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Editorden...
Sevgili Okurlarimiz,

Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisinin 2023 yilinin dérdiincii ve son
sayis1 olan Aralik, 24. Cilt, 4. Sayist ile yeniden karginizdayiz. Her zaman oldugu gibi, 6ncelikle dergimize katki
saglayan yazarlarimiza, hakemlerimize, okurlarimiza, Akademik Danigma Kurulumuza ve Editérler Kurulumuza
sizlerin huzurunda tesekkiir ediyorum. Editorler Kurulu olarak dergimizi niceliksel ve niteliksel olarak daha iist
seviyelere tasimak i¢in yogun ¢aba sarf ettigimizi sizlere bildirmek isterim. Bu sayimizda yer alan makaleleri
tanitmaya gegmeden Once dergimizde Teknik Sorumlu olarak gorev almis olan ve bu sayimizdan itibaren
ekibimizden ayrilan Ars. Goér. Merve OZDEMIR-KILIC a dergimize yaptig1 katilar1 ve zverili calismalar icin
huzurunuzda tesekkiir ediyor ve bundan sonraki ¢alismalarinda basarilar diliyorum.

Dergimizin bu sayisinda alt1t makale yer almaktadir. Bu ¢alismalar kisaca sizlerle paylagmak istiyorum.
Bu sayimizda yayimlanan ilk arastirma makalesi Osman AKTAN tarafindan yiiriitilen “Ogretmenlerin Ozel
Gereksinimli Bireylere Yonelik Sosyal Kabul Diizeylerinin Incelenmesi” adli ¢alismadir. Ogretmenlerin 6zel
gereksinimli bireylere yonelik sosyal kabul diizeylerinin ¢esitli degiskenler agisindan incelemeyi amaglayan bu
aragtirma, tarama modelinde tasarlanmis betimsel bir ¢calismadir. Arastirmanin verileri Diizce ili merkez ilgesinde
farkli egitim kademelerinde (okul oncesi, ilkokul, ortaokul ve lise) gorev yapan, kolay ulasilabilir durum
ornekleme yontemi yoluyla belirlenen 1433 6gretmenden toplanmistir. Bulgular 6gretmenlerin 6zel gereksinimli
bireylere yonelik sosyal kabul diizeylerinin; cinsiyet, aile ve yakin ¢evresinde 6zel gereksinimli birey bulunma
durumu, 6gretmenlerin siniflarinda 6zel gereksinimli birey bulunma durumu ve kaynastirma uygulamalarmin etkili
bir model olduguna yonelik inang degiskenlerine gdre anlamli sekilde farklilastigini gdstermistir. Ayrica
ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul diizeyleri arasinda; 6zel gereksinimli bireylerin
yetersizlik tiiriine, kaynagtirma uygulamalaria yonelik mesleki gelisim faaliyetlerine katilma durumlarina, egitim
diizeylerine ve mesleki kidem degiskenlerine gore de anlamli bir farklilik oldugu belirlenmistir. Sinifinda 6zel
gereksinimli olan 6gretmenlerin daha diisiik sosyal kabul puanlarina sahip olduklar1 belirlenmistir. Bu bulgulardan
hareketle 6gretmenlerin kaynastirma uygulamalarina yonelik mesleki yeterliliklerinin gelistirilmesi i¢in hizmetigi
egitim etkinliklerinin diizenlenmesi ve deneyimli 6gretmenlerin mentorluklarindan yararlanilmasi 6nerilmistir.

“Portage Destekli Anne Egitim Programi’min Otizmli Cocugun Oz Bakim Gelisimi Uzerindeki Etkisi”
adl1 ikinci arastirma makalesi Kevser KILIC ve Fatma Ulkii YILDIZ tarafindan kaleme alinmustir. Arastirmada
Portage Destekli Anne Egitim Programi’nin otizm spektrum bozuklugu (OSB) olan ¢ocugun 6z bakim geligimi
tizerindeki etkisinin incelenmesi amaglanmistir. Bu amag dogrultusunda programin OSB olan ¢ocugun sivi sabun
ile el yikama, gatal ile yemek yeme ve fermuarli ceket giyme davranisi izerindeki etkileri incelenmis, davranislarin
genellenebilirlik ve kalicilik diizeylerine bakilmis, annenin goriisleri alinmistir. Arastirmada tek denekli aragtirma
modellerinden davranislar arasi ¢oklu baglama modeli kullanilmistir. Katilimcilar 4 yas 5 aylik OSB olan erkek
¢ocuk ve 38 yasindaki annesidir. Bagimli degiskenler sivi sabun ile el yikama, ¢atal ile yemek yeme ve fermuarh
ceket giyme davraniglaridir. Bagimsiz degisken Portage Destekli Anne Egitim Programi’dir. Veriler analiz
edilerek ¢izgi grafiklerine aktarilmistir. Bulgular incelendiginde, programin OSB olan ¢ocugun sivi sabun ile el
yikama, catal ile yemek yeme ve fermuarli ceket giyme davranislari lizerinde olumlu etkisinin oldugu, ¢cocugun
davranislari genelleyebildigi, etkinin kalici ve programin uygulanabilir oldugu goériilmiistiir. Bu sonuca gore; bu
aragtirmanin daha fazla sayida OSB olan ¢ocuk ve annesi ile ¢alisilarak genisletilmesi ve baska arastirmalarda
baba katilimi ile gerceklestirilmesi 6nerilmistir.

Ucgiincii arastirma makalesi Serpil CELIKTEN-DEMIREL, Halime Miray SUMER-DODUR, Ozlem
ALTINDAG-KUMAS ve Yasemin YUZBASIOGLU tarafindan yiiriitilen “Dinledigini Anlama Testinin Tiirk
Kiiltiirtine Uyarlanmasi” adli galigmadir. Arastirmada dinledigini anlama 6l¢gme aracimin Tirk kiiltiiriine
uyarlamasini yapmak hedeflenmistir. Olgme aracinin psikometrik niteliklerinin madde tepki kurami (MTK)
cercevesinde incelenmesi amaglanmig olup bu dogrultuda iki-parametreli lojistik model (2PLM) kullanilmistir.
Sirasiyla, model varsayimlarindan tek boyutluluk i¢in dogrulayict faktor analizi, yerel bagimsizlik i¢in Q3
istatistigi ve madde karakteristik egrilerinin monotonik artis1 varsayimi i¢in her bir maddenin yetenek dlgegine
kosullu olarak yanitlanma olasiliklarina iligkin grafikler incelenmistir. Varsayim testlerinin ardindan genel model
veri uyumu, madde bazinda model veri uyumu, ayirtedicilik parametreleri, madde giigliilk parametreleri ve bilgi
fonksiyonlart dogrulayici faktor analizinden (DFA) elde edilen faktor yiikleriyle birlikte incelenmistir. Sonuglar
madde parametrelerinin pratikteki uygulamalarda beklenilen araliklarda yer aldigin1 ve test bilgi fonksiyonunun
Olcegin orijinaline benzer sekilde diisiik yetenek diizeyinde zirve yaptigini gostermistir. Faktor yiikleri
incelendiginde 23. madde hari¢ faktor yiiklerinin genel kabul edilebilir sinirdan yiiksek oldugunu gostermistir. Bu
maddenin modele olan katkisi istatistiksel olarak test edildiginde, maddenin iligkili oldugu hikaye blogundaki diger
maddeleri tutabilmek i¢in bu maddenin 6l¢me aracinda yer almasinin uygun olacagi sonucuna ulagilmistir. Bunun
yani sira marjinal giivenirlik katsayisina dayali olarak 6l¢me sonuglarinin yiiksek diizeyde giivenilir oldugu
gozlenmistir. Gegerlik ve gilivenirlik ¢calismasindan elde edilen sonuglarin, 6l¢gme aracinin 36 maddelik formunun
tek boyutlu yapisi icin yeterli gegerlik kanitinin elde edildigine isaret ettigi 6ne siiriilmiistiir.



Miinire AYDILEK-CIFTCI, Ugur HASSAMANCIOGLU, Demet VADI ve Ismail Berat UZUN tarafindan
kaleme alinan dérdiincii arastirma makalesi “Otizm Spektrum Bozukluguna Sahip Cocugun Yasamina Biyoekolojik
Bakig” adin1 tagimaktadir. Bu ¢alismada, otizm spektrum bozuklugu olan ¢ocuklarin yagamini biyoekolojik kuram
bakig acistyla betimsel olarak ortaya koymak amaglanmistir. Arastirma, bireylerin tecriibe ettikleri seyi nasil
betimledikleri ve nasil deneyimlediklerine yogunlasan betimleyici/tanimlayici fenomenolojik bir ¢aligma olarak
desenlenmistir. Arastirmaya otizm spektrum bozuklugu olan ¢ocuga bakim veren 17 kisi katilmistir. Verilerin
toplanmasinda yari-yapilandirilmig goriisme teknigi kullanilmistir. Veri analizleri sonucunda mikrosistem
temasinda bakim veren ve cocuk, diger aile bireyleri ve ¢ocuk, yakin ¢evre ve cocuk, 6gretmen ve ¢ocuk, okul;
mezosistem temasinda sosyal alan baglari, egzosistem temasinda ebeveyn ve 6gretmen; makrosistem temasinda
egitim sistemi, destek, toplum, kanunlar ve iletisim araglari; kronosistem temasinda zaman ve katilim alt temalari
ortaya ¢ikmistir. Cocuklara bakim veren birincil kisilerin anneler oldugu, ebeveynlerin sahip olduklart sosyo-
ekonomik 6zelliklerin ve dgretmenlerin kisilik 6zelliklerinin ¢ocuklarin gelisim ve egitimini etkiledigi, toplumun
¢ocuklar ve konu hakkinda yeterli bilgi sahibi olmayarak c¢ocuklara karsi onyargili ve mesafeli oldugu
goriilmiistiir. Yeterli maddi gelirleri olmayan ebeveynler, ¢ocuklarma ihtiyaci olan bakimi ve egitimi
sunamadiklarint ifade etmislerdir. Sivil toplum kuruluslarinin otizm spektrum bozuklugu olan ¢ocuklarin duyu
biitlinleme, spor faaliyetleri, psikoloji ve beslenme gibi farkli disiplin alanlarinda egitimlere ve destege
ulagimlarina yardime1 olabilecekleri 6ne siiriilmiistiir.

Besinci arastirma makalesi olan “Okul Oncesi Dénemdeki Koklear Implant Kullanicis: Cocuklarin Sosyal
Becerilerinin Incelenmesi” adli calisma Sevgi KUTLU ve Esra YUCEL tarafindan kaleme alinmustir. Calismada
ilk olarak okul 6ncesi donemdeki koklear implant kullanicisi ¢ocuklarin sosyal becerilerini (baslangig, akademik
destek, arkadaslik ve duygularin1 yonetme becerileri) isiten akranlariyla karsilagtirmak, ikinci olarak ise
unilateral/bilateral koklear implant kullaniminin ve okul 6ncesi egitime devam etmenin sosyal beceriler iizerindeki
etkisini arastirmak amag¢lanmistir. Calismaya yas ortalamasi 53.18 ay olan 34 koklear implantli ¢ocuk (16 kiz, 18
erkek) ve yas ortalamasi 53.92 ay olan 36 isitmesi normal simirlarda olan gocuk (21 kiz, 15 erkek) dahil edilmistir.
Koklear implant kullanicist gocuklar ile isiten akranlarinin sosyal becerileri “Okul Oncesi Sosyal Beceri
Degerlendirme Olgegi” kullanilarak karsilastirilmistir. Unialteral/bilateral koklear implant kullanimmin ve okul
oncesi egitime devam etmenin sosyal beceriler {izerindeki etkisi de aragtirtlmistir. Koklear implantli ¢ocuklarin
baglangi¢ becerileri, akademik destek becerileri, arkadaglik becerileri ve duygularini yénetme becerilerinin igiten
akranlarina gore anlamh derecede (p < .05) diisiik oldugu bulunmustur. Bilateral koklear implant kullanan
cocuklarin baslangi¢ becerileri unilateral koklear implant kullanan ¢ocuklara goére anlamli derecede daha ytiiksek
oldugu ve okul oncesi egitime devam eden koklear implant kullanan ¢ocuklarin akademik destek becerilerinin
okul dncesi egitime devam etmeyen koklear implant kullanan ¢ocuklara gore anlamli derecede daha yiiksek oldugu
belirlenmigtir. Koklear implantli okul dncesi donemdeki ¢ocuklarin, sosyal becerilerde isiten yasitlarinin gerisinde
olduklar1 ve sosyal becerilerini gelistirmek i¢in daha fazla egitim destegine ihtiyag duyduklart goriilmiistiir.
Bilateral koklear implant kullanicisi olmanin ve okul 6ncesi egitime devam etmenin sosyal beceriler {izerinde
olumlu etkisinin bulundugu 6ne siirtilmustiir.

Bu sayida yer alan altinci makale olan “Gdgmen Ozel Gereksinimli Ogrencilerin Egitimi Alaninda
Yapilan Arastirmalarin Gozden Gegirilmesi” adli derleme makalesi Abdulkadir KOCAOGLU, Aysenur CAYIR ve
Nevin GUNER-YILDIZ tarafindan kaleme almmustir. Arastirmada gégmen 6zel gereksinimli dgrencilerin (GOGO)
egitimlerine yonelik 2011-2022 yillar1 arasinda yayimlanmig arastirmalart yayimlanma yili, yapildig: iilke,
aragtirma amaci, arastirma yontemi, katilimcilari, veri toplama arag/teknikleri ve bulgulart olmak iizere ¢esitli
degiskenler agisindan incelemek amaglanmistir. Bu amac¢ dogrultusunda sistematik derleme yoOntemi
benimsenerek ulusal ve uluslararasi veri tabanlarinda taramalar yapilmis; (a) arastirmanm 2011-2022 yillar
arasinda yayimlanmasi, (b) arastirma grubunu olusturan katilimcilarin gégmen ve herhangi bir 6zel gereksinim
tanisi olan 6grencilerle ¢alisan egitimciler, 6grencilerin kendileri ya da ebeveynlerinden olugmasi, (¢) arastirmanin
GOGO’lerin egitimi konusunu ele almasi, (d) aragtirmanin Tiirkge ya da ingilizce dilinde yayimlanmasi, (e)
aragtirmanin hakem siirecinden gegerek yayimlanmis arastirma olmasi ve (f) Joanna Briggs Institute (JBI)
tarafindan nitel, nicel ve karma arasgtirmalarin metodolojik kalitelerinin degerlendirilmesi amaciyla gelistirilen
kalite degerlendirme kriterlerinin en az %90’mi1 karsilamast Olgiitlerini karsilayan dokuz arastirma analiz
edilmistir. Calisma kapsaminda GOGO’lerin egitimiyle ilgili ulusal ve uluslararasi alanyazinda 34 arastirmaya
ulasilmig ancak bu arastirmalarin biiyiikk ¢ogunlugu (n = 25) JBI tarafindan gelistirilen kalite degerlendirme
kriterlerine gore belirlenen 6lgiitii (%90) karsilayamadigi i¢in ¢alisma diginda birakilmigtir. Calismadan elde edilen
bulgulara gére GOGO’lerle ilgili yapilan arastirmalarin katilimer grubunu genellikle bu égrencilerin ebeveyn ve
Ogretmenlerinin olusturdugu saptanmigtir. Caligmanin dahil etme kriterlerini karsilayan dokuz aragtirmanin
tamaminin nitel arastirma yontemiyle tasarlandig belirlenmistir. Ayrica en fazla arastirmanin Amerika Birlesik
Devletleri’nde yapildig1 goriilmiistiir. Caligmanin bulgulari, GOGO’lerin egitimlerine iliskin 2015 ve sonrasinda
cesitli arastirmalarin yapildigini; bu arastirmalarda genellikle GOGO’lerin aileleri ve egitimcilerinin gériislerine
basvuruldugunu ve GOGO’lerin egitimi ile ilgili en dnemli sorunlarin dil ve kiiltiir farkliligindan kaynaklandigin
ortaya koymustur. Ulusal ve uluslararasi alanyazinda yapilan ¢alismalarin ¢ogunun kalite degerlendirme Kriterleri
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oOlgiitiinii karsilayamamis olmasi nedeniyle konunun derinlemesine incelenmesi agisindan daha fazla sayida ve
daha nitelikli arastirmaya gereksinim oldugu one siiriilmiistiir.

Sevgili Okurlarimiz, dergimizin zamaninda ¢gikmasi ve niteliginin artirilmasi i¢in yogun ¢aba harcayan
Editorler Kurulunda yer alan ¢aligma arkadaslarima sizlerin huzurunda bir kez daha ¢ok tesekkiir ediyorum. Siz
degerli okurlarimiza, yazarlarimiza ve hakemlerimize destekleriniz ve katkilariniz igin tekrar tesekkiir ediyorum
ve stirecteki desteklerinizi ve katkilarinizi siirdiirmenizi rica ederek saygilarimi sunuyorum. 2024 yilinin Mart
saymda yayimlanacak olan 25. Cildin ilk sayisinda tekrar bulusmay1 diliyorum. ..

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

We are with you again with the Ankara University Faculty of Educational Sciences Journal of Special
Education’s last issue, December 2023, Volume 24, Issue 4. As always has been, |1 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 Res. Assist. Merve OZDEMIR-KILIC, who served as a Technical Executive in our Journal and
left our team as of this issue, for her solid contributions and devoted work to our Journal, and | wish her success
in her future work.

In this issue of our Journal, there are six articles. | would like to briefly introduce them to our readers.
The first research article in the current issue includes a study of Osman AKTAN namely “Examining the Social
Acceptance Levels of Teachers Towards Individuals with Special Needs.” This study, investigating the social
acceptance levels of teachers towards the individuals with special needs in terms of various variables, is a
descriptive study and designed as a screening model. The data of the study were obtained from 1433 teachers
working in different education levels (preschool, primary school, secondary school and high school) in the central
district of Diizce province and determined by the easily accessible case sampling method. According to the
research findings, among teachers' social acceptance levels for individuals with special needs; It was determined
that there was a significant difference in terms of gender, whether there were individuals with special needs in the
family and close environment, whether there were individuals with special needs in the teachers' classrooms, and
the belief that inclusive practices were an effective model. In addition, among teachers' social acceptance levels
for individuals with special needs; It was determined that there was a significant difference according to the
disability type of individuals with special needs, their participation in professional development activities for
inclusion practices, their education level and professional seniority variables. In the study, it was determined that
teachers' beliefs about inclusion practices, their professional development and professional seniority were effective
on their social acceptance of individuals with special needs. It was determined that teachers with special needs in
their class had lower social acceptance scores. Based on these findings, it is recommended to organize in-service
training activities and to benefit from the mentorship of experienced teachers in order to improve the professional
competence of teachers for inclusion practices.

The second study namely “The Effect of the Portage-Supported Mother Education Program on the Self-
Care Development of the Child with Autism” was conducted by Kevser KILIC and Fatma Ulkii YILDIZ. It was
aimed to examine the effect of the "Portage Supported Mother Education Program™ on the self-care development
of the child with ASD. In line with this purpose, the effects of the program on the behaviors of washing hands with
liquid soap, eating with a fork, and wearing a jacket with zipper of the child with ASD were examined, the
generalizability and permanence levels of the behaviors were examined, and the mother's opinions were taken.
Inter-behavior multiple baseline model, one of the single-subject research models, was used. Participants were a
4-year-old 5-month-old boy with ASD and his 38-year-old mother. Dependent variables were washing hands with
liquid soap, eating with a fork, and wearing a jacket with zipper. Independent variable was "Portage Supported
Mother Education Program." The data were analyzed and transferred to line graphs. When the findings were
examined, it was seen that the program had a positive effect on the behaviors of washing hands with liquid soap,
eating with a fork, and wearing a jacket with zipper, the child was able to generalize the behaviors, the effect was
permanent, and the program was feasible. According to this result, it is suggested that this research be expanded
by working with more children with ASD and their mothers, and that other studies be carried out with the
participation of the fathers as well.

The third research article in this issue is authored by Serpil CELIKTEN-DEM/REL, Halime Miray
SUMER-DODUR, Ozlem ALTINDAG-KUMAS, and Yasemin YUZBASIOGLU, namely “Adaptation of the
Listening Comprehension Test to Turkish Culture.” The purpose of this research was to adapt the listening
comprehension measurement tool to Turkish culture. The purpose of this study was to examine the psychometric
properties of the measurement tool within the framework of item response theory (IRT) through two-parameter
logistic model (2PLM). Among model assumptions, confirmatory factor analysis (CFA) for unidimensionality Q3
statistics and item characteristic curve for the monotonic increase assumption showing the response probabilities
conditional to the ability continuum were examined, respectively. The results for the assumptions were
satisfactory. Then, general model-data fit, item-based model-data fit, discrimination parameters, difficulty
parameters and information functions were examined with factor loadings. The results showed that item parameters
were in the expected ranges in practical applications, and test information function peaked at lower ability level
similar to the original measurement tool. Examining factor loadings, except the 23rd item, the remaining satisfied
the generally acceptable cut-off point. Findings based on the model tests to find out the contribution of this item



showed that it would be appropriate to include it in the measurement tool so as to keep the other items of associated
with story block. Moreover, marginal reliability coefficient shows that the measurement results were highly
reliable. It was concluded that sufficient evidence of validity and reliability was obtained for one-dimensional
structure of 36-item form of the measurement tool.

Miinire AYDILEK-CIFTCI, Ugur HASSAMANCIOGLU, Demet VADI, and Ismail Berat UZUN authored
the fourth research article namely “A Bioecological Approach to the Life of a Child with Autism Spectrum
Disorder.” The aim of this study was to examine the lives of children with autism spectrum disorder from the
perspective of the bioecological theory. The research was designed as a descriptive phenomenological study
focusing on the participants' descriptions and experiences of living with autism spectrum disorder. The starting
point of descriptive phenomenology involves concrete descriptions of the events experienced by the participants
from the perspective of their everyday life. Seventeen caregivers of children with autism spectrum disorder
participated in the study. Semi-structured interview technique was used to collect the data. As a result of data
analysis, the following sub-themes emerged: caregiver and child, other family members and child, immediate
environment and child, teacher and child, the school in the microsystem; social field ties in the mesosystem; parent
and teacher in the exosystem; the education system, support, community, laws, and communication tools in the
macrosystem; and time and participation in the chronosystem. It was seen that the primary caregivers of children
are mothers, socio-economic characteristics of parents and personality traits of teachers affect children's
development and education, and society is prejudiced and distant towards children by not having enough
information about children and the subject. Parents who do not have sufficient financial income stated that they
cannot provide their children with the care and education they need. It was that non-governmental organizations
can help children with ASD access education and support in different disciplines such as sensory integration, sports
activities, psychology and nutrition.

The fifth article which was conducted by Sevgi KUTLU and Esra YUCEL is namely “An Examination of
the Social Skills of Preschool-Age Children with Cochlear Implants.” This study aimed to compare the social skills
(initiation, academic support, friendship, and emotion regulation skills) of preschool-age children with cochlear
implants to those of their hearing peers. The second aim was investigating the influence of unilateral/bilateral
cochlear implant use and preschool attendance on social skills. Thirty-four children (16 girls, 18 boys) with
cochlear implants with a mean age of 53.18 months and 36 hearing children (21 girls, 15 boys) with a mean age
of 53.92 months were included in this study. The social skills of the hearing children and the children with cochlear
implants were compared using the Preschool Social Skills Evaluation Scale. The influence of unilateral/bilateral
cochlear implant use and the effect of preschool attendance on social skills were also investigated.The
performances of children with cochlear implants were significantly lower than those of their hearing peers in terms
of initiation skills, academic support skills, friendship skills, and emotion regulation skills (p < .05). Bilateral
cochlear implant users had significantly higher initiation skills than unilateral cochlear implant users, and cochlear
implant users who attended preschool had significantly higher academic support skills than cochlear implant users
who did not attend preschool. Preschool-age children with cochlear implants were behind their hearing age-mates
in social skills and required increased educational support to promote their social skills. Being a bilateral cochlear
implant user and attending preschool education had positive effects on social skills.

The sixth and the last article namely “A Review of Research on the Education of Migrant Students with
Special Needs ” was authored by Abdulkadir KOCAOGLU, Aysenur CAYIR, and Nevin GUNER-YILDIZ. The study
aimed to examine to examine research articles published between 2011 and 2022 regarding the education of
migrant students with special needs (MSSN). The study examined various variables, including the publication
year, country of origin, research purpose, research methodology, participants, data collection tools/techniques, and
findings. To achieve this aim, a systematic review method was adopted, and searches were conducted in national
and international databases based on the following criteria: (a) the research was published between 2011 and 2022,
(b) the study included educators working with migrant students with any special needs diagnosis, with either the
students themselves or their parents as participants, (c) the research focused on the education of MSSN, (d) the
research was published in Turkish or English, () the research underwent a peer review and was published, and (f)
the research met at least 90% of the criteria established by the quality assessment criteria developed by the Joanna
Briggs Institute (JBI) for evaluating the methodological quality of qualitative, quantitative, and mixed-methods
studies. Nine research articles that met these criteria were analyzed. Within the scope of the study, 34 research
articles related to the education of MSSN were identified in the national and international literature. However,
most of these studies (n = 25) were excluded as they did not meet the criteria (90%) set by the quality assessment
criteria developed by the JBI. According to the findings of the study, the participant group in the research on
MSSN generally consisted of parents and teachers of these students. All nine studies that met the inclusion criteria
were designed using qualitative research methods. Additionally, the highest number of studies was conducted in
the United States. The findings indicated that various research studies were conducted on the education of MSSN,
particularly from 2015 onwards. These studies predominantly relied on the perspectives of the families and
educators of MSSN, highlighting that the most significant challenges in their education stem from language and



cultural differences. Furthermore, most of the research reported in the national and international literature did not
meet the criteria of quality assessment, suggesting a need for a more significant number of high-quality studies to
delve deeper into the subject matter.

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 first issue of the 25 volume which will be published in March 2024. ..

Prof. Hatice BAKKALOGLU
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Giris: Ogretmenin 6zel geresinimli bireylere yonelik olumlu yaklagimi, akranlariyla birlikte egitim siireglerine

katilimini saglamasi, 6zel gereksinimli bireyin hem akademik hem de sosyal gelisimini destekleyici gibi 6gretmen
tutum ve davraniglari olmasi 6zel gereksinimli bireyin sosyal kabuliinii olumlu yonde etkilemektedir.

Yontem: Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul diizeylerinin gesitli degiskenler acisindan
incelendigi bu arastirma, tarama modelinde tasarlanmig betimsel bir galismadir. Arastirmanin verileri Diizce ili
merkez ilgesinde farkli egitim kademelerinde (okuldncesi, ilkokul, ortaokul ve lise) gérev yapan, kolay ulasilabilir
durum 6rnekleme yontemi yoluyla belirlenen 1433 6gretmenden elde edilmistir.

Bulgular: Arastirma bulgularina gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul diizeyleri
arasinda; cinsiyete, aile ve yakin ¢evresinde 6zel gereksinimli birey bulunup bulunmamasina, dgretmenlerin
smiflarinda 6zel gereksinimli birey olup olmamasina ve kaynastirma uygulamalarinin etkili bir model olduguna
yonelik inan¢ degiskenlerine gore anlamli bir farklilik oldugu belirlenmistir. Ayrica O6gretmenlerin 6zel
gereksinimli bireylere yonelik sosyal kabul diizeyleri arasinda; 6zel gereksinimli bireylerin yetersizlik tiiriine,
kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetlerine katilma durumlarina, egitim diizeylerine ve
mesleki kidem degiskenlerine gére de anlamli bir farklilik oldugu belirlenmistir.

Tartisma: Arastirmada 6gretmenlerin kaynastirma uygulamalarina yonelik inanglarinin, mesleki gelisimlerinin
ve mesleki kidemlerinin 6zel gereksinimli bireylere yonelik sosyal kabulleri iizerinde etkili oldugu belirlenmistir.
Sinifinda 6zel gereksinimli olan 6gretmenlerin daha diisiik sosyal kabul puanlarina sahip olduklari belirlenmistir.
Bu bulgulardan hareketle Ogretmenlerin kaynastirma uygulamalarina yonelik mesleki yeterliliklerinin
gelistirilmesi i¢in hizmeti¢i egitim etkinliklerinin diizenlenmesi ve deneyimli 6gretmenlerin mentorluklarindan
yararlanilmasi onerilmektedir. Ayrica 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlarina
iligkin anlamli fark g¢ikan degigkenlere yonelik derinlemesine bilgi elde etmek amaciyla nitel arastirmalar
yapilmasi onerilmektedir.

Anahtar sozciikler: Kaynastirma uygulamalari, 6zel gereksinimli bireyler, sosyal kabul, 6gretmen, tarama modeli.
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Giris

Glintimiizde insan haklar1 ve demokrasi kavramlarinin gelismesiyle birlikte “bireysel farkliliklar”, egitim
alaninda gozetilen ve 6nem kazanan bir kavram olmaya baslamistir (Aktan, 2018). Bu nedenle egitim faaliyetleri
planlanirken bireysel farkliliklar dikkate alinmali, bireylerin egitsel, sosyal ve kisisel ihtiyaclarina uygun kosullar
saglanmalidir (Jonassen & Grabowski, 2012). Ozel egitim; bilissel, davranissal, sosyal-duygusal, fiziksel ve
duyusal alanlarda yetersizlik veya iistiinliige sahip 6grencilere 6zel olarak hazirlanmis programlar araciliiyla
kapsamli, aragtirmaya dayali degerlendirme, 6gretim ve destek hizmetlerinin sunulmasi olarak tanimlanmaktadir
(Bryant vd., 2019; Salend, 2008). Bu kapsamda 6zel gereksinimi olan 6grencilere sunulan 6zel egitim hizmetleri
de “bireysel farkliliklar” lizerinde yapilandirilan bir egitimdir (Aktan, 2021a). Tiirkiye ve diinyadaki normallesme,
kaynagtirma ve biitiinlestirme uygulamalariin deneyimlerini kapsayan, diger dezavantajli 6grenciler kadar 6zel
gereksinimli bireylerin egitimini de 6nemseyen, tiim dgrenciler i¢in en iyi okul ve 6gretimi tasarlamay1 hedefleyen
kapsayici egitim anlayisi giintimiizde gittikge 6ne ¢ikmaktadir (Ainscow vd., 2006; Qvortrup & Qvortrup, 2018).
Sosyal, kiiltiirel ve egitimsel ihtiyaglar1 nedeniyle dezavantajli durumda olan &grencilerin ihtiyaglarinin
kargilanmasi, onlara zengin bir 6grenme ortami saglanmast, nitelikli ve herkesi kapsayici bir egitim ile miimkiin
olabilir (Ainscow, 2016; Armstrong vd., 2010). Diinyada pek ¢ok iilkede oldugu gibi Tiirkiye'de de egitim
uygulamalarinda kapsayici egitime yonelik bir doniisiim s6z konusudur.

Kapsayici egitim, 6zel gereksinimli bireyleri ¢evresinden ve tipik gelisen akranlarindan en az sekilde
soyutlamasi nedeniyle giiniimiizde en fazla gelistirilen ve gittikce yayginlagan egitim uygulamasidir (Ashman,
2014). Kapsayici egitim uygulamalari, 6zel gereksinimli bireylerin gerekli destekler saglanarak, akranlari ile
birlikte genel egitim siniflarinda egitim gormeleri esasina dayanmaktadir (Armstrong vd., 2000). Ozel gereksinimli
bireylerin egitiminde uzmanlasma ve 6zel planlamanin 6nemli oldugu goriisii giinlimiizde de devam etse de tipik
gelisim gosteren akranlarindan tamamen ayri kalmak yerine akranlariyla birlikte diizenli bir egitim ortaminda
egitim almalar1 daha ¢ok kabul gérmektedir (Pijl vd., 1997). Kaynastirma uygulamalari olarak da adlandirilan bu
uygulama, herhangi bir nedenle engellilikten etkilenen ve 6zel gereksinimli bireylere destek egitim hizmeti
verilmesini ve tipik akranlari ile birlikte egitim almasini amaglamaktadir (De Boer vd., 2010). Ozel gereksinimli
bireyler tipik gelisim gosteren akranlart ile ayni ortamda bulunduklarinda akranlarindan pek ¢ok davranis ve
beceriyi 6grenebilirler (Cagran & Schmidt, 2011). Kaynastirma uygulamalari, 6gretmenin tek bagina sorumluluk
alabilecegi bir model degildir (Bailey vd., 2015). Kaynastirma uygulamalarinin basarisinda paydaslar arasindaki
isbirligi ve dzel egitim destek hizmetleri biiyiik Snem tasimaktadir (Armstrong vd., 2010; Zagona vd., 2017). Ozel
egitim destek hizmetleri, 6zel egitim danismanlig1, sinif igi destek hizmetleri (6gretmen, 6zel egitim destegi, ortak
egitim), siif dig1 destek hizmetleri (destek egitim odasi) ve okul digi destek (uzman destegi) hizmetlerinden
olusmaktadir (Clark & Breman, 2009; Corbett, 2001).

Kaynastirma Uygulamalari ve Sosyal Kabul

Kaynastirma uygulamalari, 6zel gereksinimli bireylerin egitimi ile birlikte sosyal kabuliinii saglamay1 da
amaglamaktadir (Ainscow & César, 2006). Dolayisiyla kaynastirma uygulamalarinda 6zel gereksinimli bireylerin
kendilerini rahat hissettikleri ve kabul gordiikleri egitim ortamlarinin olusturulmasi amaglanmaktadir (Loreman
vd., 2005). Kaynastirma uygulamalarinda egitim ve 6gretimin planlanmasi, uygulanmasi ve degerlendirilmesi gibi
stireglerde etkin rol alan Ogretmenin 6zel gereksinimli dgrencilere yodnelik tutumu ve mesleki yeterligi,
kaynastirma uygulamalarinin sosyal kabul amacina ulasmasinda 6nemli etmenlerdir (Allen & Cowdery, 2015).

Sosyal kabul, tipik gelisen bireylerin 6zel gereksinimli bireyleri diger insanlar gibi gérmeleri ve onlara
yonelik olumlu tutum sahibi olmalaridir (Ozyiirek, 2010). Hourlock (1978) ise, sosyal kabulii, 6zel gereksinimli
bireyin, bir grup iiyesi olarak herhangi bir etkinlik i¢in se¢ilmesi olarak ifade etmektedir (akt., Civelek, 1990).
Bununla birlikte sosyal kabul kavrami, 6zel gereksinimli 6grencilerin gerek okul ortaminda gerekse sosyal hayatta,
akranlari ile diger bireyler tarafindan benimsenmesi, kendileriyle iletigim kurulmasi, akranlar1 ve diger bireylerin
onlarla birlikte sosyal etkinlikler icinde bulunmaya istekli olmasi, sosyal iligkilerde kendilerine yonelik pozitif
iletisim ve etkilesimin devamlilignin saglanmasi olarak ifade edilebilir (Aktan, 2018). Ozel gereksinimli
bireylerin, yetersizlik durumlarindan kaynaklanan nedenler ile birlikte bilissel, iletisim, sosyal ve toplumsal uyum
becerilerindeki farklilik ve yetersizliklerinden dolay1 sosyal kabul gérme konusunda daha fazla sorun yasadiklari
sOylenebilir (Yeo & Teng, 2015). Yapilan arastirmalarda sosyal kabul gérmeyen 6zel gereksinimli &grencilerin,
sosyal redde ve dislanmaya ugrama olasiliklarinin daha yiiksek oldugu belirlenmistir (Bossaert vd., 2015; Garrote,
2017; Lindsay & McPherson, 2012). Yine arastirmalarda 6zel gereksinimli bireylerin problem davraniglarinin
sosyal kabul gérmelerini zorlastirdig1 da ifade edilmektedir (Bakkaloglu, Sucuoglu & Ozbek, 2019, De Swart vd.,
2022). Tipik gelisim gosteren bireylerin, 6zel gereksinimli bireyler hakkinda bilgilendirilmesi ve onlarla
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etkilesimde bulunmalari, 6zel gereksinimli bireylerin sosyal kabuliiniin saglanmasi ve bu kabul diizeyinin
artmasina katki saglamaktadir (Aktan, 2021b; Firat, 2021; Ozyiirek, 2010). Ayrica 6zel gereksinimli bireye akran
destegi saglanmasi, sinifta olumlu ve eglenceli 6grenme ortaminin olusturulmasi da, 6zel gereksinimli bireylerin
sosyal kabuliinliin saglanmasinda etkili olmaktadir (Chan vd., 2009; Garrote, 2017). Smif ortaminda 6zel
gereksinimli 6grencilere yonelik sosyal kabuliin saglanmasinda etkili olan diger 6nemli bir faktor ise 6gretmendir
(Aktan, 2021b; Garrote vd., 2020).

Kaynastirma Uygulamalarinda Ogretmenin Rolii

Kaynastirma uygulamalarinda gorev alan 6gretmenlerin; kaynastirmaya yonelik olumlu tutuma sahip
olmasi, plan gelistirme, uygulama ve degerlendirme becerilerine sahip olmasi, kaynastirma uygulamalar ile 6zel
egitim konusunda yeterli alan bilgisine sahip olmasi ve alan bilgilerini uygulamalar aracilig ile etkili bir sekilde
kullanmasi, siirecin uygulanmasinda gérev ve sorumlulugu olan diger paydaslarla igbirligi i¢inde galigmasi, tim
ogrencilerin esit sekilde egitim firsatlarindan yaralanmalarini saglamasi gibi roller iistlenmesi beklenmektedir
(Florian & Linklater, 2010; Vlachou vd., 2015). Bununla birlikte 6gretmenin dgretimde uyarlamalar yapmasti, tiim
ogrencilerin deger gordiigli olumlu 6grenme ortamlarinin olusturulmasi gibi yeterliliklere de sahip olmasi
gereklidir (Ainscow & Sandill, 2010; Florian & Rouse, 2009). Egitim ortamlarinda 6gretmenler, tutum ve
davranislari ile 6grencilere etkili birer model olabilirler (Blazar & Kraft, 2017). Ogretmenlerin 6zel gereksinimli
bireylere karsi olan tutumu, onlara kargi olumlu davraniglar sergilemesi, 6zel gereksinimli bireylere yonelik
mesleki yeterligi, siniftaki diger Ogrencilerin O6gretmenlerini rol model alarak, smiflarinda bulunan &zel
gereksinimli bireylere kars: tutum ve davranislarmi olumlu yénde etkileyebilir. Ogretmenden grenciye dogru
olan bu olumlu tutum ve davranis zinciri, 6zel gereksinimli bireylere yonelik sosyal kabuliin saglanmasinda etkili
olabilir (Aktan, 2021b).

Ogretmenler tutum ve davranislar ile tipik gelisim gosteren dgrencilere rol model olmakta, bdylece tipik
gelisim gosteren 6grencilerin 6zel gereksinimli bireylere olan sosyal kabullerini dogrudan etkileyebilmektedirler
(Ginevravd., 2022). Ogretmenlerin 6zel gereksinimli bireylere kars1 olan olumlu tutum ve davranislar sergilemesi,
ozel gereksinimli bireylerin akademik ve sosyal gelisimlerine destek olmasi, tipik gelisim gosteren 6grencilerin de
ozel gereksinimli bireylere yonelik sosyal kabullerini de olumlu yonde etkilemektedir. Ozel gereksinimli bireylerin
tipik gelisim gosteren Ogrenciler ile Ogretmenleri tarafindan soysal kabul gormeleri, akademik ve sosyal
gelisimleri icin oldukca 6nemlidir (Aktan vd., 2019; Leigers & Myers, 2015; Spoerer vd., 2020). Ogretmenler,
derslerde akademik yonden basarisiz ve sosyal kabulii diisiik 6grencilere nazaran, akademik yonden basarili ve
sosyal kabulii yiiksek 6grencilerle daha fazla ilgilenme egilimi sergilemektedirler (Garrote, 2017). Ogretmenlerin
sosyal kabulii diisiik olan 6grencilere yonelik egilimi ile sosyal kabul konusundaki olumsuz tutum ve davranislari,
tipik gelisim gosteren Ogrencilerin  6zel gereksinimli bireylere yonelik sosyal kabullerini olumsuz
etkileyebilmektedir (Aktan vd., 2019). Ozel gereksinimli bireylerin sosyal kabuliin saglanmasinda ise deneyimli
ogretmenlerin daha olumlu oldugu belirlenmistir (De Boer vd., 2011). Ayrica gretmenlerin mesleki yeterliligi
ve smif yonetimi becerilerinin de 6zel gereksinimli bireylere yonelik sosyal kabulii saglamada etkili oldugu
belirlenmistir (Farmer vd., 2018; Garrote vd., 2020).

Diisiik sosyal kabule sahip olan 6zel gereksinimli &grencilerin sosyal beceri ve etkilesimlerindeki
yetersizliklere bagl olarak smif i¢i etkinliklere katilimda problemler yasadiklari, problem davraniglara sahip
olduklari, akranlarryla iletisim kurmada sorunlar yasadiklar1 bilinmektedir. Bu durumlarin sonucu olarak 6zel
gereksinimli dgrenciler akranlariyla daha az sosyal etkilesimlere girmekte, daha az sosyal kabul gérmekte ve
akranlarma gore daha sik reddedilebilmektedirler (Avramidis, 2013; Bossaert vd., 2015; Pijl & Frostad, 2010). Bu
durum 6zel gereksinimli 6grencilerin akademik ve sosyal gelisimlerini olumsuz etkilemektedirler (Ruijs &
Peetsma, 2009). Ogrenciden kaynaklanan iletisim ve davranis problemlerinin 6gretmenlerin diisiik sosyal kabul
davraniglar sergilemelerinde en 6nemli faktorler oldugu sdylenebilir (Kovacevi¢ & Radovanovic, 2023; Rakap &
Kaczmarek, 2010). Ogretmenlerin 6zel gereksinimli dgrencilerin egitimine yonelik mesleki yeterliklerini
gelistirmeleri, 6grencilere karst olumlu tutuma sahip olmalar1 ve olumlu davraniglar sergilemeleri, 6grencilerin
akranlarindan kabul gormelerine, dolayisiyla akademik ve sosyal gelisimlerine olumlu etki edebilir (Aktan,
2021b).

Ogretmenin akademik yeterligi, mesleki hazithg1 ve deneyimi, dgrencilerin basarisini etkileyen dnemli
degiskenlerdir (Darling-Hammond, 2010). Bununla birlikte, 6grencinin egitim hayatindaki 6gretmen-6grenci

(McGrath & Bergen, 2015). Ogretmen, 6zel gereksinimli bireylere yonelik sosyal kabulii saglamada, tutum ve
davranislari ile kritik rol oynamaktadir (Lindsay & McPherson, 2012). Kaynastirma uygulamalarinin ana unsurlari
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olan 6gretmenler, tipik gelisen akranlar ile diger paydaslarin 6zel gereksinimli 6grencilere yonelik olumsuz tutum
ve davranislari, 6grenciler yalnizlik ve sosyal dislanma yasamalarina neden olabilir (De Boer vd., 2012).
Aragtirmalarda tipik gelisim gosteren Ogrencilerle etkilesim kurma (Di Maggio vd., 2022; Firat, 2021),
o0gretmenlerin olumlu tutumu (De Boer vd., 2011; Monsen vd., 2014; Yu & Cho, 2022) ile 6gretmen yeterligi ve
siif yonetimi becerilerinin, 6zel gereksinimli bireylerin sosyal kabuliinii saglamada etkili etmenler oldugu
belirlenmistir (Farmer vd., 2018; Garrote vd., 2020). Ozel gereksinimli bireylerin problem davranislar
sergilemeleri ise sosyal kabul gérmelerini zorlastirmaktadir (Bakkaloglu, Sucuoglu & Ozbek, 2019; De Swart vd.,
2022).

Arastirmanin Amaci

Literatiir incelendiginde Tiirkiye'de 6zel gereksinimli bireylere yonelik O6gretmenlerle ilgili gesitli
calismalarin yapildig1 goriilmektedir. Ozel gereksinimli bireylere yénelik destek hizmetleri (Bozak & Cay, 2023;
Giirgiir vd., 2012; Yazarkan, 2020), 6zel gereksinimli bireylere yonelik tutum (Akdemir vd., 2022; Bayar & Ustiin,
2017; Coskun vd., 2009; Kayhan vd., 2012; Pesen & Demirhan, 2021; Yatgin vd., 2015), kaynastirma
uygulamalarina yonelik goriisler (Aktan, 2021a; Bakkaloglu vd., 2018; Batu vd., 2018; Kale vd., 2016; Kocaoglu
vd., 2023; Sucuoglu vd., 2014), kaynastirma uygulamalarinin niteligi (Bakkaloglu vd., 2017; Bakkaloglu,
Sucuoglu & Yilmaz, 2019; Giirgiir & Hasanoglu-Yazgayir, 2019), kaynastirma uygulamalarina yonelik 6gretmen
yeterlikleri (Babaoglan & Yilmaz, 2010; Bakkaloglu, Sucuoglu & Yilmaz, 2019; Toy & Duru, 2016; Yaylac1 &
Aksoy, 2016) konularinda arastirmalar yapilmistir. Yapilan aragtirmalar degerlendirildiginde, aragtirmalarda genel
olarak kaynastirma uygulamalarinin farkli boyutlarina iligkin mevcut durumun betimlendigi, arastirmalarda
ogretmenlerin olumsuz tutuma sahip olduklari, 6gretmenlerde bilgi ve deneyim eksikligi oldugu, kaynastirma
uygulamalarina yonelik lisans egitiminin yetersiz oldugu, paydaslar arasinda isbirligi yetersizligi olduguna yonelik
konularda sorunlarin 6ne ¢iktigi; sorunlara yonelik ¢éziimler igeren arastirmalarin ise oldukga sinirli oldugu
sOylenebilir (Bakkaloglu vd., 2018; Batu vd., 2018; Deniz & Coban, 2019; Giirgiir & Hasanoglu-Yazgayir, 2019).
Ogretmenlerin kaynastirma uygulamalarina ydnelik tutumunu ele alan aragtirmalarda olumsuz tutumlar agirlikta
olmak iizere, hem olumlu hem olumsuz tutuma yonelik farkli bulgular s6z konudur. Yapilan bazi arastirmalarda
dgretenlerin kaynastirma uygulamalarma yonelik tutumlarmin olumsuz oldugu (Aktan, 2017; Ayvaz-Oztiirk,
2020; Combs vd., 2010; Coskun vd., 2009; De Boer vd., 2011; Kayhan vd., 2012; Metin, 2018; Obiakor vd., 2012;
Rakap & Kaczmarek, 2010); bazi arastirmalarda ise aksine 6gretmenlerin olumlu tutum sergiledikleri (Anilan &
Kayacan, 2015; Bozarslan & Batu, 2014; Dogaroglu & Bapoglu-Diimenci, 2015; Gal vd., 2010; Galovi¢ vd.,
2014; Giileryiiz & Ozdemir, 2015; Idol, 2006; Okyay vd., 2016; Rakap vd., 2016; Supriyanto, 2019; Todorovic
vd., 2011) belirlenmistir.

Ogretmenlerin kaynastirma uygulamalarina ydnelik olumsuz tutum gelistirmelerinde bilgi ve deneyim
eksikligi yasamalar1 (Babaoglan & Yilmaz, 2010; Irmak, 2020; Yazgayir & Giirgiir, 2021) ile mesleki olarak
kendilerini yeterli gormemelerinin etkili oldugu sdylenebilir (Bubpha vd., 2012; Kingston vd., 2017; Sharma, Simi
vd., 2015; Sucuoglu vd., 2015). Kaynastirma uygulamalari, 6zel gereksinimli bireylerin akademik, sosyal gelisimi
ile birlikte sosyal kabuliiniin saglanmas1 amacim tasir (Nowicki, 2003; Short & Martin, 2005). Ogretmenlerin
kaynagtirma uygulamalarina yonelik olumsuz tutum ve mesleki yetersizlikleri kaynastirma uygulamalarinin
basarist ile birlikte 6zel gereksinimli dgrencilere yonelik sosyal kabuliin saglanmasinda 6gretmenin roliinii
olumsuz yonde etkileyebilir (Garrote vd., 2020; Opoku vd., 2021). Bununla birlikte dgretmenlerin kaynastirma
uygulamalarina yonelik olumlu tutum ve mesleki yeterlikleri sahip olmalar1 da, kaynastirma uygulamalarinin
bagarisini olumlu yonde etkilemektedir (Bhatnagar & Das, 2014; Boyle vd., 2011; Shaddock vd., 2007; Van Steen
& Wilson, 2020). Ogretmenlere gerekli mesleki yeterlikler ile destek hizmetleri saglanarak kaynastirma
uygulamalarma yonelik tutumlar1 gelistirilebilir (Strnadova vd., 2022; Supriyanto, 2019). Ozel gereksinimli
ogrencilere yonelik olumlu tutuma sahip Ogretmenlerin daha yiiksek mesleki yeterlie sahip olduklari ve
kaynastirma uygulamalarinda daha basarili olduklar1 (Wilson vd., 2022), 6zel gereksinimli dgrencilere yonelik
sosyal kabullerinin daha yiiksek oldugu belirlenmistir (Bosse vd., 2016).

Ogretmenlerin 6zel gereksinimli 6grencilere yonelik sosyal kabuliinii etkileyen degiskenlerin neler
oldugu konusunda galismalar oldukga sinirli olup, bu konu son yillarda daha fazla arastirmalarda yer almaya
baslamistir (Garrote vd., 2020). Ogretmenler smif i¢inde olumlu bir 6grenme ortaminin olusturulmasi, grenciler
aras1 sosyal iligkilerin gelistirilmesi, 6grencilerin gelisime yonelik akademik, sosyal ve duygusal doniitler vermesi
gibi rolleri ile 6grencilerin sosyal kabullerini etkilemektedir (Farmer vd., 2011; Hendrickx vd., 2017; Wullschleger
vd., 2020). Garrote ve digerleri (2020) tarafindan yapilan aragtirmada dgretmenlerin kaynagtirma uygulamalarina
yonelik tutumlariin 6grencilere yonelik sosyal kabul iizerinde etkili olmadigi, sinif yonetimi becerilerinin ise
sosyal kabulii olumlu yonde etkiledigi belirlenmistir. Bu sonu¢ dgrenciye yonelik sosyal kabuliin saglanmasinda
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kaynagtirma uygulamalarina yonelik 6gretmen yeterliginin, kaynastirma uygulamalarina yonelik tutumdan daha
etkili oldugunu ortaya koymaktadir (Farmer vd., 2019; Soodak & McCarthy, 2006). Ogretmenler, dgrencilere
yonelik tutum ve davranislart ile 6grencinin sosyal kabuliinii dogrudan etkilemektedir. Bu nedenle dgrenciye
yonelik sosyal kabul ve akran kabuliiniin saglanmasinda 6gretmen kilit roldedir (Fernandes vd., 2021; Odluyurt &
Batu, 2010; Schwab vd., 2022). Bununla birlikte 6gretmenlerin kaynastirma uygulamalaria yonelik tutum ve
mesleki yeterliliklerinin kaynastirma uygulamalarinin basarisinin etkilemektedir (Dukmak vd., 2019; Sharma &
Nuttal, 2016). Ogretmenlerin kaynastirmaya ydnelik sergiledikleri tutumlari, inanglari, dzyeterlilik algilar ve
mesleki yeterlilikleri 6grenci basarilari iizerinde etkili olan giiglii yordayicilardir (Dukmak vd., 2019; Ozokcu,
2018; Sharma & Nuttal, 2016). Yapilan arasgtirmalarda ogretmenlerin mesleki kidem ile kaynastirma
uygulamalarma yonelik mesleki geligim faaliyetlerine katilma durumlarinin, kaynastirma uygulamalara yonelik
tutum ile kaynastirma uygulamalarimin etkililigini dogrudan etkiledigi belirlenmistir (De Boer vd., 2011; Orakc1
vd., 2016). Literatirdeki bazi arastirmalarda ise aile ve yakin cevresinde 6zel gereksinimli birey bulunan
ogretmenlerin 6zel gereksinimli bireylere karsi daha olumlu olduklari belirlenmistir (Aydogan, 2017; Kayhan vd.,
2012).

Kaynastirma uygulamalarinda 6gretmen, farkli yetersizlik alanlarindaki 6zel gereksinimli bireylerin
yetersizlik ve gereksinimlerine gore degerlendirilmesi, degerlendirme sonuglarini dikkate alarak ogretim
stireclerinin planlanmasi, 6gretim stireclerine iligkin farkli yontem ve tekniklerin uygulanmasi ve &gretim
tamamlandiktan sonra oOgrenme c¢iktilarina ulagma acisindan Ogretimin basarili olup olmadiginin
degerlendirilmesinden sorumludur (Pit-ten Cate vd., 2018; Rajendran vd., 2020). Ogretmenlerin 6zel gereksinimli
bireylere yonelik sosyal kabulleri, mesleki yeterlilikleri tizerinde de etkili olabilir. Buna ek olarak 6gretmenin 6zel
gereksinimli 6grencilere yonelik mesleki yeterligi ve bu konuda mesleki gelisimini devam ettirmesi de sosyal
kabulii saglamaya yonelik 6gretmen davraniglarina sahip olmasina katki saglayabilir (Aktan, 2021b). Ayrica
Ogretmenin cinsiyeti, kendi ailesinde ve yakin ¢evresinde 6zel gereksinimli birey olup olmadigi, sinifinda 6zel
gereksinimli birey olup olmadigi, kaynastirma uygulamalarina yonelik inanci, sinifindaki 6zel gereksinimli
bireylerin yetersizlik tiirli, kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetlerine katilma durumu,
egitim durumu, gorev yaptigi egitim kademesi ve mesleki kidemi de sosyal kabulii etkileyen degiskenler olabilir.
Ote yandan alanyazin incelendiginde Tiirkiye'de dgretmenlerin 6zel gereksinimli bireylere yonelik dgretmen
sosyal kabul diizeylerini arastirmada ele alinan bazi degiskenler baglaminda (kaynastirma uygulamalarina yonelik
inanci, sinifindaki 6zel gereksinimli bireylerin yetersizlik tiirii, kaynastirma uygulamalarina yonelik mesleki
gelisim faaliyetlerine katilma durumu) dogrudan ele alan bir ¢alismanin olmamasi da alanyazin agisindan 6nemli
bir eksiklik oldugu sdylenebilir. Arastirmada Ogretmenlerin sosyal kabul siirecini etkilemesi muhtemel
degiskenlerin ele alinmasi, elde edilecek bulgularm dgretmen sosyal kabuliine ve kaynastirma uygulamalarinin
kalitesine katki saglamasi nedeniyle, arastirmanin olduk¢a onemli oldugu séylenebilir. Ayrica ¢alismada elde
edilecek bulgularin 6zel gereksinimli bireylere yonelik sosyal kabuliin saglanmasinda 6gretmenin rolii goz 6niinde
bulundurularak, kaynastirma uygulamalarinin etkililiginin saglanmasi, 6gretmen yetistirme, 6zel gereksinimli
bireylerin egitimi ve 6zel gereksinimli bireylere yonelik sosyal kabuliin saglanmasina yonelik ¢alismalara da katki
saglayacagi diisliniilmektedir. Bu aragtirmada, Diizce ilinde farkli egitim kademelerindeki okullarda goérev yapan
ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul diizeylerinin belirlenmesi amaglanmigtir. Bu
amagla agagidaki arastirma sorularina yanit aranmaktadir:

1. Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari ne diizeydedir?

2. Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari arasinda cinsiyetlerine gore
anlaml bir fark var midir?

3. Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari arasinda, kendi ailesinde ve
yakin ¢evresinde 6zel gereksinimli birey olup olmamasi durumuna gore anlamli bir fark var midir?

4, Ogretmenlerin 6zel gereksinimli bireylere yénelik sosyal kabul puanlari arasinda, sinifinda 6zel
gereksinimli birey olup olmamasina gore anlamli bir fark var midir?

5. Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari arasinda, kaynastirma
uygulamalarina duyduklari inang agisindan anlamli bir fark var midir?

6. Ogretmenlerin zel gereksinimli bireylere yonelik sosyal kabul puanlari arasinda, simiflarindaki 6zel
gereksinimli bireylerin yetersizlik tiiriine gore anlamli bir fark var midir?

7. Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlar1 arasinda, kaynastirma
uygulamalarina yonelik mesleki gelisim faaliyetlerine katilim agisindan anlamli bir fark var midir?
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8. Ogretmenlerin zel gereksinimli bireylere yonelik sosyal kabul puanlari arasinda, dgretmenlerin egitim
durumlarina gore anlamli bir fark var midir?

9. Ogretmenlerin dzel gereksinimli bireylere yonelik sosyal kabul puanlari arasinda, dgretmenlerin gorev
yaptiklar1 egitim kademesine gdre anlamli bir fark var midir?

10. Ogretmenlerin dzel gereksinimli bireylere yénelik sosyal kabul puanlar1 arasinda, 6gretmenlerin mesleki
kidemlerine gore anlamli bir fark var midir?

Yontem
Arastirma Modeli

Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul diizeylerinin incelendigi bu arastirma
betimsel bir ¢alisma olup, tarama modelinde tasarlanmistir. Betimsel ¢aligmalarda arastirmaya konu olan durum
ayrmtili ve eksiksiz olarak betimlenmeye calisilir. Tarama modelleri, gegmiste ya da halen var olan bir durumu
oldugu gibi betimleyen arastirmalardir (Biiyiikoztiirk vd., 2012). Tarama arastirmalarinda olgu, kisi, durum, olay
ya da nesneler kendi kosullar1 dikkate alinarak ve olduklari gibi agiklanmaya c¢alisilir (Karasar, 2016). Arastirmada
ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabullerini etkileyen muhtemel degiskenlerin ayrintili bir
sekilde ortaya konmasi amaciyla tarama modeli tercih edilmistir.

Arastirmanin Calisma Grubu

Aragtirmanin verileri Diizce ili merkez ilgesinde farkli egitim kademelerinde (okul o6ncesi, ilkokul,
ortaokul ve lise) gorev yapan 1433 6gretmenden elde edilmistir. Arastirmanin ¢alisma grubu amagli 6rneklem
kapsaminda kolay ulagilabilir durum 6rnekleme yontemi yoluyla olusturulmustur. Bu drnekleme y6nteminde,
aragtirmaci agisindan yakin ve ulagilabilir olan 6rnekleme durumlar segilmektedir (Yildirim & Simsek, 2013).
Arastirma, goniilliiliikk esasina dayali olarak 1433 6gretmen ile gergeklestirilmistir. Aragtirmanin ¢alisma grubunu
olusturan 6gretmenlerin demografik 6zellikleri Tablo 1'de verilmistir.

Tablo 1

Arastrmanin Calisma Grubunu Olusturan Ogretmenlerin Demografik Ozellikleri

Degisken Degisken tiirii f %

Cinsiyet Erkek 641 45

Kadin 792 55

Sinifinda 6zel gereksinimli birey ¥3L ggg 22

Kaynastirma uygulamalarinin etkili bir Evet 818 57

model olduguna yonelik inang Hay1r 615 43

Aile ve yakin c¢evresinde 6zel Var 212 15

gereksinimli birey Yok 1221 85

OO0G, DEHB, dil ve konusma giigliigii 370 46

Sinifindaki 6zel gereksinimli bireyin Z}l/l;}[g?;lzfiitersmhk, otizm spektrum bozuklugu, ¢oklu 278 34

yetersizlik tiri Gorme yetersizligi, isitme yetersizligi, bedensel yetersizlik 88 11

Ozel gereksinimli bireyin tanisini bilmiyorum. 70 9

0-5 yil 147 21

6-10 yil 295 10

Mesleki kidem 11-15 y1l 247 17

16-20 y1l 440 31

20 y1l ve tizeri 304 21

Kaynastirma uygulamalar ile ilgili Evet 578 40

mesleki gelisim faaliyetlerine katilma Hayir 855 60
durumu

Egitim durumu Lisans 133 79

Lisansiistii 300 21

Okul dncesi 306 21

Gorev yapilan egitim kademesi glﬁt(;lz)uklul 4318? gg

Lise 328 23

Not: DEHB = dikkat eksikligi ve hiperaktivite bozuklugu; OOG = 6zel 6grenme giigliigii.
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Tablo 1’e gore arastirrmaya katilan ogretmenlerin ¢ogunlugu kadin 6gretmenlerden olugmaktadir.
Ogretmenlerin yarisindan fazlasinin siifinda 6zel gereksinimli birey olup, 6gretmenlerin cogunlugu kaynastirma
uygulamalarmin 6zel gereksinimli bireylerin egitimi i¢in etkili bir model olduguna inanmaktadirlar. Ogretmenlerin
biiyiikk ¢ogunlugunun aile ve yakin cevresinde 6zel gereksinimli birey bulunmamaktadir. Ogretmenlerin
smiflarinda farkli yetersizlik gruplarinda 6grenciler bulunup, en ¢ok kideme sahip dgretmenler 16-20 yi1l kidem
araliginda bulunmaktadir. Ogretmenlerin gorev yaptiklari siniflarda en fazla OOG, DEHB ile dil ve konusma
giicliigii tanili 6zel gereksinimli grenciler bulunmaktadir. Ogretmenlerin biiyiik cogunlugu lisans mezunu olup,
kaynagtirma uygulamalarina yonelik mesleki gelisim faaliyetlerine katilmamistir. Arastirmaya en fazla ortaokul
ve ilkokul kademesinde gorev yapan dgretmenler katilmistir.

Veri Toplama Araglan

Arastirmada veri toplamak amaciyla, Aktan (2021b) tarafindan gelistirilen Ogretmen Sosyal Kabul
Olgegi (OSKO) kullanilmistir. Ogretmenlerin &zel gereksinimli bireylere ydnelik sosyal kabul diizeylerinin
belirlenmesi amaciyla gelistirilen oOlcek, 6gretmen sosyal kabul davramislari (OSKD) ve sosyal kabul
yeterliliklerini gelistirme (SKYG) olmak tizere 31 madde, 2 alt boyut ve 5°1i likert tipi yanitlardan olusmaktadir.
Olgekte yer alan maddeler arasinda “sinifimda bulunan &zel gereksinimli dgrenciyi tanimaya yonelik yetersizlik
alanma gore, uzman kisilerden bilgi alirnm”, “derslerde 6grencilerin sosyal becerileri gelistiren etkinliklere yer
veririm”, ve “0zel gereksinimli 6grencime seviyesine uygun basaracagi etkinlikler vererek basar1 duygusunu
tatmasmni saglarim.” gibi maddeler yer almaktadir. OSKO’niin gecerlik ve giivenirlik analizleri mevcut
arastirmanin 1433 kisiden olusan veri seti iizerinde tekrar gerceklestirilmistir. Bu kapsamda OSKO’niin Cronbach
alfa degeri .94 olarak hesaplanmistir. OSKO niin 6lgek yapisinin gegerligi dogrulayici faktde analizi (DFA) ile
incelenmistir. OSKO’niin DFA uyum indeksleri sonuglari ise su sekilde zetlenebilir: X?= 467, sd = 176, X?/sd =
2.65, RMSEA =.062, CFI = .94, GFI = .93, IFI =.92, CFI = .94, AGFI = .90, SRMR =.062. Bu degerler alayazina
gore kabul edilebilir degerler diizeyindedir (Schumacker & Lomax, 2010; Tabachnick & Fidell, 2013). OSKO’nin
31 maddelik 6lgek formunun mevcut arastirma igin gegerli bir 6l¢me araci oldugu tespit edilmistir.

Verin Toplanmasi

Aragtirmaya baslamadan 6nce Diizce Universitesi Bilimsel Arastirma ve Etik Kurulu'ndan etik kurul
onay1 (Tarih: 20.12.2021, Karar no: 2021/338) alinmustir. Veriler, etik kurul onay1 alindiktan sonra Subat ve Mart
2022 aylarinda toplanmistir. Verilerin toplanmasi amaciyla uygulama yapilacak okul miidiirlerinden randevu
alinmistir. Daha sonra okul miidiirlerine ve 6gretmenlere kisaca arastirmanin amaci anlatilmigtir. Konunun giincel
ve ilgi ¢ekici olmasi nedeniyle 6gretmenler aragtirmaya ilgi gdstermis ve uygulamanin yapildigi okullardaki
dgretmenlerin bilyiik ¢ogunlugu goniillii olarak arastirmaya katilmistir. Olgme araci dgretmenlere yiiz yiize,
genellikle 6gretmenler odasinda uygulanmustir. Olgek formunun doldurulmasinda dgretmenlere herhangi bir
miidahalede bulunulmamis, anlagilmayan maddelerle ilgili sorular arastirmaci tarafindan yanitlanmstir.

Verilerin Analizi

Aragtirma verileri Statistical Package for the Social Sciences (SPSS), Analysis of Moment Structures
(AMOS) ve statistics and data (STATA) programlari ile analiz edilmistir. Olgegin ve alt boyutlarinin puanlart
Kolmogrow-Smirnov (KS) testi ile test edilmis ve verilerin normal dagilim gostermedigi belirlenmistir (p < .05).
Olgege iliskin arpiklik degeri -1.641 ile 1.801 arasinda, basiklik degeri ise -1.651 ile -2.133 degerleri arasinda
degismektedir. Analiz sonucunda 6lg¢ek puanlarinin normal dagilim gostermedigi belirlenmistir (Tabachnick &
Fidell, 2013). Ayrica dlgegin ¢cok degiskenli normal dagilimi, STATA 16 (2019) “Doornik-Hansen ¢ok degiskenli
normallik testi” kullanilarak da incelenmistir. Yapilan analiz sonucunda 6l¢ek puanlarinin ¢ok degiskenli normal
dagilim gostermedigi de anlagilmigtir. Parametrik testlerin varsayimlarinin karsilanmadigi durumlarda parametrik
testlerin alternatifi olan parametrik olmayan testler daha gii¢lii sonuglar verebilmektedir (Green & Salkind 2005;
Warner, 2020). Bu nedenle analizlerde parametrik testlere alternatif olan parametrik olmayan test teknikleri
kullanilmistir (Kalayci, 2016).

Bulgular

Bu béliimde 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul diizeylerine iliskin bulgulara
yer verilmistir. Arastirmanin alt amaglari dogrultusuda 6gretmenlerin 6zel gereksinimli 6grencilere sosyal kabul
diizeyleri belirlenmistir. Ayrica 6gretmenlerin 6zel gereksinimli 6grencilere sosyal kabul diizeylerinin (cinsiyet,
kendi ailesinde ve yakin ¢evresinde 6zel gereksinimli birey olup olmamasi, sinifinda 6zel gereksinimli birey olup
olmamasi, kaynastirma uygulamalarina duyduklar1 inang, siniflarindaki 6zel gereksinimli bireylerin yetersizlik
tiirti, kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetlerine katilim, 6gretmenlerin egitim durumu,
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gorev yaptiklar egitim kademesi, mesleki kidem) degiskenlerine gore farklilasip farklilagmadigi incelenmistir.
Arastirmanin amaci dogrultusunda belirlenen alt problemlere yonelik elde edilen bulgular sirasiyla asagida
sunulmustur.

Aragtirmanin birinci alt problemi “Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul
puanlar1 ne diizeydedir?” seklinde ifade edilmistir. Calismada kullamlan OSKO’niin iki alt boyutu vardr.
Katilimcilarim OSKO geneli ve alt boyutlarindan aldiklar1 puanlara iliskin betimsel istatistikler Tablo 2’de
verilmistir.

Tablo 2
OSKO Puanlarina Iliskin Betimleyici Istatistikler
Olgek ve alt boyutlart N X Mod S Minimum Maksimum
OSKD 1433 85.91 95 8.18 49 95
SKYG 1433 50.34 60 9.67 21 60
0OSKO 1433 136.26 155 15.42 75 155

Not: OSKD = 6gretmen sosyal kabul davramglar,, OSKO = 6gretmen sosyal kabul 6lgegi, SKYG = sosyal kabul yeterliliklerini gelistirme.

Tablo 2 incelendiginde katilimeilarin sosyal kabul &lgegi toplam puanlarinin (X = 136.26; Mod = 155)
oldugu gortilmektedir. Buna gore aragtirmaya katilan 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal
kabul diizeylerinin genel olarak toplam puan agisindan yiiksek oldugu goriilmektedir. Bu sonuca gore, genel olarak
ogretmenlerin 6zel gereksinimli bireylere sosyal kabul agisindan olumlu yaklastig1 sdylenebilir.

Arastirmanin ikinci alt problemi “Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda cinsiyetlerine gore anlamh bir fark var midir?”’ seklinde ifade edilmistir. Ogretmenlerin cinsiyetlerine
gore sosyal kabul puanlari arasinda anlamli bir fark olup olmadigi verilerin normal dagilim gdstermemesi
nedeniyle Mann Whitney U Testi ile test edilmistir. Ogretmenlerin cinsiyete gore 6zel gereksinimli bireylere
yonelik sosyal kabul diizeylerine iliskin sonuglar Tablo 3’te verilmistir.

Tablo 3
Cinsiyete Gore Ogrencilerin Sosyal Kabul Diizeylerine Iliskin Mann Whitney U Testi Sonuglar

Boyut Cinsiyet N Sira ortalamast Sira toplami U P
OSKD K 792 40722 sao00 1887800 000
se B ELmem o wmO gy
owo B e e gas o

Not: OSKD = Ogretmen sosyal kabul davranislari, OSKO = Ogretmen sosyal kabul 6lgegi, SKYG = Sosyal kabul yeterliliklerini gelistirme.

Tablo 3’te yer alan verilere gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda cinsiyete gore 6lcek geneli (OSKO: U = 167227.50, p < .05) ve alt boyutlarinda (OSKD: U = 182378.00,
p < .05; SKYG: U =178389.00, p < .05) anlamli farklilik oldugu goriilmektedir. Sosyal kabul sira ortalamalari
incelendiginde, 6lgek geneli ve alt boyutlarda bu farkliligin kadin 6gretmenler lehine oldugu goriilmektedir. Buna
gore kadin 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul diizeylerinin erkek 6gretmenlere gore
daha yiiksek oldugu goriilmektedir Bununla birlikte kadin 6gretmenlerin sosyal kabul davranislari ile sosyal kabul
yeterliklerini gelistirme konusunda erkek meslektaslarina gore olumlu olduklar1 séylenebilir.

Arastirmanin {iciincii alt problemi ise “Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul
puanlar1 arasinda, kendi ailesinde ve yakin ¢evresinde 6zel gereksinimli birey olup olmamasi durumuna goére
anlamli bir fark var midir?” seklinde ifade edilmistir. Kendi ailesinde ve yakin ¢evresinde 6zel gereksinimli birey
olup olmamasina gore 6gretmenlerin sosyal kabul puanlar1 arasinda anlaml bir fark olup olmadigini test etmek
icin Mann Whitney U Testi kullanilmistir. Aile ve yakin ¢evresinde 6zel gereksinimli birey olup olmamasina gore
ogretmenlerin sosyal kabul puanlarinin sonuglar1 Tablo 4’te verilmistir.
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Tablo 4

Aile ve Yakin Cevresinde Ozel Gereksinimli Birey Olup Olmama Durumuna Gore Ogretmenlerin Ozel
Gereksinimli Bireylere Yonelik Sosyal Kabul Puanlarina Iliskin Mann Witney U Testi Sonuglari

Aile ve yakin ¢evresinde ozel

Boyut gereksinimli birey N Sira ortalamas1 ~ Sira toplami U P
v ZOEE T wmew
SKYG e o 0 11646200 .00
w BoOmE UL sws o

Not: OSKD = 6gretmen sosyal kabul davranislar,, OSKO = 6gretmen sosyal kabul 6lgegi, SKYG = sosyal kabul yeterliliklerini gelistirme.

Tablo 4’te yer alan verilere gére 6gretmenlerin &zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda aile ve yakin ¢evresinde dzel gereksinimli birey olup olmama durumuna gére dlgek geneli (OSKO: U =
109887.50, p < .05) ve alt boyutlarmda (OSKD: U = 111886.50, p < .05; SKYG: U = 116462.00, p < .05) anlaml1
farklilik olusturdugu goriilmektedir. Sosyal kabul sira ortalamalari incelendiginde, 6l¢ek geneli ve alt boyutlarda
bu farkliligin aile ve yakin ¢evresinde 6zel gereksinimli birey olan 6gretmenler lehine oldugu goriillmektedir. Bu
sonug, aile ve yakin ¢evresinde 6zel gereksinimli birey olan 6gretmenlerinin farkindaliklarinin daha yiiksek olmast
ile ac¢iklanabilir.

Aragtirmanin dordiincii alt problemi “Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul
puanlari arasinda, siifinda 6zel gereksinimli birey olup olmamasina gére anlamli bir fark var midir?” olarak ifade
edilmistir. Siiflarinda 6zel gereksinimli birey bulunup bulunmamasina gore 6gretmenlerin sosyal kabul puanlari
arasinda anlamli bir fark olup olmadigini test etmek icin Mann Whitney U Testi kullanilmistir. Arastirmaya katilan
ogretmenlerin siniflarinda 6zel gereksinimli birey bulunup bulunmama durumuna goére sosyal kabul puanlarinin
sonuglar1 Tablo 5°te verilmistir.

Tablo 5

Siniflarinda Ozel Gereksinimli Birey Bulunma Durumuna Gore Ogretmenlerin Ozel Gereksinimli Bireylere
Yonelik Sosyal Kabul Puanlarina Iliskin Mann Whitney U Testi Sonuglar

Boyut Smifinda 6zel gereksinimli birey N Sira ortalamast  Sira toplamu 9] P
OSKD Yok @7 Teass  amsessp  2T4S0 000
v % ImE IO o ow
v o mE 0 e om

Not: OSKD = dgretmen sosyal kabul davranislar, OSKO = 6gretmen sosyal kabul 6lgegi, SKYG = sosyal kabul yeterliliklerini gelistirme.

Tablo 5’te yer alan verilere gore dgretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda smifinda 6zel gereksinimli birey olup olmama durumuna gore dlgek geneli (OSKO: U = 236864.50, p <
.05) ve alt boyutlarinda (OSKD: U = 222674.50, p < .05; SKYG: U = 243356.00, p < .05) anlaml farklilik
olusturdugu goriilmektedir. Sosyal kabul puanlari sira ortalamalar1 incelendiginde, 6lgek geneli ve alt boyutlarda
bu farkliligin siniflarinda sinifinda 6zel gereksinimli birey bulunmayan 6gretmenler lehine oldugu goriilmektedir.
Sinifinda 6zel gereksinimli birey olmayan &gretmenin aksine, 6zel gereksinimli birey ile Ogretim yapan
o0gretmenin daha diisiik sosyal kabul puanina sahip olmasinin, kaynastirma uygulamalarinin amaglar1 agisindan
sorgulanmas1 gereken bir sonug¢ oldugu sdylenebilir. Ogretmenlerin daha diisiik sosyal kabul puanlarina sahip
olmalarinda 6zel gereksinimli bireylerden kaynaklanan problemler ile 6gretmenlerin kaynastirma uygulamalarina
yonelik mesleki yeterliklerinin yetersiz olmasinin etkili oldugu sdylenebilir.

Arastirmanim besinci alt problemi “Ogretmenlerin 6zel gereksinimli bireylere yoénelik sosyal kabul
puanlar1 arasinda, kaynastirma uygulamalarina duyduklari inang agisindan anlamli bir fark var midir?” olarak ifade
edilmistir. Ogretmenlerin kaynastirma uygulamalarmin etkili bir model olduguna iliskin inanglarina gore sosyal
kabul puanlari arasinda anlamli bir fark olup olmadigi Mann Whitney U Testi ile test edilmistir. Kaynastirma
uygulamalarinin etkili bir model oldugu inancina gore 6gretmenlerin sosyal kabul puanlarina iliskin sonuglar
Tablo 6’da verilmistir.
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Tablo 6

Kaynastirma Uygulamalarimin Etkili Bir Model Olduguna Duyulan Inanca Gore Ogretmenlerin Sosyal Kabul
Puanlarma Iliskin Mann Whitney U Testi Sonuglart

Kaynastirma uygulamalarinin etkili bir

Boyut model olduguna inang N Sira ortalamas1  Sira toplami1 U P
o R
o G mE IR oo oo
o T TN eww om

Not: OSKD = 6gretmen sosyal kabul davranislar,, OSKO = 6gretmen sosyal kabul 6lgegi, SKYG = sosyal kabul yeterliliklerini gelistirme.

Tablo 6°da yer alan verilere gére 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda kaynastirma uygulamalarinin etkili bir model olduguna duyulan inanca gére dlgek geneli (OSKO: U =
40135.00, p < .05) ve alt boyutlarinda (OSKD: U = 72382.50, p < .05; SKYG: U = 61083.50, p < .05) anlaml
farklilik olusturdugu goriilmektedir. Ogretmenlerin kaynastirma uygulamalarinin etkili bir model olduguna
duyulan inanca gore sira ortalamalari incelendiginde, 6lgek geneli ve alt boyutlarda bu farkliligin kaynastirma
uygulamalarmin etkili bir model oldugunu diisiinen &gretmenler lehine oldugu goriilmektedir. Kaynastirma
uygulamalarinin etkili bir model olduguna inanan &gretmenlerin, 6zel gereksinimli bireylere yonelik sosyal
kabullerinin ytiksek oldugu ve dgrencilere yonelik daha olumlu olduklari sdylenebilir.

Aragtirmanin altinc1 alt problemi “Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul
puanlar1 arasinda, smiflarindaki 6zel gereksinimli bireylerin yetersizlik tiiriine gore anlamli bir fark var midir?”
olarak ifade edilmistir. Ogretmenlerin siniflarindaki 6zel gereksinimli bireylerin yetersizlik tiiriine sosyal kabul
puanlart arasinda anlamli bir fark olup olmadigimi test etmek igin Mann Whitney U Testi kullanilmistir.
Ogretmenlerin siniflarindaki 6zel gereksinimli bireylerin yetersizlik tiiriine gére sosyal kabul puanlarma iliskin
sonuglar Tablo 7°de verilmistir.

Tablo 7

Ogretmenlerfn Siniflarinda Bulunan Ozel Gereksinimli Bireylerin Yetersizlik Tiiriine Goére Sosyal Kabul
Puanlarina Illiskin Kruskal Wallis Testi Sonuglar:

Boyut Yetersizlik tiirii N  Swralarortalamast  X> sd P Dunn
1) OOG, DEHB, dil ve konusma giicliigii 370 449.05
2) Zihinsel yetersizlik, otizm spektrum bozuklugu, ¢oklu )
OSKD yetersizlik 278 221.94 216.276 2 .000 2-1
A el sl 2-3
3) Gorme yetersizligi, isitme yetersizligi, bedensel
L 88 492.84
yetersizlik
1) OOG, DEHB, dil ve konusma giiliigii 370 448.76
2) Zihinsel yetersizlik, otizm spektrum bozuklugu, ¢oklu )
SKYG yetersizlik 278 226.04 202,944 2 .000 2-1
. P sl 2-3
3) Gorme yetersizligi, isitme yetersizligi, bedensel
S 88 481.07
yetersizlik
1) OOG, DEHB, dil ve konusma giigliigii 370 459.71
2) Zihinsel yetersizlik, otizm spektrum bozuklugu, ¢coklu )
OSKO vyetersizlik 278 20543 265.735 2 .000 3%
3) Gorme yetersizligi, isitme yetersizligi, bedensel
L 88 500.16
yetersizlik

Not: DEHB = dikkat eksikligi ve hiperaktivite bozuklugu, OOG = 6zel 6grenme giicliigii, OSKD = égretmen sosyal kabul davranislar;, OSKO
= dgretmen sosyal kabul 6lgegi, SKYG = sosyal kabul yeterliliklerini gelistirme.

Tablo 7°de yer alan verilere gore 6gretmenlerin siniflarindaki 6zel gereksinimli bireylerin yetersizlik
tiiriine sosyal kabul puanlarma gore dlgek geneli (OSKO: X? = 265.735, p < .05) ve alt boyutlarinda (OSKD: X? =
216.276, p < .05), (SKYG: X2 = 202.944, p < .05) anlaml farklilik oldugu goriilmektedir. Bu farklihigin hangi
yetersizlik gruplari arasinda oldugunu belirleyebilmek amaciyla veriler normal dagilim géstermemesi nedeniyle
karsilagtirmalarda diger karsilagtirma testlerine nazaran deneme hatalarina yonelik 6nleyici ve giivenilir sonuglar
veren nonparametrik Dunn ¢oklu karsilastirma testi uygulanmistir. Sira ortalamalari incelendiginde bu farkin dl¢ek
geneli ve alt boyutlarda siniflarinda zihinsel, otizm, ¢oklu yetersizlik grubundan 6zel gereksinimli bireyler bulunan
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ogretmenler lehine oldugu, siniflarinda zihinsel, otizm, ¢oklu yetersizlik grubundan 6zel gereksinimli bireyler
bulunan 6gretmenlerin sosyal kabul puanlarmin, diger yetersizlik gruplarina nazaran daha diisik oldugu
goriilmektedir. Zihinsel yetersizlik, otizm ve ¢oklu engel tanili 6zel gereksinimli bireylerin yetersizlik grubunun
ozellikleri bakimindan, diger yetersizlik gruplarinda yer alan 6zel gereksinimli bireylere nazaran akademik basari,
sosyal iliskiler, iletisim becerileri ve sinif i¢i akran iliskileri bakimindan problemler yasayan bireylerden olustugu
sOylenebilir. Bu durumun 6gretmenlerin sosyal kabulleri lizerinde etkili oldugu séylenebilir.

Aragtirmanin yedinci alt problemi “Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul
puanlari arasinda, kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetlerine katilim agisindan anlamli bir
fark var mudir?” olarak ifade edilmistir. Ogretmenlerin kaynastirma uygulamalarina yonelik mesleki gelisim
etkinliklerine katilma durumlarina gore sosyal kabul puanlari arasinda anlaml bir fark olup olmadigi Mann
Whitney U Testi ile test etmistir. Ogretmenlerin kaynastirma uygulamalarina yonelik mesleki gelisim
faaliyetlerine katilma durumlarina gére sosyal kabul puanlarina iligskin sonuglar Tablo 8’de verilmistir.

Tablo 8

Kaynastirma Uygulamalarina Yonelik Mesleki Gelisim Faaliyetlerine Katilma Durumuna Gore Ogretmenlerin
Sosyal Kabul Puanlarina Iliskin Mann Whitney U Testi Sonuglart

Kaynastirma uygulamalarina yonelik

Boyut mesleki gelisim faaliyetlerine katilma N Sira ortalamast  Stra toplam U P
T Y WD awe oo
SKYG Hay G5 40330 ot SS90 000
T lmm E e o

Not: OSKD = 6gretmen sosyal kabul davramislar,, OSKO = 6gretmen sosyal kabul 6lgegi, SKYG = sosyal kabul yeterliliklerini gelistirme.

Tablo 8’de yer alan verilere gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetlerine katilma durumuna goére 6lgek geneli
(OSKO: U =31128.00, p < .05) ve alt boyutlarinda (OSKD: U = 50792.50, p < .05; SKYG: U = 55829.00, p <
.05) anlaml farklilik olusturdugu gériilmektedir. Ogretmenlerin sosyal kabul sira ortalamalar1 incelendiginde,
olcek geneli ve alt boyutlarda bu farkliligin kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetlerine
katilan Ogretmenler lehine oldugu gorilmektedir. Kaynastirma uygulamalarma ydnelik mesleki gelisim
faaliyetlerinin, 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabullerini olumlu etkiledigi s6ylenebilir.

Arastirmanin sekizinci alt problemi “Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul
puanlari arasinda, 6gretmenlerin egitim durumlarina gére anlamli bir fark var midir?” olarak ifade edilmistir.
Ogretmenlerin egitim durumlarma gére sosyal kabul puanlari arasinda anlamli bir fark olup olmadigin1 belirlemek
icin Mann Whitney U Testi kullanilmigtir. Egitim durumlarina gore 6gretmenlerin 6zel gereksinimli bireylere
yonelik sosyal kabul puanlarina iligkin sonuglar Tablo 9’da verilmistir.

Tablo 9
Egitim Durumlarina Gére Ogretmenlerin Sosyal Kabul Puanlarina Iliskin Mann Whitney U Testi Sonuglart

Boyut Egitirr_l durumu N Sira ortalamasi Sira toplami U P
OSKD e a0 69473 2passo 1626850 292
SYC i 30 60025 lopoeaso  LSBMS0 007
R -

Not: OSKD = 6gretmen sosyal kabul davramslar,, OSKO = 6gretmen sosyal kabul 6l¢egi, SKYG = sosyal kabul yeterliliklerini gelistirme.

Tablo 9°da yer alan verilere gore dgretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda egitim durumlarina gére dlgek geneli (OSKO: U = 158796.00, p > .05) ve OSKD alt boyutunda (OSKD:
U = 163268.50 p > .05) anlamh farklilik olusturmadigi, SKYG alt boyutunda ise anlamli farklilik olusturdugu
(SKYG: U = 152934.50, p < .05) goriilmektedir. Ogretmenlerin egitim durumlarma gére SKYG alt boyutu sira
ortalamalari incelendiginde, bu farkliligin lisansiistii mezunu 6gretmenler lehine oldugu goriilmektedir. Bu sonuca
gore lisansiistii mezunu 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul yeterliklerini gelistirmede
lisans 0gretmenlerine gore daha yiiksek puana sahip olduklar1 sdylenebilir. Bu sonuca gore lisansiistii egitimin

Aktan 2023, 24(4)



OGRETMENLERIN OZEL GEREKSINIMLI BIREYLERE YONELIK 466
SOSYAL KABUL DUZEYLERININ INCELENMESI

kazandirdig1 mesleki yetkinlikler ile dgretmenlerin sosyal kabul yeterlikleri konusunda gelisimlerini olumlu yonde
etkiledigi ¢cikariminda bulunulabilir.

Aragtirmanin dokuzuncu alt problemi “Ogretmenlerin 6zel gereksinimli bireylere yénelik sosyal kabul
puanlar1 arasinda, 6gretmenlerin gorev yaptiklar1 egitim kademesine gére anlamli bir fark var midir?” seklinde
ifade edilmistir. Ogretmenlerin gorev yaptiklar egitim kademesine gore sosyal kabul puanlari arasinda anlamli bir
fark olup olmadig1 veriler normal dagilim gdstermedigi i¢in nonparametrik Kruskal Wallis Testi ile test edilmistir.
Ogretmenlerin gorev yaptiklar1 egitim kademesine gore sosyal kabul puanlarma iliskin sonuglar Tablo 10°da
verilmistir.

Tablo 10

Gorev Yapilan Egitim Kademesine Gore Ogretmenlerin Sosyal Kabul Puanlarina Iliskin Kruskal Wallis Testi
Sonuglart

Boyut Egitim kademesi N Sira ortalamast X? sd P Dunn
1. Okul 6ncesi 306 822.26 1.2
. 2. flkokul 398 724.54 )
OSKD 5 5 rtaokul 401 656.30 30924 3 000 2-3
4. Lise 328 683.86
1. Okul éncesi 306 845.43
2. ilkokul 398 756.82
SKYG 3 Ortaokul 401 630.36 58369 3 .000 2-3
4. Lise 328 654.78
1. Okul éncesi 306 843.33
v 2. flkokul 398 754.33 1-2
OSKO™ 3 ortaokul 401 636.84 550013000 5
4. Lise 328 651.85

Not: OSKD = 6gretmen sosyal kabul davranislar, OSKO = 6gretmen sosyal kabul 6lgegi, SKYG = sosyal kabul yeterliliklerini gelistirme.

Tablo 10’da yer alan verilere gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda gorev yaptiklar1 egitim kademesine gore dlgek geneli (OSKO: X? = 55.001, p < .05) ve alt boyutlarinda
(OSKD: X?=30.924, p <.05); (SKYG: X?=58.369, p < .05) anlaml1 farklilik oldugu gériilmektedir. Bu farkliligin
hangi kademeler arasinda oldugunu belirleyebilmek i¢in nonparametrik Dunn ¢oklu karsilastirma testi
uygulanmistir. Sira ortalamalar1 incelendiginde 6lcek geneli ve OSKD alt boyutunda, okul &ncesi egitim
kademesinde gorev yapanlar, ilkokul kademesinde gorev yapan dgretmenlere; ilkokul egitim kademesinde gorev
yapan Ogretmenler ise ortaokul egitim kademesinde gorev yapan 6gretmenlere kiyasla 6zel gereksinimli bireylere
yonelik daha yiiksek kabul puanina sahip olduklari belirlenmistir. Okul dncesi ve ilkokul kademesinde gérev yapan
Ogretmenlerin sosyal kabul davraniglari bakimindan da diger kademelerden olumlu yonden ayristigi
goriilmektedir. Sira ortalamalari incelendiginde ortaokul kademesinde gérev yapan dgretmenlerin en diisiik sosyal
kabul puanina sahip olduklar1 gériilmektedir. Ortaokul kademesinde, sinav odakli bir 6gretim nedeniyle gerek
dgrencilerin gerekse dgretmenlerin akademik basar1 kaygis1 diger kademelere kiyasla daha fazladir. O gretmenlerin
akademik basar1 beklenti ve kaygilari ile 6zel gereksinimli bireylerin akademik ve davranis problemlerinin de bu
sonug lizerinde etkili oldugu sOylenebilir. Sosyal kabul yeterliklerini gelistirme bakimindan ise ilkokul
kademesinde gorev yapan dgretmenlerin, ortaokul egitim kademesinde gorev yapan dgretmenlere kiyasla daha
olumlu olduklar1 goriilmektedir.

Aragtirmanin onuncu alt problemi “Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul
puanlar arasinda, dgretmenlerin mesleki kidemlerine gore anlamli bir fark var midir?” olarak ifade edilmistir.
Ogretmenlerin mesleki kidemlerine gore sosyal kabul puanlar1 arasinda anlamli bir fark olup olmadigi Kruskal
Wallis Testi ile test edilmistir. Ogretmenlerin mesleki kidemlerine gére sosyal kabul puanlari iliskin sonuglar
Tablo 11°de verilmistir.
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Tablo 11
Mesleki Kideme Gére Ogretmenlerin Sosyal Kabul Puanlarina Iliskin Kruskal Wallis Testi Sonuglart
Boyut Mesleki kidem N Sira ortalamasi X? sd P Dunn
1.0-5y1 147 535.37
2.6-10 y1l 295 507.53 2-1
OSKD  3.11-15y1l 247 683.64 198.526 4 .000 31
4.16-20 yil 440 768.58 4-1
5.20 y1l ve tizeri 304 946.99
1.0-5y1 147 497.88 3-1
2.6-10 y1l 295 430.82 3-2
SKYG 3.11-15y1l 247 754.07 258.190 4 .000 4-1
4.16-20 yil 440 781.95 4-2
5.20 y1l ve tizeri 304 943.89 4-3
1.0-5y1l 147 494.47 3-1
sae  2.6-10y1l 295 433.82 3-2
OSKO 3 1115yl 247 729.80 282054 4 000 41
4.16-20 yil 440 774.97 4-2
5. 20 yi1l ve iizeri 304 975.57 4-3

Not: OSKD = 6gretmen sosyal kabul davramlar,, OSKO = 6gretmen sosyal kabul 6lgegi, SKYG = sosyal kabul yeterliliklerini gelistirme.

Tablo 11°de yer alan verilere gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
mesleki kidemlerine gére dlgek geneli (OSKO: X? = 282.054, p < .05) ve alt boyutlarinda (OSKD: X? = 198.256,
p < .05), (SKYG: X? = 258.190, p < .05) anlaml farklilik oldugu gériilmektedir. Bu farkliligin hangi kidemler
arasinda oldugunu belirleyebilmek i¢in nonparametrik Dunn ¢oklu karsilastirma testi uygulanmistir. Tiim kidemler
arasinda Ol¢ek geneli ve alt boyutlarda mesleki kidem arttik¢a 6gretmenlerin sosyal kabul puanlari agisindan {ist
kidemlerdeki ogretmenler lehine, sosyal kabul puanlarmin farklilastigi goriilmektedir. Bu sonuca gore
Ogretmenlerin kaynastirma uygulamalari ile ilgili mesleki deneyimlerinin artmast sonucu 6zel gereksinimli
bireylerin egitiminde daha basarili olduklar1 ve bu durumun sosyal kabullerini olumlu yonde etkiledigi ¢ikarimi
yapilabilir. Olgek alt boyutlar1 incelendiginde de mesleki deneyimi fazla dgretmenlerin, daha deneyimsiz
ogretmenlere gore daha fazla sosyal kabul davranig sergiledikleri ve mesleki yeterlik gelisimine agik olduklari
oldugu sdylenebilir.

Tartisma

Aragtirma sonuglarina gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlarinin
genel olarak yiiksek oldugu goriilmektedir. Bu sonuca gore, 6gretmenlerin 6zel gereksinimli bireylere yonelik
yiiksek sosyal kabule sahip olduklari s6ylenebilir. Sosyal kabul, tipik gelisim gosteren bireylerin 6zel gereksinimli
bireylere yonelik tutumlarinin olumlu olmasi ve onlari diger insanlar gibi gérmeleri olarak ifade edilebilir
(Ozyiirek, 2010). Kaynastirma uygulamalarinin basartya ulasmasinda ve 6zel gereksinimli bireylerin sosyal
kabullerinin saglanmasinda, 6grencileri ayirt etmeksizin onlara sosyal destek sunan &gretmenler, kilit rol
oynamaktadir (Noreen vd., 2019). Ogretmenin &zel gereksinimli bireylere yonelik tutum ve davramislari, tipik
gelisim gosteren dgrencilerin dzel gereksinimli 6grencilere yonelik sosyal kabullerini olumlu yonde etkilemektedir
(Blazar & Kraft, 2017). Arastirma bulgularindan hareketle 6gretmenlerin kaynastirma uygulamalarina devam eden
0zel gereksinimli bireylere yonelik sosyal kabul diizeylerinin yiiksek olmasinin, dgretmenlerin sosyal kabul
davranislari ile 6grencilere olumlu rol model olmasi ve kaynastirma uygulamalarinda sosyal kabuliin saglanmasi
agisindan dnemli bir bulgu oldugu sdylenebilir (Garrote vd., 2020). Ogretmenlerin 6zel gereksinimli bireylere
yonelik yliksek sosyal kabulleri, tipik gelisim gosteren 6grencilerin 6zel gereksinmli akranlarina yonelik sosyal
kabullerini olumlu yonde etkilemektedir (David & Kuyini, 2012; Shady vd., 2013). Diger taraftan arastirmadan
elde edilen bu bulgu ile 6gretmenlerin 6zel gereksinimli bireylere yonelik olumsuz tutuma iliskin arastirma
sonuglar1 (Aktan, 2017; Ayvaz-Oztiirk, 2020; Combs vd., 2010; Coskun vd., 2009; De Boer vd., 2011; Kayhan
vd., 2012; Metin, 2018; Obiakor vd., 2012; Rakap & Kaczmarek, 2010) ortiismemektedir. Bu farkliligin
nedenlerine iliskin detayli aragtirmalar yapilabilir.

Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlar1 arasinda cinsiyete gére dlgek
geneli ve alt boyutlarda anlamli farklilik oldugu, bu farkliligin ise kadin 6gretmenler lehine oldugu belirlenmistir.
Bu sonuca gore kadin 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul diizeylerinin daha yiiksek
oldugu, sosyal kabul davraniglart ile sosyal kabul yeterliklerini gelistirme bakimindan erkek meslektaglarina
kiyasla daha olumlu olduklar1 sdylenebilir. Yapilan arastirmalarda da kadin dgretmenlerin 6zel gereksinimli
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bireylere ve kaynastirma uygulamalarina yonelik olarak erkek 6gretmenlere nazaran daha olumlu olduklarina
yonelik benzer sonuglara ulagilmistir (Alghazo & Naggar-Gaad, 2004; Mouchritsa vd., 2022; Saloviita, 2020).
Bazi arastirmalarda ise arastirma bulgularimin aksine erkek 6gretmenlerin 6zel gereksinimli bireylere daha olumlu
yaklastiklar1 belirlenmistir (Ahmmed vd., 2012; Bhatnagar & Das, 2014; Ernst & Rogers, 2009; Sharma, Shaukat
vd., 2015). Arastirma bulgulari ile arastirma sonuglarindaki farkli bulgular (Bayar & Ustiin, 2017; inceler & Ozder,
2020; Saloviita, 2020) dikkate alindiginda, 6gretmenin cinsiyetinin 6zel gereksinimli bireylere yonelik sosyal
kabul diizeyleri iizerindeki etkisine yonelik daha derinlemesine arastirmalara ihtiya¢ duyuldugu sdylenebilir.

Arastirma sonuglarina gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlart
arasinda aile ve yakin gevresinde &zel gereksinimli birey olup olmama durumuna goére Slgek geneli ve alt
boyutlarda anlamli farklilik oldugu, farkliligin aile ve yakin g¢evresinde 6zel gereksinimli birey olan 6gretmenler
lehine oldugu goriilmektedir. Bu sonug, aile ve yakin gevresinde 6zel gereksinimli birey olan 6gretmenlerin, 6zel
gereksinimli bireylere yonelik farkindaliklarinin daha fazla olmasi ile agiklanabilir. Alanyazinda bazi
aragtirmalarda da aile ve yakin ¢evresinde 6zel gereksinimli birey bulunan ogretmenlerin, 6zel gereksinimli
ogrencilere kargi daha olumlu yaklastiklar1 belirlenmistir (Aker, 2014; Aydogan, 2017; Colak & Cetin, 2014;
Danyoli, 2017; Giiven & Aydin, 2007; Kayhan vd., 2012; Ozcan & Karaoglu, 2021; Pesen & Demirhan, 2021).
Bazi aragtirmalarda ise aragtirma bulgularimizin aksine, aile ve ¢evresinde 6zel gereksinimli birey olmasinin, 6zel
gereksinimli bireylere yonelik duyarlilik iizerinde etkili olmadig1 belirlenmistir (Baskonus & Oztiirk, 2023; Filiz,
2021; Kayhan vd., 2012; Pamuk, 2016; Sar1 & Bozgeyikli, 2003; Yarali, 2015).

