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Editorden...
Sevgili Okurlarimiz,

Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisinin 2024 yilinim ilk say1st olan Mart,
25. Cilt, 1. Sayisi ile yeniden karsimizdayiz. Her zaman oldugu gibi, 6ncelikle dergimize katki saglayan
yazarlarimiza, hakemlerimize, okurlarimiza, Akademik Danisma Kurulumuza ve Editorler Kurulumuza sizlerin
huzurunda tesekkiir ediyorum. Editorler Kurulu olarak dergimizi niceliksel ve niteliksel olarak daha iist seviyelere
tagimak i¢in yogun ¢aba sarf ettigimizi sizlere bildirmek isterim.

Dergimizin bu sayisinda alt1 aragtirma makale yer almaktadir. Bu ¢alismalari kisaca sizlerle paylasmak
istiyorum. Bu saymizda yaymmlanan ilk makale Ahmet BILDIREN, Tahsin FIRAT ve Seving Zeynep KAVRUK
tarafindan yiiriitiilen “Ogrenme Giigliigiinden Ustiin Yetenege Bir Okul Hayati” adli galismadir. “Ogrenme
glicliigii olan bir 6grenci iiniversite sinavinda iistiin bir basar1 saglayarak tip fakiiltesine yerlesebilir mi?”” sorusuna
yanit aranan bu ¢aligmada akademik basarisizliga ragmen tip fakiiltesine girmeyi basaran Fatih'in giiclii ve zayif
yonlerini ile giiclikklere karsi kullandigi stratejilerinin belirlenmesi amaglanmistir. Caligmada nitel arastirma
yontemlerinden durum ¢aligmasi deseni kullanilmigtir. Aile goriismeleri, Fatih ile yapilan goriigmeler, Fatih'in
cizimleri ve zeka testi sonucuyla birlikte Fatih'in zorlandig1 ve yetenekli oldugu alanlar analiz edilmistir. Elde
edilen veriler sonucunda Fatih'in ilkokuldan beri 6grenme giigliigii yasadigi, 6zellikle Tiirk¢e dersinde zorluk
¢ektigi ve akademik basarisizlik yasadigi belirlenmistir. Yasadigi akademik basarisizliga ragmen matematik
alaninda iyi performans gosterdigi saptanmustir. Ayrica genel zihinsel yetenekte yetenekli oldugu ve resim
yapmada olaganiistii yetenege sahip oldugu sonucuna varilmigtir. Fatih'in gii¢lii Ve zayif yonleri ile yetersizliklerini
telafi etmek ve bir seyler basardigini ortaya koymak i¢in resim alanindaki yaraticiligini 6n plana ¢ikarmasi dikkate
alindiginda Fatih'in 6grenme gili¢liigli olan istiin yetenekli bir dgrenci oldugunun belirtilebilecegi sonucuna
ulastlmis ve bu sonuglar, 6grenme giicliigii olan iistiin yetenekli bireylerin belirlenmesi baglaminda tartisilmistir.

1l

“Ilk Genclik Cagi Romanlarinda Ozel Gereksinimli Karakterlerin Incelenmesi” adli ikinci makale
Hiiseyin OZTURK, Kemal AFACAN, Mustafa CEYLAN ve Ali KIRCI tarafindan kaleme alinmistir. Bu arastirmada
karakter olarak 6zel gereksinimli bireylere yer veren eserler, karakterlerin yapisi, tasviri ve gelisim 6zellikleri
acisindan incelenmistir. Ilk genclik ¢ag1 romanlarindaki dzel gereksinimli karakterlerin gesitli dlgiitlere gore
incelendigi bu aragtirmada nitel arastirma yontemlerinden dokiiman incelemesi modeli kullanilmistir. Arastirmada
38 eser degerlendirmeye alimmuistir. Eserler belirlenirken ilk genglik ¢agina hitap ediyor olmasi ve en az bir 6zel
gereksinimli karaktere yer veriyor olmasi kosulu aranmistir. Arastirmanin analizleri, igerik analizi teknigiyle
gerceklestirilmistir. Incelenen 38 romanda 11 farkli 6zel gereksinim durumuna yer verildigi tespit edilmistir.
Bunlardan 10’u gérme yetersizligi, 11’1 fiziksel yetersizlik, altis1 isitme yetersizligi, altis1 zihin yetersizligi, altisi
otizm spektrum bozuklugu, besi beyin felci, {i¢ii dil ve konusma bozuklugu, ii¢ii iistiin yetenek, biri 6zel 6grenme
giicligi, biri dikkat eksikligi ve hiperaktivite bozuklugu, biri de fiziksel bozukluktur. Bu eserlerden 33’iinde
olumlu tasvire yer verildigi tespit edilmis; karakterlerden 33iiniin devinimsel 6zellikler tagidig1, biri hari¢ hepsinin
gercekei kurguya sahip oldugu belirlenmistir. Calismanin sonuglarina gore, karakterlerin 6zel gereksinim
cesitliligi  bakimindan alanyazindaki calismalardan ayrildigi ancak kurgularin gergekligi bakimindan
alanyazindaki ¢alismalarla ortiistiigii ve bu eserlerdeki devinimsel karakterlerin oraninin 6nceki arastirmalardan
yiiksek oldugu goriilmiistiir. Ozel gereksinimli karakterlerin akranlartyla iliskisine yonelik sonuglar da konuya
iligkin arastirmalarin sonuglariyla uyumlu bulunmustur.

Ucgiincii makale Gamze UNOZKAN-AKSU ve Mehmet Emrah CANGI tarafindan yiiriitillen “Otizmli ve
Tipik Gelisen Cocuklarda Zihin Kurami ve Pragmatik Dil Becerilerinin Karsilastirmas:” adli ¢alismadir.
Arastirmada OSB olan ve tipik gelisen grupta ZK ve pragmatik beceriler arasindaki iligki incelenmis ve bu
beceriler ile bir katilime1 dahil etme kriteri olan Tiirkce Okul Cag1 Dil Gelisim Testi (TODIL) puanlarinin iliskisi
aragtirlmistir. Calismaya TODIL dil esdeger yas1 6;0-8;11 olan 16 OSB olan ve 7;0-8;11 yas araliginda tipik
gelisen 46 katilime dahil edilmistir. Calismada Cocuklar Icin Gozlerden ZK testi (Gozlerden ZK), Garip Hikayeler
ve Pragmatik Dil Becerileri Envanteri (PDBE) kullanilmistir. OSB olan grupta PDBE testleri (toplam puan ve alt
testler) ile Gozlerden ZK ve Garip Hikayeler arasinda anlamlr iligki bulunmamugtir. Oysa tipik gelisen grupta Garip
Hikayeler ile PDBE testleri arasinda zayif veya orta diizeyde anlamli iligkiler bulunmustur. iki grupta, OSB’de
Ciimle Anlama harig, TODIL alt testleri ile Garip Hikayeler arasindaki iliskiler de anlamli bulunmustur. Tipik
gelisen grupta TODIL Dilbilgisi bileske ve alt test puanlari ile, PDBE testleri ve ZK testleri arasinda ¢ok sayida
zayif ile giiclii arasinda degisen anlaml iliski gdzlenmistir. Oysa OSB’de yalnizca Garip Hikayeler ile TODIL
bileske, Ciimle Anlama ve Bi¢imbirim Tamamlama arasinda ve Gozlerden ZK ile Bigimbirim Tamamlama
arasinda orta ile giiglii arasinda degisen iliski vardir. iki grup arasinda ZK ve pragmatik becerilerin etkilesiminde
farkl1 bir oriintli olabilecegi goriilmiistiir. OSB’de ZK ile pragmatik beceriler arasinda iliski olmamas1 katilimci
grubunun gorece kii¢iik olmasi ve PDBE’nin adaptasyon calismasinin biiyiik dl¢iide tipik gelisen ¢ocuklardan
olugmasiyla agiklanmuistir.



“Kaynastirma Egitiminde Sinif ve Rehber Ogretmenlerinin Yasadiklar: Giigliiklerle Ilgili Géoriislerinin
Incelenmesi” adim tastyan dordiincii makale Elvan BARAN-KARALAR, Atlas BOGENC ve Tevhide KARGIN”
tarafindan yiiriitiilmiistiir. Bu arastirmada Istanbul ilinde bulunan ilkokullarda gorev yapan smif ve rehber
o0gretmenlerinin kaynastirma uygulamasinda yasadiklart giicliiklere iligkin goriis ve Onerilerinin belirlenmesi
amaglanmistir. Nitel aragtirma yontemlerinden durum c¢alismasi modelinin kullanildigi c¢aligmada; sinifinda
kaynagtirma 6grencisi bulunan yedi sinif 6gretmeni ve okulunda kaynastirma 6grencisi olan alt1 rehber 6gretmen
ile yar1 yapilandirilmig gériismeler yapilmistir. Goriismelerden elde edilen verilere icerik analizi uygulanarak, ana
tema ve alt temalar olusturularak bulgulara ulagilmigtir. Arastirma bulgulart smif &gretmenlerinin
bireysellestirilmis egitim programini (BEP) rehber 6gretmenden yardim alarak hazirladiklarini, okul idaresinin
kaynagtirma uygulamasi hakkinda yeterli bilgiye sahibi olmadigini, smif mevcutlar1 kalabalik oldugu icin
akademik beceri kazandirmada zorlandiklarini gdstermistir. Rehber 6gretmenler ise BEP gelistirme biriminde tim
sorumluluklarin kendilerine yiiklendigini, okul idaresinin kaynastirmayla ilgili is birligi saglamadigint hem sinif
ogretmenleri hem de rehber dgretmenlerin; 6grencinin destek egitim aldigi kurumlarla kurduklari iletisim ve is
birliginin tek tarafli oldugunu, kendilerine 6grenciyle ilgili geri doniis saglanmadigimi belirtmislerdir. Ailelerin
¢ocuklarinin yetersizlik durumunu kabullenmemeleri ise sinif ve rehber 6gretmenleri igin is birligini gii¢lestiren
diger bir bulgu olarak belirlenmistir. Aragtirmadan elde edilen bulgularin kaynastirma uygulamasinda simif ve
rehber 6gretmenlerinin okul, aile ve 6grenciye destek egitim sunan paydaslar ile is birligi icinde olmalarmin
gerekliligini ortaya g¢ikardigi 6ne siiriilmistiir. Bu is birliginin 6grencinin egitim siirecinin daha saglikh
ilerlemesini saglayacagi ve yapilacak benzer ¢alismalarda okul-aile is birligine dayali deneysel calismalarin
yapilmasi gerektigi 6nerilmistir.

Meryem UCAR-RASMUSSEN ve [lknur CIFCI-TEKINARSLAN tarafindan kaleme alinan besinci makale
“Zihin Yetersizligi Olan Bireylere Cinsel Istismart Onleme Becerisinin Kazandiriimas:” adim tasimaktadir. Bu
aragtirmada biligsel siire¢ yaklagimina dayali olarak hazirlanan 6gretim programinin zihin yetersizligi olan
bireylere cinsel istismari Onleme becerisini kazandirmadaki etkililigi incelenmigtir. Arastirma tek-denekli
aragtirma yontemlerinden denekler arasi yoklama evreli ¢oklu yoklama modeline gore desenlenmis ve baglama,
Ogretim, yoklama ve genelleme evreleri diizenlenmistir. Zihin yetersizligi bulunan 12-14 yas araligindaki ti¢ kiz
Ogrenci aragtirmaya dahil edilmistir. Katilimcilara hedef beceriyi kazandirmak amaciyla biligsel siireg
yaklagiminin sosyal kodlama, sosyal karar verme, sosyal performans, sosyal degerlendirme agamalar1 temel
alinarak bir dgretim programi hazirlanmistir. Programda cinsel istismar durumlarini ve bu durumdan nasil
kaginmalar1 gerektigini anlatan dykiiler ve bu oykiileri betimleyen resimlerden yararlanilmistir. Katilimcilara
cinsel istismari Onleyebilmeleri icin “hayir” demek, “ortamdan uzaklasmak™ ve “giivendigi birine durumu
anlatmak” olmak iizere ii¢ korunma becerisi 6gretilmistir. Arastirma sonunda, hazirlanan 6gretim programinin ii¢
kiz 6grenciye cinsel istismar1 dnleme becerisinin kazandirilmasinda etkili oldugu goriilmiistiir. Bu etki hem
Ogretim siirecinde toplanan verilerde artisin gozlenmesiyle hem de 6gretim sonunda alinan yoklama verilerinin,
Ogretim Oncesi toplanan yoklama verilerinden daha yiiksek olmasiyla agiklanmigtir. Aragtirmadan elde edilen
bulgular alanyazindaki ¢aligmalar 1s18inda tartigilarak ileri ¢alismalara yonelik onerilerde bulunulmustur.

Bu sayida yer alan altinct makale olan “Isitme Engelli Ogrencilerle Calisan Ogretmenlerin Mesleki
Yeterliliklerine Yonelik Goriiglerinin Degerlendirilmesi” adli ¢alisma Ozlem ASLAN-BAGCI ve Hakan SARI
tarafindan kaleme alinmistir. Bu arastirmada isitme engelli 6grencilerle ¢alisan 6gretmenlere yonelik gelistirilecek
olan Isitme Engelliler Alan1 Ogretmen Yeterlilik Egitim Programi igin &gretmen ihtiyaglarnin belirlenmesi
amaclanmistir. Aragtirmada nitel aragtirma deseni benimsenmis ve yar1 yapilandirilmig gériisme teknigiyle veriler
toplanmustir. Sakarya ilinin merkez ilgelerinde farkli kademelerde (ilk - orta - lise) gorev yapan isitme engelli
Ogrencisi olan 6gretmenlerden, bu dgrencilerle ¢alisirken ihtiyag duyduklart mesleki bilgi ve becerilere iliskin veri
toplanmustir. Veriler igerik analizi teknigiyle analiz edilmistir. Elde edilen verilerden igitme engelliler temel alan
bilgisi, iletisim modelleri ve igitme cihazlari, 6gretim yontem ve teknikleri, akademik ve mesleki beceriler ana
temalarina ulagilmigtir. Aragtirmanin sonucunda, isitme engelli 6grencisi olan 6gretmenlerin igitme engellilerin
egitimi ile ilgili; tanimlar, siniflandirma ve isitme engelli ¢ocuklarin gelisim 6zellikleri, tanilama ve degerlendirme
stirecleri, egitim yaklagimlari ve program uyarlama, Bireysellestirilmis Egitim Programi (BEP) gelistirme ve
uygulama, materyal hazirlama ve egitim ortamlarinda teknolojinin kullanimyi, iletisim modelleri, isitme cihazlari
ve yardimc1 teknolojiler, ortam uyarlama ve etkili sinif yonetimi, aile egitimi ile ilgili yeterli diizeyde bilgiye sahip
olmadiklarini, ayn1 zamanda kendilerini bu konularda yeterli bulmadiklarin1 ve egitim almak istediklerini ifade
ettikleri goriilmiistiir. Calismanin sonuglariyla iliskili olarak 6gretmenlerin hizmet 6ncesi ve hizmet i¢i egitimlerle
desteklenmesi, uzman desteginin sunulmasi gibi dnerilerde bulunulmustur.

Sevgili Okurlarimiz, dergimizin zamaninda ¢ikmasi ve niteliginin artirilmasi i¢in yogun ¢aba harcayan
Editorler Kurulunda yer alan ¢aligma arkadaslarima sizlerin huzurunda bir kez daha ¢ok tesekkiir ediyorum. Siz
degerli okurlarimiza, yazarlarimiza ve hakemlerimize destekleriniz ve katkilariniz i¢in tekrar tesekkiir ediyorum
ve siirecteki desteklerinizi ve katkilarmiz siirdiirmenizi rica ederek saygilarimi sunuyorum. 2024 yilinin Haziran
ayinda yayimlanacak olan 25. Cildin ikinci sayisinda tekrar bulugsmayi diliyorum...

Prof. Dr. Hatice BAKKALOGLU

Vi



From the Editor...
Dear Readers,

We are with you again with the Ankara University Faculty of Educational Sciences Journal of Special
Education’s first issue of March 2024, VVolume 25, Issue 1. As always has been, | would like to thank here those
who contributed as our authors, reviewers, readers, our Academic Advisory Board, and our Editorial Board. |
would like to indicate that as the Editorial Board, we put forth the effort to move our journal to a higher level both
quantitatively and qualitatively in the forthcoming process.

In this issue of our Journal, there are six research articles. | would like to briefly introduce them to our
readers. The first research article in the current issue includes a study of 4hmet BILDIREN, Tahsin FIRAT, and
Seving Zeynep KAVRUK namely “A School Life from Learning Disability to Giftedness.” This study in which the
researchers tried to answer the question of “Can a student with learning disability pass the university exam and get
into the faculty of medicine?” the aim was to examine the strengths and weaknesses of Fatih who succeeded in
getting into the faculty of medicine despite academic failure and to determine strategies he used against problems.
Case study among qualitative research methods was used as the study model. Through family interviews,
interviews with Fatih, the drawings of Fatih and result of intelligence test, areas he had difficulties as well as those
he was gifted were analyzed. Results of the study revealed that Fatih was suffering from learning disability since
primary school, he struggled especially in the Turkish lesson, and he was experiencing academic failure. Despite
his academic failure, he performed well in the field of mathematics. In addition, he was gifted in general mental
ability and that he is extraordinarily skilled at painting. When the strengths and weaknesses of Fatih were taken
into consideration, it was asserted that he is a gifted student with learning disability. The results were discussed
within the context of identifying gifted individuals with learning disability.

The second study namely “An Examination of Characters with Special Needs in Juvenile Books ” was
conducted by Hiiseyin OZTURK, Kemal AFACAN, Mustafa CEYLAN, and Ali KIRCI. In this research, the
researchers examined the books that include individuals with special needs as characters in terms of their structure,
depiction, and developmental characteristics. The study utilized document analysis model, one of the qualitative
research methods, in which the authors examined the characters with special needs according to various criteria.
They evaluated thirty-eight books in the study. While identifying the books, they sought that the books appealed
to juvenile and included at least one character with special needs. The authors analyzed the books with the content
analysis technique. Results showed eleven different disability types in the 38 books. Of these, 10 were visual
impairment, 11 were physical disabilities, six were hearing impairment, six were intellectual disability, six were
autism spectrum disorder (ASD), five were cerebral palsy, three were speech and language disorders, three were
gifted, one was specific learning disability, one was attention deficiency and hyperactivity disorder, one was
physical disorder. In 33 books, characters had positive depictions; 33 characters had dynamic characteristics, and
all of the books had realistic fiction except two. The results of the study differ from the studies in the literature in
terms of the variety of special needs of the characters. In terms of the reality of the fictions, the results overlap
with the studies in the literature. The rate of dynamic characters in the books that are the subject of this research
is higher than past studies. The results regarding the relationship between the characters with special needs and
their peers are also consistent with the results of the studies on the topic.

The third research article in this issue is authored by Gamze UNOZKAN-AKSU, and Mehmet Emrah
CANG/ namely “The Relationship between Theory of Mind and Pragmatic Language Skills in Individuals with
Autism Spectrum Disorder and Children with Typical Development.” This study investigated the relationship
between theory of mind (ToM) and pragmatics in individuals with autism spectrum disorder (ASD) and children
with typical development (CTD) and between these skills and Test of Language Development (TOLD-TR) scores
which were determined as a participant criterion. Sixteen individuals with ASD with TOLD-TR test equivalent
age 7;0-8;11 and 46 CTD aged 6;0-8;11 were included. Child Form of Reading the Mind in the Eyes Test (RMET),
Strange Stories Test, and Pragmatic Language Skills Inventory (PLSI) were used. PLSI and RMET scores as well
as PLSI and Strange Stories scores did not significantly correlate in the ASD group. Nevertheless, in CTD, there
were many weak-to-moderate level significant relationships between Strange Stories and PLSI subtest scores. In
both groups, there were significant relationships between all TOLD-TR subtest scores and Strange Stories scores,
except for TOLD-TR Syntactic Understanding in the ASD group. Numerous weak-to-strong correlations between
TOLD-TR and PLSI scores as well as between TOLD-TR and ToM scores were found in the CTD group. In the
ASD group, however, moderate-to-strong relationships between Strange Stories and the TODIL composite,
between Sentence Comprehension and Morpheme Completion, and between RMET and Morpheme Completion.
It emerged that groups could have different patterns of interaction between these variables. The lack of correlation
between ToM and pragmatics in ASD may be explained by the relatively small sample size and the fact that the
norm group of the PLSI was largely composed of CTD. Additionally, the importance of sentence and syntax
comprehension in ToM was revealed.
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Elvan BARAN-KARALAR, Atlas BOGENC, and Tevhide KARGIN authored the fourth research article
namely “An Investigation on the Opinions of Class and Guidance Teachers About the Challenges in Mainstream
Education.” This research aimed to determine the opinions and suggestions of classroom and guidance teachers
working in primary schools in Istanbul regarding the difficulties they experience in inclusion practice. In the study
in which the case study model, which is one of the qualitative research methods, was used; semi-structured
interviews were conducted with seven classroom teachers who have inclusion students in their classroom and six
psychological counselor/guidance teachers who have inclusion students in their school. By applying content
analysis to the data obtained from the interviews, the main themes and sub-themes were formed, and the findings
were reached. Research findings show that classroom teachers prepare the individualized education program (IEP)
with the help of the guidance teacher. The school administration does not have enough information about the
inclusion practice because the classrooms are crowded. Thus, the teachers have difficulty in gaining academic
skills, as well as finding and adapting appropriate materials for mainstreaming students. Counselors, on the other
hand, state that the IEP development unit remains on paper, that all responsibilities related to IEP are assigned to
them, and that the school administration does not cooperate on inclusion. In addition, both classroom teachers and
guidance teachers stated that the communication and cooperation they established with the institutions where the
student received support education was one-sided and they did not receive any feedback regarding the student.
The fact that families do not accept their children's inadequacy, and do not have enough information about
inclusion, is another finding that makes cooperation difficult for classroom and guidance teachers. The findings
obtained from the research revealed the necessity of the classroom and guidance teachers to be in cooperation with
the school, family and stakeholders who provide support education to the students in the inclusive practice. This
cooperation will enable the student's educational process to improve their learning better. It is recommended to
conduct experimental studies based on school-family cooperation in similar studies.

The fifth article which was conducted by Meryem UCAR-RASMUSSEN, and Ilknur CIFCI-
TEK/NARSLAN is namely “Teaching Sexual Abuse Prevention Skills to Individuals with Intellectual Disabilities.
This study aimed to examine the effectiveness of the curriculum developed in line with the cognitive process
approach in helping people with intellectual disabilities to acquire the skill of sexual abuse prevention. The study
was designed with the multiple probe model across participants, one of the single-subject research methods, and
baseline, instruction, probe, and generalization phases were used. Three 12—-14-year-old female students with
intellectual disability were included in the study. An instructional program based on the social decoding, social
decision making/deciding, social performance, and social evaluation stages of the cognitive process approach was
prepared to teach the target skill to the participants. The program made use of stories about sexual abuse situations
and how to avoid these situations, as well as pictures depicting these stories. Participants were taught three
prevention skills to avoid sexual abuse: "saying no", “getting out of the environment”, and "telling what occurred
to someone they trusted.” At the end of the study, it was concluded that the developed instructional program was
effective in helping three female students in acquiring the sexual abuse prevention skills. This effect can be
explained both by the increase in the data collected during the teaching process and by the fact that the probe data
collected at the end of the instruction were higher than the probe data collected before the instruction. The findings
obtained from the research were discussed in the light of the studies in the literature and suggestions were made
for further studies.

The sixth and the last research article in this issue namely “Evaluating the Perspectives of Teachers with
Hearing-impaired Students on their Professional Competencies” was authored by Ozlem ASLAN-BAGCI, and
Hakan SARI. This study aimed to identify the teacher needs for the teacher competency training program in hearing
impairments that was developed for teachers of hearing-impaired students. Qualitative research design was
adopted in this study, and the data were collected by semi-structured interview on the professional knowledge and
skills teachers need while teaching hearing-impaired students at different levels (primary, secondary, and high
school) in the central districts of Sakarya. The data were analyzed by content analysis. Through the data, the main
themes of knowledge about the hearing impaired, communication models and hearing aids, teaching methods and
techniques, and academic and professional skills were unfolded. In the literature, there are many studies that reveal
the necessity and importance of needs analysis in studies to determine and develop teacher competencies and
research results that are consistent with the findings of this study. As a result of this research, what teachers with
hearing-impaired students state about the education of hearing impaired are as follows: Definitions, classification
and developmental characteristics of hearing-impaired children, diagnosis and evaluation processes, educational
approaches and program adaptation, individualized education program (IEP) development and implementation,
material preparation and educational environments using technology, communication models, hearing aids and
assistive technologies, environment adaptation and effective classroom management. In addition, it was found that
teachers neither have sufficient knowledge about family education nor find themselves sufficient in issues
regarding hearing-impaired students, so they wanted to receive training. Based on the study results, suggestions,
such as supporting teachers with pre-service and in-service training and providing them with expert support, were
made.

viii



I would like to kindly thank once again my colleagues for their vigorous efforts who are working with me
on the Editorial Board for our journal to be published timely and to increase quality. | would like to thank our dear
readers, authors, and reviewers for their support and contributions once again and | would like to kindly request
you to continue your support and contributions during the ongoing process. | wish to be with you again in the
second issue of the 25™ volume which will be published in June 2024. ..

Prof. Hatice BAKKALOGLU
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Giris: Ogrenme giicliigii olan bir dgrenci {iniversite smavinda iistiin bir basar1 saglayarak tip fakiiltesine
yerlesebilir mi? iki kere farkli dgrenciler olarak da bilinen 6grenme giigliigii olan iistiin yetenekli dgrencilere
yonelik galismalar son zamanlarda hiz kazanmistir. Bu ¢aligmada ise akademik basarisizliga ragmen tip fakiiltesine
girmeyi bagaran Fatih'in giicli ve zayif yonlerini ile giiglilklere karsi kullandig: stratejilerinin belirlenmesi
amaglanmistir.

Yontem: Calisma modeli olarak nitel arastirma yontemlerinden durum ¢aligmasi kullanilmigtir. Aile goriismeleri,
Fatih ile yapilan goriismeler, Fatih'in ¢izimleri ve zeka testi sonucuyla birlikte Fatih'in zorlandig1 ve yetenekli
oldugu alanlar analiz edilmistir.

Bulgular: Elde edilen veriler sonucunda Fatih'in ilkokuldan beri 6grenme giicligii yasadigi, 6zellikle Tiirkge
dersinde zorluk ¢ektigi ve akademik basarisizlik yasadigi belirlenmistir. Yasadigi akademik basarisizliga ragmen
matematik alaninda iyi performans gosterdigi saptanmistir. Ayrica genel zihinsel yetenekte yetenekli oldugu ve
resim yapmada olaganiistii yetenege sahip oldugu sonucuna varilmistir.

Tartisma: Fatih'in giiclii ile zayif yonlerini, yetersizliklerini telafi etmek ve bir seyler basardigini ortaya koymak
icin resim alanindaki yaraticiligini 6n plana ¢ikarmasi dikkate alindiginda Fatih'in 6grenme giigliigii olan iistiin
yetenekli bir 6grenci oldugu belirtilebilir. Sonuglar, 6grenme gii¢liigii olan iistiin yetenekli bireylerin belirlenmesi
baglaminda tartisilmustir.

Anahtar sézciikler: Ustiin yeteneklilik, 6grenme giicliigii, tanilama, giiclii yonler, zay1f yonler.
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Giris

iki gereksinimliligin tanimina iliskin bir fikir birligi olmasa da (Foley-Nicpon, 2015; Ronksley-Pavia,

2015), son yillarda 6grenme giicliigli ve stiin yetenegin bir arada gdriilebilecegine iliskin aragtirmalar hiz
kazanmustir (Al-Hroub, 2011; Assouline vd., 2010; Beckmann & Minnaert, 2018; Foley-Nicpon & Assouline,
2020; Maddocks, 2018; Ottone-Cross vd, 2017; van Viersen vd., 2016). Aragtirmalarin artmasina ragmen dgrenme
giicliigii olan istiin yetenekli 6grencilerin (20; twice exceptional [2¢]) tanilanmasi, bu ¢ocuklarin farkli 6zellikler
gostermesi nedeniyle giiclesmektedir. 26 niin tanilanmasi iizerine bir fikir birligi olmamas: (Maddocks, 2018) bu
sorunu derinlestirmektedir. Diisiikk akademik basari, yeteneklerin géz ardi edilmesi, maskelemenin etkileri

tanilamanin yani sira 26’lii 6grencilere yonelik egitimi de olumsuz etkilemektedir (Bildiren & Firat, 2020; Foleyi
Allmon vd., 2011; McCoach vd., 2001).

26’14 6grencilerin bir yandan giiclii istbilis becerileri (Hannah & Shore, 2008), iyi gelismis kelime
dagarciklart (Wood & Estrada-Hernandez, 2009), problem ¢6zme stratejileri (Munro, 2002), {istin uzamsal
becerileri (Reis & McCoach, 2002) ve yiiksek diizeyde yaraticilik (Ruban & Reis, 2005) sergilemeleri; bir yandan
da diisiik akademik basari (Foley-Nicpon & Assouline, 2020), temel isleme becerilerinde zayiflik (Assouline vd.,
2010), disiik fonolojik farkindalik (van Viersen vd., 2016) gibi dzellikler gostermeleri tanilamay1 daha karmagik
bir hale getirmektedir. Ama buna ragmen 26’ye yonelik farkindalik, tanilama ve miidahale konusunda arastirmalar
giderek artmaktadir (Lovett, 2013; Lovett, & Sparks, 2013; Maddocks, 2018, 2020; Nicpon vd., 2013; Ruban &
Reis, 2005). Biz bu ¢aligmada ilkokul 2. Sinifin sonuna dogru okumaya gecebilen, hala okuma ve yazmada sorun
yasayan, bununla birlikte miithis bir resim yetenegi olan, lise 6gretmenlerinin umudu kestigi bir donemde kimsenin
beklemedigi bir sekilde tip fakiiltesini kazanan bir 26’1 oldugu kanisina vardigimiz dgrencinin bugiine kadar
neden tanilanmadigini ve bu giigliige ragmen nasil ilerleyebildigini incelemeye calistik.

Ogrenme Giicliigii Olan Ustiin Yetenekli Cocuklar

Ogrenme giicliigii, bireyin yazili ve sdzlii dilin anlasiimas1 ve kullanilmastyla ilgili temel psikolojik
stireclerde yasadigi zorluklari ifade eder. Bu zorluklar, dinleme, diigiinme, konusma, okuma, yazma ve
matematiksel hesaplamalar yapma gibi becerileri igerir (Firat & Bildiren, 2023; Individuals with Disabilities
Education Act [IDEA], 2004). Bu tanima iistiin yeteneklilik eklendiginde &grenciler yetenek ve giicliik arasinda
stkigsmig bir durumda olabilmektedir. Ama bu durumun yasanabilecegi halen bir¢ok kisi tarafindan kabul edilmekte
zorlanilmaktadir (Foley-Nicpon vd., 2011; Portesova, 2010). 26°1i 6grenciler, okuma, matematik, yazim veya
yazili ifade gibi belirli bir akademik alanda performans seviyelerinde dnemli bir tutarsizlik sergileyen iistiin
zihinsel beceriye sahip 6grencilerdir (McCoach vd., 2001). Ogrenme giigliigii alan yazina iliskin arastirmalarda
O6grenme giigliigii olan ogrencilerin heterojen bir grup olusturdugu belirtilmektedir (Firat & Bildiren, 2022;
Fletcher vd., 2018; Swanson vd., 2013; Wong & Butter, 2012). Benzer bir durum 26’lii 6grenciler i¢in de s6z
konusudur (Baum vd.,1991; Brody & Mills, 1997). Bu heterojenlige ragmen 26’1t 6grenciler en az bir akademik
alanda yetersizlik yasarlar ve biligsel performanslarina ragmen diisiik akademik performans gosterirler (Assouline
vd., 2010; Foley-Nicpon vd., 2011). Ancak 26’lii 6grenciler, bilissel yetenekleri ile biligsel islemleme zayifliklari
arasinda farkliliklar gdsterirler (Maddocks, 2020).

26°1i dgrenciler genellikle es zamansiz gelisim gosterirler ve yetenekleri ve giigliikleriyle birlikte sadece
iistiin yetenekli ya da sadece dgrenme giigliigii baglaminda degerlendirilmezler (Ottone-Cross, 2017). Bunun
o6nemli bir nedeni Baum (1989) ve Brody ve Mills'e (1997) e gore yetenek ya da giigliiklerin maskelenmesidir. 26
olan dgrenciler genellikle ii¢ farkli gruba ayrilmaktadir (Brody & Mills, 1997). i1k grupta, iistiin yetenekli oldugu
kabul edilen ancak ayni zamanda 6grenme giigliigii yasayan 6grenciler yer almaktadir. Bu grup, yiiksek 1Q veya
yiiksek akademik basarilariyla 6ne ¢iktigi icin kolayca iistlin yetenekli olarak tanimlanabilir (Bisland, 2004). Bu
durum, 6grencinin karsilastig1 giicliikleri maskeleyerek istiin yetenegin varligini gosterir. (Reis vd., 2014). Bu
grup, iistiin olarak kolaylikla tanimlanabilir ancak yazim hatalar1 yaparlar, zayif el yazisi1 becerileri sergilerler ve
bu gruptan beklenen performans ile ger¢ek performanslari arasinda tutarsizlik vardir (Baum & Owen, 2004; Fetzer,
2000). ikinci gruptaki 6grenciler, 6grenme giicliigii tanis1 almis ve giicliiklerin {istiin yeteneklerini belirlemeyi
zorlastirdig1 6grencilerden olusur (Brody & Mills, 1997; Neihart, 2008). Bu 6grencilerde 6grenme giigliigii, baskin
bir sekilde ortaya ¢iktig1 i¢in potansiyellerini gizleyebilirler (Little, 2001). Bu durum, yetersiz degerlendirme
stiregleri veya Ogrencilerin gii¢likklerinin daha diisiik IQ puanlarina yol agma ihtimali nedeniyle, genellikle
Ogrencilerin istiin yeteneklerinin fark edilmedigi anlamima gelmektedir (Beckmann & Minnaert, 2018). Bu
durumda, bu 6grenciler genellikle 6zel egitime yonlendirilebilir, ancak iistiin yeteneklerinin gelisimi konusunda
yeterli destek alamamaktadirlar (Neihart, 2008; Silverman, 2009). Genellikle, 6grencinin giicliik yasadig: alanlara
odaklanan bir destek saglanir. Ugiincii gruptaki 6grenciler, iistiin yetenekleri ve dgrenme giicliikleri birbirini
maskeleyerek herhangi bir tan1 almayan 6grencilerdir (Fetzer, 2000; King, 2005). Bu 6grenciler normal siniflarda
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egitime devam ederlerken, istiin yetenekli veya 6grenme gii¢liigii ceken 6grencilere saglanan hizmetler icin uygun
goriilmezler ve ortalama yeteneklere sahip olduklar1 kabul edilir (Brody & Mills, 1997). Akademik olarak dikkat
cekmedikleri i¢in iistiin yetenek veya dgrenme giicliigli tanisi almazlar (McCallum vd., 2013).

26’11 6grenciler birbirinden farkli ve kendilerine 6zgii 6zellikler sergilemelerine ragmen, ortak 6zellikleri
ortaya koymaya caligan aragtirmalar da bulunmaktadir (Brody & Mills, 1997; Reis ve digerleri 2014). 26’1i
ogrenciler, ileri diizey sozciik dagarcigi, problem ¢dzme becerileri, giiclii bellek, yaraticilik, soyut diisiinme, akil
yiiriitme, yiiksek genel zihinsel yetenek, sozel veya uzamsal yeteneklerde giiclii yonler gibi o6zellikler
sergileyebilmektedir (Bildiren & Firat, 2020; Crepeau-Hobson & Bianco, 2013; Dare & Nowicki, 2015; LaFrance,
1997; Munro, 2002; Nielsen, 2002; Ruban & Reis, 2005; Wood & Estrada-Hernandez, 2009). 26’li 6grenciler bu
yeteneklere ragmen diigiik benlik kavrami gelistirebilir, kolayca cesareti kirilabilir, okulda dikkat giicliigli ¢ekebilir
ve egitim ortamindaki degisikliklere uyum saglamada zorluk yasayabilir (Assouline vd., 2010; Brody & Mills,
1997). Bunun nedeni yeteneklerinin yani sira szel yonergeleri izlemekte ve dikkati stirdiirmede zorlanma, temel
islemleme becerilerde, gorsel ve isitsel ayrim, siralama, kod ¢6zme becerileri, kisa siireli isitsel bellekte ve alici
ve ifade edici iletisimde giigliik yasama gibi problemler yasamalaridir. (Assouline vd., 2010; Baum vd., 2001;
Nielsen, 2002; Robinson, 1999; Waldron & Saphire, 1990, 1992). Bunun yani sira sézel ve yazili becerileri
arasinda farklilik olabilmekte, soyut kavram gerektiren gorevlerde c¢ok iyi performans sergilerken, bellek
gerektiren go—revlerde zorluk yasamaktadirlar (King, 2005). Sesbilgisel farkindalik, isitsel algi ve bellekte
yasadiklar1 zorluklar okuma yazma basarilarin1 olumsuz etkilemektedir (Waldron & Saphire, 1992). van Viersen
ve digerleri (2016) 26’1l 6grencilerin fonolojik farkindalik ve hizli isimlendirme becerilerinde zayif olduklarini,
ancak kisa siireli bellek, ¢alisan bellek ve dil becerilerinde ise giiglii olduklarini bulmuslardir. Ayrica arastirma,
fonolojinin, 26’1 ¢ocuklar i¢in bir risk faktorii oldugunu gdstermistir. Bu sonuglar 26°lii 6grencilerin okuma
yazmada sorun yasadiklar1 gostermektedir ancak 26’lii 6grencilerin ortalama zeka diizeyindeki disleksi olan
ogrencilerden daha iyi okuduklari tespit edilmistir (Berninger & Abbott, 2013; van Viersen vd., 2016; Van Viersen
vd., 2017). Okuma yazmaya ek olarak, say1 hissi, temel matematiksel hesaplama, sayilarla akil yiiriitme becerisinin
zay1f olmasi, matematik basarisini olumsuz etkilemektedir (Waldron & Saphire, 1992). Egitim programlarinin
genelde okuma, yazma ve aritmetik gibi temel akademik becerilere bagli olmasi nedeniyle diisiik akademik bagar1
gosterebilmekte (Baum vd., 2001; Gilman vd., 2013) ve bunlardan dolay: duygusal ve davranigsal zorluklart bir
arada yasayabilmektedirler (Assouline vd., 2010). Basarisizliklarin devam etmesi durumunda diisiik benlik algis
ve akademik 06z yeterlilik sergileyebilmektedirler (Beckmann & Minnaert, 2018; King, 2005; Olenhack, 2009).

Bu giicliikleri zaman zaman rahatlatan yaraticilik 6zellikleri de dikkat ¢ekicidir (Karnes & Shaunessy,
2004; LaFrance, 1997; Olenhack, 2009; Yssel vd., 2014). Beckmann ve Minnaert’in (2018) 23 yayin iizerine
yaptiklar1 inceleme de 26°li 6grencilerin gorevlerinde yaratici yaklasimlar gosterdikleri tespit edilmistir. Ancak
26’11 dgrenciler bu yaraticiliklarini yetersizliklerini telafi etme i¢in kullanabilmektedirler (Daniels & McCollin,
2010). Yaraticilik gibi belirgin bir 6zellige ragmen birlikte yasanan giicliikler, tanilamaya iliskin net bir fikir
birliginin olmamas1 (Assouline & Whiteman, 2011; Lovett & Sparks, 2013), 26°1ii 6grencilerin yeterince erken
tespit edilmesini zorlagtirmaktadir (National Association for Gifted Children, 2013; Reis vd., 2014).

Ogrenme Giicliigii Olan Ustiin Yeteneklilerin Tanilanmasi

Yiiksek potansiyel ve yetersizlikler arasindaki catigma (King, 2005), 26’14 6grencileri tanilamayi
tartismali ve gii¢ bir duruma getirmektedir. Grupta yer alan 6grencileri ayirt etmede temel zorlugun yeteneklerin
yetersizlikleri, yetersizliklerin de yetenekleri maskelemesi oldugu belirtilmektedir (Baum vd., 2006; Brody &
Mills, 1997; Portesova, 2010). Ancak McCoach ve digerleri (2001) gore maskelemeye odaklanmak problem
igermektedir. Cilinkii tiim ortalama performans gosteren 6grencileri taramak miimkiin olamamaktadir. Bu nedenle
26’1l 6grencilerinin belirleyici 6zelliklerine odaklanmay1 oOnerirler, boylece bu ogrenciler kritik bir sekilde
basarisiz olmaya baglamadan dnce uygulayicilar tarafindan tanimlanabilirler.

Alandaki artan bilgi ve kavrayisa ragmen, tanimlama sorunlar1 hala mevcuttur (Reis vd., 2014) ancak
tanilamaya iligskin farkli tanilama yontemleri onerilmektedir. Brody ve Mills (1997), bir ¢ocugun 26 olarak
etiketlenip etiketlenmemesi konusunda ii¢ faktoriin 6zellikle 6nemli oldugu sonucuna varmislardir. Bu faktorler,
olaganiistlii yetenek kaniti, yetenek-basar1 tutarsizligi ve bir islemleme yetersizligidir. Bu yaklasim, 6grenme
giicliigii olan istiin yetenekli bireylerde, IQ puanlarinin entegrasyonunu saglayarak yapilandirilmig gériismeler,
davranis gozlemleri, yaraticilik testleri ve 6gretmen degerlendirmeleri gibi daha 6znel endekslerin tanilama
stirecine dahil edilmesine olanak saglamistir. McCoach ve digerleri (2001), 6grenme gii¢liigli olan {istiin yetenekli
¢ocuklarin tanilanmasinda, sadece basar1 diizeyi ile zeka diizeyi arasindaki tutarsizligin degil, ayn1 zamanda ¢esitli
degerlendirme araglarinin bir arada kullanilmasimi da dnermektedirler. Bu araglar arasinda IQ testleri, basari
testleri, miifredata dayali degerlendirmeler ve portfolyo incelemeleri yer almaktadir. Nielsen (2002) ise tanilamada
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Wechsler zeka 6l¢eginin Ozellikle kodlama ve sayr dizisi gibi alt testlerinde diisiikk puanlarin aranmasini
onermektedir. Bu alt testler, 6grenme giicliigii olan iistiin yetenekli ¢ocuklarin belirgin zorluk yasadig: alanlar
ortaya koyabilir ve tan1 siirecinde dnemli ipuglar1 saglayabilir. Ayrica, profil analizleri, genis iistiin yeteneklilik
tanimlar1 ve 6grenme gii¢liigiiniin basart ve zeka diizeyi arasindaki tutarsizlik yaklagiminin birlikte kullanilmast,
daha dogru ve kapsamli bir tanmin konulmasmi saglayabilir. Bu yaklagim, 6grencinin farkli alanlardaki
yeteneklerini, giiclii ve zayif yonlerini goz 6niinde bulundurarak tani siirecinin daha etkili olmasini saglayabilir.
Silverman (2003) ise istiin yetenekli ve O6grenme giicligli olan cocuklarin birbirlerini farkli bigimlerde
maskeleyebilecegini vurgulayarak, ayri alt test puanlarinin detayli bir sekilde incelenmesinin énemli oldugunu
savunmaktadir. Bu sekilde, 6grencinin yeteneklerindeki tutarsizliklar ve potansiyel gii¢lii yonler daha iyi
anlagilabilir ve dogru bir tan1 konulabilir. Bu nedenle, tani siirecinde ayri alt test puanlarina dikkat edilmesi
gerekmektedir.

Basarisizlik ve zeka diizeyi arasindaki tutarsizligin ortaya g¢ikarilmasi i¢in gegen siirenin uzunlugu,
tutarsizlik yaklagiminin elestirilmesine neden olmaktadir (Vaughn vd., 2003). Bu sebeple alternatif olarak
miidahaleye tepki yontemi (MTM) 26’lii 6grencilerin tanilamasinda da uygulanmasi 6nerilmektedir (Yssel vd.,
2014). Ancak McCallum ve digerlerine (2013) gore riskli durum yalnizca diisiik akademik performansin bir iglevi
olarak tanimlandigindan, 26’li 6grencilerin miidahaleye tepki yonteminde tarama siirecinde tanimlanmasi pek
olas1 goziikmemektedir. Bu nedenle tarama igin MTM tutarsizlik kriterleri kullanilmasinmi 6nermektedirler
(matematikte en yiiksek %16'y1 belirlemek i¢in gézlemlenen puan formiiliiniin kullanilmasi gibi). Crepeau-Hobson
ve Bianco (2011) da standartlastirilmis degerlendirme prosediirlerinin MTM uygulamalari ile bu sekilde
harmanlanmasi ile daha dogru tanilama yapilabilecegini 6nermektedir.

Son yillarda yapilan arastirmalar, 26’1 6grencilerin tanilanmasini daha ayrintili olarak incelemeye
baslamistir. Ornegin Lovett ve Sparks (2013) 26’li dgrencilerin belirlendigi kriterlere ve ogrencilerin
standartlagtirilmis yetenek ve basart testlerindeki performansina odaklanarak 46 amprik ¢alismayr gdézden
gecirmislerdir. Sonuglara gore 26’1l 6grencilerin nasil tanilanacagi konusunda bir fikir birligi olmadig1, neredeyse
caligmalarin yarisinda IQ basart tutarsizligi yaklasiminin kullanildigi ancak bunun biiylik popiilasyonlarda
tanilama sorunlarina yol acacagi, calismalarin ¢ok azinda diisiik basarmin tani kriteri i¢in ele alindigi, 26’Li
ogrencilerin IQ ortalamalarmin 122.8 oldugu ve basari puanlarin ortalama diizeyde oldugu tespit edilmistir.
Ottone-Cross ve digerleri (2019), 26’lii 6grencilerin Kaufman Bagart Testi, (KTEA-3) skorlarmin ortalama
diizeyde oldugunu tespit emistir. Ayrica 26°1i 6grencilerin ortalama puanlarmin, iistiin yetenekli 6grencilerden
lile 2 standart sapma puani altinda, 6grenme giigliigii olan 6grencilerden de 1 ile 2 standart sapma puani iistiinde
oldugunu tespit etmistir. Maddocks’un (2018) yaptig1 ¢alismada potansiyel 26’lii olarak tanilanan 6grencilerin
¢ogunun daha diisiik iglemleme yetenekleri ve basar1 sergiledikleri tespit edilmistir. Yine bu arastirmada yaygin
olarak kullanilan bireysel uyumsuzluk kriterlerinin potansiyel {istiin yetenekli 6grencileri potansiyel dgrenme
giicliigli olan dgrenciler olarak taniladigini tespit etmistir. Maddocks un (2020) ¢alismasinda ise potansiyel 26’Li
ogrencilerin sdzel ve/veya muhakeme yeteneklerinde giiglii yonler sergiledigini ortaya g¢ikarmistir. 26°li
ogrencilerin kavrama-bilgi puanlari ile {istiin yetenekli 6grencilerin kavrama-bilgi puanlarmin benzer diizeyde
oldugunu tespit etmis ancak 26’1l 6grencilerin iistiin yetenekli 6grenciler kadar tanilama kriterlerini tagimadigini
ortaya koymustur.

26’1l 6grencilerin tanilama yaklasimlarini destekleyen arastirmalar bulunmasma ragmen (Baum &
Novak, 2010; Coleman, 2005), bu 6grencilerin tanilanmasinda standartlastirilmis bir siirecin olmamasi, okullarin
bu 6grencileri dogru bir sekilde tanilayamamasi ve ihtiyaglarina uygun egitim almalarini engelleyebilmektedir. Bu
nedenle, 6grenme gligliigii olan stiin yetenekli 6grencilerin tanimlanmasi igin farkli modellerin birlestirilmesi
uygun bir yaklagim olabilir. Assouline ve digerleri (2010) ile Lovett ve Sparks (2013) tarafindan da savunulan
goriise gore, bu 6grenciler 6grenme giicligiiyle iligkili temel biligsel eksikliklere sahiptir ve genellikle mutlak
yerine goreli akademik aciklar sergilemektedir. Bu nedenle bireysel zeka testi, ¢oklu biligsel islem 6l¢iisii, basar1
testi, miifredati dayali degerlendirmeyi igeren degerlendirme dizisi ile birlikte (Bell vd., 2015), referansh
standardize 6l¢gme araglarinin yani sira informal 6lgme araglarini da kapsayan c¢oklu tarama yontemlerinin
kullanilmasi ve disiplinlerarasi ekip ¢aligmasi ile isbirligi icerisinde tanilamanin yapilmasi (Baum vd., 2006; Dare
& Nowicki, 2015) daha isabetli tanilamay1 gerceklestirebilecektir.

Tiirkiye’deki Durum

Tirkiye’de 26’lii 6grencilere yonelik ¢aligmalar yok denecek kadar azdir. Bunun 6nemli bir nedeni
o0grenme gligliigiine yonelik tanilama sorunlaridir. Mili Egitim Bakanlig1 verilerine gére 6grenme giicliigii tanisi
almig Ogrencilerin orani tiim 6zel gereksinimli 6grencilerin yaklasik %3’1 civarindadir (Cakiroglu, 2017).
McFarland ve digerleri (2019), Engelli Bireyler Egitim Yasasi (IDEA) kapsaminda 6zel egitim hizmetleri alan 3-
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21 yas aras1 6grenci sayisinin 7 milyon oldugunu ve bu 6grencilerin %34'{iniin 6grenme gligliikleri olan bireylerden
olustugunu belirtmislerdir. Bu veriler goz oniine alindiginda, Tiirkiye'de 6grenme giicliigii tanilamasi konusunda
ciddi bir sorun oldugu ortadadir. Bu sorunun tanilama araglarinin eksikligi ve 6gretmenlerin bilgi diizeyinin
yetersizligi gibi faktorlerden kaynaklandigi sdylenebilir (Cakiroglu, 2017). Tiirkiye'de yapilan ¢alismalarda (Altun
& Uzuner, 2016; Basar & Goncii, 2018; Firat & Kogak, 2018), 6gretmenlerin 6grenme giigliigii konusunda yetersiz
bilgiye sahip oldugu belirlenmistir. Benzer sekilde, istiin yetenekli ¢ocuklar i¢in yapilan arastirmalarda da benzer
sonuglara ulagilmistir (Bildiren, 2018; Sahin & Kargin, 2013). Bu durum, grenme gii¢liigii olan iistiin yetenekli
¢ocuklarin tanilanmasini olumsuz yonde etkileyebilir. Bildiren ve Firat (2020) tarafindan yapilan bir aragtirmada,
ogrenme giicliigli olan {istiin yetenekli 6grencilerin tanilanmasiyla ilgili g¢esitli sorunlar belirlenmistir. Bu
calismada, sadece zeka testiyle dikkat daginikligi tanis1 konulan bir 6grencinin ¢oklu degerlendirme ile 6grenme
glicliigli olan iistiin yetenekli oldugu kanitlanmistir. Arastirmacilar, 6grenme giicliigii olan {istiin yetenekli
ogrencilerin erken tanilanmasmin biiyiik bir éneme sahip oldugunu vurgulamaktadir. Bu noktada, 6grenci
performansinin aile, 6gretmenler ve diger ilgili paydaslar tarafindan dikkatlice gézlemlenmesi gerektigine dikkat
cekmektedir. Tanilama siirecindeki sorunlara ragmen, umut verici bir gelisme olarak, 6zel egitim 6gretmenligi
lisans programinda yapilan yeni diizenlemelerden bahsedilebilir. Bu diizenlemelerle, 6grenme giigliigii ve iistiin
yetenek alaninda uzmanlagsma imkan1 sunulmaktadir. Bu durumun ilerleyen yillarda farkindaligin artmasina katki
saglamasi beklenmektedir.

Mevcut Calisma

26’1l 6grencilerin tanilanmasi {izerine yapilan ¢alismalar genelde bu dgrencilerin tipik gelisim 6zellikleri
ve tanilama araglari iizerine yogunlagmaktadir (Beckmann & Minnaert, 2018; Cross vd., 2019; Lovett & Sparks,
2013; Maddocks, 2018, 2019). Ancak 26’lii 6grencilerin erken yastan iiniversite yasamina kadar gerek giiglii
yonleri gerekse gerekse giiclik yasadigi alanlara iliskin derinlemesine arastirmalara ihtiyag bulundugu
diisiiniilmektedir. Bununla birlikte giicliik yasadigi alanlara ragmen akademik yagantida nasil ilerleyebildiklerinin
ve hatta nasil ciddi basarilar sergileyebildiklerinin de incelenmesi 6nemli olabilecektir. Tiirkiye’de 26’11 iiniversite
Ogrencisinin incelendigi bir arastirmaya rastlanmamistir. Dolayisiyla arastirma bulgularinin 26°Li 6grencilerinin
ozelliklerinin ortaya koyulmasinda, tanilanmasinda ve kendilerine 6zgii ne tiir stratejiler gelistirebildikleri
hususunda alana katkilar saglayabilecegi diisiiniilmektedir. Bu noktada arastirmada 26 potansiyeli tasiyan tip
fakiiltesi son simif 6grencisi Fatih’in giiclii ve zayif yonlerinin ortaya ¢ikarilmasi, giicliiklere karst kullandig
stratejilerinin belirlenmesi amaglanmaistir.

Yontem
Arastirma Modeli

Bu arastirmada, vaka c¢alismasi yontemi kullanilarak nitel bir arastirma modeli uygulanmigtir. Vaka
calismasi, birey, grup, topluluk veya birimlerin yasadig1 olaylarin belirli bir bilimsel yaklagima dayanarak analiz
edildigi bir yontemdir. Bu yontem, derinlemesine bir bilgi elde etmeyi ve gergek hayattaki olaylar: biitlinciil bir
perspektifle anlamay1 saglar (McMillan, 2004; Yin, 2003). Tek bir vaka ¢alismasi yapmanin 6nemli nedenleri
arasinda teorik bilginin dogrulanmasi, benzersiz ve olagandisi bir durumun belgelenmesi ve analiz edilmesi, ayni
vakay1 farkli zamanlarda takip etme imkani, erisilemeyen bir olgunun incelenmesi gibi faktorler yer almaktadir
(Yin, 2014). Bu nedenle yaklagik 50.000 6grencinin egitim gordiigii iiniversitede benzersiz giigliikler ve bir o kadar
da yetenekler sergileyen Fatih’in derinlemesine incelenmesi hedeflenmistir. Bu hedef noktasinda Fatih ve ailesi
ile goriisme yapilmis, zeka performansini belirlemek i¢in TONI-3 testi uygulanmis, yetenegi i¢in resimleri analiz
edilmis ve yetersizligi ile nasil basa ¢iktigini ortaya ¢ikarmak igin ders ¢alisma stratejileri analiz edilmistir.

Katilimci

26 potansiyeli olan Fatih 6zel egitim boliimiine bagvurarak gocukluk doneminden itibaren yasadigi
giicliiklerin iiniversite yasami boyunca da devam ettigini ve bu durumun hayatini olumsuz etkiledigini aktarmistir.
Arastirmacilar tarafindan giiclii ve zay1f yonlerinin belirlenmesi amaciyla bir degerlendirme yapilmasi 6nerilmis,
Fatih de bu 6neriyi kabul etmistir.

Fatih 24 yasinda Tip Fakiiltesi son smnif 6grencisidir. Anne ve babasi ilkokul mezunudur. Bir kiz bir de
erkek olmak tizere iki kardesi vardir. Normal dogumla diinyaya gelmis, dogum sirasinda bir problem yasamamustir.
1-1,6 yas araliginda konusmaya baslamistir. Konusmaya basladiginda yasadigi sorun bazi harfleri ¢ikarmakta
zorlanmasidir. Bu konuda ablasi yardime1 olmustur. Dogdugu yerde okul 6ncesi kurum olmadigi igin okul 6ncesi
egitim almamistir. Okul 6ncesi donemde hareketli, iletisimi iyi, hayalperest ve resim ¢izmeyi ¢ok seven bir
cocuktur. Tlkokul dénemi ise ok sikintili baslamustir. flkokula basladiktan sonra okuma ve yazmay1 2 yil sonra
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o0grenmis ve bu nedenle ilkokuldan hi¢ hoslanmamuigtir. Ortaokul ve lise doneminde 6zellikle sozel dersler ve
Tiirk¢ede problemler yasamaya devam etmistir. Matematik ve resim dersleri haricinde diger derslerde aktif katilim
gostermemistir. Lise Ogretmenlerinin tiniversite sinavinda basari beklemedigi bir durumda iken 2.007.659
Ogrencinin smava girdigi iiniversite yerlestirme simavinda ilk 11000 igerisine girerek Tip fakiiltesini kazanmustir.
Halen okuma, yazma, okudugunu anlamada sorunlar yagamaktadir.

Veri Toplama Araglan
Yart Yapuandirilmis Goriisme Formu

Aragtirmacilar tarafindan veri toplama araci olarak aragtirmanin amacina literatiir bilgilerine uygun
sekilde iki yart yapilandirilmig gériisme formu hazirlanmistir. Formun biri Fatih’in kendisine digeri ise ailesine
uygulanmigtir. Yari yapilandirilmig gorisme formlarindaki sorular igin 6grenme giigliigii ve stiin yetenek
alaninda uzman 2 6gretim iiyesinden goriis alarak i¢ gecerligin saglanmasi amaglanmistir. Gorligme formu 37
sorudan olusmaktadir. Yar1 yapilandirilmis goriisme formundaki sorularin, aragtirmanin amacina tam anlamiyla
hizmet edebilecegi anlasildiktan sonra Fatih ve ailesi i¢in uygulamaya ge¢ilmis, bireysel olarak goriisiilmiis ve
veriler not tutularak kaydedilmistir.

TONI-3 Zeka Testi

Fatih'in genel zihinsel yetenegini degerlendirmek icin Tiirkiye'de yetiskinler icin 6zel bir zeka testi
bulunmamasi sebebiyle, sézel olmayan TONI-3 zeka testi uygulanmigtir. TONI-3 testi, Brown ve digerleri
tarafindan gelistirilmis olup 6 ila 89 yas arasindaki bireylere bireysel olarak uygulanan bir genel yetenek zeka
testidir. Bu test, yetenek, zeka, soyut diisiinme ve problem ¢6zme becerilerini tamamen dil bagimsiz bir sekilde
degerlendirmek igin tasarlanmistir. Ozellikle akici zekayi, soyut diisiinmeyi ve problem ¢dzme yeteneklerini
degerlendiren bir yapiya sahiptir (Brown vd., 1997). Amerika Birlesik Devletleri'nde TONI-3 testinin yas gruplari
icin yapilan i¢ tutarlik giivenirlik analizleri sonucunda, A ve B formlari i¢in Cronbach Alfa i¢ tutarlik giivenirlik
katsayilarinin .89 ile .97 arasinda oldugu bulunmustur.

Resim Analizleri

Fatih’in yaptig1 8 resim, iki uzman tarafindan analiz edilmigtir. Uzmanlar Tiirkiye’de {istiin yetenekli
¢ocuklarin egitim aldig1 devlet kurumu olan Bilim ve Sanat Merkezinde gorev yapmaktadirlar. Resim alaninda
iistlin yetenekli ¢ocuklarin tanilanmasi konusunda ¢aligsmaktadirlar.

Ders Calisma Stratejileri

Giiclii olduklart alanlara iligkin pek ¢ok potansiyelleri olan 26’1l 6grencilerin giiglii alanlarini hedefleyen
uygulamalar ile ihtiya¢ duyuldugunda zayif alanlarina iliskin strateji ve becerilerin 6gretiminin potansiyellerini en
iist diizeyde kullanabilmeleri i¢in 6nemli oldugu belirtilmektedir (Dare & Nowicki, 2015; Reis vd., 2014). Ancak
Fatih tan1 almangtir. Bu nedenle herhangi bir miidahale programi ya da dzel egitim uygulanmamistir. {lkokuldan
itibaren tant almayan Fatih’in akademik yasantisindaki giicliikleri nasil tolere edebildigini incelemek igin tip
fakiiltesindeki dersleri nasil ¢alistigmna iligkin inceleme yapilmistir. Bu inceleme sonucunda Fatih’in resimlerle
kodlama yaptig1 ders ¢alisma notlar1 ve resimleri incelenmistir.

Veri Toplama ve Analizi

Bu arastirma, nitel arastirma yaklasimi dogrultusunda tasarlanmig olup, elde edilen veriler yari
yapilandirilmis goriisme formu kullanilarak toplanmis ve analiz igin "igerik analizi" teknigi uygulanmistir. Veri
analizi dort asamada gergeklestirilmistir: 1. Verilerin kodlanmasi, 2. Kodlanan verilerin temalarinin belirlenmesi,
3. Kodlarm ve temalarin diizenlenmesi, 4. Bulgularin tanimlanmasi ve yorumlanmasi (Y1ldirim ve Simsek, 2006).
Analiz siirecinde goriisme kayitlart desifre edilerek ¢oziimlemeler yapilmis ve bu siiregte verilerden ¢ikan temalar
ve kod basgliklart belirlenmistir. Arastirmanin giivenirligini saglamak amaciyla, arastirma verileri iki ayrn
aragtirmaci tarafindan bagimsiz olarak kodlanmis ve ortaya ¢ikan kod ve tema listesine son sekli verilmistir. Daha
sonra, veriler, bu kod ve tema listesine gore degerlendirilmek {izere yine iki arastirmaci tarafindan incelenmistir.
"Goris Birligi" ve "Goriis Ayrilig1" olan maddeler belirlenmistir. Aragtirmanin giivenirligini degerlendirmek igin
Miles ve Huberman'm (1994) 6nerdigi “P (Uzlagsma Yiizdesi %) = [Na (Goriis Birligi) / Na (Goriis Birligi) + Nd
(Gortis Ayriligr)] X 100” formiilii kullanilmigtir. Bu hesaplama sonucunda elde edilen P degeri %93 olarak
bulunmus ve arastirmanin giivenilir kabul edildigi tespit edilmistir.
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Etik Prosediir

) Bu ¢aligmanin her asamasinda etik hususlara oncelik verilmistir. Calisma 6ncesi Aydin Adnan Menderes
Universitesi Egitim Bilimleri Fakiiltesi Egitim Arastirmalar1 Etik Kurulu'ndan 27/02/2023 tarih ve 2023/2 sayili
etik onay alinmis olup katilimeilara (Fatih ve Fatihin ebeveynleri) bilgilendirilmis onam formu doldurtulmustur.

Bulgular

Bu béliimde katilimerya yoneltilen sorulardan elde edilen bulgular arastirma sorularma cevap verecek
sekilde olusturulan temalara gore incelenmis ve tablolar halinde sunulmustur. Ayrica buna ek olarak TONI-3 testi
bulgularina, resim analizlerine, ders ¢alisma stratejilerine yer verilmistir.

Tablo 1
Katilimcimin Giiglii ve Zayif Yonlerine Dair Kodlar

Donem Giiglii yonler Zayif yonler
Iletisim
Okul 6ncesi Hayal kurma Artikiilasyon
Resim
Isteksizlik
Matematik Okuma gligliigi
ilkokul dénemi Resim Akademik basarisizlik
Iletisim Yazma giicligii (s/s, c/¢ ve h/g)
Tasarim Tiirkce
Odev tamamlayamama
Ortaokul donemi Mat.e matik Tiirkge e
Resim Okuma giigliigii
Sozel dersler
Lise dénemi Resim Isteksizlik
Akademik basarisizlik
Ug boyutlu diisiinme Bellek
Universite dénemi Hayal etme Yazma giigligii
Farkli diigiinme Diisiik okuma hizi

Tablo 1 incelendiginde, okul Oncesi donemde Fatih’in hareketli bir ¢ocuk oldugu, konusmaya
basladiginda artikiilasyon sorunlar1 yasadigi, arkadaslar ile iyi iletisim kurdugu ve okul dncesi egitimi almadigt
ortaya ¢ikmustir.

