerini
kullanma sikliklarinim hi¢bir sinif diizeyinde farklilagsmadigi Mann Whitney U Testi sonuglarinda goriilmektedir.
Tablo 4’teki Kruskal-Wallis Siralamali Tek-Yo6nlii Varyans Analizi Testi sonuglarina bakildiginda, baglama
dgelerini kullamim sikhiginin diisiik performans sergileyen grupta simif diizeylerine gére degismedigi (X2 = 5.30, p
=.071) gortliirken, yiiksek performans sergileyen grupta baglama 6gelerini kullanim sikligiin smif diizeylerine
gore farkhilastigi (X2 = 7.82, p = .020) bulunmustur. Yiiksek performans sergileyen gruptaki smif diizeyi
farkliliklarin1 gérmek igin kullanilan Mann Whitney U Testi sonuglar1 dordiincii sinif ile sekizinci sinif kullanim
sikliklarinin farklilagtigimi (U = 2.25, p = .003), bununla birlikte, dordiincii sinif ile altiner simif (U = 2.29, p =
.225) ve altinci smif ile sekizinci siif (U = 2.72, p = .090) kullanim siklig1 farkliliklarinin anlamli olmadigim
gostermistir.

Ayni tabloya bakildiginda okumada diisiik ve yiiksek performans sergileyen 6grencilerin bagdagiklik
6gelerini toplam kullanim sikliklarinin dérdiincti (U = 2.10, p = .038) ve sekizinci simif (U = 1.56, p = .050)
diizeylerinde farklilastigi, altinct sinif diizeyinde (U = 1.94, p = .054) ise bir farklilagsma olmadigin1 goriilmektedir.
Okumada yiiksek performans sergileyen gruptaki dordiincii ve sekizinci sinif 6grencileri dykiilerinde bagdasiklik
Ogelerini diisiik performans sergileyen gruptaki dordiincii ve sekizinci smif O6grencilerinden daha sik
kullanmislardir. Altiner sinif i¢in iki grubun 6ykiilerinde bagdasiklik 6gelerini kullanim sikliklar1 arasinda bir fark
yoktur. Gruplarin yazdiklar1 dykiilerde baglama 6gelerini kullanma sikliklarinin sinif diizeylerine gore farklilagip
farklilasmadigim gormek igin Kruskal-Wallis Siralamali Tek-Yonlii Varyans Analizi Testi yapilmistir. Test
sonuglarma bakildiginda, bagdasiklik dgelerinin toplam kullanim sikliginin hem yiiksek performans sergileyen
grupta (X?=5.81, p = .055) hem de diisiik performans sergileyen grupta (X?= 3.36, p = .186) sinif diizeylerine
gore farklilasmadig1 goriilmektedir.

Yazili Uriinlerin Tutarhhginin Okuma Basaris1 ve Simf Diizeyi A¢isindan incelenmesi

Okumada diisiik ve yiliksek performans sergileyen dordiincii, altinci ve sekizinci simif §grencilerinin
yazdiklar1 dykiilerdeki anlatim tutarliligina iliskin puanlarinin farklilasip farklilasmadigini belirlemek igin Mann
Whitney U Testi kullanilmistir. Gruplarin yazdiklart dykiilerindeki anlatim tutarhiligina iligkin puanlarinin smif
diizeylerine gore farklilasip farklilagmadigi ise Kruskal-Wallis Siralamali Tek-Yonlii Varyans Analizi Testi ile
belirlenmigtir. Testlerin sonuclar1 konuya iligkin, plana iliskin, iliskiye iligkin, biitiinliige iliskin ve toplam anlatim
tutarhiligina iligkin puanlarin farkliligina yonelik olarak verilmistir.

Tablo 5’ e bakildiginda sinif diizeyine gore okumada diisiik ve yiiksek performans sergileyen dgrencilerin
anlatim tutarliligi puanlarina iliskin betimsel istatistikler yer almaktadir. Gruplarin anlatim tutarlilig1 6l¢eginden
aldiklarin puanlarin ortalamalarina bakildiginda ayni smif diizeyindeki okumada diisiik ve yiiksek performans
sergileyen ogrencilerin Glgekten aldiklari puan ortalamalarinin farklilastigi goriilmektedir. Gruplarin kendi
iglerindeki ortalamalarini simif diizeyine gére inceledigimizde de farkliliklar oldugu goriilmektedir. Olgekten
alinabilecek minimum ve maksimum puanlar ¢alismada yer alan dgrenciler tarafindan alinabildigi goriilmektedir.
Ayrica gruplarin normal dagilim gostermedigi Tablo 5°te belirtilmektedir. Okumada diisiik ve yiiksek performans
sergileyen 6grenciler arasindaki farkliliklara iliskin Mann Whitney U Testi ve her iki grubun simif diizeylerindeki
farkliliklara iligskin Kruskall-Wallis Siralamali Tek Yonlii Varyans Analizi sonuglar: Tablo 6’da yer almaktadir.
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Tablo 5
Anlatim Tutarhiligi Puanlarina Iliskin Betimsel Istatistikler
Boyut Sinif diizeyi Grup n X SS Min.  Maks. Car. Bas. K-S, p

4 Y.P.S. 55 3.60 0.62 2 5 -0.39 0.07 .34, p =.000

D.P.S. 50 2.66 0.91 1 4 0.08 -0.91 .24, p =.000

2 6 Y.P.S. 74 4.18 0.69 2 5 -0.52 0.15 .27, p =.000
N D.P.S. 71 319 085 1 5 025  -0.62 .23, p =.000
Y.P.S. 63 423 083 2 5 -0.99 0.51 .26, p =.000

8 D.P.S. 62 335 1.00 1 5 -0.67  -0.29 .30, p =.000

4 Y.P.S. 55 320 0.67 2 5 0.47 0.63 .34, p=.000

D.P.S. 50 230 0.90 1 4 0.37 -0.52 .27, p =.000

= 6 Y.P.S. 74 378 092 2 5 019  -087 .20, p =.000
o D.P.S. 71 292  0.76 1 5 0.12 -0.14 .26, p =.000
Y.P.S. 63 3.90 0.96 2 5 -0.38 -0.77 .23, p =.000

8 D.P.S. 62 291 0.96 1 5 0.05 -0.72 .20, p =.000

4 Y.P.S. 55 330 063 2 5 0.54 0.54 .36, p=.000

D.P.S. 50 230 0.0 1 4 0.37 -0.52 .27, p =.000

g 6 Y.P.S. 74 398 083 2 5 -0.40  -0.50 .24,p=.000
= D.P.S. 71 2.97 0.81 1 5 0.21 -0.14 .25, p =.000
Y.P.S. 63 398  0.87 2 5 -057  -0.25 .25, p =.000

8 D.P.S. 62 3 0.99 1 5 0.20 -0.68 .20, p =.000

4 Y.P.S. 55 323  0.60 2 5 0.35 0.50 .36, p=.000

o D.P.S. 50 236  0.87 1 4 0.35 -0.44 .28, p =.000
= 6 Y.P.S. 74 39 0.78 2 5 -0.10  -0.92 .22, p=.000
g D.P.S. 71 3.01 0.76 1 5 0.17 0.34 .28, p =.000
A Y.P.S. 63 395 0.86 2 5 -0.36  -0.67 .22,p =.000
8 D.P.S. 62 291 091 1 5 -0.10  -0.64 .20, p=.000

4 Y.P.S. 55 1334 233 8 20 0.38 0.87 .25, p =.000

£ D.P.S. 50 9.62 349 4 16 0.33 -0.63 .19, p=.000
= 6 Y.P.S. 74 1591  3.05 8 20 -0.16  -0.70 .17, p=.000
E‘ D.P.S. 71 12.11 3.04 4 20 0 0.04 .19, p =.000
8 Y.P.S. 63 1598 331 8 20 -057  -0.24 .15, p=.001

D.P.S. 62 12.19 3.53 4 20 -0.09 -0.49 11, p =.070
Not: DPS = diisiik performans sergileyen 6grenciler; K-S = Kolmogorov Smirnov testi; YPS = yiiksek performans sergileyen dgrenciler.

Tablo 6’daki Mann Whitney U Testi sonuglart okumada diisiik ve yiiksek performans sergileyen
ogrencilerin konuya iliskin anlatim tutarliligi puanlarinin tim smif diizeylerinde farklilagtigini gostermektedir.
Ayni tablodaki sira ortalamalarina bakildiginda, yiiksek performans sergileyen grubun sira ortalamalarmin tiim
smif diizeylerinde daha yiiksek oldugu goriilmektedir. Okumada yiiksek performans sergileyen gruptaki 6grenciler
tim smif diizeylerinde Oykiilerinde konuya iligkin anlatim tutarliligimi saglamada okumada diisiik performans
sergileyen akranlarina gore daha basarilidir. Her iki grup i¢in de konuya iligkin anlatim tutarliligi puanlarinin sinif
diizeylerine gore farklilasmasini gérmek igin ayni tablodaki Kruskal-Wallis Siralamali Tek-Y6nlii Varyans Analizi
sonuglarma bakildiginda, farkliligm hem yiiksek performans sergileyen grup (X? = 28.21, p = .000) hem de
basarisiz diisiik performans sergileyen grup (X?= 15.80, p = .000) i¢in anlaml1 oldugu gériilmektedir. Her iki grup
icin de farkliligin hangi sinif diizeyleri arasinda oldugunu anlamak i¢in Mann Whitney U Testi kullanilmustir.
Testin sonuglar1 okumada yiiksek performans sergileyen dordinci sinif ile altincr siif (U = 2.33, p = .002) ve
dordiincii siif ile sekizinci sinif (U = 2.15, p = .000) dgrencilerinin puanlarmin farklilagtigini, altinci sinif ile
sekizinci siif (U = 2.47, p = .193) dgrencilerinin puanlarinin farklilagmadigint gostermistir. Tablo 6’daki sira
ortalamalar dikkate alindiginda, yiiksek performans sergileyen gruptaki altinci ve sekizinci simif 6grencileri
Oykiilerinde konuya iligkin anlatim tutarliligini saglamada ayni gruptaki dordiincii smif 6grencilerine gore daha
basarilidir. Diisiik performans sergileyen gruba ait Mann Whitney U testi sonuglar1 ise, dordiincii sinif ile altinci
smif (U =2.92, p = .000), dordiincii sinif ile sekizinci siif (U = 2.54, p = .000) ve altincr ve sekizinci siiflar (U
= 2.50, p = .000) 6grencilerinin puanlar1 arasinda anlamli bir farklilasma oldugunu gostermistir.
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Anlatim Tutarliigi Puanlarina Iliskin Mann Whitney U Testi ve Kruskal-Wallis Siralamali Tek-Yonlii Varyans
Analizi Sonuglar

Grup
Boyut Sinif diizeyi Y.P.S. D.P.S. Mann Whitney U testi
Sira ortalamasi Sira Ortalamasi
4 68.87 65.76 U =0.62, p=.000
2 6 106.20 96.03 U =1.07, p=.000
N 8 111.94 106.04 U =0.99, p=.000
Kruskall Wallis testi X?=28.21, p = .000 X?=15.80, p = .000
4 70.78 67.45 U =0.62, p=.000
= 6 105.82 102.04 U =1.34,p=.000
o 8 108 100.31 U =1.05, p=.000
Kruskall Wallis testi X?=18.33, p = .000 X%=16.43, p = .000
4 66.06 64.92 U =0.54, p =.000
e 6 108.93 101.89 U =1.09, p=.000
Ey 8 109.48 101.60 U =0.93, p =.000
Kruskall Wallis testi X%=27.93, p =.000 X2=18.21, p = .000
o 4 67.04 63.55 U = 0.61, p =.000
% 6 109.69 103.83 U=112 p=.000
g 8 109.77 98.58 U =0.87, p=.000
/M Kruskall Wallis testi X?=30.59, p = .000 X2=17.47,p =.000
e 4 67.04 62.95 U =0.56, p =.000
< 6 108.60 100.96 U=1.01, p=.000
§ 8 111.58 101.86 U =0.86, p=.000

Kruskall Wallis testi

X2=29.06, p = .000

X2=15.71, p = .000

Not: DPS = diisiik performans sergileyen 6grenciler; YPS = yiiksek performans sergileyen 6grenciler.

Okumada diisiik ve yliksek performans sergileyen dgrencilerin plana iliskin anlatim tutarliligi puanlarinin
tim sinif diizeylerinde farklilagtigini Mann Whitney U Testi sonuglari gostermektedir. Okumada yiiksek
performans sergileyen gruptaki 6grenciler dykiilerinde plana iliskin anlatim tutarliliginda tiim sinif diizeylerinde
okumada diisiik performans sergileyen akranlarma gore daha basarihidir. Tablodaki Kruskal-Wallis Siralamali
Tek-Yonlii Varyans Analizi sonuglarina bakildiginda, farklihigm hem yiiksek performans sergileyen grup (X% =
18.33, p = .000) hem de diisiik performans sergileyen grup (X = 16.43, p = .000) i¢cin anlamli oldugu
goriilmektedir. Mann Whitney U Testinin sonuglar1 okumada yiiksek performans sergileyen dordiincii sinif ile
altinct sinif (U = 2.78, p = .000) ve dordiincii smif ile sekizinei sinif (U = 2.40, p = .000) 6grencilerinin puanlarinin
farklilagtigini, altinci siif ile sekizinci smif (U = 2.39, p = .796) 6grencilerinin puanlarinin farklilagsmadigint
gostermigtir. Tablo 6°daki sira ortalamalari dikkate alindiginda, yiiksek performans sergileyen gruptaki altinct ve
sekizinci sinif d6grencileri dykiilerinde plana iligkin anlatim tutarliligini saglamada ayni gruptaki dordiincii sinif
ogrencilerine gore daha basarilidir. Diisiik performans sergileyen gruba ait Mann Whitney U testi sonuglari ise,
dordiincii sinif ile altinet simif (U = 2.47, p = .000) ve dordiincii simif ile sekizinci sinif (U = 2.08, p = .001)
ogrencilerinin puanlarinin farklilastigini, altinci ve sekizinci smiflar (U = 2.18, p = .933) 6grencilerinin puanlari
arasinda anlamli bir farklilagma olmadigini gostermistir.

Tablo 6’daki Mann Whitney U Testi sonuglar1 okumada diisiik ve yiksek performans sergileyen
ogrencilerin iligkiye ait anlatim tutarliligi puanlarinin tiim sinif diizeylerinde farklilastigini gostermektedir.
Okumada yiiksek performans sergileyen Ogrenciler tim sinif diizeylerinde Oykiilerinde iligskiye ait anlatim
tutarhligin1 saglamada diisiikk performans sergileyen gruptaki akranlarina goére daha basarilidir. Kruskal-Wallis
Siralamali Tek-Yonlii Varyans Analizi sonuglarina bakildiginda, farkliligin hem yiiksek performans sergileyen
grup (X?=27.93, p = .000) hem de diisiik performans sergileyen grup (X?= 18.21, p = .000) i¢in anlamli oldugu
goriilmektedir. Her iki grup i¢in de farkliligin hangi sinif diizeyleri arasinda olduguna bakildiginda, dérdiincii simif
ile altiner siif (U = 2.97, p = .000) ve dordiincii sinif ile sekizinci simif (U = 2.53, p = .000) &grencilerinin
puanlarmin farklilastigini, altinct smuf ile sekizinci smif 6grencilerinin puanlarmin her iki grup icin de
farklilagsmadigimi gostermistir (U = 2.35, p = .934). Tablo 6’daki sira ortalamalar1 dikkate alindiginda, yiiksek
performans sergileyen gruptaki altinci ve sekizinci siif 6grencileri dykiilerinde iligkiye ait anlatim tutarliligin
saglamada aym gruptaki dordiincii simif 6grencilerine gore daha basarilidir. Diisiik performans sergileyen gruba
ait Mann Whitney U testi sonuglari ise, dordiincii sinif ile altinci sinif (U = 2.49, p = .000) ve dordiincii sinif ile
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sekizinci smnif (U = 2.13, p = .000) dgrencilerinin puanlarinin farklilagtigini, altinct sinif ile sekizinci smif
6grencilerinin puanlarmin farklilagmadigini gostermistir (U = 2.22, p =.947). Bu durum iliski boyutunda okumada
yiiksek performans sergileyen altinci ve sekizinci sinif 6grencilerinin ayni gruptaki dérdiincii sinif 6grencilerinden
daha basarili olduklarin1 gostermektedir.

Okumada yiiksek performans sergileyen 6grenciler Oykiilerinde biitiinliige iliskin anlatim tutarliligini
saglamada okumada diisiik performans sergileyen akranlarina gére daha basarilidir (dérdiincii sinif; U = 0.61, p =
.000, altinc1 simif; U = 1.12, p = .000, sekizinci smf; U = 0.87, p = .000). Kruskal-Wallis Siralamali Tek-Y6nli
Varyans Analizi sonuglarina bakildiginda, farkliligm hem yiiksek performans sergileyen grup (X?>= 3059, p =
.000) hem de diisiikk performans sergileyen grup (X?= 17.47, p = .000) i¢in anlamli oldugu gériilmektedir.
Okumada yiiksek performans sergileyen dordiincti sinif ile altinct simif (U = 2.51, p =.000) ve dordiincii sinif ile
sekizinci smif (U = 2.07, p = .002) 6grencilerinin puanlarmin farklilasgtigi, altinci smif ile sekizinci smif
ogrencilerinin puanlarinin farklilasmadigimi gériilmektedir (U = 2.1, p = .608). Tablo 6’daki sira ortalamalari
dikkate alindiginda, yiiksek performans sergileyen gruptaki altinci ve sekizinci sinif 6grencileri dykiilerinde
biitiinliige iliskin anlatim tutarlihigini saglamada ayni gruptaki dérdiincii sinif 6grencilerine gore daha basarilidir.
Diisiik performans sergileyen gruba ait Mann Whitney U testi sonuglari ise, dordiincii sinif ile altinct sinif (U =
3.03, p =.000) ve dordiincii siif ile sekizinei sinif (U = 2.55, p = .001) dgrencilerinin puanlarinin farklilastigini,
altinc1 smif ile sekizinci smif 6grencilerinin puanlarinin farklilagsmadigint gostermistir (U = 2.35, p = .925).
Okumada diigiik performans sergileyen altinci ve sekizinci sinif d6grencilerinin dordiincii sinif dgrencilerinden
biitiinliik agisindan daha tutarl dykiiler yazdiklar: sdylenebilir.

Okumada diisiik ve yiiksek performans sergileyen 6grencilerin anlatim tutarliligi toplam puanlarinin tiim
smif diizeylerinde farklilastiginit Mann Whitney U Testi sonuglar1 gdstermektedir. Ayni tablodaki sira ortalamalari
dikkate alindiginda, okumada yiiksek performans sergileyen ogrenciler Oykiilerindeki anlatim tutarliligini
saglamada okumada diisiikk performans sergileyen akranlarina gore daha basarilidir. Kruskal-Wallis Siralamali
Tek-Yonlii Varyans Analizi sonuglarma bakildiginda, farklihigin simif diizeylerinde hem yiiksek performans
sergileyen grup (X?=29.06, p = .000) hem de diisiik performans sergileyen grup (X?=15.71, p = .000) i¢in anlaml1
oldugu goriilmektedir. Mann Whitney U Testinin sonuglari okumada yiiksek performans sergileyen dordiincii sinif
ile altiner sinif (U = 3.03, p = .000) ve dordiincii sinif ile sekizinci sinif (U = 2.59, p = .000) 6grencilerinin
puanlariin farklilastigini, altinct sinif ile sekizinci sinif 6grencilerinin puanlarin farklilasmadigini géstermistir
(U = 243, p = .673). Bu sonuglara gore, okumada yiiksek performans sergileyen sekizinci ve altinci sinif
ogrencilerinin dykiilerinde anlatim tutarliligini saglamada ayni gruptaki dordiincii sinif 6grencilerinden daha
basarili olmuslardir. Okumada diisiik performans sergileyen gruba ait Mann Whitney U testi sonuglari ise,
dordiincii sinif ile altinet simif (U = 2.44, p = .000) ve dordiincti siif ile sekizinci siif (U = 2.14, p = .000)
ogrencilerinin puanlarinin farklilagtigini, altinct snif ile sekizinci sinif 6grencilerinin puanlarinin farklilasmadigini
gostermistir (U = 2.23, p =.900). Tablo 6’daki sira ortalamalar1 dikkate alindiginda, diisiik performans sergileyen
gruptaki altinci ve sekizinci smif 6grencileri dykiilerinde anlatim tutarliligini saglamada ayni gruptaki dordiincii
smif 6grencilerine gére daha bagarilidir.

Tartisma

Calisma bulgularini 6zetleyecek olursak, ayni sinif diizeyindeki okumada diisiik ve yiiksek performans
sergileyen ogrencilerin bagdasiklik 6gelerini kullanma sikliklar1 zamirlerin kullanimini i¢eren gonderim, dil
becerilerini barindiran eksiltili anlatim ve sozciik dagarcigiyla iligkili olan degistirim alt boyutlarinda okumada
sergiledikleri performans durumuna goére farklilasma gorilmektedir. Bagdasiklik Ogelerinin tamamina
bakildiginda dordiincii ve sekizinci sinif diizeylerinde grencilerin okumada sergilenen performans durumuna gore
farklilasma oldugu goriilmektedir. Bu bulgudan okumada disiik performans sergileyen ogrencilerin hangi
alanlarda destege ihtiya¢ duyduklari ortaya ¢ikmakta ve yapilacak ogretimler igin énem tasimaktadir. Sinif
diizeyinin ilerlemesinin bagdagsiklik 6gelerinin kullanim sikligina etkisine deginilecek olunursa; okuma da yiiksek
performans sergileyen 6grencilerin  gelisimleri ilerledikge bagdasiklik 6gelerinin  toplaminda  farklilik
goriilmezken, gonderim ve baglama o6gelerinde farklilik goriilmektedir. Okumada diisiik performans sergileyen
ogrencilerin bagdasiklik 6gelerini kullanma diizeylerinde simif diizeylerinin ilerlemesine bagl olarak bir ilerleme
goriilmemektedir.

Bu arastirmada okumada diisiik ve yiiksek performans sergileyen 6grencilerin 6ykil yazmada bagdasiklik
araglarmi kullanma sikliklar1 Cogkun (2005) tarafindan gelistirilen “Bagdasiklik Diizeyi Degerlendirme Olgegi”
ile degerlendirilmistir. Bagdasiklik araglarinin kullanim sikliklarii tek tek ele aldigimizda, okumada yiiksek
performans sergileyen altinct ve sekizinci smif 6grencilerinin gdnderim kullanimlarinin okumada diigiik
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performans sergileyen akranlarina gore daha sik oldugu goriilmekteyken dordiincii sinif 6grencilerinin okumada
sergiledikleri performans durumuna gore bagdasiklik araclarindan gonderimi kullanma sikliklarinin
farklilasmadig1 goriilmektedir. Gerek bu caligmada gerekse alanyazindaki calismalarda (Balyemez, 2010;
Karahanct, 2014) hem okumada yiiksek performans sergileyen hem de okumada diisiik performans sergileyen grup
icin gdnderim araglarindan en sik kullanilani sahis zamirleridir. Sahis zamirlerinin kullaniminda yeterli deneyime
sahip olmayan Ogrencilerin gonderim araglarini kullanmadiklar1 goriilmektedir. Arastirmada sik karsilasilan
bagdasiklik 6gelerinden gonderim araclarinin ¢ok sik kullanilmasinin anlatim bozuklugu ve tutarsiz bir anlatima
neden oldugu goriillmiistiir. Gonderim araglarinin ¢ok sik kullanilmasi yazili tirlinlerin anlasilmasini giiclestirmekle
ve tutarsizliga neden olmaktadir (Can, 2014), eklerin gonderim araci olarak kullanilmasinda neye gonderim
yapildiginin anlagiimamasi anlatim bozukluguna neden olmaktadir (Crossley & Mcnamara, 2016). Ogrencilerin
smif diizeyi ilerledik¢e yazili anlatimda gonderim gibi baz1 kullanimlara dikkat etmedikleri gézlenmistir. Sinif
diizeyine gore gonderim araglarinin kullanim sikligina deginecek olursak, okumada yiiksek performans sergileyen
sekizinci siif 6grencilerinin gdnderim araglarini okumada yiiksek performans sergileyen dordiincii ve altinci sinif
6grencilerinden daha sik kullandiklar1 goriilmektedir. Okumada diisiik performans sergileyen 6grencilerde ise
farklilagsma gortiilmemektedir. Gonderim araglar1 goz dniinde bulunduruldugunda (zamirler, sifatlar, iyelik ekleri),
ogrencilerin deneyimlerinin artmasinin, gonderim araglarinin yerinde ve uygun sekilde kullanmalarina katki
sagladig diistiniilmektedir (Kiymaz & Doyumagag, 2020; Koutsoftas & Peterson, 2017).

Aragtirmaci, bu arastirmada incelenen yazili iirlinlerde her iki grup i¢in de eksiltili anlatim kullaniminin
en az bagvurulan bagdasiklik araci oldugu gozlemlemistir. Eksiltili anlatim kullanimda en sik gézlenen sorun 6zne
ve yiklem uyumsuzlugudur. Her iki gruptaki 6grenciler de ciimleleri birbirine baglarken 6zne ve yiiklem uyumunu
gbdzden kagirabilmektedirler (Bae, 2001; Can, 2012; Coskun, 2010). Ogrencilere ciimle dgelerinin birlesik
climlelerde kullanima yonelik 6gretiminin yapilmasinin eksiltili anlatimin kullanimini artiracag diisiiniilmektedir.
Ogrencilerin sbzciik dagarciklar ve dil becerileri de eksiltili anlatim araglarmi kullanma sikliklarm etkiledigi
diistiniilmektedir. Dil becerilerini yeterli diizeyde kullanabilen (Mortensen vd., 2009) ve sozciik dagarcigi zengin
olan ogrencilerin (Carretti vd., 2013; Catts vd., 2002) eksiltili anlatim araglari1 daha sik ve dogru olarak
kullandiklar1 arastirmalarda belirtilmektedir.

Yazili Triinlerdeki tekrart Onlemek amaciyla kullanilan degistirim aracinin kullanim sikligina
bakildiginda, okumada yiiksek performans sergileyen altinci ve sekizinci smif dgrencilerinin okumada diisiik
performans sergileyenlere gore ykiilerinde daha sik degistirim araglart kullandiklart gozlenmistir. Okumada
diisiik performans sergileyen 6grencilerin yazdiklari dykiilerde tekrara sik bagvurduklari ve anlatim bozuklugu
yasadiklart gozlenmistir. Bu durum o6grencilerin  gonderim aracini  kullanmada sorunlar yasadiklarini
gostermektedir. Okumada diisiik performans sergileyen 6grencilerin anlatim bozuklugu olan ciimleler
yazmalarinin nedenlerinden biri tekrara gereginden fazla yer vermeleridir (Coskun, 2005; Keklik & Yilmaz, 2013).
Gonderimin kullaniminda yasanan sorunlarin yetersiz sozciik dagarcigindan ve ayni sozciiklerin sik
kullanilmasiyla tekrara neden olmasindan kaynakli oldugu diisiiniilmektedir (Carretti vd., 2013; Catts vd., 2002).
Ogrencilerin sdzciik dagarcigim gelistirmeye yonelik uygulamalar hem okuma hem de yazma becerilerini
gelistirmeye katki saglayacaktir. Simif diizeylerine gore okumada diisiik ve yiiksek performans sergileyen
dordiinct, altinc1 ve sekizinci sinif 6grencilerinin yazdiklar dykiilerdeki degistirim araglarini kullanma sikligina
bakildiginda, her iki grupta da sinif diizeylerine gore anlamli farklilik olmadig1 gézlenmistir.

Yazili iriinlerde yer alan ciimleleri ve paragraflari anlam biitiinliiglini bozmamak i¢in birbirine
baglamada tercih edilen baglama 6gelerinin kullaniminda, 6grencilerin okumada sergiledikleri performanslarinin
bir farklilik olusturmadig: goriilmektedir. Bu ¢alismada incelenen dykiilerin biiyiik cogunlugunda her iki gruptaki
ogrencilerin de edatlara ve baglaclara yeterince yer vermedikleri tespit edilmistir. Bu durumun 6grencilerin edat
ve baglaglarla yeterince deneyim yasamadiklarindan kaynaklanabilir. Aydin ve Cinpolat (2018) ortaokullarda
kullanilan ders kitaplarinda yer alan Oykiileri metinler arasi iliskiler agisindan inceledikleri ¢aligmalarinda,
baglama Ogelerine yer verilme diizeyinin disiik oldugunu belirtmislerdir. Edat ve baglaglarin yalnizca fark
edilmelerine yonelik 6gretimin yapildig1 diistiniildiigiinde (Giines, 2013), bu araglarin kullaniminin 6gretilmesinin
ogrencilerin yazili anlatimlarinin gelismesine katki saglayacagi diisiiniilmektedir. Baglama &gelerinin kullanim
sikligina siif diizeylerine gore bakildiginda, okumada diisiik performans sergileyen &grenciler igin farklilik
goriilmezken, okumada yiiksek performans sergileyen sekizinci siif 6grencilerinin baglama 6gelerini dordiincii
smif 6grencilerden daha sik kullandiklar1 goriilmektedir. Okumada yiiksek performans sergileyen 6grencilerin
smif diizeylerinin ilerlemesiyle baglama araglarini kullanmaya daha fazla 6nem verdikleri goriilmektedir (Coskun,
2005; Herbert vd., 2020; Koutsoftas & Peterson, 2017; Mortensen vd., 2009).
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Arastirma bulgularina bakildiginda, dordiincii ve sekizinci sinifa devam eden okumada yiiksek performans
sergileyen Ogrencilerin okumada diisiik performans sergileyen Ogrencilerden daha sik bagdasiklik araglarini
kullandiklar1 goriilmektedir. Arastirmaci gozlemlerinde okumada diisiik performans sergileyen ogrencilerin biiyiik
¢ogunlugunun Oykii yazma caligmasi sirasinda hizli hareket etmeye caligtiklari, yazdiklan iriinleri tekrar gézden
gecirerek kontrol etmedikleri ve yazma Oncesi herhangi bir hazirlik yapmadiklarini goézlemlemistir. Bu durum
¢aligmanin sinirliligi olarak 6grencilere yazmalari i¢in 30 dakika gibi sinirli bir siire verilmesinden ve yazma siireglerinin
degerlendirilmemesinden de kaynaklanabilir. Alanyazina bakildiginda, okumada diisikk performans sergileyen
ogrencilerin bagdasiklik araclarimi kullanmadaki sorunlariin 6grencilerin dil becerilerindeki yetersizlikten kaynakli
olabilecegi (Coskun, 2005; Mortensen vd., 2009), yam sira yazili {iriinleri ortaya koyarken yeterince dikkatli
davranmadiklar1 (Stimer & Turna, 2019) belirtilmektedir. Alanyazinda, okumada diisiik performans sergileyen
ogrencilerin bagdasiklik araglarini kullanma diizeylerinin ¢ok diisiik oldugunun (Senechall vd., 2018) ve dgrencilerin
Oykii yazma ¢aligmalarinda kisa climleler kurmay: tercih ettiklerinin, ciimleleri baglamaya gereksinim duymadiklarinin
(Coskun, 2005; Crossley & Mcnamara, 2016) belirlendigi arastirmalar bulunmaktadir. Ogrencilerin ciimle yapisini basit
climle yapilarinda 6grenmeleri, ciimlelerini kisa olarak yazmalarma ve bagdasiklik araglarini tam olarak
kullanmamalarina neden oldugu diisiiniilmektedir (Stimer & Turna, 2019). Bagdasiklik araglarinin biitiinsellik i¢inde
ogretilmesi hem okumada hem de yazmada 6grencilerin uygun metinlerin nasil olustugunu kavramalarini saglayacagi
disiiniilmektedir (Karadeniz, 2015).

Bagdasiklik araglarinin smif diizeyine gore kullanim sikliklarinin degisimine deginecek olursak, okumada
diisiik ve yiliksek performans sergileyen Ogrencilerin bagdasiklik araclarmi kullanma sikliginin farklilagmadig:
goriilmektedir. Ogrencilerin sinif diizeylerine gére dykii yazmaya ayrilan vaktin ve yazma dncesi yapilan hazirliklarm
ve yazma sonrasinda dgrencilerin yazili lirlinlerini gdzden gegirme davraniglarinin farklilastig1 aragtirmaci tarafindan
gozlense de bu durum farklilagsma saglamamistir. Okumada diisiik ve yiiksek performans sergileyen &grencilerin
bagdasiklik araglarini  kullanma sikliginin farklilasmamasi Ggrencilerin  bagdagiklik araclarimi  kullanmada
desteklenmeleri gerektigini disiindiirtmektedir. Dil becerileri ile O6ykii yazma becerisinin iliskili oldugu
diisiiniildiigiinde, simif diizeyinin yiikselmesi ile bagdasiklik 6gelerinin kullanim sikliginin arttign goriilmektedir
(Coskun, 2005; Landolo vd., 2020; Mortensen vd., 2009). Herbert ve digerleri (2020), 6ykil yazma dgretimi yaptiklar
boylamsal c¢alismada 6grencilerin yaglarinin ilerlemesi ile yazdiklart Oykiilerde bagdasiklik araglarini kullanim
diizeyinin arttigin1 belirtmislerdir. Biiyiik smiflardaki dil bilgisi konularinin bagdasiklik araglarinin daha sik
kullanilmasinit pekistirdigi (Miildiir & Cevik, 2020), 6grencilerin sinif diizeylerinin kurduklari ciimle uzunluklarini
etkiledigi (Bae, 2001) ve sozciik dagarcigi ileri diizeyde olan 6grencilerin bagdagiklik araglarinin daha sik kullanildig
metinler olusturdugu diisiiniilmektedir (Kiymaz & Doyumagag, 2020).

Tutarliga iliskin sonuglara bakildiginda; hem Olgekten alinan toplam puanda hem de tiim alt boyutlara ait
puanlarda okumada diisiik performans sergileyen 6grencilerin yazdiklart dykiilerin tiim smif diizeylerinde okumada
yiiksek performans sergileyen akranlarindan daha diisiik diizeyde oldugu goriilmektedir. Bu bulgu okumada disiik
performans sergileyen 6grencilerin tutarliligi belirleyen s6zciik dagarcigi, ifade edici dil becerileri, planlama yapma ve
iliski kurma alanlarinda desteklenmeleri gerektigini gosteren 6nemli bir bulgudur. Simif diizeyinin ilerlemesinin hem
diisiik performans sergileyen hem de yiiksek performans sergileyen 6grencilerin yazdiklar Oykiilerin tutarliligini
etkiledigini sdylemek miimkiindiir.

Bu aragtirmada 6grencilerin 6ykil yazmada anlatim tutarliliklarini 6lgmek amaciyla Coskun (2005) tarafindan
gelistirilen “Oykiileyici Anlatim Tutarlilik Degerlendirme Olgegi” kullamlmistir. Arastirma bulgularina bakildiginda
okumada yiiksek performans sergileyen dordiincii, altinci ve sekizinci sinif 6grencilerinin okumada diigiik performans
sergileyen akranlarindan daha fazla puanlar aldiklar1 goriilmektedir. Arastirmaci, okumada diisiik performans sergileyen
ogrencilerin dykii yazmaya okumada yliksek performans sergileyen dgrencilerden daha az vakit ayirdiklarin1 ve daha
kisa Oykiiler olusturduklarini gozlemistir. Bu durum okumada diisiik performans sergileyen dgrencilerin tutarliligin alt
boyutuna iligskin 6gelere yer vermediklerini diisiindiirmektedir. Sinif diizeylerine gore degerlendirdigimizde, okumada
yiiksek performans sergileyen sekizinci ve altinei sinif 6grencilerinin dérdiincii sinif grencilerinden toplamda daha fazla
puan aldiklari, okumada diisiik performans sergileyen sekizinci ve altinct smif 6grencilerinin de dordiinci sinif
ogrencilerinden daha fazla puan aldiklart goriilmistiir. Her iki grupta yer alan Ogrencilerin smif diizeylerinin
ilerlemesiyle tutarli Oykiiler konusunda deneyim sagladiklari disiiniilmektedir. Alanyazindaki ¢aligmalarin siif
diizeyinin ilerlemesine bagl olarak 6grencilerin yazdiklar1 dykiilerin tutarhiliklarinin arttigi bulgular bu diisiinceyi
desteklemektedir. (Coskun, 2005; Herbert vd., 2020; Koutsoftas & Peterson, 2017; Mortensen vd., 2009).

Okumada diisiik ve yiliksek performans sergileyen dordiincii altinci ve sekizinci sinif 6grencilerinin yazdiklari
Oykiilerde tutarlilik Ogelerinden konuya iliskin, okumada yiiksek performans sergileyen &grencilerin tiim siif
diizeylerinde okumada diigiik performans sergileyen akranlarina gore daha basarili olduklar gériilmiistiir. Her iki grubun
konu &gesine iliskin sinif diizeylerine bakildiginda ise, her iki grupta da simf diizeyi artik¢a 6lgekten alman puan da
artmaktadir. Ogrencilerin dykii yazabilmeleri igin 6ncelikle bir konu belirlemeleri gerekmektedir, baz1 dgrenciler
kendilerine konu verilse dahi bu konuyu tam olarak anlamakta giicliik yasayabilirler ve bundan kaynakli olarak dyki
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yazmada gerekli performansi sergileyemeyebilirler (Carretti vd., 2013; Edwards, 2003; Ulper, 2011). Yazih iiriinlerin
belirli bir plan dogrultusunda olusturulmasi okurlarin anlamasini kolaylastirmaktadir (Coskun, 2005). Okumada diisiik
performans sergileyen ogrencilerin yazili trlinleri bolimlerine ayirmada (Haebig, 2015), olay akisimi belirli bir
siralamada vermede (Derman, 2020) ve 6ykii yazmadan dnce herhangi bir planlama yapmada (Kiymaz & Doyumagag,
2020; Senechall vd., 2018) giicliik yagadiklar1 belirtilmektedir.

Tutarlilik 6gelerinden plana iligkin, okumada yiiksek performans sergileyen d6grencilerin tiim sinif diizeylerinde
okumada diisiik performans sergileyen akranlarini gére daha basarili olduklar1 goriilmiistiir. Her iki grubun plan 6gesine
iliskin sinif diizeylerine bakildiginda ise, her iki grupta da smif diizeyi artik¢a 6lgekten alinan puan da artmaktadir. Bu
calismada ozellikle okumada diisiik performans sergileyen 6grencilerin dykiilerini planlama yapmadan, belirli bir sirada
ilerlemesini saglamak icin edat ve baglaglar1 kullanmadan yazdiklar1 gdzlenmistir. Ogrencilerin metinde yer alan
boliimleri olugturma becerilerinin (Haebig, 2015), ifade edici dil becerilerinin (Landolo vd., 2012; Landolo vd., 2020),
edatlar1 ve baglaglari kullanma becerilerinin (Eggins, 1994; Martin, 1985) ve dil bilgisi kurallarini kullanma diizeylerinin
(Smith-Lock & Nickels, 2005) olusturulan metinlerin anlatim tutarlihigini etkiledigi diisiiniilmektedir. Calismada dil
bilgisi kurallari incelemeye dahil edilmese de arastirmaci gézlemlerinden dil bilgisine yonelik hatalarin her iki grupta
da yer aldig1 belirtilmistir.

Ciimleler arasinda baglanti kurmak amaciyla olusturulan iligkide, okumada yiiksek performans sergileyen
ogrencilerin tiim sinif diizeylerinde okumada diisiik performans sergileyen akranlarimi gore daha basarili olduklari
goriilmiistiir. Her iki grubun iligki 6gesine ait sinif diizeylerine bakildiginda ise, her iki grupta da sinif diizeyi artik¢a
dlgekten alinan puan da artmaktadir. Oykii igerisinde ciimleler ve paragraflar arasinda iligki kurmanin sézciik dagarcig
(Arfé vd., 2011; Rae vd., 2002) ve 6grencilerin yazma deneyimlerinin diizeyi (Edwards, 2003) ile iliskili oldugu
bilinmektedir. Ayrica okuma diisiik performans sergileyen 6grencilerin yazili iiriinleri meydana getirirken olusturulan
climle ve paragraflar arasindaki iligkiyi kurmada zorlandiklari alanyazinda sik rastlanan bir bulgudur (Aslan & Cakmak,
2020; Mortensen vd., 2009; Se¢kin vd., 2014).

Yazilan Oykiilerde paragraflarin birlestirilerek ortaya ¢ikardiklar biitiinliige bakildiginda, okumada yiiksek
performans sergileyen 6grencilerin tiim sinif diizeylerinde okumada diisiik performans sergileyen akranlarina gére daha
basarili olduklar1 goriilmiistiir. Her iki grubun biitiinliik dgesine iliskin sinif diizeylerine bakildiginda ise, her iki grupta
da smif diizeyi artik¢a 6lgekten alinan puan da artmaktadir. Kelime dagarcigiin 6grencilerin yazili iiriinlerinin niteligini
etkiledigi (Arfé vd., 2011; Rae vd., 2002) ve kelime dagarciginin okuma ve yazma deneyimleri yoluyla artmasi
ogrencilerin sinif diizeylerinin ilerledik¢e biitiinliik diizeyi yiiksek yazili iiriinler ortaya koymalarini saglamaktadir
(Coskun, 2005; Edwards, 2003; Stadler & Ward, 2005). Okumada yiiksek performans sergileyen dgrencilerin zamir
(Mortensen vd., 2009), edat ve bagla¢ kullanim (Eggins, 1994) ve dil bilgisi (Landolo vd., 2012; Smith-Lock & Nickels,
2005) diizeylerinin yazdiklar1 6ykiilerin dykil yapisina uygunlugunu ve tutarliligini etkiledigi belirtilmektedir. Ek olarak,
alanyazinda &grencilerin dykiilerindeki anlatim tutarliligini etkileyen degiskenler bulunmaktadir. Cragg ve Nation
(2006) bilissel ve st biligsel stratejileri kullanabilen &grencilerin yazili {iriinlerinin bu stratejileri kullanmayan
akranlarina gore daha tutarli metinler yazabildiklerini belirtmislerdir. Ogrencilere 6ykii yazma icin bilissel ve ist bilissel
stratejilerin dgrencilerin tutarli oykiiler yazmalarina katki saglayacagi diistiniilmektedir.

Bu ¢alisgmada okumada diigiik performans sergileyen dgrencilerin dykii yazma becerileri kargilagtirmali olarak
sinif diizeylerine bagli olarak incelenmistir. Calismanin okumada diisiik performans sergileyen dgrencilerin okumada
yliksek performans sergileyen akranlarindan hangi alanlarda farklilagtigini ve sinif diizeyinin 6ykii yazma becerilerine
ne gibi katki sagladigini belirtmesinin yani sira birtakim sinirliliklar1 da bulunmaktadir. Calismanin Ankara ili Cankaya
ilgesinde yapilmig olmasi, 6grencilerin herhangi bir yetersizlik tanilarinin bulunmamasi, dykiilerin yalnizca bagdasiklik
ve tutarlilik agisindan incelenmesi, dérdiincii, altinci ve sekizinci sinif 6grencileriyle yiiriitiilmiis olmas1 ve 6grencilere
Oykii yazacaklart konunun verilmesi c¢alismanin sinirliliklaridir. Bahsedilen siirliliklardan yola ¢ikilarak ileriki
arastirmalara yonelik; farkli bolgelerde, tanili 6grencilerle, farkli metin tiirlerine yer verilerek, farkli sinif diizeylerinde,
diger metinsellik dl¢iitlerinin incelenmesi nerilmektedir. ileride yapilacak olan galismalarin boylamsal nitelikte olmasi
alanyazina katki saglayacaktir. Bu caligmada yazma becerisi lirlin olarak incelenmistir, yazmanin siire¢ olarak
degerlendirilmesi de son derece dnemlidir. Calisma bulgularinda baz1 degiskenlerde farklilik tespit edilmemistir, bu
durumun nedenlerinin detayli incelenmesi tavsiye edilmektedir. Ayrica bu ¢aligmanin bulgularindan yola ¢ikilarak,
okuma basarisizlig1 olan 6grencilere dykii yazma ve climle yapilarinin 6gretimi, sdzciik dagarcigini gelistirmeye ve dil
bilgisi becerilerini gelistirmeye yonelik uygulamalarin yapilmasi dnerilmektedir.
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Abstract

Introduction: Reading and writing are academic skills that should be given importance to the acquisition and
development of students from the first step of their education life. It is stated in the literature that reading and
writing contain similar processes, cognitive skills and contexts, and therefore reading skills have a positive
relationship with writing skills. In this study, the cohesion and coherence of students' written products were
examined depending on their reading performance and grade level.

Method: The research was carried out with a comparative descriptive model, one of the quantitative research
methods. In the study, the frequency of using cohesion items and the text coherence scores of 183 poor readers
(fourth grade 50, sixth grade 71 and eighth grade 62) and 192 good readers (fourth grade 55, sixth grade 74 and
eighth grade 63) in written products were examined by comparison. Informal Reading Inventory, a video prepared
to remind the story structure and a silent movie were used to collect the data. In the analysis of the data, Mann
Whitney U Tests were used for pairwise comparisons and Kruskal Wallis Tests were used for triple comparisons.

Findings: Looking at the cohesion items, it is seen that poor readers in the fourth and eighth grades get lower
scores than their peers who are good readers in reading skills. In addition, from the fourth to the eighth grade, it
was observed that there was an improvement in the written products of the students with good reading skills in
terms of cohesion items, while there was no significant improvement in the poor readers. Considering the
coherence scores, it was seen that poor readers got lower scores than good readers at all grade levels, and students
in both groups improved in terms of coherence scores in their written products from fourth to eighth grade.

Discussion: It is seen that the problems of students with poor readers in using cohesion tools and their inability to
create coherence texts may be due to the inadequacy of the students' language skills, that the students prefer to use
short sentences in their writing exercises, they do not need to connect sentences, and the level of use of cohesion
tools increases with the progress of their grade levels. It can be said that it is a research that has findings consistent
with the findings of the studies in the literature.
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level.
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Introduction

Reading and writing are academic skills that must be given importance to the acquisition and development
of students from the first step of their educational life. Bozkurt (2011) and Akyol and Temur (2008) stated that an
individual’s ability to actively participate in society, both their personal life and academic life, and convey their
thoughts to other people is related to the acquisition of reading and writing skills. The same cognitive skills are
used in reading and writing processes. In the process of reading and writing, both the person who reads and the
person who writes benefit from generalizing, organizing, pre-thinking and reviewing skills. Comprehension is the
main purpose of reading and is a process that requires the reader to be a writer and a writer to be a reader (Agin-
Haykar, 2012; Coskun, 2010). Numerous studies have indicated that there is a fundamental relationship between
these two skills (Agin-Haykir, 2012; Coskun, 2010; Konopak et al., 1987; Squire, 1983). Fitzgerald and Shanahan
(2000) stated that reading and writing contain similar processes, cognitive skills and contexts, and therefore reading
skills impact upon writing skills. The development of reading skills contributes to the development of expression
skills by increasing students' knowledge, vocabulary and experience. This contribution also contributes to the
development of students' verbal and written expression skills (Yakici et al.,2006).

Problems in reading can also adversely affect students' writing skills. Cain and Oakhill (2011) examined
the reading and writing skills of students who were poor readers starting from the age of seven, three, six and nine
years apart. In their 2011 study, Cain and Oakhill emphasized that students’ reading and writing skills develop
parallel with each other. Catts et al. (2002) noted that among the students they followed from kindergarten to fourth
grade, those who poor readers were also behind their peers in written expression skills. Herbert et al. (2020)
concluded in their three-year longitudinal study that poor readers also experience inadequacy in written expression
skills in the future.

The written expression skill begins to determine the subject before the students' individual thoughts are
written into a written text and then it covers the process until the product reaches the reader (Tompkins, 2004).
Coskun (2005) listed the writing process as preparation, drafting, writing, proofreading, publishing and sharing.
Goger (2010) covers the writing process before writing (activating prior knowledge, setting goals, planning the
text and creating the content), writing sequence (organizing sentences, establishing text links, checking the
appropriateness of words and sentences) and post-writing (evaluation of the text as a whole) was named. Written
expression is a skill that contains several elements, including subject, plan, title, word, sentence and paragraph.
Although the sentences that make up a written text appear independent of each other, they are complementary
structures (Coskun, 2005). De Beaugrande and Dressler (1981) argued that written materials must have the
following seven characteristics in order to be considered a text and used as a means of communication between
people: cohesion, coherence, purposefulness, persuasiveness, informativeness, relevance, and intertextuality.
Among these features, cohesion and coherence are used the most in the evaluation of texts (Coskun, 2005) since
these are the only features are directly related to the text. Although they appear to be close concepts, the two are
related but different properties.

Halliday and Hasan (1976) stated that cohesion is what brings the written text together, gives meaning to
the text, and distinguishes it from other written materials. Cohesion is like chain links; while each ring consists of
only a circle, when they are intertwined and attached to each other, a solid, functional and more understandable
object emerges. Cohesion is all of the language-related features that enable a written material to be named as a text
and to ensure the continuity of the text (Coskun, 2005; Yilmaz, 2012).

Coskun (2005), in his study examining stories written by fifth and eighth grade students in terms of
cohesion and coherence, stated that the increase in grade level had an effect on the frequency of use of cohesion
items. Stimer and Turna (2018) looked at the summarization skills and frequency of using cohesion items of eighth
grade students with and without hearing impairment. They found that the frequency of using cohesion items among
students with hearing impairment was significantly lower than that of their peers. Herbert, Massey-Garrison, and
Geva (2020) longitudinally examined the story-writing skills of fourth- to sixth-grade students who were poor and
good readers. In the study, while progress was observed in the writing skills of both groups, the finding that the
difference between them increased is remarkable.

An analysis of the literature to examine the cohesion tools reveals a variety of classifications (Giinay,
2001; Halliday & Hasan, 1976; Onursal, 2003; Uzun, 1995). According to Giinay (2001) the tools of cohesion are:
repetition of the elements that make up the text, reference, ellipsis, implicit expression, pattern structure,
grammatical action tenses, connection elements between sentences, and an analysis of the text by dissecting it.
Uzun (1995), cohesion tools; discussed in two categories as referential cohesion and formal cohesion. Onursal
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(2003) introduces cohesion tools as post-post, pre-post and link elements. Most cohesion tools revolve around
Halliday and Hasan's (1976) classification of cohesion tools, and for this reason is the classification used in this
study. In addition, this classification is easier to understand and more comprehensive than other classifications.
Halliday and Hasan introduced the elements of cohesion as follows;

Reference: The use of pronouns and adjectives in order not to use the same word over and over in the text
as the equivalent of any word and not to create an expression disorder (Can, 2012). Reference items do not have a
meaning on their own, although it is not clear what they refer to, they gain meaning with the word they refer to in
the text (Coskun, 2005). For example: I took a long bosphorus tour (me) with my new (my) car.

Elliptical Expression: The element of cohesion used in order not to repeat the same or another situation
of the previous events and situations in the sentence (Can, 2012). In the use of ellipsis, it should be noted that the
omitted sentence does not cause low expression. For example: Teacher(s), student(s) and parent(s) almost
competed to be able to attend this meeting.

Replacement: Formed by using another word instead of a word in the text and there is no deterioration in
the integrity of meaning (Halliday & Hasan, 1976). In the Turkish language, there is usually a replacement based
on noun and verb (Coskun, 2005). For example: This house120 square meters in the house we left it was.

Binding Items: Influencing and distinguishing words or sentences in a sentence or paragraph; they are
words or suffixes that bind to indicate contrast, time or order, condition, explanation, example or to establish a
cause-effect relationship (Banguoglu, 1998). For example: After the meeting, he went to class after having a snack
(He attended the meeting. He had a snack. He went to class.).

In previous studies, linguistic relations between sentences, cohesion, semantic and logical connection is
defined as coherence (Giinay, 2003; Toklu, 2003). In short, coherence means the evaluation of the subject flow
over the entire text. Cogkun (2005) sees coherence as one of the most important steps in writing. Emphasizing the
importance of coherence for texts, Weidong (2008) also stated that sentences do not make sense on their own, but
when they are put together in a coherent way, they create a qualified text. De Beaugrande and Dressler (1981) also
associated coherence not only as a feature of the text but also with the cognitive processes in which the reader is
involved. The text alone makes no sense; the meaning of the text emerges through the interaction of textual
information and the reader's knowledge. Events and situations told together activate the mental process of
coherence. Cohesion in a text does not require that text to be coherent as coherence affects cohesion but is not
directly related (Bae, 2001; Giora, 1985). Having cohesion in a text may not be coherence; because it was stated
that coherence affects coherence but is not directly related (Bae, 2001; Giora, 1985). To summarize, we can say
that the created text is both coherence and cohesion if the cohesion elements are used correctly. The correct use of
cohesion elements is not necessary for the text to be coherence. It is thought that the concepts of cohesion and
coherence do not directly affect each other, but both must be present in order for a text to be understood. Although
these two concepts are independent of each other, they are influenced by each other. Cogkun (2005), in his study,
listed the features that should be found in a coherent text as follows;

1. There should be unity at the beginning and end; separate issues should not be mentioned at the beginning
and at the end.

The theme, main idea, people and events should have continuity.

It is necessary to put a subject at the center and other subjects must support this subject.

Unfinished sentences or events should not be included.

It should be written within the framework of a certain plan and should exhibit unity in the flow of events.

In order for a text to be coherence, it should not contain contradictory statements.

N oo o kD

In order for a text to be considered coherent, new information added to the text must support the
information given previously.

The level of students' ability to form parts in the text (Haebig, 2015), expressive language skills (Landolo,
2012; Landolo et al., 2020), use of prepositions and conjunctions (Eggins, 1994; Martin, 1985) and level of using
grammar rules (Smith-Lock & Nickels, 2005) are thought to affect the narrative coherence of the texts created.
Coskun (2005) In a study with fifth and eighth grade students, Coskun (2005) found that as the grade level
progresses, the students create more coherent texts. Mortensen et al. (2009) compared the written products of 10
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adults with language disorders from childhood to those of 30 normally developing adults and found that
inadequacies at a young age affect skills in later ages. In a longitudinal study conducted with 72 typical readers,
53 poor readers and 26 students with reading comprehension problems from fourth to sixth grade by Herbert et al.
(2020) found that there were improvements within themselves with the progress of the students' development, but
the difference between the groups continued. Herbert et al. (2020) conducted a longitudinal study with 72 typical
readers, 53 reading failures, and 26 students with reading comprehension problems from fourth to sixth grade.
Their study found that there were individual developments with the progress of students' reading skills, but the
underlying difference between the groups continued.

When the stories written by the students from the aforementioned studies are examined in terms of
cohesion and coherence certain problems show themselves. Namely, that the students do not include elements of
cohesion in the stories they write, and they cannot create coherent stories at the desired level. However, none of
these studies mentioned abilities of the students in the study groups in reading. It is extremely important to
determine the level of using cohesion elements in story writing and creating coherent texts of students who are
poor and good readers in determining the needs of the students. The level of using the cohesion elements and
creating coherent texts in story writing should be determined for students with poor and good performance in
reading since these skills are important in determining students' needs. Determining the needs will contribute to
the direction of the practitioners’ work, to the teachers in determining the parts that need attention in teaching, and
to teach the students the way to write more cohesive and coherent texts. The problems experienced in story writing
depend on the grade level of the students and the level of reading skill related to their writing skill. While there is
no study examining the stories written by students according to grade levels in terms of cohesion and coherence
in the national literature, a limited number of studies have been found in the international literature (Coskun, 2005;
Landolo & Lopez, 2020; Mortensen et al., 2009). The aim of this study is to examine the story writing skills of
students who are poor readers as well as good readers in other studies, in comparison with their peers.

It was decided to examine the frequency of use of cohesion items in the written products of students with
low and high performance in reading and their coherence scores at 4th, 6th and 8th grade levels. In this study,
answers to the following research questions were sought;

1. What are the characteristics of students' written products in terms of cohesion according to grade levels?

2. Does the frequency of students’ use of cohesion items differ developmentally according to their grade
levels?

3. Does the frequency of students' use of cohesion items differ according to whether they have reading
failure or not?

4. What are the characteristics of students' written products in terms of coherence according to grade levels?
5. Do students' coherence scores differ developmentally according to their grade levels?
6. Do students' coherence scores differ according to whether they have reading failure or not?
Method
Method of the Study

In this study, the level of using cohesion and coherence items in written products of students who are poor
and good readers who continue to 4th, 6th and 8th grades were examined comparatively. This study uses a
comparative descriptive model, one of the quantitative research methods. In the comparative descriptive model,
the groups to be compared are described in terms of variables, using the same methods; then the descriptive
statistics made separately are compared (Karasar, 2010). The necessary ethics committee permission to conduct
the study was obtained from Ankara University Social Sciences Sub-Ethics Committee (Subject: Ethics Committee
Decision, Number: E.85434274-050.04.04/173/23) of which the researcher is a student.

Study Group

Three primary schools and three secondary schools, thought to represent the middle socioeconomic level
in the Cankaya district of Ankara province, were selected to form the study group. The accessibility of the schools
determined by the convenient sampling method, one of the purposive sampling methods, and school administrator’
positive attitude towards the study were taken into consideration. In the convenient sampling method, it is possible
to reach the most accessible and sampling (Biiyiikoztiirk et al., 2014). It was decided that the research would be
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conducted with fourth, sixth and eighth grade students because textuality criteria are included in the curriculum of
the Ministry of National Education (2019) starting from the fourth grade and it would be more appropriate to
evaluate the developmental studies carried out in the field (Coskun, 2005; Mortensen et al., 2009) at two-year
intervals. In the first stage of the sampling selection, which was carried out in two stages, the Informal Reading
Inventory was applied to a total of 854 students, including 239 students from the fourth grade, 322 students from
the sixth grade and 293 students from the eighth grade, in order to determine their reading comprehension levels.
The scores obtained from the Informal Reading Inventory and the information about the students are shown in
Table 1.

Table 1
Information on the Students Who are Applying the Informal Reading Inventory
Grade level n Min. Maks. Mean Median SS Skewness  Kurtosis F p
Grade 4 239 30 100 73.80 75 9.63 -.99 121
Grade 6 322 50 100 82.11 85 9.57 -.59 .23 92.56 .000
Grade 8 293 40 100 86.51 90 11.20 -1.32 1.35

The distribution of scores from the Informal Reading Inventory was examined using hypothesis testing,
descriptive statistics and graphical examinations. In general, it was observed that hypothesis tests did not meet the
assumptions, but the descriptive statistics and graphical readings did. For this reason, we decided to perform the
ANOVA test, the results of which showed a significant difference between all grade levels in terms of reading
comprehension scores. This finding gives information about the reading comprehension scores before the groups
are determined and shows that there is a difference between grade levels in reading comprehension. Then, the
second stage of sampling selection was applied and the scores of the students were ranked from high to low for
each grade level. The students in the top 25% of the created ranking were grouped as good readers, while those in
the bottom 25% were grouped as poor readers. The analyses of the study findings were carried out with the data
of the students in these groups. The information about the sampling is shown in Table 2.

Table 2
Reading Comprehension Scores of the Study Group

Grade Level Group n  Min. Maks. Mean Median SS  Skewness Kurtosis U p
Graded TR % @ w0 e s 4% sl dm 275 000
Grdes DR 71 es 10 spms o8 40 g1 a1 5B 00
cwes SR % & % P b 18 2 sa w

Note: GP = good readers; PR = poor readers.

The distribution of the reading comprehension scores of the students in the study group from the Informal
Reading Inventory was analyzed by hypothesis testing, descriptive statistics and graphically. Based on the
examinations, we decided to use the Mann Whitney U Test to compare the reading comprehension scores of good
readers and poor readers. Considering the differentiation of reading comprehension scores according to the
performance displayed in reading, it is seen that Mann Whitney U Test scores differ significantly at all grade
levels. In line with this finding, it can be said that fourth, sixth and eighth grade students who are good at reading
are more successful in reading comprehension than their peers who are poor readers at the same grad distribution
of the reading comprehension scores of the students in the study group from the Informal Reading Inventory was
analyzed by hypothesis testing, descriptive statistics and graphically. Based on the examinations, it was decided
to use the Mann Whitney U Test to compare the reading comprehension scores of good readers and poor readers.
Considering the differentiation of reading comprehension scores according to the performance displayed in
reading, it is seen that Mann Whitney U Test scores differ significantly at all grade levels. In line with this finding,
it can be said that fourth, sixth and eighth grade students who are good at reading are more successful in reading
comprehension than their peers who are poor readers at the same grade levels.
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Data Collection Tools
Level of Cohesion Assessment Scale

The scale developed by Coskun (2005) for grades 4-8 was arranged as a frequency chart to determine the
frequency of use of cohesion tools in student texts. The scale is used to specify the frequency. No scoring is
conducted to determine the frequency of the students' use of cohesion items. In order to ensure the content validity
of the scale in its original form, the relevant literature (Altunkaya, 1987; Bae, 2001; Halliday & Hassan, 1976; Jin,
1998; Mendoza, 1998; Ramadan, 2003; Said, 1988) was looked at and expert opinion considered. For the
predictive validity, the relationship between the cohesion scores in the narrative texts written by primary school
students and their grades in Turkish lessons was examined (r = .74, p < .01). In order to determine the reliability
of the scale, the "match between raters” method was used (r = .99, p < .01).

Coherence Assessment Scale

The Coherence Assessment Scale was developed by Coskun (2005) based on select previous studies
(Bachman, 1987; Bae, 2001; Gearhart et al., 1994; Witt, 1993). There is no information about the target audience
of the scale, but Coskun applied the scale to fourth and eighth grade students. For this reason, the scale was deemed
appropriate for our study. The scale consists of four sections, and each section is scored between 1-5 points (poor,
insufficient, moderate, good, very good). The lowest score to be obtained from the scale is 4, while the highest
score is 20. For the predictive validity of the scale, the relationship between the final grades of the Turkish course
and the coherence scores of a total of 120 students, 10 from each class, was determined. As a result of the analysis,
the relationship between the students' grades in Turkish lessons and the coherence scores in their narrative
narratives was found to be r = .83 (p < .01). This high-level and positive correlation was accepted as a proof of
the predictive validity of the scale used in the study. In order to determine the inter-rater reliability coefficient of
the scale used in the research, the “inter-observer agreement” method was used. In order to calculate the inter-
observer agreement method, 60 written products belonging to the students were evaluated by the researcher who
developed the scale and a second observer, and the Pearson Correlation Coefficient was calculated for the
evaluation scores obtained r = .92 (p < .01) was found.

Informal Reading Inventory

The texts and reading comprehension questions used in the creation of the research group in the research
were selected from the book created as Informal Reading Inventory by Karasu et al. in 2013. The Informal Reading
Inventory consists of 34 texts in total, including narrative and informative texts at every primary and secondary
school grade level. Our study used narrative texts at the 4th (Ipek ormanda), 6th (lyilik) and 8th grade (Sevgi)
levels. There are a total of 10 open-ended reading comprehension questions, including textual open questions,
textual closed questions, and questions based on knowledge and experience for each of the texts used. Each of the
questions is evaluated as 10 points; the lowest score that can be obtained from the questions is 0 with the highest
being 100. In this study, 3 narrative texts and a total of 30 reading comprehension questions were used along with
relevant analyses. During the reliability study of the Informal Reading Inventory, a total of 16 texts were used in
the calculation of the inter-rater reliability, and the calculation made varied between 94% and 100% of the
reliability coefficient between the raters. In the analyses made by the researcher for reliability, the reading
comprehension scores were calculated over 260 students' reading comprehension scores in the evaluation made
with inter-rater reliability coefficients; the lowest was .90, the highest 1, and the average reliability score .95.

Data Collection and Analysis

Data for this study were collected from the fourth grades of three primary schools and the sixth and eighth
grades of three secondary schools in the Cankaya district of Ankara province. This study required the voluntary
participation of the students. The names of the students were kept confidential and codes were given to them.
Informed consent form was filled out by the parents of the students, who were informed that the personal
information of the students would not be shared with any person or institution.

Collecting Data on Reading Comprehension Skills (Creating Groups)

The researcher entered the classrooms during Turkish lessons, briefly chatted with the students and
informed the students about the study, and ensured that the students became familiar with both the researcher and
the study. Special needs students in the classrooms were determined in advance by talking to the classroom
teachers, and those who did not want to participate in the study were not forced. In addition, those who wanted to
participate were given additional time to complete their stories. The data of students with special needs were not
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included in the analysis of the study. In order to determine which students were to be included in the study group,
the researcher distributed a narrative reading text from each grade level selected from the Informal Reading
Inventory and the reading comprehension questions and asked the students to answer them. The fourth grade
reading text consists of 212 words, the sixth grade text 365 and the eighth grade text 545 words. There are 10
reading comprehension questions about texts at each grade level. The students were permitted to leave questions
blank that they did not wish to answer-questions left blank were scored as zero in the evaluation. This phase lasted
an average of 20 minutes.

Collection of Data Related to the Inspection of Written Products

Blank papers were distributed to the students and they were asked not to write their names and surnames.
The students were only told to write the class sequence numbers (received from the school administration by the
researcher) on their papers in order to match their reading comprehension answers and the stories they had written.
Before the movie was shown, the researcher was told that the students were asked to write a story about the movie
in a limited time (30 minutes) on the blank papers given to them. Researcher students "Children, you will only
write your class sequence numbers on the papers handed out to you. | will read your serial numbers and you will
write only these numbers on the papers in front of you. Please do not write your name and surname. Now, | want
you to watch the movie carefully and write a story about the movie on the papers given to you until the end of the
lesson. We have about 30 minutes, let's get started.” He started the process by giving a directive. Afterwards, the
students were shown a six minute silent film about a conversation between a child with a physical disability and a
child of normal development. The data collection process took approximately two lesson hours (80 minutes) for
each branch at each grade level. The study was carried out with a total of 39 classes, including 10 fourth grade, 16
sixth grade and 13 eighth grade students. This study lasted 78 lesson hours and approximately 3 weeks.

The SPSS 22.0 package program was used in the analysis of the research data. In order to determine the
characteristics of students' written products according to their grades in terms of cohesion and coherence, written
products were examined and descriptive analyses were made using the Level of Cohesion Assessment Scale and
the Coherence Evaluation Scale. The aim was to determine whether there is a differentiation between good readers
and poor readers according to grade levels, and whether there is a differentiation between good and poor readers
at each grade level. The Non-Parametric Mann Whitney U Test was used because the data obtained did not show
a normal distribution in order to determine whether there was a significant difference between poor readers and
poor readers according to grade level. In addition, the Kruskall Wallis Ranking One-Way Analysis of Variance
was used to determine whether there was a significant difference between classes within each group.

Results
Examining the Cohesion of Written Products in Terms of Reading Performance and Grade Level

The Mann Whitney U Test was used to determine whether the frequency of using cohesion items in the
stories written by fourth, sixth and eighth grade students, who are good and poor readers, differed. The Kruskal-
Wallis Sequential One-Way Analysis of Variance test was used to determine whether the frequency of using
cohesion items in the stories written by the groups differed according to grade levels.

Table 3 shows the descriptive statistics on the use of cohesion items by students who are good and poor
readers according to grade level. When the averages of the groups are examined, it is seen that the averages of
frequency of using cohesion items differ between good and poor readers at the same grade level. When we examine
the averages of the groups according to the grade level differences are apparent. In addition, Table 3 shows that
the groups do not show a normal distribution. The results of the Mann Whitney U Test for the differences between
the groups and the Kruskall-Wallis Ranking One-Way Analysis of Variance for the differences in grade levels are
given in Table 4.

Table 4 shows the results of the Mann Whitney U Test. It shows that the frequency of using the reference
item, which is one of the cohesion items, of students with poor and good readers. This difference is only observed
at the eighth-grade level. Looking at the rank averages, the difference favors the group with good readers. Eighth
grade students in the good readers group used reference more frequently in their stories. The Kruskal-Wallis
Ranking One-Way Analysis of Variance Test was conducted in the same table to see whether the frequency of
using the reference item in the stories written by the groups differed according to grade levels. An examination of
the test results show that the frequency of use of the reference item did not change according to the grade levels in
the group with poor readers. (X2 = 3.82, p = .149), the frequency of use of the reference item in the group with
good readers differed according to grade levels (X2 = 13.11, p = .001) was found. The results of the Mann Whitney
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U Test, which was used to see the grade level differences in the good readers group, showed that the frequencies
of the fourth grade and the sixth grade did not differ (U = 2.19, p = .450), however, fourth grade and eighth grade
(U =2.35, p=.001) and sixth grade and eighth grade (U = 2.99, p = .005) showed that the differences in frequency
of use were significant.

Table 3
Descriptive Statistics on Frequency of Use of Cohesion Items
Dimension  Grade level Group n X SS Min. Maks.  Skew. Kurt. K-S, p

4 G.R. 55 5.29 291 0 11 -0.78 291 .16, p =.002

® P.R. 50 4.32 2.98 0 16 3.35 2.97 11, p=.168
§ 5 G.R. 74 594 3.92 0 22 3.40 3.71 A3, p =.005
S P.R. 71 521 3.80 0 18 0.68 3.80 .15, p =.001
& G.R. 63 7.85 4.06 1 24 -0.38 4.06 A1, p=.083
8 P.R. 62 6.35 5.14 0 18 2.36 5.14 .18, p =.000

.5 4 G.R. 55  4.60 2.23 0 9 -0.21 -0.25 J14,p=.014
§ P.R. 50 2.88 2.08 0 8 0.46 -0.51 .16, p =.004
§- 6 G.R. 74 528 2.29 1 12 0.67 0.30 .17, p =.000
:i; P.R. 71 4.36 2.65 0 10 0.14 -0.94 A5, p =.001
-g G.R. 63 507 259 0 14 0.47 146  .12,p=.019
E 8 P.R. 62 3.64 2.68 0 12 0.69 0.46 A1, p=.055
4 G.R. 55  4.52 2.83 0 11 -0.54 0.54 .17, p =.000

= P.R. 50 3.80 2.65 0 11 0.88 0.48 .18, p =.000
% 6 G.R. 74  5.58 2.90 0 12 -0.10 -0.79 13, p =.002
3 P.R. 71 4.26 3.23 0 18 1.48 3.72 .19, p =.000
g ; GR. 63 531 315 0 15 069 090 .11,p=.075
P.R. 62 4.03 3.68 0 18 1.84 4.26 .20, p =.000

4 G.R. 55  7.80 3.30 1 18 0.53 0.55 11, p =.081

g P.R. 50 7.02 4.16 0 20 0.51 0.63 14, p =.020
e G.R. 74 875 4.06 2 21 0.78 0.87 A1, p=.024
._g 6 P.R. 71 7.90 4,52 0 25 0.88 1.61 11,p =.030
g 8 G.R. 63 10.09 4.73 4 31 1.74 5.38 14, p =.003
P.R. 62 9.58 6.40 2 43 2.48 11.04 .15, p =.002

4 G.R. 55 26.76  10.62 5 53 0.38 -0.20 .08, p =.200

P.R. 50 22.08 1222 0 53 0.49 -0.09 A2, p=.064

I G.R. 74 2977 1161 10 66 0.52 0.14 .09, p=.200
P 6 P.R. 71 2583 1282 4 58 0.38 -0.36 .08, p=.200
8 G.R. 63 3247 13.67 13 101 2.09 9.16 A12,p=.033

P.R. 62 28.83 18.99 5 110 1.66 4.57 A2, p=.019

Note: GP = good readers; K-S = Kolmogorov — Smirnov test; PR = poor readers.

The Mann Whitney U Test results in Table 4 show that the frequency of using elliptical expression, one
of the cohesion items, of students with poor and good readers differs at all grade levels. Looking at the mean rank,
the difference is in favor of the group with good performance in the fourth and eighth grades. It is seen that the
fourth and eighth grade students in the good readers group use elliptical elements more frequently in their stories
than fourth and eighth grade students in the poor reader group. Sixth grade students of the poor readers group used
ellipses more frequently than the sixth-grade students in the group with good readers. Looking at the results of the
Kruskal-Wallis Ranking One-Way Analysis of Variance Test in the same table, it is seen that the frequency of use
of elliptical expression does not change according to the grade levels of good readers (X? = 1.48, p = .478). In the
group with poor readers, it was found that the frequency of use of elliptical expression differed according to grade
levels (X2 = 9.10, p = .011). The results of the Mann Whitney U Test, which was used to see the grade level
differences in the poor readers group, show that the frequency of use in the fourth grade and the sixth grade differs
(U =2.34, p = .003). However, the frequency differences between fourth grade and eighth grade (U = 1.78, p =
.167) and sixth grade and eighth grade (U = 1.84, p =.104) were not significant.
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Table 4

Mann Whitney U Test and Kruskal-Wallis Ordered One-Way Analysis of Variance Results on Frequency of Use
of Cohesion Items

Grou
Dimension Grade level Good readers i Poor readers Mann Whitney U test
Mean rank Mean rank
° 4 82.35 81.56 U=1.69 p=.094
% 6 89.78 91.42 U=118,p=.241
g 8 116.74 101.08 U=142, p=.008
o Kruskall Wallis test X?=13.11, p =.001 X?=3.82,p=.149
_ e 4 89.08 75.96 U =4.07, p=.000
g2 6 100.64 105.04 U=223 p=.027
g g 8 98.11 90.01 U=1.33,p=.002
w3 Kruskall Wallis test X2=1.48,p=.478 X2=9.10,p=.011
= 4 83.68 90.04 U=136,p=.179
£ 6 105.36 96.37 U=257 p=.011
& 8 97.28 88.58 U =1.36,p=.003
§ Kruskall Wallis test X2=4.87,p=.087 X2=821,p=.663
g 4 82.55 80.76 U=1.07,p=.288
2 6 94.64 89.89 U=1.20,p=.233
g 8 110.87 103.48 U=172p=.246
.8:5 Kruskall Wallis test X?2=7.82,p=.020 X?2=5.30,p=.071
® 4 103.09 86.71 U=0.72,p=.474
o £ 6 96.41 87.89 U=021,p=.124
se 8 90.86 100.98 U=224,p=.142
38 Kruskall Wallis test X2=1.44,p = 487 X?=274,p=.225
4 83.19 80.72 U=210p=.038
= 6 96.69 94.13 U=194,p=.054
P 8 107.90 98.65 U =156, p=.050

Kruskall Wallis test

X?=5.81, p=.055

X?=3.36,p =.186

The Mann Whitney U Test results in Table 4 show that the frequency of using the replacement item, one
of the cohesion items, of the students who are poor and good readers differs in favor of the good reader group at
the sixth and eighth grade levels. Sixth and eighth grade students in the group of good readers used the replacement
item more frequently than the sixth and eighth grade students in the group of poor readers. The frequency of use
of the replacement item in the stories written by the fourth-grade students did not differ according to their
performance in reading. When the results of the Kruskal-Wallis Ordered One-Way Analysis of Variance Test are
examined, it is seen that the frequency of the use of the substitution item does not differ according to grade levels
in both groups (the group with good readers; X?= 4.87, p = .087 — group of poor readers; X?> = 821, p = .663).

The Mann Whitney U Test results show that the frequency of using binding items, one of the cohesion
items, of students who are poor and good readers in reading do not differ at any grade level. Looking at the results
of the Kruskal-Wallis Ranking One-Way Analysis of Variance Test in Table 4, it was found that the frequency of
using binding items did not change according to grade levels in the poor readers group (X?=5.30, p =.071). In the
group with good readers, it was found that the frequency of using binding items differed according to grade levels
(X2 =7.82, p=.020). The Mann Whitney U Test results, which were used to see the class level differences in the
group with good readers, were found to differ between the fourth and eighth grades (U = 2.25, p = .003). However,
the differences in frequency of use between the fourth grade and sixth grade (U = 2.29, p = .225) and the sixth
grade and eighth grade (U = 2.72, p = .090) are not significant.

Again, looking at Table 4, the fourth (U = 2.10, p = .038) and eighth grade (U = 1.56, p = .050) at the
sixth-grade level (U = 1.94, p = .054) shows that there is no differentiation. The fourth and eighth grade students
in the good readers group used cohesion items in their stories more frequently than the fourth and eighth grade
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students in the poor readers group. There is no difference between the frequency of using cohesion items in the
stories of the two groups for the sixth grade. To see if the frequency of using binding tools in the stories written
by the groups differed according to grade levels the Kruskal-Wallis Ordered One-Way Analysis of Variance test
was performed. When the test results are examined, it is seen that the total frequency of use of cohesion items does
not differ according to grade levels in both the good readers (X? = 5.81, p = .055) and the poor readers group (X2
=3.36, p =.186).

Examining the Coherence of Written Products in Terms of Reading Achievement and Grade Level

The Mann Whitney U Test was used to determine whether the scores of fourth, sixth and eighth grade
students who were poor and good readers in reading differed in terms of narrative consistency in the stories they
wrote. Whether the scores of the groups regarding the consistency of the narrative in the stories they wrote differed
according to the grade levels was determined by the Kruskal-Wallis Ranking One-Way Analysis of Variance Test.
The results of the tests were given for the difference in the scores related to the subject, the plan, the relationship,
the unity, and the total narrative coherence.

Table 5
Descriptive Statistics on Narrative Coherence Scores
Dimension  Grade level Group n X SS Min. Maks. Skew.  Kurt. K-S, p

4 G.R. 55 3.60 0.62 2 5 -0.39 0.07 .34, p =.000

P.R. 50 2.66 0.91 1 4 0.08 -0.91 .24, p =.000

g 6 G.R. 74 4.18 0.69 2 5 -0.52 0.15 .27, p =.000
= P.R. 71 3.19 0.85 1 5 -0.25 -0.62 .23, p =.000
@ G.R. 63 4.23 0.83 2 5 -0.99 0.51 .26, p =.000
8 P.R. 62 3.35 1.00 1 5 -0.67 -0.29 .30, p =.000

4 G.R. 55 3.20 0.67 2 5 0.47 0.63 .34, p =.000

P.R. 50 2.30 0.90 1 4 0.37 -0.52 .27, p =.000

< 5 G.R. 74 3.78 0.92 2 5 -0.19 -0.87 .20, p =.000
o P.R. 71 2.92 0.76 1 5 0.12 -0.14 .26, p =.000
G.R. 63 3.90 0.96 2 5 -0.38 -0.77 .23, p =.000

8 PR. 62 291 09 1 5 005 072  .20,p=.000

4 G.R. 55 3.30 0.63 2 5 0.54 0.54 .36, p =.000

o P.R. 50 2.30 0.90 1 4 0.37 -0.52 .27, p =.000
@ 6 G.R. 74 3.98 0.83 2 5 -0.40 -0.50 .24, p =.000
'% P.R. 71 2.97 0.81 1 5 0.21 -0.14 .25, p =.000
E G.R. 63 3.98 0.87 2 5 -0.57 -0.25 .25, p =.000
8 P.R. 62 3 0.99 1 5 0.20 -0.68 .20, p =.000

4 G.R. 55 3.23 0.60 2 5 0.35 0.50 .36, p =.000

P.R. 50 2.36 0.87 1 4 0.35 -0.44 .28, p =.000

2 6 G.R. 74 3.95 0.78 2 5 -0.10 -0.92 .22, p =.000
5 P.R. 71 3.01 0.76 1 5 0.17 0.34 .28, p =.000
G.R. 63 3.95 0.86 2 5 -0.36 -0.67 .22, p =.000

8 PR. 62 291 091 1 5  -010 -064  .20,p=.000

4 G.R. 55 13.34 233 8 20 0.38 0.87 .25, p =.000

P.R. 50 9.62 3.49 4 16 0.33 -0.63 .19, p =.000

g 6 G.R. 74 15.91 3.05 8 20 -0.16 -0.70 .17, p =.000
[ P.R. 71 1211 3.04 4 20 0 0.04 .19, p =.000
8 G.R. 63 15.98 3.31 8 20 -0.57 -0.24 .15, p =.001

P.R. 62 12.19 3.53 4 20 -0.09 -0.49 11, p=.070

Note: GP = good readers; K-S = Kolmogorov — Smirnov Test; PR = poor readers.

Table 5 shows the descriptive statistics regarding the narration coherence scores of the students who are
poor and good readers according to their grade level. When the averages of the scores of the groups from the
expression coherence scale are examined, the average scores of poor and good readers differ. When we examine
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the averages of the groups according to the grade level, differences are apparent. In addition, Table 5 demonstartes
that the groups do not show a normal distribution. The results of the Mann Whitney U Test regarding the
differences between poor and good readers and the Kruskall-Wallis Ranking One-Way Analysis of Variance for
the differences in the grade levels of both groups are given in Table 6.

Table 6

Results of Mann Whitney U Test and Kruskal-Wallis Ordered One-Way Analysis of Variance on Narrative
Coherence Scores

Grou
Dimension Grade level Good readers ° Poor readers Mann Whitney U test
Mean rank Mean rank
4 68.87 65.76 U =0.62, p=.000
g 6 106.20 96.03 U=1.07,p=.000
g 8 111.94 106.04 U =0.99, p =.000
@ Kruskall Wallis testi X?=28.21, p =.000 X?=15.80, p = .000
4 70.78 67.45 U =0.62, p=.000
c 6 105.82 102.04 U=1.34,p=.000
& 8 108 100.31 U =1.05, p=.000
Kruskall Wallis testi X2=18.33, p =.000 X?=16.43, p = .000
o 4 66.06 64.92 U =0.54, p=.000
@ 6 108.93 101.89 U =1.09, p=.000
% 8 109.48 101.60 U =0.93, p=.000
g Kruskall Wallis testi X2=127.93, p =.000 X2=18.21, p = .000
4 67.04 63.55 U =0.61, p=.000
> 6 109.69 103.83 U=112,p=.000
g 8 109.77 98.58 U =10.87,p=.000
Kruskall Wallis testi X2=30.59, p =.000 X2=17.47,p = .000
4 67.04 62.95 U =0.56, p=.000
I 6 108.60 100.96 U=1.01, p=.000
= 8 111.58 101.86 U =0.86, p=.000

Kruskall Wallis testi

X?=29.06, p =.000

X?=15.71, p = .000

The Mann Whitney U Test results in Table 6 show that students who are poor and good readers differ in
their narrative coherence scores with subject at all grade levels. When the mean rank in the same table is examined,
the good reader group is shown to be higher at all grade levels. Good readers are more successful than their peer
poor readers in providing narrative coherence on the subject in their stories at all grade levels. Kruskal-Wallis
Ranking One-Way Analysis of Variance was conducted to see the differentiation of narrative coherence scores on
the subject for both groups according to grade levels. When the test results are examined, it is seen that the
difference is significant for the group with good readers (X2 = 28.21, p = .000) and the group with poor readers (X2
=15.80, p =.000). In order to understand between which grade levels the difference is for both groups the Mann
Whitney U Test was used. The results of the test showed that the scores of fourth grade and sixth grade students
(U =2.33, p =.002) and fourth grade and eighth grade students (U = 2.15, p =.000) differed from good readers,
while the scores of sixth grade and eighth grade students (U = 2.47, p = .193) did not differ. Considering the mean
rank in Table 6, sixth and eighth grade students in the group with good readers are more successful than the fourth-
grade students in the same group in providing narrative coherence regarding the subject in their stories. The Mann
Whitney U test results belonging to the poor readers group were in the fourth and sixth grade (U = 2.92, p =.000),
fourth grade and eighth grade (U = 2.54, p = .000) and sixth and eighth grades (U = 2.50, p = .000) showed that
there was a significant difference between the scores of the students.

The Mann Whitney U Test results show that the narrative coherence scores of the students who are good
and poor readers regarding the plan in story writing differ at all grade levels. Students who are good readers are
more successful than their peers who are poor readers at all grade levels in terms of narrative coherence regarding
the plan in their stories. Looking at the Kruskal-Wallis Ranking One-Way Analysis of Variance results in Table
6, it is seen that the difference is significant for both good readers (X? = 18.33, p = .000) and poor readers (X2 =
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16.43, p = .000). The results of the Mann Whitney U Test show that the scores of the fourth-grade and sixth-grade
(U =2.78, p =.000) and fourth-grade and eighth-grade (U = 2.40, p = .000) students who are good readers differ.
It also showed that the scores of sixth grade and eighth grade (U = 2.39, p = .796) students did not differ.
Considering the mean rank in Table 6, sixth and eighth grade students who are good readers are more successful
than fourth grade students in the same group in providing narrative consistency regarding the plan in their stories.
The Mann Whitney U test results of poor readers showed that the scores of fourth grade and sixth grade (U = 2.47,
p =.000) and fourth grade and eighth grade students (U = 2.08, p = .001) differed. In addition, it is seen that there
is no significant difference between the scores of sixth and eighth grade (U = 2.18, p =.933) students.

The Mann Whitney U Test results in Table 6 show that the narrative coherence scores of the students who
are poor and good readers differ at all grade levels. Students who are good readers are more successful than their
peers who are poor readers in providing the coherence of the relationship in their stories at all grade levels. Looking
at the results of Kruskal-Wallis Ranking One-Way Analysis of Variance, it is seen that the difference is significant
for both good readers (X2 = 27.93, p = .000) and poor readers (X =18.21, p = .000). When we look at which grade
levels the difference is between for groups, the fourth grade and sixth grade (U = 2.97, p =.000) and fourth grade
and eighth grade (U = 2.53, p = .000) students differed, and the scores of sixth grade and eighth grade students did
not differ for both groups (U = 2.35, p =.934). Considering the mean rank in Table 6, good readers from the sixth
and eighth grade students in the same group are more successful than the fourth-grade students in the same group
in providing the coherence of the relationship in their stories. The Mann Whitney U test results of poor readers,
on the other hand, show that the scores of fourth grade and sixth grade (U = 2.49, p = .000) and fourth grade and
eighth grade students (U = 2.13, p = .000) differ. In addition, it showed that the scores of sixth grade and eighth
grade students did not differ (U = 2.22, p = .947). This shows that sixth and eighth grade students who are good
readers in the relationship dimension are more successful than fourth grade students in the same group.

Good readers are more successful in providing narrative coherence regarding unity in their stories than
their peer poor readers (fourth grade; U = 0.61, p =.000, sixth grade; U = 1.12, p = .000, eighth grade; U = 0.87,
p = .000). It is seen that the scores of fourth-grade and sixth-grade (U = 2.51, p = .000) and fourth-grade and
eighth-grade (U = 2.07, p =.002) students who are good readers differ. However, the results show that the scores
of sixth grade and eighth grade students do not differ (U = 2.1, p = .608). Considering the mean rank in Table 6,
sixth and eighth grade students who are good readers are more successful than fourth grade students in the same
group in providing narrative consistency regarding unity in their stories. The Mann Whitney U test results of poor
readers show that the scores of fourth grade and sixth grade (U = 3.03, p =.000) and fourth grade and eighth grade
students (U = 2.55, p = .001) differ. In addition, the scores of the sixth and eighth grade students do not differ (U
= 2.35, p = .925). It can be said that sixth and eighth grade students who are poor readers write more coherent
stories than fourth grade students in terms of unity.

The results of the Mann Whitney U Test show that the total points of narrative coherence of students who
are poor and good readers differ in all grade levels. Considering the mean rank in Table 6, good readers are more
successful in providing narrative coherence in their stories than their poor reader peers. When the Kruskal-Wallis
Ranking One-Way Analysis of Variance results are examined, it is seen that the difference is significant for both
good readers (X? = 29.06, p = .000) and poor readers (X = 15.71, p = .000) at all grade levels. The results of the
Mann Whitney U Test show that the scores of good readers differ between fourth grade and sixth grade (U = 3.03,
p = .000) and fourth and eighth grade students (U = 2.59, p = .000). In addition, the test results showed that the
scores of sixth grade and eighth grade students did not differ (U = 2.43, p = .673). According to these results,
eighth and sixth grade students who are good readers were more successful than fourth grade students in providing
narrative coherence in their stories. The Mann Whitney U test results of poor readers show that the scores of fourth
grade and sixth grade (U = 2.44, p = .000) and fourth grade and eighth grade students (U = 2.14, p = .000) differ.
Itis also seen in the Mann Whitney U test results that the scores of the sixth and eighth grade students do not differ
(U =2.23, p =.900). Considering the mean ranks in Table 6, sixth and eighth grade students who are poor readers
are more successful than fourth grade students in providing narrative coherence in their stories.

Discussion

To summarize the findings of the study, the frequency of using cohesion items differs between good and
poor readers at the same grade level. In the sub-dimensions of reference, which includes the use of pronouns,
elliptical expression, which includes language skills, and sub-dimensions related to vocabulary, differentiation is
observed according to the students’ performance in reading. When all of the cohesion items are examined,
differentiation is apparent according to the performance status of the students at the fourth and eighth grade levels.
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From this finding, it becomes clearer which areas poor readers need support in. It was found that the progression
of the grade level had an effect on the frequency of use of cohesion items. As the development of students who
are good readers progresses, there is no difference in the sum of the cohesion items. However, there is a difference
in reference and binding items, but no improvement in the level of using cohesion items of poor readers depending
on the progress of their grade levels.

This study used the "Cohesion Level Evaluation Scale" developed by Coskun (2005) the frequency of
using cohesion tools in story writing by students who are good and poor readers. It is seen that sixth and eighth
grade students who are good readers use the reference item more frequently than their peers who are poor readers.
However, the frequency of using reference from cohesion tools does not differ according to the performance status
of fourth grade students in reading. Personal pronouns are the most frequently used reference tools for both good
readers and poor readers, both in this study and in the literature (Balyemez, 2010; Karahanci, 2014). Students who
do not have sufficient experience in the use of personal pronouns do not use reference tools. In this research, it
was observed that the frequent use of reference tools caused expression disorder and an inconsistent expression.
Similarly, the frequent use of delivery tools makes it difficult to understand written products and leads to
inconsistency (Can, 2014). When the attachments are used as a means of reference, a lack of understanding what
is being referred to causes an expression disorder (Crossley & Mcnamara, 2016). It was observed that as the grade
level of the students progressed, less attention was paid to some uses such as reference in written expression.
Regarding the frequency of use of referral tools by grade level, it is seen that eighth grade students who are good
readers use reference tools more frequently than fourth and sixth grade students. No differentiation was observed
in students that are poor readers. It is thought that the increase in the experience of the students contributes to the
appropriate and appropriate use of the reference tools (Kiymaz & Doyumagag, 2020; Koutsoftas & Peterson,
2017).

The We observed that the use of elliptical expression was the least used cohesion tool for both groups in
the written products examined in this study. The most common problem in the use of elliptical expression is subject
and verb incompatibility. Students in both groups may miss the subject and predicate harmony while connecting
sentences (Bae, 2001; Can, 2012; Coskun, 2010). It is believed that teaching students about the use of sentence
elements in compound sentences will increase the use of elliptical expression. The vocabulary and language skills
of students are also thought to affect the frequency of using elliptical expression tools. Students who can use their
language skills adequately (Mortensen et al., 2009) and who have a rich vocabulary (Carretti et al., 2013; Catts et
al., 2002) are shown to use elliptical expression tools more frequently and accurately.

Considering the frequency of use of the replacement tool used to prevent repetition in written products, it
was observed that good readers of the sixth and eighth grade students use replacement tools more frequently in
their stories than their peer poor readers. It has been observed that poor readers frequently resort to repetition in
their stories and suffer from narration disorder, which suggests that many students have problems in using the
replacement tool. One of the reasons why poor readers write sentences with speech disorders is that they give too
much space to repetition (Coskun, 2005; Keklik & Yilmaz, 2013). It is thought that the problems experienced in
the use of transfer are due to insufficient vocabulary and frequent use of the same words, causing repetition
(Carretti et al., 2013; Catts et al., 2002). Practices aimed at improving students' vocabulary will contribute to
improving both reading and writing skills. Considering the frequency of using replacement tools in the stories
written by fourth, sixth and eighth grade students who are good and poor readers according to their grade levels,
it was observed that there was no significant difference in both groups according to grade levels.

The students' performance in reading does not appear to make a difference in the use of the preferred
binding items in order not to disturb the semantic integrity of the sentences and paragraphs in the written products.
In the majority of the stories examined in this study, students in both groups did not give sufficient space to
prepositions and conjunctions. This may be due to the fact that students do not have the necessary experience with
prepositions and conjunctions. Aydin and Cinpolat (2018) examined the stories in the textbooks used in secondary
schools in terms of intertextual relations and found that the degree to which students included binding items were
low. Giines (2013) stated that the teaching of prepositions and conjunctions is only for their recognition. It is
thought that teaching the use of these tools will contribute to the development of students' written expressions.
When we look at the frequency of use of binding items according to grade levels, there is no difference for students
who are poor readers, but eighth grade students who are good readers did use binding items more frequently than
fourth grade students. Students who are good readers give more importance to using binding items as their grade
level progresses (Coskun, 2005; Herbert et al., 2020; Koutsoftas & Peterson, 2017; Mortensen et al., 2009).
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Looking at this research findings, it is seen that students who are good readers in the fourth and eighth
grade use cohesion tools more frequently than students who are poor readers. Our observations found that the vast
majority of poor readers wrote far too quickly during writing process, did not check the products they wrote again
and did not make any preparations before writing. This may also be due to the limitation of the study, given that
the students were given a limited time of 30 minutes to write and that their writing processes were not evaluated.
Other studies state that the problems of poor readers in using the cohesion tools may be due to the inadequacy of
the students' language skills (Coskun, 2005; Mortensen et al., 2009), as well as that students are not careful enough
while presenting the written products (Siimer & Turna, 2019). Several studies note that the level of poor readers'
use of cohesion tools is very low (Senechall et al., 2018) and poor students prefer to use short sentences in their
story writing activities and do not prefer to connect sentences (Coskun, 2005; Crossley & Mcnamara, 2016). It is
thought that students' learning the sentence structure in simple sentence structures causes them to write short
sentences and not use cohesion tools fully (Stimer & Turna, 2019). It is thought that teaching cohesion tools in a
holistic manner will enable students to comprehend how appropriate texts are formed in both reading and writing
(Karadeniz, 2015).

If we refer to the change in the frequency of use of cohesion tools according to the grade level, it is seen
that the frequency of using cohesion tools does not differ between good and poor readers. While it was noted that
the time allocated to writing stories, the preparations made before writing, and the behaviors of students to review
their written products after writing differed according to the grade levels of the students, this did not provide any
differentiation. The fact that good and poor readers do not differ in the frequency of using cohesion tools suggests
that students should be supported by their teachers in using cohesion tools. Considering that language skills and
story writing skills are related, the frequency of use of cohesion items increases with the increase in grade level
(Coskun, 2005; Landolo et al., 2020; Mortensen et al., 2009). Herbert et al. (2020) in their longitudinal study on
story-writing teaching, noted that the level of use of cohesion tools in the stories written increased with the age of
the students. It is thought that grammar topics in large classes reinforce the use of cohesion tools more frequently
(Miildir & Cevik, 2020), students' grade levels affect the length of sentences they write (Bae, 2001), and students
with advanced vocabulary create texts in which cohesion tools are used more frequently (Kiymaz & Doyumagag,
2020).

Considering the results regarding the coherence, the stories written by the students who are poor readers
in both the total score obtained from the scale and the scores of all sub-dimensions are lower than their peers who
are good readers at all grade levels. This important finding shows that poor readers should be supported in the
areas of vocabulary that determines coherence, expressive language skills, planning and building relationships.
Thus, the progress of the grade level affects the coherence of the stories written by both poor readers and good
readers.

The “The Coherence Evaluation Scale” developed by Coskun (2005) was used in this study to measure
the narrative coherence of students in story writing. Our research findings show that fourth, sixth and eighth grade
students who are good readers get higher scores than their peer poor readers. It has been observed that poor readers
spend less time writing stories and create shorter stories than good readers. This suggests that poor readers do not
include items related to the sub-dimension of coherence. When we evaluate them according to their grade levels,
it is seen that the eighth and sixth grade students who are good readers scored higher in total than the fourth-grade
students. Eighth and sixth grade students scored more points than the fourth-grade students. It is thought that the
students in both groups have gained experience in stories consistent with the progress of their grade levels. Other
studies have found that the coherence of the stories written by the students increase depending on the progress of
the grade level supports this idea. (Coskun, 2005; Herbert et al., 2020; Koutsoftas & Peterson, 2017; Mortensen et
al., 2009).

Good readers are found to be more successful in including the subject in the stories written by fourth,
sixth and eighth grade students, who are good and poor readers, than their poor reader peers at all grade levels.
When the grade levels of both groups regarding the subject are examined, the score obtained from the scale
increases as the grade level increases in both groups. In order for students to write a story, they first need to
determine a subject, some students may have difficulty in completely understanding this topic even if they are
given a subject, and because of this, they may not exhibit the necessary performance in writing a story (Carretti et
al., 2013; Edwards, 2003; Ulper, 2011). The creation of written products in line with a specific plan makes it easier
for readers to understand (Coskun, 2005). Poor readers have difficulties in dividing the written products into
sections (Haebig, 2015), in giving the event flow in a certain order (Derman, 2020), and in making any planning
before writing a story (Kiymaz & Doyumagag, 2020; Senechall et al., 2018).
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Regarding the plan, students who are good readers are more successful at all grade levels than their peer
poor readers. When the grade levels of both groups regarding the plan item are examined, the score obtained from
the scale increases as the grade level increases in both groups. Our study observed that especially poor readers
wrote their stories without planning and without using prepositions and conjunctions to ensure that students
proceed in a certain order. Students' skills in creating parts in the text (Haebig, 2015), expressive language skills
(Landolo et al., 2012; Landolo et al., 2020), using prepositions and conjunctions (Eggins, 1994; Martin, 1985) and
using grammar rules levels (Smith-Lock & Nickels, 2005) are thought to affect the narrative coherence of the texts
created. Although grammar rules were not included in the study, it was understood from our observations that
there were grammatical errors in both groups.

In the relationship created to establish a connection between the sentences, it was observed that students
who were good readers were more successful than poor readers at all grade levels. When the class levels of the
relationship element of both groups are examined, the score obtained from the scale increases as the class level
increases in both groups. It is known that establishing a relationship between sentences and paragraphs in a story
is related to vocabulary (Arfe et al., 2011; Re et al., 2002) and the level of students' writing experience (Edwards,
2003). In addition, it is a common finding in the literature that poor readers have difficulty in establishing the
relationship between sentences and paragraphs while creating written products (Aslan & Cakmak, 2020;
Mortensen et al., 2009; Seckin et al., 2014).

Considering the unity of the paragraphs in the written stories, students who were good readers were more
successful than poor readers at all grade levels. When the grade levels of both groups regarding the unity element
are examined, the score obtained from the scale increases in both groups as the grade level increases. Vocabulary
affects the quality of students' written products (Arfe et al., 2011; Re et al., 2002) and the increase in vocabulary
through reading and writing experiences enables students to produce written products with a high level of entirety
as their grade levels progress (Coskun, 2005; Edwards, 2003; Stadler & Ward, 2005). It is stated that the pronouns
(Mortensen et al., 2009), the use of prepositions and conjunctions (Eggins, 1994) and grammar (Landolo et al.,
2012; Smith-Lock & Nickels, 2005) levels of good readers affect the suitability and coherence of the stories they
write. In addition, there are variables in the literature that affect the narrative coherence of students' stories. Cragg
and Nation (2006) stated that the written products of students who do use cognitive and metacognitive strategies
are more coherent than their those of their peers who do not use these strategies. It is crucial to teach students
cognitive and metacognitive skills for story writing, as these strategies will arguably contribute to students' writing
coherent stories.

In this study, the story writing skills of students with poor readers were examined comparatively
depending on their grade levels. The study has some limitations. The fact that the study was only carried out in the
Cankaya district of Ankara and not in other districts is a regional limitation, while the absence of any disability
diagnosis of the students constitutes a limitation in terms of the sample. In addition, the stories are only examined
in terms of cohesion and coherence, meaning that other measures of textuality were not examined. Future studies
will need to look at grade levels beyond the fourth, sixth and eighth grades to consider the writing abilities of
students of other age groups. Based on these limitations, for future research; other textuality criteria at different
grade levels should be examined by including different text types with students diagnosed in different regions. The
longitudinal nature of future studies will contribute to the literature. Our study examined the writing skill as a
product, but it is equally important to evaluate writing as a process. No difference was detected in some variables
in the findings of our study; the reasons for which may need to be the topic of further research. In addition, based
on the findings of this study, we recommend teaching story writing and sentence structures to students with reading
failure, to improve both their vocabulary and their grammar skills.
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Oz
Giris: Arastirmanin amaci, 6zel egitim 6gretmen aday1 son siif 6grencilerinin ¢oklu yetersizligi olan gérmeyen

(CYG) ogrencilerle yaptiklari 6gretmenlik uygulamas: sonucunda bu o6grencilere ve egitimlerine yonelik
algilarinda degisiklik olup olmadigin belirlemektir.

Yontem: Nitel arastirmalardan yari1 yapilandirilmig goriisme ile gergeklestirilen arastirmada, amagli 6rneklem
tiirlerinden &lgiit drnekleme yontemine uygun olarak secilen, Gorme Engelliler Ogretmenligi Programi’nda
okuyan ve CYG ogrencilerle 6gretmenlik uygulamasina devam eden dort kiz iki erkek ogretmen aday: ile
yuritilmiistiir. Arastirmanin verileri; yari-yapilandirilmis goriismelerle elde edilmistir. Veriler, dgretmenlik
uygulamasi baglamadan 6nce ve bitiminde toplanmig ve toplanan veriler icerik analizi yontemiyle ¢oziimlenmistir.