Arastirma sonuglarina gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda siifinda 6zel gereksinimli birey olup olmama durumuna gore 6lgek geneli ve alt boyutlarinda anlamli
farklilik oldugu, 6lgek geneli ve alt boyutlarda bu farkliligim siniflarinda 6zel gereksinimli birey bulunmayan
ogretmenler lehine oldugu goriilmektedir. Sinifinda 6zel gereksinimli birey olmayan 6gretmenin aksine, 6zel
gereksinimli bireyler ile 6gretim yapan Ogretmenlerin daha diisiik sosyal kabul puanina sahip olmasimin,
kaynastirma uygulamalarinin amaglari agisindan sorgulanmasi gereken bir sonug oldugu séylenebilir. Bu bulgunun
kaynagtirma uygulamalarinin bagarist i¢in 6nemli bir risk ve sorun oldugu ifade edilebilir. Yapilan bazi
aragtirmalarda da 6gretmenlerin, kaynagtirma uygulamalarina yonelik goriislerinin olumsuz oldugu (De Boer vd.,
2011; Sadioglu vd., 2013; Yilmaz & Batu, 2016), sinifinda 6zel gereksinimli birey bulunmayan 6gretmenlerin
goriislerinin ise daha olumlu oldugu belirlenmistir (Engin vd., 2014; Giiney, 2019; Ozdemir, 2010). Bununla
birlikte kaynastirma uygulamalarina yonelik olumsuz tutuma sahip 6gretmenlerin, tercih imkan1 verilmesi halinde
siiflarina  6zel gereksinimli birey kabul etmeme egiliminde olduklar1 belirlenmigtir (Bukvi¢, 2014).
Ogretmenlerin daha diisiik sosyal kabul puanlarma sahip olmalarinda, 6zel gereksinimli bireylerin akademik ve
davranig problemlerine sahip olmalari (Krull vd., 2014) ile 6gretmenlerin 6zel gereksinimli bireylere 6gretmenlik
yapma konusunda kendilerini yeterli gormemelerinin (Duncan vd., 2021; Sharma, Simi vd., 2015) etkili oldugu
sOylenebilir. Bununla birlikte yapilan arastirmalarda &gretmenlerin, 6zel gereksinimli 6grencilere yonelik
o0grenmeyi bireysellestirmek ve kaynastirma uygulamalarina yonelik siiregleri yonetmek igin gerekli mesleki
yeterliklere sahip olmaya yonelik endiseleri oldugu belirlenmistir (Costello & Boyle, 2013; Hunter-Johnson vd.,
2014). Ogretmenlerin &zel gereksinimli bireylere yonelik mesleki yeterlik ve becerilerinin yetersiz olmasinin, dzel
gereksinimli bireylere yonelik sosyal kabullerini olumsuz etkiledigi sdylenebilir. Bazi arastirmalarda
ogretmenlerin 6zel gereksinimli bireylere yonelik mesleki yeterlilik ve becerilerinin 6zel gereksinimli bireylere
yonelik tutumu olumlu yonde etkiledigi belirlenmistir (Avramidis & Norwich, 2002; De Boer vd., 2011; Pit-ten
Cate vd., 2018; Rekaa vd., 2019; Scanlon vd., 2022).

Aragtirma sonugclar1 incelendiginde, 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul
puanlar1 arasinda kaynastirma uygulamalarinin etkili bir model olduguna duyulan inanca gore dlgek geneli ve alt
boyutlarinda anlamli farklilik olusturdugu, bu farkliligin kaynastirma uygulamalarinin etkili bir model olduguna
inanan Ogretmenler lehine oldugu belirlenmistir. Kaynastirma uygulamalarinin, 6zel gereksinimli bireylerin
egitimi i¢in etkili bir egitim modeli olduguna inanan 6gretmenlerin, 6zel gereksinimli bireylere yonelik sosyal
kabullerinin yiiksek oldugu ve dgrencilere ydnelik daha olumlu olduklari sdylenebilir. Ogretmenlerin kaynastirma
uygulamalarina yonelik inang ve tutumlari, kaynastirma uygulamalarinin basarisi ve smiftaki performanlar
acisindan oldukca onemli degiskenlerdir (Avramidis & Norwich, 2002; Saloviita, 2020). Ogretmenlerin
kaynastirma uygulamalarina yonelik inanglar1 ile ilgili arastirmalarda da, &gretmenlerin kaynastirma
uygulamalarina olumlu yaklastiklar1 (Saloviita, 2020; Woodcock, 2021), ayn1 zamanda olumlu inagla birlikte
kendilerini kaynastirma uygulamalari agisindan yeterli gérmedikleri belirlenmistir (Rihter & Potocnik, 2020).

Bununla birlikte baz1 arastirmalarda da 6gretmenlerin kaynastirma uygulamalarimin etkili bir egitim
modeli olduguna yonelik inanglarinin nétr veya olumsuz oldugu belirlenmistir (Civitillo vd., 2016; De Boer vd.,
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2011; Zoniou-Sideri & Vlachou, 2006). Ogretmenlerin bu inanca sahip olmalarinda mesleki yeterliklerin yetersiz
olmasi (Bubpha vd., 2012; Kingston vd., 2017; Sharma, Simi vd., 2015; Sucuoglu vd., 2015) ve 6zel gereksinimli
ogrenciler i¢in 0gretim siireclerinde yeterli zaman bulamamalarinin (Altun & Filiz, 2020; Blecker & Boakes,
2010; Giirgiir & Uzuner, 2010; Horne & Timmons, 2009; Nayir & Karaman-Kepenekci, 2013; Zeybek, 2015)
etkili oldugu belirlenmistir. Kaynastirma uygulamalarinin tiim 6grencilere 6gretimde etkili bir model olduguna
inanan Ogretmenlerin, kaynastirma uygulamalarina yonelik olumsuz inanca sahip meslektaglarina kiyasla,
ogrencilere daha fazla olumlu geri bildirim sagladiklari, daha az endise duyduklar1 ve basarisizlik i¢in daha diisiik
beklenti iginde olduklart belirlenmistir (Woodcock, 2021). Arastirma bulgularma gdre kaynastirma
uygulamalarinin etkili bir egitim model olduguna inanan dgretmenlerin kaynastirma uygulamalarina daha olumlu
yaklagtiklart ve bu durumun 6zel gereksinimli bireylere yonelik sosyal kabullerini olumlu yonde etkiledigi
sOylenebilir.

Aragtirma sonuglarina gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda, siniflarinda bulunan 6zel gereksinimli 6grencinin yetersizlik grubuna gore olgek geneli ve alt
boyutlarinda anlamli farklilik oldugu, bu farkliligin 6lgek geneli ve alt boyutlarda siniflarinda zihinsel, otizm,
¢oklu yetersizlik grubunda 6grenci bulunan 6gretmenlerin lehine oldugu, siniflarinda zihinsel, otizm, goklu
yetersizlik grubunda bulunan dgretmenlerin sosyal kabul puanlarinin, diger yetersizlik gruplarina nazaran daha
diisiik oldugu belirlenmistir. Zihinsel yetersizlik, otizm ve ¢oklu engel tanili 6zel gereksinimli 6grencilerin
yetersizlik grubunun 6zellikleri bakimindan, diger yetersizlik gruplarinda yer alan 6zel gereksinimli 6grencilere
nazaran akademik basari, sosyal beceriler, iletisim becerileri ile davranislar bakimindan daha fazla destege ihtiyag
duyan ve simif i¢i problemler yasayan 6grencilerden olustugu soylenebilir (Cihak, 2011; Mastropieri & Scruggs,
2010; Westling & Fox, 2009). Bu durumun 6gretmenlerin sosyal kabulleri {izerinde etkili oldugu sdylenebilir.
Forlin ve digerleri (1996) tarafindan yapilan arastirmada da zihinsel yetersizligi olan 6zel gereksinimli bireylere
yonelik 6gretmen sosyal kabuliiniin, bedensel yetersizligi olan 6zel gereksinimli 6grencilere gore diisiik oldugu,
bununla birlikte dgrencinin yetersizlik ¢esitliligi ve derecesi arttikga sosyal kabuliin de azaldigi belirlenmistir.
Diger bir aragtirma sonucuna gore 0gretmenler, zihinsel ve isitme yetersizligi olan dgrencilere kiyasla bedensel ve
gorme yetersizligi olan dgrencileri siniflarina daha fazla kabul etme egilimindeyken, birden fazla yetersizligi olan
ogrencilerin 6gretmenler tarafindan en az kabul gordiikleri belirlenmistir (Zoniou-Sideri & Vlachou, 2006).
Duygusal/davranigsal yetersizligi ve birden fazla yetersizligi olan ¢ocuklar, fiziksel, gorsel, isitme veya konusma
giicliikleri olan ¢ocuklara gore sosyal kabul gérme konusunda daha fazla zorluk yasarlar (McCoy & Banks, 2012).
Arastirma sonucuna gore, 0gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabulleri tizerinde, 6zel
gereksinimli bireylerin yetersizlik tiirtiniin etkili oldugu sdylenebilir.

Aragtirma sonuglarina gore O6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetlerine katilma durumuna goére 6l¢ek geneli
ve alt boyutlarinda anlamli farklilik oldugu, o6lgek geneli ve alt boyutlarda bu farkliligin kaynastirma
uygulamalarina yonelik mesleki gelisim faaliyetlerine katilan 6gretmenler lehine oldugu belirlenmistir. Bu sonuca
gore kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetlerinin, dgretmenlerin 6zel gereksinimli
bireylere yonelik sosyal kabullerini olumlu etkiledigi sdylenebilir. Yapilan arastirmalarda 6gretmenlerin
kaynagtirma uygulamalarina yonelik mesleki bilgi, anlayis ve beceri eksikliklerinin, kasitsiz tutum engelleri olarak
olumsuz dgretmen tutumuna kaynaklik ettigi ortaya konulmustur (Cassady, 2011; Shady vd., 2013). Mesleki
gelisim faaliyetleri, 6gretmenlerin mesleki yeterliklerini gelistirmek ve 6grencilerin 6grenme ¢iktilarina olumlu
etki etmek amact ile mesleki bilgi, beceri ve tutumlarinin gelistirilmesi amacini tagir (Darling-Hammond vd.,
2017). Kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetlerine katilan 6gretmenlerin kaynagtirma
uygulamalarma ydnelik mesleki bilgi ve becerilerini gelistirdigi, bu durumun 6gretmenlerin 6zel gereksinimli
bireylere yonelik sosyal kabullerini olumlu etkiledigi ¢ikariminda bulunabilir.

Aragtirma sonuglarina gore O0gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda egitim durumlarina gore dlgek geneli ve OSKD alt boyutunda anlamli farklilik olusturmadigi, SKYG alt
boyutunda ise anlamli farklilik olusturdugu belirlenmistir. Ogretmenlerin egitim durumlarina gére SKYG alt
boyutu sira ortalamalar1 incelendiginde, bu farkliligin lisansiistii mezunu dgretmenler lehine oldugu goriilmektedir.
Bu sonuca gore lisansiistii mezunu 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul yeterliklerini
gelistirmede lisans Ogretmenlerine gore daha yiiksek puana sahip olduklari sdylenebilir. Lisansiisti egitim,
ogretmenlere kazandirdig1 bilgi, beceriler yoluyla dgrencileri, meslektaslarii, okulu ve dolayisiyla egitim
sistemini etkileyerek, olumlu degisimlerin yasanmasina katki saglamaktadir. Bu bakimdan lisansiistii egitim
calismalarinin mesleki ve kigisel gelisimin yani sira egitim sisteminin olugturan paydaslarin gelisimlerini de
etkilemesi bakimindan 6nemli bir egitim ve gelisim siireci oldugu sdylenebilir (Aktan, 2020; Gokce vd., 2022;
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Kovalchuck & Vorotnykova, 2017). Bu sonuca gore lisansiistii egitimin kazandirdigi mesleki ve kigisel
yetkinliklerin 6gretmenlerin sosyal kabul yeterlikleri konusunda gelisimlerini olumlu yonde etkiledigi ¢ikariminda
bulunulabilir. Benzer sekilde bazi arastirmalarda da dgretmenlerin egitim durumu arttikca, 6zel gereksinimli
bireylere kars1 daha olumlu olduklar1 belirlenmistir (Mngo & Mngo, 2018; Sharma vd., 2009).

Aragtirma sonuglarina gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda gorev yaptiklart egitim kademesine gore olgek geneli ve alt boyutlarinda anlamli farklilik oldugu
belirlenmistir. Olcek geneli ve OSKD alt boyutunda, okuldncesi egitim kademesinde gorev yapanlar, ilkokul
kademesinde gorev yapan dgretmenlere; ilkokul egitim kademesinde gorev yapan 6gretmenler ise ortaokul egitim
kademesinde gorev yapan Ogretmenlere kiyasla 6zel gereksinimli bireylere yonelik daha yiiksek kabul puanina
sahip olduklari belirlenmistir. Okuldncesi ve ilkokul kademesinde gorev yapan 6gretmenlerin sosyal kabul 6lgegi
alt boyutlarina iliskin puanlar bakimmdan da diger kademelerde gorev yapan 6gretmenlere gore daha olumlu
olduklar goriilmektedir. Arastirmalarda da okuldncesi ve ilkokul kademesinde gorev yapan dgretmenlerin diger
kademede gorev yapan Ogretmenlere gore kaynastirma uygulamalarma daha olumlu yaklastiklari (Emam &
Mohamed, 2011; Stemberger & Kiswarday, 2018), kademeler arttik¢a 6zel gereksinimli 6grencilere 6gretmen
desteginin azaldig1 belirlenmistir (Demirbilek & Levent, 2020). Bu baglamda arastirma sonuclarmin bulgularla
benzerlik tasig1 soylenebilir. Arastirma sonuclarina gore ortaokul kademesinde gorev yapan 6gretmenlerin en
diisiik sosyal kabul puanina sahip olduklar1 goriilmektedir. Ortaokul kademesinde, liseye gegis sinavi odakli bir
ogretim nedeniyle gerek dgrencilerin gerekse dgretmenlerin akademik basari kaygist diger egitim kademelerine
kiyasla daha fazladir. Bu durumun 6gretmenlerin 6zel gereksinimli bireylere yeterince zaman ayiramamasina
neden oldugu, smav baskisinin da akran etkilesiminin azalmasina neden oldugu sdylenebilir. Ortaokul
ogretmenlerine yonelik yapilan bir arastirma bulgularina gére, 6gretmenlerin, ortadgretim gegis siirecinde konulart
yetistirememe, 6grenci basarisizliginin 6gretmene mal edilmesi gibi kaygilar tasidiklari, kendilerini baski altinda
hissettikleri ve bu durumlarmn mesleki motivasyonlarini olumsuz etkiledigi belirlenmistir (Cakioglu & Ergen,
2022; Cetin & Unsal, 2019; Goldhaber & Karetz, 2018; Sad & Sahiner, 2016). Ogretmenlerin akademik basariya
iligskin beklenti ve kaygilar1 ile 6zel gereksinimli 6grencilerinin akademik ve davranis problemlerinin de bu sonug
iizerinde etkili oldugu sdylenebilir. Sosyal kabul yeterliklerini gelistirme bakimindan ise ilkokul kademesinde
gorev yapan dgretmenlerin, ortaokul egitim kademesinde gorev yapan d6gretmenlere kiyasla daha olumlu olduklart
goriilmektedir. Bu durumun ilkokul kademesinde gorev yapan 6gretmenlerin, ortaokul kademesinde gorev yapan
ogretmenlere kiyasla 6zel gereksinimli bireyler ile tiim derslerde beraber olmalar1 ve 6grencilerle daha fazla
etkilesim i¢inde bulunmalari ile agiklanabilir.

Arastirma sonuglarina gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
mesleki kidemlerine gore dlgek geneli ve alt boyutlarinda anlamli farklilik oldugu goriilmektedir. Olgek geneli ve
alt boyutlarda dgretmenlerin mesleki kidemleri artikca 6gretmenlerin sosyal kabul puanlarinin iist kidemlerdeki
ogretmenler lehine arttigi goriilmektedir. Olgek alt boyutlar1 incelendiginde de mesleki deneyimi fazla
Ogretmenlerin, daha deneyimsiz 6gretmenlere gore daha fazla sosyal kabul davrams sergiledikleri ve mesleki
yeterlik gelisimine agik olduklari oldugu sdylenebilir. Yapilan bazi arastirmalarda da 6gretmenlerin mesleki
kidemleri arttikca sosyal kabul diizeylerinin arttigi (Alghazo & Naggar-Gaad, 2004; Forlin vd., 1996) ve
kaynagtirma uygulamalarin1 daha fazla desteklediklerine (Mngo & Mngo, 2018) yonelik benzer bulgular elde
edildigi goriilmektedir. Bu sonuca gore 6gretmenlerin kaynastirma uygulamalart ile ilgili mesleki deneyimlerinin
artmas1 sonucu 6zel gereksinimli bireylerin egitiminde daha basarili olduklar1 ve bu durumun sosyal kabullerini
olumlu yonde etkiledigi sdylenebilir.

Oneriler

Aragtirma bulgularina gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul diizeyleri
arasinda; cinsiyete, aile ve yakin ¢evresinde 6zel gereksinimli birey bulunup bulunmamasina, 6gretmenlerin
siniflarinda 6zel gereksinimli cocuk olup olmamasina ve kaynagtirma uygulamalarinin etkili bir model olduguna
yonelik inan¢ degiskenlerine gore anlamli bir farklilik oldugu belirlenmistir. Ayrica 6gretmenlerin 6zel
gereksinimli bireylere yonelik sosyal kabul diizeyleri arasinda; 6zel gereksinimli bireylerin yetersizlik tiiriine,
kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetlerine katilma durumlarina, egitim diizeylerine ve
mesleki kidem degiskenlerine gore de anlamli bir farklilik oldugu belirlenmistir. Aragtirmada elde edilen bulgular
dogrultusunda 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabullerini saglamak igin su dneriler
sunulmustur:

1. Arastirmada sinifinda 6zel gereksinimli birey bulunan 6gretmenlerin sosyal kabul diizeylerinin daha
diisiik oldugu belirlenmistir. Bu bulgu kaynastirma uygulamalarinin basarisinda kilit rolde olan ve
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davranislar ile 6zel gereksinimli bireylerin sosyal kabullerinin saglanmasinda tipik gelisim gosteren
bireylere rol model olan 6gretmenlerin rol ve sorumluluklart agisindan énemli bir risk ve sorundur. Bu
durumun nedenleri tizerinde derinlemesine aragtirma yapilabilir.

2. Kaynastirma uygulamalarinin etkili bir model olduguna inanan dgretmenlerin sosyal kabullerinin daha
yliksek oldugu belirlenmistir. Kaynastirma uygulamalarinda, iyi uygulamalar 6gretmenler arasinda
yayginlastirilabilir ve kaynastirma uygulamalarinda deneyimli ogretmenlerin  mentorlugundan
yararlanilabilir.

3. Kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetleri ve lisansiistli egitimin sosyal kabule
katkis1 dikkate alinarak ogretmenlere yonelik mesleki gelisim faaliyetleri artirilabilir. Ogretmenler
arasinda lisansiistii egitim tesvik edilebilir.

4. Ogretmenlerin kaynastirma uygulamalarina ydnelik mesleki yeterliliklerini gelistirmek icin farkli
yetersizlik tiirlerine iligkin bilgi diizeyleri ve 6gretim becerileri gelistirilebilir.

5. Ogretmenlerin egitim diizeyi yiikseldikce 6zel gereksinimli bireylerde sosyal kabul diisiikliigiiniin
nedenleri iizerine derinlemesine arastirmalar yapilabilir.

Simirhliklar

Farkli egitim kademelerinde gorev yapan 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul
diizeylerinin incelendigi bu caligmada, ¢alismanin sonuglar1 asagidaki arastirma siirliliklart dikkate alinarak
degerlendirilmelidir. ilk olarak arastirma nicel yontemlerle ve veri toplama araglariyla elde edilen bulgularla
sinirhdir. Tkinci bir siirhilik, nitel yontem ve veri toplama araglarinmn yani sira nicel yéntem ve veri toplama
araglarinin kullanilamamasi, bu nedenle ¢alismada yontem ve veri g¢esitliliginin saglanamamasidir. Arastirmada
O0gretmen sosyal kabulii i¢in veri toplama araci olarak sadece sosyal kabul 6l¢eginin kullanilmasi {igiincii bir
siirlilik olarak ifade edilebilir. Aragtirmanin ¢aligma grubu, Tiirkiye'nin Bat1 Karadeniz Bolgesinde yer alan diger
illere gore nispeten kiigiik bir ildir. Dordiinci sinirlilik ise, ¢alisma grubunun birden fazla ili kapsayacak kadar
genis olmamasidir.

Tesekkiir

Aragtirmanin ¢aligma grubunu olusturan, arastirmaya katilarak destek olan, Diizce ilinde farkli egitim
kademelerinde gorev yapan kiymetli 6gretmenlerimize ¢ok tesekkiir ederim.
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Abstract

Introduction: The positive approach of the teacher towards individuals with special needs, his participation in the
educational processes with his peers, and the teacher's attitudes and behaviors such as supporting both the academic
and social development of the individual with special needs affect the social acceptance of the individual with
special needs positively.

Method: This study, investigating the social acceptance levels of teachers towards the individuals with special
needs in terms of various variables, was a descriptive study and designed as a screening model. The data of the
study were obtained from 1433 teachers working in different education levels (preschool, primary school,
secondary school and high school) in the central district of Diizce province and determined by the easily accessible
case sampling method.

Findings: According to the research findings, among teachers' social acceptance levels for individuals with special
needs; It was determined that there was a significant difference in terms of gender, whether there were individuals
with special needs in the family and close environment, whether there were individuals with special needs in the
teachers' classrooms, and the belief that inclusive practices were an effective model. In addition, among teachers'
social acceptance levels for individuals with special needs; It was determined that there was a significant difference
according to the disability type of individuals with special needs, their participation in professional development
activities for inclusion practices, their education level and professional seniority variables.

Discussion: In the study, it was determined that teachers' beliefs about inclusion practices, their professional
development and professional seniority were effective on their social acceptance of individuals with special needs.
It was determined that teachers with special needs in their class had lower social acceptance scores. Based on these
findings, it is recommended to organize in-service training activities and to benefit from the mentorship of
experienced teachers in order to improve the professional competence of teachers for inclusion practices. In
addition, it is recommended to conduct qualitative research in order to obtain in-depth information about the
variables that show a significant difference in terms of teachers' social acceptance levels for individuals with
special needs.
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Introduction

Today, with the development of the concepts of human rights and democracy, individual differences have
become a concept that is favored and gaining importance in the education field (Aktan, 2018). While planning
educational activities, individual differences should be taken into account, and conditions suitable for the
educational, social and personal needs of individuals should be provided (Jonassen & Grabowski, 2012). Special
education; It is defined as the provision of comprehensive, research-based assessment, teaching and support
services in specially prepared programs to students with disabilities or superiority in cognitive, behavioral, social-
emotional, physical and sensory areas (Bryant et al., 2019; Salend, 2008). In this context, special education; it is
an education based on individual differences (Aktan, 2021a). An inclusive education approach that covers the
experiences of normalization, inclusion and integration practices in Turkey and in the world, cares about the
education of individuals with special needs as well as other disadvantaged students, and aims to design the best
school and instruction for all students comes to the fore (Ainscow et al., 2006; Qvortrup & Qvortrup, 2018).
Meeting the needs of students who are disadvantaged in terms of their social, cultural and educational needs and
providing them with a rich learning environment can be possible with qualified inclusive education (Ainscow,
2016; Armstrong et al., 2010). As in many countries, education practices in Turkey are changing to inclusive
education.

The most developed and common practice today is inclusive education practices that isolate the
individuals with special needs from their environment and their typical developing peers in the least possible way
(Ashman, 2014). Inclusive education practices are based on the fact that individuals with special needs are
educated in general education classes together with their peers (Armstrong et al., 2000). Although the view that
specialization and special planning are important in the education of individuals with special needs continues
today, it is more accepted that they receive education with their peers in a regular educational environment instead
of being completely separated from their typically developing peers (Pijl et al., 1997). This practice, called
inclusion, aims to provide support education services to individuals who are affected by disability for any reason
and who have special needs, and to receive education together with their typical peers (De Boer et al., 2010). When
individuals with special needs are in the same environment as their typically developing peers, they can learn many
behaviors and skills from their peers (Cagran & Schmidt, 2011). Inclusion practices are not a model in which the
teacher can take responsibility alone (Bailey et al., 2015). Collaboration between stakeholders and support services
are of great importance in the success of inclusive practices (Armstrong et al., 2010; Zagona et al., 2017). Special
education support services consist of special education consultancy, in-class support services (teacher, special
education support, cooperative education), out-of-class support services (support education room) and out-of-
school support (expert support) (Clark & Breman, 2009; Corbett, 2001).

Inclusive Practices and Social Acceptance

Inclusive practices also aims to provide social acceptance along with the education of individuals with
special needs (Ainscow & César, 2006). Hence, in inclusive education, it is aimed to create educational
environments where individuals with special needs feel comfortable and are accepted (Loreman et al., 2005). The
attitude and professional competence of the teacher, who plays an active role in the planning of education and
training, implementation and evaluation of teaching, are important factors in achieving the goal of social
acceptance of inclusion practices (Allen & Cowdery, 2015).

Social acceptance is that individuals with typical development accept individuals with special needs as
other people and have a positive attitude towards them (Ozyiirek, 2010). Hourlock (1978), on the other hand,
defines social acceptance as the selection of an individual with special needs for any activity as a group member
(cited in Civelek, 1990). Moreover, the concept of social acceptance can be expressed as the adoption of
individuals with special needs by their peers and other individuals both in the school environment and in social
life, being in contact with them, being willing to engage in social activities with their peers and other individuals,
and ensuring the continuity of positive communication and interaction in social relations (Aktan, 2018). It can be
said that individuals with special needs have more problems in gaining social acceptance due to the differences
and deficiencies in their cognitive, communication, social adaptation skills as well as the reasons arising from their
disability (Yeo & Teng, 2015). Studies have shown that individuals with special needs who are not socially
accepted are more likely to experience social rejection and exclusion (Bossaert et al., 2015; Garrote, 2017; Lindsay
& McPherson, 2012). It is also stated in studies that the problem behaviors of individuals with special needs make
it difficult for them to gain social acceptance (Bakkaloglu, Sucuoglu & Ozbek, 2019, De Swart et al., 2022).
Informing and interacting with individuals with special needs of individuals with typical development contributes
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to the social acceptance of individuals with special needs and to increase this level of acceptance (Firat, 2021;
Ozyiirek, 2010). In addition, providing peer support to individuals with special needs and creating a positive and
enjoyable learning environment in the classroom are also effective in ensuring social acceptance of individuals
with special needs (Chan et al., 2009; Garrote, 2017). Another important factor that is effective in ensuring social
acceptance for students with special needs in the classroom environment is the teacher (Aktan, 2021b; Garrote et
al., 2020).

The Role of The Teacher in Inclusive Practices

Teachers who take part in inclusive practices are expected to have a positive attitude towards inclusion,
have plan development, implementation and evaluation skills, have sufficient field knowledge about inclusion and
special education and use the information effectively with practices, cooperate with other partners who have
responsibilities in the implementation of the process, and undertake roles such as working in cooperation and
ensuring that all students benefit from educational opportunities equally (Florian & Linklater, 2010; Vlachou et
al., 2015). In addition to this, it is necessary for the teacher to have qualifications such as making adaptations in
teaching and creating positive learning environments in which all students are valued (Ainscow & Sandill, 2010).
Teachers can be effective models for students with their attitudes and behaviors in educational environments
(Blazar & Kraft, 2017). Teachers' attitudes towards individuals with special needs, positive behaviors towards
these individuals, and the professional competence towards them can affect the attitudes and behaviors of other
students, who take the teachers as a role model, towards individuals with special needs in the classrooms. This
positive attitude and behavior chain from teacher to student can be effective in ensuring social acceptance for
individuals with special needs (Aktan, 2021b).

With their attitudes and behaviors, teachers become role models for students with typical development,
so they can directly affect the social acceptance of students with typical development towards individuals with
special needs (Ginevra et al., 2022). Teachers' positive attitudes and behaviors towards individuals with special
needs and their support for the academic and social development of individuals with special needs also positively
affect the social acceptance of students with typical development towards individuals with special needs. Social
acceptance of individuals with special needs by typically developing students and teachers is very important for
their academic and social development (Aktan et al., 2019; Leigers & Myers, 2015; Spoerer et al., 2020). Teachers
tend to work and deal more with students who are academically successful in lessons, and they tend to deal less
with students who are academically unsuccessful and have low social acceptance (Garrote 2017). The tendency of
teachers towards students with low social acceptance and their negative attitudes and behaviors towards social
acceptance may negatively affect the social acceptance of students with typical development towards individuals
with special needs (Aktan et al., 2019). It was determined that experienced teachers were more positive in ensuring
the social acceptance of individuals with special needs (De Boer et al., 2011). In addition, it was determined that
teachers' professional competence and classroom management skills were also effective in providing social
acceptance for individuals with special needs (Farmer et al., 2018; Garrote et al., 2020).

Individuals with special needs who have low social acceptance may experience problems in participating
in classroom activities, have problem behaviors, and have problems in communicating with their peers due to
inadequacies in their social skills and interactions. As a result of these situations, individuals with special needs
have less social interactions with their peers, are less socially accepted, and may be rejected more often compared
to their peers (Avramidis, 2013; Bossaert et al., 2015; Pijl & Frostad, 2010). This negatively affects the academic
and social development of individuals with special needs (Ruijs & Peetsma, 2009). It can be said that
communication and behavioral problems caused by students are the most important factors in teachers' low social
acceptance behaviors (Kovacevi¢ & Radovanovic, 2023; Rakap & Kaczmarek, 2010). The fact that teachers
develop their professional competencies for the education of students with special needs, have a positive attitude
towards students and exhibit positive behaviors can have a positive effect on the acceptance of students by their
peers, and therefore on their academic and social development (Aktan, 2021b).

The academic competence, professional preparation and experience of the teacher are significant variables
that affect the success of the students (Darling-Hammond, 2010). Additionally, teacher-student interaction in the
student's educational life and the quality of this interaction are essential factors in the emotional, social and
academic development of students (McGrath & Bergen, 2015). The teacher plays a critical role with her/his
attitudes and behaviors in providing social acceptance for individuals with special needs (Lindsay & McPherson,
2012). The negative attitudes and behaviors of teachers, typical developing peers, and other partners, who are the
elements of inclusive education, towards individuals with special needs may cause students to experience
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loneliness and social exclusion (De Boer et al., 2012). Studies have shown that interacting with students with
typical development (Di Maggio et al., 2022; Firat, 2021), positive attitudes of teachers (De Boer et al., 2011;
Monsen et al., 2014; Yu & Cho, 2022), teacher efficacy and classroom management skills are effective (Farmer et
al., 2018; Garrote et al., 2020) in ensuring social acceptance for individuals with special needs. However, problem
behaviors of individuals with special needs make social acceptance difficult (Bakkaloglu, Sucuoglu & Yilmaz,
2019, De Swart et al., 2022).

Aim of Study

When the literature is examined, it is seen that there are various studies on teachers for individuals with
special needs in Turkey. Researches were conducted on support services for individuals with special needs (Bozak
& Cay, 2023; Giirgiir et al., 2012; Yazarkan, 2020), attitudes towards individuals with special needs (Akdemir et
al., 2022; Bayar & Ustiin, 2017; Coskun et al., 2009; Kayhan et al., 2012; Pesen & Demirhan, 2021; Yatgm et al.,
2015), views on inclusion practices (Aktan, 2021a; Bakkaloglu et al., 2018; Batu et al., 2018; Kale et al., 2016;
Kocaoglu et al., 2023; Sucuoglu et al., 2014), the quality of inclusion practices (Bakkaloglu et al., 2017;
Bakkaloglu, Sucuoglu & Yilmaz, 2019; Giirgiir & Hasanoglu-Yazgayir, 2019), and teacher competencies for
inclusion practices (Babaoglan & Yilmaz, 2010; Bakkaloglu, Sucuoglu & Yilmaz, 2019; Toy & Duru, 2016;
Yaylact & Aksoy, 2016). When the researches are evaluated, it is seen that the current situation regarding the
different dimensions of inclusion practices is generally described in the studies, the teachers have negative
attitudes, the lack of knowledge and experience in the teachers, the insufficient undergraduate education for the
inclusion practices, the lack of cooperation among the stakeholders; On the other hand, it can be said that the
studies that include solutions to the problems are quite limited (Bakkaloglu et al., 2018; Batu et al., 2018; Deniz
& Coban, 2019; Giirgiir & Hasanoglu-Yazc¢ayir, 2019). In studies dealing with teachers' attitudes towards inclusive
practices, there are different findings regarding both positive and negative attitudes, mainly negative attitudes. In
some studies, teachers' attitudes towards inclusive practices were negative (Aktan, 2017; Ayvaz-Oztiirk, 2020;
Combs et al., 2010; Coskun et al., 2009; De Boer et al., 2011; Kayhan et al., 2012; Metin, 2018; Obiakor et al.,
2012; Rakap & Kaczmarek, 2010); while in some studies, contrary to this finding, teachers had positive attitudes
(Anilan & Kayacan, 2015; Bozarslan & Batu, 2014; Doganoglu & Bapoglu-Diimenci, 2015; Gal et al., 2010;
Galovi¢ et al., 2014; Giileryiiz & Ozdemir, 2015; Idol, 2006; Okyay et al., 2016; Rakap et al., 2016; Supriyanto,
2019; Todorovic et al., 2011).

The factors that affect teachers' negative attitudes towards inclusive education are that they lack
knowledge (Babaoglan & Yilmaz, 2010; Irmak, 2020; Yazg¢ayir & Giirgiir, 2021) and experience and that they do
not see themselves professionally enough (Bubpha et al., 2012; Kingston et al., 2017; Sharma, Simi et al., 2015;
Sucuoglu et al., 2015). Inclusion practices also aim to ensure the social acceptance of individuals with special
needs along with their academic and social development (Nowicki, 2003; Short & Martin, 2005). Negative
attitudes and professional inadequacies of teachers towards inclusion practices, together with the success of
inclusion practices, may negatively affect the role of the teacher in ensuring social acceptance for students with
special needs (Garrote et al., 2020; Opoku et al., 2021). In addition, teachers' positive attitudes and professional
competencies towards inclusive practices also affect the success of inclusive practices positively (Boyle et al.,
2011; Bhatnagar & Das, 2014; Shaddock et al., 2007; Van Steen & Wilson, 2020). Teachers' attitudes towards
inclusion practices can be improved by providing necessary professional competencies and support services
(Strnadova et al., 2022; Supriyanto, 2019). It was determined that teachers with positive attitudes towards students
with special needs had higher professional competence and were more successful in inclusion practices (Wilson
et al., 2022), and their social acceptance towards students with special needs was higher (Bosse et al., 2016).

Studies on the variables that affect teachers' social acceptance towards students with special needs are
quite limited, and this subject has started to take place in more researches in recent years (Garrote et al., 2020).
Teachers affect the social acceptance of students with their roles such as creating a positive learning environment
in the classroom, developing social relations between students, and giving students academic, social and emotional
feedback on development (Farmer et al., 2011; Hendrickx et al., 2017; Wullschleger et al., 2020). In the study
conducted by Garrote et al. (2020), it was determined that teachers' attitudes towards inclusive practices do not
affect social acceptance towards students, while classroom management skills affect social acceptance positively.
This result reveals that teacher efficacy towards inclusive practices is more effective than the attitude towards
inclusive practices in providing social acceptance for students (Soodak & McCarthy, 2006; Farmer et al., 2019).
Teachers directly affect the social acceptance of students with their attitudes and behaviors towards students. For
this reason, the teacher plays a key role in ensuring social acceptance and peer acceptance for the student
(Fernandes et al., 2021; Odluyurt & Batu, 2010; Schwab et al., 2022). The attitudes, beliefs, self-efficacy
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perceptions and professional competencies of teachers towards inclusion are strong predictors of the academic
achievement of individuals with special needs. (Dukmak et al., 2019; Ozokcu, 2018; Sharma & Nuttal, 2016). In
the researches, it was determined that the professional seniority of the teachers and their participation in the
professional development activities for the inclusion practices directly affect the attitude towards the inclusion
practices and the effectiveness of the inclusion practices (De Boer et al., 2011; Orakci et al., 2016). In some studies
in the literature, it was determined that teachers with special needs in their families and close circles are more
positive towards individuals with special needs (Aydogan, 2017; Kayhan et al., 2012).

In inclusion practices, the teacher is responsible for evaluating whether the teaching is successful in terms
of evaluating individuals with special needs in different areas according to their inadequacies and needs, planning
the teaching processes taking into account the assessment results, applying different methods and techniques
related to the teaching processes, and achieving the learning outcomes after the teaching is completed (Pit-ten Cate
et al., 2018; Rajendran et al., 2020). Teachers' social acceptance of individuals with special needs may also have
an impact on their professional competence. In addition, the professional competence of the teacher for students
with special needs and the continuation of his professional development in this regard can also contribute to the
teacher's behavior towards ensuring social acceptance (Aktan, 2021b). In addition, the gender of the teacher,
whether there is a person with special needs in his/her family and close environment, whether there is a person
with special needs in his/her class, his belief in inclusion practices, the type of disability of the individuals with
special needs in his/her class, his/her participation in professional development activities for inclusive education,
educational status, he/she is assigned educational level (preschool, primary school, secondary school, high school)
and professional seniority may also be variables that affect social acceptance. On the other hand, when the literature
is examined, it can be said that the absence of a study that directly addresses teachers' social acceptance levels of
individuals with special needs in the context of some variables (belief in inclusive practices, type of disability of
individuals with special needs in their class, participation in professional development activities for inclusive
education) discussed in the research is an important deficiency in terms of the literature. It can be said that the
research is very important because the variables that are likely to affect the social acceptance process of teachers
are addressed in the research, and the findings to be obtained contribute to teacher social acceptance and the quality
of inclusion practices. In addition, it is thought that the findings to be obtained in the study will contribute to the
studies on ensuring the effectiveness of inclusive practices, teacher training, education of individuals with special
needs, and social acceptance for individuals with special needs, considering the role of the teacher in ensuring
social acceptance for individuals with special needs. In this study, it was aimed to determine the social acceptance
levels of teachers working in schools at different education levels in Diizce for individuals with special needs. To
this end, answers to the following research questions are sought:

1. What is the level of social acceptance scores of teachers for individuals with special needs?

2. Is there a significant gender difference between teachers' social acceptance scores for individuals with
special needs?

3. Is there a significant difference between the social acceptance scores of teachers for individuals with
special needs in terms of whether there is a person with special needs in their own family and close
environment?

4. Isthere asignificant difference between the social acceptance scores of teachers for children with special
needs in terms of whether there is an individuals with special needs in their class or not?

5. Is there a significant difference between teachers' social acceptance scores for individuals with special
needs in terms of belief in inclusive practices?

6. Is there a significant difference between the social acceptance scores of the teachers in terms of the type
of disability of the individuals with special needs in their classes?

7. Is there a significant difference between the social acceptance scores of teachers for individuals with
special needs in terms of their participation in professional development activities for inclusive practices?

8. Is there a significant difference between the social acceptance scores of teachers for individuals with
special needs in terms of teachers' educational status? Is there a significant difference between the social
acceptance scores of teachers for individuals with special needs in terms of education level that the
teachers serve?
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9. Is there a significant difference between the social acceptance scores of teachers for individuals with
special needs in terms of professional seniority of teachers?

Method
Research Model

This study, which examines the social acceptance levels of teachers towards individuals with special
needs, was a descriptive study and designed as a survey model. In descriptive studies, it is tried to describe the
situation in detail and completely. Survey models are studies that describe a past or current situation as it is
(Biiyiikoztiirk et al., 2012). In survey research, the phenomenon, person, situation, event or objects are tried to be
explained by taking into account their own conditions and as they are (Karasar, 2016). In the research, the scanning
model was preferred in order to reveal in detail the possible variables that affect the social acceptance of teachers
towards individuals with special needs.

Research Study Group

The data of the study were obtained from 1433 teachers working in different education levels (preschool,
primary school, secondary school and high school) in the central district of Diizce province. The study was
performed with 1433 teachers on a voluntary basis. Some demographic characteristics of the teachers who
constitute the study group of the research are given in Table 1.

Table 1

Demographic Characteristics of the Teachers who Constituted the Study Group of the Research
Variable Variable type f %
Male 641 45
Gender Female 792 55
L . . . Yes 806 56
Individual with special needs in class None 627 a4
. . . . . Yes 818 57
Belief that inclusion practices are an effective model None 615 43
Individuals with special needs in the own family and Yes 212 15
close circle None 1221 85

SLD, ADHD, language and speech difficulties 370 46
Mental, autism spectrum disorder, multiple

disability 28 34
Disability status of the individuals with special needs  \/is/a| hearing, physical disability 88 11
I do not know the diagnosis of the individuals

with special needs. 70 9

0-5 years 147 21

6-10 years 295 10

Professional seniority 11-15 years 247 17
16-20 years 440 31

20 years and above 304 21

Participation in professional development activities Yes 578 40
for inclusive practices None 855 60
. Bachelor's degree 1133 79
Educational status Postgraduate degree 300 21
Preschool 306 21

- Primary school 398 28
Education level served Secondary school 401 28,
High school 328 23

Note: ADHD = attention deficit and hyperactivity disorder; SLD = specific learning disorder.

According to Table 1, the majority of the teachers participating in the research are female teachers. More
than half of the teachers have a person with special needs in their class. In addition, teachers believe that inclusive
practices are an effective model for the education of individuals with special needs. Most of the teachers do not
have special needs individuals in their families and close circles. There are students in different disability groups
in the teachers' classes, and the teachers with the most seniority are between 16-20 years of seniority. In the
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classrooms where the teachers work, there are students with special needs diagnosed with SLD and ADHD the
most. Majority of the teachers are undergraduate graduates and did not participate in professional development
activities for inclusion practices. Teachers working at secondary and primary school levels participated in the
research the most.

Data Collection Tools

In order to collect data in the study, the Teacher Social Acceptance Scale (TSAS) developed by Aktan
(2021a) was used. The scale, which was developed to determine the level of social acceptance of teachers for
individuals with special needs, consists of 31 items, 2 sub-dimensions and 5-point Likert-type responses, including
teacher social acceptance behaviors (TSAB) and development of social acceptance competencies (DSAC). On the
scale, there are items such as “I get information from experts according to the disability to recognize the individuals
with special needs in my class”, “I include activities that improve students' social skills in lessons” and “I make
my student with special need experience the feeling of success by giving them activities that are suitable for their
level”. The validity and reliability analyzes of the TSAS were performed again on the data set of the current study
consisting of 1433 people. In this context, Cronbach's alpha value of TSAS was calculated as .94. The validity of
the scale structure of the TSAS was examined by CFA. The results of TSAS's CFA fit indexes can be summarized
as follows: X?= 467, sd = 176 X?/sd = 2.65, RMSEA = 0.062, CFI = 0.94, GFI = 0.93, IFl = 0.92, CFI = 0.94,
AGFI = 0.90, SRMR = 0.062. These values were at the level of acceptable values according to the literature
(Schumacker & Lomax, 2010; Tabachnick & Fidell, 2013). It was determined that the 31-item scale form of TSAS
was a valid measurement tool for the current study.

Data Collection Process

Before starting the research, ethics committee approval was obtained from Diizce University Scientific
Research and Ethics Committee (Date: 20.12.2021, Decision no: 2021/338). Data were collected in February and
March 2022 after ethics committee approval. The measurement tool was applied to the teachers face to face. In
order to collect the data, an appointment was first requested from the school headmasters. Afterwards, the purpose
of the research was explained to the school headmasters and an application was made to the teachers in the schools.
The measurement tool was applied to the teachers face to face, usually in the teachers' room. Due to the topic being
up-to-date and interesting, the teachers showed interest in the research, and the majority of the teachers in the
schools where the application was made voluntarily participated in the research. The teachers were not interfered
with in filling out the scale form in any way, and the questions about the incomprehensible items were answered
by the researcher.

Data Analysis

Research data were analyzed with SPSS, AMOS and STATA programs. The scores of the scale and its
sub-dimensions were tested with the Kolmogrow-Smirnov (KS) test, and it was determined that the data did not
show normal distribution (p < .05). The skewness value of the scale varies between -1.641 and 1.801, and the
kurtosis value varies between -1.651 and -2.133. As a result of the analysis, it can be said that the scale scores do
not show a normal distribution (Tabachnick & Fidell, 2013). In addition, the multivariate normal distribution was
also examined using the “Doornik-Hansen multivariate normality test” in STATA 15 (2019). As a result of the
analysis, it was understood that the scale scores did not show a multivariate normal distribution. In cases where
the assumptions of parametric tests are not met, nonparametric tests, which are alternatives to parametric tests, can
yield stronger results (Green & Salkind 2005; Warner, 2020). For this reason, nonparametric test techniques, which
are alternatives to parametric tests, were used in the analyses (Kalayci, 2016). For these reasons, non-parametric
test techniques were used in data analysis.

Results

In this section, the findings regarding the social acceptance levels of teachers towards individuals with
special needs are included. In line with the sub-objectives of the research, the social acceptance levels of teachers
for students with special needs were determined. In addition, it was examined whether teachers' social acceptance
levels of students with special needs differed according to their variables (gender, whether there is a person with
special needs in their family and close environment, whether there is a person with special needs in their class,
their belief in inclusion practices, the type of disability of the individuals with special needs in their classes, their
participation in professional development activities for inclusion practices, the educational status of the teachers,
the level of education they work in, professional seniority). The findings obtained for the sub-problems determined
in line with the purpose of the research are presented below, respectively.
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The first sub-problem of the study is “1. What is the level of social acceptance scores of teachers for
individuals with special needs?” expressed as. TSAS used in the study has two sub-dimensions. Descriptive
statistics regarding the scores of the participants in the TSAS and sub-dimensions are given in Table 2.

Table 2
Descriptive Statistics on TSAS Scores for Individuals with Special Needs

Scale and factors N X Mod S Minimum Maksimum
TSAB 1433 85.91 95 8.18 49 95
DSAC 1433 50.34 60 9.67 21 60
TSAS 1433 136.26 155 15.42 75 155

Note: DSAC = development of social acceptance competencies; TSAB = teacher social acceptance behaviors; TSAS = teacher social
acceptance scale.

When Table 2 was examined, it was seen that the total scores of the participants' social acceptance scale
were (X = 136.26; Mod = 155). According to this, it was observed that the social acceptance levels of the teachers
participating in the research towards individuals with special needs were generally high in terms of total scores.
According to this result, it can be said that teachers generally approached individuals with special needs positively

in terms of social acceptance.

The second sub-problem of the study is “Is there a significant gender difference between the social
acceptance scores of teachers for individuals with special needs?” expressed as. According to the gender of the
teachers, whether there is a significant difference between social acceptance scores was tested with the Mann
Whitney U Test, since the data did not show normal distribution. The results regarding the social acceptance levels
of teachers towards individuals with special needs by gender are given in Table 3.

Table 3
Mann Whitney U Test Results Regarding Students' Social Acceptance Levels by Gender
Scale and factors Gender N Mean rank Total rank U P
TS e a2 w7z owaeo0 1980 om0
DSAC e a2 B2z eamo /88900 000
TAS el 7o e i S

Note: DSAC = development of social acceptance competencies; TSAB = teacher social acceptance behaviors; TSAS = teacher social
acceptance scale.

According to the data in Table 3, depending on the gender, it was observed that there was a significant
difference in the social acceptance scores of teachers for individuals with special needs both in a general scale
(TSAS: U =167227.50, p <.05) and sub-dimension scales (TSAB: U =182378.00, p <.05; DSAC: U =178389.00,
p <.05). When the mean rank of social acceptance was examined, it was seen that this difference in general scale
and sub-dimensions was in favor of female teachers. According to this, it was observed that the social acceptance
levels of female teachers towards individuals with special needs were higher than male teachers. In addition to
this, it can be said that female teachers were more positive than their male colleagues in terms of developing social
acceptance behaviors and social acceptance competencies.

Findings and Interpretation regarding the Third Research Question

The third sub-problem of the study is “Is there a significant difference between the social acceptance
scores of teachers for individuals with special needs in terms of whether there is a person with special needs in
their own family and close environment?”” expressed as. The Mann Whitney U Test was used to test whether there
was a significant difference between the social acceptance scores of the teachers according to whether there were
individuals with special needs in their own family and close environment. Table 4 shows the results of teachers'
social acceptance scores according to whether there are individuals with special needs in their families and close
circles.
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Table 4

Mann Whitney U Test Results Regarding Teachers' Social Acceptance Scores for Inclusive Students According to
Whether There are Individuals with Special Needs in their own Families and Close Circles

Individuals with special needs in

Scale and factors their own family and close circles N Meanrank  Total rank u P
TSAB No 1221 264 ssrolrs 1188680000
DSAC No 1221 63  seaisac 11646200 000
Bl USES wews on

Note: DSAC = development of social acceptance competencies; TSAB = teacher social acceptance behaviors; TSAS = teacher social
acceptance scale.

According to the data in Table 4, depending on whether there is an individual with special needs in the
own family and close circle, the social acceptance scores of teachers for individuals with special needs in general
scale (TSAS: U =109887.50, p <.05) and sub-dimensions (TSAB: U =111886.50, p <.05; DSAC: U =116462.00,
p < .05) seemed to make a significant difference. When the mean rank of social acceptance was analyzed, it was
seen that this difference in the overall scale and sub-dimensions was in favor of teachers who had individuals with
special needs in their families and close circles. This result can be explained by the higher awareness of teachers
who have individuals with special needs in their families and close circles.

The fourth sub-problem of the study is “Is there a significant difference between the social acceptance
scores of teachers for individuals with special needs in terms of whether or not they are individuals with special
needs in their class? expressed as. The Mann Whitney U Test was used to test whether there was a significant
difference between the social acceptance scores of the teachers according to whether they had individuals with
special needs in their classes or not. The results of the social acceptance scores of the teachers participating in the
study according to whether they have individuals with special needs in their classes are given in Table 5.

Table 5

Mann Witney U Test Results Regarding Teachers' Social Acceptance Scores for Individuals with Special Needs
According to Whether There are Individuals with Special Needs in their own Family and Close Environment

Individuals with special

Scale and factors needs in their classes N Mean rank Total rank U P
T % mE En meww o
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Note: DSAC = development of social acceptance competencies; TSAB = teacher social acceptance behaviors; TSAS = teacher social
acceptance scale.

According to the data in Table 5, depending on whether there is an individuals with special needs in their
classes, the social acceptance scores of teachers for individuals with special needs in general scale (TSAS: U =
236864.50, p < .05) and sub-dimensions (TSAB: U = 222674.50, p <.05; DSAC: U = 243356.00, p < .05) seemed
to make a significant difference. When the mean rank of social acceptance scores was examined, it was seen that
this difference in overall scale and sub-dimensions was in favor of teachers who do not have individuals with
special needs in their classes. Contrary to the teacher who did not have an individuals with special needs in her/his
class, the fact that the teacher who has the individuals with special needs has a lower social acceptance score is a
result that should be questioned in terms of the aims of inclusive education. It can be said that the problems arising
from the individuals with special needs and the inadequacy of the professional competencies of the teachers in
inclusive education were effective in the lower social acceptance scores of the teachers.

The fifth sub-problem of the study is “Is there a significant difference between teachers' social acceptance
scores for individuals with special needs in terms of their belief in inclusive practices?”” expressed as. According
to the teachers' belief that inclusive practices are an effective model, whether there is a significant difference
between social acceptance scores was tested with the Mann Whitney U Test. The results regarding the social
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acceptance scores of teachers according to their belief that inclusive paractices are an effective model are given in
Table 6.

Table 6

Mann Whitney U Test Results Regarding Teachers' Social Acceptance Scores According to the Belief That
Inclusive Education is an Effective Model

Belief that inclusive practices

Scale and factors are an effective model N Mean rank Total rank u P
T8 No 65 a0 oosps0 220 000
WM I wew o
TAS No ols  araze  oosssop 0300 000

Note: DSAC = development of social acceptance competencies; TSAB = teacher social acceptance behaviors; TSAS = teacher social
acceptance scale.

According to the data in Table 6, depending on the belief that inclusive practices are an effective model,
the social acceptance scores of teachers for individuals with special needs on a general scale (TSAS: U =40135.00,
p < .05) and sub-dimensions (TSAB: U = 72382.50, p < .05; DSAC: U = 61083.50, p < .05) seemed to make a
significant difference. When the mean rank was investigated according to the belief of the teachers that inclusive
practices are an effective model, it was seen that this difference in general scale and sub-dimensions was in favor
of the teachers who think that inclusive practices are an effective model. It can be said that teachers who believed
that practices are an effective model had higher social acceptance towards individuals with special needs and are
more positive towards students.

The sixth sub-problem of the research is “Is there a significant difference between the social acceptance
scores of the teachers in terms of the type of disability of the individuals with special needs in their classes?”
expressed as. The Mann Whitney U Test was used to test whether there was a significant difference between the
social acceptance scores of the individuals with special needs in the teachers' classrooms according to the type of
disability. The results of the social acceptance scores of the teachers according to the type of disability of
individuals with special needs in the classrooms are given in Table 7.

Table 7

Kruskal Wallis Test Results Regarding Social Acceptance Scores of the Teachers According to the Disability
Group of the Individuals with Special Needs in the Classes

Scale and factors Disability group N Mean rank X2 sd p Dunn
1) _SITD, ADHD, language and speech 370 449 05
difficulties 91
TSAB 2) Mental, autism spectrum disorder, 216.276 2 .000

. o 278 221.94 2-3
multiple disability
3) Visual, hearing, physical disability 88 492.84

1) SLD, ADHD, language and speech

o 370 448.76
difficulties 9.1
DSAC 2) Me_ntal, a_lutls_rr_l spectrum disorder, 278 296.04 202.944 2 .000 2.3
multiple disability
3) Visual, hearing, physical disability 88 481.07
1) _SITD, ADHD, language and speech 370 45971
difficulties 91
TSAS 2) Mental, autism spectrum disorder, 278 205.43 265.735 2 .000 2.3

multiple disability
3) Visual, hearing, physical disability 88 500.16
Note: DSAC = development of social acceptance competencies; TSAB: teacher social acceptance behaviors; TSAS = teacher social acceptance
scale.

According to the data in Table 7, depending on the disability group of the individuals with special needs
in the class, it was observed that there was a significant difference in the social acceptance scores of teachers for
individuals with special needs on a general scale (TSAS: X? = 265.735, p < .05) and its sub-dimensions (TSAB:
X?2=216.276, p < .05); DSAC: (X% = 202.944, p < .05). In order to determine between which disability groups this
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difference is, the nonparametric Dunn's multiple comparison test was applied, which gave preventive and reliable
results for trial errors compared to other comparison tests, since the data did not show normal distribution. When
the mean rank was examined, it was observed that this difference in general and sub-dimensions was in favor of
the teachers having the mental, autism and multiple disability groups in their classes; and the social acceptance
scores of the teachers having the mental, autism and multiple disability groups were lower compared to the other
disability groups. One can say that individuals with special needs with intellectual disability, autism and multiple
disabilities consist of students who have problems in terms of academic achievement, social relations,
communication skills and in-class peer relations compared to the individuals with special needs in other disability
groups in terms of the characteristics of the disability group. It can be said that this situation has an effect on
teachers' social acceptance.

The seventh sub-problem of the research is “Is there a significant difference between the social acceptance
scores of teachers for individuals with special needs in terms of their participation in professional development
activities (PDA) for inclusive practices?” expressed as. The Mann Whitney U Test tested whether there was a
significant difference between the social acceptance scores of teachers according to their participation in
professional development activities for inclusive practices. The results regarding the social acceptance scores of
teachers according to their participation in PDA for inclusive education are given in Table 8.

Table 8

Mann Whitney U Test Results Regarding Teachers' Social Acceptance Scores According to Their Participation
in Professional Development Activities for Inclusive Education

Participation in PDA for

Scale and factors inclusive practices N Mean rank Total rank U P
T WS wmw o
WIS SO mowe o
e LW SESN e oo

Note: DSAC = development of social acceptance competencies; TSAB = teacher social acceptance behaviors; TSAS = teacher social
acceptance scale.

According to the data in Table 8, depending on the status of participating in professional development
activities for inclusive practices, the social acceptance scores of teachers for individuals with special needs on a
general scale (TSAS: U = 31128.00, p < .05) and its sub-dimensions (TSAB: U =50792.50, p < .05; DSAC: U =
55829.00, p < .05) seemed to make a significant difference. When the mean rank of social acceptance of the
teachers was examined, it was seen that this difference in overall scale and sub-dimensions was in favor of the
teachers participating in the professional development activities of inclusive practices. It can be said that
professional development activities for inclusive practices have a positive effect on teachers' social acceptance of
individuals with special needs.

The eighth sub-problem of the study is “Is there a significant difference between the social acceptance
scores of teachers for inclusion students in terms of teachers' educational status?”” expressed as. The Mann Whitney
U Test was used to determine whether there was a significant difference between the social acceptance scores of
the teachers according to their educational status. The results of teachers' social acceptance scores for individuals
with special needs according to their educational status are given in Table 9.

Table 9

Mann Whitney U Test Results Regarding Teachers' Social Acceptance Scores According to their Educational
Status

Scale and factors Education level N Mean rank Total rank U P
TSAB  oocedseaion 300 6oara  aeatpso 102880 292
DSAC o uscedseation 300 G028 lomopasy  1SBMS0  007
TSAS  pocraulosduion 300 Grof2  oomdso0 1000 080

Note: DSAC = development of social acceptance competencies; TSAB = teacher social acceptance behaviors; TSAS = teacher social acceptance scale.
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According to the data in Table 9, depending on the education level, it was observed that there was no
significant difference in the social acceptance scores of teachers for individuals with special needs on a general
scale (TSAS: U = 158796.00, p > .05) and TSAB sub-dimensions (TSAB: U = 163268.50 p > .05) while there was
a significant difference in the DSAC sub-dimension (DSAC: U = 152934.50, p < .05). When the mean rank of the
DSAC sub-dimension was examined according to the education levels of the teachers, it was seen that this
difference was in favor of the teachers with postgraduate education. According to this result, it can be said that
teachers with a postgraduate education have higher scores compared to teachers with Bachelor's degrees in
developing social acceptance competencies for individuals with special needs. According to this result, it can be
deduced that the professional competencies gained by graduate education positively affect the development of
teachers in terms of social acceptance competencies.

The ninth sub-problem of the study is “Is there a significant difference between the social acceptance
scores of teachers for individuals with special needs in terms of the education level that the teachers serve?”
expressed as. According to the education level of the teachers, whether there is a significant difference between
social acceptance scores was tested with the Kruskal Wallis Test, since the data did not show a normal distribution.
The results of the social acceptance scores of the teachers according to the education level they serve in are given
in Table 10.

Table 10

Kruskal Wallis Test Results Regarding Teachers' Social Acceptance Scores According to the Level of Education
They Serve

Scale and factors School type N Mean rank X2 sd p Dunn
1. Preschool 306 822.26
2. Primary school 398 724.54 1-2
TSAB 3. Secondary school 401 656.30 30924 3 .000 23
4. High school 328 683.86
1. Preschool 306 845.43
2. Primary school 398 756.82
DSAC 3. Secondary school 401 630.36 58.369 3 000 2-3
4. High school 328 654.78
1. Preschool 306 843.33
2. Primary school 398 754.33 1-2
TSAS 3. Secondary school 401 636.84 55.001 3 000 2-3
4. High school 328 651.85

Note: DSAC = development of social acceptance competencies; TSAB = teacher social acceptance behaviors; TSAS = teacher social
acceptance scale.

According to the data in Table 10, depending on the education level they serve, it was observed that there
was a significant difference in the social acceptance scores of teachers for individuals with special needs both on
a general scale (TSAS: X? = 55.001, p < .05) and sub-dimensions (TSAB: X? = 30.924, p < .05; DSAC: X2 =
58.369, p < .05). Nonparametric Dunn's multiple comparison test was applied to determine to which levels this
difference was. When the mean rank was examined, in the overall scale and in the TSAB sub-dimension, those
working at the pre-school education level had higher acceptance scores for individuals with special needs
compared to the teachers working at the primary school level, and the teachers working at the primary school
education level compared to the teachers working at the secondary education level. It was seen that the teachers
working at the preschool and primary school levels differed positively from the other levels in terms of their social
acceptance behaviors. When the mean rank was examined, it was seen that the teachers working at the secondary
school level had the lowest social acceptance scores. At the secondary school level, the academic success anxiety
of both students and teachers was higher compared to other levels due to exam-oriented teaching. It can be said
that the academic success expectations and concerns of the teachers and the academic and behavioral problems of
the individuals with special needs are effective on this result. In terms of developing social acceptance
competencies, it was seen that the teachers working at the primary school level were more positive than the teachers
working at the secondary school education level.

The tenth sub-problem sub-problem of the study is “Is there a significant difference between the social
acceptance scores of teachers for individuals with special needs in terms of teachers' professional seniority?”
expressed as. According to the professional seniority of the teachers, whether there is a significant difference
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between social acceptance scores was tested with the Kruskal Wallis Test. The results regarding the social
acceptance scores of the teachers according to their professional seniority are given in Table 11.

Table 11
Kruskal Wallis Test Results Regarding Teachers' Social Acceptance Scores by Professional Seniority

Scale and factors Professional seniority N Mean rank X2 sd p Dunn

1. 0-5 years 147 535.37
2. 6-10 years 295 507.53 2-1

TSAB 3. 11-15 years 247 683.64 198.526 4 .000 3-1
4. 16-20 years 440 768.58 4-1
5. 20 years and above 304 946.99
1. 0-5 years 147 497.88 3-1
2. 6-10 years 295 430.82 3-2

DSAC 3. 11-15 years 247 754.07 258.190 4 .000 4-1
4. 16-20 years 440 781.95 4-2
5. 20 years and above 304 943.89 4-3
1. 0-5 years 147 494.47 3-1
2. 6-10 years 295 433.82 3-2

TSAS 3.11-15 years 247 729.80 282.054 4 .000 4-1
4. 16-20 years 440 774.97 4-2
5. 20 years and above 304 975.57 4-3

Note: DSAC = development of social acceptance competencies; TSAB = teacher social acceptance behaviors; TSAS = teacher social
acceptance scale.

According to the data in Table 11, depending on their professional seniority, it was observed that there
was a significant difference in the social acceptance scores of teachers for individuals with special needs both on
a general scale (TSAS: X? = 282.054, p < .05) and sub-dimensions (TSAB: X? = 198.256, p < .05; DSAC: X? =
258.190, p < .05). In order to determine which seniority this difference was, nonparametric Dunn's multiple
comparison test was applied. It was seen that as the professional seniority increased across all seniorities in the
overall scale and sub-dimensions, the social acceptance scores of the teachers differed in favor of the teachers in
higher seniority. In this case, it can be said that as a result of the increase in the professional experience of teachers
in inclusive education, they are more successful in the education of individuals with special needs and this situation
affects their social acceptance positively. When the sub-dimensions of the scale were examined, it can be said that
teachers with more professional experience exhibit more social acceptance behaviors and are open to professional
competence development compared to less experienced teachers.

Discussion

According to the results of the research, it is seen that the social acceptance scores of the teachers who
make up the study group for the individuals with special needs are generally high. According to this result, it can
be said that teachers have high social acceptance towards individuals with special needs. Social acceptance can be
expressed as the positive attitudes of individuals with typical development towards individuals with special needs
and seeing them as other people (Ozyiirek, 2016). Teachers, who provide social support to students without
discrimination, play a key role in the success of inclusive practices and in ensuring the social acceptance of
individuals with special needs (Noreen et al., 2019). The teacher's attitudes and behaviors towards individuals with
special needs positively affect the social acceptance of individuals with special needs by other students (Blazar &
Kraft, 2017). Based on the research findings, it can be said that the high level of social acceptance of teachers for
individuals with special needs who continue inclusion practices is an important finding in terms of teachers being
positive role models for students with their social acceptance behaviors and ensuring social acceptance in inclusion
practices (Garrote et al., 2020). The high social acceptance of teachers towards individuals with special needs
positively affects their students' social acceptance towards their peers (David & Kuyini, 2012; Shady et al., 2013).
On the other hand, this finding obtained from the some research and the some research results (Aktan, 2017;
Ayvaz-Oztiirk, 2020; Combs et al., 2010; Coskun et al., 2009; De Boer et al., 2011; Kayhan et al., 2012; Metin,
2018; Obiakor et al., 2012; Rakap & Kaczmarek, 2010), on teachers' negative attitudes towards individuals with
special needs differ. Detailed research can be done on the reasons for this difference. eta

It was determined that there was a significant difference between the social acceptance scores of teachers
for individuals with special needs in general scale and sub-dimensions according to gender, and this difference
was in favor of female teachers. According to this result, it can be said that female teachers had higher levels of
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social acceptance towards individuals with special needs and that they were more positive than their male
colleagues in terms of developing social acceptance behaviors and social acceptance competencies. Studies have
also found that female teachers are more positive towards individuals with special needs and inclusive education
than male teachers (Alghazo & Naggar Gaad 2004; Mouchritsa et al., 2022; Saloviita, 2020). In some studies,
contrary to the research findings, it was found that male teachers approach individuals with special needs more
positively (Ahmmed et al., 2012; Bhatnagar & Das, 2014; Ernst & Rogers, 2009; Sharma, Shaukat et al., 2015).
Considering the different findings in the research results (Bayar & Ustiin, 2017; Inceler & Ozder, 2020; Saloviita,
2020), it can be said that there is a need for more in-depth research on teachers' acceptance levels for individuals
with special needs.

It was observed that there was a significant difference between the social acceptance scores of the teachers
for individuals with special needs in the overall scale and sub-dimensions in terms of whether there is a person
with special needs in their own family and close circle, and this difference is in favor of teachers having individuals
with special needs in their own family and close circle. This result can be explained by the fact that teachers, who
have individuals with special needs in their families and close circles, are more aware of individuals with special
needs. In some studies in the literature, it has been determined that teachers who have special needs individuals in
their families and close circles have a more positive approach towards individuals with special needs (Aker, 2014;
Aydogan, 2017; Colak & Cetin, 2014; Danyoli, 2017; Giiven & Aydin, 2007; Kayhan et al., 2012; Ozcan &
Karaoglu, 2021; Pesen & Demirhan, 2021). In some studies, contrary to our research findings, it has been
determined that the presence of individuals with special needs in and around the own family did not affect the
sensitivity towards individuals with special needs (Baskonus & Oztiirk, 2023; Filiz, 2021; Kayhan et al., 2012;
Pamuk, 2016; Sar1 & Bozgeyikli, 2003; Yarali, 2015).

It was seen that there was a significant difference between the social acceptance scores of the teachers for
individuals with special needs in the overall scale and sub-dimensions in terms of whether there is an individuals
with special needs in their classes, and these differences are in favor of teachers not having individuals with special
needs in their classes. Contrary to the teacher who does not have an individuals with special needs in her/his class,
it can be said that the fact that the teacher who teaches the individuals with special needs has a lower social
acceptance score is a result that should be questioned in terms of the aims of the inclusive practices. It can be stated
that this finding is an important risk and problem for the success of inclusion practices. In some studies (De Boer
et al., 2011; Sadioglu et al., 2013; Yilmaz & Batu, 2016), it has been determined that the views of teachers who
have individuals with special needs in their classes are negative, while the views of teachers who do not have
individuals with special needs in their classes are more positive (Engin et al., 2014; Giiney, 2019; Ozdemir, 2010).
On the other hand, it has been determined that teachers who have a negative attitude towards inclusive practices
tend not to accept individuals with special needs in their classes if they are given the opportunity to choose (Bukvié,
2014). It can be said that the fact that individuals with special needs have academic and behavioral problems (Krull
et al., 2014) and that teachers do not consider themselves sufficient in teaching individuals with special needs
(Duncan et al., 2021; Sharma, Simi et al., 2015) are effective in teachers' having lower social acceptance scores.
In addition to this, it has been determined in studies conducted that teachers have concerns about having the
necessary professional competencies to individualize learning for individuals with special needs and to manage
the processes for inclusive practices (Costello & Boyle, 2013; Hunter-Johnson et al., 2014). It can be said that the
lack of professional competence and skills of teachers for individuals with special needs negatively affects their
social acceptance towards individuals with special needs. In some studies, it was determined that the professional
competencies and skills of teachers towards individuals with special needs positively affect the attitude towards
individuals with special needs (Avramidis & Norwich 2002; De Boer et al., 2011; Pit-ten Cate et al., 2018; Rekaa
et al., 2019; Scanlon et al., 2022).

When the results of the study were examined, it was identified that there was a significant difference
between the social acceptance scores of the teachers for individuals with special needs in the overall scale and sub-
dimensions according to the belief that inclusive education is an effective model, and these differences were in
favor of teachers who thought that inclusive education is an effective model. It can be said that teachers who
believe that inclusive education is an effective educational model for the education of individuals with special
needs have high social acceptance for individuals with special needs and are more positive towards students.
Teachers' beliefs and attitudes towards inclusive education are very important variables in terms of the success of
inclusive education and their performance in the classroom (Avramidis & Norwich, 2002; Saloviita, 2020). In
studies on teachers' beliefs about inclusive education, it was determined that teachers approached inclusive
education positively (Saloviita, 2020; Woodcock, 2021), and at the same time, they did not consider themselves
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sufficient in terms of inclusive practices in spite of the positive beliefs (Rihter & Poto¢nik, 2020). However, in
some studies, it was determined that teachers' beliefs that inclusive practices are an effective education model were
neutral or negative (Civitillo et al., 2016; De Boer et al., 2011; Zoniou-Sideri & Vlachou, 2006). It was determined
that the lack of professional competencies (Bubpha et al., 2012; Kingston et al., 2017; Sharma, Simi et al., 2015;
Sucuoglu et al., 2015) and the inability to find enough time in the teaching processes for students with special
needs (Altun & Filiz, 2020; Blecker & Boakes, 2010; Giirgiir & Uzuner, 2010; Horne & Timmons, 2009; Nayir &
Karaman-Kepenekci, 2013; Zeybek, 2015) were effective in having this belief. It was been determined that
teachers who believe that inclusive practices are an effective model in teaching all students provide more positive
feedback to students, have less anxiety, and have lower expectations for failure, compared to their colleagues who
have negative beliefs about inclusive practices (Woodcock, 2021). According to the research findings, it can be
said that teachers who believe that inclusive practices are an effective education model approach inclusive practices
more positively and this situation positively affects their social acceptance of individuals with special needs.

It was determined that there was a significant difference between the social acceptance scores of the
teachers for individuals with special needs in the overall scale and sub-dimensions according to the disability group
of the individuals with special needs in their classroom, this difference was in favor of teachers who have students
in mental, autism and multiple disability groups in their classes in general scale and sub-dimensions, and the social
acceptance scores of the teachers having students in the mental, autism and multiple disability groups in their
classrooms are lower compared to the other disability groups. It can be said that in terms of the characteristics of
the disability group, individuals with special needs with intellectual disability, autism and multiple disabilities
consist of students who need more support in terms of academic success, social skills, communication skills and
behaviors and they experience problems in the classroom compared to the individuals with special needs in other
disability groups (Cihak, 2011; Mastropieri & Scruggs, 2010; Westling & Fox, 2009). It can be said that this
situation has an effect on teachers' social acceptance. In the study conducted by Forlin et al. (1996), it was
determined that the social acceptance of teachers for individuals with mental disabilities with special needs is
lower than those of students with special needs with physical disabilities. According to the results of another study,
it was determined that while teachers tend to accept physically and visually impaired students more in their classes
compared to mentally disabled and hearing-impaired students, and students with more than one disability were
least accepted by teachers (Zoniou-Sideri & Vlachou, 2006). Children with emotional/behavioral disabilities and
multiple disabilities have more difficulty in social acceptance than children with physical, visual, hearing or speech
difficulties (McCoy & Banks, 2012). According to the results of the research, it can be said that the type of
disability of individuals with special needs is effective on the social acceptance of teachers towards inclusion
students.

When the results of the study were examined, it was determined that there was a significant difference
between the social acceptance scores of the teachers for individuals with special needs in the overall scale and sub-
dimensions in terms of their participation in professional development activities for inclusive practices, and these
differences were in favor of teachers participating in professional development activities for inclusive practices.
According to this result, it can be said that professional development activities for inclusive education positively
affect teachers' social acceptance of individuals with special needs. Studies have shown that teachers' lack of
professional knowledge, understanding and skills towards inclusive education are the source of negative teacher
attitudes as unintentional attitude barriers (Cassady 2011; Shady et al., 2013). Professional development activities
aim to improve teachers' professional knowledge, skills and attitudes in order to improve teachers' professional
competencies and to have a positive effect on students' learning outcomes (Darling-Hammond et al., 2017). It can
be deduced that teachers who participate in professional development activities for inclusive practices improve
their professional knowledge and skills regarding inclusive practices, and this situation positively affects teachers'
social acceptance of individuals with special needs.

It was determined that there was no significant difference between the social acceptance scores of the
teachers for the individuals with special needs in the overall scale and TSAB sub-dimension, while there was a
significant difference in the DSAC sub-dimension. When the mean rank of the DSAC sub-dimension was
examined according to the education levels of the teachers, it was seen that this difference was in favor of the
teachers with postgraduate education. According to this result, it can be said that teachers with a postgraduate
education have higher scores compared to teachers with Bachelor's degrees in developing social acceptance
competencies for individuals with special needs. Postgraduate education contributes to positive changes by
influencing students, colleagues, school and therefore the education system through the knowledge and skills it
brings to teachers. It can be said that postgraduate education is an important education and development process
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in that it affects the development of the stakeholders that make up the education system as well as professional
and personal development (Aktan, 2020, Gokge et al., 2022; Kovalchuck & Vorotnykova, 2017). According to
this result, it can be deduced that the professional and personal competencies gained by postgraduate education
positively affect the development of teachers in terms of social acceptance competencies. Similarly, in some
studies, it was determined that as the educational status of teachers increased, they were more positive towards
individuals with special needs (Mngo & Mngo, 2018; Sharma et al., 2009).

It was determined that there was a significant difference between the social acceptance scores of the
teachers for the individuals with special needs, in overall scale and sub-dimensions, according to the education
level they worked. In the overall scale and TSAB sub-dimension, it was determined that those who worked at the
preschool education level had higher acceptance scores for individuals with special needs compared to the teachers
who worked at the primary school level, and those who worked at the primary school education level had higher
acceptance scores compared to the teachers who worked at the secondary education level. It was determined that
the teachers working at the preschool and primary school levels were more positive in terms of the scores related
to the sub-dimensions of the social acceptance scale compared to the teachers working at other levels. In the
studies, it was determined that the teachers working at the preschool and primary school level approached inclusive
practices more positively than the teachers working at the other level (Emam & Mohamed, 2011; Stemberger &
Kiswarday, 2018), and as the levels increased, teacher support for individuals with special needs decreased
(Demirbilek & Levent, 2020). In this context, it can be said that the results of the research are similar to the
findings. According to the results of the study, it was seen that the teachers working at the secondary school level
had the lowest social acceptance scores. At the secondary school level, academic success anxiety of both students
and teachers is higher compared to other levels due to a teaching focused on the high school transition exam. It
can be said that this situation causes teachers to not be able to allocate enough time to individuals with special
needs, and the pressure of exams also causes a decrease in peer interaction. According to the findings of research
conducted on secondary school teachers, it was determined that teachers had concerns such as not being able to
train the subjects in the secondary education transition process, attributing student failure to the teacher, they felt
under pressure, and these situations negatively affect their professional motivation (Cakioglu & Ergen, 2022; Cetin
& Unsal, 2019; Goldhaber & Karetz, 2018; Sad & Sahiner, 2016). It can be said that teachers' expectations and
concerns about academic success and academic and behavioral problems of individuals with special needs are also
effective on this result. In terms of developing social acceptance competencies, it was seen that the teachers
working at the primary school level were more positive than the teachers working at the secondary education level.
This situation can be explained by the fact that the teachers working at the primary school level are together with
the individuals with special needs in all lessons and interact more with the students compared to the teachers
working at the secondary school level.

It was observed that there was a significant difference between the social acceptance scores of the teachers
for individuals with special needs in the overall scale and sub-dimensions in terms of their professional seniority.
In overall scale and sub-dimensions, it was seen that as the professional seniority of the teachers' increased, the
social acceptance scores of the teachers increased in favor of the teachers in the upper seniority. When the sub-
dimensions of the scale were examined, it can be said that teachers with more professional experience exhibit more
social acceptance behaviors and are open to professional competence development compared to less experienced
teachers. In some studies, it was observed that as the professional seniority of the teachers' increases, their social
acceptance level increases (Alghazo & Naggar Gaad, 2004; Forlin et al., 1996) and that they support inclusive
practices more (Mngo & Mngo, 2018). According to this result, it can be said that as a result of the increase in the
professional experience of the teachers in inclusive practices, they are more successful in the education of
individuals with special needs and this situation affects their social acceptance positively.

Recommendations

According to the research findings, among the social acceptance levels of teachers towards individuals
with special needs; It was determined that there was a significant difference in terms of gender, whether there were
individuals with special needs in the family and close environment, whether there were children with special needs
in the teachers' classrooms, and the belief that inclusive practices were an effective model. In addition, among
teachers' social acceptance levels for individuals with special needs; It was determined that there was a significant
difference according to the disability type of individuals with special needs, their participation in professional
development activities for inclusion practices, their education level and professional seniority variables. In line
with the findings obtained in the research, the following suggestions were presented to ensure teachers' social
acceptance of individuals with special needs:
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1. In the study, it was determined that the social acceptance levels of teachers who have individuals with
special needs in their classes are lower. This finding is an important risk and problem for the success of
inclusive practices. In-depth research can be done on the reasons for this situation.

2. It was determined that teachers who believe that inclusive education is an effective model have higher
social acceptance. In inclusion practices, good practices can be disseminated among teachers and
mentorship of experienced teachers can be benefited from inclusion practices.

3. Professional development activities for teachers can be increased by taking into account the professional
development activities for inclusive education and the contribution of postgraduate education to social
acceptance. Postgraduate education can be encouraged.

4. In order to improve teachers' professional competencies for inclusive practices, teachers' knowledge
levels and teaching skills regarding different types of disabilities can be improved.

5. As the level of education increases, in-depth research can be conducted on the causes of low social
acceptance for individuals with special needs.

Limitations

In this study, which examines the social acceptance levels of teachers working at different education
levels towards individuals with special needs, the results of the study should be evaluated by considering the
following limitations. First of all, the study is limited to the findings obtained with quantitative methods and data
collection tools. A second limitation is the inability to use qualitative methods and data collection tools, along with
quantitative methods and data collection tools, and therefore the inability to provide a method and data diversity
in the study. The use of only the social acceptance scale as a data collection tool for teacher social acceptance in
the study can be expressed as a third limitation. The study group of the research is a relatively small province
located in the Western Black Sea Region of Turkey compared to other provinces. The fourth limitation is that the
study group is not wide enough to cover more than one province.
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Oz

Giris: Oz bakim becerileri Otizm Spektrum Bozuklugu (OSB) tamili ¢ocuklarin bagimsiz yasam becerilerini
desteklemek icin gereken temel becerilerdendir. Alanyazinda bu kapsamda kullanilan programlarin oldugu (6r.
Otistik Cocuklar I¢in Davranigsal Egitim Programi [OCIDEP]); ancak sinirli sayida arastirmada yer aldidi
gOriilmistiir. Bu arastirma ile bu smirlilik giderilmek istenmistir. Bu nedenle arastirmada “Portage Destekli
Anne Egitim Programi”nin OSB’li ¢ocugun 6z bakim gelisimi tizerindeki etkisinin incelenmesi amaglanmistir.
Bu amag¢ dogrultusunda “Programin OSB’li ¢ocugun sivi sabun ile el yikama, catal ile yemek yeme, fermuarli
ceket giyme davranisi lizerindeki etkileri incelenmis, davranislarin genellenebilirlik ve kalicilik diizeylerine
bakilmis, annenin goriisleri alinmistir.

Yontem: Tek denekli arastirma modellerinden davramiglar arasi ¢oklu baglama modeli kullanilmistir.
Katilimcilar 4 yas 5 aylik OSB’li erkek ¢ocuk ve 38 yasindaki annesidir. Bagimli degiskenler sivi sabun ile el
yikama, catal ile yemek yeme, fermuarl ceket giyme davranislaridir. Bagimsiz degisken “Portage Destekli Anne
Egitim Program1™dir.

Bulgular: Veriler analiz edilerek ¢izgi grafiklerine aktarilmigtir. Bulgular incelendiginde, programin OSB’li
gocugun sivi sabun ile el yikama, ¢atal ile yemek yeme, fermuarli ceket giyme davraniglart iizerinde olumlu
etkisinin oldugu, ¢ocugun davraniglari genelleyebildigi, etkinin kalici ve programin uygulanabilir oldugu
gOriillmiistiir.

Tartisgma: Bulgular alanyazin ¢ergevesinde tartisilmistir. Alanyazinda arastirma bulgulari ile benzerlik gosteren
aragtirmalara ulagilmigtir. Bulgulara gore program OSB’li ¢ocugun 6z bakim gelisimi i¢in etkili, kalici ve
uygulanabilirdir.

Sonuc¢ ve Oneriler: Programm OSB’li cocugun 6z bakim gelisimi igin etkili, annesi i¢in uygulanabilir oldugu
goriilmiistiir. Bu sonuca gore; bu arastirmanin daha fazla sayida OSB’li ¢ocuk ve annesi ile galigilarak
genisletilmesi, bagka arastirmalarda baba katilimi ile gergeklestirilmesi 6nerilebilir.
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Giris
Geligim, 6nemli bir kavramdir. Bir kavram olarak gelisim; organizmanin ddllenmeden &lene kadar
fiziksel, dil, duygusal, biligsel ve sosyal alanlarda ileri yonlii bir degisim igerisinde olmast anlamina gelir
(Senemoglu, 2013). Bir siirectir ve her bir gelisim alan1 birbirinden etkilenir (Demirel & Kaya, 2012). Bireyin
gelisim siireci incelendiginde, gelisimin iki sekilde seyrettigi goriilmektedir; birey tipik gelisim gosterebilir ya da
akranlarindan farkli bir gelisim icerisinde olabilir (Unlii, 2021). Akranlarindan belirgin oranda farkli gelisim
gosteren bireyler 6zel egitim gereksinimi olan bireyler olarak adlandiriimaktadir (Ozel Egitim Hizmetleri

Yonetmeligi, 2018). Goriilme siklig1 hizla artan OSB bu grup icerisinde yer almaktadir (Centers for Disease of
Control Prevention, 2023).

OSB; sosyal ve iletisimsel yonden belirgin orandaki yetersizlikler ile kendisini gosteren, sinirli ilgi alam
ile takintili davranislarin eslik ettigi, nedeni bilinemeyen ve yayginliginin siklikla arttigi néro-gelisimsel bir
bozukluktur (American Psychiatric Association, 2022; Khaleghi vd., 2020). 2004 yilinda 166’da 1 olan OSB’nin
diinyada goriilme orani, giinlimiizde 36’da 1’dir (Centers for Disease of Control Prevention, 2023). Bu artis
OSB’nin goriilme oraninin gelecekte de artacagimi endise ile diisiindiirmektedir. Ayni zamanda OSB’ye 6zgii
davranislardan dolay1 ebeveynlerin hayatlarinin zorlasmasi da endise uyandiran bir durum olmaktadir. Ciinki
OSB’li ¢ocuklarda goriilen yetersizlikler ve davranig problemleri ebeveynlerin yasam kalitelerini olumsuz
etkilemektedir (Blacher & Baker 2017; Karaca vd., 2021). OSB’li ¢ocugu olan annelerin g¢ocuklarinin
yetersizlikleri ve davranig problemleri nedeni ile giinlikk yasamda zorlanmalari (Coskun, 2013; Nealy vd., 2012)
bu duruma 6rnektir. OSB’li ¢ocuklarm 6z bakim becerilerinden olan yemek yeme (Onal & Ucar, 2017) ve
tuvalet becerisi (Giiven, 2019) ile ilgili yetersizliklerinden dolay1 da ebeveynlerin giicliik yasadiklar1 ve destege
ihtiyaglart oldugu bilinmektedir (Giiven & Azkeskin, 2020; Yildirim-Dogru, 2021). Ebeveynler destek
aldiklarinda giiglikklerin istesinden gelerek siireci kolay atlatabilmektedirler. Bdylece, aile bireylerinin
birbirleriyle etkilesimleri ve ¢ocuklarma sunacaklar1 destegin niteligi de artmaktadir (Dillenburger vd., 2010;
Yildiz & Cagdas, 2019). Bunun yaninda OSB’ye 6zgii davraniglarin varligi iki-ii¢ yaslarinda fark edilebilmesine
ragmen ileri yaslarda tan1 koyulan bireyler bulunmaktadir (Daniels & Mandell, 2013; Speakers, 2020). Hatta
bazi ergenlerin OSB’ye 0zgii davraniglart olmasina ragmen tani almadiklar1 da bilinmektedir (Centers for
Disease Control and Prevention, 2023). Bu durumlar OSB’ye 6zgii davraniglarin ge¢ dénemde fark edilmesine
ve ailelerin daha ¢ok giicliilk yagamasina sebep olmaktadir. Buna karsin gelisimsel alanlardaki gecikmelerin
erken donemde tespit edilmesi ve bu dogrultuda erken miidahale programlarinin uygulanmasi ile siire¢ rahat
gegirilebilmektedir (Williams vd., 2014). Cocuklar erken donemlerde, bireysellestirilmis egitim aldiklar1 zaman,
bu durumun faydalar ileriki donemlerde de goriilebilmektedir (Cen vd., 2017). Karaca (2021); ebeveynlerin
egitim aldiklarinda, becerileri ¢ocuklarina 6gretmede faydali olabildiklerini belirtmistir. Bu nedenlerden dolay1
erken miidahale programlari gelistirilip uygulanmaktadir. Erken miidahale programlari; gelisimsel agidan risk
altinda bulunan ya da dezavantajli cocuklarin aile katilimi ile egitim 6grenim faaliyetlerinden yararlanmalarini
saglayan, yetersizliklerin olumsuz etkilerini azaltmay1 amaglayan programlardir (Bekman & Kogak, 2011).
Ulkemizde 6zel gereksinimli gocuklar igin gelistirilen ve uygulanan erken miidahale programlari vardir. Eve
Dayali Olarak Gergeklestirilen Etkilesim Temelli Erken Cocuklukta Miidahale Programi (ETECOM) (Toper-
Korkmaz, 2015), Otizmli Cocuga Sahip Ebeveynlere Yonelik Egitim Programi (OCEP) (Karaca, 2021) ve
Portage Programi (Uzundemir-Marangoz, 2020) bu programlardan bazilaridir. Portage Programi; 0-6 yas
arasindaki cocuklarin; uyarim, 6z bakim, motor, sosyal, biligsel ve dil gelisimi alanlarinda gelisimsel
degerlendirmelerini yapmayi, degerlendirmelerin sonuglarina gére uygun egitim programini hazirlamada uzman
ve ebeveyne yol gostermeyi amacglayan bir erken miidahale programidir (Uzundemir-Marangoz, 2020).
Alanyazinda; iilkemizde Portage ile ilgili arastirmalara ulasilmaktadir, 6rnegin; Karaslan ve Bal (2002)
tarafindan Portage’in diigiik agirlikli prematiire bebekler ve annelerine erken donemde, ev ortaminda verildiginde
cocuklarmn gelisimlerini olumlu etkiledigi belirtilmistir. Ozbek-Coskun’un (2022) ‘Portage Programi’mi &zel
egitim ve bakim gerektiren ¢ocuklarin gelisimleri tizerindeki etkisini incelemek amaci ile’ 2-6 yaglar1 arasindaki
OSB, Down Sendromu ve zihinsel engel tanilar1 olan 43 ¢ocuk ve bakim verenleri ile yiiriittigli aragtirmada
programin cocuklarin gelisimleri iizerinde olumlu etkileri oldugu goriilmiistiir. Programin yurt disinda da
kullanildigi gorilmiistiir 6rnegin; Revill ve Blunden’in (1979) ‘Zihinsel engeli olan okul 6ncesi donem g¢ocuklari
icin Portage’1 degerlendirmek amaci ile’ Birlesik Krallik’ta yaslari 0 ile 6 yaslar1 arasindaki zihinsel engeli olan
75 g¢ocuk ve bakim verenleri ile, Hardy ve Sturmey’in (1994) ‘Gelisimsel geriligi olan ¢ocuklarin ebeveynlerinin
ogretim becerilerini degistirme yontemini degerlendirmek’ amaci ile biri Serapral Palsi, ikisi Down Sendromu
olan cocuklar ve ¢ocuklarin anneleri ile gergeklestirdigi aragtirma programin ¢ocuklarin gelisimlerini olumlu
etkiledigini gostermektedir. Bu arastirmalar incelendiginde; Portage Programi’nin gesitli engel gruplarindan
gocuklar ve c¢ocuklarin annelerine uygulandigi; ancak iilkemizde bu arasgtirmalarin smirli oldugu ve
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aragtirmalarda bireysellestirmelere yer verilmedigi goriilmektedir. Bu konuda daha fazla sayida ve giincel
arastirmaya ihtiya¢ duyulmaktadir. Bu ihtiya¢ durumu giderilmek istenmistir. Aym zamanda Ozel Egitim
Hizmetleri Yonetmeligi’nde (2018) belirtildigi tlizere; 6zel gereksinimli bireyler igin egitim programlarimin
bireysellestirilerek uygulanmasi maddesi de gerekge alinarak bu arastirmada diger arastirmalardan farkli olarak;
aragtirmacilar tarafindan cocugun gelisimsel degerlendirmesi yapilmis, calisilacak gelisim alani belirlenmistir.
Sonrasinda Portage Programi temelinde programda ve materyallerde bireysellestirmeler yapilmis ve anne
egitimlerine baglanmstir. Siirecte gocugun 6z bakim gelisim alanindan sivi sabun ile el yikama, catal ile yemek
yeme ve fermuarli ceket giyme seklinde spesifik davraniglar sirasi ile ve art arda O6gretimde uyarlamalar
yapilarak calisilmistir. Programin davranislar iizerindeki etkisi, ¢ocugun davraniglar1 genelleyebilme diizeyi,
kalicilik durumlari, annenin uygulama giivenirligi ve goriisleri incelenmistir. Aragtirma bu ydnleri ile 6zgiin ve
yeni 6zelliklere sahiptir. Bu durumlardan dolayi arastirma 6nemli goriilmektedir.

Yukaridaki bilgiler dikkate alindiginda bu arastirmanin OSB’li ¢ocuklarin annelerine, alan ile ilgilenen
uzmanlara ve alanyazina katki saglayacagina inanilmaktadir. Bu arastirmanin genel amaci, bireysellestirilmis
“Portage Destekli Anne Egitim Programi’nmin” OSB’li ¢ocugun 06z bakim gelisimi {izerindeki etkisini
incelemektir. Bu genel amaca ulagmak i¢in asagidaki sorulara yanit aranmistir;

1. Portage Destekli Anne Egitim Programi, OSB’li cocugun siv1 sabun ile el yikama, catal ile yemek yeme
ve fermuarl ceket giyme davranisint olumlu yonde etkilemekte midir?

2. Portage Destekli Anne Egitim Programi’nin OSB’li ¢ocugun sivi sabun ile el yikama, catal ile yemek
yeme ve fermuarli ceket giyme davranislarint genelleme tizerindeki etkisi nasildir?

3. Portage Destekli Anne Egitim Programi’nin 6gretimi bittikten sonra da OSB’li ¢ocugun siv1 sabun ile el
yikama, catal ile yemek yeme ve fermuarli ceket giyme davranislari iizerindeki etkisi siirmekte midir?

4. Annenin Portage Destekli Anne Egitim Programu ile ilgili goriisleri nelerdir?
Yontem
Arastirma Modeli

Aragtrmada tek denekli arastirma modellerinden “davraniglar arasi ¢oklu baglama modeli”
kullanilmistir. Bir ya da birkag kisi ile ¢alismanin uygun oldugu durumlarda tercih edilen tek denekli arastirma
modelleri, 6zel gereksinimli bireylerde siklikla kullanilmaktadir (Tekin-Iftar, 2018). Coklu baslama modeli ise,
bir ogretim programmnin etkililiginin birden ¢ok bagimli degisken {izerinde c¢alisilacagr durumlarda
kullanilmaktadir. Bu modelde; etkisi gézlenmek istenen program 3 farkli bagimli degiskenden biri ile (davranis,
kisi ya da ortam) sirasi ile ve art arda gerceklestirilmektedir. Davraniglar arasi ¢oklu baslama modelinde ise; ayn1
kisi ile, ayn1 ortamda 3 farkli davranis {izerinde ¢alisilir ve davraniglarin birbiri ile iligkili olmamasina dikkat
edilir (Tekin-iftar, 2018). Bu o&zelliklere dikkat edilerek bu arastirmada arastirmacilar tarafindan gocugun
gelisimsel degerlendirmesi yapilarak bagimsiz olarak gergeklestiremedigi sivi sabun ile el yikama, catal ile
yemek yeme ve fermuarli ceket giyme davramiglart secilmis ve ardindan anne egitim siireci uygulanarak
degerlendirilmistir. Ayn1 zamanda Ledford ve digerlerinin (2023) tek denekli arastirmalarda katilimer segimi,
uygulamanin yiiriitiilmesi ve verilerin toplanmasi ile ilgili olarak belirttikleri kalite standartlar1 gdstergelerine de
dikkat edilmistir.

Katilmailar

Aragtirmada katilimcilarda 6n kosul 6zellikler belirlenmistir. Bu 6zellikler; Ailenin Konya’da yasamasi,
¢ocugun OSB tanisinin olmasi, 3-6 yas araliginda olmasi, 6z bakim gelisim alaninda bagimsiz olarak yerine
getiremedigi, sosyal yonden 6nemli, 3 davranisin olmasi, egitim almiyor olmasi; annesinin ise Portage ile ilgili
egitim almamis olmasi, goniillii olmasi, okuma anlama diizeyinin iyi olmasi seklindedir. Arastirmacilar
tarafindan hazirlanan demografik bilgi formundan elde edilen bilgilere gore; katilimeilarin Konya ili Selguklu
ilgesinde ikamet ettigi, annenin 38 yasinda ve lise mezunu oldugu; cocugun erkek, 1 yas 6 aylikken OSB tanisi
aldig1, su anda 4 yas 5 aylik oldugu ve ailenin gelir diizeyinin diisiik oldugu 6grenilmistir.

Bagimh ve Bagimsiz Degiskenler

Aragtirmada sivi sabun ile el yikama, catal ile yemek yeme ve fermuarli ceket giyme davranislar
aragtirmanin ~ bagimli  degiskenlerini  olusturmaktadir. Bagmmli  degiskenler, c¢ocugun gelisimsel
degerlendirmesinin arastirmacilar tarafindan yapilmasi ile belirlenmistir. Gelisimsel degerlendirme siireci
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aragtirma oOncesi degerlendirmede aktarilmigtir. Bagimsiz degisken ise; bireysellestirilmis “Portage Destekli
Anne Egitim Programi1”dir.

Tek denekli arastirma modellerinde %80-90 ve %100 dogruluk diizeyi olmak iizere iki olgiit
kullanilmaktadir (Tekin-iftar, 2012). Bu arastirmada 6lgiit art arda {i¢ oturumda %80 ve iizeridir. Elde edilen
veriler “(Dogru tepki sayist / Toplam tepki sayis1) X 100” formiilii (Tekin-iftar, 2012) ile hesaplanarak ¢izgi
grafiklerine aktarilmistir.

Veri Toplama Araclari

Aragtirma Selguk Universitesi Saglhk Bilimleri Fakiiltesi Girisimsel Olmayan Klinik Arastirmalar Etik
Kurulu tarafindan 2021/588 karar numarali, 28.06.2021 tarihli toplantisinda etik olarak uygun bulunmustur.
Arastirmada etik ilkelere dikkat edilmistir. Arastirma oncesinde anneye arastirmaya dair bilgiler verilmis ve
katilimimn goniillii oldugu, annenin istedigi zaman arastirmadan ayrilabilecegi aktarilmistir. Anne goniillii onay
formunu imzalamigtir. Arastirmada demografik bilgi formu, kontrol listeleri ve yart yapilandirilmis goriisme
formu veri toplama araci olarak kullanilmistir.

Demografik Bilgi Formu

Aragtirmacilar tarafindan demografik bilgi formu hazirlanmistir. Formda ailenin yasadigi il ve aylik
gelir durumu; bakim verenin ¢ocuga yakinligi, cinsiyeti, yasi, egitim durumu; ¢ocugun yasi, tanisi, tant aldigi
yast, egitim durumu bilgileri ile ilgili ifadeler yer almigtir (bk. Ek A). Aile formu ilk goriismede doldurmustur.

Kontrol Listeleri

Aragtirmada OSB’li ¢cocugun sivi sabun ile el yikama, catal ile yemek yeme ve fermuarli ceket giyme
davranislar ile ilgili verileri toplamak icin arastirmacilar tarafindan kontrol listeleri hazirlanmistir. Kontrol
listelerine 3 alan uzmaninin uzman gorisleri ile son sekli verilmistir. Her bir kontrol listesi ilgili davranig igin
yer alan basamaklari ve isaretleme yapilacak kutucuklari igermektedir. Her oturum sonrasinda kayittan izlenerek
gocugun bagimsiz tepkileri igin ilgili kutucuga (+), ipucu ile gerceklestirdigi davranis, yanlis tepki ve tepkisiz
kalma durumunda ilgili kutucuga (-) seklinde aragtirmaci tarafindan isaretlenmistir (bk. Ek B).

Yari Yapilandirilmis Goriisme Formu

Arastirmada arastirmacilar tarafindan hazirlanarak ii¢ alan uzmanidan uzman goriisii alinmasi ile son
sekli verilen yar1 yapilandirilmig goriigme formu ile sosyal gegerlik verileri alinmistir. Sosyal gegerlik verileri
aragtirmacilarin anne ile goriismesi sonucu elde edilmistir. Sorulara asagida yer verilmistir (form i¢in bk. Ek C).

1. Uygulama siirecinde yapilan program tanitimi, bilgilendirme, uygulama onerileri, yonlendirmeler,
degerlendirmeler ve geri doniitler hakkindaki goriisleriniz nelerdir?

2. Ev ziyaretleri, icerigi, siklig1, verimi hakkindaki goriisleriniz nelerdir?

3. Bireysellestirilmis Portage Destekli Anne Egitimi igerisinde yer alan ve size anlatilan ev programi, ev
plani, etkinlik 6nerileri kitabi ve kontrol listelerini yonlendirici, bilgilendirici ve ihtiyaci karsilamaya
yonelik olarak goérityor musunuz?

