Research Article

Pamukkale University Journal of Education, 53, 328-354[2021]
doi:10.9779.pauefd.848889

Teacher Competencies and Qualifications for Support Services in Special Education
Institutions”

KKk

Firat KESER™ Arzu TANRIVERDI

e Received: 30.12.2020 e Accepted: 23.04.2021 e Online First: 23.04.2021

Abstract

The purpose of this research is to discuss teacher competencies and qualifications in special education
schools, special education classes, counseling and research centers (CRC), and special education
rehabilitation centers (SERC) for providing educational support services (ESS) to individuals with
special needs (SEN). This research was designed as qualitative research, and focus group interviews
were chosen as a data collection technique. Sixty-two teachers working in CRCs, SERCs, special
education schools, and classes participated in the research. A descriptive analysis method, which is
used in qualitative research methods, was used in order to analyze the research data. The findings of
the research were examined under six themes. It was found that the teachers (including special
education teachers) had difficulty in teaching skills and concepts, interfering problem behaviors,
providing sexual education with students and parent training, communicating with families in their
native language, planning a student’s individual education planning (IEP), assessing students formally
and informally, and adapting to technology for the goals of IEP. Furthermore, in an inclusive education
system, teachers do not/cannot offer support services to those with diverse languages, religions,
cultures, and sexual orientations. On the other hand, this research concluded that teachers who spoke
with students and families in their native language were more effective in improving students.
Keywords: inclusive education, inclusion, mainstreaming, teacher qualifications and competencies,
support services,
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The right to education for persons with special educational needs (SEN) has been improved

within the context of Article 26 of the Universal Declaration of Human Rights that states,
“Everyone has the right to education.” Persons with SEN are described as “a person who
differs from their peers in terms of personal qualities and competencies in education” in the
Regulations for Special Education Services by the Turkish Ministry of National Education
(MoNE, 2018). According to the Merriam Webster Dictionary, persons with SEN are
described as “individuals requiring additional or special services or educational adaptations
for any and more of a variety of difficulties, such as physical, emotional, behavioral, or
learning difficulties or disabilities.” The difference between these two descriptions is
interpreted as that not every individual with SEN requires special educational support. This
difference in definition seems to be affected by the type and level of support services that each
country provides to those with SEN. In Turkey, special education services are offered to
people with SEN in disaggregated learning environments, co-educational settings, and
mainstreaming and inclusive teaching practices. Although mainstreaming and inclusion differ
by definition and practice, they are considered as the same terms in Turkey (MoNE, 2020;
Armstrong, 2011, p. 18; Booth & Ainscow, 2002, p. 7; Bryant, Smith & Bryant, 2016, p. 97;
Centre for Studies on Inclusive Education [CSIE], 2011; Keser, 2016; Salend, 2011; Stefano
& Camicia, 2018; Wah, 2010).

Mainstreaming is generally defined as that all individuals with and without special
needs receive education together in general education classrooms by making necessary
arrangements and adaptations” (Acarlar, 2013; p. 21), and should be taught in the least
restrictive environment (Diken & Batu 2010, p. 6).

Inclusive education is defined as a process of addressing and responding to the
diversity of the needs of all students by increasing participation in learning, cultures, and
communities and reducing exclusion from education.” (UNESCO, 2009). In inclusive
education, regulations for all students of different religions, languages, races, cultures, sexual
orientations, socioeconomic levels, geographical locations, and disabilities are made
following universal design principles. Differences between mainstreaming and inclusion,

which are used as synonymous terms in studies and laws in Turkey, are given below.
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Table 1. Differences between mainstreaming and inclusion (based on Salend, 2011).

Inclusion

Mainstreaming

« All students have the right to

receive  education in  general

education classes.

Who

Selected students can be eligible for a
general education placement only after

their performance assessment.

e All students have the right to

access general education

They have limited access to general
education programs and educational and

education classrooms.
e Special education and general

education support services are

provided together.

programs and all educational What . .
) o social activities.
and social activities.
- - - Where - - - -
e They are eligible for full-time They are eligible for either full-time or
or
placement in general education wh part-time placement in general
en
classrooms. education classrooms.
e Focuses on all students’ Focuses on students’ behavioral, social,
behavioral, social, academic, o academic, emotional, and physical
W
emotional, and physical Y development to help them adapt to
development to help them adapt to society.
society.
) ) Support services are provided in or
e Students are provided with ] _
) ] outside (support education rooms) of the
support services in general ) )
How general education environment.

Special education and general education
support services are provided in separate

environments.

Identifying these two terms clearly in terms of their definitions and differences is very

important for the efficiency of support services provided to individuals with SEN. Support

services provided to individuals with SEN in Turkey are categorized under two titles:

Educational Support Services (ESS) and Social and Economic Support Services (SES). SES

aims to support families in their role as caregivers for their children and youth at risk, who

cannot meet their basic needs and have hardships in sustaining their daily lives. These services

include temporary and continuous economic support, information for individuals with SEN
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and their families, preventive care, support to resolve family problems, information for the

choice of profession to people at risk and their families, and guidance on using social resources
[The Ministry of Family and Social Policies (MFSP), 2015].

Educational Support Services/Special Education Support Services:

These services are described as supports for providing students with SEN, their families,
teachers, and school personnel with specialist staff, equipment, training, and consultancy.
They are offered based on the individualized educational needs of students after their medical
and educational assessment and diagnosis. Special education support services (SESS) in
Turkey are divided into two categories as inside and outside of school services (The Ministry
of National Education [MoNE], 2018; Kis, 2013).

Special education and rehabilitation centers (SERC), where out-of-school special
education support services are offered, were handed on to the MoNE in 2007 following Act
No. 5378 and gathered under the roof of the MoNE to provide support to schools (Cavkaytar,
2013). In Turkey, some of the responsibilities of private special rehabilitation centers are

summarized as the following:

They help students with SEN get prepared for day-to-day life, based on their abilities
and interests using special methods, technical equipment, trained staff educational materials.
These services also provide special education support that will help students with SEN for
adult life in performing their roles in society, improving interpersonal relationships, and
working with others collaboratively and in harmony. Moreover, in order to achieve these goals
in the fastest possible way, they provide training for families, make certain arrangements, and
collaborate with other organizations [schools, counseling and research centers (CRC), non-
governmental organizations (NGOs)] MoNE, 2018; Keser & Tanriverdi, 2019; Palas-Karaca,
Basgol, Cangol, Aslan & Cangol, 2016).

In SERC, students with SEN receive 12 hours of training sessions per month,
including 8 hours for individuals (2 hours a week) and 4 hours of which are for groups (1 hour
a week). The Ministry of National Education funds these support services (Cavkaytar, 2013);
however, families have to pay for the ESS fees (Educational Support Services).

Assigning rooms to provide ESS informal education institutions under the direct
affiliation of the MoNE is governed by the provisions of the Circular on Assigning Resource

Rooms. The Ministry emphasizes the necessity to provide ESS for students with SEN at all
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levels of all institutions (MoNE, General Directorate of Special Education & Guidance, 2015).

Although the right to education for children with SEN is guaranteed under the relevant laws,
they can only have access to ESS, mostly in segregated and uncontrolled environments.

Studies on the quality of ESS offered informal education institutions, special
education, and rehabilitation institutions show that teacher qualifications are important.
(Karasu & Mutlu, 2014; Ugar-Remussen & Kis, 2018). On the other hand, the Ministry of
National Education made some updates on the general teacher competencies in 2017 but did
not conduct an up-to-date study on teachers' special field qualifications. Special field
qualifications of special education itinerant teachers, who offer services to students with SEN,
are included in the circular dated 24.07.2008 and numbered B.08.0.0EG.0.13.01.04. These
competencies include communication and social skills, curriculum adaptation, ability to
cooperate with school, family, and other professional fields, behavior management, and
professional improvement. Various studies on the fields of teacher competencies can be found
in the literature. The most common challenges faced by teachers in these studies were stated

as follows:

Lack of training in educational support services (ESS) during teachers’ university
education before their graduation; preparing and implementing individualized education
program (IEP); identifying and application of teaching methods; dealing with problem
behaviors; teaching academic and social skills; limitations in student assessments; difficulty
in collaborating with families; providing children with sexual education; creating and using
appropriate materials, and communication with CRC and other solution-oriented institutions
(Eldeniz-Cetin & Sen, 2017; Giirgiir, Biiyiikkose & Kol, 2016; Palas-Karaca et al. I., 2016;
Sivrikaya & Yikmis, 2016).

These studies appear to be based on teachers’ qualifications in special education, their
knowledge, and the challenges they face. However, no studies were found on teachers'

qualifications to provide ESS within the scope of inclusion.

The current study
This research aims to compare the qualifications of teachers who work in special education

schools, SERCs and CRCs, in providing ESS to students with SEN. In order to achieve this

goal, this study sought to answer the following questions:
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1. What are teacher competencies and qualifications in terms of pedagogical

formation education while providing support services?

2. What is the level of teacher competencies and their field qualifications in
special education while providing support services?

3. What is the level of teacher competencies in adapting and diversifying while
providing support services?

4. What is the level of teacher competencies in student assessment while
providing support services?

5. What is the level of teacher competencies in supervising the staff?

6. What is the level of teacher competencies in facilitation inter-institutional
coordination?

7. What is the level of teacher competencies about diversities defined in

inclusion?

Method
Research Design

This research was designed as qualitative research, and focus group interviews were chosen
as a data collection technique. Qualitative research is described as a research study that
approaches distinctive aspects of social phenomena or situations in their natural environment
from an inductive view and is based on understanding participants' emotions, thoughts, and
opinions (Ersin & Bayyurt, 2015; p. 202). This method, which is mainly used in the social
sciences, examines issues in depth (Seggie & Bayyurt, 2015; p. 2). Focus group interviews
can be defined as an interview technique designed to get in-depth information for small groups
of 6-10 people (Ersin & Bayyurt, 2015; p. 202).

Participants

The participants of this study were selected from the teachers working in CRCs, SERCs,
special education practice schools, and special education classes in Mardin and Istanbul. Since
inclusion practices include diverse languages, religions, and cultures, as previously
mentioned, these characteristics were taken into account when selecting the study participants.
After interviewing seven focus groups working in seven SERCs in the Mardin province, and
two groups working in different schools and CRCs, data saturation was reached, and the data
collection process was terminated. One special education practice school and two SERCs in
three districts in Istanbul were selected to identify whether they support the data of this study.
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A total of three focus groups and 62 teachers were interviewed in these institutions and

schools. The demographic information of the participants is as shown in the table below:

Table 2. Participants by age and sex.

Age Female Male
20-24 4 6
25-29 14 20
30-35 8 8
40 - 45 1 -
50-65 - 1
Total 27 35

Of the participants in this study, 38 were male and 24 female. Ten of the participants
were aged between 20-24 years, followed by 25-29 year age group (34), 30-35 year age group
(16), 40-45 year age group (1), and 50-65 year age group (1). The majority of the participant
teachers are aged between 25-29 years.

Table 3. Participants by graduation field of education.

Department Female Male
Guidance and Psychological Counselling Teaching ) 5
Special Education Teaching 4 4
8 19
Primary School Teaching
Preschool Teaching 6 2
Child development Expert 2 -
French Teaching - 1
English Teaching 1 -
Chemistry - 1
Psychology 1 2
Sociology 1
Nurse 1
Physical Therapy - 5
Philosophy 2 1

The distribution of teachers by field of graduation is as follows: Special Education

Teacher: 8, Child Development 2, Guidance Psychological Counselling and Teacher: 2,
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Primary School Teacher: 25, Philosophy: 3, Preschool Teacher: 8, English Language Teacher:

1, Psychology: 3, Physiotherapy: 5, Sociology: 1, Biology: 1, Chemistry: 1 and French
Teacher: 1. Only 1 out of the eight special education teachers, who were interviewed within
the scope of the research, works as an education coordinator in the SERC. The remaining
seven special education graduates work in schools under the affiliation of the MoNE, and the

majority of teachers working in SERCs are primary school teachers.