Bulgular: Ulasilan bulgular 1s18inda, CYG olan 6grencilerle yapilan 6gretmenlik uygulamasmin 6gretmen
adaylarmin CYG 6grenciler ve onlarin egitimleri tizerinde olumlu yonde etkisi oldugu goriilmektedir. Uygulama
sonrast, tiim katilimeilar CYG dgrencilerle olumlu deneyimler yasamislardir. Ogretmen adaylar1 uygulama sonrasi
okul ve smifin fiziki yapisina elestirel bir gdzle bakmislardir bu nedenle egitim ortam1 temasinda, baslangicta iki
katilimci sinifin fiziksel yapisini olumlu bulurken, son goriigmede tiim katilimceilar uygun olmadigini belirtmistir.
Ogretmen adaylarimin egitimi temasinda ise, teorik derslerin faydal oldugu ancak uygulama ile desteklenmesi
gerektigi ifade edilmistir. Katilimcilar, CYG olan 6grencilerle yapilan gretmenlik uygulamasiin deneyim
kazanmak agisindan yararli oldugunu ve mezuniyet sonrast her tirlii yetersizlige sahip Ogrenciyle
caligabileceklerini belirtmislerdir.

Tartisma: Bu ¢alisma, 6gretmen adaylarinin CYG 6grencilere ve egitimlerine yonelik goriislerini incelemekte ve
uygulama dgretim yili boyunca olumlu yoénde degisim gosterdigini ortaya koymaktadir. Ogretmen adaylari,
duygularinin ve egitim ortamlarina yonelik goriislerinin deneyim kazandik¢a olumlu yoénde degistigini
belirtmiglerdir. Katilimcilar, 6zel egitim programlarinin uygulama ve deneyim odakli ders iceriklerini arttirarak
zenginlestirilmesi gerektigini vurgulamislardir. Ayrica, hizmet i¢i egitim ve dijital materyallerin 6gretmenlerin
nitelikli egitim sunmalarina katki saglayabilecegi belirtilmistir.

Anahtar sézciikler: Agir ve ¢oklu yetersizlik, coklu yetersizligi olan gérmeyen ¢ocuklarin egitimi, 6zel egitim,
ogretmenlik uygulamasi, hizmet 6ncesi egitim.

Anif icin: Demiryiirek, P., Bilgi¢, H. C., & Safak, P. (2023). Ogretmenlik uygulamasina devam eden dgretmen
adaylarinin ¢oklu yetersizligi olan gérmeyen cocuklara yonelik goriisleri. Ankara Universitesi Egitim
Bilimleri Fakiiltesi Ozel Egitim Dergisi, 24(3), 361-374.
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Giris

Agir yetersizlikten etkilenmis bireyler, sivil haklar 6rgiiti olan Agir Engelli Bireyler Dernegi (The
Association for Persons with Severe Handicaps [TASH]) tarafindan, biitiinlestirilmis toplum hayatina katilabilmek
ve yetersizlikten hafif diizeyde etkilenmis ya da hi¢ etkilenmemis bireylerin yasam kalitesine ulasmak i¢in, genis
capl ve siirekli destege ihtiyact olan, her yastaki bireyler olarak tanimlanmaktadir (Collins, 2007; Safak, 2018;
Turnbull vd., 2004). Coklu yetersizlik ise, agir yetersizlik kapsaminda yer alan bir durum olarak siniflanmakta
(Westling & Fox, 2009) ve ¢oklu yetersizlikten etkilenmis bireyler, birden fazla yetersizlik tiiriinden etkilenmis ve
tek bir yetersizlik i¢in gelistirilmis programlardan yararlanamayan bireyler olarak tanimlanmaktadir (Safak, 2018).
Bu kapsamda gorme ve ek yetersizlikten etkilenmis bireyler de ¢oklu yetersizlik siniflamasi igerisinde yer
almaktadir ve coklu yetersizligi olan gérmeyen (CYG) bireyler olarak adlandirilmaktadir. CYG bireyler
etkilendikleri yetersizlikleri nedeni ile ciddi sinirliliklar yasayabilmekte ve agir yetersizlik grubunda da yer
alabilmektedirler. Agir ve ¢oklu yetersizlik tanimini yapan kaynaklar, s6z konusu bireylerin tek bir yetersizlik tiirii
icin hazirlanan 6zel egitim programlarina yerlestirilemeyeceklerini belirtirken, basariya ulagsmalar: i¢cin de 6zel
yetismis personel, uyarlanmis program ve/veya Ogretimsel materyal gereksinimlerinden de soz etmektedirler
(Individual with Disabilities Educational Act [IDEA], 2011; Ozyiirek, 1987). Bu dogrultuda CYG 6grencilerle
calisacak Ogretmenlerin sdz konusu bireylerin gereksinimleri dogrultusunda 6zel olarak yetistirilmig olmasi
gerekmektedir.

Ogretmen yetistiren iyi bir program, dgretmen adayin teorik bilgi ve beceriyle donatmak kadar bu bilgi
ve beceriyi en iyi sekilde sergileyebilir hale getirmeyi de amaglamalidir (Devrim-Day1, 2009; O’Reilly, 1992;
Ozyiirek, 2008). Uygulama derslerinin ve teorik bilginin birlikte verilmesi dgretmen adaylarmin meslege
hazirlanmasinda bilyiik énem tasimaktadir. Ogretmen adaylarinin, mesleki yeterliliklerini gelistirmek, kendi
alanlarma ait yontem, teknik ve materyalleri yorumlayarak Ogrencilere aktarmak igin aldiklar1 &gretmenlik
uygulamasi dersi de, mesleki egitim uygulamalarinin basinda gelmektedir (Degirmencay & Kasap, 2013). Bu
uygulama sayesinde, kalici 6grenmeler edinen Ogretmen adaylari, meslege iliskin birgok bilgiyi tanima,
degerlendirme ve Ogrenci Ozellikleri dogrultusunda uygulama firsati bulmaktadir. Teorik dersler, 6gretmen
adaylarmin ¢alisacaklari gruba karsi bakis agisi ve olumlu tutum gelistirilmesi agisindan énemli iken; grencilerle
birebir ¢alisma olanagmin olmasi da dgretmenlerin tutumlarini olumlu yonde etkilemektedir. Ozellikle, tutum
objesi (0grenciler) ile ne kadar siklikta, yogunlukta ve siirede etkilesimde bulundugu gibi degiskenlerin tutuma
onemli dl¢iide etki ettigi ifade edilmektedir (Jones, 1984). Diger gruplar da oldugu gibi yetersizlikten etkilenmis
ogrencilerle calisan 6gretmen adaylarina da verilen teorik bilgilerin ve yaptirilan uygulamalarin, yetersizlikten
etkilenen 6grencilere karst olumlu tutum gelistirilmesinde etkili oldugu gériilmiistiir (Arslan, 2010; Joanna, 2006;
Larrivee, 1981; Sahbaz, 2011). Tiifek¢i (1999), yaptigi arastirmada 6gretmenlik uygulamasi dersinin, 6gretmen
adaylarinin tutum ve davranislarinda biiyiik 6l¢iide degisiklikler meydana getirdigini, bu ders kapsaminda gidilen
staj okullarinda bir egitim O6gretim doneminde gerceklestirilen tim faaliyetlere yer verilmesi gerektigini
vurgulamaktadir. Engelli birey ile etkilesim icinde olmak engelli bireye yonelik tutumlarin degistirilmesinde
o6nemli bir faktér olmakla birlikte teorik dersler ve uygulama derslerinin birlikte kullanilmasimin engelli bireye
yonelik tutumlar1 ¢ok daha olumlu yonde etkiledigi ifade edilmektedir (Forlin vd., 1999; Gregory, 1997; Hasting
vd., 1996). Tutumlarin bilgi ve yasant1 yolu ile kazanilarak davranisa doniistiigii bilinmektedir (Pickens, 2005).
Buna bagh olarak bir olaya, kisiye veya nesneye karsit tutumlarin olusmasinda etkilesimin rolii 6nemli
goriilmektedir (Selguk, 1997; Sahin & Bekir; 2016). Bu nedenle CYG 0&grenciler ile calisacak olan dgretmen
adaylarimin, aldiklart teorik derslerle birlikte Ogrencilerle etkilesim ig¢inde olmalari, O6grencilere yonelik
tutumlarinin daha gercek¢i olmasini saglayacaktir.

Tiirkiye’de 6zel egitim 6gretmeni yetistiren programlar, son sinifta yer alan 6gretmenlik uygulamasi dersi
ile 6gretmen adaylarina yetersizlikten etkilenmis 6grencilerin bulunduklari simniflarda son 6gretim yili boyunca
haftada 8 saat 6gretmenlik deneyimi kazandirmay1 hedeflemektedirler. Ancak her 6zel egitim dgretmen aday1 agir
yetersizligi olan ya da ¢oklu yetersizligi olan 6grencilerle 6zellikle de CYG 6grencilerle deneyim kazanma firsati
bulamayabilmektedir. Oysa Ogretmen tutumlarmin Ogrencilerinin yetersizlik diizeylerinden etkilendigi
bilinmektedir (Campbell vd., 2003). Ozel egitim 6gretmen adaylarina lisans egitimi sirasinda verilen teorik bilgiler
ve son sinifta yer verilen 6gretmenlik uygulamasiin calistiklar1 yetersizlikten etkilenmis 6grencilere yonelik
olumlu tutumlar gelistirmelerine hizmet etmesi beklenmektedir (Alptekin & Vural, 2004; Bural & Avsaroglu,
2012; Ergenekon vd., 2008; Ergiil vd., 2013; Karasu vd., 2014; Yikmis vd., 2014) Cilinkii 6gretmen tutumlar
ogrencileri i¢in saglayacaklar1 egitim 6gretim hizmetlerini ve bu hizmetlerin kalitesini etkileyecegi i¢in 6nemlidir
(Park & Chitiyo, 2011).
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Bu baglamda, 6gretmen adaylarinin hizmet oncesi donemde CYG Ogrencilerle calisarak deneyim
kazanmalari, bu 6grencilere yonelik tutumlarini olumlu yonde etkileyebilir ve daha etkili egitim hizmetleri
sunmalarina yardimer olabilir. Bu deneyimler, 6gretmen adaylarinin hizmet i¢ci donemde lider 6gretmenlik
uygulamasi cercevesinde meslektaslarma saglayabilecegi desteklerin niteligi ve kapsamini da olumlu yonde
etkileyebilir. Lider Ogretmenlik uygulamasi, Ogretmenlerin mesleki gelisimlerini destekleyen ve 6grenci
basarilarin1 yiikseltmeye yardimci olan dnemli bir gelisim stratejisi olarak goriilmektedir (Aydin, 2022; Kurt,
2016; York-Barr & Duke, 2004). Hizmet oncesi donemde de CYG 6grencilerle c¢alisarak deneyim elde eden
O0gretmen adaylari, edindikleri bu deneyimleri hizmet icinde meslektaslarina aktarabilecek, s6z konusu
ogretmenlere yonelik destekleyici ve yol gosterici roller iistlenebileceklerdir.

CYG ogrencilerin smiflarinda 6gretmenlik uygulamasi yapan 6gretmen adaylarinin bu &grencilere ve
egitimlerine yonelik goriislerinin belirlenmesi ile 6gretmen yetistiren lisans programlarina yonelik Oneriler
olusturulmasi ya da halihazirda CYG 6grencilerle ¢aligmakta olan 6gretmenlere hizmetigi egitimlerin planlanmast
acisindan 6nemli oldugu disiiniilmektedir. Ayrica yetersizlikten etkilenmis Ogrencilere yonelik goriis ve
tutumlarin incelendigi arastirmalar olmasina karsin, ¢coklu yetersizlige ve CYG bireylere karst goriis ve tutumlarin
incelendigi arastirmalar sinirhidir. Bu gerekliliklerden yola ¢ikarak bu aragtirmada CYG dgrencilerin siniflarinda
uygulamaya devam eden dgretmen adaylarinin uygulama 6gretim yili baginda ve sonunda bu &grencilere ve
egitimlerine yonelik gorlislerini ve O0gretim yili baginda ve sonundaki goriisleri arasinda farkliliklarin neler
oldugunu belirlemek amaglanmistir. Bu amag dogrultusunda asagidaki sorulara yanit aranmistir;

1. CYG ogrencilerin siniflarinda uygulamaya devam eden 6gretmen adaylariin uygulama 6gretim yili
basinda bu dgrencilere ve egitimlerine yonelik goriisleri nelerdir?

2. CYG ogrencilerin siniflarinda uygulamaya devam eden 6gretmen adaylarmin uygulama 6gretim yil
sonunda bu 6grencilere ve egitimlerine yonelik goriisleri nelerdir?

3. CYG ogrencilerin siniflarinda uygulamaya devam eden 6gretmen adaylarmin uygulama 6gretim yili
baginda ve sonunda bu 6grencilere ve egitimlerine yonelik goriislerinde farkliliklar nelerdir?

Yontem
Arastirma Modeli

CYG ogrencilerin siniflarinda uygulamaya devam eden dgretmen adaylarinin uygulama 6gretim yilt
basinda ve sonunda bu 6grencilere ve egitimlerine yonelik goriislerini ve 6gretim yili basinda ve sonundaki
goriigler arasinda farklilasma olup olmadigini belirlemeyi amaglayan bu ¢alisma nitel aragtirma desenlerinden
fenomenoloji ile desenlenmistir. Fenomenolojik arastirmalar, kisisel deneyimlerden yola ¢ikarak olusturulan ve
deneyimlerin ortak paydalarni ortaya c¢ikartmaya c¢alisan arastirmalardir (Creswell, 2007). Ogretmenlik
uygulamasi lisans dersini CYG 06grencilerle yiiriiten 6gretmen adaylari ile yapilan ¢aligmanin veri toplama
siirecinde nitel arastirmalarda kullanilan yar1t yapilandirilmig goriisme tekniginden yararlanilmistir. Yar
yapilandirilmis goriisme teknigi, katilimeilarin algiladiklarmi kendi disiinceleriyle ve bakis agilariyla
anlatmalarna firsat tanidigi i¢cin amaca uygun bulunarak tercih edilmistir (Merriam, 2013).

Calisma Grubu

Bu caligmada da katilimcilarin seg¢iminde amacgh Orneklem tiirlerinden Olgiit drnekleme yontemi
kullanilmistir. Olgiit 6rneklemesi var olan soruyla ilgili olarak belli 6zelliklere sahip kisiler ya da olay ve
durumlarin segilmesi olarak belirtilmektedir (Glesne, 2012). Bu 6rneklem igin goriisme yapilacak 6gretmen
adaylarmin CYG 06gretmenlik uygulamasina devam etmesi 6l¢iitii aranmistir. Arastirma igin CYG 6gretmenlik
uygulamasina devam eden 25 son sinif 6grencisinden dort kiz iki erkek 6gretmen aday1 goniilliilikk esasina uygun
olarak belirlenmistir. Katilimcilar ile goriismelere baglamadan 6nce katilimcilara aragtirmanin amaci anlatilarak
goriigme yapilirken ses kaydi alinacagi ve bu kayitlarin aragtirmanin bulgulari disinda bagka bir amagla
kullanilmayacagi, arastirmacilar disinda kimseyle paylasilmayacagi aciklanmigtir. Arastirma verilerinin
toplanmasina iligkin goriismeler yapilmadan once katilimcilarla bir 6n goriigme yapilmig ve arastirmanin amaci
aciklanarak goriigsmeler sirasinda ses kaydi alinacagi, bu kayitlarin aragtirmacilar disinda hi¢ kimseyle
paylasilmayacagi belirtilerek onam formu imzalatilmistir.

Veri Toplama Araclan

CYG ogrencilerin smiflarinda uygulamaya devam eden 6gretmen adaylarinin uygulama dgretim yili
basinda ve sonunda sdz konusu dgrencilere ve egitimlerine yonelik goriislerini belirlemek amaciyla iki ayri
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goriisme formu hazirlanmistir. Ogretmenlik uygulamasinin basinda goriisleri belirlemek amaciyla hazirlanan ilk
goriisme formu sekiz sorudan olugmakta olup CYG 6grencilere, egitimlerine, egitim ortamlarina, smifin fiziki
yapisina, yonelik sorular1 kapsamaktadir. Ogretmenlik uygulamasmin sonundaki gériisleri belirlemek amaciyla
hazirlanan ikinci goriigme formu da sekiz sorudan olugsmaktadir. Son gériisme sorulari da ilk gériisme sorulari ile
ayn1 kapsamda olmakla birlikte 6gretmen adaylarina 6gretmenlik uygulamasinin bagindaki goriisleri hatirlatilarak
bu goriislerinde bir degisiklik olup olmadigt da sorulmustur. Ayrica ilk gériismeden farkli olarak CYG 6grenciler
ile caligmaya istekli olup olmadiklar1 da son goriismede sorulmustur. Arastirma i¢in Gazi Universitesi Etik
Komisyonuna basvuru yapilmis, 05.04.2022 tarih ve 07 sayili toplantisinda 2022 — 442 kodu ile etik kurul onay1
alimmistir.

Kapsam gecerliligini belirlemek amaciyla 6zel egitim ve 6lgme alanindan iki uzman tarafindan goriisme
sorular1 incelenmis ve uzmanlarin gerekli gordiigii diizeltmeler yapilarak goriisme formlari tamamlanmistir.
Goriisme sorularinin anlagilirligini test etmek amaciyla, aragtirma kapsami disindaki iki 6gretmen adayi ile
goriigme yapilarak pilot uygulama yapilmis ve diizenlemeler yapilarak goriisme sorularma son hali verilmistir.
Gorlisme sorularimin son hali belirlendikten sonra, yari yapilandirilmis goriismeler, alt1 6gretmen adayi ile ses
kaydi almarak gerceklestirilmistir. Ogretmen adaylariyla ilk goriisme, 6gretmenlik uygulamas: basladiktan iki
hafta sonra, son goriisme ise uygulamanin sona erdigi hafta yapilmigtir. Aragtirmanin ii¢iincii sorusu olan “CYG
ogrencilerin siniflarinda uygulamaya devam eden 6gretmen adaylarinin uygulama dgretim yili basinda ve sonunda
bu o6grencilere ve egitimlerine yonelik goriislerinde farkliliklar nelerdir?” sorusunun cevabi i¢in de bu iki
goriigmeden elde edilen goriisler karsilastirilarak analiz edilmistir.

Verilerin Analizi

Nitel verilerin analizi asamasinda igerik analizinden yararlanilmistir. Icerik analizi, verilerin kodlanmasi
yoluyla kategorileri ve temalar olusturarak verilerin daha anlaml1 hale gelmesini saglamaktadir. Bu sayede verileri
aciklayabilecek kavramlar ve kavramlar arasindaki iligkiler olusmaktadir. Analiz sonucunda elde edilen temalar
verilerin igeriginde bulunan olguyu agiklayabilmek i¢in temel saglamaktadir (Yildirim & Simsek, 2006). Bu
aragtirmada yapilan dokiimantasyon siirecinde katilimcilar, katilimer bir (K 1), katithmer iki (K 2) seklinde
isimlendirilmislerdir. Arastirmanin giivenirliligi i¢in yapilan kodlamalarin ulagilan kategoriler icerisinde yer alip
almadigimi test etmek adina iki arastirmacinin bagimsiz olarak yaptiklart kodlamalar ve kategoriler
kargilagtirilmistir. Aragtirmacilar arasinda goriis ayriliklarmin oldugu kodlar ve kategoriler ile ilgili olarak
aragtirmacilar fikirlerini belirterek yapilan kodlamalar uygun kategorilere yerlestirilmigtir. Buna ek olarak bir
uzman tarafindan kodlama ve kategorize etme asamasinda doniitler alinmisgtir. Aragtirmanin gegerligini artirmak
adina da katilimcilarin séylemlerinden alintilara yer verilmistir. Analizler sonucunda {i¢ ana tema belirlenmistir.
Bu ii¢ tema; duygular, egitim ortami, 6gretmen adaylarinin egitimi seklindedir. Bu temalar dogrultusunda ilk ve
son goriismeler analiz edilmistir. Daha sonra ayni temalar altinda ilk ve son gériismeler her katilimei i¢in ayri ayri
olarak birbiriyle karsilastirilmistir. Bu baglamda da ilk gbriisme ve son goriisme sonucunda katilimcilarin
goriislerinde farklilik olup olmadigina bakilmistir.

Bulgular

Aragtirmada CYG o6grencilerin siniflarinda uygulamaya devam eden &gretmen adaylarinin uygulama
ogretim yili baginda ve sonunda bu ogrencilere ve egitimlerine yonelik gortislerini ve dgretim yili baginda ve
sonundaki goriigler arasinda farkliliklarin neler oldugunu belirlemek amaglanmistir. Bu baglamda ilk ve son
goriigmeden yapilan analizler sonucunda duygular, goriis ve diisiinceler, deneyim olmak {izere {i¢ ana tema
belirlenmistir (Tablo 1).

Tablo 1
Ana Temalar ve Alt Temalar
Ana temalar Alt temalar
CYG ogrencilere yonelik duygular
Duygular CYG ogrenciler ile calismaya yonelik

Okul ortamina iliskin goriisler
Egitim ortami Sinif ortamina yonelik goriisler
Ayr egitim-kaynagtirma egitimine iligkin goriisler
Alman teorik derslerden elde edilen deneyim
Uygulama ile deneyim kazanma istegi
Not: CYG = Coklu yetersizligi olan gérmeyen.

Ogretmen adaylarinin egitimi
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1. Ogretmen Adaylarinin Ogretmenlik Uygulamas1 Basinda CYG Ogrencilere ve Egitimlerine Yonelik
Goriislerine Iliskin Bulgular

1.1. Duygular
Tablo 2
Duygular
Duygular f
CYG ogrencilere yonelik duygular Egﬁ(u Ibilinmezlik i
CYG 0Ogrenciler ile caligmaya Istekli 3
yonelik duygular Tedirginlik 3

Not: CYG = Coklu yetersizligi olan gérmeyen.

Tablo 2 incelendiginde 6gretmen adaylarinin ilk gériisme sonucunda 6gretmenlik uygulamasina ve CYG
ogrencilere yonelik hem olumlu hem de olumsuz duygular igerisinde oldugu goriilmektedir. Alt1 katilimer ile
yapilan ilk goriisme sonucunda 4 katilimc1 CYG 6grencilere yonelik korkularinin oldugunu ifade etmislerdir.
Olumsuz duygu belirtenlerden K 2 “Bu sinifta staj yapacagim soylendi ama girdim ben de tereddiitteyim. Cok
engelli bir birey gordiim ama o kadar degil yani halam o kadar agir degil. Ogrenciyi ilk bdyle gordiigiimde daha
agirmis gibi sandim. Biraz bdyle sanki korktum gibi.” soézleriyle ifade ederken nétr duygulari olan, K 1 “Ne
hissetmem gerektigini tam bilmiyordum. Sadece sinifa girdim ve izledim.” diyerek olumlu veya olumsuz bir
duyguda bulunmamigtir. Bu temada dikkat ¢eken bir nokta CYG &grencilere yonelik olumlu bir duygunun
katilimcilar tarafindan belirtilmemis olmasidir. Buna karsin CYG 6grencilerle ¢alismaya yonelik 3 katilimcinin
olumlu yo6nde duygularinin oldugu goriilmektedir. Bu duygular genel olarak istekli olma seklinde ifade edilmistir.
CYG ogrencilerden ¢ekindigini ancak ¢aligmaya istekli oldugunu K 2 su sekilde ifade etmistir; “Pek sansli bir
insan degilim ve ben geldigimden beri ¢ok engellilerle calismayi ¢ok istiyordum. Ben ¢ok mutlu oldum.” diyerek
o0gretmenlik uygulamasma yonelik olumlu yonde bir goriis belirtmistir. Diger katilmct K 3 ise “Ben
beklemiyordum ve diisiinmiiyordum. Ama sonra yani birden ¢aligmayi1 istedim. Ama bdyle ilk heyecanlantyorum
hi¢ tecriibem yok.” seklinde CYG 6grencilere karsi tedirginlik duysalar bile ¢aligmaya kars: istekli olduklarini
belirtmislerdir. Ogretmenlik uygulamasini ilk etapta istemedigini belirtmistir. Bu temada tiim katilimcilarin CYG
ogrencilere karst olumlu duygular hissetmedikleri goriilse de ii¢ katilimcinin s6z konusu 6grencilerle 6gretmenlik
uygulamasi yapmak istedikleri anlasgilmaktadir.

1.2. Egitim Ortanu

Tablo 3

Egitim Ortamina Yénelik Goriisler
Goriigler

Okul ortamini uygun bulan goriisleri

Okul ortamina iligkin goriisler Okul ortamini uygun bulmayan goriisler

Sinif ortamini uygun bulan goriisler

Sumf ortamna iliskin gorisler Sinif ortamini uygun bulmayan goriisler

Ayr1 egitim ortamini uygun bulanlar
Kaynagtirma egitim ortamini uygun
bulanlar

Ayri egitim-kaynastirma egitimine
iligskin goriisler

N A B DN O O

Egitim ortami temasinda CYG dgrencilerin egitim aldiklari ortamla ilgili olarak goériisme sorularinda
sadece sinif diizeyinde sorular olmasina karsin adaylar okul ortamina iliskin de goriislerini ifade etmislerdir. Bu
baglamda Tablo 3’te egitim ortamina yonelik goriislerin okul ortami, sinif ortami ve kaynagtirma egitim ortami
seklinde ayrildig1 goriilmektedir. Ogretmen adaylarinin simif ortamina yénelik goriisleri iki katilimer tarafindan
uygun bulunurken, diger dort katilimer tarafindan uygun bulunmamigtir. Sinmif ortaminin uygunlugunu K 5 su
sozlerle ifade etmistir: “Sinifimiz biiyiikk bir sinif. Biz dort kisiyiz bes kisiydik dorde diistiikk. Yani gerekli
materyallerimizde var neler eklenebilir belki duvar farkli materyalle mevsim seritleri ama biz daha c¢ok sey
dokunsal ¢alistigimiz igin su an pek bir eksik yok ama kiigiik seyler eklenebilir.”

Smifi fiziksel yap1 olarak uygun bulmus fakat birkag materyal eklenebilecegini belirtmistir. K 2 ise sinifin
CYG ogrenciler i¢in uygun olmadigini “Uygun olmadigimi uygunsuzlugu oldugunu biliyoruz ama neyden
aldigimiz egitim sonucu biliyoruz zaten. Bir oyun odasi var oraya girmisiz penceresi yok bir seyi yok. Isig1
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aciyoruz falan karanlik bir yer. Smif siralardayiz mesela ben bu ¢ocuga bir seyler yaptirmak istiyorum simifta o
kadar kiigiik ki ayaga kalkmasi lazim. Bir de biz ¢ok engelliler oldugu igin sira degil bizimkiler masa sandalye.
Cocuklarin boyuna gore ayarlanmig masa ve sandalye. Biraz daha da biiyiikk bunlara goére oraya cekmeye
calistyorsun ayaga kaldirmaya calistyorsun olmuyor. iki adim atsan simif bitiyor zaten. Siirekli cocuklar1 sandalye
ve masada tutmak zorunda kaltyoruz. Bir oyun odasina gidebiliyoruz bir de kondisyon odasina gidebiliyoruz. Onun
disinda sinifin ¢ok bir seyi yok yani kii¢iik.” sozleriyle ifade etmistir. K 1 ise, “Aslinda kii¢iik bir sinif... Dolap
var §gretmen masasi var siralar var ¢gocuklar mesela kalkmak istediklerinde illaki bir yerlere ¢arpiyorlar bunda da
zorluk oluyor. Kapiy1 ararken mesela orada bilgisayar masast var diyelim ki ona g¢arpiyor. Ya da diger kapi
tarafinda ¢ok yakin birbirine 6gretmen masasi var oraya garpiyor. Ya sirasindan kalkarken falan dolaba
carpabiliyor. Ya dolapla sira arasinda goyle bir mesafe var kalktigi zaman garpabiliyor. Bu a¢idan hani sinif
ortaminda onlar sey yaparken bagimsiz hareket ederken zorlanabiliyorlar ¢arpabiliyorlar siirekli.” seklindeki
goriiglerini, K 2 ile benzer bir bi¢cimde ifade etmistir.

Sinif ortamuyla ilgili goriislerin farlilik géstermesi her siifin birbirinden farkli olmasina bagl olabildigi
diisiiniilmektedir. Ciinkii CYG 06grencilerinin bulundugu siniflarinin belli bir standart bulunmamaktadir. Bu
nedenle de smif ortami, bir katilimci i¢in uygun bulunurken bagka bir katilimci tarafindan uygun
goriilmeyebilmektedir. Bu nedenle katilimcilarin siif ortamini uygun bulup bulmamasindan daha ¢ok sinif ortami
ile ilgili verdikleri onerilere dikkat ¢ekilmistir.

Tablo 3’ te gordiigiimiiz diger bir baglik da okul ortamina dair goriislerdir. Burada da smnif ortamu ile ilgili
belirtilen goriislerden farkli olarak alti katilimer da olumsuz goriis bildirerek okul ortamimin uygun olmadigini
belirtmislerdir. Okulun fiziki yapisinin uygun olmadigin1 K 1 “Mesela Selebral Palsili bir 6grenci merdiven
cikarken zorlantyor. ikinci katta sinif mesela lavaboya gikarken zorlaniyor. Smif 6gretmeni ¢ikartiyor ya da ben
yemege indirirken inerken ¢ok sikinti yasamiyorum ben belki ama ¢ikarken ¢ok sikint1 yagadigini duyuyorum hani
ben hi¢ ¢ikarmadim daha ama Gyle de bir sikint1 var.” sézleriyle ifade ederken K 4 “Cok engelli cocuklar igin de
mesela onlarin kendine ait bir alanlar1 yok diye diisiiniiyorum. Zaten kapida anneleri var tamam teneffiisiim var
teneffiiste bir yere hani bir sey yok bos geciyor gibi. Hani o ortam iste koridor seyi herkes birbirine carpiyor.
Fiziksel olarak pek giizel degil bence.” seklinde ifade etmistir. Diger dort katilimer da bu goriislere benzer bir
sekilde okulun CYG 6grenciler i¢in uygun olmadigini belirtmislerdir.

Egitim ortamiyla ilgili diger bir baslik olarak CYG 0Ogrencilerin, kaynastirma veya ayri egitim
ortamlarinda egitim almasina yonelik goriisler olarak karsimiza ¢ikmaktadir. Ayri egitim ortaminda dgrenciler
gorme engelliler okullarinda onlara ayrilan 6zel egitim siiflarinda egitim gérmektedir. Kaynastirma egitiminde
ise normal gelisim gosteren akranlartyla ayni okulda yar1 zamanli veya tam zamanli kaynastirma seklinde egitim
verilmektedir. Tirkiye’de daha ¢ok hafif diizeyde yetersizligi olan 6grenciler kaynastirma egitimi alirken, agir
diizeyde yetersizligi olan 6grenciler ayri egitim ortamlarinda egitim almaktadirlar. Buna bagli olarak katilimcilarin
CYG ogrencilerin egitim ortamlarina yonelik goriigleri farklilasmaktadir. Genel olarak katilimcilar CYG
smiflarinda bulunan fakat yetersizlik diizeyleri digerlerine gore daha hafif olan Ggrencilerin kaynastirma
alabilecegini savunurken K 4 diisiincelerini “Kaynastirma da olsalardi ya da gérmelerini ¢ok iyi kullanan ¢ocuklar.
Hani ben onlarla ¢izgi ¢calismasi yaptyorum boyama g¢alismasi yaptyorum sekilleri taniyorlar. Yani kaynastirmada
olsalar bence daha yararli olacak onlar i¢in. Ben hani okuma yazmada bile geciktiklerini diisiinliyorum mesela.
Okuma yok hani belki yazma daha zor ama en azindan su an okuyabileceklerini diisiiniiyorum harfleri
taniyabileceklerini diisiiniiyorum iki 6grenci i¢in...” seklinde, K 3 ise “Yani su an i¢in evet. Sabah gelip 6gleden
sonra gidiyorlar. Yatili kalmalar1 da ¢ok gerektirdigini diislinmiiyorum su ac¢idan yani zaten iki dgrencinin
performansi ¢ok iyi oldugu igin onlar normal okula geliyor gibiler...” sozleriyle ifade etmislerdir.

1.3. Ogretmen Adaylarimin Egitimi
Tablo 4
Ogretmen Adaylarinin Aldiklar Egitimlere Iliskin Goriisler

Egitim f
Teorik derslerde edinilen bilgilerin yararli olmasi

CYG dgrencilerle uygulama yaparak deneyim kazanma istegi 6
Not: CYG = Coklu yetersizligi olan gérmeyen.

Ogretmen adaylarinin egitimi temasi altinda katilimcilarin 8gretmenlik uygulamasina baglamadan énce
CYG ogrencilere yonelik aldiklar teorik derslerden elde ettikleri deneyime iliskin goriisleri ve bu 6grencilerle
calisarak 6gretmenlik uygulamasi siiresince deneyim kazanma isteklerine yonelik goriisleri karsimiza ¢ikmaktadir
(Tablo 4). Alinan derslerle ilgili olarak K 6 “Cok engelliler dersi vardi biri o oldu. Baska 6z bakim dersinde de
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bunlara ¢ok deginmistik. Cocugu bagimsizliga ulagtirma konusunda. Mesela davranis dersinde bunlarla ilgili cok
fikir olustugunu diistinliyorum. Yani evet mesela staja gittiimizde cocugun davranisinda bunlarin ¢ok isime
yaradigmi diisiiniiyorum. Cocuk bunu niye yapiyor bir seyden mi kagintyor bir sey mi istiyor hani bunu algilamada
faydasi oldugunu disiiniiyorum.” sozleriyle lisans boyunca aldig1 derslerin kendisi i¢cin 6nemli bir deneyim
sagladigin belirtmektedir. K 2 ise “Ve gegen yil davranis dersinde hocamiz dersi verirken bunlarin hepsini stajda
kullanacaksiniz diye tekrar tekrar {izerinden geciyordu. Daha sonra ¢ok engelliler dersini aldik. Onun disinda tiim
dersler icerisinde zaten 6grencilere karsi tutumlarimiz nasil olmasi gerektigi onlar1 kaynastirma olmasi iletisimi
bunlara yonelik zaten her derste ufak tefek seyler mutlaka konusuyoruz.” diyerek lisans boyunca aldig: derslerin
kendisi ve 6gretmenlik uygulamasi i¢in dnemli gérmektedir.

Diger katilimcilar da lisans boyunca aldiklart derslerin 6gretmenlik uygulamasi i¢in kendilerini
destekleyeceklerini diisiinmektedirler. Ogretmen adaylarimin egitimi temas: altinda dikkat ceken en Gnemli
ayrmtinin katilimcilarin tamami tarafindan CYG 6grencilerle ¢aligarak en zoru gérme istegi ve diislincesi oldugu
sOylenilebilir. Katilimcilar bu tiir yetersizligi olan 6grencilerle deneyim kazanirlarsa tek veya hafif diizeyde
yetersizligi olan &grencilerle daha rahat ¢alisabileceklerini diisiinmektedirler. Ayrica bu deneyimi kazanirken
tecriibeli 6gretmenlerin ve iiniversitedeki uygulamadan sorumlu akademisyenlerin Onerileri ve geri bildirimleri
sayesinde CYG ogrencilerle ilgili daha tecriibeli olacaklarini diisiinmektedirler. Bu goriislerini K 5 “Goérdiim ki
okuldan sonra karsilasma imkanim yiiksek. ilk karsilasmamda yanimda bilen insanlarin tepkisini gormek istedim.
Yani hocanin tepkisini asistanin tepkisini oradaki 6gretmenin tepkisini gormek istedim onlara karsi. Ben gorme
engellilerle ¢alisgtim onlarla kil yaptik pek zorlanmadim bunu yapabilirim diye diigindiim. Ama digerlerini hig
karsilasmadigim i¢in daha profesyonel insanlarin yaninda karsilagsmak istedim.” sozleriyle ifade etmistir.

2. Ogretmen Adaylarimin Ogretmenlik Uygulamasi Sonunda CYG Ogrencilere ve Egitimlerine Yonelik
Gériislerine Iliskin Bulgular

2.1. Duygular
Tablo 5
Duygular
Duygular f
Mutluluk 6
CYG oOgrencilere yonelik duygular Notr 0
Korku, bilinmezlik 0
CYG o6grenciler ile caligmaya Istekli 6
yonelik duygular Tedirginlik 0

Not: CYG = Coklu yetersizligi olan gérmeyen.

Tablo 5’1 inceledigimizde katilimeilarin duygular ilk goriismede oldugu gibi CYG 6grencilere yonelik
ve dgrenciler ile ¢aligmaya yonelik olmak iizere iki basliga ayrilmaktadir. Son goriismede katilimeilarin hepsi
CYG ogrencileri ¢ok sevdiklerini, onlarla ¢aligmaktan, onlara bir seyler 6gretmekten ¢ok mutlu olduklarini
belirtmiglerdir. K 2 bu duygularini, “Dénemin baginda da demistim zaten ilk sinifa geldigimde bir Grkmistim
korkmustum ama bekledigimden ¢ok daha fazlasi ¢iktt hani hi¢ bekledigim gibi ¢ikmadi. Cocuklarin 6grenmesi
potansiyeli ¢ok c¢ok yiiksek yani... Veremeyecegimizi diisiindiigiimiiz seyleri bile 6grenebiliyorlar.” sdzleriyle
ifade ederken, K 3 “Ilk bir ortama girdigimdeki goriisiimiiz ile sonraki ayn1 olmuyor. Dedigim gibi ben ilk iste cok
cekiniyordum. Yanlis bir sey yapar miyim kaygisi vardi. ilk defa karsilagtyorum bdyle bir durumla. Oncesinde de
hicbir yasantim olmamisti. Ama sonra o kadar alistim ki yani biz onlarin tepkilerini biliyoruz. Onlar bizi artik
taniyorlar. Yani nasil desem ve daha ¢ok 6grenebileceklerini yani kisitli olacagini diisiinlirdiim. Sonra bir sey
Ogretiyoruz 6greniyor. Boyle birden farkindalik olusuyor bizde. Ben yani 6grenme durumlarina karsi diyelim
tutumum degisti. ik bir de bizimle olan iletisimleri yani hep boyle bir uzak kalacakmisim gibi gelmisti bana. Ama
simdi yani dogru bir sekilde iletisime gecildiginde sorun olmayacagini diigiiniiyorum.” sdzleriyle ifade etmistir.

Diger dort katilimer da ayni sekilde bu gocuklarla ¢aligmanin kendilerini ok mutlu ettigini belirtmiglerdir.
CYG ogretmenlik uygulamasima yonelik ise alti katilimc1 da bu siniflarda uygulama yaptigi i¢in ¢ok mutlu
oldugunu, bu uygulamanm kendilerine 6gretmenlik becerileri agisindan ¢ok sey kattiklarini belirtmislerdir. K 1,
“Yani zor oldugunu fark ettim. Zor ama sey ufakta olsa bir sey basardigin zaman daha mutlu oluyorsun. Belki hani
bir caba istiyor gercekten caba istiyor. Bir de hani geri bildirimi daha ge¢ oldugu icin insan biraz daha kolay
yilabiliyor ama y1lmazsan devam edersen ger¢ekten mutlu ediyor ama zor.” sozleriyle bu siniflar da staj yapmanin
mutluluk veren bir yani1 olmasinin yan sira zorlugundan da bahsetmistir. K 4 ise “Burada istiyordum ve bana
kurada ¢ikmamisti ¢ok engelliler. Kendim degistirmistim arkadasimla. Pigsmanlik yasamadim bununla ilgili yani
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niye ¢ok engellileri sectim diye. Hatta ¢ogu zaman sinifta rahat oldugumu da diisliniiyorum 6grencilerle iletisim
yaklagma konusunda da. Rahat oldugumu diisiiniiyorum ve bana ¢ok sey kattigin1 da diisiiniiyorum farkli bir sinif
olarak. Hani hi¢ boyle bir deneyimim yoktu yani hi¢ pismanlik yasamdim bu acidan ya da tabi ki zorluklar1 da
vardi siire¢ igerisinde. Ama bana ¢ok sey kattigini diisiiniiyorum.” sdzleriyle K 1 ile ayni diisiinceleri paylastigi
goriilmektedir.

2.2. Egitim Ortami
Tablo 6

Egitim Ortamina Yonelik Goriisler
Goriigler

Okul ortamini uygun bulan goriisleri

Okul ortamina iligkin goriisler Okul ortamini uygun bulmayan goriisler

Sinif ortamini uygun bulan goriisler

Smif ortamuna iliskin gorisler Siif ortamini uygun bulmayan goriisler

Ayri egitim-kaynastirma egitimine Ayri egitim ortamini uygun bulanlar
iligkin goriigler Kaynastirma egitim ortamini uygun bulanlar

WwWw OO O O+

Tablo 6’y1 inceledigimizde okul ortamina ve sinif ortamina yonelik olumlu goriis bulunmadigim
gormekteyiz. Katilimeilar 6gretmenlik uygulamasi sonunda yapilan goriismede okulun ve sinifin fiziki yapisinin
ve olanaklarmmm CYG 0&grenciler igin yetersiz oldugunu belirtmislerdir. Bu baglamda K 2 smifin uygun
olamadigini, “Simiflarin kiigiik olmasi. Ciinkii ¢ok i¢ i¢eyiz 6zellikle bizim sinifta okulun en kii¢iik sinifiymis 6zel
egitim sinifi olarak. Hani aramizdaki mesafe bu iki 6grenci yan yana ikisini ayni anda idare edebilmek i¢in de yan
yana alryorum mesela. Digeri tek. Dedigim gibi birbirlerinin seslerinden de rahatsiz olmaya baslayinca problem
davranis sergileyip iicli ayn1 anda o anda zorlandigimiz idare etmekte zorlandigimiz oluyor.” sozleriyle ifade
ederken K 3, “Soyle bir sey var bizim genis bir sinifimiz var. Biz simdi sabah toplantilar1 mesela yapiyoruz. Mesela
¢ocuklarin iletisimi acgisindan bizde bir halka olabilirdik yerde sinifin zeminini kolay kullanabilirdik. Hani hep
cocuklar sirada oturuyor yani. Bu seklide her seyi sirada yapiyoruz. Mesela bazi 6gretimlerin sirada olmamasi
gerekiyor daha farkli bir konumda. Hani dyle bir yetersizligi var. Gerisinde ferah bir sinifimiz var rahatga iglerimizi
yapabiliyoruz. Bir de mesela ben ¢alisiyorum 6grencimle diger arkadasimda 6grencisiyle ¢alisiyor bir karmasa
oluyor. Hani siniflarin bdyle bir seyi var. Hani ¢ocuk etkilenebiliyor. Gidiyor 6biir 6gretmenin sdyledigine cevap
veriyor. Orada Ogretim bir kesintiye ugruyor.” seklinde sinifin farkli olanaklara sahip olmasi gerektigini
belirtmistir.

CYG ogrencilerin kaynastirma veya ayri egitim ortaminda egitim almalar1 gerektigi ile ilgili olarak
kaynagtirma egitiminin kurallarina uygun olarak yapilmasi dahilinde bu Ogrencilerin kaynastirma egitimi
alabilecegini ifade eden iki katilimc1 bulunmaktadir. CYG 6grencilerinin normal gelisim gosteren akranlariyla bir
arada egitim almalari ile sosyal anlamda gelisebileceklerini, iletisim becerilerinin artabilecegini belirtmislerdir. Bu
goriiglerini K 1 “Diger ¢ocuklarla da hani kendilerine ait zamanlart oldugu derslerini yaptig1 bir sey olabilir yart
zamanli. Diger sosyal aktivitelerde bazi derslerde resim dersinde miizik dersinde normal akranlari ile ya da o
okulun gérme engellileri ile ayni ortamda olabilirler diye diisinliyorum.” s6zleriyle ifade ederken K 3, “Simdi
goniil isterdi ki kaynastirma olsun. Ama hani zaten oturmamig bir kaynastirma sistemi var. Tek engelli bir 6grenci
icin zorken bizim ¢ocuklarimiz gergekten zor. Hani onlar i¢in ayri egitim ortamlart yine mesela ayri bir okul
olabilir ama iste demin sinifta bahsettigimiz yine diizenlemeler yapilabilir.” diyerek CYG 6grencilerin ayr1 bir
egitim ortaminda fakat daha diizenli siniflarda egitim almasi gerektigini ifade etmistir.

2.3.0gretmen Adaylarimin Egitimi
Tablo 7
Ogretmen Adaylarinin Aldiklar Egitimlere Iliskin Goriisler

Egitim f
Alman teorik derslerden edilen deneyim

CYG odgrencilerle uygulama yaparak deneyim kazanma istegi 6
Not: CYG = Coklu yetersizligi olan gérmeyen.

Tabloyu 7’yi inceledigimizde ilk goriismeden elde edilen bulgular ile farklilasmadigini gérmekteyiz.
Katilimeilarin  hepsi ilk goriismede alinan teorik derslerin onlara deneyim sagladigini ve ¢ok islerine
yarayacaklarini ifade etmiglerdir. Son goriismede de alinan teorik derslerin deneyim sagladigi konusunda
diisiinceleri devam etse de ufak bir farklilik bulunmaktadir. Ogrenciler teorik derslerin CYG dgrenciler ile ¢alisma
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konusunda yetersiz kaldigini, derslerin kapsamiin genisletilerek bu 6grencilerle galismaya daha donanimli
baslamak istediklerini belirtmiglerdir. Bu kapsamda K 6 “CYG o6grencileri daha ¢ok taniyabilecegimiz hatta
ogretmenlik uygulamasina gegmeden onlar1 gézlemleme firsatimiz olsa mesela, derslerde bu 6grencilere akademik
becerileri nasil 6gretecegimizle ilgili daha ¢ok ders olsa...” seklinde diisiincelerini belirtmistir. Katilimeilarin yine
hepsi CYG ogretmenlik uygulamasini zor olarak gorseler de deneyim kazanmak agisindan iyi bir firsat oldugunu
belirtmislerdir. Ogretmenlik uygulamasindan sonra da bu gériisleri degismemis, uygulama siirecinin kendileri igin
iyi bir firsat oldugunu ifade etmislerdir. Bu diistincelerini K 4, “Pigmanlik yasamadim bununla ilgili yani niye ¢ok
engellileri sectim diye. Hatta ¢cogu zaman sinifta rahat oldugumu da diisiiniiyorum &grencilerle iletisim yaklagsma
konusunda da. Rahat oldugumu diisiiniiyorum ve bana ¢ok sey kattigini da diisiiniiyorum farkli bir sinif olarak.
Hani hi¢ boyle bir deneyimim yoktu yani hi¢ pigmanlik yasamdim bu agidan ya da tabi ki zorluklar1 da vardi siireg
igerisinde. Ama bana ¢ok sey kattigim diisiinliyorum.” sozleriyle ifade ederken K 3 “Ya ilk ¢ok engelliler olarak
diistinmilyordum. Sonra hani iste staja gittik. Yani bana $oyle bir karsilasgtirma yapiyorum. Sadece gorme engelli
ogrencilerden daha ¢ok sey katiyor. Yani soyle ifade edeyim yanlis olmasin biz en kéti durumu goriiyoruz.
Digerlerine zaten uyarlama rahat. En zorunu goriiyoruz hani o benim i¢in daha ¢ok bir deneyim oldugunu
diisiiniiyorum. Yani diger 6grencilerle daha kolay calisirim. Ama ¢ok engellilerde bana daha ¢ok deneyim kattigini
diisiiniiyorum.” sdzleriyle deneyim kazandigini belirtmistir.

3.0gretmen Adaylarinin Ogretmenlik Uygulamas: Basinda ve Sonundaki CYG Ogrencilere ve Egitimlerine
Yonelik Goriislerinin Farkliliklarina Iliskin Bulgular

Katilimcilarin gériisme bulgular: karsilastirilip incelendigi zaman 6gretmenlik uygulamasina baglamadan
onceki gorisleri ile 6gretmenlik uygulamast sonundaki goriislerinde 6nemli farkliliklar oldugu goriilmektedir.
Ozellikle CYG 6grencilere yonelik duygular temasinda alt1 katilimcidan 4°ii olumsuz duygular, 2’si tam olarak bir
sey hissetmedigini belirtirken, uygulama bittikten sonra alt1 katilimcinin tamami olumlu duygular hissettiklerini,
ilk bastaki duygularin tamamimin degistigini belirtmislerdir. K 2, “Zaten onu agik¢asi birinci dénem fikrim
degismisti. Hani staja basladiktan ¢ok da uzun siirmedi fikrimin degismesi. Belki de beklentimi ¢ok diisiik tuttum
veya sinifa ilk girdigimde gergekten tedirgindim. Ciinkii cok engellilerle hi¢ ¢alismadim. Hi¢ yan yana gelmedim.
O yiizden tedirgindim. Ama milkemmel hi¢ o anlamda kesinlikle daha fazlasini 6greniyorlar.” sozleriyle s6z
konusu 6grencilere yonelik fikrinin degistigini belirtmistir.

Tiim katilimcilar 6grencilerle gegirmis olduklari olumlu yasantilari anlatarak diistindiiklerinden ¢ok farkl
ogrenciler olduklarini belirtmislerdir. Egitim ortami temast ile ilgili olarak ise baslangigta sinif ortaminin fiziksel
yapistyla ilgili iki katilimer olumlu goriisler belirtirken, son gériismede 6 katilimer da olumsuz goriis belirterek
smifin fiziki yapisinin CYG 6grenciler i¢in uygun olmadigmi belirtmislerdir. Bu goriisle ilgili olarak 6gretmen
adaylarinin 6gretim yili boyunca edindikleri deneyimin &nemli oldugu diisiiniilmektedir. Ogretmen adaylari
uygulama sonunda okulun ve sinifin fiziki yapisina daha elestirel gozle bakabildikleri gdzlemlenmistir. Bu
goriislere 6rnek olarak K 5, “Ya mesela bizim smif genis diger siniflara gore ama. Bakiyorum kutu gibi siniflar
var. Ve hani biz oturup bir minder etkinligi yapamiyoruz. Ya da ne biliyim hani bir evcilik oynamak istesek mesela
¢ocuklarla ki miisait cocuklar var buna. Mesela ben en son 6gretimde paralarin 6gretimini yaptim. Bir kdseyi
kirtasiye bir koseyi bakkal yapmak istedim ama sey oluyor yani bir tikaniyorsunuz anlatabiliyor muyum? Bir kere
genis degil. Isiklandirmalar uygun degil. Ondan sonra ve her simifin bence ayirt edici bir uyarana sahip olmasi
lazim yani mesela sinif girig kapis1” seklinde dgretim yili sonunda 6nerilerini dile getirmistir.

Ogretmen adaylarinin egitimi temas1 altinda ise aldiklar1 teorik derslerin ilk gériismede diisiindiikleri gibi
son goriigmede de c¢ok faydasi oldugunu ancak uygulama ile desteklenmesi gerektigini ifade etmislerdir.
Katilimeilarin hepsi ilk goriismede deneyim kazanmada yaptiklari 6gretmenlik uygulamasinin yararli oldugunu
olabilecegini belirtirken son goriismede de ayni yonde fikirlerini belirtmislerdir. Ogretmenlik uygulamasinin
deneyim kazanmak agisindan yararli oldugunu belirtirken mezun olduktan sonar da her tiirlii yetersizlige sahip
ogrenciyle galisabileceklerini ifade etmislerdir. Bu diisiincelerini K 4, “Pigmanlik yasamadim bununla ilgili yani
niye ¢ok engellileri se¢tim diye. Hatta ¢cogu zaman siifta rahat oldugumu da diisiiniiyorum 6grencilerle iletisim
yaklasma konusunda da. Rahat oldugumu diisiiniiyorum ve bana ¢ok sey kattigini da diisiiniiyorum farkli bir sinif
olarak. Hani hi¢ bdyle bir deneyimim yoktu yani hi¢ pismanlik yasamdim bu agidan ya da tabi ki zorluklar1 da
vard: siire¢ icerisinde. Ama bana ¢ok sey kattigini diisiiniiyorum.” seklinde ifade ederken K 3, “Ya ilk ¢ok
engelliler olarak diisiinmiiyordum. Sonra hani igte staja gittik. Yani bana sdyle bir karsilastirma yapiyorum. Sadece
gorme engelli 6grencilerden daha ¢ok sey katiyor. Yani soyle ifade edeyim yanlis olmasin biz en kotii durumu
goriiyoruz. Digerlerine zaten uyarlama rahat. En zorunu goriiyoruz hani o benim i¢in daha ¢ok bir deneyim
oldugunu diistinliyorum. Yani diger 6grencilerle daha kolay calisirm. Ama ¢ok engellilerde bana daha ¢ok
deneyim kattigini diisiiniiyorum.” sdzleriyle deneyim kazandigini belirtmistir.
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Tartisma

Bu calismada CYG &grencilerin smiflarinda uygulamaya devam eden 6gretmen adaylarmin uygulama
ogretim yili basinda ve sonunda bu o6grencilere ve egitimlerine yonelik goriislerini ve bu goriisler arasinda
farklilagsma olup olmadig: incelenmistir. Bu amagla her 6gretmen aday1 ile 6gretmenlik uygulamasi 6gretim yili
basinda ve sonunda olmak iizere iki defa goriisme yapilmistir. Goriismelerden elde edilen bulgulart
inceledigimizde genel anlamda CYG 6grencilerin siniflarinda yaptiklar1 6gretmenlik uygulamasinin katilimeilarin
CYG oOgrencilere ve egitimlerine iliskin goriislerinde olumlu yonde etkisi oldugu goriilmektedir.

Duygular temasi incelendiginde 6gretmenlik uygulamas: basinda katilimcilarin bazilarinin olumsuz
duygulart olmasma karsin, dgretmenlik uygulamasi sonunda katilimcilarin tiimii olumlu duygular1 oldugunu
belirtmislerdir. CYG &grencilere yonelik olumsuz duygularm olumlu yonde degismesinin bu siniflarda yasadiklar
deneyim ile iligkili oldugu diisiiniilmektedir. Zira katilimcilar da bu degisimin C'YG ¢ocuklart tanimalari ve onlarla
kazandiklar1 yasantilarin sonucu oldugu yoniinde goriis bildirmislerdir.

Chalmers ve digerleri (1998) tarafindan yapilan ¢alismada da agir diizeyde yetersizligi olan bireylerle
calisan Ogretmenlerin; 6grenci 6zelliklerine yeterince hakim olmamalarimin ¢aligma sartlarint zorlastirdigi ve
ogrencilerle etkilesim kurmada giicliik yagamalarina sebep oldugu ortaya konulmustur. Ayni ¢aligma yetersiz
materyal, yetersiz personel, yetersiz fiziki ortam gibi sebeplerin de 6gretmenlerin, CYG &grenciler ile calisirken
zorlanmasina sebep oldugunu belirtmistir. Bu ¢aligmada da katilimcilar smif ortamlarinin CYG 6grencilerin
egitimlerine uygun olmadigini bu nedenle bazi becerileri 6grencilerle caligmakta giicliik yasadiklarin
belirtmiglerdir.

Ogretmenlik uygulamasi siiresince egitim ortamlarina yénelik gériisleri degisen katilimcilar, deneyim
kazandik¢a smnif diizenini saglama, smifi 6grencilerin 6zelliklerine gore dizayn etme noktasinda goriislerinde
olumlu ydénde degisiklik kaydetmislerdir. i1k goriismede katilimeilar fiziksel ortama iliskin derinlemesine bir goriis
belirtememisken 6gretmenlik uygulamasi sonunda yapilan gériismede uygulama yaptiklari siniflara daha elestirel
gozle bakabilmislerdir. Bu goriis degisikligi kazandiklar1 deneyimin olumlu bir etkisi olarak yorumlanabilir.
Katilimeilar, son goriismede 6grencilerin fiziksel &zelliklerine uygun siralarin, rahat konumlandirabilmek igin
minder ve koltuklarin, ¢ocuklarin 6zelliklerine uygun materyallerin olmasi gerektigini dile getirmistir. Safak
(2018)’ da CYG o6grencilerin yer aldig: siniflarda bitytik/kiiciik grup egitimi yapabilmeye olanak tantyacak portatif
siralar, 6grencilerin ilgi alanlara gore dizayn edilmis ve dinlenmesini saglayacak kisisel alanlarin bulunmasinin,
¢ocuklarin gelisimine katki saglayacagi gibi, siif yonetimini de kolaylastirabilecegini dile getirmistir.

Katilimeilar, 6gretmen adaylarinin aldiklari egitim temasi altinda genel anlamda aldiklari teorik derslerin
uygulamaya katki sagladigim ancak CYG Ogrenciler ile yapilacak gbzlem ve uygulama deneyimlerinin
zenginlestirilmesi gerekliligini dile getirmislerdir. Benzer sonuglara Adigiizel ve digerleri (2017) tarafindan
yapilan calismada da ulasilmis ve bu calisma sonucunda 6zel egitim lisans programlarinda agir ve ¢oklu
yetersizlige yonelik derslerin sayilarmin artirilmasi ve teorik derslerin uygulamalarla desteklenmesi onerilmistir.
Dedeoglu ve digerlerinin (2004) yaptigi calisma da benzer sekilde 6zel egitim programi lisans 6grencilerinin
aldiklar1 derslerde uygulamalarin yetersiz oldugu, teorik bilgilerin uygulamada somutlastirilamadig: i¢in hizli bir
sekilde unutuldugu, bu durumun 6niine gegmek i¢in de derslerin olabildigince uygulamaya dayali yapilmasi ve
uygulama siiresinin arttirilmasi y6niinde gorisler belirtildigi ¢alismanin sonuglari ile tutarlilik gostermektedir.
Ozel egitim 6gretmenliginden mezun olan her 6gretmen aday1 meslege basladiktan sonra agir ve/veya coklu
yetersizligi olan ¢ocuklarla, bir kisim 6gretmen aday1 da CYG cocuklarla karsilasabilmektedir. Bu nedenle CYG
ogretmenlik uygulamasi olmasa da tiim teorik derslerin bu yonde zenginlestirilerek tim 6zel egitim 6gretmen
adaylar1 tarafindan bu derslerin alinmasi 6nerilmektedir.

Horrocks (2010) tarafindan yiiriitilen c¢alismada, CYG 0&grencilerle ¢alisan Ogretmenlerin, siif
igerisindeki performanslarinin artmasi igin hizmet i¢i egitim almalar1 gerektigi, hizmet i¢i egitim alan
ogretmenlerin CYG 0Ogrencilere daha nitelikli bir egitim 6gretim yasantist sundugu goriilmistiir. Yapilan bu
caligmada da katilimcilarin 6gretmenlik uygulamasi basinda ve sonunda belirttikleri goriisleri dogrultusunda,
uygulamanin ve teorik derslerin 6nemli oldugu sonucu ¢ikarilabilir. Bu baglamda hali hazirda CYG 6grenciler ile
¢alisan ve onlarin egitimine yonelik herhangi bir egitim almamis 6gretmenlerin nitelikli ve uygulamaya doniik bir
hizmet i¢i egitim ile desteklenmeleri 6nemli goriilmekte ve onerilmektedir. Ayni zamanda &gretmenlere dijital
ortamda sunulabilecek bilgi ve uygulamaya doniik materyallerin hazirlanmasi, hali hazirda alanda ¢alisan
dgretmenlerin erisimine sunulmasi da ise yarar olabilecek bir uygulama olarak goriilmektedir. Ogretmenler,
uzaktan ya da yliz ylize yasantilarla alacaklar1 hizmet i¢gi egitimlerle birlikte onlara rehberlik eden lider 6zel egitim
ogretmenleri araciligr ile de CYG 6grencilerle olan egitim yasantilarini iyilestirebilirler. Collins ve digerleri
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(2017), lider 6gretmenlerin aileler, meslege yeni baslamis 6zel egitim 6gretmenleri gibi bircok paydasa yonelik
destek saglayici ve rehberlik edici rolleri iistlenebileceklerini belirtmistir. Bu kapsamda CYG 6grenciler ile hizmet
oncesi donemde calisma deneyimi firsati bulan 6gretmenlerin lider 6zel egitim 6gretmenligi kapsaminda alan
meslektaslarina katki sunabilecegi de diistintilmektedir.

Bu calismaya katilan &gretmen adaylart 6zel egitim programi 6. yariyilinda CYG Ogrencilerin
egitimlerine yonelik iki kredilik bir se¢meli dersi uzaktan almislardir. Katilimeilar 6zel egitim programinda, 4.
yartyll gozlem dersi ve 6. yartyilinda bulunan kurum deneyimi derslerini pandemi sebebiyle uzaktan almiglar,
yetersizligi olan 6grencilerle karsilagma ve deneyim edinme firsatt bulamamislardir. Bu ¢aligmada katilimcilarin
goriisleri dogrultusunda daha fazla deneyim ve uygulama firsatinin 6nemli oldugu ortaya ¢ikmaktadir. Bu nedenle
yeni yapilandirilacak 6zel egitim dgretmenlik programlarimin deneyim ve uygulamaya yonelik ders igeriklerini
arttirilmasi, 6zellikle ¢oklu yetersizlige yonelik ders(ler)e programda yer verilmesi 6nerilmektedir.

Yapilan bu ¢alisma CYG o6grencilerin smiflarinda uygulamaya devam eden alti 6gretmen adayinin
uygulama 6gretim yili basinda ve sonunda bu dgrencilere ve egitimlerine yonelik goriigleri ile sinirlidir. Bu
calismada devam eden 6gretmenlik uygulamasi siirecinde her hangi bir miidahale yapilmamustir. Bu nedenle ileriki
calismalarda Ogretmen adaylarina verilen 6gretmenlik uygulamasi dersinde yapilacak diizenlemeler ve bu
diizenlemelerin 6gretmen adaylariin goriisleri ve dgretmenlik becerileri tizerindeki etkisini inceleyen ¢aligmalar
planlanabilir. Sonug olarak CYG &grencilerin siniflarinda uygulamaya devam eden 6gretmen adaylarmin
uygulama 6gretim yili baginda ve sonunda bu dgrencilere ve egitimlerine yonelik goriislerinin olumlu yonde
degistigi, bu nedenle CYG 6grencilerle uygulama deneyimlerine yer verilmesi gerektigi ifade edilebilir.

Yazarlarin Katki Diizeyleri

Bu calismada goriisme sorularinin hazirlanmasi ve goériismelerin yapilmasi {i¢ yazar tarafindan ortak
olarak gergeklestirilmistir. Arastirmanin raporlanmasinda da {i¢ yazar esit diizeyde katkida bulunmustur.
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Abstract

Introduction: The study aims to determine whether there are any changes in the perceptions of final year pre-
service special education teachers towards students with Multiple Disabilities and Visual Impairment (MDVI) and
their education as a result of their teaching practice with these students.

Method: The study conducted through semi-structured interviews under qualitative research methods involved
four female and two male pre-service teachers who were purposively selected according to the criterion sampling
method and who were studying in the Visual Impairments Teaching Programme and continue their teaching
practice with MDVI students. The data of the study were collected through semi-structured interviews. The data
were collected before and after the teaching practice and analysed using the content analysis method.

Findings: In the light of the findings obtained, it is observed that the teaching practice with students with MDVI
has a positive impact on the pre-service teachers' perceptions of students with MDVI and their education. After
the practice, all participants had positive experiences with students with MDVI. The pre-service teachers have
critically examined the physical structure of the school and the classroom after the practice; therefore, in the theme
of the educational environment, while initially, two participants found the physical structure of the classroom
positive, in the final interview all participants stated that it was not suitable. In the theme of pre-service teacher
education, it was expressed that theoretical courses were useful but needed to be supported by practice. Participants
stated that teaching practice with students with MDV1 was beneficial in terms of gaining experience and that they
would be able to work with students with all types of disabilities after graduation.

Discussion: This study examines the pre-service teachers’ views towards students with MDVI and their education
and shows that they change positively during the year of teaching practice. The pre-service teachers stated that
their feelings and views about the educational environment changed positively as they gained experience.
Participants emphasised the need to enrich special education curriculum by increasing the focus on practice and
experience in course content. In addition, it was noted that in-service training and digital materials could help
teachers to provide quality education.

Keywords: Severe and multiple disabilities, education of multiple disabilities and visual impairment, special
education, teaching practice, pre-service training.
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Introduction

People with severe disabilities are defined by The Association for Persons with Severe Handicaps
(TASH), a civil rights organisation, as people of all ages who require extensive and ongoing support to participate
in integrated community life and achieve the quality of life experienced by people with mild or no disabilities
(Collins, 2007; Safak, 2018; Turnbull et al., 2004). Multiple disabilities are classified as a condition within the
range of severe disabilities (Westling & Fox, 2009), and individuals affected by multiple disabilities are defined
as those affected by more than one type of disability and are unable to benefit from programmes developed for a
single disability (Safak, 2018). In this context, individuals affected by visual and additional disabilities are also
included in the classification of multiple disabilities and are referred to as individuals with Multiple Disabilities
and Visual Impairment (MDVI). Persons with MDVI may experience severe limitations as a result of their
disabilities and may also be included in the group of persons with severe disabilities. Sources that define severe
and multiple disabilities state that these individuals cannot be placed in special education programmes that are
designed for a single type of disability, and also mention the need for specially trained staff, adapted programmes,
and/or instructional materials to achieve success (Individual with Disabilities Educational Act [IDEA], 2011;
Ozyiirek, 1987). In line with this, teachers working with students with MDVI need to be specially trained to meet
the needs of these individuals.

A good teacher education programme should aim not only to equip preservice teachers with theoretical
knowledge and skills but also enable them to demonstrate their knowledge and skills in the best possible way
(Devrim-Day1, 2009; O'Reilly, 1992; Ozyiirek, 2008). The provision of practical courses and theoretical
knowledge together is of great importance in preparing preservice teachers for the profession. Teaching practice
courses, which are taken by preservice teachers to develop their professional competence and to interpret and
transfer the methods, techniques, and materials specific to their field to students, are at the forefront of the
application of professional education (Degirmengay & Kasap, 2013). Through this practice, preservice teachers
who acquire sustained learning have the opportunity to recognise, evaluate, and apply a variety of professional
knowledge according to the characteristics of the students. While theoretical courses are important in terms of
developing a perspective and positive attitude towards the group in which preservice teachers will work, the
opportunity to work one-on-one with students also has a positive impact on teacher attitudes. In particular,
variables such as the frequency, intensity, and duration of interactions with the attitude object (pupils) are said to
have a significant impact on attitudes (Jones, 1984). As in other groups, it has been observed that the theoretical
knowledge provided and the practices carried out for preservice teachers working with students with disabilities
are effective in developing a positive attitude towards students with disabilities (Arslan, 2010; Joanna, 2006;
Larrivee, 1981; Sahbaz, 2011). In his research, Tiifek¢i (1999) emphasises that the teaching practice course brings
about significant changes in the attitudes and behaviours of preservice teachers and that all activities carried out
during a teaching period in the placement schools should be included in this course. Interacting with people with
disabilities is an important factor in changing attitudes towards them; however, it has been found that using both
theory and practice courses together has a much more positive effect on attitudes towards people with disabilities
(Forlin et al., 1999; Gregory, 1997; Hasting et al., 1996). It is well known that attitudes are acquired through
knowledge and experience and transformed into behaviour (Pickens, 2005). Consequently, the role of interaction
in the formation of attitudes towards an event, person, or object is considered important (Selguk, 1997; Sahin &
Bekir, 2016). Therefore, for preservice teachers who will work with students with MDVI, interaction with students
in conjunction with the theoretical courses they attend will ensure that their attitudes towards students are more
realistic.

In Turkey, special education teacher training programmes aim to provide preservice teachers with 8 hours
of teaching experience per week in classrooms with students with disabilities during the final year of study through
the teaching practice course offered in the final year. However, not every special education preservice teacher has
the opportunity to gain experience with students with severe or multiple disabilities, particularly students with
MDVI. Teachers' attitudes are known to be influenced by the level of disability of their students (Campbell et al.,
2003). The theoretical knowledge provided to special education preservice teachers during their undergraduate
education and the teaching practice in their final year is expected to help develop positive attitudes towards the
students with disabilities (Alptekin & Vural, 2004; Bural & Avsaroglu, 2012; Ergenekon et al., 2008; Ergiil et al.,
2013; Karasu et al., 2014; 2008; Yikmuis et al., 2014). Teachers' attitudes are important because they influence the
educational services provided to students and the quality of these services (Park & Chitiyo, 2011).

In this context, providing preservice teachers with experiences with students with MDV1 during their pre-
service period can positively influence their attitudes towards these students and help them provide more effective
educational services. These experiences may also positively influence the nature and extent of support that
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preservice teachers can provide to their colleagues during their in-service period through lead teacher practice.
Lead teacher practice is considered an important development strategy that supports teachers' professional
development and contributes to improving student achievement (Aydin, 2022; Kurt, 2016; York-Barr & Duke,
2004). Preservice teachers who gain experience working with students with MDVI during their pre-service period
can transfer this experience to their colleagues during their in-service period, and take on a supportive and guiding
role for these teachers.

Identifying the views of preservice teachers who undertake classroom practice with students with MDVI
towards these students and their education is considered important for making recommendations for undergraduate
teacher training curriculum? or planning in-service training for teachers already working with students with MDV1.
Although there are studies investigating views and attitudes towards students with disabilities, research on views
and attitudes towards people with multiple disabilities and MDV1 is limited. Based on this need, the purpose of
this study was to determine the views of preservice teachers who continue their practice with students with MDVI
towards these students in classrooms and their education at the beginning and end of the academic year of practice
and the differences between their views at the beginning and end of the academic year. In line with this purpose,
the following questions were sought to be answered:

1. How do preservice teachers who continue their practice in classrooms with students with MDVI view
these students and their education at the beginning of the academic placement year?

2. What are the views of preservice teachers who continue their practice in classrooms with students with
MDVI towards these students and their education at the end of the academic placement year?

3. What are the differences in the views of preservice teachers who continue their practice with students
with MDVI in classrooms towards these students and their education at the beginning and the end of the
academic placement year?

Method
Design of the Study

This study, which aims to determine the views of preservice teachers who continue their practice in the
classrooms of students with MDVI at the beginning and the end of the academic year of practice, and whether
there is a difference between the views at the beginning and end of the academic year, was designed using
phenomenology, one of the qualitative research patterns. Phenomenological research is a type of study that is
constructed based on personal experiences and aims to reveal the common denominators of these experiences
(Creswell, 2007). The semi-structured interview technique used in qualitative research was used in the data
collection process of the study conducted with preservice teachers undertaking the undergraduate practicum course
with students with MDVI. The semi-structured interview technique was chosen because it allows participants to
express their perceptions with their own thoughts and perspectives, which makes it suitable for the purpose
(Merriam, 2013).

Participants

In this study, a purposive sampling method of the criterion sampling type was used to select participants.
Criterion sampling is defined as the selection of individuals or events that have specific characteristics related to
the existing question (Glesne, 2012). For this sample, the criterion was the continuation of MDV1 teaching practice
for the preservice teachers to be interviewed. Four female and two male preservice teachers were voluntarily
selected for the study among 25 senior students who continue their MDV1 teaching practice. Before starting the
interviews with the participants, the purpose of the research was explained, and it was revealed that the interviews
would be recorded and that these recordings would not be used for any purpose other than the results of the research
and would not be shared with anyone other than the researchers. Prior to the data collection interviews, a
preliminary interview was conducted with the participants; the purpose of the research was explained; and an
informed consent form was signed stating that the interviews would be recorded and these recordings would not
be shared with anyone other than the researchers.

Data Collection Tools

In order to determine the opinions of preservice teachers who continue their practice in the classrooms of
students with MDVI at the beginning and the end of the academic year, two separate interview forms were
prepared. The first interview form, designed to assess opinions at the beginning of teaching practice, consists of
eight questions and includes questions about students with MDVI, their education, the educational environment,
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the physical structure of the classroom, and related topics. The second interview form, designed to assess opinions
at the end of the teaching practice, also consists of 8 questions. While the last interview questions cover the same
topics as the first interview questions, the preservice teachers were reminded of their opinions at the beginning of
the teaching practice and were also asked if there had been any changes in their opinions. In addition, unlike the
first interview, the last interview asked the preservice teachers if they would be willing to work with students with
MDVI. The study was applied to Gazi University Ethics Committee and was approved by the Ethics Committee
with code 2022-442 in the meeting held on 05.04.2022.

To determine face validity, the interview questions were reviewed by two experts in special education,
and measurement and necessary corrections were made to the interview forms based on their opinions. To test the
comprehensibility of the interview questions, pilot applications were carried out with two preservice teachers
outside the scope of the research, and the interview questions were finalised after revision. Once the final version
of the interview questions had been determined, semi-structured interviews were conducted and recorded with six
preservice teachers. The first interview with the preservice teachers was conducted two weeks after the beginning
of the teaching practice, and the last interview was conducted in the week when the teaching practice ended. To
answer the third research question, "What are the differences in the opinions of preservice teachers who continue
their practice in the classrooms of MDVI students at the beginning and at the end of the academic year?", the
opinions obtained from these two interviews were compared and analysed.

Data Analysis

Content analysis was used to analyse the qualitative data. Content analysis allows data to be made more
meaningful by creating categories and themes through data coding. This enables the formation of concepts and
relationships between concepts that can explain the phenomena in the data. The themes obtained as a result of the
analysis provide a basis for explaining the phenomenon in the data (Yildiim & Simsek, 2006). In the
documentation process of this study, the participants were referred to as Participant one (P1), Participant two (P2),
and so on. To test the reliability of the analysis, two researchers independently coded the data and compared the
resulting categories. Disagreements between the researchers about codes and categories were resolved by
discussion and consensus. In addition, feedback was obtained from an expert during the coding and categorisation
process. To increase the validity of the study, quotes from participants were included in the analysis. As a result
of the analysis, three main themes were identified: emotions, learning environment, and teacher training. The first
and last interviews were analysed according to these themes. The first and last interviews were then compared
separately for each participant under the same themes. The purpose of this comparison was to see if there were
any differences in the participants' views between the first and last interviews.

Results

The study aimed to determine the opinions of preservice teachers who continue their teaching practice in
the classrooms of students with MDV1 at the beginning and the end of the application training year, as well as the
differences between their opinions at the beginning and the end of the training year regarding these students and
their education. In this context, three main themes were identified through the analysis of the first and final
interviews: emotions, views and thoughts, and experiences (Table 1).

Table 1
Main Themes and Subthemes
Main themes Sub themes
Emotions Emotions for MDVI students
MDV!I1 to work with students
Education environment Views on the school environment
Views on the classroom environment
Opinions on separate education- inclusive education
Training of prospective teachers Experience gained from theoretical courses taken

Willingness to gain experience with practice
Note: MDVI = Multiple disabilities and visual impairment.
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1. Findings on Preservice Teachers' Views of MDV I Students and Their Education at the Beginning of Their
Teaching Practice

1.1. Emotions
Table 2
Feelings

Emotions

Neutral

Emotion for MDVI students Fearfunknowledge

Feeling towards working with MDVI  Willingness??
students Anxiety
Note: MDVI = Multiple disabilities and visual impairment.

Ww AN

Looking at Table 2, the preservice teachers have both positive and negative emotions about their teaching
practice and the students with MDVI in their classrooms during the first interview. Four out of six participants
expressed anxiety towards students with MDVI1 in the first interview. K 2, who expressed negative emotions, said:
"l was told I would do my placement in this class, but I was also hesitant. | saw a person with MDVI, but it was
not that bad, | thought it would be harder. | was a bit scared"”. Whereas K 1, who had neutral feelings, said: "I did
not know exactly how to feel. | just went into the classroom and watched" and did not express any positive or
negative emotions. A notable point in this theme is that none of the participants expressed positive emotions
towards the students with MDVI. However, it can be seen that 3 participants had positive emotions about working
with students with MDVI. These emotions were generally expressed as a willingness to work. K 2 stated: “I’m not
a very lucky person, and I've wanted to work with MDV1 students since | came. | was very happy", expressing a
positive view of the teaching practice. Another participant, K 3, said: "I did not expect it, and | did not think about
it, but then suddenly I wanted to work. However, | was nervous at first, and | have no experience”, indicating that
they were hesitant towards the students with MDVI but still willing to work with them. Although not all
participants expressed positive emotions towards students with MDVI, it is understandable that three of them were
willing to work with these students in their teaching practice.

1.2. Educational environment
Table 3
Views on Educational Environment

Opinions f

. . Opinions of those who find the school environment appropriate 0
Views on the school environment . - . -

Opinions that the school environment is not suitable 6

Views on the classroom Opinions that found the classroom environment appropriate 2

environment Opinions that the classroom environment is not suitable 4

Opinions on separate education- Those who find separate education environment appropriate 4

inclusive education Those who find the inclusive education environment appropriate 2

With regard to the topic of the educational environment, although the interview questions regarding the
opinions of students with MDV1 on the environment in which they were educated were only at the classroom level,
the preservice teachers also expressed their opinions on the school environment. In this context, Table 3 shows
that opinions on the educational environment are categorised as school environment, classroom environment, and
inclusive education environment. The views of the preservice teachers on the classroom environment were
considered appropriate by 2 participants, while the other 4 participants considered them inappropriate. Participant
K5 expressed the suitability of the classroom environment as follows, "Our classroom is a big one. We used to be
four or five, and now we are down to four. We have all the necessary materials, but maybe some things can be
added, like different materials on the wall or seasonal strip. At the moment, there are not many shortcomings
because we are working more on tactile materials, but small things can be added".

On the other hand, K 2 stated that the classroom was not suitable for pupils with MDVI, "We know it is
not suitable, we know it from the training we received. There is a playroom, but we went in there, and there is no
window or anything. When we turn on the light, it is a dark place. For example, we sit at desks in the classroom,
and these children are so small that they have to stand up. Also, since we have students with MDVI, it is not desks
but tables and chairs that are suitable for us. The tables and chairs are adjusted to the height of the children, but if
you try to pull them over, try to lift them, it does not work. If you take two steps, the classroom is over anyway.
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We have to keep them on chairs and desks all the time. We can go to a playroom and a gym, but otherwise, there
is not much in the classroom, it is small”.

K1's views on the classroom environment were similar to those of K2, "Actually, it is a small classroom...
There is a cupboard, a teacher's desk, and desks. For example, when the children want to get up, they always bump
into something, which makes it difficult. For example, when they are looking for the door, there is a computer
table, and they hit it. Or on the other side of the door, the teacher's desk is too close, and they bump into it. When
they get up from the desk, they may bump into the cupboard. There is a space between the cupboard and the desk,
and they can hit it when they get up. In this respect, when they try to move independently in the classroom, they
can struggle and hit things all the time.”

It is thought that the different opinions about the classroom environment stem from the fact that each
classroom is different and there is no standard for the classrooms where students with MDVI receive
education.Therefore, more attention has been paid to the recommendations that participants made about the
classroom environment, rather than whether they found it suitable or not.

Table 3 shows the opinions on the school environment in the context of the educational environment
theme. In contrast to the questions that focused only on the classroom level, the preservice teachers also expressed
their opinions on the school environment. Accordingly, the opinions regarding the educational environment were
categorised as school environment, classroom environment, and inclusive education environment. Six participants
gave negative opinions, stating that the school environment was not suitable. K1 expressed that the physical
structure of the school was not suitable: "For example, a student with cerebral palsy has difficulty climbing stairs.
Climbing up to the second-floor classroom or going to the toilet is a challenge. The class teacher takes her up, or
when | take her down for lunch, I have no difficulty, but | have heard that it is quite a challenge to climb up. I have
not done it yet, but there is such a difficulty.” Similarly, K4 said, "I think there is no special area for severely
disabled children. Their mothers are already waiting at the door during the break, and it feels like there is nowhere
to go and nothing to do. The environment is cramped and everyone bumps into each other in the corridor.
Physically, it is not very nice, | think™. The other four participants expressed similar views, saying that the school
was not suitable for students with MDVI.

Another issue related to the educational setting is the opinions of students with visual impairment
regarding their education in integrated or segregated settings. In segregated settings, students with visual
impairments are educated in special classes assigned to them in their schools. In inclusive education, students with
disabilities are educated part-time or full-time in the same school as their typically developing peers. In Turkey,
students with mild disabilities receive inclusive education, while those with severe disabilities are educated in
separate facilities. Accordingly, participants' opinions on the educational environment of students with MDVI
vary. In general, the participants argue that students with mild disabilities who are in MDVI classes can receive
inclusive education, while K 4 expresses her thoughts as follows, "If they were in inclusive education or children
who use their sight very well, I do line drawing and colouring work with them, they recognise shapes. I think it
would be more beneficial for them to be in inclusive education. | think they are behind in reading and writing, for
example. There is no reading, maybe writing is more difficult, but at least, | think they can read, I think they can
recognise letters for two pupils...". K 3, on the other hand, expresses that pupils with severe disabilities should be
in separate educational settings by saying: "For the time being, yes. They come in the morning and leave in the
afternoon. | do not think it is necessary for them to stay overnight because two pupils are doing very well, they
seem to be going to a normal school...".

1.3. Teacher training

Table 4
Preservice Teachers' Views on Their Training
Education f
Usefulness of the information obtained from theoretical courses
Willingness to gain experience by practicing with MDVI students 6

Note: MDVI = Multiple disabilities and visual impairment.

Under the theme of training preservice teachers, the participants' views on the experience they gained
from theoretical courses on working with students with special needs (including students with MDVI) prior to
their teaching practice and their desire to gain experience by working with these students during their teaching
practice are presented in Table 4. Referring to the courses they had taken, K6 said, "We had a course specifically
about people with severe disabilities. We also discussed them extensively in our self-care course. | think we had a
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lot of ideas on how to enable these children to become independent. For example, | think the ideas we developed
in our behaviour course were very useful when we did our placement. | think it helps to understand why a child is
behaving in a certain way- are they avoiding something or seeking something? K2 also mentioned, "Our teacher
emphasised in our behaviour class last year that we would use all this information during our placement. We also
took a course specifically about working with people with severe disabilities. In addition to these courses, we
discuss attitudes towards students, inclusive practices, and communication in every class.”

Thus, participants felt that the courses they took during their undergraduate studies provided important
experiences for themselves and their teaching practice. All participants expressed a desire to work with students
with MDVI and to gain experience working with students with severe disabilities as they believed this would
enable them to work more effectively with students with mild or single disabilities. In addition, the participants
believe that by gaining such experience and by receiving feedback and suggestions from experienced teachers and
university lecturers responsible for placements, they will become more experienced in working with students with
MDVI. K5 expressed this view by saying: "I realised that | have a high chance of meeting these students after |
graduate. | wanted to see the reactions of people who know them when | meet them for the first time. | worked
with visually impaired students, and we did pottery together. | did not have much difficulty, and I thought I could
do it. However, | had not met the others yet, so | wanted to meet them in a more professional setting, alongside
experienced teachers.”

2. Findings on preservice teachers' views of students with special needs and their education at the end of
their student teaching experience

2.1. Emotions
Table 5
Emotions
Emotions f
Happiness 6
Emotions for MDVI students Neutral 0
Fear, uncertainty 0
Feelings towards working with Willingness 6
MDVI students Anxiety 0

Note: MDVI = Multiple disabilities and visual impairment.

Looking at Table 5, we can see that the participants' emotions are divided into two categories, as in the
first interview, namely towards students with MDVI and towards working with students. In the final interview, all
participants expressed that they loved students with MDVI very much and that they were very happy to work with
and teach them. Participant 2 expressed these feelings by saying; "I said this at the beginning of the term, | was
scared when | came to the first class, but it turned out to be much more than | expected. The learning potential of
these children is very high... They can even learn the things we think we cannot give".

Participant 3 expressed that their first impressions were different from their later ones and that they were
very nervous at first, but they got used to it, and now they know their reactions. They thought they would be limited
and did not learn much, but they found that they could learn, whichcreated awareness in them. They changed their
attitude towards learning. The other four participants also said that working with these children made them very

happy.

Regarding the MDV!I teacher training application, six participants stated that they were very happy to
have practised in these classes and that this application added a lot to their teaching skills. K 1 said: "I realised that
it is difficult. It is difficult, but when you achieve something, even if it is small, you're happier. It takes effort, it
really takes effort. Also, because the feedback is slower, it is easier to give up, but if you do not give up and keep
going, it really makes you happy, but it is difficult.” K 4 said: "l wanted to work here, but | was not chosen in the
lottery, but | changed it myself with my friend. | did not regret it because | chose students with MDVI. | also think
I'm comfortable in the classroom, especially in terms of communicating with the students. I think I am comfortable,
and | think it has given me a lot as a different class. | have never had an experience like that, and | do not regret it
at all from that point of view, or of course, there were difficulties in the process. However, | think it gave me a
lot". It can be seen that K 4 shared the same thoughts as K 1.
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2.2. Educational Environment

Looking at Table 6, there are no positive views of the school and classroom environment. In the post-
teaching practice interviews, participants stated that the physical structure and facilities of the school and
classroom were inadequate for students with MDVI. In this context, K 2 expressed that the classroom was not
suitable: "The classrooms are small because we are very close together, especially in our class, which is the
smallest class in the school as a special education class. When we try to work with two students at the same time,
| put them next to each other. The other one is alone. When they start bothering each other with their voices, we
have a hard time dealing with them, and sometimes we have a hard time dealing with all three of them at the same
time.” and K 3 explained that they could have had a larger class, "We have morning meetings now, for example.
We could have had a circle on the floor of the classroom for the children to communicate. Everything is done in a
row. Sometimes some education should not be in a row and should be in a different position. There is such an
inadequacy. Behind that we have a spacious classroom, and we can do our work comfortably. For example, | work
with my pupil, and my other colleague works with her pupil. There is confusion in the classroom. The child can
be affected. The teaching there is interrupted.”

Table 6
Views on the Educational Environment

Opinions f

Views on the school environment Op!n!ons of those who find t_he school_enwronment appropriate 0
Opinions that the school environment is not suitable 6

Views on the classroom Opinions that found the classroom environment appropriate 0
environment Opinions that the classroom environment is not suitable 6
Opinions on separate education- Those who find separate education environment appropriate 3
inclusive education Those who find the inclusive education environment appropriate 3

Two participants stated that MDVI pupils could receive inclusive education if it was done according to
the rules of inclusive education. They stated that pupils with MDVI could develop socially and improve their
communication skills by being educated with their typically developing peers. K 1 expressed his views as follows:
"They could have their own time and do something like attend some classes part-time. They could be in the same
environment with their normal peers in some social activities or some classes like art or music classes or with
visually impaired students at this school.” K 3 expressed that they would prefer inclusive education: "1 would like
inclusive education, but there is already an incomplete inclusive education system. If it is difficult for a disabled
student, it is really difficult for our students with MDVI. Separate educational environments could be set up for
them, like a separate school, but as | mentioned in the classroom before, arrangements can be made".

2.3. Training of student teachers

Table 7
Views on the Training Received by Student Teachers
Education f
Experience gained from theoretical courses taken 6
Willingness to gain experience by practicing with MDVI1 students 6

Note: MDVI = Multiple disabilities and visual impairment.

Looking at Table 7, we can see that the participants' opinions about the training they received did not
differ from those expressed in the first interview. All participants expressed in the first interview that the theoretical
courses they had attended had given them experience and had been very useful to them. In the final interview, their
thoughts about the experience provided by the theoretical courses continued, but there was a slight difference. The
students stated that the theoretical courses were insufficient in terms of working with students with MDVI and
expressed a desire for the scope of the courses to be expanded to be better equipped to work with these students.
In this context, K 6 stated: "If we had the opportunity to observe these students before starting the teaching practice
and had more courses on how to teach them academic skills, we would be able to know students with MDVI
better”. Although all participants found MDVI teaching practice difficult, they also stated that it was a good
opportunity to gain experience.Their views on the teaching practice did not change after the placement. K 4
expressed this opinion as follows: "I have no regrets about why | chose to work with MDVI students. | think it is
a different class that has taught me a lot. I had never had such an experience before and I think it was very useful
for me although there were difficulties during the process”. Similarly, K 3 said: "At first | did not think that most
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of them were students with MDVI. Then we went to the work placement. | compare it like this: They contribute
more than just visually impaired students. | mean, | see the worst-case scenario, and then it is easier to adapt to
others. I think working with students with MDV1 has given me more experience".

3. Findings on the Differences In Pre-Service Teachers' Views on Students with MDV 1 and Their Education
at the Beginning and End of The Teaching Practice

When comparing and analysing the interview results of the participants, it can be seen that there are
significant differences between their opinions before and after the teaching practice. In terms of feelings towards
the MDVI students, 4 out of 6 participants expressed negative feelings before the practice, whereas 2 of them did
not feel anything specific. After the practice, all 6 participants stated that they felt positive emotions and that all
their initial emotions had changed. K 2 expressed:"Actually, my opinion changed in the first term. It did not take
long for my opinion to change after | started the placement. Maybe | had low expectations, or | was really nervous
when | entered the classroom because | had never worked with disabled students before. | never got close to them.
That is why | was nervous,but they learn a lot more than | thought, and they are definitely not different from other
students”, indicating a change of opinion towards these students. All participants stated that they had positive
experiences with the students and explained that they were "very different from what they had previously thought."

About the issue of the educational environment, two participants initially expressed a positive view of the
physical structure of the classroom, whereas in the final interview, six participants expressed a negative view,
stating that the physical structure of the classroom was not suitable for students with MDVI. It is believed that the
experiences that preservice teachers gain during the academic year are important to this opinion. It was observed
that preservice teachers were able to look more critically at the physical structure of the school and the classroom
after the implementation. As an example of these views, K5 gave his suggestions at the end of the academic year:
"For example, our classroom is wider than other classrooms, but when | look around, | see classrooms that look
like boxes. We cannot sit down and do a meditation activity or there is a playhouse with the children who are
available for this activity. For example, in my last lesson, | wanted to make one corner a stationery shop and the
other corner a grocery store when | was teaching about money, but it gets too crowded. The classroom is not big
enough, and the lighting is not right. I also think that each classroom should have a distinctive stimulus, such as
the entrance door.”

On the topic of teacher education, it can be seen that in the first interview, they expressed that the
theoretical courses they had taken were very useful, as they did in the final interview, but they also emphasised
that they needed to be supported by practical applications. While all participants stated in the first interview that
the teaching practice, they had gained was useful and could be beneficial, they also expressed the same ideas in
the final interview. They stated that the teaching practice was useful in terms of gaining experience and that they
could work with any student with any kind of inadequacy after graduation. K 4 expressed her views on this matter
as follows: "I have not regretted choosing students with MDVI, and | think | am comfortable in the classroom and
in approaching the students. I think it gave me a lot as a different class. | had never had that experience before and
I have no regrets in that respect, or of course, there were difficulties in the process. However, I think it gave me a
lot". K 3 also stated that at first, they did not think about students with MDVI, but after the placement, they thought
that they contributed more than visually impaired students. They also added that they think it is more of an
experience for them to work with disabled students, and it has given them more experience.

Discussion

This study examined the opinions of preservice teachers who continued their teaching practice in the
classrooms of MDVI students about these students and their education at the beginning and end of the placement
year to determine if there were any differences in their opinions. For this purpose, two interviews were conducted
with each preservice teacher, one at the beginning and one at the end of the student teaching year. Looking at the
findings from the interviews, it can be seen that the preservice teachers' practice teaching in the classrooms of
students with MDVI had a positive effect on the participants' views of these students and their education. When
the issue of emotions was examined, although some of the participants had negative emotions at the beginning of
the practicum, all participants stated that they had positive emotions at the end of the practicum. It is suggested
that the change in negative emotions towards MDVI students was related to the experience they had in these
lessons. Participants also felt that this change was a result of getting to know the children with MDVI and the
experience of working with them. In a study conducted by Chalmers et al. (1998), it was found that teachers
working with people with severe disabilities who did not have enough knowledge about the characteristics of the
pupils had difficulties in interacting with the pupils and that this made the working conditions more difficult. The
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same study also indicated that inadequate materials, staff, and physical environment were the reasons for teachers'
difficulties in working with students with MDVI. In this study, participants also stated that the classroom
environment was not suitable for teaching students with MDVI; therefore, they had difficulty working with some
skills. Participants who changed their opinions about the classroom environment during the practice lessons had
positive changes in their opinions about organising the classroom and making it suitable for the characteristics of
the students. While the participants were not able to express an in-depth opinion about the physical environment
in the first interview, they were able to look at the classrooms in which they worked with a more critical eye in the
second interview. This change in opinion can be interpreted as a positive effect of the experience gained. In the
last interview, the participants emphasised that there should be suitable tables and chairs, cushions and seats that
can be comfortably positioned according to the physical characteristics of the students, and materials that are
suitable for the characteristics of the students. Safak (2018) also stated that portable tables and chairs that enable
teaching in small and large groups, personal areas designed according to students' interests, and resting in
classrooms with students with MDVI can contribute to children's development and facilitate classroom
management.

Participants expressed that, in general, the theoretical courses taken by pre-service teachers under the
education theme contributed to their practical experience. However, they also emphasised the need to enrich the
observation and practical experience with students with MDVI. Adigiizel et al. (2017) came to similar conclusions
in their study and suggested increasing the number of courses on severe and multiple disabilities in special
education undergraduate programmes, as well as supporting theoretical courses with practical applications.
Similarly, Dedeoglu et al. (2004) found that the application of theoretical knowledge was insufficient and
advocated for more practice-based courses and longer practicum experiences.

As special education teachers are exposed to children with severe and/or multiple disabilities or students
with MDVI, it is recommended that all special education preservice teachers take courses that are enriched in this
area, regardless of whether they have had a practicum in this area. A study conducted by Horrocks (2010) found
that teachers who received in-service training provided a higher quality of education to students with MDVI and
demonstrated higher classroom performance. These findings are consistent with the opinions expressed by the
participants in this study and indicate the importance of both theoretical courses and practical experience in the
training of special education teachers.

It is considered important and recommended that teachers who are currently working with M students
with MDV1 but have not received any training related to their education, be supported with qualified and practice-
oriented in-service training. At the same time, the preparation of information and practice-oriented materials that
can be presented to teachers in a digital environment is seen as a useful application that can be made available to
teachers currently working in the field. With in-service training received through remote or face-to-face
experiences, teachers can improve their educational experiences with students with MDVI under the guidance of
leading special education teachers. Collins et al. (2017) have stated that leading teachers can take on a supportive
and guiding role for many stakeholders, such as families and newly qualified special education teachers. In this
context, it is also suggested that teachers who have experience working with students with MDVI1 during their pre-
service period can contribute to their colleagues in the field as part of leadership in special education.

The participants in this study took a two-credit elective course in their sixth semester of the special
education programme that focused on the education of students with MDVI. Due to the pandemic, the participants
also took their fourth-semester observation course and sixth-semester field placement course remotely and were
not able to have the opportunity to meet and gain experience with students with disabilities. This study found that
more opportunities for experience and practice are important according to the participants. Therefore, it is
recommended that the content of the new structured special education teacher training programmes should be
increased in terms of experiential and practical courses and that courses on multiple disabilities should be included
in the programme.

This study is limited to the views of six preservice teachers who continue to implement education in the
classrooms of students with MDVI at the beginning and end of their practicum teaching year. This study did not
intervene during the ongoing teacher education programme. Therefore, future studies can be planned to investigate
the effects of the modifications made to the teacher training programme and the effects of these modifications on
the views and teaching skills of the student teachers. In conclusion, the views of preservice teachers who continue
to deliver education in the classrooms of students with MDVI at the beginning and end of their student teaching
year have changed positively towards these students and their education;therefore, practical experience with
students with MDVI should be included.
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Oz
Giris: Dikkat eksikligi ve hiperaktivite bozuklugu (DEHB) olan ¢ocuklarin sosyal bilgi isleme siirecinde her bir
basamakta gosterdikleri performansi ve yonetici islev davraniglarmi tipik gelisim gosteren (TGG) cocuklarla
karsilagtirarak incelemek; siireglerdeki sinirliliklar1 belirlemek ve DEHB olan ¢ocuklar1 akademik ve sosyal
hayatta gelecekte bekleyen riskleri azaltma agisindan énemlidir. Bu baglamda arastirmanin amaci DEHB olan

cocuklarla TGG c¢ocuklarin sosyal bilgi igleme siirecleri ve yonetici islev davranislarinin karsilastirilmali
incelenmesidir.

Yontem: Arastirma, nicel arastirma desenlerinden tarama modelinden, genel tarama modeli kullanilarak
yuritilmiistiir. Aragtirmanin katilimeilari, 8-10 yag araliginda, 25 DEHB tanis1 almis ¢ocuk ile yine ayni cinsiyette
ve yas araliginda TGG 25 ¢ocuk olmak iizere 50 ¢ocuktur. Arastirmaya 25 6gretmen ve 50 ebeveyn dahil olmustur.
Aragtirmada veri toplama araglari olarak Sosyal Bilgi isleme Siireci Degerlendirme Formu ve Yénetici Islev
Davramglarin1 Degerlendirme Olgegi’nin anne-baba ve 6gretmen formlar1 kullanilmustir.

Bulgular: Arastirma bulgulart DEHB olan cocuklarla TGG ¢ocuklar arasinda Sosyal Bilgi Isleme Siireci
Degerlendirme Formu’nun tiim basamaklarinda anlamli farkliliklar oldugunu goéstermistir. Bu bulgularla benzer
bigimde Yénetici Islev Davramslari Derecelendirme Olgegi Ebeveyn ve Ogretmen Formu’nun tiim alt dlgeklerinde
ve alt boyutlarinda da anlaml farkliliklar saptanmigtir. Sosyal bilgi isleme siireci ve yonetici islev davranislari
arasindaki iliskiler incelendiginde ise Sosyal Bilgi Isleme Becerisi Degerlendirme Formu’nun bazi alt basamaklari
ile Yonetici Islev Davranislart Derecelendirme Olgegi’nin Anne Baba ve Ogretmen Formunun bazi alt boyutlart
arasinda anlamli iligkilerin oldugu saptanmustir.

Tartisma: Bulgular, DEHB olan ¢ocuklarin TGG akranlari ile kiyaslandiginda Sosyal Bilgi Isleme Modelinin alt:
adiminin her birinde ve ydnetici iglevlerin bazi alt boyutlarinda sinirliliklar yasadiklarini gostermektedir.
Arastirma bulgulari sosyal bilgi isleme ile yonetici islevler arasindaki iligkilerin DEHB olan ¢ocuklarin sosyal ve
akademik becerilerindeki 6nemine isaret etmektedir.

Anahtar sozciikler: Dikkat eksikligi ve hiperaktivite bozuklugu, sosyal bilgi isleme, yonetici iglevler, sosyal
beceriler, davranig problemleri.

Anf icin: Dikici, H., & Ozdemir, S. (2023). Dikkat eksikligi ve hiperaktivite bozuklugu olan ¢ocuklarla tipik
gelisim gdsteren ¢ocuklarm sosyal bilgi isleme siirecleri ve yonetici islev davraniglarinin karsilagtirmal
incelenmesi. Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi, 24(3), 375-399.
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COCUKLARIN SOSYAL BILGIYi ISLEME SURECLERI VE YONETICI iSLEV BECERILERININ
KARSILASTIRMALI INCELENMES]

Giris

Dikkat eksikligi ve hiperaktivite bozuklugu (DEHB), dikkatsizlik, diirtiisellik ve hiperaktivite ile
karakterize olan, psikososyal islevselligi olumsuz olarak etkileyen, belirtileri bilyiik oranda hayat boyu siiren
norogelisimsel bir bozukluk olarak tanimlanmaktadir (American Psychological Assosiation [APA], 2013; Von
Rhein vd., 2016). Ozellikle cocukluk doneminde DEHB ¢ocugun yasina ve gelisimine uygun olmayan seviyede
asir1 hareketlilik, dikkat eksikligi ve diirtiisellik belirtileri ile yonetici islevler de dahil olmak iizere, islevsel
alanlarda 6nemli derecede bozulmalara yol acabilmekte, cocuklarin akademik basarilari ve akran etkilesimlerinde
problemlere neden olabilmektedir (APA, 2013; Barkley, 2016; Hurley, 2020; Ozdemir, 2010a; Sparrow & Erhardt,
2014). DEHB olan ¢ocuklar ¢ok sayida alanda giicliikler sergilemelerine ragmen, 6zellikle sosyal ¢cevre ve akran
iliskilerinde yasadiklar1 sorunlar nedeniyle c¢evrelerindeki kisilerin 6nemli o6lgiide olumsuz dikkatini
cekebilmektedirler (De Boo & Prins, 2007; Nijmeijer vd., 2008; Ozdemir, 2006; Wehmeier vd., 2010). Bu
durumun bir sonucu olarak DEHB genellikle bozulmus sosyal iliskilerle iligkilendirilmektedir (De Boo & Prins
2007; Huang-Pollock vd., 2009). DEHB olan g¢ocuklar, sosyal iliskilerde sergiledikleri giigliikler nedeniyle
akranlar1 tarafindan daha az kabul edilmekte; c¢evrelerindeki insanlarla olumlu iligkiler gelistirmekte
zorlanmaktadirlar (Bagwell vd., 2001; Barkley, 2006). DEHB olan ¢ocuklarin akranlari ile yasadiklar1 problemler
acik olarak gozlenmesine ragmen, bu giigliiklere neden olan faktorler giiniimiizde hala agik olarak anlagilabilmis
degildir (King vd., 2009). DEHB olan ¢ocuklarla yapilan aragtirmalarin bulgulari incelendiginde, DEHB olan
cocuklarin iginde bulunduklart sosyal durumlarda sosyal bilgi igleme siireglerinin anlagilmasinin, ¢ocuklarin
yasadiklart hem sosyal problemlerin dogasinin hem de gelistirdikleri sosyal tepkilerin daha iyi anlagilmasina
yardimer olacagi ongoriilmektedir (King vd., 2009). Nitekim donemlerde sosyal bilgi isleme modellerinin

gelistirilmesi, ¢ocuklarin sosyal becerilerinin ve sosyal uyum problemlerinin anlagilmasma onemli katkilar
saglamistir (Crick & Dodge, 1994; Dodge & Crick, 1990; Dodge vd., 1986).

