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Research Article

Investigation of Parents' Experiences about the Inclusive
Education of Turkish Students with Special Educational
Needs in England!
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Abstract
This qualitative study explores the experiences of Turkish parents whose
children with special education needs (SEN) attending inclusive settings
About the article in England. Despite a growing interest in inclusive education,
international parents' perspectives on the effectiveness and quality of
such education have received limited attention. The study emphasizes
the importance of considering the experiences and perceptions of non-
Accepted: 17.04.2024 native parents in planning and implementing inclusive programs, as
. their perspectives contribute to the development of culturally responsive
Published: 15.05.2024 inclufive ia’ucation. Four Turkish parentf who hiz{ve children with SEN
participated in semi-structured interviews, revealing five themes related
to their experiences with their children's inclusion. The findings indicate
mixed experiences with inclusive education in England, validating some
findings from existing literature. The study suggests that living in
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parental satisfaction education of SEN children, and the differences between Turkish and

British educational systems presented certain difficulties. Additionally,
the professional views towards individuals from different ethnic
backgrounds influenced the experiences of Turkish parents living in
England, as reported by the participants. Taken together, these results
stimulate useful considerations to promote better practices in inclusive
education.
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multicultural parents

In recent times, there has been a growing emphasis on inclusion in various societies, driven by its
perceived role in fostering social cohesion (Armstrong et al., 2011). Additionally, it is viewed as a
strategy to support reform and embrace diversity (Ainscow, 2005). The concept of inclusion aims to
enhance the participation of students with SEN in regular curricula by adapting it to their needs, thereby
reducing their effective exclusion from local school communities. A notable shift from integration,
referring to the placement of students with special education needs (SENs) into mainstream settings
without any provisions for children with special needs (Vanderpuye, 2013), to inclusion has occurred in
various nations, such as the United States, the United Kingdom, the Scandinavian countries, and Turkey.
This shift involves actively involving special needs students in regular settings, moving beyond mere
physical presence in mainstream classrooms, as increasingly observed (de Boer et al., 2010, Lamport et
al., 2012).

In 2023, national statistics on special educational needs in England, as reported by the Department for
Education (DfE, 2023), indicate that a total of 1,572,555 students received SEN support, including those
with and without an Education, Health, and Care Plan. This represents an increase of more than 87,000
in the number of students with SEN compared to the previous year. The sheer magnitude of this figure
suggests a likely increase in the proportion of students with SEN within regular education in England.
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However, it is important to note that the growth of inclusive education and the higher enrolment numbers
do not necessarily provide insights into the quality and success of such educational initiatives (Frazeur
Cross et al., 2004). In other words, focusing on qualitative developments may be more useful than
numerical data.

Understanding the key factors influencing success in the inclusive education process is crucial for
fostering a more inclusive school environment (de Boer et al., 2010). The importance of families, who
have a great role in the application of the knowledge acquired in inclusive education in daily life and in
ensuring the permanence of these skills, in the success of inclusive education cannot be discussed (Erden
& Aslan, 2022). Frazeur-Cross et al. (2004) emphasizes that parents, who bear the primary responsibility
for supporting their children's development, exert a significant impact on the implementation of
inclusion. Stevens and Wurf (2020) emphasise that parents are the most important advocates for their
children's education and their involvement in education reform is vital. Moreover, Vanderpuye (2013)
indicate that programmes are likely to achieve greater success and durability when parents actively
participate in the action team. Therefore, it is unsurprising that numerous studies, considering various
countries, have explored parents' experiences, attitudes, perceptions, and satisfaction regarding their
children's education (e.g.,Bitterman et al., 2008, de Boer et al., 2010, Freeman et al., 1999, Leyser and
Kirk, 2004, Réty and Kasanen, 2007). On the contrary, it can be a critical resource when it is considered
as a means to improve inclusive education.

Research confirms that the majority of parents of children with special educational needs and typically
developing children have a positive view of inclusive education (de Boer, Pijl and Minnaert, 2010;
Elkins et al., 2003; Freeman et al., 1999; Stevens and Wurf, 2020). For instance, Narumanchi and
Bhargava (2011) found that many parents endorse inclusive education due to its positive impact on
students' language, social, and motor skills, its support for friendships, and the provision of positive role
models. In other words, the fact that inclusive education enables children to gain social life skills through
real life experiences (Kogyigit, 2015) is one of the main reasons why parents view this education
positively. Significantly, Elkins et al. (2003) underscores the idea that the elevated expectations and
increased mental stimulation in regular educational settings contribute to improved academic
achievement and functional skills in children. Therefore, it can be said that the effect of inclusive
education on children's development shapes parents' perspectives.

However, despite numerous investigations indicating substantial parental favourability towards
inclusive education, many parents have voiced reservations and concerns about its implementation.
Fears of verbal and physical abuse by classmates who are typically developing, social marginalisation,
teasing, poor instruction, slow academic achievement, and the attitudes of mainstream teachers towards
children with special education needs are some of the concerns that may arise (Leyser and Kirk, 2004).
Palmer et al. (2001), for instance, found that some parents felt that their children had not received enough
academic or social support in regular classes. According to a parent who participated in the study,
teachers in mainstream schools tend to focus more on the academic curriculum than on individual
training or life skills that are vital for children with special education needs. Runwick- Cole (2008), in
her study conducted in England, found that parents believed that almost all their children with moderate
learning difficulties attending inclusive classes were taught by assistant teachers. According to Gilmore,
Campbell, and Cuskelly's (2010) study, most parents of children with Down syndrome believed that
their children's requirements would be better served in classrooms with separated classrooms. This belief
reflects parents' concerns about teachers' need for ongoing training in inclusive education and their
ability to provide individualised instruction (Stevens and Wurf, 2020). However, other reasons for
negative parental views on inclusive education are the belief that children with special needs are not
welcomed by classroom teachers in mainstream classes, big class sizes, difficult learning environments
and teachers' limited willingness to address the varied needs of every student. (Elkins et al., 2003).

In addition to exploring parents' perceptions and views on inclusion for their special needs children (e.g.
Elkins et al., 2003; Gilmore et al., 2010; Parsons et al., 2009b; Stevens and Wurf, 2020), there is also a
focus in the literature on parental satisfaction with this educational setting. For example, Freeman et al.
(1999) conducted a comprehensive study and found that while all parents were satisfied with their
children's present educational placements, parents whose children had special education needs and were
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enrolled in regular classes tended to be more satisfied. Parsons et al. (2009a), on the other hand,
discovered in another thorough study that parents of SEN students whose children attended special
schools were the most contented parents. The literature suggests a number of variables to mediate the
degree of satisfaction with inclusive education, some related to the child's features such as having severe
or mild disabilities (Leyser and Kirk, 2004) and the type of disability they have (Kasari et al., 1999).
However, Zanobini et al. (2018) did not find any link between specific types of disability and parental
satisfaction in their study. Moreover, parental satisfaction was found to be correlated with additional
aspects, such as parents' perceptions of their involvement in their children's education and the school's
atmosphere (Laws and Millward, 2001) and others related to contextual factors like the parents' cultural
background (Sontag and Schact, 1994). Also, Lovitt and Cushing (1999) emphasize that one of the keys
to the successful education of students is communication and collaboration between parents and
educators. In conclusion, the limited number of family satisfaction studies in the field of special
education and contradictory findings indicate the need for further research in this field.

Studies reveal the effects of culture in education. Herring and White (1995) state that there might be
variations in students' cognitive learning processes due to their ethnic origin. Each society has its own
cultural values, beliefs and priorities and these elements deeply influence the educational process. For
this reason, it is emphasised that the concept of multiculturalism should be a part of the education system
to support the development of individuals, especially in countries consisting of multicultural societies
(Cirik, 2008) where there are two or more cultural communities (Alan, 2022). Advocates of multicultural
education argue that the education system of a country should meet the needs of everyone living in that
country and provide equal opportunities in education for all social segments (Agikalin, 2010). In fact,
this is the main purpose of inclusive education practices, which states that education should be equal
and fair for everyone for individuals to benefit from education in the best way and realise their potential.
By saying "everyone", Bauer (2009) means not only students with SEN, but also anyone who is exposed
to any disadvantage or at risk of exclusion, such as minority ethnic and belief groups, asylum seekers
and refugees, gifted and talented students.

As stated by Alan (2022), the UK is one of the multicultural countries. According to the data of the UK
Office for National Statistics 2021 (ONS, 2022), 16.8 per cent of the population consists of immigrants.
This represents a significant proportion of the immigrant population in the country and reflects the
diversity and multiculturalism of the UK. In this context, in order to improve the quality of inclusive
education in England, it is important to understand the views of children from different ethnic
backgrounds and their families about inclusive education. Taking these views into account can
contribute to efforts to provide a more inclusive and effective educational environment. Therefore, in
order to give Turkish parents a voice in the evaluation of educational services in England, it is crucial
to explore their experiences of inclusive school practices. Consequently, this study aims to contribute to
the existing literature by delving into the experiences of multicultural parents who play vital roles in the
success of inclusion programs in England.

The primary objectives are to address the following questions:

e What are the perceptions of Turkish parents living in England regarding inclusive education for
their children with SEN?

e How does living in a foreign country influence the experiences of these parents in relation to
their child's inclusive education?

Method

Research Design

In this study, a qualitative research approach was adopted. Qualitative research is “an ascribe to
explore and understand the meaning that individuals or groups attribute to a social or human problem”
(Creswell, 2014, p.4). This study will try to understand the experiences of Turkish parents living in
England about their children's inclusive education. In order to realise this aim, a case study, which is
one of the qualitative research designs, was used. Johnson and Christensen (2014, p. 104) stated that
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the case study method refers to "research that provides a detailed account and analysis of one or more
cases". In this context, Turkish parents' perceptions of inclusive education in England were analysed.
The ethical aspects of the research were approved by the Research Ethics Committee of the University
of Bristol and registered with reference number 4868.

Participants

The study employed a purposive sampling method in line with its objectives, a commonly favoured
approach in qualitative research for identification and selection cases rich in information relevant to the
topic (Palinkas et al., 2015). This method is particularly useful for including individuals with specific,
limiting and sometimes hard-to-reach qualities (Y1ldiz, 2017). In this regard, participants were carefully
chosen based on criteria such as being of Turkish origin living in England and having a child with SEN
in an inclusive setting. In light of this, four participants were chosen to best represent the study's goals.
For case studies, four participants are a suitable amount (Creswell, 2014). The characteristics of the
participants and their children are outlined in Table 1.

Table 1. Characteristic of participants and their children
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P1 9 29  Primary Alvin 8 3 Down 3 years Part time
(Mother) Syndrome
P2 35 60  High School Darcy 127 Down 6 years Full time
(Father) Syndrome
P3 27 50  2-years-higher Edward 14 9  Asperger’s 3 years Full time
(Mother) Education Syndrome
P4 4 48  Bachelor’s Jacob 9 4 ADHD 2 years Part time
(Mother) degree

According to Table 1, it can be observed that the participants' children are boys with SEN aged between
8 and 14, attending either part-time or full-time inclusive education. Two of the children have Down
syndrome, one has Asperger's syndrome, and the other has been diagnosed with attention deficit
hyperactivity disorder (ADHD). Additionally, most of the participant parents are female, with only one
male participant. The duration of the participants' residency in England varies between 4 and 35 years.

Data Collection Method

In qualitative research, interviews hold significant importance due to their role in allowing participants
to express their experiences, understandings, and insights as verbal (Davies, 2010; Ritchie et al.,
2013). Among various qualitative interview formats, a semi-structured approach was chosen for this
study. This format provides a protocol to adhere to while also offering opportunities for follow-up
questions based on the interviewees' responses. As a result, it is widely regarded as a popular tool in
qualitative research, enabling participants to communicate openly while allowing researchers to delve
deeply into topics and facilitate meaningful interactions (Davies, 2010). Therefore, the data were
collected through face-to-face, one-to-one semi-structured interviews. The interviews were audio
recorded with the permission of the participants.

Participants were given an information sheet, which described the intended study and provided the
researcher’s contact information, and invited to sign an informed consent form, which all were willing
to do. Additionally, participants were given the option to choose the interview location. Each interview
commenced with general small talk to establish communication, followed by the protocol including 20
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basic questions gathered around 10 topics such as " What factors do you think have been barriers to
their school experience?", "What are the effects of living in England in terms of your child's education?",
"What was the challenges/benefits of being international?" to elicit parents' experiences of inclusive
education for their children with special needs. The interviews lasted 45 minutes on average, but some
parents exceeded this time by giving more detailed explanations. On the other hand, one parent was not
able to respond sufficiently even to the probing questions asked to elicit more detailed answers, and the
interview lasted less than 45 minutes because she could not fully explain her experiences.

Semi-structured interview questions were developed by incorporating insights from the literature and
then shared with field experts working in the University of Bristol. Any questions that were unclear
were revised based on the feedback and recommendations provided by the experts.

Data Analysis

The data in this study were interpreted using thematic analysis, which “involves, discovering,
interpreting and reporting patterns and clusters of meaning within the data” (Ritchie et al., 2013). This
analysis method involves the following steps: Firstly, interviews conducted via audio recordings were
transcribed into written form as raw data. The process of transcribing and analysing data is a challenging
yet exciting phase in qualitative research (Ritchie et al., 2013). The transcripts were read repeatedly to
become familiar with the content of the data. Subsequently, potential overarching codes referring to the
experiences of Turkish parents regarding inclusive education were assigned. Following this process,
irrelevant and unnecessary information was eliminated, and potential codes were narrowed down to
form a set of common codes and themes. Combining the four transcripts under general themes was
overall challenging due to their uniqueness and differences. However, despite these challenges, based
on the identified common codes and themes, a final set of five themes was determined.

Findings

The primary focus of the current study was to delve into the experiences of Turkish parents regarding
the inclusive education of their children with SEN in the England. Five main themes emerged as central
to these experiences, and they are discussed in the following order: 1) diagnosis; 2) teachers' approaches
towards inclusive education; 3) parents’ perspectives on inclusive education; 4) parental involvement;
5) effects of living outside their home countries on parents' experiences.

Diagnosis

It was unexpected that, even though parents were not specifically questioned about their children's
diagnostic process, the most of them raised this issue. This theme revolves around the impacts of the
diagnosis on children with SEN and their families. These effects varied for each family. While one
parent might have recognized the child's situation and pursued a diagnosis to alleviate uncertainty,
another might have initially resisted acknowledging the child's condition, even in cases such as Down
Syndrome that could be identified before birth, due to concerns about labelling:
In the pre-diagnosis period I went to the school every year and I said that my son has something.
1t could be autism... it could be Asperger. One of teachers said that aa... there is no something,
sons are always like this. (P3)
No matter what these children do does not work after they've been labelled. They decide about
such children before knowing them. (P2)
They mentioned that their children's condition became more apparent when in the company of their
typically developing peers at school, leading to a need for one-to-one lessons to bridge the gap. As the
subsequent statements suggest, a diagnosis facilitates access to additional provisions such as learning
support rooms and extended instructional time:
His condition was more noticed when Jacob’ problems emerged in the school. (P4)
Because we do not have a statement, they do not want to take Darcy into one-to-one classes. (P2)
I mean, all these things, going to that class, and one-to-one studies are all about diagnosis.
Because the school needs funding to meet them. (P4)
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Some parents shared that the journey became more manageable after their child's diagnosis, while others
expressed that it facilitated their child's acceptance of the differences in themselves. A diagnosis might
draw attention to the needs of children with SEN, and consequently they are more likely to accept
themselves as they are. In other words, it may be that getting a diagnosis helps parents, teachers, and
even children themselves feel less stressed since it removes uncertainty.
1 mean, the process after diagnosis was easier. (P4)
After that... he made peace with himself. He saw himself not like others did, but like “I am
different”. My differences are my qualities. This is a good thing. And within three or four months
he became happy at school because he does not see himself as, “I am weird,” but “I am
Asperger.” (P3)
There was a belief held by some parents that the sooner a diagnosis was made, the more assistance and
support could be provided. These remarks suggest that relating an issue to its root cause can help the
child, family, and community understand the situation better. The diagnosis may also have the benefit
of keeping parents from feeling hopeless by directing their decisions and behaviour.
For example, if he had been diagnosed at the beginning of elementary school, this child would
have already been given help, and the problems regarding reading and writing could have
already been addressed. (P3)
Moreover, having a diagnosis could alleviate parents' feelings of inadequacy and guilt for being unable
to address their children's challenges.
Initially, before he was diagnosed, 1 felt something like, is there something wrong with me?
Because I cannot reach the goal no matter how hard I try, so my child is having difficulty in
reading and writing. I wonder, am I insufficient? (P3)
Depending mostly on how parents interpret the diagnosis, receiving a diagnosis has varying effects on
each person and their families. Lastly, all parents had experienced the diagnostic process in England
nevertheless, that none of the parents considered this procedure easy or comfortable.

