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Oz
Giris: Bu calismada, Tiirkiye’de Rehberlik ve Aragtirma Merkezlerinde (RAM) okuma ve yazma becerilerinin
degerlendirilmesine iliskin mevcut uygulamalar, karsilagilan giicliikler ve personel gereksinimleri incelenmistir.

Yontem: Arastirma, nitel arastirma yaklagimlarindan fenomenolojik desen kullanilarak yiiriitilmistiir. Calisma,
Ankara’da bulunan iki Rehberlik ve Arastirma Merkezinde gorev yapan ve farkli mesleki gegmislere sahip 17
katilimer ile gergeklestirilmistir. Veriler yar1 yapilandirilmis goriismeler aracilifiyla toplanmis ve igerik analizi
yontemiyle analiz edilmistir.

Bulgular: Analiz sonucunda katilime1 goriislerinden bes temel tema elde edilmistir: (1) okuma ve yazma
becerilerinin degerlendirilmesinde yasanan giicliikler, (2) degerlendirme siirecini kolaylastiran unsurlar, (3)
kullanilan materyal ve Olgme aracglari, (4) kurumlardan beklentiler ve (5) hizmet i¢i egitim gereksinimleri.
Katilimcilar; materyal eksiklikleri, standartlagtirillmamis degerlendirme araclar1 ve yetersiz mesleki egitim gibi
cesitli engellere dikkat ¢cekmistir. Buna karsin, performans degerlendirme formlart gibi araglarin degerlendirme
siirecini  kolaylastirdigi ifade edilmistir. Ayrica mesleki gelisimi destekleyecek egitim programlarinin
diizenlenmesi, uyarlanabilir materyallerin gelistirilmesi ve RAM siireglerinde teknolojinin daha etkin kullanilmast
gerektigi vurgulanmistir.

Tartisma: Bu calisma, RAM’larda okuma ve yazma becerilerinin nasil degerlendirildigine iligkin anlayist
derinlestirmekte ve mevcut uygulamalarin iyilestirilmesine yonelik oneriler sunmaktadir. Elde edilen bulgular,
RAM’lara yonelik egitim politikalarina ve ¢dziim onerilerine rehberlik edebilir.

Anahtar sozciikler: Rehberlik ve arastirma merkezi, okuma ve yazma, egitsel degerlendirme, nitel arastirma,
fenomenoloji, egitsel degerlendirme araglari, 6zel gereksinimli 6grenciler.

Gelis tarihi: 05.03.2025 Kabul tarihi: 28.01.2026 Erken Gériiniim: 23.02.2026

Atif bilgisi: Giiler-Biilbiil, 0. (2026). Rehberlik ve arastirma merkezlerinde egitsel degerlendirme siirecinde okuma ve yazma
becerilerinin degerlendirilmesi. Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi, Erken Goriiniim.
https://doi.org/10.21565/0z¢elegitimdergisi. 1651955



https://orcid.org/0000-0003-1859-1585
https://ror.org/02v9bqx10
https://doi.org/10.21565/ozelegitimdergisi.1651955

Giiler-Biilbiil
Rehberlik ve Arastirma Merkezlerinde Egitsel Degerlendirme Siirecinde
Okuma ve Yazma Becerilerinin Degerlendirilmesi

Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi
Erken Gériiniim

Giris

Rehberlik ve Arastirma Merkezleri (RAM), Tiirkiye’de 6zel gereksinimli bireylerin egitsel degerlendirme
ve tanilama siireglerinin yiiriitilmesinden sorumlu temel kurumlardir. RAM’larda gergeklestirilen egitsel
degerlendirmeler kapsaminda bireylerin biligsel, sosyal, duygusal ve akademik alanlardaki performanslari ¢ok
boyutlu olarak ele alinmaktadir. Bu degerlendirme siirecinin temel hedefi, bireylerin 6zel gereksinimlerine uygun
egitim programlarinin planlanmasina temel olusturmaktir (Aksoy & Safak, 2020). Bu dogrultuda RAM’lar,
bireylerin gereksinimlerinin belirlenmesi, egitsel hedeflerin yapilandirilmast ve uygun destek hizmetlerine
yonlendirilmesi agisindan 6nemli bir islev tistlenmektedir (Tiryakioglu, 2013).

Okullar, aileler ya da bireysel basvurular araciligiyla RAM’lara yonlendirilen 6grenciler, Milli Egitim
Bakanligi (MEB) tarafindan farkli yetersizlik gruplari i¢in gelistirilmis egitsel degerlendirme programlari
kullanilarak degerlendirilmektedir. Bu programlar arasinda zihinsel yetersizligi olan bireyler icin destek egitim
programi ve isitme yetersizligi olan bireyler i¢in destek egitim programi yer almaktadir. S6z konusu programlar,
farklt beceri alanlarini kapsayan modiiler bir yapidan olugsmaktadir. Yedi destek egitim programinin besinde
(isitme, gdrme, zihinsel yetersizlik, 6zgiil 6grenme giigliigii [OOG] ve otizm ) okuma-yazma, erken matematik ve
matematik alanlarina yonelik modiiller bulunmaktadir. Bu programlar ilk olarak 2008 yilinda farklh
tiniversitelerden uzmanlarin katkilariyla gelistirilmis, icerikleri 2021 yilinda giincellenmistir (MEB, 2021).

Ozel gereksinimli bireylerin egitsel degerlendirmeleri, RAM’larda gérev yapan 6zel egitim alaninda
uzman Ogretmenler tarafindan yiirttilmektedir (MEB, 2021). Son yillarda gerceklestirilen arastirmalar,
RAM’larda egitsel degerlendirme yapan personelin degerlendirme siirecinde ¢esitli giicliiklerle karsilagtigini ve
bu alanda iyilestirmelere ihtiya¢ duyuldugunu gostermektedir. Bu duruma 6rnek olarak, Cay ve digerleri (2022),
birden fazla yetersizlik grubunun degerlendirilmesinde gorev alan RAM personelinin deneyimlerini yari
yapilandirilmig goriismeler araciligryla ele almistir. Ankara’daki ¢esitli RAM’larda gorev yapan personelden elde
edilen veriler, yetersiz 0lgme araglarinin degerlendirme siireclerinin dogrulugunu ve tutarliligini olumsuz
etkiledigini ortaya koymustur. Ayrica karsilasilan giigliiklerin biiyiik 6l¢iide yetersiz hizmet i¢i egitim ve mevcut
araglarin farkli yetersizlik gruplarina uyarlanamamasindan kaynaklandigi belirtilmistir. Arastirmada, RAM
personeline yonelik hizmet i¢i egitimlerin artirilmasi ve degerlendirmede kullanilan araglarin ¢esitlendirilmesine
yonelik oneriler sunulmustur.

Marakli (2016), RAM’larda gorev yapan 6zel egitim dgretmenlerinin egitsel degerlendirme modiillerine
iligkin goriislerini incelemistir. Nitel arastirma deseninde yiiriitillen bu ¢alismada, farkli RAM’larda gérev yapan
15 dzel egitim d6gretmeniyle yar1 yapilandirilmis goriismeler gerceklestirilmistir. Arastirma kapsaminda, zihinsel
yetersizligi olan bireyler ile yaygin gelisimsel bozuklugu olan bireyler i¢in uygulanan destek egitim programlarina
ait modiil programlarina yonelik 6gretmen goriisleri ele alinmig ve bu programlarin giiclii ve sinirli yonleri
degerlendirilmigtir. Elde edilen bulgular, mevcut modiil programlarinin farkli yetersizlik gruplarina sahip
bireylerin bireysel gereksinimlerine yeterli diizeyde uyarlanamadigin1 ortaya koymustur. Ozellikle zihinsel
yetersizligi olan bireylere yonelik degerlendirme modiillerinin uygulamada yetersiz kaldigi ve bu durumun
ogretmenlerin bireysellestirilmis degerlendirme yapmalarini zorlastirdigi belirlenmistir.

Benzer bigimde, Goksoy ve Oksiiz (2019), Diizce ilinde RAM’larda gorev yapan dgretmenlerin egitsel
tanilama siireglerinde karsilagtiklari sorunlari ve ¢oziim Onerilerini betimsel analiz yontemiyle incelemistir.
Ogretmenlerle yapilan anket ve goriismeler sonucunda, RAM’larda kullanilan dlgme araglarinin cesitlilik ve
nitelik a¢isindan yetersiz oldugu ve fiziksel altyapmin degerlendirme siireglerini desteklemede yetersiz kaldigi
ortaya konmustur. Ayrica bu yetersizliklerin personelin motivasyonunu azalttig1 ve siirecin etkililigini zayiflattig
vurgulanmistir. Arastirmada modiil programlarinin giincellenmesi, fiziksel altyapinin iyilestirilmesi ve personelin
teknik becerilerinin artirilmasina ydnelik somut 6neriler sunulmustur.

Akincioglu-Colak (2022), otizm spektrum bozuklugu (OSB) tanis1 almig ¢ocuklarin egitsel degerlendirme
stireglerini nitel yontemlerle incelemistir. RAM’lar ve devlet hastanelerinde gorev yapan uzmanlardan, OSB tanisi
almis cocuklarin ebeveynlerinden ve dgrenci dosyalarindan elde edilen verilerle yiiriitiilen aragtirma, RAM’larda
kullanilan 6l¢me araglarinin sinirlt oldugunu ve 6zellikle iletisim ve davranig becerilerinin degerlendirilmesinde
dnemli eksiklikler bulundugunu ortaya koymustur. Ogiilmiis (2021) ise RAM’larda yiiriitiilen OOG tanilama
stireclerini incelemistir. Ege Bolgesi’nde bir RAM’da gorev yapan sekiz 6zel egitim 6gretmeniyle nitel yontemle
yiiriitiilen calismanin bulgulari, 6gretmenlerin OOG tanilama siireglerine iliskin bilgi diizeylerinin yetersiz
oldugunu ve tanilama siirecinde kullanilan belgelerin genel olarak yeterli olmadigini gostermistir.

RAM’larda yiiriitiilen egitsel degerlendirme siireglerine iliskin g¢aligmalar genellikle farkli 6zel
gereksinim gruplarinin degerlendirilmesine ya da Ogretmenlerin bu siireclerde karsilastiklar1 giigliiklerin
belirlenmesine odaklanmaktadir. Mevcut ¢alismalarin ¢ogu, egitsel degerlendirme siireglerinin uygulanmasina
iliskin genel bir cer¢eve sunmakta ve kapsamli analizler icermektedir. Zihinsel yetersizlik, coklu yetersizlik, 0OG
ve OSB gibi farkli yetersizlik gruplarinin egitsel degerlendirilmesine odaklanan bu ¢alismalar, degerlendirme
siireclerinde karsilasilan temel giigliikleri ele almaktadir (Aksoy & Safak, 2020; Cay vd., 2022). Ancak bu



Giiler-Biilbiil
Rehberlik ve Arastirma Merkezlerinde Egitsel Degerlendirme Siirecinde
Okuma ve Yazma Becerilerinin Degerlendirilmesi

Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi
Erken Gériiniim

stireglerin  gelistirilmesine yonelik, belirli alanlara odaklanan ve uygulamaya doniik c¢aligmalara ihtiyag
duyulmaktadir. Bu arastirma, RAM’larda yiiriitiilen egitsel degerlendirmenin belirli bir alanina-okuma ve yazma
becerilerinin degerlendirilmesine-odaklanarak mevcut ¢alismalardan ayrilmaktadir. Bu odak, 6gretmenlerin
degerlendirme siirecindeki deneyimlerinin daha iyi anlagilmasina ve RAM’larda kullanilan mevcut araglarin
etkililiginin degerlendirilmesine katki saglamaktadir.

Ozel Egitimde Egitsel Degerlendirmeye iliskin Uluslararas1 Yaklasimlar

Uluslararasi alan yazin, degerlendirme siireglerinde bireysel farkliliklarin ve alana dayali yaklasimlarin
onemini vurgulamaktadir (Rodden-Nord & Shinn, 1991). Ornegin, Amerika Birlesik Devletleri’nde uygulanan
Bireysellestirilmis egitim programlar1 (BEP), bireylerin akademik, sosyal ve duygusal gelisimlerini bireysel
gereksinimlere gore yapilandirilmis bir ¢ergeve icinde ele almaktadir (Individuals with Disabilities Education Act,
2004). Buna karsilik, Tiirkiye’de RAM’larda yiriitillen degerlendirme siireglerinde bireysel uyarlamay1
saglayacak materyal ve araclarmn eksikligi dikkat cekmektedir. Benzer sekilde, Isve¢ ve Almanya gibi Avrupa
tilkelerinde uygulanan kapsayict degerlendirme gergeveleri, kiiltiirel ve pedagojik uyarlamalar yoluyla bireysel
farkliliklarin dikkate alinmasini savunmaktadir (Barow & Ostlund, 2020). Bu yaklagimlar, Tiirkiye’deki RAM
degerlendirme siireglerinin gelistirilmesine yonelik dnemli ipuglar1 sunmaktadir. Ozellikle Almanya’da gérme
yetersizligi olan Ogrenciler i¢in kullanilan Braille uyumlu testler ve dijital degerlendirme araglari, ulusal
sistemlerde kapsayiciligin artirilmast i¢in model olusturabilir. Ayrica Kanada ve Avustralya gibi iilkelerde
uygulanan Ortak Temel Standartlar (Common Core State Standards), yapilandirilmis ve standartlastirilmis bir
yaklagim sunarak 6gretmenlerin degerlendirme siireglerindeki belirsizlikleri azaltmaktadir (Education.com, t.y.).

Tiirkiye’de RAM siireclerinde ¢ogunlukla 6gretmenlerin bireysel ¢abalariyla gelistirilmis materyaller
kullanilmakta, bu durum degerlendirmelerde esitlik ve giivenirlik agisindan sinirliliklar dogurmaktadir.
Ogretmenlerin okuma giicliiklerini degerlendirmede kullandiklar1 yontemlerin dogrulugu ve kapsamu, siirecin
etkililigini dogrudan etkilemektedir (Virinkoski vd., 2018). Okuma ve yazma becerileri; akademik basari, sosyal
uyum ve yasam boyu bagimsizlik gibi alanlarda kritik bir role sahiptir. Bu becerilerin dogru bigimde
degerlendirilmesi, bireysel gereksinimlerin belirlenmesi ve etkili egitsel stratejilerin gelistirilmesi agisindan biiyiik
onem tagimaktadir. Bu durum, &zellikle 6zel gereksinimli bireyler icin RAM’larda, egitsel hedeflerin dogru
belirlenmesi ve uygun miidahalelerin planlanmasi agisindan belirleyicidir (Frey, 2019; Ritchey, 2006).

Uluslararasi alan yazin, okuma ve yazma becerilerinin degerlendirilmesinin akademik basari, yasam boyu
bagimsizlik ve sosyal uyumu desteklemedeki kritik roliinii vurgulamaktadir. Ornegin, Savolainen ve digerleri
(2008), bu becerilerin yalnizca akademik bagarry1 degil, ayni zamanda ortadgretim programi se¢imlerini de anlamli
bicimde etkiledigini ortaya koymustur. Frey (2019) ise bireysel farkliliklar1 dikkate alan dlgme araglarinin
tasarlanmasinin 6nemini vurgulamaktadir. Bu bulgular, bireylerin performansint degerlendirmek ve akademik ile
kisisel gelisimlerini desteklemek amaciyla esnek ve kiiltiirel agidan duyarli 6lgme araglarinin gelistirilmesi
gerektigine isaret etmektedir.

