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Abstract

Specific learning disability (SLD) is a neurologically based disorder
characterized by persistent and specific difficulties in acquiring reading,
writing, mathematics, or language skills. This condition negatively

About the Article impacts students’ academic performance and social adjustment and, if
- not identified early, may result in more severe complications. Therefore,
Received: 24.12.2024 the “pre-referral process” implemented before students are referred to
Accepted: 09.09.2025 the Guidance and Research Center (GRC) is of great importance. This

study explored the experiences of students at risk of SLD during the pre-
Publish: 08.10.2025 referral process, as well as the roles undertaken by classroom teachers,

guidance counselors, school administrators, and parents. The study was
conducted using a case study design, one of the qualitative research
methods, and the data obtained from interviews with classroom teachers,
a guidance counselor, school administrators, and parents in a primary
school were analyzed through content analysis. The findings revealed
Kevwords that gl.assroom teachers m.ostly pllfeferreaf traditional methods sych as
repetition and one-to-one instruction, guidance counselors carried out
Specific learning disability the process through informing, directing, and providing limited
psychosocial support. School administrators were found to focus on
procedural tasks, while instructional leadership and collaboration
Inclusive education mechanisms were not sufficiently developed. Parents’ participation in
the process remained limited, while students particularly experienced
reading difficulties, loss of motivation, and challenges in social
relationships. In conclusion, it was found that the pre-referral process
needs to be improved in terms of stakeholder collaboration and inclusive
practices.
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Introduction

Specific learning disability (SLD) refers to persistent and specific difficulties experienced by
individuals in acquiring reading, writing, mathematics, or language skills (Lyon, Shaywitz, &
Shaywitz, 2003). Recognized as a neurologically based disorder, SLD involves cognitive differences
that prevent individuals from fully utilizing their potential. Although individuals with SLD typically
demonstrate average or above-average intelligence, they continue to experience difficulties in
particular areas of learning (DSM-5, American Psychiatric Association, 2013). SLD is usually
identified in the early stages of a student’s academic journey and may adversely affect their attitude
toward learning. The types of SLD include dyslexia (reading difficulties), dyscalculia (mathematics
difficulties), and dysgraphia (writing difficulties) (Fletcher et al., 2018).

SLD significantly affects students’ educational progress and psychosocial well-being. These
difficulties are particularly evident in fundamental academic skills such as reading, writing, and

11zmir Democracy University — bora.gorgun@idu.edu.tr — ORCID: 0000-0002-9080-5667

2 Esenyurt Sultan Alpaslan Primary School — yazgulkaradas.07@gmail.com — ORCID: 0000-0001-9024-3214

3Mehmet Colak Child and Adolescent Psychiatry Clinic — psk.zeynepsonmez@gmail.com — ORCID: 0009-0001-9241-1637
4 Atca Care, Rehabilitation and Family Counseling Center — bstncmerve@gmail.com— ORCID: 0009-0005-3548-2171

195


mailto:bora.gorgun@idu.edu.tr
https://orcid.org/0000-0002-9080-5667
https://orcid.org/0000-0001-9024-3214
https://orcid.org/0009-0001-9241-1637
https://orcid.org/0009-0005-3548-2171

A ( ’ MSKU Journal of Education
¥ ISSN 2148-6999 Volume 12, Issue 2, (2025) November

mathematics, slowing students’ academic development (Meltzer, 2018). For example, students with
dyslexia struggle with text comprehension and word recognition, while students with dyscalculia have
difficulties in understanding numerical operations and solving problems (Berninger & Wolf, 2009).

The pre-referral process involves classroom and school-based interventions conducted prior to
assessing a student’s need for special education services. In this process, general education teachers,
school counselors, parents, and school administrators apply various strategies to address students’
difficulties (Kovaleski et al., 2022). The purpose is to test the adequacy of the support provided in the
classroom before directly referring to a student to special education, and to ensure academic
development by making appropriate accommodations when necessary (Fuchs & Fuchs, 2006).

The pre-referral process is a stage that aims to support students suspected of having special
educational needs within the general education environment before they are referred to the Guidance
and Research Center (GRC). During this stage, classroom teachers, school counselors, parents, and
administrators implement a variety of strategies to address students’ academic, social, and behavioral
difficulties (Kovaleski et al., 2022; Fuchs & Fuchs, 2006). Teachers systematically track students’
responses to classroom accommodation, document the interventions applied, and assess their academic
progress. When necessary, they collaborate with school counselors and administrators to develop
flexible solutions that address students’ diverse needs (Sugai & Horner, 2009). According to the
Special Education Services Regulation (MoNE, 2018), classroom practices and the data collected
during this phase constitute an important basis for the “Educational Evaluation Request Form” and
provide evidence-based input for decisions regarding whether a student should undergo a
comprehensive educational evaluation.

Early intervention and preventive measures are crucial for mitigating the challenges faced by students
at risk of SLD. Such interventions not only enhance students’ academic performance but also help
prevent potential psychosocial problems (Fletcher et al., 2018). Therefore, timely and effective
planning of pre-referral practices in educational settings is essential. A review of the literature on pre-
referral practices in Tiirkiye highlights the pivotal role of this process in identifying students’ needs at
an early stage and planning appropriate support. However, significant structural shortcomings have
also been noted in current practices. Altun and Karasu (2021) highlighted the infrequent use of data-
driven decision-making methods in the pre-referral process, which prevents teachers and
administrators from developing effective and systematic intervention strategies. Similarly, Tung
(2011) found that teachers often lack sufficient knowledge, and the absence of supportive tools
significantly limits the effectiveness of interventions at this stage. Teachers often reported feeling
unsupported and isolated when identifying at-risk students and in determining appropriate intervention
strategies, highlighting the need for stronger collaboration mechanisms. Aslan (2015) stressed the
importance of early identification and intervention for students with SLD but noted that early
intervention strategies are not widely implemented in Tiirkiye and that existing practices lack
sufficient structure.

Taken together, the findings of these studies indicate that conducting the pre-referral process
effectively requires systematic data collection, supporting teachers’ professional development, and
strengthening in-school coordination. When considered collectively, the literature shows that pre-
referral practices in Tiirkiye remain inadequate and that this process requires a more structured and
data-driven framework. Identifying the practices implemented during the pre-referral process may help
prevent unnecessary referrals to special education and ensure that appropriate support is provided at an
early stage.

The overall aim of this study is to explore the quality of pre-referral practices implemented to support
students at risk of SLD, by examining the practices carried out by stakeholders (teachers, parents,
school counselors, and school administrators) and to gain an in-depth understanding of the pre-referral
experiences of students at risk of SLD. To achieve this aim, the following research questions were
addressed:

1. What are the pre-referral practices implemented by classroom teachers for students at risk of
SLD?
1.1. How are classroom accommodations reflected in the classroom environment?
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2. What are the pre-referral practices implemented by school counselors for students at risk of
SLD?

3. What are the pre-referral practices implemented by school administrators for students at risk
of SLD?

4. What are parents’ views on the practices implemented for their children at risk of SLD during
the pre-referral process?

5. What are the experiences of students at risk of SLD regarding the strategies they use when
facing difficulties, the support they receive or expect from teachers, and their peer
relationships in the classroom?

Method

Research Design

In this study, a case study design was employed to explore the practices carried out by classroom
teachers, school counselors, school administrators, and parents of children at risk of specific learning
disabilities (SLD) during the pre-referral process, as well as the experiences of students at risk of SLD
within this process.

Qualitative case studies primarily involve the in-depth investigation of one or more cases. In this
process, factors such as the setting, events, individuals, and procedures that influence the case—and
the ways in which they are influenced by the case—are addressed from a holistic perspective (Bogdan
& Biklen, 2007; Creswell, 2014; Yildinm & Simsek, 2016). These studies typically seek to answer
“how” and “why” questions and aim to gain a deeper understanding of different dimensions of the
case under investigation. To reveal various aspects of the process, multiple data collection methods
such as observation, interviews, and document analysis are employed (Yin, 2009; Akar, 2019). Case
studies are frequently used in educational research and contribute to evaluation processes in diverse
contexts (Davey, 1991).

In literature, case studies have been classified in different ways. For example, Yin (2009)
distinguished case studies as descriptive, explanatory, and exploratory based on their objectives. In
this study, the pre-referral experiences of students at risk of SLD were treated as a single case;
therefore, the research was designed as a holistic single-case study. In line with its purpose—and
given the limited research on this topic—the study is both exploratory and descriptive, aiming to
examine pre-referral practices for students at risk of SLD in a comprehensive and detailed manner.

Participants

The participant group included three classroom teachers, three school counselors, three school
administrators, three parents, and three students identified as being at risk of SLD, all from the same
primary school. In line with ethical principles, pseudonyms were used in the research report (Glesne,
2014).

For participant selection, criterion sampling, one of the purposeful sampling methods, was employed.
This method involves working with individuals, cases, or events that possess specific characteristics
determined in accordance with the purpose of the study (Yildirnm & Simsek, 2016). The criteria were:
a) being a classroom teacher, school counselor, or school administrator working at a school where
students at risk of SLD are enrolled, and

b) volunteering to participate in the study.

The characteristics of the participants are presented in Table 1.
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Table 1. Participant Information for Classroom Teachers, School Counselors, School Administrators,
Parents, and Students at Risk for SLD

Role Gender Age Years.of ComPleted COl.lI‘SCWOI‘k in
experience Special Education

Classroom teacher 1 Female 29 3 Yes

Classroom teacher 2 Male 32 9 Yes

Classroom teacher 3 Female 40 12 No

School counselor 1 Female 25 1 Yes

School counselor 2 Female 27 2 Yes

School counselor 3 Male 29 5 Yes

School administrator 1 Male 45 19 No

School administrator 2 Male 36 10 No

School administrator 3 Female 33 8 Yes

Parent Gender Age Educational Income level
Background

Parent 1 Female 34 Primary School Below minimum wage

Parent 2 Female 38 High School Minimum wage

Parent 3 Female 25 Primary School Below minimum wage

Students at Risk for SLD Gender Age Grade level

Student 1 Girl 8 2

Student 2 Boy 9 4

Student 3 Boy 9 4

Roles of the Researchers

The research team consisted of two psychological counselors pursuing graduate education in special
education, one psychologist, and an expert holding a doctoral degree in special education with 15
years of professional experience. Each researcher had prior experience working with children with
special needs and their parents. Through these interactions, the researchers had gained insights into the
referral and pre-referral experiences of students with SLD in natural contexts, which informed the
planning of the study.

The developments leading to the planning of this research emerged during a graduate-level course in
which the pre-referral process was examined. Three researchers had completed graduate coursework
on qualitative research methods. One researcher had taken qualitative methods courses during both
master’s and doctoral studies and had conducted research employing qualitative methodology.

Data Collection Techniques

In qualitative research, a variety of data collection techniques—such as observations, interviews,
researcher’s reflective journals, and document analysis—can be employed to generate a
comprehensive and rich dataset regarding participants’ perspectives, experiences, and behaviors
(Creswell & Poth, 2016; Yildinm & Simsek, 2016). Using multiple tools and integrating the
evidence obtained is important for producing a rigorous case study (Yin, 1994). Employing different
instruments and systematically processing these sources of evidence allows the researcher to evaluate
and compare the validity of findings (Patton, 2002).

This study was designed as a holistic single-case study with an emphasis on data triangulation. To
examine the quality of pre-referral practices and the roles of stakeholders (classroom teachers,
parents, school counselors, and administrators) in supporting students at risk of SLD, data were
collected through semi-structured interviews, document collection, and reflective researcher journals.
Semi-structured interview questions were jointly prepared by the researchers and reviewed by three
experts holding doctoral degrees in special education. Based on their feedback, one item was revised
for clarity, and a new sub-question was added; the protocol was then finalized.
During the interviews, classroom teachers were asked about their professional background,
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observations of students at risk of SLD, and classroom practices used to support these students.
School administrators were asked about the role of school management regarding students at risk of
SLD, requests received from teachers, and the referral process to Guidance and Research Centers
(GRC). Parents were asked how they noticed their children’s learning difficulties and what they
encountered thereafter. Students were asked about their feelings when facing challenges in lessons,
strategies they used to overcome these difficulties, the support they received from teachers and
counselors, and their classroom interactions. Questions such as “How do you feel when you have
difficulty understanding a topic in your lessons?” and “What do you need in order to learn more
easily in the classroom?” were directed to students. Table 2 presents the data collection techniques
used for each research question.

Table 2. Data Collection Techniques Used

Data Collection Techniques . Document Reflective
. Interview . Researcher
Research Questions Analysis
Journal

1. What are the pre-referral practices implemented by

classroom teachers for students at risk for SLD? ':D:' ED:'
1.1. How are classroom accommodation reflected in ':D:'
the classroom environment?

2. What are the pre-referral practices implemented by ED:' ED:'

school counselors for students at risk for SLD?

3. What are the pre-referral practices implemented by ':D:'

school administrators for students at risk for SLD? ED:'

4. What are parents' views on the practices implemented for

their children at risk for SLD during the pre-referral ED:'

process?

5. What are the experiences of students at risk of SLD

regarding the strategies they use when facing difficulties,

the support they receive or expect from teachers, and their ':D:'

peer relationships in the classroom?

fp 9P AP 9P A°

ot

Research Process

After formulating the research questions, the researchers conducted a literature review and parallel
readings. A semi-structured interview form was developed and reviewed by three experts; the form
was finalized based on their feedback. Following ethics approval, an announcement was made at the
institution where the second author was employed, and volunteers were identified (Researcher’s
Journal, 11/07/2024). Participants were informed about the purpose and scope of the research and
their rights; they were also notified that the interviews would be audio-recorded and that these
recordings would be accessed only by the researchers.

Criterion sampling was employed, and 15 voluntary participants were included. Demographic data
were collected using a demographic information form. All interviews were conducted in the school
counseling service. The interviews lasted between 18:38 and 39:58. The data collection process was
supported by document analysis and was completed between December 1, 2024, and January 20,
2025. An overview of the research process is presented in Figure 1.