Table 4. The participants speak languages

Spoken Languages Female  Male
Number of participants who speak Turkish and Kurdish 12 27
Number of participants who speak Turkish and Arabic 3 3
Number of participants who speak English, Turkish and Arabic 1 -
Number of participants who speak English, Turkish, Kurdish and using - 1
sign language

Number of participants who speak Zazaish and Turkish 1 -
Number of participants who speak only Turkish 8 1
Number of participants who speak Turkish, Azerbaijani, and English - 1
Number of participants who speak Turkish and French - 1
Number of participants who speak Turkish, Kurdish, and English 2 1

Demographic data on their spoken languages were collected to determine how teachers
communicate with non-Turkish students and provide SES to students. According to the data,
eight teachers could speak only Turkish. None of the participant teachers is Syriac or can
speak Syriac; however, some teachers can speak English, Kurdish, Sign Language, Zazaish,

Arabic, French, and Azerbaijani.
Environment

Before conducting interviews at SERCs and schools, authorized persons were met, and
suitable environments for focus group discussions were specified. The number of teachers and
researchers was taken into account while choosing the environment for an ideal interview. It
was ensured that participants were in a quiet environment with an air conditioner due to the
hot climate of the city where interviews were conducted. Also, audio and visual recording
devices were placed in order to transcribe the data more easily.

Data Collection Tools
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Research data were collected with the method of focus group interviews. The researcher then

conducted a literature review and created different interview questions for each teacher
working in both institutions and schools. Moreover, SERC/Specification Form for Special
Education Support Services Provided in Schools (Annex 1), Teacher Personal Information
Form (Annex 2), Question Form for Teachers Working in Schools (Annex 3), and Questions
Form for Teachers Working in SERCs (Annex 4) was created. Three experts examined the
interview forms for their suitability and clearness, and following a pilot interview, the experts

re-evaluated and reframed the questions.
Data Collection

This research collected data from 62 teachers who worked in 1 Special Education Practice
School and 9 SERCs in Mardin and Istanbul and attended 12 focus group meetings. Interviews
were video/audio recording with video and audio recording devices, and substitute technical
equipment was present in the interview rooms for precautionary reasons. Before the interview,
the ethics committee approval form for the research (Appendix 6) was presented to the
authorized persons and participants, the purpose of the interview was explained, and then
teachers signed a voluntary participation form (Appendix 5). The thesis supervisor and
researcher conducted the interviews. Two special education teachers also took part in the

interviews to keep the field notes.

While collecting the data, some codes were used to analyze the data to protect the
confidentiality of the participant teachers and institutions. The data were coded as follows:
The number of a sentence followed by the initial of an institution was written in Times New
Roman bold font (e.g., S5, Y38, D41). The initial ‘I’ was added at the beginning of the
institution code (e.g., IM96, 1A65, ID36). Also, the number of pages in which the interview
transcript was written and the city where the interviews were conducted (the letter ‘I’ for
Istanbul and ‘M’ for Mardin) were added to any given finding (e.g., I, FIT [Focus Interview

Transcript] p. 19; M. FIT [Focus Interview Transcript] p. 236).

Data Analysis

A descriptive analysis technique —a technique used in qualitative research methods — was used
to analyze the data of this research. A descriptive analysis includes direct quotations to reflect
the views of observed interviewees or individuals in an emphatic style. The purpose of this

type of analysis is to describe the findings in an organized and interpreted way. In this
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technique, results are obtained through explaining and interpreting descriptions and

examining cause and effect relationships. Associating and interpreting the obtained themes
and making future inferences may also be among the extents of the researcher's comments
(Yildirim & Simsek, 2006).

The field notes kept by four different participant-observers were compared and
transcribed in a quiet setting immediately after completing the interviews of this study. The
emerging data were verified with the participant observers. In order to prevent data loss, video
recordings were watched and transcribed. Once the interview transcripts were completed, the
emerging data were read one at a time by the experts and checked for accuracy, while the
researcher wrote a research diary simultaneously. All the obtained data were analyzed by
developing themes, which were addressed under the section of Findings.

Findings

The findings of this study were obtained through reanalysis of the data collected for the thesis
with the number of 423992 and titled "An Investigation of Support Services for Individuals
with Special Needs Regarding Inclusive Practices” and excluded during the thesis process. A
literature review conducted for this study shows that no research to date has examined this

topic. Therefore, the findings of the research are still up to date.

The themes that come to the fore as a result of the research data analysis are given

below.
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For Formation Education

For Special Educaiton
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Qualification L
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For Assessment

For Inter-Institutional
Coordination

For Diversities

Figure 1. Themes obtained after data analysis
Teacher Qualifications for Pedagogical Formation

The findings from teachers’ pedagogical formation are as follows:

“Group training is given by high school graduates.” 115 (m. FIT p. 4)
"Education in rehabilitation centers provided to individuals with special
needs are seen as if it is a favor.” B7 (m. FIT p. 10). "We work here because
we have not been appointed to schools." Y2 (m. FIT p. 12). "Children will
not listen to their parents, who then ask us to guide their children. However,
we cannot have any influences on them as we are not permanent staff..” Y13
(m. FIT p.3).

Based on the findings on teachers’ pedagogical formation, teachers working in SERCs
do not have sufficient knowledge about pedagogical formation to manage to deal with parents
and students, and teachers who have not been appointed to their schools are not appreciated.
Teachers working in the institutions coded with ID and IM (i. FIT p. 10-11) also expressed

similar statements.

Teachers’ Qualifications on Special Education
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The findings obtained regarding the special education qualifications of teachers are as

follows:

“. . . We do not have sufficient knowledge on special education to
understand mainstreaming student reactions. When a mainstreaming
student displays problem behavior in the classroom, we do not know what
to do. Therefore, the student disturbs the classroom and eventually becomes
an unwanted student. ” E15 (m FIT p. 25). “I believe that there are many
things we need to do for mainstreaming students, but I do not know what to
do. I try to get information from the newly appointed teachers, who have
taken this course, but I still have difficulties in practice.” E16 (m. FIT p.
25). “In many institutions, only a few teachers have a degree on the field of
special education . . .” B2 (m FIT p. 10). “We graduated from different
fields. Moreover, we work in the field of special education because we have
to. ” H22 (m. FIT p. 12). “Those with a degree in special education criticize
us, but we work better than them. Do not be surprised if special education
teachers are appointed as classroom teachers in the future.” H23 (m. FIT
p. 12). “ ... There is a shortage of qualified personnel in Guidance and
Research Centers. The number of teachers with a degree in special
education, particularly in these centers, is very limited. Furthermore, this
adversely affects us .” IM74 (i. FIT p. 9). "Although | have a degree in
special education, | feel inadequate." IM76 (i. FIT p. 10).

Teachers working in the institutions coded as ‘B’ and ‘S* (m. FIT p. 10, 13) also
expressed similar statements.

The findings of teacher qualifications in special education indicate that teachers are
insufficient in dealing with mainstreaming students; even the teachers with a degree in special
education feel inadequate in practicing their profession. The majority of teachers working in
SERCs consist of teachers, who have graduated from other departments than special
education, and are unassigned teachers. Consequently, the research found that these teachers
are insufficient in dealing with students with special needs. Furthermore, the teachers working
in Guidance and Research Centers carry out incorrect assessments due to insufficient

knowledge on special education.
Teacher Qualifications for Planning I1EP and Parent Training

The findings regarding teachers' qualifications about planning are as follows:
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“. .. Their goals are making efforts to make parents happy rather than

being beneficial for students. | know that the child's muscles are weak, and
I work accordingly, but the parents want me to teach him how to read and
write. What has cared most is acting as wealthy parents wish.” IM69 (i. FIT
p. 9).

The teachers coded as H, C (m. FIT p. 13,16), IA, IM (i. FIT p. 16, 9)

expressed similar statements.

The findings on teachers' planning skills show that teachers providing general
education do not attach importance to Individual Education Programs for individuals with
special needs. Teachers working in SERCs ground on Individual Education Programs sent by
CRC instead of preparing them themselves. However, the teachers in some SERCs seem to
perform their teaching based on parents’ requests rather than achieving the goals of the

student's Individual Education Program.

Teacher Competencies in Teaching Methods and Techniques, Problem Behaviour Therapy,
and Ability to Cope with Adolescent Problems

The participant teachers’ views about the teaching methods and techniques that they

use in their teaching, problem behavior treatment, and adolescent problems are as follows:

“. .. We see that majority of teachers have the knowledge of these methods,
but cannot effectively implement them. We see that the "voice" as violence
does not remain in us.” IM37 (i. FIT p. 5). “There is no adaptation for
diverse sexual orientation for adolescents. ” Y15 (i. FIT p. 22). “...and in
time, we find ourselves performing the practices only requested by parents
rather than the right things we know. We are purposely doing what is useless
for the child. H29 (m. FIT p. 13)“ . . . Sometimes we cannot read the
reactions of mainstreaming students. We cannot do anything when they
display a problematic behavior.” E15 (m. FIT p. 4). “Also, some male
students do not recognize female teachers’ authority. They reject my
authority. They only take notice of me if | say something like, “7 will go and
get Mr. Levent [a male teacher].” H35 (m. FIT p. 22). “...We realized that
the methods and techniques taught to us at school would not work at some

point when we started teaching and implementing them. ” IM36 (i. FIT p. 5)
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The teachers coded IM33 (i. FIT p. 4, 8, and 9), H and K (m. FIT p. 4, 18)

expressed similar statements.

A brief overview of the findings shows that the teachers do not know diverse teaching
methods and strategies, and those who know cannot implement them. They only use the
methods and techniques requested by parents rather than those that will be effective and useful
for the students by the IEP. The findings also show that the students displaying problem
behaviors tend to be in male teachers’ classrooms, and the teachers appear to be inadequate to
provide sexual education and deal with LGBT students. Furthermore, although teachers with
a degree in special education know diverse teaching methods and strategies, they seem to have

difficulty implementing them in the classroom.

Teachers Competencies for Providing Parent Training and Communicational Skills with
Families
The findings obtained on teachers’ communicational skills with families of individuals
with special needs and parent training are as follows:
". . .Since family education programs are scheduled to after 5 PM, they
cannot be conducted.” 111 (m. FIT p. 4).
Teachers coded with S, U, H, and C working in SERCs also expressed similar

statements.

“We can only communicate with families if we can speak their mother
tongue. However, if the teacher cannot speak families’ mother tongue, then
they cannot communicate.” IM58 (i. FIT p. 7). “I cannot speak Kurdish. I
am struggling with communicating with the student and parents. | get
reactions from the parents since | cannot speak Kurdish.” H42 (m. FIT p.
22).
The teachers working at the institutions coded as K, C, D (m. FIT p. 12, 22, 33.), and

C (m. FIT p. 33) also expressed similar expressions.

Overall, the present study indicates that parent training programs are not provided to
the families, and the current training programs are only limited to teachers. It is also suggested
that teachers can speak families’ mother tongue, facilitates communication with families, and
increases teachers’ acceptability, while parents disregard the teachers who cannot speak their

mother tongue.
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Competencies of Inspectors for Special Education Field Knowledge

The findings obtained on the field knowledge of inspectors in special education are as

follows:

“Inspection of special education institutions is perfunctory, and all they do
iIs document checking. Inspections should be performed for longer
durations, but they do not, as the educational background of inspectors is
inadequate. ’S22 (m. FIT p. 13). “Inspectors should have a better
knowledge of special education.” C33 (m. FIT p. 10).

The teachers working in the coded institutions as Y, B, K, (m. FIT p. 18, 29, 36) and

ID (i. FIT p. 11) also made similar statements.

These findings show that CRCs, SERCs, and schools are either not inspected or
perfunctorily inspected for only document checking, and this seems to allow teachers to
neglect their duties during their working hours, causing discord among teachers in terms of
working methods. These findings also include the fact that inspectors have inadequate

knowledge in the field of special education.

Teachers’ Competency for Technology Adaptation
The findings obtained on teachers’ technology adaptation are as follows;
“. .. luse the child's experiences rather than using materials. We do not
have the chance to use technology.” H11 (m. FIT p. 4). “. .. We do not use
alternative technology.” H4 (m. FIT p. 7). “It would be better if we used
DVD and computer. Technology that we can use is limited.” 1D3 (i. FIT p.
11). “We had a smart board in the previous school | worked, and | benefitted
a lot from it. However, we did not have a computer program for special
education and adapted the program created for primary school education
to special education. We do not have it here in this school and have to deal
with the students individually using papers. Thus, it is hard to draw students’
attention now. ” IM6 (i. FIT p. 1).
Teachers working in the institutions coded as IM7, 1A1, 1A16 (i. FIT p. 1, 15,16), and
C61 (m. FIT p. 33) also support the findings.
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The findings of this study reveal that teachers' level of using technology varies. The

teachers, who work in SERCs, use very little technology, and those, who work at schools, do
not have the competency for technology adaptation for students with special needs. Teachers’
struggle to use technology in the classroom appears to be caused by the lack of or very limited

technological supports.