Teachers’ approaches towards inclusive education

All the parents emphasized that teachers' approaches toward children with SEN had a profound impact
on the implementation of inclusive education and the overall educational process for these children. One
parent expressed dissatisfaction, noting that the teacher ignored their child, neglected them during class
activities, and displayed a negative attitude. Here, it is important to stress that serving the needs of
children with SEN takes importance over integrating them into mainstream settings.

1 went to school trip with Darcy. I noticed ... the teacher approached us and showed something
to Darcy's friend Harry (pseudonym) and said that we learned it at lesson. Some time passed. We
went into the building. The teacher asked another question to Harry again. Darcy touched the
vitrine inside the building, teacher said Darcy that do not do it... the teacher did not ask anything
to Darcy, did not try to teach anything and did not give him any chance. (P2)

On the other hand, doing nothing special for children with SEN does not necessarily mean that a
teacher’s attitude is totally negative. When they asked about teachers' approaches toward
accommodating their children with SEN in regular classes, parents, despite prior comments indicating
that nothing special was being done for such children, have expressed that teachers generally welcomed
their children with SEN into their classes.

Teachers really favour about Jacob ...and their attitudes are very good. Especially when they face
his behavioural problems, they say that this is our job, we understand him, he does not do it
consciously, he does it because of his control problems. (P4)

She was positive. She did not pressure Alvin. (P1)

For me, the attitudes of the school were very important, and it was obvious that Edward was so
happy at school. (P3)

However, despite the positive perception of acceptance into the classroom, it was asserted that teachers
did not make a concerted effort to teach these children with SEN, and there was a negative belief in their
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ability to learn. The comments show that parents believed that being placed in an inclusive setting was
not sufficient in itself to ensure that their children would receive necessary and adequate support.

In fact, no different things have been done for Alvin in the class. (P1)

1 believe that if teachers took on responsibility, Edward would be at different position. Yes, you
see something but is that enough? I do not think so... they do not believe that he can be successful.
They are not sincere... they are only doing their duties, but they are not doing much. (P3)

This is what we always say at school, this school sees the disabled side of Darcy's first, then they
see him. (P2)

Turkish parents noticed a connection between the support from school administrators and the attitudes
of teachers regarding inclusive education.

... His education was good from the second to the fifth grade. Then the management changed,
and the administration wanted to remove these children from school in order to raise the overall
success of the school. ... Teachers in the school were good... When the administration changed,
everything was turned upside down. (P2)

According to parents’ comments, there appeared to be some inconsistency between the teachers’
affective and cognitive attitudes and their behaviour. This discrepancy might have various explanations.
Teachers may resist inclusion for various reasons, including concerns about class size, insufficient time
for preparation, lack of experience with such children, a lack of knowledge about disabilities, and
academic concerns.

After the teachers learned about Edward’s condition, they loved him very much... There were no
educators who did not want him in the class, but some who did not have enough knowledge about
him made him feel disturbed. (P3)

There is a concern about academic achievement here as well as in Turkey. I mean there are 30
students in the class and the teacher has to bring them to a certain academic level, but Jacob is
preventing it. (P4)

Formerly the schools were very good [with accommodating a child with SEN], but the school has
started to deteriorate because the schools in our region are trying to raise their students’ grades,
so they do not want your child, but to eject him. (P2)

The teacher was very good, but can she care about which one? Because there are so many
children. (P1)

Although only one parents could directly acknowledge the negative approaches toward accommodating
children with SEN in mainstream classes, all the parents agreed that teachers’ positive attitudes declined
when it came to believing in the children’s ability to achieve academically, and teachers did not provide
for the special needs of the children in the inclusive settings. Although such students were placed in
mainstream classes and schools due to their legal rights, this mandate could not prevent the bias of the
teachers against them. Therefore, it can be said that teachers’ attitudes towards inclusive education and
students significantly affect the experiences of families with such education.

Parents’ perspectives on inclusive education

In addition to the attitudes of teachers, the perspectives of parents on inclusive education play a crucial
role in supporting its effectiveness and influencing its evolution. Despite having supportive attitudes
towards inclusion, parents may exhibit diverse approaches to this form of education. For instance, when
they asked about their preferred type of education for children with SEN, some parents expressed a
desire for their children to be placed in inclusive settings primarily for social development and
preparation for real-life scenarios. However, they also indicated a preference for separate classes for
developing academic skills.
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1 told the manager that I would like Alvin to receive certain lessons in a separate class... I want
one-to-one classes for him. (P1)

... Because life is an example of inclusion, it's important for him when he goes into life. ... he can
go also Atlantis [name of the separate class] when he needs to go, or whenever he wants. But [
would like him to spend more time in inclusive settings. (P4)

According to these parents, education in a separate class posed a hindrance to their children's academic
development rather than promoting it. They asserted that a regular education setting was advantageous
not only socially but also academically. This highlights the diversity of perspectives among parents
regarding the most beneficial educational environment for their children with special educational needs
and their different expectations from inclusive education.

In essence these children do not need one-to-one lessons at all. When they give one-to-one, they
are dulling such children’s intelligence. Because it means discrimination. One-to-one is also
decreasing expectation from such children. (P2)

However, none of these parents considered changing their children’s school or type of education, even
if they had negative experiences with them. Parents tend to favour a process that is already underway,
as the familiarity and comfort associated with it reduce the likelihood of dissatisfaction and the challenge
of adapting to new experiences.

1 did not think about changing schools. The school is close to our home. In addition, all the
children know and love Alvin. He was used to the school and he has been going to the same school
for four years. (P1)

1 do not think to change school although it's a bit far from us right now. As I said, there are friends
of Jacob there, a process started, the teachers know him very well, they know very well what to
do, all the plans for him are carried out. That's why I never thought of changing the school. (P4)

We did not think about changing the school. He was already in the fifth grade, [and had attended
this school] from the kindergarten to the fifth grade, [and] all the friends in the same class helped
Darcy. (P2)

Parents emphasized the positive effects of inclusive education on their children with SEN, particularly
in terms of fostering normalization and self-acceptance.

1 think Edward always wants to see himself as normal. So, if he went to a different school,
Edward's feelings about himself would not be good. He would not be at peace with himself, so he
could not love his own features. If he attended a special school, he would always be thinking, 1
have autism. (P3)

Parental involvement

The participants also discussed the influence of their involvement in the education of their children with
SEN on their experiences with inclusive education. Regarding their communications with their
children's teachers, the parents in this study expressed that their interactions with educators were limited
or ineffective.

We come to the parents' meetings and we have only five minutes. I do not want only five minutes.
1 prefer that they say if there is something the parents want to discuss, we should come to school
after lessons are finished and our teachers will be available. We need a little more time, ... and it
is better to have half an hour. (P3)

We just meet once in a year. (P1)

1 did not have much communication with the classroom teacher. She was passive on this subject.
(P4)

However, participants identified additional barriers to parental involvement, including limitations
imposed by high class sizes. They emphasized that teachers were burdened with excessive workloads,
which serves as another obstacle to their active participation in their children's education.
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The classroom teacher does not inform parents thoroughly enough because she is responsible for
many students as mentioned before. But in the other class (referring to the special education
class), the teacher accommodates fewer children. She can give more information because she can
concentrate more on Jacob. (P4)

For example, there were class teachers who know lot of things. But here, the teacher is
responsible for ten classes. S/he has a lot of work. Can s/he be interested in each student? I mean,
in this case, the works would never end. (P3)

Moreover, Turkish parents identified the language barrier as an additional obstacle to their participation
in their children's education. This obstacle adds a distinct challenge to their ability to participate fully in
their children's academic experiences and school-related activities.

1 do not have much English. I could not tell him anything, nor did he tell me. I cannot discuss my
issues in English. (P1)

Participants were also queried about their experiences with Individualized Education Program (IEP)
meetings, a pivotal aspect of special education that offers another avenue for parental involvement in
the education of their children with SEN. Despite the significance attached to these meetings and their
mandated nature by state legislators, suggesting that parents are recognized as stakeholders in the
decision-making process, participants reported feeling excluded from these crucial discussions.

I was never invited to such meetings. They never mentioned about IEP, I do not have any
knowledge on this issue. (P4)

Darcy was home-schooling in the sixth grade. They decided it without our knowledge. They
telephoned us and told us that a teacher will come to our house. (P2)

Parents, despite having the legal right to appeal decisions related to their children's education, find that
the practical implementation of this right is ineffective. In essence, the formal mechanism designed to
provide parents with an opportunity to be actively involved in decisions concerning their children's
education, as mandated by legislation, was not functioning as intended.

At the end of the primary school before finishing the term, a list is given to all parents, so they
can choose their children’s secondary schools. They can choose four schools. We went to some
schools and asked if they could accommodate our child's condition and accept him. If they said
yes, we chose them and gave our list of choices, but our selections were ignored and we were told
our child needed to go to a special school. I objected to this decision, but it did not work. (P2)

Effects of living outside their home countries on parents’ experiences

This theme was emerged from responses given by parents when they were asked whether living a foreign
country affect their experiences with their children’s inclusive education. Interestingly, this theme
displayed the least amount of agreement among the participants compared to other themes. The point of
convergence was that, although they were asked nothing related to their experiences in Turkey, they all
compared England’s and Turkey’s inclusive education policies and practices.

1 already came here for Jacob's education. Because I know my future in Turkey. I did not want
teachers to label Jacob as a naughty child who was disruptive in school. (P4)

No, no there is no negative effect. I think it was better to be here because these issues have been
dealt with here for longer than in Turkey and England is ahead. People have been waking up
more recently in Turkey. I do not think that Edward would be recognised there. They would say
that this is his nature. (P3)

They are educating well. They're looking after everything. But that would be difficult to achieve
if I was in Turkey. Probably I would not have received half of the benefits. Economic conditions
should be good to achieve it. Private schools ... private doctors ... these are available here. (P1)

In general, parents held the belief that England was significantly more advanced than Turkey in terms
of services provided for children with SEN. The overall experiences of the parents regarding inclusive
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education while living in England were positive. However, it's worth noting that at least one parent had
negative experiences, primarily due to being unfamiliar with the education system in England.

Living here, not knowing the system ... because we did not receive our education here... these
were detrimental to us. These are our bad luck. (P2)

Indeed, these comparisons highlight that individuals' experiences in different countries significantly
influence their levels of satisfaction. Families who initially held negative expectations reported higher
satisfaction when they encountered positive situations:

1 guess once it was while they were playing some sport. They called me from the school. They
asked me to come and pick up Jacob because he had made his teacher tired and upset. I went to
the school and told the teacher that I would not bring Jacob the next day because he caused
difficulty, and I was very sorry. If this happened in Turkey, teachers would say do not bring him,
so I was expecting something like that. But the teacher said, no, it is our duty, so yes Jacob may
make us tired, but we are doing our job, and a child with hyperactivity is not easy to look after.
We know this, and you have the right to rest. Please bring Jacob. I was very happy. (P4)

In addition to the influence of living in England on Turkish parents' encounters with inclusive
education for their children with SEN, they also discussed the impact of their foreign background
on teachers' attitudes towards both the children and the parents. On this matter, the parents held
diverse views. Some parents asserted that teachers did not exhibit negative attitudes toward their
ethnic origins or backgrounds and did not treat them differently based on their cultural
backgrounds.

Some Turkish people always say, uh, we are strangers, they are doing something different for us.
1 never felt that way. ['ve been working with the British for years, I did not feel that way. (P3)

It was nice...If an English boy had been in this situation, he would be treated in the same way in
the school. They behave the same with Jacob as with any child. It makes me happy. (P4)
One family, on the other hand, contended that their foreign background and speaking a different
language resulted in discrimination by teachers.

Since Darcy did not have a statement, he was excluded. Other children who did not have
statements continued. They discriminated against us. (P2)

After the new administration came, to raise the school's ratings, they wanted to exclude children
with SEN from the school. ... The parents of Gabriel (pseudonym), who was in the same condition
as our child, went to a lawyer because their main language was English. The lawyer sent a letter
to the school and the administration took him back to the school. The child stayed in the school.
Although Darcy’s condition was better than Gabriel’s, they exclude sent him out of inclusive
education. (P2)

This experience indicates that ethnicity can cause various changes in professionals' perceptions, attitudes
and behaviours. These changes can occur depending on the professionals' origins, regions and even the
language they use. No common conclusion has been reached on the factors influencing professionals.

Discussion

The primary objective of this study was to examine the perceptions and satisfaction of Turkish parents
regarding the inclusive education provided to their children with SEN in England, drawing insights from
their experiences as parents living outside their home country. Although the study did not directly
measure the parents' levels of satisfaction, their perspectives and interpretations offered valuable
indications of their contentment and concerns regarding their children's inclusive education. The key
finding of the study indicates that the experiences of these Turkish parents, whose children with SEN
are being educated in England, align closely with the experiences of native parents in previous studies.
However, notable challenges were identified, indicating that Turkish parents of children with SEN face
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additional school-related issues in England. Parents were generally satisfied with inclusive education in
England because they felt that it was more developed than in Turkey in terms of the opportunities
offered, while some were less satisfied because of the aspects that could be improved but were still
supportive of inclusive education practices.

For Turkish parents, the process of diagnosis emerges as a crucial initial step toward inclusive education.
While some may initially feel uncomfortable with this step, many view diagnosis as a source of relief,
ameans of avoiding self-blame. The act of obtaining a diagnosis serves to eliminate uncertainty, thereby
reducing anxiety for parents, educators, and even the children themselves (Lauchlan and Boyle, 2007).
Another significant effect of the diagnosis is its potential to prevent parents from feeling helpless and to
guide their decision-making and actions. Parents' comments suggest that connecting a problem to its
root cause can make the situation more understandable for the child, the family, and society at large.
This understanding may be linked to the human need to feel a sense of belonging in a community, a
connection encouraged by the acknowledgment provided through a diagnosis (Cline and Frederickson,
2009). However, contrary to the high level of support parents receive from educators during the
diagnostic process as emphasized by Stevens and Wurf (2020), it has been revealed that in the diagnostic
process in England, teachers do not assist in guiding and even fail to consider families who have noticed
their children's condition. Obtaining a diagnosis may be a prerequisite for accessing government funds
necessary to provide essential services that these students might not otherwise receive, as emphasized
by Arishi et al. (2017). Therefore, the act of diagnosis can be seen as a political requirement, essential
for the equitable distribution of resources to students with SEN.