Sosyal bilgi isleme modeli, ilk olarak 1986 yilinda Dodge tarafindan 6ne siiriilmiis ve 1994 yilinda Crick
ve Dodge tarafindan tekrar diizenlenmistir. Model, kisilerin sosyal bir durumla bas ederken bilissel olarak alti
asamal1 bilgi isleme siirecini kullandigimi varsaymaktadir. Yeniden diizenlenmis modele gore Crick ve Dodge
(1994) bireylerin sosyal bir durumu degerlendirirken ya da sosyal bir davranisi sergilemeden 6nce, Sekil 1’de ele
alinan, birbiri ile baglantili alt1 sosyal bilgi isleme dizinini kullandigini ileri siirmistiir. Sosyal bilgi isleme modeli;
(1) i¢sel ve digsal ipuglarinin fark edilmesi, (2) atiflar da dahil olmak iizere ipuglarmin yorumlanmasi, (3) sosyal
hedeflerin belirlenmesi, (4) tepkiye erisim ve tepkinin yeniden olusturulmasi, (5) tepkiye karar verme ve (6)
davranist gergeklestirme yani tepkide bulunmayi icermektedir.

Sekil 1
Cocuklarin Sosyal Uyumuna Yénelik Yeniden Diizenlenmis Sosyal Bilgi Isleme Modeli

‘ 5.TEPKIYE KARAR VERME

- Tepkinin Degerlendirilmesi
- Sonug Beklentileri
ATEPKIVE ERISiM -0z / Yeterliligi Degerlendirmesi
VEYA

TEPKI OLUSTURMA - Tepki Segimi

o y

6.DAVRANISIN SERGILENMES]
JHEDEFLERIN ACIKLANMASI »
-Uyanimanin Dizenlenmesi

- Sos; 43
AKRAN
DEGERLENDIRILMES|
VE
TEPKISI

LIPUCLARINI KODLAMA
Hem igsel hem digsal)

2IPUCLARININ YORUMLANMASI
Nedensel Yi

- iiklemeler
- Niyete Yonelik Yiiklemeler “
- Diger Yorumlayici Siiregler
- Hedefe Ulagmanmin Degerlendirilmesi '
- Gegmis Performans Degerlendirilmesi
-0z/ degerlendirilmeler ‘ l ‘ ‘

- Diger Degerlendirmeler

Kaynak: Crick, N. R., & Dodge, K. A. (1994). A review and reformulation of social information-processing mechanisms in childrens’ social
adjustment. Psychological Bulletin, 115(1), 74-101.
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Sosyal bilgi isleme siireci dongiisel bir siiregtir. Kisi sosyal ortamda bir durumla karsi karsiya kaldiginda,
sosyal bilgi igleme siirecinin her bir zihinsel adiminda, ge¢mis yasantilarini igeren ve zihninde var olan veri
tabanindan etkilenmekte ve veri tabanini etkileyebilmektedir. Bu siirece rehberlik eden veri tabani gegmis
deneyimlerden olugsmakta, sosyal kurallar1 ve gsemalar1 icermektedir. Bu siirecin ilk asamalarinda, birey segici
olarak belirli sosyal ipuglarma odaklanmakta ve bu ipuglarina dayal olarak durumu yorumlamaktadir. Daha
sonraki asamalarda ise birey, dnceki sosyal deneyimlerinden de yararlanarak kabul edilen ve daha sonra uzun
stireli bellekte saklanan olasi tepkilere erismektedir. Birey sonrasinda bu tepkileri degerlendirmekte ve bu
degerlendirme siirecine dayanarak verecegi tepkiyi se¢gmekte ve davranisa doniistirmektedir (Crick & Dodge,
1994). Bu modelde sosyal beceriler igin sosyal bilisin énemli oldugu belirtilmektedir. Ifade edilen sosyal bilissel
beceri, sosyal durumlarin yorumlanmasinda ve dogru bir bicimde okunmasinda 6nem tasimaktadir ve sosyal
biligsel mekanizmalar sosyal agidan uyumlu olmay1 saglayan sosyal davranislarin ortaya ¢ikmasina onciiliik
etmektedir (Crick & Dodge, 1994; Gifford-Smith & Rabiner, 2004). Diger bir degisle insanlarin zihinlerini anlama
yetenegini de ifade eden sosyal bilis basarili bir sosyal etkilesim i¢in gereklidir (Uekermann vd., 2010). Yani
¢ocuklarin sosyal bilissel anlayisi, davranisin zihinsel niyetlerle, amaglarla, duygularla ve sosyal diinyaya iliskin
beklentilerle nasil iligkili oldugu bilgisinin bir yapi tasi olabilmektedir (Thompson, 2006). Bu bakis agisiyla sosyal
olarak uyumlu ve uyumsuz ¢ocuklarin sosyal biligsel beceriler bakimindan karsilagtirilmasi uyumsuzluga neden
olan biligsel stillerin ve giicliiklerin anlagilmasi bakimindan énemlidir (Crick & Dodge, 1994).

Yonetici islevler, genis bir Oz-diizenleme semsiyesi altinda yer alan, bireylerin caba gostererek
hedeflerine ulasirken duygularini ve eylemlerini diizenleme becerilerini kullandiklari iist diizey biligsel stireclerden
olusan ¢ok boyutlu bir yapiya isaret etmektedir (Diamond, 2013). Teorik olarak iist diizey bilissel yetenekler olarak
kabul edilen yonetici islev becerileri, pek cok biligsel siireci etkilemektedir (Miyake & Friedman, 2012). DEHB
olan c¢ocuklarin sosyal bilgi isleme giicliikleri ve sosyal alanda yasadiklari problemlerin yan1 sira Barkley (2006)
DEHB olan ¢ocuklarin yonetici islevlerinde de 6nemli diizeyde yetersizlikler gosterdiklerini agiklamistir. Mental
Bozukluklarin Tanisal ve Istatistiksel El kitab1 (5. bask1; DSM-5), “DEHB olan bireyler dikkat, yiiriitiicii islevler
veya hafiza testleri iizerinde biligsel sorunlar sergileyebilir” ifadesi ile yonetici islev bozukluklarmi DEHB
tanisinin olas1 bir 6zelligi olarak kabul etmistir (APA, 2013, s. 61). Nitekim yonetici islevler ¢evreye etkili bir
sekilde uyum saglamak ve hedeflere ulasmak icin gerekli olan davranisi planlamak, organize etmek, yonlendirmek,
gbozden gegirmek, diizenlemek ve degerlendirmek i¢in gerekli olan genis, kapsamli bir dizi karmasik biligsel
beceriyi icermektedir (Eisenberg & Zhou, 2016). Pek ¢ok arastirmact yonetici islev becerileri ile ilgili olarak
yasanan problemlerin bireyin akademik ve sosyal hayata uyumunu olumsuz olarak etkileyecegini tartismaktadir
(Gropper & Tannock, 2009). Yonetici islev becerileri kiginin biligsel ve sosyal alanlarda basarili olmasinda 6nemli
rol oynamaktadir (Hughes vd., 2000; Murphy vd., 2004). Sosyal bilgi isleme teorisi gore de sosyal agidan yeterli
davranislari sergilemek ayn1 zamanda yeterli yonetici islev becerilerine sahip olmakla iliskilendirilmistir (Crick &
Dodge, 1994). Yonetici islevlerdeki eksiklikler, DEHB’nin ana belirtilerinden biri olmamakla birlikte DEHB’yi
anlamada onemli katkilar saglayan bilesenlerden biridir ve son dénemlerde dnemi giderek artan ve daha fazla
aragtirllan DEHB mekanizmalarindan biri olarak kabul edilmektedir (Barkley, 2006; 2012; Brown, 2009; Molitor
vd., 2019). Bu nedenle yonetici islevlerde yasanan giigliikler DEHB'nin karmasik néropsikolojisinin énemli bir
karakteristik 6zelligi olarak kabul edilmektedir (Willcutt vd., 2005). Ayrica DEHB olan ¢ocuklar yonetici islev
becerileri ile iligkili alanlarda daha sinirli davranislar sergileyebilmektedirler (Sonuga-Barke, 2003; Willcutt vd.,
2005). Kurallara veya yonergelere uymakta giigliik, sosyal normlara uygun davranmama, unutkanlik ve duygusal
diizenleme ile ilgili yasanilan problemler dgrencilerin olumsuz etkilendigi alanlardan sadece birkagidir (Wodka
vd., 2008). Biitiin bu veriler géz 6niinde bulunduruldugunda DEHB’de sosyal bilgi isleme ve yonetici islev
becerilerindeki sinirliklarin kritik 6l¢iide dnemli oldugu agik olarak anlasilmaktadir. Bu baglamda DEHB olan
¢ocuklarin sosyal bilgi igleme siirecinde her bir basamakta gosterdikleri performansi incelemek ve yonetici islevler
ile ilgili sliregleri anlamak; siireglerdeki problemleri belirlemek, DEHB olan ¢ocuklar: gelecekte bekleyen riskleri
azaltma agisindan 6nem tagimaktadir. Sosyal bilgi isleme modeli fakli 6zel gereksinimli gocuk (isitme yetersizligi,
otizm spektrum bozuklugu, bilissel yetersizlik duygu ve davranig bozuklugu ve fetal alkol sendromu) gruplarina
sosyal bilis ¢aligmalarinda uygulanmustir. Ilgili arastirma sonuglari, 6zel gereksinimli gocuklarin sosyal bilgi
isleme basamaklarinin farkli basamaklarinda degisen problemler sergiledikleri yoniindedir (Embregts & Van
Nieuwenhuijzen, 2009; Leffert vd., 2010; McGee vd., 2009; Orobio de Castro vd., 2005; Van Nieuwenhuijzen
vd., 2006). Ayrica sosyal yeterlilik, yonetici islev becerileri ve sosyal bilgi isleme arasindaki iligkinin ayr1 ayri
arastirmacilar tarafindan incelenmesine ragmen ydnetici islevler ve sosyal bilgi isleme arasindaki 6zel ayrintilara
iliskin daha fazla bilgiye gereksinim duyulmaktadir (Lim, 2002).
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Yonetici islevlerdeki yetersizliklerin, DEHB olan ¢ocuklarin sergiledikleri problem davranislar
tizerindeki rolii, sosyal bilgi isleme gibi diger ilgili biligsel siirecler ile iligkisi incelenerek daha iyi agiklanabilir.
Bu baglamda ele alindiginda yonetici iglevler gibi insan beyninin iist diizey bir islevinin sosyal bilgi isleme siireci
ile birlikte incelenmesi ve bu incelemenin DEHB olan ¢ocuklarla tipik gelisim gosteren (TGG) cocuklart
karsilagtirarak gergeklestirilmesi, iki beceri alani arasindaki karmasik etkilesimin ortaya konulmasi agisindan
onemlidir. Ek olarak aragtirma DEHB olan ¢ocuklarin sosyal durumlarda sergiledikleri biligsel siiregleri diger bir
ifade ile duygusal acidan sakin olduklari durumlarda olas1 bir problem durumunu nasil degerlendirdikleri ve olas1
sosyal tepkileri nasil olugturduklari ile iliskili biligsel siiregler hakkinda 6n gorii saglamasi agisindan da dnemlidir.

Bu kapsamda bu arastirmada DEHB olan ¢ocuklarla TGG ¢ocuklarin sosyal bilgi isleme siirecleri ve
yonetici islev davranislarinin karsilastirilarak incelenmesi amaglanmistir. Bu dogrultuda arastirmada asagida yer
alan sorulara cevap aranmistir.

1. DEHB olan c¢ocuklarla TGG ¢ocuklarin Sosyal Bilgi Isleme Siireci Goriisme Formu’ndan aldiklari
puanlar arasinda anlamli bir fark var midir?

2. DEHB olan ¢ocuklarla TGG ¢ocuklarin Yénetici Islev Davranislar1 Derecelendirme Olgegi Anne Baba
Formu ve Ogretmen Formu’ndan aldiklar1 puanlar arasinda anlamli farkliliklar var midir?

3. DEHB olan ¢ocuklarla TGG ¢ocuklarin Sosyal Bilgi islen}e Stireci Goriisme Formu’ndan elde ettikleri
puanlar ile Yonetici Islev Davranislar1 Derecelendirme Olgegi’nin Anne Baba Formu ve Ogretmen
Formu’ndan elde ettikleri puanlar arasinda anlamli bir iliski var midir?

Yontem
Arastirma Modeli

Aragtirma, nicel arastirma desenlerinden tarama modelinden, genel tarama modeli kullanilarak
yuritilmiistiir. Aragtirma iki farkli asamada yiirtitiilmiis ve calismada hem karsilagtirma hem de korelasyon yolu
ile iliski belirleme uygulanmistir. Ilk asamada DEHB tanis1 almis ¢cocuklarla TGG ¢ocuklarin sosyal bilgi isleme
siireci ve yonetici islev davraniglart agisindan farklilik gosterip gostermedigi incelenmis ve bu agsamada iliskisel
tarama modellerinden karsilagtirmali tarama modeli kullanilmistir. ikinci asamada ise bu degiskenlerin birbiri ile
iligkisi incelenmis ve iligkisel tarama modellerinden korelasyonel tarama modelinden faydalanilmistir.
Korelasyonel arastirmalar, iki ya da daha ¢ok degisken arasindaki iliskinin neden ve sonug¢larini herhangi bir
sekilde bu degiskenlere miidahale edilmeden incelenmesidir (Frankel vd., 2006; Karasar, 2014).

Katihmcilar

Aragtirmanimn katilimcilarim1 Nigde Omer Halisdemir Universitesi Egitim ve Arastirma Hastanesinin
Cocuk ve Ergen Ruh Saglig1 ve Hastaliklar1 Poliklinigi’nde, klinik DEHB tanist almig ve ek yetersizligi olmayan
25 DEHB olan ¢ocuk ile TGG 25 ¢ocuk olusturmustur. Aragtirmaya dahil edilen DEHB olan 6grencileri belirlemek
amaciyla, amagsal 6rnekleme yaklagimlarindan 6lgiit drnekleme yontemi kullanilmigtir. Amagsal 6rnekleme olasili
ve seckisiz olmayan bir 6rnekleme yaklagimidir. Calismanin amacina uygun, bilgi agisindan zengin durumlarin
secilerek derinlemesine arastirilmasini saglamaktadir (Biiyiikoztiirk vd., 2014). Amagsal 6rneklemede arastirmact
aragtirmaya dahil edilecek orneklemi, 6rneklemin tipik veya aranan Ozelliklere sahip olmasini géz Oniinde
bulundurarak kendisi secer, bodylece arastirmacinin gereksinimlerini karsilayacak bir orneklem grubu
saglanabilmektedir (Cohen vd., 2007). Belli kriterleri karsilayan ya da belli 6zelliklere sahip olan bir veya daha
fazla 6zel durumlarda calisilmak istendiginde bu 6rnekleme yontemi tercih edilmektedir (Biiyiikoztiirk, 2018).
DEHB olan 6grencilerin se¢iminde DEHB disinda tanilanmis herhangi ek bir yetersizligin ya da psikiyatrik
bozuklugun bulunmamasi arastirma katilimi dlgiitii olarak belirlenmistir. Nigde ilinde aragtirmaya katilim 6l¢iitiint
tastyan 25 6grenci oldugu tespit edilmis ve tamami aragtirmaya dahil edilmistir. TGG g¢ocuklar ise DEHB olan
¢ocuklarla ayni okul, sinif diizeyine devam eden, ayni yas ve cinsiyette olan ¢ocuklardan birebir eslestirme
gerceklestirilerek seckisiz atama ile ¢aligmaya dahil edilmistir. Tablo 1’de arastirmaya dahil edilen 6grencilerin
yas ve cinsiyet degiskenlerine iliskin dagilimlar1 verilmistir.
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Tablo 1
Ogrencilerin Yas, Cinsiyet, Sinif Diizeyi Durumlarina Iliskin Dagilimlar:
DEHB TGG
Degisken n % n %
25 50 25 50
Cinsivet Kiz 6 12 6 12
4 Erkek 19 38 19 38
8 yas-2.smf 8 16 8 16
Yag-sinif 9 yas-3.smuf 6 12 6 12
10 yag-4.smuf 11 22 11 22

Not: DEHB = dikkat eksikligi ve hiperaktivite bozuklugu, TGG = tipik geligim gosteren.

Tablo 1 incelendiginde arastirmaya katilan dgrencilerin DEHB olan ¢ocuklarin ve TTG g¢ocuklarin %12
kiz ve %38 erkek oldugu ve 10 yas ve 4. siif diizeyinde DEHB olan ¢ocuklarin ve TGG g¢ocuklarm oranin %22
oldugu belirlenmistir. Ayrica ¢alismaya 50 anne baba ve 25 6gretmen dahil edilmistir. Tablo 2 ve Tablo 3’te
¢alismaya dahil edilen ebeveyn ve 6gretmenlerine iliskin demografik 6zellikler verilmistir.

Tablo 2
Anne-Babalarin Demografik Ozelliklerine Gore Dagilimlar:

.. DEHB TGG
Degisken N % N %
Memur 11 44.0 9 36.0
- Isci 2 8.0 4 16.0
Baba meslegi Serbest meslek 11 44.0 12 48.0
Issiz 1 4.0 - -
Memur 6 24.0 - -
Anne meslegi Serbest meslek 4 16.0 9 36.0
Ev hanimi 15 60.0 16 64.0
Tlkokul 3 12.0 3 12.0
Ortaokul 7 28.0 4 16.0
Universite 7 28.0 7 28.0
Lisanstistii 2 8.0 - -
Ilkokul 6 24.0 4 16.0
Ortaokul 2 8.0 6 24.0
Anne egitim Lise 10 40.0 5 20.0
Universite 6 24,0 10 40.0
Lisansiistii 1 4.0 - -

Not: DEHB = dikkat eksikligi ve hiperaktivite bozuklugu, TGG = tipik gelisim gosteren.

Tablo 2 incelendiginde ¢alismaya dahil edilen DEHB olan ¢ocuklarin babalarinin %44’{iniin memur,
annelerinin %60’ min ev hanimi babalarinin %28’sinin orta okul annelerin ise %40’min lise mezunu oldugu
belirlenirken, TGG ¢ocuklarin babalarinin %48 nin serbest meslek, annelerinin %64’ {iniin ev hanimi1 babalarmin
%44 linlin lise annelerin ise %40’ mnin iiniversite mezunu oldugu belirlenmistir.
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Tablo 3
Ogretmenlerin Demografik Ozelliklerine Gére Dagilimi
Katilimeilar Demografik ozellikler n %
Kadin 16 0.64
Cinsiyet Erkek 9 0.36
Toplam 25 -
18-24 yas 0 0
25-34 yas 8 0.32
45 yas ve lizeri 7 0.28
i Toplam 25 -
Ogretmenler K
Lisans 21 0.84
Ogretim durumu Lisansiistii 4 0.16
Toplam 25 -
1-6 y1l 0 0
7-12 y1l 8 0.32
Caligma yili/mesleki kidem 13-18 yil 10 0.4
19 y1l ve tizeri 7 0.28
Toplam 25 -

Tablo 3 incelendiginde arastirmaya dahil edilen 6gretmelerin %64’ {iniin kadin oldugu %36’ smin ise erkek
oldugu %16’smin lisans {istii egitim aldig1 ve %32’sinin 7-12 yil arasinda kideme sahip olduklari belirlenmistir.

Veri Toplama Araclari

Bu arastirmada katilime1 ¢ocuklarin sosyal bilgi isleme siirecini degerlendirmek iizere arastirmacilar
tarafindan gelistirilen Sosyal Bilgi Isleme Degerlendirme Formu ve Yonetici Islevler Davramslarm
Degerlendirme Olgegi’nin (Behavioral Rating Inventory of Executive Functions [BRIEF]), Anne Baba ve
Ogretmen Formu veri toplama araglar1 olarak kullamlmistir (Gioia vd., 2000a, 2000b; Karakas & Dogutepe-
Dinger, 2011a; 2011b).

Sosyal Bilgi Isleme Degerlendirme Formu

Sosyal Bilgi Isleme Degerlendirme Formu, 8-10 yas araligindaki ¢ocuklarin sosyal bilgi islemede bilissel
siireclerini 6lgmek iizere daha Onceki arastirmalarda kullanilan araglar incelenerek arastirmacilar tarafindan
uyarlanmustir. Bu arastirmada kullanilan Sosyal Bilgi Isleme Degerlendirme Formu daha &nceki arastirmalarda
kullanilan sosyal bilgi isleme becerisi degerlendirme formlarin (Andrade, 2006; Crick & Ladd, 1993; Dodge,
1980; Dodge & Frame, 1982; McGee vd., 2009; Rubin & Krasnor, 1983; Tur-Kaspa, 1993; Weiss vd., 1992)
uyarlanmis versiyonudur. Sosyal Bilgi Isleme Degerlendirme Formu, kiz ve erkek cocuklar i¢in ayr1 ayr
hazirlanan 12’ser kisa hikdyeden ve bu kisa hikayelere iligkin 15-20 saniyeden 1-2 dakikaya kadar siiren 12 adet
videodan ve uygulamalarda her bir kisa hikdye videosu izlendikten sonra gocuklara Sosyal Bilgi isleme Modeli’nin
6 basamagin1 degerlendiren bir dizi soruyu igeren Sosyal Bilgi Isleme Degerlendirme Formundan olusmaktadir.

Kisa Hikayelerin Olusturulmasi. Cocuklarla yapilan sosyal bilis caligmalarinda siklikla kullanilan
yontemlerden biri ¢ocuklara, hipotetik kisa hikayeler, yabanci alanyazindaki terimle “vignette” sunarak, bu
hikayelere iliskin tepkiler liretmelerini istemektir. Finch (1987) tarafindan kisa hikdyeler (vinyet) onceden
belirlenmis bir konu hakkinda bu konu ile ilgili goriisiilecek ve bilgisine basvurulacak kisiler igin hazirlanan, iginde
hayali karakterlerin ve farazi senaryolarin oldugu kisa hikdyeler olarak tanimlanmistir. Bu caligmada kisa
hikayeler, ¢esitli sosyal etkilesimlere katilan en az iki ¢ocuk hakkinda hazirlanmistir. Kisa hikayelerin
gelistirilmesi siirecinde oncelikle sosyal bilgi isleme siireci ile ilgili daha 6nce yapilmis arastirmalardaki kisa
hikayelerin nitelikleri ve yazim kurallar1 incelenmistir (6r. Andrade, 2006; McGee vd., 2009; Tur-Kaspa, 1993).
Alanyazindaki niteliklere uygun olarak kisa hikayelerin giinliilk yasamdan, acik anlasilir, yas ve cinsiyetin olas1
yanli etkilerini ortadan kaldiracak bir sekilde yazilmasina dikkat edilmistir (Evans vd., 2015). Kisa hikayeler akran
grubuna giris ve provokasyona tepki gibi c¢ocuklarin sik yasayabilecekleri olast durumlar ele alinarak
hazirlanmastir.

Kisa Hikayelerin Gegerligi ve Giivenirligi. Akran grubuna giris ve provokasyona tepki durumlari ile
ilgili yazilmis kisa hikayelerin kurgu, icerik ve dil agisindan uygunlugu alan uzmanlarinin (iiniversitede Tiirkce
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egitimi anabilim dalinda gérev yapan dort ve 6zel egitim anabilim dalinda gorev yapan ii¢ kisi olmak iizere toplam
yedi alan uzmanin) goriiglerine sunulmugtur. Akran grubuna giris hikdyeleri akran grubuna girmeyi isteyen
¢ocugun olumlu niyetine karsilik akranlarimin iki tepkisiz, iki olumlu (arkadasca), iki olumsuz (reddedici) tarzda
tepki verdigi toplam alt1 hikdyeden olusmustur. Provokosyona tepki hikayeleri ise hikaye igindeki ¢ocugun
akranlarinin iki belirsiz, iki diismanca ve iki diismanca olmayan sekilde davrandigi akran niyetini igeren sosyal
durumlarla karsi karsiya kaldigi toplam alti vinyetten olusmustur. Uzman goriislerine dayali olarak alt1
provokasyona tepki, alt1 akran grubuna giris olmak iizere toplam on iki kisa hikdye secilmistir. Cinsiyet unsuru
g6z Oniinde bulundurularak kiz ve erkek ¢ocuklar i¢in ayr1 ayr1 12 kiz ve 12 erkek ¢ocuklari i¢in olmak iizere
toplam 24 kisa hikdye hazirlanmustir. Tablo 4’te kisa hikayelerin dagilimi akran grubuna giris ve provokasyona
tepki basliklar1 altinda verilmistir.

Tablo 4
Kisa Hikdyelerin Dagilimi

Akran grubuna giris

. Tepkisiz

. Olumlu (arkadasca)
. Olumsuz (reddedici)
. Tepkisiz

. Olumlu (arkadasga)
. Olumsuz (reddedici)

OO WN B

Provokasyona tepki

. Belirsiz

. Diismanca degil
. Diismanca

. Belirsiz

. Diismanca degil
. Diismanca

OO WN B

Bir devlet iiniversitesinin Gorsel Isitsel Teknikler ve Medya Yapimciligi Boliimii Radyo ve Televizyon
Anabilim Dal1 6gretim gorevlileri ile yiiriitiilen ¢caligmalarla yirmi dort hikayeyi kurgu ve icerik agisindan yansitan
videolar kiz ve erkek g¢ocuk oyuncularin rol aldigi profesyonel bir ekip tarafindan ¢ekilmigtir. Kiz ve erkek
cocuklar i¢in iki versiyonu olan 12’ser hikéye videosu 8-10 yas araliindaki cocuklarin yasadiklari olagan sosyal
durumlar1 ve problemleri icermektedir. Bu hikayeler akran grubuna giris, provokasyon durumlarini igermektedir.
Hikayelerin videolar: hikdyelerin senaryolarina uygun olacak bigimde 6rnegin “Can yeni aldig1 ayakkabilarim
giyer ve okula yiiriiyerek gider. O giin ayakkabilarini ilk defa giyen Can onlar1 gok begenmektedir. Yolda yiiriirken
aniden arkadasi ona carpar. Can dengesini kaybeder ve ¢amura basar. Yeni ayakkabilar ¢amur icinde kalir.”
Sesletimi ile ¢ekilmistir. Hikayelerin hem kiz ¢gocuk hem de erkek ¢ocuk versiyonlariin ortalama 9 yasindaki
oyuncularla ¢cekimleri yapilmis ve canlandirilan hikaye yine profesyonel bir seslendirmen tarafindan okunmustur.
Uzman bir ekip tarafindan ¢ekilip seslendirilen yirmi dort hikayenin videosunun igerigi yansitip yansitmadigi ile
ilgili olarak alan uzmanlarinin (bir gocuk psikiyatrisi, iki 6zel egitim uzmanti, iki psikolojik danigman ve bir ¢ocuk
gelisim uzmani) goriislerine sunulmustur. Uzmanlardan alinan goériisler uyum yiizdesi [Giivenirlik = Goriis Birligi
/ (Goriis Birligi + Goriis Ayriligl) x 100] formiilii ile hesaplanmistir (Miles & Huberman, 1994). Elde edilen
degerin giivenilir kabul edilebilmesi igin uyum yiizdesinin %70’in lizerinde olmasi gerekmektedir (Miles &
Huberman, 1994; Sencan, 2005; Tavsancil & Aslan, 2001). Her bir kisa hikaye i¢in uzmanlar arasinda %100
diizeyinde uyum saglanirken erkek ¢ocuklarin belirsiz olan provokasyona tepki hikaye tiirii i¢in %90 diizeyinde
uyum saglanmustir.

Goriisme Formunun Gelistirilmesi ve Puanlanmasi. Sosyal Bilgi Isleme Formunun gériisme siirecinin
degerlendirilebilmesi i¢in bir puanlama anahtar1 gelistirilmistir. Puanlama formu Sosyal Bilgi Isleme Modelinin 6
basamagimin her birine ¢ocuklarin verdigi tepki tiiriini puanlayarak degerlendirecek sekilde hazirlanmistir.
Puanlama formu Crick ve Dodge (1994) tarafindan gelistirilen Sosyal Bilgi Isleme Modelinin basamaklarmi
degerlendirecek sekilde hazirlanmaistir.

Birinci Basamak-ipuglarin1 Kodlama: Sosyal bilgi isleme siirecinde ilk adim ipuglarinin kodlanmasidir.
Kodlama basamagini degerlendirmek amaciyla, ¢cocuklardan hikayeyi bastan sona anlatmasi istenmistir. Bu
asamada verilerin kodlanmasi ve puanlanmasi ¢cocugun hikaye ile ilgili olma derecesine gore “¢ok ilgili”, “ilgili”,
“ilgisiz” seklinde degerlendirilmistir. Yiiksek puanlar konu ile ilgili olmaya isaret ederken diisiik puanlar ilgisiz

olmaya isaret etmistir. Ikinci Basamak-Ipuglarini Yorumlama: Bu basamakta gocuklarmn niyete yaptiklari
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yiiklemeler degerlendirilmistir. “Akran grubuna giris” ve “Provokasyon” kisa hikayelerinde katilimcilarin niyetleri
“diismanca” (Diismanca yiiklemede bulunma, bireyin herhangi bir kiskirtici davranisi kasitli olarak yapilmis gibi
algilamasi ve ona gore tepkide bulunmast) ve “diismanca degil” olmak tizere iki baglik altinda degerlendirilmistir.
Ugiincii Basamak-Hedef Olusturma: Bu basamag1 degerlendirmek iizere gocuklara bu soruya verilen cevaplar hem
provokasyon kisa hikayelerinde hem de akran grubuna giris kisa hikayeleri i¢in “yeterli”, “yeterli olmayan”,
“saldirgan” ve “ilgisiz” olarak gruplandirilmistir. Akran grubuna katilim hikayelerinde oynamaya davet etme,
isteklerini ifade etme, {izglin oldugunu sdyleme; provokasyon hikayelerinde ise 6ziir dilemesini isteme, neden
boyle davrandigini sorma gibi tepkiler “yetkin” (belirli bir sosyal baglam i¢inde sosyal hedefle ilgili sosyal olarak
kabul edilebilir yontemlerin kullanilmast) olarak kodlanmistir. Her iki hikaye tiirlinde de reddi iceren fiziksel ve
sozel siddet ifadeler ‘“‘saldirgan” olarak kodlanmistir. Durumdan uzaklasmak, durumu birakmak, bir sey
yapmamak, aglamak, omuz silmek gibi tepkiler veya tamamen durumla alakasiz tepkiler “ilgisiz” olarak
kodlanmustir. Dordiincii  Basamak-Tepkiye  Erisim  veya  Tepkiyi  Yapilandirma:  Tepkiye
erisim/degerlendirilmesi/karar verilmesi basamagindaki sorular provokasyon ve akran grubuna giris kisa
hikayelerinin 6zelliklerine gore farklihk gostermektedir. Ornegin gocuklara sorulan sorulara verilen cevaplar
“neden yaptigini sormak, kendine giivenen bir ifadede bulunmak “yaptigin sey dogru degildi” gibi tepkiler yetkin
tehditler, fiziksel veya sozlii saldirganlik igeren ifadeler “saldirgan” durumdan vazgegmek, higbir sey yapmamak,
aglamak, ¢iglik atmak gibi ifadeler ise “yetkin olamayan” yanitlar olarak degerlendirilmistir. Sorulan sorularla
dogrudan iligkili olmayan yanitlar ise ilgisiz olarak degerlendirilmistir. Besinci Basamak-Tepkiye Karar Verme
asamasinda iiretilen olas1 tepkilerin degerlendirilmesi ve en uygun tepkinin se¢ilmesine iliskin sorular sorulmustur.
Yanitlar dortlii dereceli 6lgek iizerinden degerlendirilmistir. Ornegin “Simdi kendini Demir’in yerine koy. Sen
sana carpan ¢ocuga ‘Aptal misin?’ dedin ve onu ittin (saldirgan). Bu iyi bir tepki midir?/Bunun nasil bir fikir
oldugunu diisiiniiyorsun?”(1. Cok kétii, 2. Kétii, 3. Cok iyi ve 4. Iyi). Bu ve benzer sorular hikayelerin 6zelligine
gore katilimeilarin tepkiyi gostermedeki yetkinliklerini ve giivenlerini 6z yeterliliklerini degerlendirmek amaciyla
sorulmustur. “Sen ayni sekilde davranir miydin?/Sen bu sekilde davranir miydin?” gibi sorular tepkiye karar
verme niteliklerini belirlemek i¢in 4’1 dereceli 6lgek {izerinden degerlendirilmistir. Altinc1t Basamak-Segilen
Tepkinin Davranig Olarak Sergilenmesi: Bu asamada ¢ocugun kendini hikayedeki ¢ocukmus gibi hayal etmesi
istenmistir. Her bir kisa hikaye i¢in, gocuktan alinabilecek en yeterli yanit agik bir sekilde ifade edilmis ve sdylenen
en yeterli yanit1 canlandirmasi istenmistir. Arastirmaci, “Haydi hikayenin i¢indeymis gibi davranalim. Bana bunu
(T ) nasil sOyleyecegini gostermeni istiyorum” denmistir. Cocugun verdigi tepkiler icerik ve canlandirma
bakimindan (yeterli gbz temasi, uygun ses tonu, uygun yiiz ifadesi ve viicut durusu) varsa yeterli, icerik ve
canlandirma bakimindan yeterli ama kusursuz olmayan tepkiler varsa biraz yeterli, hem icerik, hem de canlandirma
yoksa ya da ¢ocuk siipheye yer vermeyecek dlciide basarisizsa, yetersiz olarak kodlanarak puanlanmistir. Yeterli,
biraz yeterli ve yetersiz gibi kod kategorilerinin puanlama alt kurallar1 ve davranigsal 6rnekleri 6l¢egin puanlama
anahtarinda ayrintili olarak gelistirilmis puanlar sorularin 6zelliklerine gére 0-3 puan arasinda degismis her bir
kisa hikdayeden alinan toplam puanlar tizerinden degerlendirmeler yapilmistir.

Sosyal Bilgi isleme Siireci Degerlendirme Formu’nun Uygulama Giivenirligi. Sosyal Bilgi Isleme
Siireci Degerlendirme Formu’nun uygulama giivenirligi analizlerini yapabilmek i¢in dncelikle formun uygulanma
kurallar1 ve ilkeleri belirlenmistir. Arastirmacinin sergilemesi gereken davranislar Sosyal Bilgi Isleme Siireci
Degerlendirme Formu’nun uygulama ilkeleri, uygulama oncesi, uygulama siireci ve uygulama sonrasi basliklari
altinda bildirimler haline getirilmis ve uygulama giivenirligi tablosu olusturulmustur. Uygulama giivenirligi
hesaplamalar1 uygulama sirasinda g¢ekilen kamera kayitlari {izerinden bir 6zel egitim alan uzmani tarafindan
aragtirmact uygun davranis sergilediyse “uygun”, aragtirmaci ilgili bildirime uygun davranmamigsa “uygun degil”
degil seklinde degerlendirilmistir. Uzman biitiin formlar1 doldurduktan sonra uygulama giivenirliligi analizi
formiilii [(G6zlenen Arastirmact Davranisi / Planlanan Arastirmaci Davranigt) X 100] kullanilarak uygulama
giivenirligi hesaplanmistir. Hesaplama sonucunda arastirmanin uygulama giivenirligi %95 olarak belirlenmistir.

Sosyal Bilgi Isleme Siireci Degerlendirme Formu’nun Puanlama Giivenirligi. Sosyal Bilgi isleme
Siireci Degerlendirme Formu’ndan elde edilen verilerin giivenirligini belirlemek i¢in DEHB olan 8 (%32) 6grenci
ile ayn1 yas ve cinsiyete sahip TGG 8 (%32) 6grencinin goriisme verileri aragtirmacilarin diginda bir arastirmaci
tarafindan alti basamak i¢in ayr1 ayr1 hesaplanmigtir. Uzmanlardan alinan goriisler arasindaki uyum yiizdesi
[Giivenirlik = Goriis Birligi / (Goriis Birligi + Gortis Ayriligt) x 100] formiili ile hesaplanmigtir (Miles &
Huberman, 1994). Arastirmada bu formiil kullanilarak kodlamalardaki uyum yiizdesi; ipuglarint kodlama
basamagi i¢in %96.7 ipuglarin1 yorumlama basamagi i¢in %89.3, hedef olusturma/amaglarin formiile edilmesi
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basamagi i¢in %93.3, tepkiyi olusturma basamag i¢in %90.5, tepkiye karar verme basamagi i¢in %92.7 ve son
olarak davranislarin sergilenmesi basamagi i¢in %90.1 olarak hesaplanmustir.

Pilot Calisma

Calismanin uygulanacag 6rnekleme benzer sekilde DEHB olan ve TGG cocuklara Sosyal Bilgi Isleme
Siireci Formu uygulama ilkelerine uygun olarak uygulanip kayit altina alinmistir. Uygulama sirasinda sorulan
sorularda ¢ocuklarin soruyu anlamada zorlandiklari ya da aragtirmacinin tekrar etmesini ya da agiklamasin
istedikleri soru kokleri not alinmistir. Ayrica ¢ocuklar 6 kisa hikdye vidosunu izledikten ve buna iligkin sorulari
yanitladiktan sonra ara vermeyi gerektirecek belirtiler gostermislerdir. Pilot uygulamada g¢ocuklara sorulan
sorularin ifade edilmesi ile ilgili karsilasilan problemler giderilerek sosyal bilgi isleme degerlendirme formunun
arastirmada kullanilmasina karar verilmistir.

Yonetici islev Davramislarim Derecelendirme Olgegi (Anne-Baba ve Ogretmen Formu)

Yonetici Islevler Davranislarmi Degerlendirme Olgegi (Behavioral Rating Inventory of Executive
Functions [BRIEF]), Gioia ve digerleri (2000a; 2000b) tarafindan gelistirilmistir. Olcegin Tiirk toplumuna
uyarlama ¢aligmalar1 Karakag ve Dogutepe-Dinger (2011b) tarafindan yapilmistir. BRIEF, 5 ile 18 yas araligindaki
bireylerde yonetici islevleri, giinliik hayattaki karmasik problem ¢dzme becerileri ve uyumsal davraniglar
temelinde 6l¢mede kullanilmaktadir (Gioia vd., 2002; Gioia & Isquith, 2004; Karakas & Dogutepe-Dinger, 201 1b).
BRIEF’te degerlendirmeleri anne veya baba Anne Baba Formunu (BRIEF-E) ve simf dgretmeni Ogretmen
Formunu (BRIEF-0) doldurarak gerceklestirmektedir (Karakas & Dogutepe-Dinger, 2011b). BRIEF’in Ogretmen
Formu ve Anne-Baba Formunda toplam 86’sar madde bulunmaktadir. Maddeler 8 alt 6lgek altinda diizenlenmistir.
Alt 6lceklerden iki gosterge puan hesaplanmaktadir. Bunlar; Davranig Diizenleme Gostergesi (DDG; Behavior
Regulation Index [BRI]) ve Ust-Bilis Gostergesidir (UG; Metacognition Index [MI]). DDG ve UG’nin
toplamindan Toplam Yonetici Islevler Gostergesi (TYIG) hesaplanmaktadir. DDG, Duygusal Kontrol (DK),
Kaydirma (KY) ve Ketleme (KT) olmak iizere ii¢ alt lgek dlgekten olusurken, UG ise Planlama/6rgiitleme (P/O),
Caligma Bellegi (CB), Baslatma (B), Malzeme Orgiitleme (MO) ve Izleme () olmak iizere bes alt dlgekten
olusmaktadir. Olgekteki maddeler 3 dereceli Likert tipi 6lgek {izerinden degerlendirilmekte, Higbir zaman (1),
bazen (2) ve ¢ogu zaman (3) olarak puanlanmaktadir. BRIEF te yiiksek puan, yonetici islevlerde bozukluga isaret
etmektedir (Dogutepe-Dinger vd., 2012). BRIEF’in ol¢tiigii 6zellikler Temel Bilesenler Analizi (PCA) ile
incelenmistir. Ebeveyn ve dgretmenler tarafindan degerlendirilen érneklem DEHB tanisi almis, ilagsiz 80 DEHB
olgusu ile bu grupla yas (77-137 ay) bakimindan eslesmis saglikli kontrol grubundan olusmustur. Saglikli kontrol
grubu igin agiklanan varyanslar, Ogretmen Formu’nda %87.49, Ebeveyn Formu’nda %81.50 (DEHB grubunda
aciklanan varyanslar ise Ogretmen Formu’nda %75.34, Ebeveyn Formu’nda %71.44) olmustur (Karakas &
Dogutepe-Dinger 2011a). BRIEF Tiirk 6rneklemleri iizerindeki arastirmalarda kullanilmistir (DPT-HU-BAB
2006K120- 640-06-08). DEHB i¢in ek tan1 dlgiitleri gelistirmeye yonelik proje kapsaminda kullanilabilmesi i¢in
BRIEF’in maddelerinde, uygulama ve puanlama ydnergelerinde gereken diizenlemeler yapilmistir (Karakas &
Dogutepe-Dinger, 2011a, 2011b). Tiirk ornekleminde BRIEF’in orijinal formdaki ozellikleri temsil ettigi
belirlenmistir (Erdogan-Bakar vd., 2011). Calismada Tirk kiltirii i¢in diizenlenmis olan versiyondan
yararlanilmigtir.

Verilerin Toplanmasi

Aragtirma verilerinin toplanabilmesi igin ilk adimda arastirmanin yapildigi tiniversitenin etik kurul karari
(Karar no: 2016/02/02) il Milli Egitim Miidiirliigiinden izin, katilimcilardan ise bilgilendirilmis onam almmustir.
Oncelikle bir iiniversitenin egitim ve arastirma hastanesinin ¢ocuk ve ergen ruh saghg ve hastaliklari
polikliniginde DSM-5’¢ gore, DEHB tanis1 almis (arastirmaya dahil edilme kriterlerine uygun) katilimcilar
psikiyatristlerle belirlenmis ve ailelere iiniversite hastanesi, ¢ocuk ve ergen ruh sagligi ve hastaliklar1 anabilim
dalinda gorev yapan uzman cocuk psikiyatristleri aracilifiyla ulagilmistir. Arastirmaya katilmaya goniillii
ailelerden randevu alinmus, ailelere arastirma hakkinda kapsamli bilgi verilmis ve bilgiler dogrultusunda 6lgekleri
doldurmasi saglanmustir. ikinci asamada cocugun egitim gordiigii okul ve dgretmene bilgi verip resmi izinler
sunulmus ve katilime1 ¢gocugun 6gretmeninin arastirmaya iliskin formlar1 doldurmalar1 saglanmistir. Arastirmaya
dahil edilen TGG cocuklarin ailelerine 6gretmenler ve okul rehberlik servisindeki rehberlik ve psikolojik
danigsmanlar aracilig1 ile ulasilmigtir. Ayni sekilde TGG ¢ocuklarin ailelerine bilgi verilerek, dl¢ekleri doldurmalari
saglanmigtir. DEHB tanis1 almis ve TGG ¢ocuklarla goriismeler ¢ocuklarin devam ettigi ilkokullarda yapilmis
veriler 2017-2018 6gretim yilinda toplanmistir. DEHB tanis1 almig ve TGG ¢ocuklarla gériismeler ¢ocuklarin
devam ettigi okullarinda bulunan sessiz, dikkat dagiticilardan arindirilmis olan bir goériigme odasinda
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gerceklestirilmistir. Yapilan gériismenin her bir ¢ocuk i¢in ayni1 sekilde yonetildiginden emin olmak i¢in uygulama
giivenirligi maddeleri belirlenmis ve uygulanmistir. Bu gergevede dncelikle goriisme 6ncesinde ¢ocukla resmi bir
ortam yaratmadan sicak samimi bir iliski kurulmus arastirmaci katilimer ¢ocuga bilgisayarda izlenilecek olan
videolar1 ve ¢ocugu hazirlamis, uygulama hikayesini okuyarak cocugun yapmasi istenen seyleri tam olarak anlayip
anlamadigini kontrol etmistir. Aragtirmact goriismeyi gerceklestirdigi ¢ocuga goriismeyi daha sonra dinlemek
iizere kayit edecegini, goriismenin sonunda isterlerse birlikte yaptiklart konusmalar: dinleyebileceklerini
sOylemistir. Goriisme oOncesinde cocuklara sorularin dogru veya yanlis cevabinin olmadigi agiklanmistir.
Gorlismenin uzun siireli olmasindan dolay1 ¢cocuklar ihtiya¢ duyduklarinda, istediklerinde ya da gdriisme esnasinda
dikkat etmemeye veya konu dis1 sorular sormaya basladiklarinda, aragtirmaci tarafindan gériismeye ara verilmistir.
Bununla birlikte arastirmaci genellikle ara vermek icin hikaye videosunu bitirmis, ¢ocuga cok iyi ¢alistifini ve
mola verme zamani oldugunu sdylemistir. Cocuga heniiz gdriismenin bitmedigi aradan sonra alt1 hikdye daha
dinlemesi gerektigini soylemis ve bes dakikalik bir ara verilmistir Aragtirmaci verilen aralarda ¢ocugun iyi dinleme
ve katilim gibi davraniglari lizerinde durup igbirlik¢i tavirlarini pekistirmeye dikkat etmistir. Aralarda da katilimct
¢ocukla ilgilenmeye devam etmistir. Cocugun on iki vinyet ile ilgili tepkileri alindiktan sonra goriisme
sonlandirilmistir. Cocuklarla yapilan goriigmenin siiresi aragtirmaya dahil edilen yas grubunun 6zelligine gore
degisebilmekle birlikte ortalama 40-45 dakika stirmiistiir.

Verilerin Analizi

Aragtirmanin verilerinin analizinde, IBM SPSS 22.0 programi kullanilmigtir. Verilerin analizinde
anlamlilik diizeyi (p) .05 kabul edilmistir. Veri analizine ge¢ilmeden 6nce puanlarin dagiliminin normal dagilim
gosterip gostermedigine bakilmistir. Grup biiyiikliigii 50’den kiigiik oldugu igin verilerin normal dagilima
uygunlugunu test etmek icin ShapiroWilks testi kullanilmistir. Yapilan normallik testi sonucunda, p < .05 ¢iktigt,
bu anlamlilik diizeyinde puanlarin normal dagilimdan anlamli (asir1) sapma gosterdigi saptanmistir. Bu nedenle
verilerin analizinde Bootstrap yontemi kullanilmistir. Bootstrap yontemi, diger yontemlerin kullaniminin uygun
olmadig1 ya da parametrik varsayimlarin gegersiz oldugu durumlarda kullanilan bir yontemdir. Bootstrap yontemi
orijinal veri kiimesinden yerine koyarak yeniden 6rnekleme yontemidir. Bu metodun esasi kii¢iik sayidaki veri
setleri iginde ¢esitli istatistikleri belirleyebilmektir (Sacchi, 1998; Takma & Atil, 2006). Alt amaglarin analizinde
Cok Yonlii ANOVA yonteminden ve 5000 Bootstrap drneklemi tizerinde Pearson Momentler Carpimi korelasyon
katsayisindan yararlanilmistir. Arastirmanin ilk sorusuna yanit bulabilmek i¢in dncelikle ¢ocuklarin hikayelerden
aldiklar1 puanlarin ortalamasi her bir basamak i¢in ayri ayr1 hesaplanmistir. Daha sonra bu ortalama puanlar
dikkate alinarak her bir basamaktaki kategorilerde yer alan ¢ocuklar belirlenmigstir. Bu kategorilerde yer alan
DEHB olan g¢ocuklarla TGG c¢ocuklarin puan farliliklarinin istatistiksel agidan anlamli olup olmadigi, 5000
Bootstrap drneklemi iizerinde Tek Yonli ANOVA ile incelenmistir. Bagimli degiskenin bagimsiz degisken
iizerinde ne kadar etkili oldugunu belirlemek icin ise eta-kare (#%) etki bilyiikliigii degeri hesaplanmustir. Etki
biiyiikliigii olarak da adlandirilan eta-kare degeri bagimli degisken ile bagimsiz degisken arasindaki iliskinin
biliyikligiiniin bir dlgiisiidiir (Mertler & Vannatta, 2005). Bagimsiz degiskenin bagimli degiskendeki toplam
varyansi agiklama miktarin1 gosteren 52 0.00 ile 1.00 arasinda degisir ve .01, .06 ve .14 diizeyindeki 52 degerleri,
ayni sirayla “kiiglik”, “orta” ve “genis” etki biiyiikliigii olarak yorumlanir (Biiyiikoztiirk, 2014; Cohen, 1988).

Bulgular
Sosyal Bilgi Isleme Siireci Degerlendirme Formu’na iliskin Bulgular

DEHB olan ¢ocuklarla TGG c¢ocuklarin Sosyal Bilgi Isleme Siireci Degerlendirme Formu’ndan aldiklari
puanlar arasinda anlamli bir fark olup olmadigini belirlemek iizere yapilan tek yonlii ANOVA sonuglar1 Tablo 5°te
sunulmustur.
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Tablo 5
Sosyal Bilgi Isleme Siireci Degerlendirme Formu na Iliskin Tek Yonli ANOVA Sonuglar
DEHB TGG
n X (s n X (s F p 7
1. Ipuglarmi kodlama 25 2.74(0.42) 25 2.95(0.2) 5.177 .027 .097
2. Ipuglarini yorumlama
Diismanca degil 10 1.50(0.00) 18 1.61(0.11) 10.612 .003 .288
Diigsmanca 15 1.34(0.11) 7 1.41(0.03) 2.034 .169 .090
3. Amaglarin formiile edilmesi
Yeterli amaglar 19 2.60(0.19) 25 2.78(0.13) 13.766 .001 247
Yetersiz amaglar 5 2.25(0.83) - - - -
[lgisiz amaglar 1 1.33 - - - -
4. Tepkiyi olugturma 19 3.46(0.12) 25 3.77(0.16) 52.417 .000 .555
Yetkin 5 3.00(0.16) - - - -
Yetkin olmayan 1 2.42 - - - -
Saldirgan - - - - -
lgisiz
5. Tepkiye karar verme
Yetkin nitelik 18 2.56(1.34) 25 2.82(0.15) 35.699 .000 466
Yetkin olmayan nitelik 7 2.17(0.23)
Saldirgan nitelik 1 1.67
Yetkin 6z yeterlilik 19 2.58(1.13) 24 2.84(1.21) 45.445 .000 .526
Yetkin olmayan 0z yeterlilik 5 2.28(.07) 1 2.33 .375 573 .083
Saldirgan 6z yeterlilik 1 1.67
6. Davranigin sergilenmesi 25 1.85(0.11) 25 2.70(0.08) 42117 .000 467

Not: DEHB = dikkat eksikligi ve hiperaktivite bozuklugu, TGG = tipik geligim gosteren.

Tablo 5’e gore Tek Yonliit ANOVA testi sonuglari incelendiginde ipuglarini kodlama puanlari arasinda
TGG ¢ocuklarin lehine anlaml farkliliklarin oldugu gériilmektedir (p < .05). Eta-kare etki biiyiikliigii degeri #? =
.097 bulunmustur. Bu bulgu, DEHB’nin ipuglarin1 kodlama puanlar1 iizerinde “orta diizeyde” bir etkiye sahip
oldugunu gostermektedir. DEHB tanist almig dilsmanca olmayan ¢ocuklarm ipuglarini yorumlama puanlariin
ortalamasina bakildiginda diismanca olmayan ¢ocuklarin ipuglarint yorumlama puanlari arasinda TGG gocuklarin
lehine anlamli farkliligin oldugu goriilmektedir (p < .01). Eta-kare etki biiyiikliigii degeri #? = .288 bulunmustur.
Bu bulgular, DEHB’nin ipuglarini yorumlama puanlart {izerinde “genis diizeyde” bir etkiye sahip oldugunu
gostermektedir.

DEHB tanisi almig yeterli amaglar sergileyen ¢ocuklari amaglarin formiile edilmesi puanlart arasinda
TGG ¢ocuklarin lehine anlamli farkliliklarin oldugu goriilmektedir (p <.001). DEHB tanisi almig yetkin ¢ocuklarin
tepkiyi olusturma puanlari incelendiginde yetkin ¢ocuklarin tepkiyi olusturma puanlart arasinda TGG ¢ocuklarin
lehine anlamli farkliligin oldugu gériilmektedir (p < .001). Eta-kare etki biiyiikliigii degeri #? = .555 bulunmustur.
Bulgular, DEHB’in tepkiyi olusturma puanlar1 iizerinde “genis diizeyde” bir etkiye sahip oldugunu gostermektedir.
Yetkin 6z yeterli ¢cocuklarin tepkiye karar verme puanlari arasinda TGG ¢ocuklarin lehine anlamli farkliligin
oldugu goriilmektedir (p < .001). Eta-kare etki bilyiikliigii degeri #?> = .466 bulunmustur. Bu bulgular, DEHB nin
tepkiye karar verme puanlart iizerinde “genis diizeyde” bir etkiye sahip oldugunu goéstermektedir. Tek Yonli
ANOVA testi sonuglart incelendiginde ipuglarini kodlama puanlari arasinda TGG g¢ocuklarin lehine anlaml
farklihiklarin oldugu goriilmektedir (p < .001). Eta-kare etki biiyiikliigii degeri #? = .097 bulunmustur. Bu bulgu,
DEHB’nin ipuglarimi kodlama puanlari {izerinde “orta diizeyde” bir etkiye sahip oldugunu gostermektedir.
Cocuklarin davraniglart sergilenme puanlari incelendiginde TGG c¢ocuklarin lehine anlamli farkliligin oldugu
goriilmektedir (p < .001). Eta-kare etki biiyiikliigii degeri #?> = .467 bulunmustur. Bu bulgular, DEHB’nin
davranisin sergilenmesi puanlari {izerinde “genis diizeyde” bir etkiye sahip oldugunu gostermektedir.

Yonetici islev Davramsslar1 Derecelendirme (")lg:egi Anne-Baba Formu ve (")gretmen Formuna iliskin
Bulgular

DEHB olan ¢ocuklarla TGG cocuklarin Yénetici Islev Davranislar1 Derecelendirme Olgegi Anne Baba
Formu’ndan aldiklar1 puanlar arasinda anlamli bir fark olup olmadigini belirlemek {izere yapilan tek yonlii
ANOVA sonuglar1 Tablo 6’da sunulmustur.
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Tablo 6
Yénetici Islev Derecelendirme Olgegi Anne/Baba Formuna Iliskin Tek Yonli ANOVA Testi Sonuglar
Alt dlgekler Alt boyutlar Dikkat n X Sx F p 7
DEHB 25 21.00 3.01
Duygusal kontrol TGG 25 1640 214 38.707 .000 446
DEHB 25 15.88 181
Kayd 31.163 .000 .394
Davranim diizenleme aycirma TGG 25 12.88 1.99
5t )
gostergest Ketleme DEHB 25 20.68 436 44700 000 654

TGG 25 1140 2.18

DEHB 25 57.56 6.97
Toplam TGG 25 4068 515 94.999 .000 .664

DEHB 25 26.56 3.91
Planlama T6G 25 1772 368 67.835 .000 .586

.. DEHB 25 2156 3.15
Calisma bellegi TGG 25 1272 288 107.245 .000 .691

DEHB 25 1656  2.96
Baglatma TGG 25 1104 235 53.282 .000 .526

Ust bilis gdstergesi
: DEHB 25 1256 2.06
Izleme Tee 25 968 152 31.578 .000 .397

I DEHB 25 18.04  3.02
Malzeme orglitleme TGG 25 1124 324 58.839 .000 551

DEHB 25 9528 1280
Toplam TGG 25 6240 11.79 89.285 .000 .650

T . . DEHB 25 152.84 18.96
Yonetici islev gostergesi TGG 25 10308 1560 102.690 .000 .682

Not: DEHB = dikkat eksikligi ve hiperaktivite bozuklugu, TGG = tipik geligim gosteren.

Tablo 6’ya gére DEHB tanist almis gocuklarin Yénetici Islev Derecelendirme Olgegi Anne/Baba
Formundan aldiklar1 ortalama puanlar incelendiginde DEHB tanisi almis ¢ocuklarin puanlarinin TGG ¢ocuklara
gore daha yiiksek oldugu goriilmektedir. Tablo 4 incelendiginde DEHB tanis1 almig ¢ocuklarla TGG ¢ocuklarin
hem Yénetici Islev Derecelendirme Olgegi Anne/Baba Formu’nun alt dlgekleri ve alt boyutlarindan hem de
tamamindan elde edilen puanlar arasinda anlamli farkliliklarin oldugu goriilmektedir (p < .05). Bu bulgular DEHB
olan ¢ocuklarin yonetici islevlerinin TGG ¢ocuklara gore daha problemli oldugunu ortaya koymaktadir. Eta-kare
etki biiyiikliigii degeri (%) .397 ile .691 arasinda bulunmustur. Bu bulgular DEHB’nin; Yonetici Islev
Derecelendirme Olgegi Anne/Baba Formu, formun alt lgekleri ve alt boyutlarindan elde edilen puanlar iizerinde
“genis diizeyde” bir etkiye sahip oldugunu gostermektedir.

DEHB olan cocuklarla TGG ¢ocuklarin Yénetici Islev Davranislar1 Derecelendirme Olgegi Ogretmen
Formu’ndan aldiklar1 puanlar arasinda anlamli bir fark olup olmadigini belirlemek iizere yapilan tek yonlii
ANOVA sonuglar1 Tablo 7°de sunulmustur.
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Tablo 7
Yénetici Islev Derecelendirme Olgegi Ogretmen Formuna Iliskin Tek Yonlii ANOVA Testi Sonuglart
Alt dlgekler Alt boyutlar Dikkat n X Sx F p 7
DEHB 25 21.36 4.41
Duygusal kontrol TGG 25 10.80 240 110.819 .000 .698
DEHB 25 21.24 2.42
Kayd 37.642 .000 440
Davranim diizenleme aydirma TGG 25 17.00 247
gostergesl Ketleme DEHB 25 2660 369 509439 000 866

TGG 25 1120 236

DEHB 25 69.20 8.99
Toplam TGG 25 39.00 6.28 189.745 .000 .798

DEHB 25 24.52 3.10
Planlama TGG 25 1356 233 199.980 .000 .806

Caligma bellegi .I?CECH;B gg ﬁgg 24212 124.147 .000 721

DEHB 25 16.64 198
Baslatma TGG 25 1080 196 110.160 .000 .697

; DEHB 25 1632 3.76
Izleme TGG 25 702 175 102.439 .000 .681

- DEHB 25 2456  3.23
Malzeme Orgiitleme TGG 25 13.20 1.89 230.336 .000 .828

DEHB 25 105.08 1351
Toplam TGG 25 5948 932 192.948 .000 .801

T i . DEHB 25 17428 20.94
Yonetici islev gostergesi TGG 25 09848 14.92 217.209 .000 .819

Not: DEHB = dikkat eksikligi ve hiperaktivite bozuklugu, TGG = tipik geligim gosteren.

Ustbilis gostergesi

Tablo 7 incelendiginde, DEHB tanis1 almis TGG ¢ocuklarin hem Yénetici Islev Derecelendirme Olgegi
Ogretmen Formu’nun alt dlgekleri ve alt boyutlarmdan hem de tamamindan elde edilen puanlar arasinda anlamh
farkliliklarin oldugu goriilmektedir (p < .001). Bu bulgular, DEHB olan ¢ocuklarin yonetici islevlerinin TGG
cocuklara gére daha bozuk oldugunu ortaya koymaktadir. Eta-kare etki biiyiikliigii degeri (5?) .440 ile .829
arasinda bulunmustur. Bu bulgular, DEHB’nin Yénetici Islev Derecelendirme Olgegi Ogretmen Formu, formun
alt olcekleri ve alt boyutlarindan elde edilen puanlar iizerinde “genis diizeyde” bir etkiye sahip oldugunu
gostermektedir.

§osyal Bilgi isleme Siireci Degerlendirme Formu ve Yonetici Islev Davramslar1 Anne/ Baba Formu ve
Ogretmen Formu Puanlan Arasindaki iligkiye iliskin Bulgular

Cocuklarin Sosyal Bilgi Isleme Siireci Degerlendirme Formu’ndan elde ettikleri puanlar ile Yé&netici Islev
Davramiglar1 Derecelendirme Olgegi’nin Anne Baba Formu’ndan elde ettikleri puanlar arasinda anlamli bir iliski
olup olmadigin1 belirlemek iizere yapilan 5000 Bootstrap 6rneklemi lizerinde Pearson Momentler Carpimi
Korelasyon Katsayisi analizi sonuglari Tablo 8’de sunulmustur.
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Tablo 8
Sosyal Bilgi Isleme Siireci Goriisme Formu ile Yonetici Islev Davramislart Derecelendirme Olgeginin Anne Baba Formundan Elde Edilen Puanlart Arasindaki Korelasyon
Katsayilar
DaE/)La;éLns :quenleme gostergesi Calroma Ust bilig gost'\e/fglezs;me Yénetici
Tam kontrol Kaydirma Ketleme  Toplam Planlama bellegi Bagslatma dreiitleme Izleme Toplam islev
1 ipucl Kodl DEHB .091 216 .188 214 .148 .077 .020 170 315 171 194
- puglarm kodlama TGG 248 116 156 214 236 218 225 269 237 272 276
2. Ipuglarini yorumlama
Diismanca degil DEHB ; y y ) ; : ; : ) - -
vsmanca des TGG 037 -.237 -.226 -174 023 288 322 396 -059 182 081
Dii DEHB .009 .078 .356 251 250 .120 -.099 .103 436 213 234
usmatca TGG 519 444 245 443 471 288 495 400 441 491 547
3. Amaglarin formiile edilmesi
Yeterli amaclar DEHB -.152 -.367 .033 -.139 -.106 -.251 .038 -.013 -.055 -.098 -117
¢ TGG .096 -121 -.330 -.146 -.300 -.274 -.319 -.217 -.089 =277 -.257
Yetersiz amaglar DEHB 134 214 421 .350 .695 .686 .349 -.479 A17 .554 AT73
4. Tepkiyi olusturma
Yetkin DEHB -.106 .058 -.215 -.167 -.027 -.176 113 .136 .007 .000 -.058
TGG .100 .019 -.350 -.100 -.147 -.180 -.144 .013 -.058 -.133 -.133
Yetkin olmayan DEHB 134 214 421 .350 .695 .686 394 479 117 .554 A73
5. Tepkiye karar verme
Yetkin nitelik DEHB .025 -.015 -.090 -.055 113 .012 155 .370 234 179 .102
TGG .089 112 -.196 -.003 -.093 -.267 -.220 -.259 -.094 -.197 -.150
Yetkin olmayan nitelik DEHB -.564 - 703*** -.040 -.519 -418 -.389 -.946** -.504 -.242 -.537 -.553
Yetkin 8z veterlilik DEHB 187 154 .001 119 304 .206 .320 .489* .339 .366 294
y TGG .062 -.031 -.290 -.110 -175 -.152 -.138 -.133 -.093 -.159 -.156
Yetkin olmayan 6z yeterlilik DEHB .256 -.268 .345 169 .023 334 .000 218 .208 .201 191
6. Davranisin sereilenmesi DEHB .664 301 .367 .305 481 714 924 415 125 415 .354
- Lavmanisi sergfenmes TGG 226 131 153 209 051 -.064 062 -183 146029 091

Not: DEHB = dikkat eksikligi ve hiperaktivite bozuklugu, TGG = tipik gelisim gosteren.

*p <.05; **p <.01; ***p <.001
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Tablo 8 incelendiginde DEHB olan ve tipik gelisim gosteren ¢ocuklarm ipuglarini kodlama puanlari ile
Yonetici Islev Olcegi’nin Anne Baba Formu’ndan, dlgegin alt Slgeklerinden ve alt boyutlarindan elde edilen
puanlar arasinda anlamli iligki olmadigi tespit edilmistir (p > .05). DEHB olan yetkin olmayan nitelikli
ogrencilerin Tepkiye Karar Verme puanlari ile Yénetici Islev Davranislar: Derecelendirme Olgegi’nin Anne Baba
Formu’nun Davranim Diizenleme Gostergesi alt dlgeginin Kaydirma arasinda yiiksek diizeyde, negatif yonde ve
anlamli iligki oldugu belirlenmistir (p < .001). DEHB olan yetkin olmayan nitelikli 6grencilerin Tepkiye Karar
Verme puanlari ile Yonetici Islev Davranislar1 Derecelendirme Olgegi’nin Anne Baba Formu’nun Ustbilis Alt
Olgegi’nin Baslatma alt boyutu puanlar1 arasinda yiiksek diizeyde, negatif yonde ve anlamli iliski oldugu
belirlenmistir (p < .01). DEHB olan yetkin 6zyeterli dgrencilerin Tepkiye Karar Verme puanlari ile Ustbilis Alt
Olgegi’nin Malzeme Orgiitleme alt boyutu puanlari arasinda orta diizeyde, pozitif yénde ve anlamh iliski oldugu
belirlenmistir (p < .05).

Cocuklarm Sosyal Bilgi Isleme Siireci Goriisme Formu’ndan elde ettikleri puanlar ile Yonetici Islev
Davraniglar1 Derecelendirme Olgegi’nin Ogretmen Formu’ndan elde ettikleri puanlar arasinda anlaml bir iliski
olup olmadigint belirlemek iizere yapilan 5000 Bootstrap orneklemi iizerinde Pearson Momentler Carpimi
Korelasyon Katsayisi analizi sonuglar1 Tablo 9°da sunulmustur.
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Sosyal Bilgi Isleme Siireci Goriisme Formu ile Yonetici Islev Davramslar: Derecelendirme Olgeginin Ogretmen Formu Arasindaki Korelasyon Katsayilart
Davranim diizenleme gostergesi Ust bilis gostergesi Yénetici
Duygusal Calisma Malzem : .
Tani Kaydirma  Ketleme  Toplam Planlama - Baglatma . Izleme Toplam islev
kontrol bellegi Orgiitleme
1. ipuclarni kodlama DEHB .024 .140 .030 .062 -.051 -.018 -.240 -.054 .293 .004 .029
- pue TGG 175 162 123 177 178 200 215 128 044 175 184
2. Ipuglarini yorumlama
i = DEHB - - - - - - - - - - -
Diismanca degil TGG -128 071 -198 -.083 -242 -196 -213 -146 -175 -222 -182
. DEHB -.088 -.338 -.349 -.254 -.265 -.230 -.084 -.193 -.495 -.313 -.305
Diismanca TGG -.166 .047 104 -.007 -.051 -122 -.030 -.085 -.023 -.073 -.055
3. Amaglarin formiile edilmesi
. DEHB -.151 =211 -.183 -.207 =311 -.328 -474* -.456* -.379 -417 -.351
Yeterli amaglar TGG -.060 -.161 .072 -.059 -.153 -.076 -.100 .055 .006 -.068 -.067
Yetersiz amaglar DEHB -431 -.868*** 237 -.434 -.640 -.674 -.723 -.428 -.068 -.493 -.518
4. Tepkiyi olusturma
. DEHB 129 -.047 -.446 =112 -.178 -.113 =117 -.152 -.180 -.164 -.151
Yetkin TGG -.118 -.207 -.190 -.198 -.061 -.183 -.145 -184 -.155 -.159 -.183
Yetkin olmayan DEHB -.482 .000 -.445 -422 -.038 174 .065 .300 -732 -.056 234
5. Tepkiye karar verme
L DEHB .282 229 -.143 .148 129 .059 -.045 .082 .081 .077 .107
Yetkin nitelik TGG -.049 -.087 -.060 -076 110 -010 -012 -.060 000 011 -.025
Yetkin olmayan nitelik DEHB .607 .146 420 518 -.418 -.462 -.485 347 .021 -.196 .107
Lo L DEHB .364 342 .050 .298 297 159 141 244 277 .254 .283
Yetkin 6zyeterlilik TGG -134 -179 -102 -.160 081 .000 002 -.083 028 010 -.061
Yetkin olmayan zyeterlilik DEHB -.406 -.238 -.240 -.315 -.203 -.319 -.533 -.181 =177 -.269 -.292
6. Davranisin sereilenmesi DEHB -.079 11 -.077 -.040 -.249 -.195 -.359 -.182 -.188 -.252 -.180
) ¥ g TGG .056 -.334 .040 -.094 110 .007 -.207 .070 .013 .002 -.039

Not: DEHB = dikkat eksikligi ve hiperaktivite bozuklugu, TGG = tipik gelisim gosteren.

*p < .05; **p < .01; ***p < 001

Dikici & Ozdemir

2023, 24(3)



DIKKAT EKSIKLIGI VE HIPERAKTIVITE BOZUKLUGU OLAN COCUKLARLA TIPIK GELISIM GOSTEREN 391
COCUKLARIN SOSYAL BILGIYi ISLEME SURECLERI VE YONETICI iSLEV BECERILERININ
KARSILASTIRMALI INCELENMES]

Tablo 9 incelendiginde DEHB olan yeterli amaglar sergileyen ¢ocuklarin Amaglarin Formiile Edilmesi
puanlari ile Yonetici Islev Davranislart Derecelendirme Olgeginin 6gretmen formunun Ustbilis Alt Olgegi’nin
Baslatma ve Malzeme Orgiitleme alt boyutu puanlari arasinda orta diizeyde, negatif yonde ve anlamli iliski oldugu
belirlenmistir (p < .05). DEHB tanis1 almis yetersiz amaglar sergileyen ¢ocuklarin Amaglarin Formiile edilmesi
puanlari ile Yénetici Islev Davramslar1 Derecelendirme Olgeginin 6gretmen formunun Davranim Diizenleme
Gostergesi alt 6lgceginin Kaydirma alt boyutu puanlari arasinda yiiksek diizeyde, negatif yonde ve anlamli iliski
oldugu belirlenmistir (p <.001).

Tartisma

Bu ¢alismanin amacit DEHB olan ¢ocuklarla TGG akranlarmin sosyal bilgi isleme siirecleri ve yonetici
islev davranislarin1 karsilagtirilarak incelenmesidir. Alanyazinda DEHB olan cocuklarin duygusal uyarim
halindeyken verdikleri tepkilerin diirtiisel ve bozucu olduguna dair pek ¢ok kanitin oldugu yaygin olarak rapor
edilmektedir (Anastopoulos vd., 2011; Barkley, 2006; Martel, 2009; Martel & Nigg, 2006; Ozdemir, 2009a,
2010b). Ancak DEHB olan gocuklarin sosyal durumlarda sergiledikleri biligsel siiregleri diger bir ifade ile
duygusal agidan sakin olduklart durumlarda olasi bir problem durumunu nasil degerlendirdikleri ve olas1 sosyal
tepkileri nasil olusturduklart ile iliskili biligsel siiregleri yeterince bilinmemektedir. Bu kapsamda bu arastirmada
DEHB olan ¢ocuklarin sosyal ortamlarda karsilasabilecekleri olasi iki problem alani ile ilgili akran grubuna giris
ve provoke olma ile iligkili kisa hikayeler hazirlanmig ve hipotetik kisa hikéyelerin videolart DEHB olan ¢ocuklara
ve TGG akranlarina sunulmustur.

Aragtirmanin ilk alt problemi kapsamida DEHB olan ¢ocuklarla TGG akranlarinin Sosyal Bilgi Isleme
Siireci Degerlendirme Formu’ndan aldiklari puanlar arasinda anlamli bir fark olup olmadigi incelenmistir.
Arastirmada c¢ocuklarin sosyal bilgi isleme basamaklar1 herhangi bir duygusal uyarim hali olmadan incelenmis
olmasina ragmen, DEHB olan ¢ocuklarla TGG ¢ocuklarin Sosyal Bilgi Isleme Siireci Degerlendirme Formunun
ipuglarint kodlama, ipuglarint yorumlama, amaglarin formiile edilmesi, tepkiyi olusturma, tepkiye karar verme ve
davranigin sergilenmesi alt basamaklarindan elde edilen puanlarin gruplar arasinda anlamh diizeyde farklilastig:
saptanmis, saptanan farkliliklarin ise DEHB olan ¢ocuklarin sosyal bilgi isleme siirecinin tiim basamaklarinda
problemler sergilediklerini gosterdigine isaret ettigi bulunmustur. Duygusal olarak harekete geciren sosyal
durumlarda sakin kalmay1 basaran c¢ocuklarin daha uygun sosyal beceriler sergiledikleri, buna karsin asiri
uyarilmis olan ve duygulariyla yapict yollarla bas edemeyen gocuklarin agresif veya ¢ekingen tavirlar aldiklart ya
da etkinligi bozma egilimi i¢inde olduklar: bildirilmistir (Eisenberg vd., 1994). Ancak buna ragmen bu bulgular
orta ¢cocukluk dénemindeki DEHB olan ¢ocuklarin sadece sosyal bir problem yasayip duygusal acidan uyarim
halinde olduklart durumlarda degil, ayn1 zamanda sakin duygu durumu halindeyken de sosyal bir problemi anlama,
yorumlama ve olasi ¢dziimler tiretmede problemler sergilediklerini agik olarak gostermistir.

Aragtirmanin DEHB olan ¢ocuklarin sosyal bilgi igleme siireglerini inceleyen ilk amaci kapsaminda elde
edilen 6nemli bulgulardan birisi, DEHB olan ¢ocuklarin TGG ¢ocuklara oranla sosyal durumlara iligskin daha az
ipucu kodladiklari bulgusudur. Bu sonu¢ DEHB olan ¢ocuklarin sosyal bir problem yasarken problem durumunu
kapsamli olarak degerlendirmelerini etkileyecek ipuglarini degerlendirmede sinirliliklari oldugunu gostermektedir.
S6z konusu bulgular, DEHB olan ¢ocuklarin ipuglarini belirlemede sergiledikleri sinirliliklar tespit eden diger
aragtirma sonuglar1 ile de tutarlilik gostermektedir (Andrade vd., 2012; Cadesky vd., 2000; Dodge & Newman,
1981; Matthys vd., 1999; Milich & Dodge, 1984; Moore vd., 1992). Sosyal durumlarda daha iyi kodlama
becerisine sahip ¢ocuklarin sosyal iligkilerde daha iyi olduklar1 ve daha diisiik diizeyde depresyona sahip olduklari
alanyazinda bildirilmektedir (Quiggle vd., 1992). Ayrica sosyal ipu¢larii kodlamadaki eksikliklerin 6grenme
giicliigli, DEHB, depresyon, saldirganlik gibi gesitli biligsel ve davranigsal problemleri olan gocuklarda daha
yaygin olarak rapor edildigi dikkat ¢cekmektedir (Dodge, 1993; Matthys vd., 1999; Tur-Kaspa, 2002).

Aragtirmacilar DEHB olan ¢ocuklarin sergiledikleri saldirgan davranig problemlerini bu ¢ocuklarin sosyal
iliskilerinde yasadiklar1 problemleri artirici etkisinden dolay1 dnemli gormektedirler (Ozdemir, 2009a, 2009b). Ek
olarak, DEHB ile karakterize edilen belirtiler dikkatsizlik, hiperaktivite ve diirtiisellik muhtemelen sosyal bilgi
isleme basamaklarimi etkileyebilmekte, dikkatsizlik daha az sosyal ipuglara dikkat etmelerine, diirtiisellik de
sosyal durumlara olasi tepkiler liretmek iizere daha az zaman harcamalarina neden olabilmektedir. Bu aragtirmadan
elde edilen bulgular, DEHB olan ¢ocuklarin TGG akranlar1 ile karsilastirildiginda Crick ve Dodge’un (1994)
formiile ettigi modelin alti adiminin her birinde simirliliklar yasadiklarimi gostermektedir. Bu arastirmanin
bulgularina paralel olarak alan yazindaki arastirmalar, DEHB olan ¢ocuklarin kontrol grubundaki ¢ocuklara gore

Dikici & Ozdemir 2023, 24(3)



DIKKAT EKSIKLIGI VE HIPERAKTIVITE BOZUKLUGU OLAN COCUKLARLA TIPIK GELISIM GOSTEREN 392
COCUKLARIN SOSYAL BILGIYi ISLEME SURECLERI VE YONETICI iSLEV BECERILERININ
KARSILASTIRMALI INCELENMES]

coklu sosyal bilgi isleme basamaklarinda sinirliliklari oldugunu gostermektedir (Andrade vd., 2012; Matthys vd.,
1999).

Bu ¢aligmanin sonuglart alanyazinla tutarli olarak, DEHB olan ¢ocuklarin sosyal bilgi isleme siiregleri
hakkinda 6nemli bilgiler saglamakta ve sosyal bilgi isleme basamaklarinin TGG ¢ocuklara kiyasla DEHB'de sakin
durumlarda dahi bozulabilecegini gostermektedir. Bu c¢erceveden bakildiginda da sosyal bilgi isleme
basamaklarinda TGG akranlara kiyasla yasanilan problemler DEHB olan ¢ocuklarda iyi bilinen akran sorunlarina
neden olan 6nemli bir faktor olarak kabul edilebilir (Hoza, 2007; Hoza vd., 2005; Pelham & Bender, 1982).

Aragtirmanin ikinci problemi kapsaminda DEHB olan cocuklarla TGG ¢ocuklarin Yonetici Islev
Davranislar1 Derecelendirme Olgegi Anne/Baba ve Ogretmen Formu’ndan aldiklari puanlar arasinda anlamli
farkliliklar olup olmadig1 incelenmistir. Yonetici Islev Davranislari Derecelendirme Olcegi Anne/Baba ve
Ogretmen Formlarinin alt &lgeklerinden, alt boyutlarmdan ve oOlceklerin tamamindan elde edilen puan
ortalamalarinin DEHB olan ¢ocuklarda TGG ¢ocuklara kiyasla anlamli derecede yiiksek oldugu goriilmektedir.
Bu sonuglar DEHB olan ¢ocuklarin yonetici islev davraniglarinda agik problemler sergilediklerini gdstermektedir.
Alan yazindaki arastirmalar incelendiginde DEHB olan ¢ocuklarin yonetici iglevler becerilerine iligkin problemler
sergiledikleri pek ¢ok arastirmada da gosterilmistir (Barkley, 1997; Craig vd., 2016; Pennington & Ozonoff, 1996;
Willcutt vd., 2005). Bu baglamda alan yazindaki ¢alismalar bu arastirmanin bulgulari ile tutarli olarak DEHB olan
cocuklarin yonetici islevleri ile ilgili yapilan Olglimlerde TGG akranlarmma gore daha zayif performans
sergilediklerine isaret etmektedir (Barkley, 1997; Nigg, 2006; Sjowall vd., 2013).

Bu arastirmada ayrica Yonetici Islev Davramslari Derecelendirme Olgegi Anne/Baba Formu’ndan
aldiklar1 puanlar ile Yonetici Islev Davranislart Derecelendirme Olgegi Ogretmen Formu’ndan elde edilen puanlar
karsilagtirildiginda TGG ¢ocuklarin anne babalari, ¢ocuklariin yonetici islev davranislarini 6gretmenlere oranla
daha yetersiz oldugunu bildirirken, DEHB olan ¢ocuklarin 6gretmenleri 6grencilerinin ydnetici iglev becerilerinde
sergiledikleri yetersizliklerini ebeveynlere oranla daha fazla gesitlilikte, daha agir derecede degerlendirmislerdir.
Yine aragtirmanin bu bulgusu dogrultusunda ¢ocuklarin yonetici islev becerilerini degerlendirmede 6gretmen
degerlendirmeleri ve anne/baba degerlendirmelerinin farklilagabildigi goriilmiistiir. Arastirmadan elde edilen s6z
konusu bulgu, ¢ocuklarin okullarda genel olarak ev ortami ile karsilastirildiginda ¢ok daha fazla kurala maruz
kalmasi ve diirtiilerini kontrol ederek biligsel siireglerini ¢ok daha kontrol altinda tutmalarmin gerekli olmasi
nedeniyle beklendik olarak kabul edilebilir. Aragtirmanin bu bulgularina paralel olarak bir baska arastirmada da
ogretmenler, anne babalara gére DEHB olan ¢ocuklarin yonetici iglev becerilerindeki yetersizliklerini daha agir
derece problemli olarak degerlendirmislerdir (Mares vd., 2007). Ayrica anne babalar evde ve okulda ¢ocuklarmin
yonetici iglev becerilerinde sergiledikleri problemler konusunda 6gretmenlerle hem fikir olamamislardir.

Aragtirmanin iigiincii problemi kapsaminda, DEHB olan ¢ocuklarla TGG ¢ocuklarin Sosyal Bilgi Isleme
Siireci Goriisme Formu’ndan elde ettikleri puanlar ile Yonetici Islev Davranislar1 Derecelendirme Olgegi’nin Anne
Baba ve Ogretmen Formu’ndan elde ettikleri puanlar arasinda anlamli bir iliski olup olmadig1 incelenmistir. DEHB
olan yetkin/nitelikli tepki vermeyen cocuklarin tepkiye karar verme puanlar1 ile Yénetici Islev Davranislari
Derecelendirme Olgegi Anne Baba Formunun Ustbilis Alt Olcegi’nin Baslatma (bir gorev ve etkinlige
baslayabilmek, bagimsiz fikir iiretebilmek) alt boyutu puanlari arasinda anlamli iliski oldugu belirlenmistir.
DEHB olan yetkin 6zyeterli ¢ocuklarin tepkiye karar verme puanlari ile Ustbilis Alt Olgegi’nin Malzeme
Orgiitleme (Gorev veya etkinlikle ilgili cevresel Ogeleri korumak ve bunlardan sistematik bir bicimde
yaralanabilmek) alt boyutu puanlar1 arasinda anlamli bir iliski oldugu tespit edilmistir. DEHB olan yetkin olmayan
nitelikli cocuklarin tepkiye karar verme puanlari ile Yonetici Islev Davranislar1 Derecelendirme Olgegi’nin Anne
Baba Formunun Davranim Diizenleme Gostergesi Kaydirma (Gereksinimler dogrultusunda durum, etkinlik ve
sorunun farkli yonlerini gorebilme, sorunlar1 ¢zebilmede esnek olabilmek) alt boyutu arasinda anlaml bir iliski
oldugu tespit edilmistir.

Arastirmanin yine iigiincii alt problemi kapsaminda gocuklarin Sosyal Bilgi isleme Siireci Goriisme
Formu’ndan elde ettikleri puanlar ile Yonetici Islev Davranislari Derecelendirme Olgegi’nin Ogretmen
Formu’ndan elde ettikleri puanlar arasinda anlamli bir iliski olup olmadig1 incelenmistir. DEHB olan yeterli
amaglar sergileyen ¢ocuklarin amaglarin formiile edilmesi puanlari ile Yénetici Islev Davranislar1 Derecelendirme
Olgeginin Ogretmen Formunun Ustbilis Alt Olgegi’nin Baslatma (Bir gorev ya da etkinligi baslatabilmek) ve
Malzeme Orgiitleme (Gorev ve etkinlikle ilgili gevresel 6geleri muhafaza ederek bunlardan sistemli bir bigimde
yararlanmak) Alt Boyutu puanlari arasinda anlamli bir iliski oldugu belirlenmistir.
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Aragtirmalarda segilen 6rneklem, orneklemin demografik yapisi, tani siireci ve yonetici iglevlerdeki
siirliliklart 6lgmek {izere segilen Ol¢ii araclart gibi faktorler calismalarin bulgulart arasindaki farkliliklar:
yansitabilmektedir (Barkley, 2011; Kofler vd., 2011). Alanyazinda farkli &grenci gruplart ile yapilan
aragtirmalarda da sosyal bilgi isleme basamaklarinin bazilari yonetici iglevlerin bazi bilesenleri ile iliskili
bulunurken, bazilari ile iligkili bulunamamistir (Van Nieuwenhuijzen vd., 2017; Wolfe vd., 2015). Alan yazindaki
caligmalara benzer olarak bu arastirmada da sosyal bilgi islemenin bazi basamaklari ile yonetici iglevlerin bazi alt
boyutlar1 arasinda (basglatma, kaydirma, malzeme orgiitleme gibi) iligki bulunurken bazi alt boyutlarla iliski
bulunamamustir.

Ozetle bu arastirmanin bulgular1 DEHB olan ¢ocuklarin sadece duygusal olarak uyarim halinde degil,
sakinken de sosyal durumlari kodlama, yorumlama ve tepki iiretmede sinirliliklari oldugunu agik olarak
gostermistir. Ek olarak, DEHB olan ¢ocuklarla TGG gocuklarin Sosyal Bilgi Isleme Siireglerinin ve Yonetici Islev
Davraniglarinin karsilastiriimasi sonucunda DEHB olan ¢ocuklarla TGG gocuklar arasinda anlamli farkliliklarin
oldugu goriilmiistiir. Bu arastirmanin bulgularina dayanarak hem sosyal bilgi isleme siirecinde hem de yonetici
igslev davranislarinin sosyal ve akademik alanlardaki 6nemi ele alindiginda DEHB olan gocuklar i¢in gelistirilen
miidahale programlarina s6z konusu biligsel siireglerin eklenmesinin kritik 6l¢iide onemli oldugu ortaya
¢itkmaktadir. Bu baglamda DEHB olan ¢ocuklarin akran iligkilerinde ve okul hayatlarinda yasadiklar1 problemleri
rapor eden alanyazin da temel alindiginda DEHB olan ¢ocuklarin okulda ve sonraki yasamlarinda tatmin edici
akran iliskileri kurabilmeleri ve basar1 elde edebilmelerine olanak saglayacak miidahalelere ihtiya¢ duyuldugu
aciktir (Ozdemir, 2009a). Sagladig: tiim 6nemli bilgilere ragmen bu arastirmanin da kendine has smirliliklart
vardir. Arastirma kapsaminda sinirlt bir 6rneklem grubu olarak kabul edilebilecek sayida ¢ocukla, DEHB ve
karsilagtirma grubunda yer alan toplam 50 ¢ocukla ¢alisilmistir. Arastirmanin diger bir siirliligi ise yonetici islev
davranislarinin sadece anne-baba ve Ogretmen goriiglerine gore degerlendirilmis olmasidir. Yonetici islev
becerilerine iligkin olarak hem tarama amagli hem de performansa dayali néropsikolojik test sonuglarina ek olarak
gozlemler, goriigmeler, performansa dayali olarak degerlendirmeler ya da 6z bildirimler yolu ile elde edilen veriler
yoluyla degerlendirmeler sonuglar1 daha zengin hale getirilebilir (Castellanos vd., 2018). Ileri arastirmalarda farkli
yas gruplarinda, farkli egitim sevilerinde ve cinsiyette daha fazla sayida ¢ocuktan olusan 6rneklem gruplariyla ve
farkl1 6l¢li araglar kullanilarak sosyal bilgi isleme siireci ve yonetici islevler arasindaki iliskinin incelenmesi bu
iki biligsel alanin birbiri ile iligkisinin dogasini daha kapsamli olarak ortaya konularak anlagilmasini saglayacaktir.

Yazarlarin Katki Diizeyleri

Bu makale birinci yazar Dr. Hidayet Dikici’nin yiiriittiigii, ikinci yazar Selda Ozdemir’in danismanliginda
tamamlanan “Dikkat Eksikligi ve Hiperaktivite Bozuklugu Olan Cocuklarla Tipik Gelisim Gosteren Cocuklarin
Sosyal Bilgiyi Isleme Siirecleri ve Yonetici Islev Becerileri” baslikli doktora tez ¢alismasindan iiretilmistir.
Arastirmay1 tasarlama, yonetme, veri toplama ve verilerin analizi, sonuglarin rapor edilmesi, yazilmasi ve
diizeltilmesi Dr. Hidayet Dikici tarafindan yapilmistir. Arastirmay: tasarlama, diizenleme ve diizeltme Prof. Dr.
Selda Ozdemir’in katkilari ile tamamlanmustir.

Tesekkiir

Aragtirmamiza katki sunan tiim ¢ocuklara, ailelerine ve 6gretmenlerine tesekkiir ediyoruz.

Dikici & Ozdemir 2023, 24(3)



DIKKAT EKSIKLIGI VE HIPERAKTIVITE BOZUKLUGU OLAN COCUKLARLA TIPIK GELISIM GOSTEREN 394
COCUKLARIN SOSYAL BILGIYi ISLEME SURECLERI VE YONETICI iSLEV BECERILERININ
KARSILASTIRMALI INCELENMES]

Kaynakca

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

Anastopoulos, A. D., Smith, T. F., Garrett, M. E., Morrissey-Kane, E., Schatz, N. K., Sommer, J. L., Kollins, S.
H., & Ashley-Koch, A. (2011). Self-regulation of emotion, functional impairment, and comorbidity
among children with  AD/HD. Journal of Attention Disorders, 15(7), 583-592.
https://doi.org/10.1177/1087054710370567

Andrade, B. F. (2006). Finding the positive in a hostile world: Relationships between aspects of social information
processing, prosocial behavior, and aggressive behavior, in children with ADHD and disruptive behavior
[Doctoral dissertation, Dalhousie University Institute of Philosophy].
https://www.proquest.com/docview/304953141

Andrade, B. F., Waschbusch, D. A., Doucet, A., King, S., MacKinnon, M., McGrath, P. J., Stewart, S. H., &
Corkum, P. (2012). Social information processing of positive and negative hypothetical events in children
with ADHD and conduct problems and controls. Journal of Attention Disorders, 16(6), 491-504.
https://doi.org/10.1177/1087054711401346

Bagwell, C. L., Molina, B. S., Pelham, W. E., & Hoza, B. (2001). Attention-deficit hyperactivity disorder and
problems in peer relations: Predictions from childhood to adolescence. Journal of the American Academy
of Child and Adolescent Psychiatry, 40(11), 1285-1292. https://doi.org/10.1097/00004583-200111000-
00008

Barkley, R. A. (2012). The important role of executive functioning and self-regulation in ADHD.
http://www.russellbarkley.org/factsheets/ ADHD _EF_and_SR.pdf

Barkley, R. A. (1997). Behavioral inhibition, sustained attention, and executive functions: Constructing a unifying
theory of ADHD. Psychological Bulletin, 121(1), 65-94. https://doi.org/10.1037/0033-2909.121.1.65

Barkley, R. A. (2006). Attention deficit hyperactivity disorder: A handbook for diagnosis and treatment. Guilford.

Barkley, R. A. (2016). Managing ADHD in school: The best evidence-based methods for teachers. Pesi Publishing
& Media. https://ebookcentral.proquest.com/lib/nigde/reader.action?doclD=6260902

Brown, E. T., (2009). Dikkat eksikligi bozuklugu: Cocuklarda ve yetiskinlerde odaklanamayan zihin (E. Cetintas-
Sénmez, Cev.; 1. baski1). ODTU Yayincilik. (Orijinal kitabin yayin tarihi 2005)

Biiyiikoztiirk, S. (2014). Sosyal bilimler i¢in veri analizi el kitabi. Pegem Akademi.
Biiyiikoztiirk, S. (2018). Bilimsel aragtirma yontemleri. Pegem Akademi.

Biiyiikoztiirk, S., Cakmak, E. K., Akgiin, O. E., Karadeniz, S., & Demirel, F. (2014). Bilimsel arastirma
yontemleri. Pegem Akademi.

Cadesky, E. B., Mota, V. L., & Schachar, R. J. (2000). Beyond words: How do children with ADHD and/or conduct
problems process nonverbal information about affect? Journal of the American Academy of Child &
Adolescent Psychiatry, 39(9), 1160-1167. https://doi.org/10.1097/00004583-200009000-00016

Castellanos, 1., Kronenberger, W. G., & Pisoni, D. B. (2018). Questionnaire-based assessment of executive
functioning: Psychometrics. Applied Neuropsychology: Child, 7(2), 93-1009.
https://doi.org/10.1080/21622965.2016.1248557

Cohen, L., Manion, L., & Morrison, K. (2007). Research methods in education. London: Routledge.
Cohen, J. (1988). Statistical power analysis for the behavioral sciences (2nd ed.). Erlbaum.

Craig, F., Margari, F., Legrottaglie, A. R., Palumbi, R., De Giambattista, C., & Margari, L. (2016). A review of
executive function deficits in autism spectrum disorder and attention-deficit/hyperactivity disorder.
Neuropsychiatric Disease and Treatment, 12, 1191-1202. https://doi.org/10.1002/aur.1449

Dikici & Ozdemir 2023, 24(3)


https://doi.org/10.1177/1087054710370567
https://www.proquest.com/docview/304953141
https://doi.org/10.1177/1087054711401346
https://doi.org/10.1097/00004583-200111000-00008
https://doi.org/10.1097/00004583-200111000-00008
http://www.russellbarkley.org/factsheets/ADHD_EF_and_SR.pdf
https://doi.org/10.1037/0033-2909.121.1.65
https://ebookcentral.proquest.com/lib/nigde/reader.action?docID=6260902
https://doi.org/10.1097/00004583-200009000-00016
https://doi.org/10.1080/21622965.2016.1248557
https://doi.org/10.1002/aur.1449

DIKKAT EKSIKLIGI VE HIPERAKTIVITE BOZUKLUGU OLAN COCUKLARLA TIPIK GELISIM GOSTEREN 395
COCUKLARIN SOSYAL BILGIYi ISLEME SURECLERI VE YONETICI iSLEV BECERILERININ
KARSILASTIRMALI INCELENMES]

Crick, N. R., & Dodge, K. A. (1994). A review and reformulation of social information-processing mechanisms
in childrens’ social adjustment. Psychological Bulletin, 115(1), 74-101. http://dx.doi.org/10.1037/0033-
2909.115.1.74

Crick, N. R., & Ladd, G. W. (1993). Children’s perceptions of their peer experiences: Attributions, loneliness,
social anxiety, and social avoidance. Developmental Psychology, 29(2), 244-254.
http://dx.doi.org/10.1037/0012-1649.29.2.244

De Boo, G. M., & Prins, P. J. M. (2007). Social incompetence in children with ADHD: Possible moderators and
mediators  in  social-skills  training.  Clinical ~ Psychology = Review, 27(1), 78-97.
https://doi.org/10.1016/j.cpr.2006.03.006

Diamond A. (2013). Executive functions. Annual Review of Psychology, 64, 135-168.
https://doi.org/10.1146/annurev-psych-113011-143750

Dodge, K. A. (1980). Social cognition and children’s aggressive behavior. Child Development, 51, 162-170.
https://doi.org/10.2307/1129603

Dodge, K. A. (1993). Social-cognitive mechanisms in the development of conduct disorder and depression. Annual
Review of Psychology, 44, 559-584. https://doi.org/10.1146/annurev.ps.44.020193.003015

Dodge, K. A., & Crick, N. R. (1990). Social information processing bases of aggressive behavior in children.
Personality and Social Psychology Bulletin, 16(1), 8-22. https://doi.org/10.1177/0146167290161002

Dodge, K. A., & Frame, C. L. (1982). Social cognitive biases and deficits in aggressive boys. Child Development,
53(3), 620-635. https://doi.org/10.2307/1129373

Dodge, K. A., & Newman, J. P. (1981). Biased decision-making processes in aggressive boys. Journal of Abnormal
Psychology, 90(4), 375-379. https://doi.org/10.1037/0021-843X.90.4.375

Dodge, K. A, Pettit, G. S., McClaskey, C. L., Brown, M. M., & Gottman, J. M. (1986). Social competence in
children. Monographs of the Society for Research in Child Development, 51(2), 1-
85. https://doi.org/10.2307/1165906

Dogutepe-Dinger, E., Erdogan-Bakar, E., Isik-Taner, Y., Soysal, 1., Turgay, A., & Karakas, S. (2012). Conners
derecelendirme 6l¢eginin yonetici islevlerle iliskisi. Tiirkiye Klinikleri Tip Bilimleri Dergisi, 32(4), 1011-
1025. https://www.turkiyeklinikleri.com/article/en-the-relation-of-conners-rating-scale-with-executive-
functions-62688.html

Eisenberg, N., & Zhou, Q. (2016). Conceptions of executive function and regulation: When and to what degree do
they overlap? In J. A. Griffin, P. McCardle, & L. S. Freund (Eds.), Executive function in preschool-age
children: Integrating measurement, neurodevelopment, and translational research (pp. 115-136).
American Psychological Association.

Eisenberg, N., Fabes, R. A., Nyman, M., Bernzweig, J., & Pinuelas, A. (1994). The relatios of emotionality and
regulation to children’s anger-related reactions. Child Development, 65(1), 109-128.
https://doi.org/10.2307/1131369

Embregts, P. J. C. M., & Van-Nieuwenhuijzen, M. (2009). Social information processing in boys with autistic
spectrum disorder and mild to borderline intellectual disabilities. Journal of Intellectual Disability
Research, 53(11), 922-931. https://doi.org/10.1111/j.1365-2788.2009.01204.x

Erdogan-Bakar, E., Isik-Taner, Y., Soysal, A. S., Karakas, S., & Turgay, A. (2011). Behavioral rating inventory
and laboratory tests measure different aspects of executive functioning in boys: A validity study. Klinik
Psikofarmakoloji ~ Biilteni-Bulletin ~ of ~ Clinical ~ Psychopharmacology, 21(4), 302-316.
https://doi.org/10.5455/bcp.20111004014003

Evans, S. C., Roberts, M. C., Keeley, J. W., Blossom, J. B., Amaro, C. M., Garcia, A. M., Odar-stough, C., Canter,
K. S., Robles, R., & Reed, G. M. (2015). Vignette methodologies for studying clinicians’ decision-
making: Validity, utility, and application in ICD-11 field studies. International Journal of Clinical and
Health Psychology, 15(2), 160-170. https://doi.org/10.1016/].ijchp.2014.12.001

Dikici & Ozdemir 2023, 24(3)


http://dx.doi.org/10.1037/0033-2909.115.1.74
http://dx.doi.org/10.1037/0033-2909.115.1.74
http://dx.doi.org/10.1037/0012-1649.29.2.244
https://doi.org/10.1016/j.cpr.2006.03.006
https://doi.org/10.1146/annurev-psych-113011-143750
https://doi.org/10.2307/1129603
https://doi.org/10.1146/annurev.ps.44.020193.003015
https://psycnet.apa.org/doi/10.1177/0146167290161002
https://doi.org/10.2307/1129373
https://psycnet.apa.org/doi/10.1037/0021-843X.90.4.375
https://psycnet.apa.org/doi/10.2307/1165906
https://www.turkiyeklinikleri.com/article/en-the-relation-of-conners-rating-scale-with-executive-functions-62688.html
https://www.turkiyeklinikleri.com/article/en-the-relation-of-conners-rating-scale-with-executive-functions-62688.html
https://psycnet.apa.org/doi/10.2307/1131369
https://doi.org/10.1111/j.1365-2788.2009.01204.x
https://doi.org/10.5455/bcp.20111004014003
https://doi.org/10.1016/j.ijchp.2014.12.001

DIKKAT EKSIKLIGI VE HIPERAKTIVITE BOZUKLUGU OLAN COCUKLARLA TIPIK GELISIM GOSTEREN 396
COCUKLARIN SOSYAL BILGIYi ISLEME SURECLERI VE YONETICI iSLEV BECERILERININ
KARSILASTIRMALI INCELENMES]

Finch, J. (1987). The \vignette technique in survey research. Sociology, 21(1), 105-114.
http://dx.doi.org/10.1177/0038038587021001008

Frankel, J. R., Wallen, N. E., & Hyun, H. H. (2006). How to design and evaluate research in education. McGraw-
Hill.

Gifford-Smith, M. E., & Rabiner, D. L. (2004). Social information processing and children's social adjustment. In
J. B. Kupersmidt, & K. A. Dodge (Eds.), Children's peer relations: From development to intervention
(pp. 61-79). American Psychological Association. https://doi.org/10.1037/10653-004

Gioia, G. A., & Isquith, P. K. (2004). Ecological assessment of executive function in traumatic brain injury.
Developmental Neuropsychology, 25(1-2), 135-158. https://doi.org/10.1080/87565641.2004.9651925

Gioia, G. A, Isquith, P. K., Guy, S. C., & Kenworthy, L. (2000a). Behavior rating inventory of executive function.
Psychological Assessment Resource.