4. Egitimde Ogrendiginiz uygulama becerilerinin diger davraniglarin 6gretimini nasil etkileyecegini
diistiniiyorsunuz?

5.  Aldigimiz egitimi bagka ebeveynlere de 6nerir misiniz?
Arastirma Oncesi Degerlendirme

Aragtirma Oncesinde aragtirmacilar tarafindan OSB’li ¢ocuk ve annesi evinde ziyaret edilerek ilk
goriigme gerceklestirilmigtir. Bu goriismede anneden demografik bilgiler 6grenilmis ve ¢ocugun gelisimsel
degerlendirmesi yapilmistir. Gelisimsel degerlendirme i¢in Portage Kontrol Listesi (PKL) kullanilmistir. PKL;
Yas seviyesi, davranig, davranig seviyesi ve diisiinceler olmak iizere 4 kolondan ve bebek uyarimi, sosyal, dil, 6z
bakim, biligsel ve fiziksel gelisim alanlarmmi 6lcen maddelerden olusmaktadir. Kontrol listesinde ¢ocugun
bagimsiz yapabildigi maddeler art1 (+), ipucu ile yaptig1 maddeler (V) ile isaretlenmektedir. Cocugun tepkide
bulunmadig: ya da yanlis yaptig1 maddeler i¢in kutucuk bos birakilmaktadir. Degerlendirme ¢ocugun 15 tane
yapamadig1 madde olana kadar devam etmekte ve sonunda yas bazli bir sonug elde edilmektedir. Bu sonuca gore
gocugun gelisimsel degerlendirmesi yorumlanmaktadir (Uzundemir-Marangoz, 2020). PKL’nin gegerlik ve
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giivenirlik ¢alismasi yaglari 1 ile 56 arasinda degisen zihinsel engelli 114 kisi ve yaslari 1 ile 6 arasinda degisen
30 tipik gelisim gosteren ¢ocuk olmak iizere toplamda 144 kisi {izerinde yapilmistir buna gore; i¢ tutarlilik
giivenirlilik katsayilari, sosyallesme .80, dil .81, 6z bakim .73, biligsel .70, psiko-motor .75 olarak
hesaplanmigtir. Tiim Sl¢egin giivenirlik katsayisi .80°dir (Biber & Ural, 2016). Ulasilan bu bilgiler PKL nin,
okul oncesi donemde bulunan g¢ocuklarin gelisimsel degerlendirmesini yapmak amaci ile kullanilabilecegini
gostermektedir. Arastirma Oncesinde annenin ¢ocugunu ne kadar tanidigini gorebilmek ve nesnelligin yiiksek
olmasi i¢in Ankara Geligimsel Tarama Envanterinden (AGTE) de destek alinmustir. AGTE; yaslar1 0 ile 6
arasindaki c¢ocuklarmm bakim verenlerine uygulanan dil-bilissel, ince motor, kaba motor ve sosyal beceri-6z
bakim olmak {izere 4 alt testten olusan ve cocuklarin gelisimsel degerlendirmesi hakkinda fikir veren bir
envanterdir. Buna gore ¢gocugun kronolojik yasi hesaplandiktan sonra bir 6nceki gelisim asamasindan baglanarak
bakim verene maddeler okunur ve sdyledikleri dogrultusunda kutucuklara evet (1), hayir (0) ve bilinmiyor
seceneklerinden uygun olan isaretlenir. Art arda 8 madde (0) olarak ¢ikana kadar degerlendirmeye devam edilir.
Ardindan puanlar toplanir ve ¢ocugun gelisimsel degerlendirmesi yorumlanir. AGTE tablosunda yer alan yas
gelisim ozeliklerine gore desteklenmesi gereken alanlar belirlenir. Giivenilirlik analizleri kapsaminda i¢-tutarlilik
katsay1 degerleri 0-12, 13-44 ve 45-72 ay igin olmak iizere 3 farkli yas grubunda alinan toplam puan ve alt
testlere géore AGTE’ nin tamamina ait i¢-tutarlilik katsayilar1 0-12 ay i¢in .98, 13-44 ay i¢in .97 ve 45-72 ay i¢in
.88 olarak hesaplanmistir (Savasir vd., 1998). Buna gore; AGTE okul 6ncesi donemdeki ¢ocuklarin gelisimsel
degerlendirmesini yapmak amaci ile gegerli ve giivenilir bir aractir (Erol vd., 1994).

PKL ve AGTE ortak gelisimsel degerlendirme sonucuna gore; ¢cocugun tiim gelisim alanlar1 yasina gore
geride seyretmektedir. Cocugun yasi ve annenin de istegi lizerine Oncelikli olarak 6z bakim gelisim alaninin
desteklenmesi gerekliligi goriilmiistiir. Cocugun okul dncesi dénemde olmasindan dolay1 6ncelikli galisilacak
davraniglar sivi sabun ile el yikama, catal ile yemek yeme ve fermuarli ceket giyme davramiglari olarak
belirlenmistir. Sonrasinda ikinci ev ziyareti yapilarak Portage Programi hakkinda anne bilgilendirilmis ve
annenin gonilli onayr alinmigtir. Ardindan aragtirmacilar tarafindan ortam diizenlenmis, kullanilacak 6gretim
yontemleri belirlenmis ve materyaller hazirlanarak anne egitim siirecine gegilmistir.

Uygulamanin I¢erigi ve Siire¢

Birinci yazar anneye bireysellestirilmis Portage Programi egitimi vererek anneye rehber olmus ve
uygulamada aktif rol almustir. Ikinci yazar, birinci yazarin yiiksek lisans tez danismani olarak siirece danigmanlik
yapmistir. Asagida Sekil 1°de uygulama siirecinde izlenen basamaklar aktarilmistir.

Aragtirmaci Oncelikle anneye programin igerigi, egitim materyalleri, ev ddevleri hakkinda bilgi
vermistir. Portage Programi egitim malzemeleri; PKL, etkinlik onerileri kitabi, ev ddevleri ve kullanim
kilavuzudur (Uzundemir-Marangoz, 2020). Cocugun OSB’li olmasindan dolay1 bireysellestirmeler yapilmstir.
Anne ¢ocugunun videolara ilgisinin oldugunu sdylemistir. Arastirmact materyallerde ve 6gretim yontemlerinde
videolardan yararlanmistir. Sonrasinda Portage felsefesinde yer alan davranislari giinlikk rutinlere yerlestirme
ilkesinden (Uzundemir-Marangoz, 2020) yola ¢ikarak, haftalik program olusturmus ve davraniglari
yerlestirilmistir. Ornegin; sabah etkinlik saati, etrafi toparlama, s1v1 sabun ile el yikama, catal ile yemek yeme,
etkinlik saati, fermuarli ceket giyme ve bahgeye ¢ikma, eve gelme sivi sabun ile el yikama, serbest zaman, catal
ile yemek yeme, serbest zaman, pijama iizerine fermuarli ceket giyme ile yatis seklinde gerceklestirilmek iizere
planlanmigtir. Anne ile goriismelerde ayrimli pekistiregler belirlenmistir (S1vi sabun ile el yikama i¢in kukuli
yapbozu, catal ile yemek yeme igin kukuli siirpriz yumurta ve fermuarl ceket giyme igin resimli kartlar). Catal
ile yemek yeme davranisi dgretimi igin sap1 bez ile kalinlastirilmis ¢atal ve kinder joy, patates kizartmasi gibi
sevdigi yiyecekler; fermuarli ceket giyme davranisi igin turuncu, uzun kollu ceket 6gretim materyalleri olarak
belirlenmigtir. Calisma ortami ailenin evi olmustur. Arastirmacinin Pazartesi ve Carsamba giinleri 18.00 ile
20.00 arasinda ev ziyareti konusunda anlagilmistir. Beceri analizlerinden yararlanarak Ogretim videolari
hazirlanmigtir. Her ev ziyaretinde arastirmaci tarafindan anneye egitimler verilmis ve gerektikce model
olunmustur. Annenin uygulama giivenirligini tespit i¢in formlar olusturulmustur. Her ev ziyaretinden sonra
anneye ev 0devleri verilmistir. Ev 6devleri; aileye yardimer olabilmesi igin 6gretilecek davranigin seklinin ve
sikliginin yazildig1 kagitlardir (Uzundemir-Marangoz, 2020). Her hafta ¢cocugun 6z bakim becerilerindeki
degisim arastirmaci tarafindan degerlendirilerek anneye geri bildirimlerde bulunulmustur. Yapilan ilk ziyarette
her ii¢ davranis i¢in de baslama diizeyi evresi yiiriitiilmiis ve kayit edilmistir. Ilk davranis i¢in baslama diizeyi
evresi 3 oturum alinmistir. Ardindan 6gretim oturumlarina gegilmis ve 3 oturum art arda %80 ve {izeri Slgiit
saglanana kadar ilk davranigin 6gretime devam edilmistir, bu sirada diger iki davranis igin es zamanli olarak
baslama diizeyi verileri almmustir. {lk davranista 6lgiit saglaninca ikinci davranisin 6gretimine gecilmistir. Bu
strada iigiincii davranistan baglama diizeyi verileri alinmaya devam edilmistir. ikinci davranista 6lgiit saglaninca
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liciincli davranigin 6gretimine gegilmistir. Davraniglarin 6gretim oturumlarinda 6l¢iitiin saglanmasinin ardindan
3’er oturum genelleme ve izleme verileri alinmigtir. Egitim 10 hafta sirmiistiir. Her oturum videoya alinmstir.
Giin sonunda videolar arastirmaci tarafindan izlenmis, anneye geri bildirimde bulunulmus ve degerlendirme
sonuglar1 kontrol listelerine isaretlenmistir. Videolarin uygunluguna iligkin uzman goriisii alinmamistir. Ayn
zamanda ¢ocugun davranislarindaki degisim i¢in her 3 oturumda bir kez ikinci bir gbzlemci ile gdzlemciler arasi
giivenirlik verisi alinmigtir. Bunun yaninda annenin uygulama giivenirligi de hesaplanmustir.

Sekil 1

Uygulama Siirecinde Izlenen Basamaklar

Hedef davramslar belirlenmig, &gretim siirecine karar verilmig. planlama
vapilmis ve program olusturulmustur.

4

Aynml pekistirecler belirlenmis, Ggretim ortam ve arag-gerecleri belirlenerek
bireysellestinlmisgtir.

Becen analizlen olusturulmus, dgretim videolan gelalmis ve baslama diizevi
verileri alinmava baglanmistir.

Ik davramsta i oturum baslama diizeyi verisi aldiktan sonra Ggretime gecilmis
ve diger davramslardan baglama diizevi verisi alinmaya devam edilmastir.

Ik davramista olctit saglaminca ikinei davramsin Gfretimine gecilmistir. Bu
sirada tigiincti davramstan baglama diizevi verilert alinmaya devam edilmistir.

3

Ikinci davramsta &lgiit saglaninca ticiincii davramsin 6gretimine gecilmisgtir.

Opretimler sirasinda diozenli degerlendirmeler vapilmig ve anneye geri
bildinimlerde bulunulmustur.

Davramslarin égretim oturumlarinda Slgiitiin saglanmasinm ardindan siras: ile
genelleme ve 1zleme veriler alinmigtar.

Oturumlar

Arastirma; {i¢ davranig i¢in baslama diizeyi, Ogretim, genelleme ve izleme oturumlari ile
gergeklestirilmistir, Oturumlar giinde en az 2 kere yiiriitiilmiistiir. Sivi sabun ile el yikama davranisi igin 3 oturum
baslama diizeyi, 20 oturum &gretim, 3 oturum genelleme ve 3 oturum izleme yiritilmiistiir. Catal ile yemek
yeme davranigi i¢in 26 oturum baglama diizeyi, 21 oturum 6gretim, 3 oturum genelleme ve 3 oturum izleme
yuriitiilmiistiir. Fermuarli ceket giyme davranisi i¢in 45 oturum baslama diizeyi, 37 oturum o6gretim, 3 oturum
genelleme ve 3 oturum izleme yiiriitilmiistiir. Baslama diizeyi, genelleme ve izleme oturumlari &gretim
yapilmadan ve ipucu sunulmadan gergeklestirilmistir.

Ortam ve Arac-Gerecler

Aragtirma ailenin evinde yiritiilmistiir. Ev iki katli miistakildir. Evin odalar1 agik mutfak da denilen
mutfak ile oturma odasinin birlesmis hali ile yatak odas1 ve bir adet banyodan olugsmaktadir. Bu siiregte gocugun
videolara ilgisinin olmasindan dolay: 6gretilmek istenen davraniglar aragtirmacinin model olmasi ile asama
asama videosu ¢ekilerek ¢ocuga sunulmustur. Video model ile 6gretim; bir kisinin 6gretimi yapilacak davranisi
yaparken videosunun c¢ekilmesi ve videonun ogretim yapilacak kisiye izletilerek taklit ile davranisi
gergeklestirmesinin saglanmasidir (Geng-Tosun & Kurt, 2017). Asagidaki Tablo 1°’de video model ile 6gretim
sirasinda takip edilecek basamaklara yer verilmistir.

Aragtirmada video model Ogretim yonteminden destek alinmasi sirasinda siire¢ su sekilde
yiriitiilmiistiir; 6ncelikle ¢ocuga 6gretimi yapilacak ii¢ davranis igin beceri analizleri olusturulmus ve video i¢in
aragtirmact model olmustur. Aragtirmaci davraniglart gergeklestirmis ve videosu g¢ekilmistir. Boylece dgretim
videolar1 hazirlanmis ve videolar ¢ocuga Ogretim sirasinda telefon ile sunulmustur. Ogretimde gocugun
bagimsizlagtigi basamaklar videodan ¢ikarilarak siliklestirme yapilmistir. Anne siiregte 6gretim yaparken zaman
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zaman agsamali yardim da uygulamistir. Bu yontem; OSB’li ¢ocuklara davranig dgretimi sirasinda kullanilan
fiziksel ipucunun zamanla yerinin degistirilmesi ve azaltilmas: seklindeki 6gretim yontemidir (Birkan, 2013).
Asamali yardimda annenin eli gocugun omzunun hemen fistiinde yer almistir, ipucu az diizeyde sunulmustur.
Burada yanlissiz 6gretim yapilmas: amaglanmistir; ¢iinkii bu sayede anne yanlis davranig ihtimalinde hemen
miidahale edebilecek durumdadir ve bdylece ¢ocugun yanlis davranis sergileme ihtimali azaltilmaktadir.
Arastirmada ¢cocugun OSB durumundan dolay1 ihtiya¢ duyuldukca bu 6gretim yontemlerinden destek alinmustir,
asil olarak anneye verilen bireysellestirilmis Portage Programi Egitimi ve uygulamalarmin ¢ocugun 6z bakim
gelisimi lizerindeki etkisi incelenmistir.

Tablo 1

Video Model ile Ogretim Sunma Basamaklar

[y

. Ogretim ortamimin diizenlenmesi

. Ogretim arag-gereclerinin hazirlanmasi

. Bireyin 6gretim alaninda uygun pozisyonda bulunmasi
. Bireyin dikkatini ¢ekmek i¢in ipucu sunulmasi

. Bireyin dikkatini video ekranina yonlendirme

. Birey video izlerken tepkilerine uygun tepkilerde bulunma
. Bireyi video izleminden sonra pekistirme

. Bireyi beceriyi gergeklestirecek alana yonlendirme

. Yonerge verme

10. Tepki igin bekleme

11. Ogrencinin tepkilerine uygun davranma

12. Sonlandirma
Kaynak: Besler, F., & Kurt, O. (2014, 28 February). The power of mother generated and delivered video modeling intervention [Poster
presentation] ABAI 8th Annual Autism Conference, Louisville, KY, USA.

O 00 3 OO L AW N

Stvi sabun ile el yikama davraniginin 6gretimi igin; video ¢ocuga telefondan izlettirilmistir. Telefon
muslugun arkasindaki duvarda yer almistir. Stvi sabun ile el yikama islemi i¢in belirlenen ayrimli pekistireg
(kukuli yapboz) lavabonun yanina, bir tabure lavabonun Oniine, Sivi sabunluk lavabonun yanina ve askilik
muslugun yanina yerlestirilmis, askiliga havlu takilmistir.

Catal ile yemek yeme davraniginin 6gretimi i¢in; odaya ¢ocugun gelisimine uygun masa ve sandalye,
masaya yemek tabagi ve mavi sapli ¢atal yerlestirilmistir. Cocugun sevdigi yiyeceklerden patates kizartmasi,
kinder joy ve taneli cikolata tabaga konulmus, video ¢cocuga telefondan izlettirilmis ve telefon tabagin arkasinda
yer almigtir. Catal ile yemek yeme islemi igin belirlenen ayrimli pekistire¢ (kukuli siirpriz yumurta) telefonun
yanina yerlestirilmistir.

Fermuarli ceket giyme davraniginin 6gretimi i¢in; ¢ocugun yatagmin iizerine turuncu fermuarl ceket
serilmistir. Video ¢ocuga telefondan izlettirilmis ve telefon yatagin {izerinde yer almistir. Fermuarli ceket giyme
islemi igin belirlenen ayrimli pekistire¢ (resimli kartlar) telefonun yanina yerlestirilmistir.

Uygulama
Baslama Diizeyi Oturumlart

Her bir davranis i¢in anne tarafindan baslama diizeyi oturumlar1 alinmistir. Yonergeler; sivi sabun ile el
yikama igin “sabunu al elini yika”, catal ile yemek yeme i¢in “catalini al yemegini ye” ve fermuarli ceket giyme
icin “ceketini al ceketini giy” olmustur. Anne yonergeden sonra 5 saniye beklemis, 6gretim yapmamis, ipucu
sunmamistir. Cocugun bagimsiz davranislar 6diillendirilmemistir.

Ogretim Oturumlar

Ogretim oturumlar agik mutfakta yiiriitiilmiistiir. Her 6gretim igin 6gretim ortaminda video hazir halde
bulundurulmustur. Ogrenciye her davranista “hadi ... gidelim” (6r. hadi mutfaga gidelim) seklinde yonlendirme
yapilip Ogretim ortamina gidilmis ve ardindan ilgili davranisin 6gretimi igin yonerge verilerek Ogretimine
baglanmigtir. Anne gerektiginde asamali yardimi sunabilmek i¢in her zaman c¢ocugun arkasinda hazir
beklemistir. Ogretimler sirasinda gocuk videolara ilgisinden dolay1 videoyu kendisi baslatmis ve ekrani takip
ederek davranislari taklit etmistir. Ogrencinin basarili davramslar1 gretim sirasinda sosyal pekistirec ile (sagin1
oksama) annesi tarafindan pekistirilmistir. Yanlis ya da tepki siiresi geciken davraniglarda anne fiziksel ipucu
sunmustur. {lgili oturumun ardindan cocuk ayrimli pekistirec ile pekistirilmistir. Siire¢ icerisinde video model ile
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ogretimde dgrencinin bagimsizlastigl basamaklar cikarilarak siliklestirme yapilmistir. Ogrenci bagimsizlastik¢a
pekistirecte de siliklestirmeye gidilmis, sosyal pekistire¢ azaltilmistir. Cocugun motivasyonunun diismemesi i¢in
ayriml pekistire¢ sunulmaya devam edilmistir.

Oncelikle siv1 sabun ile el yikama davranisi 6gretimine baslanmistir. Cocuga “sabunu al elini yika”
yonergesi verilmis ve ¢ocuk videoyu baslatmistir. Bu asamada anne g¢ocugun arkasinda durmus, gerekli
oldugunda agamali yardimi sunmus ve ¢ocuk bagimsizlastikca yardimi geri ¢ekmistir. Cocugun her bagimsiz
davranisi igin sagin1 oksama seklinde sosyal pekistirec sunmus, sosyal pekistireci giderek azaltmigtir. Ogretim
stiresi her oturum icin 10-15 dakika olup toplamda 20 oturumda tamamlanmistir. Her &gretim oturumunun
ardindan ¢ocuk ayrimli pekistireci olan kukuli yapbozu ile pekistirilmistir. Olgiitiin karsilanmasinin ardindan bir
hafta beklenmis ve 3 oturum genelleme verisi alinmistir. Sonrasinda bir hafta daha beklenerek 3 oturum izleme
verisi alinmisgtir.

Sonrasinda catal ile yemek yeme davranisi dgretimine baslanmustir. Ogretim materyali mavi sapli
cataldir ve ¢ocugun kolay tutabilmesi igin sapt bez ile kalinlastirilmistir. Cocuga “catalin1 al yemegini ye”
yonergesi verilmis ve g¢ocuk videoyu baslatmistir. Bu asamada anne g¢ocugun arkasinda durmus, gerekli
oldugunda agamali yardimi sunmus ve gocuk bagimsizlastikga yardimi geri ¢gekmistir. Cocugun her bagimsiz
davranisi igin sagin1 oksama seklinde sosyal pekistirec sunmus, sosyal pekistireci giderek azaltmistir. Ogretim
stiresi her oturum icin 10-15 dakika olup toplamda 21 oturumda tamamlanmistir. Her dgretim oturumunun
ardindan cocuk ayriml pekistireci olan kukuli siirpriz yumurta ile pekistirilmistir. Olgiitiin karsilanmasinin
ardindan bir hafta beklenmis ve 3 oturum genelleme verisi alinmigtir. Sonrasinda bir hafta daha beklenerek 3
oturum izleme verisi alimugtir.

Sonrasinda fermuarli ceket giyme davranisi 6gretimine baglanmigstir. Ogretim materyali turuncu uzun
kollu fermuarli bir cekettir. Cocuga “ceketini al ceketini giy” yonergesi verilmis ve ¢ocuk videoyu baslatmstir.
Bu asamada anne c¢ocugun arkasinda durmus, gerekli oldugunda asamali yardimi sunmus ve c¢ocuk
bagimsizlastik¢a yardimi geri ¢ekmistir. Cocugun her bagimsiz davranisi i¢in sagmi oksama seklinde sosyal
pekistirec sunmus, sosyal pekistireci giderek azaltmistir. Ogretim siiresi her oturum igin 10-15 dakika olup
toplamda 37 oturumda tamamlanmistir. Her 6gretim oturumunun ardindan gocuk ayrimli pekistireci olan resimli
kartlar ile édiillendirilmistir. Olgiitiin karsilanmasinin ardindan bir hafta beklenmis ve 3 oturum genelleme verisi
almmugstir. Sonrasinda bir hafta daha beklenerek 3 oturum izleme verisi alinmistir.

Ogretim Sonrast Oturumlar

Genelleme. Her davranis i¢in {i¢ oturum art arda en az %80 Olgiitiiniin saglanmasinin ardindan
genelleme alinmistir. Sivi sabun ile el yikama davranisi 6gretiminde dlgiitiin saglanmasinin ardindan bir hafta
beklenmis ve ortamlar arasi olarak {i¢ oturum genelleme alinmistir. Genelleme evin banyo lavabosunda
yuriitiilmiistiir. Catal ile yemek yeme davranigi 6gretiminde olgiitiin saglanmasinin ardindan bir hafta beklenmis
ve materyaller arasi olarak {i¢ oturum genelleme alinmistir. Yiyecek olarak gocugun sevdigi kinder joy ve patates
kizartmasi kullanilmig, ¢ocugun tercihine birakilmistir. Genelleme siyah sapli catal ile yiiriitiilmistiir. Fermuarlt
ceket giyme davranigi 6gretiminde Olgiitiin saglanmasinin ardindan bir hafta beklenmis ve materyaller arasi ii¢
oturum genelleme alinmistir. Genelleme desenli uzun kollu fermuarli ceket kullanilarak yiiriitiilmistiir.
Genelleme oturumlar1 baslama diizeyi ile ayni sekilde herhangi bir 6gretim yapilmadan ve ipucu sunulmadan
yiriitiilmiistir.

izleme. Her bir davranis i¢in; genelleme oturumlarinin ardindan bir hafta beklenmistir. Sonrasinda 1., 3.
ve 5. haftalarda {i¢ oturum izleme verisi alinmustir. Izleme oturumlari, genelleme materyalleri ve ortamlarinda
genelleme oturumu ile ayni1 sekilde yiirtitiilmiistiir. Bu siirecte 6gretim yapilmamis ve ipucu sunulmamuistir.

Veri Toplanmasi ve Analizi

Arastirmada her oturum anne tarafindan gergeklestirilmis ve kamera ile kayit edilmistir. Elde edilen
veriler Portage Haftalik Ev Egitim Plan1 igerisine yerlestirilen kontrol listelerine her giin aragtirmaci tarafindan
videolarin izlenmesi sonucu igaretlenmistir. Cocugun bagimsiz gergeklestirdigi her davranis (+), ipucu ile yaptig1
her davranis (V) ile isaretlenmistir ve c¢ocugun yapamadigi davraniglar icin isaretleme yapilmamistir.
Aragtirmacinin kendisi diginda, ikinci bir gézlemci tiim oturumlar i¢in her ii¢ oturumda bir olacak sekilde
videolar: izleyerek gdzlemciler arasi giivenirlik (GAG) verilerini toplamigtir. Arastirmaci tarafindan anneye
goriigme sorular sorularak sosyal gecerlik verileri alinmigtir. Aragtirmada sivi sabun ile el yikama, catal ile
yemek yeme ve fermuarli ceket giyme davranislarinin her biri i¢in alinan veriler; davraniglar arasi ¢oklu baglama
modeline gore analiz edilmis ve bulgular kisminda agiklanmigtir. Veriler dogru davraniglarin yiizdesi seklinde
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hesaplanmis ve ¢izgi grafiklerine aktarilarak yorumlanmistir. GAG verileri; her ti¢ oturumda bir Miles ve
Huberman’in (1994) 6nerdigi formiil olan; (Goriis Birligi / Goriis Birligi + Gortis Ayrihigi) X 100 formiili
kullanilarak hesaplanmig ve tablo ile gosterilmistir.

Gozlemciler Arast Giivenirlik Verilerinin Analizi

GAG verilerinin en az % 80 oraninda tutarli olmas1 gerekmektedir (Bilmez & Tekin-iftar, 2016).
Asagida yer alan Tablo 2 incelendiginde; gozlemciler arasi giivenirligin her ii¢ davranista da baslama diizeyi
oturumlart i¢in %100, 6gretim oturumlart i¢cin %90 ve iizerinde, genelleme ve izleme oturumlar igin %80 ve
iizerinde oldugu goriilmektedir. Giivenirlik ortalamalar: giivenirligin yiliksek oldugunu gostermektedir.

Tablo 2

Gozlemciler Arasi Giivenirlik Verileri

Beceri Baslama diizeyi Ogretim Genelleme izleme Giivenirlik
ecerl

oturumlari oturumlari oturumlari oturumlari ortalamalari
Stvi sabun ile el yikama %100 %100 %94.4 %94.4 %97.2
Catal ile yemek yeme %100 %100 %87.5 %87.5 %93.75
Fermuarl ceket giyme %100 %90 %90 %80 %90

Uygulama Giivenirligi Verilerinin Analizi

Uygulama giivenirligi verileri, aragtirmaci tarafindan tiim oturumlar icerisinden videolarin rastgele
%20’sini izlenerek yiizdelik olarak hesaplanmig ve analiz edilmistir. Analizler, aragtirmacilar tarafindan
hazirlanan ve {i¢ alan uzmanmin goriisii alinarak son sekli verilen uygulama giivenirligi formlari ile yapilmigtir
(bk. Ek D). Tekin-iftar’in (2012) o6nerdigi formiil olan; “Gézlenen uygulamaci davranislari/planlanan
uygulamaci davranis1 X 100” formiilii kullanilarak uygulama giivenirligi hesaplanmistir. Asagida yer alan Tablo
3 incelendiginde uygulama giivenirliginin ii¢ davranista da baslama diizeyi oturumlar i¢in %100, uygulama
oturumlart ig¢in %80 ve {iizeri, genelleme ve izleme oturumlarinda %80 ve iizeri oldugu goriilmektedir.
Giivenirlik ortalamalar1 giivenirligin yiiksek oldugunu gostermektedir.

Tablo 3

Uygulama Giivenirligi Verileri

Beceri Baslama diizeyi Ogretim Genelleme Izleme Giivenirlik
eceri

oturumlari oturumlari oturumlari oturumlari ortalamalari
Stvi sabun ile el ytkama %100 %83.3 %91.6 %83.3 %89.5
Catal ile yemek yeme %100 %90.9 %81.8 %81.8 %88.6
Fermuarli ceket giyme %100 %90 %90 %90 %92.5

Sosyal Gegerlik Verilerinin Analizi

Annenin goriislerinin alinmasi ile elde edilen sosyal gecerlik verileri; betimsel olarak analiz edilmistir.
Betimsel analiz teknigi; goriismelerin ardindan elde edilen verileri etkili bir sekilde ortaya koymak amaciyla
cevaplarin, degisiklik yapilmadan aktarilmasina dayanir. Veriler bu sayede degistirilmeden yorumlanir ve neden-
sonug iligkisi i¢erisinde aktarilir (Yildirim & Simsek, 2013).

Bulgular
Oz Bakim Becerilerine iliskin Bulgular

Aragtirmanin bu kisminda programin 6z bakim becerilerine etkisi, davraniglarin genellenebilirlik ve
kalicilik durumlari ile ilgili analizlere yer verilmistir.

Grafik 1 incelendiginde; sivi sabun ile el yikama davranist igin baglama diizeyi evresinde Olgiit
saglaninca 20 oturum Sgretime gegilmistir. Cocugun performansinin 6gretim oturumunun ilk evresinde %18 iken
son evresinde %83 seviyelerine ¢iktig1 goriilmektedir. Bu durum, programin sivi sabun ile el yikama davranisi
iizerinde olumlu etkisinin oldugunu gostermektedir. Sonrasinda 6l¢iit karsilandiginda 1 hafta beklenmis ve
genelleme oturumuna gegilmistir. Cocuk, davranigi genelleyebilmistir. Sonrasinda 1 hafta daha beklenmis ve 1.
3. ve 5. haftalarda izleme verileri alimmustir. Cocuk izlemede %80 nin {izerinde performans gostermistir. Bu
veriler dogrultusunda Portage Destekli Anne Egitim Programi’nin OSB’li ¢ocugun sivi sabun ile el yikama
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davranigi iizerinde olumlu etkisinin oldugu, ¢ocugun bu davranisi genelleyebildigi ve olumlu etkinin kalici
oldugu goriilmistiir.
Grafik 1

Davramiglar Arast Coklu Baslama Modeline Gore Portage Destekli Anne Egitim Programi’nmin Cocugun Oz
Bakim Becerilerine lligkin Baslama Diizeyi (B.D), Uygulama (U), Genelleme (G) ve Izleme (I) Oturumlar
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Cocugun catal ile yemek yeme davranisi baglama diizeyi evresi, sivi sabun ile el yikama davranisi
ogretimi devam ederken almmigtir. Cocugun performansinin 6gretimin ilkinde %20 seviyelerinde oldugu
goriiliirken son 6gretim oturumunda %90 seviyelerine yaklagsmasi dikkat ¢ekmektedir. Bu durum, programin
¢ocukta catal ile yemek yeme davranisi iizerinde olumlu etkisinin oldugunu gostermektedir. Sonrasinda Slgiit
saglandiginda 1 hafta beklenmis ve genelleme oturumuna gecilmistir. Cocuk, davranisi genelleyebilmistir.
Sonrasinda 1 hafta daha beklenmis ve 1. 3. ve 5. haftalarda izleme verileri alinmistir ve ¢ocuk %90 seviyelerinde
performans gdstermistir. Bu veriler dogrultusunda Portage Destekli Anne Egitim Programi’nin OSB’li ¢ocugun
catal ile yemek yeme davranist {izerinde olumlu etkisinin oldugu, ¢ocugun bu davranist genelleyebildigi ve
olumlu etkinin kalict oldugu gorilmiistiir.
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Cocugun fermuarli ceket giyme davranigi baglama diizeyi evresi diger davraniglarin 6gretimi devam
ederken almmustir. Cocugun performansinin ilk dgretim oturumunda %20 seviyelerinde iken, son Ogretim
oturumunda %90 seviyelerine ¢ikmasi dikkat ¢gekmektedir. Bu durum, programin ¢ocukta fermuarli ceket giyme
davranist tizerinde olumlu etkisinin oldugunu gostermektedir. Sonrasinda 6l¢iit saglandiginda 1 hafta beklenmis
ve genelleme oturumuna gegilmistir. Cocuk, davranigi genelleyebilmistir. Sonrasinda 1 hafta daha beklenmis ve
1. 3. ve 5. haftalarda izleme alinmistir ve ¢ocuk %80’in iizerinde bir performans gostermistir. Bu veriler
dogrultusunda Portage Destekli Anne Egitim Programi’nin OSB’li ¢ocugun fermuarl ceket giyme davranist
iizerinde olumlu etkisinin oldugu, ¢ocugun bu davranist genelleyebildigi ve olumlu etkinin kalici oldugu
gOrilmistiir.

Sosyal Gegerlige iliskin Bulgular

Aragtirmanin bu kisminda sosyal gegerlik verilerinin analizine yer verilmistir. Anne, egitim programini
ogrendigini, ¢cocugunun siireci sevdigini, bagka ailelere de Onerecegini ve uygulamalari kullanighh buldugunu
ifade etmistir.

“Uygulama siirecinde yapilan program tanitimi, bilgilendirme, uygulama Onerileri, yonlendirmeler,
degerlendirmeler ve geri doniitler hakkindaki goriisleriniz nelerdir?” sorusuna anne; “Oglum daha uygulamaya
baslamadan once her seye hayir dedi ve hi¢ yapmak istemedi ben hi¢ yapmayacak diye korktum. Arastirmaci ile
stirekli goriistiik, oturumlarin videolarini ¢ektim. Onlar ile ilgili her giiniin aksaminda bana agiklamalar yapt1.
Verimli bir siirecti.” seklinde cevap vermistir.

“Ev ziyaretleri, icerigi, sikligi, verimi hakkindaki goriisleriniz nelerdir?”” sorusuna anne; “Arastirmaci
bizi ziyarete geldi degerlendirme yapti, gdzlem yapti, bana sorular sordu sonra birlikte kararlar verdik. Program
ve planlar olusturduk. Ziyaretlerden dnce beni gozlemledi sonra bazen model oldu. Yiiz yiize sorma firsatim
oldu.” seklinde cevap vermistir.

“Bireysellestirilmis Portage Destekli Anne Egitimi igerisinde yer alan ve size anlatilan ev programi, ev
plani, etkinlik Onerileri kitab1 ve kontrol listelerini yonlendirici, bilgilendirici ve ihtiyaci karsilamaya yonelik
olarak gdriiyor musunuz?” sorusuna anne; “Basindan sonuna kadar hepsi ¢ok isime yaradi beni yonlendirdi.
Cocugumun hangi alanda ne diizeyde oldugunu anlatt1 arastirmaci bana tek tek, kitaptan da diger alanlar igin
onerilerde bulundu biz de ceket giymede de kullandik. Program diizenimizin olusmasinda bize destek oldu.
Oglumla yapboz oynama zamanlarimiz oldu o odasinda oyun oynarken de benim dinlenme zamanlarim oldu.”
seklinde cevap vermistir.

“Egitimde 0grendiginiz uygulama becerilerinin diger davraniglarin &gretimini nasil etkileyecegini
diigiiniiyorsunuz?” sorusuna anne; “Bu sayede ogluma ayrmtili bir el yikama davranisi kazandirdik. Ayni
zamanda kendisi ¢atali alip yemek yiyor artik ve uzun kollu ceketini kendisi giyip fermuarini da bogazina kadar
¢ekiyor. Zorlandigimiz birka¢ davranis daha var mesela pantolon giyme. Bu davranisi ogluma kazandirmak igin
ben de ayni sekilde video ¢ekip rutinler olusturup 6gretebilirim.” seklinde cevap vermistir.

“Aldigmiz egitimi bagka ebeveynlere de Onerir misiniz?” sorusuna anne; “Kesinlikle evet, annelerin
egitiminin 6nemini bir kez daha anladim, ogluma yillardir 6gretemedigim davranislari eglenceli, daha 6nce
gormedigim ve faydali bir sekilde birlikte ¢alisarak 6grendik.” seklinde cevap vermistir.

Aragtirmanin  bu bulgularinin  sonucunda; bireysellestirilmis “Portage Destekli Anne Egitim
Programi’nin” OSB’li ¢ocugun sivi sabun ile el yikama, ¢atal ile yemek yeme ve fermuarli ceket giyme
davraniglar tizerindeki olumlu yodnde etkisinden annenin memnun oldugu, programin kendisine aktarilma
stirecinin verimli gectigi ve O6grendiklerini baska davramglarin 6gretiminde de kullanabilecegini diisiindiigi
goriilmektedir.

Tartisma

Bu arastirmada bireysellestirilmis Portage Programi’nin OSB’li ¢ocugun annesine 10 haftalik egitimi
verilmig ve annenin uygulamalar1 neticesinde programin ¢ocugun sivi sabun ile el yikama, catal ile yemek yeme
ve fermuarli ceket giyme davranislart {izerindeki etkisinin incelenmesi amaglanmistir. Bu genel amag
dogrultusunda programin davranislar iizerindeki etkisi ile ¢ocugun davraniglar1i genelleme diizeyi, etkinin
kalicilig1 ve anne goriisleri degerlendirilmistir. Elde edilen bulgular, programin ¢ocugun 6z bakim gelisimi
iizerinde olumlu etkilerinin oldugunu, ¢ocugun davranislar1 genelleyebildigini, etkinin kalici oldugunu ve
annenin programi uygulanabilir buldugunu ortaya koymaktadir.
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Alanyazinda OSB’li ¢ocugu olan ebeveynlerin, ¢ocuklarina beceri dgretimi i¢in kullanabilecekleri
programlar ile ilgili aragtirmalar vardir (Allison vd., 2012; Batu vd., 2014; Karaca, 2021; Najdowski vd., 2010;
Ozbek-Coskun, 2022; Toper-Korkmaz, 2015; Uzundemir-Marangoz, 2020). Bu arastirmalardan bazilar1 OSB’li
cocuklara 6z bakim becerilerinin dgretimine yonelik olsa da (Allison vd., 2012; Batu vd., 2014; Najdowski vd.,
2010) bu konuda daha fazla sayida ve giincel arastirma ihtiyact bulunmaktadir. Bu nedenle bu arastirmanin
alanyazina katk1 saglayarak, ihtiya¢ durumunu giderecegine inanilmaktadir.

Bu arastirmada ¢alisilan ilk davranis sivi sabun ile el yikamadir. Bulgular incelendiginde programin sivi
sabun ile el yikama davranisi {izerinde olumlu etkisinin oldugu, ¢ocugun bu davranisi genelleyebildigi ve etkinin
kalict oldugu goriilmektedir. Burada basartya ulasilmasinin sebeplerinden biri olarak bireysellestirilen Portage
Programi’nda davranisin rutinler icerisinde etkinlik aralarina yerlestirilmesinin etkili oldugu diisiiniilmektedir.
Ayrica annenin goniillii olmasi ve hizli 6grenmesinin de etkili oldugu diisiiniilmektedir. Timur (2022) OSB’li
¢ocuklara el yikama davranisinin gretilmesinin 6nemine dikkat ¢ekmistir. Mays ve Heflin (2011) tarafindan
OSB’li ¢ocuklara, yonergelerin kayit edildigi bir isitsel sistem ile el yikama 6gretiminin yapildigi arastirma,
OSB’li g¢ocuklara 6z bakim becerileri dgretiminde ek Ogretim yontemlerinden destek alinmasi yonii ve
bagimsizliga tesviki ile bu aragtirma ile benzerlik gostermektedir. Bu nedenle arastirma bulgusu onemli
olmaktadir.

Calisilan ikinci davranis catal ile yemek yemedir. Bulgular incelendiginde programin catal ile yemek
yeme davranist tizerinde olumlu etkisinin oldugu, ¢ocugun davranist genelleyebildigi ve etkinin kalic1 oldugu
goriilmektedir. Burada basartya ulasilmasinin sebeplerinden biri olarak ¢ocugun sevdigi yiyeceklerin kullanimin
ve programin uyarlama ve bireysellestirme agirlikli uygulanmasinin etkili oldugu diisiiniilmektedir. Alanyazinda
OSB’li ¢ocuklarin yemek yemesi ile ilgili ¢esitli arastirmalar mevcut olup (Bandini vd., 2010; Giiven, 2019;
Marshall vd., 2013; Williams vd., 2008; Zimmer vd., 2012) bu arastirmalar igerisinde OSB’li ¢ocuklara ¢atal
kullanim1 6gretimi ile ilgili spesifik bir arasgtirmaya rastlanmamistir. Cakmak (2011) tarafindan gérme engeli
olan bireylere kasik ile yemek yeme 6gretiminin yapildig1 aragtirma kasik kullaniminin dgretilmesi yonil ile bu
aragtirma ile benzerlik gostermektedir.

Calisilan {iglincii davranig fermuarli ceket giymedir. Bulgular incelendiginde programin fermuarli ceket
giyme davranisi lizerinde olumlu etkisinin oldugu, ¢cocugun davranist genelleyebildigi ve etkinin kalict oldugu
goriilmektedir. Ancak bu davranista galisilan Ogretim oturum sayisi digerlerine gore fazladir. Bu durum
davranisin kazandirilmasinin 6nceki davraniglara gore daha uzun siirdiigiinii gostermektedir ve bu durum
Soganci’nin (2011) aragtirma sonucu ile iligkili goriilmiistiir. Soganct (2011) arastirmasinda 6-12 yaslari
arasindaki OSB’li ¢ocuklarin kiyafetlerini giymek i¢in 6n kosul becerilerden olan bas ve isaret parmag: ile
nesneyi tutma becerisinde giicliik yasadiklarint belirtmistir. Bu arastirmada da benzer olarak ilk &gretim
oturumlarinda ¢ocugun fermuari ¢gekerken fermuari uzun siire tutma/kavrama konusunda zorlandig1 gériilmiistiir;
ancak sonrasinda bagimsiz 6grenme gerceklesmistir. Cetrez-Iscan ve digerlerinin (2016) ‘OSB’li ¢ocuklara
giyinme becerilerini 6gretmek’ amaci ile yaptiklari aragtirmada da; OSB’li cocuklara yapilan 6gretim neticesinde
¢ocuklarin fermuarli ceket giyme davranigini bir siire sonra bagimsiz olarak gergeklestirebildikleri, gocuklarin bu
davranist genelleyebildikleri ve 6gretimin kalict oldugu gérillmiistiir.

Karaaslan ve digerleri (2011); ebeveynlerin egitim aldiklarinda, ¢ocuklariin 6z bakim gelisimi gibi
temel bir gelisim alani i¢in gerekli olan davraniglart ¢ocuklarina 6gretmede faydali olabildiklerini belirtmistir.
Benzer sekilde Althoff ve digerleri (2019) da ebeveynlerin OSB’li ¢ocuklarina beceri 6gretiminde, ¢ocuklarinin
becerileri genellemede ve siirdiirmede etkili oldugunu ifade etmistir. Bu nedenle aragtirmanin yukarida verilen
bulgular1 6nemli olmaktadir.

Alanyazinda aragtirma bulgular1 ile uyusan c¢alismalara rastlanmistir. Reed ve digerleri (2007)
tarafindan, “OSB’li g¢ocuklar i¢in erken egitim uygulamalarinin etkililigini” incelemek amaci ile yapilan
aragtirmada OSB’li ¢ocuklarin bakim verenlerine 10 ay boyunca Portage Programi egitimi verilmistir. Bu siire
icerisinde ¢ocuklarin davraniglarindaki degisiklikler ol¢iilmiistiir. Aragtirma sonucunda Portage Programi’nin
diger erken miidahale programlar1 gibi ¢ocuklarin davraniglarinda olumlu etkilerinin oldugu goriilmiistiir. Benzer
sekilde Ozbek-Coskun’un (2022) “Portage Programi’m dzel egitim ve bakim gerektiren ¢ocuklarin gelisimleri
iizerindeki etkisini incelemek amaci ile” 2-6 yaslari arasindaki OSB, Down Sendromu ve zihinsel engel tanilari
olan 43 ¢ocuk ve bakim verenleri ile yiiriittiigii arastirma sonucunda da programin g¢ocuklarin geligimleri
tizerinde olumlu etkileri oldugu goriilmistiir.

Bu arastirmada sosyal gegerlik i¢in annenin goriisleri alinmistir. Annenin goriislerine gore; program
uygulanabilirdir. Alanyazinda sinirli sayida arastirmanin igerisinde Russel’in (2007) arastirma sonuglarinin bir
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kismi bu bulguyu destekler niteliktedir. Russell (2007) “Ingiltere’de Portage Progranm ile ilgili galismalari
incelemek” amaci ile yaptig1 aragtirmasinda; Portage Programi egitimi alan kisilerin goriiglerine gére; programin
0zel gereksinimli ¢ocuklar ve gocuklarin ebeveynleri i¢in esnek ve ev merkezli olmasi yonleri ile kolaylik
sagladigr bildirilmistir; ancak degerlendirme siirecinde 6l¢iimlerin zorlugu ile ilgili goriisler de bulunmaktadir,
bu arastirmada degerlendirme zorlugu ile ilgili bir goriis bildirilmemistir.

Aragtirmanin alanyazindaki ihtiyact gidermeye yonelik, 6zgiin ve giincel bir aragtirma olmasinin
yaninda bazi sinirliliklart bulunmaktadir. Arastirma 2020-2021 yili icerisinde Konya ili Selguklu ilgesinde
yasayan, OSB’li bir ¢ocuk ve cocugun annesi, ¢alisilan davraniglar, kullanilan arag-gereg ve veri toplama araglari
ile sinirhdir.

Sonug¢ ve Oneriler

Aragtirma sonuglarina gore; OSB’li ¢ocuklarda ev merkezli, anne tarafindan uygulanan programlar ile
ilgili yeni uygulamalarin olumlu ve kalici etkileri oldugu goriilmistiir. Erken miidahale programlarinin etkili
olmasinda anne ile ¢ocugun hedeflenmesinin, bireysellestirmenin ve c¢ocukla beraber 6grenme ortaminin
paylasilmasinin etkili oldugu diisliniilmektedir. Benzer programlarin gelistirilmesinde ve uygulanmasinda bu
unsurlarin géz 6niine alinmasi bu nedenle 6nemlidir (Bekman & Kogak, 2011).

Aragtirma sonuglarina gore ileriki aragtirmalara yonelik su 6nerilerde bulunulabilir;

1. Bu arastirma OSB’li bir ¢ocuk ve annesi ile yiiriitilmistiir, ileriki arastirmalarda daha fazla OSB’li
cocuk ve annesi ile yiiriitiilerek genigletilebilir.

2. Bu aragtirmada tek denekli arastirma modelleri tercih edilmistir, ileriki arastirmalar bagka arastirma
yontemleri ile gerceklestirilerek sinanabilir.

3. Bu arastirmada katilimci sayisi az tutulmustur, ileriki arastirmalar deney ve kontrol grubu seklinde
gerceklestirilebilir.

4. Bu arastirma anne egitimine yonelik planlanmistir, alanyazinda baba egitimi ile ilgili simirl sayida
arastirma mevcuttur, ileriki aragtirmalar baba egitimi seklinde yiiriitiilebilir.

Yazarlarin Katki Diizeyleri

Bu arastirma ilk yazarin yiiksek lisans tezinin bir kismindan iiretilmistir. Tkinci yazar tez danismanidir.
Arastirma siirecinde iki yazar da gorev almustir.
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Ek A
Demografik Bilgi Sorulari
S.1. Tkamet ettiginiz il hangisidir?
S.2. Cocuga yakinlik dereceniz nedir?
S.3. Yasmiz?
S.4. Egitim durumunuz nedir?
S.5. Ailenizin aylik gelir diizeyi ne kadardir?
S.6. Cocugunuzun cinsiyeti nedir?
S.7. Cocugunuzun su anki yas1 kactir? (Y1l ve ay olarak)
S.8. Cocugunuzun tanist nedir?

S.9. Cocugunuzun taniy1 aldig1 zamanki yasi nedir? (Y1l ve ay olarak)
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Ek B

Portage Haftalik Ev Egitim Plam1 (Ornek Plan)

Program numarasi:1

Tarih: .../ ..../.21
Ogretilecek asama: Ogrenci, el yikama becerisi kazanin igin lavaboya gidip, ellerini beceri analizinde yer alan
agamalara uygun bir sekilde yikamay1 dener.

Ogrencinin kod ad1: C

. Varilmasi hedeflenen asama: O.74 Ellerimi
Uygulama:

yikiyorum.
Ortam: Agik mutfak
Arac-gerecler: Ogrencinin mutfaktaki lavaboya ulasabilmesi icin tabure, siv1 sabun ile el yikama davranist dgretimi
i¢in hazirlanan video, telefon, lavabo, sivi sabun, havlu, motivasyonu arttirmak i¢in pekistireg.

Ogretim Plam:

Ogretim: Ogrenci ile lavaboya gidilir ve 6grenciye ‘sivi sabun ile ellerini yika’ yénergesi verilir, dgrenci 5 saniye
icerisinde lavaboya yonelir ve beceri analizinde yer alan; Lavabonun karsisina geger, muslugu 1lik tarafa getirir,
muslugu agar, ellerini muslugun altinda birlestirir, ellerini muslugun altinda tutarak su ile 1slatir, sivi sabunu sag eline
alir, s1vi sabunu sol elinin i¢ine doker, s1vi sabun ile ellerinin i¢ini yikar, sivi sabun ile ellerinin digin1 yikar, sivi sabun
ile tirnak aralarini ovalar, avucunu agar, muslugun altinda ellerinin i¢ini su ile durular, muslugun altinda ellerinin digin1
su ile durular, muslugun altinda tirnak aralarini su ile durular, muslugu kapatir, havluyu alir, ellerini havlu ile kurular,
havluyu askiya asar asamalarini sirast ile gerceklestirerek bagimsiz bir sekilde ellerini yikar. Olgiit: 3 oturum art arda
%80 ve iizeri.

Ogretim Yontemi: Asamali Yardim ile Ogretim + Video Model ile Ogretim

Motivasyon sistemi: Ogrencinin basarili oldugu her bir basamak icin sosyal pekistirec (basin1 6pme, sirtini
sivazlama gibi) ve sdzel pekistire¢ (harikasin, bravo gibi) sunulur, en son agamadan sonra etkinlik pekistireci ile
(kukuli yapboz) ayrimli pekistirme yapilir.

Olciit:
Beceri tabani: %0 Beceri tavani: Uygulama oturumlarinda 3 oturum art arda %80 ve iizeri.
Sivi Sabun ile El Yikama

1. Lavabonun kargisina geger.

2. Muslugu 1lik tarafa getirir.

3. Muslugu acar.

4. Ellerini muslugun altinda birlestirir.

5. Ellerini muslugun altinda tutarak su
ile 1slatir.

6. S1vi sabunu sag eline alir.

7. S1vi sabunu sol elinin i¢ine doker.

8. S1vi sabun ile ellerinin i¢ini yikar.

9. Sivi sabun ile ellerinin digin1 yikar.

10. S1v1 sabun ile tirnak aralarimi
ovalar.

11. Avucunu agar.

12. Muslugun altinda ellerinin i¢ini su
ile durular.

13. Muslugun altinda ellerinin digini
su ile durular.

14. Muslugun altinda tirnak aralarini
su ile durular.

15. Muslugu kapatir.

16. Havluyu alir.

17. Ellerini havlu ile kurular.

18. Havluyu askiya asar.

Veri Toplama:

+: Bagimsiz yapilan asama, V: Ipucu (yardimla) yapilan asama, Bos kutucuk: Yapilamayan asama anlamina
gelir.
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Ek C
Yar1 Yapilandirilmis Goriisme Formu

S.1: Uygulama siirecinde yapilan program tanitimi, bilgilendirme, uygulama onerileri, yonlendirmeler,
degerlendirmeler ve geri doniitler hakkindaki goriisleriniz nelerdir?

S.3: Bireysellestirilmis Portage Destekli Anne Egitimi igerisinde yer alan ve size anlatilan ev programi,
ev plani, etkinlik dnerileri kitabr ve kontrol listelerini yonlendirici, bilgilendirici ve ihtiyaci karsilamaya yonelik
olarak goriiyor musunuz?

S.4: Egitimde 6grendiginiz uygulama becerilerinin diger davranislarin 6gretimini nasil etkileyecegini
diisiiniiyorsunuz?
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Ek D
Annenin Uygulama Giivenirligi Formu

Sivi Sabun ile El Yikama

505

Hayir
©)

Evet
@

1. Cocuga yonerge vermeden once dizlerini kirarak onunla ayni hizaya gelir.

2. Cocuga yonerge verirken goz temasi kurar.

3. Cocuga dogru bir ifade ile yonerge verir (sabunu al elini yika).

4. Uygulama sirasinda ¢ocugun hemen arkasinda durur.

5. Uygulama sirasinda gocuga yonerge vermez.

6. Uygulama sirasinda fiziksel yardimi gereken zamanda (¢ocuk 5 saniye icerisinde
yonelmediginde) uygular.

7. Uygulama sirasinda fiziksel yardimin siiresini (2-3 saniye kadar) ayarlar.

8. Uygulama sirasinda fiziksel yardimi dogru zamanda geri geker.

9.Uygulama sirasinda ¢ocugun bagimsiz gerceklestirdigi basamaklar icin sosyal pekistire¢
(sagini oksama, sirtin1 stvazlama gibi) sunar.

10.Uygulama sirasinda ¢ocugun bagimsiz gerceklestirdigi basamaklar igin sozel pekistireg
(harikasin, bravo, tebrikler gibi) sunar.

11. Uygulama sirasinda gocuga sozel pekistirecleri sunarken sesinin tonunu ¢ocuk i¢in
eglenceli hale gelecek sekilde ayarlar.

12. Ayriml1 pekistireci (etkinlige 6zgii sunulan pekistire¢) cocuga dogru zamanda sunar.

Toplam

*Diiz puanlama yapilmaktadir.

Catal ile Yemek Yeme

Hayir
©)

Evet
1)

1. Cocugun sandalyeye giivenli bir sekilde oturdugundan (ucuna degil, arkasina yaslanarak)
emin olur.

2. Cocuga yonerge vermesi i¢in telefonu géz hizasina uygun bir yere yerlestirir.

3. Uygulama sirasinda ¢gocugun hemen arkasinda durur.

4. Uygulama sirasinda gocuga yonerge vermez.

5. Uygulama sirasinda fiziksel yardimi gereken zamanda (¢ocuk 5 saniye igerisinde
yonelmediginde) uygular.

6. Uygulama sirasinda fiziksel yardimin siiresini (2-3 saniye kadar) ayarlar.

7. Uygulama sirasinda fiziksel yardimi1 dogru zamanda geri geker.

8.Uygulama sirasinda ¢ocugun bagimsiz gerceklestirdigi basamaklar i¢in sosyal pekistire¢
(sacin1 oksama, sirtin1 sivazlama gibi) sunar.

9.Uygulama sirasinda ¢ocugun bagimsiz gerceklestirdigi basamaklar i¢in sézel pekistireg
(harikasin, bravo, tebrikler gibi) sunar.

10. Uygulama sirasinda ¢ocuga sozel pekistirecleri sunarken sesinin tonunu g¢ocuk ig¢in
eglenceli hale gelecek sekilde ayarlar.

11. Ayrimli pekistireci (etkinlige 6zgili sunulan pekistireg) ¢ocuga dogru zamanda sunar.

Toplam

*Diiz puanlama yapilmaktadir.
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Fermuarli Ceket Giyme
Hayir Evet
() ()

1. Cocuga yonerge vermesi i¢in telefonu gdz hizasina uygun bir yere yerlestirir.

2. Uygulama sirasinda ¢gocugun hemen arkasinda durur.

3. Uygulama sirasinda ¢ocuga yonerge vermez.

4. Uygulama swrasinda fiziksel yardimi gereken zamanda (¢ocuk 5 saniye icerisinde
yonelmediginde) uygular.

5. Uygulama sirasinda fiziksel yardimin siiresini (2-3 saniye kadar) ayarlar.

6. Uygulama sirasinda fiziksel yardimi dogru zamanda geri geker.

7.Uygulama sirasinda ¢ocugun bagimsiz gerceklestirdigi basamaklar igin sosyal pekistire¢
(sagin1 oksama, sirtini sivazlama gibi) sunar.

8.Uygulama sirasinda ¢ocugun bagimsiz gergeklestirdigi basamaklar i¢in sozel pekistireg
(harikasin, bravo, tebrikler gibi) sunar.

9. Uygulama sirasinda ¢ocuga sozel pekistiregleri sunarken sesinin tonunu gocuk i¢in
eglenceli hale gelecek sekilde ayarlar.

10. Ayrimli pekistireci (etkinlige 6zgili sunulan pekistireg) ¢ocuga dogru zamanda sunar.

Toplam

*Diiz puanlama yapilmaktadir.
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The Effect of the Portage-Supported Mother Education Program on the
Self-Care Development of the Child with Autism*

Kevser Kih¢'21 Fatma Ulkii Yildiz'>2

Abstract

Introduction: Self-care skills are among the basic skills required to support the independent living skills of
children diagnosed with Autism Spectrum Disorder (ASD). It was observed that there are a limited number of
studies in the literature that include programs used in this context (e.g. Behavioral Intervention Program for
Children with Autism, [OCIDEP]). Thus, it was aimed to overcome this limitation and examine the effect of the
"Portage Supported Mother Education Program" on the self-care development of the child with ASD. In line
with this purpose, the effects of the program on the behaviours of washing hands with liquid soap, eating with a
fork, and wearing a jacket with zipper of the child with ASD were examined, the generalisability and
permanence levels of the behaviours were examined, and the mother's opinions were taken.

Method: Inter-behaviour multiple baseline model, one of the single-subject research models, was used.
Participants were a 4-year-old 5-month-old boy with ASD and his 38-year-old mother. Dependent variables were
washing hands with liquid soap, eating with a fork, and wearing a jacket with zipper. Independent variable was
"Portage Supported Mother Education Program".

Findings: The data were analysed and transferred to line graphs. When the findings were examined, it was seen
that the program had a positive effect on the behaviours of washing hands with liquid soap, eating with a fork,
and wearing a jacket with zipper, the child was able to generalise the behaviours, the effect was permanent and
the program was feasible.

Discussion: The findings were discussed within the framework of the literature. Studies similar to the findings of
the study were found in the literature. According to the findings, the program is effective, permanent and feasible
for the self-care development of children with ASD.

Conclusion and Recommendations: The program was found to be effective for the self-care development of
the child with ASD and feasible for the mother. Therefore, it can be recommended to extend this study by
studying with more children with ASD and their mothers, and conduct other studies with the participation of the
father.

Keywords: Autism spectrum disorder, portage, mother education, skill, teaching.
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Introduction

All development is an important concept which means that the organism undergoes a progressive
change in physical, linguistic, emotional, cognitive and social areas from insemination until death (Senemoglu,
2013). It is a process in which each developmental area is affected by each other (Demirel & Kaya, 2012). When
the development process of the individual is analysed, it is seen that development proceeds in two ways: the
individual may show typical development or s/he may be in a different development than his/her peers (Unlii,
2021). Individuals with significantly different development from their peers are called individuals with special
education needs (Special Education Services Regulation, 2018). ASD, the incidence of which is increasing
rapidly, is included in this group (Centers for Disease of Control Prevention, 2023).

ASD is a neuro-developmental disorder that manifests itself with significant social and communicative
inadequacies, is accompanied by limited interests and obsessive behaviours, has an unknown cause and whose
prevalence increases frequently (American Psychiatric Association, 2022; Khaleghi et al., 2020). The global
prevalence rate of ASD, which was 1 in 166 in 2004, is currently 1 in 36 (Centers for Disease Control
Prevention, 2023), which raises concerns that the prevalence rate of ASD is likely to increase in the future. The
fact that parents' lives are becoming more difficult due to ASD-specific behaviours is also a cause for concern
since the deficiencies and behavioural problems seen in children with ASD negatively affect parents’quality of
life (Blacher & Baker 2017; Karaca et al., 2021). An example of this is that mothers of children with ASD have
difficulties in daily life due to their children's deficiencies and behavioral problems (Coskun, 2013; Nealy et al.,
2012). It is also known that parents have difficulties and need support due to deficiencies in eating (Onal & Ucar,
2017) and toilet skills (Giiven, 2019), which are among the self-care skills of children with ASD (Giiven &
Azkeskin, 2020; Yildirim-Dogru, 2021). When parents get support, they can overcome difficulties and get
through the process easily. Thus, the interaction of family members with each other and the quality of the
support they will offer to their children increase (Dillenburger et al., 2010; Yildiz & Cagdas, 2019). In addition,
although the presence of ASD-specific behaviors can be noticed at the age of two or three, there are individuals
who are diagnosed at an older age (Daniels & Mandell, 2013; Speakers, 2020). It is even known that some
adolescents are not diagnosed with ASD, despite having ASD-specific behaviours (Centers for Disease Control
and Prevention, 2023). These situations cause ASD-specific behaviors to be noticed in the late period and cause
families to experience more difficulties. On the other hand, the process can be handled easily with the early
detection of delays in developmental areas and the implementation of early intervention programs accordingly
(Williams et al., 2014). When children receive individualized education in the early periods, its benefits can be
seen in later periods (Cen et al., 2017). Karaca (2021) stated that when parents receive education, they can be
beneficial in teaching skills to their children. Therefore, early intervention programs are developed and
implemented.Early intervention programs enable children who are disadvantaged or developmentally at risk to
benefit from education and learning activities with family participation and aim to reduce the negative effects of
deficiencies (Bekman & Kogak, 2011). In our country, there are early intervention programs developed and
implemented for children with special needs. Home-Based responsive teaching early intervention program
(ETECOM) (Toper-Korkmaz, 2015), Education Program for Parents with Autistic Child (OCEP) (Karaca, 2021)
and Portage Program (Uzundemir-Marangoz, 2020) are some of these programs. The Portage Program is an
early intervention program that aims to make developmental evaluations of children aged 0-6 in the fields of
stimulation, self-care, motor, social, cognitive and language development, and to guide experts and parents in
preparing the appropriate education program according to the results of the evaluations (Uzundemir-Marangoz,
2020). In the literature, studies on Portage are available in our country. For example, Karaslan and Bal (2002)
stated that Portage affects the development of children positively when given to low-weight premature babies
and their mothers in the early period in the home environment. In a study conducted by Ozbek-Coskun (2022)
with 43 children aged 2-6 with the diagnosis of ASD, Down Syndrome and intellectual disability and their
caregivers in order to examine the effect of the 'Portage Program' on the development of children who require
special education and care, it was observed that the program had positive effects on the development of children.
The program has also been used abroad. For example, Revill and Blunden's (1979) study on 75 children with
intellectual disabilities aged 0-6 and their caregivers in the United Kingdom to evaluate Portage for preschool
children with intellectual disabilities, and Hardy and Sturmey's (1994) study on children, one with Cerebral
Palsy and two with Down Syndrome, and their mothers to evaluate the method of changing the teaching skills of
parents of children with developmental delays show that the program positively affects the development of
children. When these studies are examined, it is seen that the Portage Program is applied to children from
various disability groups and their mothers, but these studies are limited in our country and individualization is
not included in the studies. More and more up-to-date research is needed on this subject. This need has been
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sought to be met. As stated in the Special Education Services Regulation (2018), the article on the individualised
implementation of education programs for individuals with special needs was taken as a basis, and, unlike other
studies, the developmental evaluation of the child was made by the researchers, and the developmental area to be
studied was determined by the researchers in this study. Then, individualizations were carried out in the program
and materials on the basis of the Portage Program, and mother education was started. In the process, specific
behaviors such as washing hands with liquid soap, eating with a fork, and wearing a jacket with zipper from
among the child's self-care development area were studied sequentially and successively by making adaptations
in teaching. The effect of the program on the behaviors, the level of generalisation of the child's behaviors, the
permanence of the behaviors, the reliability of the implementation and the opinions of the mother were
examined. With these aspects, the study has original and new features. Therefore, the study is considered
important.

Considering the above information, it is believed that this study will contribute to the mothers of
children with ASD, the experts interested in the field and the literature. The general aim of this study is to
examine the effect of the individualized "Portage Supported Mother Education Program™ on the self-care
development of the child with ASD. In order to achieve this general aim, the following questions were sought to
be answered:

1. Does the Portage Supported Mother Education Program positively affect the washing hands with liquid
soap, eating with a fork and wearing a jacket with zipper behaviours of children with ASD?

2. What is the effect of the Portage Supported Mother Education Program on the generalisation of the
behaviours of washing hands with liquid soap, eating with a fork and wearing a jacket with zipper of the
child with ASD?

3. Does the Portage Supported Mother Education Program continue to have an effect on the washing
hands with liquid soap, eating with a fork and wearing a jacket with zipper behaviours of the child with
ASD after the end of the Program?

4. What are the mother's views about the Portage Supported Mother Education Program?
Method
Research Model

One of the single-subject research models, the “interbehavioral multiple baseline model” was used in
the study. Single-subject research models, which are preferred when it is appropriate to work with one or a few
people, are frequently used in individuals with special needs (Tekin-iftar, 2018). The multiple-baseline model is
used when the effectiveness of a curriculum is to be studied on more than one dependent variable. In this model,
the program whose effect is to be observed is carried out with one of 3 different dependent variables (behavior,
person or environment) sequentially and successively. In the inter-behavioral multiple baseline model, 3
different behaviors are studied with the same person in the same environment and care is taken to ensure that the
behaviors are not related to each other (Tekin-Iftar, 2018). By paying attention to these features, in this study, the
researchers made a developmental evaluation of the child and selected the behaviours of washing hands with
liquid soap, eating with a fork and wearing a jacket with zipper, which the child could not perform
independently, and then the mother education process was implemented and evaluated. Attention was also paid
to the quality standards indicators stated by Ledford et al. (2023) regarding participant selection, implementation
and data collection in single-subject studies.

Participants

In the study, prerequisite characteristics were determined for the participants. These characteristics are
that the family lives in Konya, the child is diagnosed with ASD, is between the ages of 3 and 6, cannot perform
independently in the field of self-care development, has 3 socially important behaviours, does not receive
education, and the mother has not received training on Portage, is a volunteer, and has a good reading
comprehension level. According to the information obtained from the demographic information form prepared
by the researchers, the participants reside in Selguklu district of Konya province, the mother is 38 years old and a
high school graduate, the child is male, diagnosed with ASD at the age of 1 year and 6 months, is now 4 years
and 5 months old, and the family's income level is low.
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Dependent and Independent Variables

The dependent variables of the study were the behaviors of washing hands with liquid soap, eating with
a fork and wearing a jacket with zipper. The dependent variables were determined by the developmental
evaluation of the child by the researchers. The developmental evaluation process was explained in the pre-
research evaluation. The independent variable was the individualised "Portage Supported Mother Education
Program”.

Two criteria, 80-90% and 100% accuracy, are used in single-subject research models (Tekin-iftar,
2012). In this study, the criterion was 80% and above in three consecutive sessions. The data obtained were
calculated with the formula “(Number of correct responses/Total number of responses) X 100” (Tekin-Iftar,
2012) and transferred to line graphs.

Data Collection Tools

The research was ethically approved by Selguk University Faculty of Health Sciences Non-
Interventional Clinical Research Ethics Committee at its meeting dated 28.06.2021 with decision number
2021/588.

Ethical principles were taken into consideration in the study. Before the study, the mother was informed
about the study and it was stated that the participation was voluntary and that the mother could leave the study at
any time. The mother signed the voluntary consent form. In the study, demographic information form, checklists
and semi-structured interview form were used as data collection tools

Demographic Information Form

A demographic information form was prepared by the researchers. The form included statements about
the province and monthly income status of the family, the caregiver's closeness to the child, gender, age, and
educational status, and the child's age, diagnosis, age at which he was diagnosed and educational status (see
Appendix A). The family completed the form at the first interview.

Checklists

In the study, checklists were prepared by the researchers to collect data on the behaviours of washing
hands with liquid soap, eating with a fork and wearing a jacket with zipper of children with ASD. The checklists
were finalised with the expert opinions of 3 field experts. Each checklist includes the steps for the relevant
behaviour and the boxes to be marked. After each session, by watching the child from the recording, the child's
independent responses were marked in the relevant box (+) and the behaviour performed with the cue, wrong
response and no response were marked in the relevant box (-) by the researcher (see Appendix B).

Semi-structured Interview Form

In the study, social validity data were obtained with a semi-structured interview form prepared by the
researchers and finalised after receiving expert opinions from 3 field experts. Social validity data were obtained
as a result of the researchers' interview with the mother. The questions are given below, (see Appendix C for the
form)

1. What are your opinions about the program introduction, information, implementation suggestions,
guidance, evaluations and feedbacks during the implementation process?

2. What are your opinions about home visits, their content, frequency and efficiency?

3. Do you consider the home program, home plan, activity suggestions book and checklists included in the
Individualised Portage Supported Mother Education and explained to you as guiding, informative and
intended to meet the needs?

4. How do you think the implementation skills you learned in the education will affect the teaching of
other behaviours?

5. Would you recommend the education you received to other parents?
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Pre-Research Evaluation

Before the study, the researchers visited the child with ASD and his mother at home and conducted the
first interview. In this interview, demographic information was obtained from the mother, and developmental
evaluation of the child was performed. Portage Checklist (PCL) was used for developmental evaluation. The
PCL consists of 4 columns including age level, behaviour, behaviour level and thoughts and items measuring
infant stimulation, social, language, self-care, cognitive and physical development areas. In the checklist, the
items that the child can do independently are marked with (+), and the items that the child can do with a cue are
marked with (V). The box is left blank for the items that the child does not react or does incorrectly. The
evaluation continues until there are 15 items that the child cannot do and an age-based result is obtained at the
end. According to this result, the developmental evaluation of the child is interpreted (Uzundemir-Marangoz,
2020). The validity and reliability study of the PCL was conducted on a total of 144 individuals, including 114
people with intellectual disabilities aged 1-56 and 30 typically developing children aged 1-6, and accordingly,
internal consistency reliability coefficients were calculated as socialisation .80, language .81, self-care 0.73,
cognitive .70, psycho-motor .75. The reliability coefficient of the whole scale is .80 (Biber & Ural, 2016). This
information shows that the PCL can be used for the developmental evaluation of preschool children. Before the
study, Ankara Developmental Screening Inventory (AGTE) was also used to see how well the mother knew his
child and to ensure high objectivity. The AGTE is an inventory consisting of 4 subtests, namely language-
cognitive, fine motor, gross motor, social skills and self-care, which is administered to the caregivers of children
aged 0-6 and gives an idea about the developmental evaluation of children. Accordingly, after the chronological
age of the child is calculated, the items are read to the caregiver starting from the previous developmental stage,
and the appropriate option from yes (1), no (0) and unknown is marked in the boxes in line with what they say.
The evaluation continues until 8 consecutive items are marked as (0). Then, the scores are summed and the
developmental evaluation of the child is interpreted. The areas that need to be supported are determined
according to the age developmental characteristics in the AGTE table. Within the scope of reliability analyzes,
the internal-consistency coefficient values were for 0-12, 13-44 and 45-72 months, and the internal-consistency
coefficients for the whole AGTE according to the total scores and subtests obtained in 3 different age groups
were calculated as .98 for 0-12 months, .97 for 13-44 months and .88 for 45-72 months (Savasir et al., 1998).
Accordingly, AGTE is a valid and reliable tool for the developmental evaluation of preschool children (Erol et
al., 1994).

According to the results of the joint developmental evaluation of PCL and AGTE, all developmental
areas of the child were behind according to his age. Upon the age of the child and the mother's request, it was
seen that the self-care development area should be supported primarily. Since the child was in the preschool
period, the behaviours to be studied on primarily were determined as washing hands with liquid soap, eating with
a fork and wearing a jacket with zipper. Afterwards, a second home visit was made and the mother was informed
about the Portage Program and her voluntary consent was obtained. Then, the environment was arranged by the
researchers, the teaching methods to be used were determined, the materials were prepared and the mother
education process was started.

Content and Process of the Implementation

The first author provided individualized Portage Program education to the mother, guided the mother
and took an active role in the implementation. The second author acted as the master's thesis advisor of the first
author. The steps followed in the implementation process are given in Figure 1 below.
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Figure 1
Steps Followed in the Implementation Process

The target behaviors were determined, the teaching process was decided, the planning
was made, and the program was created.

4

Differential reinforcements were determined, the teachmng environment and equipment
were determined and individualized.

Skill analyzes were created, instructional videos were shot, and baseline data began to be

obtained.
<

In the first behavior, after 3 sessions of baseline data were obtained, teaching was started
and baseline data from other behaviors continued.

4

When the criterion was met for the first behavior, the second behavior was taught.
Meanwhile, baseline data from the third behavior continued to be obtained.

4

Regular assessments were made during the teaching and feedback was given to the

mother.
4

After the criterion was met in the teaching sessions of the behaviors, generalization and
follow-up data were taken respectively.

The researcher first informed the mother about the content of the program, educational materials and
assignment. Portage Program education materials were PCL, activity suggestions book, assignment and user
guide (Uzundemir-Marangoz, 2020). Individualizations were carried out because the child had ASD. The mother
said that her child was interested in the videos. The researcher used videos in materials and teaching methods.
Then, based on the principle of placing the behaviors in the Portage philosophy into the daily routines
(Uzundemir-Marangoz, 2020), a weekly schedule was created and the behaviors were placed. For example, it
was planned to be carried out as activity hour in the morning, tidying up, washing hands with liquid soap, eating
with a fork, activity hour, wearing a jacket with zipper and going out to the garden, coming home, washing
hands with liquid soap, free time, eating with a fork, free time, wearing a jacket with zipper over pajamas and
going to bed. Differential reinforcements were identified in the interviews with the mother (kukuli puzzle for
washing hands with liquid soap, kukuli surprise egg for eating with a fork and picture cards for wearing a jacket
with zipper). A fork with a thickened handle with a cloth and his favorite foods such as kinder joy, french fries
were determined as teaching materials for the teaching of eating with a fork, and an orange, long-sleeved jacket
was determined as teaching materials for wearing a jacket with zipper. The study environment was the family
home. It was agreed that the researcher should visit the home between 18:00 and 20:00 on Mondays and
Wednesdays. Instructional videos were prepared using skill analysis. During each home visit, the researcher
provided education to the mother and modelled as necessary. Forms were created to determine the mother's
implementation reliability. After each home visit, the mother was given assignment. The assignment was papers
on which the form and frequency of the behavior to be taught were written in order to help the family
(Uzundemir-Marangoz, 2020). Every week, the change in the child's self-care skills was evaluated by the
researcher and feedback was given to the mother. At the first visit, the baseline phase was conducted and
recorded for all three behaviors. The baseline phase for the first behaviour was 3 sessions. Then, the teaching
sessions were started and the teaching of the first behavior was continued in 3 consecutive sessions until the
criterion of 80% or more was met, while the baseline data were taken simultaneously for the other two
behaviors. When the criterion was met for the first behavior, the second behavior was taught. Meanwhile,
baseline data continued to be obtained from the third behavior. When the criterion was met for the second
behavior, the teaching of the third behavior was started. After the criteria were met in the teaching sessions of the
behaviors, generalisation and follow-up data were obtained for 3 sessions each. The training lasted 10 weeks.
Each session was video recorded. At the end of the day, the videos were watched by the researcher, feedback
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was given to the mother, and the evaluation results were marked on the checklists. No expert opinion was
received regarding the suitability of the videos. Inter-observer reliability data were also obtained with a second
observer once in every 3 sessions for the change in the child's behavior. In addition, the mother's implementation
reliability was also calculated.

Sessions

The study was conducted with baseline, teaching, generalisation and follow-up sessions for three
behaviours, and the sessions were conducted at least twice a day. For the behavior of washing hands with liquid
soap, 3 sessions of baseline, 20 sessions of teaching, 3 sessions of generalisation and 3 sessions of follow-up
were carried out. For the behavior of eating with a fork, 26 sessions of baseline, 21 sessions of teaching, 3
sessions of generalisation and 3 sessions of follow-up were carried out. For the behavior of wearing a jacket with
zipper, 45 sessions of baseline, 37 sessions of teaching, 3 sessions of generalisation and 3 sessions of follow-up
were carried out.The baseline, generalisation and follow-up sessions were conducted without instruction and
without providing cues.

Setting and Materials

The study was conducted in the house of the family. It is a two-storey detached house. The rooms of the
house consist of an open kitchen, which is combined with the living room, a bedroom and a bathroom. In this
process, since the child was interested in videos, the behaviours to be taught were presented to the child by
taking videos step by step with the researcher being a model. Teaching with the video model is to shoot a video
of a person doing the behaviour to be taught and to ensure that the video is watched by the person to be taught
and to perform the behaviour by imitation (Geng-Tosun & Kurt, 2017). Table 1 below shows the steps to be
followed during teaching with the video model.

Table 1
Steps of Teaching with the Video Model

. Arrangement of the teaching environment

. Preparation of teaching materials

. The individual's being in a suitable position in the field of teaching
. Presenting clues to attract the individual's attention

. Directing the individual's attention to the video screen

. Making appropriate reactions to the reactions of the individual while watching the video
. Reinforcing the individual after watching the video

. Directing the individual to the field to perform the skill

. Giving instructions

10. Waiting for the reaction

11. Acting in accordance with the student's reactions

12. Completion

[EEN

O oo N O WwiN

Note: Besler, F., & Kurt, O. (2014, 28 February). The power of mother generated and delivered video modeling intervention. Poster session
presented at the ABAI 8th Annual Autism Conference, Louisville, KY, USA.

While receiving support from the video model teaching method in the study, the process was carried out
as follows. First of all, skill analyzes were created for the three behaviors to be taught to the child, and the
researcher became a model for the video. The researcher performed the behaviors and the video was shot. Thus,
instructional videos were prepared and presented to the child over the phone during teaching. The steps in which
the child became independent were removed from the video and faded out. During the teaching process, the
mother sometimes applied gradual assistance. This is a teaching method in which the physical cue used during
behavior teaching to children with ASD is replaced and reduced over time (Birkan, 2013). In gradual assistance,
the mother's hand was placed just above the child's shoulder,and few cues were given to provide error-free
teaching, because in this way, the mother was in a position to intervene immediately in case of misbehavior, thus
reducing the possibility of the child's misbehavior. In the study, the support was obtained from these teaching
methods when necessary due to the child's ASD status, and the effect of the individualized Portage Program
Education and practices given to the mother on the child's self-care development was examined.

In order to teach the behavior of washing hands with liquid soap, the video was shown to the child on
the phone. The phone was placed on the wall behind the tap. Differential reinforcement (kukuli puzzle)
determined for washing hands with liquid soap was placed next to the sink, a stool was placed in front of the
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sink, the liquid soap dispenser was placed next to the sink and the hanger was placed next to the tap, and a towel
was hung on the hanger.

In order to teach the behavior of eating with a fork, a table and chair suitable for the child's development
were placed in the room, and a dinner plate and a fork with a blue handle were placed on the table. French fries,
kinder joy and chocolate chips were placed on the plate. The video was shown to the child on the phone and the
phone was placed behind the plate. The differential reinforcement (kukuli surprise egg) determined for eating
with a fork was placed next to the phone.

An orange jacket with a zipper was placed on the child's bed to teach the behavior of wearing a jacket
with a zipper. The video was shown to the child on the phone and the phone was placed on the bed. The
diffirential reinforcer (picture cards) for wearing a jacket with a zipper was placed next to the phone.

Implementation
Baseline Sessions

Baseline sessions were taken by the mother for each behavior. The guidelines were “take the soap and
wash your hands” for washing hands with liquid soap, “take your fork and eat” for eating with a fork, and “take
your jacket and put on your jacket” for wearing a jacket with zipper. The mother waited 5 seconds after the
instruction, did not give instruction, did not provide any clues. The child's independent behavior was not
rewarded.

Teaching Sessions

Teaching sessions were conducted in the open kitchen.For each teaching, a video was kept ready in the
teaching environment. For each behaviour, the student was guided by saying “let's go to ...", e.g. (let's go to the
kitchen), and then the teaching was started by giving the instruction for the relevant behaviour. The mother was
always ready behind the child to provide gradual assistance when necessary. During the instruction, the child
started the video himself due to his interest in the videos and imitated the behaviours by following the screen.
The successful behaviours of the student were reinforced by his mother with social reinforcement (stroking his
hair). The mother provided physical cues for incorrect or delayed behaviours. After the relevant session, the
child was reinforced with differential reinforcement. During the process, the steps in which the student became
independent in teaching with the video model were removed and faded out. As the student became independent,
the reinforcement was faded out and the social reinforcement was reduced. Differential reinforcements were
continued to be offered in order not to decrease the motivation of the child.

First, the teaching the behavior of washing hands with liquid soap was started. The child was given the
instruction "take the soap and wash your hands" and the child started the video. At this stage, the mother stood
behind the child, provided gradual assistance when necessary, and withdrew the assistance as the child became
independent. For each independent behaviour of the child, she offered social reinforcement in the form of
stroking his hair and gradually decreased the social reinforcement. Teaching duration was 10-15 minutes for
each session and was completed in 20 sessions in total. After each teaching session, the child was reinforced
with a kukuli puzzle with a differential reinforcement. After the criterion was met, it was waited for one week
and generalisation data for 3 sessions were obtained. After waiting for one more week, follow-up data for 3
sessions were obtained.

Then, the teaching of eating with a fork was started. The teaching material was a fork with a blue
handle, and the handle was thickened with cloth so that the child could hold it easily. The child was given the
instruction "take your fork and eat" and the child started the video. At this stage, the mother stood behind the
child, offered gradual assistance when necessary, and withdrew the assistance as the child became independent.
For each independent behaviour of the child, she offered social reinforcement in the form of stroking his hair and
gradually decreased the social reinforcement. Teaching duration was 10-15 minutes for each session and was
completed in 21 sessions in total. After each teaching session, the child was reinforced with a differential
reinforcement, a kukuli surprise egg. After the criterion was met, it was waited for one week and generalisation
data for 3 sessions were obtained. After waiting for one more week, follow-up data for 3 sessions were obtained.

Then, teaching the behavior of wearing a jacket with zipper was started. The teaching material was an
orange long-sleeved jacket with zipper. The instruction "take your jacket, put on your jacket" was given to the
child, and the child started the video. At this stage, the mother stood behind the child, offered gradual assistance
when necessary, and withdrew the assistance as the child became independent. For each independent behaviour
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of the child, she offered social reinforcement in the form of stroking his hair and gradually decreased the social
reinforcement. Teaching duration was 10-15 minutes for each session and was completed in 37 sessions in total.
Teaching duration was 10-15 minutes for each session and it was completed in 37 sessions in total. After each
teaching session, the child was rewarded with picture cards with differential reinforcement. After the criterion
was met, it was waited for one week and generalisation data for 3 sessions were obtained. After waiting for one
more week, follow-up data for 3 sessions were obtained.

Post-Teaching Sessions

Generalisation. Generalisation was taken after at least 80% criteria were met in 3 consecutive sessions
for each behavior. In the teaching of washing hands with liquid soap, it was waited for one week after the
criterion was met, and generalisation was taken in 3 sessions between the settings. The generalisation was
carried out in the bathroom sink of the house. In the teaching of eating with a fork, it was waited for one week
after the criterion was met, and generalisation was taken in 3 sessions between materials. Kinder Joy and French
fries, which the child liked, were used as food and left to the child's preference. Generalisation was carried out
with a black-handled fork. In the teaching of wearing a jacket with zipper, it was waited for one week after the
criterion was met, and generalisation was taken in 3 sessions between the settings. Generalisation was carried out
using a patterned long-sleeved jacket with zipper. Generalisation sessions were conducted in the same way as the
baseline level, without any instruction or cues.

Follow-up. For each behaviour, it was waited for one week after the generalisation sessions. Then, 3
sessions of follow-up data were taken in the 1st, 3rd and 5th weeks. The follow-up sessions were conducted in
the same way as the generalisation session in generalisation materials and environments. In this process, no
instruction was given, and no cues were provided.

Data Collection and Analysis of Data

In the study, each session was conducted by the mother and recorded with a camera. The data obtained
were marked on the checklists placed in the Portage Weekly Home Education Plan every day by the researcher
after watching the videos. Each behavior the child performed independently was marked with (+), each behavior
the child performed with a cue was marked with (V) and no marking was made for the behaviors the child could
not perform. Apart from the researcher herself, a second observer watched the videos in every 3 sessions for all
sessions and collected the Inter-observer Reliability (IOR) data.

Social validity data were obtained by asking interview questions to the mother by the researcher. In the
study, the data obtained for each of the behaviors of washing hands with liquid soap, eating with a fork and
wearing a jacket with zipper were analyzed according to the multiple-baseline model between behaviors and
explained in the findings section. The data were calculated as the percentage of correct behaviors and interpreted
by transferring them to line graphs (Alberto & Troutman, 2013). Inter-observer reliability (IOR) data were
calculated in every 3 sessions using the formula (Agreement / Agreement + Disagreement) x 100, which is the
formula suggested by Miles and Huberman (1994) and shown in the table.

Analysis of Interobserver Reliability Data

The Inter-observer Reliability data should be at least 80% consistent (Bilmez & Tekin-iftar, 2016).
When Table 2 is examined, it is seen that the inter-observer reliability is 100% for the baseline sessions, 90%
and above for the teaching sessions, and 80% and above for the generalisation and follow-up sessions in all three
behaviors. Reliability averages show that reliability is high.
Table 2

Inter-observer Reliability Data

Skill Baseline level Teaching Generalisation Follow-up Reliability
sessions sessions sessions sessions avarages
Washing hands with liquid soap %100 %100 04694.4 0694.4 0497.2
Eating with a fork %100 %100 %87.5 %87.5 9%93.75
Wearing jacket with a zipper %100 %90 %90 %80 %90
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Analysis of Implementation Reliability Data

Implementation reliability data were calculated and analyzed as percentages by the researcher by
watching 20% of the videos randomly from all sessions. The analyses were conducted with the implementation
reliability forms prepared by the researchers and finalized by taking the opinions of 3 field experts (see
Appendix D). Implementation reliability was calculated using the formula "Observed practitioner behaviors /
planned practitioner behavior x 100" suggested by Tekin-Iftar (2012). When Table 3 is examined, it is seen that
the implementation reliability is 100% for the baseline sessions, 80% and above for the implementation sessions,
and 80% and above for the generalisation and follow-up sessions in all three behaviors. Reliability averages
show that reliability is high.

Table 3
Implementation Reliability Data

skill Baseline level Teaching Generalisation Follow-up Reliability

sessions sessions sessions sessions avarages
Washing hands with liquid soap %100 2%83.3 %91.6 %83.3 %89.5
Eating with a fork %100 %90.9 %81.8 %81.8 %88.6
Wearing jacket with a zipper %100 %90 %90 %90 %92.5

Analysis of Social Validity Data

The social validity data obtained by taking the mother's opinions were analyzed descriptively.
Descriptive analysis technique is based on transferring the answers without making any changes in order to
effectively present the data obtained after the interviews. In this way, the data are interpreted without
modification and transferred in a cause-effect relationship (Yildirim & Simsek, 2013).

Findings
Findings Related to Self-Care Skills

In this part of the study, analyses related to the effect of the program on self-care skills, generalisability
and permanence of behaviours were included.

When Graph 1 is examined, it is observed that 20 sessions of teaching were started when the criteria for
washing hands with liquid soap were met at the baseline phase. It is seen that the child's performance increased
from 18% in the first phase of the teaching session to 83% in the last phase. This shows that the program has a
positive effect on the behavior of washing hands with liquid soap. Then, when the criterion was met, it was
waited for 1 week and the generalisation session was started. The child was able to generalize the behavior. After
waiting for 1 more week, the follow-up data were taken in the 1st, 3rd and 5th weeks. The child performed above
80% in the follow-up. In line with these data, it was observed that the Portage Supported Mother Education
Program had a positive effect on the behavior of washing hands with liquid soap of the child with ASD, and that
the child was able to generalize this behavior and the positive effect was permanent.

The baseline stage of the child's eating with a fork behaviour was taken while teaching of the behaviour
of washing hands with liquid soap was continuing. It is noteworthy that while the child's performance was
around 20% in the first teaching session, it approached 90% in the last teaching session. This shows that the
program had a positive effect on the child's behaviour of eating with a fork. Then, when the criterion was met, it
was waited for 1 week and the generalisation session was started. The child was able to generalise the behaviour.
After waiting for another 1 week, follow-up data were taken in the 1st, 3rd and 5th weeks and the child
performed at 90%. In line with these data, it was seen that the Portage Supported Mother Education Program had
a positive effect on the behaviour of eating with a fork of the child with ASD, the child was able to generalise
this behaviour and the positive effect was permanent.
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Graph 1

Baseline (B), Implementation (1), Generalisation (G) and Follow-up (F) Sessions Data of the Portage Supported
Mother Education Program Regarding the Child's Self-Care Skills According to the Interbehavioral Multiple
Baseline Model
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The baseline stage of the child's behaviour of wearing a jacket with zipper was taken while the teaching
of other behaviours was continuing. It is noteworthy that the child's performance increased from 20% in the first
teaching session to 90% in the last teaching session. This shows that the program had a positive effect on the
child's behaviour of wearing a jacket with zipper. Then, when the criterion was met, it was waited for 1 week and
the generalisation session was started. The child was able to generalise the behaviour. After waiting for another 1
week, follow-up data were taken in the 1st, 3rd and 5th weeks and the child showed a performance of over 80%.
In line with these data, it was seen that the Portage Supported Mother Education Program had a positive effect
on the behavior of wearing a jacket with zipper of the child with ASD, the child was able to generalise this
behaviour and the positive effect was permanent.

Findings Related to Social Validity

The analysis of social validity data was included in this part of the study. The mother stated that she
learnt the education program, her child liked the process, she would recommend it to other families and she
found the applications useful.

In response to the question “What are your opinions about the program introduction, information,
implementation suggestions, guidance, evaluations and feedbacks made during the implementation process?”,
the mother said, “My son said no to everything before the implementation started and he never wanted to do it, I
was afraid that he would never do it. We talked to the researcher constantly, | took videos of the sessions, and he
made explanations to me about them in the evening of each day. It was an efficient process.”
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When asked, “What are your views on home visits, their content, frequency and efficiency?” the mother
answered as follows: “The researcher came to visit us, made evaluations and observations, asked me questions,
and then we made decisions together. We created programs and plans. She observed me before the visits and
then sometimes became a model. I had the opportunity to ask questions face to face.”

In response to the question 'Do you consider the home program, home plan, activity suggestions book
and checklists included in the Individualised Portage Supported Mother education and explained to you as
guiding, informative and aimed at meeting the needs?, the mother replied, “All of them worked for me from the
beginning to the end and guided me. The researcher told me at what level and field my child is, and made
suggestions for other areas from the book, and we also used them for wearing a jacket. She supported us to
create our program order. | had time to play puzzles with my son, and | had time to rest while he was playing in
his room.”

In response to the question "How do you think the implementation skills you learned during the
education will affect the teaching of other behaviors?”, the mother replied, *Thanks to this, my son has acquired
a detailed behaviour of washing hands. In addition, he now takes the fork and eats by himself, puts on his long-
sleeved jacket himself and pulls the zipper up to his throat. There are a few other behaviours that we have
difficulty with, such as putting on trousers. | can teach this behaviour to my son by making videos and creating
routines in the same way.

To the question “Would you recommend the education you received to other parents?”, the mother
answered “Yes, | would. | understood the importance of mothers' education. Together, we learned the behaviors
that | could not teach my son for years in a fun and useful way. Thank you.”

As a result of these findings of the study, it was concluded that the mother was satisfied with the
positive effect of the individualized “Portage Supported Mother Education Program” on the behaviours of
washing hands with liquid soap, eating with a fork and wearing a jacket with zipper of the child with ASD, and
that the process of transferring the program to her was efficient and that she thought that she could use what she
learned in teaching other behaviours.

Discussion

In this study, 10-week education of the Individualised Portage Program was given to the mother of a
child with ASD and it was aimed to examine the effect of the program on the child's behaviours of washing
hands with liquid soap, eating with a fork and wearing a jacket with zipper. In line with this general purpose, the
effect of the program on the behaviours, the level of generalisation of the child's behaviors, the permanence of
the effect and the views of the mother were evaluated. The findings revealed that the program had positive
effects on the child's self-care development, the child was able to generalise the behaviours, the effect was
permanent and the mother found the program feasible.

In the literature, there are studies on programs that parents with children with ASD can use to teach
skills to their children (Allison et al., 2012; Batu et al., 2014; Karaca, 2021; Najdowski et al., 2010; Ozbek-
Coskun, 2022; Toper-Korkmaz, 2015; Uzundemir-Marangoz, 2020). Although some of these studies have
focused on teaching self-care skills to children with ASD (Allison et al., 2012; Batu et al., 2014; Najdowski et
al., 2010), there is a need for more and up-to-date research on this subject. Therefore, it is believed that this study
will contribute to the literature and meet this need.

The first behaviour studied in this study was washing hands with liquid soap. When the findings are
examined, it is seen that the program had a positive effect on the behaviour of washing hands with liquid soap,
the child was able to generalise this behaviour and the effect was permanent. It is thought that one of the reasons
for the success achieved here is the placement of the behaviour between the activities within the routines in the
individualised Portage Program. It is also thought that the mother's volunteering and fast learning were also
effective. Timur (2022) drew attention to the importance of teaching washing hands behaviour to children with
ASD. The study conducted by Mays and Heflin (2011), in which washing hands was taught to children with
ASD using an auditory system in which instructions were recorded, is similar to this study in terms of receiving
support from additional teaching methods in teaching self-care skills to children with ASD and encouraging
independence. Therefore, the research finding is important.

The second behaviour studied was eating with a fork. When the findings are examined, it is seen that
the program had a positive effect on the behaviour of eating with a fork, the child was able to generalise the
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behaviour and the effect was permanent. It is thought that one of the reasons for the success here is the use of
foods that the child likes and the implementation of the program based on adaptation and individualization. In
the literature, there are various studies on the eating of children with ASD (Bandini et al., 2010; Giiven, 2019;
Marshall et al., 2013; Williams et al., 2008; Zimmer et al., 2012), but no specific research on teaching the use of
fork to children with ASD was found in these studies. The study conducted by Cakmak (2011) in which visually
impaired individuals were taught to eat with a spoon is similar to this study in terms of teaching spoon use.

The third behaviour studied was wearing a jacket with zipper. When the findings are examined, it is
seen that the program had a positive effect on the behaviour of wearing a jacket with zipper, the child was able to
generalise the behaviour and the effect was permanent. However, the number of teaching sessions for this
behaviour was higher than the others. This shows that the acquisition of the behaviour takes longer than the
previous behaviours, which is consistant with the result of Soganci's (2011) study. In his study, Soganci (2011)
reported that children with ASD between the ages of 6 and 12 had difficulty in holding the object with the thumb
and index finger, which is one of the prerequisite skills for putting on clothes. Similarly, in this study, it was
observed that the child had difficulty in holding/grasping the zipper for a long time while pulling the zipper in
the first teaching sessions, but then independent learning took place. In the study conducted by Cetrez iscan et al.
(2016) to teach dressing skills to children with ASD, it was observed that as a result of the teaching, children
with ASD were able to perform the behaviour of wearing a jacket with zipper independently after a while,
children were able to generalise this behaviour and the teaching was permanent.

Karaaslan et al. (2011) stated that when parents receive education, they can be beneficial in teaching
their children the behaviours necessary for a basic developmental area such as self-care development. Similarly,
Althoff et al. (2019) stated that when parents teach skills to their children with ASD, their children are effective
in generalising and maintaining the skills. Therefore, the above-mentioned findings of the study are important.

There are studies in the literature that are consistent with the findings of the study. In the study
conducted by Reed et al. (2007) to examine the 'effectiveness of early education practices for children with
ASD’, the caregivers of children with ASD were given Portage Program education for 10 months. Changes in
children's behavior during this time were measured. As a result of the study, it was seen that the Portage
Program, like other early intervention programs, had positive effects on children's behaviour. Similarly, as a
result of the study conducted by Ozbek-Coskun (2022) with 43 children aged 2-6 years with ASD, Down
Syndrome and intellectual disability diagnoses and their caregivers in order to examine the effect of the Portage
Program on the development of children requiring special education and care, it was seen that the program had
positive effects on the development of children.

In this study, the opinions of the mother were taken for social validity. According to the mother's
opinions, the program is feasible. Among the limited number of studies in the literature, some of Russell's (2007)
research results support this finding. Russell (2007), in his study conducted to 'examine the studies on the
Portage Program in England’, reported that according to the opinions of the people who received Portage
Program education, the program provides convenience for children with special needs and their parents since it is
flexible and home-centred. However, there are opinions about the difficulty of measurements in the evaluation
process, but no opinion about the difficulty of evaluation was reported in this study.

In addition to being an original and up-to-date research aimed at meeting the need in the literature, the
study has some limitations. The study is limited to a child with ASD and his mother living in Selguklu district of
Konya province in 2020-2021, the behaviours studied, the tools used and the data collection tools.

Conclusion and Recommendations

According to the results of the study, it was observed that new practices related to home-based, mother-
implemented programs had positive and lasting effects in children with ASD. It is thought that targeting the
mother and child, individualisation and sharing the learning environment with the child are effective in the
efficacy of early intervention programs. Therefore, it is important to consider these factors in the development
and implementation of similar programs (Bekman & Kogak, 2011). According to the results of the study, the
following recommendations can be made for future research:

1. This study was conducted with a child with ASD and his mother. It can be expanded by conducting
future research with more children with ASD and their mothers.
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2. In this study, single-subject research models were preferred. Future research can be tested with other
research methods.

3. In this study, the number of participants was kept small. Future research can be carried out as
experimental and control groups.

4. This study was planned for mother education. There is a limited number of studies on father education
in the literature. Future research can be conducted for education.
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Appendix A
Demographic Information Questions
Q.1. What is your province of residence?
Q.2. What is your degree of closeness to the child?
Q.3. What is your age?
Q.4. What is your education level?
Q.5. What is the monthly income level of your family?
Q.6. What is the gender of your child?
Q.7. What is the current age of your child (in years and months)?
Q.8. What is your child's diagnosis?

Q.9. What was your child's age at the time of diagnosis (in years and months)?
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Appendix B

Portage Weekly Home Education Plan (Sample Plan)

Program numben:1

Tarih: .../..../..21
Stage to be taught: The student goes to the sink and tries to wash his hands in accordance with the stages in the
skill analysis to acquire washing hands skills.

Student's code name: C

Implementation: The stage aimed to be reached:
S.74 1 wash my hands.

Setting: Open kitchen

Tools and materials: The stool for the student to reach the sink in the kitchen, the video prepared for teaching the

behavior of washing hands with liquid soap, telephone, sink, liquid soap, towel, reinforcement to increase motivation.

Teaching Plan:

Teaching: The student goes to the sink and he is given the instruction ‘wash your hands with liquid soap’, the
student turns to the sink within 5 seconds and heads to the sink and does the following in the skill analysis: He stands
in front of the sink, turns the tap to the warm side, turns on the tap, puts his hands together under the tap, wets his
hands with water by keeping his hands under the tap, takes the liquid soap in his right hand, pours the liquid soap into
his left hand, washes the inside of his hands with the liquid soap, washes the outside of his hands with liquid soap,
rubs between the nails with liquid soap, opens his palm, rinses the inside of his hands with water under the tap, rinses
the outside of his hands with water under the tap, rinses between the nails with water under the tap, closes the tap,
takes the towel, dries his hands with the towel, hangs the towel on the hanger and washes his hands independently.
Criterion: 80% and above in 3 consecutive sessions.

Teaching Method: Teaching with Gradual Assistance + Teaching with Video Model

Motivation system: Social reinforcement (e.g. kiss on the head, pat on the back) and verbal reinforcement (e.g.
you are great, bravo) are provided for each step the student succeeds at. After the last step, differential reinforcement
is provided with activity reinforcement (e.g. kukuli puzzle).