199



N ’ MSKU Journal of Education
¥ ISSN 2148-6999 Volume 12, Issue 2, (2025) November

Figure 1. The Implementation Process of the Study

/Pre Research Phase /Data Collection Phase /Data Analysis Phase
( ) ( ) ( )
*Beginning to *Collecting *Transcribing the
write the demographic interviews
researcher information +Writing down the
Journal *Conducting pilot data obtained
*Conducting interviews from document
literature review +Conducting main analysis
*Preparing interview *Writing down the
interview «Starting the data obtained
questions document from the
*Receiving expert collection researcher
feedback on the process Journal
interview *Coding the data
| queStionS N ] . Converﬁng
*Obtaining ethics related codes into
committee sub-themes
approval *Creating themes
from sub-themes
*Interpreting and
reporting the
themes
- J - J - J
Data Analysis

Data analysis in qualitative research consists of successive, interrelated phases: organizing the data,
conducting preliminary readings, coding, generating themes, and reporting/interpreting the findings
(Creswell & Poth, 2016). In this study, the analysis began with repeatedly listening to the recorded
interviews and transcribing them verbatim. Transcribing fifteen participants were compiled into a
single document and read several times to grasp core ideas and identify potential themes.
In the second stage, the semi-structured interviews, document analyses, and the researcher’s reflective
journal collected during the data collection process were evaluated together. The documents consisted
of official sources such as regulations, circulars, and guidelines related to pre-referral processes in
special education (e.g., referral criteria, the Educational Evaluation Request Form, and school-based
RtI/MTSS procedures). The researcher’s journal included field observations, notes on the
implementation process, and reflective entries.

All qualitative data were transferred to MAXQDA 2020 for systematic analysis. During coding,
participant statements were examined in detail and meaningful segments were assigned appropriate
codes (Miles & Huberman, 1994). After initial coding, the code list was shared with an expert
experienced in qualitative research, and adjustments were made based on feedback. To ensure inter-
coder reliability, the data were coded independently by the researcher and a second coder. The results
were compared, and reliability was calculated using Miles and Huberman’s (1994) formula
(Reliability = Agreements / (Agreements + Disagreements) x 100). The reliability coefficient was
96%, exceeding the commonly accepted threshold of 80%, indicating a highly reliable coding process.
Following coding, codes with similar meanings were grouped into subthemes, which were then
clustered into broader main themes. In developing the themes, the roles undertaken by stakeholders in
the pre-referral process were considered, resulting in five stakeholder-based themes—classroom
teachers, school counselors, school administrators, parents, and students. In total, six main themes and
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twenty-three subthemes were identified.
The analysis proceeded through the following steps:

a) transcription of interviews;

b) organization of data obtained from document analysis and the researcher’s journal;
c¢) transfer of data into MAXQDA;

d) coding of data;

e) development of subthemes from codes;

f) generation of main themes from subthemes;

g) interpretation and reporting of themes.

Trustworthiness

In case studies, several measures can be taken to ensure reliability/credibility, internal and external
validity, and construct validity (Glesne, 2014). In this study, data triangulation was achieved through
semi-structured interviews, document analyses, and the researcher’s reflective journal. The journal
included challenges encountered in the field, experiences gained, and suggestions regarding the research
process. The researchers also regularly evaluated the consistency of data obtained through different
methods.

Audio recordings, dialogue-based transcripts, and documents were securely stored in digital formats to
prevent data loss. Coding and analysis were conducted using MAXQDA, ensuring systematic analysis
and consistency in coding. The findings were interpreted and discussed in light of the related literature.
Through these measures and software support, the study was concluded to be valid and reliable.

Findings

In this study, conducted to reveal the practices implemented during the pre-referral process for
students at risk of Specific Learning Disabilities (SLD), data obtained through semi-structured
interviews, document analysis, and the researcher’s reflective journal were analyzed. The findings are
presented in line with the research questions within the framework of five sub-problems: the practices
of classroom teachers, the practices of guidance counselors, the practices of school administrators, the
views of parents, and the views of students. For each sub-problem, the identified themes are explained
together with code—frequency values, sample quotations, and relevant findings from documents and
the researcher’s journal.

Classroom Teachers’ Pre-Referral Practices for Students at Risk of SLD and the
Reflections of In-Class Adaptations on the Classroom Environment

The data indicate that classroom teachers identified students at risk of SLD at an early stage and
developed various support strategies for these students in both academic and social domains. Teachers
identified the most common indicators of learning difficulties as “struggling to grasp the subject
matter” and “quickly forgetting learned content.” For example, one teacher emphasized the slowness
of the learning process by stating, “Despite explaining the topics repeatedly, the student is unable to
learn at all and acquires knowledge very slowly” (CT1). Similarly, another teacher pointed out that
forgetfulness hindered the permanence of learning: “No matter how much I repeat, the student forgets
everything by the next day” (CT3).

Academic support
Teachers most frequently resorted to academic support. Participants reported supporting students’
learning through reviewing topics, repetitive teaching, one-to-one reading activities, and assigning
additional homework. One teacher highlighted the importance of individual support: “I do one-to-one
reading with the child; I assist with individual lessons. I am obliged to work one-on-one with the
student outside of class” (CT1). These practices align with the Ministry of National Education’s
principle to “diversify instruction by considering students’ individual differences” (MoNE, 2023).

Classroom adaptations and their reflections

Adaptations aimed to increase students’ active participation in learning. Teachers frequently seated
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students in the front row, encouraged them by giving more speaking opportunities, and created space
for self-expression. One teacher noted, “...mostly I seat the student in the front during lessons” (CT1),
to better monitor students who had difficulty sustaining attention. Another stated, “I try to encourage
the student by giving them speaking opportunities” (CT3). Similar observations were recorded in the
researcher’s journal: students were placed in front rows for easier intervention, and participation
increased when they were frequently given the right to speak. These findings directly address Sub-
problem 1.1: “How are classroom adaptations reflected in the classroom environment?”’

Supporting social relationships

Teachers also prioritized supporting students’ social relationships. They made special efforts to
prevent exposure to peer bullying and tried to include students in group work. For example: “I
frequently prefer activities that promote peer integration and the development of positive
relationships” (CT1).

Collaboration with families and the guidance service

Teachers experienced difficulties communicating with families. Many parents did not accept that their
children had a special condition. One teacher stated, “Parents usually deny it, which makes the process
difficult for us” (CT1). Nevertheless, teachers collaborated with the school guidance service, referred
students when necessary, and sought additional educational support.

Overall, classroom teachers implemented adaptations in both academic and social domains during the
pre-referral process. They supported learning through one-to-one support, repetitive teaching, and
additional homework; increased participation through classroom adaptations; and worked to
strengthen social relationships. Reflections in the classroom included increased student participation,
easier teacher intervention, and supported peer relations. However, collaboration with families was
challenging; teachers attempted to overcome these barriers through cooperation with the guidance
service. In sum, teachers employed multidimensional strategies to support students at risk of SLD, yet
the process remained limited in terms of family collaboration.

Guidance Counselors’ Pre-Referral Practices for Students at Risk of SLD

The data show that guidance counselors carried out various practices aimed at supporting students at
risk of SLD, as well as assisting teachers and parents. However, most of these practices remained at
the individual level, and coordination with the school administration was limited.

Identifying situations suggestive of learning difficulties
Guidance counselors described indicators such as “slow learning,” “difficulties in mathematics,” and
“writing problems.” One counselor stated, “These students learn slowly; it takes them much longer
than their peers to comprehend information” (GC1, GC2). Another emphasized writing difficulties:
“The student confuses the letters the teacher says and writes slowly” (GC3).

Practices aimed at students
The most prominent practice was student—parent—teacher meetings: “We work in cooperation by
meeting with the student, the teacher, and the parent” (GC2). Another frequently employed practice
was referring students to the Guidance and Research Center (GRC): “I refer them to the GRC” (GC1).

Practices aimed at teachers
Counselors also worked with classroom teachers. One participant reported organizing seminars: “We
conduct seminars on what learning difficulties are, what their sub-areas include, and how to support
individuals with learning difficulties” (GC3). Counselors further supported teachers in establishing
cooperation with parents: “...we ensure that the teacher contacts the parent and establishes
collaboration” (GC2).

Findings regarding relations with school administration

Cooperation with school administration was quite limited: “We do not carry out any work” (GC1). Yet
the MoNE Guidance and Psychological Counseling Services Regulation requires counselors to prepare
programs for students at risk and conduct counseling, while administrators must ensure effective
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implementation (MoNE, 2020). The researcher’s journal similarly noted intense individual efforts by
counselors and a lack of active administrative involvement.

Overall, guidance counselors engaged in multidimensional practices targeting students (meetings,
referrals to the GRC), teachers (informative seminars, supporting parent—teacher collaboration), and
parents (informative meetings). Nonetheless, these practices largely remained individual and were
constrained by limited cooperation with school administration. Although regulations call for a
coordinated support system, field findings indicate insufficient implementation, particularly in
collaboration with administrators.

School Administrators’ Pre-Referral Practices for Students at Risk of SLD

Interviews and supporting data indicated that school administrators primarily played a limited role
during the pre-referral process, consisting mainly of referring cases to the guidance counselor and
providing information; systematic collaboration with teachers and institutional response mechanisms
to parental requests appeared limited.

Practices for students at risk
The most frequent practice was reporting the student to the guidance service: “We inform our
guidance counselors, and the guidance counselor contacts the family” (SA1). This positions the
guidance service as the intermediary rather than involving direct administrative intervention.

Practices conducted with teachers
Planned collaborative work between administration and teachers was limited: “No, we do not” (SA2).
The researcher’s journal noted that meetings addressed students’ situations mostly at the level of
sharing information, with no institutionalized joint planning, monitoring, or regular coordination.

Demands addressed to the school administration
Again, planned joint work with teachers was limited: “No, we do not” (SA2). The researcher’s journal
recorded that cases were generally handled as mere informing, without systematic planning,
monitoring, or coordination.

Views on the referral process
Administrators confined their role mainly to providing information: “As the school administration, we
only provide information; we do not get involved in the process” (SA2). This does not fully
correspond with the MoNE Regulation on Preschool and Primary Education Institutions, which
emphasizes arranging educational environments according to students’ needs, taking necessary
precautions, and monitoring attendance (MoNE, 2023). Field findings showed these responsibilities
were not sufficiently fulfilled in practice.

In brief, during the pre-referral process, school administrators were mostly limited to referring
students to the guidance counselor and providing information; joint planning with teachers,
monitoring, and institutional responses to parental requests were insufficient. Compared with
responsibilities assigned by regulations (MoNE, 2023), an active and coordinated school-level
mechanism was not adequately implemented.

Parents’ Views on Practices Implemented for Their Children at Risk of SLD During the
Pre-Referral Process

Parents recognized their children’s learning difficulties at an early stage but, in coping with these
difficulties, mostly collaborated with classroom teachers and the guidance service. They particularly
emphasized a lack of sufficient support from school administration.

Situations in which their children experienced difficulties
Parents reported the greatest difficulties in reading—Iletter recognition, fluency, and speed. “I realized
it in first grade; my child had difficulty reading” (P1). “He even had difficulty recognizing the letters”
(P2). These findings suggest early recognition but reliance primarily on teachers for solutions.

Practices implemented by parents
The most common strategy was meeting with the classroom teacher: “It was always the teacher who
supported us; we always met with him/her” (P3). Some parents indicated referrals to healthcare
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institutions: ““...we were referred to healthcare institutions” (P3). A few sent their children to out-of-
school courses (P1).

Support received from teachers
Parents stated that classroom teachers provided the most support—through individual meetings and
referrals to the guidance counselor. “The student was made to meet with me and the guidance
counselor” (P1).

Support received from the school administration

Parents reported insufficient support from the administration: “No, we did not” (P3). This suggests
that MoNE’s expectations—arranging educational environments for students at risk and taking
necessary measures (MoNE, 2023)—were not adequately met. The researcher’s journal similarly
noted that parents often shared concerns directly with teachers and avoided contacting administrators.
Overall, parents recognized learning difficulties—particularly in reading—early, collaborated mostly
with teachers, and sometimes sought additional support via healthcare institutions or courses.
However, they emphasized a lack of administrative support and primarily communicated with teachers
and the guidance service. Although regulations expect administrative support, field findings indicate
that, from parents’ perspectives, this support remained insufficient.

Students’ Views on the Practices They Carried Out When Experiencing Difficulties, the
Support Received and Expected from Teachers, and Their Opinions on Classroom
Friendships

Students at risk of SLD developed simple strategies to support their learning when experiencing
difficulties, generally received additional support from their teachers, and expressed expectations for
further support. Their views on classroom friendships were mostly positive.

Practices carried out when experiencing difficulties
Students reported turning to repetition, asking the teacher to re-explain, and reading books. “I study
that lesson by repeating it” (S3). “I ask my teacher to explain it again” (S1). The researcher’s journal
similarly noted frequent recourse to teachers and the importance of one-to-one re-explanations.

Support received from teachers
The most frequent support was re-explanation of lessons. “My teacher is good; he/she explains the
lesson again” (S1). This aligns with MoNE curriculum principles emphasizing differentiated
instruction (MoNE, 2023).

Support expected from teachers
Beyond current support, students requested more visual materials and front-row seating. “I would like
the teacher to play videos and explain with visuals” (S2). “I can sit in the front row” (S1). These
indicate needs for visual-auditory supports and seating arrangements that enhance attention.

Classroom friendships
Students reported positive peer relations: “Positive—we play games, study, and read books together”
(S3). The researcher’s journal supported this, noting participation in group activities and generally
positive social interactions.

Overall, students developed simple self-support strategies—repetition, requesting re-explanations, and
reading—when facing difficulties. They received the most support from teachers via re-explanations
and requested additional support such as visual materials and front-row seating. Positive peer relations
suggest a socially supportive environment. In line with regulations emphasizing individualized
instruction, students reported a need for greater visual support and continued teacher guidance.

