YIL/YEAR: 2023 | CiLT/VOLUME: 5 | SAYI/ISSUE: 1 | ISSN: 2687-6213

JAN

P
A
‘:‘rv”'lv
V4 v
£ N
AV )\
§ =
£ A‘i'l|
i N
% N
N
.
.
.
.
.

Turkish Journal of

Special Education
Research and Practice

www.trsped.com
info@trsped.com

. )
oooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooo



Turkish Journal of Special Education Research and Practice Volume 5, Issue 1, June 2023

EDITORLER KURULU/EDITORIAL TEAM

EDITORLER/EDITORS

Salih Rakap, Ondokuz Mayis University
Serife Yiicesoy-0Ozkan, Osmangazi University
Dilek Erbas, Marmara University

Binyamin Birkan, Biruni University

YARDIMCI EDITORLER/ASSOCIATE EDITORS

Veysel Aksoy, Anadolu University

Hasan Giirglr, Anadolu University

Macid Ayhan Melekoglu, Osmangazi University
Pinar Safak, Gazi University

DANISMAN EDITORLER/CONSULTING EDITORS

Yusuf Akamoglu, Diizce University

Avsar Ardig, Ege University

M. Bahadir Ayas, Anadolu University

Giilden Bozkus-Geng, Anadolu University

Orhan Cakiroglu, Karadeniz Technical University
Arzu Doganay-Bilgi, Gazi University

Miizeyyen Eldeniz-Cetin, Abant izzet Baysal University
Buket Ertlirk, Ordu University

Derya Geng-Tosun, Eskisehir Osmangazi University
Emrah Giilboy, Ondokuz Mayis University

[sa Birkan Giildenoglu, Ankara University

Omiir Giirel-Selimoglu, Akdeniz University

Sinan Kalkan, Onsekiz Mart University

Giizin Karasu, Anadolu University

Feyat Kaya, Hakkari University

Ozlem Kaya, Sakarya University

Nilay Kayhan, Hasan Kalyoncu University

Buket Kisag, Bulent Ecevit University

Nuray Onciil, Anadolu University

Onur Ozdemir, Marmara University

Pelin Pistav-Akmese, Ege University

Halis Sakiz, Mardin Artuklu University

Adile Emel Sardohan-Yildirim, Akdeniz University
Ayse Dolunay Sarica-Kesiktas, Dokuz Eyliil University
Canan Sola-Ozgiic, Sakarya University

Ozlem Toper-Korkmaz, Uludag University

Gokhan Toret, Hacettepe University

Meryem Vural-Batik, Ondokuz Mayis University
Pinar Yasar, Trabzon University



ii Turkish Journal of Special Education Research and Practice Cilt 5, Say1 1, Haziran 2023

ULUSLARARASI DANISMAN EDITORLER/INTERNATIONAL CONSULTING EDITORS

Serra Acar, University of Massachusetts

Fahad Alnaim, King Faisal University

James Basham, University of Kansas

Peggy Gallagher, Georgia State University
Stephanie Gerow, Baylor University

Judith Hebron, University of Leeds

Susan Johnston, University of Utah

Louise Kaczmarek, University of Pittsburgh
Hedda Meadan-Kaplansky, University of Illinois at Urbana-Champaign
Alicia Mrachko, Bowling Green State University
Robert E. O'Neill, University of Utah

Shireen Pavri, California State University

Maria Reraki, University of Birmingham
Yasemin Turan, San Diego State University
Stanley Zucker, Arizona State University

ISTATISTiK/DANISMAN EDITORLER/CONSULTING EDITORS OF STATISTICS

Oktay Cem Adigiizel, Anadolu University
Yavuz Akbulut, Anadolu University
Burak Aydin, Ege University

EDITOR YARDIMCILARI/EDITORIAL ASSISTANTS

Ahmet Turan Acungil, Ankara University
Dilara Ecem Altun, Anadolu University
Kadir Ceng, Samsun University

Sima Kirkg6z, Anadolu University

Esin Pektas Karabekir, Anadolu University
Volkan Sahin, Anadolu University



Turkish Journal of Special Education Research and Practice Volume 5, Issue 1, June 2023 iii

Editorlerden/Editorial
Degerli Okurlarimiz,

Turkish Journal of Special Education Research and Practice dergisinin besinci y1l birinci
sayisl ile karsinizda olmaktan mutluluk duymaktayiz. Ik sayis1 2019 yih Aralik ayinda
yayimlanan dergimiz 2020 ve 2021 yillarinda da birer say1 yayimlanmis; ancak, 2022 yili
ile birlikte dergimiz, Ocak-Haziran arasinda bir say1 ve Temmuz-Aralik arasinda bir say1
olmak tlizere yilda iki say1 yayimlanmaya baslamistir. 2022 yili ile birlikte dergimize
gonderilen ve yayina kabul edilen makaleler, erken gérinim kisminda, yayina kabul
edilis sirasina gore cilt, say1 ve sayfa numaras1 verilerek elektronik olarak
yayimlanmaktadir.

Amaci, akademisyenlere, klinisyenlere, egitimcilere, ailelere, bakicilara, yoneticilere ve
politika belirleyicilere 6zel egitim hakkinda giincel bilgiler sunmak olan dergimizin 2023
yil1 birinci sayisinda, iki arastirma, iki derleme ve bir kitap incelemesi olmak tlizere bes
makale yer almaktadir. Bu makaleler, yedi farkl1 kurumda gorev yapan dokuz arastirmaci
tarafindan kaleme alinmistir.

Bu sayida yer alan ilk makale, Seyhan Soganc1 ve Ewa Maria Kulesza tarafindan Ingilizce
olarak kaleme alinan “Disleksinin Ogrenciler, Ebeveynler ve Okul Uzerindeki Psikososyal
Etkileri - ilgili Arastirmalarin Derlemesi” bashkl derleme calismasidir. Bu sayida yer alan
ikinci makale, Mustafa Karnas tarafindan hazirlanan “Egitim Politikalar1 Olustururken
Belirlenen Hedefler Arasinda Denge Kurma: IDEA’'nin Esitlik ve Refah Hedefleri” bashkl
derleme makalesidir. Bu sayida t¢iincii makale olarak yayimlanan “Gorme Yetersizligi
Olan Lise Ogrencilerinin Genisletilmis Cekirdek Miifredat Becerileri ile Ilgili Oz Yeterlilik
Diizeyleri” baslikli makale, Kiibra Akbayrak, Mert Bilgin, Mehmet Akif Cihan tarafindan
Ingilizce olarak kaleme alinmis bir arastirma makalesidir. Bu sayida yer alan bir diger
arastirma makalesi ise Hasan Hiiseyin Selvi ve Serkan Bugra Yildirim tarafindan
hazirlanan “Tiirkiye’de Isaret Dili Egitimine Yénelik Giincel Sorunlar” bashikli makaledir.
Bu sayinin besinci ve son makalesi ise, Kiibra Sayar’in hazirladig1 “Yayinlayin, Gelistirin
ve Fark Yaratin: Egitim Alaninda Basarili Yazma Rehberi” baslikli kitap incelemesidir.

Siz ¢ok degerli okurlarimiza, yazarlarimiza ve hakemlerimize Turkish Journal of Special
Education Research and Practice dergisine sunmug oldugunuz katkilariniz i¢in tesekkir
ediyor, 2023 yilinda yayimlanacak bir sonraki sayida bulusma dilegiyle saygilarimizi
sunuyoruz.

Editorler Kurulu adina,
Dog. Dr. Salih Rakap
Prof. Dr. Serife Yiicesoy-Ozkan



iv Turkish Journal of Special Education Research and Practice Cilt 5, Say1 1, Haziran 2023
ICINDEKILER
Sayfa Makale Tiirti, Basligi, Yazari
1-17 Derleme - Disleksinin Ogrenciler, Ebeveynler ve Okul Uzerindeki
Psikososyal Etkileri - ilgili Arastirmalarin Derlemesi
Seyhan Soganci, Ewa Maria Kulesza
18-28 Derleme - Egitim Politikalar1 Olustururken Belirlenen Hedefler Arasinda
Denge Kurma: IDEA'nin Esitlik ve Refah Hedefleri
Mustafa Karnas
29-39 Arastirma - Gorme Yetersizligi Olan Lise Ogrencilerinin Genisletilmis
Cekirdek Miifredat Becerileri ile Ilgili Oz Yeterlilik Diizeyleri
Kiibra Akbayrak, Mert Bilgin, Mehmet AKkif Cihan
40-57 Arastirma - Tiirkiye’de Isaret Dili Egitimine Yénelik Giincel Sorunlar
Hasan Hiiseyin Selvi, Serkan Bugra Yildirim
58-63 Kitap Incelemesi - Yayinlayin, Gelistirin ve Fark Yaratin: Egitim Alaninda
Basarili Yazma Rehberi
Kiibra Sayar
CONTENT
Page Article Type, Title, Author
1-17 Review - Psychosocial Effects of Dyslexia in Terms of Students, Parents,
and School Community- Research Review
Seyhan Soganci, Ewa Maria Kulesza
18-28 Review - Trade-off between Goals When Making Educational Policy
Decision: Providing Equity and Welfare through “IDEA”
Mustafa Karnas
29-39 Research - Perceived Self-Competence of Youths with Visual Impairment
in the Expanded Core Curriculum Skills
Kiibra Akbayrak, Mert Bilgin, Mehmet Akif Cihan
40-57 Research - Current Issues in Sign Language Education in Turkey
Hasan Hiiseyin Selvi, Serkan Bugra Yildirim
58-63 Book Review - Publish, Flourish, and Make a Difference: A Guide to

Successful Writing in Education
Kiibra Sayar



Review-Derleme

Psychosocial Effects of Dyslexia in Terms  TurkishJournal of Special Education
Research and Practice

of Students, Parents, and School 2023, Volume 5 Number 1, p 1-17
Community- Research Review https://dergipark.org.tr/trsped
DO1:10.37233/TRSPED.2023.0134

Disleksinin Ogrenciler, Ebeveynler ve Article History:
. . . . . . Received 16 January 2023

_Okul UzerindeKi Psikososyal Etkileri - Revised 18 February 2023
Ilgili Arastirmalarin Derlemesi Accepted 2 March 2023

Available online 12 March 2023

Seyhan Soganci V1, Ewa Maria Kulesza 2

Abstract

This study examined the studies conducted between 2010-2022 related to secondary school dyslexic
students in Tiirkiye and discussed them in terms of content. In the current study, studies involving dyslexic
students, their parents and teachers, and examining psychological processes of the participants, such as
perception, attitude, quality of life, anxiety, depression, and coping skills, were included. The systematic
review method was used in the study. A database search was carried out using the electronic database of
Ondokuz Mayis University including ERIC, EBSCO, YOK Thesis Center, and Google Scholar. A total of 11
theses and 10 articles met the inclusion criteria. These studies were discussed under three categories based
on the participant groups. Results of this study showed that there are limited studies on the psychological
and social effects of dyslexia. We also found that research on dyslexia is mainly done with students in
primary school and focuses more on academic skills. Our findings shows that further research planned from
an interdisciplinary perspective is needed to better understand the psychosocial effects of dyslexia on
students, parents, and school community.

Keywords: Specific learning disability, dyslexia, psychosocial effects of dyslexia.

Oz

Bu calisma, Tirkiye'de ortaokul c¢agindaki disleksili 6grencilerle iligkili, 2010-2022 yillarinda
gerceklestirilen arastirmalar: inceleyerek icerik agisindan tartismistir. Arastirmada disleksili 6grenciler,
aileleri ve 6gretmenlerinin katilimlar: ile gerceklesen, katilimcilarin algi, tutum, yasam kalitesi, kaygi,
depresyon ve basa c¢cikma becerileri gibi psikolojik stireclerini iceren c¢alismalara yer verilmistir.
Arastirmada sistematik derleme yontemi kullamlmistir. Ondokuz Mayis Universitesi elektronik veri
tabaninda yer alan ERIC, EBSCO, YOK Tez Merkezi ve Google Scholar kullanilarak tarama gergeklestirilmis
ve arastirmaya dahil edilme olgiitlerini karsilayan 11 tez ve 10 makaleye ulasilmistir. Ulasilan ¢alismalar
katilimcei gruplara gore ti¢ kategoriye ayrilarak tartisiimistir. Arastirma sonucunda disleksinin psikolojik ve
sosyal etkilerine yonelik ¢calismalarin yeterli olmadig gorilmiistiir. Disleksi ile ilgili arastirmalarin agirlikh
olarak ilkokuldaki ¢ocuklarla yapildigi ve daha ¢ok akademik becerilere odaklandigi gorilmiustiir.
Tiirkiye'de disleksinin psikososyal etkileri ile ilgili literatiiriin gelistirilmesi i¢in disiplinler arasi bir bakis
acisiyla planlanan bilimsel ¢alismalara ihtiyag vardir.

Anahtar Sozciikler: Ozgiil 6grenme giicliigt, disleksi, disleksinin psikososyal etkileri.

Onerilen Atif Sekli (Suggested Citation): Soganci, S. & Kulesza, E. M. (2023). Psychosocial effects of dyslexia in terms of students,
parents, and school community- Research review. Turkish Journal of Special Education Research and Practice, 5 (1), 1-17.
https://doi.org/10.37233 /TRSPED.2023.0134

10ndokuz Mayis University, Faculty of Education, Department of Special Education, Samsun, Tiirkiye, e-posta:
seyhan.soganci@omu.edu.tr, ORCID: https://orcid.org/0000-0002-7133-6033

2 Maria Grzegorzewska University, Institute of Special Education, Department of Pedagogical Therapy, Warszawa, Poland, e-posta:
ekulesza@aps.edu.pl, ORCID: https://orcid.org/0000-0002-2915-878X
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2 Psychosocial Effects of Dyslexia

Introduction

Dyslexia is a disorder encountered in children and adults, regardless of culture or
language. According to the International Dyslexia Association, approximately 9-12% of
the population is affected by dyslexia. In The Diagnostic and Statistical Manual of Mental
Disorders 5 (DSM-5), dyslexia is addressed under the specific learning disability (SLD),
and its prevalence is 5-15% among school-age children and approximately 4% among
adults (American Psychiatric Association, 2013). Dyslexia, used synonymously with
specific learning difficulties or reading difficulties, is a learning disorder that causes
difficulties in reading, spelling, and writing skills and in acquiring and using other social
skills. Dyslexic students need help with spelling, word recognition, reading fluency,
correct decoding, and reading comprehension skills despite their average intelligence
level adequate for learning (Lyon et al.,, 2003). These difficulties usually occur in the first
years of formal education and continue into adulthood. The common belief is that these
difficulties are due to disorders in phonological processing (Lyon et al, 2003). The
International Dyslexia Association states that, despite the mental abilities and motivation
of dyslexic students, they cannot learn like typical development students without proper
support.

Studies have emphasized that dyslexic students can learn and make progress in the
areas they have difficulties when they are offered systematic and evidence-based
instruction following an early diagnosis (McLoughlin & Leather, 2013; Perelmutter et al.,
2017). Determining dyslexia at an early age and providing the necessary interventions
also alleviates the difficulties they may encounter in adulthood as dyslexia continues for
life. According to Lum et al. (2014), the symptoms of dyslexia become evident in areas
that change with age, so dyslexic students may experience learning difficulties
continuously throughout life in varying areas and degrees of difficulty. Difficulties in
decoding, spelling, fluency, and word recognition skills in childhood cause limitations in
skills such as fluent reading, reading comprehension, story summary, written expression,
memorization, and foreign language learning in adolescence (Law et al., 2014; Lum et al.
2014).

When the studies on dyslexia in Tiirkiye are examined, it is seen that the focus of the
research is to determine the academic difficulties experienced by dyslexic students
(Arabaci, 2017; Dada & Ergiil, 2020; Ergiil, 2012; Giindogdu et al., 2020; Ozmen, 2005)
and to intervene to eliminate these difficulties (Cayir & Balci, 2017; Dag, 2010; Firat, 2019;
Rasmussen & Cora, 2017; Yilmaz, 2021; Yiksel, 2010). Moreover, the studies are often
carried out with primary school children (Gérgiin & Melekoglu, 2019; Ozkardes, 2013).
The psychological and social effects of dyslexia on dyslexic students, their families, and
school community are not addressed. Difficulties experienced by dyslexic students are not
limited to academic areas. Academic failure and accompanying frustration often cause
emotional and behavioral problems (Mayes et al., 2000). Al-Yagon (2010) states that
emotional and behavioral difficulties experienced by dyslexic students include peer
rejection, low self-esteem, withdrawal, low coping skills, depression, and anxiety
especially in early adolescence. These difficulties can be seen in three primary levels:
individual, family members, and school community. It is thought that it is crucial to
examine the dyslexia-induced psychosocial conditions of dyslexic students and their close
circles to provide guidance for future studies to be conducted in this area. Therefore, this
study examined research studies in Turkiye that examined the psychological and social
impact of dyslexia on dyslexic students, their parents, and the school community. This
study aims to determine the current state of research in this area by compiling studies
conducted between 2010 to 2022 in Turkish literature.
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Method
Inclusion Criteria

The following criteria were used for the selection of the studies:
1. The research was carried out in Tiirkiye between 2010 - 2022.
2. Participants of the studies were students between the ages of 10-15 diagnosed
with dyslexia, their parents, teachers, or peers.
3. Studies were published in peer-reviewed journals or available in recognized
databases in the form of masters and doctoral theses in pedagogy, psychology, and
medicine.

Search Process

To identify studies to be included in this current review, the following keywords were
used ‘"dyslexia", "special learning difficulties”, "learning difficulties”, "learning
disabilities”, "reading disabilities", "reading difficulties” in Ondokuz Mayis University
electronic databases, ERIC, EBSCO, YOK Thesis Center, and Scholar Google (Google
Scholar). The keywords were written separately in the search boxes of the databases
using “or.” Studies identified through database search were downloaded to be screened
according to the inclusion criteria.

Screening and Coding Process

As aresult of the database search, 479 studies were identified and screened based on the
inclusion criteria (publication year, subject, peer-reviewed or thesis) The screening
process resulted in 21 studies to be analyzed within the scope of this study. These
included 11 theses 10 articles. The studies were grouped under three categories
according to the participant groups (dyslexic students, parents, teachers/school
community) for coding and analysis. Each of the qualifying studies were coded to
determine study characteristics and findings. Figure 1 shows the procedures used to
identify studies that were included in this review.

Identification Search Screening Eligibility
* Determination of | » Listing the studies » Abstracts or full-text | Studies included in
databases, keywords accessed from of studies assessed the review (n=21)
and inclusion criteria databases (n =479) for inclusion after
duplicates removed
(n=416)

Figure 1. Flow chart of procedures used to identify studies.

A secondary researcher independently completed the search and screening process
using the same procedures and categories the qualifying articles for reliability purpose.
Results of the reliability check showed that the secondary observer also identified the
same studies. In categorizing the studies, the first author and secondary researcher read
the studies independently and placed them into categories. The inter-coder reliability
agreement score was calculated using Miles and Huberman's (1994) formula [Agreement
/ (agreement + disagreement) * 100]. The inter-coder reliability coefficient was found to
be 100% for screening and categorizing the studies.
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Results

Research with Dyslexic Students

Turkish laws and regulations have regularly been updated to provide equal education
opportunities for students with disabilities since the 1990s (Aksoy ve Safak, 2020). As a
result of these changes, enrollment rates of students with special needs in Tiirkiye has
increased gradually over the years. During the 2018-2019 academic year a total of
388,816 students with special needs were enrolled in schools. While some portion of
these students attend special education classrooms or schools, approximately 73.9% of
them are enrolled in inclusive classroom or schools (Ministry of National Education,
2018). One of the largest groups of students in the inclusive environments is students
with SLD or dyslexia (Education Research and Development Department, 2010).

Despite increased access to inclusive settings, dyslexic students still have some
difficulties in relation to academic and social skills in school. Until today, researchers have
mostly worked to solve academic problems and have developed various techniques and
interventions for this purpose. However, dyslexic students also have to deal with socio-
emotional and behavioral difficulties besides their academic limitations. The ability of
dyslexic students to cope with difficulties in various areas and solve their problems
positively affect their psychological and mental health and increases their quality of life.
Kap (2014) states that the difficulties experienced in the learning activities cannot be
explained only by cognitive processes and mental problems the students have might have
impact on their cognitive abilities. In this context, the author investigated the effect of
mental problems on cognitive impairments, which are the basis of SLD. The study
involved 30 students with SLD and 30 students with typical development who attended
primary and secondary schools. Psychological functioning of children was evaluated
using Children’s Appreciation Test, Thematic Appreciation Test, and Rorschach Test and
cognitive functioning by using Bender Gestalt Visual-Motor Perception test. Findings of
this study showed that children with SLD have difficulties thinking during the test
process. Thinking and responding by thinking is challenging for students with SLD, unlike
students with typical development. Comparisons between experimental and control
groups showed that there are differences in terms of both cognitive and mental processes
between students with and without SLD. In students with SLD, cognitive impairment,
anxiety of intense object loss, and impulsive inhibition/overflow were observed. In other
words, problems that exist in the mental functioning of students with SLD can disrupt
their cognitive processes.

Dyslexic students can be labeled as unsuccessful and incompetent by people around
them due to their limitations in academic skills. Akinci (2011), based on the idea that this
situation develops a negative self-concept in students with SLD, examined the possible
relationship between perceived social support and self-concepts of students with SLD. A
total of 100 students aged 8-12 years diagnosed with SLD participated in the study. Social
Support Assessment Scale for Children and Adolescents, and Piers Harris Self-Concept
Scale for Children were used. Findings showed that the social support perceived by
students with SLD did not differ according to the situation of having problems in one or
more areas. Class level and age variables did not affect perceived social support. In
addition, the parents of students with SLD were asked if their children were compatible.
Children who qualify as compatible by their parents achieved higher scores in terms of
social supportscores. Because children who are socially compatible communicated better
with their family members and perceived more social support. Similarly, students who
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were qualified as compatible by their teachers had higher social support scores from
teachers. Findings also showed that the social support and self-concepts of students with
SLD were related. As perceived social support increased, self-concept and associated sub-
dimensions (happiness-satisfaction, anxiety, social acclaim, popularity, behavior and
conformity, physical appearance, mental and school status) increased.