Okul 6ncesi donemde Fatih’in hareketli bir cocuk oldugu, konusmaya basladiginda artikiilasyon sorunlari
yasadigi, arkadaslari ile iyi iletisim kurdugu ve okul 6ncesi egitimi almadig1 ortaya ¢ikmigstir. Bu donemle ilgili
“Konusmayla ilgili yasadigim tek sorun bazi harfleri ¢ikarmakta zorlanmigtim. Ablam yardimci oldu.
Arkadagslarimla giizel bir iletisimim vardi. Oyunlara aktif olarak katilan biriydim.” seklinde diisiincelerini
aktarmustir.

flkokul doneminde okula karsi isteksizlik ve okuma ve yazma giigliigii yasadigi, Odevlerini
tamamlayamadig1 genel anlamda ve 6zellikle Tiirk¢e dersinde akademik basarisizlik yasadigi ortaya ¢ikmustir.
Bunula birlikte matematik ve resim alaninda ¢alismaktan hoslandig1 ve iyi bir performans sergiledigi tespit
edilmistir. Bu dénemle ilgili diisiincelerini su sekilde ifade etmistir:

“Ben ilk giinden itibaren okula gitmek hi¢ istemezdim. Evdekilere gok sikildigimi sdylerdim. Ikiz kiz
kardesim de ayn1 siniftaydi o boyle sorunlar hi¢ yasamadi. Beni ilk bir aya yakin ablam okula gétiirdii ve
yanimda oturdu. O olmadiginda derslere girmemek i¢in elimden geleni yapiyordum. Okulu sevmemin
sebebi herkesin okuma yazmay1 ¢ok hizli 6grenirken benim hala 6grenemiyor olmamdi. Her 6grenciye
ayrt ilgi gosterilebilecek bir sinif degildi. Resim dersi ve matematik dersleri digindaki higbir dersi
sevmezdim. Matematige olan ilgimde babamin bakkalinda baslamisti. Sinif 6gretmenimiz okuma
yazmay1 dgrenemedigim i¢in ve ddevleri yapmadigim igin siddet uygulardi. Ama ben bunu eve pek
yansitmazdim. Birinci smifim bittiginde artik insaati biten yeni mahalle okuluna gegmistik. Eski
Ogretmenimiz 2. Sinifa ikizimden ayr1 kalmayayim diye siniftan gegirecegini ifade ederdi. Zaten
karnemde notlarimda diisiikti.”

Ozellikle okuma ve yazma giigliigiine iliskin “s/s, c/¢ ve h/g ayrumim yazarken yapamazdim. Ama bu
anlamama engel olmadigi igin okuyabiliyorum tek basima dedigimde 2.sinif ortalarimdaydi ama ¢ok yavas
okuyordum. Hala da hizli degil” seklinde yasadiklarmi ifade etmistir. Tiirkge dersine iliskin de “Tiirk¢e
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derslerinden ka¢mak ok isterdim. Ogretmen bana kitap okuttugunda cok ¢ekinirdim kétii hissederdim. Ders bitsin
diye dua ederdim. Hep en arka siraya oturmaya ¢alisirdim. Giiglii yanim derste ben kitap okurken bana giilseler
bile umursamazdim. Igimden okul bitince zaten bakkal olucam derdim” seklinde yasadiklarini aktarmastir.

Ortaokulda ise Fatih’in kendini daha iyi hissetmeye basladig: ilkokula benzer bir sekilde matematik ve
resim dersinde daha iyi performans sergiledigi, Tiirk¢e dersinde ve okumada zorlandig: ortaya ¢ikarilmistir. Bu
donemle ilgili “Ortaokulum ¢ok daha basarilyydy ¢iinkii matematik yapabiliyordum. Tiirkge dgretmenim yavag
okumami yadirgard: sadece ama kétii davranmaz énerilerde bulunurdu. Akademik basarim Ilkokula gore kat kat
diizelmigti. Tiirk¢e disinda.” seklinde yasadiklarini aktarmastir.

Lise doneminde muhtemelen ders sayisinin ve zorlugunun artmasi nedeniyle ilkokula benzer bir sekilde
okula kars1 isteksizlik yasadigi, 6zellikle s6zel derslerden ¢ok zorlandigi tespit edilmistir. Bu donemle ilgili “Lise
bir sanki yeniden ilkokula basliyormusum gibi zor bir donemdi. Sozel derslerde basarisiz oldugum igin tembel
goriiyorlardi.” seklinde diigiincelerini aktarmistir.

Tiirkiye’de yiliksek Ogretime gecis icin uygulanan {iiniversite sinavinda lise Ogretmenlerinin hig
beklemedigi bir sekilde performans gosterip tip fakiiltesini kazanan Fatih {iniversiteye basladiginda dncelikle
basaramama diisiincesine kapilmis bu diisiince onu kaygilandirmaya basglamistir. Ancak ii¢ boyutlu diisiinme ve
hayal etme giiciinii 6n plana ¢ikarip akademik basarisini arttirabilmistir. Bu dénemle ilgili diislincelerini su sekilde
aktarmustir:

“Cok zor oldugunu duyarak ve bunu endisesiyle geldim. Bitirememe kaygim baglamadan olmustu. Ancak
daha sonra akademik basarim bekledigimden ¢ok daha iyi oldu. Cok basarili biri sayilmam belki ama
severek 6greniyorum ¢ilinkii hayal etmem gereken ve ii¢ boyutlu diisinmem gereken ¢ok an oluyor bu
hosuma gidiyor.”

TONI-3 Testi Bulgulari

TONI-3 testi Fatih’e bireysel olarak uygulanmistir. Test uygulamasinda kolay sorularda dikkatinin
dagildig1 gozlenmistir. 15-20 dk. arasinda testi tamamlamigtir. Toplam 42 soruyu dogru cevaplamigtir. Testin
orijinal normlarina gére Fatih’in 130 IQ diizeyinde oldugu tespit edilmistir.

Resimler

Resim alanindaki uzmanlarin degerlendirmesine gore Fatih’in kendi meslek alaniyla ilgili caligmalarina
yonelik resim ve illiistrasyonu birlestirmesi, aynt zamanda kendi boyama ve ¢izgi tarzi olusturmast bakimindan
onemli bir agama olarak yorumlanmustir. Cizgi, perspektif, oran oranti, 151k golge, konu biitiinliigii ve yorumlama
baglaminda iistiin bir yetenek sergiledigi ifade edilmistir. Portrelerdeki oran orantiy1 ¢ok iyi gozlemledigi ortaya
¢ikartlmigtir. Sanatin toplumsal yoniine de g¢alismalarinda epeyce yer vermis olmasi (toplumsal olaylar,
farkindaliklar) farkl bir diigiincenin var oldugunu gostermesi bakimindan 6nemli olarak degerlendirilmistir. Yine
uzmanlar tarafindan materyal tercihlerinin zaman ve mekana gore farklilik yarattigi ortaya koyulmustur. Sonug
olarak resim alanindaki uzmanlar, Fatih’in resim alaninda {istiin yetenekli oldugu kanisina varmiglardir.

Resim alanindaki uzmanlarin degerlendirmesine gore Fatih’in kendi meslek alaniyla ilgili ¢aligmalarina
yonelik resim ve illiistrasyonu birlestirmesi (bk. Sekil 1), ayn1 zamanda kendi boyama ve ¢izgi tarzi olusturmasi
bakimindan 6nemli bir asama olarak yorumlanmustir.
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Sekil 1

Fatih’in Resimleri

Ders Calisma Stratejileri
Halen okumada giigliik yasayan bu nedenle tiniversitede sinavlarini ¢alismakta zorlanan Fatih’in nasil

bunun iistesinden gelebildigi incelenmistir. Inceleme sonuglarinda Fatih’in bilgileri bellege almak igin resim

yeteneginden yararlandig1 ve resimle kodlama yaparak ders ¢alistigi tespit edilmistir. Ornekler Sekil 2’de

gosterilmistir.

Sekil 2

Fatih’in Calisma Stratejileri
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Tartisma

Elde edilen verilere gore Fatih’in ilkokuldan itibaren okuma ve yazma giicliigii yasadigi, okula karsi
olumsuz tutum sergiledigi, 6zellikle Tiirk¢e dersinde zorlandigi, akademik basarisizlik yasadigi tespit edilmistir.
Bununla birlikte {istiin bir genel zihinsel yetenege ve olaganiistii yaratict bir resim yetenegine sahip oldugu
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sonucuna vartlmistir. Giiglii ve zayif yonleri ile birlikte ele alindiginda Fatih’in 26°lii bir birey oldugu sdylenebilir
(Assouline vd., 2010; Brody & Mills, 1997; Crepeau-Hobson & Bianco, 2013; Dare & Nowicki, 2015; Foley-
Nicpon vd., 2011; Foley-Nicpon & Assouline, 2020; Olenhack, 2009; Ottone-Cross vd., 2017; Ruban & Reis,
2005; van Viersen vd., 2016).

Ozellikle giigliik yasadig1 alanlarda ayrintili bir degerlendirme yapildiginda 6grenme giigliigii tarafinin
belirgin olarak lise donemine kadar goriiniir oldugunu sdyleyebiliriz. Okul 6ncesi donemde yasadig: artikiilasyon
sorunu, van Viersen ve digerlerinin (2016) ortaya koydugu gibi fonolojik farkindalikta sorun yasadigini
gostermektedir. Tlkokul donemindeki yazma giiliigii (s/s, c/c ve h/g harflerini karistirmasi) bu bulguyu
desteklemektedir. Muhtemelen bu durum Waldron ve Saphire (1992) ifade ettigi gibi okuma ve yazmay1 olumsuz
etkilemektedir. Yapilan gériismede elde bir sonugta hala bu sorunun devam ettigini gostermektedir. (Ornegin, kisa
sOzciigiinii yazarken zaman zaman sika olarak yanls yazmaktadir). Ilkokulda kolayca cesaretinin kirilmasi, uyum
saglayamamasi 6grenme gii¢liigiinii ortaya koymaktadir (Assouline vd., 2010; Brody & Mills, 1997). Okuma
giicliigiiniin hala siiriiyor olmas1 da 6grenme giicliigii tanis1 olasiligmi arttirmaktadir. Ozellikle biligsel yetenegine
ragmen liseye kadar yasadigi akademik basarisizlik, 26’14 6grencilerin ortak 6zelliklerinden birini sergiledigini
gostermektedir. (Assouline vd., 2010; Foley-Nicpon vd., 2011). Maddocks’un (2018) yaptig1 calismada potansiyel
26°lii olarak tanilanan 6grencilerin ¢ogunun daha diisiik islemleme yetenekleri ve basar1 sergilediklerini ortaya
koymasi, Fatih’in bu grupta yer alma olasiligini arttirmaktadir. Tiim diinya oldugu gibi Tiirkiye’de de egitim
programlarinin genelde okuma, yazma ve aritmetik gibi temel akademik becerilere bagli olmasi nedeniyle Fatih
diisiik akademik basar1 gostermis (Gilman vd., 2013) ve bunlardan dolay1 duygusal ve davranigsal zorluklari bir
arada (Assouline vd., 2010) yasamigtir. Bunun 6nemli bir nedeni erken miidahale programinin uygulanmamasidir.
Ciinkii 26’14 6grencilerin, diisiik 6zgliven ve motivasyon, etkisiz 6z yeterlik ve en 6nemlisi 6grenme sevgisinin
kaybina kars1 koruyucu bir faktdr saglamak i¢in erken miidahale gereklidir (Reis vd., 2000).

Akademik bagarisizliga ragmen matematik alaninda iyi performans gostermesi 26°lii 6grencilerin
heterojen bir grup olmasiyla (Fletcher vd., 2018; Swanson vd., 2013; Wong & Butter, 2012) agiklanabilir.
Maddocks’un (2020) ifade ettigi gibi 26’li Ogrenciler biligsel islemleme zayifliklar1 arasinda farkliliklar
gosterirler. Ayrica 26’1 6grencilerin soyut diigiinme, akil yiiritme, yliksek genel zihinsel yetenek, sozel veya
uzamsal yeteneklerde giiglii yonler 6zellikler sergilemesi (Bildiren & Firat, 2020; Crepeau-Hobson & Bianco,
2013; Dare & Nowicki, 2015; LaFrance, 1997; Munro, 2002; Nielsen, 2002; Ruban & Reis, 2005; Wood &
Estrada-Hernandez, 2009) matematik alanindaki performansi agiklayabilir. 26’lii 6grenciler arasinda sozel ve
yazilt becerileri arasinda farklilik olabilmekte, soyut kavram gerektiren gorevlerde g¢ok iyi performans
sergileyebilmektedirler (King, 2005). Ottone-Cross ve digerleri (2017)’nin yaptiklar1 ¢aligmada 26’1 6grenciler
matematikte ortalamanin {istiinde basar1 gostermistir. 26’1 6grencilerin iistiin yetenekli 6grencilere benzer bir
sekilde kavrama-bilgi performansina sahip (Maddocks, 2020) olsa da matematikteki performansi agiklayabilir.

Figiirlerde ve uzman degerlendirmesinde goriildiigii tizere resim alaninda yaratici ¢aligmalari, bu alanda
iistiin yetenekli oldugunu gostermektedir. 26’1l 6grencilerin yaraticilik 6zellikleri dikkate alindiginda (Beckmann
& Minnaert, 2018; Karnes & Shaunessy, 2004; LaFrance, 1997; Olenhack, 2009; Yssel vd., 2014), Fatih’in
yetersizliklerini telafi etmek ve bir seyler basardigini ortaya koymak i¢in bu yetenegini kullandigini séylememiz
miimkiindiir. LaRusso ve digerleri (2015), 6grencilerin karmasik muhakemelerinin derin kavrayis sergileme
yeteneklerini Ongérdiigiinii bulmustur. Bu da yiiksek seviyeli figiiratif isleme gorevlerinin muhakeme
becerilerindeki giigle gelistirilebilecegini gostermistir. Fatih’in bunu gelistirebildigi sdylenebilir. Resimdeki
yaraticiligini ayn1 zamanda okuma giigliigiinii tolere etmek icin de kullandig1 goriilmektedir. Ustiin uzamsal
becerilerini (Reis & McCoach, 2002) ve yiiksek diizeyde yaraticilik (Ruban & Reis, 2005) 6zelligini, temel isleme
becerileri gorsel ve isitsel ayrim, siralama, kisa siireli igitsel bellekte yasadigi giigliiklerin (Assouline vd., 2010;
Baum vd., 2001; Nielsen, 2002; Robinson, 1999; Waldron & Saphire, 1990, 1992) iistesinden gelmek igin
kullandig1 séylenebilir.

Tiirkiye’de yeterli 6l¢me aracinin olmamasi (Cakiroglu, 2017) ve 6gretmenlerin bu konu tizerindeki bilgi
eksiklikleri (Altun & Uzuner, 2016; Basar & Goncii, 2018; Bildiren, 2018; Firat & Kogak, 2018) nedeniyle
ilkokuldan itibaren tanilanmadig: diisiiniilmektedir. Biz bu ¢alismada 26 potansiyeli olan {iniversite 6grencisi igin,
uygulanabilecek veri toplama araglartyla bilgi toplamay1 amagladik. Fatih ve ailesiyle yapilan goriisme sonrasinda
ortaya ¢ikan giicliikler, resimler ve TONI-3 zeka testi ile ortaya ¢ikan yaraticilik ve iistlin genel zihinsel yetenek
Fatih’in 26 potansiyeli dogruladi. Brody ve Mills’in (1997) 6nerdigi olaganiistii yetenek kaniti, yetenek-basari
tutarsizlign ve bir islemleme yetersizligi ortaya ¢ikarilmaya c¢alisildi. Yine McCoach ve digerlerinin (2001)
onerdigi 1Q testlerinin, basar1 testlerinin ve portfolyo incelemelerinin birlikte ele alinmasi saglandi. Bir bagka
deyisle Lovett ve Sparks’in (2013) ifade ettigi gibi daha 6nceki ¢aligmalarin biiyiik bir béliimiinde oldugu gibi IQ
basar tutarsizlig1 yaklagimindan yararlanildi. Bununla birlikte Fatih’in giiglii ve zayif yonleri tanilama igin birlikte
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ele alindi. Fatih’in TONI-3 testi sonucuna gore genel zihinsel yeteneginin istiin oldugunu séylememiz
miimkiindiir. Bu sonu¢ Cross ve digerlerinin (2019) yaptiklar1 ¢aligma ile farklilik gostermektedir. Cross ve
digerlerinin (2019) yaptiklar1 ¢aligmada 26’1 6grencilerin KTEA-3 skorlar1 ortalama diizeydedir. Lovett ve
Sparks’in (2013) yaptiklar1 analizdeki 26°lii 6grencilerin 1Q ortalamalarinin 122.8 oldugunu dikkate aldigimizda
ise, Fatih’in yapilan ¢aligmalardaki 26’lii 6grencilerin 6zelliklerine benzerlik gosterdigi soylenebilir. Clinkii 122.8
1Q ortalama bir degerdir. Bu degerin altinda ve iistiinde 26’1l 6grencilerin olabilir. Ayrica Lovett ve Sparks‘m
(2013) ele aldiklar1 ¢alismalarda ve Cross ve digerlerinin (2019) yaptiklari ¢aligmada daha kapsaml alt 6lgekleri
olan zeka testler uygulanmistir. Tiirkiye’de bu testler meveut olmadigi igin TONI-3 testi uygulanmistir. Her ne
kadar tek bir vakadan olusan bir ¢alisma olsa da sdzel olmayan zeka testlerinin 26’1 6grencilerin performansini
belirlemede yararli olabilecegi diisiiniilmektedir.

26’1i 6grencilerin zayif alanlarina iligkin strateji ve becerilerin 6gretiminin potansiyellerini en iist diizey-
de kullanabilmeleri i¢in 6nemli oldugu belirtilmektedir (Dare & Nowicki, 2015; Reis vd., 2014). Akademik beceri
kazanimi, benlik saygisi, elestirel ve yaratici diisiinme becerileri gibi gii¢lii yonlere dayali 6gretim stratejilerinin
desteklenmesi 26’14 dgrenciler i¢in en iyi dgretim uygulamalar1 olarak goriilmektedir (Boothe, 2010; Nielsen,
2002). Ancak Fatih bugiine kadar ne tanilanmis ne de 6zel egitim almigtir. Ogrenme giigliigiine yonelik herhangi
bir strateji egitimi almamistir. Buna ragmen akademik basarisini arttirmak igin kendi kendine resimle ¢alisma
stratejisi gelistirmistir. Firat ve Bildiren’in (2020) dgrenme gii¢liigii olan bir iiniversite dgrencisini inceledigi
aragtirmada da benzer bir sonug ¢ikmistir. Bu ¢aligmada da 6zel egitim almamasina ragmen {iniversite grencisinin
kendi kendine resimle kodlayarak ders ¢alistig1 tespit edilmistir. Bu sonuglar aklimiza s6yle bir soru getirmektedir:
26’1l 6grenciler kendi kendilerine giicliiklerine yonelik stratejiler gelistirebilir mi? Tek bir vaka ile bunu
cevaplayabilmek zor olsa da bu ihtimalin g6z 6niinde bulundurulmas: gerektigi ifade edilebilir. Beckmann ve
Minnaert, (2018) yaptiklar1 arastirmada 26’lii 6grencilerde yiiksek diizeyde olumsuz duygu, diisiik benlik algis1 ve
olumsuz kisilerarasi iliskiler ile yiiksek diizeyde motivasyon, basa ¢ikma becerileri ve sebat bulunmustur. Yiiksek
diizeyde basa ¢ikma stratejileri bu ihtimali desteklemektedir. Bu ihtimal s6z konusu olsun ya da olmasin 26’li
ogrencilerin potansiyellerini gelistirebilmesi i¢in giiclii yonleri gelistirmeye ve zayif yonleri desteklemeye
odaklanan biitiinlestirilmis bir egitim (Boothe, 2010) almasi asil énemli olan bir durumdur. 26°1i 6grencilerin
potansiyellerini en iist diizeyde gergeklestirebilmeleri i¢in yetersizlikleri kadar yeteneklerini de karsilayan uygun
egitim programlarinin uyarlanmasi ve miidahalelerin olusturulmasi gerekmektedir (Daniels & McCollin, 2010;
Nielsen & Higgins, 2005). Boylece Fatih gibi 26’lii 6grenciler kendilerini ¢ok daha erken ortaya koyabilir,
kendileri ve insanlik i¢in ¢ok 6nemli seyler yapabilir.

Ustiin yeteneklilige eslik eden 6grenme giicliigii durumunda gesitli alanlarda yiiksek potansiyel ile ayni
zamanda 6grenme Yyetenegini engelleyen bir yetersizlik bir arada var olabilmektedir. Dolayistyla 26’1 6grencilerin
giiclii ve zay1f yonleri nedeniyle kendilerine 6zgii ve zorlayici ihtiyaglar1 s6z konusu olmaktadir. Giiglii ve zayif
yonlerinin bir arada ele alinarak tamlanmalari, maskelemenin olumsuz etkisini ortadan kaldirabilir. Ustiin
yeteneklilige eslik eden O6grenme giigliigii olan Ogrenciler i¢in giiglii olduklari alanlarda tistiin yeteneklilik
Ogretimi, zorlandiklar1 akademik alanlarda ise beceri ve strateji Ogretimi, bireysellestirilmis uyarlama ve
diizenlemeleri iceren programlarin uygulanmast (Nielsen, 2002; Weinfeld vd., 2005) oOnerilmektedir.
Ogretmenlerin sadece yetersizliklere degil yeteneklere de odaklanmalari; dgretmenler, ebeveynler, yoneticiler ve
diger uzmanlarla 6grencilerin kendilerine 6zgii ihtiyaglarini ayirt etmek ve des-teklemek igin is birligi yapmalari
6nem arz etmektedir.

26’1 6grencilerde yetenek ve yetersizliklerin birbirini maskeleyebilmesi nedeniyle belirleme siireci her
iki alan1 da kapsayan bir degerlendirmeyi icermelidir (Assouline & Whiteman, 2011; Foley-Nicpon, 2015).
Nielsen (2002) belirleme siirecinde alan uzmanlarinin is birligini, farkindalik ¢alismalarini, okul kayitlari ile
yetenek ve performans farkliliklarinin incelenmesini, bireysel zeka testlerinde esnek olgiit kullanimini, alt test
dagilimlarina dikkat edilmesini, isitsel ve gorsel islemlemeye yonelik degerlendirme yapilmasini ve ¢oklu veri
kaynaklarmin kullanilmasini dnermektedir. Biz de bu ¢alisma sonuglarina gére dnceki arastirmalarla paralel olarak
26’14 o6grencinin giiclii ve zayif yonlerini ayni anda inceleyen biitiinlesmis ve bireysel odakli bir siire¢ olarak
tanilamanin ele alinmasmi &nermekteyiz. Ogrencinin iiriinleri, portfolyo degerlendirme, yaraticilik testleri,
bireysel zeka ve basari testleri, ebeveyn ve 6gretmenlerden alinan bilgiler, tanilamay1 yapan uzmanlara daha dogru
bir sekilde bilgi saglayabilir. Coklu degerlendirme igerisinde tek bir puandan ziyade tanimlayict profil yapisinin
incelenmesi, 6grenme yeteneginden ziyade potansiyeli belirleyici araglar kullanilmasi 6nerilmektedir.

Bu calismada tek vaka c¢aligmasinin incelenmesi, g¢aligmanin biiyiikk bir siirliligidir. Arastirma
sonuglarinin genellestirilebilmesi i¢in vaka sayisinin ileriki arastirmalarda arttirilmasi 6nerilmektedir. Katilimci
ve aile yapilan goriisme daha ¢ok gecmise yonelikti. Dolayisiyla 6zellikle ilkokul doneminde yasadigi giicliikleri
yerinde ve zamaninda inceleme sansimiz olmadi. Su an benzer giigliikleri yasadigi i¢in gegmise yonelik dogrulama
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yapabildik. Ancak ilkokul doneminde hata analizlerinin ve tepki analizlerinin yapilmasi, 6gretmen goriislerinin
alinmasi, ders ici gozlemlerin yapilmasi (Bildiren & Firat, 2020; Boothe, 2010; McCoach vd., 2001; Nielsen, 2002)
katilimcinin gii¢lii ve zayif yonlerinin ortaya c¢ikarilmasinda daha giiglii veriler saglayabilirdi. McCoach ve
digerlerinin (2001) 6nerdigi gibi 6grencinin bagari ve akademik performansinin boylamsal olarak incelenmesi
ilerideki yapilacak benzer arastirmalarda yapilabilir. Burada bulunan sonuglari, benzer kriterler kullanilarak ancak
daha kapsamli 6rneklem tizerinde ve daha uzun bir siirecte ele alinarak, benzer ¢aligmalarla karsilagtirmak yararli
olabilecektir.

Calismanin diger bir sinirliligi Tiirkiye’de uygulanmayan ancak uluslararasi alanyazinda siklikla
kullanilan 6lgme araglarinin uygulanamamasidir. Hatta diger ¢alismalarda ele alinan Woodcock-Johnson 1V (WJ
IV), Tests of Cognitive Abilities (COG), Achievement (ACH), KTEA-3 testleri (Cross vd., 2019; Maddocks, 2018)
gibi testlerin alt testlerinin uygulanarak analiz edilmesi katilimcinin profilinin analiz edilmesini kisitlamigtir. Alt
Olcekler arasindaki farkin ve alt test dagilimlarinin, giiclii-zayif yonler kombinasyonunun incelenmesinde 6nemi
dikkate alindiginda (Nielsen, 2002; Silverman, 2003), ileriki arastirmalarda testlerin uygulanip, diger sonuglarla
karsilastirilmasi onerilmektedir.

Yazarlarin Katki Diizeyleri

Ahmet Bildiren ve Tahsin Firat ¢alisma konusunu belirledi, Ahmet Bildiren, Tahsin Firat ve Seving
Zeynep Kavruk arastirma desenin belirlenmesi, veri toplama siireci ve verilerin analizini ger¢eklestirdi. Ahmet
Bildiren, Tahsin Firat ve Seving Zeynep Kavruk ¢alismanin raporlamasini yapti ve ii¢ yazar da son metni okudu
ve onayladi.
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Abstract

Introduction: Can a student with learning disability pass the university exam and get into the faculty of medicine?
Number of studies on gifted students with learning disabilities, also known as different students, has increased
recently. The aim of the present study was to examine the strengths and weaknesses of Fatih who succeeded in
getting into the faculty of medicine despite academic failure and to determine strategies he used against problems.

Method: Case study among qualitative research methods was used as the study model. Through family interviews,
interviews with Fatih, the drawings of Fatih and result of intelligence test, areas he had difficulties as well as those
he was gifted were analyzed.

Findings: Results of the study revealed that Fatih has been suffering from learning disability since primary school,
he has struggled especially in the Turkish lesson and he has been experiencing academic failure. Despite his
academic failure, he performed well in the field of mathematics. In addition, he was gifted in general mental ability
and that he is extraordinarily skilled at painting.

Discussion: When the strengths and weaknesses of Fatih are taken into consideration, it can be asserted that he is
a gifted student with learning disability. The results were discussed within the context of identifying gifted
individuals with learning disability.
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Introduction

There has been no consensus on the definition of twice exceptionality (Foley-Nicpon, 2015; Ronksley-
Pavia, 2015); however, studies have increasingly focused on observing learning disability and giftedness together
in recent years (Al-Hroub, 2011; Assouline et al., 2010; Beckmann & Minnaert, 2018; Foley-Nicpon & Assouline,
2020; Maddocks, 2018; Ottone-Cross et al., 2017; van Viersen et al., 2016). Identifying gifted students with
learning disability (GLD) has become more and more difficult due to the different characteristics of these children
despite the increasing number of studies. The lack of a consensus on identifying GLD (Maddocks, 2018) further
elaborates this problem. Low academic achievement, ignoring abilities and the effects of masking have adverse
impacts on identification as well as the education for GLD students (Bildiren & Firat, 2020; Foleyi Allmon et al.,
2011; McCoach et al., 2001).

The fact that GLD students display superior metacognitive skills (Hannah & Shore, 2008), extensive
vocabulary (Wood & Estrada-Hernandez, 2009), problem solving strategies (Munro, 2002), superior spatial skills
(Reis & McCoach, 2002) and high levels of creativity (Ruban & Reis, 2005) makes identification more difficult
when coupled with certain characteristics such as low academic achievement (Foley-Nicpon & Assouline, 2020),
a weakness in basic processing skills (Assouline et al., 2010), low phonological awareness (van Viersen et al.,
2016). However, studies on GLD-related awareness, identification and intervention have still been increasing in
number (Lovett, 2013; Lovett, & Sparks, 2013; Maddocks, 2018, 2020; Nicpon et al., 2013; Ruban & Reis, 2005).
The aim of the present study was to identify why a student we think is GLD who has started reading towards the
end of the 2nd year of primary school, who still experiences difficulties in reading and writing but who has amazing
drawing skills and who unexpectedly managed to get the score required for medical faculty in the university
examination despite the lack of belief on the part of the high school teachers has not been identified until today
and how he has managed to advance despite this difficulty.

Gifted Children with Learning Disability

Learning disability is defined as difficulties in listening, thinking, talking, reading-writing and making
mathematical calculations that emerge when one or more psychological processes that are fundamental for
understanding and using written and oral language are affected (Firat & Bildiren, 2023; Individuals with
Disabilities Education Act [IDEA], 2004). Students can get stuck squeezed between ability and disability when
giftedness is also added to this definition. However, the presence of such a condition is still considered as difficult
to accept by many (Foley-Nicpon et al., 2011; Portesova, 2010). GLD students are those who have superior mental
skills that exhibit significant discrepancy in their levels of performance in certain academic areas such as reading,
mathematics, writing or written expression (McCoach et al., 2001). It is emphasized in studies on learning
disability literature that students with learning disability make up a heterogeneous group (Firat & Bildiren, 2022;
Fletcher et al., 2018; Swanson et al., 2013; Wong & Butter, 2012). A similar situation is also valid for GLD
students (Baum et al., 1991; Brody & Mills, 1997). Despite this heterogeneity, GLD students experience
insufficiency in at least one academic field and display low academic performance in spite of their cognitive
performances (Assouline et al., 2010; Foley-Nicpon et al., 2011). However, there are differences among GLD
students in terms of their cognitive abilities and cognitive processing weaknesses (Maddocks, 2020).

GLD students generally display asynchronous development and they are not evaluated only within the
context of giftedness or learning disability with their abilities and strengths (Ottone-Cross, 2017). According to
Baum (1989) and Brody and Mills (1997), one of the major reasons for this is the masking of the abilities or
difficulties. GLD students are generally classified in three groups (Brody & Mills, 1997). The first group is
comprised of students who are identified as gifted but also have learning disability. This group can be easily
defined as gifted because they display high 1Q or high achievement level (Bisland, 2004). In one sensg, this is the
giftedness by masking the difficulties experienced by the student (Reis et al., 2014). This group can easily be
defined as gifted, however they make misspellings, display weak handwriting skills and there is an inconsistency
between their expected and actual performances (Baum & Owen, 2004; Fetzer, 2000). The second group consists
of students identified with learning disability because it is strikingly apparent whose giftedness cannot be identified
due to the masking of their potentials by the difficulties (Brody & Mills, 1997; Neihart, 2008). What they cannot
do is at the forefront rather than what they can do (Little, 2001). The giftedness of these students generally remains
hidden because of the possibility of insufficient assessment or lower 1Q scores associated with disabilities
(Beckmann & Minnaert, 2018). These students are referred to special education but cannot receive support for
developing their giftedness (Neihart, 2008; Silverman, 2009). Generally, the student receives support regarding
the areas of difficulty that he/she experiences. Whereas the third group is comprised of students who have not been
identified because giftedness and learning disability mask each other (Fetzer, 2000; King, 2005). These students
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continue their education at normal classrooms, are not considered suitable for services provided to gifted students
or students with learning disability and are considered to have moderate abilities (Brody & Mills, 1997). They are
not identified as gifted or as having learning disability because they do not attract attention academically
(McCallum et al., 2013).

There are also studies that strive to put forth the common features despite the different and unique
properties displayed by GLD students (Brody & Mills, 1997; Reis et al., 2014). GLD students display strong skills
in advanced vocabulary, problem solving skills, inductive learning strategies, strong memory, creativity, abstract
thinking, reasoning, high general mental ability, verbal or spatial skills (Bildiren & Firat, 2020; Crepeau-Hobson
& Bianco, 2013; Dare & Nowicki, 2015; LaFrance, 1997; Munro, 2002; Nielsen, 2002; Ruban & Reis, 2005;
Wood & Estrada-Hernandez, 2009). Despite these abilities, GLD students may develop a low sense of self, easily
be discouraged, experience attention difficulties at school, and have difficulty in adapting to the changes in the
education environment (Assouline et al., 2010; Brody & Mills, 1997). This is due to the fact that they experience
problems such as difficulty in following verbal directives and sustaining attention, basic processing skills, visual
and auditory discrimination, sequencing, decoding skills, short-term auditory memory as well as receptive and
expressive communication (Assouline et al., 2010; Baum et al., 2001; Nielsen, 2002; Robinson, 1999; Waldron &
Saphire, 1990, 1992). In addition, there may be differences between the verbal and written skills and they
experience difficulties in tasks that require memory while displaying superior performance in tasks that require
abstract concepts (King, 2005). The difficulties they experience in phonological awareness, auditory perception
and memory have adverse impacts on their literacy achievement (Waldron & Saphire, 1992). In their study, van
Viersen et al. (2016) revealed that GLD students are weak in phonological awareness and rapid naming skills but
strong in short term memory, working memory and language skills. Moreover, they also indicated that phonology
is a risk factor for children with GLD. These results indicate that GLD students experience problems in literacy
but GLD students are better at reading compared to dyslexic students with a moderate level of intelligence
(Berninger & Abbott, 2013; van Viersen et al., 2016, 2017). In addition to reading, weak number sense, basic
mathematical calculation and reasoning with numbers affect mathematics achievement negatively (Waldron &
Saphire, 1992). They may display low academic achievement because educational programs generally focus on
fundamental academic skills such as reading, writing and arithmetic (Baum et al., 2001; Gilman et al., 2013) and
so they may experience emotional and behavioral difficulties simultaneously (Assouline et al., 2010). They may
display low self-perception and academic self-efficacy in case failures continue (Beckmann & Minnaert, 2018;
King, 2005; Olenhack, 2009).

Their creativities are also striking which relieve these difficulties from time to time (Karnes & Shaunessy,
2004; LaFrance, 1997; Olenhack, 2009; Yssel et al., 2014). Beckmann and Minnaert (2018) conducted a review
on 23 publications and determined that GLD students display creative approaches in their tasks. However, GLD
students may use their creativity to compensate their insufficiencies (Daniels & McCollin, 2010). The difficulties
experienced despite a distinct characteristic such as creativity and lack of consensus on identification (Assouline
& Whiteman, 2011; Lovett & Sparks, 2013) make it difficult to identify GLD students at a sufficiently early stage
(National Association for Gifted Children, 2013; Reis et al., 2014).

ldentifying Gifted Students with Learning Disability

The conflict between high potential and insufficiencies (King, 2005) make the process of identifying GLD
students difficult as well as a matter of debate. Insufficiency of the abilities and the masking of the abilities by
insufficiencies are indicated as the primary difficulty in identifying students in the group (Baum et al., 2006; Brody
& Mills, 1997; Portesova, 2010). However, according to McCoach et al. (2001), focusing on masking is
problematic. Because it is not possible to can all students with moderate performance. Hence, they suggested
focusing on the distinctive characteristics of GLD students which enables practitioners to identify these students
before they start becoming critically unsuccessful.

Identification problems are still present despite the increasing knowledge and understanding in the field
(Reis et al., 2014); however, different methods are suggested for identification. Brody and Mills (1997) concluded
that three factors are especially important when deciding whether to label a child as GLD or not: proof of
giftedness, ability-achievement inconsistency and a processing disability. This approach paved the way for
identification of gifted individuals with learning disability via more subjective indices such as structured
interviews, behavioral observations, creativity tests and teacher assessments as well as integration of 1Q scores.
McCoach et al. (2001) suggested the use of inconsistency between achievement and intelligence level used for
identifying for gifted children with learning disability and the use of 1Q tests together with achievement tests,
curricula-based assessments and portfolio evaluations for identification purposes. Nielsen (2002) suggested
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seeking low scores especially in the coding and number series subtests of the Wechsler intelligence scale for
identification. These subtests can reveal areas where gifted children with learning disabilities have significant
difficulties and can provide important clues in the identification process. In addition, he asserted the use of profile
analyses, broad definitions of giftedness and the inconsistency approach between achievement and intelligence
level for a more accurate and comprehensive identification. On the other hand, Silverman (2003) argued that it is
essential to examine the subtest scores separately since giftedness and learning disability may mask each other in
different ways. In this way, inconsistencies and potential strengths in the student's abilities can be better understood
and an accurate identification can be established. Therefore, it is necessary to pay attention to separately subtest
scores in the identification process.

Inconsistency approach is criticized (Vaughn et al., 2003) because a significant period of time is required
to put forth the inconsistency between failure and intelligence level. Therefore, Response to Intervention (RTI)
method is suggested as an alternative for identifying GLD students (Yssel et al., 2014). However, according to
McCallum et al. (2013) risky state is defined only as a function of low academic performance; thus it does not
seem possible to identify GLD students during the scanning process in the response to intervention method.
Therefore, they suggest the use of the RTI discrepancy criteria for scanning (such as using the observed score
formula for identifying the highest value (16%) in mathematics). Crepeau-Hobson and Bianco (2011) also
suggested that a more accurate identification can be performed by combining the standardized assessment
procedures with RTI applications.

Recent studies have focused extensively on the identification of GLD students. As an example, Lovett
and Sparks (2013) focused on the criteria for identifying GLD students and the performance of students in
standardized ability and achievement tests and reviewed 46 empirical studies. Their results indicated that there
was no consensus on the identification of GLD students, almost half of all studies used 1Q— achievement
discrepancy approach which can lead to identification issues in large populations, while only a small number of
studies considered low achievement among identification criteria, the mean IQ of GLD students was 122.8 and
their achievement scores were at a moderate level. Ottone-Cross et al. (2019) determined that the Kaufman Test
of Educational Achievement, Third Edition (KTEA-3) scores of GLD students were at a moderate level. Moreover,
they also reported that the mean scores of GLD students were 1 to 2 standard deviation score lower than those of
the gifted students and 1 to 2 standard deviation score higher than students with learning disability. It was reported
in a study by Maddocks (2018) that majority of the students identified as potentially GLD display lower order
processing abilities and achievement. It was also determined in this study that the commonly used individual
discrepancy criteria identified potential gifted students as students with potential learning difficulty. In the study
by Maddocks (2020), it was illustrated that potentially GLD students display strong aspects in their verbal and/or
reasoning abilities. It was reported that the comprehension-knowledge scores of GLD students were at similar
levels with the comprehension-knowledge scores of gifted students but it was also put forth that GLD students did
not possess the identification criteria as much as gifted students.

Even though some studies support the identification approaches for GLD students (Baum & Novak, 2010;
Coleman, 2005), lack of a standardized identification process results in the failure of the schools to identify these
students in turn leads to a lack of proper education for these students. Hence, it may be suitable to combine different
models for identifying gifted students with learning disability, because it is set forth that these students have
fundamental cognitive deficiencies related with learning disability and they generally display relative and not
absolute academic deficits (Assouline et al., 2010; Lovett & Sparks, 2013). Therefore, using multiple screening
methods including tools such as individual intelligence test, multiple measures of cognitive processing,
achievement test, curriculum-based assessment (Bell et al., 2015) along with informal assessment tools as well as
referenced standardized assessment tools in addition to carrying out identification coupled with multidisciplinary
teamwork (Baum et al., 2006; Dare & Nowicki, 2015) will lead to a more accurate identification.

The Status in Turkey

The number of studies on GLD students is very limited in Turkey. One of the primary reasons for this is
identification issues related with learning disability. Ministry of National Education data indicate that the ratio of
students identified with learning disability is about 3% of the total number of students with special needs
(Cakiroglu, 2017). It is apparent that there is a severe identification issue in Turkey regarding learning disability
when it is considered that the number of students aged between 3-21 years who are receiving special education
services within the scope of The Individuals with Disabilities Education Act (IDEA) is 7 million and 34% of these
students are comprised of students with learning disability (McFarland et al., 2019). Considering these data, it is
clear that there is a serious problem in the identification of learning disabilities in Turkey. This can be due to the
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lack of identification tools and the insufficiency of the knowledge level of teachers (Cakiroglu, 2017). It has been
reported as a result of studies conducted on teachers in Turkey (Altun & Uzuner, 2016; Basar & Goncii, 2018;
Firat & Kogak, 2018) that teachers have insufficient knowledge on learning difficulty. This result is also similar
with the results of studies for gifted children (Bildiren, 2018; Sahin & Kargin, 2013). It also seems possible that
teachers may have insufficient knowledge on gifted students with learning disability. This probably has an adverse
impact on the identification of gifted students with learning disability as well. Bildiren and Firat (2020) conducted
a study highlighting that there are various problems related with the identification of gifted students with learning
disability. They proved in this study by way of multiple screening that a child diagnosed with attention deficit only
through an intelligence test was actually gifted with learning disability. The researchers also attracted attention to
the necessity for early identification of gifted students with learning disability; thus, emphasizing the need for
attentive observation of student performance by the family, teacher and those who work with the student. A new
regulation can be mentioned in the special education teaching undergraduate program as a promising development
despite the problems in identification. Opportunities have been provided with the new regulation for specialization
in the field of learning difficulty and giftedness. As a result, this situation is expected to contribute to the increase
of awareness in the coming years.

Current Study

Studies on the identification of GLD students generally focus on the typical development characteristics
of these students and tools of identification (Beckmann & Minnaert, 2018; Cross et al., 2019; Lovett & Sparks,
2013; Maddocks, 2018, 2019). However, it is considered that there is a need for deeper studies on the strengths as
well as weaknesses of GLD students starting from an early age up to university education. In addition, it can also
be important to examine how they can advance in academic life despite the difficulties they experience and how
they can even display significant achievements. No study has been found in literature on GLD university students
in Turkey. Thus, it is considered that the study findings may contribute to the literature in putting forth the
characteristics of GLD students as well as in identifying them along with the unique strategies that can be
developed by these students. At this point, it is aimed to put forth the strengths and weaknesses of Fatih, a potential
GLD final year student at the faculty of medicine, and to identify the strategies that he utilizes to cope with the
difficulties he encounters.

Method
Research Design

Case study from among the qualitative research methods was used in the study. In this study, a qualitative
research model was applied using the case study method. The analysis of the events experienced by an individual,
group, community or units is carried out based on a certain scientific approach in case study method. It provides
in-depth information on a single phenomenon or situation. It is possible to understand the events in actual life from
a holistic perspective by using a case study (McMillan, 2004; Yin, 2003). The primary reasons for conducting a
single case study can be indicated as verifying theoretical knowledge, documenting and analyzing a unique and
extraordinary situation, following the same case at different times and examining an inaccessible case (Yin, 2014).
Hence, the objective of the present study was to carry out an in-depth examination on Fatih who displays unique
difficulties as well as abilities at a university where about 50.000 students are continuing their education. In this
regard, interviews have been conducted with Fatih and his family, TONI-3 test was applied for determining his
intelligence performance, his paintings were analyzed to identify his ability and his studying strategies were
analyzed to put forth how he is coping with his disability.

Participant

Fatih, who has GLD potential, applied to the special education department and stated that the difficulties
he experienced from his childhood continued throughout his university life and this negatively affected his life.
The researchers suggested to make an assessment in order to determine his strengths and weaknesses, and Fatih
accepted this proposal.

Aged 24 and with GLD potential, Fatih is a final year student at the Faculty of Medicine. His parents are
primary school graduates. He has two siblings, one girl and one boy. He was born via problem-free vaginal
delivery. He started talking during the age interval of 1-1.6 years. The difficulty he experienced when he started
talking was the inability to pronounce some letters. His sister helped him about this problem. He could not receive
preschool training since there was no preschool institution where he was born. He was an active, imaginative child
who had good communication skills and loved drawing during his preschool years. However, his primary school
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period started with great difficulty. He learned to read and write 2 years after starting primary school and hence he
did not like primary school at all. He continued experiencing problems in verbal classes and in Turkish especially
during the secondary and high school periods. He did not display an active participation in any of the lessons
except for mathematics and painting. He was ranked among the first top 11000 in the university examination with
participation of 2.007.659 and got in the Faculty of Medicine despite the fact that his high school teachers did not
expect a success at the university examination from him. He is still experiencing difficulties in reading, writing
and reading comprehension.

Data Collection Tools
Semi-Structured Interview Form

Two semi-structured interview forms were prepared by the researchers in accordance with the objective
of the study and upon literature review as a data collection tool. One of the forms was applied on Fatih and the
other one was applied on his family. The questions included in the semi-structured interview forms were prepared
by taking the opinions of 2 faculty members in the field of learning difficulty and giftedness so that internal validity
was ensured. The interview form is comprised of 37 questions. After being understood that the questions in the
semi-structured interview forms can fully meet the objective of the study, they were applied on Fatih and his
family, all interviews were conducted individually during which all data were recorded.

TONI-3-Test of Nonverbal Intelligence

Test of nonverbal intelligence TONI-3 was applied in order to assess the general mental ability of Fatih
since there is no intelligence test for adults in Turkey. TONI-3 test developed by Brown et al., is a general ability
intelligence test applied individually on individuals with ages ranging between 6 and 89 years that evaluates the
ability, intelligence, abstract reasoning and problem solving skills of individuals independent of language. It has
been designed to evaluate development level of nonverbal intellectual and especially fluid intelligence, abstract
reasoning and problem solving (Brown et al., 1997). It was determined as a result of the internal consistency
reliability analyses of TONI-3 test carried out for age groups during the United States of America standardization
that the Cronbach’s Alpha internal consistency coefficients for the A and B forms of the test ranged between .89
and .97.

Drawing

The 8 drawings of Fatih were analyzed by two experts. The experts are working at the Science and Art
Centre in Turkey which is a state institution for the education of gifted children. They work for the identification
of gifted children in the field of painting.

Studying Strategies

It is indicated that the applications targeting the strengths of GLD students with significant potential in
areas that they are strong in along with the teaching of strategies and abilities related with their weaknesses are
important for maximizing their potential (Dare & Nowicki, 2015; Reis et al., 2014). However, Fatih has not been
identified (Gifted or learning disability). Hence, no intervention program or special education has been applied. It
was examined how Fatih studies for his courses in the faculty of medicine in order to examine how he can tolerate
the difficulties in academic life since he has not been identified since primary school. The notes for the course that
Fatih coded with drawings were examined along with his drawings.

Data Analysis

The data obtained via semi-structured interview form designed in accordance with the qualitative study
approach were analyzed using the “content analysis” technique. The data were analyzed in four stages: 1. Coding
of the data, 2. Identifying the themes of the coded data, 3. Arrangement of the codes and themes, 4. Identification
and interpretation of the findings (Yildirim & Simsek, 2006). Interview records were first decoded as part of the
analysis process after which analyses were carried out. Themes and code headings were determined during data
analysis. The code and theme list were put into final form after the data were coded separately by two researchers
in order to ensure the reliability of the study. The data were then analyzed by two researchers according to the list
of codes and themes. Items with “Agreement” and “Disagreement” were identified. P (Reliability %) = [Na
(Agreement)/ Na (Agreement) + Nd (Disagreement)] X 100, the formula suggested by Miles and Huberman (1994)
was used for determining the study reliability and P was calculated as 93% hence indicating that the study is
reliable.
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Ethical Considerations

Ethical considerations were prioritized at every stage of this study. Prior to the study, ethical approval
was obtained from the Educational Research Ethics Committee of Aydin Adnan Menderes University Faculty of
Educational Sciences, with approval date 27/02/2023 and reference number 2023/2. Informed consent forms were
filled out by the participants (Fatih and Fatih's parents) after providing them with detailed information.

Findings

The results obtained from the questions asked to the participant were examined in this section according
to the identified themes after which they were presented in tables. Moreover, TONI-3 test findings, drawing
analyses and studying strategies were also included.

Table 1
Strengths and Weaknesses of Fatih
Period Strengths Weaknesses
Communication
Pre-school Drawing pictures Acrticulation
Imagination
Reluctance
Mathematics Reading difficulty
Primary school Drawing pict_ures Academic failure
Communication Writing difficulty (s/s, c/¢ and h/g)
Design Turkish
Not completing the homework
Secondary school Mathgmati_cs Turki_sh er
Drawing pictures Reading difficulty
Verbal courses
High school Drawing pictures Reluctance
Academic failure
Three dimensional thinking Memory
University Imagination Writing difficulty
Different way of thinking Slow reading speed

When Table 1 is examined, it was determined that during the pre-school period, Fatih was an active child,
period, Fatih was an active child, he experienced articulation difficulties when he started talking, that he established
good communication with his friends and that he did not receive pre-school education. He stated his thoughts on
this period as follows: “The only difficulty I experienced when talking was that I found it hard to vocalize some
letters. My sister helped me. | had a good communication with my friends. I participated actively in the games.”

It was determined that during the primary school period he was reluctant to the school, experienced
difficulties in reading and writing, could not complete his homework, and displayed academic failure in general
and especially in Turkish lesson. However, it was also identified that he liked studying mathematics and painting
and displayed a good performance in these lessons. He stated his thoughts on this period as follows:

“I did not want to go to school starting from the first day. | told my family that | was very bored. My twin
sister was in the same class and she had no such problems. My sister took me to school for almost one
month and sat next to me. | did everything I could not to attend the classes when she was not with me.
The reason | did not like school was that while everyone was learning to read and writing very quickly, |
was still not. It was not a classroom where every student can receive the same attention separately. | did
not like any of the classes save for painting and mathematics. My interest in mathematics flourished at
the grocery store of my father. Our classroom teacher resorted to violence because | could not learn
reading and writing and | did not do my homework. However, | did not talk about this at home. At the
end of the first year we moved to the newly constructed neighborhood school. Our previous teacher said
that he would pass me to 2nd grade so that we would not be separated from my twin sister. My school
report grades were low.”With regard to reading and writing difficulty, he stated his experiences as
follows: “I could not make the distinction between s/s ,c/¢ and h/g when writing. But since this did not
impair my comprehension, 1 was in mid-2nd grade when | said | can read by myself but | was very slow.
And it is still not very fast”. He stated his experiences related with the Turkish lesson as such: “I really
wanted to run away from the Turkish classes. | felt very bad when the teacher asked me to read. | used to
pray so that the lesson would end soon. | used to try and sit at the very back. My strength was that I did
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not care if they laughed while I was reading. | used to repeat to myself that | will be a grocer when |
graduate.”

Fatih stated that he started feeling better in secondary school, displayed a good performance in
mathematics and painting as was the case in primary school, and still experienced difficulties in reading and
Turkish. He stated the following about his experiences during this period: “I was more successful in secondary
school because | could do math. My Turkish teacher found it odd that | read so slowly but he did not mistreat me
and instead he would give advices. My academic success was quite better than primary school. Except Turkish.”

During high school period, he was reluctant to the school as in the primary school period most likely due
to the increase in the number and complexity of lessons and he experienced difficulties especially in verbal lessons.
He stated his experiences during this period as such: “High school was a very difficult period as if I was starting
primary school again. They thought I was lazy because I was bad in verbal lessons.”

Surprising his high school teachers by entering the faculty of medicine in the university entrance exam
applied in Turkey for transition to higher education, Fatih first was run away with feelings of failure when he
started his university education which led him to feel further anxiety. However, he managed to increase his
academic achievement by bringing his three dimensional thinking and imagination skills to the forefront. He stated
the following related with this period:

“I heard that it was very difficult and so I was concerned. I even feared at the beginning that I will not be
able to complete it. However, my academic achievement ended up to be better than | expected. Perhaps |
cannot be considered as a very successful person but I like learning because there are a lot of moments
when | need to imagine and think three dimensionally which I enjoy a lot.”

Findings of TONI-3 Test

TONI-3 test was applied to Fatih individually. It was observed during the test that he was easily distracted
in easy questions. He completed the test in about 15-20 minutes. He responded correctly to 42 questions in total.
Fatih’s IQ was found to be around 130 according to the original norms of the test.

Drawings

Based on the evaluation of experts in painting, Fatih’s ability to combine drawing and illustration on his
studies related with his profession was considered as an important step with regard to creating a drawing and
painting style of his own. It was stated that he exhibited an extraordinary talent in terms of line, perspective, ratio-
proportion, light shadow, thematic integrity and interpretation. It was also illustrated that he was adept at observing
the ratio and proportion in portraits. The fact that he has also given importance to the social perspective of art in
his works (social events, awareness) was considered to be important for indicating the presence of a different way
of thinking. The experts also indicated that his choices of material made a difference with regard to time and space.
In conclusion, they surmised that Fatih is gifted in painting.

Based on the evaluation of experts in painting, Fatih’s ability to combine drawing and illustration on his
studies related with (see Figure 1) his profession was considered as an important step with regard to creating a
drawing and painting style of his own.
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Figure 1
Drawings of Fatih

Studying Strategies

It was examined how Fatih was able to overcome the difficulties in studying for the exams during his
university education when he was still struggling with reading. It was determined as a result of the analyses that
Fatih utilizes his drawing ability to record the information in his memory and he studies by coding with pictures.
Figure 2 shows some examples.
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Figure 2
Studying Strategies of Fatih
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Discussion

The data of the study indicated that Fatih has been experiencing difficulties in reading and writing since
primary school, he displays a negative attitude towards the school and he struggled especially in the Turkish lesson
with academic failure. Moreover, it was also concluded that he is gifted in general mental ability and he has an
extraordinary ability in drawing pictures. It can be asserted that Fatih is a GLD individual when his strengths and
weaknesses are taken into consideration as a whole (Assouline et al., 2010; Brody & Mills, 1997; Crepeau-Hobson
& Bianco, 2013; Dare & Nowicki, 2015; Foley-Nicpon et al., 2011; Foley Nicpon & Assouline, 2020; Olenhack,
2009; Ottone-Cross et al., 2017; Ruban & Reis, 2005; van Viersen et al., 2016).

It can be put forth upon making a comprehensive evaluation especially in areas he struggles with that his
aspect of the learning difficulty was apparent until high school period. The articulation issue he experienced during
the preschool period indicates as put forth by van Viersen et al. (2016) that he struggled with phonological
awareness. The difficulties in writing during primary school (confusing the letters s/s, c¢/¢ and h/g) support this
finding. Probably this has an adverse impact on reading and writing as expressed by Waldron and Saphire (1992).
It was observed as a result of the interview that this problem is still present (As an example, he frequently misspells
the word kisa as sika). The fact that he was easily discouraged in primary school and his failure to adapt indicate
learning difficulty (Assouline et al., 2010; Brody & Mills, 1997). The ongoing learning difficulty increases the
probability of learning difficulty diagnosis. The academic failure he experienced until high school particularly
despite his cognitive ability is an indication that he has displayed one of the common features of GLD students
(Assouline et al., 2010; Foley-Nicpon et al., 2011). The study by Maddocks (2018) illustrating that majority of the
students identified as potentially GLD display relative weaknesses in lower order processing abilities and
achievement increases the probability of Fatih to be included in this group. Fatih displayed low academic
achievement because the curricula in Turkey is based on fundamental academic abilities such as reading, writing
and arithmetic as is the case throughout the world (Gilman et al., 2013) thus experiencing emotional and behavioral
difficulties simultaneously (Assouline et al, 2010). A major reason for this is the lack of an early intervention
program. Because early intervention is necessary in order to present a protective factor to GLD students against
low self-confidence and motivation, insufficient self-efficacy and most importantly against the loss of the love of
learning (Reis et al., 2000).

The high performance he displayed in mathematics despite his academic failure can be explained by the
fact that GLD students constitute a heterogeneous group (Fletcher et al., 2018; Swanson et al., 2013; Wong &
Butter, 2012). As put forth by Maddocks (2020), GLD students display differences between cognitive processing
weaknesses. Moreover, the high performance in mathematics can be explained by GLD students displaying strong
abilities in abstract thinking, reasoning, high general mental ability, verbal or spatial abilities (Bildiren & Firat,
2020; Crepeau-Hobson & Bianco, 2013; Dare & Nowicki, 2015; LaFrance, 1997; Munro, 2002; Nielsen, 2002;
Ruban & Reis, 2005; Wood & Estrada-Hernandez, 2009). The verbal and writing abilities of GLD students may
vary and they may display superior performance in tasks that require abstract concepts (King, 2005). Ottone-Cross
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etal. (2017) conducted a study in which GLD students displayed above average achievement in mathematics. The
superior performance in mathematics of GLD students can also be explained by their performance in
comprehension-knowledge that is similar with those of gifted students (Maddocks, 2020).

As can be seen from the figures and expert evaluations that his creative works in the field of painting
indicate that he is gifted in this field. It can be stated when the creative abilities of GLD students are taken into
consideration (Beckmann & Minnaert, 2018; Karnes & Shaunessy, 2004; LaFrance, 1997; Olenhack, 2009; Yssel
et al., 2014) that Fatih used this ability to compensate for his disabilities and to put forth that he achieved
something. LaRusso et al. (2015) reported that the complex reasoning of students predicted their ability to display
a deep comprehension. This in turn indicated that high level figurative processing tasks can be improved by way
of their strength in reasoning. It can be asserted that Fatih achieved to improve this. It was observed that he has
utilized his creativity in drawing to tolerate his weakness in reading. It can also be asserted that he used his superior
spatial abilities (Reis & McCoach, 2002) and high level of creativity (Ruban & Reis, 2005) for overcoming his
weaknesses in basic processing skills, visual and auditory discrimination, sequencing, short-term auditory memory
(Assouline et al., 2010; Baum et al., 2001; Nielsen, 2002; Robinson, 1999; Waldron & Saphire, 1990, 1992).

It is considered that he has not been identified since primary school due to the lack of sufficient assessment
tools in Turkey (Cakiroglu, 2017) and the lack of knowledge of the teachers in this subject (Altun & Uzuner, 2016;
Basar & Goncii, 2018; Bildiren, 2018; Firat & Kogak, 2018). The aim of the present study was to acquire data via
data collection tools that can be applied on university students with GLD potential. The difficulties that emerged
following the interview held with Fatih and his family, the drawings along with the creativity and superior general
intellectual ability appearing with TONI-3 test verified the GLD potential of Fatih. The hallmarks of giftedness as
put forth by Brody and Mills (1997), ability-achievement discrepancy and a processing deficit were tried to be
uncovered. It was ensured to take the 1Q tests, achievement tests and portfolio assessments suggested by McCoach
et al. (2001) into consideration together. In other words, 1Q-achievement discrepancy approach was used as was
the case in majority of the previous studies as indicated by Lovett and Sparks (2013). In addition, the strengths
and weaknesses of Fatih were taken into consideration together for identification. It is possible to state according
to the TONI-3 test result of Fatih that he is gifted in general intellectual ability. This result differs with the study
by Cross et al. (2019). The KTEA-3 scores of GLD students were at an average level in the study by Cross et al.
(2019). However, it can be asserted that Fatih displays similar characteristics with GLD students in previous
studies when we consider that the mean 1Q level of GLD students was 122.8 in the analysis by Lovett and Sparks
(2013). Because 1Q score of 122.8 is an average value. There may be GLD students below and above this value.
Moreover, intelligence tests with more comprehensive subscales were applied in studies by Lovett and Sparks
(2013) and Cross et al. (2019). TONI-3 test was applied since these tests were not available in Turkey. Even though
the study consists of a single case, it is considered that non-verbal intelligence tests may be beneficial for
identifying the performance of GLD students.

Teaching strategies and skills to GLD students with regard to their weaknesses is important to ensure that
they maximize their potential (Dare & Nowicki, 2015; Reis et al., 2014). Supporting teaching strategies based on
strengths such as academic skill acquisition, self-esteem, and critical and creative thinking skills is considered to
be the best teaching applications for GLD students (Boothe, 2010; Nielsen, 2002). However, Fatih has neither been
identified nor has he received special education until today. He has not received any strategy training on his
learning disability. Even so, he has been able to develop a strategy of studying with drawings to improve his
academic success. A similar result was obtained in the study by Firat and Bildiren (2020) examining a university
student with learning disability. It was also determined in this study that the university student studied by coding
with drawings by himself even though he did not receive any special education. These results bring up this question
to our mind: Can GLD students develop strategies by themselves for their own disabilities? Even though this is a
difficult question to answer with just a single case, this possibility should be taken into consideration. In their
study, Beckmann and Minnaert (2018) reported that GLD students had high levels of negative emotions, low self-
perception and negative interpersonal relations as well as high motivation, coping skills, and perseverance. High
levels of coping strategies support this possibility. Regardless of whether this possibility is real or not, it is
important that GLD students receive an integrated education focusing on developing their strengths and supporting
their weaknesses in order to further develop their potential (Boothe, 2010). Education programs that meet their
disabilities as well as their abilities should be developed along with the necessary interventions in order to ensure
that GLD students maximize their potentials (Nielsen & Higgins, 2005). Hence, GLD students such as Fatih may
reveal themselves early on and they can accomplish important things for themselves and humanity.

High potential and a disability that hampers learning may be present at the same time in various areas in
cases of learning disability accompanying giftedness. Hence, GLD students may have unique and challenging
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needs due to their strengths and weaknesses. Identifying them by taking into consideration their strengths and
weaknesses may eliminate the adverse impacts of masking. The implementation of giftedness education programs
for areas of strength along with skill and strategy education for academic areas that they struggle with as well as
programs including specialized adaptations and arrangements (Nielsen, 2002; Weinfeld et al., 2005) are suggested
for twice exceptional students. It is important that teachers not only focus on disabilities but also on abilities and
cooperate with parents, administrators and other experts in order to distinguish the unique needs of these students
and to support them further.

Since the abilities and disabilities in GLD students can mask each other, identification should include an
assessment covering both areas (Assouline & Whiteman, 2011; Foley-Nicpon, 2015). Nielsen (2002) suggests the
cooperation of field experts in identification in addition to carrying out awareness studies, examination of the
differences between school records and ability and performances, the use of flexible criteria in individual
intelligence tests, paying attention to the distribution of sub-tests, carrying out assessment for auditory and visual
processing and the use of multiple data sources. Based on the results of the present study, we suggest to address
identification as an integrated and individual focused process that examines the strengths and weaknesses of GLD
students simultaneously in line with previous studies. Products of the student, portfolio assessment, creativity tests,
individual intelligence and achievement tests, and information obtained from parents and teachers may provide
more accurate information to the experts handling the identification process. It is suggested to examine the
descriptive profile structure instead of a single score during the multiple assessment procedure and the use of tools
that determine the potential rather than learning ability.

The examination of a single case in the present study is its greatest limitation. It is suggested to increase
the number of cases in future studies in order to generalize the study results. Interviews conducted with the
participant and the family were focused more on the past. Thus, we did not have the chance to examine the
difficulties that the individual experienced during primary school on site and on time. We were able to carry out a
retrospective verification since he currently experiences the similar difficulties. However, carrying out error
analyses and reaction analyses during the primary school period, obtaining teacher views, and conducting in-class
observations (Bildiren & Firat, 2020; Boothe, 2010; McCoach et al., 2001; Nielsen, 2002) could have provided
stronger data for putting forth the strengths and weaknesses of the participant. As suggested by McCoach et al.
(2001), the longitudinal analysis of the achievement and academic performance of the student can be conducted
in future similar studies. It may be beneficial to compare the results of the present study with those of similar
studies over a larger sample group and a longer time period.

Another limitation of the study is that we could not apply the assessment tools that are frequently used in
international literature but not applied in Turkey. In fact, the analysis made by applying sub-tests of tests such as
Woodcock-Johnson 1V (WJ 1V), Tests of Cognitive Abilities (COG), Achievement (ACH), and KTEA-3
(Maddocks, 2018; Cross et al., 2019) applied in other studies has limited the profile analysis of the participant.
When the difference between the sub-scales and distributions of sub-test is taken into consideration for the analysis
of strengths-weaknesses combination (Nielsen, 2002; Silverman, 2003), it is suggested for future studies to apply
the tests and compare the results with other studies.
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Giris: 11k genglik ¢agi romanlari, genglerin 6zel gereksinimli bireylere iliskin bilgilerini ve duyarhiliklarini
artirmak igin kullanish araglardir. Ozellikle nitelikli bir bigimde yapilandirilmis, genglerin diinyasina hitap eden
eserler, tipik gelisim gosteren bireylerle 6zel gereksinimli bireyler arasinda saglikli iletisim kdopriileri
kurulabilmesi adina faydali olacaktir. Bu sebeple 6zel gereksinimli bireyleri konu alan nitelikli eserlerin
belirlenmesi 6nemlidir. Bu maksatla bu arastirmada karakter olarak 6zel gereksinimli bireylere yer veren eserler,
karakterlerin yapist, tasviri ve gelisim 6zellikleri bakimindan incelenmistir.