The parents perceived teachers as generally welcoming in terms of accepting children into their
classrooms. However, they expressed reservations about the teachers' belief in their children's potential
for success. This concern may arise from the understanding that if teachers lack positive expectations
regarding the learning abilities of students with SEN, they might not exert sufficient effort to teach them
effectively. This situation is consistent with the study by Stevens and Wurf (2020), which indicates that
parents have negative perceptions regarding the knowledge level and individualised teaching abilities
of teachers in inclusive classrooms. For an inclusion system to be deemed successful, parents should
have confidence in the schools' competence to understand and meet the needs of all children (Elkins et
al., 2003). Therefore, if the education of children with SEN in either part-time or full-time inclusive
settings leads to a lack of trust in the quality of education within the community, it raises questions about
the effectiveness of such educational practices. Physical inclusion in regular classes is not enough to
increase students with SEN's successful participation (Nepi et al., 2013).

The observed discrepancy in teachers' approaches toward inclusive education may be attributed to
several factors. Firstly, the process of inclusive education, which involves managing a diverse group of
children with different characteristics and needs, requires teachers to possess specific skills and
dispositions. Similarly, creating a multicultural educational environment requires diversifying teaching
settings and programs, adapting them to different cultures and student needs (Cirik, 2008). It also
necessitates a willingness to adapt their conventional teaching methods, a prospect that may not be
welcomed by many teachers who perceive inclusive education as a threat that could increase their
workload (Hassanein, 2015; Knight, 1999). Despite working in inclusive settings, teachers' perspectives
on disabilities may influence their attitudes toward inclusion. For instance, teachers who view
disabilities as inherent and believe that their effects cannot be changed may resist altering their teaching
styles in inclusive classrooms. Similar sentiments were expressed by participants in Whitaker's (2007)
UK research, highlighting the link between the failure to implement suitable, inclusive teaching
practices and a lack of understanding of disability. This situation supports the notion, as stated by
Runswick-Cole (2008), that the UK continues to construct barriers to inclusive education, adopting an
approach that places the problem within the child themselves. Despite legal mandates placing such
students in mainstream classes and schools to uphold their rights, these regulations did not prevent biases
among teachers. Consequently, it can be asserted that teachers' attitudes toward inclusive education and
students significantly impact the experiences of families within such educational contexts.

Similar to Elkins et al. (2003), Turkish parents express some concerns about class size and teachers'
attitudes toward children's special needs. However, despite these reservations, none of the parents
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expressed a desire to change their child's current school or program placement. The findings of the
current study shed light on parents' preference for inclusion, emphasizing that inclusive settings offer
students with SEN opportunities to prepare for real-life situations, build friendships, and develop
socially. These results align with existing literature indicating that parents support inclusive education
primarily for its positive social outcomes (Narumanchi and Bhargava, 2011, Duhaney and Salend,
2000). Additionally, in line with Elkins et al.'s (2003) observations, Turkish parents also believe that
inclusive education enhances expectations for their children and contributes to the development of
academic and functional skills through increased mental stimulation. This underscores a positive
perspective on inclusive education's potential to foster not only social but also academic and cognitive
growth for students with SEN.

Despite the unanimous support for inclusion expressed by parents, most were dissatisfied with the
academic development of their children with SEN. This is a significant finding, indicating that these
parents perceived a need for additional academic support for their children with SEN. This aligns with
the findings of Palmer et al. (2001) and Gilmore et al. (2010), who reported that parents believe general
education teachers do not adequately provide individualized academic instruction, and that their
children's academic needs are better met in segregated settings.

Moreover, the study revealed that parents whose children were in part-time inclusion were more
favourable toward inclusive education than those with children in full-time programs. The preference
for part-time inclusion was attributed to the belief that such hybrid programs offered more instructional
accommodations and specialized teaching, addressing the parents' primary concern about fully inclusive
education (Leyser and Kirk, 2011). Essentially, they viewed inclusive education as a means for their
children to socially “normalise” while still recognising the necessity for special support for academic
growth. This nuanced perspective highlights the intricate interplay of social and academic considerations
within the context of inclusive education for children with SEN.

Contrary to some studies indicating that parents of children with Down Syndrome may lean toward
supporting full-time inclusive education, while parents of children with autism may prefer part-time
inclusion (Kasari et al., 1999), the current study did not find support for this pattern. The findings suggest
that parents' perspectives on inclusive education are more likely to be influenced by the extent to which
their children are affected by their disabilities rather than the specific diagnoses (Zanobini et al., 2017).
This aligns with the conclusions drawn from Leyser and Kirk's (2004) study. For instance, in this current
study, two parents with children diagnosed with Down Syndrome expressed differing views, and a
parent with a child with autism favoured full-time inclusion for her child, aligning with the preference
of one of the parents of children with Down Syndrome. This observation implies that Turkish parents'
satisfaction with inclusive education may be determined more by the severity of the disability rather
than the specific type of disability.

Parallel to the literature (e.g. Burke, 2013; Fish, 2008), there is typically a negative relationship between
Turkish parents' involvement in their children's education and their own satisfaction levels. In contrast
to the literature, where parents may attend meetings but feel their involvement is tokenistic (Burke,
2013), these Turkish parents have not even been invited to such meetings, indicating a more fundamental
issue. Freeman et al. (1999) discovered that parents with higher educational levels exhibited increased
engagement in their children's education. However, the current study's findings do not align with this.
Irrespective of their educational backgrounds, all participating parents expressed discontent regarding
their opportunities for involvement and how they were treated in this regard. Feeling uninformed and
excluded may lead to a belief that they and their children are not as accepted or valued by education
professionals compared to native parents in England. However, acceptance has been found to be a
crucial factor in successful inclusive education (Lovitt and Cushing, 1999, Soodak and Erwin, 2000,
Frazeur Cross et al., 2004). Another significant barrier hindering parents' active participation in their
children's education may be the perception among professionals that they possess superior knowledge
and expertise. This belief may lead professionals to be less receptive to parents' input, limiting their
involvement to routine matters like signing documents (Fish, 2008). This points to a gap between the
theoretical importance and the practical implementation of parental involvement in the IEP process,
indicating a potential disconnect between policy intent and the experiences of parents in these meetings.
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Moreover, it is suggested a potential source of conflict between parents and teachers due to differing
ideas about the meaning and functions of parental involvement. While parents may desire more active
participation, teachers might interpret involvement merely as obtaining approval and signatures on
documents.

Another point of contention is the assertion by parents that their preferences regarding the schooling of
their children with SEN are not considered. This could imply bureaucratic hurdles, delays, or other
obstacles that hinder parents from effectively utilising the right of appeal in real-world situations. The
disconnect between the legal provision and its practical application raises concerns about the
accessibility and functionality of the appeal process for parents in their efforts to contribute to decisions
regarding their children's education. This lack of consideration may contribute to dissatisfaction among
parents. Furthermore, language differences between professionals and families are identified as a barrier
to parental participation. Burke (2013) argues that parents may feel hesitant to express their
dissatisfaction, and even when they attempt to share their concerns, they might encounter an adversarial
attitude. In some cultures, parents may be reluctant to voice their concerns, believing that criticism and
complaints against authority figures and professionals are not well-received. Ethnicity and language
differences may exacerbate these reservations. Professionals may fail to understand the needs and
problems of parents who are unable to express their feelings and thoughts effectively due to language
barriers. That is why, the absence of interpreters in schools is highlighted as a significant challenge that
needs attention. While this study did not directly compare experiences between parents from different
cultures, it did identify cultural differences between Turkish parents and teachers in England as a factor
influencing communication. This observation aligns with the findings of Sontag and Schact (1994), who
reported that cultural differences had a negative impact on communication between parents and
educators, resulting in decreased parental involvement. So, it can be said that these Turkish parents’
satisfaction fluctuated depending on the aspect of the inclusion program being discussed.

While the existing literature does not clearly support or oppose the findings, the current study indicates
that living in a foreign country has both positive and negative impacts on the experiences of Turkish
parents with their children's inclusive education. Positive sentiments were expressed regarding the
advantages of living in England, particularly in terms of inclusive education for children with SEN.
These positive responses may stem from the multicultural context influencing the parents' initial
expectations and subsequent satisfaction with their children's inclusive education in their current country
of residence, especially if their previous experiences in their home country were negative. In other
words, if they began with lower expectations towards their children’s inclusion, they might experience
a higher level of satisfaction than under typical circumstances.

Conversely, the study reveals that differences between the Turkish and British educational systems could
lead to challenges in adjustment, resulting in negative experiences for parents. This highlights the
nuanced impact of cultural and educational differences on the experiences of parents of children with
SEN in inclusive education settings.

Despite variations in the locations of schools attended by the participant Turkish parents, their
experiences with their children's inclusion did not significantly differ. The initial expectations of the
study based on ethnicity, was anticipated that Turkish parents would report more negative experiences
and encounter more challenges during the placement process. However, the study revealed that, although
they did have complaints, the experiences of the participating parents were largely similar. The reported
experiences indicated that the attitudes of professionals toward individuals from diverse ethnic
backgrounds did influence the parents' overall experiences.

Limitations and Implications

To investigate this complicated and highly emotional situation, which is Turkish parents' experiences
about inclusive education of their children with special educational needs in England, qualitatively, the
parents’ own words in describing their experiences were used as data. However, some limitations must
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be acknowledged. The data were exclusively collected through interviews, lacking observational data to
validate the reliability of parents' accounts. Additionally, the study interviewed only four Turkish parents
of children with SEN in England, limiting the exploration of diverse disabilities. However, the
participants' children belonging to different age groups and having different types of disabilities have
also narrowed the scope of the study. Families with children from different age groups and with different
types of disabilities may significantly differ in their views regarding their children's education. The
results may not be generalised to other immigrant populations with children having SEN, although they
contribute to the development of a new theory relevant to these experiences.

Despite these limitations, the study offers implications for future research. Comparative studies could
explore the experiences of parents from different ethnic backgrounds living in England. Extending the
research to Turkish parents in other foreign countries could provide a broader perspective. Obtaining
the opinions of Turkish people in England regarding inclusive education could serve as an important
source for shaping special education policies. Experiences of families from specific ethnic groups
regarding inclusive education can provide policymakers and education experts with diverse
perspectives. These data could assist in the development of more inclusive, effective, and culturally
sensitive inclusive education policies. Including a more diverse range of disabilities and severity levels
would deepen the understanding of parents' experiences and satisfaction based on the type of diagnosis.
Generalisability could be enhanced using different research methods and larger participant samples.

Conclusion

The results allowed highlighting significant links between different types of variables and different
sources affecting parents' perception of and satisfaction with their children' inclusion that can be useful
to promote better policies and practices in inclusive education. Although the results show some
convergence with other research on parenting experiences, the research is considered important in terms
of revealing the specific difficulties encountered by Turkish parents in England terms of inclusive
education. The diagnostic process came out to be a crucial component, offering relief, understanding,
and access to the required support services. Concerns about teachers' beliefs in students' potential and
the need for additional academic support indicate areas for improvement in the inclusive education
system.

Another result that should be highlighted is although parents are considered by law to be the decision-
makers in the placement of their children (Duhaney and Salend, 2000), the opinions of Turkish parents
in England inclusion education system have been ignored. This underlines that challenges arise due to
disparities in educational systems, emphasizing the need for proactive measures to address
communication gaps and cultural differences.

Burke (2013) points out that without parental involvement, students with SEN tend to be more likely to
receive insufficient and/ or inappropriate services. The study identifies potential conflicts between
parental desires for active participation and teachers' interpretations, necessitating a re-evaluation of the
practical implementation of parental involvement in the IEP process.

This study contributes to the understanding of factors influencing the experiences and perspectives of
parents of children with SEN living outside their home countries. It highlights the need for enhancing
teachers' and policymakers' understanding of these factors to create a more inclusive mainstream school
ethos. Eventually, considering non-native parents' opinions regarding school inclusion may aid in
determining which elements are more crucial to families and which ones require improvement. Beyond
the particular context of Turkish parents, the findings offer broader issues for improving inclusive
education systems worldwide. This approach can make inclusive education more comprehensive and
effective.
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Arastirma Makalesi

Ingiltere'de Ozel Egitim Ihtiyaci Olan Tiirk Ogrencilerin
Kaynastirma Egitimine Iliskin Ebeveyn Deneyimlerinin
Incelenmesi'

Tansu INCE CAKAN?
Ozet
Bu nitel ¢alisma, Ingiltere’de kaynastirma siniflarinda egitim géren ozel
egitim gereksinimi (OEG) olan Tiirk égrencilerin  ebeveynlerinin
deneyimlerini arastirmaktadwr. Kaynastirma egitimine yonelik artan

Makale Haklkinda ilgiye ragmen, farkl iilkelerden gelen ebeveynlerin bu tiir egitimin
etkililigi ve kalitesine iligkin bakis agilart simwrly ilgi gormiistiir. Bu
Génderim Tarihi: 11.12.2023 calisma, kaynastirma programlarin planlanmasi ve uygulanmasinda
farkly iilkelerden gelen ebeveynlerin deneyim ve algilarmin dikkate
Kabul Tarihi: 17.04.2024 almmaswin 6nemini vurgulamaktadir, ¢iinkii onlarin bakis agilart
Yayin Tarihi: 15.05.2024 kiiltiirel olarak duyarli kaynastirma egitiminin gelistirilmesine katkida

bulunmaktadir. Arastirmada ¢ocugu ozel gereksinimli olan dort Tiirk
ebeveyn, yart yapulandirilmig goriismelere katilmis ve ¢ocuklarinin
Ingiltere’de  aldig1  kaynastirma  egitimiyle ilgili ~ deneyimleri
dogrultusunda bes tema ortaya ¢ikmistir. Bulgular, Ingiltere'de
kaynastirma egitimiyle ilgili ¢esitli deneyimlere isaret etmekte ve mevcut
literatiirdeki bazi bulgulart dogrulamaktadir. Calisma, Ingiltere'de
Anahtar Kelimeler yasamanin 6zel gereksinimli ¢ocuklarin kaynastirma egitimi iizerinde
Kaynastirma egitimi, ebeveyn hem olumlu hem de zorlayict etkileri oldugunu ve Tiirk ve Ingiliz egitim
sistemleri arasindaki farkhiliklarin bazi zorluklar ortaya ¢ikardigini
gostermektedir. Ayrica, katihmcilar tarafindan bildirildigi iizere,
profesyonellerin farkli etnik kokenlerden gelen bireylere yénelik
goriisleri, Ingiltere’de yasayan Tiirk ebeveynlerin deneyimlerini
etkilemistir. Hepsi beraber ele alimdiginda, bu sonuclar kapsayici
egitimde daha iyi uygulamalar tesvik etmek icin faydali hususlart
ortaya koymaktadir.
Ince Cakan, T. (2024). Ingiltere'de Ozel Egitim ihtiyaci Olan Tiirk
Alint1 icin Ogrencilerin Kaynagtirma Egitimine Iliskin Ebeveyn Deneyimlerinin
incelenmesi. MSKU Egitim Fakiiltesi Dergisi, 11(2), 137-155. DOI:
10.21666/muefd.1403529

memnuniyeti, ¢ok kiiltiirlii
ebeveynler

Son zamanlarda, sosyal uyumu tesvik etmede algilanan rolii nedeniyle ¢esitli lilkelerde kaynastirmaya
giderek daha fazla vurgu yapilmaktadir (Armstrong vd., 2011). Ayrica, kaynastirma, reformu
desteklemek ve cesitliligi tesvik etmek icin bir strateji olarak goriilmektedir (Ainscow, 2005).
Kaynagtirma kavrami, normal miifredatin, 6zel gereksinimli 6grencilerin ihtiyaglarina gére uyarlanarak
onlarm bu miifredata katilimlarini artirmay1 ve boylece normal okul ortamlarindan dislanmalarini etkili
bir sekilde azaltmay1 amaclamaktadir. Amerika Birlesik Devletleri, Birlesik Krallik, iskandinav iilkeleri
ve Tirkiye gibi gesitli iilkeler, 6zel egitim ihtiyaci olan 6grencileri onlar i¢in herhangi bir diizenleme
olmadan normal egitim ortamlarma dahil etmeyi (Vanderpuye, 2013) amagclayan birlikte egitim
uygulamalarini, kaynagtirmaya doniistirmeyi hedefleyen bir degisime gitmislerdir. Bu degisim, 6zel
gereksinimli 6grencilerin smif ortaminda yalmizca fiziksel olarak bulunmalarinin Gtesine gegerek,
normal egitim ortamlarina aktif olarak dahil edilmesini icermektedir (De Boer, Pijl ve Minnaert, 2010;
Lamport vd., 2012).