Son yillarda dijital araglar, egitsel degerlendirme siireglerinde hiz, dogruluk ve standardizasyon
saglamadaki katkilari nedeniyle giderek daha fazla 6nem kazanmaktadir. RAM gibi kurumlarda dijital
teknolojilerin entegrasyonu, degerlendirme siireglerini daha sistematik, giivenilir ve nesnel hale getirebilir
(Auphan vd., 2020). Dijital araglar, degerlendirme siirecinde Ogretmenlerin is yiikiinii azaltmakta ve 6grenci
performansimin daha tutarli bi¢imde Ol¢iilmesine olanak tanimaktadir. Bu baglamda, dijital degerlendirme
araclarmin RAM’larda uygulanabilirliginin incelenmesi, egitsel degerlendirmelerin etkililigini artirma potansiyeli
nedeniyle biiyiik 6nem tagimaktadir.

Bu ¢aligma, RAM’larda okuma ve yazma becerilerinin degerlendirilmesine odaklanarak, alanyazinda ele
aliman genel degerlendirme siireglerinden ayrilan derinlemesine bir inceleme sunmaktadir. Okuma ve yazma
degerlendirme siireglerinde karsilagilan sorunlara, mevcut araglarin etkililigine ve personelin kurumsal beklenti ile
gereksinimlerine kapsamli bir bakis sunarak mevcut uygulamalarin gelistirilmesine katki saglamay1
amaglamaktadir. Bu arastirmanin amaci, RAM’larda okuma ve yazma becerilerinin nasil degerlendirildigini ve bu
siiregte calisanlarin karsilastiklar: giigliikleri ortaya koymaktir.

Arastirma Sorusu

1. RAM’larda okuma ve yazma becerilerinin degerlendirilmesine iliskin mevcut uygulamalar, karsilasilan
glicliikler ve personel gereksinimleri nelerdir?

Yontem

Bu calisma, RAM egitsel degerlendirme siireglerinde gdrev yapan personelin okuma ve yazma
becerilerinin degerlendirilmesine iliskin goriiglerini belirlemeyi amaglamistir. Arastirmada, bu tiir ¢aligmalar i¢in
uygun bir nitel arastirma yaklagimi olan fenomenolojik desen kullanilmistir (Creswell, 2013). Fenomenolojik
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desen, bireylerin yasantilarini analiz etmeye ve bu yasantilara yiiklenen anlamlarin egitsel baglamlarda kurumsal
stiregleri nasil etkiledigini anlamaya olanak saglamaktadir (Smith & Osborn, 2015).

Fenomenolojik yaklasim, RAM siireclerinde yer alan personelin degerlendirme araglar1 ve yontemlerine
iligkin bireysel algilarini derinlemesine anlamak amaciyla tercih edilmistir. Bu yaklasim, s6z konusu algilarin
kurumsal uygulamalar1 nasil etkiledigini analiz etmeyi ve egitim sistemindeki eksikliklere iliskin kigisel
deneyimlere dayali i¢goriiler sunmay1 hedeflemistir. RAM personelinin kigisel deneyimlerinin taninmasi, egitsel
degerlendirme siirecinde karsilasilan giicliiklerin belirlenmesi ve bu siireglerin gelistirilmesine yonelik firsatlarin
ortaya konulmasi agisindan kritik Oneme sahiptir. Bu dogrultuda arastirma deseni, RAM personelinin
deneyimlerinin baglamsallastiriimasini saglamis ve egitsel degerlendirme siireclerine iliskin kapsamli bir anlayis
sunmustur.

Katihmcilar

Katilimeilar, Tiirkiye’de bilyiik bir metropol kentte yer alan ve farkli ilgelerde bulunan iki Rehberlik ve
Arastirma Merkezinden secilmistir. Bu merkezler, farkli sosyoekonomik &zelliklere ve 6grenci yogunluklarina
sahip topluluklara hizmet vermeleri nedeniyle katilimcilar arasinda demografik ¢esitliligi saglamak amaciyla
amagli olarak belirlenmistir. Arastirma, bu merkezlerde gorev yapan toplam 17 personel ile yiiriitiilmiistiir.
Katilimcilar, farkli 6zelliklere sahip bireyleri kapsayarak olgunun ¢ok boyutlu bicimde incelenmesini amaglayan
maksimum ¢esitlilik 6rnekleme yontemiyle se¢ilmistir (Patton, 2002). Katilimcilarin mesleki deneyimleri bes ile
otuz ii¢ y1l arasinda degismekte olup, farkli akademik disiplinlerden mezun olmuslardir. Egitim fakiiltesi disindaki
fakiiltelerden mezun olan katilimeilar, Milli Egitim Bakanlig: tarafindan diizenlenen sertifika programlarini
tamamladiktan sonra 6gretmen olarak atanmustir.

Katilimeilarin tamami kadin olup; egitim, 6zel egitim, rehberlik ve psikolojik danigmanlik alanlarinda
uzmanlagmislardir. Katilimeilara iligkin ayrintili bilgiler Tablo 1°de sunulmustur. Bu ¢esitlilik, RAM siireglerine
iliskin genis bir bakis acisinin incelenmesine olanak saglamistir.

Katilimcilara, Ankara’da bulunan RAM’lardan gerekli resmi kurum izinleri alindiktan sonra ulagilmistir.
Kurumsal onayin ardindan, potansiyel katilimeilara bilgilendirilmis onam formu dagitilmistir. Gonillii olan ve
onam veren katilimcilar arastirmaya dahil edilmistir. Goriismeler, kurum yonetimleri tarafindan tahsis edilen
toplant1 veya degerlendirme odalarinda gergeklestirilmistir. Tiim goériismeler, RAM yonetimi ile koordinasyon
saglanarak 6nceden belirlenen zamanlarda yapilmistir.

Tablo 1
Katilimct Bilgileri
Katilime1 kodu Mezun olunan iiniversite ve program Mesleki deneyim (y1l)

K1 Ege Universitesi, smif 6gretmenligi 19
K2 Erzincan Universitesi, RPD 8

K3 Gazi Universitesi, RPD 13
K4 Ankara Universitesi, zihinsel engelliler gretmenligi 5

K5 Gazi Universitesi, iktisat 32
K6 Gazi Universitesi, zihinsel engelliler gretmenligi 24
K7 Bolu Abant izzet Baysal Universitesi, zihinsel engelliler 6gretmenligi 19
K8 Hacettepe Universitesi, 6lgme ve degerlendirme 24
K9 Ankara Universitesi, halk egitimi 30
K10 Hacettepe Universitesi, 6lgme ve degerlendirme 33
K11 Anadolu Universitesi, 6zel egitim 31
K12 Orta Dogu Teknik Universitesi, RPD 26
K13 Ankara Universitesi, RPD 25
K14 Ankara Universitesi, 6zel egitim 15
K15 Anadolu Universitesi, zihinsel engelliler d3retmenligi 21
K16 Hacettepe Universitesi, sinif 6gretmenligi 29
K17 Anadolu Universitesi, isitme engelliler gretmenligi 29

Not: RPD = Rehberlik ve psikolojik danismanlik.
Veri Toplama Siireci

Verilerin toplanmasinda yar1 yapilandirilmig goriisme formu kullanilmistir. Formun gelistirilme
stirecinde konuya iligkin alanyazin taramasi yapilmis; icerik gegerligini artirmak amaciyla 6lgme ve degerlendirme
alaninda uzman bir akademisyen ile nitel arastirma yontemleri konusunda deneyimli bir dgretim {iyesinin
goriiglerine bagvurulmustur. Uzmanlardan alinan geri bildirimler dogrultusunda sorular, agiklik ve anlagilirlik
agisindan yeniden diizenlenmistir. Ozellikle “okuma” ve “yazma” alanlarmin kapsamini netlestirmek amaciyla
parantez i¢inde kisa Ornekler eklenmesi (6r. okudugunu anlama, okuma akicilii, dikte, yazim kurallari)
onerilmistir. Ayrica karmagik ifadelerin sadelestirilmesi ve bazi sorularin genelden 6zele dogru daha mantikli bir
akis saglayacak sekilde yeniden siralanmasi dnerilmistir. Ornegin, baslangicta “Ogrenci degerlendirme siirecinde
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ne tir giigliikler yasiyorsunuz?” bi¢iminde ifade edilen bir soru, “hazirlik, uygulama ve kayit” gibi 6rneklerle
genigletilmistir. Bu diizenlemeler, sorularin agikligini ve odaklanmigligini artirmigtir. Aragtirmaci, katilimcilarin
Ogrencilerin okuma ve yazma becerilerini degerlendirmeye iliskin deneyimlerini, bu siiregte karsilastiklart
giicliikleri ve kullanilan materyal ve araglara yonelik goriis ve Onerilerini belirlemeyi amaglamistir (bk. Ek A).

Verilerin toplanmasinda yari yapilandirilmis goriisme formu kullanilmistir. Formun gelistirilme
stirecinde konuya iligkin alanyazin taramasi yapilmis; icerik gegerligini artirmak amaciyla lgme ve degerlendirme
alaninda uzman bir akademisyen ile nitel arastirma yontemleri konusunda deneyimli bir dgretim {iyesinin
goriiglerine basvurulmustur. Uzmanlardan alinan geri bildirimler dogrultusunda sorular, agiklik ve anlasilirlik
acisindan yeniden diizenlenmistir. Ozellikle “okuma” ve “yazma” alanlarinin kapsamini netlestirmek amaciyla
parantez icinde kisa ornekler eklenmesi (6r. okudugunu anlama, okuma akicilifi, dikte, yazim kurallarr)
onerilmistir. Ayrica karmagik ifadelerin sadelestirilmesi ve bazi sorularin genelden 6zele dogru daha mantikl bir
akis saglayacak sekilde yeniden siralanmasi 6nerilmistir. Ornegin, baslangigta “Ogrenci degerlendirme siirecinde
ne tir giigliikler yasiyorsunuz?” bi¢iminde ifade edilen bir soru, “hazirlik, uygulama ve kayit” gibi 6rneklerle
genigletilmistir. Bu diizenlemeler, sorularin agikligini ve odaklanmigligini artirmigtir. Arastirmaci, katilimceilarin
ogrencilerin okuma ve yazma becerilerini degerlendirmeye iliskin deneyimlerini, bu siiregte karsilagtiklari
giicliikleri ve kullanilan materyal ve araglara yonelik goriis ve Onerilerini belirlemeyi amaglamistir (bk. Ek A).

Goriismeler, katilimcilarla yiiz yiize gerceklestirilmis olup her bir goriisme yaklasik 15 dakika siirmiistiir.
Katilimcilardan, arastirmaya iliskin bilgilerin yer aldigi onam formu aracilifiyla yazili izin alinmistir.
Katilimeilarin izni dogrultusunda goriismeler sirasinda ses kayit cihazi kullanilmis ve tiim goriigmeler yazili metne
donistiirilmiistiir. Ses kayitlarinin yaziya aktarilmasinda Transcriptor uygulamasi kullanilmistir (Transcriptor,
t.y.). Daha sonra kayitlar, dokiimlerin dogrulugunu kontrol etmek amaciyla yeniden dinlenmis ve gerekli
diizeltmeler yapilmistir. Bu siirecin ardindan, nitel arastirma konusunda deneyimli bir 6gretim iiyesi yazili
dokiimleri incelemis ve aragtirmact metinleri son haline getirmistir.

Veri Analizi

Toplanan veriler, icerik analizi yontemi kullamlarak analiz edilmistir. Igerik analizi, verilerin anlamli
kategori ve temalar halinde diizenlenmesini saglayan nitel bir tekniktir (Krippendorff, 2004). Bu siiregte agagidaki
adimlar izlenmistir:

1. On kodlama: Gériisme dokiimleri veriye asinalik kazanmak ve ilk kodlamalar1 yapmak amaciyla birden
fazla kez okunmustur.

2. Tema gelistirme: Benzer ifadeler bir araya getirilerek iist temalar olusturulmustur.

3. Kategorizasyon ve frekans analizi: Kodlar ilgili temalar altinda toplanmis ve her bir kodun goriilme sikligi
hesaplanmuistir.

4. Dogrulama ve gozden gegirme: Kodlama siirecindeki tutarlilik saglanmis, temalar agiklik ve dogruluk
acisindan yeniden degerlendirilmistir.

Kodlama siirecinin giivenirligini artirmak amaciyla, biri nitel aragtirma alaninda deneyimli bir 6gretim
tiyesi, digeri Tiirkge egitimi alaninda uzman iki bagimsiz arastirmact ayni veri setini kodlamistir. Kodlayicilar
arast uyum, Miles ve Huberman (1994) tarafindan 6nerilen “giivenirlik = goriis birligi / (goris birligi + goriis
ayrilig1) x 100” formiilii kullanilarak hesaplanmistir. Analiz sonucunda %97 oraninda giivenirlik elde edilmis, bu
oran analiz siirecinin yiiksek diizeyde tutarli oldugunu gostermistir. Kalan %3’liik goriis ayriligi, arastirmacilar
arasinda tartisilarak uzlasi yoluyla giderilmistir. Bu siiregte bir kod baska bir temaya aktarilmig ve kavramsal
aciklik saglamak amaciyla tema basliginda kiigiik bir diizenleme yapilmistir. Diizenleme, Tiirkge egitimi
uzmaninin Onerisi dikkate alinarak arastirmaci tarafindan gergeklestirilmistir.

Kodlama siireci tamamlandiktan sonra, bazi kodlar yeniden diizenlenmis ve farkli temalar altinda
smiflandirilmistir. Ayrica Tiirkge Egitimi Anabilim Dalindan bir uzmanla yapilan gériismeler dogrultusunda tema
adlar1 daha agiklayici ve net héle getirilmistir. Bu diizenlemeler, analiz siirecinin tutarliligini artirmis ve temalarin
daha anlagilir bicimde sunulmasini saglamistir.

Etik ilkeler

Aragtirma, belirlenmis etik ilke ve kurallara uygun olarak yiirtitiilmiistiir. Tiim katilimeilara aragtirmanin
amaci, kapsami ve siireci hakkinda bilgi verilmis; katilimim goniilliilik esasina dayandigi vurgulanmistir.
Katilimcilara, istedikleri zaman herhangi bir yaptirnm olmaksizin arastirmadan ¢ekilebilecekleri hatirlatilmistir.
Tim kisisel bilgiler anonimlestirilmis ve gizlilik ile veri giivenligini saglamak amaciyla yalnizca aragtirma amacl
kullanilmigtir.
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Bulgular

Aragtirmada elde edilen veriler, katilimcilarin okuma ve yazma becerilerinin degerlendirilmesine iliskin
deneyimlerine dair kapsamli bir gériiniim sunmustur. Icerik analizi sonucunda katilimei goriislerinden bes ana
tema ortaya c¢ikmistir: (1) okuma ve yazma degerlendirmesinde yasanan giigliikler, (2) okuma ve yazma
degerlendirmesini kolaylastiran etmenler, (3) okuma ve yazma becerilerinin degerlendirilmesinde kullanilan
materyal ve dlgme araglari, (4) kurumdan beklentiler ve (5) gerekli goriilen hizmet igi egitimler. Bu temalara ve
alt kodlara iliskin ayrintili bilgiler asagida sunulmustur.

