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i 1ye

Ozet: Bu calismamn amaci okul Oncesi Gfretmenlerinin kaynastirmaya yonelik 6z
yeterliklerinin belirlenmesidir. Caligmanin 6rneklemini 2022 yilinda Ankara ilinde MEB’e
bagli resmi ve 6zel okul 6ncesi egitim kurumunda gorev yapan 217 okul 6ncesi 6gretmeni
olusturmaktadir. Bu arastirma nicel arastirma yontemlerinden tarama modeli ile desenlenmis
betimsel bir ¢aliymadir. Calismanin bulgular1 okul 6ncesi dgretmenlerinin 6zel gereksinimli
¢ocuklara 6gretim sunma konusunda giiven, etkili 6gretim yontemlerini kullanma ve uyarlama
yapma becerisine yonelik yeterlik algisinin 6zel gereksinimli ¢ocuklara yonelik bilgisine gore
daha diisiik seviyede oldugunu gostermistir. Arastirma bulgularindan elde edilen diger bir sonug
incelendiginde; okul 6ncesi dgretmenlerinin mevcut siniflarinda 6zel gereksinimli birey olup
olmamasma gore kaynastlrmaya yonelik 6z yeterlik algilarinda anlamli bir farklilik
bulunmadigr saptanmustir. Ozel gereksinimli cocugun kaynastirilmasma iliskin okul éncesi
ogretmenlerinin 6z yeterlik algilarinin orta diizeyde oldugu sonucuna ulasilmistir. Arastirma
bulgularindan elde edilen diger bir sonuca gore 6zel gereksinimli ¢ocuklara yonelik bilgi, okul
oncesi dgretmenlerinin 6grenim durumlaria gore ozel egitimle ilgili yasa ve siireclere yonelik
bilgi, o6zel gereksinimli ¢ocuklara Ogretim sunma konusundaki giiven, etkili 6gretim
yontemlerini kullanma ve uyarlama yapma becerisine yonelik alg1 ve 6zyeterlik toplam puanlari

arasinda anlamli farklilik oldugu belirlenmistir.
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GIRIS

Ozel egitim, genel tanimiyla 6zel gereksinimli bireylerin ihtiyaglarmi karsilamak ve onlarin gelisimine
katkida bulunmak amactyla tasarlanmig egitim faaliyetlerinin tiimii olarak ifade edilmektedir (Eripek, 2002).
Ozel egitime ihtiyac1 olan, bulunduklari ortamda farkl1 olarak kabul edilen, iistiin yetenekli oldugu belirlenen
bireyleri ilgi ve yetenegi dogrultusunda gelistirmeyi saglayan, 6zel gereksinimi olan bireylerin ise
potansiyelini en {ist diizeyde kullanmasina olanak taniyan, belli bir plan ¢ercevesinde yiiriitiilen, bireylerin
ihtiyaglarina yonelik beceriler edinmesini saglayan egitim olarak betimlenmistir (Ataman, 2011; Gargiulo ve
Bouck, 2021). Ozel egitime ihtiyaci olan bireylerin kendileri igin en iyi ortamda, dzel gereksinim durumuna
en uygun sartlarda, bu alanda yetismis 6gretmenler ve diger calisanlarin destegi ile ayn1 zamanda belirli bir
egitim programi dogrultusunda gerceklestirilen egitim olarak tanimlanmaktadir (Aker, 2014; Ataman, 2003).

Gliniimiiz ¢agdas O0gretim yaklagimlar1 bireylerin birbirinden farkli yontemlerle 6grendigini kabul
etmektedir. Nitekim bireysel farkliliklara, bireyin 6grenme hizina ve bireyin ihtiyaci olan 6zel gereksinime
dikkat ederek diizenlenen ve planlamasi bu dogrultuda yapilan egitim 6zel gereksinimli bireyler igin var olan
potansiyeli en st diizeyde kullanmalarina imkén vermesi bakimindan biiyiik 6nem tasimaktadir (Lipsky ve
Gartner, 1996). Bu nedenle 6zel gereksinimli bireye en uygun 6grenme ortami saglanarak yetersizligi en aza
indirgemeyi hedefleyen bir egitim almasinin amaglanmasi son derece 6nemli goriilmektedir (Ayvaz Oztiirk,
2020; Maciver vd., 2018). Ozel egitimden yararlanmas: diisiiniilen bireylerden “6zel egitime ihtiyac1 olan
birey” seklinde bahsedilmekte ve bu bireyler ihtiya¢ duydugu alanlarda farkli egitim ortamlarinda egitim
alabilme hakkina sahiptir (Milli Egitim Bakanhg [MEB], 2018). Ozel egitime ihtiyac1 olan kisilerin kisisel
gelisimi, toplum hayatina uyum saglamasi, ayn1 zamanda istenilen becerileri kazanmasi bakimindan akranlari
ile birlikte olmasina imkan saglayacak Ogrenme ortamlarinda egitimini siirdiirmesinin Onemi
vurgulanmaktadir (Bayar ve Dogan, 2021; MEB, 2018).

Ozel egitime gereksinimi olan bireyin tipik gelisim gdsteren gocuklar ile birlikte egitim almasini
vurgulayan kaynastirma/biitiinlestirme uygulamalari bireylere sosyal beceri, 6z-bakim becerisi, dil ve iletigim
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becerisi gibi birgok alanda yarar saglamaya ydnelik firsatlar sunmaktadir. Ozel gereksinimli bireyin genel
egitim ortamlarinda akranlan ile iletisim kurmalari hem kendileri hem de akranlar igin faydali olmaktadir.
Normal gelisim gosteren bireyler ile ayn1 ortamda bulunan 6zel gereksinimli birey, akranlarin1 model alarak
daha hizli 6grenebilmekte bununla birlikte toplumsal yagam kurallarina daha iyi uyum saglamakta ve sosyal
etkilesim iginde olmaktadir. Kaynastirma/biitiinlestirme egitiminin toplumsal agidan yarari ise bireysel
farkliliklarmm daha iyi anlagilmasi ve 6zel gereksinimli bireylere yonelik olumlu tutum gelistirilmesidir
(Heward, Alber, Morgan ve Konrad 2013; Metin, 2018; Orak¢ivd., 2016). Toplumu olusturan bireylerinin
tiimiiniin deger gordiigli bir egitim ortaminda 6grenimini siirdiirmek her ¢ocugun hayatinda 6nemli rol
oynamaktadir. Nitekim Tiirkiye Cumhuriyeti 1982 Anayasasinda yer alan 10. Madde ile ¢ocuklarin tiimii
egitim alma hakkina sahiptir anlayis1 benimsenmektedir. Bu anlayis ise ancak cocugun kendisinden farkli olan
tiim bireylere saygi duymasi ile miimkiin olmaktadir. MEB’in genel amag ve temel esaslar1 dogrultusunda
cocuklarm bireysel farkliliklarinin dikkate alindigy; ilgi, istek ve yetenekleri yoniinde toplumdan ayirmadan
bu bireyleri toplumla etkilesim ve iletigsimlerini artiracak sekilde egitim almalarinin saglanmasi gerekmektedir.
Bunu saglamak icin son yillarda Tiirkiye’de kaynastirma egitiminde biitiinlestirme ve kapsayici egitim
ozellikle vurgulanmaktadir (Aksit 2019; MEB, 2018).

Kaynastirma egitimi, 6zel gereksinimli ¢ocugun akranlariyla aymi egitim ortami icinde egitimini
siirdiirmesini saglayan ve siirece dahil oldugu bir egitim modelidir (Sucuoglu, 2006). Ozel gereksinimli
cocugun aldig1 kaynastirma egitimi ile toplum hayatina uyum saglamasi1 ve kazanmasi gereken beceriler
bakimindan kendi potansiyelini en iist diizeyde ortaya koymasi beklenmektedir. Ozel gereksinimli gocugun
kaynastirma siirecine zaman kaybetmeden baglamasi bilissel, sosyal, duygusal gelisim gibi ¢ok yonlii bir
gelisim i¢in 6nemli kabul edilmektedir. Kaynastirmanin yapildigi ilk egitim basamagi olan okul 6ncesi egitim,
yasamin en kritik donemi olarak goriilmektedir (Bakkaloglu vd., 2018). Bu donemi nitelikli bir bicimde gegiren
0zel gereksinimli ¢ocugun, yagaminin ileriki donemlerinde okula ve topluma uyum bakimindan 6nemli dlgiide
olumlu gelisme gosterdigi ilgili literatiirde vurgulanmaktadir (Balaban vd., 2009).

Kaynastirma egitiminin yalnizca 6zel gereksinimli bireylere yonelik oldugu algisi her ne kadar yaygin
olsa da genel egitim ortamlarinda normal gelisim gosteren her ¢ocuk igin yarar1 oldugu yadsinamaz bir
gercektir. Sinifinda 6zel gereksinimli birey olan g¢ocuklar siiphesiz daha iyi empati, kosulsuz kabul, saygi ve
hosgorii gelistirebilmektedir. Bu baglamda okul 6ncesi donem 6gretmenlerinin tutum ve davraniglar1 da bu
siirecin en énemli unsuru olmaktadir (Kircaali-Iftar, 1998). Kendinden yasga biiyiik bireyleri rol model alan
¢ocuk, dgretmeninin de bu konuda rol model almaktadir. Ogretmenin kaynastirmaya dair tutum, goriis, bilgi,
ilgi ve becerisi kaynastirmanin niteligini de etkilediginden kaynastirmaya yonelik yeterlikleri de oldukca
onemlidir (Batu ve Kircaali-Iftar, 2009; Deniz ve Coban, 2019; Kargin, 2014). Ancak ilgili alanyazin
incelendiginde yapilan aragtirmalar okul dncesi dgretmenlerinin kaynastirmaya yonelik yeterli bilgiye sahip
olmadigim gostermektedir (Akalin, 2014; Bayar ve Ustiin, 2017; Sucuoglu vd., 2014). Bu durumun temelinde
okul dncesi lisans dersleri arasinda 6zel egitim veya kaynastirmaya yonelik derslerin sinirli olusu, bu derslerin
genellikle teorik olarak islenmesi, 6gretmenin hizmet ici egitimlere karsi isteksizligi, bu konudaki odak grup
gorlismelerinin sinirliligi, okullarin 6zel gereksinimli ¢ocugu kabul etme konusundaki olumsuz tutumu,
Ogretmenin 6zel gereksinimli ¢gocuga karsi tutum ve davraniglar1 yatmaktadir (Burak ve Ahmetoglu, 2021).
Benzer bir bigimde kaynastirma egitimi konusunda yetersiz bilgi, olumsuz tecriibe ve toplumsal 6nyargi bir
Ogretmenin kaynastirmaya yonelik 6z yeterliginin diisiik olmasinin sebeplerinden birkagi olarak gosterilebilir
(Akalin vd., 2014).

Ogretmenin nitelikli bir egitim verebilme konusunda kendisine inanmasi, kaynastirma uygulamasinin
basarisinda Onemli bir basamak olarak goriilmektedir (Argon ve Ertiirk, 2013). Kisilerin bir davranisi
sergilemek icin iginde tagidigi inang ve gii¢ olarak tanimlanabilen ‘6z yeterlik’ kisinin duygu ve diislincelerini
etkileyerek kargilastig1 olaya, duruma ve soruna yaklasimimi da etkilemektedir (Bandura, 1997). Oz yeterligi
yiiksek kisilerin sorunlar karsisinda daha giiglii ve ¢6ziim odakli durduklari bilinmektedir. Egitim siirecinde
onemli bir role sahip olan 6gretmenin Ogrencisine yararli olabilmesi i¢in 6z yeterliginin yiiksek olmasi
beklenmektedir. Yapilan c¢aligmalarda dgretmenlerden 6z yeterligi yiiksek olanin, diisiik olana gore daha
olumlu performans gosterdigi belirtilmektedir (Demirel, 1993; Kiremit, 2006; Ozbay ve Kaldirim, 2015).
Ogretmenin 6z yeterliginin g¢ocuklarin hem duygusal hem de biligsel gelisimlerine yansidigi bilinmektedir
(Cabuk ve Alisinanoglu, 2017). Ozel gereksinimli ¢ocugun tipik gelisim gosteren akranlariyla aralarmdaki
farkin en aza indirilmesi i¢in yapilan erken miidahalenin bagladig1 zaman kadar 6gretmenin kendisini bu alanda
yeterli gormesi ve egitimin niteligi de onemlidir (Burak vd., 2021). Egitimin nitelikli olmasinda ise 6gretmen
onemli rol oynamaktadir. Ozellikle akademik anlamda zorluk yasayan, biligsel gelisimi akranlarina goére daha
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geride olan ve duygusal anlamda ilgiye ¢ok daha fazla ihtiyag duyabilen 6zel gereksinimli ¢ocugun
performanslar1 6gretmenin tutumuyla ve aldiklar1 egitimle dogrudan iligkilidir (Ahmetoglu, Burak ve Acar,
2019).

Yiiksek Ogretim Kurumu’nun yirmi yildan fazladir {iniversitelerin dgretmenlik bdliimlerinde “6zel
egitim”in yer almasi adina bazi dersler verilmektedir. Bu dersler kapsaminda &gretmenlerin kaynastirma
egitimi konusunda daha donanimli olmasi saglamak, bilgi, beceri ve tutumunu gelistirmek amaglanmaktadir
(Cikili ve Deniz, 2020). Ilgili alan yazin incelendiginde yapilan calismalar 6zellikle okul oncesi
ogretmenlerinin kaynastirmaya dair 6z yeterliklerinin diisiik oldugunu gostermektedir. Okul Oncesi
Ogretmenlerinin kaynastirmaya dair 6z yeterliklerinin {izerine durulmasi dnemli bir konu olarak goriilmektedir
(Burak ve Ahmetoglu, 2020; Kiigiik-Dogaroglu ve Bapoglu-Diimenci, 2015; Metin, 2018). Bu dogrultuda
MEB’e bagh kurumlarda gérev yapan Ogretmenlerin kaynastirma konusunda 6z yeterliklerini artirmaya
yonelik son yillarda daha fazla egitim verilmekte ve kapsamli projeler gelistirilmektedir (MEB, 2023). Bu
amagla MEB Ozel Egitim ve Rehberlik Hizmetleri Genel Miidiirliigii (ORGM) koordinatérliigiinde olan
Biitiinlestirici Egitimin Gelistirilmesi Projesi (BEGEP) uygulamaya konulmus, kaynastirma/biitiinlestirme
uygulamalarinda goérevli 6gretmenlerin, okul miidiir ve miidiir yardimcilarin ve kaynastirma/ biitiinlestirme
uygulamalarinda yer alan kisilerin gelisimlerini destekleyerek; yenilik¢i, siirdiiriilebilir ve biitlinlestirici bir
egitime katkida bulunmay1 hedeflemistir. BEGEP, 01 Agustos 2019 ve 31 Temmuz 2022 tarih araliginda
yliriitiilmistiir. Projenin dort miidahale alanlar1 “Kurumsal kapasite gelistirme, farkindalik artirma, bilimsel ve
teknik calismalar, koordinasyon ve is birligi” olmak iizere dort baslikta toplanmistir. Bu miidahale alanlarindan
kurumsal kapasite gelistirme 06zel gereksinimli bireylerin yararlanacagi nitelikli bir egitim sistemi
olugturmaktir. Farkindalik yaratma kapsaminda ise yapilan etkinlikler ile toplumda hedef gruplarin
farkindaligini olusturmaktir. Bilimsel ve teknik ¢aligmalar kapsaminda ise Rehberlik Arastirma Merkezi
(RAM) ile is birligi yapilmistir. Son olarak koordinasyon ve is birligi boyutunda ise sivil toplum kuruluslari
ile kaynastirma/ biitiinlestirme egitimine yonelik planlamalar yapilmistir (ORGM, 2023).