Yontem: i1k genclik ¢ag1 romanlarindaki dzel gereksinimli karakterlerin cesitli dlciitlere gore incelendigi bu
aragtirmada nitel arastirma yontemlerinden dokiiman incelemesi modeli kullanilmistir. Arastirmada 38 eser
degerlendirmeye alinmistir. Eserler belirlenirken ilk genclik c¢agina hitap ediyor olmasi ve en az bir dzel
gereksinimli karaktere yer veriyor olmasi kosulu aranmistir. Arastirmanin analizleri, igerik analizi teknigiyle
gergeklestirilmistir.

Bulgular: incelenen 38 romanda 11 farkli 6zel gereksinim durumuna yer verildigi tespit edilmistir. Bunlardan
10°u goérme yetersizligi, 11’1 fiziksel yetersizlik, altisi isitme yetersizligi, altis1 zihin yetersizligi, altis1 otizm
spektrum bozuklugu (OSB), besi beyin felci, tigii dil ve konusma bozuklugu, ti¢ii istiin yetenek, bir 6zel 6grenme
glicluigii, biri dikkat eksikligi ve hiperaktivite bozuklugu, biri de fiziksel bozukluktur. Bunlardan 33’{inde olumlu
tasvire yer verildigi tespit edilmis; eserlerdeki karakterlerden 33’iiniin devinimsel &zellikler tasidigi, biri harig
hepsinin gercekei kurguya sahip oldugu belirlenmistir.

Tartisma: Calismanin sonuglari, karakterlerin 6zel gereksinim ¢esitliligi bakimindan alanyazindaki ¢alismalardan
ayrilmaktadir. Kurgularin gercekligi bakimindan alanyazindaki ¢aligmalarla 6rtiismektedir. Bu aragtirmaya konu
olan eserlerdeki devinimsel karakterlerin oran1 6nceki arastirmalardan yiiksektir. Ozel gereksinimli karakterlerin
akranlariyla iliskisine yonelik sonuglar da konuyla iligkin aragtirmalarin sonuglariyla uyumludur.
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Giris

Bireyin dogrudan tecriibe edebilecegi deneyimler sinirlidir. Alisilmadik durumlar onu kaygilandirabilir.
Tipik gelisim gosteren geng bir birey, hayat1 boyunca 6zel gereksinimli bir birey ile hi¢ bag kurmamis ya da siirli
zaman dilimlerinde yiizeysel baglar kurmus olabilir. Bu durum tipik gelisim gosteren bireylerle 6zel gereksinimli
bireyler arasindaki irtibatin zayiflamasina sebep olarak 6zel gereksinimli bireylerin sosyallesmesini
zorlastirabilecek, onlarm iretkenligini yasam doyumunu azaltabilecek sonuglar dogurabilir. Konuyla ilgili
calismalar boylesi bir problemin varligina isaret etmektedir. Ornegin 349 iiniversite dgrencisiyle gerceklestirilen
bir arastirmanin sonuglar1 katilimei 6grencilerin %75’inin 6zel gereksinimli bir yakininin ve %86’sinin 6zel
gereksinimli bir arkadasinin olmadigmi gostermistir (Sahin & Bekir, 2016). Benzer sekilde 525 iiniversite
ogrencisi ile yapilan bir bagka calismada ise katilimc1 dgrencilerin %68’inin 6zel gereksinimli bir yakininin veya
ozel gereksinimli bir arkadaginin olmadig: belirtilmistir (Saglam & Altindag, 2017). Gengler, 6zel gereksinimli
bireylerle iletisim kurmaktan kaginabilir, endise duyabilir, nasil davranacagini bilemeyebilir veya gerekli
duyarlilig1 gésteremeyebilirler. Ancak 6zel gereksinimli bireylerle uzun dénem boyunca ayni ortamda olmanin
gerek normal gelisim gosteren bireyler icin gerekse 6zel gereksinimli bireyler i¢in psikomotor, biligsel, dil, sosyal
ve duygusal gelisime katki sagladigi bilinmektedir (Sucuoglu vd., 2020). Normal gelisim gosteren fakat daha 6nce
herhangi bir &6zel gereksinimli bireyle karsilagmamig veya sinirli etkilesimlerde bulunmus genglerin
yasayabilecekleri olas1 iletisim kaygilarini azaltmak igin cesitli yontemlere basvurulabilir. Ornegin ortak sosyal
etkinlikler yiiriitiilebilir, aile bulugmalar1 gerceklestirilebilir, tiyatro ve sinema gosterimleri yapilabilir. Biitiin
bunlarin yani sira 6zel gereksinimli karakterlerin yer aldigi ilk genglik ¢ag1 edebiyati eserleri de bu konuda ise

kosulabilir (Prater vd., 2006).

Ik genclik cag1, 14-18 yas araligini kapsayan bir gelisim dénemi olarak tanimlanmaktadir (Birlesmis
Milletler Cocuklara Yardim Fonu [UNICEF], 2018). Bu dénemde genglerde fiziksel, bilissel ve psikososyal
alanlarda degisimler gozlenmektedir. Ik genclik cag1 edebiyat: olarak nitelendirilen kitaplar genclerin sozciik
dagarcigy, farkli konular hakkindaki duyarliliklart, ilgi ve ihtiyaclar: hesaba katilarak kaleme alinmaktadir (Lukens
vd., 2021). Kaleme alinan bu eserlerden hareketle genglerin kendilerine 6zgli okuma egilimleri gelistirdikleri
bilinmektedir (Moffitt & Wartella, 1992). Bu okuma egilimleri iizerinde zamanin biiyiik bir etkisi bulunmaktadir.
Ornegin Compton-Lilly (2012) geng okurlarin okuma egilimlerinde yillar igerisinde aile, okul, sosyal gevre ve
o0gretmen beklentileri gibi faktorlere bagli olarak degisimler gézlendigini belirtmistir. Hassett (2008) ise okuma
egilimini, belirli bir sosyal ¢evre icerisinde gelisen karmasik, kiiltiirel ve tarihsel bir olgu seklinde tanimlamustir.
Bu bakis agisindan geng okurlarin okuma egilimlerinin gelisim donemlerinde sabit kalmadigi, gegici oldugu ve
zaman igerisinde bu okurlarin okuma etkinlikleri i¢in bir anlam arayist igerisine girdiklerini sdylemek miimkiindiir.
Geng okurlarin diinyasindan hareketle ve onlara 6zgii bir dille kurgulanmis edebi eserler, gengleri farkli tiir ve
konulardaki eserleri aragtirmaya ve se¢meye, bu sayede daha saglikli tutumlar sergilemeye tesvik edebilir. Bu
anlayisla 6zel gereksinimli karakterleri igeren ilk genclik ¢agi edebiyati eserlerinin tespit edilmesi, incelenmesi ve
bu eserlerin igeriklerinin ¢esitli degiskenler agisindan degerlendirilmesi bu sebeple nem kazanmaktadir.

Ozel gereksinimli karakterleri olan ¢ocuk ve genclik edebiyat: eserlerini farkli 6zellikleri bakimindan
incelemek miimkiindiir. Uluslararasi alanyazinda 6zel gereksinimli karakterleri bulunan eserlerde bu karakterlerin
nasil betimlendigine dair baz1 incelemeler yapilmistir. Ornegin, Dyches ve Prater (2005), Dyches vd. (2001) ve
Dyches ve digerlerinin (2009) calismalarinda aragtirmacilar 6zel gereksinimli karakterler bulunan kitaplar
degerlendirirken (a) karakterler ve kisisel 6zellikleri, (b) karakter 6zellikleri (ana karakter, yan karakter), (c) kurgu
(gergekei, yar1 gergekgei, gergek disi), (¢) tasvir (olumlu, olumsuz, notr), (d) karakter gelisimleri (duragan,
devinimsel) ve (e) bakis agisi olmak tizere alt1 6l¢iit kullanmiglardir. Bu tiir degerlendirmelerle arastirmacilar edebi
eserlerde 6zel gereksinimli bireylerin ¢gagin gereklerine uygun bigimde tanitilip tanitilmadigini ortaya koymustur.
Bugiin gelinen noktada 6zel gereksinimli bireyler, toplumsal yasama ge¢cmige kiyasla daha aktif katilmakta ve
toplumun pek ¢ok alanmna (drnegin spor, egitim, is giicli gibi) 6nemli katkilar saglamaktadir. Bu nedenle edebi
eserlerde sunulacak gergek¢i ve olumlu betimlemeler 6zel gereksinimli bireylere yonelik farkindaligi artirma
konusunda faydali olacaktir (Leininger vd., 2010).

Ozel gereksinimli bireyler hakkinda farkindalik olusturmak, yanlis bilinenleri diizeltmek ve toplumsal
kabul siirecine katki saglamak i¢in edebi eserler kullanilmaktadir (Prater vd., 2006). Alanyazinda farkl: tiir ve yas
grubu icin yazilmig 6zel gereksinimli karakterler iceren eserlerin analizini gerceklestiren bazi calismalar
bulunmaktadir. Bu caligmalar, 6zel gereksinimli karakterleri konu alan eserlerde karakter betimlemelerinin yillar
icerisinde olumsuz ve ger¢ek disi tasvirlerden olumlu ve gergekgi tasvirlere doniistiiglinti géstermektedir (Lemoine
& Scheider, 2021). Olumlu &zellikler 6zel gereksinimli karakterden yiiksek beklentilerin oldugu, karakterlerin
olumlu toplumsal katkilarinin 6ne ¢ikarildigi, giiclii yonlerinin gelistirildigi, kisisel tercihlerinin belirginlestirildigi
ve bagkalariyla karsilikli iliskiler yiirtitebildigi anlamina gelmektedir (Dyches vd., 2001; Meacham vd., 2022).
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Gergekgei Ozellikler ise karakterlerin fiziksel, davranigsal, dil ve konusma gibi 6zel gereksinimlerinin gercekte
oldugu gibi dogru bir sekilde betimlenmesi olarak tanimlanmistir (Dyches & Prater, 2005; Pennel vd., 2018).
Ornegin Rubin ve Watson (1987) klasik eserlerdeki 6zel gereksinimli karakterlerin cogunlukla olumsuz ve gergek
dis1 6zelliklerle resmedildigini belirtmistir. Buna kargin daha giincel bir ¢aligmada Leininger ve digerleri (2010),
1975-2009 yillar1 arasinda yayinlanmis Newbery Odiillii kitaplarda 6zel gereksinimli karakterlerin yillar icerisinde
daha gercekei ve olumlu 6zelliklerinin betimlendigini belirtmistir. Lemoine ve Scheider (2021), otizm spektrum
bozuklugunu (OSB) konu alan 1999-2019 yillar1 arasinda yaymlanan resimli ¢ocuk kitaplarmi DSM-V
kapsaminda incelemislerdir. Caligma sonucunda DSM’de yer alan OSB’ye 6zgii kriterlerin incelenen eserlerde yer
almadigini tespit etmislerdir. Bir diger ¢alismada Dyches ve digerleri (2009) Dolly Gray Cocuk Edebiyat: Odiiliine
aday gosterilmis ve 2004-2007 yillar1 arasinda yayinlanmis kitaplarda gelisimsel yetersizligi olan karakterlerin
genellikle olumlu ve gergekgei 6zellikleri ile tasvir edildigini belirtmistir. Bir bagka ¢alismada Dyches ve digerleri
(2001) ise 1997-1998 yillar1 arasinda yaymlanmis zihin yetersizligi veya OSB’li karakteri olan ¢ocuk edebiyati
kitaplarinda karakterlerin genellikle gercek¢i ve olumlu oOzellikleri ile betimlendigini belirtmistir. Ozel
gereksinimli bireylere yonelik farkindalik olusturma konusunda gergeklestirilen bir bagka calismada (Matthew ve
Clow, 2007) resimli gocuk kitaplar1 ve ¢gocuk medyas1 incelenmis, ilgili materyallerdeki bilgilerin farkindalik
yaratmak agisindan gereken nitelikleri tagimadigi goriilmiistiir.

Uluslararasi alanyazinda 6zel gereksinimli karakterleri olan kitaplar1 incelemeye yonelik ilgi; bu konunun
egitim, aragtirma ve toplumsal alanlardaki 6nemini agik¢a ortaya koymaktadir. Konuyla ilgili Tiirk¢e yaymlanmig
eserlerin tespit edilmesi, alanyazinda yer edinmis nesnel oOlgiitlerle incelenmesi ve degerlendirilmesi, 6zel
gereksinimli bireyleri konu alan kurgu eserlerden yararlanabilecek kisilerin (6rnegin 6gretmen, aile, dgrenci,
aragtirmaci) isini kolaylastiracaktir. Nitekim Tiirk¢e yayimlanmis eserler {izerinde son yillarda yapilan
aragtirmalarda arastirmacilarin alanyazin temelinde gelistirdikleri 6lgme araglar1 kullanarak 6zellikle kiiciik yas
cocuklar i¢in hazirlanan resimli 6ykil kitaplarmi inceledikleri goriilmektedir (Arikan vd., 2021; Celikel &
Durmusoglu, 2020; Kaymaz, 2017; Kirkgdz & Diken, 2019; Oztiirk vd., 2022). Benzer sekilde ilk gengclik cagi
yas gruplarina yonelik yazilan edebi eserlerin de degerlendirilmesi 6gretmenler, arastirmacilar ve gengler i¢in
faydali olacaktir. Cocuk ve genclik edebiyati yazarlari tarafindan kaleme alinan edebi eserler, kurgusal bir diinya
yaratarak dolayli deneyimlere kapi aralamakta ve &zellikle ilk genglik ¢agindaki okurlara kendilerinden farkl
insanlarin hayatlarmma bakabilme ve farkliliklari kesfetme imkani tanimaktadir. Kendi yasami ile kurgusal
yasantilar arasinda baglar kuran Kkisiler, gesitli yasam bicimleri hakkinda diisiinebilme olanaklarini elde
edebilmektedir (Sever, 2012). Tiim bu nedenler géz oniinde bulunduruldugunda, bu ¢alismanin amaci 6zel
gereksinimli karakterleri olan ilk genglik ¢agi romanlarinin bir incelemesini sunmaktir. Tiirk¢e alanyazinda ilk
genclik ¢agi romanlarindaki 6zel gereksinimli karakterleri kapsamli bir bicimde analiz eden bir arastirmaya
rastlanmamuistir. Boyle bir calismanin 6gretmen, ebeveyn ve arastirmacilara rehberlik edebilecegi diisiiniilerek s6z
konusu romanlar1 belirlemek ve analiz etmek iizere bu arastirma gerceklestirilmistir. Tespit edilen kitaplart
incelemek i¢in Dyches ve digerleri (2001), Dyches ve Prater (2005) ve Dyches vd. (2009) tarafindan yapilan
geemis calismalar 6rnek alinmis ve bu galigmalarda belirtilen degerlendirme formlart kullanilarak 38 ilk genglik
¢ag1 romant iizerinde icerik analizleri yapilmistir.

Yontem

Bu ¢alismada 6zel gereksinimli karakterleri bulunan Tiirk¢e yazilmis veya cevirisi yapilmus ilk genglik
¢agl romanlarimin tespit edilmesi ve incelenmesi amaglanmistir. Calismada 6zel gereksinimli karakterlere yer
veren 38 ilk genclik ¢agi romani arastirmacilar tarafindan tespit edilip degerlendirilmistir. Bu nitel ¢alisma,
dokiiman analiziyle gergeklestirilmistir. Nitel aragtirma derinlemesine incelenmek istenilen bir olguyu
sorgulamayi, yorumlamay1 ve o olgunun dogasim anlamay1 hedefleyen bir arastirma yontemidir (Patton, 2014).
Nitel aragtirmada en sik kullanilan yontemlerden biri olan dokiiman analizi, yazili {iriinlerin sistematik ve titiz bir
sekilde incelenmesi ve yorumlanmasidir (Wach & Ward, 2013). Bu ¢alismada ilk genclik ¢agi romanlarindan elde
edilen veriler, caligmay1 yiiriiten aragtirmacilar tarafindan sistematik bir bicimde incelenmis ve yorumlanmistir.

incelenen ilk Genglik Cagi Romanlarimin Belirlenmesi

Birtakim eserler analiz edilerek gerceklestirilen arastirmalarda s6z konusu eserler, ayn1 zamanda
incelenen belgeler grubunu olusturdugundan eser segim siireci bilyiik nem tasimaktadir (Dyches & Prater, 2000).
Bu c¢alismanin 6rneklemini olusturan eserlerde, ilk genclik ¢agma yonelik yazilmis bir roman olmasi, 6zel
gereksinimli karakter icermesi kosullar1 aranmigtir. Eserlerin se¢ciminde ulagilabilir basili ve ¢evrimigi kaynaklar
taranmis ve s0z konusu Olgiitlere uygun eserlerin tamamina ulasilmaya calisilmistir. Kitap satis siteleri, kitap
tanitan ve inceleyen basili ve gevrimici dergiler, web siteleri ve sosyal medya hesaplari, kitap incelemelerine
yonelik akademik arastirmalar taranmistir. Incelenecek eserler taranirken ‘yetersizlik’, ‘6zel gereksinim’, ‘OSB’,
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‘zihin engelli/yetersizligi’, ‘gérme engelli/yetersizligi’, ‘isitme engelli/yetersizligi’, ‘fiziksel engelli/yetersizlik’,
‘konusma engeli/yetersizligi’, ‘kekemelik’, ‘dil ve konusma bozuklugu’, '6grenme giicligii’, ‘disleksi’, ‘dikkat
eksikligi ve hiperaktivite’, ‘listiin yetenek/zekd’ gibi kelimeler taranmigtir. Taramalar sonucunda 58 esere
ulagilmis, bunlardan 38’i dlciitlere uygun bulunmustur. Olgiitlere uymayan 20 eser, okul 6ncesine yonelik kitaplar
oldugundan inceleme disinda tutulmustur.

[k 6lgiit, eserlerin ilk genglik cagindaki bireylere hitap etmesi olarak belirlenmistir. UNICEF (2018) ilk
genglik cagini 14-18 yas aralig1 olarak tanimlamistir. Kitaplardan 23 {iniin lizerinde hangi yas grubuna hitap ettigi
belirtilmemigken bes kitapta 10+, ¢ kitapta 11+, {i¢ kitapta 9+, ii¢ kitapta 13+, bir kitapta 7+ ibaresi yer almustir.
Bu kitaplar hakkinda iki ayri uzmandan goriis alinarak karar verilmistir. Her iki uzmanin da onayiyla kitaplar,
aragtirmaya dahil edilmistir. Incelenen eserlerin seciminde kullanilan ikinci 6lgiit, eserlerde 6zel gereksinimli
karakter ya da karakterlerin yer almasidir. Milli Egitim Bakanlig1 (2018) tarafindan yayilanan Ozel Egitim
Hizmetleri Yonetmeliginde 6zel gereksinimli birey “Bireysel ve gelisim o6zellikleri ile egitim yeterlilikleri
acisindan akranlarindan anlaml diizeyde farklilik gosteren birey” olarak tanimlanmaktadir (s. 2). Bu tanim OSB,
zihin yetersizligi, bedensel yetersizlik, gdrme yetersizligi, isitme yetersizligi, dil ve konusma bozuklugu, 6grenme
giicliigii ve Ustiin yetenekli olan bireyleri kapsamaktadir. Bu 6zel gereksinim tiirlerinden herhangi birine sahip
bireylere ya da beyin felci gegirdikten sonra 6zel gereksinimli olan bireylere yer veren eserler ¢alismaya dahil
edilmistir. Yapilan taramalar sonucunda ulasilan kitaplardan 38’1 belirlenen oSlgiitleri karsiladigi igin ¢alismaya
dahil edilmislerdir. Calismanin drneklem grubunu olusturan eserlere ait eser adi, yazar, ¢evirmen ve resimleyen
bilgisi, yayinevi ve okuyucu yas1 Tablo 1’de yer almaktadir.

Tablo 1
Incelenen Eserler
No Eser ad1 Yazar Cevirmen Resimleyen Yayin evi Okuyucu yasi
1 I¢imdeki Miizik Sgar;i)lrM. Zeynep Kiirtik - Geng Timag Belirtilmemis
. . Margaret Tilin
2 Louise Braille Davidson Sandikioglu Kutlay Sindirgt ~ Can Cocuk 7+
3 Annemin Kelimeleri Sarah Weeks Elif Ersavci - Can Cocuk 9+
4 Harflerin Dans1 L&Eﬂ? Mullaly Simge Piskinsoy - Epsilon 10+
Hayat1 Sevmeye Saliha Nazli )
5 Devam Et Jaap Ter Haar Kaya Can Cocuk 13+
6 Mucize R. J. Palacio Berna Sirman - Pegasus Belirtilmemis
Yayincilik
7 Nemik ile Onbasi Aydin Ozakin - Mustafa Can Cocuk 9+
Delioglu
Parmak Uglari Seran Demiral - - Tudem Belirtilmemis
Petey Ben Mikaelsen  Asli Anar - Beyaz Balina 9+
o Andreas ao - .
10 Derin Golgeler Steinhofel Kazim Ozdogan - Tudem Belirtilmemis
17 Horoz Adam ve Sevim Ak - Behi¢ Ak Can Cocuk 11+
Korsan
Kiraz Agaci ile . Esma Fethiye . . .
12 Aramdaki Mesafe Paola Peretti Giiclii Carolina Rabei  Geng Timas 10+
13 Gazeteci Cocuk Vince Vawter Alaz Ozbek - Kirmizi Kedi Belirtilmemis
14  Mirildanan Cocuk Gabriele Clima E(s}rgslgethlye llaria Campana  Geng Timasg 10+
. - . ) ) Giin Is181 .. .
15 Gokkusagt Yazi Sevim Ak Kitaplig Belirtilmemis
16 Siradist M. S. Franklin  Aylin Colak - Geng Timag 10+
17 Kekeme Hamlet Dogukan Isler - - Timas Cocuk 10+
18 Ben Bir Hayaletim Giizin Oztiirk - - Tudem Belirtilmemis
Diinyay1 Sirtinda - ) ) .
19 Tagiyan Balik Ozgiir Balpmar Geng Timag 11+
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Tablo 1 (devam)

No Eser ad1 Yazar Cevirmen Resimleyen Yayn evi Okuyucu yast
20 Yildizlar Neden Olusur ~ Sarah Allen Kiibra Demir - Panama Belirtilmemis
21 Kristal Yelkenli J. Mauro de Sehsuvar Adil  Kutlay Sindirgi ~ Can Cocuk 13+
Vasconcelos
22 Lars Cok Komik lben Akerlie ~ AYdaAkea - Sola Kids Belirtilmemis
Akkoc¢
. ) Thomasz Ismail Zeki . . i .
23 Elleriyle Goéren Cocuk Matkowski Dikici Joanna Rusinek  Beyaz Balina Belirtilmemis
24 Siradisi Basit M@Ufaﬁ\we Sibel Cekmen - Delidolu Belirtilmemis
25 Kéglcfl(lekPantolonlu Nadia Hashimi ~ Yasemin Biite - Beyaz Balina Belirtilmemis
i Wendelin Van . - .
26 Kosmak Istiyorum Draanen Asl1 Anar - Beyaz Balina Belirtilmemis
Enno ya da Asfalttaki - . . - .
27 Karahindiba Astrid Frank Semra Pelek Regina Kehn Kirmizi Kedi Belirtilmemis
28 Kelebek Zihinli Cocuk Victoria Gizem Sakar - Geng Tima Belirtilmemi
1 SOCUE williamson z ¢ mas Hmemts
- Mary E. Mapes . o Cemalettin . . .
29 Glimiig Patenler Dodge Ali Aydogan Giizeloglu Arkadas Yayinevi  Belirtilmemis
Ahmet Bora Kenny - - .
30 Ada Thedore Taylor Pekiner McKendry Beyaz Balina Belirtilmemis
o Miyase - .
31 Bir Giin Herkes Sertbarut Merve Atilgan - Tudem Belirtilmemis
32 Caylak Gazeteci Vince Vawter Rengin Arslan - Kirmizi Kedi Belirtilmemis
33 Bana Bir Isaret Goster ~ A.N. Lezotte Arzu Altinanit - Cimar Yayinlar Belirtilmemis
34 Sessizligin Sesi Myron Uhlberg  Cigdem Oztekin - Beyaz Balina Belirtilmemis
35 Sol Ayagim Christy Brown  Kaan Mutlu - Nokta Kitap Belirtilmemis
36 Bir Tiir Kivilcim Elle McNicoll Gizem Sakar B(lgl;;zrlgsygm Geng Timag Belirtilmemis
37 igimdeki Melodi Sharon M. Zeynep Kiiriik ; Geng Timag 11+
Draper Ergetin
38 Giinesten Sonra Gabriele Clima Esma Fethiye - Geng Timas 13+

Giigli

Icerik Analizi ve Kodlamalar

Bu olgiitleri karsilayan kitaplarm belirlenmesinin ardindan igerik analizleri gergeklestirilmistir. Igerik
analizi, bir konu hakkinda yapilan ¢alismalarin sonug¢larinin tanimlayici bir boyutta degerlendirilmesine yonelik
sistematik bir analiz teknigidir (Creswell, 2014; Patton, 2014). Igerik analizi i¢in daha 6nce Dyches vd. (2001)
¢alismasinda belirtilen degerlendirme formu kullanilmigtir. Caligmada kullanilan formun tercih edilme nedeni
eserlerin edebi niteliklerinin yani sira 6zel gereksinimli bireylerin eserlerde nasil betimlendigine de yer vermesidir.
Degerlendirme formu, 6zel gereksinimli bireyleri konu alan eserleri: (a) 6zel gereksinimli bireylerin karakter
betimlemeleri; (b) karakterlerin, 6zel gereksinimi olan ve olmayan diger bireylerle iliskisi; (c) 6zel gereksinimli
birey ve diger bireylerdeki degisim ve (¢) 6zel gereksinime yonelik 6zel konulardan olugan dort tema gergevesinde
incelemeye olanak tanimaktadir. {laveten bu formda 6zel gereksinimli bireylerin karakter tasvirlerinin ve sosyal
iligkilerinin edebi ve sanatsal unsurlarla birlikte incelenmesine firsat sunulmaktadir (Dyches vd., 2001; Dyches
vd., 2009; Dyches & Prater, 2005). Kitaplardaki karakter sayilar1 belirlenirken karakter 6zelliklerine ve kurduklar:
ikili iliskilere deginilmeyen karakterler degerlendirmeye almmamustir. Ornegin “I¢imdeki Miizik” kitabinda
Melody haricinde bir¢ok 6zel gereksinimli cocugun bulundugu H-5 adinda bir siniftan bahsedilmektedir. Bu sinifta
fiziksel yetersizligi olan Ashley, fiziksel ve zihinsel yetersizlikleri olan Carl, Down Sendromlu Maria, zel
gereksinimleri net olarak tanimlanmayan Gloria ve Freddy gibi okurun derinlemesine taniyamayacagi, yalnizca
temel 6zelliklerinden haberdar olabildigi karakterler vardir. Bu karakterler kapali karakterlerdir. Bir baska deyisle
okur onlar1 yakindan tanryamamakta, i¢ diinyalarmni bilememektedir. Bu nedenle romanlarda ana ve yardimci
karakter olarak ¢ok yonlii iliskiler kuran bireyler degerlendirmeye dahil edilmistir.
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Eserlerde 6zel gereksinimli karakterleri incelemek i¢in formda yer alan karakter 6zellikleri, kurgu, tasvir,
karakter gelisimi ve bakis agis1 kodlama kategorileri kullanilmistir (Dyches, Prater, vd., 2001; Dyches vd., 2018;
Dyches & Prater, 2005; Taylor vd., 2020). Karakter 6zellikleri, karakterlerin 6zel gereksinim durumlarini ve ana
veya yan karakter olup olmadiklarini tespit etmek igin kullanilmistir. Kurgu temasinin iceriginde gergekei, yari
gercekei ve gergek dist olmak tizere li¢ kodlama kategorisi yer almaktadir. Gergekei bir bigimde kurgulanmis
eserlerde olaganiistiiliik, fantastik dgeler yer almazken gergek dist kurgularda bu 6zellikler yer alabilmektedir.
Zaman zaman da olaganiistiiliikler eserin biitiinliine yayilmadan kismen yer alabilmektedir. Bu eserler de yari
gercekei olarak kodlanmustir. Ozel gereksinimli bireylerin karakter tasvirleri icin belirlenen kodlar: Olumlu,
olumsuz ve nétrdiir. Olumlu betimlemeler; (a) 6zel gereksinimli bireyler i¢in yiiksek beklentiler 6ngoriilen, (b)
olumlu katkilarin géz oniine ¢ikarildigi, (c) giiclii yonlerin gelistirildigi, (¢) bireylerin secimlerinin 6n plana
cikarildigi, (d) diger bireylerle gelisen karsilikli iliskilerin tasvir edildigi, (e) 6zel gereksinimli bireylerin diger
bireylerle esit vatandaslik haklarina sahip oldugunun garanti edildigi betimlemelerdir (Dyches vd., 2001). Bu
ozelliklerin tam karsit1 seklinde yapilan tasvirler ise olumsuz olarak kodlanmigtir. Notr betimlemelerde herhangi
bir 6zellik 6ne plana ¢ikarilmamaktadir. Karakter gelisimine ait kodlar devinimsel ve duragan olarak belirtilmistir.
Devinimsel karakterler, roman boyunca siirekli olarak bilgi ve beceri agisindan gelisim gosterirken duragan
karakterlerde herhangi bir gelisim s6z konusu degildir (Dyches & Prater, 2000). Bakis acis1 kodlamalarinda ise
kitaplarin kimin bakis a¢isindan anlatildig1 (birinci kisi veya iiglincii kisi) belirtilmistir. Kodlamalara iligkin
orneklere eserlerden alintilarla birlikte bulgular kisminda yer verilmistir.

Calismada analiz edilen bir diger konu ise 6zel gereksinimli karakterlerin 6zel gereksinimli olmayan
karakterlerle iliskisidir. Bu iliskileri analiz etmek i¢in Dyches ve digerleri (2001) ¢alismalarinda belirttikleri (a)
birincil iligkiler, (b) magdur, suclu ya da koruyucu iliskisi, (¢) bagimli ve bakici iliskisi, (¢) arkadaslik, (d) 6grenci
ve 0gretmen iligkisi, (e) birliktelikten kaginma ve (f) sugluluk hissetme olmak iizere yedi iliski tiiriinden hareketle
incelenmis ve betimlenmistir.

Kodlayicilar Arasi Giivenirlik

Calismada incelenecek eserlerin belirlenmesinin ardindan ikisi 6zel egitim ikisi Tiirk¢e egitimi alan
uzmani olan arastirmacilar tarafindan eserler okunmus ve icerik analizleri yapilmustir. Ilk olarak calismada yer
alan eserlerin %20’sinin incelenmesi amaciyla sekiz eser tim arastirmacilar tarafindan bagimsiz bir bigimde
okunarak kodlamalar yapilmigtir (O’Connor & Joffe, 2020). Arastirmacilar daha sonra bir araya gelip
kodlamalarini karsilastirmistir. Gorilis ayriligi tespit edilen kodlamalarda eserler yeniden gézden gecirilmis,
farkliliklar tartigilmis ve aragtirmacilar arasinda goriis birligi saglanmistir. Arastirmacilar her kitabi en az iki kisi
okuyarak kodlamalari tamamlayip karsilagtirmalarmi yapmistir. Bu karsilastirmalar  gerceklestirilirken
aragtirmacilarin tamami ¢alisma ortaminda hazir bulunmustur. Bu ¢aligmanin giivenirlik hesaplamasi kodlayicilar
arasi glivenirlik yontemiyle yapilmistir. Kodlayicilar arasi giivenirlik hesaplamasinda Miles ve Huberman (1994)
tarafindan gelistirilen “Goriis birligi / (Goriis birligi + Goriis ayriligr) x 100”7 formiilii kullanilmistir. Goriis
ayriliklarinin giderilmesinin ardindan ¢alismanin kodlayicilar arasi giivenirligi %100 olarak hesaplanmustir.

Bulgular

Bu bdliimde arastirmanin bulgulari, dnce bir tabloda toplu héalde gosterilmistir. Ardindan her bir siitundaki
bulgu setinin ne anlama geldigi sirasiyla agiklanmigtir. Sonrasinda eserlerden alintilarla bu agiklamalar
desteklenmistir.

Tablo 2
Ozel Gereksinimli Karakteri Olan Ilk Genglik Cagi Romanlarinin Analizi

No Kitap ismi Karakter Kisisel ozellikler Pfarak.twe.r Kurgu  Tasvir Kar.al.<te.r Bakis agis1
ozelligi gelisimi
Beyin felci gegirmis Ana
1 l¢imdeki Miizik Melody fiziksel yetersizligi olan karakter Gergekgi Olumlu Devinimsel ~ Melody

11 yasinda bir kiz

- - Louise Gorme yetersizligi olan bir ~ Ana . . e
2 Louise Braille Braille erkek karakter Gergekgi Olumlu Devinimsel  Ugtincii kisi
Annemin Zihin yetersizligi olan bir ~ Yardimc1 Heidi,
3 Kelimeleri Sophia Kadm karakter Gergekei  Notr Duragan E:)Z;:hla nin
4 Harflerin Dansi Ally Disleksi olan bir kiz Al?;akter Gergek¢i Olumlu Devinimsel — Ally
Hayati Sevmeye Gorme yetersizligi olan bir  Ana . . e
5 Devam Et Beer erkek karakter Gergekei Olumlu  Devinimsel — Ugilincii kisi
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Tablo 2 (devam)

23

No Kitap ismi Karakter Kisisel ozellikler ISaralftvgr Kurgu Tasvir Kar.alfter Bakis agis1
ozelligi gelisimi
Fiziksel bozuklugu ve Ana
6 Mucize August isitme yetersizligi olan 11 Gergekgi  Olumlu  Devinimsel  Coklu anlatici
. karakter
yasinda bir erkek
Nemik ile . Fiziksel yetersizligi olan Ana Gergek i - P
! Onbag1 Nemik bir kiz gocuk karakter dist Nor Duragan Uginei kisi
Dogustan gorme Ana
Dogan yetersizligi olan bir geng Gergekgi  Olumlu  Duragan
Karakter
erkek
Sonradan gérme Ana
8 Parmak Uglar1 Mert yetersizligi meydana Gergekei  Olumlu  Devinimsel
. karakter
gelen bir geng erkek
Sonradan gérme Yardimet
Selma yetersizligi olugan bir Gergekgi  Olumsuz Duragan
N . karakter
kadin (Isik’1n annesi)
Fiziksel yetersizligi olan Ana . .
Petey bir erkek karakter Gergekgi  Olumlu  Devinimsel
9 Petey _ F|2|kse! ve 2|h_|nsel _ Yardimet . o Ugiincii kisi
Calvin yetersizlikleri olan bir Gergekgi  Olumlu  Devinimsel
karakter
erkek
Rico Zihin yetersizligi olan bir  Ana Gergekgi  Olumlu  Devinimsel
. erkek ¢ocuk karakter .
10 Derin Golgeler - S Rico
Ustiin yetenekli bir erkek ~ Yardimci . .
Oskar Gergekgi  Olumlu  Devinimsel
gocuk karakter
Horoz Adam ve - Isitme yetersizligi olan 10~ Ana . - _
11 Korsan Yagmur yasinda bir erkek gocuk Karakter Gergekgi  Olumlu  Devinimsel  Yagmur
Kiraz Agaci ile . s
12 Aramdaki Mafalda Gorme yet?rSIZhgl olan9  Ana Gergekgi  Olumlu  Devinimsel  Mafalda
yaginda bir kiz ¢ocuk karakter
Mesafe
Dil ve konusma bozuklugu Ana
13 Gazeteci Cocuk  Victor olan 11 yaginda bir erkek Karakter Gergekgi  Olumlu  Devinimsel  Victor
gocuk
Mirildanan . ey Yardimci . . - .
14 Cocuk Tommi  OSB’li bir erkek ¢ocuk karakter Gergekei  Notr Duragan Pepe (Kedi)
15 Gokkusagi Yazi  Goksu  OSB’li bir kiz Y;;:i;llgg: Gergekgi  Olumlu  Devinimsel  Melisa
. L Pansy
16 Siradisi Anna Beyin felc1‘ gegirmis 11 Yardimer Gergekei  Notr Duragan (Anna’nin
yasinda bir kiz karakter
arkadast)
17 Kekeme Hamlet Hikmet Dil ve k_0nu§ma bozuklugu ~ Ana Gergekgi  Olumlu  Devinimsel  Hikmet
olan bir geng erkek karakter
Ben Bir . e s Ana . - .
18 Hayaletim Mila 10 yaginda OSB’li bir kiz karakter Gergekgi  Olumlu  Devinimsel  Mila
Diinyay1 i e .
19  Sirtinda Emir lsitme yetersizligi olan bir  Ana Gergekgi  Olumlu  Devinimsel  Emir
¢ocuk karakter
Tastyan Balik
- . Fiziksel yetersizligi olan Ana Gergek . < P
20 Kristal Yelkenli  Eduardo 13 yaginda bir erkek Karakter Digi Notr Duragan Ugiincti kisi
. Down sendromlu bir erkek  Yardimci . N -
21 Lars Cok Komik Lars cocuk Karakter Gergekgi  Notr Duragan Amanda
. .. Gorme yetersizligi olan
22 Elleriyle Goren Kamil bes yasinda bir erkek Ana Gergekgi  Olumlu  Devinimsel — Ugiincii kisi
Cocuk karakter
¢ocuk
Gorme yetersizligi olan Yardimei . . <
23 Yildizlar Neden Ela bes yasinda bir kiz gocuk  karakter Gergekgi - Nowr Duragan Libb
Olusur Libb; 12 yasinda turner Ana Gergekei  Olumlu  Devinimsel Y
Y sendromlu bir kiz ¢ocugu  karakter Gexs
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Tablo 2 (devam)

24

No Kitap ismi Karakter Kisisel ozellikler Ifaralgtvgr Kurgu Tasvir Kar.alfter Bakis agis1
ozelligi gelisimi
Zihin yetersizligi Ana
Basit olan 22 yaginda bir karakter Gergek¢i  Olumlu  Devinimsel
24 Siradis1 Basit erkek Ugiincii kisi
. Isitme yetersizligi Yardimci . . <
Amira olan bir kiz gocuk karakter Gergekei  Notr Duragan
Kadife R Fiziksel yetersizligi
25 Pantolonlu Obayda’nin olan erkek bir Yardimer Gergekgi  Olumlu  Devinimsel ~ Obayda
babasi o karakter
Cocuk yetiskin
. Fiziksel yetersizligi Ana . -
Kosmak Jessica olan bir geng kiz karakter Gergekgi  Olumlu  Devinimsel _
26 . . - - Jessica
Istiyorum Rosa Beyin felci olan bir Yardimci Gereekei  Notr Duragan
kiz karakter Gexe &
11 Yaginda iistiin Ana
Enno yetenekli bir erkek Gergekgi  Notr Duragan
Enno ya da karakter
- gocuk L
27 Asfalttaki - Ugltincii kisi
- 11 Yasinda tistiin
Karahindiba - Yardimci . -
Olsen yetenekli bir erkek Gergekgi  Olumlu  Duragan
karakter
gocuk
Kelebek
28 Zihinli Jamie 1 Yasl.nda DEHB Ana Gergekgi  Olumlu  Devinimsel  Jamie
olan bir kiz karakter
Cocuk
- Beyin hasar1 sonucu
Gilimiis Raff S Yardimci . . - .
29 Patenler Brinker yataga bagl kalan Karakter Gergekei  Notr Devinimsel  Uglincii kigi
bir adam
12 yasinda gorme Ana
30 Ada Phillip yetersizligi olan bir Gergekgi  Olumlu  Devinimsel  Phillip
karakter
erkek ¢ocuk
Bir Giin . OSB’li 8 yasinda bir ~ Yardimci . - .
31 Herkes Mahir erkek cocuk karakter Gergekgi  Olumlu  Devinimsel ~ Asmin
16 yasinda konusma
32 Caylak . Victor yetersizligi olan bir Ana Gergekg¢i  Olumlu  Devinimsel  Victor
Gazeteci karakter
erkek
. Isitme yetersizligi
Bana Bir . Ana . . -
33 fsaret Goster Mary ]ci:zn 11 yaginda bir Karakter Gergekgi  Notr Devinimsel  Mary
Myron
Sessizligin - Isitme yetersizligi Yardimei . - Uhlberg
34 Sesi Louis olan bir adam karakter Gergekei  Olumlu  Devinimsel (Louis’in
oglu)
Beyin felci gegirmis Ana
35 Sol Ayagim Christy fiziksel yetersizligi Gergekgi  Olumlu  Devinimsel  Christy
. karakter
olan bir erkek
- s Ana . -
Bir Tiir Adeline OSB’li bir kiz Karakter Gergekgi  Olumlu  Devinimsel _
36 Kivileim Yardimci Adeline
vie Keedie OSB’li bir kiz a N Gergekei  Notr Duragan
karakter
Beyin felci gegirmis
Icimdeki fiziksel yetersizligi Ana . - .
37 Melodi Melody olan 12 yagmnda bir karakter Gergek¢i  Olumlu  Devinimsel ~ Mila
kiz
Giinesten Andy Fiziksel yetersizligi Yardime1 . - T
38 Sonra (Andrea) olan geng bir erkek karakter Gergekgi  Olumlu Devinimsel  Ugiincil kisi

Not: OSB = otizm spektrum bozuklugu; DEHB = dikkat eksikligi ve hiperaktivite bozuklugu.

Incelenen 38 ilk genglik ¢ag1 romaninda toplamda 48 &zel gereksinimli bireye yer verilmistir. Yedi kitapta
iki, bir kitapta ii¢, kalan kitaplarda birer 6zel gereksinimli karakter bulunmaktadir. Incelenen romanlarda yeni
dogan kiz ve erkek cocugundan yetiskin erkek ve kadina kadar genis bir yas araliginda sunulan 6zel gereksinimli
karakterlerin 20’si kiz, 28’i erkektir ve kitaplarin tamaminda karakterlerin cinsiyetleri agik¢a belirtilmistir.
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Eserlerde 6zel gereksinim durumlari ¢esitlilik gostermektedir. Arastirmaya déahil edilen romanlardaki karakterlerin
ozel gereksinim siniflandirma kategorileri dikkate alindiginda 10’unun goérme yetersizligi, 11’inin fiziksel
yetersizlik, altisinin isitme yetersizligi, altisinin zihin yetersizligi, altisinin OSB, besinin beyin felci, {igiiniin dil ve
konusma bozuklugu, i¢liniin Ustiin yetenekli, birinin 6zel 6grenme giigliigii, birinin dikkat eksikligi ve
hiperaktivite bozuklugu, bir karakterin fiziksel bozuklugu olmak iizere toplamda 53 6zel gereksinim durumu tespit
edilmistir. Zihin yetersizligi olan karakterlerin yer aldig1 kitaplarin dordiinde tiirii belirtilmemis zihin yetersizligi,
birinde Down sendromu, birinde de Turner sendromu islenmektedir. Dil ve konusma bozuklugu olan karakterlerin
yer aldig1 kitaplarin tamaminda kekeme bireylerin hikayeleri anlatilmistir. Ozel 6grenme giigliigiinii isleyen
kitaptaki karakterde ise disleksi vardir. Incelenen kitaplarda birden fazla 6zel gereksinim tiiriine sahip kahramanlar
oldugu i¢in inceleme sonucunda kahraman sayisindan fazla 6zel gereksinim durumu tespit edilmistir.

Bu karakterlerin tabloda yer alan 6zellikleri incelendiginde 29’unun ana karakter, 19’unun yardimci
karakter oldugu gortilmektedir. Eserlerin bir boliimiinde birden fazla 6zel gereksinimli karakter yer almaktadir ve
bazen 6zel gereksinimli bireylerden biri ana karakterken digeri yardimer karakter (Siradisi Basit); zaman zaman
da iki 6zel gereksinimli birey de yardimer karakter (Gokkusagi Yazi) olabilmektedir. Arastirmaya dahil edilen
kitaplardaki aile yapilar1 incelendiginde eserlerin biiyiik ¢cogunlugunda anne, baba ve kardeslerin varligindan
bahsedilen ¢ekirdek aile yapisinin (n = 28), iigiinde amca, dede, day1, teyze gibi bireylerden olusan genis ailelerin,
ikisinde sadece ¢ocuk ve annenin bulundugu ve ikisinde de pargalanmis aile yapilarmin oldugu goriillmektedir.
Kitaplarin dordiinde ise herhangi bir aile yapisina yer verilmemistir.

Ik genglik gag1 romanlar kurgu tiirii agisindan incelendiginde Nemik ile Onbasi1 ve Kristal Yelkenli
disinda tiim kitaplarin gergekei kurguya sahip oldugu goriilmektedir. Gergekei kurguya sahip kitaplarin tamaminda
karakterler gerceklige uygun iliskiler kurarak kendilerinden beklenen diizeyde, 6zel gereksinimlerine uygun
davranislar sergilemektedir. Ornegin “Sol Ayagim” isimli kitabin aym1 zamanda yazar1 olan Christy, beyin felci
gecirmis Ozel gereksinimli bir bireydir ve sol ayagi haricinde hi¢cbir uzvunu istemli bir sekilde hareket
ettirememektedir. Annesinin destegi ile gelisim gosteren Christy, sol ayagini kullanarak nesnelere uzanmakta ve
cizimler yapmaktadir. Ayrica kardesleri ve kardeslerinin arkadaslartyla gezilere katilmakta, onlarla vakit
gecirmektedir. Zamanla sol ayagini kullanma becerisini gelistiren 6zel gereksinimli Christy, kendi yazilarini
yazmaya baglamis ve bu gelisim seriiveninin bir iriinii olarak Sol Ayagim isimli kitab1 kaleme almistir.
“Sessizligin Sesi” kitabinda da benzer sekilde hem kitabin kahramanlarindan biri hem de yazari olan Myron
Uhlberg, isitme yetersizligi olan bir ailedeki yasamini anlatmaktadir. Babasi Louis’in igitme yetersizliginden
dolayr toplumda saygmliktan mahrum kahisina dikkat ¢eken yazar, yasadigi donemdeki insanlarin 6zel
gereksinimli bireylere bakis agisini gergek¢i bir anlatimla aktarmaktadir. Diger taraftan “Kadife Pantolonlu
Cocuk” kitabinda ise bir kaza sonucu Obayda’nin babasinin bacagini kaybetmesiyle yasamlar1 tiimiiyle degisen
bir ailenin anlatildig1 goriilmektedir. Afganistan’daki kdyiine taginmak zorunda kalan ailenin ve bagkahraman
Obayda’nin yasadig1 sorunlar ile babasmin 6zel gereksinimli bir birey olmay1 kabullenme siirecinin gerceklik
kavraminin digina ¢ikilmadan anlatildig kitapta, kurgu dogal yasam seyrine uygun olarak ilerlemektedir.

Gergek dis1 kurguya sahip iki eserden biri olan “Nemik ile Onbasi”nda fiziksel yetersizligi olan Nemik,
ailesi tarlada ¢alisirken siirekli olarak agacin altinda ailesinin islerini bitirmesini beklemekte ve bu siiregte olduk¢a
sikilmaktadir. Bir giin karincalar1 fark eden Nemik, iki karmncay1 doviistiirmeye karar verir ve bu doviis sonucu
karincalardan biri agir bir sekilde yaralanir. Bu olay sonrasinda Onbasi adindaki karimcanin Nemik’e: “Nemik,
annecigim bak dondiim.” (s.63) demesinin ardindan gergek dis1 kurgu 6geleri gozlemlenmeye baslanir. Nemik ve
Onbas1’nin ugarak farkli bir mekana gittiklerini gosteren su climleler kurgunun gercek disiligina isaret etmektedir:
“Sozii biter bitmez kendisini karincasmin sirtinda, iki kanadinin arasinda buldu. Once karmcasinin mi onu
tasiyabilecek kadar biyiidiiglinli, yoksa kendinin mi karmcanin sirtina yerlesebilecek kadar kiiglildigiinii
kavrayamadi. Sonunda kendisinin kiigiik bir kiz oldugunu anladi. Bir susam tanesi kadar olmustu...” (s.71).

Karakter tasviri temasinda da goriildiigii iizere incelenen kitaplardaki karakterlerin 33’1 olumlu, 14’
ndtr, 1°1 ise olumsuz tasvir edilmistir. Olumlu tasvirlerin 6ne ¢iktig1 kitaplardan biri “Bir Tiir Kivilcim”dir. OSB’yi
konu edinen bu kitabin bagkahramani 11 yasindaki OSB’li Adeline’dir. Adeline {i¢ kiz kardesin en kii¢ligii ve ayn1
ailenin ikinci OSB’li ¢ocugudur. Kitabin ilk sayfalarinda okur Adeline’in 6gretmeni Murphy ile yagadig: olumsuz
duruma sahit olmaktadir. Ozel gereksinimli bireylere kars1 farkindaligi olmayan bir dgretmenin sinifinda egitim
goren baskahraman, zaman zaman siniftaki diger arkadaslarinin hos olmayan davranislarina maruz kalir.
Adeline’in asil macerast 6gretmeninin smifta anlattigi ve daha sonra kendisinin de {izerine okumalar yaptig1
Juniper koyiinde gegmiste yasayan cadilar1 6grenmesiyle baglamaktadir. Cadi olarak nitelendirilen insanlarin
oldiiriilmesinden fazlasiyla etkilenen ve cadilarla kendi 6zel gereksinimi arasinda bir bag kuran Adeline, kdy
meclisinde onlarin anisina bir anit yapilmasini teklif eder ancak koy meclisi tarafindan dikkate alinmaz. Bunun
iizerine bir kampanya baglatan Adeline, yeni tanigtig1 arkadasi Audrey ile birlikte kdye anitin yapilmasi i¢in birgok
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girisimde bulunur ve sonunda kdy meclisinin ikna olmasini saglar. Eserden alinan su ciimleler karakterin basarisini
gosterir niteliktedir: “Juniper’da cadi olmakla suglanip idam edilen pek ¢cok kadinin anisina. Bu levha onlarin
hayatlarin1 onurlandirsin ve hosgoriisiizliiklerin sonlanmasina katkida bulusun. ...OSB’li insanlar muhtemelen
yiizlerce yildir hi¢ takdir edilmeden pek ¢ok sey yaptilar. Belki de bu bir gegis torenidir.” (s. 204).

Ozel gereksinimli bireyin herhangi bir 6zelliginin 6n plana ¢ikarilmadigi, nétr tasvir edildigi kitaplardan
biri “Sira Dis1”dir. Kitabin baskahramani Pansy ve yardimei karakter olarak betimlenen Anna iki yakin arkadastir.
Birgok etkinligi birlikte yapan ikilinin yollar;; Pansy’nin Anna’ya verdigi s6zii tutmamasi iizerine ayrilir. Anna
kamptayken yiiksek ates sonucu menenjit gegirir ve o giinden sonra hicbir zaman eskisi gibi olmaz. Anna’ya
verdigi sozii tutamadigi igin kendisini suglu hisseden Pansy, yasamini Anna’ya adar ancak en yakin arkadasi artik
tekerlekli sandalyesinde etrafindakilerle higbir sekilde iletisim kurmayan bir insana doniigmiistiir. Anna karakteri
kitap boyunca herhangi bir gelisim gostermeyen, olumlu katkilarinin 6n plana ¢ikarilmadigi ve diger karakterlerle
iletisimi olmayan bir karakter olarak betimlenmistir.

Ozel gereksinimli karakterlerin olumsuz tasvir edildigi tek kitap “Parmak Uglar1”dir. Gorme yetersizligini
konu edinen kitapta Dogan, Mert ve Selma adlarinda 6zel gereksinimli ii¢ karakter bulunmaktadir. Dogustan
gorme yetersizligi olan Dogan ve sonradan gérme yetersizligi yasayan Mert, kitapta olumlu tasvir edilirken kitabin
sonlarina dogru varligindan bahsedilen Selma’nin kitabin ana karakterlerinden biri olan Isik’in annesi oldugu ve
geecmiste gdrme yetersizliginin oldugu anlasilmaktadir. Selma, geng yasta gorme yetersizliginin yarattii
duygulardan dolayi birtakim psikolojik sorunlar yagamistir. Bu siireci kabullenme giiciinii kendisinde bulamayan
karakter, iginde bulundugu psikolojik bunalim sebebiyle intihar etmistir.

Ik genclik ¢ag1 romanlarindaki anlatic1 bakis agilar1 incelendiginde en fazla tercih edilen bakis agisinin
ozel gereksinimli bireyin géziinden anlatim oldugu (n =17), bu bakis acisini ise sirasiyla tigiincii kisi bakis agis1 (n
=11) ve kitapta bulunan diger karakterlerin bakis agisinin (n = 9) takip ettigi goriilmektedir. Kitaplar arasinda
sadece bir kitapta ¢coklu bakig acis1 (n =1) ile anlatimin oldugu tespit edilmistir.

Karakter gelisimi temasindaki bulgular incelendiginde karakter gelisimlerinin devinimsel ve duragan
olarak betimlendigi goriilmektedir. Devinimsel, gelisim gosteren ve gelismeye devam eden karakterleri ifade
ederken duragan, herhangi bir gelisim gostermeyen karakterleri belirtmektedir. Kitaplardaki karakterlerin 33’
devinimsel karakter gelisimi, 15’i ise duragan karakter gelisimi gdstermektedir. Ornegin “Giimiis Patenler”
kitabindaki Raff Brinker; igyerinde diiserek basini g¢arpmasi sonucunda 10 yil boyunca yataga bagh kalan,
konusamayan ve hareket edemeyen bir adamdir. Roman kurgusu igerisinde yasanan birgok olaym ardindan Raff
Brinker’in yavas yavas hareket ettigi ve konusmaya basladigi goriilmektedir. Kitaptan alinan su climleler 6zel
gereksinimli karakterin gelisimini 6rneklendirmektedir: “Esinin ve g¢ocuklarinin yardimiyla yavasga dogruldu.
Tim cesaretini toplayarak bir adim atmay1 basardi. Biiyiik bir sevingle: oh, yiirliyebiliyorum dedi.”. (s.92). “Lars
Cok Komik” kitabinda ise 6zel gereksinimli karakterin herhangi bir gelisme gostermeyerek duragan karakter
gelisimi sergiledigi goriilmektedir. Down sendromlu olan Lars, okurla tanistigindaki karakter 6zelliklerini kitabin
sonuna kadar korumaktadir ve herhangi bir gelisim ve ilerleme 6zelligi gdstermemektedir.

Ozel gereksinimli karakterlerin 6zel gereksinimli olan veya olmayan diger karakterlerle kurduklari
iligkiler incelendiginde Dyches ve digerleri (2001) de ¢alismasinda belirttikleri (a) birincil iligkiler, (b) magdur,
suglu ya da koruyucu iliskisi, (c) bagimli ve bakicr iliskisi, (¢) arkadaglik, (d) 6grenci ve dgretmen iligkisi, (e)
birliktelikten kaginma ve (f) sugluluk hissetme olmak {izere yedi iligki tiirii kitaplarin birgogunda tespit edilmistir.
Roman tiiriiniin yapist geregi karakterler ¢ok fazla iliski kurduklari igin bu iligkilerin frekanslar1 birbirine yakin
olsa da 6zel gereksinimli bireylerin en sik akranlariyla, ardindan aileleriyle ve en az da hayvanlarla ya da
oyuncaklarla iligki kurduklar1 belirlenmis ve betimleyici analizlere yer verilmistir.

Ornegin Horoz Adam ve Korsan’in 6zel gereksinimli karakteri ablastyla kurdugu birincil iligkiyi “En
biiylik destek¢im ablamdi. Bagkalar1 yapma uzak dur derken ablam, aferin, bagardin derdi.” (s. 29) sozleriyle
anlatmistir. Ben Bir Hayaletim’deki 6zel gereksinimli karakter; arkadaslarinin birliktelikten kaginma davranisini
“Bazen saydam oldugumu diisiiniiriim. Arkadaslarim bana bakarlar, bakislart i¢imi delip geger. Mesela, arkamda
agac varsa o goriiniir, duvar goriiniir. Ben gériinmem ama koskoca siifta kimse beni gérmez. Ciinkii ben onlara
gore yokum, yokmusum yani. Su gibiyim. Hayir, hayir, aslinda ben bir hayaletim.” (s. 5) seklinde ifade etmistir.
Kelebek Zihinli Cocuk’taysa 6zel gereksinimli ¢ocuk, babasinin kendisine yo6nelik koruyucu tavrinin verdigi
zararl, “Keske babam her seyimle ilgilendigi kadar ilaglarimla da ilgilense DEHB i¢in ilag almama izin verseydi.
Kullanmam gerektiginde siirekli pir pir etmeyen siradan bir beyne sahip olmak giizel olurdu” (s. 131) sozleriyle
dile getirmistir. Bir Tiir Kiviletm’daki 6zel gereksinimli Addie’nin ise ge¢miste kasabasinda yasayan cadilar
anisina yaptirmak istedigi heykel icin en iyi arkadasi Audrey ile yaptigi is birlikleri ve verdigi miicadeleler
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arkadashk iliskisine 6rnek teskil etmesi acisindan degerli veriler sunmaktadir. Diger taraftan Icimdeki Miizik
kitabindaki 6zel gereksinimli ana karakterin fiziksel yetersizligi nedeniyle diger kahramanlara ihtiya¢ duymasi
bagimli ve bakicr iliskisi agisindan olduk¢a Onemlidir. Ana karakter Melody’nin su sozleri bu iligkiyi
orneklendirmektedir: “Okulda tuvalete gitmek berbat bir sey. Birinin beni sandalyemden kaldirmasi ve tuvalete
oturtmasi gerekiyor ve orada tutmasi gerekiyor ki diismeyeyim. Bittiginde ise altim1 silmeleri gerek.” (s.164).

Tartisma

Zenginlestirilmis okuma deneyimleri, genclere 6zel gereksinimli bireylerle ilgili farkindahk
kazandirabilmek agisindan olduk¢a 6nemlidir. Bu ¢alismada 6zel gereksinimli bireylere karakter olarak yer veren
38 ilk genglik cagi romani, igerik analizi teknigiyle incelenmistir. Alanyazinda 6zel gereksinimli bireylerin
kitaplarda yer alan karakter betimlemeleri ve normal gelisim gosteren akranlariyla olan iligkilerini inceleyen
calismalar (Dyches & Prater, 2000; 2005; Dyches vd., 2001) ¢ergevesinde incelemeler yapilmistir. Bu béliimde,
incelenen eserlerden elde edilen bulgular tartigilarak gelecek calismalar icin Onerilere yer verilmistir.

Eserlerde cesitli 6zel gereksinim tiirleri tespit edilmistir. Ozel gereksinim tiirlerinin dagilimi su sekildedir:
Gorme yetersizligi (10 roman), fiziksel yetersizlik (11 roman), isitme yetersizligi (6 roman), zihin yetersizligi (6
roman), otizm spektrum bozuklugu (6 roman), beyin felci (5 roman), dil ve konugma yetersizligi (3 roman), {istiin
yetenek (3 roman), 6zel 6grenme giigliigii (1 roman), dikkat eksikligi ve hiperaktivite bozuklugu (1 roman) ve
fiziksel bozukluk (1 roman). Yetersizligin siklig1 ve goriiniirliigii, onun toplum tarafindan kabuliinii etkilemektedir.
Bir baska deyisle disaridan bakinca dogrudan goriilebilen ve sik sik rastlanan yetersizlikler daha kolay kabul
gormektedir (Kog vd., 2010). Aile ve Sosyal Hizmetler Bakanliginin (2022) yayimlamis oldugu “Engelli ve Yash
Istatistik Biiltenine” gore en sik rastlanan 6zel gereksinim durumlari sirastyla zihin yetersizligi ve fiziksel
yetersizliklerdir. Bunlar1 gorme ve isitme yetersizlikleri takip etmektedir. Bu calismanin sonuglarina gore
kitaplardaki 6zel gereksinim kategorilerinin dagilimi, Aile ve Sosyal Hizmetler Bakanligmin verileri ile farklilik
gostermektedir. Oztiirk ve digerleri (2022), incelenmis olduklar1 okul dncesi donem resimli dykii kitaplarmda
yalnizca disaridan goriilebilen yetersizliklere daha ¢ok yer verildigini belirtmiglerdir. Bu ¢alismada incelenen
kitaplarda disaridan goriilebilen 6zel gereksinim tiirlerine sahip karakterler ¢ogunlukta olsa da dogrudan
gozlenemeyen 6zel gereksinim tiirlerine de (zihin yetersizligi, OSB, isitme yetersizligi vb.) yer verilmistir. Bu
durum okuyucu kitlesinin yas araliiyla iliskili olabilir ¢iinkii okul 6ncesi donemdeki ¢ocuklar yalnizca somut
zihinsel islemler gerceklestirebilmekteyken (Piaget, 2000) ilk genglik ¢agina yonelik eserlerde bu tiir sinirlar
yoktur. Bu sebeple farkli 6zel gereksinim tiirlerinin sunumu bakimindan ¢esitlilik saglanmistir. Ayrica resimli
oykii kitaplarindan farkli olarak roman tiirii, gozle goriillmeyen yetersizlik tiirlerinin anlatilmasina daha fazla imkan
tanimaktadir. Leininger ve digerleri (2010) tarafindan 6diil alan kitaplardaki 6zel gereksinimli karakterlerin
incelendigi ¢aligmada da dogrudan gozlenebilen 6zel gereksinim tiirlerinin (6rnegin fiziksel, isitme, gorme
yetersizlikleri) dogrudan gozlenemeyenlere gore (Ornegin zihin yetersizligi, 6zel 6grenme giligligli, otizm
spektrum bozuklugu) daha fazla tercih edildigi belirtilmistir. Bu ¢alismanin sonuglar1 Leininger ve digerlerinin
aragtirmasiyla benzerlik gostermektedir. Lemoine ve Schneider (2021) ise ¢ocuk kitaplarinin yaklagik 20 yillik
gelisimini OSB agisindan inceledikleri caligmalarinda gézlenemeyen 6zel gereksinim tiirlerinden biri olan OSB’yi
konu alan eserlerin artig egiliminde oldugunu belirtmiglerdir.

Eserler, kurgulart bakimindan gergekei ve gergek dist olarak siniflandirilmistir. Bu arastirmada incelenen
eserlerin kurgularinin iki kitap diginda gercekei oldugu goriilmektedir. Okul Oncesi dénem resimli Gykil
kitaplarindaki kurgularin incelendigi ¢alismalarda da bu arastirmanin sonuglarina benzer sekilde gergekgi kurguya
agirhik verildigi goriilmiistiir (Kaymaz, 2017; Kirkgdéz & Diken, 2019; Oztiirk vd. 2022). Fakat gegmiste bunun
boyle olmadigi Rubin ve Watson’in (1987) klasik eserlerdeki kurgulara iligkin aragtirmalarinin sonuglarindan
anlasiimaktadir. Bu arastirmalara gore klasik eserlerin ¢ogu gercek disi kurguya sahiptir. Ote yandan giincel
aragtirmalarin sonuglar1 (Kaymaz, 2017; Kirkgéz & Diken, 2019; Oztiirk vd. 2022) 6zel gereksinimli bireyleri
konu alan gergeke¢i kurguya sahip eserlerin sayisinin arttigina isaret etmektedir. Kirkgéz ve Diken (2019) 6zel
gereksinimli karakterlerin yer aldigi eserlerde gergeke¢i kurgulara yer verilmesinin 6zel gereksinimli bireylere
iliskin dogru bilgilerin edinilmesinde dnemli oldugunu vurgulamistir.

Ozel gereksinimli karakterlerin yer aldig1 kitaplar, okurlara onlarin hayatin igerisinde var olduklarimi
hissettirme ve benzer duygular1 deneyimledikleri bilgisini aktarma imkani tanir. Bu dogrultuda 6zel gereksinimli
bireyler olumlu, olumsuz ve notr olarak tasvir edilebilir. Incelenen 38 kitapta yer alan 48 karakterin 33’{i olumlu
sekilde tasvir edilmistir. incelenen eserlerdeki tasvirlerin olumlu olmasi 6zel gereksinimli bireylerin toplumun bir
parcasi olduklarm, ¢esitli gérevler verildiginde bu gorevleri basarili bir sekilde yerine getirebildiklerini, uygun
destek saglandiginda akademik yasantilarinda veya ¢esitli becerilerde 6zel gereksinimli olmayan akranlar1 gibi
basarili olabileceklerini ve bazi islerde ¢alisabileceklerini belirtmektedir. Okuyucu kitlesinin yas araligi
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diisiiniildiigiinde biitiin bu basliklara iliskin birtakim 6n yargilarin olabilecegi 6n goriilebilir ancak nitelikli
eserlerle gergeklestirilecek okuma etkinlikleri, 6zel gereksinimli bireylere iliskin dolayli deneyimler saglayarak
s6z konusu 6nyargilarin saglikli bilgilerle yer degistirmesine yardimei olacaktir (Dyches, vd., 2006; Leininger vd.,
2010). Olumlu tasvirlerin yan1 sira eserlerin igerisinde notr (n = 14) tasvirlerin de yer aldig1 goriilmiistiir. Notr
tasvirlerin yer aldig1 eserlerin 10’unda 6zel gereksinimli bireyler yan karakterlerdir. Digerlerinde ana karakterdir.
Eserlerde nétr tasvirlerin bulunmasi 6zel gereksinimli bireylere iliskin ¢esitliligi yansitmasi agisindan yararl
olabilir. Bulgulardan hareketle okurun bu eserler sayesinde 6zel gereksinimli bireylerin olumsuz yasantilar
gegcirebildikleri gibi belirli kogullar altinda son derece verimli, {iretken bir hayat siirebileceklerine iliskin de bir
farkindalik kazanabilir. Bundan dolay1 6zel gereksinimli karakterleri igeren eser sayisinin artirilmasi ve tasvirlerde
cesitliligin saglanmasi, okuyuculara farkli bakis agilar1 kazandirmada son derece 6nemlidir.