Conclusion and Discussion
This study holistically examined the roles of classroom teachers, guidance counselors, school

administrators, and parents in the pre-referral processes of students at risk of Specific Learning
Disabilities (SLD). The findings revealed that the process largely relied on individual efforts and that
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sufficient coordination among stakeholders was not achieved. Teacher—parent collaboration appeared
to be at the forefront, whereas the roles of school administrators and guidance services were more
limited. Strengthening collaboration and awareness between educators and families is likely to
enhance the effectiveness of the process and better address students’ needs. Overall, the results
indicate a need to reinforce school-based collaboration mechanisms to improve pre-referral processes.
In this respect, the study contributes to literature by emphasizing the importance of early identification
of students at risk of SLD and the provision of appropriate supports. The findings showed that
classroom teachers primarily employed limited strategies—such as repetition, one-to-one work, and
assigning additional homework—for students at risk of SLD. Although these approaches provided
short-term support, they were insufficient for promoting lasting learning. Indeed, the literature
suggests that direct instruction methods are effective for developing students’ basic academic skills;
however, when not combined with strategy instruction, generalization of learning is hindered
(Swanson et al., 1998; Vaughn et al., 2003). These results indicate that teachers’ practices in this study
fell short of the comprehensive approaches described in the literature as “effective instruction.”
Another notable result was the limited use of visual materials in classroom practices. Research has
shown that visual-auditory supports play a critical role in sustaining attention, consolidating
knowledge, and improving comprehension, particularly for students with reading difficulties
(Torgesen, 2004; Gersten et al., 2009).

Therefore, insufficient use of visual materials may directly and negatively affect students’ learning
processes. These results suggest that teachers’ supportive practices were largely confined to repetition
and one-to-one instruction, whereas diversified, strategy-based instructional approaches recommended
in the literature were not sufficiently utilized. Enhancing teachers’ knowledge and skills in this regard
appears critical for ensuring a more functional pre-referral process. The findings also showed that
guidance counselors collaborated with classroom teachers to provide psychosocial support and
conducted meetings with families during the pre-referral process. However, this support mostly
remained limited to providing information and referrals, without systematic interventions to develop
academic skills. The literature emphasizes that guidance counselors should not only carry out referrals
but also assume multidimensional roles such as consulting with teachers, supporting the preparation of
individualized education plans, and providing guidance to families (Ysseldyke et al., 2006; Kavale et
al., 2005). Our findings indicate that these roles were not sufficiently implemented in practice.

Although the psychological counseling dimension of guidance counselors’ work is important, the
academic needs of students with learning difficulties also require attention. Studies have shown that
when guidance counselors contribute—alongside classroom teachers—to the preparation of
intervention programs, students demonstrate more meaningful progress in reading, writing, and
mathematics (Fuchs & Fuchs, 2006; Vaughn et al., 2010). In contrast, our results indicated that
guidance counselors primarily undertook evaluative and referral functions, with limited contributions
to direct instructional processes. This suggests that counselors’ roles in the pre-referral process were
shaped more diagnostically and referentially, while the comprehensive counseling and instructional
support functions emphasized in the literature were not fully realized. Thus, building counselors’
competencies to strengthen coordination with families and teachers—and to contribute actively to the
design of intervention programs—appears critical.

The findings further indicated that school administrators primarily focused on administrative
procedures during the pre-referral process, while their involvement in instructional or psychosocial
support remained limited. Administrators mostly received reports from classroom and guidance
teachers, ensured completion of official documents for referral to the GRC, but did not develop
practices aimed directly at supporting students. However, the literature highlights that school leaders,
in addition to managing administrative processes, should assume instructional leadership and provide
support to teachers, thereby strengthening the learning processes of students with special needs
(Boscardin, 2007; Salisbury et al., 2010). Our findings revealed that administrators’ roles were
confined to a narrow scope in this regard.

Research shows that strong collaboration between school administrators and guidance counselors
enhances student achievement and well-being (Bryan & Henry, 2012). Moreover, effective school
leadership is a determinant in implementing school-wide inclusive policies for students with special
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needs, and supporting teachers’ professional development increases the functionality of the process
(Theoharis, 2007; Horrocks et al., 2008). In our study, however, administrators were largely confined
to procedural operations and did not establish a systematic collaboration environment between
teachers and guidance counselors. The literature underscores that when school leaders develop
continuous communication and monitoring mechanisms with teachers and guidance services, students’
academic and social development benefits positively (Jimerson, Burns, & VanDerHeyden, 2016).

Overall, the results showed that administrators primarily managed referral paperwork and formal
procedures for students at risk of SLD, but did not sufficiently implement the inclusive leadership,
instructional support, and collaborative mechanisms emphasized in the literature. It therefore appears
critical that administrators strengthen their instructional leadership roles and take the lead in practices
that support collaboration among teachers, guidance counselors, and parents.

With respect to parents, the findings indicated that in the pre-referral process they often struggled to
recognize their children’s difficulties and became involved mainly through the guidance of teachers or
guidance counselors. Some parents attributed academic problems to “not studying” or “lack of
attention,” while others viewed repetition and additional lessons as sufficient solutions. Yet research
demonstrates that parental awareness of learning disabilities plays a critical role in early identification
and in providing appropriate support (Karande & Kulkarni, 2005; Dyson et al., 2010). In our study,
parents’ limited knowledge negatively affected the effectiveness of the pre-referral process.

The literature also emphasizes that teacher—parent collaboration contributes significantly to students’
academic achievement and social adjustment, and that informing and actively involving parents
strengthens early intervention (Sheldon, 2003; Sénéchal & Young, 2008). Our findings indicated that
parents’ involvement generally occurred through the individual initiatives of teachers, and that no
systematic, school-based parental support mechanism was in place. This situation limited parents’
ability to accurately identify their children’s difficulties and restricted their participation in support
processes.

In conclusion, it is important that parents play a more informed and active role in the pre-referral
process, as this accelerates identification and ensures that the support provided to children are more
effective. In this context, parent information seminars and school-based awareness activities can be
considered essential practices to increase the functionality of the process.

Finally, the findings revealed that students at risk of SLD experienced the most difficulties in
reading—particularly in letter recognition, fluency, and speed. Demonstrating such difficulties at an
early stage is consistent with common early indicators of SLD reported in the literature (Lyon et al.,
2003; Snowling & Hulme, 2012). Moreover, students’ motivation toward learning was negatively
affected, not just their academic skills. This aligns with evidence that repeated failure experiences
among students with SLD often result in loss of self-confidence and the development of negative
attitudes toward learning (Chapman, 1988; Alexander-Passe, 2006).

In sum, the difficulties experienced by students during the pre-referral process emerged in two
dimensions: early manifestation of learning difficulties and associated losses in motivation. Therefore,
developing holistic support programs that focus not only on students’ academic skills but also on their
emotional and motivational needs would contribute to running the pre-referral process more
effectively.

Limitations and Recommendations

This research is limited to the views of three classroom teachers, three guidance counselors, three
school administrators, three students, and their parents who were working and studying in Istanbul
during the spring semester of the 2024—2025 academic year. In addition, notebooks, worksheets, and
similar materials reflecting teachers’ classroom activities, as well as regulations issued by the Ministry
of National Education, were evaluated within the scope of document analysis. However, variations in
the content and format of the documents prepared by teachers made it difficult to compare individual
practices. Moreover, it was observed that the documents generally contained superficial information
and did not provide detailed insights into the implementation of strategies addressing students’
individual needs. In line with the findings, several suggestions can be made to improve the
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effectiveness of the pre-referral process. First, classroom teachers should be encouraged to employ
metacognitive and visual support strategies in addition to traditional methods such as repetition, one-
to-one work, and additional homework. In this regard, in-service training programs can be organized
for teachers. Guidance counselors should continue to conduct awareness-raising seminars for teachers
and parents, thereby contributing to more informed decision-making. School administrators are also
expected to enhance the functionality of the process by establishing closer collaboration with teachers
and the guidance unit and by regularly monitoring the support processes implemented for students at
risk of SLD.

To increase generalizability, future studies should employ larger samples and collect data from
different schools. Research could also investigate the long-term effects of different support strategies
employed by teachers and guidance counselors. Studies may examine structural models that strengthen
school administration’s contributions to the process. In addition, the impact of parent awareness
programs designed to increase knowledge about learning difficulties could be explored. Finally,
studies employing both qualitative and quantitative methods are needed to gain a more comprehensive
understanding of students’ needs.

Theoretical Contributions

This study makes theoretical contributions to understanding pre-referral processes for students at risk
of SLD. By examining the processes in detail, it addressed some limitations in the existing literature.
The research provided a holistic view of the roles of classroom teachers, guidance counselors, school
administrators, and parents, and comparatively evaluated the impact of these stakeholders in the
process, thereby revealing important findings regarding collaboration and communication among
them. Moreover, the study discussed the effects of traditional practices—such as repetition, one-to-one
instruction, and additional homework—and drew attention to their limitations for long-term learning.

Practical Implications

The findings also yield several practice-oriented implications. First, it is important to develop in-
service training programs to increase the knowledge of classroom teachers and guidance counselors
regarding SLD. More effective use of metacognitive strategies and visual materials in classroom
practices may support students’ academic achievement as well as their self-confidence. Strengthening
collaboration among school administrations, teachers, and guidance units would contribute to a more
systematic implementation of the process. Developing policies that enhance parent—school
collaboration is also crucial for encouraging parents’ more active involvement in their children’s
education. Finally, establishing a comprehensive support system for students at risk of SLD—and
disseminating this system school-wide through an inclusive education approach—could enhance the
effectiveness of the pre-referral process.
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Arastirma Makalesi

Ozel Ogrenme Giicliigii Riski Olan Ogrencilere Yonelik

Gonderme Oncesi Siirecteki Uygulamalari Incelenmesi

Bora Gérgiin®, Yazgiil Karadas? Zeynep Sonmez-Berrak¢ay?®, Mine Merve Bostanc1*

Ozet

Ozel 6grenme giicligii, okuma, yazma, matematik veya dil becerilerinin
kazanilmasinda belirli ve kallcz" zorluklarla karakterize edilen,
norolojik temelli bir bozukluktur. Ogrencilerin akademik basariarini

Makale Hakkinda ve sosyal uyumlarini olumsuz etkileyen bu durum, erken fark
Gonderim Tarihi: 24.12.2024 edilmediginde daha karmagsik sorunlara yol acabilmektedir. Bu
Kabul Tarihi: 09.09.2025 nedenle, d6grencilerin  Rehberlik ve Arastirma Merkezine (RAM)
Yaymn Tarihi: 08.10.2025 yonlendirilmeden dnce yiiriitiilen “génderme dncesi siire¢”  biiyiik

onem tasimaktadir. Bu arastirmada, ozel 6grenme gii¢liigii riski tasiyan
ogrencilerin gonderme oncesi siiregte yasadiklar: deneyimler ile sinif
ogretmenleri, rehber ogretmenler, okul idaresi ve velilerin bu siiregte
tstlendikleri  roller incelenmistir.  Calisma, nitel arastirma
yontemlerinden durum c¢alismast deseniyle yiiriitiilmiis, bir ilkokulda
gorev yapan ogretmenler, rehber 6gretmen, okul idarecileri ve velilerle
gergeklestirilen goriismelerden elde edilen veriler icerik analizi yoluyla
coziimlenmigtir. Bulgular, sinif ogretmenlerinin daha ¢ok tekrar ve

Anahtar Kelime{er birebir ¢alisma gibi geleneksel yontemleri tercih ettiklerini; rehber
Ozel 6grenme giigliigi ogretmenlerin siireci bilgilendirme, yonlendirme ve simrli psikososyal
Gonderme Oncesi siireg destekle yiiriittiiklerini gostermistir. Okul idaresinin prosediirel isleyige
Kaynagstirma egitimi odaklandigi, ogretimsel liderlik ve is birligi mekanizmalarinin

yeterince gelismedigi belirlenmistir. Velilerin siirece katilimimin sinirli
kaldigi, ogrencilerin ise ozellikle okuma gii¢liigii, motivasyon kaybi ve
sosyal iliskilerde zorluk yasadigi ortaya ¢ikmistir. Sonug¢ olarak,
gonderme dncesi siirecin paydaslar arasi is birligi ve kapsayici
uygulamalar  bakimindan  gelistivilmesine  ihtiya¢  duyuldugu
goriilmiistiir.

Gorgiin, B., Karadas, Y., Sonmez-Berrak¢ay, Z. & Bostanci, M. M.
(2025). Ozel dgrenme giicliigii riski olan dgrencilere yonelik gonderme
oncesi siiregteki uygulamalarin incelenmesi. MSKU Egitim Fakiiltesi
Dergisi, 12(2), 195-226. DOI: 10.21666/muefd.1604057

Atif icin

Giris
Ozel dgrenme giicliigii (OOG), bireylerin okuma, yazma, matematik veya dil becerilerini 6grenme
siirecinde yasadigi belirli ve kalic1 zorluklar ifade etmektedir (Lyon, Shaywitz, & Shaywitz, 2003).
OOG, nérolojik temelli bir bozukluk olarak kabul edilmekte ve bireylerin potansiyellerini tam olarak
kullanmalarini engelleyen biligsel farkliliklar: igermektedir. OOG olan bireyler genel zeka seviyeleri
normal veya iizerinde olmasina ragmen belirli alanlarda 6grenme giicliikleri yagamaktadir (DSM-5,
American Psychiatric Association, 2013). Genellikle bireyin akademik yasantisinin erken
donemlerinde fark edilen ve bireyin 6grenme siirecine yonelik tutumlarini olumsuz etkileyen
OOG’nin tiirleri arasinda disleksi (okuma giigliigii), diskalkuli (matematik giicliigii) ve disgrafi
(yazma giigliigii) yer almaktadir (Fletcher vd., 2018).