Criterion:
Skill floor: %0 SKill ceiling: 80% and above in implementation sessions for 3 consecutive sessions.
Washing Hands With Liquid Soap

1. He stands in front of the sink.

2. Turns the tap to the warm side.

3. Turns on the tap.

4. He puts his hands under the tap.

5. Wets his hands with water by holding them
under the tap.

6. Takes the liquid soap in his right hand.

7. Pours the liquid soap into his left hand.

8.Washes the inside of his hands with liquid soap.

9. Washes the outside of hands with liquid
soap.

10. Rubs between the nails with liquid soap.

11. Opens his palm.

12. Rinses the inside of hands with water under
the tap.

13. Rinses the outside of hands with water
under the tap.

14. Rinses between the nails with water under
the tap.

15. Closes the tap.

16. Takes the towel.

17. Dries his hands with the towel.

18. Hangs the towel on the hanger.

Data Collection:
+: the independent stage, V: the stage with cues (with help), Empty box: the stage that could not be
done.
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Appendix C
Semi-structured Interview Forms

Q.1: What are your opinions about the program introduction, information, implementation suggestions,
guidance, evaluations and feedback during the implementation process?

Q.3: Do you consider the home program, home plan, activity suggestions book and checklists in the
Individualized Portage Supported Mother education as guiding, informative and meeting the needs?

Q.4: How do you think the implementation skills you learned during the education will affect the
teaching of other behaviors?
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Appendix D
Mother’s Implementation Reliability Form

Washing Hands with Liquid Soap

506

No
)

Yes
€]

1. Before giving instructions to the child, she bends her knees and aligns with the child.

2. Makes eye contact while giving instructions to the child.

3. Gives instructions to the child with a correct expression (take the soap and wash your
hand).

4. Stands right behind the child during the implementation.

5. Does not give instructions to the child during the implementation.

6. Applies physical help at the required time (when the child does not respond within 5
seconds).

7. Adjusts the duration of physical help (2-3 seconds) during the implementation.

8. Withdraws the physical help at the right time during the implementation.

9. Provides social reinforcement (such as stroking the hair, patting the back) for the steps
that the child performs independently during the implementation.

10. Provides verbal reinforcement (such as you are great, bravo, congratulations) for the
steps that the child performs independently during the implementation.

11. Adjusts the tone of voice while offering verbal reinforcements to the child during the
implementation so that it becomes fun for the child.

12. Offers differential reinforcement (activity-specific reinforcement) to the child at the
right time.

Total

*Plain scoring is performed.

Eating with a Fork

No
)

Yes
1)

1. Makes sure that the child sits securely on the chair (leaning back, not on the edge).

2. Places the phone in a suitable place at eye level to give instructions to the child.

3. Stands right behind the child during the implementation.

4. Does not give instructions to the child during the implementation.

5. Applies physical help at the required time (when the child does not respond within 5
seconds).

6. Adjusts the duration of physical help (2-3 seconds) during the implementation.

7. Withdraws the physical help at the right time during the implementation.

8. Provides social reinforcement (such as stroking the hair, patting the back) for the steps
that the child performs independently during the implementation.

9. Provides verbal reinforcement (such as you are great, bravo, congratulations) for the
steps that the child performs independently during the implementation.

10. Adjusts the tone of voice while offering verbal reinforcements to the child during the
implementation so that it becomes fun for the child.

11. Offers differential reinforcement (activity-specific reinforcement) to the child at the
right time.

Total

*Plain scoring is performed.
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Wearing a Jacket with a Zipper

507

No
)

Yes
@)

1. Places the phone in a suitable place at eye level to give instructions to the child.

2. Stands right behind the child during the implementation.

3. Does not give instructions to the child during the implementation.

4. Applies physical help at the required time (when the child does not respond within 5
seconds).

5. Adjusts the duration of physical help (2-3 seconds) during the implementation.

6. Withdraws the physical help at the right time during the implementation.

7. Provides social reinforcement (such as stroking the hair, patting the back) for the steps
that the child performs independently during the implementation.

8. Provides verbal reinforcement (such as you are great, bravo, congratulations) for the
steps that the child performs independently during the implementation.

9. Adjusts the tone of voice while offering verbal reinforcement to the child during the
implementation so that it becomes fun for the child.

10. Offers differential reinforcement (activity-specific reinforcement) to the child at the
right time.

Total

*Plain scoring is performed.
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Giris: Birgok ¢ocugun gelistirdigi dil becerilerinin ilki olan dinleme, sonraki dil becerilerinin temeli olarak hizmet
etmektedir. Ayrica tipik gelisen okuyucular, 6grenme giicliigii olan ¢ocuklar ve 6zgiil dil bozuklugu olan ¢ocuklar

gibi bir¢ok farkli grupta dinledigini anlama becerilerinin okuma basarisin1 etkilemektedir. Bu aragtirmanin amact
dinledigini anlama 6l¢me aracinin Tiirk kiiltlirline uyarlamasini yapmaktir.

Yontem: Olgme aracinin psikometrik niteliklerinin madde tepki kurami (MTK) cergevesinde incelenmesi
amaglanmig olup bu dogrultuda iki-parametreli lojistik model (2PLM) kullanilmistir. Sirasiyla, model
varsayimlarindan tek boyutluluk i¢in dogrulayici faktdr analizi, yerel bagimsizlik igin Q3 istatistigi ve madde
karakteristik egrilerinin monotonik artigi varsayimi i¢in her bir maddenin yetenek 6lgegine kosullu olarak
yanitlanma olasiliklarina iligkin grafikler incelenmistir. Varsayim testlerinin ardindan genel model veri uyumu,
madde bazinda model veri uyumu, ayirtedicilik parametreleri, madde giigliik parametreleri ve bilgi fonksiyonlari
dogrulayici faktor analizinden (DFA) elde edilen faktor yiikleriyle birlikte incelenmistir.

Bulgular: Sonug¢lar madde parametrelerinin pratikteki uygulamalarda beklenilen araliklarda yer aldigini ve test
bilgi fonksiyonunun 6lgegin orijinaline benzer sekilde diisiik yetenek diizeyinde zirve yaptigini gostermistir.
Faktor yiikleri incelendiginde 23. madde hari¢ faktor yiiklerinin genel kabul edilebilir sinirdan yiiksek oldugunu
gostermigtir. Bu maddenin modele olan katkisi istatistiksel olarak test edildiginde, maddenin iligkili oldugu hikaye
blogundaki diger maddeleri tutabilmek i¢in bu maddenin 6l¢gme aracinda yer almasinin uygun olacagi sonucuna
ulagilmistir. Bunun yani sira marjinal giivenirlik katsayisina dayali olarak 6lgme sonuglariin yiiksek diizeyde
giivenilir oldugu gbzlenmistir.

Tartisma: Gegerlik ve giivenirlik ¢aligmasindan elde edilen sonuglar, 6lgme aracinin 36 maddelik formunun tek
boyutlu yapisi igin yeterli gecerlik kanitinin elde edildigine isaret etmektedir.

Anahtar sozciikler: Dinledigini anlama, 6l¢ek uyarlama, madde tepki kurami, gegerlik ¢alismasi, gilivenirlik
caligmasi.
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Giris

Dinledigini anlama, bebeklerin cevrelerindeki insanlarla etkilesime girmesiyle erken yasta baslar ve

sohbet ettiklerinde gelisir. Cocuklarin gelistirdigi dil becerilerinin ilki olan dinleme, sonraki dil becerilerinin temeli
olarak hizmet etmektedir (Linebarger, 2001). Dinledigini anlama, yalnizca sosyal etkilesimlerde degil, aym
zamanda okuma becerilerinin ediniminde de temel beceridir (Catts vd., 2001; Snow vd., 1998). Cocuklarin
¢oziimleme becerileri gelistik¢e, dinledigini anlama becerisi okudugunu anlama becerisi lizerinde daha fazla
yordayict olmaktadir (Cain & Barnes, 2018). Alanyazinda tipik gelisen okuyucular, 6grenme giicliigii olan
¢ocuklar ve 6zgiil dil bozuklugu ¢ocuklar gibi birgok farkli grupta dinledigini anlama becerisinin okuma basarisini
etkiledigini gosteren arastirma sonuglar: bulunmaktadir (Wise vd., 2007). Bu beceri 6nemli olmasina ragmen, okul
oncesi ve ilkogretim siniflarinda yapilan sinirli sayida ¢alisma olmasi nedeniyle “unutulmus dil becerisi” olarak
etiketlenmektedir (Tompkins, 2002). Akyol (2013), Tiirk¢e 6gretiminde dinleme etkinliklerinin okuma siirecinin
gelisiminde en 6nemli basamak oldugunu buna ragmen verilen 6nemin yeterli olmadigini belirtmektedir. Swain,
Friehe ve Harrington (2004) birgok 6gretmenin dinlemeyi ne 6gretilebilen ne de degerlendirilebilen bir alan olarak
gordiigiine dikkat ¢cekmistir. Dinleme becerisi temel dil beceriler arasinda giinliik hayatta en fazla kullanilan beceri
olmasina ragmen egitim programlarinda diger alanlara gére daha az yer verilmektedir (Maden, 2013). Dolayisiyla
dinleme becerilerine iliskin bireyin performansi arttik¢a diger becerilerin ediniminin de olumlu yonde etkilendigi,
bir baska deyisle okuma, yazma, anlama gibi diger gelisim alanlarinin giiglendigi goriillmektedir (Johnson, 2017).

Dinledigini anlama becerisinin ¢ocuklarin formal okul dénemlerinde de 6nemli bir yeri bulunmaktadir.
Ulkemizde bir ders saatinin yaklasik %67’si sdzel eylemlerden olusmakta ve dgrenciler 2.5 ile 4 saat arasinda
ogretmenlerini dinlemektedirler. Dolayisiyla akademik bagarinin istenen diizeyde olmasi i¢in 6grencilerin dinleme
becerilerinin iyi diizeyde olmasi gerekmektedir (Ergin & Birol, 2000). Demirel (2003) egitim-6gretim siirecinde
dinledigini anlama beceresinin ¢ok dnemli oldugunu vurgulamaktadir. Dinledigini anlama ve 6grenme arasinda
giiclii bir iligki vardir (Stoltz, 2008). Dinledigini anlama becerisine gelisimsel bir siire¢ olarak bakildiginda bu
becerinin egitimine erken ¢ocukluk déneminde baslanmasi 6nemlidir (Temur, 2001). Alanyazinda dinledigini
anlama becerisinin, ¢esitli dil becerilerini ve biligsel becerileri i¢cinde bulunduran iist diizey bir beceri oldugu
aciklanmaktadir (Kim & Phillips, 2014; Kim & Pilcher, 2016).

Dinledigini anlama, ¢ocuklarin konusma ve dil becerilerini gelistirmeleri ve ileriki donemlerde okumays,
hecelemeyi ve yazmay1 6grenmeleri igin 6nemli bir beceridir (Robinshaw, 2007). Bagkalarin1 dinleyebilen ve
sOylenenleri anlayabilen ¢ocuklar, okulda ve evde yonergeleri etkili bir sekilde takip etmeyi basarirlar. Dinleyerek
cevrelerinde olup biten her sey hakkinda bir¢ok ayrintiyr alirlar. Dinledigini anlama okudugunu anlama ve
yazdigin1 anlama gibi iletisim becerilerinin bir pargasidir (Kim & Philps, 2014). Bu iletisim becerisi biligsel
ogrenme ile iligkilidir ¢linkii dikkat, hafiza, dilbilgisi, kelime dagarcig dinledigini anlama becerisi ile gelisir (Cain,
2003). lyi bir dinleyici olan gocuklar, akranlari arasinda giiven ve sayg1 olusturabilen konusma, sosyallesme ve
baskalariyla iletisim kurma konusunda basarili olma egilimindedirler (Yildirim & Yildirim, 2016). Genel olarak,
etkili dinleyici olan ¢ocuklar evde ve okulda daha karsilasacaklar1 akademik ve sosyal sorunlar ile daha iyi basa
¢ikarlar (Yidirim & Yildirim, 2016). Bu nedenle dinledigini anlama stratejilerinin bilimsel olarak incelenmesi
etkili stratejilerin belirlenmesi agisindan énemlidir.

Boylamsal aragtirmalar, ¢6ziimleme ve okudugunu anlama i¢in dinleme becerilerinin 6nemli oldugu
goriistinii desteklemektedir (Jong & der Leij, 2002; Lehto & Anttila, 2003). Catts ve digerleri (2001), bir anaokulu
O0grencisinin ne kadar iyi okuyacagini tahmin eden bes degiskenden birinin dinleme becerisi oldugunu
belirlemiglerdir. Bu arastirmanin sonuclar1 da okuryazarlik becerisinde dinlemenin Onemi giiclenmektedir.
Hjetland ve digerleri (2017) tarafindan yapilan bir meta-analiz arastirmasinda, okuma becerilerini yordayan
beceriler incelenmis ve dinledigini anlama becerisinin 6nemli bir yordayici degigsken oldugu goriilmiistiir. Benzer
sekilde, Malec ve digerleri (2017), 4-8 yas arast ¢cocuklar i¢in kelime dagarcigi, dinledigini anlama ve sdzdizimi
becerileri arasinda anlamli iligkiler bulmuglardir. Diger arastirmalarda da dinledigini anlama ile ¢dziimleme ve
okudugunu anlama becerileri arasindaki iliskilerin ortaokul donemine kadar devam ettigi belirlenmigtir (Badian,
1999; Jong & van der Leij, 2002). Sonug olarak dinleme becerileri yasam boyu 6grenme i¢in temel bir beceri
oldugundan bu becerinin degerlendirilmesi ve desteklenmesi 6nemlidir.

Okul 6ncesi donemde gocuklarin dinleme becerilerinin egitim yoluyla gelistirilmesi konusma, okuma ve
yazma becerilerinin gelistirilmesi acisindan da oldukc¢a dnemlidir (Calp, 2005). Ancak giiniimiizde ¢ocuklar,
siniflarinda yeterince dinleme egitimi almadiklar1 ve dinleme becerisinin gelisimi i¢in yeterli alistirmalari
yapmadiklari i¢in zayif dinleyici konumundadirlar. Okuma yazma 6grenme siirecine baglamadan 6nce ¢ocuklarin
dinleme becerisini analiz etmek gerekir (Florit vd., 2009, Walter, 2011). Cabuk dikkatin dagilmas1 gibi zorluklar
olsa da okul dncesi donemde ¢ocuklarin dinleme becerisi diizeylerinin belirlenmesi gerekmektedir (Jalongo, 2010).
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Dinledigini anlama becerisinin 6gretimi ile ilgili devam eden sorunlar olmasiyla birlikte, ayn1 zamanda bu beceriyi
6lgme ve degerlendirme alaninda da yetersizlik oldugu goriilmektedir (Kargin vd., 2015). Dinledigini anlamanin
onemi ve dilin farkli yonlerinde ¢ocuklarin gelisimi icin bir gosterge gorevi gorebilecegi diisiiniildiiglinde, onu
degerlendirecek ¢ok az test oldukga sinirlidir. Hagen ve digerleri (2021) dinledigini anlama becerisini 6l¢gmek ve
degerlendirmedeki simirliligin, dinlemenin soyut beceri olmasindan ve 6grencilerin zihinlerinde gergeklesmesi
nedeniyle diger dil becerilerine gore daha gii¢ oldugunu belirtmektedir.

Dinledigini anlama, teorik okuma modellerinde belirgin bir sekilde bir bilesen olarak yer alir (Hoover &
Gough, 1990; Joshi & Aaron, 2000) ve okudugunu anlama becerilerinin kazanilmasi igin temel olusturdugu
diistiniilmektedir (Sticht & James, 1984). Okuma iki temel 6geden olugmaktadir: kelimeleri ¢dziimleme ve
dinledigini anlama (Hogan vd., 2014). Coziimleme, 68rencilerin yazili metindeki sozciikleri anlamlandirmasina
yardime1 olur; ogrenciler sembolleri (veya harfleri) goriir ve bu goriintiiler beyne iletilir daha sonra da dile
dontstiirtliir.

Geleneksel bir sinifta, okuryazarlik egitimi ¢oziimlemeye yoneliktir (Demirel, 2003).). Okumada
¢oziimleme becerisi onemli bir beceri olsa da, temel bir dil becerisi olarak dinledigini anlama becerisi okumanin
on becerisi olarak goriilmemektedir. Buna karsin Hogan ve digerleri (2014) dgretmenlerin siniflarinda ¢oziimle
becerilerine daha fazla dikkat ¢ektigini ve dinledigini anlamay rafa kaldirdiklarini agiklamaktadirlar. Bununla
beraber dinledigini anlamanin ilkokul siniflarindan itibaren okudugunu anlama tizerinde baskin bir etkisi oldugunu
gosteren Onemli arastirmalar bulunmaktadir. Sinifta bu becerinin 6gretimi ihmal edildiginde &grenciler,
okuduklarin1 anlama becerilerinde istenen seviyeye ulasamazlar (Karasakaloglu & Bulut, 2018).

Ogrenciler ¢coziimleme becerisinde iyi olsalar da dinledigini anlama zamanla okudugunu anlama i¢in daha
onemli hale gelmektedir. Bir bagka ifadeyle, zamanla dinledigini anlamanin okudugunu anlamaya katkis1 artmakta
ve bu nedenle de siniflar arasinda zayif okudugunu anlama oraninin artacagi diisiiniilmektedir. Okudugunu ve
dinledigini anlamanin yiiksek oranda iliskili oldugu bilinmektedir (Diakidoy vd., 2005; Elleman vd., 2022; Tilstra,
vd., 2009). Arastirmalar, 6grencilerin genellikle okuyabileceklerinin iki ile ii¢ seviye {izerinde dinleme etkinligi
yapabilecegini gostermektedir (Elleman vd., 2022; Tilstra vd., 2009). Bu da dinlemenin, zorluk diizeyi giderek
artan dil, kelime dagarcig1r ve konulara giriste birincil beceri olmasi gerektigini kanitlamaktadir. Bu nedenle,
dinledigini anlamay1 incelemek i¢in gecerliligi ve glivenirligi olan bir araca sahip olmak, ¢cocuklarla bu konularda
yapilan ¢alismalara giivenilir bir katki saglamanin bir yoludur.

Alanyazinda Kargin ve digerleri (2015) tarafindan gelistirilen Erken Okuryazarlik Testi (EROT)
igerisinde bulunan “Dinledigini Anlama Alt Testi” igerisinde bir dykii ve dykiiniin igerisinde SN 1K (ne, nerede,
neden, ne zaman, nasil, kim) toplam alt1 anlama sorusu bulunmaktadir. flgili calismadaki dinledigini anlama alt
testinin igeriginde bu beceriyi degerlendirmek i¢in 6nemli olan ¢ikarim sorusu yer almadigi goriilmektedir. Yine
ilgili calisma gelistirilen dinledigini anlama alt testinden bir dykii alt1 soru yer alirken bu caligmada uyarlanan
Olgme aracinda zorluk diizeyi giderek artan on dykii ve toplam 36 soru yer almaktadir. Dinledigini anlamay1
Olemek i¢in tasarlanan testler, tipki okudugunu anlamay1 6lgmek icin tasarlanan testler gibi, kelime dagarcigi,
¢ikarim ve arka plan bilgisinden etkilenme derecelerine gore onemli dl¢lide farklilik gosterir (Hagen vd., 2021).
Dinledigini anlama becerisinin degerlendirirken 5N 1K sorularimin yani sira ¢ikarimsal akil yiiriitme becerisini de
ele almak gerektigi belirtilmektedir (Hagen vd., 2021). Dinledigini anlamanin 6énemi ve ¢ocuklarin gelisiminde
onemli bir gorev gorebilecegi goz oniine alindiginda, Tiirk¢cede okuldncesi donemde dinledigini anlama becerisini
degerlendirmek icin neredeyse higbir testin bulunmadigi goriilmektedir. Bu aragtirmada uyarlanmasi planlanan
Olcegin icerisinde dinledigini anlama becerisini degerlendirirken g6z onilinde bulundurulmasi gereken hatirlama
ve ¢ikarim sorularinin yer aldig1 6ykiiler bulunmaktadir. Mevcut calismanin amaci, 60-75 ay arasindaki cocuklarda
dagiliminin alt araliginda bir dinledigini anlama testinin psikometrik 6zelliklerini incelemektir. Psikolojik ve
egitsel testlerin tanimlanmasi ve degerlendirilmesi igin Avrupa Psikolog Dernekleri Federasyonu (EFPA) inceleme
modeline de atifta bulunulmustur (Evers vd., 2013). Bu arastirmanm amaci dinledigini anlama becerileri 6lgme
aracinin Tirk kiiltiirline uyarlamasimi yapmaktir. Madde tepki kuramma (MTK) dayali olarak dlgme aracinin
psikometrik 6zellikleri incelenmis olup bu dogrultuda gegerlik ve giivenirlik ¢caligmasi yiiriitilmistiir.

Arastirma Sorulari

Bu ¢aligmanin amaci, Hagen ve digerleri (2021) tarafindan gelistirilen “Dinledigini Anlama Testinin
(DAT)” Tirkiye kosullar1 icin gecerlilik ve giivenirligini yapmaktir. Aragtirmada olgek uyarlama siirecinde
yritiilen gecerlik ve giivenirlik calismasina hizmet eden aragtirma sorular1 asagida yer almaktadir:

1. Tirk kiltiirine uyarlanmasi amaglanan dinledigini anlama becerileri 6lgme aract 2PLM’nin
varsayimlarini saglamakta midir?
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2. Tirk kiiltiiriine uyarlanmasi amaglanan dinledigini anlama becerileri 6l¢me aracinin, 2PLM kestiriminden
elde edilen sonuglar1 nasildir?

3. Tirk kiiltiiriine uyarlanmasi amaglanan dinledigini anlama becerileri 6lgme aracidan elde edilen Sl¢iim
sonuglarmin marjinal giivenirlik diizeyi nasildir?

Yontem

Bu aragtirmada DAT Tiirk kiiltiiriine uyarlamasi yapilmistir. Bu ama¢ dogrultusunda arastirmanin islem
adimlar1 diizenlenmis olup Sekil 1’de sunulmustur:

Sekil 1
Arastirmada Takip Edilen Olgek Uyarlama Islem Adimlar

|
2. Tiirkceye ceviri (N =5
— geye geviri (N = 5) |
— 3. Uzmanlarin gzden gegirmesi (n = 2) |
I_ 2 ye ¢ |
— 5. Uzmanlarm gézden gegirmesi (n = 2) |
6. Verilerin toplanmasi
- |
7.Gegerlik ve giivenirlik caligmasi
I_ ¢ 2 Galls |
— 8. Sonuglarin raporlanmasi |

Aragtirma i¢in ilk olarak orijinal 6l¢egin makalesindeki ilgili yazardan mail aracilifiyla gerekli izin
almmustir (Ek). Ardindan 6lgme aracinin Ingilizce ve dzel egitim alaninda yetkin iki 6gretim elamani ile Tiirkce
cevirileri, cevirilerin dil uzmanlar1 tarafindan incelenmesi, 6lgme aracinin tekrar Ingilizceye cevirisi, yeniden
uzmanlar tarafindan incelemesi gergeklestirilerek dlgek diizenlemigtir. Daha sonra egitimde 6l¢me degerlendirme
uzmani, 5 okul dncesi 6gretmeni ve iki 6zel egitim uzmani tarafindan 6lgek incelenerek son hali verilmistir. Nihai
form uygulanarak veriler toplanmis, gegerlik ve giivenirlik ¢aligmasi yiiriitiilmiis ve sonuglar raporlanmistir.
Calisma kapsaminda Dicle Universitesi Sosyal ve Beseri Bilimler Etik Kurulu Bagkanligindan 28.11.2022 tarih
ve E-14679147-663.05-400452 numarali etik kurul belgesi alinmistir.

Cahisma Grubu

Aragtirmaya Konya ilinde yer alan Milli Egitim Bakanligina (MEB) bagli anaokullarinda 6grenim goren
60-75 ay arasindaki ¢ocuklar katilmistir. Katilimecilarin 104’1 kiz, 108’1 erkek olmak iizere toplam 212 gocuk
arastirmaya dahil edilmistir. Sosyoekonomik diizeylerini bakildiginda 36’s1 alt sosyoekonomik diizey (SED), 82’si
orta SED ve 94’11 iist SED grubunda yer almaktadir. Yas diizeylerine gore dagilima bakildiginda 60-65 ay arasinda
61 cocuk, 66-70 ay arasinda 84 ¢ocuk ve 71-75 arasinda 67 ¢cocuk bulunmaktadir.

Veri Toplama Araclan
Aile-Cocuk Bilgi Formu

Ailelerin sosyoekonomik diizeylerini belirleyebilmek i¢in arastirmada kullanilan form igerisinde gocugun
yasl, cinsiyeti, anne-babanin 6grenim durumu, meslegi, kitap sahipligi ve kiiltiirel etkinliklere katilimi gibi SED
degiskenleri bulunmaktadir. Bu form arastirmaya katilan ¢ocuklarin aileleri tarafindan doldurulmustur.

Dinledigini Anlama Testi

Bu aragtirmada Hagen ve digerleri (2021) tarafindan gelistirilen “Dinledigini Anlama Testi (DAT)”
uyarlanmistir. Test iceriginde on kisa 6ykiiniin ardindan 6ykii basina ii¢ ile bes soru olmak iizere toplam 36 soru
icermektedir (testten bir alint1 icin Tablo 1'e bakin). Hikayeler basit ve kisa (12 kelime) ile baslayip, hikayelerin
karmagsiklig1 ve uzunlugu (72 kelime) giderek artmaktadir. Sorular hatirlama ve ¢ikarimin bir karigimidir. Bu
nedenle test, ¢ocuklarin okunanlari dinlemelerini ve anlamalarini, sorular yanitlanana kadar bilgileri
hatirlamalarini ve agikga belirtilmeyen bilgileri ¢ikarimimi gerektirir. Olgme aract, dinledigini anlamanin 6gelerini
dogru almak igin gereken becerilerin kisaltmasi olarak DAT olarak adlandirilmaktadir: Dinle (Listen), Anla
(Understand), Hatirla (Remember) ve Cikarim yap (Infer). Orijinal 6l¢ekte, dinledigini anlama 6lgiimii i¢in yiiksek
i¢ tutarlilik gostermektedir (a = .91).
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Tablo 1
Testten Alinti: Hikaye 1
Hikaye 1 icin sorular Dogru cevap Cocugun cevabi Puan
1. Bu hikaye kimin hakkindaydi? Bir kiz Bir kiz 1
2. Neden sapka takt1? Usiiyordu Bilmiyorum 0
3. Sapka neye benziyordu?/Sapka nasil goriiniiyordu? Sar1 Yesil 0
Uygulama

Cocuklar, bireysel olarak test edilmistir. Uygulama ¢ocugun okulunda rahatsiz edilmeyecek sekilde ayr1
bir odada yapilmistir. Ugiincii arastirmaci dnce hikayeyi okumus ve sonra cocuga hikaye ile ilgili sorulari
sormustur. Cocuk hikayeyle ilgili tiim sorular1 yanitladiktan sonra, arastirmaci tiim hikayeler ve sorular okunup
cevaplanana kadar bir sonraki hikayeyi okumustur. Tiim ¢ocuklara toplam 36 soru sorulmustur. Tiim cevaplari
dogru veya yanlis olarak puanlanmistir. Her dogru yanit i¢in 1 puan yanlis yanit i¢in 0 olarak puanlama yapilmistir.
Test toplamda 15-20 dakika siirmektedir.

Veri Toplanmasi ve Analizi

Dinledigini anlama degerlendirme 6l¢eginin Tiirk diline uyarlama siirecinde ilk olarak Mjelve Hagen ile
iletisime gecilerek iznin alinmasi planlanmigtir. Bu amagla 14 Mart 2022 tarihinde Mjelve Hagen bir elektronik
posta gonderilmis ve kendisinden dlgegin Tiirkgeye uyarlanmasina iligkin izin yazisi yazilmistir. Mjelve Hagen 16
Mart 2022 tarihinde 6lgegin Tiirk¢eye uyarlanmasina iliskin onay vermis ve degerlendirme aracini paylasmustir.
Daha sonra okul dncesi egitim alanindan bir uzman, 6zel egitim alanindan iki uzman, Tiirk¢e dgretmenligi
alanindan bir uzman ve 6lgme-degerlendirme alanindan bir uzman olmak iizere toplamda bes uzman tarafindan
6lgek maddelerinin Ingilizce dilinden Tiirkce diline gevirisi yapilmistir. Sonra biitiin geviriler karsilastirilmis ve
her bir madde i¢in onu en iyi yansitacak Tiirk¢e climleler belirlenmeye ¢aligilmistir. Bu asamadan sonra maddeler
tekrar Ingilizce’ye cevrilerek amaciyla orijinal dlgekte yer alan maddeler ile karsilastirilmis ve dil esdegerligi
saglanmustir.

Aragtirmada bireylerin dinledigini anlama becerilerine iligkin bir 6l¢me araci uygulanmis olup maddelere
verilen yanitlar 0-1 kodlamalarla iki kategorili olarak ele alinmistir. Olgme araci bilissel diizeyde dl¢iim yaptigt
icin s6z konusu maddelere iligkin yanit olasiliklarinin yetenege kosullu olarak yani monotonik bir sekilde artmast
beklenir. Bu nedenle arastirmada dominant MTK modellerinin kullanilmas1 uygun goriilmiistiir. Olgme aracinda
yer alan maddeleri sansla yanitlama olasilig1 s6z olmadig igin ve veri tiirii iki kategorili oldugu i¢in dominant
modellerden 2PLM (iki parametreli lojistik model) kullanilmistir. Orneklem biiyiikliigii agisindan, 2PLM nin bu
aragtirmada uygulanabilirligi i¢in literatiirde yer alan ¢aligmalar degerlendirilmistir (Akour & Al-Omari, 2013;
Weiss & Minden, 2012). Weiss ve Minden (2012) 6rneklem biiyiikliigiiniin 200 oldugu durumda, 25 ve 50 test
uzunlugu kosullarinda monte karlo simiilasyonuna dayali yaptig1 incelemelerde 2PLM ile kestirilen parametrelerin
ortalama, RMSE ve yanlilik degerleri agisindan gergek degerlerine yakin olduklarini gostermislerdir. Akour ve
Al-Omari (2013) 3PLM ile gercek veri {izerinde yaptiklari incelemelerde test uzunlugunun 15’ten fazla oldugu
durumda 200 kisilik 6rneklemin kabul edilir kestirimlerle sonuglandigint géstermistir. Aragtirmadaki 6rneklem
biiytikligii ve test uzunlugu ele alindiginda 200 kisilik 6rneklem biiyiikliigiiniin 2PLM igin de yeterli olacagt
sonucuna ulasgilmistir.

Arastirmada dinledigini anlama becerileri orijinalinde oldugu gibi tek bir boyut olarak ele alinmis olup
tek boyutlu model lizerinden analizler yiiriitilmiistiir. Bu dogrultuda aragtirmada kullanilacak model i¢in MTK
varsayimlarindan tek boyutluluk, yerel bagimsizlik ve madde karakteristik egrisinin monotonik artis gostermesi
varsayimlarina yonelik incelemeler yapilmistir.

Tek boyutluluk varsayimini test etmek i¢in M-Plus programinda tetrakorik korelasyon matrisine dayali
olarak dogrulayici faktor analizi (DFA) gerceklestirilmistir. S6z konusu analizler i¢in kestirim yontemi olarak
agirliklandirilmamis en kiigiik kareler (ULS-unweighted least squares) yonteminden faydalanilmigtir. Elde edilen
uyum indeksleri (RMSEA, CFI, TLI) ve faktor yiik degerleri (standartlastirilmis degerler) incelenerek ilgili
varsayim test edilmistir.

Yerel bagimsizlik varsayimi i¢in Q3 istatistiginden (Yen, 1984) faydalanilmistir. Bu dogrultuda iki
parametreli model kestirimine dayali olarak Q3 istatistikleri elde edilmistir. Maddeler arasindaki artik degerlere
iligskin bir korelasyon katsayis1 olarak ifade edilen Q3 istatistigi madde ciftleri arasindaki bagimlilig1 gosteren bir
istatistiktir. Yerel bagimsizlik derecesini degerlendirmek icin olas1 biitiin madde ciftleri arasindaki iliskinin
incelenmesi gerekmektedir. Bu nedenle 36’nin 2’li kombinasyonu olarak toplamda 630 madde ¢ifti arasindaki Q3
istatistikleri mirt R paketi ile elde edilmistir (bk. Ek). Yen’in Q3 istatistiginin degerlendirilmesinde 0.2 genel kabul
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edilen sinir olsa da net bir kesme puant mevcut degildir. Christensen ve digerleri (2017) ¢alismalarinda veri setinin
bir takim o6zelliklerine (madde sayisi, yanit kategori sayisi, drneklem biiytikligii vb.) gére bu kesme puaninin
degisebilecegini cesitli simiilasyonlar ile gostermislerdir. Marais (2013) de veri seti i¢indeki yerel bagimsizligin
net bir resmini ortaya ¢gikarmak igin kalinti korelasyon degerlerinin biitiin verinin madde kalint1 korelasyon
ortalamasiyla karsilagtirilmasini 6nermektedir. Bu ¢alismada yerel bagimsizlik agisindan daha dogru bir
degerlendirme yapabilmek i¢in hem veri setine dayali 6nerilen kesme puani belirleme yontemi (Marais, 2013) hem
de ¢esitli galigmalarda kabul gérmiis kesme puanlarina dayali (< 0.2; Chen & Thissen, 1997; DeAyala, 2009)
inceleme yontemleri es zamanli olarak kullanilarak inceleme yapilmustir.

Madde karakteristik egrisinin monotonik artis gdstermesi varsayimi i¢in her bir maddeye yonelik grafikler
cizdirilerek incelemeler yapilmistir. Her bir maddenin yetenek diizeyine kosullu olarak yanitlanma olasiliklariin
degisim yonii incelenerek varsayim test edilmistir.

Varsayimlar test edildikten sonra R (R Core Team) istatistik yaziliminda mirt (Multidimensional Item
Response Theory; Chalmers, 2012) paketi kullanilarak model kestiriminden elde edilen madde parametreleri,
madde bilgi fonksiyonlari, model karsilagtirmasi i¢in genel uyum (RMSEA, AIC, AICc, SABIC, BIC, loglik)
istatistikleri ve madde bazinda uyum istatistikleri (S-y?) elde edilerek olgme aracmin gegerlik kanitlari
sunulmugtur. Gegerlik kanitlarinin ardindan marjinal giivenirlik katsayisi elde edilerek 6lgme sonuglarinin
giivenirligi agisindan da bilgi saglanmistir. Bu katsay1 ger¢ek puan modeline dayandirilmakta (Lord & Novick,
1968) ve MTK altinda elde edilen bu degerler klasik test kuramindaki katsayilara benzer sekilde
yorumlanabilmektedir (Dimitrov, 2003). Dolayisiyla elde edilen marjinal giivenirlik katsayist i¢in klasik test
kuraminda kabul edilen smirlar (Salvucci vd., 1997) ele alinarak Olgim sonuglarmin giivenirlik diizeyi
yorumlanmuistir.

Bulgular
Model Varsayimlarina iliskin Bulgular

Tek boyutluluk varsayimi igin gerceklestirilen dogrulayict faktor analizi sonucunda elde edilen uyum
istatistikleri Tablo 2°de sunulmustur.

Tablo 2
DFA Sonucunda Elde Edilen Uyum Indeksleri
Indeks Deger Uyum diizeyi
CFI 0.915 >0.90
TLI 0.909 >0.90
RMSEA 0.031 <0.05

Tablo 2 incelendiginde CFI ve TLI degerlerinin .90’ iizerinde oldugu ve iyi uyuma igaret ettigi
gozlenmektedir (Schermelleh vd., 2003). RMSEA degerinin de .05 degerinden kiigiik oldugu ve modelin veriye
iyi uyum sagladigi sonucuna ulasilmaktadir (Hu & Bentler, 1999). DFA sonucunda elde edilen degerler tek boyutlu
yapiy1 desteklemektedir.

Yerel bagimsizlik varsayimini test etmek igin ilk olarak Marais (2013) tarafindan madde ciftleri
arasindaki kalinti korelasyonuna dayali yontem kullanilmig ve biitiin madde ciftleri agisindan yerel bagimsizlik
varsayiminin saglandigi gozlenmistir. Bu yontemin yam sira madde ciftleri arasindaki olasi biitiin Q3 degerleri
incelendiginde alt1 tane madde ¢ifti (m14-m15 =-0.205; m4-m18 = -0.221; m1-m30 =-0.214; m31-m32 = -0.204;
m32-m33 = -0.218; m33-m34 = -0.207) harig biitiin degerlerin genel kabul goren 0.2 degerinden kii¢iik oldugu
gbzlenmistir. Sinir degerin tizerinde kalan madde ¢iftlerine iliskin bu oranin ise %0.01 degerinin altinda oldugu
goriilmektedir. Sinirin (0.2) iizerindeki madde ¢iftleri arasindaki Q3 degerlerinin 0.2°ye yakin olmasi (mutlak
degerler 0.205-0.221 arasinda degisiyor) ve ihlal sayisinin ve derecesinin diisiik olmasi itibariyle buradan elde
edilen sonuglar maddeler arasinda yerel bagimlilik acisindan bir 6riintii olmadig1 yoniinde degerlendirilmistir.
Ayrica Q3 degerinin bir korelasyon degeri oldugu husus degerlendirildiginde bu degerlerin 0.30 degerinin altinda
olmasi bu degerlerin diisiik oldugu anlamina gelmektedir. Gerek Marais (2013) tarafindan 6nerilen yontem gerek
0.2 kritik degerine gore madde ciftleri arasindaki Q3 degerlerinin incelenmesi sonucu yerel bagimsizlik
varsayiminin kabul edilebilir oldugu sonucuna ulagilmistir.

Son olarak model varsayimlaridan monotonik artig varsayimi ele alinmistir. Bu varsayimin incelemesi
icin yetenege kosullu olarak maddelerin yanitlanma olasiliklarini gosteren madde karakteristik egrileri her bir
madde i¢in elde edilmis olup Sekil 2°de sirasiyla her bir hikaye igin bloklar halinde sunulmustur.
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Grafikler incelendiginde maddelerin yanitlanma olasiliklarinin yetenek 6l¢egine kosullu olarak artig
gosterdigi gozlenmektedir. Farkli bir ifadeyle diigiikk yetenek diizeyindeki bireylerin maddeleri yanitlama
olasiliklarinin diigiik oldugu, yiiksek yetenek diizeyindeki bireylerin ise maddeyi yanitlama olasiliklarinin yiiksek
oldugu goriilmektedir. Bu durum madde davranislarinin genel olarak monotonik oldugunu ve ilgili varsayimin

saglandigini gostermektedir.
Sekil 2
Madde Karakteristik Egrileri
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Tek boyutlu olarak kestirilen 2PLM’ye iliskin mutlak model-veri uyum istatistigi (RMSEA = 0.057;
%95GA (0.50, 0.062)) degerlendirildiginde modelin veriye uyum sagladigi goériilmektedir. Genel model-veri
uyumunun yani sira madde bazinda gesitli agilardan incelemeler yapilmistir. Tablo 2°de 2PLM kestiriminden elde
edilen ayirtedicilik parametresi, giigliik parametresi, dogru yamtlanma orani, S-y? uyum indeksine iliskin sonuglar,
madde bazinda bilgi miktar1 ve DFA sonucunda gozlenen faktdr yiik degerleri sunulmustur:

Tablo 3
Model Kestiriminden Elde Edilen Degerler

Hikaye Madde Ayirt - Dogru 5 1(6) Faktor
numarasi Numarasi (m) edicilik Gelik yanitlanma orani S sd P RMSEA c(-4,4) yiki
Hikave ml 2.25 -2.22 0.97 0.61 3 0.89 0.000 2.21 0.65
1 Y m2 1.83 -1.58 0.88 7.84 12 0.80 0.000 1.80 0.55
m3 1.37 -2.03 0.90 11.52 9 0.24 0.036 1.28 0.46

Hikaye m4 1.34 -1.45 0.82 16.01 15 0.38 0.018 1.30 0.51
2 m5 1.36 -1.42 0.81 11.94 15 0.68 0.000 1.32 0.52
mé 1.58 -1.23 0.80 9.38 15 0.86 0.000 1.56 0.57

Hikave m7 1.09 -1.63 0.81 13.93 15 0.53 0.000 1.01 0.44
3 Y m8 1.35 -1.20 0.77 7.91 16 0.95 0.000 1.32 0.53
m9 118  -1.07 0.73 1242 17 077 0000 114  0.50

Hikave m10 1.30 -1.01 0.73 23.19 17 0.14 0.042 1.28 0.53
4 Y mill 1.27 -0.92 0.70 20.19 17 0.27 0.030 1.24 0.53
m12 1.04 -1.09 0.71 26.37 17 0.07 0.051 0.98 0.44

Hikave m13 1.27 -0.73 0.66 7.51 17 0.98 0.000 1.24 0.55
5 Y ml4 1.40 -0.96 0.72 23.57 17 0.13 0.043 1.38 0.56
ml5 1.34 -1.09 0.75 20.85 16 0.18 0.038 131 0.53

Hikave m16 1.44 -0.98 0.73 14.55 16 0.56 0.000 1.42 0.56
6 Y m17 1.08 -0.96 0.69 24.80 18 0.13 0.042 1.03 0.48
m18 1.09 -0.98 0.70 19.64 17 0.29 0.027 1.05 0.50

ml19 0.96 -151 0.77 7.50 17 0.98 0.000 0.88 0.40

Hikaye m20 1.28 -1.16 0.75 10.76 16 0.82 0.000 1.24 0.54
7 m21 1.37 -1.12 0.75 19.93 16 0.22 0.034 1.34 0.53
m22 1.43 -0.89 0.71 11.32 17 0.84 0.000 1.41 0.56

m23 0.59 -1.93 0.74 20.60 18 0.30 0.026 0.44 0.27

Hikaye m24 1.56 -0.83 0.70 19.84 15 0.18 0.039 1.55 0.60
8 m25 151 -1.00 0.74 20.75 16 0.19 0.037 1.49 0.56
m26 1.28 -0.75 0.67 16.60 17 0.48 0.000 1.26 0.54

m27 0.99 -1.46 0.77 18.05 17 0.39 0.017 0.91 0.44

Hikave m28 1.52 -1.02 0.75 15.50 16 0.49 0.000 1.50 0.58
9 Y m29 1.53 -0.99 0.74 19.93 16 0.22 0.034 1.52 0.60
m30 157 -0.72 0.67 20.97 15 0.14 0.043 1.56 0.60

m31 1.63 -0.71 0.67 10.61 14 0.72 0.000 1.63 0.63

m32 1.39 -0.98 0.73 15.62 16 0.48 0.000 1.37 0.55

Hikave m33 1.33 -0.96 0.72 22.48 17 0.17 0.039 1.31 0.55
10y m34 1.19 -0.88 0.69 22.06 17 0.18 0.038 1.16 0.52
m35 1.90 -0.69 0.68 17.72 14 0.22 0.036 1.90 0.68

m36 1.26 -0.35 0.57 25.18 16 0.07 0.052 1.24 0.57

Tablo 3 incelendiginde biitiin maddelerin veriye iyi uyum sagladigi goriilmektedir (biitiin maddeler igin
p > .01; Orlando & Thissen, 2000). Madde ayirtedicilik parametreleri 0.59 ile 2.25 araliginda degismektedir.
Madde ayirtediciliklerinin pozitif yonde ayirt ettigi, s6z konusu parametrelere iligkin ortalamanimn 1.36 oldugu ve
genel olarak maddelerin ayirt ediciliklerinin pratikteki uygulamalarda beklenildigi gibi sonuglandig
goriilmektedir (Hambleton vd., 1991). Ayrica ayirtedicilik parametreleri ve bilgi fonksiyonlar1 birlikte
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incelendiginde saglanan bilgi miktarinin neredeyse tamamina yakinin (-4, 4) yetenek aralifinda yer aldigi
goriilmektedir.

Madde giicliik parametreleri -2.22 ile -0.35 araliginda degismektedir. Bu parametreler pratikteki
uygulamalarda genelde (-3, 3) arahiginda degismekte olup bu ¢alismadan elde edilen parametrelerin de ilgili sinirlar
icinde yer aldig1 goriilmektedir. Bunun yani sira bu degerlerin sifirin altinda degerler almas1 maddelerin yetenek
Olgeginin sola tarafinda yer aldigini ve kolay sayilabilecek maddeler oldugunu géstermektedir (Hambleton vd.,
1991).

Maddelere iliskin faktor yiik degerleri incelendiginde 23. Maddenin faktor yiik degerinin 0.27 oldugu
geriye kalan biitiin maddelerin faktdr yiik degerlerinin 0.30’un iizerinde oldugu goériilmektedir. Bu maddenin S-y?
istatistigi acisindan veriye uyum saglamasi, RMSEA degerinin diisiik olmasi, ayirt edicilik ve giiclik parametre
degerlerinin pratikteki uygulamalarda beklenildigi yonde olmasi ve maddenin iliskili oldugu hikayedeki diger
maddelerin faktor yiik degerlerinin yiiksek olmasi 23. maddenin 6lgme aracinda kalmasi yoniinde kanit
saglamaktadir. Bunlarin yan1 sira ilgili maddenin modele olan etkisi istatistiksel olarak da test edilmistir. Bu
dogrultuda dlgme aracinin tamamina iligkin 36 maddelik veri (Model 36) ile 23. maddenin ¢ikarildig1 35.
maddelik veri setine (Model 35) iliskin genel model veri uyum istatistikleri sunulmus olup iki modelin istatistiksel
olarak farklilik gosterip gostermedigine iligkin analizler yiiriitiilmiis olup Tablo 4’te sunulmustur:

Tablo 4
Model 35 ve Model 36’ya Iliskin Uyum Istatistikleri

AIC AlCc SABIC BIC logLik df D
Model_35 748051 7551.01 7493.67 7715.47 -3670.26 200 00
Model_36 7717.40 7793.03 7730.93 7959.08 -3786.70 ' '

Tablo 4 incelendiginde her iki model altinda elde edilen uyum istatistiklerinin birbirine ¢ok yakin
degerlerle sonuglandig1 goriilmektedir. Uyum istatistiklerine dayali olarak Model 36 ve Model 35’in birbirinden
anlamli olarak farklilasmadigi goriilmektedir. Bu durum 23. maddenin 6l¢gme aracindan ¢ikarilmasinin model
uyumunu anlamli bir sekilde etkilemedigini géstermektedir. Bu maddenin bagli oldugu hikayedeki diger ii¢
maddenin de 6l¢me aracinda yer alabilmesi ve bilgi kayb1 yasanmamasi i¢in maddenin 6l¢me aracinda kalmasinin
uygun sonucuna ulagilmistir.

Olgme aracinin yetenek dlgeginin hangi diizeyinde daha cok bilgi sagladigini gozlemlemek icin (-4, 4)
araliginda test bilgi fonksiyonuna iliskin grafik ¢izdirilmis olup sekil 3’te sunulmustur:
Sekil 3
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Test bilgi fonksiyonu grafigi incelendiginde maksimum bilgi miktariin yetenek dlgeginin diisiik ucunda
s6z konusu oldugu goriilmektedir. Olgegin orijinalinde de test bilgi fonksiyonun maksimum oldugu noktanin
yetenek dlgeginin diisiik ucunda (0 = -0.31) ortaya ¢iktig1 sonuglarin benzer oldugu goézlenmistir. Nihai olarak
yiiriitiilen MTK analizlerine dayali olarak 6lgme aracinin 36 maddelik Tiirk¢e formuna iliskin yeterli gecerlik
kanitlar1 elde edildigi sonucuna ulasilmistir.

Gegerlik caligmasinin yani sira 6lgme aracindan elde edilen 6l¢iim sonuglarina yonelik giivenirlik ¢alismasi
yapilmistir. bu dogrultuda tek boyutlu MTK kapsaminda ele alinan marjinal giivenirlik katsayis1 hesaplanmig olup bu
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degerin 0.86 oldugu gozlenmistir. elde edilen deger giivenirlik i¢in ilgili smurlar (Salvucci vd., 1997) ile
karsilastirildiginda 6lgiim sonuglarinin giivenirliginin yiiksek diizeyde oldugu gozlenmistir.

Tartisma

Bu c¢alismada, Hagen ve digerleri (2021) tarafindan okul oncesi ¢ocuklarin dinledigini anlama becerilerini
degerlendirmek amaci ile gelistirilmis olan Dinledigini Anlama Testinin (DAT) Tiirk¢eye uyarlanmasinin gegerlik ve
giivenirligi incelenmistir. Arastirmada DAT 1n gecerlik ve giivenirlik ¢alismasi ortalama yagsi 68 ay olan 212 okul 6ncesi
¢ocuk lizerinde yapilmustir.

Arastirmanin sonuglari, DAT 1 okul 6ncesi ¢ocuklarin dinledigini anlama becerilerinin degerlendirilmesinde
kullanilabilecegini, gecerli ve giivenilir dlgme yapabilecegini gostermektedir. Giivenirlik ve gecerlik analizleri
sonuglarina gore, Tiirk kiiltiriine uyarlamasi yapilan Dinledigini Anlama Testi orijinalinde oldugu gibi tek faktor ve 36
sorudan olugmaktadir. Yapilan MTK analizlerinin sonucunda elde edilen ayirt edicilik parametrelerine dayali olarak
maddelerin bireyleri iyi derecede ayirt ettigi sonucuna ulasilmigtir. Madde bilgi fonksiyonlarina dayali elde edilen bilgi
miktarlar incelendiginde saglanan bilginin neredeyse tamaminin pratikte beklenen yetenek dlgegi sinirlari arasinda yer
aldig1 gozlenmigtir. Bu durum &lgme aracinin amaci dogrultusunda kullanilabilecegine iliskin kanit saglamaktadir.
Giicliik parametreleri incelendiginde, buradan elde edilen sonuglar maddelerin genel olarak kolay olduguna isaret
etmektedir. Test bilgi fonksiyonundan elde edilen grafikten de yetenek 6lgeginin diisiik kisminda grafigin zirve yaptigi
gbzlenmis olup, buradan elde edilen sonu¢ Olgme aracinin orijinalindeki sonugla benzerlik gostermektedir. Tek
boyutluluk varsayimi igin yiiriitiilen DFA analizi sonucunda elde edilen maddelere iliskin faktor yiik degerleri
incelendiginde ise sadece 23. maddenin faktdr yiik degerinin 0.30’un altinda oldugu goriilmektedir. Ancak bu maddenin
degerinin 0.30 kesme puanina yakin oldugu, madde bazindaki uyum degerinin iyi oldugu, madde parametreleri ve
sagladigi bilgi miktar1 a¢isindan pratikteki uygulamalarla uyumlu oldugu gézlenmistir. Bunun yani sira maddenin bagh
oldugu hikaye blogunda yer alan diger maddelerin faktor yiik degerlerinin iyi oldugu ve bu maddelerin, madde bazindaki
diger incelemeler agisindan da uygun oldugu gézlenmistir. Bu nedenle bilgi kayb1 olmamasi i¢in 23. maddenin 6lgme
aracinda yer almasiin uygun olacagina karar verilmistir. Bu kararin uygunluguna iliskin de kanit saglamak igin 23.
maddenin ¢ikarildigr 35 maddelik model (Model 35) ve ¢ikarilmadigi model (Model 36) karsilastirilarak sonuglar
sunulmugtur. 23. maddenin O6lgme aracindan ¢ikarilmasinin model uyumunu anlamli bir sekilde etkilenmedigi
belirlendigi i¢in s6z konusu maddenin ¢gikarilmamasinin uygun olacagina iligkin istatistiksel kanit saglanmistir. Gegerlik
¢alismasinin ardindan giivenirlik caligmast icin MTK kapsaminda tek boyutlu modeller i¢in uygun olan marjinal
giivenirlik katsay1 elde edilmistir. Buradan elde edilen sonuglara gére 6lgme aracindan elde edilen 6l¢iim sonuglarinin
giivenirlik diizeyi yliksek bulunmustur. Sonug olarak yiiriitiilen gecerlik ve gilivenirlik analizlerine dayali olarak dlgme
aracinin 36 maddelik Tiirkge formuna iligskin yeterli kanitlarin elde edildigi sonucuna ulasilmistir.

Bireyler dis diinyay1 okuyarak ve dinleyerek anlamlandirmaktadirlar (Florit vd., 2011). Bu iki becerinin
gelisimi birbirlerine dogrudan etki etmektedir. Gliniimiizde okuma becerisinin yerini hizla dinleme becerisi almaktadir.
Dinleme becerisinin tim akademik becerilerin temelinde yer aldigi i¢in bu becerilerde yasanilan sorunlarmn tiim
akademik becerileri etkilemesi kacinilmaz bir sonuctur (Kavcar vd., 2005). Dolayisiyla dinledigini anlama
becerilerindeki sonuglarin erken donemde fark edilmesi ve gerekli miidahalelerin uygulanmasi bu c¢ocuklarm ileriki
akademik basarilari i¢in oldukg¢a 6nemlidir. Yapilan arastirmalarda okuma giigliikleri ve dinledigini anlama becerileri
arasinda anlamli iligkiler bulunmustur (Jong & der Leij, 2002; Lehto & Anttila, 2003). Bu durumda dinledigini anlama
becerilerinde sorun yasayan 6grencilerin erken yaglardan itibaren takip edilmesi énem kazanmaktadir. Bu ¢aligma
kapsaminda uyarlanan bu testin, okul 6ncesi ¢ocuklarin dinledigini anlama becerilerini degerlendirmede faydali bir veri
toplama araci olacagina inanilmaktadir. Cocuklarin dinledigini anlama becerilerinin erken donemde &gretmenleri
tarafindan diizenli olarak tespit edilmesinin ileri yillarda ortaya ¢ikabilecek akademik giicliiklerin dniine gegilmesinde
de etkili olacag: diistiniilmektedir.

Okul oncesi dgretmenlerinin dnemli bir gorevi ¢ocuklarn dil gelisimini izlemek ve destege ihtiyaglarim
belirlemektir. Arastirmalar, 6gretmenlerin ¢ocuklarmn dil becerilerine degerlendirmede yeterli olmadiklarini ve bu
sebeple risk altindaki bazi ¢ocuklarin okul dncesi donemde tanilanamadiklarini gostermektedir (Cabell vd., 2009). Bu
nedenle bu arag, Tiirkiye’deki okul dncesi ¢ocuklarin dinledigini anlama giigliiklerinin giderilmesi, dinledigini anlama
becerilerinin degerlendirilmesi ve bu becerilerin gelistirilmesine yénelik etkili ve uygun programlarinin hazirlanmasi
i¢in de 6nemli goriilmektedir.

Yazarlarin Katki Diizeyleri

Calismada verilerin analizi ilk yazar tarafindan, ¢alisma konusunu belirleme, veri toplama ve g¢alismanin
raporlanmasi diger ii¢ yazar tarafindan gergeklestirilmistir.
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Ek
Q3 istatistiklerine iliskin Sonuclar

ml m2 m3 mé m5 mé6 m7 m8 m9 mi0 mil m12 mi3 ml4 mi15 mle mil7 ml8 m19 m20 m21 m22 m23 m24 m25 m26 m27 m28 m29 m30 m31 m32 m33 m34 m35 m36
ml NA -0,068 -0,093 0,105 -0,071 007 -0,119 -0,153 -0,117 -0,125 -0,094 -0,08 -0,106 -0,095 -0,12 0,084 0,087 -0,086 -0,089 -0,081 -0,16 -0,076 0,069 -0,151 -0,094 -0,147 -0,07 -0,175 -0,074 -0,214 -0,123 -0,131 -0,073 -0,073 0,107 -0,092
m2 0,995 NA 0,057 0,106 0,044 0,038 -0,063 -0,135 -0,074 -0,143 -0,078 -0,124 -0,062 -0,102 -0,129 -0,048 -0,117 -0,143 -0,115 -0,059 -0,18 -0,203 -0,177 -0,042 -0,095 -0,197 -0,239 -0,065 -0,097 -0,081 -0,14 -0,097 -0,127 0,037 -0,06 -0,072
m3 1831 0,687 NA -0,172 0,029 -0,078 -0,124 0,025 -0,051 -0,152 -0,137 -0,078 -0,17 -0,102 -0,17 -0,042 -0,096 0,043 -0,082 0,07 -0,133 -0,116 -0,067 -0,191 -0,039 -0,107 -0,119 -0,062 0,028 0,11 -0,048 0,042 -0,131 0,056 -0,112 -0,112
m4 2,359 2,385 6,238 NA 0,028 0,065 -0,027 -0,191 -0,049 -0,062 -0,039 0,011 0,027 -0,078 -0,143 0,017 -0,076 -0,221 -0,013 -0,048 -0,083 -0,173 0,026 -0,068 -0,139 -0,206 0,057 -0,16 -0,066 -0,126 -0,205 -0,096 -0,127 -0,025 -0,056 -0,039

m5 1,07 0413 0,176 0,161 NA -0,13 0,047 -0,174 -0,059 -0,048 -0,027 0,043 -0,171 0,021 -0,178 -0,033 -0,111 -0,035 -0,021 -0,01 -0,144 -0,158 -0,06 -0,079 -0,027 -0,168 -0,083 0,036 -0,052 0,032 -0,072 -0,107 -0,063 -0,131 -0,048 -0,145
mé 1,048 0312 1,28 0,902 3,575NA 0,008 -0,167 -0,105 0,102 -0,099 -0,128 -0,08 -0,114 -0,124 -0,057 0,135 -0,129 -0,06 -0,153 -0,064 -0,209 -0,018 -0,039 -0,051 -0,172 -0,096 -0,023 -0,102 -0,194 -0,105 -0,035 -0,112 -0,083 -0,078 -0,042
m7 2,988 0841 3235 0,151 0467 0,014 NA -0,12 -0,057 -0,068 -0,023 0,043 -0,046 -0,058 -0,098 0,032 0,019 -0,081 -0,104 -0,055 0,041 -0,078 -0,098 -0,028 -0,168 -0,066 -0,034 -0,017 -0,17 -0,058 -0,062 -0,126 0,047 -0,176 -0,04 -0,046

m8 4932 3863 0,132 7,767 6,442 5901 3,038 NA -0,041 0,022 -0,108 0,011 -0,073 -0,166 -0,012 -0,04 -0,012 0,028 -0,161 0,066 -0,091 0,03 0,045 0,022 -0,055 -0,114 0,006 -0,073 -0,035 -0,087 0,041 -0,112 0,028 -0,118 -0,11 -0,113
m9 2,901 1,155 0554 0502 0,734 2,329 0,679 0,352 NA -0,021 0,044 -0,188 0,068 -0,057 -0,08 -0,046 -0,109 -0,019 -0,06 -0,127 -0,09 -0,061 -0,082 -0,039 -0,081 -0,028 0,027 0,091 -0,106 0,03 -0,13 -0,016 -0,125 0,032 -0,188 -0,046
ml10 3,315 4346 44877 082 0492 2222 098 0,101 0,09 NA 0,018 -0,156 -0,064 -0,051 -0,072 -0,084 0,082 -0,073 -0,026 -0,095 -0,082 -0,021 0,013 -0,097 -0,017 -0,081 -0,059 -0,046 -0,169 -0,119 -0,147 0,034 -0,031 -0,036 -0,141 -0,121
mil 1871 1,291 3986 0323 0,157 2066 0116 2463 0418 0,07 NA -0,166 0,076 -0,195 -0,037 -0,051 0,045 -0,174 -0,1 -0,148 -0,182 -0,029 0,024 -0,11 -0,106 -0,038 0,016 0,087 -0,109 -0,073 -0,059 0,065 -0,025 -0,02 -0,115 -0,127
ml12 137 3,257 1286 0,024 0385 3,477 038 0,028 7508 5133 5869 NA -0,185 -0,105 -0,174 -0,016 -0,182 0,068 0,078 -0,061 0,012 -0,065 0,025 0,079 -0,083 -0,073 -0,03 -0,032 -0,085 -0,107 0,038 -0,053 -0,062 -0,05 -0,036 -0,118
mi3 2,381 0803 6,137 0,149 6,234 1353 0457 1,126 0975 0877 1,22 7,267 NA 0,037 -0,021 -0,113 -0,095 0,03 -0,062 -0,071 -0,082 0,032 -0,027 -0,072 -0,058 -0,108 0,028 -0,138 -0,104 -0,063 -0,051 -0,054 -0,085 -0,025 -0,049 -0,041
ml4 1916 2,207 2,222 1288 0,091 2,753 0,711 5871 0,69 0544 8079 2,337 0,297 NA -0,205 -0,037 -0,095 0,017 0,06 0,017 -0,077 -0,074 0,064 -0,073 -0,139 -0,058 -0,015 -0,11 0,028 -0,076 -0,062 -0,105 -0,114 0,025 -0,036 0,045
ml15 3,058 3533 6,124 4341 672 3253 2,033 003 1362 109 0297 645 0,097 85909 NA -0,057 -0,027 -0,044 -0,096 0,012 0,019 -0,07 -0,088 -0,09 -0,027 0,071 -0,083 0,016 -0,029 -0,032 0,075 -0,082 -0,09 -0,028 -0,155 -0,042
ml6 1501 048 0368 0,063 0,227 0,7 0214 0344 0455 1,493 0549 0051 2,725 0,295 0,692 NA -0,194 -0,035 -0,076 0,134 -0,16 -0,084 -0,207 -0,084 -0,106 -0,087 0,036 -0,077 -0,109 -0,128 -0,091 -0,05 -0,037 -0,128 -0,109 -0,191
ml17 1611 2,924 1959 1214 2608 385 0079 0033 2513 1413 0425 7,007 1,932 1922 0,159 7,998 NA -0,167 -0,07 -0,115 -0,056 -0,144 -0,031 0,027 -0,029 -0,09 0,153 -0,065 0,066 -0,231 -0,068 -0,065 0,023 -0,085 -0,08 -0,101
ml8 1568 4,361 0,385 10,393 0,253 3542 1,403 0,167 0,08 1,23 6399 0991 0,18 0,063 04406 0,266 5,886 NA -0,113 0,031 -003 0044 -007 -0,136 0,016 0,073 -0,124 -0,038 -0,114 0,032 -0,032 -0,021 -0,017 -0,058 -0,201 0,084
m19 1682 2,781 141 0034 0,095 0,758 2,284 5524 0,77 0,139 2,111 1295 0824 0,776 1949 1,229 1,05 2,686 NA -0,151 0,016 -0,107 0,051 0,03 -0,044 -0,08 0,045 -0,158 -0,024 -0,137 -0,054 -0,033 0,017 -0,042 0,039 -0,038
m20 1381 0,732 103 049 0023 496 064 0914 3444 1916 4,668 0,79 1,081 0,058 0,028 3,829 2815 0,2 4,803 NA -0,13 -0,068 -0,094 0,023 -0,117 -0,089 -0,04 -0,112 -0,014 -0,106 -0,033 -0,105 -0,024 -0,068 -0,084 -0,095
m21 5453 6899 3,767 1462 4379 0879 036 1,758 1,735 1,432 7,001 0,028 1412 1261 008 5454 0673 0193 0,053 3,565NA -0,056 -0,076 0,048 0,04 0,132 -0,144 -0,123 -0,061 -0,036 -0,059 -0,092 -0,054 -0,078 -0,119 -0,044
m22 1237 8769 2866 6319 5322 9263 1274 0,18 078 009 0,18 0887 0214 1,151 1,029 15 4367 0419 2,428 0972 0,673 NA -0,123 -0,145 -0,02 -0,03 -0,119 -0,112 -0,144 0,043 0,031 -0,131 -0,074 -0,124 0,084 0,035
m23 1,007 6673 094 0146 0,774 0068 203 0426 143 0037 0117 0132 0,154 0859 1636 9,042 0204 1034 0,559 1,888 1213 3,182NA -0,113 -0,173 -0,024 0,091 -0,051 0,086 0,041 -0,089 0,027 0,019 -0,025 -0,095 0,07
m24 485 0373 7,763 0967 1314 0328 0,164 0,105 0322 1,982 2581 1315 1,103 1,145 1,718 1,485 0,157 3929 019 0,116 049 4454 2,711 NA -0,186 -0,088 -0,067 -0,067 -0,189 -0,087 -0,055 -0,044 0,049 -0,123 -0,113 -0,077
m25 1873 1893 0318 4,122 0,149 0547 5961 0641 139 0058 2401 1454 072 4,102 0,153 2389 0,182 0,056 0411 2925 0,347 0,087 6375 7,357 NA -0,022 -0,103 -0,091 -0,124 -0,054 -0,06 -0,131 -0,048 -0,095 -0,035 -0,088
m26 4,593 8,199 2438 9,002 5991 6248 0916 2,754 0,167 138 0307 1135 2,487 0,715 1,067 1,608 1,719 1123 1369 1682 3,701 0,192 0,12 1,634 0,106 NA -0,184 -0,111 -0,144 0,105 -0,047 -0,091 -0,08 0,045 -0,079 0,053
m27 1,042 12,093 3,018 0692 1448 1939 0246 0,008 0,15 0,745 0057 0192 0,171 0,048 1456 0268 4936 3,249 0429 0335 4417 3,003 1,744 0,952 2239 7,178 NA -0,145 0,185 -0,173 -0,088 0,015 -0,03 -0,123 -0,058 -0,136
m28 6485 0898 0817 5451 0275 0111 0,058 1,125 1,744 0439 1616 0218 4,039 2554 0056 1255 0883 0313 5293 2,644 3212 2,669 0541 095 1,771 2,633 4,465NA -0,094 -0,067 -0,161 0,134 -0,086 -0,025 -0,271 -0,058
m29 1,158 1,997 0,162 0932 0577 2223 6,107 0,257 2392 6,026 2521 1533 2,295 0,165 0,182 2,519 0923 2,756 0,123 0,044 0,799 4,426 1566 7606 324 4392 7239 1,886 NA -0,165 0,032 -0,088 -0,03 -0,019 -0,044 0,028
m30 9,671 1377 2575 3356 0218 7962 0,703 1613 0,194 3,022 1126 2414 0854 1,236 0214 3491 11,277 0,214 4,005 2,39 0271 038 0357 1613 0612 2326 6361 0949 5,783 NA -0,167 -0,048 -0,162 0,039 -0,082 0,037
m31 3,222 4,165 0489 893 111 2324 0823 0349 3562 4,59 0,741 0299 0,557 0824 119 1,772 097 0211 0623 0236 0,749 0,203 1,691 0632 0,764 0465 1631 5528 0,221 5902 NA -0,204 0,084 -0,155 -0,089 -0,05
m32 3,634 2,002 0368 1973 2425 0,263 3,362 2,659 0053 0244 0884 0591 0,609 2359 1432 0537 0892 0093 023 233 1813 3659 0152 0419 3,645 1,752 0,049 3,783 1,646 0,486 8,803 NA -0,218 0,095 -0,199 -0,131
m33 114 3421 3647 3,402 0844 2674 0464 0,168 3,302 0,197 0,127 0823 1,531 2,738 1,709 0,292 0,113 0,061 0064 0,117 0621 1,155 0,075 0509 0494 1361 019 1573 0,195 5,587 1,485 10,097 NA -0,207 -0,12 -0,031
m34 1136 029 0665 013 3,611 1451 6,576 2938 0216 0,273 0081 0522 0131 0,138 0,166 3,481 154 0,725 0,381 0,99 1292 3241 0,132 3,194 1,908 0434 3,191 0,132 0076 0323 5108 1912 9,102 NA -0,107 0,037
m35 2,408 0,769 2,66 0666 0487 1284 034 2543 7467 4235 2,789 028 0506 0271 509 2513 1367 8551 0317 1501 2988 1513 1927 2,686 0,265 1,322 0,725 15598 0,418 1,418 1,684 8391 3,047 2,406 NA 0,055
m36 1814 1,105 2642 0331 4451 0375 0456 2,711 0448 3,092 3,406 2942 0358 0438 0377 7,731 2,178 1501 0306 1919 0402 0,266 1,052 1248 1,657 0594 3909 072 0,172 0286 0,532 3,656 0,206 0,296 0,644 NA
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Abstract

Introduction: Listening, the first language skill developed by many children, serves as the basis of subsequent
language skills. In addition, listening comprehension skills affect reading success in many different groups such
as typically developing readers, children with learning disabilities and children with specific language disorders.
The purpose of this research is to adapt the listening comprehension measurement tool to Turkish culture.

Method: The purpose of this study is to examine the psychometric properties of the measurement tool within the
framework of item response theory (IRT) through two-parameter logistic model (2PLM). Among model
assumptions, confirmatory factor analysis (CFA) for unidimensionality Q3 statistics and item characteristic curve
for the monotonic increase assumption showing the response probabilities conditional to the ability continuum
were examined, respectively. The results for the assumptions were satisfactory. Then, general model-data fit, item-
based model-data fit, discrimination parameters, difficulty parameters and information functions were examined
with factor loadings.

Findings: The results showed that item parameters were in the expected ranges in practical applications, and test
information function peaked at lower ability level similar to the original measurement tool. Examining factor
loadings, except the 23rd item, the remaining satisfied the generally acceptable cut-off point. Findings based on
the model tests to find out the contribution of this item showed that it would be appropriate to include it in the
measurement tool so as to keep the other items of associated with story block. Moreover, marginal reliability
coefficient shows that the measurement results were highly reliable.

Discussion: It was concluded that sufficient evidence of validity and reliability was obtained for one-dimensional
structure of 36-item form of the measurement tool.

Keywords: Listening comprehension, adaptation, item response theory, validity study, reliability study.
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Introduction

Listening comprehension begins at an early age as babies interact with people around them and develop
when they chat. Listening, which is the first of the language skills developed by children, serves as the basis of
subsequent language skills (Linebarger, 2001). Listening comprehension is an essential skill not only in social
interactions but also in the acquisition of reading skills (Catts et al., 2001; Snow et al., 1998). As children's
decoding skills develop, their listening comprehension skills become more predictive of their reading
comprehension skills (Cain & Barnes, 2018). There is research in the literature to suggest that listening skills affect
reading success in many groups, such as typically developing readers, children with learning difficulties and
children with specific language disorders (Wise et al., 2007). Although listening comprehension is important, it is
labeled as a "forgotten language skill" because of the limited number of studies conducted in preschool and primary
school classrooms (Tompkins, 2002). Akyol (2013) states that listening activities in Turkish language teaching are
the most important step in the development of the reading process, but the importance given is not sufficient.
Swain, Friehe, and Harrington (2004) pointed out that many teachers see listening as a field that can neither be
taught nor evaluated. Although listening skill is the most used skill in daily life among basic language skills, it is
given less place in education programs compared to other areas (Maden, 2013). As an individual's listening skills
improve, their acquisition of other skills is also positively impacted. This strengthening effect can be seen in areas
such as reading, writing, and comprehension (Johnson, 2017).

In children's formal schooling, listening skills also have an important place. In Turkey, approximately
67% of a lesson hour comprises verbal actions and students listen to their teachers for between 2.5 and 4 hours.
Therefore, in order for academic success to be at the desired level, students' listening skills must be at a good level
(Ergin & Birol, 2000). Demirel (2003) emphasizes that listening comprehension skill is very important in the
education process. There is a strong relationship between listening comprehension and learning (Stoltz, 2008).
When the listening comprehension skill is considered as a developmental process, it is important to start the
education of this skill in early childhood (Temur, 2001). The literature explains that listening comprehension is a
high-level skill. It involves a variety of language and cognitive skills (Kim & Phillips, 2014; Kim & Pilcher, 2016).

Listening comprehension is an essential skill for children to develop their speaking and language skills
and to learn to read, spell and write in the future (Robinshaw, 2007). Children who can listen to others and
understand what is being told can follow directions effectively at school and at home. By listening, they get many
details about everything that is going on around them. Listening comprehension is a part of communication skills,
such as reading comprehension and writing comprehension (Kim & Philps, 2014). This communication skill is
related to cognitive learning because of attention, memory, grammar, and vocabulary development with listening
comprehension skills (Cain, 2003). Children who are good listeners are successful in speaking, socializing, and
communicating with others, which can build trust and respect among their peers (Yildirnm & Yildirim, 2016).
Children who are effective listeners cope better with academic and social problems that they will encounter at
home and at school (Y1ildirim & Y1ildirim, 2016). For this reason, scientific examination of listening comprehension
strategies is important to determine effective strategies.

Longitudinal studies support the view that listening skills are important for analysis and reading
comprehension (Jong & der Leij, 2002; Lehto & Anttila, 2003). Catts et al. (2001) determined that one of the five
variables that predicts how well a kindergarten student will read is listening skills. The results also strengthen the
importance of listening in literacy skills. In a meta-analysis study conducted by Hjetland et al. (2017), skills that
predict reading skills were examined and it was seen that listening comprehension skill was an important predictor
variable. Similarly, Malec et al. (2017) found significant relationships between vocabulary, listening
comprehension, and syntax skills for children aged 4-8. Other studies show that the relations between listening
comprehension and decoding and reading comprehension skills continued until the secondary school period
(Badian, 1999; Jong & van der Leij, 2002). As listening is a fundamental skill for lifelong learning, it is important
to assess and support it.

Development of children's listening skills through education in the preschool period is also very important
to develop speaking, reading, and writing skills (Calp, 2005). However, today, children are in the position of weak
listeners because they do not receive enough listening training in their classrooms and do not do enough exercises
for the development of listening skills. Before starting the literacy learning process, it is necessary to analyze
children's listening skills (Florit, et al., 2009; Walter, 2011). Although there are difficulties such as rapid
distraction, it is necessary to determine the listening skill levels of children in the preschool period (Jalongo, 2010).
Along with the ongoing problems related to the teaching of the listening comprehension skill, there is an
inadequacy in measuring and evaluating this skill (Kargin et al., 2015). Hagen et al. (2021) state that in measuring
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and evaluating listening comprehension skills is more difficult than other language skills because listening is an
abstract skill and takes place in students' minds.

Listening comprehension is prominently included as a component in theoretical reading models (Hoover
& Gough, 1990; Joshi & Aaron, 2000) and is thought to form the basis for the acquisition of reading comprehension
skills (Sticht & James, 1984). Reading consists of two basic elements: decoding words and listening
comprehension (Hogan et al., 2014). Decoding helps students make sense of words in the written text; Students
see symbols (or letters) and these images are transmitted to the brain and then translated into language. In a
traditional classroom, literacy education is analytical (source). Although decoding skill is an important skill in
reading, listening comprehension skill as a basic language skill is not seen as a preliminary skill of reading. On the
other hand, Hogan et al. (2014) state that teachers pay more attention to their decoding skills in their classrooms
and put listening comprehension on the shelf. However, there are important studies showing that listening
comprehension has a dominant effect on reading comprehension, starting from primary school grades. When
teaching this skill in the classroom is neglected, students cannot reach the desired level in their reading
comprehension skills (Karasakaloglu & Bulut, 2018).

Even if students are good at decoding, listening comprehension becomes more critical for reading
comprehension over time. In other words, the contribution of listening comprehension to reading comprehension
increases over time, and it is expected that the rate of poor reading comprehension between classes will increase.
Reading and listening comprehension are highly correlated (Diakidoy et al., 2005; Elleman et al., 20-22; Tilstra et
al., 2009). Studies show that students can perform listening activities at two to three levels above what they can
usually read (Elleman et al., 2022; Tilstra et al., 2009). This proves that listening should be the primary skill for
introductory language, vocabulary, and topics of increasing difficulty. Therefore, having a valid and reliable tool
to assess listening comprehension is one way to make a reliable contribution to working with children in this area.

In the study conducted by Kargin et al. (2015), it is seen that the inference question, which is necessary
for evaluating this skill, is not included in the content of the listening comprehension subtest. While there are 6
questions from the listening comprehension subtest developed in the related study, there are ten stories with
increasing difficulty levels and 36 questions in the measurement tool adopted in this study. Tests designed to
measure listening comprehension, like tests designed to measure reading comprehension, differ significantly in
terms of the degree to which they are affected by vocabulary, inference, and background knowledge (Hagen et al.,
2021). It is stated that, while evaluating the listening comprehension skill; it is necessary to consider the inferential
reasoning skills and the 5W1K questions (Hagen et al., 2021). Considering the importance of listening
comprehension and that it can play an important role in the development of children, it is seen that there are almost
no tests to evaluate listening comprehension skills in Turkish in the preschool period. The test, which is planned
to be adapted in this study, includes stories with recall and inference questions that should be taken into account
when assessing listening comprehension skills. The present study aimed to examine the psychometric properties
of a listening comprehension test in the lower range of the distribution in children aged 60-75 months. Reference
is also made to the European Federation of Psychological Societies (EFPA) review model for the definition and
evaluation of psychological and educational tests (Evers et al., 2013). This research aims to adapt the listening
comprehension skills measurement tool to Turkish culture. Based on the item response theory (IRT), the
psychometric properties of the measurement tool were examined and a validity and reliability study was carried
out in this direction.

Research Questions

The research questions that serve the validity and reliability studies carried out in the adaptation process
in the research are presented below:

1. Does the data obtained from listening comprehension test meet the assumptions of 2PLM?
2. What are the psychometric properties of the listening comprehension test within the framework of 2PLM?
3. What is the reliability of measures obtained from the listening comprehension test?
Method
Model of the Study

In this study, the Listening Comprehension Test (LURI) was adapted to Turkish culture. For this purpose,
the process steps of the research were arranged and presented in Figure 1:
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Figure 1
Adaptation Process Steps Followed in the Research
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— 2. Translation to Turkish ( n = 5) |
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— B |
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. /alididty and reliabilityswdy | |
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For the research, firstly, the permission was obtained from the corresponding author in the article of the
original measurement tool via e-mail. Afterwards, the Turkish translations of the measurement tool, the review of
the translations by experts, the translation of the measurement tool into English, and the review of the measurement
tool by experts were followed in order and it was finalized. The researchers collected the data by applying the final
form to conduct the validity and reliability studies. Within the scope of the study, ethics committee document dated
28.11.2022 and numbered E-14679147-663.05-40452 was obtained from Dicle University Social and Human
Sciences Ethics Committee.

Study Group

212 children, 104 girls and 108 boys, aged between 60-75 months enrolled in kindergartens affiliated to
the Ministry of National Education in Konya participated in the research. Considering their socioeconomic levels,
36 are in the lower SES, 82 in the middle SES, and 94 in the upper SES group. Considering the distribution
according to age levels, there are 61 children between 60-65 months, 84 children between 66-70 months and 67
children between 71-75 months.

Data Collection Tools
Family-Child Information Form

The form including SES variables such as the educational status of the parents, their occupational status,
the age, gender of the child, the number of books the child had, whether they owned the house or not were used to
determine the socioeconomic levels of the families. This form was filled by the families of the children
participating in the study.

Listening Comprehension Test

The adaptation of the Listening Comprehension test (LURI) includes ten short stories followed by a total
of 36 questions, three to five questions per story (see Figure 1 for an excerpt from the test). The stories start with
simple and short (12 words) and gradually increase in complexity and length (72 words). Questions are a mix of
recall and inference. Therefore, the test requires children to listen and understand what is read, to remember
information until questions are answered, and to infer information that is not explicitly stated. The assessment tool
is called LURI, an acronym for the skills needed to get the elements of listening comprehension right: Listen,
Understand, Remember, and Infer. In the original test, it shows high internal consistency (a = .91) for the
measurement of listening comprehension.

Table 1
Quotation From the Test: Story 1
Questions for story 1 Correct answer Child’s answer Point
1. Who was this story about? A girl A girl 1
2. Why did she put on a hat? She was cold/was freezing I dont know 0
3. What did the hat look like? Yellow Green 0
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Data Collection and Analysis

In the process of adapting the listening comprehension assessment test to the Turkish language, it was
planned to get permission by first contacting the corresponding author. For this purpose, an e-mail was sent to
Mjelve Hagen on 14 March 2022 and a permission letter was written from him regarding the adaptation of the test
into Turkish. Mjelve Hagen gave approval for the adaptation of the test to Turkish on March 16, 2022 and shared
the assessment tool. Then, the test items were translated from English to Turkish by a total of five experts, one
from the field of pre-school education, two experts from the field of special education, one from the field of Turkish
language teaching and one from the field of assessment and evaluation. Experts evaluated all Turkish translations
simultanously to determine the best one reflecting the original item in terms of cultural meaning. After this stage,
experts translated the Turkish items back into English and compared them with the items in the original instrument,
and language equivalence was ensured.

In the study, an instrument to measure the listening comprehension ability was administered and data
matrix was constructed based on a dichotomization process in which correct responses were coded as one (1), and
wrong responses or nonresponses were coded as zero (0). Since the instrument proposes to measure a cognitive
construct, probabilities of the item responses were expected to increase monotonically conditional to the ability
continuum. Therefore, the use of 2PLM, a dominant model was considered to be appropriate to construct measured
in the study. In terms of sample size, studies in the literature were evaluated for the applicability of 2PLM in the
study (Akour & Al-Omari, 2013; Weiss & Minden, 2012). With the investigations based on Monte Carlo
simulation, Weiss and Minden (2012) showed that the parameters estimated through 2PLM were close to their true
values in terms of mean, RMSE, and bias values under 25 and 50 test length conditions when the sample size was
200. In their study based on real data, Akour and Al-omari (2013) showed that a sample of 200 people resulted in
acceptable estimates when the test length was more than 15 with 3PLM. Considering the sample size and test
length in the study, it was concluded that a sample size of 200 would be sufficient for 2PLM.

In the study, as in the original test development process, unidimensional 2PLM, an item response theory
model, was used for the model estimation. In this direction, the assumptions of unidimensionality, local
independence and monotonic increase in item characteristic curves were examined.

Firstly, confirmatory factor analysis (CFA) based on the tetrachoric correlaton matrices via the M-Plus
software was conducted to test the unidimensionality assumption. For the analysis, unweighted least squares
method was used. The assumption was tested though evaluation of the obtained fit indidices (RMSEA, CFI, TLI)
and standardized factor loadings.

Secondly, Q3 statistic (Yen, 1984) was used for the assumption of local independence. In this direction,
Q3 statistics were obtained based on the 2PLM estimation. Expressed as a correlation coefficient of residuals
between items, the Q3 statistic is a statistic that shows the degree of dependence between item pairs. To assess the
degree of local independence, the relationship between all possible pairs of items needs to be examined. For this
reason, the Q3 statistics between a total of 630 item pairs as a binary combination of 36 were obtained with the
mirt R package (Appendix). Although 0.2 is the generally used boundary in the evaluation of the Yen's Q3 statistic,
there is no clear cut-off score to be used. In their studies, Christensen et al. (2017) showed with various simulations
that the cut-off score can change according to some characteristics of the data set (number of items, number of
response categories, sample size, etc.). Marais (2013) recommends comparing the residual correlation values with
the mean of the item residuel correlation matrix to reveal a clear picture of local independence within the data set.
In this direction, the equation (1) was proposed. Q (3, max) in Equation (1) indicates the maximum value of Q3 in
the residual correlation matrix. Q3 is a value that indicates the average of all the values observed in the residual
correlation matrix.

From the Equation (2), a general average is obtained for the residual correlation matrix in which all item
combinations in the data set are taken into account. When Equation (1) and Equation (2) are evaluated together, it
is concluded that if the correlation matrix mean is negative, the assumption of local independence will be satisfied.
In the study, in order to make a more accurate assessment in terms of local independence, the proposed cut-off
point determination method based on the data set (Marais, 2013) and the method comparing the values with the
cut-off score accepted in various studies (< 0.2; Chen & Thissen, 1997; DeAyala, 2009) were used. Simultaneous
examination was carried out with two approaches, namely the comparison method.

Lastly, for the monotonicity assumption, item characteristic curves for each item were plotted. Then
assumption was tested by examining the change direction of response probability of each item conditionally to the
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ability continuum. After the examination, it was concluded that response probabilities of the items tend to increse
as ability level increase which shows that the assumption was met.

After testing the assumptions, validity evidences were provided with the item parameters, item
information functions, general fit statistics (RMSEA, AIC, AICc, SABIC, BIC, loglik) to compare models, and
item fit statistics (S-y2) obtained from the model estimation in the R (R Core Team) statistics software through the
MIRT (Multidimensional Item Response Theory; Chalmers, 2012) package. After the investigation of validity
evidences, marginal reliability coefficient was obtained to evaluate the degree of reliability of the measures. This
coefficient obtained under the IRT framework depends on the true score variance (Lord & Novick, 1968) and
interpreted as in the classical test theory (Dimitrov, 2003). Therefore, reliability of the measures was evaluated
based on the cut-off points (Salvucci et al., 1997) generally accepted in the classical test theory.

Results
Findings for Model Assumptions

For the unidimensionality assumption, CFA was conducted as one factor model and the fit indices
obtained from the analysis were presented in Table 2.

Table 2
Fit Indices Obtain from the CFA
Index Value Degree of fit
CFlI 0.915 >0.90
TLI 0.909 >0.90
RMSEA 0.031 <0.05

From the Table 2, it is observed that the CFI and TLI values are above the cut-off value 0.90, indicating
a good fit (Schermelleh et al., 2003) and RMSEA value is less than 0.05, indicating that the model fits the data
well. (Hu & Bentler, 1999). The item factor loadings obtained from the CFA and presented in Table 2 are above
the value of 0.30, except for one item. The obtained fit statistics and factor loadings point to a dominant factor and
support the one-dimensional structure. Since the factor loadings are item-based examinations, they were evaluated
simultaneously in the context of item parameters and item-based fit indices, and the results were presented
accordingly.

In order to test the local independence assumption, firstly the method based on the residual correlation
between the item pairs which is proposed by Marais (2013) was used, and it was observed that the local
independence assumption was met for all item pairs. In addition to this method, when all possible Q3 values
between the item pairs are examined, apart from six item pairs (m14-m15 = -0.205; m4-m18 = -0.221; m1-m30 =
-0.214; m31-m32 = -0.204; m32-m33 = - 0.218; m33-m34 = -0.207), rest of the values were observed to be less
than the generally accepted value of 0.2. It is seen that percentage for item pairs that are above the limit value is
below the value of 0.01%. As the Q3 values between the item pairs above the limit (0.2) were close to 0.2 (absolute
values ranged between 0.205 and 0.221) and the number and degree of violations were low, the results obtained
from Q3 statistics were evaluated as there is no pattern in terms of local dependence among the items. In addition,
considering the fact that the Q3 value is a correlation value, these values are considered to be low and not to pose
a threat for local independence since the values are below 0.30. Based on the investigations both the method
proposed by Marais (2013) and the method of Q3 statistics, it was concluded that there is no violation of local
independence.

Finally, the monotonic increase assumption, one of the model assumptions, is taken into account. To test
this assumption, item characteristic curves plotting the item response probabilities conditional to the ability
continuum for each item were obtained and presented in blocks for each story, respectively, in Figure 2.

When the graphs are examined, it is observed that the probability of responding the items increases
conditional to the ability continuum. In other words, individuals with low ability level are less likely to answer the
items, while individuals with high ability level are more likely to answer the items. This result shows that items’
behaviors are generally monotonic and the assumption is met.
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Figure 2
Item Characteristic Curves
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Finding for Model Estimations

When evaluating the absolute model-data fit statistic (RMSEA = 0.057; 95%CI (0.50, 0.062)) regarding
the unidimensional 2PLM, it is seen that the model fits the data. In addition to the general model-data fit, item
based investigations were made from many aspects. In Table 2, the discrimination parameters, difficulty
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parameters, correct response rates, values related to the S-y? fit index, the amount of information on the basis of
items, and the factor loading values observed as a result of CFA were presented.

Table 3
Results Obtained from Model Estimation

Story  Item number S er Correct 2 1(6) Factor
number (m) Discrimination Difficulty response rate S-x df p RMSEA o(-44) loading
Stor ml 2.25 -2.22 0.97 0.61 3 0.89 0.000 2.21 0.65
1 y m2 1.83 -1.58 0.88 7.84 12 0.80 0.000 1.80 0.55
m3 1.37 -2.03 0.90 1152 9 024 0.036 1.28 0.46

Stor m4 1.34 -1.45 0.82 16.01 15 0.38 0.018 1.30 0.51
2 y m5 1.36 -1.42 0.81 1194 15 0.68 0.000 1.32 0.52
mé 1.58 -1.23 0.80 938 15 0.86 0.000 1.56 0.57

Stor m7 1.09 -1.63 0.81 1393 15 0.53 0.000 1.01 0.44
3 y m8 1.35 -1.20 0.77 791 16 0.95 0.000 1.32 0.53
m9 1.18 -1.07 0.73 1242 17 0.77  0.000 1.14 0.50

Stor ml10 1.30 -1.01 0.73 2319 17 0.14 0.042 1.28 0.53
4 y mill 1.27 -0.92 0.70 2019 17 0.27 0.030 1.24 0.53
m12 1,04 -1.09 0.71 2637 17 0.07 0.051 0.98 0.44

Stor m13 1.27 -0.73 0.66 751 17 0.98 0.000 1.24 0.55
5 y ml4 1.40 -0.96 0.72 2357 17 013 0.043 1.38 0.56
m15 1.34 -1.09 0.75 2085 16 0.18 0.038 1.31 0.53

Stor m16 1.44 -0.98 0.73 1455 16 0.56 0.000 1.42 0.56
6 y m17 1.08 -0.96 0.69 2480 18 0.13 0.042 1.03 0.48
m18 1.09 -0.98 0.70 1964 17 029 0.027 1.05 0.50

ml19 0.96 -151 0.77 7.50 17 0.98 0.000 0.88 0.40

Story m20 1.28 -1.16 0.75 1076 16 0.82 0.000 1.24 0.54
7 m21 1.37 -1.12 0.75 1993 16 0.22 0.034 1.34 0.53
m22 143 -0.89 0.71 11.32 17 0.84 0.000 141 0.56

m23 0.59 -1.93 0.74 2060 18 0.30 0.026 0.44 0.27

Story m24 1.56 -0.83 0.70 1984 15 0.18 0.039 1.55 0.60
8 m25 151 -1.00 0.74 2075 16 0.19 0.037 1.49 0.56
m26 1.28 -0.75 0.67 16.60 17 0.48 0.000 1.26 0.54

m27 0.99 -1.46 0.77 18.05 17 039 0.017 0.91 0.44

Stor m28 1.52 -1.02 0.75 1550 16 0.49 0.000 1.50 0.58
9 y m29 1.53 -0.99 0.74 1993 16 022 0.034 1.52 0.60
m30 157 -0.72 0.67 2097 15 0.14 0.043 1.56 0.60

m31 1.63 -0.71 0.67 1061 14 0.72 0.000 1.63 0.63

m32 1.39 -0.98 0.73 1562 16 0.48 0.000 1.37 0.55

Stor m33 1.33 -0.96 0.72 2248 17 017 0.039 1.31 0.55
10y m34 1.19 -0.88 0.69 2206 17 0.18 0.038 1.16 0.52
m35 1.90 -0.69 0.68 1772 14 0.22 0.036 1.90 0.68

m36 1.26 -0.35 0.57 2518 16 0.07 0.052 1.24 0.57

The S-y2 results in the Table 2 indicates that all items fit the data well (p > .01 for all items; Orlando &
Thissen, 2000). Item discrimination parameters ranges from 0.59 to 2.25 and therefore all items distinguish
positively. In general, these values are compatible with the practical applications (Hambleton et al., 1991).
Information functions show that almost all of the information provided is in the skill range (-4, 4). Item difficulty
parameters range from -2.22 to -0.35. These parameters generally vary in the range of (-3, 3) in practical
applications, and the parameters obtained from this study are also within the expected limits. In addition, the fact
that these values are below zero indicates that the items are on the left side of the ability continuum and that they
can be considered as easy items (Hambleton et al., 1991).

Lastly, with the examination of the factor loadings, the factor loadings apart from the 23rd item are above
0.30. However, the fact that the 23rd item fits the data in terms of S-y2 statistics, the discrimination and difficulty
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parameter values are in the direction expected in practice and RMSEA value is low, and the factor loadings of the
other items in the block to which the item is related are above the general cut-off provides evidence that this item
could be kept in the measurement tool. In addition to these, the effect of this item on the model was also tested
statistically. In this direction, general model data fit statistics for the 36-item data set (Model_36) of the entire
measurement tool and the 35-item data set (Model_35) from which the 23rd item was removed, were presented,
and analyzes were conducted to see if the two models differed statistically and the results were presented in Table
4

Table 4

Fit Statistics and Comparison Results for Model_35 ve Model_36
AIC AlCc SABIC BIC logLik df p
Model_35 7480.51 7551.01 7493.67 7715.47 -3670.26 2.00 1.00
Model_36 7717.40 7793.03 7730.93 7959.08 -3786.70

From Table 4, it is seen that the fit statistics obtained under both models resulted in very close values.
According to the significance value, Model_36 and Model_35 do not differ significantly from each other. This
shows that removing item 23 from the measurement tool does not significantly affect model fit. It was concluded
that the item should be kept in the measurement tool so that the other three items in the block to which this item is
linked could also be included in the measurement tool and there would be no loss of information.

In order to observe at which level of the ability continuum the measurement tool provides more
information, a graph was drawn for the test information function in the range (-4, 4) and was presented in Figure
3.

Figure 3
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Graph of test information indicates that the maximum amount of information is provided at the low end
of the skill continuum. These results were similar in the original of the continuum, where the test information
function was at its maximum point at the low end of the ability continuum (¢ = -0.31). Based on the CFA and IRT
analyzes carried out, it was concluded that sufficient evidence for validity was obtained for the 36-item Turkish
form of the measurement tool.

In addition to the validity study, a reliability study was conducted for the measurement results obtained
from the measurement tool. In this direction, the marginal reliability coefficient, which is considered within the
scope of one-dimensional IRT, was calculated resulting with the value of 0.86. Comparing the coefficient with the
cut-off points for reliability (Salvucci et al., 1997), it was concluded that the reliability of the measurement results
was high.

Discussion

In this study, by Hagen et al. (2022), the validity and reliability of the Turkish adaptation of the Listening
Comprehension Test (LURI), which was developed to evaluate the listening comprehension skills of preschool children,
was examined. In the study, the validity and reliability study of LURI was conducted on 212 preschool children with an
average age of 68 months.
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The results of the study show that LURI can be used in the evaluation of preschool children's listening
comprehension skills and can make valid and reliable measurements. According to the results of the reliability and
validity analyses, the Listening Comprehension Test adapted to the Turkish culture consists of a single factor and 36
questions, as in the original. Based on the discrimination parameters obtained as a result of the IRT analyses, it was
concluded that the items discriminated well between individuals. When the amount of information obtained based on
item information functions is examined, some observe that almost all the information provided is between the expected
ability scale limits in practice. This situation provides evidence that the measurement tool can be used in line with its
purpose. When the difficulty parameters are examined, the results got here indicate that the items are easy. From the
graph obtained from the test information function, it was observed that the graph peaked at the low part of the ability
scale, and the result got from this was like the result in the original measurement tool. When the factor load values of
the items obtained as a result of the CFA analysis carried out for the unidimensionality assumption are examined, it is
seen that only the factor load value of the 23rd item is below 0.30. However, it was observed that the value of this item
was close to the cut-off point of 0.30, the fit value on the basis of the item was good, and it was compatible with practical
applications in terms of item parameters and the amount of information it provided. In addition, it was observed that the
factor loading values of the other items in the story block to which the item was linked were good and these items were
also suitable for other item-based examinations. For this reason, it was decided that it would be appropriate to include
the 23rd item in the measurement tool in order to avoid loss of information. In order to provide evidence for the
appropriateness of this decision, the results were presented by comparing the 35-item model (Model_35) in which the
23rd item was removed and the model without it (Model_36). As it was found that removing item 23 from the
measurement tool did not significantly affect the model fit, statistical evidence was provided that it would be appropriate
not to remove the item in question. After the validity study, the marginal reliability coefficient, which is suitable for one-
dimensional models within the scope of ITC, was obtained for the reliability study. According to the results obtained
here, the reliability level of the measurement results obtained from the measurement tool was found to be high. As a
result, based on the validity and reliability analyses carried out, it was concluded that sufficient evidence was obtained
for the 36-item Turkish form of the measurement tool.

Individuals make sense of the outside world by reading and listening. The development of these two skills
directly affects each other. Today, listening skill is rapidly replacing reading skill. Since listening skills are at the
foundation of all academic skills, it is an inevitable result that problems experienced in these skills affect all academic
skills (Kavcar et al., 2005). Therefore, early recognition of the results in listening comprehension skills and
implementation of necessary interventions is very important for the future academic success of these children.
Individuals make sense of the outside world by reading and listening. The development of these two skills directly affects
each other. Today, listening skill is rapidly replacing reading skill. Since listening skills are at the foundation of all
academic skills, problems experienced in these skills inevitably affect all academic skills (Kavcar et al., 2005). Therefore,
early recognition of the results in listening comprehension skills and implementation of necessary interventions is
significant for the future academic success of these children. Studies have found significant relationships between
reading difficulties and listening comprehension skills (Jong & der Leij, 2002; Lehto & Anttila, 2003). Here, it becomes
crucial to follow up with the students who have problems in their listening comprehension skills from an early age. This
test, adapted within the scope of this study, will be a valuable data collection tool in evaluating the listening
comprehension skills of preschool children. It is thought that regular determination of children’s listening comprehension
skills by their teachers in the early period will also be effective in preventing academic difficulties that may arise in the
future.