Calismanin bulgularindan bir digeri de eserlerdeki 6zel gereksinimli karakterlerin gelisimleri ile ilgilidir.
Devinimsel ve duragan olarak siniflandirilan karakter gelisiminde 6zel gereksinimli bireylerin eserdeki akademik
ve sosyal becerilerinin gelisimi incelenmistir. Kitaplardaki 6zel gereksinimli karakterlerin 33’ii devinimsel
ozellikler gostermistir. Bu durum uygun kosullar saglandiginda 6zel gereksinimli bireylerin var olan
performanslarinin daha ileriye taginabileceginin okurlar tarafindan anlasilmasi agisindan dnemlidir. Bir diger
onemli nokta da devinimsel gelisime yer verilen kitaplarin olumlu tasvir ve gergekei kurgularla olusturulmus
olmalaridir. Buradan hareketle incelemeye konu olan eserlerin 6zel gereksinimli bireylere yonelik olumsuz
tutumlarin yerini olumlu tutumlara birakmasina katki saglayacagi ifade edilebilir. Alanyazindaki bazi ¢aligmalarda
ozel gereksinimli bireylerin karakter gelisimlerinin devinimsel olarak sunuldugu ancak oranlarinin duragan
gelisime gore bu kadar yiiksek olmadig1 goriilmektedir (Dyches vd., 2001; Dyches & Prater, 2005; Oztiirk vd.,
2022). Ote yandan Prater (1999), zihin yetersizligi olan karakterlerin yer aldig1 68 eseri incelemis ve eserlerin
%061’inde karakterlerin duragan bir gelisim gosterdiklerini tespit etmistir. Bu bulgudan hareketle 6zel gereksinim
tiriiniin karakter gelisimi agisindan belirleyici oldugu ifade edilmelidir ¢iinkii zihin yetersizliginde gelisimin
gbzlenmesi daha fazla zaman alabilir ve daha nadir goriilebilirken bagka yetersizlik tiirlerinde gelisim daha hizli
olabilir. Nitekim Kog¢ ve arkadagslar1 (2010), bu yorumu destekler sekilde inceledikleri kitaplarda goriilebilen
yetersizlik tiirlerini igeren eserlerdeki degisimin daha kolay takip edilebildigini belirtmislerdir.

Ozel gereksinimli bireylerin normal gelisim gosteren bireylerle kurmus olduklari iliski tiirlerine yonelik
bulgular, bu karakterlerin akranlariyla yogun arkadaslik iligkisi kurduklarini gostermektedir. Akran iligkilerinin
biiyiik bir kism1 olumlu degildir ve akran siddeti icermektedir ancak okuyucu agisindan degerlendirildiginde 6zel
gereksinimli bireylerin akranlariyla iligkileri hakkinda fikir sahibi olunmasi bakimindan énemlidir. Nitekim 6zel
gereksinimli bireylerin akran zorbaligina ugradigina iliskin ¢alismalar da bu yargiy1 destekleyici niteliktedir.
Ornegin Sar1 ve Piirsiin (2019), kaynastirma smifina devam eden sekiz 6grenci ve sekiz dgretmen ile yaptiklari
calismada 6zel gereksinimli 6grencilerin akran zorbaligina maruz kaldiklarini ve 6gretmenlerin normal gelisim
gbsteren dgrencilerin bu konuda bilinglendirilmelerini gerekli gordiiklerini belirtmislerdir. Ozel gereksinimli
bireylerle iletisim kurulabilecegine, ortak gorevler alinabilecegine ve onlara sorumluluk verilebilecegine iliskin
onyargilarin giderilmesi, incelenen eserlerde islenmistir. Dyches ve Prater (2005) yapmig olduklari ¢caligmada bu
aragtirmanin bulgularina paralel olarak 6zel gereksinimli bireylerin en sik kurdugu iliski tiirliniin arkadaslik
oldugunu belirtmislerdir. Ancak alanyazinda bu ¢aligmanin bulgulariin aksine 6zel gereksinimli karakterlerin en
sik aile bireyleriyle iliski kurduklarmni belirten ¢aligmalar yer almaktadir (Dyches vd., 2001; Oztiirk vd., 2022).
Ayrica Kirkgoz ve Diken (2019) inceledikleri resimli ¢ocuk kitaplarinda yer alan 6zel gereksinimli karakterlerin
akranlartyla ve aileleriyle kurmus olduklari iliskilerin kismen yeterli oldugunu belirtmistir. Incelenen eserlerde;
magdur, suclu ya da koruyucu iliskisi, bagimli ve bakici iliskisi, 6grenci ve 6gretmen iligkisi, birliktelikten kaginma
ve sucluluk hissetme gibi iliski tiirlerine de yer verilmistir. Boylesi bir ¢esitlilige yer verilmis olmasi okuyuculara
farkli bakis agilariin kazandirilmasi i¢in avantaj saglamaktadir.

Buraya kadar 6zel gereksinimli bireyleri konu alan 38 roman ele aldiklar1 6zel gereksinim tiirleri (fiziksel,
gbrme, isitme, zihin vb.), kurgusal nitelik (ger¢ekg¢i-gercek dist); 6zel gereksinimli karakterlerin tasviri (olumlu-
olumsuz), kurgudaki konumu (ana karakter-yardimer karakter), gelisimsel 6zellikleri (duragan-devinimsel) ve
diger karakterlerle iligkisi bakimindan incelenerek alanyazindaki arastirmalarla karsilastirilmistir. Arastirmanin
sonuglar1 pek ¢ok yonden alanyazindaki ¢alismalart desteklemekte; 6zel gereksinimli bireyler agisindan genglik
edebiyatinda 6nemli ve olumlu gelismeler yasandigina isaret etmektedir. Bu sonuglardan hareketle uygulamaya
ve ileride yapilacak arastirmalara yonelik bir dizi 6neri sunulmustur.

Siirhiliklar ve Oneriler

Ozel gereksinimli karakterleri olan ilk genglik ¢ag1 romanlarini belirlemeyi ve incelemeyi amaglayan bu
¢aligmanin bazi smirhiliklart bulunmaktadir. Konu ile ilgili tiim romanlari tespit etme siirecinde, aragtirmacilar
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cevrimigi kitap satis siteleri, kitap tanitan ve inceleyen basili ve gevrimi¢i dergiler ve fiziki kitap satis1 yapan
yaymevleri gibi kaynaklara bagli kalmistir. Bu yilizden konu ile ilgili arama yapilan kaynaklarin diginda
yaymlanmis veya heniiz yazim/yayim asamasinda olan romanlar bulunabilir. Nitekim I¢cimdeki Melodi ve
Giinesten Sonra kitaplari bu makalenin yazim siirecinde tespit edilmis ve arastirmacilar tarafindan incelenerek
calismaya dahil edilmistir. Bu durum g¢alismanin bir sinirliligt olarak kabul edilebilir. Bulunmasi halinde
aragtirmacilar gelecek caligmalarda bu ¢aligmada yer almayan romanlart veya yeni yayimlanan romanlarin bir
incelemesini yapabilir. Ayrica bu ¢aligma kapsaminda incelenen romanlarin uygunlugunu belirlerken ilk genglik
caginda yer alan okurlardan goriis alinmamistir. Romanlar, Ozel Egitim ve Tiirkce Egitimi alan uzmamni
aragtirmacilarin incelemesi ve kitaplarin {izerinde veya kitap satig sitelerinde yer alan okur yasi bilgileri dikkate
alinarak caligmaya dahil edilmistir. Bu durum ¢aligmanin bir bagka siirlilig1 olarak kabul edilebilir. Gelecek bir
calismada ilk genclik caginda yer alan okurlar ile 6zel gereksinimli karakterleri bulunan ilk genclik cagi
romanlarint okuma, inceleme veya farkindalik olusturma konularinda calismalar yapilabilir. Son olarak bu
calismada tespit edilen romanlar1 ortaokul veya lise sinif diizeylerine gore bir kategorilestirmeye gidilememistir.
Ortaokul ve liselerde okul veya smif kiitiiphanelerinde 6zel gereksinimli karakterleri olan romanlarin yer alip
almadig1t da incelenememistir. Bu nedenle gelecek bir galismada okul ve smif kiitiiphanelerindeki eserler
incelenerek 6zel gereksinimli karakterleri bulunan ilk genglik ¢agi romanlarimin bu kiitiiphanelerde yer alip
almadig tespit edilmelidir.

Yazarlarin Katki Diizeyleri

Yazarlar ¢alismanin tiim asamalarinda esit katki saglamistir.
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Abstract

Introduction: Juvenile books are useful tools to increase young people's knowledge and sensitivity about
individuals with special needs. In particular, the books that are structured in a qualified way and that appeal to the
world of young people will be useful in establishing healthy communication bridges between individuals with
typical development and individuals with special needs. For this reason, it is important to identify qualified books
on individuals with special needs. In this research, we examined the books that include individuals with special
needs as characters in terms of their structure, depiction, and developmental characteristics.

Method: The study utilized document analysis model, one of the qualitative research methods, in which we
examined the characters with special needs according to various criteria. We evaluated thirty-eight books in the
study. While identifying the books, we sought that they appealed to juvenile and included at least one character
with special needs. We analyzed the books with the content analysis technique.

Results: Results showed eleven different disability types in the 38 books. Of these, 10 were visual impairment, 11
were physical disabilities, six were hearing impairment, six were intellectual disability, six were autism spectrum
disorder (ASD), five were cerebral palsy, three were speech and language disorders, three were gifted, one was
specific learning disability, one was attention deficiency and hyperactivity disorder, one was a physical disorder.
In 33 books, characters had positive depictions; 33 characters had dynamic characteristics, and all of the books
had realistic fiction except two.

Discussion: The results of the study differ from the studies in the literature in terms of the variety of special needs
of the characters. In terms of the reality of the fictions, the results overlap with the studies in the literature. The
rate of dynamic characters in the books that are the subject of this research is higher than past studies. The results
regarding the relationship between the characters with special needs and their peers are also consistent with the
results of the studies on the topic.
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Introduction

The experiences that an individual can directly experience are limited. Unusual situations can make the
individual anxious. A young person with typical development may have never interact with an individual with
special needs throughout their lifetime or may have established superficial bonds for limited periods of time. This
situation may lead to the weakening of the connection between individuals with typical development and
individuals with special needs, which may make it difficult for individuals with special needs to socialize and
reduce their productivity and life satisfaction. Studies on the topic point to the existence of such a problem. For
example, the results of a study conducted with 349 university students showed that 75% of the participating
students did not have a relative with special needs and 86% did not have a friend with special needs (Sahin &
Bekir, 2016). Similarly, in another study conducted with 525 university students, 68% of the participating students
did not have a relative or a friend with special needs (Saglam & Altindag, 2017). Young people may avoid
communicating with individuals with special needs, may be worried, may not know how to behave, or may not
show the necessary sensitivity. However, being in the same environment with individuals with special needs for a
long time contributes to psychomotor, cognitive, language, social, and emotional development both for individuals
with typical development and for individuals with special needs (Sucuoglu et al., 2020). Various methods can be
used to reduce the possible communication concerns of young people with typical development who have not
encountered any individuals with special needs or who have had limited interactions. For example, joint social
activities can be carried out, family meetings can be held, and theater and cinema screenings can be held. In
addition to all these, juvenile literature books including characters with special needs can also be used in this regard
(Prater et al., 2006).

According to the United Nations Children’s Fund (UNICEF, 2018), juvenile refers to a person who is 14
years old or above but under 18 years of age. Young people experience physical, cognitive and psychosocial
changes during this period. Juvenile literature books are written by taking into account the vocabulary of young
people, their sensitivities about different topics, their interests and needs (Lukens et al., 2021). Based on these
works, young people develop their own reading tendencies (Moffitt & Wartella, 1992). Time has a great influence
on these reading tendencies. For example, Compton-Lilly (2012) stated that young readers' reading tendencies
have changed over the years depending on factors such as family, school, social environment, and teacher
expectations. Hassett (2008) defined reading disposition as a complex, cultural and historical phenomenon that
develops within a certain social environment. From this point of view, it is possible to say that the reading
tendencies of young readers do not remain constant during their developmental period, that they are temporary,
and that these readers are in search of a meaning for their reading activities over time. Literary works, which are
based on the world of young readers and in a language specific to them, can encourage young people to research
and choose books in different genres and topics, thus exhibiting healthier attitudes. With this understanding, it is
important to identify and examine juvenile literature books including characters with special needs and to evaluate
the contents of these books in terms of various variables.

It is possible to examine the works of children's and youth literature including characters with special
needs in terms of their different characteristics. Some studies have been conducted on how these characters were
depicted in books including characters with special needs in the literature. For example, Dyches and Prater (2005),
Dyches et al. (2001), and Dyches et al. (2009) evaluated books including characters with special needs based on
the following six criteria: (a) characters and their personal characteristics, (b) character traits (main character,
supporting character), (c) depiction (realistic, semi-realistic, unrealistic), (d) portrayal (positive, negative, neutral),
(e) character development (static, dynamic) and (f) point of view. With such evaluations, researchers have revealed
whether individuals with special needs are introduced in literary works in accordance with the requirements of the
era. At this point, individuals with special needs participate more actively in social life compared to the past and
make significant contributions to many areas of society (such as sports, education, labor force). For this reason,
realistic and positive depictions in literary works will be useful in raising awareness for individuals with special
needs (Leininger et al., 2010).

Literary works are used to raise awareness about individuals with special needs, to correct misconceptions
and to contribute to the social acceptance process (Prater et al., 2006). There are some studies in the literature that
analyze the books including characters with special needs written for different genres and age groups. These studies
show that character depictions in the books including characters with special needs have changed from negative
and unrealistic depictions over the years (Lemoine & Scheider, 2021). Positive features mean that high
expectations are held for the characters with special needs, their positive social contributions are highlighted, their
strengths are developed, their personal preferences are clarified, and they can maintain mutual relations with others
(Dyches et al., 2001; Meacham et al., 2022). Realistic features refer to the accurate depictions of the special needs
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of the characters such as physical, behavioral, speech and language as they are in reality (Dyches & Prater, 2005;
Pennel et al., 2018). For example, Rubin and Watson (1987) stated that the characters with special needs in some
classical works were mostly depicted with negative and unrealistic features. On the other hand, in a more recent
study, Leininger et al. (2010) stated that in the Newbery Award-Winning Books published between 1975 and 2009,
more realistic and positive features of characters with special needs were described over the years. Lemoine and
Scheider (2021) examined the children’s picture books on autism spectrum disorder (ASD) that were published
between 1999 and 2019 within the scope of Diagnostic and Statistical Manual of Mental Disorders (DSM-V). As
a result of the study, they determined that the examined books did not include the criteria specific to ASD in the
DSM-V. Dyches et al. (2009) stated that in books that were nominated for the Dolly Gray Children's Literature
Award and published between 2004 and 2007, characters with developmental disabilities often had positive and
realistic features. Dyches et al. (2001) stated that in the children's literature books including characters with
intellectual disability or ASD and published between 1997-1998, the characters generally had realistic and positive
features. Matthew and Clow (2007) examined children’s picture books and children’s media and they found that
the information in the relevant materials did not have the qualifications to raise awareness.

Interest in examining books including characters with special needs in the literature clearly reveals the
importance of this topic in education, research, and social fields. Identifying the books on the topic and published
in Turkish, examining and evaluating them with objective criteria in the literature will be helpful for teachers,
families, students, and researchers who can benefit from fictional books including individuals with special needs.
In the recent studies on the books published in Turkish, the researchers examined the picture story books created
especially for young children by using the measurement tools they developed on the basis of the literature (Arikan
etal., 2021; Celikel & Durmusoglu, 2020; Kaymaz, 2017; Kirkgéz & Diken, 2019; Oztiirk et al., 2022). Similarly,
evaluating the literary works written for juveniles will be beneficial for teachers, researchers, and young people.
Literary works written by writers of children's and youth literature, create a fictional world, open the door to
indirect experiences, and allow readers, especially in the juvenile age, to look at the lives of people different from
themselves and discover differences. People who make connections between their own lives and fictional lives can
get the opportunity to think about various life styles (Sever, 2012). Considering all these, the aim of this study is
to present an examination of juvenile books including characters with special needs. No research has been found
in the Turkish literature that comprehensively analyzed the characters with special needs in the juvenile books.
We identified and provided an analysis of the juvenile books in this research. To examine the identified books, we
followed the past studies conducted by Dyches et al. (2001), Dyches and Prater (2005), and Dyches et al. (2009)
and used evaluation forms to conduct content analyses on the 38 juvenile books.

Method

In this study, we aimed to identify and examine the juvenile books written in or translated to Turkish and
including characters with special needs. In the study, we identified 38 juvenile books including characters with
special needs and evaluated them. This qualitative study was carried out by document analysis. Qualitative research
is a research method that aims to question and interpret a phenomenon that is desired to be examined in depth and
to understand the nature of that phenomenon (Patton, 2014). Document analysis, one of the most frequently used
methods in qualitative research, is the systematic and rigorous examination and interpretation of written products
(Wach & Ward, 2013). In this study, we systematically examined and interpreted the data obtained from the
juvenile books.

Identifying Adolescent Novels

In the studies carried out by analyzing some books, the book search process is of great importance as
these books also constitute the group of documents examined (Dyches & Prater, 2000). In the books that constitute
the sample of this study, we sought the criteria of being a book written for juvenile and including characters with
special needs. In the search of the books, we reviewed accessible printed and online sources and tried to reach all
of the available books. We reviewed book sales sites, printed and online magazines promoting and reviewing
books, websites and social media accounts, and academic research on book reviews. While searching for the books

CLINNT3

to be examined, we used the following keywords “disability”, “special needs”, “ASD”, “intellectual disability”,
“visually impaired/disability”, “hearing impaired/disability”, “physical disability”, “speech disorder/disability”,
“stuttering”, ‘“speech and language disorder”, “learning disability”, “dyslexia”, ‘“attention deficit and
hyperactivity”, and “gifted and talented”. As a result of the search, we found 58 books. Thirty-eight of them met
the study criteria and they were included in the study. Twenty books did not meet the criteria. We did not include

these twenty books in the study as they were appropriate for preschool children.
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We identified the following criteria in this study. The first criterion was that the books appealed to
juvenile. UNICEF (2018) defined the juvenile as the age range of 14-18. The authors or publishers did not specify
age group in 23 of the books; five books included the phrase 10+, three books 11+, three books 9+, three books
13+, and one book 7+. We also asked the opinions of two different experts to make a decision about these books.
Both experts approved the books and we included them in the study. The second criterion was the presence of
character or characters with special needs in the reviewed books. In the Special Education Services Regulation
published by the Ministry of National Education (2018), an individual with special needs is defined as “an
individual who differs significantly from his peers in terms of individual and developmental characteristics and
educational qualifications” (p. 2). This definition includes individuals with ASD, intellectual disability, physical
disability, visual impairment, hearing impairment, speech and language impairment, learning disability, and gifted
and talented. We included books in the study if they included individuals with any of these special needs or
individuals. As a result of the search process, 38 of the books were included in the study because they met the
specified inclusion criteria. Table 1 presents the name of the book, author, translator and illustrator information,
publisher, and reader age of the books that constitute the sample group of the study.

Table 1
Reviewed Books

No Book name Author Literary Illustrator Publisher Reader age
translator
1 Out of My Mind Sharon M. Draper ~ Zeynep Kiiriik - Geng Timas Unspecified
. . . Tiilin Kutlay
2 Louise Braille Margaret Davidson Sandikoglu Sindirgr Can Cocuk 7+
3 So B. It Sarah Weeks Elif Ersavci - Can Cocuk 9+
. Lynda Mullaly Simge ) .
4 Fish Ina Tree Hunt Piskinsoy Epsilon 10+
. . Saliha Nazli
5 Het wereldje van beer ligthart ~ Jaap Ter Haar Kaya - Can Cocuk 13+
6 Wonder R. J. Palacio Berna Sirman - Pegasus Unspecified
Yayincilik
. . .. Mustafa
7 Corporal with Nemik Aydmn Ozakin - Delioglu Can Cocuk 9+
Fingertips Seran Demiral - - Tudem Unspecified
Petey Ben Mikaelsen Asli Anar - Beyaz Balina 9+
10 Rico, Oskar and the Deeper Andreas Steinhofel  Kazim Ozdogan - Tudem Unspecified
Shadows
11  Rooster Man and Pirate Sevim Ak - Behi¢ Ak Can Cocuk 11+
The Distance Between Me . Esma Fethiye Carolina .
12 and the Cherry Tree Paola Peretti Giiglii Rabei Geng Timas 10+
13 Paper Boy Vince Vawter Alaz Ozbek - Kirmiz1 Kedi Unspecified
14 11 Bambino Che Faceva Le Gabriele Clima Esnja fethlye llaria Geng Timas 10+
Fusa Giligli Campana
15  Rainbow Summer Sevim Ak - - Gufl Islg,l Unspecified
Kitaplig1
16  Extraordinary Miriam S.Franklin ~ Aylin Colak - Geng Timas 10+
17  Stuttering Hamlet Dogukan Tsler - - Timas Cocuk 10+
18 lam a Ghost Giizin Oztiirk - - Tudem Unspecified
The Fish that Carries the - .
19 Word on Its Back Ozgiir Balpimar - - Geng Timas 11+
20  What Stars are Made of Sarah Allen Kiibra Demir - Panama Unspecified
. J. Mauro de . Kutlay
21 The Crystal Saiboat Vasconcelos Sehsuvar Adil Sindirgs Can Cocuk 13+
22 LarsEr Lol Iben Akerlie Ayda Akga - Sola Kids Unspecified
Akkog
The Boy who Sees with his Thomasz Ismail Zeki Joanna . .
23 Fingers Matkowski Dikici Rusinek Beyaz Balina Unspecified
24 Simple Marie Aude Murail ~ Sibel Cekmen - Delidolu Unspecified
Oztiirk et al. 2024, 25(1)
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Table 1 (continue)
No Book name Author Literary Ilustrator Publisher Reader age
translator
25  One Half from the East Nadia Hashimi Yasemin Biite - Beyaz Balina Unspecified
26  The Running Dream Wendelin Van Asli Anar - Beyaz Balina Unspecified
Draanen
27 Enno Anders Lowenzahn Astrid Frank Semra Pelek Regina Kehn Kirmizi Kedi Unspecified
Im Asphalt

The Boy with the Victoria . . .
28 Butterfly Mind Williamson Gizem Sakar - Geng Timas Unspecified

. Mary E. Mapes . - Cemalettin Arkadasg .
29  The Silver Skates Dodge Ali Aydogan Giizeloglu Yaymevi Unspecified

Ahmet Bora Kenny . .
30 The Cay Thedore Taylor Pekiner McKendry Beyaz Balina Unspecified
31  One Day Everyone Miyase Sertbarut Merve Atilgan - Tudem Unspecified
32 Copyboy Vince Vawter Rengin Arslan - Kirmizi Kedi Unspecified
33  Show Me a Sign A. N. Lezotte Arzu Altmanit - (inar Unspecified

Yayinlari
34 The Sound of Silence Myron Uhlberg Cigdem Oztekin - Beyaz Balina  Unspecified
35 My Left Foot Christy Brown Kaan Mutlu - Nokta Kitap Unspecified
36  AKind of Spark Elle McNicoll Gizem Sakar Biisra Kaygin Geng Timas  Unspecified
Gafarov
37  Melody Sharon M. Draper Zeynep Kiiriik - Geng Timas 11+
' Ergetin
38 Il Sole Fra Le Dita Gabriele Clima Eérgzlgethlye - Geng Timas 13+

Content Analysis and Coding

We conducted content analyses after identifying the books that met the criteria. Content analysis is a
systematic analysis technigque for the descriptive evaluation of the results of studies on a topic (Creswell, 2014;
Patton, 2014). We used the evaluation form described in Dyches et al.’s (2001) study for the content analysis. The
reason why we used the form in this study is that it includes the literary qualities of the books as well as how
individuals with special needs are depicted in the books. The evaluation form allows the review of the books based
on the following four themes: (a) character depictions of individuals with special needs; (b) the characters'
relationships with other individuals with and without special needs; (c) change in individuals with special needs
and other individuals, and (d) special needs-related subjects. In addition, the form provides the opportunity to
examine the character depictions and social relations of individuals with special needs, together with literary and
artistic elements (Dyches et al., 2001; Dyches et al., 2009; Dyches & Prater, 2005). While determining the number
of characters in the books, we did not take into consideration the characters whose character traits and bilateral
relations were not mentioned. For example, in the book " Out of My Mind ", there is a class called H-5, where
there are many children with special needs other than Melody. In this class, there are characters such as Ashley
with physical disabilities, Carl with physical and intellectual disabilities, Maria with Down Syndrome, Gloria and
Freddy, whose special needs are not clearly defined, which the reader cannot get to know in depth, but can only
be aware of their basic characteristics. These characters are closed characters. In other words, the reader cannot
get to know them closely and cannot know their inner world. For this reason, we evaluated characters who
established versatile relationships as main and supporting characters in the books.

To examine characters with special needs in the books, we used the following coding categories in the
form: character traits, depiction, portrayal, character development, and point of view (Dyches et al., 2001; Dyches
et al., 2018; Dyches & Prater, 2005; Taylor et al., 2020). Character traits referred to the special needs of the
characters and whether they were main or supporting characters. In the content of the depiction theme, there were
three coding categories: realistic, semi-realistic, and unrealistic. While there are no extraordinary and fantastic
elements in realistically fictionalized books, these features can be found in unrealistic fictions. From time to time,
the extraordinary can take place in part without spreading to the whole book. These books were also coded as
semi-realistic. The codes determined for character portrayal of individuals with special needs were: positive,
negative, and neutral. Positive portrayals included the following elements: (a) high expectations were foreseen for
individuals with special needs, (b) positive contributions were highlighted, (c) strengths were developed, (d)
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individuals' choices were highlighted, (e) mutual relations with other individuals were described, and (f)
individuals with special needs were guaranteed to have equal citizenship rights with other individuals (Dyches et
al., 2001). We coded the descriptions as negative if they showed the exact opposite of this portrayal. In neutral
descriptions, no features were highlighted. The codes of character development were specified as dynamic and
static. While the dynamic characters continuously develop in terms of knowledge and skills throughout the book,
there is no development in the static characters (Dyches & Prater, 2000). In point of view coding, it is stated from
whose point of view (first person or third person) the books are told. We provided examples of coding in the results
section along with quotations from the books.

Another topic analyzed in the study is the relationship between characters with special needs and
characters without special needs. To analyze these relationships, Dyches et al. (2001) indicated the use of the
following seven types of relationships in their study and we examined these relationships and described in this
study: (a) primary, (b) victim, perpetrator and/or protector, (c) dependent and caregiver, (d) friendship, (e) pupil
and instructor, (f) fear of association, and (g) feelings of guilt.

Coding Reliability

After identifying the books to be examined in the study, the authors read the books and conducted content
analyses. Two of the authors are experts in special education and two are experts in Turkish Education. First of
all, in order to examine 20% of the books in the study, all authors read and coded eight books independently
(O'Connor & Joffe, 2020). The authors then got together and compared their coding. In the coding where
disagreements were detected, the authors reviewed the books, discussed the discrepancies, and achieved a
consensus among them. The authors read each book by at least two authors, completed the coding, and compared
them. All of the authors were present in the working environment while these comparisons were being made. We
made the reliability calculation in this study by the inter-coder reliability method. Agreement / (Agreement +
Disagreement) X 100 formula that was developed by Miles and Huberman (1994) was used in the calculation of
reliability between coders. After the authors resolved the disagreements, the inter-coder reliability of the study was
calculated as 100%.

Results

In this section, we firstly presented the study findings in Table 2. Then, we explained the meaning of the
set of findings in turn. Afterwards, we supported these explanations with direct quotations from the books.

Table 2
Analyses of Adolescent Novels Including Characters with Special Needs

Character Point of

No Bookname  Character Personal characteristics Level Depiction  Portrayal -
development view

1 OUt.Of My Melody 11 year-old girl with cerebral - Main Realistic ~ Positive ~ Dynamic Melody

Mind palsy character
2 Louise Braille Lomge A man with visual Main Realistic ~ Positive ~ Dynamic 3rd
Braille impairment character person
. . Sophia’s
3 SoB.lt Sophia A\_/vomgn with intellectual Supporting Realistic ~ Neutral Static daugther
disability character L
Heidi
. L . Main - . .
4 FishInaTree Ally A girl with dsylexia character Realistic ~ Positive ~ Dynamic Ally
Het Wereldje A .
5  van Beer Beer A man with visual Main Realistic ~ Positive ~ Dynamic 3rd
- impairment character person
Ligthart
11 year-old boy with physical . .

6 Wonder August disorder and hearing Main Realistic ~ Positive ~ Dynamic Multiple
SO character narrator
impairment

Corporal with - S . R Main - . 3rd

7 Nemik Nemik A girl with physical disability character Unrealistic Neutral Static person
Dogan A young man with visual Main Realistic ~ Positive  Static 3rd

impairment character person

8 Fingertips Mert A young man with visual Main Realistic ~ Positive ~ Dynamic 3rd
impairment character person

Selma A women with V|s’ual Supporting Realistic Negative  Static 3rd
impairment (Isik’s mother) character person
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Table 2 (continue)
No Book name Character Person_al_ Level Depiction  Portrayal Character P0|_nt of
characteristics development view
A man with physical Main - . .
Petey disability character Realistic Positive Dynamic 3rd person
9  Petey A man with physical ¢ .
Calvin and intellectual PP 9 Realistic  Positive Dynamic 3rd person
L character
disability
A boy with Main
Rico. Oskar and Rico intellectual Realistic ~ Positive ~ Dynamic Rico
; o character
10  the Deeper disability
Shadows i
Oskar A gifted boy Supporting Realistic ~ Positive ~ Dynamic Rico
character
Rooster Man and - 10 year-old boy with Main - . - <
11 Pirate Yagmur hearing impairment  character Realistic ~ Positive ~ Dynamic Yagmur
The Distance 9 year-old girl with ~ Main
12 Between Meand Mafalda Y! lagir Realistic ~ Positive ~ Dynamic Mafalda
visual impairment character
the Cherry Tree
11 year-old boy with Main
13 Paperboy Victor speech and Realistic ~ Positive ~ Dynamic Victor
. character
language disorder
14 Il Bambino Che Tommi A boy with ASD Supporting Realistic ~ Neutral Static Pepe (Cat)
Faceva Le Fusa character
Goksu A girl with ASD Supporting Realistic ~ Positive ~ Dynamic Melisa
. character
15 Rainbow Summer A girl with visal S .
Fidan \ girl with visua upporting Realistic ~ Neutral Static Melisa
impairment character
. . Pansy
16 Extraordinary Anna 11 year-old girl with - Supporting Realistic ~ Neutral Static (Anna’s
Cerebral Palsy character .
friend)
A young man with Main
17  Stuttering Hamlet  Hikmet speech and Realistic ~ Positive ~ Dynamic Hikmet
. character
language disorder
18 1am a Ghost Mila 10 year-old girl with - Main Realistic ~ Positive  Dynamic Mila
ASD character
The Fish that . . .
19  Carries the Word Emir A boyh with hearing - Main Realistic ~ Positive ~ Dynamic Emir
impairment character
on Its Back
13 year-old young .
20 The_CrystaI Eduardo boy with physical Main Unrealistic Neutral Static 3rd person
Saiboat T character
disability
21 Lars Er Lol Lars A boy with Down Supporting Realistic ~ Neutral Static Amanda
Syndrome character
Kamil > year-old boy with  Main Realistic ~ Positive ~ Dynamic 3rd person
99 The Boy who Sees visual impairment character
with His Fingers o irl wi i
g Ela 5 year O.Id g'.” with - Supporting Realistic ~ Neutral Static 3rd person
visual impairment character
What Stars are . 12 year-old girl with  Main - - . .
23 Made of Libby Turner Syndrome character Realistic ~ Positive ~ Dynamic Libby
22 year-old man Main
Basit with intellectual Realistic ~ Positive ~ Dynamic 3rd person
] L character
24 Simple disability
Amira A girl w ith hearing  Supporting Realistic ~ Neutral Static 3rd person
impairment character
One Half fromthe Obayda’s  An adult with Supporting - - . Obayda
25 East father physical disability character Realistic  Positive  Dynamic
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Table 2 (continue)

No Book name Character Person_al_ Level Depiction  Portrayal Character P0|_nt of
characteristics development view
. Jessica A young g".l W'.th Main Realistic Positive Dynamic Jessica
26 The Running physical disability character
Dream irl wi i
Rosa A girl with Cerebral  Supporting Realistic ~ Neutral Static Jessica
Palsy character
11 year-old gifted Main - .
Enno Anders Enno boy character Realistic ~ Neutral Static 3rd person
27  Lowenzahn Im 1 Id gifted s .
Asphalt Olsen year-old gtte UpPOTting  peslistic  Positive  Static 3rd person
boy character
The Boy with A .
. 11 year-old girl with  Main -~ . . .
28 :\t;lei:nlzutterﬂy Jamie ADHD character Realistic ~ Positive ~ Dynamic Jamie
29 The Silver Raff A man with brain Supporting Realistic ~ Neutral Dynamic 3rd person
Skates Brinker injury character
30 The Cay Phillip 12.year-_old bpy with  Main Realistic ~ Positive ~ Dynamic Phillip
visual impairment character
31 One Day Mahir 8 year-old boy with  Supporting Realistic ~ Positive ~ Dynamic Asmin
Everyone ASD character
- 16 year-old man with Main - - . .
32  Copyboy Victor speech disorder character Realistic ~ Positive Dynamic Victor
Show Me a 11 year-old girl with  Main - .
33 Sign Mary hearing impairment  character Realistic ~ Neutral Dynamic Mary
Myron
34 Th_e Sound of Louis A man with hearing  Supporting Realistic ~ Positive  Dynamic Uhlb'etg
Silence impairment character (Louis
son)
A man with Cerebral Main
35 My Left Foot Christy Palsy and physical Realistic ~ Positive ~ Dynamic Christy
ST character
disability
. S Main _— . . .
. Adeline A girl with ASD Realistic ~ Positive ~ Dynamic Adeline
36 A Kind of character
Spark i
P Keedie A girl with ASD Supporting Realistic ~ Neutral Static
character
12 year-old girl with Main
37 Melody Melody Cerebral Palsy and Realistic ~ Positive ~ Dynamic Mila
: S character
physical disability
Il Sole FraLe  Andy A young man with Supporting - . .
38 Dita (Andrea)  physical disability character Realistic  Positive  Dynamic 3rd person

Note: ASD = autism spectrum disorder; ADHD = attention deficit and hyperactivity disorder.

Thirty-eight juvenile books included a total of 48 characters with special needs. There are two characters
with special needs in seven books, three in one book, and one character with special needs in the remaining books.
The books presented the characters with special needs in a wide age range from newborn girls and boys to adult
men and women. There were 20 girls and 28 boys and all books clearly stated the genders of the characters. Types
of special needs varied across the books. A total of 53 special needs conditions were identified in the books. These
included 10 visual impairment, 11 physical disability, six hearing impairment, six intellectual disability, six ASD,
five cerebral palsy, three speech and language disorder, three giftedness, one a specific learning disability, one
attention deficit and hyperactivity disorder, and one physical disorder. Four books did not specify the type of
intellectual disability, one book mentioned Down's syndrome, and one book mentioned Turner syndrome. The
books including characters with speech and language disorders told the stories of individuals who stutter. The
character had dyslexia in the book that mentioned specific learning disability. Since there were characters with
more than one type of special needs in the examined books, more special needs situations were determined than
the number of characters as a result of the examination.

Table 2 presents the character traits of these characters. Twenty-nine of the characters were main
characters and 19 were supporting characters. There was more than one character with special needs in some of
the books, and sometimes one of the characters with special needs was the main character and the other was the
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supporting character (e.g., Simple); from time to time, two characters with special needs could also be a supporting
character (e.g., Rainbow Summer). The books presented information about the family structures. The majority of
the books mentioned the existence of mother, father, and siblings (n = 28); three of them were extended families
consisting of individuals such as uncle, grandfather, aunt; two of them had only a child and a mother family
structure. Four of the books included no family structure information.

All books had realistic depiction, except for Corporal with Nemik and The Crystal Saiboat. In all of the
books with realistic depiction, the characters established relationships in accordance with reality and behaved at
the level expected from them, in accordance with their special needs. For example, Christy, who was also the
author of the book "My Left Foot", was an individual with special needs who had cerebral palsy and could not
voluntarily move any of his limbs except his left foot. Developing with the support of her mother, Christy reached
for objects and drew using her left foot. He also attended trips and spent time with his siblings and friends of his
siblings. Christy developed his left foot skills over time, started to write his own writings, and wrote the book
named My Left Foot as a product of this development adventure. Similarly, in the book “The Sound of Silence”,
Myron Uhlberg, one of the characters and the author of the book, described his life in a family with hearing
impairment. Drawing attention to the fact that his father, Louis, was deprived of respect in the society due to his
hearing impairment, the author conveyed the point of view of people with special needs in a realistic way. On the
other hand, in the book “One Half from the East”, a family’s life completely changed after Obayda's father lost his
leg as a result of an accident. The book explained Obayda’s process of accepting being an individual with special
needs of his father without going beyond the concept of reality. The depiction progressed in accordance with the
natural course of life in the book.

In one of the books with unrealistic depictions, “Corporal with Nemik”, Nemik, who had a physical
disability, was constantly waiting for her family to finish their work under the tree while her family was working
in the field, and she got very bored in this process. One day, Nemik noticed the ants and decided to make the two
ants fight, and as a result of this fight, one of the ants was seriously injured. After this incident, the ant named
Corporal said to Nemik: "Nemik, mommy, look, I'm back.” (p.63), after saying this, unrealistic depiction elements
began to be observed. The following sentences showing that Nemik and Corporal flew to a different place point
to the unreality of the depiction:

“As soon as she finished his sentence, she found himself on the back of her ant, between her two wings.
At first she could not comprehend whether the ant had grown large enough to carry her or whether she
had shrunk enough to settle on the ant's back. She finally realized that she was a little girl. It was the size
of a sesame seed...” (p.71).

In the character portrayal theme, the books portrayed 33 of the characters positively, 14 were neutral and
one was negatively. One of the books in which positive descriptions stood out was “A Kind of Spark”. The book
focused on ASD and the character was 11-year-old Adeline with ASD. Adeline was the youngest of three sisters
and the second child with ASD of the same family. In the first pages of the book, the reader witnessed Adeline's
negative situation with her teacher Murphy. The character was occasionally exposed to the unpleasant behavior of
her other classmates. Adeline's real adventure began when she learned about the witches who lived in the past in
the village of Juniper, which her teacher told in class and then she read about. Adeline, who was greatly affected
by the killing of people who were described as witches and who connected the witches with her special need,
proposed that a monument be built in their memory in the village council, but it was not taken into account by the
village council. Adeline, who started a campaign on this, made many attempts to build a monument in the village
with her new friend Audrey, and finally convinced the village council. The following sentences from the book
showed the success of the character:

“In memory of the many women who were accused of being witches and executed in Juniper. May this
plate honor their lives and contribute to the end of intolerance. ...People with ASD had probably done
many things for hundreds of years without being appreciated. Maybe it's a rite of passage.” (p. 204).

The book “Extraordinary” did not highlight the individual with special needs and portrayed neutrally. The
book portrayed the character Anna as the supporting character. Anna and Pansy were two close friends. The ways
of the two who did many activities together part when Pansy did not keep his promise to Anna. While at the camp,
Anna suffered from meningitis as a result of a high fever, and from that day on she would never be the same.
Feeling guilty for not keeping her promise to Anna, Pansy dedicated her life to Anna, but her best friend had turned
into a person with a wheelchair who did not communicate in any way with those around her. The book portrayed
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Anna as a character that did not show any development throughout the book, did not highlight her positive
contributions, and she had no communication with other characters.

The only book in which characters with special needs were portrayed negatively was “Fingertips”. There
were three characters with special needs in the book named Dogan, Mert, and Selma, who had visual impairment.
Dogan and Mert had visual impairment and these two characters were portrayed positively in the book. Selma,
whose existence was mentioned towards the end of the book, was the mother of Isik, one of the main characters
of the book, and that she had a visual impairment in the past. Selma experienced some psychological problems
due to the feelings created by her visual impairment at a young age. The character, which could not find the strength
to accept this process, committed suicide due to the psychological depression she was in.

The most preferred point of view was the narration from the eyes of the individual with special needs (n
=17) in the examined juvenile books. The third person point of view followed this point of view (n = 11) and then
the point of view of the other characters in the book (n = 9), respectively. Among the books, only one book had
narration with multiple perspectives.

Character developments were described as dynamic and static on the theme of character development.
While dynamic refers to the developing and continuing to develop characters, static refers to the characters that do
not show any development. Thirty-three of the characters in the books showed dynamic character development
and 15 showed static character development. For example, Raff Brinker in the book “The Silver Skates” was a
man who had been tied to the bed for 10 years, unable to speak and move as a result of falling and hitting his head
at work. After many events in the depiction of the book, Raff Brinker moved slowly and began to speak. The
following sentences from the book exemplified the development of the character with special needs: “With the
help of his wife and children, he straightened up slowly. Gathering all his courage, he managed to take a step. He
said with great joy: oh, I can walk.” (p. 92). In the book "Lars Er Lol ", the character with special needs did not
show any improvement and exhibited static character development. Lars, who had Down syndrome, preserved the
character traits when he met the reader and did not show any development and progression features until the end
of the book.

As Dyches et al. (2001) stated in their study, seven types of relationships emerged in most of the books
in terms of the relationships of characters with special needs with other characters with or without special needs:
(@) primary, (b) victim, perpetrator and/or protector, (c) dependent and caregiver, (d) friendship, (e) pupil and
instructor, (f) fear of association, and (g) feelings of guilt. Although the frequencies of these relationships were
close to each other due to the nature of the book, individuals with special needs had relationships most frequently
with their peers, then with their families, and at least with animals or toys.

For example, the character with special needs of Rooster Man and Pirate had a primary relationship with
her sister: “My biggest supporter was my sister. When others were saying stay away, my sister would say, well
done, you did it.” (p. 29). The character with special needs in | am a Ghost expressed the avoidance of friends to
establish relationship as:

“Sometimes I think | am transparent. My friends look at me, their gaze pierces me. For example, if there
is a tree behind me, it will appear, the wall will appear. I'm invisible, but no one sees me in the whole
classroom. Because | don't exist according to them, so | don't exist. | am like water. No, no, actually I'm
a ghost." (p. 5).

In the book The Boy with the Butterfly Mind, the child with special needs explained the damage caused by his
father's protective attitude towards him by saying:

"I wish my father would take care of my medication as much as he takes care of everything else and let
me take medication for ADHD. It would be nice to have an ordinary brain that is not constantly whirring
when I have to use it” (p. 131).

In the book A Kind of Spark, the collaborations and struggles with her best friend Audrey for the statue that Addie
with special needs wants to have made in memory of the witches living in her town in the past, provides valuable
data in terms of setting an example for friendship. On the other hand, it is very important for the dependent and
caregiver relationship that the main character with special needs in the book Out of My Mind had with other
characters due to her physical disability. The following words of the main character, Melody, exemplified this
relationship: “Going to the bathroom at school awful. Someone has to pick me up from my chair and sit on the
toilet and hold me there so | don't fall. And when it's over, they have to wipe me." (p. 164).
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Discussion

Enriched reading experiences are very important in terms of raising awareness for young people about
individuals with special needs. In this study, we analyzed 38 juvenile books that included individuals with special needs
as characters by using content analysis technique. In the literature, researchers conducted examinations within the
framework of studies examining the character descriptions of individuals with special needs in the books and their
relationships with their typically developing peers (Dyches & Prater, 2000, 2005; Dyches et al., 2001). In this section,
we discuss the results obtained from the examined books and provide suggestions for future studies.

We identified various types of special needs in the books. The distribution of special needs types was as follows:
Visual impairment (10 books), physical disability (11 books), hearing impairment (six books), intellectual disability (six
books), ASD (six books), cerebral palsy (five books), speech and language disorder (three books), giftedness (three
books), specific learning disability (one book), attention deficit and hyperactivity disorder (one book), and physical
disorder (one book). The frequency and visibility of disability affects its acceptance by society. In other words,
disabilities that can be seen directly from the outside and are frequently encountered are more easily accepted (Kog et
al., 2010). According to the "Statistics Bulletin of the Disabled and Elderly" published by the Ministry of Family and
Social Services (2022), the most common types of special needs are intellectual and physical disabilities, respectively.
These are followed by visual and hearing impairments. According to the results of this study, the distribution of types
of special needs in the books differs from the data of the Ministry of Family and Social Services. Oztiirk et al. (2022)
stated that in the preschool picture storybooks, only the disabilities that could be seen from the outside took more places.
Although special needs types of the characters that can be seen from the outside are observed in the majority of the books
in this study, the types of special needs that cannot be directly observed are also included (e.g., intellectual disability,
ASD, hearing impairment). This may be related to the age range of the readers because preschool children can only
perform concrete mental operations (Piaget, 2000), whereas there are no such limits in books for young individuals. For
this reason, the presentation of different types of special needs provided diversity across the books. In addition, unlike
the picture storybooks, the novel type provides more opportunities to tell the invisible disability types. In the study
examining the characters with special needs in the award-winning books by Leininger et al. (2010), the types of special
needs that could be directly observed (for example, physical, hearing, visual impairments) were preferred more than
those that could not be observed directly (for example, intellectual disability, specific learning disability, ASD). The
results of this study are similar to the research of Leininger et al. (2010). Lemoine and Schneider (2021), on the other
hand, stated in their study that they examined the development of children's books for about 20 years in terms of ASD
and found that the number of books on ASD tended to increase over time.

The book depictions included realistic and unrealistic classifications. The book depictions were realistic except
for two books in this study. Similar to the results of this study, the past studies examining depictions in preschool picture
storybooks detected realistic depictions (Kaymaz, 2017; Kirkgoz & Diken, 2019; Oztiirk et al. 2022). However, the
results of Rubin and Watson's (1987) study on depictions in classical works showed that this was not the case in the past.
According to these studies, most of the classical works had unrealistic depictions. In contrast, the results of the most
recent studies (e.g., Kaymaz, 2017; Kirkgdz & Diken, 2019; Oztiirk et al. 2022) indicated that the number of works with
realistic depictions about individuals with special needs has increased. Kirkgdz and Diken (2019) emphasized that it is
important to include realistic depictions in works featuring characters with special needs in acquiring accurate
information about these individuals.

Books featuring characters with special needs allow readers to make them feel that they exist in life and to
convey the knowledge that they have experienced similar emotions. Accordingly, individuals with special needs can be
described as positive, negative, and neutral. Of the 48 characters in the 38 books, 33 were positively portrayed. The fact
that the depictions in the examined books are positive indicates that individuals with special needs are a part of the
society, that they can fulfill these tasks successfully when given various tasks, that they can be successful in their
academic life or in various skills like their peers without special needs, and that they can work in some jobs when
appropriate support is provided. Considering the age range of the readers, there may be some prejudices regarding all
these titles, but reading activities to be carried out with qualified books will help to replace these prejudices with healthy
information by providing indirect experiences about individuals with special needs (Dyches, et al., 2006; Leininger et
al., 2010). In addition to positive portrayals, we also detected neutral (n = 14) portrayals. In 10 of the works with neutral
portrayals, individuals with special needs were supporting characters. In others, they were the main characters. The
presence of neutral portrayals in the books can be useful in terms of reflecting the diversity of individuals with special
needs. Based on the results, the reader can gain awareness that thanks to these books, individuals with special needs can
have negative experiences as well as lead an extremely fruitful and productive life under certain conditions. Therefore,
it is extremely important to increase the number of books including characters with special needs and to provide diversity
in depictions in order to provide readers with different perspectives.

Another result of the study was related to the development of characters with special needs in the books. We
classified the development of the academic and social skills of individuals with special needs in the character
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development as dynamic and static. Thirty-three of the characters with special needs showed dynamic characteristic.
This situation is important for the readers to understand that the existing performances of individuals with special needs
can be carried forward when appropriate conditions are provided. Another important point is that the books that include
static development are created with positive portrayals and realistic depictions. From this point of view, the books will
contribute to the negative attitudes towards individuals with special needs to be replaced by positive attitudes. Some
studies in the literature present the character development of individuals with special needs dynamically but their rates
are not those high compared to static development (Dyches et al., 2001; Dyches & Prater, 2005; Oztiirk et al., 2022). On
the other hand, Prater (1999) examined 68 books including characters with intellectual disability and found that in 61%
of the books, the characters showed a static development. Based on this result, it should be stated that the type of special
needs is determinant in terms of character development because it may take more time to observe the development in
intellectual disability and may be seen less frequently, while the development may be faster in other types of disabilities.
Kog et al. (2010) stated that the changes in the books including the types of disabilities could be followed more easily.

Results on the types of relationships that individuals with special needs establish with individuals with typical
development showed that these characters formed intense friendships with their peers. Most of the peer relationships
were not positive and included peer violence, but when evaluated from the reader's point of view, it was important to
have an idea about the relationships of individuals with special needs with their peers. Studies on peer bullying of
individuals with special needs also support this judgment. For example, Sar1 and Piirsiin (2019) stated that students with
special needs were exposed to peer bullying and that teachers considered it necessary to raise awareness of students with
normal development on this issue. Elimination of prejudices regarding the possibility of communicating with individuals
with special needs, taking common tasks and assigning responsibilities to them has been handled in the books. Dyches
and Prater (2005) stated in their study that similar to the results of this study, friendship was the most common type of
relationship established by individuals with special needs. However, contrary to the findings of this study, there were
studies in the literature stating that characters with special needs most frequently established relationships with family
members (Dyches et al., 2001; Oztiirk et al., 2022). Kirkgdz and Diken (2019) also stated that the characters with special
needs in the children's picture storybooks were partially sufficient in their relationships with their peers and families.
The books also included relationship types such as victim, perpetrator and/or protector relationship, dependent and
caregiver relationship, pupil and instruction relationship, fear of association and feelings of guilt. Diversity in the types
of relationships provided an advantage for the readers to gain different perspectives.

So far 38 books including characters with special needs, the description of the characters with special needs
(positive-negative), their position level (main character-supporting character), their developmental characteristics (static-
dynamic) and their relationships with other characters were compared with the similar studies in the literature. The
results of the current study support the studies in the literature in many ways; points out that there are important and
positive developments in juvenile literature for individuals with special needs. Based on these results, we present a series
of recommendations for practice and future research.

Conclusion and Recommendations

This study, which aims to identify and analyze the juvenile books including characters with special needs, has
some limitations. In the process of identifying all relevant books on the topic, we relied on sources such as online
booksellers, print and online magazines that promote and review books, and publishers that sell physical books.
Therefore, there may be books that have been published or are still in the process of being written/published apart from
the resources searched on the topic. We identified the books Melody and Il Sole Fra Le Dita during the writing process
of this article and included them in the study. This situation can be a limitation of the current study. Researchers can
conduct a review of books that were not included in this study or newly published books in the future studies. In addition,
while determining the suitability of the books examined within the scope of this study, we did not take the opinions of
juvenile readers. We included the books in the study by taking into account the examination of experts in special
education and Turkish Education, and the age of readers written on the books or on book sales websites. This situation
can be another limitation of the study. In a future study, juvenile readers can help researchers to conduct studies on
reading, examining or raising awareness of the juvenile books including characters with special needs. Finally, the books
identified in this study could not be categorized according to middle or high school grade levels. It could not be examined
whether there were books including characters with special needs in school or classroom libraries in middle and high
schools. In a future study, researchers should examine the books in school and classroom libraries and determine whether
juvenile books including characters with special needs are present in these libraries.
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Oz
Giris: Otizm spektrum bozuklugu (OSB) ve tipik gelisimde zihin kurami (ZK) ve pragmatik beceriler arasindaki
etkilesimin farklilagip farklilasmadig1 dnemli bir arastirma sorusudur. Calismada OSB olan ve tipik gelisen grupta

ZK ve pragmatik beceriler arasindaki iliski incelenmis ve bu beceriler ile bir katilimci dahil etme kriteri olan
Tiirkce Okul Cag1 Dil Gelisim Testi (TODIL) puanlarinin iliskisi arastirilmistir.

Yontem: Calismaya TODIL dil esdeger yas1 6;0-8;11 olan 16 OSB’li ve 7;0-8;11 yas araliginda tipik gelisim
gosteren 46 katilimci dahil edilmistir. Calismada Cocuklar Igin Goézlerden ZK testi (Gozlerden ZK), Garip
Hikayeler ve Pragmatik Dil Becerileri Envanteri (PDBE) kullanilmigtir.

Bulgular: OSB’li grupta PDBE testleri (toplam puan ve alt testler) ile Gézlerden ZK ve Garip Hikayeler arasinda
anlamli iligki bulunmamistir. Oysa tipik gelisen grupta Garip Hikayeler ile PDBE testleri arasinda zayif veya orta
diizeyde anlaml iliskiler vardir. iki grupta, OSB’de Ciimle Anlama haric, TODIL alt testleri ile Garip Hikayeler
arasindaki iliskiler anlamli bulunmustur. Tipik gelisen grupta TODIL Dilbilgisi bileske ve alt test puanlari ile,
PDBE testleri ve ZK testleri arasinda ¢ok sayida zayif ile gii¢lii arasinda degisen anlamli iliski bulunmustur. Oysa
OSB’de yalmzca Garip Hikayeler ile TODIL bileske, Ciimle Anlama ve Bigimbirim Tamamlama arasinda ve
Gozlerden ZK ile Bigimbirim Tamamlama arasinda orta ile giiclii arasinda degisen iliski vardir.

Tartisma: iki grup arasinda ZK ve pragmatik becerilerin etkilesiminde farkli bir oriintii olabilecegi goriilmiistiir.
OSB’de ZK ile pragmatik beceriler arasinda iliski olmamasi katilimer grubunun gorece kiigiik olmasi ve PDBE’nin
adaptasyon c¢aligmasinin biiyiik Olgiide tipik gelisen cocuklardan olusmasiyla agiklanabilir. Ayrica ZK
becerilerinde ciimle ve ek anlamanin 6nemi ortaya ¢ikmustir.

Anahtar sézciikler: Otizm spektrum bozuklugu olan ¢ocuklar, tipik gelisen ¢ocuklar, zihin kurami, pragmatik dil
becerileri.

Anficin: Undzkan-Aksu, G., & Cangi, M. E. (2024). Otizm spektrum bozuklugu olan bireylerde ve tipik gelisen
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Giris
Konusmak, dinlemek ve iletisim kurmak, diinyayla baglant1 kurma yetenegi i¢in kritik Sneme sahiptir.
Dil ¢evreden dogar ve hem (diger insanlar1 ve bireyin kendisini) anlamak hem de anlagilmak i¢in bir ara¢ olarak
kullanilmaktadir (Schull vd., 2021). Dil semantik (anlam bilgisi), sentaks (s6zdizimi), morfoloji (bicimbilgisi),
fonoloji (ses bilgisi) ve pragmatik (kullanim bilgisi) olmak {izere bes bilesenden olusmaktadir (Topbas, 2007).
Pragmatik beceriler dilin uygun kullanimu ile ilgilidir ve konusmacilarin s6yledikleriyle gercekten ne anlama

geldigini ve dinleyicilerin konugmacilarin sdylediklerinden hangi ¢ikarimlarda bulunabilecegini bulmak igin
gercek anlamin tesine gegmeyi icermektedir (Doherty, 2008).

Otizm spektrum bozuklugu (OSB), Ruhsal Bozukluklarin Tanisal ve Istatiksel El Kitabi-5 (DSM-5)’e
gore sosyal iletisim ve etkilesimde zorluklar, sinirli, yineleyici davranis ve ilgi alanlari ile kendini gosteren olan
norogelisimsel bir bozukluk olarak tanimlanmaktadir (American Psychiatric Association [APA], 2013). OSB ilk
olarak 1943’te Leo Kanner tarafindan tanimlanmis ve ardindan OSB fenotipinin belirli yonlerini agiklamaya
calisan zihin kurami eksikligi, yiiriitiicii islevler (yiiriitiicii disfonksiyon) Ve zayif merkezi biitinliik gibi bir dizi
biligsel teori dnerilmistir. Bu biligsel teoriler, OSB ile ilgili aragtirmalara 6ncii olmustur (Rajendran & Mitchell,
2007; White, 2013).

OSB’yi biligsel agidan agiklamaya calisan kuramlari kisaca aciklamak gerekirse yiiriitiicii islevler
kurammin OSB’de kisitli/yineleyici davranig ve ilgi alanlartyla ilgili oldugu ifade edilmektedir. Yiiriitiicii islev
beceriyle OSB arasindaki iliski incelendiginde, Lopez ve digerleri (2005) birkag yiiriitiicii islev becerilerinin
(bilissel esneklik, isleyen bellek ve engelleme) OSB’de kisitlayici, tekrarlayan semptomlariyla yiiksek oranda
iligkili oldugunu bulmus; diger yiiriitiicii islev becerilerinin (planlama ve akicilik) sinirli, tekrarlayan semptomlarla
anlamli bir sekilde iliskili olmadigini bulmustur. Sonug olarak, goreceli giiglii yonlerden ve eksikliklerden olugan
bir yonetici islev modelinin, sinirli, tekrarlayan OSB semptomlarinin en iyi yordayicist oldugunu ifade etmektedir.
OSB’yi aciklamaya g¢alisan kuramlar daha cok OSB’de gozlenen sosyal yetersizliklere agirlik vermektedir. Zayif
merkezi biitiinlik kurami, OSB’li bireylerdeki hem sosyal hem sosyal olmayan yetersizlikleri agiklayabilmek
amaciyla gelistirilmis bir kuramdir. OSB’li bireyler merkezi biitiinliik becerilerinde yetersizlikler gostermektedir.
Zay1f merkezi biitiinliik, bliyiik resmi gérmede basarisizlik olarak ifade edilmektedir (Happe & Frith, 2006). Zay1f
merkezi biitlinlikk, baglam ve anlam agisindan uyaranlarin yorumlanmasini iceren gorevlerde dezavantajlar
saglamaktadir (Frith & Happe, 1994).

OSB’li bireylerde sosyal yetersizliklerin nemli bir boliimiinii agiklayabilecek biligsel bir eksikligi tahmin
edebilmek igin zihin kurami (ZK) one striilmektedir (Baron-Cohen vd., 1985). Arastirmacilar tarafindan zihin
kuram1 gelisimini agiklayabilmek i¢in farkli teoriler [Benzetim teorisi (Gopnik & Wellman, 1992), Teori-teori
(Gopnik & Wellman, 1994) ve Modiiler teori (Scholl & Leslie, 1999)] 6ne siiriilmiigtiir. Kuram teorisine gore
cocuklar dort yas civarinda zihinle ilgili kavramsal gelisim yasamaktadir. Bu kavramsal gelisim giinliik hayatta
deneyimlerle bi¢imlenmektedir. Bu gelisimle ve degisimle cocuk c¢evresi hakkinda teoriler olusturup
degerlendirmeler yapmaktadir. Bu kurama gore zihin kuraminin biiylimeyle degil deneyimlerle gelistigi ifade
edilmektedir (Gopnik & Wellman, 1992). Benzetim teorisine (Simiilasyon teorisi) gore bir zihin kuramina gerek
yoktur. Birey benzer kosullarda ne yapacagini tahmin ederek baska bireylerin nasil davranacagi konusunda
¢ikarimlar yapabilmektedir (Doherty, 2008). Cocugun i¢ gézlem becerisi ne kadar gelismigse o kadar basarili
¢ikarimlar yapabilmektedir (Harris, 1992). Son olarak o6ne siiriilen modiiler teoriye gore zihin kuraminin
¢ocuklarin dogustan sahip oldugu bir donanimla gelisecegi savunulmaktadir. Cocuklar dogustan inang, arzu vb.
kavramlara sahiptir (Doherty, 2008). Dogustan sahip olunan inan¢ gibi kavramlari ¢ocugun kullanimina
sunmaktadir (Scholl & Leslie, 1999). Dogustan gelen bu donanim ya da fonksiyon zihin kurami mekanizmasi (The
Theory of Mind Mechanism [TOMM)]) seklinde adlandirilmustir.

Zihin kurami, bir kimsenin kendisinden farkli olabilecek zihinsel durumlara, bilgilere ve motivasyonlara
sahip olduguna iliskin farkindalik anlamina gelmektedir. Bu, bireyin sosyal olarak etkili bir sekilde iletigim
kurmasina ve etkilesime girmesine olanak saglamaktadir (Baron-Cohen vd., 1985). letisim bir amactir ve insanlar
bu amag i¢in dili kullanmaktadir. Dilin alanlar1 incelendiginde, ele alinan pragmatik becerilerde dilin sosyal
kullaniminda 6n plana ¢ikmaktadir (Estrada, 2009). iletisimin cogu, esas olarak insanlarin birbirlerinin zihinsel
durumlarimi degistirmek i¢in bilgi aligverisini igermektedir. Baskalarinin zihinsel durumlarini anlamadan saglikli
bir iletisimin gergeklesebilmesi miimkiin gézilkmemektedir. Pragmatik, dile uygulanan bir zihin kurami olarak
diistiniilebilir (Doherty, 2008).

Literatiir incelendiginde zihin kuramu ile ilgili yapilan ¢aligmalarda, bu becerinin birgok farkli alanla
iligkisi uzun yillar incelenmistir. Bu alanlardan biri ise dil becerileridir. Dil, zihin kurami gelisimi ile yakindan
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iliskilidir (Milligan vd., 2007). Karakelle ve Ertugrul (2012) zihin kuraminin ¢alisma bellegi, dil ve yiiriitiicti
islevlerle olan iliskisini iki farkli yas grubunda [kiigiik (36-48) ve biiyiik (53-72)] inceledikleri ¢aligmalarinda dil
becerilerinin zihin kurammi pozitif anlamda yordadigini belirtmistir. Cocuklarin konusmasi, zihin kurami
gelisimine -arzu, inan¢ gibi kavramlar1 ne zaman kavradiklarina- dair iyi bir kanit kaynagidir. Dilin hangi
alanlarinin zihin kurami beceriyle yakindan iligkili oldugu incelendiginde, sentaks becerilerinin, zihin kurami
gelisimi i¢in gerekli oldugu yoniindeki gortisleri desteklememektedir. Cocuklarin bir zihin kurami edinmelerine
yardimet1 olan seyin dilin belirli alanlartyla degil, bir biitiin olarak dil edinimi oldugu savunulmaktadir. Bunun
sebebi zihinsel durumlar hakkinda konusmak ve diisiinmek igin bir sistemin gerekli oldugu diisiiniilebilir (Doherty,
2008). Dilin alanlariyla zihin kurami arasinda anlamli bir iliski oldugunu destekleyen c¢alismalarda, pragmatik
becerilerin dilin sosyal kullaniminda 6n plana ¢iktig1 vurgulanmaktadir (Estrada, 2009). Pragmatik dil, sosyal
becerilerin kesisiminde yer almaktadir (Volden vd., 2009) ve diger zihinleri anlama becerisi ile dilin sosyal
kullanimi arasinda giiglii bir baglanti oldugu vurgulanmaktadir (Tager-Flusberg, 2000). Bu sebeple sosyal alginin
en sik kullamlan 6lciisii zihin kuramidir (Estrada, 2019). Ozetle pragmatik dil becerilerinin bircok y&nii, zihin
kurami becerilerine duyarliligi igermektedir (Baron-Cohen, 2001). OSB’de pragmatik dil ile iliskili olarak en sik
aragtirtlan konu zihin kuramidir (Lam & Yeung, 2012). Benzer sekilde Berenguer ve digerleri (2018), zihin
kuraminin iletigimsel agisindan etkisi incelendiginde, zihin kurami eksikliginin OSB’de pragmatik beceriler ile en
sik arastirilan konu oldugunu vurgulamaktadir. Yalnizca OSB’li ¢ocuklarda degil, diger ¢ocuklarda da zihin
kuramu ile pragmatik beceriler arasindaki baglantilar, bu iki becerinin ayni biligsel alandan temel aldiklarinin kanitt
olarak diistiniilmektedir (Tager-Flusberg, 2000). Whyte ve Nelson (2015), zihin kuraminin, tipik gelisim gosteren
¢ocuklarda pragmatik becerilerin gelisimine katkida bulundugunu ifade etmektedir.