MEB tarafindan yiiriitiilen ve Avrupa Birliginin mali destegi ile Ozel Egitimin Giiglendirilmesi Projesi
gerceklestirilmistir. Bu projede amag¢ 6zel gereksinimli kisilere yonelik farkindalik olusturmak ve 6zel
gereksinimli kisilerin kaynastirma/ biitiinlestirme uygulamalar1 ile toplum hayatina entegre olmasinin
saglanmasina katkida bulunmaktir. Projenin alt bilesenlerinden biri “Mevzuat ve Farkindaliktir.” Bu kapsamda
mevzuat ile ilgili toplantilar yapilip “Engelsiz Okullar” modeli pilot okullara (10 pilot il) tanitilmistir. Ikinci
bilesen olan “Engelsiz Okullar” ile ilgili bes yiiz okul idarecisi ve bin 6gretmen ile destek personellerine egitim
verilmistir. Ugiincii bilesen “Yeni Psikolojik Olgme Araglarmin Uyarlanmasi” ve son bilesen ise “Engelli
Bireylerin Mesleki Egitimi” olarak ele alinmistir. Proje ile “Mesleki Egitimde Biitiinlestirme Uygulamalar1”
kilavuz kitab1 olusturularak Tiirkiye’de dagitilmasi saglanmistir (ORGM, 2023). Bu projelere ek olarak MEB
tarafindan yiiriitiilen bir baska proje ise 2017-2018 yillarinda yiiriitiilen “Engelli Bireylerin istihdaminda
Ogretmen Yeterliklerinin Gelistirilmesi Projesidir.” Zihinsel yetersizligi olan bireylerin egitim 6gretiminin
niteliginin artirilmas1 ve bu bireylerin istihdamimin saglanmasina yonelik calismalar yiiriitiilmiistiir (ORGM,
2023). Yukarida sozii edilen projelerin disinda 6gretmenlerin kaynastirmaya yonelik 6z yeterliklerini arttirmak
amactyla pek cok proje, dokiiman veya egitim yiiriitiilmektedir. Egitimler veya projeler ile 6gretmenlerin bu
konudaki 6z yeterliklerini arttirmak amaglanmaktadir. (Fazli, 2022; MEB, 2023; Tohum Otizm Vakfi, 2023).
Tim bu bilgilerin 15181nda 6gretmenlerin kaynastirmaya yonelik 6z yeterliklerinin arttirilmasinin son derece
onemli oldugu bu konuda yapilacak daha fazla arastiramaya ihtiya¢ oldugu onemli goriilmiistiir. Tiim bu
nedenler diigiiniilerek bu ¢alismada okul o©ncesi donem Ogretmenlerinin kaynastirmaya yonelik 6z
yeterliklerinin ¢esitli degiskenler agisindan belirlenmesi hedeflenmistir. Bu dogrultuda asagidaki sorularin
cevaplar1 aranmigtir:

1.0kul 6ncesi 6gretmenlerinin 6zel gereksinimi olan ¢ocugun kaynastirilmasina yonelik 6z yeterlikleri
hangi diizeydedir?

2.0kul oncesi 6gretmenlerinin 6grenim durumuna, sinifinda 6zel gereksinimli ¢ocuk olma durumuna,
0zel egitim sertifikasina sahip olma durumuna gore, kaynastirma konusunda yapilacak bir egitime katilmak
isteme durumuna gore, kaynastirma konusunda yapilacak bir odak grup goriismesine katilmak isteme
durumuna gore kaynastirmaya yonelik 6z yeterliklerinde anlamli diizeyde farklilasma var mi1?

YONTEM
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Bu arastirma okul 6ncesi 6gretmenlerinin kaynastirmaya karsi 6z yeterliklerinin belirlenmesine yonelik
nicel arastirma yontemlerinden tarama modeli ile desenlenmis betimsel bir ¢alismadir. Tarama modeli
aragtirmacinin bir olay ya da konuyu kisilerin diisiince, duygu, bilgi, deneyim, kabiliyet ve tutum gibi
kavramlar agisindan inceledigi bir aragtirma modelidir (Biiyiikoztiirk vd., 2013; Chalim, 2022).

Calisma Grubu / Evren- Orneklem

Arastirmanin 6rneklemi 2021-2022 yili bahar donemin Ankara ilinde MEB’e bagli resmi ve
0zel anaokullarinda veya anasiniflarinda ¢alisan 217 okul Oncesi Ogretmeni olusturmaktadir.
Calismada aragtirmacinin daha kolay ulasabilecegi 6rneklemi tercih ettigi uygun veya elverislilik
(convenience) 6rnekleme yontemi kullanilmistir. Bu yontem tamamina ulagilamayan evren i¢inden
tarafsiz olarak belirlenmis evreni temsil eden 6rneklemin belirlenmesi seklinde 6rneklem se¢imidir.
Arastirmacinin  0rnekleme daha hizli ve kolay erigsmesini sagladigindan tercih edilmektedir
(Biytikoztiirk 2005; Kilig, 2013; Yildirim ve Simsek, 2006).

Bu arastirmada veri toplamadan 6nce Bagpinar ve Sonmez (2021) tarafindan yapilmis benzer
calisma referans alimarak G*Power 3.1.9.7 programiyla 6rneklem biiylikliigii belirlenmistir.
Programda ilgili arastirmanin etki biiylikligiine gore %95 giiven diizeyi ve a=0.05 olarak kabul
edilerek hesaplama yapilmistir. Bu dogrultuda 175 kisi 6nerilmistir. %20°lik randomize hata ihtimali
g6z oniinde bulunduruldugu i¢in 6rneklem 217 seklinde belirlenmistir. Sonug olarak arastirmaya 217
kisi dahil edilmistir. Yukaridaki bilgiye gore bu drneklem sayist bu c¢alisma i¢in kabul edilebilir
diizeydedir.

Tablo 1

Okul oncesi ogretmenlerinin demografik ozelliklerine iliskin yiizdelik degerleri

n % Toplam
Cinsiyet Kadin 207 95.4 217
Erkek 10 4.6
Kurumdaki pozisyon Y onetici 22 10.1 217
Ogretmen 195 89.9
Calistigt kurum Resmi anaokulu 144 66.4 217
Ozel anaokulu 73 33.6
Medeni durum Evli 158 72.8 217
Bekar 59 27.2
Ogrenim durumu On lisans 41 18.9 217
Lisans 158 72.8
Lisanstistii 18 83
Sinifinda 6zel gereksinimli 6grenci olma durumuVar 59 27.2 217
Yok 155 71.4
Kayip veri 3 1.4
Ozel egitim sertifikasi Var 38 17.5 217
Yok 177 81.6
Kayip veri 2 0.9
Max (Min) X (ss) Toplam
Yas 61(20) 30.12 ((712) 217
Mesleki kidem yili 45 (1) 5.63 (4.73) 217

Caligmada yer alan katilimcilara ait demografik ozellikler Tablo 1’de goriilmektedir. Buna gore
katilimcilarm, cinsiyet dagilimma bakildiginda kadin katilimcilarin erkeklere oranla daha fazla katihim
gosterdigi ve ¢alisma grubunun %95.4’1 olusturdugu, erkeklerin ise %4.6’sin1 olusturdugu goriilmektedir.
Katilimcilarin %89.9 unun 6gretmen olarak kurumda gorev yaptigi ve %10.1°1 okul idaresinde yonetici olarak
gorev yaptigi goriilmiistiir. Katilimeilarin ¢ogunlugunun %66.4 oraninda resmi anaokulu ve %33.6’siin 6zel
anaokulunda gorev yaptig1 tespit edilmistir. Medeni durum bakimindan katilimcilari %72.8’1 evli ve %27.2’si
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bekar oldugu goriilmiistiir. Ogrenim durumu bakimindan degerlendirildiginde %18.9’u 6n lisans, %72.8’i
lisans ve %8.31i lisansiistii egitim aldig1 goriilmektedir. Katilimcilari ¢ogunun simiflarinda 6zel gereksinimli
birey olmadig1 goriilmiistiir. Siniflarinda 6zel gereksinimli birey olanlarin %27.2 oldugu smifinda ozel
gereksinimli birey olmayanlarin ise %71.4’linili olusturdugu goriilmiistiir. Katilimeilarin %17.5’inin sertifikasi
bulundugu %81,6’smin sertifikasinin bulunmadig: tespit edilmistir. Ayrica katilimcilar arasinda en biiylik
yasin 61 oldugu ve en kiigiik yasin 20 oldugu goriilmiistiir. Katilimci yaslari ortalamasinin (x=30.12;ss=712)
oldugu belirlenmistir. Mesleki kideme bakildiginda ise en yiliksek kidemim 45 y1l oldugu, en diisiik kidemin
ise 1 y1l oldugu tespit edilmistir. Kidem yili ortalamasi ise (x=5.63; ss=4.73) oldugu goriilmektedir.

Veri Toplama Araclan

Bu ¢aligmada “Demografik Bilgi Formu” ve “Ozel Gereksinimli Cocuklarin Kaynastirilmasina

~ 99

Yonelik Ogretmen Yeterligi Olgegi” kullanlmistir.

Demografik Bilgi Formu: Aragtirmacinin hazirladigi“Demografik Bilgi Formu” ¢aligmaya katilan
ogretmenlerin cinsiyeti, kurumdaki pozisyonu, ¢alistigi kurumun tiirii, medeni durum, 6grenim durumu, okul
Oncesi 6gretmenlerinin sinifinda 6zel gereksinimli ¢ocuk olma durumu, 6zel egitim sertifikasina sahip olma
durumu, kaynastirma konusunda yapilacak bir egitime katilmak isteme durumu, kaynastirma konusunda
yapilacak bir odak grup goriismesine katilmak isteme durumu, okul dncesi 6gretmenlerinin 6grenim durumu
ile ilgili sorular yer almaktadir.

Ozel Gereksinimli Cocuklarin Kaynastirlmasina Yénelik Ogretmen Yeterligi Olgegi (OGCKOY):
Esposito ve digerleri (2008) ‘in gelistirdigi“OGCKOY oblcegi dzel egitimle ilgili bilgi, dzel gereksinimli
cocuklarla ilgili bilgi, kaynastirma ortaminda 6zel gereksinimli cocuklarla 6gretim yapabilme yeterligi ve 6zel
gereksinimli ¢ocuklarin gereksinimlerini karsilamak i¢in etkili 6gretim yontemlerini kullanma ve uyarlama
yapma yeterliklerine” yonelik hazirlanan 22 sorudan (4 alt boyut) olusan bir dlgektir. Tiirk¢e uyarlamasi
Sonmez ve Bigak (2017) tarafindan yapilirken orijinali 22 madde olan 6lgek kiiltiirel farklilik sebebiyle 19
madde olarak revize edilmistir. Olgek 5°li likert olarak (Tamamen giiveniyorum 5- Giivenim Yok 1) araliginda
puanlanmustir. Olgekten minimum 19 ve maksimum 95 puan alinabilmektedir. Olgegin her bir alt boyutundan
ve genelinden alan puanlar yeterlik diizeyi hakkinda bilgi verir niteliktedir. Kisinin 6l¢ekten aldigi puan
arttikca yeterlik diizeyi de artmaktadir. Dolayistyla kisinin gelistirmesi gereken alan diisiik puan aldig1 boyutla
ilgilidir. Sonmez ve Bigak (2017) tarafindan yapilan analizler sonucunda 6lgegin alt boyutlaria yonelik i¢
tutarlilik katsayilari; bilgi boyutu (¢4=0.96), yasa boyutu (0=0.85), kendine giiven boyutu (0=0.94), alg1 boyutu
(0=.95) ve 0Olgegin genel i¢ tutarlik puani (0=0.96) olarak tespit edilmistir. Arastirmaci tarafindan yapilan
analizler sonucunda ise Ol¢egin alt boyutlarina yonelik i¢ tutarhilik katsayilari; bilgi boyutu (0=0.97), yasa
boyutu (¢=0.88), kendine giiven boyutu, (a=0.95), algi boyutu (0=0.95) ve dlgcegin genel i¢ tutarlik puan
(0=0.97) olarak hesaplanmistir. Olgme aracinin bu norm igin oldukga yiiksek diizeyde giivenirlige sahip oldugu
sOylenebilir.

Veri Toplama Siireci

Aragtirma 6ncesinde ilk olarak “Ozel Gereksinimli Cocuklar Kaynastiriimasina Yénelik Ogretmen
Yeterligi Olgeginin (OGCKOY)” Tiirkge uyarlamasini yapan Sénmez ve Bigak’tan (2017) dlcegi kullanmak
icin onay alinmistir. Devaminda ¢alismanin etik kurul onay1 ve gerekli resmi uygulama izinleri alinmistir.
Gerekli tiim izinler alindiktan sonra ¢alismada kullanilacak olan “Demografik Bilgi Formu” OGCKOY 6&lgegi
ve “Gondilliliik Onam Formu” Google Forms’a aktarilarak veri toplama siireci baslamistir. Okul 6ncesi egitimi
alaninda lisansiistii (yiliksek lisans) seviyesinde 6grenim gormekte olan iki egitimci tarafindan 2021-2022
egitim 6gretim yil ikinci donemi Ankara il sinirlar igerisinde okul 6ncesi dgretmeni olarak galisan dgretmen
gruplarina gonderilmistir. Bu yoOnlendireme neticesinde uygun Ornekleme yontemi ile belirlenen 219
dgretmene ulasilmistir. Ogretmenlerden goniilliiliik katilim onam formunu doldurmayan 2 6gretmen arastirma
datalarindan ¢ikartilmistir. Calismada katilimeilarin yaklasik 10 dakika siiren formlar1 ve 6lgegi doldurmalari
istenmigtir. 219 katilimcinin 2 tanesi g¢alismaya katilmak istemediklerinden goniilliilik onam formunu
doldurmamustir. Bu sebeple ¢alisma 217 6gretmenin katilimiyla ger¢eklesmistir.
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Yapilan bu ¢alismada arastirma etigi ilkeleri gézetilmis olup gerekli etik kurul izinleri alinmustir. Etik
kurul izni kapsaminda Trakya Universitesi Sosyal ve Beseri Bilimler Arastirmalar1 Etik Kurulu'nun
21.06.2023 tarihli toplantisinda alman 06/21 numarali karar1 472306 sayil1 belge alinmstir.