Tablo 2

Temalara Gore Katilimer Goriislerinin Dagilimi

Temalar Kodlar Frekans
Okudugunu anlama 5
1. Okuma ve yazma degerlendirmesinde Dil bilgisi, yazim kurallar1 ve noktalama eksikligi 5
yasanan glicliikler Materyal eksikligi 4
Yazma siirecini yonetme ve degerlendirmede giigliik 3
ilk okuma yazma edinim donemi 6
2. Okuma ve yazma degerlendirmesini Okuma hiz1 ve akicilig 5
kolaylastiran etmenler Yazim kurallari, noktalama ve dikte 3
Performans degerlendirme formlarinin katkist 3
3. Okuma ve yazma becerilerinin Performans degerlendirme formlari 6
degerlendirilmesinde kullanilan materyal ve  Ogretmenler tarafindan hazirlanan materyaller 5
O0lgme araglari Standart olmayan 6lgme araglari 4
Standart materyal saglanmasi 6
4 Kurumdan beklentiler Performan§ _degerlendlrme formlarini tamamlayici materyaller 5
Uyarlanabilir materyaller 4
Ogretmen destegi ve personel artigi 3
Yeni yontem ve teknikler 6
C . Farkli engel gruplarina yonelik uyarlama egitimi 5
3. Gerekli gorillen egitimler Agiklik ve basamakli yaklagim 4
Egitimlere katilimda motivasyon ve goniilliiliigiin 6nemi 3

Tema 1: Okuma ve Yazma Degerlendirmesinde Yasanan Giicliikler
Okudugunu Anlama

Okudugunu anlama degerlendirmesi, katilimecilar tarafindan siklikla giigliik yasanan bir alan olarak
belirtilmigtir. K6, “Bu, okudugunu anlamanin bir parcasi. Materyal eksikliginden dolay1r okudugunu anlama
degerlendirmesinde zorlaniyoruz.” ifadesiyle materyal yetersizliginin bu soruna katki sagladigint vurgulamstir.
K2 ise siirecin karmagikligini, “Okuma alaninda, 6grencinin okudugunu anlama ve yorumlamasinda zorlaniyoruz.”
sozleriyle dile getirmistir. Ayrica K14, bu eksikliklerin 6grenci performansini olumsuz etkiledigini belirterek,
“Yeterli materyalimiz olmadigi i¢in ¢ocugun metni anlamasini ve ifade etmesini saglamada giigliik yasiyoruz.”
demistir.

Bu bulgular, okudugunu anlama degerlendirmesindeki giicliiklerin yalnizca materyal eksikliginden degil,
ayn1 zamanda bu becerinin biligsel olarak karmasik yapisindan da kaynaklandigimi gostermektedir. Katilimer
ifadeleri, 6gretmenlerin 6grencilerin yiizeysel anlamanin 6tesindeki anlama diizeylerini 6lgmekte, yol gosterici
araglar ve oOlgiitlerin eksikligi nedeniyle zorlandiklarini ortaya koymaktadir. Bu durum, 6gretimden beklenen
kazanimlar ile mevcut degerlendirme mekanizmalar: arasindaki bosluga isaret etmekte ve okudugunu anlamanin
yorumlayict ve ifade edici boyutlarii destekleyecek sistematik ¢ergevelere duyulan gereksinimi vurgulamaktadir.

Dil Bilgisi, Yazuim Kurallar: ve Noktalama Eksikligi

Katilimeilar, dil bilgisi, yazim kurallar1 ve noktalamanin degerlendirilmesinde siklikla gii¢liik yasandigini
ifade etmistir. K6, “Noktalama isaretleri ve biiyiik harf kullanim1 gibi alanlar1 degerlendirmede zorlaniyoruz.”
diyerek bu durumu dile getirmistir. K4 ise siirecin karmagikligina dikkat ¢cekerek, “Dil bilgisi kurallariin yeterince
ogretilmemesinden kaynaklanan eksiklikler ortaya ¢ikiyor.” ifadesini kullanmistir. Benzer sekilde KO,
“Ogrencilerin ciimle yapilarinda dil bilgisel eksiklikler var.” diyerek bu eksikliklerin 6gretim siirecini
zorlastirdigini belirtmistir.

Bu bulgular, dil bilgisi ve yazim degerlendirmesinde yasanan giigliikklerin yalnizca uygun materyal
eksikliginden degil, 6gretim ile degerlendirme siireglerinin i¢ i¢e gecmis yapisindan da kaynaklandigin
gostermektedir. Ogretmenler, temel dil bilgisi 6gretimi yetersiz oldugunda degerlendirmenin ilerlemeyi
belgelemekten ¢ok eksiklikleri saptamaya doniistiigiini diistinmektedir. Bu durum, &grencilerin dili anlaml

Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi
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bi¢imde kullanma becerileriyle birlikte bicimsel dogrulugu da degerlendiren araglara duyulan gereksinimi ortaya
koymaktadir.

Materyal Eksikligi

Katilimcilar, materyal eksikligini degerlendirme siirecini zorlagtiran temel bir unsur olarak vurgulamistr.
K7, “Yeterli materyalimiz olmadig1 i¢in okudugunu anlama konusunda ayrintili degerlendirmeler yapamiyoruz.”
diyerek bu eksikligin siirece etkisini belirtmistir. Benzer bigimde K13, “Kurumlardaki materyal eksikligi nedeniyle
bireysel ¢cozlimler liretmek zorunda kaliyoruz.” ifadesiyle 6gretmenlerin ek ¢aba harcadigini dile getirmistir.

Bu bulgular, materyal yetersizliginin degerlendirme siirecini hem pratiklik hem de etkililik agisindan
olumsuz etkiledigini gostermektedir. Bu eksiklik yalnizca lojistik bir sorun degil, degerlendirme araglarmin
gelistirilmesi sorumlulugunu kurumlardan bireysel 6gretmenlere yiikleyen yapisal bir esitsizligi de yansitmaktadir.
Bu durum, degerlendirme siirecinin kisisel inisiyatife bagimli hale gelmesine, uygulamalar arasinda tutarsizliklara
ve sonuglarin giivenirlik ve karsilastirilabilirliginin azalmasina yol agmaktadir.

Yazma Siirecini Yonetme ve Degerlendirmede Giigliik

Katilimeilar, yazma siirecini yonetme ve degerlendirmede gesitli giicliiklerle karsilastiklarini belirtmistir.
K8, “Yazili anlatim ve metin olusturma gibi alanlarda ciddi zorluklar var.” diyerek yazili ifade sorunlarina dikkat
¢ekmistir. K13 ise yazma siirecinin alt bilesenlerinin degerlendirilmesindeki karmasikligi, “Planlama ve taslak
olusturma gibi yazma alt siireglerini degerlendirmekte zorlantyoruz.” sozleriyle ifade etmistir. K9 da, “Metni
gbzden gecirme ve diizenleme asamalarinda materyal eksikligi var.” diyerek yazma siirecinin farkli asamalarinda
yasanan yetersizlikleri dile getirmistir.

Bu bulgular, yazma degerlendirmesindeki gii¢liiklerin, yazmanin ¢ok boyutlu yapisindan kaynaklandigimi
gostermektedir. Katilimcr ifadeleri, degerlendirmenin ¢ogunlukla yazili iiriiniin son héaline odaklandigini;
planlama, taslak olusturma ve diizenleme gibi biligsel ve siire¢ temelli boyutlarin yeterince izlenemedigini ortaya
koymaktadir. Ara asamalar1 izlemeye yonelik yapilandirilmis gergevelerin ve materyallerin eksikligi,
ogretmenlerin bigimlendirici geri bildirim sunmasini siirlamaktadir. Bu nedenle yazmanin tek bir iiriin degil,
gelisimsel bir siire¢ olarak ele alinmasini saglayacak sistematik yaklagimlara ihtiya¢ duyulmaktadir.

Genel olarak bu tema altinda tanimlanan giicliikkler, RAM’larda okuma ve yazma degerlendirmesinin ¢ok
boyutlu ve kaynak kisith bir siire¢ oldugunu ortaya koymaktadir. Bununla birlikte katilimeilar, degerlendirmenin
daha kolay ve yonetilebilir oldugu bazi alanlart da belirtmistir. Bir sonraki tema, bu kolaylastirici etmenlere
odaklanmaktadir.

Tema 2: Okuma ve Yazma Degerlendirmesini Kolaylastiran Etmenler
Ik Okuma Yazma Edinim Donemi

Katilimeilar, ilk okuma yazma becerilerinin degerlendirilmesinde genellikle giigliik yasamadiklarimi
belirtmistir. K14 bu siirecin basitligini, “ilk okuma yazmada sorun yasamiyoruz. Cocuk sesleri biliyorsa, adini
yazabiliyorsa, okulunun ve anne-babasinin adini yazabiliyorsa ilk okuma yazmayi dgrenmis kabul ediyoruz.”
sozleriyle ifade etmistir. Benzer bicimde K16, “Ilk okuma yazma degerlendirmesi en kolay alanlardan biri.”
diyerek bu goriisii desteklemistir.

Bu bulgular, ilk okuma yazma edinim dénemindeki degerlendirmenin, ses tanima ve tanidik sdzctikleri
yazma gibi somut ve goézlemlenebilir gostergelere dayandigini gostermektedir. Katilimcilar, bu asamayi
yonetilebilir kilan unsurun beklentilerin temel becerilerle sinirli olmasi ve bu becerilerin dogrudan gézlem ve
tekrar temelli etkinliklerle kolaylikla dogrulanabilmesi oldugunu ifade etmistir. Agik Olgiitlerin ve basit
degerlendirme araclarinin varligi, 6gretmenlerin dgrenci performansina iligkin tutarlt kararlar verebilmesini
saglamaktadir.

Okuma hiz1 ve akiciliginin degerlendirilmesi, katilimeilarin daha rahat yiiriittiikleri bir diger alan olarak
belirtilmistir. K9 bu alanin sistematik oldugunu vurgulayarak, “Akict okuma bdlimi benim en rahat
degerlendirdigim alan.” ifadesini kullanmistir. K14 ise kullanilan yontemin etkililigine dikkat ¢cekerek, “Dakikada
dogru okunan kelime sayisini saymak en kolay degerlendirme yontemlerinden biri.” demistir.

Okuma Hizt ve Akiciligi

Okuma hiz1 ve akiciligimin degerlendirilmesi, katilimeilarin daha rahat yiiriittiikleri bir diger alan olarak
belirtilmigtir. K9 bu alanin sistematik oldugunu vurgulayarak, “Akici okuma bolimii benim en rahat
degerlendirdigim alan.” ifadesini kullanmigtir. K14 ise kullanilan yontemin etkililigine dikkat ¢ekerek, “Dakikada
dogru okunan kelime sayisini saymak en kolay degerlendirme yontemlerinden biri.” demistir.
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Bu bulgular, okuma hizi ve akicilig1 degerlendirmelerinin, dakikada dogru okunan kelime say1s1 gibi nicel
ve gozlemlenebilir gostergelere dayanmasi nedeniyle daha kolay algilandigini gdstermektedir. Nesnel ve sayisal
verilere dayali bu degerlendirme tiirli, 6znel yorum riskini azaltmakta ve degerlendiriciler arasinda tutarlilig:
desteklemektedir. Bu durum, dgretmenlerin Slgiilebilir ve agik performans 6Slgiitlerini tercih ettiklerini ve bu
oOlgiitlerin degerlendirme siirecine giiven ve agiklik kazandirdigini ortaya koymaktadir.

Yazim Kurallari, Noktalama ve Dikte

Katilimeilar, yazim kurallar1 ve dikte calismalarina iliskin degerlendirme siireglerinin gorece kolay
oldugunu belirtmistir. K6 bu durumu, “Ogrencinin biiyiik harf, kiiciik harf ya da noktalama isaretlerini dogru
kullanip kullanmadigin1 degerlendirmek bizim i¢in kolay.” sozleriyle ifade etmistir. Benzer sekilde K13, “Dikte
calismalariyla 6grencinin yazim kurallarina uyup uymadigini rahatlikla belirleyebiliyoruz.” demistir.

Bu bulgular, yazim ve dikte degerlendirmelerinin, kural temelli ve dogrudan gozlemlenebilir 6lgiitlere
dayanmasi nedeniyle yonetilebilir bulundugunu gostermektedir. Sonuglarin dgrencinin yazili triiniinde agik
bi¢cimde goriilmesi, katilimcilarin yorum gerektirmeden nesnel kararlar vermesini saglamaktadir. Bu durum,
yapilandirilmig ve 6lgiit temelli degerlendirme yaklagimlarinin agiklik, tutarlilik ve giivenirlik agisindan tercih
edildigini gostermektedir.

Performans Degerlendirme Formlarinin Katkist

Bazi katilimcilar, performans degerlendirme formlarinin siireci kolaylastirdigini belirtmistir. K12,
“Performans degerlendirme formlar1 isimizi ciddi anlamda kolaylastirtyor.” diyerek bu araglarin yararma dikkat
cekmistir. K16 ise, “Performans degerlendirme formlarindaki agik 6lgiitler degerlendirme siirecini hizlandirtyor.”
ifadesiyle bu goriisii desteklemistir.

Bu bulgular, katilimcilarin performans degerlendirme formlarini agiklik, yap1 ve tutarlilik saglayan etkili
araglar olarak gordiiklerini ortaya koymaktadir. Bu formlarda yer alan oOnceden belirlenmis Odlgiitler,
degerlendiricilere siire¢ boyunca rehberlik etmekte, belirsizligi azaltmakta ve daha nesnel kararlar verilmesini
desteklemektedir. Ayn1 zamanda bu durum, standart araglarin degerlendirmelerde adalet ve karsilastirilabilirligi
artirarak RAM uygulamalarinin profesyonelligine ve giivenirligine katki sagladigini gostermektedir.

Tema 3: Okuma ve Yazma Becerilerinin Degerlendirilmesinde Kullanilan Materyal ve Olgme Araclar
Performans Degerlendirme Formlar

Performans degerlendirme formlari, en sik kullanilan araglar arasinda yer almaktadir. K12, “Milli Egitim
Bakanligi her engel grubuna yonelik standart performans degerlendirme formlar1 hazirlamis ve bunlar Tiirkiye
genelindeki RAM’larda kullaniliyor.” diyerek bu formlarin yaygin kullanimina dikkat ¢ekmistir. Benzer sekilde
K13, “Performans degerlendirme formu, neyi degerlendirmemiz gerektigi konusunda bize yol gdsteriyor.”
ifadesini kullanmustir.

Bu bulgular, performans degerlendirme formlarinin degerlendirme siirecine yap1 ve birlik kazandiran
temel araclar olarak goriildiigiinii gostermektedir. Bu formlar, a¢ik dlciitler ve standart beklentiler sunarak farkl
ogrenci profilleri arasinda tutarliligi desteklemektedir. Katilimecilarin bu formlara yaptigi vurgu, o6znel
degerlendirmeyi azaltan ve karsilastirilabilirligi artiran, politika temelli ve giivenilir 6lgme araclarina duyulan
gereksinimi yansitmaktadir. Bununla birlikte, katilimcilar bu formlarin etkililiginin, tamamlayici materyaller ve
kurumsal destekle birlikte anlam kazandigini da belirtmistir.