In a similar study, Yavuz (2020) examined the relationship between the sense of
belonging to the school and their fear of negative evaluation in academic environments
among students with SLD. A total of 220 secondary school students with SLD participated
in the study. Results showed that there was a significant difference between the "Sense of
Belonging" sub-dimension and the state of self-perception. It was also found that the
average score of the students who perceived themselves as assertive/talkative was higher
than those who perceived themselves as shy. In addition, the cognitive effect of fear of
negative evaluation decreased as the sense of belonging to the school increased.
Moreover, female students were uncomfortable with the feeling of being unsuccessful and
being evaluated negatively. They experienced more anxiety, and their average score for
sense of belonging to the school was lower.

Dyslexia also affects the quality of relationships that children establish with their
peers. Zengin and Oksiiz (2022) conducted examined the peer relationships of students
with SLD. A total of 89 students with SLD and 95 with typical development (8-14 ages)
participated in the study. According to the study's results, SLD negatively affected
students' relationships. In another study, Bulanik-Ozdemirci (2019) investigated the
prevalence of peer bullying in students with SLD; 114 students (7-12 ages) participated
in the study. Findings showed that 50% of the students participated in peer bullying (in
the roles of victim, bully, or bully-victim).

Kilig (2018) examined the relationship between a diagnosis of SLD and secure
attachment, emotional intelligence, and parental attitudes. A total of 94 students (aged 8-
13) were included in the study, 36 with SLD and 58 without SLD. Findings showed that
there was a statistically significant difference between students with and without SLD in
interpersonal skills. Students without SLD had better abilities to establish and maintain a
satisfying relationship with the environment and develop a shared understanding and
expectation with other people. In addition, the study found a statistically significant
difference between students with and without SLD in terms of adaptation, meaning that
students without SLD can find practical solutions to their problems, have an objective and
realistic perspective, and be flexible.

Saday-Duman et al. (2017) examined the effect of an educational therapy on self-
esteem and problem behaviors in students with SLD. A total of 150 students (9-11 ages)
100 students with SLD, and 50 students with typical development, participated in the
study. Data were collected using the Piers-Harris Children's Self-Concept Scale, Child
Behavior Checklist (CBCL 6-18), and Teacher Form. Results showed that the self-esteem
score of students with SLD was lower than those of students without SLD. Compared to
the scores of typically developing students, behavioral problem scores were higher for
students with SLD. An increase in self-esteem scores and a decrease in problem behavior
scores were observed in the group receiving educational therapy. In other words,
educational therapy had a positive effect on reducing the problem behaviors of students
with SLD and increasing the self-esteem level of these students.

Karzan (2020) evaluated the psychosocial difficulties students with SLD encounter
and related factors. A total of 60 students with SLD and 74 students with typical
development participated (6-18 ages) in the study. Results showed that another
psychiatric disease accompanied SLD at a rate of 88.3%, and attention deficit and
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hyperactivity disorder (ADHD) were the most common one. The total score obtained from
the self-concept scale was found to be significantly lower for students with SLD in
comparison to typically developing children. The students' perceived self-concept was
also found to be associated with parental anxiety and depression levels. [t was determined
that as friends' support increased, the students' perceived self-concept also increased.

Baltac1 (2017) examined the self-efficacy perceptions, state anger, and anger
expression styles of secondary school students with and without SLD. A total of 110
students, 55 with SLD and 55 without SLD, participated in the study. The ages of the
students were between 12-15. Self-efficacy Scale for Children and Continuous Anger and
Anger Expression Style Scale were used in the study. Results showed that the students
without SLD in all dimensions and total scores on the self-efficacy scale had higher scores
than the students who had SLD. On the other hand, anger scores were higher in students
with SLD, while anger control scores were higher in students with typical development.
There was no significant relationship between self-efficacy and academic achievement in
students with and without SLD and between anger and anger expression styles and
academic achievement. In addition, the variables related to self-efficacy for students with
and without SLD did not predict students' state anger and extrinsic anger. However, self-
efficacy perceptions predicted anger control variables in students with SLD, while self-
efficacy variables predicted intrinsic anger variables in students with typical
development.

Araz and Gorker (2018) examined the frequency of psychiatric comorbidity in
students with SLD, the factors affecting the comorbidity frequency, and the relationships
between specific learning disorder subtypes and cognitive profiles. A total of 80 students
between the ages of 6-15, diagnosed with SLD participated in the study. Research findings
indicated that 92.5% of students with SLD had a comorbid psychiatric disorder. The most
common psychiatric comorbidities were ADHD (82.3%), specific phobia (46.3%),
oppositional defiant disorder (ODD) (26.3%), enuresis (25%), and tic disorder (22.5%).
In cases where SLD was accompanied by ADHD, the negativities caused by learning
difficulty were experienced more severely, and this situation was accompanied by more
psychiatric problems. Results of the study also showed that depressive disorder,
separation anxiety disorder, social phobia, specific phobia, OCD, enuresis, ODD,
behavioral disorder, and adjustment disorder were more common in students with SLD
accompanied by ADHD.

Research with Parents of Dyslexic Students

Yildiz (2019) aimed to determine the anxiety and depression levels of the mothers and
fathers of students with SLD, their marital adjustment levels, and the difficulties parents
face in raising a child diagnosed with SLD. A total of 200 parents of students between the
ages of 7-12 who were diagnosed with SLD participated in the study. Findings showed
that mild or moderate depression was detected in the mothers and fathers of students
with SLD. Both the level of depression and anxiety of mothers was higher than those of
fathers. The study also found a statistically significant and negative correlation between
the age of children to start receiving special education and their mother's depression
level. This finding supports the importance of early diagnosis. There was a positive
correlation between mothers' depression levels and mothers’ and fathers’ anxiety levels.
There was also a negative correlation between mothers' depression level and mothers’
and fathers’ marital adjustment level. In other words, anxiety and depression levels of
mothers with high marital adjustment were reported to be lower. A significant positive
correlation was found between the depression level of the fathers and the anxiety level of
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the mothers and a negative correlation with the mothers' and fathers' marital adjustment
level. A positive correlation was observed between the mothers’ and fathers’ marital
adjustment levels. Unexpected situations encountered during the marriage (such as
having a child with SLD) may lead to various levels of depressive mood in spouses and
directly affect marital adjustment.

In another study related to the anxiety and depression levels of parents, Karaaziz
(2020) compared the stress, depression, and anxiety levels of the parents of students with
and without SLD. Findings of the study showed that having a child with SLD did not affect
the level of depression experienced by parents. However, the stress levels of parents of
children with SLD were higher than those of the parents of children without SLD.
Biiyiikcakmak (2015) compared the emotional expression and anxiety levels of parents
of children with and without SLD; 150 parents participated in the study, 75 parents of a
child with SLD and 75 parents of a typically developed child. Parents of the typically
developing children scored higher in the positive expression sub-dimension than the
parents of children with SLD. This is interpreted as individuals with high emotional
expression are more self-confident, experiencing less anxiety and guilt, and feel happier.

Atalay (2013) examined the perceived social support levels of mothers of children
with SLD and their coping styles. A total of 70 mothers participated in the study (35
mothers of children with SLD, and 35 mothers of children with typical development).
Mothers were asked to answer the Multidimensional Perceived Social Support Scale and
Stress Coping Attitude Scale. Findings showed that mothers of children with SLD used
emotion-oriented coping methods and dysfunctional coping methods more than mothers
in the control group. Mothers in the control group used problem-oriented coping methods
more frequently. Perceived family support did not differ statistically between the groups.
Results also showed that mothers of children with SLD did not receive valuable and
adequate social support from their environment and therefore had difficulty actively
coping with the stress they experienced. In a similar study, Kurtbeyoglu and Yildiz-
Demirtas (2020) examined the perceived social support and depression levels of parents
of children with SLD; 175 parents participated in the study. Results showed that mothers
had a higher perception of social support than fathers. The perception of social support
was affected by the education level of the parents and the number of children they had.
As the perceived social support levels of the parents increased, the depression levels
decreased.

Yildiz et al. (2012) examined the problems that Turkish dyslexic students and their
parents face in school, family, and social settings during the diagnosis process. Within the
scope of this research, seven parents with dyslexic children were interviewed. Results
showed the parents believed that teachers have a negative attitude towards both parents
and their children, and teachers' knowledge about dyslexia is insufficient. Family
members also displayed negative attitudes towards the dyslexic students (insult,
exclusion, psychological pressure, etc.). It was also found that dyslexic students were
excluded and bullied by their friends.

Based on the studies stating that learning difficulties in children with SLD affect the
perception of parents' quality of life, Sakiz and Bas (2019) examined the effects of these
children's perceived life quality on the level of life quality perceived by their parents. A
total of 120 students (aged 7-16) and their parents participated in the study; 66 students
were in primary grades while 54 were in secondary schools. The study measured
students' perception of quality of life using the General Purpose Health Related Quality of
Life Scale (KINDL-R). Perceived quality of life of the parents was measured by the World
Health Organization Quality of Life Scale-Short Form Turkish Version (WHOQOL-BREF-
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TR). Results showed that the total quality of life (M = 52.40) of students with SLD was
lower than the sample average (M = 76.75). Parents’ results were similar to their
children’s scores. The mean score obtained regarding the parents' quality of life was lower
than those obtained from the adaptation sample of the WHOQOL-BREF scale. Another
finding was that parents' quality of life was positively associated with the quality of life of
children. In other words, to increase parents' quality of life, it is necessary to increase
quality of life of their children.

Research with Teachers in the Context of Dyslexia

Balc1 (2019) examined teachers' opinions about dyslexia and the problems they faced
while working with students with dyslexia. A total of 72 teachers. participated in this
study. Teachers’ opinions were obtained through a semi-structured teacher interview
form. Findings of the study showed that the teachers did not gain sufficient information
and knowledge about dyslexia during their university education, and therefore, they did
not know how to work with these students. Teachers stated that their knowledge level
about dyslexia was not sufficient, and they felt inadequately prepared. In addition, they
noted that when they encounter dyslexic students, they may not notice them as they do
not have the necessary professional skills to diagnose them. Moreover, teachers stated
that they did not know the methods of education that would meet the needs of dyslexic
students.

School counselors have an influential role in diagnosing and psychosocial support for
students with SLD. In this context, Dadandi et al. (2016) examined the awareness levels
of school counselors working with students with SLD in secondary schools regarding
these students' psychosocial problems and guidance needs. A total of 12 school
counselors participated in the study. Semi-structured interview forms were used to
collect data. Results showed that school counselors divided the problems of students with
SLD in school into two categories: student-related problems (low self-image, incomplete
social skills, and negative thoughts about themselves), family and social-environment
related problems (exclusion of students with SLD by their friends and inadequate teacher
support). School counselors stated that the guidance services most needed by students
with SLD are practices that include suport to increase the academic success of these
students (such as increasing motivation and gaining efficient study habits). In addition,
the difficulties teachers faced the most when working with students with SLD included
inadequate knowledge of SLD and how to support students with SLD during ongoing
classroom activities.

Giil et al. (2016) evaluated teachers' stigma and misinterpretation of SLD; 92 female
teachers and 79 male teachers participated in the study. A questionnaire containing items
related to the characteristics of SLD and the tendency to stigmatize was given to teachers.
In terms of the causes of SLD, findings showed that female teachers reported genetic
factors cause SLD while male teachers reported that attention deficit causes SLD. A 20%
of teachers believed that SLD caused mental retardation. Teachers were somewhat
familiar with the symptoms of SLD. The most common symptom of SLD reported by
teachers was problems during reading and writing. A 26.1% of female and 24.1% of male
teachers did not want their children to be classmates of children with SLD. Overall,
findings showed that false information and stigmatization about SLD were common
among teachers.

Ozer (2021) interviewed ten music teachers to determine the opinions of secondary
school music teachers working with dyslexic students about these students. As a result of
the study, it was determined that dyslexic students could not communicate well with their
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friends and teachers, had problems with social adaptation, and had difficulties
understanding, perceiving, and listening carefully to the instructions given. It has been
determined that music teachers did not receive training on the music teaching of dyslexic
students during their education and did not know how to support these students.

Discussion
Student Research

According to the results obtained from the analysis, we cannot explain the difficulties of
dyslexic students in learning only by considering the cognitive processes as the problems
of dyslexic students in the psychological are cause cognitive impairments (Araz-Altay &
Gorker, 2018; Kap, 2014). This affects the learning performance of dyslexic students.
Other psychiatric comorbidities often accompany the diagnosis of dyslexia. Therefore,
these students have to cope with psychiatric problems such as ADHD, oppositional defiant
disorder, adjustment disorder, social phobia, and depression (Campbell, 2002; Germano
et al., 2010). This situation causes the dyslexic students to be labeled by their family
members, friends, and teachers. Dyslexic students are not preferred in social relations and
suffer from loneliness (Rose et al., 2015; Tur-Kaspa et al., 1998).

According to another finding, dyslexic students are labeled as unsuccessful and
incompetent because of their difficulty in academic skills. This situation causes a negative
sense of self and low self-esteem in dyslexic students (Akinci, 2011). Another remarkable
finding is that low self-esteem is associated with problem behaviors in the school
environment, and when self-esteem increases, problem behaviors decrease (Saday-
Duman etal., 2017). Similarly, Terras et al. (2009) found that dyslexic students had a lack
of self-esteem in the field of scholastic competence; they also found that social, emotional,
and behavioral difficulties are more common in dyslexic students, and poor psycho-social
cohesion is significantly associated with low self-esteem. In addition, Novita (2016)
examined and compared the anxiety and self-esteem profiles of students with and without
dyslexia and found that dyslexic students had higher general anxiety and lower self-
esteem (than students with typical development.

Considering the findings of the studies reviewed, it is seen that dyslexic students
cannot successfully cope with the academic, psychological, or social difficulties they face.
Alexander-Passe (2006) investigated how dyslexic students cope with their difficulties
and whether this affects their self-esteem and depression and found that dyslexic
students (predominantly female participants) used emotional coping and avoidance
more. In addition, dyslexic students were found to have lower academic self-esteem. Firth
et al. (2010) found that students with SLD used more non-productive coping styles than
the general Australian population aged 12 and 13 and often ignored the problem.

Problems experienced by dyslexic students are not limited to academic skills. These
students also have to deal with prejudices and bullying resulting from negative labeling.
Dyslexic students experience negative emotions, such as hopelessness, low self-esteem,
low perceived quality of life, depression, and high anxiety simultaneously. The fact that
dyslexic students constantly have to cope with these negative feelings and experiences
can prevent them from having healthy life during adolescence and adulthood. Therefore,
it is critically important to support social and psychological well-being of student with
SLD while addressing cognitive and academic problems they encounter.

Family Research
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Our analyses showed that the parents of dyslexic students have anxiety and depression.
In addition, parents' anxiety and depression levels associated with dyslexia affect their
marital adjustment (Yildiz, 2019). Unexpected situations such as having a dyslexic child
may create depressive feelings in spouses, negatively affecting marital adjustment.
Moreover, low expectations of parents with dyslexic children regarding their child's
future education and professional life may cause them to experience more anxiety and
depression (Antshel & Joseph 2006; Bonifacci et al., 2014; Waggoner & Wilgosh, 1990).
Dyson (2010) states that differences in parenting styles and expectations among parents,
the use of different strategies, the conflict between parents, blaming each other, and
assuming more responsibility the mother are more prominent in families with a dyslexic
child. This situation affects the harmony among family members. Studies showed that
parents that have a dyslexic child feel shame about difficulties in their children and feel
guilty that they devote less time to their children who have typical development due to
their children with SLD (Dyson, 2010). On the other hand, raising a child with SLD forces
parents' marital relationships and causes a tense family life. This situation increases when
the child starts school (Dyson, 2010; Rimkute et al., 2014).

Another remarkable finding was that mothers of children with SLD mostly use
dysfunctional coping methods to deal with stress (Atalay, 2013). These mothers does not
receive adequate social support from other individuals around them, which may cause
them to have difficulty actively dealing with the stress they experience. It is stated that
parents of children with SLD experience higher levels of parental distress (Bonifacci et al.,
2016). It is thought that factors such as parents' not knowing what to do while coping
with the difficulties brought by SLD, feeling guilty, the feeling of failure, and losing control
when faced with responsibilities are caused to this situation. Another finding is that the
perceived quality of life of both dyslexic students and their parents is low. To increase
parents' perception of quality of life, the quality of life of their children should be
improved (Sakiz & Bas, 2019). Ginieri-Coccossis et al. (2013) found that parents of
dyslexic children experience lower satisfaction in social relations. In addition, studies
reported that the mothers of dyslexic children perceived the quality of life of their
children in the school environment more negatively; parents were deprived of social
support and could not talk to other individuals about their children's disability (Dyson,
2010; Rotsika et al., 2011).

Being dyslexic significantly affects the persons with dyslexia and those around them.
Therefore, it is essential to examine this disorder's psychological and social effects on
dyslexic children and their family members. Because the psychological state and future
plans of parents are affected by dyslexia. Giving the parents the support they need will
help reduce their negative feelings, anxiety, and stress levels. When parents know what
to do, they approach their children more accurately. This also makes it easier for them to
collaborate with professionals and teachers at school. A healthy family environment is
necessary to develop a psychologically and physically healthy individual. When we
examined the studies in Tiirkiye, it is seen that more studies were carried out to identify
parent's problems and needs. However, interventions and attempts to address the needs
and problems of parents should also be an essential step that should be investigated.

Teacher Research

Our analysis showed that studies with teachers were mostly done to determine teachers'
knowledge level about dyslexia. Findings of this review showed that the majority of
teachers (a) do not have sufficient knowledge about dyslexia (Balci, 2019), (b) feel
inadequately prepared to work with these students (Balci, 2019; Dadandi et al., 2016), (c)
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do not have the professional skills necessary to diagnose dyslexic students (Balci, 2019;
Dogan, 2013), (d) do not know the instructional methods to support dyslexic students
(Balci, 2019), (e) do not have sufficient training on dyslexia (Balci, 2019), and (f) have
misinformation about dyslexia (Giil et al., 2016).

It is thought that teachers' knowledge about dyslexia affects their perception of
dyslexic students, choosing appropriate teaching methods and techniques, and
understanding the difficulties experienced by these students. When we examined the
literature, it has been found that the label of dyslexia affects teachers' feelings and
expectations about dyslexic students' future failure (Vlachou et al., 2014). Similarly, it has
been observed that teachers trained in special education have more confidence in their
competencies in teaching dyslexic students, feel competent, and are more hopeful about
reaching their goals (Levi et al.,, 2014). Troeva (2015) examined how teachers approach
the differences in reading profiles of dyslexic students and their opinions on the effects of
having a diagnosis of dyslexia on the choice of strategy in teaching reading skills. Findings
showed teachers stated that dyslexia is not a homogeneous disorder; dyslexic students
have different reading profiles; a personalized and student-centered approach is needed
that addresses both strengths and weaknesses. In addition, most teachers argued that
having a diagnosis of dyslexia is not necessary for their practice. They explained this
situation with the statements that all literacy difficulties should be addressed individually
and that the strategies used to meet various literacy needs are mostly based on the same
principles.

As we know, teachers have an essential role in ensuring and increasing the academic
success of dyslexic students. Teachers' attitude towards a disorder affects the quality of
help and support they provide to the students. When teachers accept that dyslexia is a
disorder rather than labeling dyslexic students as lazy or incompetent, they can realize
students’ strengths and create a positive environment to support them. For these reasons,
there is a need for interventions that will increase teachers' knowledge level and
awareness about dyslexia and change their negative perceptions and attitudes toward
dyslexic students.

In recent years, dyslexia has been intensively explored in Tiirkiye. Many studies pay
special attention to the neurological nature of dyslexia and its impact on the cognitive
sphere. Less attention is paid to the problems caused by dyslexia in the psychological area
and the effects of these problems. Moreover, most of the services for dyslexic students are
aimed at providing them with skills such as reading, writing, mathematics and improving
their academic performance. Psychological supports are neglected in services provided
to dyslexic students, and these supports are not considered as important. Another
noteworthy point is that most current research on dyslexia includes studies involving
primary school children. Research involving parents, teachers, and peers of dyslexic
students as participants is limited. Family members, schools, and students should be
handled as a whole to increase the life quality of dyslexic students and improve their
psychological health and academic success. Services offered to dyslexic students should
be more comprehensive than services intended only for children and services aimed at
acquiring academic skills. By focusing only on the academic improvement of dyslexic
students, we cannot root out the problems brought by dyslexia. While addressing the
issues around dyslexia, it is necessary to see the students, family members, and teachers
as a whole.

Suggestions
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Our analysis revealed the studies on dyslexia are mostly done with students in primary
schools. It is thought that carrying out research with students in upper grades will be
beneficial for understanding dyslexia as a disorder that does not disappear with age but
accompanies and affects the student's functioning at every stage of his/her education. In
addition, it was found that Turkish dyslexia studies mainly focus on teaching academic
skills. Examining the psychological and social well-being of dyslexic students will
contribute to enrich knowledge and formulate recommendations regarding the support
system for this group of students. Besides identifying the problems and needs of the
parents of dyslexic students, planning and implementing interventions to address these
problems and needs can help us combat dyslexia. Teachers' level of knowledge about
dyslexia, problems with dyslexic students, and their problem-solving skills are only
selected issues that need to be thoroughly researched to find practical solutions. Dyslexia
is a difficulty that affects dyslexic students, their parents, and teachers and has adverse
effects in many developmental areas. Therefore, research studies in this area should be
planned from an interdisciplinary perspective, so that we can understand dyslexia
comprehensively from all dimensions.
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Abstract

National policies, federal laws such as the Individuals with Disabilities Education Act (IDEA) of 2004, and
federal regulations have played an important role in the improvement of special education in the United
States (US). Especially, the IDEA (2004) policies have been crucial to achieving the federal government’s
national disability goals. However, political decision making is not easy and when a law and its policies were
intended to meet a goal, they may create a trade-off with another goal. This trade-off may cause conflict or
harm for the people who are intended to get benefit from the policy. Therefore, it is important to consider
possible trade-offs when making a policy decision. This study first described the goals that individual
government policies were designed to meet through the IDEA. Then, emphasized the specific role of the
procedural safeguards provisions of the IDEA in meeting government’s intended policy goals. Finally, this
study discussed equity and welfare, which are particularly intended through procedural safeguards
provisions of IDEA, and their trade-offs liberty and security respectively.

Keywords: Trade-off, policy goals, policy making, special education, IDEA.