An essential task of preschool teachers is to monitor children's language development and identify their support
needs. Studies show that teachers need to assess children's language skills better, and therefore some children at risk
may not be identified in the preschool years (Cabell et al., 2009). Therefore, this tool is considered necessary for
eliminating listening comprehension difficulties of preschool children in Turkey, assessing their listening comprehension
skills, and preparing effective and appropriate programs for developing these skills.
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Appendix
Results for Q3 Statistics

ml m2 m3 mé m5 mé m7 m8 m9 ml0 mll ml2 m13 ml4 ml5 mi6 ml7 ml8 ml19 m20 m21 m22 m23 m24 m25 m26 m27 m28 m29 m30 m31 m32 m33 m34 m35 m36
ml NA -0,068 -0,093 0,105 -0,071 007 -0,119 -0,153 -0,117 -0,125 -0,094 -0,08 -0,106 -0,095 -0,12 0,084 0,087 -0,086 -0,089 -0,081 -0,16 -0,076 0,069 -0,151 -0,094 -0,147 -0,07 -0,175 -0,074 -0,214 -0,123 -0,131 -0,073 -0,073 0,107 -0,092
m2 0,995 NA 0,057 0,06 0,044 0,038 -0,063 -0,135 -0,074 -0,143 -0,078 -0,124 -0,062 -0,102 -0,129 -0,048 -0,117 -0,143 -0,115 -0,059 -0,18 -0,203 -0,177 -0,042 -0,095 -0,197 -0,239 -0,065 -0,097 -0,081 -0,14 -0,097 -0,127 0,037 -0,06 -0,072
m3 1,831 0,687 NA -0,172 0,029 -0,078 -0,124 0,025 -0,051 -0,152 -0,137 -0,078 -0,17 -0,102 -0,17 -0,042 -0,096 0,043 -0,082 0,07 -0,133 -0,116 -0,067 -0,191 -0,039 -0,107 -0,119 -0,062 0,028 0,11 -0,048 0,042 -0,131 0,056 -0,112 -0,112
m4 2359 2,385 6,238 NA 0,028 0,065 -0,027 -0,191 -0,049 -0,062 -0,039 0,011 0,027 -0,078 -0,143 0,017 -0,076 -0,221 -0,013 -0,048 -0,083 -0,173 0,026 -0,068 -0,139 -0,206 0,057 -0,16 -0,066 -0,126 -0,205 -0,096 -0,127 -0,025 -0,056 -0,039

m5 107 0413 0,176 0,161 NA -0,13 0,047 -0174 -0,059 -0,048 -0,027 0,043 -0171 0,021 -0,178 -0,033 -0,111 -0,035 -0,021 -0,01 -0,144 -0,158 -0,06 -0,079 -0,027 -0,168 -0,083 0,036 -0,052 0,032 -0,072 -0,107 -0,063 -0,131 -0,048 -0,145
mé6 1,048 0312 128 0902 3,575NA 0,008 -0,167 -0,105 0,102 -0,099 -0,128 -0,08 -0,114 -0,124 -0,057 0,135 -0,129 -0,06 -0,153 -0,064 -0,209 -0,018 -0,039 -0,051 -0,172 -0,096 -0,023 -0,102 -0,194 -0,105 -0,035 -0,112 -0,083 -0,078 -0,042
m7 2,988 0841 3,235 0,51 0467 0,014 NA -0,12 -0,057 -0,068 -0,023 0,043 -0,046 -0,058 -0,098 0,032 0,019 -0,081 -0,104 -0,055 0,041 -0,078 -0,098 -0,028 -0,168 -0,066 -0,034 -0,017 -0,17 -0,058 -0,062 -0,126 0,047 -0,176 -0,04 -0,046

m8 4932 3863 0,132 7,767 6442 5901 3,038 NA -0,041 0,022 -0,108 0,011 -0,073 -0,166 -0,012 -0,04 -0,012 0,028 -0,161 0,066 -0,091 0,03 0,045 0,022 -0,055 -0,114 0,006 -0,073 -0,035 -0,087 0,041 -0,112 0,028 -0,118 -0,11 -0,113
m9 2901 1,155 0,554 0502 0,734 2,329 0679 0,352 NA -0,021 0,044 -0,188 0,068 -0,057 -0,08 -0,046 -0,109 -0,019 -0,06 -0,127 -0,09 -0,061 -0,082 -0,039 -0,081 -0,028 0,027 0,091 -0,106 003 -0,13 -0,016 -0,125 0,032 -0,188 -0,046
ml0 3315 4346 4877 082 0492 2222 0985 0,01 0,09 NA 0,018 -0,156 -0,064 -0,051 -0,072 -0,084 0,082 -0,073 -0,026 -0,095 -0,082 -0,021 0,013 -0,097 -0,017 -0,081 -0,059 -0,046 -0,169 -0,119 -0,147 0,034 -0,031 -0,036 -0,141 -0,121
mll 1,871 1291 3,98 0323 0157 2,066 0,116 2,463 0418 0,07 NA -0,166 0,076 -0,195 -0,037 -0,051 0,045 -0,174 -0,1 -0,148 -0,182 -0,029 0,024 -0,11 -0,106 -0,038 0,016 0,087 -0,109 -0,073 -0,059 0,065 -0,025 -0,02 -0,115 -0,127
ml12 137 3257 1286 0024 038 3477 038 0,028 7508 5133 5,869 NA -0,185 -0,105 -0,174 -0,016 -0,182 0,068 0,078 -0,061 0,012 -0,065 0,025 0,079 -0,083 -0,073 -0,03 -0,032 -0,085 -0,107 0,038 -0,053 -0,062 -0,05 -0,036 -0,118
ml3 2381 0803 6,137 0,149 6,234 1353 0457 1,126 0975 0877 122 7,267 NA 0,037 -0,021 -0,113 -0,095 0,03 -0,062 -0,071 -0,082 0,032 -0,027 -0,072 -0,058 -0,108 0,028 -0,138 -0,104 -0,063 -0,051 -0,054 -0,085 -0,025 -0,049 -0,041
ml4 1916 2207 2,222 1288 0,91 2,753 0,711 5871 0696 0,544 8,079 2337 0,297 NA -0,205 -0,037 -0,095 0,017 006 0,017 -0,077 -0,074 0,064 -0,073 -0,139 -0,058 -0,015 -0,11 0,028 -0,076 -0,062 -0,105 -0,114 0,025 -0,036 0,045
ml5 3,058 3533 6,124 4341 672 3253 2033 003 1362 109 0297 645 0,097 85909 NA -0,057 -0,027 -0,044 -0,09% 0,012 0,019 -0,07 -0,088 -0,09 -0,027 0,071 -0,083 0,016 -0,029 -0,032 0,075 -0,082 -0,09 -0,028 -0,155 -0,042
ml6 1501 048 0368 0063 0227 07 0214 0344 0455 1493 0549 0,051 2,725 0,295 0,692 NA -0,194 -0,035 -0,076 0,134 -0,16 -0,084 -0,207 -0,084 -0,106 -0,087 0,036 -0,077 -0,109 -0,128 -0,091 -0,05 -0,037 -0,128 -0,109 -0,191
ml7 1611 2924 1959 1214 2,608 385 0079 0033 2513 1413 0425 7,007 1932 1922 0,159 7,998 NA -0,167 0,07 -0,115 -0,056 -0,144 -0,031 0,027 -0,029 -0,09 0,153 -0,065 0,066 -0,231 -0,068 -0,065 0,023 -0,085 -0,08 -0,101
ml8 1,568 4,361 0,385 10,393 0,253 3542 1403 0,167 008 1,123 6399 0991 0,189 0,063 0406 0,266 5886 NA -0113 0,031 -003 0044 -007 -0136 0016 0,073 -0,124 -0,038 -0,114 0,032 -0,032 -0,021 -0,017 -0,058 -0,201 0,084
m19 1682 2,781 141 0034 0095 0,758 2284 5524 0,77 0139 2,111 1295 0824 0,776 1949 1229 1,05 2,686 NA -0,151 0,016 -0,107 0,051 003 -0044 -0,08 0,045 -0,158 -0,024 -0,137 -0,054 -0,033 0,017 -0,042 0,039 -0,038
m20 1381 0,732 1036 049 0023 496 064 0914 3444 1916 4668 0,79 1081 0058 0,028 3829 2815 02 4803NA -0,13 -0,068 -0,094 0,023 -0,117 -0,089 -0,04 -0,112 -0,014 -0,106 -0,033 -0,105 -0,024 -0,068 -0,084 -0,095
m21 5453 6,899 3,767 1462 4379 0879 036 1,758 1,735 1432 7001 0028 1,412 1261 0,08 5454 0673 0,193 0,053 3,565 NA -0,056 -0,076 0,048 004 0,132 -0,144 -0,123 -0,061 -0,036 -0,059 -0,092 -0,054 -0,078 -0,119 -0,044
m22 1,237 8769 2866 6319 5322 9263 1274 0,18 078 009 018 0887 0214 1,151 1,029 15 4367 0419 2428 0972 0,673 NA -0,123 -0,145 -002 -003 -0,119 -0,112 -0,144 0,043 0,031 -0,131 -0,074 -0,124 0,084 0,035
m23 1,007 6673 094 0146 0774 0068 203 0426 143 0037 0117 0132 0,154 0859 1,636 9,042 0204 1,034 0559 1,888 1213 3,182NA -0,113 -0,173 -0,024 0,091 -0,051 0,086 0,041 -0,089 0,027 0,019 -0,025 -0,095 0,07
m24 485 0373 7,763 0967 1314 0328 0164 0,05 0322 198 2581 1315 1,103 1,145 1,718 1485 0,157 3929 019 0116 049 4454 2,711 NA -0,186 -0,088 -0,067 -0,067 -0,189 -0,087 -0,055 -0,044 0,049 -0,123 -0,113 -0,077
m25 1873 1893 0318 4,122 0149 0547 5961 0641 139 0058 2401 1454 072 4,102 0153 2389 0,182 0,056 0411 2925 0,347 0087 6,375 7,357 NA -0,022 -0,103 -0,091 -0,124 -0,054 -0,06 -0,131 -0,048 -0,095 -0,035 -0,088
m26 4593 8199 2438 9,002 5991 6,248 0916 2,754 0,167 138 0307 1,135 2,487 0,715 1,067 1608 1,719 1123 1369 1,682 3,701 0,192 0,12 1,634 0,106 NA -0,184 -0,111 -0,144 0,105 -0,047 -0,091 -0,08 0,045 -0,079 0,053
m27 1,042 12,093 3,018 0692 1448 1939 0246 0008 0,15 0745 0,057 0192 0,171 0,048 1456 0,268 4936 3,249 0429 0335 4,417 3,003 1,744 0952 2,239 7,178 NA -0,145 0,185 -0,173 -0,088 0,015 -0,03 -0,123 -0,058 -0,136
m28 648 0898 0817 5451 0275 0,111 0,058 1,125 1,744 0439 1616 0218 4,039 2554 0056 1,255 0,883 0313 5293 2,644 3212 2,669 0541 095 1,771 2,633 4,465NA -0,094 -0,067 -0,161 0,134 -0,086 -0,025 -0,271 -0,058
m29 1,158 1997 0,162 0932 0577 2223 6,107 0,257 2392 6,026 2521 1533 2,295 0,165 0,182 2519 0923 2,756 0,123 0,044 0,799 4,426 1566 7606 324 4392 7,239 1,886 NA -0,165 0,032 -0,088 -0,03 -0,019 -0,044 0,028
m30 9671 1377 2,575 3356 0218 7962 0,703 1613 0,194 3,022 1,126 2414 0854 1236 0214 3,491 11277 0,214 4,005 239 0271 038 0357 1613 0612 2326 6361 0,949 5783 NA -0,167 -0,048 -0,162 0,039 -0,082 0,037
m31 3222 4165 0489 893 1,11 2324 0823 0349 3562 459% 0,741 0299 0,557 0824 1,19 1,772 0967 0,211 0623 0,236 0,749 0,203 1691 0632 0,764 0465 1,631 5528 0,221 5902 NA -0,204 0,084 -0,155 -0,089 -0,05
m32 3,634 2,002 0368 1973 2425 0263 3362 2,659 0053 0244 0884 0591 0609 2359 1432 0537 0892 0093 023 233 1813 3659 0,152 0419 3,645 1,752 0,049 3,783 1646 0486 8,803 NA -0,218 0,095 -0,199 -0,131
m33 1,14 3421 3,647 3,402 0844 2674 0464 0,68 3302 0197 0,127 0823 1531 2,738 1,709 0,292 0,113 0061 0064 0117 0621 1155 0075 0509 0494 1361 019 1573 0,195 5587 1,485 10,097 NA -0,207 -0,12 -0,031
m34 1,136 029 0665 013 3611 1451 6576 2,938 0216 0273 0,081 0522 0,131 0,138 0166 3481 154 0,725 0381 099 1292 3241 0,132 3,194 1908 0434 3,191 0,132 0076 0,323 5108 1912 9,102 NA -0,107 0,037
m35 2,408 0,769 2,66 0666 0487 1284 034 2,543 7467 4235 2,789 028 0,506 0271 5096 2513 1367 8551 0317 1,501 2,988 1513 1,927 2686 0265 1322 0,725 15598 0418 1418 1,684 8391 3,047 2,406 NA 0,055
m36 1814 1105 2642 0331 4451 0375 0456 2,711 0448 3,092 3,406 2942 0358 0438 0377 7,731 2,178 1501 0306 1919 0402 0266 1,052 1,248 1,657 0594 3909 0,72 0,172 0286 0532 3,656 0,206 0,296 0,644 NA
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Giris: Bu ¢aligmada, otizm spektrum bozuklugu olan ¢ocuklarin yagamini biyoekolojik kuram bakis agisiyla
betimsel olarak ortaya koymak amaglanmistir.

Yontem: Arastirma, bireylerin tecriibe ettikleri seyi nasil betimledikleri ve nasil deneyimlediklerine yogunlasan
betimleyici/tanimlayici fenomenolojik bir ¢aligma olarak desenlenmistir. Betimleyici/tanimlayici fenomenolojinin
¢ikis noktasi deneyimlenen olaylarin katilimcilar tarafindan giinliik yasam perspektifinden somut betimlemelerini
icermektedir. Arastirmaya otizm spektrum bozuklugu olan gocuga bakim veren 17 kisi katilmistir. Verilerin
toplanmasinda yari-yapilandirilmig goriisme teknigi kullanilmistir.

Bulgular: Veri analizleri sonucunda mikrosistem temasinda bakim veren ve ¢ocuk, diger aile bireyleri ve ¢ocuk,
yakin ¢evre ve ¢ocuk, 6gretmen ve ¢ocuk, okul; mezosistem temasinda sosyal alan baglari, egzosistem temasinda
ebeveyn ve Ogretmen; makrosistem temasinda egitim sistemi, destek, toplum, kanunlar ve iletisim araglari;
kronosistem temasinda zaman ve katilim alt temalar1 ortaya ¢ikmustir.

Tartisma: Cocugun otizm spektrum bozuklugu tanisi almasiyla birlikte aile tyelerinin kendi iclerinde ve
toplumdaki diger insanlarla etkilesimleri farklilagsmaktadir. Anne, baba ve kardesler de dahil olmak iizere diger
bireylerin otizm spektrum bozuklugu tanisin1 kabul diizeyleri, kisilik 6zellikleri, otizm spektrum bozuklugu
hakkindaki fikirleri gibi birgok faktér kisileraras: iletisimde belirleyici olmus olabilir. Ogretmenlerin yaklagimia
iliskin gortisler ise 6gretmenlerin almis olduklar egitim ve kisilik 6zellikleri ile agiklanabilir. Ayrica okulun sahip
oldugu kaynaklar ya da okul personelinin engelliligi kabul diizeyi gibi degigkenler de sonuglarda etkili olmus
olabilir.

Sonug¢ ve Oneriler: Cocuklara bakim veren birincil kisilerin anneler oldugu, ebeveynlerin sahip olduklar1 sosyo-
ekonomik 6zelliklerin ve 6gretmenlerin kisilik 6zelliklerinin ¢ocuklarin gelisim ve egitimini etkiledigi, toplumun
¢ocuklar ve konu hakkinda yeterli bilgi sahibi olmayarak c¢ocuklara kargi Onyargili ve mesafeli oldugu
gOriilmistiir. Toplumsal yonde insanlarin farkindaliklarini arttirmaya yonelik ¢aligmalarin nitelik ve nicelik olarak
gelistirilmesi beklenmektedir. Yeterli maddi gelirleri olmayan ebeveynler, ¢cocuklarina ihtiyaci olan bakimi ve
egitimi sunamadiklarini ifade etmislerdir. Sivil toplum kuruluslarinin otizm spektrum bozuklugu olan ¢ocuklarin
duyu biitiinleme, spor faaliyetleri, psikoloji ve beslenme gibi farkli disiplin alanlarinda egitimlere ve destege
ulagimlarma yardimeci olabilecekleri diisiiniilmektedir.

Anahtar sozciikler: Otizmli gocuklar, biyoekolojik model, ekolojik sistemler kurami, ekolojik, 6zel gereksinimli cocugu
olan aileler, aile, fenomenolojik aragtirma.

Anfigin: Aydilek-Ciftgi, M., Hassamancioglu, U., Vadi, D., & Uzun, 1. B. (2023). Otizm spektrum bozukluguna sahip
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Giris
Otizm spektrum bozuklugu (OSB); erken donemde baslayan, toplumsal etkilesim ve iletisim alanlarinda
sinirli  tekrarlayict davraniglarla kendini gosteren norogelisimsel bir bozukluktur (American Psychiatric
Association, 2013). OSB’li bireylerin bilissel, duyusal, sosyal ve diger pek ¢ok gelisim alaninda yasadig
yetersizlikler hem kendi yagam kalitesini hem de igerisinde yer aldigi aile, okul ve diger toplumsal gruplarin yagam
kalitesini etkilemektedir (Schalock, 1994; Schuntermann, 2002). Yapilan bir aragtirmada, OSB’li ¢ocugun

yetersizlik diizeyinin, ailelerin ¢ocuguna yodnelik algilar1 ve yasanan belirsiz durumlarin ebeveynlerin yasam
kalitesi tizerinde etkili oldugu ifade edilmistir (Warter, 2009).

OSBfa, giiniimiizde arastirilmaya devam eden, hakkinda net olarak yanitlanamayan sorularin oldugu
noro-gelisimsel bir bozukluktur. OSB’li bireyler genis bir spektrumun igerisinde birbirinden farkli 6zellikler
gosterebilmektedir (Cattik, 2022). Yani OSB tanisi igerisinde, bireylerde ortak davranigsal 6zellikler gbzlemlense
de bireylerin sahip oldugu genetik, norolojik, psikolojik ve davranigsal ozellikler gesitlilik gostermektedir
(Chapman, 2020; Constantino & Charman, 2016; Shea vd., 2019). OSB erken yaslarda teshis edilebilse de
tanilanma ve sonraki deneyimler; profesyonellerin davranislari, egitim siireci, toplumdaki ‘otizm’ algist ve pek
¢ok baglamda ebeveynlerin zorluklar yasadig1 soylenebilir (Ayyash vd., 2023). Bu dogrultuda OSB’li bir ¢ocuga
sahip olan ebeveynlerle tipik gelisim gdsteren ¢ocuga sahip ebeveynler karsilastirildiginda, OSB’li ¢ocugu olan
ebeveynlerin daha fazla olumsuz ruh saglig, yiiksek stres, kaygi ve depresyona sahip oldugu ifade edilebilir (Lee,
2009). Ailelerle yapilan boylamsal ¢aligmalar, OSB’nin, ailelerin hayatlarini idame ettirirken maddi ve manevi
olarak cesitli zorluklarla karsilagtiklarini ortaya koymustur (Gray, 2002). Hardman ve digerleri (1996) bu
¢ocuklarin yagamlarini siirdiirmede bagkasina bagimli olmalart nedeniyle anne ve babalarin birbirlerine yeterince
vakit ayiramadiklarini, aile igi iligkilerin azaldigmni, ¢ocugun egitimini siirdiirmenin ev ekonomisine ek yiik
getirdigini ve bunlara bagli olarak aile i¢inde stres diizeyinin arttigini ileri stirmiistiir. Nealy ve digerleri (2012)
OSB’li ¢cocuga sahip ebeveynler ile yaptiklart aragtirmada, esler arasindaki iliskilerin ¢ocuklarinin OSB tanisi
aldiktan sonra olumsuz yonde etkilendigini tespit etmistir. Croen ve digerleri (2006), OSB’li ¢ocuk yetistirmek
icin dmiir boyu yapilan harcamalarin, OSB olmayan c¢ocuklara gore yaklasik iki kat fazla oldugunu belirtmistir.
Hastings ve Brown (2002) ise OSB’li ¢ocuga sahip ailelerin kaygi durumlarinin depresyon ve stres diizeylerinin
diger 6zel gereksinime sahip gocuklarin ebeveynlerine ve gocugu tipik gelisim gosteren ailelere gore daha yiiksek
oldugunu ifade etmistir.

OSB’li ¢ocuklarin saldirganlik, 6z-diizenlemede zorluk, diirtiisel davranma, digerlerinin giivenligine
yonelik tehdit olusturma ve sosyal normlara uymakta zorlanma gibi yikici1 davraniglar (Scattone vd., 2002; Seok
vd., 2023) da diger ¢ocuklardan ¢ok farkli boyuttadir. Bu ¢ocuklarin sosyal uyaranlar algilama, jest ve mimikleri
anlamlandirma ve kullanabilme gibi becerilerde yetersiz performans sergilemesi nedeniyle problem davraniglarda
bulunduklar ifade edilmektedir. Bu davranis farkliliklari, aile ve toplum iiyeleri arasinda ¢esitli sorunlara yol
acmaktadir ve ebeveynler ¢ocuklarinin yikici davraniglari nedeniyle genellikle kendilerini suclu hissetmektedirler
(Ling vd., 2010; Vuran & Usluer, 2012). Bu baglamda OSB’nin etkilerinin yalnizca tani alan birey ve ailesi ile
sinirli olmayip ayni zamanda ¢ocugun ¢evresini ve toplumun tiim fertlerini ilgilendirdigi sdylenebilir (Copuroglu
& Mengi, 2014; Williams vd., 2004).

OSB’li cocuklarin ve ailelerin yasantilarinin, OSB’li ¢ocugun gelisim stirecindeki deneyimlerinin
anlasgilabilmesi ve yorumlanabilmesi i¢in bu arastirma Bronfenbrenner’in “Biyoekolojik Modeli” ¢ercevesinde
yapilandirilmistir. Biyoekolojik Model insan gelisimini, gelisim {izerinde etkisi olan, birbiriyle iliskili veya iligkili
olmayan sistemler ve siire¢ler boyutlariyla ele alarak agiklamaya calismaktadir. Model, bireysel ve grup olarak
insanin, biyopsikolojik 6zelliklerinin odaginda gelisiminin siirekli ve degisim i¢inde olduguna vurgu yapmaktadir
(Bronfenbrenner & Morris, 2007). Bronfenbrenner’in insan gelisimini agikladigi kurami zaman iginde geligsmis ve
farkli kavramsal cercevelerde ele alinmistir. Teori temelde insan ve baglam iligkisini, birey ile gevresel
etkilesimleri ve gevresel sistemlerin bireyin yasantisindaki etkilerini ele almaktadir (Bronfenbrenner, 1977, 1986).
Baslangigta bu iliskide zaman kavramina detayli olarak yer verilmese de sonralari siireg, kisi, baglam ve zaman
modelleri Bronfenbrenner’in teorisinde tartisilmistir (Tudge vd., 2009). Onceleri “Ekolojik Sistemler Kurami”
olarak anilan teori (Bronfenbrenner, 1977; 1986), teoriye yeni model ve kavramlarin eklenmesiyle “Biyoekolojik
Model” olarak adlandirilmigtir. Model, “kronosistem” veya geligim siireci iginde, birey iizerinde etkili olan aile,
akranlar, 6gretmen, medya, kurumlar, kiiltiir vb. faktorlerin etkilesimlerine vurgu yapmaktadir. Bu faktorlerle
modelde, mikrodan makroya, yani en yakindan en uzaga uzanan sistemlerden bahsedilmektedir (Patel, 2011, s.
246). Mikrosistem, bireyin giindelik yasaminda karsilikli olarak etkilesim halinde bulundugu bireyleri ve bunlarla
iliskilerini kapsamaktadir. insan gelisiminde en kritik etkiye sahip bu katman, temelinde aileyi, arkadas gruplarini
ve okulu icermektedir. Mezosistem, bireyin iligki halinde oldugu akranlar ve aile, 6gretmenler ve aile gibi iki ya
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da ikiden fazla mikrosistem arasindaki baglantilardan olusmaktadir. Ebeveyn ve Ogretmenlerin karsilikli
etkilesimle ¢ocugun egitim siireglerine katiliminin, ¢ocugun bagimsizligina ve akademik becerilerine olan etkisi
mezosisteme ornek verilebilir (Bronfenbrenner, 1994). Egzosistem, bireyin dogrudan yer almadigi ancak dolayl
yonden etkilendigi sistemdir. Ebeveynlerin is yasamindaki stresin ve yogunlugun ¢ocuklarin gelisimi tizerindeki
etkisi, bu katmana 6rnek olarak gosterilebilir. Benzer sekilde ailelerin sosyal iligkileri, evin yer aldigi mahalle veya
toplulukla iligkiler bireyin yasantisin1 dolayli yoldan etkileyebilmektedir (Bronfenbrenner, 1994). Makrosistem,
toplumun kiiltiirel degerlerini, inang bigimlerini, hayat tarzlarini, sosyoekonomik durumlarini ve yasalari kapsayan
karmagik bir yapidir. Makrosistemin odaklandigi temel nokta, kisilerle sosyal sistemler ve organizasyonlar
arasindaki etkilesimlerdir. Sosyal politikalar, yoksulluk, esitsizlik ve sosyal baskilarin yansimalar1 bu katmanda
yer edinmektedir. Kronosistem ise biitiin katmanlar1 kapsamakta ve toplumsal-tarihsel siiregteki degisimleri
icermektedir (Danis, 2006; Muuss, 2006). Kronosistem bireyin kendisi ve gevresi iizerinde etkilidir. Ornegin
degisen aile yapisi, giinliik telaglar, sosyoekonomik diizey (Bronfenbrenner, 1994), gerceklesen bir durumun
boylamsal etkileri, ¢ocuk egitimi konusunda zamanla gerceklesen degisimler kronosisteme Ornek verilebilir
(Bronfenbrenner & Morris, 2007).

Bronfenbrenner’in (1986) gelistirdigi biyoekolojik modelde, birey ¢evresinden bagimsiz diisliniilemez.
Biyoekolojik modelde bireyin gelisimini desteklemenin yalnizca bireye yapilacak miidahalelerle miimkiin
olamayacagi, gelisimin merkezden ¢evreye dogru tiim katmanlarin etkilesimiyle gerceklestigi ifade edilmektedir
(Ozdemir, 2007; 2008). Dolayistyla OSB’li ¢ocuklarin da gelisim 6zelliklerinin merkezden ¢evreye dogru ¢ok
boyutlu olarak ele alinmasi 6nem arz etmektedir. Gergeklesen bilimsel aragtirmalarda, OSB’li ¢ocukla birlikte
yasami siirdiirmenin aile iiyelerini, ailenin ¢evresini ve toplumu sosyal agilardan etkiledigi tespit edilmistir (Brown
vd, 2012; Cassidy, 2008; Ludlow vd., 2012). Yapilan bu ¢alismada ise, OSB’li gocuklarin yagamini biyoekolojik
modelin odaginda betimlemek amaglanmistir. Bu dogrultuda bu arastirma OSB’li cocuga sahip ebeveynlerin;

1. Yasanti ve deneyimlerini, biyoekolojik modelde yer alan mikrosistem, mezosistem, egzosistem,
makrosistem ve kronosistemler gergevesi i¢inde sorgulamayn,

2. Deneyim ve yagantilari {izerindeki ¢evresel faktdrleri ve bunlarin etkilesimlerini derinlemesine anlamay1
ve

3. Ailelerin ¢evresel faktorlere yonelik fikir, diisiince ve beklentilerini ortaya koymay1 amaglamaktadir.
Yontem

Aragtirma, nitel arastirma yontemlerinden olgu bilim (fenomenoloji) modeline gbre desenlenmistir.
Olgubilim (fenomenoloji) deseni, farkinda oldugumuz ama derinlemesine ve ayrintili bir anlayisa sahip
olmadigimiz olgulara odaklanarak konularin detay, kapsam ve farkliliklar bakimindan derinlemesine
aragtirtlmasini saglayan bir yontemdir. Bu ¢alisma, OSB olan ¢ocuklarin yagamini, biyoekolojik model bakis
acistyla ayrintili bir bicimde ortaya koymay1 amaglamaktadir. Biyoekolojik model odaginda bireylerin tecriibe
ettikleri seyi nasil betimlediklerine veya tecriibe ettikleri seyi nasil deneyimlediklerine yogunlasan
betimleyici/tanimlayict fenomenolojik bir c¢alisma olarak desenlenmistir. Arastirmada biyoekolojik model
ozellikle verilerin toplanmast ve verilerin analizinde (6r. temalarin belirlenmesi vb.) betimleyici desen siirecine
bir ¢ergeve ¢izmistir. Edmund Husserl, bireyin diinyay1 deneyimleme bi¢iminin yasamis oldugu gergekligi oldugu
icin caligmalarin bireyin deneyiminin tizerinden yansitilmasi gerektigini ifade etmistir. Bu yaklasim, insanlarin
diisiincelerini, duygularini, algilarin1 anlamak i¢in kullanilir ve her bir deneyimin bireysel 6zellikleriyle ilgilenir.
Betimleyici/tanimlayic1 fenomenolojinin ¢ikis noktasi deneyimlenen olaylarin katilimcilar tarafindan giinliik
yasam perspektifinden somut betimlemelerini icermektedir. Bu nedenle somut Ornekler, kelimeler ve
tanimlamalarla ¢aligilmaktadir. Biling ve 6znel deneyimin altinda yatan yapilar1 ve temelleri ortaya ¢ikarmaya
caligir ve tiim nesnel bilginin temeli olarak 6znel bilincin 6nemini vurgulamaktadir. Bireylerin diisiincelerini ve
deneyimlerini agiklamak i¢in kullanabilecekleri dile odaklanir. Bu noktada bireylerin giincel deneyimlerini veya
anilarin1 anlatmalarima izin verir (Giorgi & Giorgi, 2003; Merriam, 2014). Betimleyici/tanimlayici nitel aragtirma
deseni kapsaminda verilerin toplanmasinda yar1 yapilandirilmis goriisme teknigi tercih edilmistir (Creswell, 2013;
Patton, 2014). Bu goriisme teknigi, dncesinde sorulmasi planlanan sorulari igeren gériigme formu hazirlanmasina
karsin arastirmacilara daha esnek bir yaklagim sunmakta ve katilimcilarin deneyimlerini daha iyi anlamalarina
yardime1 olmaktadir. Yar1 yapilandirilmis goriigme yonteminde, arastirmacilar tarafindan katilimeilara daha fazla
ozgiirliikle konugmanin dogal akisina izin verilmektedir. Bu nedenle, arastirmacilar daha detayli bilgi toplayabilir
ve katilimcilarin sozlerinin ardindaki anlamlar1 anlamak i¢in kendi yargilarini kullanabilirler. Hem belirli diizeyde
standartlik sunmasi hem de esneklik sagladigi icin yar1 yapilandirilmig goriisme teknigi arastirmanin amaci ve
deseni kapsami dogrultusunda tercih edilmistir (Smith, 2003; Tiirniiklii, 2000).
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Cahisma Grubu

Aragtirmanin ¢aligma grubu nitel arastirmalarda kullanilan amacgl 6rnekleme yontemlerinden uygun
ornekleme yontemi ve benzesik (homojen) Ornekleme yontemi kullanilarak olusturulmustur. Arastirmaya
Tiirkiye’nin farkli bolgelerinden OSB’li ¢ocuga bakim veren 17 kisi katilmistir. Bu kisilerle OSB tanisi almis
¢ocugun (yaslari 3-12 arasinda degisen, 13 erkek dort kiz ¢ocuk) yasamina iliskin yart yapilandirilmig gériigsmeler
yapilmistir. Katilimeilarin 15°1 ¢ocuklarin anneleridir, iki katilimci ise gocugun akrabasidir. Bu iki katilimer aileyle
birlikte bu siireci yasayan ¢ocuklarin dayisi ve teyzesidir. OSB’li ¢ocuklarin ebeveynlerine (ailelerine) iligkin
demografik 6zellikler Tablo 1’de yer almaktadir. Cocuklarin aile profillerini yansitmak i¢in babalara iliskin
bilgilere de yer verilmistir. Cocuklarin annelerinin yas1 29-46, babalarinin ise 32-56 yas arasindadir. Annelerin
egitim durumu genel olarak lise, ilkokul, lisans ve 6n lisans; babalarin ise ortaokul, lisans ve lise olmak {izere
degisiklik gostermektedir. 12 anne ev hanimy, ii¢ anne 6gretmen, bir anne memur ve bir anne is¢idir. Sekiz baba
serbest meslekle ugragmakta, ayrica is¢i, asker, memur, dgretmen, teknik eleman ve as¢i olan babalar da
bulmaktadir. Ailelerden yalnizca besi ¢cocuklart OSB tanisi aldiktan sonra psikolog, cocuk gelisimci veya 6zel
egitim uzmani gibi uzmanlardan danismanlik hizmeti almis, diger aileler tan1 sonrasinda hicbir sekilde danigmanlik
hizmeti almamustir.

Tablo 1
Ebeveynlerin (Ailelerin) Demografik Ozellikleri

A
K1 Anne 29 37 Ev hanim Su tesisatgisi Lise Ilkokul
K2 Anne 34 41 Ev hanimi Asker On lisans Lisans
K3 Anne 46 50 Ev hanim Isci On lisans Ortaokul
K4 Anne 34 35 Ev hanimi Serbest Lise Lise
K5 Anne 37 37 Isci Isci ilkokul Ortaokul
K6 Anne 42 42 Ogretmen Asct Yiiksek lisans Lisans
K7 Anne 41 42 Ogretmen Serbest Lisans Lisans
K8 Anne 42 56 Ev hanim Serbest ilkokul Ortaokul
K9 Anne 30 37 Ev hanimi Serbest Lise Lisans
K10 Teyze 36 38 Ev hanimi Serbest Lise On lisans
K11 Anne 40 49 Ev hanimi Memur On lisans On lisans
K12 Anne 41 40 Ev hanimi Serbest Lise Ortaokul
K13 Anne 32 32 Ev hanim Serbest ilkokul Ortaokul
K14 Anne 41 50 Ev hanimi Serbest Lise Ortaokul
K15 Anne 35 42 Ev hanimi Isci ilkokul Lise
K16 Anne 41 42 Memur Ogretmen Lisans Lisans
K17 Day1 42 42 Opretmen Serbest Lisans Lisans

Veri Toplama Araglar:

Veri toplama araci olarak katilimcilar igin gelistirilmis yar1 yapilandirilmig gériisme formu kullanilmaistir.
Goriigme formu arastirmanin genel amacina uygun olarak biyoekolojik model temelinde olusturulmustur.
Goriigme formunda ebeveynin ¢ocukla, cocugun diger aile bireyleri ve 6gretmenleri ile iletisimi, ebeveynlerinin
ve diger aile bireylerinin ¢ocugun hayatidaki rolii, sosyoekonomik durumun, ailenin i¢inde yasadig: toplum ve
kiiltiiriin ¢ocugun yasantisina ve gelisimine etkisi ile toplumsal duyarlilik ve farkindalik ¢alismalarina yonelik
sorular yer almaktadir. Ornegin; “Cocugunuzun sizle olan iletisimini nasil degerlendiriyorsunuz? Agiklar
misiniz?”, “Cocugunuzun diger aile bireyleri ile olan iletisimini nasil degerlendiriyorsunuz? Agiklar misiniz?”,
“Siz, gocugunuzun yasaminda nasil bir yere sahipsiniz? Roliiniiz veya konumunuz nedir? Ag¢iklar misiniz?”, Sizin
disinizda aile bireylerinden kim veya kimler ¢ocugunuz yasaminda birebir etkili ve nasil bir etkiye sahip?
“Cocugunuzun 6gretmeni veya Ogretmenleri ile olan iletisimini nasil degerlendiriyorsunuz? Agiklar misiniz?”,
“Sizce, sizin sahip oldugunuz sosyo-ekonomik durum (egitim seviyesi, ekonomik durum, mesleginiz)
cocugunuzun yasantisini ve gelisimini nasil etkiliyor? Agiklar misimz?”, “iginde bulundugunuz toplumun ve
kiiltiirtin cocugunuzun yasamini ve gelisimini nasil etkiledigini diisiiniiyorsunuz? Ac¢iklar misiniz? (Sondaj sorular;
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egitim, saglik, ekonomik, ¢ocuklara iliskin diizenlenen kanunlar ve yasalar hakkindaki goriigleriniz nelerdir?” vb.
gibi sorular goriisme formunda bulunmaktadir.

Veri Toplama Siireci

Katilimeilarla bir sivil toplum kurulusu tarafindan Kapadokya bélgesinde OSB’li ¢cocuklar ve aileleri i¢in
diizenlenen yaz kampinda irtibata gegilmistir. 2019 y1li haziran ayinda, Tiirkiye’nin farkli bolgelerinde yasayan
ailelerin katildig1 yaz kampinda veriler toplanmistir. Arastirmacilar tarafindan, kampta bulunan ailelerle iletisime
gecilerek arastirma ve veri toplama siireci hakkinda bilgi verilmistir. Arastirmaya katilmayi kabul eden
katilimcilardan imzali olarak “katilimci bilgilendirme ve onam” formu alinmigtir. Daha sonra arastirmacilar,
sirayla sessiz ve uygun bir odada goniillii katilimcilarla yart yapilandirilmis gériisme formu kullanilarak bir defa
gorliigme yapmislardir. Arastirmaya katilan 17 katilimcidan; bes katilimeryla 15-20 dakika arasinda, 12
katilimciyla 45-50 dakikalik goriismeler yapilmistir. Yeni bir tema ortaya ¢ikmayincaya kadar goriismeler devam
etmig ve veri doygunluguna ulasilmistir. Bu goriismeler sirasinda aragtirmacilar tarafindan hazirlanan yari
yapilandirilmig  goériisme formu kullanilarak katilimcilarin - sorulara verdikleri cevaplar yazili sekilde
kaydedilmistir.

Verilerin Analizi

Aragtirmanin amacina uygun olarak bu ¢alismada biyoekolojik modele dayali temalar iizerinden betimsel
(timdengelimsel) analiz kullanilmigtir. Katilimeilarla yapilan goériismelerden elde edilen ham nitel verilerden
oncelikli olarak sirayla ortak kodlar, kategoriler ve alt temalar olusturulmustur. Daha sonra betimsel analizle
biyoekolojik model kapsaminda olusturulan tematik cerceveye gore veriler islenerek bulgular tanimlanip
yorumlanmigtir (Altunisik vd., 2001; Yildirim & Simsek, 2005). Analiz siirecinde ilk adim olarak ii¢ arastirmact
tarafindan elde edilen veriler, tekrar eden bir diizen igerisinde bagimsiz olarak siniflanmig, kodlanmis ve analiz
edilmistir. Arastirmacilar tarafindan bu siirecte daha sonra gézden gegirebilmek i¢in veri dokiimlerinin kenarlarina
notlar kaydedilmistir. Metindeki anahtar kelime ve ciimlelerin altin1 ¢izerek kodlamalar olusturulmustur.
Ardindan, aragtirmacilar kendi kategorilerini bir araya getirerek, her bir kategoriyi i¢ homojenlik ve dis
heterojenlik acisindan siirekli karsilagtirarak incelemistir. Bu siire¢ verilerin ait oldugu kategoriyle ne kadar
bitiinliik sagladigi ve benzestigi, ayrica kategorilerin arasindaki farklarin ne derece net olduguyla ilgilidir.
Aragtirmacilar tarafindan, verilerin kategorilere yerlesmesi igin siniflama sistemini goézden gegirilmis,
kategorilerin anlamlilig1 ve dogrulugu siirekli kontrol edilmistir (Patton, 2014). Bagimsiz olarak arastirmacilar
tarafindan dretilen sonuglarin karsilagtirilmasi ve g¢apraz kontroliin yapilmasiyla kodlayicilar arast uyuma
bakilmigtir (Creswell, 2013). Elde edilen kodlar, kategoriler ve alt temalar biyoekolojik model kapsaminda
mikrosistem, mezosistem, egzosistem, makrosistem, kronosistem temalar1 altinda kuramsal yapiya dayali olarak
aragtirmacilar tarafindan birlestirilmistir. Biyoekolojik modele dayali temalar altinda betimsel analiz yapilarak
ornek ifadelere yer verilmistir. Katilimecilarin verdikleri cevaplar orneklendirilirken “k” kodu kullanilmistir.
Gorlisme analiz sonuglari, kodlama kategorilerinde yer alan igerik bulgulartyla biyoekolojik modele gore
degerlendirilerek raporlanmistir. Sekil 1°de gorsel olarak veri toplama ve veri analizi siirecine yer verilmistir.
Tablo 2’de ise biyoekolojik modele iliskin temalar (mikrosistem, mezosistem, egzosistem, makrosistem ve
kronosistem) altinda alt temalara yonelik katilimcilarin cevaplarindan drnekler sunulmustur.

Sekil 1

Veri Toplama ve Analiz Stireci

WVerilerin simiflanmasi, analiz
edilmesi ve kodlarin
olusturulmas:

Yar: yapilandirilmis
goriisme yontemi ile
verilerin toplanmas:

s Ham verilerin analiz icin 3
hazirlanmasi ve diizenlenmesi

v
Arastirmacilar tarafindan tiretilen sonuclarin Elde edilen kodlar, kategoriler ve alt temalarin
karsilastinilimasi ve ¢apraz kontrollerin ———>| Biyoekolojik model kapsaminda temalar altinda
vapilmasi birlestirilmesi

W

Bivoekolojik model kapsaminda
temalar altinda betimsel analiz
vapilmasi

S Temalarn ve betimlemelerin S

yorumlanmast Verilerin raporlastirilmasi

Kaynaklar: Creswell, J. W., (2013). Nitel arastirma yontemleri: Bes yaklasima gore nitel arastirma ve arastirma deseni (M. Biitin & S. B.
Demir, Cev.; 3. baski). Siyasal Kitapevi. (Orijinal kitabin yayin tarihi 2002); Patton, M. Q. (2014). Nitel arastirma ve degerlendirme yontemleri
(M. Biitlin & S. B. Demir, Cev.). Pegem Akademi.
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Tablo 2
Biyoekolojik Modele Dayali Temalar Altinda Katilimcilarin Yanitlarindan Ortaya Cikan Alt Temalar

528

Temalar (alt temalar)

Alintilardan 6rnekler

Mikrosistem

Bakim veren ve
gocuk

Diger aile bireyleri
ve ¢ocuk

Yakin gevre ve
gocuk

Ogretmen ve gocuk

K12: “...Sevgiye dayali bir iletisimimiz var. Kotii bir sey yaparken ben ona bakarim ve pes
eder, yaptig1 seyi birakir. Sevilmek bence bu ¢ocuklarin tek derdi. Iyilesmeyecekler ama
sevgi ve ilgiye ihtiyaglar1 var. Sevgiyle her sey asilir...” (olumlu iletisim)

K16: “Insanin kendi annesi, babas1 bile gocuga vebali gibi davraniyor. Dokunma bile yok,
diger ¢ocuklara yaptiklar: gibi sevgi gostermiyorlar...” (ikinci diizey aile bireyleri)

K1: “... Akrabalar soguk davrandig1 i¢in onlara hi¢ gitmiyor.” (akrabalar ve komsular)

K8: “Ogretmeniyle arasi ¢ok iyi. Ayni 6gretmenle 3. yilimizdayiz ve birlikte cok giizel
iletisim kurarlar. Sevildigini anliyor ve gergekten sevildigini hissettiginde ona gére
davraniyor.” (6gretmen ve ¢ocuk)

Mezosistem

Sosyal alan baglar1

K11:“Bence gevre agisindan biz ¢ok sansliyiz. Bazen tanik oluyorum aileler dehset verici
seyler yasayabiliyorlar. Yasadigimiz yerde komsularim bana ¢ok destek oldu. Ben gevrenin
¢ok olumlu destegini gordiim...” (sosyal alan baglar)

Egzosistem

Ebeveyn

Ogretmen

Okul

K1: “Meslek sahibi olup daha iyi bir kazancim olmadigi i¢in maddi yonden sikint1 yasiyoruz.
Belki egitimim daha iyi olsaydi, daha kolay olurdu...”

K12:...“Cocugumun iletisimi 6gretmenden 6gretmene degisiyor. Baz1 dgretmenler ilgisiz
duyarsiz davranirken bazilari da positive enerji verebiliyor...” (6gretmen)

K9: “...Krese uyumda zorlandi ¢iinkii sinifi kalabalikti. Sonradan aligti ve uyum sagladi.”

Makrosistem

Egitim sistemi

Destek

Toplum

Kanunlar

iletisim araglari

K14: “Bu ¢ocuklarin birebir egitime ihtiyaclari oldugu sdyleniyor. Ancak bu egitim nasil
saglanacak o konuda bir ¢éziim yok. Ozel egitim merkezleri saatlerle siirli. Bu 6zel
durum(otizm) konusunda egitim almus kisiler de her zaman ¢alistirilmryor...”

K3: “... Duyu biitiinleme, yasam kogu olmasi lazim, golge 6gretmene ihtiyaglari var. Maddi
durumumuz yeterli olmadigi i¢in bu ihtiyaglar1 kargilayamiyoruz. Bu ihtiyaglar1 karsilama
asamasinda “’vakiflar’” aracilik gérevi yapabilir.” (destek)

K16: “... Toplumun bu konuda esnek olmamasi ve egitim seviyesi ¢cok dnemli. Kat1 bakis
agis1 arttikga ve egitim seviyesi diistiikkge bizim gocugumuza bakis agisi, anlayis diizeyi de
degisiyor. Bu da biz aileleri toplumdan uzaklastirtyor. Farkindalik ¢ok gibi gériiniiyor ancak
ailenin kendisinin ya da ¢ok yakinin bagina gelmemisse; biling sifir.” (toplum)

K14: “Birgok sey sahip oldugunuz, kendi imkanlariniza kalmis. Sunu biliyorum ki yasalar da
normal insana gore...”

K17: “Paylagimlari segerek izliyoruz. Sahtekarliga acik bir alan oldugu i¢in. Paylagim
yapmanin diginda aileler i¢in rehber olacak sekilde programlarlar diizenlenebilir. Medyada
farkindalik ¢aligmalari var. Bence farkindalik ¢alismalarindan ziyade bu ¢ocuklarin
niteliklerini destekleyecek sekilde ¢alismalarin yer almasi daha 6nemli. Cocuklarin
niteliklerini arttiracak sekilde paylasimlara farkindaliktan ziyade daha fazla yer verilmesi
gerektigini diisliniiyorum.” (iletisim araglari)

Kronosistem

Zaman

Katilim

K13:“Simdiye kadar herhangi bir duyarlilik ya da farkindalikla karsilasmadim. ..Insanlar
anlamadikc¢a onlara hicbir sey anlatamayiz. Bence insanin 6nce kalbi olmali. Bence insanlar
farkli higbir seye acik degil.”

K1: “Yaz aylarinda sosyallesebilecekleri, aktivitelerin oldugu kurslar yapilabilir. Kdy yerinde
daha ¢ok zorluk yastyorum. Insanlar uzaydan gelmis gibi bakiyorlar. Parka gittigimiz zaman
cocuklarin korkusu, insanlarmn bakisi tedirgin ediyor...” (topluma katilim)

Etik Kurul Onay1

Aragtirmanin verileri 2019 yili haziran ayinda toplanmistir. Katilimcilarla iletisime, aragtirmacilarin bir
sivil toplum kurulusu tarafindan Kapadokya bdlgesinde OSB tanist almis ¢ocuklar ve aileleri igin diizenlenen yaz
kampinda goniillii olarak katilmalariyla gegilmistir. Tiirkiye nin farkli bélgelerinde yasayan ailelerin katildig1 yaz
kampinda ¢ocuklar ve aileleri i¢in etkinlikler diizenlenmistir. Bu siirecte aragtirmacilar ailelerle birlikte kendi
calisma alanlarina yonelik atdlyeler yapmiglardir. Goniillii ¢aligmalar Oncesinde arastirmacilar tarafindan
¢ocuklarin ve ailelerin hayatin1 daha iyi tanimak ve anlamlandirmak adina biyoekolojik model kapsaminda
katilimcilarla goriismeler yapilmasina karar verilmistir. Bu goriismeler aragtirmacilarin goniillii faaliyetleri
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oncesinde cocuklar1 ve aileleri tanimalarini, planlama ve uygulama siirecinde katilimcilara yaklasim ve igerik
niteliginin gelistirilmesini de saglanmistir. Arastirma ekibinde ¢ocuk gelisimi, psikoloji ve okul dncesi egitim
alanlarinda ¢aligmalar1 bulunan akademisyenler yer almistir. Biitiin arastirmacilar, goriismelerde (veri toplama
siirecinde) ve goniillii ¢aligmalarda bulunmustur. Arastirmacilar tarafindan, kampta bulunan ailelerle iletigime
gegilerek aragtirma ve veri toplama siireci hakkinda bilgi verilmistir. Katilimcilarla goriisme yapilmadan dnce
katilimcilara arastirmayla ilgili bilgi verilmis, sézel ve yazili olarak onamlar1 alinmigtir. ULAKBIM TR DiZiN
Komitesi 2020 yili kararina gore bu arastirma Etik Kurul Karar1 gerektirmemektedir.

Bulgular

Katilimcilardan elde dilen nitel verilerin betimsel analizi sonucunda biyoekolojik modele dayali ana temalar
olugturulmustur. Sekil 2° de biyoekolojik modelde yer alan katmanlar kapsaminda ortaya ¢ikan alt temalar ve
kategoriler sunulmustur. Tablo 3'te (bk. Ek) katilimeilarin gocuklarin yasamlarina iligkin goriislerinin biyoekolojik
model kapsaminda degerlendirildigi temalar, alt temalar, kategoriler ve kodlar yer almaktadir.

Sekil 2

Biyoekolojik Modele Dayali Temalar Altinda Alt Temalar ve Kategoriler

. Egitim sistemi (isleyis, bakis)

Destek (Tiirti, hizmete ulasim)
Toplum (Toplumsal bakis, toplumsal
duyarlik)

Kanunlar (Yasamsal diizene etki)
Iletisim araglar1 (Sosyal medya,
televizyon)

Makrosistem

Egzosistem

Ebeveyn (Anne-baba meslek, anne egitim,
gelir)

Ogretmen (Egitim, kisilik 6zellikleri)
Okul (Okul deneyimi)

Sosyal alan baglar1 (Olumlu, olumsuz)

Mikrosistem

Bakim veren ve ¢ocuk (Olumlu iletigim,
olumsuz iletigim, iletisimi yonlendiren)
Diger aile bireyleri ve ¢ocuk (Baba,
kardesler, ikinci diizey aile bireyleri)
Yakin ¢evre ve cocuk (Akrabalar ve
¢ocuk)

Ogretmen ve cocuk (fletisim, iletigimi
yonlendiren)

Kronosistem Zaman (Degigim)
Katilim (Topluma
katilim)

Mikrosistem

Mikrosistem temasinda bakim veren ve ¢ocuk, diger aile bireyleri ve ¢ocuk, yakin ¢evre ve gocuk,
ogretmen ve cocuk alt temalar1 yer almaktadir. Bakim veren ve ¢ocuk alt temasi altinda; olumlu iletigim, olumsuz
iletisim ve iletisimi yonlendiren kategorileri bulunmaktadir. Iletisimi yonlendiren alt temas, iletisim siirecinde
yonlendirici roliinii {istlenen kisiye gore ebeveyn, cocuk ve karsilikli kodlar1 yer almaktadir. Yapilan goriismelerde
¢ocukla birebir ilgilenen ve bakim veren kisilerin ¢ogunlukla anne oldugu fark edilmistir. Bakim verenlerle
¢ocuklar arasindaki iletisimin daha ¢ok duygular1 anlamaya yonelik oldugu, ayrica sarilma, sevgi ve sefkat gibi
olumlu dzellikleri i¢inde barindirdig: goriilmistiir. Bununla birlikte bazi gocuklarin, zaman zaman 6fke ndbetlerini
de i¢inde barindiran diirtiisellik, 1srarcilik, bagimlilik, kiismek ve sitem etmek (iiziildiigiini 6fkelenmeden
belirtmek) gibi iletisimi etkileyen olumsuz davranislar gosterdikleri fark edilmistir. Ayrica aileler iletisim siirecini
ebeveyn veya cocuk olarak tek yonli ve hem ebeveyn hem de cocuklarin karsilikli oldugu cift yonlii
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yuriitmektedirler. Asagida, katilimcilarin bakim veren ve ¢ocuk alt temasina yonelik verdigi cevaplardan 6rnekler
sunulmustur.

K7: “Birbirimizi en iyi sekilde anlayabiliyoruz. Sozsiiz bile iletisim kuruyoruz.” (Bakim veren ve
cocuk/olumlu iletigim)

K11:“...Cocugumuz babasina ya da ablasina kiisebiliyor ama bana kiismez. Duygularini tam olarak ifade
edemese de anlatmaya/gdstermeye caligir. Kendisini ifade edemedigi icin sohbet edemeyiz.” (Bakim
veren ve gocuk/olumsuz iletigim)

KS8: “.. kriz yonetimlerimiz gayet iyi. Krize girmesine izin vermeden miidahale edebiliyorum.” (Bakim
veren ve ¢ocuk/iletisimi yonlendiren)

K13: “...Cocugumuz babasmma her istedigini yaptirir. Cocugumuz engelli oldugu i¢in de ona
kiyamiyoruz.” (Bakim veren ve ¢ocuk/iletisimi yonlendiren)

Diger aile bireyleri ve ¢cocuk alt temasi altinda; baba, kardesler ve ikinci diizey aile bireyleri (anneanne,
babaanne, dede, dayi, teyze vb. gibi) kategorileri bulunmaktadir. Babalarin bir¢ogunun ¢ocugun bakiminda
dogrudan etkili olmadig1 ancak ¢ocukla iletisim igerisinde olduklari dile getirilmistir. Cocuga bakim ve etkilesim
siirecinde olan anneyi yalniz birakma ve uzak gérme davraniglarini gosteren babalarla birlikte ¢ocugunu oldugu
gibi kabul eden, bakim siirecinde anneyle gorev paylagimi yapan, ¢ocuguyla ilgili ve olumlu etkilesim igerisinde
olan babalarin da oldugu goriilmektedir. Katilimcilar tarafindan anneanne, babaanne, dede, day1 veya teyze gibi
ikinci diizey aile bireylerinin, ¢ocuga bakim veren annelere bakima iliskin destek olduklari, gocukla olumlu
iletisim kurarak sevgi ve sefkat gosterdikleri ifade edilmistir. Olumlu etkilesimin nedenleri aile bireylerinin
¢ocukla birlikte yastyor olmasi, siire¢ iginde ¢ocugun gelisiminde goriilen ilerlemenin etkisi ve bakim verenin aile
bireylerine karsi tepkisinden ¢ekinme olarak aciklanmistir. Buna karsin bazi aile bireylerinin ise sevgi
gostermedikleri ve ¢ocuktan uzak durarak soguk davranis sergiledikleri ifade edilmistir. Katilimeilar, OSB’li
cocugun kardesleriyle ilgili bilgilere goriigme sirasinda ¢ok az yer vermis, ortaya konan ifadelerde de kardeslerin
OSB’li ¢ocukla iletisiminde yok sayma veya kiskanglik davranisinin oldugunu dile getirmislerdir. Asagida,
katilimcilarin diger aile bireyleri ve gocuk alt temasina yonelik verdigi cevaplardan drnekler sunulmustur.

K4: “...esimle iletisimi sifir, yani hi¢ sormaz bile. Sorar ama ben kizacagim i¢in sorar. Ben isterdim
benim yanimda olsun...” (Diger aile bireyleri ve ¢ocuk/baba)

K17: “...Cocuk anneanne, anne ve dayiyla birlikte yasiyor. Cogunlukla dayis1 ve teyzesiyle birlikte. Ayni
ortamda yasadig biitlin aile bireyleri, yerine gére ¢cocugun yasantisina dahil oluyor.” (Diger aile bireyleri
ve ¢ocuk/ikinci diizey aile bireyleri)

Yakin gevre ve ¢ocuk alt temasinda gocuklarin akrabalar ve komsularla iletisimine iligkin bulgular ortaya
konmustur. Gorligmelerde akrabalarda ve komsularda ¢cocugu kabul ederek olumlu etkilesim icerisine girme, oyun
oynama, sevgi ve sefkat gosterme davranislariyla birlikte ¢ocuktan uzak durma, ilgisiz olma, goriismeme gibi
soguk davraniglara iliskin gozlemler ifade edilmistir. Cocuklarin, 6gretmenleri ile olan iletisimlerine yonelik
iletisimi yonlendiren (iletisim siirecini baglatan ve siireci bigimlendiren), olumlu etkilesim, dinleme, sevgi ve
sefkat davranislarini igerisinde barindiran bulgulara ulasilmistir. Nitekim bazi ¢ocuklarin, 6gretmenlerine iligkin
olumsuz deneyimleri dile getirilmistir. Bu konuda ebeveynler bazi 6gretmenlerin ilgisiz, duyarsiz, donuk
davranmasindan; g¢ocugun olumsuz enerji almasindan ve sevgisiz davraniglarindan bahsetmistir. Asagida
katilimcilarin yakin gevre ve ¢ocuk alt temasi ile 6gretmen ve ¢ocuk alt temasina yonelik verdigi cevaplardan
ornekler sunulmustur:

K1: “...Akrabalar soguk davrandig i¢in onlara hi¢ gitmiyor.” (Yakin g¢evre ve g¢ocuk/akrabalar ve
komsular)

K35: “Onceden iyi olmadig1 i¢in okulunu degistirdik, su an iyi gidiyor.” (Ogretmen ve ¢ocuk/iletigim)
K7: “Cok iyi degil, cocuguma ilgi ve dnem gosterildigini hissedemiyorum. Cocugumun ilerlememe
nedeninin ilgisizlik ve Onemsenmeme oldugunu digiiniiyorum. Cocugun ilerleme gosterebilmesi
Ogretmenin ¢ocuga karsi hislerine bagli. Yilgin dgretmenler ilerleme olmayisini ev yasamina baglayip
aileleri sugluyorlar.” (Ogretmen ve ¢ocuk/iletisim)

K14: “Zaman zaman bazi 6gretmenlerde ¢ok olumsuzluklar yasadik. Okula gondermekte zorlandik...”
(Ogretmen ve cocuk/iletisim)

Mezosistem

Mezosistem temasinda, olumlu ve olumsuz kategorilerden olusan sosyal alan baglari alt temast yer
almaktadir. Sosyal alan igerisinde, ¢cocuklarin dislandiklari, ¢evredeki insanlar tarafindan olumsuz sdylem ve
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tepkilere maruz kaldiklar hatta bazi babalarin da ¢ocuklarina karst olumsuz davranig ve tepkilerde bulunduklari
goriilmektedir. Babalarin gosterdikleri olumsuz davranislar ise herhangi bir destek olmama, ilgilenmeme, ¢ocugu
gormezden gelme veya cocugun davranislarini bastirmaya calismama olarak ifade edilmistir. Bu tiir davranislarin
sonucu olarak annelerin kayg1 ve yalnizlik duygular1 yasadiklar fark edilmistir. Bununla birlikte, az sayida anne,
komsularindan destek gordiigiinii ve ¢ocugun kendi sectigi kisilerle iletisim kurmak istedigini olumlu deneyim
olarak aktarmistir. Asagida, katilimcilarin sosyal alan baglart alt temasma yonelik verdigi cevaplardan 6rnek
sunulmustur:

K12: “...Baz1 anneler ya da insanlar, ¢cocugumu gordiigiinde kendi g¢ocuklarini arkalarina sakliyorlar.
Benim ¢ocugum sakin ve temiz bir gocuk, bu davranig benim ¢ok agrima gidiyor hala boyle seylerle
kargilasabiliyorum.” (Sosyal alan baglari/olumsuz)

K8: “... Cocugum boyle, degistiremem. Kabul ediyorsa beni de bununla kabul etsin; bu sekilde
davrandim onlara. Bana “E. yi birak da gel” diyorlardi mesela. E. varken rahatsiz oluyorlardi.
Soylediklerini  yapsaydim kullanilacaktim ve E. ye wvakit aywramayacaktim.” (Sosyal alan
baglari/olumsuz)

Egzosistem

Egzosistem temasinda ebeveyn, 6gretmen ve okul alt temalar1 yer almaktadir. Ebeveyn alt temasinda anne
ve baba meslek kategorisi, anne kategorisi ve gelir kategorisi bulunmaktadir. Anneler, 6zellikle sahip olduklari
sosyo-ekonomik &zelliklerin gocuklarinin gelisim ve egitimini etkiledigini dile getirmislerdir. Ozellikle birgok
anne yeterli maddi gelirleri olmadiklart i¢in ¢ocuklarina ihtiyact olan bakimi ve egitimi sunamadiklarini ifade
etmislerdir. Katilimcilarin goriisiine gére OSB olan ¢ocuga sahip ailelerinin maddi olanaklarmin iyi olmasi
gerekmektedir. Bu durumu aileler, ¢ocuklari i¢in duyu biitiinleme, yasam kogu, golge 6gretmen, psikolog, daha
iyi okullar, spor okullari, diizenli havuz-yiizme ve acik hava etkinlikleri gibi ihtiyaglarin giderebilmesi 6rnekleri
iizerinden agiklamigtir. Bununla birlikte yaptiklart meslegin ¢alisma saatlerinden dolay1 ¢cocuklarina yeterli zaman
ayrramadiklarint belirten annelerin yaninda siirekli kendini gelistirmeye calisan ve bu konuda egitim almis
ebeveyn olmanin dnemini vurgulayanlar da goriilmiistiir. Asagida, katilimcilarin ebeveyn alt temasina yonelik
verdigi cevaplardan drnek sunulmustur:

K13: Sahip oldugumuz ekonomik durum, gocugumun hayatinda biiyiik 6nem tasiyor. Cocugum i¢in pek
cok yere basvurdum. Bircok kres ve psikologla gériistiim. Ornegin yeterli ekonomik durumum olsaydi
evde ¢ocugumun egitimi ile ilgilenen bir 6gretmeni olmasini isterdim. Hatta ancak bu yil bir krese
verebildim... ”(Ebeveyn/gelir)

K12: “Otizmde kaliteli iyi bir egitim almak isterseniz maddi durumunuz iyi olmali. Haftada 2 giin spor
okulu mesela ¢ok pahali. Otizmli gocuga iyi bir egitim i¢in en az ayda 10.000 geliriniz olmali. Keske bu
tip egitimler bu ¢ocuklar i¢in daha uygun fiyatli olabilse. 1 ay dnce paten, bisiklet siirme gibi etkinliklerin
oldugu bir egitime bagladik, su an cocugum ¢ok mutlu. Bu egitimle cocugum daha sakin ve uslu bir ¢ocuk
oldu ve ¢ok fayda gordii...” (Ebeveyn/gelir)

Ogretmen alt temas: icerisinde egitim ve kisilik 6zellikleri kategorileri bulunmaktadir. Katilimcilar
ogretmenlerin, kisisel 6zellikleri izerinde durmus ve bu kisilik 6zelliklerinin ¢ocugun gelisimini nasil etkiledigine
yonelik gozlemlerini anlatmislardir. Bu noktada hem hosgdriilii olma, sevecen ve tatl dilli olma ya da duygular1
anlama gibi olumlu 6zelliklerden hem de ilgisizlik, donuk ve mesafeli olma ya da otoriter olma gibi olumsuz
ozelliklerden bahsedilmistir. Ogretmenlerin OSB iizerine almis olduklari farkl1 egitimlerin 6nemi ve etkisi ifade
edilmistir. Okul alt temasinda ¢ocugun okula iligkin deneyimleri anlatilmigtir. Cocuklarin, okul igerisinde zaman
zaman akran zorbaligina maruz kaldiklari, sinif mevcudunun kalabalik olmas1 nedeniyle okula uyum gostermekte
zorlandiklart bildirilmigtir. Asagida, katilimecilarin 6gretmen alt temasina yonelik verdigi cevaplardan 6rnek
sunulmustur:

K13: “...Cocugumun dgretmenlerinden de sevgi gormesini bekliyorum, Onceki 6gretmeni gok donuktu,
onun ¢ocugumu sevdigine inanmiyordum. Sonraki 6gretmeni ¢ocugumu ¢ok sevdi, onu kucagina aldi,
tath sozler sdyledi. Ogretmenlerin kisilikleri nemli, gretmen civil civil olmali. Ik dgretmenimiz kiigiik
¢ocuklarla galismak istemiyordu, degistirdik.” (Ogretmen/kisilik 6zellikleri)

Makrosistem

Makrosistem temasinda egitim sistemi, destek, toplum, kanunlar ve iletisim araglari alt temalar1 yer
almaktadir. Egitim sistemi alt temasinda, egitimin isleyisi ve egitime bakis kategorileri bulunmaktadir. Egitim
sisteminin, egitimin isleyisi temasinda okullarin denetlenmemesi, ulagimin kisitli olmasi, egitim saatlerinin az
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olmasi ve Ozel egitimin pahali olmasma yonelik yasanilan problemlerden bahsedilmistir. Bununla birlikte,
cocuklarin egitiminin yaninda erken miidahale ile egitime erken yaslarda baglanmasinin da 6énemli oldugu ancak
bunun yeterli diizeyde saglanamadig1 yoniinde goriisler ortaya cikmistir. Asagida, katilimeilarin egitim sistemi alt
temasina yonelik verdigi cevaplardan 6rnekler sunulmustur:

K1: “...Egitim ¢ok yetersiz, egitim kalitesi yok. Egitim ailenin vicdanina kalmis durumda. Daha fazla
aktiviteler yapilmali bizim c¢ocuklar i¢in. Anne baba evine bile gidemiyoruz. Yaz aylarinda
sosyallegebilecekleri, aktivitelerin oldugu kurslar yapilabilir...” (Egitim sistemi/egitime bakig)

K14: “Bu g¢ocuklarin birebir egitime ihtiyaglar1 oldugu sdyleniyor. Ancak bu egitim nasil saglanacak o
konuda bir ¢dziim yok. Ozel egitim merkezleri saatlerle simirli. Bu 6zel durum (otizm) konusunda egitim
almis kisiler de her zaman calistirllmiyor. Gosterilenlerle gergekte olanlar ayni degil.” (Egitim
sistemi/egitime bakis)

Destek alt temasinda, destegin tiirii ve hizmete ulagim kategorileri bulunmaktadir. Annelerin, ¢ocuklar
icin duyu bitiinleme, spor faaliyetleri, psikoloji ve beslenme gibi farkli disiplin alanlarindan destek almak
istedikleri goriilmiistiir. Bir anne ise daha bireysel ve 6zel bir destek olarak hayatlarinda yasam kocu olmasini
istedigini dile getirmigtir. Katilimcilar bu ek hizmetlere ulasma noktasinda destegin yetersiz oldugunu, maddi
yetersizliklerle birlikte 6zellikle her sehirde bu imkanlar bulunmadigi i¢in yerlesim yerinin bu durumu etkiledigini
ifade etmistir. Ailelerin, farkli konuda uzman danismanligina ihtiyag duydugu, 6zellikle ilk tan1 alma agsamasinda
bilgilendirme ve yonlendirmelerde igerik eksikliklerinin oldugu goriilmektedir. Asagida, katilimcilarin destek alt
temasina yonelik verdigi cevaplardan 6rnekler sunulmustur:

K4: “...Ogretmenleri bu tiir destekler almamiz i¢in ydnlendiriyorlar ama ekonomik durumumuz
yetmiyor. Aldigim para yeterli olsaydi en azindan televizyondan uzaklastirabilirdim, at binmeye, duyu
biitiinleme merkezine gotiiriirdiim. Ucretsiz olacak sekilde i¢inde duyu biitiinleme vb. tiim egitimi
ihtiyaglarimizi karsilayacak yerler yok. Neden? Sinirli oranda sadece Istanbul gibi biiyiiksehirlerde var...”
(Destek/tiirii)

KS8: “Sosyo-ekonomik durumumuz iyi degil. E. bu sene spora bagladi spor okuluna gidiyor. Bensiz de
spor okullarina devam edebildi; ¢ok kolay bir ¢gocuk sonugta. Spor okullari ¢ok pahali, imkanimiz olsaydi
daha fazla ders aldirabilirdim. E.’yi havuz, a¢ik hava etkinlikleri, bisiklet gibi ¢ok daha fazla aktiviteye
gonderebilirdim. Haftanin ¢ogu giiniinii orada gegirebilirdi.” (Destek/tiirii)

Toplum alt temasinda toplumsal bakis ve toplumsal duyarhilik kategorileri bulunmaktadir. Toplumdaki
diger bireylerin 6zel gereksinimli ¢ocuklar ve OSB hakkinda bilgi sahibi olmadiklari, ayrica bu ¢ocuklara karsi
onyargili ve mesafeli olduklar1 belirtilmistir. Benzer sekilde toplumsal duyarlilik noktasinda, anneler toplumun bu
konuda duyarli ve destek olmadigina iliskin deneyim ve goriiglerini paylagmistir. Asagida, katilimcilarin toplum
alt temasina yonelik verdigi cevaplardan drnekler sunulmustur:

K4: “Cok etkiliyor. Arda sakinken bile disarda birinin sorusu veya sdyledigi s6z ya da verdigi tepkiler
olumsuz etkiliyor. Disaridaki higbir sey bize uymuyor. Ben insanlara aldiris etmemeyi 6grendim. Ama
bizim ¢ocuklarimiz bu hayatta varlar. Birileri istemiyor diye olmaz, her yere sokuyorum. Ama biiytidiikce
zorlagtyor, daha da azald1...” (Toplum/toplumsal duyarlilik)

K6: “Toplumun bu tarz ¢ocuklara bakis agilarini degistirmelerini beklerim bu ¢ocugu iyi etkilemiyor.
Cogu insanin hog goriisii yok, empati kuramiyorlar.” (Toplum/toplumsal duyarlilik)

Kanunlar alt temasinda, bircok anne bu konu hakkinda kanunlarin yeterli olmadigini ve kamuda
onceliklerinin olmadigini belirterek bu durumun yasamlarina olumsuz yansimalarini paylagsmiglardir. Bununla
birlikte bir anne, ¢evresindeki ailelerden sansli olduklarini belirterek haklarini bildigini ve devletten maas yardimi
aldigini belirtmistir. Asagida, katilimcilarin kanun alt temasina yonelik verdigi cevaplardan 6érnek sunulmustur:

K17: “Istismara agik bir alan. Maddi yonden kargiligini alamadan egitim aldirdik. Egitim ve fayda
kargilagtiginiz kisilerin vicdanma kalmig. Yasalar kesinlikle yeterli degil. Siirekli arastiriyoruz. Kendi
arastirmalarimizla el yordamiyla kurumlara ulastyoruz ancak kurumlarda bu ¢ocuklarin ¢ok da yeri yok.”
(Kanunlar/yasamsal diizene etki)

[letisim araglar1 alt temasinda sosyal medya ve televizyon kategorileri yer almaktadir. Ailelerin, Facebook
ve Whatsapp gibi sosyal medya aglarini kullanarak birbirlerine destek olmaya ¢aligtiklar1 goriilmiistiir. Nitekim
zaman zaman online platformlarda konuya iliskin samimi (i¢ten) olmayan paylasimlarin oldugu da belirtilmistir.
Insanlarin, belirli giinlerde gostermelik ¢aligmalar yaptiklar1 ya da sosyal medyada paylasim yapinca gérevlerini
yerine getirdiklerini diigiindiikleri ama is destek olmaya veya uygulamaya geldiginde ¢ocuklardan uzak duruldugu
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ifade edilmistir. Bununla birlikte kanit temelli olmayan ya da sézde bilimsel (pseudo-scientific) miidahaleleri
iceren uygulamalardan bahsedilmistir. Ayrica televizyonda yayinlanan diziler, filmler ve g¢esitli programlarda
konuya iliskin yanhs aktarimlarin oldugu ya da programlarin yetersiz oldugu aktarilmistir. Ozellikle sosyal
medyanin sustimal ve sahtekarliga agik bir alan oldugu i¢in konuyla ilgili ailelere rehber olacak nitelikli
caligmalara ve kanit temelli (evidence-based) miidahalelere ihtiyag¢ oldugu dile getirilmigtir. Nitekim sozde
bilimsel uygulamalarla ilgili bilgi yayilimi ailelere biiyilk zaman, ekonomik ve gelisimsel kayiplar
yasatabilmektedir. Asagida, katilimcilarin iletisim araglari alt temasina yonelik verdigi cevaplardan &rnekler
sunulmustur:

K14: “Konuyla ilgili yaymlar ¢ok yetersiz, gelistirilmeli, online bir seyler yapilabilir, medyada
farkindalik calismalar yapilabilir. Cok izlenen dizilerde farkindalig: artiric1 mesajlar verilebilir.” (letigim
araglari/televizyon)

K9: “Internette Facebook ve Whatsapp gruplari var ve ben de onlara dahilim. Anneler bu gruplarda kendi
deneyimlerini ve yeni Ogrendikleri seyleri paylasiyorlar ben de okuyorum ve bilgileniyorum.
Okulumuzda da farkli faaliyetler oluyor. Digerlerinin bilinglenmesi bence 6nemli. Otobiiste mesela birisi
S.” ye soru soruyor S. anlamiyor. Digerleriyle konusmadan temas kurmaya galistyor ve digerleri de S.” yi
anlamiyorlar. TV kullanarak insanlar1 bilinglendirebiliriz, dizilerde mesela otizm igleniyor ama biz bile
anlayamiyoruz...” (letisim araglari/sosyal medya)

Kronosistem

Kronosistem temasinda zaman ve katilim alt temalar1 yer almaktadir. Aileler OSB konusunda son
zamanlarda toplumun farkindaliklarini arttirmaya yonelik ¢alismalarm oldugunu ancak bu ¢alismalarin
arttirllmasmi  beklediklerini bildirmislerdir. Bu durumu bir anne, “Insanlar sosyal medyada paylasim
yaptiklarinda bu ¢ocuklara iligkin sorumluklarint yerine getirdigini saniyor.” seklinde ifade etmistir. Ayrica
katilimcilar ¢ocuklarin  yasama katilm noktasinda kisitli alanlar igerisinde hareket edebildiklerini,
sosyallesemediklerini dile getirmislerdir. Asagida, katilimcilarin zaman ve katilim alt temalarina yonelik verdigi
cevaplardan 6rnek sunulmustur:

K12: “Son zamanlarda daha da artti ama yine de yetersiz oldugunu diisiiniiyorum. Insanlarm
farkindaliklar1 desteklenebilir. Davranislar1 degistirilebilir ve bilinglendirme ¢alismalar1 yapilabilir...”
(Zaman/degigim)

K7: “Kendi yasadigim cevrede herkesten uzaklastim. Hi¢bir ortama giremiyorum. Genel yerlerde bile
anneler ¢cocuguma kendi ¢ocuklarmin yaklagmasini istemiyorlar. Cocugum ise sosyallik istiyor. Benimle
degil, diger ¢ocuklarla iletisim kurmak istiyor. Ancak bu miimkiin olmuyor...” (Katilim/topluma katilim)

Tartisma

Aragtirma sonuglarina bakildiginda OSB’li ¢ocugun temel bakimint {stlenen, ihtiyaglarinin
giderilmesinde daha fazla sorumluluk alan ve ¢ocugun en etkili iletisim kurdugu kisinin ¢ogunlukla anne oldugu
goriilmiistiir. Toplumun anneye atfettigi rollerle birlikte ailede 6zel gereksinime ihtiyact olan bir ¢ocugun varligt
diisiiniildiigiinde bu bulgu sasirtic1 degildir. Arastirmanin bulgularina benzer sekilde alanyazinda OSB’li gocugu
olan annelerin ev i¢inde birgok rolii {istlenirken (McAuliffe vd., 2019), babalarin ¢ogunlukla evi ge¢indirmek i¢in
calisma sorumlulugunu aldiklar1 ve annelerin OSB’li ¢ocukla daha fazla zaman gegirdigini (Hickey vd., 2020)
gosteren ¢aligmalar bulunmaktadir. Bununla beraber OSB tanis1 almis ¢ocuga sahip babalarla ger¢eklesen bir
aragtirmada babalarin cocugunun gelisimiyle ilgili kaygi duydugu, ¢cocugun gelisim ve egitim siirecinde caba ile
miicadele gosterdigi ve OSB tanisinin babanin kigisel gelisimi ve olgunlagmasi tizerinde etkili oldugu bildirilmistir
(Camilleri, 2022). Grebe ve digerlerinin (2022) ¢alisgmasinda ise OSB tanisi almis ¢ocugu olan annelerin babalara
gore daha fazla stresli olduklarii bildirdikleri ve basa ¢ikma stratejilerini daha fazla kullandiklar1 sonuglarina
ulastlmistir. Ev i¢i sorumluluk paylagiminin, zorluklarla bag etmenin ve OSB tanili cocuga bakim vermenin anne
ve baba arasinda ortaya cikan farkliliklarinin pek ¢ok sebebi olabilir. Babanin kamusal alanda evin finansal
sorumlugunu, annenin de 6zel alanda ¢ocuga bakim sorumlulugunu iistlenmesi, aile dinamikleri, aile yapisi,
toplumsal cinsiyet rolleri ve pek ¢ok faktor bu sebeplere 6rnek verilebilir. Ailede OSB’li bir ¢ocugun yer almasiyla
aile iiyelerinin kendi iglerinde ve toplumdaki diger insanlarla etkilesimleri de farklilagmaktadir (bk. Tablo 2).
Ornegin Pinto ve digerlerinin (2016) calismalarmda OSB’li ¢ocukla olan iletisimin, anne-baba dahil olmak iizere,
¢ocugun tanisin1 kabul etmeyen, duygusal baglar1 kopuk, onyargili ve mesafeli davranan aile iiyelerinden
etkilendigi gortlmektedir. Benzer sekilde cocuklar1 OSB tanis1 aldiktan sonra bazi ailelerin rahatlama, bazi
ailelerin ise depresyon yasadigini; bazi ebeveynlerin akrabalarindan ¢gocugun bakimi i¢in destek alirken bazilarimin
en yakin akrabalari tarafindan yargilandigi bildirilmektedir (Downes vd., 2021). Ayrica alanyazinda OSB’li
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gocugu olan annelerin genis aile destegi, arkadaslik ya da diger kaynaklardan olumsuz tepkiler aldiklarini (Bishop
vd., 2007) gosteren calisma sonuglart bulunmaktadir (Carr & Lord, 2013; Kuru & Piyal, 2018). Nitekim Das ve
digerlerinin (2017) Hindistan’da yaptiklar1 bir ¢alismada bu bulgulardan farkli olarak OSB’li ¢ocuga sahip
ebeveynlerin kendi genis aileleriyle, arkadaglariyla ve komsulariyla olumlu etkilesimler kurarak bu bireylerden
destek aldiklart sonucuna ulagilmistir. Arastirmalarin sonuglart gostermektedir ki OSB’li ¢ocuk, ailesi ve diger
bireyler aras1 etkilesim diizeyiyle bu etkilesimin igerigi agisindan bazi farklihiklar gériilmektedir. Ornegin bu
¢alismada OSB’li ¢ocugu olan ailelerin bazi akrabalarinin ¢ocuga sevgi ve sefkatli yaklasirken, bazilarinin sevgi
gostermedikleri ve ¢ocuktan uzak durarak soguk davranislarda bulundugu goriilmistiir (bk. Tablo 2). OSB’li
¢ocuklarin diirtiisel ve problem davranislari diger bireylerin ¢ocuk ve aileye yaklasiminda belirleyici faktor
olabilir. Ayrica anne, baba ve kardesler de dahil olmak iizere diger bireylerin farkliliklari ve OSB tanisini kabul
diizeyleri, kisilik 6zellikleri, OSB hakkindaki duygu ve diisiinceleri, psikolojik dayaniklilik diizeyleri ve daha
bircok faktor kisiler arasi iletisimde belirleyici olmus olabilir.

OSB’li ¢cocuga sahip aileler ¢ocuklarin egitimleri, egitim {icretleri, sosyal ve egitsel faaliyetlere katilim,
egitim ve kaynaklara ulagim gibi pek ¢ok konuda zorluk yasamaktadir. Alanyazinda OSB’li cocugu olan ailelerin
maddi giliglik yasadiklari, saglik hizmetleri (Kogan vd., 2008), egitim hizmetleri ve kaynaklara ulagmada
zorlandiklarin1 (Bonis, 2016) gosteren g¢alismalar bulunmaktadir. Bununla beraber Gholipour ve digerlerinin
(2023) calismasinda ebeveynler duygusal, maddi ve sosyal destek ihtiyaglarinin oldugunu ancak bu ihtiyaglari
stirekli giderecek kaynaklarin olmadigini ve varsa da bu kaynaklar hakkinda bilgi sahibi olmadiklarim ifade
etmistir. OSB’li ¢ocugu olan ailelerin, ¢ocuklarmin aldiklart egitimi yeterli bulmadiklarini1 ve kurumlarda uzman
kisiler ile bilgiye ulagsmanin gii¢ oldugu (Giile¢-Aslan vd., 2014; Mameghani vd., 2019), ailelerin sinirli sayida
kurum ve kurulusa erisim saglayabildikleri (Altun & Kasim, 2019; Yassibag vd., 2019) sonuglarina ulagan
calismalar mevcuttur. Sarol ve digerleri (2020) tarafindan yapilan bir ¢alismada da OSB’li ¢ocugu olan anneler,
¢ocuklarin ve kendilerinin destek alabilecekleri kurum ve kuruluglarin nicel ve niteliksel olarak yetersiz oldugunu
dile getirmislerdir. Bu arasgtirma sonucunu destekler nitelikte nitel arastirma ydntemiyle gerceklesen bir
aragtirmada ebeveynler OSB dostu merkezlere ihtiya¢ duyduklarini ifade etmislerdir (Gholipour vd., 2023). Bu
bulgularin aksine Pepperell ve digerleri (2018) tarafindan Avustralya’da ger¢eklesen bir ¢alismada OSB’li cocuga
sahip anne ve babalar, uzmanlara ve kurumlara rahatlikla erisebildiklerini ve bu durumdan memnuniyetlerini dile
getirmislerdir. Avustralya’da gergeklesen bu c¢alisma sonuglarindaki farklilik 6zel gereksinimli bireylere ve
ailelere sunulan hizmetler veya egitim sisteminden kaynakli olabilir. Bu aragtirmada ise OSB’li ¢ocugu olan
ailelerin, bulunduklari makrosistem icerisinde 6zellikle egitim ve destek kaynaklarma ulagsmada zorlandiklar
gOriilmistiir. Bu dogrultuda kendi ¢abalariyla sosyal medya ve ¢esitli iletisim araglarini kullanarak kendileri gibi
OSB’li ¢ocugu olan annelerden destek aldiklar1 fark edilmistir. Bu durum annelerin kendi imkanlartyla iletisim
kanallar1 olusturmalari, sosyal alana katilim, ¢ocugun egitiminin ve gelisiminin desteklenmesi ya da benzeri
konularda siirekli destege ihtiya¢ duyduklarini diisiindiirmektedir. Bu duruma yonelik olarak alanyazinda yer alan
kanita dayali egitim ve uygulamalardan bahsedilebilir. Kanita dayali uygulamalar ilgili amaca yonelik olarak
standartlarin belirlendigi, seffaf, sistematik (Mullen, 2014), gegerli ve giivenilir, uygun veri analizleri iceren,
uygun bilimsel yontemlerle yapilandirilmis ve bagimsiz uzmanlarin degerlendirdigi uygulamalardir (Collins &
Salzberg, 2005; Vuran & Melekoglu, 2022). Ornegin Amerika’da OSB’li cocuklari egitimleri i¢in, 6gretmenler,
profesyoneller ve okul personeline yonelik kanit temelli uygulamalarla gelistirilmis bir rehber bulunmaktadir
(Randolph, 2015). Benzer sekilde OSB’li bireylerin egitimlerinde kanita dayali uygulamalar i¢in kriterler
belirlenmistir (Otizm Spektrum Bozuklugu Ulusal Profesyonel Gelisim Merkezi [NPDC], 2020; Sam vd., 2020).
Tirkiye’de de kanita dayali uygulamalarin ve egitim programlarinin olusturulmasi ve yayginlastirilmasinin,
ailelerin siirekli destek almasi ve ¢ocugun egitim ihtiyaglarinin giderilmesi noktasinda énemli goriilmektedir.
Ebeveynlerin kaynaklar hakkinda bilgiye erigmesi, becerilerinin desteklenmesi ve kaynaklardan faydalanmasi
amaciyla gelistirilecek biiyiik 6lgekli ¢aligmalarin OSB’li ¢ocuk ve ailelerine destek olacagi soylenebilir. Ayrica
aile egitim 6gretim programlarinin gelistirilmesi ve yayginlagtirilmasi ile i¢eriginin ailelerinin ihtiyaglarina gore
planlanmasi ¢ocuk ve ailelerin potansiyellerinin desteklenmesinde biiyiik bir rol oynayabilir.

Katilimcilar, OSB tanisinin makrosistem igerisinde yer alan medya ve iletisim araglarinda yetersiz ya da
yanlig bir sekilde ifade edildigini diiginmektedir. Waltz (2012) OSB tanismnin ve konuyla ilgili farkindalik
calismalarinin kitle iletisim araglarinda dikkatli ve etkili ele alinmasi gerektigini vurgulamistir. Ornegin
“Cocugunuzun otizmli olma ihtimali sporcu olma ihtimalinden daha yiiksektir” gibi bir ifade OSB’nin
yayginligiyla ilgili topluma bilgi vermektedir. Nitekim bunun gibi farkindalik ya da dikkat ¢ekme girigimlerinin
OSB’li bireylere merhamet duyma ya da toplumu korkutma tizerine oldugu goriilmektedir. Konuyla ilgili baska
bir calismada ise OSB ile ilgili haberlerin sayisimin arttig1 ancak haber igeriklerinin cogunlukla OSB’li bireyleri
olumsuz sekilde etiketledigi ifade edilmistir (Holton, Farrell & Fudge, 2014). Benzer sekilde Avustralya'da yapilan
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bir ¢alismada 2016-2019 yillar1 arasinda yazili basinda yer alan OSB ile ilgili bilgiler incelenmistir. Sonug olarak
yayinlarda OSB ile ilgili ¢ok detayl1 bilgilerin yer almadigi, yayinlarin OSB’nin en temel &zelliklerini icerdigi ve
miidahale programlarina vurgu yapildig: fark edilmistir (Baroutsis vd., 2021). Gazetelerde ¢ogunlukla OSB
tanisiyla ilgili haberlerin ayrimeilik igerdigi (Muhamad & Yang, 2017) yoniinde ¢aligmalar vardir. Ayrica bilimsel
gerceveyle olusturulmamis haberlerde OSB ile ilgili yanlig bilgilerin yer aldigi, OSB’li bireylerin yardima muhtag,
merhamet edilmesi gereken bireyler olarak gosterildigi ve OSB’li bireyin ailenin bir sorunu oldugu gibi igerikleri
olan haberlerin yer aldigin1 (Bie & Tang, 2015) gosterir ¢alismalar da bulunmaktadir. Toplum i¢in bilgi kaynagi
olarak goriilen medya ve kitle iletigim araglarinda bilimsel dayanagi olan ve kanita dayali bilgilerin yer almasi
gerektigi diisiiniilmektedir. Bu duruma 6rnek olarak Amerika’da 2002 yilinda ABD Egitim Bakanlig1 biinyesinde
kurulan “What Works Clearinghouse (WWC)” birimi 6rnek verilebilir (Collins & Salzberg, 2005). WWC, egitim
alaninda gergeklesen programlar, uygulamalar, politikalar ve materyalleri sistematik bir sekilde, bilimsel kanitlara
dayali olarak incelemektedir. Incelenen yaymlar WWC’nin WEB sitesinde kanit diizeyi belirtilerek
derecelendirilmektedir (U.S. Department of Education, t.y.). Bu dogrultuda medya ve kitle iletigsim araglarinda
OSB’yle ilgili yer alan igeriklerin bilimsel kanitlara dayali olup olmadiginin incelenmesi ve kanita dayali bilgilerin
yayginlasmasi 6nemlidir. Kanita dayali uygulamalarla toplumdaki diger bireylerin OSB hakkinda farkindaliklarini
desteklemeye yonelik ¢alismalar gergeklesebilir, OSB’li bireyleri etiketlemeden/damgalamadan uzak, bireyleri
kapsayici ifadelerin kullanimina dikkat ¢ekilebilir. Bu uygulamalarin gériiniirliigiiniin artmasi ve bilimsel kanitlara
dayali olarak gelistirmesinin toplumsal biitiinlesme i¢in destekleyici olacag soylenebilir.

Aileler, ¢cocuklarinin mikrosistem diizeyinde en yakin ¢evresinden makrosisteme kadar toplumda farkli
sekilde olumsuz etiketlenmeye maruz kaldiklarint ve dislandiklarini ifade etmislerdir. Literatiirde bu bulgulari
destekleyen calismalar bulunmaktadir (Bonis, 2016; O’Hare vd., 2021; Tok vd., 2016). Bu olumsuz
etiketleme/damgalama, OSB’li ¢cocugun ve ailesinin en yakin ¢evrelerinden baslayarak okul, egitimci ya da
okuldaki diger bireyler tarafindan yapilmaktadir (Altun & Kasim, 2019; Uz & Kaya, 2018). OSB’li ¢ocugu olan
anneler, farkli sosyal ¢evrelerde “lakap takildigini, diglandiklarini, diger insanlarin bakislariyla bile taciz ediliyor
gibi hissettiklerini, olumsuz damgalandiklarini ve tepkiyle karsilastiklarii™ ifade etmislerdir (Copuroglu &
Mengi, 2014). Benzer sekilde Salleh ve digerlerinin (2020) meta-analiz ¢alismasinda OSB’li ¢ocuklarin ailelerinin
sosyal ¢evrelerinden suglanma ve yargilanma gibi olumsuz duygular hissettikleri, ¢ocuklarmin uyumsuz davranis
ve dig goriiniis gibi 6zellikleri dolayisiyla damgalanabildikleri ve bunun sonucunda utang duyduklari bildirilmistir.
OSB’li g¢ocuk ve ailelerine yonelik olan toplum tarafindan kabul edilmeme, elestirilme, damgalanma gibi
otekilestirme iizerine olan tutumun ¢ok boyutlu, kokli ve farkli sebeplere dayali olarak ortaya g¢iktig
diisiiniilmektedir. Ornegin normal gelisim gosteren cocuklarin aileleri, kendi ¢ocuklarmin OSB’li ¢ocugun
uyumsuz davraniglarimi model alabilecegini diisiiniiyor olabilir. Toplumda yalnizca OSB’li degil, ‘farkli
ozelliklere sahip’ olan bireylerin kabulii i¢in ¢ok erken dénemden itibaren kapsayici-biitiinlestici uygulamalarla
nitelikli duyarlilik ¢aligmalarinin verimli bir sekilde hayata gegirilmesi 6nemli goriilmektedir. Yine bu dogrultuda
OSB’li gocuk ve ailelere yonelik giiclendirme c¢alismalarinin yayginlagtirilmast ve desteklenmesi gerektigi
diisiintilmektedir.

Katilimeilar, egzosistem diizeyinde o6gretmenlerin sahip olduklari mesleki yeterlilikler ve kigisel
ozelliklerin yansimast hakkinda farkli gorisler dile getirmislerdir. Bazi anneler ¢ocuklarinin devam ettikleri
okuldan, dgretmenlerden, aldiklar1 egitimlerden memnunken bazi anneler verilen egitimin yetersiz oldugunu,
ogretmenlerin mesleki ve kisilik olarak uygun olmadigini, cocuklarin okul deneyimlerinin olumsuz oldugunu ifade
etmistir. Alanyazininda ebeveynlerin OSB konusunda bilgi sahibi olmayan, ailenin ve ¢ocugun karsilastig
zorluklari anlamayan (Silva & Schalock, 2012), 6nyargili olan ve yeterli donanima sahip olmayan (Altun & Kasim,
2019) ogretmenlerle karsilastiklarini ifade ettikleri ¢alismalar bulunmaktadir. Ayrica egitimin OSB’li ¢ocuk i¢in
uyarlanmasinda sorunlar yasandigini (Harstad vd., 2013) gosteren ¢alismalar da mevcuttur. Bazi ¢aligmalarda da
ogretmenlerin nitelikli, donanimli, OSB konusunda bilgili ve destekleyici oldugu (Callahan vd., 2008), ayrica okul
kaynaklarmdan yararlanarak dgretim ydntemi zenginlestirip uyarlayan ve OSB’li ¢ocugun bulundugu simiflarda
olumlu bir hava yaratan 6gretmenlerin (Clark vd., 2020) oldugu goriilmektedir. OSB’li ¢ocuklarin egitimlerinde
belli standartlar olsa da bunlarin uygulamaya gegirilmesi kurumlara ve kisilere, kaynaklara, zamana ve daha pek
cok faktdre bagli olabilir (Lindsay vd., 2013). Ogretmenlerin, OSB konusunda bilgi diizeyleri arttikga, OSB’li
gocuga yoOnelik olumlu tutum gelistirme egilimleri de artmaktadir (Lu vd., 2020). Bu noktada 6gretmenlerin
aldiklar egitim, kisilik 6zellikleri, okulun sahip oldugu kaynaklar, okul personelinin engelligi kabul diizeyi gibi
degisken faktorler, sonuglarda ortaya ¢ikan farkliliklar1 agiklayabilir.
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Sonuc ve Oneriler

Arastirmada mikrosistem diizeyinde, genel olarak aile igerisinde ¢ocukla birebir etkilesime giren ve bakim
veren kisilerin anneler oldugu goriilmistiir. Cocuga bakim ve etkilesim siirecinde anneyi yalniz birakma ve uzak
gorme davraniglarin1 gosteren babalarla birlikte ¢ocugunu oldugu gibi kabul eden ve bakim siirecine katilarak
katilim gosteren babalarin da bulundugu ortaya ¢ikmugtir. Mezosistem diizeyinde sosyal alan igerisinde, ¢ocuklarin
dislandiklari, ¢evredeki insanlar tarafindan olumsuz sdylem ve tepkilere maruz kaldiklar1 bu tiir davranislarin
sonucu olarak annelerin kaygi ve yalnizlik gibi olumsuz duygular yagadiklar1 goriilmistiir. Egzosistem diizeyinde,
ebeveynlerin sahip olduklari sosyo-ckonomik ozelliklerin ve 6gretmenlerin kisilik 6zelliklerinin gocuklarin
gelisim ve egitimini etkiledigi goriilmiistiir. Yeterli maddi gelirleri olmayan ebeveynler, ¢ocuklarina ihtiyaci olan
bakimi ve egitimi sunamadiklarini ifade etmislerdir. Makrosistem diizeyinde, okullarin yetersiz denetimi, egitime
smirl erigim, egitim saatlerinin yetersizligi ve pahali 6zel egitim gibi egitim sisteminin isleyisinde karsilasilan
bazi sorunlar tespit edilmistir. Toplumun ¢ocuklar ve konu iizerine bilgi sahibi olmadig1, ayrica ¢ocuklara karst
onyargili ve mesafeli oldugu belirtilmistir. Katilimceilarin ¢ogu kanunlarin yeterli olmadigin1i ve kamuda
onceliklerinin olmadigini belirterek bu durumun yasamlaria olumsuz yansimalarmi paylasmustir. Ulkemizdeki
alanyazin1 incelendiginde, OSB’li ¢ocuklarin aileleriyle yapilan caligmalarda engelli bireyleri ilgilendiren
kanunlarin kabulii ve uygulanmasina iliskin farkindalik ve goriislerin yer aldigi ¢aligmalara rastlanmamistir. Bu
aragtirmanin bulgusuna gore ise ¢aligmaya katilan annelerden yalnizca biri (k11) kanunlarin farkinda oldugunu
ifade ederken ii¢ anne ise kanunlari yetersiz buldugunu dile getirmistir. Diger katilimcilarin ise kanunlarla ilgili
hicbir goriis beyan etmedikleri goriilmiistiir. Konuyla ilgili olarak iilkemizde daha fazla arastirmaya ihtiyag
duyuldugu diisiiniilmektedir. Ailelerin, Facebook ve Whatsapp gibi sosyal medya aglarini kullanarak birbirlerine
destek olmaya calistiklar1 goriilmiistiir. Nitekim online platformlarda ve televizyonda konuya iliskin yanlis
aktarimlarin olabildigi ya da programlarin yetersiz oldugu belirlenmistir. Kronosistem diizeyinde, son zamanlarda
toplumsal yonde insanlarin farkindaliklarini arttirmaya yonelik ¢alismalarin oldugu saptanmistir ancak bu konu
hakkinda farkindalik ve bilinglendirme c¢alismalarinin daha da nitelik ve nicelik olarak gelistirilmesi
beklenmektedir.

Bu ¢aligmada 2019 yil1 haziran ayinda Kapadokya bolgesinde OSB tanist almis ¢ocuklar ve aileleri igin
diizenlenen yaz kampinda aragtirmaya goniillii olarak katilmay1 kabul eden 17 katilimer yer almigtir. Caligmanin
amaci kapsaminda elde edilen bulgular bu baglama 6zgiidiir. Bu yiizden diger ortamlara, baglamlara ya da
popiilasyonlara genellenemez. Calisma sonuglarina gére OSB’li ailelere destek olabilecek, onlar1 gliglendirecek,
tan1 ve siire¢ hakkinda bilgi ve paylasimda bulunabilecek ve gocugun egitiminde yardimci olabilecek girisimlerin
uygulama boyutunda gii¢lendirilmesi gerektigi onerilmektedir. Bununla beraber OSB’li ¢ocugu olan anne ve
babalarin birbirlerine destek olup paylasimda bulunacagi platformlarin artmasi, bu platformlarda alanda uzman
kisilerin yer almasi ve ailelerin bu platformlara kolay erisim saglayabilmesi ailelerin dayanikliligini destekler
nitelikte goriilmektedir. Elde edilen sonuglara gére OSB’li ¢ocuklarin duyu biitiinleme, spor faaliyetleri, psikolojik
destek ve beslenme gibi farkli alanlarda egitimlere ve destege ulagsma konusunda yasadiklar1 zorluklar1 gidermede
sivil toplum kuruluslart ve kamu kurum ve kuruslarinca gelistirilen projelerin ailelere yardimc olarak bu boslugu
doldurabilecekleri sdylenebilir. Ayrica toplumsal odakta 6n yargilardan ve etiketlemeden uzak, bireyleri kapsayict
farkindalik caligmalarinin kitle iletisim araglari, medya ve online platformlarda daha sik yer almasi gerektigi
disiiniilmektedir. Bu ¢aligmalarin kanit temelli bilimsel bilgiler 15181nda gergeklestirilmesi ve yayginlastirilmasi
onemlidir.

Sonuglara gore kanita dayali uygulamalarin, egitimlerin ve politikalarin yayginlastirilmas: gerektigi
sOylenebilir. Bu noktada yapilacak bilimsel ¢aligmalarda, OSB’li ¢ocuklar, aileler, okul personelleri ve uzmanlar
icin destekleyici miidahaleler incelenip degerlendirilebilir. Elde edilen sonuglarla bireysel farkliliklarin ve
standartlarin odaginda uygun rehberler gelistirip yayginlastirilabilir.

Yazarlarin Katki Diizeyleri

Aragtirmanin birinci ve ikinci yazari verilerin toplanmasi, verilerin analizi, makalenin yazim siireci ve
diizenlemelerde gorev almistir. Arastirmanin tgiincliniin yazarinin yiriittigi gorevler verilerin toplanmasi ve
makalenin ilk versiyonun diizenlenmesidir. Aragtirmanin doérdiincii yazar ise verilerin analizi ve makalenin ilk
versiyonunun yazim siirecinde katkilarini sunmustur.
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Abstract

Introduction: The aim of this study was to examine the lives of children with autism spectrum disorder from the
perspective of the bioecological theory.