Ogretmenler Tarafindan Hazirlanan Materyaller

Katilimcilar, degerlendirme siirecini desteklemek amaciyla siklikla kendi hazirladiklari materyalleri
kullandiklarini ifade etmistir. K9, “Kendi hazirladigimiz metinler var. Cocugun performansina gore uyarliyoruz.”
derken; K14, “Kendi RAM’1mizda gelistirdigimiz testleri kullaniyoruz.” ifadesiyle yerel ¢oziimler tirettiklerini
belirtmistir.

Bu bulgular, 6gretmenlerin standart materyal eksikligini telafi etmek igin inisiyatif aldiklarmi ve kendi
kaynaklarmi gelistirdiklerini gdstermektedir. Bu materyaller, degerlendirme siirecinin bireysellestirilmesine
olanak tanimakta ve 6grencilerin farkli gereksinimlerine daha esnek yanitlar verilmesini saglamaktadir. Ancak bu
durum, ayn1 zamanda merkezi olarak saglanan, gecerligi ve giivenirligi test edilmis araclarin eksikligine isaret
eden yapisal bir boslugu da ortaya koymaktadir.

Standart Olmayan Ol¢me Araglart

Katilimcilar, standart olmayan Ol¢me araglarimin gesitli yetersizlikler igerdigini belirtmistir. K13,
“Bunlar1 6zel egitim i¢in uygun standart 6lgme araclar1 olarak gérmek zor. Karar1 ¢ocuk belirliyor.” diyerek bu
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araglarin nesnelligine yonelik elestiride bulunmustur. K12 ise, “Modiiller kazanimlari séyliiyor ama 6l¢me araglari
yeterince net degil.” ifadesiyle araglarin gelistirilmesi gerektigini vurgulamistir.

Bu bulgular, mevcut araglarin standartlagma ve baglamsal uyarlama agisindan yetersiz oldugu yoniindeki
ogretmen algilarini yansitmaktadir. Degerlendirme siirecinin ¢ogu zaman agik ve kanita dayali 6lgiitlerden ziyade
Oznel yargilara dayandigi ifade edilmistir. Bu durum, 6zel egitimde degerlendirme siireglerinde standart beklentiler
ile bireysel gereksinimler arasindaki dengeyi kurmanin giigligiinii ortaya koymaktadir. Katilimer elestirileri,
egitim modiillerinde belirlenen hedeflerle uyumlu, gecerli ve engel grubuna 6zgii dlgme araglarinin gelistirilmesi
geregine isaret etmektedir.

Tema 4: Kurumdan Beklentiler
Standart Materyal Saglanmasi

Katilimcilar, degerlendirme siirecinin daha etkili yiiriitiilebilmesi i¢in standart materyallerin saglanmasi
gerektigini vurgulamistir. K12 bu gereksinimi, “Bakanlik bize standart bir materyal seti gonderse isler ¢ok daha
kolay olur.” sozleriyle ifade etmistir. Benzer sekilde K14, mevcut duruma dikkat ¢ekerek, “Kurum tarafindan
saglanan materyal yok, herkes kendi ¢abasiyla bir seyler yapiyor. Bu yiizden standart bir set gerekli.” demistir.

Bu bulgular, standart materyal talebinin yalmizca pratik bir gereksinimden degil, ayn1 zamanda
degerlendirme siireglerinde esitlik ve tutarlilik arzusundan kaynaklandigini gostermektedir. Katilimcilarim
ifadeleri, kurumsal destege iligkin sistematik bir boslugu yansitmaktadir. Uygulamada Milli Egitim Bakanlig
tarafindan RAM’lara yalnizca kontrol listeleri sunulmakta; bu listeleri destekleyen Ogretimsel ya da dlgme
materyalleri saglanmamaktadir. Bu nedenle personel, kontrol listeleriyle uyumlu araglar gelistirmek zorunda
kalmakta ve bu durum merkezler arasinda farkliliklarin olugmasina yol agmaktadir (Referans olarak, RAM’lar i¢in
su anda mevcut olan egitsel degerlendirme kontrol listelerine Bakanligin platformu iizerinden erisilebilir:
https://palandokenram.meb.k12.tr/dosyalar/listele_dosya 2860339 Performans%20Belirleme%20Formlar%C4

%B1 )

Performans Degerlendirme Formlarini Tamamlayict Materyaller

Katilimeilar, performans degerlendirme formlarini destekleyecek ek materyallere duyulan ihtiyaci dile
getirmistir. K6 bu durumu, “Performans degerlendirme formundaki kazanimlari dlgerken materyal eksikligi
yastyoruz.” sozleriyle ifade etmistir. K12 ise, “Performans formu disinda RAM’lara verilen bagka bir egitim
materyali yok.” diyerek bu eksiklige dikkat ¢ekmistir.

Bu bulgular, performans degerlendirme formlarmin tek basmna yeterli olmadigin1 ve tamamlayici
materyaller olmaksizin islevselliginin smirh kaldigini gostermektedir. Formlar, 6grenme ¢iktilarinin genel bir
gergevesini sunsa da, bu ciktilar1 Slgmeye yonelik somut gorevler, Ornekler ve uygulama materyalleri
bulunmadiginda degerlendirme siireci 6gretmenlerin bireysel ¢abalarina bagimli hale gelmektedir. Bu durum,
farklt RAM’larda degerlendirme uygulamalarinin tutarsizlagsmasina neden olmaktadir.

Uyarlanabilir Materyaller

Farkli engel gruplari ic¢in uyarlanabilir materyallerin gelistirilmesi, katilimcilar tarafindan etkili
degerlendirme acisindan Onemli bir gereksinim olarak ifade edilmistir. K1 bu ihtiyaci, “Okuma yazma
degerlendirmesinde farkli engel gruplarma uygun materyallere ihtiyag var.” sozleriyle dile getirmistir. K6 ise
materyal gelistirme siirecinde uzman desteginin dnemini vurgulayarak, “Dil gelisimine yonelik modiiller dil ve
konusma terapistlerinin destegiyle hazirlanmali.” demistir.

Bu bulgular, uyarlanabilir materyallerin yoklugunun, farkli gereksinimlere sahip 6grenciler i¢in adil
degerlendirme firsatlarimi sinirladigint gostermektedir. RAM’larda farkli engel tiirlerine sahip 6grencilerin
degerlendirilmesinden sorumlu olan katilmecilar, 6lgme araglarinin biligsel, dilsel ve duyusal farkliliklar
yansitacak bigimde esnek olmasi gerektigini belirtmistir. Dil ve konusma terapistleri gibi alan uzmanlariyla is
birligi yapilmasi yoniindeki talepler, bu tiir materyallerin gelistirilmesinin disiplinler arasi bir yaklagim
gerektirdigine isaret etmektedir. Bu baglamda uyarlanabilir materyallerin gelistirilmesi, tan1t merkezli yaklasimdan
daha kapsayici ve kanita dayali bir degerlendirme anlayisina gecisi temsil etmektedir.

Ogretmen Destegi ve Personel Artist

Katilimeilar, RAM’larda 6gretmen desteginin artirilmast gerektigini vurgulamustir. K1 bu durumu, “Ozel
egitim o6gretmeni eksikligi nedeniyle yogun niifusa cevap veremiyoruz.” sozleriyle ifade etmistir. Benzer sekilde
K14, “Yogun taleplerle bas edebilmek i¢in ek personele ihtiyag var.” diyerek bu goriisii desteklemistir.

Bu bulgular, yetersiz personel sayisinin egitimsel degerlendirmelerin niteligini ve zamanlamasini
dogrudan etkiledigini gostermektedir. Katilimcilarin deneyimleri, RAM’lardaki is yiikiiniin yalnizca niceliksel
olarak fazla olmadigini, ayni zamanda her degerlendirmenin bireysel dikkat ve cok disiplinli is birligi
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gerektirdigini ortaya koymaktadir. Ozel egitim gretmenleri, psikologlar ve rehber dgretmenler gibi uzmanlarin
yetersizligi, mevcut personelin degerlendirme siirecinde derinlemesine gozlem ve analiz yapmasina engel
olmaktadir. Bu durum, degerlendirmelerin daha ¢ok idari tamamlamaya odaklanmasina ve tanisal dogrulugun
azalmasina yol agabilmektedir.

Tema 5: Gerekli Goriilen Egitimler
Yeni Yontem ve Teknikler

Katilimeilar, yeni yontem ve tekniklere yonelik egitimlerin degerlendirme siireglerini gelistirecegini ifade
etmigtir. K10 bu tiir egitimlerin motivasyon iizerindeki etkisini, “Yeni yontemler ve 6gretim teknikleriyle ilgili
egitim almak beni motive eder.” sozleriyle dile getirmistir. K9 ise daha alan odakli bir gereksinime dikkat ¢ekerek,
“Okudugunu anlama giicliikleri i¢in yeni tekniklere ihtiyacimiz var.” demistir.

Bu bulgular, katilimcilarin egitimi hem mesleki yeterligi artiran hem de motivasyonu giiclendiren bir
unsur olarak gordiiklerini gdstermektedir. Mevcut degerlendirme uygulamalarinin  &grencilerin - farklh
gereksinimlerini karsilamada yetersiz kaldig1 algisi, giincel ve uygulamaya doniik yaklasimlara duyulan ihtiyaci
artirmaktadir. Katilimeilarin yeni tekniklere yonelik vurgusu, mevcut yontemlerin siirhliklarmin farkinda
olduklarint ve mesleki kapasitelerini gelistirmeye istekli olduklarini gostermektedir.

Farkh Engel Gruplarina Yonelik Uyarlama Egitimi

Katilimeilar tarafindan en sik dile getirilen gereksinimlerden biri, farkli engel gruplarina ydnelik
uyarlama egitimidir. K10 bu egitimin dnemini, “Farkli engel gruplarina yonelik egitim almak kendimi daha
donanimli hissetmemi saglar.” sdzleriyle ifade etmistir. K6 ise egitimin i¢eriginin daha ayrintili olmasi gerektigini
vurgulayarak, “Isitme, gorme ve dil alanlarina yonelik modiiller daha somut hale getirilmeli.” demistir.

Bu bulgular, katilimcilarin mesleki egitimlerin engel gruplarmin 6zelliklerine gore farklilastiriimasi
gerektigine inandiklarini gostermektedir. Mevcut hizmet ici egitimlerin genel diizeyde kaldigi ve sahadaki
karmasik gereksinimleri karsilamada yetersiz oldugu algisi one c¢ikmaktadir. Katilimcilarin farkli akademik
geemislere sahip olmasi ve bazilarinin 6zel egitim alaninda lisans egitimi almamis olmasi, uyarlama odakli egitim
ihtiyacini1 daha da belirgin hale getirmektedir. Bu durum, disiplinler arasi uzmanlikla desteklenen, uygulamaya
doniik egitim programlarinin gerekliligine isaret etmektedir.

Aciklik ve Adim Adim Yaklasim

Katilimeilar, egitimlerin agik ve planli bir yap1 iginde yiiriitiilmesi gerektigini vurgulamistir. K6 bu
gereksinimi, “Egitimden sonra kafamda soru isareti kalmamali, ne yapacagimi net olarak bilmeliyim.” sdzleriyle
ifade etmigtir. K4 ise, “Okuma yazma degerlendirmesinde net bir sira ve adim adim bir plan istiyorum.” diyerek
bu ihtiyaci desteklemistir.

Bu bulgular, katilimeilarin genel bilgilendirmeden ziyade uygulamaya doniik, siire¢ temelli rehberlige
ihtiya¢ duyduklarini gostermektedir. Farkli akademik ge¢mislere sahip RAM personeli igin agik, yapilandirilmis
ve asamal1 egitim programlari, degerlendirme uygulamalarinda standartlagsmay1 ve giiveni artirmaktadir. Bu tiir bir
yaklasim, hem deneyim diizeyi farkli personel arasinda tutarliligi saglamaya hem de uygulama sirasinda yasanan
belirsizlikleri azaltmaya katki sunmaktadir.

Egitimlere Katilimda Motivasyon ve Géniilliiliigiin Onemi

Katilimeilar, egitimlere katilimin goniilliilik esasina dayanmasi gerektigini belirtmistir. K11, “Egitimler
zorunlu olmamali, géniilli olmali.” ifadesini kullanirken; K17, “Merak ettigim konularda egitim almak beni
motive ediyor, hemen uygulamasam bile.” demistir. K14 ise, “Egitim alma istegi kisinin kendi motivasyonundan
gelmeli.” sozleriyle bu goriisii desteklemistir.

Bu bulgular, katilimcilarin mesleki gelisimde igsel motivasyonu temel bir unsur olarak gordiiklerini
ortaya koymaktadir. Zorunlu egitimlerin yiizeysel katilima yol agabilecegi, goniilli katilimin ise 6grenmenin
kaliciligii ve uygulamaya aktarimim artiracagr diisiiniilmektedir. RAM baglaminda, motivasyonu yiiksek ve
isteyerek Ogrenen personelin degerlendirme uygulamalarinda daha siirdiiriilebilir ve nitelikli gelismeler
saglayabilecegi anlasiimaktadir.

Tartisma

Bu ¢aligma, RAM’larda okuma ve yazma becerilerinin degerlendirilmesine iliskin mevcut uygulamalari
ve karsilagilan giicliikleri ortaya koymustur. Genel olarak bulgular, katilimcilarin materyal yetersizlikleri, 6lgme
araclarinda standartlasma eksikligi ve okuma-yazma degerlendirme siirecinde planlama sorunlar1 gibi gesitli
glicliiklerle karsilastiklarin1 gdstermektedir. Bu giicliikler, mevcut degerlendirme sistemlerinin yapisal ve isleyise
iliskin smirlhiliklarii yansitmaktadir. Elde edilen sonuglar, RAM siireclerinin gelistirilmesi gerektigini ortaya
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koyan &nceki galismalarla (6r. Cay vd., 2022; Goksoy & Oksiiz, 2019) tutarlidir ve egitim politikalarinda materyal
eksikligi gibi temel sorunlarm ele alinmasinin gerekliligini vurgulamaktadir. Bu baglamda g¢aligma, materyal
yetersizlikleri, standartlasma gereksinimi ve mesleki gelisim ihtiyact gibi kritik konulara dikkat ¢ekerek RAM
stireclerine iligkin alan yazina katki saglamaktadir.

Bulgular ayrica, katilimcilarin performans degerlendirme formlart gibi mevcut araglari etkili bigimde
kullandiklarini; ancak bu araglarin gereksinimleri karsilamada yetersiz kaldigint géstermistir. Bu bulgu, standart
ve gecerli materyallerin gelistirilmesi geregine isaret eden caligmalarla (6r. Marakli, 2016) Ortiismektedir.
Ozellikle okuma ve yazma becerilerinin degerlendirilmesinde kullanilan araglarin kiiltiirel ve bireysel farkliliklara
uyarlanabilir bicimde tasarlanmasi gerekmektedir. Bu durum, RAM’larda karsilagilan farkli 6grenci profillerine
yonelik uyarlanabilir materyallere duyulan ihtiyac1 vurgulayan katilime1 goriisleriyle de uyumludur. Marakli’nin
(2016) calismasinda belirtildigi tizere, performans degerlendirme formlarinin ayrintili yonergeler ve uygulama
materyalleriyle desteklenmesi, 6gretmenlerin siireci daha etkili bi¢imde ydnetmelerini saglayabilir. Bu durum,
esnek Slgme araglarmin 6nemini vurgulayan uluslararasi alan yazinla da tutarlidir (Barow & Ostlund, 2020).
Arastirmacilar, bu araglarin yalnizca standartlastirilmis degil, ayn1 zamanda bireylerin 6zgiil gereksinimlerine
uyarlanabilir olmasi gerektigini vurgulamaktadir. Bu baglamda standartlasma, degerlendirmelerde giivenirlik ve
adaleti saglayan agik ¢ergeveler ve dlgiitler olugturmay1 ifade ederken; uyarlanabilirlik, bu ¢ergevelerin kiiltiirel ve
bireysel farkliliklara gore esnek bigimde uygulanmasini ifade etmektedir. Dolayisiyla standartlagsma ve
uyarlanabilirlik, kapsayici degerlendirme uygulamalari icinde birbirine zit degil, tamamlayici ilkeler olarak
degerlendirilebilir.