OOG, o6grencilerin egitim ve psikososyal hayatlarinda 6nemli etkiler yaratmaktadir. Bu giigliik,
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3Mehmet Colak Cocuk ve Ergen Psikiyatristi Klinigi — psk.zeynepsonmez@gmail.com — ORCID: 0009-0001-9241-1637
4 Atca Bakim Rehabilitasyon ve Aile Danisma Merkezi — bstncmerve@gmail.com— ORCID: 0009-0005-3548-2171
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ozellikle okuma, yazma ve matematik gibi temel akademik becerilerde kendini gdstermekte ve
ogrencilerin akademik gelisimini yavaslatmaktadir (Meltzer, 2018). Ornegin, disleksiye sahip
ogrenciler, metinleri anlamakta ve kelime tamimada zorlanirken diskalkulili 6grenciler sayisal
islemleri anlamakta ve problem ¢dzmede giicliik ¢ekerler (Berninger & Wolf, 2009).

Gonderme Oncesi siireg, egitim ortaminda bir 6grencinin 6zel egitim ihtiyacina sahip olup olmadigini
belirlemeden 6nce, sinif iginde ve okul genelinde uygulanan miidahaleleri kapsamaktadir. Bu siirecte,
ogrencinin karsilagtign zorluklar1 ¢dzmek amaciyla genel egitim Ogretmenleri, rehber 6gretmenler,
veliler ve okul idarecileri tarafindan gesitli stratejiler uygulanmaktadir (Kovaleski vd., 2022). Bu
siiregte amag 6grenciyi dogrudan 6zel egitime ydnlendirmeden dnce, mevcut sinif ortaminda sunulan
desteklerin yeterliligini denemek ve gerekli goriildiigiinde farkli uyarlamalar yaparak akademik
gelisimini saglamaktir (Fuchs & Fuchs, 2006).

Gonderme Oncesi siireg, 6zel gereksinimi oldugu disiiniilen &grencilerin dogrudan Rehberlik ve
Arastirma Merkezine (RAM) yonlendirilmeden oOnce, genel egitim ortaminda desteklenmesini
amaglayan bir agamadir. Bu siiregte sinif 6gretmenleri, rehber 6gretmenler, veliler ve okul idarecileri
Ogrencinin karsilagtigt akademik, sosyal ve davranigsal zorluklar1 ¢ozmek icin cesitli stratejiler
uygular (Kovaleski vd., 2022; Fuchs & Fuchs, 2006). Ogretmenler, 6grencinin mevcut simf ici
uyarlamalardan ne Ol¢iide yararlandigimi sistematik bigimde izler, uyguladigi miidahaleleri kayit
altina alir ve gelisimini degerlendirir. Gerektiginde rehber 6gretmen ve okul yonetimiyle is birligi
yaparak dgrencinin farkli gereksinimlerine esnek ¢oziimler gelistirir (Sugai & Horner, 2009). Ozel
Egitim Hizmetleri Yonetmeligi'ne (MEB, 2018) gore sinif i¢i uygulamalar ve toplanan veriler,
ogretmenin “Egitsel Degerlendirme Istegi Formu”nu doldururken énemli bir dayanak olusturur ve
Ogrencinin ayrintili egitsel degerlendirmeye yonlendirilip yonlendirilmeyecegine dair karar siirecine
kanit temelli katki saglamaktadir.

OOG riski olan bireyler i¢in erken miidahale ve &nleme ¢alismalari, dgrencilerin egitim siirecinde
karsilastiklar1 giigliiklerin azaltilmasinda kritik 6neme sahiptir. Erken donemde yapilan miidahaleler,
Ogrencinin akademik performansini artirmanin yaninda ayni zamanda 6grencinin yasayabilecegi olasi
psikososyal sorunlarin da oniine geger (Fletcher vd., 2018). Bu nedenle, egitim ortamlarinda
gonderme Oncesi siirecte gergeklestirilen ¢alismalarin zamaninda ve etkili bir sekilde planlanmasi
bliylik 6nem tasimaktadir. Tiirkiye’de gonderme Oncesi siiregte gerceklestirilen calismalara iligkin
alanyazin incelendiginde, bu siirecin hem 6grencilerin ihtiyaglarinin erken donemde tespit edilmesi
hem de uygun desteklerin planlanmasi agisindan kritik bir rol istlendigi goriilmektedir. Ancak,
mevcut uygulamalarda 6nemli yapisal eksiklikler oldugu da dikkat ¢ekmektedir. Altun ve Karasu
(2021), gonderme Oncesi siirecte veriye dayali karar verme yontemlerinin simirli bir sekilde
kullanildigim1 ve bu durumun 6gretmenler ile okul idarecilerinin etkili ve sistematik miidahale
stratejileri gelistirmesini engelledigini vurgulamaktadir. Tung (2011) ise 6gretmenlerin yeterli bilgi
birikimine sahip olmamalar1 ve destekleyici araglarin eksikliginin, bu siiregte yiiriitiilen
miidahalelerin etkinligini ciddi sekilde simirladigimi ortaya koymustur. Ayrica, dgretmenlerin risk
grubu Ggrencilerin tanilanmasi ve uygun miidahale yontemlerinin belirlenmesi konusunda ¢ogu
zaman yalmz kaldiklari ve destek mekanizmalarinin yetersiz oldugunu belirtmeleri, slirecin daha
giiclll bir is birligi gerektirdigini gostermektedir. Aslan (2015) ise 6zel 6grenme gli¢liigiiniin erken
donemde tespit edilmesinin ve buna yonelik miidahale uygulamalarinin 6nemine dikkat ¢ekmis; buna
karsin Tirkiye’de erken miidahale stratejilerinin yaygin olmadigmmi ve mevcut uygulamalarin
yeterince yapilandirilmadigini ifade etmistir. Tiim bu ¢aligsmalarin bulgulari, gonderme 6ncesi siirecin
etkin bir sekilde yiiriitiillmesi i¢in sistematik veri toplama, Ogretmenlerin mesleki gelisimlerinin
desteklenmesi ve okul i¢i koordinasyonun giiclendirilmesi gibi alanlarda iyilestirmelere ihtiyag
duyuldugunu gostermektedir. Bu c¢alismalar birlikte ele alindiginda, Tiirkiye’de gonderme Oncesi
siiregte gerceklestirilen uygulamalarin yetersiz oldugu ve bu siirecin daha yapilandirilmis ve veriye
dayali bir cergeveye ihtiya¢ duydugu anlasilmaktadir. Gonderme Oncesi siiregte gergeklestirilen
caligmalarin belirlenmesi, 6grencilerin gereksiz sekilde 6zel egitime yonlendirilmesini 6nleyebilecegi
gibi, uygun desteklerin erken donemde saglanmasina da olanak taniyacaktir. Bu aragtirmanin genel
amaci, OOG riski olan dgrencilerin desteklenmesi siirecinde, gonderme oOncesi gerceklestirilen
uygulamalarin niteligini, paydaslarin (6gretmenler, veliler, rehber 6gretmenler ve okul idarecileri)
gerceklestirdigi calismalarin ve OOG riski olan ogrencilerin génderme &ncesi yasantilarini
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derinlemesine incelemektir. Amaca yonelik asagidaki sorulara cevap aranmaktadir:

1. Smif o6gretmenlerinin  OOG riski olan &grencilerine yonelik gonderme oncesi
uygulamalari nelerdir?

1.1. Sinif i¢i yapilan uyarlamalarin sinif ortamina yansimasi nasildir?

2. Rehber oOgretmenlerinin OOG riski olan oOgrencilerine yonelik gonderme oncesi
uygulamalari nelerdir?

3. Okul idarecilerinin OOG riski olan dgrencilerine ydnelik génderme dncesi uygulamalar
nelerdir?

4. Velilerin gonderme oncesi siiregte OOG riski olan ¢ocuklara yonelik gerceklestirilen
uygulamalara yonelik diistinceleri nelerdir?

5. OOG riski olan dgrencilerin giicliik yasaymca yaptiklari ¢aligmalar, dgretmenlerden
alman ve alinmasi1 beklenen destekler ve smif i¢i arkadasghik iligkilerine yonelik
Ogrencilerin diisiinceleri nelerdir?

Yontem

Arastirma Modeli

Bu arastirmada bir ilkokulda gorev yapan sinif 6gretmeni, rehber 6gretmen, okul idarecilerinin ve
cocugu oOzel O0grenme giicliigii riski olan velilerin gonderme Oncesi siiregte gerceklestirdikleri
calismalar1 ve OOG riski olan dgrencilerin bu siiregteki yasantilarinin incelenmesi amaciyla bu
arastirma durum calismasi olarak desenlenmistir.

Nitel durum calismalari, temelde bir ya da birden fazla durumun ayrintili bigimde incelenmesini
igerir. Bu siirecte, durumu etkileyen ortam, olaylar, bireyler ve siirecler gibi unsurlarin duruma nasil
etki ettigi ve bu unsurlarin durumdan nasil etkilendigi biitiinciil bir perspektifle ele alinir (Bogdan &
Biklen, 2007; Creswell, 2014; Yildirm & Simsek, 2016). Genellikle "nasil" ve "ni¢in" sorularina
yanit aranan bu caligmalar, arastiritlan durumun farkli yonlerini derinlemesine anlamayi amaglar.
Siirecin ¢esitli boyutlarini ortaya koyabilmek i¢in ise gdzlem, goriisme, belge analizi gibi farkli veri
toplama yontemleri kullanilir (Yin, 2009; Akar, 2019). Durum c¢aligmalari egitim arastirmalarinda
siklikla kullanilmakta ve farkli baglamlarda degerlendirme siireglerine katki saglamaktadir (Davey,
1991).

Alanyazinda durum ¢alismalari farkli sekillerde simflandirilmaktadir. Ornegin, Yin (2009)
amaglarma gore durum c¢aligmalarini betimleyici, agiklayict ve kesfedici olarak ayirmistir. Bu
arastirmada ise OOG riski olan dgrencilerin génderme Oncesi siirecteki yasantilar1 tek bir durum
olarak ele alinmis ve bu baglamda arastirma biitiinciil tek durum c¢alismasi olarak desenlenmistir.
Amacina gore ise OOG riski olan dgrencilere yonelik génderme &ncesi siirecte gerceklestirilen
caligmalari biitiinciil ve ayrintili olarak ele almasi ve alanyazinda yeterli ¢alisma olmamasi nedeniyle
kesfedici ve betimsel amagli durum ¢alismasidir.

Katilimcilar

Arastirmanin katilimc1 grubunu bir ilkokulda gorev yapan ii¢ sinif 6gretmeni, ti¢ rehber 6gretmen, ti¢
okul idarecisi, ii¢ veli ve {ic OOG riski olan égrenci olusturmaktadir. Arastirma raporunda katilimei
isimleri etik kurallar geregi takma isimlerle degistirilmistir (Glesne, 2014). Katilime1 segiminde,
amagli Ornekleme tirlerinden biri olan Ol¢iit ornekleme yontemi tercih edilmistir. Bu yontem,
arastirmanin amacina uygun olarak belirlenen niteliklere ve Olgiitlere sahip bireyler, durumlar veya
olaylarla calismay1 ifade etmektedir (Yildrim & Simsek, 2016). Olgiit drnekleme kapsaminda
katilimcilarda aranan 6zellikler;

a) OOG riski olan 6grencilerin bulundugu okulda gorev yapan sinif dgretmeni, rehber dgretmen veya
okul yoneticisi olmalari,

b) arastirmaya katilmak i¢in goniillii olmalari olarak belirlenmistir.
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Arastirmaya katilan katilimcilara iligkin 6zellikler Tablo 1°de sunulmustur.

Tablo 1. Smif 6gretmenleri, rehber dgretmen, okul idarecileri, ebeveyn ve OOG riski olan dgrencilere
iliskin katilime1 bilgileri

Ozel egitim ile ilgili

Ogretmen/idareci Cinsiyet Yas Kidem yih ders/egitim alma durumu
Sinif 6gretmeni 1 Kadin 29 3 Ders almis

Sinif 6gretmeni 2 Erkek 32 9 Ders almis

Sinif 6gretmeni 3 Kadin 40 12 Ders almamis
Rehber 6gretmen 1 Kadin 25 1 Ders almis
Rehber 6gretmen 2 Kadin 27 2 Ders almis
Rehber 6gretmen 3 Erkek 29 5 Ders almig

Okul idarecisi 1 Erkek 45 19 Ders almamis
Okul idarecisi 2 Erkek 36 10 Ders almamis
Okul idarecisi 3 Kadin 33 8 Ders almis
Ebeveyn Cinsiyet Yas doug:l‘::l‘:l‘:‘ Gelir Diizeyi

El Kadin 34 Ilkokul Asgari licretin alt1
E2 Kadin 38 Lise Asgari licret

E3 Kadin 25 Ilkokul Asgari licretin alt1
OOG Riski Olan Ogrenci  Cinsiyet Yas Simf

Ogrenci 1 Kiz 8 2

Ogrenci 2 Erkek 9 4

Ogrenci 3 Erkek 9 4

Arastirmacilarin Rolleri

Arastirma ekibi 6zel egitim alaninda lisansiistii egitimine devam eden iki psikolojik danigsman, bir
psikolog ve 6zel egitim alaninda doktora derecesine sahip, 15 yillik mesleki deneyime sahip bir
uzmandan olusmaktadir. Arastirmacilarin her birinin 6zel gereksinimli ¢ocuklar ve ebeveynleriyle
¢alisma deneyimi bulunmaktadir. Arastirmacilarin her biri OOG riski olan dgrencilerin génderme ve
gonderme Oncesi deneyimleri hakkinda dogal yasantilar iginde bilgi sahibi olmuslardir. Bu
etkilesimler incelenen durumu ortaya koymak adina arastirmanin planlanmasina katki saglamistir. Bu
arastirmanin planlanmasina yonelik gelismeler lisansiistii egitimde devam eden bir ders kapsaminda
gonderme Oncesi siirecin incelenmesi asamasinda ger¢eklesmistir. Arastirmacilarin tigii nitel arastirma
yontemlerine iligkin lisansiistii ders almigtir. Arastirmacilarin biri yiiksek lisans ve doktora egitiminde
nitel arastirma yontemlerine iliskin dersler alirken nitel arastirma yontemi ile gerceklestirilen
aragtirmalar yiirtitmiistir.