Verilerin Analizi

Aragtirmanin veri analizi SPSS-26 istatistik programi kullanilarak yapilmistir. OGCKOY &lgme
aracinin alt boyutlar1 agisindan toplam puanlarinda dagilim normalitesinin degerlendirilmesi amaciyla
carpiklik ve basiklik degerlerine gore normal aralik olarak kabul edilen +1.96 araliginda olmadig: igin
caligmada nonparametrik analizler tercih edilmistir (Hairvd., 2010; Pizarrovd., 2002). Calismada yer alan
degiskenler ile OGCKOY &lgegi toplam puanlari arasinda anlamli bir diizeyde farklilik bulunup
bulunmadigina bakilmustir. Ikili degiskenler icin Mann-Whitney U, ii¢ ver ii¢ten fazla degisken icin Kruskal
Wallis Testi kullanilarak analizler yapilmistir. Analmli farklilikta etki biiytikliigii hesaplanmig; Mann-Whitney
U i¢in Cohen d degeri, Kruskal Wallis Testi i¢in de Eta Kare (n2) dikkate alinarak raporlanmistir. Alanyazinda
Cohen d’in .2’den biiylik olmasi etki biiylikliigiin “kiiclik” .5’den biiyiik olmasi etki biiyiikliigiiniin “orta” ve
.8’den biiyiik olmas1 etki biiyiikliigliniin “biiylik” olarak yorumlanmistir. Ayrica Eta Kare’nin (n2) .01°den
biiylik olmasi etki biiytikliigiin “kii¢lik” .06’den biiyiik olmasi etki biiyiikliigliniin “orta” ve .14’den biiyiik
olmasi etki biiyiikliigiiniin “biiyiik” olarak yorumlanmistir (Borenstein, 2009; Cumming, 2012; Kili¢, 2014;
Lenhard ve Lenhard, 2016). Istatistiksel analizlerin tiimiiniin anlamlilik diizeyleri p<0.01 ve p<0.05’e gore
degerlendirilmistir.

BULGULAR

Caligmanin bu bdliimiinde g¢aligma verilerinden elde edilen bulgular goriilmektedir. Okul Oncesi
Ogretmenlerinin kaynastirmaya yonelik 6z yeterlik algilarmin hangi alt boyutta daha yiiksek oldugu ve 6z
yeterliklerin hangi diizeyde oldugu belirlenmistir. Bununla beraber okul 6ncesi 6gretmenlerin kaynastirmaya
yonelik 6z yeterliklerinin mevcut smifinda 6zel gereksinimli ¢ocuk bulunup bulunmamasima, 6zel egitim
sertifikas1 olma durumuna, kaynastirma konusunda yapilacak bir egitime katilmak isteme durumuna,
kaynastirma konusunda yapilacak bir odak grup goriismesine katilmak isteme durumuna ve 6grenim durumuna
gore anlamh farklilik olup olmadig1 sinanmigtir.

Tablo 2

Okul oncesi égretmenlerin OGCKQOY madde frekans ortalama ve standart sapma puanlar

n_ Min Max x* ss
Ozel egitimle ilgili Erken ¢ocukluk dénemi 6zel egitimi ile ilgili yasa ve 217 1 5 323 1.191
yasa ve siireglere  yonetmelikleri anlamada kendime giiveniyorum
yonelik bilgi Ogrencilerin erken ¢ocukluk dénemi 6zel egitim 217 1 5 321 1.055

hizmetlerine uygunlugunu belirleme siireci konusundaki

bilgime giliveniyorum

Bireysellestirilmis Egitim Plani’nda (BEP) yer alan 217 1 5 3.67 1.147

bilgileri anlayabilirim.

Aktif bir BEP ile 6grencilere hizmet etme konusundaki 217 1 5 3.57 1.116

roliimii biliyorum.

Alt dlgek toplam puam 217 1 5 342 971
Ozel gereksinimli ~ Yetersizligin cocugun sosyal iliskilerindeki roliinii nasil 217 1 5 398 1.112
cocuklara yonelik  etkiledigini biliyorum.

bilgi Yetersizligin cocugun dil gelisimini nasil etkiledigini 217 1 5 391 1.079
biliyorum.
Yetersizligin cocugun bilissel becerilerini nasil 217 1 5 3.92 1.090
etkiledigini biliyorum.
Yetersizligin ¢cocugun motor becerilerini nasil etkiledigini 217 1 5 393 1.126
biliyorum.
Yetersizligin ¢ocugun 6z-bakim becerilerini nasil 217 1 5 390 1.149
etkiledigini biliyorum.
Alt dlgek toplam puam 217 1 5 3.92  1.047
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Tablo 2 (Devam)

n Min Max X* Ss

Ozel gereksinimli ~ Ozel gereksinimli ¢ocuklar i¢in kullanilabilecek etkili 217 1 5 331 1.996
¢ocuklara 6gretim  Ggretim yontemlerini biliyorum.

sunma konusunda  Ozel gereksinimli ¢ocuklarin aileleri ile ¢aligirken 217 1 5 3.27 1.007
giiven kullanilabilecek etkili 6gretim yontemlerini biliyorum.
Ogretim etkinliklerini kaynastirma ortamindaki 6zel 217 1 5 343 1.100
gereksinimli ¢ocuklarin ihtiyaglarina gore uyarlayabilirim.
Ogrenme becerilerini daha kiigiik alt basamaklarina 217 1 5 336 1.093
ayirmay1 biliyorum.
Ozel gereksinimli gocuklar igin hangi 6grenme 217 1 5 324 1.076
becerilerinin uygun oldugunu biliyorum.
Kaynastirma ortami i¢in BEP hedef ve amaglarina 217 1 5 332 1.112
dayanan 6grenme becerileri gelistirebilirim.
Alt dlgek toplam puam 217 1 5 332 952
Etkili 6gretim Kaynastirma ortamlarindaki 6zel gereksinimli ¢ocuklarin = 217 1 5 3.37 1.099
yontemlerini gereksinimlerini karsilamak i¢in uygun sinif ortami
kullanma ve uyarlamalarini yapabilirim.
uyarlama yapma Kaynastirma ortamlarindaki 6zel gereksinimli ¢ocuklar 217 1 5 3.37 1.069
becerisine yonelik  i¢in uygun olan 6gretim programin secebilirim.
algi Kaynastirma ortamlarindaki 6zel gereksinimli ¢ocuklar 217 1 5 343 1.100

icin sinif 6devlerini uyarlayabilirim.

Ozel gereksinimli gocuklarin performansini dogru sekilde 217 1 5 335 1.113

yansitacak verileri toplayabilirim.

Alt dlgek toplam puam 217 1 5 3.38  1.027
OGCKOY Toplam 217 1 5 3.51  .907
**(lgme aracinin puanlamasi 1=Giivenim yok, 2=Cok az giiveniyorum, 3=Biraz giiveniyorum, 4=Giiveniyorum ve
5=Tamamen giiveniyorum seklindedir.

Tablo 2’ye gére OGCKOY o&lgeginde yer alan “Ogrencilerin erken cocukluk donemi ozel egitim
hizmetlerine uygunlugunu belirleme siireci konusundaki bilgime giiveniyorum”(Xx=3.21, ss=1.055)ve “Erken
cocukluk donemi oOzel egitimi ile ilgili yasa ve yOnetmelikleri anlamada kendime giiveniyorum”
(x=3.23,ss=1.191) maddelerinde &gretmenlerin O6zyeterlik algilarnin diisiik, “Yetersizligin ¢ocugun dil
gelisimini nasil etkiledigini biliyorum” (Xx=3.91, ss=1.079) ve “Yetersizligin ¢ocugun sosyal iligkilerini nasil
etkiledigini biliyorum” (X=3.98, ss=1.112) maddelerinde 6gretmenlerin 6zyeterlik algilarmin yiiksek oldugu
goriilmektedir. Aragtirmaya katilan 217 Ogretmenin Ozyeterlik algi test puanimin aritmetik ortalamasinin
(x=3.51; $s=.907) oldugu goriilmektedir. Okul 6ncesi 6gretmenlerin kaynastirmaya yonelik 6z yeterlikleri alt
boyutlart incelendiginde “6zel gereksinimli ¢ocuklara 6gretim sunma konusunda giiven” ve “etkili 6gretim
yontemlerini kullanma ve uyarlama yapma becerisine yonelik algi” boyutunda kaynastirmaya iligkin 6z
yeterlik algilarinin “6zel gereksinimli ¢ocuklara yonelik bilgi” boyutuna gore daha diisiik seviyede oldugu
tespit edilmistir. Ayrica “6zel egitimle ilgili yasa ve siireglere yonelik bilgi” alt boyutunun toplam puana en
yakin boyut oldugu ancak toplam puanin altina bir ortalamaya sahip oldugu goriilmektedir.

Tablo 3

Ogretmenlerin mevcut simifinda ézel gereksinimli cocuk olma durumuna gore OGCKOY puanlarina iliskin
Mann-Whitney U testi sonucu

Boyut n SO ST U p

Ozel egitimle ilgili yasa ve siireglere Evet 59 109.27 6447.00  4468.000 795

yonelik bilgi Hay1r 155 106.83 16558.00

Ozel gereksinimli gocuklara yonelik bilgi ~ Evet 59 120.09 7085.50  3829.500 .061
Hay1r 155 102.71 15919.50

Ozel gereksinimli gocuklara dgretim sunma Evet 59 115.35 6805.50  4109.500 251

konusunda giiven Hayir 155 104.51 16199.50

Etkili 6gretim yontemlerini kullanma ve Evet 59 114.47 6754.00  4161.000 .306

uyarlama yapma becerisine yonelik algi Hayir 155 104.85 16251.00

OGCKOY Toplam Evet 59 116.03 6845.50  4069.500 214
Hay1r 155 104.25 16159.50

*p <0.05, **p<0.01 ST=Sira Toplami1 SO=Sira Ortalamasi,
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Tablo 3’e gore, okul 6ncesi 6gretmenlerinin kaynastirmaya yonelik 6zyeterlik algilarinda okul 6ncesi
ogretmenlerinin mevcut sinifinda 6zel gereksinimli birey olma durumuna gore dlgegin 6zel egitimle ilgili yasa
ve stireglere yonelik bilgi (U =4468.00, p >0.05), 6zel gereksinimli ¢ocuklara yonelik bilgi (U = 3829.50, p
>0.05), 6zel gereksinimli ¢ocuklara 6gretim sunma konusundaki giiven (U = 4109.50, p >0.05) ve etkili
Ogretim yontemlerini kullanma ve uyarlama yapma becerisine yonelik algi (U = 4161.00, p >0.05) alt
boyutlarinda ve dlgegin toplam puaninda (U= 4069.50, p >0.05) herhangi bir farklilik bulunmadig: tespit
edilmistir.

Tablo 4

Ogretmenlerin 6zel egitim sertifikasi olma durumuna gére OGCKOY puanlarina iliskin Mann-Whitney
U testi sonucu

Boyut n SO ST U p d
Ozel egitimle ilgili yasa ve siireglere Evet 38 129.68 4928.00 2539.000 .017* .33
yonelik bilgi Hayir 177 103.34 18292.00

Ozel gereksinimli gocuklara yonelik bilgi ~ Evet 38 120.42 4576.00 2891.000 .165 -
Hayrr 177 105.33 18644.00

Ozel gereksinimli gocuklara dgretim sunma Evet 38 130.99 4977.50  2489.500 .012* .35

konusunda giiven Hayrr 177 103.06 18242.50

Etkili 6gretim yontemlerini kullanma ve Evet 38 133.54 5074.50 2392.500 .005** .39

uyarlama yapma becerisine yonelik alg1 Hayir 177 102.52 18145.50

OGCKOY Toplam Evet 38 129.82 4933.00 2534.000 .017* .33
Hayr 177 103.32 18287.00

*p<0.05, **p<0.01 SO=Sira Ortalamasi, ST=Sira Toplam1

Tablo 4’e gore, okul dncesi 6gretmenlerinin kaynastirmaya yonelik 6zyeterlik algilarinda okul 6ncesi
ogretmenlerinin 6zel egitim sertifikas1 olma durumuna goére kaynastirmaya yonelik 6zyeterlik algilarinda 6zel
gereksinimli ¢ocuklara yonelik bilgi (U=2891.000; p>0.05)alt boyutunda anlaml farklilik olmadig1 ancak yasa
ve siireglere yonelik bilgi (U=2539.000; d=.33; p<0.01),6zel gereksinimli c¢ocuklara Ogretim sunma
konusundaki giiven (U=2489.500; d=.35; p<0.01) ve etkili 6gretim yontemlerini kullanma ve uyarlama yapma
becerisine yonelik algi (U=2392.500;d=.39; p<0.01) alt boyutlarinda ve 0lgegin toplam puaninda
(U=2534.000, d=.33; p<0.01) anlaml1 farklilik oldugu saptanmuistir.

Tablo 5

Ogretmenlerin kaynastirma konusunda yapilacak bir egitime katilmak isteme durumuna gére OGCKOY
puanlarina iliskinMann-Whitney U Testi sonucu

Boyut n SO ST U p d
Ozel egitimle ilgili yasa ve siireclere Evet 139 105.14 14614.50  4884.500 225

yonelik bilgi
Hayir 78 115.88 9038.50
Ozel gereksinimli cocuklara yonelik Evet 139 109.89 15275.00  5297.000 175

bilgi
Hayir 78 107.41 8378.00
Ozel gereksinimli cocuklara dgretim Evet 139 101.77 14146.00 4416.000  .023* 31

sunma konusunda giiven Hayr 78  121.88  9507.00
Etkili 6gretim yontemlerini kullanma ve Evet 139 104.29 14496.00  4766.000 138
uyarlama yapma becerisine yonelik algi

Hay1r 78 117.40 9157.00

OGCKOY Toplam Evet 139 104.36 14506.00 4776.000  .146
Hayir 78 117.27 9147.00

*p<0.05, **p<0.01 SO=Sira Ortalamasi, ST=Sira Toplami

Tablo 5’e gore, okul dncesi 6gretmenlerinin kaynastirma konusunda yapilacak bir egitime katilmak
isteme durumuna gore olgegin 6zel egitimle ilgili yasa ve siireglere yonelik bilgi (U=4884.500, p>0.05),6zel
gereksinimli cocuklara yonelik bilgi (U=5297.000;p>0.05), etkili 6gretim yontemlerini kullanma ve uyarlama
yapma becerisine yonelik algi (U=4766.000; p>0.05) alt boyutlarinda ve O0l¢egin toplam puaninda
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(U=4776.000;p>0.05) anlaml1 farklilk olmadig1 ancakoézel gereksinimli ¢ocuklara Ogretim sunma
konusundaki giiven (U=4416.000, d=.31; p<0.05) alt boyutunda anlamli farklilik oldugu tespit edilmistir.