Tiirkiye’de yapilan ¢alismalara bakildiginda ise Selimoglu (2023) doktora tez galismasinda OSB, 6zel
dgrenme bozuklugu (OOB) olan ve tipik gelisen bireylerin zihin kurami, duygu islemleme ve pragmatik dil
becerilerini incelemistir. Calismada Peabody Resim Kelime Testi, Birinci ve ikinci Diizey Zihin Kurami Testleri,
Gozlerden Zihin Okuma Testi (GZOT)-Cocuk Versiyonu (6-16), Sézel Olmayan Ipuglarini Algilama Becerilerini
Degerlendirme Arac1 (SOIAB) ve Pragmatik Dil Becerileri Envanteri kullanilmistir. Calismanin bulgularina gore
tim testlerde OSB daha diisiik puan almistir. OSB olan grupta ZK ile pragmatik beceriler ve duygu islemleme
arasinda giiclii bir iliski bulunmustur. OOB ve tipik gelisen katilimcilarda bu iliski diizeyi diisiik bulunmustur.
Akkaya (2018) isitme kayipli ve tipik gelisen 4-5 yasindaki ¢ocuklarin zihin kurami ve dil becerilerinin
incelemistir. Calismada tipik gelisen ¢ocuklarda alici dil becerilerinin zihin kuramini yordadigy, isitme kayipl
¢ocuklarda ise pragmatik dil becerileri ve alict dil becerilerinin zihin kuramini yordadigi bulunmustur.

Zihin kurami ve dil becerileri arasindaki iliskiyi inceleyen ¢alismalarda, genellikle dilin {i¢ alaninin
(kullanim bilgisi, anlam bilgisi, bigimbirim bilgisi) zihin kurami becerileri ile ilgili baglantisina odaklanilmistir
(Miller, 2006; Milligan vd., 2007). Hem OSB’de hem de diger klinik gruplarda zihin kuraminin gelismesinde dil
becerilerinin bir biitiin olarak énemli bir 6nciil oldugu belirtilmektedir (Durrleman vd., 2022). Lam ve Yeung
(2012) OSB’li gocuklarin dil becerilerinde yiiksek performans gosterseler dahi pragmatik becerilerde yetersizlik
gosterdiklerini ifade etmistir. OSB’li cocuklar pragmatik ve zihin kurami becerilerinde yetersizlik gostermektedir
(Baron-Cohen vd., 1985). Tager-Flusberg (2000), zihin kurami becerileriyle dilin sosyal kullanimi arasinda giiglii
bir iliski oldugunu ifade etmektedir.

Zihin kurami ve pragmatik becerilerin gelisimi incelendiginde, zihin kurami1 becerilerinden ironiyi anlama
¢ocuklarda ortalama 13 yas civar1 gelismektedir (Baron-Cohen, 2001) bununla birlikte Nilsen ve digerleri (2011)
ironi anlamay1 gergek olmayan s6ylemi kullanma konusundaki pragmatik hedefler (elestirmek, saka yapmak, alay
etmek vb.) iizerinde diisiinmesine olanak taniyan sosyal-iletisimsel bir beceri olarak ifade etmektedir. Losh ve
digerleri (2012) OSB’li erkek gocuklarda sosyal iletisim ve zihin kurami becerilerini incelemis ve pragmatik
beceriler ile zihin kurami1 arasinda anlamli bir iliski bulundugunu belirtmistir.

Tiim bu caligmalar bir arada ele alindiginda pragmatik beceriler ve zihin kurami becerileri iliskili goriilse
de (Estrada, 2009), 6zellikle Tiirk¢e konusan bireylerde konuyu detayli inceleyen ¢aligmalarin oldukg¢a sinirl
oldugu goriilmektedir (Karakelle & Ertugrul, 2012; Selimoglu, 2023). Bu sebeple bu aragtirmanin ilk amaci, her
bir grup i¢inde ZK (Gozlerden ZK ve Garip Hikayeler testi) ve pragmatik dil becerileri (alt testler ve toplam puan)
arasindaki iliskinin incelenmesidir. Diger amag ise OSB’li ve tipik gelisim gosteren ¢ocuklarin zihin kurami
becerileri ve pragmatik dil becerilerinin karsilastirilmasidir. Analizlere bir katilimci kriteri olan TODIL dilbilgisi
bileske puani da eklenmis; karsilastirma ve iliski ile ilgili analizlerde bu degisken de kullanilmigtir. Calismanin
arastirma sorular1 su sekildedir: (a) OSB ve tipik gelisen grupta zihin kurami ve pragmatik dil becerileri arasinda
iligki var midir? (b) Eger varsa bu iligkiler birbirinden farkli bir 6riintii sergilemekte midir?
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Yontem
Arastirma Deseni

Bu aragtirmada kullanilan iliskisel tarama modelinin amac1 OSB olan ve tipik gelisen katilimcilarin zihin
kurami becerileri ile pragmatik dil becerilerinin karsilastirilmasidir. Iliskisel tarama modeli; en az iki olacak
sekilde daha fazla degisken arasinda, bir arada degisimin olup olmadigini, varsa derecesini belirlemeyi hedefleyen
arastirma modelidir (Karasar, 2007).

Cahisma Grubu

Uskiidar Universitesi Etik Kurulunun 61351342/May1s 2021-41 sayili tarih ve karar numarasi ile onay
alinmistir. Calisma grubunu Istanbul Milli Egitim Bakanlhigma bagli bir ilkokula devam eden, tipik gelisim
gosteren 46 katilimer ile 6zel egitim ve rehabilitasyon merkezlerinde egitim-6gretim géren OSB tanisi almis 16
katilimer olusturmaktadir. Tipik gelisim gosteren gruba dahil olmak kriterleri; 7;0-8;11 yas araliginda olmak,
normal dil geligimine sahip olmak ve herhangi bir gelisimsel, norolojik, psikiyatrik, isitsel ve dil-konuma ile ilgili
bozuklugun olmamasidir. OSB’li gruba dahil olma kriterleri; OSB tanisi almis olmak, TODIL e gére dil becerileri
bakimindan 6;0-8;11 yas araliginda bulunmak ve cesitli raporlart iceren 6grenci dosyalarina ve Sgretmen
goriigmesinden alinan bilgiye dayanarak OSB disinda ek bir taninin olmamasidir. Tipik gelisim gosteren 46
katilimcinin cinsiyet ve yasla ilgili bilgileri Tablo 1’de sunulmustur.

Tipik gelisen katilimcilara Covid-19 pandemisi déneminde veri toplandigindan dolay1 uygun 6rnekleme
ve kartopu 6rnekleme yontemi ile ulasilmistir. Sonug olarak katilime1 kriterlerini karsilayan yedi ve sekiz yasinda
46 tipik gelisen ¢ocuga ulasilmigtir. Bu ¢ocuklarin 16’s1 kiz (%34.8) ve 30’u erkektir (%65.2). Tipik gelisen
¢ocuklarin 28’1 (%60.87) yedi ve 18’1 (%39.13) sekiz yagindadir (Yas ort. = 7.39; SS = 0.49). Covid-19 pandemisi
doneminde veri toplandigindan dolay1 uygun ornekleme ve kartopu ornekleme yontemi ile ulagilmistir. Sonug
olarak katilimer kriterlerini karsilayan yedi ve sekiz yasinda 46 tipik gelisen ¢ocuga ulasilmistir. Bu ¢ocuklarin
16’s1 kiz (%34.8) ve 30’u erkektir (%65.2). Tipik gelisen ¢cocuklarin 28’1 (%60.87) yedi ve 18’1 (%39.13) sekiz
yasindadir.

OSB olan katilimcilara 6zel egitim ve rehabilitasyon merkezleri ve dil ve konusma terapisi mesleki sosyal
medya gruplar1 aracilig1 ile ulasilmistir. Yine uygun ve kartopu drnekleme yontemi kullanilarak, TODIL esdeger
yast 6;0-8;11 olan, kronolojik yas1 8 ile 26 yas arasinda, OSB olan 16 katilimcrya ulagilmistir. Katilimeilarin 15°1
erkek (%93.8) 1’1 kizdir (%6.3). OSB’li katilimcilarin yas dagilimina bakildiginda; sekiz yasinda 1, dokuz yasinda
1, on yasinda 2, 11 yasinda 4, 12 yasinda 1, 13 yasinda 2, 14 yasinda 1, 15 yasinda 1, 16 yasinda 1, 21 yaginda 1
ve 26 yasinda 1 katilime1 bulunmaktadir (Yas ort. = 13.19; SS = 4.64).

Veri Toplama Araclari
Kisisel Bilgi Formu

Kisisel bilgi formu, arastirmaya dahil edilen katilimcilarla ilgili bilgi almak igin arastirmacilar tarafindan
hazirlanmistir. Bu formla yas, cinsiyet gibi demografik bilgilerin yan1 sira OSB olan katilimcilarda taninin varlig
ve herhangi bir bozuklugun olup olmamasi ve tipik gelisen ¢ocuklarda herhangi bir bozuklugun olup olmamast ile
ilgili katilimer kriterlerine iliskin bilgiler 6grenci dosyalarinin incelenmesi ve &gretmen goriismesi yoluyla
almmustir.

Tiirk¢ce Okul Cag Dil Geligimi Testi (T ODIL)

Bu ¢alismada TODIL tipik gelisen katilimcilarm sbzel dil becerilerinin yas normlarma uygun olup
olmadigimin belirlenmesi ve OSB olan ¢ocuklarin dil becerilerinin tipik gelisen grupla belirli bir yas araliginda
(6;0-8;11 yas dil becerisi) eslenmesi amaciyla kullamlmistir. TODIL, Test of Language Development, Primary:
Fourth Edition’n (TOLD-P:4; Hammill & Newcomer, 2008), Topbas ve Giiven (2013) tarafindan Tiirk¢e’ye
uyarlanmis versiyonudur. Olgek 4,0 ile 8,11 yas aras1 cocuklarin alic1 ve ifade edici dil becerilerini dlgmeyi
hedefleyen, standardize ve norm referansl bir degerlendirme aracidir. Test alti ana alt test (Resim Sozciik
Dagarcigy, iliskili Sézciik Dagarcig, ifade Edici Sézciik Dagarcigi, Dilbilgisel Anlama, Ciimle Tekrari, Dilbilgisel
Tamamlama) ve ¢ ek alt testten (Sozciik Ayirt Etme, Sesbirimsel Analiz ve Soézciik Sesletimi) olugmaktadir
(Gtiven, 2015).

Bu calismada dilbilgisi bileske puaninin belirlenmesi amaciyla 6lgegin Cliimle Anlama, Ciimle Tekrar
Etme ve Bigimbirim Tamamlama alt testleri uygulanmistir. Bu alt testlere ve psikometrik o6zelliklerine
bakildiginda; Ciimle Anlama Alt Testi 30 maddeden olusmaktadir ve dilin sentaks boyutunu ve ciimle anlamay1
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degerlendirmektedir. Cocuga bir ciimle okunur ve 3 resim arasindan climleyle iligkili resmi bulmasi beklenir.
Testin Alpha katsayis1 .90, test-tekrar test giivenirligi .80 bulunmustur. Ciimle Tekrar Etme Alt Testi 36 maddeden
olugmaktadir ve dilin sentaks boyutunu degerlendirmektedir. Testin Alpha katsayisi .96 ve test-tekrar test
giivenirligi .94 bulunmustur. Bi¢imbirim Tamamlama Alt Testi 38 maddeden olugmaktadir ve dilin sentaks ve
morfolojik alanlarinin iligkisini degerlendirmektedir. Testin Alpha katsayis1 .96 ve test-tekrar test giivenirligi .95
olarak bulunmustur. Son olarak iki puanlayicinin puanlamasina iligkin Cohen’s Kappa katsayilar1 hesaplanmis ve
yiiksek diizeyde uyum oldugu goriilmistiir (K = .92, p <.00). Son olarak ¢alismamizda katilimcilara uygulanan
TODIL bileske puani i¢in Cronbach Alpha katsayist hesaplanmustir. Elde edilen verinin oldukg¢a giivenilir
bulunmustur (a = .782). Bu ¢aligmada tipik gelisim gosteren cocuklarda TODIL ham puanlar1 kronolojik yaslarina
gore olgekli puanlara déniistiiriilmiistir ve olcekli puanlar toplanarak TODIL dilbilgisi bileske puani elde
edilmistir. OSB olan katilimcilarin TODIL dilbilgisi bileske puanlar1 6 yas puan odlgiitleri baz alinarak
hesaplanmustir.

Pragmatik Dil Becerileri Envanteri (PDBE)

Pragmatik Dil Becerileri Envanteri Gilliam ve Miller (2006) tarafindan 5-12 yas araligindaki
katilimcilarin pragmatik dil becerilerini degerlendirmek amaciyla gelistirilmistir. Alev ve digerleri (2014)
tarafindan Tirk¢eye uyarlanmistir. 45 maddelik norm referansli ve dgretmenin ¢ocugun davranislarina iligskin
gozlemlerine dayanan bir degerlendirme 6lgegidir. Envanterde yer alan 45 madde, 15 madde igeren 3 alt baglikta
toplanmaktadir. 1- Sinif I¢i Etkilesim Becerileri, 2- Sosyal Etkilesim Becerileri ve 3- Kisisel Etkilesim Becerileri
olmak tizere alt 6l¢ekleri bulunmaktadir. Testin puanlamasini yaparken 9 puanli Likert tipi 61¢ek kullanilmaktadir.
Toplanan puanlar test yonergesinde bulunan bir norm araliga doniistiiriilmektedir.

Adaptasyon ¢alismasinda tipik gelisen ¢ocuklardan ve ayirt ediciligi incelemek i¢in OSB olan ve zihinsel
yetersizligi olan katilimcilardan veri toplanmistir. Olgegin i¢ tutarlih@i icin Cronbach Alpha katsayilari
hesaplanmis ve elde edilen degerlerin .95 ile .98 arasinda oldugu gorilmiistiir. Test-tekrar test giivenirlik
analizinde toplam puanda ve alt test puanlarinda .99 diizeyinde giivenirlik elde edilmigtir. Son olarak ¢alismamizda
katilimcilara uygulanan PDBE puani i¢in elde edilen Cronbach Alpha katsayisi yiiksek gilivenilir bulunmustur (a
=.932).

Zihin Kurami Testleri

Okul cag1 katilimcilarinin ileri derece zihin kurami becerilerini degerlendirmek icin Cocuklar igin
Gozlerden ZK Testi, Garip Hikayeler Testi ve Gaf Testi bulunmaktadir. Bu aragtirmada Cocuklar i¢in G6zlerden
ZK ve Garip Hikayeler Testi kullanilmigtir. Testin ¢ocuklar i¢in gelistirilen formunun giivenirlik ¢aligmasinda
Alpha katsayisi .72 bulunmustur ve yap1 gegerligi yeterli diizeydedir (Girli, 2014). Bu ¢alismada ise katilimcilara
uygulanan zihin kurami dlgekleri igin Cronbach Alpha katsayisi hesaplanmis ve verinin oldukg¢a giivenilir
bulunmustur (a = .749).

Cocuklar I¢cin Gizlerden Zihin Kurami Testi

Yetiskin ve ¢cocuk formu bulunan test ilk olarak Baron-Cohen ve digerleri (1997) tarafindan ileri diizey
zihin kurami becerilerini degerlendirmek i¢in gelistirilmistir. Girli (2014) tarafindan Tiirk¢eye ¢evrilerek testin
psikometrik 6zellikleri incelenmistir. Siyah beyaz fotograflardan olusan testte, insan yiizliniin burun ve kaglara
olan kismi kullanilmistir. Fotograflarin dort kdsesinin her birinde duyguyu ifade eden bir kelime bulunmaktadir
(Girli, 2014). Her fotograf icin bir dogru cevap bulunmaktadir. Dogru cevaplarin konumu rastgele segilmistir.
Testin yetiskin formunda 36, ¢ocuk formunda 28 fotograf bulunmaktadir. Arastirmada aligtirma fotografiyla
birlikte 29 fotograf katilimciya gosterilerek cevaplari kaydedilmistir. Dogru cevap sayisi toplanarak
puanlanmaktadir.

Garip Hikayeler Testi

flk olarak Happe (1994) tarafindan ileri diizey zihin kurami becerilerini degerlendirmek igin
gelistirilmistir. Tk versiyonunda 12 hikdye konusu olmakla birlikte toplam 24 hikdye bulunmaktadir. Konular
yalan, beyaz yalan, saka, rol yapma, yanlis anlama, ikna, goriiniis/gerceklik, konusma sekli, alaycilik, unutma, blof
ve zit duygulardan olugsmaktadir. Ayrica alti1 adet kontrol fiziksel hikaye grubu da bulunmaktadir. Bu hikayeler
zihinsel durumlari igermemektedir, bunun yerine mekanik-fiziksel bir nedene sahip 6ngdriilemeyen bir sonucu
tanimlamaktadir. Hikaye sonunda iki soru sorulmaktadir. {1k olarak “Bu dogru mu?” ardindan “Neden?” seklinde
olmak tizere iki soru sorulmaktadir. O’Hare ve digerleri (2009) tarafindan 5-12 yas arasi ¢ocuklarla yapilan bu
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calisma Happe (1994) ¢alismasina benzemektedir. Karikatiirle birlikte sunulan hikayelerin sonunda “Bu dogru
mu?” seklinde bir soru sorulmakta ve ardindan “Neden?” sorusu eklenmektedir. Cinbay (2019) tarafindan 7-12
yas cocuklariyla yapilan ¢alismada, Garip Hikayeler testinin 8 + 8’lik versiyonunun Tiirk¢e uyarlamasi yapilmistir.
Zihinsel durum hikayeleri ileri diizey zihin kurami becerilerinden beyaz yalan, acindirma, bl6f, sugluluk duygusu
yaratma gibi becerileri degerlendirdiginden Garip Hikayeler testinden sadece sosyal hikayeler katilimcilara
uygulanmistir. Katilimeilar verdikleri cevaba gore 0 ile 2 arasi puan almaktadir. Alakasiz cevaplarda 0 puan
alirken, metinle alakasi ama zihinsel duruma atifta bulunmayan cevaplar i¢in 1 puan verilmektedir. Metinde gecen
zihinsel durumu igeren cevaplar i¢in 2 puan verilmektedir.

Veri Toplama ve Analizi

Veri toplama siirecinin Covid-19 pandemisine denk gelmesi sebebiyle okul ve rehabilitasyon
merkezlerinin kapalt olmasi sonucu verilerin bir kismi kartopu modeliyle toplanmigtir. Kartopu 6rneklem
modelinde bilgi alinan kaynak tarafindan diger bilgi kaynaklarina ulasilmaktadir (Noy, 2008). Yakin ¢evre
sorusturularak arastirma kriterlerini karsilayan tipik gelisen cocuklara ulagilmistir. Ulasilan katilimcilarin
cevrelerinden daha genis kitlelere ulasilmistir. Verilerin toplanmasi amaciyla TODIL ve zihin kuramu testleri igin
gerekli egitimler alinmistir. Verilerin toplanmasi tek oturumda ortalama 40 dakika siirmiistiir. Okullarin
acilmasryla Milli Egitim Miidiirliigiinden izin alinip aragtirma ilkdgretim okullarinda devam ettirilmistir. 7-9 yas
aras tipik gelisen ¢ocuklara dncelikle TODIL uygulanmustir. Dil becerilerinde gecikme bulunmayan katilimeilara
Garip Hikayeler Testi ve Cocuklar i¢cin Gozlerden ZK ve PDBE uygulanmistir. Ozel egitim ve rehabilitasyon
merkezine devam eden OSB tanili katilimcilarin dil becerilerinin asgari alti yas diizeyinde olup olmadigini
saptamak amaciyla katilimcilara TODIL uygulanmustir. Dil gelisimi en az alt1 yas diizeyinde bulunan ¢ocuklara
daha sonra Garip Hikayeler Testi ve Cocuklar igin Gozlerden ZK Testi ve PDBE uygulanmistir. PDBE
katilimceilarin 6gretmenleri tarafindan doldurulmustur. Pandemi kosullar1 sebebiyle verilerin toplanmasi bir yil
stirmiistiir. Okullarin agilmasiyla iki okuldan veriler toplanmistir. Her okuldan ortalama beg sinif ve her siniftan
ortalama 3-4 ¢ocuk arastirmaya dahil olmustur. Ailelerden izin almak amaciyla onam formu okul ve kurumlara
teslim edilmistir. OSB’li katilimecilardan veri toplamak amaciyla iki rehabilitasyon kurumuyla ¢alisilmistir. Testler
bireysel uygulanmustir.

Aragtirmayla ilgili elde edilen verilerin analizi IBM SPSS 26.0 paket programui ile yapilmistir. Verilerin
betimsel istatistikleri (aritmetik ortalama, medyan, standart sapma, maksimum ve minimum degerleri, frekans ve
ylizde) belirlenmistir. Verilerin dagilimlarinin normalligini test etmek icin Shapiro Wilk testi kullanilmistir ve
parametrik test kullanimi i¢in bir grupta 30 katilime1 ve iistii olmasi sarti aranmistir (Tabachnick & Fidell, 2013).
Bu dogrultuda OSB olan grupla (N = 16) ilgili olan tiim testlerde parametrik olmayan testler kullanilmistir. Boylece
OSB olan ve tipik gelisen ¢ocuklarla ilgili tiim karsilagtirmalarda Mann Whitney U ve OSB olan grupta test
puanlar arasindaki iliskiler Spearman korelasyon analizi ile incelenmistir. Tipik gelisim gosteren ¢ocuklarda (n =
46) test puanlar1 arasindaki iligkiler ise Pearson korelasyon analizi ile incelenmistir. Tiim analizler %95 giiven
araliginda, anlamlilik ise p < .05 diizeyinde degerlendirilmistir.

Bulgular

Bu boliimde, dncelikle ¢alismaya dahil edilen OSB olan ve tipik gelisim gosteren katilimcilarin TODIL
ve PDBE’nin alt o6l¢ek ve toplam puanlari, Garip Hikayeler ve Gozlerden ZK testleri bakimindan
kargilagtirilmasina iligkin bulgular sunulmustur. Ardindan her bir grupta uygulanan bu testler arasindaki
korelasyon bulgular1 sunulmustur.

Tipik Gelisim Gosteren ve OSB Olan Cocuklarin Dil, Pragmatik Dil ve Zihin Kurami Becerilerine Betimsel
Istatistikleri

Tipik gelisim gosteren ve OSB olan grubun testlerden aldiklar1 puanlara iligkin betimsel istatistikler ve
normal dagilima iliskin Shapiro Wilk testi bulgulari Tablo 1’de verilmistir.
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Tablo 1
Tipik Gelisim Gosteren ve OSB Olan Cocuklara Uygulanan Testlere Iliskin Betimsel Bulgular ve Shapiro Wilk Bulgular
Testler Gruplar N Ortanca Min. Maks.  Ort. SS  Carpiklik Basiklik Shapiro-Wilk p
. Tipikg. 46 245 19 28 2409 27  -0433 -0.790 0.936 013
TODIL CA OSB 16 185 11 24 1850 41  -0150 -1255 0921 172
. Tipikg. 46 245 0 35 2193 86 -0448  -0.666 0.932 01
TODIL CT 0SB 16 9 5 20 1131 66 1623 2515 0.823 006
. Tipikg. 46 31 22 35 3011 30 -0.658  0.006 0.951 053
TODIL BT 0SB 16 25 17 30 2425 39 -0452 -0.169  0.905 095
TODIL dilbilgisi  Tipikg. 46 100 74 127 10009 129 -0203  -0.729 0.972 327
bileske OSB 16 99 76 112 9631 106 -0493 -0.573 0.953 544
Gario hikaveler | TIPIKO. 46 8 0 14 848 33  -0403 -0.164 0.970 273
p hikay 0SB 16 O 0 10 200 36 1647 1129 0.614 <.001
) Tipikg. 46 16 7 22 1602 35 -0.477 -0.203 0.967 205
Gozlerden ZK 0SB 16 9 6 21 1038 43 1779  2.663 0.760 001
5 sfic Tipikg. 46 125 3 20 1207 43  -0297 -0.709 0.967 206
- Smitiel OSB 16 3 1 16 444 40 2061  4.283 0.744 .001
5 sosval Tipikg. 46 14 5 20 1339 43  -0.222 -0.563 0.958 093
- S0y OSB 16 5 3 17 650 42 1482 1352 0.791 .002
5 Kisisel Tipikg. 46 13 3 20 1233 45 -0229 -0.772 0.964 159
- Kis OSB 16 55 2 20 650 44 2065  5.403 0.798 .003
SDBE Tipikg. 46 395 15 60 3778 118 -0.199 -1.133 0.950 045
OSB 16 14 6 53 1744 115 2335 5961 0.724 <.001

Not: OSB = otizm spektrum bozuklugu; PDBE = Pragmatik Dil Becerileri Envanteri; P. kisisel = pragmatik beceriler kisisel etkilesim; P. smif
ici = pragmatik beceriler simf ici etkilesim; P. sosyal = pragmatik beceriler sosyal etkilesim; Tipik g. = tipik gelisen; TODIL BT = bigimbirim
tamamlama; TODIL CA = ciimle anlama; TODIL CT = ciimle tekrar etme.

Tablo 1 incelendiginde OSB olan katilimcilarmn CA, BT ve TODIL dilbilgisi bileske puanlari, tipik
gelisim gosteren gocuklarin ise BT, TODIL dilbilgisi bileske, Garip Hikayeler, Gdzlerden ZK, pragmatik beceriler
smif i¢i etkilesim, pragmatik beceriler sosyal etkilesim ve pragmatik beceriler kigisel etkilesim puanlarinin normal
dagilima uyum gosterdigi goriilmektedir (p > .05). Bunlarin disindaki test puanlart normal dagilim
gostermemektedir (p < .05; p < .01). Istatistiksel analizlerde gruplardan en az bir tanesinin normal dagilmadig1 ve
diger varsayimlarin (6r. N > 30) karsilanmadigi durumlarda non parametrik, tim gruplarin normal dagildigt
analizlerde ise parametrik testler kullanilmustir.

Tipik Gelisim Gosteren ve OSB Olan Grubun TODIL, PDBE, Gézlerden ZK ve Garip Hikayeler
Bakimindan Karsilastirilmasina iliskin Bulgular

OSB’li ve tipik gelisim gosteren katilimcilarin TODIL ve PDBE’nin toplam puani ve alt testleri ile
Gozlerden ZK ve Garip Hikayeler testleri bakimindan karsilastirilmasina iligkin Mann Whitney U bulgular1 Tablo
2’de sunulmustur. Tablo 2’ye gére tipik gelisen grubu, “TODIL Index” puani harig tiim test ve alt testlerde OSB
olan gruptan anlamli diizeyde yiiksek puanlar almislardir (p <.01) ve bu anlamli farkliliklarin etki biiytikliiklerinin
r>.05 ile yiiksek etki diizeyinde oldugu anlagilmaktadir.
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Tablo 2

Tipik Gelisim Gosteren ve OSB ’li.COCuklarda TODIL ve TODIL Alt Testlerinin, Zihin Kurami, PDBE ve PDBE Alt Testlerinin
Puanlarinin Karsilastiriimasina lligkin Mann Whitney U Bulgular

Testler Gruplar N Sira ortalamast Sira toplamui U Z p r
TODIL CA Tg’islég' By e P 965 -4387 <.00L -0.56
TODIL CT Tg’islég' ‘1‘2 i’ggi 126593%5 1175 -4037 <.001 -0.51
TODIL BT Tiopislég' ‘112 i;:gi’ 1272312 85 4574 <0l -051
TODIL dilbilgisi bileske Tg’is'ég' ‘1‘2 g?:gg 145313?55 207 1136 256 -0.14
Gozlerden ZK Tg’is'ég' ‘1‘2 i;gg 127409?55 1135 -4108 <.001 -0.52
Garip hikayeler Tg’g‘Bg' By e PN 84  -4506 <.001 -0.58
PDBE Tg’g‘Bg' ‘1‘2 1337.699 1270493'55 735 4741 <001 0.6
Sinif i¢i etkilesim TI(FD)ISEQ ;.12 i;gg 127]1]:55 75.5 -4719 <.001 -0.6
Sosyal etkilesim Tiopis'ég' ‘l‘g 3174%51 1273221 96  -4386 <.001 -0.56
Kisisel etkilesim Tig;'jag' ‘1‘2 135%97 1265957'55 1195 -4007 <.001 -0.51

Not: OSB = otizm spektrum bozuklugu; PDBE = Pragmatik Dil Becerileri Envanteri; Tipik g. = tipik gelisen; TODIL BT = bi¢imbirim
tamamlama; TODIL CA = ciimle anlama; TODIL CT = ciimle tekrar etme; ZK = zihin kuram.

Tipik Gelisim Gésteren Grubun TODIL, PDBE ve Zihin Kurami Becerileri Arasindaki Korelasyona Iliskin
Bulgular

Tipik Gelisen Grupta, TODIL BT alt testi, TODIL Index, PDBE alt testleri, Gozlerden ZK ve Garip
Hikayeler testleri arasindaki korelasyon bulgular1 Tablo 3’te sunulmustur. Tablo 3’e gore, tipik gelisen grupta,
oncelikle TODIL toplam puani ve alt testleri arasinda iliskilere bakildiginda tiimii arasinda, diisiik, orta ve giiclii
arasinda degisen, pozitif anlaml1 korelasyonlar vardir (.3 < r < .89). TODIL toplam puan1 ve alt testleri arasinda

iligkilere bakildiginda da, tiimii arasinda, gii¢lii ile ¢ok gii¢lii arasinda degisen, pozitif anlamli korelasyonlar vardir
(7<r<l).

Tipik gelisen grupta, testler arasindaki iliskilere bakildiginda yine ¢ok sayida anlamli bulunan iligki
oldugu gériilmektedir. Oncelikle TODIL dilbilgisi bileske ve alt testlerin puam1 ile Garip Hikayeler, Gozlerden ZK
ve PDBE’nin tiim alt testleri ve toplam puanlari arasinda pek ¢ok zayif, diisiik ve orta diizey arasinda degisen,
pozitif anlamli korelasyonlar vardir (.16 < r < .69). Ancak TODIL dilbilgisi bileske ve TODIL CA ile Garip
Hikayeler arasinda anlamli iliski bulunmamustir (p > .5).

Calismanin asil amact olan, zihin kurami testleri ile PDBE arasindaki iliskilere bakildiginda; Garip
Hikayeler ile PDBE’nin tiim alt testleri ve toplam puanlar1 arasinda pek ¢ok zayif ve diisiik diizey arasinda degisen,
pozitif anlamli korelasyonlar bulunmustur (.16 < r < .49). Oysa Gozlerden ZK ile PDBE’de hicbir anlamli iliski
bulunmamustir (p > .5). Garip Hikayeler ile Gozlerden ZK testleri arasinda da anlamli iliski bulunmamistir (p >
.5).
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Tablo 3

Tipik Gelisen Grupta Tt ODIL ve PDBE Toplam ve Tiim Alt Test Puanlar: ile Gézlerden ZK ve Garip Hikayeler
Testlerine Iliskin Pearson ve Spearman Korelasyon Testi Bulgular

TODIL TODIL  TODIL dT”(;%iI;i Garip  Gozlerden ~ PDBE PDBE PDBE  PDBE
CA CT BT bileske hikayeler ZK sinif sosyal kigisel  toplam

TODIL r  1.000

CA p

TODIL T 438 1.000

CT p  .002

TODIL r 312 479 1

BT p .03 .001

TODIL r .653 778 537 1

dilbilgisi

bileske p .000 .000 .000

Garip r 509 650 445 622 1

hikayeler p 000 .000 .002 .000

Gozlerden I .200 .330 .369 .207 232 1

ZK p .183 025 012 .168 121

PDBE I .382 .363 411 347 438 264 1

simf p .009 .013 .005 .018 .002 077

PDBE r 374 .361 .318 343 430 .262 .765 1

sosyal p .010 .014 .031 .020 .003 .079 .000

PDBE r .342 259 .397 217 .298 195 727 723 1

kisisel ~ p .020 .08 .006 147 .044 194 .000 .000

PDBE r .385 .352 405 .295 462 218 915 916 911 1.000

toplam  p .008 .017 .005 .047 .001 .145 .000 .000 .000

Not: PDBE = Pragmatik Dil Becerileri Envanteri; TODIL BT = bigimbirim tamamlama; TODIL CA = ciimle anlama; TODIL CT = ciimle
tekrar etme; ZK = zihin kurama.

OSB Olan Grubun TODIL, PDBE ve Zihin Kuram Becerileri Arasindaki Korelasyona iliskin Bulgular

OSB olan grupta TODIL ve PDBE toplam ve tiim alt test puanlari ile Gozlerden ZK ve Garip Hikayeler
testleri arasindaki iligkiye dair korelasyon testi bulgular1 Tablo 4°te verilmistir. Tablo 4’e gore, OSB olan grupta,
TODIL dilbilgisi bileske puan1 ve alt testleri arasindaki korelasyon bulgularma bakildiginda orta ile giiclii diizeyde
arasinda degisen anlamli pozitif iliski bulunmustur (.5 < r <.89). PDBE’nin toplam puani ve alt testleri arasindaki
korelasyon bulgularina bakildiginda; PDBE Kisisel alt testi harig¢ tiim incelenen iligkilerde orta ile giiglii diizeyde
arasinda degisen, anlamli pozitif iliski oldugu goriilmiistiir (.5 < r < .89). Kisisel alt testinde ise hi¢bir anlaml
iliski bulunmamustir (p > .5).

TODIL dilbilgisi bileske puan1 ve alt testleri ile zihin kurami testleri ve PDBE arasinda yalnizca dort
iliski anlamlidir (p <.5). Tiimii orta diizeyde, pozitif iligki bulunan korelasyonlardan biri Gozlerden ZK testinde,
diger ticii Garip Hikayeler testindedir (.5 < r <.69). Calismanin asil odagi olan, zihin kuramu testleri ile PDBE
arasinda hi¢bir anlamli iliski yoktur. Garip Hikayeler ile Gozlerden ZK testleri arasinda da anlamli iliski
bulunmamustir (p > .5).
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Tablo 4

OSB Olan Grupta T ODIL ve PDBE Toplam ve Tiim Alt Test Puanlari ile Gézlerden ZK ve Garip Hikayeler
Testlerine Iliskin Spearman Korelasyon Testi Bulgulart

TODIL TODIL TODIL dTilgill)Ii];i Garip Gozlerden PDBE PDBE PDBE PDBE
CA CT BT bi 9 hikayeler ZK siuf  sosyal  kisisel  toplam
ileske
TODiL r 1.000
CA 0
, -087  1.000
TODIL CT
p 750
, 456 423 1.000
TODIL BT
p .076 103
TODIL | 406 634 785 1.000
dilbilgisi
bileske =~ P 013 .008 .000
Garip ro 197 590 530 660 1.000
hikayeler 464 016  .035 .005
Géglerden T 349 072 542% 453 320 1.000
ZK p 185 790  .030 078 227
.004 208 204 246 298 136 1.000
PDBE simif
p  .989 439 449 358 263 615
PDBE r -19  .083 .090 -.043 216 276 806  1.000
sosyal p  .480 761 740 873 422 301 .000
PDBE ro 232 .081 226 134 184 293 169 307 1.000
Kisisel p .387 766  .399 621 495 270 531 247
PDBE r -007 113 252 103 262 348 704 893 584  1.000
toplam p .980 677 347 703 328 187 002 000 .018

Not: PDBE = Pragmatik Dil Becerileri Envanteri; TODIL BT = bi¢imbirim tamamlama; TODIL CA = ciimle anlama; TODIL CT = ciimle
tekrar etme; ZK = zihin kurama.

Tartisma

Bu arastirmada, OSB ve tipik gelisen ¢ocuklarin ileri diizey zihin kurami becerileriyle pragmatik
becerilerinin karsilagtirilmas1 amaglanmustir. Oncelikle iki grup zihin kurami ve pragmatik beceriler bakimindan
ve ek olarak, katilimci kriteri olarak degerlendirilen TODIL dilbilgisi bileske puanlari agisindan karsilastirilmistir.
Ayrica her grup iginde bu degiskenler arasindaki iligkiler incelenmistir. Bu boliimde elde edilen bulgular, alanyazin
dogrultusunda tartisilmistir.

Bu ¢alismada tipik gelisen ve OSB’li grupta zihin kuramini degerlendirmek i¢in Gozlerden ZK ve Garip
Hikayeler testi olmak tizere iki farkli test kullanilmistir. Calismada beklenildigi gibi OSB’li katilimeilar tipik
gelisen katilimcilara gore daha diisiikk performans gdstermistir. Zihin kuramindaki yetersizlikler OSB’nin temel
ozelliklerindendir (Leslie, 1987). Bu sebeple bu beklenen bir sonugtur. OSB’li katilimcilarda farkli yas gruplariyla
yapilan caligmalar incelendiginde OSB’li katilimcilarmn ileri diizey zihin kurami becerilerinde tipik gelisen
katilimceilara gore daha diisiik performans gosterdigi bulunmustur (Brent vd., 2004; Pedrefio vd., 2017). OSB’li
yetiskinler konugmacinin niyetlerini, diisiincelerini anlamakta ve aldatma, igneleme gibi ileri diizey zihin kuram
becerilerinde dnemli diizeyde zorluklar yasamaktadir (Mathersul vd., 2013). Velloso ve digerleri (2013) Garip
Hikayeler testini kullanarak yaptigi ¢aligmada OSB’li g¢ocuklarmn tipik gelisen akranlarina goére daha diisik
performans sergiledigini belirtmistir.

Incelenen diger ¢alismalardan farkli olarak Whyte ve digerleri (2014) tipik gelisen ve OSB’li grup
arasinda Gozlerden ZK testinde anlamli bir fark bulunmadigini bildirmistir. Zihin kurami testlerinden [Gozlerden
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ZK, Garip Hikayeler ve Faux Pass (Gaf Yapma)] farkli bulgular elde edilmesinin nedenleri incelendiginde, Ahmed
(2011) testlerin hepsinin zihin kurami becerilerini 6lgmek icin gelistirilmis olsa da her bir testin farkli yiiriitiicti
islev kaliplarindan faydalandigini belirtmistir. Sonug olarak bu ¢alismada OSB’li ¢ocuklarin ileri diizey zihin
kuramu testlerinden tipik gelisim gosteren ¢cocuklara gore daha diisiik diizeyde performans gostermeleri pek ¢ok
calismay1 (Kaland vd., 2008; White vd., 2009) desteklemektedir. Bu arastirmada OSB’li ¢ocuklarin tipik gelisen
cocuklara gore baskalarinin duygularini tanimlama ve anlamada daha c¢ok zorlandiklart sonucuna
ulasilabilmektedir. OSB’li ¢ocuklar blof yapma, acindirma, beyaz yalan gibi becerilerde tipik gelisen ¢cocuklara
gore daha ¢ok zorlanmaktadir. OSB’li ¢ocuklarin egitimi planlanirken bireysel ihtiyaglar dikkate alinarak
gerektiginde bu becerilere agirlik verilmesi dnerilmektedir.

Bu caligmada OSB’li katilimcilarin pragmatik dil becerilerinde tipik gelisim gosteren katilimcilardan
daha disiik performans gosterdigi bulunmustur. OSB’li bireylerin pragmatik becerilerde yasadig giigliikle ilgili
alanyazin, test edilen hemen hemen tim yonlerde ciddi sekilde bozulmus islevsellik konusunda garpici ve tutarlh
bir tablo sunmaktadir (Baron-Cohen, 1988). Bundan dolay1 OSB’li katilimcilarin diisiik performans gostermesi
tahmin edilebilir bir bulgudur. Filipe ve digerleri (2020) OSB’li gocuklarin pragmatik dil becerilerinde tipik
gelisim gosteren akranlarindan daha diisiik performans gosterdiklerini bulmustur. OSB’li ¢ocuklar baglamsal
ipuclarin1 anlama, sosyal baglamin kavranmasi gibi alanlarda (Lee vd., 2015) ve konusmacinin niyetini
anlayabilmek amacryla baglamsal bilgiden faydalanmakta (Wang vd., 2016) tipik gelisim gosteren ¢ocuklara gore
daha diisiik performans gostermektedir.

Bu c¢aligmanin baslica amaci zihin kurami becerileri ile pragmatik dil becerileri arasindaki iliskinin
incelenmesidir. OSB’li ve tipik gelisen katilimcilarda incelenen degiskenler arasindaki korelasyon bulgulari
incelendiginde iki temel farklilik dikkat gekmektedir. Tipik geligsen katilimcilarda pragmatik beceriler ile Garip
Hikayeler arasinda diisiik diizeyde pozitif yonde korelasyon bulunmustur. OSB’li katilimcilarda ileri diizey zihin
kurami becerileri ile pragmatik beceriler arasinda anlamli bir iliski bulunmamuistir. Ancak tipik gelisen grupta
pragmatik dil becerilerinin ileri diizey zihin kurami testlerinde farkli bir 6riintii ¢izdigi bulunmustur. Tipik gelisen
grupta pragmatik beceriler ile Garip Hikayeler testinden alinan puanlar arasinda anlaml bir iliski bulunurken
Gozlerden ZK testinden alinan puanlar arasinda anlamli bir iliski bir bulunmamustir. Zihin kuramu testlerinin farkl
bir oriintli c¢izmesinin sebebi olarak, testlerin farkli yiiriitiicii islev alanlarindan faydalaniyor olmasi
diisiiniilmektedir. Gozlerden ZK testi duygu tanimayi degerlendiren bir test oldugundan diger ileri diizey zihin
kuramu testlerine gore (Garip Hikayeler ve Gaf Yapma) daha az yiiriitiicli islev degiskenlerinden etkilenmektedir
(Ahmed, 2011).

fleri diizey zihin kuram1 becerilerinin, tipik gelisim gdsteren ¢ocuklarda pragmatik dil becerilerine katkida
bulundugunu destekleyen kanitlar bulunmaktadir (Whyte & Nelson, 2015). Bu aragtirmada elde edilen bulgulardan
farkli olarak Estrada (2019) pragmatik dil becerileri yiiksek olan OSB’li ¢ocuklarin zihin kuraminda daha basarili
olduklarint bulmustur. OSB’li ¢ocuklarda zihin kurami ve pragmatik beceriler arasinda anlamli bir iligki oldugunu
destekleyen diger aragtirmalar incelendiginde Baixauli-Fortea ve digerleri (2019) OSB’li ¢ocuklarin pragmatik dil
becerilerinin zihin kurami gelisimine katkida bulundugunu belirtmislerdir.

Pragmatik dil becerileri dilin sosyal kullanimiyla ilgili oldugu i¢in zihin kurami ve sosyal becerilerle ilgili
yapilan c¢aligmalar incelendiginde, OSB’li ¢ocuklarin zihin kuraminin sosyal becerilerle arasinda pozitif iliski
oldugu bulunmustur (Lerner vd., 2011). Pragmatik bir beceri olan ¢ocugun akranlariyla iletisim baglatma
yeteneginin OSB’li ¢ocuklarda zihin kuramu ile iligkili oldugu bulunmustur (Szumski vd., 2019). Benzer sekilde
Selimoglu da (2023) OSB’li grupta ZK ile pragmatik beceriler arasinda giiclii bir iliski bulmustur, oysa OOB ve
tipik gelisen bireylerde diisiik diizeyde bulmustur. Zihin kuraminin sosyal becerilerle olan iliskisine odaklanan
arastirmalar incelendiginde Giiven ve digerleri (2019) okul 6ncesi donem ¢ocuklarinin zihin kurami becerileri ve
sosyal problem ¢6zme becerileri arasinda pozitif anlamli bir iliski bulmuslardir. Sosyal becerilerin akran
etkilesimiyle olan iligkisi incelendiginde ise benzer sekilde Giirleyik ve Goziin-Kahraman (2019) okul 6ncesi
donem c¢ocuklarinda zihin kurammin akran etkilesimi tizerinde anlamli bir iliskisi oldugu bildirilmistir. Bu
aragtirmada tipik gelisen c¢ocuklarin Garip Hikayeler testinden aldiklar1 puanlar ile pragmatik dil becerileri
arasindaki iliski incelendiginde, bir zihin kurami becerisi ortaya koyanlarin, bdyle bir yetenek gdstermeyen
¢ocuklara gore pragmatik dil becerilerinde daha basarili olacaklar1 yoniindeki bulgular birgok arastirma tarafindan
desteklenmektedir (Whyte & Nelson, 2015). OSB’li ¢cocuklarin ileri diizey zihin kurami becerileri ve pragmatik
dil becerileri arasinda anlamli bir iliski bulunmamasi alanyazindan farklilik gostermektedir (Baron-Cohen, 1988;
Eisenmajer & Prior, 1991). Bu arasgtirmada pragmatik dil becerileri ve zihin kuramini degerlendirmek igin farkl
envanter ve testlerin kullanilmas1 (diger arastirmalarda pragmatik dil becerilerini degerlendirmek i¢in kullanilan
baz1 envanterlerin heniiz Tiirk¢e standardizasyonun bulunmamasi ve ileri diizey zihin kurami becerilerini
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degerlendirmek i¢in kullanilan gaf yapma testinin ¢alismaya dahil edilmemesi) ek olarak OSB’li katilimcilarin bu
calismada smurlt sayida ulasilmasinin literatiirden farkli sonuglar bulunmasina sebep oldugu diisiiniilmektedir.
Tipik gelisen grupta pragmatik beceriler ile Garip Hikayeler testinden alinan puanlar arasinda anlaml bir iliski
ctkmast ¢aligmanin asil amacini (zihin kurami ile pragmatik beceriler arasinda anlamli bir iligki bulundugu)
desteklemektedir. Bu ¢aligmada iki 6rneklem grubu incelenmistir, farkli 6rneklem gruplariyla (Down sendromu
ve zihinsel engelli bireylerle) ve daha genis katilimer sayilariyla yapilacak ¢aligmalarin zihin kurami ve pragmatik
beceriler arasinda anlamli bir iligki oldugu fikrini destekleyecegi diistiniilmektedir.

Bu c¢alismada OSB’li ve tipik gelisim gdsteren katilimcilarin dilbilgisi bileske puanlar ile ileri diizey
zihin kurami becerileri arasinda iliski incelendiginde, OSB’li ve tipik gelisim gosteren katilimcilarin dilbilgisi
bileske puanlari ile Garip Hikayeler puanlari arasinda pozitif anlamli bir iliski bulunmustur. OSB’1i ve tipik gelisen
katilimcilarda Gozlerden ZK ile dilbilgisi bileske puanlar1 arasinda anlamli bir iligki bulunmamustir. Aragtirmada
kullanilan Garip Hikayeler ile G6zlerden ZK testinin dilbilgisi bileske puanlariyla arasindaki iliski incelendiginde,
iki zihin kuramu testinin dilbilgisi bileske puanlariyla arasindaki iligkinin farkli bir oriintii sergiledigi goriilmiistiir.
Ozetle her iki grup i¢inde Garip Hikayeler testinden alinan puanlar ile dilbilgisi bileske puanlar1 arasinda anlaml
bir sonug bulunurken, Gézlerden ZK ile dilbilgisi bileske puanlar1 arasinda anlamli bir sonug¢ bulunmamustir. Garip
hikayeler testinin daha fazla s6zel gérevler icermesi iki zihin kurami testinde farkli sonuglar elde edilmesinin bir
sebebi olarak diistiniilmektedir.

Aragtirmalara bakildiginda Whyte ve digerleri (2014) OSB’li ve tipik gelisim gosteren ¢ocuklarda ileri
diizey zihin kurami becerilerinin, dil ve deyim anlama becerileriyle arasinda anlamli bir iligki bulundugunu
belirtmistir. Dil becerileriyle zihin kurami arasindaki iliskinin farkli yas gruplarinda farkli bir orlintii ¢izip
¢izmedigi incelendiginde Karakelle ve Ertugrul (2012) dil ve zihin kuramu iliskisinin farkli yas gruplarinda farkl
bir oriintii ¢izdigini bildirilmistir. Diger arastirmalarin aksine Devine ve Hughes (2016) orta gocukluk déneminde
sozel dil becerilerinin zihin kurami becerileri iizerindeki iliskiyi a¢iklamadigimmi bulmustur. Bu sonuglar
incelendiginde literatiirde, genel dil becerileriyle zihin kurami becerileri arasinda anlamli bir iligki olup olmadig:
konusunda farkli sonuclar oldugu gériilmektedir.

Bu calismada OSB’li ve tipik gelisim gosteren katilimcilarin dilbilgisi bileske puanlariyla pragmatik dil
becerilerine bakildiginda, tipik gelisim gosteren ¢ocuklarin dilbilgisi bileske puanlariyla pragmatik dil becerileri
arasinda diisiik diizey, pozitif anlamli bir iligki bulunmustur. Fakat OSB’li katilimcilarda dilbilgisi bileske puanlari
ile pragmatik dil becerileri arasinda anlamli bir iliski bulunmamistir. Bu ¢caligmada elde edilen bulgulardan farkli
olarak, OSB’li ¢ocuklarda dil becerileri ile pragmatik dil becerilerinin iligkili oldugunu destekleyen arastirmalar
bulunmaktadir. Ornegin, Baixauli-Fortea ve digerleri (2019) OSB’li gocuklarda pragmatik dil becerilerinin yapisal
dil ve zihin kuram1 becerilerinin geligsimini destekledigini belirtmistir. Benzer sekilde Fernandez (2013) tipik
gelisen ¢ocuklarin genel dil becerileriyle pragmatik dil becerileri arasinda pozitif ve anlamli bir iligki bulundugunu,
¢ocuklarin alict dil becerilerinin pragmatik dil becerileriyle iligkili oldugunu belirtmistir. Diger arastirmalarla
benzer sekilde Whyte ve Nelson (2015) OSB’li ve tipik gelisen ¢ocuklarda kelime dagarcigi ve sentaks becerileri
yiiksek olan g¢ocuklarin pragmatik dil becerilerinde de yiiksek performans gosterdiklerini bulmustur. Ayrica
calismada sentaks ve sozciik becerilerinin pragmatik dil becerilerinin bir yordayicisi oldugu bulunmustur.
Alanyazindaki bulgularin aksine bu ¢aligmada OSB’li ¢ocuklarda dilbilgisi bileske puanlari ile pragmatik dil
becerileri arasinda anlamli bir iligki bulunamamistir. Bu ¢alismada OSB’li katilimei sayisinin degerlendirilen diger
calismalardan daha az olmasi bulgularda farklilik olmasinin bir sebebi olarak diisiiniilebilmektedir. Ayrica
kullanilan dil testinin farkli olmasi ve ¢ok boyutlu bir beceri olan dil becerilerinin farkli boyutlariyla
degerlendirilmis olmasi (climle tekrar etme, cimle anlama ve bigimbirim tamamlama becerileri
degerlendirilmistir) arastirmalar arasinda farkliliklar olmasinin 6nemli bir sebebi olarak diigiiniilebilmektedir.

Sonuc, Smirhliklar ve Oneriler

Bu ¢alismada sonug olarak, beklendigi gibi, OSB’li grubun tipik gelisen gruba gore ileri derece zihin
kuram1 becerilerinde, pragmatik dil becerilerinde ve s6zel dil becerilerinde daha diisiik performans gdsterdigi
gorlilmistiir. Tipik gelisen ¢ocuklarin ileri derece zihin kurami becerilerini degerlendiren Garip Hikayeler
puanlartyla pragmatik dil becerileri arasinda anlamli bir iligki oldugu saptanmustir. Tipik gelisen ¢ocuklarin sozel
dil becerileriyle pragmatik dil becerileri arasinda pozitif yonlii, anlamli, diisiik diizeyde bir iliski bulunmustur.
OSB’li ve tipik gelisen g¢ocuklarin sozel dil becerileriyle Garip Hikayeler testinden aldiklar1 puanlar arasinda
pozitif yonlii, anlamli, orta diizeyde bir iligki bulunmustur. Bu bulgular OSB’li ve tipik gelisen ¢ocuklarin zihin
kurami, pragmatik ve sozel dil becerileri arasindaki iliskinin farkli bir oriintiiye sahip olabilecegine isaret
etmektedir.
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Calismanin bazi sinirliliklari s6z konusudur. Calismanin ilk sinirliligit OSB (N = 16) ve tipik gelisen (N =
46) gruplardaki katilimei sayisinin farkliligidir. Covid-19 pandemisi doneminde veri toplandigindan dolay1 OSB
olan bireylere ulasmada giicliik cekilmistir. Bu durumun bulgulara etkide bulunma potansiyeli olabilir. ikinci
smirliliga bakildiginda, pandemi kosullar1 sebebiyle degerlendirmeyi en kisa siirede tamamlama gabasiyla
cocuklarin ortama ve uygulayiciya alisma siiresi kisa tutulmak zorunda kalinmistir. Dolayisiyla bu durumun
ogrencinin performansini etkileme potansiyeli aragtirmanin bir sinirhiligidir. Arastirmanin diger bir sinirlilig ise
PDBE’nin farkl1 6gretmenler tarafindan yanitlanmis olmasidir. Ogretmenin 6grenciyi ne diizeyde taniyor oldugu
kontrol edilmemistir. Ozetle dgretmenlerin referans noktasi farkliliklarinin olmasi arastirmanin bir simrliligidir.
Zihin kuramini degerlendirmek i¢in kullanilan Garip Hikayeler testinin uygulama siiresini kisa tutmak adina,
sosyal ve fiziksel hikdye setlerinden sadece sosyal hikayeler kullanilmistir. Bu durum g¢ocuklarda zihin kurami
becerilerinin daha kapsamli degerlendirilmesini sinirlandirmistir.

Calismamizda s6z konusu sinirliliklardan yola ¢ikarak gelecek arastirmalarda daha biiyiik gruplardan veri
toplanmasi Onerilebilir. Uygulama alanina yonelik ise OSB’li ve tipik gelisen ¢ocuklarla yapilan egitim ve
terapilerde zihin kurami becerilerinin gelistirilmesine yonelik yapilan g¢alismalarda oncelikle ¢ocuklarin dil
becerilerine odaklanilmasinin ileri asamalarda bu cocuklarin zihin kurami gelistirmelerine olumlu katki
saglayacagi diigiiniilmektedir. Arastirma bulgularinda iki grupta farkli 6riintii sergileyen pragmatik dil ile zihin
kurami becerileri arasindaki iliskiler degerlendirme ve egitim/terapi programlar1 desenlenirken dikkate alinabilir.

Yazarlarin Katki Diizeyleri

Bu ¢aligma ikinci yazarin (Mehmet Emrah Cangi) danismanliginda birinci yazarin (Gamze Undzkan
Aksu) yiiksek lisans tezinden tiiretilmistir. Yazarlar ¢alismanin fikir, caligmanin desenlenmesi, verilerin analizi ve
yazma islemlerine esit katkida bulunmustur. Birinci yazar alanyazin taramasi ve veri toplama islemlerini
{istlenmistir. Ikinci yazar siipervizyon ve elestirel gdzden gegirme islemlerini iistlenmistir.

Tesekkiir

_ Arastirmaya goniilli olarak katilan tiim katilimcilara ve aragtirmanin yiriitiilmesinde destek veren Ozel
Bolge Ozel Egitim ve Rehabilitasyon Merkezine tesekkiir ederim.
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Abstract

Introduction: An outstanding research question is whether the interaction between theory of mind (ToM) and
pragmatic language skills differs in Autism Spectrum Disorder (ASD) and typical development. This study
investigated the relationship between ToM and pragmatics in individuals with ASD and children with typical
development (CTD) and between these skills and Test of Language Development (TOLD-TR) scores which were
determined as a participant criterion.

Method: Sixteen individuals with ASD with TOLD-TR test equivalent age 7;0-8;11 and 46 CTD aged 6;0-8;11
were included. Child Form of Reading the Mind in the Eyes Test (RMET), Strange Stories Test, and Pragmatic
Language Skills Inventory (PLSI) were used.

Findings: PLSI and RMET scores as well as PLSI and Strange Stories scores did not significantly correlate in the
ASD group. Nevertheless, in CTD, there were many weak-to-moderate level significant relationships between
Strange Stories and PLSI subtest scores. In both groups, there were significant relationships between all TOLD-
TR subtest scores and Strange Stories scores, except for TOLD-TR Syntactic Understanding in the ASD group.
Numerous weak-to-strong correlations between TOLD-TR and PLSI scores as well as between TOLD-TR and
ToM scores were found in the CTD group. In the ASD group, however, moderate-to-strong relationships between
Strange Stories and the TODIL composite, between Sentence Comprehension and Morpheme Completion, and
between RMET and Morpheme Completion.

Discussion: It emerged that groups could have different patterns of interaction between these variables. The lack
of correlation between ToM and pragmatics in ASD may be explained by the relatively small sample size and the
fact that the norm group of the PLSI was largely composed of CTD. Additionally, the importance of sentence and
syntax comprehension in ToM was revealed.

Keywords: Individuals with autism spectrum disorder, children with typical development, theory of mind,
pragmatic language skills.
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Introduction

Being able to connect with the outside world requires the ability to speak, listen, and communicate.
Language originates from one’s environment and is used as an instrument to understand (oneself and other people)
and be understood (Schull et al., 2021). Language consists of five components including semantics, syntax,
morphology, phonology, and pragmatics (Topbas, 2007). Pragmatic language skills are associated with the
appropriate use of language and involve going beyond the literal meaning to find out what the speaker actually
means with their speech and what can be inferred by the listeners from this speech (Doherty, 2008).

According to Diagnostic and Statistical Manual of Mental Disorders, Fifth Edition-5 (DSM-5), Autism
Spectrum Disorder (ASD) is a neurodevelopmental disorder that is characterized by difficulties in social
communication and interaction and limited, repetitive behaviors and areas of interest (American Psychiatric
Association [APA], 2013). ASD was defined for the first time in 1943 by Leo Kanner, and afterward, various
cognitive theories trying to explain certain aspects of the ASD phenotype, including Deficits in theory of mind
(ToM), Executive Functions (Executive Dysfunction), and Weak Central Coherence, have been proposed. These
cognitive theories have paved the way for studies about ASD (Rajendran & Mitchell, 2007; White, 2013).

To discuss briefly theories aiming to explain ASD in the cognitive sense, the cognitive function theory is
considered to be associated with limited/repetitive behaviors and areas of interest in the context of ASD. Regarding
the relationship between executive functioning skills and ASD, while Lopez et al. (2005) found a strong
relationship between some executive functioning skills (cognitive flexibility, working memory, and self-restraint)
and the restrictive and repetitive symptoms of ASD, they found no significant relationship between other executive
functioning skills (planning and perseverance) and these symptoms. Consequently, they stated that a cognitive
functioning model that consists of relatively strong aspects and shortcomings was the best predictor of restrictive
and repetitive ASD symptoms. Theories aiming to explain ASD usually focus on social limitations that are
observed in ASD. Weak central coherence theory was developed to explain both social and non-social limitations
in individuals with ASD. Individuals with ASD display deficits in terms of central coherence skills. Weak central
coherence is defined as the failure to see the big picture (Happe & Frith, 2006). It leads to disadvantages in the
performance of tasks that involve the interpretation of stimuli in terms of context and meaning (Frith & Happe,
1994).

ToM was proposed to predict a cognitive deficiency that can explain a significant number of social
limitations in individuals with ASD (Baron-Cohen et al., 1985). To explain the development of a ToM, researchers
have proposed various theories [Simulation Theory (Gopnik & Wellman, 1992), Theory-Theory (Gopnik &
Wellman, 1994), and Modular Theory (Scholl & Leslie, 1999)]. According to the Theory Theory, children
experience conceptual development regarding the mind around the age of four. This conceptual development is
shaped by experiences in daily life. With these changes and developments, the child forms theories and makes
assessments about their environment. This approach argues that a ToM develops through experiences rather than
growth (Gopnik & Wellman, 1992). According to simulation theory, there is no need for a ToM. By thinking about
what one would do in similar conditions, the individual can make inferences about how other individuals would
behave (Doherty, 2008). The more developed the introspection skills of the child are, the more successful the child
is in making inferences (Harris, 1992). Finally, modular theory argues that a ToM develops based on qualifications
that children have from birth. Children inherently have concepts such as belief and desire (Doherty, 2008).
Children have natural access to the utilization of these concepts (Scholl & Leslie, 1999). These qualifications or
functions that children innately have are called the theory of mind mechanism (TOMM).

ToM refers to the awareness that another individual can have cognitive conditions, knowledge, and
motivations that are different from those possessed by oneself. This allows the individual to communicate
effectively in the social sense and interact with their environment (Baron-Cohen et al., 1985). Communication is
a purpose, and individuals use language for this purpose. Considering the components of language, the pragmatic
language skills that are in question are also important in the social usage of language (Estrada, 2009). Most
communication processes mainly involve an information exchange by individuals to change the cognitive states
of each other. It does not seem possible to achieve robust communication without understanding each other’s
cognitive states. Pragmatics can be considered a ToM applied to language (Doherty, 2008).

In the literature on ToM, the relationships between ToM and several other fields have been investigated
for years. One of these fields involves language skills. Language is closely associated with the development of a
ToM (Milligan et al., 2007). Karakelle and Ertugrul (2012) examined the relationships between ToM skills and
working memory, language, and executive functions in two different age groups [younger (36-48) and older (53-
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72)] and reported that language skills predicted ToM skills positively. Speech in children is a prominent source of
evidence regarding the development of a ToM -the stage when children comprehend concepts such as desire and
belief. Studies on fields of language associated with ToM skills have not supported the idea that syntax skills are
required for the development of a ToM. It has been claimed that the thing that helps children adopt a ToM is
associated with language development as a whole and not with distinct components of language. As a reason for
this, one may think that a system is necessary to talk about and discuss cognitive states (Doherty, 2008). In studies
supporting the view that there are significant relationships between distinct fields of language and ToM skills, it
was emphasized that pragmatic language skills come to the fore in the social usage of language (Estrada, 2009).
Pragmatic language is at the intersection of social skills (Volden et al., 2009), and it was highlighted that there is
a strong connection between the ability to understand other minds and the social usage of language (Tager-
Flusberg, 2000). Therefore, the most frequently used measure of social perception is a ToM (Estrada, 2019). In
summary, many aspects of pragmatic language skills involve sensitivity to ToM skills (Baron-Cohen, 2001). ToM
is the most frequently investigated topic in relation to pragmatic language in ASD (Lam & Yeung, 2012).
Similarly, Berenguer et al. (2018) studied the influence of a ToM in the context of communication and emphasized
that the lack of a ToM is the most frequently researched topic along with pragmatic language skills. Connections
between ToM skills and pragmatic language skills, which have been demonstrated in not only children with ASD
but also other children, are considered evidence that these two sets of skills originate from the same cognitive
context (Tager-Flusberg, 2000). Whyte and Nelson (2015) stated that a ToM contributes to the development of
pragmatic language skills in the CTD.

Among studies conducted in Turkey, in the doctoral thesis study of Selimoglu (2023), the ToM, emotional
processing, and pragmatic language skills of individuals with ASD, those with specific learning disabilities (SLD),
and CTD were investigated. In the study, the Peabody Picture Vocabulary Test, the First- and Second-Order ToM
Tests, the Reading the Mind in the Eyes Test (RMET-Children’s Version, 6-16), the Test of Perception of Affect
via Nonverbal Cues (TPANC), and the Pragmatic Language Skills Inventory were utilized to collect data. The
author reported that the ASD group had lower scores on all tests. In the ASD group, strong relationships were
identified between the ToM skills of the participants and their pragmatic language skills and emotional processing.
These relationships were found to be weak in the SLD and CTD. Akkaya (2018) investigated the ToM and
language skills of children with hearing loss and those with CTD aged 4-5. They reported that receptive language
skills predicted ToM skills in the CTD, while pragmatic language skills and receptive language skills predicted
ToM skills in children with hearing loss.