0z

Ulusal politikalar ve Engelli Bireylerin Egitim Yasasi1 (IDEA) (2004) gibi federal yasalar, Amerika Birlesik
Devletleri'nde (ABD) 6zel egitimin gelismesinde énemli bir rol oynamistir. Ozellikle IDEA'nin kapsamis
oldugu egitim politikalari, federal hiikiimetin 6zel gereksinimli bireyler i¢in belirledigi hedeflere
ulasmasinda biiyiik bir 6neme sahiptir. Ancak, politik kararlar almak kolay olmamakla birlikte alinan
kararlar diger politik kararlar iizerinde olumsuz etki olusturabilmektedir. Bu etki, belirlenen politikalardan
fayda saglamay1 amaclayan Kisiler veya digerleri i¢cin olumsuz etkilere neden olabilir. Dolayisiyla, bir
politika karar1 verirken, kararlarin hedeflenen kisiler veya diger kisiler tizerindeki olasi etkileri géz 6niinde
bulundurulmalidir. Bu ¢alisma, dncelikle, ABD federal hiikiimetinin IDEA yasasi araciligiyla ulasmak istedigi
hedefleri aciklamakta, daha sonra IDEA’nin 6 temel ilkesinden biri olan stirece dayali yasal giivence ilkesinin
hiikiimetin belirledigi politika hedeflerini karsilamadaki rolii tizerinde durmaktadir. Son olarak, siirece
dayali yasal giivence ilkesi aracilifiyla amaclanan esitlik ve refah hedeflerine ulasmak icin uygulanana
politikalarin, bu politikalardan faydalanmasi amaglanan bireyler veya diger bireylerin 6zgiirliik ve giivenligi
lizerindeki potansiyel etkileri tizerinde durmaktadir.
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Introduction

Special education in the United States (US) has improved remarkably in the last half
century. Especially, advocates for children with disabilities and parents of these children
have played an important role in this improvement. From the beginning of 1960s, parents
of children with disabilities and their advocates began to use courts to enforce educational
authorities to provide equal education opportunities for children with disabilities (Yell et
al,, 1998). The federal government has not been insensitive to these efforts and court
cases, and developed federal policy goals. To achieve these goals, the federal government
enacted a landmark special education law Education for All Handicapped Children Act
(EAHCA) of 1975. This law was renamed as Individuals with Disabilities Education Act
(IDEA) later in 1990. The national disability policies intended to meet through IDEA have
been crucial to achieve federal government’s policy goals.

However, making policy decisions to reach intended policy goals is not an easy task.
When policy makers make policies they might be in a situation where they make
compromise between two decisions. For example, a policy which is intended to provide
equity among all children may restrict their liberty. This study argues that there is equity-
liberty and welfare-security trade-offs among the policy goals intended through the IDEA.
Particularly, the purpose of this study was threefold. First, this study described the goals
that individual government policies were designed to meet through the IDEA and its
provisions. Second, the specific roles of the procedural safeguards provisions in meeting
the government’s intended policy goals are explained. Third, this study discussed equity
and liberty, which are intended through procedural safeguards provisions of IDEA, and
their trade-offs liberty and security. This study discussed the trade-offs based on Deborah
Stone’s policy decision making theory in “Policy Paradox: The Art of Political Decision
Making” (Stone, 2012). Stone is arenowned author of policy whose theory clearly explains
the components and challenges of policy making. This study has a potential to alert policy
makers regarding to consider possible trade-offs when making a policy decision.

National Disability Policy Goals through IDEA

In the mid-1970s, the US Congress enacted a federal special education law called the
Education for All Handicapped Children Act of 1975. In 1990, this law was reenacted and
renamed as IDEA (Turnbull et al.,, 2007). The stated purposes of IDEA are (a) to ensure
that free appropriate public education is available for all children with disabilities; (b) to
protect the rights of children with disabilities and their parents; (c) to assist federal, state,
local, and educational agencies for providing education for all children with disabilities;
and (d) to ensure and asses whether enough effort is provided to educate children with
disabilities (IDEA, 2004). The IDEA is divided into four parts, labeled A, B, C, and D (IDEA,
2004). Part A contains basic foundations of the act. Part B covers services to children ages
three to 21. Part C addresses the importance of identifying and reaching newborns,
infants, and toddlers from birth to three years of age. Part D authorizes grant programs to
develop state and local education agencies’ capacities to educate students with disabilities
appropriately (IDEA, 2004). These grants are made available for various purposes
including personnel development, technical assistance, and parent training (IDEA, 2004).
The IDEA operates rules and regulations under six provisions. These provisions and their
purposes are briefly described:

e Zero reject ensures that full education opportunities are provided for all students

with disabilities between ages of three and 21.
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e Nondiscriminatory evaluation ensures all children are evaluated without bias or
discrimination.

e Individualized and appropriate public education ensures free, appropriate, and
individualized public education (FAPE) is provided to all children with disabilities
at the public expense.

o Leastrestrictive environment (LRE) ensures students with disabilities are educated
with typically developing students to the maximum extent appropriate.

e Procedural safeguards provision ensures all rights of students with disabilities and
their parents are protected.

e Parent participation ensures students with disabilities and parents collaborate
with schools during the determination and implementation of special education
services (IDEA, 2004).

These six provisions set out the rights that must be provided by state education
agencies (SEA) and local education agencies (LEA) (Turnbull et al., 2007). All these rights
guarantee free and appropriate education which aims to ensure equity and welfare for all
children regardless they have disability. Therefore, equity and welfare are two of the main
national disability goals that the government intended through IDEA.

Equity through IDEA

Inequity concerns were central to litigation that inspired the enactment of the IDEA in
1975 (Skiba et al., 2008). Before the IDEA, four millions of children with disabilities were
denied appropriate access to public education and many children with disabilities were
denied entry into public schools where they could get education with their typically
developing peers (U.S. Department of Education, 2023). Many children were either placed
in segregated classrooms or in regular classrooms with no support for their special needs
(U.S. Department of Education, 2023). All these circumstances were the clear sign of
inequity that enforced and encouraged federal government acting to provide equity
throughout IDEA.

Explaining the word equity without mentioning the word equality would not be
powerful enough to understand what equity really means. Although equity and equality
are sometimes used on behalf of each other, they have different meanings. While equity
is explained based on the dimensions of distributions, equality is simply uniformity in
distribution (Stone, 2012). For example, school staff can place two students, one with
disability and one without disability, in the same inclusive classroom. Then, school staff
may state that equal education is provided for these two students. In this example,
equality may have been provided, because both students were placed in the same
classroom. However, placing a child with disability in the same classroom with his or her
typically developing peers does not necessarily mean that equity is provided. Equity
would only exist when the varying needs of the student with disability are met because
meeting these needs is necessary to provide an equal educational opportunity for both
students (McLaughlin, 2010). Equity is based on the dimensions of distributions and
every distribution having three dimensions including the recipients, the item, and the
process (Stone, 2012). The recipients are the target population who get something, the
item is what is distributed, and the procedure is the method of distribution (Stone, 2012).
When this concept applied to special education, recipients are the students with
disabilities and their families, the items are the rights of students with disabilities that
were ensured through provisions of IDEA, and the procedure is the services that are
implemented through SEAs and LEAs. Skiba et al. (2008) suggests that equity in special
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education would be achieved through quality education services based on students’
needs.

From the first provision zero reject to the final provision parent participation, it is
clear that equity was intended through IDEA. The zero reject provision ensures equity
among the students with disabilities by accepting them all to school regardless of their
disability. Nondiscriminatory evaluation ensures equity among all students with
disabilities through an objective and appropriate evaluation regardless of their race,
color, or type of disability. The free appropriate public education and least restrictive
environment provisions ensure that students with disabilities are provided free education
with their typically developing peers at LRE to the extent possible so that they could be
given equal rights that are given to their typically developing peers. Finally, procedural
safeguards and parent participation provisions allow parents and students to track
whether all provisions of the IDEA were implemented with fidelity. If parents think that
their rights given through the IDEA is violated, procedural safeguards provision allow
them to act some dispute resolution options to defense their rights.

Welfare through IDEA

Welfare has been defined from the perspectives of different disciplines including
sociological, economic, and social policy (Greve, 2008). Economic perspective measured
welfare in terms of monetary wealth while sociological and social policy measured the
welfare in terms of happiness, not living in poverty, and wellbeing (Greve, 2008).
Therefore, somebody’s welfare depends on factors such as economic resources,
wellbeing, and quality of life.

The rights given through all provisions of the IDEA are a clear sign for IDEA’s
intention for welfare of children with disabilities and their parents at some level. As stated
earlier, provisions of IDEA ensure that all students with disabilities must be evaluated
objectively and be provided education at least restrictive environment based on their
individual needs. These provisions ensure students’ academic achievements are met and
their personal and social skills are improved (Turnbull, 2005) that ultimately increase
students’ welfare. IDEA recognize the family as the core unit of society and emphasize the
importance of parents by giving them rights and opportunities to actively participate in
their children’s education process (Turnbull et al., 2007). These given rights increase both
parents’ and children’s welfare by promoting education of children with disabilities based
on their individual needs and by involving parents to monitor the education and services
that their children receive.

One of the controversial issues in providing welfare is the determination of needs.
Sometimes, people who are intended to get benefit from the policies may claim some of
their desires as needs. Stone (2012) noted that to provide welfare, the government does
not intend to fulfill desires but needs. This explains why IDEA uses the term “appropriate
education” rather than “best education.” It is important to remember that IDEA does not
ensure best education but an appropriate education; the term “best” describes a desire
but the term “appropriate” defines a need. The following section explains specifically the
role of procedural safeguards provision of the IDEA to meet the policy goals of equity and
welfare.
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The Role of IDEA’s Procedural Safeguards Provision to Meet the Policy Goals of Equity
and Welfare

Among all provisions, the procedural safeguards provision of IDEA has a special role to
ensure other five provisions are implemented appropriately (IDEA, 2004). However, it
seems that this provision also makes equity-liberty trade-off and welfare-security trade-
off. To understand how these trade-offs were made, it is important to comprehend the
original purpose of procedural safeguards provision.

Procedural Safeguards Provision of the IDEA

The procedural safeguards provision of IDEA assures mutual enforcement between
education agencies and parents (Turnbull et al.,, 2007). This provision protects the rights
of students with disabilities and their parents against SEAs and LEAs which are
responsible for providing free, appropriate, and public education for children with
disabilities (Polloway et al., 2008). This provision also protects the rights of SEAs and
LEAs against actions by students and their parents (IDEA, 2004; Turnbull et al., 2007).
The procedural safeguards were categorized into groups including general safeguards,
the appointment of surrogate parents, and dispute resolutions (IDEA, 2004; Turnbull et
al,, 2007; Yell, 2012).

General safeguards for parents and students are in regard to the notice and consent
requirement (Mandic et al., 2012; Yell, 2012). Parental consent must be obtained before
a special education placement or replacement occur (IDEA, 2004; Mandic et al.,, 2012; Yell,
2012). The school must inform the parent before any initiation or change of student
identification, evaluation, and placement (IDEA, 2004; Yell, 2012). Additionally, the
parent must be informed if the school refuses an initiation or change in identification,
evaluation, and placement of the child (IDEA, 2004). Because a person under the age of
18 is considered a minor and incapable of exercising legal rights based on the general rule
of law, a parent holds and exercises legal rights on behalf of the child (IDEA, 2004;
Turnbull et al., 2007). In cases where there are no parents or a family member for any
reason, the agencies must appoint a surrogate to protect the right of the child (IDEA, 2004;
Turnbull et al., 2007). When a parent/surrogate or school disagrees with each other on
any matters (e.g. identification, placement, evaluation of the child with disability)
regarding their rights provided through IDEA, either party may request a due process
hearing. Due process hearing request is legal rights to given parents and schools to
resolve a conflict through legal settings (IDEA, 2004; Yell, 2012). For example, if a parent
refuses to consent for identification or evaluation, the school has a right to request a due
process hearing to conduct student identification or evaluation. Similarly, if a parent
disagrees with a state or local agency, IDEA requires that the state offer the parent
resolution to the issue through mediation first, rather than going through a due process
hearing (IDEA, 2004; Yell, 2012).

Furthermore, procedural safeguards provision ensures that independent evaluation
of the child is available at public expense upon request of the parents when parents
disagree with the evaluation of the school (IDEA, 2004; Yell, 2012). However, if the school
believes that the evaluation was appropriate, the school has a right to initiate a due
process hearing (IDEA, 2004; Yell, 2012).
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The Role of the Procedural Safeguards Provision to Meet the Equity Goal

The procedural safeguards provision of IDEA has a crucial role when issues are faced
regarding the rights of students with disabilities and their parents. Under IDEA, parents
can file a due process complaint in case they have a conflict with schools and local, and
state education agencies related to identification, evaluation, and educational placement
of their child (IDEA, 2004). For example: The 1Q of two students with disabilities was
measured with a measurement tool in English language. It seems that each student was
evaluated equally because they both were evaluated with the same measurement tool.
However, if one of the students speaks English as a second language with no proficiency,
then this student was not evaluated with equity. In this case, items, measurement tools in
this example, were distributed equally but not with equity because the items were not
distributed based on child’s needs according to Stone’s concept of distribution in equity.
In the same example, the student who speaks English as a second language may need a
different measurement (e.g. a measurement in child’s first language) to ensure that the
evaluation was conducted with equity. Under the protection of procedural safeguards
provision, in this case, if a parent thinks that the evaluation of their child was unfair, the
parent has a right for dues process hearing request (IDEA, 2004). Following court cases
explains the importance of due processes in the improvement of special education
services ensuring equity between children with disabilities and their typically developing
peers.

Larry P. v. Riles (1979) is a discrimination-based court decision which provides a
crucial example of how due process protected the right of a child to get nondiscriminatory
evaluation. In Riles (1979), six minority school children were placed in a special classroom
for the “educable mentally retarded” (EMR) based on results from the state’s 1Q test.
However, the students filed a lawsuit against the city and the city board of education,
alleging that their placement was unfair and in violation of both the Civil Rights Act of
1964 and the Fourteenth Amendment to the Constitution of the United States of America
because the IQ test was found to be discriminatory. The courts agreed with the students
and ordered state and local education agencies not to place the student in an EMR class
solely on the basis of an IQ test (Larry v. Riles, 1979). The result of this case not only
changed the discriminatory placement of six students but also changed the entire state
evaluation process that discriminated against minority students (Turnbull et al., 2007).

Timothy W. v. Rochester (1989) is an important court case regarding a violation of the
zero rejects provision of IDEA. Within this court case, the Rochester School District
rejected Timothy from special education services claiming that the student was not
capable of benefiting education, thus needed medical care rather than special education
services. However, considering IDEA’s zero reject provision, Timothy’s family argued that
their child was entitled to free appropriate public education. The court found that the
school district’s interpretation of the law was wrong. The law was intended to develop a
special education service based on student needs. The statement “benefit from” was never
intended to deny a student’s educational rights. The court ruled that all children with
disabilities, no matter how severe their disability, are entitled to free appropriate public
education. The court decided that Timothy must be accepted into school and an IEP must
be developed (Timothy v. Rochester, 1989; Turnbull et al., 2007).

Special education history in the US has many similar court cases that demonstrated how
the rights of children and parents are protected through the procedural safeguards
provisions of IDEA. All these cases demonstrated that equity is one of the goals that
federal government intended to achieve through IDEA. However, equity goal made a
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trade-off with liberty. There is a need to understand the term liberty, in its context as a
policy goal before explaining the trade-off between equity and liberty.

Liberty. The famous author on the subject of liberty, Isaiah Berlin, discussed the
liberty as negative and positive concepts of liberty (Berlin, 2002). These most common
concepts have been discussed throughout the history by many philosophers. The negative
liberty refers to the absence of obstacles, barriers, or interference from others (Isiktas,
2019). In this concept, the government can restrict the liberty of someone only in a case
to prevent harm to others; therefore, people should be free to do what they want unless
they harm others (Stone, 2012). The concept of positive liberty refers “having active
support from others to ensure health care, education, income, literacy and physical
security” (Stone, 2012, p.124). Positive liberty depends on external sphere and provided
by external institutions such as government (Isiktas, 2019).

According to applications of the positive liberty, a government has to aim to create
conditions necessary for its citizens to make sure their citizens are self-sufficient (Berlin,
2002). If the liberty of someone is constrained by regulations, this would mean to invasion
of someone’s liberty (Isiktas, 2019). People should be able to overcome obstacles and
eliminate barriers to achieve the liberty (Berlin, 2013). This achievement depends on a
person’s access to needs such as health care, education, income, power, and physical
security (Stone, 2012). In realistic world, people do not have access to these needs
equally. Therefore, the policy makers consider this circumstance when making a policy
decision.

The Role of the Procedural Safeguards Provision in the Equity-Liberty Trade-
off. Throughout the procedural safeguards provision of IDEA, equity was intended by
giving rights both for parents and schools. The IDEA requires that professionals inform
parents about their rights and the placement of a child, and use the parents’ knowledge of
their child when deciding an appropriate education for the child (Kalyanpur et al., 2000).
By doing that, IDEA ensures an important role for parents as collaborators, where families
are expected to be an equal and full partner with schools (Kalyanpur, et al., 2000).
However, although it seems that both parents and school agencies seem as equal partners,
there are some inequalities that restrict parents’ liberty. The procedural differences based
on roles and position of both sides cause equity-liberty trade-off that is apparent in
dispute resolution options.

In case of conflict with schools, parents defend their rights through following dispute
resolution options given through procedural due process provisions of IDEA. First,
parents might solve the problem through communication with school. If this option does
not work, a mediation can be initiated. A mediation is a voluntary action that gives parents
and schools another chance to resolve their disagreements (Center for Appropriate
Dispute Resolution in Special Education, 2021). Both parents and schools may request
mediation upon request. A mediator helps parents and school to solve the problem as
third party. If a mediator cannot solve the problem, the parents may file a written
complaint to start a due process that ends with hearing. Final option for parents is filing
a complaint with state if parents think the school is violating their rights given through
IDEA (Yell, 2012). Although these options seem helping parents to protect their rights, if
a parent is less educated, less knowledgeable, fighting against a powerful school, the
parent’s liberty to protect their rights is restricted based on Berlin’s positive concept of
liberty that emphasize the necessity of power, education, income, and health. US
Government Accountability Office examined the dispute resolution activities in 5 states
and indicated that high minority districts usually had low dispute resolution activities.
Possible legal costs, language barriers, retaliation fears are stated as hurdles that effects
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parents’ desire to pursue dispute resolution services (U.S. Government Accountability
Office, 2019).

In some cases, parents may will to go through procedural due process, but may not
have enough knowledge in understanding entire dispute resolution process and their
position in these cases. A special education advocate may help parents in these
circumstances, but they may want to charge for these services, especially those who serve
as professionals. Thus, parents need to have economic freedom to have an advocate to
defend their rights. If the parent is poor, their liberty to have an advocate is restricted.

The Role of the Procedural Safeguards Provision to Meet the Welfare Goal.
Welfare depends on fulfillment of human need, therefore, the needs of someone should
be considered in order to provide welfare (Stone, 2012). One of Stone’s (2012)
conceptualized dimensions of need is identified as intrinsic vs. instrumental value, which
refers that resources are important not only to meet immediate needs but also to enable
people to meet their broader goals. In the previous example, there were two students
whose 1Qs were measured with the same instrument, even though one of the student’s
primary languages was not English. In this example, based intrinsic vs. instrumental value
concept, the evaluation has an intrinsic value to determine the child’s placement, which
will then fulfill the student’s needs. The evaluation also has an instrumental value for the
child’s ultimate welfare. However, if the child’s evaluation is not conducted properly, the
student might be placed in a more restrictive environment that may negatively affects the
child’s ultimate welfare. Therefore, in order to ensure children’s ultimate welfare, IDEA
ensures nondiscriminatory evaluation and placement in the least restrictive
environment.

The procedural safeguards provision of IDEA ensure welfare both for children and
parents by giving parents rights to monitor their child’s education and take some actions
in case they have conflict with school. Parents are often worried about whether their child
is educated based on their needs. Procedural safeguards and parent participation
provisions seek to fulfill the worries of parents by involving them into dispute resolution
processes regarding the procedure of their child’s evaluation, placement, and education.
Thus, the procedural safeguards provision not only ensures the welfare of the child but
also ensures the welfare of the parents. However, this provision also creates a trade-off
with another policy goal security. In order to understand the welfare-security trade-off, a
discussion of the term security, in this context, must take place.

Security. The meaning of security may vary based on policy areas. Economic security,
food security, cyber security, and personal security are different types of securities that
are concerned by people (Cavelty, 2020; Grigoreva & Garifova, 2015; Martinez et al.,
2018). Economic security has an important role in our daily life because it may indirectly
affect other securities such as food security, personal security, and safety. Someone’s
economic security depends on stable income or other resources needed to cover standard
living expenses and essential needs. For example, if someone does not have a job, it is
highly probable that the person’s food security is at risk as well. People who consider their
job as insecure have worse physical and mental health compared to those who feel more
secure (Burgard et al., 2009). Thus, if the government intends to provide welfare for
individuals with disabilities, it must ensure that those individuals have economic security
to afford their needs. However, individuals with disabilities or with other health
impairments often have a decreased likelihood of pursuing their education and finding an
employment (Myklebust, 2013). Therefore, compared to people without disabilities,
people with disabilities are more likely to have economic insecurity.
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The Role of Procedural Safeguards Provision in the Welfare-Security Trade-off

Security concerns are available also for educators because they might be worried about
losing their job. The governments’ policy to meet welfare goal for students with
disabilities create welfare and security trade-off against schools and teachers. When
addressing the welfare and security trade-off, it is important to mention the No Child Left
Behind Act (NCLB) of 2001, which holds educators accountable for announcing higher
academic standards (Berryhill, et al, 2009; No Child Left Behind [NCLB], 2002). NCLB was
replaced by Every Student Succeeds Act in 2015. Berryhill et al. (2009) conducted a study
to examine teachers’ perception of the unintended consequences of accountability policy
on their welfare. The study indicated that emotional exhaustion and concern of teachers
about low self-efficacy were consequences of accountability policy. The results of the
study demonstrated that while accountability policies tend to increase student
achievement, these policies also made welfare-security trade-off because they cause job
insecurity for teachers. On the contrary, for example, in Tirkiye there are no
accountability policies for general education classrooms in public schools. It is not a
written rule, but when a student fails, usually the student is found responsible from his or
her failure, not the teachers. Therefore, when teachers work in a public school, they feel
secure because they cannot be terminated based on student performance. Thus, teachers
are more secure in their job. However, absence of accountability policies in Ttirkiye might
make a trade-off with student success because there is no obligation enforcing teachers
to increase student success.