Teachers' Competencies in Formal and Informal Assessment
Teachers' views on their competencies in the formal and informal assessment are given

below:

“Although we do not have students with intellectual disabilities, they have
been misdiagnosed due to their language disorders. Moreover, this leads
them to display problem behaviors. K16 (m. FIT p. 3). “ ... CRCs
[Counselling and Research Centers] conduct an assessment in just a few
minutes without considering children’s diverse cultures and languages.
ID25 (i FIT p. 13). “We have a problem with an accurate diagnosis. For
instance, the child’s report states that he has a physical disability without a
proper assessment. Although the child needs physical therapy, he cannot
receive any as it is not written in his report—H9 (m FIT p. 1). “The goals
are not set for the modules by the child’s disability . . .” K15 (m. FIT p. 2).
"CRCs are always setting the same goals for all children.” C36 (m. FIT p.
1). “...Some parents do not want CRCs to make a report for their children

so that they are not labeled with a disability . . . ” E7 (m. FIT p. 20).

Based on the findings obtained from student assessments, the problem appears to be
caused by the lack of staff qualifications in CRCs. These findings suggest that the goals set
for children do not match their disabilities and academic levels, are used for all children
regardless of their characteristics, and therefore, students begin to display problem behaviors.
Furthermore, it is suggested that staff in CRCs conduct assessments without adapting them to
the needs of children with no informal or language and culture-based evaluation processes,

which causes labeling of children.

Teacher Competencies for Inter-Institutional Coordination
The findings of the communication among the staff working in schools, CRCs, and

SERCs are as follows:
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“. .. Last year we went to a school visit, and they did not even let us in.

They do not consider us as teachers and be bothered with communicating
with us. They look at the situation with a civil servant mentality; all they
want seems to be finishing the working hours and going back home. ” 1A14
(i. FIT p. 16). “We do not even get in contact with rehabilitation centers for
support services. Words fail us as they do not provide correct methods of
teaching with the students; they have them write words like ‘mother, father’
when they do not even know how to hold a pencil properly. . ." IM68 (i. FIT
p. 9). “... School directors seem to prevent teachers from communicating
with rehabilitation centers. ” 1D22 (i. FIT p. 13)
Similar findings were found in the institutions coded as S, Y, K (m. FIT p. 7, 13, 36)
and ID, 1A (i. FIT p. 13, 17).

The overall findings of this study reveal that staff does not communicate among each
other and exchange information for students with special needs. Also, teachers working in
special education schools and classes appear not to see the teachers working SERCs as equals

to themselves as they position themselves as an authority in special education.

Staff Competencies for Dealing with Diversity of Language, Religion, Culture and

Sexual Orientation

The findings of the most common issues emphasized by the teachers who participated

in this research on diverse languages, religions, and sexual orientation are as the following:

“Language barriers are leading to misdiagnosis. When a child’s mother
tongue is different, then he/she is diagnosed differently.” C39 (m. FIT p.
21). “If children do not understand the instructions given in Turkish, then
we will have to give them in Kurdish.” K8 (m. FIT p. 35). “Language
barriers also go for inspections. When an inspector cannot speak Kurdish,
he/she thinks that the child knows nothing; we communicate with the
children in Turkish during inspections. Moreover, therefore, the child gives
us a blank look.” K10 (m. FIT p. 36). “Last year, | could not communicate
with the mother of one of my students, as she could not speak Turkish. The
father spoke Turkish, and although we asked him to come to the school, he
did not. Furthermore, we lost the child, and the family took him from school
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because we could not communicate with his mother. IM62 (i FIT p. 6). “..

. When families go to CRCs, they cannot explain their Turkish problems,
and teachers working in CRCs cannot speak families’ mother tongue.
Moreover, this leads to misdiagnosis of children.” C39 (m. FIT p. 21).
“When children, who cannot speak Turkish, come to our institution, we refer
them to the teachers speaking Kurdish, and they can communicate with them
in Kurdish. However, we then begin using Turkish to communicate with
them so that they gain social acceptance since the majority of society speaks
Turkish." ID10 (i. FIT p. 11).

These findings reveal that the staff who does not speak children’s mother tongue have
difficulty communicating with them, and their family goes wrong with performance appraisals
due to the language barrier, which leads to various problems. However, teachers speaking
children’s mother tongue seem to establish communication with children and families more
easily, making a greater contribution to children’s academic improvement. Similar findings
were obtained from the institutions coded as IM, ID (i. FIT p. 6, 12), and E (m. FIT p. 39).

Teachers’ statements about diverse cultures and religions are as follows:

“We did not take any courses addressing diversity at university except a
course named 'Individual Diversities."” IM59 (i FIT p. 8) “We do not have
any individual adaptation plans for diverse religious sects..” 1D18 (i FIT
p.12). “... We can suggest that some regulations should be made on the
diversity of culture, language and religion as we encounter some problems
in this regard” B20 (m. FIT p. 42).

Furthermore, the teachers appear to make little or no adaptations for diverse religions,
cultures, and sexual orientations. Moreover, the findings show that this is caused by the fact
that parents make no demand to adapt their children’s diverse backgrounds to the dominant

religion and culture rather than teacher incompetence.

Discussion

With the right to education becoming increasingly important, global education systems have
been forced to update some regulations and make amendments to existing support services
provided to individuals with disadvantaged and special needs within the scope of inclusive

education based on the philosophy of "education for all.” Teacher competencies are crucial in
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order to successfully provide these support services to individuals with special education

needs. This research, which deals with teacher qualifications and competencies within the
scope of support services, used a qualitative research method, and the findings of the research
were obtained through focus group interviews.

This research revealed the following findings: Many private educational institutions,
especially SERCs, employ out-of-field teachers, and these teachers have insufficient
pedagogical formation to teach students academic skills and provide parent training. They
have limited knowledge of special education required for teaching concepts and skills to
students with special needs, particularly mainstreaming students (and the same issues apply
to inspectors in special educational institutions). Teachers do not have the competencies and
qualifications to plan IEPs and assess students formally and informally. Teachers’ knowledge
of teaching methodology is insufficient and up to date to cope with students' problem
behaviors, teach their students concepts and skills, and provide parent training and sexual
education. Additionally, teachers working in CRCs do not have the qualifications to test and
assess students based on their performances.

Furthermore, they lack the competencies and qualifications to diversify and adapt to
students of different languages, religions, cultures, and sexual orientations. Therefore, they
appear to have difficulty establishing effective communication with their students and families
and do not have a high opinion of parents. Moreover, finally, the research finds that teachers
struggle in technology adaptation and communicating with the staff to provide the necessary
assistance in offering support services to students. It is seen that the findings obtained in this
study are in parallel with the literature. For example, in the study conducted by Ugar-
Rasmussen & Kis (2018), it was stated that teachers who graduated from different branches
but worked in the field of special education do not have the necessary equipment for planning,
evaluation, family education, and student cooperation.

It was found that the teachers working in the field of special education had limitations
in basic special education (Yikmis & Ozbey, 2009), and training (Altinkurt, 2008; Karasu &
Mutlu, 2014) and experienced problems. It was stated that these problems and insufficient
knowledge of teachers lead to problems affecting the developmental areas of students and
some negativities in classroom management (Weiss, Markowetz, & Kiel, 2018). Furthermore,
the research findings demonstrate that teachers must have special education methods and
technics, planning suitable IEP for students and evaluating the IEP’s is difficult for them, and
the IEP’s prepared by staff working in CRC’s do not match with students’ level. These
findings also coincide with the literature (Al-Shammari & Hornby 2020; Avcioglu, 2012).



F.Keser & A. Tanriverdi / Pamukkale University Journal of Education, 53, 328-354, 2021 347
Along with the above, teachers working in OERMs have difficulty in providing

applied family training, are not qualified in-house, and inter-institutional communication
(Tiryakioglu, 2009; Korucu, 2005), and do not have enough proficiency in providing sexual
education and therefore It was stated that they should receive in-service training on this subject
(Palas-Karaca et al. 1. 2016). On the other hand, it has been stated that it is important that the
personnel working in OERMs have the necessary equipment for special education
(Sagirlioglu, 2006). It is stated that the findings obtained about auditing are parallel to the
literature; It was stated that the knowledge of special education inspectors was insufficient,
inspections were mostly carried out in the form of document checks, but special education
inspectors should be experts in special education methods and techniques, unlike general
education inspectors (Zigmond, 2003).

It is seen that the findings on adaptation also coincide with the literature. It is difficult
for teachers to provide education and support services for the differences (language, ethnicity,
belief, socioeconomic level, etc.) based on the philosophy of education for everyone and
included in the integration practices; For this reason, it is mentioned that it is important for
teachers to develop teaching strategies for differences, to provide appropriate technology and
to cooperate with neighboring schools on these issues (Nel, Tlale, Engelbrecht & Nel, 2016).
In this research, one of the findings that come to the forefront the most is that individuals with
special needs have problems because of their mother tongue. It has been stated that when
evaluations are done in a different language than students’ native language, it leads to the
wrong diagnosis. Even though children have no limitations in any field, it was found difficult
to communicate with the kids whose mother tongue is different from the official language and
also if communication was established with the children in their mother tongue, kids showed
faster improvements (Baker, 2011; Karasu & Mutlu, 2014; Rodriguez, 2015; Villages, 2019).
Besides that, it was reached that if communication and organization in parent education with
families of individuals with special needs in their mother tongue, students’ academic success
and participation of the families increased (Onorato, 2016; Jegatheesan, Miller & Fowler,
2010).

Conclusions

The following conclusions were drawn from this study: Teachers who participated in this
research and work in SERCs, CRCs, special education practice schools, and special education
classes, there are only very few teachers with a degree in special education (12.9 %). The
percentage of special education teachers who work in SERCs is 1.6%. The teachers (including
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special education teachers) typically struggle to teach the students skills and concepts, deal

with problem behaviors, provide sexual education and parent training, communicate in
families’ mother tongue, plan IEPs, assess students formally and informally, and use
technology for IEP. Also, teachers struggle to provide support services for students with
diverse language, religion, culture, and sexual orientation, while the teachers speaking child
and family’s mother tongue make a greater contribution to the improvement of students.
This study recommends that the Regulations for Special Education Services should
primarily be updated to bring teachers to a sufficient level to provide special education support
services within the scope of inclusion practices. It is suggested that the concepts of
mainstreaming and inclusion, described under the same title in the Turkish regulations but
separately in the world literature, should be described as two different concepts, and the
support services within the scope of inclusion should clearly be defined. It is also
recommended that the content of employee training for these support services should be
updated within the relevant laws. Additionally, scientific-based comprehensive intervention
programs can be included in in-service training to enhance teacher competencies in planning,
assessment, parent training, sexual education, classroom management, teaching concepts and

skills, social and communication skills, and expressive language skills.