Veri Toplama Teknikleri

Nitel aragtirmalarda, katilimecilarin goriisleri, deneyimleri ve davranislar1 hakkinda daha kapsaml ve
zengin bir veri seti olusturabilmek amaciyla gézlem, goriisme, arastirmaci giinliigii ve dokiiman
incelemesi gibi c¢esitli veri toplama teknikleri kullanilabilir (Creswell & Poth, 2016; Yildinm &
Simsek, 2016). Veri toplama siirecinde birden fazla veri toplama aracinin kullanilmasi ve bu araglarla
elde edilen kanitlarin arastirma siireci boyunca birlestirilmesi, nitelikli bir durum ¢aligmasi ortaya
koymak adina oOnemlidir (Yin, 1994). Durum ¢aligmasinda farkli veri toplama araglarinin
kullanilmasi ve bu kanitlarin aragtirma siirecinde diizenli olarak islenmesinin, arastirmaciya
bulgularin gegerligini degerlendirme ve bu bulgulann karsilastirma olanagi sundugunu ifade
edilmektedir (Patton, 2002). Bu arastirma, biitiinciil tek durum ¢alismasi olarak desenlenmis ve veri
cesitliligine dnem verilmistir. OOG riski olan 6grencilerin desteklenmesi siirecinde, gonderme 6ncesi
uygulamalarin niteligini ve paydaslarin (simif 0gretmenleri, veliler, rehber O0gretmenler ve okul
idarecileri) rollerini derinlemesine incelenmesinin amaglandigi bu ¢alismada veriler; goriisme, belge
toplama ve yansitmali arastirma giinliikleri kullanilarak toplanmustir. Yari yapilandirilmis goriisme
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sorular1 aragtirmacilar tarafindan ortaklasa hazirlandiktan sonra 6zel egitim alaninda doktora
derecesine sahip {i¢ alan uzmanina gonderilmistir. Gelen geri bildirimler dogrultusunda bir soruda
anlami desteklemek i¢in bir ekleme yapilarak ve yeni bir alt soru ekleyerek goériisme sorularina son
hali verilmistir. Yar1 yapilandirilmis goriismelerde simf dgretmenlerine mesleki gegmisleri, OOG
riski olan &grencilerine iliskin gozlemleri ve bu 6grencilerin desteklenmesine yonelik sinif ici
uygulamalar1 hakkinda sorular sorulmustur. Okul idarecilerine OOG riski olan &grencilerle ilgili okul
yonetiminin rolii, 0gretmenlerden gelen talepler ve RAM siirecine dair sorular yoneltilmistir.
Ebeveynlere ¢ocuklarinin 6grenmede giigliik yasadigini nasil fark ettikleri bu durumu fark ettikten
sonraki siiregte neler yasadigini belirlemeye yonelik sorular yoneltilmistir. Ogrencilere; derslerdeki
zorluklarla ilgili hisleri ve ¢dzliim yollari, 6gretmen ve rehber d6gretmenden aldiklan destekler, simif
icindeki iletisimleri sorulmustur. “Derslerinde bir konuyu anlamada giigliik yasadiginda nasil
hissedersin?” ve “Simifta daha kolay Ogrenebilmek icin nelere ihtiyacin olur?” gibi sorular
yoneltilmistir. Tablo 2’de arastirma sorulart i¢in kullanilan veri toplama teknikleri gosterilmektedir.

Tablo 2. Kullanilan Veri Toplama Teknikleri

Veri Toplama Teknikleri . Yansitmah
o Dokiiman
Goriisme . ) Arastirmaci
Incelemesi e
Arastirma Sorular Giinliigii

1.Sinif 8gretmenlerinin OOG riski olan dgrencilerine

yonelik gonderme 6ncesi uygulamalari nelerdir?

1.1. Smuf i¢i yapilan uyarlamalarin sinif ortamina yansimasi
nasildir?

o

2. Rehber 6gretmenlerinin OOG riski olan dgrencilerine ':D:'
yonelik gonderme Oncesi uygulamalari nelerdir?

3. Okul idarecilerinin OOG riski olan &grencilerine ED:'

yonelik gonderme Oncesi uygulamalari nelerdir?

4. Velilerin gonderme dncesi siiregte OOG riski olan
cocuklarina yonelik gerceklestirilen uygulamalara
yonelik diisiinceleri nelerdir?

5. OOG riski olan 6grencilerin yasadiklar1 zorluklari,
O0gretmen ve rehber 6gretmen tarafindan sunulan
destekler ile 6grencilerin gereksinimleri nelerdir?

woodp dh dh dh L
S ds dhdb db db

Arastirma Siireci

Arastirmacilar, arastirma sorularini belirledikten sonra ilgili alanyazin taramasi ve paralel okumalar
yapmiglardir. Bu siire¢ sonunda yar1 yapilandirilmis gériisme formu hazirlanmis ve alaninda uzman
iic akademisyenden goriis alinarak form nihai haline getirilmistir. Etik kurul onay1 alindiktan sonra,
ikinci yazarin gorev yaptigi kurumda arastirma ile ilgili bir duyuru yapilmis ve aragtirmaya katilmaya
gonillli olan katilimcilar belirlenmistir  (Arastirmact  Giinliigi, 07/11/2024). Katilimcilara
aragtirmanin amaci, kapsami ve katilimer haklar1 hakkinda bilgi verilmis; goriismelerin ses kaydina
almacagi ve bu kayitlarin yalnizca arastirmacilar tarafindan dinlenecegi belirtilmistir.

Caligmada olgiit 6rnekleme yontemi kullanilmis ve goniillii 15 katilimci aragtirmaya dahil edilmistir.
Katilimcilara ait demografik bilgiler, gelistirilen bir demografik bilgi formu ile toplanmistir. Yari
yapilandirilmis goériismelerin tiimii okulun rehberlik servisinde gergeklestirilmistir. Goriismelerin
stiresi 18 dakika 38 saniye ile 39 dakika 58 saniye arasinda degismistir. Veri toplama siireci es
zamanli olarak dokiiman inceleme g¢aligmalar ile desteklenmistir. Veri toplama siireci 01/12/2024 —
20/01/2025 tarihleri arasinda tamamlanmustir.

Arastirma siirecinin genel hatlar1 Sekil 1°de paylasilmistir.
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Sekil 1. Arastirmanin Uygulama Siireci

/Arastlrma Oncesi /Veri Toplama Siireci (Verilerin Analiz
Siirec Edilmesi
( ) ( ) ( )
* Arastirmaci * Demografik * Gorlisme
giinliigiin bilgilerin dokiimlerinin
yazilmaya toplanmasi yapilmasi
baslanmasi *Pilot goriismenin * Dokiiman
* Alanyazin gerceklestirilmesi incelemesi ile elde
taramasinin + Ana gériismelerin edilen verilerin
yapilmasi gerceklestirilmesi yazilmast
* Goriigme + Dokiiman toplama * Aragtirmaci
sorularinin siirecinin giinliigii ile elde
hazirlanmasi baslatilmasi edilen verilerin
* Gortisme sorular1 yazilmasi
i¢in uzman goriisii *Verilerin
alinmasti kodlanmast
\__| *Etik kurul izninin \__| \__| -lliskili kodlarin alt
alinmasi tema haline
getirilmesi
* Alt temalardan
temalarin
olusturulmasi
*Temalarin
yorumlanmasi ve
raporlagtirilmasi
\ J (S J (S J

Verilerin Analizi

Nitel aragtirmalarda veri analizi, verilerin diizenlenmesi, 6n okumalarin yapilmasi, kodlama, temalarin
olusturulmasi1 ve elde edilen sonuglarin raporlanarak yorumlanmasini igeren, birbirini izleyen ve
birbiriyle iligkili asamalardan olusur (Creswell & Poth, 2016). Bu arastirmada analiz siireci, 6ncelikle
kaydedilen yar1 yapilandirilmis goriismelerin birkag kez dinlenmesi ve birebir bigimde yaziya
aktarilmasiyla baglamigtir. On bes katilimciyla gerceklestirilen goriigmelerin transkriptleri tek bir
biitlin halinde diizenlenmis; katilimcilarin temel diisiincelerini anlamak ve olasi temalar1 kesfetmek
amaciyla metinler birden fazla kez dikkatle okunmustur.

Ikinci asamada, veri toplama siirecinde elde edilen yar1 yapilandirilmis gériismeler, dokiiman
incelemeleri ve arastirmacit giinliigli bir arada degerlendirilmistir. Dokiimanlar; yonetmelikler,
genelgeler, yonergeler gibi resmi kaynaklardan olusmus ve 6zel gereksinimli bireylerin afet ve acil
durum deneyimleri, tespit siiregleri, iletisim bigimleri ve tibbi miidahalelerine iligkin bilgi saglamugtir.
Arastirmact gilinligli ise sahada karsilasilan durumlara, uygulama siirecindeki gozlemlere ve
arastirmaya iligkin yansitici notlara yer vermistir.

Tiim nitel veriler, analiz siirecinde sistematikligi saglamak amaciyla MAXQDA 2020 yazilimina
aktarilmistir. Kodlama asamasinda, katilimer ifadeleri ayrintili bigimde incelenerek anlamli veri
parcalarina uygun kodlar atanmustir (Miles & Huberman, 1994). ilk kodlama tamamlandiktan sonra,
kod listesi nitel arastirma deneyimi olan bir uzmanla paylasilmis ve uzman geribildirimi
dogrultusunda gerekli diizenlemeler yapilmistir. Kodlayicilar arasi giivenirligi saglamak amaciyla,
veriler aragtirmaci ve ikinci bir kodlayici tarafindan bagimsiz olarak kodlanmis; elde edilen sonuglar
karsilagtirilmig ve Miles ve Huberman’in (1994) 6nerdigi formiil (Giivenirlik = Goriis birligi / (Gorlis
birligi + Goriis ayriligi) x 100) kullanilarak kodlayicilar arasi giivenirlik katsayisi hesaplanmustir.
Analiz sonucunda giivenirlik katsayist %96 olarak bulunmus, bu oran nitel aragtirmalarda kabul
edilen %80 esiginin (Miles & Huberman, 1994) oldukea iizerinde oldugundan, kodlama siirecinin
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yiiksek diizeyde giivenilir oldugu kabul edilmistir.

Kodlama siirecinin ardindan, benzer anlamlari1 tasiyan kodlar bir araya getirilerek alt temalar, alt
temalar ise daha iist diizey kavramsal g¢ergeveleri yansitan ana temalara doniistiiriilmiistiir. Temalar
olusturulurken katilimcilarin gonderme oOncesi siiregte iistlendikleri roller dikkate alinmis ve bu
dogrultuda “smif oOgretmenleri, rehber 6gretmenler, okul idaresi, ebeveynler ve Ogrenciler” ana
temalar1 belirlenmistir. Sonugta, toplam alt1 ana tema ve 23 alt tema elde edilmistir.

Veri analizi siireci su asamalardan olusmustur:

a) Goriismelerin transkripsiyonu,

b) Dokiiman incelemesi ve arastirmact giinliigiinden elde edilen verilerin diizenlenmesi,
c) Verilerin MAXQDA programina aktarilmas,

d) Verilerin kodlanmasi,

e) Kodlardan alt temalarin olusturulmasi,

f) Alt temalardan ana temalarin gelistirilmesi,

g) Temalarin yorumlanmasi ve raporlastirilmasi.

Arastirmamin Gegerlik ve Giivenirligi

Vaka caligmalarinda, giivenirlik, inanirlik, i¢ ve dis gecerlik ile yap1 gecerligini saglamak amaciyla bazi
onlemlerin alinabilecegi belirtilmektedir (Glesne, 2014). Bu kapsamda, veri toplama siirecinde yar1
yapilandirilmis goriismeler, dokiiman incelemeleri ve arastirmacinin yansitict glinliigii kullanilarak veri
cesitliligi saglanmigtir. Arasgtirmacinin giinliigii, sahada karsilagilan zorluklari, edinilen deneyimleri ve
aragtirma stirecine yonelik onerileri igermistir. Ayrica, arastirmacilar, farkli veri toplama yontemleriyle
elde edilen verilerin tutarliligini diizenli olarak degerlendirmistir.

Yart yapilandirilmis goriismelerin ses kayitlari, diyalog bi¢imindeki transkriptler ve belgeler, veri
kaybini 6nlemek amaciyla dijital ortamlarda giivenli bir sekilde saklanmigtir. Kodlama ve veri analiz
stireci, nitel veri analizine yonelik bir yazilim olan MAXQDA kullanilarak yiiriitiilmiistiir. Bu sayede
verilerin sistematik bir sekilde analiz edilmesi ve kodlamalar arasindaki tutarliligin saglanmasi miimkiin
olmustur. Elde edilen bulgular, ilgili literatiir dogrultusunda yorumlanmis ve tartigilmigtir. Tim bu
onlemler ve kullanilan yazilim destekleri sayesinde, arastirmanin gegerli ve giivenilir bir ¢caligma oldugu
sonucuna ulasilmustir.

Bulgular

OOG riski olan dgrencilere yonelik gdénderme Oncesi siiregte gerceklestirilen uygulamalar1 ortaya
koymak amaciyla yiiriitiilen bu arastirmada yar1 yapilandirilmis goériismeler, dokiiman analizi ve
arastirmaci glinliigli yoluyla elde edilen veriler ¢6ziimlenmistir. Bulgular, aragtirma sorularina paralel
olarak bes alt problem cercevesinde sunulmaktadir: sinmif Ggretmenlerinin uygulamalari, rehber
ogretmenlerin uygulamalari, okul idarecilerinin uygulamalari, velilerin goriisleri ve Ogrencilerin
gorisleri. Her bir alt problem kapsaminda elde edilen temalar, kod-frekans degerleri, 6rnek goriisler ve
ilgili dokiiman/aragtirmaci giinliigti bulgularn ile birlikte a¢iklanmstir.