Furthermore, in the US, schools and educational agencies are held accountable to
provide free, appropriate, and public education for students with disabilities (IDEA,
2004). By doing so, immediate and ultimate needs are addressed for the welfare of
children with disabilities (Stone, 2012). However, the rights given to children with
disabilities and their parents to ensure their welfare may then decrease teachers’
psychological security. Teachers know that if they violate a student’s rights, the family
could begin a legal suit. Therefore, the rights of parents given through the procedural
safeguards provisions of IDEA may increase teachers’ worries about job security. This
situation may then cause harm to the teacher’s mental health.

Conclusion

This study explained that government policies are designed to reach intended goals.
However, decision making on policies is not an easy task because an act to reach an
intended goal may create trade-off with another goal. This study highlighted that,
throughout federal law IDEA, the US government intended to provide equal educational
opportunities and welfare for all children, regardless they have disability. The US
governments’ intended policy goals equity and welfare through IDEA are explained with
the emphasis in procedural safeguards provision of IDEA. It is highlighted that while the
procedural safeguards provisions of IDEA were intended to protect the equity and welfare
goals in national disability policy, it also created a trade-off with liberty and security. The
procedural differences in regard to roles and position of parents and LEA/SEA causes
equity-liberty trade-off because a parent might not have necessary power, education and
income to fight against a powerful school. Thus, parents’ liberty to protect their children’s
equity right is restricted. Similarly, accountability policy which holds teachers
accountable for announcing higher student performance may makes teachers feel
insecure in their job, and it also may harm teachers’ metal health. The literature is limited
in research exploring the potential trade-offs between special education policy goals.
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More research in this context would help special education policy makers on aware of
potential trade-offs.

Suggestions for the Policy Makers

This study highlighted that making a policy decision is a critical task that should be
considered in all its aspects. Therefore, this study reminds policy makers to consider
possible trade-offs between goals. When a policy decision is made for a particular goal, its
potential trade-offs with another goal should be considered. In addition, when a policy
decision is made for a particular group, policy makers should ensure that these decisions
should not trade-off with benefits of other groups.
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Abstract

The purpose of this study was to evaluate the perceived self-competence of youths with visual impairment
in Turkey in the Expanded Core Curriculum (ECC) areas. To examine how youths with visual impairment
perceive their self-competence within the nine ECC areas, an ECC screening tool developed by the lowa
Department of Education was adapted into a five-point Likert-type scale (ranging from 1 = strongly disagree
to 5 = strongly agree). Participants were 118 high school students with visual impairment across Turkey.
Statistical analysis procedures included descriptive and nonparametric methods. The descriptive statistics
were used to determine how participants perceive their competences in the nine ECC areas. The Mann-
Whitney U test was used to compare the differences between the mean ranks of self-competence levels
within the independent groups. Gender, grade level, and socio-economic level were the variables that
evidenced significant differences (p < .05) among the participants’ self-competence levels in the ECC areas
of independent living, career education, orientation and mobility (0&M), recreational and leisure skills. The
findings demonstrated that some demographic variables may be considered as possible factors contributing
to perceived self-competence of youths with visual impairment. As one of the earliest studies relating to
ECC skills of youth with vision impairment in Turkey, practitioners may find value in the construct of Likert-
type scale to measure the perceived self-competence of youths with visual impairment in the ECC areas.
Keywords: Expanded Core Curriculum, self-competence, visual impairment.

0z

Bu arastirmanin amaci gérme yetersizligi olan lise 6grencilerinin Genisletilmis Cekirdek Miifredat (GCM)
alanlarindaki 6z yeterlilik diizeylerini belirlemektir. Gorme yetersizligi olan lise 6grencilerinin GCM’'nin
dokuz beceri alaninda 6z yeterliklerini nasil algiladiklarini incelemek igin ABD’nin lowa Eyaleti Egitim
Bakanlig1 tarafindan gelistirilen GCM tarama araci 5’li Likert 6l¢egine uyarlanmistir (1=hi¢ katilmiyorum,
..., 5= tamamen katiliyorum). Tiirkiye genelinde gérme yetersizligi olan 118 lise 6grencisi (15 ile 19 yas
arasi) ¢alismaya katilmistir. Calismanin verileri nicel veri ¢oziimleme tekniklerinden betimleyici analiz ve
parametrik olmayan yontemlerle analiz edilmistir. Betimsel istatistik katilimcilarin GCM'nin dokuz beceri
alaninda kendi yeterliliklerini nasil algiladiklarini belirlemek icin kullanilirken, bagimsiz gruplar igindeki
0z yeterlilik diizeylerinin sira ortalamalar1 arasindaki farklar1 karsilastirmak i¢in Mann-Whitney U testi
kullanilmistir. Katilimcilarin cinsiyetleri, sinif diizeyleri ve sosyo-ekonomik diizeyleri ile GCM’nin {i¢
alanindaki 6z yeterlilik diizeyleri (bagimsiz yasam, kariyer egitimi, bagimsiz hareket ve bos zaman
etkinlikleri) arasinda anlaml farklilik bulunmustur (p < .05). Calismanin bulgular1 bazi demografik
ozelliklerin gorme yetersizligi olan 6grencilerin GCM alanindaki 6z yeterliligini etkileyebilecegini ortaya
cikarmustir. Tiirkiye’de gorme yetersizligi olan 6grencilerin GCM becerileri ile ilgili alanda yapilan ilk
calismalardan biri olan bu arastirmada kullanilan tarama aracimi 6gretmenler/egitimciler goérme
yetersizligi olan 6grencilerin GCM ile ilgili yeterliliklerini belirlerken kullanabilirler.
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30 Self-Competence of Youths with Visual Impairment

Introduction

The literature widely acknowledged that children and youths with visual impairment (i.e.,
who are blind and have low vision) need to learn additional skills within the scope of the
Expanded Core Curriculum (ECC) (i.e. orientation and mobility, assistive technology,
recreation and leisure, self-determination, independent living skills, social interaction
skills, compensatory skills, career education, sensory efficiency) to access the general
education curriculum (Hatlen, 1996; Lewis & Allman, 2014; Sapp & Hatlen, 2010). Several
studies have highlighted the value to students with vision impairment of acquiring skills
in the ECC content areas, which include compensatory access, independent living,
orientation and mobility (O&M), assistive technology, recreational and leisure, sensory
efficiency, social interaction, career education, and self-determination skills. For example,
teaching independent living and self-determination skills were found to be strong
predictors for attending a postsecondary institution or finding employment by
individuals with visual impairment (Wolffe & Kelly, 2011). Similarly, a study by Douglas
and Hewett (2014), which involved interviews with 70 youths with visual impairment in
the UK, suggested that teaching ECC skills can maximize the independence and readiness
for employment. As another example, McDonnall and Crudden (2009) investigated
factors affecting successful employment and their relation to ECC areas. Self-
determination skills and ability to use assistive technology were found to be significantly
associated with employment for transition-age youths with visual impairment.

In fact, receiving education in the ECC content areas may not only increase the level
of independence and readiness of individuals with visual impairment for employment but
also make a considerable impact on their perceived self-competence. As Valiente and their
colleagues (2008) stated, children with high perceived self-competence tend to exert
more effort and feel more intrinsically motivated towards their goals. In this context, it
may well be argued that high perceived self-competence in the ECC content areas can help
children and youths with visual impairment to identify their strengths and weaknesses
and reach their full potential in adulthood.

However, the relevant literature illustrated that no single study has examined the
perceived self-competence of youths with visual impairment in all ECC content areas,
while only a limited number of studies have investigated the self-competence of children
and youths with visual impairment in relation to the ECC skills (e.g., Robinson &
Lieberman, 2004; Shapiro et al. 2005; Zhou et al. 2013). Therefore, this study aimed to
contribute to the literature by reporting the perceived self-competence of youths with
visual impairment in nine ECC content areas in Turkey. It was also considered that
investigating how youths with visual impairment perceive their competence within the
ECC content areas would provide valuable insights for the Turkish context. Since the ECC
is not formally recognized and included in the Turkish education system (Islek, 2017, p.
52), it was assumed that this study may provide useful insights for implementing the ECC
in Turkey by emphasizing the ECC content areas that need more attention.

Considering the highlighted positive outcomes of having the ECC skills of youths with
visual impairment in the literature (e.g., McDonnall &Crudden, 2009; Douglas & Hewett,
2014; Wolffe & Kelly, 2011), perhaps the most critical time for feeling self-competent in
the ECC skills is at high school level because youths with visual impairment will be looking
for employment opportunities or considering pursuit of an undergraduate education at
postsecondary institutions after graduation. Therefore, high school students with visual
impairment (aged 15-19) were targeted to be participants in the study. Accordingly, the
following research questions were investigated:
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1. How do high school students with visual impairment in Turkey rate their self-
competence levels (i.e., their views about their skills) in the ECC content areas?

2. Do perceived self-competence levels of the participants differ based on their
demographic characteristics, including gender, grade level, parents’ education
levels, school category (i.e., general education and special education), and school
type (i.e., private and public)?

Method
Procedures

This study utilized a quantitative research design to seek responses to the research
questions through a survey method which helps researchers to gather numerical data
representing population’s attitudes or opinions about a specific topic (Creswell &
Creswell, 2018). A purposive sampling strategy (Cohen et al., 2017) was used to recruit
high school students with visual impairment. To be included in this study, participants
had to meet these following criteria: (a) identified with a visual impairment and (b)
enrolled in a public or private high school in Turkey. High school students who were
registered as visually impaired were identified through the Ministry of National
Education, a government entity responsible for the supervision of public and private
educational system in Turkey. Then, ethics clearance and permission to access the student
population were obtained from the Ethical Board of Educational Research and
Development Directorate of the Ministry of National Education in Ankara, Turkey.
Following the ethical clearance, 231 school principals who had at least one enrolled
student with visual impairment in their high school were contacted through email. The
school principals were asked to send the parental consent form, which included
information about the study, to the parents of those students. The school principals were
contacted again to send the survey link and the cover letter (which included the purpose
of the study and a statement concerning informed consent of the participants)
electronically via survey software Qualtrics.com to students whose parents signed the
consent form. Prior to sending the survey link, the school principals were also reminded
to provide an assistant, a screen reader, or a different interface to ensure the access of
those students. A total of 142 students responded to the survey but only 118 of them
completed.

Participants

Participants in this study included 118 high school students, of whom 73 were females
and 45 were males. Nearly half of the participants reported that they were in the final year
of their high school education (i.e.,, grade 12). Only fourteen percent of participants
reported that they were in preparation class of high school education (see Table 1).

A majority of the participants were enrolled in general education schools alongside
their sighted peers. Only fifteen percent of the participants attended special education
schools designed for students with visual impairment, which can be considered as either
public or private schools. Participants were asked to report whether they were enrolled
in public or private schools. Overall, sixty-one percent of the participants indicated that
they attended public schools, and thirty-nine percent attended private schools.
Additionally, they were asked to report the condition of their visual impairment (i.e.,
totally blind and low vision). Only twenty-two percent of the participants reported that
they identified themselves as totally blind individuals. Most participants indicated that
they described themselves as individuals with low vision. Regarding parents’ education
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levels, among the participants’ mothers, almost half of them had earned a degree from an
elementary school. When compared to the mothers’ education level, the fathers were
more evenly distributed and at least half of them had completed a degree in high school
or above (see Table 1).

Table 1. Demographic Characteristics of the Participants (n = 118)

Variable F %
Gender
Female 73 62
Male 45 38
Grade level
Preparation class 16 14
Grade 9 13 11
Grade 10 21 18
Grade 11 20 17
Grade 12 48 41
School category
Special education 17 15
General education 101 85
School type
Public 60 51
Private 58 49
Father education level
No formal schooling 3 3
Elementary school 31 26
Middle school 23 19
High school 32 27
College 24 20
Graduate School 5 4
Mother education level
No formal schooling 11 9
Elementary school 50 42
Middle school 18 15
High school 26 22
College 12 10
Graduate School 1 1
Level of visual functioning
Totally blind 26 22
Low vision 92 78
Instrumentation

A five-point Likert-type scale was created to collect the opinions of high school students
with visual impairment regarding their competencies in the ECC content areas. The
Likert-type scale was adapted from an ECC screening tool of the lowa Department of
Education for children with visual impairment (Sapp & lowa ECC Resource Team, 2006).
Dr. Sapp’s permission was received through email to use the screening tool for research
purposes. The tool was translated into Turkish by two of the authors separately. Then,
they compared their translations in order to select the most convenient explanations of
each item of the tool. The items in the screening tool were then transformed into a five-
point Likert-type scale ranging from 1 = strongly disagree to 5 = strongly agree. Statements
such as “I am good at eating/food management” and “I am able to use public transport”
were included. At this stage, an expert review was obtained from a specialist working in
the area of visual impairment education. He examined the translation of each statement
and adjusted some of the items to the Turkish education context. His assessment of the
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Likert-type scale strengthened the face and content validity of the instrument (Ruel et al.
2016).

The final survey consisted of six demographic questions and 97 Likert-type scale
questions. Then, the Likert-type questions were reduced to 75 considering their
compatibility with students both who are totally blind and have low vision. The
demographic questions included gender, grade level, school category (i.e., general
education and special education school), school type (i.e., private and public school),
parents’ education levels, and level of visual functioning (i.e., totally blind and low vision).
The total number of questions for ECC content areas ranged from 8 to 12: compensatory
access (8); career education (8); independent living (8); O&M (8); recreational and leisure
(8); self-determination (11); social interaction (6); technology (6); and sensory efficiency
(12). Prior to data collection, the Likert-type scale was pilot tested by a person with visual
impairment via Job Access with Speech screen reader software. The pilot test provided an
opportunity to make the wording more precise and optimize the accessibility of the
survey in terms of text, color, contrast, and design.

Data Analysis

Data was exported from Qualtrics.com to use in the SPSS statistical software for analysis.
The statistical analysis process consisted of descriptive and nonparametric methods.
Median values of each item were calculated and then averaged to create a composite score
for each ECC content area. The composite scores reduced the potential for information
overload and allowed the presentation of the data more concisely. The composite scores
became the outcome of this study. The Mann-Whitney U test was used to compare the
findings based on gender, grade level, parents’ education levels, school type, and school
category. This test was used as a nonparametric alternative to the independent t-test
(McKnight & Najab, 2010). The alpha value was set a priori at .05. During data analysis,
whenever a statistical significance was found between the comparisons of two groups, the
results were reported in relation to the research questions. Cronbach’s and split-half
reliability statistics were used to quantify the similarity of responses between items to
represent an outcome construct for measuring the internal consistency and reliability
(Portney & Watkins, 2009). Participants’ 118 responses for 75 questions showed a
Cronbach’s alpha of .97 and a split-half Spearman-Brown coefficient of .87 score which
indicated strong internal construct reliability.

Results

Research Question 1

The participants were asked to rate their self-competence levels in the nine ECC content
areas. Descriptive statistics were used to determine participants’ levels of self-
competences in each ECC area. The results illustrated that participants seemed to rate
their self-competences slightly lower in the areas of compensatory access (Mdn = 4.00; SD
=.71) and technology skills (Mdn = 4.00; SD = .67) compared to the other areas, including
career education (Mdn =5.00; SD = 1.13), independent living (Mdn = 5.00; SD = 1.29), 0&M
(Mdn = 5.00; SD = 1.17), recreational & leisure skills (Mdn = 5.00; SD = 1.14), self-
determination (Mdn = 5.00; SD = .93), social interaction (Mdn = 5.00; SD = .95), and
sensory-efficiency skills (Mdn = 5.00; SD = .87). Since the self-competence level of
participants was slightly lower compared to the other areas, further analysis was
conducted to investigate item contents in these two areas.
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Descriptive statistics illustrated the specific items that participants rated slightly
lower in the compensatory access and technologic skills. As seen in Table 2, less than half
of participants rated their self-competence at a high or very high level in scientific
notation and use of charts, graphs, and maps relating to the compensatory access skills.
Descriptive statics also showed that participants rated their competences slightly lower
in relation to technology skills. For example, nearly half of them rated their self-
competence at a high or very high level in the use/management of electronic texts (see
Table 2).

Table 2. Participants’ Lowest Ratings for ECC Skills (N = 118)

Responses
rated 4 or 5

ECC areas

Item Contents Mean Median SD n %
Compensatory Communication & type 3.35 4.00 .90 62 53
access Calculator 3.77 4.00 1.14 69 59

Abacus 3.70 4.00 1.10 72 61

Listening skills 3.80 4.00 .64 95 81

Study & reference 3.56 4.00 .85 74 63

Use of charts, graphs, and maps 3.32 3.00 1.21 53 45

Scientific notation 3.27 3.00 1.08 49 42

Music notation 4.03 5.00 1.27 76 64
Technology Computer 3.56 4.00 .79 73 62

Keyboarding 3.49 4.00 91 72 61

Use of assistive technology (e.g, 3.54 4.00 1.09 73 62

screen reader, screen enlargement,

voice output technology)

Managing/securing equipment 3.62 4.00 .73 80 68

Use/management of electronic  3.37 4.00 .95 60 51

texts

Use of mobile apps 3.65 4.00 1.04 78 66

Note. ECC = Expanded Core Curriculum

Research Question 2

The second research question targeted the differences in self-competence based on
gender, grade level, parents’ education levels, school category (i.e., general and special
education school), and school type (i.e., private and public school). As illustrated in Table
2, the female participants reported higher levels of self-competence compared to the male
participants in the areas of career education (z =-2.278, p < .05) and independent living
skills (z=-2.015, p <.05). In the career education area, the mean rank for female students
was 64.14 and for male students was 51.97. Similarly, in the independent living skills area,
the mean rank for female participants was 63.69 and for male participants was 52.70.
Considering that skills, knowledge, and attitudes relating to the ECC develop
gradually over time (Lewis & Allman, 2014), self-competences of participants who are in
the final grade of high school education were considered to be different than other
participants who are in lower grades. Therefore, in order to determine differences in self-
competence based on grade level, the level of self-competences of participants who are in
grade 12 and participants who are in lower grades (i.e., preparation class, grade 9, 10, and
11) were compared. Participants who are in grade 12 reported significantly higher levels
of self-competence compared to other participants in the areas of O&M (z = -3.294, p <
.05) and recreation, and leisure skills (z = -1.998, p < .05). The mean rank for grade 12
students was 71.04, and for those who are in below grade levels was 51.59 in O&M skills.
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Likewise, the mean rank for grade 12 students was 66.05 and for other participants was
55.01 in the recreation and leisure skills area.

Also, the differences between the self-competence levels of participants who
attended private schools and public schools were analyzed. The high school students with
visual impairment who attended private schools (mean rank = 65.97) reported a higher
level of self-competence than those who attended public schools (mean rank = 52.81) in
the area of independent living skills (See Table 3).

Table 3. Results of the Mann-Whitney Statistical Test (N = 118)

Statistical test
Variable ECC areas Mann- Wilcoxon z Assumption
Whitney U w significance
(two tailed)
Gender Career education 1303.5 2338.5 -2.278 .023
Independent living 1336.5 2371.5 -2.015 .044
Grade level Recreation & leisure 1365.5 3850.5 -1.998 .046
Orientation & mobility 1126.0 3611.0 -3.294 .001
School type Independent living 1352.0 3063.0 -2.483 .013

Note. Only statistically significant values (p < .05) are presented on this table. ECC = Expanded Core
Curriculum

It was also investigated whether there were differences between parents' education
levels and the participants' self-competence in nine of the ECC areas, but no significant
difference (p > .05) was found in this context. Similarly, further analysis between groups
of high school students based on school category did not reveal any significance
regarding mean ranks in the ECC areas.

Discussion

This study investigated the perceived self-competence of high school students with visual
impairment in the ECC content areas in Turkey. The results shed some light on several
questions both at local and international levels. First, the findings of rated ECC areas
among youths with visual impairment provided useful insights for the Turkish context.
For example, the participants rated their self-competence scores slightly lower in the
areas of compensatory access and technology skills compared to the other ECC content
areas. The low scores in these areas may be considered as a lack of appropriate formal
instruction in the ECC areas in Turkey. Thus, a study by Akbayrak (2019) indicated that
teachers working with students with visual impairment mostly conceptualized their roles
as providing access to curriculum rather than developing independence of students in
Turkey. Considering the ECC is not formally recognized and included in Turkey (Islek,
2017), it may well be argued that students with visual impairment is required to be
provided with opportunities to develop and promote their ECC skills in schools.
Similarly, the low scores in technology skills suggest a lack of fundamental skills of
students with visual impairment to access online information through assistive
technology devices designed for individuals with visual impairment. This finding may be
related to a lack of systematic training in assistive technology skills for children and
youths with visual impairment, as indicated in the study of Akbayrak and Douglas (2022),
in which they examined the roles of teachers working with students with visual
impairment in Turkey. Given that Zhou et al. (2013) found that youths with visual
impairment who self-reported lower competence in assistive technology skills were less
likely to be employed, the results reported here the need for implementing systematic
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training to develop assistive technology skills for children and youths with visual
impairment in Turkey.

The study also provided valuable insights into the perceptions of students with visual
impairment that are applicable more broadly than the Turkish context. The findings
indicated the influence of some demographic characteristics of youths with visual
impairment on their perceived self-competence. For instance, the female students
reported higher self-competence in career education and independent living skills
compared to the male students. The female participants seemed to believe that they can
identify educational service options, explore options for career programming, and they
can manage dressing, personal hygiene, and time concepts better than male participants.
Similar to the current findings, gender was considered as an important variable in the
study of Wei and Marder (2012), in which they found higher self-esteem and self-concept
scores in female students with visual impairment than male students with visual
impairment in these two areas. As well as gender, the findings illustrated that the grade
level of students with visual impairment may influence their self-competences. The
participants in this study who were in the final year of their high school education
reported that they felt more competent in O&M and recreational and leisure skills
compared to the participants who were in lower grade levels. As Shapiro et al. (2005)
stated, the perceived competence of children with visual impairment on differentiation
and judgment of their performance tends to improve with age. Therefore, it may well be
argued that as youths with visual impairment get older, they feel more competent about
their ECC skills.