On the other hand, children with special needs and disadvantaged children whose
mother tongue are different had difficulty in the first periods when they started school due to
the only official language of Turkish (Karasu & Mutlu, 2014); in order to minimize these
difficulties, it is seen that bilingual special education practices have been implemented in
practice (Gampe, Wermelinger & Daum, 2019; Bergroth & Palviainen 2017; Garcia & Lin,
2017). It has been suggested that legal regulation must be made to provide support services
about different languages, religions, cultures, and sexual orientation and inclusive education
applications for the realization of bilingual special education practices that are handled based
on a mother tongue or mostly transitional model. It is also recommended that the course of
individual diversities provided within the Special Education Teacher Training programs at
universities should include courses, such as human rights, diversity of languages, religions,
cultures, and sexual orientation. A future study could suggest that the concepts of
mainstreaming and inclusion should be addressed separately, and teaching practices carried
out both in students’ mother tongues, and official language should be examined
comparatively.
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However, these results were based upon data from the views and data of the teachers

working in the cities of Mardin and Istanbul. It was the month of Ramadan during which the
research data were collected, so teachers who fasted also had to be included in focus group
meetings along with those who did not fast, which could be regarded as another limitedness

of this research.
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Giris

Insan Haklar1 Evrensel Beyannamesinin 26. maddesinde yer alan “Herkes egitim hakkina
sahiptir” ilkesi baglaminda 6zel gereksinimli bireylerin egitim haklarinda iyilestirmeler
yapilmistir.  Ozel gereksinimli birey (OGB), Ozel Egitim Hizmetleri Yo6netmeliginde
“Bireysel oOzellikleri ve egitim yeterlilikleri agisindan akranlarindan anlamli farklilik
gOsteren birey” olarak tamimlanmaktadir (MEB, 2018). Merriam Webster Sozliigiine gore
Ozel gereksinimli birey: fiziksel, duygusal, davramigsal veya Ogrenme giicliigii ya da
yetersizligi gibi cesitli zorluklardan herhangi biri ve/veya birden fazlasi i¢in ek veya 6zel
hizmetler veya egitimsel uyarlamalar gerektiren birey olarak tanimlanmaktadir

(https://www.merriamwebster.com/dictionary/specialneeds, 2020). Bu iki tanim arasindaki

fark, her OGB’in &zel egitim destegine gereksinimi olmadig1 seklinde anlasiimaktadir. Bu
tamm farkinin, iilkelerin OGB’lere saglanan destek hizmetlerin (DH) tiir ve diizeyinin
iilkelerin bu konudaki politikalarindan etkilendigi goriilmektedir. Tiirkiye’de OGB’lere
sunulan 6zel egitim hizmetleri ayristirilmis ortamlarda (6zel egitim okullarinda) ve birlikte
egitim ortamlarinda (genel egitim okullarinda) kaynastirma ve biitiinlestirme uygulamalari
olarak sunulmaktadir. Kaynastirma ve biitiinlestirmenin tanimi ve uygulamasi birbirinden
(MEB, 2020; Armstrong, 2011, s. 18; Booth ve Ainscow, 2002, s. 7; Stefano ve Camicia,
2018, Bryant, Smith ve Bryant, 2016, s. 97; Keser, 2016, Salend, 2011; Centre for Studies
on Inclusive Education [CSIE], 2011, Wah, 2010;) farkli olsa da iilkemizde ayni kavram
olarak ele alinmaktadir (MEB, 2018).

Kaynastirma, genel olarak “6zel gereksinimli olan ve olmayan tiim bireylerin genel
egitim siniflarinda, gerekli diizenlemeler ve uyarlamalar yapilarak birlikte egitim almalar1”
olarak tanimlanmakta (Acarlar, 2013. s. 21) ve en az kisitlayict ortamda uygulanmasi

gerekliligi iizerinde durulmaktadir (Diken ve Batu 2010, s.6).

Kapsayici/biitiinlestirilmis egitim, “6grenmeye, kiiltiirlere ve topluluklara katilimi
arttirmak ve egitimden dislanmay1 azaltmak yoluyla tiim 6grencilerin gereksinimlerinin
cesitliligini ele alma ve bunlara cevap verme siireci” olarak tanimlanmaktadir (UNESCO,
2009). Kapsayict egitimde din dil, 1k, kiiltiir, cinsiyet, cinsel yonelim, sosoyo-ekonomik
diizey, cografi konum, engellilik vb. konularda bireysel farkliliklar1 olan “tiim 6grenciler”
evrensel tasarim ilkesiyle diizenlemeler yapilir (Salend, 2016; s.1). Tirkiye’de
aragtirmalarda ve yasalarda birlikte ele alinan kaynastirma ve biitiinlestirme arasindaki

farklara asagida yer verilmistir.
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Tablo 1: Biitiinlestirme ve kaynastrma arasindaki farklar (Salend, 2011 °den

faydalanilmistir)

Biitiinlestirme

Kaynastirma

hizmetleri birlikte verilir.

e Biitiin 6grencilerin genel egitim | Kim Performans alindiktan sonra secilmis
smiflarinda egitim alma haklar ogrenciler sadece genel egitim
vardir. simiflarinda  egitim  almayr  hak

kazanabilirler.

e Genel egitim programmna ve Genel egitim programina ve ogretimsel
biitiin 6gretimsel ve sosyal Ne ve sosyal aktivitelere simirh diizeyde
aktivitelere erisim haklari vardir. erisim haklart vardir.

e Tam zamanh genel egitim | Nerede Genel egitim siifina tam zamanh ve
smiflarina yerlestirilmeleri Ne yar1 zamanh olacak seklide iki farkli
yapilir. zaman uygulamayla sinif ortamina yerlestirme

yapilmaktadir.

e Opgrencileri  toplumla  uyum Ogrencileri topluma uyum saglayacak
saglayabilecek diizeye getirmek boyuta getirmek ic¢in; akademik,
igin; tiilm ogrencilerin . davranigsal, sosyal, duygusal ve fiziksel
davranigsal, sosyal, akademik, Nigin gelisimlerine odaklanilir.
duygusal ve fiziksel gelisimlerine
odaklanilir.

e Destek hizmetler genel egitimin Destek  hizmetler  genel  egitim
verildigi smmiflarda 6grencilere ortamlarinda ya da disinda (destek
sunulur egitim odalarinda) sunulur.

Nasil
e Genel ve 0ozel egitim destek Genel ve 6zel egitim hizmetleri ayr

hizmet sunumu birbirinden ayr1 olarak

yapilandirilir.
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Bu iki tanim1 ve aralarindaki farklari net olarak belirtmek, OGB’lere saglanacak

DH’lerin verimliligi acisindan olduk¢a onemlidir. Risk altinda olan ve OGB’ler igin
Tirkiye’de saglanan DH’lerin Destek Egitim Hizmetleri ve Sosyal ve Ekonomik Destek
Hizmetleri olarak iki baslik altinda toplandigi goriilmektedir. Sosyal ve Ekonomik Destek
Hizmetleri (SED): SED, risk gurubunda olup temel ihtiyaglarini karsilayamayan ve hayatini
stirdiirmekte giicliik ¢eken ¢ocuk ve gencglerin bakimi konusunda ailelerin desteklenmesi
amaciyla verilen hizmetlerdir. Gegici ve siirekli ekonomik destegini ve bu konuda bireye ve
bireyin ailesine verilen bilgilendirmeleri, bakim tedbirlerini, aile i¢i sorunlarini ¢6zme
destegini, risk altindaki kisi ve ailenin icra edecekleri mesleki bilgilendirmelerini, toplumsal
kaynaklardan faydalanma konusundaki rehberligi kapsamaktadir [Aile ve Sosyal Politikalar
Bakanligi1 (ASPB), 2015].

Destek Egitim Hizmetleri/Ozel Egitim Destek Hizmetleri: Ozel gereksinimi olan
bireylerin tibbi ve egitsel degerlendirme ve tanilama siirecinden sonra belirlenen 6grencinin
bireysellestirilmis egitim ihtiyaglar1 dogrultusunda OGB’lerin kendilerine, ailelerine,
ogretmenlerine ve okul personeline saglanan uzman personel, arag-gereg, egitim ve
danigmanlik hizmetleri olarak tanimlanmaktadir. Tiirkiye’de 6zel egitim destek hizmetleri
(OEDH) genel olarak okul i¢i ve okul dis1 destek hizmetler olmak iizere ikiye ayrilir (MEB,
2018; Kis, 2013).

Okul dis1 OEDH’nin verildigi 6zel egitim ve rehabilitasyon merkezleri (OERM)
2007 yilinda 5378 sayili Kanun ile Milli Egitim Bakanligina devredilmis ve anilan
merkezler MEB c¢atisi altinda okullara destek amagli bir kavrama doniistiiriilmiis (Cavkaytar,
2013). Turkiye’de DEH’lerin saglandigi 6zel 6zel rehabilitasyon merkezlerinin bazi
sorumluluklar1 6zetlenmistir: OGB’leri, 6zel yontem, teknik donanim, personel ve egitsel
materyalleri kullanarak, OGB’lerin yetenek ve ilgileri dogrultusunda hayata hazirlanmalarin
saglar. Aym zamanda bu kurumlar OGB’lerin toplum i¢indeki rollerini gerceklestirmesinde,
baskalar1 ile iyi iliskiler kurabilmesinde, is birligi ve uyum i¢inde ¢alisabilecek vatandaslar
yetistirilmesinde yardimci olabilecek o6zel egitim destegi sunar. Bunu kisa siirede
gerceklestirmek i¢in de birtakim diizenlemeler ve aile egitimleri yapar, 6grenciler icin diger
kurumlarla [okul, rehberlik arastirma merkezi (RAM), Sivil Toplum Kuruluslar1 (STK) vb.]
isbirligi yapar (Keser ve Kis, 2019; MEB, 2018 Palas-Karaca, Basgol, Cangol, Aslan ve
Cangol, 2016).



332 F.Keser ve A.Tanriverdi/ Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 53, 328-354, 2021

OERM’lerde OGB’in gereksinimlerine uygun sekilde en fazla ayda 8 saat
bireysel(haftada 2 saat), ayda 4 saat grup (haftada 1 saat) olmasi sartiyla ayda toplam 12 saat
seans egitiminden yararlanabilmekte ve bunun karsiliinda 6zel egitim destegi olarak ortaya
cikan biitge, MEB tarafindan karsilanmaktadir (Cavkaytar, 2013). Buna ek olarak alinacak

DEH ise aile tarafindan 6denmek zorundadr.

MEB’e bagh orgiin egitim kurumlarinda ise destek egitimin verilmesi ile ilgili
Destek Egitim Odas1 Acilmasi Genelgesi hiikiimleri dogrultusunda yiiriitiilmektedir.
Bakanligimizca OGB’ler igin biitiin kademe ve kurumlarda DEH’lerin verilmesi gerektigi
belirtilmektedir (MEB Ozel Egitim ve Rehberlik Hizmetleri Genel Miidiirliigii, 2015). ilgili
yasalar dahilinde 6zel gereksinimli bireylerin egitim haklar1 giivence altina alinmis gibi
goriilse de bireyler DEH’e ¢ogunlukla ayristirilmis ve denetimsiz  ortamlarda
ulasilabilmektedir.

Orgiin egitim kurumlarinda ve 6zel egitim ve rehabilitasyon kurumlarinda sunulan
destek egitim hizmetlerinin niteligi hakkinda yapilmis arastirmalar ise basta Ogretmen
yeterliklerinin 6nemli oldugunu gostermektedir (Ugar-Rasmussen ve Kis 2018; Karasu ve
Mutlu, 2014). Ote yandan MEB, 2017 yilinda 6gretmenlerin genel yeterlilikleri konusunda
birtakim giincellemeler yapmis ancak 6gretmenlerin 6zel alan yeterliliklerine yonelik gilincel
bir calisma yiirlitmemistir. 24.07.2008 tarihli ve B.08.0.0EG.0.13.01.04 sayili genelgede
OGB’lere yonelik gezerek 6zel egitim gdrevi yapan Ozel egitim dgretmenlerinin 6zel alan
yeterliliklerine yer verilmistir. Bu yeterlilikler; Iletisim ve sosyal beceri yeterlilikleri,
Ogretim programini uyarlama yeterlilikleri, okul, aile ve diger meslek alanlart ile isbirligi
yapma yeterlilikleri, davranis yonetimi yeterlilikleri, mesleki gelisimi saglama yeterlilikleri

olarak o6zetlenebilir.

Alanyazinda ise 6gretmenlerin s6z edilen yeterlilik alanlariyla ilgili farkli galismalara
da rastlanmigtir. Bu g¢alismalarda genel olarak 6gretmenlerin yasadigi sorunlar su sekilde
belirtilmistir: Ogretmenlerin DEH konusunda egitim almadan mezun olduklari, BEP’i
sistematik olarak hazirlama ve uygulamada, 6gretim yontemini belirlemede ve yontemi
uygulamada, problem davraniglarla basa ¢ikmada, akademik ve sosyal becerilerin
ogretiminde, Ogrenciyi degerlendirmede sinirlilik, ailelerle isbirligi kurmada sorun
yasadiklari, cinsel egitim vermede, materyal olusturma ve uygun materyali kullanmada

¢oziim odakli kurumlarla RAM iletisim kurmada, problem yasadiklar1 dile getirilmistir
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(Eldeniz-Cetin ve Sen, 2017; Giirgiir, Biiyiikkose ve Kol, 2016; Palas-Karaca ve digerleri,

2016; Sivrikaya ve Yikmis, 2016).