Kuramsal ag¢idan bakildiginda, bu ¢alismanin bulgular1 Evrensel Tasarim Yoluyla Ogrenme (Universal
Design for Learning [UDL]) ¢ercevesinde yorumlanabilir. UDL, egitim siireclerinde ¢oklu sunum, eylem ve ifade
ile katilm yollarinin saglanmasinin 6nemini vurgulamaktadir (CAST, 2018). Katilimcilarin uyarlanabilir
materyallere, kendi hazirladiklar1 6lgme araglarina ve esnek degerlendirme uygulamalarina yonelik giliclii
vurgulari, bu ilkelerle dogrudan ortiismektedir. Ozellikle RAM personelinin dile getirdigi standart ancak ayni
zamanda uyarlanabilir materyal eksikligi, ortak degerlendirme gereklilikleri ile 6zel gereksinimli dgrencilerin
farkli 6grenme profilleri arasindaki gerilimi yansitmaktadir. UDL, bu gerilimi ele almak i¢in kavramsal bir ¢erceve
sunmakta; okuma ve yazma becerilerinin degerlendirilmesinde ortak hedefleri korurken 6grencilerin bu becerileri
nasil gosterecekleri konusunda esneklik taninmasini desteklemektedir.

Ayrica katilimeilarin degerlendirme siireglerine dijital araglarin entegrasyonuna iliskin onerileri, UDL
temelli yaklagimlarla da uyumludur. Dijital platformlar, farkli sunum ve ifade bigimleri saglayarak zaman
kisitlarini azaltabilir ve bireysellestirilmis degerlendirmeyi destekleyebilir. Bu agidan, RAM’larda UDL temelli
degerlendirme gergevelerinin benimsenmesi, Tiirkiye baglaminda daha kapsayici, adil ve islevsel degerlendirme
uygulamalarma katki saglayabilir.

Bu yaklasim, farkli 6zelliklere sahip 6grencilerin degerlendirilmesinde hem esitligi hem de esnekligi
vurgulayan kapsayict degerlendirme cercevesi iginde de ele alinabilir. Bu yaklasima gore standartlagma adalet ve
karsilastirilabilirligi saglarken, uyarlama biligsel, dilsel ve duyusal farkliliklart olan 6grenciler igin erisilebilirligi
artirmaktadir. Katilimeilarin RAM’lardaki deneyimleri, bu iki ilke arasindaki gerilimi ve uygulamada
dengelenmesi gerekliligini acik bi¢cimde ortaya koymaktadir. Bu yoniiyle bulgular, kapsayict degerlendirmenin
RAM gibi kurumsal baglamlarda nasil hayata gecirilebilecegine iligkin 6nemli ipuglart sunmaktadir.

Ote yandan katilimcilar, bazi degerlendirme alanlarini (6r. okuma hizi ve akiciligi) digerlerine kiyasla
daha kolay bulduklarini ifade etmistir. Bu durum, bazi alanlarin daha standart ve erisilebilir araglarla
desteklendigine isaret edebilir. Bu farkliliklar; katilimcilarin mesleki deneyimleri, kullanilan araglara erisimleri ve
degerlendirilen bireylerin 6zelliklerinden kaynaklaniyor olabilir. Alanyazin, deneyimli 6gretmenlerin bu tiir
stireclerde daha hizli ve etkili sonuglar elde edebildigini gostermektedir (6r. Aktas & Giines, 2020).

Buna ek olarak, okuma ve yazma becerilerinin degerlendirilmesine yonelik egitim gereksinimleri,
katilimeilarin siirecte yasadiklar giicliiklerin asilabilmesi i¢in destek ihtiyacini ortaya koymaktadir. Alanyazinda,
egitim gereksinimlerinin karsilanmasinin RAM’larda egitim ve degerlendirme siireclerinin kalitesini artiracagi
siklikla vurgulanmaktadir (6r. Aksoy & Safak, 2020; Marakli, 2016). Bu tiir egitim programlari, degerlendirme
siireglerini gelistirmekle kalmayacak; ayn1 zamanda RAM personelinin mesleki doyumunu ve motivasyonunu da
artiracaktir (Aksoy & Safak, 2020).

Aragtirma bulgular1 ayrica, katilimc1 RAM’lardan birinde, niifus yogunlugu nedeniyle degerlendirilen
ogrenci sayisinin daha fazla olmasinin, dgretmenlerin yogun is yiikii ve sinirli degerlendirme siiresi nedeniyle
stireci verimli yiiriitmelerini zorlastirdigini gostermektedir. Katilimeilar, degerlendirme igin ayrilan siirenin
yetersizliginin 6grenci performansinin tam olarak 6lgiilememesine yol agtigin1 ve bu nedenle alternatif ¢éziimler
gelistirdiklerini belirtmistir. Ornegin bazi dgretmenler degerlendirme sirasinda bireysel notlar almakta veya
standart formlara ek olarak kendi materyallerini olusturmaktadir. Bu uygulamalar, 6gretmenlerin yapisal
smirhliklara ragmen degerlendirme dogrulugunu korumaya yonelik uyarlayici stratejiler gelistirdiklerini

11



Giiler-Biilbiil
Rehberlik ve Arastirma Merkezlerinde Egitsel Degerlendirme Siirecinde
Okuma ve Yazma Becerilerinin Degerlendirilmesi

Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi
Erken Gériiniim

gostermektedir. Bu durum, RAM’larda degerlendirmenin yalnizca mevcut formlara dayanamayacagini ve siirecin
daha islevsel hale gelmesi igin ek stratejilere ihtiyag oldugunu ortaya koymaktadir.

Bu bulgu, 6gretmenlerin is yilikii ve yetersiz degerlendirme siireglerinin RAM’larda yaygin sorunlar
oldugunu gosteren dnceki ¢aligmalarla da értiismektedir (6rn. Goksoy & Oksiiz, 2019; Marakli, 2016). Calismalar,
RAM personelinin sinirli zaman dilimleri iginde ¢ok sayida 6grenciyi degerlendirdigini ve standart degerlendirme
yontemlerinin her zaman bireysel gereksinimleri yakalayamadigini gostermektedir. Ogretmenler daha etkili
degerlendirme icin bireysel ¢oziimler iiretmeye ¢aligsa da, bu ¢abalar siirecin nesnelligini ve tutarliligini olumsuz
etkileyebilmektedir.

Simirhliklar

Bu ¢alismanin bazi sinirliliklart bulunmaktadir. Katilimeilarin goniilliiliik esasina gore secilmis olmasi,
belirli bakis agilarina sahip bireylerin calismaya daha fazla katilmis olmasina yol agmis olabilir. Egitimsel
degerlendirme siire¢lerine 6zel ilgi duyan ya da bu siireclere iligkin gii¢lii goriislere sahip 6gretmenlerin ¢alismaya
katilma olasilig1 daha yiiksek olabilir. Ayrica katilimcilarin tamaminin kadin olmasi, RAM siireglerinde cinsiyete
dayali farkliliklarin incelenmesini smirlandirmistir. Bu durum arastirmaci kaynakli olmayip, egitimsel
degerlendirme alanlarinda g¢alisan personelin biiyiik ¢ogunlugunun kadin olmasindan kaynaklanan kurumsal
yapiy1 yansitmaktadir. Bunun yani sira ¢alismanin yalnizca tek bir biiyiiksehirde yer alan sinirli sayidaki RAM’da
yiriitilmesi, bulgularin Tirkiye’nin diger bolgelerindeki RAM personeline dogrudan aktarilabilirligini
kisitlamaktadir.

Son olarak, caligmada yalnizca yart yapilandirilmis goriismeler yoluyla elde edilen nitel veriler
kullanilmistir. Gelecekte farkli bolgelerden daha genis katilimer gruplariyla yiiriitiilecek ve nicel yontemleri de
iceren c¢aligmalar, bulgularin kapsamini genisletebilir ve genellenebilirligini artirabilir. Nicel yaklasimlarla
desteklenecek arastirmalar, bu calismada belirlenen temalarmn dogrulanmasina, farkli RAM’lar arasinda
kargilagtirma yapilmasma ve politika ile uygulamaya yon verecek daha giiclii kanitlar sunulmasina olanak
saglayacaktir.

Oneriler

Aragtirma bulgularina dayali olarak, RAM’larda egitimsel degerlendirme siireglerinin gelistirilmesine
yonelik agagidaki Oneriler sunulmaktadir. Bu dogrultuda, alanda gdzlenen materyal, egitim ve kurumsal
yetersizlikleri gidermeye yonelik somut stratejiler onerilmektedir. Oncelikle RAM siirelerinin etkililigini
artirmak amaciyla kullanilan materyal ve araglarin standartlagtiritlmasi ve gesitlendirilmesi gerekmektedir. Farkli
engel gruplaria yonelik uyarlanabilir materyallerin gelistirilmesi, degerlendirme siire¢lerinde yasanan giigliiklerin
azaltilmasina katki saglayabilir. Mevcut performans degerlendirme formlarinin ayrintili agiklamalar ve kullanici
kilavuzlariyla desteklenmesi, 6gretmenlerin bu formlari daha etkili bicimde kullanmalarini saglayacaktir.

Bunun yam1 siwra, RAM personelinin mesleki gelisimini destekleyecek egitim programlar
diizenlenmelidir. Bu programlar, okuma ve yazma becerilerinin degerlendirilmesine yonelik giincel yontem ve
teknikleri ve farkli engel gruplarina uygun uyarlama yaklagimlarini icermelidir. Personelin mesleki yeterliginin
artirtlmasi, degerlendirme siireglerinin etkililigini dogrudan yiikseltecektir.

RAM’larda kurumsal kapasitenin giiclendirilmesi de kritik 6neme sahiptir. Materyal eksikliklerinin
giderilmesi ve fiziksel altyapinin iyilestirilmesi, degerlendirme siireclerinin daha verimli yiiriitiilmesine katki
saglayabilir. Ayrica artan talepleri karsilayabilmek i¢in daha fazla 6zel egitim 6gretmeni ve uzman personelin
istihdam edilmesi gerekmektedir.

Aragtirma bulgulari, dijital araglarin RAM’larda okuma ve yazma becerilerinin degerlendirilmesinde
yasanan giicliiklerin asilmasinda 6nemli katkilar saglayabilecegini gostermektedir. Dijital okuma platformlarinin
okuma hiz1 ve dogrulugunu artirmada etkili oldugu (Mich vd., 2020), bilgisayar destekli degerlendirme araglarinin
ise 6gretmenlerin is yiikiinii azaltan sistematik bir yaklasim sundugu belirtilmektedir (Seifert & Paleczek, 2021).
Bu bulgular, dijital araglarin RAM siireglerine entegrasyonunun gerekliligini ortaya koymaktadir. Bu baglamda,
Evrensel Tasarim Yoluyla Ogrenme (UDL) cergevesine dayali degerlendirme uygulamalarinin benimsenmesi,
RAM degerlendirme siireclerinin kapsayiciligint ve islevselligini daha da gii¢lendirebilir. UDL, &grenen
¢esitliligini karsilamak icin ¢oklu sunum, ifade ve katilim yollarinin saglanmasini vurgulamaktadir (CAST, 2018).
Ozellikle dijital ve uyarlanabilir araclar yoluyla UDL ilkelerinin RAM degerlendirme uygulamalarma entegre
edilmesi, katilimcilarin siklikla vurguladigi standartlagsma-bireysellestirme gerilimini dengelemeye yardimci
olabilir. Boyle bir yaklagim, farkli biligsel, dilsel ve duyusal profillere sahip 6grenciler i¢in daha adil ve erisilebilir
degerlendirme siireclerini destekleyebilir.

Son olarak, degerlendirme siire¢lerinde ulusal ve uluslararasi ig birliklerinin artirtlmasi 6nerilmektedir.
Egitim kurumlar1 ile RAM’lar arasindaki koordinasyonun giiglendirilmesi, esnek ve kiiltiirel agidan duyarli 6lgme
araclarnin  gelistirilmesini  kolaylastirabilir. Dijital araglarin entegrasyonu, degerlendirme sonuglarinin

12



Giiler-Biilbiil
Rehberlik ve Arastirma Merkezlerinde Egitsel Degerlendirme Siirecinde
Okuma ve Yazma Becerilerinin Degerlendirilmesi

Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi
Erken Gériiniim

kaydedilmesi ve analiz edilmesi yoluyla siireci hizlandirabilir ve daha nesnel ve giivenilir bir altyapi saglayabilir.
Bireysel performanslarin dijital platformlar aracilifiyla kaydedilmesi ve analiz edilmesi, daha etkili bir
degerlendirme ¢ergevesinin olusturulmasina katki sunacaktir.

Sonug¢

Bu aragtirma, RAM’larda okuma ve yazma becerilerinin degerlendirilmesine iliskin mevcut durumu
incelemis; 6gretmenlerin karsilagtiklar1 temel giigliikleri ve gelistirilmesi gereken alanlari ortaya koymustur.
Bulgular, materyal eksikliklerini, degerlendirme araclarinin yetersizliklerini ve 6gretmenlerin siirekli mesleki
gelisim gereksinimini vurgulamaktadir. Bu dogrultuda, standart degerlendirme araglarinin gelistirilmesi,
ogretmenlerin mesleki gelisimlerinin desteklenmesi ve dijital teknolojilerin RAM siireglerine entegre edilmesi
onerilmektedir. Gelecekte yapilacak daha kapsamli ve nicel arastirmalar, RAM siireclerinin iyilestirilmesine
yonelik politika gelistirme calismalarina giiglii veriler saglayarak bu alana énemli katkilar sunabilir.
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Ek A

Yar1 Yapilandirilmis Goriisme Sorular:

Okuma alaninda (6rnegin ilk okuma yazma, okuma akiciligi, okudugunu anlama vb.) 6grenci
degerlendirme siirecinde (6rnegin hazirlik, uygulama ve kayit asamalarinda) ne tiir giigliikler
yasamaktasiniz? Bu giigliikleri 6rneklerle agiklar misiniz?

Okuma becerilerini degerlendirmek i¢cin hangi yontem ve 6lgme araglarini (6rnegin modiil program,
kayit cizelgeleri, test bataryalar1 vb.) kullanmaktasiniz? Aciklar misimniz?

Yazma alaninda (6rnegin ilk okuma yazma, yazma akiciligi, dikte, yazim kurallari, 6ykii yazma,
bilgilendirici metin yazma, yazma alt siiregleri: planlama, taslak olusturma, gozden gecirme) 6grenci
degerlendirme siirecinde (6rnegin hazirlik, uygulama ve kayit asamalarinda) ne tiir giicliikler
yasamaktasimz? Orneklerle aciklar misimiz?