Assuming that parents of youths who enrolled in private schools may have upper
income level compared to youths who enrolled in public schools, the results indicated that
socio-economic level may be considered as a variable that impacts the self-competence
level of youths with visual impairment. This was because the participants who enrolled
in private schools reported higher self-competence on average in all areas of the ECC than
those enrolled in public schools. In particular, the results showed significant differences
in self-competence scores in the independent living skills area, such as dressing, food
management, personal hygiene, and time concepts in these two groups. Therefore, the
findings suggest that socio-economic background may influence perceived self-
competence scores of students with visual impairment in the ECC areas. The findings of
Kotb et al. (2011) suggested a similar influence. They found that children with visual
impairment from higher socio-economic backgrounds had a higher quality of life and self-
esteem than their peers with visual impairment from lower socio-economic backgrounds.
Consequently, the findings provided insights into possible variables, including gender,
grade level, and socio-economic level that may influence on the self-competence of youths
with visual impairment. However, there are so many factors not discussed yet such as
students' willingness to learn ECC skills, teacher training in the ECC skills, which might
have an impact on the students’ perceived self-competence. Thus, the results of this study
should be interpreted cautiously.

Limitations

The findings provided evidence of how high school students with visual impairment in
Turkey perceive their competence in the ECC areas. Therefore, investigating the
perceived self-competence of youths with visual impairment in other countries may
produce different results. Furthermore, this study used the method of self-report for data
collection through utilizing the Likert-type scale. Some individuals may like to avoid
extreme poles at each end of the continuum of the rating scales (Cohen et al., 2017), which
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could lead to the possibility of a measuring bias in perceived self-competence levels. For
this reason, the reported level of self-competence of the participants may not indicate the
“true” level of their competence in the ECC areas.

This study also has some limitations in terms of the representativeness of the
participants. The number of participants with total blindness (n = 26) were considerably
lower compared to the participants with low vision (n = 92). This study, therefore,
presented a limitation in the level of visual functioning ratio, which may impact the
generalizability of the findings to the larger society.

Implications

Collecting and analyzing data in a relatively unexplored area may be potentially beneficial
for developing effective self-reporting assessment tools for individuals with visual
impairment. Since there is no study found in the literature investigating perceived self-
competence of youths with visual impairment in all the ECC areas, this study offered a
methodological approach for researchers and practitioners who wish to evaluate how
youths with visual impairment perceive themselves in relation to the ECC skills.

The results of the study also revealed that youths with visual impairment in Turkey
perceive themselves lower self-competent in some of the ECC areas, including
compensatory access and technology skills. Future research may investigate the reasons
for low perceived skills in those areas among youths with visual impairment and reveal
the strategies that teachers would use to impact the ECC skills.
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Bu arastirmada Tiirkiye’de isaret dili egitimlerinde yasanan giincel sorunlarin betimlenmesi
amagclanmaktadir. Verilerin yari yapilandirilmis goriisme teknigi ile toplandigi bu arastirmada nitel
arastirma yontemlerinden fenomonoloji deseni kullanilmistir. Arastirmaya Tiirkiye'nin ¢esitli bolgelerinde
yasayan ve Turk isaret dili kurslarinda isaret dili egitimi veren yetiskin isitme yetersizligine sahip bireyler
katilmistir. Katilimcilar farkli egitim diizeylerine sahip, isitme kaybi (90 dB iistii) olan iletisim olarak isaret
dilini kullanan ve isaret dili egitmenleridir. Her bir katilimc ile gériisme ortalama iki saat siirmiistiir.
Katilimcilara isitme engellilerin egitimleri ve isaret dili konularinda gesitli sorular yoneltilmistir.
Gorlismelerde elde edilen veriler, igerik analizi ile ¢oziimlenmistir. Bulgular, Tirkiye’'de isaret dili
egitmenligi icin yasal bir diizenlemenin olmadigini, isaret dili egitimlerinin ¢esitli kurs ve derneklerce
verildigini, isaret dili egitmenlerine yonelik kriterlerin olusturulmadigini, Tiirk isaret dili egitim
uygulamalarinda eksik ya da yanlis 6gretime siklikla rastlandigini géstermektedir. Arastirma kapsaminda
Tiirk isaret dilinin kullanim1 ve egitimine yonelik yonelik Milll Egitim Bakanhiginca politika gelistirmesi,
isitme yetersizligi olan bireylerin egitimine yo6nelik yontem konusundaki tereddiitlerinin giderilmesi,
isaret/sagir kiiltiiriiniin gelistirilmesi ve korunmasi i¢in calismalarin yapilmasi 6nerilmistir.

Anahtar Sézciikler: Tiirk isaret dili (TID), isitme yetersizligi, sagir, sagir kiiltiirti.

Abstract

In this research, it is aimed to describe the current problems experienced in sign language education in
Turkey. In this study, in which data were collected by semi-structured interview technique, phenomenology
design, one of the qualitative research methods, was used. Adult individuals with hearing impairment living
in various regions of Turkey and giving sign language education in Turkish sign language courses
participated in the research. Participants are sign language instructors with different education levels,
hearingloss (over 90 dB), using sign language as communication. The interview with each participant lasted
an average of two hours. Various questions were asked to the participants about the education of the
hearing impaired and sign language. The data obtained from the interviews were analyzed by content
analysis. The findings show that there is no legal regulation for sign language teaching in Turkey, sign
language training is given by various courses and associations, criteria for sign language trainers are not
established, and incomplete or incorrect teaching is frequently encountered in Turkish sign language
education practices. Within the scope of the research, it was suggested that the Ministry of National
Education should develop a policy for the use and education of Turkish sign language, eliminate the
hesitations about the method for the education of individuals with hearing impairment, and work to develop
and protect the sign/deaf culture.
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Giris

Tirk isaret dilinin kullanimi ve buna duyulan ihtiya¢ oldukg¢a eski tarihlere
dayanmaktadir. Oyle ki Tiirk isaret dilinin kullanimina iliskin ilk érneklere Selguklu ve
Osmanl saraylarinda rastlanmaktadir. Osmanl saraylarinda isitme engellilerin istthdam
edildigi, sagirligin zaman zaman avantaja dontistiigii de belirtilmektedir (Akalin, 2013).
Turkiye’'de egitim ortamlarinda ilk kullanimi1 Maarif Nazir1 Miinif Pasa’nin destegi ile 1889
yilinda ilk Dilsizler Mektebinin a¢ilmasiyla baslamistir. Osmanh Devleti ve Tiirkiye
Cumbhuriyeti'nin ilk donemlerinde c¢esitli nedenlerle sagirlar okulu strekli agilip
kapatilmis veya okullarin yeri degistirmistir. Bu nedenle egitim kurumlarinin kalici
olmamasi isaret dili kiltliriiniin yerlesmesini de olumsuz etkilemistir. 1880 yilinda
gerceklestirilen Diinya Isitme Engelliler Konferansinda isitme yetersizligine sahip
bireylerin egitiminde isaret dili yerine s6zel dilin kullanilmasinin daha islev olacagi
diistiniilmiis ve tavsiye karari olarak benimsenmistir. Cumhuriyetin ilani ile birlikte
Osmanlica yerine Latin alfabesinin kullanilmaya baslanmasi, isaret diline yonelik tek el
kullanimindan iki el kullanimina dogru bir degisiklige neden olmustur. Siireg icerisinde
gerceklesen bu degisimler Anadolu Universitesinde isitme yetersizligine sahip bireyler
yonelik Isitme Engelli Cocuklar Egitim, Arastirma ve Uygulama Merkezinin (ICEM)
acilmasina vesile olmustur. Isitme engelli cocuklar i¢in sézle dil kullaniminin alanyazinda
tavsiye dilmesi ICEM’in de bu yéntemi benimsemesini saglamistir. Ayrica benimsenen bu
yeni yaklasim isitme engelliler o6gretmenligi lisans programlarinin icerigini de
etkilemekle birlikte, akademik calismalarin da yoniini degistirmistir. Bu baglamda
yurutilen akademik ¢alismalar daha ¢ok sozel dilin yayginlastirmasini temel almistir.

So6z dil yaklasimi ile egitime baslamayan isitme engelli ¢cocuklar icin isaret dili
alternatif bir yontem olarak varligini devam ettirmistir. Uzun yillar isaret dilinin
miifredati a-ya da ¢ercevesi tam netlik kazanmamistir. Bu baglamda profesyonel olarak
isaret dili calismalarinin dilbilimci Zeshan tarafindan 2002 yilinda baslatildigini
belirtmek gerekmektedir (Zeshan, 2002; 2003). Tiirkiye'de ise isaret diline iliskin ilk
kapsaml ¢calisma Milli Egitim Bakanlhigi tarafindan 1990’h yillarda baslatilmis olup 1995
yilinda [saret Dili Kilavuzu yayinlanmistir. Millf Egitim Bakanliginda tarafindan yiiriitiilen
bu ¢abalarin 2000°li yillarda da devam ettigi goriilmektedir. Bu ¢abalari tiniversitelerde
bu alanda yiritiilen bilimsel arastirmalar takip etmistir. Bu yillarda yaygin olarak
yuritiilen bu ¢abalarin sonucunda 2006 yilinda Tirk Dil Kurumu ile Milll Egitim
Bakanlig, Tiirk Isaret Dili Calistay1 gerceklestirerek isaret dili calismalarini profesyonel
bir platforma tasimislardir.

Bu yillarda yaygin olarak yiritilen c¢abalar, isitme engelli cocuklarin egitim
ortamlarina yonelik bazi yasal diizenlemeleri de beraberinde getirmistir. Isitme
yetersizligi olan o6grencilere 6zel egitim okullarinda okul oOncesi, ilkégretim ve
ortadgretim diizeyinde yatih ve giindiizlii egitim hizmetleri 573 Sayih Ozel Egitim
Hakkinda Kanun Hiikmiinde Kararname ile diizenlenmistir. Tiirkiye’de isitme yetersizligi
olan ¢ocuklar, gereksinimleri ¢cercevesinde ayri ve genel egitim ortamlarinda egitimlerini
siirdirmektedir. Bu egitim ortamlarinda isitme yetersizligi olan ¢ocuklarin egitimleri
brans 6gretmenlerinin yansira birlikte 2016 yilina kadar isitme engelliler 6gretmenligi
programindan mezun Ogretmenler tarafindan yuritilirken bu tarihten sonra
programlarin birlestirilmesiyle 6zel egitim 6gretmenligi programlarindan 6gretmenler
tarafindan yirutilmeye baslanmistir. Bu egitim ortamlarindan sadece isitme engelliler
okullarinda egitim, dogal isitsel sozel yonteme gore verilmektedir (Girgin, 2003;
Tufekcioglu, 1989). Ancak alan mezun sayilarinin giderek azalmasi nedeniyle gerek sozel
yontem gerek isaret yontemine yonelik okul kiltiirii kaybolmaya baslamistir. Bununla
birlikte isitme engelliler okullarinda c¢alisan 6gretmenler genel olarak sozel yontemi
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benimsemis olsalar da isaret dilinin de egitim ortamlarinda kullanilmasi gerektigini
diisiinmektedirler (Selvi, 2004). Tiirk Isaret Dilinin kullanicilar1 olan isitme engelli/sagir
toplumunun (isaret dili kullanan katilimcilar isitme engelli yerine sagir toplumu sézclgi
kullaniminda 1srar etmektedirler) isaret dilinin o6gretimi, yayginlastirilmas:1 ve
kullaniminda 6ncelikli s6z haklarinin oldugundan hareketle arastirmada tilkemizde isaret
dili ogretiminde yasanan sorunlarin betimlenmesi amac¢lanmaktadir.  Arastirma
kapsaminda su sorulara cevap aranmistir:

1. Tirk isaret dili 68retiminin 6niindeki olasi engeller nelerdir?

2. Turk isaret dili 6gretimine yonelik yasan sorunlar nelerdir ve bu sorunlarin

¢ozlimiine yonelik ne tir calismalar yapilabilir?

Yontem

Arastirma Modeli

Isaret dili egitimleri isitme engelli/sagir bireylerin kendi deneyimlerinden yola ¢ikilarak
zenginlesmistir. Patton (2014), alanyazinda konu hakkinda yeterli bilgi birikiminin
olmamas1 derinlemesine kesif imkani sunan nitel arastirmalarin tercih edilmesi
gerektigini vurgulamaktadir. Bu baglamda arastirmada, sagir bireylerin kendi
gercekliklerini meydana getiren deneyimlerine ve bir olguya iliskin anlamlandirmalarina
odaklanan (Creswell, 2015) fenomenoloji yaklasimi kullanilmistir. Fenomenolojik
calismalar, bireylerin belirli olguya iliskin deneyimlerinin derinlemesine incelenmesine
firsat veren arastirma modeli olarak tanimlanmaktadir (Patton, 2014).

Katilimcilar

Arastirmada agir diizeyde isitme kaybi (90 dB iistii) olan iletisim olarak isaret dilini
kullanan ve isaret dili egitimlerinde egitmen olarak gorev alan 10 isitme engelli/sagir
isaret dili egitmeni katilmistir. Katilimcilarin 3't lisans 4’4 ytksek okul 1’li iiniversite
O0grencisi, 2’si lise mezunudur. Katihmcilarin tamami iyi dlzeyde isaret dili
kullanabilmektedir. Katilimcilarin 4’ s6zel dil/konusma dilini de kullanabilmektedir. 2
katilimc1 isiten bireylerle iletisimde sozel dili tercih ettigini belirtmistir. Diger
katilimcilar, s6zel dile sahip olduklarini ancak s6zel dili/konusma dilini kullanmayi tercih
etmediklerini, isaret dilini kullandiklarini ifade etmislerdir.

Calisma grubunun belirlenmesinde amac¢li 6rnekleme yontemlerinden kartopu
orneklemesi tercih edilmistir. Kartopu 6rneklemesi, konu hakkinda en ¢ok bilgi sahibi
olan kisi ya da kisilere ulasilarak konu hakkinda bilgi sahibi kim ya da kimlerin oldugunu
arastirmakla baslar (Flick, 2014). Calisma grubunun azlig1 ve grup tiyelerinin birbirlerini
taniyor olmasi nedeniyle bu yéntem tercih edilmistir. Ote yandan arastirmacinin isitme
engelli/sagir grup ile birlikte uzun streli ¢alismalar yapmis olmasi gliven kazanma ve
saglikli verileri elde etmeyi kolaylastirdig1 (Grix, 2010) sdylenebilir. Katilimc tiyelerden
bilgi alinarak diger katihmcilara ulasilmistir. Isitme engelli/sagir egitmen evreninin azhg
nedeniyle orneklemin evrene yakin sayida oldugu tahmin edilmektedir. Katilimcilar,
Istanbul’da, c¢esitli kurumlara egitim vermektedir. Goriismeler katihmcilarin calistig
kurumlarda gergeklestirilmistir. Katilimcilarin 6’s1 kadin, 4’li erkektir.

Veri Toplama Araglari

Arastirmada, arastirmaci tarafindan yari yapilandirilmis gériisme formu kullanilmistir.
Goriisme formu icin uzman gortiisii ve arastirmanin dogrudan katilimcisi olmayan benzer
ozelliklere sahip isitme engelli bireylerden gorts alinmistir. Goriismede yer alan sorular
isaret dili terciimani tarafindan isaret diline ¢evrilmis, katihmcilara sorular terciiman



Turkish Journal of Special Education Research and Practice 5(1) 43

araciligiyla isaret dili kullanilarak sorulmustur. Katilimcilarin goértsleri video kaydina
alinmistir.

Verilerin Toplanmasi ve Coziimlenmesi

Katilimcilara literatiir ve kendi deneyimlerinden yola ¢ikarilarak cesitli sorular (Ek 1)
sorulmustur. Goriismelerde katilimcilara yoneltilen sorulara katihmcilarin kisitlama
olmadan cevap verebilecekleri belirtilmis yanitlar1 detaylandirabilmek icin de sondaj
sorular sorulmustur. Goriismeler ortalama 120 dk civarinda siirmiis olup goriisme
sonunda katilimc1 gorisleri video kaydindan yazili forma gecirilmistir. Goriismelerde
katilimcilara E1, E2 seklinde E10’a kadar kod verilmistir. Elde edilen veriler her sorunun
altinda gruplandirilmistir. Veriler yorumlanirken arastirmaya katilanlarin demografik
bilgileri dikkate alinmistir. Elde edilen veriler frekans yogunluguna gore siniflandirilarak
temalar olusturulmustur. Elde edilen veriler igerik analizi ile ¢oztimlenmisgtir.

Gecerlik ve Giivenirlik

Nitel arastirmalarda geleneksel kabul goren “gecerlik” yerine “inandiriciik” ve
“aktarilabilirlik”; “glivenirlik” yerine “tutarlik” ve “teyit edilebilirlik” kavramlarinin
kullanilmasi gerektigi belirtilmistir (Yildirim & Simsek; 2016). Arastirmada inandiricilik
adina uzman odakli veri toplama, alanda ¢alisan uzman goriisii alma ve katilimci goriisiine
yer verilmistir. Arastirmacinin katilimcilarla uzun siireli etkilesimde bulunmasi ve
mesleki calismalarda bulunmasi (Creswell, 2015; Grix, 2010) inandiricihiga katki sagladigi
ve goriisme siiresinin ilerlemesinin (Yildirim & Simsek; 2016) giiven ortami olusturdugu
soylenebilir. Arastirmada aktarilabilirlik saglanabilmesi adina elde edilen veriler, ortaya
cikan temalara gore diizenlenmis, katihmci gorisleri farklh isaret dili terclimanin goriisi
ile yorum eklenmeden alintilar yoluyla ele alinmistir. Arastirmada “giivenirlik” icin
tutarlik ve teyit edilebilirligin saglanmasi amacglanmistir. Veri toplama ve analiz
asamasinda toplanan veriler strekli karsilastirilarak verilerin tutarh teyit edilebilir
olmasina 6zen gosterilmistir. Temalarin olusturulmasinda ve yorumlanmasinda alan
uzmani ile calisma yirttiilerek goriis birligine varilmistir. Kisisel yorumun katilmamasi,
goris birligi, uzman gortsi ve katilimci teyidinin arastirma gecerligine ve gilivenirligine
katki sagladigi soylenebilir.

Bulgular

Bu arastirmada iilkemizde isaret dili egitimlerinde yasanan sorunlarin betimlenmesi
amacglanmaktadir. Bu kapsamda katilimcilara yoneltilen sorulara gére anlaml birimler
belirlenmis ve ortaya ¢ikan olgular bir ¢erceve icinde yorumlanmistir. Arastirmanin
bulgulari, arastirma sorulari temelinde betimlenmistir.

Tiirk isaret Dili Ogretiminde Yasanan Sorunlar

Arastirmaya dahil olan katiimcilara “Isaret dili 6greticisi olarak Tiirk isaret dilinin
O0gretiminde yasanan temel sorunlar nelerdir? Aciklayiniz” sorusu yoneltilmistir.
Katilimcilarin bu soruya verdikleri cevaplara iliskin temalar ve kodlar olusturulmustur.
Katilimcilarin cevaplari Tablo 1'de gosterilmistir. Tablo 1’de goriildiigu gibi katiimcilarin
“Isaret dili 6greticisi olarak Tiirk isaret dilinin 6gretiminde yasanan temel sorunlar
nelerdir? Aciklaymiz” sorusuna yonelik anahtar kelimelerinin cesitlilik gosterdigi,
katilimcilarin ¢ogunun cevaplarinin yasamsal tecriibelerine dayandig1 goriilmektedir.
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Ayrica diger bashgi altinda katilimcilarin birbirinden bagimsiz cevaplar: yer almaktadir.
Katihmcilarin vermig olduklari cevaplardan alintilara agagida yer verilmistir.

Tablo 1. Tiirk isaret dilinin 6gretiminde yasanan temel sorunlar

Tema n %
Tirkge’'nin 6gretilememesi 8 80
Egitimde iletisim sorunu 10 100
Isaret dilinin 6gretmenlerce bilinmemesi 8 80
Ol¢me degerlendirme sorunu 7 70
Ogretimsel yontem sorunu 8 80
isaret dili 6gretimine yonelik acilan kurslarin kalitesi 7 70
Diger 7 70

Tiirkge’nin Ogretilememesi. Arastirma bulgularinin birinci konu baghg1 olan
“Turkce’'nin 6gretilememesi” temasinda katilimcilarin %80’i isitme yetersizligine bagh
olarak okul yasamlarinda Tiirk¢e’'nin dolayisiyla ana dilin 6gretilemedigini, etkili diizeyde
okuma yazma ogrenemediklerini dolayisiyla ana dili Tiirk isaret Dili olan Isitme
yetersizligi olan bireylerin yasitlarindan geride kaldigini belirtmislerdir. Tirkce’'nin
yeterince 6grenilememesi nedeniyle sozciik dagarciginda sinirliliklar olustugu dolayisiyla
surecin isaret dilinin simirlh sozciiklerle kullanilmasina neden oldugu vurgulanmistir.
Konu hakkinda katilmecilardan (E1), “Dogustan sagirim, konusmayi 6grenemedim, okul
yasamimda okuma yazmayi 6grenemedim. Lise bitince bireysel olarak kendimi gelistirdim.”
(E3), “Okulda okuma-yazma égrenemedim.” (E5), Ojretmenler genelde sagir oldugumuz
icin zaten oOgrenemeyecegimizi diistintiyorlardl. Tiirkgem ilkokuldan liseye kadar ¢ok
gelismedi, ciimlelerim, dilbilgisi kétiiydii. Tiirkce kelimeleri, ctimledeki ekleri tiniversitede
ogrenmeye bagsladim, o zaman Tiirkcem ilerledi. Sinif hem kalabalik degildi hem de hoca
yavas yavas gtizelce acikliyordu.” seklinde goriis belirtmislerdir. Katilimcr goriislerine
gore Tiirk Isaret Dilinin gelismesinde Isitme yetersizligi olan bireylerin Tiirkce'yi
yeterince bilmemesi nedeniyle sozel dilin karsilig1 olan isaret dilinin gelismesine ket
vurdugu soylenebilir.