Method: The research was designed as a descriptive phenomenological study focusing on the participants' descriptions
and experiences of living with autism spectrum disorder. The starting point of descriptive phenomenology involves
concrete descriptions of the events experienced by the participants from the perspective of their everyday life. Seventeen
caregivers of children with autism spectrum disorder participated in the study. Semi-structured interview technique was
used to collect the data.

Findings: As a result of data analysis, the following sub-themes emerged: caregiver and child, other family members
and child, immediate environment and child, teacher and child, the school in the microsystem; social field ties in the
mesosystem; parent and teacher in the exosystem; the education system, support, community, laws, and communication
tools in the macrosystem; and time and participation in the chronosystem.

Discussion: When a child is diagnosed with autism spectrum disorder, the interactions of family members within
themselves and with other people in society differ. Many factors such as the level of acceptance of the diagnosis of
autism spectrum disorder by other individuals including parents and siblings, personality traits, and their opinions about
autism spectrum disorder may have been determinant in interpersonal communication. The views on the teachers'
approach can be explained by the education and personality traits of the teachers. In addition, variables such as the
resources of the school or the level of acceptance of disability by the school staff may also have been effective in the
results.

Conclusion and Recommendations: Mothers were the primary caregivers of children, that the socioeconomic
characteristics of parents and the personality traits of teachers affected children's development and education, and that
the society was prejudiced and distant towards children due to lack of knowledge about children and the subject. It was
expected that the quality and quantity of social awareness-raising activities would be improved. Parents who did not
have sufficient financial income stated that they could not provide their children with the care and education they needed.
It is believed that non-governmental organizations can help children with autism spectrum disorder access training and
support in different disciplines such as sensory integration, sports activities, psychology, and nutrition.

Keywords: Children with autism, bioecological model, ecological systems theory, ecological, families with children with
special needs, family, phenomenological research.
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Introduction

Autism spectrum disorder (ASD) is a neurodevelopmental disorder characterized by limited and repetitive
behaviors in the areas of social interaction and communication, which manifests itself early in life (American
Psychiatric Association, 2013). Deficits experienced by individuals with ASD in cognitive, sensory, social, and
various other developmental domains significantly impact not only their quality of life but also the quality of life
of their families, schools, and other social groups to which they belong (Schalock, 1994; Schuntermann, 2002). In
a study, it was indicated that the level of impairment in a child with ASD, parental perceptions of their child, and
the experience of uncertain situations have an impact on parental quality of life (Warter, 2009).

ASD is a neurodevelopmental condition that continues to be actively researched, characterized by
unanswered questions. Individuals with ASD can exhibit a wide range of diverse characteristics within the
spectrum (Cattik, 2022). While common behavioral traits can be observed among individuals diagnosed with ASD,
there is a diversity in their genetic, neurological, psychological, and behavioral features (Chapman, 2020;
Constantino & Charman, 2016; Shea et al., 2019). Although ASD can be diagnosed early in life, the process of
diagnosis and subsequent experiences involve challenges for parents in various contexts, including professionals'
behavior, the educational process, societal perceptions of ‘autism," and numerous difficulties faced by parents
(Ayyash et al., 2023). Consequently, parents of children with ASD may experience more negative mental health,
higher levels of stress, anxiety, and depression compared to parents of typically developing children (Lee, 2009).
Longitudinal studies with families have shown that ASD poses various financial and spiritual challenges for
families to sustain their lives (Gray, 2002). Hardman et al. (1996) suggested that parents, due to their children's
dependency, may not have enough time for each other, leading to reduced intra-family relationships. Continuing
the child's education may impose an additional burden on the household economy, resulting in increased stress
levels within the family. Nealy et al. (2012) found that relationships between spouses were negatively affected
after their child received an ASD diagnosis. Croen et al. (2006) reported that lifetime expenses for raising a child
with ASD are approximately twice as high as for non-ASD children. Hastings and Brown (2002) also stated that
parents of children with ASD experience higher levels of anxiety and depression and higher stress levels compared
to parents of children with other special needs or typically developing children.

Children with ASD exhibit destructive behaviors, such as aggression, difficulties in self-regulation,
impulsive actions, posing threats to others' safety, and struggling to adhere to social norms, which differ
significantly from those observed in other children (Scattone et al., 2002; Seok et al., 2023). Due to their inadequate
performance in skills like perceiving social stimuli, understanding, and using gestures and facial expressions, these
children are prone to problem behaviors. These behavioral differences give rise to various challenges among family
and community members, and parents often feel guilty due to their children's destructive behaviors (Ling et al.,
2010; Vuran & Usluer, 2012). In this context, it can be asserted that the effects of ASD are not limited to the
diagnosed individual and their family but also extend to the child's environment and all members of society
(Copuroglu & Mengi, 2014; Williams et al., 2004).

The experiences of children with ASD and their families, as well as the developmental experiences of
children with ASD, are structured and interpreted within the framework of Bronfenbrenner's "Bioecological
Model." The Bioecological Model attempts to explain human development by considering dimensions of
interconnected or unrelated systems and processes that influence development, with a focus on individual and
group development centered around biopsychological characteristics (Bronfenbrenner & Morris, 2007).

Bronfenbrenner's theory of human development has evolved and has been approached through various
conceptual frameworks. Essentially, the theory addresses the relationship between individuals and their
environments, as well as the interactions between individuals and environmental systems that influence the
individual's experiences (Bronfenbrenner, 1977, 1986). Initially known as the "Ecological Systems Theory," the
theory was later referred to as the "Bioecological Model" with the addition of new models and concepts. The model
emphasizes the interactions of factors such as family, peers, teachers, media, institutions, culture, and more, which
exert influence on individuals during the developmental process, referred to as the chronosystem (Patel, 2011, p.
246). The model discusses systems ranging from the microsystem to the macrosystem, encompassing systems
from the closest to the farthest reach.

The microsystem includes individuals and relationships with whom the person interacts daily. This layer,
which has the most critical impact on human development, primarily includes the family, peer groups, and school.
The mesosystem consists of connections between two or more microsystems, such as relationships between peers
and family, and interactions between parents and teachers that impact the child's participation in the educational
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process, independence, and academic skills (Bronfenbrenner, 1994). The exosystem is a system in which the
individual does not directly participate but is indirectly affected. The impact of parental work-related stress and
intensity on children's development can be cited as an example in this layer. Similarly, the social relationships of
families and interactions with the neighborhood or community where they reside, can indirectly influence the
individual's experiences (Bronfenbrenner, 1994). The macrosystem is a complex structure that encompasses
cultural values, belief systems, lifestyles, socioeconomic status, and laws of society. The focus of the macrosystem
lies in the interactions between individuals and social systems and organizations. Social policies, poverty,
inequality, and the reflections of social pressures are situated within this layer. Finally, the chronosystem
encompasses all layers and incorporates changes that occur over time in the social-historical process. Changing
family structures, daily routines, socioeconomic status (Bronfenbrenner, 1994), the longitudinal effects of a
specific event, or changes in child education can be cited as examples of the chronosystem (Bronfenbrenner &
Morris, 2007). In Bronfenbrenner's (1986) developed bioecological model, the individual cannot be considered
independent from their environment. The bioecological model emphasizes that supporting the individual's
development cannot be achieved solely through interventions directed at the individual; rather, development occurs
through the interaction of all layers, from the center to the environment (Ozdemir, 2007, 2008). Therefore, it is
crucial to consider the developmental characteristics of children with ASD from a multidimensional perspective,
from the center to the environment. Scientific research has shown that living with a child with ASD affects not
only family members but also the family's surroundings and the broader society from a social perspective (Brown
etal., 2012; Cassidy, 2008; Ludlow et al., 2012). This study aims to describe the lives of children with ASD within
the framework of the bioecological model. In this regard, this research aims to:

1. Examine the experiences of parents of children with ASD within the context of the bioecological model,
including microsystem, mesosystem, exosystem, macrosystem, and chronosystem.

2. Gain an in-depth understanding of the environmental factors and their interactions that influence the
experiences and lives of parents and children.

3. Reveal the opinions, thoughts, and expectations of families regarding environmental factors.
Method

In the study, a phenomenology methodology was employed to detail the lives of children with ASD from
an ecological theory perspective. The method allows an in-depth examination of phenomena that we are aware of
but do not have an in-depth and detailed insight. This study aims to present the lives of children with ASD in detail
from the perspective of the bioecological model. It was designed as a descriptive phenomenological study focusing
on how individuals describe what they experience or how they experience what they experience in the focus of the
bioecological model. In the research, the bioecological model has drawn a framework for the descriptive design
process, especially in data collection and data analysis (e.g., determining themes, etc.). Edmund Husserl stated that
studies should be reflected through the experience of the individual, as the way the individual experiences the
world is the reality, he/she has experienced. This approach is used to understand people's thoughts, feelings, and
perceptions and is concerned with the individual characteristics of each experience. The starting point of
descriptive phenomenology involves concrete descriptions of the events experienced by the participants from the
perspective of everyday life. Therefore, concrete examples, words, and descriptions are used. It seeks to uncover
the underlying structures and foundations of consciousness and subjective experience and emphasizes the
importance of subjective consciousness as the basis of all objective knowledge. It focuses on the language that
individuals can use to describe their thoughts and experiences. At this point, it allows individuals to describe their
current experiences or memories (Giorgi & Giorgi, 2003; Merriam, 2014). Within the scope of
descriptive/descriptive qualitative research design, the semi-structured interview technique was preferred for data
collection (Creswell, 2013; Patton, 2014). This interview technique offers a more flexible approach to the
researchers and helps them to better understand the participants' experiences, despite the preparation of an
interview form containing the questions planned to be asked in advance. In the semi-structured interview method,
the researchers give more freedom to the participants and allow the natural flow of the conversation. Therefore,
researchers can gather more detailed information and use their judgment to understand the meanings behind the
participants' words. The semi-structured interview technique was preferred in line with the scope of the purpose
and design of the study as it provides both a certain level of standardization and flexibility (Ttirntiklii; 2000; Smith,
2003)
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Study Group

The participants were selected using the appropriate and homogeneous sampling methods, one of the
purposeful sampling methods. The study group consisted of 17 caregivers of children with ASD from different
regions of Turkey. Semi-structured interviews were conducted with these individuals about the lives of children
diagnosed with ASD (13 boys and four girls, aged 3-12 years). Fifteen of the participants were the mothers of the
children, and two participants were relatives of the child. These two participants were the uncles and aunts of the
children who lived through this process with the family. Demographic characteristics of the parents (families) of
children with ASD are given in Table 1. The mothers’ age ranged between 29 and 46 years, and the fathers' ages
ranged between 32 and 56 years. The educational level of the mothers generally ranged from high school, primary
school, bachelor’s degree, and associate degree, while that of the fathers ranged from secondary school, bachelor's
degree, and high school. Among the mothers, twelve are housewives, three are teachers, one is an officer, and one
is an employee. Eight fathers are self-employed, and others work as employees, soldiers, officers, cooks, technical
staff, and teachers. Only five families received professional counseling from psychologists, child development
specialists, pedagogues, or special education specialists after their children were diagnosed with ASD, while the
other families did not receive any counseling services after the diagnosis.

Table 1
Demographic Characteristics of Parents (Families)
Order Proximi_ty to  Mother's Father's Mothe_r Father occupation Mo_ther's Fa_ther's

the child age age occupation education status education status
P1 Mother 29 37 Housewife Plumber High school Primary school
P2 Mother 34 41 Housewife Soldier Associate degree Undergraduate
P3 Mother 46 50 Housewife Employee Associate degree  Secondary school
P4 Mother 34 35 Housewife  Self-employment High school High school
P5 Mother 37 37 Employee Employee Primary school Secondary school
P6 Mother 42 42 Teacher Cook Master's degree Undergraduate
P7 Mother 41 42 Teacher Self-employment Undergraduate Undergraduate
P8 Mother 42 56 Housewife  Self-employment Primary school Secondary school
P9 Mother 30 37 Housewife  Self-employment High school Undergraduate
P10 Aunt 36 38 Housewife  Self-employment High school Associate degree
P11 Mother 40 49 Housewife Officer Associate degree  Associate degree
P12 Mother 41 40 Housewife  Self-employment High school Secondary school
P13 Mother 32 32 Housewife  Self-employment Primary school Secondary school
P14 Mother 41 50 Housewife  Self-employment High school Secondary school
P15 Mother 35 42 Housewife Employee Primary school High school
P16 Mother 41 42 Officer Teacher Undergraduate Undergraduate
P17 Uncle 42 42 Teacher Self-employment Undergraduate Undergraduate

Data Collection Tools

A semi-structured interview form developed for the participants was used as a data collection tool. The
interview form was developed based on the bioecological model in accordance with the general purpose of the
study. The interview form included questions about the parent's communication with the child, the child's
communication with other family members and teachers, the role of parents and other family members in the
child's life, the impact of socioeconomic status, society, and culture in which the family lives on the child's life
and development, and social sensitivity and awareness activities. For example, "How do you evaluate your child's
communication with you? Could you explain?”, "How do you evaluate your child's communication with other
family members? Could you explain?", "What place do you have in your child's life? What is your role or position?
Can you explain?", "Who or who among the family members, other than you, has a one-to-one influence on your
child's life and what kind of influence do they have?", "How do you evaluate your child's communication with
his/her teacher or teachers? Can you explain?"”, "In your opinion, how does your socioeconomic status (education
level, economic status, occupation) affect your child's life and development? Can you explain?", "How do you
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think society and culture you live in affects your child's life and development? Can you explain? (Probing
questions; what are your views on education, health, economics, laws and regulations regarding children?" etc.).

Data Analysis

In line with the purpose of the study, descriptive (deductive) analysis was used in this study through
themes based on the bioecological model. Standard codes and themes were developed by analyzing qualitative
data obtained from interviews with parents. First, the data were classified, coded, and analyzed repetitively. Then,
the findings were defined and interpreted by processing the data according to the thematic framework created
within the scope of the bioecological model through descriptive analysis (Yildirim & Simsek, 2005; Altunigik et
al., 2001). As a first step in the analysis process, the data obtained by the three researchers were independently
classified, coded, and analyzed in a repetitive order. In this process, the researchers recorded notes on the margins
of the data transcripts for later review. They coded by underlining keywords and phrases in the text. Then, they
formed and examined every category considering internal homogeneity and external heterogeneity. This process
is related to the extent to which the data are integrated and classified within categories, as well as how clear the
differences between the categories are. The researchers reviewed the classification system to ensure that the data
fit into the categories and continuously checked the meaningfulness and accuracy of the categories (Patton, 2014).
The inter-coder agreement was tested by comparing the results and cross-checking (Creswell, 2014). The codes,
categories, and sub-themes obtained were combined by the researchers based on the theoretical structure under the
themes of microsystem, mesosystem, exosystem, macrosystem, chronosystem within the scope of the
bioecological model. Descriptive analysis was made under the themes based on the bioecological model and
sample expressions were given. The code "P" was used to exemplify the answers given by the participants.
Interview analysis results were evaluated and reported according to the bioecological model with the content
findings in the coding categories. Figure 1 visually depicts the data collection and data analysis process. In Table
2, examples of the participants' responses to the sub-themes under the themes related to the bioecological model
(microsystem, mesosystem, exosystem, macrosystem, and chronosystem) are presented.

Figure 1
Data Collection and Analysis Process

Data collection with
semi-structured interview
method

Preparation and organization Classifying and analyzing
of raw data for analysis the data and creating codes

7

Comparison and cross-checking of results
produced by researchers

Combining the obtained codes, categories and sub-
— themes under themes within the scope of the
Bioecological model

\

Descriptive analysis under
themes within the scope of the
bioecological model

Interpretation of themes
and descriptions

Reporting of data

Refence: Creswell, J. W., (2013). Nitel arastirma yontemleri: Bes yaklasima gore nitel arastirma ve arastirma deseni [Qualitative research
methods: qualitative research and research design according to five approaches] (M. Biitiin & S. B. Demir, Trans. Eds.; 3rd ed.). Siyasal
Kitapevi. (Original work published 2002); Patton, M. Q. (2014). Nitel arastirma ve degerlendirme yontemleri [Qualitative research and
assessment methods] (M. Biitiin & S. B. Demir, Trans. Eds.). Pegem Akademi.
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Table 2
Subthemes Emerging from Participants' Responses under Themes Based on the Bioecological Model

Themes (Sub-themes)

Examples

Microsystem

Caregiver and child

Other family
members and
children

Close environment
and children

Teacher and child

P12:"...We have an affectionate and loving communication style. I stare at him/her if s/he
does something bad, and then s/he quits what s/he is doing. | think the primary desire of
autistic children is to be loved. They will not heal, but they still need love and attention.
Anything can be overcome with love..." (Positive communication)

P16: "Even his/her parents avoid him/her like the plague. They do not even touch him/her;
they do not care and love as they do to other kids..." (Secondary family members)

P1: “My child never talks to or plays with our relatives as they blow cold.” (Relatives and
neighbors)

P8: "S/he gets on very well with his/her teacher. We have worked with the same teacher
for three years, and they communicate very well together. S/he understands that s/he is
loved, and s/he acts properly when s/he feels loved." (Teacher and child)

IS
2 P11: "l think we are fortunate. Sometimes | witness that families with an autistic child are
? Social network exposed to terrifying things. My neighbors are very supportive of me. | have taken much
g support from my surrounding environment..." (Social network)

Parents P1: "We have been experiencing financial problems because | do not have a good income.
= Maybe if | had been better qualified, it would have been easier to find a better job."
[}
3 Teacher P12: “My child's communication style depends on his teacher. For example, some teachers
§ keep themselves at a distance, while some others give positive energy...” (Teacher)
wl School P9: “...S/he had adaptation problems at the nursery because her/his class was crowded. He

got used to it and adapted.

Macrosystem

Education system

Support

Society

Laws

Communication

P14: “It is recommended that autistic children need one-on-one instruction. However, there
is no solution on how it will be. Special education centers have limited hours, and
sometimes they do not employ professionals trained in autism."

P3: “... They need a sensory integration therapy, a life coach, and a shadow teacher. We
cannot meet them due to the high cost. Maybe, foundations can help meet these needs.”
(Support)

P16: "... Society should be informed, tolerant and unprejudiced about autism. The less
educated a person, the more prejudiced and stricter against autistic children. Such
discriminatory behaviors isolate families away from society. Raising awareness of autism
is very important. If they do not know a close family with an autistic child, they are
biased and intolerant." (Society)

P14: "Many things are up to you, your economic status. Unfortunately, the laws are for
normal people...."

P17: "We are cautious about choosing what to watch as they might include irrelevant
content. Media programs to guide families or to raise awareness can be organized.

Cronosystem

instruments However, | think the most important thing is to prepare a program to improve and support
those kids.” (Communication tools)
P13: "Unfortunately, I have not observed sensitivity or awareness so far... Unless they are
Time willing to understand, we cannot explain anything. I think one should be bighearted.

Participation

People are not open to difference.”

P1: "Courses or events can be organized so that they can socialize and have activities
during summer. | have more problems in the village. When we go to the park, people
behave very oddly... the fear of other children and the gaze and weird stares of people are
really disturbing..." (Participation in a community)

Ethics Committee Approval

The data were collected in June 2019. Participants were contacted through the researchers' voluntary
participation in a summer camp organized by a non-governmental organization for children diagnosed with ASD
and their families in the Cappadocia region. The summer camp was attended by families from different regions of
Turkey and activities were organized for children and their families. In this process, the researchers conducted
workshops on their fields of study with the families. Before the volunteer work, the researchers decided to conduct
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interviews with the participants within the scope of the bioecological model to better recognize and make sense of
the lives of children and families. These interviews enabled the researchers to get to know the children and families
before the volunteer activities and to improve the quality of the approach and content of the participants during
the planning and implementation process. The research team included academics working in the fields of child
development, psychology, and preschool education. All researchers participated in interviews (during the data
collection process) and volunteer work. The researchers contacted the families in the camp and informed them
about the research and data collection process. Before the participants were interviewed, they were informed about
the research and their verbal and written consent was obtained. According to the decision of the ULAKBIM TR
Index Committee in 2020, this research does not require an Ethics Committee Decision.

Results

As a result of the descriptive analysis of the qualitative data obtained from the participants, main themes
based on the bioecological model were formed. Figure 2 presents the sub-themes and categories that emerged
within the scope of the layers in the bioecological model. Table 3 (see Appendix) shows the themes, sub-themes,
categories, and codes in which the participants' views on children's lives were evaluated within the scope of the
bioecological model.

Figure 2
Sub-themes and Categories Under Themes Based on the Bioecological Model

Education system (Functioning, view of
education)

Support (Type, access to service)
Society (Social perspective, social
sensitivity)

Macrosystem Laws (Impact on vital order)
Communication instruments (Social
media, television)

Exosystem

Parents (parents' occupation, mother's
education, income)

Teacher (Education, personality traits)
School (School experience)

Social field ties (Positive, negative)

Caregiver and child (Positive
communication, negative communication,
directing communication)

Other family members and child (Father,
siblings, second-level family members)
Immediate environment and child
(Relatives and neighbours)

Teacher and child (Communication,
directing communication)

Time (Change)

Participation
(Community

engagement)

Microsystem

Microsystem covers the sub-themes of caregiver and child, other family members and child, intimate
environment and child, teacher, and child. Under the caregiver and child sub-theme, there are categories of positive
communication, negative communication, and directing communication. The sub-theme of directing
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communication includes parent, child, and reciprocal codes according to the person who assumes the directing
role in the communication process. Notably, the primary caregivers were mainly mothers in families with a child
with ASD. The communication between caregivers and children was oriented towards understanding emotions,
hugging, and conveying love and affection. However, some children displayed negative behaviors that affected
communication, such as impulsivity, persistence, addiction, resentment, and reproach (expressing sadness without
anger), which sometimes include tantrums. In addition, families carry out the communication process in a
unidirectional way as parents or children and in a bidirectional way where both parents and children are reciprocal.
Below are examples of participant expressions in the caregiver and child sub-theme.

P7: “We can understand each other in the best possible way. We communicate even without words. "
(Caregiver and Child/ Positive communication)

P11: “Our child sometimes is offended by his father or sister, but I never offend him. Even if he cannot
express his feelings, | let him explain or show them. We cannot chat because he cannot express himself.
“(Caregiver and Child/ Negative communication)

P8: "...our crisis management is very good. | can intervene without letting him/her get into a crisis."
(Caregiver and Child/ Directing communication)

P13: "...0Our child makes his father do whatever he wants. Since our child is disabled, we cannot spare
him." (Caregiver and Child/ Directing communication)

Under the sub-theme of other family members and children, there are the categories of father, siblings,
and secondary family members (e.g., grandmother, grandfather). Most fathers were not directly involved in
childcare in the study, but they contacted the child. Although some fathers left childcare to their wives and stayed
away, others accepted their children as they were, shared child-caring duties, and had positive interactions with
their children. The participants emphasized that secondary family members such as grandmothers, grandparents,
uncles, or aunts supported the caregivers and showed love and affection by establishing positive communication
with the child. The reasons for positive interaction were explained as the fact that family members lived together
with the child, the effect of the progress observed in the child's development in the process, and the fear of the
caregiver's reaction against family members. On the other hand, it was stated that some family members did not
show love and displayed cold behavior by staying away from the child. Participants gave very little information
about the siblings of the child with ASD during the interview, and in the statements they made, they expressed that
the siblings were ignoring or jealous in their communication with the child with ASD. Below are examples of
participant expressions in the other family members and children sub-theme.

P4: “...there is no communication between my autistic child and my husband. He never even asks
something to our child. He rarely talks to him as I ask him to do so ... “(Other family members and child/
Father)

P17: “...The child lives with his grandmother, mother, and uncle, but mostly uncle and aunt look after
him. All family members are involved in the child's life when necessary.” (Other family members and
child/ Secondary family members)

In the sub-theme of the immediate environment and children, findings on children's communication with
relatives and neighbors were revealed. The interviews stressed that although there were emotionally distant
relatives and neighbors, caring ones showed acceptance, played games, and showed love and affection. The
findings on children's communication with their teachers included behaviors that direct communication (initiating
and shaping the communication process), positive interaction, listening, love, and compassion. As a matter of fact,
some children expressed negative experiences with their teachers. In this regard, parents talked about some
teachers' indifferent, insensitive, and dull behavior, negative energy, and unloving behavior. Below are examples
of participant responses in the “immediate environment” and child" and "teacher and child" sub-themes.

P1: “...Children do not want to be with their relatives, as they behave coldly." (Intimate environment and
child/ Relatives and neighbors).

P5: "We changed his school because he was not doing well before, now he is doing well." (Teacher and
child/Communication)

P7: “... It is not very good; I cannot feel the care or interest shown to my child. I think the reason behind
my child’s slow progress is the indifference and carelessness of others. Unfortunately, a child's progress
also depends on teachers. Burnout teachers blame the home setting and family life for the lack of
progress.” (Teacher and child/ Communication)
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P14: "From time to time, we had very negative experiences with some teachers. We had difficulty sending
them to school..." (Teacher and child/Communication)

Mesosystem

In the mesosystem theme, there is a sub-theme of social field ties consisting of positive and negative
categories. Within the social sphere, it is seen that children are excluded, exposed to negative discourse and
reactions by people around them, and even some fathers show negative behaviors and reactions towards their
children. The negative behaviors of fathers were expressed as not providing any support, not being interested,
ignoring the child, or not trying to suppress the child's behaviors. As a result of such behaviors, mothers
experienced feelings of anxiety and loneliness. However, a few mothers reported positive experiences of support
from neighbors and the child's desire to communicate with people of his/her choice. Below is an example of
participant responses in the sub-theme of social field ties.

P12: “...Some mothers or people hide their children behind themselves when they see my child. My child
is a calm and mild girl. Such behaviors really hurt me, and 1 still encounter such attitudes.” (Social field
ties/Negative)

P8: "... My child is like this, | cannot change it. If he accepts it, let him accept me with it; this is how |
treated them. For example, they used to tell me "Leave E. and come".

They were uncomfortable when E. was present. If | did what they said, | would be used.

I would not be able to spare time for E." (Social field ties/Negative)

Exosystem

The exosystem theme includes the sub-themes of parent, teacher, and school. The parent sub-theme
includes the mother and father occupation category, the mother category, and the income category. Mothers
especially stated that their socioeconomic characteristics affect their children's development and education. In
particular, many mothers stated that they could not provide their children with the care and education they needed
because they did not have sufficient financial income. According to the participants, families with children with
ASD should have good financial opportunities. Families explained this situation through the examples of sensory
integration, life coach, shadow teacher, psychologist, better schools, sports schools, regular pool-swimming and
outdoor activities for their children. In addition to the mothers who stated that they could not allocate enough time
for their children due to the working hours of their profession, there were also mothers who emphasized the
importance of being parents who are constantly trying to improve themselves and who have received training in
this field. Below is an example of participant responses in the parent sub-theme.

P13: "...The economic situation is of great importance for my child's life. I have contacted many
institutions, kindergartens, and psychologists. If I had had good financial status, | could have had a private
teacher at home. However, | was able to send my child to a daycare center only this year..." (Parents/
Income)

P12: "If you want to get a good quality education in autism, you should have a good financial situation.
For example, sports school two days a week is very expensive. For a good education for a child with
autism, you should have at least 10,000 income per month. | wish this type of education could be more
affordable for these children. One month ago, we started training with activities such as skating and
cycling, and my child is very happy now. With this training, my child has become a calmer and better-
behaved child and has benefited a lot..." (Parents/Income)

There are education and personality traits categories within the sub-theme of the teacher. The participants
focused on the teachers' characters and explained how their personality traits affected their development. At this
point, both positive characteristics such as being tolerant, caring and sweet-tongued, or understanding emotions,
and negative characteristics such as being indifferent, dull and distant, or authoritarian were mentioned. The
importance and impact of the different trainings that teachers have received on ASD was expressed. In the school
sub-theme, the child's experiences at school were described. It was reported that children were exposed to peer
bullying at school from time to time and that they had difficulty adapting to school due to the large class size.
Below is the example of participant responses in the teacher sub-theme.

P13: “... I expect my child to receive affection from their teachers as well. His previous teacher was very
apathetic, and | did not believe he loved my child. Another teacher loved my child very much, hugged
him, and said sweet words. Teachers' personalities are important, and teachers should be cheerful in the
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classroom. Our first teacher did not want to work with small children, so we changed the class.”” (Teacher/
Personality traits)

Macrosystem

The macrosystem theme includes the sub-themes of the education system, support, society, laws, and
communication instruments. The education system sub-theme includes the categories of the functioning of
education and the view of education. In the theme of education system functioning, participants mentioned some
problems related to school supervision/inspection, transportation, lesson hours, and the cost of special education.
They also stressed the importance of beginning special education early, which cannot always be achieved due to
various problems. Below are examples of participant responses in the education system sub-theme.

P1: “...Education is of poor quality. You must struggle to find the right educational sources. I mean
everything is up to you. I think, much more activities should be organized for our children. We sometimes
cannot even go to our grandparents' house due to the feeling of not being accepted. Summer camps or
courses can be organized to promote socialization and social activities.” (Education system/ View of
education)

P14: "...They say that those children need one-to-one education, okay! However, there is no solution on
how to provide it. Special education centers offer limited lesson hours. Teachers are not trained in autism.
What should be done and what has been done is very different." (Education system/ View of education)

The support sub-theme includes the type of support and the categories of access to services. It was
observed that mothers wanted to have support from different disciplines such as sensory integration, sports,
psychology, and nutrition. One mother expressed that she would like to have a life coach in their life as more
individual and special support. Participants stated that there is insufficient support in accessing these additional
services and that financial inadequacies and location affect this situation, especially since these facilities are not
available in every city. It is seen that families need expert consultancy in different subjects and that there are
content deficiencies in information and guidance, especially at the stage of receiving the first diagnosis. Below are
examples of participant responses in the support sub-theme.

P4: “...Teachers send us to such education centers, but we have financial problems. I would send my
child to a horse riding and sensory integration center if | had enough money. Thus, | might distract his
attention away from the TV. | think sensory integration training should be provided free of charge to our
children. Why aren’t such institutions free? Why are they only in big cities like Istanbul?” (Support/ Type)
P8: “...Our socioeconomic status is low. E. has enrolled in a sports school this year, and he could go to
school without me; | mean, he is a very well-adjusted kid. However, sports schools are costly. | would
offer him more lessons if | had the opportunity. I wish I could send E. to many other activities such as
swimming, outdoor activities, or cycling.” (Support/ Type)

In the sub-theme of society, there are social perspective and social sensitivity categories. It was stated
that other individuals in society lacked knowledge about children with special needs and ASD and were prejudiced
and distant towards these children. Similarly, in terms of social sensitivity, mothers shared their experiences and
opinions that society was not sensitive and supportive. Below are examples of participant responses in society sub-
theme.

P4: “... Tt affects a lot. Even when A. is calm, others’ questions, expressions, or reactions affect him

negatively. Nothing in the outside world suits us. | have learned not to care about such negative people.

Nevertheless, it is not that easy for our children. We cannot isolate them from life just because others do

not want them. I do my best to integrate him into people. But as he grows, it gets harder...” (Society/

Social sensitivity)

P6: ... Society should change discriminatory approach to those children. That really hurt them. Most

people have no tolerance; unfortunately, they cannot empathize. " (Society/ Social sensitivity)

In the sub-theme of laws, many mothers stated that laws were insufficient and did not have public
priorities on this issue. They shared the negative experiences in their lives. However, one mother said that she was
luckier than other families around her, as she knew her rights and received financial assistance from the state.
Below is an example of participant responses in the sub-theme of law.

P17:"...laws related to autism are open to abuse. We received training without financial support, but the
quality of training depends on the teacher you work with. Laws are not enough. We strive to find the right
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ways to reach institutions to receive education and support. However, such institutions are very few."
(Laws/ Impact on vital order)

There are social media and television categories in the sub-theme of communication tools. It was
understood that families tried to support each other by using social media networks such as Facebook and
WhatsApp. Furthermore, it was also stated that from time to time there are insincere posts on the subject on online
platforms.

It has been stated that people think that they are fulfilling their duties when they make token efforts on
certain days or post on social media, but when it comes to support or implementation, they stay away from children.
However, practices that are not evidence-based or include pseudo-scientific interventions were mentioned. In
addition, it was reported that there are misrepresentations or inadequate programs on the subject in TV series,
movies, and various programs broadcast on television. It was stated that there is a need for qualified studies and
evidence-based interventions to guide families on the subject, especially since social media is an area open to
fraud. Because information dissemination about pseudoscientific practices can cause great time, economic, and
developmental losses to families. Below are examples of participant responses in the communication tool sub-
theme.

P4: “... Publications on the subject are very limited and should be improved. Online programs can be

organized to raise awareness of autism in the media. For example, in the most-watched TV series.”

(Communication tools/ Television)

P9: ““... We watch the videos after selecting them attentively in addition to useful and awareness-raising

programs that guide families with an autistic kid. | think they should focus on improving the qualifications

of those children rather than making awareness-raising campaigns.” (Communication tools/ Social media)

Chronosystem

The Chronosystem theme has two sub-themes: time and participation. Families reported that there have
been recent efforts to raise public awareness about ASD, but they expect these efforts to be increased. One mother
expressed that "People think that when they post on social media, they fulfill their responsibilities for these
children,” The participants also stated that their children could partially participate in life and could not socialize
effectively. Below are examples of participant responses in the sub-themes of time and participation.

P12: "... The awareness has increased over time, but I think this is still insufficient. The awareness of
people can be raised, and also behavior change, and awareness-raising activities can be encouraged..."
(Time/ Change)

P7:“.. .Iisolated my child and myself from everyone in my environment. Other mothers do not want their
children to play or talk to them even in public places. My child wants to socialize with his peers. He wants
to communicate with other children, not only with me. Unfortunately, this is not possible...”
(Participation/ Participation in society)

Discussion

After analyzing the study's results, a predominant pattern emerged, indicating that mothers primarily
assumed the primary caregiving role for children with ASD, assuming greater responsibility in fulfilling their
needs, and establishing the most effective communication channels with the child. This finding was not surprising
considering the roles attributed to mothers by society and the presence of a child with special needs in the family.
Similar to the findings of the current study, there were studies in the literature showing that mothers with children
with ASD undertake many roles at home (McAuliffe et al., 2019), fathers mostly take responsibility for working
to support the household, and mothers spend more time with the child with ASD (Hickey et al., 2020). In addition,
in a study conducted with fathers of children diagnosed with ASD, it was reported that fathers were concerned
about their child's development, struggled with effort during the development and education process of the child
and that the diagnosis of ASD had an impact on the father's personal development and maturation (Camilleri,
2022). Grebe et al. (2022) found that mothers with children diagnosed with ASD reported being more stressed and
used coping strategies more than fathers. There may be many reasons for the differences between mothers and
fathers in sharing domestic responsibilities, coping with difficulties, and caring for a child diagnosed with ASD.
These reasons include the father's financial responsibility for the household in the public sphere and the mother's
responsibility for childcare in the private sphere, family dynamics, family structure, gender roles, and many other
factors. With the presence of a child with ASD in the family, family members' interactions among themselves and
with others in the community also differ (see Table 2). For example, Pinto et al. (2016) found that communication
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with a child with ASD was affected by family members, including parents, who did not accept the child's diagnosis,
who were emationally disconnected, prejudiced, and distant. Similarly, it was reported that after their children
were diagnosed with ASD, some families experienced relief, while others experienced depression; some parents
received support from relatives for the care of their child, while others were judged by their closest relatives
(Downes et al., 2021). In addition, there were study results in the literature (Carr & Lord 2013; Kuru & Piyal 2018)
showing that mothers with children with ASD received negative reactions from extended family support,
friendships, or other sources (Bishop et al., 2007). In fact, in a study conducted by Das et al. (2017) in India, unlike
these findings, it was concluded that parents of children with ASD had positive interactions with their extended
families, friends, and neighbors and received support from these individuals. The results of the studies showed that
there were some differences in the level of interaction between the child with ASD, his/her family and other
individuals, and the content of this interaction. For example, in this study, it was observed that while some relatives
of families with children with ASD were affectionate and compassionate towards the child, others did not show
affection and were distant and cold towards the child (see Table 2). The impulsive and problem behaviors of
children with ASD may be a determining factor in how other individuals approach the child and the family. In
addition, the differences between other individuals (including parents and siblings) in their level of acceptance of
the ASD diagnosis, personality traits, feelings and thoughts about ASD, psychological resilience levels, and many
other factors may have been determinants in interpersonal communication.

Families with children with ASD experience difficulties in many areas such as children's education,
education fees, participation in social and educational activities, and access to education and resources. In the
literature, studies were showing that families with children with ASD experience financial difficulties and have
difficulties in accessing health services (Kogan et al., 2008), educational services, and resources (Bonis, 2016).
However, in the study by Gholipour et al. (2023), parents stated that they had emotional, financial, and social
support needs, but that there were no resources to meet these needs continuously and that they did not have
information about these resources, if any. Some studies revealed that families with children with ASD did not find
the education their children received sufficient and that it was difficult to access information from experts in
institutions (Giileg-Aslan et al., 2014; Mameghani et al., 2019), and that families could access a limited number of
institutions and organizations (Altun & Kasim 2019; Yassibas et al., 2019). In a study conducted by Sarol et al.
(2020), mothers with children with ASD stated that the institutions and organizations where they and their children
can receive support are quantitatively and qualitatively insufficient. In a qualitative study that supports the results
of this research, parents expressed their need for ASD-friendly centers (Gholipour et al., 2023). In contrast to these
findings, in a study conducted by Pepperell et al. (2018) in Australia, parents of children with ASD stated that they
could easily access experts and institutions and expressed their satisfaction with this situation. The difference in
the results of this study conducted in Australia may be due to the services provided to individuals with special
needs and families or the education system. In this study, it was observed that families with children with ASD
had difficulty accessing educational and support resources within the macrosystem they were in. In this direction,
it was noticed that they received support from mothers who have children with ASD like themselves by using
social media and various communication tools with their efforts. This situation suggests that mothers need
continuous support in creating communication channels with their means, participating in the social sphere,
supporting the education and development of the child, or similar issues. For this situation, evidence-based
education and practices in the literature can be mentioned. Evidence-based practices are practices in which
standards are set for the relevant purpose, transparent, systematic (Mullen, 2014), valid, and reliable, including
appropriate data analysis, structured with appropriate scientific methods, and evaluated by independent experts
(Collins & Salzberg, 2005; Vuran & Melekoglu, 2022). For example, in the USA, there is a guide for the education
of children with ASD developed with evidence-based practices for teachers, professionals, and school staff
(Randolph, 2015). Similarly, criteria have been set for evidence-based practices in the education of individuals
with ASD (The National Professional Development Center on Autism Spectrum Disorder [NPDC], 2020; Sam et
al., 2020). In Turkey, it is considered important to establish and disseminate evidence-based practices and training
programs to ensure that families receive continuous support and that the child's educational needs are met. It can
be said that large-scale studies to be developed for parents to access information about resources, support their
skills and benefit from resources can support children with ASD and their families. In addition, the development
and dissemination of family education and training programs and the planning of their content according to the
needs of the families can play a major role in supporting the potential of children and families.

Participants believe that the diagnosis of ASD is expressed inadequately or inaccurately in the media and
communication tools within the macrosystem. Waltz (2012) emphasized that the diagnosis of ASD and related
awareness activities should be handled carefully and effectively in mass media. For example, a statement such as
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"Your child is more likely to have autism than to be an athlete” informs the public about the prevalence of ASD.
It is seen that awareness or attention-raising attempts such as these are based on feeling compassion for individuals
with ASD or scaring the public. In another study on the subject, it was stated that the amount of news about ASD
has increased, but the news content mostly negatively labeled individuals with ASD (Holton, Farrell & Fudge,
2014). Similarly, in a study conducted in Australia, information about ASD in the print media between 2016 and
2019 was analyzed. As a result, it was noticed that the publications did not include very detailed information about
ASD, they included the most basic characteristics of ASD and emphasized intervention programs (Baroutsis et al.,
2021). There were studies suggesting that the news about the diagnosis of ASD in newspapers often contained
discrimination (Muhamad & Yang, 2017). In addition, some studies (Bie & Tang, 2015) showed that news articles
that are not scientifically framed contain misinformation about ASD, show individuals with ASD as individuals in
need of help, individuals who need to be pitied, and news articles with content such as the individual with ASD is
a problem of the family. It is thought that the media and mass media, which are seen as a source of information
for society, should include scientifically based and evidence-based information. An example of this is the "What
Works Clearinghouse (WWC)" unit established in 2002 by the US Department of Education (Collins & Salzberg,
2005). WWC systematically examines programs, practices, policies, and materials in the field of education based
on scientific evidence. The reviewed publications are ranked on the WWC's website by indicating the level of
evidence (U.S. Department of Education, n.d.). In this regard, it is important to examine whether the content about
ASD in the media or mass media is based on scientific evidence and to disseminate evidence-based information.
With evidence-based practices, studies can be carried out to support the awareness of other individuals in society
about ASD, and attention can be drawn to the use of inclusive expressions that are far from labeling/stigmatizing
individuals with ASD. It can be said that increasing the visibility of these practices and developing them based on
scientific evidence will be supportive of social integration.

Families stated that their children were exposed to negative labeling and excluded in different ways in
society from the closest environment at the microsystem level to the macrosystem level. There were studies
supporting these findings in the literature (Bonis, 2016; O'Hare et al., 2021; Tok et al., 2016). This negative
labeling/stigmatization is carried out by the school, educators, or other individuals at school, starting from the
closest circles of the child with ASD and his/her family (Altun & Kasim, 2019; Uz & Kaya, 2018). Mothers with
children with ASD stated that in different social circles, they were nicknamed and excluded, felt like they were
being harassed even with other people's gaze, were negatively stigmatized, and faced reactions (Copuroglu &
Mengi, 2014). Similarly, in the meta-analysis study of Salleh et al. (2020), it was reported that families of children
with ASD felt negative emotions such as blame and judgment from their social environment and that their children
could be stigmatized due to characteristics such as maladaptive behavior and appearance, and as a result, they felt
shame. It is thought that the attitude towards children with ASD and their families, which is based on
marginalization such as not being accepted, criticized, and stigmatized by society, is multidimensional, deep-
rooted, and based on different reasons. For example, families of typically developing children may think that their
children may model the maladaptive behaviors of children with ASD. For society to accept not only individuals
with ASD but also individuals with 'different features', it is important to efficiently implement qualified
sensitization activities with inclusive-integrative practices from a very early stage. In this direction, it is thought
that empowerment activities for children with ASD and their families should be expanded and supported.

Participants expressed different opinions about the reflection of teachers' professional competencies and
personal qualities at the exosystem level. While some mothers were satisfied with the school their children
attended, the teachers, and the education they received, others stated that the education provided was inadequate,
the teachers were not professionally and personally suitable, and the children's school experiences were negative.
In the literature, there were studies in which parents stated that they encountered teachers who were not
knowledgeable about ASD, did not understand the difficulties faced by the family and the child (Silva & Schalock,
2012), were prejudiced, and were not adequately equipped (Altun & Kasim, 2019). There were also studies
showing that there were problems in adapting education for children with ASD (Harstad et al., 2013). Some studies
showed that teachers were qualified, well-equipped, knowledgeable about ASD, and supportive (Callahan et al.,
2008) and that teachers enriched and adapted teaching methods by making use of school resources and creating a
positive atmosphere in classrooms with children with ASD (Clark et al., 2020). Although there are certain
standards for the education of children with ASD, their implementation may depend on institutions and individuals,
resources, time, and many other factors (Lindsay et al., 2013). As teachers' level of knowledge about ASD
increases, their tendency to develop positive attitudes toward children with ASD also increases (Lu et al., 2020).
At this point, variable factors such as the training received by teachers, personality traits, the resources of the
school, and the level of acceptance of disability by school staff may explain the differences in the results.
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Conclusion and Recommendations

At the microsystem level, it was observed that mothers were the ones who interacted with and cared for
the child in the family in general. In the process of caring and interacting with the child, it was revealed that there
were fathers who accepted their children as they were and participated in the care process, as well as fathers who
showed the behaviors of leaving the mother alone and seeing her as distant. Within the social space at the
mesosystem level, it was observed that children were excluded and exposed to negative discourse and reactions by
people around them, and because of such behaviors, mothers experienced negative emotions such as anxiety and
loneliness. At the exosystem level, parents' socioeconomic characteristics and teachers' personality traits were
found to affect children's development and education. Parents who did not have sufficient financial income stated
that they could not provide their children with the care and education they needed. At the macrosystem level, some
problems in the functioning of the education system were identified, such as inadequate supervision of schools,
limited access to education, insufficient hours of education, and expensive special education. It was stated that
society lacks knowledge about children and the issue and is prejudiced and distant towards children. Most of the
participants stated that the laws are not sufficient and that they do not have priorities in the public sector and shared
the negative reflections of this situation on their lives.

A review of the literature in Turkey reveals that studies conducted with families of children with ASD
did not include studies on awareness and opinions regarding the adoption and implementation of laws concerning
individuals with disabilities. According to the findings of this study, only one of the mothers participating in the
study (P11) stated that she was aware of the laws, while three mothers stated that they found the laws inadequate.
The other participants did not express any opinion about the laws. It is thought that more research is needed on the
subject in our country. It was observed that families tried to support each other by using social media networks
such as Facebook and WhatsApp. In fact, it was determined that there may be misrepresentations on the subject
on online platforms and television or that the programs are inadequate. At the chronosystem level, it was found
that there have been recent efforts to raise awareness of people in society, but it is expected that awareness-raising
programs on this issue will be further developed in terms of quality and quantity.

In this study, 17 participants who voluntarily agreed to participate in the study took part in the summer
camp organized for children with ASD and their families in the Cappadocia region in June 2019. The findings
obtained within the scope of the purpose of the study are specific to this context. Therefore, they cannot be
generalized to other settings, contexts, or populations. Based on the study's findings, it is recommended to reinforce
interventions aimed at supporting and empowering families with ASD. These interventions should involve the
provision of information and sharing of knowledge about the diagnosis and treatment processes, as well as
assistance in facilitating the child's education. In addition, the increase in the number of platforms where parents
of children with ASD can support and share with each other, the presence of experts in the field on these platforms,
and the easy access of families to these platforms support the resilience of families. According to the results
obtained, it can be said that projects developed by civil society organizations and public institutions/organizations
can fill this gap by helping families to overcome the difficulties experienced by children with ASD in accessing
training and support in different areas such as sensory integration, sports activities, psychological support, and
nutrition. In addition, it is thought that awareness-raising activities that are far from prejudices and labeling in the
social focus and inclusive of individuals should take place more frequently in mass media, media, and online
platforms. It is important that these studies are carried out and disseminated in the light of evidence-based scientific
information.

According to the results, it can be said that evidence-based practices, training, and policies should be
disseminated. At this point, in future scientific studies, supportive interventions for children with ASD, families,
school staff, and experts can be examined and evaluated. With the results obtained, appropriate guidelines can be
developed and disseminated with a focus on individual differences and standards.
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Oz
Giris: Okul 6ncesi donem, sosyal becerilerin gelisimi i¢in en kritik olan donemdir. Koklear implant kullanicisi
¢ocuklar basta iletigim becerileri olmak iizere birgok alanda zorluklar yasamaktadir. Bu ¢alismanin birinci amaci,
okul oncesi donemdeki koklear implant kullanicisi ¢ocuklarin sosyal becerilerini (baslangig, akademik destek,
arkadaslik ve duygularin1 ydnetme becerileri) isiten akranlariyla karsilagtirmaktir. Tkinci amac, unilateral/bilateral
koklear implant kullaniminin ve okul Oncesi egitime devam etmenin sosyal beceriler iizerindeki etkisini
arastirmaktir.

Yontem: Calismaya yas ortalamasi 53.18 ay olan 34 koklear implantli gocuk (16 kiz, 18 erkek) ve yas ortalamasi
53.92 ay olan 36 isitmesi normal sinirlarda olan gocuk (21 kiz, 15 erkek) dahil edilmistir. Koklear implant
kullanicist cocuklar ile isiten akranlarinin sosyal becerileri “Okul Oncesi Sosyal Beceri Degerlendirme Olcegi”
kullanilarak karsilagtirtlmistir. Unialteral/bilateral koklear implant kullanimmin ve okul dncesi egitime devam

etmenin sosyal beceriler tizerindeki etkisi de arastirilmustir.

Bulgular: Koklear implantli ¢ocuklarin baslangi¢ becerileri, akademik destek becerileri, arkadaslik becerileri ve
duygularmi yonetme becerileri isiten akranlarina gére anlamli derecede diisiiktii (p < .05). Bilateral koklear
implant kullanan c¢ocuklarin baslangi¢ becerileri unilateral koklear implant kullanan c¢ocuklara gore anlamli
derecede daha yiiksekti ve okul 6ncesi egitime devam eden koklear implant kullanan ¢ocuklarin akademik destek
becerileri okul 6ncesi egitime devam etmeyen koklear implant kullanan ¢ocuklara gére anlaml derecede daha
yiiksekti.

Tartisgma: Koklear implantli okul dncesi donemdeki ¢ocuklarin, sosyal becerilerde isiten yasitlarinin gerisinde
olduklar1 ve sosyal becerilerini gelistirmek i¢in daha fazla egitim destegine ihtiyag duyduklart goriilmiistiir.
Bilateral koklear implant kullanicis1 olmanin ve okul dncesi egitime devam etmenin sosyal beceriler iizerinde
olumlu etkisi bulunmaktadir.

Anahtar sézciikler: Isitme kaybi, koklear implant, sosyal beceri, okul dncesi donem, akran etkilesimi.
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Giris

Cocuklar kelimeleri ve sesleri duyarak konusmay1 anlar ve konugmay1 6grenir. Bu nedenle, isitme kaybi
cocuklarin bazi sesleri kacirmasina neden olabilir ve konusma, okuma, akademik basar1 ve sosyal beceriler gibi
cesitli alanlarda zorluklara yol agabilir (American Speech-Language-Hearing Association, 2021). ileri veya cok
ileri derecede igitme kayb1 olan ¢cocuklar igin, nérogelisim ve duyusal gelisimi saglamak i¢in erken donemde uygun
bir amplifikasyon sistemi ile isitsel girdi saglamak énemlidir (Bas & Yiicel, 2023). Koklear implant ile ileri ve cok
ileri derecede isitme kaybi1 olan ¢ocuklarin isitsel erisim yetersizligi biiyiik 6lciide azaltilmigtir. Buna ragmen
igsitme kayb1 bu ¢ocuklarin egitim ortamlarinda akustik zorluklar, dikkat zorluklari, iligkisel zorluklar, akademik
zorluklar ve uyum zorluklari yasamalarina sebep olmaktadir (Chute & Nevins, 2003). Isitme kayipli gocuklar ve
gencler genellikle iletisim giicliikleri yasarlar. Iletisim becerileri, isitme kaybinin baslama yasi, miidahale
programlar1 (miidahale yas1 ve yeterliligi), isitme kaybinin derecesi ve odyometrik konfigiirasyonun yani sira
ailesel ve gevresel etkiler gibi cok sayida faktérden etkilenmektedir (Sininger vd., 2010). letisim giigliikleri isitme
kayipli ¢ocuklarm uygun sosyal beceriler ve sosyal iliskiler gelistirmelerinde engeller olusturmaktadir (Antia vd.,
2011; Sininger vd., 2010). Yapilan arastirmalar, daha erken yaglarda tanilanan ve uygun miidahale programlarina
dahil edilen isitme kayipli ¢ocuklarin, daha ge¢ yaglarda tanilanan yasitlarina kiyasla bircok alanda daha iyi
performans gosterdigini ortaya koymustur (Meinzen-Derr vd., 2011; Yoshinaga-Itano, 2003). Amerikan
Konusma-Dil-Isitme Dernegi, isitme kaybmin iletisimi engelleyebilecegini ve isitme kayipli ¢ocuklarin diger
¢ocuklarla konugsmak veya oynamak konusunda isteksiz olabilecegini, bunun da okulda yalnizlik ve mutsuzluk
yasamalarina yol agabilecegini bildirmistir (American Speech-Language-Hearing Association, 2021). Okul 6ncesi
donem, gocuklarin gevrelerindeki insanlarla iyi ayarlanmig iligkiler gelistirmelerini saglayan sosyal ve duygusal
becerilerin gelistirilmesi i¢in kritik bir donemdir (Kramer vd., 2010; Moore vd., 2015). Bireyin i¢inde yasadigi
toplumun bir pargasi haline gelmesi, toplumsal kurallara uyma ve baskalariyla iyi iligkiler kurma gibi gerekli
sosyal becerilerin kazandirilmasiyla miimkiin olur (Cubukgu & Giiltekin, 2006).

Cocuklarm ilk sosyal ortamlari evleridir ve sosyal becerilerin gelisimini bilyiik oranda ebeveynlerin
cocuklarryla etkilesim kurarken sergiledikleri davranislar etkilemektedir (Olger & Aytar, 2014). Cocuklarin
akranlar1 veya yetiskinler ile nasil iletisim kurduklari, s6zel olmayan konusma becerileri (beden dili, yiiz ifadesi
vb.), duygu ve diisiincelerini ifade etme becerileri, konugma becerileri ve problem ¢ézme becerileri sosyal
becerilere 6rnek verilebilir (Educators’ Resource Guide, 2009). Sosyal beceriler akran iliskilerini kolaylastirmakla
birlikte cocuklarm duygusal ve davramgsal gelisimini de etkiler (Hay vd., 2004). isiten gocuklar, giinliik
etkilesimler sirasinda gevrelerindeki insanlar1 gorerek veya duyarak tesadiifi 6grenme yoluyla birgok sosyal beceri
kazanirlar. Ancak isitme kayipli gocuklarin bu erigimi isitmesi normal sinirlarda olan akranlarina gore sinirlidir.
Ozellikle, akranlarindan ve ebeveynlerinden farkli iletisim bigimlerinin kullanilmasi tesadiifi &grenmeyi
smirlayabilir (Educators’ Resource Guide, 2009). Koklear implantlar, ileri ve ¢ok ileri derecede isitme kayb1 olan
¢ocuklarin yasamlarindaki bir¢ok zorlu alanda destek saglasa da, bu ¢ocuklar yine de arkadas edinme ve isiten
akranlarma uyum saglama konusunda zorluklar yasayabilmektedir (Punch & Hyde, 2011). Sosyal becerileri
yeterince gelismemis olan ¢ocuklarin basgkalar: ile etkilesim kurmak igin gerekli olan davranigsal yetenekleri de
yeterince gelismemistir (Rao vd., 2008). Isitme kaybiin derecesi ne olursa olsun, isitme kayb1 olan ¢ocuklarmn
sosyal beceri gelisimi agisindan risk altinda oldugu ve bu riskin isitme kaybinin yani sira ek bir engelin varligiyla
daha da arttig1 daha 6nce gosterilmistir (Dammeyer, 2010). Laugen ve digerleri (2017), tek tarafli igitme kaybi
olan ve orta ila ileri derecede isitme kaybi olan g¢ocuklarin sosyal becerilerini isiten akranlarninkiyle
kargilagtirmistir. Daha ge¢ tam1 konulan ve cihaz kullanmaya daha ge¢ baslayan tek tarafli igitme kaybi olan
¢ocuklarin sosyal beceri diizeylerinin daha diigiik oldugu sonucuna varmiglardir. Ayrica, erken amplifikasyonun
sosyal becerileri onemli Ol¢iide etkiledigini ve herhangi bir derecede isitme kaybi1 olan ¢ocuklarin dil gelisimleri
yeterli olsa bile sosyal gelisim acisindan takip edilmesi gerektigini bildirmislerdir Isitme kayb1 olan birgok ¢ocuk,
yagina uygun konusma ve dile sahip olmasina ragmen atipik sosyal iletisim becerilerine sahiptir (Fulcher vd.,
2021). Buna ek olarak, bagka bir ¢alismada daha iyi dil becerilerinin daha yiiksek sosyal yeterlilikle iligkili oldugu
bulunmustur (Wiefferink vd., 2012). Ote yandan, koklear implantli gocuklarm psikososyal gelisimlerinin,
prososyal davranig diginda, isiten akranlarindan 6nemli 6l¢tide farklilik géstermedigi ileri siiriilmiistiir (Sarant vd.,
2018). Okul oncesi donemdeki koklear implantli ¢ocuklarin sosyal becerileri iizerine ¢ok az ¢alisma
bulunmaktadir. Ancak sosyal beceriler bu donemde kazanildigindan, bu alandaki eksikliklerin belirlenmesi ve
erken miidahalelerin uygulanabilmesi i¢in daha fazla arastirma yapilmasi kritik 6nem tagimaktadir.

Bu ¢aligmanin birincil amact koklear implant kullanan gocuklarin sosyal becerilerini igiten akranlartyla
karsilagtirmak, ikincil amaci ise unilateral ya da bilateral koklear implant kullaniminin ve okul 6ncesi egitime
devam etmenin koklear implant kullanan ¢ocuklarin sosyal becerilerini etkileyip etkilemedigini belirlemektir.
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Caligsma, Okul Oncesi Sosyal Becerileri Degerlendirme Olgeginin alt faktrleri olan baslangig becerileri, akademik
destek becerileri, arkadaslik becerileri ve duygularimi yonetme becerilerine odaklanmistir. Koklear implant
kullanan okul oncesi cagdaki cocuklarm daha fazla zorluk yasadigi belirli sosyal beceri alanlarinin
belirlenmesinin, ilgili rehabilitasyon programlarinin zamaninda planlanmasina katkida bulunacagina inantyoruz.

Yontem
Arastirma Yontemi

Bu nicel ¢alismanin birincil amaci, okul 6ncesi donemdeki ¢ocuklarin sosyal becerilerini koklear implant
kullanicilari ile isiten akranlar arasinda karsilagtirmak, ikincil amaci ise unilateral (tek tarafli)/bilateral (¢ift tarafli)
koklear implant kullaniminin ve okul oOncesi egitime devam etmenin sosyal beceriler iizerindeki etkisini
aragtirmaktir. Arastirmada kargilagtirmali tarama modeli kullanilmistir (Karasar, 2015). Bu ¢aligma Hacettepe
Universitesi Saglik Bilimleri Fakiiltesi Odyoloji Béliimii'nde yiiriitiilmiis ve Hacettepe Universitesi Girisimsel
Olmayan Klinik Arastirmalar Etik Kurulu tarafindan 2022/G020/196 sayili kararla onaylanmistir. Tim
katilimcilarin ebeveynleri bilgilendirilmis onam formlarini imzalamis ve ¢alisma boyunca Helsinki Bildirgesi
ilkelerine uyulmustur.

Evren ve Orneklem/Calisma Grubu

Bu caligmaya, unilateral (n = 16) veya bilateral (n = 18) koklear implant kullanan ileri ve ¢ok ileri
derecede igitme kaybi1 olan 34 (16 kiz, 18 erkek) ¢ocuk ile isitmesi normal sinirlarda olan 36 ¢ocuk dahil edilmistir.
Tiirkiye'de 2017 yilindan beri 4 yas alt1 ¢ocuklar i¢in ikinci bir implant edinme siireci ulusal sosyal giivenlik
kurumu tarafindan karsilanmaktadir. Bu nedenle ¢ocuklarin bir kismi tek tarafli, bir kismu ise iki tarafli koklear
implant kullanicistydi. Koklear implant kullanicist gocuklar sozel iletisimi benimsemis ve bir 6zel egitim ve
rehabilitasyon merkezinde sozel iletisime yonelik egitim almaktadir. Ek olarak, ¢alismaya 36 yas uyumlu igiten
akran dahil edilmistir (21 kiz, 15 erkek). Koklear implantli ¢ocuklarin ve isiten ¢ocuklarin ortalama kronolojik
yaglari sirasiyla 53.17 = 10.42 ve 53.91 + 9.86 ayd1.

Isitsel noéropati spektrum bozuklugu, i¢ kulak malformasyonlar1 veya gelisimsel gecikmeleri olan
¢ocuklar caligmaya dahil edilmedi. Koklear implant kullanicilarinin serbest alan isitme esikleri 500, 1000, 2000
ve 4000 Hz i¢in test edilmis ve isitme esiklerinin 20 ila 40 dB HL arasinda degistigi bulunmustur. Tiim koklear
implant kullanicilart bir 6zel egitim ve rehabilitasyon merkezine devam eden ve en az 1 yil koklear implant
deneyimi olan ¢ocuklar arasindan se¢ilmistir. Ortalama koklear implant ameliyati olma yasi 19 aydi. Tipik isiten
cocuklar, anaokuluna veya krese devam eden gelisimsel gecikmesi olmayan ¢ocuklar arasindan secilmistir. Ote
yandan, koklear implant kullanan ¢ocuklarin 17'si herhangi bir anaokuluna veya krese gitmemekteydi (bk. Tablo
1).

Tablo 1
Demografik Degiskenler
Karakteristik 6zellikler Koklear implant kullanan ¢ocuklar Isiten akranlar

N 34 36
Kiz (n) 16 21
Erkek (n) 18 15
Kronolojik yas (ay, ortalama) 53.18 53.92
Okul éncesi egitime devam eden kisi say1si 17 36
Ozel egitim alan kisi sayist 34 -
Ortalama 6zel egitim alma siresi (ay) 37 -
Unilateral koklear implant kullanan kisi say1st 16 -
Bilateral koklear implant kullanan kisi sayisi 18 -
Unilateral koklear implant kullanicilarin ortalama yasi (ay) 55.50 -
Bilateral koklear implant kullanicilarin ortalama yasi (ay) 51.11 -
1. Koklear implant olma yas1 (ay, ortalama) 19 -
2. Koklear implant olma yas1 (ay, ortalama) 20 -
Koklear implant kullanim siiresi (ay, ortalama) 33.35 -
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Veri Toplama Araglan

Cocuklarin ebeveynlerinden toplanan bilgilerle bir demografik bilgi formu doldurulmustur. Bu formda
cocugun yasi, okul Oncesi egitime devam durumu, herhangi bir ek engelin varlifi, cocuk koklear implant
kullanicist ise unialteral veya bilateral implant kullanimi, koklear implantasyon sirasindaki yasi ve dzel egitime
devam siiresi ile ilgili sorular yer almistir. Daha sonra ebeveynlerden “Okul Oncesi Sosyal Becerileri
Degerlendirme Olgegini” doldurmalar: istenmistir. Bu dlgek, dért alt faktdrden olustugu ve okul dncesi donem
icin belirlenmis norm degerleri oldugu icin secilmistir. Olcek, Tiirkiye'de Omeroglu ve digerleri (2014) tarafindan
tipik gelisim gosteren bireylerle gelistirilmis bir dlgektir. Degerlendirme standartlarini karsilamaktadir ve 3, 4 ve
5 yas igin norm degerleri belirlenmistir. Olcek, Baslatma Becerileri, Akademik Destek Becerileri, Arkadashk
Becerileri, Duygularint Yonetme Becerileri olmak iizere dort alt faktorden ve 49 maddeden olusmaktadir.
Baglatma Becerileri alt faktorii selamlasma, vedalasma, tesekkiir etme ve 6ziir dileme gibi temel becerileri
degerlendirmektedir. Akademik Destek Becerileri alt faktorii dinleme, sorulari yanitlama, direktifleri takip etme,
alternatif ¢6ztimler tiretme, konusmak igin izin isteme, konusma sirasini bekleme, diisiincelerini ifade etme, bir
hedefe ulagsmak i¢in ¢aba gosterme ve bir etkinligi tamamlama ile ilgili becerileri kapsamaktadir. Arkadaslik
Becerileri alt faktoriinde arkadaslarinin duygularini anlama, bagkalarinin fikirlerine uygun tepkiler verme,
baskalarini oyuna davet etme, sirasini bekleme, arkadaglariyla is birligi yapma ve arkadaglarini takdir etme gibi
davranislarla ilgili sorular yer almaktadir. Son olarak, Duygularint Yonetme Becerileri alt faktorii, bagkalarinin
duygularini anlama, baski altinda sakin kalma, baskalarini rahatsiz etmeden duygularini gésterme, "hayir" cevabini
kullanma ve tepki vermeden once diisiinme gibi davraniglart degerlendirmektedir. Ebeveynden, ¢esitli durumlarda
ebeveynin gozlemlerine dayanarak g¢ocugun her bir davranist ne kadar iyi kullandigina iliskin besli bir
derecelendirme 6lgeginde (neredeyse hig, nadiren, bazen, genellikle veya neredeyse her zaman) ¢ocugu i¢in uygun
cevabi segmesi istenmektedir (Omeroglu vd., 2014).

Veri Toplama ve Analizi/Uygulama

Istatistiksel analizler IBM SPSS Statistics 22 kullanilarak gerceklestirilmistir. Degiskenlerin normal
dagilim gosterip gostermedigi gorsel ve analitik yontemlerle incelenmistir. Verilerin normal dagilim gostermemesi
durumunda Mann-Whitney U testi, verilerin normal dagilim gostermesi durumunda ise bagimsiz gruplar icin
Student t-testi kullanilmigtir. P degerinin .05'ten kii¢iik olmasi istatistiksel olarak anlamli bir sonug olarak kabul
edilmistir. Student t-testi igin etki biiyiikliigi (d) Cohen (1988) tarafindan oOnerilen kriterler kullanilarak
hesaplanmigtir. Deger .2 ise kiigiik etki; .5 ise orta etki; .8 veya ilizerinde ise biiyiik etki olarak kabul edilmistir.
Mann-Whitney testi igin etki biiyiiklugii (r), r etki degeri formiilii kullanilarak hesaplanmigtir. R degerinin .1
olmasi kiigiik, .3 olmasi orta, .5 olmasi ise biiyiik etkiyi ifade etmektedir (akt., Field, 2009).

Bulgular
Koklear implanth Cocuklar ile Isiten Akranlarimin Sosyal Becerilerinin Karsilastirilmasi

Verilerin dagilimi normal dagilima uyum gosterdiginden bagimsiz gruplar igin t testi kullanilarak
istatistiksel analiz yapilmistir. Istatistiksel analiz, Okul Oncesi Sosyal Becerileri Degerlendirme Olgegi'nin tiim alt
faktorlerinde koklear implant kullanicilari ile isiten cocuklar arasinda anlamli farklilik oldugunu ortaya koymustur
(p < .05, d > 0.8). Isiten grubun ortalama Baglatma Becerileri alt faktdr puani 49.92 + 5.21 iken, koklear implant
grubunun puani 39.50 + 7.41 olarak bulundu. Isiten cocuklar ve koklear implant kullanicilari igin ortalama sosyal
beceri alt faktor puanlar sirasiyla asagidaki gibidir: Akademik Destek Becerileri, sirasiyla 47.08 + 4.59 ve 36.12
+ 6.69; Arkadaslik Becerileri, sirastyla 49.56 + 5.88 ve 39.15 + 8.08; ve Duygularin1 Ynetme Becerileri, sirasiyla
39.42 + 5.34 ve 29.09 + 7.01. Isiten gocuklarmn puanlari koklear implantli akranlarindan daha yiiksekti ve aradaki
farklar istatistiksel olarak anlamliydi (bk. Tablo 2 ve Sekil 1).
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Tablo 2

Koklear Implant Kullanicilar: ve Isiten Akranlari Arasinda Sosyal Beceri Alt Faktorlerinin Karsilastiriimast igin
Student T-Testi Sonuglar

Alt faktdrler Grup N X SS t p d
Baslangic becerileri E}tgr‘:l;i“(‘r‘;‘;ll:: gg ig:gg ;:gi 611  .001  1.470
Akademik destek becerileri Eftg‘:gﬁﬁ:;‘ SN 0N 803 oo 1910
Arkadaslik becerileri gftgr‘l‘l;i‘;;‘f:rrl‘ gg Zg: ég g:gg 618 001  1.473
Duygularim yonetme becerileri g iit{c(rllﬂellﬁ;:ll:rrll gg gggg ;gi -6.95 .001 1.657

Not: KI = koklear implant.
Sekil 1
Koklear Implant Kullanicilar ile Isiten Akranlar: Arasinda Sosyal Becerilerin Karsilastirilmast

60

. I
40
30

20

10

Baslangic becerileri Akademik destek Arkadaslik becerileri  Duygularini yénetme
becerileri becerileri

m [siten cocuklar WK kullanicis1 cocuklar

Not: KI = koklear implant.
Unilateral ve Bilateral Koklear implant Kullanicilarinin Sosyal Beceri Analizi

Bilateral ve unilateral koklear implant kullanicilarinin yas ortalamasi sirastyla 51.11 ve 55.50 aydir.
Baglatma Becerileri alt faktoriine iligskin veriler normal dagilima uymadigindan, istatistiksel analiz Mann-Whitney
U testi ile gerceklestirilmistir. Sonuglar, bilateral ve unilateral koklear implant kullanicilar1 arasinda Baglatma
Becerileri puanlarinda anlamli bir fark oldugunu (p < .05, r = .58) ve bilateral kullanicilarin unilateral
kullanicilardan daha yiiksek puan aldigini gostermistir. Bilateral koklear implant kullanicilarinin ortalama puani
21.58 iken, unilateral kullanicilarinki 12.91 olarak bulunmustur (bk. Tablo 3 ve Sekil 2).

Tablo 3

Bilateral ve Unilateral Koklear Implant Kullanicilart Arasinda Sosyal Beceri Alt Faktorlerinin Karsilastirilmast
icin Mann-Whitney U Testi Sonuglar
Alt faktor Grup n X U z p r

Unilateral Ki kullanicilart 16 12.91
Bilateral Ki kullanicilari 18  21.58 7050 -3.387 01 58

Baglangig becerileri

Not: K = koklear implant.
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Sekil 2
Unilateral ve Bilateral Koklear Implant Kullanicilarinin Baslatma Becerileri Alt Faktor Puanlar

Baslangig becenler1

Unilateral KI kullanicilar: Bilateral KI kullanicilar

Not: Ki = koklear implant.

Akademik Destek Becerileri, Arkadaglik Becerileri ve Duygularini Yonetme Becerileri alt faktorlerine
iliskin veriler normal dagilim gosterdiginden, istatistiksel analiz bagimsiz gruplar igin t-testi kullanilarak
yapilmustir. Sonuclar, gruplar arasinda Akademik Destek Becerileri, Arkadaslik Becerileri veya Duygularimi
Yonetme Becerileri puanlarinda anlamli bir fark olmadigimi ortaya koymustur (p > .05). Akademik Destek
Becerileri, Arkadaslik Becerileri ve Duygularin1 Yo6netme Becerileri ortalama puanlari unilateral koklear implant
kullanicilart i¢in sirasiyla 35.88 + 6.31, 37.81 + 7.48 ve 29.38 £ 5.80 bilateral kullanicilar i¢in 36.33 + 6.80, 40.33
+ 8.21 ve 28.83 + 7.82 olarak bulundu (bk. Tablo 4 ve Sekil 3).

Tablo 4

Bilateral ve Unilateral Koklear Implant Kullanicilar: Arasinda Sosyal Beceri Alt Faktorlerinin Karsilastirilmast
icin Student T-Testi Sonuglari

Alt faktorler Grup n X SD t p d
Akademik destek becerileri gﬂ;lfet farf LTLEHLIEEESI ig gggg ;gg% -.196 .846 .006
Arkadaslik becerileri Eﬂ!f;f;f‘LﬁﬁﬁEﬁ?;;‘f‘ 12 %:gg ?:‘7‘?12 -905 372 031
Duygularini yénetme becerileri gﬂ::fetgf‘:(ﬁﬁﬁﬁz‘;‘f‘ ig gggg S:gig 222 826 120

Not: KI = koklear implant.
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Sekil 3
Unilateral ve Bilateral Koklear Implant Kullanicilarimin Akademik Destek Becerileri, Arkadashik Becerileri ve
Duygularimi Yonetme Becerilerinin Karsilagtirilmasi
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0

Akademik destek becerileri Arkadaglik becerileri Duygularini yonetme becerileri
® Unilateral Ki kullanicilar1  ® Bilateral Ki kullanicilart

Not: KI = koklear implant.
Koklear implant Kullamicilarimin Okul Oncesi Egitime Katihmlarina gore Sosyal Beceri Analizi

Dort alt faktorden ilki olan Baglatma Becerileri verileri normal dagilim gostermedigi igin istatistiksel
analiz Mann-Whitney U testi kullanilarak yapilmistir. Okul 6ncesi egitim alan ve almayan ¢ocuklar arasinda
istatistiksel olarak anlamli bir fark bulunmamustir (U = 99.50, p =.122) (bk. Tablo 5 ve Sekil 4).

Tablo 5

Sosyal Beceri Alt Faktorlerinin Okul Oncesi Egitime Devam Etme Durumuna Gore Karsilastirilmast i¢in Mann-
Whitney U Testi Sonuglar
Alt faktor Okul 6ncesi egitime devam durumu n  Ortalama sira U z p r

Evet 17 20.15
Hayir 17 1485 9950 -1556 122 .26

Baglangig becerileri

Sekil 4
Okul Oncesi Egitime Devam Eden Koklear Implant Kullanicilarinin Baslatma Becerileri

Baslangig becerler

Evet Hawvir
Okul éncesi egitime devam durumu
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Akademik Destek Becerileri, Arkadaslik Becerileri ve Duygularin1 Yonetme Becerileri alt faktorlerine
iliskin veriler normal dagilim gosterdiginden, istatistiksel analiz bagimsiz gruplar igin t-testi kullanilarak
yapilmistir. Akademik Destek Becerileri puanlari, okul oncesi egitime devam eden koklear implant
kullanicilarinda gitmeyenlere kiyasla istatistiksel olarak anlamli bir farkla daha yiiksek bulunmustur (p <.05,d =
.071). Okul 6ncesi egitime devam eden ve etmeyen implant kullanicilarinin Akademik Destek Becerileri puan
ortalamalari sirasiyla 38.41 + 7.89 ve 33.82 + 4.34 olarak bulundu. Ayrica, Arkadaslik Becerileri ve Duygularini
Yonetme Becerileri puanlari da okul dncesi egitim alan implant kullanicilarinda almayanlara kiyasla daha
yiiksekti. Ancak, bu farkliliklar anlamli degildir (p > .05). Okul 6ncesi egitim alan ve almayanlarin Arkadaslik
Becerileri puanlari sirastyla 40.88 + 10.09 ve 37.41 + 5.14 iken, ortalama Duygularimi Yénetme Becerileri puanlari
sirastyla 31.35 £ 7.95 ve 26.82 + 5.22 olarak elde edildi (bk. Tablo 6 ve Sekil 5).

Tablo 6

Sosyal Beceri Alt Faktéorlerinin Okul Oncesi Egitime Devam Etme Durumuna Gore Karsilastirilmast (Student T-
Testi Sonuglart)

Okul 6ncesi egitime devam

Alt faktorler qurumu N Ortalama SD t p d
Akademik destek becerileri IE:;; g ggg’; 471?12?1 2100 .04 .071
Arkadaslik becerileri E:;ltr g ggi? 15010 4993 1.263 21 .041
Duygularim yonetme becerileri IE:;:r g gégg ;ggg 1.963 .06 .067

Sekil 5

Koklear Implant Kullanicilarimn Okul Oncesi Egitime Devam Etme Durumlarina Gore Akademik Destek
Becerileri, Arkadaslik Becerileri ve Duygularini Diizenleme Becerileri
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Akademik destek becerileri Arkadaslik becerileri Duygularini diizenleme becerileri

m Ki- Okul 6ncesi egitim alan WK

Not: KI = koklear implant.
Tartisma

Bu c¢alismanin amaci koklear implant kullanicisi ¢ocuklarin sosyal becerilerini isiten akranlariyla
karsilastirmak ve koklear implantli c¢ocuklarin gelisimsel farkliliklar gosterdigi sosyal beceri alanlarini
belirlemektir. Tkincil amacimiz ise okul dncesi egitime devam etmenin ve koklear implantin bilateral ya da
unilateral kullanilmasinin c¢ocuklarin sosyal becerilerini etkileyip etkilemedigini belirlemekti. Bulgularimiz,
koklear implant kullanicilarinin sosyal becerilerinin igiten akranlaria gore dort alt faktdrde de 6nemli 6l¢lide daha
diisiik oldugunu gostermistir. Okul Oncesi donem, bu sosyal becerilerin kazanilmaya baslandigi dénemdir
(Cubukeu & Gilltekin, 2006). Cocuklarin akranlariyla veya yetigkinlerle nasil iletisim kurduklari ve sdzel olmayan
konugma becerileri (beden dili, yiiz ifadesi vb.), duygu ve diisiincelerini ifade etme becerileri, sézel konugma
becerileri ve problem ¢6zme becerileri sosyal becerilere 6rnek olarak verilebilir (Educators’ Resource Guide,
2009). Koklear implantli ¢ocuklarin, koklear implant deneyimlerinin yetersizligi ve bunun sonucunda yeterli
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iletisim becerilerine sahip olmamalar1 nedeniyle gecikmis performans gdstermeleri miimkiindiir. Ayrica,
calismamizdaki koklear implant kullanicilarmin yarist okul 6ncesi egitim almayan ¢ocuklardan olugsmaktaydi.
Okul Oncesi egitimin sosyal becerilere katkisi daha onceki g¢alismalarda gdsterilmistir. Koklear implant
kullanicilarinin isiten akranlarina kiyasla daha diigiik performans gostermesinin olast nedenlerinden biri, ¢alisma
grubunun yarisinin okul 6ncesi egitim almamis olmasi olabilir. Bu nedenle, daha fazla katilimcinin yer aldig1 ve
tim katilimcilarin okul 6ncesi egitime devam ettigi calismalara ihtiya¢ duyulmaktadir. Koklear implantlarin
iletisim ve sosyallesmedeki Oonemli katkilarma ragmen, isitme kaybi olan cocuklarin sosyal yeterliliklerini
desteklemek i¢in ek miidahalelere ihtiyaglar vardir (Martin vd., 2011).

Okul Oncesi Sosyal Becerileri Degerlendirme Olgegi'nin ilk alt faktorii, selamlasma, vedalasma, tesekkiir
etme ve 6ziir dileme gibi temel becerileri degerlendiren “Baslangi¢ Becerileridir”. Calismamiz, koklear implantli
¢ocuklarin baglangi¢ becerilerinin isiten yasitlarina kiyasla 6nemli 6l¢iide diisiik olduguna dair kanitlar ortaya
koymustur. Sosyal beceriler ¢ocuklar igin akranlari, dgretmenleri ve aileleriyle olumlu iligkiler kurmak ve
stirdiirmek igin gereklidir (Gresham vd., 2001). Yeterli dil ve konusma gelisiminin olmamasi, daha diisiik sosyal
beceriler ve daha diisiik akademik basariin yani sira daha zayif arkadasliklar ile iligkilidir (Beitchman vd., 1996).
Koklear implantli ¢gocuklarin yaslarina uygun dil ve konusma gelisimine ulagsmalar1 daha fazla zaman almaktadir
(Bas & Yiicel, 2022; Niparko vd., 2010). Deluzio ve Girolametto (2011), ileri ve ¢ok ileri derecede isitme kayb1
olan okul 6ncesi ¢ocuklari isiten akranlartyla karsilastirmis ve yaslarina uygun dil becerilerine sahip olmalarina
ragmen, islevsel akran etkilesimlerini siirdiiremediklerini ve oyundan dislandiklarint bulmustur. Bu nedenle, bu
aragtirmacilar sinif i¢i sosyal beceri egitiminin okul dncesi programlarda etkilesim firsatlarinin gelistirilmesine
katkida bulunabilecegini savunmuglardir (DeLuzio & Girolametto, 2011). Nunes ve digerleri (2001)
¢aligmalarinda, isitme engelli 6grencilerin akranlari tarafindan ihmal edilme olasiliginin yiiksek ve arkadas edinme
olasiligimin disiik oldugunu bildirerek, okullarin isiten d6grencilere isitme engelli 6grencilerle iletisim engellerini
nasil asacaklarini 6gretmesi gerektiginin altin1 ¢izmistir (Nunes vd., 2001). Bir baska c¢alisma, isitme kayipli ve
isiten ¢ocuklar arasindaki iletisimin yetersiz olmasinin sosyal etkilesimleri engelleyebilecegini gdstermistir
(Weisel vd., 2005) ki bu bulgularimizla uyumludur. Calisma sonuglarimiz, koklear implantli okul Oncesi
¢ocuklarin arkadaslik becerilerinin isiten akranlarina kiyasla daha zayif oldugunu gostermistir ve bu da ¢ocuklarin
arkadaslik becerileri edinmelerinin desteklenmesi gerektigini ortaya koymaktadir. Kramer ve Kowal (2005), kiigiik
¢ocuklarin ilk arkadasliklarinda sergiledikleri sosyal yeterliliklerin sosyal gelisimleri boyunca kalici olabilecegini
savunmustur (Kramer & Kowal, 2005). Bu nedenle, erken donemde arkadaslik becerilerini tesvik etmek igin okul
oncesi egitim sirasinda egitim desteginin ve kapsayici uygulamalarin artirilmasinin kritik olduguna inaniyoruz.

Okul Oncesi Sosyal Becerileri Degerlendirme Olgegimin bir diger alt faktdrii olan Akademik Destek
Becerileri; dinleme, sorular1 yanitlama, yonergeleri takip etme, alternatif ¢dziimler iiretme, konusmak igin izin
isteme, konusma sirasini bekleme, diisiincelerini ifade etme, hedeflere ulagsmak igin ¢aba gosterme ve etkinlikleri
tamamlama becerilerini kapsamaktadir (Omeroglu vd., 2014). Calismamiz, koklear implantli ¢ocuklar arasinda
isiten yasitlarma kiyasla daha diisiik akademik destek performansi oldugunu géstermistir. Isitme kaybinmn
derecesine bakilmaksizin, isitme kayb1 olan ¢ocuklarin iletisim becerileri sosyal becerilerinin gelisimini 6nemli
Olgiide etkilemektedir (Dammeyer, 2010). Temel akademik becerilerin kazanilmasinda gecikmeler yagayan
¢ocuklarin yeterli sosyal-duygusal yeterlilige sahip olmamasi ya da sosyal-duygusal gelisimlerinin gecikmesi
muhtemeldir (Barbarin vd., 2006). Bir baska calisma, zayif akran iliskileri ve diisiik sosyal becerileri olan
cocuklarm okul 6ncesi donemde akademik olarak da daha az basarili olduklarint gostermistir (Buhs vd., 2006).
Rhoades ve digerleri (2011), agirlikli olarak dezavantajli ¢ocuklardan olusan bir 6rneklemle yaptiklari ¢aligmada,
okul 6ncesi donemdeki duygu diizenleme ve dikkat becerilerinin birinci siniftaki akademik yeterliligin iki temel
bileseni oldugunu bildirmistir. Bu nedenle, okulda yeterli akademik yeterliligin gelistirilmesini saglamak icin okul
oncesi donemde Onleyici miidahaleler gelistirmek 6nemlidir. Okul 6ncesi donemde g¢ocuklar temel duygusal
ifadeleri ve durumlar1 anlamaya baslar, duygularii daha bagimsiz bir sekilde diizenler ve daha karmagik duygulari
ifade ederler. Daha 6nce yapilan bir calismada, sosyal yeterliligin baskalarinin duygularini anlama ve bu duygulara
nasil karsilik verilecegini bilme ile iliskisi vurgulanmistir (Denham vd., 2009). Calismamizda, koklear implanth
¢ocuklarin duygularint yonetme becerileri igiten akranlarma kiyasla 6énemli 6l¢iide daha diisiik bulunmustur.
Wiefferink ve digerleri (2012), koklear implantli ¢ocuklar ile 1,5 ila 5 yas arasindaki igiten akranlarinin duygu
diizenleme becerilerini ve sosyal yeterliliklerini karsilastirmistir. Calismamizin sonuglarint destekler sekilde,
koklear implantli ¢ocuklarin isiten akranlarina kiyasla daha diisiik diizeyde yeterli duygu diizenleme stratejileri ve
daha diisiik sosyal yeterlilik diizeyleri oldugunu bildirmislerdir.

Bilateral implantasyonun bir¢ok alanda ve 6zellikle ¢ocuklarin konusma ve dil gelisiminde olumlu
katkilar1 vardir. Calismalar bilateral koklear implantlarin konusmay1 anlama, ses lokalizasyonu ve giiriiltiide
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konugmay1 anlama {izerindeki faydalarmi ortaya koymustur (Brown & Balkany, 2007). Bu ¢alismanin ikincil
amaglarindan biri, unilateral veya bilateral koklear implant kullaniminin sosyal beceriler tizerindeki etkisini
aragtirmakti. Bilateral koklear implant kullanicilarinin, unilateral koklear implant kullanicilarina gdre anlamli
derecede daha yiiksek baslatma becerilerine sahip oldugu bulunmustur. Bilateral implant kullanan ¢ocuklarin
merhaba veya hos¢a kal demek gibi baslatma becerilerinin daha gelismis olmasi, daha iyi konugma ve dil
becerilerine baglanabilir. Ancak, bu cocuklarmn dil becerilerini degerlendirmedik, bu da bu calismanin bir
smirliligini  olusturmaktadir. Dolayisiyla, gruplar arasindaki bu farki dil becerileriyle net bir sekilde
iliskilendiremiyoruz. Bununla birlikte, literatiirde bilateral koklear implant kullanimini daha iyi konusma ve dil
becerileriyle iliskilendiren birgok ¢alisma bulunmaktadir (Boons vd., 2012; Johnston vd., 2009). Bu ¢aligmalardan
biri, bilateral implant kullanan ¢ocuklarin unilateral koklear implant kullananlara kiyasla daha iyi anlamsal ve
sozdizimsel becerilere sahip oldugunu gostermistir (Boons vd., 2012). Bir baska calisma, bilateral koklear
implanth ¢ocuklarm unilateral kullanicilara gore daha genis kelime dagarcigina sahip oldugunu gostermistir
(Sarant vd., 2014). Wie (2010), erken donemde bilateral koklear implant kullanmaya baslayan dil oncesi isitme
kayipli ¢ocuklarin karmasik alic1 ve ifade edici dil becerilerinin zaman i¢inde igiten akranlarma 6nemli 6lgiide
yaklagtigin1 gostermistir. Bir baska calismada, unilateral ya da bilateral implant kullanan ileri derecede ¢ift tarafli
isitme kaybi olan ¢ocuklarin iletisim becerileri karsilastirilmig ve bilateral implant kullanan ¢ocuklarin unialteral
implant kullananlara gore iletisim kurmak ic¢in konusmayi kullanma olasiliklarinin daha yiiksek oldugu
bulunmustur (Tait vd., 2010). Yakin zamanda yayimlanan bir ¢alismada, bilateral koklear implantli ¢ocuklar
implantasyon sirasindaki yaslarina gore iki gruba ayrilmistir. Yazarlar, kiiciik cocuklarda eszamanl bilateral
koklear implantasyonun uyum ve sosyal becerileri gelistirmede etkili oldugunu bildirmistir (Chen vd., 2023). Bu
bulgular, bilateral koklear implant kullaniminin daha iyi konusma, dil ve iletisim becerileriyle iliskili oldugunu ve
erken bir asamada uygulandiginda sosyal beceriler iizerinde etkili oldugunu dogrulamaktadir.

Son olarak, okul dncesi egitime devam etmenin koklear implantli ¢ocuklarin sosyal becerileri tizerindeki
etkisini inceledik. Sonuglar, baslangi¢, arkadaslik ve duygulari yonetme becerileri agisindan gruplar arasinda
anlamli bir fark olmadigmi ortaya koymustur. Ancak, okul dncesi egitime devam eden koklear implantli gocuklarin
akademik destek becerileri, okul 6ncesi egitime devam etmeyen ¢ocuklarmkinden anlamli derecede daha yiiksekti.
Okul dncesi egitim ¢ocuklara bir grubun parcgasi olmanm dnemini 6gretir ve akademik, davranigsal ve sosyal
gelisimlerine katkida bulunur (Rothenberg, 1995). Ayrica, okul 6ncesi egitimin ¢ocuklarin dil, okuryazarlik ve
erken matematik becerileri agisindan olumlu etkileri bulunmustur (Yoshikawa vd., 2013). Yasamn ilk yillari,
dgrenme ve gelisim icin kritik bir dénemdir ve gelecekteki ilerlemenin temelini olusturur (Morgan, 2019). iyi
tasarlanmig okul Oncesi egitim programlari, akademik basari agisindan uzun vadeli gelismeler saglayabilir
(Barnett, 2008). Yapilan arastirmalar, okul 6ncesi egitimin bir¢ok alanda sagladigi katkilar1 ortaya koymustur.
Okul 6ncesi egitimin hem isiten ¢ocuklar hem de isitme kaybi olan ¢ocuklar i¢in olumlu katkilar1 zaten kabul
edilmistir. Okul 6ncesi egitim programlari, isitme kayipli ¢ocuklarin uygun 6grenme ortamlarinda akranlariyla
daha fazla sosyal etkilesime girmelerini saglayarak dil becerilerinin gelisimine katkida bulunmaktadir (Kutlu vd.,
2021). Akran etkilesimi hem bilissel gelisim hem de okul basarisi i¢in faydalidir (Ladd & Coleman, 1997). Bir
¢alisma, 6zellikle dezavantajli cocuklarin okul 6ncesi egitimden en iyi sekilde yararlandigini ve okul dncesi egitim
programlarinin biligsel ve biligsel olmayan sonuglarda iyilesme ile iligkili oldugunu gostermistir (Anderson vd.,
2003). Bir bagka g¢aligma, okul Oncesi egitime devam eden koklear implantli ¢ocuklarin dil becerilerinin ve
fonksiyonel isitme performanslarinin devam etmeyen ¢ocuklara gore daha yiiksek oldugunu gostermistir (Kutlu
vd., 2021). Bu onceki caligmalar1 destekleyen sonuglarimiz, okul Oncesi egitimin isitme kayipli ¢ocuklarm
akademik becerilerine katkisini ortaya koymaktadir.

Koklear implantli pek ¢ok ¢ocuk, konusma ve dil basta olmak tizere pek ¢ok alanda yasitlarinin gerisinde
kalmakta ve yeterli dil becerileri gelistiremeyen c¢ocuklarin iletisim performanslari da olumsuz
etkilenebilmektedir. Ancak bu ¢ocuklarin daha fazla isitme deneyimi ile dil gelisimlerini artirarak bu acig1
kapatmalar1 miimkiindiir. Bu ¢aligmaya en az 1 yillik implant ge¢misi olan ¢ocuklar dahil edilmistir. Bu ¢aligmada
elde edilen farklihgin, dil gelisimlerini tamamlayamamis ¢ocuklarin iletisim performanslarindaki yetersizlikten
kaynaklanmus olabilecegini diigiinliyoruz. Ayni zamanda bu fark, koklear implanth ¢ocuklarin kronolojik yagindan
ziyade, daha az isitme deneyimi olarak kendini gosteren daha kisa isitme siiresine de baglanabilir. Dil becerilerine
dayali bir degerlendirme yapilmamasi bu ¢aligmanin bir sinirliligidir ancak ebeveyn geri bildirimleri koklear
implanth ¢ocuklarmn dil gelisiminin yasitlariyla eszamanli olmadigimi gostermistir. Bu ¢alismaya yalnizca tipik
gelisim gosteren yasitlarina kiyasla isitme ve dil gelisimi gecikmis olan ve herhangi bir ek engeli bulunmayan
¢ocuklar dahil edilmistir. Bu nedenle, daha fazla sayida katilimcinin yani sira isitme kaybinin 6tesinde ek engelleri
olan gruplarla daha fazla aragtirma yapilmasma ihtiya¢ vardir. Bu calismaya dahil edilen koklear implanth
¢ocuklarin tamami 6zel egitim ve rehabilitasyon almaktaydi ancak yalnizca yarist 6zel egitim ve rehabilitasyona
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ek olarak okul Oncesi egitime devam etmekteydi. Bu calismada okul Oncesi egitim alan koklear implant
kullanicilarinin akademik beceri diizeylerinin yiiksek olmasi, bu faktoriin etkili oldugunu diigiindiirebilir. 2015
yilinda yapilan bir ¢aligmada, grup-oyun terapisinin okul 6ncesi ¢agdaki isitme kayipli cocuklarin sosyal becerileri
tizerindeki etkisi arastirilmigtir. Grup-oyun terapisinin isitme kayipli ¢ocuklarin sosyal becerilerini gelistirmede
etkili oldugu bildirilmistir (Movallali vd., 2015). Bir baska ¢alisma, kaynastirma egitimine devam eden
yetersizlikten etkilenen okul 6ncesi dgrencilerine sosyal iletisim becerilerinin &gretiminde yaratici drama
egitiminin etkililigini degerlendirmek amaciyla yapilmistir. Yaratici drama egitiminin sosyal iletisim becerileri
{izerinde anlaml bir olumlu etkisi oldugu bulunmustur (Erbay & Yildirim-Dogru, 2010). Isitme kaybi olan okul
oncesi gocuklarin sosyal becerilerini desteklemek i¢in bu tiir miidahale ve egitim programlarinin yayginlastirilmasi
onemlidir. Okul 6ncesi yillarda sosyal becerilere daha fazla vurgu yapilmasinin ve koklear implant kullanicilart
icin 6zel programlar gelistirilmesinin faydali olacagina inaniyoruz. Son olarak, ¢alismamizin 6nemli bir sinirliligt,
ailelerin sosyoekonomik durumlarini dikkate almamasidir. Sosyoekonomik durumun sosyal beceriler izerindeki
etkisi bilinmektedir. Ailelerin sosyoekonomik agidan eslestirildigi ve daha fazla katilimeimnin yer aldigi calismalar
bu alanda degerli bulgular ortaya koyabilir.

Sonuc¢

Bu c¢alismanin sonuglari, okul dncesi donemdeki koklear implantli ¢ocuklarin sosyal beceriler agisindan
yasitlarinin gerisinde oldugunu ve bu nedenle sosyal becerilerini gelistirmek icin daha fazla egitim destegine
ihtiya¢ duyduklarini gdstermistir. Bilateral koklear implant kullanicisi olmak ve okul 6ncesi egitime devam etmek
sosyal becerilere olumlu katkilar saglamistir. Sosyal becerilerin degerlendirilmesi en az Ogretilmesi kadar
onemlidir. Bu tiir degerlendirmeler, sosyal beceri eksikligi olan ¢ocuklarmn tespit edilmesine ve miimkiin
oldugunca erken miidahale ve destek programlarmin uygulanmasina olanak saglayacaktir. Okul 6ncesi egitimde
sosyal becerilere daha fazla vurgu yapilmasinin ve koklear implant kullanicilart igin 6zel programlar
gelistirilmesinin faydali olacagina inaniyoruz. Son olarak, calijmamizin yukarida da belirtildigi gibi bazi
siirliliklart bulunmaktadir. Bu smirliliklarin géz 6niinde bulunduruldugu, daha fazla katilimcinin yer aldigt ve
uzun vadeli etkilerin incelendigi daha kapsamli ¢aligmalara ihtiyag¢ vardir.

Yazarlarin Katki Diizeyleri

Sevgi Kutlu ¢alismanin tasarimina, veri toplanmasina, veri analizine ve makalenin yazimina katkida
bulunmustur. Esra Yiicel ¢alisma tasarimina, verilerin yorumlanmasina ve makalenin revizyonuna katkida
bulunmusgtur. Tiim yazarlar nihai makaleyi okumus ve onaylamistir.

Tesekkiir

Calismamiza katilan tim goniilli ailelere ve ¢ocuklarina tesekkiir ederiz.
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Abstract

Introduction: The preschool period is the most critical time for the development of social skills. Children with
cochlear implants experience challenges in many domains, particularly including communication skills. This study
aimed to compare the social skills (initiation, academic support, friendship, and emotion regulation skills) of
preschool-age children with cochlear implants to those of their hearing peers. The second aim was investigate the
influence of unilateral/bilateral cochlear implant use and preschool attendance on social skills.

Method: Thirty-four children (16 girls, 18 boys) with cochlear implants with a mean age of 53.18 months and 36
hearing children (21 girls, 15 boys) with a mean age of 53.92 months were included in this study. The social skills
of the hearing children and the children with cochlear implants were compared using the Preschool Social Skills
Evaluation Scale. The influence of unilateral/bilateral cochlear implant use and the effect of preschool attendance
on social skills were also investigated.

Findings: The performances of children with cochlear implants were significantly lower than those of their hearing
peers in terms of initiation skills, academic support skills, friendship skills, and emotion regulation skills (p < .05).
Bilateral cochlear implant users had significantly higher initiation skills than unilateral cochlear implant users, and
cochlear implant users who attended preschool had significantly higher academic support skills than cochlear
implant users who did not attend preschool.

Discussion: Preschool-age children with cochlear implants were behind their hearing age-mates in social skills
and required increased educational support to promote their social skills. Being a bilateral cochlear implant user
and attending preschool education had positive effects on social skills.

Keywords: Hearing loss, cochlear implant, social skill, preschool period, peer interaction.
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Introduction

Children comprehend speech and learn to speak by hearing words and sounds. Therefore, hearing loss
can cause children to miss some sounds and lead to difficulty in various areas including speaking, reading,
academic achievement, and social skills (American Speech-Language-Hearing Association, 2021). For children
with severe or profound hearing loss, it is important to provide auditory input with an appropriate amplification
system in the early period to ensure neurodevelopment and sensory development (Bas & Yiicel, 2023). With
cochlear implants, the auditory access challenges of children with severe and profound hearing loss have been
mitigated to a great extent. Nonetheless, in the educational setting, hearing loss generates acoustic, attention,
associative, academic, and adjustment challenges (Chute & Nevins, 2003). Children and adolescents with hearing
loss generally experience communication difficulties. Communication skills are affected by numerous factors,
such as age at onset of hearing loss, intervention programs (age at enrollment and adequacy), degree of hearing
loss, and audiometric configurations, as well as familial and environmental influences (Sininger et al., 2010). In
children with hearing loss, communication difficulties hinder the development of adequate social skills and social
relationships (Antia et al., 2011; Sininger et al., 2010). Past research has indicated better performance in many
domains for children with hearing loss who were diagnosed at earlier ages and involved in appropriate intervention
programs in comparison to age-mates diagnosed at later ages (Meinzen-Derr et al., 2011; Yoshinaga-Itano, 2003).
The American Speech-Language-Hearing Association reported that hearing loss could impede communication and
that children with hearing loss might be reluctant to speak or play with other children, leading to feelings of
loneliness and unhappiness at school (American Speech-Language-Hearing Association, 2021). The preschool
period is a critical time for the cultivation of social and emotional skills (Moore et al., 2015), which enable children
to develop well-adjusted relationships with the people around them (Kramer et al., 2010). Becoming a part of the
society in which an individual lives is made possible when the necessary social skills are facilitated, such as
obeying social rules and establishing good relationships with others (Cubukg¢u & Giiltekin, 2006).