Studies investigating the relationship between ToM and language skills have mostly focused on the
connections between ToM skills and three areas of language development (pragmatics, semantics, and
morphology) (Miller, 2006; Milligan et al., 2007). It was stated that language skills as a whole are an important
precursor for the development of a ToM in both ASD cases and other clinical groups (Durrleman et al., 2022).
Lam and Yeung (2012) reported that although children with ASD showed high performance in language skills,
they displayed shortcomings in terms of pragmatic language skills. Children with ASD have deficiencies in
pragmatic and ToM skills (Baron-Cohen et al., 1985). Tager-Flusberg (2000) found a strong and significant
relationship between ToM skills and the social usage of language.

In the context of the development of ToM and pragmatic language skills, among ToM skills, irony
comprehension develops in children at around 13 years of age (Baron-Cohen, 2001), while Nilsen et al. (2011)
defined irony comprehension skills as social-communicational skills that allow thinking on pragmatic goals
regarding the usage of false discourse (e.g., criticism, joking, ridicule). Losh et al. (2012) studied social
communication and ToM skills in male children with ASD and identified a significant relationship between
pragmatic language skills and ToM skills.

Considering all aforementioned studies as a whole, although pragmatic language skills and ToM skills
have been found to be associated (Estrada, 2009), it is seen that there are very few studies examining the topic
particularly in Turkish-speaking individuals (Karakelle & Ertugrul, 2012; Selimoglu, 2023). For this reason, the
primary purpose of this study was to investigate the relationships between ToM skills (RMET and Strange Stories
Tests) and pragmatic language skills (general and subtests) among children with ASD and CTD. Another objective
was to compare the ToM skills and pragmatic language skills of children with ASD and CTD. TOLD-TR Grammar
Total scores were also included in the analyses as a participation criterion, and they were used as a variable in the
analyses of relationships and comparison. The research questions of this study were as follows: (a) Is there a
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relationship between ToM skills and pragmatic language skills in the ASD and TDC groups? (b) If there is a
relationship, does this relationship present different patterns between these two groups?

Method
Design of the Study

The purpose of the correlational design in this study was to compare the ToM skills and pragmatic
language skills between individuals with ASD and the CTD group. A correlational design aims to assess whether
a simultaneous change occurs between two or more variables and the degree of a relationship if any (Karasar,
2007).

Study Group

Approval was obtained for this study with the decision of Uskiidar University Ethics Committee
numbered 61351342/May 2021-41. The sample of the study included 46 participants who were students at a
primary school affiliated with the Istanbul Provincial Directorate of National Education and showed CTD and 16
participants diagnosed with ASD who were receiving education at special education and rehabilitation centers.
The inclusion criteria for the CTD were being 7;0-8;11 years old, having normal language development levels,
and not having any developmental, neurological, psychiatric, auditory, or language-speech disorders. The
inclusion criteria for the ASD group were being diagnosed with ASD, being aged 6;0-8;11 according to TOLD-
TR criteria, and not having any diagnosis other than ASD based on student files including various reports and
meetings with their teachers. The age and sex information of the 46 participants in the CTD is presented in Table
1.

Because data were collected during the COVID-19 pandemic period, the participants in the CTD group
were selected by convenience sampling and snowball sampling. Consequently, 46 CTD who were 7 and 8 years
old and met the inclusion criteria were reached. While 16 (34.8%) of these children were girls, 30 (65.2%) were
boys. Twenty-eight (60.87%) of the children in this group were 7 years old, whereas 18 (39.13%) were 8 years old
(age (years), X =7.39; SD = 0.49).

Individuals with ASD were reached via special education and rehabilitation centers and occupational
social media groups for speech and language therapy. Again, using the convenience sampling and snowball
sampling methods, the ASD group included 16 participants diagnosed with ASD whose chronological ages were
between 8 and 26 years, with TOLD-TR equivalent ages in the range of 6;0-8;11. While 15 (93.8%) of the
participants in the ASD group were male, 1 (6.3%) was female. The ASD group included 1 participant who was 8
years old, 1 participant aged 9, 2 participants aged 10, 4 aged 11, 1 aged 12, 2 aged 13, 1 aged 14, 1 aged 15, 1
aged 16, 1 aged 21, and 1 aged 26 (age (years), X = 13.19; SD = 4.64).

Data Collection Tools
Personal Information Form

The Personal Information Form was developed by the researchers to collect information about the
participants of the study. This form was used to obtain demographic data including age and sex. Data on the
presence of a diagnosis in individuals to be included in the ASD group and whether they had another disorder, the
presence of any disorder in individuals to be included in the CTD group, and data to screen individuals for the
inclusion criteria were obtained by examining student files and contacting teachers.

Test of Language Development (TOLD-TR)

In this study, TOLD-TR was used to determine whether the verbal language skills of the participants with
CTD matched age-based norms and match the participants with ASD to CTD in terms of the former’s language
skills (equivalent age of language development 6;0-8;11). TOLD-TR is a version of the Test of Language
Development, Primary: Fourth Edition (TOLD-P:4; Hammill & Newcomer, 2008) that was adopted into Turkish
by Topbas and Giiven (2013). The scale is a standardized and norm-referenced assessment instrument that aims to
measure the receptive and expressive language skills of children between the ages of 4;0 and 8;11. The test consists
of 6 main subtests (Picture Vocabulary, Relational Vocabulary, Oral Vocabulary, Syntactic Understanding,
Sentence Imitation, Morphological Completion) and 3 additional subtests (Word Discrimination, Word Analysis,
and Word Articulation) (Giiven, 2015).

Unodzkan-Aksu & Cangi 2024, 25(1)



THE RELATIONSHIP BETWEEN THEORY OF MIND AND PRAGMATIC LANGUAGE SKILLS IN INDIVIDUALS WITH 37
AUTISM SPECTRUM DISORDER AND CHILDREN WITH TYPICAL DEVELOPMENT

In this study, to determine Grammar Total scores, the Syntactic Understanding, Sentence Imitation, and
Morphological Completion subtests of the scale were applied. Among these subtests, the Syntactic Understanding
subtest consists of 30 items and assesses the syntax aspect of language and sentence comprehension. A sentence
is read for the child, and the child is asked to find the picture associated with the sentence from among 3 pictures.
The Cronbach’s alpha and test-retest reliability coefficients of the subtest were found as .90 and .80, respectively.
The Sentence Imitation subtest consists of 36 items and assesses the syntax aspect of language. The Cronbach’s
alpha and test-retest reliability coefficients of the subtest were found as .96 and .94, respectively. The
Morphological Completion subtest consists of 38 items and assesses the relationships between the syntax and
morphological aspects of language. The Cronbach’s alpha and test-retest reliability coefficients of the subtest were
found as .96 and .95, respectively. Moreover, Cohen’s Kappa coefficients were calculated to test the agreement
between two raters, and a high level of agreement was determined (K = 0.92, p < .00). Finally, Cronbach’s alpha
coefficient of the TOLD-TR Total scores in our study was calculated, and it was determined that the collected data
were highly reliable (a = 0.782).

In the CTD in this study, the raw TOLD-TR scores of the participants were converted to weighted scores
equivalent to their chronological ages, and their TOLD-TR Grammar Total scores were obtained by summing their
weighted scores. The TOLD-TR Grammar Total scores of the participants in the ASD group were calculated based
on criteria for the equivalent age of 6.

Pragmatic Language Skills Inventory (PLSI)

PLSI was developed by Gilliam and Miller (2006) to assess the pragmatic language skills of participants
aged 5to 12. Alev et al. (2014) adapted the scale into Turkish. It is a 45-item norm-referenced scale that is based
on the observations of the teacher regarding the behaviors of the child. The 45 items are divided into 15-item
subscales, namely, Classroom Interaction Skills, Social Interaction Skills, and Personal Interaction Skills. Each
item is scored on a 9-point Likert-type scale. The total scores of all items are converted to a norm range according
to the instructions for the application of the test.

In the adaptation study of the scale, data were collected from CTD, as well as children with ASD and
those with mental disability to examine the discriminatory power of the scale. The Cronbach’s alpha internal
consistency coefficients of the scale were found to be in the range of .95 to .98. Its test-retest reliability coefficients
for the total scale and all subscales were found to be .99. In our study, the Cronbach’s alpha coefficient found for
the PLSI scores of the participants was determined to indicate high reliability (o = 0.932).

ToM Tests

Tests that are used to evaluate the advanced ToM skills of school-age participants include the RMET, the
Strange Stories Test, and the Faux Pas Detection Test. In this study, the RMET for Children and the Strange Stories
Test were utilized. In the reliability testing study of the form of the RMET Test developed for children, its
Cronbach’s alpha coefficient was reported as .72, and its construct validity was on an acceptable level (Girli,
2014). In this study, Cronbach’s alpha coefficients were calculated for the ToM tests administered to the
participants, and the data were determined to be highly reliable (a = 0.749).

Child form of Reading the Mind in the Eyes Test (RMET)

The test, which has forms for adults and children, was initially developed by Baron-Cohen et al. (1997)
to evaluate advanced ToM skills. It was translated into Turkish by Girli (2014), who tested its psychometric
properties. In the test, which consists of grayscale photographs, the part of the human face consisting of the nose
and the eyebrows is used. In each of the four corners of a photograph, a word referring to an emotion is written
(Girli, 2014). Each photograph has only one correct option. The positions of the correct answers are randomly
allocated. The form of the test for adults includes 36 photographs, while the form for children includes 28
photographs. In this study, 29 photographs with the inclusion of a practice photograph were shown to the
participants, and their responses were recorded. The test is scored by determining the number of correct answers.

Strange Stories Test

The test was initially developed by Happe (1994) to evaluate advanced ToM skills. Its first version
includes a total of 24 stories and 12 story topics. These topics are lie, white lie, joke, pretense, misunderstanding,
persuasion, appearance/reality, figure of speech, irony, forgetting, double bluff, and contrary emotions. It also
includes six control stories requiring the understanding of physical states. These stories do not cover mental states,
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but each one defines an unpredictable outcome that has a mechanical-physical cause. After each story, two
questions are asked, including “Is this correct?” and “Why?” A study that was conducted by O’Hare et al. (2009)
with children aged 5-12 was similar to the study conducted by Happe (1994). In the former, the same questions
are asked at the end of stories which are provided along with cartoons. In the study that was carried out by Cinbay
(2019) with children at the ages of 7 to 12, the 8+8 version of the Strange Stories Test was adapted into Turkish.
Because mental state stories evaluate skills among advanced ToM skills such as white lie, pity, bluff, and making
someone feel guilty, only the social stories in the Strange Stories test were presented to the participants. A
participant is given a score between 0 and 2 based on their response. While an unrelated response is given 0 points,
a response that is related to the text but does not refer to the relevant mental state is given 1 point, and a response
that refers to the relevant mental state is given 2 points.

Data Collection and Analysis

Because schools and rehabilitation centers were shut down due to the ongoing COVID-19 pandemic
period, some of the data were collected using the snowball sampling method. In the snowball sampling method, a
source that provides data is used to contact other sources of data (Noy, 2008). By contacting the researcher’s close
circle, CTD who satisfied the inclusion criteria were reached. A broader sample was reached via the people around
the participants who were contacted. The necessary training to apply TOLD-TR and the ToM tests to collect the
data. A single session of data collection lasted about 40 minutes. When the schools were opened again, the study
was continued in primary-secondary schools with the permission of the Provincial Directorate of National
Education. CTD aged 7-9 were first administered TOLD-TR. Those who did not have a delay in their language
skill development were administered the Strange Stories Test, RMET for Children, and PLSI. To determine
whether individuals with a diagnosis of ASD who were receiving education at special education and rehabilitation
centers had a minimum language skill level equivalent to that of six-year-old children, TOLD-TR was
administered. Those who were determined to have language skills levels equivalent to at least the six-year-old
level were administered the Strange Stories Test, RMET for Children, and PLSI. PLSI forms were filled out by
the teachers of the participants. Due to the ongoing pandemic conditions, it took approximately a year to collect
data. Data were collected from two schools when they were opened again. Five classrooms from each school and
3-4 children from each classroom were included on average. The consent form was delivered to the schools and
institutions to obtain the permission of the families. To collect data from participants with ASD, collaborations
were made with two special education and rehabilitation centers. The tests were applied individually.

The data that were collected in the study were analyzed using the IBM SPSS 26.0 package program. The
descriptive statistics of the data (mean, median, standard deviation, maximum, minimum, frequency, and
percentage values) were calculated. The Shapiro-Wilk test was used to test the normality of the distribution of the
data, and the condition for using parametric tests was determined as at least 30 participants in a group (Tabachnick
& Fidell, 2013). Therefore, non-parametric tests were used in all analyses conducted for the ASD group (N = 16).
Here, the Mann-Whitney U test was used to compare all parameters between the ASD and CTD groups, while the
relationships between the test scores and other parameters in the ASD group were tested using Spearman’s
correlation analyses. The relationships between the test scores and other parameters in the CTD, on the other hand,
were tested using Pearson’s correlation analyses. The results of all analyses were interpreted in a 95% confidence
interval and at a significance level of p <.05.

Results

This section firstly presents the TOLD-TR total and subtest scores and the PLSI total and subscale scores
of the participants in the ASD and CTD groups and the results of the comparisons of these scores based on their
Strange Stories and RMET scores. Afterward, the results of the correlation analyses of the test scores in each group
are shown.

Descriptive Statistics of the Language Skills, Pragmatic Language Skills, and ToM Skills of the ASD and
CTD Groups

Descriptive statistics and Shapiro-Wilk normal distribution test results of the scores of the two groups are
displayed in Table 1. As seen in Table 1, the SU, MC, and TOLD-TR Grammar Total scores of the participants in
the ASD group and the MC, TOLD-TR Grammar Total, Strange Stories Test, RMET, Pragmatic Language Skills-
Classroom Interaction, Pragmatic Language Skills-Social Interaction, and Pragmatic Language Skills-Personal
Interaction scores of the CTD group were normally distributed (p > .05). Test scores other than these were non-
normally distributed (p < .05; p <.01). In the statistical analyses, non-parametric tests were used when at least one
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of the groups had non-normally distributed data or when other assumptions (e.g., N > 30) were not met. Parametric
tests were used when all groups had normally distributed data.

Table 1
Descriptive Statistics and Shapiro-Wilk Normal Distribution Test Results of the Test Scores of the CTD and ASD Groups
Tests Groups N Median Min. Max. X SD  Skewness Kurtosis  Shapiro-Wilk p
CTD 46 245 19 28 24.09 27 -0.433  -0.790 0.936 .013
TOLD-TR SU ASD 16 185 11 24 18.50 4.1 -0.150 -1.255 0.921 172
CTD 46 245 0 35 2193 86 -0.448  -0.666 0.932 .01
TOLD-TRSI ASD 16 9 5 29 11.31 6.6 1.623 2.515 0.823 .006
CTD 46 31 22 35 30.11 3.0 -0.658 0.006 0.951 .053
TOLD-TRMC ASD 16 25 17 30 24.25 3.9 -0.452 -0.169 0.905 .095
TOLD-TR CTD 46 100 74 127 100.09 129 -0.203 -0.729 0.972 327
grammar total ASD 16 99 76 112 96.31 10.6 -0.493 -0.573 0.953 544
Strange stories CTD 46 8 0 14 8.48 3.3 -0.403 -0.164 0.970 273
9 ASD 16 0 0 10 2.00 3.6 1.647 1.129 0.614 <.001
RMET CTD 46 16 7 22 16.02 35 -0.477 -0.203 0.967 .205
ASD 16 9 6 21 10.38 4.3 1.779 2.663 0.760 .001
P classroom CTD 46 125 3 20 12.07 4.3 -0.297 -0.709 0.967 0.206
' ASD 16 3 1 16 4.44 4.0 2.061 4.283 0.744 .001
P social CTD 46 14 5 20 1339 43 -0.222  -0.563 0.958 .093
' ASD 16 5 3 17 6.50 4.2 1.482 1.352 0.791 .002
P personal CTD 46 13 3 20 12.33 4.5 -0.229 -0.772 0.964 159
P ASD 16 55 2 20 6.50 4.4 2.065 5.403 0.798 .003
PLSI CTD 46 395 15 60 3778 118 -0.199  -1.133 0.950 .045
ASD 16 14 6 53 1744 115 2.335 5.961 0.724 <.001

Note: ASD = autism spectrum disorder; CTD = children with typical development; PLSI = Pragmatic Language Skills Inventory; P. classroom
= pragmatic language skills, classroom interaction; P. social = pragmatic language skills, social interaction; P. personal = pragmatic language
skills, personal interaction; RMET = child form of reading the mind in the eyes test; TOLD-TR MC = morphological completion; TOLD-TR
SI = sentence imitation; TOLD-TR SU = syntactic understanding.

Results of the Comparisons of the CTD and ASD Groups Based on Their TOLD-TR, PLSI, RMET, and Strange
Stories Scores

The results of the Mann-Whitney U tests conducted for the comparison of the ASD and CTD groups in terms
of their TOLD-TR and PLSI total and subtest/subscale scores, RMET scores, and Strange Stories Test scores are shown
in Table 2.

Table 2

Comparisons of the TOLD-TR Total and Subtest, PLSI Total and Subscale, RMET, and Strange Stories Scores of the CTD and
ASD Groups

Tests Groups N Mean rank Sum of ranks U Z p r
CTD 46 374 1720.5
- . -4, < . -0.
TOLD-TR SU ASD 16 1453 2325 96.5 4.387 001 0.56
TOLD-TR SI cTD 46 36.95 16995 1175 -4.037 <.001 -0.51
ASD 16 15.84 2535
CTD 46 37.65 1732
TOLD-TRM 4.574 <.01 -0.51
° ¢ ASD 16 13.81 221 8 > 0 05
CTD 46 33.03 1519.5
TOLD-TR grammar total 297 1.136 .256 -0.14
ASD 16 27.09 4335

Unodzkan-Aksu & Cangi 2024, 25(1)



THE RELATIONSHIP BETWEEN THEORY OF MIND AND PRAGMATIC LANGUAGE SKILLS IN INDIVIDUALS WITH 40
AUTISM SPECTRUM DISORDER AND CHILDREN WITH TYPICAL DEVELOPMENT

Table 2 (continiue)

Tests Groups N Mean rank Sum of ranks U z p r
RMET CTD 46 37.03 17035 1135 -4.108 <.001 -0.52
ASD 16 15.59 249.5
. CTD 46 37.67 1733
-4, <. -0.
Strange stories ASD 16 13.75 220 84 4.596 001 0.58
PLSI CTD 46 37.9 17435 735 -4.741 <.001 -0.6
ASD 16 13.09 209.5
Classroom interaction cTD 46 37.86 17415 755 -4.719 <.001 -0.6
ASD 16 13.22 2115
Social interaction CTD 46 37.41 1721 96 -4.386 <.001 -0.56
ASD 16 145 232
Personal interaction CTD 46 36.9 1697.5 119.5 -4.007 <.001 -0.51
ASD 16 15.97 255.5

Note: ASD = autism spectrum disorder; CTD = children with typical development; PLSI = Pragmatic Language Skills Inventory; RMET =
child form of reading the mind in the eyes test; TOLD-TR MC = morphological completion; TOLD-TR SI = sentence imitation; TOLD-TR
SU = syntactic understanding.

Results of the Correlation Analyses on the TOLD-TR Scores, PLSI Scores, and ToM Skills of the CTD

Group

The results of the correlation analyses that were conducted to identify the relationships between the
TOLD-TR MC, TOLD-TR Grammar Total, PLSI subscale, RMET, and Strange Stories scores of the CTD group

are presented in Table 3.

Table 3

Pearson and Spearman Correlation Test Results on the Relationships between the TOLD-TR and PLSI Total and
All Subtest/Subscale Scores, RMET Scores, and Strange Stories Scores of the CTD Group

TOLD-TR

TOLD- TOLD- TOLD- Strange PLSI PLSI PLSI PLSI
TR SU TRSI  TRMC gr?(r;:g:ar stories RMET classroom  social personal  total

TOLD-TR r 1.000
SU p
TOLD-TR r 438 1.000
Sl p  .002
TOLD-TR r 312 479 1
MC p .035 .001
TOLD-TR r .653 778 537 1
grammar
total p .000 .000 .000
Strange r .509 .650 445 .622 1
stories p  .000 .000 .002 .000

r .200 .330 .369 .207 232 1
RMET

p .183 .025 .012 .168 121
PLSI r .382 .363 411 .347 438 .264 1
classroom  p .009 .013 .005 .018 .002 .077

. r 374 .361 .318 .343 430 .262 .765 1

PLSI social

p .010 .014 .031 .020 .003 .079 .000
PLSI r .342 .259 .397 217 .298 195 727 723 1
personal p .020 .082 .006 147 .044 194 .000 .000

r .385 .352 405 .295 462 218 915 916 911 1.000
PLSI total

p .008 .017 .005 .047 .001 .145 .000 .000 .000

Note: PLSI = Pragmatic Language Skills Inventory; RMET = child form of reading the mind in the eyes test; TOLD-TR MC = morphological
completion; TOLD-TR SI = sentence imitation; TOLD-TR SU = syntactic understanding.
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As seen in Table 3, first of all, significant weak, moderate, and strong positive correlations were found
between the TOLD-TR total scores of the CTD group and their scores in all subtests (.3 < » <.89). Strong-to-very
strong positive and significant correlations were found between the PLSI total scores of the participants and their
scores in all subscales (.7 < r < 1). Moreover, in the CTD group, there were multiple significant relationships
between the scores of the participants in different tests. First, the TOLD-TR Grammar Total and TOLD-TR subtest
scores of the participants had multiple moderate, weak, and very weak significant correlations with their Strange
Stories, RMET, PLSI total, and all PLSI subscale scores (.16 < r < .69). However, there was no significant
relationship between the TOLD-TR Grammar Total and TOLD-TR SU scores of the participants and their Strange
Stories scores (p > .05).

Considering the relationships between the scores of the participants in the ToM tests and their PLSI scores
as the primary objective of the study, positive and significant correlations with degrees varying from very weak
and weak were identified between Strange Stories scores and scores on the overall PLSI and all PLSI subscales
(.16 <r<.49). On the other hand, there was no significant relationship between RMET and PLSI total or subscale
scores (p > .05). There was also no significant relationship between Strange Stories and RMET scores (p > .05).

Results of the Correlation Analyses on the TOLD-TR Scores, PLSI Scores, and ToM Skills of the ASD
Group

The results of the correlation analyses that were conducted to identify the relationships between the
TOLD-TR and PLSI total and subtest/subscale scores, RMET scores, and Strange Stories scores of the ASD group
are presented in Table 4.
Table 4
Spearman Correlation Test Results on the Relationships between the TOLD-TR and PLSI Total and All
Subtest/Subscale Scores, RMET Scores, and Strange Stories Scores of the ASD

TOLD-TR

TOLD- TOLD- TOLD- Strange PLSI PLSI PLSI PLSI
TR SU TRSI TRMC gre:(r)rtlgar stories RMET classroom  social  personal  total
TOLD-TR *  1.000
SuU p .
TOLD-TR -.087 1.000
SI p 750 .
TOLD-TR 456 423 1.000
MC p .076 .103 .
TOLD-TR r .606 .634 785 1.000
f;farfmar p 013 008 .000
Strange r 197 .590 .530 .660 1.000
stories p 464 .016 .035 .005 .
r .349 .072 .542 453 320 1.000
RMET p 185 790 .030 .078 227 .
PLSI r .004 208 204 246 .298 136 1.000
classroom P .989 439 449 .358 263 .615 .
PLSI r =190 .083 .090 -.043 216 276 .806 1.000
social p 480 761 740 .873 422 301 .000 .
PLSI r 232 .081 226 134 184 293 .169 .307 1.000
personal pr .387 766 .399 .621 495 270 531 247 .
r  -.007 113 252 .103 262 .348 704 .893 .584 1.000
PLSI total
p .980 677 .347 703 328 187 .002 .000 .018

Note: PLSI = Pragmatic Language Skills Inventory; RMET = child form of reading the mind in the eyes test; TOLD-TR MC = morphological
completion; TOLD-TR SI = sentence imitation; TOLD-TR SU = syntactic understanding.

As seen in Table 4, there were moderate-to-strong, significant, and positive correlations between the
TOLD-TR Grammar Total and TOLD-TR subtest scores of the ASD group (.5 << .89). The total PLSI scores of
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the participants in the ASD group had significant, positive, and moderate-to-strong correlations with their PLSI
subscale scores, except for the PLSI Personal Interaction subscale (.5 < <.89). The Personal Interaction subscale
scores of the participants were not significantly associated with their total PLSI scores (p > .05).

Only four relationships between the TOLD-TR Grammar Total scores and TOLD-TR subtest scores of
the participants and their ToM test and PLSI scores were statistically significant (p < .05). Among the significant
correlations, all of which were moderate and positive, one involved RMET scores, and the remaining three
involved Strange Stories scores (.5 < r < .69). Considering the study's primary objective, there was no significant
relationship between the ToM test scores and PLSI scores of the participants in the ASD group. These Strange
Stories and RMET scores of the participants in this group were also not significantly related to each other (p >
.05).

Discussion

In this study, it was aimed to compare the advanced ToM skills and pragmatic language skills of
individuals with ASD and CTD groups. First of all, the two groups were compared based on their ToM skills and
pragmatic language skills, as well as their TOLD-TR Grammar Total scores, which were included as an inclusion
criterion. The relationships between these variables were also examined within each group. In this section, the
results that were obtained in this study are discussed alongside those reported in other studies in the relevant
literature.

In this study, two different tests were used to assess ToM skills in the CTD and ASD groups, namely the
RMET and Strange Stories tests. As expected, the participants in the ASD group performed poorer than those in
the CTD group. Deficiencies in ToM skills are among the main characteristics of ASD (Leslie, 1987). This is why
the aforementioned result was expected. In studies conducted with participants with ASD in different age groups,
individuals with ASD have been found to show lower performance than those with CTD in the context of ToM
skills (Brent et al., 2004; Pedrefio et al., 2017). Adults with ASD have considerable difficulty in advanced ToM
skills, such as comprehending the intent and thoughts of a speaker, bluffing, and irony (Mathersul et al., 2013). In
the study they conducted using the Strange Stories Test, Velloso et al. (2013) reported that children with ASD
showed lower performance compared to their typically developing peers.

In contrast to other examined studies, Whyte et al. (2014) could not identify a significant difference in
RMET scores between CTD and ASD groups. Considering the reasons for obtaining different findings about ToM
tests [RMET, Strange Stories and Faux Pass], Ahmed (2011) asserted that although all these tests have been
developed to measure ToM skills, each test utilizes different executive function patterns. Accordingly, the finding
of a lower level of performance among the individuals in the ASD group compared to those in the CTD group in
this study supported the results of several other studies (White et al., 2009; Kaland et al., 2008). It can be concluded
based on this result that individuals with ASD find it more difficult to identify and understand the emotions of
others in comparison to the CTD group. Individuals with ASD also have more difficulty in the context of skills
such as bluffing, sympathy-seeking, and white lies. It is recommended to consider individual needs while planning
the education programs of individuals with ASD and prioritize the relevant skills when needed.

The participants in the ASD group in this study were determined to perform poorer in pragmatic language
skills compared to the children in the CTD. The literature on the difficulties experienced by individuals with ASD
in pragmatic language skills provides a striking and consistent picture regarding severely disrupted functionality
in almost all aspects tested (Baron-Cohen, 1988). This is why the lower performance of the ASD group in this
study was an expected result. Filipe et al. (2020) also found that children with ASD showed lower performance in
pragmatic language skills than their peers displaying CTD. In comparison to CTD, individuals with ASD perform
worse in understanding contextual cues, fields such as the comprehension of social contexts (Lee et al., 2015), and
the utilization of contextual information to understand the intentions of a speaker (Wang et al., 2016).

The main purpose of this study was to investigate the relationship between ToM skills and pragmatic
language skills. According to the correlation analysis results on the variables examined in the ASD and CTD
groups, there were two main differences. In the CTD group, there was a weak positive correlation between the
pragmatic language skills of the participants and their Strange Stories scores. In the ASD group, on the other hand,
no significant relationship was observed between advanced ToM skills and pragmatic language skills.
Nevertheless, it was determined that in the CTD group, pragmatic language skills showed a different pattern in
ToM tests. As opposed to the significant relationship between pragmatic language skills and Strange Stories scores,
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the pragmatic language skills of the participants in the CTD group were not significantly related to their RMET
scores. A reason for the different patterns displayed by the participants in the ToM tests may be that these tests
make use of different fields of executive functioning. As RMET is a test that assesses the recognition of emotions,
it is affected less by variables associated with executive functions compared to tests of advanced ToM skills
(Strange Stories and Faux Pas) (Ahmed, 2011).

There is evidence showing that advanced ToM skills contribute to the pragmatic language skills of CTD
(Whyte & Nelson, 2015). In contrast with the result obtained in this study, Estrada (2019) observed that children
with ASD who had high levels of pragmatic language skills were more successful in ToM skills. Considering other
studies supporting findings that there is a significant relationship between ToM skills and pragmatic language
skills in individuals with ASD, Baixauli-Fortea et al. (2019) also stated that the pragmatic language skills of
children with ASD contribute to their development of a ToM.

Based on the association between pragmatic language skills and the social use of language, considering
studies in which ToM skills and social skills have been examined, a positive relationship was revealed between
the ToM skills and social skills of children with ASD (Lerner et al., 2011). The ability to start communication with
one’s peers, which is a pragmatic skill for children, was found to be associated with a ToM in individuals with
ASD (Szumski et al., 2019). Likewise, Selimoglu (2023) also found a strong relationship between ToM and
pragmatic language skills in their group of individuals with ASD, whereas they reported weaker relationships in
individuals with SLD and those with CTD. Among studies focusing on the relationship between ToM and social
skills, Giiven et al. (2019) pointed to a significant positive relationship between ToM skills and social problem-
solving skills in preschool children. Regarding the relationship between social skills and peer interactions,
similarly, Giirleyik and Géziin-Kahraman (2019) reported a significant relationship between ToM skills and peer
interactions among preschool children. In this study, considering the relationship between the Strange Stories test
scores of the CTD group and their pragmatic language skills, the finding that children displaying a ToM skill
would be more successful in pragmatic language skills compared to those lacking such a skill was supported by
the findings of many previous studies (Whyte & Nelson, 2015). The result of this study that the advanced ToM
skills of the ASD group were not significantly associated with their pragmatic language skills was a different result
compared to the relevant literature (Baron-Cohen, 1988; Eisenmajer & Prior, 1991). These different results could
have been caused by the usage of different inventories and tests to evaluate pragmatic language skills and ToM
skills in this study (as some inventories used to assess pragmatic language skills in other studies do not yet have
standardization in Turkish, and the Faux Pas test, which is a measure of advanced ToM skills, was not included in
this study) and the limited number of participants with ASD that could be reached for inclusion in this study. The
expectation regarding the main objective of this study (that ToM skills and pragmatic language skills are
associated) was supported by the identification of a significant relationship between pragmatic language skills and
Strange Stories test scores in the CTD group. In this study, the sample consisted of two groups of individuals with
different characteristics. It is believed that studies to be conducted with different samples (e.g., participants with
Down syndrome and intellectual disabilities) and a broader scope will support findings on the relationship between
ToM skills and pragmatic language skills.

There was a statistically significant positive relationship between the Grammar Total scores and Strange
Stories test scores of the participants in both the CTD and ASD groups in this study. On the other hand, in both
groups, there was no significant relationship between RMET scores and Grammar Total scores. Considering the
relationships between the Grammar Total scores of the participants and their scores in the Strange Stories and
RMET that were used in this study, it was observed that the relationships of these two ToM tests with Grammar
Total scores showed different patterns from each other. In this context, while there was a significant relationship
between Strange Stories test scores and Grammar Total scores in both groups, no significant association was seen
between RMET and Grammar Total scores. The fact that the Strange Stories Test includes more verbal tasks is
considered to be a reason for the different results obtained for the two tests.

In a previous study, Whyte et al. (2014) discovered a significant relationship between advanced ToM
skills and language and idiom comprehension skills in children with ASD and those with CTD. Karakelle and
Ertugrul (2012) reported that the relationship between language skills and ToM skills showed different patterns in
different age groups. As opposed to the results of other studies, Devine and Hughes (2016) concluded that verbal
language skills did not predict ToM skills in the middle childhood period. Based on these results, there are different
results in the relevant literature regarding whether there is a significant relationship between general language
skills and ToM skills.
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In this study, a weak, positive, and significant relationship was identified between the Grammar Total
scores and pragmatic language skills of the participants in the CTD. However, there was no significant relationship
between these two variables in the ASD group. On the other hand, some studies have suggested that pragmatic
language skills and ToM skills are associated with each other in children with ASD. For instance, Baixauli-Fortea
et al. (2019) showed that pragmatic language skills supported the development of ToM skills in children with
ASD. Similarly, Fernandez (2013) reported a positive and significant relationship between the general language
skills and pragmatic language skills of CTD, as well as a significant relationship between the receptive language
skills and pragmatic language skills of these children. As in many other studies, in their study which included
children with ASD and those with CTD, Whyte and Nelson (2015) observed higher performance levels in
pragmatic language skills among children with high levels of vocabulary and syntax skills. The authors also
revealed that vocabulary and syntax skills were a predictor of pragmatic language skills. As opposed to the results
of other studies in the literature, in this study, no significant relationship could be shown between Grammar Total
scores and pragmatic language skills in the participants with ASD. The fact that the number of participants with
ASD in this study was relatively small compared to those in other studies may be a reason for differences in results.
Other important reasons for these differences may include the fact that the language test that was used in this study
was different, and language skills, which are multidimensional skills, were evaluated based on their different
components (sentence imitation, syntactic understanding, and morphological completion skills were examined).

Conclusion, Limitations, and Recommendations

Consequently, as expected, the ASD group in this study performed poorer in advanced ToM skills,
pragmatic language skills, and verbal language skills compared to the CTD group. In the CTD, there was a
significant relationship between the scores of the participants in the Strange Stories Test, which evaluates advanced
ToM skills, and their pragmatic language skills. There was also a weak, positive, and significant relationship
between the verbal language skills and pragmatic language skills of the participants in the CTD. In both the ASD
and CTD groups, there was a moderate, positive, and significant relationship between language skills and Strange
Stories test scores. These results indicated that individuals with ASD and those with CTD may display different
patterns of relationships between their ToM skills, pragmatic language skills, and verbal language skills.

This study had some limitations. The first limitation was the difference between the number of
participants in the ASD (N = 16) and CTD (N = 46) groups. Because the data were collected during the COVID-
19 pandemic period, it was difficult to reach more individuals with ASD. This limitation might have affected the
results. The second limitation was the need to keep the time given to the participants to acclimatize to the settings
and the researcher short with the aim to complete the assessments as early as possible due to the ongoing pandemic
conditions. Therefore, the potential of this situation to influence the performance of the participants was a
limitation. Another limitation was that the PLSI subscales were answered by different teachers. The extent of the
teacher’s familiarity with the student was not measured. Accordingly, it was a limitation that the reference points
of the teachers were different. To keep the implementation time of the Strange Stories Test, which was used to
assess ToM skills, short, among the sets of social and physical stories, only social stories were included in this
study. This situation prevented the more comprehensive assessment of ToM skills in the participants.

In the context of the limitations of our study, it can be recommended to collect data from larger samples
in future studies. Regarding the practical aspect of the issue, it is believed positive contributions can be made to
the development of ToM skills in individuals with ASD in further stages by primarily focusing on the language
skills of children in education and therapy programs carried out with the aim to develop ToM skills in individuals
with ASD and those with CTD. The relationships between pragmatic language skills and ToM skills that showed
different patterns in our study between the two groups can be kept in mind while designing evaluation and
education/therapy programs.
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Oz
Giris: Kaynastirma uygulamalarinin basarisin etkileyen en énemli faktdrlerden biri siiphesiz 6gretmenlerdir. Ozel
egitime ihtiyact olan birey ve akranlari arasinda sosyal uyumun saglanmasi, ailelerin siirece aktif olarak dahil
edilmesi gibi konularda smif ve rehber 6gretmenlerinin rolii yadsinamaz. Bu aragtirmada da istanbul ilinde bulunan
ilkokullarda gorev yapan smif ve rehber 6gretmenlerinin kaynastirma uygulamasinda yasadiklari giiliiklere iliskin
goriis ve Onerilerinin belirlenmesi amaglanmistir.

Yontem: Nitel aragtirma yontemlerinden biri olan durum ¢aligmasi modelinin kullanildig1 ¢aligmada; sinifinda
kaynagtirma 6grencisi bulunan yedi sinif 6gretmeni ve okulunda kaynastirma 6grencisi olan alt1 rehber 6gretmen
ile yar1 yapilandirilmis goriigmeler yapilmistir. Goriismelerden elde edilen verilere igerik analizi uygulanarak, ana
tema ve alt temalar olusturulup bulgulara ulagilmistir.

Bulgular: Arastirma bulgulart sinif Ogretmenlerinin  bireysellestirilmis egitim programimni (BEP) rehber
ogretmenden yardim alarak hazirladiklarini, okul idaresinin kaynastirma uygulamasi hakkinda yeterli bilgiye
sahibi olmadigini, smif mevcutlart kalabalik oldugu igin akademik beceri kazandirmada zorlandiklarmi
gostermektedir. Rehber 6gretmenler ise BEP gelistirme biriminde tiim sorumluluklarin kendilerine yiiklendigini,
okul idaresinin kaynastirmayla ilgili is birligi saglamadigini hem siif 6gretmenleri hem de rehber 6gretmenlerin;
Ogrencinin destek egitim aldig1 kurumlarla kurduklari iletigim ve is birliginin tek tarafli oldugunu, kendilerine
ogrenciyle ilgili geri doniis saglanmadigini belirtmislerdir. Ailelerin g¢ocuklarinin yetersizlik durumunu
kabullenmemeleri sinif ve rehber 6gretmenleri igin is birligini giiglestiren diger bir bulgu olarak ortaya
¢ikmaktadir.

Tartisma: Arastirmadan elde edilen bulgular kaynastirma uygulamasinda sinif ve rehber 6gretmenlerinin okul,
aile ve dgrenciye destek egitim sunan paydaslar ile is birligi icinde olmalariin gerekliligini ortaya ¢ikarmistir. Bu
is birligi 6grencinin egitim siirecinin daha saglikli ilerlemesini saglayacaktir. Yapilacak benzer ¢aligmalarda okul-
aile is birligine dayali deneysel ¢aligmalarin yapilmasi dnerilmektedir.

Anahtar sozciikler: Ozel egitim, kaynastirma uygulamasi, dzel gereksinimli 6grenci, simf 6gretmeni, rehber
ogretmen.
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Giris

Her birey i¢inde bulundugu topluma uyum saglayabilmek, sahip oldugu yetileri gelistirme ve sosyal,
biligsel alanlarda bilgi ve becerileri kazanmak igin egitime ihtiyag duyar. Akranlarina gore fiziksel, zihinsel, sosyal
olarak yetersizlige sahip Ogrencilerin de toplumla biitiinlesmesi, kendisine yetebilmesi i¢in egitim alma
gereksinimleri ve haklari vardir. 1960’11 yillarda tiim ¢ocuklara esit egitim firsati sunulmasi gerektigi diisiincesinin
ardindan 1970’lerde Amerika Birlesik Devletleri’nde 6zel egitime ihtiyaci olan 6grenciler igin baglatilan
kaynastirma uygulamalari ¢ok kisa bir zamanda ltalya, ingiltere, Fransa, Norveg gibi iilkelerde de yasalarla
yiiriirliige girmistir (Organisation for Economic Co-Operation and Development [OECD], 1995). Ulkemizde ise
1983 yilinda yasal olarak kabul edilmis ve genelgelerle kaynastirma uygulamalar: ile ilgili yillar icerisinde
reformlar yapilmistir (Milli Egitim Bakanligi [MEB], 2006, 2010; Uysal, 2003; Yazicioglu, 2018). Kaynastirma
uygulamalar1 sayesinde 6zel egitime ihtiyaci olan &grencinin genel egitim sinifinda uygun diizenleme ve 6zel
egitim destegiyle birlikte egitim gérmesi saglanmaktadir (Bender vd., 1995; Lindsay, 2007; Sucuoglu & Kargin,
2006). Son yillarda kaynastirma (mainstreaming) kavrami yerine hem kavramsal hem de felsefi bakig agis1 sunmast
bakimindan biitiinlestirme (inclusion/inclusive education) kavrami kullanilmaktadir. Biitiinlestirme kavraminin
onemi her gecen giin artmakta ve ulagilmaya ¢aligilan hedef olmakla birlikte uygulamadaki kullaniminin daha ¢ok
kaynastirmay1 yansitmasi agisindan bu ¢alismada kaynastirma kavraminin kullanimi tercih edilmistir.

Kaynastirma uygulamasi, 6zel egitime ihtiyaci olan 6grencilerin topluma uyumunu kolaylastirip sosyal,
akademik ve bir¢ok yonden 6grencileri gelisim alaninda iist diizeye tasimay1 amaclamasinin yani sira hem bu
¢ocuklarin hem normal gelisim gosteren ¢ocuklarin ailelerini, 6gretmenleri hatta okuldaki yoneticileri de ig¢ine
alan biiytik bir kesimi etkilemektedir (Kuz, 2001). Kaynastirma uygulamasi yalnizca 6zel egitime ihtiyaci olan
Ogrencinin genel egitim smifina yerlesmesi degildir. Basarili bir kaynastirma uygulamasi temel Olgiitlerin
kargilanmast ve tim paydaslarin gdérev ve sorumluluklarini yerine getirmesine baghdir. Ciinkii kaynagtirma
uygulamalar1 dogasi geregi birden fazla uzmanlik alaninin bilgi, beceri ve deneyimlerini gerekli kilmaktadir
(Tercan & Bigakei, 2016). Bu nedenle sinifta kaynastirma uygulamalarini yiirliten 6gretmenlerin; kaynagtirma
Ogrencisinin egitimini bireysellestirmek, normal gelisim gosteren 6grenciler ile sosyal uyumunu kolaylastirmak,
6grencinin ailesine danismanlik yapmak ve is birligini saglamasi beklenmektedir (Batu, 2000; Smith vd., 1995).
Ozel egitime ihtiyaci olan &grencilere siif disinda da ihtiyaglar: dogrultusunda 6zel egitim ve destek hizmet sunan
rehber &gretmen, okul yoneticisi, fizyoterapist, dil konusma terapisti gibi profesyoneller de bulunmaktadir
(Sonmez & Kartal, 2019). Kaynagtirma uygulamalarinin basariya ulagsmasi i¢in ekipte yer alan tiim paydaglarin is
birligi i¢cinde uygulamalar yiiriitmesinde fayda vardir.

Uluslararasi alanyazin incelendiginde kaynastirma uygulamasinda 6nemli rol oynayan 6gretmenlerin
sorunlarina iliskin yapilan ¢alismalarin sayisinin sinirl oldugu, kaynastirma uygulamasinda materyal eksikligi,
veli-6gretmen arasinda saglanan iligkinin sinirhligi, paydaglar arasinda is birliginin saglanmadigi ve devlet
politikalariin yetersizligi ortak sorunlar arasinda yer almaktadir (Anati, 2012; Attwood vd., 2019; Avissar vd.,
2016; Benjamin, 2020; Gronlund vd., 2010; Hill & Sukbunpant, 2013; Nilsen, 2020; Shani & Hebel, 2016).

Ulusal alan yazin incelendiginde ise kaynastirma uygulamasinda yaganan sorunlarin basinda okullarin ve
smiflarin kaynagtirma uygulamasi i¢in uygun fiziksel ortama sahip olmadigi (Batu vd., 2004; Sadioglu, 2011;
Sara¢ & Colak 2012) bu uygun olmayan fiziksel kosullar altinda smiflarin kalabalik olmasi da 6gretmenlerin
yasadig1 bir diger giigliik olarak karsimiza ¢ikmaktadir (Balo, 2015; Deniz & Coban, 2019; Gok, 2013; Giileryiiz
& Ozdemir, 2015; Giizel, 2014). Paydaslarla is birligi saglanmas1 noktasinda sadece okul idaresi ile is birligiyle
ilgili ¢aligmaya rastlanmis olup 6gretmenlerin okul idaresinden kaynastirma uygulamasiyla ilgili gerekli destegi
gormedikleri bildirilmistir (Akalin, 2015; Bilen, 2007; Giizel, 2014). Kaynastirma uygulamasiin basarisini
etkileyen bir diger faktor olan ailelerle ilgili de sinif 6gretmenleri iletisim kurmada ve ailenin 6grenciyi kabul etme
noktasinda sorunlar yasadigi goriilmiigtiir (Akalin, 2015; Avcioglu, 2011; Balo, 2015; Kis, 2013; Sadioglu, 2011;
Uzun, 2009).

Yapilan aragtirmalara bakildiginda kaynastirma uygulamasi ile ilgili siif 6gretmenleri ile yapilan pek
¢ok calisma olmasina karsin alanyazinda rehber Ogretmenlerle yapilan g¢alisma sayisinin smirlt oldugu
goriilmektedir. Ozel egitime ihtiyac1 olan &grencinin okula uyumunu kolaylastirma, 6gretmenler, aile ve okul
yOnetimi arasinda is birligi saglama gibi gorevleri bulunan rehber 6gretmenlerin kaynastirma uygulamalarinda
yasadiklari giicliikleri belirlemek verilecek olan hizmet-i¢i egitimlerde lizerinde durulacak konulara 1s1k tutacaktir.
Ayrica kaynastirma uygulamalarinda dnemli rol alan iki paydasin karsilastirmali olarak diger paydaslar ile
yasadig1 giigliikleri tek bir arastirmada goriislerine yer verilmesinin alan yazina katki saglayacagi diisiiniilmektedir.
Bu amag dogrultusunda sinif ve rehber 6gretmenlerin kaynastirma uygulamasinda siiregte yer alan paydaslarla is
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birliginde ve &gretim siireclerinde yasadiklari giigliiklerle iliskili goriislerin betimlenmesidir. Bu ana amag
dogrultusunda alt amaclar agagidaki gibi siralanmistir.

Sinif 6gretmenlerinin kaynastirma uygulamasinda;

Ogretim sirasinda yasadiklari giigliiklere iliskin goriislerini ortaya koymak.
Okul rehber 6gretmeniyle is birligine yonelik goriislerini ortaya koymak.
Destek egitim hizmetleri ile ilgili goriislerini ortaya koymak.

Okul ile is birliginde yasanilan giicliiklere yonelik goriislerini ortaya koymak.
Aile isbirliginde yasadiklari giigliiklere iligkin goriislerini ortaya koymak.

© 0k wbdPE

Bireysellestirilmis egitim programi (BEP) gelistirme biriminin isleyisinde yasadiklar1 giigliiklere iliskin
goriiglerini ortaya koymak.

Rehber 6gretmenlerin kaynastirma uygulamasinda;
Smif gretmeni ile is birligine yonelik goriislerini belirlemek.
Ogrencinin ailesi ile is birliginde yasadig1 giicliiklerle ilgili goriisleri belirlemek.

Okul yonetimi ile is birliginde yasadig1 giigliiklerle ilgili goriigleri belirlemek.

> w e

Rehberlik ve Arastirma Merkezi (RAM) ile is birliginde yasanilan giicliiklere yonelik goriisleri
belirlemek.

5. Ogrencinin destek aldig1 diger meslek elemanlari ile (psikiyatr, psikolog, terapist vb.) yasadiklari
giicliiklere iliskin goriisleri belirlemek.

6. BEP gelistirme biriminin igleyisinde yasadiklar1 giicliiklerle ilgili goriisleri belirlemek.
Yontem
Katilmcilar

Bu aragtirmanin katilimeilart amagh 6rnekleme yoluyla belirlenmistir. Amaclh 6rnekleme zengin bilgiye
sahip oldugu diisiiniilen durumlarin derinlemesine ¢alisilmasina olanak saglamaktadir (Yildirim & Simsek, 2000).
Aragtirmanin yéntemine uygun bir ¢alisma grubu belirlemek i¢in su siirec takip edilmistir. Istanbul Il Milli Egitim
Miidiirliigiinden gerekli izinler alinarak kaynastirma 6grencisi olan okullar tespit edilmis ve se¢ilecek okullarin
farkli ilgeden olmasina dikkat edilmistir. Belirlenen kurumlarin okul miidiirlerine ziyaret gergeklestirilmis olup
aragtirmanin amaci ve i¢erigi hakkinda bilgi verilmistir. Gorlismeye katilabilecek ve kaynastirma 6grencisine sahip
yedi goniillii sinif 6gretmeni ve alt1 goniillii rehber 6gretmen belirlenmistir.

Aragtirma kapsaminda goriisme yapilacak okullarda gorev yapan sinif 6gretmenleri ve rehber
ogretmenlerden goriisme i¢in uygun giin ve saatte randevu alinmis ve goriigme onam formu katilimcilara
gonderilmistir. Pandemi dolayisiyla goriismeler ¢evrimici ortamda gerceklesmistir. Ayrica katilimeilara 11 Milli
Egitim Midirliigiinden alinan izni gdsteren belgenin bir 6rnegi sunulmustur.

Arastirma grubunda yer alan smif dgretmenleri, arastirma siiresince O.1, 0.2, ... seklinde, rehber
ogretmenlerise R.1, R.2, ... seklinde kodlanmistir. Sinif 6gretmenlerinin tanimlayici 6zelliklerine iliskin dagilimlar
Tablo 1°de gosterilmistir.

Tablo 1
Sumif Ogretmenlerinin Tammlayict Ozelliklerine Iligkin Veriler

... Mesleki Ozel-egitim kaynastirma Ozel egitim-kaynastirma Ozel egitimle ilgili Ozel egitimle
Kod Egitim AR A - - LTS .
L kidem uygulamasi ile ilgili uygulamasi ile ilgili MEB’in yayimladig1 ilgili gelismeleri
ismi durumu . S . A -
(y1l) ders alma hizmetci egitim alma  yonetmelikleri takip etme takip etme

0.1 Lisans 15 Hayir Evet Evet Evet
0.2 Lisans 10 Hayir Evet Evet Hayir
0.3 Lisans 16 Hayir Evet Evet Hayir
0.4 Lisans 15 Hayir Evet Evet Evet
0.5 Lisans 13 Hayir Evet Evet Hayir
0.6 Lisans 36 Hay1r Evet Evet Hay1r

Yiiksek

lisans Evet Hayir Hayir Hayir
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Tablo 1’e bakildiginda, arastirmaya katilan 6gretmenlerin ¢ogunun kaynastirma uygulamalari ve 6zel
egitim ile ilgili herhangi bir ders almadig1 fakat hizmeti¢i egitimlere katildiklar1 goriilmiistiir. Katilimcilarin
mesleki kidemleri ise 2-36 y1l arasinda degismektedir. Ayrica katilimcilardan altisi lisans mezunu iken biri yiiksek
lisansini tamamlamistir. Rehber 6gretmeni 6rneklemine iligkin dagilimlar Tablo 2°de gosterilmistir.

Tablo 2

Rehber Ogretmenlerinin Tammlayicit Ozelliklerine Iliskin Veriler

.. Mesleki Ozel egitim- Ozel egitim- Ozel egitimle ilgili Ozel egitimle
Kod Egitim kaynagtirma kaynagtirma s o L T8 .
L kidem [, S MEB’in yayimladig1 ilgili gelismeleri
ismi durumu (yl) uygulamasi ile ilgili ~ uygulamast ile ilgili snetmelikleri takip otme takin etme
Y ders alma hizmetgi egitim alma ¥ P P

R.1  Lisans 1 Evet Hayir Evet Evet

R.2  Lisans 3 Evet Evet Evet Hayir

R.3  Lisans 2 Evet Hayir Evet Evet

R.4  Lisans 15 Evet Evet Evet Evet

R.5  Lisans 7 Evet Hayir Evet Evet

R.6  Lisans 6 Evet Evet Evet Evet

Tablo 2’ye bakildiginda, arastirmaya katilan alt1 rehber 6gretmenin tamami 6zel egitim alani ile ilgili ders
almigtir ve MEB’in yayimladig1 yonetmelikleri takip etmektedirler. Katilimcilarin mesleki kidemleri ise 1-15 yil
arasinda degismektedir.

Arastirma Modeli

Istanbul ilinde Milli Egitim Bakanligina bagl ilkokullarda gérev yapan smif ve rehber 6gretmenlerin
kaynastirma uygulamasinda yasanan gii¢liiklere iligkin goriislerini belirlemeyi amaglayan bu aragtirmada kisilerin
deneyimlerini gergekgi ve biitiinciil bir sekilde sunmasi ve siirecin derinlemesine izlenebilmesi i¢in nitel arastirma
yontemlerinden durum caligmasi deseni kullanilmigtir. Durum galismasi arastirmada nigin veya neden sorularina
odaklanilan, arastirmacinin olayda kontroliiniin neredeyse hi¢ olmadigi, olaylar istiinde durdugu arastirma
yontemi olarak tanimlanmaktadir (Yin, 1984).

Etik ilkeler

Arastirma siirecinde etik ilkelere dikkat edilmistir. Arastirmanin gergeklestirilebilmesi i¢in Biruni
Universitesi Girisimsel olmayan Arastirmalar Etik Kurulu’ndan 30.10.2020 tarihli 2020/44-21 numaral etik kurul
izin belgesi temin edilmistir. Ayrica arastirmaci tarafindan 6gretmen gériislerinin alinmasi icin Istanbul 11 Milli
Egitim Midirliigin’ den aragtirma izni alinmistir. Katilimcilarla goniilliiliik ilkesine bagli olarak goriismeler
yapilmis olup katilimcilarin isimleri aragtirma siirecinde ve dokiim siirecinde gizli tutulmustur. Katilimeilarin
isimleri yerine ¢alismada kod ismi kullanilacag: bilgisi verilmistir.

Veri Toplama Araclari ve Ortam

Calisma kapsaminda Kisisel Mesleki Bilgi Formu ve Yari-yapilandirilmis Goriisme Soru Formu hem
smif 6gretmenleri hem de rehber 6gretmenler igin kullanilmigtir. Goriisme sorulari hazirlanirken ilgili alanyazin
taramasindan sonra sorularin anlasilir olmasina, bilgi, diisince ve deneyimlerini aktarabilecekleri acik uglu
sorularin olmasina dikkat edilmistir. Daha sonra arastirmaya uygun goriisme sorular1 hazirlanarak 6zel egitim
alaninda calisan bir 6gretim iiyesi tarafindan goriis alinmistir. Alinan uzman goriisiinde sorularin arastirmanin
amacina uygun oldugu sonucuna ulagilmistir.

Smif 6gretmenleri ile yapilan goriismeler ortalama 27 dakika, rehber 6gretmenler ile yapilan goriismeler
ise 25 dakika siirmiigtiir. Tablo 3°te ve Tablo 4’te gorligmelerin yapildigi ortam ve gdriigme siirelerine iliskin veriler
yer almaktadir.
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Tablo 3
Simif Ogretmeni Goriisme Takvimi
Kod ismi Goriigme tarihi Goriigme siiresi (dakika) Kayit tiirii Goriisme yeri
0.1 01 Mart 2021 20 Goriintiilii kayit Zoom
0.2 02 Mart 2021 28 Goriintiilii kayit Zoom
03 03 Mart 2021 16 Goriintiilii kayit Zoom
04 04 Mart 2021 25 Goriintiilii kayit Zoom
0.5 05 Mart 2021 20 Goriintiilii Kayit Zoom
0.6 07 Mart 2021 51 Goriintiilii kayt Zoom
0.7 08 Mart 2021 31 Goriintiilii kayit Zoom
Tablo 4
Rehber Ogretmen Goriisme Takvimi
Kod ismi Goriigme tarihi Goriigsme siiresi (dakika) Kayit tiirii Goriigsme yeri
R.1 04 Mart 2021 15 Gortntiili Kayit Zoom
R.2 06 Mart 2021 12 Goruntila kayit Zoom
R.3 08 Mart 2021 24 Goriintili kayit Zoom
R.4 10 Mart 2021 25 Gorintiili kayit Zoom
R.5 11 Mart 2021 30 Goriintili kayit Zoom
R.6 12 Mart 2021 45 Goriintiili kayit Zoom

Veri Toplama ve Analizi

Aragtirmada veriler nitel aragtirma yontemlerinde yer alan analiz tekniklerinden i¢erik analizi kullanilarak
coziimlenmistir. Icerik analiziyle verileri tanimlamak ve verilerin icinde sakli olan gergekleri ortaya koymak
amactir. Burada temel yapilan birbirine benzeyen verileri belirli temalarla okuyucunun anlayacagi sekliyle
diizenlemek ve sunmaktir (Yildirnm & Simsek, 2016). Verilerden elde edilen bilgilerin, igerdikleri konularin
'benzerliklerine ya da farkliliklarina' gore simiflanmasityla 'kategoriler' olusturulur (Berg, 2004). Bu calismada
kategoriler olusturulurken goriismede kullanilan sorular temel almmustir. Ornegin simf &gretmenleri igin;
“Kaynastirma uygulamasinda aile ile is birliginde yasadiginiz giicliiklere iligkin goriisleriniz neler?” sorusuna
gelebilecek cevaplar igin “Aile ile is birligi” kategorisi ya da rehber dgretmenlerin, “Kaynastirma 6grencisinin
siif 6gretmeni ile is birliginde yasanilan giigliikler neler?” sorusuna gelebilecek cevaplar igin “Sinif 6gretmeni ile
is birligi” kategorisi olusturulmustur. Daha sonra, sorulara verilen cevaplarin i¢inde diger kategoriler olusturularak
kodlar belirlenmistir. Temalarin i¢ ve dis tutarliligini saglamak igin temalar ve altinda toplanan kodlar kontrol
edilmistir. Son asama olan bulgularin yorumlanmasi boliimiinde arastirmact ulastigi sonuglart yorumlamistir.

Arastirmanin Gecgerlik ve Giivenirligi

Nitel calismalarda gegerlik i¢in inanirlik kavrami kullanilmaktadir. Inanirlilik, bulgularin gerceklikle ne
diizeyde uyumlu oldugunu ifade etmektedir (Arastaman & Fidan, 2015). Lincoln ve Guba (1986) inandiriclikta
kullanilan yontemler arasinda uzun siireli etkilesim, uzman incelemesi, katilimci teyidi ve derinlik odakli veri
toplamay1 onermistir. Bu ¢aligmada inanilirlik boyutunda su konulara yer verilmistir. Arastirmada kullanilan
goriigme sorulari i¢in uzman goriigsiine basvurulmasidir. Egitimde 6lgme ve degerlendirme, 6zel egitim ve
psikolojik danigmanlik ve rehberlik uzmanlarina goériisme sorulari gonderilmis ardindan uzmanlardan gelen
oneriler dogrultusunda goriisgme sorulart diizenlenmistir. Bu Onerilerden birisi sorularda kavram biitiinliigiiniin
saglanmasi olmustur. Verilerin analizinde nitel arastirma konusunda deneyimli bir aragtirmaci tarafindan temalar
ve alt temalar olusturularak aragtirmacinin tema, alt temalari ile karsilagtirilmistir. Bunun igin Miles ve
Huberman’mn (1994) “goériis birligi / (goris birligi + goriis ayriligi) x 100” formiilii kullanilmistir. Nitel
¢aligmalarda, uzman ve arastirmacinin degerlendirmeleri arasinda %90 ve fiizeri bir uyum saglanmasi
beklenmektedir (Biiylikoztiirk vd., 2016). Bu dogrultuda uzman ile yapilan giivenirlik ¢alismasinda sinif
ogretmenleri i¢in %97, rehber Ogretmenler icin %93.15 uyum bulunmustur. Aragtirmanin gegerliligi igin
goriigmelerden elde edilen verilerin ayrintili rapor edilmesi ile saglanmaya c¢alisilmistir. Goriisme sorularint
hazirlama asamasinda, i¢ gegerliligi saglamak i¢in sorularin olusturulmasinda ilgili alanyazin gézden gegirilerek
kavramsal ¢erceve olusturulmustur.

Baran-Karalar vd. 2024, 25(1)



KAYNASTIRMA EGITIMINDE SINIF VE REHBER OGRETMENLERININ YASADIKLARI 56
GUCLUKLERLE iLGILI GORUSLERININ INCELENMESI

Bulgular

Aragtirma verilerinin analizinin sonucunda siif 6gretmenleri igin sekiz, rehber dgretmenler icin yedi
temaya ulagilmistir. Tema ve alt temalara iligkin bilgilere Tablo 5'te yer verilmistir. Ayrica bulgular boliimiinde
her bir temaya iligkin tablo altinda frekans: yiiksek olan alt temalara iliskin katilimer goriislerinden drnekler yer
almaktadir.

Tablo 5
Simif Ogretmenleri I¢in Genel Tema Yapisi

Tema no Tema adi
Ogretim siirecinde yasanan giigliikler

BEP hazirlama

BEP uygulama sirasindan yasanilan giigliikler
Akademik becerilerin ogretiminde yasanan giigliikler

Destek hizmetler ile yasanilan giigliikler

Rehber 6gretmen ile is birliginde yasanilan giicliikler
Diger meslek elemanlariyla (psikiyatrist, dil terapisti vb.) is birliginde giicliikler
Okul disi egitimle is birliginde (RAM, Rehabilitasyon Merkezi) giicliikler

Okul idaresi ile is birliginde yasanan giigliikler

3

4 Aile igbirliginde yasanilan giicliikler
5 Smifin ve okulun fiziki ortami

6

Mesleki yeterlik anlaminda yaganan giigliikler
Not: BEP = bireysellestirilmis egitim programi; RAM = rehberlik ve aragtirma merkezi.

Ogretim Siirecinde Yasanan Giicliikler
BEP Hazirlama

Aragtirmaya katilan sinif d6gretmenlerinin BEP hazirlama siirecine yonelik goriislerine iliskin frekans
bilgileri Tablo 6°da verilmistir. Tablo 6 incelendiginde dikkat ¢eken bulgulardan biri O.6’nin internette hazir
bulunan BEP planlarmi kullandigini bildirmesi olmustur. Rehber 6gretmenden destek alarak hazirlayan sinif
dgretmeni O.2’nin ifadesi su sekildedir:

“BEP plan1 hazirlarken idareci, simif 6gretmeni ve rehber 6gretmenin bir araya gelerek hazirlamasi
gerekir. Fakat bu paydaglarin bir araya getirilmesi zor olmakta. Rehber 6gretmenimizin destegiyle BEP
planlarimizi hazirlamaktayiz.”

Tablo 6
BEP Hazirlamaya Iliskin Gériisler

Goriisler Katilimet (n)
1. Sadece rehberlik 6gretmenlerinden destek alarak hazirlayanlar 5
2. Internette hazir bulunan BEPleri kullananlar 1
3. Oprencinin kaynastirma raporu bulunmadis icin BEP hazirlamayan 1

Not: BEP = bireysellestirilmis egitim program.
BEP Uygulama

Aragtirmaya katilan sinif 6gretmenlerinin BEP uygulama siirecine yonelik goriislerine iliskin frekans
bilgileri Tablo 7°de verilmistir. Tablo 7’ye bakildiginda sinif mevcudunun kalabalik olmasindan kaynakli
uygulamada gii¢cliik yasayan 6gretmenlerin goriisii su sekildedir:

“Siniflarimizin mevecudu ortalama 40 civarinda. Her sinifta yaklasik 2 3 kaynastirma 6grencisi var. Bu
kaynastirma Ogrencilerinin kaynastirma sebepleri birbirinden farkli. Bu sebeplerle kaynastirma
dgrencisinin bireysel egitim planin1 uygulamakta giigliik yasiyorum.” (0.1)

“BEP’i uygulamak zor &grenciyle. Ciinkii dgrenci devamsizlik yapiyor, gelmiyor, uymak zorlastyor.
BEP’i 6grencinin disiplininden dolay1 uygulamada giigliik ¢ekiyoruz.” (0.2)
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Tablo 7
BEP Uygulamada Yasanan Giicliiklere Iliskin Gériisler
Goriisler Katilimer (n)
1. Ogrenci disiplininden kaynakli giigliik yasayanlar 2

2. Sinif mevcudunun kalabalik olmasindan kaynakli giicliik yasayanlar 2
3. BEP’i uygulamada giicliik yasamayanlar 2
1

4. BEP hazirlamayan
Not: BEP = bireysellestirilmis egitim programi.

Akademik Becerilerin Ogretimi

Tablo 8’de akademik becerilerin 6gretiminde yaganan giicliiklere dair frekans bilgileri yer almaktadir.
Ogrenci tanisindan kaynakl giicliik yasadigimi belirten 6gretmen goriisii ve sinif mevcutlarinin kalabalik olmasia
deginen goriisler su sekildedir:

“Dikkatini toplamada, ne yapmasi gerektigini ifade etmede sikint1 ¢ekiyoruz. Verilen gérevi yaparken
siirekli saga sola bakmak, beni bile lafa tutup benim de dersten kopmami neden oluyor.” (0.6.)