Egitimde Iletisim Sorunu. Arastirma bulgularinin ikinci konu bashgina bagh
olusturulan “Egitimde iletisim sorunu” temasinda katilimcilarin tamami (%100) okul
yasamlarinda iletisim sorunu yasadiklarini belirtmislerdir. Katilimcilarin hepsi ana dili
olarak isaret dilini benimsemislerdir. Isitme yetersizligi ile birlikte basta evde ve
sonrasinda okulda devam eden yogun bir iletisim sorunu yasadiklar1 katilimci
gorislerinden anlasilmaktadir. Konu hakkinda katilimcilardan (E1), ve (E7) evde
yasadiklar iletisim sorunlarindan bahsetmislerdir. (E1) “Dogustan sagirim, konusmayi
dgrenemedim, ailem isaret dili bilmiyordu. Ben ne konustuklarini anlayamiyordum. Iletisim
kuramadigimdan isaret dilim de gelismedi. Isareti okulda égrendim.” (E7), “Sorunum evde
basladi. Konusma egitimi aldim égrenmedim. Cihaz ise yaramadi. Ailem isaret dilini
bilmiyordu. Vaktimi bos gecirdim. Kimse ne diistindiigtimii bilmedi.” seklinde goriis
belirtmislerdir.

Katilmclarin  tamami okul doneminde o6gretmenleriyle etkili iletisim
kuramadiklariny, ifade etmislerdir. Bu kategoride goriis belirten katilimcilardan (EZ2)
“Lisede ogretmenlerle yazi yazarak iletisim kurmaya ¢alisiyordum. Ama kelime dagarcigim
yetersizdi” (E3), “Ogretmenler bagirarak, konusarak ders anlatiyor, dersi kimse
anlayamiyor égrenciler cok geride kaliyor.” (E4), Ogretmenlerimizi anlayamamak en biiytik
sorunum idi. Ayni zamanda alt yapi eksikligi ile okula baslamak da en biiytik sorundu.” (ES),
“Ogretmen dersi anlatiyor ama ben anlamiyordum. Ilkokuldan liseye kadar ayni problemi
yasadim. Ogretmen konusuyor ama tahtadan 6gretmenden uzakta olunca égretmeni
anlamiyordum. Dersi bazen tahtada bir seyler yazarken sirti sinifa déniik de anlatiyordu.
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Duymadigim i¢cin o zaman hi¢cbir sey anlamiyordum. Baska bir problem isareti
yasakliyorlardi. Ogretmenler genelde sagir oldugumuz icin zaten égrenemeyecegimizi
diistintiyorlardL.” (E6), “Cok sorun yasadim. Iletisim problemim cok oldu. Ogretmen ve duyan
arkadaglarimin hi¢biri yardimci olmadilar. Derslerde duyan arkadagslarim deftere yazarken
stirekli onu takip ettim. Sagir arkadaslarimin da konusma problemi vardi. (E7), “Egitim hep
kétiiydii. Notlarim iyiydi. Ama gercek notlar degildi. Yani notlar égretmenler tarafindan
sisiriliyordu.” (E8), “lyi égretim yoktu. Ogretmenler bizi anlamiyordu.” (E9), “Ogretmenler
tahtaya yaziyordu. Ama ne oldugunu anlamiyordum.” (E10), “Egitim kalitesi ¢cok zayifti.
Bunun nedeni égretmenlerle dogru iletisim kurulamiyordu.” Seklinde ifade etmislerdir.
Katilima gorislerine gore egitim kalitesinin diisiik olmasinin nedeni 6gretmenlerin Tiirk
Isaret Dilini yeterince bilmemesi ve 6grencilerle dogru iletisim kurulamamasi olarak ifade
edilmistir. Ancak iletisim sorunu sadece okulda yasanan bir problem olarak
gorilmemelidir. Isitme yetersizligi olan bireyler, dogumla birlikte isitme kaybina bagh
olarak iletisim sorunu yasamaktadirlar. Bununla birlikte isaret dilinin yeterince
O0grenilememesinin en Onemli sebepleri arasinda iletisim sorunu geldigi katilimci
goruslerinden anlasilmaktadir.

isaret Dilinin Ogretmenlerce Bilinmemesi. Arastirma bulgularinin {i¢iincii konu
bashgina bagh olusturulan “Isaret dilinin 6gretmenlerce bilinmemesi” temasinda
katilimcilarin %80’i egitim-6gretim donemlerindeki 6gretmenlerinin 6grencileri ile temel
diizeyde iletisim kurabildikleri ancak isaret dilinin inceliklerine ve dilin profesyonel
kullanimina yo6nelik yetersizlikleri oldugu ifade edilmistir. Bu kategoride goriis belirten
katilimcilardan (E2) “Ilkokul ve ortaokulda isaret dili bilen égretmenler yoktu. Bazilari az
biliyordu.” (E3), “Ogretmenler isaret dili bilmiyordu.” (E5), “Ogretmen isareti bilmiyordu.”
(E6), “Isaret dili bilen dgretmen olmadigi icin sorun yasadim.” (E8), “Ogretmen isaretleri
temel seviye idi. Ornegin édretmen isaret dili ile fizik, kimya anlatamazdi.” seklinde ifade
etmislerdir. Katilimcilar genel olarak Ogretmenlerin isaret dilini bilmedigini ifade
etmislerdir. Bununla birlikte bir¢cok 6gretmenin isaret dili kurslarina katildigini ve
0grenmek icin ¢aba gosterdigini diisiindigimiizde akademik ortamda bir dilin akici
kullanilabilmesi i¢cin o dilin ana dil seviyesinde kullanilmasi gerektigi anlasilmaktadir. Bu
konuda (E9), “Ogretmenler A1 seviyesinde isaret biliyordu. [lkokul daha iyi en kétii lise idi.
Bazilart hig isaret dili bilmiyordu.” ifadesini kullanmistir.

Olcme degerlendirme sorunu. Arastirma bulgularinin dérdiincii konu bashigina
baglh olusturulan “6l¢me degerlendirme” temasinda katilimcilarin %70’i okul
donemlerinde 6l¢me degerlendirme ile ilgili sorunlar yasandigi ve bu sorunlarin egitim
O0gretim faaliyetlerini olumsuz etkiledigi dolayisiyla okul ortaminda ve derslerde
kullanilan isaret dilinin degerlendirilmesinde yetersizlikler oldugu belirtilmistir. Bu
kategoride goriis belirten bazi katthmcilardan (E1) “Ogretmenler ne dedigimizi
anlamiyordu. Sézlii notu yiiksek veriliyordu” (E3), “Sinav sorularini anlamiyorduk.
Ogretmenler isaret dili ile sorulari agiklamiyorlard.” (E4), “Smavlar isaret dili ile
yapilmiyordu. Dersler kétii idi. Bu nedenle hep kopya cekiliyordu. Ogretmenler kopyaya goz
yumuyordu.” (E8), “Ogretmenler sorularin cevaplarini veriyordu. Sinavda bakarak
yaziyorduk. Hep yiiz aliyorduk ama bilmiyorduk. Dersler ve sinavlar isaret dili ile
yapilmiyordu.” seklinde ifade etmislerdir.

Katilimc1 goriislerine gore oOgrencilerin okul doénemlerinde derslerin etkili
islenememesine bagl olarak o6grencilerde bilgi yetersizligi oldugu belirtilmistir.
Sinavlarin ve 6l¢me degerlendirmenin saghkl yiiriitiilemedigi, 6l¢cme degerlendirmede
isaret dili kullanilmadig1 belirtilmistir. Akademik derslerle birlikte 6grencilerin isaret
diline yonelik bilgilerini 6l¢ebilecek bir 6l¢me- degerlendirme sistemi kullanilmadigi
katilimci goriislerinden anlasilmaktadir.
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Ogretimsel Yontem Sorunu. Arastirma bulgularinin besinci konu bashgina bagh
olusturulan “6gretimsel yontem sorunu” temasinda katilimcilarin %80’i egitim-6gretim
ortamlarinda kullanilan 6gretimsel yontemlerle ilgili goriis belirtmislerdir. Bu kategoride
goris belirten katilimcilardan (E1) “Biz sagir olarak isaret kullaniyoruz. Ogretmenler ve
MERB sézel yontem tercih ediyor. Bu da sorunlara yol agiyor” (E3), “Sagirlar okullarinda
egitim genelde isaretlerle miimkiin oluyor. Derslerde sozel yontem kullaniliyor. Bir
ctimlenin zaman, yer, mekdn ézelliklerini tasiyan ek ve kipleri égretilemiyor. Bunun
sagirlara yazmadaki bozukluklar gibi olumsuz bir yansimasi oluyor. Bu da sagir olmayan
bireylere yazili iletisimde zorlanmamiza sebep oluyor.” (E4), “Isaret dili, sézel, metin ile
beraber yapilmali.” (E5), “Bence cift dilli egitim olmali, hem isaret hem Tiirkce olmali. Hig
Tiirkce bilmeyen bir cocuk direk Tiirkce aciklamalart anlayamaz. Iki dil es zamanh gitmeli.
Ayni zamanda toplumda ve devlet dairelerinde Tiirkgeyi iyi anlamalart ve kullanmalari
gerekecek. O nedenle iki dili de iyi bilmeleri lazim.” (E7), “Amerika sagirlar egitim sistemi
orneklerinin kullanilmasini istiyorum. Tiirkiye'de sagirlarin egitimi berbattir. Ag¢tk
konugsuyorum. Milli Egitim Bakanligi ve YOK sagirlar Isaret dilini ve kiiltiirtinii iyi bilmeleri
lazim.” (E8), Isaret dili serbest olmall. Ancak sézel dilde olmali. (E9), Iki dilli egitim uygun
olur. Isaret dilinin de kullanildigi sézel egitim olabilir.” (E10), “Tek Tiirkce degil Tiirkce ve
Tiirk Isaret Dili ikisi olsun. Cabuk égrenmis olurlar. Tiirkceyi bilmiyorlarken égrenmeleri
bos olur. Ogretmenler her dersi Tiirkce ve Tiirk Isaret Dili ile anlatsinlar.” seklinde ifade
etmislerdir. Katilimcilar egitim ortamlarinda genel olarak karma yontemin (Sozel ve
isaret dili) kullanimi gerektigini diisiinmektedirler. So6zel yontemin kamu alanlarinda
kullanilmasi, toplum igerisinde isiten bireylerle iletisimde 6nemli bir unsur olmasi ve
yazill dili anlama énemli olmasi nedeniyle gerekli gérmektedirler. isaret dilini ise
O0gretmenin isitme engelli 68renciye ulasmada o6nemli bir ara¢ olarak goérdiikleri
soylenebilir.

isaret Dili Ogretimine Yonelik Acilan Kurslarin Kalitesi. Arastirma bulgularinin
altina1 konu bashigina bagh olusturulan “isaret dili 68retimine yonelik agilan kurslarin
kalitesi” temasinda katilmcilarin %70’i Belediye, Halk Egitim Merkezi ve diger
mekanlarla acilan isaret dili kurslari ile ilgili goriis belirtmislerdir. Bu kategoride goriis
belirten katihmcilardan (E3) “Duyanlarin TID dersi vermesini dogru bulmuyorum. Sagr
kiiltiirt, mimikleri, beden dili, teori, uygulama vb. deneyimler yok. Bu deneyimleri
olmadigindan duyanlar TID &gretmeni olmasina siddetle karstyim. Sagirlarin TID
dgretmeni olmasi daha uygundur.” (E5), “En biiyiik sorun yeterli TID’ne sahip olmayanlarin
bu ise soyunmalari. Ve ayni zamanda halk egitim merkezlerinde verilen kurslar sayesinde
MEB onayl belgelerin acil sekilde durdurulmasi gerektigini diistintiyorum.” (E6), “Bazen
sagir 6gretmenlere kadro verilmiyor. MEB koda veya duyan égretmenleri kadroya aliyor.
Biz bu konuda hep sorun yasadik.” (E8), “Pek ¢ok farkli isaret egitimi veriyorlar. Bana gére
sagir egitmeni olmasi gerekmektedir. Bildigin gibi TID egitmenleri grubumuz var ama tist
yuiksek devlet makami isitme engelli-sagirlarla hicbir ilgisi olmayanlar: gérevlendiriyor.”
(E9), “Derneklerin kurumlarin isaret 6gretmeleri glizel. Herkes 6grensin glizel bir sey.”
seklinde ifade etmislerdir. Genel olarak katihmcilar isiten bireylerin isaret dilini
O0gretmenlerini isaret dilinin inceliklerini bilmemeleri ve isaret dilinin yanls
yayginlasacag1 endisesiyle karsi ¢ikmaktadirlar. Katiimcilarin ayni zamanda egitimci
oldugu goz oniine alindigindan isaret dili 68retiminin ana dili bilen yani dogustan isitme
yetersizligi olan ve isaret dilini erken donemden itibaren kullanan egitimci bireylerin
vermesi gerektigini diisiinmektedirler. Katihmcilardan sadece (E4) isiten ve Tiirk Isaret
Dili egitimi alan bireylerin de bu egitimi vermesi gerektigini uygun gormiistiir. ifadesinde
“Sagir olmayip bu egitimi alan insanlar1 kazanmak ¢ok iyi bir gelisme. (Ciinkii sagir olan
birinin tanistigi her insan, asmis oldugu bir engeldir. Bir insanin acamadigi bir kapiy1 digeri
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onun igin agabilir. Bu kurum ve derneklerin ¢cogalmasi bir insana yeni bir dili 6gretmekle
beraber yeni bircok hayati tanitmasi demektir ve sadece kazandirir, kaybetmenin istisnasi
bile yoktur.” Demistir. Bu gorus diger katilimci goriisleri ile birlikte degerlendirildiginde
aslinda isiten bireylerin de isaret dili 68retmesine bir itirazin olmadig, itirazin isaret
dilini yeterince bilmeyen veya sagir kiiltiirii hakkinda yeterli tecriibe sahibi olmayan
bireylere yonelik bir tepki oldugu goriilmektedir.

Diger. Arastirma bulgularinin yedinci konu bashgl olan “diger” temasinda
katilimcilar farkli konularda yasadiklar1 sorunlarin isaret dili 6gretimine etkisinden
bahsetmislerdir (%70). Bu konular isitme engelliler okullarinda yeterli denetimin
yapilmamasi, zorbalik, ders kitaplarinin uygun olmamasi, isitme cihazlarina iliskin
yetersizlikler vurgulanmistir. Konu hakkinda katilimcilardan (E1), “Sagir okullar
denetlenmiyor. Yénetici ve miifettisler isaret bilmiyor.” (E3), “Sagir okullarinda ¢ok kavga
var. Ogrenme yeterli olmuyor. Huzursuzluk var.” (E5), “Ders kitabini anlamiyorum. Bize
gore degil” Ogretmenler genelde sagir oldugumuz icin zaten Ggrenemeyecegimizi
diigiiniiyorlardi. (E7) “Isitme cihazi ise yaramiyor. Ciinkii kullanimda kontrol yok. Gec yasta
ise yaramiyor. Konusamadigimiz igcin bizden kimse kullanmiyor.” seklinde goris
belirtmislerdir.

Tiirk isaret Dili Ogretimine Yénelik Yasan Sorunlara Céziim Onerileri

Arastirmaya dahil olan katilimcilara “Isaret dili égreticisi olarak Tiirk isaret dilinin
O0gretiminde yasanan sorunlara ¢ozim Onerileriniz nelerdir? Aciklayiniz.” sorusu
yoneltilmistir. Katilimcilarin bu soruya verdikleri cevaplara iliskin temalar ve kodlar
olusturulmustur. Katilimcilarin cevaplar Tablo 2’de gosterilmistir. Tablo 2’de gorildigu
gibi katilimailarin “Isaret dili 6greticisi olarak Tiirk isaret dilinin 6gretiminde yasanan
sorunlara ¢6ziim oOnerileriniz nelerdir? Aciklayiniz” sorusuna yonelik anahtar
kelimelerinin cesitlilik gosterdigi goriilmektedir.

Tablo 2. Tiirk isaret dilinin 6gretiminde yasanan sorunlara ¢6ziim onerileri

Tema n %
Erken donemde isaret dili 6gretimi 6 60
Kaliteli isaret dili egitimi 10 100
Isitme engelliler okullarinin korunmasi 8 80
Egitim personelinin isaret dili bilme zorunlulugu 7 70

Erken Dénemde isaret Dili Ogretimi. Arastirma bulgularinin sekizinci konu baghg:
olan “Erken dénemde isaret dili 6gretimi” temasinda katilimcilarin % 60’1 erken ¢ocukluk
doneminde dilin 6grenildigi bu nedenle s6zel dilde oldugu gibi isaret dilinin de 0-3 yas
doneminde 68retiminin 6nemini vurgulamislardir. Katimcilardan (E2), “Dil erken yasta
égreniliyor. 0-3 yas arasi énemli. Ama sagir ebeveynler isaret dili bilmiyor. Isaret dili egitimi
de 6nerilmiyor”. (E4) “Sézel dil gibi isaret dili de onemli bu bizim ana dilimiz. Ana dil egitimi
erken yasta ogretim gerektirir. Gecikme olunca ileri yasta iyi ogrenilmiyor.” Seklinde yanit
vermislerdir. Diger katilimcilarin goriisleri de benzerlik gostermektedir.

Kaliteli Isaret Dili Egitimi. Arastirma bulgularinin dokuzuncu konu baghg olan
“Kaliteli isaret dili egitimi” temasinda katilimcilarin tamami tlkemizde isaret dilinin
O0gretimine yonelik kurs ve egitimlerinin yetersiz oldugunu, kurslarda yanhs bilgiler
ogretildigini, ogreticilerin isaret dilinin zenginligine sahip olmadigl, isaret dilini akic
kullanamadigini belirtmislerdir. Bu konudaki 6nerileri uluslararasi sertifikalandirilmis
dil yeterliligine sahip 6greticilerin sadece bu egitimi vermesi gerektigini belirtmislerdir.
Bu hususta katthmcilardan biri (E2), “Nasil Ingilizce bir kurda égrenilmiyor. Isaret dili
ogretimi icinde cok iyi bir egitim ve pratik gerekir.” Seklinde yanit vermistir. Diger
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katilimcilardan (E9) “Sozel egitime karsi degiliz ancak okullarin kiiltiirii korunmal.. MEB
bu yénde politika gelistirmeli.” ifadesini kullanmistir. Goriis belirten katilmcilar sagir
kiiltiiriintin isitme engelliler okullarinda gelistigini bu nedenle okullarin kapatilmasina
yonelik calismalar yiiriitiilmesini 6nermislerdir. (E3), (E7) ve (E10), “Universitelerde Tiirk
Isaret Dili Béliimii agilmast gerekir.” Seklinde goriis belirtmislerdir. (E4) ve (E8), ise kamu
ve 0zel kurumlarda isaret dilini akici kullanabilen personelin istihdam edilmesi
gerektigini, oOzellikle hastane, kamu kurumlari, havaalani, banka vb. Kurumlarda
personele iyi dlizeyde mesleki isaret dili kurslari verilmesi gerektigini belirtmislerdir.

isitme Engelliler Okullarinin Korunmasi. Arastirma bulgularinin onuncu konu
baslig1 olan “isitme engelliler okullarinin korunmasi1” temasinda katilhimcilarin %80’
isitme engelliler okullarinin 68renci azligl nedeniyle kapandigini, bu durumun sagir
kiltiirtini olumsuz etkiledigini, Tirk isaret dilini korumanin yollarindan birinin de bu
okullar1 korumak oldugunu belirtmislerdir. Bu hususta katiimcilardan (E4), “Ogrenciler
kaynastirmaya gidiyor. Okullarda égrenci kalmadi. Ogrencilerin tamaminin kaynastirmaya
gitmesini dogru bulmuyorum. Bu okullar bizim evimiz” seklinde yanit vermistir. Diger
katilimcilardan (E7) “Halk Egitim Merkezlerindeki kurslar bizim dilimizi yozlastiriyor. Ana
dilde isaret dilini kullanabilenler bu egitimi vermeli.” ifadesini kullanmistir. Katilmcilarin
tamami diger kurslarda da verilen egitimlerin yetersizligine vurgu yapmislardir.

Egitim Personelinin Isaret Dili Bilme Zorunlulugu. Arastirma bulgularinin
onuncu konu baslig1 olan “Egitim personelinin isaret dili bilme zorunlulugu” temasinda
katilimcilarin %70’i okullarda ¢alisan egitim personelinin (68retmen ve yoOnetici) isaret
dilini iyi diizeyde bilmelerinin zorunlu hale getirilmesi gerektigini belirtmislerdir. Bu
konuda katilimcilardan (E5), “Isitme engelliler béliimii kapatildi. Ofretmenler isaret dili
bilmiyor. Okula yeni gelen égretmen oOgreninceye kadar bizim agimizdan zaman kaybi
oluyor.” Seklinde yanit vermistir. Diger katihmcilardan (E6) “Ozellikle lise égretmenleri
isaret bilmiyor. Bu nedenle ders anlatamiyor. Once isaret dilini 6grensinler sonra atansinlar.
Ingilizce égretmeni énce Ingilizce Ggreniyor sonra égretiyor. Isaret dili de bir dildir.”
ifadesini kullanmistir. Katilimcilarin (E8) kurslarda oldugu gibi 6gretmenlerinde isaret
dilini dogru kullanamamasi nedeniyle isaret dilinin zarar gordiigiint belirtmistir.