Gioia, G. A,, Isquith, P. K., Guy, S. C., & Kenworthy, L. (2000b). BRIEF: Behavior rating inventory of executive
function. Child Neuropsychology, 6(3), 235-238. http://dx.doi.org/10.1076/chin.6.3.235.3152

Gioia, G. A,, Isquith, P. K., Retzlaff, P. D., & Espy, K. A. (2002). Confirmatory factor analysis of the Behavior
Rating Inventory of Executive Function (BRIEF) in a clinical sample. Child Neuropsychology, 8(4), 249-
257. https://doi.org/10.1076/chin.8.4.249.13513

Gropper, R. J., & Tannock, R. (2009). A pilot study of working memory and academic achievement in college
students with ADHD. Journal of Attention Disorders, 12(6), 574-581.
https://doi.org/10.1177/1087054708320390

Tur-Kaspa, H. (1993). Social information processing skills of students with learning disabilities (Publication No.
9335151) [Doctoral dissertation, University of Illinois at Chicago]. ProQuest Dissertations and Theses
Global. https://www.proquest.com/dissertations-theses/social-information-processing-skills-
students/docview/304084632/se-2

Hoza, B. (2007). Peer functioning in children with ADHD. Journal of Pediatric Psychology, 32(6), 65-
663. https://doi.org/10.1093/jpepsy/jsm024

Hoza, B., Mrug, S., Gerdes, A. C., Hinshaw, S. P., Bukowski, W. M., Gold, J. A., Kraemer, H. C., Pelham, W. E.,
Wigal, Jr. T., & Arnold, L. E. (2005). What aspects of peer relationships are impaired in children with
attention-deficit/hyperactivity disorder? Journal of Consulting and Clinical Psychology, 73(3), 41-423.
https://doi.org/10.1037/0022-006X.73.3.411

Huang-Pollock, C. L., Mikami, A. Y., Pfiffner, L., & McBurnett, K. (2009). Can executive functions explain the
relationship between attention deficit hyperactivity disorder and social adjustment? Journal of Abnormal
Child Psychology, 37(5), 679-691. https://doi.org/10.1007/s10802-009-9302-8

1)

Hughes, C., White, A., Sharpen, J., & Dunn, J. (2000). Antisocial, angry, and unsympathetic: “Hard-to-manage’
preschoolers' peer problems and possible cognitive influences. The Journal of Child Psychology and
Psychiatry and Allied Disciplines, 41(2), 169-179. https://doi.org/10.1017/S0021963099005193

Hurley, K., (2020). ADHD and technology: A help or a hindrance? https://www.psycom.net/adhd-and-technology

Karakas, S., & Dogutepe-Dinger, E. (2011a). BfLNOT bataryasi el kitabi. Noropsikolojik testlerin ¢ocuklar icin
aragstirma ve gelistirme ¢alismalari: BILNOT-¢ocuk. (1. Cilt). Nobel Tip.

Karakas, S., & Dogutepe—Dinger, E. (2011b). Noropsikolojik testlerin ¢ocuklar i¢in arastirma ve geligtirme
calismalari: BILNOT-¢ocuk ekler. (2. Cilt). Nobel Tip.

Karasar, N. (2015). Bilimsel arastirma yontemi [Scientific research method]. (28. baski). Nobel Yayincilik.

King, S., Waschbusch, D. A., Pelham Jr., W. E., Frankland, B. W., Andrade, B. F., Jacques, S., & Corkum, P. V.
(2009). Social information processing in elementary-school aged children with ADHD: Medication
effects and comparisons with typical children. Journal of Abnormal Child Psychology, 37(4), 579-
589. https://doi.org/10.1007/s10802-008-9294-9

Dikici & Ozdemir 2023, 24(3)


http://dx.doi.org/10.1177/0038038587021001008
https://doi.org/10.1037/10653-004
https://doi.org/10.1080/87565641.2004.9651925
http://dx.doi.org/10.1076/chin.6.3.235.3152
https://doi.org/10.1076/chin.8.4.249.13513
https://doi.org/10.1177/1087054708320390
https://www.proquest.com/dissertations-theses/social-information-processing-skills-students/docview/304084632/se-2
https://www.proquest.com/dissertations-theses/social-information-processing-skills-students/docview/304084632/se-2
https://psycnet.apa.org/doi/10.1093/jpepsy/jsm024
https://doi.org/10.1037/0022-006X.73.3.411
https://doi.org/10.1007/s10802-009-9302-8
https://doi.org/10.1017/S0021963099005193
https://www.psycom.net/adhd-and-technology
https://psycnet.apa.org/doi/10.1007/s10802-008-9294-9

DIKKAT EKSIKLIGI VE HIPERAKTIVITE BOZUKLUGU OLAN COCUKLARLA TIPIK GELISIM GOSTEREN 397
COCUKLARIN SOSYAL BILGIYi ISLEME SURECLERI VE YONETICI iSLEV BECERILERININ
KARSILASTIRMALI INCELENMES]

Kofler, M. J., Rapport, M. D., Bolden, J., Sarver, D. E., Raiker, J. S., & Alderson, R. M. (2011). Working memory
deficits and social problems in children with ADHD. Journal of Abnormal Child Psychology, 39(6), 805-
817. https://doi.org/10.1007/s10802-011-9492-8

Leffert, J. S., Siperstein, G. N., & Widaman, K. F. (2010). Social perception in children with intellectual
disabilities: The interpretation of benign and hostile intentions. Journal of Intellectual Disability
Research, 54(2), 16-180. https://doi.org/10.1111/].1365-2788.2009.01240.x

Lim, K. G. (2002). Executive functioning, social information processing, and social competence in school-aged
children [Doctoral dissertation, University of Ilinois].
https://search.proquest.com/docview/2758561637accountid=16645

Mares, D., McLuckie, A., Schwartz, M., & Saini, M. (2007). Executive function impairments in children with
attention-deficit hyperactivity disorder: Do they differ between school and home environments? The
Canadian Journal of Psychiatry, 52(8), 527-534. https://doi.org/10.1177/070674370705200811

Martel, M. M. (2009). Research Review: A new perspective on attention-deficit/hyperactivity disorder: Emotion
dysregulation and trait models. Journal of Child Psychology and Psychiatry, 50(9), 1042-1051.
https://doi.org/10.1111/j.1469-7610.2009.02105.x

Martel, M. M., & Nigg, J. T. (2006). Child ADHD and personality/temperament traits of reactive and effortful
control, resiliency, and emotionality. Journal of Child Psychology and Psychiatry and Allied Disciplines,
47(11), 1175-1183. https://doi.org/10.1111/].1469-7610.2006.01629.x

Matthys, W., Cuperus, J. M., & Van-Engeland, M. (1999). Deficient social problem-solving in boys with
ODD/CD, with ADHD, and with both disorders. Journal of the American Academy of Child and
Adolescent Psychiatry, 38(3), 311-321. https://doi.org/10.1097/00004583-199903000-00019

McGee, C. L., Bjorkquist, O. A., Price, J. M., Mattson, S. N., & Riley, E. P. (2009). Social information processing
skills in children with histories of heavy prenatal alcohol exposure. Journal of Abnormal Child
Psychology, 37(6), 817-830. https://doi.org/10.1007/s10802-009-9313-5

Mertler, C. A., & Vannatta, R. A. (2005). Advanced and multivariate statistical procedures. Pyrczak.
Miles, M, B., & Huberman, A. M. (1994). Qualitative data analysis: An expanded Sourcebook (2. baski). Sage.

Milich, R., & Dodge, K. A. (1984). Social information processing in child psychiatric populations. Journal of
Abnormal Child Psychology, 12(3), 471-489. https://doi.org/10.1007/BF00910660

Miyake, A., & Friedman, N. P. (2012). The nature and organization of individual differences in executive
functions: Four general conclusions. Current Directions of Psychological Science, 21(1), 8-14.
https://doi.org/10.1177/0963721411429458

Molitor, S. J., Oddo, L. E., Eadeh, H. M., & Langberg, J. M. (2019). Executive function deficits in adolescents
with ADHD: Untangling possible sources of heterogeneity. Journal of Emotional and Behavioral
Disorders, 27(3), 165-177. https://doi.org/10.1177/1063426618763125

Moore, L. A., Hughes, J. N., & Robinson, M. (1992). A comparison of the social information-processing abilities
of rejected and accepted hyperactive children. Journal of Clinical Child Psychology, 21(2), 123-131.
https://doi.org/10.1207/s15374424jccp2102_4

Murphy, B. C., Shepard, S. A., Eisenberg, N., & Fabes, R. A. (2004). Concurrent and across time prediction of
young adolescents' social functioning: The role of emotionality and regulation. Social Development,
13(1), 56-86. https://doi.org/10.1111/j.1467-9507.2004.00257.x

Nigg, J. T. (2006). What causes ADHD? Understanding what goes wrong and why. Guilford.

Nijmeijer, J. S., Minderaa, R. B., Buitelaar, J. K., Mulligan, A., Hartman, C. A., & Hoekstra, P. J. (2008).
Attention-deficit/hyperactivity disorder and social dysfunctioning. Clinical Psychology Review, 28(4),
692-708. https://doi.org/10.1016/j.cpr.2007.10.003

Dikici & Ozdemir 2023, 24(3)


https://doi.org/10.1007/s10802-011-9492-8
https://doi.org/10.1111/j.1365-2788.2009.01240.x
https://search.proquest.com/docview/275856163?accountid=16645
https://doi.org/10.1177/070674370705200811
https://doi.org/10.1111/j.1469-7610.2009.02105.x
https://doi.org/10.1111/j.1469-7610.2006.01629.x
https://doi.org/10.1097/00004583-199903000-00019
https://doi.org/10.1007/s10802-009-9313-5
https://doi.org/10.1007/BF00910660
https://doi.org/10.1177/0963721411429458
https://doi.org/10.1177/1063426618763125
https://doi.org/10.1207/s15374424jccp2102_4
https://psycnet.apa.org/doi/10.1111/j.1467-9507.2004.00257.x
https://doi.org/10.1016/j.cpr.2007.10.003

DIKKAT EKSIKLIGI VE HIPERAKTIVITE BOZUKLUGU OLAN COCUKLARLA TIPIK GELISIM GOSTEREN 398
COCUKLARIN SOSYAL BILGIYi ISLEME SURECLERI VE YONETICI iSLEV BECERILERININ
KARSILASTIRMALI INCELENMES]

Orobio de Castro, B., Merk, W., Koops, W., Veerman, J. W., & Bosch, J. D. (2005). Emotions in social information
processing and their relations with reactive and proactive aggression in referred aggressive boys. Journal
of Clinical Child and Adolescent Psychology, 34(1), 105-116.
https://doi.org/10.1207/s15374424jccp3401 10

Ozdemir, S. (2006). Burnout levels of Turkish teachers of students with AD/HD in Turkey: Comparison with
teachers of non-AD/HD students. Education and Treatment of Children, 29 (4), 693-709.
https://www.jstor.org/stable/42900559

Ozdemir, S. (2009a). Peer relationship problems of children with AD/HD: Risk factors and new directions in
interventions. Australasian Journal of Special Education, 33(1), 42-59,
https://doi.org/10.1375/ajse.33.1.42

Ozdemir, S. (2009b) Peer functioning in children with ADHD: A review of current understanding and intervention
options. Current Issues in Education, 12(10), 47-58.
https://cie.asu.edu/ojs/index.php/cieatasu/article/view/16

Ozdemir, S. (2010a). A comparison of problem behavior profiles in Turkish children with AD/HD and non-
AD/HD children. Electronic Journal of Research in Educational Psychology, 8(1), 281-298.
https://doi.org/10.25115/ejrep.v8i20.1378

Ozdemir, S. (2010b). Peer relationship problems of children with AD/HD: Contributing factors and implications
for practice. International Journal of Special Education, 25(1), 185-194.
https://eric.ed.gov/?id=EJ890577

Ozen, Y., & Giil, A. (2010). Sosyal ve egitim bilimleri arastirmalarinda evren-6rneklem sorunu. Atatiirk
Universitesi Kazim Karabekir Egitim Fakiiltesi Dergisi, (15), 394-422.
https://dergipark.org.tr/tr/pub/ataunikkefd/issue/2776/37227

Pelham, W. E., & Bender, M. E. (1982). Peer relationships in hyperactive children: Description and treatment. In
K. Gadow, & I. Bailer (Eds.), Advances in learning and behavioral disabilities (1st ed., pp. 365-436). JAI
Press.

Pennington, B. F., & Ozonoff, S. (1996). Executive functions and developmental psychopathology. Journal of
Child Psychology and Psychiatry and Allied Disciplines, 37(1), 51-87. https://doi.org/10.1111/].1469-
7610.1996.th01380.x

Quiggle, N. L., Garber, J., Panak, W. F., & Dodge, K. A. (1992). Social information processing in aggressive and
depressed children. Child Development, 63(6), 1305-1320. https://doi.org/10.2307/1131557

Rubin, K. H., & Krasnor, L. R. (1983). Age and gender differences in solutions to hypothetical social problems.
Journal of Applied Developmental Psychology, 4(3), 263-275. https://doi.org/10.1016/0193-
3973(83)90022-9

Sacchi, M. D. (1998). A bootstrap procedure for high-resolution velocity analysis. Geophysics, 63(5), 1716-1725.
https://doi.org/10.1190/1.1444467

Sjowall, D., Roth, L., Lindqvist, S., & Thorell, L. B. (2013). Multiple deficits in ADHD: Executive dysfunction,
delay aversion, reaction time variability, and emotional deficits. Journal Of Child Psychology and
Psychiatry, 54(6), 619-627. https://doi.org/10.1111/jcpp.12006

Sonuga-Barke E. J. (2003). The dual pathway model of AD/HD: An elaboration of neuro-developmental
characteristics. Neuroscience and Biobehavioral Reviews, 27(7), 593-604.
https://doi.org/10.1016/j.neubiorev.2003.08.005

Sparrow, E. P., & Erhardt, D. (2014). Essentials of ADHD assessment for children and adolescents. Hoboken.

Sencan, H. (2005). Sosyal ve davranissal él¢iimlerde giivenilirlik ve gecerlilik. Segkin Yayincilik.

Takma, C., & Atil, H. (2006). Bootstrap metodu ve uygulanisi {izerine bir ¢aligma 2. Giiven araliklari, hipotez testi
ve regresyon analizinde Bootstrap metodu. Ege Universitesi Ziraat Fakiiltesi Dergisi, 43(2), 63-72.
https://dergipark.org.tr/tr/pub/zfdergi/issue/5085/69489

Dikici & Ozdemir 2023, 24(3)


https://doi.org/10.1207/s15374424jccp3401_10
https://www.jstor.org/stable/42900559
https://doi.org/10.1375/ajse.33.1.42
https://cie.asu.edu/ojs/index.php/cieatasu/article/view/16
https://doi.org/10.25115/ejrep.v8i20.1378
https://eric.ed.gov/?id=EJ890577
https://dergipark.org.tr/tr/pub/ataunikkefd/issue/2776/37227
https://doi.org/10.1111/j.1469-7610.1996.tb01380.x
https://doi.org/10.1111/j.1469-7610.1996.tb01380.x
https://doi.org/10.2307/1131557
https://doi.org/10.1016/0193-3973(83)90022-9
https://doi.org/10.1016/0193-3973(83)90022-9
https://doi.org/10.1190/1.1444467
https://doi.org/10.1111/jcpp.12006
https://doi.org/10.1016/j.neubiorev.2003.08.005
https://dergipark.org.tr/tr/pub/zfdergi/issue/5085/69489

DIKKAT EKSIKLIGI VE HIPERAKTIVITE BOZUKLUGU OLAN COCUKLARLA TIPIK GELISIM GOSTEREN 399
COCUKLARIN SOSYAL BILGIYi ISLEME SURECLERI VE YONETICI iSLEV BECERILERININ
KARSILASTIRMALI INCELENMES]

Tavsancil, E., & Aslan, E. (2001). Icerik analizi ve uygulama drnekleri. Epsilon Yaymnlari.

Thompson, R. A. (2006). The development of the person: Social understanding, relationships, conscience, self. In
R. M. Lerner, W. Damon, & N. Eisenberg (Eds.), Handbook of child psychology (pp. 646-718). Wiley.

Tur-Kaspa, H. (2002). Social cognition in learning disabilities. In B. Y. L. Wong, & M. L. Donahue (Eds.), The
social dimensions of learning disabilities (pp. 11-31). Lawrence Erlbaum.

Uekermann, J., Kraemer, M., Abdel-Hamid, M., Schimmelmann, B. G., Hebebrand, J., Daum, 1., Wiltfang, J., &
Kis, B. (2010). Social cognition in attention-deficit hyperactivity disorder (ADHD). Neuroscience and
Biobehavioral Reviews, 34(5), 734-743. https://doi.org/10.1016/j.neubiorev.2009.10.009

Van Nieuwenhuijzen, M., De Castro, B. O., Van der Valk, 1., Wijnroks, L., Vermeer, A., & Matthys, W. (2006).
Do social information-processing models explain aggressive behaviour by children with mild intellectual
disabilities in residential care? Journal of Intellectual Disability Research, 50(11), 801-812.
https://doi.org/10.1111/j.1365-2788.2005.00773.x

Van Nieuwenhuijzen, M., de Castro, B. O., Van Aken, M. A. G., & Matthys, W. (2009). Impulse control and
aggressive response generation as predictors of aggressive behaviour in children with mild intellectual
disabilities and borderline intelligence. Journal of Intellectual Disability Research, 53(3), 233-24.
https://doi.org/10.1111/j.1365-2788.2008.01112.x

Van Nieuwenhuijzen, M., Van Rest, M. M., Embregts, P. J. C. M., Vriens, A., Oostermeijer, S., Van Bokhoven,
l., & Matthys, W. (2017). Executive functions and social information processing in adolescents with
severe behavior problems. Child Neuropsychology, 23(2), 228-241.
https://doi.org/10.1080/09297049.2015.1108396

Von Rhein, D., Oldehinkel, M., Beckmann, C. F., Oosterlaan, J., Heslenfeld, D., Hartman, C. A., Hoekstra, P. J.,
Franke, B., Cools, R., Buitelaar, J. K., & Mennes, M. (2016). Aberrant local striatal functional
connectivity in attention-deficit/hyperactivity disorder. Journal of Child Psychology and Psychiatry and
Allied Disciplines, 57(6), 697-705. https://doi.org/10.1111/jcpp.12529

Wehmeier, P. M., Schacht, A., & Barkley, R. A. (2010). Social and emotional impairment in children and
adolescents with ADHD and the impact on quality of life. The Journal of Adolescent Health, 46(3), 209-
217. https://doi.org/10.1016/j.jadohealth.2009.09.009

Weiss, B., Dodge, K. A., Bates, J. E., & Pettit, G. S. (1992). Some consequences of early harsh discipline: Child
aggression and a maladaptive social information processing style. Child Development, 63(6), 1321-1335.
https://doi.org/10.1111/].1467-8624.1992.tb01697.x

Willcutt, E. G., Doyle, A. E., Nigg, J. T., Faraone, S. V., & Pennington, B. F. (2005). Validity of the executive
function theory of attention- deficit/hyperactivity disorder: A meta-analytic review. Society of Biological
Psychiatry, 57(11), 1336-1346. https://doi.org/10.1016/].biopsych.2005.02.006

Wodka, E. L., Mostofsky, S. H., Prahme, C., Gidley Larson, J. C., Loftis, C., Denckla, M. B., & Mahone, E. M.
(2008). Process examination of executive function in ADHD: Sex and subtype effects. The Clinical
Neuropsychologist, 22(5), 826-841. https://doi.org/10.1080/13854040701563583

Wolfe, K. R., Vannatta, K., Nelin, M. A., & Yeates, K. O. (2015). Executive functions, social information
processing, and social adjustment in young children born with very low birth weight. Child
Neuropsychology, 21(1), 41-54. https://doi.org/10.1080/09297049.2013.866217

Dikici & Ozdemir 2023, 24(3)


https://doi.org/10.1016/j.neubiorev.2009.10.009
https://doi.org/10.1111/j.1365-2788.2005.00773.x
https://doi.org/10.1111/j.1365-2788.2008.01112.x
https://doi.org/10.1080/09297049.2015.1108396
https://doi.org/10.1111/jcpp.12529
https://doi.org/10.1016/j.jadohealth.2009.09.009
https://doi.org/10.1111/j.1467-8624.1992.tb01697.x
https://doi.org/10.1016/j.biopsych.2005.02.006
https://doi.org/10.1080/13854040701563583
https://doi.org/10.1080/09297049.2013.866217

\\\\\\\\

e Ankara University Faculty of RESEARCH
A Educational Sciences

Journal of Special Education Recieved Date: 27.09.21
Accepted Date: 05.06.23
2023, 24(3), 375-399 Online First: 05.07.23

A Comparative Study of Social Information Processing and Executive
Functioning in Children with Attention Deficit and Hyperactivity Disorder
and Typically Developing Children*

Hidayet Dikici""* Selda Ozdemir' =2
Abstract

Introduction: Examining the performance of children with attention deficit hyperactivity disorder (ADHD) in
each step of the social information processing and their executive functioning behaviors while comparing them to
typically developing (TD) children and determining their limitations in these processes is important for reducing
the future risks that children with ADHD may face in academic and social life. In this context, the aim of the study
is to comparatively examine the social information processing and executive functioning behaviors of children
with ADHD and TD children.

Method: The study was conducted using a general survey model, which is one of the quantitative research designs.
The participants of the study included 25 children diagnosed with ADHD, aged between 8 and 10, and 25 TD
children of the same gender and age range. Additionally, 25 teachers and 50 parents participated in the study. The
data collection tools used in the study were the Social Information Processing Assessment Form and the Parent
and Teacher Form of the Behavioral Rating Inventory of Executive Functions (BRIEF).

Findings: The study findings showed significant differences between children with ADHD and TD children in all
stages of the Social Information Processing Assessment Form. Similar significant differences were also found in
all the sub-scales and sub-dimensions of the Parent and Teacher Form of the Behavioral Rating Inventory of
Executive Functions. The relationships between social information processing skills and executive functioning
skills also revealed significant associations between some sub-stages of the Social Information Processing Skills
Assessment Form and some sub-dimensions of the Parent and Teacher Form of the Behavioral Rating Inventory
of Executive Functions.

Discussion: The findings indicate that children with ADHD experience limitations in each of the six steps of the
Social Information Processing Model and in some sub-dimensions of executive functions when compared to their
TD peers. The findings emphasize the significance of the relationships between social information processing and
executive functioning in the development of social and academic skills in children with ADHD.

Keywords: Attention deficit and hyperactivity disorder, social information processing, executive functioning,
social skills, behavioral problems.
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A COMPARATIVE STUFY OF SOCIAL INFORMATION PROCESSING AND EXECUTIVE FUNCTIONING IN 376
CHILDREN WITH ATTENTION DEFICIT AND HYPERACTIVITY DISORDER AND TYPICALLY
DEVELOPING CHILDREN

Introduction

Attention deficit and hyperactivity disorder (ADHD) is defined as a lifelong neurodevelopmental disorder
largely characterized by inattention, impulsivity, and hyperactivity and all of these symptoms are considered to
have a negative impact on an individual's psychosocial adjustment (American Psychological Association [APA],
2013; Von Rhein et al., 2016). Especially in childhood, ADHD can cause significant impairments in functional
areas, including executive functions, due to symptoms such as hyperactivity, attention deficit, and impulsivity and
this can lead to serious problems in children's academic achievement and peer interactions (APA, 2013; Barkley,
2016; Hurley, 2020; Ozdemir, 2010a; Sparrow & Erhardt, 2014). Although children with ADHD exhibit
significant difficulties in many developmental areas, they particularly attract attention due to their problems in
social lives and peer relationships (De Boo & Prins, 2007; Nijmeijer et al., 2008; Ozdemir, 2006; Wehmeier et al.,
2010). As a result, ADHD is often associated with impaired social relationships (De Boo & Prins 2007; Huang-
Pollock et al., 2009). In fact, children with ADHD are less accepted by their peers due to the difficulties and
disruptive behaviors they exhibit in their social relationships. Additionally, they find it challenging to develop
positive relationships with those around them (Bagwell et al., 2001; Barkley, 2006). Although the problems that
children with ADHD experience with their peers are clearly observed, the factors causing these difficulties are still
not well understood today (King et al., 2009). The findings of studies conducted with children with ADHD have
revealed that understanding the social information processing of these children in their social relationships will
help to better understand both the nature of the social problems they experience and the social adaptation skills
they develop (King et al., 2009). As a matter of fact, the development of social information processing models in
recent decades has greatly contributed to our understanding of children's social skills and social adaptation
problems (Crick & Dodge, 1994; Dodge & Crick, 1990; Dodge et al., 1986).

Social Information Processing Model was first proposed by Dodge in 1986 and reformulated by Crick
and Dodge in 1994. The model assumes that individuals cognitively utilize a six-step information processing
process when dealing with a social situation. According to the reformulated model proposed by Crick and Dodge
(1994), individuals utilize the six interrelated social information processing sequences, as presented in Figure 1,
before evaluating a social situation or eliciting a social behavior. The Social Information Processing Model consists
of six consecutive steps in a social situation: 1. Encoding of internal and external cues, 2. Interpretation and mental
representation of those cues, 3. Clarification or selection of a goal, 4. Response access or construction, 5. Response
decision, and 6. Behavioral enactment.

Figure 1
Reformulated Social Information Processing Model for Children’s Social Adjustment

o7’
‘ 5.RESPONSE DECISION

4,RESPONSE ACCESS
« Response Evaluatio
or » - Outcome Evaluation
CONSTRUCTION - Self-Efficacy Evaluation
- Response Selection
DATABASE 6.BEHAVIORAL ENACTMENT
3.CLARIFICATION OF GOALS ’:::”r'g‘ds::’& a
: {1 ul
Arousal Regulation Social Schemas
Social Knowdedge 3 J PEER EVALUATION
( h and
v I RESPONSE
1.ENCODING of CUES
2.INTERPRATATION of CUES (Both external and internal) w

- Causal Attributions
- Attributions About Intentions

- Other Interpretive Processes
- Evaluation of Goal Attainment
- Evaluation of Past Performance '
« Self-Evaluations ' ‘ ’

« Other Evaluations

Source: Crick, N. R., & Dodge, K. A. (1994). A review and reformulation of social information-processing mechanisms in childrens’ social
adjustment. Psychological Bulletin, 115(1), 74-101.
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Social information processing is a cyclical process. When an individual encounters a situation in a social
environment, their mental steps in the social information processing process are influenced by the database in their
mind, which contains their past experiences, and simultaneously, the individual can also influence this database.
This database that guides the process comprises a person's past experiences and encompasses social rules and
schemas. In the early stages of this process, the individual selectively focuses on specific social cues and interprets
a social situation based on these cues. In the later stages, the individual access potential responses that have been
accepted and stored in long-term memory by drawing upon their previous social experiences. The individual then
evaluates these responses and makes a decision based on this evaluation process, subsequently translating the
chosen response into behavior (Crick & Dodge, 1994). Social cognition is an important construct for developing
social skills in this model. The aforementioned social cognitive skills play a crucial role in interpreting and
understanding social situations, and this social cognitive mechanism influences social behaviors that can contribute
to social adjustment (Crick & Dodge, 1994; Gifford-Smith & Rabiner, 2004). In other words, social cognition,
which also reflects our ability to understand the minds of others, is essential for successful social interaction
(Uekermann et al., 2010). In other words, children's social cognitive understanding can serve as a foundational
element in comprehending how behavior is linked to mental intentions, goals, emotions, and expectations
regarding the social world (Thompson, 2006). From this perspective, it is important to compare socially adjusted
and misadjusted children in terms of social cognitive skills in order to understand the cognitive styles and
difficulties that contribute to social maladjustment (Crick & Dodge, 1994).

Executive functions refer to a multidimensional structure comprising high-level cognitive processes,
wherein individuals utilize their ability to regulate their emotions and actions in order to accomplish their goals
through effort, falling under the broad umbrella of self-regulation (Diamond, 2013). Theoretically acknowledged
as high-level cognitive abilities, executive functioning skills impact numerous cognitive processes (Miyake &
Friedman, 2012). In addition to the social information processing difficulties and challenges they face in social
situations, Barkley (2006) noted that children with ADHD also experience significant impairments in their
executive functions. The Diagnostic and Statistical Manual of Mental Disorders, Fifth Edition (DSM-5)
acknowledged executive dysfunction as a potential characteristic of ADHD diagnosis, stating that "Individuals
with ADHD may demonstrate cognitive difficulties on tests of attention, executive function, or memory" (APA,
2013, p. 61). As a matter of fact, executive functions encompass a broad and comprehensive array of complex
cognitive skills necessary for planning, organizing, directing, reviewing, and evaluating behaviors to effectively
adapt to the environment and achieve goals (Eisenberg & Zhou, 2016). Many researchers have argued that
difficulties with executive functioning skills will have a negative impact on an individual's adjustment to academic
and social life (Gropper & Tannock, 2009). Executive functioning skills play a vital role in an individual's success
in cognitive and social domains (Murphy et al., 2004; Hughes et al., 2000). According to the Social Information
Processing Theory, the display of socially appropriate behaviors is also linked to having sufficient executive
functioning skills (Crick & Dodge, 1994). Although deficits in executive functions are not one of the primary
symptoms of ADHD, they are recognized as one of the components that contribute to understanding ADHD and
have been increasingly investigated as important mechanisms in recent years (Barkley, 2006; Barkley, 2012;
Brown, 2009; Molitor et al., 2019). Therefore, difficulties in executive functions are considered important
characteristics of the complex neuropsychology of ADHD (Willcutt et al., 2005). In addition, children with ADHD
may display more problematic behaviors in their executive functioning skills, including motivation, planning, and
working memory (Edmund, 2003; Willcutt et al., 2005). Difficulty in following rules or instructions,
noncompliance with social norms, forgetfulness, and challenges with emotional regulation are just a few examples
of the areas in which students are negatively affected (Wodka et al., 2008). Considering all of this data, it is evident
that limitations in social information processing and executive functioning skills are critically important in ADHD.
Examining the performance of children with ADHD at each step of the social information processing,
understanding the processes related to executive functioning skills, and developing intervention programs by
identifying deficits and impairments in these processes are important in terms of reducing the risks that children
with ADHD may face in the future. The Social Information Processing Model has been applied to different groups
of children with special needs, including those who have hearing impairments, emotional and behavioral disorders,
intellectual and developmental disabilities, autism spectrum disorder, and fetal alcohol syndrome, in social
cognition studies. The research findings related to these studies demonstrate that children with special needs
exhibit various difficulties at different stages of social information processing (Embregts & Van Nieuwenhuijzen,
2009; Leffert et al., 2010; McGee et al., 2009; Orobio de Castro et al., 2005; Van Nieuwenhuijzen et al., 2006). In
addition, although researchers have examined the relationships among social competency, executive functioning
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skills, and social information processing, there is still a need for more specific information regarding the details of
the relationship between executive functioning skills and social information processing (Lim, 2002).

The role of the deficits in executive functioning skills on the problem behaviors of children with ADHD
can be explained deeply by examining their relationship with other relevant cognitive processes such as processing
social information. In this context, examining a high-level function of the human brain, such as executive
functioning skills, together with the social information processing, and performing this examination by comparing
children with ADHD with TD children is critically important in understanding the complex interaction between
the two cognitive constructs. In addition, the study is also significant in terms of providing insights into the
cognitive processes that children with ADHD demonstrate in social situations. Specifically, it explores how they
assess potential problem situations when they are emotionally calm and how they generate possible social
responses.

Therefore, the present study aimed to compare and examine the social information processing and
executive functioning skills of children with ADHD and TD children. In this research direction, the following
research questions were explored.

1. Is there a significant difference between the scores obtained from the Social Information Processing
Assessment Form of children with ADHD and TD children?

2. Are there any significant differences between the scores obtained from the Behavioral Rating Inventory
of Executive Functions Parent and Teacher Form of children with ADHD and TD children?

3. s there a significant relationship between the scores obtained from the Social Information Processing
Skills Interview Form and the Behavioral Rating Inventory of Executive Functions Parent and Teacher
Form of children with ADHD and TD children?

Method
Study Design

The study employed a casual comparative research design, one of the non-experimental designs. The
study was carried out in two different stages, and the relationships between study variables were investigated
through both comparative and correlational analysis. In the first stage, the differences between children with
ADHD and TD children were examined, employing a comparative research design. In the second stage, the
relationships between the study variables were explored, utilizing a correlational research design, another non-
experimental approach. Correlational studies enable researchers to examine the causes and results of the
relationships between two or more variables without interfering with the study variables (Frankel et al., 2006;
Karasar, 2015).

Participants

Participants of the study consisted of 25 children referred to the Child and Adolescent Psychiatric
Outpatient Clinic of Nigde Omer Halisdemir University Training and Research Hospital and diagnosed with
ADHD with no comorbid disorders and an additional 25 age matched TD children. The criterion sampling method,
which is one of the purposive sampling approaches, was employed to identify students with ADHD during the
initial screening process. This method enables the selection of information-rich situations that are suitable for the
purpose of the study, facilitating in-depth research (Biiylukoztiirk et al., 2014). In purposive sampling, the
researcher selects the sample to be included in the research by considering whether the sample has typical or
desirable characteristics, thus enabling the provision of a sample group that meets the researcher's needs (Cohen
etal., 2007). This sampling method is preferred when there is a desire to work with one or more specific cases that
meet certain criteria or possess particular characteristics (Biiytikoztiirk, 2018). In the selection procedure of
students diagnosed with ADHD, the absence of any additional psychiatric disorder was established as an inclusion
criterion for the participants to be included in the study. It was determined that there were 25 students in Nigde
province who met the criteria for participation in the research, and all of them were included in the study. TD
children, on the other hand, were included in the study through a randomozed sampling method by one-on-one
matching with children of the same age and sex who attended the same classrooms as children with ADHD. The
distribution of the participating students' ages and genders is presented in Table 1.

Table 1
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Distribution of Students by Age, Gender, and Grade Level Status

ADHD D
Variables n % n %
25 50 25 50
6 12 6 12
Gender 19 38 19 38
8 years-2" grade 8 16 8 16
Age-grade 9 years-3Rd grade 6 12 6 12
10 years-4™ grade 11 22 11 22

Note: ADHD = attention deficit and hyperactivity disorder, TD = typically developing.

When Table 1 is examined, it has been determined that the students with ADHD and TD children are 12%
girls and 38% bays, and the rate of children with ADHD at the age of 10 and 4th grade is 22%. In addition, 50
parents and 25 teachers were included in the study. Demographic characteristics of parents and teachers included
in the study are shown in Table 2 and Table 3.

Table 2
Demographic Characteristics of Parents
. ADHD TD

Variables 0 % N %
Civil servant 11 44.0 9 36.0
, . Employed 2 8.0 4 16.0
Father's occupation Self-employment 11 44.0 12 48.0

Unemployed 1 4.0 - -

Civil servant 6 24.0 - -
Mother's occupation Self-employment 4 16.0 9 36.0
Homemaker 15 60.0 16 64.0
Primary school 3 12.0 3 12.0
Middle school 7 28.0 4 16.0
Father’s education High school 6 24.0 11 44.0
University 7 28.0 7 28.0

Master 2 8.0 - -
Primary school 6 240 4 16.0
Middle school 2 8.0 6 24.0
Mother’s education High school 10 40.0 5 20.0
University 6 240 10 40.0

Master 1 4.0 - -

Note: ADHD = attention deficit and hyperactivity disorder, TD = typically developing.

When Table 2 is examined, it was determined that 44% of the fathers of children with ADHD included
in the study were civil servants, 60% of their mothers were housewives, 28% of their mothers were secondary
school graduates and 40% of their mothers were high school graduates. It was determined that 64% of their mothers
were housewives, 44% of their fathers were high school graduates and 40% of their mothers were university

graduates.
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Table 3
Demographic Characteristics of Teachers

Participants Demographic characteristics n %
Female 16 0.64
Gender Male 9 0.36

Total 25 -

18-24 age 0 0
25-34 age 8 0.32
Age 35-44 age 10 0.4
45 years and older 7 0.28

Total 25 -

Teachers . .

University 21 0.84
Educational status Master 4 0.16

Total 25 -

1-6 years 0 0
7-12 years 8 0.32
Working year/profession seniority 13-18 yeras 10 0.4
19 years and above 7 0.28

Total 25 -

When Table 3 is examined, it was determined that 64% of the teachers included in the study were female,
36% were male, 16% had postgraduate education and 32% had a seniority of 7-12 years.

Data Collection Tools

In the current study, we used the Social Information Processing Skills Assessment Form, developed by
the study researchers to evaluate children's social information processing abilities, and the Behavioral Rating
Inventory of Executive Functions: BRIEF Parent and Teacher Forms (Gioia et al., 2000a; Gioia et al., 2000b;
Karakas & Dogutepe-Dinger, 2011a; 2011b) as data collection instruments.

Social Information Processing Assessment Form

The Social Information Processing Assessment Form was developed by the researchers to measure the
cognitive processes of children aged 8-10 in processing social information. In order to evaluate the social
information processing skills of children between the ages of 8-10, the measurement tools used in various studies
were examined as an initial step. The Social Information Processing Skill Assessment Form employed in this study
was adapted from social information processing skill assessment forms used in earlier studies (Andrade, 2006;
Crick & Ladd, 1993; Dodge, 1980; Dodge & Frame, 1982; King et al., 2009; McGee et al., 1983; Tur-Kaspa,
1993; Weiss et al., 1992). The Social Information Processing Assessment Form comprises 12 vignettes and
vignette videos that present real-life scenarios, lasting from 15-20 seconds to 1-2 minutes. This form measures the
six steps of the Social Information Processing Model proposed by Crick and Dodge (1994) and was administered
to children after they view each vignette video.

Development of the Vignettes. A frequently used approach in social cognition studies involving children
is to present them with hypothetical vignettes, and then ask them to specify their responses to each scenario. As
defined by Finch (1987), vignettes are brief narratives featuring fictional characters and imagined scenarios on
pre-determined topics, crafted for consultation purposes. In this study, with Crick and Dodge's (1994) Social
Information Processing Model stages in mind, vignettes were devised to portray at least two children engaging in
various social interactions. While creating the vignettes, the initial step involved reviewing the literature on Social
Information Processing and examining the quality and wording rules of vignettes used in prior studies (e.g.,
Andrade, 2006; McGee et al., 2009; Torres et al., 2016; Tur-Kaspa, 1993). In accordance with the qualifications
in the literature, care has been taken to write the short stories from daily life in a clear and understandable manner
that would eliminate possible bias effects of age and gender (Evans et al., 2015). The vignettes were designed to
address common situations children might frequently encounter, such as attempting to integrate into a peer group
and handling peer provocation.

Validity and Reliability of the Vignettes.Vignettes, written and adapted for social situations pertaining
to entrance into a peer group and response to provocation, were submitted to four experts from the Department of
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Turkish Language Education and three experts from the Department of Special Education and these experts
assessed their appropriateness in terms of fiction, content, and language."Based on expert opinions, twelve stories
were chosen, comprising six stories of responses to provocation and six stories of attempts to enter a peer group.
These stories were deemed most appropriate in terms of their fiction, content, and language. The stories of entering
a peer group consisted of six vignettes depicting peers' reactions - two unresponsive, two positive (friendly), and
two negative (rejecting) - to a child's attempt to join the group. The response to provocation stories contained six
vignettes featuring a child facing social situations in which the child’s peers acted in two ambiguous, two hostile,
and two non-hostile manners. Vignettes were created separately for boys and girls, considering the influence of
gender. The distribution of the vignettes is illustrated in Table 4.

Table 4
Distribution of Vignettes

Entrance to peer group

. Unresponsive

. Positive (friendly)

. Negative (rejecting)
. Unresponsive

. Positive (friendly)

. Negative (rejecting)

OO WN PP

Provocation response

. Ambiguous
. Not hostile
Hostile

. Ambiguous
. Not hostile
. Hostile

oA WN P

Faculty members from the Radio and Television Programming Department of a state University’s
Vocational School of Technical Sciences were contacted. The videos reflecting the 24 vignettes in terms of fiction
and content were filmed by a professional team with male and female actors. The 12 vignette videos portray
everyday social situations and issues encountered by children aged 8-10. These stories include entrance to peer
group and various peer provocation situations. The videos of the stories are suitable for the scenarios of the stories,
for example, “Can puts on his new shoes and goes to school on foot. Can, who wore his shoes for the first time
that day, likes them very much. While walking on the road, his friend suddenly bumps into him. He loses his
balance and steps on the mud. New shoes stay in the mud.” Filmed with voiceover. Both versions of the stories -
for girls and boys - were filmed with actors with a mean age of nine years, and the narrations for the stories were
read by a professional film actor. The videos reflecting the 24 vignettes in terms of fiction and content were filmed
by a professional team with male and female actors. Filmed and voiced by a team of experts, the 24 vignette videos
were presented to a group of experts (one child psychiatrist, two special education specialists, two psychological
counseling and guidance specialist, and one child development specialist) for their expert opinions. The percentage
of agreements among the experts about the appropriateness of the films to vignette stories were calculated using a
reliability formula [Reliability = Agreement / (Agreement + Disagreement) x 100] (Miles & Huberman, 1994). In
order for the obtained value to be considered reliable, the percentage of agreement must be above 70% (Miles &
Huberman, 1994; Sencan, 2005; Tavsancil & Aslan, 2001). The findings revealed that, while there was 100%
agreement among the experts for each vignette, only 90% agreement was achieved for the ambiguous provocation
response story aimed at boys.

Development and Scoring of the Interview Form. A rubric was developed to code the interview
answers of the children to the Social Information Processing Form. The scoring form was designed to evaluate by
scoring the type of response children give to each of the six steps of the Social Information Processing Model. The
scoring form was developed to assess the steps of the Social Information Processing Model reformulated by Crick
and Dodge (1994).

First Step-Encoding of Cues: The first step in social information processing is encoding of the cues. In
order to assess the encoding step, the children were asked to tell the story from beginning to end. At this step,
children’s responses were coded as “very relevant”, “relevant”, “irrelevant” based on the degree to which the
child’s story was related to the real story. High scores indicated high relevance to the story, while low scores

indicated irrelevance. Second Step-Interpretation of Cues: At this step, the children’s attributions about other
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children’s intentions were assessed. The intentions of the participants in the “Entrance to Peer Group” and
“Provocation” stories were assessed under two codes as “hostile” (making an unfriendly attribution, perceiving
any provocative behavior as deliberate and reacting accordingly) and “not hostile”. Third Step - Clarification of
Goals: To evaluate this step, the children's responses to this question were coded as "adequate,” "inadequate,"
"aggressive,” and "irrelevant" for both the provocation and peer group entry stories. In their peer group
participation stories, responses such as inviting them to play, expressing their wishes, or saying sorry, and in
provocation stories, responses such as asking for an apology or questioning why the person behaved in a certain
way, were coded as "competent” (these responses use socially acceptable methods related to the social goal in a
specific social context). Reactions such as distancing from the situation, leaving the scene, doing nothing, crying,
shrugging, or responses completely unrelated to the situation were coded as "irrelevant." The Fourth Step-Response
Access/Construction: The questions at this step vary according to the characteristics of the provocation and
entrance to peer group stories. Children’s answers to the questions were coded as “competent”, “hostile” and
“incompetent”. Competent answers were the ones such as asking other children reasons for their behaviors, making
self-confident statements about the problem and verbal comments like “what you did was wrong”. Hostile answers
were the threats and expressions containing physical and/or verbal aggression, whereas incompetent answers were
crying and screaming. During the Fifth Step - Response Decision-Making phase, questions were posed regarding
the evaluation of potential responses and the selection of the most suitable response. Responses were assessed on
a four-point scale. For instance, participants were asked, "Now put yourself in Demir's shoes. You called the boy
who hit you 'stupid’ and pushed him (aggressive). Is this a good response?/What kind of idea do you think this is?"
(1. Very bad, 2. Bad, 3. Very good, and 4. Good). Questions similar to these were used to determine the
participants' competence and confidence in their reactions and their self-efficacy, according to the story's
characteristics. Questions like, "Would you have reacted the same way?/Would you have acted this way?" were
evaluated on a four-point scale to ascertain the quality of decision-making. Sixth Step - Behavioral Enactment of
the Selected Response: In this step, the child was asked to envision themselves within the story. The most
appropriate response for each story was clearly reiterated to the child, and they were asked to enact their response.
The researcher stated, "Let's pretend we're in the story. I want you to show me how you would say this (...... )."
The child's responses were then coded and scored as "adequate,” "less adequate," and "inadequate”. Adequate
responses were coded as such if both the content and the enactment of the response were appropriate (proper eye
contact, suitable tone of voice, appropriate facial expressions, and body posture). 'Less adequate’ indicated that the
responses were adequate in their content and enactment but were not perfect, while 'inadequate’ signified that the
response lacked both content and enactment appropriateness, demonstrating that the child was clearly
unsuccessful. Detailed coding sub-rules and behavioral examples for code categories such as adequate, less
adequate, and inadequate were elaborated in the scale's scoring key. The scores varied from 0-3 points based on
the question characteristics, and assessments were made based on the total scores obtained from each story.

Implementation Fidelity of the Social Information Processing Skills Assessment Form: In order to
assess the implementation fidelity analysis of the Social Information Processing Skill Assessment Form, the first
step involved defining the implementation rules and principles of the Form. The researcher's appropriate behaviors
during the study implementations, in line with the Form's implementation principles, were codified into a guide
for implementation fidelity. This guide consisted of three sections: pre-implementation, implementation, and post-
implementation. Implementation fidelity calculations were made by examining the video recordings, taken with
the permission of the participants and their parents. An expert researcher in the field of special education watched
and evaluated these recordings. If the researcher adhered to the study implementation guide, they were deemed
"appropriate,” and "inappropriate” if they failed to do so. After the researcher filled out all the forms, the
implementation fidelity was calculated using the implementation fidelity analysis formula [(Observed Researcher
Behavior / Planned Researcher Behavior) X 100]. As a result of this calculation, the study's implementation fidelity
was determined to be 95%.

Inter-rater Reliability of the Social Information Processing Skills Assessment Form. To establish the
inter-rater reliability of the Social Information Processing Skills Assessment Form, the interview data from eight
children with ADHD (32%) and eight typically developing (TD) children of the same age and gender (32%) were
analyzed separately for the six steps by a second researcher. The percentage agreement for inter-rater reliability
was computed using the reliability formula: [Reliability = Agreement / (Agreement + Disagreement) x 100] (Miles
& Huberman, 1994). The results revealed an agreement percentage of 96.7% for the encoding cues step, 89.3%

Dikici & Ozdemir 2023, 24(3)



A COMPARATIVE STUFY OF SOCIAL INFORMATION PROCESSING AND EXECUTIVE FUNCTIONING IN 383
CHILDREN WITH ATTENTION DEFICIT AND HYPERACTIVITY DISORDER AND TYPICALLY
DEVELOPING CHILDREN

for the interpretation of cues step, 93.3% for the clarification of goals step, 90.5% for the response construction
step, 92.7% for the response decision step, and 90.1% for the behavioral enactment step.

Pilot Study

After obtaining expert opinions, and adhering to the administration principles of the Social Information
Processing Skills Form, interviews were conducted in a suitable environment with ten children five with ADHD
and five typically developing (TD). These children possessed characteristics similar to those of the study sample.
The interviews were recorded. During these sessions, any questions that the children found difficult to understand,
or needed the researcher to repeat or explain, were noted. Additionally, it was observed that the children seemed
to need a break after completing six vignette videos and related questions. Following the completion of
implementation adaptations based on the pilot study, the researchers decided to employ the Social Information
Processing Skills Form in the main study.

Behavioral Rating Inventory of Executive Functions: BRIEF (Parent and Teacher Form)

Behavioral Rating Inventory of Executive Functions: BRIEF was developed by Gioia, Isquith, Guy, and
Kenworty (2000a) and Gioia, Isquith, Guy, and Kenworty (2000b). The adaptation of the inventory to the Turkish
language was completed by Karakas and Dogutepe-Dinger (2011). The BRIEF measures executive functions
through items that include problem-solving and adaptive behaviors encountered in daily life (Karakas & Dogutepe-
Dinger, 2011). The BRIEF is administered to individuals between the ages of 5 and 18 (Gioia et al., 2002; Gioia
& Isquith, 2004; Karakas & Dogutepe-Dinger, 2011b). In BRIEF, the mother or father (the parent who takes care
of the child more is preferred) completes the Parent Form (BRIEF-P) and the classroom teacher completes the
teacher form (BRIEF-T) separately (Karakas & Dogutepe-Dinger, 2011b). There is a total of 86 items in the BRIEF
Teacher Form (BRIEF-T) and in the Mother-Father Form (BRIEF-P) as well. The items are organized under 8
subscales. Two index scores are calculated from the subscales. These are Behavior Regulation Index (BRI) and
Metacognition Index (MI). Total Executive Functions Index (TEFI) is calculated from the sum of BRI and MI.
BRI consists of three sub-scales, namely Emotional Control (EC), Shift (S), and Inhibit (1), whereas MI consists
of five sub-scales, namely Plan (Planning) (P), Working Memory (WM), Initiate (Initiation) (1), Organization of
Materials (OM) and Monitor (M). The items in the scale are evaluated on a 3-point Likert scale, and scored as
never (1), sometimes (2), and often (3). A high score in the BRIEF indicates impairment in executive functions
(Dogutepe-Dinger et al., 2012). The features measured by the BRIEF were examined by Principal Component
Analysis (PCA). The features measured by the BRIEF were translated into Turkish and examined by using
Principal Component Analysis (PCA). The study sample included parents and teachers of 80 children with ADHD
with no medication and a healthy control group matched one on one, on the bases of children’s chronological age
(77-137 months). The variances explained for the healthy control group were 87.49% in the Teacher Form and
81.50% in the Parent Form whereas the variances explained in the ADHD group were 75.34% in the Teacher Form
and 71.44% in the Parent Form (Karakas & Dogutepe- Dinger, 2011a, p.182). The BRIEF was also used in other
studies with Turkish children (DPT-HU-BAB 2006K120- 640-06-08). The BRIEF’s items, administration, and
scoring adaptations were completed by the researchers to use the scale in Turkish culture (Karakas & Dogutepe-
Dinger, 2011a, 2011b). Study findings showed that the BRIEF represented the features of the original form in the
Turkish sample (Erdogan-Bakar et al., 2011). In the current study, the Brief adapted version of Turkish culture
was used.

Data Collection

For the data collection of the present study, first, ethics committee approval from the university ethics
committee and study implementation permissions from the Provincial Directorate of National Education were
obtained (Decree no: 2016/02/02). All participants including all children, their parents, and their teachers were
informed about the study, and signed informed consent forms were collected from all participants. Study
participants were selected from the Child and Adolescent Psychiatric Outpatient Clinic of Nigde Omer Halisdemir
University Training and Research Hospital. All children were clinically diagnosed with ADHD based on the DSM-
5 Candidate children’s families were reached through child psychiatrists working in the child and adolescent
psychiatric department of the university hospital. Appointments were made with families who volunteered to
participate in the study and were given detailed information about the study. As an initial step, the parents of
children filled out the information form related to their children. In the second step, the researcher visited the
children’s schools and explained the purpose of the study to school administrators and children’s teachers. The
school administration was provided with the official permission to implement the study. The families of the TD
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children included in the study were also reached through the same teachers and school counselors. Interviews were
conducted with children with ADHD and TD, and the data were collected in the 2017-2018 academic year. The
interviews with children with ADHD and TD children were conducted in a quiet, distraction-free room in the
elementary schools where the children attended. To make sure that the Social Information Processing data
gathering was conducted with all children under the same experimental conditions, implementation rules
developed by the researchers were followed. Before the interviews, a warm and sincere communication style that
helps the participants to be open was used by the first researcher. The researcher talked to the child about the
vignette videos and the importance of answering questions sincerely. The researcher explained to the child that
she will ask questions related to the videos and record the interview to listen to later and that they could also listen
to the conversations together at the end of the interview if the child wants to listen to it. Before the interviews, the
researcher explained to the children that there were no correct or incorrect answers to the questions. Due to the
long duration of the interviews, the researcher interrupted the interviews when a child appeared to need a break,
began not to pay attention, or asked off-topic questions. However, the researcher usually finished six vignette
videos before taking the first break, telling the child that he or she worked really hard and it was time to take a
break. The researcher also told the child that the interview was not over and that he/she had to listen to six more
stories, and a five-minute break was given. Although having breaks prolonged the interview duration in general,
it was deemed necessary to collect high-quality data. The researcher paid attention to reinforcing the collaborative
attitudes of each child during the breaks by emphasizing his or her behaviors such as good listening and active
participation. The interview was ended after the child’s responses to the 12 vignettes were received. Although the
duration of the interview with the children varied depending on the characteristics of the age group included in the
study, each interview lasted about 40-45 minutes.

Data Analysis

IBM SPSS 22.0 program was used to analyze the study data. In data analysis, the significance level (p)
was accepted as 0.05. Before starting data analysis, whether the distribution of the scores showed a normal
distribution or not was checked. Since the group size was smaller than 50, Shapiro-Wilk test was used to test the
conformity of the data to normal distribution. The scores at the significance level (p < .05) showed a significant
(extreme) deviation from the normal distribution. For this reason, a Bootstrap method was used in data analysis.
The bootstrap is a method used when other methods are not appropriate or when parametric assumptions are
invalid. The essence of this method is to determine various statistics within a small number of data sets (Sacchi,
1998; Takma & Atil, 2006). In the analysis of the study purposes, the Multi-Way ANOVA method and the Pearson
product-moment correlation coefficient on the 5000 Bootstrap sample were used.

In order to find the answer to the first question of the study, firstly, the mean scores that children received
from the stories were calculated separately for each step. Then, taking these mean scores into account, the children
in the categories in each step were determined. Whether the differences between the scores of children with ADHD
and TD children in these categories were statistically significant or not was analyzed with One-Way ANOVA on
5000 Bootstrap samples. In order to determine how effective the dependent variable is on the independent variable,
the eta-square (5?) effect size value was calculated. The eta-square value, also called effect size, is a measure of
the magnitude of the relationship between the dependent variable and the independent variable (Mertler &
Vannatta, 2005). #?, which shows the amount of the independent variable explaining the total variance in the
dependent variable, varies between 0.00 and 1.00, and #? values of .01, .06 and .14 are interpreted as "small",
"medium" and "large" effect size, respectively (Biiyiikoztiirk, 2014; Cohen, 1988).

Findings Regarding the Social Information Processing Skills Assessment Form

The results of the one-way ANOVA performed to determine whether there was a significant difference
between the Social Information Processing Skills Assessment Form scores of children with ADHD and TD
children are presented in Table 5.
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Tablo 5
One-Way ANOVA Results Regarding the Social Information Processing Skills Assessment Form
ADHD TD
n X 0 n X F p U
1. Encoding cues 25 2.74(0.42) 25 2.95(0.2) 5.177 .027 .097
2. Interpretation of cues
Non-Hostile 10  1.50(0.00) 18  1.61(0.11) 10.612 .003 .288
Hostile 15 1.34(0.11) 7 1.41(0.03) 2.034 .169 .090
3. Clarification of codes
Adequate goals 19  2.60(0.19) 25  2.78(0.13) 13.766 .001 247
Inadequate goals 5 2.25(0.83) - - - -
Irrelevant goals 1 1.33 - - - -
4. Response construction 19  3.46(0.12) 25 3.77(0.16) 52.417 .000 .555
Competent 5 3.00(0.16) - - - -
Incompetent 1 242 - - - -
Aggressive - - - - -
Irrelevant
5. Response decision
Competent qualification 18  2.56(1.34) 25 2.82(0.15) 35.699 .000 466
Incompetent qualification 7 2.17(0.23)
Aggressive qualification 1 1.67
Competent self-efficacy 19  2.58(1.13) 24 2.84(1.21) 45.445 .000 .526
Incompetent self-efficacy 5 2.28(.07) 1 2.33 .375 573 .083
Aggressive self-efficacy 1 1.67
6.Behavioral enactment 25  1.85(0.11) 25  2.70(0.08) 42.117 .000 467

Note: ADHD = attention deficit and hyperactivity disorder, TD = typically developing.

According to the One-Way ANOVA test results in Table 3, there were significant differences between
the encoding cues scores in favor of TD children (p < .05). Eta-squared effect size value was found as »? = .097.
This finding showed that ADHD had a “medium” effect on the encoding cues scores. Based on the interpretation
of cues mean scores of non-hostile children diagnosed with ADHD, there was a significant difference between the
interpretation of cues scores of non-hostile children in favor of TD children (p <.01). Eta-squared effect size value
was found as 5 = .288. These findings showed that ADHD had a “large” effect on the interpretation of cues scores.

There were significant differences between the clarifications of goals scores of children with ADHD
displaying adequate goals in favor of TD children (p < .001). According to the response construction scores of
competent children diagnosed with ADHD, there was a significant difference between response construction
scores of competent children in favor of TD children (p < .001). Eta-squared effect size value was found as #? =
.555. Findings indicated that ADHD had a “large” effect on the response construction scores. There was a
significant difference between response decision scores of competent self- efficacious children in favor of TD
children (p <.001). Eta-squared effect size value was found as »? = .466. These findings showed that ADHD had
a “large” effect on response decision scores. According to the one-way ANOVA test results, there were significant
differences between the encoding cues scores in favor of TD children (p <.001). Eta-squared effect size value was
found as #% = .097. This finding indicated that ADHD had a “medium” effect on the encoding cues scores. When
the children’s behavioral enactment scores were examined, there was a significant difference in favor of TD
children (p < .001). Eta-squared effect size value was found as #? = .467. These findings showed that ADHD had
a “large” effect on behavioral enactment scores.

Findings Regarding Behavioral Rating Inventory of Executive Functions Mother-Father Form and Teacher
Form

The results of the one-way ANOVA performed to determine whether there was a significant difference
between the Behavioral Rating Inventory of Executive Functions Mother-Father Form scores of children with
ADHD and TD children are presented in Table 6.
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Tablo 6
One-Way ANOVA Test Results Regarding the Behavioral Rating Inventory of Executive Functions Mother-Father
Form
Subscales Sub-dimensions Attention n X Sx F P 7
. ADHD 25 21.00 3.01
Emotional control ™D 25 1640 214  38.707 .000 446
Shift ADHD 25 1588 181 31.163 000 394
Behavioral regulation D 25 1288 1.99 ’ ’ ’
ind ADHD 25 2068 4.36
Index Inhibit D o5 1140 218 90740 000 654
ADHD 25 57.56 6.97
Total D 25 40.68 5.15 94.999 .000 .664
. ADHD 25  26.56 3.91
Planning D 25 17.72 368 67.835 .000 .586
ADHD 25 2156 3.15
Working memory ™D o5 1272 288 107.245 .000 .691
. ADHD 25 16.56 2.96
Metacognition index _ ADHD 25 1256 206
. i ADHD 25 18.04 3.02
Organization of materials D 25 11.24 3.24 58.839 .000 551
ADHD 25 9528 12.80
. Lo ADHD 25 152.84 18.96
Executive function index ™ 25 10308 1560 102.690 .000 .682

Note: ADHD = attention deficit and hyperactivity disorder, TD = typically developing.

When the Behavioral Rating Inventory of Executive Functions Parent Form mean scores of children
diagnosed with ADHD in Table 4 were examined, the scores of children diagnosed with ADHD were higher than
TD children. According to Table 4, there were significant differences between both the Behavioral Rating
Inventory of Executive Functions Parent Form subscale and sub-dimension scores and the total scores of children
diagnosed with ADHD and TD children (p <.05). These findings revealed that the executive functions of children
with ADHD were more problematic than TD children. The eta-squared effect size value (%) was found between
.397 and .691. These findings put forth that ADHD had a “large” effect on the Behavioral Rating Inventory of
Executive Functions Parent Form scores, the form’s subscale scores and the form’s sub-dimension scores.

The results of the one-way ANOVA performed to determine whether there was a significant difference
between the Behavioral Rating Inventory of Executive Functions Teacher Form scores of children with ADHD

and TD children are presented in Table 7.
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Table 7
One-Way ANOVA Test Results Regarding the Behavioral Rating Inventory of Executive Functions Teacher Form
Subscales Sub-dimension Attention n X Sx F p 7
. ADHD 25 21.36 4.41
Emotional control ™ 25 10.80 240 110.819 .000 .698
. ADHD 25 21.24 242
Shift 37.642 .000 440
Behavioral regulation D 25 1700 247
index
Inhibit ADHD 25 26.60 3.69 309.339 .000 .866

TD 25 1120 2.36

ADHD 25 6920 8.99
Total ™ 25 3900 628 189.745 .000 .798

. ADHD 25 2452 3.10
Planning ™ 25 1356 233 199.980 .000 .806

Working memory A?gD ;g iigg gig 124.147 .000 721

. ADHD 25 16.64 1.98
Initiate ™D 25 10.80 1.96 110.160 .000 .697

. ADHD 25 16.32 3.76
Monitor ™D 25 702 1.75 102.439 .000 .681

i . ADHD 25  24.56 3.23
Organization of materials ™ 25 1320 189 230.336 .000 .828

ADHD 25 105.08 1351
Total ™ 25 5948 932 192.948 .000 .801

. L. ADHD 25 17428 20.94
Executive function index ™ 25 0848 1492 217.209 .000 .819

Note: ADHD = attention deficit and hyperactivity disorder, TD = typically developing.

Metacognition index

According to Table 5, there were significant differences between both the Behavioral Rating Inventory
of Executive Functions Teacher Form subscale and sub-dimension scores and the total scores of children diagnosed
with ADHD and TD children (p <.001). These findings revealed that the executive functions of children with
ADHD were more impaired than TD children. Eta-squared effect size value (5?) was found between .440 and .829.
These findings demonstrate that ADHD has a "large™ impact on the scores obtained from the Behavioral Rating
Inventory of Executive Functions Teacher Form, its subscales, and its sub-dimensions.

Findings Regarding the Relationship Between Social Information Processing Skills Assessment Form and
Behavioral Rating Inventory of Executive Functions Parent Form and Teacher Form Scores

The results of the Pearson Product-Moment Correlation Coefficient Analysis performed on a 5000
Bootstrat sample to determine whether a significiant relationship exists between the Social Information Processing
Skills Assessment Form scores and the Behavioral Rating Inventory of Executive Functions Parent scores of
children are presented in Table 8.
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Correlation Coefficients between the Social Information Processing Interview Form and the Behavioral Rating Inventory of Executive Functions Parent Form scores
Behavioral regulation index Metacognition index .
. .. Emotional - - . Working o Organization . Executive
Diagnosis Shift Inhibit Total Planning Initiate - Monitor  Total function
control memory of materials
1. Encoding cues ADHD .091 216 .188 214 .148 .077 .020 170 315 71 194
' g TD .248 116 .156 214 236 218 225 .269 237 272 276
2. Interpretation of cues
Non-Hostile ADHD ; ) § ) § § § § y . i
TD .037 -.237 -.226 -174 .023 .288 322 .396 -.059 .182 .081
Hostile ADHD .009 .078 .356 .251 .250 120 -.099 103 436 213 234
TD 519 444 .245 443 471 .288 495 400 441 491 547
3. Clarification of goals
Adequate qoals ADHD -.152 -.367 .033 -.139 -.106 -.251 .038 -.013 -.055 -.098 -117
quate g D 096 -121 -330  -146 -.300 -.274 -319 -.217 089 =277 -257
Inadequate goals ADHD 134 214 421 .350 .695 .686 .349 -.479 A17 .554 473
4. Response construction
Competent ADHD -.106 .058 -.215 -.167 -.027 -.176 113 136 .007 .000 -.058
P TD .100 .019 -.350 -.100 -.147 -.180 -.144 .013 -.058 -.133 -.133
Incompetent ADHD 134 214 421 .350 .695 .686 394 479 A17 .554 473
5. Response decision
Competent qualification ADHD .025 -.015 -.090 -.055 113 .012 155 370 234 179 102
P g TD .089 112 -.196 -.003 -.093 -.267 -.220 -.259 -.094 -.197 -.150
Incompetent qualification ADHD -.564 - 703*** -.040 -.519 -.418 -.389 -.946** -.504 -.242 -.537 -.553
Competent self-efficac ADHD 187 154 .001 119 .304 .206 .320 .489* .339 .366 294
P y TD .062 -.031 -.290 -.110 -.175 -.152 -.138 -.133 -.093 -.159 -.156
Incompetent self-efficacy ADHD .256 -.268 .345 .169 .023 334 .000 218 .208 .201 191
6. Behavioral enactment ADHD .664 301 .367 .305 481 714 924 415 125 415 .354
) D 226 131 153 .209 .051 -.064 .062 -.183 146 .029 .091

Note: ADHD = attention deficit and hyperactivity disorder, TD = typically developing.

*p <.05; **p <.01; ***p <.0
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According to Table 6, there was no significant correlation between the encoding cues scores of children
with ADHD and TD children, and their Behavioral Rating Inventory of Executive Functions Parent Form scores,
including its subscale and sub-dimension scores (p > .05). A strong, negative, and significant correlation was
observed between the Response Decision scores of incompetently qualified students with ADHD and the Shift
sub-dimension scores of the Behavioral Rating Inventory of Executive Functions Parent Form’s Behavioral
Regulation subscale (p < .001). A strong, negative, and significant correlation was also found between the
Response Decision scores of incompetently qualified students with ADHD and the Initiate sub-dimension scores
of the Behavioral Rating Inventory of Executive Functions Parent Form’s Metacognition subscale (p < .01).
Additionally, a moderate, positive, and significant correlation was detected between the Response Decision scores
of competent self-efficacious ADHD students and the Organization of Materials sub-dimension of the Behavioral
Rating Inventory of Executive Functions Parent Form’s Metacognition subscale (p <.05).

The results of the Pearson Product-Moment Correlation Coefficient Analysis on the 5000 Bootstrap
sample performed to determine whether there was a significant relationship between the Social Information
Processing Skills Assessment Form scores and the Behavioral Rating Inventory of Executive Functions Teacher
Form scores of children are presented in Table 9.
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Table 9
Correlation Coefficients Between Scores of the Social Information Processing Interview Form and the Behavioral Rating Inventory of Executive Functions Teacher Form
Behavioral regulation index Metacognition index .
. . Emotional - - . Working . Organization . Executive
Diagnosis Shift Inhibit Total Planning Initate - Monitor  Total function
control memory of materials
1. Encoding cues ADHD .024 .140 .030 .062 -.051 -.018 -.240 -.054 .293 .004 .029
' 9 TD 175 .162 123 A77 178 .200 215 128 .044 175 .184
2. Interpretation of cues
Non-hostile ADHD § . § § ) ) § ) § § §
TD -.128 .071 -.198 -.083 -.242 -.196 -.213 -.146 -.175 -.222 -.182
Hostile ADHD -.088 -.338 -.349 -.254 -.265 -.230 -.084 -.193 -.495 -.313 -.305
TD -.166 .047 .104 -.007 -.051 -122 -.030 -.085 -.023 -.073 -.055
3. Clarification of goals
Adequate goals ADHD -151 -.211 -.183 -.207 -.311 -.328 -474* -.456* -.379 -.417 -.351
quate g TD -.060 -.161 .072 -.059 -.153 -.076 -.100 .055 .006 -.068 -.067
Inadequate goals ADHD -431 -.868*** 237 -434 -.640 -.674 -723 -.428 -.068 -.493 -518
4. Response construction
Competent ADHD 129 -.047 -.446 -112 -.178 -.113 -117 -.152 -.180 -.164 -.151
P TD -.118 -.207 -.190 -.198 -.061 -.183 -.145 -.184 -.155 -.159 -.183
Incompetent ADHD -.482 .000 -.445 -.422 -.038 174 .065 .300 -.732 -.056 -.234
5. Response decision
Competent qualification ADHD .282 .229 -.143 .148 129 .059 -.045 .082 .081 .077 107
TD -.049 -.087 -.060 -.076 110 -.010 -.012 -.060 .000 011 -.025
Incompetent qualification ADHD .607 .146 420 518 -.418 -.462 -.485 347 .021 -.196 107
Competent self-efficac ADHD .364 .342 .050 .298 .297 159 141 244 277 254 .283
P Y D -.134 -179 102 -.160 081 000 002 -.083 028 010 -.061
Incompetent self-efficacy ADHD -.406 -.238 -.240 -.315 -.203 -.319 -.533 -.181 -177 -.269 -.292
6. Behavioral enactment ADHD -.079 A11 -.077 -.040 -.249 -.195 -.359 -.182 -.188 -.252 -.180
TD .056 -.334 .040 -.094 110 .007 -.207 .070 .013 .002 -.039

Note: ADHD = attention deficit and hyperactivity disorder, TD = typically developing.
*p <.05; **p < .01; ***p <.001
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According to Table 9, there was a moderate, negative and significant correlation between the Clarification
of Goals scores of children with ADHD displaying adequate goals and the Initiation and Organization of Materials
sub-dimension scores of the Behavioral Rating Inventory of Executive Functions Teacher Form’s Metacognition
subscale (p <.05).There was also a high level, negative and significant relationship between the Clarification of
Goals scores of children with ADHD displaying adequate goals and the Shift sub-dimension scores of the
Behavioral Rating Inventory of Executive Functions Teacher Form’s Behavioral Regulation subscale (p <.001).

Discussion

The purpose of this study was to compare the social information processing and executive functioning
skills of children with ADHD and their TD peers. There is a considerable amount of evidence widely reported in
the literature that children with ADHD tend to elicit impulsive and disruptive responses when they are emotionally
aroused (Anastopoulos et al., 2011; Barkley, 2006; Martel, 2009; Martel & Nigg, 2006; Ozdemir, 2009a; Ozdemir,
2010b). However, the cognitive processes employed by children with ADHD to perceive and interpret social
situations, in other words, how these children evaluate a potential social problem when they are emotionally calm,
and how they make decisions regarding such a problem are not yet well understood. In this context, two possible
social problem areas, entrance to a peer group and provocation vignettes, that children with ADHD may encounter
in their social lives were developed in this study, and videos of these hypothetical stories were presented to children
with ADHD and their TD peers.

For the first aim of the study, we examined whether there was a significant difference between the scores
on the Social Information Processing Skills Assessment Form for children with ADHD and their TD peers. Even
though all participants' social information processing steps were examined during the study when children felt
emotionally calm, significant differences were observed in the encoding cues, interpretation of cues, clarification
of goals, response construction, response decision, and behavioral enactment sub-dimension scores of the Social
Information Processing Skills Assessment Form between children with ADHD and TD children. These differences
clearly indicated that children with ADHD display problems at every step of the social information processing
model. Many studies reported that children who manage to stay calm in emotionally activating social situations
exhibit more appropriate social skills, whereas children who are overstimulated and cannot cope with their
emotions constructively adopt aggressive or oppositional behaviors or tend to disrupt the activity (Eisenberg et al.,
1994). However, current study findings showed that school-aged children with ADHD not only have problems
with understanding and interpreting social problems and generating possible solutions to problems when they are
emotionally aroused but also when they are calm.

One of the important findings obtained within the scope of the first purpose of the study, which examines
the social information processing processes of children with ADHD, is the finding that children with ADHD
encoded fewer cues about social situations than their TD peers. These results showed that children with ADHD
have deficits in encoding and interpreting the social cues that are necessary to understand a social problem and
develop appropriate social responses. These findings are also consistent with other evidence suggesting that
children with ADHD display deficits in encoding and interpreting social cues when involved in social situations
(Andrade et al., 2012; Dodge & Newman, 1981; Cadesky et al., 2000; Matthys et al., 1999; Milich & Dodge, 1984;
Moore et al., 1992). Studies clearly show that children who have better encoding skills in social situations also
show better social competence and have a low level of depression (Quiggle et al., 1992). It is also noteworthy that
some studies reported that deficits in encoding social cues are more commonly reported in children with various
cognitive and behavioral problems such as learning problems, ADHD, depression, and aggression (Dodge, 1993;
Matthys et al., 1999; Tur-Kaspa, 2002).

Researchers address that the aggressive behavior problems of children with ADHD are important since
the aggressive behaviors have an increasing effect on children’s peer relationship problems (Ozdemir, 2009a;
Ozdemir 2009b). In addition, it is important to note that symptoms characterized by ADHD, namely inattention,
hyperactivity, and impulsivity, may possibly affect social information processing of children with ADHD.
Inattention may cause children pay less attention to social cues and spend less time producing possible positive
responses to social situations due to impulsivity. The findings from the present study showed that children with
ADHD experience deficits in each of the six steps of the model reformulated by Crick and Dodge (1994) when
compared with their TD peers. These results are consistent with the findings of the previous studies. Indeed, a
large amount of existing studies showed that children with ADHD have deficits in multiple steps of social
information processing compared to children in the control groups (Andrade et al., 2012; Matthys et al., 1999).
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Consistent with the literature, the results of this study provide important information about the social
information processing difficulties of children with ADHD and show that social information processing steps may
be impaired in children with ADHD even in emotionally calm situations. From this point of view, the problems
encountered by children with ADHD in social information processing steps compared to their TD peers can be
considered as an important factor leading well-known peer relationship problems in children with ADHD (Hoza,
2007; Hoza et al., 2005; Pelham & Bender, 1982).

Within the scope of the second study problem, whether there were significant differences between the
Behavioral Rating Inventory of Executive Functions Parent Form and Teacher Form scores of children with ADHD
and TD children were examined. Findings showed that the mean scores obtained from the subscales, sub-
dimensions and all of the scales of the Executive Function Behaviors Rating Scale are significantly higher in
children with ADHD compared to TD children. These results indicated that children with ADHD exhibited more
problems in the area of executive functioning. Many studies in the literature revealed that children with ADHD
exhibit more problems related to executive functioning skills (Barkley, 1997; Craig et al., 2016; Pennington &
Ozonoff, 1996; Willcutt et al., 2005). Thus, studies in the literature, consistent with the findings of the current
study, indicate that children with ADHD show poorer performance at measures of executive functioning compared
to their TD peers (Barkley, 1997; Nigg, 2006; Sjowall et al., 2013).

In this study, based on the Behavioral Rating Inventory of Executive Functions Parent Form scores and
Behavioral Rating Inventory of Executive Functions Teacher Form scores, the parents of TD children reported
that their children’s executive functioning skills were more inadequate compared to the teacher ratings, whereas
the teachers of children with ADHD assessed their students’ inadequacies in executive functioning skills in a
greater variety and more severely than the parents of children with ADHD. Furthermore, in light of the findings,
the results indicate that teacher ratings and parents’ ratings may differ while assessing children’s executive
functioning skills. This important finding can be explained as expected because children are exposed to more rules
in schools compared to their home environment in general and they need to control their cognitive processes more
in schools by regulating their impulsivity. Consistent with the current study findings, in another study, teachers
assessed the performance of children with ADHD as more problematic in the area of executive functioning skills
than the parents (Mares et al., 2007). In addition, current study findings showed that the parents did not agree with
the teachers about the problems that their children exhibited in the area of executive functioning skills both at
home and at school.

Within the scope of the third study problem, whether there was a significant relationship between the
Social Information Processing Skills Interview Form scores and the Behavioral Rating Inventory of Executive
Functions Parent and Teacher Form scores of children with ADHD and TD were examined. Results from the study
showed that there was a significant relationship between the response decision scores of competent/not qualified
children with ADHD and the Initiate (starting a task and activity, producing independent ideas) sub-dimension
scores of the Behavioral Rating Inventory of Executive Functions Parent Form’s Metacognition subscale. A
significant relationship between the response decision scores of competent self-efficacious children with ADHD
and the Organization of materials protecting environmental elements related to the task or activity and being able
to benefit from them systematically) sub-dimension scores of the Metacognition subscale was found. A significant
relationship between the response decision scores of incompetent qualified children with ADHD and the Shift
(Being able to see different aspects of the situation, activity and problem in line with the needs, being flexible in
solving problems) sub-dimension of Behavioral Rating Inventory of Executive Functions Parent Form’s
Behavioral Regulation Index was also identified.

Within the scope of the third purpose of the stud, whether there was a significant relationship between the
Social Information Processing Skills Interview Form scores and the Behavioral Rating Inventory of Executive
Functions Teacher Form scores of children was examined. It was found that there was a significant relationship
between the clarification of goals scores of children with ADHD exhibiting adequate goals and the Initiate (starting
a task and activity) and the Organization of Materials (protecting environmental elements related to the task or
activity and being able to benefit from them systematically) sub-dimension scores of the Behavioral Rating
Inventory of Executive Functions Teacher Form’s Metacognition subscale.

The measurement tools selected to assess the study variables, demographic structure and diagnostic
process in different studies can reflect the differences found between the findings of various studies (Barkley,
2011; Kofler et al., 2011). Some studies with different student groups found correlations between specific steps of
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social information processing and certain components of executive functions, while others found no such
relationships (Van Nieuwenhuijzen et al., 2017; Wolfe et al., 2015). Similarly, this study found a correlation
between certain steps of social information processing and certain sub-dimensions of executive functions (such as
initiation, shift, organization of materials), while other sub-dimensions showed no relationship.

In summary, the findings of the present study clearly revealed that the children with ADHD display social
information processing problems in coding, interpreting and producing responses to social situations not only when
they are in a emotionally aroused state but also when they are calm as well. In addition, as a result of the
comparisons of the Social Information Processing and Executive Functioning Skills of children with ADHD and
TD children, the findings showed that there were significant differences between the children with ADHD and TD
children. Given the significant role both these cognitive processes play in social and academic success, it is vital
to consider them for a deeper understanding of ADHD and for planning interventions. Based on these findings and
previous literature (Ozdemir, 2009a), it's evident that interventions targeting these specific areas are necessary for
children with ADHD to help them develop positive peer relationships and improve their academic performance
both presently and in the future. Despite its informative outcomes, this study has sevral limitations. Conducted
with a limited number of children (25 in each study group), future research could benefit from larger sample sizes.
Another limitation lies in assessing executive functioning skills solely based on parent and teacher ratings. These
assessments could be enriched by data obtained through observations, interviews, performance-based evaluations,
self-reports, or neuropsychological test results (Castellanos et al., 2018). Future studies should examine the
relationships between social information processing skills and executive functioning skills using larger, more
diverse samples in terms of age groups, education levels, and genders. Utilizing different measurement tools would
provide a more comprehensive understanding of the relationship between these two cognitive processes.
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Oz
Giris: Ozel gereksinimli 6grencilerin (OGO) basarili kaynastirma uygulamalar1 (BKU) siirecinde yer alabilmeleri
ve etkili 6gretimin saglanabilmesi i¢in 6gretmenler tarafindan uyarlamalarin gergeklestirilmesi ¢ok onemlidir.
Ancak dgretmenler 6gretim siirecinde ¢esitli nedenlerle uyarlama yapmakta zorlanmakta ya yetersiz uyarlama
yapmakta ya da hi¢ uyarlama yapamamaktadir. Bu nedenle BKU gergeklestirilmesinde sorun yasanmakta ve
OGO’lerin egitim gereksinimleri gerektigi gibi karsilanamamaktadir. Arastirmanin amaci, siif dgretmenlerine

yonelik ogretimsel uyarlamalar (OU) konusunda hazirlanan bir bilgilendirme paketi uygulamasmin (BPU),
dgretmenlerin OU’nun 6nemine iligskin goriisleri izerindeki etkisinin incelenmesidir.

Yontem: Aragtirmada karma yontem, arastirma deseni olarak “cok asamali karma desen” kullanilmigtir. Arastirma
strastyla; i. BPU oncesi goriis (gereksinim) belirleme, ii. BPU hazirlanmasi ve uygulanmasi (6gretmen egitimi),
iii. BPU etkililiginin belirlenmesi, iv. BPU’ya iliskin sosyal gecerlik belirlenmesi ve v. Asama: izleme asamasi
olmak iizere bes asamadan olusmaktadir. Arastirmanin katilimeilar; Sakarya ili Hendek ilgesinde, smifinda OGO
bulunan (nicel boyutta 60 [Deney grubu: n = 30, kontrol grubu: n = 30] kisi, nitel boyutta 31 kisi) ilkokul sinif
o0gretmenleridir. Aragtirmanin nitel boyut verileri odak grup goriismeleriyle (OGG), nicel boyut verileri;
Kaynastirmaya [liskin Diizenlemeler Olgegi (KIDO) kullanilarak, sosyal gegerlik verileri Sosyal Gegerlik Formu
kullanilarak ve kisisel bilgilerin yer aldig1 veriler ise demografik bilgi formu kullanilarak elde edilmistir.

Bulgular: Arastirmanin bulgulari; smif gretmenlerine yonelik hazirlanan BPU’nun, OU’nun &nemine iliskin
O0gretmen goriislerinin pozitif yonde degismesinde etkili oldugu sonucunu gostermektedir. Arastirmanin “sosyal
gegerlik belirleme” bulgulart ise 6gretmenlerin gerceklestirilen BPU’yu yararli ve isglevsel bulduklarini
gostermektedir.

Tartigma: Arastirma sonucu elde edilen bulgular alanyazin ¢ergevesinde tartisilmig, aragtirmaya iliskin 6neriler
ve smirliliklar belirtilmistir.

Anahtar sézciikler: Ogretimsel uyarlamalar, dgretmen egitimi, basarili kaynastirma uygulamalar, etkili 6gretim,
karma yontem, 6zel gereksinimli 6grenciler, 6gretmen goriisleri.
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Giris

Uluslararasi ve ulusal yasa, yonetmelik ve stratejik planlara gore, dzel gereksinimli 6grencilerin (OGO)
egitimde firsat esitligi kapsaminda, genel egitim siniflarinda, en az kisitlanmislik ilkesine uygun olarak, 6gretmene
destek hizmetler saglanarak, akranlarinin faydalandigi egitim-6gretim imkanlarindan yararlanmalari, 6ncelikli ve
vazgecilmez bir haktir (Broderick vd., 2005; Forlin, 2010; Kircaali-Iftar, 1992; Milli Egitim Bakanlig1 [MEB],
2018; United Nations Educational, Scientific and Cultural Organization [UNESCO], 1994). OGO’lerin yasal
haklar1 olan temel egitim gereksinimlerinin karsilanmasi, etkili bir egitim siireci dahilinde bagarili kaynastirma
uygulamalarinin (BKU) gergeklestirilmesi ile miimkiindiir (Hunt vd., 2002; Otukile-Mongwaketse vd., 2016).

BKU yoluyla OGO’ler, ihtiya¢ duyduklar bilgi ve becerileri kazanip toplumla biitiinleserek, bagimsiz ve mutlu
bir yasam1 yakalayabileceklerdir (Gibbs, 2023; Kircaali-Iftar, 1992; Sucuoglu & Akalin, 2010).

BKU gergeklestirilebilmesi igin gerekli unsurlar arasinda ilk akla gelenler; 6gretmenler (Gibbs, 2023;
Sucuoglu & Akalin, 2010), OGO’ler ve akranlar1 (Cook & Semmel, 1999; Fuchs vd., 2001; Roberts vd., 2020),
veliler (Roberts vd., 2020) ve okul ydnetimi (Batu & Kircaali-iftar 2010) seklinde siralanabilir (Kircaali-Iftar,
1992; Sucuoglu & Bakkaloglu, 2018). Ayrica ekip ¢alismasi (Brinkman & Twiford, 2012; Hunt vd., 2002; Roberts
vd., 2020), bireysellestirilmis egitim programlari (BEP) hazirlama (Lee-Tarver, 2006), destek 6zel egitim
hizmetleri (Brinkman & Twiford, 2012; MEB, 2018; Monsen vd., 2014) ve ek hizmetler (Batu & Kircaali-iftar,
2010) ile ilgili siiregte gerekli uyarlamalarin gergeklestirilmesi (Bourke vd., 2011; Gersten vd., 2009; Mason vd.,
2022; Vural & Yikmis, 2008) unsurlarinin da ¢cok énemli oldugunu unutmamak gerekir (Batu & Kircaali-iftar,
2010; Forlin, 2010; Sucuoglu & Kargin, 2006).

OGO’sii olan dgretmenlerin dgretim siirecinin uyarlamasi konusunda bilgi ve beceriye sahip olmalari,
BKU igin énemli bir gerekliliktir. Boylelikle 6gretmenler kaynastirma uygulamalari ile OGO’ lere iliskin olumlu
tutum iginde olacak ve etkili 6gretim gergeklestirebileceklerdir (Gersten vd., 2009; Kargin, 2010; Kasap-Erdal vd.,
2022; Scott vd., 1998; Sucuoglu & Akalin, 2010; Vural & Yikmis, 2008; Yang & Rusli, 2012). BKU siirecinde
etkili ve faydah uyarlamalarinin gergeklestirilebilmesi icin, fiziksel uyarlamalar ve 6gretimsel uyarlamalarin (OU)
gereksinimler ekseninde, planli bir sekilde yapilmas: gerekmektedir (Batu & Kircaali-iftar, 2010; Broderick vd.,
2005; Corno, 2008; Gaitas & Martins, 2017). Fiziksel uyarlamalar; OGO gereksinimlerine gére egitim ortaminin
(simf biytkligi, erisilebilirlik, 1s1, 151k vb.) diizenlenmesini gerektirmektedir (Pivik vd., 2002; Sucuoglu &
Akalin, 2010). Ogretimsel uyarlamalar ise icerikte (amaglarda) uyarlama (ek amagclar olusturma, basitlestirme,
farklilastirma) yapma (Otukile-Mongwaketse vd., 2016; Vlachou vd., 2009), sunumda (dinleme, anlama, okuma-
yazma, yonerge alma, matematik alanlar1) uyarlama yapma, (Batu, 2010; Elleman vd., 2009; Mason vd., 2022;
Roberts vd., 2020; Saddler vd., 2017; Troia vd., 2017) ve degerlendirmede uyarlama (ek siire verme, soru tarzinda
farklilagtirma vb. ) yapma (Bourke vd., 2011) olarak kisaca belirtilebilir (de Jager vd., 2002; Forlin, 2010; Gaitas
& Martins, 2017; Gambrell vd., 2011; Gibbs, 2023; Lai vd., 2016; Sucuoglu & Bakkaloglu, 2018; Wiebe-Berry,
2006). Uyarlamalarin planlanmasi siireci; 6grenci ve sinif hakkinda bilgi edinme, ne tiir uyarlamalar yapilacagin
belirleme, uyarlamalari uygulama ve gergeklestirilen uyarlamalari degerlendirme seklindeki sirayla
gerceklestirilebilir (Batu & Kircaali-iftar, 2010; Broderick vd., 2005; Gambrell vd., 2011; Molosiwa vd., 2016).

Alanyazinda ulasilan aragtirma sonuglari da BKU siirecinde sorun yasanmamasi ya da olabildigince az
sorunla atlatilabilmesi i¢in &gretmenlerin hangi uyarlamalarin, nasil yapilmasi gerektigi konusunda bilgi
gereksinimlerinin oldugunu gostermektedir (Finke vd., 2009; Gaitas & Martins, 2017; Molosiwa vd., 2016; Pivik
vd., 2002).

Alanyazinda konuyla ilgili yer alan calismalar su sekilde dzetlenebilir: Ogretmenlerin BKU yiiriitme
stirecinde gergeklestirmesi gereken uyarlamalar konusunda yapilmis arastirmalar, kendi iclerinde 6gretmen
adaylart (Goziin & Yikmis, 2004; Sharma & Nuttal, 2016) ve 6gretmenlere (Batmaz, 2017; Forlin, 2010; Forlin
vd., 2014; Gaitas & Martins, 2017; Hunt vd., 2002; Kasap-Erdal vd., 2022; Kurniawati vd., 2017; Moores-Abdool,
2011; Otukile-Mongwaketse vd., 2016; Sadioglu vd., 2013; Parsons & Vaughn; 2014; Troia vd., 2017; Vlachou
vd., 2009; Vural & Yikmig, 2008; Yonter, 2009) yonelik yapilmig ¢alismalar olarak ayrilmaktadir. Alanyazinda
konuyla ilgili gerceklestirilen arastirmalarin bir kismi 6gretmenlerin veya 6gretmen adaylarinin uyarlamalar
konusunda egitilmeleri (de Jager vd., 2002; Forlin, 2010; Goziin & Yikmis, 2004; Hunt vd., 2002; Kormos &
Nijakowska 2017; Kurniawati vd., 2017; Sharma & Nuttal, 2016; Sucuoglu vd., 2015), bir kism1 da mevcut
durumun betimlenmesi (Batmaz, 2017; Gaitas & Martins, 2017; Kasap-Erdal vd., 2022; Moores-Abdool, 2011;
Otukile-Mongwaketse vd., 2016; Sadioglu vd., 2013; Troia vd., 2017; Vlachou vd., 2009; Vural & Yikmis, 2008,
Yonter, 2009) seklinde gerceklestirilmistir. Bu arastirmalarin bir kism1 da kendi aralarinda; okul 6ncesi (Sharma
& Nuttal, 2016; Sucuoglu & Akalin, 2010; Sucuoglu vd., 2015), ilkokul (Gaitas & Martins, 2017; Hunt vd., 2002;
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Kurniawati vd. 2017; Sadioglu vd., 2013; Vural & Yikmis, 2008), ortaokul (Goziin & Yikmis, 2004; Moores-
Abdool, 2011) ve lise (Fuchs vd., 2001), bir kismi1 ise hem ilkokul hem de ortaokul (Broderick vd., 2005; Otukile-
Mongwaketse vd., 2016; Troia vd., 2017) 6gretmenlerinin veya 6gretmen adaylarinin egitimleri konusunda
gerceklestirilmistir.

Aragtirmalarin bazilarinin akademik alanlar baglaminda; okuma-yazma uyarlamalari (Saddler vd., 2017;
Troia vd., 2017; Wiebe-Berry, 2006), matematik uyarlamalar1 (Kasap-Erdal vd., 2022; Yonter, 2009), yabanci dil
uyarlamalar1 (Kormos & Nijakowska, 2017) gibi farklilastigi goriilmektedir. Diger yandan O6grencilerin
uyarlamalara iligkin tercihlerine yonelik ¢aligilmig arastirma drnekleri de bulunmaktadir (Mummaw, 2010). Ayrica
baz1 aragtirmalarin 6zel gereksinim tiirlerine gore farklilagtigi (Gersten vd., 2009; Kormos & Nijakowska 2017;
Moores-Abdool, 2011; Mummaw, 2010; Otukile-Mongwaketse vd., 2016), bazilarinin ise uyarlama tiirlerine
(Broderick vd., 2005; Elleman vd., 2009; Moores-Abdool, 2011; Otukile-Mongwaketse vd., 2016; Troia vd., 2017)
gore farklilastigi dikkat gekmektedir.

OGO’lerin en az kisitlanmislik ilkesine uygun olarak egitim hakkindan (UNESCO, 1994)
yararlanabilmeleri i¢in OU’nun énemine iliskin sinif 6gretmenlerine bilgilendirme egitimi verilmesi konusunda
(Chao vd., 2017; de Jager vd., 2002; Hunt vd., 2002; Kormos & Nijakowska 2017; Kurniawati vd., 2017; Sucuoglu
& Akalin, 2010) alanyazinda sinirli ¢aligma olmasi nedeniyle, ¢aligmanin arastirmalara alt yapi olusturmast,
hizmet-i¢i kaynastirma egitimi konusunda bilgi edinimi yoluyla 6gretmen egitimi agisindan 6nemli katkilar
saglayacag diisiiniilmiistiir. Bu gereksinim durumundan hareketle arastirmanin amaci; OU gergeklestirilmesi
konusunda sinif 6gretmenlerine (1.-4. Sinif) yonelik hazirlanan bir bilgilendirme paketi uygulamasinin (BPU),
dgretmenlerin OU gerceklestirilmenin énemine iliskin gériisleri {izerindeki etkisinin incelenmesidir. Bu amagla
asagidaki sorular i¢in yanit aranmistir:

1. Kaynastirma dgretmenlerinin, BKU igin gerekli olan OU’nun énemine iligkin goriisleri (gereksinimleri)
nelerdir?

1.1. Deney ve kontrol grubu arasinda katilimcilarin Kaynastirmaya Iligkin Diizenlemeler Olgegi (KIDO)
Ontest puan ortalamalari arasinda fark var midir?

1.2. Kaynastirma &gretmenlerinin, BKU igin gerekli olan OU’nun énemine iliskin diisiinceleri nelerdir?

2. BKU icin OU ile ilgili hazirlanmis bir BPU, kaynastirma ogretmenlerinin OU gerceklestirme
konusundaki goriislerinde degisiklige yol agmis midir?

2.1. Deney ve kontrol grubunun KiDO puanlarinin éntest-sontest ve sontest-izleme testi puanlari arasinda
istatistiksel olarak anlaml bir fark var midir?

2.2. BKU i¢in OU’nun énemine iliskin hazirlanmis bir BPU, 6gretmenlerin kaynastirmaya iliskin OU
gergeklestirmenin 6nemi konusundaki diisiincelerinde degisime yol agmig midir?

3. Kaynastirma 6gretmenlerinin egitim sonrast BPU’ya iliskin goriisleri (sosyal gecerlik) nelerdir?
Yontem

Bu boliimde arastirma modeli, galisma grubu, veri toplama araglari, verilerin toplanmasi, verilerin analizi,
gecerlik ve giivenirlik basliklarina yer verilmistir. Aragtirmaci diizenledigi etik kurul dokiimanlariyla Sakarya
Universitesi Etik Kurul Baskanligina bagvuruda bulunmus ve etik kurul onay1 (12.05.2022 evrak kayit tarihli,
07/12 protokol no’lu, 11.05.2022 toplant1 tarihli) alinmistir.

Arastirma Deseni

Arastirma, nitel (NIT) ve nicel (NIC) arastirma yaklasimlarinin birlestirildigi karma yontem (Leech &
Onwuegbuzie, 2009) arastirmasidir. Arastirma deseni olarak “Cok Asamali Karma Desen” kullanilmigtir. Karma
yontem desenlerini; “yakinsayan paralel desen, agimlayici sirali desen, kesfedici sirali desen, i¢ ige karma desen,
doniistiiriicli desen, ¢cok asamali karma desen” olmak tizere alt1 farkli baslik altinda siniflandirmak miimkiindiir
(Creswell & Plano-Clark, 2020). “Cok Asamali Karma Desen”; merkezi bir program hedefini irdelemek lizere,
problemi veya konuyu ardigik baglantilanmis, dnceden dgrenilenlerin iizerine yapilandiran, her yeni yaklagimla
siral1 olarak hizalanmis nicel ve nitel arastirmalarin dongiisii yoluyla incelenmesine dayanir. Bahsi gecen ¢oklu
asamalar; ihtiyac analizi, program hazirlama ve degerlendirme asamalarina baglanabilir. Bu asamalardan her biri
baglica bir ¢aligmay1 temsil etmesi nedeniyle “cok agamali” olarak tanimlanmigtir (Creswell & Plano-Clark, 2020).
Bu arastirma kapsaminda da birden fazla agama bulunmaktadir. Aragtirmada bu desenin kullanilmasinin nedeni,
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her bir arastirma agsamasinda nicel yontemle ulasilan verilerin nitel yontem kullanilarak elde edilen verilerle
desteklenmesi (Nicel + Nitel) ve bdylece daha derinlemesine bilgilere ulagilmak istenmesidir. Bu ¢oklu asamalar
strastyla; I. Asama: BKU i¢in uyarlamalar yapmanin énemi konusundaki diigiincelerin belirlenmesi (gereksinim
belirleme/ihtiya¢ analizi), II. Asama: Belirlenen gereksinim durumuna uygun bir BPU igerigi hazirlanmasi ve
uygulanmasi, III. Asama: BPU etkisinin smnanmasi, IV. Asama: BPU konusunda goriis belirlenmesi (Sosyal
Gegerlik). V. Asama: izleme (kalicilik) asamasi olarak belirtilebilir. Coklu asamalarin detayli olarak gosterimi
Sekil 1°de yer almaktadir.

Sekil 1

Arastirma Asamalari Diyagrami

1.Asama:
ori 3. Asama: BPU' .
(gercgﬁglr?im) nun etkililiginin ‘ 5. Asama:
belirleme belirlenmesi izleme asamast
(NIC+NIT) (NIC+NIT) (NiC)
L] © ° 5 .
2. Asama: 4. Asama:
B”g;,f;ecgrme Sosyal geqerl'ik
hazirlanmasi ve belirlenmesi
uygulanmast

Not: NiC = nicel; NiT = nitel.

Aragtirmanin nicel boyut verileri; goriis belirleme (Ontest), etkililik belirleme (sontest) ve kalicilik
belirleme amagcli, Kargin ve digerleri (2010) tarafindan gelistirilmis ve giivenirligi hesaplanmis olan 5°li likert tipi
Kaynastirmaya iliskin Diizenlemeler Olcegi (KIDO) kullanilarak elde edilmistir. Birinci asamada gereksinim
belirlenmesi, tigiincli asamada BPU’nun etkililiginin sinanmasi, besinci asamada ise BPU’nun kaliciliginin
sinanmas1 icin KIDO’ya basvurulmustur. Modelin genel deneysel goriiniimii Tablo 1° de yer almaktadir.

Tablo 1

Deneysel Calisma Plani

Katihmeilar On test Uygulama Son test izleme
KiDO KiDO .

Deney grubu BPU KIDO
0GG 0OGG
KiDO KiDO .

Kontrol grubu - KIDO
0OGG 0OGG

Not: BPU = bilgilendirme paketi uygulamast; KIDO = kaynastirmaya iliskin diizenlemeler 6lgegi; OGG = odak grup gériismeleri.

Aragtirmanin bagimsiz degiskeni; deney grubundaki 6gretmenlere uygulanan BPU miidahalesi (6gretmen
egitimi), bagimli degiskeni ise deney grubundaki 6gretmenlerin OU’nun 6nemi konusundaki goriigleridir. Kontrol
grubundaki katilimcilara herhangi bir miidahalede bulunulmamastir.

Aragtirmanin nitel boyutu kapsaminda, nicel verilerin desteklenmesi amaciyla veri toplama araci olarak
tercih edilen odak grup goriismeleri (OGG), aragtirma siirecinde sirayla gergeklesen asamalarda farkli amaglarla
kullanilmistir. BPU 6ncesi goriis belirleme asamasinda iki OGG ve BPU sonrasi goriis belirleme asamasinda ise
bir OGG yapilmistir. OGG, nitel aragtirma yontemleri biinyesinde kapsami netlestirilmis bir konuya yogunlagilmig
ve grup olarak gerceklestirilen dnemli bir goriisme-tartisma teknigidir. Bu anlamda OGG, genis ve ¢esitli bir veri
seti olusturulmasma yardimer olur (Yildirnrm & Simsek, 2016). Bu nedenle, arastirmanin nitel verilerinin
toplanmasinda OGG tercih edilmistir. Ayrica OGG’nin temel sorularimin bir kismi ve sonda sorulari, amaca ve
goriismenin akismna gore degismistir. Bu durum aragtirmanin ¢ok asamali karma desene uygun olarak
yiriitiilmesine neden olarak gosterilebilir. Bu siireclerden hareketle arastirmada felsefi bakis agisi olarak
pragmatist-karma yaklagimin (Creswell & Plano-Clark, 2020) hakim oldugu sdylenebilir (Toraman, 2021).

Cahisma Grubu

Aragtirmanin ¢alisma grubu; Sakarya ili Hendek ilgesi MEB’e bagl dort ilkokulda gorev yapan ve dlgiit
ornekleme yoluyla segilen toplam 60 kisilik goniilli sinif gretmeninden olusmaktadir. Olgiit rnekleme;
arastirilacak problemle ilgili olarak belirlenecek nitelikleri tasiyan bireyler, olay, nesne ya da durumlari
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kapsayacak 6rneklemin olusturulmasidir (Biiytikdztiirk vd., 2022). Katilimcilarn sinif 6gretmenligi lisans mezunu
olmasi, hazirlayict egitimlerini (stajyerlik) tamamlamis olmalari, sinifinda tamli OGO bulunmasi ve galismaya
goniillii olarak katilimlart ¢aligma grubu olusturma 6l¢iitiidiir. Bu 6lciite uygun katilimcilara yasal izin ile MEB’
den bilgi alinarak ulagilmistir. Katilimcilara arastirma siireci ile ilgili bilgilendirme yapilmugtir.

Aragtirmanin nicel boyutu; deney grubunda 30 katilimci ve kontrol grubunda 30 katilime1 olmak iizere
toplam 60 katilimcidan olusan calisma grubu ile gerceklestirilmistir. Aragtirmanin nitel boyutu; birinci asamada
(goriis belirleme) 8 katilime1 ve 13 katilimei olmak tizere toplamda 21 katilimer, tigiincii asama (etkililik belirleme)
ise 10 katilimer ile gergeklestirilmistir. Katilimcilarin demografik bilgileri Tablo 2°de yer almustir.

Tablo 2
Katilmcilara Iligkin Demografik Bilgiler

Nicel (n = 60) Nitel (n = 31)
Deney grubu Kontrol grubu  Goriis belirleme  Etkililik belirleme
Degiskenler Diizeyler Say1 (n = 30) Say1 (n = 30) Say1 (n = 21) Say1 (n = 10)
- Kadin 22 11 15 7
Cinsiyet Erkek 8 19 6 3
30-40 17 17 16 5
Yas grubu 41-50 9 10 4 5
51-60 4 3 1 -
Ogretmenlik deneyimi 93_184 1];1 g 1 ”
b 15+ 15 18 10 8
1-2 4 10 6 1
Kaynastirma Uygulamasi 3-8 20 11 12 7
deneyimi (yil) 9-14 3 6 2 1
15+ 3 3 1 1
201-500 1 13 1 -
501-800 4 8 4 2
Okul mevcudu 801-1100 8 3 10 6
1100+ 17 6 6 2
0-24 5 2 3 1
Simif mevecudu 25-34 20 27 6 9
35-44 5 1 1 -
1 4 12 3 1
2 10 10 7 3
Smiftaki OGO sayis1 i 150 ‘21 110 g
5 - 1 - -
6 1 1 - -
Lisans déneminde egitim Evet 7 7 6 3
alma durumu Hayir 23 23 15 7
Hizmet-i¢i egitim alma Evet 19 18 12 6
durumu Hayir 11 12 9 4

Not: OGO = 6zel gereksinimli 6grenci.
Veri Toplama Araclar
Demografik Bilgi Formu

Nitel ve nicel boyutta yer alan katilimcilarin 6zelliklerinin belirlenmesi amaciyla arastirmaci tarafindan
demografik bilgi formu hazirlanmistir. Tablo 2’de detaylarina yer verilmis olan formda nitel boyutta ve nicel
boyutta ayr1 ayr1 olmak {izere; katilimcilarin cinsiyet, yas, aktif gorev yaptiklar1 toplam siire, siniftaki toplam
dgrenci sayisi, sinifinda bulunan OGO sayis, lisans egitimi boyunca ve/veya goreve basladiktan sonra kaynastirma
uygulamalar siirecinde yapilabilecek uyarlamalar konusunda egitim alma durumlari, gorev yaptiklar1 okulun
OGO’ye sagladig1 destek diizeyi bilgisi yer almaktadar.
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KiDO

KIDO Kargim ve digerleri (2010) tarafindan gelistirilmis olup 39 maddeden olusmaktadir. Orneklem
biyiikliigliniin (126 katilimei) yeterliliginin test edilmesi igin Kaiser-Meyer-Olkin (KMO) degeri ve Barlett
Kiiresellik Testi sonuglarinin incelenmesi gerceklestirilmistir. Ilgili analizde KMO degerinin .87 oldugu
belirlenmigtir. Bu deger “cok iyi” olarak nitelendirilebilir (Kalayci, 2005). “Besli likert tipi dereceleme” ile
hazirlanmig olan KiDO, “1 (en az)-5 (en ¢ok)” olarak cevaplanabilmektedir. Olgekten alinabilecek en fazla puan
195, en az puan 39 olup, ortalama puan ise 117 olarak belirtilebilir. KIDO “Ogretim Siirecine iliskin Uyarlamalar”

ve “Fiziksel Uyarlamalar” olarak iki alt boyuta sahiptir. KIDO OU alt alanindan alinan puanlarin yiikselmesi,
ogretmenlerin OU’nun 6nemine iliskin goriis diizeylerinde artis gdzlendigini gostermektedir (Kargin vd., 2010).