Yazma becerilerini degerlendirmek i¢in hangi yontem ve dlgme araglarini (6rnegin modiil program,
kayit gizelgeleri, test bataryalari vb.) kullanmaktasiniz? Ag¢iklar misiniz?

Okuma ve yazma becerilerinin daha iyi degerlendirilebilmesi i¢in kurumunuzdan beklentileriniz
nelerdir? Agiklar misiniz?

Okuma ve yazma becerilerinin degerlendirilmesine yonelik bir egitim alacak olsaydiniz, bu egitimde
hangi konularin yer almasini isterdiniz?

Boyle bir egitimden beklentileriniz nelerdir?

Katiliminiz igin tesekkiir ederim.
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Abstract

Introduction: This study examined the current practices, challenges, and personnel needs related to the assessment
of reading and writing skills in Guidance and Research Centers (GRC) in Tiirkiye.

Method: The research utilized a phenomenological design, which is a qualitative research approach. The study
included 17 participants with various professional backgrounds, working in two Guidance and Research Centers
in Ankara. The data were gathered through semi-structured interviews and analyzed using content analysis.

Findings: The analysis identified five primary themes in participants’ perspectives: (1) challenges in assessing
reading and writing; (2) ease of assessment processes; (3) materials and measurement tools employed; (4)
expectations from institutions; and (5) training requirements. Participants highlighted several impediments to the
process, including material shortages, non-standardized assessment tools, and inadequate professional training.
Nevertheless, they acknowledged that tools such as performance assessment forms facilitated these processes.
Moreover, it was noted that organizing training programs to enhance professional development, creating adaptable
materials, and leveraging technology more effectively in GRC processes are crucial.

Discussion: This study enhances understanding of how reading and writing skills are assessed in GRCs and offers
recommendations for improving current practices. The findings can guide educational policies and solutions for
GRCs.
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Introduction

Guidance and Research Centers (GRC) are integral to managing educational assessment and diagnosis
processes for individuals with special needs in Tiirkiye. Through comprehensive educational assessments, these
individuals' cognitive, social, emotional, and academic skills are thoroughly evaluated. The objective is to develop
educational programs tailored to their specific needs (Aksoy & Safak, 2020). In this regard, GRCs play a crucial
role in accurately identifying the needs of individuals, establishing their educational goals, and directing them to
appropriate support services (Tiryakioglu, 2013).

Students referred to GRC through schools, families, or individual applications are evaluated using
educational assessment programs developed by the Ministry of National Education (MoNE) for various disability
groups, including, for example, the support education program for individuals with intellectual disabilities and the
support education program for individuals with hearing impairments. Each program comprises modules covering
different skill areas. Notably, five out of the seven support education programs (hearing, vision, mental, specific
learning disability [SLD], and autism) include modules on reading and writing, early mathematics, and
mathematics. These programs were initially developed in 2008 with contributions from experts across various
universities and were later updated in 2021 to refine their content (MoNE, 2021).

Students with special needs are evaluated by teachers working in the special education department at the
GRC (MoNE, 2021). Recent studies indicate that personnel conducting educational evaluations within GRCs face
several challenges in the evaluation process, highlighting the need for improvements. For instance, Cay et al.
(2022) investigated the experiences of GRC personnel evaluating multiple disability groups using semi-structured
interview forms. The study, which collected data from personnel in various GRCs in Ankara, revealed that
inadequate measurement tools adversely affected the accuracy and consistency of evaluation processes.
Additionally, it was noted that difficulties encountered by personnel were largely attributable to insufficient
training and the inability to adapt existing tools to diverse disability groups. The study recommended increasing
in-service training for GRC personnel and divers Students referred to GRC through schools, families, or individual
applications are evaluated using educational assessment programs developed by the MoNE for various disability
groups, including, for example, the support education program for individuals with intellectual disabilities and the
support education program for individuals with hearing impairments.ifying the tools used for evaluation.

Marakli (2016) explored the perspectives of special education teachers working in GRCs regarding
educational evaluation modules. Conducted using a qualitative research design, this study analyzed the experiences
of 15 special education teachers from different GRCs through semi-structured interviews. The study examined
teachers’ perceptions of module programs, such as the support education program for individuals with intellectual
disabilities and the support education program for individuals with pervasive developmental disorders, and
explored their strengths and weaknesses. The findings indicated that the existing module programs were not fully
tailored to the individual needs of different disability groups. Specifically, it was found that evaluation modules
for individuals with intellectual disabilities were inadequate in practice, posing challenges for teachers in
conducting individualized evaluations.

Similarly, Géksoy and Oksiiz (2019) used descriptive analysis to examine the problems and solutions
encountered by teachers working in GRCs in Diizce Province during the educational diagnosis processes. As a
result of the survey and interviews conducted with teachers, it was revealed that the measurement tools used in
GRCs were insufficient in terms of variety and quality, and the physical infrastructure was not adequate to support
the evaluation processes. In addition, it was emphasized that these deficiencies reduced the motivation of the staff
and weakened the effectiveness of the process. The study offered concrete suggestions for updating module
programs, improving the physical infrastructure, and increasing the technical skills of the staff.

Akincioglu-Colak (2022) examined the educational evaluation processes of children diagnosed with
autism spectrum disorder (ASD) using qualitative methods. The study was conducted with data obtained from
experts working in GRCs and state hospitals, parents of children diagnosed with ASD, and student files. The study
revealed that the measurement tools used in GRCs were limited and that there were deficiencies, especially in the
evaluation of communication and behavioral skills. Ogiilmiis (2021) examined the diagnosis processes of
individuals with SLDs carried out in GRCs. The study was conducted with eight special education teachers
working in a GRC in the Aegean region using a qualitative research method. The findings revealed that teachers
did not have sufficient knowledge of SLD diagnosis processes and that the documents used in the diagnosis process
were generally inadequate.

Studies on educational evaluation processes carried out in GRCs generally examine the evaluation
processes of different groups of student with special needs or focus on the difficulties teachers face in these
processes. Existing studies mostly provide a general framework and include comprehensive analyses on the
implementation of educational assessment processes. These studies, which focus on the educational assessment of
different disability groups, such as intellectual disabilities, multiple disabilities, SLD, and ASD, address the main
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difficulties encountered in assessment processes (Aksoy & Safak, 2020; Cay et al., 2022). However, there is a need
for more domain-specific and practice-oriented studies focusing on assessment tools and methods to improve these
processes. This research differs from existing studies by focusing on a specific area of educational assessment in
GRCs-specifically the assessment of reading and writing skills. This focus contributes to a better understanding of
teachers' experiences in the assessment process and evaluating the effectiveness of existing tools used in GRCs.

International Perspectives on Educational Assessment in Special Education

The international literature emphasizes the significance of individual differences and field-based
approaches in assessment processes (Rodden-Nord & Shinn, 1991). For example, individualized education
programs (IEP) in the USA provide a framework that encompasses academic, social, and emotional development
tailored to individual needs (Individuals with Disabilities Education Act, 2004). In contrast, the lack of materials
and tools to ensure individual adaptation in Tiirkiye’s GRC assessment processes is particularly evident. Similarly,
inclusive assessment frameworks in Europe, such as those in Sweden and Germany, advocate addressing
individual differences through cultural and pedagogical adaptation (Barow & Ostlund, 2020). These
methodologies offer valuable insights for enhancing GRC assessment processes in Tiirkiye. Specifically, solutions
such as Braille-compatible tests and digital assessment tools used in Germany for visually impaired students can
serve as models for increasing inclusiveness in national systems. Additionally, Common Core State Standards
(CCSS), implemented in countries such as Canada and Australia, provide a structured and standardized approach,
which helps minimize uncertainties in teachers' evaluation processes (Education.com, n.d.).

In Tiirkiye, materials developed through individual teacher efforts are commonly used in GRC processes,
which leads to limitations regarding equality and reliability in evaluations. The accuracy and comprehensiveness
of methods employed by teachers in assessing reading difficulties significantly influence the effectiveness of the
process (Virinkoski et al., 2020). Reading and writing skills play a critical role in areas such as academic success,
social adaptation, and lifelong independence. Accurate assessment of these skills is crucial for addressing
individual needs and developing effective educational strategies. This is particularly true for individuals with
special needs GRC as it enables educators to determine educational goals accurately and plan appropriate
interventions (Frey, 2019; Ritchey, 2006).

The international literature also highlights the pivotal role of assessing reading and writing skills in
fostering academic success, lifelong independence, and social adaptation. For instance, a study by Savolainen et
al. (2008) demonstrated that these skills significantly impact not only academic performance but also the choice
of secondary education programs. Frey (2019) underscores the importance of designing assessment tools that
account for individual differences. These findings suggest that flexible and culturally sensitive measurement tools
should be developed to assess individuals' performance and support their personal and academic growth.

Recently, digital tools have gained increasing attention for their contributions to speed, accuracy, and
standardization in educational assessment processes. In institutions such as GRCs, integrating digital technologies
can make assessment processes more systematic, reliable, and objective (Auphan et al., 2020). Digital tools reduce
teachers' workloads during evaluations and enable more consistent measurement of student performance.
Examining the applicability of digital assessment tools in GRCs is essential, given their potential to enhance the
effectiveness of educational assessments.

This study focuses on the assessment of reading and writing skills in GRCs, providing an in-depth analysis
distinct from general assessment processes discussed in the literature. It offers a comprehensive perspective on the
issues encountered in reading and writing assessment processes, the effectiveness of existing tools, and the
institutional expectations and needs of personnel, thereby contributing to the enhancement of current practices.
This study aimed to explore how reading and writing skills are assessed in GRCs and what challenges professionals
encounter during this process.

Research Question

1.  What are the current practices, challenges, and personnel needs related to the assessment of reading and
writing skills in GRCs?

Method

This study aimed to determine the views of personnel working in the educational evaluation processes at
GRCs regarding the evaluation of reading and writing skills. The study used a phenomenological design - a
qualitative research approach- as it is suitable for this type of study (Creswell, 2013). This design is appropriate
for analyzing the experiences of individuals and understanding how the meanings attributed to these experiences
affect institutional processes in educational contexts (Smith & Osborn, 2015).

The phenomenological approach was chosen to gain an in-depth understanding of the individual
perceptions of personnel involved in GRC processes regarding evaluation tools and methodologies. This approach
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aimed to analyze how these perceptions influence institutional procedures and to offer insights based on personal
experiences concerning deficiencies within the educational system. Recognizing the personal experiences of GRC
personnel is crucial for identifying the challenges faced during educational evaluations and for exploring
opportunities to enhance these processes. Consequently, the research design facilitated the contextualization of
GRC staff experiences and provided a comprehensive understanding of educational evaluation procedures.

Participants

Participants were selected from two GRC located in different districts of a metropolitan city in Tirkiye.
These centers were purposefully chosen to ensure demographic diversity among participants, as they serve
populations with differing socioeconomic characteristics and student volumes. The study was conducted with 17
staff members working at these centers. The participants were selected using the maximum variation sampling
strategy, which aims to broaden the scope of a study by including individuals with diverse characteristics and
addressing the phenomenon from multiple perspectives (Patton, 2002). The professional experience of the
participants ranged from five to thirty-three years, and they had academic backgrounds in various disciplines.
Those who graduated from non-education faculties were appointed as teachers after completing certification
programs organized by the Ministry of National Education (MoNE).

The participants, all of whom were women, specialized in areas such as education, special education,
guidance, and psychological counseling. Table 1 presents detailed information about the participants. This
diversity facilitated the examination of a broad spectrum of perspectives on GRC processes. The participants were
reached after obtaining official institutional permission from the GRCs located in Ankara. Following the
institutional approval, an informed consent form was distributed to potential participants. Those who volunteered
and provided consent were included in the study. The interviews were conducted in designated rooms within the
institutions. Specifically, interviews were carried out in meeting or assessment rooms allocated by the institutions’
administrations. All interviews were conducted at pre-scheduled times determined in coordination with the GRC
administration.

Table 1

Participant Information

Participant code University and program graduated explzrr(i):i?clcggirs)
P1 Ege University, classroom teaching 19
P2 Erzincan University, GPC 8
P3 Gazi University, GPC 13
P4 Ankara University, department of teaching intellectual disabilities children 5
P5 Gazi University, economics 32
P6 Gazi University, department of teaching intellectual disabilities children 24
P7 Bolu Abant Izzet Baysal University, teaching the intellectual disabilities 19
P8 Hacettepe University, measurement and evaluation 24
P9 Ankara University, public education 30

P10 Hacettepe University, measurement and evaluation 33
P11 Anadolu University, special education 31
P12 Middle East Technical University, GPC 26
P13 Ankara University, GPC 25
P14 Ankara University, special education 15
P15 Anadolu University, teaching the intellectual disabilities 21
P16 Hacettepe University, classroom teaching 29
P17 Anadolu University, teaching the hearing impaired 29

Note: GPC = Guidance and psychological counseling.
Data Collection Process

Data were obtained through interviews conducted using a semi-structured format. The development
process involved conducting a literature review on the subject and consulting with a measurement and evaluation
specialist, as well as a faculty member experienced in qualitative research methods, to enhance the content validity
of the form. Based on feedback from these experts, the questions were revised for clarity and intelligibility.
Specifically, the experts recommended adding brief examples in parentheses to clarify the scope of the “reading”
and “writing” domains (e.g., reading comprehension, reading fluency, dictation, spelling rules). In addition, they
suggested simplifying complex phrases and revising the order of some questions to provide a more logical flow
from general to specific topics. For instance, a question originally phrased as “What kind of difficulties do you
experience in the student assessment process?” was expanded with examples such as “preparation, application,
and recording.” These revisions improved the clarity and focus of the questions. The researcher aimed to gather
participants’ experiences related to assessing students’ reading and writing skills, the challenges they faced in this
process, and their opinions and suggestions concerning the materials and tools used (see Appendix A).
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Face-to-face interviews were conducted in person with the participants, each lasting approximately 15
minutes. Written consent was obtained from participants through a consent form, which provided information
about the study. With the participants' permission, a voice recorder was used during the interviews, enabling the
conversion of all recorded interviews into written text. The Transcriptor application was used to transcribe the
audio recordings (Transcriptor, n.d.). Subsequently, the audio recordings were reviewed to verify the accuracy of
the transcriptions and corrected if necessary. Following this process, a faculty member experienced in qualitative
research reviewed the written transcripts, after which the researcher finalized the texts.

Data Analysis

The data collected were analyzed using the content analysis method. Content analysis is a qualitative
technique that organizes data into meaningful categories and themes (Krippendorff, 2004). The data obtained
through this process were examined by following these steps:

1. Preliminary coding: Interview transcripts were read multiple times to gain familiarity with the data and
to conduct initial coding.

2. Theme development: Similar expressions were grouped together to form overarching themes.

3. Categorization and frequency analysis: Codes were categorized under their respective themes, and the
frequency of each code was calculated.

4. Verification and refinement: Consistency in the coding process was ensured, and the themes were
reviewed for clarity and accuracy.