Tablo 2. Zorbalig1 azaltmak icin dnerilen bilgilendirme ¢alismalari
Bilgilendirme Calismalari
Normal gelisim gosteren 6grencilere yonelik bilgilendirme ¢alismalar:
Ogretmenlere yonelik bilgilendirme calismalari
Ailelere yonelik bilgilendirme ¢alismalar
idarecilere ve diger okul personellere yénelik bilgilendirme calismalari
Toplumun geneline yonelik bilgilendirme calismalari

e R

Tartisma

Bu c¢alisma tilkemizde isaret dili egitimlerinde yasanan sorunlarin betimlenmesi amaciyla
yapilmistir. Isaret dili kullanan isitme engelli egitimciler isitme engelli s6zciigii yerine
sagir sozcugunu tercih etmektedirler. Bu arastirmada katiimcilar igin “isitme engelli
birey” yerine “sagir birey” s6zcligu kullanilmistir. S6zel yontemle iletisim kuran bireyler
icin ise isitme engelli s6zclinli de tercih edilebilmektedir. Bu nedenle her iki sézciik
birlikte kullanilmistir. Katilimcilar genel olarak “isitme engelli” sozciigliniin sagir
kultirint (deaf culture) yansitmadigini diisiinmektedirler.
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Tiirk isaret Dili Ogretiminde Yasanan Sorunlar

Arastirmaya katilan katilimcilar, isitme engellilere yonelik agilan okullarda Ttrkge'nin
dolayisiyla ana dilin 6gretilemedigini, etkili diizeyde okuma yazma 6grenemediklerini
dolayisiyla ana dili Tiirk isaret Dili olan Isitme yetersizligi olan bireylerin yasitlarindan
geride kaldiginmi belirtmislerdir. Tiim egitim diizeylerinde isitme engelli bireylerin dil
becerilerini gelistirmede Tiirkge Ogretiminin sorumlulugu vardir. Isitme engelli
ogrencilere Tiirkce 68retimi ile ilgili arastirma verileri dil 6gretiminde eksiklik oldugunu
gostermektedir (Erdiken, 2010). Tiirk¢e'nin yeterince 6gretilememesi nedeniyle isitme
yetersizligi olan bireylerde sozciik dagarciginda sinirliliklar olustugu dolayisiyla siirecin
isaret dilinin sinirh sézciiklerle kullanilmasina neden oldugu vurgulanmistir. Tiirk Isaret
Dilinin gelismesinde isitme yetersizliZi olan bireylerin Tiirkceyi yeterince
O0grenememeleri nedeniyle okuma yazmay1 okul siirecinde o6grenemedikleri
anlasilmaktadir. Bir dilin 6grenilememesi, sozcik dagarciginin sinirli olmasi, isitme
yetersizligi olan bireylerde isaret dilini 6grenmelerini olumsuz etkiledigi soylenebilir.
Alanyazinda isitme engelli bireylerin s6zciik dagarciginda sinirliliklar oldugu (Akmese &
Acarlar, 2016; Girgin & Karasu, 2007) Isitme engelli 6grencilerin kendilerini sdzel olarak
ifade etmede fizyolojik smirhliklarinin  bulundugu, 6grencilerin akademik
performanslarini destekleyici calismalarin yapilmasi gerektigi belirtilmistir (Alath &
Servi, 2017). Alanyazin katthma gériisleri ile paralellik gostermektedir. Tiirk Isaret
Dilinin isitme engelli bireylerle gelistigi ve 6gretildigi varsayildiginda isitme engelli
bireylerin soézel dili kullanmadaki yetersizlikleri Tirk isaret dilinin yayginlasmasini
olumsuz etkiledigi diisiiniilebilir. isaret diline ait dokiiman, kitap, cd vb. arag-gereclerin
yazili dille olusturuldugu dikkate alindiginda sozel dilin 68retimi ve isitme engelliler
tarafindan kullanimi isaret dilinin 6gretimi ve dogru yayginlasmasi agisindan 6 nemlidir.
Sozel dilin gelistirilmesine yonelik tekrarli okuma, tesvikler, akiciligin gelistirilmesi
calismasi kullanilan dilden bagimsiz olarak performansi gelistirdigi belirtilmistir (Enns &
Lafond, 2007; Zekveld vd., 2007). Dolayisiyla isaret dili ¢alismalar ile birlikte okuma
yazma ¢alismalar1 ve Tiirk¢e’nin islevsel 6gretilmesi ¢alismalarinin birlikte yiiriitiilmesi
gerektigi diisiiniilebilir.

Arastirma katilan katilimcilarin tamami ana dili olarak isaret dilini benimsemislerdir.
Isitme yetersizligi ile birlikte basta evde ve sonrasinda okulda devam eden yogun bir
iletisim sorunu yasadiklar1 katilimci goriislerinden anlasilmaktadir. Katilimcilarin
tamami okul doneminde 68retmenleriyle etkili iletisim kuramadiklarini, ifade etmislerdir.
Sunal ve Cam (2005) yaptig1 arastirmada isitme engelli bireylerin erken cocukluk
doéneminden itibaren iletisim sorunlar yasadiklari, bu durumun ruhsal durumlarini
olumsuz etkiledigini, okul basarisi ile yetiskinlerle iletisim kurma arasinda dogrudan bir
iliski bulunmaktadir. Katilimcr gorislerinden isitme yetersizligi olan bireylerin egitim
sorunu yasamalarinin baslica nedeni 6gretmenlerle dogru iletisim kuramamalarindan
kaynaklanmaktadir. Bunun nedeni 6gretmenlerin Tiirk Isaret Dilini yeterince bilmemesi
olarak ifade edilmistir. Ancak iletisim sorunu sadece okulda yasanan bir problem olarak
gorilmemelidir. Isitime yetersizligi olan bireyler, dogumla birlikte isitme kaybina bagh
olarak iletisim sorunu yasamaktadirlar. Bununla birlikte isaret dilinin yeterince
O0grenilememesinin en o6nemli sebepleri arasinda iletisim sorunu geldigi katilimci
gorislerinden anlasilmaktadir.

Katilimcilar, egitim-6gretim donemlerindeki 6gretmenlerinin 6grencileri ile temel
diizeyde iletisim kurabildikleri ancak isaret dilinin inceliklerine ve dilin profesyonel
kullanimina yonelik yetersizlikleri oldugu ifade edilmistir. Egitimcilerin isaret dili
yetersizligi egitimin kalitesini olumsuz etkilemektedir (Chibuke, 2020; Ikwen vd., 2017;
Osakwe, 2010; Poelane, 2017). Bir dil olarak Tiirk Isaret Dili, gramer yapisina uygun bir
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sekilde ana dilde isaret dili kullanicis1 akiciligina sahip egitmenler tarafindan
Ogretilmelidir. Dogru yontemler iletisimin kalitesini olumlu etkileyecektir.

Katilimcilar, okul donemlerinde derslerin etkili islenemedigi, 68rencilerde bilgi
yetersizligi oldugunu soylemislerdir. Okullarda sinavlarin 6grencilerin bilgi basarisini
6lgmedigi, 6lcme degerlendirmede isaret dili kullanilmadig1 belirtilmistir. Akademik
derslerle birlikte 6grencilerin isaret diline yonelik bilgilerini 6l¢cebilecek bir 6lgme-
degerlendirme sistemi kullanilmadig1 katilimc1 gorislerinden anlasilmaktadir. Yapilan
arastirmada isitme engellilere yonelik meslek lisesinde 6grencilerin %65’i 6diil belgesi
aldig1 (tesekkiir vb.) halde goriisiilen 6grencilerin tamaminin okuma-yazma bilmedigi,
okudugu metni anlayamadigy, isitme engellilerin egitimine yonelik yontemlerin etkin bir
sekilde kullanilmadigi, sinavlarin saglikli yiiriitiilemedigi belirtilmistir (Selvi, 2012).
Isitme engelli ogrencilerin derslerde ve snavlarda sorun yasadigl, o6grencilerin
yasadiklar1 sorunlara iliskin arkadaslar1 veya 6gretmenlerince anlik gegici ¢éziimlerin
getirildigi belirtilmistir (Karakus vd, 2017; Tekin, 2019).

Katilimcilar egitim-6g8retim ortamlarinda kullanilan 6gretimsel yontemlerle ilgili
genel olarak karma yontemin (Sozel ve isaret dili birlikte) kullanimi gerektigini
diisiinmektedirler. So6zel yontemin kamu alanlarinda kullanilmasi, toplum igerisinde
isiten bireylerle iletisimde 6nemli bir unsur olmasi ve yazil dili anlama 6nemli olmasi
nedeniyle gerekli gormektedirler. Isaret dilini ise 6gretmenin isitme engelli 6grenciye
ulasmada 6énemli bir arag olarak gordiikleri anlasilmaktadir. Isitme engellilere egitim
veren 6gretmenlerin gerek sdzel yontem gerek isaret dilini bilmelerinin ve dogru bigimde
uygulamalarinin 6grencilerin akademik basarilarina ve toplumla etkilesim kurmalarina
katki saglayacagl belirtilmistir (Pistav-Akmese & Kayhan, 2016). Isitme engellilerin
egitimlerinde kullanilan her yaklasimin kendi igerisinde yararlar1 ve simirhiliklar
bulundugundan hangi yéntemin yararli olduguna karar vermenin zor olacag (Polat,
1995), her yaklasimin kendi icinde olumlu yonleri ve simirliliklar1 bulundugu, tek bir
yontemin, tiim isitme engelliler i¢in en iyi oldugu yaklasiminin dogru olmadig:
belirtilmistir (Ak¢amete, 2007).

Dogal isitsel s6zel yontemin konusma egitimi tizerinde olumlu etkileri bilinmektedir.
Ulkemizde iki dil kullanimi ve isaret dili kullanimin egitime etkileri lizerine bir arastirma
bulunmamaktadir. Bununla birlikte egitimlerde so6zel dilin yani sira isaret dilinin
kullanilmasi isitme engellilerin dogal haklar1 oldugu bu nedenle isaret dilinin egitim
ortamlarinda kisitlanmamasi gerektigi soylenebilir. Isitme engellilerin egitimine yonelik
iilkemizde acilmis ilk boliim olan Anadolu Universitesi, Egitim Fakiiltesinde Isitme
Engelliler Ogretmenligi Ana Bilim Dalinda isitme engellilerin egitimi dogal isitsel sozel
yonteme gore verilmekteydi. Bu boliim kapatilarak mezunlar 6zel egitim 6gretmeni
olarak atanmislardir. 15/07/2013 tarihli YOK Karar geregi 6zel egitim béliimlerinde
isaret dili dersi okutulmaya baslanmis, ancak bu ¢aba dilin 6gretimi ve inceliklerinin
kavratilmasi icin yeterli olamamistir. Turk isaret diline yonelik egitim materyalleri
gelistirme calismalari ve isaret temelli okuma yazma ¢alismalari baslangi¢c asamasindadir
(Kemaloglu, 2012). Bu dilin 6gretiminin ana dilde isaret dili kullanan egitimciler
tarafindan verilmemesi de etkililigini olumsuz etkilemektedir. Sonu¢ olarak
Uiniversitelerin 6zel egitim boliimlerinin isaret diline ve isitme engellilere yonelik ders
programlari incelendiginde gerek Tiirk isaret dilini gerek isitsel s6zel yontemi kapsamli
ele almadig1 sdylenebilir.

Katilimcilarin, Belediye, Halk Egitim Merkezi ve diger mekanlarla acgilan isaret dili
kurslartile ilgili goriis belirtmislerdir. Katilimcilar isaret diline yonelik egitici gérevlerinin
bu dili akici olarak kullanabilen ve dilin inceliklerine hakim kisilerce verilmesi gerektigini
diisinmektedirler. Cesitli kurum ve kuruluslarda erilen isaret dili kurslarina egicilerin
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isaret dilini yeterince bilmedigi ve dilin kiiltiriine zarar verdigi diisiincesi ile itiraz
etmektedirler. Isaret dilinin son derece 6nemli oldugunu isaret dilleri, konusma dilleri ile
anlatilamayan bilissel dilbilimlere 6zgii bir essiz bir kiime meydana getirdigini (Wilcox &
Janzen, 2004), isitme engelliler okullarinda sagir 6gretmenlerin istihdaminin 6nemli
oldugunu ve sagir 6gretmenlerin isiten 6gretmenlere gore sinif kontrollerinde daha
hakim olduklarini, sagir 6gretmenler kendi sagirlik tecriibelerinden (sagir kiltiirtiniu
bildikleri icin) yararlanarak hayat tecriibelerini katarak dersin igerigini anlatmakta
zorluk cekmeyeceklerini, sinif ortamlarinda terciimanlardan gerektiginde yararlanilmasi
gerektigini (Marlatt, 2004), isaret dili tercimanlarin 6gretmenlerle isbirligi icerisinde
olmasi gerektigini (Berdine & Blackhurst, 1993) belirtmislerdir.

Arastirma bulgularinin yedinci konu baslig1 olan “diger” temasinda katilimcilar okul
yasamlarinda cgesitli sorunlar yasadiklari, yasadiklari sorunlarin isaret dili 68retimine
etkisinden bahsetmislerdir. Bu konular isitme engelliler okullarinda yeterli denetimin
yapilmamasi, akran zorbaligi, ders kitaplarinin uygun olmamasi, isitme cihazlarina iliskin
yetersizlikler vurgulanmistir.

Tiirk isaret Dili Ogretimine Yonelik Yasan Sorunlar ve Coéziim Onerileri

Arastirmada katilimcilar, s6zel dilde oldugu gibi isaret dilinde de 6gretiminin erken yasta
baslanmasini 6nermislerdir. Erken donemde dilin edinmesinde gecikmeler dilin akici
olarak kullaniminda zorluklara neden olacaktir. ileri ve ¢ok ileri derecede isitme kayiplh
cocuklar, gelisimlerinin erken evrelerinde ciddi dil sorunlar1 yasamaktadirlar. Bu durum
cocuklarin yagamlarinin ilerleyen donemlerinde okuma yazma giicliikleri agisindan daha
yiiksek risk olusturmaktadir (Atlar & Uzuner, 2018). Isitme yetersizligi olan bireylerin
ileriki yillarda okuryazarlik becerilerini gelistirmeleri icin erken yasam deneyimlerinin
ve erken okuryazarlik gelisiminin kritik 6neme sahip oldugu belirtilmistir (Pistav-
Akmese, 2015; Pistav-Akmese vd., 2019).

Katilmcilarin tamami iilkemizde isaret dilinin 6gretimine yonelik kurs ve
egitimlerinin yetersiz oldugunu, kurslarda yanlis bilgiler 6gretildigini, 6g8reticilerin isaret
dilinin zenginligine sahip olmadigini, isaret dilini akic1 kullanamadigini ifade etmislerdir.
Bu konudaki 6nerileri uluslararasi sertifikalandirilmis dil yeterliligine sahip 6greticilerin
sadece bu egitimi vermesi gerektigini belirtmislerdir. Kamu ve 6zel kurumlarda isaret
dilini akic1 kullanabilen personelin istihdam edilmesi gerektigini, 6zellikle hastane, kamu
kurumlari, havaalani, banka vb. Kurumlarda personele iyi diizeyde mesleki isaret dili
kurslan verilmesi gerektigini belirtmislerdir. Benzer oneriler bir baska arastirmada da
ifade dilmistir (Selvi vd., 2019).

Katilimcilar, Turk isaret dili 6gretimine yonelik yasan sorunlara ¢éziim 6nerisi olarak
isitme engelliler okullarinin korunmasi gerektigini belirtmislerdir. Isitme engelli bireyler,
isaret dilinin yogun kullanildig isitme engellilerin egitim aldig1 okullarin korunmasinin
sagir kultiirtine olumlu katki sunacagini distinmektedirler. Katilimcilarin bu gortsi cok
yonli degerlendirilmelidir. Kaynastirma/biitiinlestirme uygular: kapsaminda 6zel egitim
okullar1 smirlandirilmis mekanlar olarak degerlendirilmektedir (McDermid, 2020).
Katilmcilarin isaret dili 6gretimine yonelik bir baska ¢6ziim oOnerisi isitme engelliler
okullarinda calisan 6gretmenlerin 68retmenlik 6ncesinde isaret dili konusunda kapsaml
bir egitim almalaridir. Katilmcilar isaret dilini akici kullanmay: isitme engelliler
okullarinda calismak icin bir 6n kosul olarak getirilmesi gerektigini belirtmislerdir.

Katilimar gortsleri birlikte degerlendirildiginde ililkemizde Tiirk isaret dilinin bir
standardinin ortaya konmasi, Milli Egitim Bakanliginin sorumluluk alarak farkh
seviyelerde, farkli yeterliliklere sahip egitmenlerle ve farkl siirelerde verilen isaret dili
egitimleri sonlandirarak standart bir getirmesi dogru olacaktir. Ayrica verilen egitimlerin
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Milli Egitim Bakanliginin kontroliinde olmasi ve denetlenmesi gerekmektedir. Tiirk isaret
dilinin standardizasyonuna yonelik ¢alismalarda Milli Egitim Bakanliginin basat gérev
almasi, bakanlik teskilatinda isaret dili kullanabilen yonetici baskanliginda isaret diline
yonelik, program, materyal, standartlastirma ¢alismalar yturttiilmelidir.

Isaret dilinin 6gretimine yoénelik yiiksek égretimde dersler konmus olsa da Tiirk
Isaret Diline yonelik bir béliimiin olmayis1 bir bosluk olusturmustur. Olusan boslugun
cesitli kuruluslarca doldurulmaya calisildig1 goriilmektedir. Sivil toplum kuruluslarinin,
belediyelerin ve halk egitim merkezlerinin isaret dilinin 6gretimine yonelik kurslarinda
gorev alan egitimcilerin yeterlilikleri belirsizdir. Kurslarda gorev alanlarin; kendisi isitme
engelli, ailesi isitme engelli, isitme engelliler 68retmenligi mezunu ya da kurslarla isaret
dilini 6grenen Kkisiler olusturmaktadir. Isaret dili egitiminin kurs seviyesinde
uygulamalardan cikarilarak tiniversite ortaminda bir boliim altinda yitritilmesi isaret
dilinin profesyonel 6gretilmesini saglayacaktir.

Tiirk isaret dilini ana dili diizeyinde en iyi kullananlar isitme engellilerdir. Isiten
bireylerin isitme engellilerin 6z yasamlarinda gecirdikleri asamalar1 anlamasi oldukca
glctiir. Bu nedenlerle isaret dili egitimlerinde sagir bireylere egitmenlik gorevi
verilmemesi bir hak kaybi1 olarak diisiiniilebilir. Isitme yetersizligi olan bireylerin
yasamsal tecriibelerinden yararlanmak gerekir. isaret dilinin 6gretiminin isiten bireylere
yliiklenmesi bu dilin kiiltiirtiniin bozulmasina neden olabilir.

Oneriler ve Sonug

Bu boéliimde arastirma kapsaminda cesitli oneriler getirilmistir. Tiirk Isaret Dili
kurslarinda gorev alan personelin Tiirk isaret dilinin kullanima hakim ve isitme engelli
bireylerin egitimi konusunda donaniml olmasi gerekmektedir. Kurslarda gérev alan
personele yonelik nitelik sartlar1 degistirilmelidir. Isaret diline yonelik kurslarda isitme
engellilerin yasam tecriibelerinden yararlanmak icin sagir/isitme yetersizligine sahip
egitimcilerin kurslarda gorevlendirilmelerinin yolu agilmalidir. Egitim ortamlarinda
sadece isaret kullanimina dayali bir yontem yerine farkh disiplinleri i¢ine alan karma
yontemin kullanilmasi gerekmektedir. Isitme yetersizligine sahip/sagir bireylerin egitim
uygulamalarina yonelik alinan kararlarda bu konuda deneyimli olan isitme yetersizligine
sahip/sagir bireylerin de gorisleri alinmalidir. Turk isaret dilinin standardinin ortaya
konmasi gerekmektedir. Milli Egitim Bakanlhiginin sorumluluk alarak farkli seviyelerde,
farkl yeterliliklere sahip egitmenlerle ve farkl siirelerde verilen isaret dili egitimine dil
egitimlerinde oldugu gibi bir standart getirmesi dogru olacaktir. Profesyonel isaret dili
egitiminin kurs seviyesinde yer alan (halk egitim merkezleri, gesitli kuruluslar vb.)
uygulamalardan ¢ikarilarak tiniversite ortaminda bir béliim altinda yiiriitiilmesi isaret
dilinin profesyonel 6gretilmesini ve lizerinde arastirmalarin yapilmasini saglayacaktir.
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Extended Summary

Current Issues in Sign Language Education in Turkey

Introduction

Although there are no comprehensive studies on the history of Turkish sign language in
our country, it can be said that the hearing impaired were employed in the Ottoman
palaces and the disability was turned into an advantage (Akalin, 2013). With the support
of the Minister of Education Miinif Pasha, the first school for the dumb was opened in
1889 and sign language was used in this school. In accordance with the decision taken at
the Conference of the Hearing Impaired in 1880 to use verbal language instead of sign
language in the education of the hearing-impaired, with the proclamation of the republic,
it is seen that the efforts to disseminate the verbal language instead of the use of sign
language in our country have increased. The study aims to describe the problems
experienced in sign language teaching in our country, based on the fact that the hearing
impaired/deaf community, who are users of Turkish Sign Language (the participants
using sign language insist on the use of the word deaf community instead of hearing
impaired), have priority in the teaching, dissemination and use of sign language.

Method

According to Patton (2014), if there is not enough knowledge about the subject in the
literature, qualitative research that offers in-depth exploration should be preferred. Sign
language education has been enriched based on the experiences of hearing impaired/deaf
individuals. In this context, it is appropriate to use the phenomenology approach
(Creswell, 2015), which focuses on the experiences of deaf individuals that create their
own reality and their interpretations of a phenomenon.

The research was based on the opinions of the participants who have hearing loss
(over 90 dB) and use sign language as communication and take part in sign language
trainings as trainers. Snowball sampling, one of the purposeful sampling methods, was
preferred in the determination of the study group. Snowball sampling starts by reaching
outto the person or people who have the most knowledge about the subject and searching
for who or what has information about the subject (Flick, 2014). This method was
preferred because the study group was small and knew each other. On the other hand, it
can be said that the researcher's long-term studies with the hearing impaired/deaf group
facilitated gaining confidence and obtaining healthy data (Grix, 2010). Other participants
were reached by obtaining information from the participant members. It is estimated that
the sample is close to the population due to the small size of the hearing impaired/deaf
trainer population.

During the interviews, the participants were given codes as E1, E2 up to E10. Semi-
structured interview questions prepared by the researcher and expert opinion were
asked to the participants. In order to detail the answers, it was stated that the participants
could give the answers they wanted without restrictions to the questions posed to the
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participants. The data obtained are grouped under each question. The obtained data were
analyzed by content analysis.

It can be said that the researcher's long-term interaction with the participants and his
professional studies (Creswell, 2018; Grix, 2010) contribute to credibility and the
progress of the interview period (Yildirim & Simsek; 2016) creates an environment of
trust.

Results

The participants consist of 10 uneducated/deaf signs in Istanbul providing training for
educational purposes. Interviews were organized and carried out. 6 of the participants
are female and 4 are male. 3 of the participants are undergraduate students, 4 of them are
university students, 2 of them are high school students. Participants’ well-marked
language can be used. Verbal language/speech cannot be used by 4 of the participants.
Communicates with preference in 2 verbal languages. The other so-called preference for
verbal language.