Smif Ogretmenlerinin OOG Riski Olan Ogrencilerine Yonelik Gonderme Oncesi Uygulamalar
ve Simif I¢i Uyarlamalarin Simf Ortamina Yansimalar

Arastirmadan elde edilen veriler, sinif gretmenlerinin OOG riski olan dgrencileri erken dénemde fark
ettiklerini ve bu Ogrenciler i¢cin hem akademik hem de sosyal alanda cesitli destek stratejileri
gelistirdiklerini gdstermektedir. Ogretmenler, dgrencilerde égrenme giigliigiinii diisiindiiren en yaygimn
gostergeleri “konuyu zor dgrenme” ve “konuyu ¢abuk unutma” olarak ifade etmislerdir. Ornegin bir
ogretmen, “Anlattigim konulari defalarca anlatmama ragmen hichir sekilde 6grenemiyor, geg
ogreniyor” (SO1) diyerek dgrencinin dgrenme siirecindeki yavashigi vurgulamistir. Benzer sekilde bir
diger 6gretmen, “Ne kadar tekrar etsem de bir giin sonra her seyi unutuyor” (SO3) sozleriyle
unutkanligin 6grenmenin kaliciligini engelledigini belirtmistir.

Akademik destekler

Bulgular, simif 6gretmenlerinin en ¢ok akademik desteklere bagvurduklarimi ortaya koymaktadir.
Katilimeilar; konu tekrar1 yapma, tekrarli 6gretim, birebir okuma caligmalar1 ve ek ddev verme gibi
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yontemlerle 6grencilerin 6grenme siirecini desteklediklerini belirtmislerdir. Bir 6gretmen, “Cocukla
birebir okuma yaparim, birebir derslerine yardim ederim. Sunif disinda birebir ¢calistirmak zorunda
kaliyorum” (SO1) diyerek bireysel destegin énemini vurgulamistir. Bu uygulamalarin, Milli Egitim
Bakanligi’nin sinif 6gretmenlerine yonelik “6grencilerin bireysel farkliliklarini dikkate alarak 6gretimi
cesitlendirme” ilkesine (MEB, 2023) uygun oldugu goriilmektedir

Sinif ici uyarlamalar ve yansimalari

Smif i¢inde yapilan uyarlamalar, ogrencﬂerln O0grenme siirecine aktif katilimini artirmaya yonelik
olmustur. Ogretmenler genellikle 6grenciyi 6n siraya oturtma, daha fazla séz hakki vererek
cesaretlendirme ve kendini ifade etmesine firsat tanima gibi diizenlemelere basvurmuslardir. Bir
ogretmen, “...en fazla derslerde on tarafa oturtuyorum” (SO1) diyerek dikkatini toplamada zorlanan
Ogrencilerin daha etkin izlenmesini saglamaya calistigini belirtmistir. Bir digeri ise, “Séz hakki verip
cesaretlendirmeye calistyorum” (SO3) sozleriyle simif katilhmim destekledigini agiklamustir.
Arastirmact gilinliigiinde de benzer gozlemler kaydedilmistir: 6gretmenlerin 6grencileri 6n siralara
yerlestirerek kolay miidahale ettikleri ve sik sik s6z hakki vererek 6grencilerin katilimini artirdiklari
gorilmistir. Bu bulgular, alt problem 1.1°de sorulan “Sinif i¢i yapilan uyarlamalarin sinif ortamina
yansimasi nasildir?” sorusunu dogrudan karsilamaktadir.

Sosyal iliskilerin desteklenmesi

Elde edilen veriler, 6gretmenlerin 6grencilerin sosyal iliskilerini desteklemeye de énem verdiklerini
gostermektedir. Ogretmenler, dgrencilerin akran zorbaligina maruz kalmamasi i¢in 6zel caba sarf
ettiklerini ve onlar1 grup calismalarina dahil etmeye c¢alistiklarim ifade etmislerdir. Ornegin, bir
ogretmen, “Arkadagslariyla kaynasmasimi ve olumlu iliski gelistirme ¢alismalarim siklikla tercih
ediyorum” (SO1) sdzleriyle bu siireci agiklamustir.

Aile ile is birligi ve rehberlik servisi

Bulgular, sinif 6gretmenlerinin ailelerle iletisim kurarken zorluk yasadiklarin1 gdstermektedir.
Velilerin ¢ogunlukla c¢ocuklarinin 6zel bir durumu oldugunu kabul etmedikleri belirtilmistir. Bir
ogretmen, “Veliler genelde inkdr ediyorlar, bu yiizden zorlaniyoruz” (SO1) diyerek bu soruna dikkat
¢cekmistir. Buna kargin Ogretmenlerin, rehberlik servisi ile is birligi yaparak ogrencileri
yonlendirdikleri ve gerektiginde destek egitimine bagvurduklar: goriilmiistiir.

Elde edilen bulgular, sinif gretmenlerinin gonderme Oncesi siirecte yalnizca akademik degil, ayn
zamanda sosyal alanda da cesitli uyarlamalar yaptiklarimi ortaya koymaktadir. Ogretmenler; birebir
destek, tekrarli 6gretim ve ek 6dev gibi yontemlerle 6grencilerin 6grenmelerini desteklemekte; sinif ici
uyarlamalar yoluyla &grencilerin katilimin1 artirmakta ve sosyal iliskilerini gili¢lendirmeye
caligmaktadir. Bu uygulamalarin simif ortamma yansimasi, Ogrencilerin daha aktif katilim
gostermeleri, Ogretmenin Ogrenciye daha kolay miidahale edebilmesi ve akran iligkilerinin
desteklenmesi bigiminde olmustur. Bununla birlikte, ailelerle is birligi siirecinde yasanan zorluklar
gbze carpmakta, 6gretmenlerin bu engelleri rehberlik servisiyle is birligi yoluyla asmaya calistiklar
goriilmektedir. Sonug olarak bulgular, simf dgretmenlerinin OOG riski olan 6grencileri desteklemede
cok yonli stratejiler kullandiklarin1 ancak siirecin aile is birligi boyutunda simirli kaldigim
gostermektedir.

Rehber Ogretmenlerinin  OOG Riski Olan Ogrencilerine Yonelik Gonderme Oncesi
Uygulamalan

Elde edilen veriler, rehber dgretmenlerin OOG riski olan dgrencilerin desteklenmesi siirecinde hem
ogrencilere hem 6gretmenlere hem de velilere yonelik gesitli calismalar yiiriittiikklerini géstermektedir.
Ancak bu calismalarin ¢ogunlukla bireysel diizeyde kaldigi, okul yonetimiyle koordinasyonun sinirlt
oldugu belirlenmistir.

Ogrenme giicliigiinii diisiindiiren durumlarin belirlenmesi

Bulgular, rehber 6gretmenlerin 6grencilerde gozlemledikleri 6grenme giigliigii gostergelerini “yavas

9% CC

O0grenme”, “matematikte zorlanma” ve “yazma sorunlar1” olarak tanimladiklarini ortaya koymaktadir.
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Bir rehber 6gretmen, “Bu ogrenciler yavas 6greniyorlar, bilgiyi anlamasi yasitlarina gére ¢cok uzun
suriiyor” (R1, R2) sozleriyle 6grenme siirecindeki gecikmeleri ifade etmistir. Bir digeri ise,
“Ogretmeninin séyledigi harfleri karistirdigi, yavas yazdigi” (R3) sozleriyle dgrencilerin yazma
alanindaki sorunlarim dile getirmistir.

Ogrencilere yonelik gerceklestirilen cahsmalar

Rehber ogretmenlerin uygulamalarinda en belirgin bulgu, 6grenci—veli-6gretmen goriismeleridir.
Katilimcilar, bu goriismeler yoluyla 6grencilerin yasadigi sorunlara yonelik ¢oziim aradiklarim
belirtmislerdir. Ornegin, “Ogrenci, dgretmen ve veli ile goriiserek is birligi icinde calisiyoruz” (R2)
ifadesi bu siireci yansitmaktadir. Ayrica rehber 6gretmenlerin siklikla bagvurdugu bir diger yontem,
ogrencileri RAM’a yonlendirmektir. Bir rehber 6gretmen, “RAM ’a yonlendiriyorum” (R1) diyerek bu
siireci 6rneklendirmistir.

(")gretmenlere yonelik gerceklestirilen ¢calismalar

Bulgular, rehber o6gretmenlerin yalnizca Ogrencilerle degil, siif Ogretmenleriyle de g¢aligmalar
yiiriittiiklerini ortaya koymaktadir. Katilimcilardan biri, “Ogrenme giicliigii nedir, alt alanlar:
nelerdir, 6grenme giicliigii olan bireylerin desteklenmesi iizerine seminer ¢alismasi yapryoruz” (R3)
sozleriyle meslektaslarina yonelik bilgilendirme seminerleri diizenlediklerini belirtmistir. Ayrica
rehber 6gretmenler, sinif 6gretmenlerinin velilerle is birligi kurmalarina destek olmaktadir: “...veli ile
iletisime gecmesini, is birligini saglyyoruz” (R2).

Okul yonetimi ile iliskilere yonelik bulgular

Rehber 6gretmenlerin okul yonetimiyle is birligi diizeyinin olduk¢a siirli oldugunu goriilmektedir.
Katilimcilardan biri, “Herhangi bir c¢alisma yapmiyoruz” (R1) ifadesiyle bu durumu acikca
belirtmistir. Oysa Milli Egitim Bakanligt Rehberlik ve Psikolojik Damisma Hizmetleri
Yonetmeligi’nde rehber 6gretmenlerin risk altindaki 6grenciler i¢in programlar hazirlamasi, bireysel
ve grup danismanligi yiiriitmesi, okul yonetiminin ise bu hizmetlerin etkili bigimde uygulanmasin
temin etmesi gerektigi agik¢a ifade edilmektedir (MEB, 2020). Arastirmact giinliigiinde de benzer bir
gozlem kaydedilmistir: rehber Ogretmenlerin bireysel olarak yogun c¢aba gdsterdigi, ancak okul
yonetiminin siirece aktif sekilde dahil olmadigi not edilmistir.

Elde edilen bulgular, rehber 6gretmenlerin gonderme oncesi siiregte dgrencilere (goriismeler, RAM’a
yonlendirme), 6gretmenlere (bilgilendirme seminerleri, veli ig birliginin desteklenmesi) ve velilere
(bilgilendirme goriismeleri) yonelik ¢ok yonlii ¢alismalar yiiriittiikklerini gostermektedir. Ancak bu
uygulamalar daha cok bireysel diizeyde kalmakta, okul yonetimi ile is birligi noktasinda sinirh
kalmaktadir. Yonetmeliklere gore rehber 6gretmenlerin riskli dgrenciler ig¢in koordineli bir destek
sistemi gelistirmeleri gerekirken, saha bulgular1 bu sistemin 6zellikle okul yonetimiyle is birligi
boyutunda yeterince hayata gegirilemedigini ortaya koymaktadir.

Okul idarecilerinin OOG Riski Olan Ogrencilerine Yonelik Gonderme Oncesi Uygulamalar

Goriismeler ve destekleyici veriler, okul idarecilerinin gonderme oncesi siirecte ¢cogunlukla rehber
Ogretmene yonlendirme ve bilgilendirme ile simirli bir rol {istlendiklerine isaret etmektedir;
ogretmenlerle sistematik ortak calisma ve veli taleplerine yonelik kurumsal yanit mekanizmalari sinirl
goriinmektedir.

Risk grubundaki 6grenciler icin gerceklestirilen calismalar

Okul idaresi tarafinda en sik bagvurulan uygulama 6grencinin rehberlik servisine bildirilmesidir. Bir
idareci siireci sOyle Ozetlemistir: “Rehber ogretmenlerimize bildiriyoruz, rehber 68retmen aile ile
iletisime gegiyor” (OI1). Bu ifade, okul yonetiminin dogrudan miidahaleden ziyade rehberlik servisini
araci olarak konumlandirdigini gostermektedir.

Ogretmenlerle birlikte gerceklestirilen calismalar

Idarenin ogretmenlerle birlikte yiriittigu planli ¢alismalarn sinirh kaldigr vurgulanmustir: “Hayur,
bulunmuyoruz” (O12). Arastirmaci giinliiglinde de toplantilarda 6grencilerin durumunun ¢ogunlukla
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bilgilendirme diizeyinde ele alindigi; ortak planlama, izleme ya da diizenli koordinasyonun
kurumsallagmadig1 not edilmistir.

OKkul idaresine gelen talepler

Idarenin 6gretmenlerle birlikte yiiriittiigii planli ¢alismalarin sinirh kaldigi vurgulanmistir: “Hayr,
bulunmuyoruz” (0I2). Arastirmaci giinliigiinde de toplantilarda égrencilerin durumunun ¢ogunlukla
bilgilendirme diizeyinde ele alindigi; ortak planlama, izleme ya da diizenli koordinasyonun
kurumsallagmadig1 not edilmistir.

Yonlendirme siirecine iliskin goriisler

Okul idarecileri, yonlendirme siirecine iliskin rollerini daha cok bilgilendirme yapmakla sinirh
tutmaktadir. Bir katilimci, “Okul idaresi olarak sadece bilgilendirme yapiyoruz, siirece dahil
olmuyoruz” (012) diyerek bu smirli rolii acikca ifade etmistir. Bu durum, Milli Egitim Bakanlig1 Okul
Oncesi ve Ilkdgretim Kurumlari Yénetmeligi’nde belirtilen sorumluluklarla tam olarak
ortismemektedir. YoOnetmelikte, okul miidiir ve miidiir yardimcilarinin risk altindaki 6grencilerin
egitim ortamini ihtiyaclara gore diizenlemek, gerekli oOnlemleri almak ve Ogrencilerin devam
durumlarini takip etmek gibi sorumluluklarinin oldugu (MEB, 2023) vurgulanmaktadir. Ancak saha
bulgular1, bu sorumluluklarin uygulamada yeterince karsilik bulmadigini gostermektedir.