' Bu ¢aligma yazarin yiiksek lisans tezinden tiretilmistir.
2 University of Plymouth, tansu_incel9@hotmail.com, ORCID: 0009-0007-1061-4363
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2023 yilinda, Egitim Bakanligi (DfE, 2023) tarafindan bildirilen Ingiltere'deki dzel egitim ihtiyaglarma
iligkin ulusal istatistikler, Education, Health and Care Plan (EHCP, Egitim, Saglik ve Bakim Plan1) olan
ve olmayanlar da dahil olmak fiizere toplam 1.572.555 6grencinin 6zel egitim destegi aldigim
gostermektedir. Bu, bir 6nceki yila kiyasla 6zel egitim ihtiyaci olan 6grenci sayisinda 87.000'den fazla
bir artist temsil etmektedir. Bu rakamin biiyiikliigii, Ingiltere'de 6rgiin egitimdeki kaynastirma
Ogrencilerinin oraninda muhtemel bir artiga isaret etmektedir. Bununla birlikte, kaynastirma egitiminin
artmasinin ve daha yiiksek kayit sayilarinin, bu tiir egitim girisimlerinin kalitesi ve basaris1 hakkinda net
bir fikir vermeyecegini belirtmek 6nemlidir (Frazeur-Cross vd., 2004). Diger bir ifadeyle, niteliksel
gelismelere odaklanmak, sayisal verilerden daha faydali olabilir.

Kaynagtirma egitimi siirecinde basarty1 etkileyen temel faktorleri anlamak, daha kapsayici bir okul
ortami gelistirmek i¢in ¢ok onemlidir (de Boer, Pijl ve Minnaert, 2010). Kaynastirma egitiminde
edinilen bilgilerin giinliik yasamda uygulanmasi ve bu becerilerin kaliciliginin saglanmasinda biiyiik
role sahip olan ailelerin, kaynastirma egitiminin basarisindaki énemi tartisilamaz (Erden ve Aslan,
2022). Frazeur Cross ve digerleri (2004) de, cocuklarinin gelisimini desteklemede birincil sorumlulugu
tagiyan ebeveynlerin, kaynastirmanin uygulanmasi lizerinde 6nemli bir etkiye sahip oldugunu
vurgulamaktadir. Stevens ve Wurf (2020) ebeveynlerin, gocuklarinin egitiminin en dnemli savunuculari
oldugunu ve egitim reformuna dahil olmalarinin hayati énem tasidigim1 vurgulamaktadir. Vanderpuye
(2013) ise bu baglamda, ebeveynlerin faaliyet ekibine aktif olarak katildiginda programlarin daha
basarili ve kalici olmasmin muhtemel oldugunu sdylemektedir. Bu nedenle, farkli {ilkelerde
gergeklestirilen pek c¢ok caligmanin, ebeveynlerin g¢ocuklarmin egitimiyle ilgili deneyimlerini,
tutumlarini, algilarini ve memnuniyetlerini incelemesi sasirtict olmaz (6r. Bitterman, vd., 2008; de Boer,
Pijl ve Minnaert, 2010; Freeman vd., 1999; Leyser ve Kirk, 2004; Réty ve Kasanen, 2007). Aksine,
kaynastirma egitimini iyilestirmenin bir araci olarak goriildiigiinde kritik bir kaynak olabilir.

Yapilan aragtirmalar hem o6zel egitim ihtiyact olan hem de tipik gelisim gosteren ¢ocuklarin
ebeveynlerinin, ¢ogunlugunun kaynastirma egitimine olumlu bir bakis a¢isina sahip oldugunu
dogrulamaktadir (de Boer, Pijl ve Minnaert, 2010; Elkins vd., 2003; Freeman vd., 1999; Stevens ve
Waurf, 2020). Benzer sekilde, Narumanchi ve Bhargava (2011), kaynastirma egitiminin, 6grencilerin dil,
sosyal ve motor becerileri lizerindeki olumlu etkisi, arkadagliklar desteklemesi ve olumlu rol modelleri
saglamasi1 nedeniyle ebeveynlerin ¢ogunun bu egitimi destekledigini belirtmislerdir. Diger bir ifadeyle,
kaynastirma egitiminin, ¢ocuklara sosyal yasam becerilerini gercek yasam deneyimleriyle kazandirmay1
saglamas1 (Kogyigit, 2015), ebeveynlerin bu egitime olumlu bakmasinin temel nedenlerinden biridir.
Bununla birlikte, Elkins ve digerleri (2003), normal egitim ortamlarindaki yiiksek beklentilerin ve artan
zihinsel uyarimin ¢ocuklarda akademik basarinin ve islevsel becerilerin gelismesine katkida bulundugu
fikrinin altim1 ¢izmektedir. Dolayisiyla, kaynastirma egitiminin ¢ocuklarin geligsimine olan etkisinin
ebeveynlerin bakis agilarii sekillendirdigi soylenebilir.

Ebeveynlerin kaynagtirma egitimine biiyiik 6l¢iide olumlu yaklagtigini gosteren ¢ok sayida arastirmaya
ragmen, bir kisim ebeveyn de bu egitimin uygulanmasina iliskin ¢ekincelerini ve endiselerini dile
getirmiglerdir. Tipik gelisim gosteren sinif arkadaglarn tarafindan sozli ve fiziksel istismara ugrama,
sosyal dislanma, alay edilme, yetersiz 6gretim, yavas akademik ilerleme ve smif 6gretmenlerinin 6zel
egitim gereksinimi olan ¢ocuklara yonelik tutumlar ortaya ¢ikabilecek endiselerden bazilaridir (Leyser
ve Kirk, 2004). Ornegin, Palmer ve digerleri (2001), baz1 ebeveynlerin ¢cocuklarinin normal siniflarda
yeterince akademik veya sosyal destek almadiklarini diistindiiklerini tespit etmistir. Arastirmaya katilan
bir ebeveyne gore, normal okullardaki 6gretmenler, 6zel egitim ihtiyaci olan ¢ocuklar i¢in hayati 6nem
tagiyan Dbireysel egitim veya yasam becerilerinden ziyade akademik miifredata odaklanma
egilimindedirler. Runwick- Cole (2008) ise Ingiltere’de yaptig1 calismasinda ebeveynlerin kaynastirma
smiflarina devam eden orta derecede 6grenme giicliigii olan ¢ocuklarinin neredeyse tamaminin yardimci
ogretmenler tarafindan egitildigine inandigini ortaya koymustur. Bununla birlikte, Gilmore ve digerleri
(2010) calismalarinda ise, Down sendromlu ¢ocuklarin ebeveynlerinin ¢ogunlugunun, ¢ocuklarinin
gereksinimlerinin 6zel egitim smiflarinda daha iyi karsilanacagina inandigimi belirtmistir. Bu inang,
ebeveynlerin 6gretmenlerin kaynastirma egitimi konusunda siirekli egitim almas1 gerektigi ve
bireysellestirilmis egitim saglama becerileri konusunda endise duymalanyla ilgili kaygilarim
yansitmaktadir (Stevens ve Wurf, 2020). Bununla beraber, kaynastirma egitimi hakkindaki olumsuz
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ebeveyn goriislerinin diger nedenleri ise, 6zel gereksinimli ¢ocuklarin, sinif 6gretmenleri tarafindan
yeterince hos karsilanmadigini diislincesi, kalabalik sinif mevcutlari, zor 6grenme ortamlari ve
ogretmenlerin her 6grencinin farkli ihtiyaglarimi karsilama konusundaki isteksizlikleri gosterilmektedir
(Elkins vd., 2003).

Ozel gereksinimli gocuklara sahip ebeveynlerin kaynastirmaya yonelik algilar1 ve gériislerini inceleyen
¢aligmalarin (6rn. Elkins vd., 2003; Gilmore vd., 2010; Parsons vd., 2009b; Stevens ve Wurf, 2020) yan
sira, bu egitim ortamlarindan memnuniyetlerine odaklanan calismalar da bulunmaktadir. Ornegin,
Freeman ve digerleri (1999) tarafindan yapilan bir ¢alismada, 6zel egitime ihtiyaci olan tiim ¢ocuklarin
ebeveynlerinin, ¢ocuklarinin mevcut egitim ortamlarindan memnun olduklar1 ancak 6zel egitim ihtiyaci
olan ve normal simiflarda kaydi bulunan ¢ocuklarin ebeveynlerinin daha fazla memnuniyet gosterdigi
bulunmustur. Buna karsin, Parsons ve digerleri (2009a) tarafindan yiiriitiilen bir bagka ¢alismada ise,
0zel egitim ihtiyact olan ve 6zel egitim ortamlarina yerlestirilen ¢ocuklarin ebeveynlerinin en memnun
ebeveynler oldugu belirtilmistir. Cocugun agir veya hafif engelli olmas1 (Leyser ve Kirk, 2004) ve
cocugun sahip oldugu engel tiirii (Kasari vd., 1999) ebeveynlerin kaynastirma egitiminden memnuniyet
derecesini etkileyen bazi1 faktdrler olarak bulunmustur. Ancak, Zanobini ve digerleri (2018)
calismalarinda, belirli engel tiirleriyle ebeveyn memnuniyeti arasinda herhangi bir baglanti
bulamamisti. Bununla birlikte, ebeveyn memnuniyetinin, ebeveynlerin ¢ocuklarinin egitimine
katilimlarina iligkin algilari, okulun atmosferi (Laws ve Millward, 2001) ve ebeveynlerin kiiltiirel
gecmisi gibi baglamsal faktorler (Sontag ve Schact, 1994) gibi ek unsurlarla iligkili oldugu da ileri
stiriilmiistiir Ayrica, Lovitt ve Cushing (1999), ebeveynler ve egitimciler arasinda etkili iletisim ve is
birliginin memnuniyet diizeylerini etkilediginin altim1 ¢izmektedir. Sonug olarak, 6zel egitim alaninda
sinirli sayida yapilan aile memnuniyeti ¢alismalari ve celigkili bulgular, bu alanda daha fazla arastirma
yapilmasi gerekliligini gostermektedir.

Arastirmalar, egitimde kiiltiiriin de etkilerini ortaya koymaktadir. Herring ve White (1995) 6grencilerin
biligsel Ogrenme siire¢lerinde etnik kokenlerinden kaynaklanan ¢esitliliklerin - bulundugunu
belirtmektedir. Her toplumun kendi kiiltiirel degerleri, inanglar ve oncelikleri vardir ve bu unsurlar
egitim stirecini derinden etkiler. Bu nedenle, 6zellikle iki veya daha fazla kiiltiirel toplulugun bulundugu
cok Kkiiltiirlii toplumlardan (Alan, 2022) olusan iilkelerde, bireylerin gelisimine destek olmak i¢in ¢ok
kdiltiirliillik kavramimin egitim sisteminin bir parcasi olmas1 gerektigi vurgulanmaktadir (Cirik, 2008).
Cok kiiltiirlii egitim savunuculari, bir iilkenin egitim sisteminin, o {ilkede yasayan herkesin ihtiyaglarini
karsilamas1 gerektigini ve tiim toplumsal kesimlere egitimde firsat esitligi saglamasi1 gerektigini 6ne
stirmektedirler (Acikalin, 2010). Bu aslinda kapsayici egitim uygulamalarinin da temel amacim
olusturmakta olup, bireylerin egitimden en iyi sekilde faydalanabilmesi ve potansiyelini
gergeklestirebilmesi i¢in egitimin herkes igin esit ve adil olmas1 gerektigini ifade etmektedir. Bauer
(2009), “herkes” derken sadece 6zel egitime ihtiyaci olan &grencileri degil, azinlik etnik ve inang
gruplari, siginmacilar ve miilteciler, iistiin zekal ve yetenekli 6grenciler gibi herhangi bir dezavantaja
maruz kalan veya diglanma riski altinda olan herkesi kastetmistir.

Alan (2022) tarafindan belirtildigi gibi, Ingiltere ¢ok kiiltiirlii iilkelerden birisidir. Ingiltere Ulusal
Istatistik Ofisi'nin 2021 (ONS, 2022) verilerine gére, niifusunun %16,8'i gd¢menlerden olusmaktadir.
Bu, iilkedeki gd¢men niifusunun énemli bir boliimiinii temsil etmektedir ve Ingiltere'nin cesitliligini ve
cok kiiltiirliiliigiinii yansitmaktadir. Bu cercevede, Ingiltere'deki kaynastirma egitiminin kalitesini
artirmak i¢in, farkli etnik kdkenlere sahip ¢ocuklarin ve ailelerinin bu egitimle ilgili goriislerini anlamak
onemlidir. Bu gortslerin dikkate alinmasi, daha kapsayici ve etkili bir egitim ortami saglama ¢abalarina
katkida bulunabilir. Bu nedenle Tiirk ebeveynlere Ingiltere’deki egitim hizmetlerinin
degerlendirilmesinde s6z hakki vermek icin onlarin kapsayici okul uygulamalarina iliskin deneyimlerini
arastirmak ¢ok Onemlidir. Sonuc olarak bu calisma, Ingiltere’deki kaynastirma programlarinin
basarisinda hayati rol oynayan farkli kiiltiirden gelen 06zel gereksinimli cocuklara sahip Tiirk
ebeveynlerin deneyimlerini inceleyerek mevcut literatiire katkida bulunmay1 amaglamaktadir.

Oncelikli hedefler asagidaki sorulari ele almaktir:
- Ingiltere'de yasayan Tiirk ebeveynlerin dzel gereksinimli gocuklart igin kaynastirma egitimine

iligkin algilar1 nelerdir?
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- Yabanci bir lilkede yasamak, bu ebeveynlerin ¢ocuklarimin kaynastirma egitimiyle ilgili
deneyimlerini nasil etkilemektedir?

Yontem

Arastirmanin deseni

Bu calismada nitel arastirma yaklagimi benimsenmistir. Nitel arastirma, “bireylerin veya gruplarin
sosyal veya beseri bir soruna atfettikleri anlami kesfetmeye ve anlamaya yonelik bir yaklagimdir"
(Creswell, 2014, s.4). Bu caligma, Ingiltere’de yasayan Tiirk ebeveynlerin g¢ocuklarinin kaynastirma
egitimi hakkindaki deneyimlerini anlamaya c¢aligsacaktir. Bu amaci gergeklestirmek i¢in nitel aragtirma
desenlerinden biri olan durum caligsmasi kullanilmistir. Johnson ve Christensen (2014, s. 104), durum
caligmasi yonteminin "bir veya daha fazla vakaya dair detayl bir anlatim ve analiz sunan arastirmalar1”
ifade ettigini belirtmistir. Bu baglamda, Tiirk ebeveynlerin Ingiltere'deki kaynastirma egitimini
algilamalar1 incelenmistir. Arastirmanin etik yonleri, Bristol Universitesi Arastirma Etik Kurulu
tarafindan onaylanmig ve 4868 referans numarasiyla kayit altina alinmistir.