OGG Soru Formlar:

Aragtirmanin nitel boyutu kapsaminda; gereksinim belirleme agamasi verileri, aragtirmaci tarafindan ilgili
alanyazin taranarak ve bes kisilik uzman goriigii dikkate alinarak 6nerilen diizeltmelerle son hali verilen; 11 yari
yapilandirilmig sorunun yer aldigi bir OGG soru formu, etkililik belirleme asamasi verileri ise dokuz yari
yapilandirilmig sorunun yer aldig1 baska bir OGG soru formu kullanilarak toplanmistir.

Sosyal Gegerlik Soru Formu

Aragtirmanin sosyal gecerligini belirlemek, daha genis anlamda Ogretmenlerin BPU sonunda
uygulamayla ilgili fikirlerini, BPU’nun onlarin gereksinimlerine cevap verme diizeyini, BPU’ya iliskin goriislerini
(memnuniyetlerini) belirlemek amaciyla bir sosyal gecerlik soru formu gelistirilmis ve uygulanmistir. S6z konusu
form arastirmaci ve {i¢ 6zel egitim alan uzmani tarafindan gelistirilmis olup, ayrica farkli ii¢ uzmanin goriisiine
sunulmus ve déniitlere gore tekrar diizenlenmistir. Ogretmenler i¢in hazirlanan 3°lii likert tipi 15 maddelik sosyal
gecerlik soru formundan alinabilecek en fazla puan 45, en az puan 15 ve ortalama puan (kesme degeri) ise 22.5°tir.

Veri Toplama Siireci

Aragtrmanin ilk asamasi olan goriis belirleme (gercksinim belirleme) asamasinda; nicel boyut
kapsaminda katilime1 gruba KIDO uygulanmstir (6ntest). Bu asamanin nitel boyut kapsaminda ise goniillii olan
ogretmenlerin katilimiyla 8 kisilik ve 13 kisilik iki farkli OGG gerceklestirilmistir. Bu kapsamda, “Basarili Bir
Kaynastirma Uygulamasi Rehberi” kitap¢ig1 hazirlanmis olup, sunu seklinde toplam 13 oturumda 6gretim siireci
tamamlanmuistir.

Aragtirmanin BPU hazirlama asamasinda kontrol ve deney grubuna KiDO’nun uygulanmasi sonucu
(6ntest) dgretmenlerin diisiik puan almis olduklar1 KIDO maddeleri ve goriis belirleme OGG analizleri sonucu
ulasilan temalar g6z 6niinde bulundurulup ilgili alanyazin taranarak bir bilgilendirme kitap¢ig1 ve sunum programi
hazirlanmistir. Hazirlanan bilgilendirme kitapg¢igi icerigi (Batu, 2010; Forlin, 2010; de Jager vd., 2002; Gambrell
vd., 2011; Lai vd., 2016; Sucuoglu & Bakkaloglu, 2018; Wiebe-Berry, 2006) ¢ok detayli olmakla birlikte, kisaca
Sekil 2 deki gibi belirtilebilir.
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Sekil 2
BPU I¢erik Diyagrami

Ogretmenler

Ozel gereksinimli
ogrenciler
S —

Akranlar

Veliler

Okul yonetimi
BKU unsurlari / —

Ekip ¢alismasi

BEP hazirlama

0
Destek 6zel
egitim hizmetleri —
ve ek hizmetler Fiziksel Amag
e — uyarlamalar uyarlamalar1
Uyarlama Ogretimsel Sunum
gergeklestirme uyarlamalar uyarlamalart
Uyarlamalarin Degerlendirme
planlanmast uyarlamalari

Not: BEP = bireysellestirilmis egitim programi; BKU = basarili kaynastirma uygulamalari.

Etkililik verisi toplama amactyla nitel boyut kapsaminda; BPU sunumundan doért hafta sonra, 10 kisilik
bir 6gretmen grubuyla ayni anda bir OGG gergeklestirilmistir. Etkililik verisi toplama amaciyla nicel boyut
kapsaminda, katilimeilara KIDO tekrar uygulanarak sontest yapilmistir. Aragtirmanin sosyal gecerlik verisini elde
etmek i¢in ise deney grubunda yer alan katilimcilara 15 maddeden olusan sosyal gegerlik formu uygulanmustir.
Nicel boyut kapsaminda; sontest yapilmasindan dort hafta sonra ise yine ayni katilime1 gruba KIDO uygulanmasi
yoluyla izleme verisi alinmistir.

Veri Analizi

Aragtirmanin nicel boyutunda SPSS 22 programi kullanilarak goriis belirleme agamasi, etkililik belirleme
asamasi ve izleme asamasinda (deneysel asama) elde edilen veriler KIDO-OU alt alani puan ortalamalarina gore
analiz edilerek sayisallagtirilmistir. Verilerin ¢dziimlenmesinde anlamlilik diizeyi “p = .05” olarak kabul edilmistir.
Verilerin ¢6ziimlenmesi asamasinda ilk olarak varsayimlarin karsilanip karsilanmadigi sinanmigtir. BPU’nun
etkililigi KiDO’dan elde edilen &ntest-sontest-izleme testi puanlarinin  anlamli farklilasmasina gore
degerlendirilmigtir. Arastirma kapsaminda deneysel islem etkisini 6lgmek amaciyla parametrik testlerden
“Tekrarli Olgiimler I¢in iki Yénli Varyans Analizi” (ANOVA), deney ve kontrol gruplarinin puan ortalamalar
farkinin kaynaginin belirlenmesi amaciyla da Bonferroni testi kullanimina yer verilmistir. KIDO-OU &ntest
puanlari, aritmetik ortalama ve standart sapma degerlerinin hesaplanmasi bagimsiz gruplar t-testi ile
gerceklestirilmistir. Etki biiyiikliigii saptanmast amaciyla Eta Squared (1?) degerlerine bakilmis ve ilgili degerlerin
yorumlanmasinda Cohen tarafindan belirlenen degerler (.01-.20 arasi ise kiigiik, .41-.60 arasi ise orta ve .81-1.00
aras1 biiyiik) ol¢iit alimmistir (McHugh, 2012). Elde edilen analiz sonuglarina gére uygulamanin etkili olup
olmadig1 sonu¢ kisminda acgiklanmastir.

Aragtirmanin nitel boyutu kapsaminda gergeklestirilen OGG siirecinin (goriis ve etkililik belirlenmesi)
yapilandirilmasinda Yildirim ve Simsek (2008) tarafindan oOnerilen igerik analizi Olgiitleri gz Oniinde
bulundurulmustur. Icerik analizi, nitel verileri indirgeyerek ulasilan verilerden mantikli ¢ikarimlar yapmak icin
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kullanilir ve temel anlamlar1 belirlemeye calisir. Bu amagla toplanan veriler agiklayabilecek kavramlara ve
iligskilere ulagmak olan igerik analizinde, birbirine benzeyen veriler belirli kavramlar ve temalar ¢ergevesinde bir
araya getirilir, daha sonra bu veriler okuyucunun anlayabilecegi bir bicimde organize edilerek yorumlanir
(Yildirim & Simsek, 2016). Arastirmada bu dogrultuda gergeklestirilen OGG’lerden elde edilen nitel veriler; veri
dokiimiiniin yapilmasi, veri kodlamasinin yapilmasi, tema belirlenmesi, kodlar ile temalarin organizasyon
islemlerini kapsayan icerik (tiimevarim) analizi teknigi ile analiz edilmistir. Analizlerden elde edilen verilere
bulgular ve tartisma bdliimlerinde yer verilmistir.

Gegerlik ve Giivenirlik

Katilimeilarin  tamami aragtirmacinin  hazirladigi, arastirma amacini ve arastirma siirecini belirtir
sozlesmeleri (Arastirma Goniillii Katilim Onam Formu) imzalamiglardir. Ayrica aragtirmanin gergeklestirilmesi
i¢in ilgili MEB’den yazili izin alinmistir. Buna ek olarak arastirma siirecinde kullanilan KIiDO igin gerekli izin
sorumlu yazardan alinmigtir.

Aragtirmaci nitel boyutta, aragtirma siirecinin basinda katilimcilarla birebir goriisiip arastirma konusunda
bilgi vermis ve arastirma verilerinin kayit altina alinacagimi belirtmistir. Ayrica, katilimcilara bu kayitlarla ilgili
olarak, arastirmacinin kendisi, gézlemci ve tez izleme kurulu iiyelerinden baska kimsenin bilgi sahibi olmayacag,
analizlerin giivenirlik ¢aligmast gerceklestiren kisiden baska kimse tarafindan okunmayacagi belirtilmistir.
Katilimer mahremiyeti geregi, ger¢ek isimlerin kullanilmasina yer verilmemis, kod isimler (K1, K2 gibi)
kullanilmistir. OGG sorular1 agik ve anlasilabilir olmasi konusunda 15 6gretmen ve ii¢ uzmanla 6n caligma
yapilmistir. Bu 6n ¢alisma ile OGG sorularinin agik ve anlasilir oldugu belirlenmistir. Veri toplama araglarimin
uygulama oncesi denemesinin yapilmasi ¢aligmanin gegerlik ve giivenirligi ile yakindan iliskilidir (Yildirim &
Simsek, 2016).

Arastirmacinin OGG ile ilgili egitim almis olmasi ve deneyimli olmasi giivenirligi desteklemektedir.
OGG’de katilimcilara soru formunda yer alan sorular hazirlanan yonergeye uygun bir sekilde sorulmustur. Yapilan
goriismelerde sorular katilimcilara hem s6zlii hem de yazili olarak sunulmustur. Ayrica katilimcilara gerektiginde
ilgili sorunun tekrarlanmasini isteme veya istedikleri zaman ilgili soruya bakma isteginde bulunabilecekleri
belirtilmistir. Sohbet seklinde samimi bir havada gerc¢eklestirilen OGG’de veri kayb1 olmamasi i¢in ses ve goriintii
kayitlart alinmustir. Veri gesitliligi ile aragtirmanin birgok yonden dogrulanabilmesi saglanmistir. Buna ek olarak,
OGG bir uzman tarafindan dinlenerek dokiimlerin tam ve dogru olarak gerceklestirildigi kontrol edilmis ve
ardindan analiz agamasina gecilmistir. Toplanmis verilerin ayrintilandirilarak raporlagtirilmasi, katilimcilara ait
dogrudan alintilarin belirtilmesi ve bu bulgulardan hareketle sonuglara ulasilmasi, gergeklestirilen arastirmada
yiiksek gecerligin elde edilmesi konusunda biiyiik 6neme sahiptir (Yildirrm & Simsek, 2016). Bu nedenle
aragtirmanin nitel bulgular kisminda dogrudan alintilara yer verilmis ve bu nitel bulgulardan hareketle aragtirmanin
nitel sonug¢laria ulagilmistir. Ayrica arasgtirmanin nitel boyutundan elde edilen ham veriler ve kodlamalar, giinliik
ve aragtirmaci notlari ile nicel boyuta ait dokiimanlar arastirmaci tarafindan saklanmaktadir.

Arastirma konusuyla ilgili BPU oncesinde ve sonrasinda arastirmaci tarafindan temalar sistemli bir
bicimde kodlanip analiz edilerek diizenlenmistir. Ilgili temalar nitel arastirmalar konusunda deneyimi olan bir
Ogretim iiyesi tarafindan ikinci kez degerlendirilmis ve uygun bulunmustur. Arastirmada nitel ve nicel boyutlardan
elde edilen bulgular yorumlanmadan sunulmustur.

Bilgilendirme kitap¢ig1 hazirlanmasi siirecinde iki 6zel egitim alan uzmanindan, hazirlandiktan sonra dort
ozel egitim alan uzmanindan olumlu goriis alinmistir. Bu siiregte bilgilendirme programinin kapsam gecerligi ve
amaca uygun olarak uygulanip uygulanmadigi, bir 6zel egitim alan uzmani tarafindan gozlemlenmis ve
kendisinden olumlu goriis alinmistir. Hazirlanan BPU kullanilarak deney grubunda olan katilimeilara (n = 30)
yonelik, 50 dk. siireli oturumlar halinde programli bir sekilde, toplam 13 saatlik bir bilgilendirme egitimi
gerceklestirilmistir. Kontrol grubunda olan katilimcilara (n = 30) yonelik herhangi bir bilgilendirme yapilmamis
olup arastirma sonrasinda istege bagli olarak benzer egitimin saglanacagi belirtilmistir.

Bulgular

Bu boliimde arastirmaya iliskin goriis belirleme (Ontest), etkililik belirleme (sontest), izleme testi ve
sosyal gecerlik bulgulart yer almistir.
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Gereksinim Bulgulan

Bu boliimde, MEB’e bagh ilkokullarda gorev yapan sinif 6gretmenlerinin, BKU kapsaminda yapilmast
gereken uyarlamalarin 6nemine iliskin goriislerinin (gereksinim) belirlenebilmesi icin KIDO uygulamasi (nicel
boyut) ve destekleyici olarak OGG (nitel boyut) araciliiyla elde edilen bulgulara yer verilmistir.

Nicel Bulgular

Katilimcilarin OU’nun 6nemine iligkin goriislerinin belirlenebilmesi icin gerekli ilk asama olan
ogretmenlerin BPU 6ncesi (Ontest) puan ortalamalari Tablo 3’te yer almaktadir.

Tablo 3

Bagimsiz Gruplara Yénelik T-Testi Analiz Sonuglarina Goére KIDO OU Ontest Puanlart Aritmetik Ortalama ve
Standart Sapma Degerleri

Gruplar KIDO puan N X SS Sd t p
Deney On test 30 78.70 9.76

.. -.765 447
Kontrol On test 30 80.53 8.76 58

Not: KIDO = kaynastirmaya iliskin diizenlemeler 6lgeg;i.

Tablo 3’teki bagimsiz gruplara yonelik t-testi analiz bilgileri incelendiginde; deney ve kontrol grubundaki
bireylerin ontest ve sontest puan ortalamalari arasinda istatistiksel olarak anlaml bir fark olmadigi gériilmektedir
(t (58) = -.765; p = .447). Bu verilerden hareketle her iki grup i¢in BPU oncesi benzer 6n bilgi durumunun
(hazirbulunusluk diizeyi) var oldugu soylenebilir.

Nitel Bulgular

Aragtirmanin birinci asamasinda, 6gretmenlerin OU’nun énemi konusundaki gériislerinin (gereksinim)
belirlenebilmesi, ikinci asamada 6gretmenlere yonelik iglevsel bir BPU hazirlanabilmesi i¢in nemlidir. Bu amagla
goriis belirleme asamasinda, katilimcilarla iki tane OGG gergeklestirilmistir. OGG ile elde edilen verilerin
kodlanarak analiz edilmesi sonucu, 6gretmenlerin OU’nun dnemi konusundaki gériislerine iliskin tema ve alt
temalar Tablo 4’te belirtilmistir.

Tablo 4
Tema: OU Gerceklestirme

Alt temalar
Alt tema 1: Ogretim iceriginde (amaglarda) uyarlama gerceklestirme

Alt tema 2: Ogretimin sunumunda uyarlamalar gergeklestirme
Alt tema 3: Ogretimin degerlendirilmesinde uyarlamalar gerceklestirme

“OU gergeklestirme” temasinin alt temast olan “Ogretim igeriginde uyarlamalar yapma” konusunda
ogretmenler tarafindan bir uyarlama yapilmadigt ... iste amacit hazirladim diye, hani 6yle ekstra bir seyler plan
hazirladigim yok (K17).” ifadesinde yer almaktadir. “Ogretimin sunumunda uyarlamalar yapma” alt temasi
konusunda bir uyarlama yapilmadigt; “Ama kalkip da simdi her giin her derste sey ona 6zel bir ydontem ayarlayim,
hani biliyorum ben yapamam (K12)” ifadesinden anlasilmaktadir. “Ogretimin degerlendirilmesinde uyarlamalar
yapma” alt temast konusunda uyarlamaya yer verilmedigi ise “...ben ki kendi adima séyleyeyim ayri soru
hazirlayip yapmiyorum (K21).” ifadesinden anlagilmaktadir.

Etkililik Bulgular:

Aragtirmanin bu bélimiinde, BPU sonrasi arastirmanin etkililiginin belirlenmesi amaciyla elde edilen
nicel boyut ve nitel boyut bulgularina yer verilmistir.

Nicel Bulgular

Etkililiginin belirlenmesi amaciyla nicel boyutta; katilimcilara KIDO uygulanmasi sonucu elde edilen
verilere tekrarli Slgiimler i¢in varyans analizi yapilmistir. ANOVA testi dncesi deney ve kontrol gruplart KIDO
OU ontest, sontest ve izleme testi puanlar1 ortalamalar1 ve standart sapma degerleri hesaplanmast ile elde edilen
veriler Tablo 5’te gosterilmistir.
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Tablo 5
KIiDO OU Alt Alan1 Ontest, Sontest ve izleme Testi Puanlar1 Aritmetik Ortalama ve Standart Sapma Degerleri
Gruplar KIiDO puanlari N X SS
On test 30 78.70 9.76
Deney Son test 30 111.93 5.41
Izleme testi 30 111.66 5.22
On test 30 80.53 8.76
Kontrol Son test 30 78.00 6.10
Izleme testi 30 81.40 4.82

Deney ve kontrol gruplart KIDO OU alt alan1 6ntest, sontest ve izleme testi puanlar1 dogrultusunda Tablo
5’e bakildiginda; elde edilen bu bulgulardan hareketle, deney grubu 6ntest ve sontest ile deney grubu ontest ve
izleme testi puan ortalamalar1 arasinda fark oldugu goriilmiistiir. Kontrol grubu Ontest ve sontest ile Ontest ve
izleme testi puan ortalamalar1 arasinda ise fark gériilmedigi sdylenebilir. Buna ek olarak kontrol grubu éntest (X
= 80.53) ve deney grubu 6ntest puani (X = 78.70) ortalamalar1 arasinda istatistiksel olarak anlamli bir fark
olmamasi, deney ve kontrol grubu katilimcilarmin BPU o&ncesi OU’ya iliskin hazirbulunusluk (6nbilgi)
diizeylerinin benzer oldugunu goéstermektedir.

Diger yandan, ilgili durumun istatistiksel baglamda anlamliliginin saptanmasi amaciyla, tekrarli 6lgtimler
icin ANOVA uygulamasi yapilmistir. Ayrica miidahale ve zaman etkilesimi etkisinin belirlenmesi adina Wilks’
Lamda degerleri hesaplanmis, ulasilan sonuglar Tablo 6’da belirtilmistir. Diger yandan, ilgili durumun istatistiksel
baglamda anlamliliginin saptanmasi amaciyla, tekrarlt dlgiimler igin ANOVA uygulamasi yapilmistir. Ayrica
miidahale ve zaman etkilesimi etkisinin belirlenmesi adina Wilks” Lamda degerleri hesaplanmuis, ulasilan sonuglar
Tablo 6’da belirtilmistir.

Tablo 6
KIDO OU Alt Alani Ontest, Sontest ve Izleme Testi Puanlarina Iliskin Tekrarli Olciimler ANOVA Sonuclar:
Varyansin Kaynagi KT Sd KO F p Va
Gruplar arasi 22018.8286 30
Grup (deney/kontrol) 19448.006 1 19448.006 219.382 .000 .883
Hata 2570.828 29 88.649
Gruplar igi 16313.283 31
Zaman (6n-test, son-test, izleme testi) 8585.208 1 8585.208 170.465 .000 .855
Grup*zaman 7728.075 1 7728.075 238.248 .000 .891
Hata 940.675 29 32.437
Toplam 38332.1116 61

Tablo 6 incelendiginde; deney ve kontrol gruplari katilimeilarmin KIDO OU alt alan1 dntest, sontest ve
izleme testi puani hesaplamalarindan elde edilen bulgularda BPU etkisinin (miidahale etkisi) istatistiksel olarak
anlaml ve eta kare degerinde yiiksek derecede etki biyiikliigli oldugu goriilmektedir (F (1.29) = 219.382; p =
.000, #? = .883). Daha acik bir sekilde belirtmek gerekirse, deney ve kontrol gruplari dntest, sontest ve izleme testi
degerleri KIDO OU alt alani puan ortalamalarinda istatistiksel olarak anlamli diizeyde farklilik oldugu
saptanmustir. Ayrica farkli zamanlarda gergeklestirilen 6l¢iim sonuglarinda istatistiksel olarak anlamli fark olmasi
durumu, diger bir anlatimla zaman temel etkisinde istatistiksel olarak anlamlilik ve eta kare degerinde yiiksek etki
biiyiikliigii saptanmustir (F (1.29) = 170.465; p = .000, 5 = .855). Elde edilen bu bulgular katilimci gruplarinda
ayrim yapilmadan, Ontest, sontest ve izleme puan ortalamalarinda istatistiksel olarak anlamli derecede farkliligt
isaret etmektedir. Diger yandan, miidahale-zaman ortak etkisinde de istatistiksel olarak anlamli diizey soz
konusudur (F (1.29) = 238.248; p = .000). Hesaplanmis olan eta kare degeri etki biiyiikliigiinde (> = .891) iist
deger olan “1.00” degerine yakin olmasindan kaynaklanan yiiksek olma durumu goéze ¢arpmaktadir (McHugh,
2012). Bu noktadan hareketle (% = .891) etki biiyiikliigiiniin deney grubu lehine istatistiksel olarak anlamli oldugu
sOylenebilir.

Tablo 7
KIDO OU Alt Alam Uzerinde Tekrarli Olgiimler Wilks Lamda Istatistigi 'ne Gore ANOVA Sonuglart
Etki Wilks’ 1 sd F P n? Giig
Zaman 145 2 82.302 .000 .855 1.000
Zaman*grup .067 2 195.953 .000 933 1.000
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Tablo 7°de goriilen varyans analizinde; OU gerceklestirmenin énemi konusundaki goriisleri iizerinde
zaman i¢in, Wilks” 1 = .145, F (1.29) = 82.302; p = .000 diizeyinde istatistiksel olarak anlamli bir degisim oldugu
dikkat cekmektedir. Buna benzer olarak “zaman*grup” etkilesimi etkilerinde istatistiksel olarak anlamlilik olmas1
(Wilks” 4 = .067, F (1.29) = 195.953; p = .000) fark edilmektedir. Bu bulgulardan hareketle deney grubunda yer
alan katilimcilarin kontrol grubuna kryasla uygulama 6ncesi, uygulama sonrasi ve izleme siireci igerisinde OU’nun
onemine iliskin goriiglerinde istatistiksel olarak anlamli derecede degisimin goriildiigii sonucuna ulagilmistir.

Varyans analizi gerceklestirilerek ulasilan sonuglar, zamana bagli olarak miidahale gruplar1 arasinda
farkin oldugunu isaret etmektedir (F (1.29) = 238.248; p = .000, #? = .891). Deney ve kontrol grubu dntest, sontest
ve izleme testi puanlart ortalamasi arasinda var olan bu farklilik durumunun nedeninin belirlenmesi i¢in
“Bonferonni Uyumlu Coklu Karsilagtirmalar” testi uygulanmig olup sonuglar Tablo 8’de yer almaktadir.

Tablo 8

Deney ve Kontrol Gruplarinin KIDO OU Alt Alan: Ontest, Sontest ve Izleme Testi Puan Ortalamalarina Iliskin
Ikili Karsilastirma (Bonferonni Uyumlu) Testi Sonuglar

Deney Kontrol
Ontest Sontest izleme On test Son test izleme
Ortalama fark  Ortalama fark  Ortalama fark  Ortalama fark  Ortalama fark  Ortalama fark

On test - -51.56667" -53.53333" -4.16667 -.40000 1.63333
Deney  Son test - -1.96667 47.40000" 51.16667" 53.20000"

zleme - 49.36667" 53.13333" 55.16667"

On test - 3.76667 5.80000
Kontrol  Son test - 2.03333

izleme -

"p<.05

Tablo 8 incelendiginde, KIDO OU alt alan1 analizi sonuglarindan hareketle ulasilan bulgular su sekilde
belirtilebilir:

Deney grubu sontest ve deney grubu Ontest puani ortalamalari karsilastirildiginda, ortalamalar arasinda
istatistiksel olarak anlaml bir fark oldugu goriilmektedir (X = 51.56, p <.05). Buna karsin deney grubu sontest ve
deney grubu izleme testi puani ortalamalari arasinda istatistiksel olarak anlamli bir farkin olmadigi goriilmektedir
(X =-1.96, p > .05). Ayrica deney grubu sontest ve kontrol grubu 6ntest puam ortalamalar1 karsilastirildiginda,
ortalamalar arasinda istatistiksel olarak anlaml fark oldugu gériilmektedir (X = 47.40, p < 0.05). Buna benzer
olarak deney grubu sontest ve kontrol grubu sontest puani ortalamalar1 arasinda da istatistiksel olarak anlamli bir
fark oldugu goriilmektedir (X = 51.16, p < .05). Tablo 8’de yer alan veriler incelendiginde deney grubu sontest ve
izleme testi 6l¢limleri sonucundaki puan ortalamalarinda, ontest dlglimiinden elde ettikleri puan ortalamalarina
kiyasla istatistiksel olarak anlamli diizeyde pozitif yonde degisim saptanmistir. Bu noktadan hareketle deney
grubundaki katilimeilarin deneysel islemin tamamlanmasindan sonra OU’nun énemi konusundaki goriislerinin
diizeylerinde pozitif yonde bir degisim durumunun oldugu ve bu durumun izleme 6l¢iimiinde de korundugu
belirlenmistir. S6z konusu degisim, diger ifade ile anlaml fark durumu kontrol grubunda gdzlenmemistir (X =
2.53,p>0.05; X=4.8, p>0.05).

Nitel Bulgular

Katilimeilarin OU gergeklestirme durumlarina iliskin genel durum temalar ve alt temalar halinde Tablo
9’da goriilmektedir.
Tablo 9

Tema: OU Gerceklestirme

Alt temalar
Alt tema 1: 6gretim igeriginde (amaglarda) uyarlama yapma

Alt tema 2: 6gretimin sunumunda uyarlamalar yapma

Alt tema 3: dgretimin degerlendirilmesinde uyarlamalar yapma

“Ogretim igeriginde uyarlama yapma” konusunun katilimcilar tarafindan gerekli gériildiigiine ve
uygulandigina iligkin bir drnek olarak K22’nin “Uygun sézel amaglarimizin olmasi gerekiyor (K22).” ifadesi
gosterilebilir. Diger bir alt tema olan” Ogretimin sunumunda uyarlamalar yapma” konusunda, Katilimcilarin
Ogretim siirecinde “Y 6ntem-teknik-strateji”” kullanmada drama, soru-cevap, farkli duyulara hitap etme, g6z temasi
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kurma, benzetme yapma, oyun-sarki gibi sematik diizenleyiciler kullanmanin gerekliligine 6rnek olarak: “K87’nin
Kesinlikle gereklidir. Ozel cocuklarda daha ¢ok yapmamiz lazim yani kesinlikle yapmamiz lazim (K87).” ifadesi
gosterilebilir. Katilimcilarin “Degerlendirmede uyarlamalar yapma” konusunun gerekliligine inandiklar1 ve
yaptiklari uygulamalarda bazi uyarlamalara yer verdikleri: “Ben hocam artik sinavda mesela a-b-c secenegi varsa,
onun i¢in sadece iki segenek sunuyorum. A-b ve yani c’yi kaldirtyorum ortadan (K25).” ifadesinden
anlagilmaktadir.

Sosyal Gecerlik Bulgulari

Aragtirmanin li¢lincii amaci; 6gretmenlerin BPU’nun sonunda (egitim sonrasi), egitim uygulamasina
iligkin goriislerinin (sosyal gecerlik bulgulari) belirlenmesine iliskin veriler tablo 10’da yer almaktadir.
Tablo 10

Sosyal Gegerlik Bulgular:

N Min. Max. X Sd
Sosyal gegerlik formu 30 30.00 45.00 43.2000 3.32597

Tablo 10’da goriilecegi tlizere deney grubu 6gretmenlerinin sosyal gegerlik soru formuna verdikleri
yanitlardan hareketle en az 30, en fazla 45 puan alindig1 goriilmektedir. Bu sonuglara gore elde edilen ortalama
puan, 43.2 olarak hesaplanmustir. Ilgili formun kesme degerinin 22.5 olmasindan hareketle katilimcilarin
gerceklestirilen BPU’yu yararli ve islevsel bulduklari bulgusuna ulasilabilir.

Tartisma

Arastirmanim amac1, OGO’sii olan kaynastirma smif 6gretmenlerine yonelik hazirlanan bir BPU nun,
dgretmenlerin OU’nun énemi konusundaki diisiinceleri iizerindeki etkisinin incelenmesidir. Arastirma sonuglari,
BPU’nun, 6gretmenlerin OU’nun &nemine iliskin diisiinceleri iizerinde etkili oldugu sonucunu gdstermektedir. Bu
sonug, alanyazindaki benzer ¢alisma sonuglariyla tutarlidir (Gaitas & Martins, 2017; G6ziin & Yikmis, 2004; Hunt
vd., 2002; Kormos & Nijakowska, 2017; Mummaw, 2010; Otukile-Mongwaketse vd., 2016; Sadioglu vd., 2013;
Troia vd., 2017; Vlachou vd., 2009; Vural & Yikmis, 2008).

Aragtirmanin ilk asamasinda (gereksinim belirleme), BPU 6ncesi, OU’nun énemine iliskin dgretmenlerin
goriiglerinin belirlenmesi amaglanmigtir. Bu baglamda arastirmanin nicel boyutu kapsaminda; 6gretmenlerin
KIDO OU alt boyutunda yer alan maddelere verdikleri yazili cevaplar, OU’nun 6nemine iliskin goriis diizeyleri
puan ortalamalarinin yiiksek olmadigini gostermektedir. Bu verileri destekleyici olarak arastirmanin nitel boyutu
kapsaminda gergeklestirilen OGG analizleri sonucu; 6gretim iceriginde uyarlama (basitlestirme yapma ve ek
hedefler koyma) yapma ve Ogretimin degerlendirilmesinde uyarlamalar yapmada zorlandiklari sonucuna
ulagilmistir. Bu sonugla benzer olarak; Vlachou ve digerleri (2009) arastirmalarinda 6gretmenlerin bazilarinin
uyarlamalar yapabildiklerini, bazilarinin ise uyarlama yapmadan, ders miifredatina ve ders kitabinin
uygulanmasina siki sikiya bagli kaldiklari belirlenmistir. Ayrica 6gretmenler; zaman yetersizligi, agir1 yiiklenmis
miifredat programi, uyarlamalarin yapilmasinin zaman kaybi1 olarak goriilmesi, maddi yetersizlikler ve bilgi
eksikligi durumunu OU gergeklestirmenin oniindeki engeller olarak gdrmiislerdir. Gaitas ve Martins (2017)
gerceklestirmis olduklart aragtirma sonucunda, ogretmenlerin ilk olarak ama¢ uyarlamalari ve sunum
uyarlamalarinda zorlanirken, ikinci olarak da degerlendirme uyarlamalarinda zorlandiklari sonucuna ulasmiglardir.

Aragtirmanin birinci problem durumu kapsaminda nitel boyut kapsaminda OGG verilerinin analizlerinden
hareketle; ogretmenler tarafindan OGO’lere yonelik OU yapilmasmin kolay olmadigi, o6zellikle sunum
uyarlamalarinin genelde yapilmadigi, yapilsa da planli yapilmadigi ve yaziya gecirilemedigi sonucuna ulasiimistir.
Bu sonuca benzer olarak Vural ve Yikmis (2008) yapmis olduklart arastirma sonucunda, Ogretmenlerin,
uyarlamalara iligkin bilgilerinin olmadigi i¢in uyarlamaya yer vermedikleri verisine ulasmislardir. Yine bu sonugla
benzer olarak Otukile-Mongwaketse ve digerleri (2016) tarafindan yapilan bir arastirmada ise arastirmaya katilan
o0gretmenlerin cogunun d6grenme giigliigii yasayan 6grenciler i¢in amag uyarlamalar1 yapmaya gerek duymadiklari
ve Ozel gereksinimi olmayan akranlarla ayni miifredat programinin ogretimine devam ettikleri sonucu
bulunmustur.

Aragtirmanin birinci problem durumundan nitel boyut kapsaminda elde edilen bulgularin devami olarak;
Ogretmenlerin sunum uyarlamalar1 kapsaminda, yontem- teknik-strateji kullanimi uyarlamalarinin bir kismina yer
verdikleri ancak diger uyarlamalarda sikint1 yasadiklar sonucuna ulasilmistir. Benzer olarak Sadioglu ve digerleri
(2013) tarafindan gerceklestirilen ¢alismada elde edilen sonuglar; bazi 6gretmenlerin sunum uyarlamalarina yer
verirken, bazilarinin yetersiz uyarlamalar yaptiklari, bazilariin ise hi¢ uyarlama yapmadiklarini gostermektedir.
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Ayrica Batu ve digerleri (2017) tarafindan yapilan ¢alisjmadan elde edilen sonuca goére var olan eksiklik
durumunun; kaynastirmanin anlami, kapsami, 6zel gereksinimli olan ¢ocuklarin 6zellikleri, kaynastirma egitimi
kapsaminda kullanilacak yontem, teknik ve stratejilerde uyarlamalar yapabilme gibi konulari kapsadigi
goriilmiistir. Tim bu alanyazin arastirma sonuglari arastirmanin goriis belirleme asamasi sonuglariyla
ortiigmektedir.

Aragtirmanin ikinci problem durumunun kapsadigi {iglincli asama olan, BPU sonras: “etkililik belirleme”
asamasinin nicel boyutu kapsaminda; deney grubunda yer alan 6gretmenlere uygulanan KIDO &ntest ve sontest
puani ortalamalar1 arasinda istatistiksel olarak anlamli derecede puan farki oldugu sonucuna ulagilmistir. Bu
durum, gergeklestirilen BPU nun, 6gretmenlerin OU’nun énemine iliskin goriislerinde pozitif yonde degisiklige
neden oldugunu isaret etmektedir. Bu sonugtan hareketle, ger¢eklestirilen arastirmanin etkili oldugu soylenebilir.
Ayrica BPU yapilmayan kontrol grubuna uygulanan ontest ile sontest ve izleme testi puan ortalamalar1 arasinda
istatistiksel olarak anlamli bir fark goériilmemistir. Bu durum, BPU yapilmayan kontrol grubunda yer alan
ogretmenlerin, OU’nun 6nemine iliskin goriislerinde, istatistiksel olarak anlamli degisikligin olmadigini
gostermektedir. Dolayisiyla BPU yapilan deney grubundaki 6gretmenlere uygulanan 6ntest ve sontest ortalamalari
arasinda istatistiksel olarak anlamli derecede puan farkinin oldugu goéz oniinde bulunduruldugunda, deneysel
etkinin var oldugu sdylenebilir. Aragtirma kapsaminda BPU yapilan deney grubu dgretmenlere uygulanan sontest
ve izleme testi puani ortalamalari arasinda istatistiksel olarak anlamli derecede puan farkinin olmadigi
belirlenmistir. Bu durum, dgretmenlerin OU’nun 6nemine iliskin goriislerinde zamanla degisme olmadign,
kaliciligin saglandigini géstermektedir. Benzer olarak Kurniawati ve digerlerinin (2017) yapmis olduklar: bir diger
calismada, verilen egitim sonrasi dgretmenlerin goriislerinde pozitif yonde degisiklik saptanmistir. Buna bagh
olarak, arasgtirmada elde edilen sonuglar, egitim alan &gretmenlerin uygun ydntemler kullanma sikliklarinin
arttigin1 géstermektedir. Goziin ve Yikmig (2004) tarafindan basarili kaynastirma uygulamalartyla ilgili hazirlanan
bir egitim programinin, 6gretmen adaylarmin kaynastirma uygulamalarma iliskin tutumlari tizerindeki etkisinin
incelenmesi amaciyla gergeklestirilen ¢aligma sonuglari, arastirma sonuclartyla benzerlik gdstermektedir.
Arastirmada gerceklestirilen analiz sonucu elde edilen sonuglar; deney grubu Ontest ve sontest puan ortalamalari
arasinda istatistiksel olarak anlamli farklar goriiliirken, kontrol grubu dntest ve sontest puan ortalamalari arasinda
istatistiksel olarak anlamli farklar gériilmedigi sonucuna ulagilmistir.

Aragtirmanin “etkililik belirleme” asamasinin nitel boyutunda ise nicel boyutta ulasilan sonuglari
destekleyici olarak, BPU sonrasi gerceklestirilmis olan OGG igerik analizi bulgulari, égretmenlerin OU’nun
onemine iliskin pozitif degisim oldugu ve bu degisimi sinif i¢i uygulamalarina yansittiklarini géstermektedir. Bu
sonuca Ogretmenlerin BPU sonrasinda; 6gretim igeriginde (amaglarda), 6gretimin sunumunda ve &gretimin
degerlendirilmesinde konularinda uyarlamalara yer verdiklerine iliskin 6rnek ifadelerinden ulasilmistir.
Arasgtirmanin bu sonucuyla benzer olarak, Forlin ve digerleri (2014) tarafindan gerceklestirilmis olan bir diger
calisma kapsaminda uygulanan egitim sonunda Ogretmenlerin, kaynastirma uygulamalart konusunda yeterli
mesleki bilgi diizeyine sahip olma, kabullenme ve gereksinim duyulan 6gretimi gergeklestirme alanlarinda gelisme
gosterdikleri sonucuna ulasilmistir. Ogretmenlerin, icerik uyarlamalari ve degerlendirme uyarlamalari
gerceklestirebilme goriislerinde artigin goriilmesi, arastirma sonuglartyla ortiigmektedir. Aragtirmanin sonucuyla
benzer olarak, de Jager ve digerlerinin (2002) 6gretmenlere yonelik verilen uyarlama egitiminin 6grenme ve
ogretim alanindaki yeni anlayislara dayanan &gretim davranisindaki etkilerinin aragtirildigi ¢aligma sonucunda,
egitim  sonrast deney grubunda yer alan Ogretmenlerin sunum uyarlamalarindan  6gretim
strateji/yontem/tekniklerinde uyarlamaya yer verdikleri goriilmiistiir.

Aragtirmanin {iglincii problem durumunda, BPU’nun, 6gretmenlerin goriislerine gore kullanigh ve yararlt
olup olmadiginin (sosyal gecerlik) belirlenmesi amaglanmistir. Hazirlanan sosyal gecerlik soru formu
yanitlarindan elde edilen bulgulara gére, dgretmenlerin OU yapmaya iliskin puan degerleri ortalama degerin
tistiindedir. Bu sonu¢ BPU’nun sosyal gegerliliginin yiiksek oldugunu isaret etmektedir. Bu noktadan hareketle
Ogretmenlerin, gergeklestirilen BPU’yu yararli ve kullanighh bulduklari sonucuna ulagsilabilir. Bu sonug,
Ogretmenlere uyarlama egitimi verilen ¢alismalarda (Kurniawati vd., 2017; Sucuoglu vd., 2015) alinan sosyal
gegerlik verileriyle tutarlilik gostermektedir.

Aragtrmanin ana ekseni ¢ercevesinde ileride yapilacak arastirmalar agisindan; farkli branstan
ogretmenlerin, yonetimdeki personelin (okul midiirii, miidiir yardimecist gibi.) alinmasi, daha fazla 6gretmene
ulasma adina uzaktan egitim seklinde uygulanmasi ve veri toplanmasi siirecinde goriisme yonteminin yaninda
gbzlem yonteminin de kullanilmasi onerilebilir. Ayrica BPU kapsamina “fiziksel uyarlamalar” konusunun da
alinmasi, OGO’lerin subeler aras esit dagilimina dzen gosterilmesi, BPU’nun internet ortaminda paylasilmasi
uygulamaya yonelik oneriler kapsaminda diisiiniilebilir.
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Aragtirma bulgular g6z 6niinde bulunduruldugunda arastirmanin smirliliklart su sekilde siralanabilir:
Arastirmanin goriig belirleme asamasina (Ontest) katilan bazi 6gretmenlerin ¢esitli nedenlerle (tayin, aciga alinma
vb.) arastirmanin diger agamalarinda yer alamamasi smirlilik olusturmustur. Objektifligin saglanmas: adina
egitimden sonra smif ici dgretmen davranisi gozlenebilir. Uygulanan BPU’nun OGO’ler iizerindeki etkisi
degerlendirilebilir.

Yazarlarin Katki Diizeyleri

Aragtirma, birinci yazarm doktora tez ¢alismasidir. Birinci yazar, ikinci yazarin danigmanlik destegiyle
arastirmanin  planlama, uygulama ve raporlama islemlerini gerceklestirmistir. Ikinci yazar, arastirmanin
planlanmasi, uygulanmasi ve raporlagtirilmasi siireglerinde birinci yazara rehberlik etmis, tim dokiimanlart
inceleyerek doniitler saglamistir.
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Abstract

Introduction: Adaptations must be made by teachers for students with special educational needs (SEN) to take
part in the successful inclusion practices (SIP) process and to ensure effective teaching. However, teachers struggle
to make adaptations for various reasons during the instructional process, either finding it difficult to make adequate
adaptations or being unable to make any adaptations at all. For this reason, there is a problem with the realization
of the SIP, and the educational needs of the students with SEN cannot be met properly. The study aims to examine
the effect of an information package application (IPA) prepared on instructional adaptations (IA) for classroom
teachers on teachers' opinions on the importance of IA.

Method: In the study, mixed method and “multi-stage mixed design” were used as the research design. The
research consists of five stages: i. Determination of opinion (requirement) before SIP, ii. SIP preparation and
implementation, iii. determination of SIP effectiveness, iv. determination of social validity related to SIP, and v.
Stage: Monitoring phase respectively. The participants of the study are primary school class teachers from Hendek
district of Sakarya province, who have students with SEN in their class (60 [Experimental group: n = 30, control
group: n = 30] in the quantitative dimension, 31 teachers in the qualitative dimension). The qualitative data of the
research was obtained through focus group interviews (FGI). Quantitative dimension data of the research was
obtained by using the Scale of Instructional Adaptations for Inclusion (SIMI); social validity data were obtained
by using the Social Validity Form; and the data containing personal information was obtained by using the
demographic information form.

Findings: The findings of the research indicate that the implementation of the IPA has positively changed teachers'
opinions regarding the importance of individualized education. “Social validity determination” findings of the
study show that teachers find the IPA performed useful and functional.

Discussion: The research findings have been discussed within the framework of the relevant literature, and
recommendations and limitations related to the study have been stated.

Keywords: Instructional adaptations, teacher training, successful inclusion practices, effective teaching, mixed
method, students with special educational needs, teacher opinions.
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Introduction

According to international and national laws, regulations, and strategic plans, it is a priority and
indispensable right for students with special educational needs (SEN) to benefit from the educational opportunities
that their peers benefit from by providing support services to teachers in general education classes within the scope
of equal opportunities in education, by the principle of least restriction (Broderick et al., 2005; Forlin, 2010;
Kircaali-Iftar, 1992; Ministry of National Education [MoNE], 2012; United Nations Educational Scientific and
Cultural Organization [UNESCOQY], 1994). Meeting the basic educational requirements of the students with SEN,
as their legal rights, is possible through the implementation of successful inclusion practices (SIP) within an
effective educational process (Hunt et al., 2002; Otukile-Mongwaketse et al., 2016). Through SIP, students with
SEN will be able to achieve an independent and happy life by gaining the knowledge and skills they need and
integrating with society (Gibbs, 2023; Kircaali-iftar, 1992; Sucuoglu & Akalin, 2010).

Among the elements required to realize successful inclusion practices (SIP), the Scale of Instructional
Adaptations for Inclusion (SIMI) ones that come to mind can be listed as teachers (Gibbs, 2023; Sucuoglu &
Akalin, 2010), students with SEN and their peers (Cook & Semmel, 1999; Fuchs et al., 2001; Roberts et al., 2020),
parents (Roberts et al., 2020), and school management (Batu & Kircaali-iftar 2010; Kircaali-iftar, 1992; Sucuoglu
& Bakkaloglu, 2018). In addition, other significant elements should be noted including teamwork (Brinkman &
Twiford, 2012; Hunt et al., 2002), preparing individualized educational programs (IEPs) (Lee-Tarver, 2006; Lytle
& Bordin, 2001), supporting special education services (Brinkman & Twiford, 2012; MoNE, 2012; Monsen et al.,
2014) and the realization of necessary adaptations (Bourke et al., 2011; Gersten et al., 2009; Mason et al., 2022;
Vural & Yikmis, 2008) in the process related to additional services (Batu & Kircaali-Iftar, 2010; Forlin, 2010;
McLeskey & Waldron, 2011; Sucuoglu & Kargin, 2006).

Itis an important requirement for students with SEN to have the knowledge and skills to adapt the teaching
process to achieve SIP. In this way, teachers will be able to have positive attitudes towards inclusion practices and
SLOs and will be able to perform effective teaching. (Gersten et al., 2009; Kargin, 2010; Kasap-Erdal et al., 2022;
Scott et al., 1998; Sucuoglu & Akalin, 2010; Vural & Yikmis, 2008; Yang & Rusli, 2012). To realize effective
and useful adaptations in the SIP process, physical adaptations and instructional adaptations (IA) should be made
in a planned manner in line with the requirements (Batu & Kircaali-Iftar, 2010; Broderick et al., 2005; Corno,
2008; Gaitas & Martins, 2017). Physical adaptations require adjustment of the educational environment (classroom
size, accessibility, heat, light, etc.) according to the requirements of students with SEN (Pivik et al., 2002; Sucuoglu
& Akalin, 2010). IA include adapting (creating additional objectives, simplifying, differentiating) in content
(objectives), adapting in presentation (areas of listening, comprehension, literacy, instruction-taking, mathematics)
(Batu, 2010; Elleman et al., 2009; Mason et al., 2022; Roberts et al., 2020; Saddler et al., 2017; Troia et al., 2017)
and adaptation in evaluation (giving additional time, differentiation in the style of questions, etc.) (Bourke et al.,
2011). The process of planning adaptations can be carried out in turn: to obtain information about the student and
the class, to determine what kind of adaptations to make, to apply the adaptations, and to evaluate the adaptations
realized (Batu & Kircaali-Iftar, 2010; Broderick et al., 2005; Gambrell et al., 2011; Molosiwa et al., 2016).

The research findings obtained from the literature also indicate that teachers have a need for information
on which adaptations should be made and how they should be implemented in order to minimize or avoid issues
during the SIP process (Finke et al., 2009; Gaitas & Martins, 2017; Molosiwa et al., 2016; Pivik et al., 2002). The
studies on the subject in the field literature can be summarized as follows: Studies on the IA that teachers should
carry out in the SIP realization process are divided into studies conducted for teachers (Batmaz, 2017; Forlin, 2010;
Forlin et al., 2014; Gaitas & Martins, 2017; Hunt et al., 2002; Kasap-Erdal et al., 2022; Kurniawati et al., 2017;
Moores-Abdool, 2011; Otukile-Mongwaketse et al., 2016; Sadioglu et al., 2013; Parsons & Vaughn; 2014; Troia
etal.,2017; Vlachou et al., 2009; Vural & Yikmus, 2008; Yonter, 2009) and pre-service teachers (Goziin & Yikmus,
2004; Sharma & Nuttal, 2016).

In the literature, some of the conducted research studies focus on training teachers or teacher candidates
in [A (de Jager et al., 2002; Forlin, 2010; Goziin & Yikmis, 2004; Hunt et al., 2002; Kormos & Nijakowska, 2017,
Kurniawati et al., 2017; Sharma & Nuttal, 2016; Sucuoglu et al., 2015), while others aim to describe the current
situation (Batmaz, 2017; Gaitas & Martins, 2017; Kasap-Erdal et al., 2022; Moores-Abdool, 2011; Otukile-
Mongwaketse et al., 2016; Sadioglu et al., 2013; Troia et al., 2017; Vlachou et al., 2009; Vural & Yikmis, 2008;
Yonter, 2009). Some of these studies specifically focus on preschool (Sharma & Nuttal, 2016; Sucuoglu & Akaln,
2010; Sucuoglu et al., 2015), elementary school (Gaitas & Martins, 2017; Hunt et al., 2002; Kurniawati et al.,
2017; Sadioglu et al., 2013; Vural & Yikmis, 2008), middle school (Goziin & Yikmis, 2004; Moores-Abdool,
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2011), and high school (Fuchs et al., 2001), while some studies focus on both elementary and middle school
teachers or teacher candidates (Broderick et al., 2005; Otukile-Mongwaketse et al., 2016; Troia et al., 2017).

It can be seen that some of these studies varied in the context of their academic fields including literacy
IA (Saddler et al., 2017; Troia et al., 2017; Wiebe-Berry, 2006), mathematical adaptations (Kasap-Erdal et al.,
2022; Yonter, 2009), foreign language adaptations (Kormos & Nijakowska, 2017). On the other hand, there are
also research examples that have been studied to address students’ preferences regarding adaptations (Mummaw,
2010). In addition, it is noteworthy that some studies differ according to the types of special needs (Gersten et al.,
2009; Kormos & Nijakowska 2017; Moores-Abdool, 2011; Mummaw, 2010; Otukile-Mongwaketse et al., 2016),
and some studies differ as per adaptation types (Broderick et al., 2005; Elleman et al., 2009; Moores-Abdool, 2011;
Otukile-Mongwaketse et al., 2016; Troia et al., 2017).

Since there are limited studies in the field literature on the subject of providing informative training to
classroom teachers about importance of the IA (UNESCO; 1994) so that the students with SEN can benefit from
the right to education by the principle of the least restriction (Chao et al., 2017; de Jager et al., 2002; Hunt et al.,
2002; Kormos & Nijakowska 2017; Kurniawati et al. 2017; Sucuoglu & Akalin, 2010), it is thought that this study
will provide important contributions in terms of teacher education by creating an infrastructure for research and
obtaining information on in-service inclusion education. Based on this situation of need, this research aims to
examine the effect of the information package application (IPA) prepared for classroom teachers (1st to 4th grade)
on teachers' opinions on the importance of performing IA. In line with this purpose, answers to the following
research questions were searched:

1. What are the opinions (requirements) of the inclusion teachers on the importance of the 1A required for
the SIP?
1.1. Is there a difference between the experimental and the control group participants’ pretest score
averages from SIMI?
1.2. What are the opinions of the inclusion teachers on the importance of the IA required for the SIP?
2. Hasthe IPA prepared for the SIP led to a change in the opinions of inclusion teachers on performing the
IA?
2.1. Is there a statistically significant difference between the pretest-posttest and posttest- monitoring
test scores and SIMI scores of the experimental and control groups?
2.2. Has an IPA on the importance of IA for the SIP led to a change in teachers' thinking about the
importance of achieving an 1A about inclusion?
3. What are the opinions of inclusion teachers on IPA after training (social validity)?

Method

In this section, the research model, study group, data collection tools, collecting data, data analysis,
validity, and reliability titles were included. The researcher applied to the Sakarya University Ethics Committee
Institutional Review Board with the ethics committee documents he organized, and the ethics committee approval
(12.05.2022 document registration date, 07/12 protocol number, 11.05.2022 meeting date) was obtained.

Research Design

This study is a mixed method (Leech & Onwuegbuzie, 2009) research in which qualitative (QUAL) and
quantitative (QUAN) research methods are combined. "Multi-Stage Mixed Design" was used as the research
design. It is possible to classify hash method patterns under six different headings: "convergent parallel pattern,
descriptive sequential pattern, exploratory sequential pattern, nested mixed pattern, transformative pattern, the
multi-stage mixed pattern” (Creswell & Plano-Clark, 2020). The "Multi-Stage Mixed Pattern" is based on the study
of a central program objective through a cycle of quantitative and qualitative research that is sequentially aligned
with each new approach, structuring the problem or topic on top of what has already been learned, and linked
sequentially. These multiple stages can be linked to needs analysis, program preparation, and evaluation. Each of
these stages has been described as "multi-staged" because it represents a major study (Creswell & Plano-Clark,
2020). Within the scope of this research, there is more than one stage. The reason for using this pattern in the
research is that the data obtained by the quantitative method at each research stage are supported by the data
obtained by using the qualitative method (Quantitative + Qualitative), and thus more in-depth information is
desired. These multiple stages can be identified respectively as follows: Stage I: Determination of ideas on the
importance of making IA for SIP (requirement identification/needs analysis); Stage Il: Preparation and
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implementation of IPA content appropriate to the identified requirement situation; Stage I11: Testing the IPA effect;
Stage IV: Determination of opinion on IPA (Social Validity); Stage V: Monitoring (permanence) stage (Figure 1).

Figure 1
Research Stages Diagram
Stage I: Stage I1I:

i Determining the .
(reqoupilrréﬁgm) effectiveness of Stage IV:
determination IPA Monitoring phase

(QUAN+QUAL) (QUAN+QUAL) (QUAL)
Stage 11 Stage 1V:
Preparation and Social validity
Fnﬁ‘ormati on determination
package

Note: IPA = information package application; QUAN = quantitative; QUAL = qualitative.

The quantitative data of the research were obtained using the 5-point Likert-type SIMI developed by
Kargin et al. (2010) for the purposes of determining opinions (pre-test), determining effectiveness (post-test), and
determining sustainability. The reliability of the scale was calculated. In the first stage, the scale was used to
determine the needs, in the third stage to test the effectiveness of the IPA, and in the fifth stage to test the
sustainability of the IPA. The general experimental design of the model is presented in Table 1.

Table 1
Experimental Operation Plan

Participants Pretest Application Posttest Monitoring test
Experimental group Siml IPA Siml SIMI
FGI FGI
SIMI SIMI
Control group FGI £GI SIMI

Note: FGI = focus group interview; IPA = information package application; SIMI = scale of instructional adaptations for
inclusion.

The independent variable of the study was the IPA intervention applied to the teachers in the experimental
group, and the dependent variable of the study was the opinions of the participants in the experimental group about
the importance of the IA. No intervention was made for the participants in the control group. Within the scope of
the qualitative dimension of the research, focus group interviews (FGI), which were preferred as a data collection
tool to support quantitative data, were used for different purposes in the stages that took place sequentially in the
research process. Two FGls were performed in the pre-IPA opinion determination phase, and one FGI was
performed in the post-IPA opinion determination phase. FGI is an important interview-discussion technique that
focuses on a subject whose scope is clarified within the framework of qualitative research methods and is carried
out as a group. In this sense, FGI helps to create a large and diverse data set (Yildirim & Simsek, 2016). Therefore,
FGI was preferred in the collection of qualitative data in the study. In addition, some of the basic questions of FGI
and the end questions varied according to the purpose and flow of the interview. This situation can be shown as
the reason why the research is carried out following the "Multi-Stage Mixed Pattern". Based on these processes, it
can be said that the pragmatist-mixed approach (Creswell & Plano-Clark, 2020) is dominant as a philosophical
point of view in the research (Toraman, 2021).

Participants

The study group of the study consists of a total of 60 volunteer classroom teachers working in four primary
schools affiliated with the Ministry of National Education in Hendek district of Sakarya province and selected
through criterion sampling. Criterion sampling is the creation of a sample that will cover individuals, events,
objects, or situations that have the qualifications to be determined concerning the problem to be examined
(Biiytikoztiirk et al., 2022). The criteria for forming a study group are that the participants have graduated with a
bachelor's degree in classroom teaching, completed their preparatory education (internship), had a diagnosed
students with SEN in their class, and voluntarily participated in the study. Participants who meet this criterion
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were reached with legal permission by obtaining information from the Ministry of National Education. Participants
were informed about the research process.

The quantitative dimension of the study was carried out with a study group consisting of 60 participants,
30 participants in the experimental group and 30 participants in the control group. The qualitative dimension of
the study was carried out with a total of 21 participants, 8 participants and 13 participants in the SIMI stage (opinion
determination), and 10 participants in the third stage (effectiveness determination). The demographic information
of participants is presented in Table 2.

Table 2
Demographic Information about Participants
Quantitative (n = 60) Qualitative (n = 31)
Experimental grou Control grou Opinion Effectiveness
P group group determination determination
Variables Levels Number (n = 30) Number (n = 30) Number (n =21) Number (n = 10)

Gender Female 22 11 15 7
Male 8 19 6 3
30-40 17 17 16 5
Age group 41-50 9 10 4 5
51-60 4 3 1 -
. . 3-8 1 3 - -
T(ea;&tll)ng experience 9-14 14 9 1 5
y 15+ 15 18 10 8
1-2 4 10 6 1
Inclusion practice 3-8 20 11 12 7
experience (year) 9-14 3 6 2 1
15+ 3 3 1 1
201-500 1 13 1 -
. 501-800 4 8 4 2
School size 801-1100 8 3 10 6
1100+ 17 6 6 2
0-24 5 2 3 1
Class size 25-34 20 27 6 9
35-44 5 1 1 -
1 4 12 3 1
Number of student 2 10 10 ! 3
ith SEN in th 3 10 4 10 4
V\I/| in the 4 5 2 1 2
class 5 _ 1 j j
6 1 1 - -
Educational status in Yes 7 7 6 3
the_undergraduate No 23 23 15 7

period
Status of receiving in- Yes 19 18 12 6
service training No 11 12 9 4

Note: SEN = students with special educational needs.
Data Collection Tools
Demographic Information Form

A demographic information form was prepared by the researcher to determine the characteristics of the
participants in the qualitative and quantitative dimensions. In the form detailed in Table 2, the gender, age, total
duration of active duty, total number of students in the class, number of student with SEN in the class, their status
of receiving training on IA that can be made during the integration process during and/or after starting their duty,
and the level of support provided to the student with SEN by the school they work for are included separately in
the qualitative dimension and/or quantitative dimensions.

Bilgic & Batu 2023, 24(3)



THE EFFECT OF INSTRUCTIONAL ADAPTATIONS TRAINING WITHIN INCLUSIVE PRACTICES ON CLASSROOM 406
TEACHERS' OPINIONS ABOUT THE IMPORTANCE OF INSTRUCTIONAL ADAPTATIONS

SIMI

SIMI was developed by Kargin et al. (2010) and consists of 39 articles. To test the adequacy of the sample
size (126 participants), the Kaiser-Meyer-Olkin (KMO) value and the results of the Barlett Globality Test were
examined. In the analysis, the KMO value was determined to be .87. This value can be described as "very good"
(Kalayci, 2005). SIMI, which was prepared with "Five- Point Likert type grading”, can be answered as "1
(minimum)-5 (maximum)". The maximum score that can be obtained from the scale is 195, the minimum score is
39, and the average score can be stated as 117. SIMI has two sub-dimensions "IA to the Teaching Process" and
"Physical IA". The increase in the scores obtained from the 1A sub-dimension of the SIMI shows that there is an
increase in the teachers' level of opinion on the importance of the IA (Kargin et al., 2010).

FGI Questionnaires

Within the scope of the qualitative dimension of the research, the requirements determination stage data
were finalized by the researcher by scanning the relevant literature and with the corrections suggested by taking
into account the expert opinion of five people; an FGI questionnaire with 11 semi-structured questions was
collected using an FGI questionnaire with nine semi-structured questions and another FGI questionnaire with sub-
questions.

Social Validity Questionnaire

A social validity questionnaire was developed and implemented to determine the social validity of the
research, to determine the ideas of the teachers about the application at the end of the IPA in a broader sense, the
level of response of the IPA to their needs, and their opinions (satisfaction) regarding the IPA. The form in question
was developed by the researcher and three special education field experts, and was also presented to the opinion
of three different experts and rearranged according to the feedback. The maximum score that can be obtained from
the 3-point Likert type 15-item social validity questionnaire prepared for teachers is 45, the minimum score is 15,
and the average score (cutting value) is 22.5.

Data Collection and Application

In the SIMI stage of the research and the opinion determination (requirement determination) stage, within
the scope of the quantitative dimension, SIMI was applied to the participant group (pretest). Within the scope of
the qualitative dimension of this stage, two different FGIs of 8 people and 13 people were carried out with the
participation of volunteer teachers. In this context, the booklet, "A Guide to a Successful Inclusion Practice,” was
prepared, and the teaching process was completed in a total of 13 sessions in the form of presentations.

In the IPA preparation phase of the research, as a result of the application of SIMI to the control and
experimental group (pretest), an informative booklet and presentation program were prepared by scanning the
relevant literature by taking into account the themes reached as a result of the SIMI items and opinion
determination and FGI analyzes that the teachers had received low scores. The contents of the prepared information
booklet (Figure 2) can be stated as follows under the main headings (Batu, 2010; de Jager et al., 2002; Forlin,
2010; Gambrell et al., 2011; Lai et al., 2016; Sucuoglu & Bakkaloglu, 2018; Wiebe-Berry, 2006).
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Figure 2
BPU Content Diagram
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Note: IEP = individualized educational program; IPA = information package application; SEN = students with special
educational needs.

Within the scope of the qualitative dimension to collect effective data, four weeks after the IPA
presentation, an FGI was held simultaneously with a group of 10 teachers. To collect effective data, within the
scope of the quantitative dimension, SIMI was reapplied to the participants, and the posttest was performed. To
obtain the social validity data of the research, the social validity form consisting of 15 items was applied to the
participants in the experimental group. Within the scope of the quantitative dimension, four weeks after the
posttest, monitoring data was obtained by applying SIMI to the same group of participants.

Data Analysis

In the quantitative dimension of the research, the data obtained during the opinion determination stage,
effectiveness determination stage, and monitoring phase (experimental stage) were analyzed by using SPSS 22
program according to the SIMI-IA subfield score averages and digitized. The significance level in the analysis of
the data was accepted as p = .05. In the process of analyzing the data, it is SIMI tested whether the assumptions
are met. The effectiveness of IPA was evaluated according to the significant differentiation of pretest-posttest-
monitoring test scores obtained from the SIMI. Within the scope of the research, "Two-Way Analysis of Variance
for Repeated Measurements” (ANOVA) from parametric tests to measure the effect of experimental processing,
and the Bonferroni test were used to determine the source of the difference in mean scores of experimental and
control groups. The calculation of SIMI-IA pretest scores, arithmetic mean, and standard deviation values was
performed by independent groups t-test. To determine the effect magnitude, Eta Squared (ux?) values were
examined, and the values determined by Cohen (.01-.20 is small, .41-.60 is medium, and .81-1.00 is large) were
measured in the interpretation of the relevant values (McHugh, 2012). The results of the analysis obtained, it was
explained in the conclusion section on whether the application was effective or not.

In the structuring of the FGI process for the qualitative dimension of the research, the content analysis
criteria proposed by Yildirim and Simsek (2008) were taken into consideration. Content analysis is used to make
logical inferences from the data reached by reducing qualitative data and trying to determine the basic meanings.
In content analysis, which is to reach the concepts and relationships that can explain the data collected for this
purpose, similar data were brought together within the framework of certain concepts and themes, then the data
was organized and interpreted in a way that the reader could understand (Y1ildirim & Simsek, 2016). The qualitative
data obtained from the FGIs performed in this direction in the study were analyzed by content (induction) analysis
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technique including data dumping, data coding, theme determination, and organization processes of codes and
themes. The data obtained from the analyzes are included in the findings and discussion sections.

Validity and Reliability

All participants signed the “Consent Form” prepared by the researcher stating the purpose of the research
and the research process. In addition, written permission was obtained from the relevant Ministry of National
Education to carry out the research. In addition, the necessary permission for SIMI used in the research process
was obtained from the responsible author.

In the qualitative dimension, the researcher conducted individual interviews with the participants at the
beginning of the research process, providing them with information about the research topic and stating that the
research data would be recorded. In addition, the participants were informed that no one other than the researcher
himself, the observer, and the members of the thesis monitoring committee would have information about these
records and that the analyzes would not be read by anyone other than the person who carried out the reliability
study. Due to the privacy of the participants, the use of real names was not included, and code names (such as P1,
and P2) were used. A preliminary study was conducted with 15 teachers and three experts to make FGI questions
clear and understandable. With this preliminary study, it was determined that the FGI questions were clear and
understandable. Pre-implementation testing of data collection tools is closely related to the validity and reliability
of the study (Yildinm & Simsek, 2016).

The fact that the researcher has received training and experience in FGI supports the reliability. In FGI,
the questions in the questionnaire were asked of the participants following the prepared directive. In the interviews,
the questions were presented to the participants both orally and in writing. It was also stated that participants could
request a repetition of the relevant question if necessary or look at the relevant question at any time. In FGI, which
was carried out in a friendly atmosphere in the form of chat, audio, and video recordings were taken to prevent
data loss. With the diversity of data, it was ensured that the research could be verified in many ways. In addition,
the FGI was listened to by an expert to check that the castings were carried out completely and accurately, and
then the analysis phase was started. Reporting the collected data in detail, specifying the direct quotations of the
participants, and reaching conclusions based on these findings are of great importance to obtaining high validity
in the research carried out (Yildirim & Simsek, 2016). For this reason, direct quotations were included in the
qualitative findings section of the study, and the qualitative results of the research were reached based on these
qualitative findings. In addition, raw data and codings obtained from the qualitative dimension of the research,
diary, researcher notes, and documents of the quantitative dimension are kept by the researcher.

Before and after IPA, the themes related to the research topic were systematically coded, analyzed, and
arranged by the researcher. The relevant themes were evaluated for the second time by a faculty member with
experience in qualitative research and found appropriate. In the study, the findings obtained from qualitative and
quantitative dimensions were presented without interpretation.

During the preparation of the information booklet, positive opinions were received from two experts who
received special education and four experts who received special education after it was prepared. In this process,
the validity of the scope of the information program and whether it was implemented under the purpose was
observed by a special education field expert, and a positive opinion was obtained from him. Using the prepared
IPA, atotal of 13 hours of informative training was carried out for the participants in the experimental group (n =
30) in a programmed manner in sessions of 50 minutes. No information was given to the participants in the control
group (n = 30), and it was stated that similar training would be provided optionally after the research.

Findings

In this section, opinion determination (pretest), effectiveness determination (posttest), a monitoring test,
and social validity findings obtained by analyzing the data obtained for the research are included separately under
the headings of quantitative findings and qualitative findings.

Needs Analysis Findings

In this section, the findings obtained through the SIMI application (quantitative dimension) and the
supporting FGI (qualitative dimension) are included to determine the opinions (requirement) of the classroom
teachers working in the primary schools affiliated with the MoNE regarding the importance of the 1A to be made
within the scope of the IPA.
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Quantitative Findings

The pre-IPA (pretest) score averages of the teachers, which are the SIMI stage necessary to determine the
participant's opinions on the importance of the IA, are included in Table 3.
Table 3

According to the T-Test Analysis Results for Independent Groups, SIMI IA Pretest Scores Arithmetic Mean and
Standard Deviation Values

Groups SIMI points N X SS Sd t p
Test Pretest 30 78.70 9.76
58 -.765 447
Control Pretest 30 80.53 8.76

Note: SIMI = scale of instructional adaptations for inclusion.

When the t-test analysis information for the independent groups in Table 3 is examined, it can be seen
that there is no statistically significant difference between the pretest and posttest score averages of individuals in
the experimental and control groups (t (58) = -.765; p = .447 ). Based on these data, it can be said that there is a
similar pre-1PA prior knowledge (readiness level) for both groups.

Qualitative Findings

In the SIMI phase of the research, it is important to determine the teachers’ opinions (requirement) on the
importance of the 1A and to prepare a functional IPA for teachers in the second stage. For this purpose, during the
opinion determination phase, two FGIs were carried out with the participants. As a result of the coding and analysis
of the data obtained with FGI, the themes and sub-themes related to the teachers’ opinions on the importance of
the 1A are indicated in Table 4.

Table 4
Theme: IA Realization

Sub-themes
Sub-theme 1: Adaptation of mstructional content (objectives)

Sub-theme 2: Making adaptations in the presentation of teaching
Sub-theme 3: Making adaptations in the evaluation of teaching

The statement "I didn't make any adaptations because | prepared the purpose, | mean, | didn't prepare any
extra plans (P17)" indicates that no adaptation was made by the teachers regarding the sub-theme "Making
Adaptations in Instructional Content". Regarding the sub-theme "Making Adaptations in the Presentation of
Instruction”, it can be understood from the statement "But now, | don't have the ability to come up with a special
method for her every day, you know, | know I can't do it (P12)" that no adaptation was made. As for the sub-theme
"Making Adaptations in Instructional Assessment" it is evident from the statement "Speaking for myself, | don't
prepare and use separate questions (P21)" that no adaptations were included.

Effectiveness Findings

In this part of the study, quantitative dimension and qualitative dimension findings obtained to determine
the effectiveness of the post-1PA study are included.

Quantitative Findings

To determine its effectiveness, variance analysis was performed for repeated measurements of the data
obtained as a result of the SIMI application to the participants in the quantitative dimension. The data obtained by
calculating the mean and standard deviation values of the SIMI 1A pretest, posttest, and monitoring test scores of
the test and control groups before the ANOVA test are shown in Table 5.
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Table 5

SIMI 1A Sub-Dimension Pretest, Posttest, and Monitoring Test Scores Arithmetic Mean and Standard Deviation
Values

Groups SIMI scores N X SS
Pretest 30 78.70 9.76
Test Posttest 30 111.93 5.41
Monitoring test 30 111.66 5.22
Pretest 30 80.53 8.76
Control Posttest 30 78.00 6.10
Monitoring test 30 81.40 4.82

According to the pre-test, post-test, and follow-up test scores in the SIMI IA sub-domain, there is a
difference between the pre-test and post-test score averages of the experimental group, as well as between the pre-
test and follow-up test score averages of the experimental group. It can be said that there is no difference between
the control group pretest and posttest and pretest and monitoring test score averages. In addition, the fact that there
was no statistically significant difference between the control group pretest (X = 80.53) and the experimental group
pretest score (X = 78.70) shows that the level of readiness (pre-knowledge) of the experimental and control group
participants for pre-IPA IA was similar.

On the other hand, to determine the statistical significance of the relevant situation, ANOVA was applied
for repeated measurements. In addition, Wilks’ Lamda values were calculated to determine the effect of
intervention and time interaction, and the results obtained are given in Table 6.

Table 6
Repeated Measurements ANOVA Results on SIMI 1A Sub-Dimension Pretest, Posttest, and Monitoring Test Scores
Source of variance DT Sd AP F p 7
Intergroup 22018.8286 30
Group (test/control) 19448.006 1 19448.006 219.382 .000 .883
Error 2570.828 29 88.649
In-group 16313.283 31
Time (pre-test, post-test, monitoring test) 8585.208 1 8585.208 170.465 .000 .855
Group*time 7728.075 1 7728.075 238.248 .000 .891
Error 940.675 29 32.437
Total 38332.1116 61

When Table 6 is examined, it can be seen that the findings obtained from the SIMI 1A sub-dimension
pretest, posttest, and monitoring test score calculations of the participants of the experimental and control groups
showed that the IPA effect (intervention effect) was statistically significant and had a high degree of effect
magnitude in the eta square value (F (1.29) = 219.382; p = .000, #? = .883). To put it more clearly, it was found
that there was a statistically significant difference in the pretest, posttest, and monitoring test values of the
experimental and control groups in the SIMI 1A sub-dimension score averages. In addition, there was a statistically
significant difference in the measurement results performed at different times, in other words, the statistically
significant effect in the time base effect and the high effect size in the eta square value were determined (F (1.29)
=170.465; p = .000, #* = .855). These findings indicated a statistically significant difference in the pretest, posttest,
and monitoring test score averages without discrimination in the participant groups. On the other hand, there is
also a statistically significant level of intervention-time co-effect (F (1.29) = 238.248; p = .000). The calculated
eta square value is high in the effect size (4? = .891) since it is close to the upper value "1.00" (McHugh, 2012).
From this point of view, it can be said that the effect size (52 = .891) was statistically significant in favor of the
experimental group.

Table 7
Repeated Measurements on the SIMI |A Sub-dimension ANOVA Results by Wilks’s Lamda Statistics
Effect Wilks’ 1 Sd F p n? Power
Time .145 2 82.302 .000 .855 1,000
Time*group .067 2 195.953 .000 .933 1,000

In the analysis of variance in Table 7, it is noteworthy that there was a statistically significant change over
time at the level of Wilks' A = .145, F (1.29) = 82.302, p = .000 over time in terms of the importance of 1A
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realization in the analysis of variance. Similarly, there was a statistically significant effect of the "time*group"
interaction (Wilks'A = .067, F (1.29) = 195.953; p = .000). Based on these findings, it was concluded that the
participants in the experimental group had a statistically significant change in their opinions on the importance of
IA before, after and during the monitoring period compared to the control group.

The results obtained by performing the analysis of variance indicate that there is a difference between the
intervention groups depending on time (F (1.29) = 238.248; p = .000, 52 = .891). "Bonferonni Compatible Multiple
Comparisons" test was applied to determine the cause of this difference between the mean of the pretest, posttest,
and monitoring test scores of the experimental and control groups, and the results are shown in Table 8.

Table 8

Bilateral Comparison (Bonferonni Compatible) Test Results on the SIMI IA Sub-dimension Pretest, Posttest, and
Monitoring Test Score Averages of Test and Control Groups

Test Control
Pretest Posttest Monitoring test Pretest Posttest Monitoring test
Average Average Average Average Average Average
difference difference difference difference difference difference
Pretest - -51.56667" -53.53333" -4.16667 -.40000 1.63333
Posttest - -1.96667 47.40000" 51.16667" 53.20000"
Test Monitoring - * *
test - 49.36667 53.13333 55.16667
Pretest - 3.76667 5.80000
Control Pogttes} - 2.03333
Monitoring
test i
"p<.05

Examining Table 8, the findings obtained from the results of the SIMI IA sub-dimension analysis can be
stated as follows:

When the experimental group posttest and experimental group pretest score averages were compared, it
is seen that there was a statistically significant difference between the averages (X = 51.56, p < .05). On the other
hand, there was no statistically significant difference between the mean of the experimental group posttest and the
experimental group monitoring test scores (X = -1.96, p > .05). In addition, when the experimental group posttest
and control group pretest score averages were compared, it was seen that there was a statistically significant
difference between the averages (X = 47.40, p < 0.05). Similarly, it was observed that there was a statistically
significant difference between the experimental group post-test and control group post-test score averages (X =
51.16, p < .05). When the data in Table 8 was examined, it was found that the mean scores of the experimental
group posttest and monitoring test measurements showed a statistically significant positive change compared to
the mean scores obtained from the pretest measurement. From this point of view, it was determined that there was
a positive change in the level of the participant's opinions on the importance of the 1A after the completion of the
experimental procedure and this situation was maintained in the monitoring measurement. The change in question,
in other words, the significant difference was not observed in the control group (X = 2.53, p > 0.05; X=4.8, p >
0.05).

Quantitative Findings

The general situation regarding the participants’ IA realization status is shown in Table 9 in the form of
themes and sub-themes.
Table 9

Theme: IA Realization

Sub-themes
Sub-theme 1: Adaptation of instructional content (objectives)

Sub-theme 2: Making Adaptations in the presentation of teaching
Sub-theme 3: Making Adaptations in the evaluation of teaching

The statement "P22 emphasizes the necessity of having appropriate verbal objectives"” can be given as an
example that participants find adaptation in instructional content necessary and implement it. As an example of
the sub-theme "Making Adaptations in the Presentation of Instruction”, participants believe in the importance of
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using various methods, techniques, and strategies such as drama, question-answer sessions, appealing to different
senses, maintaining eye contact, using analogies, and incorporating games and songs. For instance, P87 states; "It
is absolutely necessary. We should do it more with special needs children, | mean, we definitely need to do it
(P87)". It can be understood from participants' statements that they believe in the necessity of making adaptations
in assessment and that they include some adaptations in their practices. For instance, a participant said; "I, as a
teacher, now in exams, if there are options a-b-c, I only provide two options. A and b, so | eliminate ¢ from the
middle (P25)".

Social Validity Findings

The third purpose of the study is to determine the teachers' opinions on educational practice (social
validity findings) at the end of IPA (post-training), the data are included in Table 10.
Table 10

Social Validity Findings

N Min. Max. X Sd
Social reality form 30 30.00 45.00 43.2000 3.32597

As it can be seen in Table 10, it is seen that at least 30 and at most 45 points were obtained based on the
answers given by the experimental group teachers to the social validity questionnaire. According to these results,
the average score was calculated as 43.2. Based on the fact that the cut-off value of the relevant form is 22.5, it
can be found that the participants find the IPA performed useful and functional.

Discussion

The study aims to examine the effect of an IPA prepared for inclusive classroom teachers who are students
with SEN on the teachers' thoughts on the importance of the 1A. The results of the research show that IPA has an
impact on teachers' thoughts on the importance of 1A. This result is consistent with the results of similar studies
conducted in the literature on teachers' performance of 1A (Gaitas & Martins, 2017; Goziin & Yikmis, 2004; Hunt
et al., 2002; Kormos & Nijakowska, 2017; Mummaw, 2010; Otukile-Mongwaketse et al., 2016; Sadioglu et al.,
2013; Troia et al., 2017; Vlachou et al., 2009; Vural & Yikmis, 2008).

The SIMI phase of the research (requirements identification) aimed to determine the opinions of teachers
on the importance of 1A before IPA. In this context, within the scope of the quantitative dimension of the research,
the written responses of the teachers to the items in the SIMI 1A sub-dimension, and their level of opinion on the
importance of the 1A show that the average score is not high. As a result of the FGI analyses performed within the
scope of the qualitative dimension of the research in support of these data, t was concluded that they had difficulty
in adapting the teaching content (simplifying and setting additional goals) and making adaptations in the evaluation
of teaching. Similar to this result, VVlachou et al. (2009) have found in their research that some teachers can make
adaptations, while others adhere strictly to the course curriculum and the implementation of the textbook without
adaptation. In addition, teachers saw lack of time, overloaded curriculum, adaptations as a waste of time, financial
inadequacies, and lack of information as obstacles to performing IA. As a result of their research, Gaitas and
Martins (2017) concluded that teachers have difficulty in adapting curriculum and adapting presentations SIMI,
and secondly, they have difficulty in adapting assessments.

Based on the analysis of FGI data within the scope of the qualitative dimension within the scope of the
SIMI problem situation of the research; It was concluded that it was not easy to make 1A for students with SEN
teachers, especially since presentation adaptations were not usually made, and even if they were made, they were
not planned and could not be written. Similar to this result, Vural and Yikmig (2008) found that as a result of their
research, teachers did not include adaptation because they did not know about I1A. Similarly, to this result, a study
conducted by Otukile-Mongwaketse et al. (2016) found that most of the teachers participating in the study did not
need to make curriculum adaptations for students with learning difficulties and continued to teach the same
curriculum as peers without special needs.

As a continuation of the findings obtained within the scope of the qualitative dimension from the SIMI
problem situation of the research, it was concluded that teachers included some of the method-technique-strategy
use 1A within the scope of presentation adaptations, but they had difficulties in other 1A. Similarly, the results
obtained in the study conducted by Sadioglu et al. (2013) showed that some teachers have made presentation
adaptations, some have made inadequate 1A, and some have not adapted at all. In addition, according to the results
obtained from the study conducted by Batu et al. (2017), it was seen that the existing deficiency situation covers
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issues such as the meaning of inclusion, its scope, the characteristics of children with special needs, the ability to
make IA in the methods, techniques, and strategies to be used within the scope of inclusive education. The research
results of all this literature coincide with the results of the opinion determination phase of the research.

Within the scope of the quantitative dimension of the "effectiveness determination” stage after IPA, which
is the third stage covered by the second problem situation of the research, it was concluded that there was a
statistically significant score difference between the SIMI pretest and posttest score averages applied to the
teachers in the experimental group. This indicates that the IPA has led to a positive change in teachers' opinions
on the importance of the 1A. Based on this result, it can be said that the research carried out was effective. In
addition, there was no statistically significant difference between the pretest and post-test and monitoring test score
averages applied to the control group without IPA. This shows that there was no statistically significant change in
the opinions of the teachers in the control group who did not have IPA on the importance of the IA. Therefore,
considering that there is a statistically significant score difference between the pretest and posttest averages applied
to the teachers in the IPA experimental group, it can be said that the experimental effect exists. Within the scope
of the research, it was determined that there was no statistically significant score difference between the mean of
the post-test and monitoring test scores applied to the IPA experimental group teachers. This shows that teachers'
opinions on the importance of 1A have not changed over time and that permanence has been achieved. Similarly,
in another study conducted by Kurniawati et al. (2017), a positive change was found in the opinions of teachers
after the training. Accordingly, the results obtained in the research show that the frequency with which trained
teachers use appropriate methods is increasing. The results of the study conducted to examine the effect of a
training program prepared by Goziin and Yikmis (2004) on successful inclusion practices on the attitudes of
teacher candidates regarding inclusion practices are similar to the results of the research. As a result of the analysis
performed in the study, it was concluded that while there were statistically significant differences between the
pretest and post-test score averages of the experimental group, there were no statistically significant differences
between the control group's pretest and post-test score averages.

In the qualitative dimension of the “effectiveness determination™ phase of the research, supporting the
results reached in the quantitative dimension, the findings of the FGI content analysis carried out after IPA show
that there is a positive change in the importance of the 1A of the teachers and that they reflect this change in their
classroom practices. This conclusion was reached from the example statements of teachers that after IPA, they
included IA in their subjects in the teaching content (objectives), presentation of teaching, and evaluation of
teaching. Similar to this result of the research, it was concluded that at the end of the training applied within the
scope of another study carried out by Forlin et al. (2014), teachers showed improvement in the areas of having
sufficient professional knowledge about inclusion practices, acceptance and realizing the required teaching. The
increase in teachers' opinions on being able to perform content adaptations and assessment adaptations coincides
with the results of the research. Similar to the results of the research, de Jager et al. (2002) investigated the effects
of adaptive training for teachers on instructional behavior based on new understandings in the field of learning and
teaching, and it was seen that teachers in the post-education experimental group included adaptation in their
teaching strategies/methods/techniques from presentation adaptations.

The third problem of the study aimed to determine whether IPA is useful and useful according to the
teachers' opinions (social validity). According to the findings obtained from the answers to the social validity
questionnaire prepared, the score values of the teachers for performing the 1A are above the average value. This
result indicates that the social validity of IPA is high. From this point of view, it can be concluded that teachers
find the IPA performed useful and practical. This result was shown in studies in which teachers were given adaptive
training (Kurniawati et al., 2017; Sucuoglu et al., 2015) is consistent with the social validity data received.

In terms of future studies within the framework of the main axis of the research, recruitment of teachers
from different branches, personnel in the administration (school principal, vice principal, etc.), and application in
the form of distance education to reach more teachers and the use of observation method as well as interview
method in the data collection process can be recommended. In addition, taking the subject of "physical adaptations"
within the scope of IPA, paying attention to the equal distribution of students with SEN between branches, and
sharing IPA on the Internet can be considered within the scope of the recommendations for implementation.

Considering the research findings, the limitations of the research can be listed as follows: The fact that
some teachers who participated in the opinion determination phase (pretest) of the research could not take part in
the other stages of the research for various reasons (appointment, suspension, etc.) constituted a limitation. To
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ensure objectivity, classroom teacher behavior can be observed after training. The effect of the applied IPA on the
students with SEN can be evaluated.
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Oz
Giris: Calismada, 6zel egitim ve rehabilitasyon merkezlerinde 6zel egitime ihtiyact olan 6grencilere yonelik

uygulanan beden egitimi ve spor uygulamalariyla ilgili mevcut durumlarin belirlenmesi ve buna yonelik miidiir
goriiglerinin detayli olarak incelemesi amaglanmustir.

Yontem: Nitel arastirma kapsaminda tasarlanan ¢alismada durum galigmasi deseni kullanilmistir. Arastirma
Kocaeli ili Izmit ilgesinde faaliyet gdsteren ve kolayda ulasilabilir durum &rneklemesi yoluyla secilen dokuz
kurumda gergeklestirilmistir. Kurum midiirleriyle yapilan goriismelerde yari yapilandirilmig goriisme formlari ile
bireysel goriismeler gerceklestirilmistir. Elde edilen veriler igerik analiz yontemiyle ¢oziimlenmistir.

Bulgular: Kurum midiirlerinin goriisleri dogrultusunda dort ana tema ve bu ana temalara bagl toplam on adet alt
tema ortaya ¢ikmigtir. Ana temalar, MEB (Milli Egitim Bakanlig1) golgesi, egitimci 6zellikleri, beden egitimi ve
spora yonlendirme ve gelisimin biitiinliigii olarak belirlenmistir.

Tartisgma: Kurumlarda resmi olarak beden egitimi ve spor uygulamasi olmasa da kurumlarin duyarlilig1 ve ¢abasi
sayesinde beden egitimi ve spor uygulamalari ile ilgili hizmet ve yonlendirmelerin yapildigi goriilmiistiir.
Kurumlarin, yonetmelikte beden egitimi ve spor alaninda bir modiil eklenmesini istedikleri ve bu konuda
gereklilikleri yerine getirecekleri anlagilmistir. Yonetmeligin golgesinde ¢aba harcayan, sportif uygulamalarin 6zel
gereksinimli ¢ocuklara saglayacagi yararlarin farkinda olan kurum miidirleri igin maddi ve manevi imkanlari
zorlamak, inisiyatif kullanmak egitim i¢in atilmasi gereken bir adim olarak goriilmistiir. Bu kapsamda Milli
Egitim Bakanlig1 Ozel Egitim Kurumlar1 Y dnetmeligi’nde zorunlu bulunmasi gereken personel kapsaminda beden
egitimi ve spor dgretmenleri ve rekreasyon uzmanlarinin da olmasi ve istihdam edilmesi gerekliligi sonucuna
ulagilmgtr.

Anahtar sozciikler: Ozel egitim ve rehabilitasyon merkezi, uyarlanmis beden egitimi ve spor, 6zel gereksinimli
ogrenci, gorilis, miidiir.
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Giris

Erken cocukluk yillarinin, ¢cocugun gelisimi iizerine etkisi yadsinamaz bir gercektir. Akranlarma gore
gelisimsel olarak gerilik gdsteren ¢ocuklarin onlara yonelik saglanan erken egitim hizmetlerinden faydalanmaya
baslamalar1 gelisimsel yetersizlik ve buna yol agabilecek risk faktdrlerinin en aza indirilmesi veya 6nlem alinmasi
acisindan 6nem arz etmektedir (Cavkaytar & Diken, 2013). Gelisimsel olarak yetersizlik gdsteren ¢ocuklarin en
uygun egitim-0gretim ortamina yerlestirilmesi ve 6zel egitim destegi almasi egitsel performans degerlendirmesinin
bir sonucu olarak hayati nem tasimaktadir. Ozel egitim destegini ve egitim-6gretim ortamini olusturan 6zel egitim
ve rehabilitasyon merkezleri Milli Egitim Bakanlhigi, Ozel Egitim Kurumlar1 Yonetmeligi (OEKY) 3. Maddesi n
bendi dogrultusunda faaliyet gostermektedir. Bu kurumlar; ‘engelli bireylerin engellilik halini ortadan kaldirmak
ya da etkilerini en az seviyeye indirmek, yeteneklerini yeniden en iist seviyeye ¢ikarmak ve topluma uyumlarim
saglamak, temel 6z bakim becerilerini, bagimsiz yasam ve mesleki becerilerini gelistirmek amaciyla yapilan
caligmalarin tiimiinde’ rol almaktadirlar (OEKY, 2012). Ozel egitim ve rehabilitasyon merkezinde verilen egitim
hizmetlerinin amaglar1 da Madde 5. ‘a) 6zel yontem, personel, ara¢ ve gere¢ kullanarak ilgileri, ihtiyaglari, yetenek
ve yeterlilikleri dogrultusunda hayata hazirlanmasini, b) Toplum igindeki rollerini gergeklestiren, baskalari ile iyi
iligkiler kurabilen, is birligi icinde ¢alisabilen ve ¢evresine uyum saglayabilen iiretici bireyler olarak yetismelerini,
¢) Dil ve konusma giicliigii ile zihinsel, fiziksel, duyusal, sosyal, duygusal ve davranis problemleri olan engelli
bireylerin engellilik halinin ortadan kaldirilmasini ya da etkilerinin en az seviyeye indirilerek yeteneklerinin en iist
seviyeye ¢ikarilmasi ve topluma uyumlarinin saglanmasi, temel 6z bakim becerilerinin ve bagimsiz yasam
becerilerinin gelistirilmesini saglamak igin’ destek egitimi calismalar1 yapmaktir (OEKY, 2012) bigiminde
belirlenmistir.

Ozel Egitim Hizmetleri Yonergesine (OEHY) goére tanimlanan destek egitim programlarmin amaglarmin
gergeklestirilmesinde, dgrencilerin tim alan ve disiplinlerle iliskilendirilerek egitim almasi ve desteklenmesi
gerekliligi belirtiimektedir (OEHY, 2020). Bu dogrultuda, merkezlerde verilen destek egitim hizmetlerinin, 6zel
egitime ihtiya¢ duyan bireylerin gelisimsel alanlarini desteklenmesi konusunda hem verilen derslerin gesitliliginin
hem de alana 6zgii personel yeterliliginin 6nemi ortaya ¢cikmaktadir. Ancak bu merkezlerde verilen destek egitim
dersleri yalnizca akademik becerilere yoneliktir (Dogaroglu & Diimenci, 2015; OEKY, 2012; Siilin & Girli,
2016). Rehberlik arastirma merkezlerinde (RAM) yapilan ve egitsel degerlendirilmelerde kullanilan egitsel
performans degerlendirme formlarinda bulunan modiiller igerisinde Tiirk¢e, matematik, bilissel, 6zbakim, vb.
yaninda psikomotor beceriler modiilii de bulunmaktadir. Bu modiille 6zel egitime ihtiya¢ duyan ¢ocugun motor
gelisimi degerlendirilmektedir. Motor gelisim; fiziksel bliyiime ve merkezi sinir sisteminin gelisimine paralel
olarak organizmanin hareketlilik kazanmasi olarak tanimlanmaktadir (Ulug, 2015). Goodway ve digerleri (2019)
ise gdzlemlenebilir motor davraniglarda olgunlagma ve 6grenmenin etkilesimi sonucu yasam boyunca ilerleyen
degisimler olarak tanimlamustir. Ozellikle motor gelisimin desteklenmesi ve gelistirilmesi noktasinda beden
egitimi ve spor uygulamalarinin énemi yadsinamaz. Beden egitimi ve spor uygulamalarinin 6zel egitime ihtiyag
duyan ¢ocuklarin motor gelisim alani ve diger gelisimsel alanlara olan katkisi bilinmekle birlikte, ¢ocugun giinlitk
yasam becerilerinden, 6z bakim becerilerine ve sosyal yasam becerilerine kadar etki etmekte, desteklemekte ve
¢ocugun genelleme yapabilmesini kolaylagtirmaktadir (Barton, 2017; Filazoglu vd., 2015; Hodge vd., 2017; Orli¢
vd., 2016; Wilhelmsen & Serensen, 2017; Yilmaz & Mirze, 2020; Yilmaz vd., 2019). Bu dogrultuda 6zel egitime
ihtiya¢ duyan cocuklarin destek egitim almak icin gittikleri 6zel egitim ve rehabilitasyon merkezlerinde de
gelisimin biitiinligii ilkesine dayanarak uyarlanmig beden egitimi ve spor uygulamalarinin olmasi hem psikomotor
modiil degerlendirmelerinin beden egitimi ve spor alan uzmanlart tarafindan saglikli yapilabilmesi hem de
¢ocuklarin gelisimlerinin desteklenmesi ve gelistirilmesi igin 6nem arz etmektedir. Tiirkiye’de konu ile ilgili
ebeveyn goriislerine bagvuran calismalar (ince, 2017; Sukan, 2013); engelli bireylerin spora katiliminin éniindeki
engeller (Nalbant & Izgar, 2018); kurumlarda uyarlanmis beden egitimi derslerine yonelik kurum midir
goriiglerinin alindigi ¢alismalar (Orhan, vd., 2017; Sarol, vd., 2022) simirli da olsa bulunmaktadir. Yapilan
calismalarda uyarlanmis fiziksel aktivitenin 6zel gereksinimli bireylere biiyiik katki sagladigi, rehabilitasyon
merkezinin se¢giminde énemli oldugu, kurum miidiirlerinin farkindaliklarinin yiiksek oldugu ancak ailelerden bu
uygulamalara yonelik talep gelmedigi yoniinde sonuglar elde edilmistir. Mevcut ¢aligmanin var olan ¢aligmalardan
farki, uyarlanmis beden egitimi ve spor uygulamalar1 bulunan ve bulunmayan kurumlarla goriisiilmesi ve
uygulamalarin gerekliliklerine, uygulamay1 sunan personelin niteliklerine yonelik miidiir goriislerinin alinmas,
alanda yetistirilen personelin gerekliliklerine ve beden egitimi ve spor modiiliiniin zorunlu hale getirilmesine dair
vurgu yapilmasidir. Diinyada da 6zel gereksinimli bireylerin egitim aldiklar1 okul ve kurumlarda uyarlanmis beden
egitimi ve spor uygulamalarinin yapildigi ve bu uygulamalara yonelik diizenlemelerin oldugu belirtilmektedir (Al-
Hadabi vd., 2021; Ulyana vd., 2016). Ancak Tiirkiye’de yonetmelikler geregi, engellilerde beden egitimi ve spor
alaninda yetistirilen egitmenler ve uzmanlar, uyarlanmig beden egitimi ve spor alani ile ilgili temel kavramlari,
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uygulamalarinin nasil yapildigi ve degerlendirmenin nasil olacagi ile ilgili bir modiil olmadigindan, bu kurumlarda
bulunmasi gereken zorunlu personel kapsaminda degildir (OEKY, 2019).

Beden egitimi ve spor uygulamalarmin motor gelisim izerindeki etkisi gbz oniine alindiginda, modiiliin
psikomotor becerileri de icine alarak uyarlanmig beden egitimi ve spor modiilii olarak giincellenebilecegi;
kurumlarda destek egitim almaya gelen 6grencilerin yag araliklart ve kurumun amaglar1 géz 6niine alindiginda,
engellilerde beden egitimi ve spor alaninda yetismis 6gretmen ve uzmanlarin gerekli oldugu diistiniilmektedir. Bu
gerekliliklerin tespitinde birinci derecede 6zel egitime ihtiya¢ duyan 6grencilerle temas halinde olan egitimeilerin
goriigleri onem arz etmektedir. Bu sebeple ¢aligma 6zel egitim ve rehabilitasyon merkezlerinde 6zel gereksinimli
ogrencilere yonelik uygulanan uyarlanmis beden egitimi ve spor uygulamalariyla ilgili mevcut durumlarin
belirlenmesi ve buna yonelik egitim ve &gretim etkinliklerinin planlanmasi ile yiiriitiilmesinden sorumlu olan
miidiir goriislerinin detayli olarak incelemesi amaciyla gergeklestirilmistir. Bu amag¢ dogrultusunda ¢alismada
asagidaki sorulara cevap aranmustir.

1. Kurumlarda uyarlanmis beden egitimi ve spor uygulamalarini iceren egitimler ve/veya gereklilikler
nelerdir?

2. Uyarlanmis beden egitimi ve spor uygulamalari ile ilgili cocuklar1 yonlendirme ve aileleri bilgilendirme
calismalar1 nelerdir?

3. Uyarlanmis beden egitimi ve spor uygulamalarinin 6zel egitime ihtiya¢ duyan bireylere uygulanmasi ve
sagladig1 yararlar hakkinda neler diigiiniilmektedir?

4. Kurumlarda uyarlanmig beden egitimi ve spor uygulamalarini gergeklestiren egitimcilerin yeterlilikleri
nasildir?

5. Uyarlanmig beden egitimi ve spor uygulamalarina yonelik alan ve materyal olanaklari nasildir?
Yontem
Arastirma Modeli

Aragtirma Ozel egitim ve rehabilitasyon merkezlerinde 6zel egitime ihtiyag duyan &grencilere yonelik
uygulanan uyarlanmis beden egitimi ve spor uygulamalar: ile ilgili mevcut durumlarin belirlenmesi ve buna
yonelik miidiir goriislerinin detayli olarak incelemesi amaciyla nitel aragtirma yaklagimlarindan durum ¢aligmast
deseni kullanilarak yapilmistir. Durum ¢aligmas, bir veya birden fazla durumun arastirilmasidir. Yani bir duruma
ait etkenler (olaylar, ortam, bireyler) biitlinciil bir yaklasimla arastirilarak, ilgili durumdan nasil etkilendikleri ve
etkiledikleri iizerine odaklanir (Yildirim & Simsek, 2013).

Katilimcilar

Katilimeilar, Kocaeli ili izmit ilgesinde faaliyet gosteren dzel egitim ve rehabilitasyon merkezlerinin
miidiirlerinden olusmaktadir. ilge bazinda faaliyet gosteren 6zel egitim ve rehabilitasyon merkezlerine kolay
ulagilabilir durum orneklemesi (Yildinm & Simsek, 2013) yoluyla ulasilarak toplam dokuz midir ile
goriisiilmiistiir. Tlgili kurum miidiirlerinden yedi kisi emekli sinif 6gretmeni, bir kisi rekreasyon lideri ve bir kisi
ise psikolog oldugunu belirtmistir. Miidiirler 26 ila 58 yas araligindadir. Aragtirmada miidiir isimlerinin ve merkez
isimlerinin desifre edilmemesi amaciyla 6zel egitim ve rehabilitasyon merkezlerine renk rumuzlar1 verilmistir.
Verilen renk rumuzlari kirmizi, sari, yesil, mavi, mor, pembe, gri, beyaz ve turuncudur. Kurumlara verilen renk
isimleri miidiirlere yonelik olarak da kullanilmistir (6r. kirmizi kurum midiirii). Calisma il merkezinde bulunan,
uyarlanmis beden egitimi ve spor uygulamalar1 yapan ve yapmayan kurumlar ve bu kurumlarin miidiirlerinin
goriigleriyle sinirlidir.

Calisma kapsaminda goriistilen miidiirlerin gérev aldigi dokuz 6zel egitim ve rehabilitasyon merkezindeki
beden egitimi ve spor uygulamalarina yonelik bilgiler asagidaki gibidir:

Dokuz kurumdan besi, bina i¢inde ayirdiklari 6zel beden egitimi alanlarinda kendi olanaklariyla
uyarlanmis beden egitimi ve spor uygulamasi yaparken, bir kurum bahge olanagiyla sadece yaz mevsiminde bu
uygulamalar1 yapmaktadir. U¢ kurumda ise herhangi bir beden egitimi ve spor uygulamas: yapilmamakta ve
uygulama alan1 da bulunmamaktadir. Uyarlanmis beden egitimi ve spor uygulamasi yapan bes kurum bunu grup
dersleri seklinde yaparken, bir kurum hem grup hem de bireysel derslerde uyarlanmig beden egitimi ve spor
uygulamalarini gergeklestirmektedir. Bu kurumlarin iki tanesinde beden egitimi ve spor uygulamalari haftada iki
giin, iki saat; dort tanesinde de bir giin, bir saat seklinde yapilmaktadir. Beden egitimi ve spor uygulamalarim
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yiiriiten uzmanlar incelendiginde {i¢ beden egitimi ve spor 6gretmeni, iki rekreasyon uzmanimin goérev aldigi
goriilmiistiir. Ozel egitime ihtiyaci olan 6grencilere yonelik yaptirilan herhangi bir faaliyette ise diger kurumlarda
fizyoterapist, cocuk gelisim uzmani ve okul dncesi 6gretmenleri gorev almaktadir.

Veri Toplama Araclari

Ozel egitim ve rehabilitasyon merkezi miidiirleriyle yar1 yapilandirilmis goriisme teknigi kullanilarak
bireysel goriismeler gerceklestirilmistir. Yar1 yapilandirilmis goriisme sorulart konu ile ilgili alan yazin taramasi
sonucunda (ilhan, 2008; 2009, Ince, 2017; Nalbant & Izgar 2018) ve ¢aligma amacina uygun olarak arastirmacilar
tarafindan hazirlanmistir. Diger yonden goriisme sorulart alanda uzman akademisyenlere basvurularak da teyit
edilmis ve gerekli diizenlemeler yapilarak son halini almistir. Bu sorular, 6zel egitim ve rehabilitasyon merkezinde
beden egitimi ve spor uygulamalarinin yapilip yapilmadigi; beden egitimi ve spor uygulamalarini gergeklestiren
egitimcilerin yeterlilikleri ve nitelikleri; beden egitimi ve spor uygulamalariyla ilgili ¢ocuklar1 yonlendirme ve
aileleri bilgilendirme galigmalar1 ile beden egitimi ve spor uygulamalarinin 6zel gereksinimli bireylere sagladigi
yararlar hakkindaki goriis ve diigiincelerin elde edilmesine yoneliktir. Bu dogrultuda katilimcilara asagidaki sorular
sorulustur:

1. Kurumlarda uyarlanmis beden egitimi ve spor uygulamalarini igeren egitimler ve/veya gereklilikler
nelerdir?

2. Uyarlanmis beden egitimi ve spor uygulamalari ile ilgili ¢ocuklar1 yonlendirme ve aileleri bilgilendirme
calismalar1 nelerdir?