Elde edilen bulgular, okul idarelerinin génderme oOncesi siirecte agirlikli olarak rehber dgretmene
yonlendirme ve bilgilendirme ile yetindigini; 6gretmenlerle ortak planlama, izleme ve veli taleplerine
yonelik kurumsal yanitin sinirli kaldigimi  gostermektedir. Yonetmeliklerin idareye yiikledigi
diizenleme ve tedbir alma sorumluluklar1 (MEB, 2023) ile karsilastirildi§inda, uygulamada aktif ve
koordineli bir okul diizeyi mekanizmanin yeterince isletilemedigi anlagilmaktadir.

Velilerin Gonderme Oncesi Siirecte OOG Riski Olan Cocuklarina Yonelik Gerceklestirilen
Uygulamalara Yonelik Diisiinceleri

Bulgular, velilerin ¢ocuklarinin yasadig1 6grenme giicliiklerini erken donemde fark ettiklerini ancak bu
giicliiklerle bag etme siirecinde daha ¢ok sinif 6gretmenleri ve rehberlik servisiyle is birligi yaptiklarim
ortaya koymaktadir. Veliler, okul idaresinden yeterli destek alamadiklarini 6zellikle vurgulamislardir.

Cocuklarmin sorun yasadiklar1 durumlar

Veliler, ¢ocuklarinin en ¢ok okuma alaninda giicliik yasadiklarii dile getirmislerdir. Bu giicliikler
harfleri tanimada, akic1 okumada ve hizda kendini gostermektedir. Bir veli, “Ilkokul 1’de fark ettim,
okumakta zorluk ¢ekiyordu” (E1) derken; bir digeri “Harfleri tamimakta bile zorlaniyordu” (E2)
sozleriyle yasanan sorunu aktarmistir. Bu durum, velilerin ¢ocuklarimin sorunlarini erken dénemde
fark ettiklerini ancak ¢6ziim i¢in daha ¢ok d6gretmen destegine yoneldiklerini gostermektedir.

Veliler tarafindan gerceklestirilen calismalar

Velilerin en sik bagvurdugu strateji, sinif 6gretmeniyle goriisme olmustur. Katilimcilardan biri, “Bize
hep ogretmeni destek oldu, hep onunla goriistiik” (E3) diyerek 6gretmenle kurulan siirekli iletisime
dikkat ¢ekmistir. Bunun yani sira, bazi veliler ¢ocuklarini saglik kuruluslarina yonlendirdiklerini ifade
etmislerdir: “...saghk kuruluslarina yonlendirildik” (E3). Az sayida veli ise okul disi kurslara
bagvurduklari dile getirmistir (E1).

Ogretmenlerden alinan destekler

Veliler, ¢cocuklarmin yasadig1 giicliiklerle bas etme siirecinde en ¢ok sinif dgretmenlerinden destek
aldiklarin1 belirtmislerdir. Ogretmenlerin hem bireysel goriismelerle hem de rehber &gretmene
yonlendirme yoluyla siirece katki sunduklarini ifade etmislerdir. Bir veli, “Ogrenci ben ve rehber
ogretmenle goriistiiriildii” (E1) diyerek bu siireci 6rneklendirmistir.

Okul idaresinden alinan destekler

Veliler, okul idaresinden yeterli diizeyde destek alamadiklarimi belirtmislerdir. Katilimcilardan biri,
“Hayiwr almadik” (E3) ifadesiyle bu eksikligi dile getirmistir. Bu bulgu, Milli Egitim Bakanligi’nin
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okul yonetimlerine yiikledigi “risk altindaki &grencilerin egitim ortamlarini diizenleme ve gerekli
onlemleri alma” sorumluluklarinin (MEB, 2023) sahada yeterince karsilik bulmadigin1 gostermektedir.
Aragtirmaci glinligiinde de benzer goézlemler yer almistir: velilerin ¢ogu zaman sorunlarini dogrudan
Ogretmenle paylasmay1 tercih ettikleri, okul yonetimiyle iletisime ge¢mekten kacgindiklari not
edilmistir.

Bulgular, velilerin ¢ocuklarinin yasadigi 6grenme giicliiklerini 6zellikle okuma alaninda erken
donemde fark ettiklerini, ancak ¢6ziim arayisinda c¢ogunlukla smif Ogretmenleriyle is birligi
yaptiklarini ortaya koymaktadir. Veliler, saglik kuruluslarina veya kurslara yonelerek ek destek
arayisina girdiklerini de ifade etmislerdir. Bununla birlikte, okul idaresinden herhangi bir destek
alamadiklarim1 belirten veliler, bu siirecte O6gretmen ve rehberlik servisiyle daha cok iletisim
kurduklarimi vurgulamiglardir. Yonetmeliklere gore okul idaresinin riskli &grencilerin egitimini
desteklemesi beklenirken, saha bulgular1 velilerin goziinde bu destegin yetersiz kaldigim
gostermektedir.

OOG Riski Olan Ogrencilerin Giicliik Yasaymca Yaptiklari Cahsmalar, Ogretmenlerden
Almnan ve Alinmasi Beklenen Destekler ve Simif I¢i Arkadashk iliskilerine Yonelik Diisiinceleri

Bulgular, OOG riski olan 6grencilerin giicliik yasadiklarinda kendi dgrenmelerine yonelik basit
stratejiler gelistirdiklerini, Ogretmenlerinden genellikle ek destek aldiklarini ve bazi ek destek
beklentileri oldugunu ortaya koymaktadir. Ayrica 6grencilerin sinif i¢i arkadaglik iliskilerine yonelik
gorisleri cogunlukla olumlu yondedir.

Giicliik yasadiklarinda yaptiklari calismalar

Ogrenciler, 6grenme giicliigii yasadiklarinda daha ¢ok tekrar yapma, 6gretmenden tekrar anlatmasini
isteme ve kitap okuma gibi yontemlere basvurduklarini ifade etmislerdir. Bir 6grenci, “O dersi
calisarak tekrar ediyorum” (03) sozleriyle kendi basina yaptig1 calismay: belirtmistir. Bir digeri,
“Ogretmenimden tekrar anlatmasin isterim” (O1) diyerek dgretmen destegini dogrudan talep ettigini
dile getirmistir. Aragtirmaci giinliigiinde de benzer bir durum kaydedilmistir: 6grencilerin zorlandiklar
konularda ¢ogunlukla 6gretmenlerine yoneldikleri ve 6zellikle birebir tekrar anlatimlarin 6grenme
siireglerinde 6nemli bir rol oynadig1 gézlemlenmistir.

Ogretmenlerden alinan destekler

Ogrenciler, 6gretmenlerinden en ¢ok dersin tekrar anlatimi yoluyla destek aldiklarimi belirtmislerdir.
“Ogretmenim iyi, tekrardan dersi anlatiyor” (O1) ifadesi, Ogretmenlerin birebir ve sabirl
anlatimlarinin 6grenciler igin 6nemli bir destek oldugunu gostermektedir. Bu bulgu, 6gretmenlerin
bireysel farkliliklar1 dikkate alarak &grencilerin ihtiyacina gore ders anlatimimi cesitlendirmeleri
gerektigini vurgulayan MEB 6gretim programu ilkeleriyle (MEB, 2023) ortiismektedir.

Ogretmenlerden ahnmasi beklenen destekler

Ogrenciler, mevcut desteklerin yani sira dgretmenlerinden bazi ek destekler talep ettiklerini de dile
getirmislerdir. Gorsel materyallerin daha fazla kullanilmasi ve oturma diizeninde 0n siralara
yerlestirilme en sik ifade edilen beklentilerdendir. Bir &grenci, “Video a¢masimi, gorsellerle
anlatmasint isterdim” (02) diyerek gorsel igerik destegine olan ihtiyacimi aktarmugtir. Baska bir
ogrenci, “On swrada oturabilirim” (O1) ifadesiyle simf diizeninde yapilacak kiiciik degisikliklerin
ogrenmesini kolaylastirabilecegini vurgulamistir. Bu bulgular, grencilerin 6gretim siirecinde gorsel-
isitsel desteklere ve dikkatlerini artiracak sinif i¢i diizenlemelere ihtiyag¢ duyduklarini géstermektedir.

Siif ici arkadashk iliskileri

Ogrenciler, simf igindeki arkadaslik iliskilerine dair olumlu goriisler bildirmislerdir. Bir 6grenci,
“Olumlu, oyun oynayip ders ¢alisip kitap okuyoruz” (03) ifadesiyle arkadaslariyla sosyal iliskilerinde
zorluk yasamadigimi ve is birligi iginde olduklarini belirtmistir. Arastirmaci giinliigiinde de bu bulgu
desteklenmistir: goézlemler sirasinda Ogrencilerin arkadaslariyla birlikte oyun oynadiklari, grup
caligmalarina katildiklar1 ve sinif i¢i sosyal etkilesimlerinin genel olarak olumlu oldugu not edilmistir.
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Bulgular, OOG riski olan 6grencilerin giicliik yasadiklarinda kendi &grenmelerini desteklemek icin
tekrar yapma, Ogretmenden tekrar anlatmasini isteme ve kitap okuma gibi basit stratejiler
gelistirdiklerini gostermektedir. Ogrenciler, dgretmenlerinden en ¢ok dersi tekrar anlatma yoluyla
destek almakta, ayrica gorsel materyaller kullanilmasi ve sinifta 6n siralara yerlestirilme gibi ek
destekler talep etmektedir. Bununla birlikte, 6grencilerin sinif i¢i arkadaslik iliskilerini olumlu olarak
degerlendirmeleri, sosyal ¢evrenin 6grenme siirecinde destekleyici bir rol iistlendigini gostermektedir.
Yonetmeliklerde dngoriilen bireysel farkliliklara uygun 6gretim ilkeleriyle uyumlu olarak 6grenciler,
daha ¢ok gorsel destekler ve 6gretmen yonlendirmelerine ihtiyag duyduklarini ifade etmislerdir.

Sonug¢ ve Tartisma

Bu calisma, OOG riski olan 6grencilerin génderme oncesi siireglerinde simf dgretmenleri, rehber
ogretmenler, okul idaresi ve ebeveynlerin rollerini biitiinciil bir sekilde ele almistir. Bulgular, siirecin
cogunlukla bireysel c¢abalara dayandigim1i ve paydaglar arasinda yeterli koordinasyonun
saglanamadigini ortaya koymustur. Ozellikle 6gretmen-veli is birliginin 6n planda oldugu, ancak
okul idaresi ve rehberlik servisinin daha sinirli roller {istlendigi goriilmiistiir. Egitimciler ile aileler
arasindaki is birliginin ve farkindaliin artirilmasinin siirecin etkinligini ve dgrencilerin ihtiyaglarinin
kargilanmasin1 6nemli 6l¢iide destekleyebilecegi diisiiniilmektedir. Arastirma sonuglari, gonderme
Oncesi siirecin gelistirilmesi i¢in okul temelli is birligi mekanizmalarinin gii¢lendirilmesine ihtiyag
duyuldugunu gostermektedir. Bu yoniiyle ¢alisma, OOG riski olan dgrencilerin erken fark edilmesi
ve uygun desteklerin saglanmasi agisindan literatiire katk: saglamaktadir.

Bulgular, simf 6gretmenlerinin OOG riski olan &grencilerle daha gok tekrar, birebir ¢alisma ve ek
O0dev verme gibi sinirlt stratejiler kullandiklarini gdstermektedir. Bu yaklagim, kisa vadeli destek
saglasa da kalic1 6grenme acisindan yetersizdir. Nitekim literatiirde dogrudan &gretim yontemlerinin
Ogrencilerin temel akademik becerilerini gelistirmede etkili oldugu, ancak bunun strateji 6gretimi ile
birlestirilmedigi durumlarda O6grenmenin genellenmesinde gligliikler yasandigi belirtilmektedir
(Swanson vd., 1998; Vaughn vd., 2003). Bu bulgular, arastirmamizdaki siif &gretmenlerinin
uygulamalarinin, literatiirde “etkili 6gretim” olarak tanimlanan kapsamli yaklagimlardan uzak
oldugunu gostermektedir.

Ogretmenlerin simf ici uygulamalarda gorsel materyalleri simirli diizeyde kullanmalari da dikkat
cekici bir sonugtur. Oysa arastirmalar, gorsel-isitsel desteklerin 6zellikle okuma giicliigii yasayan
ogrencilerin dikkatini toplama, bilgiyi kalic1 hale getirme ve anlama becerilerini artirmada kritik bir
rol oynadigimi ortaya koymaktadir (Torgesen, 2004; Gersten vd., 2009). Dolayisiyla 6gretmenlerin
gorsel materyal kullamimindaki yetersizligi, 6grencilerin 6grenme siireclerini dogrudan olumsuz
etkileyebilir. Bu sonuglar, dgretmenlerin destekleyici uygulamalarini daha ¢ok tekrar ve birebir
caligmayla sinirlandirdigini, ancak arastirmalarin 6nerdigi ¢esitlendirilmis ve strateji temelli 6gretim
yaklasimlarinin yeterince kullanilmadigimi gostermektedir. Ogretmenlerin bu konudaki bilgi ve
becerilerinin gelistirilmesi, gonderme Oncesi siirecin daha islevsel yiiriitiilmesi agisindan kritik
goriinmektedir.

Rehber 6gretmenlerin gonderme Oncesi siirecte sinif dgretmenleriyle is birligi yaparak &grenciye
psikososyal destek sagladiklarimi ve ailelerle goriigmeler yiiriittiiklerini gdstermektedir. Ancak bu
desteklerin ¢ogunlukla bilgilendirme ve yonlendirme ile smrli kaldigi, akademik becerilerin
gelistirilmesine yonelik sistematik bir uygulama sunulmadigi anlagilmaktadir. Literatiirde, rehber
ogretmenlerin sadece yonlendirme degil ayn1 zamanda 6gretmenlere danismanlik yapma, bireysel
egitim planlariin hazirlanmasinda destek saglama ve ailelere rehberlik etme gibi ¢ok boyutlu roller
istlenmesi gerektigi vurgulanmaktadir (Ysseldyke vd., 2006; Kavale vd., 2005). Arastirmamizin
bulgulari ise bu rollerin uygulamada yeterince karsilik bulmadigini géstermektedir.