Katihmcilar

Aragtirmanin hedefleri dogrultusunda, ¢alisma igin amach 6rnekleme yontemi kullanilmigtir. Amaclh
ornekleme, nitel aragtirmalarda siklikla tercih edilen bir yontemdir; ¢linkii ilgilenilen konuyla ilgili bilgi
bakimindan zengin vakalarin belirlenmesi ve se¢ilmesini saglar (Palinkas vd., 2015). Bu yontem
ozellikle, belirli ve siirlayict niteliklere sahip olan ve ulasilmasi gii¢ olan bireyleri arastirmaya dahil
etmek i¢in kullanilir (Yildiz, 2017). Bu baglamda, arastirmaya katilan katilimcilar dikkatlice secilmis
olup, katilimcilarin Ingiltere'de yasayan Tiirk kdkenli ve kaynastirma smifina devam eden 6zel
gereksinimli bir ¢ocuga sahip olmalarnn gibi belirli 6zellikler dikkate alinmisti. Bu dogrultuda,
aragtirmanin hedeflerini en iyi sekilde yansitacak dort katilimci belirlenmistir. Durum g¢aligmalari igin
dort katilimer yeterli bir sayidir (Creswell, 2014). Katilimcilarin ve ¢ocuklarmin 6zellikleri Tablo 1'de
Ozetlenmistir.

Tablo 1. Katilimeilarin ve ¢ocuklarinin 6zellikleri

'z 5=y % o o
E 85 = =8 - S ES_ E
£ o 2 g g5 =l = 222 &
> = > > 5 © =] .2 5 178
O L g O o g 00 < o0 s g2 <
52 5% Bz BS gk g % = 220 B
mg EES BE P S S & £ SATE- RN~
El 9 yil 29 Ilkokul Ali 8 3 Down 3 Yari
(Anne) sendromu zamanli
E2 35yi1 60 Lise Doruk 127 Down 6 Tam
(Baba) sendromu zamanli
E3 27yl 50 On lisans  Edip 14 9 Asperger 3 Tam
(Anne) sendromu zamanli
E4 4yil 48 Lisans Yaman 9 4 DEHB 2 Yari
(Anne) zamanlt

Tablo 1'e gore, katilimcilarin ¢ocuklarmin 8-14 yas araliginda 6zel gereksinimli erkek ¢ocuklar oldugu
ve yari veya tam zamanli kaynastirma egitimine devam ettikleri goriilmektedir. Cocuklardan ikisinde
Down sendromu, birisinde Asperger sendromu ve digerinde dikkat eksikligi ve hiperaktivite bozuklugu
(DEHB) tanis1 bulunmaktadir. Ayrica, cogunlugu kadin olan katilimci ebeveynlerin yani sira sadece bir
erkek katilimer bulunmaktadir. Katilimeilarin Ingiltere'de yasama siireleri ise 4 ila 35 yil arasinda
degismektedir.
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Veri toplama yontemi

Gorilismeler, nitel aragtirma alaninda 6nemli bir rol oynamaktadir (Davies, 2010; Ritchie vd., 2013).
Bunun nedeni, sozli iletisime dayali yontemler olarak goriismelerin katilimeilarin deneyimlerini,
anlayiglarini ve sosyal diinyalarina iligskin i¢goriilerini ifade etmelerine olanak tanimasidir. Bu ¢aligma
igin, ¢esitli nitel goriisme formatlar1 arasindan yari yapilandirilmig bir goriisme secilmistir. Takip
edilmesi gereken bir protokol ve goriisiilen kisilerin sdylediklerine yanit olarak takip sorular1 sorma
firsatlar1 oldugundan, bu tiir bir gorligme, goriisiilen kisilerin samimi bir sekilde konusmasina ve
arastirmacilarin derinlemesine bilgi edinirken katilimcilarla etkilesimi kolaylastirmasina olanak tanidigi
i¢in nitel aragtirmada tartismasiz en yaygin aractir (Davies, 2010). Bu nedenle veriler, yiiz ylize, bire bir
yar1 yapilandirilmig goriismeler araciligryla toplanmistir. Goriismelerde, katilimeilarin izniyle ses kaydi
almmustir.

Katilimcilara ¢aligmanin amacini agiklayan ve arastirmacinin iletisim bilgilerini igeren bir bilgi formu
verilmis ve katilimecilar ¢aligma hakkinda bilgilendirilmistir. Katilimcilar, onam formunu okuduktan
sonra bu formu imzalamaya davet edilmistir. Ayrica, katilimcilara goriisme yerini se¢gme olanagi da
sunulmustur. Her gorlisme, iletisim bagslatmaya yonelik genel bir sohbetle baslamis, ardindan
ebeveynlerin 6zel gereksinimli ¢ocuklariin kaynastirma egitimiyle ilgili deneyimlerini ortaya ¢ikarmak
icin 10 baslik etrafinda toplanan “Cocugunuzun okul deneyiminde engel olusturdugunu diistindiigliniiz
faktorler nelerdir?”, “Cocugunuzun egitimi agisindan Ingiltere’de yasamanin etkileri nelerdir?”, “Farkli
bir iilkeden gelmenin zorluklar1 / yararlar1 nelerdir?” gibi 20 temel soru sorulmustur. Gorligmeler
ortalama 45 dakika siirmiistiir, ancak bazi ebeveynler daha ayrmtili agiklamalar yaparak bu siireyi
asmustir. Ote yandan, bir ebeveyn, daha detayli yanitlar vermesini saglamak amaciyla yoneltilen sondaj
sorularina dahi yeterince yanit verememis ve deneyimlerini tam olarak agiklayamadigi igin goriisme 45
dakikadan daha kisa siirmiistiir.

Yar1 yapilandirilmig goriisme sorulari, literatiirden elde edilen bilgiler dikkate alinarak hazirlanmis ve
Bristol Universitesi'nde c¢alisan alan uzmanlarina sunulmustur. Anlagilmayan sorular, uzmanlarin
elestirileri ve onerileri dogrultusunda yeniden diizenlenmistir.

Verilerin analizi

Bu c¢aligmadaki veriler, "verilerdeki oriintiilerin ve anlam kiimelerinin kesfedilmesini, yorumlanmasini
ve raporlanmasini igeren" tematik analiz yontemi kullanilarak yorumlanmistir (Ritchie vd., 2013, s.
376). Bu analiz yontemi su adimlar1 igermektedir: 1k olarak, ses kayitlariyla yapilan gériismeler ham
veri olarak yaziya aktarilmigtir. Verilerin yaziya dokiilmesi ve analiz edilmesi nitel arastirmada zorlu
ancak heyecan verici bir asamadir (Ritchie vd., 2013). Metinler, verilerin igerigine asina olmayi
kolaylastirmak igin tekrar tekrar okunmustur. Daha sonra, Tiirk ebeveynlerin ¢ocuklarinin kaynastirma
egitimi ile ilgili deneyimlerine atifta bulunan olas1 genel kodlar atanmistir. Bu siirecin ardindan, gereksiz
ve ilgisiz bilgiler elenmis ve olas1 kodlar, ortak kodlar ve temalar kiimesine daraltilmistir. Dort transkript
de benzersiz ve birbirinden farkli oldugu icin onlar1 genel temalar altinda birlestirmek genel anlamda
zor olmustur. Ancak, tiim bu zorluklara ragmen belirlenen ortak kodlar ve temalar ¢er¢evesinde, nihai
bes tema belirlenmistir.

Bulgular

Bu caligmanin temel odak noktasi, Ingiltere’de yasayan Tiirk ebeveynlerin ozel gereksinimli
cocuklarmin kaynastirma egitimine iliskin deneyimlerini incelemektir. Bu deneyimlerin temelinde bes
ana tema ortaya cikmistir ve bunlar asagidaki sirayla ele almmistir: 1) tanilama, 2) 6gretmenlerin
kaynastirma egitimine yonelik yaklasimlari, 3) ebeveynlerin kaynastirma egitimine bakis acilari, 4)
ebeveyn katilimi, 5) kendi iilkeleri diginda yasamanin ebeveynlerin deneyimleri {izerindeki etkileri.

Tanilama

Ebeveynlere ¢ocuklarinin tani siireci hakkinda 6zel bir soru sorulmamasina ragmen, ¢ogunun bu konuyu
dile getirmesi beklenmedik bir durum olarak ortaya ¢ikmustir. Bu tema, tanminin OEG'li ¢ocuklar ve
aileleri tizerindeki etkilerine odaklanmaktadir. Bu etkiler her aile i¢in farklilik gdstermektedir. Bir

142



Ni ’ MSKU Egitim Fakiiltesi Dergisi
AL ISSN 2148-6999 Cilt 11, Say1 2, (2024) Kasim

ebeveyn ¢ocugun durumunun farkina varmis ve belirsizligi azaltmak i¢in tani siirecini hizlandirmaya
caligirken, bir baska ebeveyn ise, 6zellikle Down Sendromu gibi dogumdan oOnce tespit edilebilen
durumlarda dahi, cocugunun etiketlenmesi endisesiyle baslangicta ¢ocugun durumunu kabullenmekte
direnmis olabilir:

Tamlama oncesi donemde her yil okula gittim ve oglumda bir sey oldugunu séyledim. Otizm
olabilir... Asperger olabilir. Ogretmenlerden biri aa... bir sey yok, erkek ¢cocuklart hep béyle dedi.
(E3)

Bu ¢ocuklar etiketlendikten sonra ne yaparlarsa yapsinlar bir ise yaramiyor. Bu ¢ocuklar hakkinda
onlart tamimadan karar veriyorlar. (E2)

Ebeveynler, ¢ocuklarinin durumunun, okulda tipik gelisim gosteren akranlariyla birlikteyken daha
belirgin hale geldigini ve aradaki farki kapatmak icin bire bir derslere ihtiya¢ duyduklarini
belirtmislerdir. Dolayistyla, takip eden ifadelerden de anlasilacag tizere, tanilama, destek egitim odalar1
ve uzatilmis 0gretim siiresi gibi ek olanaklara erisimi kolaylastiric1 olarak goriilmektedir.

Yaman'in sorunlart okulda ortaya ¢iktiginda durumu daha ¢ok fark edildi (E4)
Bir raporumuz olmadigi i¢cin Doruk'u birebir derslere almak istemiyorlar. (E2)

Yani biitiin bunlar, o sinifa gitmek, birebir calismalar tamamen taniyla ilgili. Clinkii okulun bunlar
karsilamak igin fona ihtiyaci var. (E4)

Bazi ebeveynler, cocuklarma tam1 konulduktan sonra siirecin daha yonetilebilir hale geldigini
paylasirken, digerleri bunun ¢ocuklarinin kendilerindeki farkliliklar kabul etmelerini kolaylagtirdigim
ifade etmistir. Bu baglamda, tan1 6zel gereksinimli ¢ocuklarin ihtiyag¢larina dikkat ¢eken ve sonug olarak
kendilerini olduklar1 gibi kabul etmelerini daha olas1 hale getiren bir ara¢ olarak diisiiniilityor olabilir.
Diger bir deyisle, tan1 almak, belirsizligi ortadan kaldirdig1 ig¢in ebeveynlerin, 6gretmenlerin ve hatta
cocuklarm kendilerini daha az stresli hissetmelerine yardimci olabilir.

Yani, tami konulduktan sonraki siire¢ daha kolaydi. (E4)

Ondan sonra... kendisiyle baristi. Kendini baskalari gibi degil, "Ben farklywm" diye gordii.
Farkhiliklarim benim niteliklerimdir. Bu iyi bir sey. Ve ii¢ ya da dort ay iginde okulda mutlu olmaya
baslad: ¢iinkii kendisini "Ben tuhafim" olarak degil, "Ben Aspergerim"” olarak goriiyor. (E3)

Bazi ebeveynler, tan1 ne kadar erken belirlenirse o kadar fazla yardim ve destek saglanabilecegine
inanmaktadir. Bu ifadeler, bir sorunu temel nedenine baglamanin ¢ocugun, ailenin ve toplumun durumu
daha iyi anlamasma yardimci olabilecegini diisiindlirmektedir. Tani, ebeveynlerin kararlarimi ve
davraniglarii yonlendirerek kendilerini umutsuz hissetmelerini 6nleme gibi bir faydaya da sahip
olabilir.

Ornegin, ilkokulun basinda tanilanmis olsaydi, bu ¢ocuga coktan yardim verilmis olacakti ve
okuma ve yazma ile ilgili sorunlar ¢oktan ele alinmis olacakt. (E3)

Dahasi, tan1 konulmasi, ebeveynlerin ¢ocuklarinin zorluklartyla basa ¢ikamadiklari icin hissettikleri
yetersizlik ve sugluluk duygularini hafifletebilir.

Baslangigta, tam konmadan énce, bende bir sorun mu var gibi bir sey hissettim. Ciinkii ne kadar
ugrasirsam ugrasayim hedefe ulasamiyorum, bu yiizden ¢ocugum okuma ve yazmada zorluk
cekiyor. Acaba ben yetersiz miyim? (E3)

Cogunlukla ebeveynlerin taniy1 nasil yorumladigma bagl olarak, tan1 almanin her bir kisi ve aileleri
iizerinde farkli etkileri vardir. Son olarak, biitin ebeveynler tanilama siirecini Ingiltere’de
deneyimlemistir ve hi¢bir ebeveynin bu prosediirii kolay veya rahat bulmadig1 da soylenebilir.
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Ogretmenlerin kaynastirma egitimine yonelik yaklasimlar

Tiim ebeveynler, d6gretmenlerin 6zel gereksinimli ¢ocuklara yonelik yaklagimlarimin kaynastirma
egitiminin uygulanmasi ve bu g¢ocuklar i¢in genel egitim siireci lizerinde derin bir etkisi oldugunu
vurgulamigtir. Bir veli, 6gretmenin ¢ocugunu gérmezden geldigini, simif etkinlikleri sirasinda ihmal
ettigini ve olumsuz bir tutum sergiledigini belirterek memnuniyetsizligini dile getirmistir. Burada, 6zel
gereksinimli gocuklarin ihtiyaglarina hizmet etmenin, onlar1 normal egitim ortamlarina yerlestirmekten
daha 6nemli oldugunun altin1 ¢izmek 6nemlidir.

Doruk ile okul gezisine gittim. Fark ettim ki ... 6gretmen bize yaklasti ve Doruk'un arkadasi
Harun'a (takma isim) bir sey gosterdi ve bunu derste ogrendiklerini soyledi. Aradan biraz zaman
gecti. Binaya girdik. Ogretmen Harun'a tekrar bir soru sordu. Doruk binamn icindeki vitrine
dokundu, ogretmen Doruk'a bunu yapma dedi... ogretmen Doruk'a hi¢chbir sey sormadi, hi¢hbir sey
ogretmeye ¢calismadi ve ona hi¢cbir sans vermedi. (E2)

Diger bir taraftan 6zel gereksinimli ¢ocuklara yonelik 6zel bir sey yapilmamasi, 6gretmenin tutumunun
tamamen olumsuz oldugu anlamina da gelmemektedir. Velilere, dgretmenlerin 6zel gereksinimli
cocuklarm normal siniflara yerlestirilmesi konusundaki yaklagimlar1 soruldugunda veliler, daha 6nce bu
tiir cocuklara yonelik 6zel bir sey yapilmadigina dair olumsuz yorumlarma ragmen 6gretmenlerin genel
olarak dzel gereksinimli cocuklarim siniflarina kabul ettiklerini ifade etmislerdir.

Qgretmenler, Yaman'a gercekten olumlu bir sekilde yaklasiyor... ve tutumlari ¢ok olumlu.
Ozellikle onun davrams problemleriyle karsilastiklarinda, "bu bizim isimiz, onu anlyoruz, o
bilingli olarak yapmuyor, bunu kontrol problemleri nedeniyle yapiyor" diyorlar. (E4)

O pozitifti. Ali've baski yapmad:. (E1)

Benim i¢in, okulun tutumlart ¢ok énemliydi ve Edip'in okulda ne kadar mutlu oldugu agik¢a
goriiliiyordu. (E3)

Ancak sinifa kabul konusundaki olumlu algiya ragmen o6gretmenlerin 6zel egitim ihtiyac1 olan bu
cocuklara yonelik egitim verme konusunda yeterli bir ¢aba gostermedikleri ve onlarin grenme
yeteneklerine dair olumsuz bir inancin oldugu ileri siiriildii. Yorumlar, ebeveynlerin, bir kaynagtirma
ortamia yerlestirilmenin, ¢ocuklarimin gerekli ve yeterli destegi almasini saglamak icin tek basina
yeterli olmadigia inandiklarin1 gostermektedir.