Yapilan caligmalarin 6gretmenlerin 6zel egitim alan yeterlilikleri, bilgi diizeyleri,
yasadiklar1 sorunlar konusunda sekillendigi goriilmektedir. Ancak ogretmenlerin
biitiinlestirme kapsaminda sunulmasi gereken DEH sunma yeterlilikleri konusunda herhangi

bir ¢alismaya rastlanmamustir.

Amag

Bu arastirmanin temel amaci; 6zel egitim okullari, RAM’lar ve rehabilitasyon merkezlerinde
calisan Ogretmenlerin  DEH’leri OGB’lere sunmadaki yeterliliklerinin ele alinmasi

karsilagtirilmasidir. Bu genel amaca ulasmak igin su sorulara yanit aranmustir:

1. Ogretmenlerin destek hizmeti sunarken formasyon egitimleri acisindan yeterlilik
diizeyi nedir?

2. Ogretmenlerin destek hizmeti sunarken &zel egitim alan yeterlilikleri agisindan
yeterlilik diizeyi nedir?

3. Ogretmenlerin destek hizmeti sunarken uyarlama ve farklilastirma konusundaki
yeterlilik diizeyi nedir?

4. Ogretmenlerin destek hizmeti sunarken ogrenciyi degerlendirme konusundaki
yeterlilik diizeyi nedir?

5. Ogretmenlerin denetleyebilme konusundaki yeterlilik diizeyi nedir?

6. Ogretmenlerin kurumlar aras: koordinasyonu saglamada yeterlilik diizeyi nedir?

7. Ogretmenlerin biitiinlestirme konusunda tamimlanan farkliliklar konusundaki

yeterlilik diizeyi nedir?

Yontem

Arastirmanin modeli

Bu arastirma nitel bir arastirma, olarak desenlenmis ve veri toplama teknigi olarak odak
grup goriismeleri tercih edilmistir. Nitel arastirma, herhangi bir sosyal olgunun ya da bir
durumunu kendine has boyutlarin1 dogal ortamda tiimevarimer bir bakis agisiyla ele alan,
katilimeilarin duygu, diisiince ve gorlislerini anlamak {izerine kurgulanan bir arastirma
caligsmasi olarak agiklanmaktadir (Ersin ve Bayyurt, 2015, s 202). Sosyal bilimlerde agirlikli
olarak tercih edilen bu yontem ile konular derinlemesine irdelenir. (Seggie ve Bayyurt,

2015, s, 2) Odak grup gortiismeleri, 6-10 kisilik kiigiik gruplar igin derinlemesine bilgi



334 F.Keser ve A.Tanriverdi/ Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 53, 328-354, 2021

almaya yonelik tasarlanmis bir goriisme teknigi olarak tanimlanabilir (Ersin ve Bayyurt,
2015; s 203).

Katilimcilar

Bu arastirmanim katilimcilart Mardin ve Istanbul illerindeki RAM, OERM, &zel egitim
uygulama okullar1 ve 6zel egitim siniflarinda gorev yapan 6gretmenlerden olusacak sekilde
belirlenmistir. Biitiinlestirme uygulamalarinda daha 6nce bahsedilen farkli dil, din, kiiltiir
vb. yer verildigi i¢in, aragtirmanin katilimcilar1 belirlenirken bu ozellikler goz oOniinde
bulundurulmaya ¢alisilmistir. Mardin ilindeki 7 OERM’de ¢alisan 7 grup ve farkli okullarda
calisgan 2 grupla goriisme yapildiktan sonra veri doygunluguna ulasilmis ve veri toplama
stireci sonlandirilmigtir. Elde edilen bu verileri destekleyip desteklemedigini belirlemek igin
ise, Istanbul iline bagli 3 ilgedeki 1 egitim uygulama okulu ve 2 OERM secilmistir. Bu okul
ve kurumlarda toplam 3 grupla goriisme gerceklestirilmistir. Toplam 62 Ogretmen ile
goriisme gergeklestirilmistir. ~ Katilmcilarin - demografik bilgileri asagidaki tabloda
belirtildigi gibidir:

Tablo 2: Katilimcilarin yag ve cinsiyetleri

Yas Kadin Erkek
20— 24 4 6
25-29 14 20
30-35 8 8
40 — 45 1 -
50-65 - 1
Toplam 27 35

Bu aragtirmaya katilanlarin 38’1 erkek, 24’1 kadindir. Katilimcilarin yas dagilimi su
seklidedir: 20-24 yas aralig1 10, 25-29 yas aralig1 34, 30-35 yas aralig1 16, 40-45 yas aralig
1, 50-65 yas araligi 1 kisi olarak belirlenmistir. Caligmaya katilan 6gretmenlerin ¢ogunlukla

25-29 yaslarinda olduklar1 tespit edilmistir.
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Tablo 3: Katilimcilarin mezun oldugu alanlar

Mezuniyet Kadin Erkek
Psikolojik Danismanlik ve Rehber Ogretmenligi - 2
Zihin Engelliler Sinif Ogretmenligi 4 4
Sinif Ogretmenligi 8 19
Okul Oncesi Ogretmenligi 6 2
Cocuk Gelisimi 2 -
Fransizca Ogretmenligi - 1
Ingilizce Ogretmenligi 1 -
Fizyoterapi - 5
Hemsirelik 1 -
Psikoloji 1 2
Sosyoloji 1

Felsefe 2 1
Kimya - 1

Arastirmaya katilan Ogretmenlerin mezun olduklar1 boliimler ve sayilart su
sekildedir: Psikolojik Damismanlik ve Rehber Ogretmenligi 2, Zihin Engelliler Simif
Ogretmenligi 8, Siif Ogretmenligi 25, Okul Oncesi Ogretmenligi 8, Ingilizce Ogretmenligi
1, Fizyoterapi 5, Psikoloji 3, Cocuk gelisimi 2, Sosyoloji 1, Felsefe 3, Kimya 1, Biyoloji 1
ve Fransizca Ogretmenligi 1°dir. Arastirma kapsaminda kendileriyle goriisiilen 8 zihin
engelliler smif &gretmenlerinden sadece 1°i bulundugu OERM’de koordinator olarak
caligmaktadir. Geriye kalan 7 6zel egitim alan mezunu 6gretmen, MEB’e bagl okullarda
gorev aldigi ve OERM’lerde en fazla simif 6gretmenligi bransindan dgretmenlerin ¢alistig

tespit edilmistir.

Katilimcilara Tiirkge bilmeyen 6grencilerle nasil iletisim kurduklar1 ve 6grencilere
DEH’ini ne seklide sagladiklari/saglayamadiklarini belirlemek amaciyla katilimcilarin
bildigi diller konusunda demografik bilgi toplanmistir. Sadece Tiirkge bilenlerin sayisinin 8
oldugu goriilmiistiir. Arastirmaya katilan 6gretmenlerden higbirinin Siiryanice bilmedigi ve
ogretmenler arasinda Siiryani kokenli 6gretmen olmadigi, bununla birlikte 6gretmenlerinin
bazilarmin Ingilizce, Isaret Dili, Zazaca, Kiirtce, Arapca, Fransizca Azerice dillerini

bildikleri ifade edilmistir (Tablo 4).
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Bildigi Diller Kadin  Erkek
Tiirk¢e ve Kiirtce bilenlerin sayisi 12 27
Tirkce ve Arapga bilenlerin sayisi 3 3

Tiirkge, Arapca ve Ingilizce bilenlerin sayis 1 -

Tiirkge, Kiirtce ve ingilizce bilenleri sayis 2 1

Tiirkge, Kiirtge, ingilizce ve Isaret dilini bilenleri sayis - 1

Tiirkge ve Zazaca bilenlerin sayisi. 1 -

Tiirkce, Azerice ve Ingilizce bilenleri sayisi - 1

Tiirk¢e ve Fransizca bilenlerin sayisi - 1

Sadece Tiirkge bilenleri sayisi 8 1

Ortamlar

OERM ve okullardaki gériismeler yapilmadan once yetkili kisiler ile goriisiilmiis ve odak
grup goriismeleri i¢in uygun ortamlar belirlenmistir. Ortamlar segilirken goriismeye katilan
Ogretmen ve arastirmacilarin sayisina dikkat edilmistir. Segilen ortamlarin sessiz olmasina
dikkat edilmis, Mardin ilinin sicak olmasi nedeniyle secilen ortamlarda klima olmasina 6zen
gosterilmistir. Verilerin dokiimii esnasinda gerekli kolaylig1 saglamasi i¢in goriintii ve ses

kay1t cihazlart uygun sekilde yerlestirilmistir.

Veri toplama araglari

Arastirma verileri, odak grup goriisme teknigi ile toplanmistir. Arastirmaci bu asamada
alanyazin taramasi yaparak hem kurumlarda hem de okullarda gérev yapan dgretmenler igin
ayr1 ayr1 goriisme sorular1 olusturmustur. OERM/Okullarda Saglanan Ozel Egitim Destek
Hizmetleri Belirleme Formu (Ek 1), Ogretmen Kisisel Bilgi Formu (Ek 2), Okullarda Gérev
Yapan Ogretmenler i¢in Sorular Formu (Ek 3) ve OERM’lerde Gorev Yapan Ogretmenler
icin Sorular Formu (Ek4) gelistirilmistir. Gorlisme formlarindaki sorularin uygunlugu ve
anlasilirlig1 agisindan ii¢ uzman tarafindan incelenmistir. Pilot uygulamadan sonra sorular

bir uzmanlar tarafindan tekrar degerlendirilerek diizenlenmistir.
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Verilerin toplanmasi

Arastirma verileri Mardin ve Istanbul’daki 1 Ozel Egitim Uygulama Okulu ve 9
OERM’deki 62 Ogretmenin katildigi12 odak gurup goriismesi sonucunda toplanmustir.
Gorlismeler gorlintli ve ses kayit cihazlariyla kayit altina alinmis, gériisme ortaminda tedbir
amagh Yyedek teknik ekipmanar bulundurulmustur. Goriisme Oncesi ilgili kisilere ve
katilimcilara arastirma etik kurul onay belgesi (Ek 6) gosterilmis, goriismenin amaci
aciklanmis ve ogretmenlerle so6zlesme imzalanmistir (Ek 5). Gorlismeler tez danigmani ve
arastirmaci tarafindan birlikte yiritilmistiir. Saha notlarni tutmalart igin ayrica 2 &zel

egitimci de goriismelerde yer almistir.

Veriler toplanirken kurum ve katilimer kimliklerinin gizli tutulmasi nedeniyle
verilerin analizinde kodlar kullanilmistir. Yapilan kodlama ise su sekildedir: Kurumun bas
harfi ile birlikte ciimle numarasi Times New Roman Kalin stiliyle yazilmistir. Ornegin, Y5,
U19, S21 gibi. Istanbul’daki kurumlar igin ise kurum kodunun basma I yazilmistir. Ornegin;
IM14, 1A18, ID26. Ayrica verilen bulgunun sonunda goriisme dokiimlerinin kaginci sayfada
ve hangi ile ait oldugu da ( Istanbul icin i. Mardin i¢in m.) belirtilmistir. Ornegini; (i.

goriisme dokiimleri s. 1), (m. goriisme dokiimleri s. 20) gibi.

Verilerin analizi

Arastirma  verilerinin  analizinde nitel arastirma yontemlerinde kullanilan analiz
tekniklerinden betimsel analiz kullanilmistir. Betimsel analizde, goriisiilen ya da gozlenen
bireylerin goriislerini ¢arpict bir bigimde yansitmak amaciyla dogrudan alintilara sik sik yer
verilir. Bu tiir analizde amag, elde edilen bulgular1 diizenlenmis ve yorumlanmis bir bicimde
betimlemektir. Daha sonra yapilan betimlemeler agiklanir ve yorumlanir, neden-sonug
iliskileri irdelenir ve birtakim sonuglar elde edilir. Ortaya ¢ikan temalarin iliskilendirilmesi,
anlamlandirilmasi ve ileriye yonelik ¢ikarimlarda bulunulmasi da, arastirmacinin yapacagi

yorumlarin boyutlar1 arasinda yer alabilir (Yildirim ve Simsek, 2006).