Children’s first social environment is the home, and the development of social skills is largely influenced
by the behaviors of parents while they interact with their children (Olger & Aytar, 2014). How children address
their peers or adults and their non-verbal speech skills (body language, facial expression, etc.), ability to express
emotions and thoughts, verbal speech skills, and problem-solving skills are some examples of social skills
(Educators’ Resource Guide, 2009). Social skills facilitate peer relations and impact children’s emotional and
behavioral development (Hay et al., 2004). Hearing children gain many social skills through random learning by
seeing or hearing the people around them during everyday interactions. However, children with hearing loss have
limited access to this style of learning in comparison to their hearing peers. In particular, the use of modes of
communication that differ from those of their peers and parents might limit random learning (Educators’ Resource
Guide, 2009). Although cochlear implants provide support in many challenging areas in the lives of children with
severe and profound hearing loss, these children may still experience difficulties in making friends and adjusting
to their hearing peers (Punch & Hyde, 2011). The behavioral skills required for interactions with others are also
not adequately developed in children deficient in social skills (Rao et al., 2008). It was previously shown that
regardless of the degree of hearing loss, children with hearing loss are at risk in terms of social skills development,
and this risk is further increased by the presence of an additional disability in addition to hearing loss (Dammeyer,
2010). Laugen et al. (2017) compared the social skills of children with unilateral hearing loss and moderate-to-
severe hearing loss with those of their hearing peers. They concluded that children with unilateral hearing loss who
were diagnosed later and began using devices later had lower levels of social skills. They also reported that early
amplification significantly affected social skills and that children with any degree of hearing loss should be
followed in terms of social development, even if their language development is adequate (Laugen et al., 2017).
Many children with hearing loss have atypical social communication skills despite having age-appropriate speech
and language (Fulcher et al., 2021). In addition, another study found that better language skills were associated
with higher social competence (Wiefferink et al., 2012). On the other hand, it has been argued that the psychosocial
development of children with cochlear implants does not significantly differ from that of their hearing peers, except
for prosocial behavior (Sarant et al., 2018). There are very few studies on the social skills of preschool-age children
with cochlear implants. However, as social skills are acquired during this period, it is critical to conduct further
research to identify the deficiencies in this field and be able to implement early interventions.

The primary aim of this study was to compare the social skills of children with cochlear implants with
those of their hearing peers, while the secondary aim was to determine whether unilateral or bilateral cochlear
implant use and preschool attendance influenced the social skills of children who used cochlear implants. The
study focused on initiation skills, academic support skills, friendship skills, and emotion regulation skills as
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subfactors of the Preschool Social Skills Evaluation Scale. We believe that identifying the specific social skill
areas in which preschool-age children who use cochlear implants experience greater difficulty will contribute to
the timely planning of relevant rehabilitation programs.

Method
Method of the Study

The aim of this quantitative study was to compare the social skills of preschool-age children between
cochlear implant users and their hearing peers and to investigate the effect of unilateral/bilateral cochlear implant
use and enrollment in preschool education on social skills. In the study, a comparative research design was used
(Karasar, 2015). This study was conducted in Hacettepe University Faculty of Health Sciences, Department of
Audiology, and approved by the Hacettepe University Non-Interventional Clinical Research Ethics Board by
decree no. 2022/G020/196. The parents of all participants signed informed consent forms and the principles of
the Declaration of Helsinki were followed throughout the study.

Population and Sample/Study Group

Seventy preschool-age children were enrolled in this study, including 34 (16 girls, 18 boys) with severe
and profound hearing loss who used unilateral (n = 16) or bilateral (n = 18) cochlear implants. The process of
obtaining a second implant has been paid for by the national social security institution for children under 4 years
of age since 2017 in Turkey. Therefore, some of the children were unilateral and some were bilateral cochlear
implant users. These children had adopted verbal communication and attended verbal communication training at
a special education and rehabilitation center. Additionally, the study included 36 age-matched hearing peers (21
girls, 15 boys). The mean chronological ages of the children with cochlear implants and the hearing children were
53.17 +10.42 and 53.91 + 9.86 months, respectively.

Children with auditory neuropathy spectrum disorder, inner ear malformations, or developmental delays
were not included in the study. The free-field hearing thresholds of implant users were tested for 500, 1000, 2000,
and 4000 Hz and their hearing thresholds were found to vary between 20 and 40 dB HL. All cochlear implant users
attended a special education and rehabilitation center and had at least 1 year of cochlear implant experience. The
mean age at implantation was 19 months. Typical hearing children were selected from among children with no
developmental delays who attended preschool or kindergarten. On the other hand, 17 of the children who used
cochlear implants did not attend any preschool or kindergarten (Table 1).

Table 1
Demographic Variables
Characteristics Children with cochlear implants  Hearing children

N 34 36
Female (n) 16 21
Male (n) 18 15
Chronological age (months, mean) 53.18 53.92
Preschool attendance (n) 17 36
Special education and rehabilitation attendance (n) 34 -
Duration of special education and rehabilitation (months, mean) 37 -
Unilateral cochlear implant users (n) 16 -
Bilateral cochlear implant users (n) 18 -
Mean age of unilateral cochlear implant users (months) 55.50 -
Mean age of bilateral cochlear implant users (months) 51.11 -
1%t Implant mean age (months) 19 -
2" Implant mean age (months) 20 -
Duration of cochlear implant use (months, mean) 33.35 -

Data Collection Tool

A demographic information form was completed with information gathered from the children’s parents.
This form included questions about the child’s age, preschool attendance, the existence of any additional disability,
unilateral or bilateral implant use if the child was cochlear-implanted, age at the time of cochlear implantation,
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and duration of special education attendance. The parents were then asked to complete the Preschool Social Skills
Evaluation Scale. This scale was chosen because it comprises four subfactors and has established norm values for
the preschool period. The scale is a measure that was developed in Turkey by Omeroglu et al. (2014) with typical
individuals. It satisfies evaluation standards and has established norm values for the ages of 3, 4, and 5 years. The
measure comprises 49 items within four subfactors, namely Initiation Skills, Academic Support Skills, Friendship
Skills, and Emotion Regulation Skills. The Initiation Skills subfactor evaluates fundamental skills such as greeting,
bidding goodbye, giving thanks, and apologizing. The Academic Support Skills subfactor encompasses skills
related to listening, answering questions, following directives, coming up with alternative solutions, asking for
permission to speak, waiting one’s turn to speak, expressing thoughts, endeavoring to achieve a goal, and
completing an activity. In the Friendship Skills subfactor, there are questions about behaviors such as
understanding the feelings of friends, reacting appropriately to the ideas of others, inviting others to join a game,
waiting one’s turn, cooperating with friends, and appreciating friends. Finally, the Emotion Regulation Skills
subfactor evaluates behaviors such as understanding the emotions of others, staying calm under pressure, showing
emotions without disturbing others, using the answer “no,” and thinking before reacting. The parent is asked to
pick the appropriate reply for his or her child on a five-point rating scale (Almost Never, Rarely, Sometimes,
Usually, or Almost Always) with respect to how well the child utilizes each behavior based on the parent’s
observations in various situations (Omeroglu et al., 2014).

Data Collection and Analysis/Implementation

Statistical analyses were performed using IBM SPSS Statistics 22. Variables were investigated with visual
and analytical methods to determine whether or not they were normally distributed. The Mann-Whitney U test was
performed if the data did not have normal distribution, and the Student t-test for independent groups was conducted
if the data exhibited normal distribution. A p-value of less than .05 was considered to show a statistically significant
result. The effect size (d) for the independent-samples t-test was calculated using the criteria suggested by Cohen
(1988). If the value is .2, it is considered a small effect; if it is .5, the effect is medium; and if .8 or above, itis a
large effect. The effect size (r) for the Mann-Whitney test was calculated by using the formula for the r effect
value. An r value of .1 is considered to signify a small effect, .3 a medium effect, and .5 a large effect (Field,
2009).

Results
Social Skills Analysis of Cochlear Implant Users and Hearing Children

As the data complied with normal distribution, statistical analysis was carried out with t-tests for
independent groups. Statistical analysis revealed significant differences in all the subfactors of the Preschool Social
Skills Evaluation Scale between cochlear implant users and hearing children (p < .05, d > .8). The mean Initiation
Skills subfactor score of the hearing group was 49.92 + 5.21, while that of the cochlear implant group was 39.50
+ 7.41. The mean social skills subfactor scores for the hearing children and cochlear implant users were
respectively as follows: Academic Support Skills, 47.08 + 4.59 and 36.12 + 6.69; Friendship Skills, 49.56 + 5.88
and 39.15 + 8.08; and Emotion Regulation Skills, 39.42 + 5.34 and 29.09 + 7.01, respectively. The hearing children
had higher scores than their cochlear-implanted peers and the differences were statistically significant (Table 2,
Figure 1).

Table 2

Student T-Test Results for The Comparison of Social Skills Subfactors Between Cochlear Implant Users and Their
Hearing Peers

Subfactor Group N Mean SD t p d
Initiation skills ﬁg:rslirgs eers oo o IS .1 oo 1470
Academic support skills ﬁg:zirgs peers gg 23(1); 16165;3 -8.03 .001 1.910
Friendship skills ﬁ'e;rslf]rgs peers gg igég ggg 618 001 1473
Emotion regulation skills ﬁ:e;rslars peers gg %ggg ;gi -6.95 .001 1.657

Note: CI = cochlear implant.
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Figure 1
Comparison of Social Skills Between Cochlear Implant Users and Their Hearing Peers
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m Normal hearing ®Cl users

Note: CI = cochlear implant.
Saocial Skills Analysis of Unilateral and Bilateral Cochlear Implant Users

The mean age of the bilateral and unilateral cochlear implant users was 51.11 and 55.50 months,
respectively. As the data for the Initiation Skills subfactor did not comply with normal distribution, statistical
analysis was performed with the Mann-Whitney U test. The results indicated a significant difference in Initiation
Skills scores between bilateral and unilateral cochlear implant users (p < .05, r = .58), with bilateral users scoring
more highly than unilateral users. The mean score for bilateral cochlear implant users was found to be 21.58, while
that of unilateral users was 12.91 (Table 3, Figure 2).

Table 3

Mann-Whitney U Test Results for The Comparison of Social Skills Subfactors Between Bilateral and Unilateral
Cochlear Implant Users

Subfactor Group n Mean U z p r
. . Unilateral CI users 16 12.91
Initiation skills Bilateral Cl users 18 2158 70.50 -3.387 .01 .58

Note: CI = cochlear implant.
Figure 2
Initiation Skills Subfactor Scores of Unilateral and Bilateral Cochlear Implant Users

Initiation skills

Unilateral CI users Bilateral CT users

Note: CI = cochlear implant.
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As the data for the Academic Support Skills, Friendship Skills, and Emotion Regulation Skills subfactors
were normally distributed, statistical analysis was conducted with t-tests for independent groups. The results
revealed no significant differences in Academic Support Skills, Friendship Skills, or Emotion Regulation Skills
scores between the groups (p > .05). Academic Support Skills, Friendship Skills, and Emotion Regulation Skills
mean scores were respectively 35.88 + 6.31, 37.81 + 7.48, and 29.38 + 5.80 for unilateral cochlear implant users
and 36.33 + 6.80, 40.33 £ 8.21, and 28.83 + 7.82 for bilateral users (Table 4, Figure 3).

Table 4

Student T-Test Results for The Comparison of Social Skills Subfactors Between Bilateral and Unilateral Cochlear
Implant Users

Subfactors Group N Mean SD t p d
Academic support skills gﬂialta;gf IC(IZL::;asrs ig gggg ;22% -.196 .846 .006
emlclues 8 S8 % ws s o
Emotion regulation skills gﬂgﬁ;ﬁ;ﬁgtgggg ig gggg ggig 222 .826 120

Note: CI = cochlear implant.
Figure 3

Academic Support Skills, Friendship Skills, and Emotion Regulation Skills Scores of Unilateral and Bilateral
Cochlear Implant Users
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Note: CI = cochlear implant.
Social Skills Analysis of Cochlear Implant Users by Preschool Attendance

As the data for Initiation Skills, the first of the four subfactors, were not normally distributed, statistical
analysis was carried out with the Mann-Whitney U test. There was no statistically significant difference between
the children who attended preschool and those who did not (U = 99.50, p = .122) (Table 5, Figure 4).

Table 5
Mann-Whitney U Test Results for The Comparison of Social Skills Subfactors According to Preschool Attendance

Subfactor Preschool attendance n Mean rank U z p r
_— . Yes 17 20.15
Initiation skills No 17 14.85 99.50 -1.556 122 .26

Kutlu & Yiicel 2023, 24(4)



AN EXAMINATION OF THE SOCIAL SKILLS OF PRESCHOOL-AGE CHILDREN
WITH COCHLEAR IMPLANTS

Figure 4

Initiation Skills of Cochlear Implant Users by Preschool Attendance

Inutiation skills

Preschool attendance

549

As the data for the Academic Support Skills, Friendship Skills, and Emotion Regulation Skills subfactors
were normally distributed, statistical analysis was performed with t-tests for independent groups. Academic
Support Skills scores were found to be higher for cochlear implant users who attended preschool compared to
those who did not, with a statistically significant difference (p <.05, d =.071). The mean Academic Support Skills
scores of implant users who attended preschool and those who did not attend preschool were 38.41 + 7.89 and
33.82 +4.34, respectively. In addition, the Friendship Skills and Emotion Regulation Skills scores were also higher
for implant users who attended preschool compared to those who did not. However, these differences were not
significant (p > .05). The mean Friendship Skills scores for the children who did and did not attend preschool were
40.88 +10.09 and 37.41 + 5.14, respectively, while the mean Emotion Regulation Skills scores were 31.35 + 7.95

and 26.82 + 5.22, respectively (Table 6, Figure 5).
Table 6

Student T-Test Results for The Comparison of Social Skills Subfactors According to Preschool Attendance

Subfactors Preschool attendance N Mean SD t p d
Academic support skills T\I%S g ggg; Zl?lg?l 2.100 .04 071
Friendship skills NS S ey SRS T B S R
Emotion regulation skills L%S 1; ‘;’égg ;ggg 1.963 .06 .067
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Figure 5

Mean Academic Support Skills, Friendship Skills, and Emotion Regulation Skills Scores of Cochlear Implant Users
by Preschool Attendance
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Note: CI = cochlear implant.
Discussion

This study aimed to compare the social skills of children with cochlear implants with those of their hearing
peers and to identify the social skills areas in which children with cochlear implants displayed developmental
differences. Our secondary aim was to determine whether preschool attendance and being a bilateral or unilateral
cochlear implant user impacted the children’s social skills. Our findings indicated significantly lower social skills
in cochlear implant users than in their hearing peers in all four subfactors. The preschool period is when these
social skills begin to be acquired (Cubuke¢u & Giiltekin, 2006). How children communicate to their peers or adults
and their non-verbal speech skills (body language, facial expression, etc.), ability to express emotions and thoughts,
verbal speech skills, and problem-solving skills are some examples of social skills (Educators’ Resource Guide,
2009). It is possible that children with cochlear implants may display delayed performance due to the inadequacy
of their cochlear implant experiences with a consequent lack of adequate communication skills. In addition, half
of the cochlear implant users in our study did not attend preschool education. The contribution of preschool
education to social skills has been demonstrated in previous studies. One of the possible reasons for the lower
performance of cochlear implant users compared to their hearing peers may be that half of the study group did not
attend preschool education. For this reason, studies with more participants and in which all participants attend
preschool education are needed. Notwithstanding the significant contributions of cochlear implants in
communication and socialization, children with hearing loss require interventions to promote their social
competence (Martin et al., 2011).

The first subfactor of the Preschool Social Skills Evaluation Scale is Initiation Skills, which evaluates
fundamental skills such as greeting, bidding goodbye, giving thanks, and apologizing. Our study yielded evidence
of significantly lower initiation skills among cochlear-implanted children in comparison to their hearing age-mates.
Social skills are essential to children for establishing and maintaining positive relationships with their peers,
teachers, and family (Gresham et al., 2001). The lack of adequate language and speech development is associated
with lower social skills and lower academic achievement, as well as weaker friendships (Beitchman et al., 1996).
It takes more time for children with cochlear implants to achieve age-appropriate language and speech
development (Bas & Yiicel, 2022; Niparko et al., 2010). Our study has accordingly revealed significantly lower
friendship skills among children with cochlear implants compared to their hearing age-mates. Deluzio and
Girolametto (2011) compared preschool children with severe and profound hearing loss to their hearing peers and
found that, although they had age-appropriate language skills, they could not maintain functional peer interactions
and were excluded from play. Therefore, these researchers argued that in-class social skills training could
contribute to improving the opportunities for interaction in preschool programs (DeLuzio & Girolametto, 2011).
In their study, Nunes et al. (2001) reported a high possibility of being neglected by peers and a low likelihood of
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making friends for deaf students, highlighting the need for schools to teach hearing students how to overcome
communication obstacles with deaf students (Nunes et al., 2001). Another study showed that insufficient reciprocal
exposure between deaf and hearing children may obstruct social interactions (Weisel et al., 2005), which is
compatible with our findings. Our study results indicated weaker friendship skills among preschool children with
cochlear implants compared to their hearing peers, demonstrating the need to support their acquisition of friendship
skills. Kramer and Kowal (2005) argued that the social competencies young children display in their initial
friendships might be permanent throughout the course of their social development (Kramer & Kowal, 2005).
Therefore, we believe it is critical to increase educational support and inclusive practices during preschool
education to promote friendship skills in the early period.

Another subfactor of the Preschool Social Skills Evaluation Scale is Academic Support Skills, which
encompasses skills related to listening, answering questions, following directives, coming up with alternative
solutions, asking for permission to speak, waiting one’s turn to speak, expressing thoughts, endeavoring to achieve
goals, and completing activities (Omeroglu et al., 2014). Our study has indicated lower academic support
performance among children with cochlear implants compared to their hearing age-mates. Irrespective of the
degree of hearing loss, the communication skills of children with hearing loss significantly impact the development
of their social skills (Dammeyer, 2010). It is probable that children who experience delays in the acquisition of
basic academic skills will not have adequate social-emotional competence or will similarly have delayed social-
emotional development (Barbarin et al., 2006). Another study demonstrated that children with poor peer relations
and low social skills were also academically less successful in preschool (Buhs et al., 2006). In their study with a
sample primarily comprising disadvantaged children, Rhoades et al. (2011) reported preschool emotion regulation
and kindergarten attention skills as the two primary components of academic competence in the first grade.
Therefore, it is essential to develop preventive interventions during the preschool period to enable the cultivation
of adequate academic competence in school. During the preschool period, children gain an understanding of basic
emotional expressions and situations, regulate their emotions more independently, and express more complex
emotions. A previous study emphasized the association of social competence with the understanding of the
emotions of others and knowledge of how to respond to those emotions (Denham et al., 2009). In our study, we
found significantly lower emotion regulation skills among children with cochlear implants compared to their
hearing peers. Wiefferink et al. (2012) compared the emotion regulation skills and social competence of children
with cochlear implants and their hearing peers between the ages of 1.5 and 5 years. They reported lower levels of
adequate emotion regulation strategies and lower social competence levels for children with cochlear implants
compared to their hearing peers, supporting the results of our study.

Bilateral implantation has positive contributions in many areas and especially for children’s speech and
language development. Studies have demonstrated the benefits of bilateral cochlear implants on speech
intelligibility, sound localization, and speech understanding of noise (Brown & Balkany, 2007). One of the
secondary aims of this study was to investigate the influence of unilateral or bilateral cochlear implant use on
social skills. We found that bilateral cochlear implant users had significantly higher initiation skills than unilateral
cochlear implant users. Children with bilateral implants having more highly developed initiation skills, such as
saying hello or goodbye, could be attributed to their better speech and language skills. However, we did not assess
the language skills of these children, which constitutes a limitation of this study. Thus, we cannot clearly associate
this difference between the groups with language skills. However, there are many studies in the literature that have
associated bilateral cochlear implant use with better speech and language skills (Boons et al., 2012; Johnston et
al., 2009). One such study showed that children with bilateral implants had better semantic and syntactic skills
than unilateral users (Boons et al., 2012). Another study showed that children with bilateral cochlear implants had
larger vocabularies than unilateral users (Sarant et al., 2014). Wie (2018) showed that the complex receptive and
expressive language skills of children with prelingual hearing loss who started using bilateral cochlear implants in
the early period were substantially closer to those of their hearing peers over time. In another study, the
communication skills of children with profound bilateral hearing loss who used unilateral or bilateral implants
were compared and it was found that children with bilateral implants were more likely to use vocalization to
communicate than unilateral implant users (Tait et al., 2010). In a recently published study, children with bilateral
cochlear implants were divided into two groups according to age at the time of implantation. The authors reported
that simultaneous bilateral cochlear implantation in young children was effective in improving adaptability and
social skills (Chen et al., 2023). These findings confirm that bilateral cochlear implant use is associated with better
speech, language, and communication skills and it is effective on social skills if implemented at an early stage.
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Finally, we examined the effect of preschool attendance on the social skills of children with cochlear
implants. The results yielded no significant differences between the groups with respect to initiation, friendship,
and emotion regulation skills. However, the academic support performances of the children with cochlear implants
who attended preschool were significantly higher than those of the children who did not attend preschool.
Preschool education teaches children the importance of being part of a group and contributes to their academic,
behavioral, and social development (Rothenberg, 1995). In addition, positive effects of preschool education were
found in terms of children’s language, literacy, and early math skills (Yoshikawa et al., 2013). The early years of
life are a critical time for learning and development and they provide the foundation for future progress (Morgan,
2019). Well-designed preschool education programs can produce long-term improvements in terms of academic
success (Barnett, 2008). Studies have revealed the contributions of preschool education in many fields. The
positive contributions of preschool education for both hearing children and children with hearing loss has already
been acknowledged. Preschool education programs contribute to the development of the language skills of children
with hearing loss by enabling them to interact more socially with their peers in appropriate learning environments
(Kutlu et al., 2021). Peer interaction is beneficial to both cognitive development and school success (Ladd &
Colemen, 1997). One study showed that particularly disadvantaged children optimally benefited from preschool
education and that preschool education programs were associated with improved cognitive and non-cognitive
outcomes (Anderson et al., 2003). Another study showed that the language skills and functional hearing
performance of children with cochlear implants who attended preschool were higher than those of children who
did not (Kutlu et al., 2021). Our results, which support these previous studies, demonstrate the contribution of
preschool education to the academic skills of children with hearing loss.

Many children with cochlear implants are behind their age-mates in many domains, with speech and
language at the forefront, and the communication performance of children who cannot develop adequate linguistic
skills may also be negatively impacted. However, it is possible for these children to close this gap via increases in
language development with more hearing experiences. Children with a minimum of 1 year of implant history were
included in the present study. We believe that the deficit might have been due to deficiencies in the communication
performance of the children who had not been able to complete their linguistic development. At the same time,
this deficit might also be attributed to the shorter hearing time, manifesting as less hearing experience, rather than
the chronological age of the children with cochlear implants. The lack of an assessment based on language skills
is a limitation of the present study, but parental feedback indicated that the language development of the children
with cochlear implants was not in synchronicity with their age-mates. Only children with delayed hearing and
language development in comparison to their typical age-mates and without any additional disabilities were
included in this study. Therefore, there is a need for further research conducted with greater numbers of
participants, as well as groups with additional disabilities beyond hearing loss. All children with cochlear implants
included in this study attended special education and rehabilitation, but only half attended a preschool program in
addition to special education and rehabilitation. The high levels of academic skills among cochlear implant users
who received preschool education in this study might suggest that this factor was effective. In 2015, a study
investigated the effectiveness of group-play therapy on the social skills of preschool-age hearing-impaired
children. It was also reported that group-play therapy was effective in improving the social skills of hearing-
impaired children (Movallali et al., 2015). Another study was conducted to evaluate the effectiveness of creative
drama training in the teaching of social communication skills for disabled preschool students attending mainstream
education. It was found that creative drama education had a significant positive effect on their social
communication skills (Erbay & Yildirim-Dogru, 2010). It is important to expand these types of intervention and
education programs to support the social skills of preschool children with hearing loss. We believe that further
emphasis on social skills during the preschool years and the development of special programs for cochlear implant
users would be beneficial. Finally, an important limitation of our study is that it did not consider the socioeconomic
status of the families. The effect of socioeconomic status on social skills is known. Studies in which families are
socioeconomically matched and studies with more participants may yield valuable findings in this field.

Conclusion

The results of this study showed that preschool-age children with cochlear implants were behind their
age-mates with respect to social skills and therefore in need of increased educational support to promote their
social skills. Being a bilateral cochlear implant user and attending preschool education both made positive
contributions to social skills. Evaluating social skills is just as important as teaching them. Such evaluations would
allow the identification of children with social skill deficiencies and the application of interventions and support
programs as early as possible. We believe that further emphasis on social skills in preschool education and the
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development of special programs for cochlear implant users would be beneficial. Finally, our study has some
limitations, as mentioned above. There is a need for more comprehensive studies in which these limitations are
taken into consideration, more participants are involved, and studies in which long-term effects are examined.

Authors’ Contributions

Sevgi Kutlu contributed to the study design, data collection, data analysis and drafting of the paper. Esra
Yiicel contributed to the study design, interpretation of data and revisions of the paper. All authors read and
approved the final manuscript.

Acknowledgment
We thank all volunteer families and their children who agreed to participate in our study.

Kutlu & Yiicel 2023, 24(4)



AN EXAMINATION OF THE SOCIAL SKILLS OF PRESCHOOL-AGE CHILDREN 554
WITH COCHLEAR IMPLANTS

References

American Speech-Language-Hearing Association. (2021). Effects of hearing loss on development.
https://www.asha.org/public/hearing/effects-of-hearing-loss-on-development/

Anderson, L. M., Shinn, C., Fullilove, M. T., Scrimshaw, S. C., Fielding, J. E., Normand, J., Carande-Kulis, V.
G., & Task Force on Community Preventive Services. (2003). The effectiveness of early childhood
development programs: A systematic review. American Journal of Preventive Medicine, 24(3), 32-46.
https://doi.org/10.1016/S0749-3797(02)00655-4

Antia, S. D., Jones, P., Luckner, J., Kreimeyer, K. H., & Reed, S. (2011). Social outcomes of students who are
deaf and hard of hearing in general education classrooms. Exceptional Children, 77(4), 489-504.
https://doi.org/10.1177/001440291107700407

Barbarin, O., Bryant, D., McCandies, T., Burchinal, M., Early, D., Clifford, R., Pianta, R., & Howes, C. (2006).
Children enrolled in public pre-K: The relation of family life, neighborhood quality, and socioeconomic
resources to early competence. American Journal of Orthopsychiatry, 76(2), 265-276.
https://doi.org/10.1037/0002-9432.76.2.265

Barnett, W. S. (2008). Preschool education and its lasting effects: Research and policy implications. Boulder and
Tempe: Education and the Public Interest Center & Education Policy Research Unit.
https://nepc.colorado.edu/sites/default/files/PB-Barnett-EARLY-ED_FINAL.pdf

Bas, B., & Yiicel, E. (2022). Evaluation of phoneme recognition skills in pediatric auditory brainstem implant
users. European Archives of Oto-Rhino-Laryngology, 279(4), 1741-1749.
https://doi.org/10.1007/s00405-021-06840-3

Bas, B., & Yiicel, E. (2023). Sensory profiles of children using cochlear implant and auditory brainstem implant.
International Journal of Pediatric Otorhinolaryngology, 170, 111584.
https://doi.org/10.1016/j.ijporl.2023.111584

Beitchman, J. H., Wilson, B., Brownlie, E. B., Walters, H., & Lancee, W. (1996). Long-term consistency in
speech/language profiles: 1. Developmental and academic outcomes. Journal of the American Academy
of Child & Adolescent Psychiatry, 35(6), 804-814. https://doi.org/10.1097/00004583-199606000-00021

Boons, T., Brokx, J. P., Frijns, J. H., Peeraer, L., Philips, B., Vermeulen, A., Wouters, J., & Van Wieringen, A.
(2012). Effect of pediatric bilateral cochlear implantation on language development. Archives of
Pediatrics & Adolescent Medicine, 166(1), 28-34. https://doi.org/10.1001/archpediatrics.2011.748

Brown, K. D., & Balkany, T. J. (2007). Benefits of bilateral cochlear implantation: A review. Current Opinion in
Otolaryngology & Head and Neck Surgery, 15(5), 315-318.
https://doi.org/10.1097/M0O0.0b013e3282ef3d3e

Buhs, E. S., Ladd, G. W., & Herald, S. L. (2006). Peer exclusion and victimization: Processes that mediate the
relation between peer group rejection and children's classroom engagement and achievement? Journal of
Educational Psychology, 98(1), 1-13. https://doi.org/10.1037/0022-0663.98.1.1

Chen, Y., Li, Y., Jia, H., Gu, W., Wang, Z., Zhang, Z., Xue, M., Li, J., Shi, W., Jhiang, L., Yang, L., Sterkers, O.,
& Wu, H. (2023). Simultaneous bilateral cochlear implantation in very young children improves
adaptability and social skills: A prospective cohort study. Ear and Hearing, 44(2), 254-263.
https://doi.org/10.1097/AUD.0000000000001276

Chute, P. M., & Nevins, M. E. (2003). Educational challenges for children with cochlear implants. Topics in
Language Disorders, 23(1), 57-67. https://eric.ed.gov/?id=EJ666196

Cubukeu, Z., & Giiltekin, M. (2006). Tlkdgretimde 6grencilere kazandirilmas: gereken sosyal beceriler [Social
skills that need to be gained by primary school students]. Bilig, 37, 155-174.
https://dergipark.org.tr/en/pub/bilig/issue/25369/267789

Dammeyer, J. (2010). Psychosocial development in a Danish population of children with cochlear implants and
deaf and hard-of-hearing children. Journal of Deaf Studies and Deaf Education, 15(1), 50-58.
https://doi.org/10.1093/deafed/enp024

Kutlu & Yiicel 2023, 24(4)


https://www.asha.org/public/hearing/effects-of-hearing-loss-on-development/
https://doi.org/10.1016/S0749-3797(02)00655-4
https://doi.org/10.1177%2F001440291107700407
https://doi.org/10.1037/0002-9432.76.2.265
https://nepc.colorado.edu/sites/default/files/PB-Barnett-EARLY-ED_FINAL.pdf
https://doi.org/10.1007/s00405-021-06840-3
https://doi.org/10.1016/j.ijporl.2023.111584
https://doi.org/10.1097/00004583-199606000-00021
https://doi.org/10.1001/archpediatrics.2011.748
https://doi.org/10.1097/MOO.0b013e3282ef3d3e
https://psycnet.apa.org/doi/10.1037/0022-0663.98.1.1
https://doi.org/10.1097/AUD.0000000000001276
https://eric.ed.gov/?id=EJ666196
https://dergipark.org.tr/en/pub/bilig/issue/25369/267789
https://doi.org/10.1093/deafed/enp024

AN EXAMINATION OF THE SOCIAL SKILLS OF PRESCHOOL-AGE CHILDREN 555
WITH COCHLEAR IMPLANTS

DelLuzio, J., & Girolametto, L. (2011). Peer interactions of preschool children with and without hearing loss.
Journal of Speech, Language, and Hearing Research, 54(4), 1197-1210. https://doi.org/10.1044/1092-
4388(2010/10-0099)

Denham, S. A., Wyatt, T., Bassett, H. H., Echeverria, D., & Knox, S. (2009). Assessing social-emational
development in children from a longitudinal perspective. Journal of Epidemiology & Community Health,
63(1), 37-52. http://dx.doi.org/10.1136/jech.2007.070797

Educators’ Resource Guide. (2009). Supporting students who are deaf and/or hard of hearing.
https://www.edu.gov.mb.ca/k12/specedu/dhh/resources/resource gquide.pdf

Erbay, F., & Yildirim-Dogru, S. S. (2010). The effectiveness of creative drama education on the teaching of social
communication skills in mainstreamed students. Procedia-Social and Behavioral Sciences, 2(2), 4475-
4479. https://doi.org/10.1016/j.sbspro.2010.03.714

Field, A. (2009). Discovering statistics using SPSS (3rd ed.). Sage.

Fulcher, A., Sargeant, A., De Rosnay, M., Hopkins, T., Neal, K., & Davis, A. (2021). Communication that leads
to successful social inclusion for children with hearing loss: Are excellent speech and language skills
sufficient? Australasian Journal of Special and Inclusive Education, 45(2), 108-121.
https://doi.org/10.1017/jsi.2021.12

Gresham, F. M., Sugai, G., & Horner, R. H. (2001). Interpreting outcomes of social skills training for students
with high-incidence disabilities. Exceptional Children, 67(3), 331-344.
https://doi.org/10.1177/001440290106700303

Hay, D. F., Payne, A., & Chadwick, A. (2004). Peer relations in childhood. Journal of Child Psychology and
Psychiatry, 45(1), 84-108. https://doi.org/10.1046/].0021-9630.2003.00308.x

Johnston, J. C., Durieux-Smith, A., Angus, D., O'Connor, A., & Fitzpatrick, E. (2009). Bilateral paediatric cochlear
implants: A critical review. International Journal of Audiology, 48(9), 601-617.
https://doi.org/10.1080/14992020802665967

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

Kramer, L., & Kowal, A. K. (2005). Sibling relationship quality from birth to adolescence: The enduring
contributions of friends. Journal of Family Psychology, 19(4), 503-511. https://doi.org/10.1037/0893-
3200.19.4.503.

Kramer, T. J., Caldarella, P., Christensen, L., & Shatzer, R. H. (2010). Social and emotional learning in the
kindergarten classroom: Evaluation of the Strong Start curriculum. Early Childhood Education Journal,
37(4), 303-309. https://doi.org/10.1007/s10643-009-0354-8

Kutlu, S., Ozkan, H. B., & Yiicel, E. (2021). A study on the association of functional hearing behaviors with
semantics, morphology and syntax in cochlear-implanted preschool children. International Journal of
Pediatric Otorhinolaryngology, 148, Article110814. https://doi.org/10.1016/j.ijporl.2021.110814

Ladd, G. W., & Coleman, C. C. (1997). Children’s classroom peer relationships and early school attitudes:
Concurrent and longitudinal associations. Early Education and Development, 4, 51-66.
http://dx.doi.org/10.1207/s15566935eed0801 5

Laugen, N. J., Jacobsen, K. H., Rieffe, C., & Wichstrem, L. (2017). Social skills in preschool children with
unilateral and mild bilateral hearing loss. Deafness & Education International, 19(2), 54-62.
https://doi.org/10.1080/14643154.2017.1344366

Martin, D., Bat-Chava, Y., Lalwani, A., & Waltzman, S. B. (2011). Peer relationships of deaf children with
cochlear implants: Predictors of peer entry and peer interaction success. Journal of Deaf Studies and Deaf
Education, 16(1), 108-120. https://doi.org/10.1093/deafed/enq037

Meinzen-Derr, J., Wiley, S., & Choo, D. I. (2011). Impact of early intervention on expressive and receptive
language development among young children with permanent hearing loss. American Annals of the Deaf,
155(5), 580-591. https://www.jstor.org/stable/26235114

Kutlu & Yiicel 2023, 24(4)


https://doi.org/10.1044/1092-4388(2010/10-0099)
https://doi.org/10.1044/1092-4388(2010/10-0099)
http://dx.doi.org/10.1136/jech.2007.070797
https://www.edu.gov.mb.ca/k12/specedu/dhh/resources/resource_guide.pdf
https://doi.org/10.1016/j.sbspro.2010.03.714
https://doi.org/10.1017/jsi.2021.12
https://doi.org/10.1177/001440290106700303
https://doi.org/10.1046/j.0021-9630.2003.00308.x
https://doi.org/10.1080/14992020802665967
https://doi.org/10.1037/0893-3200.19.4.503
https://doi.org/10.1037/0893-3200.19.4.503
https://doi.org/10.1007/s10643-009-0354-8
https://doi.org/10.1016/j.ijporl.2021.110814
http://dx.doi.org/10.1207/s15566935eed0801_5
https://doi.org/10.1080/14643154.2017.1344366
https://doi.org/10.1093/deafed/enq037
https://www.jstor.org/stable/26235114

AN EXAMINATION OF THE SOCIAL SKILLS OF PRESCHOOL-AGE CHILDREN 556
WITH COCHLEAR IMPLANTS

Moore, J. E., Cooper, B. R., Domitrovich, C. E., Morgan, N. R., Cleveland, M. J., Shah, H., Jacobson, L., &
Greenberg, M. T. (2015). The effects of exposure to an enhanced preschool program on the social-
emotional functioning of at-risk children. Early Childhood Research Quarterly, 32, 127-138.
https://doi.org/10.1016/j.ecresq.2015.03.004

Morgan, H. (2019). Does high-quality preschool benefit children? What the research shows. Education Sciences,
9(1), 1-9. https://doi.org/10.3390/educsci9010019

Movallali, G., Jalil-Abkenar, S. S., & A'shouri, M. (2015). The efficacy of group play therapy on the social skills
of  pre-school hearing-impaired children. Archives of Rehabilitation, 16(1), 76-85.
https://rehabilitationj.uswr.ac.ir/article-1-1568-fa.pdf

Niparko, J. K., Tobey, E. A,, Thal, D. J., Eisenberg, L. S., Wang, N. Y., Quittner, A. L., Fink, N. E., & CDaCl
Investigative Team. (2010). Spoken language development in children following cochlear implantation.
Jama, 303(15), 1498-1506. https://doi.org/10.1001/jama.2010.451

Nunes, T., Pretzlik, U., & Olsson, J. (2001). Deaf children's social relationships in mainstream schools. Deafness
& Education International, 3(3), 123-136. https://doi.org/10.1179/146431501790560972

Olger, S., & Aytar, A. G. (2014). A comparative study into social skills of five-six year old children and parental
behaviors. Procedia-Social and Behavioral Sciences, 141, 976-995.
https://doi.org/10.1016/j.sbspro.2014.05.167

@meroglu, E., Biiyilikoztiirk, S., Cakan, M., Aydogan, Y., Kilig-Cakmak, E., Giiltekin-Akduman, G., Ozyﬁrek, A,
Giinindi, Y., Kutlu, O., & Coban, A. (2014). Okul 6ncesi sosyal beceri degerlendirme dlgegi anne-baba
formuna ait norm degerlerinin belirlenmesi ve yorumlanmas: [lIdentification and interpretation of the
norm values regarding the parent form of pre-school social skills rating scale]. Karabiik Universitesi
Sosyal Bilimler Enstitiisii Dergisi, 4(2), 102-115. https://www.researchgate.net/publication/284888834

Punch, R., & Hyde, M. (2011). Social participation of children and adolescents with cochlear implants: A
qualitative analysis of parent, teacher, and child interviews. Journal of Deaf Studies and Deaf Education,
16(4), 474-493. https://doi.org/10.1093/deafed/enr001

Rao, P. A., Beidel, D. C., & Murray, M. J. (2008). Social skills interventions for children with Asperger’s
syndrome or high-functioning autism: A review and recommendations. Journal of Autism and
Developmental Disorders, 38(2), 353-361. https://link.springer.com/article/10.1007/s10803-007-0402-4

Rhoades, B. L., Warren, H. K., Domitrovich, C. E., & Greenberg, M. T. (2011). Examining the link between
preschool social-emotional competence and first grade academic achievement: The role of attention skills.
Early Childhood Research Quarterly, 26(2), 182-191. https://doi.org/10.1016/].ecresq.2010.07.003

Rothenberg, D. (1995). Full-day kindergarten programs. ERIC Clearinghouse on Elementary and Early Childhood
Education Urbana IL.

Sarant, J. Z., Harris, D. C., Galvin, K. L., Bennet, L. A., Canagasabey, M., & Bushy, P. A. (2018). Social
development in children with early cochlear implants: Normative comparisons and predictive factors,
including bilateral implantation. Ear and Hearing, 39(4), 770-782.
https://doi.org/10.1097/AUD.0000000000000533

Sarant, J., Harris, D., Bennet, L., & Bant, S. (2014). Bilateral versus unilateral cochlear implants in children: A
study of spoken  language  outcomes. Ear and Hearing,  35(4),  396-409.
https://doi.org/10.1097/AUD.0000000000000022

Sininger, Y. S., Grimes, A., & Christensen, E. (2010). Auditory development in early amplified children: Factors
influencing auditory-based communication outcomes in children with hearing loss. Ear and Hearing,
31(2), 166-185. https://doi.org/10.1097/AUD.0b013e3181c8e7h6

Tait, M., Nikolopoulos, T. P., De Raeve, L., Johnson, S., Datta, G., Karltorp, E., Ostlund E., Johansson, U., Van
Knegsel, E., Mylanus, E. A. M., Gulpen, P. M. H., Beers, M., & Frijns, J. H. M. (2010). Bilateral versus
unilateral cochlear implantation in young children. International Journal of Pediatric
Otorhinolaryngology, 74(2), 206-211. https://doi.org/10.1016/j.ijporl.2009.11.015

Kutlu & Yiicel 2023, 24(4)


https://doi.org/10.1016/j.ecresq.2015.03.004
https://doi.org/10.3390/educsci9010019
https://rehabilitationj.uswr.ac.ir/article-1-1568-fa.pdf
https://doi.org/10.1001/jama.2010.451
https://doi.org/10.1179/146431501790560972
https://doi.org/10.1016/j.sbspro.2014.05.167
https://www.researchgate.net/publication/284888834
https://doi.org/10.1093/deafed/enr001
https://link.springer.com/article/10.1007/s10803-007-0402-4
https://doi.org/10.1016/j.ecresq.2010.07.003
https://doi.org/10.1097/AUD.0000000000000533
https://doi.org/10.1097/AUD.0000000000000022
https://doi.org/10.1097%2FAUD.0b013e3181c8e7b6
https://doi.org/10.1016/j.ijporl.2009.11.015

AN EXAMINATION OF THE SOCIAL SKILLS OF PRESCHOOL-AGE CHILDREN 557
WITH COCHLEAR IMPLANTS

Weisel, A., Most, T., & Efron, C. (2005). Initiations of social interactions by young hearing impaired preschoolers.
Journal of Deaf Studies and Deaf Education, 10(2), 161-170. https://doi.org/10.1093/deafed/eni016

Wie, O. B. (2010). Language development in children after receiving bilateral cochlear implants between 5 and
18 months. International Journal of Pediatric Otorhinolaryngology, 74(11), 1258-1266.
https://doi.org/10.1016/j.ijporl.2010.07.026

Wiefferink, C. H., Rieffe, C., Ketelaar, L., & Frijns, J. H. (2012). Predicting social functioning in children with a
cochlear implant and in normal-hearing children: The role of emotion regulation. International Journal
of Pediatric Otorhinolaryngology, 76(6), 883-889. https://doi.org/10.1016/j.ijporl.2012.02.065

Yoshikawa, H., Weiland, C., Brooks-Gunn, J., Burchinal, M. R., Espinosa, L. M., Gormley, W. T., Ludwig, J.,
Magnuson, K. A., Phillips, D., & Zaslow, M. J. (2013). Investing in our future: The evidence base on
preschool education. Society for Research in Child Development. https://eric.ed.gov/?id=ED579818

Yoshinaga-Itano, C. (2003). Early intervention after universal neonatal hearing screening: Impact on outcomes.
Mental Retardation and Developmental Disabilities Research Reviews, 9(4), 252-266.
https://doi.org/10.1002/mrdd.10088

Kutlu & Yiicel 2023, 24(4)


https://doi.org/10.1093/deafed/eni016
https://doi.org/10.1016/j.ijporl.2010.07.026
https://doi.org/10.1016/j.ijporl.2012.02.065
https://eric.ed.gov/?id=ED579818
https://doi.org/10.1002/mrdd.10088

. 1

\;\\-.mw Fa

W a4
‘\\\\

Is185a¢) WY

Ankarg [

Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi
Ankara University Faculty of Educational Sciences Journal of Special Education
2023, 24(4), 559-576

DERLEME | REVIEW

Gonderim Tarihi | Recieved Date: 24.12.22
Kabul Tarihi | Accepted Date: 13.07.23
Erken Goriiniim | Online First: 03.08.23

Gogcmen Ozel Gereksinimli Ogrencilerin Egitimi Alaninda Yapilan
Arastirmalarin Gozden Gegcirilmesi

Tirkce okumak i¢in tiklayiniz

A Review of Research on the Education of Migrant Students with Special
Needs

Click here to read in English

Abdulkadir Kocaoglu Aysenur Cayir Nevin Giiner-Yildiz


https://orcid.org/0000-0002-6321-1222
https://orcid.org/0000-0002-3465-2643
https://orcid.org/0000-0002-9135-6429

- e isels - . DERLEME
Ankara Universitesi Egitim Bilimleri

Fakiiltesi Ozel Egitim Dergisi Génderim Tarihi: 24.12 22
Kabul Tarihi: 13.07.23
2023, 24(4), 559-576 Erken Gériiniim: 03.08.23

Gocmen Ozel Gereksinimli Ogrencilerin Egitimi Alaninda Yapilan
Arastirmalarin Gozden Gegirilmesi*

2 3

Abdulkadir Kocaoglu"='1 Aysenur Cayir Nevin Giiner-Yildiz

Oz
Giris: Gogmen Ogrenciler, kendi egitim sistemlerinden farkli bir egitim sistemine dahil olmak, dislayici/irk¢1 tutumlarla
karsilagmak, goc ettikleri {ilkenin dilini ve kiiltiiriinii 6grenmek, yeni sosyal ortamlara katilmak, gog¢ edilen iilkenin egitim-
Ogretim kdltiirlinii ve miifredatin1 anlamak gibi giicliiklerle bas etmeye caligmaktadirlar. Bu giicliikklerin {izerine 06zel

gereksinimli olma durumu da eklendiginde &grencilerin gog ettikleri iilkelerin egitim sistemine uyum saglamalar1 daha da
karmasik hale gelebilmektedir.

Yontem: Bu ¢alismanin amaci, gdgmen dzel gereksinimli dgrencilerin (GOGO) egitimlerine yonelik 2011-2022 yillar1 arasinda
yayimlanmig arastirmalari yayimlanma yili, yapildig: iilke, arastirma amaci, arastirma yontemi, katilimcilari, veri toplama
arag/teknikleri ve bulgulari olmak iizere ¢esitli degiskenler agisindan incelemektir. Bu amag¢ dogrultusunda sistematik derleme
yontemi benimsenerek ulusal ve uluslararasi veri tabanlarinda taramalar yapilmis (a) arastirmanin 2011-2022 yillar arasinda
yaymmlanmasi, (b) arastirma grubunu olusturan katilimcilarin gogmen ve herhangi bir 6zel gereksinim tanisi olan 6grencilerle
calisan egitimciler, dgrencilerin kendileri ya da ebeveynlerinden olusmast, (c) arastirmanmn GOGO’lerin egitimi konusunu ele
almasi, (d) arastirmanin Tiirkce ya da Ingilizce dilinde yayimlanmasi, (¢) arastirmanin hakem siirecinden gecerek yayimlanmis
arastirma olmasi ve (f) Joanna Briggs Institute (JBI) tarafindan nitel, nicel ve karma aragtirmalarin metodolojik kalitelerinin
degerlendirilmesi amaciyla gelistirilen kalite degerlendirme kriterlerinin en az %901 karsilamasi 6lgiitlerini karsilayan dokuz
aragtirma analiz edilmistir.

Bulgular: Calisma kapsaminda GOGO’lerin egitimiyle ilgili ulusal ve uluslararasi alanyazinda 34 arastirmaya ulasilmis ancak
bu arastirmalarin biiyiik cogunlugu (n = 25) JBI tarafindan gelistirilen kalite degerlendirme kriterlerine gore belirlenen olgiitii
(%90) karsilayamadig igin ¢alisma disinda birakilmistir. Calismadan elde edilen bulgulara gére GOGO’lerle ilgili yapilan
aragtirmalarin katilimer grubunu genellikle bu 6grencilerin ebeveyn ve dgretmenleri olusturmaktadir. Caligmanin dahil etme
kriterlerini karsilayan dokuz arastirmanin tamaminin nitel aragtirma yontemiyle tasarlandigi belirlenmistir. Ayrica en fazla
aragtirmanin Amerika Birlesik Devletleri’nde yapildig1 goriilmistiir.

Tartisma: Calismanin bulgulari, GOGO’lerin egitimlerine iliskin 2015 ve sonrasinda gesitli arastirmalarin yapildigini; bu
aragtirmalarda genellikle GOGO’lerin aileleri ve egitimcilerinin goriislerine bagvuruldugunu ve GOGO’lerin egitimi ile ilgili
en 6nemli sorunlarin dil ve kiiltiir farkliligindan kaynaklandigini ortaya koymaktadir. Ayrica ulusal ve uluslararasi alanyazinda
yapilan c¢alismalarin ¢ogunun kalite degerlendirme kriterleri Olgiitiinii kargilayamamis olmasi konunun derinlemesine
incelenmesi agisindan daha fazla sayida ve nitelikli arastirmaya gereksinim oldugunu ortaya koymaktadir.

Anahtar sézciikler: Gogmen 6zel gereksinimli d6grenci, gég ve 0zel egitim, sistematik derleme, miilteci, siginmaci, gegici
koruma, gb¢men.

Anficin: Kocaoglu, A., Cayir, A., & Giiner-Y1ldiz, N. (2023). Gégmen 6zel gereksinimli 6grencilerin egitimi alaninda yapilan
arastirmalarin gdézden gegirilmesi. Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi, 24(4), 559-
576. https://doi.org/10.21565/0zelegitimdergisi.1223932
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Giris
Go¢ sozctigii Tirk Dil Kurumu (TDK) s6zliigiine gore “Ekonomik, toplumsal, siyasi nedenlerle bireylerin
va da topluluklarin bir iilkeden baska bir iilkeye, bir yerlesim yerinden baska bir yerlesim yerine gitme eylemi”
olarak tanimlanmaktadir. Daha ayrintili ve yaygin bir sekilde kabul goren go¢ tanimi ise Go¢ Terimleri Sozliiglinde
(GTS) bulunmaktadir. GTS, II. Diinya Savas1 sonrasindaki kosullarin itici giiciiyle 1951 yilinda kurulan ve bugiin
174 iiye devlet ile 100’den fazla iilkede gdzlemcisi olan Uluslararas1 Gog¢ Orgiitii (UGO) tarafindan 2013 yilinda

giincellenerek yayimlanan bir sozliiktiir. GTS’de bulunan go¢ taniminda asagidaki ifade yer almaktadir (UGO,
2013, s. 35):

“Bir kisinin ya da bir grup insanin uluslararasi bir sinir1 gegerek ya da bir devlet iginde yer degistirmesi.
Siiresi, yapis1 ve nedeni ne olursa olsun insanlarin yer degistirdigi niifus hareketleri. Buna, miiltecilerin,
yerinden edilmis kisilerin, ekonomik gd¢menlerin, aile birlesimi gibi farkli amaglarla hareket eden
kisilerin goc¢ii de dahildir.”

TDK ve GTS’deki tanimlardan hareketle goc, insanlarin yasadigi yerden baska bir yere cesitli
nedenlerden dolayi1 gitmesi, yer degistirmesi olarak tanimlanabilir. Go¢ kavramu ile ilgili daha net bir bakis acist
olugturabilmek i¢in GTS’de yer alan ve bazen birbirlerinin yerine kullanilsalar da temelde hepsi farkli anlamlara
gelen miilteci, siginmaci, gegici koruma ve gogmen terimlerini agiklamak yararli olacaktir. S6zliige gore miilteci
“Irki, dini, tabiiyeti, belirli bir sosyal gruba mensubiyeti ve siyasi goriisleri yiiziinden hakli bir zuliim korkusu
nedeniyle vatandagi oldugu iilkenin disinda bulunan ve soz konusu korku yiiziinden, ilgili iilkenin korumasindan
yararlanmak istemeyen kigi” olarak tanimlanmaktadir. Siginmact “Zuliim ya da ciddi zarardan korunmak igin
kendi iilkesi disinda bir iilkede giivenlik arayisinda olan ve ilgili ulusal ya da uluslararasi belgeler ¢er¢evesinde
miiltecilik statiisiine iliskin yaptigi basvurunun sonucunu bekleyen kisi” seklinde ifade edilmektedir. Gegici
koruma ise “Catisma ya da yaygin siddet ortamlarindan kitlesel olarak ka¢ip gelen kisilere oncesinde bireysel
statii belirleme iglemine tabi tutulmaksizin devlet tarafindan verilen statii” olarak tanimlanmaktadir. Gogmen
kavramina bakildiginda ise uluslararasi 6lgekte iizerinde ortak goriise varilan bir tanimi olmadig1 ancak sozliikte
“Bireyin go¢ etme kararmi, zorlayict dis faktérlerin miidahalesi olmaksizin kendi 6zgiir iradesiyle ve ‘kisisel
uygunluk’ nedenleriyle aldigi tiim durumlari kapsar” seklinde ifade edildigi goriilmektedir. Ayni sozlikte
Birlesmis Milletler (BM) tarafindan yapilan gé¢men tanimina da yer verilmektedir. Bu tanima goére gdogmen
“Nedenleri, goniillii olup olmamasi, go¢ yollari, diizenli ya da diizensiz olmasi fark etmeksizin yabanci bir iilkede
bir yildan fazla ikamet eden bir birey” dir. Bu ¢aligma kapsaminda, incelenen aragtirmalardaki katilimeilarin
yukaridaki tanimlarin sadece biriyle ifade edilemeyecek Ozelliklere sahip olmasi nedeniyle gégmen, miilteci,
siginmact ya da gecgici koruma statiisii terimlerinin tamami1 yerine GTS’deki en kapsayici tanima sahip olan
“gdemen” terimi kullanilmastir.

UGO’niin yayimladig1 2022 yih Diinya Gé¢ Raporu’na gore diinya niifusunun yaklasik %3.6’s1 olan 281
milyon insan gdgmen olarak yasamaktadir (UGO, 2022). Bu rakam birgok iilkenin niifusundan daha fazladir.
Ayrica, dikkat c¢ekici bir sekilde bu gégmenlerin ¢ogunlugu, okul ¢agindaki ¢ocuklardan olugmaktadir (United
Nations High Commissioner for Refugees, 2022). Okul ¢agindaki gogmen ¢ocuklarin yasadigi yaygin giicliikler
arasinda, kendi egitim sistemlerinden farkli bir egitim sistemine dahil olmak, gd¢ ettikleri {ilkenin dilini ve
kiiltiiriinii 6grenmek, yeni sosyal ortamlara katilmak, egitim-6gretim kiiltiiriinii ve miifredatin1 anlamak ve
dislayici/irk¢r tutumlarla karsilagsmak yer almaktadir (Aydin & Kaya, 2019; Hamilton, 2013; Ryan vd., 2010).
Alanyazinda gb¢men Ogrencilerin kosullarini incelemek ya da iyilestirmek amaciyla yapilan arastirmalara
bakildiginda katilimcilarin genellikle tipik gelisen gd¢men Ogrenciler ya da bu Ogrencilerin ¢evresindeki
yetigkinlerden olustugu goriilmektedir (Aydin & Kaya, 2017; Ciilha & Demirtas, 2020; Dilmag, 2018; Simsir &
Dilmag, 2018; Karsli-Calamak & Kilinc, 2021; Kuzhabekova & Nardon, 2021; Mahfouz vd., 2020; Orak¢1 &
Aktan, 2020; Taskin & Erdemli, 2018; Sarmini vd., 2021; Sunata & Abdullah, 2019). Oysa Diinyanin farkli
yerlerinde yasayan ve sayilari azimsanamayacak oOlgiide fazla olan gdg¢menlerin igerisinde 6zel gereksinimli
bireylerin de oldugu (McIntyre & Hall, 2018; Kocaoglu & Giiner-Y1ldiz, 2022; Sinkkonen & Kyttéld, 2014) ve bu
bireylerin énemli bir kisminin da yine okul ¢agindaki 6zel gereksinimli dgrencilerden olustugu bilinmektedir
(Kocaoglu, 2022). Gégmen 6zel gereksinimli 6grenciler (GOGO) gdemen olmanin sonucu olan giigliiklere ek
olarak bireysel farkliliklarindan kaynaklanan giigliiklerle de karsilagmakta ve bu nedenle iki kat stres
yasamaktadirlar (Caldin, 2014; Milli Egitim Bakanligi, 2017). Bu 6grencilerin yasadig: stres kaynaklarini en aza
indirmek ve yasam kosullarini iyilestirmek igin egitim hizmetleri etkili bir yol olarak kullanilabilir. GOGO’lere
sunulan egitim hizmetleri incelendiginde egitim sistemlerine katilimlarinin 6niinde ¢esitli engellerin oldugu
goriilmiistiir. Bu engellerden bazilar; dil ve kiiltiir farkliligi, egitim sistemi ve miifredat farkliligi, ¢ocuk yetistirme
anlayislarmin farkli olmasi ve farkli bir sosyal ortama uyum saglamaktaki giigliikler seklinde siralanabilir (Aydin
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& Kaya, 2019; Hamilton, 2013; Ryan vd., 2010). Aslinda bu engeller sadece GOGO’ler i¢in degil diinyadaki tiim
gbemen ¢ocuklar i¢in gegerlidir. Ancak bu engellere eslik eden bir 6zel gereksinim durumu oldugunda siire¢ daha
da zorlagmaktadir. Bu siirecin basarili bir sekilde yiiriitilmesi i¢in GOGO’lere etkili egitim hizmetlerinin
sunulmasi ve bu konunun derinlemesine, ¢ok boyutlu incelenmesi gerekse de ulusal ve uluslararasi alanyazinda
GOGO’lerle ilgili az sayida arastirma bulunmaktadir. Ulusal alanyazinda GOGO’lerle ilgili arastirmalara
bakildiginda arastirmalarin tamaminin 2021 yilinda yayimlandig1 anlasilmaktadir (Cetin & Kog, 2021; Hatipoglu,
2021; Keklik, 2021; Unay vd., 2021). Suriye’de 2011 yilinda patlak veren i¢ savasin ardindan vatanlarindan
ayrilarak Tirkiye’ye go¢ etmek zorunda kalan ve Tiirk egitim sistemine dahil edilen ¢ocuklarin (Emin, 2016)
arasinda 6zel gereksinimli olanlarin da bulunmasina karsin yaklasik 10 y1l boyunca bu gocuklarla ilgili herhangi
bir arastirma yapilmamis olmasi dikkat ¢ekicidir. Uluslararasi alanyazinda ise ¢esitli iilkelerde farkli etnik kdkene
sahip GOGO’leri konu alan ve daha uzun bir gegmise sahip olan ¢aligmalarla karsilasilabilmektedir. Ornegin
Almanza ve Mosley (1980) tarafindan 1980 yilinda yapilan bir arastirmada dili ve kiiltiirii farkli olan 6zel
gereksinimli ¢ocuklar i¢in var olan miifredat uyarlamalari tartisilmis ve bu ¢cocuklar i¢in sunulan miifredatin esnek
olmas: gerektigi belirtilip O6gretim materyallerinin  6grenme Ozelliklerine gore hazirlanmast gerektigi
vurgulannugtir. 1984 yilinda yapilan baska bir arastirmada, GOGO’lerle ¢alisan ilkokul ve ortaokul
ogretmenlerinin yeterlilikleri belirlenmistir. Bu arastirmada, arastirmacilar tarafindan gelistirilen bir anket ile veri
toplanmis ve bulgular katilimcilarin yarisindan fazlasinin bu 6grencilerle ¢aligmak igin herhangi bir egitim
almadiklarint gdstermistir (Salend vd., 1984). 1986 yilinda yapilan bir bagka arastirmada Amerika Birlesik
Devletleri’nde (ABD) yasayan Asyali 6zel gereksinimli ¢ocuklarla ilgili kapsamli bir rapor yazilmistir. Raporda
ABD’de yasayan Asyali GOGO’lerin demografik ozellikleri ve egitim gereksinimleri, ebeveynlerin gocuk
yetistirme anlayislari, bu 6grencilerin egitsel degerlendirme siiregleri ve bu 6grencilere uygun miifredatlar: sunma
modelleri tartisilmistir (Kitano & Chinn, 1986). Giinliimiize yaklastigimizda 2013 yilinda yapilan bir arastirmada
Asya, Afrika ve Karayipler'den Kanada'ya gelen ve fiziksel yetersizlige sahip ¢ocugu olan gé¢gmen ebeveynlerle
goriligiilmiistiir. Arastirmada ebeveynlerin saglik ve sosyal hizmetlere erisim siiregleri incelenmistir. Dil
bariyerinden dolay1 bu hizmetlere erismekte giicliik yasadiklarini ifade eden katilimcilar bu siireci yonetmek icin
gorevlendirilen kolaylastirict kisinin kendilerine verdigi destegi belirtmistir (Fellin vd., 2013). 2019 yilinda
yapilan baska bir aragtirmada 6zel gereksinimli ¢ocuga sahip ABD'deki Koreli gogmen annelerin ¢ocuklarinin
gecis slirecine yonelik goriisleri ortaya ¢ikarilmistir. Katilimcilar, gegisi basarili bir sekilde yiirlitmek i¢in erken
tan1 ve kiiltiirlerine uygun destek hizmetlere gereksinim duyduklarini bildirmislerdir (Bora, 2019).

Uluslararas1 alanyazinda yapilan aragtirmalarin sayisi, bu uzun gegmis ve genis cografya ile
kiyaslandiginda az olarak kabul edilebilir. Arastirma sayis1 sinirli olsa da var olan arastirmalarin incelenmesinin
GOGO’lerin egitimleri ile ilgili giincel durumu ortaya koyarak gelecek arastirmalara zemin hazirlayabilecegi
diisiiniilmektedir. Bu nedenle bu ¢alisma ile ulusal ve uluslararasi aragtirmalarin incelenmesi yoluyla GOGO’lerin
egitimleriyle ilgili giincel durumun betimlenmesi amaglanmigtir. Bu amag¢ dogrultusunda asagida belirlenen
sorulara yanit aranmstir:

1. Calisma kapsaminda incelenen arastirmalarin betimsel 6zellikleri nelerdir?
2. Calisma kapsaminda incelenen arastirmalarin metodolojik kaliteleri ne diizeydedir?
Yontem

Bu ¢alisma bir sistematik derleme ¢aligmasidir. Sistematik derleme, belirli bir alan i¢inde yayimlanmis
tiim arastirmalarin ilgili alan uzmanlari tarafindan 6nceden belirlenen dahil etme ve dislama 6lgiitleri cergevesinde
ayrintih bir sekilde taranmasiyla bir sonuca ulagsmay1 saglayan sentez ¢alismasidir (Grove vd., 2015; Karagam,
2013). Sistematik derlemede nicel, nitel ya da karma aragtirmalar incelenebilmektedir (Hemingway & Brereton,
2009). Sistematik derleme arastirmalar1 daha fazla bilimsel bilgi icermeleri ve daha saglam kanitlara ulagilmasi
acisindan onemli goriilmektedirler. Sistematik derlemenin daha az yanlilik ve hata igermesi, kapsamli, tekrar
edilebilir ve objektif olmas gibi 6zelliklere sahip olmasindan (Hemingway & Brereton, 2009; Moula & Goodman,
2009) dolay1 bu ¢aligmada kullanilmasina karar verilmistir.

Tarama Stratejisi

Bu derleme calismasinda, 2011-2022 yillar1 arasinda yayimlanan arastirmalar inceleme kapsamina
alinmistir. Taramanin 2011 yili itibariyle baglatilmasinin nedeni Suriye’de aym yil bir i¢ savasin ¢ikmasiyla II.
Diinya Savasindan bu yana goriilen en bilyiik gé¢ hareketinin baslamasi (United Nations International Children’s
Emergency Fund [UNICEF], 2016) ve bu hareketin pek ¢ok iilkede sosyal-kiiltiirel sonuglara yol agmasidir.

CLIN3 <

Tarama siirecinde “gb¢men 6zel gereksinimli birey”, “gd¢ ve 6zel egitim”, “gecici koruma statiisii ve 6zel egitim”,
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“gogmen Ozel gereksinimli birey ve aile”, gd¢men 6zel gereksinimli birey ve Ogretmen ve “miilteci ozel
gereksinimli birey” anahtar kelimeleri kullanilarak Google Scholar, TRDizin ve DergiPark veri tabanlarinda
tarama yapilmistir. Yapilan tarama sonucunda ulusal alanyazinda yayimlanmig 194 arastirmaya ulasiimistir.

LEINNT3 EEENT3

Ardindan “immigrant special needs student”, “refugee with special education needs”, “immigrant children with
disabilities”, “refugee children with disabilities” “migrant with special education needs”, “migrant children with
disabilities” ve “refugee special needs student” anahtar kelimeleri kullanilarak Taylor & Francis Online, SAGE,
ERIC ve Science Direct veri tabanlarinda elektronik tarama yapilmistir. Bu tarama sonucunda ise uluslararasi
alanyazinda yayimlanmis 1.123 aragtirmaya ulasilmistir. Calismanin ilk agamasinda ulasilan arastirmalarin
kaynakc¢alarindan yola ¢ikarak ikinci asama taramalar yapilmig ve 272 arastirma daha elde edilmistir. Yapilan

taramalar sonucunda toplam 1.589 aragtirmaya ulasilmistir.

EEINT3

Gozden Gegirme Siireci

Yapilan tarama sonucunda ulusal ve uluslararasi alanyazinda yayimlanmig aragtirmalarin incelenmek
iizere ¢alisma kapsamina alinmasi i¢in dahil etme ve dislama olgiitleri belirlenmistir. Arastirmalar1 dahil etme
kapsaminda belirlenen 6lgiitler su sekildedir; (a) arastirmanin 2011-2022 yillar1 arasinda yayimlanmig olmast, (b)
aragtirma grubunu olusturan katilimcilarin gogmen ve herhangi bir 6zel gereksinim tanisi olan 6grencilerle ¢alisan
egitimciler, dgrencilerin kendileri ya da ebeveynlerinden olusmasi, (c) arastirmanin GOGO’lerin egitimi konusunu
ele almasi, (d) arastirmanin Tiirkce ya da Ingilizce dilinde yayimlanmasi, (e) arastirmanin hakem siirecinden
gecerek yayimlanmig aragtirma olmasi ve (f) ilgili kalite degerlendirme kriterlerinin en az % 90’nin1 karsilamast.
Arastirmalart dislama olgiitleri ise sunlardir; (a) arastirmanm 2011 yili dncesinde yayimlanmis olmasi, (b)
aragtirma kapsaminda konu olan gdgmen ogrencilerin tipik gelisim gdstermesi, (c) arastirmanin GOGO’lerin
egitimleri disindaki konular1 incelemesi ve (d) ilgili kalite degerlendirme kriterlerinden belirlenen olgiiti
karsilayamamasidir. 1589 arastirmanin okuma, degerlendirme ve simiflandirma islemlerinden sonra 1555’inin
Ozetlerinde, anahtar kelimelerinde ya da basliklarinda belirlenen anahtar kelimeler yer almasma karsin
GOGO’lerin egitimi ile dogrudan baglantili olmadigi; ayrica bu arastirmalarin 567’sinin belirlenen yil aralig
disinda, 376’sinn tipik gelisim gosteren gogmen bireylerle, 351 inin tipik gelisim gdsteren gd¢men bireye sahip
ebeveynlerle, 202’sinin gégmenlere egitim disinda hizmet saglayan kisilerle ilgili oldugu; 23’iiniin GOGO’lerin
saglik hizmetlerini inceleyen, 18’inin GOGO’lerle ilgili yazilmis rapor, 11’inin GOGO’lerle ilgili lisansiistii tez
calismasi ve yedisinin GOGO’lerin sosyal haklarini inceleyen arastirmalar oldugu goriilerek ¢alismanin diginda
brrakilmigtir. Geriye kalan 34 arastirma, yontemlerine gore belirlenen kalite degerlendirme kriteri araclariyla
incelenmis ve nitel aragtirma yontemiyle tasarlanan arastirmalarin 14’4, nicel aragtirma yontemiyle tasarlanan
aragtirmalarin altist ve karma aragtirma yontemiyle tasarlanan bir aragtirma kalite degerlendirme kriteri aracindan
belirlenen 6lgiitii kargilamadigi i¢in ¢alismanin diginda birakilmistir. Ayrica derleme ¢alismasi olarak tasarlanan
dort arastirma da ilgili kalite degerlendirme kriteri aracindan belirlenen &lgiitleri karsilamadigi i¢in ¢alismanin
disinda birakilmistir. Son olarak bu ¢aligmada, dahil etme 6lgiitlerini karsilayan dokuz nitel aragtirma yontemi ile
tasarlanan aragtirma incelenmistir. G6zden gegirme siirecindeki asamalar Sekil 1°de gosterilmektedir.

Veri Analizi

Dahil etme ve diglama kriterlerini dikkate alarak ulasilan dokuz arastirmanin ¢aligmanin amaglarina
uygun olarak ayrintili bir sekilde incelenmesi i¢in arastirma degerlendirme formu olusturulmustur. Formda
aragtirmanin yazarlari, arastirmanin yapildig: iilke, arastirmanin amaci, yontemi, katilimcilari, veri toplama
araclari/teknikleri ve bulgularinin islenecegi siitunlar yer almaktadir.

Betimsel Analiz Siireci

Incelenen arastirmalar degerlendirme formuna aktarilmis ve bu aragtirmalara genel bir bakis acisi
olusturabilmek adina (a) ulusal ve uluslararasi alanyazina gore, (b) tilkelere gore, (c) yillara gore ve (d) arastirma
yontemlerine gore dagilimlari incelenmistir. Elde edilenler bulgular bdliimiinde sirasiyla; aragtirmalarin yapildigi
iilkelere gore dagilimlari, aragtirmalarin yaymlanma yillarina gére dagilimlar: ve aragtirmalarin yontemlerine gore
dagilimlar1 bagliklart altinda ele alinmistir.
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Gozden Gegirme Stireci
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Not: Liberati, A., Altman, D. G., Tetzlaff, J., Mulrow, C., Getzsche, P. C., loannidis, J. P., Clarke, M., Devereaux, P. J., Kleijnen, J., & Moher,
D. (2009). The PRISMA statement for reporting systematic reviews and meta-analyses of studies that evaluate health care interventions:
Explanation and elaboration. Journal of Clinical Epidemiology, 62(10), el-e34.” kaynagindan uyarlanmistir.

2Alodat & Momani, 2018; Alodat & Gentry, 2022; Caldin, 2014; Cate & Glock, 2018; Cetin & Kog, 2021; Daudji vd., 2011; Hatipoglu, 2021;
Hurley vd., 2013; Johansson vd., 2021; John vd., 2015; Jergensen vd., 2020; Keklik, 2021; Kim & Hwang, 2018; Lim vd., 2020; McDevitt,
2021; Markova vd., 2015; Migliarini vd., 2019; Migliarini vd., 2018; Munroe vd., 2016; Nyikach vd., 2022; Oliver & Singal, 2017; Sinkkonen
& Kiyttild, 2014; Taylor & Sidhu, 2012; Unay vd., 2021; Walker-Dalhouse & Dalhouse, 2015.

Kalite Degerlendirme Kriterleri Analiz Siireci

Sistematik  derlemelerde incelemeye dahil edilen arastirmalarin metodolojik kalitelerinin
degerlendirilmesi gerekmektedir (Pollock & Berge, 2018; Yilmaz, 2021). Alanyazinda kalite gostergelerini
degerlendirme, kalite degerlendirme ya da kalite degerlendirme kriterleri ad1 verilen bu degerlendirme siirecini
gergeklestirebilmek igin ¢esitli kontrol listeleri, formlar1 ve araglari mevcuttur (Karagam, 2013). Bu araglart
kullanarak incelenen arastirmalarin tasarlanmasindan raporlanmasina kadar olan siiregteki kaliteleri belirlenebilir.
Boylece incelenen arastirma sonuglarinin giivenirligi ve gecerligi hakkinda fikir sahibi olunabilir (Cinar, 2021).
Incelenen arastirmalarin giivenilirligi ve gegerliliginin, sistematik derlemenin sonuglarinin giivenilirligini ve
gecerliligini etkileyen 6nemli bir faktor oldugu diisiiniildiigiinde sistematik derlemelerde kalite degerlendirmesinin
onemi daha iyi anlagilabilir (Aromataris & Munn, 2020).

Bu caligmaya dahil edilen arastirmalarin metodolojik kalitesini degerlendirmek icin Joanna Briggs
Institute (JBI) tarafindan gelistirilen kalite degerlendirme kriteri aract kullanilmistir. JBI’'nin gelistirdigi kalite
degerlendirme kriteri araglar1 JBI ve paydaslar tarafindan gelistirilmis ve JBI Bilimsel Komitesi tarafindan
onaylanmistir (Aromataris & Munn, 2020). JBI’da farkli arastirma yontemleriyle tasarlanan ¢alismalar icin ayri
kalite kriterleri degerlendirme araglar1 olmasindan dolay1 alanyazinda aragtirmacilar tarafindan tercih edilmektedir
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(Zeng vd., 2015). Gelistirilen bu kalite kriterleri degerlendirme araglar1 daha ¢ok sistematik derleme ¢aligmalarinda
kullanilmak tizere tasarlanmistir (Hiir vd., 2022). Bu ¢alismada nitel arastirma yontemiyle tasarlanan aragtirmalar
icin 10 kriterden olusan “Nitel Arastirma i¢in JBI Kritik Degerlendirme Kontrol Listesi” kullanilmistir. Bu arag
“evet, hayir, belirsiz ve uygulanamaz” seklindeki bir degerlendirme sistemine sahiptir. Bir aragtirmanin, kalite
degerlendirme kriterleri aracindaki kriterleri karsilamasi ve yiiksek kaliteli olarak degerlendirilebilmesi i¢in JBI
tarafindan herhangi bir dl¢iit belirtilmemistir. JBI arastirmacilar tarafindan kalite degerlendirilmesi yapilmadan
once bir oran belirlenip bu orani saglayan arastirmalarin ¢alismaya dahil edilmesi gerektigini belirtmigtir (Munn
et al., 2014). Bu ¢alismaya dahil edilecek arastirmalar i¢in kalite degerlendirme kriteri aracindaki kriterlerin, en az
%90'min karsilanmasi kriter olarak belirlenmistir. Tiim arastirmalar makalenin yazarlar1 tarafindan ayri ayr
degerlendirilmis ve kalite kriterleri degerlendirme araci kriterlerinin %90’m1 ve iizerini karsilayan makaleler
tizerinde yazarlar tarafindan uzlagsmaya varilmistir. Degerlendirmeler sonucunda bu odlgiitii karsilayan toplam
dokuz arastirma bu ¢aligma kapsaminda incelenmistir.

flgili kalite degerlendirme kriterleri araci kullanilmadan once Tiirkge’ye g¢evrilmistir. Daha sonra
uluslararasi dil smavlarindan dil becerisinin yeterli oldugu bilinen iki dil uzmanindan g¢evirinin uygunlugu
hakkinda goriis alinmistir. Dil uzmaninin gorisleri dogrultusunda son sekli verilen “Nitel Aragtirma i¢in JBI Kritik
Degerlendirme Kontrol Listesi” nitel aragtirma yontemi dersini yiiriiten iki akademisyen tarafindan incelenmis ve
araglarin kullaniminin uygun oldugu yoniinde goriisleri alinmistir.

Giivenirlik

Bu ¢alismanin giivenirligi {ic adimda saglanmistir. Oncelikle yapilan taramalar sonucunda ulasilan tiim
aragtirmalarin giivenirlik caligmast i¢in 6zel egitim alaninda bagimsiz bir uzman, yukarida siralanan veri
tabanlarinda ayni anahtar kelimeleri kullanarak yeniden bir tarama yapmustir. Belirlenen anahtar kelimeler
kullanilarak arastirmanin birinci ve ikinci yazari tarafindan yapilan tarama sonucunda ulagilan aragtirmalar ile
uzmanin ulastigi aragtirmalar karsilastirilmis ve ilk hesaplamada kodlayict giivenirligi %90 bulunmustur. Daha
sonra birinci ve ikinci yazar ile uzman bir araya gelip taranan aragtirmalar hakkinda tartigip ortak bir sonuca
ulagtiktan sonra kodlayici giivenirligi %100 olarak hesaplanmustir. ikinci asamada ise elde edilen arastirmalarin
kaliteleri belirlenmistir. Bu asamada elde edilen tiim aragtirmalar belirlenen kalite kriterleri dogrultusunda tiim
yazarlar tarafindan ayri ayri degerlendirilmis ve degerlendirmeler arasi karsilagtirma yapilmistir. Bu asamada
iizerinde goriis birligine varilamayan dokuz arastirma yazarlar tarafindan tartigilip ortak bir sonuca ulastiktan sonra
degerlendirmeler arasi giivenirlik oran1 %100 olarak belirlenmistir.

Giivenirligin ii¢lincii asamasinda ise kalite kriterleri degerlendirme aracina gore belirlenen o6lgiitii
karsilayan arastirmalar, arastirma degerlendirme formuna yerlestirilmistir. Arastirmalari, aragtirma degerlendirme
formuna yerlestirmede yazarlar arasi tutarlilik %100 olarak hesaplanmistir. Ardindan arastirmalar, “yazart ve
yayin yili, yapildigi iilke, amag, yontem, katilimeilar, veri toplama teknikleri ve bulgular” basliklar altinda
smiflanmis ve Microsoft Office Excel programi kullanilarak tablo ve grafik halinde sunulmustur.

Bulgular

Bu calismanin amaci, ulusal ve uluslararas alanyazinda GOGO’lerin egitimlerine yonelik 2011-2022
yillar1 arasinda yayimlanmis arastirmalar1 betimsel ve kalite degerlendirme kriterleri agisindan analiz etmektir.
Analizler sonucunda elde edilen sonuglara betimsel analiz ve kalite degerlendirme kriterleri bulgular1 basliklar
altinda bu béliimde yer verilmistir.

Betimsel Analiz Bulgular
Arastirmalarin Yapudigi Ulkelere Gore Dagilimlar

Bu c¢aligmada incelenen arastirmalarin timii uluslararasi alanyazinda yer almigtir. Toplam bes farkli
ilkede yapilan arastirmalar incelendiginde en fazla yaymnin Amerika Birlesik Devletleri’nde (ABD)
gerceklestirildigi goriilmektedir. Yapilan aragtirmalarin iilkelere gore dagilimi Sekil 2°de gdsterilmektedir.

Kocaoglu vd. 2023, 24(4)



GOCMEN OZEL GEREKSINIMLI OGRENCILERIN EGITIMI ALANINDA YAPILAN ARASTIRMALARIN 565
GOZDEN GECIRILMESI

Sekil 2
GOGO lere Yonelik Yapilan Arastirmalarin Ulkelere Gére Dagilimi

O P N W b~ O

ABD Ispanya Urdiin Norveg Ingiltere

Bu ¢alismada incelenen arastirmalarin yayimlandig: yillara iliskin bilgiler Sekil 3’te gosterilmektedir.
Buna gore incelenen aragtirmalar 2015 ve 2022 yillari arasinda yayimlanmistir. 2017 ve 2019 yillarinda iki, diger
yillarda ise bir aragtirmanin yayimlandigi goriilmiistiir.

Sekil 3
GOGO lere Yonelik Yapilan Arastirmalarin Yayimlanma Yillarina Gore Dagilimi

3
2

0IIIIIII

2015 2016 2017 2019 2020 2021 2022

[y

Arastirmalarin Betimleyici Bilgileri

Aragtirmalar; a) kaynak, b) yapildigi iilke, ¢) amag, d) yontem, e) desen, f) katilimcilar, g) veri toplama
teknigi ve h) bulgular bakimindan incelenmistir. Aragtirmalarin betimleyici bilgileri Tablo 1°de goriilmektedir.

Tablo 1°de sunulan arastirmalar incelendiginde temel olarak tiim arastirmalarda GOGO’lere saglanan
egitim, saglik ve sosyal hizmetler hakkinda ebeveyn ya da hizmet saglayan personelden goriis almanin
hedeflendigi goriilmektedir. Ebeveynlerin katilimcist oldugu arastirmalarda genellikle annenin katilimci oldugu
goriilmiistiir. Bu arastirmalarda ¢ocuklarinin gelecegi ile ilgili endiseleri, cocuguna verilen hizmetlerin niteligi ve
yeterliligi, cocugu ya da kendisi i¢in gereksinim duydugu ama verilmeyen hizmetleri ve bu siirecte karsilastig
zorluklar1 ortaya ¢ikarmak amaclanmistir. GOGO’lere hizmet saglayan egitimcilerin katilimer oldugu
aragtirmalara (6gretmen ve ebeveyn birlikte katilime1 olmuslardir) bakildiginda GOGO’lere hizmet saglamanin
zorluklari, sunulan hizmetlerin yeterliligi ve niteligi ve GOGO ile ¢aligmaya yonelik deneyimlerinin ortaya
¢ikartlmasi amaglanmistir. Belirlenen amaglart ortaya ¢ikarmak igin aragtirmacilarin tiim arastirmalarda verileri
goriigme teknigi ile topladigi, bazi arastirmalarda ise gorlisme teknigi ile gozlemi de kullandiklari gériilmiistiir.
Arastirmalarin bulgular incelendiginde hem ebeveyn hem de 6gretmenlerin temelde dil ve kiiltiir farkliligindan
kaynaklanan problemler yasadiklar1 belirlenmistir. Ebeveynlerle yapilan aragtirmalar sonucunda ebeveynlerin
¢ocuklarinin egitim stireclerine katilmak istedikleri ancak dil farklili§indan dolay1 ¢ocuklarinin egitimlerine tam
katilim gosteremedikleri goriilmiistiir. Terciimanlarin dil destegi noktasinda ¢ok 6nemli bir rol oynadig1 ancak
sayica ¢ok az oldugu ve niteliginin de yeterli olmadig1 i¢in ebeveynler siirecte etkin rol alamadiklarim
belirtmislerdir. Ayrica kiiltiiriin de bazen sinirlilik yarattigr gécmen ebeveynlerin kendi tilkelerindeki anlayisla
egitime yaklastig1 ve bu durumun ¢ocugun egitimini olumsuz etkiledigi goriilmiistiir. Egitimcilerin katilimeisi
oldugu arastirmanin bulgularina bakildiginda &grencilerin degerlendirme siirecinde kullanilan araglarin ve
degerlendiren personelin yetersiz oldugu, bu faktérlerden dolay1 degerlendirme ve tanilama siire¢lerinde dogru
karar vermekte zorlandiklar1, 6gretmenlerin GOGO’lerle ¢alisma deneyimlerinin olmamasindan dolay1 calisirken
cesitli zorluklar yasadiklart ve GOGO’lerle dil farkliigindan, ebeveynleriyle ise hem dil hem de kiiltiir
farkliligindan dolay1 siirh diizeyde iletisim kurabildikleri goriilmiistiir.
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Tablo 1
Incelenen Arastirmalarin Betimleyici Bilgileri
Yapildigt . Veri toplama
Kaynak iilke Amag Yontem Desen Katilimcilar teknigi Bulgular
Ebeveynlerin ¢ocuklariyla fiziksel etkinliklere katildiktan sonra
Arfa, GOGO’lerin ebeveynleriyle ) ¢ocuklarmin yetenekleflne, '1lgller1.ne' ve var olan ka}ynqkla}ra 11'1$k1n
Solvang, Y, bl 24 gdecmen i farkindaliklarinin arttig1 belirlenmistir. Ebeveynlerin birbirleriyle
cesitli fiziksel aktivitelere . .. Gozlem ve . o .
Berg & Norveg Katihmlarima iliskin Nitel Fenomenoloji ebeveyn ve Srilsme sosyallesme, deneyim ve bilgi aligverisinde bulunma firsat:
Jahnsen, Sriislerini ince?emek 17 GOGO gorts yakaladiklar1 goriilmiistir. GOGO’lerin yeni beceriler 6grendikleri,
2022 oy ' tercih ve yeteneklerinin farkina vardiklari, arkadaslik kurduklart ve
sosyal becerilerini gelistirdikleri belirlenmistir.
Katilimcilarin 6zel gereksinimli ¢ocuklarinin yetigkinlige gegisiyle
- ilgili baz1 endiselere sahip olduklar1 belirlenmistir. Katilimcilar
Koreli gogmen . e . o
. n o gelecekte ¢ocuklarini neyin bekledigini, gocuklarinin bir is sahibi olup
. ebeveynlerin ¢cocuklarinin GOGO’ye "~ oo . o
Kim & clecodine iliskin baki sahip 20 olamayacagini, kendilerine nasil bakacaklarini bilmediklerini ve bu
Dababnah, ABD & £ 3 3 Nitel Gomiili teori NIp Goriigme durumlarla ilgili endiselendiklerini ifade etmislerdir. Arastirmada
agilarimi ve bu bakis gbemen . O A . , .
2021 . . gegis planlariyla ilgili yeterli hizmetin olmadig1 vurgulanmustir. Dil
agilarini sekillendiren ebeveyn . 1 . R
1 engeli ve kiiltiirel farkliliklar nedeniyle ebeveynler Koreli bir hizmet
faktorleri arastirmak. < L . ..
saglayicinin ¢ocuklarina bakim vermesini istediklerini ifade
etmislerdir.
ineiltere’de vasavan 6zel Pakistanli ebeveynler 6zel gereksinim durumunu, “Allah’in iradesi”
& > C¢ yasayan . GOGO’ye olarak gormiisler ve bu durumu manevi bir gelisme firsat1 olarak
gereksinimli ¢ocuga sahip ; . S . U e .
Akbar Pakistanhi ebevevnlerin sahip 10 nitelendirmislerdir. Katilimeilarin goriisleri incelendiginde din
&Woods, Ingiltere J aastan’ Ehe ynier Nitel Fenomenoloji Pakistanl Goriisme faktoriiniin koruyucu bir faktér oldugu belirlenmistir. Katilimcilar
6zel egitim hizmetlerine . . . . " s
2020 P . - gdecmen okulla ig birligi yapma konusunda ¢evirmenlerin ¢ok 6nemli bir role
yonelik deneyimlerini . - . . DU
incelemek ebeveyn sahip oldugqnu ve ayni l_(g]turden blreyl@rle iletisim kurduklarinda
' daha rahat hissettiklerini ifade etmislerdir.
Gogmen ebeveynlerin, Gogmen ebeveynlerin 6zel egitim hizmetleri hakkinda bilingsiz
Rivera- ¢ocuklarinin 6zel olduklart, dil ve kiiltiir farkliliklar1 nedeniyle giinlilk yasamda
- gereksinim durumu ve e zorlandiklar1 belirlenmistir. Katilimeilar yasadiklari zorluklara 6rnek
Singletary > SR GOGO’ye . g S .
ozel egitim siireci . olarak siddet, ayrilik ve bosanma gibi olumsuz es iligkilerine yonelik
& . itel loii sahip dort - , RO L
Cranston- ABD hakkindaki anlayislarini Nite Fenomenoloji gdomen Goriisme somut _ornekler vermistir. Gogmen ebeveynlere yonelik duygusal
. incelemek ve gogmenlerin destegin ev-okul ortakliginin basarisi igin kritik bir 5neme sahip
Gingras, . N . ebeveyn b o . - o
2019 6zel egitim hizmetlerine oldugu vurgulanmistir. Okul personeli ile deneyimler ve 6zel egitim

iliskin deneyimlerini
ortaya ¢ikarmak.

stireci tartisilmis, alinan destekten ve empatiden etkilenen veli
tepkilerinin hem olumlu hem de olumsuz oldugu belirlenmistir.
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Tablo 1 (devami)
Yapildigt Veri
Kaynak 'Plke £ Amag Yontem Desen Katilimcilar toplama Bulgular
Y teknigi
Usguﬁlzlit?fl;lllcislggyeh Ustiin yetenekli Suriyeli GOGO’leri belirleme hizmetlerinin yetersiz ve zayif
Alodat & %elgirlemelg icin Urdiin 35 okul midiirii olmasina karsin okul miidiirlerinin ve egitim sorumlularinin Suriyeli
Momani, Urdiin ¢ . Nitel Fenomenoloji ve yedi egitim  Goriisme GOGO’lere gerekli egitim hizmetleri sunmaya yonelik olumlu tutum igerisinde
okullarinda sunulan A .
2019 e 1 . . sorumlusu olduklart goriilmistiir. Ancak bazi idari ve yasal sorunlardan dolay1 sunulan
egitim hizmetlerini analiz e 1 . . o
etmek egitim hizmetlerinin bazi sinirhiliklart igerdigi vurgulanmistir.
Fa{kh ilkelerden AB,D ye Ebeveynlerin, ¢ocuklarinin ABD’de egitim almasindan memnun olduklar1 ancak
g6¢ eden ve GOGO’ye o . AN . e . RS
. . - GOGO’ye sahip ebeveynlerin Ingilizce bilmedikleri i¢in ¢ocuklarmin 6gretmenleriyle iletisime
Cummings sahip ebeveynlerin 6zel edi gbgmen ecemedikleri ve bu durumun ¢ocuklarinin egitimini sinirlandirdigi
& Hardin, ABD gereksinim durumunu ve Nitel Fenomenoloji yedi oy Gorlisme £ed! . . fun gocuriannin egit mriandircig
" BT . anne ve bir belirlenmistir. Cevirmenlik hizmetine siirekli erisemediklerini ifade eden
2017 6zel egitim hizmetleriyle . . S
N - S gdecmen baba katilimcilar ¢ocuklarinin Bireysellestirilmis Egitim Programi toplantilarinda ve
ilgili deneyimlerini ortaya . . . o .
resmi kayit islemlerinde zorlandiklarini bildirmislerdir.
¢ikarmak
. GOGO’ye S‘?‘h'p,. . GOG(..) ye sahip . GOGO’ye sahip gégmen ebeveynlerin, gocuklarinin egitimlerine katilimlarinin
Paniagua, : ebeveynlerin egitim . Durum 23 gbgmen Gozlem ve N . Rt RS o
Ispanya . Nitel - smirlt oldugu belirlenmistir. Gogmen ebeveynlerin, 6gretmenlerle iletisim
2017 ortamlarindaki caligmast ebeveyn ve 19 gOriisme AP
. < kurmakta zorlandiklar1 goriilmiistiir.
durumlarini incelemek Ogretmen
e - Katilime1 ebeveynler, GOGO’lerle ¢alisan profesyoneller ebeveynin kiiltiiriine
Kiiltiirel baglamlarin R . - . . S
P GOGO’ye sahip saygt duydugu zaman ebeveyn ile daha verimli ¢alismalar yapildigini ifade
Lee & Park, GOGO’leri yetigtiren . .. . ) e ; . . L7
ABD . Nitel Fenomenoloji  yedi Koreli Gorlisme etmislerdir. Bagka bir tilkede yasamak ebeveynler igin zor olsa da ¢ocuklarmin
2016 annelerin tutumlarini nasil - AT . et .
o e . gdecmen ebeveyn egitimi igin 6gretmenlerden gerekli ¢abay1 gordiiklerinde ebeveynlerin kararli
etkiledigini incelemek : Lo N
bir sekilde is birligi yaptiklar1 gortilmiistiir.
GOGO’ye sahip ebeveynlerin gocuklarinin egitimlerine katilmada istekli oldugu
GOGO’ye sahip GOGO’ye sahip ar}cak ¢ogu .e.be.veymn sosyo-eki).n.omlk.duzeymm diisiik Old.l.lg}l ve d11
. - N . bilmedikleri i¢in ¢gocuklarinin egitimlerine katilamadiklar1 goriilmistiir.
Paniagua, Ispanya ebeveynlerin okullara Nitel  Etnografya 23 goemen Gozlem ve Ebeveynler Ispanya’daki egitim miifredatinin ¢ok kati oldugunu belirtmistir
2015 pany katilim durumunu 9 ebeveyn ve 19 gOriisme Y pany g ¢ £ SHr.

Ayrica Ispanya’da degerlendirme ve uygulama siireclerindeki 6znelligin,
gdemen dgrencilerin degerlendirme ve tanilama asamasindan dogru bir sekilde
gecememelerine ve yanli yonlendirilmelerine neden oldugu vurgulanmustir.

incelemek 6gretmen

Not: Arastirmalar yaymlanma yillarina gore siralanmustir. ABD = Amerika Birlesik Devletleri; GOGO = goemen 6zel gereksinimli 6grenci.
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Kalite Degerlendirme Kriterleri Bulgular

Calisma kapsaminda incelenen arastirmalar JBI kalite kriterleri degerlendirme aracina goére analiz
edilmistir. JBI kalite gostergeleri arastirmalarin yontemlerine gore farklilagmaktadir. Tablo 2°de nitel arastirma
yontemiyle tasarlanan arastirmalara iliskin kalite géstergeleri yer almaktadir. Her arastirma, metodolojik olarak
kabul edilebilir standartlar1 karsilama durumuna gore degerlendirilmistir.

Tablo 2

Nitel Arastirma Yontemiyle Tasarlanan Arastirmalarin Kalite Degerlendirme Kriterleri

Makaleler
< 2 2 o E ~ 3 )
8 £ 8 Es8 E %% 2 R’ &
. . . . N T =~ o oirdN S » S N h N
Kalite degerlendirme kriterleri - RN = Ecyg =249 £ - < = <
ko] o o T © o = > o S
S O I8 P55 I« EF > a >
< g 2 =20 B or & o g
> < o P -
1. Arastirmanin felsefi temelini olusturan
yaklagim (paradigma) ve kullanilan
aragtirma metodolojisi arasinda uyum var E E E E E E E E E
mi1?
2. Arastirma metodolojisi ile arastirma
sorusu veya hedefleri arasinda uyum var E E E E E E E E E
mi1?
3. Arastirma metodolojisi ile veri toplama
yoOntemleri arasinda uyum var m1? E E E E E E E E E
4. Arastirma metodolojisi ile verilerin
temsili ve analizi arasinda uyum var m1? E E E E E E E E E
5. Aragtirma metodolojisi ile sonuglarin
yorumlanmasi arasinda uyum var mi? E H H E E E E E E
6. Aragtirmaciyi kiiltiirel ya da kuramsal
olarak konumlandiran bir ifade var mi? E E E E H E E E E
7. Arastrmanin sonuglarmi etkileyen
faktorler arasinda arastirmacinin rolii ve
aragtirmanin arastirmaci tizerindeki etkisi E E E H E H H E E
degerlendiriliyor mu?
8. Arastirmada katilimcilar ve goriislerine £ £ £ £ £ £ £ £ £

yeterince yer verilmis mi?

9. Arastirma etik acidan uygunluk
kriterlerine uygun olarak hazirlanmis
midir veya bir kurum tarafindan etik onay E E E E E E E E E
almis mudir? Bu konuda herhangi bir
kanit arastirma i¢cinde mevcut mudur?

10. Arastirma sonuglari, arastirma
stirecindeki verilerin analiz edilmesi ve
yorumlanmast sonucunda mi Ortaya
¢cikmigtir?

Not: B = belirsiz; E = evet; H = hayir; U = uygulanamaz.

Nitel arastirma yoOntemiyle tasarlanan arastirmalar JBI kalite degerlendirme kriteri araci kullanilarak
incelenmis ve dokuz arastirmanin da bu ¢aligmada gerekli goriilen %90 Sl¢iitiinii karsilayacak sekilde yiiriitildiigi
goriilmiistiir. Incelenen aragtirmalarin {igiiniin ilgili 10 kriterin tamamini1 karsiladig1 gériilmiistiir (Arfa vd., 2022;
Lee & Park, 2016; Paniagua, 2015). Geriye kalan alti arastirmadan Kim ve Dababnah (2021) ve Akbar ve
Woods’un (2020) besinci kriteri, Alodat ve Momani’nin (2019) altinc1 kriteri ve son olarak Rivera-Singletary ve
Cranston-Gingras (2019), Cummings ve Hardin, (2017) ve Paniagua’nin (2017) yedinci kriteri kargilamadig:
goriilmiistiir. Kim ve Dababnah (2021) ve Akbar ve Woods’un (2020) arastirmalari incelendiginde her iki
aragtirmanin da kalite degerlendirme kriterlerinden “Arastirma metodolojisi ile sonuglarin yorumlanmasi arasinda
uyum var m1?” kriterini karsilamadigi goériilmiistiir. Arastirma metodolojisinin, belirli bir arastirma sorusunu
yanitlamak veya belirli bir amaca ulagsmak i¢in kullanilan yontemleri ve prosediirleri ifade ettigi, sonuglarin
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yorumlanmast ise elde edilen verilerin analiz edilerek anlamlandirilmasi ve sonuglara anlam verme siireci oldugu
g6z Oniine alindiginda bu kriter de arastirmanin yapildigi yontemlerin, verilerin analizi ve sonuglarin
yorumlanmasi arasinda bir uyum olup olmadigini sorgulamaktadir. Akbar ve Woods (2020), aragtirmalarinda
yorumlayict fenomenolojiyi kullanmalarina ragmen elde ettikleri verileri yorumlarken daha ¢ok betimleyici
bilgilere yer verdikleri ve kesfedici, yorumlayic1 yani elestirel bir bakis acisiyla yorumda bulunmadiklari i¢in ilgili
kriteri karsilamadiklar1 disiiniilmektedir. Kim ve Dababnah (2021) ise gomiilii teori desenini kullandiklari
aragtirmalarinda dort tema elde etmiglerdir, fakat bu temalar iizerinde derinlemesine bir anlayis
gelistirmemislerdir. Gomiilii teori deseninin temel amaci olan yeni olgularin kesfedilmesi ve yeni bir anlayis
gelistiremedikleri i¢in ilgili kriteri karsilamadigi diistinilmektedir.

Alodat ve Momani’'nin (2019) arastirmalar1 incelendiginde kalite degerlendirme kriterlerinden
“Arastirmacty1 kiiltiirel ya da kuramsal olarak konumlandiran bir ifade var mi?” kriterini karsilamadig
goriilmistiir. Aragtirmaci, nitel arastirma siirecinde kritik bir aktordiir ve iiretilen kanitlarin degerlendirilmesinde
aragtirmacinin kiiltiirel ve teorik yonelimini anlamak énemlidir. Nitel arastirmalar arastirmacinin bu yonelimleriyle
ilgili acik bir ifade icermelidir. ilgili kalite degerlendirme kriteri, arastirmacinin arastirma tasarimu, veri toplama
yontemleri, analiz siireci ve sonu¢larin yorumlanmasi gibi alanlarda kendi kiiltiirel ve teorik bakig acisini nasil
yansittigini belirtmesi gerektigini, arastirmacinin kiiltiirel ve teorik konumunu agikca ifade etmesinin arastirma
sonuclarmin yorumlanmasinda ve anlasilmasinda &nemli bir rol oynadigini belirtmektedir. Ilgili caligma
incelendiginde boyle bir agiklama goriilmedigi icin bu kriteri karsilamadig1 diistiniilmektedir.