Ashnda, sinifta Ali icin farkly bir sey yapimadi. (E1)

Kesinlikle inaniyyorum ki eger ogretmenler daha fazla sorumluluk alsalardi, Edip farkl bir
pozisyonda olabilirdi. Evet, bazi ¢abalar var, ama gercekten yeterli mi? Bence degil... Basarili
olma potansiyeline inanmada bir eksiklik var. Samimi degil... sadece gérevlerini yerine
getiriyorlar, ancak eylemleri yetersiz kaltyor. (E3)

Bu, okulda siirekli soyledigimiz sey, "Bu okul genellikle énce Doruk'un engelliligini goriiyor,
sonra onu goriiyor." (E2)

Ayrica, Tirk veliler, okul yoneticilerinin destegi ile 6gretmenlerin kaynastirma egitimine yonelik
tutumlar arasinda bir baglant1 oldugunu fark etmistir.

... Tkinci simftan beginci simfa kadar egitimi iyiydi. Daha sonra yonetim degisti ve yonetim,
okulun genel basarisint artirmak igin bu ¢ocuklart okuldan almak istedi. ... Okuldaki 6gretmenler
iyiydi... Yonetim degisince her sey alt iist oldu. (E2)

Dahasi, veli yorumlarina gore 6gretmenlerin duyussal ve biligsel tutumlar ile davraniglar arasinda bazi
tutarsizliklar oldugu ortaya cikmistir. Bu tutarsizigin gesitli agiklamalar1 olabilir. Ogretmenlerin sinif
biiytikliigiiyle ilgili endiseleri, hazirlik igin yeterli zamanin olmamasi, bu tiir ¢ocuklarla deneyim
eksikligi, engellilik konusunda bilgi eksikligi ve akademik kaygilar gibi ¢esitli nedenlerden dolay1
kaynastirmaya direnebileceklerini belirtmislerdir.
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Ogretmenler Edip'in durumunu Ogrendikten sonra onu ¢ok sevdiler... Onu sinifta istemeyen
ogretmen yoktu ama onun hakkinda yeterli bilgiye sahip olmayan bazilarini rahatsiz ediyordu.
(E3)

Tiirkiye'de oldugu gibi burada da akademik basar: kaygist var. Yani sinifta 30 ogrenci var ve

ogretmenin onlart belli bir akademik seviyeye getirmesi gerekiyor ama Yaman buna engel oluyor.
(E4)

Eskiden okullar ¢ok iyiydi (OEG'li ¢ocugu yerlestirme konusunda), ama bolgemizdeki okullar
ogrencilerinin notlarimi yiikseltmeye c¢alistigr icin okullar kotiilesmeye basladi, dolayisiyla
¢ocugunuzu istemiyor, onu okuldan atyyorlar. (E2)

Ogretmen cok iyiydi ama hangisini umursayabilir ki? Ciinkii ¢ok fazla cocuk var. (E1)

Her ne kadar OEG’li ¢ocuklarm normal smiflarda yer almasina yénelik olumsuz yaklasimlari yalnizca
bir ebeveyn dogrudan bildirse de tiim ebeveynler konu ¢ocuklarin akademik olarak basarili olabilecegine
inanmaya geldiginde, Ogretmenlerin olumlu tutumlarinin azaldigi ve &gretmenlerin kaynastirma
ortamlarindaki c¢ocuklarin 6zel egitim ihtiyaclarma yodnelik yeterli gereksinimleri saglamadigi
konusunda hemfikirdi. Bu 6grenciler yasal haklar1 nedeniyle normal siiflara ve okullara yerlestirilse
de bu yasal hakkin, 6gretmenlerin onlara karsi dnyargisin1 engelleyememis oldugu goriilmektedir.
Dolayisiyla 6gretmenlerin 6grencilere ve kaynastirma egitimine yonelik tutumlarinin ailelerin bu tiir bir
egitim alma deneyimlerini 6nemli 6l¢iide etkiledigi sdylenebilir.

Ebeveynlerin Kaynastirma Egitimine Bakis Acilar:

Ogretmenlerin tutumlarinin yani sira ebeveynlerin kaynastirma egitimine bakis agilar1 da kaynastirma
egitiminin etkililigini desteklemede ve gelisimini etkilemede 6nemli bir rol oynamaktadir. Kaynastirma
konusunda destekleyici tutumlara sahip olmalaria ragmen ebeveynler, bu egitim bigimine kars1 farkli
yaklagimlar sergileyebilmektedir. Ornegin, 6zel gereksinimli ¢ocuklar icin tercih ettikleri egitim tiirii
soruldugunda, bazi ebeveynler ¢ocuklarinin dncelikle sosyal gelisim ve gercek hayat senaryolarina
hazirlik amactyla kaynastirma ortamlarma yerlestirilmesini istediklerini belirtirken, akademik becerileri
gelistirmek i¢in ise ayr1 egitim ortamlarini tercih ettiklerini belirtmislerdir.

Miidiire Ali'nin belirli dersleri ayri bir sinifta almasint istedigimi soyledim... Onun igin bire bir
ders almak istiyorum. (E1)

... Hayat bir kaynastirma ornegi oldugu icin hayata ne zaman girdigi onun i¢in énemlidir. ...
ayrica Atlantis'e [ayri egitim sinifin adi] gitmesi gerektiginde veya istedigi zaman gidebilir.
Ancak kaynastirma ortamlarinda daha fazla zaman gecirmesini isterim. (E4)

Bazi velilere gore ise ayr bir sinifta egitim gérmek, ¢cocuklarinin akademik gelisimini desteklemekten
ziyade ona engel teskil ediyordu. Normal bir egitim ortaminin sadece sosyal degil akademik ac¢idan da
avantajli oldugunu ileri siirmekteydi. Bu, 6zel egitim ihtiyaglar1 olan g¢ocuklar i¢in en faydali egitim
ortamina iliskin ebeveynler arasindaki bakis acilarmin gesitliligini ve ebeveynlerin kaynastirma
egitiminden farkli beklentilerini vurgulamaktadir.

Aslinda bu ¢ocuklarin birebir derse hig ihtiyact yok. Birebir verdiklerinde bu tiir ¢cocuklarin
zekasim koreltiyorlar. Ciinkii bu ayrimcilik demektir. Bire bir egitimde bu tiir ¢ocuklardan
beklenti de azaliyor. (E2)

Ancak c¢ocuklarinin okullartyla ilgili olumsuz deneyimler yasasalar bile bu ebeveynlerin higbiri
cocuklarinin okulunu veya egitim tiiriinii degistirmeyi diisiinmedi. Ebeveynler halihazirda siirmekte olan
bir siireci tercih etme egilimindeydiler; ¢iinkii bu siiregle ilgili aginalik ve rahatlik, tatminsizlik
olasiligini ve yeni deneyimlere uyum saglama zorlugunu azaltryordu.

Okul degistirmeyi diistinmedim. Okul evimize yakin. Ayrica tiim ¢ocuklar Ali'yi taniyor ve
seviyor. Okula alismigti ve dort yildir aymi okula gidiyor. (E1)
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Su an bize biraz uzak olsa da okul degistirmeyi diisiinmiiyorum. Dedigim gibi Yaman'in
arkadaglart var orada, bir siire¢ basladi, 6gretmenler onu ¢ok iyi taniyor, ne yapacagini ¢ok iyi
biliyor, onun igin tiim planlar yapilyyor. Bu yiizden okulumuzu degistirmeyi hi¢ diigiinmedim.
(E4)

Okul degistirmeyi diisiinmiiyorduk. Zaten besinci siiftaydi ve anaokulundan beginci sinifa
kadar bu okula gitmisti ve ayni siniftaki tiim arkadaslart Doruk'a yardim ediyordu. (E2)

Ebeveynler, kaynastirma egitiminin 6zel gereksinimli ¢ocuklarin {izerindeki, 6zellikle normallesmeyi
ve kendini kabullenmeyi tesvik etme acisindan olumlu etkilerini vurguladilar.

Bence Edip kendini her zaman normal gormek ister. Yani eger farkl bir okula gitseydi Edip'in
kendisi hakkindaki hisleri pek iyi olmazdi. Kendisiyle barisik olmadig icin kendi ozelliklerini
sevemiyordu. Eger ozel egitim okuluna gitseydi her zaman benim otizmim var diye diisiiniirdi.
(E3)

Ebeveyn Katilimi

Ebeveynler, OEG olan gocuklarmin egitimine katilimlarinin kaynastirma egitimi deneyimlerine etkisini
de tartismuslardir. Bu arastirmada, ebeveynler ¢ocuklarinin egitimine katilimmin bir yolu olan
Ogretmenleriyle iletisimlerine iliskin olarak egitimcilerle etkilesimlerinin sinirh veya etkisiz oldugunu
ifade etmislerdir.

Veli toplantilarina geliyoruz ve sadece bes dakikamiz var. Sadece bes dakika istemiyorum.
Velilerin konugmak istedigi bir konu varsa dersler bittikten sonra okula gelmemiz gerektigini ve
ogretmenlerimizin miisait olacagini soylemelerini tercih ediyorum. Biraz daha zamana
ihtiyacimiz var... ve yarim saate sahip olmak daha iyi. (E3)

Sadece yilda bir kez goriisiiyoruz. (E1)
Swnif 6gretmeniyle pek iletisimim olmadi. Bu konuda pasifti. (E4)

Bununla birlikte katilimcilar, sinif mevcutlarinin yiiksek olmasindan kaynaklanan sinirlamalar da dahil
olmak iizere ebeveynlerin katilimina ydnelik ek engeller belirlediler. Ogretmenlerin agir1 is yiikiine
maruz kaldiklarin1 ve bunun da c¢ocuklarmin egitimine aktif katilimlarmin Oniinde bir engel
olusturdugunu vurguladilar.

Swnif ogretmeni daha once de belirttigimiz gibi bir¢ok ogrenciden sorumlu oldugu icin velileri
yeterince bilgilendirmiyor. Ancak diger sinifta (ozel egitim sinifina atifta bulunarak) égretmen
daha az sayida ¢cocuga ev sahipligi yapiyor. Daha fazla bilgi verebilir ¢iinkii Yaman'a daha fazla
konsantre olabilir. (E4)

Mesela ¢ok sey bilen suif 6gretmenleri vardi. Ama burada ogretmen on swiniftan sorumiu. Cok
isi var. Her ogrenciyle ilgilenebilir mi? Yani bu durumda isler hi¢ bitmeyecek. (E3)

Ayrica, Tiirk ebeveynler, dil engelini gocuklarinin egitimine katilimlarinin dniinde ek bir engel olarak
belirtmislerdir. Bu engel, ¢cocuklarinin akademik deneyimlerine ve okulla ilgili faaliyetlere tam olarak
katilimlarina belirgin bir zorluk katmaktadir.

Cok fazla Ingilizcem yok. Ben ona hicbir sey séyleyemedim, o da bana séylemedi. Sorunlarimi
Ingilizce tartisamiyorum. (E1)

Katilimcilara ayrica o6zel egitimin onemli bir pargast olan ve OEG olan gocuklarmnin egitimine
ebeveynlerin katilimi igin bagka bir yol sunan Bireysellestirilmis Egitim Programi (BEP) toplantilariyla
ilgili deneyimleri de soruldu. Bu toplantilara atfedilen énem ve ebeveynlerin karar alma siirecinde
paydaslar olarak kabul edildigini One siiren yasal haklar tarafindan zorunlu olmasma ragmen,
katilimcilar, bu 6nemli tartigmalarin diginda kaldiklarini hissettiklerini bildirdiler.

Bu tiir toplantilara hi¢bir zaman davet edilmedim. BEP' den hi¢ bahsetmediler, bu konuda
bilgim yok. (E4)
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Doruk altinct sinifta evde egitim goriiyordu. Haberimiz olmadan karar verdiler. Bizi telefonla
arayip evimize bir ogretmenin gelecegini soylediler. (E2)

Buna ilave olarak, ebeveynler, ¢ocuklarinin egitimiyle ilgili kararlara yasal olarak itiraz etme hakkina
sahip olmasina ragmen, bu hakkin pratikte uygulanmasimin etkisiz oldugunu diisliniiyor. Aslinda,
ebeveynlere, ¢ocuklarinin egitimiyle ilgili kararlara aktif olarak katilma firsati saglamak amaciyla
mevzuatin zorunlu kildigi resmi mekanizmanin amaglandigi gibi ¢alismadigi sdylenebilir.

Ilkokul bitiminde, dénem bitmeden tim velilere, c¢ocuklarinin ortadgretim okullarin
secgebilmeleri igin bir liste verilmektedir. Dort okul secebilirler. Bazi okullara gittik,
cocugumuzun durumuna uyum saglayip kabul edip edemeyeceklerini sorduk. Evet diyenler
arasidan segip tercih listemizi verdik ama segimlerimiz goz ardy edildi ve bize ¢ocugumuzun
ozel egitim okuluna gitmesi gerektigi soylendi. Bu karara itiraz ettim ama ise yaramadi. (E2)

Kendi iilkelerinin disinda yasamanin ebeveynlerin deneyimleri iizerindeki etkileri

Bu tema, ebeveynlerin yabanci bir iilkede yasamanin ¢ocuklarimin kaynastirma egitimi deneyimlerini
etkileyip etkilemedigi soruldugunda verdikleri yanitlardan ortaya ¢ikmustir. Ilging bir sekilde bu tema,
diger temalarla karsilastirildiginda katilimcilar arasinda en az ortak goriisiin bulundugu tema olmustur.
Ebeveynlerin bu temada yakinlasma noktasi ise, Tiirkiye'deki deneyimlerine iliskin hicbir sey
sorulmamasma ragmen Ingiltere ve Tiirkiye'nin kaynastirma egitim politika ve uygulamalarmi
karsilagtirmalartydi.

Buraya zaten Yaman'in egitimi icin geldim. Ciinkii Tiirkiye'de basima gelecegi biliyorum.
Ogretmenlerin Yaman't okulda diizeni bozan yaramaz bir ¢ocuk olarak etiketlemesini istemedim.
(E4)

Hayir hayir olumsuz bir etkisi yok. Burada olmanin daha iyi oldugunu diistintiyorum ¢iinkii bu
konular Tiirkive'den daha uzun siiredir burada ele aliniyor ve Ingiltere onde. Tiirkiye'de
insanlar daha yeni uyanmaya basladi. Edip'in orada fark edilecegini sanmiyorum. Bunun onun
dogasi oldugunu soylerlerdi. (E3)

i egitim veriyorlar. Her seye onlar bakiyor. Ancak Tiirkiye'de olsaydim bunu basarmak zor
olurdu. Muhtemelen faydalarin yarisint alamazdim. Bunun i¢in ekonomik kosullarin iyi olmas:
gerekiyor. Ozel okullar... 6zel doktorlar... bunlar burada ulasilabilir. (E1)

Genel olarak Tiirk ebeveynler, 6zel gereksinimli gocuklara saglanan hizmetler agisindan Ingiltere'nin
Tiirkiye'den ¢ok daha gelismis oldugu inancindaydi. Ebeveynlerin Ingiltere'de yasarken kaynastirma
egitimine iliskin genel deneyimleri olumluydu. Ancak en az bir ebeveynin Ingiltere'deki egitim
sistemine agina olmamasi nedeniyle olumsuz deneyimler yasadigini belirtmekte fayda var.