3. Uyarlanmig beden egitimi ve spor uygulamalariin 6zel egitime ihtiyag duyan bireylere uygulanmasi ve
sagladig1 yararlar hakkinda neler diisiiniilmektedir?

4. Kurumlarda uyarlanmis beden egitimi ve spor uygulamalarin1 gergeklestiren egitimcilerin yeterlilikleri
nasildir?

5. Uyarlanmig beden egitimi ve spor uygulamalarina yonelik alan ve materyal olanaklar1 nasildir?
Verilerin Toplanmasi

Aragtirmacilar ilgili 6zel egitim ve rehabilitasyon merkezlerine giderek bireysel goriismeleri yiiz yiize
gerceklestirmislerdir. Tiim gortismeler ayni aragtirmaci tarafindan yapilmigtir. Goriigmelerden 6nce miidiirler konu
hakkinda bilgilendirilerek izinleri alinmistir. Caligmaya katilmay1 kabul eden kurumlarla gériismeler iki hafta
zaman araligia gerceklestirilmistir. Ayrica 01.07.2021-15951 tarih ve say1li Mus Alparslan Universitesi, Bilimsel
Arastirma ve Yaym Etigi alinmistir. Goériigmeler miidiirlerin makam odalarinda gerceklestirilmigtir. Dokuz miidiir
ile yapilan goriismeler 20 dakika ila 35 dakika arasinda siirmiistiir. Katilimcilarla yapilan goriismeler,
katilimcilardan izin alinarak ses kayit cihazi ile kaydedilmistir.

Verilerin Analizi

Goriismeler sonucunda elde edilen nitel veriler, ses kayit cihazindan transkripsiyon yoluyla bilgisayar
ortamina aktarilmistir. Nitel veriler icerik analiziyle ¢dziimlenmistir. Igerik analizi, birbiriyle benzerlik gosteren
verilerin kod ve temalar dogrultusunda bir araya getirilmesi ve bunlar1 okuyucuya anlamli bir bigimde sunulmasini
ifade etmektedir. Ortaya ¢ikan kodlar ve bu kodlar arasindaki iligkiler verilerin altinda yatan olgu veya kurami
aciklamada kullanilan timevarimci analiz, yani kodlamaya dayali igerik analizi (Yildinm & Simsek, 2013)
kullanilmustir. igerik analizinden elde edilen kodlarin birbiriyle belirli bir tema altina siiflandirilmasi ile analiz
tamamlanir (Yildirim & Simsek, 2013).

Aragtirmacilar tarafindan ayri ayr1 kodlanan ve temalandirilan veriler, daha sonra ortak kod ve temalarin
belirlenmesiyle nihai halini almistir. Terapatik rekreasyon alaninda uzman ve nitel ¢aligmalara hakim bir
akademisyen de kod ve temalarm uygunlugunu kontrol etmistir. Son olarak bulgularin olusturulmasi ve
yorumlanmasi siireciyle analiz islemleri tamamlanmistir.

Gegerlik ve Giivenirlik

Gegerlik, arastirma siirecindeki bulgularin arastirmacilar tarafindan kontroliinii ifade eder (Dede, 2017).
Arastirmanin i¢ gegerliligi i¢cin miidiirlerle yapilan goriismelerde derin odakli bir veri toplama siirecinin
uygulandig1, sorular hazirlanmadan once literatiir incelemesinin yapildigi, veri analizlerinde birden fazla
arastirmacinin yer alig1, soru hazirlama ve analiz siirecinde yine nitel arastirmalar ve terapatik rekreasyon alaninda
uzman goriislerine bagvuruldugu belirtilerek yontem boliimii ayrintili agiklanmaya c¢alisilmistir. Arastirmact
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durusu agisindan degerlendirildiginde; arastirmacilar terapatik rekreasyon ve uyarlanmis beden egitimi ve spor
alaninda uzman olan akademisyenlerden olusmaktadir. Bir arastirmaci, uzun yillar cesitli rehabilitasyon
merkezlerinde kurum inisiyatifi ile calismis, uyarlanmig beden egitimi ve sporun etkilerini dogrudan gozlemleme
sansi elde etmistir. Arastirmacilar hem akademik calismalarinda hem is hayatlarinda deneyimledikleri bu olumlu
gelismelerin kurum ydneticileri tarafindan nasil algilandig1 ve karsilandig ile ilgili yonetsel siireclerin cevabina
yonelik arastirma yapma istegi duymuslardir. Bu kapsamda verilere yorum katilmadan dogrudan alintilara yer
verilerek otaya ¢ikan kod ve temalar dis gecerlik icin agiklanmaya calistlmistir (Yildirim & Simsek, 2013).

Giivenirlilik ise, nitel arastirmacilarin miimkiin oldugu kadar arastirma siirecinin basamaklarinin takip
edilebilmesi igin detayli yazmalarini igermektedir (Dede, 2017). Arastirmanin i¢ giivenirligini saglamak amaciyla
iki aragtirmaci tarafindan ayri ayri kod ve temalar belirlenmis ve ortak kod ve temalarla nihai halini almigtir.
Ayrica, alanda ve nitel aragtirmalar konusunda uzman arastirma disindan nitel arastirmalar ve terapatik rekreasyon
alanindan bir akademisyen de igerik analizi uyguladiktan sonra elde edilen kod ve temalarin uygunlugunu biitiinsel
bir yaklagimla kontrol etmistir. Kodlayicilar aras1 uyum %90 olarak tespit edilmistir. Miles ve Huberman (1994)
iyi bir ¢alisma i¢in kodlayicilar arasi uyumun i¢ tutarhilik formiiliine [(goriis birligi / (goriis birligi + goris ayriligi)]
gore en az %80 olmasi gerektigini bildirmistir. Bununla birlikte, miidiirlerin goriisleri betimsel bir yaklasim ve
dogrudan almtilarla aktarilmistir. Arastirmanin dis giivenirligini saglamak i¢in, arastirmacilarin veri toplama
stireci i¢indeki konumu, ¢alismanin genel yontemi detayli olarak anlatilmaya galisilmistir.

Bulgular

Bu boliimiinde gergeklestirilen igerik analizine ait bulgular yer almaktadir. igerik analizi sonuglarina gére
toplam dort adet ana tema ortaya ¢ikmistir. Ana temalara ait alt tema ve kodlar Tablo 1°de gosterilmistir.
Tablo 1

Miidiirlerle Yapilan Gériismelere Ait Ortaya Cikan Ana Tema, Alt Tema ve Kodlar

rekreasyon uzmani

Alt tema Kod Kurum
Beden egitimi ve spor uygulama zorunlugu
?o Yénetmelik engelleri olmarrll?§1, rn.0(.iullerdek1 eksiklik, alan uzmani Kirmizi, sari, beyaz,
= eksikligi, fiziki sartlarin uygun olmamast, turuncu
> materyal eksikligi
E Grup caligmalari, bireysel ¢aligmalar, diizenli . .
e MY Yesil, mavi, mor,
= Kurum inisiyatifi beden egitimi ve spor uygulamalari, olusturulan embe. ari. turuncu
fiziki ve materyal imkanlari P - 9r,
E Eleglrlrll Ellgﬁl kisilik Cocuk sevmesi, sabirli, sempatik, sevecen olmast ~ Kirmizi, yesil, beyaz,
X . -
o Egitimcinin mesleki I Yesil, mor, gri, .
N szellikleri Alan uzmani olmaly, tecriibeli olmali turuncu, sari, mavi,
5 pembe
g g Cocuk gelisim uzmani, okul dncesi 6gretmeni, Mavi. ari. vesil
5] 380 Brang karmasasi fizyoterapist, beden egitimi ve spor 6gretmenti, » 9, yestl,
2 y p g por 0g
< 3] turuncu, mor, pembe
o
<

Yesil, mavi, mor,
pembe, gri

Kirmizi, sari, yesil,
mavi, mor, pembe,
gri, beyaz, turuncu

Ogrenci degerlendirme Gozlem, yetenek segimi

Bilgilendirmeler, is birligi, goriismeler,

Farkindalik ¢alismalari yonlendirme

Aile bilingsizligi, ulasim zorlugu, sosyo-
Karsilagilan engeller ekonomik diizey diisiikliigii, kurumsal ekonomik
zorluklar

Sari, beyaz, pembe,
yesil, turuncu

Beden egitimi ve
spora yonlendirme

Kirmizi, sari, yesil,
mavi, mor, pembe,
gri, beyaz, turuncu

Kirmizi, sari, yesil,

Erken egitim Gereklilik, erken ¢ocukluk doneminde baglanmast  mavi, mor, pembe,

gri, beyaz, turuncu

Sosyal gelisim, motor gelisim, 6zgiiven, bedensel

Gelisime katki gelisim, zihinsel gelisim, basar1 duygusu

Gelisimin
butinligi

Not: MEB = Milli egitim bakanligi.

Tablo 1’de belirtildigi lizere goriismelere ait dort ana tema ve bu ana temalara bagli olarak toplam on adet
alt tema ortaya ¢ikmugtir. Alt temalara ait kodlar da tabloda yer almaktadir. MEB gdlgesi ana temasinin altinda
kurum inisiyatifi ve yonetmenlik engelleri alt temasi; egitimci 6zellikleri ana temasinin altinda egitimcinin kisilik

Karakas & Yilmaz 2023, 24(3)



OZEL EGITIM VE REHABILITASYON MERKEZLERINDE UYARLANMIS BEDEN EGITIMi VE SPOR 424
UYGULAMALARINA YONELIK MUDUR GORUSLERI

ozellikleri, mesleki 6zellikleri ve brans karmasasi alt temalar1; beden egitimi ve spora yonlendirme ana temasinin
altinda 6grenci degerlendirme, farkindalik calismalar1 ve karsilasilan engeller alt temalari; gelisimin biitlinligii
ana temasinin altinda ise gelisime katki ve erken egitim alt temalar1 ortaya ¢ikmistir. Katilimcilarin alt tema ve
kodlara iliskin baz1 goriisleri su sekildedir:

Yénetmelik engelleri alt temasima iliskin miidiirlerin goriisleri incelendiginde; MEB Ozel Egitim
Kurumlar1 Yoénetmeligi’nde, beden egitimi ve spor uygulamalariyla ilgili bir madde yer almadigindan ve bununla
ilgili herhangi bir sart kosulmadigindan, kurum beden egitimi ve spor uygulamasi yapmak istediginde bir takim
yonetmelik engeliyle karsilagmaktadir. Yesil kurum miidiirii bu konu hakkinda “Maalesef! MEB’e bagli, RAM’de
fiziksel aktivite ile ilgili bu destek egitim programlarinda ders vermiyor, destek egitim programinda yer alan
modiiller, dersler dogrultusunda ¢alisiyoruz.” seklinde goriis bildirmektedir. Kurumlarinda beden egitimi ve spor
uygulamasi verilmeyen kirmizi kurumun miidiirii, “...zihinselde hicbir beden egitimi aktivitelerini gerektirecek
hicbir modiil yok zaten, bunda yasal olarak da resmi olarak da ¢alisilmasi, gereklilik yok. Zaten milli egitim bizden
bunu istemiyor.” diyerek yonetmelige atifta bulunmaktadir. Ayrica kirmizi kurum miidiirii, beden egitimi ve spor
uygulamasiyla ilgili herhangi bir alana sahip olunup olunmadigiyla ilgili .. .kurum olarak binamiz da uygun degil.
Yani modiillerde yok bundan dolayi...” seklinde agiklama yaparken; sar1 kurumun midiirii “...yok, ¢ilinkii
programimizda yok, bununla ilgili materyallere sahip degiliz...” diyerek yine programda yiikiimlii olmadiklari i¢in
boyle bir uygulama alani olusturmadiklarina deginmektedir. Pembe kurum miidiirii de “...mecbur degiliz.”;
Turuncu kurum miidiirii, “Zorunluluk yok. Zorunlu olsa hepimiz ilk basta kurumu acgarken ona gore yerler bulup
acardik.”; Beyaz kurum miidiirii ise “Derslerimiz bizim rehberlik arastirma merkezinin bize verdigi modiiller
dogrultusunda devam etmektedir.” diyerek alanlarinin olmayisini  zorunda olmadiklar1 yOnetmelige
baglamaktadirlar. Gri kurum midiirii ise beden egitimi ve spor uygulamalarinin zorunlu hale gelmesine yonelik
“Kesinlikle ¢ok giizel olacagina inaniyoruz ¢iinkii biz kurum olarak sadece masa basi uygulamalariin yeterli
olmayacagini biliyoruz. Sadece yani masa basinda akademik egitim degil, cocugun dogal ortamda da
ogrenebilmesini, d6grendigini genellemesini gérmemiz lazim.” ifadesiyle veremedikleri beden egitimi ve spor
uygulamasinin farkindaliginin kurum olarak benimsendigini gostermektedir. Cogu kurumun yénetmelikte zorunlu
olur ise aslinda yapmak istediklerini genis ¢ercevede yapabilecegi anlasilmaktadir. Yesil kurum miidiirii ise,
“Kesinlikle sportif faaliyetler olmali. Biz bunu kendi imkanlarimizla yapiyoruz ama MEB bunu desteklerse, bunun
icin de bize bir ddenek ayirirsa, biz seve seve beden egitimi Ogretmenlerini, rekreasyon uzmanlarii
kurumlarimizda gérmek isteriz. Calistirmak isteriz. Daha kaliteli yapmak isteriz, daha amacina uygun yapmak
isteriz. Onun i¢in de imkanlarimizin olmasi lazim.” diyerek MEB destegine vurgu yapmaktadir. Pembe kurum
miidiirii de “Beden egitiminin ya da fiziksel aktivitenin zorunlu hale getirilmesi gereklidir...” diisiincesine sahiptir.
Kurumda alan uzmani a¢ig1 ile ilgili yonetmelige deginen beyaz kurum miidiirii, “Maalesef ki miifredat bizim
onlimiizde, tercih ederken imza yetkisi olan bir arkadasimizi almak durumunda kaliyoruz. Bir beden egitimi
mezunu, bir rekreasyon mezunu arkadagimiz olsa daha aktif ¢aligmalar yapabiliriz.” diyerek yonetmelik geregi
alan uzmanin imza yetkisi olmadigindan istihdam saglanamadigini ifade etmektedir.

Kurum inisiyatifi alt temasi incelendiginde; kurumlarin ¢ogunda beden egitimi ve spor uygulamasiyla
ilgili MEB Ozel Egitim Kurumlar1 Yonetmeligi’nde yer almayan beden egitimi ve spor uygulamasimin aslinda
kurumun kendi imkanlar1 ve inisiyatifleri ile uygulandigina yonelik goriisler elde edilmistir. Yesil kurum miidiirii
de “Biz kurum olarak bunun gerekliligine inandigimiz i¢in {iniversite ile goriigtiikk. Beden egitimi boliimiinden bize
bir 6grenci yonlendirdi. O 6grencinin yonlendirmesi ile biz bir takim sportif faaliyetler kurumumuzda yiiriitiiyoruz.
Yoksa boyle bir zorunlulugumuz yok. Bunu biz kendimiz kurum olarak istedigimiz i¢in yapiyoruz.” ifadesi ile
kendi inisiyatifleri ile kurumlarinda bu uygulamalarin uzman esliginde yiiriitildiigiinden bahsetmektedir. Mor
kurum ise ¢ocuklarin grup derslerini inisiyatifle beden egitimi ve spor uygulamasi seklinde vererek ¢ocuklarm
sportif faaliyetlere katilmasini saglamaktadir. Gri kurumun midiirii ise ders saat diizenlemelerini su sekilde
aktarmaktadir: “Rekreasyon mezunu bir beden egitimi 6gretmeni ¢alistirtyoruz. Grubumuzda kendisi hangi egitimi
yapacaksa grubun 6zelliklerine gore o ders materyallerini ¢ikariyor. Aylik olarak 4 saat her ¢ocuk mutlaka beden
egitimi alir. ...4 saati kendimizden veriyoruz. Tabi herhangi bir iicret talep etmeden.” diyerek kurumlarda tamamen
inisiyatif aliarak bu uygulamalarin yapildig1 vurgulanmistir.

Kurumlarin beden egimi ve spor uygulamalarina yonelik kendi olanaklartyla olusturduklar1 alanlar ve
edindikleri materyaller agisindan ele alindiginda; “Biz kendimiz bu olanaklar1 yarattik.” diyen yesil kurum
miidiiriiniin, “Zamani dolu degerlendiriyor.” diyen mavi kurum miidiiriiniin ve “Sadece mecbur olmadigimiz halde
bunlar1 yapiyoruz. Cocuklar igin faaliyet olsun diye...” ifadesinde bulunan pembe kurum miidiiriiniin s6zleriyle
karsilasilmaktadir.
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Mavi kurum midiirii, “kendimiz yaptik” dedigi alanlarindan séz etmektedir. “Bizim salonumuz ¢ok
biiylik bir salon degil. Ama orada iki tenis masamiz var, bowling sahamiz var. Kendimiz yaptik. Tirmanma
merdivenlerimiz var. Yine eglenceli atletizm yapabilecegimiz araglarimiz var. Bisikletlerimiz var.
Tranbolinlerimiz var. Pilates toplarimiz var. Ayrica yine sigmak boéliimiimiizde de halkoyunlari galismalarini,
beden egitimi ¢aligmalarini bireysel ve grup olarak yapiyor 6gretmenimiz.” sozleriyle kurumun kendi imkani ile
sagladig fiziksel olanaklar1 ve arag geregleri aktarmaktadir. Mor kurum miidiirii de kullanilan merkezin alt katinin
spor alanina doniistiirilmesinden bahsetmektedir: “Binanin komple alt kat1 tamamen agik ve spor salonu olarak
kullaniliyor.” Gri kurum miidiirii “Kurumumuzun alt tarafi komple spor salonudur. 60 m? kadar bir alan, ¢ok fazla
uyarani olmayan bir salonumuz var.” diyerek ¢ocuklar igin ayrilan 6zel beden egitimi ve spor uygulama alanlarim
anlatmaktadir. Pembe kurum miidiirii “Fizyoterapi alanimiz oldugu i¢in ayr1 bir de asagida spor salonumuz var.”;
Yesil kurum midiirii “iki tane salonumuz var biiyiik. Ama tabi biz bunlar1 kendi imkanlarimizla yapiyoruz milli
egitimin destek egitim programlarinda bunlara maalesef yer yok onun i¢in ¢abalarimizla daha iyi yerlere varmak,
cocuklara yararli olmak istiyoruz.” ciimlesiyle beden egitimi ve spor uygulamalarinin yararinin farkindaligini
ortaya koymaktadir. Beyaz kurum miidiirii “Ince motora yonelik, ince parmak kaslar1 ¢alistiracak, yumusaktan
serte toplar olabilir, biiyiikten kiigiige toplar olabilir. Onun haricinde ne olabilir? Yer minderimiz var, bunlar1
taklalarda kullaniyoruz, smif i¢i egzersizlerde kullanabiliyoruz.“ sozleriyle kullandiklari ara¢ geregleri
siralamaktadir. Kirmizi kurum miidiirti “Halbuki hani spor salonuna g¢evirip grup odamiz spor salonu tarzinda da
kullanilabilir. Velilerimizin cimnastik yoniinde bizden bdyle bir talebi odu, hani insallah bununla ilgili bir calisma
gerceklestirecegiz. Istersek yapabiliriz aslinda.” sézleriyle sportif aktivitelere yonelik yapilabilecekler
konusundaki diisiincelerini aktarirken “...Istersek yapabiliriz aslinda” ifadesi dikkat ¢ekmektedir.

Kapali alanlar1 olmadigi i¢in beden egitimi ve spor uygulamasi yapamadiklarini belirten turuncu kurum
miidiirt farkl bir alternatif olarak bahgeyi kullandiklarini dile getirmekte ve arag gere¢ olanaklarini aktarmaktadir:
“Beden egitimi olarak yok ama biz grup derslerinde yaz aylarinda, kisin yapamiyoruz mekanimiz olmadigi i¢in,
ama yaz aylarinda bah¢emiz miisait oldugu i¢in bir tane beden egitimi 6gretmenimiz var. O sportif faaliyetler
yaptirtyor.” Mavi kurum miidiiri saglayamadiklar1 ylizme alant olanagni farkli bir alternatifle yine
uygulayabildiklerinden su sekilde bahsetmektedir: “Ben okulumda bir yiizme havuzu olmasini isterdim. Kapali ve
acik fakat bundan da biz ¢ocuklarimizi mahrum etmiyoruz. Kocaeli Universitesi’nin yiizme havuzuna gétiirdiik,
bu sene de gotiirecegiz. Yakinimizda belediyenin ylizme havuzlari var, oralara da gotiiriiyoruz.” Yine mor kurum
miidiiri de yiizme faaliyeti ile ilgili ““...Ekip kuruyoruz, anlasiliyor bir yerle ve beden egitimi 6gretmenimiz onlara
haftanin belli giinlerinde yiizme kursu veriyor.” ifadesiyle alanla ilgili saglayamadiklari imkani yine kendi
imkanlar1 ve inisiyatifleriyle ¢ocuklara ulastirdiklarini belirtmektedir.

Egitimcinin kisilik 6zellikleri alt temasina iliskin miidiirlerin goriisleri incelendiginde; ¢ocuklarin beden
egitimi ve spor uygulamalarinin uzman esliginde yapilmasima yonelik kurum miidiirlerinin kisilik 6zelliklerine
onem verdigi goriilmiistiir. Kirmizi kurum miidiirii “Tecriibe mutlaka olmali, artist olur, ama ilk 6nce gocuklari
sevmesi gerek, dzel egitim sevgi ve sabir da gerektiriyor.”; Yesil kurum miidiirii “Cocuklarla yakin iligki kurmasi,
giiler yiizlli, ¢ocuklart anlamasi ve sevmesi gerekiyor.” sozleriyle egitimci ¢ocuk iligkisine deginmektedirler.
Beyaz kurum miidiirii de “Sempatik olmasint ¢ok isterim, ¢linkii bizim ¢ocuklar mutlu yiiz gérmeye hasretler,
sevilmeye hasretler, sicakkanli davranilmasina... Dislanilmamak istiyorlar. Bunlar benim i¢in en biiyiik etkenler
olurdu ise almamdaki.” diyerek kisilik 6zelliklerin 6nemine deginmektedir.

Egitimcinin mesleki dzellikleri alt temasi incelendiginde; kirmizi kurum miidiiriintin “...bu bizim isimiz
degil, 6zel egitimde spor mutlaka olmali, onlar1 kendi ayaklar1 izerinde durmalari i¢in hazirlarken ayni zamanda
da beden sagligmna sahip olmalar1 gerek.” ifadesi goriilmektedir. “Isi iyi bilmesi lazim, aktif olmasi lazim,
programli, planlt olmasi gerekiyor. Materyallerini iyi segmesi gerekiyor.” diyen yesil kurum miidiirii; “Alanda
tecriibeli olmasi bizim i¢in 6nemli.” diyen gri kurum miidirii; “Daha 6nce rehabilitasyon merkezinde ya da
engelliler alaninda ¢alismis olmasini géz Oniine aliyoruz biz. Belli bir tecriibe artyoruz.” diyen turuncu kurum
miidiirii deneyimin 6nemine vurgu yapmaktadir.

Brans karmasasi alt temasi incelendiginde; ydnetmelikte brang ve egitimci ile ilgili bir ibare
olmadigindan, kurumlar da kendi bakis agilarina ve imkanlarina gore farkli branslardaki 6gretmenleri beden
egitimi ve spor uygulamalarina yonelik derslerden ya da aktivitelerden sorumlu tutabilmektedirler. Bunun sonucu
olarak da ortak bir goriis ve dil yerine brang karmasasinin ortaya ¢iktigi diisiiniilmektedir. Mavi kurum miidiiri
«...okuldncesi 6gretmenin imza yetkisi var. Ozel egitim sinif dgretmeninin imza yetkisi var fakat nedense bir
rekreasyon boliimii mezununun, bir beden egitimi dgretmeninin imza yetkisi yok. Bu ¢ok yanlig! Ben bunun
diizeltilmesini istiyorum.” ac¢iklamalarinda bulunmaktadir. Sar1 kurum miidiirii bu konu hakkinda “RAM
raporlarinda beden egitimi modiillerinin olmas1 gerek ki bizde uzmanlar1 kadrolu ¢alistiralim. Uzmanlasmus kisiler
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tarafindan standartlagtirilmis bir programla ¢ocuklara faydasi olur.” sodzleriyle neden uzman kisilerin olmast
gerektigine 151k tutmaktadir. Mor kurum da beden egitimi ve spor uygulamalarini yaptiracak egitimciler hakkinda
“...Beden egitimi boliimii mezunu olmasina dncelik tutuyoruz. Ciinkii spor ¢aligtiracak.” seklinde bakis agisina
sahip oldugu gorilmektedir. Kurumlarinda yonetmelik ve tercih geregi herhangi bir spor uygulamasi
bulunmamasina ragmen beyaz kurum miidiirii de “Beden egitimi mezunu arkadaslarimin artik imza yetkilerinin
6zel kurumlarda da olmasini ¢ok istiyorum. Ozellikle rehabilitasyon merkezlerinde ¢ok isterim, ¢ok fazla agik ve
ihtiyag var.” ifadesinde bulunmaktadir.

Alan uzman gerekliligine inanan ve istihdami da bu yonde saglayan gri kurum “rekreasyon mezunu bir
beden egitimi dgretmeni ¢alistirtyoruz.”; mor kurum “atamali beden egitimi ve spor 6gretmenimiz var”’; mavi
kurum “rekreasyon boliimii mezunu zaten arkadasimiz.” ifadelerinde bulunmaktadirlar. Bu goriislere zit olarak
spor salonu bulunan ve sportif aktiviteler yaptiran pembe kurum ise, “Beden egitimi uzmanimiz yok, ii¢ tane fizik
tedavi uzmanimiz var, fizyoterapistimiz var.” diyerek aktiviteleri fizyoterapistlerin yaptirdigini dile getirmektedir.

Ogrenci degerlendirme alt temasma iliskin miidiirlerin gériisleri incelendiginde; 6zel gereksinimli
ogrencileri gézlemlemek, degerlendirmek ve sportif aktivitelere yonlendirmekle ilgili baz1 kurumlarin ¢abasi
oldugu goriilmiistiir. Genel bir degerlendirme yapan beyaz kurum miidirii “Spor mutluluktur bence. Mutlu
olduklari i¢in, mesela bizim kurumumuzda spor dort dortliik her anlamryla yapilsaydi, buraya ¢ocuklarin daha
mutlu gelecegini diigiinliyorum.” diyerek o6grenci gozlemini aktarmaktadir. Mavi kurum miidiri
“...Arkadaglarimiz elemelerden gecirdi ¢ocuklar1 ona goére ¢ocuklar yonlendirildi. ...kuliip bazinda sporculuga
secildi.” diyerek cocuklarin siki bir degerlendirme siirecinden sonra ydnlendirildigini ifade etmektedir. Mor
kurumda da ayni sekilde degerlendirmenin oldugu gériilmektedir: “Spor aktivitelerine katilacak olan ¢ocuklarimiz
seciliyor beden egitimi 6gretmeni tarafindan.” Kurum midiiriiniin “...buraya gelip 6zel egitim alip da spor
lisesinde okuyan 6grencimiz var.” s6zii de yonlendirme ve gézlemin bir sonucu olarak degerlendirilebilir. Gri
kurumda da her ¢ocugun yapabilecegi bir aktivite olduguna inanilarak gézlem ve yonlendirmeler yapilmaktadir.
Gri kurum miidiirii bu konuyu “...Aktivitelerin 6nemine de inaniyoruz gercekten. Her ¢ocugu bir ek aktiviteye
mutlaka yonlendiriyoruz yaptigimiz testler, degerlendirmeler ve goézlem sonucunda...” sdzleriyle dile
getirmektedir.

Farkindalik ¢aligmalari alt temasina iliskin miidiirlerin goriisleri incelendiginde; ailelere yonelik yapilan
sportif farkindalik ve bilgilendirme ile kurumlarin ¢esitli ¢abalar1 ve yonlendirmeleri oldugu anlasilmaktadir.
Beyaz kurum miidiiri “yonlendirme yapiyorum ozellikle bizim cocuklarimizda ylizmenin ¢ok ¢ok faydali
oldugunu diislinliiyorum ve bu konuda yonlendirmeler yapiryorum.” ifadesinde bulunmaktadir. Sar1 kurum miidiirii
“yaz doneminde mesela 6zellikle belediyelerin buradaki yerlerine yonlendiriyoruz. Her g¢ocuk bekliyor ¢iinkii
degisiklik istiyor yani yiizme olur...” s6zleriyle; Mavi kurum miidiirii de farkindalik ¢alismalariin yapildigini
“biz zaman zaman yaptigimiz aile toplantilarinda ya da birebir yaptigimiz aile toplantilarinda ve goriismelerinde
spor aktivitelerinin &grencilere, ya da miizigin, ¢ok faydali olacagini anlatiyoruz zaten.” sozleriyle dile
getirmektedir. Ayni sekilde mor kurum miidiirii de ““...Genelde olan toplantilarimizda bunlari izah ediyoruz, veliler
bunlarin farkinda, anlatildiginda bir de farkliliklar1 gériince zaten kendileri getiriyorlar.” sozleriyle; gri kurum
miidiiri de “...velilerimize de bunun 6nemini anlatryoruz. Aktif olarak var oldugumuzda bu tarz gosterilerde,
yarislarda ¢ocuklarin motive oldugunu gérmek bir seyler basarabildiklerini goren aileler de, gergekten evet ise
yartyormus, bunun farkina variyorlar zaten. Cevrede de bu sekilde farkindalik yaratabildigimize inantyorum.”
sozleriyle yonlendirme ve farkindalik ¢aligmalarinin yapildigint ve uygulamalara katilan ¢ocuklardaki olumlu
degisimleri gozlemleyen ailelerin sporu daha da benimseyerek ¢ocuklarina destek olduklarmi vurgulamaktadirlar.
Ayrica gri kurum midiirii farkindalik ve yonlendirme ¢aligmalarina ek olarak takip ¢aligmalarinin da oldugunu su
sozleriyle anlatmaktadir: “Ozellikle takibini yaptigimiz aileler de var. Hala yazilmadiniz mi? Hala bir yere
gitmediniz mi? Mutlaka gidin seklinde...” Sonug¢ olarak kurumlarin kendi c¢abalari ile g¢ocuklarin spora
yonlendirilmeye ¢alisildigr anlasilmaktadir.

Karsilasilan engeller alt temasina iliskin midiirlerin goriisleri incelendiginde; kurum her ne kadar ¢ocugu
beden egitimi ve spor uygulamalarina yonlendirse de, gonderse de, anlatsa da cocuklarin gesitli sebeplerden dolay1
aktivitelere katilamama ya da devam edememe gibi engelleri ortaya ¢gikabilmektedir. Bu konu hakkinda sar1 kurum
miidiiri “biz yoOnlendiriyoruz ama veli istemese biz de bir sey yapamiyoruz.” seklinde diisiincesini dile
getirmektedir. Diger yandan velilerin maddi imkansizliklart sar1 kurumun midiirii (“...zaten gelen velilerimizin
%90’1 maddi olarak zayif veliler.”) beyaz kurumun miidiirii (“Maalesef genel anlamda maddi olarak hani bir
kiilfete neden oldugu i¢in velilerimiz bu anlamda yeterli olamiyorlar.”) ve turuncu kurum miidiiriiniin (“Ailelerle
goriisiiyoruz ama genellikle sosyoekonomik diizeyi diisiik aileler oldugu i¢in bu bir dezavantaj oluyor.”) sdzleriyle
engel olarak ortaya ¢ikmaktadir. Ailelerin maddi ve manevi destegine deginen mor kurum miidiirii miisabakalarla
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ilgili 6rnekle durumu anlatmaya g¢aligmaktadir: “Yapilan miisabakalarda il digina gidislerde ¢ok biiyiik sikinti
oluyor. Bu ¢ocuklarin tek basina sorumlulugunu alip da gétiiremiyorsunuz ii¢ tane bile olsa... bireysel hep
yanlarinda birilerinin gelmesi gerekiyor. Onda da gelebilecek aileler var gelemeyecek aileler var.” Ulasim da beyaz
kurum miidiiriine gore &zellikle bedensel engellilerin spora katiliminda bir engel olarak goriilmektedir: “Ozellikle
bedensel yetersizligi olan ¢cocuklarda ulagim ¢ok biiyiik sikinti. Kendi araglar1 yoksa bir yerden bir yere gitmede
cok fazla sikint1 yasiyorlar. Gittikleri yerlerde de bazi engellerle karsilasinca ister istemez bu bireyleri spordan
uzaklastiriyor.” Aslinda bir noktada “...kendi araclar1 yoksa...” diyerek ailenin maddi imkansizliklarina da
deginmektedir. Bir diger engel olarak da yine sar1 kurum miidiirii “Cocugu bir spor salonuna gétiiremiyorum ben.
Gotiirmek hem benim i¢in maddi hem de manevi zorluk. Yani gotiiriiyorsun servisteki yakiti es gegiyorsun, bu
sefer ¢cocugu oraya gotiirdiigiinde diigse bir sey gelse basina biitiin sorumluluk sende.” sozleriyle yonetmelik
engelini de aktarmaktadir. Cocuklarin bagisiklik sistemlerinin de bir engel olarak ele alindigi da goriilmektedir.
Mor kurum miidiirii ylizme bransina deginerek “Haftanin belli giinlerinde yiizme kursu veriyor. Fakat maalesef bu
baslaniyor ama bir tiirlii devam etmiyor gocuklar ¢ok sik hastalandiklari i¢in. Bizim ¢ocuklarimiz 6zel olduklari
icin ¢ok sik hasta oluyorlar.” seklinde ifade vermektedir. Turuncu kurum miidiirii ise yine ylizmeye atifta bulunarak
“...bagisiklik sistemleri ¢ok diisiik oldugu i¢in ¢ocuklar yiizmede ¢ok c¢abuk hastalanabiliyorlar.” ifadesinde
bulunmaktadir. Pembe kurum miidiirii karsilagilan farkli bir engeli soyle dile getirmektedir; “...digarida bir
parkimiz olsaydi daha iyi olurdu. Onun yerine de velilerimizin, biliyorsunuz sigara igmek yasak ama, bahgede
dahil istedikleri i¢in bir tane ¢ardak yaptik oraya.” sdzleri cocuklarin oyun alanlarindan kisarak velilerin bekleme,
sigara icme alanlarinin yapiligini ortaya koymaktadir.

Gelisime katki alt temasi incelendiginde; miidiirlerin beden egitimi ve spor uygulamalarinin ¢ocuklarin
farkli gelisim alanlarina etki etmesine yonelik farkli goriisleri tespit edilmistir. Yesil kurum miidiirii sosyal
gelisime yonelik katkidan bahsederek “cok hareketli ¢ocuklarda, kural tanimayan ¢ocuklarda ¢ok olumlu etkileri
var. Bir kere kurallar1 6greniyor, sira olmayi, arkadas iliskilerinde diizelme oluyor.”; Beyaz kurum miidiirii “...bir
kere sosyal gelisimlerinde ¢ok biiylik katkisi olacaktir, 6zgliven anlaminda ¢ok biiylik katkisi olacaktir.”; Mor
kurum miidiirii ise “Grup sporlart yaptiklar1 zaman bir seyi birlikte yapmanimn, dogru yaparlarsa sevincinin
hepsinin, yanlig yaparlarsa biitiin grubun oldugunu 6greniyorlar.” ifadelerinde bulunmaktadirlar. Pembe kurum
miidiiri “eglenceli seyler miizik, resim ve spordur, beden egitimidir. En eglencelisi de beden egitimidir. Oyundur
yani.” onemine deginmektedir. Yesil kurum midiirii “burada basarma duygusunu yasiyorlar, motivasyonlar1
yiikseliyor, bunun gibi ¢ok yararl etkileri var.” sézleriyle; mor kurum miidiirii “en dnce 6zgiivenleri i¢in, ¢cocuk
bir seyi yapabiliyorum, basarabiliyorum anlaminda, bencilligini atiyorlar.” ifadesiyle; gri kurum midirii
“...gozlemledik, inanilmaz bir 6zgiliven artisi oluyor. Basarabildim duygusu...” sozleriyle ruhsal gelisimin
onemine deginmektedirler. Ayrica “cocugun burada tutum davraniglari bile degisiyor yani daha agresif ¢cocugun
daha 1liml1 oldugunu gérebiliyoruz.” (Gri kurum miidiirii). Beden egitimi ve spor uygulamalarinda disiplin bir
diger katki olarak ortaya ¢ikmaktadir: “ben sporun en ¢ok kazandirdigi fiziksel beceriden dnce insanin hayatinda
disiplin oldugunu biliyorum, gergekten bu disiplin hayati boyunca ¢ocugun okul yasantisina, ders ¢aligmasina,
mesleki basarisina kadar yanstyor.” (Mor kurum miidiirii). “Daha ¢ok kurallara uyar hale geldigini goriiyoruz ki
kural ¢ok 6nemli sporda ¢ocuklar1 disipline edebiliyor bu sekilde” (Gri kurum miidiirii). Yapilan goriismelerde
miidiirlerin farkli gelisimsel alanlara olan etkisine deginseler de uyarlanmig beden egitimi ve sporun ¢ocuklarin
gelisimsel alanlarina katki sagladig: belirtilmistir.

Akademik basartya yonelik mavi kurum miidiirii “...yetenegi olan 6grenciler ya da bedensel gelisimlerini
tamamlayacak ¢ocuklarimiz kendilerini ifade edeceklerdir bu derslerde agik agik. Dolayisi ile kisinin karakteri de
gelisecektir. Psikolojisi rahatlayacaktir, kendini ifade edebilecektir, bu sekilde gelisen bir ¢ocukta Tiirkge ve
matematik derslerinde ¢ok daha, yani s6zel ve sayisal derslerde akademik basarilari ¢ok daha fazla olacaktir diye
diisiiniiyorum.” sozleriyle akademik basari etkisini 6zetlemektedir. Gri kurum miidiirii de yine akademik basariya
yonelik “O, diger akademik basarisina da yansiyor.” seklinde ifadede bulunmaktadir. Yesil kurum miidiirii “Alt
katimizda oyun amagcli bir salon yarattik. Motivasyon amagh kullaniyoruz. iste derse kars1 isteksiz olan cocuklara
kars1 kullaniyoruz bunu 6rnegin iste ¢ocuk dersi dinlemek istemiyor, yazmak istemiyor, okumak istemiyor,
ogretmeni 6diil olarak teneffiiste cocukla bu oyun salonunu kullaniyor.” diyerek akademik gelisime destek amagh
olarak da kullandiklarindan bahsetmektedir. Diger yonden pembe kurum miidiirii “Akademik egitime bir katki
saglamaz. Ama ¢ocugun 6z bakim becerilerini, sosyal yagamina, sira beklemedir, kaynasmadir onlara tabii ki de
fayda sagliyor. Yani benlik saygist kazanmasini sagliyor. Ozgiiveni gelistiriyor yani bu zaten dnceden beri bilinir.”
diyerek farkli bir bakis acis1 sergilemektedir. Mor kurum miidiirii, otizm spektrum bozukluguna 6rnek vererek,
otizmde akademik beceri gelisimi i¢in beden egitiminden, komut yonteminden faydalanildigindan bahsetmektedir:
“otistik cocuklarimiz var, biz mesela komut ¢alisirken zorlandigimiz zaman, beden egitimi 6gretmeninden ¢ok
yardim aliyoruz. Komut almay1 daha rahat 6grenip bizle iletisimi daha iyi oluyor. Bireysel derslerde, bir diizene
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girmeyi bir sey dinlemesi gerektigini orda aliyor. Bunlar1 sporda alinca biz bireysel derslerde birebir galisirken
daha rahat ettigimiz oluyor. Yardim aliyoruz beden egitimi 6gretmenimizden o c¢ocuklar i¢in.” Yesil kurum
midiiri de 6zgiil 6grenme gligliigii tizerinden bir drnek aciklamada yapmaktadir: “...mesela 6zgiil 6grenme
glicligli c¢ocuklar Ozellikle sagini solunu karistirtyor. Yon bulma problemleri oluyor. Bedensel
koordinasyonlarinda problemler oluyor. Motor becerilerinde sikintilar oluyor. Bisiklete binme becerisinde zayif.
Bunlarin hepsinin gelismesi i¢in bu tiir caligmalarin yapilmasina kesinlikle ihtiya¢ var.” Turuncu kurum midiiri
de cocuklarin dogru spora yonlendirilmesine dikkat cekmektedir: “Dogru spora kanalize edilirse olumlu yonde
davranisg problemlerini ¢dzecegini diisiinliyorum.” Yapilan goriismelerde uyarlanmig beden egitimi ve sporun
ogrencilerin akademik basarisini olumlu etkiledigi yoniinde goriisler alinmistir.

Erken egitim alt temas: incelendiginde; Turuncu kurum miidiirii “0-6 yas arasi ne yapilabilirse 6zel
gereksinimli ¢ocuklarda hem zihinsel hem bedensel gelisimi agisindan bu siireci kagirmamak gerektigini
diistiniiyorum ben. Toplumdan uzaklastirmak yerine topluma kazandirmamiz gerekiyor.* sozleriyle erken egitimle
ilgili diislincelerini aktarmaktadir. Diger kurumlarda sozleriyle erken egitime vurgu yapmaktadirlar: “Erken tani
erken ¢oziim oluyor. Ne kadar erken baslarsa o kadar faydasi oluyor.” (Sar1 kurum miidiirii). “Ne kadar erken
baslarsak o kadar iyi, okul 6ncesi donemden baslamak tabii ki aligkanlik kazanmak agisindan son derece dnemli.”
(Yesil kurum miidiirii). “...disiplin temel anlamda ¢ok kiiciik yasta almaya baslarsa bunun da en giizel yolu sporla
verilmesi...”(Mor kurum miidiirii). “Spor yapma aliskanligini kiiciik yasta kazanan bireylerin ileride daha fazla
spor yaptigint ya da bunu bir hayat diizeni haline getirdigini gorebiliyoruz. O yiizden bir disipline olabilmek,
¢ocugunun kendini 6zgiirce ifade edebilmesi i¢in kiigiik yas grubu daha énemli...” (Gri kurum miidiirii). Yapilan
goriigmeler sonucunda kurum miidiirleri 6zel gereksinimli ¢ocuklarda erken doneminde spor aligkanligi
kazandirmanin 6nemli oldugunu vurgulamislardir.

Tartisma

Calismada ozel egitime ihtiyaci olan bireylerin egitim ortamlarindan biri olan 6zel egitim ve
rehabilitasyon merkezlerinde yiiriitiilen egitim hizmetlerinin daha iglevsel hale gelmesi adina egitimin ayrilmaz
bir pargast olan beden egitimi ve spor uygulamalarmin durumu ve miidiir goriislerinin 6nemli olmasi noktasindan
hareketle bu ¢alisma gergeklestirilmistir.

Goriismeler neticesinde MEB gdlgesi ana temasi altinda, yonetmelik engelleri alt temasina iligkin
miidiirlerin goriisleri incelendiginde, Milli Egitim Bakanligi Ozel Egitim Kurumlar1 Yonetmeliginde, beden
egitimi ve spor uygulamalariyla ilgili bir madde yer almadigini belirtmiglerdir. Bununla ilgili herhangi bir sart
kosulmadigindan, kurum, uyarlanmis beden egitimi ve spor uygulamasi yapmak istediginde bir takim yonetmelik
engelleriyle yiiz yiize gelmek zorunda kaldiklarini bildirmislerdir. Genel olarak kurumlarinda uyarlanmig beden
egitimi ve spor uygulamalarmin olmasinin 6grenciler i¢in de faydali olacagindan yoénetmelik engellerinin
giderilmesi yoniinde olumlu bir bakis a¢is1 oldugu sdylenebilir. Yapilan ¢alismalara da kurumlarda beden egitimi
uygulamalartyla ilgili yasal engellerle karsilagildigi bulgusuna ulasmistir (Ince, 2017; Nalbant & Izgar, 2018;
Orhan, vd., 2017). Ozel egitim ve rehabilitasyon merkezlerinde yapilan uyarlanmis beden egitimi ve spor
uygulamalart {izerine bilimsel ¢aligmalar incelendiginde ¢ocuklarin gelisimsel alanlar1 ve sosyal davranislari
iizerine olumlu etkileri oldugu belirtilmistir (ilhan, 2009; Karakas, 2018; Yilmaz, 2019). Arastirma sonugclari
calismada yoOnetmelik engelleri alt temasina iligkin miidiirlerin goriislerinden elde edilen bulgular1 destekler
niteliktedir. MEB gdlgesi ana temasi altinda olusturulan kurum inisiyatifi alt temasina iliskin miidiirlerin goriisleri
incelendiginde; kurumlarm gogunda beden egitimi ve spor uygulamasiyla ilgili MEB Ozel Egitim Kurumlar
Yonetmeligi’'nde yer almayan beden egitimi ve spor uygulamasinin aslinda kurumun kendi imkanlari ve
inisiyatifleri ile uygulandigia yonelik goriisler elde edilmistir. Bu dogrultuda inisiyatif alip uyarlanmis beden
egitimi ve spor uygulamalart yapan kurumlarin farkindaliklarinin daha yiiksek oldugu, ¢ocuklarin gelisimlerini
desteklemek adina biitiinciil bir yaklagim sergiledikleri sdylenebilir. Amerikan Ulusal Otizm Merkezi de (2015)
ozel gereksinimli dgrencilerin yasam kalitesinin en st diizeye ¢ikarilmast adina Umut Vadeden Uygulamalar
basligi altinda egzersiz uygulamalarini 6nermektedir. Yapilan ¢alismalar da incelendiginde bu merkezlerde diizenli
yapilan beden egitimi ve spor uygulamalarinin 6zel gereksinimli bireylerin gelisimsel alanlar1 iizerine etkileri
bildirilmistir (Cevik & Kabasakal, 2013; ilhan, 2008; Polfuss vd., 2018).

Egitimci 6zellikleri ana temasinda, egitimcinin kisilik 6zellikleri alt temasina iliskin miidiirlerin goriisleri
incelendiginde; ¢ocuklarin uyarlanmis beden egitimi ve spor uygulamalarini uzman egitimciler esliginde yapmasi
beklendiginde, egitimcilerin kisilik 6zelliklerinin 6nemli oldugu goriilmektedir. Nitekim dgretmenlik bilgi ve
beceri gibi alan yeterlilikleri gerektirdigi kadar tutum ve davramis gibi duyussal alan yeterlilikleri de
gerektirmektedir. Ogretmenin kisiliginden tavir ve davranislarma kadar pek ¢ok &zelligi, dgrenciler {izerinde
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olumlu veya olumsuz izler birakabilmektedir (Kose & Bedir, 2020; Onen, 2012). Yapilan ¢alismalarda dgretmen
kisilik 6zelikleri ve mesleki yeterlilikleri arasinda tarafsizlik, liderlik, disa doniikliik ve sakinlik, destekleyici olma,
neseli olma gibi faktorlerde anlamli iligki gosteren galigmalar mevcuttur (Kalafat, 2012; Kirdok & Doganiilkii,
2018; Manley, 1995; Murray, 1975). Bu sebeple 6zel egitim ihtiyaci olan bireylerle calisacak egitimcilerin en {ist
diizeyde fayda saglayabilmesi icin kisilik ozelliklerinin dneminin ve gerekliliginin ortaya ¢iktig1 sdylenebilir.
Egitimcinin mesleki 6zellikleri alt temasina iliskin miidiirlerin goriisleri incelendiginde; kurum miidiirlerinin
uyarlanmis beden egitimi ve spor derslerinin alan uzmanlar1 tarafindan yiiriitiilmesi gerektigini ve ozel
gereksinimli gocuklar ile ¢alisacak uzmanlarin alan deneyimli olmasi gerekliligini belirtmislerdir. Ogretmenlerin
mesleki yeterliliklerinin yaninda 6grencilerin egitim 6gretim faaliyetlerinden en iist diizeyde faydalanabilmelerini
saglamak i¢in, 6zel alan yeterliliklerine sahip olmasi gerekliligi vurgulanmaktadir (Karabulutlu & Pulur, 2017).
Cagm egitim gereklilikleri, 6gretmenlere yiiklenen yeni anlamlar, 6grencilerin farklilasan ihtiyaglart bireylerin
egitimleri konusunda yeni yaklasimlari ortaya ¢ikarmigtir. Tiirkiye’de 6zel gereksinimli bireylerin egitimlerinde
gorev alacak egitimcilerin yetistirilmesi hususunda engellilerde egzersiz ve spor bilimleri boliimlerinin agilmasi
ve acilmaya devam ediyor olmasi ile rekreasyon boliimlerinde terapatik rekreasyon alaninda uzman bireylerin
yetistirilmesi, bu yaklasimin benimsenmesi ile gerceklesmistir. Var olan beden egitimi ve spor dgretmenligi
programlarinda ilgili 6grencilerin mesleki egitimleri agirlikli olarak 6zel gereksinimli bireyler {izerine
yuriitilmemektedir. Bu sebeple Onerilen alan uzmanlarinin arasinda beden egitimi ve spor Ogretmenligi
bulunmamaktadir. Beden egitimi ve spor 6gretmenligi boliimlerinde 6zel gereksinimli bireyler ile ilgili yedinci
yartyilda 6zel egitim ve kaynastirma dersi ile sekizinci yariyilda uyarlanmig beden egitimi ve spor gibi yalnizca
iki adet ders miifredatta bulunmaktadir. Dolayisiyla engellilerde egzersiz ve spor bilimleri boliimleri ile rekreasyon
boliimlerinde hem mesleki yeterlilik hem de &zel alan yeterlilikleri dogrultusunda yetisen bireyler, ozel
gereksinimli bireylerin egitim aldig1 her ortamda geligimlerine ve egitim dgretimlerine katki saglayacak nitelikte
yetistirilmektedirler. Bu sebeple kurum midiirlerinin de stiinde durdugu alan yeterliliklerinin olmasi1 gerekliligi
bu alandan mezun bireyler tarafindan karsilanabilecegi diisiiniilmektedir. Diger yandan beden egitimi ve spor
ogretmenleri 6zel egitim okullarina atabilmektedirler. Alan uzmanlarina da isttihdam olanagi yaratilmasi gerektigi
diisiiniildiigiinden kurumlarda uyarlanmis beden egitimi ve spor uygulamalariin zorunlu hale gelmesi terapatik
rekreasyon ve engellilerde egzersiz ve spor bilimleri uzmanlarinin istihdami agisindan da 6nem arz etmektedir.

Diger alt tema olan brang karmasasi incelendiginde; yonetmelikte beden egitimi ve spor uygulamalari,
brang ve egitimci ile ilgili bir ibare olmadigindan, kurumlarin kendi bakig agilarina ve imkanlarina gore farklt
branslarda (fizyoterapist, okul dncesi, cocuk gelisimi vb.) egitimcileri beden egitimi ve spor uygulamalarina
yonelik uygulamalardan veya aktivitelerden sorumlu tutabilmektedirler. Bunun sonucu olarak da ortak bir goriis
ve uygulama yerine brans karmasasinin ortaya ¢iktig1 diisiiniilmektedir. Farkli bir alanda yeterliligi olan bireyin
baska bir alanda fayda saglamasi beklenemeyecegi gibi, ¢ocuklar igin de faydali olmayacagi diistiniillmektedir. Bu
durum hem egitimcinin yeterligi olmadig1 bir alanda uygulama ve bilgi zorluklar1 yagsamasina hem de 6grenci
acisindan beden egitimi ve spor uygulamalarina yonelik yanlig tutumlar gelistirmesine sebep olabilir. Yapilan
caligmalar incelendiginde alanda uzman olmayan bireylerin uygulamalarinin olumsuz yansimalari oldugu
bildirilmistir (Duman & Ulubey, 2008; Karatas & Baltaci, 2013). Bu sebeple verilen egitimin dogrulugu ve
aktarimi i¢in nitelikli egitim uygulamalarindan ve uygulayicilarindan s6z edilmesi gerekmektedir.

Beden egitimi ve spora yonlendirme ana temasinda, 6grenci degerlendirme alt temasi incelendiginde; 6zel
gereksinimleri &grencileri gozlemlemek, degerlendirmek ve sportif aktivitelere yonlendirmekle ilgili bazi
kurumlarm cabas1 oldugu goriilmektedir. Ozel egitim ihtiyaci olan bireylerin ilgi ve yetenekleri dogrultusunda
spor aktivitelerine yonlendirilmesi ve spor organizasyonlarina katilmalari &zgiivenlerinin gelismesine,
bagimsizlagmalarina ve sosyallesmelerine katki saglamaktadir (Cevik & Kabasakal, 2013; Ilkim vd., 2018;
Kuruoglu & Uzungayir, 2020). Bu anlamda 6zel egitim ihtiyaci bireylerin erken yasta spora yonelik yeteneklerinin
belirlenmesi ve yonlendirilmesinde alan uzmanlarmin gerekliligi bir kez daha ortaya ¢ikmaktadir. Tiirkiye’de
uygulanan engelli politikalarinda 6zellikle Genglik Spor Bakanligi’nin engeli olan 6grencilerin engeline uygun
spor aktivitelere katilabilmeleri igin gerekli tedbirlerin alinmasi, 6zel egitim kurumlari arasi sportif faaliyetleri
gelistirme konusunda gerekli ¢aligmalar oldugu bilinmektedir (Mumcu, 2018). Bunlarin gerceklestirilmesinde
onemli faktdrlerden biri de 6grencilerin alan uzmanlari tarafindan dogru bir sekilde amaca uygun degerlendirilmesi
ve yonlendirilmesiyle olacagi digiiniilmektedir. Farkindalik caligmalari alt temasina iligkin miidiirlerin
goriiglerinde, ailelere yonelik yapilan sportif farkindalik ve bilgilendirme ile kurumlarin gesitli ¢abalart ve
yonlendirmeleri oldugu anlasilmaktadir. Cocuklarin spora ydnlendirilmesinde aile ve sosyal ¢evre birincil
dereceden etkilidir (ikizler, 2002). Devletin engelli spor politikalarinda da engellilerin ailelerini, sporla elde
edilebilecek kazanimlar konusunda bilgilendirmek, engellileri spora yonlendirmek igin gerekli egitim
calismalarini yapmak yer almaktadir (Mumcu, 2018). Bu dogrultuda kurumlarda alan uzmanin bulunmasi, bu alana
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yonelik yapilacak bilgilendirme, yonlendirme ve farkindalik ¢aligmalarinin amaca ulagmada etkili olacagi
diisiiniilmektedir. Karsilagilan engeller alt temasinda, kurum her ne kadar cocugu beden egitimi ve spor
uygulamalarina yonlendirse de, gonderse de, anlatsa da c¢ocuklarin gesitli sebeplerden dolay1 aktivitelere
katilamama ya da devam edememe gibi engelleri ortaya ¢ikabilmektedir. Bu engellerin hem ailelerin Sosyo-
ekonomik durumlarmdan hem de kurumlarin maddi imkansizliklarindan kaynaklandigi goriilmektedir. Yapilan
aragtirmalarda da kurslarin maliyeti, fiziksel aktiviteyi nerede ve nasil yapacagini bilememe, ulasimin uygun
olmamasi, fiziksel aktivite aletlerini kullanmayi bilmeme, aile ve toplumun bakis acisi1 gibi sebeplerden
kaynaklandig bildirilmistir (Anderson vd., 2005; Heller vd., 2002; Rimmer vd., 2008). Engelli bireylerin diizenli
fiziksel aktiviteye katilimi sagliklarinin korunmasi agisindan da 6nem arz etmektedir (Philips vd., 2009). Bu
sebeple bu engellerin en aza indirilmesi ve katilimin arttirilmast kurumlarda yonetmelik ¢ergevesinde beden
egitimi ve spor uygulamalarinin zorunlu hale getirilmesi ve desteklenmesi ile ¢oziilebilecegi diisiiniilmektedir.

Gelisim biitiinliigii ana temasi, gelisime katki alt temasinda, kurum miidiirleri, beden egitimi ve spor
uygulamalarinin ¢ocuklarin gelisimsel alanlari iizerine etkileri oldugunu, 6zellikle sosyal gelisim, kisilik gelisimi,
ruhsal gelisim, motor gelisim ve akademik becerilerinin gelisimi iizerindeki etkilerini vurguladiklar
goriilmektedir. Yapilan ¢aligmalar incelendiginde beden egitimi ve spor uygulamalarinin engelli bireylerin bu
gelisimsel alanlar tizerinde pozitif yonde etkileri oldugu belirtilmektedir (flhan, 2009; Ozer & Sahin, 2011; Sahin,
2015). Bu dogrultuda kurumlarda beden egitimi ve spor uygulamalarinin zorunlu olmas: kurumlardan hizmet alan
bireylerin gelisimlerine ve toplumla biitiinlesmesine katki saglayacagi diigiiniilmektedir. Erken egitim alt temast
incelendiginde, kurum miidiirlerinin genel olarak erken ¢ocukluk dénemi egitiminin énemini vurguladiklar1 ve
beden egitimi ve spor uygulamalarinin ne kadar erken baslanirsa o kadar fayda saglayacagi goriisiiniin hakim
oldugu anlasilmaktadir. Erken ¢ocukluk, yasamin 0-8 yas arasini kapsadigindan, erken yaslarda olusturulacak
temel, ¢ocugun tiim hayati boyunca etkili olacaktir. Cocugun okul dncesi donemdeki yasantilari ve deneyimleri
onun ileriki yagam i¢in temel olusturur (Ercan, 2012; Giiven & Azkeskin, 2014; Tungeli & Zembat, 2017). Bu
temelin olusturulmasinda hareket egitiminin 6nemi ortaya ¢ikmaktadir. Hareket dogumla baglar ve bireyin yasami
boyunca devam eder. Kiiciik ¢ocuklarda 6grenilen hareket deneyimleri, gelisimin biitiin yonleri i¢in gereklidir.
Ozellikle yetersizligi olan ¢ocuklarin gelisimleri géz oniine alindiginda erken dénemde baslayacak beden egitimi
ve spor uygulamalarinin, bu ¢ocuklarin gelisimsel alanlart i¢in ¢ok daha etkili olacagi sdylenebilir. Bu da
kurumlarda beden egitimi ve spor uygulamalarinin olmasi gerekliligini ortaya ¢ikmaktadir.

Sonug¢ ve Oneriler
Aragtirmanin sonucunda ulagilan sonuglar ele alindiginda;

1. Elde edilen temalardan, kurumlarda resmi olarak beden egitimi ve spor uygulamasi olmasa da kurumlarin
duyarliligy, ilgisi ve cabasi sayesinde kisitli ya da genis ¢apli beden egitimi ve spor uygulamalariyla ilgili
hizmet ve yonlendirmelerin yapildig: goriilmektedir.

2. Kurumlarin, yonetmelikte beden egitimi ve spor alaninda bir modiil eklenir ve bu konuda zorunlu
tutulurlar ise beden egitimi ve spor uygulamalari konusunda saha, materyal, uzman gibi tiim gereklilikleri
yerine getirecekleri anlagilmistir.

3. Yonetmeligin golgesinde ¢aba harcayan, sportif uygulamalarin 6zel gereksinimli gocuklara saglayacagi
yararlarin farkinda olan kurum miidiirleri i¢in maddi ve manevi imkanlar1 zorlamak, inisiyatif kullanmak
egitim icin atilmasi gereken bir adim olarak goriilmektedir. Bu kapsamda Milli Egitim Bakanligi Ozel
Egitim Kurumlart Yonetmeligi’nin 6zel egitim kurumlarinda personel gorevlendirilmesine ait 7. Madde
icerisinde zorunlu bulunmasi gereken personel kapsaminda rekreasyon alan uzmanlari ve engellilerde
beden egitimi ve spor 6gretmenlerinin de olmasi ve istihdam edilmesi gerekliligi genel goriis olarak ortaya
¢ikmaktadir.

Bu sonuglar dogrultusunda;

4. Milli Egitim Bakanlig1i’nin, konu iizerine ¢aligma yaparak 6zel egitim ve rehabilitasyon merkezlerinde
uygulanan egitim hizmetleri icerisine beden egitimi ve spor modiiliinii eklenmesi,

5. Beden egitimi ve spor uygulamalarini yapacak alan uzmani personelin rekreasyon alan uzmanlari,
engellilerde beden egitimi ve spor 6gretmenlerini zorunlu bulundurulmasi,

6. Bu merkezlerde iiniversitelerin Spor Bilimleri Fakiiltelerine bagli, engelliler igin beden egitimi ve spor
bo6lim mezunlarmin istihdam edilmesi,
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7. 1leride yapilacak olan caligmalarda katilimei sayilarmin arttirilarak farkli illerde de incelenmesi ve
kurumda calisan diger egitimcilerin de goriislerinin alinmasi dnerilmektedir.
Yazarlarin Katki Diizeyleri

Her iki arastirmaci da ¢alisma konusu belirleme, aragtirma deseni, verilerin toplanmasi, verilerin analizi,
ve ¢aligmanin raporlanmasi kisimlarinda esit sekilde katki vermislerdir.
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Abstract

Introduction: This study aimed to determine the current situation regarding physical education and sports
practices for special needs students in special education and rehabilitation centers and to analyze the views of the
directors of these institutions in detail.

Method: The case study design used for qualitative research was employed. The research was conducted in nine
institutions operating in the Izmit district of Kocaeli province, Turkey, via selection through easily accessible case
sampling. The directors of the institutions were interviewed individually following semi-structured interview
forms. The data obtained were analyzed using the content analysis method.

Findings: In line with the opinions expressed by the participants, four main themes and ten sub-themes emerged.
The main themes identified were the shadow of the Ministry of National Education, educator characteristics,
guidance toward physical education and sports, and integrity of development.

Discussion: Although there are no official guidelines for physical education and sports, services and guidance
pertaining to physical education and sports exist thanks to the sensitivity and efforts of the institutions. The
participating directors revealed the desire to add a module in physical education and sports to the regulations, and
they are committed to fulfilling the relevant requirements. For the directors of the institutions, who undertake their
efforts in the shadow of the regulations and are aware of the benefits that sports practices will provide to children
with special needs, using their initiative and whatever financial and moral means are at their disposal are viewed
as necessary steps to be taken in the name of education. Within this context, physical education and sports teachers
and recreation leader should also be included and employed as personnel in such institutions, a condition that
should be considered mandatory in the Special Education Institutions Regulation of the Ministry of National
Education.

Keywords: Special education and rehabilitation center, adapted physical education and sports, students with special
needs, opinion, director.
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Introduction

The impact of early childhood years on the child's development is undeniable. Children who are
developmentally delayed compared to their peers should begin benefiting from the early education services
available to them to minimize the impact of developmental disabilities and associated risk factors, as well as
implement the necessary measures (Cavkaytar & Diken, 2013). Following an educational performance evaluation,
children with developmental disabilities must be placed in the most appropriate educational environment and
receive special education support. Special education and rehabilitation centers, which constitute the special
education support and education environment, operate in line with clause N of Article 3 of the Special Education
Institutions Regulation (SEIR) of the Turkish Ministry of National Education (MNE). These institutions take part
in “all of the studies conducted to eliminate or minimize the effects of disabilities in individuals with disabilities,
to maximize their abilities, ensure their adaptation to society, and to develop their basic self-care skills,
independent living, and professional skills” (SEIR, 2012). The objectives of the education services provided in
special education and rehabilitation centers as per Article 5 also include the following: “a) to prepare individuals
for life in line with their interests, needs, abilities, and competencies by using special methods, personnel, tools,
and equipment; b) to cultivate productivity so that individuals can work in cooperation with and adapt to their
environment, and; ) to implement support training activities in order to ensure that individuals can adapt to society
as well as develop basic self-care and independent living skills” (SEIR, 2012).

As per the special education services directive defining the objectives of educational support programs,
students should receive education and support in all fields and disciplines (SEIR, 2020). In this respect, the
importance of both the diversity of the courses and the competence of the field-specific personnel in supporting
the developmental areas of the individuals in need of special education through the educational support services
provided in the centers becomes evident. However, the educational support courses offered by these centers
exclusively involve academic skills (Dogaroglu & Diimenci, 2015; SEIR, 2012; Siilin & Girli, 2016). Together
with the modules of Turkish, mathematics, cognition self-care found in the Educational Performance Evaluation
Forms prepared in the Guidance and Research Centers (GRC) and used in educational evaluations, there is also a
psychomotor skills module to evaluate the motor development of children requiring special education. Motor
development is defined as the mobilization of the organism in parallel with the physical growth and development
of the central nervous system (Ulug, 2015). Goodway et al. (2019) defined it as changes in observable motor
behaviors that progress throughout life as a result of the interaction of maturation and learning. The importance of
physical education and athletic activity cannot be denied, especially as they support and improve motor
development. Although the contribution of physical education and athletic activity to motor development and other
developmental areas of children requiring special education is well understood, they also impact and cultivate
skills for daily life, self-care and social life while facilitating the child’s general development (Barton, 2017,
Filazoglu et al., 2015; Hodge et al., 2017; Orli¢ et al., 2016; Wilhelmsen & Serensen, 2017; Yilmaz & Mirze,
2020; Yilmaz et al., 2019). Hence, in special education and rehabilitation centers where children receive supportive
education, physical education and sports practices adapted according to the principle of the integrity of
development are also important for the psychomotor module assessments performed by physical education experts
and to support children’s development. Despite being limited in number, studies in Turkey have investigated
parents’ thoughts on the subject (ince, 2017; Sukan, 2013), barriers to the participation of people with disabilities
in sports (Nalbant & Izgar, 2018), and the views of institution directors on adapted physical education lessons in
institutions (Orhan et al., 2017; Sarol et al., 2022). In the studies conducted, results were obtained that adapted
physical activity contributes greatly to individuals with special needs, is important in the selection of the
rehabilitation center, the awareness of the directors of the institution is high, but there is no demand for these
applications from the families. The current study is distinguished from previous studies in the literature in that it
includes institutions that both have and have not implemented adapted physical education and sports practices,
interrogating the managers concerning the requirements of these practices, the qualifications of the relevant
personnel, the requirements of the personnel trained in the field and the necessity of making physical education
and sports mandatory. Adapted physical education and sports practices have been carried out in schools and
institutions where individuals with special needs receive education, and regulations exist for these practices (Al-
Hadabi et al., 2021; Ulyana et al., 2016). However, in accordance with Turkish regulations, trainers and experts in
the field of physical education and sports for disabled individuals are not considered compulsory personnel in such
institutions, as no module includes the basic concepts of adapted physical education and sports or how to
implement and evaluate them (SEIR, 2019).
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Considering the effects of physical education and sports practices on motor development, the adapted
physical education and sports module should be updated by incorporating psychomotor skills. Given the age ranges
of the students receiving supportive education and the aims of the institutions, teachers and experts trained in
physical education and sports for disabled individuals are necessary. The views of educators in contact with
students in need of special education are of the utmost importance in determining these requirements. Therefore,
the present study was conducted to determine the current situation regarding the adapted physical education and
sports practices implemented for special needs students in special education and rehabilitation centers and to
examine the views of their directors in detail. The reason for choosing the directors is that they are responsible for
the planning and execution of education and training activities. For this purpose, we sought answers to the
following questions:

1. What are the requirements or training that involve adapted physical education and sports practices in these
institutions?

2.  What activities are used to guide children and inform families about adapted physical education and sports
practices?

3. What are their views on adapted physical education and sports practices for individuals requiring special
education and the benefits they provide?

4. What are the qualifications of educators who perform adapted physical education and sports practices in
these institutions?

5.  What are the possibilities for spaces and materials for adapted physical education and sports practices?
Method
Research Model

The research was conducted employing a case study design and a qualitative research approach to
determine the current situation regarding the adapted physical education and sports practices used for special needs
students in special education and rehabilitation centers and to examine the views of the centers’ directors in detail.
In a case study, defined as an investigation into a particular situation, the factors (e.g., events, environment,
individuals) present in a given situation are examined using a holistic approach, with a focus on how they (the
factors) affect and are affected by the relevant situation (Yildirim & Simsek, 2013).

Participants

The participants comprised the directors of special education and rehabilitation centers operating in the
Izmit district of Kocaeli province. Nine directors were interviewed by contacting the special education and
rehabilitation centers operated by the district via easily accessible situation sampling (Y1ildirim & Simsek, 2013).
Seven of the directors were retired classroom teachers, one director was a recreation leader and one director was
a psychologist. Directors range from 26 to 58 years old. In the study, each center and its director were assigned
the same color code to conceal the names of both; the color codes used were red, yellow, green, blue, purple, pink,
gray, white, and orange. The study was confined to institutions in the city center, whether or not they have
implemented adapted physical education and sports practices, and the directors of those institutions.

Within the scope of the present study, interviews were conducted with the directors of nine special
education and rehabilitation centers to obtain information on their physical education and sports practices. While
five of the nine institutions hold adapted physical education and sports practices in special physical education areas
allocated on their premises, one institution conducts these only in the summer season, in the garden. No such
physical education and sports practices have been implemented in three institutions, nor is there an area to do so.
Five institutions implementing adapted physical education and sports offer these as group lessons, while one
provides both group and individual lessons. In two of these institutions, physical education and sports practices
occur for two hours twice a week, whereas in the other four, these sessions are performed one hour per day. Upon
examination, three physical education and sports teachers and two recreation experts were revealed to be involved
in these sessions. Physiotherapists, child development specialists, and preschool teachers all participate in activities
for students with special needs.
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Data Collection Tools

Individual interviews were conducted with the directors of special education and rehabilitation centers
using semi-structured interview techniques. The interview questions were prepared by the researchers based on a
literature review of the subject (ilhan, 2008; 2009; ince, 2017; Nalbant & Izgar, 2018) and in accordance with the
objective of the study. In addition, the questions were reviewed by academic experts in the field and were finalized
by making the necessary madifications. The interview questions concerned whether physical education and sports
practices were employed in the special education and rehabilitation centers, the educators' competencies and
qualifications in guiding children and informing families about physical education and sports practices, and the
benefits of the latter for individuals with special needs. With this objective, the following questions were posed to
the participants:

1. What are the requirements or training that involve adapted physical education and sports practices in these
institutions?

2.  What activities are used to guide children and inform families about adapted physical education and sports
practices?

3. What are their views on adapted physical education and sports practices for individuals requiring special
education and the benefits they provide?

4. What are the qualifications of educators who perform adapted physical education and sports practices in
these institutions?

5. What are the possibilities for spaces and materials for adapted physical education and sports practices?
Data Collection

Face-to-face interviews with the study participants were held in their offices at the special education and
rehabilitation centers; all interviews were conducted by the same researcher. Prior to the interviews, the directors
were informed about the subject of the study and gave their consent. Interviews were conducted within two weeks
after the directors agreed to participate and lasted between 20 and 35 minutes each. With the participants'
permission, the interviews were recorded using a voice recorder. Ethical approval was granted by the Scientific
Research and Publication Ethics of Mug Alparslan University, dated 01.07.2021-15951.

Data Analysis

The interviews were transferred from the voice recorder to a computer through transcription. The
qualitative data obtained were examined using content analysis, which involves collecting similar data in line with
certain codes and themes and presenting them to the reader in a meaningful way. Inductive analysis, i.e., coding-
based content analysis (Yildirim & Simsek, 2013), was employed to explain the phenomena or theory underlying
the data from the codes that emerge and the relationships between them. The analysis was completed by classifying
the codes obtained from the content analysis under a certain theme (Yildirim & Simsek, 2013).

The data, coded and themed independently by the researchers, were then finalized by identifying the
common codes and themes. An academic who is an expert in therapeutic recreation and experienced in qualitative
studies also checked the coherence of the codes and themes. Finally, the analysis process was concluded with
creating and interpreting the findings.

Validity and Reliability

Validity refers to checking the findings during the research process by the researchers (Dede, 2017). For
the internal validity of the present study, a literature review was conducted prior to the preparation of the interview
questions, a deep-focused data collection process was utilized in the interviews with the participants, more than
one researcher was involved in data analysis, and an expert in the fields of qualitative research and therapeutic
recreation was consulted during question preparation and analysis. The researchers included academics with
therapeutic recreation expertise and adapted physical education and sports. One researcher had worked with
institutional initiatives in various rehabilitation centers for many years and had the chance to observe the effects
of adapted physical education and sports directly. The researchers aimed to study the managerial processes
involved in how these positive developments, which they experienced both in their academic studies and work
life, were perceived and welcomed by the directors of the institutions. In this context, explanations were sought
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for the external validity of the codes and themes that emerged by including direct quotations without adding
comments to the data (Yildirim & Simsek, 2013).

Reliability involves detailed note-taking on the part of qualitative researchers so that each precise step of
the research process can be followed as closely as possible (Dede, 2017). To ensure the internal reliability of the
present study, the codes and themes were identified and then finalized with common codes and themes
independently by two researchers. In addition, an academic in therapeutic recreation, who is also an expert in
qualitative research, checked the coherence of the codes and themes obtained using content analysis with a holistic
approach. The agreement between the coders was determined to be 90%. Miles and Huberman (1994) reported
that for a study to be robust, the intercoder agreement should be at least 80% according to the internal consistency
formula [(consensus / (consensus + disagreement)]. To maximize the external reliability of this study, the position
of the researchers in the data collection process and the general method of the study were explained in detail.

Results

Based on the results of the content analysis, four main themes emerged. The sub-themes and main themes,
together with their codes, are presented in Table 1.

Table 1
The Main Theme, Sub-Theme, and Codes Revealed from the Interviews with the Managers
Sub-theme Codes Managers
=5 No obligation to practice physical education and
> >= S ngu_latory sports, lack of modules, lack of field experts, Red, yellow, white, orange
S8c% arriers unsuitable physical conditions, lack of materials
C c = 0
S 83 — Group work, individual work, regular physical .
& @ < ngmgm education and sports practices, physical and Gr;aaen,frl:r?,furple, pink,
== material opportunities created gray, 9
Personallty . Child-loving, patient, sympathetic, affectionate Red, green, white
9 characteristics
sB Professional Must be an expert in the field, must be Green, purple, gray,
S g characteristics ~ experienced orange, yellow, blue,
3 & pink
[ W s - Child development specialist, preschool teacher
= 1 1
§ © Cc_JmpIexny of physiotherapist, physical education and sports Blue, gray, green, orange,
s field : L purple, pink
pt teacher, recreation specialist
£ -
= cg Student Observation, talent selection Green, blue, purple, pink,
8 = assessment gray
So Red, yellow, green, blue,
S5 Awareness - . _ . . - )
S5 . Briefings, cooperation, negotiations, orientation purple, pink, gray, white,
g activities
5SS _ _ o _ orange
2 g Obstacles Family unconsciousness, dlfflculty in Yellow, white, pink,
£ = transportation, low socioeconomic level,
AR encountered green, orange

institutional economic difficulties

Contribution to

Social development, motor development, self-

Red, Yellow, Green, Blue,

confidence, physical development, mental
development, sense of achievement

Purple, Pink, Gray,
White, Orange

Red, yellow, green, blue,
purple, pink, gray, white,
orange

development

Early education  Necessity, start in early childhood

Integrity of
development

As shown in Table 1, four main themes and ten sub-themes were identified by means of content analysis
depending on these main themes. Under the main theme entitled “the shadow of the Ministry of National
Education” are the sub-themes of institutional initiative and regulatory barriers. The main theme of “educator
characteristics” includes the sub-themes of personality characteristics, professional characteristics, and complexity
of the field of expertise. The main theme of “physical education and sport guidance” consisted of the sub-themes
of student assessment, awareness activities, and obstacles encountered. Finally, the main theme of “integrity of
development” contained the sub-themes of contribution to the development and early education. Certain views of
the participants on the sub-themes and codes are as follows:

On the topic of regulatory barriers, since the Special Education Institutions Regulation of MNE does not
include an article on physical education and sports practices and there are no stipulations regarding this, institutions
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encounter a number of such obstacles when attempting to implement physical education and sports programs. The
director of the green institution described the response he received in these words: “Sorry! We do not give lectures
on these support training programs related to physical activity in the GRC (affiliated with the MNE); we work in
line with the modules and courses in the support education program.” The director of the red institution, which
does not offer physical education and sports, stated, in reference to such regulations, “...there is no module that
requires any physical education activities, there is no legal or official requirement to do that. National education
does not want that from us anyway.” Regarding whether the institution had any field allocated for physical
education and sports, the same director also explained that “...our building is unsuitable. In other words, there are
no modules because of this...” The director of the yellow institution responded to the same question, saying “...no,
because it is not in our program, we do not have the materials for it...”, while again mentioning that they have not
provided any such area because they are not obligated to. The director of the pink institution concurred, simply
stating: “...we do not have to”. The director of the orange instituted agreed: “There is no obligation. If it were
necessary, we would all find places and open them accordingly when first opening the institution.” The director
of the white institution explained that “Our courses continue in line with the modules given to us by our guidance
research center”, attributing the absence of a field suitable for physical activity to the regulation, which does not
require it. The director of the gray institution manager said, “We definitely believe that it would be very good
because we know that only classroom activities are not enough for us as an institution. We need to see not only
academic education in the classroom but also the ability of the child to learn in the natural environment and to
generalize what he has learned.” This statement indicates that awareness of physical education and sports, which
they cannot provide, has been adopted at an institutional level. Most institutions can actually proceed as they wish
within a broad framework if so stipulated in the regulations. Emphasizing the importance of support from the
Ministry of National Education, the director of the green institution expressed the following view: “There should
definitely be sports activities. We do this using our own resources, but if the Ministry of National Education
supports it and allocates an allowance for this, we would love to see physical education teachers and recreation
specialists in our institution. We want to work. We want to improve the quality, we want to make it [our institution]
more suitable for its purpose. For that, we need to have access to means.” The director of the pink institution also
thought that “Physical education or physical activity should be made compulsory.” Referring to the regulation
concerning the shortage of field experts in the institution, the director of the white institution stated:
“Unfortunately, the curriculum is in front of us, so when choosing, we have to get a colleague who has signing
authority. If we have a colleague who is a physical education or recreation graduate, we can work more actively.”
He added that as per the regulation, an expert in the field cannot be employed because he does not have signing
authority.

Regarding the institutional initiative subtheme, for most of the institutions, the views obtained from their
directors on physical education and sports, which are not included in the NME Special Education Institutions
Regulations, revealed that the institutions actually implemented their own initiatives, relying on their own means.
The director of the green institution declared, “We, as an institution, believed in the necessity of this, so we talked
to the university. A student from the physical education department gave us direction. With the guidance of that
student, we carried out a number of sports activities in our institution. Otherwise, we have no such obligation. We
do this because we want it as an institution.” In short, the institution undertook those practices on its own initiative
with the involvement of an expert. The director of the purple institution secures children’s participation in sports
activities by providing group lessons in the form of physical education on his own initiative. The manager of the
gray institution explained the lesson hour arrangements as follows: “We employ a physical education teacher who
is a recreation graduate. Whatever training he does in our group, he adjusts the course materials according to the
characteristics of the group. Every child receives physical education for four hours on a monthly basis. ... we give
four hours of ourselves. Without any charge, of course.” It was emphasized that these practices were carried out
by taking the initiative completely in institutions.

Concerning the spaces created for physical education and sports by the institutions using their own means
and materials, the director of the green institution stated, “We created these possibilities ourselves.” The director
of the blue institution expressed that his time is fully accounted for, while the director of the pink institution said,
“We only do these things when we don’t have to. So that there are activities for the children...” On the subject of
the spaces created for physical education and sports, the director of the blue institution stated simply: “We did it
ourselves.” Continuing, he conveyed what the institution created by making use of its own resources: “Our hall is
not a very big hall. However, we have two ping-pong tables there, we have a bowling alley. We made it ourselves.
We have climbing stairs. We also have vehicles where we can do fun athletics. We have bikes. We have
trampolines. We have Pilates balls. In addition, our teacher also performs folk dances and physical education

Karakas & Yilmaz 2023, 24(3)



DIRECTORS’ VIEWS ON ADAPTED PHYSICAL EDUCATION AND SPORTS PRACTICES IN SPECIAL 425
EDUCATION AND REHABILITATION CENTERS

activities individually and in groups in our shelter.” The director of the purple institution director mentioned the
transformation of the center’s lower floor into a sports area: “The entire ground floor of the building is completely
open and is used as a gym.” In a similar vein, the director of the gray institution manager declared: “The complete
lower part of our institution is a gym. We have an area of 60 m2, it does not have too many stimuli.” He explained
that there are special physical education and sports areas reserved for children. The director of the pink institution
noted, “We have a separate gym downstairs as we have a physiotherapy area.” Revealing awareness of the benefits
of physical education and sports, the director of the green institution remarked, “We have two large halls. However,
of course, we do these using our own means, unfortunately, there is no place for them in the support education
programs of national education, so we want to reach better places with our efforts and be beneficial to children.”
The director of the white institution commented: “For fine motor skills, to work finger muscles, there can be soft
or hard balls, large or small balls. Other than that, what could there be? We have floor mats, we use them in
somersaults, we can use them in classroom exercises.” The director of the red institution remarked, “However, our
group room can also be used as a gym by turning it into a gym. Our parents made such a request of us for
gymnastics, | hope we will carry out a study on it. In fact, we can do it if we want to.” Conveying his thoughts on
what can be done to facilitate sports activities, he drew attention with the statement, “...we can do it if we want.”

Explaining that they cannot practice physical education and sports because they do not have indoor areas,
the director of the orange institution stated that they use the garden as an alternative: “There is no physical
education, we can’t do group lessons in the winter since we do not have a place, but we have one physical education
teacher because our garden is available in the summer. He conducts sports activities.” The director of the blue
institution mentioned being able to use alternatives for the swimming facilities that they could not provide: “I wish
there were a swimming pool in my school. Closed or open, but we do not deprive our children of this. We took
them to Kocaeli University’s swimming pool, and we will take them this year, as well. There are municipal
swimming pools nearby, we take them there, as well.” Regarding swimming, the director of the purple institution
also commented that they secured an opportunity for the children that they could not provide to them via their own
means and initiatives: “...We are forming a team, in agreement with a place, and our physical education teacher
gives them swimming lessons on certain days of the week.”

The study participants stressed the importance of educators’ personality traits in the implementation of
physical education and sports practices for children, with the support of experts. The director of the red institution
stated that “Experience is absolutely a plus, but they must love children first, special education also requires love
and patience.” According to the director of the green institution, in reference to the educator-child relationship,
“They need to establish a close relationship with children, smile, understand, and love children.” The director of
the white institution emphasized the importance of certain personality traits, saying: “I would love for them to be
sympathetic, because our children yearn to see happy faces, to be loved, to be treated warmly... They don’t want
to be excluded. Those would be the biggest factors in my hiring.”

Concerning the sub-theme of the educator’s professional characteristics, the director of the red institution
stated: “...it is not our job, sports must be included in special education, while they [the students] are being
prepared to stand on their own two feet, they must enjoy physical health.” The director of the green institution
stated: “He must know the job well, he must be active, he must be organized and have a plan. He needs to choose
his materials well.” The director of the gray institution expressed, “It is important for us that the educator has
experience in the field.” Additionally, emphasizing the importance of experience, the director of the orange
institution said, “We take into account if he has worked in a rehabilitation center or in the field of disability before.
We are looking for a certain level of experience.”

On the sub-theme of complexity or confusion pertaining to area of expertise, since the regulations contain
no relevant statements, institutions can give teachers in different areas responsibility for classes or activities related
to physical education and sports, based on the perspectives of and opportunities available to the institutions
themselves. As a result, confusion regarding areas of expertise has emerged in place of shared views and language.
The director of the blue institution stated, “...the preschool teacher has signing authority. A special education
classroom teacher has signing authority, but for some reason, a recreation department graduate or a physical
education teacher does not have signing authority. This is very wrong! I want this fixed.” In support of experts,
the director of the yellow institution maintained, “There should be physical education modules in the GRC reports
so that we can employ experts on a permanent basis. It benefits children to have a standardized program designed
by specialists.” Regarding educators who teach physical education and sports, the director of the purple institution
noted: “...We give priority to graduates from the physical education department. Because they will conduct sports
lessons.” Although there are no sports practices in their institutions by regulation or preference, the director of the

Karakas & Yilmaz 2023, 24(3)



DIRECTORS’ VIEWS ON ADAPTED PHYSICAL EDUCATION AND SPORTS PRACTICES IN SPECIAL 426
EDUCATION AND REHABILITATION CENTERS

white institution manager asserted, “I would like my physical education graduate colleagues to have signing
authority in private institutions, too. I would love it, especially in rehabilitation centers, there is so much deficiency
and need.” means.

The director of the gray institution, who believes in the necessity of specialists and provides employment
to that end, said, “We employ a physical education teacher who is a recreation graduate.” The director of the purple
institution stated, “We have an appointed physical education and sports teacher”, while that of the blue institution
revealed that a “recreation department graduate is already our colleague.” In contrast, the director of the pink
institution, which has a gym and offers sports activities, stated, “We do not have a physical education specialist,
we have three physical therapists, we have physiotherapists.” He added that physiotherapists conduct the activities.

Regarding the sub-theme of student assessment, the participants revealed that some institutions tried to
observe, evaluate, and guide students with special needs toward sports activities. Making a general assessment,
the director of the white institution conveyed this view based on observing students: “I think sports is happiness.
Because they are happy, | think that if, for example, sports were carried out fully in our institution, the children
would more gladly come here.” The director of the blue institution stated that children are directed following a
rigorous evaluation process: “...Our colleagues passed the auditions, and the children were guided accordingly...
they were selected to be athletes based on a club.” A similar evaluation process was noted by the director of the
purple institution: “Our children who participate in sports activities are selected by the physical education teacher.”
The director of the purple institution continued to comment on the result of guidance and observation: “...We have
a student who comes here and receives special education and attends a sports high school.” The gray institution
observes and guides children toward sports, believing that every child has an activity that they can do. The director
of the grey institution “...We truly believe in the importance of activities. We definitely direct each child to an
additional activity as a result of the tests, evaluations, and observations we have made...”verbalized the issue with
these words.

On the topic of awareness, institutions have made various efforts and guided to foster awareness and
inform families about the benefits of sports for children with special needs. The director of the white institution
stated, “I give guidance, I think that swimming is very beneficial, especially for our children, and I offer guidance
in this regard.” The director of the yellow institution remarked, “For example, we direct the municipalities to the
places here during the summer period. Every child is waiting because they want a change, so it [the change] turns
out to be swimming...” As regards carrying out awareness activities, the director of the blue institution expressed
his thoughts as follows: “We already tell the students that sports activities or music will be very beneficial in
family meetings we hold from time to time or in one-on-one meetings.” Similarly, the director of the purple
institution noted: ““...We explain this in our meetings, parents are aware of this, and when it’s explained, and they
see the differences, they convey it themselves.” Emphasizing that orientation and awareness activities are carried
out, and that families who observe the positive changes in the children who participate in these further support
their children by adopting even more sports activities, the director of the gray institution commented: “...We also
explain the importance of this to the parents. Families who see that their children can achieve something, seeing
their children motivated in such performances and competitions when we are actively present, also realize that,
yes, it truly works they already realize this. | believe that in this way, we can create awareness in this environment.”
In addition to awareness and guidance activities, the director of the gray institution explained that there are follow-
up studies with the following words: “There are families we follow in particular. Not yet registered? Haven’t you
gone anywhere yet? Definitely go...” As a result, it is understood that institutions are trying to direct children to
sports with their own efforts.

Concerning the participants’ views on the sub-theme of obstacles encountered, although the institution
may direct a child toward or inform them of physical education and sports practices, obstacles may exist that
prevent participation in or continuation of the activities for a variety of reasons. Regarding this problem, the
director of the yellow institution explained, “We guide them, but we cannot do anything if the parent does not
want to.” On the other hand, the financial limitations of the parents were mentioned as obstacles by the director of
the yellow institution (“...90% of our parents are already financially unstable.”), the director of the white
institution (“Unfortunately, our parents are not sufficient in this sense because it causes a financial burden in
general terms.”), Furthermore, the director of the orange institution (“We meet with the families, but this is a
disadvantage since they are usually of low socioeconomic status.”). Referring to financial and moral support for
the families, the director of the purple institution sought to explain the situation with an example regarding
competitions: “There is a great problem in venturing outside of the province for competitions. You cannot take
sole responsibility for these children, even if there are only three of them... they always need someone to
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accompany them individually. There are families that can come, and there are families that cannot come.”
According to the director of the white institution, transportation is viewed as an obstacle to the participation of
physically disabled people in sports: “Transportation is a big problem, especially for children with physical
disabilities. If they do not have their own vehicles, they have a lot of trouble getting from one place to another.
When they encounter obstacles in the places they go, this inevitably drives these individuals away from sports.”
In fact, at one point, he also refers to families’ impossible financial situations, saying: “...if they do not have their
own vehicles...”. Citing another obstacle, this time as regards regulations, the director of the yellow institution
noted, “I cannot take a child to a gym, it is both a financial and moral difficulty for me. So you take the child, you
skip the fuel at the service station this time when you take the child there, if something happens, all the
responsibility is yours.” Children’s immune systems are considered yet another potential obstacle. Regarding
swimming, the director of the purple institution commented, “We give swimming lessons on certain days of the
week. Unfortunately, this starts but does not continue because children frequently become ill. Our children get
sick very often because they are disabled.” The director of the orange institution, again referring to swimming,
remarked: “...children can get sick very quickly while swimming because their immune systems are very weak.”
The director of the pink institution identified a different obstacle: “...it would be better if we had a park outside.
Instead, we built a gazebo in the garden because the parents wanted it, as you know smoking is not allowed.” This
statement revealed that waiting and smoking areas for the parents were constructed at the expense of reducing the
children’s play spaces.

Regarding the sub-theme of contribution to development, the study participants expressed diverse views
on the effects of physical education and sports on the various developmental areas of children. Discussing the
contribution to social development, the director of the green institution noted, “It has very positive effects on very
active children, children who do not recognize rules. Once a child learns the rules, there is an improvement in
taking turns and relations with friends.” The director of the white institution remarked that physical education and
sports “...will make a great contribution to their social development, to their self-confidence”, while that of the
purple institution observed the following: “When they do group sports, they learn that when doing something
together, if they do it right, the joy belongs to all of them, and if they do it wrong, that belongs to the whole group.”
The director of the pink institution director stressed the importance of physical education and sports, saying: “Fun
things are music, painting and sports, physical education. The most fun is physical education.” The director of the
green institution commented: “Here they experience a sense of achievement, their motivation increases, and there
are many such beneficial effects.” The director of the purple institution remarked: “First, due to their self-
confidence, the child thinks ‘I can do something, achieve something,’ they dispose of their selfishness.” Touching
on the children’s spiritual development, the director of the gray institution stated: “...We observed that there was
an incredible increase in self-confidence, a feeling of ‘I have succeeded.”” In addition, “even the child’s attitudes
change here, so we can see that a more aggressive child becomes more moderate.” Discipline emerged as another
contributing factor to physical education and sports practices, according to the director of the purple institution: “I
know that before the physical skills that one gains from sports that there is discipline in a person’s life, this
discipline is truly reflected in the child’s school life, studies, and professional success throughout his/her life.” The
director of the gray institution concurred: “We see them become more and more respectful of the rules; rules are
very important in sports, in this way children can be disciplined.” In the interviews, it was stated that although the
effects of the principals on different developmental areas were mentioned, adapted physical education and sports
contributed to the developmental areas of children.

On the subject of academic success, the director of the blue institution summarized its effect as follows:
“... talented students or children who will complete their physical development will express themselves openly in
these lessons. Thus, the character of the individual will also develop. His psychology will become relaxed, he will
be able to express himself, | think that a child who develops in this way will have much more academic success in
Turkish and mathematics lessons, that is, in verbal and numerical lessons.” According to the director of the gray
institution, academic success “is reflected in other academic success.” The director of the green institution
explained, “We created a game room on our ground floor. We use it for motivation. Here, we use it for children
who are reluctant to attend lessons, for example, if a child does not want to listen to the lesson, does not want to
write, or does not want to read, the teacher uses this game room with the child during recess as a reward.” The
same director mentioned that they also use it to support academic development. In contrast, the director of the pink
institution presented a different point of view: “It does not contribute to academic education. However, of course,
it benefits children in their self-care skills, social life, queue waiting, and integration. That is, it helps the child
gain self-esteem. It develops self-confidence, this is already known.” The director of the purple institution, citing
an example of Autism Spectrum Disorder, mentioned that physical education and the command method are used
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for the development of academic skills in autism: “We have autistic children, we get a lot of help from the physical
education teacher when we have difficulties, for example, while working out a command. The child learns to take
commands more easily and communicates with us better. In individual lessons, they need to listen to something to
fall into order. Taking these in sports makes us more comfortable working one-on-one in individual lessons. We
get help from our physical education teacher for those children.” The director of the green institution also remarked
on specific learning difficulties: “...for example, children with specific learning difficulties confuse their right and
left. There are navigation problems. There are problems with their bodily coordination. There are problems with
motor skills. Poor cycling skills. There is definitely a need for this kind of work to be done for all of them to
flourish.” Drawing attention to the issue of directing children toward the right sports, the director of the orange
institution commented, “I think that if they are channelled into the right sports, it will solve behavioral problems
in a positive way.” In the interviews, opinions were received that adapted physical education and sports positively
affect the academic success of the students.

Examining the sub-theme of early education, the director of the orange institution expressed the following
thoughts: “Whatever can be done between the ages of 0-6, | think that this process should not be missed in terms
of both the mental and physical development of children with special needs. Instead of removing them from
Society, we must integrate them.” The directors of the other institutions similarly emphasized the importance of
early education; the director of the yellow institution commented thusly: “Early diagnosis means an early solution.
The sooner it starts, the better.” The director of the green institution concurred: “The sooner we start, the better, of
course, starting from the preschool period is extremely important in terms of habituating.” The director of the
purple institution remarked that “...if discipline basically starts at a very young age, the best way to achieve this
is through sports...”. Finally, the director of the gray institution stated, “We can see that individuals who acquire
the habit of doing sports at a young age do more sports in the future or make it a way of life. That is why reaching
a younger age group is more important for discipline and for the child to express himself freely...”. As a result of
the interviews, the directors of the institutions emphasized that it is important for children with special needs to
gain sports habits in the early period.

Discussion

The present study was conducted from the standpoint that physical education and sports, which are an
integral part of education, together with the views of school directors, are critical for improving the functioning of
education services in special education and rehabilitation centers, which serve individuals with special needs.

Based on the interviews, the sub-theme of the regulatory barriers under the main theme of the shadow of
the MINE, the participants stated that there was no clause pertaining to physical education and sports practices in
the Regulation on Special Education Institutions of the MNE. They reported facing a number of regulatory hurdles
when the institutions wanted to implement adapted physical education and sports since there were no stipulations
regarding this. In general, the participants expressed positive views toward eliminating regulatory obstacles since
they considered it beneficial for students to have access to adapted physical education and sports practices in their
institutions. Studies have also found that legal obstacles were encountered concerning physical education practices
in institutions (Ince, 2017; Nalbant & Izgar, 2018; Orhan et al., 2017). Upon review of the literature on adapted
physical education and sports practices in special education and rehabilitation centers, their positive effects on
children’s development and social behaviors have been noted (ilhan, 2009; Karakas, 2018; Yilmaz, 2019). The
literature search results support the findings obtained in the current study of the views expressed by the participants
concerning the sub-theme of regulatory barriers.

Regarding the institutional initiative sub-theme, also under the main theme of the shadow of the MNE,
the directors of most of the institutions reported having actually implemented initiatives using their own means to
implement physical education and sports practices, which are not included in the Special Education Institutions
Regulation of the MNE. In this vein, the institutions that take the initiative to carry out adapted physical education
and sports practices exhibit a higher awareness, incorporating a holistic approach to support children’s
development. The American National Autism Center (2015) also recommends exercising, under the title of
“Promising Practices” to maximize the quality of life of students with special needs. Studies have reported that
regular physical education and sports practices in these centers affect the various developmental areas of
individuals with special needs (Cevik & Kabasakal, 2013; ilhan, 2008; Polfuss et al., 2018).

Concerning the personality traits of the educator, a sub-theme of educator characteristics, the directors stressed
the importance of the educator’s personality when children perform adapted physical education and sports practices in
the presence of expert educators. In fact, teaching incorporates not only domain competencies, such as knowledge and
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skills but also affective domain competencies, such as attitude and behavior. Many teacher characteristics, from
personality to attitudes and behaviors, can leave positive or negative traces on students (Kdse & Bedir, 2020; Onen,
2012). studies have found significant relationships between teacher personality traits and professional competencies in
areas such as impartiality, leadership, extroversion, calmness, cheerfulness, and being supportive (Kalafat, 2012; Kirdok
& Doganiilkii, 2018; Manley, 1995; Murray, 1975). Hence, for educators to work with individuals with special
educational needs and provide them with the greatest benefits, the importance and necessity of certain personality traits
cannot be overstated.

Regarding the sub-theme of the educator’s professional characteristics, the directors of the institutions
expressed that adapted physical education and sports lessons should be taught by experts in the field, who should also
have experience working with special needs children. In addition to the professional qualifications of teachers, students
should have special domain competencies to ensure that they can benefit from education and training activities at the
highest level (Karabulutlu & Pulur, 2017). The educational requirements of the age, the novel significance attached to
teachers, and the differing needs of students have necessitated innovative approaches to education. In Turkey, training
teachers to educate individuals with special needs, opening and expanding exercise and sports science departments for
persons with disabilities, and training experts in therapeutic recreation have all been achieved by adopting such
approaches. In existing physical education and sports teaching programs, students’ vocational training in the main does
not involve individuals with special needs; thus, there are no physical education and sports teachers among the
recommended experts. The curricula of these departments include only two courses relevant to the needs of disabled
individuals: special education and inclusive education in the seventh semester and adapted physical education and sports
in the eighth semester. Therefore, individuals who receive training for disabled persons in exercise and sports sciences
departments and recreation departments in line with both professional competence and specialist qualifications are
trained in such a way that will contribute to their development and education in every learning environment serving
individuals with special needs. For this reason, it should be possible for the requirement of domain competencies, which
the directors of the institutions emphasized, to be met by the individuals who graduated in these fields. Alternatively,
physical education and sports teachers can be appointed to special education schools. As it is considered necessary to
create employment opportunities for experts in these fields, making adapted physical education and sports practices
compulsory in institutions is similarly important in employing experts in therapeutic recreation and sports science experts
for disabled individuals.

Examining the other sub-theme of educator characteristics, complexity regarding the area of expertise, since
the regulations contain no clauses pertaining to physical education and sports practices, type of expertise, or educators,
institutions can give educators responsibility for practices or activities in different fields (physiotherapy, preschool
education, child development) according to their own perspectives and opportunities. As a result, some confusion has
emerged regarding areas of expertise in place of shared views and practices. An individual with competence in a given
area is not considered to be of use in another field or to be of benefit to children either. This situation may lead to an
educator experiencing practical difficulties in an area where he lacks competence, as well as to the development of
erroneous attitudes toward physical education and sports practices on the part of the student. Studies have reported that
the practices of individuals lacking expertise in the field have negative repercussions (Duman & Ulubey, 2008; Karatag
& Baltaci, 2013). For this reason, it is necessary to speak of qualified educators to ensure the accuracy and transmission
of the education provided.

Regarding the student assessment sub-theme, under the main theme of physical education and guidance toward
sports, some institutions try to observe and evaluate special needs students and guide them toward physical activity.
Directing individuals with special education needs to sports activities in line with their interests and abilities and
participating in athletic organizations contribute to the development of their self-confidence, independence, and
socialization (Cevik & Kabasakal, 2013; Ilkim et al., 2018; Kuruoglu & Uzuncayir, 2020). In this vein, the need for
special education experts emerges once again to determine individuals’ abilities and direct them toward sports at an early
age. In Turkish disability policy, the Ministry of Youth and Sports has implemented necessary measures to enable
students to participate in sports activities suited to their disabilities and to develop sports activities between private
educational institutions (Mumcu, 2018). An important factor in realizing this goal is the correct evaluation and guidance
of students by experts. According to participants' statements concerning the subtheme of awareness of activities, the
institutions have made various efforts and guidance aimed at families. The family and social environment are primarily
effective in directing children to sports (fkizler, 2002). The state’s disabled sports policies also include informing the
families of disabled children about the benefits that can be achieved through sports, as well as conducting the necessary
training activities to direct disabled students toward sports (Mumcu, 2018). The presence of experts in institutions, along
with research on information, guidance, and awareness in this field, will be effective in achieving this goal. On the
subtheme of obstacles encountered, although the institution may direct a child to physical education and sports practices,
there may be barriers such as an inability to participate or continue the activities due to a variety of reasons arising from
the family socioeconomic status of the families and/or the financial limitations of the institutions. Studies have reported

Karakas & Yilmaz 2023, 24(3)



DIRECTORS’ VIEWS ON ADAPTED PHYSICAL EDUCATION AND SPORTS PRACTICES IN SPECIAL 430
EDUCATION AND REHABILITATION CENTERS

that the cost of physical education courses is affected by factors such as not knowing where and how to engage in
physical activity, inconvenience of transportation, lack of knowledge regarding the use of physical activity equipment,
and societal and family perspectives (Anderson et al., 2005; Heller et al., 2002; Rimmer et al., 2008). Participating in
regular physical activity is also important to protect the health of disabled individuals (Philips et al., 2009). For this
reason, minimizing these obstacles and increasing participation can be achieved by making physical education and sports
practices compulsory and supporting them within the framework of regulations.