Rivera-Singletary ve Cranston-Gingras (2019), Cummings ve Hardin (2017) ve Paniagua’nin (2017)
aragtirmalari incelendiginde ii¢ arastirmanin da kalite degerlendirme kriterlerinden “Arastirmanin sonuglarini
etkileyen faktorler arasinda arastirmacinin rolii ve arastirmanin arastirmaci lizerindeki etkisi degerlendiriliyor
mu?” kriterini karsilamadigi goriilmiistiir. Bu kriter aragtirmacinin aragtirma siirecindeki etkisini ve etkilenme
potansiyelini degerlendirmeyi Onerir. Arastirmacinin objektifligi korumaya ¢aligsmasi, veri toplama ve analiz
stireglerinde etkilerinin farkinda olmasi ve bu etkileri agik bir sekilde bildirmesi gerektigini vurgular.
Arastirmacinin etkisi, birkac farkl1 boyutta ele alinir. ilk olarak, arastirmaci ve ¢alisma katilimcilar1 arasindaki
iligki incelenir. Aragtirmacinin ¢alisma siirecinde nasil bir rol oynadigi, katilimcilarla olan etkilesimi ve iletisimi
degerlendirilir. Aragtirmacinin kisisel deneyimleri, 6nyargilar1 veya 6n kabulleri ¢aligmay1 nasil etkileyebilir ve
bunlar nasil ele alinabilir sorulari iizerinde durulur. Ikinci olarak arastirmacinin veri toplama asamasinda kendi
roliinii elestirel bir sekilde incelemesi 6nemlidir. Arastirmacinin bilingli veya bilingsiz olarak veri toplama siirecine
miidahil olmasi, katilimeilarin yanitlarini etkilemesi miimkiindiir. Arastirmacinin bu etkileri fark etmesi, veri
toplama siirecini objektif bir sekilde yonetme ¢abasi 6nemlidir. Son olarak ise arastirmacinin ¢alisma sirasinda
ortaya ¢ikan olaylara nasil tepki verdigi ve bu tepkilerin nasil bildirildigi de géz 6niinde bulundurulmalidir.
Arastirmacinin  duygusal veya kigisel tepkileri, ¢alismanin yiriitiilmesini ve sonuglarin yorumlanmasini
etkileyebilir. Bu nedenle, aragtirmacinin bu tepkileri agikga belirtmesi ve bu etkileri nasil ele aldigini agiklamasi
onemlidir. Tim bunlar goz 6niine alindiginda ilgili ¢alismalarda bu durum ele alinmadigi i¢in bu kriteri
kargilamadig: diigiiniilmektedir.

Bu degerlendirmeler, nitel aragtirmalarda arastirmacinin roliiniin ve etkisinin 6nemini vurgulamaktadir.
Arastirmacinin metodolojik se¢imlerinden, veri analizine ve sonug¢larin yorumlanmasina kadar her asamada kendi
kiiltiirel ve teorik bakis agisini agik¢a ifade etmesi gerekmektedir. Ayrica, aragtirmacinin objektifligi korumasi ve
aragtirma siirecindeki etkilerini fark etmesi ve bildirmesi énemlidir. Bu tiir bir dikkat ve 0zen, arastirmanin
giivenilirligini ve gegerliligini artiracaktir. Sonug¢ olarak, incelenen arastirmalarin bazilarinda arastirma
metodolojisi ile sonuglarin yorumlanmasi arasindaki uyum saglanamamis ve arastirmacinin etkisi yeterince ele
almamamigstir. Bu zayifliklar, gelecekteki nitel arastirmalar icin dikkate alinmasi gereken alanlari ortaya
koymaktadir.

Tartisma

Bu calismada, uluslararasi alanyazinda Ocak 2011 ile Kasim 2022 tarihleri arasinda GOGO’lerin
egitimleriyle ilgili yayimlanmig toplam dokuz arastirma, aragtirmanin yapildigi iilke, yayimlanma yili, aragtirma
yontemi, katilime1 grubu, veri toplama teknigi ve bulgulari agisindan incelenmistir. inceleme sonucunda bes farkli
iilkede yiiriitiilen dokuz arastirmadan dordiinin ABD kaynakli oldugu goriilmiistiir. ABD niifusunun ¢ok uluslu
yapist ve go¢ alma oram diisiiniildiigiinde bu sonucun ortaya ¢ikmasi sasirtict degildir. UGO niin 2022 yilinda
yayimladigr Diinya Gé¢ Raporu’nun verilerine gore diinyada en fazla gdgmen (51 milyondan fazla) ABD’de
yasamaktadir (UGO, 2022). Bu gogmenlerin icinde 6zel gereksinimli bireylerin de oldugu diisiiniildiigiinde
(Cummings & Hardin, 2016; Jergensen vd., 2020; McDevitt, 2021) en ¢ok aragtirmanin ABD’de yapilmasinin
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beklenen bir durum oldugu sdylenebilir. Diinya Go¢ Raporu’nda yer alan diger bir veriye gére ABD’nin 2020’de
can giivenligi nedeniyle go¢ etmek isteyenlere ayirdigi 15.000 kontenjan, 2021 yilinda 62.500’e yiikseltilmistir
(UGO, 2020; 2022). 2022 yilinda 125.000’e yiikseltilen bu say1 2023 yil1 icin ise bir dnceki yilla ayn1 seviyede
tutulmugtur (United States Department of State, 2022). Bu bilgi dogrultusunda, ABD’de gelecek yillarda da birgok
aragtirmanin yapilmasi olasidir. Go¢ konusunun kiiresel bir olgu olusu ve 6zellikle son 10 yilda diinyada savag ve
ekonomik kriz gibi gdg¢leri tetikleyen pek cok olaymn yaganmasi nedeniyle bu konuyla ilgili arastirmalarin giderek
artacag1 diisiiniilmektedir. Ornegin Suriye’de 2011 yilinda baslayan savasin ardindan Tiirkiye’ye dogru
gergeklesen Kkitlesel go¢ hareketlerinin sonucu olarak 20.10.2022 tarihi itibariyle 3.622.486 Suriyeli gogmen
Tiirkiye’de yasamaktadir (Go¢ Idaresi Genel Miidiirliigii, 2022). Her ne kadar bu calismada belirlenen kalite
degerlendirme kriterini karsilayamamus olsalar da Tiirkiye’de Suriyeli GOGO’leri konu alan ¢alismalarin sayisinin
son yillarda arttig1 goriilmektedir (Cetin & Kog, 2021; Hatipoglu, 2021; Keklik, 2021; Unay vd., 2021). Diinya
Go¢ Raporu’nda ABD’den sonra en ¢ok gdg¢menin yasadigi iilkelerin sirasiyla 16 milyon gd¢menin yasadigi
Almanya, 13 milyon gd¢menin yasadigt Suudi Arabistan, 12 milyon gd¢menin yasadigi Rusya ve 9 milyon
gdemenin yasadig1 Ingiltere oldugu goriilmektedir. Tiirkiye bu listede 12. sirada yer alsa da (UGO, 2022) Suriye’de
¢ikan i¢ savas sonucunda kitlesel bir go¢ hareketiyle karsi kargiya kalmis olmasi nedeniyle 6zellikle son yillarda
goemenleri konu alan pek ¢ok aragtirmanin yiiriitiilmesi olagandir.

Calisma kapsaminda incelenen arastirmalarin yayimlanma tarihleri GOGO’lerle ilgili arastirmalarm 2015
ve sonrasinda yapildigini gostermektedir. 2015 yilinda Mugla’nin Bodrum ilgesinde ii¢ yasindaki Suriyeli Aylan
Kurdi isimli bebegin sahile vuran cansiz bedeni, Suriye’de yasanan dram ve gb¢ ederken hayatim kaybeden
insanlarin durumunu diinyanin giindemine tagimistir (Kagmaz, 2015). 2018 yilinda ise UNICEF 18 Aralk
Uluslararas1 Gé¢menler Giiniinden 6nce “2018 Yilinda Gé¢ Her Cocuk i¢in Giivenli Olsun” baghgiyla bir basmn
biilteni olusturmustur. Basin biilteni i¢in konusan UNICEF Programlar Direktérii Ted Chaiban, “Gdgmen
¢ocuklar risk altina sokan politikalar, uygulamalar ve tutumlar degistirilebilir ve degistirilmelidir. 2018 bunun
gergeklesebilecegi bir yil, Kiiresel Go¢ Anlasmast da bunun i¢in bir firsattir.” agiklamasinda bulunmustur
(UNICEF, 2017). 2020 yilinda ise UGO’niin yayimladig1 Diinya Gé¢ Raporu’na gére 2019 yilinda rekor sayida
kisi siddet ve gatisma ortaminin sonucu olarak can giivenligi endigesiyle dogup biiyiidiikleri iilkelerinden zorunlu
bir sekilde bagka tilkelere go¢ etmistir. Raporda bir dnceki yil 26 milyon yeni gogmenin diinyanin farkl yerlerinde
yasamak iizere kayitlarmin yapildig1 belirtilmistir (UGO, 2020). Bunlara ek olarak ulusal ve uluslararasi birgok
dergi 2021 yilindaki 6zel sayilarim gd¢ konusuna ayirmistir. Ornegin Milli Egitim Dergisi (MED) 2021 yilindaki
Ozel sayisinin bashg@mi “Tirkiye’de ve Diinyada Gogmen Egitimi” seklinde belirlerken (erisim linki:
https://dergipark.org.tr/tr/pub/milliegitim/page/11325) Uluslararast1 Kapsayici Egitim Dergisi (International
Journal of Inclusive Education [IJIE]) (erisim linki: https://www.tandfonline.com/toc/tied20/25/2) aym yil
“Miilteciler ve Kapsayici1 Egitim” (Refugees and Inclusive Education) baslikli 6zel bir say1 ¢ikarmistir. Sonug
olarak son on yilda yasanan gesitli siyasal ve toplumsal gelismelerin GOGO’lerle ilgili yapilan arastirmalar
etkiledigi sOylenebilir.

Calisma kapsaminda incelenen arastirmalarin tamami nitel arastirma yontemiyle tasarlanmistir.
Arastirmalarda nitel arastirma yontemi tercih edilmesinin nedeni GOGO’lerin dogal kosullarmin biitiinciil bir
bakis acistyla gercekei bir bicimde ortaya konmasinin hedeflenmesi, onlarn 6grenme &zelliklerini, egitim
durumlarimi ve egitimlerinde karsilasilan zorluklari agiklama ve bu bireyler hakkinda var olan durumu ebeveyn ve
o0gretmen bakis agisindan gozler dniine serme ¢abast ile agiklanabilir. Bu ¢aligmada incelenen bir¢ok arastirmanin
(Alodat & Gentry, 2022; Kim & Hwang, 2018; McDevitt, 2021; Oliver & Singal, 2017; Walker-Daolhouse &
Dalhouse, 2015) ve alanyazindaki diger arastirmalarin (Ciilha & Demirtas, 2020; Cetin & Kog, 2021; Emin, 2016;
Karsli-Calamak & Kiline, 2021; Kocaoglu, 2022; Kocaoglu & Giiner Yildiz, 2022; Madziva & Thondhlana 2017;
MclIntyre & Hall, 2018; Oliver & Singal 2017; Sinkkonen & Kyttild, 2014; Unay vd., 2021) bu gergevede oldugu
goriilmektedir. GOGO’lerin egitimlerini konu alan arastirmalar tamami GOGO’lerin egitim durumlarina iliskin
O0gretmen ve ebeveynlerden goriis alinan arastirmalardan olusmaktadir. Bu arastirmalardan katilimci grubun
ebeveynlerden olustugu neredeyse tiim arastirmalarda goc¢ edilen iilkenin dilinin bilinmemesinden dolay1
ebeveynler ile okullar arasinda iletisim problemlerinin oldugu ve ebeveynlerin gocuklarinin egitim sistemine dahil
olamadiklari belirlenmistir (Akbar & Woods, 2020; Arfa vd., 2022; Cummings & Hardin, 2017; Kim & Dababnah,
2021; Rivere-Singletary & Cranston-Gingras, 2019; Paniagua, 2015; Paniagua, 2017; Lee & Park, 2016). Bu
durumun alanyazinda yer alan baska arastirmalarda da vurgulandig goriilmektedir (Kocaoglu, 2022; Kocaoglu &
Giiner-Yildiz, 2022). Katilime1 grubun GOGO’lerle ¢alisan dgretmenlerden olustugu arastirmalar incelendiginde
ise bu 6grencilerin nitelikli personel ve uygun degerlendirme araglar1 olmadigt i¢in dogru bir degerlendirme
stirecinden ge¢cmedigi, sadece dil ve kiiltiir farkliligindan dolay1 tanilanan 6grencilerin oldugu ve 6gretmenlerin
bu bireylerle ¢aligmak icin yeterli bilgi ve deneyime sahip olmadiklar1 goriilmiistiir (Alodat & Momani, 2019;
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Paniagua, 2015; 2017). Ulkemizde yapilan ancak hakem siirecinden gegerek yayimlanmis arastirma olma kriterini
karsilamadigi i¢in ¢aligma kapsamina alinmayan bir arastirmada (Kocaoglu ve Giiner-Yildiz, 2022), GOGO’lerle
calisan 6zel egitim 6gretmenlerinin bu 6grencilerle calisirken go¢ ve gogmenlik durumlarinin getirdigi dil ve kiiltiir
farkliliklarina ek olarak 6zel gereksinimli olma durumu nedeniyle giicliikler yasadig1 ve 6gretmenlerin bilgi ve
becerilerinin bu &grencilerle ¢alismak icin yeterli olmadig: belirlenmistir. Ayrica bu arastirmada GOGO’lerle
calisan 6gretmenlerin ebeveynlerle iletisime gegmekte zorlandiklar1 ve ebeveynlerin ¢ocuklari igin 6nerilen egitim
ve miidahaleleri her zaman anlamadiklar1 ortaya c¢ikarilmigtir. Bu bulgu da bu g¢alismadan elde edilen ve
ebeveynlerin dil ve kiiltir farkliligindan kaynakli iletisim problemleri oldugunu gosteren bulguyu
desteklemektedir.

Incelenen caligmalarm sonuglar1 bir biitiin olarak degerlendirildiginde hem ebeveynlerin hem de
ogretmenlerin yasadig1 sorunlarin dil ve kiiltiir farkliliklarindan kaynaklandigi goriilmektedir. Farkli iilkeler bu
problemin ¢dziimiine yonelik ¢esitli oneriler gelistirmistir. Ornegin Ingiltere’de okul ve ev iletisimini
giiclendirmek i¢in gd¢men destek personeli ya da terclimanlarin istihdam edildigi (Oliver & Singal, 2017),
Finlandiya’da ise gdgmen &grencilerin 1990 yilindan bu yana hem Fincelerini gelistirmelerine hem de Fin okul
sistemine uyum saglamalarina yardime1 olan bir yillik ayr1 bir dil hazirlik sinifi oldugu bilinmektedir (Sinkkonen
& Kyttdld, 2014). Tiirkiye ise bu problemi 2014 yilinda yiiriirliige koydugu ‘Gegici Koruma Yonetmeliginde’
belirtilen “saglik, egitim, is piyasasina erigim, sosyal hizmetler ve yardimlarla ilgili konularda yabanciyla
(go¢men) terciiman olmaksizin istenilen diizeyde iletisim kurulamadiginda terciimanlik hizmetleri ticretsiz olarak
saglanir.” maddesiyle ¢ozmeye ¢alismistir (Gegici Koruma Yo6netmeligi, 2014). Boylece iilkemizde yasayan
gogmenlerin yogun olarak hizmet aldigi (hastane, okul vb.) kurumlara terciimanlar gérevlendirip dil probleminin
en az diizeye indirilmesi hedeflenmistir.

Bu ¢aligmada, 2011-2022 yillar1 arasinda GOGO’lerin egitimlerini konu alan uluslararasi alanyazindaki
aragtirmalar incelenerek bu ¢ocuklarin egitimleriyle ilgili var olan durum ortaya konulmaya ¢alisilmistir. Elde
edilen sonuglarm GOGO’lerin egitimleriyle ilgili konularda calisacak arastirmacilara katki saglayacagi
diigiiniilmektedir. Caligma kapsaminda ulagilan arastirmalardan biiyiilk cogunlugunun kalite degerlendirme
kriterlerine gore gesitli agilardan metodolojik yetersizlikleri oldugu belirlenmistir. Bu durum, go¢ hareketlerinin
etkiledigi cocuklar ve dzellikle GOGO’lerle ilgili alanyazinin genisletilmesinde daha nitelikli arastirmalara
gereksinim duyuldugunu gostermektedir. Calismanin 2011-2022 yillart arasinda ulusal ve uluslararast hakemli
dergilerde yayimlanan aragtirmalar1 kapsamasi ve lisansiistii tezleri incelemeye dahil etmemesi sinirliliklar: olarak
ele alnabilir. Elde edilen bulgular incelendiginde GOGO’lerin egitimiyle ilgili sadece nitel arastirma ydntemiyle
tasarlanan arastirmalarinin yapildig1 gériilmiistiir. Gelecekte nicel aragtirma yontemiyle tasarlanan aragtirmalarinin
yapilmasiyla bu o6grencilerin 6grenme Ozelliklerine uygun yontem ve teknikler belirlenebilir. Bu sayede
GOGO’lere uygun dgretim programlari hazirlanabilir. Ayrica GOGO’lerin var olan durumlari ve gereksinimleri
g0z Oniline alinarak farkli sehirlerde yasayan 6grenci, ebeveyn ve Ogretmenlerin katilimci oldugu arastirmalar
yapilabilir.

Yazarlarin Katki Diizeyleri

Birinci yazar arastirmanin konusu ve yontemini belirleme, veri toplama ve analizi ve raporlagtirma
siireglerinde gorev almustir. ikinci yazar veri toplama ve analizi asamasinda birinci yazarm topladig1 verileri
smiflandirip kategorilere ayirma siirecinde gorev almistir. Ugiincii yazar arastirma verilerinin analizi ve
raporlastirilmast agamasinda almigtir.
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Abstract

Introduction: Migrant students face various challenges when adapting to an educational system different from their own,
encountering exclusionary/racist attitudes, learning the language and culture of the host country, integrating into new social
environments, and understanding the education system and curriculum of the destination country. These difficulties can become
even more complex when combined with special needs or disabilities, making it harder for students to adjust to the education
system of the host countries.

Method: The study aimed to examine to examine research articles published between 2011 and 2022 regarding the education
of migrant students with special needs (MSSN). The study examined various variables, including the publication year, country
of origin, research purpose, research methodology, participants, data collection tools/techniques, and findings. To achieve this
aim, a systematic review method was adopted, and searches were conducted in national and international databases based on
the following criteria: (a) the research was published between 2011 and 2022, (b) the study included educators working with
migrant students with any special needs diagnosis, with either the students themselves or their parents as participants, (c) the
research focused on the education of MSSN, (d) the research was published in Turkish or English, (e) the research underwent
a peer review and was published, and (f) the research met at least 90% of the criteria established by the quality assessment
criteria developed by the Joanna Briggs Institute (JBI) for evaluating the methodological quality of qualitative, quantitative,
and mixed-methods studies. Nine research articles that met these criteria were analyzed.

Findings: Within the scope of the study, 34 research articles related to the education of MSSN were identified in the national
and international literature. However, most of these studies (n = 25) were excluded as they did not meet the criteria (90%) set
by the quality assessment criteria developed by the JBI. According to the findings of the study, the participant group in the
research on MSSN generally consisted of parents and teachers of these students. All nine studies that met the inclusion criteria
were designed using qualitative research methods. Additionally, the highest number of studies was conducted in the United
States.

Discussion: The findings indicate that various research studies have been conducted on the education of MSSN, particularly
from 2015 onwards. These studies predominantly relied on the perspectives of the families and educators of MSSN,
highlighting that the most significant challenges in their education stem from language and cultural differences. Furthermore,
most of the research reported in the national and international literature did not meet the criteria of quality assessment,
suggesting a need for a more significant number of high-quality studies to delve deeper into the subject matter.

Keywords: Migrant students with special needs, migration and special education, systematic review, refugee, asylum seeker,
temporary protection, migrant.
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Introduction

Migration, according to the Turkish Language Association (TLA) dictionary, is defined as “The act of
individuals or communities moving from one country to another, from one settlement to another settlement due to
economic, social, or political reasons.” A more detailed and widely accepted definition of migration is found in
the Glossary on Migration Terms (GMT). The GMT is a dictionary that was updated and published in 2013 by the
International Organization for Migration (IOM), which was established in 1951 as a result of the conditions after
World War Il and currently has 174 member states and observers in more than 100 countries. The definition of
migration in the GMT includes the following statement (I0M, 2013, s. 35):

“The movement of a person or a group of persons, either across an international border or within a state.
It includes any kind of movement of people, whatever its duration, composition, or causes; it includes
migration of refugees, displaced persons, economic migrants, and persons moving for other purposes,
including family reunification.”

Based on the definitions provided by the TLA and GMT, migration can be defined as the movement or
displacement of people from one place to another for various reasons. To gain a clearer understanding of the
concept of migration, it would be useful to explain the terms refugee, asylum seeker, temporary protection, and
migrant, which are found in the GMT and sometimes used interchangeably but fundamentally have different
meanings. According to the dictionary, a refugee is defined as “A person who is outside their country of nationality
due to a well-founded fear of being persecuted for reasons of race, religion, nationality, membership of a
particular social group, or political opinion, and who is unwilling to avail themselves of the protection of that
country.” An asylum seeker is described as “A person who seeks safety from persecution or serious harm in a
country other than their own and awaits a decision on their application for refugee status under relevant national
or international instruments.” Temporary protection refers to “The status granted by a state to individuals who
have fled en masse from conflict or generalized violence without undergoing individual status determination
processes.” When it comes to the term migrant, there is no universally agreed-upon definition at the international
level, but the dictionary states that it encompasses “A!/l situations where individuals choose to move, without the
intervention of external compelling factors and driven by their own free will and the pursuit of 'personal
convenience’.” The same dictionary also includes the United Nations (UN) definition of a migrant, which states
that a migrant is “An individual who has resided in a foreign country for more than one year, regardless of the
causes, voluntary or involuntary nature, routes, or regularity of the migration.” In the present study, due to the
characteristics of the participants in the examined research not aligning with just one of the above definitions, the
term "migrant," which has the most inclusive definition in the GMT, is used instead of the terms migrant, refugee,
asylum seeker, or temporary protection status.

According to the World Migration Report published by the IOM in 2022, approximately 281 million
people, which accounts for about 3.6% of the world's population, live as migrants (I0M, 2022). This number is
higher than the population of many countries. Interestingly, the majority of these migrants are children of school
age (United Nations High Commissioner for Refugees, 2022). Common challenges faced by school-age migrant
children include adapting to an education system different from their own, learning the language and culture of
the host country, integrating into new social environments, understanding the education system and curriculum,
and encountering exclusionary/racist attitudes (Aydin & Kaya, 2019; Hamilton, 2013; Ryan et al., 2010). When
examining research conducted to investigate or improve the conditions of migrant students in the literature, it is
observed that the participants generally consist of typically developing migrant students or the adults around these
students (Aydin & Kaya, 2017; Ciilha & Demirtas, 2020; Dilmag, 2018; Simsir & Dilmag, 2018; Karsli-Calamak
& Kiline, 2021; Kuzhabekova & Nardon, 2021; Mahfouz et al., 2020; Orak¢1 & Aktan, 2020; Taskin & Erdemli,
2018; Sarmini et al., 2021; Sunata & Abdullah, 2019). However, it is known that there are also individuals with
special needs among migrants living in different parts of the world, and a significant portion of these individuals
consists of school-age students with special needs (Mclntyre & Hall, 2018; Kocaoglu & Giiner Yildiz, 2022;
Sinkkonen & Kyttéld, 2014; Kocaoglu, 2022). Migrant students with special needs (MSSN) not only face
challenges resulting from migration but also encounter difficulties stemming from their individual differences,
thus experiencing double the amount of stress (Caldin, 2014; Ministry of National Education, 2017). Education
services can be an effective means to minimize the sources of stress and improve living conditions for MSSN.
When examining the educational services provided to MSSN, it is evident that there are various barriers to their
participation in education systems. Some of these barriers include language and cultural differences, differences
in educational systems and curriculum, variations in child-rearing practices, and difficulties in adapting to a new
social environment (Aydin & Kaya, 2019; Hamilton, 2013; Ryan et al., 2010). These barriers apply not only to
MSSN but also to all migrant children worldwide. However, when there are accompanying special needs, the
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process becomes even more challenging. To ensure the successful implementation of this process, it is important
to provide effective educational services to MSSN and thoroughly investigate this topic from multiple dimensions.
However, there is a limited number of research studies on MSSN in the national and international literature. When
examining research on MSSN in the national literature, it is evident that all of the studies were published in 2021
(Cetin & Kog, 2021; Hatipoglu, 2021; Keklik, 2021; Unay et al., 2021). It is noteworthy that no research has been
conducted on these children for approximately 10 years, despite the presence of children with special needs among
those who were forced to migrate to Turkey from their homeland due to the outbreak of the civil war in Syria in
2011 (Emin, 2016). In the international literature, however, studies focusing on MSSN from various countries with
different ethnic backgrounds and a longer history can be found. For example, a study by Almanza and Mosley
(1980) discussed curriculum adaptations for children with special needs who have different languages and cultures,
emphasizing the need for flexible curricula and instructional materials tailored to their learning characteristics.
Another study, conducted in 1984, determined the qualifications of elementary and middle school teachers working
with MSSN. Data were collected through a questionnaire developed by the researchers, and the findings indicated
that more than half of the participants had not received any training to work with these students (Salend et al.,
1984). In another study conducted in 1986, a comprehensive report was written about Asian students with special
needs living in the United States. The report discussed the demographic characteristics and educational needs of
Asian MSSN, the parenting practices of their parents, educational assessment processes for these students, and
models for providing appropriate curricula (Kitano & Chinn, 1986). Moving closer to the present, a study
conducted in 2013 interviewed migrant parents in Canada from Asia, Africa, and the Caribbean who had a child
with physical disabilities. The study examined their access to health and social services. Participants who
experienced difficulties in accessing these services due to language barriers mentioned the support provided by
facilitators assigned to manage this process (Fellin et al., 2013). In another study conducted in 2019, the
perspectives of Korean migrant mothers in the United States who had a child with special needs were explored
regarding the transition process for their children. The participants reported the need for early diagnosis and
culturally appropriate support services to successfully navigate the transition (Bora, 2019).

The number of research studies conducted in the international literature can be considered limited when
compared to the extensive history and wide geographical scope. Although the research count is limited, it is thought
that examining the existing studies can shed light on the current state of MSSN education and pave the way for
future research. Therefore, the aim of the present study was to describe the current state of MSSN education
through the examination of national and international research studies. In line with this aim, the following
questions were addressed:

1. What are the descriptive characteristics of the research studies examined in this study?
2.  What is the level of methodological quality of the research studies examined in this study?
Method

This study was a systematic review. A systematic review is a synthesis study that involves a
comprehensive and detailed search of all research published within a specific field, using predetermined inclusion
and exclusion criteria to reach a conclusion (Grove et al., 2015; Karagam, 2013). Quantitative, qualitative, or
mixed-methods studies can be examined in a systematic review (Hemingway & Brereton, 2009). Systematic
review studies are considered important for providing more scientific knowledge and obtaining stronger evidence.
A systematic review was used in our study due to its characteristics, such as having less bias and errors and being
comprehensive, replicable, and objective (Hemingway & Brereton, 2009; Moula & Goodman, 2009).

Scanning Strategy

This review study included research articles published between 2011 and 2022. The reason for starting
the search in 2011 was the outbreak of a civil war in Syria in the same year, which led to the largest migration
movement since World War 11 and resulted in social and cultural consequences in many countries (United Nations
International Children's Emergency Fund [UNICEF], 2016). During the search, the keywords “immigrant special
needs individual,” “migration and special education,” “temporary protection status and special education,
“immigrant special needs individual and family,” “migrant special needs individual and teacher,” and “refugee
special needs individual” were used to search the Google Scholar, TRDizin, and DergiPark databases. As a result
of the search, 194 studies published in the national literature were found. Then, using the keywords “immigrant
special needs student,” “refugee with special education needs,” “immigrant children with disabilities,” “refugee
children with disabilities,” “migrant with special education needs,” “migrant children with disabilities,” and
“refugee special needs student,” electronic searches were conducted in the Taylor & Francis Online, SAGE, ERIC,
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and Science Direct databases. This search yielded a total of 1,123 studies published in the international literature.
In the first stage of the study, additional searches were conducted based on the references of the initially identified
studies and 272 more were obtained. In total, 1589 studies were included as a result of the searches.

Review Process

The inclusion and exclusion criteria were established to determine the studies to be included in the review
from the national and international literature. The inclusion criteria for the studies were as follows: (a) the study
had to be published between 2011 and 2022, (b) the participants of the study had to be educators or parents of
migrant students with special needs, or the migrant students themselves, (c) the study had to focus on the education
of MSSN, (d) the study had to be published in Turkish or English, (e) the study had to undergo a peer review and
be published as a research article, and (f) the study had to meet at least 90% of the relevant quality assessment
criteria. The exclusion criteria for the studies were as follows: (a) the study was published before 2011, (b) the
study focused on migrant students with typical development, (c) the study examined topics other than the education
of MSSN, and (d) the study did not meet the specified quality assessment criteria. After the reading, evaluation,
and classification of 1589 studies, it was found that 1555 studies did not directly address the education of MSSN,
despite having the specified keywords in their abstracts, keywords, or titles. Furthermore, 567 of these studies
were outside the specified year range, 376 studies focused on migrant individuals with typical development, 351
studies focused on the parents of migrants with typical development, and 202 studies were related to individuals
providing services to migrants other than education. Additionally, 23 studies examined the healthcare services for
migrants, 18 studies reported on migrants, 11 studies were graduate theses on migrants, and seven studies examined
the social rights of migrants, all of which were excluded from the review. The remaining 34 studies were evaluated
using quality assessment criteria tools based on their research methods. Among them, 14 qualitative studies, six
quantitative studies, and one mixed-methods study did not meet the criteria set by the quality assessment tool and
were excluded from the study. Additionally, four studies designed as review articles were excluded as they did not
meet the specified criteria of the quality assessment tool. Finally, nine qualitative studies that met the inclusion
criteria were examined in the present study. The stages of the review process are presented in Figure 1.

Analysis of Data

Considering the inclusion and exclusion criteria, a research evaluation form was created to thoroughly
examine the nine studies that met the study's objectives. The form includes columns for the authors of the research,
the country where the research was conducted, the research objectives, methodology, participants, data collection
instruments/techniques, and the findings to be analyzed.

Descriptive Analysis Process

The reviewed studies were transferred to the evaluation form, and their distributions were examined in
terms of (a) national and international literature, (b) countries, (c) years, and (d) research methods to provide an
overview. The findings are presented in the results section, discussing the distribution of studies according to the
countries where they were conducted, the distribution based on publication years, and the distribution based on
research methods.
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Figure 1
Review Process
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Note: “Liberati, A., Altman, D. G., Tetzlaff, J., Mulrow, C., Getzsche, P. C., loannidis, J. P., Clarke, M., Devereaux, P. J., Kleijnen, J., &
Mobher, D. (2009). The PRISMA statement for reporting systematic reviews and meta-analysis of studies that evaluate health care interventions:
explanation and elaboration. Journal of clinical epidemiology, 62(10) el-e34.” adapted from source.

2Alodat & Momani, 2018; Alodat & Gentry, 2022; Caldin, 2014; Cate & Glock, 2018; Cetin & Kog, 2021; Daudji et al., 2011; Hatipoglu,
2021; Hurley et al., 2013; Johansson et al., 2021; John et al., 2015; Jorgensen et al., 2020; Keklik, 2021; Kim & Hwang, 2018; Lim et al., 2020;
McDevitt, 2021; Markova et al., 2015; Migliarini et al., 2019; Migliarini et al., 2018; Munroe et al., 2016; Nyikach et al., 2022; Oliver &
Singal, 2017; Sinkkonen & Kyttil4, 2014; Taylor & Sidhu, 2012; Unay et al., 2021; Walker-Dalhouse & Dalhouse, 2015

Quality Evaluation Criteria Analysis Process

It is necessary to evaluate the methodological quality of the studies included in systematic reviews
(Pollock & Berge, 2018; Yilmaz, 2021). In the literature, various checklists, forms, and tools are available to
conduct this evaluation process, referred to as quality assessment, quality evaluation, or quality appraisal criteria
(Karagam, 2013). By using these tools, the quality of the reviewed studies can be determined from their design to
their reporting. This provides insights into the reliability and validity of the findings of the reviewed research
(Cinar, 2021). Considering that the reliability and validity of the reviewed studies are important factors influencing
the reliability and validity of the results of a systematic review, the importance of quality assessment in systematic
reviews becomes apparent (Aromataris & Munn, 2020).

To evaluate the methodological quality of the studies included in the present research, the quality
appraisal criteria tool developed by the Joanna Briggs Institute (JBI) was used. The quality appraisal criteria tools
developed by the JBI and its stakeholders have been approved by the JBI Scientific Committee (Aromataris &
Munn, 2020). Due to the availability of separate quality appraisal tools for studies designed with different research
methods in the JBI, they are popular among researchers (Zeng et al., 2015). These quality appraisal criteria tools
have been primarily designed for use in systematic review studies (Hiir et al., 2022). In the present study, the “JBI
Critical Appraisal Checklist for Qualitative Research,” consisting of 10 criteria, was used for the studies designed
with a qualitative research method. This tool has an evaluation system using "Yes, No, Unclear, and Not
Applicable" options. The JBI has not specified any criteria for a study to meet in order to be evaluated as meeting
the quality appraisal criteria and considered high quality. Before conducting a quality appraisal, the JBI has
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suggested that a proportion should be determined and studies meeting this proportion should be included (Munn
et al., 2014). For the studies to be included in this research, meeting at least 90% of the criteria in the quality
appraisal criteria tool was determined as a criterion. All studies were individually evaluated by the authors and a
consensus was reached among them regarding the studies that met 90% or more of the quality appraisal criteria.
As a result of the evaluations, a total of nine studies that met this criterion were examined.

Before using the relevant quality appraisal criteria tool, it was translated into Turkish. Subsequently,
opinions on the appropriateness of the translation were obtained from two language experts whose language
proficiency was known to be sufficient based on international language examinations. Based on the opinions of
the language experts, the “JBI Critical Appraisal Checklist for Qualitative Research” was reviewed by two
academics who teach the qualitative research method course, and they confirmed that the tools were suitable for
use.

Reliability

This study’s reliability was ensured through three steps. Firstly, an independent expert in the field of
special education conducted a reliability study for all the studies found as a result of the screenings by using the
same keywords in the databases listed above. The studies obtained through the screenings conducted by the first
and second authors using the identified keywords were compared with the studies found by the expert, and the
inter-coder reliability was found to be 90% in the initial calculation. Then, the first and second authors met with
the expert, discussed the screened studies, and reached a consensus. After reaching a consensus, the inter-coder
reliability was calculated as 100%.

In the second step, the quality of the obtained studies was determined. In this step, all the studies obtained
were individually evaluated by all the authors according to the established quality criteria, and the evaluations
were compared. When a consensus could not be reached, the nine studies were discussed by the authors, a
consensus was reached, and the inter-evaluator reliability rate was determined as 100%.

In the third step, the studies that met the criteria determined by the quality appraisal criteria tool were
entered in the research evaluation form. The consistency among the authors in entering the studies in the research
evaluation form was calculated as 100%. Then, the studies were categorized under the headings of "author and
publication year, country of study, aim, method, participants, data collection techniques, and findings," and
presented in table and graph format using Microsoft Excel.

Results

The aim of the present study was to analyze the studies published between 2011 and 2022 on the education
of MSSN in the national and international literature in terms of descriptive and quality evaluation criteria. The
results obtained from the analyses are included in this section under the headings of descriptive analysis and quality
evaluation criteria findings.

Descriptive Analysis Results
Distribution of Studies by Countries

All of the studies examined were included in the international literature. When the studies conducted in
five different countries are examined, it is seen that most of the research was conducted in the United States of
America (USA). The distribution of research by country is shown in Figure 2.

Figure 2
Distribution of Research on MSSN by Country
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Distribution of Studies by Publication Years

Information on the year of publication of the studies examined is shown in Figure 3. Accordingly, the
studies examined were published between 2015 and 2022. Two studies were published in 2017 and 2019 and one
study was published in the other years.

Figure 3
Distribution of Research on MSSN by Publication Year
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Descriptive Information of Studies

The descriptive information of the studies [a) source, b) country of origin, c) purpose, d) method, €)
design, f) participants, g) data collection technique, and h) findings] is shown in Table 1.

An examination of the studies presented in Table 1 reveals that the main focus of all studies is to gather
perspectives from parents or service providers regarding the education, health, and social services provided to
children with disabilities. In studies focusing on parents, generally mothers are the primary participants. The aim
of these studies is to determine parents' concerns about their child's future, the quality and adequacy of the services
provided to their child, unmet needs for themselves or their child, and the challenges they face in this process. In
studies involving educators providing services to children with disabilities (both teachers and parents participating
together), the aim is to establish the difficulties of serving children with disabilities, the adequacy and quality of
the services provided, and their experiences in working with this population. Researchers collected data through
interviews in all studies and, in some, observation was also used as a data collection technique. Upon examining
the findings of the studies, it is determined that both parents and teachers face problems mainly stemming from
language and cultural differences. In studies conducted with parents, they want to be involved in their children's
educational processes but are unable to fully participate due to language barriers. Parents stated that interpreters
play a crucial role in terms of language support, but their number is limited and their quality is often inadequate,
which hinders parents' active involvement in the process. Additionally, culture sometimes creates limitations as
migrant parents approach education based on their understanding in their home countries, which negatively affects
their child's education. Looking at the findings of the studies involving educators, it is revealed that the tools used
in the assessment process and the evaluating personnel are inadequate. As a result, teachers struggle to make
accurate decisions in the assessment and diagnostic processes. Teachers also face various challenges in working
with children with disabilities due to their lack of experience, and they have limited communication with both
children due to language differences and parents due to both language and cultural differences.
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Table 1
Descriptive Information of the Research Examined
Countr Data
Source 1y Aim Method Pattern Participants  collection Results
of origin ]
technique
. . . Parents' awareness of their children's abilities, interests, and
Arfa, Examining the views of 24 migrant - - Lo -
. . available resources increases after participating in physical
Solvang, MSSN on their parents Observation B : A -
PR . o activities with their children. Parents have the opportunity to
Berg & Norway participation in various Qualitative ~ Phenomenology ~ who have and iali d exch . di ) ith each
Jahnsen physical activities with MSSN and interview soctallze ang EXCNAnge Experiences an |nformat|or! with eac
2022 ! their parents 17 MSSN other. MSSN learn new skills, become aware of their preferences
P and abilities, establish friendships, and improve their social skills.
The participants had some concerns about the transition of their
To explore the } - - -
. children with special needs to adulthood. The participants stated
perspectives of Korean 20 mi hat thev d K h its their children in the
Kim & migrant parents about 0 migrant that they do not know what awaits their children in the future,
Dababnah.  USA their children's future Qualitative Embedded parents Interview whether their children can get a job, and how they can take care of
2021 ' and the factors that theory who have themselves, and they are worried about these situations. There are
shape these MSSN not enough services related to transition plans. Due to the
erE ectives language barrier and cultural differences, parents stated that they
persp ' wanted a Korean service provider to care for their children.
To examine the Pakistani parents saw the special need situation as "God's will" and
experiences of Pakistani 10 Pakistani described it as an opportunity for spiritual growth. When the views
Akbar & parents with special migrant of the participants were examined, it was determined that religion
Woods, England needs children living in Qualitative ~ Phenomenology  parents Interview was a protective factor. The participants stated that translators
2020 the UK regarding who have have a very important role in collaborating with the school and
special education MSSN they feel more comfortable when they communicate with
services. individuals from the same culture.
To examine the Migrant parents are unaware of special education services and have
understanding of difficulties in daily life due to language and cultural differences.
Rivera- migrant parents about E The participants gave concrete examples of negative spousal
- AR X : our : . : - . :
Singletary their children's special . relationships such as violence, separation, and divorce to illustrate
; migrant e - ; .
& needs and special I . the difficulties they experienced. Emotional support for migrant
USA - Qualitative ~ Phenomenology  parents Interview I
Cranston- education process and to who have parents has a critical importance for the success of the home—
Gingras, reveal the experiences of school partnership. The experiences and special education process
h h MSSN ; - .
2019 migrants regarding were discussed with the school personnel, and the parents

special education
services.

reactions, which were affected by the support and empathy
received, were both positive and negative.
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Source Country of Aim Method Pattern Participants Data col_lectlon Results
origin technique
Analvzing educational 35 school Despite the insufficient and weak determination of gifted Syrian
Alodat & halyzing (faf UCZ lona sC _°°| MSSN, school principals and education supervisors have a
l\/(l) at & Jord jer\élce_s 0 erze Im litati Ph | prlc?upa S | . positive attitude towards providing necessary education services
Zoci'gan" ordan '(cj)r a_man.::: dog s _to Qualitative enomenology ag Seven nterview to Syrian MSSN. However, the education services offered
: gnuf;; gtl ; tyrlan eﬁqcatlon include some limitations due to some administrative and legal
migrant students. officers problems.
To reveal the special needs Seven Parents are satisfied with their children's education in the USA,
situation of parents with miarant but they cannot communicate with their children's teachers
Cummings & MSSN and migrating to mo%hers and because they do not speak English, and this situation limits their
Hardin, USA the USA from different Qualitative ~ Phenomenology one miarant Interview children's education. The participants, who stated that they could
2017 countries and their g not always access the translation service, reported that their
- - . father who - A DR -
experiences with special children had difficulties in the Individualized Education Plan
. p have MSSN - - > Lo
education services. meetings and in the official registration process.
23 migrant
Paniaqua Examining the situation of parents who Observation The participation of migrant parents with MSSN in their children's
gua, Spain parents with MSSN in Qualitative  Case study have MSSN - - education is limited. Migrant parents had difficulties in
2017 . - and interview L .
educational settings. and 19 communicating with teachers.
teachers
s Participating parents stated that working with parents was more
Examining how cultural i\’e” productive when professionals working with MSSN respected
Lee & Park, USA contexts affect the litati Ph | orean | . the parents’ culture. Although it is difficult for parents to live in
2016 attitudes of mothers Qualitative enomenology  migrant h nterview another country, it has been observed that parents are determined
raising MSSN. Earenlt\;;vSNO to cooperate when they see the necessary effort from teachers for
ave their children's education.
Parents with MSSN were willing to participate in their children's
23 miarant education, but most of the parents were not able to because their
- g socio-economic level was low and they did not know the
. Examining the school parents who . . . - -
Paniagua, . I Observation language. Parents stated that the education curriculum in Spain is
Spain attendance status of Qualitative  Ethnography have MSSN - - . . AR
2015 - and interview  very strict. In addition, the subjectivity in the assessment and
parents with MSSN. and 19 impl - in Spai dmi d
teachers implementation processes in Spain caused migrant students not

to pass the assessment and diagnosis stage correctly and to be
misled.

Note : The studies are listed according to the year of publication. MSSN = migrant students with special needs; USA = United States of America
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Quality Evaluation Criteria Findings

The studies examined within the scope of the study were analyzed according to the JBI quality criteria
evaluation tool. The JBI quality indicators differ according to research methods. In Table 2, the quality indicators
related to the studies designed with the qualitative research method are given. Each study was evaluated according
to whether it met methodologically acceptable standards.

Table 2
Quality Evaluation Criteria of Studies Designed with Qualitative Research Methodology
Articles
o g & > = ~ g 0
s £ E 2:2EF 95 § 8§ B
Quality evaluation criteria _ 8 2g 28° =9 29 o X <
| )
5 NS YO ®B8E8 Yo ELC = S =1
. g 5% sC02 g% ET = e S
© o S o= 8 S < I= c
T E ¥ z2¥%6 8 O § 8 &
< v < [ Py -
1. Is there alignment between the approach
aradigm) that forms the philosophical
(paradigm) phiiosop Y Y Y Y Y Y Y vy v

foundation of the research and the
research methodology used?

2. Is there alignment between the research
methodology and the research question or Y Y Y Y Y Y Y Y Y
objectives?

3. Is there alignment between the research

methodology and the data collection Y Y Y Y Y Y Y Y Y
methods?

4. Is there alignment between the research
methodology and the representation and Y Y Y Y Y Y Y Y Y

analysis of the data?

5. Is there alignment between the research
methodology and the interpretation of the Y N N Y Y Y Y Y Y
findings?

6. Does the research position the researcher

culturally or theoretically? Y Y Y Y N Y Y Y Y
7. Is the role of the researcher and the
impact of the research on the researcher v v v N v N N v v

evaluated among the factors that
influence the research findings?

8. Have the nparticipants and their

perspectives been adequately represented Y Y Y Y Y Y Y Y Y
in the research?

9. Has the research been prepared in

accordance with ethical criteria or

obtained ethical approval from an Y Y Y Y Y Y Y Y Y
institution? Is there any evidence of this

within the research?

10. Have the research findings emerged as
a result of analyzing and interpreting the
data collected during the research
process?

Note: | = indeterminate; NA = not applicable; N = no; Y = yes.

Y Y Y Y Y Y Y Y Y

The studies designed with qualitative research methodology were examined using the JBI quality
appraisal criteria tool, and it was observed that all nine studies met the required criterion of 90% deemed necessary
for the present study. Three of the reviewed studies were found to meet all ten relevant criteria (Arfa, et al., 2022;
Lee & Park, 2016; Paniagua, 2015). Among the remaining six studies, Kim and Dababnah (2021) and Akbar and
Woods (2020) did not meet the fifth criterion, Alodat and Momani (2019) did not meet the sixth criterion, and
finally Rivera-Singletary and Cranston-Gingras (2019), Cummings and Hardin (2017), and Paniagua (2017) did
not meet the seventh criterion. When examining the studies by Kim and Dababnah (2021) and Akbar and Woods

Kocaoglu et al. 2023, 24(4)



A REVIEW OF RESEARCH ON THE EDUCATION OF MIGRANT STUDENTS WITH SPECIAL NEEDS 569

(2020), it was observed that neither study met the criterion “Is there alignment between the research methodology
and the interpretation of the findings?” of the quality appraisal criteria. Considering that research methodology
refers to the methods and procedures used to answer a specific research question or achieve a specific purpose and
the interpretation of the findings involves analyzing the collected data to make sense of the results, this criterion
questions whether there is alignment between the methods used in the study, the analysis of the data, and the
interpretation of the findings. Akbar and Woods (2020), despite using interpretive phenomenology in their
research, focused more on descriptive information when interpreting their data and did not engage in exploratory,
interpretive, or critical perspectives. Therefore, they are considered to have not met the relevant criterion. Kim and
Dababnah (2021), in their research using grounded theory design, obtained four themes but did not develop an in-
depth understanding of them. It is thought that they did not meet the criterion because they did not achieve the
main purpose of the grounded theory design, which is the exploration of new phenomena and the development of
a new understanding.

When examining the study by Alodat and Momani (2019), it was observed that it did not meet the criterion
“Does the research position the researcher culturally or theoretically?” of the quality appraisal criteria. The
researcher is a critical actor in the qualitative research process, and understanding the researcher's cultural and
theoretical orientations is important when evaluating the evidence produced. Qualitative research should include
a clear statement about the researcher's orientations. The relevant quality appraisal criterion states that the
researcher should indicate how they reflect their cultural and theoretical perspectives in areas such as research
design, data collection methods, analysis process, and interpretation of the findings, emphasizing that the
researcher's explicit expression of their cultural and theoretical position plays a significant role in interpreting and
understanding the research results. Since no such statement was observed in the relevant study, it is considered not
to have met this criterion.

When examining the studies by Rivera-Singletary and Cranston-Gingras (2019), Cummings and Hardin
(2017), and Paniagua (2017), it was observed that none of the studies met the criterion "Are the factors influencing
the research results, including the researcher's role and the impact of the research on the researcher, evaluated?"
of the quality appraisal criteria. This criterion suggests assessing the researcher's impact and potential influence
during the research process. It emphasizes the researcher's efforts to maintain objectivity, be aware of their
influences in the data collection and analysis processes, and explicitly report these influences. The researcher's
impact is examined in several dimensions. First, the relationship between the researcher and the study participants
is investigated. The researcher's role in the study process and their interaction and communication with the
participants are evaluated. The researcher's personal experiences, biases, or preconceptions that may affect the
study and how they can be addressed are considered. Secondly, it is important for the researcher to critically
examine their role in the data collection phase. The researcher's conscious or unconscious involvement in the data
collection process can potentially influence the participants' responses. It is important for the researcher to be
aware of these influences and make efforts to manage the data collection process objectively. Finally, the
researcher's response to the events that occur during the study and how these responses are reported should also
be considered. The researcher's emotional or personal reactions can affect how the study is conducted and the
interpretation of the results. Therefore, it is important for the researcher to clearly state these reactions and explain
how they are addressed. Considering all these aspects, it is thought that the relevant studies did not address this
aspect and therefore did not meet this criterion.

These evaluations highlight the importance of the researcher's role and impact in qualitative research. The
researcher should clearly express their cultural and theoretical perspectives at every stage, from methodological
choices to data analysis and interpretation of the results. Furthermore, it is important for the researcher to maintain
objectivity and be aware of and report their influences during the research process. Such attention and diligence
will enhance the credibility and validity of the study. In conclusion, some of the examined studies did not achieve
harmony between the research methodology and the interpretation of the results, and the researcher's impact was
not adequately addressed. These weaknesses reveal areas that need to be considered for future qualitative research.

Discussion

In the present study, nine research papers related to the education of MSSN were examined in terms of
the country of the study, publication year, research methodology, participant group, data collection technique, and
findings. The results revealed that four out of the nine studies were conducted in the USA. Considering the
multicultural nature of the US population and its high rate of migration, it is not surprising to see this result.
According to the World Migration Report published by the IOM in 2022, the United States has the highest number
of migrants (over 51 million) in the world (IOM, 2022). Considering that among these migrants there are
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individuals with special needs (Cummings & Hardin, 2016; Jergensen et al., 2020; McDevitt, 2021), it is expected
that a higher number of studies are conducted in the United States. Further data from the World Migration Report
(2022) indicate that the United States increased the quota for those seeking to migrate due to security reasons from
15,000 in 2020 to 62,500 in 2021 (I0M, 2020; 2022). This number was further increased to 125,000 in 2022 and
remained the same for 2023 (United States Department of State, 2022).). Based on this information, it is likely that
many studies will continue to be conducted in the United States in the coming years. Given that migration is a
global phenomenon and that there have been numerous events triggering migration, such as wars and economic
crises, it is expected that research on this topic will continue to increase. For example, as a result of the mass
migration movements towards Turkey following the war in Syria that started in 2011, as of October 20, 2022,
3,622,486 Syrian migrants are living in Turkey (Directorate General of Migration Management, 2022). Although
they did not meet the quality evaluation criteria set in the present study, it is observed that the number of studies
focusing on Syrian MSSN in Turkey has increased in recent years (Cetin & Kog, 2021; Hatipoglu, 2021; Keklik,
2021; Unay et al., 2021). According to the World Migration Report (2022), the countries with the highest number
of migrants after the United States are Germany with 16 million migrants, Saudi Arabia with 13 million migrants,
Russia with 12 million migrants, and the United Kingdom with 9 million migrants. Although Turkey ranks 12th
on this list (IOM, 2022), due to the mass migration movement resulting from the ongoing civil war in Syria, it is
expected that numerous studies focusing on migrants have been conducted in recent years.

The publication dates of the examined studies within the scope of the present study indicate that research
on MSSN has been conducted since 2015. In 2015, the lifeless body of a three-year-old Syrian boy hamed Aylan
Kurdi, washed ashore in the Bodrum district of Mugla, brought the tragedy in Syria and the plight of people losing
their lives during migration to the world's attention (Kagmaz, 2015). In 2018, UNICEF issued a press release
entitled "Migration in 2018: Every Child's Right to Be Safe" ahead of the International Migrants Day on December
18. Speaking at the press release, Ted Chaiban, UNICEF's Program Director, stated, “Policies, practices, and
attitudes that put migrant children at risk can be changed and must be changed. 2018 is a year when this can
happen, and the Global Compact for Migration is an opportunity for that” (UNICEF, 2017). In 2020, according
to the World Migration Report published by the IOM, a record number of people forcibly migrated to other
countries due to concerns about personal safety due to violence and conflict in their countries of birth and
upbringing. The report stated that the previous year 26 million new migrants were registered in various parts of
the world (I0M, 2020). In addition, many national and international journals dedicated their special issues in 2021
to migration. For example, the title of the special issue of the Journal of National Education (JONE) in 2021 was
“Migration Education in Turkey and the World” (access link:
https://dergipark.org.tr/tr/pub/milliegitim/page/11325), and the International Journal of Inclusive Education (1JIE)
released a special issue entitled “Refugees and Inclusive Education” in the same year (access link:
https://www.tandfonline.com/toc/tied20/25/2). In conclusion, various political and social developments in the past
decade have influenced the MSSN research.

The studies examined in the present study were all designed using qualitative research methodology. The
preference for this methodology can be attributed to the aim of presenting the natural conditions of MSSN in a
holistic perspective, explaining their learning characteristics, educational situations, and the challenges they
encounter in education, as well as shedding light on the current situation of these individuals from the perspectives
of parents and teachers. Many of the studies examined in our study (Alodat & Gentry, 2022; Kim & Hwang, 2018;
McDevitt, 2021; Oliver & Singal, 2017; Walker-Dalhouse & Dalhouse, 2015) and other studies in the literature
(Ciilha & Demirtag, 2020; Cetin & Kog, 2021; Emin, 2016; Karsli-Calamak & Kilinc, 2021; Kocaoglu, 2022;
Kocaoglu & Giiner Yildiz, 2022; Madziva & Thondhlana 2017; Mcintyre & Hall, 2018; Oliver & Singal 2017;
Sinkkonen & Kyttild, 2014; Unay et al., 2021) are within this framework. All of the studies focusing on the
education of MSSN consist of research in which the views of teachers and parents regarding the educational
situation of MSSN were obtained. In almost all of these studies, communication problems were found between
parents and schools due to the lack of knowledge of the language of the host country, and parents were unable to
participate in the education system (Akbar & Woods, 2020; Arfa et al., 2022; Cummings & Hardin, 2017; Kim &
Dababnah, 2021; Rivera-Singletary & Cranston-Gingras, 2019; Paniagua, 2015; Paniagua, 2017; Lee & Park,
2016). This situation is also emphasized in other studies in the literature (Kocaoglu, 2022; Kocaoglu & Giiner-
Yildiz, 2022). When the studies in which the participant group consisted of teachers working with MSSN were
examined, it was observed that these students did not undergo a proper assessment due to the lack of qualified
personnel and appropriate assessment tools. Only students labeled due to language and cultural differences were
identified, and teachers did not have sufficient knowledge and experience to work with these individuals (Alodat
& Momani, 2019; Paniagua, 2015; 2017). In a study conducted in this country but not included in our study due
to not meeting the criteria of being peer-reviewed and published (Kocaoglu & Giiner-Yildiz, 2022), special
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education teachers working with MSSN faced difficulties due to the language and cultural differences brought
about by migration and migration status, as well as the special needs status of these students, and teachers'
knowledge and skills were not sufficient to work with these students. Additionally, teachers working with MSSN
had difficulty in communicating with parents and parents did not always understand the recommended education
and interventions for their children. This finding supports the result obtained in our study, which indicates
communication problems due to language and cultural differences among parents.

When the results of the analyzed studies are evaluated as a whole, it is seen that the problems experienced
by both parents and teachers are based on language and cultural differences. Different countries have developed
various solutions to address this problem. For example, in the UK, migrant support personnel or interpreters are
employed to strengthen school-home communication (Oliver & Singal, 2017). In Finland, there has been a
separate one-year language preparatory class since 1990 to help migrant students both improve their Finnish
language skills and adapt to the Finnish school system (Sinkkonen & Kyttéld, 2014). Turkey, on the other hand,
has attempted to address this problem through the Temporary Protection Regulation enacted in 2014, which states
that “interpreter services will be provided free of charge when communication at the desired level cannot be
established without an interpreter in matters related to health, education, access to the job market, social services,
and assistance” (Temporary Protection Regulation, 2014). In this way, interpreters are assigned to institutions
such as hospitals and schools, which are frequently accessed by migrants residing in this country, aiming to
minimize the language problem.

In this study, international studies published in the literature on the education of MSSN between 2011-
2022 were reviewed and the current situation regarding the education of these children was tried to be revealed. It
is thought that the findings of our study will be useful for researchers working on topics related to the education
of these children. The majority of the studies accessed within the scope of our study had methodological limitations
in various aspects according to the quality assessment criteria. This indicates the need for more qualitative research
to expand the literature on children affected by migration, especially MSSN. It should be noted that the limitations
of the present study include its focus on research published in national and international peer-reviewed journals
between 2011 and 2022 and the exclusion of graduate theses. Upon examining the findings, it was observed that
only qualitative research designs were employed in studies related to the education of MSSN. In the future,
quantitative research can help identify methods and techniques suitable for the learning characteristics of MSSN,
leading to the development of appropriate educational programs for them. Additionally, research involving the
participation of students, parents, and teachers living in different cities, taking into account the current situations
and needs of MSSN, can be conducted.
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ANKARA UNIVERSITESI EGITIM BILIMLERI FAKULTESI OZEL EGIiTiM DERGISi
YAZIM KURALLARI

Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi, y1lda dort kez yayimlanan hakemli
bir dergidir. Dergide 6zel egitim alaninda yapilan derleme, nicel, nitel ve karma yontemi kullanan aragtirmalara
yer verilmektedir. Dergi elektronik ortamda iicretsiz olarak erisime aciktir.

Yazarlara rehberlik etmesi amaciyla Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim
Dergisinde makalelerin DergiPark sistemine yiiklenmesi ile makalelerin degerlendirilme ve yayimlanma
stireclerinde izlenen asamalara iligkin bilgiler, asagida sirasiyla verilmistir. Ayrica dergide yayimlanacak
calismalarda aranacak temel kosullar da listelenmistir.

Makalelerin DergiPark Sistemine Yiiklenme Siireci

1. Calhigmalarinizi, yazim dili Tiirkge 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 iliskin 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
(caligma konusunu belirleme, aragtirma deseni, veri toplama, verilerin analizi ve ¢alismanin raporlanmasi
gorevlerinden hangi gorevlerde yer aldiklar); 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 baglikli dosyada yer verilmelidir. Yazar Bilgileri
basliklit 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 Editorler Kurulu, degerlendirilmek
icin dergiye gonderilen yazim dili Tiirkge veya Ingilizce olan calismalar: ilk olarak “Editéryal On
Inceleme” siirecinden gecirir. Bu asamada oncelikle ¢alismanin bigimsel uygunlugu (sézciik sayist,
sablona uygunluk, kaynaklarin yazimi vb.), benzerlik orani (iThenticate) ve gerekli diger belgelerin (etik
kurul onayi, telif hakki devir formu vb.) uygunlugu incelenir. Gerek duyuldugunda (6r. karmasik
istatistiksel islemlerin bulunmasi) ¢alisma, editor tarafindan “Ol¢me ve Degerlendirme Editorii” ile
paylasilarak inceleme istenebilir. Uygunlugunun incelenmesinin ardindan, bu agamada talep edilecek bir
diizenleme olmamast halinde konusuyla baglantili olarak ¢alismaya “Alan Editori” atanir. Caligma
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 ¢aligmaya “Alan Editorii” atanir, diizeltmeler yapilmazsa ¢alisma yazara iade edilir.

2. Alan Editériiniin atanmasiyla “On Okuma” siireci baglatilir. Alan Editorii galismay1 okuyarak dergi
kapsamina uygunlugunu ve bilimsel degerini inceler. Giincel, 6nemli veya bilimsel olmayan ¢alismalar
o6n okuma silirecinde Alan Editorii tarafindan reddedilir. Ardindan Alan Editorii incelemeleri
dogrultusunda yazardan revizyon talep ederek calismay1 yazar(lar)a yonlendirir. Alan Editori,
yazar(lar)in talep edilen diizeltmelerin gerceklestirip gergeklestirmedigini inceleyerek revize edilmis
calismanin hakem degerlendirmesine yonlendirilmesi kararmi verir. Alan Editorii tarafindan istenen
diizeltmeler gergeklestirilmemisse ¢aligma reddedilerek yazar(lar)a iade edilir.

3. Alan Editorii, hakem degerlendirmesine yonlendirilen ¢alisma i¢in iki asil, iki yedek olmak tizere dort
hakem belirleyerek Editor ile paylasir. Editor, Alan Editorii tarafindan belirlenen aday hakemler arasindan
iki (2) hakem belirler. Alan Editorii, ¢alismay1 belirlenen hakemlere yonlendirerek 1. Tur Hakem
Degerlendirmesi siirecini baslatir. Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim
Dergisinde arastirma, derleme ve tek denekli caligmalara iliskin hakem degerlendirme formlari
bulunmaktadir. Hakemler bu degerlendirme formlari dogrultusunda Baslik, Oz, Giris, Yontem, Bulgular,
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Tartigma 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 tutarh
bir sekilde sunumu ve alanyazin agisindan incelenmesine dayanmaktadir. Hakemler tarafindan yapilan
degerlendirme siireci sonucunda degerlendirme formlari tamamlanmakta ve yazar(lar)a iletilmek {izere
a) yaymmlanabilir, b) ret, ¢) minor ya da major revizyon olmak tizere li¢ karar alinabilmektedir.

Hakemler tarafindan 1. tur degerlendirmede hazirlanan raporlar Alan Editorii tarafindan incelenerek varsa
red karart 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 i¢inde gerceklestirerek calismayi revize
etmesini talep eder. Yazar, revizyon dosyasini ve eger ¢alisma i¢in red karar1 veren hakem var ise red
kararma karsilik savunu dosyasini tanman zaman iginde sisteme yiikler. Caligsmanin revize edilmesinin
ardindan 2. Tur/EK Hakem Degerlendirmesi siireci baslatilir. Alan Editorii, 2. tur incelemede hakem
degerlendirmeleri sonucu “yayimlanabilir” karar1 verilen ¢alismayr Son Okumaya alir. Hakem
degerlendirmeleri silirecinde hakem(ler) tarafindan red karar1 verilen calisma, Alan Editorii’niin
Editor’den alacagi onayla reddedilerek yazara iade edilir.

4. Yayimlanabilir karar1 verilmis olan ¢alisma i¢in Alan Editorii tarafindan son okuma siireci baglatilir. Alan
Editorii bu asamada calismay:1 tekrar okuyarak yazar(lar)dan gerekli diizeltmelerin yapilmasini ve
makalenin birebir ¢evirisinin (sertifika ile birlikte) sisteme yiiklenmesini talep eder.

a. Eger caligma DergiPark sistemine yazim dili Tiirkge olarak yiiklenmigse bu agamada anadili
Tiirkge olan yazar/(lar), ¢alismalarinin 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 Tiirkge’ye gevirerek 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 Tiirkge olmayan
yazar(lar) icin Tiirkce ceviri istenmez, ¢aligma kabul alirsa yalnizca Ingilizce olarak yayimlanir.

Yazarin c¢alismay1 revize etmesinin ardindan Alan Editérii gerekli diizeltmelerin tamamlanip
tamamlanmadigin1 kontrol ederek ¢alismay1 Tiirkce 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 calisma reddedilerek
yazar(lar)a iade edilir. Caligmada gerekli diizeltmeler tamamlandiginda Alan Editori “kabul” karari alir
ve ¢aligmay1 mizanpaja yonlendirir.

5. Mizanpaj editérii, calismay1 Ozel Egitim Dergisi Yazim Kurallart dogrultusunda inceleyerek bigimsel
diizenlemeleri gerceklestirir 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 Gériiniimde yayimlanir.

6. Tim siiregler tamamlanarak yayimlanmis ¢alismalar, Arastirma ve Derleme olmak {izere iki kategoride
erken goriiniimde yayimlanma tarihlerine gore siralanir ve sirasi gelen ¢alismalar sayida yayimlanir.

7.  Yayimlanmasina karar verilen makaleler i¢in iicret ddenmez.
8. Calismalarda savunulan goriislerden ve kaynaklarin dogrulugundan yazar ya da yazarlar sorumludur.

9. Derginin sayilandirilmasi, her yil birbirine eklenerek stirdiiriiliir.
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Dergide Yayimlanacak Calismalarda Aranacak Temel Kosullar

1. Calisma Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisine uygun olan konulart
(https://dergipark.org.tr/tr/pub/ozelegitimdergisi/aim-and-scope) ele almalidir.

2. Dergiye gonderilen ¢alismalarin daha 6nce higbir yerde yayimlanmamig ya da halihazirda bagka bir
dergide incelemede olmamasi gerekmektedir.

3. Derginin yazim kurallarma ve Tiirkce sablon veya Ingilizce sablona uygun bigimde yazilmis olmasi
gerekmektedir.

4. iThenticate paket programi araciligiyla gerceklestirilen intihal denetiminde, benzerlik oraninin %10’ un
iistiine ¢tkmamasi 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.
%15’1n tizeri benzerlik orani olan ¢aligmalar reddedilmektedir.

5. Calismaya iliskin Etik Kurul Kararinin alinmis olmasi gerekmektedir.
Tiirkce ve Ingilizce Genel Bi¢cim Ozellikleri
Dergide yayimlanacak ¢alismalar i¢in genel bigim 6zellikleri agsagida verilmistir.

Tiirkce ve Ingilizce =~ Metin, A4 boyutlarindaki kagida, alttan, iistten ve yanlardan 2.5 cm bosluk birakilarak,
Sayfa Yapisi iki yana yash sekilde ve tek siitun olarak hazirlanmalidir.

Tiirkce ve Ingilizce  Biitiin metinde 10 punto Times New Roman yazi karakteri kullanilmalidir. Baslik,
Yaz Tipi yazar isimleri, tablo ve sekillerin nasil hazirlanacagia dair ilgili boliimlere bakiniz.

Paragraf sekmesinde girintiler boliimii;
Tiirkce ve ingilizce  Ilk satirin baginda 1.25 cm (bir tab) bosluk (Tiirkce 6z ve Ingilizce abstract haric),

Paragraf Yapisi Aralik sekmesinde dnce 6 nk ve sonra 0 nk tanimlanmali, metin igin tek satir aralig
se¢ilmelidir.

Hazirlanan galismalarin uzunlugu, kaynakca kismi dahil olmak {izere hem Tiirk¢e hem
de Ingilizce tam metin i¢in minimum 6000 maksimum 8000 sézciik olmalidir. Tiirkge
ve Ingilizce tam metnin birbiri ile tutarli olmasima dikkat edilmelidir.

Tiirkce ve Ingilizce
Sozciik Sinirt

Caligmanin bashg: en fazla 12 sozciikten olusmahdir. Baghk 14 punto Times New

Roman yazi karakterinde, satir aralig1 tek olacak sekilde bold yazilmali ve sayfaya

. . ortalanmalidir.

Tiirkce ve Ingilizce . . . T - *
Calisma daha 6nce sunulmussa, bir projeden veya tezden iiretilmisse basligin sonuna

Bashk ! . ) . o A
dipnot isareti konularak dipnotta agiklama yapilmalidir. Ancak bu bilgi Yazar Bilgileri
baslikl: sablon icinde verilmeli, kesinlikle MAKALE ICINDE VERILMEMELIDIR
(bk. Yazar Bilgileri sablonu).

Yazar isim ve soy isimleri ilk harfleri biyiik, 10 punto Times New Roman yazi
karakterinde verilmelidir. Ancak bu bilgi Yazar Bilgileri bashikli sablon iginde
verilmeli, kesinlikle MAKALE ICINDE VERILMEMELIDIR (bk. Yazar Bilgileri
sablonu).

Yazar Isimleri Yazar(lar)in unvanlari, elektronik posta adresleri ve ORCID id’leri hem Tiirk¢e 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 baglikli sablon iginde verilmeli,
kesinlikle MAKALE KZINDE VERILMEMELIDIR (bk. Yazar Bilgileri sablonu).

Her makalede Tiirkge tam metin boliimiiniin iistinde ¢alismay1 6zetleyen bir “Oz”
kismi bulunmalidir. Oz, 10 punto biiyiikliigiinde, iki yana yash ve 250 sozciigii
gegmeyecek sekilde yazilmalidir. Ozde afif bulunmamalidir. Ayni uygulamalar
Ingilizce tam metin kismuinin iistiinde yer alan Ingilizce tam metni &6zetleyen
“Abstract” kismi i¢in de gegerlidir.

Tiirkce Oz ve
Ingilizce Abstract
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Arastirma makalelerinin 6z ve abstract kisminda Giris, Yontem, Bulgular, Tartisma
ve ana metinde varsa Sonug(lar) bashklari yer almalidir. Oz ve abstract kisminda
asagidaki icerik yer almalidir.

»  Giris: Problem durumu,

» Yontem: Arastirmadaki katilimcilar ve katilimeilarla ilgili yas, cinsiyet ve
uyruk gibi demografik Ozelliklerine iligkin  bilgiler, arastirmanin
yontemi/deseni (eger varsa 6zellikle yontemsel 6zgiinliigii),

» Bulgular: Arastirmadan elde edilen temel bulgular,

» Tartisma: Elde edilen bulgularm alanyazin 1g1gimnda yorumlari, bulgularin
olasi etkileri,

» Sonug(lar): (Ana metinde varsa bu basliga yer verilebilir.) Aragtirmadan elde
edilen en 6nemli ¢ikarimlar (eger varsa bu basliga oneriler de eklenebilir,
eklendiginde bulgularin olasi etkileri veya uygulamaya yansimalart).

Literatiir taramast ya da meta-analizi ¢alismalarinin 6z ve abstract kisminda asagidaki
icerik yer almalidir:

> Incelenen problem durumunun veya inceleme konusu olan degiskenler aras
iligkilerin tanimlanmast,

> Incelemeye alman ¢alismalarin segilme 6lgiitii (meta-analizler icin),
»  Ele alian 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 igerik yer almalidir:
» Kuramin/modelin dayandigi temeller ve kuramin/modelin isleyisinin
agiklanmasi,
»  Ampirik bulgularla iligkilendirilerek kuramin/modelin agikladigi durum.
Yontemsel ¢alismalarin 6z ve abstract kisminda asagidaki igerik yer almalidir:
Konu edilen yontemin genel simflamadaki yeri,
Qnerilen yontemin temel 6zellikleri,
Onerilen yontemin uygulama alani,
Istatistiksel islemler s6z konusu ise temel 6zellikleri ve istatistiksel giicii ve
etki bitylkligi.
Vaka ¢alismalarinin 6z ve abstract kisminda asagidaki icerik yer almalidir:

VVVY

> Incelenen birey, grup, topluluk ya da kurumun &zellikleri ve tanitimi,
» Vaka 6rnegi yoluyla ortaya konulan ¢6ziimiin agiklanmasi,
» Kuramsal agiklamalar ya da sonraki aragtirmalara 11k tutacak konular.

Tiirkge ve Ingilizce
Anahtar Sozciikler

Anahtar sozciikler 6z ve abstract kisminin altinda, en az bes, en fazla yedi adet olacak
sekilde, ilk anahtar sozciik biiylik harfle baslarken digerleri kiiciik harflerle aralarina
virgiil konularak verilmelidir. Tiirkge ve Ingilizce anahtar sozciikler tutarli olmali, ayni
sayida ve sirada verilmelidir.

Tiirkce ve Ingilizce
Tam Metin

Nicel ve nitel ¢alismalar Giris, Yontem, Bulgular ve Tartisma boliimlerini icermelidir.
Girig
Bu kisim asagidaki igerigi kapsamalidir:
» Problem durumunun ve 6nemin agiklanmasi,
> llgili literatiir ve bulgularin tanimlanmast,
» Arastirma amaglar1 ya da hipotezlerinin ifade edilmesi ve aragtirmanin
yontemiyle iliskilendirilmesi.
Yontem
Bu kisim agagidaki igerigi kapsamalidir:
» Arastirma deseni,
» Katilimci-6rneklem ya da deneklerin temel demografik 6zelliklerinin yeterli
sekilde tamimlanmasi; Ornekleme yontemi ve isleminin agiklanmasi,
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orneklem biyiikligi, o©rneklem biyikligiiniin nasil belirlendigi ve
orneklemin evreni temsil etme giicli gibi
> Olgme araclari, varsa bu araglara iliskin gelistirilme, uyarlanma, gecerlik,
giivenirlik ve standardizasyon bilgileri,
» Eger deneysel bir ¢alisma ise deneysel igslem siireci.
Yontem bagligr altinda ele alinacak igerik uygun alt basliklarla aktarilmalidir.
Arastirmanin tiirine gore basliklandirmada kullanilacak isimlendirme degisebilir,
ancak beklenen en temel basliklandirma soyledir:
» Arastirma deseninin veya arastirmada yiriitiilen iglemin tanimlandigi bir
baslik,
»  Evren, 6rneklem, denekler ya da katilimeilarin tanimlandigi bir baglik,
» Veri toplama araglarinin tanitildig bir baslik.
»  Veri toplama siirecinin kisaca agiklandig1 ve yapilan analizler hakkinda bilgi
verildigi veri toplama ve analiz gibi bir baslik.
Bulgular
Bulgular kisminda toplanan veri kisaca tanitilarak, dncelikle veri tizerinde yapilan
analiz/ler agiklanmalidir. Aragtirmanin sonucunu ortaya koyan bulgular yeterince
detayl sekilde aktarilmalidir. Arastirmanin ilgili tiim sonuglari, hipotezleri desteklesin
ya da desteklemesin, diger bir deyisle istatistiksel olarak anlamli ¢iksin ya da ¢tkmasin
rapor edilmelidir. Arastirmacilar beklenen sekilde ¢ikmayan sonuglar1 rapor etmekten
ka¢inmamalidirlar, bunun yerine beklenmedik sonuglari tartisma bashigi altinda
tartigmalidirlar. Nicel arastirmalarda bulgular giiven araliklar1 ve etki biiyiikliikleri ile
birlikte verilmelidir. Bulgular verilirken Tablo 1°de verilen istatistiksel sembol ve
kisaltmalar kullanilmaly, istatistiksel semboller italik olarak verilmelidir.
Tartisma

Sonuglar aktarildiktan sonra, bu sonuglarin dogurgular1 aragtirmanin hipotezleri
1s18inda tartistlmalidir. Ayrica sonuglar yorumlanmali, 6zetlenmeli ve sonuglardan
yola ¢ikarak bazi ¢ikarimlarda bulunulmalidir.

Bu boliimde arastirmanin sunirliliklarina bir paragrafta ya da alt baglik ikinci diizey
baslik kullanilarak yer verilebilir.

Ayrica aragtirmanin sonucu, uygulama ve ileriki arastirmalar igin Onerilere yer
verilmelidir. Yazarlar isterlerse Tartigma baghigi altinda ikinci diizey baslik kullanarak
Simirliliklar, Oneriler ve Sonug basliklarini kullanabilirler.

Derleme tiirii ¢alismalar ise problemi ortaya koymali, ilgili literatiirii yetkin bir
bigimde analiz etmeli, literatiirdeki eksiklikler, bosluklar ve ¢eligkilerin iizerinde
durmali ve ¢6ziim i¢in atilmasi gereken adimlardan bahsetmelidir.

Diger calismalarda ise konunun tiiriine gore degisiklik yapilabilir, fakat bunun
okuyucunun metinden faydalanmasimni gii¢lestirecek detayda alt bolimler seklinde
olmamasina 6zen gosterilmelidir.

Tiirkge ve Ingilizce
Kaynaklar

Kaynak¢a yazimina yeni bir sayfadan baslanmalidir. Hem metin iginde hem de
kaynak¢ada Amerikan Psikologlar Birligi tarafindan yayimlanan Publication Manual
of American Psychological Association (APA) (7. baski) adl kitapta belirtilen yazim
kurallart uygulanmalidir.

Kaynakca yaziminda temel dgelerin kullanimi igin Temel Kaynakga Ogeleri isimli
boliime bakiniz.
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Istatiksel Kisaltmalar ve Semboller

Tiirkge Ingilizce Olgiim birimi
ANCOVA ANCOVA Kovaryans analizi
ANOVA ANOVA Varyans analizi
b. bi b. bi Regresyon analizlerinde tahmin edilen standardize ve standardize
' ' edilmemis regresyon katsayisi
DFA CFA Dogrulayici faktor analizi
CFlI CFlI Karsilagtirmali uyum indeksi
GA Cl Giiven aralig
d d Cohen’in etki biiyiklugii
sd df Serbestlik derecesi
AFA EFA Acgimlayici faktor analizi
EB ES Etki buyukligi
f f Frekans
fo fe Beklenen frekans
fy fo Gozlenen frekans
F F F dagilimi, Fisher’s F ratio
Frit Ferit F testi i¢in kritik istatiksel onem degeri
g g Hedge nin etki biiytikligi degeri
GFlI 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 farki
MTK IRT Madde tepki kurami
K K Devir katsayisi, meta-analizindeki ¢aligma sayisi, bireysel ya da
deneysel bir ¢alismadaki diizey sayis1
KR20 KR20 Kuder—Richardson giivenirlik endeksi
GBE LGC Gizil biiyiime egrisi
LL LL Giiven araligindaki en diistik sinr
00 LR Olabilirlik orani
X M (or X) Ortalama
LSD LSD En az anlamli fark
MANOVA MANOVA Cok degiskenli varyans analizi
MLE MLE Maksimum olasilik tahmini
OK MS Ortalama karesi
n n Alt drneklemler
N N Toplam 6rneklem
p p Olasilik degeri
r r Pearson korelasyon katsayisi
r? r2 Agiklayicilik katsayist
Iy ) biserial korelasyon
Is I's Spearman Kkorelasyon
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? 2 Eta-kare
A (lambda) A (lambda) Goodman — Kruskal 6ngoriilebilirlik dl¢iisi
A (bliyiik lambda) A (capital lambda) Wilks’s ¢ok 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 i¢in 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, karmasik sekiller ve grafikler kimi zaman verilen bilginin anlagilmasimi daha da
zorlastirabilmektedir. Bu nedenle ¢alisma igerisinde anlagilir sekilde ifade edilebilecek sonuglar, tablo ile
verilmemelidir. Oregin, cogunlukla istatistiksel anlamlilik testleri metin igerisinde yaz ile kolaylikla ifade
edilebilmektedir: “Tek yonlii varyans analizi sonuglari, F (1,136) = 4.86, p = .029, 52 = .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 bulunulmalhidir.

» 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 yapilmig olunmalidir. Tablolara ve sekillere atif
yaparken tablo ve sekil numarasi kullanilmalidir, “asagidaki tabloda, yukaridaki tabloda” gibi ifadeler
kullanilmamalidir (6r. Tablo 5’e bakildiginda ... gibi, Sekil 2°de goriildiigi gibi).

» Tablo ya da sekil altinda aciklayici notlara yer verilebilir, bagka bir kaynaktan alinan tablo ya da seklin
kaynagi 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 i¢in Bicim Ozellikleri

Tablo, sekil, resim, grafik gibi unsurlar metin igerisinde verilirken agagidaki bi¢im 6zellikleri dikkate alinmalidir.
» Tablo ve sekillerde genel sablonun diginda 9 punto Times New Roman yazi karakteri
kullanilmalidir. Paragraf sekmesinde aralik boliimiinde; 6nce ve sonra alani 0, satir araligi
tek olmalidir.

» Tablo ve sekil bagliklarinin nasil verilecegine iliskin bilgi i¢in Baslik Sistemi boliimiine
bakiniz.

» Tablo ve sekil numaralar ilk harf biliyiik olacak sekilde, bold olmalidir (6r. Tablo 1,
Tablo 2, Sekil 1, Sekil 2)

» Tablo ve sekil bagliklari, tablo ve sekil numaralariin hemen altinda, her s6zctigiin ilk
harfi biiyiik olacak sekilde, italik, once ve sonra 3 nk olacak sekilde ve sola dayali olmalidir.

Ornegin;

Tablo 1
Tiirkge ve Og“rencileri.n Demqgraﬁk Ozellikleri . S '
ingilizce Tablo » Tablo igindeki basliklarin, tablo icindeki bilgilerin ve tablo notunun sadece ilk

ve Sekiller sozctiklerinin ilk harfleriyle tiim 6zel isimlerin ilk harfleri biiytik, diger sozciikler kiigiik
harflerle yazilmalidir.

» Tablo iginde yalnizca tablo alt ve ist ¢izgileriyle siitun basliklarmin alt ¢izgisi
bulunmali, gerekli durumlarda anlasihrhig artirmak icin yatay ¢izgi kullamlabilir
ancak dikey ¢izgi kullanilmamalidir.

» Tabloda tiim siitun bagliklari ortali olmalidir. Tablo iginde siitun bagligindan uzun
olmayan yazih bilgiler ile rakamsal bilgilerin tiimii ortali, siitun baghgimdan uzun olan yazili
bilgiler ise sola yasli olmalidir. Tablolarda hiicre igindeki yazili bilgiler (rakamsal ifade
olmadiginda) bir satirdan fazla ise 0.15 cm asili olacak sekilde verilmelidir.

» Korelasyon tablosu gibi tablolari kullanirken kendi tablonuzu olusturmak yerine liitfen
APA 7’de yer alan 6rnek standart tablolar1 kullaniniz.

» Sekil gosteriminde renk kullanirken renk korliigii olan kisilerin bilgileri anlayabilmesi
icin 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, bagliktaki tiim sozciikler
biiyilkk harfle baglamali, bold olarak yazilmali, ortalanmali ve metinde ayn1 sekilde atifta
bulunulmalidir (6r. bk. Ek A). Eger birden fazla ek var ise “Ek A, Ek B, ...” seklinde

Tﬁrkge ve
Ingilizce Ekler
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siralanmali ve metin icinde ayni sekilde atifta bulunulmalidir (bk. Ek A, Ek B). Eklerde
tablo, sekil ya da resimlere yer verilebilir. Ancak boyle durumlarda metin i¢cinde “bk. Ek
A’daki Tablo A1” seklinde belirtilmeli ve belirtilen her tablo, sekil ya da resim hangi ekte
(6r. 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 (OGO)
Calismalar: 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 disinda gosterilmelidir (6r. p < .05 yerine p = .023).
Metin i¢inde 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 araliklart ya metin i¢inde ya da tabloda yeni bir siitunda
verilebilir, her iki durumda da koseli ayrag iginde 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, biitiin baslik
diizeylerinde “ve, ile, de, veya” baglaglariyla “-mi1, -mi” soru ekleri her zaman kiigiik harfle yazilmalidir. APA 7
kurallarina gore tiim bagliklar biiyiik harfle baslamalidir.

Tablo 2

Tiirk¢e ve Ingilizce Baslik Sistemi

Birinci Diizey
Bashk

Birinci Diizey Baghklar Ortah, Bold ve ilk Harfler
Biiyiik Olarak Yazilmahdir

Caligmanin baslig1 ve temel bagliklar (Giris, Yontem, Bulgular, Tartisma)
birinci diizey baslik olarak kabul edilmektedir.

ikinci Diizey
Bashk

Sola Dayali, Bold, ilk Harfler Biiyiik Olarak Yazilmahdir
Metin yeni bir paragraf olarak baslamalidir.

Uciincii Diizey
Bashk

Sola Yash, Bold, Italik Ilk Harfler Biiyiik Olarak Yazilmaldur

Metin yeni bir paragraf olarak baglamalidir.

Dérdiincii
Diizey Bashk

ilk Satir Girintili, Bold, Her Sozciigiin ilk Harfi Biiyiik Yazilmal ve Nokta ile
Bitmelidir. Metin ayn1 satirda devam etmeli, alt satira ge¢ilmemelidir. Bu baghig takip eden
ilk paragraf baslikla ayni satirda yer almalidir.

Besinci Diizey
Bashk

Ik Satir Girintili, Bold, Italik, Her Sozciigiin Ilk Harfi Biiyiik Yazilmal ve Nokta
ile Bitmelidir. Metin ayn1 satirda devam etmeli, alt satira ge¢ilmemelidir. Bu baslig1 takip
eden ilk paragraf baslikla ayni satirda yer almalidir. Bes diizeyden daha fazla baghk
olusturulmasi 6nerilmemektedir.
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Tablo 2 (devami)

YAZIM KURALLARI

» Tablo numaralar1 tablonun iistiinde (6r. Tablo 1, Tablo 2 gibi) sola dayali, bold ve ilk
harf biiyiik yazilirken, tablo bagliklar1 tablo numaralarinin altinda (6nce ve sonra 3nk)

Tablo ve Sekil sola dayali, italik ve ilk harfler biiyiik olarak yazilmaldir.

Bashiklar: > Sekil numaralar1 da seklin iistiinde (&r. Sekil 1., Sekil 2. gibi) sola dayali, bold yazilmal:
ve sekil bashiklar sekil numaralarinin altinda (Once ve sonra 3nk) sola dayaly, italik ve
ilk harfler biiyiik olarak yazilmahdir (bk. Tiirkce Sablon veya Ingilizce sablon).

> Oz, Abstract, Kaynaklar ve EKler baslik olarak kabul edilmeli ve her biri ayr1 sayfada
Diger ortali, 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 igerisinde yazarin kendisine ait olmayan her tiirli bilgiyi, veriyi, goriisii aktarirken
sahibini ve kaynagini belirtmesi zorunludur. Ayrica, daha dnce yayimlanmis ve yazarin kendisine ait baska bir
yayimdan alinan bilgi ve goriisleri aktarirken de onceki yaymna atif yapilmalidir. Metin igerisinde verilen her
kaynak, kaynakea listesinde de bulunmalidir.

Metin ici Atif
Kullanim

Tiirkge ve Ingilizce atiflarda yazarlar arasinda & ibaresi kullanilmali, atif metin iginde
veriliyorsa Tiirkce icin ve Ingilizce i¢in and ifadesi kullanilmalidur.

Ornegin,

Sarac ve Colak’n (2012) calismast ... (Kesme isaretini parantezli ifadeye koymayiniz)
(Synder & Carnahan, 2014),

Ayrica ikiden fazla yazar oldugunda tiim atiflarda ilk yazar adi sonrasi Tiirkge icin vd.,
Ingilizce i¢in et al., yazilarak yil eklenir.

(Connell vd., 1993), (Allen et al., 2001)

Tablolarda ve sekillerde metinden farkh olarak yazarlar arasinda her durumda & ibaresi
kullanilmalidir. Detaylar i¢in Metin Ici ve Parantez Ici Atif Gosterimi tablosuna bagvurunuz.

Atiflarin
Siralanmasi

Parantez icinde atiflar alfabetik olarak dizilmelidir. Ornegin;

(Bozkurt & Tekin-iftar, 2003; Ayer, 1984; Mert, 1996; Ozen vd., 2002; Sagiroglu, 2006;
Sucuoglu, 2001)

Aktarilan
Kaynak

Metin icinde

Seidenberg’s study (1993) (as cited in Coltheart, 1996) ...

Bacanli’nin (1992) (akt., Yiiksel, 1996) calismasinda ...

Aktarilan (birincil) kaynagin yili bilinmiyorsa ilgili kaynagin yil bilgisi metinden ¢ikarilmali,
aktaran (ikincil) kaynagin y1l bilgisi verilmelidir.

Akin’in denemelerinde (akt., Yilmaz, 2003) ...

Kaynak¢a gosterimi

Kaynakg¢ada “aktarilan kaynak™ degil, “aktaran kaynak” verilmelidir.

Coltheart, M. (1993). Models of ...

Yiiksel, G. (1996). Sosyal beceri ...

Ayni Soyadh
Yazar

Ayni soyadli iki yazar olmasi durumunda, yazarlarin adlarinin bas harfleri soyadlar ile
birlikte verilmelidir.

Omnegin,
N. Ozdemir (1985) ve M. Ozdemir (1990) tarafindan yapilan yazilarda “.......... ”dir.
R. D. Luce (1959) ve P. A. Luce (1986) arastirmalarinda ...

Ayni soyadli iki yazar ayni ¢alismada yer altyorsa yazar adlarinin bag harflerinin verilmesine
gerek yoktur. Ornegin,
(Acar & Acar, 2017)

Ozel Egitim Dergisi

2023, 24(4)


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

Aym Yazarin

Ayni yazarin ayni tarihli birden fazla ¢alismast var ise, tarihin sonuna kiigiik harflerle (a, b, ¢
gibi) siralama yapilmalidir. Siralamada metin igindeki atif siras: dikkate almmalidir.

éﬁﬁ;i:f;‘r‘:‘ Ornegin, (Demir, 1990a, 1990b, 1990c; Yilmaz, 1992 baskida-a, 1992 baskida-b)

Baheti, (2001a), Baheti (2001b)
Aym Yazar Ayni yazar grubunun yer aldig1 ayni tarihli ¢aligmalara atifta bulunurken farklilagan yazara
Grubunun kadar olan yazarlar agik olarak sunulup ardindan ‘vd.” eklenmelidir.
Yer Aldiga Ornegin,
Calismalar (Y1lmaz, Orkun, Isik vd., 2014; Yilmaz, Orkun, Korkmaz vd., 2014).
Yeniden Yeniden yayimlanmis veya baska bir dilden cevirisi yapilmis kaynaklar i¢in atif verilirken
Yayimlanmis hem ilk yayim tarihi hem de ¢evirisinin yapildig1 veya yeniden yayimlandig: tarih bilgileri
\(/;eexfarilmis kronolojik siraya gore verilmelidir.
Kaynaklar Ornegin, (Freud, 1900/2010)

Aym Yazarin

Ayn1 yazara ait iki ¢aligma verilirken ¢alismalarin yillaria gore verilmeli ve yillarin arasima
virgiil konulmalidir.

iki Cal L
Calismast o egin, (Myers, 1998, 2003)

. Kisisel mektuplar, goriismeler, e-posta gibi kaynaklarla elde edilen bilgilerdir. Yalnizca metin
Kisisel L AU . . - .
P igerisinde kaynak gosterilir, kaynakga listesine eklenmez. Kaynak verirken miimkiinse kesin
Iletisim . - -

K K tarih verilmelidir.

aynakiarl g J. Killian, kisisel iletisim, 16 Kasim, 2015)

Yazar bilinmeyen kaynaklar i¢in kaynagin adi yazar yerine kullanilarak atif verilmelidir.

Kaynakg¢ada da yine aym sekilde yazar adinin yerinde kaynak gosterilen metnin adi yer

almalidir. Kaynagin yazar1 ‘Anonim’ olarak belirtilmisse atifta yazar adinin yerine ‘Anonim’
Diger yazilmaldir.

Omnegin,
(Yaratic1 Yazma, 2000)
(Anonim, 1998)

Not: APA 7’de yapilan degisiklik sonrast metin i¢i atiflar iki yazarl oldugunda yazar soyadlar1 arasina Tiirk¢e igin “ve”,

Ingilizce i¢in “and” sozciigii gelecek sekilde atif verilir. Parantez icinde ise iki yazar soyad: arasina hem Tiirkge hem de
Ingilizce icin “&” sembolii kullamlir. 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 I¢i ve Parantez I¢i Atif Gosterimi

Atf tiirii Metin igi atiflar Parantez i¢i atiflar
Bakkaloglu (2004) (Bakkaloglu, 2004)
Tek yazarh Williams (2003) (Williams, 2003)
iki vazarl 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)

agilimiyla verilen)

Tani el kitaplari

Amerikan Psikiyatri Birligi (2013)
Ruhsal Bozukluklarin Tanisal ve
Istatistiksel El Kitabu (5. baski;

[Diagnostic and Statistical Manual of
Mental Disorders (5th ed.; DSM-5;
American Psychiatric Association,

DSM-5) 2013)]
§oz“hvl}.<, es anl,amhlar. Amerikan Psikoloji Dernegi (t.y.) (American Psychological Association,
sOzIigi 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 sozcikk veya kisim sadece yazi tipi italik yapilarak

Vurgu belirtilmelidir. Kalin/koyu, alt1 ¢izili veya biiyiik harfler veya biiyiik punto ile belirtilmemelidir.

Madde Metin igerisindeki siralamada maddelendirme igin rakam, kiigiik 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¢ cimle igermelidir.

» Yapilacak alint1 40 sozciikten az oldugu durumlarda tirnak igerisinde gosterilmeli ve
mutlaka sayfa numarasi verilmelidir. Ornegin, orgiit kiiltiirii kavrami “bir kurum icerisinde
yaptigimiz her tiirlii sey” olarak tanimlanmaktadir (Demir, 1997, s. 117).

» Kirk sozciik ve daha uzun alintilarda paragraf soldan satir basi hizasindan bloklanip soldan
itibaren 1.25 (1 tab) cm igeriden girintili olacak sekilde yazilmali ve sayfa numarasi

Dogrudan verilmelidir.
Ahlntilar > Nitel ¢alismalarda katilimci goriisleri yazilmak istendiginde dogrudan alint: seklinde soldan

itibaren 1.25 (1 tab) cm igeriden girintili olacak sekilde yazilmalidir. Italik yazilmamalidir.
Kaynak ya (a) alintidaki son noktalama isaretinden sonra parantez iginde belirtilmeli ya da
(b) alintidan dnce alintidaki yazar ve yili belirtilerek alintidaki son noktalama isaretinden
sonra yalnizca sayfa numarasi parantez igine koyulmalidir. Her iki durumda da kapanig
parantezinden sonra nokta eklenmemelidir. Asagida her iki durum ic¢in dogrudan alinti
verilmistir.
Ornegin;
Arastirmacilar, insanlarin kendi kendilerine nasil konustuklarini incelediler:
I¢c konusma paradoksal bir fenomendir. Pek ¢ok insanin giinliik yasanminin merkezinde yer alan bir
deneyimdir ve yine de onu bilimsel olarak incelemek igin her tiirlii ¢cabaya 6nemli zorluklar getirir.
Yine de, i¢sel konugmanin 6znel deneyimine ve biligsel ve sinirsel temellerine 151k tutmak igin ¢ok
cesitli metodolojiler ve yaklasimlar bir araya gelmektedir. (Alderson-Day & Fernyhough, 2015, s. 957)
Alderson-Day ve Fernyhough (2015), insanlarin kendi kendilerine nasil konustuklarini incelediler:
I¢ konusma paradoksal bir fenomendir. Pek gok insanin giinliik yasaminin merkezinde yer alan bir
deneyimdir ve yine de onu bilimsel olarak incelemek igin her tiirlii ¢cabaya 6nemli zorluklar getirir.
Yine de, i¢sel konugmanin 6znel deneyimine ve biligsel ve sinirsel temellerine 151k tutmak igin ¢ok
cesitli metodolojiler ve yaklasimlar 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 gosterimleri (1:4) ve katilimci
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 {iniversite 6grencisi ... gibi).

» Makalenin 6zet kisminda tiim sayilar rakamlarla yazilmalidir.

» Bir 6lgme biriminden bahsediliyorsa 10’dan kiigiik bile olsa rakamlarla yazilmahdir (6r. 5
mg’lik dozlar. gibi ya da 10 cm ve iizeri ... gibi).

» Kesirler yazi ile yazilmalidir (6r. sinifin beste biri, ligte iki ¢ogunluk).

» Metin igerisinde istatistiksel veya matematiksel islevler, 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 orneklemle ilgili sayilar, deneklerle ilgili sayilar, 6lgek puanlari ve
6lcek puanlamasinda kullanilan birimler, parasal degerler rakamlarla yazilmalidir (6r. 3 yil
icerisinde, 2 yasinda, 9 kisilik deney grubu 7 aralikli bir 6lgekte 4 ile degerlendirilmistir, her
bir denege 20 TL 6denmistir gibi). Bu durum ig¢in tek istisna yaklagik degerlerin verilmesidir
(or. yaklasik ti¢ y1l igerisinde ... gibi).

» Sayidan 6nceki 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 kurallar1 gegerlidir (6r. liglincii madde, 12. soru, yedinci boliim).

Rakamlarin
Kullanim
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» Tablolar, sekiller ve grafik adlarinda 10°dan kiigiik de olsa sayilar rakamla yazilmalidir.

» Kiisurath sayilarda tam say1 ile kiisurati arasina nokta konulmahdir (6r. 1.235). Eger bir
istatistik rapor ediliyorsa ve rapor edilen katsayi istatistiksel anlamlilik testi, korelasyon
katsayis1 gibi 1’den biiyiik bir deger alamiyorsa, 1’den kiigliik olan degerin basina “0”
konulmadan yazilmalidir (6r. .05). F testi, t testi gibi testlerde oldugu gibi, rapor edilen katsay1
1’den biiyiik bir deger alabiliyorsa, 1’den kiigiik oldugu durumlarda basima “0” konulmali,
kiisurat nokta ile ayrilmalidir (6r. F (1.136) = 0.76)

» Ondalik sayilarda, ondalik kisim iki rakama yuvarlanmalidir.

» Bir ciimlede, baghga ya da alt bagliklara sayi ile baslanmasi gerekiyorsa bu rakamlar
harflerle yazilmalidir. Eger miimkiinse rakamlarla ciimleye baslanmamalidir (6r. “Bin dokuz
yiiz seksen iki yilinda yapilan arastirmada Rogers ...” yerine “Rogers 1982 yilinda yaptig:
aragtirmada...” ifadesi kullanilarak ciimleye rakamlarla baglamaktan kaginilmalidir.

Temel Kaynakca Ogeleri

Metin i¢i kaynak gosteriminde oldugu gibi, kaynakcada verilmis olan her kaynak metnin iginde de

verilmis olmalidir
dikkate alinmalidi

. Kaynakg¢ada, kaynaklar alfabetik sirayla verilmelidir. Soyadlar ayni ise isimlerin bas harfleri
r. Kaynakga verilirken paragraf sekmesinde girintiler boliimiinde, énce ve sonra alam 0; 6zel

sekmesi asili ve 1.25 (1 tab) cm; aralik sekmesinde dnce 6 nk ve sonra alami 0 nk; satir aralig1 tek olarak
belirlenmelidir. Kaynak¢ada yer alan Tiirkce kaynaklarin kitap/makale/bildiri gibi eser isimlerinin sonuna koseli
parantez icinde sadece eserin adimin Ingilizcesi yazilmalidir. Doi numarast olan tiim eserlerin doi numaralar
mutlaka verilmelidir. Doi numarasinin olmadigi durumlarda link alti ¢izili ve mavi olacak sekilde verilmelidir.

Makale

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]. /lkégretim 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

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
Derqgisi, 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 Numaras1 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),
Article e0209899. https://doi.org/10.1371/journal.pone.0209899

Basimda Olan Makale (Kabul Almms Makale)

Aslan, C., Ozdemir, S., Demiryiirek, P., & Cotuk, H. (basimda). Gérme yetersizliginden
etkilenmis ve normal gelisim gosteren cocuklarin oyun cesitlilik 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 ¢alisanlarin kétii yonetimi ifsa
diizeylerine etkisi lizerine bir arastirma [An empirical study about effect of the
corporate social responsibility on level of employers’ whistleblowing. Akademik
Sosyal Bilimler Arastirmalart Dergisi. Erken Gortintim.
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). Okuléncesi egitiminin ilke ve ydontemleri [Principles and
methods of preschool education] (3. baski). An1 Yayincilik.
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