Burada yasamak, sistemi bilmemek... egitimimizi burada almadigimiz icin... bunlar bize zarar
veriyordu. Bunlar bizim sanssizligimiz. (E2)

Esasen bu karsilastirmalar, bireylerin farkli iilkelerdeki deneyimlerinin memnuniyet diizeylerini nemli
Olciide etkiledigini vurgulamaktadir. Baslangicta olumsuz beklentilere sahip olan aileler, olumlu
durumlarla karsilastiklarinda daha yiiksek memnuniyet bildirme egiliminde olmuslardir.

Sanirim bir zamanlar spor yaparken olmugstu. Beni okuldan aradilar. Ogretmenini yordugu ve
tizdiigii icin gelip Yaman't almam istediler. Okula gittim ve ogretmene zorluk ¢ikardigi igin
ertesi giin Yaman't getirmeyecegimi soyledim ve oziir diledim. Tiirkiye'de boyle olsaydi
ogretmenler getirmeyin derlerdi, ben de boyle bir sey bekliyordum. Ama ogretmen hayir ded;,
bu bizim gorevimiz, yani evet Yaman bizi yorabilir ama biz isimizi yapiyoruz ve hiperaktivitesi
olan bir ¢cocuga bakmak kolay degil dedi. Bunu biliyoruz ve dinlenmeye hakkiniz var, liitfen
Yaman getirin dedi. Cok mutluydum. (E4)

Katilimeilar, Ingiltere'de yasamanin Tiirk ebeveynlerin OEG olan ¢ocuklari i¢in kaynastirma egitiminde
karsilagtiklar1 durumlar tizerindeki etkisinin yani sira, yabanci kokenlerinin &gretmenlerin hem
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cocuklara hem de ebeveynlere yonelik tutumlari iizerindeki etkisini de tartistilar. Bu konuda
ebeveynlerin farkli goriisleri vardi. Bazi veliler, 6gretmenlerin etnik kokenlerine veya gecmisglerine
yonelik olumsuz tutum sergilemediklerini, kiiltiirel kdkenlerine gére onlara farkli davranmadiklarini
ileri stirdii.

Bazi Tiirkler hep yabanciyiz, bizim i¢in farkli bir sey yapiyorlar diyor. Hi¢ boyle hissetmedim.
Yillardwr Ingilizlerle ¢alistyorum, 6yle hissetmedim. (E3)

Giizeldi... Eger bir Ingiliz cocugu bu durumda olsaydi okulda ona da aynt muamele yapilirdi. Herhangi
bir ¢ocuga oldugu gibi Yaman'a da davraniyorlar. Bu beni mutlu ediyor. (E4)

Ote yandan bir veli, yabanci kokenlerinin ve farkli bir dil konusmalarmin dgretmenler tarafindan
ayrimciliga yol actigini belirtti.

Doruk'un bir raporu olmadigi icin dislandi. Raporu olmayan diger ¢cocuklar ise devam etti. Bize
ayrimceulik yaptilar. (E2)

Yeni yonetim geldikten sonra okulun notlarim yiikseltmek igin 6zel egitim gereksinimi olan
cocuklart okuldan uzaklastirmak istedi. ... Cocugumuzia ayni durumda olan Giirkan'in (takma
isim) anne ve babast, ana dilleri Ingilizce oldugu icin avukata gittiler. Avukat okula bir mektup
gonderdi ve yomnetim onu okula geri aldi. Cocuk okulda kaldi. Doruk'un durumu
Giirkan'imkinden daha iyi olmasina ragmen onu kaynastirma egitiminden ¢ikardilar. (E2)

Bu deneyim, etnik kdkenin profesyonellerin algi, tutum ve davraniglarinda gesitli degisikliklere neden
olabilecegine isaret etmektedir. Bu degisiklikler, profesyonellerin kdkenlerine, bolgelerine ve hatta
kullandiklar dile bagli olarak ortaya ¢ikabilir. Profesyoneller iizerinde etkili faktorler konusunda ortak
bir sonuca ulagilmamastir.

Tartisma

Bu ¢aligmanin temel amaci, Tiirk ebeveynlerin Ingiltere'de 6zel gereksinimli gocuklarma saglanan
kaynastirma egitimine iligkin algilarin1 ve memnuniyetlerini, kendi iilkeleri digsinda yasayan ebeveynler
olarak deneyimlerinden yola ¢ikarak incelemektir. Caligma, ebeveynlerin memnuniyet diizeylerini
dogrudan olgmese de bakis acilart ve yorumlari, c¢ocuklarinin kaynastirma egitimine iliskin
memnuniyetleri ve endiseleri hakkinda degerli gdstergeler sunmustur. Caligmanin temel bulgusu, 6zel
gereksinimli gocuklar1 Ingiltere'de egitim géren bu Tiirk ebeveynlerin deneyimlerinin, &nceki
calismalardaki yerli ebeveynlerin deneyimleriyle yakindan uyumlu oldugunu gdstermektedir. Bununla
birlikte, OEG’li gocuklar1 olan Tiirk ebeveynlerin Ingiltere'de kaynastirma ile ilgili ek sorunlarla
karsilastiklari gdsteren onemli zorluklar tespit edilmistir. Ebeveynler, Ingiltere'deki kaynastirma
egitiminin sunulan imkanlar agisindan Tiirkiye'dekinden daha gelismis oldugunu diisiindiikleri i¢in
genel olarak kaynastirma egitiminden memnun olduklarmi belirtirken, bazilar1 uygulamalardaki
iyilestirilebilir yonler nedeniyle daha az memnuniyet yasasalar da yine de kaynastirma egitim
uygulamalarini desteklemektedirler.

Tiirk ebeveynler igin tanilama siireci, kaynastirma egitimine yonelik ¢cok dnemli bir ilk adim olarak
ortaya ¢ikmaktadir. Bazilar1 baglangicta bu adimdan rahatsizlik duysa da bircogu tanilamay1 bir
rahatlama kaynagi, kendini suglamaktan kaginmanin bir yolu olarak gérmektedir. Tan1 alma eylemi,
belirsizligi ortadan kaldirmaya hizmet ederek ebeveynler, egitimciler ve hatta ¢cocuklarin kendileri i¢in
kaygiy1 azaltmaktadir (Lauchlan ve Boyle, 2007). Tanilamanin bir diger 6nemli etkisi de ebeveynlerin
kendilerini g¢aresiz hissetmelerini 6nleme, karar verme ve eylemlerine rehberlik etme potansiyelidir.
Ebeveynlerin yorumlari, bir sorunu o sorunun kok nedenine baglamanin, o durumu gocuk, aile ve genel
olarak toplum i¢in daha anlasilir hale getirebilecegini gostermektedir. Bu anlayis, insanlarin bir
topluluga ait olma hissi duyma ihtiyaciyla baglantili olabilir; bu da tan1 yoluyla saglanan kabuliin tesvik
ettigi bir baglantidir (Cline ve Frederickson, 2009). Ancak, Stevens ve Wurf’un (2020) belirttigi gibi
ebeveynlerin tanilama siirecinde 6gretim elemanlarindan yiliksek diizeyde destek almasinin aksine,
Ingiltere’deki tanilama siirecinde dgretmenlerin yonlendirmede yardimer olmadigini hatta gocuklarinm
durumunu fark eden aileleri dikkate almadiklar1 ortaya ¢ikmustir. Ayrica, Arishi ve digerlerinin (2007)
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vurguladigi gibi, tan1 konulmasi, bu 6grencilerin bagka tiirlii alamayacagi temel hizmetleri saglamak
icin gerekli devlet fonlara erisim igin bir 6n kosul olabilir. Sonug olarak, tan1 koyma eylemi, 6zel
gereksinimli 6grencilere kaynaklarin adil bir sekilde dagitilmasi icin gerekli olan politik bir gereklilik
olarak gortilebilir.

Veliler genellikle 6gretmenlerin ¢cocuklarini siniflarina kabul etme konusunda misafirperver oldugunu
diisiiniirken, 6gretmenlerin ¢ocuklarin basari potansiyeline olan inanglarinda ¢ekinceleri oldugunu ifade
etmislerdir. Bu endise, 6gretmenlerin 6zel gereksinimli 6grencilerin 6grenme yeteneklerine iliskin
olumlu beklentilere sahip olmamalar1 durumunda, onlara etkili bir sekilde 6gretim icin yeterli ¢cabay1
gosteremeyecekleri anlayisindan kaynaklaniyor olabilir. Bu durum, velilerin, kaynastirma siniflarindaki
ogretmenlerin bilgi diizeyi ve bireysellestirilmis 6gretim yetenekleri hakkinda olumsuz algilara sahip
oldugunu belirten Stevens ve Wurf' un (2020) calismasiyla uyumludur. Bir kaynastirma sisteminin
basarili sayilabilmesi i¢in, ebeveynlerin, okullarin tiim ¢ocuklarin ihtiyaglarin1 anlama ve karsilama
yeterliligine giivenmesi gerekir (Elkins vd., 2003). Dolayisiyla, 6zel gereksinimli g¢ocuklarin yari
zamanli ya da tam zamanl kaynastirma ortamlarinda egitim gérmesi, toplum i¢inde egitimin kalitesine
yonelik bir giiven eksikligine yol agiyorsa, bu tiir egitim uygulamalarinin etkililigi konusunda soru
isaretleri dogurur. Normal simiflara fiziksel olarak dahil olmak, 6zel gereksinimli 6grencilerin basarili
bir sekilde katilimini artirmak icin yeterli degildir (Nepi vd., 2013).

Ogretmenlerin kaynastirma egitimine yonelik yaklasimlarinda gdzlemlenen farklilik birkag faktore
baglanabilir. 11k olarak, farkli dzelliklere ve ihtiyaclara sahip gesitli bir grup ¢ocugu yénetmeyi iceren
kaynastirma egitimi silireci, Ogretmenlerin belirli becerilere ve egilimlere sahip olmasini
gerektirmektedir. Ayni sekilde, cok kiiltlirlii egitim ortami olusturmak, Ogretim ortamlarini ve
programlarini ¢esitlendirmeyi, farkli kiiltiirlere ve 6grenci ihtiyaglarina uygun olarak adapte etmeyi
gerektirir (Cirik, 2008). Ayrica, onlarin geleneksel 6gretim yontemlerini uyarlamaya istekli olmalarini
gerektirmektedir ki bu durum, kaynastirma egitimini is yiiklerini artirabilecek bir tehdit olarak algilayan
bircok Ogretmen tarafindan hos karsilanmayabilir (Hassenein, 2015; Knight, 1999). Kaynastirma
smiflarinda ¢alismalarina ragmen, 6gretmenlerin engellere iligkin bakis agilari, kaynastirmaya yonelik
tutumlarini etkileyebilir. Ornegin, engelleri dogustan gelen bir durum olarak géren ve etkilerinin
degistirilemeyecegine inanan Ogretmenler, kaynastirma smiflarinda 6gretim tarzlarini degistirmeye
direnebilirler. Whitaker'm (2007) Birlesik Krallik'taki aragtirmasinda da benzer duygular dile getirilmis
ve kaynastirma yoluyla 6gretim uygulamalarinin hayata gecirilememesi ile engellilik anlayisindaki
eksiklik arasindaki baglanti vurgulanmigtir. Bu durum, Runswick-Cole (2008) tarafindan belirtildigi gibi
Ingiltere nin kaynastirma egitimi dniinde bariyer kurmaya devam ettigini, sorunu gocuklarin kendisinde
goren bir yaklagimda bulunduklarini desteklemektedir. Bu tiir 6grencilerin haklarini korumak igin onlar1
kaynastirma smiflarina ve okullarina yerlestiren yasal zorunluluklara ragmen, bu diizenlemeler
Ogretmenler arasindaki Onyargilar1 engelleyememistir. Sonu¢ olarak, Ogretmenlerin kaynastirma
egitimine ve Ogrencilere yonelik tutumlarinin, ailelerin bu tiir egitim baglamlarindaki deneyimlerini
onemli dl¢ilide etkiledigi sdylenebilir.

Elkins ve digerlerine (2003) benzer sekilde, Tiirk ebeveynler de ingiltere’deki kaynastirma egitimine
yonelik sinif mevcudu ve 6gretmenlerin gocuklarin 6zel ihtiyaglarina yonelik tutumlar1 konusunda bazi
endiselerini dile getirmektedir. Ancak, bu ¢ekincelere ragmen, ebeveynlerin higbiri ¢cocuklarinin mevcut
okulunu veya programini degistirme istegini dile getirmemistir. Bu ¢aligmanin bulgulari, ebeveynlerin
kaynastirma tercihlerine 151k tutmakta ve kaynastirma ortamlariin 6zel gereksinimli 6grencilere gercek
yasam durumlarma hazirlanma, arkadaslik kurma ve sosyal olarak gelisme firsatlar1 sundugunu
vurgulamaktadir. Bu sonuglar, ebeveynlerin kaynastirma egitimini 6ncelikle olumlu sosyal sonuglari
nedeniyle destekledigini gdsteren mevcut literatiirle uyumludur (Duhaney ve Salend, 2000; Kogyigit,
2015; Narumanchi ve Bhargava, 2011). Ayrica, Elkins ve digerlerinin (2003) gézlemleri dogrultusunda,
Tiirk ebeveynler de kaynastirma egitiminin ¢ocuklara yonelik beklentileri artirdigina ve zihinsel
uyarimi artirarak akademik ve iglevsel becerilerin gelisimine katkida bulunduguna inanmaktadir. Bu
durum, kaynastirma egitiminin 6zel gereksinimli 6grenciler i¢in sadece sosyal degil, aym1 zamanda
akademik ve biligsel gelisimi tesvik etme potansiyeline iligkin olumlu bir bakis agisinin altini
cizmektedir.
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Ebeveynler tarafindan dile getirilen kaynastirmaya yonelik ortak destege ragmen, ¢ogu, 6zel egitime
ihtiyact olan g¢ocuklarinin akademik gelisiminden memnun degildir. Bu 6nemli bir bulgu olup,
ebeveynlerin 6zel gereksinimli ¢ocuklari i¢in ek akademik destege ihtiya¢ duyduklarimi gostermektedir.
Bu durum, ebeveynlerin genel sinif 6gretmenlerinin bireysellestirilmis akademik egitimi yeterince
saglamadigina ve gocuklarimin akademik ihtiyaclarinin ayristirilmis ortamlarda daha iyi karsilandigina
inandiklarin1 bildiren Palmer ve digerleri (2001) ile Gilmore ve digerlerinin (2010) bulgularyla
ortiismektedir. Ayrica galisma, ¢ocuklari yar1 zamanli kaynastirmada olan ebeveynlerin, cocuklari tam
zamanl programlarda olanlara kiyasla kaynastirma egitimine daha sicak baktigimi ortaya koymustur.
Yar1 zamanh kaynastirmanin tercih edilmesi, bu tiir hibrit programlarin daha fazla 6gretimsel uyum ve
uzmanlagmis 6gretim sundugu ve ebeveynlerin tamamen kaynastirma egitimiyle ilgili temel endiselerini
giderdigi inancina baglanmistir (Leyser ve Kirk, 2011). Esasen, kaynastirma egitimini ¢ocuklarimin
sosyal olarak “normallesmesi” i¢in bir arag olarak goriirken, akademik gelisim icin 6zel destegin
gerekliligini de kabul etmektedirler. Bu hassas bakis acgisi, 6zel egitime ihtiyact olan ¢ocuklar i¢in
kaynastirma egitimi baglaminda sosyal ve akademik hususlari karmasik etkilesimini vurgulamaktadir.