Regarding the integrity of development and the subtheme of contribution to development, the directors of the
institutions emphasized the effects of physical education and sports practices on various areas of children’s development,
especially on personality, motor, and spiritual development, in addition to their academic skills. Upon examination of
the literature, physical education and sports practices were revealed to have positive effects on these developmental areas
of disabled individuals (Ilhan, 2009; Ozer & Sahin, 2011; Sahin, 2015). In this vein, compulsory physical education and
sports practices in institutions can be assumed to contribute to the development and integration of individuals receiving
support from those institutions.

Concerning early childhood education, the study participants emphasized its importance in general and
expressed that the earlier physical education and sports practices are started, the more beneficial they will be. The
foundations laid in early childhood, which covers the first eight years of life, have an impact throughout the child's entire
life; a child’s preschool experiences form the basis for his/her future life (Ercan, 2012; Giiven & Azkeskin, 2014; Tungeli
& Zembat, 2017). The importance of movement training is critical to this process. The movement begins at birth and
continues throughout an individual’s life, and movement experiences acquired in early childhood are essential for all
aspects of development. Physical education and sports practices that begin in the early childhood period will be much
more effective for the various developmental areas of children with disabilities, thus supporting the necessity of physical
education and sports practices in institutions.

Conclusion and Recommendations
Considering the results obtained from analyzing the data:

1. From the themes that emerged, even in the absence of any official physical education and sports practices in
some of the institutions, services, and guidance were found to exist for limited or large-scale physical education
and sports practices, thanks to the sensitivity, interest, and efforts of the institutions.

2. Itis understood that the institutions will fulfill all the requirements, including fields, materials, and experts on
physical education and sports practices if a compulsory module on physical education and sports is added to
the regulations.

3. For the directors of institutions who strive in the shadows of regulations and are aware of the benefits that
athletic activity offers for children with special needs, using the initiative and providing material and moral
support for this education is viewed as a necessary step. In this context, there was broad agreement that
recreation field specialists, along with physical education and sports teachers for disabled individuals should
be included and employed as compulsory personnel with respect to article 7 of the Ministry of National
Education Special Education Institutions Regulations concerning the appointment of personnel in private
educational institutions.

In line with these results, we recommend the following;

4. The addition of a physical education and sports module to the education services in special education and
rehabilitation centers is to be undertaken by the Ministry of National Education.

5. Requiring personnel who are specialists in recreation and physical education and sports teachers for disabled
individuals to implement physical education and sports practices.

6. Employing physical education and sports department graduates for disabled individuals affiliated with the
Sports Sciences Faculties of universities in these centers.

Increasing the number of participants and expanding the pool to include different provinces.
8. Obtaining the opinions of other educators working in the institution.
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Oz
Giris: Ozel yetenekli ¢ocuklarin genel egitim smiflarinda uygulanmakta olan miifredattan en yiiksek diizeyde
yararlanabilmeleri i¢in zaman igerisinde 6zel yetenekli 6grencilerin egitimlerinde farklilagtirmaya gidilmesinin
gerekliligi onem kazanmustir. Ozel yetenekli dgrencilerin desteklenmesi igin belirtilen stratejilerin diginda
ihtiyaglarini desteklemek amaciyla iiniversiteler biinyesinde kurulan arastirma ve gelistirme merkezleri vardir. Bu
arastirmada 17 farkli 6zel yetenekli 6grenciler egitim ve aragtirma merkezlerinin incelenmesi amaglanmustir.

Yontem: Bu arastirma, betimsel bir durum saptamasi niteliginde oldugu i¢in arastirmada veri toplama yontemi
olarak dokiiman analiz yontemi kullanilmistir. 17 6zel yetenek merkezinin internet sitesi belirli temalarla igerik
analiziyle incelenmistir. Arastirma kapsaminda elde edilen veriler igerik analiziyle beraber betimsel analiz yontemi
kullanilarak analiz edilmistir.

Bulgular: Merkezlerin internet sitelerinde en ¢ok yer alan bilgilerin merkezin program ve miifredat modelleri,
yiriittiikleri faaliyetler oldugu goriilmektedir. Merkezlerin internet sitelerinde en az yer alan bilgilerin ise merkeze
kabul sartlarinin oldugu goriilmektedir. Ozel yetenek merkezlerinde galisan personelin en fazla doktora diizeyinde
oldugu, en az ise yiiksek lisans 6grencisi oldugu goriilmektedir. Bununla beraber merkezlerin maddi destek
kaynaklarinin en ¢ok belirli fonlar oldugu en az ise devlet destegi oldugu gériilmektedir. Ogrenci kabul sartlarina
yer veren merkezlerin en ¢ok kendilerine 6zgii bir degerlendirme sistemi kullandiklari gériilmektedir.

Tartisgma: Alanyazin incelendigi zaman benzer bir ¢aligmaya rastlanmamistir. Calismanin bulgularindan yola
cikilarak gelecek arastirmalarda Avrupa’da yer alan 6zel yetenekliler merkezleriyle diger iilkelerdeki merkezler
karsilagtirilarak incelemeler yapilabilir ve bu incelemenin igerisine iilkelerin egitim sistemleri dahil edilerek
genisletilebilir.
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Giris

Zaman ilerledikge iilkeler 6zel yeteneklilerin egitimine onem vererek ulusal oncelikler olarak ele
almaktadir. Ozel yetenekliler egitiminin gelisimi, 6zellikle 1950'lerin sonlarinda Sovyetler Birligi'nin Sputnik'i
uzaya firlatmasinda sonra hizlanmis ve iilkenin degisen ihtiyaglarint kargilamak i¢in 6zel yetenekli 6grencilerin
egitimi politikalarina 6nem verilmeye baslanmistir. Bununla beraber 6zel yeteneklilik tanimi, 6zel yetenekli
bireyler i¢in olan program segenekleriyle beraber gelismistir (National Association for Gifted Children [NAGC]
& Council for Exceptional Children [CEC], 2008). Tiirkiye’de ise 1990’11 yillarin ortasindan giiniimiize kadar
gecen siire zarfinda politika belgelerinde 6zel yetenekli bireyler igin birgok farkli uygulama onerilmesine ve
hedeflenmesine ragmen Tiirkiye’de orgiin egitim kurumlarinda hala sadece kaynastirma temelli destek egitim
anlayist devam etmektedir (Citil, 2018). 1957 yilindan sonra 6zel yeteneklilerin ayri ya da birlikte egitimiyle ilgili
bircok farkli uygulama yayginlagsmaya baslamistir. Ozel yetenekli cocuklarm genel egitim smiflarinda
uygulanmakta olan miifredattan en yiiksek diizeyde yararlanabilmeleri icin &zel yetenekli 6grencilerin
egitimlerinde farklilagtirmaya gidilmesinin gerekliligi 6nem kazanmistir (Tomlinson, 1999). Ciinkii genel egitim
siifinda uygulanan standart egitim 6zel yetenekli 6grencilerin bilissel diizeydeki ihtiyaclarini karsilamada yetersiz
kalmakta ve bununla birlikte 6zel yetenekli 6grencilerde diigsiik basari sendromu, kalici veya gegici zihinsel
tembellik ortaya ¢ikabilmektedir (Sak, 2010). Bundan dolay1 6zel yetenekli 6grencilere farkli egitsel stratejiler
uygulanmasi gerekmektedir. Bu egitsel stratejiler arasinda zenginlestirme, hizlandirma ve gruplama yer

almaktadir.

Ozel yetenekli cocuklar diger 6grencilerle beraber egitim almasi onlar i¢in baz1 olumsuz sonuglara sebep
olabilir. Ozel yetenekli 6grenci onlara verilen gorevleri hizl bir sekilde yapabilir ayn1 zamanda bildikleri seyleri
tekrarlanmasi onlar1 sikabilmektedir. Bu gibi durumlarin olusmasinin 6niine gegebilmek igin 6zel yetenekli
ogrenciler icin en ¢ok benimsenen uygulamalardan biri olan zenginlestirme stratejisi, normal sinif programimda
olan 6zel yetenekli 6grencilerin ihtiyaglarina ve 6zelliklerine uygun sekilde diizenlemelerin yapilmasidir (Ersoy
& Avci, 2000). Amagclar1 arasinda 6grencilerin becerilerinin yas yerine performansa gore gelistirmeyi saglamak,
6grencinin kendi ilerleme hizinda sectigi konuda derinlemesine ¢alismasini saglamak ve arasgtirma becerilerini
gelistirmek gibi bir¢ok amaci vardir (Davis & Rimm, 2004). Zenginlestirme yatay ve dikey olarak ikiye
ayrilmaktadir. Yatay zenginlestirme, ders ve etkinlik ¢esitlerinin arttirilmasidir. Dikey zenginlestirme ise belli bir
konuda ileri diizey konularin 6grenilmesine firsat saglanmasidir (Sahin, 2022). Zenginlestirme stratejisi
kapsaminda yaz okullari, okul dncesi ve sonrasi programlar, okul dis1 zenginlestirme programlari ve bagimsiz
¢alisma, hizlandirma stratejisi kapsaminda ise okula erken kayit, sinif atlama, Uluslararas1 Bakolarya Programi
yer gosterilebilir (Clark, 2002; Davis & Rimm, 2004).

Hizlandirma stratejisi, egitim programimin geleneksel egitime gore daha kisa ve hizli siirede
uygulanmasidir. Hizlandirma zihinsel alanda 6zel yetenekli olan bireylerin akademik gelisimiyle ilgili en iyi
seceneklerden birisidir. Hizlandirma uygulamalari, kendi 6grenme hizinda 6gretim, konu temelli hizlandirma,
stirekli yerlestirme, miifredat sikistirma, mentorluga dayali hizlandirma, ilave miifredat programlari, ikili kayzt,
ileri diizey yerlestirme, entegre miifredat, onur dgrencileri 6zel programi, liniversiteden ders alma ve uzaktan
egitim gibi farkli birgok uygulama vardir (Sahin, 2022). Tiirkiye’de ise hizlandirma uygulamalari olarak zorunlu
egitim ¢cagindaki 6grencilere sinif atlatma, okula erken baglatma ve yiiksekdgretim 6grencileri i¢in Gistten ders alma
gibi bazi sinirli uygulamalar yapilmaktadir (Citil & Sak, 2020). Zenginlestirme uygulamasi olarak 6zel yetenekli
ogrenciler i¢in yurtdiginda gelistirilmis Tirkiye’de bazi 6zel okullarda uygulanan farkli modeller vardir. Bunun
diginda Tiirkiye’de Anadolu Universitesinde gelistirilerek uygulanan Ustiin Yetenekliler Egitim Programlar
Modeli (UYEP) Tiirkiye’de kullanilan ilk sistemli modeldir (Sak, 2011). Anadolu Universitesi ve Tiirkiye Bilimsel
ve Teknolojik Arastirma Kurumu (TUBITAK) is birligiyle kurulan UYEP yaz aylarinda ve hafta sonlar1 egitim
hizmeti sunmaktadir. Programda fen ve matematik bilimleri agirlikli olarak hizlandirma ve zenginlestirme
modelleriyle ilgili caligmalar yapilmaktadir (Levent, 2022).

Gruplama stratejisi ise benzer veya tamamlayici Ozellik sergileyen Ogrencilerin beraber egitim
gormelerini saglayan bir stratejidir. Gruplama stratejisi tam zamanli ve yar1 zamanli homojen, tam zamanli ve yar1
zamanli heterojen seklindedir. Tam zamanli homojen gruplama, 6zel yeteneklilerden olusan 6zel okullarda veya
smiflarda egitim alirlar. Ornegin, simiflar aras1 6zel smif, 6zel okul, kismen 6zel smif, tam 6zel siif seklindedir.
Tam zamanli heterojen gruplama 6zel yetenekli 6grenciler ile benzer sayida 6zel yetenekli olmayan akranlarinin
beraber egitim almaktadir. Bu simiflardaki seviye gruplari ve zenginlestirme ¢aligmalarinda 6grenciler siniftan
ayrilmamaktadir. Bu gruplama sekline 6rnek olarak okul ig¢inde okul, karma sinif, normal smifta 6gretim
seklindedir. Yar1 zamanli gruplamalar ise, 6zel yetenekli 6grencilerin normal egitim gordiikleri siniflarin disinda
belli zamanlarda uzman bir 6gretmenden ders almalar1 seklinde yapilmaktadir. Yar1 zamanli heterojen gruplama,
smif i¢i karisik yetenek grubu, sinif i¢i ¢ok diizeyli gruplar seklindedir. Yar1 zamanli homojen gruplama, kaynak
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odast, sinif i¢i benzer yetenek grubu ve derse dayali tekrarli grup seklindedir (Davasligil, 2004; Sak, 2008). Bir¢ok
farkl1 devlet 6zel yetenekli 6grenciler igin ii¢ farkli gruplama modeli uygulamaktadir. Ornegin Amerika Birlesik
Devletleri’nde tam zamanli homojen gruplama olarak magnet okullari, 6zel kurumlari agmis oldugu okullar, okul
icinde okul uygulamalari, 6zel yetenekliler i¢in 6zel okullar sayilabilir. Tam zamanli heterojen gruplama olarak
tipik gelisim gosteren Ogrencilerle yerlestirilen 6zel yetenekli dgrencilerden olusan kiime gruplari, heterojen
smiflarda bireysellestirme yer almaktadir. Gegici ya da yar1 zamanli gruplama olarak ise kaynaklarin bulundugu
yere gotiirme, 6zel smiflar, kullip etkinlikleri, destek egitim odas1 gibi uygulamalar 6rnek verilebilir (Davis vd.,
2014). Tirkiye’de kullanilan gruplama uygulamalar1 olduk¢a smirhdir ve daha ¢ok yart homojen gruplama
uygulamasi olan Bilim ve Sanat Merkezleri ve destek egitim odalar1 yaygindir. Tam zamanl gruplama olarak ise
sadece Istanbul’daki ARGEMER adli okul lise ve ortaokul diizeyinde 6zel yetenekli dgrencilere yonelik egitim
vermektedir. Tiirkiye’de 6zel yetenekli 6grencilere yonelik ayr1 okul uygulamasinin olduk¢a sinirli oldugu
goriilmektedir (Citil vd., 2020). Yurtdisinda bu stratejilerin kullanildig1 birgok 6zel yetenekliler igin merkezler
bulunmaktadir. Alan yazinda tek basmna ayri okullarin incelendigi aragtirmalar (Citil vd., 2020), gruplama
stratejisinin incelendigi arastirmalar (Brullers vd., 2012; Kulik & Kulik, 1982; 1991; Preckel & Briill, 2008;
Preckell vd., 2010; Vogl & Preckell, 2013; Winebrenner & Devlin, 1998), hizlandirma stratejinin incelendigi
aragtirmalar (Bernstein vd., 2021; Chalwell & Cumming, 2019; Gross, 2006; Lee vd., 2010; Siegle vd., 2013),
Ozel Yetenekli Ulusal Arastirma Merkezinin (NRC/GT) incelendigi arastirma (Gubbins vd., 2014), Kore’deki 6zel
yetenekliler i¢in olan merkezlerin belirli basliklar halinde niteliginin incelendigiyle ilgili arastirma (Han, 2007),
0zel yetenekli ¢ocuklarm egitimleriyle ilgili merkezlerde yiiriitiilen ¢aligmalarin incelendigi (Hertzog & Chung,
2015; Hertzog vd., 2021; Mammadov & Hertzog, 2021; Mammadov vd., 2018; Mun & Hertzog, 2019; Noble &
Childers, 2008; Noble, Childers vd., 2008; Noble, Vaughan vd., 2007) Malezya’daki &zel yetenekliler
merkezindeki dgrencilerin liderlik 6zelliklerinin incelendigiyle ilgili arastirma (Yusof vd., 2015) alanyazinda yer
almaktadir. Ancak bu c¢alismada oldugu gibi bircok 6zel yetenekli 6grenci merkezlerini belirli basliklar halinde
kargilagtirmali olarak bilgilendirici bir ¢aligmaya alanyazinda rastlanilmamistir. Bu ¢alisma ile birlikte Tiirkiye’de
gelecekte kurulmasi ve yayginlagmasi planlanan 6zel yetenek merkezlerine kurulus, fonlama ve programlama gibi
konularda destek saglanmasi hedeflenmistir. Bu dogrultuda yurt i¢i ve yurt diginda yer alan 17 farkli 6zel yetenekli
ogrenciler egitim ve arastirma merkezleri incelenmistir. Alanyazin taranirken Tiirkiye’de ve yurtdisinda bdyle bir
¢alismaya rastlanmamistir. Bu agidan, bu aragtirmada asagidaki sorulara yanit aranmistir;

1. Merkezlerin maddi destek kaynaklar1 nelerdir?
2. Merkezde ¢aligan personelin egitim diizeyi nasildir?
3. Merkezlerin 6grenci kabul sartlart nelerdir?
4. Merkezde kullanilan miifredat modelleri, egitsel stratejiler ve faaliyetleri nelerdir?
Yontem
Arastirmanmin Modeli

Aragtirma kapsaminda 6zel yetenekli 6grenciler igin kurulan tniversitelere bagli merkezlerin belirli
kategorilere gore internet sitelerinin incelenmesinde nitel dokiiman analizi yapilmigtir. Dokiiman analizi, bagka
nitel arasgtirma yontemleriyle birlikte veya tek basma bir aragtirma yontemi olarak kullanilabilmektedir,
aragtirmanin konusuna gore bilgilerin yer aldigi yazili materyallerin analizi gerceklesmektedir (Yildinm &
Simsek, 2018). Dokiiman analizi hem elektronik hem de basili kaynaklar1 incelemek veya degerlendirmek icin
kullanilabilir. Nitel aragtirmadaki diger yontemlerde oldugu gibi, dokiiman analizi anlami ortaya ¢ikarmak, anlayis
kazanmak ve ampirik bilgiyi gelistirmek amaciyla verilerin incelenmesini ve yorumlanmasimi igermektedir
(Corbin & Strauss, 2008).

Cahisma Grubu

Calismada incelenecek olan merkezlerin belirlenmesi i¢in sistematik bir yol izlenmistir. Buna gore
Google’da her iki yazarim da iyi bildigi ingilizce ve Tiirkge dillerinde [“gifted” OR “talent” OR “creativity”’] AND
[“center”] ve [“Ustiin zeka” VEYA “Ustiin yetenek” VEYA “6zel yetenek” VEYA “yaraticilik”] VE [“merkez”]
kelimeleri ile arama yapilmustir. Cikan sonuglar 6ncelikli olarak a) yiiksek taninirlikta merkez olmalari, b)
faaliyetlerini internet sitelerinden aktif olarak duyurmalari c) bu sitelerin diizenli olarak giincellenmis olmalar1 d)
sitelerde sunulan bilgilerin kapsaminin karsilastirmaya elverisli olacak diizeyde kapsamli olmas1 ve e) arastirma
bazli yaklasimlar kullanilmasi adina bir {iniversiteye bagl olmalar1 bakimindan incelenmistir. incelemeler sonucu
bu kriterleri sagladig1 belirlenen {iniversitelere bagh ve 6zellikle iistiin yeteneklilerin egitimine odaklanmis 16
Amerikan kokenli ve bir Tiirkiye’de yer alan aragtirma merkezi nihai 6rneklemde yer almigtir. Bu baglamda bu
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calismadaki caligma grubunu olusturan merkezler arasinda yer alan Connecticut Universitesine bagl olan Renzulli
Center for Creativity, Gifted Education and Talent Development, College William & Mary’e bagli olan Center for
Gifted Education, Purdue Universitesine bagli olan Gifted Education Research and Resource Institute, St. John
University’e bagli olan Center for Gifted Education, University of Northern Colorado’ya bagli olan Center For
Gifted and Talented Education, Baylor University’e bagli olan Center For Gifted Education and Talent
Development, University of IOWA’ya bagli olan Belin-Blank Center for Gifted Education, Western Kentucky
University’e bagli olan The Center for Gifted Studies, Long Island University’e bagli olan Center for Gifted Youth,
John Hopkins’e bagli olan John Hopkins Center for Talented Youth, University of Washington’a bagli olan
Robinson Center for Young Scholars, Ball&State University bagli olan Center for Gifted Studies and Talent
Development, Whitworth University bagli olan Center for Gifted Education, University of Louisiana at Lafayette’e
bagli olan Center for Gifted Education, Drury University’e bagli The Center for Gifted Education, University of
Arkansas Little Rock’a bagli Jodie Mahony Center for Gifted Education, Anadolu Universitesine bagli olan Ustiin
Yetenekliler Egitimi Uygulama ve Arastirma Merkezi olmak iizere 17 merkezin bu aragtirma kapsaminda
incelenmesi amaclanmistir. Tiirkiye’de 6zel yetenekli 6grenci merkezleri olan Bilim ve Sanat Merkezlerinde bu
¢alismanin amaci dogrultusunda incelenen &zel yetenek merkezleriyle ayni cesitlilikte sunulan hizmetleri
bulunmamakta ayrica direkt olarak bir tiniversiteye bagli bulunmadiklarindan bu ¢alismada incelenen aragtirma
merkezlerinden ayrigmaktadirlar. Bu nedenle Tiirkiye’de yer alan Bilim ve Sanat Merkezleri bu arastirmanin
kapsami diginda birakilmistir.

Verilerin Toplanmasi

Arastirmada incelenecek merkezler belirlendikten sonra oncelikli olarak arastirmacilar tarafindan bir
dokiiman inceleme formu olusturma yoluna gidilmistir. Olusturulan bu form 6l¢gme degerlendirme alanindan bir
Ogretim tiyesi ve 6zel egitim alanindan iki dgretim iiyesi olmak {izere toplam ii¢ uzman tarafindan incelenmis ve
kapsam gegerliligi i¢in onaylanmistir. Daha sonra her bir 6zel yetenek merkezinin internet sitesi ziyaret edilmis ve
bu sitelerdeki bilgiler eldeki dokiiman inceleme formu dogrultusunda merkezler arasi verileri bir biitiin olarak
inceleyebilmek adina veri karsilastirma tablolarina (Tablo 1, 2, 3, 4, 5) aktarilmustir.

Merkezler tarafindan yapilan ¢alismalart daha detayli inceleyebilmek adina tiim merkezlere ortak bir e-
posta gonderilerek merkez igerisinde yiiriitiilen ¢alismalara yonelik yapilan yayinlar talep edilmistir. Toplam 17
merkeze 3 farkli zaman diliminde ayni e-posta hatirlatma amaciyla gonderilmistir. Ancak bu merkezlerden
yalmzca 8 tanesi e-postamiza déniis yapmislardir. Bu merkezler, Ball & State Universitesine bagh olan Center for
Gifted Studies and Talent Development, Long Island Universitesine bagli olan Center for Gifted Youth, University
of Washington’a bagli olan Robinson Center for Young Scholars, University of IOWA’ya bagli olan Belin-Blank
Center for Gifted Education, John Hopkins Center For Talented Youth, Western Kentucky Universitesine bagh
olan The Center for Gifted Studies, St. John Universitesine bagli olan Center for Gifted Education, Anadolu
Universitesi’ne bagli olan Ustiin Yetenekliler Egitimi Uygulama ve Arastirma Merkezi isimli merkezlerdir. Doniis
yapan merkezlerden Ball & State Universitesine bagli olan Center for Gifted Studies and Talent Development aktif
bir arastirma giindemleri olsa da hicbir yaymlarinin olmadigini iletmistir, Long Island Universitesine bagl olan
Center for Gifted Youth’da genellikle 6gretmenlerin ¢alistigi belirtilmis ve bu dgretmenlerin herhangi bir
akademik ¢alismanin yiiriitiilmesinde yer almadig1 goriilmistiir. University of IOWA’a bagh olan Belin-Blank
Center for Gifted Education ise galigmalardan daha ziyade merkezde goérev yapan aragtirmacilar olan Nick
Colangelo, Susan Assouline, Ann Shoplik, David Lohman, Megan Foley-Nicpon, and Brandon LeBeau isimlerini
gondermisler ve bu arastirmacilarm calismalarnin  incelenmesi gerektigini belirtmislerdir. Incelenen
aragtirmacilarin galismalarinin nicelik agisindan fazla sayida oldugu ancak bu g¢alismalarin biiyiikk ¢ogunlugunun
ampirik olmayan calismalar (kitap bolimii vb.) ya da merkezle dogrudan bagi olmayan calismalar oldugu
goriilmiistiir. St. John Universitesine bagl olan Center for Gifted Education yoneticisi Seokhee Cho, kendi 6z
geemisini yollamistir ancak her ne kadar bu 6zgegmisteki ¢caligmalarin nicelik olarak fazla oldugu géze carpsa da
yapilan yaymlarin merkezle dogrudan bagi olmayan ¢aligmalar oldugu goriilmiistiir. Merkezin internet sitesi
incelendigi zaman ise akademik c¢aligmalardan ziyade projelerinin oldugu goriilmiistiir. University of
Washington’a bagli olan Robinson Center for Young Scholars internet sitesinde merkezle ilgili yapilan ¢alismalara
rastlanilmistir. John Hopkins Center for Talented Youth ve Western Kentucky Universitesine bagli olan The
Center for Gifted Studies ise e-postaya doniis olarak sadece internet sitelerinin baglantisin1 yollamiglardir.
Bunlardan John Hopkins Center for Talented Youth sitesi incelendiginde herhangi bir ¢aligmaya ait bilgi
bulunamamustir. Western Kentucky Universitesine bagli olan The Center for Gifted Studies internet sitesinde yer
alan ¢alismalarin merkezle ilgili olmadig1 goriilmiistiir. Anadolu Universitesi’ne bagli olan Ustiin Yetenekliler
Egitimi Uygulama ve Arastirma Merkezi’nde gérev yapan arastirmacilarin tiniversite blinyesinde akademisyen
olarak ¢aligmalariin etkisiyle merkezle ilgili olduk¢a sayida fazla arastirma oldugu goriilmiistiir. Doniis yapan
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merkezlerden alinan cevaplar dogrultusunda bu merkezler tarafindan yapilan yaymnlar incelenmistir. Doniis
yapmayan merkezlerin ise internet siteleri incelenerek bulgu elde edilmeye ¢alistimistir. Whitworth Universitesine
bagli olan Center for Gifted Education’da iistiin yetenekliler alaninda calisan aragtirmacilar incelendiginde
genellikle ampirik olmayan caligmalar (kitap boliimi vb.) ya da merkezle bagi olmayan calismalar oldugu
goriilmiistiir. University of Louisiana at Lafayette’e bagl olan Center for Gifted Education, Drury Universitesine
bagli olan The Center for Gifted Education ve University of Northern Colorado’ya bagli olan Center for Gifted
and Talented Education’in internet sitelerinden arastirmalarla ilgili bilgilere ulasilamamistir. Baylor University-
Center for Gifted Education and Talent Development’a bagl 6gretim iiyeleri, 6zel yeteneklilerin egitimi alaninda
aktif bir arastirma giindemi siirdiirmektedir. Merkezde ¢aligan Jennifer H. Robins, Todd Kettler, Laila Sanguras
ve Tracey N. Sulak incelendiginde arastirmacilarin ¢aligmalarmin nicelik agisindan fazla sayida oldugu ancak bu
calismalarin merkezle dogrudan bagi olmayan g¢alismalar oldugu goriilmiistiir. University of Arkansas Little
Rock’a bagli olan Jodie Mahony Center for Gifted Education incelendigi zaman ¢alismalarin biiylik cogunlugunun
ampirik olmayan calismalar (kitap boliimii vb.) ya da merkezle dogrudan bagi olmayan calismalar oldugu
goriilmiistiir. Purdue Universitesine bagli olan Gifted Education Research Institute calismalar1 incelendiginde
akademik caligmadan ziyade belirli raporlar ve projeler sitelerinde yer almaktadir. College William & Mary’e
bagli olan Center for Gifted Education internet sitesi incelendigi zaman 6zel yetenekliler egitimi ve dzel yetenekli
ogrencilerle ilgili bilgi tabanina katkida bulunmak i¢in aragtirmalar yiiriitmektedir. Arastirmalar1 bilimsel olarak
belirtmek yerine ne zaman ve neyle ilgili arastirmalar yiiriittiiklerine yer vermislerdir. Renzulli Center for
Creativity, Gifted Eduation and Talent Development’in ¢aligmalari incelendiginde akademik ¢aligmalarin oldukga
fazla oldugu ozellikle raporlarin, merkezin tanitimmin ve teorik bilgilerin yer aldigi caligmalarin oldugu
goriilmektedir.

Verilerin Analizi

Aragtirma kapsaminda elde edilen veriler betimsel analiz yontemi kullanilarak analiz edilmistir. Betimsel
analiz, verilerin aragtirma sorularina ya da kavramsal cerceveye gore belli temalarla kategoriler seklinde
yerlestirilip 6zetlendigi analiz tiiriidiir (Yildinnm & Simsek, 2008). Betimsel analiz i¢in ilk 6nce 6zel yetenek
merkezlerinin internet siteleri incelenmistir. Incelenen sitelerden bir kontrol listesi olusturulmustur. Daha sonra bu
olusturulan kontrol listesiyle internet sitelerinin igerik agisindan zenginlik siralamasi, merkezin adi, yeri, kurulus
tarihi, merkezde ¢alisan personelin egitim diizeyi, 6grenci kabul sartlari, maddi destek kaynaklar1 gibi bilgiler
betimsel analiz ile verilmistir. Son olarak ise merkezlere atilan e-postalar sonucu elde edilen ¢aligmalar incelenmis
ve bu yayinlardan elde edilen veriler internet sitesinden elde edilen verilerin desteklenmesinde kullanilmistir.

Kodlayicilar Arasi Giivenirlik

Bu ¢aligmanin kodlayicilart 6zel yetenekliler alaninda uzmanlasan bir doktor dgretim iiyesi ve doktora
egitimi alan bir arastirma gorevlisidir. Kodlayicilar arasi giivenirligi belirlemek i¢in {igiincli kodlayici olarak 6zel
yetenekliler alaninda dogent katilmustir. Ikinci yazar kodlayicilari egitmistir. Arastirmaci, iki kodlayicinin her biri
ve T¢giincli kodlayicinin kodlama yanitlarinin uyusma yiizdesine gore kodlayicilar arasi giivenilirlik ve uyum
ylizdesi hesaplanmistir. Kodlayicilar arasi giivenirlik %95.6’ya ulastiginda, tiim internet siteleri iki kodlayict
tarafindan kodlanmistir. Kodlanmis olan veriler, betimsel istatistiklerle (frekans) verilmistir.

Bulgular

Merkezlerin maddi destek kaynagi, program ve miifredat modelleri, egitim stratejileri ve yiiriitiilen
faaliyetler gibi birgok farkli agidan incelenmesiyle elde edilen bulgulara bu bdliimde yer verilmistir. Incelenen
merkezlerin hepsinin internet sitelerinin giincel oldugu goériilmiistiir. Bu kaniya ise internet sitelerinde olan etkinlik
ve programlarm hepsinin 2022 yili tarihli olmasindan dolayr varilmigtir. Tablo 1°de incelenen internet sitelerinin
merkezlerin maddi destek kaynagi, merkezde galisan personelin egitim diizeyi, merkezin dgrenci kabul sartlari,
merkezde kullanilan egitsel stratejiler, miifredat modelleri ve merkezin maddi destek kaynagina yer verip
vermemelerine dair bir kontrol listesi yer almaktadir.
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Incelenen Internet Sitelerinin Belli Kategorilere Gore Degerlendirilmesine Dair Betimsel Istatistikler

Merkezin Merkezde ¢alisan Merkezin 6&renci Merkezin miifredat
Merkezin ad: maddi destek personelin egitim & modelleri, egitsel
8 . kabul sartlari - . .
kaynagi diizeyi stratejiler ve faaliyetleri
Renzulli Center for Creativity,
Gifted Eduation and Talent X X X X
Development
College William &Mary-Center A
for Gifted Education X X Bilgi yok X
Purdue University Gifted
Education Research and X X Bilgi yok X
Resource Institute
St. John University Center for I
Gifted Education X X Bilgi yok X
University of Northern Colorado
Center for Gifted and Talented Bilgi yok Bilgi yok Bilgi yok X
Education
Baylor University Center for
Gifted Education and Talent Bilgi yok X X X
Development
University of IOWA Belin-Blank -
Center for Gifted Education Bilgi yok X X X
Western Kentucky University The I
Center for Gifted Studies X X Bilgi yok X
Long Island University Center for _ I
Gifted Youth Bilgi yok X Bilgi yok X
John Hopkins Center for Talented - -
Youth Bilgi yok Bilgi yok X X
University of Washington
Robinson Center for Young Bilgi yok X Bilgi yok X
Scholars
Ball & State University Center for
Gifted Studies and Talent X Bilgi yok Bilgi yok X
Development
Whitworth University Center for N _ A
Gifted Education Bilgi yok Bilgi yok Bilgi yok X
University of Louisiana at
Lafayette Center for Gifted Bilgi yok Bilgi yok Bilgi yok X
Education
University of Arkansas Little
Rock Jodie Mahony Center for Bilgi yok Bilgi yok Bilgi yok X
Gifted Education
Drury University The Center for - _ A
Gifted Education Bilgi yok Bilgi yok Bilgi yok X
Anadolu Universitesi Ustiin
Yetenekliler Egitimi Uygulama X X X X
ve Arastirma Merkezi
Toplam f f f f
P 10 5 17

Tablo 1 incelendigi zaman, merkezlerin internet sitelerinden elde edilen en fazla bilginin merkezin
miifredat modelleri, egitsel stratejiler ve yiiriittiikleri faaliyetler oldugu goriilmektedir. Merkezlerin internet
sitelerinden elde edilen en simurl bilgilerin ise merkeze kabul sartlarinin oldugu goriilmektedir. Tablo 2’de maddi
destek kaynaklarina internet sitelerinde yer veren merkezlerin maddi destek kaynaklarinin devlet, projeler kaynakli

ve farkli fonlarla desteklenmesine gore dagilimina yer verilmistir.
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Tablo 2
Merkezlerin Maddi Destek Kaynaklarinin Dagilimi

Merkezin ad1 Devlet  Projeler Fonlar
Renzulli Center For Creativity, Gifted Eduation and Talent Development X

College William &Mary Center for Gifted Education
Purdue University Gifted Education Research and Resource Institute X
University of Washington Robinson Center for Young Scholars

St. John University Center for Gifted Education X
University of Arkansas Little Rock Jodie Mahony Center for Gifted Education

Western Kentucky University The Center for Gifted Studies

Ball & State University Center for Gifted Studies and Talent Development

Anadolu Universitesi Ustiin Yetenekliler Egitimi Uygulama ve Arastirma Merkezi X"

X X X X X X X

—h

N |
Al=IX X

Toplam

*Anadolu Universitesi bir devlet iiniversitesi olarak merkeze birtakim (derslik vb.) imkanlar saglamaktadir.

Tablo 2 incelendigi zaman, merkezlerin maddi destek kaynaklarimin en ¢ok belirli fonlar (f = 7) oldugu
en az ise devlet (f = 2) oldugu goriilmektedir. Devlet tarafindan desteklenen tek merkez Renzulli Center for
Creativity, Gifted Eduation and Talent Development oldugu goriilmektedir. College William & Mary’e bagli olan
Center for Gifted Education, Jacob K. Javits Ustiin Zekal1 ve Yetenekli Ogrenciler Egitim Yasas1, Jack Kent Cooke
Vakfi, Petters Family Vakfi tarafindan desteklenmektedir. Purdue University’e bagli olan Gifted Education
Research and Resource Institute, Jack Kent Cooke Vakfi tarafindan ve gergeklestirdikleri projeler tarafindan
desteklenmektedir. St. John University’e bagh olan Center for Gifted Education, Western Kentucky University’e
bagl olan The Center for Gifted Studies ve Ball&State University’e bagli Center for Gifted Studies and Talent
Development merkezlerinin gergeklestirdikleri projeler ve Jacob K. Javits Ustiin Zekali ve Yetenekli Ogrenciler
Egitim Yasasi tarafindan desteklenmektedir. University of Arkansas Little Rock Jodie Mahony Center for Gifted
Education ve University of Washington Robinson Center for Young Scholars merkezlerinde yapilan akademik
calismalar incelendigi zaman, bu merkezlerdeki programlarin Javits Ustiin Zekali ve Yetenekli Ogrenciler Egitim
Hibe Programi tarafindan desteklendigi goriilmektedir. Ayrica Robinson Center for Young Scholars University of
Washington’in akademik ¢alismalarimin Lisansiistii Aragtirma Fonu, Spencer Vakfi, H. Donner Vakfi tarafindan
desteklendigi sonucuna ulasimistir. Son olarak Anadolu Universitesi UYEP’te ise merkezin projelerden elde ettigi
gelirlerin yani sira 6grenci degerlendirmeleri ve yaz okulu programlart i¢in 6grencilerden belirli bir miktarda iicret
talep edilmekte ve merkezde uygulanan programlara bu yolla maddi kaynak aktarilmaktadir. Tablo 3’te
personellerin egitim diizeylerine internet sitelerinde yer veren merkezlerin personellerinin yiiksek lisans 6grencisi,
yiiksek lisans mezunu, doktora 6grencisi ve doktora mezunu olarak dagilimina yer verilmistir.

Tablo 3 incelendigi zaman 6zel yetenek merkezlerinde calisan personelin en fazla (f = 70) doktora
diizeyinde oldugu en az ise (f = 8) yiiksek lisans dgrencisi oldugu goriilmektedir. Ayrica Ustiin Yetenekliler Egitimi
Uygulama ve Aragtirma Merkezi’nde 2’si uzman olmak iizere 4 6gretmen caligmaktadir. Tablo 4°te 6grenci kabul
sartlarina internet sitelerinde yer veren merkezlerin 6grenci kabul sartlarinin lisans ve lisansiistii egitimindeki
performans diizeyi, sinav puanlari ve merkeze 6zgii degerlendirme sistemine gore dagilimina yer verilmistir.
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Tablo 3
Merkezlerde Gérev Yapan Personellerin Egitim Diizeyine Gore Dagilimi
. Yiiksek lisans  Yiiksek lisans Doktora Doktora
Merkezin adi o . e ..
0grencisi mezunu 0grencist mezunu
Renzulli Center for Creativity, Gifted Eduation and 3 15 17

Talent Development
College William & Mary Center for Gifted Education 15
Purdue University Gifted Education Research and

Resource Institute 4
Baylor University Center for Gifted Education and Talent 1 4
Development
University of IOWA Belin-Blank Center for Gifted
- 4 11
Education
Western Kentucky University The Center for Gifted 1 4
Studies
Long Island University Center for Gifted Youth 11 4
University of Washington Robinson Center for Young 2 5
Scholars
Anadolu Universitesi Ustiin Yetenekliler Egitimi 1 1 1 9
Uygulama ve Arastirma Merkezi
Toplam f f f f
P 14 16 70
Tablo 4
Merkezlerin Ogrenci Kabul Sartlar:
Merkezin ad: Lisans ve lisansiistii Sinav Merkeze 6zgii
egitimindeki performans diizeyi  puanlari  degerlendirme sistemi

Renzulli Center for Creativity, Gifted Eduation
and Talent Development

Baylor University Center For Gifted Education
and Talent Development

University of IOWA Belin-Blank Center for
Gifted Education

John Hopkins Center for Talented Youth

Anadolu Universitesi Ustiin Yetenekliler Egitimi
Uygulama ve Arastirma Merkezi

X X

X

Toplam

M= X X X

Tablo 4 incelendigi zaman internet sitelerinde 6grenci kabul sartlarina yer veren merkezlerin en ¢ok
kendilerine 6zgii bir degerlendirme sistemi (f = 4) kullandiklar1 goriilmektedir. Renzulli Center for Creativity,
Gifted Eduation and Talent Development’in doktora programlarina kabuller basvurular, lisans ve lisansiistii
egitimdeki gegmis performanslari, deneyimleri, sinav puanlar1 ve kariyer hedeflerine gore degerlendirilmektedir.
Center for Gifted Education and Talent Development’in Baylor Yetenek Belirleme Programi (TIP) ile 4. ve 5.
Siniflar ile 7. ve 8. Simiflardaki dgrenciler i¢in degerlendirme yapilmaktadir. University of IOWA Belin-Blank
Center for Gifted Education’m Belin-Blank Istisnai Ogrenci Yetenek Aramasi (The Belin-Blank Exceptional
Student Talent Search [BESTS]) isimli 4.siniftan 9. smifa kadar olan 6grencileri kendine 6zgii degerlendirme
sistemiyle merkeze kabul etmektedir. John Hopkins Center for Talented Youth’un Yetenek Arama ve Test Etmeyle
(Talent Search and Testing) merkezde yer alan egitim programlarima uygunluklari belirlenmektedir. Anadolu
Universitesi’ne bagl olan Ustiin Yetenekliler Egitimi Uygulama ve Arastirma Merkezi 6grenci kabuliinde 5. Sinif
ogrencilere matematiksel yetenek ve bilimsel yaraticilik Slglimleri yapilmaktadir. Tablo 5’te merkezlerin
kullandiklar egitsel stratejiler ve yiriittiikleri faaliyetlerin igerik analizine yer verilmistir. Ayrica tablonun altinda
kodlanan temalarin merkezlerde gerceklestirilmesine ait betimsel istatistiklere (frekans) yer verilmistir.
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Tablo 5
Incelenen Merkezlerin Kullandiklar: Miifredat Modelleri, Egitsel Stratejiler Ve Yiiriittiikleri Faalivetlerin Igerik Analizi
Merkezin adi Ogrenciler igin programlar Hizlandirma Egitimcilere yonelik programlar Allg:g;rgﬁ]lll;:lk Projeler
Renzulli Center for Okullara Yiiksek lisans ve doktora programlari
Creativity, Gifted hizlandirma igin ~ Cevrimigi lisansiistii Sertifikasi .
Eduation and Talent Program yok danigmanlik Cevrimigi iicretsiz seminerler Program yok Proje yok
Development hizmeti Okul ¢apli zenginlestirme i¢in danigmanlik
Ozel yetenekli 6grencilerin
Colleae William & intiharlarimni arastirma enstitlisii Yaz enstitiisii
ollege William Cumartesi zeneinlesti - -
Mary-Center for enginiestinme programi Program yok Gelismis yaz enstitiisi Program yok Proje yok
Gifted Education Camp launch Endorsement kurslari
Governor’s school, Ozel yeteneklilerin yonetimi doktora programlari
Yaz zenginlestirme programi
o Cevrimici ficretsiz olan Ozel yetepekhler egitiminde doktora, 6z_e1 _ HOPE+ Projesi
Purdue University . . yetenekliler ve yaraticilik alaninda tezli\tezsiz .. SR
. > zenginlestirme kurslar1 (MOOC) . . . . Ozel Yetenekliler i¢in
Gifted Education Siiper cumartesi Program yok yiiksek lisans, bittiinlesik doktora Program yok itlilik girisimleri
Research and Resource Yag konut Kampi g y Cevrimigi ticretsiz olan zenginlestirme kurslari g y 'Ql%snlalr; (Sgll(rjlslm e
Institute N amp The gifted, creative, and talented studies sertifika oplam
Stiper yaz Kiimesi Gruplamasi
programi
St. John University - S R HOPE+ projesi
Center for Gifted Program yok Program yok Ozel yeteneklilerin ogretmeni sertifika program Program yok TEAMS projesi

Education

University of Northern
Colorado Center for
Gifted and Talented
Education

Baylor University
Center for Gifted
Education and Talent
Development

Yaz zenginlestirme programi

Geng gocuk yaz zenginlestirme
programi

Liderlik zenginlestirme programi

Stiper cumartesi

Baylor yetenek belirleme program:
(TIP)

Geng insanlar igin tiniversite

Program yok

Program yok

Farkli 6grencilerin egitimi tizerine doktora

Program yok

Konferanslar, Cevrimici kurslar

Program yok

Aileler i¢in
danigmanlik hizmeti
Ebeveyn konferanslari

BRIDGE projesi

Proje yok

Proje yok
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Merkezin adi Ogrenciler igin programlar Hizlandirma Egitimcilere yonelik programlar Ailelere yonelik programlar Projeler
Entegre hizlandirma sistemi
lowa online AP academy (IOAPA) ile ¢evrimigi kurs
Haftasonu zenginlestirmesi
Yaz programlari
iki kere farklilik akademisi TAG onay1
University of Gelismis bilgisayar bilimi kursu Chautauqua
IOWA Belin- BESTS tst-diizey test Hizlandirma  Belin-Blank burs programi Degerlendirme ve Proie vok
Blank Center for Junior scholars Academy enstitiisi FLOW deneyimleri danismanlik Klinigi 1€y
Gifted Education Blank summer institute Merkezde 6gretim pozisyonlari
Geng Yyazarlar atolyesi Kiiresel mesleki gelisim Kurslar
Bucksbaum erken giris akademisi
Perry arastirma burslar1 enstitiisii
Akademik ve sanatsal yazma
Ortadgretim 6grenci Yetistirme programi
Siiper cumartesi Usﬁi.n.ye.teneklvl!e.r egltlr{n ve y§tenek
gelisiminde egitimde yiiksek lisans GEMS projesi
Camp explore o . proj
; (MAE) ve listiin yetenekliler . . RAP proiesi
Camp innovate . Idea festival bowling green A Proj
. . o alaninda egitim uzmani (EDS) iki kere isti
Akademik yetenekli ortaokul 6grencileri igin yaz S N e Yurtdigina seyahat 1 Kere Istisnanin
Ustiin zekalilar egitiminde sertifika et erken géstergeleri:
Western Kentucky kamp1 (SCATS) P ; Berta semineri rgelert:
iversity Th Sozel tematiksel olarak erk lismi 1 Endorsement in gifted education e Ebeveynlerin
University T_ e 0zel ve matematiksel olarak erken gelismis gengler Program advanced placement summer institute Wedge V|s_|t|ng scholar perspektifleri projesi
Center for Gifted icin yaz programi (VAMPY) yok - presentations S
. - . National stem scholar program L Yetenekli bir
Studies Sanal yaz atdlyeleri - Parent seminar in super
. Pre-AP summer institute programin mantik
Kentucky yetenek belirleme programi (TIP-KY) s . saturdays -
IdeaFestival Bowling Green, Yurtdigina seyahat Wedge visiting scholar presentations Little learners, big ideas modeli ku_ll_anara!(
Lid I'Sk v t.tﬁv.‘.fl g Loreen, Yurtds 4 Kentucky school board association 019 degerlendirilmesi
L!tt?r II ensti ts)u " training module projesi
Ittle learners, big 1deas Little learners, big ideas
Long Island Cesitli ¢evrimigi atSlyeler Program Psikologlar tarafindan
University Center ~ Giiz ve bahar Kurslart yogk Program yok yiiriitiillen ebeveyn Proje yok

for Gifted Youth

Yaz kurslari

tartigmalari
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Ailelere yonelik

Merkezin ad: Ogrenciler i¢in programlar Hizlandirma Egitimcilere yonelik programlar programlar Projeler
Talent Search
Academic exploration, on-campus summer
John Hookins program sites across the U.S.
PKi Bilgisayar ve teknoloji, tarih ve sosyal bilimler, dil,  Intensive Yaz kurslarinda ve ¢evrimici programlarda calisma  Ailelere danigmanlik .
Center for o . L - R . . Proje yok
matematik, bilim ve miihendislik alanlarinda studies imkan1 hizmeti
Talented Youth L
¢evrimigi kurslar
Young students programi
Yaz programlari
Cumartesi zenginlestirmesi
University of Summer challenge
Washington Summer stretch Program Profesyonel gelisi
Robinson Center ~ Transition school g Profesyonel gelisim atdlyeleri 1esyonel gelisim Proje yok
) . yok at6lyeleri
for Young UW’a erken giris
Scholars RC ¢evrimigi kurs,
UW akademisi
Cumartesi zenginlestirme programi,
Yaz zenginlestirme programi
Ball & State STEAM zenginlestirme kuliibii Ebeveyn seminerleri
University Okul i¢i zenginlestirme, okul sonrasi Okullara akademik ve sosyal/duygusal ihtiyaglar Ozel yetenekli .
. . . - . . . . . " S GATE projesi
Center for Gifted ~ zenginlestirme, okul tatili zenginlestirme, Program i¢in danismanlik hizmeti ogrencilerin duygusal — ~ \jg proiaci
Studies and Zenginlestirme programi yok Gifted and talented (high abilities) education ihtiyaglarimni CLUEf Jest
Talent Camp invention sertifika egitimi destekleme modelinin Projesi
Development Club invention egitimi
Creative writing
Honors orchestra
Whitworth Bilgi kasesi Ozel yet?neklllerm egltlmlvgz.m?nllgl e_an.iE)rse.ment
A ™ : M.A.T. 6zel yetenekliler egitimi ve adil 6gretim,
University Bilim kasesi Program o o e S ;
; M.Ed. 6gretme ve 6grenmede, 6grenme igin Program yok Proje yok
Center for Gifted Kamp yok e e . .
Education Metamorfoz Ogretme: Yetenek__gellslmlm tesvik eden miifredat
kaynaklari, stratejiler ve cerceveler
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Ailelere yonelik

Merkezin ad: Ogrenciler i¢in programlar Hizlandirma Egitimcilere yonelik programlar programlar Projeler
University of Louisiana at LAgniappe akademik zenginlestirme - TP .
Lafayette Center for Gifted programlari Program yok O;:it}éi;eg?ﬁgﬁrm cgitimi yiiksck lisans ve Program yok Proje yok
Education Yaz burslulari konut ve banliy6 programi g
University of Arkansas . . : : Yiiksek lisans ve sertifika programlari,
- - MT stage: Expressions program information
Little Rock Jodie Mahony Yaz "dgll" Fr)lelik(')'ni pr ?t i (SLUFY) Program vok Arkansas ileri diizey yerlestirme mesleki Proaram vok STEM+C2
Center for Gifted G (;1? Ju genghixu ) vers tes_, ersitesi gramy gelisim merkezi gramy projesi
Education CnglIK 1gIn summer faureate universiest Ileri diizey yerlestirme yaz enstitiileri
Drury liderlik akademisi fallscape-
cumartesi zenginlestirmesi programi
L Winterscape cumartesi zenginlestirmesi
Drury University The Center .
for Gifted Education programt Program yok Program yok Program yok Proje yok
Summer pals
Summer quest
Summerscape
A;adomk?lnivgfi@i, UStin jieri matematik, fen Bilimleri, kisilik egitimi Hsljrlsg.l}rma
etenexdliler Egitimi Ogrencilere danismanlik program ISl Program yok Seminerler Proje yok
Uygulama ve Arastirma v e derslerde
Merkezi az enstitusu kullanilmaktadir
f f f f f
Toplam 15 4 14 8 6

Not: EDS = education specialist; GEMS = gifted education in math and science; HOPE+ = having opportunities promotes excellence; MAE = master’s in education; MAT = master of arts in teaching; MEd = master of
education; MOOC = massive open online courses; RAP = reaching academic potential; RC = Robinson Center; SCATS = summer camp for academically talented middle school students; SLUFY = summer laureate
university for youth; TEAMS = twice exceptional students achieving and matriculating in STEM; TIP = talent identification program; TIP-KY = kentucky talent identification program; UW = University of Washington;
VAMPY = summer program for verbally and mathematically precocious youth.

Agaya & Tan

2023, 24(3)



OZEL YETENEK MERKEZLERININ KARSILASTIRILMALI INCELENMES] 447

Tablo 5 incelendigi zaman merkezlerin en ¢cok 6grencilere yonelik faaliyetler gerceklestirdigi en az ise
hizlandirmayla ilgili faaliyetlerinin oldugu goriilmektedir. Bu 6grencilere yonelik faaliyetler arasinda ¢ogunlukla
zenginlestirme etkinliklerinin cumartesi zenginlestirmesi ve yaz kamplart seklinde genellikle gerceklestirildigi
goriilmektedir. Egitimcilere yonelik programlarda yiiksek lisans ve doktora programlari, sertifika programlar: yer
almaktadir. Ogrenciler i¢in olan programlarda hizlandirmanin temel alindigi akademiler, liderlik becerilerini
gelistiren akademiler, University of IOWA’a bagli olan Belin-Blank Center for Gifted Education’da akademik ve
sanatsal yazma gibi kurslar vardir.Ayrica University of Washington’a bagli olan Robinson Center for Young
Scholars gibi bazt merkezlerde 6zel yetenekli 6grencilerin liniversiteye erken girebilmeleri i¢in gergeklestirdikleri
bazi liniversiteye erken girig akademileri vardir. Ebeveynlere yonelik hizmetler arasinda Long Island University’e
bagli olan Center for Gifted Youth’da oldugu gibi cumartesi giinleri, psikologlar tarafindan yiiriitiilen 6zel ebeveyn
tartigmalari, Ball&State University’e bagli olan Center for Gifted Studies and Talent Development oldugu gibi
ebeveyn seminerleri, University of Washington’e bagli olan Robinson Center for Young Scholars’da oldugu gibi
profesyonel gelisim atdlyeleri yer almaktadir. Bunlarin disinda merkezlerin gergeklestirdikleri projeler vardir.
HOPE+ Projesi St. John University’e bagli olan Center for Gifted Education gibi bir¢ok merkezin ger¢eklestirdigi
projeler arasindadir.

Merkezlerle ilgili yapilan ¢alismalar incelendigi zaman 6zellikle University of Washington’e bagh olan
Robinson Center for Young Scholars’da bir¢ok akademik ¢alismanin yapildigi goriilmistiir. Yapilan ¢aligmalarin
¢ogunlugunda tiniversiteye erken giris yapan 6grenciler sosyal, duygusal olmak iizere bir¢ok agidan incelenmis ve
takip edilmis, bunun yani sira yaz programina katilanlarin basart hedefleri, ailelerin beklentileri, Cumartesi
Zenginlestirme Programina katilanlarin 6grenme diizeyleri gibi birgok farkli konularda ¢alismalar yapilmistir.
College William & Mary’e bagli olan Center for Gifted Education ise arastirmalarini belirli konular iizerine
odaklamistir. Bunlar, Uluslararas1 Aragtirma Merkeziyle 6zel yeteneklilerin egitimi konusunda raporlar, Okul
Danigmanlarma destek icin el kitaplar;, Akademik Baski ve Intihar Calismalari, Camp Launch arastirmasiyla
kampgilardan toplanan veriler ve mevcut faaliyetleri hakkinda bilgi edinmek ig¢in mezunlarini takip
etmektedirler. Ayrica internet sitelerinde kullandiklar1 miifredat modeline yer veren iki merkezden biri olan Center
for Gifted Education’da Entegre Miifredat Modeli kullanilirken, Renzulli Center for Creativity, Gifted Eduation
and Talent Development’da Okul Capli Zenginlestirme Modeli kullanilmaktadir. Anadolu Universitesi’ne bagh
olan Ustiin Yetenekliler Egitimi Uygulama ve Arastirma Merkezi ise merkeze ait UYEP Miifredat modelini
kullanmaktadir.

Tartisma

Calismada 17 6zel yetenek merkezlerinin gesitli degiskenler agisindan incelenmesi amaglanmistir. Genel
amag dogrultusunda toplam bes ana tema ve ana temalarin alt temalar1 (kodlari) belirlenmistir. Sonug olarak,
merkezlerin internet sitelerinden elde edilen en fazla bilginin merkezin miifredat modelleri, egitsel stratejiler ve
yurittiikleri faaliyetlerle ilgili oldugu goriilmektedir. Merkezlerin internet sitelerinden elde edilen en sinirli
bilgilerin ise merkeze kabul sartlarinin oldugu goriilmektedir. Merkezlerin maddi destek kaynaklarinin en gok
belirli fonlar oldugu en az ise devlet destegi oldugu goriilmektedir. Merkezlerin maddi destek kaynaklari
incelendigi zaman fonlar arasinda merkezlerin en ¢ok Jacob K. Javits Ustiin Zekali ve Yetenekli Ogrenciler Egitim
Yasasi tarafindan gerceklestirildigi goriilmektedir. 1974 yilinda Egitim Bakanhigi'na bagl kurulan Ustiin
Yetenekliler Dairesi (The Office of the Gifted and Talented), yerel yonetimlere ve eyaletlere 6zel yeteneklilerin
egitiminde destek olmustur. 1981 yilinda 6zel yeteneklilere ayrilan kaynaklar azalmaya baslamistir ve Ustiin
Yetenekliler Dairesi kapanmistir ancak 1988 yilinda Javits Ustiin Zekal ve Yetenekli Ogrenciler Egitim Yasast
tarafindan desteklenerek daire tekrar acilmustir (Levent, 2011). Jacob K. Javits Ustiin Zekali ve Yetenekli
Ogrenciler Egitim Yasasi kabuliinden itibaren 6zel yetenekli dgrencilerin ve personelin egitimiyle ilgili
ihtiyaglarin karsilanmast ve gerekli durumlarda 6zel yetenekli dgrencilere yonelik materyallerin ve hizmetlerin
biitiin 6grenciler i¢in kullanilmast amaciyla yapilmistir (Clark, 2002). O zamandan beri 6zel yeteneklilerle ilgili
desteklenen birgok birim ve faaliyet gibi 6zel yetenekliler i¢in olan merkezlerde desteklenmektedir. Ayrica bazi
vakiflarin desteklemesinin disinda bu merkezler yaptiklari projelerle de merkezleri desteklemektedir. Ozel
yetenekli 6grencilerin egitimleri konusunda saglanan birgok farkli yerden maddi destegin bu merkezlerin bu kadar
nitelikli ve yararli olmalarinin sebebini aciklamaktadir. Tiirkiye’de ise aktif olarak ¢alisan tek merkez olan Ustiin
Yetenekliler Egitimi Uygulama ve Arastirma Merkezi ise ilk kurulusunda proje olarak baslamistir ve proje
TUBITAK tarafindan desteklenmistir. Su anda ise aileler tarafinda programlar igin ddenen iicretler merkezin
maddi destek kaynagi olmustur.
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Merkezlerde calisan personelin en fazla doktora diizeyinde oldugu en az ise yiiksek lisans Ogrencisi
oldugu goriilmektedir. Ozellikle calisma alanlar1 incelendigi zaman merkezlerde ¢alisan personelin 6zel yetenekli
ogrencilerle ilgili lisansiisti egitim aldiklar1 goriilmiistir. Bu durum merkezlerdeki egitimin 6zel yetenekli
ogrenciler icin yetenek ve akademik alanda gelistirici, destekleyici bir program saglayabildiklerinin
gostergelerinden biri olmaktadir. Ayrica Renzulli Center for Creativity, Gifted Eduation and Talent Development
merkezinde oldugu gibi bazi merkezlerde lisansiistii egitim verilmektedir. Ayni merkez i¢cinde hem 6zel yetenekli
ogrenciler hem de 6zel yetenekli 6grencilerin egitimcileri egitim alabilmektedir. Bu durum egitimcilerin 6zel
yetenekli 6grencileri daha yakindan izleme firsat1 sagladigindan dolay1 onlarin egitimini desteklemektedir.

Ogrenci kabul sartlarina yer veren merkezlerin Center for Gifted Education and Talent Development’mn
Baylor Yetenek Belirleme Programi (TIP), University of IOWA Belin-Blank Center for Gifted Education’in Belin-
Blank Istisnai Ogrenci Yetenek Aramasi (The Belin-Blank Exceptional Student Talent Search [BESTS]), Anadolu
Universitesi’nin Ustiin Yetenekliler Egitimi Uygulama ve Arastirma Merkezi ve John Hopkins Center for Talented
Youth’un Yetenek Arama ve Test Etme (Talent Search and Testing) oldugu gibi en ¢ok kendilerine 6zgii bir
degerlendirme sistemi kullandiklar1 goriilmektedir. Bu degerlendirme sistemleri &grencilerin  benzersiz
yeteneklerini, ihtiyaglarini ve 6grenme hedeflerini ortaya ¢ikarilmaktadir. Ayrica 6grencilerin merkezde yer alan
egitim programlarina uygunluklari belirlenmektedir. Merkezler genel olarak incelendiginde 6zellikle merkeze
kabul sartlar1 basliginda incelemenin sonucunda sadece 4 merkezde ulasilabilmistir. Bunun sonucunda giintimiiziin
egiliminde oldugu gibi bu merkezler 6zel yetenekliler igin 6zel bir merkezden ziyade kapsayici bir sekilde bu
etkinliklere ve programlara biitiin 6grencilerin katilabilecegi seklinde yorumlanabilmektedir.

Merkezler ailelerden ziyade &grenciler ve egitimcilerin desteklenmesi igin faaliyet gosterdigi
goriilmektedir. Merkezlerin 6grenciler i¢in olan faaliyetler arasinda yaz ve/veya cumartesi zenginlestirmesinin
olduk¢a yaygm oldugu gorilmektedir. Zenginlestirme programlarina katilmanin 6grencilerin akademik
basarilarim1 ve kimlik olusumlarimi olumlu yonde etkiledigi (Simpson, 2016), yaratici, diisinme ve yazma
becerilerini, dil becerilerini belli bir diizeye gore gelistirdigi (Yamat vd., 2011), ilging, cesaretlendirici ve ileri
diizeyde matematik problemleriyle ilgili derinlemesine diistinmeleri i¢in firsat sagladigi (Kwen & Yuen, 2016),
o0grenmeyi, akademik ve sosyal benlik algisini olumlu yonde etkiledigi (Batterjee, 2014), zenginlestirme etkinligi
olarak ticretsiz olan zenginlestirme kurslarini (MOOC) kullanan 6zel yetenekli 6grencilerin ilgi ¢ekici ve yararh
buldugu, o6grenmelerine destek oldugu sonucuna ulasilmistir (Zakaria vd., 2021). Yaz zenginlestirme
programlarinin ise dgrencilerin, kisisel ve sosyal becerileri, diisiinme ve arastirma becerileri lizerinde anlamli bir
etkisinin olduguna (Aljughaiman, 2011). Zenginlestirmenin 6zel yetenekli bireyler iizerindeki olumlu etkisiyle
ilgili arastirmalara bakildiginda merkezlerin zenginlestirme programlarinin yaygmligi oldukca kabul edilebilir
gelmektedir. Hizlandirma stratejisinin kullanildig1 sadece 3 merkez oldugu dikkat ¢ekicidir. Renzulli Center for
Creativity, Gifted Eduation and Talent Development, hizlandirmay1 okullarin uygulanmasinda destek olmaktadir.
Bu merkezlerden biri John Hopkins Center for Talented Youth’a ait olan ‘Intensive Studies’ hizlandirma programi
7 yasindan biiyiikler i¢in lise diizeyi i¢in hizlandirilmig dersler ve iiniversite konularina derinlemesine almalarini
saglamaktadir. Diger merkez ise University of IOWA’ya bagli olan Belin-Blank Center for Gifted Education’da
Hizlandirma Enstitiisii (The Acceleration Institute) bulunmaktadir. Bu enstitiiniin ana amaci akademik olarak 6zel
yetenekli ¢ocuklar i¢in miifredat hizlandirma ¢aligmalaridir. Bu ¢alismalar arasinda farkli akademik hizlandirma
bicimleriyle 6grencilerin basarisint etkileyen bilissel ve duyussal o6zellikler tizerine arastirma yapmak,
uygulayicilar, politikacilar ve arastirmacilar igin yararli olan yollarla hizlandirma tizerine mevcut arastirmalari
sentezlemek ve hizlandirma tizerine arastirma ve politika i¢in uluslararasi bir destek olarak hizmet etmektir. Ayrica
olusturduklari ¢evrimigi arag¢ olan Entegre Hizlandirma Sistemiyle (Integrated Acceleration System) katilimcilara
hizlandirmayla ilgili olarak rehberlik etmektedir ve bir karar verirken (simnif atlama, anaokuluna erken giris, ders
hizlandirma ve iiniversiteye erken giris vb.) goz Oniinde bulundurulmasi gereken tim oOnemli faktorleri
icermektedir. Hizlandirmanin uygulandigi 6zel yetenekli 6grencilerin yasitlariyla normal sinifta egitim géren veya
sadece bir y1l smif atlatilan 6grencilere gore genel ve sosyal benlik saygilarinin daha yiiksek oldugu sonucuna
ulastlmistir (Gross, 2000). Ayrica hizlandirmanin uygulandigi egitim sisteminin 6zel yetenekli bireyler igin
akademik olarak daha yararli oldugu tespit edilmistir (Olszewski-Kubilius, 2000). Hizlandirmanin 6zel yetenekli
bireyler i¢in yararlar1 her ne kadar arastirmalarla kanitlansa da genel olarak merkezler karsilastirildiginda
zenginlestirmenin hizlandirmaya gore merkezlerde olduk¢a fazla wuygulandigi goriilmektedir. Bunu
zenginlestirmenin daha uygulanabilir bir strateji oldugu seklinde yorumlanabilmektedir.

Kore’deki ISEP (Institute for the Science Education of the Gifted and Talented) merkezinin incelendigi
aragtirmada farklilagtirilmis 6grenmeyle 6grencilerin, olumlu benlik saygis1 gelistirmeyi yaratici problem ¢dzme
ve diislinme becerilerini gelistirmeyi saglamaktadir. Calismada bu merkezinin akademik ve sosyal-duygusal
faaliyetler arasindaki dengesizligi merkez i¢in bir sinirlama olarak kabul etmektedir. Ciinkii merkezdeki
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etkinliklerin ¢ogu akademik yonelimlidir. Ancak 6grenciler, ‘6zel yetenekli' olmalarina ragmen hala eglenmeye
ve bos zamana ihtiyaglar1 vardir (Han, 2007). Benzer sekilde bu calisma kapsaminda incelenen merkezlerinde
sosyal-duygusal faaliyetlerden ziyade genellikle akademik programlar gergeklestirdigi goriilmektedir. Merkezlerin
su anki siirecte yiiriittiigli oldukga az projelerinin oldugu goriilmektedir. Yapilan bir ¢aligmada Project EXCITE
ogrencileri i¢in bu matematik ve fen zenginlestirme kurslarinda miikemmel performans ve ilerleme gdstermistir
(Olszewski-Kubilius vd., 2004). Bu arastirma bulgusuna bakilarak merkezler daha yogun bir sekilde projeler
yiiriitebilir.

Alanyazin incelendigi zaman benzer bir ¢alismaya rastlanmamistir. Sadece Johns Hopkins University
Center for Talented Youth merkezinin incelendigi bir aragtirma (Ybarra, 2005) merkezin programlari ve olumlu
yonleri bagliklar halinde yer verilmistir. The National Research Center for the Gifted and Talented merkezini bu
calismanin bagliklarindan farkli olarak alt1 bilesenle inceleyen caligmada idarecilik, katilimer {iniversiteler, is
birligi kurulan okul bolgeleri, danisma konseyleri, paydaslar, uzmanligin kullanilmasi i¢in kullanilan danigman
bankas1 seklinde incelenmistir (Renzulli, 1991). Baz1 6zel yetenek merkezlerini 6gretmen egitimi, personel
gelistirme, program gelistirme, ebeveyn danismanligi, 6zel yetenekli dgrenciler igin programlar, hizmet ici
atolyeler, dolasim i¢in malzemeler, test uygulama, danigsmanlik aragtirmasi gibi faktorler agisindan inceleyen
aragtirmada 6zel yetenekli 6grenciler igin programlar, 6gretmen egitimi gibi faktorler bu ¢alisma ile benzerlik
gosterirken diger faktorler benzerlik gostermemektedir (Parker, 1991). Ayrica 6zellikle University of
Washington’e bagli olan Robinson Center for Young Scholars’da merkezle ilgili birgok akademik ¢aligmanin
yapildig1r goriilmiistiir. Bu caligmalar, merkezin yaz programina katilan 6grencilerin basari hedeflerindeki
stireklilik ve degisimin incelendigi arastirmalar (Mammadov & Hertzog, 2021), iniversiteye erken giris
programina katilan &grencilerin ebeveynlerinin iiniversiteye erken giris kararlarmin arkasindaki nedenleri ve
motivasyonlari, gecis donemi ve sonrasindaki beklentilerini, endiselerini ve genel deneyimlerinin incelendigi
aragtirmalar (Hertzog vd., 2021), {iniversiteye ayni yastaki akranlarindan 2 ila 4 yil 6nce giren dgrencilerin
ebeveynlerinin beklentilerini nasil algiladiklarini ve bu beklentilerin akademik ve kariyer kararlart izerindeki
etkisinin incelendigi arastirmalar (Mun & Hertzog, 2019), iiniversiteye erken giris yapan mezunlarin takibinin
yapildig arastimalar (Hertzog & Chung, 2015; Noble vd., 2007), liniversiteye erken giris yapanlarin nedenleri,
avatanjlari, dezavantalari, sosyal-duygusal etkileri gibi bazi &zellikler agisindan incelendigi arastirmalar
(Mammadov vd., 2018; Noble, Arndt vd., 1999; Noble & Childers, 2008; Noble, Childers vd., 2008; Noble &
Drummond, 1992; Noble & Smyth, 1995; Noble, Robinson vd., 1993), cumartesi Zenginlestirme Programinda
ogrencilerin 6grenme diizeyinin (Mun & Hertzog, 2018) incelendigi birgok c¢alisma yapilmistir. Bu ¢alismalar
kaynakcada yanina yildiz konularak belirtilmistir.

Simirhiliklar ve Oneriler

Bu ¢alismada, 6zel yetenekli 6grencilerin egitsel ihtiyaclarini desteklemek ve yeteneklerini gelistirmek
amactyla {iniversiteler biinyesinde kurulan aragtirma ve gelistirme merkezleri incelenmistir. Bu ¢alismanin
bulgularinin Tiirkiye’de kurulmasi planlanan 6zel yetenek merkezleri igin bir rehber niteligi tagidigi
diigiiniilmektedir. Kurulacak merkezlerin 6grenci kabul sartlari ve uzmanlara yonelik egitim destekleri
planlanirken bu ¢alismanin bulgularindan yola cikilarak planlamalar yapilabilir. Incelenen merkezlerde dzellikle
zenginlestirme programlarinin oldukg¢a fazla oldugu diisiiniildigiinde Tiirkiye’deki merkezlerin zenginlestirme
temelli yaklagimlari tasarlarken bu ¢alismadaki merkezlerin uygulamalarindan yararlanabilecegi diisiiniilmektedir.
Calismanin bulgularindan yola ¢ikilarak gelecek aragtirmalarda Avrupa’da yer alan 6zel yetenekliler merkezleriyle
diger iilkelerdeki merkezler karsilastirilarak incelemeler yapilabilir ve bu incelemenin igerisine iilkelerin egitim
sistemleri dahil edilerek genisletilebilir. Tiirkiye’de 6zel yetenekli 6grenciler igin faaliyet gosteren Bilim ve Sanat
Merkezleri ve cesitli 6zel okullarin 6zel yetenek programlari da bu caligmadaki ile benzer sekillerde incelenerek
merkez ve programlarm giiclii ve zayif yonleri belirlenebilir.

Bu ¢alisma bulgulart degerlendirilirken bazi siirliliklar g6z 6niinde bulundurulmalidir. Bu aragtirma
incelenen 17 merkezle ve bu merkezlerin internet sitelerinden elde edilen bilgilerle sinirlidir. Calismanin en
onemli sinirliligr merkezlere dair analiz edilen bilgilerin merkezlerin internet sitelerinde yer alan ve aragtirmacilar
tarafindan merkezlere gonderilen e-postalara verilen cevaplarda yer alan yayinlarla sinirlt olmasidir. Her ne kadar
calismaya baglamadan 6nce her merkezin internet sitesinin giincel oldugu merkezdeki haberler ve duyurular
iizerinden kontrol edilse de bazi internet sitelerinde merkezlerin etkinlik bilgilerine dair eksik bilgiler yer almas1
olasidir. Bir diger 6nemli siurlilik ise yalnizca aktif internet sitelerine sahip olan iistiin yetenek merkezlerinin
incelenmesinden dogan temsiliyet sorunudur. incelenen merkezler her ne kadar literatiirde sikca yer alan en aktif
6zel yetenek merkezleri arasinda yer alsa da internet siteleri bulunmayan/ giincel olmayan ancak aktif olarak
faaliyet gdsteren merkezler bu ¢aligma kapsami diginda kalmistir. Dolayisiyla bu ¢calismada incelenen merkezlerin
tlim 6zel yetenek merkezlerini tam olarak temsil etmedigi sdylenebilir. Bu dogrultuda gelecekteki arastirmacilarin
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bu merkezleri uzun bir zamana yayarak izlemeleri, dokiiman analizinin yan1 sira merkezlerdeki etkinliklerde yer
almig personel ve dgrencilerle goriismeler yaparak daha derinlemesine veriler elde etmeleri ve Amerika’da yer
alan bu merkezleri farkl: iilkelerdeki merkezlerle karsilagtirmalar eldeki ¢alismanin bulgularinin daha dogru ve
detayli bir bi¢imde yorumlanmasina katki saglayacaktir. Ayrica merkezlerin internet sitelerini giincel olarak
kullanmas1 hem aragtirmacilar hem de egitimciler, aileler ve 6grenciler i¢in daha faydali olabilir.

Yazarlarin Katki Diizeyleri

Calismada ¢aligma konusunu belirleme, aragtirma deseni, veri toplama, verilerin analizi ve ¢alismanin
raporlanmasi gorevlerinde her iki yazar ortak karar vererek ¢alismay1 yiiriitmiislerdir.

Tesekkiir

Makalenin redaksiyonu i¢in Gazi Universitesi Akademik Yazim Uygulama ve Arastirma Merkezi'ne
tesekkiir ederiz.

Agaya & Tan 2023, 24(3)



OZEL YETENEK MERKEZLERININ KARSILASTIRILMALI INCELENMES] 451

Kaynaklar

*University of Washington’e bagli olan Robinson Center for Young Scholars’da merkezle ilgili yapilan akademik
¢aligmalarin yanina “*” sembolii konulmustur.

Aljughaiman, A. M. (2011). Evaluation of math and science summer enrichment programs in Saudi Arabia.
Australasian Journal of Gifted Education, 20(2), 10-22.
https://www.aaas.org/sites/default/files/BTC_Aljughaiman_E.pdf

Batterjee, A. A. (2016). The effect of grouping and program type on scholastic and affective outcomes in the
Mawhiba schools partnership initiative. Gifted Education International, 32(2), 123-147.
https://doi.org/10.1177/0261429414557588

Bernstein, B. O., Lubinski, D., & Benbow, C. P. (2021). Academic acceleration in gifted youth and fruitless
concerns regarding psychological well-being: A 35-year longitudinal study. Journal of Educational
Psychology, 113(4), 830-845. https://doi.org/10.1037/edu0000500

Briilles, D., Peters, S. J., & Saunders, R. (2012). Schoolwide mathematics achievement within the gifted cluster
grouping model. Journal of Advanced Academics, 23(3), 200-216.
https://doi.org/10.1177/1932202X12451439

Chalwell, K., & Cumming, T. M. (2019). Radical subject acceleration for gifted students: One school’s response.
Australasian Journal of Gifted Education, 28(2), 29-46.
https://search.informit.org/doi/10.3316/ielapa.688028168525621

Corbin, J., & Strauss, A. (2008). Basics of qualitative research: Techniques and procedures for developing
grounded theory (3rd ed.). Sage.

Clark, B. (2002). Growing up gifted. Pearson.

Citil, M. (2018). Tiirkiye’de stiin yeteneklilerin egitimi politikalarinin degerlendirilmesi. Milli Egitim Dergisi,
47(0Ozel Say1 1), 143-172. https://dergipark.org.tr/tr/download/article-file/569492

Citil, M. (2020). Ozel egitim alaninin kavramsal, tarihsel ve yasal temelleri. U. Sak & S. Toraman (Eds.),
Tiirkiye 'de ozel egitim hizmetleri iginde (ss. 11-45). Milli Egitim Bakanlig.

Citil, M., & Sak, U (2020). Tiirkiye’de 6zel yetenekli bireylere yonelik 6zel egitim hizmetleri. U. Sak & S.
Toraman (EdSs.), Tiirkiye 'de 6zel egitim hizmetleri iginde (ss. 113-129). Milli Egitim Bakanligi.

Citil, M., Ersoy, S., Ozdemir-Kilic, M., & Agaya, A. (2020). Ustiin yeteneklilerin egitiminde ayr1 okullar:
Amerika’daki Ustiin yetenekliler okullarinin karsilagtirmali olarak incelenmesi. Cocuk ve Medeniyet,
5(10), 257-280. https://doi.org/10.47646/CMD.2020.215

Davasligil, U. (2004). Ustiin zekali gocuklarin egitimi. M. R. Sirin, A. Kulaksizoglu, & A. E. Bilgili (Eds.), Ustiin
yetenekli ¢ocuklar: Se¢ilmis makaleler i¢inde (ss. 233-241). Cocuk Vakfi Yaynlar.

Davis, G. A., & Rimm, S. B. (2004). Education of the gifted and talented (5th ed.). Pearson Education

Ford, D. Y. (2012). Gifted and talented education: History, issues, and recommendations. In K. R. Harris, S.
Graham, T. Urdan, S. Graham, J. M. Royer, & M. Zeidner (Eds.), APA educational psychology handbook,
Vol. 2. Individual differences and cultural and contextual factors (pp. 83-110). American Psychological
Association. https://doi.org/10.1037/13274-004

Gross, M. U. M. (2000). Issues in the cognitive development of exceptionally and profoundly gifted individuals.
In K. A. Heller, F. J. Monks, R. J. Sternberg, & R. F. Subotnik (Eds.), International handbook of
giftedness and talent (2nd ed.; pp. 179-182). Pergamon.

Gross, U. M. (2004). Exceptionally gifted children (2nd ed.). Routledge Falmer.

Gross, M. U. M. (2006). Exceptionally gifted children: Long-term outcomes of academic acceleration and
nonacceleration.  Journal  for the  Education of the Gifted, 29(4), 404-429.
https://files.eric.ed.gov/fulltext/EJ746290.pdf

Han, K. (2007). The possibilities and limitations of gifted education in Korea: A look at the ISEP science-gifted
education center. Asia Pacific Education Review, 8(3), 450-463. https://doi.org/10.1007/BF03026473

Agaya & Tan 2023, 24(3)


https://www.aaas.org/sites/default/files/BTC_Aljughaiman_E.pdf
https://doi.org/10.1177/0261429414557588
https://doi.org/10.1037/edu0000500
https://doi.org/10.1177/1932202X12451439
https://search.informit.org/doi/10.3316/ielapa.688028168525621
https://dergipark.org.tr/tr/download/article-file/569492
https://doi.org/10.47646/CMD.2020.215
https://doi.org/10.1037/13274-004
https://files.eric.ed.gov/fulltext/EJ746290.pdf
https://doi.org/10.1007/BF03026473

OZEL YETENEK MERKEZLERININ KARSILASTIRILMALI INCELENMES] 452

*Hertzog, N. B., & Chung, R. U. (2015). Outcomes for students on a fast track to college: Early college entrance
programs at University of Washington. Roeper Review, 37(2), 39-49.
https://doi.org/10.1080/02783193.2014.976324

*Hertzog, N. B., Lamb, K. N., & Mammadov, S. (2021). Parent perspectives on sending their children to college
early. Journal of Advanced Academics, 32(4), 399-434. https://doi.org/10.1177/1932202X211007088.

Kulik, J. A., & Kulik, C. L. (1982). Effects of ability grouping on secondary school students: A meta-analysis of
evaluation findings. American Educational Research Journal, 19, 415-428.
https://doi.org/10.3102/00028312019003415

Kulik, C. L., & Kulik, J. A. (1991). Ability grouping and gifted students. In N. Colangelo & G. A. Davis (Eds.),
Handbook of gifted education (pp. 178-196). Pearson.

Kwan, A. C. K., & Yuen, M. (2013). “Mathematics in the workplace”: A pilot enrichment programme for
mathematically talented primary students in Hong Kong. Gifted and Talented International, 28(1-2), 85-
98. https://doi.org/10.1080/15332276.2013.11678405

Lee, S.-Y., Olszewski-Kubilius, P., & Peternel, G. (2010). The efficacy of academic acceleration for gifted
minority students. Gifted Child Quarterly, 54(3), 189-208. https://doi.org/10.1177/0016986210369256

Levent, A. F. (2011). Ustiin yetenekli cocuklarin haklar: el kitabi. Cocuk Vakfi Yayinlari.
Levent. A. F. (2022). Ozel yeteneklilerin egitimi tarihi. Nobel Yaymcilik.

*Mammadov, S., & Hertzog, N. B. (2021). Continuity and change of achievement goals in advanced learning
context. Learning and Individual Differences, 92, Acrticle 102086.
https://doi.org/10.1016/j.lindif.2021.102086

*Mammadov, S., Hertzog, N. B., & Mun, R. R. (2018). An examination of self-determination theory within alumni
of an early college entrance program. Journal for the Education of the Gifted, 41(3), 273-291.
https://doi.org/10.1177/01623532187817

Marland, S. P. (1972). Education of the gifted and talented: Report to the Congress of the United States by the
U.S. U.S. Government Printing Office.

*Mun, R. U., & Hertzog, N. B. (2018). Teaching and learning in STEM enrichment spaces: From doing math to
thinking mathematically. Roeper Review, 40(2), 121-129.
https://doi.org/10.1080/02783193.2018.1434713

*Mun, R. U., & Hertzog, N. B. (2019). The influence of parental and self-expectations on high-achieving Asian
American women. Gifted Child Quarterly, 63(2), 120-140. https://doi.org/10.1177/0016986218823559

National Association for Gifted Children, & Council for Exceptional Children. (2008). The history of gifted and
talented  education.  https://dev.nagc.org/resources-publications/resources/gifted-education-
us/brief-history-gifted-and-talented-education

*Noble, K. D., Arndt, T., Nicholson, T., Sletten, T., & Zamora, A. (1999). Different strokes: Perceptions of social
and emotional development among early college entrants. Journal of Secondary Gifted Education, 10(2),
77-84. https://robinsoncenter.uw.edu/wp-content/uploads/2013/11/DifferentStrokes.pdf

*Noble, K. D., & Childers, S. A. (2008). A passion for learning: The theory and practice of optimal match at the
University of  Washington.  Journal of Advanced  Academics, 19(2), 236-270.
https://robinsoncenter.uw.edu/wp-content/uploads/2013/11/A_passion_for_learning.pdf

*Noble, K. D., & Drummond, J. E. (1992). But what about the prom? Students’ perceptions of early college
entrance.  Gifted Child  Quarterly, 36(2), 106-111. https://robinsoncenter.uw.edu/wp-
content/uploads/2013/11/WhatAbouttheProm.pdf

*Noble, K. D., Childers, S. A., & Vaughan, R. C. (2008). A place to be celebrated and understood: The impact of
early university entrance from parents’ points of view. Gifted Child Quarterly, 52(3), 256-268.
https://robinsoncenter.uw.edu/wp-content/uploads/2013/11/celebrated _understood.pdf

*Noble, K. D., & Smyth, R. K. (1995). Keeping their talents alive: Young women’s assessment of radical, post-
secondary acceleration. Roeper Review, 18(1), 49-55. https://robinsoncenter.uw.edu/wp-
content/uploads/2013/11/KeepingTalentsAlive.pdf

Agaya & Tan 2023, 24(3)


https://doi.org/10.1080/02783193.2014.976324
https://doi.org/10.1177/1932202X211007088
https://doi.org/10.3102/00028312019003415
https://doi.org/10.1080/15332276.2013.11678405
https://doi.org/10.1177/0016986210369256
https://doi.org/10.1016/j.lindif.2021.102086
https://doi.org/10.1177/01623532187817
https://doi.org/10.1080/02783193.2018.1434713
https://doi.org/10.1177/0016986218823559
https://dev.nagc.org/resources-publications/resources/gifted-education-us/brief-history-gifted-and-talented-education
https://dev.nagc.org/resources-publications/resources/gifted-education-us/brief-history-gifted-and-talented-education
https://robinsoncenter.uw.edu/wp-content/uploads/2013/11/DifferentStrokes.pdf
https://robinsoncenter.uw.edu/wp-content/uploads/2013/11/A_passion_for_learning.pdf
https://robinsoncenter.uw.edu/wp-content/uploads/2013/11/WhatAbouttheProm.pdf
https://robinsoncenter.uw.edu/wp-content/uploads/2013/11/WhatAbouttheProm.pdf
https://robinsoncenter.uw.edu/wp-content/uploads/2013/11/celebrated_understood.pdf
https://robinsoncenter.uw.edu/wp-content/uploads/2013/11/KeepingTalentsAlive.pdf
https://robinsoncenter.uw.edu/wp-content/uploads/2013/11/KeepingTalentsAlive.pdf

OZEL YETENEK MERKEZLERININ KARSILASTIRILMALI INCELENMES] 453

Noble, K. D., Robinson, N. M., & Gunderson, S. A. (1993). All rivers lead to the sea: A Follow-up study of gifted young
adults. Roeper Review, 15(3), 124-130. https://robinsoncenter.uw.edu/wp-
content/uploads/2013/11/AlIRiversL eadtotheSea.pdf

*Noble, K. D., Vaughan, R. C., Chan, C., Childers, S. A., Chow, B., Federow, A., & Hughes, S. (2007). Love and work:
The legacy of early university entrance. Gifted Child Quarterly, 51(2), 152-166.
https://robinsoncenter.uw.edu/wp-content/uploads/2013/11/love and work orig.pdf

Olszewski-Kubilius, P., Lee, S. Y., Ngoi, M., & Ngoi, D. (2004). Addressing the achievement gap between minority and
nonminority children by increasing access to gifted programs. Journal for the Education of the Gifted, 28(2),
127-158. https://doi.org/10.1177/016235320402800202

Olszewski-Kubilius, P. (2000). Thinking through early entrance to college. https://www.davidsongifted.org/gifted-
blog/thinking-through-early-entrance-to-college/

Preckel, F., & Briill, M. (2008). Grouping the gifted and talented: Are gifted girls most likely to suffer the consequences?
Journal for the Education of the Gifted, 32(1), 54-85. https://doi.org/10.4219/jeg-2008822

Preckel, F., Gotz, T., & Frenzel, A. (2010). Ability grouping of gifted students: Effects on academic self concept and
boredom. British Journal of Educational Psychology, 80(3), 451-472.
https://doi.org/10.1348/000709909X480716

Parker, J. P., & Karnes, F. A. (1991). Graduate degree programs and resource centers in gifted education: An update and
analysis. Gifted Child Quarterly, 35(1), 43-47. https://doi.org/10.1177/001698629103500106

Renzulli, J. S. (1991). The national research center on the gifted and talented: The dream, the design, and the destination.
Gifted Child Quarterly, 35(2), 73-80. https://doi.org/10.1177/001698629103500205

Sak, U. (2011). Ustiin yetenekliler egitim programlart modeli (UYEP) ve sosyal gecerliligi. Egitim ve Bilim, 36(161),
213-229. http://egitimvebilim.ted.org.tr/index.php/EB/article/view/893/297

Sak, U. (2012). Ustiin zekalilar: Ozellikleri tanilanmalari ve egitimleri. Vize Yaymecilik.

Simpson, J. (2014) A case study on enrichment seminar and gifted adolescents. Gifted and Talented International, 29(1-
2), 63-77. https://doi.org/10.1080/15332276.2014.11678430

Sahin, F. (2022). Ozel yeteneklilerin egitimi: Egitsel stratejiler ve orneklerle zenginlestirilmis miifredat farklilastirma
modelleri. Nobel Yayincilik.

Tomlinson, C. A. (1999). The differentiated classroom: Responding to the needs of all learners. Association for
Supervision and Curriculum Development.

Vogl, K., & Preckel, F. (2014). Full-Time ability grouping of gifted students: Impacts on social self-concept and school-
related attitudes. Gifted Child Quarterly, 58(1), 51-68. https://doi.org/10.1177/0016986213513795

Winebrenner, S., & Devlin, B. (1998). Cluster grouping of gifted students: how to provide full-time services on a part-
time budget. Teaching Exceptional Children, 30(3), 62-65. https://doi.org/10.1177/004005999803000312

Yamat, H., Alias, A., Yassin, S. F. M., Majid, R. A., Yaakub, A., & Hamidi, A. (2011). Supporting differentiated
instruction through the ‘crafting the essay’ enrichment course. World Applied Sciences Journal, 14(Special
Issue), 6-10. http://www.idosi.org/wasj/wasj14(IPDL)11/2.pdf

Ybarra, L. (2005). Beyond national borders: The Johns Hopkins University Center for Talented Youth reaching out to
gifted  children  from  throughout the world. High Ability  Studies, 16(1), 15-26.
https://doi.org/10.1080/13598130500115163

Yildirim, A., & Simsek, H. (2018). Sosyal bilimlerde nitel aragtirma yontemleri. Segkin Yaymncilik.

Yusof, R., Ishak, N. M., & Zahidi, A. M. (2015). Leadership characteristic among gifted and talented students at
Malaysia National Gifted Center. International Journal of Scientific Research, 4(8), 588-593.
https://www.worldwidejournals.com/international-journal-of-scientific-research-(1JSR)/fileview/August

2015 1441172700 188.pdf

Zakaria, Z., Spawi, M., Ali, M. Z. M., Amin, A. F. M., & Usop, R. (2021). Like, comment and share: Understanding
language learning experience of gifted students through massive open online course (MOOC) platform. Journal
of Language and Linguistic Studies, 17(3), 1440-1456. https://doi.org/10.52462/jlls.104

Agaya & Tan 2023, 24(3)


https://robinsoncenter.uw.edu/wp-content/uploads/2013/11/AllRiversLeadtotheSea.pdf
https://robinsoncenter.uw.edu/wp-content/uploads/2013/11/AllRiversLeadtotheSea.pdf
https://robinsoncenter.uw.edu/wp-content/uploads/2013/11/love_and_work_orig.pdf
https://doi.org/10.1177/016235320402800202
https://www.davidsongifted.org/gifted-blog/thinking-through-early-entrance-to-college/
https://www.davidsongifted.org/gifted-blog/thinking-through-early-entrance-to-college/
https://doi.org/10.4219/jeg-2008822
https://doi.org/10.1348/000709909X480716
https://doi.org/10.1177/001698629103500106
https://doi.org/10.1177/001698629103500205
http://egitimvebilim.ted.org.tr/index.php/EB/article/view/893/297
https://doi.org/10.1080/15332276.2014.11678430
https://doi.org/10.1177/0016986213513795
https://doi.org/10.1177/004005999803000312
http://www.idosi.org/wasj/wasj14(IPDL)11/2.pdf
https://doi.org/10.1080/13598130500115163
https://www.worldwidejournals.com/international-journal-of-scientific-research-(IJSR)/fileview/August_2015_1441172700__188.pdf
https://www.worldwidejournals.com/international-journal-of-scientific-research-(IJSR)/fileview/August_2015_1441172700__188.pdf
https://doi.org/10.52462/jlls.104

& . : Ankara University Faculty of REVIEW
» Educational Sciences

Journal of Special Education Recieved Date: 27.07.23
Accepted Date: 25.07.23
2023, 24(3), 435-453 Online First: 02.08.23

Comparative Analysis of Gifted Centers”

Aysil Agaya' 2t Sema Tan'=?2

Abstract

Introduction: Differentiation is crucial for gifted students to benefit fully from the advanced curriculum in general
education. Along with the strategies used in gifted education, universities have established research and
development centers to meet their unique needs. The aim of this study was to examine 17 different gifted education
and research centers.

Method: As this research is a descriptive case study, the data collection method employed was document analysis.
The websites of 17 gifted centers were thoroughly examined using content analysis, focusing on specific themes.
The data obtained within the scope of this research were analyzed using both descriptive and content analysis
methods.

Findings: It was found that the websites of the centers mainly provide details about the center's program,
curriculum models, and activities. However, information regarding admission criteria is less frequently available
on these websites. Additionally, the majority of personnel in gifted centers are doctoral students, with a smaller
proportion of master's students. When it comes to financial support, centers primarily rely on specific funds, with
minimal state support. Moreover, centers that specify student admission requirements often adopt a unique
evaluation system.

Discussion: When the literature was examined, no similar study was found. Based on the findings of the study,
future studies can be conducted by comparing the gifted centers in Europe with the centers in other countries and
can be expanded by including the education systems of the countries in this study.
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Introduction

As time progresses, countries are prioritizing the education of gifted individuals as a national focus. The
development of gifted education gained momentum, particularly after the Soviet Union launched Sputnik into
space in the late 1950s, prompting an emphasis on educating gifted students to meet the changing needs of the
country. Consequently, the definition of giftedness has evolved in conjunction with the emergence of program
options for gifted individuals (National Association for Gifted Children [NAGC] & Council for Exceptional
Children [CEC], 2008). Although many applications and studies for gifted individuals have been proposed in
policy documents in Turkey since the mid-1990s, only an inclusion-based support education approach continues
to be implemented in formal educational institutions (Citil, 2018). Since 1957, various practices concerning the
separate or integrated education of gifted individuals have become widespread. It has become imperative to
differentiate the education of gifted students to ensure they can fully benefit from the curriculum implemented in
general education classrooms (Tomlinson, 1999). This is because the standard education provided in general
classrooms is insufficient to meet the cognitive needs of gifted students, and it may lead to the emergence of
underachievement or persistent/transient intellectual lethargy among gifted students (Sak, 2010). Therefore, it is
necessary to apply different educational strategies to cater to the needs of gifted students, including enrichment,
acceleration, and grouping.

When gifted children receive education alongside other students, this can have some negative outcomes
for them. Gifted students can complete tasks quickly, but repeating what they already know may bore them. To
prevent such situations, one of the most widely embraced practices for gifted students is the enrichment strategy,
which involves making adjustments in the regular classroom program to meet the needs and characteristics of
gifted students (Ersoy & Avci, 2000). The objectives of this strategy include developing students' skills based on
performance rather than age, enabling students to delve deeply into a subject of their choice at their own pace, and
fostering their research skills (Davis & Rimm, 2004). Enrichment can be categorized as horizontal and vertical.
Horizontal enrichment focuses on increasing the variety of courses and activities, while vertical enrichment
provides opportunities for advanced learning in specific subjects (Sahin, 2022). Within the scope of the enrichment
strategy, examples include summer schools, before and after-school programs, out-of-school enrichment
programs, and independent study. As for acceleration strategies, they encompass early enrollment, grade skipping,
and participation in the International Baccalaureate Program (Clark, 2002; Davis & Rimm, 2004).

The acceleration strategy involves implementing an educational program in a shorter and faster timeframe
compared to traditional education. Acceleration is considered one of the best options for the academic development
of individuals with exceptional intellectual abilities. There are various applications of acceleration practices,
including self-paced instruction, subject-based acceleration, continuous placement, curriculum compacting,
mentorship-based acceleration, supplementary curriculum programs, dual enrollment, advanced placement,
integrated curriculum, special programs for honors students, university-level course enrollment, and distance
education (Sahin, 2022). In Turkey, limited acceleration practices are implemented, such as grade skipping for
students of compulsory education age, early school enrollment, and upper-level course enrollment for higher
education students (Citil & Sak, 2020). As for enrichment practices, different models developed abroad for gifted
students are implemented in some private schools in Turkey. Additionally, the Education Programs for Talented
Students Model (EPTS), developed and implemented at Anadolu University, is the first systematic model used in
Turkey (Sak, 2011). The EPTS, established in collaboration with Anadolu University and The Scientific and
Technological Research Council Of Tiirkiye (TUBITAK), offers education services during the summer months
and weekends. The program primarily focuses on acceleration and enrichment models related to science and
mathematics (Levent, 2022).

The grouping strategy allows students with similar or complementary characteristics to receive education
together. Grouping strategies can be categorized as full-time and part-time homogeneous, and full-time and part-
time heterogeneous. Full-time homogeneous grouping involves gifted students receiving education in special
schools or classes. Examples include special classes across different grades, special schools, partially special
classes, and fully special classes. Full-time heterogeneous grouping involves gifted students studying together with
a similar number of non-gifted peers. In these classes, students remain in the same class for level groups and
enrichment activities. Examples of this type of grouping include school-within-a-school, mixed-ability classes,
and instruction within regular classrooms. Part-time groupings, on the other hand, refer to gifted students receiving
instruction from specialized teachers at specific times outside their regular classrooms. Part-time heterogeneous
grouping includes in-class mixed-ability groups and in-class multilevel groups. Part-time homogeneous grouping
includes resource rooms, similar-ability groups within classrooms, and subject-based ability groups (Davashgil,
2004; Sak, 2008). Many countries implement three different grouping models for gifted students. In the United
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States, for example, full-time homogeneous grouping includes magnet schools, schools established by private
institutions, and school-within-a-school practices for gifted students. Full-time heterogeneous grouping includes
cluster groups comprising gifted students placed with typically developing students, and individualization in
heterogeneous classrooms. Temporary or part-time grouping includes practices such as club activities or resource
rooms (Davis et al., 2014). In Turkey, the grouping practices are quite limited, and the most common are Science
and Art Centers (also an enrichment strategy) and resource rooms, which are part-time homogeneous grouping
practices. As for full-time grouping, ARGEMER school in Istanbul is the only institution that provides education
for gifted students at the high school and middle school levels. The presence of separate schools for gifted students
is very limited in Turkey (Citil et al., 2020) while there are many international gifted education and research centers
that employ these strategies. In the literature, there are studies examining individual schools alone (Citil et al.,
2020), grouping strategies (Brullers et al., 2012; Kulik & Kulik, 1982; 1991; Preckel & Briill, 2008; Preckell et
al., 2010; Vogl & Preckell, 2013; Winebrenner & Devlin, 1998), acceleration strategies (Bernstein et al., 2021;
Chalwell & Cumming, 2019; Gross, 2006; Lee et al., 2010; Siegle et al., 2013), the National Research Center for
the Gifted (NRC/GT) (Gubbins et al., 2014), the quality of centers for the gifted in Korea under specific headings
(Han, 2007). In addition, there are studies that explore the work conducted in centers related to the education of
gifted children (Hertzog & Chung, 2015; Hertzog et al., 2021; Mammadov & Hertzog, 2021; Mammadov et al.,
2018; Mun & Hertzog, 2019; Noble & Childers, 2008; Noble, Childers et al., 2008; Noble, Vaughan et al., 2007).
A study has also examined the leadership characteristics of students in a gifted center in Malaysia (Yusof et al.,
2015). However, there is no study in the literature that comparatively examines a large number of gifted centers
under certain categories as in this study. The aim of this study is to provide information on the establishment,
funding, and programming for the future establishment and expansion of gifted centers in Turkey. To achieve this
goal, a study that has not been encountered in the national and international literature was planned and 17 different
gifted education and research centers were examined. This study seeks to answer the following questions:

1. What are the financial sources of the centers?
2. What is the educational level of the staff working in the centers?
3. What are the student admission requirements of the centers?
4. What are the curriculum models, educational strategies, and activities used in the centers?
Method
Design of the Study

In this study, a qualitative document analysis was conducted to examine the websites of centers affiliated
with universities that are specifically established for gifted students, based on specific categories. Document
analysis can be used as a standalone research method or in conjunction with other qualitative research methods. It
involves the analysis of written materials that contain information relevant to the research topic (Yildinm &
Simsek, 2018). Document analysis can be applied to both electronic and printed sources for examination or
evaluation purposes. Similar to other methods in qualitative research, document analysis aims to uncover meaning,
gain understanding, and develop empirical knowledge through the examination and interpretation of data (Corbin
& Strauss, 2008).

Study Group

A systematic approach was employed to identify the centers to be examined in the study. Consequently,
a search was conducted on Google in both English and Turkish, the languages in which both authors are fluent,
using the keywords ["gifted" OR "talent" OR "creativity"] AND ["center"] and [“listiin zeka” VEYA “istiin
yetenek” VEY A “6zel yetenek” VEY A “yaraticilik”] VE [“merkez”]. The centers resulting from the search were
primarily evaluated based on a) their high recognition, b) active promotion of activities on their websites, ¢) regular
updates of their websites, d) the comprehensive nature of the information provided, enabling meaningful
comparisons, and e) their affiliation with a university in order to use research-based approaches. After careful
examinations, 16 research centers affiliated with different universities focused on the education of especially gifted
individuals from American origin, along with one located in Turkey, were determined to meet these criteria and
were included in the final sample.

As a result, the final sample included 16 centers of American origin and one center from Turkey, all
affiliated with universities and specifically focused on gifted education. Within the scope of this research, the
following 17 centers were examined: Renzulli Center for Creativity, Gifted Education and Talent Development at
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the University of Connecticut; Center for Gifted Education at the College of William & Mary; Gifted Education
Research Institute at Purdue University; Center for Gifted Education at St. John University; Center for Gifted and
Talented Education at the University of Northern Colorado; Center for Gifted Education and Talent Development
at Baylor University; Belin-Blank Center for Gifted Education at the University of lowa; The Center for Gifted
Studies at Western Kentucky University; Center for Gifted Youth at Long Island University; Johns Hopkins Center
for Talented Youth; Robinson Center for Young Scholars at the University of Washington; Center for Gifted
Studies and Talent Development at Ball State University; Center for Gifted Education at Whitworth University;
Center for Gifted Education at the University of Louisiana at Lafayette; The Center for Gifted Education at Drury
University; and Jodie Mahony Center for Gifted Education at the University of Arkansas Little Rock, Anadolu
University- Center for Gifted Education. Science and Art Centers, which are centers for gifted students in Turkey,
do not offer the same variety of services as the gifted centers examined for the purpose of this study, and they also
differ from the research centers examined in this study because they are not directly affiliated with a university.
For this reason, Science and Art Centers in Turkey were excluded from the scope of this study.