Bu aragtirmada goriismeler tamamlandiktan hemen sonra uygun sessiz bir ortama
gecilip dort kisinin tuttugu saha notlar1 karsilagtirilip aktarimi sicagi sicagina yapilmistir. Bu
slirecte saha notlarimi tutan kisilerle veri teyidi yapilmistir. Veri kaybint onlemek igin
kamera kayitlari izlenip aktarimlar desteklenmistir. Goriisme dokiimleri biter bitmez uzman
tarafindan veriler teker teker okunup verilerin dogrulugu kontrol edilmistir. O esnada
arastirmact, arastirma giinliigiinii yazmistir. Elde edilen tiim veriler temalar olusturularak

analiz edilmistir. Bu dogrultuda olusturulan temalar bulgular baslig1 altinda ele alinmistir.
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Bulgular

Bu calismanin bulgular1 423992 no’lu ve “Ozel gereksinimli bireylerin aldiklar1 destek
hizmetlerin biitiinlestirme uygulamalari agisindan incelenmesi” baglikli tez igin toplanan ve
tez siirecinde disarida birakilan verilerin yeniden analiz edilmesiyle olusturulmustur.
Yapilan alanyazin taramalar1 sonucu bu konuda yapilmis bir ¢aligmaya rastlanmamaistir. Bu

nedenle arastirmanin bulgulari giincelligini korumaktadir.

Aragtirmanin verilerinin analiz edilmesi sonucu 6n plana ¢ikan temalar asagida belirtilmistir.

Formasyon Yeterlilikleri

Ozel Egitim Alan
Yeterlilikleri

Uyarlama Yeterlilikleri

(")gretmen
Yeterlilikleri
Degerlendirme
Yeterlilikleri
Kurumlararasi
koordinasyon

Farkliliklar Konusundaki
Yeterlilikleri

Sekill. Verilerin analiz edilmesinden sonra olusan temalar
Ogretmenlerin pedagojik formasyon yeterlilikleri
Ogretmenlerden pedagojik formasyon konusunda elde edilen bulgular asagida belirtildigi
gibidir:
“Grup egitimleri lise mezunlari tarafindan veriliyor.” 115 (m. goriisme

dokiimleri s. 4). Ozel gereksinimli bireylere saglanan rehabilitasyon

merkezlerindeki egitim de sanki bir litufmus gibi bakiliyor. BT (gériisme
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dokiimleri s. 10). “Atanma olmadigi icin burada ¢alistyoruz.” Y2 (m.
gortisme dokiimleri s. 12). “Aile ¢ocuga soziinii gegiremiyor. Bize soyliiyor
biz ¢ocugu yénlendiriyoruz. Ancak kadrolu olmadigimiz igin soziimiiz

gecerli degil yine de.” Y13 (m. goriisme dokiimleri s. 3).

Ogretmenlerin pedagojik formasyon konusundaki bulgulara bakildiginda,
OERM’lerde c¢alisan ogretmenlerin grencilere, velilere nasil davranacaklari
konusunda yeterli formasyon bilgilerinin olmadigi, atamasi yapilmayan
ogretmenlerin  Snemsenmedigi goriilmektedir. Benzer ifadeleri ID ve IM (i.
gortisme dokiimleri s. 10-11), kodlu kurumlarda calisan Ogretmenler de dile

getirmistir.

Ogretmenlerin 6zel egitim alan yeterlilikleri

Ogretmenlerin 6zel egitim alan yeterlilikleri ile ilgili elde edilen bulgular asagidaki

belirtilmistir:

“... Kaynastirma ogrencisinin tepkilerini anlayacak kadar ozel egitim
bilgimiz yok. Kaynastirma dgrencisi, simifta  problem  davranig
sergilediginde bir sey yapamiyoruz. Bu nedenle sinifin diizenini bozuyor ve
neticede sinifta istenmeyen 6grenci oluyor.” E15 (m. gériisme dokiimleri s.
25). “Kaynastirma ogrenci i¢in yapmamiz gereken bir¢ok seyin oldugunu
diistintiyorum ama ne yapacagimizi bilmiyorum. Yeni atanan ve bu dersi
alan 6gretmen arkadaglardan bilgi almaya ¢alisiyorum ama uygulamada
yine stkintilar yaswyorum.” E16 (m. goriisme dokiimleri s. 25). “Bir¢ok
yerde alan mezunu ézel egitimci olduk¢a az.. B2 (Qoriisme dokiimleri s.
10). “Degisik alanlarda mezunuz. Ozel egitim alaminda mecburi olarak
calisiyoruz. H22 (m. goriisme dokiimleri s. 12) Alan mezunlar: bizi
elestiriyor ama biz onlardan daha iyi ¢alisiyoruz. Yarin obiir giin ozel
egitimciler sinif 6gretmeni olarak atamirsa sasirmaym. H23 (m. gériisme
dokiimleri s. 12). “...RAM larda nitelikli eleman yetersizligi var. Ozellikle
alan mezunu olan 6gretmen sayisi ¢ok az. Bu da bizi olumsuz etkiliyor...”
IM74 (i. goriisme dokiimleri s. 9). “Ozel egitim alanindan mezun olmama
ragmen kendimi yetersiz goriiyorum.” IM76 (i. goriisme dokiimleri s. 10).
seklinde olmustur.

Benzer ifadeleri B ve S (m. goriisme dokiimleri s. 10, 13) kodlu kurumlarda ¢alisan

ogretmenler de dile getirmislerdir.

Ogretmenlerin 6zel egitim alan1 konusundaki yeterlilikleri konusunda elde edilen bulgulara

bakildiginda, &gretmenlerin kaynastirma Ogrencisi konusunda yetersiz kaldiklari, Ozel

339
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egitim alanindan mezun olan Ogretmenlerin de uygulamada yetersiz kaldiklari,
OERM’lerde ¢alisan dgretmenlerin biiyiik bir kisminin diger béliimlerde mezun olmus ve
atamalar1 yapilmayan Ogretmenlerden olustugu ve bunun dogal sonucu olarak 6zel
gereksinimli bireyler konusunda yetersiz kaldiklar1 gorilmektedir. Ayrica RAM’larda
calisan Ogretmenlerin Ozel egitim alan bilgilerinin yetersiz olmasindan kaynakli olarak

degerlendirmeleri yanlis yaptiklar1 belirtilmistir.

Ogretmenlerin BEP, BOP ve aile egitim programi planlama yeterlilikleri
Ogretmenlerin planlama konusundaki yeterlikleri ile ilgili elde edilen bulgular su sekildedir:

“...Cocuk igin faydali olacak amactan ¢ok veli ne isterse onu yapmaya
calistyorlar. Ben ¢ocugun kaslarimin zayif oldugunu biliyorum ona gore
calisiyorum ama veli okuma-yazma dgretmemi istiyor yani asil sorun
parali olan velinin ne istedigi oluyor.” IM69 (i. goriisme dokiimleri s. 9).
benzer ifadeleri H,C (m. goriisme dokiimleri s. 13,16), IA, iM (i. goriisme
dokiimleri s. 16, 9) kodlu 6gretmenler de dile getirmistir.

Ogretmenlerin planlamas: konusunda elde edilen bulgular incelendiginde; genel egitim
veren dgretmenlerin dzel gereksinimli bireylerin BEP’lerini énemsemedikleri, OERM’lerde
calisan Ogretmenlerin BEP hazirlamak yerine RAM tarafindan gonderilen BEP’leri baz
aldiklar1 goriilmektedir. Bununla birlikte bazi OERM’lerdeki 6gretmenlerin 6grencinin
BEP’indeki amaclar1 islemdekileri, daha ¢ok ailenin istediklerine gore ders isledikleri

gorilmektedir.

Ogretmenlerin ogretim yontem ve teknikleri, problem davranis sagaltimi, ergenlik donemi

problemleri ile basa ¢ikama yeterlilikleri

Katilimcilarin 6gretimlerde kullandiklart 6gretim yontem ve teknikleri ile problem davranis

sagaltimi ve ergenlik donemi problemleri konusunda goriisleri sunlardir:

“...Bu yontemleri Dbilenlerin ¢ogunu uygulamaya geciremedigini

goriiyoruz. Siddet olarak ‘ses’in bizde kalmadigini goriiyoruz.” IM37

(i. goriisme dokiimleri s. 5). Ergenlik donemindeki bireyler icin
cinsiyet konusunda uyarlama yapilmiyor. Y15 (i. goriisme dokiimleri s.
22).“...zamanla bildigimiz dogrulardan wuzaklasarak ailenin istedigi
egzersizleri yapiyoruz. Bile bile yararsiz olant ¢ocuk icin yapmaya

baslyoruz” H29 (m. gériisme dokiimleri s. 13). “... Bazen kaynastirma
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ogrencisinin tepkilerini de anlamiyoruz. Problem davranig sergilediginde
bir sey yapamiyoruz....” E15 (m. goriisme dokiimleri s. 4). “Bazi erkek
ogrenciler de kKadinlar: otorite olarak gérmiiyorlar. Ogrenci beni dikkate
almwyor. ‘Levent Hocayt ¢cagiririm.’ dedigimde o zaman dikkate alyyor.”
H35 (m. goriisme dokiimleri s. 22). IA 19 (i. goriisme dokiimleri s. 17).
“ ogretilen yontem ve tekniklerin bir noktadan sonra ise
Yaramayacagini uygulamaya bagslayinca ve ogretmenlige baslayinca

gordiik.” IM36 (i. goriisme dokiimleri s. 5)

Yukaridaki bulgulara benzer ifadeler IM33, (i. goriisme dokiimleri s. 4,8 ve 9), H ve
K(m. goriisme dokiimleri s. 4, 18).)kodlu kurumlardaki 6gretmenler tarafindan da dile

getirilmistir.

Bulgular genel olarak ozetlendiginde; O6gretmenlerin Ogretim yontem ve teknik
cesitliligi bilmedikleri, bilenlerin de uygulayamadiklari, 6grenciye ve BEP’teki amaca
uygun yontem ve tekniklerden ¢ok velilerin istedigi yontem ve teknikleri uyguladiklari,
problem davranis sagaltimi konusunda yeterli olmadiklar1 goriilmektedir. Ayrica problem
davranig gosteren Ogrencilerin daha c¢ok erkek o&gretmenlere verildigi, cinsel egitim ve
LGBT lilerin egitimi konusunda yetersiz olduklar1 da goriilmektedir. Ayrica 6zel egitim
alanindan mezun Ogretmenlerin yontem ve teknik gesitliligini bilseler dahi uygulamada

siirlilik yasadiklari belirtilmistir.

Ogretmenlerin aile egitimleri, ailelerle iletisim yeterlilikleri

Ozel gereksinimli bireylerin aileleriyle iletisim ve aile egitimleri konusunda elde edilen

bulgular sunlardir:

“...Aile egitimleri aksam 5’ten sonraya konuldugu icin aile egitimleri

vapilamiyor. 111 (m. gériisme dokiimleri s. 4).

Benzer ifadeler S, U, H ve C kodlu OERM’lerdeki dgretmenler tarafindan da dile

getirilmistir.

“Anadillerini bildigimiz aileler ile iletisime gecebiliyoruz. Fakat ana
dillerini  bilmeyen ogretmenlerin velileri dgretmenleri ile iletisime
gecmiyorlar.” IMS58(i. goriisme dokiimleri s. 7). Kiirtce bilmiyorum.
Osrenci ve veliyle iletisim kurarken sorun yasityorum. Kiirtceyi bilmedigim

i¢in velilerden tepki alryorum H42 (m. goriisme dokiimleri s. 22).
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Benzer ifadeleri K, C, ID (m. goriisme dokiimleri s. 12, 22, 33.), C (m. goriisme

dokiimleri s. 33) kodlu kurumlarda ¢alisan 6gretmenler tarafindan da dile getirilmistir.

Genel olarak aile egitimlerinin diizenlenmedigi, diizenlenen aile egitimlerin ise
ogretmenle sinirh kaldigi belirtilmektedir. Aileler ile iletisim kurulurken ailelerin ana
dillerinin 6gretmenler tarafindan bilinmesinin iletisimi kolaylastirdigi, 6gretmenin aileler
tarafindan kabul edilebilirliginin artt1g1, ailelerin ana dillerini bilmeyen 6gretmenlerin veliler

tarafindan dikkatte alinmadig1 goriilmektedir.