To enhance the reliability of the coding process, two independent researchers-one an experienced faculty
member in qualitative research and the other an expert in Turkish education-coded the same dataset. The
consistency between coders was calculated using the formula “reliability = consensus / (consensus + disagreement)
% 100%” as recommended by Miles and Huberman (1994). The analysis yielded a reliability rate of 97%, indicating
a high level of agreement and confirming the credibility of the analytical process. Discrepancies in the remaining
3% were discussed collaboratively until a consensus was reached. During this process, one code was reassigned
to another theme, and a minor revision was made to the theme title for conceptual clarity. The revision was made
by the researcher after considering the correction suggested by the Turkish education expert.

After the coding process was completed, several codes were revised and reclassified under different
themes. Additionally, in consultation with an expert from the Department of Turkish Language Education, the
theme names were refined to be more descriptive and precise. These refinements improved the analytical
consistency of the data and facilitated a clearer presentation of the themes.

Ethical Principles

The research was carried out in line with established ethical principles and standards. Participants were
informed about the aim, scope, and procedures of the research, and were clearly notified that participation was
voluntary. They were also reminded that they could withdraw from the study at any time without penalty. All
personal information was anonymized and used solely for research purposes to ensure confidentiality and data
protection.

Findings

Analysis of the data provided a broad insight into participants’ experiences with the assessment of reading
and writing skills. The content analysis process resulted in the identification of five main themes: (1) difficulties
in reading and writing assessment; (2) facilitations in reading and writing assessment; (3) materials and
measurement tools used in the evaluation process of reading and writing skills; (4) expectations from the
institution; and (5) training required. Detailed information regarding these themes and subcodes is presented
below. Table 2 presents the distribution of participants’ opinions concerning the evaluation of reading and writing
skills, categorized by themes and subcodes derived from the content analysis. The frequency values indicate how
many times each code was mentioned by the participants.
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Table 2
Distribution of Participants' Opinions According to Themes
Themes Codes Frequency

Reading comprehension 5
1. Difficulties in reading and writing  Lack of grammar, spelling rules, and punctuation 5
assessment Lack of materials 4
Difficulty in managing and evaluating the writing process 3
Literacy acquisition period 6
2. Facilitations in reading and Reading speed and fluency 5
writing assessment Spelling rules, punctuation, and dictation 3
Contribution of performance assessment forms 3
3. Materials and measurement tools Performance assessment forms 6
used in the evaluation process of Self-prepared materials 5
reading and writing skills Non-standard assessment tools 4
Provision of standard materials 6
. s Materials to complete performance assessment forms 5

4. Expectations from the institution .
Adaptable materials 4
Teacher support and staff increase 3
New methods and techniques 6
.. . Adaptation training for different disability groups 5
3. Training required Clarity and step-by-step approach 4
Importance of motivation and volunteering in participation in training 3

Theme 1: Difficulties in Reading and Writing Assessment
Reading Comprehension

Reading comprehension assessment was frequently identified as a challenge by the participants.
Participant P6 noted, “This is part of reading comprehension. We have difficulties in evaluating reading
comprehension due to the lack of our materials,” highlighting how the scarcity of materials contributes to this
issue. P2 pointed out the complexity of the process by stating, “In the reading area, we have difficulties in
understanding and interpreting what the students read.” Additionally, P14 mentioned that these shortcomings
negatively impacted student performance by saying, “We have difficulties in making the child understand and
express the text because we do not have sufficient materials.”

These findings indicate that the difficulty in evaluating reading comprehension stems not only from the
absence of materials but also from the cognitive complexity of the skill itself. Participants’ statements suggest that
teachers struggle to measure students’ understanding beyond literal comprehension due to a lack of guiding tools
and criteria. This points to a gap between instructional expectations and the available assessment mechanisms,
highlighting the need for systematic frameworks that support teachers in assessing interpretive and expressive
dimensions of reading comprehension.

Lack of Grammar, Spelling Rules, and Punctuation

Participants frequently mentioned difficulties in evaluating grammar, spelling rules, and punctuation.
Participant P6 stated, “We are experiencing difficulties in assessing areas such as punctuation and capitalization.”
P4 highlighted the complexity of the process, noting, “Some deficiencies arise due to the failure to teach grammar
rules.” Similarly, P9 emphasized that these deficiencies complicate the teaching process, saying, “There are
grammatical deficiencies in students’ sentence structures.”

These findings indicate that challenges in evaluating grammar and spelling stem not only from the lack
of appropriate materials but also from the intertwined nature of instruction and assessment. Teachers perceive that
when foundational grammar instruction is insufficient, assessment becomes a process of identifying deficits rather
than documenting progress. This suggests a need for assessment tools that integrate both form and function-
evaluating students’ language accuracy alongside their ability to use grammar meaningfully in writing contexts.

Lack of Materials

The participants highlighted the lack of materials as a critical factor that complicated the process. P7
noted how this shortfall impacted evaluation processes, stating, “We cannot make detailed evaluations on reading
comprehension because we have insufficient materials.” Similarly, P13 observed that teachers were required to
exert additional effort to mitigate these deficiencies, saying, “We have to produce individual solutions due to the
lack of materials in institutions.”

Ankara University Faculty of Educational Sciences Journal of Special Education

Online First



Giiler-Biilbiil

Assessment of Reading and Writing Skills in the Educational Evaluation

Process at Guidance and Research Centers

These findings indicate that the scarcity of materials adversely affects the evaluation process in terms of
both practicality and effectiveness. Beyond a logistical limitation, this shortage reflects a structural inequity that
shifts the responsibility for creating assessment tools from institutions to individual teachers. As a result, the
evaluation process becomes highly dependent on personal initiative, leading to inconsistencies across practitioners
and reducing the reliability and comparability of assessment outcomes.

Difficulty in Managing and Evaluating the Writing Process

Participants reported encountering various challenges in managing and evaluating the writing process. P8
highlighted issues in written expression, stating, “There are significant difficulties in areas such as written
expression and text composition.” P13 underscored the complexities associated with the sub-components of the
writing process, noting, “We face difficulties in assessing the sub-processes of writing, such as planning and
drafting.” P9 mentioned that the lack of materials adversely impacted the writing process, commenting, “There is
a shortage of materials in stages such as reviewing and editing the text.”

These findings suggest that challenges in evaluating writing stem from the multidimensional nature of the
skill, which requires both process-oriented observation and product-based judgment. Teachers’ statements
illustrate that assessment often focuses on the final written product rather than the cognitive and procedural aspects
of writing. The lack of structured frameworks and materials for monitoring intermediate stages, such as planning
and revising, prevents teachers from providing formative feedback. Therefore, systematic and comprehensive
approaches are needed to evaluate writing as a developmental process rather than a single outcome.

Overall, the difficulties described above reveal that reading and writing assessment in GRCs is a
multifaceted and resource-constrained process. Yet, despite these challenges, participants also highlighted certain
areas in which evaluation was more straightforward and manageable. The next theme focuses on these facilitating
factors, particularly the aspects of reading and writing assessment that participants found easier to conduct.

Theme 2: Facilitations in Reading and Writing Assessment
Literacy Acquisition Period

Participants reported that they generally did not encounter difficulties in evaluating primary reading and
writing skills. P14 mentioned the simplicity of this process, stating, “We do not experience problems with primary
reading and writing. If the child knows the sounds, writes their name, writes the name of the school, and the names
of their parents, we consider them to have learned primary reading and writing.” Similarly, P16 noted that
evaluating these skills is straightforward, saying, “Primary reading and writing is one of the easiest areas for
evaluation.”

These findings suggest that assessment during the Literacy Acquisition Period focuses on concrete and
observable indicators, such as recognizing sounds and writing familiar words. Teachers described this stage as
more manageable because expectations are limited to basic reading and writing readiness skills, and these
outcomes can be easily verified through direct observation and repetition-based activities. The presence of clear
criteria and simple evaluation tools allows teachers to make consistent judgments about student performance.

Reading Speed and Fluency

Evaluating reading speed and fluency was another area where participants could easily operate. P9
emphasized that this area was systematic by saying, “The fluent reading section is the area I can most easily
evaluate.” P14 expressed the effectiveness of the method used by saying, “Counting the correct words read per
minute is one of the easiest evaluation methods.”

These findings suggest that reading speed and fluency assessments are perceived as straightforward
because they rely on quantifiable and observable indicators, such as the number of correct words read per minute.
The use of objective, numerical data reduces the potential for subjective interpretation and supports consistency
among evaluators. This implies that teachers tend to value measurable and clearly defined performance criteria,
which provide a sense of reliability and clarity in the evaluation process.

Spelling Rules, Punctuation, and Dictation

Participants indicated that the evaluation processes related to spelling rules and dictation subjects were
relatively straightforward. P6 mentioned that this process did not pose a problem in terms of evaluation, stating,
“It is easy for us to assess how accurately the student uses uppercase, lowercase, or punctuation marks.” Similarly,
P13 remarked, “We can easily determine whether the student adheres to the spelling rules through dictation
exercises.”

These findings suggest that participants find spelling and dictation assessments manageable because they
involve concrete, rule-based criteria that can be easily observed and scored. Since the outcomes are directly visible
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in students’ written work, participants can make objective judgments without relying on interpretation. This
indicates that participants value structured and criterion-referenced assessment methods that enhance clarity,
consistency, and reliability in the evaluation process.

Contribution of Performance Assessment Forms

Some participants noted that performance assessment forms enhance the evaluation process. P12
highlighted the advantages of these tools by stating, “Performance assessment forms make our job significantly
easier.” Similarly, P16 underscored the importance of this material by remarking, “Clear criteria within
performance assessment forms streamline the evaluation process.”

These findings indicate that participants perceive performance assessment forms as effective tools that
bring clarity, structure, and consistency to evaluation practices. The predefined criteria in these forms guide
evaluators through each step of the process, reducing ambiguity and supporting more objective judgments. This
also suggests that standardized tools help ensure fairness and comparability across evaluations, thereby increasing
the perceived professionalism and reliability of GRC assessment procedures. Overall, these findings reveal that
while certain areas of reading and writing assessment are challenging, the use of clear and structured tools such as
performance assessment forms facilitates the process. The next theme further explores the types of materials and
measurement tools that participants employ during the evaluation of reading and writing skills.

Theme 3: Materials and Measurement Tools Used in the Evaluation Process of Reading and Writing
Skills

Performance Assessment Forms

Performance assessment forms are among the most commonly utilized materials. P12 highlighted their
widespread use, stating, “The MoNE has prepared standardized performance assessment forms for each disability
group, which are employed in GRCs throughout Tiirkiye.” Similarly, P13 emphasized the functionality of these
tools, remarking, “The performance assessment form guides us on what needs to be evaluated.”

These findings suggest that participants view performance assessment forms as essential tools that bring
structure and uniformity to the evaluation process. The forms provide clear criteria and standardized expectations,
enabling evaluators to maintain consistency across diverse student profiles. Moreover, participants’ emphasis on
these forms reflects a broader need for reliable, policy-supported instruments that reduce subjectivity and increase
comparability in GRC evaluations. However, participants also noted that the effectiveness of these forms depends
on how well they are supported by complementary materials and institutional resources. In line with this, the next
subtheme presents participants’ reports on using self-prepared materials to address gaps they encounter in practice.

Self-Prepared Materials

Participants mentioned that they frequently utilize materials they have prepared to assist with the process.
P9 highlighted the use of these tools by stating, “We have texts that we have prepared. We adapt them to the child's
performance.” Likewise, P14 noted that they developed local solutions by saying, “We use the tests that we have
developed in our own GRC.”

These findings reveal that teachers take initiative to compensate for the absence of standardized tools by
developing their own resources. Such self-prepared materials allow them to individualize assessment practices and
address the diverse needs of students more effectively. The participants’ statements demonstrate that this form of
professional autonomy helps maintain the functionality of the evaluation process despite institutional limitations.
However, they also imply that the reliance on self-made materials reflects a systemic gap-namely, the lack of
centrally provided and validated resources that could ensure both flexibility and reliability in assessments.

Non-Standard Assessment Tools

Non-standard tools were noted for having certain deficiencies. P13 remarked on the adequacy of these
tools, stating, “It is challenging to consider them as standard measurement tools suitable for special education. The
child is the decider.” P12 observed that the tools required further development, noting, “The modules outline the
objectives that need to be met, but the measurement tools lack specificity.”

These findings suggest that teachers question the validity and reliability of the existing tools due to their
lack of standardization and contextual adaptation. Participants’ emphasis on the inadequacy of these tools indicates
that assessment practices in GRCs often depend on subjective judgments rather than clear, evidence-based criteria.
This reflects a broader structural issue in special education assessment-the tension between standardized
expectations and individualized needs. In this context, the teachers’ critiques highlight an ongoing struggle to
balance flexibility and objectivity in evaluation, underscoring the necessity of developing valid, disability-specific
assessment tools that align with the goals outlined in educational modules.
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Overall, the challenges highlighted in the use of both standardized and non-standardized tools
demonstrate the need for institutional support in the development and dissemination of reliable assessment
materials. Participants emphasized that many of these issues could be addressed through systematic efforts at the
institutional level, a topic explored in the following theme.

Theme 4: Expectations from the Institution
Provision of Standard Materials

Participants requested a standard set of materials to make the process more effective. P12 emphasized the
importance of this need by saying, “If the Ministry sent us a standard set of materials, things would go much more
smoothly.” Similarly, P14 drew attention to the current deficiencies by saying, “There are no materials provided
by the institution, everyone does something with their own efforts. That's why a standard set is necessary.”

These findings reveal that the demand for standardized materials stems not only from practical constraints
but also from teachers’ desire for equity and consistency in assessment practices. The participants’ statements
reflect a systemic gap in institutional support - as, in practice, the MoNE provides only checklists to GRCs, without
accompanying instructional or assessment materials. Consequently, staff members are compelled to create their
own tools to align with these checklists, which leads to variation and inconsistency across centers. (For reference,
the performance evaluation checklists currently available for GRCs can be accessed via the Ministry’s platform:
https://palandokenram.meb.k12.tr/dosyalar/listele_dosya 2860339 Performans%20Belirleme%20Formlar%C4

%Bl1.

Materials to Complete the Performance Assessment Forms

The need for additional materials to support the performance assessment forms was expressed by the
participants. P6 drew attention to these deficiencies by saying, “We are experiencing a lack of materials when
measuring the gains in the performance assessment form.” Similarly, P12 stated, “No educational materials were
provided for GRCs other than the performance form.”

These findings indicate that the absence of supplementary materials significantly limits the usability of
performance assessment forms. While these forms provide a general framework for identifying learning outcomes,
they cannot function effectively without corresponding instructional or diagnostic resources. Participants’
statements show that, in practice, teachers must design or adapt their own tasks and examples to fill these gaps,
which results in inconsistent applications across different GRCs.

Adaptable Materials

The development of adaptable materials was expressed as an important need in terms of more effective
assessment for different disability groups. P1 expressed this need by saying, “Materials suitable for different
disability groups are needed in the assessment of reading and writing.” P6 stated that the material development
process should be carried out with expert contribution by saying, “Modules specific to language development
should be prepared with the support of language therapists.”

These findings highlight that the absence of adaptable materials restricts equitable assessment
opportunities for students with diverse needs. Participants - who conduct educational evaluations of students with
different types of disabilities in GRCs - emphasized that assessment tools should reflect the wide variety of
individual learning profiles they encounter in practice. Their remarks underline that effective evaluation requires
materials responsive to differences in cognitive, linguistic, and sensory functioning.