Data Collection

After identifying the centers to be examined in the study, the researchers proceeded to create a document
review form. To ensure content validity, this form was reviewed by three experts, including one professor from
the field of measurement and evaluation and two professors from the field of special education. Subsequently, the
researchers visited the websites of each gifted center and transferred the information from these websites to data
comparison tables (Tables 1, 2, 3, 4, 5) in accordance with the document review form. This allowed for a
comprehensive analysis of the data across the centers.

To examine the studies conducted by the centers in more detail, the same e-mail was sent to all centers,
and publications related to the activities carried out within each center were requested. The same e-mail was sent
to 17 centers in 3 different time intervals as a reminder. However, only 8 centers responded to our email. These
centers include the Center for Gifted Studies and Talent Development at Ball & State University, the Center for
Gifted Youth at Long Island University, the Robinson Center for Young Scholars at the University of Washington,
the Belin-Blank Center for Gifted Education at the University of IOWA, the John Hopkins Center for Talented
Youth, the Center for Gifted Studies at Western Kentucky University, the Center for Gifted Education at St. John
University, and Center for Gifted Education at Anadolu University. Among the responding centers, the Center for
Gifted Studies and Talent Development at Ball & State University stated that they have an active research agenda
but no publications and The Center for Gifted Youth at Long Island University mentioned that their staff primarily
consists of teachers who are not involved in academic research. The Belin-Blank Center for Gifted Education,
affiliated with the University of IOWA, provided names of researchers at the center including Nick Colangelo,
Susan Assouline, Ann Shoplik, David Lohman, Megan Foley-Nicpon, and Brandon LeBeau, suggesting that their
studies should be examined. However, even though the studies of the researchers examined were quantitatively
high in number, it was observed that the majority of these researchers' studies were non-empirical (such as book
chapters) or unrelated to the center. The director of the Center for Gifted Education at St. John University, Seokhee
Cho, provided her curriculum vitae, which contained numerous studies, but it was found that these publications
were not directly related to the center. The website of the center mainly featured projects rather than academic
studies. The Robinson Center for Young Scholars at the University of Washington had studies related to the center
on their website. The John Hopkins Center for Talented Youth and The Center for Gifted Studies at Western
Kentucky University only provided a link to their websites in response to the email. However, no specific
information about studies could be found on the website of the John Hopkins Center for Talented Youth, and the
studies on the website of The Center for Gifted Studies at Western Kentucky University were not related to the
center. It has been observed that researchers working at the Center for Gifted Education, affiliated with Anadolu
University, have conducted numerous studies on the center, influenced by their roles as academicians within the
university. Based on the responses received from the returning centers, the publications they provided were
examined. For the centers that did not respond, efforts were made to gather information for publication by
reviewing their websites. When examining the researchers working in the field of gifted education at the Center
for Gifted Education affiliated with Whitworth University, it was found that the majority of the studies were non-
empirical (such as book chapters) or unrelated to the center. Information about research could not be found on the
websites of the Center for Gifted Education affiliated with the University of Louisiana at Lafayette, the Center for
Gifted Education affiliated with Drury University, and the Center for Gifted and Talented Education affiliated with
the University of Northern Colorado. Faculty members affiliated with Baylor University-Center for Gifted
Education and Talent Development maintained an active research agenda in the field of gifted education. When
examining the researchers Jennifer H. Robins, Todd Kettler, Laila Sanguras, and Tracey N. Sulak at the center, it
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was found that they had a high quantity of studies, but these studies were not directly related to the center. The
majority of studies at the Jodie Mahony Center for Gifted Education affiliated with the University of Arkansas
Little Rock were non-empirical (such as book chapters) or unrelated to the center. The studies conducted by the
Gifted Education Research Institute affiliated with Purdue University mainly included specific reports and projects
on their website, rather than journal articles. The Center for Gifted Education at College William & Mary
conducted research to contribute to the knowledge base on gifted education and gifted students. Instead of
providing scientific references for their research, they focused on indicating when and what types of research they
conducted. When examining the studies of the Renzulli Center for Creativity, Gifted Education, and Talent
Development, it was observed that there were numerous academic studies, particularly reports, center
introductions, and theoretical information.

Data Analysis

The data obtained within the scope of the research were analyzed using the descriptive analysis method.
Descriptive analysis is a type of analysis where data are categorized into specific themes and summarized
according to research questions or conceptual framework (Yildirim & Simsek, 2008). For the descriptive analysis,
the websites of gifted centers were initially examined. Then a checklist was created based on the analyzed websites.
Subsequently, through descriptive analysis, information such as the richness of the content, the name of the center,
its location, date of establishment, the education level of the staff working in the center, student admission
conditions, and financial resources were provided. Finally, the studies obtained from the email responses of the
centers were examined, and the data obtained from these publications were used to support the information
obtained from the websites.

Inter-Coder Reliability

The coders involved in this study consisted of a doctoral faculty member specializing in the field of
giftedness and a research assistant pursuing a PhD. An associate professor specializing in the field of giftedness
participated as a third coder to establish inter-coder reliability. The second author provided training to the coders.
Inter-coder reliability and agreement percentage were calculated based on the degree of agreement between the
researcher, each of the two coders, and the third coder. Once the inter-coder reliability reached 95.6%, all websites
were coded by the two coders. The coded data were presented using descriptive statistics, specifically in terms of
frequency.

Results

The findings obtained by examining the centers from many different aspects such as financial sources of
the centers, program and curriculum models, educational strategies and activities carried out are included in this
section. It was observed that the websites of all the centers examined were up-to-date. This conclusion was reached
because all the activities and programs on their websites are dated 2022. Table 1 shows a checklist of the websites
of the centers examined, financial sources of the centers, the educational level of the staff working in the center,
the center's student admission requirements, the educational strategies used in the center, the curriculum models,
and whether the center includes a source of financial support.
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Table 1

440

Descriptive Statistics on the Evaluation of the Analyzed Websites According to Certain Categories

Education level Student Curriculum models,
Source of . : .
. : of the staff admission educational strategies
Name of the center financial support . . L
working atthe  requirements of and activities of the
for the center
center the center center
Renzulli Center For Creativity, Gifted X X X X
Education and Talent Development
College Wllllam & Mary Center for Gifted X X No information X
Education
Purdue University Gifted Edl_Jcatlon X X No information X
Research and Resource Institute
St. John_Umversny Center for Gifted X X No information X
Education
University of Northern Colorado Center . . . . . .
for Gifted and Talented Education No information ~ No information  No information X
Baylor University Center for Gifted . .
Education and Talent Development No information X X X
University of IOWA Belin-Blank Center . .
for Gifted Education No information X X X
Western Kentucky University The Center . .
for Gifted Studies X X No information X
Long Island University Center for Gifted No information X No information X
Youth
John Hopkins Center for Talented Youth No information ~ No information X X
University of Washington Robinson . . . .
Center for Young Scholars No information X No information X
Ball & State University Center for Gifted . . . .
Studies and Talent Development X No information  No information X
Wh"WOTth University Center for Gifted No information No information  No information X
Education
University of Louisiana at Lafayette . . . . . .
Center for Gifted Education No information No information  No information X
University of Arkansas Little Rock Jodie . . . - . .
Mahony Center for Gifted Education No information No information  No information X
Drury U_nlversny The Center for Gifted No information ~ No information  No information X
Education
Anadolu_ University Center for Gifted X X X X
Education
f f f f
Toel 7 10 17

When Table 1 is examined, it is seen that the most information obtained from the websites of the centers
are the curriculum models, educational strategies and the activities carried out by the center. The most limited
information obtained from the centers' websites is the admission requirements. Table 2 shows the distribution of
the financial support sources of the centers that include the sources of financial support on their websites according
to whether they are supported by the state, projects, and different funds.
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Table 2
Distribution of the Centers' Sources of Financial Support

Name of the center State  Projects Funds
Renzulli Center For Creativity, Gifted Education and Talent Development X
College William & Mary Center for Gifted Education
Purdue University Gifted Education Research and Resource Institute X
University of Washington Robinson Center for Young Scholars
St. John University Center for Gifted Education
University of Arkansas Little Rock Jodie Mahony Center for Gifted Education
Western Kentucky University The Center for Gifted Studies
Ball & State University Center for Gifted Studies and Talent Development
Anadolu University Center for Gifted Education X*

Total

X
XXX X X X X

N|[=—
=X X
~ |

*Anadolu University, as a public university, provides some facilities (classrooms, etc.) to the center.

When Table 2 is examined, it is seen that the financial support sources of the centers are mostly specific
funds (f = 7) and least the state (f = 2). The only center supported by the state is the Renzulli Center for Creativity,
Gifted Education and Talent Development. The Center for Gifted Education, which is affiliated with College
William & Mary is supported by the Jacob K. Javits Gifted and Talented Students Education Act, the Jack Kent
Cooke Foundation and the Petters Family Foundation. The Gifted Education Research and Resource Institute at
Purdue University is supported by the Jack Kent Cooke Foundation and their projects. The Center for Gifted
Education at St. John University, The Center for Gifted Studies at Western Kentucky University, and the Center
for Gifted Studies and Talent Development at Ball & State University are supported by the Jacob K. Javits Gifted
and Talented Education Act. When the academic studies conducted at the University of Arkansas Little Rock Jodie
Mahony Center for Gifted Education and the University of Washington Robinson Center for Young Scholars are
examined, it is seen that the programs at these centers are supported by the Javits Gifted and Talented Students
Education Grant Program. It was also concluded that the academic studies of the Robinson Center for Young
Scholars University of Washington were supported by the Graduate Research Fund, Spencer Foundation, and H.
Donner Foundation. Finally, in Anadolu University-EPTS, in addition to the income generated by the center from
the projects, a certain amount of fee is charged to students for student evaluations and summer school programs,
and financial resources are transferred to the center to support the programs implemented at the center. Table 3
shows the distribution of the staff of the centers that include the educational level of their staff on their websites
as master's student, master's graduate, doctoral student, and doctoral graduate.

Table 3
Distribution of Personnel Working in the Centers According to Their Level of Education
Master's  Master's degree  Doctoral Doctoral

Name of the center

student graduate student  graduate
Renzulli Center For Creativity, Gifted Education and Talent
3 15 17
Development
College William & Mary Center for Gifted Education 15
Purdue University Gifted Education Research and Resource 4
Institute
Baylor University Center for Gifted Education and Talent 1 4
Development
University of IOWA Belin-Blank Center for Gifted Education 4 11
Western Kentucky University The Center for Gifted Studies 1 4
Long Island University Center for Gifted Youth 11 4
University of Washington Robinson Center for Young Scholars 2 2
Anadolu University Center for Gifted Education 1 1 11 9
f f f f
Total 8 15 27 70

When Table 3 is examined, it is seen that most of the personnel working in gifted centers (f = 70) are at
the doctoral level and the least (f = 8) are master's students. In addition, 4 teachers, 2 of whom are specialists, work
in the Center for Gifted Education at Anadolu University. Table 4 shows the distribution of student admission
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requirements of the centers that include student admission requirements on their websites according to the level of
performance in undergraduate and graduate education, exam scores, and center-specific evaluation system.

Table 4
Student Admission Requirements of the Centers

Performance level in .
Exam Center-specific

Name of the center undergraduate and -
- scores  evaluation system
graduate education
Renzulli Center For Creativity, Gifted Education and Talent X X
Development
Baylor University Center for Gifted Education and Talent X
Development
University of IOWA Belin-Blank Center for Gifted Education X
John Hopkins Center for Talented Youth X
Anadolu University Center for Gifted Education X
f f f
Total 1 7

When Table 4 is examined, it is seen that the centers that include student admission requirements on their
websites mostly use a unique evaluation system (f = 4). Renzulli Center For Creativity, Gifted Education and
Talent Development's doctoral programs are evaluated based on applicants' past performance in undergraduate
and graduate education, experience, test scores, and career goals. The Center for Gifted Education and Talent
Development's Baylor Talent Identification Program (TIP) assesses students in grades 4 and 5 and grades 7 and 8.
The Belin-Blank Exceptional Student Talent Search (BESTS) of the University of IOWA- Belin-Blank Center for
Gifted Education accepts students from 4th to 9th grades with its unique evaluation system. The John Hopkins
Center for Talented Youth's Talent Search and Testing determines their suitability for the educational programs in
the center. Mathematical ability and scientific creativity are measured for 5th grade students during their admission
to the — Center for Gifted Education of Anadolu University. Table 5 shows the content analysis of the educational
strategies used by the centers and the activities they carry out. In addition, descriptive statistics (frequency) of the
realization of the themes coded under the table in the centers are given.
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Content Analysis of The Curriculum Models, Educational Strategies, and Activities of the Examined Centers
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Programs for

Name of the center Programs for students Acceleration Programs for educators parents Project
Renzulli Center For Creativity Advisory service Master's and doctoral programs
Gifted Education and Talent No program for schools for '(:)nllne ;I).ostgrad.uate certificate No program No project
Development acceleration ree on _me seminars . .
Consulting for school-wide enrichment
Institute for research on suicide of gifted N
students Summer institute
- . Advanced summer institute
College William & Mary Saturday enrichment program )
Center for Gifted Education Camp launch No program II\EAndorsement C?“f:tesd ; | No program No project
Governor's school anagement of giftedness doctora
. programs
Summer enrichment program
Doctorate in gifted education .
) L . HOPE+ project,
. - Master's degree with/without thesis in the S P
Purdue University Gifted Online free enrichment courses (Moocs) field of giftedness and creativity Diversity initiatives
- Super saturday for gifted and
Education Research and o No program Integrated doctorate No program
. Summer residential camp . . talented
Resource Institute Enrichment courses online for free
Super summer . . . Total school cluster
The gifted, creative, and talented studies grouping
certificate program
N i ifi HOPE+ proj
St. John University Center for Teacher of the gifted certificate program o prolef:t
. - No program No program Doctoral program on the education of No program TEAMS project
Gifted Education . :
diverse students BRIDGE project
N Summer enrichment program
University of Northern - . prog .
. Young children's summer Enrichment .
Colorado Center for Gifted roaram No program No program No program No project
and Talented Education program .
Leadership enrichment program
Baylor University Center for Super saturday Conferences Counseling for
Gifted Education and Talent Baylor talent identification program (TIP)  No program Online courses families No project
Development University for young people Parent conferences
Agaya & Tan 2023, 24(3)



Table 5 (continue)

COMPARATIVE ANALYSIS OF GIFTED CENTERS

444

Name of the center Programs for students Acceleration Programs for educators Programs for parents Project
Integrated acceleration system
Online course with lowa Online AP Academy (IOAPA)
Weekend enrichment
Summer programs
nmer prog TAG endorsement
Twice difference academy
. Chautauqua
University of IOWA Advanced compuiter science course Belin-Blank fellowship program
NIVersity o BESTS high-level test Acceleration A . P prog Assessment and .
Belin-Blank Center for Junior scholars academ institute FLOW experiences counseling clinic No project
Gifted Education academy Teaching positions at the center
Blank summer institute .
. Global professional development
Young writers Workshop COUrses
Bucksbaum early entry academy
Perry research fellowships institute
Academic and artistic writing
Secondary student development program
Super saturday Master’s in education in gifted .
Camp explore education and talent development GEMS project
Camp innovate (MAE) and education Specialist in Idea festival bowling RAP project
Summer camp for academically talented middle school gifted education (EdS) green Early indicators
students (SCATS) Certificate in gifted education Travel abroad of twice
Western Kentucky Summer program for verbally and mathematically Endorsement in gifted education Berta seminar excepn?nal.
University-The Center precocious youth (VAMPY) No program  Advanced placement summer institute  Wedge visiting scholar Parentst'
for Gifted Studies Virtual summer workshops National STEM scholar program presentations pfgsssf Ives
Kentucky talent identification program (TIP-KY) Pre-Ap summer institute Parent seminar in super project
; . L . Evaluation of a
Idea festival bowling green Wedge visiting scholar presentations Saturdays gifted program
Travel abroad Kentucky school board association Little learners, big ideas using a logic
Leadership institute training module model project
Little learners, big ideas Little learners, big ideas
Long Island University ~ Online workshops Parental discussions
Center for Gifted Fall and spring courses No program  No program conducted by No project

Youth

Summer courses

psychologists
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Name of the center Programs for students Acceleration Programs for educators Programs for parents Project
Talent search
Academic exploration
John Hopkins Center 82;ic:;nc%ﬁ::srq:]g(r)relrol?trei?ai::je:eiﬂr?(jlsothe L:lssto and social Intensive Opportunity to work in summer courses  Counseling services No proiect
for Talented Youth . P - 1ology, ry and studies and online programs for families proj
sciences, languages, mathematics, science and engineering
Young students program
Summer programs
Saturday enrichment
] ity of Summer challenge
University o _ Summer stretch Professional
Washington Robinson L . .
Center for Young Transition school No program  Professional development workshops development No project
Scholars Early entry to UW workshops
RC online course
UW Academy
Saturday enrichment program
Summer enrichment program STEAM enrichment club
In-school enrichment Parent . GATE
Ball & State University  After-school enrichment school Consultancy services to schools for Tar(_en_ sert?]mars delof Project
Center for Gifted Holiday enrichment No proaram academic and social/emotional needs, srﬁmlgrgtin etrr?: elo CLUE
Studies and Talent Enrichment program prog Gifted and talented (high abilities) enfc';)tiona?nee s of project
Developmen i i E ion Certifi Trainin .
evelopment Camp- |nven-t|0n ducation Certificate Training gifted students CLU_E+
Club invention project
Creative writing
Honors orchestra
M.A.T. specialized endorsement in
gifted education
Knowledge bowl i i i
Whitworth University _ g M.A.T. gifted education and equitable
. Science bowl teaching :
Center for Gifted No program . . . . No program No project
Education Camp M.Ed. in teaching and learning teaching
Metamorphosis for learning: curriculum resources,
strategies and frameworks to promote
talent development
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Table 5 (continue)

Name of the center Programs for students Acceleration Programs for educators Programs for parents Project
University of Louisiana at

LAgniappe academic enrichment programs Education of the gifted master's

IégziﬁggenCenter for Gifted Summer scholars housing and commuter program No program and doctoral education No program No project
Uni itV of Ark Master's and certificate programs
Silt\tlleerzgci Joc;iea?\;ﬁ\on MT stage: Expressions program information Arkansas advanced placement STEM+C2
Center for Gifted Y summer laureate university for youth (SLUFY), No program professional development center ~ No program roiects
- Summer laureate university for youth Advanced placement summer proj
Education e
institutes
Drury leadership academy fallscape saturday
enrichment program
Drury University The Center ~ Winterscape saturday enrichment program .
for Gifted Education Summer pals No program No program No program No project
Summer quest
Summerscape
. . Advanced mathematics, science, personality . .
Anado_lu Unlversny Center training, counseling program for students Accele_ratlon strategy Is No program Parent seminars No project
for Gifted Education L. used in lessons
Summer institute
f f f f f
Total 15 4 14 8

Not: EDS = education specialist; GEMS = gifted education in math and science; HOPE+ = having opportunities promotes excellence; MAE = master’s in education; MAT = master of arts in teaching; MEd = master of
education; MOOC = massive open online courses; RAP = reaching academic potential; RC = Robinson Center; SCATS = summer camp for academically talented middle school students; SLUFY = summer laureate
university for youth; TEAMS = twice exceptional students achieving and matriculating in STEM; TIP = talent identification program; TIP-KY = kentucky talent identification program; UW = University of Washington;
VAMPY = summer program for verbally and mathematically precocious youth.
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When Table 5 is examined, it is seen that the centers mostly carry out activities for students and the least
activities related to acceleration. Among these activities for students, it is seen that enrichment activities are mostly
carried out in the form of Saturday enrichment and summer camps. Programs for educators include master's and
doctoral programs and certificate programs. In programs for students, there are academies based on acceleration,
academies that develop leadership skills, courses such as academic and artistic writing at the Belin-Blank Center
for Gifted Education affiliated with the University of IOWA, and some centers such as the Robinson Center for
Young Scholars affiliated with the University of Washington have some early entrance academies for gifted
students to enter university early. Services for parents include special Saturday parent discussions led by
psychologists, such as at the Center for Gifted Youth at Long Island University, parent seminars, such as at the
Center for Gifted Studies and Talent Development at Ball & State University, and professional development
workshops, such as at the Robinson Center for Young Scholars at the University of Washington. Apart from these,
there are projects carried out by the centers. The HOPE+ Project is among the projects carried out by many centers
such as the Center for Gifted Education affiliated to St. John University.

When the studies on the centers are examined, it is seen that many academic studies have been carried
out, especially at the Robinson Center for Young Scholars affiliated to the University of Washington. In the
majority of the studies, students who entered the university early were examined and followed in many aspects
such as social and emotional, as well as the success goals of the participants in the summer program, the
expectations of the families, and the learning levels of the participants in the Saturday Enrichment Program. The
Center for Gifted Education, affiliated with the College William & Mary, has focused its research on specific
topics. These include reports on gifted education with the International Research Center, handbooks to support
School Counselors, Academic Repression and Suicide Studies, data collected from campers through Camp Launch
research, and follow-up with alumni to learn about their current activities. In addition, the Center for Gifted
Education, one of the two centers that include the curriculum model they use on their website, uses the Integrated
Curriculum Model, while the Renzulli Center for Creativity, Gifted Education and Talent Development uses the
Schoolwide Enrichment Model. Center for Gifted Education which is affiliated with Anadolu University, uses the
EPTS curriculum model of the center.

Discussion

The study aimed to examine 17 gifted centers in terms of several variables. In line with the general
purpose, a total of five main themes and sub-themes (codes) of the main themes were identified. As a result, it is
observed that the most information obtained from the websites of the centers is related to the curriculum models,
educational strategies, and the activities conducted by the center. The least amount of information obtained from
the centers' websites pertains to the admission requirements. Financially, the centers primarily rely on specific
funds, while government support is the least common source. When examining the financial support sources of
the centers, it is evident that the Jacob K. Javits Gifted and Talented Students Education Act is the most significant
funding source. The Office of the Gifted and Talented, established in 1974 under the Ministry of Education,
provided support for the education of gifted students to local governments and states. In 1981, the resources
allocated to gifted students started to decline, leading to the closure of the Office of the Gifted and Talented.
However, it was reopened in 1988 with the support of the Javits Gifted and Talented Education Act (Levent, 2011).
Since the enactment of the Jacob K. Javits Gifted and Talented Students Education Act, it has aimed to meet the
educational needs of gifted students and staff and, when necessary, to make materials and services for gifted
students available to all students (Clark, 2002). Since then, various units and activities related to giftedness have
been supported, including the centers dedicated to gifted students. In addition to the support from certain
foundations, these centers also sustain themselves through their projects. The diverse financial support for the
education of gifted students from various sources explains the high quality and utility of these centers Center for
Gifted Education with the Anadolu University, the only active center in Turkey, started as a project and was
supported by TUBITAK. Currently, the fees paid by families for the programs are the source of financial support
for the center.

It is observed that the personnel working in the centers mostly hold doctoral degrees, while the least
common level of education is master's students. Particularly, when the fields of study were examined, it was found
that the staff working in the centers received postgraduate education related to gifted students. This is an indicator
that the education provided in the centers can offer a developmental and supportive program for gifted students in
terms of talent and academic fields. Additionally, some centers, such as the Renzulli Center for Creativity, Gifted
Education, and Talent Development, offer postgraduate education. Both gifted students and educators of gifted
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students can receive education within the same center, which supports the education of educators as it provides
them with the opportunity to closely observe gifted students.

The centers that include admission requirements most often use a unique assessment system, such as the
Baylor Talent Identification Program (TIP) of the Center for Gifted Education and Talent Development, The Belin-
Blank Exceptional Student Talent Search (BESTS) of the University of IOWA- Belin-Blank Center for Gifted
Education, Center for Gifted Education with the Anadolu University and Talent Search and Testing of the John
Hopkins Center For Talented Youth. These assessment systems reveal students' unique abilities, needs, and
learning goals. They also determine students’ suitability for the educational programs in the center. When the
centers were examined in general, only 4 centers were found to have admission requirements. As a result, in line
with the current trend, these centers can be interpreted not just as exclusive centers for gifted individuals, but rather
as inclusive centers where all students can participate in these activities and programs.

It is observed that the centers focus more on supporting students and educators rather than families.
Among the activities of the centers for students, summer and/or Saturday enrichment is quite common.
Participating in enrichment programs has been found to have a positive impact on students’ academic achievements
and identity formation (Simpson, 2016). It helps develop their creative, thinking, writing, and language skills to a
certain level (Yamat et al. 2011). It provides opportunities for students to engage in in-depth thinking about
interesting, encouraging, and advanced-level mathematical problems (Kwen & Yuen, 2016). Enrichment activities
positively impact learning, academic self-concept, and social self-concept (Batterjee, 2014). The use of online free
enrichment courses (MOOC) as an enrichment activity has been found to be engaging, beneficial, and supportive
for gifted students’ learning (Zakaria et al., 2021). Summer enrichment programs have a significant impact on
students’ personal and social skills, thinking, and research skills (Aljughaiman, 2011). Considering the research
on the positive effects of enrichment on gifted individuals, the prevalence of enrichment programs of the centers
is quite acceptable. It is noteworthy that only three centers use the acceleration strategy. The Renzulli Center for
Creativity, Gifted Education and Talent Development supports the implementation of acceleration in schools. One
of these centers is the John Hopkins Center for Talented Youth's 'Intensive Studies' acceleration program, which
provides accelerated courses for high school level and in-depth university subjects for students older than 7 years
old. The other is the Acceleration Institute at the Belin-Blank Center for Gifted Education, affiliated with the
University of IOWA. The main purpose of this institute is the study of curriculum acceleration for academically
gifted children. The Acceleration Institute’s work includes conducting research on the cognitive and affective
characteristics that influence student achievement with different forms of academic acceleration, synthesizing
existing research on acceleration in ways that are useful for practitioners, policymakers, and researchers, and
serving as an international support for research and policy on acceleration. The Acceleration Institute have also
created an online tool, the Integrated Acceleration System, which guides participants through acceleration and
includes all the important factors to consider when making a decision (e.g. grade skipping, early entry to
kindergarten, course acceleration and early entry to university). It has been concluded that gifted students with
acceleration have higher general and social self-esteem than students who are educated in regular classes with their
peers or who skip one year (Gross, 2000). In addition, it has been found that the education system in which
acceleration is applied is academically more beneficial for gifted individuals (Olszewski-Kubilius, 2000).
Although the benefits of acceleration for gifted individuals have been proven by research, when the centers are
compared in general, it is seen that enrichment is applied more in the centers than acceleration. It can be interpreted
that enriching it is a more feasible strategy.

In the study examining the ISEP (Institute for the Science Education of the Gifted and Talented) center
in Korea, it was found that differentiated learning enables students to develop positive self-esteem, enhance
creative problem-solving skills, and foster critical thinking abilities. The study acknowledges the imbalance
between academic and socio-emotional activities in the center as a limitation. This is because most of the activities
in the center are academically oriented. However, despite being "gifted," students still have a need for fun and
leisure time (Han, 2007). Similarly, within the scope of this study, it is observed that the centers examined tend to
focus more on academic programs rather than socio-emotional activities. It is also noticed that the centers currently
have a relatively low number of ongoing projects. In a study conducted on Project EXCITE, students showed
excellent performance and progress in mathematics and science enrichment courses (Olszewski-Kubilius et al.,
2004). Based on this research finding, it suggests that centers could engage in more intensive project-based
activities.

To our knowledge, no prior studies have examined this issue. Only a study examining the Johns Hopkins
University Center for Talented Youth (Ybarra, 2005) included the programs and positive aspects of the center
under headings. The National Research Center for the Gifted and Talented was examined with six components
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different from the titles of this study: administration, participating universities, cooperating school districts,
advisory councils, stakeholders, and a consultant bank for the use of expertise (Renzulli, 1991). There is also
research that examines certain gifted centers in terms of factors such as teacher training, staff development,
program development, parent counseling, programs for gifted students, in-service workshops, circulating
materials, test administration, and counseling research. Although factors such as programs for gifted students and
teacher training show similarity to this study, other factors do not (Parker, 1991). In addition, it has been observed
that many academic studies have been conducted on the center, especially at the Robinson Center for Young
Scholars affiliated with the University of Washington. These studies include research examining the continuity
and change in the achievement goals of students participating in the center's summer program (Mammadov &
Hertzog, 2021), research examining the reasons and maotivations behind the decisions of the parents of students
participating in the early university entrance program, their expectations, concerns and general experiences during
and after the transition period (Hertzog et al., 2021), studies examining how students who enter university 2 to 4
years earlier than their peers of the same age perceive their parents' expectations and the impact of these
expectations on their academic and career decisions (Mun & Hertzog, 2019), studies following graduates who
entered university early (Hertzog & Chung, 2015; Noble et al. , 2007), studies examining the reasons, advantages,
disadvantages, and social-emotional effects of early university entrance (Mammadov et al., 2018; Noble, Arndt et
al., 1999; Noble & Childers, 2008; Noble, Childers et al., 2008; Noble & Drummond, 1992; Noble, Robinson et
al., 1993; Noble & Smyth, 1995), and many studies examining the learning level of students in the Saturday
Enrichment Program (Mun & Hertzog, 2018). These studies are indicated in the references by placing an asterisk
next to them.

Limitations and Suggestions

In this study, research and development centers established within universities to meet the educational
needs of gifted students and to develop their talents were examined. The findings of this study are thought to be a
guide for the gifted centers planned to be established in Turkey. While planning the student admission requirements
of the centers to be established and the training support for experts, plans can be made based on the findings of
this study. Considering the high number of enrichment programs in the centers examined, we believe that centers
in Turkey can benefit from the practices of the centers in this study when designing enrichment-based approaches.
Based on the findings of the study, future studies can be conducted by comparing the gifted centers in Europe with
the centers in other countries and this study can be expanded by including the education systems of the countries.
Science and Art Centers and gifted programs of various private schools operating for gifted students in Turkey can
also be examined in a similar way and the strengths and weaknesses of the centers and programs can be determined.

Some limitations should be taken into consideration when evaluating the findings of this study. This study
is limited to the 17 centers examined and the information obtained from their websites. The most important
limitation of the study is that the information analyzed about the centers is limited to the publications on the centers'
websites and the responses to the e-mails sent to the centers by the researchers. Before starting the study, it was
checked whether each center's website was up to date through the news and announcements of the center, but it is
possible that some websites may contain incomplete information about the activity information of the centers.
Another important limitation is the problem of representativeness arising from the fact that only gifted centers with
active websites were examined. Although the centers examined are among the most active gifted centers that are
frequently mentioned in the literature, the centers that do not have websites/outdated websites but are actively
operating were excluded from the scope of this study. Therefore, the centers examined in this study might not fully
represent all gifted centers. In this direction, future researchers should follow these centers over a longer period
of time, obtain more in-depth data by conducting interviews with staff and students who have taken part in the
activities in the centers in addition to document analysis, and compare these centers in the United States with
centers in different countries, which will contribute to a more accurate and detailed interpretation of the findings
of the current study. In addition, it may be more useful for researchers, educators, families and students if the
centers keep their websites up-to-date.
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KONGRE VE SEMPOZYUM DUYURULARI
International Conference on Applied Behaviour Analysis and Behavioral Approaches
16-17 Eyliil 2023, Roma, 1talya

Alabama Disability Conference
18-20 Eyliil 2023, Montgomery, Amerika Birlesik Devletleri

International Education Congress
20-23 Eyliil 2023, Ankara, Tiirkiye

International Conference on Precision Teaching and Special Education
23-24 Eyliil 2023, Londra, Birlesik Krallik

International Confgrence on Autism
25-26 Eyliil 2023, Istanbul, Tiirkiye

Florida Association for Behavior Analysis Conference
27-30 Eyliil 2023, Orlando, Amerika Birlesik Devletleri

Minnesota Northland Association for Behavior Analysis Conference
28-29 Eyliil 2023, Bloomington, Amerika Birlesik Devletleri

7. Uluslararast Katilimli Ulusal Disiplinlerarasi Erken Cocuklukta Miidahale Kongresi
5-8 Ekim 2023, Eskisehir, Tiirkiye

International Conference on Special Needs Education, Models, Standards and Practices
6-7 Ekim 2023, Pekin, Cin

International Conference on Special Needs Education and Individual Needs
7-8 Ekim 2023, New York, Amerika Birlesik Devletleri

International Conference on Learning Disabilities
12-13 Ekim 2023, Denver, Amerika Birlesik Devletleri

33. Ulusal Ozel Egitim Kongresi
25-27 Ekim 2023, Trabzon, Tiirkiye

16. Uluslararasi1 Egitim Arastirmalar1 Kongresi
26-29 Ekim 2023, Sivas, Tiirkiye

International Conference on Inclusive and Special Education
30-31 Ekim 2023, Lizbon, Portekiz

Global Inclusion Conference
31 Ekim-3 Kasim 2023, Chicago, Amerika Biresik Devletleri

International Conference on Special Needs Education
1-2 Kasim 2023, San Fransisco, Amerika Birlesik Devletleri

8. Ulusal Ustiin Yeteneklilerin Egitimi Kongresi
2-4 Kasim 2023, Ankara, Tiirkiye
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International Conference on Educational Quality and Students with Special Needs
4-5 Kasim 2023, Lefkosa, Kibris

International Conference on Neuropsychiatric Disorders and Autism
4-5 Kasim 2023, Amsterdam, Hollanda

International Conference on Special Education
4-5 Kasim 2023, Selangor, Malezya

World Congress on Special Needs Education
13-15 Kasim 2023, Oxford, Birlesik Krallik

Annual International Conference on Young Children with Disabilities and Their Families
28 Kasim-1 Aralik 2023, Minneapolis, Amerika Birlesik Devletleri

World Autism Conference & Exposition
1-3 Aralik 2023, Loveland, Amerika Birlesik Devletleri
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ANKARA UNIVERSITESI EGITIM BiLIMLERI FAKULTESI OZEL EGIiTiM DERGISi
YAZIM KURALLARI

Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi, y1lda dért kez yayimlanan hakemli
bir dergidir. Dergide 6zel egitim alaninda yapilan derleme, nicel, nitel ve karma yontemi kullanan arastirmalara
yer verilmektedir. Dergi elektronik ortamda ticretsiz olarak erisime agiktir.

Yazarlara rehberlik etmesi amactyla Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim
Dergisinde makalelerin DergiPark sistemine yiiklenmesi ile makalelerin degerlendirilme ve yayimlanma
stireglerinde izlenen asamalara iligkin bilgiler, asagida sirasiyla verilmistir. Ayrica dergide yayimlanacak
caligmalarda aranacak temel kogullar da listelenmistir.

Makalelerin DergiPark Sistemine Yiiklenme Siireci

1. Calismalarinizi, yazim dili Tiirkce ise Tiirkce sablon; Ingilizce ise Ingilizce sablon formatinda hazirlanip
https://dergipark.org.tr/tr/pub/ozelegitimdergisi adresine “Tam Metin” yazan butona tiklayarak
yiikleyiniz.

2. Yazarlara iligkin higbir bilgi (ADI SOYADI, UNVANI, KURUMU, E-POSTA ADRESI, ORCID NO);
(Sadece ETIK KURUL ADI, KARAR NUMARASI ve TARIH BILGISINE YONTEMIN GIRISINDE
YER VERILMELIDIR) ve VARSA PROJE NUMARASI, DESTEKLEYEN KURUM ve PROJE ADI;
BIRDEN FAZLA YAZARLI CALISMALARDA YAZARLARIN CALISMAYA KATKI DUZEYLERI
(calisma konusunu belirleme, aragtirma deseni, veri toplama, verilerin analizi ve ¢alismanin raporlanmasi
gorevlerinden hangi gorevlerde yer aldiklari); CIKAR CATISMASI OLUP OLMADIGI BEYANI ve
VARSA TESEKKUR EDILEN KiSi YA DA KURUM ADLARI makalenin yazildigi “Tam Metin”
dosyasinda yer almamalidir. Bu bilgilere Yazar Bilgileri baslikli dosyada yer verilmelidir. Yazar Bilgileri
baslikli Word dosyasini “Ek dosya yiikle” yazan butona tiklayarak DergiPark sistemine yiikleyiniz.

3. Telif hakki devir formunu, her bir yazar tarafindan imzalanmis ve tarayicidan gecirilmis olarak “Telif
Hakki Formu” yazan butona tiklayarak DergiPark sistemine yiikleyiniz.

4. Etik kurul onay formunu tarayicidan gegirilmis olarak “Ek dosya yiikle” yazan butona tiklayarak
DergiPark sistemine yiikleyiniz (bk. Etik Kurul Onay1).

Makalelerin Degerlendirilme ve Yayimlanma Siireci

1. Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi Editérler Kurulu, degerlendirilmek
i¢in dergiye gonderilen yazim dili Tiirkge veya Ingilizce olan ¢alismalari ilk olarak “Editéryal On
Inceleme” siirecinden gecirir. Bu asamada oncelikle ¢alismanin bicimsel uygunlugu (sozciik sayisi,
sablona uygunluk, kaynaklarm yazimi vb.), benzerlik oran1 (iThenticate) ve gerekli diger belgelerin (etik
kurul onayi, telif hakki devir formu vb.) uygunlugu incelenir. Gerek duyuldugunda (6r. karmagsik
istatistiksel islemlerin bulunmasi) ¢alisma, editér tarafindan “Ol¢me ve Degerlendirme Editorii” ile
paylasilarak inceleme istenebilir. Uygunlugunun incelenmesinin ardindan, bu agsamada talep edilecek bir
diizenleme olmamasi halinde konusuyla baglantili olarak ¢aligmaya “Alan Editérii” atanir. Calisma
uygun degilse veya gerekli hallerde 6lgme ve degerlendirme editorii tarafindan yapilan incelemeler
dogrultusunda yazar(lar)dan gerekli diizenlemeleri yapmasi talep edilir. Varsa talep edilen diizeltmeler
tamamlandiginda ¢alismaya “Alan Editorii” atanir, diizeltmeler yapilmazsa galisma yazara iade edilir.

2. Alan Editoriiniin atanmasiyla “On Okuma” siireci baslatilir. Alan Editérii calismay: okuyarak dergi
kapsamina uygunlugunu ve bilimsel degerini inceler. Giincel, dnemli veya bilimsel olmayan ¢aligmalar
6n okuma siirecinde Alan Editorii tarafindan reddedilir. Ardindan Alan Editorii incelemeleri
dogrultusunda yazardan revizyon talep ederek caligmayi yazar(lar)a yonlendirir. Alan Editord,
yazar(lar)in talep edilen diizeltmelerin gerceklestirip gerceklestirmedigini inceleyerek revize edilmis
caligmanin hakem degerlendirmesine yonlendirilmesi kararint verir. Alan Editori tarafindan istenen
diizeltmeler gerceklestirilmemisse calisma reddedilerek yazar(lar)a iade edilir.

3. Alan Editorii, hakem degerlendirmesine yonlendirilen ¢alisma i¢in iki asil, iki yedek olmak iizere dort
hakem belirleyerek Editor ile paylasir. Editor, Alan Editorii tarafindan belirlenen aday hakemler arasindan
iki (2) hakem belirler. Alan Editorii, ¢aligmay1 belirlenen hakemlere yonlendirerek 1. Tur Hakem
Degerlendirmesi siirecini baslatir. Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim
Dergisinde arastirma, derleme ve tek denekli caligmalara iligkin hakem degerlendirme formlari
bulunmaktadir. Hakemler bu degerlendirme formlar1 dogrultusunda Bas/ik, Oz, Giris, Yontem, Bulgular,
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ANKARA UNIVERSITESI EGITIM BiLIMLERI FAKULTESI OZEL EGIiTiM DERGISi
YAZIM KURALLARI

Tartisma ve varsa Sonug boliimlerini degerlendirmekte; ayrica ¢alismanin Bigim ve Anlatim 6zelliklerini
inceleyerek calisma hakkinda Genel Degerlendirme yapmaktadirlar. Hakem degerlendirmeleri genel
olarak ¢alismalarin 6zgiinliik, kullanilan yontem, etik kurallara uygunluk, bulgularin ve sonuglarin tutarl
bir sekilde sunumu ve alanyazin agisindan incelenmesine dayanmaktadir. Hakemler tarafindan yapilan
degerlendirme siireci sonucunda degerlendirme formlar1 tamamlanmakta ve yazar(lar)a iletilmek iizere
a) yaymmlanabilir, b) ret, ¢) minor ya da major revizyon olmak iizere li¢ karar alinabilmektedir.

Hakemler tarafindan 1. tur degerlendirmede hazirlanan raporlar Alan Editorii tarafindan incelenerek varsa
red karar1 veren hakem(ler)den ayrintili rapor istenir. Alan Editorii, hakemlerden gelen raporlarin yani
sira kendi goriislerini de ekleyerek yazar(lar)a 1. Tur Degerlendirme Raporunu gonderir ve
yazar(lar)dan raporlarda yer alan diizeltmeleri en az 15 giin iginde gergeklestirerek calismayi revize
etmesini talep eder. Yazar, revizyon dosyasini ve eger caligsma igin red karar1 veren hakem var ise red
kararina karsilik savunu dosyasini taninan zaman iginde sisteme yiikler. Calismanin revize edilmesinin
ardindan 2. Tur/EK Hakem Degerlendirmesi siireci baglatilir. Alan Editori, 2. tur incelemede hakem
degerlendirmeleri sonucu ‘“‘yayimlanabilir” karar1 verilen ¢alismayr Son Okumaya alir. Hakem
degerlendirmeleri siirecinde hakem(ler) tarafindan red karart verilen g¢alisma, Alan Editorii’niin
Editor’den alacagi onayla reddedilerek yazara iade edilir.

4. Yaymmlanabilir karar1 verilmis olan ¢alisma i¢in Alan Edit6rii tarafindan son okuma siireci baglatilir. Alan
Editorii bu asamada caligmay1 tekrar okuyarak yazar(lar)dan gerekli diizeltmelerin yapilmasini ve
makalenin birebir gevirisinin (sertifika ile birlikte) sisteme yiiklenmesini talep eder.

a. Eger ¢alisma DergiPark sistemine yazim dili Tiirk¢e olarak yiiklenmigse bu agamada anadili
Tiirkge olan yazar/(lar), alismalarmin Ingilizce tam metnini sertifikah redaksiyon hizmeti
veren bir sirketten alinan belge ile DergiPark sistemine yiikler,

b. Eger ¢alisma Dergipark sistemine sertifikali redaksiyon hizmeti veren bir sirketten alinan
belge ile yazim dili Ingilizce olarak yiiklenmisse bu asamada ana dili Tiirk¢e olan yazar/(lar),
caligmalarinin tam metnini kendileri Tiirk¢e’ye ¢evirerek DergiPark sistemine yiikler,

c. Eger calisma DergiPark sistemine sertifikali redaksiyon hizmeti veren bir sirketten alinan
belge ile yazim dili Ingilizce olarak yiiklenmisse bu asamada ana dili Tiirkce olmayan
yazar(lar) i¢in Tiirkce ceviri istenmez, ¢alisma kabul alirsa yalnizca Ingilizce olarak yayimlanir.

Yazarin c¢alismayr revize etmesinin ardindan Alan Editorii gerekli diizeltmelerin tamamlanip
tamamlanmadigini kontrol ederek calismay1 Tiirk¢e ve ingilizce metinlerin uyumunun ve ingilizce yazim
ve dil kontroliiniin gergeklestirilmesi i¢in Yabanci Dil Editorii’ne yonlendirir. Alan Editori,
gerektiginde yabanci dil editoriiniin de goriisleriyle birlikte yazar(lar)dan tekrar revizyon talep eder. Son
okuma siirecinin tiim asamalarinda yazar(lar) tarafindan revize edilmeyen caligma reddedilerek
yazar(lar)a iade edilir. Calismada gerekli diizeltmeler tamamlandiginda Alan Editori “kabul” karar alir
ve caligmay1 mizanpaja yonlendirir.

5. Mizanpaj editorii, calismay1 Ozel Egitim Dergisi Yazim Kurallar1 dogrultusunda inceleyerek bigimsel
diizenlemeleri gergeklestirir ve gerekli hallerde sisteme yazar(lar)in yapmasi gereken diizenlemeleri,
calismanin mizanpaji yapilmis PDF dosyasini ve yazar(lar) tarafindan diizeltmelerin islenecegi bos
Proofreading Tablosunu sisteme yiikleyerek yazar(lar)dan revizyon talep eder. Yazar(lar) istenen
diizeltmeleri yaparak 15 giin i¢inde diizeltmelerin islendigi Proofreading Tablosunu sisteme yiikler.
Revizyonu gergeklestirilmeyen calisma reddedilerek yazar(lar)a iade edilir. Revize edilerek mizanpaji
tamamlanan ¢aligma, doi numarasi alinarak Erken Goriiniimde yayimlanir.

6. Tiim siirecler tamamlanarak yayimlanmig ¢alismalar, Arastirma ve Derleme olmak iizere iki kategoride
erken goriiniimde yayimlanma tarihlerine gore siralanir ve sirasi gelen caligmalar sayida yayimlanir.

7. Yaymmlanmasina karar verilen makaleler i¢in ticret 6denmez.
8. Calismalarda savunulan goriislerden ve kaynaklarin dogrulugundan yazar ya da yazarlar sorumludur.

9. Derginin sayilandirilmasi, her yil birbirine eklenerek siirdiiriiliir.
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Dergide Yayimlanacak Cahismalarda Aranacak Temel Kosullar

1. Calisma Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisine uygun olan konular
(https://dergipark.org.tr/tr/pub/ozelegitimdergisi/aim-and-scope) ele almalidir.

2. Dergiye gonderilen ¢aligmalarin daha dnce higbir yerde yayimlanmamis ya da halihazirda bagka bir
dergide incelemede olmamasi gerekmektedir.

3. Derginin yazim kurallarina ve Tiirkce sablon veya Ingilizce sablona uygun bigimde yazilmis olmasi

gerekmektedir.

4. iThenticate paket programi araciligiyla gergeklestirilen intihal denetiminde, benzerlik oraninin %10’un
iistiine ¢ikmamasi gerekmektedir. Maksimum benzerlik orani, tamami bir ya da iki kaynaktan olmamak
iizere %10’a kadar kabul edilecektir. %10-15 arasi yazarlara geri génderilecek ve diizeltme istenecektir.
%15’in lizeri benzerlik orani olan ¢aligmalar reddedilmektedir.

5. Calismaya iliskin Etik Kurul Kararinin alinmis olmasi gerekmektedir.

Tiirkce ve Ingilizce Genel Bicim Ozellikleri

Dergide yayimlanacak ¢alismalar igin genel bigim 6zellikleri asagida verilmistir.

Tiirkce ve Ingilizce
Sayfa Yapisi

Metin, A4 boyutlarindaki kagida, alttan, iistten ve yanlardan 2.5 cm bosluk birakilarak,
iki yana yash sekilde ve tek siitun olarak hazirlanmalidir.

Tiirkce ve Ingilizce
Yaz Tipi

Biitiin metinde 10 punto Times New Roman yazi karakteri kullanilmalidir. Baglik,
yazar isimleri, tablo ve sekillerin nasil hazirlanacagma dair ilgili béliimlere bakiniz.

Tiirkce ve Ingilizce
Paragraf Yapisi

Paragraf sekmesinde girintiler boliimii;
Ik satirmn baginda 1.25 cm (bir tab) bosluk (Tiirk¢e 6z ve Ingilizce abstract haric),

Aralik sekmesinde dnce 6 nk ve sonra 0 nk tanimlanmali, metin i¢in tek satir araligi
secilmelidir.

Tiirkce ve Ingilizce
Sozciik Siir1

Hazirlanan ¢alismalarin uzunlugu, kaynakea kismi déhil olmak tizere hem Tiirk¢e hem
de Ingilizce tam metin i¢in minimum 6000 maksimum 8000 sozciik olmalidir. Tiirkge
ve Ingilizce tam metnin birbiri ile tutarli olmasima dikkat edilmelidir.

Tiirkce ve Ingilizce
Bashk

Caligmanin bashgt en fazla 12 sozciikten olusmalidir. Baslik 14 punto Times New
Roman yaz karakterinde, satir aralig1 tek olacak sekilde bold yazilmali ve sayfaya
ortalanmalidr.

Calisma daha 6nce sunulmussa, bir projeden veya tezden iiretilmisse basligin sonuna *
dipnot isareti konularak dipnotta agiklama yapilmalidir. Ancak bu bilgi Yazar Bilgileri
baslikli sablon icinde verilmeli, kesinlikle MAKALE ICINDE VERILMEMELIDIR
(bk. Yazar Bilgileri sablonu).

Yazar Isimleri

Yazar isim ve soy isimleri ilk harfleri biiyikk, 10 punto Times New Roman yazi
karakterinde verilmelidir. Ancak bu bilgi Yazar Bilgileri baslikli sablon i¢inde
verilmeli, kesinlikle MAKALE ICINDE VERILMEMELIDIR (bk. Yazar Bilgileri
sablonu).

Yazar(lar)in unvanlari, elektronik posta adresleri ve ORCID id’leri hem Tiirkge hem
de Ingilizce olarak Yazar Bilgileri dosyasinda belirtilmelidir. Yazar bilgilerinde yer
alan alt bilgiler, 9 punto-Times New Roman yazi karakterinde verilmeli ayrica sorumlu
yazar belirtilmelidir. Bu bilgi Yazar Bilgileri baslikli sablon i¢inde verilmeli,
kesinlikle MAKALE ICINDE VERILMEMELIDIR (bk. Yazar Bilgileri sablonu).

Tiirkge Oz ve
Ingilizce Abstract

Her makalede Tiirkge tam metin boliimiiniin {istiinde caligmay1 6zetleyen bir “Oz”
kismi bulunmalidir. Oz, 10 punto biiyiikliigiinde, iki yana yash ve 250 sézciigii
gecmeyecek sekilde yazilmalidir. Ozde afif bulunmamalidir. Ayni uygulamalar
Ingilizce tam metin kisminin iistinde yer alan Ingilizce tam metni Ozetleyen
“Abstract” kismi i¢in de gegerlidir.
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Aragtirma makalelerinin 6z ve abstract kisminda Giris, Yontem, Bulgular, Tartisma

ve ana metinde varsa Sonugc(lar) basliklar1 yer almalhdir. Oz ve abstract kisminda
asagidaki icerik yer almalidir.

»  Girig: Problem durumu,

» Yontem: Arastirmadaki katilimcilar ve katilimeilarla ilgili yas, cinsiyet ve
uyruk gibi demografik oOzelliklerine iligkin  bilgiler, aragtirmanin
yontemi/deseni (eger varsa 6zellikle yontemsel 6zgiinliigii),

» Bulgular: Arastirmadan elde edilen temel bulgular,

» Tartisma: Elde edilen bulgularin alanyazin 1siginda yorumlari, bulgularin
olasi etkileri,

> Sonug(lar): (Ana metinde varsa bu bagliga yer verilebilir.) Aragtirmadan elde
edilen en 6nemli c¢ikarimlar (eger varsa bu basliga oneriler de eklenebilir,
eklendiginde bulgularin olasi etkileri veya uygulamaya yansimalart).

Literatiir taramasi ya da meta-analizi ¢aligmalarinin 6z ve abstract kisminda asagidaki
icerik yer almalidir:

> Incelenen problem durumunun veya inceleme konusu olan degiskenler arast
iligkilerin tanimlanmast,

> Incelemeye alinan calismalarin segilme 6lciitii (meta-analizler igin),

» Ele alinan temel arastirmalardaki katilimer 6zellikleri,

» Sonug (meta-analizler i¢in en 6nemli istatistiksel etki biiyiikliikleri ve buna
aracilik eden faktorler).

Kuramsal ¢alismalarin 6z ve abstract kisminda asagidaki icerik yer almalidir:

» Kuramin/modelin dayandigi temeller ve kuramin/modelin isleyisinin
agiklanmast,

» Ampirik bulgularla iliskilendirilerek kuramin/modelin agikladig1 durum.

Yontemsel ¢calismalarin 6z ve abstract kisminda asagidaki igerik yer almalidir:

Konu edilen yontemin genel siniflamadaki yeri,

Onerilen yontemin temel dzellikleri,

Onerilen yéntemin uygulama alani,

Istatistiksel islemler séz konusu ise temel dzellikleri ve istatistiksel giicii ve
etki bitytukligi.

Vaka ¢alismalarimin 6z ve abstract kisminda asagidaki icerik yer almalidir:

YV VY

> Incelenen birey, grup, topluluk ya da kurumun 6zellikleri ve tanitimi,
» Vaka 0rnegi yoluyla ortaya konulan ¢dziimiin agiklanmast,
» Kuramsal agiklamalar ya da sonraki arastirmalara 1s1k tutacak konular.

Tiirkce ve Ingilizce
Anahtar Sozciikler

Anahtar sozciikler 6z ve abstract kisminin altinda, en az bes, en fazla yedi adet olacak
sekilde, ilk anahtar sozciik biiyilik harfle baslarken digerleri kiiciik harflerle aralarina
virgiil konularak verilmelidir. Tiirk¢e ve Ingilizce anahtar sozciikler tutarli olmali, ayn1
sayida ve sirada verilmelidir.

Tiirkce ve Ingilizce
Tam Metin

Nicel ve nitel ¢alismalar Giris, Yontem, Bulgular ve Tartisma boliimlerini icermelidir.
Girig
Bu kisim agagidaki igerigi kapsamalidir:
» Problem durumunun ve 6nemin agiklanmasi,
> llgili literatiir ve bulgularin tanimlanmas,
» Aragtirma amaglari ya da hipotezlerinin ifade edilmesi ve aragtirmanin
yontemiyle iliskilendirilmesi.
Yontem
Bu kisim asagidaki igerigi kapsamalidir:
»  Aragtirma deseni,
» Katilimci-6rneklem ya da deneklerin temel demografik 6zelliklerinin yeterli
sekilde tamimlanmasi; Ornekleme vyontemi ve isleminin ag¢iklanmasi,

Ozel Egitim Dergisi

2023, 24(3)



ANKARA UNIVERSITESI EGITIM BiLIMLERI FAKULTESI OZEL EGIiTiM DERGISi

YAZIM KURALLARI

orneklem biyiikligi, orneklem biiyiikligiiniin nasil belirlendigi ve
orneklemin evreni temsil etme giicli gibi
> Olgme araclari, varsa bu araclara iliskin gelistirilme, uyarlanma, gegerlik,
giivenirlik ve standardizasyon bilgileri,
» Eger deneysel bir ¢alisma ise deneysel islem siireci.
Yontem basgligr altinda ele alinacak icerik uygun alt bagliklarla aktarilmalidir.
Aragtirmanin tiiriine gore basliklandirmada kullanilacak isimlendirme degisebilir,
ancak beklenen en temel bagliklandirma goyledir:
» Arastirma deseninin veya arastirmada yiiriitilen islemin tanimlandigi bir
baslik,
» Evren, 6rneklem, denekler ya da katilimcilarin tanimlandig bir baslik,
»  Veri toplama araglarinim tanitildig: bir baglik.
» Veri toplama siirecinin kisaca agiklandig1 ve yapilan analizler hakkinda bilgi
verildigi veri toplama ve analiz gibi bir baglik.
Bulgular
Bulgular kisminda toplanan veri kisaca tanitilarak, oncelikle veri iizerinde yapilan
analiz/ler aciklanmalidir. Aragtirmanin sonucunu ortaya koyan bulgular yeterince
detayli sekilde aktarilmalidir. Arastirmanin ilgili tim sonuglari, hipotezleri desteklesin
ya da desteklemesin, diger bir deyisle istatistiksel olarak anlamli ¢iksin ya da ¢tkmasin
rapor edilmelidir. Arastirmacilar beklenen sekilde ¢gikmayan sonuglari rapor etmekten
ka¢inmamalidirlar, bunun yerine beklenmedik sonuglari tartisma basgligi altinda
tartismalidirlar. Nicel arastirmalarda bulgular giiven araliklari ve etki biiyiikliikleri ile
birlikte verilmelidir. Bulgular verilirken Tablo 1°de verilen istatistiksel sembol ve
kisaltmalar kullanilmal, istatistiksel semboller italik olarak verilmelidir.
Tartisma

Sonuglar aktarildiktan sonra, bu sonuglarin dogurgulart arastirmanin hipotezleri
1s18inda tartistlmalidir. Ayrica sonuglar yorumlanmali, 6zetlenmeli ve sonuglardan
yola ¢ikarak bazi ¢ikarimlarda bulunulmalidir.

Bu boéliimde arastirmanin sumirliliklarina bir paragrafta ya da alt baglik ikinci diizey
baglik kullanilarak yer verilebilir.

Ayrica aragtirmanin sonucu, uygulama ve ileriki arastirmalar ig¢in Onerilere yer
verilmelidir. Yazarlar isterlerse Tartisma baslig1 altinda ikinci diizey baslik kullanarak
Stmirhiliklar, Oneriler ve Sonug basliklarini kullanabilirler.

Derleme tiirii ¢aligmalar ise problemi ortaya koymali, ilgili literatiirii yetkin bir
bigimde analiz etmeli, literatiirdeki eksiklikler, bosluklar ve ¢eliskilerin {izerinde
durmali ve ¢6ziim igin atilmasi gereken adimlardan bahsetmelidir.

Diger c¢alismalarda ise konunun tiiriine gore degisiklik yapilabilir, fakat bunun
okuyucunun metinden faydalanmasini gii¢lestirecek detayda alt boliimler seklinde
olmamasina 6zen gosterilmelidir.

Tiirkce ve Ingilizce
Kaynaklar

Kaynak¢a yazimina yeni bir sayfadan baslanmalidir. Hem metin i¢inde hem de
kaynak¢ada Amerikan Psikologlar Birligi tarafindan yayimlanan Publication Manual
of American Psychological Association (APA) (7. bask1) adli kitapta belirtilen yazim
kurallar1 uygulanmalidir.

Kaynakca yaziminda temel dgelerin kullanimi i¢in Temel Kaynakga Ogeleri isimli
bdliime bakiniz.
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Tablo 1
Istatiksel Kisaltmalar ve Semboller
Tiirkge Ingilizce Olgiim birimi
ANCOVA ANCOVA Kovaryans analizi
ANOVA ANOVA Varyans analizi
b. b b. by Regresyon analizlerinde tahmin edilen standardize ve standardize
' ' edilmemis regresyon katsayisi
DFA CFA Dogrulayici faktor analizi
CFI CFI Karsilagtirmali uyum indeksi
GA (¢]] Giliven araligi
d d Cohen’in etki blyiiklugii
sd df Serbestlik derecesi
AFA EFA Acimlayici faktor analizi
EB ES Etki buyukligi
f f Frekans
fo fe Beklenen frekans
fg fo Gozlenen frekans
F F F dagilimi, Fisher’s F ratio
Frrit Ferit F testi i¢in kritik istatiksel onem degeri
g g Hedge’nin etki biiyiikliigii degeri
GFI GFlI Uyum iyiligi endeksi
GLM GLM Genellestirilmis dogrusal model
Ho Ho Sifir hipotezi
H1 (veya Ha) H1 (veya Ha) Alternatif hipotez
HLM HLM Hiyerarsik dogrusal model
HSD HSD Tukey’in anlamlilik fark1
MTK IRT Madde tepki kurami
K K Devir katsayisi, meta-analizindeki ¢aligma sayisi, bireysel ya da
deneysel bir ¢alismadaki diizey sayisi
KR20 KR20 Kuder—Richardson giivenirlik endeksi
GBE LGC Gizil bliylime egrisi
LL LL Giiven araligindaki en diisiik sinr
00 LR Olabilirlik orani
X M (or X) Ortalama
LSD LSD En az anlamh fark
MANOVA MANOVA Cok degiskenli varyans analizi
MLE MLE Maksimum olasilik tahmini
OK MS Ortalama karesi
n n Alt 6rneklemler
N N Toplam 6rneklem
p p Olasilik degeri
r r Pearson korelasyon katsayist
r? r? Agiklayicilik katsayist
b I biserial korelasyon
s s Spearman korelasyon
SS SD Standart sapma
Mdn Mdn Ortanca
YEM SEM Yapisal esitlik modeli
KT SS Kareler toplam1
t t t testi
U U Man- Whitney testi
z z Standart skor
n? n? Eta-kare
A (lambda) A (lambda) Goodman — Kruskal ongoriilebilirlik 6l¢iisi
A (biiyiik lambda) A (capital lambda) Wilks’s ¢cok degiskenli test kriteri
a %2 (chi-squared) Ki-kare
®? o? (omega-squared) Omega-kare
> (biiyiik sigma) > (capital sigma) Toplam

Kaynak: American Psychological Association (2020). Publication Manual of the American Psychological Association (7th ed.). American
Psychological Association. (Ayrintil bilgi igin bk. ss. 293-296).
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Tiirkce ve Ingilizce Tablo, Sekil ve Ekler

» Tablo, sekil, resim, grafik gibi unsurlar metin igerisinde yer almalidir.

» Makale icerisinde ne kadar gorsel 6ge (tablo, grafik, sekil vb.) kullanilacagi konusunda segici olunmalidir.
Esas olan makalede yer alan bilgileri en anlasilir sekilde okuyucuya iletmektir; uzun ve rakamlarla dolu
tablolar, karmagik sekiller ve grafikler kimi zaman verilen bilginin anlagilmasini daha da
zorlastirabilmektedir. Bu nedenle ¢alisma igerisinde anlasilir sekilde ifade edilebilecek sonuglar, tablo ile
verilmemelidir. Ornegin, gogunlukla istatistiksel anlamlilik testleri metin igerisinde yazi ile kolaylikla ifade
edilebilmektedir: “Tek yonlii varyans analizi sonuglari, F (1,136) = 4.86, p = .029, 5= .03, sosyoekonomik
diizeye gore anlamli bir fark ... gibi”.

» Metin igerisinde verilen istatistiksel sonuglar ayrica tablo ile verilmemelidir. Tabloda verilmis istatistiksel
ifadeler ise tekrar metin igerisinde yazilmamali, tabloya atifta bulunulmalidir.

» Tablolar ve sekiller makale igerisinde verildigi sirayla numaralandirilmalidir (6r. Tablo 1, Tablo 2, Tablo
3, Sekil 1, Sekil 2, Sekil 3 vb.).

> Verilen bir tabloya ve sekle metin igerisinde atif yapilmis olunmalidir. Tablolara ve sekillere atif
yaparken tablo ve sekil numarasi kullanilmalidir, “agagidaki tabloda, yukaridaki tabloda” gibi ifadeler
kullanilmamalidir (6r. Tablo 5’e bakildiginda ... gibi, Sekil 2°de goriildiigii gibi).

» Tablo ya da sekil altinda agiklayici notlara yer verilebilir, bagka bir kaynaktan alinan tablo ya da seklin
kaynag1 da tablo ve seklin altinda not olarak verilmelidir (Tablo ve sekil notu verme bigimi i¢in bk.
Tiirkce sablon veya Ingilizce sablon).

Tiirkce ve Ingilizce Tablo, Sekil ve Ekler icin Bicim Ozellikleri

Tablo, sekil, resim, grafik gibi unsurlar metin igerisinde verilirken agagidaki bi¢im 6zellikleri dikkate alinmalidir.
» Tablo ve sekillerde genel sablonun disinda 9 punto Times New Roman yazi karakteri
kullanilmalidir. Paragraf sekmesinde aralik boliimiinde; dnce ve sonra alani 0, satir araligi
tek olmalidir.

» Tablo ve sekil basliklarinin nasil verilecegine iliskin bilgi i¢in Baslik Sistemi bolimiine
bakiniz.

» Tablo ve sekil numaralar ilk harf biyiik olacak sekilde, bold olmalidir (6r. Tablo 1,
Tablo 2, Sekil 1, Sekil 2)

» Tablo ve sekil basliklari, tablo ve sekil numaralarinin hemen altinda, her sdzciigiin ilk
harfi biiyiik olacak sekilde, italik, 6nce ve sonra 3 nk olacak sekilde ve sola dayali olmalidir.

Ornegin;

Tablo 1 )
Tiirkee ve Og’rencileri'n Demggraﬁk Ozellikleri . S ‘
ingilizce Tablo » Tablo igindeki bagliklarin, tablo igindeki bilgilerin ve tablo notunun sadece ilk

sozciiklerinin ilk harfleriyle tiim 6zel isimlerin ilk harfleri biiyiik, diger sozciikler kiigiik
harflerle yazilmalidir.

» Tablo iginde yalnizca tablo alt ve ist ¢izgileriyle siitun bagliklarinin alt ¢izgisi
bulunmali, gerekli durumlarda anlasihrh@ artirmak icin yatay cizgi kullamlabilir
ancak dikey ¢izgi kullanilmamalidir.

» Tabloda tiim siitun basliklar1 ortali olmalidir. Tablo i¢inde siitun basligindan uzun
olmayan yazil bilgiler ile rakamsal bilgilerin tiimii ortali, siitun baghigindan uzun olan yazili
bilgiler ise sola yasl olmalidir. Tablolarda hiicre i¢indeki yazili bilgiler (rakamsal ifade
olmadiginda) bir satirdan fazla ise 0.15 c¢cm asili olacak sekilde verilmelidir.

» Korelasyon tablosu gibi tablolar1 kullanirken kendi tablonuzu olugturmak yerine lLitfen
APA 7’de yer alan 6rnek standart tablolart kullaniniz.

> Sekil gosteriminde renk kullanirken renk korliigii olan kisilerin bilgileri anlayabilmesi
i¢in kontrast renkler kullanilmalidir. Renk kullanimlar1 desen kullanimiyla eslestirilebilir.
» Metnin iginde verilmesi uygun olmayan materyaller “EK” olarak kaynak¢adan sonra ve
her bir ek yeni bir sayfada yer alacak sekilde verilmelidir.

» Makalede sadece bir tane varsa, “EK” olarak basliklandirilmali, baghktaki tim sozciikler
biiyiik harfle baglamali, bold olarak yazilmali, ortalanmali ve metinde ayni sekilde atifta
bulunulmalidir (6r. bk. Ek A). Eger birden fazla ek var ise “Ek A, Ek B, ...” seklinde

ve Sekiller

Tiirkce ve
ingilizce Ekler
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siralanmali ve metin i¢inde ayni sekilde atifta bulunulmalidir (bk. Ek A, Ek B). Eklerde
tablo, sekil ya da resimlere yer verilebilir. Ancak bdyle durumlarda metin i¢inde “bk. Ek
A’daki Tablo A1” seklinde belirtilmeli ve belirtilen her tablo, sekil ya da resim hangi ekte
(or. EK A, B, C) ise harfi eklenmelidir. Eger Ek sadece tek bir tablodan olusuyorsa Ek B
olarak belirtilebilir.
» Metnin igerisinde atifta bulunulmayan ekler, ek olarak konulmamalidir. Eklerin ayrica
bagliklar1 olmalidir ve istenildigi takdirde formiiller, rakamlar, tablolar, sekiller ya da
¢izimlere yer verilmelidir. Ek ad1 ve baslig1 arasinda énce ve sonra 3nk bosluk olmalidir.
Ornegin,
Ek A
Rehber Ogretmenin Ozel Egitim Okulunda Ozel Gereksinimli Ogrencilerle (0GO)
Calismalar1 ve Deneyimlerine Yonelik Goriisme Formu

Diger

» p degeri ya metin iginde gosterilmeli ya da tabloda ayr1 bir siitun agilarak, iki ya da ii¢
ondalik basamaga kadar sadece tablo diginda gosterilmelidir (6r. p < .05 yerine p =.023).
Metin iginde ve tablolardaki biitiin istatistiksel ifadeler (F, p, r, N, sd, R, R?, t, U, df, f vb.)
italik olarak gosterilmelidir (Istatiksel sembollerin Ingilizce ve Tiirkge kisaltma ve
sembolleri igin bk. Tablo 1). Noktadan sonra sadece iki digit (hane) kullanilmalidir. Ayrica
istatistiksel ifadeler verilirken kullanilan “=, +, -, X, >, <” isaretleri gibi matematiksel
sembollerden 6nce ve sonra bir bosluk birakilmalidir (6r. F (1,40) = 6.78). Eger bir tabloda
ortalama, korelasyon veya regresyon egrileri gibi noktasal tahminler bulunuyorsa giiven
araliklar1 da verilmelidir. Giiven araliklar1 ya metin iginde ya da tabloda yeni bir siitunda
verilebilir, her iki durumda da koseli ayra¢ icinde alt ve iist sinirlart belirtilecek sekilde
verilmelidir (6r. 95% CI [5.62, 8.31]).

Tiirkce ve Ingilizce Bashk Sistemi

Bagliklandirma sisteminde asagidaki baslik diizeyleri dikkate alinmalidir. Ayrica, biitin baghk
diizeylerinde “ve, ile, de, veya” baglaglartyla “-mi, -mi” soru ekleri her zaman kiiciik harfle yazilmalidir. APA 7
kurallarma gore tiim basliklar biiyiik harfle baglamalidir.

Tablo 2

Tiirkge ve Ingilizce Baslik Sistemi

Birinci Diizey
Bashk

Birinci Diizey Bashklar Ortal, Bold ve ilk Harfler
Biiyiik Olarak Yazilmahdir

Caligsmanin baslig1 ve temel basliklar (Giris, Yontem, Bulgular, Tartisma)
birinci diizey baslik olarak kabul edilmektedir.

ikinci Diizey Sola Dayali, Bold, ilk Harfler Biiyiik Olarak Yazilmahdir
Bashk Metin yeni bir paragraf olarak baglamalidir.
Uciincii Diizey Sola Yash, Bold, Italik Ik Harfler Biiyiik Olarak Yazimalidir
Baslik Metin yeni bir paragraf olarak baglamalidir.

e ik Satir Girintili, Bold, Her Sézciigiin i1k Harfi Biiyiik Yazilmali ve Nokta ile
Dordiincii . - . . . . - .

. Bitmelidir. Metin ayn1 satirda devam etmeli, alt satira ge¢ilmemelidir. Bu bashigi takip eden
Diizey Bashk

ilk paragraf baslikla ayni satirda yer almalidir.

Besinci Diizey
Bashk

Itk Satir Girintili, Bold, italik, Her Sozciigiin ilk Harfi Biiyiik Yazilmali ve Nokta
ile Bitmelidir. Metin ayn1 satirda devam etmeli, alt satira gegilmemelidir. Bu baglig1 takip
eden ilk paragraf baslikla ayni satirda yer almahdir. Bes diizeyden daha fazla bashk
olusturulmasi 6nerilmemektedir.
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Tablo ve Sekil

» Tablo numaralar1 tablonun iistiinde (6r. Tablo 1, Tablo 2 gibi) sola dayali, bold ve ilk
harf biiyilik yazilirken, tablo basliklar1 tablo numaralarinin altinda (6nce ve sonra 3nk)
sola dayal, italik ve ilk harfler biiyiik olarak yazilmalidir.

Bashklar1 > Sekil numaralari da seklin iistiinde (6r. Sekil 1., Sekil 2. gibi) sola dayali, bold yazilmal
ve sekil baslhiklar: sekil numaralarinmin altinda (Once ve sonra 3nk) sola dayali, italik ve
ilk harfler biiyiik olarak yazilmahdwr (bk. Tiirkce Sablon veya Ingilizce sablon).

> Oz, Abstract, Kaynaklar ve EKler baslik olarak kabul edilmeli ve her biri ayr1 sayfada
Diger ortals, ilk harfi biiyiik olmali ve sadece Kaynaklar ve Ekler bold yapilmalidir (bk.

Tiirkce Sablon veya Ingilizce sablon).

Tiirkge ve Ingilizce Metin i¢i Atif Kullanim

Bir aday makale icerisinde yazarin kendisine ait olmayan her tiirlii bilgiyi, veriyi, goriigii aktarirken
sahibini ve kaynagini belirtmesi zorunludur. Ayrica, daha 6nce yayimlanmis ve yazarin kendisine ait bagka bir
yaymdan alinan bilgi ve goriisleri aktarirken de onceki yayimna atif yapilmalidir. Metin igerisinde verilen her
kaynak, kaynakgea listesinde de bulunmalidir.

Metin I¢i Atif
Kullanim

Tiirkge ve Ingilizce atiflarda yazarlar arasinda & ibaresi kullanilmali, atif metin i¢inde
veriliyorsa Tiirkge i¢in ve Ingilizce i¢in and ifadesi kullanilmalidir.

Ornegin,

Sarag ve Colak’in (2012) ¢aligmasi ... (Kesme isaretini parantezli ifadeye koymayiniz)
(Synder & Carnahan, 2014),

Ayrica ikiden fazla yazar oldugunda tiim atiflarda ilk yazar adi sonrasi Tiirkge igin vd.,
Ingilizce icin et al., yazilarak yil eklenir.

(Connell vd., 1993), (Allen et al., 2001)

Tablolarda ve sekillerde metinden farkl olarak yazarlar arasinda her durumda & ibaresi
kullanilmalidir. Detaylar igin Metin I¢i ve Parantez I¢i Atif Gosterimi tablosuna basvurunuz.

Atiflarin
Siralanmasi

Parantez i¢inde atiflar alfabetik olarak dizilmelidir. Ornegin;

(Bozkurt & Tekin-iftar, 2003; Ayer, 1984; Mert, 1996; Ozen vd., 2002; Sagiroglu, 2006;
Sucuoglu, 2001)

Aktarilan
Kaynak

Metin iginde

Seidenberg’s study (1993) (as cited in Coltheart, 1996) ...

Bacanli’nin (1992) (akt., Yiiksel, 1996) ¢alismasinda ...

Aktarilan (birincil) kaynagin yil1 bilinmiyorsa ilgili kaynagin y1l bilgisi metinden ¢ikarilmali,
aktaran (ikincil) kaynagin yil bilgisi verilmelidir.

Akin’in denemelerinde (akt., Yilmaz, 2003) ...

Kaynakg¢a gosterimi

Kaynakgada “aktarilan kaynak™ degil, “aktaran kaynak” verilmelidir.

Coltheart, M. (1993). Models of ...

Yiiksel, G. (1996). Sosyal beceri ...

Aym Soyadh
Yazar

Ayn1 soyadli iki yazar olmasi durumunda, yazarlarin adlarinin bas harfleri soyadlar ile
birlikte verilmelidir.

Ornegin,
N. Ozdemir (1985) ve M. Ozdemir (1990) tarafindan yapilan yazilarda “.......... ”dir.
R. D. Luce (1959) ve P. A. Luce (1986) arastirmalarinda ...

Ayni soyadl1 iki yazar ayni ¢alismada yer aliyorsa yazar adlarinin bag harflerinin verilmesine
gerek yoktur. Ornegin,

(Acar & Acar, 2017)

Ozel Egitim Dergisi

2023, 24(3)


https://dergipark.org.tr/tr/download/journal-file/8821
https://dergipark.org.tr/tr/download/journal-file/20065
https://dergipark.org.tr/tr/download/journal-file/8821
https://dergipark.org.tr/tr/download/journal-file/20065

ANKARA UNIVERSITESI EGITIM BiLIMLERI FAKULTESI OZEL EGIiTiM DERGISi

YAZIM KURALLARI

Ayni Yazarin

Ayn1 yazarin ayni tarihli birden fazla caligmasi var ise, tarihin sonuna kii¢iik harflerle (a, b, ¢
gibi) siralama yapilmalidir. Siralamada metin igindeki atif siras: dikkate alinmalidir.

égﬁ;i:f;‘r‘:‘ Ornegin, (Demir, 1990a, 1990b, 1990c; Yilmaz, 1992 baskida-a, 1992 baskida-b)
Baheti, (2001a), Baheti (2001b)
Aym Yazar Ayni1 yazar grubunun yer aldig1 ayni tarihli calismalara atifta bulunurken farklilasan yazara
Grubunun kadar olan yazarlar agik olarak sunulup ardindan ‘vd.” eklenmelidir.
Yer Aldig1 Ornegin,
Cahgmalar (Y1ilmaz, Orkun, Isik vd., 2014; Yilmaz, Orkun, Korkmaz vd., 2014).
lemdeln Yeniden yayimlanmis veya bagka bir dilden cevirisi yapilmis kaynaklar icin atif verilirken
ayumianmis - pem ilk yayim tarihi hem de ¢evirisinin yapildig1 veya yeniden yayimlandig tarih bilgileri
\(/Zegviilmis kronolojik siraya gore verilmelidir.
Kaynaklar Omnegin, (Freud, 1900/2010)

Aym Yazarm

Ayn1 yazara ait iki ¢aligma verilirken ¢aligsmalarin yillarina gore verilmeli ve yillarin arasina
virgiil konulmalidir.

iki Cal )

FGalismast oy @ esin, (Myers, 1998, 2003)

. . Kisisel mektuplar, goriismeler, e-posta gibi kaynaklarla elde edilen bilgilerdir. Yalnizca metin
Kisisel L e . . . .
P icerisinde kaynak gosterilir, kaynakga listesine eklenmez. Kaynak verirken miimkiinse kesin
Hletisim ; ; -

K K tarih verilmelidir.

aynakiart (H. J. Killian, kisisel iletisim, 16 Kasim, 2015)

Yazari bilinmeyen kaynaklar i¢in kaynagin adi yazar yerine kullanilarak atif verilmelidir.

Kaynakg¢ada da yine aymi sekilde yazar adinin yerinde kaynak gosterilen metnin adi yer

almalidir. Kaynagin yazari ‘Anonim’ olarak belirtilmigse atifta yazar adinin yerine ‘Anonim’
Diger yazilmalidir.

Ornegin,

(Yaratic1 Yazma, 2000)
(Anonim, 1998)

Not: APA 7’de yapilan degisiklik sonrast metin i¢i atiflar iki yazarli oldugunda yazar soyadlar1 arasina Tiirkge igin “ve”,
Ingilizce icin “and” sozciigii gelecek sekilde atif verilir. Parantez icinde ise iki yazar soyadi arasma hem Tiirkge hem de
Ingilizce igin “&” sembolii kullanilir. Ug ve daha fazla yazardan olusan tiim ¢aligmalar metin icinde ilk yazar soyadi ve digerleri
[6r. Sucuoglu ve digerleri (1994)] parantez i¢i kaynak gosteriminde de vd. kisaltmasi ile kullanilir [6r. (Sucuoglu vd., 1994)].

Tablo 3
Metin Ici ve Parantez I¢i Atif Gosterimi

Atf tiirii Metin ig¢i atiflar Parantez igi atiflar
Bakkaloglu (2004) (Bakkaloglu, 2004)
Tek yazarls Williams (2003) (Williams, 2003)
iki vazarls Cakaloz ve Kurul (2005) (Cakaloz & Kurul, 2005)
y Yoder and Warren (2002) (Yoder & Warren, 2002)
- Sucuoglu ve digerleri (1994) (Sucuoglu vd., 1994)
Ug ve daha fazla yazarh Tamis-LeMonda et al. (2004) (Tamis-LeMonda et al., 2004)
Kurum
. MEB (2003) (MEB, 2003)
(Kisaltmasi ilk kullanimda NAC (2009) (NAC, 2009)

acilimiyla verilen)

Tani el kitaplari

Amerikan Psikiyatri Birligi (2013)
Ruhsal Bozukluklarin Tanisal ve
Istatistiksel El Kitabi (5. baski;

[Diagnostic and Statistical Manual of
Mental Disorders (5th ed.; DSM-5;
American Psychiatric Association,

DSM-5) 2013)]
§oz“llv15, es anl.amhlar. Amerikan Psikoloji Dernegi (ty.) (American Psychological Association,
s0zligi ve ansiklopedi n.d.)

Not: n.d. = no date; t.y. = tarih yok.
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Tiirkce ve Ingilizce Diger Hususlar

Metin iginde vurgulanmasi gereken sozciik veya kisim sadece yazi tipi italik yapilarak

Vurgu belirtilmelidir. Kalin/koyu, alt1 ¢izili veya bilyiik harfler veya biiyiik punto ile belirtilmemelidir.

Madde Metin igerisindeki siralamada maddelendirme igin rakam, kiiglik harf ya da maddelendirme
Siralamalar1  isaretleri alt alta (1, 2, 3 gibi veya a, b, ¢ gibi) verilmelidir.

Paragraf Metinde yer alan tiim paragraflar en az {i¢ climle i¢cermelidir.

» Yapilacak alinti 40 sozciikten az oldugu durumlarda tirnak igerisinde gosterilmeli ve
mutlaka sayfa numarasi verilmelidir. Ornegin, orgiit kiiltiirii kavrami “bir kurum igerisinde
yaptigimiz her tiirli sey” olarak tanimlanmaktadir (Demir, 1997, s. 117).

» Kirk sozciik ve daha uzun alintilarda paragraf soldan satir bagi hizasindan bloklanip soldan
itibaren 1.25 (1 tab) cm igeriden girintili olacak sekilde yazilmali ve sayfa numarasi

Dogrudan verilmelidir.
Alntilar » Nitel ¢alismalarda katilimci goriisleri yazilmak istendiginde dogrudan alint1 seklinde soldan

itibaren 1.25 (1 tab) cm igeriden girintili olacak sekilde yazilmahdir. italik yazilmamalidir.
Kaynak ya (a) alintidaki son noktalama isaretinden sonra parantez i¢inde belirtilmeli ya da
(b) alintidan 6nce alintidaki yazar ve yili belirtilerek alintidaki son noktalama isaretinden
sonra yalnizca sayfa numarasi parantez i¢ine koyulmalidir. Her iki durumda da kapanis
parantezinden sonra nokta eklenmemelidir. Asagida her iki durum i¢in dogrudan alinti
verilmistir.
Ornegin;
Arastirmacilar, insanlarin kendi kendilerine nasil konustuklarini incelediler:
I¢c konusma paradoksal bir fenomendir. Pek ¢ok insanin giinliik yasamimin merkezinde yer alan bir
deneyimdir ve yine de onu bilimsel olarak incelemek icin her tiirlii ¢abaya 6nemli zorluklar getirir.
Yine de, i¢sel konugmanin 6znel deneyimine ve biligsel ve sinirsel temellerine 151k tutmak i¢in ¢ok
cesitli metodolojiler ve yaklasimlar bir araya gelmektedir. (Alderson-Day & Fernyhough, 2015, s. 957)
Alderson-Day ve Fernyhough (2015), insanlarin kendi kendilerine nasil konustuklarimi incelediler:

I¢c konusma paradoksal bir fenomendir. Pek ¢ok insanin giinliik yasamimin merkezinde yer alan bir
deneyimdir ve yine de onu bilimsel olarak incelemek i¢in her tiirlii gabaya 6nemli zorluklar getirir.
Yine de, i¢sel konugmanin 6znel deneyimine ve biligsel ve sinirsel temellerine 151k tutmak i¢in ¢ok
¢esitli metodolojiler ve yaklagimlar bir araya gelmektedir. (S. 957)

Metin iginde her s6zciik ve her noktalama isaretinden sonra bir bosluk birakilmalidir. Sadece
Noktalama kisaltmalarda kullanilan noktalar (vb., vs., i.e., e.g.,), oran gdsterimleri (1:4) ve katilimct
Isaretleri isimlerini gizlemek i¢in kullanilan kisaltmalar (F.I.M.) bu kurala dahil degildir (vb., vs., i.e.,

e.g.).
Metin i¢inde gegen say1 10’dan kiiciik ise harflerle (dokuz, sekiz gibi) yazilmalidir. Istisna olan
durumlar asagida agiklanmistir
» Eger bir climlenin baslangicinda degilse, 10°dan biiyiik sayilar harflerle degil, rakamlarla
yazilmalidir (6r. Arastirmaya 350 tiniversite 6grencisi ... gibi).

» Makalenin 6zet kisminda tiim sayilar rakamlarla yazilmalidir.

» Bir 6lgme biriminden bahsediliyorsa 10°dan kiiciik bile olsa rakamlarla yazilmalidir (6r. 5
mg’lik dozlar. gibi ya da 10 cm ve iizeri ... gibi).

» Kesirler yazi ile yazilmalidir (6r. smifin beste biri, iigte iki cogunluk).

» Metin igerisinde istatistiksel veya matematiksel iglevler, kesirler, ondaliklar, yiizdeler,
oranlar, yiizdelikler ve ¢eyrekliklerle ilgili sayilar veriliyorsa 10’dan kiigiik de olsa rakamla
yazilmalidir (6r. 3 katindan fazla ... gibi, 6rneklemin %51 ... gibi, 6rneklemde 1. yiizdelikte
... gibi).

» Tarih, yas, evren ve 6rneklemle ilgili sayilar, deneklerle ilgili sayilar, lgek puanlari ve
6lcek puanlamasinda kullanilan birimler, parasal degerler rakamlarla yazilmalidir (6r. 3 yil
igerisinde, 2 yasinda, 9 kisilik deney grubu 7 aralikl1 bir 6lgekte 4 ile degerlendirilmistir, her
bir denege 20 TL 6denmistir gibi). Bu durum igin tek istisna yaklagik degerlerin verilmesidir
(6r. yaklasik {i¢ y1l igerisinde ... gibi).

» Sayidan onceki isim, bir dizideki belirli bir yeri ifade ettiginde biiyiik harfle yazilir (6r.
Madde 3, Soru 12, Tablo 5, Sekil 2, Boliim 7). Fakat numara isimden 6nce geldiginde say1
kullanim kurallari gecerlidir (6r. iiclincii madde, 12. soru, yedinci bliim).

Rakamlarin
Kullanim
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» Tablolar, sekiller ve grafik adlarinda 10’dan kiigiik de olsa sayilar rakamla yazilmalidir.

» Kiisurath sayilarda tam say: ile kiisurati arasina nokta konulmalidir (6r. 1.235). Eger bir
istatistik rapor ediliyorsa ve rapor edilen katsay: istatistiksel anlamlilik testi, korelasyon
katsayis1 gibi 1’den biiylik bir deger alamiyorsa, 1’den kiiciik olan degerin basina “0”
konulmadan yazilmalidir (r. .05). F testi, t testi gibi testlerde oldugu gibi, rapor edilen katsay1
1’den biiyiik bir deger alabiliyorsa, 1°den kii¢iik oldugu durumlarda bagina “0” konulmali,
kiisurat nokta ile ayrilmalidir (6r. F (1.136) = 0.76)

» Ondalik sayilarda, ondalik kisim iki rakama yuvarlanmalidir.

» Bir climlede, basliga ya da alt basliklara say1 ile baslanmasi gerekiyorsa bu rakamlar
harflerle yazilmalidir. Eger miimkiinse rakamlarla ciimleye baglanmamalidir (6r. “Bin dokuz
yliz seksen iki yilinda yapilan arastirmada Rogers ...” yerine “Rogers 1982 yilinda yaptig1
aragtirmada...” ifadesi kullanilarak ciimleye rakamlarla baglamaktan kagimilmalidir.

Temel Kaynakca Ogeleri

Metin igi kaynak gdsteriminde oldugu gibi, kaynakc¢ada verilmis olan her kaynak metnin iginde de
verilmis olmalidir. Kaynakg¢ada, kaynaklar alfabetik sirayla verilmelidir. Soyadlar ayn ise isimlerin bas harfleri
dikkate alinmalidir. Kaynakga verilirken paragraf sekmesinde girintiler boliimiinde, once ve sonra alani 0; 6zel
sekmesi asili ve 1.25 (1 tab) cm; aralik sekmesinde dnce 6 nk ve sonra alan1 0 nk; satir aralig1 tek olarak
belirlenmelidir. Kaynakc¢ada yer alan Tiirkce kaynaklarin kitap/makale/bildiri gibi eser isimlerinin sonuna koseli
parantez iginde sadece eserin adimin Ingilizcesi yazilmalidir. Doi numarast olan tiim eserlerin doi numaralart
mutlaka verilmelidir. Doi numarasmin olmadigi durumlarda link alt ¢izili ve mavi olacak sekilde verilmelidir.

Tiirkce Makale

Sucuoglu, N. B., & Demir, S. (2018). Yeterlik indeksi: Ozel gereksinimli kiiciik ¢ocuklarin
gelisimsel islevlerinin degerlendirilmesi [Abilities index: A means to evaluate
developmental functions of young children with disabilities]. llkogretim Online,
17(1), 223-238. https://doi.org/10.17051/ilkonline.2018.413759

Tekin-iftar, E., Olcay-Giil, S., & Collins, B. C. (2019). Descriptive analysis and meta analysis
of studies investigating the effectiveness of simultaneous prompting procedure.
Exceptional Children, 85(3), 309-328. https://doi.org/10.1177/0014402918795702

Ingilizce Makale

Adamson, L. B., McArthur, D., Markov, Y., Dunbar, B., & Bakeman, R. (2001). Autism and
joint attention: Young children’s responses to maternal bids. Journal of Applied
Developmental Psychology, 22(4), 439-453. https://doi.org/doi:10.1016/S0193-
3973(01)00089-2

Doi’si Olmayan ve Veri Tabanindan Alinmayan Makale
Makale Ahmann, E., Tuttle, L. J., Saviet, M., & Wright, S. D. (2018). A descriptive review of ADHD
coaching research: Implications for college students. Journal of Postsecondary
Education and Disability, 31(2), 17-39.
https://www.ahead.org/professionalresources/publications/jped/archived-jped/jped-
volume-31

Veri Tabanindan Olmayan veya Basili Olan Dergi

Bozkurt, F., & Tekin-iftar, E. (2003). Zihin 6ziirlii bireylere yiyecek hazirlama becerilerinin
Ogretimiyle ilgili alanyazin taramasi [Teaching food preparation skills to individuals
with mental retardation). Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim
Dergisi, 4(2), 1-12.

Yirmi Bir ya da Daha Fazla Yazarh Makale

Kalnay, E., Kanamitsu, M., Kistler, R., Collins, W., Deaven, D., Gandin, L., Iredell, M., Saha,
S., White, G., Woollen, J., Zhu, Y., Chelliah, M., Ebisuzaki, W., Higgins, W.,
Janowiak, J., Mo, K. C., Ropelewski, C., Wang, J., Leetmaa, A., . . . Joseph, D. (1996).
The NCEP/NCAR 40-year reanalysis project. Bulletin of the American
Meteorological Society, 77(3), 437-471. http://doi.org/fg6rf9
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Online Yaymmlanmis, Sayfa Numarasi Olmayan Ancak Makale Numarasi Olan

(eLocator) Makaleler

Burin, D., Kilteni, K., Rabuffetti, M., Slater, M., & Pia, L. (2019). Body ownership increases
the interference between observed and executed movements. PLOS ONE, 14(1),
Avrticle e0209899. https://doi.org/10.1371/journal.pone.0209899

Basimda Olan Makale (Kabul Almis Makale)

Aslan, C., Ozdemir, S., Demiryiirek, P., & Cotuk, H. (basimda). Gérme yetersizliginden
etkilenmis ve normal gelisim gosteren c¢ocuklarm oyun gesitlilik ve karmagiklik
diizeylerinin incelenmesi [Examining play diversity and play complexity of typically
developing children and children with visual impairments]. International Journal of
Early Childhood Special Education.

Zuckerman, M., & Kieffer, S. C. (in press). Race differences in face-ism. Does facial
prominence imply dominance? Journal of Personality and Social Psychology.

Erken Goriiniimde Olan Makale

Eren, V., & Orhan, U. (2013). Kurumsal sosyal sorumlulugun ¢aliganlarin kéti yonetimi ifsa
diizeylerine etkisi iizerine bir arastirma [An empirical study about effect of the
corporate social responsibility on level of employers’ whistleblowing. Akademik
Sosyal Bilimler Arastirmalart Dergisi. Erken Goriintim.
http://dx.doi.org/10.9761/jasss_625

Von Ledebur, S. C. (2007). Optimizing knowledge transfer by new employees in companies.
Knowledge Management Research & Practice. Advance Online Publication.
https://doi.org/10.1057/palgrave.kmrp.8500141

Kitap

Tek Yazarh Eser

Timur, T. (2000). Toplumsal degisme ve iiniversiteler [Societal change and universities]. Iimge
Kitabevi.

Alexie, S. (1992). The business of fancydancing: Stories and poems. Hang Loose Press.

iki veya Daha Fazla Yazarh Eser

Poyraz, H., & Dere, H. (2006). Okuloncesi egitiminin ilke ve ydontemleri [Principles and
methods of preschool education] (3. bask1). An1 Yayimneilik.

Booth, W. C., Colomb, G. G., & Wiliams, J. M. (2003). The caraft of research (2nd ed.).
University of Chicago Press.

Tiirkceye Cevrilmis Eser

Grandin, T. (2011) Resimlerle diisiinme: Otizmin i¢cerden anlatimi [Thinking in pictures with
autism in my life]. (M. C. iftar, Cev.; 3. baski). Sistem Yaymcilik. (Orijinal kitabin
yayin tarihi 1995)

Ceviri Yapilmis ingilizce Eser
Piaget, J., & Inhelder, B. (1969). The psychology of the child (H. Weaver, Trans.; 2nd ed.).
Basic Books. (Original work published 1966)

Editoryal Eser

Abadan-Unat, N. (Ed.). (1979). Tiirk toplumunda kadin [Woman in Turkish society]. Turk
Sosyal Bilimler Dernegi.

Letheridge, S., & Cannon, C. R. (Eds.). (1980). Bilingual education: Teaching English as a
second language. Preager.

Editorlii Ceviri Kitapta Bolilm

Neuman, S. B. & Dickinson, D. K. (2018). Okuma gelisiminde beyin, genler ve ¢evre (C.

Kaymaz, Cev.). C. Ergiil & G. Akoglu (Eds.), Erken okuryazarlik arastirmalar: el
kitabi iginde (SS. 81-94). Nobel Yaymcilik. (Orijinal kitabin yayin tarihi 2001)

Tam El Kitaplar1 (DSM, ICD)

Ozel Egitim Dergisi

2023, 24(3)


https://doi.org/10.1371/journal.pone.0209899
http://dx.doi.org/10.9761/jasss_625
https://doi.org/10.1057/palgrave.kmrp.8500141

ANKARA UNIVERSITESI EGITIM BiLIMLERI FAKULTESI OZEL EGIiTiM DERGISi

YAZIM KURALLARI

Amerikan Psikiyatri Birligi. (2014). Ruhsal bozukluklarn tamsal ve sayimsal el kitabi (5.
baski) [Diagnostic and statistical manual of mental disorders] (E. Kéroglu, Cev. ed.).
Hekimler Yaym Birligi. (Orijinal kitabin yayin tarihi 2013)

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

Online Tam El Kitaplar

American Psychiatric Association. (2013). Diagnostic and statistical manual of mental
disorders (5th ed.). https://doi.org/10.1176/appi.books.9780890425596

Online Sozliik, Es Anlamhilar So6zliigii ve Ansiklopedi

American Psychological Association. (n.d.). APA dictionary of psychology. Retrieved June 14,
2019, from https://dictionary.apa.org/

Merriam-Webster. (n.d.). Merriam-Webster dictionary. Retrieved May 5, 2019, from
https://www.merriamwebster.com/

E-Kitap ve Sesli Kitap
Christian, B., & Griffiths, T. (2016). Algorithms to live by: The computer science of human
decisions. Henry Holt and Co. http://a.co/7qGBZAk

Cain, S. (2012). Quiet: The power of introverts in a world that can’t stop talking (K. Mazur,
Narr.) [Audiobook]. Random House Audio. http://bit.ly/2G0Bpbl

Kitap icinde
Boliim

Tiirkce Eser icerisinde Boliim
Acan, F. (1996). Tirkiye’de kadin akademisyenler: Tarihsel evrim ve bugiinkii durum. H.

Coskun (Ed.), Akademik yasamda kadin [Woman in academic life] iginde (ss. 75-87).
Tiirk Alman Kiiltiir isleri Kurulu Yaymn.

Ingilizce Eser I¢erisinde Boliim

Fortinash, K. M., & Holoday Worret, P. A. (2012). Therapeutic communication: Interviews
and interventions. In K. M. Fortinash & P. A. Holoday Worret (Eds.), Psychiatric
mental health nursing (5th ed., pp. 59-86). Elsevier.

Doi’si Olan Eser icerisinde Boliim

Balsam, K. F., Martell, C. R., Jones, K. P., & Safren, S. A. (2019). Affirmative cognitive
behavior therapy with sexual and gender minority people. In G. Y. lwamasa & P. A.
Hays (Eds.), Culturally responsive cognitive behavior therapy: Practice and
supervision (2nd ed., pp. 287-314). American Psychological Association.
https://doi.org/10.1037/0000119-012

Tez

Yayimlanmamis Tezler

Harris, L. (2014). Instructional leadership perceptions and practices of elementary school
leaders [Unpublished doctoral dissertation]. University of Virginia.

Veri Tabanindan Alinan Tezler

Hollander, M. M. (2017). Resistance to authority: Methodological innovations and new lessons
from the Milgram experiment (Publication No. 10289373) [Doctoral dissertation,
University of Wisconsin-Madison]. ProQuest Dissertations and Theses Global.

Akalin, S. (2007). Ilkégretim birinci kademedeki simif gretmenleri ile kaynastirma 6grencisi
olan ve olmayan égrencilerin simif i¢i davranmislarinin incelenmesi [An investigation
of the behaviors of the teachers and the students with and without disabilities in
inclusive classrooms] (Tez Numarasi: 234603) [Yiiksek lisans tezi, Ankara
Universitesi]. Yiiksekogretim Kurulu Ulusal Tez Merkezi.

Web’den Alinmis Veri Tabanlarindan Olmayan Doktora ve Yiiksek Lisans Tezi

Bruckman, A. (1997). MOOSE Crossing: Construction, community, and learning in a
networked virtual world for kids [Doctoral dissertation, Massachusetts Institute of
Technology]. http://www-static.cc.gatech.edu/-asb/thesis/
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Ansiklopedi
veya Sozlilkk

Giiriin, O. A. (2001). Psikoloji sozliigii [Psychology dictionary] (2nd ed., V.1-3). Inkilap.
Sadie, S. (Ed.). (1980). The new grove dictionary of music and musicians (6th ed., Vols. 1-20).

MacMillan.

Sozlii Bildiri

Karadag, E., & Oney, A. (2006, 6-8 Eyliil). Okul yoneticilerinin stres diizeylerinin 6retmenlerin
stres diizeylerine etkisinin incelenmesi [Examining the effect of school principals’ stress
levels on teachers’ stress levels] [Sozlu bildiri]. 14. Ulusal Psikoloji Kongresi,
Hacettepe Universitesi, Ankara, Tiirkiye.

Maddox, S., Hurling, J., Stewart, E., & Edwards, A. (2016, March 30-April 2). If mama ain’t
happy, nobody’s happy: The effect of parental depression on mood dysregulation in
children [Paper presentation]. Southeastern Psychological Association 62nd Annual
Meeting, New Orleans, LA, United States.

Poster Bildiri

Pearson, J. (2018, September 27-30). Fat talk and its effects on state-based body image in
women [Poster presentation]. Australian Psychological Society Congress, Sydney,
NSW, Australia. http://bit.ly/2XGSThP

Online Sempozyum/Konferans Oturumu Notlar1

E,gﬁ:rya da Fistek, A., Jester, E., & Sonnenberg, K. (2017, July 12-15). Everybody’s got a little music in
Bildiriler them: Using music therapy to connect, engage, and motivate [Conference session].
Autism  Society National Conference, Milwaukee, WI, United States.
https://asa.confex.com/asa/2017/webprogramarchives/Session9517.html
Online Bildiri Ozeti
Cacioppo, S. (2019, April 25-28). Evolutionary theory of social connections: Past, present,
and future [Conference presentation abstract]. Ninety-ninth annual convention of the
Western  Psychological ~ Association, Pasadena, CA, United States.
https://westernpsych.org/wp-content/uploads/2019/04/WPA-Program-2019-Final-
2.pdf
Kitap Seklinde Yayimlanan Bildiriler
Bedenel, A.-L., Jourdan, L., & Biernacki, C. (2019). Probability estimation by an adapted
genetic algorithm in web insurance. In R. Battiti, M. Brunato, |. Kotsireas, & P.
Pardalos (Eds.), Lecture notes in computer science: Vol. 11353. Learning and
intelligent optimization (pp. 225-240). Springer. https://doi.org/10.1007/978-3-030-
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Belge
o Milli Egitim Bakanligi [Ministry of National Education]. (2011). Ornek grup rehberligi
Resmi Bir etkinlikleri [Samples of group guidance activities]. http://www.meb.gov.tr/orn.pdf
Kurum Yiiksekogretim Kurulu. (2007). Ogretmen yetistirme ve egitim fakiilteleri (1982-2007)
Tarafindan [Teacher training and education faculties (1982-2007)]. http://www.yok.gov.tr
Yayinlanmis
Belgeler Kanun, Yonetmelik, Tiiziik
[Ikogretim ve Egitim Kanunu [Elementary and Education Law]. (1961). T.C. Resmi Gazete,
(10705), 5 Ocak 1961, 3579-3595.
Hitts, P. J. (1999, February 16). In forecasting their emotions, most people flunk out. New York
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Bilgiler https://en.wikipedia.org/w/index.php?title=List_of oldest_companies&oldid=8781
58136
Tellegen, A., & Ben-Porath, Y. S. (2011). Minnesota Multiphasic Personality Inventory—2
Test, Olcek Restructured Form (MMPI-2-RF): Technical manual. Pearson.

ve Envanter Topbas, S., & Giiven, S. (2017). Tiirk¢e Okul Cagi Dil Gelisim Testi (TODIL) [Test of
Language Development-Primary: TLD-P]. Detay Yayincilik.

Giertz, S. (2018, April). Why you should make useless things [Video]. TED Conferences.
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TED
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