Tablo 6

Ogretizienlerl:_n kaynastirma konusunda yapilacak bir odak grup gériismesine katilmak isteme durumuna
gore OGCKOY puanlarina iliskinMann-Whitney U Testi sonucu

Boyut n SO ST U p

Ozel egitimle ilgili yasa ve siireglere Evet 101 105.35 10640.50 5489.500 422

yonelik bilgi Hayir 116 112.18 13012.50

Ozel gereksinimli gocuklara yonelik bilgi  Evet 101 113.71 11485.00 5382.000 292
Hayir 116 104.90 12168.00

Ozel gereksinimli gocuklara dgretim sunma Evet 101 104.74 10579.00 5428.000 350

konusunda giiven Hay1r 116 112.71 13074.00

Etkili 6gretim yontemlerini kullanma ve ~ Evet 101 105.76 10682.00 5531.000 476

uyarlama yapma becerisine yonelik alg1 Hayir 116 111.82 12971.00

OGCKOY Toplam Evet 101 106.85 10792.00  5641.000 .638
Hayir 116 110.87 12861.00

*p<0.05, **p<0.01SO=S1ra Ortalamasi, ST=Sira Toplami1

Tablo 6’ya gore okul oOncesi Ogretmenlerinin kaynastirma konusunda yapilacak bir odak grup
goriismesine katilmak isteme durumuna gore Olgegin 6zel egitimle ilgili yasa ve siireclere yonelik bilgi
(U=5489.50, p>.05), ozel gereksinimli ¢ocuklara yonelik bilgi (U=5382.00; p>.05), 6zel gereksinimli
cocuklara 6gretim sunma konusundaki giiven (U=5428.00, p>.05) ve etkili 6gretim yontemlerini kullanma ve
uyarlama yapma becerisine yonelik algi (U=5531.00, p>.05) alt boyutlarinda ve dlgegin toplam puaninda
(U=5641.00, p>.05) herhangi bir farklilik bulunmadig: tespit edilmistir.

Tablo 7
Ogretmenlerin égrenim durumuna gére OGCKOY puanlarina iliskin Kruskal Wallis Analizi Sonucu
Boyut n SO sd X2 p n2  Farkin
kaynagi
Ozel egitimle ilgili yasa ve On lisans 13 121.81 2 9.763 .008** .036 2>1
stireclere yonelik bilgi Lisans 174 111.48 3>1
Yiiksek lisans/doktora 43 129.86
Ozel gereksinimli cocuklara ~ On lisans 41 81.78 2 13.387 .001%* .053 2>1
yonelik bilgi Lisans 158  114.66 3>1
Yiiksek lisans/doktora 18 121.28
Ozel gereksinimli cocuklara ~ On lisans 41 77.52 2 10.713 .005*%* .041 2>1
Ogretim sunma konusunda Lisans 158  115.81 3>1
giiven Yiiksek lisans/doktora 18 120.94
Etkili 6gretim yontemlerini On lisans 41 79.27 2 12.021 .002** .047 2>1
kullanma ve uyarlama yapma Lisans 158  114.75 3>1
becerisine yonelik algi Yiiksek lisans/doktora 18 126.25
OGCKOY Toplam On lisans 41 76.41 2 13.724 .001** .055 2>1
Lisans 158  116.09 3>1

Yiiksek lisans/doktora 18 121.00
*p<0.05, **p<0.01; N=217 SO=S1ra Ortalamas1; 1=On lisans, 2=Lisans, 3=Yiiksek lisans / doktora

Tablo 7’ye gore okul dncesi dgretmenlerinin dgrenim durumlarna gore dlgegin Ozel Egitimle Ilgili
Yasa ve Siireclere Yonelik Bilgi (x*2217=9.763; 1°=.036; p<0.01), Ozel Gereksinimli Cocuklara Y6nelik Bilgi
(Pe27=13.387; 1’=.053; p<0.01), Gereksinimli Cocuklara Ogretim Sunma Konusundaki Giiven (x*.
217=10.713; 1*=.041 p<0.01), Etkili Ogretim Yéntemlerini Kullanma ve Uyarlama Yapma Becerisine Yo6nelik
Alg1 (P2217=12.021; 1’=.047 p<0.01) alt boyutlarinda ve toplam puanlar1 (x*z217=13.724; 1°=.055; p<0.01)
arasinda anlaml farklilik oldugu tespit edilmistir.

Tablo 7°de yer alan degiskenlere yonelik farkin kaynag: incelendiginde: Ozel egitimle ilgili yasa ve
stireclere yonelik bilgi alt boyutunun O6grenim durumuna gore farkin kaynagi lisans mezunlarinin
(Misansy=111.48) 6n lisans mezunlarima (Mniisansy=121.81) gore ve yiiksek lisans ve doktora mezunlarinin
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(M{yiikscklisans ve doktoray—129.86) 0n lisans mezunlarina (Mgn isansy=121.81) gore 6zyeterlik algisinin daha yiiksek
oldugu tespit edilmistir.

Tablo 7’ye gore okul dncesi 6gretmenlerinin Ozel gereksinimli gocuklara yonelik bilgi alt boyutunun
Ogrenim durumuna gore farkin kaynaginin belirlenmesi i¢in yapilan test sonucuna gore lisans mezunlarinin
(Misansy=114.66) 6n lisans mezunlarina (Men 1isansy=81.78) gore ve yiiksek lisans ve doktora mezunlarinin
(Myiiksek lisans ve doktoray=121.28) 0n lisans mezunlarina (Mn lisansy=81.78) gore 6zyeterlik algisinin daha yiiksek
oldugu saptanmuistir.

Tablo 7°de yer alan degiskenlere yonelik farkin kaynagi incelendiginde: Ozel gereksinimli gocuklara
Ogretim sunma konusunda giiven alt boyutunun 6grenim durumuna gore farkin kaynagi lisans mezunlarinin
(Misansy=115.81) 6n lisans mezunlarina (Men 1isansy=77.52) gore ve yiiksek lisans ve doktora mezunlarinin
(Myiiksek lisans ve doktoray=129.86) 0n lisans mezunlarina (Mn lisansy=77.52) gore 6zyeterlik algisinin daha yiiksek
oldugu tespit edilmistir.

Tablo 9’a gdre okul dncesi dgretmenlerinin Ozel gereksinimli ¢ocuklara ydnelik bilgi alt boyutunun
Ogrenim durumuna gore farkin kaynaginin belirlenmesi i¢in yapilan test sonucuna gore lisans mezunlarinin
(Miisansy=116.09) 6n lisans mezunlarina (Mn 1isansy=76.41) gore ve yiiksek lisans ve doktora mezunlarinin
(Myiiksek tisans ve doktoray=121.00) 0n lisans mezunlarma(Mn 1isansy=76.41) goredzyeterlik algisinin daha ytiksek
oldugu saptanmistir

TARTISMA VE SONUC

Okul o6ncesi Ogretmenlerinin kaynastirmaya iliskin 6z yeterliklerinin degerlendirilmesine yonelik
yapilan ¢aligmanin bu bélimiinde sonuglar tartisilmis ve oneriler sunulmustur.

Caligmanin bulgularina gore 6zel gereksinimli ¢ocugun kaynastirilmasina iliskin ¢aligma grubunda yer
alan okul 6ncesi dgretmenlerinin 6z yeterlik algilar1 orta diizeyde bulunmustur. Bagpiar ve Sénmez (2021)
tarafindan okul Oncesi egitimi bolimii dgretmen adaylan ile kaynastirmaya iliskin 6z-yeterlik algilarmin
incelenmesine yonelik yapilan ¢alismada da benzer sonuca ulagilmigtir. Yaman (2019) calismasinda okul
Oncesi O0gretmenlerinin 6z yeterliklerini benzerlik gosterecek sekilde orta diizey olarak belirlemistir. Deniz
(2016), 6gretmen adaylan ile gerceklestirdigi ¢alismada ise 6gretmen adaylarinin kaynastirmaya iligkin 6z
yeterliklerini orta diizey olarak bulmustur. Toy ve Duru (2016) smif 6gretmenleri ile yaptiklar: ¢aligmada
kaynastirma egitimine yonelik 6z yeterlik diizeyini “yapabilirim” seklinde, Caligkan (2019) okul 6ncesi
ogretmenlerinin kaynastirma egitimi 6z yeterliklerinin “yapabilirim” seviyesinde oldugu sonucuna ulagmustir.
Yavuz (2017) smf ogretmenleri ile yaptigr caligmada ise bu calismadan farkli olarak 6gretmenlerin 6z
yeterliklerinin yiiksek oldugu sonucuna ulasmustir. Ozswkinti (2018) c¢alismasinda dgretmenlerin
kaynastirmaya yonelik 6z yeterlik algisim1 ortalamadan yiiksek olarak tespit etmistir. Ayrica okul dncesi
Ogretmenlerinin kaynastirmaya yonelik 6z yeterlik algisimin diisiik oldugu ve bilgi edinme gereksinimi
duydugu bulgularma literatiirde rastlanmistir (Batu vd., 2017; Dogaroglu ve Diimenci, 2015; Sucuoglu vd.,
2013). Sénmez vd., (2018) okul dncesi 6gretmenlerinin kaynastirma egitimi 6z yeterlik algilarini belirlemeye
yonelik yaptiklar ¢aligmanin nitel boyutunda 6gretmenlerin kendilerini yetersiz bulduklar sonucu elde
etmistir. Bununla birlikte calilmada 6gretmenlerin 6z yeterlik algilar 6l¢eginin alt boyutlarina dair sonuglarina
gore Ogretmenlerin “6zel gereksinimli ¢ocuklara yonelik bilgi” boyutunda kendilerini yeterli gérmelerine
ragmen “6zel gereksinimli cocuklara 6gretim sunma konusunda giiven”, “etkili 6gretim yontemlerini kullanma
ve uyarlama yapma becerisine yonelik alg1i” ve “O6zel egitimle ilgili yasa ve siireclere yonelik bilgi”
boyutlarinda kendilerini daha az yeterli gordiikleri tespit edilmistir. Arastirma sonuglar1 Bagpinar ve
Sonmez’in (2021) d6gretmen adaylari ile yaptig1 kaynastirmaya yonelik 6z yeterlik algilarini inceledigi ¢alisma
ile benzerlik gosterdigi goriilmektedir. Ogretmenlerin kaynastirmaya ydnelik bilgilerinin yeterli olmadigini ve
kaynastirma egitiminde Ogretim sunma, etkili 0gretim yontemlerini kullanma ve uyarlama yapma gibi
zorluklarla kargilastiklarini vurgulayan pek ¢ok ¢aligsmaya rastlanmaktadir (Gémleksiz ve Serhatlioglu, 2013;
Kiiciik Dogaroglu ve Bapoglu Diimenci, 2015; Leyser, Kapperman & Keller, 1994; Sucuoglu, 2006). Bu
durumun nedeninin gretmenlerin kendilerini bilgi bakimindan yeterli gormeleri eksikliklerini fark etmemeleri
oldugu disiiniilmektedir. Ayrica lisans diizeyinde kaynastirma dersi alan 6gretmen adaylarina sunulan icerigin
kalitesi, aktarilmasi veya lisans doneminde dgretmen adaylarinin kendi alanlarinda aldiklar1 ders kazanimlarini
Ozel gereksinimli bireylere yonelik nasil uyarlayabilecekleri, yontem ve stratejilere nasil karar
verebileceklerine iligkin yeterli sekilde donatilmamalari da etki edebilir. Verilen egitimler de bilgi diizeyinde
kaliyor olabilir. Nitekim Ergin (2022) yaptig1 ¢alismada siif 6gretmenlerinin kaynastirmaya yonelik mesleki
yeterlik algilar1 orta seviye olarak belirlenmistir. Ogretmenlerin yeterli gordiikleri fakat uygulamalarda
istedikleri diizeye ulasamadiklarini belirtmistir. Nitekim 6gretmenlerin bilgilerini eksik gérmemelerinin,
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kaynastirma konusunda egitim alma ve odak grup goriismesine katilmay1 istememelerine yol agabilecegi
diisiiniilerek bu durumu agikladigi diistiniilmektedir.

Aragtirma bulgularindan elde edilen diger bir sonug incelendiginde; okul 6ncesi 6gretmenlerinin mevcut
smiflarinda 6zel gereksinimli birey olup olmamasina gore kaynastirmaya yonelik 6z yeterlik algilarinda
anlamli bir farklihk bulunmadigi saptanmustir. Oz yeterlik algisini olumlu etkileyen en énemli faktoriin
yasantilar ile edinildigi ve bu tecriibelerin kisiye giiven vererek 6z yeterlik algilarina olumlu katkilar sagladig
(Bandura, 1995) goriisii diislintildiigiinde 6gretmenlerin mevcut siniflarinda 6zel gereksinimli bireylerin
olmas1 ve Ozel gereksinimli bireyler ile yasantilar elde etmelerinin onlarin kaynastirmaya yonelik 6z
yeterliklerini de artirabilecegi diisiiniilebilir. Ogretmenlerin kaynastirma egitimi ile ilgili deneyim
kazanmalariin bu konuda deneyimi olmayan ve sinifinda 6zel gereksinimli birey olmayan bir 6gretmene gore
farklilik yaratacag diistintilmiis olup arastirmada bu bulguya rastlanmamustir. Literatiirde bu bulgu ile drtiigen
(Loreman vd., 2013; van Steen & Wilson, 2020; Yada, Tolvanen & Savolainen, 2018) ve Ortiigmeyen
(Desombre, Lamotte & Jury, 2019; Kaner, 2010; Tsakiridou & Polyzopoulou, 2014) calismalara rastlamak
miimkiindiir. Nitekim Loreman vd., (2013) 6gretmen adaylar1 ile yaptig1 caligmada 6gretmenlik uygulamasi
esnasinda 6zel gereksinimli ¢ocuk ile deneyim kazanmis adaylarin kaynastirmaya yonelik 6z yeterliklerinin
daha yiiksek oldugu sonucuna ulagsmistir. Kaner (2010) 6gretmenlerin siniflarinda 6zel gereksinimli ¢ocuk
bulunmasinin 6z yeterliklerine dair inanglarini etkilemedigi sonucuna ulagsmis ve bu bulgu mevcut ¢alisma ile
paralellik gostermistir. Evyapan (2020) bu ¢alismadan farkli olarak smifinda 6zel gereksinimli ¢ocuk bulunup
bulunmamasina gore okul dncesi 6gretmenlerinin sinifinda 6zel gereksinimli bir ¢ocuk bulunanlarin sinifinda
0zel gereksinimli ¢ocuk bulunmayanlarla karsilastirildiginda kaynastirmaya yonelik 6z yeterlik algilarinin
daha yiiksek oldugu saptanmistir. Bagpinar, Sonmez (2021) ¢alismasini 6gretmen adaylari ile yapmis ve benzer
bir sonug olarak dgretmen adaylarinin kaynastirma egitimi 6z yeterliklerinin smifinda 6zel gereksinimli birey
olmas1 bakimindan 6l¢egin toplam puanina bakildiginda anlaml bir farklilik olusturmadig: tespit edilmistir.
Benzer sekilde Topguoglu vd., (2023) ¢calismasinda da okul 6ncesi 6gretmenlerinin sinifinda 6zel gereksinimli
cocuk olmasinin kaynastirmaya yonelik 6z yeterlikleri bakimimdan anlamli bir farklilik olusturmadigi
saptanmigtir.