The call for collaboration with professionals such as language therapists shows participants’ awareness
that developing such tools demands interdisciplinary expertise beyond their own specialization areas. In this sense,
producing flexible, disability-specific materials represents a transition from a uniform, diagnosis-centered
approach toward a responsive and evidence-based framework. These materials would not only enhance diagnostic
precision but also ensure greater fairness, accessibility, and consistency in GRC evaluation practices.

Teacher Support and Staff Increase

Participants emphasized that teacher support should be increased in GRCs. P1 indicated this deficiency
by saying, “We cannot respond to the dense population due to the shortage of special education teachers.”
Similarly, P14 supported this point by saying, “Additional staff are required to cope with the dense demands.”

These findings highlight that insufficient staffing levels directly affect the quality and timeliness of
educational assessments. Participants’ experiences reveal that the workload in GRCs is not only quantitatively
heavy but also qualitatively demanding, as each evaluation requires individualized attention and collaboration
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across different professional backgrounds. The shortage of personnel including special education teachers,
psychologists, and guidance counselors often forces existing staff to prioritize administrative completion over in-
depth assessment. This leads to less time for observation, documentation, and reflective analysis, thereby reducing
the overall diagnostic accuracy of evaluations.

Participants’ remarks also underscore that addressing staff shortages is not solely about increasing
numbers but about ensuring a balanced distribution of expertise within teams. Expanding professional diversity
and hiring additional specialists could enhance collaboration, improve workload balance, and allow for more
comprehensive evaluation practices within GRCs. In addition to expectations regarding institutional support and
staffing, participants emphasized the importance of professional development to enhance their competence and
confidence in conducting reading and writing assessments. The following theme elaborates on the types of training
they consider most necessary for improving the quality of educational evaluation in GRCs.

Theme S: Training Required
New Methods and Techniques

Participants stated that receiving training on new methods and techniques would improve their processes.
P10 emphasized the motivation-enhancing effect of this training by saying, “Receiving training on new methods
and teaching techniques would motivate me.” Similarly, P9 stated that more specific training was necessary by
saying, “We need new techniques for specific learning difficulties in reading comprehension.”

These findings indicate that participants perceive training as a way to both enhance their professional
competence and increase motivation. Their statements suggest that the current assessment practices in GRCs do
not fully meet the diverse needs of students, leading to a desire for up-to-date and practical approaches.
Participants’ emphasis on new techniques also reflects an awareness of the limitations of existing methods and a
need to strengthen their professional capacity to address different learning profiles more effectively. Overall, the
findings highlight that training focused on specific learning difficulties and innovative teaching techniques is
considered by participants as essential for improving both the quality of assessment and their personal sense of
professional efficacy.

Adaptation Training for Different Disability Groups

Adaptation training for different disability groups was frequently mentioned by the participants. P10
emphasized the importance of such training by saying, “Receiving training for different disability groups would
make me feel more equipped.” P6 stated that the training should be more detailed in terms of content by saying,
“Modules related to hearing, vision, and language need to be made more specific.” These findings show that
participants believe professional training should be differentiated according to the characteristics of various
disability groups. Their emphasis on specificity and content depth indicates a perceived gap between the general
information provided in current in-service trainings and the complex needs encountered in practice.

The participants in this study came from diverse educational backgrounds, and not all had undergraduate
training specifically related to special education. This situation may explain why many of them felt the need for
adaptation-oriented training to strengthen their professional competence. Participants’ statements also reflect the
importance of interdisciplinary collaboration-particularly with experts such as language and sensory specialists-to
ensure that the content of such training is both practical and relevant to field applications. Overall, the findings
highlight that adaptation-oriented training is viewed as essential not only for professional growth but also for
improving the accuracy and inclusiveness of assessments in GRCs.

Clarity and Step-by-Step Approach

Participants emphasized the importance of carrying out training with a clear plan. P6 stated the need for
clarity in the process by saying, “After the training, there should be no question marks in my mind; I should know
clearly what to do.” P4 supported this need by saying, “I need a clear sequence and step-by-step plan in reading
and writing assessments.”

These findings show that participants expect training programs to provide explicit procedural guidance
rather than general information. Their emphasis on clarity and sequencing suggests a need for structured
professional development formats-where expectations, objectives, and implementation steps are clearly defined.
Such structure is especially significant for GRC staff who come from diverse academic backgrounds and may not
have prior pedagogical training in special education. Therefore, a step-by-step training design can help standardize
assessment practices across personnel with varying levels of experience, ensuring both consistency and confidence
in application.
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Importance of Motivation and Voluntary Participation in Training

Participants indicated that training participation should be voluntary and driven by motivation. One
participant (P11) noted, “Training should be on a voluntary basis and not imposed.” Another participant, P17,
highlighted the significance of personal interest: “Receiving training on topics of curiosity motivates me to learn,
even if it is not immediately applicable.” According to P14, “The desire to receive education should stem from
personal motivation.”

These findings suggest that participants perceive intrinsic motivation as a key factor influencing the
effectiveness of professional development. When training is imposed rather than chosen, it may lead to superficial
participation and limited transfer of learning into practice. In contrast, voluntary engagement allows participants
to connect the content of the training with their individual needs and experiences. This perspective reflects a
broader understanding that professional learning is not merely procedural but also affective-teachers’ and
specialists’ willingness to learn enhances both their competence and sense of professional agency. In the context
of GRCs, fostering a motivational and voluntary learning culture could therefore promote more sustained and
meaningful improvements in assessment practices.

Discussion

This study identified the current practices and challenges in the assessment of reading and writing skills
in GRCs. Overall, the findings indicate that participants face various difficulties, including material deficiencies,
a lack of standardization in assessment tools, and issues with planning processes during the assessment of reading
and writing skills. These challenges reflect the structural and procedural limitations of current evaluation systems.
These results align with previous studies suggesting that GRC processes require improvement (e.g. Cay et al.,
2022; Goksoy & Oksiiz, 2019) and highlight the necessity of addressing fundamental issues such as material
shortages in educational policies. In this regard, this study contributes to the existing literature on GRC processes
by emphasizing critical issues, including material deficiencies, the need for standardization, and professional
development requirements.

Moreover, the findings showed that participants used existing tools such as performance assessment forms
effectively, but these tools were insufficient to meet the requirements. This finding aligns with studies highlighting
the need to develop standard and valid materials (e.g., Marakli, 2016). Specifically, the tools used in the assessment
of reading and writing skills should be designed to adapt to cultural and individual differences. This perspective is
consistent with participants’ emphasis on the need for adaptable materials addressing diverse student profiles
encountered in GRCs. As highlighted in Marakli’s (2016) study, supporting these forms with detailed guides and
application materials can enable teachers to manage the process more effectively. This is consistent with
international literature on the importance of flexible assessment tools (Barow & Ostlund, 2020). Researchers have
emphasized that these tools should not only be standardized but also adaptable to meet the specific needs of
individuals. In this context, standardization refers to establishing clear frameworks and criteria that ensure
reliability and fairness across assessments, while adaptability emphasizes flexibility in applying these frameworks
to accommodate cultural and individual differences. Therefore, standardization and adaptability are
complementary rather than contradictory principles within inclusive assessment practices.

When considered theoretically, the findings align with the Universal Design for Learning (UDL)
framework. This framework stresses the importance of supporting learning through varied forms of representation,
opportunities for action and expression, and active engagement (CAST, 2018). Participants’ strong emphasis on
adaptable materials, self-prepared assessment tools, and the need for flexible evaluation practices directly aligns
with these principles.

Specifically, the lack of standardized yet adaptable materials reported by GRC personnel reflects a tension
between uniform assessment requirements and the diverse learning profiles of students with special needs. UDL
offers a conceptual lens for addressing this tension by supporting assessment practices that maintain common
evaluation goals while allowing flexibility in how students demonstrate their reading and writing skills. Moreover,
participants’ suggestions regarding the integration of digital tools into assessment processes are consistent with
UDL-based approaches, as digital platforms can provide alternative modes of representation and expression,
reduce time constraints, and support individualized assessment. In this respect, adopting UDL-informed
assessment frameworks in GRCs may contribute to more inclusive, equitable, and functional evaluation practices
within the Turkish educational context.

This perspective can be interpreted within the framework of inclusive assessment, which emphasizes both
equity and flexibility in evaluating learners with diverse characteristics. In this approach, standardization ensures
fairness and comparability, while adaptation promotes accessibility for students with different cognitive, linguistic,
and sensory needs. The participants’ experiences in GRCs illustrate the tension between these two principles and

11

Ankara University Faculty of Educational Sciences Journal of Special Education

Online First



Giiler-Biilbiil

Assessment of Reading and Writing Skills in the Educational Evaluation

Process at Guidance and Research Centers

the necessity of balancing them in real practice. Thus, the findings contribute to understanding how inclusive
assessment can be operationalized in institutional contexts like GRCs.

Conversely, participants found some assessment processes (e.g. reading speed and fluency) easier than
others. This difference may indicate that certain areas are better supported by standardized and accessible tools.
These differences may be due to the participants’ professional experience, access to the tools used, and the
characteristics of the individuals being assessed. The literature indicates that experienced teachers can achieve
faster and more effective results in such processes (e.g. Aktas & Giines, 2020).

In addition, the training needs for the assessment of reading and writing skills reveal the necessity for
support to overcome the difficulties experienced by the participants in the process. It is frequently emphasized in
the literature that meeting the training requirements would increase the quality of education and training processes
in GRCs (e.g. Aksoy & Safak, 2020; Marakli, 2016). Such training programs would not only improve the
evaluation processes but also enhance the professional satisfaction and motivation of GRC personnel (Aksoy &
Safak, 2020).

The findings obtained in the research indicate that teachers working in one of the participating GRCs,
where the number of students assessed is relatively higher due to population density, face greater challenges in
making the assessment process efficient because of their intense workload and limited evaluation time. Participants
reported that the limited time allocated for evaluation leads to inadequacy in fully measuring student performance,
prompting teachers to develop alternative solutions. For example, some teachers take individual notes during the
evaluation process or create personal materials in addition to standard forms to better understand students' actual
reading and writing skills. Such practices illustrate the adaptive strategies teachers employ to maintain assessment
accuracy despite structural limitations. This situation suggests that evaluation in GRCs cannot rely solely on
existing forms and that teachers need to develop additional strategies to make the process more functional.

This finding aligns with previous studies, which indicate that teachers' workloads and inadequate
evaluation processes are common issues in GRCs (e.g. Gksoy & Oksiiz, 2019; Marakli, 2016). Studies show that
GRC staff manage a large number of students within limited time frames and that standardized evaluation methods
may not always capture the individual needs of students. Although teachers attempt to create individual solutions
for more effective evaluations, such efforts can impact the objectivity and consistency of the process.

Limitations

This study has some limitations. The participants were selected on a voluntary basis, which may have led
to a bias toward individuals with specific perspectives. Teachers with a strong interest in educational evaluation
processes or who possess pronounced views about these processes may have been more likely to participate.
Additionally, since all participants were female, this limited the examination of gender-based differences in GRC
processes. This situation was not researcher-induced but reflected the institutional structure of the GRCs, where
the majority of staff working in educational assessment roles are women. Moreover, participation in the study was
voluntary, and all individuals who agreed to take part were female. Finally, as the study was conducted in a limited
number of Guidance and Research Centers within a single metropolitan city, the direct transferability of the
findings to GRC personnel in other regions may be limited.

Finally, the study employed only qualitative methods with data collected through semi-structured
interviews. Future research involving larger participant groups across various regions, and incorporating
quantitative methods, could broaden the scope and enhance the generalizability of the findings. Expanding the
study through quantitative approaches would allow the validation of the themes identified in this research, enable
statistical comparison across different GRCs, and provide stronger evidence to guide policy and practice.

Recommendations

Based on the study’s findings, the following recommendations were developed to improve the educational
evaluation processes of GRCs. To achieve this, specific strategies are proposed to address material, training, and
institutional deficiencies observed in the field. First, materials and tools should be standardized and diversified to
enhance the effectiveness of GRC processes. Developing adaptable materials for different disability groups can
help mitigate challenges in the evaluation processes. Detailed explanations and user guides for existing
performance assessment forms could enable more effective use by teachers.

Furthermore, training programs should support the professional development of GRC personnel. These
programs should include current methods and techniques for assessing reading and writing skills, as well as
adaptation approaches suitable for different disability groups. Improving the professional competence of personnel
can increase the effectiveness of the evaluation process.
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Strengthening institutional capacity within GRCs is also crucial. Addressing material deficiencies and
improving physical infrastructure could enhance the efficiency of assessment processes. Additionally, employing
more special education teachers and experts will be essential to meet increasing demands.

The research findings suggest that digital tools can significantly help address difficulties in assessing
reading and writing skills in GRCs. Digital reading platforms have proven effective in increasing reading speed
and accuracy (Mich et al., 2020), while computer-aided assessment tools offer a systematic approach that reduces
teachers’ workload (Seifert & Paleczek, 2021). These findings indicate the need for integrating digital tools into
GRC processes. In this context, adopting assessment practices grounded in the Universal Design for Learning
(UDL) framework may further strengthen the inclusiveness and functionality of GRC evaluation processes.
According to UDL, instruction should be designed with varied approaches to representation, expression, and
engagement so that individual learner differences are taken into account (CAST, 2018). Integrating UDL principles
into GRC assessment practices-particularly through digital and adaptable tools-may help balance standardization
with individualization, a tension frequently highlighted by the participants. Such an approach could support more
equitable and accessible assessment processes for students with diverse cognitive, linguistic, and sensory profiles.

Finally, national and international cooperation in assessment processes should be increased.
Strengthening coordination between educational institutions and GRCs can facilitate the development of flexible,
culturally sensitive assessment tools. The integration of digital tools can accelerate the process and provide a more
objective and reliable infrastructure by storing and analyzing assessment results. Recording and analyzing
individual performances through digital platforms can lead to a more effective assessment framework.

Conclusion

This research examined the current state of reading and writing skill assessments in GRCs, identifying
key challenges faced by teachers and areas for improvement. The findings highlight deficiencies in materials,
inadequacies in evaluation tools, and the need for ongoing professional development among teachers. It is
recommended that standardized evaluation tools be developed, teachers’ professional development be supported,
and digital technologies be integrated into GRC processes. Further comprehensive and quantitative research could
contribute to policy development efforts in this area by providing robust data to improve GRC processes.
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Appendix A

Semi-Structured Interview Form

What kind of difficulties do you experience in the student assessment process (e.g. preparation,
application, and recording) in the reading domain (e.g. first reading and writing, reading fluency, reading
comprehension, etc.)? Can you give examples of these?

What methods and measurement tools (e.g. module program, recording schedules, and test batteries) do
you use to assess reading skills? Can you explain?

What kind of difficulties do you experience in the student assessment process (e.g. preparation,
application, recording) in the writing domain (e.g. first reading and writing, writing fluency, dictation,
spelling rules, story writing, informative text writing, writing sub-processes: planning, drafting, revising)?
Can you explain with examples?

What methods and measurement tools (e.g. module program, recording schedules, and test batteries) do
you use to assess writing skills? Can you explain?

What are your expectations from your institution to better assess reading and writing skills? Can you
explain?

If you were to receive training on the assessment of reading and writing skills, which topics would you
like to be included in this training?

What are your expectations from such training?

Thank you for your participation.
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