“Siniflarimiz ¢ok kalabalik oldugu i¢in, gocuklar ile bire bir ilgilenmekte gii¢likk ¢ekiyoruz. Biliyorsunuz
ders siiresi sinirli. 40 dakikalik siirede her 6grenciye yaklasik 1 dk. zaman ayirabiliyoruz. 39 ¢cocuga siz
kenarda durun ben 5 dk. diger arkadasimiz ile ilgilenecegim deme gibi bir liiksiiniiz yok.” (O.1.)

Tablo 8
Akademik Becerilerin Ogretimine Iliskin Goriisler
_ Goriisler Katilimer (n)
1. Ogrencinin tanisindan kaynaklanan sorunlar 4
2. Sinif mevcutlarinin kalabalik olmasi ve miifredat sorunu 2
3. Akademik becerilerin 6gretiminde giicliik yasamayan 1

Destek Hizmetler ile Tlgili Yasamilan Giicliikler
Rehber Og“retmen ile Iy Birliginde Yasanan Giigliikler

Rehber 6gretmenle is birliginde yasanan giicliiklere iligkin frekans bilgileri Tablo 9°da yer almaktadir.
Tablo 9 incelendiginde dgretmenlerin biiyiik ¢ogunlugunun rehber 6gretmenle is birliginde giigliik yasamadigi
goriilmektedir. Buna iliskin goriisler su sekildedir:

“Rehber dgretmenle is birliginde bir giicliik yasamadim. Son derece ilgili.” (0.3)

“Okulumuzda yaklasik iki bin civar1 6grenci bulunmakta. Bu 6grencilerin altmisa yakini kaynastirma
ogrencisi. Kalabalik bir okul olmamiza ragmen tek rehber 6gretmen bulunmakta. Bu yiizden kaynastirma
ogrencileri ile ilgili yapilacak olan is birligi sinirli kalmakta.” diyerek rehber 6gretmen yetersizligini
vurgulamstir. (0.2)

Tablo 9
Rehber Ogretmenle Is birliginde Yasanan Giigliikler
Goriisler Katilimei (n)
1. Rehber dgretmenlerle is birliginde giicliik yasamayanlar 6
2. Rehber 6gretmen sayisinin yetersizligi 1

Diger Meslek Elemanlariyla (Psikiyatrist, Dil Terapisti vb.) Is Birliginde Giicliikler

Diger destek elemanlariyla is birliginde yasanan giicliiklere iliskin goriislerin frekanslar1 Tablo 10°da
verilmistir. Simif 6gretmenlerinin yanitlar1 bu soruda daha cok is birligi saglayamayan ve sl is birligi
saglanmasi yoniinde dagilmistir. Ogretmen gériislerine asagida yer verilmistir.

“Onlarin bizimle iletisim kurmalar1 gerekir aslinda. Benim dil konugma terapistine giden 6grencim var.
Fakat bir iletisim ve is birligi saglanmiyor.” (0.1)
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“Psikiyatriste giden kaynastirma 6grencim ile ilgili tarafima bir form gonderildi. Bu formu doldurup
tekrar veli yoluyla gdndermem istendi.” Seklinde goriis belirterek is birliginin tek tarafli saglandigina
dikkat ¢ekmistir. (0.2)

Tablo 10

Diger Meslek Elemanlariyla Is Birliginde Yasanan Giicliikler

. Goriisler Katilimet (n)
1. Is birligi saglayamayan 3
2. Sinirli is birligi saglayan 3
3. Is birligi saglayan 1

Okul Dis1 Egitimle Is Birliginde (Rehberlik ve Arastirma Merkezi, Rehabilitasyon Merkezi) Giicliikler

Siif 6gretmenlerinin okul dist egitimle is birligine dair goriiglerinin frekanslar1 Tablo 11°de verilmistir.
Sinif 6gretmenlerinin goriisiine asagida yer verilmistir.

“Giigliik yasiyoruz ciinkii RAM c¢ok yogun c¢alistyor, istedigimiz tarihlerde randevu bulamiyoruz.
Cocuklarin tanilar1 ¢ok gec belirleniyor. Bir ilgede bir RAM yeterli degil. Destek egitim ile de is birligi
saglayamiyoruz agikgasi. Ciinkii resmiyette bdyle bir sey yok.” (0.1)

Tablo 11

Olkul Dis1 Egitimle Is Birliginde Yasanan Giigliikler

Goriisler Katilimei (n)
1. Is birliginde gii¢lilk yasamayanlar 2
2. Iletisim kurmada yasanan giicliikler 4
3. Tanilama siirecinde yasanan giicliikler 1

Okul Idaresi ile Is Birliginde Yasanan Giicliikler

Sinif dgretmenlerinin kaynastirma uygulamasinda okul ydnetimi ile i birliginde yasadig1 giigliiklere
iligkin goriislerinin frekanslart Tablo 12°de verilmistir. Tablo 12 incelendiginde sinif 6gretmenlerinden okul
idaresiyle is birliginde giiglilk yasamayan 6gretmenlerin yer aldig1 goriilmektedir fakat yonetmelige uygun 6grenci
yerlestirilmemesine iligskin goriis bildiren ve okul idaresinin kaynastirma uygulamasina vurgu yapan dgretmenin
goriigiine asagida yer verilmistir.

“Okul idaresi bazi1 siniflara kaynastirma dgrencisi hi¢ yerlestirmezken bazi siniflara {i¢ tane kaynastirma
Ogrencisi yerlestiriyor. Yani kaynastirma 6grencisi olan var ama hi¢ olmayan da var. Bu durumda okul
idaresi beni zorluyor.” (0.5)

“Okul idaresinin bilgisi ¢ok yetersiz. Is birligi saglamak veya destek almak istediginizde bu dgrencilerin
sadece idare edilmesine, hocam seni rahatsiz etmiyorsa takilma bos ver seklinde yaklasiyor. [darenin daha
hassasiyetle yaklasmasi gerekirken higbir bilgiye sahip degiller.” Seklinde ifade ederek okul idaresinin
kaynastirma uygulamastyla ilgili bilgi yetersizligini belirtmistir. (O.7)

Tablo 12

Okul Idaresi ile Is Birliginde Yasanan Giicliikler

Goriigler Katilimei (n)
Okul idaresi ile is birliginde higbir giigliik yasamayan 3
Okul idaresinin kaynastirma ile ilgili bilgisi yetersizligi 2
Yonetmelige uygun dgrenci yerlestirilmemesi 1
Okul idaresinin ig birliginde arka planda kalmas1 1

Aile ile is Birliginde Yasamlan Giicliikler

Kaynastirma 6grencilerinin aileleriyle is birliginde yasanan giigliikler ile ilgili olarak 6gretmen goriisleri
ve frekanslar1 Tablo 13’te verilmistir. Sinif 6gretmenlerinin aile ile is birliginde giicliikk yasadigi noktalardan biri
ailenin 6grenciyi kabullenmemesi yoniinde olurken bir diger giicliik ise aile tarafindan 6gretmenin suglandig
olmustur. Ogretmen goriislerine asagida yer verilmistir.
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“Aile ¢ocuklarinin diger ¢ocuklardan daha istte oldugunu kabul ediyor bu konuda sikinti yasiyoruz.
Rapor almak istemiyor dgrenci icin biz yine de elimizden geleni yapiyoruz dgrenci i¢in rapor bir kagittir
belki ama ilerisi i¢in nasil olumlu mu yansir olumsuz mu bilmiyorum. Aileyle bu konularda zorluk
yastyorum.” (0.4)

“Ogrencinin ailesi ¢ok hir¢in genel olarak ¢ocugunun durumunun eksiklik olarak gérmesinden dolay1
okula geliyor onun iyiligini diisiindigimiizii zannetmiyor, sanki herkes ¢ocugunun diismaniymis gibi
sinirli ve tepkili geliyor okula. Birden rehber 6gretmenin odasina ¢agriliyorsunuz.” (0.7)

Tablo 13

Aile ile Is Birliginde Yasanilan Giicliikler

Goriisler Katilimei (n)
Ogrencinin durumunu kabullenmeme 3

Ailenin ¢ocugun durumunu takip etmeme

1
Ogrencinin durumunu kabullenip 6gretmenleri suglama 1
Pargalanmis aile ¢ocuklari 1

1

Herhangi bir giicliik yasamayan

Smifin ve Okulun Fiziki Ortam

Aragtirmaya katilan sinif 6gretmenlerinin fiziki ortamla ilgili goriis ve frekanslar1 Tablo 14°te verilmistir.
Fiziksel ortamin yetersizligi ve 6grenciye olan yansimalari ile ilgili 6gretmen goriisiine asagida yer verilmistir.
Tablo 14
Okulun ve Sinifin Fiziki Ortami

Goriigler Katilimei (n)
Fiziksel ortam yeterli 3
Fiziki ortam ve okul yetersiz 4

“Bedensel engeli olan 6grenci genelde olarak birinin yardimiyla inmesi gerekiyor, 6grenci inip ¢ikmakta
sorun yastyor. Okulun asansorleri var ama kapali. Ogrenci siirekli birilerinin yardimiyla inip ¢ikiyor. Bu
yiizden smifta yalnizlasiyor genelde de smifta tek oturuyordu.” (0.7)

Mesleki Yeterlik Anlaminda Yasanan Giicliikler

Smif 6gretmenlerinin kaynastirma uygulamasinda mesleki anlamda yasadiklar giigliiklere iliskin goriis
ve frekansi Tablo 15’te verilmistir. Mesleki yeterlik anlaminda O6gretmenlerin tamami lisans egitiminin
yetersizliginden kaynakli giicliik yasadigim bildirmistir. Ogretmen gériisiine asagida yer verilmistir.

“Guigliik yastyoruz, yetersiz hissettifimiz ¢ok oluyor. Bize Universitede hep normal gelisime sahip
cocuklarla calisacagiz sekliyle egitim verildi, hayatin gergegi bu.” (O.1)
“Yetersizlik yasiyorum ¢linkii verdiginizi alamiyorsunuz. Nasil vereceginizi bilmiyorsunuz ya da.
Universitede belki boyle bir gézlem yapabilseydik daha iyi olabilirdi.” (O.5)

Tablo 15

Mesleki Yeterlik Anlaminda Yasanan Giicliikler

Goriisler Katilimet (n)
Lisans egitiminin yetersizliginden kaynakli 7

Rehber 6gretmenler i¢in tema ve alt temalara iliskin bilgilere Tablo 16°da yer verilmistir. Ayrica bulgular
boéliimiinde her bir temaya iligkin tablo altinda frekans: yiiksek olan alt temalara iliskin katilimci goriiglerinden
ornekler yer almaktadir.
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Tablo 16
Rehber Ogretmenler I¢in Genel Tema Yapist
Tema no Tema ad1
1 BEP gelistirme biriminde yasanan giigliikler
2 Destek hizmetler ile yasanilan giigliikler

Destek egitim odasiyla ilgili yasanan giigliikler
Diger meslek elemanlariyla (psikiyatrist, dil terapisti vb.) is birliginde giicliikler
RAM ile is birliginde gii¢liikler

3 Sinif 6gretmeni ile is birliginde yasanan giicliikler
4 Okul idaresi ile ig birliginde yasanan giigliikler

5 Aile is birliginde yasanilan giigliikler

6 Mesleki yeterlik anlaminda yasanan giigliikler

Not: BEP = bireysellestirilmis egitim programi; RAM = rehberlik ve arastirma merkezi.
BEP Gelistirme Biriminde Yasanan Giicliikler

Aragtirmaya katilan rehber 6gretmenlerinin BEP gelistirme birimine yonelik goriislerine iligkin frekans
bilgileri Tablo 17°de verilmistir. Arastirmaya katilan rehber 6gretmenlerin tamami BEP gelistirme biriminde diger
iiyelerin gorevlerini yerine getirmedigi goriisii ortaya konulmustur. Ogretmenlerin goriisii su sekildedir:

“Genel itibariyle bu siireci ben yiiriitiiyorum. Psikolojik danigman ve rehber 6gretmen bu birimin dogal
bir liyesi sadece onun isi degil aslinda.” (R.1)
“Sinif o6gretmenleri bu konudaki is yiikiinii rehberlik servisine yiiklemekte gerekli Ozveriyi
gostermemekte.” (R.4)

Tablo 17

BEP Gelistirme Biriminde Yasanan Giigliikler

Goriig Katilimei (n)
1. BEP geligtirme biriminde diger iiyelerin gérevlerini yerine getirmemesi 6
Not: BEP = bireysellestirilmis egitim programi.

Destek Hizmetler ile Yasanilan Giicliikler
Destek Egitim Odasiyla Ilgili Yasanan Giigliikler

Rehber 6gretmenlerin destek egitim odasiyla ilgili goriis ve frekanslar1 Tablo 18°de verilmistir. Destek
egitim odasiyla ilgili 6gretmen goriisleri su sekildedir:

“Okulda bir destek egitim odast yok. Bir sinifi bosaltip masa tenisi koyuyorlar ama destek egitime oda
yok. Ogretmenler BEP kapsaminda ders vermek yerine DYK (destekleme ve yetistirme kursu) dersi
vermeyi tercih ediyor. Ciinkii DYK’da verilen ek ders ticreti daha yiiksek.” (R.1)

“Destek egitim odasinin olmamasi ¢ok biiylik bir eksiklik okulumuzda. Ciinkii destek egitim verecek
ogretmen bulma konusunda sikint1 yastyoruz. Ogretmenlerin iizerindeki ders yiikiiniin fazla olmasi ve
Odenen tcretin diisiik olmas1 6nemli etkenler.” (R.4)

Tablo 18
Destek Egitim Odastyla Ilgili Yasanan Giicliikler
Goriis Katilimer (n)
1. Destek egitim odasinin olmamasi ve sinif 6gretmenlerin ders vermek istememesi 4
2. Destek egitim odast ile ilgili giicliik bildirmeyenler 2

Diger Meslek Elemanlariyla (Psikiyatrist, Dil Terapisti vb.) Is Birliginde Giicliikler

Rehber ogretmenlerin goriislerine iliskin frekans bilgileri Tablo 19’da verilmigtir. Diger meslek
elemanlariyla is birliginin tek tarafli oldugunu belirten 6gretmen goriisii su sekilde belirtmistir:

“Psikiyatristler veli aracilityla tarafimiza ulasiyor. Ogrenciyle ilgili bilgi istiyor ve form doldurtuyor.
Ancak doldurulan form ve 6grenciyle ilgili sonrasinda bilgi aktarimi olmuyor. Ne oldugunu 6grenmek
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icin veli ve meslek elemanlariyla iletisime ge¢meye calisiyoruz. Cogu zaman bu ¢abamiz sonugsuz
kaliyor.” (R.6)

Tablo 19
Diger Meslek Elemanlariyla (Psikiyatrist, Dil Terapisti vb.) Is Birliginde Giicliikler

Goriisler Katilimet (n)
1. Diger meslek elemanlariyla is birliginde giicliik yasayanlar 5
2. Diger meslek elemanlariyla is birliginde giicliik yasamayanlar 1

RAM ile Iy Birliginde Giicliikler

Rehber 6gretmenlerin RAM ile is birliginde yasadigi giiglilkler Tablo 20’de verilmistir. Tablo 20
incelendiginde arastirmaya katilan rehber 6gretmenlerin ¢ogunlugunun RAM ile is birliginde giicliik yasamadigi,
yasayan 0gretmenlerin ise yanlis tanilamadan kaynakl giicliikk yasadigi goriisii ortaya ¢ikmistir. Gliglik yasayan
Ogretmen goriisiine asagida yer verilmistir.

“Bazen tanilama islemlerinde sikint1 yasaniyor. Ben daha once ii¢c sene RAM’da calistigim i¢in orada
yapilan is ve islemlere hakimim. Yapilan yanlis tanilamalarda ve yonlendirmelerde bunu neye dayanarak

yaptiklarimi sordugumuzda iletisime kapalilar. Herhangi bir sekilde yardime1 olmuyorlar. Siire¢ hep uzun
isliyor.” (R.4)

Tablo 20
RAM ile Is Birliginde Giicliikler
Goriisler Katilimer (n)
1. RAM ile is birliginde giiglik yasamayanlar 4
2. RAM’da yapilan yanlis tanilama 2

Not: RAM = rehberlik ve aragtirma merkezi.
Simif Ogretmeni ile Is Birliginde Yasanan Giicliikler

Aragtirmaya katilan rehber dgretmenler sinif dgretmenleri ile is birliginde yasanan giigliiklerle ilgili
olarak gortisleri Tablo 21°de verilmistir. Arastirmaya katilan rehber 6gretmenlerin cogunlugu sinif 6gretmenlerinin
engel tiirleri hakkinda yeterli bilgiye sahip olmadigini bildirmislerdir. Ayrica BEP hazirlanmasi ile ilgili sinif
ogretmenleriyle is birliginde giigliik yagayan 6gretmen goriigiine de asagida yer verilmistir.

“Smuf d6gretmeni engel tiirlerinin 6zelliklerini bilme konusunda sorun yasiyor. Mesela DEHB (Dikkat
Eksikligi ve Hiperaktivite Bozuklugu) olan bir &grencimiz vardi. Ogretmen bunun farkinda degil.
Ogrencinin siirekli hareket halinde olmasindan, hatta pencere kenarinda oturmak istemesinden
sikayetciydi. Ogretmene bu durumdan bahsettim. DEHB olan &grencinin dzelliklerini, smifta onlara nasil
davranmasi gerektigini, 6grencinin egilimlerini anlattim.” (R.3)

“Ogretmenler BEP hazirlamay1 yiik olarak goriiyor. Her seminerde BEP hazirlama ile ilgili bilgi
sunmama ragmen donem basinda BEP’ in nasil hazirlanacagi ile ilgili sorular geliyor. BEP’e uygun soru
hazirlamay1 da yiik olarak goriiyorlar ve uygulamiyorlar. Bu nedenler is birligi yapmamiza engel oluyor.”

(R.5)
Tablo 21
Sumif Ogretmeni ile Is Birliginde Yasanan Giicliikler
Goriigler Katilimei (n)
1. Smuf 6gretmenleri ile is birliginde sorun yasamayanlar 1
2. Sinif 6gretmeninin, 6grencinin engel tiirline uygun davranmamasindan kaynakli sorun yasayanlar 4
3. BEP’in hazirlanmasinda ve uygulanmasinda sorun yasayanlar 1

Not: BEP = bireysellestirilmis egitim programi
Okul idaresi ile is Birliginde Yasanan Giicliikler

Aragtirmaya katilan rehber 6gretmenlerin okul idaresi ile is birliginde yasadig1 giicliiklere iligkin goriis
ve frekanslar1 Tablo 22’de verilmistir. Tablo 22 incelendiginde rehber dgretmenlerin okul idaresiyle giigliik
yasadig1 konularin okul idaresinin kaynastirmaya olan duyarsiz bakis agisinin ve okul idaresinin destek egitim
odas1 saglama noktasinda geregini yapmamasi olarak ortaya ¢ikmigtir. Rehber 6gretmen goriislerine asagida yer
verilmigtir.
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“Miidiir bey kaynastirma uygulamasina duyarsiz. Ogrencileri RAM’a yonlendirirken miidiir bey gok
sorguluyordu, gereksiz bulup konuyu kapatmak isitiyordu.” (R.2)

“Okulumuzda destek egitim odast yok. Bunu idareye soyledigimde fiziksel ortam uygun degil dediler.
Miizik odasi var ama destek egitim odas1 yok. Ya da bir sinif bosaltip masa tenisi koyuyorlar fakat destek
egitime yer yok diyorlar.” (R.3)

Tablo 22

Okul Idaresi ile Is Birliginde Yasanan Giicliikler

Goriisler Katilimer (n)
1. Okul idare ile is birliginde sorun yasamayanlar 3
2. Kaynastirma uygulamasinda duyarsizlik nedeniyle giigliik yasayanlar 2
3. Destek egitim odasiyla ilgili giigliik yasayanlar 1

Aile Isbirliginde Yasamlan Giicliikler

Rehber 6gretmenlerin aile ile is birliginde yagadig: giicliiklere iliskin goriis ve frekans bilgisi Tablo 23°te
verilmistir. Tablo 23 incelendiginde okul rehber dgretmenlerinin tamami kaynastirma uygulamasinda ailenin
ogrencinin durumunu kabullenmemesinden kaynakli is birligi saglanamadigi yoniinde goriis bildirmistir. Rehber
O0gretmenlerin goriisii su sekildedir:

“Kaynastirma uygulamasinda 6grencinin tanilama siirecinde aile ile ¢ok sikint1 yasiyoruz. Veli bu durumu
kabul etmek istemiyor. Benim ¢ocugum normal, siz benim ¢ocuguma deli raporumu aldiracaksiniz
seklinde ciddi doniisler oluyor. RAM raporunu ciddi bir psikiyatrik bozukluk raporu gibi algiliyorlar.”

(R.1)
“Aileye cocugun 6zel oldugunu anlatirken, aile kabul etmiyor. Sonraki siirecte ise 6gretmeni sugluyor.”
(R.5)
Tablo 23
Aile Isbirliginde Yasanan Giicliikler
Goriisler Katilimer (n)
1. Kaynastirma 6grencisi oldugunu kabullenememe 6

Mesleki Yeterlik Anlaminda Yasanan Giicliikler

Rehber 6gretmenlerin mesleki yeterlik anlaminda yasadigi giigliiklere iliskin goriis ve frekanslari Tablo
24°te verilmistir. Tablo 24 incelendiginde rehber 6gretmenlerin biiyiik bir gogunlugu mesleki yeterlilik anlaminda
glicliik yagamadig1 goriilmektedir ancak giigliik yasayan 6gretmenlerin ise deneyim ve bilgi eksikligi konusunda
glicliik yasadig1 goriilmektedir. Giigliik yasayan dgretmenlerden birinin goriisii su sekildedir:

“Universitede aldigimiz egitimle MEB’de gdreve basladigimizda, bu konudaki ihtiyaclar karsilayacak
donanima sahip olmadigimiz ortaya ¢ikiyor.” (R.4)
Tablo 24

Mesleki Yeterlik Anlaminda Yasanan Giicliikler

Goriisler Katilimet (n)
1. Mesleki yeterlilik anlaminda giigliik yasamayanlar 4
2. Deneyim ve bilgi eksikligi nedeniyle giicliik yasayanlar 2
Tartisma

Bu aragtirmada, Istanbul’da bulunan ilkokullarda galismakta olan 6zel egitime gereksinim duyan
o0grencisi bulunan smif 6gretmenleri ve okul rehber 6gretmenlerine kaynastirma uygulamasinda yasamis olduklari
glicliiklerle ilgili sorular sorulmustur. Sinif ve rehber 6gretmenlerinin BEP hazirlama ve uygulamada, akademik
beceri 6gretiminde ve kaynastirma 6grencisinin egitiminde yer alan diger unsurlarla ilgili gériislerine ulagilmistir.

Kaynastirma uygulamasinda dgrencinin yalnizca sinifa yerlestirilmesi degil ayni zamanda basarili bir
kaynastirma uygulamasi i¢in baz1 diizenlemelerin yapilmasi gereklidir. Basartya ulastiracak olan bu unsurlar ise
ogretmenler, 6grenciler, bireysellestirilmig egitim programlari, aileler ve okul idareleridir (Batu, 2000; Kircaali-
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Iftar & Batu, 2011). Bu ¢alismada smif ve rehber dgretmenlerinin bu ve benzeri unsurlarla yasadig giicliikler
iizerinde durulmustur.

BEP; hizmet alanlarla hizmet verenlerin tizerinde anlagmaya varmis, olduklart bir s6zlesmedir (Kargin,
2007). Hizmet verenler, 6zel egitime ihtiyaci olan bireyin egitiminden sorumlu tiim bireyler (6zel egitim
O0gretmeni, genel egitim/sinif 6gretmeni, rehber 6gretmen, psikolog gibi) hizmet alanlar ise 6zel egitime ihtiyag
duyan bireyin ailesi ve bazi durumlarda da bireyin kendisidir (Avcioglu, 2011; Kargin, 2007; MEB, 2006; Yilmaz
& Batu, 2016). BEP, tek bir kisi tarafindan hazirlanan bir program olmaktan daha cok, 6zel gereksinimli
egitiminden sorumlu tiim bireylerin bu programin hazirlanmasia aktif bir bicimde katilimlarini ve belirlenen
hedefleri tiim katilanlarin benimsemesini gerektiren bir programdir (Kargin; 2007). Ancak yapilan bu ¢aligmada
okullarda bir BEP gelistirme biriminin olmadigini, BEP hazirlama amaci ile ilgili kisilerin belli siirelerde bir araya
gelmedigini gostermektedir. Ayrica BEP planint uygulanabilirligi i¢in sinif mevcutlarinin azaltilmasi da 6nemli
bir bulgu olarak dikkat ¢gekmektedir. Bu agidan bakildiginda ilgililer arasindaki is birligi ve iletisimde goriilen
eksikligin, sinif mevcudunun fazlaligmin kaynagtirma 6grencileri i¢in uygun BEP hazirlamay1 ve uygulamayi
giiclestirdigi sdylenebilir. Kaynastirma 6grencilerinin siniflara esit sekilde dagitilmamasi ve bazi siniflarda tanist
farkli olan kaynastirma 6grencilerinin bulunmasi da diger bir giicliik olarak belirtilmekle beraber yapilan ¢alisma
ile de ortiigmektedir (Batu & Topsakal, 2003; Karaca, 2018; Orhan, 2010; ()zgﬁnes, 2016; Yener & Day1, 2021).

Kaynastirma uygulamasinda saglanan ig birliginde sinif 6gretmenleri, 6zel egitim 6gretmenlerinin diginda
okul icinde egitimden sorumlu olan bransg Ogretmenleri, psikologlar, rehber Ogretmenleri ve konusma—dil
terapistleri gibi ilgili hizmet uzmanlarinin da yer aldigi belirtilmektedir (Friend & Cook, 2003). Bu uzmanlarin is
birligi i¢inde ¢alismasi gerekmektedir (Giimiiskaya, 2018). Arastirmaya katilan sinif 6gretmenlerinin ¢gogunlugu
rehber 6gretmen ile is birliginde giigliik yasamadiklarini, kolaylikla ulasabildiklerini ve kendilerine yardimci
olduklarini belirtmistir. Rehber 6gretmenlerin sinif 6gretmenine olumlu yonde yardim saglayan yardime1 uzmanlar
oldugu, okul rehberlik servislerinin, kaynastirma uygulamasinda profesyonel anlamda smif 6gretmenleri igin
onemli bir destek oldugu yapilan diger ¢aligmalarda da ortaya konulmustur (Batmaz & Cermik, 2019). Bu goriisiin
aksine Akcan (2013) yaptig1 ¢alismada sinif 6gretmenlerinin, rehber 6gretmenlerden kaynastirma uygulamastyla
ilgili yeterli destegi alamadigini bildirmistir. Rehber 6gretmenlerin, sinif 6gretmeniyle is birligi saglarken yasadigi
giicliiklerin ise genellikle sinif 6gretmenlerinin dgrencinin engel tiirii hakkinda yeterli bilgiye sahip olmamasi,
BEP hazirlamayla ilgili bilgi eksikliklerinin olmasi ve BEP hazirlamayr yiik olarak gormesi de rehber
ogretmenlerle is birligini engelledigi yoniindedir.

Kaynastirma uygulamasinda okul idarelerinin 6zel egitim hizmetlerinin sunulmasinda ve bu hizmetlerin
yiriitiilmesinde 6gretmenle is birligi saglama gibi goérev ve sorumluluklari bulunmaktadir. Ancak yapilan bu
¢alismada sinif ve rehber 6gretmenlerinin okul idaresi ile is birliginde yasadigi giigliikler oldugu goériilmiistiir. Bu
giicliikler arasinda; okul idaresinin kaynastirma hakkinda yeterli bilgiye sahip olmamasi ve yonetmeliklere uygun
sekilde kaynastirma 6grencilerini siniflara yerlestirmemesi yer alirken ayn1 zamanda okul idaresinin kaynagtirma
uygulamasi igin destek egitim odasi agmayarak kaynastirma uygulamasi igin isleri zorlastirdigi goriilmektedir.
Oysa MEB’in 18/05/2015 tarih ve 2015/15 sayili genelgesinde kaynastirma uygulamalari kapsaminda yetersizligi
olmayan akranlariyla birlikte ayni sinifta egitimlerine devam eden 6zel egitim ihtiyaci olan 6grenciler i¢in “Destek
Egitim Odas1” agilmast zorunlu kilinmistir. Okul idaresi tarafindan &gretmenlerin kaynastirma uygulamalari
konusunda yalniz birakilmasi kaynastirma uygulamasiyla ilgili yetersiz hissetmelerine ve olumsuz tutum
gelistirmelerine neden olmaktadir (Avramidis & Norwich, 2002; Babaoglan & Yilmaz, 2010; Boer vd., 2011;
Bradshaw, 2009; Cardona, 2009; Demir & Agar, 2011; Fakolade & Adeniyi, 2009; Fuchs & Mandell, 2002; Hwang
& Evans, 2011; Kuyini & Mangope, 2011; Kuzu, 2011; Unal, 2010).

Kaynastirma uygulamasimin basariya ulasmasinda aile siiphesiz en 6nemli unsurlardan biridir. Cilinkii
aileler, cocugun okul dis1 performansiyla ilgili gretmene hem doniit vermekte hem de ¢ocugun okul diginda var
olan diinyasinda da gelisimini desteklemesi gerekmektedir. Yapilan arastirmada ise sinif ve rehber 6gretmenlerinin
ailelerle is birligi saglamada gii¢lik yasadigi goriisii ortaya ¢ikmustir. Giiglik yasanan konularin basinda
kaynastirma dgrencisinin tanisinin aile tarafindan kabul edilmemesi yer almaktadr. Tlgili literatiirde de bu sonuca
paralel olarak, kaynastirma o&grencilerinin ebeveynleri g¢ocuklarmin 6zel durumlarini kabullenmedikleri,
ogretmenlerin ailelerle iletisim problemi yasadigi, ailelerin ¢ocuklar1 hakkinda bilgi sahibi olmadig1 sonuglarina
ulasmistir (Giizel, 2014; Yilmaz, 2015). Arastirmanin bir diger bulgusu ise rehber 6gretmenler 6grenciyi RAM’a
yonlendirmek istediklerinde ailelerin ¢ekimser davranarak ¢ocuk i¢in hazirlanacak olan raporu ciddi bir psikiyatrik
bozukluk olarak algiladiklart yoniindedir. Parmaksiz ve Gok (2017) de gergeklestirdigi ¢alismada rehber
o0gretmenlerin aileler ile is birligi saglayamadigini, 6grenciyi RAM’a veya doktora yonlendirirken velinin tereddiit
ederek kabul etmedigini ortaya koymustur. Yiiksel ve Tanriverdi’nin (2019) yapmis oldugu ¢alismada ise aileler
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¢ocuklariin tan1 almasindan sonra yalnizlastiklarin1 ve ¢evrelerinden destek goremediklerini ortaya koymustur.
Bu bulgu ailelerin kaynastirma uygulamasina karsi ¢ekimser kalma nedenlerini ortaya koyar niteliktedir.
Kaynastirma Ogrencilerinin ailelerine psikolojik ve sosyal destek verilerek, ailenin ¢ocugu kabul stireci
kolaylagtirilabilir ve aile ¢ocugun egitim siirecinde aktif olarak rol alabilir. Boylelikle 6grenciyle ilgili alinacak
kararlarda aile, okul, rehberlik birimi is birligi temelli bir yol izlenmesiyle kaynastirma uygulamasinin basariya
ulasacag diistiniilmektedir (Cavkaytar & Diken, 2012).

Kaynastirma uygulamasmin sinif ve rehber 6gretmenlerin yasadigi giicliiklerle bas etmede mesleki
yetersizlik olabilecegi bu ¢aligmada ortaya ¢ikmistir. Arastirmaya katilan sinif 6gretmenlerinin lisans egitiminde
Ozel egitim ve kaynastirma uygulamasina yonelik bir ders almamasi yasanan gigliiklere neden olarak
goriilmektedir. Rehber 6gretmenlerin ise kaynastirma uygulamasinda sinif dgretmenlerine gore daha yeterli
hissettikleri fakat uygulama anlaminda lisans egitimlerinin yetersiz kaldig1 goriisii ortaya ¢ikmustir. Siitcii de
(2007) bu galismayla paralel olarak rehber 6gretmenlerin kaynastirma 6grencileriyle ilgili kendilerini yeterli
gormediklerini ortaya koymustur.

Simirhiliklar ve Oneriler

Bu arastirma; 2020-2021 egitim ogretim yili bahar doénemi, Istanbul ilinde gérev yapan sinifinda
kaynagtirma 6grencisi bulunan yedi sinif dgretmeni ve alti psikolojik danigman/rehber 6gretmenin goriisme
sorularma verdigi cevaplar ile sinirhdir.

1. Bu aragtirmada kaynastirma uygulamasinda sinif ve rehber Ogretmenlerin yasadiklar giicliikler
belirlenmistir. Sif 6gretmenlerinin BEP hazirlamada ve uygulamada giigliik ¢ektikleri saptanmustir.
BEP’lerle ilgili lisans egitiminde detayli bir egitim verilmesi gerekmektedir. Ayrica 6gretmenlerin BEP’i
smif mevcutlarinin  kalabalik olmasindan dolayr uygulayamadiklart da caligmanin ortaya ¢ikan
sonuclarindadir. Smif mevcutlarinin  seyreltilmesi, yonetmeliklere uygun sekilde kaynastirma
6grencilerinin yerlestirilmesi onerilmektedir.

2. Akademik beceri 6gretiminde 6grencinin dikkatini toplamada ve tanisina uygun sekliyle akademik beceri
kazandirmada giicliik yasanildigi goriilmiistiir. Lisans egitiminde yalniz normal gelisim gdsteren
ogrenciler i¢in degil, sinif Sgretmenlerine kaynastirma uygulamasiyla ilgili yogun bir program
hazirlanmasi 6nerilmektedir.

3. Smnif ogretmenlerinin rehber 6gretmenle is birligi sagladig: dile getirilmistir. Fakat okullarda yeterli
sayida rehber 6gretmen bulunmamasi kaynastirma uygulamasi i¢in is birligini gii¢ hale getirebilmektedir.
Milli Egitim Bakanliginin okulda yer alan 6grenci sayisiyla dogru orantili olacak sekilde rehber 6gretmen
atamasi gerekmektedir. Kaynastirma dgrencileri i¢in de ayri bir rehber 6gretmen atamasi yapilabilir.

4. Smf ogretmenleri diger meslek elemanlariyla is birligi saglamada giiclik cektiklerini, taraflarina
psikiyatristlerin form ilettigini fakat kendilerine herhangi bir bilgi verilmedigi dile getirilmistir. Diger
meslek elemanlarinin kaynastirma &grencisiyle ilgili smif &gretmenlerine bilgilendirme yapmasi
Onerilmektedir.

5. Sinif 6gretmenleri RAM ile is birligi saglayamadiklarini, 6grencileri i¢in randevu bulamadiklarin: dile
getirmislerdir. Ayrica 6grenci tanilama siirecinde dgretmen goriislerinin yeterince dikkate alinmadigt
bildirilmistir. Ilcelerde yer alan RAM sayisiin arttirilmasi, RAM’larin islevselliginin arttirilmasi
Onerilmektedir.

6. Okul idarelerinin kaynastirmaya iligkin yeterli bilgiye sahip olmadiklari aragtirmanin bulgular1 arasinda
yer almigtir. Ayrica okul idaresi yonetmeliklere uygun sekliyle kaynastirma dgrencilerini yerlestirmedigi
icin sinif i¢erisinde gii¢likk yasayan 6gretmende ¢aligmakta yer almaktadir. Bu nedenle; okul idarelerine
kaynastirmayla ilgili hizmet i¢gi egitimler diizenlenmesi okullarin denetlenmesi gerekmektedir.

7. Smif 6gretmenleri ailelerin gocugun durumunu takip etmedigini, ailelerin is birliginde direngli olduklarini
dile getirmislerdir. Katilimcilar ailelerin kaynastirma uygulamasina dahil olmasi gerektigini
belirtmislerdir. Bu dogrultuda ailelerin kaynastirma uygulamasinin bir parcast olmasi i¢in etkinliler
diizenlenmeli, rehberlik servisi bilgilendirici ¢caligmalar yapmalidir.

8. Arastirmada okullarin fiziki ortamlarmin yeterli olmadigi, bedensel engelli 6grencilerin yer aldig
okullarda asansorlerin kapali oldugu dile getirilmistir. Bu eksikliklerin giderilmesi kaynastirma
uygulamasinin basarisini arttiracaktir.
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9. Mesleki yeterlik anlaminda simnif 6gretmenleri lisans egitiminde kaynastirmaya iliskin yeterli ders ve staj
gormedikleri icin giligliik yasadiklarmi dile getirmislerdir. Siif 6gretmenligi lisans programlarinda
kaynastirma uygulamasiyla ilgili dersler konulmasi ve stajlarin1 da kaynastirma dgrencilerinin yer aldigi
smiflarda yapmasi dnerilmektedir.

Yazarlarin Katki Diizeyleri

Birinci yazarin, ikinci ve tiglincii yazarin danismanliginda tamamladig: yiiksek lisans tezinden tiretilmis
bir ¢aligmadir. Calisma konusu ve arastirma deseni ii¢ yazar tarafindan belirlenmistir. Veri toplama birinci yazar
tarafindan yapilmistir. Birinci yazar veri analizi yaparken ve c¢alismay1 raporlarken diger yazarlarda yardimci
olmustur.
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Abstract

Introduction: One of the most important factors in mainstreaming practices is the teacher. The role of the created
class and psychological guidance, such as ensuring social cohesion between students with special educational
needs and their peers, and the active inclusion of families throughout their life, cannot be denied. It is expected
that the opinions and expectations regarding the inclusion difficulties and experiences of the classroom and
guidance teachers working in primary schools in the province of Istanbul are reached.

Method: In the study in which the case study model, which is one of the qualitative research methods, was used,;
semi-structured interviews were conducted with seven classroom teachers who have inclusion students in their
classroom and six psychological counselor/guidance teachers who have inclusion students in their school. By
applying content analysis to the data obtained from the interviews, the main themes and sub-themes were formed
and the findings were reached.

Findings: Research findings show that classroom teachers prepare the individualized education program (IEP)
with the help of the guidance teacher. The school administration does not have enough information about the
inclusion practice because the classrooms are crowded. Thus the teachers have difficulty in gaining academic
skills, as well as finding and adapting appropriate materials for mainstreaming students. Counselors, on the other
hand, state that the IEP development unit remains on paper, that all responsibilities related to IEP are assigned to
them, and that the school administration does not cooperate on inclusion. In addition, both classroom teachers and
guidance teachers stated that the communication and cooperation they established with the institutions where the
student received support education was one-sided and they did not receive any feedback regarding the student.
The fact that families do not accept their children's inadequacy, and do not have enough information about
inclusion, is another finding that makes cooperation difficult for classroom and guidance teachers.

Discussion: The findings obtained from the research revealed the necessity of the classroom and guidance teachers
to be in cooperation with the school, family and stakeholders who provide support education to the students in the
inclusive practice. This cooperation will enable the student's educational process to improve their learning better.
It is recommended to conduct experimental studies based on school-family cooperation in similar studies.

Keywords: Special education, inclusive practice, students with special needs, classroom teacher, guidance
counselor.
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Introduction

Each student needs training in order to ensure harmony with the community. Students develop their
abilities and to gain knowledge and experience in social areas. According to their peers, students with physical,
mental and social disabilities also have the right to receive education in order to integrate with society and be self-
sufficient. In the 1960s when the idea that all children should have an equal education level came out, there were
countries such as Italy, England, France and Norway, and in the United Kingdom, in the 1970s which facilitated
children with special education needs in a very short time (Organisation for Economic Co-Operation and
Development [OECD], 1995). On the other hand, the same procedure, was legally accepted in 1983, and reforms
were made over the years regarding inclusion practices (Ministry of National Education [MoNE], 2006; 2010;
Uysal, 2003; Yazicioglu, 2018). Observing children with special education needs being educated in the general
education classroom with appropriate arrangement and special edution suppport, has occurred thanks to inclusion
practices (Bender et al., 1995; Lindsay, 2007; Sucuoglu & Kargin, 2006). In recent years, the concept of integration
(inclusion/inclusive education) has been used instead of the concept of inclusion (mainstream) because of
including attention of students. The importance of the concept of integration is increasing day by day and the use
of this concept of unification has been preferred in terms of reflecting more inclusion in practice together as the
goal sought to be achieved.

Inclusion practice not only aims to facilitate the adaptation of students with special education needs to
society and to carry students to a higher level in social, academic and many aspects of development, but also affects
the families of these children as well as children with typical development, teachers and even school administrators
(Kuz, 2007). Inclusion is not just about placing students in need of special education in a general education
classroom. A successful inclusion implementation depends on meeting the basic criteria and fulfilling the duties
and responsibilities of all stakeholders, because inclusion practices, by their nature, require knowledge, skills and
experiences of more than one area of expertise (Ugar, 2021; Tercan & Bigakei, 2016). For this reason, teachers
who carry out inclusion practices in the classroom are expected to individualize the education of the inclusion
students, to facilitate the social adaptation of the students with typical development, and to provide counseling to
the family of the student and to provide cooperation (Batu, 2000; Smith, 1995). There are professionals such as
guidance teachers, school administrators, physiotherapists, language and speech therapists who provide special
education and support services to students with special education needs outside the classroom (S6nmez & Kartal,
2019). In order for inclusion practices to be successful, it is beneficial for all stakeholders in the team to carry out
the practices in cooperation.

When the international literature is examined, the number of studies on the problems of teachers who
play an important role in inclusion practice is limited. The lack of materials in the inclusion practice, the limited
relationship between parents and teachers, the lack of cooperation between stakeholders and the inadequacy of
government policies are among the common problems (Anati, 2012; Attwood et al., 2019; Avissar et al., 2016;
Benjamin, 2020; Gronlund et al., 2010; Hill & Sukbunpant, 2013; Nilsen, 2020; Shani & Hebel,2016).

When the national literature is examined, one of the problems experienced in the inclusion practice is that
the schools and classrooms do not have the appropriate physical environment for the inclusion practice (Batu vd.,
2004; Sadioglu, 2011; Sara¢ & Colak 2012), and that the classrooms are crowded under these unsuitable physical
conditions is another difficulty experienced by teachers (Balo, 2015; Deniz & Coban, 2019; Gok, 2013; Giileryiiz
& Ozdemir, 2015; Giizel, 2014). At the point of cooperation with stakeholders, only studies on cooperation with
the school administration have been found, and it has been reported that teachers do not receive the necessary
support from the school administration regarding the inclusion practice (Akalin, 2015; Bilen, 2007; Glizel, 2014).
Regarding families, another factor affecting the success of the mainstreaming practice, it was observed that the
classroom teachers had problems in communicating with the students and the family had problems in accepting
the student (Akalin, 2015; Avcioglu, 2011; Balo, 2015; Sadioglu, 2011; Uzun, 2009; Winter, 2013).

Considering the studies conducted, it is observed that the number of studies conducted with guidance
teachers in the literature is limited, although there are many studies conducted with classroom teachers regarding
the inclusion practice. Identifying the difficulties experienced by counselors, who have duties such as facilitating
the adaptation of students with special education needs to school, and providing cooperation between teachers,
family and school management, will shed light on the issues to be emphasized in the in-service trainings to be
given. In addition, it is thought that it will contribute to the literature by including the opinions of two stakeholders,
who play an important role in inclusion practices, in a single study on the difficulties they experience with other
stakeholders. In line with this purpose, the aim of this study is to describe the opinions of the classroom and
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counselor teachers about the difficulties they experience in the teaching processes and in cooperation with the
stakeholders involved in the process of inclusion.

In line with this main purpose, answers to the following research questions were sought in two categories
as below: In the mainstreaming practice of classroom teachers;

1. To reveal their views on the difficulties they experienced during teaching.
To reveal their views on cooperation with the school counselor.

To reveal their views on support education services.

2
3
4. To reveal their views on the difficulties experienced in cooperation with the school.
5. To reveal their views on the difficulties they experience in family cooperation.

6

To present their views on the difficulties they experienced in the functioning of the individualized
education program (IEP) development unit.

In the mainstreaming practice of counselors;
1. To determine their views on cooperation with the classroom teacher.
2. To determine the views on the difficulties experienced by the student in cooperation with his family.

3. To determine the opinions about the difficulties experienced in cooperation with the school
administration.

4. To determine the views on the difficulties experienced in cooperation with the Guidance and Research
Center (GRC).

5. To determine the views on the difficulties experienced by the student with other professional staff
(psychiatrist, psychologist, speech and language therapist, etc.).

6. To determine the opinions about the difficulties they have experienced in the functioning of the IEP
development unit.

Method
Participants

The participants of this study were determined through purposive sampling. Purposeful sampling allows
for in-depth study of situations that are thought to have rich information (Y1ldirim & Simsek, 2000). The following
process was followed in order to determine a working group suitable for the research method. By obtaining the
necessary permissions from the Istanbul Provincial Directorate of National Education, schools with inclusion
students were determined and attention was paid to the fact that the schools to be selected were from different
districts. The school principals of the determined institutions were visited and information was given about the
purpose and content of the research. Seven volunteer classroom teachers and six volunteer guidance teachers who
can participate in the interview and have inclusive students were determined.

Within the scope of the research, an appointment was made for the interview at the appropriate day and
time from the classroom teachers and guidance teachers working in the schools to be interviewed, and the interview
consent form was sent to the participants. Due to the pandemic, the interviews took place online. In addition, a
sample of the document showing the permission obtained from the Provincial Directorate of National Education
was presented to the participants.

The classroom teachers in the research group were coded as T.1, T.2, ..., and the psychological counsellor
-guidance teachers were coded as G.1, G.2, ... during the research. The distributions regarding the descriptive
characteristics of classroom teachers are shown in Table 1.
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Table 1
Data on Descriptive Characteristics of Classroom Teachers
. Professional  Have taken a Having received in Fgllowmg Fhe To follow the
Code Education . - - - L regulations published by
experiences special education  service training on e - development related
name level : . Ministry of Education on . -
(years) course special education - - to special education
special education
T.1  Bachelor 15 No Yes Yes Yes
T.2 Bachelor 10 No Yes Yes No
T.3  Bachelor 16 No Yes Yes No
T.4  Bachelor 15 No Yes Yes Yes
T.5 Bachelor 13 No Yes Yes No
T.6  Bachelor 36 No Yes Yes No
17  Master 2 No No No No
degree

When we look at Table 1, it can be observed that the majority of the participating teachers did not receive
any training on inclusive practices and special education, but they attended in-service training programs. The
professional seniority of the participants varies between 2 and 36 years. Additionally, out of the participants, six
completed their undergraduate studies, while one has completed their postgraduate studies. The distributions
regarding the sample of guidance counselors are shown in Table 2.

Table 2
Data on Descriptive Characteristics of Guidance Teachers

. . .. Following the regulations To follow the
. Professional Havetakena  Having received in - i
Code  Education experiences special education service training on publlsheq by Mlnlstr_y of development_
name level ; ; Education on special related to special
(years) course special education - :
education education
G.1  Bachelor 1 Yes No Yes Yes
G.2 Bachelor 3 Yes Yes Yes No
G.3  Bachelor 2 Yes No Yes Yes
G.4  Bachelor 15 Yes Yes Yes Yes
G.5 Bachelor 7 Yes No Yes Yes
G.6  Bachelor 6 Yes Yes Yes Yes

When we look at Table 2, it can be seen that all participating guidance counselors have received training
related to the field of special education and they follow the regulations published by the Ministry of Education
(MoNE). The professional seniority of the participants varies between 1 and 15 years.

Model of the Study

This research aims to determine the opinions of classroom teachers and guidance counselors working in
primary schools affiliated with the Ministry of National Education in Istanbul regarding the difficulties
encountered in inclusive education practices. In order to allow individuals to present their experiences realistically
and comprehensively, and to deeply analyze the process, a qualitative research method called a case study design
was used. Case study is defined as a research method that focuses on the questions of why or how, where the
researcher has almost no control over the situation. (Yin, 1984).

Ethical Principles

Ethical principles were observed throughout the research process. In order to conduct the research, an
ethics committee approval document with the number 2020/44-21 dated 30.10.2020 was obtained from the Non-
Interventional Research Ethics Committee of Biruni University. Additionally, permission was obtained from the
Istanbul Provincial Directorate of National Education by the researcher to gather teachers' opinions. The interviews
were conducted based on the principle of voluntariness, and the names of the participants were kept confidential
during the research and transcription process. The participants were informed that code names would be used
instead of their actual names.
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Data Collection Tools and Environment

In this study, a Personal Professional Information Form and a Semi-structured Interview Guide were used
for both classroom teachers and guidance counselors. When preparing the interview questions, care was taken to
ensure that the questions were understandable and that there were open-ended questions through which the
participants could convey their knowledge, thoughts, and experiences. Afterwards, the interview questions suitable
for the research were prepared and expert opinions were obtained from a faculty member working in the field of
special education. The expert opinion confirmed that the questions were appropriate for the purpose of the research.

The interviews with classroom teachers lasted an average of 27 minutes, while the interviews with
guidance counselors lasted 25 minutes. Tables 3 and 4 provide data on the environment where the interviews were
conducted and the duration of the interviews.

Table 3
Class Teacher Interview Schedule
Code name Interview date Interview duration (minute) Record type Interview type
T.1 1 March 2021 20 Video recording Zoom
T.2 2 March 2021 28 Video recording Zoom
T.3 3 March 2021 16 Video recording Zoom
T.4 4 March 2021 25 Video recording Zoom
T5 5 March 2021 20 Video recording Zoom
T.6 7 March 2021 51 Video recording Zoom
T.7 8 March 2021 31 Video recording Zoom
Table 4
Counselor Interview Schedule
Code name Interview date Interview duration (minute) Record type Interview type
G.1 4 March 2021 15 Video recording Zoom
G.2 6 March 2021 12 Video recording Zoom
G.3 8 March 2021 24 Video recording Zoom
G4 10 March 2021 25 Video recording Zoom
G.5 11 March 2021 30 Video recording Zoom
G.6 12 March 2021 45 Video recording Zoom

Data Collection and Analysis

In this research, the data was analyzed using content analysis, which is one of the analysis techniques
used in qualitative research methods. The purpose of content analysis is to describe the data and uncover the hidden
truths within the data. It involves organizing and presenting similar data with specific themes in a way that the
reader can understand (Yildirim & Simsek, 2016). Categories are created by classifying the information obtained
from the data based on the similarities or differences in their content (Berg, 2004). In this study, the interview
questions served as the basis for creating the categories. For example, for classroom teachers, a category of
"Collaboration with Parents" was created for potential answers to the question, "What are your opinions on the
difficulties encountered in collaboration with parents in inclusive education practices?" Similarly, a category of
"Collaboration with Classroom Teacher" was created for potential answers to the question, "What are the
difficulties encountered in collaboration with the classroom teacher of the inclusive student?" Afterwards, codes
were determined by creating other categories within the answers to the questions. To ensure internal and external
consistency of the themes, the themes and the codes collected under them were checked. In the final stage of
interpreting the findings, the researcher interpreted the results obtained.

Validity and Reliability of the Research

In quantitative research, internal validity has been replaced by credibility in qualitative studies. Credibility
refers to the degree to which the findings are consistent with reality (Arastaman & Fidan, 2015). Lincoln and Guba
(1985) have suggested long-term interaction, expert examination, member checking, and in-depth data collection
as methods used for establishing credibility. In this study, the following aspects were considered in terms of
credibility: Consulting an expert opinion for the interview questions used in the research. The interview questions
were sent to experts in educational measurement and evaluation, special education, and guidance counseling, and
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the interview questions were revised based on the suggestions received from the experts. One of these suggestions
was to ensure conceptual integrity in the questions. For data analysis, themes and sub-themes were created by an
experienced researcher in qualitative research, and the researcher compared their themes and sub-themes. For this,
Miles and Huberman's (1994) formula “agreement / (agreement + disagreement) x 100” was used. In qualitative
studies, a match of 90% or higher between the evaluations of the expert and the researcher is expected
(Biiytikoztiirk et al., 2016). Accordingly, the reliability study conducted with the expert showed a match of 97%
for classroom teachers and 93.15% for guidance counselors. For the validity of the research, efforts were made to
ensure it by providing detailed reporting of the data obtained from the interviews. In the stage of preparing the
interview questions, a conceptual framework was created by reviewing the relevant literature to ensure internal
validity.

Results

As a result of the analysis of the research data, eight themes were identified for classroom teachers and
seven themes were identified for guidance counselors. Information about the themes and sub-themes is provided
in Table 5. Additionally, in the findings section, examples of participant opinions related to the sub-themes with
high frequency are presented under each theme.

Table 5
General Theme Structure for Classroom Teachers
Theme number Theme
Difficulties experinced in the teaching process

1 IEP preparation
Difficulties experinced during IEP implementation
Difficulties in teaching academic skills

Difficulties with support services

2 Difficulties experinced in cooperation with the guidance teacher
Difficulties in cooperating with other professionals (psychiarist, speech and language language therapist)
Difficulties in cooperating with out-of-school education (rehabilitation centre)

3 Difficulties in cooperstion with the school administration
4 Difficulties in family cooperation
5 Physical environment of the classroom and school

6 Difficulties in professional competence
Note: IEP = individualized education program.

Difficulties Experienced in the Teaching Process
IEP Preparation

The frequency data regarding the opinions of participating classroom teachers on the process of preparing
IEP are provided in Table 6.
Table 6

Opinions on IEP Preparation

Opinions Participants (n)
1. Only those who prepare with the support of guidance teachers 5
2. Users of IEP’s program on the Internet 1
3. The student who doesn’t prepare an IEP because (s)he doesn’t have an inclusion report 1

Note: IEP = individualized education program.

One notable finding from Table 6 is that T.6 reported using pre-existing IEP plans found on the internet.
On the other hand, classroom teacher T.2 mentioned that the IEP plans are prepared by bringing together the
administrator, classroom teacher, and guidance counselor. However, it is challenging to gather all of the
participants in the program. Classrom teachers prepare our IEP plans with the support of guidance counselor.
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Difficulties Experinced During IEP Implementation

The frequency data regarding the views of the participating classroom teachers on the implementation
process of IEP are provided in Table 7. According to Table 7, it is a way of finding solutions to difficulties caused
by large class sizes:

"Average class size is around 40 students. Each class has approximately 2-3 inclusive education students
with different inclusion reasons. | struggle to implement individualized education plans for these inclusive
education students due to these reasons." (T.1)

"It is challenging to implement the IEP for the student. The student has attendance issues and sometimes
doesn't come to school, which makes it difficult to enforce the plan. We face difficulties in implementing
the IEP due to the student's lack of discipline.” (T.2)

Table 7
Opinions on Difficulties Experienced in IEP Implementation
Opinions Participants (n)
1. Those who have difficulties due to student discipline 2
2. Those who have difficulties due to the large class size 2
3. Those who don’t have difficulties in applying the IEP 2
4. Not preparing IEP 1

Note: IEP = individualized education program.
Difficulties in Teaching Academic Skills

In Table 8, frequency data regarding the difficulties encountered in teaching academic skills are presented.
The teacher's opinion, stating that the student had difficulties due to meeting him, and the opinion referring to the
density of students in the classroom, are as follows:

“We have difficulties in maintaining their attention and expressing what they need to do. They constantly
look around while doing the given task, which even distracts me and disrupts my focus on the lesson.”
(T.6)

“Our classrooms are overcrowded, making it difficult for us to give individual attention to each child.
You know, the class duration is limited. In a 40-minute period, we can only allocate about 1 minute to
each student. With 39 students, we don't have the luxury of saying “wait on the side, I'll spend 5 minutes
with your classmate.” (T.1)

Table 8
Views on Teaching Academic Skills
Opinions Participants (n)
1. Problems arising from the student’s diagnosis 4
2. Crowded classrooms and curriculum problems 2
3. The teachers who do not have difficulties in teaching academic skills 1

Difficulties with Support Services
Difficulties Experienced in Cooperation with the Guidance Teacher

The frequency data regarding the difficulties in collaboration with guidance counselors is presented in
Table 9. When Table 9 is examined, it is seen that the majority of teachers do not have difficulties in cooperating
with the guidance counselor. Opinions regarding this are as follows.

"I haven't encountered any difficulties in collaborating with the guidance counselor. They are highly
supportive.” (T.3)

"Our school has approximately two thousand students, and around sixty of them are inclusive education
students. Despite being a large school, we only have one guidance counselor. Therefore, the collaboration
regarding inclusive education students remains limited, because of not having the adequate number of
guidance counselors.” (T.2)
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Table 9
Difficulties Experienced in Cooperation with the Guidance Teacher
Opinions Participants (n)
1. Those who don’t have difficulties in cooperating with counselors 6
2. Insufficient number of counselors 1

Difficulties in Cooperation with Other Professional Staff (Psychiatrist, Language Therapist etc.)

The frequencies of the opinions regarding the difficulties in collaboration with other support staff
members are given in Table 10. The answers of the classroom teachers to this question were distributed more in
the direction of not being able to cooperate and providing limited cooperation. Teacher opinions are given below.

"They should actually communicate with us. | have a student who receives speech therapy, but there is
no communication and collaboration established." (T.1)

"A form regarding my inclusion student who goes to the psychiatrist was sent to me. | was asked to fill
out this form and send it back through the parent.” (T.2)

Table 10
Difficulties Experienced in Cooperation with Other Professional Staff
Opinions Participants (n)
1. Unable to cooperate 3
2. Limited cooperation 3
3. Collaborative 1

Difficulties in Cooperation with Informal Education (GRC, Rehabilitation Centre)

The frequencies of classroom teachers' views on collaboration with informal education are provided in
Table 11. The opinion of the classroom teacher is given below.

"We face difficulties because the GRC is extremely busy, and we cannot find appointments on the dates
we want. The diagnoses of children are determined very late. One GRC in a district is not sufficient. We
cannot collaborate effectively with special education either because there is no official rule for it." (T.1)

Table 11
Difficulties in Cooperation with Informal Education

Opinions Participants (n)
1. No difficulty in cooperation 2
2. Difficulties in communicating 4
3. Difficulties in the diagnosis process 1

Difficulties in Cooperation with School Administration

The frequency of the opinions of classroom teachers regarding the difficulties they experience in
collaboration with school administration in inclusive practices is given in Table 12. When Table 12 is examined,
it can be seen that there are classroom teachers who do not have difficulty in cooperating with the school
administration, but the opinion of the teacher who expresses his opinion about not placing students in accordance
with the regulations and emphasizes the inclusion practice of the school administration is given below.

"While the school administration does not place any inclusive students in some classes, they place three
inclusion students in some other classes. So, there are some classes with inclusive students and some
without. In this situation, the school administration is putting pressure on me." (T.5)

"The school administration's knowledge is very inadequate. When you try to collaborate or seek support,
they approach it as if these students should only be managed to say 'If it doesn't bother you, don't worry
about it, just let it be." Instead of that, the administration should approach it with more sensitivity, but they
lack any knowledge about it." (T.7)
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Table 12
Difficulties in Cooperation with the School Administration
Opinions Participants (n)
No difficulty in cooperation 3
Lack of knowledge of school administration about inclusion 2
Failure to place students in accordance with regulations 1
School adminitration stays in the background in cooperation 1

Difficulties Experienced in Cooperation with the Family

The opinions and frequencies of teachers regarding the difficulties in collaboration with the families of
inclusive students are provided in Table 13. One of the difficulties that classroom teachers had in cooperating with
the family was that the family did not accept the student, while another difficulty was that the teacher was blamed
by the family. Teacher opinions are given below.

Table 13
Difficulties Experienced in Cooperation with the Family
Opinions Participants (n)
Parents’ not accepting their disabled children 3

Failure of the family about following the child’s situation
Don’t blame the teacher

The children of divorced parents

No difficulty

N e

"The family has difficulty accepting their children with special are different from other children. They
don't want to get any reports, but we still do our best for the student. A report might just be a piece of
paper for the student, but I don't know if it will have a positive or negative impact in the future. | face
difficulties with the family regarding these issues.” (T.4)

"The student's family is generally aggressive. They come to school considering their child as a person
with special needs. Also they think that that we don't pay attention to their child's interests. They come to
school with anger and react as if everyone is an enemy to their child. Suddenly, you are called to the
guidance counselor's office." (T.7)

Physical Environment of the School and Class

The opinions and frequencies of the classroom teachers participating in the research regarding the
physical environment are provided in Table 14. Teacher opinions regarding the inadequacy of the physical
environment and its reflections on the student are given below.

"Students with physical disabilities usually need someone's assistance to go up and down the stairs since
the elevators in the school are not functioning. The student faces difficulties in going up and down and
constantly relies on others for help. As a result, the student often feels isolated in the classroom and
usually sits alone." (T.7)

Table 14

Physical Environment of the School and Class
Opinions Participants (n)
Sufficient 3
Insufficient 4

Difficulties in Professional Competence

The opinions and frequencies regarding the professional difficulties experienced by classroom teachers
in inclusive education practices are provided in Table 15. In terms of professional competence, all of the teachers
reported that they had difficulties due to the insufficient undergraduate education. The teacher's opinion is given
below.

"We face difficulties and often feel inadequate. We were trained in university with the assumption that
we would only work with typically developing children, but that's not the reality of life." (T.1)
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"I feel inadequate because you don't receive what you're supposed to. You either don't know how to
deliver it or you don't know how to. It would have been better if we had the opportunity to observe such
situations during our university education.” (T.5)

Table 15
Difficulties in Professional Competence
Opinions Participants (n)
Difficulties caused by insufficient bachelor education 7

Table 16 provides information about the themes and sub-themes related to guidance counselors.
Additionally, in the findings section, under each theme, there are examples of participant opinions regarding sub-
themes with high frequencies.

Table 16
General Theme Structure for Counselors
Theme number Theme
1 Challenges experienced in the IEP development unit

Difficulties with support services

2 Difficulties with the support training room
Difficulties in the cooperating with other professionals (psychiatrist, language therapist)
Difficulties in cooperation with GRC

3 Difficulties in classroom teacher collaboration
4 Difficulties in the collaboration with school administration
5 Difficulties in cooperating with the family

6 Difficulties in professional competence
Note: GRC = guidance and research center; IEP = individualized education program.

Challenges Experienced in the IEP Development Unit

Table 17 provides the frequency information regarding the opinions of the guidance counselors
participating in the research on the IEP development unit. All of the counselors who participated in the research
were of the opinion that other members of the IEP development unit did not fulfill their duties. The teachers'
opinion is as follows:

"Generally, | am the one handling this process. The school psychologist and guidance counselor are
natural members of this unit, but it's not solely their responsibility.” (G.1)

"Classroom teachers are not showing the necessary dedication in transferring the workload related to this
matter to the guidance service." (G.4)

Table 17

Challenges Experienced in the IEP Development Unit

Opinions Participants (n)
1. Failure of in the IEP development unit fulfilling the duties of other members 6
Note: IEP = individualized education program.

Difficulties with Support Services
Challenges with the Support Training Room

The opinions and frequencies of guidance counselors regarding the support education room are provided
in Table 18. Teacher opinions about the support education room are as follows:

"There is no support education room in the school. They simply empty a classroom and put in table tennis,
but there is no dedicated room for support education. Teachers prefer to teach SDC (Support and
Development Course) instead of providing lessons within the scope of IEP because the additional pay for
SDC is higher." (G.1)
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"The absence of a support education room is a lacking at our school. We face difficulties in finding
teachers to provide support education. The heavy workload on teachers and the low payment are important
factors." (G.3)

Table 18
Challenges with the Support Training Room
Opinions Participants (n)
1. Lack of support training room and classroom teachers not wanting to teach 4
2. Those who didn’t report difficulties with the support training room 2

Difficulties in Cooperation with Other Professional Staff (Psychiatrist, Language Therapist, etc.)