Aragtirma bulgularindan elde edilen diger bir sonug¢ incelendiginde; okul oncesi Ogretmenlerinin
kaynastirmaya iligkin 6z yeterlik algilarinda 6zel egitim sertifikasi olma durumuna gore Slgegin toplam
puaninda anlamli farklilik oldugu tespit edilmistir. Bu durumun nedeninin &gretmenlerin kendilerini
kaynastirma egitimi konusunda yeterli gérmedikleri (Sharma & Jacobs, 2016; Sucuoglu vd., 2013; Varlier ve
Vuran, 2006) ve bu dogrultuda sertifika programi kapsaminda aldiklar egitimin onlarin kaynastirma egitimi
ile ilgili eksikliklerini tamamladig1 ve kendilerini daha yeterli gdrmelerini sagladig: diisiiniilebilir.

Aragtirma bulgularindan elde edilen diger bir sonu¢ incelendiginde; okul Oncesi Ogretmenlerin
kaynastirma konulu bir egitime veya odak grup goriismesine katilmak isteme durumuna gore 6zel gereksinimli
cocuklara yonelik bilgi, 6gretmenlerin 6zel egitimle ilgili yasa ve siireglere yonelik bilgi, etkili dgretim
yontemlerini kullanma ve uyarlama yapma becerisine yonelik algi, 6zel gereksinimli ¢ocuklara 6gretim sunma
konusundaki giiven ve 6l¢egin toplam puaninda 6zyeterlik algilarinda herhangi bir farklilik olmadig: tespit
edilmistir. Sonucun 6gretmenlerin katilmis oldugu egitimlerin teorik olmasinda, odak grup goriismelerini de
egitim veya seminer verilme olarak algilamis olmalarindan kaynaklandigi diistiniilmektedir. Yapilan
arastirmalarda benzer bir sonug elde edilmis, 6gretmenlerin odak grup goriismelerini teorik bilgi aktarimi
olarak gordiikleri seklinde yorumlanmistir (Burak, 2019; Burak ve Ahmetoglu, 2020; Sonmez, Alptekin ve
Bigak, 2019). Ilgili alan yazinda ¢alisma bulgusundan farkli olarak dgretmenlerin kaynastirmaya yonelik
yetersiz kaldiklar konularda egitim alma egiliminde olduklar1 goriilmektedir (Babaoglan ve Yilmaz, 2010;
Batu vd., 2017; Forlin vd., 2014; Majoko, 2018; Sucuoglu vd., 2013; Varlier ve Vuran, 2006). Nitekim
Korkmaz ve Unsal’in (2022) okul éncesi dgretmenlerinin kaynastirma egitimine yonelik odak grup galismasi
seklinde yaptig1 ¢aligmada 6gretmenlerin ¢ogu 6zel egitimle ilgili bilgi edinmede okul rehberlik servisi ile
iletisime gectigini ve eksikliklerini tamamlamada bireysel ¢abalariyla internet ve kitaplardan yararlandiklarini
belirtmiglerdir. Ogretmenlerin veli ile is birligi, farkli 6gretim yéntem ve tekniklerini uygulayabilme, etkili
simif yonetimi, bireysellestirilmis egitim planini uygun bir sekilde hazirlama ve uygulama gibi kaynastirma
egitimi i¢in 6nemli hususlarda kendilerini yeterli gormediklerini séylemek miimkiindiir (Forlin vd., 2014;
Gomleksiz ve Serhathioglu, 2013; Lifshitz, Glaubman & Issawi, 2004; Sucuoglu, 2006). Ogretmenlerin
kaynastirmaya dair bilgilerinin yeterli olmadigina, veli ile is birligi, farkli 6gretim yontem ve tekniklerini
uygulayabilme, etkili simif yonetimi, bireysellestirilmis egitim planimi uygun bir sekilde hazirlama ve
uygulama gibi kaynastirma egitimi i¢in Onemli hususlarda konu ile ilgili yapilacak egitime ihtiyag
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duyduklarina siif ortamindaki etkinlikleri uyarlamada giicliikler yasadiklarina vurgu yapan caligmalar da
mevcuttur (Akalin vd., 2014; Avramidis, Toulia, Tsihouridis & Strogilos, 2019; Dikici Sigirtmag vd., 2011).
Dogan (2014) ¢alismasinda okul dncesi egitimi 6gretmenlerinin katilabilecekleri egitim faaliyetlerinin neler
olabilecegi ile ilgili uyguladigi anketten elde edilen verilere gore katilimcilarin hemen hemen yaris1 hizmet ici
egitim ihtiyaglarini “Ozel Egitime Gereksinim Duyan Cocuklarin Ozellikleri”, “Erken Miidahale Programlari”,
“Okul Oncesi Dénemde Kaynastirma Egitimi” seklinde cevaplamislardir. Alanyazinda dgretmenlerin lisans
egitimi sirasinda aldiklar1 derslerin kaynastirma ile ilgili kendilerini yeterli gormelerini saglamamakla birlikte
hizmet i¢i egitimler ile daha yeterli hale gelme konusunda istekli olduklarin1 vurgulayan bir¢ok caligmaya
ulagilmistir (Akalin vd., 2014; Sucuoglu vd., 2013; Temel vd., 1999, Tufan ve Yildirim, 2013). Alanyazinda
ogretmenlerin kaynastirmaya dair bilgilerinin yeterli olmadigina, veli ile is birligi, farkli 6gretim yontem ve
tekniklerini uygulayabilme, etkili sinif yonetimi, bireysellestirilmis egitim planin1 uygun bir sekilde hazirlama
ve uygulama gibi kaynastirma egitimi i¢in onemli hususlarda konu ile ilgili yapilacak egitime ihtiyac
duyduklarina sinif ortamindaki etkinlikleri uyarlamada giicliikler yasadiklara vurgu yapan bir¢ok ¢alisma
mevcuttur (Akalin vd., 2014; Dikici Sigirtmag vd., 2011; Gomleksiz ve Serhatlioglu, 2013; Sucuoglu, 2006).
Giirsoy ve digerlerinin (2022) okul dncesi 0gretmen adaylariyla yaptigi calismada farkli gelisim gdsteren
bireylerle ¢alisan 6gretmen adaylariin almak istedikleri destek egitim hizmetlerine yonelik goriiglerine dair
bulgularda 6gretmen adaylarinin cevaplarinin ¢ogunlukla “rehber 6gretmen” seklinde oldugu goriilmistiir.
Bunu takip eden diger yamit ise “6zel egitim dgretmeni destegi” olmustur. Ogretmen adaylarinin kendilerini
yeterli gormedikleri konularda alan uzmanlarinin destegine ihtiyag duyduklar1 goriilmekte ancak
seminer/hizmet i¢i egitim destegi yanitinin ankette daha az oldugu goriilmektedir. Bu bulgu c¢alisma ile
benzerlik gostermektedir. Sanir (2009)’un ¢alismasinda sinif 6gretmenlerinin kaynastirma ile ilgili bilgilerini
yeterli gormedikleri, kaynastirma egitiminin onlar igin zor oldugunu diistindiikleri anlagilmigtir.
Kaynagtirmanin etkili olarak uygulanmasi i¢in 6gretmenlere hizmet i¢i egitimlerin verilmesinin faydali olacagi
bdylece dgretimlerin uyarlanmasi, sinif ortami diizenlemeleri ve uygun materyallerin kullanilmasi konusunda
ogretmenlerin desteklenmesi gerektigini vurgulanmistir (Akg¢in, 2017; Batu, 2008; Bilen, 2007; Evyapan,
2020; Unal ve iflazoglu Saban, 2014). Izci (2005) calismasinda okullarda kaynastirma egitimini bu konuda
hizmet i¢i egitim almis 6gretmenlerin verdigini belirtmistir.

Arastirma bulgularindan elde edilen diger bir sonug incelendiginde; 6zel gereksinimli ¢ocuklara yonelik
bilgi, okul dncesi 6gretmenlerinin 6grenim durumlarina gore 6zel egitimle ilgili yasa ve siireclere yonelik bilgi
gereksinimli cocuklara 6gretim sunma konusundaki giiven, etkili 6gretim yontemlerini kullanma ve uyarlama
yapma becerisine yonelik algi ve dzyeterlik toplam puanlar arasinda anlamh farklilik oldugu belirlenmistir.
Okul o6ncesi dgretmenlerinin 6zel gereksinimli ¢ocuklarin kaynastirilmasma yonelik yeterliginin 6grenim
durumuna gore lisans mezunlarinin 6n lisans mezunlarma gore; lisansiistii ve doktora mezunlarinin 6n lisans
mezunlarina gore 6z yeterlik algisinin daha yiiksek oldugu saptanmistir. Bu ¢alismadan elde edilen bulgulara
dayanarak 6gretmenlerin 6grenim durumlarinin kaynastirmaya yonelik 6z yeterliklerini artirdig1 soylenebilir.
Caligsmadan elde edilen ve alan yazini da destekleyen bulgulara gére alinan 6n lisans ve lisans egitimlerinde
kaynastirmaya yonelik 6z yeterlik bakimindan yetersiz kaldigi, lisans iistii egitimle ve 6gretmenlerin gérev
basindayken aldiklar1 egitimlerle onlar1 bu konuda gelistirmeye yonelik tedbirlerin alinmasi gerektigi
soylenmektedir (Alghazo & Gaad, 2004; Dogan ve Tatik, 2014; Leyser, Kapperman & Keller, 1994; Sazak
Pinar, 2014; Sucuoglu vd., 2013; Usun ve Comert, 2003). Bu baglamda 6gretmenlerin lisans egitimleri ve
lisansiistii egitimleri sirasinda ve sonrasinda caligma hayatlarinda aldiklar ekstra egitimlerin 6zel gereksinimli
cocuklar ile ¢aligmaya yonelik kendilerine olan inanglarini olumlu yonde etkilemektedir. Bununla birlikte
Temel (2000) 6gretmenlerin biiyiik bir boliimiiniin 6zel gereksinimli ¢ocuklarin okul 6ncesindeyken egitim
almalarmin gerekli oldugunu diisiindiikleri ve bu diisiincenin bilhassa 6zel egitim dersi almig 6gretmenlerde
var oldugu bulgusuna rastlamistir. Ayrica kaynastirmaya yonelik birgok konuyu ya da hedef davranislar
kapsayan hizmet i¢i egitimlerin 6gretmenlere bilgi saglama bakimindan, onlar gelistirme bakimindan faydal
oldugu bulgulartyla da benzerlik géstermektedir (Desombre, Lamotte & Jury, 2019; Sucuoglu, 2015). Evyapan
(2020), calismasinda okul 6ncesi 6gretmenlerinin 6grenim durumlarina gére kaynastirmaya yonelik 6z yeterlik
algilarinin lisans ve lisansiistii egitim seviyesinde olanlarin 6n lisans seviyesinde egitim almis olanlardan fazla
olarak saptanmistir. Ogretmenlerin egitim alipp almamasina gore kaynastirmaya yonelik egitim alanlarin
kaynastirmaya yonelik 6z yeterlik alg1 diizeylerinin egitim almayanlara gore yiiksek oldugu saptanmistir. Bu
nedenle O0gretmenlerin aldig1 egitimin onlarin kaynastirma konusundaki 6z yeterligini olumlu etkiledigi
diisiiniilmektedir.

Ogretmenlerin kendilerini kaynastirmaya yonelik nasil algiladiklari, kendilerine iyi bir kaynastirma
egitimi verebilme konusunda inanmalari, giivenleri ve olumlu bir bakis acis1 gelistirmeleri onemlidir. Nitekim
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Ogretmen 0z yeterliklerinin yiiksek olmasi kaynastirma egitiminin de basarili bir sekilde yiiriitiilmesini
saglamaktadir. Yapilan bir¢ok calismada 6gretmenlerin kaynastirmaya yonelik 6z yeterliklerinin diisiik veya
orta diizeyde oldugu (Alghazo & Gaad, 2004; Norwich, 1994; Sharma & Jacobs, 2016; Sucuoglu vd., 2013;
Akalin, vd., 2014) diisiiniildiigiinde derinlemesine nitel ¢aliyma yapilabilecegi sdylenebilir. Ogretmenlerin
kaynastirmaya yonelik 6z yeterliklerini artirmayr amaglayan hizmet ici egitimlerin sayist artirilabilir.
Ogretmenlere lisans egitimlerinde 6zel gereksinimli bireylerle ¢aligmay1 saglayacak staj uygulamalarmi
tecriibe etmelerine firsat verilebilir ve lisans egitimi sirasinda ve lisansiistii egitim sirasinda 6zel egitimle ilgili
aldiklar1 ders sayist artirilabilir. Ogretmenlere 6zel gereksinimli  bireylerin  bulundugu siniflarda
yapabilecekleri uygulamalar veya 6gretim yontem ve tekniklerini kullanmalarin1 aynm1 zamanda uyarlama
yapabilmelerini destekleyici ¢caligmalar yapilabilir.