Denetleyicilerin izel egitim alan bilgisi yeterlilikleri

Denetleyicilerin  6zel egitim alan yeterlilikleri konusunda wulasilan bulgular

sunlardir;

Kurum denetimleri formalite ve sadece evrak kontrolii yapiliyor. Denetim
egitim kontrolii ya da denetlemesi yapilmiyor. Denetlemeyi yapan
miifettiglerinin egitim altyapilari yetersizdir, denetimin daha uzun stireli
yapimasit gerekiyor. S22 (m. Qériisme dokiimleri s. 13). “Denetimi
vapanlarin alan bilgisinin yeterli olmast gerekiyor” C33 (m. gériisme

dokiimleri s. 10).

Benzer ifadeleri “Y, B, K, (m. goriisme dokiimleri s. 18, 29, 36) ve ID(i. goriisme dokiimleri
s. 11) kodlu kurumlarda calisan dgretmenler dile getirmislerdir. Gerek RAM gerek OERM
ve gerekse de okullarda denetlememelerin yapilmadigi, yapilan denetlemelerin sadece evrak
icin yapildigi, bunun da ¢alisma mesaisinde 0gretmenlerde bir gevsemeye sebep oldugu,
calisma sistematigi agisindan 6gretmenden 6gretmene gore degisen ikiliklerin yasanmasina
sebep oldugu belirtilmistir. Ayrica denetleyicilerin 6zel egitim konusunda yeterli bilgi sahibi

olmamasi da elde edilen bulgular arasindadir.

Ogretmenlerin teknolojik uyarlamalar konusundaki yeterlilikleri

Teknolojik uyarlamalar hakkinda 6gretmenlerden elde edilen bulgular sunlardir;

“«

Materyallerden  ziyade ¢ocugun yasantilarini  kullaniyyorum.
Teknolojiyi kullanma imkanimiz yok.” H11 (m. gériisme dokiimleri s. 4). ...
Alternatif teknoloji kullanmiyoruz. H4 (m. goriisme dokiimleri s. 7). “DVD
ve bilgisayart kullansak daha iyi olur. Teknoloji sinwrly.” ID3 (i. goriisme
dokiimleri s. 11). “Eski okulda akilli tahta vardi, bu bana ¢ok yardimci
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oluyordu. Su an yok ve kagitlarla, c¢ocuklar ile bireysel ilgilenmek,
cocuklarin  dikkatini  ¢ekmiyordu,  eskiden  ¢ekiyordu.  PC’de
kullanabilecegimiz program olarak ozel egitim i¢in yoktu fakat ilkégretim

icin olant uyarlayarak kullaniyorduk.” IMG6 (i. goriisme dokiimleri s. 1).

M7, iA1, iA16 (i. goriisme dokiimleri s. 1, 15,16) ve (i. goriisme dokiimleri C61
(m. goriisme dokiimleri s. 33) kodlu kurumlardaki O6gretmenler de bulgular

desteklemektedir.

Ogretmenlerin teknolojiyi kullanma diizeylerinin birbirlerine gore farklilik
gosterdigi; OERM’lerde calisan dgretmenlerin teknolojiyi ¢ok kisith diizeyde uyguladiklari,
okullarda calisan 6gretmenlerin teknolojiyi 6zel gereksinimli bireyler i¢in uyarlayamadiklari
goriilmektedir. Ogretmenlerin teknoloji konusunda yasadig1 sorunlarin daha ¢ok kendilerine

sinirlt diizeyde saglanan/saglanmayan teknolojik DH’lerden kaynaklandigi goriilmekledir.

Ogretmenlerin formel ve informel degerlendirme konusundaki yeterlilikleri
Ogretmenlerin bu konudaki goriisleri asagida belirtilmistir:

Higbir zihinsel engeli olmayan, fakat dilden kaynakli olarak yanhs tanilanan
ogrencilerimiz var. Bu durum da 6grencinin problem davranig sergilemesine sebep
oluyor. K16 (m. goriisme dokiimleri s. 3). ...RAM ¢ocugun kiiltiiriine gore dilinde
gore uyarlama yapmadan ii¢ bes dakikada degerlendirme yapmaya ¢alisiyor.” ID25
(i. goriisme dokiimleri s. 13). Tanilama sorunu var. Raporda sadece bedensel
vetersizlik yaziyor. Tamamen biz ¢ocugu degerlendirip ona gére tedavi stireci
almiyor. Cocugun ihtiyact oldugu halde fizik tedavi alamyyor. (raporunda yazmuyor.)
H9 (m. goriisme dokiimleri s. 1). Cocugun engeline géore modiillere amag
konulmuyor...K15 (m. goriisme dokiimleri s. 2). “RAM’da ¢ocuklara siirekli ayni
amaglar veriliyor.” C36 (m. goriisme dokiimleri s. 1). ...”Bazi veliler bu RAM
tarafindan verilen raporu istemiyorlar ¢ocuklarinin etiketlenmemesi igin...E7 ((m.

gortigsme dokiimleri s. 20).

Yukarida yer verilen bulgular Y, C (m. goriisme dokiimleri s. ,337), ID ve i44 (.
goriisme dokiimleri s. 13, 15) kodlu kurumlarda calisan Ggretmenler tarafindan da dile

getirilmistir.

Degerlendirme konusunda elde edilen bulgulara bakildiginda daha ¢cok RAM’larda

calisgan personelin bu konudaki nitelik sorunu 6n plana c¢ikmaktadir. RAM tarafindan
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Ogrenciler i¢in yazilan amaglarin 6grencilerin engel ve akademik performans diizeyine
uygun olmadigi, 6grenciler i¢in aym1 amaglarin yazildigr ve bu durumdan kaynakli olarak
ogrencilerin daha ¢ok problem davranis gostermeye basladigi belirtilmistir. Ayrica
RAM’daki personelin uyarlama yapmadan degerlendirme yaptigi/informal ya da dil ve
kiiltire dayali degerlendirme siireclerine yer verilmeden ogrenciyi degerlendirdigi bu

durumun da etiketlemeye sebep oldugu belirtilmistir.

Personelin Kurumlar arasi koordinasyon yeterlilikleri

Okul, RAM ve OERM’lerde calisan personelin birbirleriyle olan
iletisimleri hakkinda edilen bulgular asagida belirtildigi gibidir:

“...Gegen sene okul ziyaretine gittik, bizi almadilar bile. Bize ogretmen
gozii ile bakmiyorlar ama kendi rahatlarimi bozmak igin de bizimle
iletisime gecmiyorlar. Memur zihniyetiyle bakiyorlar duruma, mesaim
bitsin de evimize gidelim mantigiyla bakiyorlar” IAI4 (i. goriisme
dokiimleri s. 16). DH’ler konusunda rehabilitasyon merkezleri ile iletisime
gecmiyoruz. Yanls egitim verdikleri igcin ne desek nafile. Kalem tutmayt
bilmeyen ¢ocuga “anne baba” yazdirmislar.” IM68 (i. goriisme dokiimleri
S. 9. “.Miidiirler daha c¢ok rehabilitasyon merkezleri ile iletisime

gecilmesine engel oluyorlar.” ID22 (i. goriisme dokiimleri s. 13)

S, Y, K (m. goriisme dokiimleri s. 7, 13, 36) ve iD, ia (i. goriisme dokiimleri s. 13,

17) kodlu kurumlarda da benzer bulgular bulunmustur.

Bulgulara genel olarak bakildiginda personelin 6zel gereksinimli 6grencileri i¢in
birbirleriyle iletisim kurmadiklar1 ve 6grenci icin bilgi aligverisinde bulunmadiklari ayrica
ozel egitim okullar1 ve siniflarinda ¢alisan dgretmenlerin OERM’lerde calisan 6gretmenleri
kendilerine denk goérmedikleri ve 6zel egitim konusunda kendilerini otorite olarak gordiikleri

gorilmektedir.

Personelin farkh dil, din, kiiltiir ve cinsel yonelim konusundaki yeterlilikleri

Arastirmaya katilan tiim 6gretmenlerin en fazla {izerinde durdugu farklh dil din, kiiltiir ce

cinsel yonelim konusunda elde edilen bulgular asagida 6zetlenmistir.

Dil farkhiliklart yanhs tamilamaya sebep oluyor. Cocuk dil
bilmedigi i¢in direk etiketlenmis oluyor. C39 (m. goriisme dokiimleri s.
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21). Cocuga Tiirkce yonerge verdigimizde ¢ocuk anlamiyor, mecburen
yonergeyi Kiirtce veriyoruz. K8 (m. goriisme dokiimleri s. 35). Dil sorunu
denetleme igin de gegerlidir. Denetlemeye gelen kisi Kiirtce bilmedigi i¢in,
onun goziinde c¢ocuk hicbir sey bilmemis oluyor. Ciinkii denetleme
oldugunda ¢ocuk ile Tiirkce iletisime gegiyoruz. Bu defa da ¢ocuk hi¢bir
sey anlamdan goziimiizii icine bakiyor. K10 (m. gériisme dokiimleri s. 36).
Gegen yil ogrencimin annesi Tiirk¢ce bilmedigi icin iletisime gecemedik.
Baba Tiirk¢e biliyordu okula c¢agirdik o da gelmedi. Anne Tiirkge
bilmedigi i¢in iletisime gecemedigimiz i¢in ¢ocugu kaybettik ve ¢ocugu
okuldan aldilar. IM62 (i. goriisme dokiimleri s. 6). “...Aileler RAM a
gittikleri zaman dertlerinin Tiirk¢e anlatamiyor, RAM’da ¢alisan
ogretmenler de ailenin konustugu dili bilmiyorlar. Bu da ¢ocugun yanlis
tanilanmasina sebep oluyor.” C39 (m. goriisme dokiimleri s. 21). “Tiirkce
bilmeyen  ¢ocuklarumiz  kuruma  geldiklerinde  Kiirt¢ce  bilen
ogretmenlerimize yonlendiriyoruz. Ogretmenimiz ¢ocuklarla Kiirtce daha
rahat iletisim kurabiliyor. Ancak ¢ocugun sosyal kabul gérmesi i¢in daha
sonra Tiirkce iletisime gegiyoruz. Ciinkii toplumun ¢ogu Tiirkge

konusuyor.” ID10 (i. goriisme dokiimleri s. 11)

Bulgulara bakildiginda ¢ocugun ana dilini bilmeyen personelin ¢ocuk ve aile iletisim
kurmada zorlandiklari, dilden kaynakli olarak yanlis performans aldiklari, bunun da birtakim
sorunlara yol actig1 goriilmektedir. Cocugun ve ailenin ana dilini bilen personelin gocuk ve
aile ile daha rahat kurdugu, ¢ocugun akademik gelisimine daha fazla katki sagladiklar
anlasilmaktadir. Benzer bulgular IM, ID (i. goriisme dokiimleri s. 6, 12) ve E (m. goriisme
dokiimleri s. 39) kodlu kurumlardan da elde edilmistir. 68retmenlerin farkl kiiltiir din

konusundaki ifadeleri ise su seklidedir:

“Farklhiliklar iizerine tiniversiteden herhangi bir ders almadik. Sadece
‘Bireysel Farkliklar’ diye bir ders aldik. IM59 (i. goriisme dokiimleri s. 8)
“Mezhepler konusunda herhangi bir uyarlama yok.”’ID18 (i. goriisme
dokiimleri s. 12). “kiiltiir, dil ve din konusunda bir takim
diizenlemelerin yapilmasi1 gerektigi, bu konuda sorunlarin yasandigini

soyleyebiliriz” B20 (m. goriisme dokiimleri s. 42).
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Ayrica 6gretmenlerin farkli din, kiiltiir ve cinsel yonelim konusunda uyarlama
yapmadigi, yapilan uyarlamalarin ise kisith diizeyde oldugu goriilmiistiir. Bu uyarlamalarin
yapilmamasinin 6gretmen yeterlilikleriyle alakali olmaktan ¢ok bu konuda baskin din ve
kiiltire uyum saglanmasindan kaynakli olarak ailelilerden bir talebin gelmemesinden

kaynakli oldugu belirtilmistir.
Tartisma

Egitim hakkinin Onem kazanmasiyla birlikte diinya egitim sisteminde birtakim
diizenlemelerin giincellenmesi kaginilmaz olmustur.  “Herkes igin egitim” felsefesi
temelinde biitiinlestirilmis egitim kapsaminda dezavantajli ve 6zel gereksinimli bireylere
saglanan destek hizmetlerde de degisiklikler olmustur. Bu destek hizmetleri &zel
gereksinimli bireylere basarali bir sekilde saglamak i¢in de Ogretmenin niteligi oldukca
onemlidir. Ogretmen yeterliliklerini destek hizmetler kapsaminda ele alan bu arastirmanin
yontemi nitel arastirma yontemi olup arastirma bulgulari odak grup goriismeleriyle elde

edilmistir.