From the participant statements, it can be said that besides facilitating
communication, sign language is accepted by the hearing-impaired individuals, while the
educators who do not know or do not use sign language are not accepted by the hearing
impaired. All of the participants; He thinks that sign language should be used in
educational environments, that teachers' ignorance of sign language affects teaching
negatively, therefore, the opportunities for hearing impaired people to find a job decrease,
that teachers do not know sign language or that sign language is not fluent, and that
teachers of the hearing impaired do not learn sign language in their university education.

Participants think that sign language should be used in addition to the verbal method
in the education of the hearing impaired. They consider it necessary because the verbal
method is used in public areas, it is an important element in communicating with hearing
individuals in the society, and it is important to understand written language. It can be
said that the teacher sees sign language as an important tool in reaching the hearing-
impaired student.

Since sign languages are accepted as the mother tongue of the hearing impaired, it
can be said that those who use this language most accurately are the hearing
impaired/deaf individuals. It would be right for hearing impaired people to take part in
educational environments in order to benefit from their life experiences in teaching sign
language.

Discussion

This study was carried out to describe the problems experienced in sign language
education in our country. Deaf educators using sign language prefer the word deaf instead
of the word deaf. In this study, the participants stated that they preferred the word "deaf
individual" instead of "hearing impaired individual". Individuals who communicate
verbally may also prefer a hearing-impaired speaker. Therefore, both words are used
together. Participants think that the word "hearing impaired" does not reflect the deaf
culture.

The biggest problem that hearing-impaired educators experience in their school life
is the difficulty in understanding the lessons because their teachers cannot communicate
with the students. The fact that the teachers who teach the hearing impaired do not know
sign language does not cause them to be unable to communicate effectively with their
students. It can be said that hearing-impaired individuals do not see teachers who do not
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know sign language or who do not make an effort to use sign language as an authority
because they have a deaf culture. It can be said that the verbal method applied in the
education of the hearing-impaired does not reach the desired goal of education. Among
the reasons why the hearing impaired cannot receive education in accordance with the
expected objectives in schools (Selvi, 2012), the lack of effective communication with the
students and the discussion of the authority of the teachers by the hearing impaired
students may be. Sign language inadequacy of educators negatively affects effective
education (Chibuke, 2020; Osakwe, 2010, Poelane, 2017; Ikwen, Nkebe, & James, 2017).
Turkish Sign Language as a language should be taught by instructors who have fluency in
native language sign language users in accordance with its grammatical structure.

Participants think that sign language should be used in addition to the verbal method
in the education of the hearing impaired. It can be said that they consider it necessary
because the verbal method is used in public areas, it is an important element in
communication with hearing individuals in the society and it is important to understand
written language, and the teacher sees sign language as an important tool in reaching the
hearing-impaired student.
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bulunulmustur. Akademik yazma konusunda yol gosterici bir kilavuz niteliginde olan bu
kitap hem genc¢ arastirmacilarin hem de akademisyenlerin kiitiiphanesinde mutlaka yer
almasi gereken bir kitaptir.
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Yazma, 6zellikle 21. ylizyilin talepleri 15181nda, diisiinmenin ve 6grenmenin énemli
bir parcasi, yazma etkinlikleri ise “entelektiiel ve sosyal gelisim i¢in kritik bir ara¢” olarak
gorilmektedir (Bruning & Horn, 2000; Hammann, 2005). Egitimde yazma etkinlikleri,
bilginin degerlendirilmesi, elestirel diistinmenin desteklenmesi, yaraticiligin artirilmasi
ve sOylevin tesvik edilmesi amaciyla kullanilmaktadir. Dolayisiyla bilgi ve disiincenin
yazili bir sekilde sunulmasi akademik ve mesleki basarida 6nemli bir role sahiptir. Buna
karsin, bir¢ok kisi, yazma konusunda miicadele vermektedir (Kiriakos & Tienari, 2018;
Paltridge, 2004). Arastirmalar, ylksekogretim oOgrencilerinin ve akademisyenlerin
kendilerini akademik yazma konusunda yeterli hissetmedigini, gen¢ akademisyenlerin
yazma siirecini planlamada ya da siirdiirmede zorlandiklarini gostermektedir (Kan &
Gedik, 2016; McGrail vd., 2006). Bu nedenle, yiiksekdgretim 6g8rencilerinin akademik
yazma becerilerinin gelistirilmesine odaklanan cesitli kitaplar yayimlanmigtir. Ozellikle,
0zel egitim alanindaki akademisyenlerin yazma becerilerini desteklemek amaciyla
Ayricalikli Cocuklar Konseyi (Council of Exeptional Children [CEC]) tarafindan “Publish,
Flourish, and Make a Difference: A Guide to Successful Writing in Education” adl1 bir kitap
yayimlanmistir. Bu ¢alismada da s6z konusu kitabin 2010’da yayimlanan ikinci baskisi
incelenmistir. Festus E. Obiakor, Bob Algozzine ve Fred Spooner’in editorligiinde
¢ikarilan bu kitap, 11 béliim ve 151 sayfadan olusmaktadir. Cogunlugu 6zel egitim olmak
lizere egitim programlari, rehberlik gibi alanlarda gorev yapan toplamda 20 arastirmaci,
kitabin hazirlanmasina katki saglamistir. Her béliimde, arastirmacilarin hem yazar hem
de editor olarak edindikleri bilgi ve deneyimler sunulmustur.

Kitabin 6nso6ziinde, pek ¢ok yazarin makalelerini yayimlatmada zorlandigi ve kitabin
ilk baskisinin meslege yeni baglayan akademisyenlerin yasadiklari zorluklara odaklandig:
belirtilmekte; ancak kitabin ikinci baskisinin deneyimli akademisyenlerin mesleklerinde
fark yaratmak icin yazmay nasil siirdiirebileceklerini de ele aldig1 ifade edilmektedir.
Yiiksekogretimde akademisyenlerin yogun 6gretim ytikleri ve toplumsal katki gibi diger
hizmetlerden dolay1 arastirma ylritmeye ya da akademik yazmaya yeterince zaman
ayiramadiklar;; ancak, 6gretim, arastirma ve diger hizmet faaliyetleri birbirini
destekleyerek ytriitiildiigiinde bunun miimkiin olabilecegi belirtilmektedir. Boliimlerde,
deneyimli ve yazmadaki zorluklar1 anlayan akademisyenlerin yazmaya iliskin sorulari
yanitlamaya c¢alistiklarindan s6z edilmektedir.

Kitabin birinci béliimiinde akademik yazmanin 6nemine, yazma tutkusunun neden
gelistirilmesi gerektigine ve bu tutkunun nasil gelistirilebilecegine odaklanilmaktadir.
Yazili bir irlniin gelistirmenin ne kadar zor bir gorev oldugu; ancak, bilginin
gelistirilmesi ve yayginlastirilmasi icin de bir o kadar gerekli oldugu vurgulanmaktadir.
Ardindan, yazma gerekgeleri siralanmaktadir. Yazma stirecinde hata yapmaktan ya da
elestiri almaktan korkulmamasi gerektigi, olumlu bir tutum, iyi bir planlama,
meslektaslarla is birligi ve donittlerin dikkate alinmasi ile yazma becerisinin
gelistirilebildigi belirtilmektedir.

ikinci béliimde, dgretim gorevlerini, arastirma etkinliklerini ve diger hizmetleri
biitiinlestirme yollar1 agiklanmaktadir. Cogu akademisyenin 6gretimi temel gérevi olarak
gordiigiine; ancak, meslege hizmet (6r. bir ulusal birliginin yonetiminde ya da derginin
yayin kurulunda goérev almak), topluma hizmet (6r. yerel okullarda gérev almak) ve
kuruma hizmet (6r. b6liim, fakilte ya da tiniversite ¢apindaki kurullarda gérev almak)
ederek alana katki saglayabileceklerine dikkat ¢ekilmektedir. Yazarlar, hizmet tiirlerini
orneklerle destekleyerek acikladiktan sonra 6gretim, arastirma ve diger hizmetlerin
birbirini destekleyerek yiiriitiilmesinin yiiksekogretimde basarinin anahtari oldugunu
ifade etmektedirler. Akademisyen, bir arastirma odag belirleyerek ve tiim hizmetlerini
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bu odak dogrultusunda gerceklestirerek Ogretim, arastirma ve diger hizmetleri
biitiinlestirebilmekte ve bu hizmetlerin birbirlerini desteklemesini saglayabilmektedir.
Birinci bolimde de belirtildigi lizere yayin yapmanin bilginin yayginlastirilmasinda
O6nemli bir nokta olmasindan dolay1 yazma becerisinin mutlaka gelistirilmesi gerektigine
tekrar vurgu yapilmaktadir. Yazma becerisinin gelistiriimesinde zamanin sistematik bir
sekilde planlanmasi, uygun bir ortamin hazirlanmasi, basarili dergilerdeki makalelerin
incelenmesi gibi oOneriler verilmektedir. Yazarlar, mesleki gelisimde ozellikle bir
portfoylin planlanmasi ve hazirlanmasinin gelisimi diizenli bir sekilde izlemek i¢cin yararh
olacagina dikkat cekmektedir.

Kitabin iiclinci bélimiinde egitimde kiiltiirel ve dilsel farklihik konusu ele
alinmaktadir. Cok-kiltiirliliigiin 6zel egitimde yeni bir olgu oldugu ve ge¢miste bircok
kitabin, derginin, makalenin ve 6l¢gme aracinin etnik azinlik tiyelerinin kiiltiirel, dilsel ve
tarihsel degerlerini yansitmada basarisiz olduguna dikkat cekilmektedir. Ozellikle
siyasette, 1irksal kimliklerin, bir grubun digerlerinden daha asag1 ya da tistiin oldugunu
gostermek amaciyla kullanilmasinin 6n yargilara, ayrimciliga ve dislanmaya neden
oldugundan s6z edilmektedir. Alanda kiiltiirel ve dilsel farkliliklari olan akademisyenlerin
yeterince saygiyla karsilanmadigindan ve dislayici politikalardan dolayr bu konulara
iliskin yiritiilen arastirmalarin sinirli kaldigi belirtilmekte, ardindan kiiltiirel ve dilsel
farkliigi konu edinen arastirmalarin dergiler tarafindan reddedilme nedenleri
aciklanmaktadir. Kitabin devaminda, CEC’'nin 6zel egitimde cok-kiltirliilik konularina
iliskin yaptig1 cabalardan ve bu konular1 ele almak amaciyla kurdugu Kiiltiirel ve Dilsel
Olarak Farkli Olan Ayricalikh Ogrenenler Birimi'nden (Division of Culturally and
Linguistically Diverse Exceptional Learners [DDEL]) bahsedilmektedir. Bu birim, ¢esitli
irksal, azinlik ve kiiltiirel topluluklardan gelen 6zel egitime gereksinimi olan bireylerin
egitimini ve yasam kalitesini iyilestirmeyi amac¢lamaktadir. Son olarak kiiltiirel ve dilsel
farklilik alanina yonelik calisan akademisyenlere DDEL birimine tlye olma, diger
akademisyenlerle is birligi yapma gibi c¢esitli oOneriler sunularak boélim
tamamlanmaktadir.

Dordiinci boliimde akademik yazma konusunda deneyimsiz yazarlarin yasadiklari
zorluklara odaklanilmaktadir. Deneyimsiz yazarlarin zorluklarla ya da korkularla bas
edebilmeleri amaciyla yazarlar, c¢esitli bashiklar altinda basarili yazarlardan 6rnekler
vermektedirler. Treven ve Potocan (2005), i¢sel kontrol odag: yiiksek olan kisilerin, yani
basarilar1 iizerinde kontrol sahibi oldugunu diisiinen kisilerin, yazma siirecinde stres ve
kaygiyla basa ¢ikma konusunda daha basarili olduklarini belirtmektedirler. Bu alinti ile
tutumun performans: etkiledigine dikkat ¢ekilmektedir. Tutumu degistirebilmek i¢in
ozellikle 6nemsenen bir konunun secilmesi 6nerilmektedir. Onemsenen bir konunun
secilmesi, motivasyonu strekli yiiksek tutmak acisindan da gereklidir. Devaminda,
yazarlarin arastirma konusu ararken konferanslara katilarak giincel konular1 takip
etmeleri ve okullarla is birligi yapmalar1 6nerilmektedir. Yazmaya diizenli olarak zaman
ayirmak onemli olan diger bir noktadir. Makalenin bir oturusta yazilmamasi, makaleyi
yazmaya baslamadan oOnce temel hatlarinin olusturulmasi, yazamama durumuyla
karsilastiklarinda diistincelerini not etmeleri ve yazilarini bir sonraki sefer yazilabilecek
fikir ile bitirmeleri gerektigi belirtilmektedir. Ayrica yazarlarin, editorlerin
elestirilerinden korkmamalar1 gerektigi, makaleyi yazmadan dnce konunun dergi icin
uygun olup olmadigini belirlemek amaciyla editorlerle iletisime gecebilecekleri
bildirilmektedir. Bunun disinda, yazma siirecinde uzmanlardan ya da yazma konusunda
basarili kisilerden mentoérlik hizmeti alinmasi 6nerilmektedir. Son olarak, verilen bir
ornek olay ile boliimde deginilen konular somutlagtirilmaktadir.
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Besinci boliimde, akademik yazi tiirlerinden ve islevlerinden bahsedilerek yazma
sturecinde dikkat edilmesi gereken durumlar verilmektedir. Akademik yazmanin birincil
amacinin yaymak ve genel islevinin ise deneysel arastirma sonuglarin1 sunmak oldugu;
ancak, bununla siirli olmadig1 ve teorik analizler, literatiir taramasi gibi dogrudan
deneysel sonuglarin sunulmasiyla ilgili olmayan formatlarla farkli hedef kitlelere yonelik
yazilabilecegi belirtilmektedir. Farkli hedef Kkitlelere yonelik makalelerin yazilmas;,
Ozellikle bilimsel sonuclarin yayginlastirilmasina katki saglayacaktir. Bu amacla,
arastirmalarin uygulamadaki sorunlar1 dikkate alarak yiiriitiilmesi, yayinlarin sadece
akademisyenlere yonelik degil, uygulayicilara yonelik yazilmasini da miimkiin kilacaktir.
Akademik yazma becerisini 6grenmek yeni bir dil 6grenmek gibi oldugu icin bu stirecte
uzmanlardan destek alinmasi 6nerilmektedir.

Altina boliimde kitap ve diger yazili Uriinlerin yazma siirecinden bahsedilmektedir.
Kitap yazmanin makale yazmaktan daha farkli oldugu, 6zellikle aile ya da 6gretmenlere
yonelik yazildiginda daha az akademik bir dilin kullanilmasi ve daha anlasilir bir bicimde
yazilmasi gerektigi belirtilmektedir. Arastirma konusunu belirlemede oldugu gibi kitabin
konusunu belirlerken de alanyazin iyi incelenmeli ve alana katki saglayabilecek bir kitap
olmasina dikkat edilmelidir. Kitap yazmak uzun soluklu bir siiregtir. Bu stlirecte odak
noktasini kaybetmemek amaciyla iyi bir planlamanin yapilmasi gerektigi belirtilmektedir.
i1k kez kitap yayimlatacak yazarlar icin siire¢ karmagik goriinebileceginden yazarlarin
oncesinde siirecgler ve yayincilar hakkinda ayrintil bilgi toplamasi 6nemlidir. Béliimde,
bir kitabin yayimlanma stireci de ayrintil bir sekilde aciklanmaktadir.

Yedinci boliimde, proje Onerisinin yazma siireci aciklanmaktadir. Proje Onerisini
yazmaya baslamadan 6nce finansman kaynaginin bulunmasi gerektigi ve finansmani
saglayacak kurulusun amaglar1 ve hedeflerine iliskin kapsamli bilgi toplanmasi gerektigi
bildirilmektedir. Bu stlirecte yayinevleriyle iletisime gecilebilecegi de ifade edilmektedir.
Projenin ikna edici bir bicimde yazilmasi ve gereksinim yazilirken kurulusun amaglarinin
dikkate alinmasi gerektigi belirtilmektedir. Boliimde ayrica proje dnerisinde bulunmasi
gereken arastirmanin gereksinimi, yonetim plani, biitce gibi temel bilesenlere ve proje
Onerilerinin degerlendirilme stireclerine yer verilmektedir.

Sekizinci b6liimde akademisyenlerin teknoloji baglaminda bilmeleri gereken konular
ele alinmaktadir. Bir akademisyenin sahip olmasi gereken temel araglarin; bilgisayar, yazi
programi, e-posta ve Internet tarayicisi oldugu agiklanmaktadir. Yazi programlarinin, e-
postanin ve Internet tarayicisinin kullanimina iliskin yeterligi belirlemek amaciyla bir
kontrol listesi sunulmaktadir. Bu aracglarin akademik topluluga etkili bir sekilde katilmak
amaciyla kullanilabileceginden s6z edilmektedir. Bahsedilen araglar mesleki derneklere
katilmak, ¢evrim i¢i konferanslara katilmak, bir e-dergiye/e-biiltene abone olmak ya da
web sitesi tasarlamak gibi konularda kullanilabilmektedir.

Dokuzuncu bélimde arastirma odakli dergilerin editorleriyle ¢alisirken dikkat
edilmesi gereken noktalara deginilmektedir. Bolimde oncelikle yazarin makalesini
kendisinin degerlendirebilmesi amaciyla “Arastirmanin konusu nedir? Basit ve a¢ik bir
bicimde yazildi m1?” gibi sorulara ve sorularin nasil degerlendirilecegine iliskin
aciklamalara yer verilmektedir. Arastirma makalelerinde 6ncelikle uygun bir bashgin
secilmesinin ve girisin yeterli bilgileri iceriyor olmasinin 6éneminden bahsedildikten
sonra makalenin giris/alanyazin taramasi, arastirma sorulari, yontem, bulgular ve
tartisma olmak tizere bes boliimden olustugu aciklanmaktadir. Her bir boliime iliskin
onemli noktalar verildikten sonra makale reddedildiginde yapilabilecekler hakkinda bilgi
verilmektedir.

Onuncu boliimde uygulama odakli dergilerin editorleriyle calisirken dikkat edilmesi
gereken konulara yer verilmektedir. Uygulama odakli dergi editorlerinin arastirma odakl
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dergi editorleri gibi benzer sorumluluklara sahip olduklarindan bahsedildikten sonra
uygulama ve arastirma odakli dergiler arasindaki farkliliklar sunulmaktadir. Uygulama
odakl dergiler uygulamadaki sorunlar: ele alirken arastirma odakl dergiler ilgili konu
hakkinda 6nceki arastirmalardan elde edilen bilgilere dayali arastirma gereksinimini ele
almaktadir. Bu dergilerin; genel odak, bicim, gorsel destekler, sonug ve tartismaya iliskin
farkliliklar1 ayrintili bir sekilde agiklanmaktadir. Ayrica alandaki “Teacher Education and
Special Education”, “The Reading Teacher” gibi uygulama odakl dergiler amaclariyla
birlikte tanitilmaktadir.

Son bolim olan on birinci bolimdeyse, mesleki gelisimi destekleyecek konulardan
bahsedilmektedir. Ozellikle toplam kalite yonetimi ilkelerinin uygulanmasi ile mesleki
gelisimin desteklenebilecegi vurgulanmaktadir. Toplam kalite yonetiminin amaci, biitiin
calisanlarin ortak bir hedefe yonelik is birligi icinde calismasiyla iiretimde strekli ileriye
dogru giden bir performansin elde edilmesidir. Boéliimde toplam kalite yonetimi
ilkelerinin, yazmay1 gelistirmede nasil kullanilabilecegi a¢iklanmaktadir. Amaglarin ve
hedeflerin birbiriyle uyumlu olmasi ve yazma siirecinin kapsamli ve ayrintili planlanmasi
gerektigi belirtilmektedir. Kitabin devaminda yazma siirecini planlamak ve izlemek
amaciyla bir matris sunulmaktadir. Ayrica tamamlanan siireclerin ve ilerlemelerin
degerlendirilmesinin ileride daha etkili planlarin hazirlanmasina ve genel yazma
becerisinin artirilmasina katki saglayacagi belirtilmektedir.

Hem uluslararasi hem ulusal alanyazinda gen¢ arastirmacilarinin akademik yazmada
cesitli zorluklar yasadiklar1 belirtilmektedir (Kan & Gedik, 2016; McGrail vd., 2006).
Ozellikle Tiirkiye’de bir¢ok yiiksek 6gretim programinda akademik yazma dersinin
olmamasi, 6grencilerin kendilerini akademik yazmada daha da yetersiz hissetmelerine
yol agmaktadir (Kan & Gedik, 2016). Akademik yazma konusunda yol gosterici bir
kilavuzun olmasi 6grencilere biiyiik avantaj saglayacaktir. Bu agidan kitabin iyi bir rehber
olacag diistiniilmektedir. Alanyazinda akademik yazma konusuna iliskin ¢esitli kitaplar
bulunmaktadir (Paltridge, 2004); ancak, bu kitabin 06zellikle 6zel egitime deginerek
yazilmis olmasi bir avantaj olarak goriilmektedir. Kitabin a¢ik ve anlasilir bir bicimde
yazilmis olmasi, okuyucunun hi¢ zorlanmadan okumasini saglamaktadir. Béliimlerde
konularin 6rnekler lizerinden anlatilmasi anlasilirligli daha da arttirmaktadir. Yazarin
yapmasi gereken isleri adim adim anlatan bu kitap hem gen¢ arastirmacilarin hem de
akademisyenlerin kiitliphanesinde mutlaka yer almasi gereken bir kitaptir.
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Yazar(lar)in Beyani

Arastirmacilarin katki orani beyani: Arastirmaci ¢alismay: tek basina yulritmiistir,
tlim katki yazara aittir.

Etik Kurul Karari: Bu makalede sunulan c¢alismanin bir kitap incelemesi olmasi
nedeniyle etik kurul iznine gerek duyulmamaktadir.

Catisma beyani: Arastirmada yazarlar arasinda ya da diger kisi/kurum/kuruluslarla
herhangi bir ¢ikar catismasi bulunmamaktadir.

Destek ve tesekkiir: Bu arastirma i¢in herhangi bir kurumdan finansal destek
alinmamuistir.
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