Rehber 6gretmenlerin destek siireclerinde psikolojik danisma yoniiniin 6n planda olmasit 6nemli
olmakla birlikte, 6grenme giicliigli yasayan Ogrencilerin akademik gereksinimlerinin de dikkate
almmasi gerekmektedir. Calismalar, rehber 6gretmenlerin sinif 6gretmenleriyle birlikte miidahale
programlarinin  hazirlanmasina katki sunduklarinda 6grencilerin okuma, yazma ve matematik
becerilerinde daha anlamli gelismeler goriildiigiinii ortaya koymaktadir (Fuchs & Fuchs, 2006;
Vaughn vd., 2010). Buna karsin bulgularimizda rehber 6gretmenlerin daha ¢ok degerlendirme ve
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yonlendirme islevini istlendikleri, dogrudan oOgretim siirecine katkilarinin  smirli  kaldig:
goriilmektedir.

Bu sonuglar, rehber &gretmenlerin rollerinin gonderme Oncesi siiregte daha c¢ok tanisal ve
yonlendirici bir c¢er¢evede sekillendigini, ancak literatiirde one c¢ikan biitlinciil danismanlik ve
ogretim destek islevlerinin yeterince hayata gecirilmedigini gostermektedir. Dolayisiyla, rehber
ogretmenlerin hem ailelerle hem de simif 6gretmenleriyle koordinasyonu giiglendirecek, miidahale
programlarinin hazirlanmasina aktif katki sunacak bigimde yetkinliklerinin artirilmast kritik
goriinmektedir.

Bulgular, okul idarecilerinin génderme 6ncesi siirecte daha ¢ok idari isleyisi yiiriittiiklerini, ancak
ogretimsel ya da psikososyal destek boyutunda sinirh kaldiklarini gostermektedir. Idareciler,
cogunlukla smif 6gretmenlerinin ve rehber 6gretmenlerin bildirimlerini alarak RAM’a yonlendirme
siirecinde resmi evraklarin tamamlanmasini saglamakta; fakat dogrudan 6grencilerin desteklenmesine
yonelik bir uygulama gelistirmemektedirler. Oysa literatiirde, okul yoneticilerinin sadece idari
stiregleri degil ayn1 zamanda 6gretim liderligini de iistlenerek 6gretmenlere destek sunmalarinin, 6zel
gereksinimli Ogrencilerin 6grenme stireclerini giiclendirdigi vurgulanmaktadir (Boscardin, 2007;
Salisbury vd., 2010). Bulgularimiz, bu baglamda okul idarecilerinin rollerinin sinirli bir ¢ercevede
kaldigin1 ortaya koymaktadir.

Arastirmalar, okul idaresi ile rehber 6gretmenler arasindaki giiclii is birliginin 6grenci basaris1 ve
refahin1 artirdigini ortaya koymaktadir (Bryan & Henry, 2012). Ayrica etkili okul liderliginin 6zel
gereksinimli &grenciler igin okul capinda kapsayici politikalarin uygulanmasinda belirleyici
oldugunu, ogretmenlerin mesleki gelisimlerine destek verilmesiyle siirecin iglevselliginin arttigini
gostermektedir (Theoharis, 2007; Horrocks vd., 2008). Ancak c¢alismamizda, idarecilerin daha ¢ok
prosediirel isleyisle sinirli kaldiklart ve 6gretmenlerle rehber 6gretmen arasinda sistematik bir ig
birligi ortami1 olusturmadiklari dikkat ¢ekmistir. Oysa alanyazinda, okul yoneticilerinin 6gretmenlerle
ve rehberlik hizmetleriyle siirekli iletisim ve takip mekanizmalar1 gelistirmelerinin, 6grencilerin
akademik ve sosyal gelisimine olumlu katki sagladigi vurgulanmaktadir (Jimerson, Burns &
VanDerHeyden, 2016).

Sonuglar, okul idarecilerinin OOG riski olan dgrenciler igin sadece yonlendirme yazigmalarini ve
resmi siiregleri yliriitmekle yetindiklerini, fakat literatiirde 6ne ¢ikan kapsayici liderlik, dgretimsel
destek ve is birligi mekanizmalarinin yeterince hayata gecirilmedigini gostermektedir. Bu nedenle,
okul idarecilerinin hem &gretimsel liderlik rollerini giiclendirmeleri hem de 6gretmen—rehber
ogretmen—veli is birligini destekleyecek uygulamalara onciiliik etmeleri kritik goriinmektedir.

Velilerin gonderme Oncesi siiregte c¢ogunlukla c¢ocuklarmin yasadigi giicliikleri fark etmekte
zorlandiklarint ve 6gretmen ya da rehber 6gretmenlerin yonlendirmeleriyle siirece dahil olduklarini
gostermektedir. Bazi veliler ¢ocuklarinin yasadigi akademik sorunlari “calismama” ya da “dikkat
dagimikligi1” gibi nedenlerle aciklarken, bazilar1 da tekrar ve ek ders destegini yeterli bir ¢6ziim olarak
gormektedir. Oysa arastirmalar, velilerin 6zel 6grenme gligliigii konusunda farkindalik diizeylerinin,
erken tanilama ve uygun destegin saglanmasinda kritik bir rol oynadigimi ortaya koymaktadir
(Karande & Kulkarni, 2005; Dyson vd., 2010). Caligmamizda ise velilerin bu konuda sinirli bilgiye
sahip olmalar1, gbnderme Oncesi siirecin etkinligini olumsuz yonde etkilemektedir.

Arastirmalar, 6gretmen—veli is birliginin 6grencilerin akademik basarisinda ve sosyal uyumunda
onemli katkilar sagladigini, velilerin bilgilendirilmesi ve siirece aktif katilimimin erken miidahaleyi
giiclendirdigini vurgulamaktadir (Sheldon, 2003; Sénéchal & Young, 2008). Bulgularimiz ise
velilerin siirece katilmimin genellikle 6gretmenlerin bireysel inisiyatifiyle gergeklestigini, okul
temelli sistematik bir veli destek mekanizmasinin bulunmadigini gostermektedir. Bu durum, velilerin
cocuklarimin yasadig1 giicliikleri dogru tanimlayamamalarina ve destek siireclerine siirli katilim
gostermelerine yol agmaktadir.

Sonug olarak, velilerin gonderme Oncesi siiregte daha bilingli ve aktif rol almalari, hem tanilama
siirecinin hizlanmas1 hem de ¢ocuklara saglanan desteklerin etkili olmasi agisindan 6nemlidir. Bu
baglamda, velilere yonelik bilgilendirme seminerleri ve okul temelli farkindalik ¢alismalari, siirecin
islevselligini artiracak temel uygulamalar olarak degerlendirilebilir.
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Bulgular, OOG riski olan dgrencilerin gonderme Oncesi siirecte en ¢ok okuma alaninda giicliik
yasadiklarini, bu giicliiklerin harfleri tanima, akici okuma ve hiz gibi temel becerilerde yogunlastigini
ortaya koymaktadir. Ogrencilerin bu tiir sorunlar1 erken dénemde gostermeleri, alanyazinda 6zel
O0grenme giicliigiiniin en belirgin belirtileri arasinda yer almaktadir (Lyon vd., 2003; Snowling &
Hulme, 2012). Dolayisiyla ¢alismamizda elde edilen bulgular, literatiirde belirtilen erken belirtilerle
tutarlilik gostermektedir. Ayrica 6grencilerin yasadigi gii¢liiklerin sadece akademik becerilerle sinirl
kalmadig1, 6grenmeye yonelik motivasyonlariin da olumsuz etkilendigi goézlenmistir. Bu durum,
literatiirde OOG olan &grencilerin yasadigi tekrar eden basarisizlik deneyimlerinin dzgiiven kaybina
ve Ogrenmeye karst olumsuz tutum gelistirmelerine yol acgtiina iliskin bulgularla da ortiismektedir
(Chapman, 1988; Alexander-Passe, 2006).

Sonug olarak, 6grencilerin gonderme Oncesi siirecte yasadiklar1 giicliikler, erken dénemde belirti
gosterme ve buna bagli motivasyon kayiplar1 seklinde iki boyutta ortaya ¢ikmaktadir. Bu nedenle,
ogrencilerin sadece akademik becerilerine degil ayn1 zamanda duygusal ve motivasyonel ihtiyaglarina
da odaklanan biitiinciil destek programlarinin gelistirilmesi, gonderme Oncesi siirecin daha islevsel
yiiriitiilmesine katki saglayacaktir.

Smirhiliklar ve Oneriler

Bu arastirma, 2024-2025 egitim-6gretim yili bahar doéneminde Istanbul’da gérev yapan ii¢ siif
Ogretmeni, li¢ rehber 6gretmen, Ui¢ okul idarecisi, li¢ 6grenci ve onlarin ebeveynlerinin goriisleriyle
sinirhidir. Ayrica, 6gretmenlerin sinif i¢i etkinliklerini yansitan defterler, ¢alisma kagitlar1 ve benzeri
materyaller ile Milli Egitim Bakanlhi§i’na ait yoOnetmelikler dokiiman incelemesi kapsaminda
degerlendirilmistir. Ancak 6gretmenlerin hazirladigi dokiimanlarin igerik ve format agisindan farklilik
gostermesi, bireysel uygulamalarin karsilastirilmasint zorlastirmistir. Bunun yaninda, dokiimanlarin
genellikle yiizeysel bilgiler icerdigi ve Ogrencilerin bireysel gereksinimlerine yonelik stratejilerin
uygulanigina dair ayrintih bilgi saglamadig1 gézlenmistir.

Arastirmanin bulgulari dogrultusunda, génderme &ncesi siirecin daha etkili yiiriitilmesi i¢in gesitli
oneriler sunulabilir. Oncelikle, stmif dgretmenlerinin tekrar, birebir ¢alisma ve ek ddev verme gibi
geleneksel yontemlerin yani sira iistbiligsel ve gorsel destek stratejilerini kullanmalar1 tesvik
edilmelidir. Bu dogrultuda, 6gretmenlere yonelik hizmet igi egitim ¢alismalart diizenlenebilir. Rehber
ogretmenlerin ise 6gretmenler ve velilere yonelik bilgilendirme seminerlerini siirdiirmeleri, farkindalik
diizeyini artirarak daha bilingli kararlar almmasina katki saglayacaktir. Okul ydnetimlerinin,
ogretmenler ve rehberlik birimiyle daha yakin is birligi kurarak OOG riski olan dgrenciler icin
uygulanan destek siire¢lerini diizenli olarak takip etmesi de siirecin iglevselligini artiracaktir.

Gelecek aragtirmalarda, daha genis Omeklemlerle ve farkli okullardan toplanacak verilerle
genellenebilirligin artirilmasi dnerilmektedir. Ayrica, 6gretmen ve rehber 6gretmenlerin farkli destek
stratejilerinin uzun vadeli etkilerini inceleyen g¢alismalar yapilabilir. Okul yonetimlerinin siirece
katkilarim1 artirmaya yonelik yapilandirma modelleri arastirilabilir. Bunun yaninda, velilerin
farkindalik diizeylerini artirmaya yonelik bilgilendirme programlarinin etkileri incelenebilir. Son
olarak, o&grencilerin ihtiyaglarinin daha kapsamli bi¢cimde anlasilabilmesi igin nitel ve nicel
yontemlerin birlikte kullanmildigi ¢alismalara ihtiya¢ bulunmaktadir.

Teorik Katkilar

Bu ¢aligma, OOG riski olan égrencilerle ilgili gonderme dncesi siireglerin anlagilmasina ydnelik teorik
katkilar saglamaktadir. Siireclerin ayrintili  bigimde incelenmesi, literatiirdeki simirliliklarin
giderilmesine katkida bulunmustur. Arastirmada, smif Ogretmenleri, rehber Ogretmenler, okul
idarecileri ve ebeveynlerin rollerine bir biitiin olarak bakilmis, bu paydaslarin siirecteki etkileri
karsilagtirmali sekilde degerlendirilmistir. Boylece, farkli paydaslarin is birligi ve iletisimlerine iligkin
onemli bulgular ortaya konmustur. Ayrica, 6gretmenlerin tekrar, birebir caligma ve ek 6dev verme gibi
geleneksel uygulamalarin etkileri tartisilmis ve bu yontemlerin uzun vadeli 6grenme agisindan
sinirhiliklarina dikkat ¢ekilmistir.
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Pratik Cikarimlar

Arastirma bulgulari, uygulamaya doniik cesitli ¢ikarimlar sunmaktadir. Oncelikle, siif 6gretmenleri
ve rehber ogretmenlerin OOG konusundaki bilgi diizeylerini artirmak igin hizmet ici egitim
programlarmin gelistirilmesi 6nem tasimaktadir. Ustbilissel stratejiler ve gorsel materyallerin sinif ici
uygulamalarda daha etkin kullanilmasi, 6grencilerin hem akademik basarilarini hem de 6zgilivenlerini
destekleyecektir. Okul yonetimlerinin 6gretmenler ve rehberlik birimleriyle daha giiclii bir is birligi
kurmasi, siirecin daha sistematik yiiriitiilmesine katki saglayacaktir. Ebeveynlerin ¢ocuklarinin
egitimine daha aktif katilimi icin veli-okul is birligini giliglendirecek politikalar gelistirilmesi de
onemlidir. Son olarak, OOG riski olan &grencilere yonelik kapsamli bir destek sisteminin
olusturulmas1 ve bu sistemin kapsayici egitim anlayisiyla okul geneline yayginlastirilmasi, génderme
oncesi siirecin etkililigini artirabilir.
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