Arastirma kapsaminda elde edilen bulgular1 6zetlemek gerekirse; OERM’ler basta
olmak tizere bir¢ok 6zel egitim kurumunda alan dig1 6gretmenin galistigl, 6gretmenlerin
ogrencilere akademik beceriler oOgretecek ve aile egitimi verebilecek pedagojik
formasyonlarinin yetersiz oldugu, kaynastirma 6grencisi basta olmak {izere 6zel gereksinimli
bireylere kavram ve beceri 6gretimi icin gerekli olan &zel egitim bilgilerinin yeterli
olmadigl, bu durumun 6zel egitim kurumlarini denetleyenler i¢in de gecerli oldugu,
ogretmenlerin BEP ve BOP’leri planlama, oOgrencileri formal ve informal olarak
degerlendirecek yetkinliklerinin olmadigi bulgular1 elde edilmistir. Ogretmenlerin
ogrencilerin problem davraniglariyla bas edecek, kavram ve beceri 6gretimi yapacak, aile ve
cinsel egitim verecek yontem bilgilerinin yeterli ve giincel olmadigi bulgularina ulasilmistir.
Bununla birlikte RAM’larda ¢alisan Ogretmenlerin de testleri uygulayacak, 6grencilerin
performanslarina uygun sekilde degerlendirecek yetkinliklerinin olmadigi, Ayrica farkl dil,
din, kiiltiir ve cinsel yonelim konusunda &gretmenlerin farklilastirma ve uyarlama yapacak
yeterliliklerin olmadig1 goriilmiistiir. Bu nedenle 6grenciler ve ailelerle iletisim kurmada
giicliik yasadiklar1 ve aileler tarafindan 6nemsenmedikleri bulgularina da ulagilmistir. Son
olarak Ogretmenlerin teknolojiyi uyarlamada zorlandiklar1 ve 6grenciye destek hizmetleri
saglamada gerekli kolayligi saglayacak personelle iletisimi kurmada zorlandiklart

bulgularina ulagilmistir.
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Bu arastirmada elde edilen bulgularin alanyazin ile paralellik gosterdigi
goriilmektedir. Ornegin Ucar-Rasmussen ve Kis (2018) tarafindan gerceklestirilen
arastirmada, farkli branslardan mezun olan ancak 6zel egitim alaninda ¢alisan 6gretmenlerin
planlama, degerlendirme, aile egitimi ve 6grenci i¢in isbirligi i¢cin gerekli donanima sahip
olmadiklar1 belirtilmistir. Bununla birlikte 6zel egitim alaninda ¢alisan 6grtmenlerin temel
ozel egitim (Yikmis & Ozbey, 2009) ve formasyon alanlarinda sinirliklara sahip
olduklarina ve sorunlar yasadiklara ulasilmistir (Altinkurt, 2008; Karasu ve Mutlu, 2014).
Ogretmenlerin yasadiklar1 bu sorunlarin ve bilgi yetersizliginin ise dgrencilerin gelisimsel
alanlarim1 etkileyen sorunlara ve smif yonetimi konusunda bazi olumsuzluklara yol agtigi
belirtilmistir (Weiss, Markowetz, ve Kiel, 2018). Ayrica 6gretmenlerin farkli yontem ve
BEP’leri degerlendirmesinde zorlandiklar1 ve RAM’daki personel tarafindan olusturulan
BEP’lerin 6grencilerin seviyelerine uygunlugu ile ilgili yapilan arastirmalarin bulgularinin

alanyazin ile ortiistiigii goriilmektedir (Al-Shammari ve Hornby 2020; Avcioglu, 2012).

Yukarida belirtilenlerle birlikte, OERM’lerde ¢alisan 6gretmenlerin uygulamali aile
egitimi vermede zorlandiklar, OERM ve RAM’larda ¢alisan dgretmenlerin kurum ici ve
kurumlar arasi iletisimlerinin giigliit olmadig1 (Tiryakioglu, 2009; Korucu, 2005),
ogretmenlerin cinsel egitim verebilecek yeterliliklerin olmadigi bu nedenle bu konuda
hizmetici egitim almalar1 gerektigi belirtilmistir (Karaca ve digerleri 2016). Ote yandan
OERM’lerde ¢alisan personelin dzel egitim konusunda gerekli donanima sahip olmalarmnimn

onemli oldugu ifade edilmistir (Sagirlioglu, 2006).

Denetleme ile ilgili elde edilen bulgularin da alanyazin ile paralellik gosterdigi;
denetimleri yapan kisilerin 6zel egitim alan bilgilerinin yetersiz oldugu, denetimlerin daha
cok evrak kontrolii seklinde yiiriitiildiigii ancak 6zel egitim miifettislerinin genel egitim
miifettislerinden farkli olarak 6zel egitim yontem ve tekniklerine hakim kisiler olmasi

gerektigi belirtilmistir (Zigmond, 2003).

Adaptasyon konusundaki bulgularin da alanyazin ile Ortiistiigii goriilmektedir.
Herkes igin egitim felsefesine dayanan ve biitiinlestirme uygulamalari kapsaminda da yer
alan farkliliklara (dil, etnisite, inang, sosyoekonomik diizey vb.) yonelik egitim vermenin ve
destek hizmeti sunmamin zor oldugu; bu nedenle 6gretmenler tarafindan farkliklara yonelik
ogretim stratejilerinin gelistirilmesinin, uygun teknolojinin sunulmasmin ve ¢evre okullarla

bu konularda isbirligi yapilmasinin 6nemli oldugundan bahsedilmektedir (Nel, Tlale,
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Engelbrecht & Nel, 2016).Yiiriitiilen bu arastirmada en ¢ok 6n plana ¢ikan bulgulardan
biri de OGB’lerin anadilden kaynakli yasadigi sorunlardir. Bu arastirmaya paralel olarak;
degerlendirmelerin hem ana dil hem egitim dilinde kapsamli olarak yiiriitiilmemesinden
kaynakli olarak ¢ocuklarin, higbir yetersizligi olmamasina ragmen dilden kaynakli olarak
yanlis tanmilandigi, ana dili resmi dilden farkli olan Ggrenciler ile iletisim kurulmasinda
zorlanildig1 ve ¢ocugun ana diliyle iletisim kuruldugunda ¢ocugun daha kisa siirede yol
aldigi, belirtilmistir (Baker, 2011; Karasu ve Mutlu, 2014; Rodriguez, 2015; Villages, 2019).
Bunlara ek olarak aile bireylerinin ana dillerinde iletisim kurmanin, aile egitimi
diizenlemenin OGB’lerin akademik basarisini daha arttirdig, aile katilimini da giiglendirdigi

goriilmistiir (Onorato 2016; Jegatheesan, Miller ve Fowler 2010).
Sonuc¢

Aragtirmanin bulgular1 incelendiginde su sonuglara ulagilmistir: Arastirmaya katilan ve
OERM, RAM, Ozel Egitim Uygulama Okulu ve Ozel Egitim siniflarinda ¢alisan Ozel
Egitim alan mezunu dgretmenlerinin sayis1 oldukga azdir (%12.9). OERM’lerde calisan 6zel
egitim alan mezunu 6gretmen sayisi ise % 1.6’dir. Bunula birlikte 6zel egitim 6gretmenleri
dahil olmak iizere Ogretmenlerin Ogrencilere beceri ve kavram Ogretiminde, problem
davranis sagaltiminda, cinsel egitim vermede, aile egitimi diizenlemede ve ailenin ana
diliyle iletisim kurmada, BEP ve BOP planlamada, 6grencileri formal ve informal olarak
degerlendirmede, teknolojiyi BEP’teki amaglara gore uyarlamada zorlandiklari sonucuna
vartlmistir. Ayrica biitlinlestirilmis egitim sisteminde farkli dil, din, kiiltiir ve cinsel yonelim
konusunda destek hizmetlerin sunulmasinda oldukga zorlandiklar1 6te yandan 6grencinin ve
ailenin ana dilini bilen 6gretmenlerin 6grencilerin gelisimine daha fazla katki sagladiklar

sonucuna ulagilmaistir.

Ogretmenlerin biitiinlestirme uygulamalar1 kapsaminda 6zel egitim destek hizmetleri
sunabilmeleri igin yeterli diizeye getirilmeleri igin oncelikle Ozel Egitim Hizmetleri
Yonetmeliginin giincellenmesi Onerilmektedir. Yonetmelikte kaynastirma/biitiinlestirme
olarak birlikte agiklanan kavramlarin diinya alanyazininda birbirlerinden farkli oldugu by
nedenle biitiinlestirme (inclusion), biitiinlestirilmis egitim (inclusive education) kavraminin
kaynastirma(mainstreaiming) kavramindan ayri1 olarak tanimlanmasi ve biitlinlestire
kapsaminda sunulacak destek hizmetlerin net olarak tanimlanmasi gerektigi 6nerilmektedir.
Yasada tanimlanacak bu destek hizmetlere yonelik hizmeti¢i egitimlerinin igeriklerinin

giincellenesi Onerilmektedir. Ayrica planlama, degerlendirme, aile egitimleri, cinsel egitim,
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smif yonetimi, kavram ve beceri O0gretimi, sosyal ve iletisim becerileri, ifade edici dil
becerileri konusunda 6gretmenlerin donanimli hale getirilebilmesi i¢in bilimsel dayanakli

kapsamli miidahale programlar1 da hizmeti¢i egitimlere dahil edilebilir.

Ote yandan ana dilleri farkli olan 6zel gereksinimli ve dezavantajli cocuklarm okula
basladiklar1 ilk donemlerde egitimin sadece resmi dil olan Tiirkge lizerinden yiiriitiilmesi
nedeniyle zorlandiklar1 (Karasu ve Mutlu, 2014); alanyazinda bu zorluklarin minimum
seviyeye indirmek i¢in iki dilli 6zel egitim uygulamalarinin gergeklestirildigi goriilmektedir
(Gampe, Wermelinger ve Daum, 2019; Bergroth ve Palviainen 2017; Garcia ve Lin, 2017).
Anadil egitimi ya da ge¢is modeli temelinde ele alinan iki dilli 6zel egitim uygulamalarinin
gergeklestirilmesi igin yasada tanimlanan biitiinlestirme uygulamalarina ek olarak farkli dil,
din, kiiltiir ve cinsel yonelime yonelik destek hizmetlerin saglanmasimin 6niinii agabilecek
yasal diizenlemelerin yapilmasi 6nerilmektedir. Ayrica tiniversitelerin 6zel egitim 6gretmen
yetistirme programi kapsaminda 6gretimi yapilan bireysel farkliliklar dersine ek olarak insan
haklari, farkli dil, din, kiiltiir ve cinsel yonelim konusunda derslerin okutulabilecegi
onerilmektedir. Ileriye doniik arastirmalar igin ise, kaynastirma ve biitiinlestirmenin farkli
kavramlar olarak ele alinmasi gerektigi, ana dil ile resmi dil iizerinden yapilacak

uygulamalarin karsilastirmali olarak incelenmesi gerektigi onerilebilir.

Bu aragtirma kapsaminda toplanan veriler dgretmenlerin diisiinceleri ve verilerin
toplandigi Mardin ve Istanbul ile sinirlidir. Ayrica ramazan ayinin arastirma verilerinin
toplandig1 zaman dilimine denk gelmesi nedeniyle oru¢ tutan G6gretmenlerin ile orug
tutmayan oOgretmenlerle ayni anda odak gurup goriismelerine dahil edilmek zorunda

kalinmasi da bu arastirmanin bir diger sinirliligidir.

Etik Kurul izin Bilgisi: Bu arastirma, Abant izzet Baysal Universitesi Sosyal Bilimlerde
Insan Calismalar1 etik kurulunun 20/06/2014 tarihli 2014/60 sayili karari ile alinan izinle

yuriitilmustiir.

Yazar Cikar Catismasi1 Bilgisi: Bu arastirma yiiriitiilirken potansiyel olarak yazarlarin

cikarlart géz oniinde bulundurulmamastir.

Yazar Katkisi: Arastirmanin fikir, dizayn, verilerin toplanmasi ve analiz edilmesi ve

raporlastirilmasi asamalarinda birlikte ve esit katk1 saglamiglardir.
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