Ogretmenlerin kendilerini kaynastirmaya yonelik nasil algiladiklari, kendilerine iyi bir kaynastirma
egitimi verebilme konusunda inanmalari, giivenleri ve olumlu bir bakis acis1 gelistirmeleri onemlidir. Nitekim
O0gretmen 0z yeterliklerinin yiiksek olmasi kaynastirma egitiminin de basarili bir sekilde yiiriitiilmesini
saglamaktadir. Yapilan birgok calismada 0gretmenlerin ve gelecegim Ogretmeni olan aday dgretmenlerin
kaynastirmaya yonelik 6z yeterliklerinin diisiik veya orta diizeyde oldugu (Baspinar ve Sénmez, 2021; Deniz,
2016; Toy ve Duru 2016) disiiniildiigiinde derinlemesine nitel c¢alisma yapilabilecegi soylenebilir.
Ogretmenlerin kaynastirmaya ydnelik 6z yeterliklerini artirmayr amaglayan hizmet ici egitimlerin sayisi
artirilabilir. Ogretmenlere lisans egitimlerinde o6zel gereksinimli bireylerle caligmay1 saglayacak staj
uygulamalarini tecriibe etmelerine firsat verilebilir ve lisans egitimi sirasinda ve lisansiistii egitim sirasinda
ozel egitimle ilgili aldiklar1 ders sayisi artirilabilir. Ogretmenlere 6zel gereksinimli bireylerin bulundugu
smiflarda yapabilecekleri uygulamalar veya 6gretim yontem ve tekniklerini kullanmalarin1 ayn1 zamanda
uyarlama yapabilmelerini destekleyici caligmalar yapilabilir.
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Abstract: The aim of this study is to determine the self-efficacy of preschool teachers towards
inclusion. The sample of the study consisted of 217 preschool teachers working in public and
private preschool education institutions affiliated to the Ministry of National Education in
Ankara in 2022. This research is a descriptive study designed with the survey model, one of the
quantitative research methods. As a result of the findings of the study, it was found that
preschool teachers' confidence in teaching children with special needs, their perception of
competence in using effective teaching methods and their ability to adapt were lower than their
knowledge about children with special needs. Another result obtained from the research
findings was that there was no significant difference in preschool teachers' self-efficacy
perceptions towards inclusion according to whether there were individuals with special needs
in their current classrooms. It was concluded that preschool teachers' self-efficacy perceptions
regarding the inclusion of children with special needs were at a moderate level. According to
another result obtained from the research findings, it was determined that there was a significant
difference between knowledge about children with special needs, knowledge about laws and
processes related to special education, confidence in teaching children with special needs,
perception of the ability to use and adapt effective teaching methods, and self-efficacy total
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INTRODUCTION

Special education is generally defined as all educational activities designed to meet the needs of
individuals with special needs and contribute to their development (Eripek, 2002). It is defined as education
that enables with special needs to develop their interests and talents in line with their needs, allows individuals
with special needs to use their potential to the fullest, is conducted within a specific plan, and enables
individuals to acquire skills tailored to their needs (Ataman, 2011; Gargiulo & Bouck, 2021). It is defined as
the education provided to individuals in need of special education in the best environment for them, under the
most appropriate conditions for their special needs, with the support of teachers and other employees trained
in this area and in line with a specific education program (Aker, 2014; Ataman, 2003). Contemporary teaching
approaches recognize that individuals learn in diverse ways. Indeed, education designed and planned to address
individual differences, individual learning pace, and specific needs is crucial for individuals with special needs,
allowing them to maximize their potential (Lipsky & Gartner, 1996). Therefore, providing individuals with
special needs with the most appropriate learning environment and an education that minimizes disabilities is
crucial (Ayvaz Oztiirk, 2020; Maciver et al., 2018). Individuals considered for special education are referred
to as “individuals with special educational needs” and have the right to receive education in different
educational settings in the areas they require (Ministry of National Education [MEB], 2018). The importance
of continuing education in learning environments that enable individuals who need special education to be
with their peers is emphasized in terms of their personal development, adaptation to social life, and acquisition
of desired skills (Bayar and Dogan, 2021; MEB, 2018). Inclusion/integration practices, which emphasize the
education of individuals with special educational needs alongside typically developing children, offer
opportunities for development in many areas, such as social skills, self-care skills, language, and
communication skills. Communicating with peers in general education settings benefits both individuals with
special educational needs and their peers. Individuals with special needs who are in the same environment as
typically developing peers learn faster by modeling them, adapt more effectively to the rules of social life, and
engage in social interaction. The societal benefits of inclusive education include fostering a better
understanding of individual differences and promoting the development of positive attitudes toward
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individuals with special needs (Heward, Alber, Morgan, & Konrad, 2013; Metin, 2018; Orake1 et al., 2016).
Continuing education in an environment where all members of society are valued plays a crucial role in every
child's life. Indeed, Article 10 of the 1982 Constitution of the Republic of Turkey enshrines the principle that
all children have the right to education. This principle can only be realized if children respect all individuals
who are different from themselves. In line with the general objectives and fundamental principles of the
Ministry of National Education (MEB), children must receive education that takes their individual differences
into account and enhances their interaction and communication with society, without separating them from
society and in accordance with their interests, desires, and abilities. To achieve this, integration and inclusive
education have been particularly emphasized in Turkey's mainstreaming education system in recent years
(Aksit, 2019; MEB, 2018).

Inclusive education is an educational model that allows children with special needs to continue their
education in the same educational environment as their peers and is included in the process (Sucuoglu, 2006).
Through inclusive education, children with special needs are expected to adapt to social life and maximize
their potential in terms of the skills they need to acquire. It is considered crucial for a child with special needs
to begin the inclusion process promptly for multifaceted development, including cognitive, social, and
emotional development. Preschool education, the first stage of inclusion, is considered the most critical period
of life (Bakkaloglu et al., 2018). The relevant literature emphasizes that children with special needs who
successfully navigate this period demonstrate significant positive development in terms of school and social
adaptation later in life (Balaban et al., 2009). Although the perception that inclusive education is only for
individuals with special needs is widespread, it is an undeniable fact that it benefits every typically developing
child in general education settings. Children with special needs in their classrooms undoubtedly develop better
empathy, unconditional acceptance, respect, and tolerance. In this context, the attitudes and behaviors of
preschool teachers are the most important element of this process (Kircaali-Iftar, 1998). Children who consider
older individuals as role models also see their teachers as role models in this regard. Because teachers' attitudes,
opinions, knowledge, interests, and skills regarding inclusion affect the quality of inclusion, their competencies
regarding inclusion are also crucial (Batu & Kircaali-Iftar, 2009; Deniz & Coban, 2019; Kargin, 2014).
However, when the relevant literature is examined, studies indicate that preschool teachers lack sufficient
knowledge about inclusion (Akalin, 2014; Bayar & Ustiin, 2017; Sucuoglu et al., 2014). The underlying
reasons for this situation include the limited availability of preschool Bachelor’s degree courses focused on
special education or inclusion, the fact that these courses are generally taught theoretically, teachers' reluctance
to participate in in-service training, the limited number of focus group interviews on this topic, schools'
negative attitudes toward accepting children with special needs, and teachers' attitudes and behaviors toward
children with special needs (Burak & Ahmetoglu, 2021). Similarly, insufficient knowledge about inclusive
education, negative experience, and social prejudice may be cited as some of the reasons for a teacher's low
self-efficacy towards inclusion (Akalin et al., 2014).

The teacher's belief in their ability to provide quality education is considered a crucial factor in the
success of inclusive education (Argon & Ertiirk, 2013). Self-efficacy, defined as an individual’s belief in their
ability to perform a behavior, influences their emotions and thoughts, shaping their approach to events,
situations, and challenges (Bandura, 1997). It is known that individuals with high self-efficacy are more
resilient and solution-oriented in the face of problems. Teachers, who play a crucial role in the educational
process, are expected to have high self-efficacy to be effective for their students. Studies have demonstrated
that teachers with high self-efficacy perform more positively than those with low self-efficacy (Demirel, 1993;
Kiremit, 2006; Ozbay & Kaldirim, 2015). It is known that a teacher's self-efficacy is reflected in both the
emotional and cognitive development of children (Cabuk and Alisinanoglu, 2017). The timing of early
intervention to minimize the gap between children with special needs and their typically developing peers is
as important as the teacher's self-efficacy in this area and the quality of the education provided (Burak et al.,
2021). Teachers play a crucial role in ensuring the quality of education. The performance of children with
special needs, who experience particular difficulties academically, whose cognitive development lags behind
their peers, and who may require significantly more emotional attention, is directly related to the teacher's
attitude and the education they receive (Ahmetoglu, Burak, & Acar, 2019).

For over twenty years, the Council of Higher Education has been offering courses on “special
education” in university teacher training departments. These courses aim to provide teachers with
comprehensive training and to enhance their knowledge, skills, and attitudes regarding inclusive education
(Cikili & Deniz, 2020). When the relevant literature is examined, studies indicate that preschool teachers' self-
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efficacy regarding inclusion is particularly low. Focusing on preschool teachers' self-efficacy regarding
inclusion is considered an important issue (Burak & Ahmetoglu, 2020; Kiiciikk-Dogaroglu & Bapoglu-
Diimenci, 2015; Metin, 2018). In this regard, in recent years, more training has been provided and
comprehensive projects have been developed to increase the self-efficacy of teachers working in institutions
affiliated with the Ministry of National Education regarding inclusion (MEB, 2023). To this end, the
Integrative Education Development Project (BEGEP), coordinated by the Ministry of National Education's
General Directorate of Special Education and Guidance Services (ORGM), has been launched. It aims to
contribute to innovative, sustainable, and integrative education by supporting the development of teachers,
school principals and vice principals, and individuals involved in inclusive/inclusion practices. BEGEP was
conducted between August 1, 2019, and July 31, 2022. The project's four intervention areas are "Institutional
capacity building, awareness raising, scientific and technical studies, coordination, and cooperation." Among
these intervention areas, institutional capacity building aims to create a quality education system that will
benefit individuals with special needs. Awareness-raising activities aim to raise awareness of target groups
within society. Collaboration was established with the Guidance Research Center (RAM) as part of scientific
and technical studies. Finally, in terms of coordination and collaboration, plans were made with civil society
organizations for inclusive education (ORGM, 2023).

The Strengthening Special Education Project, implemented by the Ministry of National Education with
financial support from the European Union, has been completed. The project aimed to raise awareness of
individuals with special needs and to contribute to their integration into society through inclusive education
practices. One of the project's sub-components is "Legislation and Awareness." As part of this project,
meetings were held regarding the legislation, and the "Barrier-Free Schools" model was introduced to pilot
schools (10 pilot provinces). Training was provided to 500 school administrators, 1,000 teachers, and support
staff on the second component, "Barrier-Free Schools." The third component was addressed as "Adaptation of
New Psychological Measurement Tools," and the final component was addressed as "Vocational Education of
Individuals with Disabilities." The project resulted in the creation of a guidebook titled "Integration Practices
in Vocational Education" and its distribution throughout Turkey (ORGM, 2023). In addition to these projects,
another project carried out by the Ministry of National Education was the "Development of Teacher
Competencies in the Employment of Individuals with Disabilities Project," which ran between 2017 and 2018.
Efforts were undertaken to improve the quality of education for individuals with intellectual disabilities and to
ensure the employment of these individuals (ORGM, 2023). In addition to the projects mentioned above,
numerous projects, documents, or training programs are being conducted to increase teachers' self-efficacy
regarding inclusion. These training programs or projects aim to increase teachers' self-efficacy in this area
(Fazli, 2022; MEB, 2023; Tohum Autism Foundation, 2023). In light of all this information, it is crucial to
increase teachers' self-efficacy regarding inclusion, and further research is needed on this topic. Considering
all these factors, this study aimed to determine preschool teachers' self-efficacy regarding inclusion across
various variables. To this end, the following questions were sought:

1. What is the level of preschool teachers' self-efficacy regarding the inclusion of children with special
needs?

2. Is there a significant difference in the self-efficacy of preschool teachers regarding inclusion based
on their educational background, the presence of children with special needs in their class, whether they hold
a special education certificate, their willingness to participate in training on inclusion, and their willingness to
participate in a focus group discussion on inclusion?

METHOD

Research Design

This research is a descriptive study designed using the survey model, a quantitative research method, to
determine preschool teachers' self-efficacy towards inclusion. The survey model is a research model in which
the researcher examines an event or topic in terms of concepts such as individuals' thoughts, feelings,
knowledge, experiences, abilities, and attitudes (Biiyiikoztiirk et al., 2013; Chalim, 2022).

Participants and Sampling
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The study sample consisted of 217 preschool teachers working in public and private kindergartens or
preschool classes affiliated with the Ministry of National Education in Ankara during the spring semester of
2021-2022. Convenience sampling, in which the researcher selects a sample that is easier to access, was used
in the study. This method involves selecting a sample that represents a population determined impartially from
a population that cannot be fully reached. It is preferred because it allows the researcher to access the sample
more quickly and easily (Biiyiikoztiirk, 2005; Kilig, 2013; Yildinm & Simsek, 2006).

Before data collection in this study, the sample size was determined using the G*Power 3.1.9.7 program,
based on a similar study by Bagpinar and Sénmez (2021). Calculations were made using a 95% confidence
level and a=0.05 based on the effect size of the relevant study. Therefore, 175 participants were recommended.
Considering the 20% probability of random error, the sample size was determined to be 217. Consequently,
217 participants were included in the study. Based on the information above, this sample size is acceptable for
this study.

Table 1

Demographic characteristics of preschool teachers

n % Total
Gender Female 207 95.4 217
Male 10 4.6
Position in the institution Administrator 22 10.1 217
Teacher 195 89.9
The institution Public kindergarten 144 66.4 217
Private kindergarten 73 33.6
Marital status Married 158 72.8 217
Single 59 27.2
Educational status Associate degree 41 18.9 217
Bachelor's degree 158 72.8
Graduate degree 18 8.3
The status of being a student with special Yes 59 27.2 217
needs in the classroom No 155 71.4
Missing data 3 1.4
Special education certificate Yes 38 17.5 217
No 177 81.6
Missing data 2 0.9
Max (Min) X (sd) Total
Age 61(20) 30.12 (.712) 217
Years of professional seniority 45 (1) 5.63 (4.73) 217

The demographic characteristics of the participants in the study are demonstrated in Table 1.
Accordingly, when looking at the gender distribution of participants, female participants participated more
than males, making up 95.4% of the study group, while males made up 4.6%. It was observed that 89.9% of
the participants worked as teachers at the institution, and 10.1% served as administrators in the school
administration. It was determined that the majority of the participants (66.4%) were working in public
preschools and 33.6% in private preschools. In terms of marital status, 72.8% of the participants were married
and 27.2% were single. In terms of educational background, 18.9% had an associate's degree, 72.8% had a
bachelor's degree, and 8.3% had a postgraduate degree. It was observed that most participants did not have
individuals with special needs in their classes. It was observed that 27.2% of the participants had individuals
with special needs in their classes, while 71.4% did not have individuals with special needs. It was determined
that 17.5% of the participants had a certificate, while 81.6% did not. Furthermore, the oldest age among the
participants was 61 and the youngest was 20. The average age of the participants was determined to be
(x=30.12; sd=712). Regarding professional seniority, the highest seniority was 45 years, and the lowest was 1
year. The average years of seniority was (X=5.63; sd=4.73).
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Data Collection Instruments

In this study, “Demographic Information Form” and “The Teacher Efficacy for the Inclusion of Young
Children with Disabilities Scale” were used.

Demographic Information Form: The "Demographic Information Form" prepared by the researcher
includes questions about the gender of the participating teachers, their position in the institution, the type of
institution they work in, marital status, educational background, whether there are children with special needs
in the preschool teachers' classes, whether they have a special education certificate, whether they want to
participate in a training on inclusion, whether they want to participate in a focus group interview on inclusion,
and the educational background of the preschool teachers.