Down Sendromlu ¢ocuklarin ebeveynlerinin tam zamanl kaynastirma egitimini destekleme egiliminde
olabilecegini, otizmli ¢ocuklarin ebeveynlerinin ise yar1 zamanlh kaynastirmay: tercih edebilecegini
belirten bazi1 ¢aligmalarin aksine (Kasari vd., 1999), mevcut calisma bu Oriintiiyli desteklememistir.
Bulgular, ebeveynlerin kaynastirma egitimine bakis agilariin belirli tanilardan ziyade (Zanobini vd.,
2018), c¢ocuklarmin engelinin ciddiyetinden etkilenme olasiliginin daha yiiksek oldugunu
gostermektedir. Bu durum, Leyser ve Kirk'in (2004) ¢calismasindan elde edilen sonuglarla értiismektedir.
Ornegin, bu arastirmada, Down Sendromu tanis1 almis ¢cocuklari olan iki ebeveyn farkli goriisler dile
getirmis ve otizmli ¢ocugu olan bir ebeveyn, Down Sendromlu ¢ocugu olan ebeveynlerden birinin
tercihiyle uyumlu olarak, ¢ocugu i¢in tam zamanli kaynastirmayi tercih etmistir. Bu gozlem, Tiirk
ebeveynlerin kaynastirma egitiminden memnuniyetinin, belirli bir engel tilirlinden ziyade engelin
ciddiyetine gore belirlenebilecegini ima etmektedir.

Literature paralel olarak (6rn. Burke, 2013; Fish, 2008), Tiirk ebeveynlerin ¢ocuklarinin egitim siirecine
katilmi ile kendi memnuniyet diizeyleri arasinda genellikle olumsuz bir iliski bulunmaktadir.
Ebeveynlerin toplantilara katilabildigi ancak katilimlarnin gostermelik oldugunu diisiindiikleri
literatiiriin aksine (Burke, 2013), Tiirk ebeveynler bu tiir toplantilara davet bile edilmemistir ve bu da
daha temel bir soruna igaret etmektedir. Freeman ve digerleri (1999) egitim seviyesi yliksek ebeveynlerin
cocuklarinin egitimine daha fazla katihm gosterdigini kesfetmistir. Ancak, mevcut ¢aligmanin bulgular
bununla uyumlu degildir. Egitim ge¢mislerine bakilmaksizin, tiim katilimci ebeveynler katilim firsatlari
ve bu konuda kendilerine nasil davranildigi konusunda hosnutsuzluklarini dile getirmistir. Bilgisiz ve
diglanmis hissetmek, Ingiltere'deki yerli ebeveynlere kiyasla kendilerinin ve g¢ocuklarinin egitim
uzmanlar tarafindan kabul gérmedigi veya deger verilmedigi inancina yol agabilir. Ancak, kabuliin
basarili bir kaynastirma egitiminde ¢ok onemli bir faktdr oldugu tespit edilmistir (Frazeur-Cross vd.,
2004; Lovitt ve Cushing, 1999; Soodak ve Erwin, 2000). Ebeveynlerin ¢ocuklarinin egitimine aktif
katilmimi engelleyen diger onemli bir bariyer, profesyonellerin iistiin bilgi ve uzmanliga sahip
olduklarina yonelik algilar olabilir. Bu inang, profesyonellerin ebeveynlerin katkilarina daha az agik
olmalarina ve katilimlarim belgeleri imzalamak gibi rutin konularla siirlandirmalarina yol agabilir
(Fish, 2008). Bu durum, BEP siirecinde ebeveyn katiliminin teorik 6nemi ile pratikteki uygulamasi
arasinda bir ugurum olduguna isaret etmekte ve politikanin amaci ile ebeveynlerin bu toplantilardaki
deneyimleri arasinda potansiyel bir kopukluk oldugunu gostermektedir. Ayrica, ebeveyn katilimimin
anlami ve iglevleri hakkindaki farkli fikirler nedeniyle ebeveynler ve dgretmenler arasinda potansiyel
bir ¢atigsma kaynagi oldugu 6ne stiriilmektedir. Ebeveynler daha aktif bir katilim arzularken, 6gretmenler
katilim1 sadece onay almak ve belgeleri imzalamak olarak yorumlayabilir.

Bir bagka tartisma konusu da ebeveynlerin 6zel egitime ihtiyacit olan ¢ocuklarinin egitimine iliskin
tercihlerinin dikkate alinmadig1 yoniindeki iddialaridir. Bu durum, biirokratik engeller, gecikmeler ya
da ebeveynlerin gercek hayatta itiraz hakkin etkin bir sekilde kullanmasini engelleyen diger engeller
anlamina gelebilir. Yasal hiikiim ile pratik uygulama arasindaki kopukluk, ¢cocuklarinin egitimiyle ilgili
kararlara katilma g¢abalarinda ebeveynler i¢in itiraz siirecinin erisilebilirligi ve islevselligi konusunda
endiselere yol agmaktadir. Bu eksiklik, ebeveynler arasinda memnuniyetsizlige yol agabilir. Ayrica,

150



Ni ’ MSKU Egitim Fakiiltesi Dergisi
AL ISSN 2148-6999 Cilt 11, Say1 2, (2024) Kasim

profesyoneller ve aileler arasindaki dil farkliliklar1 ebeveyn katiliminin oniinde bir engel olarak
tamimlanmaktadir.  Burke (2013), ebeveynlerin memnuniyetsizliklerini ifade  etmekten
cekinebileceklerini  ve endiselerini paylagsmaya calistiklarinda bile karsit bir tutumla
karsilagabileceklerini iddia eder. Baz1 kiiltiirlerde ise otorite figlirlerine ve profesyonellere karsi elestiri
ve sikayetlerin hos karsilanmayacag diislincesiyle, ebeveynler sorunlarimi dile getirmek istemeyebilir.
Etnik koken ve dil farkliliklar1 bu ¢ekincelerin daha da fazlalagmasina neden olabilir. Profesyoneller, dil
bariyeri nedeniyle etkili sekilde duygu ve diisiincelerini anlatamayan ebeveynlerin ihtiya¢ ve sorunlarim
anlamada eksiklik gosterebilir. Bu nedenle, okullarda terciiman bulunmamasi, dikkat edilmesi gereken
onemli bir sorun olarak vurgulanmaktadir. Bu ¢alisma, farkli kiiltiirlerden gelen ebeveynler arasindaki
deneyimleri dogrudan karsilastirmamis olsa da Ingiltere'deki Tiirk ebeveynler ve dgretmenler arasindaki
kiiltiirel farkliliklar, iletisimi etkileyen bir faktor olarak tespit etmistir. Bu gdzlem, Sontag ve Schact'in
(1994) Kiiltiirel farkliliklarin ebeveynler ve egitimciler arasindaki iletisimi olumsuz etkiledigini ve
bunun da ebeveyn katilimmin azalmasina yol agtigini bildiren bulgularyla ortiismektedir. Dolayisiyla,
bu Tirk ebeveynlerin memnuniyetinin, kaynastirma programinin tartisilan yoniine bagli olarak
dalgalandig1 sdylenebilir.

Mevcut literatiir bulgular agikca desteklemese veya karsi ¢cikmasa da bu ¢alisma yabanci bir tilkede
yasamanin Tiirk ebeveynlerin 6zel egitim gerektiren ¢ocuklarinin kaynastirma egitimi deneyimleri
iizerinde hem olumlu hem de olumsuz etkileri oldugunu gdstermektedir. Ingiltere'de yasamanin,
ozellikle de 6zel gereksinimli gocuklar igin kaynastirma egitimi a¢isindan avantajlart konusunda olumlu
duygular ifade edilmistir. Bu olumlu tepkiler, 6zellikle kendi {ilkelerindeki onceki deneyimleri
olumsuzsa, ebeveynlerin baglangigtaki beklentilerini ve su anda ikamet ettikleri iilkedeki ¢ocuklarinin
kaynastirma egitiminden memnuniyetlerini etkileyen c¢ok kiiltiirlii baglama sahip olmanin bir sonucu
olabilir. Bagka bir deyisle, ebeveynler ¢cocuklarinin kaynastirilmasina yonelik daha diisiik beklentilerle
baglamislarsa, normal kosullara gore daha yiiksek bir memnuniyet diizeyi yasayabilirler.

Buna karsilik, galisma, Tiirk ve Ingiliz egitim sistemleri arasmdaki farkliliklarin uyum konusunda
zorluklara yol agabilecegini ve bunun da ebeveynler i¢in olumsuz deneyimlerle sonuglanabilecegini
ortaya koymaktadir. Bu durum, kiiltiirel ve egitimsel farkliliklarin, 6zel gereksinimli gocuklarin
ebeveynlerinin kaynastirma egitimi ortamlarindaki deneyimleri iizerindeki hassas etkisini
vurgulamaktadir.

Katilmcer Tirk ebeveynlerin ¢ocuklarinin devam ettikleri okullarm konumlarindaki farkliliklara
ragmen, ¢cocuklarinin kaynastirilmasiyla ilgili deneyimleri 6nemli 6l¢iide farklilik gostermemistir. Etnik
kokene dayali bu galigmanin ilk beklentileri, Tiirk ebeveynlerin daha olumsuz deneyimler bildirecegi ve
yerlestirme siirecinde daha fazla zorlukla karsilasacag: yoniindeydi. Ancak ¢alisma, sikayetleri olsa da
katilime1 ebeveynlerin deneyimlerinin biiyiik 6l¢iide benzer oldugunu ortaya koymustur. Rapor edilen
deneyimler, profesyonellerin farkl etnik kdkenlerden gelen bireylere yonelik tutumlarinin ebeveynlerin
genel deneyimlerini etkiledigini gostermistir.

Simirhiliklar ve Oneriler

Tiirk ebeveynlerin Ingiltere’de dzel egitim ihtiyaci olan ¢ocuklarinin kaynastirma egitimi hakkindaki
tecriibelerini igeren karmasik ve son derece duygusal durumu niteliksel olarak incelemek igin,
ebeveynlerin deneyimlerini anlatirken kullandiklar kendi climleleri veri olarak kullanilmistir. Bununla
birlikte, bazi1 sinirlamalar kabul edilmelidir. Veriler yalnizca goriismeler yoluyla toplanmis, ebeveynlerin
anlatimlarinin  gilivenilirligini dogrulayacak gozlemsel verilerden yoksun birakilmistir. Ayrica, bu
calismada Ingiltere'de dzel egitime ihtiyaci olan cocuklari olan sadece dért Tiirk ebeveynle goriisiilmiis
ve bu da farkli engellerin aragtirilmasini sinirlandirmistir. Bununla birlikte, katilimcilarin ¢ocuklarinin
farkli yas gruplarina ve farkli engel tiirlerine sahip olmasi da ¢alismanin kapsamini daraltmistir. Farkli
yas gruplarindan ve engel tiirlerinden ¢ocuga sahip olan ailelerin, ¢ocuklarinin egitimi konusundaki
goriisleri onemli Ol¢iide farklilik gosterebilir. Sonuglar, bu deneyimlerle ilgili yeni bir bakis agismin
gelistirilmesine katkida bulunsa da 6zel egitime muhtag¢ ¢cocuklar1 olan tiim Tiirk ebeveynlere ve diger
gdcmen niifuslara genellenemez.
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Bu sinirlamalara ragmen, calisma gelecekteki arastirmalar igin Oneriler sunmaktadir. Karsilagtirmal
caligmalar, Ingiltere'de yasayan farkli etnik kokenlerden ebeveynlerin deneyimlerini kesfedebilir.
Arastirmanin diger yabanci iilkelerdeki Tiirk ebeveynleri de kapsayacak sekilde genisletilmesi daha
genis bir bakis ag1s1 saglayabilir. Ingiltere'deki Tiirklerin kaynastirma egitimiyle ilgili goriislerini almak,
0zel egitim politikalarinin belirlenmesi i¢in de 6nemli bir kaynak olabilir. Belirli etnik gruplardan gelen
ailelerin kaynastirma egitimiyle ilgili deneyimleri, politika yapicilarina ve egitim uzmanlarma cesitli
bakis agilar1 sunabilir. Bu veriler, kaynastirma egitim politikalarinin daha kapsayici, etkili ve kiiltiirel
acidan duyarl bir sekilde gelistirilmesine yardimci olabilir. Daha gesitli tiirde engellerin ve diizeylerinin
dahil edilmesi, ebeveynlerin tam tiiriine dayali deneyimlerinin ve memnuniyetlerinin anlasilmasini
derinlestirecektir. Farkli arastirma yontemleri ve daha biiylik katilmci Ornekleri kullanilarak
genellenebilirlik artirilabilir.

Sonuc¢

Sonugclar, kaynastirma egitiminde daha iyi politika ve uygulamalar1 tesvik etmek igin yararli olabilecek
bulgular sunmaktadir. Bu bulgular, ebeveynlerin ¢ocuklarmin kaynastirilmasina iligskin algilarim ve
memnuniyetlerini etkileyen farkli degisken tiirleri ve farkli kaynaklar arasindaki énemli baglantilarin
iligkilerini ortaya koymaktadir. Sonuglar, ebeveynlik deneyimleri {izerine yapilan diger arastirmalarla
baz1 benzerlikler gosterse de arastirma Ingiltere’deki Tiirk ebeveynlerin kaynastirma egitimi konusunda karsilastig1 6zel
zorluklari ortaya koymasi yoniiyle énemli goriilmektedir. Tanilama siirecinin, rahatlama, anlayis ve gerekli destek
hizmetlerine erisim saglayan gok énemli bir bilesen oldugu ortaya ¢ikmigtir. Ogretmenlerin grencilerin
potansiyeline olan inanglar1 ve ek akademik destege duyulan ihtiya¢ konusundaki endiseler, kaynastirma
egitim sisteminde iyilestirilmesi gereken alanlara isaret etmektedir.

Vurgulanmasi gereken bir diger sonug¢ da ebeveynlerin yasalar geregi ¢cocuklarinin yerlestirilmesinde
karar mercii olarak kabul edilmelerine ragmen (Duhaney ve Salend, 2000), ingiltere kaynastirma egitim
sisteminde Tiirk ebeveynlerin goriislerinin goz ardi edilmis olmasidir. Bu durum, egitim sistemlerindeki
esitsizliklerden kaynaklanan zorluklarin altin1 ¢izmekte, iletisim eksikliklerini ve kiiltiirel farkliliklar
ele almak i¢in proaktif tedbirlere duyulan ihtiyac1 vurgulamaktadir.

Burke (2013), ebeveyn katilimi olmadan, 6zel egitime ihtiyac1 olan Ogrencilerin yetersiz ve/veya
uygunsuz hizmet alma ihtimalinin daha yiiksek olduguna dikkat ¢ekmektedir. Calisma, ebeveynlerin
aktif katilim istekleri ile 6gretmenlerin uygulamalar1 arasindaki potansiyel ¢eligkileri tespit ederek, BEP
stirecinde ebeveyn katilimmin pratikte uygulanmasmin yeniden diizenlenmesi ihtiyaci1 ortaya
koymaktadir.

Bu calisma, kendi tilkeleri disinda yasayan 6zel gereksinimli cocuklari ebeveynlerinin deneyimlerini
ve bakis agilarini etkileyen faktorlerin anlasilmasina katkida bulunmaktadir. Daha kapsayici bir normal
okul anlayis1 olusturmak igin 0gretmenlerin ve politika yapicilarin bu faktorleri daha iyi anlamasi
gerektiginin altim ¢izmektedir. Kiiltlirel duyarliligin arttirilmasi, miidahale arastirmalarinda biiytik bir
oneme sahiptir. Sonug olarak, farkli bir kiiltiirden gelen ebeveynlerin okul kaynastirmasina iliskin
goriislerini dikkate almak, aileler i¢cin hangi unsurlarin daha 6nemli oldugunu ve hangilerinin
iyilestirilmesi gerektigini belirlemeye yardime1 olabilir. Bulgular, Tiirk ebeveynlerin 6zel baglaminin
Otesinde, diinya capinda kaynastirma egitim sistemlerinin iyilestirilmesi i¢in gerekli onerileri ortaya
koymaktadir. Bu yaklagim, kaynastirma egitimini daha kapsayici ve etkili hale getirebilir.
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