The Teacher Efficacy for the Inclusion of Young Children with Disabilities Scale: The TEIYCD scale,
developed by Esposito et al. (2008), is a scale consisting of 22 questions (4 sub-dimensions) prepared for
knowledge about special education, knowledge about children with special needs, competence in teaching
children with special needs in an inclusive environment, and competence in using and adapting effective
teaching methods to meet the needs of children with special needs. The Turkish adaptation was conducted by
Sénmez and Bigak (2017), and the original 22-item scale was revised to 19 items due to cultural differences.
The scale is scored on a 5-point Likert scale (5 for "I completely trust" to 1 for "I have no trust"). A minimum
score of 19 and a maximum score of 95 are possible. Scores from each subscale and the overall scale provide
information about the level of competence. As a person's scale score increases, so does their level of
competence. Therefore, the area that the individual needs to improve is related to the dimension in which
he/she has a low score. As a result of the analyses conducted by Sonmez and Bigak (2017), the internal
consistency coefficients for the sub-dimensions of the scale were determined as follows; knowledge dimension
(0=0.96), law dimension (0=0.85), self-confidence dimension (a=0.94), perception dimension (a=.95), and the
overall internal consistency score of the scale (¢=0.96). As a result of the analyses conducted by the researcher,
the internal consistency coefficients for the sub-dimensions of the scale were calculated as follows; knowledge
dimension (0=0.97), law dimension (0=0.88), self-confidence dimension (¢=0.95), perception dimension
(0=0.95), and the overall internal consistency score of the scale (¢=0.97). It can be said that the measurement
tool has a quite high level of reliability for this norm.

Data Collection and Analysis

Prior to the research, approval was first obtained to use the scale from Sénmez and Bigak (2017), who
adapted the Turkish version of "The Teacher Efficacy for the Inclusion of Young Children with Disabilities
Scale (TEIYCD). Subsequently, the study's ethics committee approval and necessary official permits were
obtained. After all necessary permissions were obtained, the data collection process began by transferring the
"Demographic Information Form," TEIYCD scale, and "Volunteer Consent Form" to Google Forms. Two
educators pursuing a postgraduate degree in preschool education were sent to groups of preschool teachers
working within the borders of Ankara during the second semester of the 2021-2022 academic year. As a result
of this guidance, 219 teachers were selected using a convenience sampling method. Two teachers who did not
complete the consent form were removed from the study data. Participants were asked to complete the forms
and scale, which took approximately 10 minutes. Two of the 219 participants did not complete the consent
form because they did not want to participate in the study. Therefore, the study was conducted with the
participation of 217 teachers. Data analysis of the study was conducted using the SPSS-26 statistical program.
Nonparametric analyses were preferred in the study because the skewness and kurtosis values were not within
the normal range of =1.96 in order to assess the normality of distribution in the total scores of the TEIYCD
measurement tool in terms of its sub-dimensions (Hair et al., 2010; Pizarrovd., 2002). A significant difference
was determined between the variables included in the study and the total TEIYCD scale scores. Analyses were
conducted using the Mann-Whitney U test for binary variables and the Kruskal-Wallis test for three or more
variables. Effect sizes were calculated for significant differences, and Cohen's d for the Mann-Whitney U test
and Eta Squared (n2) for the Kruskal-Wallis test were reported. In the literature, a Cohen's d greater than .2
was interpreted as a "small" effect size, a "medium" effect size greater than .5, and a "large" effect size greater
than .8. In addition, an Eta Squared (n2) greater than .01 was interpreted as a "small" effect size, a "medium"
effect size greater than .06, and a "large" effect size greater than .14 (Borenstein, 2009; Cumming, 2012; Kilig,
2014; Lenhard & Lenhard, 2016). The significance levels of all statistical analyses were evaluated according
to p<0.01 and p<0.05.

1795



Trakya Journal of Education, 15(4) 2025, 1791-1809

In this study, research ethics principles were observed, and the necessary ethics committee approvals
were obtained. Within the scope of the ethics committee approval, document number 472306, numbered
decision 06/21, taken at the meeting of the Trakya University Social and Human Sciences Research Ethics
Committee dated 21.06.2023, was obtained.

RESULTS

This section of the study presents the findings obtained from the study data. It was determined which
sub-dimensions preschool teachers' perceptions of self-efficacy regarding inclusion were highest, and what
their level of self-efficacy was. Furthermore, it was examined whether preschool teachers' self-efficacy
regarding inclusion varied significantly based on whether their current classroom contained children with
special needs, whether they held a special education certificate, whether they wanted to participate in training
on inclusion, whether they wanted to participate in a focus group interview on inclusion, and their educational
background.

Table 2

TEIYCD item frequency mean and standard deviation scores of preschool teachers

n_ Min Max x* ss
Information I am confident in understanding the laws and regulations 217 1 5 323 1.191
onlaws and  regarding early childhood special education.
processes I am confident in my knowledge of the process of determining 217 1 5 3.21 1.055
related to students’ eligibility for early childhood special education services.
special I can understand the information in the Individualized Education 217 1 5 3.67 1.147
education Plan (IEP).
I understand my role in serving students with an active IEP. 217 1 5 3.57 1.116
Subscale Total score 217 1 5 342 971
Information I understand how disability affects a child’s role in social 217 1 5 398 1.112
for children  relationships.
with special I know how disability affects a child’s language development. 217 1 5 391 1.079
needs I know how disability affects a child’s cognitive skills. 217 1 5 3.92  1.090
I know how disability affects a child’s motor skills. 217 1 5 393 1.126
I understand how disability affects a child’s self-care skills. 217 1 5 390 1.149
Subscale Total score 217 1 5 392 1.047
Confidence in I know effective teaching methods that can be used for children 217 1 5 331  1.996
teaching with special needs.

children with I know effective teaching methods that can be used when working 217 1 5 3.27 1.007
special needs with families of children with special needs.
I can adapt teaching activities according to the needs of children 217 1 5 343  1.100
with special needs in an inclusive environment.
I know how to break down learning skills into smaller sub-steps. 217 1 5 336  1.093
I know which learning skills are appropriate for children with 217 1 5 324 1.076
special needs.
I can develop learning skills based on IEP goals and objectives for 217 1 5 332 1.112
an inclusive environment.

Subscale Total score 217 1 5 332 952
Perception of I can make appropriate classroom adaptations to meet the needs of 217 1 5 337 1.099
ability to use children with special needs in inclusive environments.
and adapt I can choose the curriculum that is appropriate for children with 217 1 5 337  1.069
effective special needs in inclusive environments.
teaching I can adapt classroom assignments for children with special needs 217 1 5 343 1.100
methods in inclusive environments.

I can collect data that will accurately reflect the performance of 217 1 5 335 1.113

children with special needs.

Subscale Total score 217 1 5 338 1.027
TEIYCD 217 1 5 3.51 907

Total

According to Table 2, it is seen that teachers’ self-efficacy perceptions are low in the items “I am
confident in my knowledge of the process of determining students’ eligibility for early childhood special
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education services.” (X=3.21, sd=1.055) and “I am confident in understanding the laws and regulations
regarding early childhood special education.” (X=3.23, sd=1.191) in the TEIYCD scale, and they have high
self-efficacy perceptions in the items “I know how disability affects children’s language development”
(X=3.91, sd=1.079) and “I know how disability affects children’s social relationships” (x=3.98, sd=1.112). The
arithmetic mean score of the self-efficacy perception test for the 217 teachers who participated in the study
was (X=3.51; sd=0.907). An examination of the preschool teachers' self-efficacy for inclusion sub-dimensions
revealed that their self-efficacy perceptions for inclusion were lower in the "Confidence in teaching children
with special needs" and "Perception of ability to use and adapt effective teaching methods" dimensions than
in the "Information for children with special needs" dimension. Furthermore, the "Information on laws and
processes related to special education" sub-dimension was the dimension closest to the total score, but had a
mean below the total score.

Table 3

Mann-Whitney U test results regarding TEIYCD scores according to the presence of children with special
needs in teachers' current classes

Dimension n RA RT U P

Information on laws and processes related ~ Yes 59 109.27 6447.00  4468.000 795

to special education No 155 106.83 16558.00

Information for children with special needs Yes 59 120.09 7085.50  3829.500 .061
No 155 102.71 15919.50

Confidence in teaching children with Yes 59 115.35 6805.50  4109.500 251

special needs No 155 104.51 16199.50

Perception of ability to use and adapt Yes 59 114.47 6754.00  4161.000 .306

effective teaching methods No 155 104.85 16251.00

TEIYCD Total Yes 59 116.03 6845.50  4069.500 214
No 155 104.25 16159.50

*p <0.05, **p<0.01 RT=Rank Total, RA=Rank Average,

According to Table 3, it was determined that there was no difference in the preschool teachers' self-
efficacy perceptions towards inclusion based on the presence of individuals with special needs in their current
classrooms in the sub-dimensions of the scale, Information on laws and processes related to special education
(U =4468.00, p > 0.05), Information for children with special needs (U = 3829.50, p > 0.05), confidence in
teaching children with special needs (U = 4109.50, p > 0.05), and Perception of ability to use and adapt
effective teaching methods (U = 4161.00, p > 0.05), and the Total score of the scale (U = 4069.50, p > 0.05).

Table 4

Mann-Whitney U test results regarding TEIYCD scores according to teachers' special education certificate
status

Dimension n RA RT U P d

Information on laws and processes related to Yes 38 129.68 4928.00 2539.000 .017* .33

special education No 177 103.34 18292.00

Information for children with special needs Yes 38 120.42 4576.00 2891.000 .165 -
No 177 105.33 18644.00

Confidence in teaching children with special Yes 38 130.99 4977.50  2489.500 .012* .35

needs No 177 103.06 18242.50

Perception of ability to use and adapt Yes 38 133.54 5074.50 2392500 .005** .39

effective teaching methods No 177 102.52 18145.50

TEIYCD Total Yes 38 129.82 4933.00 2534.000 .017* .33
No 177 103.32 18287.00

*p <0.05, **p<0.01 RT=Rank Total, RA=Rank Average

According to Table 4, it was determined that there was no significant difference in the preschool
teachers' self-efficacy perceptions towards inclusion according to their special education certificate status in
the sub-dimension of Information for children with special needs (U=2891.000; p>0.05). However, there were
significant differences in the sub-dimensions of knowledge of laws and processes (U=2539.000; d=.33;
p<0.01), confidence in teaching children with special needs (U=2489.500; d=.35; p<0.01), and perception of
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ability to use and adapt effective teaching methods (U=2392.500; d=.39; p<0.01) and the total score of the
scale (U=2534.000, d=.33; p<0.01).

Table 5

Mann-Whitney U Test results regarding TEIYCD scores according to teachers' willingness to participate
in a training on inclusion

Dimension n RA RT U p d
Information on laws and processes Yes 139 105.14 14614.50  4884.500 225
related to special education No 78 115.88 9038.50
Information for children with special Yes 139 109.89 15275.00  5297.000 75
needs No 78 107.41 8378.00
Confidence in teaching children with ~ Yes 139 101.77 14146.00 4416.000  .023* 31
special needs No 78 121.88 9507.00
Perception of ability to use and adapt ~ Yes 139 104.29 14496.00  4766.000 138
effective teaching methods No 78 117.40 9157.00
TEIYCD Total Yes 139 104.36 14506.00  4776.000 .146
No 78 117.27 9147.00

*p <0.05, **p<0.01 RT=Rank Total, RA=Rank Average

According to Table 5, it was determined that there was no significant difference in the sub-dimensions
of the scale "Information on laws and processes related to special education" (U=4884.500, p>0.05),
"Information for children with special needs" (U=5297.000; p>0.05), "Perception of ability to use and adapt
effective teaching methods" (U=4766.000; p>0.05) and the total score of the scale (U=4776.000; p>0.05)
according to the preschool teachers' willingness to participate in a training on inclusion, but there was a
significant difference in the sub-dimension "Confidence in teaching children with special needs" (U=4416.000,
d=.31; p<0.05).

Table 6

Mann-Whitney U Test results regarding TEIYCD scores according to teachers' willingness to participate in
a focus group interview on inclusion

Dimension n RA RT U p

Information on laws and processes related  Yes 101 105.35 10640.50 5489.500 422

to special education No 116 112.18 13012.50

Information for children with special needs Yes 101 113.71 11485.00 5382.000 292
No 116 104.90 12168.00

Confidence in teaching children with Yes 101 104.74 10579.00 5428.000 350

special needs No 116 112.71 13074.00

Perception of ability to use and adapt Yes 101 105.76 10682.00 5531.000 476

effective teaching methods No 116 111.82 12971.00

TEIYCD Total Yes 101 106.85 10792.00 5641.000 .638
No 116 110.87 12861.00

*p <0.05, **p<0.01 RT=Rank Total, RA=Rank Average

According to Table 6, it was determined that there was no difference in the scale's sub-dimensions of
Information on laws and processes related to special education (U=5489.50, p>.05), Information for children
with special needs (U=5382.00; p>.05), confidence in teaching children with special needs (U=5428.00,
p>.05), and Perception of ability to use and adapt effective teaching methods (U=5531.00, p>.05) and the
scale's Total score (U=5641.00, p>.05) based on preschool teachers' willingness to participate in a focus group
interview on inclusion.
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Table 7
Kruskal Wallis Analysis Results on TEIYCD Scores According to Teachers' Educational Status
Dimension n RA df & p 1’ Variation
Information on laws and Associate degree 13 121.81 2 9.763 .008** .036 2>1
processes related to special Bachelor’s degree 174 111.48 3>1
education Master’s degree 43 129.86
Information for children with Associate degree 41 81.78 2 13.387 .001** .053 2>1
special needs Bachelor’s degree 158  114.66 3>1
Master’s degree 18 121.28
Confidence in teaching Associate degree 41 77.52 2 10.713 .005%*% .041 2>1
children with special needs =~ Bachelor’s degree 158  115.81 3>1
Master’s degree 18 120.94
Perception of ability touse ~ Associate degree 41 79.27 2 12.021 .002%* .047 2>1
and adapt effective teaching Bachelor’s degree 158  114.75 3>1
methods Master’s degree 18 126.25
TEIYCD Total Associate degree 41 76.41 2 13.724 .001** 055 2>1
Bachelor’s degree 158  116.09 3>1
Master’s degree 18 121.00

*p<0.05, **p<0.01; N=217 RA=Rank Average; 1=Associate degree, 2=Bachelor's degree, 3=Master's degree /
PhD

According to Table 7, there are significant differences between the sub-dimensions of the scale
regarding the Knowledge of Laws and Processes Related to Special Education (x*2217-9.763; 12=.036;
p<0.01), Information for children with special needs (x*2217-13.387; 112=.053; p<0.01), Confidence in
Providing Education to Children with Needs (x*2217-10.713; 12=.041 p<0.01), Perception of ability to use
and adapt effective teaching methods (x*2217,-12.021; 12=.047 p<0.01) and Total scores (x*217=13.724;
1n2=.055; p<0.01) according to the educational background of preschool teachers. difference was detected.

When the source of the difference regarding the variables in Table 7 is examined: The source of the
difference according to the educational status of the Information on laws and processes related to special
education sub-dimension is found to be that the self-efficacy perception of bachelor's degree graduates
(M(Bachelor’s degree)=111.48) is higher than that of associate degree graduates (Massociate degree)=121.81) and of
master's and doctoral degree graduates (Mmaster's and doctoral=129.86) is higher than that of associate degree
graduates (Massociate degreey=121.81).

According to Table 7, according to the test result conducted to determine the source of the difference in
terms of the educational status of preschool teachers in the Information for children with special needs sub-
dimension, it was determined that the self-efficacy perception of bachelor's degree graduates
(Mbachelor's)=114.66) was higher than that of associate degree graduates (Massociatc degree)=81.78) and that of
master's and doctoral degree graduates (Mmaster's and doctoraly=121.28) was higher than that of associate degree
graduates (Massociate degreey=81.78).

When the source of the difference regarding the variables in Table 7 is examined: The source of the
difference according to the educational status of the Confidence in teaching children with special needs sub-
dimension is determined to be that the self-efficacy perception of bachelor's degree graduates (Mgachelor’s
degreey=115.81) 1is higher than that of associate degree graduates (Massociate degree)=77.52) and of master's and
doctoral degree graduates (Mmaster's and doctoray=129.86) is higher than that of associate degree graduates (Massociate
degree):77.52).

According to Table 7, according to the test results conducted to determine the source of the difference
in the educational status of preschool teachers in the Information for children with special needs sub-
dimension, it was determined that the self-efficacy perception of bachelor's degree graduates (Mgachelor's
degreey=116.09) was higher than the associate degree graduates (M associate degreey=76.41) and that of master's and
doctoral degree graduates (Mmaster's and doctoraly=121.00) was higher than the associate degree graduates (Massociate
degree):76 41 ) .
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DISCUSSION AND CONCLUSION

In this section of the study conducted to evaluate the self-efficacy of preschool teachers regarding
inclusion, the results are discussed and suggestions are presented.

According to the findings of the study, the self-efficacy perceptions of preschool teachers in the study
group regarding the inclusion of children with special needs were found to be at a moderate level. A similar
result was reached in the study conducted by Bagpmar and Sonmez (2021) to examine the self-efficacy
perceptions regarding inclusion with preschool education department teacher candidates. Yaman (2019)
determined the self-efficacy of preschool teachers as moderate, which is similar in his study. Deniz (2016), in
his study with preschool teacher candidates, found the self-efficacy of preschool teachers regarding inclusion
to be moderate. Toy and Duru (2016), in their study with classroom teachers, found the level of self-efficacy
for inclusive education to be “I can do it”, while Caligkan (2019) concluded that the self-efficacy of preschool
teachers regarding inclusive education was at the “I can do it” level. In a study conducted with classroom
teachers, Yavuz (2017), unlike this study, concluded that teachers' self-efficacy was high. Ozsirkint1 (2018)
found that teachers' self-efficacy perception towards inclusion was higher than average. Furthermore, findings
that preschool teachers' self-efficacy perception towards inclusion was low and that they felt the need to acquire
information were found in the literature (Batu et al., 2017; Dogaroglu & Diimenci, 2015; Sucuoglu et al.,
2013). In their qualitative study to determine preschool teachers' self-efficacy perception towards inclusive
education, Sonmez et al. (2018) concluded that teachers found themselves inadequate. However, according to
the results of the sub-dimensions of the teachers' self-efficacy perception scale in the study, it was determined
that although teachers perceived themselves as competent in the "Information for children with special needs"
dimension, they saw themselves less competent in the "Confidence in teaching children with special needs,"
"Perception of ability to use and adapt effective teaching methods," and "Information on laws and processes
related to special education" dimensions. The research results are similar to the study conducted by Bagpinar
and Sonmez (2021) with pre-service teachers, which examined their self-efficacy perceptions towards
inclusion. Many studies emphasize that teachers' knowledge about inclusion is insufficient and that they face
difficulties such as delivering instruction, using effective teaching methods, and making adaptations in
inclusive education (Gomleksiz & Serhatlioglu, 2013; Kiiciik Dogaroglu & Bapoglu Diimenci, 2015; Leyser,
Kapperman & Keller, 1994; Sucuoglu, 2006). This is thought to be due to teachers' perceptions of themselves
as inadequate in terms of knowledge but unaware of their deficiencies. Furthermore, the quality and delivery
of the content presented to prospective teachers taking a Bachelor's degree course on inclusion may also
contribute to their inadequate knowledge of how to adapt the content acquired in their area to individuals with
special needs and how to decide on methods and strategies. The training provided may also be limited to the
knowledge level. Indeed, Ergin (2022) found that classroom teachers' perceptions of professional competence
regarding inclusion were at a moderate level in his study. He stated that while teachers perceived their
competence as sufficient, they were unable to achieve the desired level in practice. This is believed to explain
this situation by suggesting that teachers' perceived lack of knowledge may have led to their reluctance to
receive training on inclusion and participate in focus group interviews.

Another result from the research findings revealed that there was no significant difference in preschool
teachers' perceptions of self-efficacy regarding inclusion based on whether or not they had individuals with
special needs in their current classrooms. Considering that the most important factor positively affecting self-
efficacy is acquired through experiences, and that these experiences contribute positively to self-efficacy by
instilling confidence in individuals (Bandura, 1995), it is plausible that teachers' presence in their current
classrooms of individuals with special needs and their experiences with individuals with special needs may
also increase their self-efficacy regarding inclusion. It was thought that teachers gaining experience with
inclusive education would make a difference compared to a teacher with no experience in this area and no
special needs students in their classrooms, but this finding was not found in the study. Studies in the literature
that are consistent with this finding (Loreman et al., 2013; van Steen & Wilson, 2020; Yada, Tolvanen &
Savolainen, 2018) and those that are not (Desombre, Lamotte & Jury, 2019; Kaner, 2010; Tsakiridou &
Polyzopoulou, 2014) are also available. Indeed, in a study conducted with preservice teachers, Loreman et al.
(2013) concluded that preservice teachers who had experience with children with special needs during their
teaching practice had higher self-efficacy for inclusion. Kaner (2010) concluded that the presence of children
with special needs in teachers' classrooms did not affect their beliefs about their self-efficacy, and this finding
was parallel to the current study. Evyapan (2020), unlike this study, found that preschool teachers who had a
child with special needs in their classrooms had higher self-efficacy perceptions for inclusion compared to
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those who did not have a child with special needs in their classrooms, regardless of whether they had a child
with special needs in their classrooms. Bagpinar and Sonmez (2021) conducted a study with prospective
teachers and found that there was no significant difference in the total score of the scale regarding the self-
efficacy of prospective teachers for inclusive education based on the presence of a child with special needs in
their classroom. Similarly, Topguoglu et al. (2023) found that there was no significant difference in the self-
efficacy of preschool teachers for inclusion based on the presence of a child with special needs in their
classroom.

Another result obtained from the research findings revealed a significant difference in the total scale
score regarding preschool teachers' self-efficacy perceptions regarding inclusion based on their special
education certification status. This may be due to the fact that teachers do not perceive themselves as competent
in inclusive education (Sharma & Jacobs, 2016; Sucuoglu et al., 2013; Varlier & Vuran, 2006), and therefore,
the training they received within the scope of the certification program addressed their shortcomings regarding
inclusive education and enabled them to perceive themselves as more competent.

Another result obtained from the research findings was that there was no difference in preschool
teachers' perceptions of self-efficacy based on their willingness to participate in a training program or focus
group interview on inclusion. This difference was found in the following scales: Information for children with
special needs, Information on laws and processes related to special education, Perception of ability to use and
adapt effective teaching methods, Confidence in teaching children with special needs, and Total score of the
scale. This result is thought to be due to the theoretical nature of the trainings teachers attended and their
perception of focus group interviews as education or seminars. A similar result has been obtained in previous
studies, interpreted as teachers viewing focus group interviews as the transfer of theoretical knowledge (Burak,
2019; Burak & Ahmetoglu, 2020; Sonmez, Alptekin, & Bigak, 2019). In the relevant literature, unlike the
study findings, it is observed that teachers tend to receive training on topics in which they are inadequate
regarding inclusion (Babaoglan & Yilmaz, 2010; Batu et al., 2017; Forlin et al., 2014; Majoko, 2018; Sucuoglu
et al., 2013; Varlier & Vuran, 2006). Indeed, in the study conducted by Korkmaz and Unsal (2022) as a focus
group study on inclusive education of preschool teachers, most of the teachers stated that they contacted the
school guidance service to obtain information about special education and used the internet and books in their
individual efforts to compensate for their deficiencies. It is possible to say that teachers do not see themselves
as competent in important aspects of inclusive education, such as collaboration with parents, the ability to
apply different teaching methods and techniques, effective classroom management, and the appropriate
preparation and implementation of an individualized education plan (Forlin et al., 2014; Gomleksiz &
Serhatlioglu, 2013; Lifshitz, Glaubman & Issawi, 2004; Sucuoglu, 2006). There are also studies emphasizing
that teachers' knowledge about inclusion is insufficient, that they need training on important aspects of
inclusive education, such as collaboration with parents, the ability to apply different teaching methods and
techniques, effective classroom management, the appropriate preparation and implementation of an
individualized education plan, and that they experience difficulties in adapting activities in the classroom
environment (Akalin et al., 2014; Avramidis, Toulia, Tsihouridis & Strogilos, 2019; Dikici Sigirtmag et al.,
2011). According to the data obtained from the survey conducted by Dogan (2014) on the educational activities
that preschool teachers may participate in, almost half of the participants answered their in-service training
needs as "Characteristics of Children Needing Special Education”, "Early Intervention Programs", and
"Inclusive Education in the Preschool Period". There are many studies in the literature emphasizing that
although the courses taken by teachers during their Bachelor's degree education do not enable them to see
themselves as competent regarding inclusion, they are willing to become more competent through in-service
training (Akaln et al., 2014; Sucuoglu et al., 2013; Temel et al., 1999, Tufan and Yildirim, 2013). There are
many studies in the literature emphasizing that teachers' knowledge about inclusion is insufficient, that they
need training on important issues for inclusive education such as cooperation with parents, the ability to apply
different teaching methods and techniques, effective classroom management, and the appropriate preparation
and implementation of individualized education plans, and that they have difficulties in adapting activities in
the classroom environment (Akalin et al., 2014; Dikici Sigirtmag et al., 2011; Gomleksiz and Serhatlioglu,
2013; Sucuoglu, 2006). In a study conducted by Giirsoy et al. (2022) with preschool teacher candidates, the
findings regarding the views of teacher candidates working with individuals with developmental disabilities
regarding the support education services they would like to receive were found to be mostly "guidance
counselor." The next response was "special education teacher support.” It was observed that teacher candidates
needed support from area experts in areas where they felt inadequate, but responses to seminars/in-service
training support were less common in the survey. This finding is similar to the current study. A study by Sanir
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(2009) found that classroom teachers did not perceive their knowledge of inclusion as sufficient and believed
that inclusion education was difficult for them. It was emphasized that providing in-service training to teachers
would be beneficial for the effective implementation of inclusion, thus supporting teachers in adapting their
teaching, arranging the classroom environment, and using appropriate materials (Akgin, 2017; Batu, 2008;
Bilen, 2007; Evyapan, 2020; Unal & Iflazoglu Saban, 2014). Izci (2005) stated that inclusive education in
schools is provided by teachers who have received in-service training on this subject.

Another result from the research findings revealed a significant difference between preschool teachers'
confidence in teaching children with special needs, perception of ability to use and adapt effective teaching
methods, and total self-efficacy scores based on their educational background. It was determined that preschool
teachers' self-efficacy perceptions regarding the inclusion of children with special needs were higher in
bachelor's degree graduates than in associate degree graduates, and higher in bachelor's and doctoral degree
graduates than in associate degree graduates. Based on the findings of this study, it may be said that teachers'
educational backgrounds increase their self-efficacy for inclusion. Findings from this study, which also support
the literature, suggest that associate degree and bachelor's degree programs are insufficient in terms of self-
efficacy for inclusion, and that measures should be taken to develop teachers in this regard through education
beyond the bachelor's degree and on-the-job training (Alghazo & Gaad, 2004; Dogan & Tatik, 2014; Leyser,
Kapperman, & Keller, 1994; Sazak Pinar, 2014; Sucuoglu et al., 2013; Usun & Comert, 2003). In this context,
the additional training teachers receive during and after their bachelor's and post-bachelor's degrees positively
impacts their self-confidence in working with children with special needs. Furthermore, Temel (2000) found
that a large majority of teachers believe that children with special needs should receive preschool education,
and this belief is particularly prevalent among teachers who have taken special education courses. This finding
is also consistent with the findings that in-service training covering a wide range of topics or target behaviors
related to inclusion is beneficial in providing teachers with knowledge and developing their skills (Desombre,
Lamotte & Jury, 2019; Sucuoglu, 2015). Evyapan (2020) found that preschool teachers' perceptions of self-
efficacy toward inclusion, based on their educational background, were higher among those with a bachelor's
degree and above than among those with an associate's degree. Regardless of whether teachers received
training, the perceptions of self-efficacy toward inclusion were higher among those who received training than
among those who did not. Therefore, it is believed that the training teachers receive positively impacts their
self-efficacy toward inclusion.

Teachers' self-perceptions about inclusion, their belief in their ability to provide a successful inclusive
education, their confidence, and their development of a positive outlook are crucial. Indeed, high teacher self-
efficacy ensures the successful implementation of inclusive education. Considering that many studies have
found teachers' self-efficacy for inclusion to be at low or moderate levels (Alghazo & Gaad, 2004; Norwich,
1994; Sharma & Jacobs, 2016; Sucuoglu et al., 2013; Akalin et al., 2014), it is reasonable to conduct an in-
depth qualitative study. The number of in-service training programs aimed at enhancing teachers' self-efficacy
regarding inclusion could be increased. Teachers could be given the opportunity to experience internships that
will enable them to work with individuals with special needs during their bachelor's degree programs, and the
number of special education courses they take during their bachelor's and post-graduate education programs
could be increased. Studies could be conducted to support teachers in implementing practices and teaching
methods and techniques, as well as adapting them, in classrooms with individuals with special needs. Teachers'
self-perceptions of inclusion, their belief in their ability to provide a successful inclusive education, their
confidence, and their development of a positive outlook are crucial. Indeed, high teacher self-efficacy ensures
the successful implementation of inclusive education. Considering that many studies have demonstrated that
the self-efficacy of teachers and prospective teachers for inclusion is low or moderate (Bagpinar and Sonmez,
2021; Deniz, 2016; Toy and Duru, 2016), it can be argued that in-depth qualitative studies are warranted. The
number of in-service training programs aimed at enhancing teachers' self-efficacy for inclusion could be
increased. Teachers may be given the opportunity to experience internships that will enable them to work with
individuals with special needs during their undergraduate degree education, and the number of courses related
to special education may be increased during undergraduate and postgraduate education. Studies may be
conducted to support teachers in using teaching methods and techniques and making adaptations that they can
implement in classes with individuals with special needs.
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