The frequency information regarding the opinions of guidance counselors is presented in Table 19. The
teacher stated that the cooperation with other professionals was one-sided and stated as follows:

"Psychiatrists reach out to us through parents. They request information about the student and ask us to
fill out forms. However, after the form is completed, there is no information exchange regarding the
student. We try to communicate with the parents and professionals to find out what happened, but most
of the time our efforts remain unsuccessful.”(G.6)

Table 19
Difficulties in Cooperation with Other Professional Staff (Psychiatrist, Language Therapist, etc.)
Opinions Participants (n)
1. Those who have difficulties in the cooperating with other professionals 5
2. Those who don’t have difficulties in the cooperating with other professionals 1

Difficulties in Collaborating with GRC

The difficulties that guidance counselors experience in collaboration with special education teachers in
GRC are presented in Table 20. When Table 20 is examined, it is revealed that the majority of the counselors who
participated in the research did not have difficulties in cooperating with the GRC, while the teachers who did
experience difficulties due to misdiagnosis. The opinions of teachers who experienced difficulties are given below.

"Sometimes we encounter difficulties in the diagnostic processes. Since | previously worked in GRC for
3 years, | am familiar with the tasks and procedures carried out there. When we ask them on what basis
they make incorrect diagnoses and provide guidance, they become unresponsive in communication. They
don't offer any assistance in any way. The process always takes a long time." (G.4.)

Table 20

Difficulties in Collaborating with GRC

Opinions Participants (n)
1. No difficulties 4
2. Misdiagnosis 2

Difficulties Experienced in Cooperation with the Class Teacher

The opinions of guidance counselors participating in the research regarding the difficulties experienced
in collaboration with classroom teachers are presented in Table 21. The majority of counselors who participated
in the research reported that classroom teachers did not have sufficient information about types of disabilities. In
addition, the opinions of teachers who have difficulties in cooperating with classroom teachers regarding the
preparation of IEP are given below.

"The classroom teacher faces difficulties in knowing the characteristics of different types of disabilities.
For example, we had a student with ADHD (attention deficit hyperactivity disorder). The teacher was
unaware of this. They complained about the student constantly being in motion and even wanting to sit
by the window. I informed the teacher about this situation and explained the characteristics of a student
with ADHD, how to interact with them in the classroom, and their inclinations.” (G.3)

"Teachers consider IEP preparation as a burden. Despite providing information about IEPs in every
seminar, they still have questions about how to prepare an IEP at the beginning of each term. They also
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see preparing appropriate questions for the IEP as an additional burden and do not implement it. These
reasons hinder our collaboration.” (G.5)

Table 21
Difficulties Experienced in Cooperation with the Class Teacher
Opinions Participants (n)
1. No difficulties 1

2. Those who have problems due to the classroom teacher’s failure to act in accordance with
the student’s disability

3. Those who have problems in the preparation and implementation of the IEP 1
Note: IEP = individualized education program.

4

Difficulties in Cooperation with the School Administration

The opinions and frequency information regarding the difficulties experienced by the participating
guidance teachers in collaboration with school administration are provided in Table 22. When Table 22 is
examined, it is revealed that the issues that counselors have difficulties with the school administration are the
school administration's insensitive perspective on inclusion and the school administration's failure to do what is
necessary in providing a support education room. The opinions of the guidance counselor are given below.

"The principal is insensitive to inclusive practices. When referring students to the Special Education and
Rehabilitation Center (GRC), the principal would question it a lot, find it unnecessary, and try to close
the issue." (G.2)

"Our school does not have a support education room. When | mentioned this to the administration, they
said the physical space is not suitable. There is a music room, but no support education room. Or they
would empty a classroom and set up a table tennis table, but they say there is no room for support
education.” (G.3)

Table 22
Difficulties in Cooperation with the School Administration
Opinions Participants (n)
1. No difficulties 3
2. Those who have difficulty in inclusion practice due to insensitivity 2
3. Those who have difficulties with the support training room 1

Difficulties in Family Cooperation

The views and frequency information regarding the difficulties experienced by guidance teachers in
collaboration with families are provided in Table 23. When Table 23 is examined, all of the school counselors
expressed the opinion that cooperation in the inclusion practice was not achieved due to the family not accepting
the student's situation. The opinion of the counselors is as follows:

"In inclusive practices, we face a lot of difficulties in the student's diagnostic process with the family. The
parents do not want to accept this situation. They make serious responses such as: “My child is normal,
you are going to get a crazy report for my child.' They perceive the special education and rehabilitation
center report as a serious psychiatric disorder report.” (G.1)

"While explaining to the family that the child is special, they do not accept it. In the following process,
they blame the teacher."” (G.6)
Table 23

Difficulties in Family Cooperation

Opinion Participants (n)
1. Inability to accept being an inclusive student 6

Difficulties in Professional Competence

The opinions and frequencies regarding the difficulties experienced by guidance teachers in terms of
professional competence are given in Table 24. When Table 24 is examined, it is seen that the majority of guidance
teachers do not have difficulties in terms of professional competence, but the teachers who do experience
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difficulties have difficulties in terms of lack of experience and knowledge. The opinion of one of the teachers who
experienced difficulties is as follows:

"When we started working for the Ministry of Education with the education we received at the university,
it became apparent that we lack the necessary skills to meet the requirements in this field." (G.4)
Table 24

Difficulties in Professional Competence

Opinions Participants (n)
1. No difficulties 4
2. Those who have difficulties due to lack of experience and knowledge 2
Discussion

In this study, questions were asked to classroom teachers and school guidance counselors who work in
primary schools in Istanbul including students with special educational needs, about the difficulties they
experienced in inclusive education practices. The opinions of classroom and guidance teachers regarding the
preparation and implementation of IEPs, academic skill instruction, and other elements related to the education of
inclusive students were obtained.

In inclusive education, it is necessary not only to place the student in the classroom but also to make
certain arrangements for a successful inclusive practice. The elements that contribute to success in inclusive
education are teachers, students, individualized education programs, families, and school administrators (Batu,
2000; Kicaali-Iftar, 1998). This study focused on the difficulties experienced by classroom and guidance teachers
regarding these and similar elements.

The IEP is an agreement on service providers and recipients (Kargin, 2007). Service providers include all
individuals responsible for the education of individuals with special needs (special education teachers, general
education/classroom teachers, guidance counselors, psychologists, etc.), while recipients include the family of the
individual with special educational needs and, in some cases, the individual themselves (Avciglu, 2011; Kargin,
2007; MoNE, 2006; Yilmaz & Batu, 2016). The IEP is not just a program prepared by a single person, but rather
a program that requires active participation from all individuals responsible for special needs education and the
acceptance of defined goals by all participants (Kargin, 2007). However, this study indicates that there is no IEP
development unit in schools, and individuals involved in IEP preparation do not come together at regular intervals.
Furthermore, reducing class sizes for the feasibility of IEP implementation is an important finding. From this
perspective, it can be deduced that the lack of collaboration and communication among stakeholders and the high
class sizes make it difficult to prepare and implement appropriate IEPs for inclusion students. The unequal
distribution of inclusive students among classes and the presence of inclusion students with different diagnoses in
some classes were also identified as difficulties, which is consistent with previous studies (Batu, 2003; Karaca,
2018; Orhan, 2010; Ozen, 2008; Ozgﬁnes, 2016; Yener & Day1, 2021).

In inclusive education, collaboration involves not only special education teachers and classroom teachers
but also other relevant service professionals within the school, such as subject teachers, psychologists, guidance
counselors, and speech-language therapists (Friend & Cook, 2003). These professionals need to work
collaboratively (Giimiiskaya, 2018). The majority of participating classroom teachers in this study reported that
they did not have difficulty collaborating with guidance counselors, that they could easily reach them, and that
they provided assistance. Other studies have also shown that school guidance services are an important support for
classroom teachers in inclusive education practices (Batmaz & Cermik, 2019). However, in contrast to this view,
Akcan (2013) reported in their study that classroom teachers did not receive sufficient support from guidance
counselors regarding inclusive education practices. The difficulties faced by guidance counselors in collaboration
with classroom teachers are generally related to the classroom teacher's lack of sufficient knowledge about the
student's disability type, lack of knowledge about IEP preparation, and perceiving IEP preparation as a burden.

Inclusive education practices involve the collaboration between school administrators and teachers in the
provision and implementation of special education services. However, difficulties have been observed in the
collaboration between classroom and guidance teachers with school administrators in these efforts. Among these
difficulties are the insufficient knowledge of school administrators about inclusive education and their failure to
place inclusive students in classrooms according to regulations. Additionally, it is observed that school
administrators implement the inclusive education without establishing support rooms specifically for inclusive
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practices. Moreover, the Ministry of Education's directive (General Circular No. 2015/15, May 18, 2015) states
that these rooms should be established for students with special needs as these students continue their education
in the same environment with their peers. The lack of support from school administrators in inclusive education
practices leads teachers to feel inadequate and develop negative attitudes towards inclusive education (Avramidis
& Norwich, 2002; Babaoglan & Yilmaz, 2010; Boer et al., 2011; Bradshaw, 2009; Cardona, 2009; Demir & Acgar,
2011; Fakolade & Adeniyi, 2009; Fuchs, 2009-2010; Hwang & Evans, 2011; Kuyini & Mangope, 2011; Kuzu,
2011; Unal, 2010).

The involvement of parents is undoubtedly one of the most important factors in the success of inclusive
education. Parents not only provide feedback to teachers regarding their child's performance outside of school but
also play a crucial role in supporting their child's development in their everyday world. However, research indicates
that classroom and guidance teachers face difficulties in collaborating with parents. One of the main challenges is
the reluctance of parents to accept the diagnosis of their child as an inclusion student. Consistent with the relevant
literature, it has been found that parents of inclusive students do not accept their children's special needs, teachers
experience communication problems with parents, and parents have lack of information about their children
(Giizel, 2014; Yilmaz, 2015). Another finding of the study is that when guidance teachers attempt to refer students
to Resource and Assessment Centers, parents hesitate to accept the report for their child as a serious psychiatric
disorder. Parmaksiz and Gok (2017) also revealed in their study that guidance teachers face difficulties in
collaborating with parents and encounter resistance while suggesting students for assessment or medical referral.
Yiiksel and Tanriverdi's (2019) study indicated that parents feel isolated and unsupported in their environment
after their child's diagnosis, which may contribute to their reluctance towards inclusive education. Providing
psychological and social support to parents of inclusion students can facilitate the acceptance process and enable
active involvement in their child's education. Thus, it is believed that the success of inclusive education depends
on a collaborative approach involving parents, schools, and guidance units in decision-making processes
(Cavkaytar & Diken, 2012).

This study has identified a professional inadequacy in dealing with the difficulties faced by classroom
and guidance teachers in implementing inclusive education. The absence of a specific course on special education
and inclusive practices in the undergraduate education of participating classroom teachers is seen as a contributing
factor to the encountered difficulties. On the other hand, guidance teachers reported feeling more competent in
inclusive education compared to classroom teachers but expressed the insufficiency of their undergraduate training
in terms of implementations in the clasroom. Siit¢ii (2007) also found that guidance teachers perceive themselves
as inadequate in dealing with inclusion students, which aligns with the findings of this study.

Limitations and Recommendations of the Research

This research is limited to the responses provided by seven classroom teachers and six
counseling/guidance teachers who work in Istanbul during the spring semester of the 2020-2021 academic year
and have inclusive students in their classes.

Recommendations for Implementation and Future Research

1. This research identifies the difficulties experienced by classroom and guidance teachers in inclusive
education. It is determined that classroom teachers face difficulties in preparing and implementing IEPs.
It is recommended to provide detailed training on IEPs in undergraduate education. Additionally, the
study reveals that teachers are unable to implement IEPs due to overcrowded class sizes. It is suggested
to reduce class sizes and place inclusion students according to regulations.

2. Itisobserved that there are difficulties in capturing the attention of students and teaching academic skills
in a manner suitable for their diagnoses. It is recommended to prepare an intensive program on inclusive
education not only for typically developing students but also for classroom teachers in undergraduate
education.

3. Classroom teachers have expressed that they collaborate with guidance teachers. However, the lack of an
adequate number of guidance teachers in schools can make collaboration challenging in inclusive
education. The Ministry of Education should appoint guidance teachers in proportion to the number of
students in schools. Applications in the classroom of guidance teachers can also be made for inclusive
students.
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4. Classroom teachers have expressed difficulties in collaborating with other professionals, stating that
psychiatrists provide information through forms but do not share any information with them. It is
recommended that other professionals provide information to classroom teachers regarding inclusion
students.

5. Classroom teachers have reported that they cannot collaborate with GRC and cannot find appointments
for their students. Furthermore, it is stated that teacher opinions are not adequately considered in the
student diagnosis process. It is recommended to increase the number of GRCs in districts and to enhance
their abilities functional impacts.

6. The findings of the research indicate that school administrators lack sufficient knowledge about inclusive
education. Additionally, the failure of school administrators to place inclusion students within the
classroom according to regulations contributes to the difficulties experienced by teachers. Therefore, in-
service training on inclusive education should be provided to school administrators, and schools should
be monitored.

7. Classroom teachers have mentioned that parents do not follow up on their child's situation and show
resistance in collaboration. The participants have emphasized the importance of involving parents in
inclusive education. In this regard, events should be organized to involve parents in inclusive education,
and guidance services should conduct informative activities.

8. The research highlights that school facilities are insufficient, with closed elevators in schools where
students with physical disabilities are present. Addressing these disabilities will enhance the success of
inclusive education.

9. Classroom teachers have expressed difficulties due to the lack of sufficient coursework and internships
related to inclusive education in their undergraduate training. It is recommended to include courses on
inclusive education in the curriculum of classroom teacher education programs and apply internships in
classrooms where inclusion students are present.
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Oz
Giris: Bireyler cinsel istismar kapsaminda yer alan davraniglarin farkinda olmadiklarinda istismar riskiyle karsi
karsiya kalabilmektedirler. Zihin yetersizligi olan bireyler de diger bireyler gibi bu riski yasayabilirler. Cinsel

istismari 6nlemenin en 6nemli yolu egitimle bilinglenmektir. Cinsel istismar1 6nleme becerisi 6zel gereksinimli
bireylerin yasamlarini bagimsiz ve giivenli gegirmelerinde olduk¢a 6nemli ve islevsel bir beceridir.

Yontem: Bu nedenle bu arastirmanin amaci; biligsel siire¢ yaklagimina dayali olarak hazirlanan &gretim
programinin zihin yetersizligi olan bireylere cinsel istismari 6nleme becerisini kazandirmadaki etkililigini
incelemektir. Arastirma tek-denekli arastirma ydntemlerinden denekler arasi yoklama evreli ¢oklu yoklama
modeline gore desenlenmis ve baglama, 6gretim, yoklama ve genelleme evreleri diizenlenmistir. Zihin yetersizligi
bulunan 12-14 yas arahigindaki {i¢ kiz 6grenci arastirmaya dahil edilmistir. Katilimcilara hedef beceriyi
kazandirmak amaciyla biligsel siire¢ yaklasiminin sosyal kodlama, sosyal karar verme, sosyal performans, sosyal
degerlendirme asamalar1 temel alinarak bir Ogretim programi hazirlanmistir. Programda cinsel istismar
durumlarini ve bu durumdan nasil kaginmalar1 gerektigini anlatan Gykiiler ve bu dykiileri betimleyen resimlerden
yararlanilmigtir. Katilimcilara cinsel istismari dnleyebilmeleri igin “hayir” demek, “ortamdan uzaklagmak™ ve
“giivendigi birine durumu anlatmak™ olmak {izere {i¢ korunma becerisi dgretilmistir.

Bulgular: Arastirma sonunda, hazirlanan &gretim programinin ii¢ kiz 6grenciye cinsel istismart 6nleme
becerisinin kazandirilmasinda etkili oldugu gériilmiistiir. Bu etki hem 6gretim siirecinde toplanan verilerde artisin
gozlenmesiyle hem de 6gretim sonunda alinan yoklama verilerinin, 6gretim 6ncesi toplanan yoklama verilerinden
daha yiiksek olmastyla aciklanabilmektedir.

Tartisgma: Arastirmadan elde edilen bulgular alanyazindaki c¢alismalar 1s18inda tartigilarak ileri ¢alismalara
yonelik onerilerde bulunulmustur.
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Giris

Zihin yetersizligi olan bireyler de tipki tipik gelisim gosteren akranlar gibi ayn1 gelisim basamaklarindan
gegmekte benzer fizyolojik, sosyal ve duygusal ihtiyaclara sahip olmaktadirlar. Ancak zihin yetersizligi olan
bireyler gelisim basamaklarindan gegerken biligsel, sosyal ve duygusal, dil ve iletisim alanlarinda tipik gelisim
gosteren akranlarina kiyasla gerilik yasamaktadirlar (Y1ldiz, 2014). Zihinsel yetersizlikten etkilenme derecesi ile
uyumsal davranislarda yasadiklan giicliikler paralellik gostermektedir. Zihin yetersizligi olan bireyler dzellikle
dikkat toplama ve siirdiirme, bilgileri bellege kaydetme ve hatirlama, problem ¢6zme siirecini koordine etme, soyut
kavramlar1 6grenme, davranis ve becerileri genelleme, duygu ve diisiinceleri anlama, sosyal ipuglarint kavrama,
kendi yasina, cinsiyetine ve bulundugu ortama uygun davranislar sergileme ve 6grenmede giigliik yasamaktadirlar
(Bozkurt, 2014). Bu giicliikleri azaltmak ve bu bireylerin bagimsiz ve giivenli bir yasam siirdiirebilmelerini
saglamak icin de destege gereksinim duymaktadirlar. Dolayisiyla zihin yetersizligi olan bireylere pek ¢ok beceri

ve davranis 6gretilmekte, bu beceriler arasinda toplum igerisinde giivenli bir yasam siirdiirebilmelerini saglayacak
cinsel istismardan korunma becerisini 6gretmek de yer almaktadir (Jang vd., 2016).

Zihin yetersizligi olan bireyler de tipik gelisim gosteren akranlariyla benzer cinsel gelisim evrelerinden
geemektedirler. Tipik gelisim gosteren bireylerde cinsel gelisim normal gelisimin bir pargasi seklinde
gergeklesirken zihin yetersizligi olan bireylerde ailenin bilgi verme konusunda yasadigi g¢ekimserlik,
cinselliklerinin kisitlanmasi, engelli bireylere karst bakis agist gibi bazi etkenlerden dolay: cinsel bilgi edinmede
bazi zorluklar yaganmakta ve bu da bireylerin sosyal yasamdan uzaklasmalarina neden olmaktadir (Boyacioglu
vd., 2018). Hem sosyal yasama yeterince katilamama hem de yeni davranis ve becerileri 6grenmede yasanilan
giicliiklerden dolay1 bu bireyler uygun cinsel davranislar sergileyebilmek igin gereken cinsel bilgi ve beceriyi
tipik gelisim gosteren akranlarinin edindigi sekilde ¢evrelerindeki kisileri gézlemleyerek, onlarla konusarak ya da
kitap internet gibi kaynaklarla arkadaslarindan edinmede sinirlilik gdstermektedirler (Boyacioglu vd., 2018;
Curtis, 2017; Cakmak & Cakmak, 2013). Bu sinirlilik zihin yetersizligi olan bireylerin cinsel bilgilerinin yetersiz
olmasma neden olmaktadir. Cinsel bilgi, cinsel egitim eksikligi bireylerin uygun olmayan cinsel davraniglar
sergilemelerine ve dolayisiyla toplumsal dislanmaya yol acarken ayni zamanda da bu bireylerin cinsel istismara
maruz kalma riskini arttirmaktadir (Kiiciik, 2012; Lumley & Miltenberger, 1997; Yildiz & Cavkaytar, 2017).
Cocuga cinsel istismardan kendini koruyabilmesi i¢in farkindalik kazandirmak ve bu konuya iliskin bilgi ve
becerilerini artirabilmek cinsel egitimin en temel hedeflerinden biridir. Bu amagla olusturulan programlar ile bu
bireylere iyi ve kotii dokunus arasindaki farki ayirt edebilmeleri, istismar durumunda yapilmasi gereken
davranislara iligkin bilgi sahibi olmalar1 sadece cinsel istismar durumundan kurtulmalarina degil ayni1 zamanda
hem psikolojik olarak iyi oluslarint hem de beden sagligi ve biitiinliigiinii koruyabilmeleri agisindan biiyiik bir
onem tasimaktadir. Dolayisiyla cinsel egitim yalnizca cinsel gelisime katki sunmakla kalmamakta ayni zamanda
kars1 karstya kaliabilme riski olan cinsel istismar durumuna kars1 bir farkindalik yaratmaktadir (Cetin-Giindiiz &
Demirli-Yildiz, 2016).

Cinsel istismar “toplum icerisinde kabul edilmeyen, uygunsuz sehvet arzularinin etkisi altinda, cinsel
doyum elde etme amaciyla gerceklestirilen tek tarafli, carpik ve bencil insan eylemi” olarak tanimlanmaktadir
(Topgu, 2009, s. 17). “Amerikan Ulusal Cocuk Istismar1 ve Thmali Merkezi’ne gére cocuk ve eriskin arasindaki
temas ve iligki, eriskinin ya da bir bagkasinin cinsel tatmini i¢in kullanildiginda ¢ocugun cinsel olarak istismara
ugradig1 kabul edilmektedir” (Polat, 2007a, . 47). Istismarda bulunan kisiler cocugun tanimadig1 biri olabilecegi
gibi siklikla ¢ocugun tanidigi ya da yakin ¢evresinde yasayan bir kiside olabilmektedir (Ovayolu vd., 2007). Cinsel
istismarin temas igeren ve temas icermeyen olmak iizere iki tiiriinden s6z edilmektedir. Temas igeren cinsel
istismar ¢ocugun cinsel amagli Opiilmesi, gocugun istismarciya dokunmasinin saglanmasi ya da g¢ocugun
istismarciya mastlirbasyon yapmaya, oral seks yapmaya zorlanmasi, cinsel haz saglamak i¢in ¢ocuga cinsel siddet
uygulanmasi, ¢ocukla vajinal ya da anal birlesme, ¢ocugun fuhug malzemesi yapilmasi seklinde gergeklesirken
temas icermeyen cinsel istismar ise sozel istismar, teshir ve rontgencilik seklinde gergeklesmektedir (Yalgin,
2011). Diinya Saglik Orgiitii de benzer olarak cinsel istismarin cinsel icerikli sdzler sdyleme, rontgencilik,
teshircilik, cinsel amagli dokunma ve cinsel birlesmeye zorlama gibi sekillerde gergeklestiginden bahsetmektedir
(Celik & ipgi, 2020).

Cinsel istismar biitiin gocuk ve genclerin karsilasabilecegi istenmeyen bir durumdur (Aktepe, 2009).
Ancak aragtirmalar istismar riskini bireylerin yas ve cinsiyet ile birlikte engellilik durumunun arttirdigini (Putnam,
2003) dolayisiyla Ozel gereksinimli bireylerin tipik gelisim gosteren bireylere oranla daha fazla risk tasidiklarini
gostermektedir (Kim, 2010; Yildirim & Atbagi, 2023). Zihin yetersizligi grubunda yer alan bireylerin ise toplum
icerisinde cinsel istismar ve somiiriiye karsi en savunmasiz grup olduklart (Lumley & Miltenberger, 1997;
Tharinger vd., 1990), cinsel istismara maruz kalma riskinin diger gruplara kiyasla ¢cok daha yiiksek oldugu (Celik
& Ipgi, 2020; Jones vd., 2012; Kiigiik, 2012) ve istismar durumun genellikle ergenlik déneminde gériildiigii
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vurgulanmaktadir (Celik & ipgi, 2020). Cocukluk déneminde maruz kalinan cinsel istismar cocukta diisiik benlik
saygisi, anksiyete ve depresyon gibi oldukca genis psikolojik sorunlara sebep olmaktadir (Aktepe, 2009; Lalor &
McElvaney, 2010). Cinsel istismara ugrayan zihin yetersizligi olan bireylerin ise ice kapanma, kendine ya da
karsisindakine zarar verme ve uygun olmayan cinsel davraniglarda bulunma gibi bazi davranislari sergilemelerine
sebep oldugu belirtilmektedir (Sobsey, 1994). Bazi kaynaklar, zihin yetersizligi olan bireylerin cinsel istismara
kars1 sergiledikleri tepkilerin zihin yetersizligi olmayan bireylere gore daha agir ve niteliksel yonden farkli
olduguna isaret etse de cinsel istismarin zihin yetersizligi olan bireyler iizerindeki etkileri konusunda yapilmis ¢cok
sayida ¢alisma bulunmamaktadir (Topgu, 2009).

Zihin yetersizligi olan bireylerin cinsel istismara maruz kalmalarinda bu bireylerin muhakeme ve
yargilama yetilerindeki yetersizlik (Lumley & Miltenberger, 1997), sosyal beceri eksikligi (Watson, 1984),
duygusal ve sosyal giivensizlik yasama (Tang & Lee 1999; Tharinger vd., 1990), cinsel istismar ve cinsel egitime
iliskin yetersiz bilgi ve beceriye sahip olma, kendilerini ve uygunsuz davranislar1 ifade etmede giicliik yasamalari
(Yalgin, 2011) gibi faktorler rol oynamaktadir (McCabe, 1993; Lumley & Miltenberger, 1997; Kiiciik, 2012).
Cinsel egitimi, cinsel bilgi ve beceri eksikligi ise cinsel istismara ugrama risk faktorleri arasinda en ¢ok dikkat
¢ekenlerden biridir (Tang & Lee, 1999). Cinsel istismarin ne oldugunu bilen birey bdyle bir durumda kendini
korumaya ¢aligacak, koruyamadigi durumlarda bunu birine bildirme ve yardim isteme agisindan da gii¢lenmis
olacagindan dolay1 istenmeyen bu durumun dnlenmesine iligkin bilgi ve beceri sahibi olmak 6zellikle yaslari kiigiik
olan bireylerin gelisimi i¢in hayati 6nem tagimaktadir (Cetin-Giindiiz & Demirli-Yildiz, 2016). Dolayisiyla
onleyici egitim programlari ile bireyin kendi viicudunun farkina varabilmesi, kendini taniyabilmesi, cinsiyet, cinsel
kimlik ve istismar1 6nlemeye yonelik kavramlar1 ve becerileri igeren bir egitim verilmesi cinsel istismarin
Onlenmesinde oldukg¢a 6nem arz etmektedir (Karakartal, 2020).

Cinsel istismart dnleme becerisi, zihin yetersizligi olan bireylerin bagimsiz ve giivenli bir yasam
stirdiirebilmeleri icin hayati dnem tasiyan islevsel bir beceridir ve giivenlik becerileri altinda yer alan kendini
koruma becerileri bashg altinda siniflandirilmaktadir (Jang vd., 2016). Giivenlik becerileri ev, okul, igyeri ve/veya
toplumsal ortamlarda gilivenligi tehdit eden bir anda olusan, umulmayan ve tehlike olusturan durumlari bireyin
fark ederek uygun davraniglart uygun bir siirede sergileyerek kisisel giivenligini saglamasi gibi icinde hem psiko-
motor hem de biligsel farkli pek ¢ok davranigt barindiran genis bir beceri yelpazesinden olusmaktadir (Ergenekon
& Colak, 2019). Cinsel istismari 6nleme becerisi her ne kadar giivenlik becerileri arasinda yer aliyor olsa da sosyal
beceriler igerisinde de bireyin kendi hakkini savunabilmesi hem olumlu hem de olumsuz duygularimi ifade
edebilmesi, uygun olmayan istekleri reddedebilmesi ve yardim isteyebilmesi gibi bireyin kendini koruyabilmesi
icin sahip olmasi gereken bazi becerilerin yer aldig1 ve giivenlik becerileri ile ortiistiigli goriilmektedir (akt., Cifci
& Sucuoglu, 2001). Dolayisiyla bireylerin giivenli bir hayat siirmeleri i¢in anahtar niteliginde olan kendilerini
korumalarina hizmet edecek hem giivenlik hem de sosyal becerilerin zihin yetersizligi olan bireylere
kazandirilarak cinsel istismara karsi farkindaliklarini arttirmak ve cinsel istismar sayilabilecek durumlari
algilayabilmelerini saglamak cinsel istismarin dnlenmesine yonelik olduk¢a 6nemli bir stratejidir ve yasamsal bir
onem tagimaktadir (Ergenekon & Colak, 2019; Ozbey, 2017). Ayrica zihin yetersizligi olan bireylerin
yetersizliklerini kullanarak gergeklestirilen istismar olaylarinin ¢ogunlukta olmasi bu bireylerin cinsel istismara
kars1 farkindaliklarini arttirmay1 amaglayan cinsel egitime iliskin programlara duyulan gereksinimi gozler 6niine
sermektedir (Celik & Ipgi, 2020). Dolayisiyla bu bireylerin farkli ihtiyaglar1 ve dgrenme ozellikleri dikkate
alinarak hazirlanmis cinsel egitim programlarina gereksinim duyuldugu ortadadir (Lumley & Miltenberger, 1997;
McCabe, 1993).

Alanyazinda cinsel istismari Onleme stratejilerinin okul temelli egitim programlari ile uygulanmasi
gerektigi vurgulanmakta ve gelismis {ilkelerde bu egitim programlart oldukga etkili sekilde uygulanmaktadir.
Ancak iilkemizde cocuklarin cinsel istismara kargt farkindalik kazandirarak onlari kendilerini koruyabilecek
yeterlik kazanmalarini saglayacak okul temelli cinsel istismar1 dnlemeye iligkin programlarin uygulanmadigi ve
yapilan arastirmalarin ise sinirh oldugu goriilmektedir (Kemer & Isler-Dalgic, 2021). Yurticinde yapilan
aragtirmalarda cinsel istismarin dnlenmesine iliskin gelistirilen programlarin ¢ocugun yasina uygun cinsel bilgiyi
edinmesi, kendi viicudunu tanimasi, viicudunun 6zel bolgelerini ve bu bdlgelere dokunulmamasi gerektigini
bilmesi, iyi ve kotii dokunmay1 ayirt edebilmesi, istismar durumunda bunu giivendigi birine anlatmasi, durumu
gizlememesi gibi baz1 becerileri kazandirma iizerine odaklandigi (Aktepe, 2009; Kemer & isler-Dalgig, 2021;
Ozbey, 2017) ve yapilan ¢alismalarda genellikle bireylere cinsel istismarin ne oldugu, istismarcinin farkina
varmalar1 ve istismar durumunda kendilerini nasil koruyabileceklerine iliskin egitim verildigi goriilmektedir
(Polat, 2007b). Gelistirilen programlarda bireylere cinsel istismar karsisinda “hayir” diyerek reddetmek, ortamdan
uzaklagsmak ve giivenilir birine durumu anlatmak gibi bazi becerilerin kazandirilarak kendilerini korumalarinin
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saglanmasi hedeflenmektedir (Cakmak & Cakmak, 2013; Kim, 2010; Lumley & Miltenberger, 1997; Odact, 2018;
Wourtele, 2002).

Yapilan caligmalarda istismar durumundan kaginmak igin cinsel istismar1 dnleme becerisinin uygun
yontem ve teknikler kullanilarak bireylere dgretilmesinin gerektigi belirtilmektedir (Aktepe, 2009; Cecen, 2007;
Karakartal, 2020). Problem ¢6zme yaklasimi olarak da adlandirilan bilissel siire¢ yaklagimi, zihin yetersizligi olan
bireylere sosyal durumlar karsisinda olaylar1 analiz etme siraya koyma ve ayirt etme becerisini gelistirmeyi
hedeflemektedir (Cifci & Sucuoglu, 2003; Dagseven-Emecen, 2008; Vuran, 2013). Bu yaklasimla bireye; ayirict
belirgin sosyal uyarani tanimlama (sosyal kodlama), alternatif cevaplar1 belirleyerek durum i¢in en uygun cevabi
se¢me (sosyal karar verme), davranisi sergileme (sosyal performans) ve davranis sergilendiginde etkililigini
degerlendirmeyi (sosyal degerlendirme) iceren dort asamalik bir siire¢ dgretilmektedir (O’reilly vd., 2002). Bu
yaklagima dayali sosyal beceri Ogretiminde bireye sosyal etkilesim Ornekleri, ¢esitli Oykiiler ve resimler
sunulmakta, her 6ykiiniin basinda ve sonunda neler yapilacagi agamalar halinde 6zetlenmektedir. Yaklagimin dort
temel asamasina gore Oykiideki olay analiz edilmektedir (Cifci & Sucuoglu 2010). Biligsel siire¢ yaklagimriyla
ogretimde Oykiiler ve dykiileri anlatan resimlerden, model olma, rol oynama ve prova etme tekniklerinden de
faydalanilmaktadir. Biligsel siire¢ yaklagimi bireylerin karsilastiklart problemi nasil ¢dzebileceklerine dair bir
strateji kazandirmaktadir (Cifci, 2001). Cinsel istismar maruz kalinmasi istenmeyecek tehlikeli bir durum oldugu
icin bu becerinin 6gretiminde farkli cinsel istismar durumlarimi betimleyen Oykii ve bunlara ait resimler
kullanilarak &gretim yapilmasi uygun olmakla birlikte karsilasilabilecek istismar durumlarinda neler
yapabileceklerine iliskin problem ¢dzme stratejisi kazandirmak cinsel istismari 6nleme becerisinin edinimi i¢in
onemlidir (Miltenberger vd., 2015).

Alanyazinda bilissel siire¢ yaklasiminin basamaklarimi kullanarak farkli becerileri 6zel gereksinimli
bireylere kazandirmay1 amaglayan bazi arastirmalar yer almaktadir (Anderson & Kazantzis, 2008; Collet-Klinberg
& Chadsey-Rusch, 1991; Cifci, 2001; Dagseven-Emecen, 2008; Girli & Atasoy, 2010; Jacobs vd., 2002; Kutlu,
2016; Kiiciik, 2012; Odaci, 2018; O’Reilly & Chadsey-Rusch, 1992; Park & Gaylord-Ross, 1989; S6nmez, 2020).
Ancak bilisssel siire¢ yaklasimini kullanarak cinsel istismar1 dnleme becerisini zihinsel yetersizligi olan bireylere
kazandirilmasi hedeflenen herhangi bir arastirma olmadigi, bilisssel siire¢ yaklagimini kullanarak cinsel istismar1
onleme becerisi arasinda yer alan bazi sosyal ya da giivenlik becerilerinin zihinsel yetersizligi olan bireylere
kazandirmasi hedeflenen sinirli sayida arastirma oldugu goriilmektedir (Collet-Klinberg & Chadsey-Rusch, 1991;
Cifci, 2001; Dagseven-Emecen, 2008). Bu arastirmalardan Cifci’nin (2001) ¢alismasinda zihin yetersizligi olan
bireylere biligsel siire¢ yaklagimi ile uygun olmayan dokunmaktan kaginma becerilerinin 6gretilmesi hedeflenmis
ve 6gretimde dykiiler ve bu Oykiileri betimleyen resimler kullanilmigtir. Arastirma sonunda tiim katilimeilar hedef
beceriyi edinirken bir katilimci beceriyi genelleyememistir. Collet-Klinberg ve Chadsey-Rusch’in (1991)
tarafindan yiiriitiilen calismada ise orta diizeyde zihin yetersizligi olan ii¢ katilimciya yapilan elestiri karsisinda
uygun tepki verme becerisi biligsel siire¢ yaklasimi ile kazandirilmis ve yontemin etkili oldugu sonucuna
ulagilmgtr.

Yurtigi ve yurt dist alanyazin incelendiginde zihin yetersizligi olan bireylerin cinsel istismarina yonelik
gerceklestirilen hem betimsel hem de deneysel ¢alismalar oldugu goriilmektedir. Betimsel ¢alismalarda annelerin
cocuklarmin cinsel gelisim ve egitimlerine iligskin bilgi diizeyleri (Giildag, 2022), annelerin ¢ocuklarinin cinsel
kimlik gelisimine yonelik tutumlar1 (Cergi, 2013), annelerin cinsel istismar1 6nlemeye yonelik bilgi diizeyi,
goriisleri (Atbasi, 2016; Zerey, 2019), dgretmenlerin cinsel egitime iliskin tutumlar1 (Akdemir & Sari, 2019;
Corbaci-Serin vd., 2012), istismar yaygimlik oranlar1 (Bulut & Karaman, 2018; Chen vd., 2004; Celik & Ipgi,
2020), cinsel egitim uygulamasi (Altinok, 2010), zihin yetersizligi olan bireylerin beden farkindaliklar1 (Aral &
Ozel, 2002), bireylerin cinsel istismar bilgisi ve kendini koruma beceri diizeyleri (Tang & Lee, 1999), cinsel
istismarin yetigkinlik iliskilerinde yarattigi problemler (Watson & Halford, 2010), fiziksel ihmal ve istismar ile
davranis sorunlar arasindaki iliski (Eratay, 2000), zihin yetersizligi olan bireylerin cinsel bilgi diizeyi ve istismar1
algilama diizeyleri (Mandan-Siiriicii, 2009) gibi konular {izerinde duruldugu goriilmektedir.

Deneysel galigmalara bakildiginda ise cinsel istismar1 6nleme becerisi kapsaminda yer alan baz1 giivenlik
ve sosyal becerilerin sosyal dykii, asamali yardimla 6gretim, videoyla model olma, toplum temelli 6gretim
diizenlemesi gibi farkli yontemlerle zihin yetersizligi ya da otizm spektrum bozuklugu olan bireylere kazandirmay1
hedefleyen calismalarin da alanyazinda yer aldig1 goriilmektedir (Akmanoglu, 2008; Bassette vd., 2018; Haseltine
& Miltenberger, 1990; Kutlu, 2016; Kiigiik, 2012; Lee & Tang, 1998; Lumley & Miltenberger,1997; Miltenberger
vd., 2013; Odac1, 2018; Siizer, 2015; Yektaoglu-Tomgiisehan, 2018; Yildirim & Atbasi, 2023). Farkli yontem ve
teknikler kullanarak tipik gelisim gosteren bireylere cinsel istismar1 6nleme becerisi kazandirmay1 hedefleyen bazi
¢aligmalarinda alanyazinda yer aldigi goriilmektedir (Cegen-Eroglu ve Kaf-Hasirc1, 2013; Yilmaz-Irmak vd.,
2018).
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Bu ¢aligmalar incelendiginde Akmanoglu’nun (2008) otizm spektrum bozuklugu (OSB) olan bireylere
kotii niyetli kisilerin kendilerini kagirma girisiminden kagma becerisini asamali yardimla 6gretimi kullanarak
videoyla model olma ve toplum temelli 6gretim diizenlemesi ile 6grettigi goriilmektedir. Bassette ve digerlerinin
(2018) tarafindan gerceklestirilen ¢alismada zihin yetersizligi olan bireylere kaybolduklarinda cep telefonu
kullanma becerisi kazandirmay1 hedefledikleri, calismay1 katilimeilar arasi ¢oklu yoklama modeli ile desenleyerek
okul ve toplumsal bir alanda yiiriittiikleri goriillmektedir. Calismada katilimeilara video modelle 6gretim yontemi
ve ipucunun giderek azaltilmasi yontemi ile kaybolma durumunda bulunduklari yerin resmini ¢ekerek gonderme
davraniglar1 ogretilmis ve arastirma sonunda tiim katilimeilarin beceriyi 6grendigi ve farkli bir ortama
genelleyebildiklerine iliskin bulgular elde edilmistir. Akmanoglu’nun (2008) kotii niyetli kisilerin kagirma
girisiminden korunma becerisine benzer olarak Girli ve Atasoy’un (2010) yine OSB tanil1 bireylere biligsel siire¢
yaklagimi ile alay edilmeyle basa ¢ikma, uygun olmayan dokunmaktan kaginma becerilerini kazandirdiklari
goriilmektedir. Kutlu (2016) OSB tanili bireylere yabanci kisilerden korunma becerilerini 6gretmek amaciyla
sosyal Oykii yalniz sunumu ve sosyal Oykiiniin video modelle birlikte sunumunun etkililik ve verimliligini
karsilagtirmigtir. Caligmada bireylere yabanci kisilerin kagirma girisiminden korunma ile birlikte ayni zamanda
kapiy1 g¢alan yabanci kisilerden korunma becerisi &gretilmistir. Uyarlamali doniisiimlii uygulamalar modeli
kullanilan ¢alisma toplumsal ortam, okul ve ev ortaminda ¢aligilmistir. Arastirma sonunda katilimcilarin becerileri
kazandiklart ve farkli kisilere genelleyebildiklerine iligkin bulgular elde edilmistir. Kiigiik (2012) tarafindan
gergeklestirilen ¢aligma hem zihin yetersizligi olan birey hem de ebeveynlerine yonelik iki boyutta
gergeklestirilmistir. Calismada hem ebeveyn hem de ¢ocuklarmin cinsel istismardan korunma konusundaki bilgi
diizeylerini arttirmak amaciyla bir program hazirlanmis ve bu program ile viicudun 6zel bdlgeleri, uygun olan ve
olmayan dokunma, cinsel istismara kars1 “hayir” deme, cinsel istismar durumunu birine anlatma ve yabancilara
karg1 smir koyma gibi bazi beceriler resimli hikayeler ve rehber kitaplar kullanarak ebeveyn ve ¢ocuklarina
kazandirmistir. Odact (2018), ¢alismasinda cinsel istismara kargi “hayir” deme, cinsel istismar durumunu birine
anlatma becerilerini 6gretmek amaciyla bir cinsel istismardan korunma &gretim programi hazirlamistir. Program
ile bireylere yakin c¢evresini tanima, giivenilir olan ve olmayan kisileri ayirt etme, kendisine dokunmasina izin
verilebilecek meslek elemanlarini ayirt etme, iyi ve kotii dokunmayi ayirt etme gibi bireyin kendisini istismara
kars1 korumasi i¢in gerekli davraniglardan olusan 12 madde 6gretilmistir. Siizer (2015) tarafindan gergeklestirilen
calismada ise yine OSB tanili ii¢ bireye cinsel istismar1 dnleme becerisinin sosyal dykii yontemi ile 6gretildigi
goriilmektedir. Arastirmada katilimcilar arasi yoklama denemeli ¢oklu yoklama modelinin kullanilmistir.
Becerinin 6gretimi ¢oklu 6rnekler yaklasimi ile gergeklestirilmis ve katilimcilarin istismardan korunma becerisini
farkli kisilere, ortamlara ve istismar girisimlerine genellemeleri 6gretilmistir. Yektaoglu-Tomgiisehan (2018),
aragtirmasinda zihin yetersizligi olan bireylere viicut pargalarini tanima ve islevlerini 6grenme, 6zel viicut
pargalarint tanima ve iglevlerini 6grenme, hislerini tanima, kisisel alan simirlarint 6grenme ve ‘hayir’ deme,
‘giivenlik ag1’ nedir ve giivenilir olan ve olmayan durumlar1 6grenme, erken uyari isaretlerini tanima, iyi ve kotii
sirlar arasindaki farki bilme gibi kavram ve beceriler yedi oturum olarak hazirlanan cinsel istismar1 6nleme egitim
programu ile ileri zincirleme yontemine gore dgretmistir. Ogretim resimli kartlar, posterler, olay anlatim kartlari
gibi arag¢ geregler kullanilarak sézel ipucu, igaret ipucu, kismi fiziksel yardim ve model olma gibi teknikler ile
gergeklestirmistir. Kiigiik (2012) ¢aligmasina benzer sekilde Yildirim ve Atbasi’nin (2023) ¢alismasinda da 6zel
gereksinimli ¢ocuga sahip ailelerin ihmal ve istismar konusunda bilgi diizeylerini arttirmak amaciyla bir aile
egitimi programi hazirlanmistir. Aile egitimi oturumlariyla ailelere ihmal ve istismarin ne oldugu, ihmal ve
istismar kavramlari arasindaki ayrimin nasil yapildigi, ihmal, istismar ve istismar tiirlerinin gostergeleri, cocuk
tizerindeki etkileri, ihmal ve istismart yasayan g¢ocukla nasil iletisim kurulacagi, ihmal ve istismarin nasil
Onlenebilecegi ile ilgili kazanimlarin sunulmasi amaglanmistir. Calismada cinsel istismari Onleme becerisi
kapsaminda ¢ocugu cinsel istismardan korumak i¢in hangi egitimlerin verilmesi gerektigi (hayir deme becerisi,
ozel bolgelerin egitimi, sir saklanmamasi, kisisel alan ve korumasi, yardim isteme 6gretimi, iyi dokunma-kotii
dokunma arasindaki farkin 6gretimi, giiven ¢emberi 6gretimi) konularina yer verilmistir. Arastirma sonunda
ailelerin bilgi diizeyinde artis oldugu tespit edilmistir. Son olarak ise Unlii’niin (2020) yaslar1 10-16 arasinda olan
hafif ve orta diizeyde zihin yetersizligi olan ii¢ kiz 6grenciyle gergeklestirdigi caligmada sunulan teknoloji destekli
cinsel istismari Onleme egitiminin etkililiginin degerlendirildigi goriilmektedir. Arastirma sonunda tim
katilimcilar bilgi diizeyi kapsaminda 6zel bolge adlarini, ¢amasirlarini ¢ikarabilecekleri yerleri ve iyi-koti
dokunusu; beceri diizeyi kapsaminda ise “hayir” deyip uzaklagsmayi1 ve durumu giivenilir birine rapor etmeyi
ogrendiklerine iliskin bulgular elde edilmistir. Ayrica tiim katilimcilarin 6gretim oturumlari sona erdikten 2, 4, 8
ve 28 hafta sonra hedef bilgi ve becerileri koruduklar1 ve farkli arag, ortam ve kisilere genelledikleri goriilmiistiir.

Ozel gereksinimli bireylerle yapilan ¢alismalarin yani sira tipik gelisim gosteren bireylere cinsel istismart
onleme becerisinin 6gretildigi bazi ¢aligmalarda alanyazinda yer almaktadir. Cecen-Eroglu & Kaf-Hasire1 (2013),
tarafindan gergeklestirilen caligmada cinsel istismart onleme psiko-egitimi program hazirlanmis ve ilkokul
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dordiinctii simif Ogrencilerine uygulanarak etkililigi degerlendirilmistir. Arastirmaya 36 Ogrenci katilmistir.
Arastirma sonunda egitim programinin dordiincii smiflar iizerinde etkili oldugunu ve bu etkinin sekiz hafta
sonrasinda devam ettigine iliskin bulgular elde edilmistir. Yilmaz-Irmak ve digerlerinin (2018) calismasinda ise 5
yasindaki okul 6ncesi ¢ocuga cinsel istismardan korunma becerisi dgretilmistir. Caligmada “Mika ile Kendimi
Korumay1 Ogreniyorum” adli bir cinsel istismari énleme programi kullanilmistir. Program ile duygular1 tanima,
viicudun 6zel bdlgelerini tanima, iyi ve kotii dokunuslar: ayirt etme ve kotii dokunus durumlarinda dogru tepki
verme, iyi ve kotli sir1 ayirt etme ve kotli sirlarin bir yetigskine anlatilmasi seklinde ¢ocuga kendi koruma
tepkilerinin 6gretilmesi amaglanmistir. Ogretim boyama yapma, sarki sdyleme ve rol canlandirma gibi faaliyetlerle
etkilesimsel bi¢cimde gerceklestirilmistir. Uygulamalarda Mika adi verilen bir bebek kullanilmigtir. Aragtirma 200
katilimei ile gerceklestirilmis ve 6n test-son test kontrol gruplu, yar1 deneysel bir desen kullanilmistir.

Ozel gereksinimli bireylere verilen egitim hizmetlerinde bireyi toplumla biitiinlestirecek bilgi ve beceri
kazandirmak ayni zamanda toplum i¢inde o bireyin giivenli bir sekilde yasam siirmesini saglamak ve dolayisiyla
hem bireyin hem de ailesinin yagsam kalitesini arttirmak amaglanmaktadir (Ergenekon & Colak, 2019). Zihin
yetersizligi olan bireylerin toplum tarafindan kabul edilen dogru cinsel davranislar sergileyebilmeleri, uygun olan
ve uygun olmayan cinsel i¢erikli davranislari ayirt ederek cinsel istismara karsi farkindalik kazanmalari, cinsel
istismara maruz kalma durumunda kendilerini koruyabilmelerini saglamak amaciyla cinsel istismari dnleme
kapsaminda yer alan gesitli giivenlik ve sosyal becerilerin bu bireylere 6gretilmesi sadece bu bireylerin toplumsal
yasama daha giivenli ve bagimsiz sekilde katilimina katki sunmakla kalmayarak ayni zamanda ailenin de yasam
kalitesini arttirdigindan dolay1 oldukga bityiik 6nem arz etmektedir.

Cinsel istismar1 dnleme becerisinin kazandirilmasi zihin yetersizligi olan bireyler i¢in hayati bir 5Gnem
tasiyor olmasina ragmen alanyazinda cinsel istismarin onlenmesi kapsaminda sayilabilecek farkli giivenlik
becerilerinin zihinsel yetersizligi olan bireylere kazandirilmasini amaglayan sinirl sayida ¢aligma yer aldigi
(Bassette vd., 2018; Kiiciik, 2012; Odaci, 2018; Soénmez, 2020; Siizer, 2015; Yektaoglu-Tomgiisehan, 2018;
Yildirim & Atbasi, 2023), zihin yetersizligi olan bireylere biligsel siire¢ yaklasimi ile cinsel istismar1 dnleme
becerisinin 6gretildigi herhangi bir calisma yer almadigi goriilmektedir. Bunun yaninda alanyazinda farkli
giivenlik ve sosyal becerin biligsel siire¢ yaklasimi ile zihinsel yetersizligi ve otizm spektrum bozuklugu olan
bireylere 6gretildigi sinirli birkag ¢alisma bulunmaktadir (Cifci, 2001; Dagseven-Emecen, 2008; Girli & Atasoy,
2010; Sénmez, 2020). Dolayisiyla alanyazinda 6nemli bir acik yer almakta ve bu galigmanin alanyazina 6énemli
bir katk:i saglayacagi diisiiniilmektedir. Bu aragtirmanin amaci, zihin yetersizligi olan bireylere bilissel siireg
yaklagimina dayali olarak hazirlanan dgretim programu ile cinsel istismar1 6nleme becerisini kazandirmaktir. Bu
amag dogrultusunda asagida yer alan sorulara yanit aranmistir.

1. Biligsel siire¢ yaklasimina dayali olarak hazirlanan cinsel istismari 6nleme becerisi 6gretim programinin
zihin yetersizligi olan bireylere cinsel istismar1 6nleme becerisini edinmeleri {izerine etkisi nedir?

2. Biligsel siire¢ yaklagimina dayali olarak hazirlanan cinsel istismar1 dnleme becerisi 6gretim programinin
zihin yetersizligi olan bireylerin cinsel istismar1 dnleme becerisini genelleyebilmeleri iizerine etkisi nedir?

Yontem
Arastirma Modeli

Zihin yetersizligi olan bireylere cinsel istismar1 6nleme becerisi kazandirmak amaciyla gerceklestirilen
bu aragtirmada tek-denekli aragtirma yontemlerinden, katilimcilar arasi yoklama evreli ¢oklu yoklama deseni
kullanilmistir. Bu model bir bagimsiz degiskenin etkililiginin ti¢ farkli katilimcr iizerinde incelendigi bir aragtirma
modelidir ve yoklama evresi ve en az {i¢ ortamda yinelenen uygulama evresi olmak iizere iki evreden olugsmaktadir.
Bu modelde ayni davranisin ayni ortamda ti¢ farkli katilimciya kazandirilmas: hedeflenmektedir. Arastirmaci
yoklama evrelerini tam olarak ne zaman diizenleyecegini arastirma Oncesinde belirler ve daha sonra tekrar
planlama yapmasmi gerektirmez (Tekin-iftar, 2012). Bu arastirmanin bagimsiz degiskeni bilissel siirec
yaklagimina dayali olarak hazirlanan cinsel istismari1 dnleme becerisi 6gretim programidir. Bagimli degiskeni ise
zihin yetersizligi olan katilimeilarin cinsel istismari dnleme becerisini (“hayir” demek, “ortamdan uzaklagmak™ ve
“giivendigi birine durumu anlatmak” olmak {izere ili¢ korunma becerisini) 6grenme diizeyidir. Aragtirmanin
deneysel kontrolii, 6gretim yapilan katilimemin 6gretimden sonra baslama diizeyi oturumundaki performansina
gore performansinda artig goriilmesi, 6gretim yapilmayan katilimcilarin ise baslama diizeyi oturumlarindaki
performanslarina yakin performans sergilemeleri ile kurulmustur.

Bu ¢alismada i¢ gegerligi etkileyen katilimer segimi yanliligi, katilimer kaybi, olgunlagma, dis etmenler
ve Slgme gibi bazi etmenleri kontrol altina almak amaciyla bazi onlemler alinmustir. Ozellikle dis etmenler,
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olgunlasma, 6lgme gibi i¢ gegerligi tehdit eden etmenler modelde uygulamanin art-zamanlilik ilkesine gore
gerceklestirilmesi nedeniyle kolayca fark edilip kontrol altina alinmigtir. Aragtirmada ayrica katilimer kaybint
onlemek amaciyla 6n kosul becerileri karsilayan 6grenciler arasindan saglik sorunu ve okula devam sorunu
olmayan birbirinden bagimsiz ii¢ farkli katilimei ve bir yedek katilimer belirlenmistir. Bu katilimceilarin fizyolojik,
duyusal ya da biligsel olarak biiyiime ya da olgunlagsma gdstermesi arastirmanin bagimli degiskenini etkileyecek
bir etmen olmasindan dolay1 arastirma kisa bir siire igerinde tamamlanarak bu durum kontrol altina alinmaya
caligtlmistir. Bu arastirmaya katilan katilimcilarin uyaranlara ve siirece aligmalarini saglamak amaciyla her oturum
oncesinde katilimcilarla kisa bir sohbet edilmistir. Katilimcilarin uygulama sirasinda  birbirlerini
gozleyemeyecekleri bir sinif ortaminda uygulama gergeklestirilmistir. Katilimeilar, devam ettikleri devlet okulu
disinda, herhangi bir 6zel 6zel egitim okulundan egitim almadiklar1 i¢in becerinin 6gretilme olasilig1 olmadigindan
dis etmenlerin kontrol altina alindig1 diisiiniilmiistiir. Olgme etmenini kontrol altina alabilmek igin ise arastirmanin
tim evrelerinde yansiz olarak belirlenen oturumlarda hem gozlemciler arasi giivenirlik hem de uygulama
giivenirligi verisi toplanmistir. Katilimcilarin se¢iminde 6n kosul becerileri aranmig ve buna gore katilimcilar
belirlenmigtir. Aragtirmada cinsel istismar1 dnleme becerisi her katilimer ile ayni sinif ortaminda ¢alisiimistir.
Bagimli degiskenin islevsel tanimlanmasi, veri kayit teknigi ve bu kaydi gergeklestirebilmek iizere kullanilacak
olan ara¢ gereclerin belirlenmesi arastirmanin yinelenebilirligi agisindan Snemli oldugundan islevsel tanim
dikkatle yapilmis ve bagimsiz degiskenin islevsel tanimlanmasi ¢aligmanin diger arastirmacilar tarafindan da
yinelenebilecek agiklikta olmasina 6zen gosterilmistir.

Cahisma Grubu

Aragtirmanin katilimcilart kaynastirma egitimi alan 12-14 yas araliginda olan zihin yetersizligi bulunan
ii¢ kiz 6grencidir. Katilimcilarin se¢iminde iki ya da ii¢ agamali sdzel yonergeleri takip edebilme, dinledigi ya da
okudugu bir metni anlatabilme, dinledigi ya da okudugu bir metin ile ilgili sorulara cevap verebilme, 6gretilmesi
hedeflenen beceride yetersiz olma onkosullar1 gbz oOniine alinmis ve bu Onkosullar1 karsilayan 6grenciler
aragtirmaya dahil edilmistir. Kazandirilmas: hedeflenen cinsel istismar1 6nleme becerisi ergenlik ¢agindaki zihin
yetersizligi olan bireylerin cinsel istismara daha fazla maruz kalabilecegi diisiiniildiigiinden katilimecilarin yaslari
12-14 aras1 zihin yetersizligi olan 6grenciler arasindan segilmesine karar verilmistir. Bilissel siire¢ yaklagiminin
biligsel beceri ve dile dayali olmasindan dolay1 da katilimcilarin yonergeleri takip edebilmeleri, az da olsa okuma
yazma becerisine sahip olmalar1 kosulu konulmustur. Ayrica aragtirmaya katilim goniilliilik esasina dayali olup,
katilimcilarin velilerinden yazili izin alinmistir. Arastirmanin verileri Ocak 2020'den dnce toplandigi igin etik kurul
raporu alinmamuigtir.

Katilimeilarin 6n kosul beceriye sahip olup olmadigina karar verebilmek igin, Ogretmenler ve
katilimcilarla oturumlarin yapilacagi kaynak odada 6n gorligme yapilmigtir. Aragtirmanin katilimcilarini
belirlemek i¢in dncelikle sinif 6gretmenleriyle goriisme yapilmistir. Goriismeler sonucunda okulda cinsel istismari
onleme becerisinin 6gretimi i¢in uygun olduklarini diigiindiikleri, 6n kosul becerileri karsilayan 6, 7 ve 8. siniflara
devam eden kaynastirma uygulamasma dahil kiz 6grencileri arasindan dort katilimer (Biri yedek katilimer)
belirlenmigtir. Ayrica katilimcilarin belirlenmesinin ardindan bu 6grencilerin derslerine giren 6gretmenlerle ve
aile bireyleri ile goriigiilmiis ve 6grencilerin okulda ya da okul disinda daha 6nce cinsel istismar ile ilgili herhangi
bir cinsel egitim almadiklar1 6grenilmistir (Tablo 1).

Tablo 1
Katilimcilarin Demografik Ozellikleri
Adr* Cinsiyeti Yasi Sinifi Tanisi
Ayse Kiz 14 8/B Zihin yetersizligi
Fatma Kiz 14 7/C Zihin yetersizligi
Oya Kiz 12 7/A Zihin yetersizligi

* = Katilimer adlar degistirilmistir.
Ortam

Bu calismanin baslama diizeyi, 6gretim siireci, yoklama ve genelleme oturumlarini kapsayan uygulama
kism1 okul yonetiminin uygun gordiigii kaynak odada gerceklestirilmistir. Kaynak oda yaklasik 12 metre kare
biiyiikliiglindedir. Odada katilimecr ve uygulamacinin kullanabilecegi iki sandalye, bir masa ve bir kitaplik
bulunmaktadir. Masa odanin ortasina yerlestirilmistir. Arastirmact ve katilimer karsilikli olacak sekilde masanin
iki kenarina sandalyeyi konumlandirarak oturmuslardir. Arastirma verilerinin toplanabilmesi i¢in, ¢alismanin ses
ve gorlintii kayitlar1 gerektiginden; ortamda bir video kamera da bulundurulmustur. Katilimcilarin ses ve
gorilintiilerinin alinabilmesi icin velilerinden yazili izin alinmistir. Bu ortamda yer alan diger esyalar, 6gretim
sirasinda katilimcinin dikkatini dagitmayacak sekilde diizenlenmistir.
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Veri Toplama Araglari

Aragtirmada 6gretim programi hazirlanmig ve bu programa dayali 6l¢iit bagimli dl¢ii araglar1 yoluyla
veriler toplanmustir.

Bilissel Siire¢ Yaklasimina Géore Hazirlanan Cinsel Istismart Onleme Becerisi Programinin Hazirlanmast

Hedef Becerinin Belirlenmesi. Ogretilmesi hedeflenen becerinin belirlenmesinde 6ncelikli olarak
alanyazin incelenmis ve zihin yetersizligi olan bireylerin ve ailelerinin cinsel gelisim konusunda gereksinimleri
dikkate alinmistir. Zihin yetersizligi olan g¢ocuga sahip aileler ve bu ¢ocuklarin dgretmenleriyle goriismeler
yapilmistir. Yapilan goriismeler sonucunda ergenlik doneminde bulunan zihin yetersizligi olan bireylerin bedensel
degisimle birlikte cinsel istismarla kargilagma risklerinin arttig1 ve bu ¢ocuklarin bdyle bir durumla bas edebilme
becerisine sahip olmadiklarina iliskin yasadiklar1 kaygiy: ifade ettikleri belirlenmistir. Aile ve 6gretmenler
ergenlik donemine girmis olan bu ¢ocuklara, degismeye ve dikkat cekmeye baslayan bedenleri, cinsel geligim,
cinsellik ve cinsel istismar gibi konulari nasil anlatmalar1 ve onlara nasil davranmalari gerektigini bilemediklerini
ifade etmislerdir. Bu ifadeler dogrultusunda cinsel istismar1 dnleme becerisinin kaynastirma egitimi alan zihin
yetersizligi olan bireyler i¢in olduk¢a gerekli oldugu disiiniilmiistiir. Goriismelerden elde edilen bilgiler
dogrultusunda katilimcilara “hayir” diyerek istismar durumuna karsi ¢gikma, ortamdan uzaklagsma ve giivendigine
birine istismar durumunu anlatma becerileri kazandirilarak cinsel istismari Onleme becerinin 6gretimi
hedeflenmistir. Bu davranislarin kazandirilmasiyla nihai hedef olan cinsel istismart dnleme becerisi edindirmek
amaglanmistir. Hedef davranislarin ve becerinin &gretimi igin 6ykii ve resimlerin hazirlanmasi asamasina
gecilmistir.

Oykii ve Resimlerin Hazirlanmasi. Programimn hazirlanmasinda oncelikle cinsel istismar1 6nleme
becerisi Ogretim programinda kullanilmak amacryla cinsel istismari betimleyen o&ykiiler hazirlanmistir.
Arastirmanin baslama diizeyi, 6gretim ve yoklama evreleri verilerini toplamada kullanmak iizere dort oykii,
genelleme evresi verilerini toplamada kullanmak {izere ise farkli dort dykii olmak iizere toplam sekiz Sykii
hazirlanmistir. Oykiilerin hazirlanma siirecinde toplam 14 ykii yazilmis, uzman gériisleri dogrultusunda bu
Oykiiler arasindan hedef becerinin dgretimine en uygun olan sekiz dykii sec¢ilmistir. Bu oykiiler olusturulurken
zihin yetersizligi olan bireylerin giinliik yasantilarina uygun olmasina, dykiilerin kisa ciimlelerden olugmasi ve
anlagilir olmasma dikkat edilmistir. Secilen Oykiiler biri katilimcilarla ayni okulda, digeri Milli Egitim
Bakanligi’na bagl olan farkli bir okulda gérev yapmakta olan iki Tiirk¢e 6gretmenine génderilerek uygunlugunun
degerlendirilmesi istenmistir. Ogretmenlerden gelen geri déniitler dogrultusunda dykiilere son sekli verilmistir.
Oykiilerin yazilmasinda cinsel istismar tiirlerinin (réntgencilik, teshir, sdzel istismar, temas igeren istismar) her
birinin yansitilmasina dikkat edilmistir. Oykiilerin ¢ogu katilimcilarin tanimadig kisilerle daha fazla bir arada
olabilecekleri ortamlar diisiiniilerek temas igeren ve temas igermeyen cinsel istismar tiirlerine gére hazirlanmistir.
Oykiilerde kullanilan ortam ve istismar tiirleri Tablo 2°de yer almaktadir. Bu ortamlara karar verilme asamasinda
ebeveynlerle goriisiilmiis ve ¢ocuklarinin giinliilk yagsamda bulunma ihtimali yiiksek olan ortamlara iliskin bilgi
alinmis ve bu ortamlar g6z 6niinde bulundurularak dykiilerde yer alan ortamlara karar verilmistir.

Tablo 2

Oykiilerde Kullanilan Ortam ve Istismar Tiirleri

Oykii Istismar tiirii Ortam
1 Roéntgencilik Yiizme salonunun soyunma kabini
2 Sozel istismar Sokak
3 Temas igeren Arkadag/komsu evi
4 Temas igeren Toplu tagima araci
5 Rontgencilik Plajda dus
6 Temas igeren Bakkal
7 Temas igermeyen Internet kafe
8 Temas igeren Aligveris merkezi

Oykiiler hazirlandiktan sonra her dykiiyii betimleyen resimler 20x30 cm ebatlarindaki resim kagidina
renkli olarak c¢izdirilmigtir. Hazirlanilmig olan Oykii ve bu oykiileri betimleyen resimlerin hedef beceriye
uygunlugu 6zel egitim alaninda ¢aligan ii¢ uzman tarafindan degerlendirilmis ve uygun olduguna karar verilmistir.
Ogretim siireci ve yoklama evresinde kullanilan dykiiler Tablo 3’te, dykiilere ait resimler ise Sekil 1°de verilmistir.
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Tablo 3

Ogretim Siireci ve Yoklama Evresinde Kullanilan Oykiiler

Oykii 1: Elvan yiizme kursuna gider. Yiizme kursunun soyunma odasinda mayosunu giyerken odaya tanimadig1 bir kisi
girer. Elvan kabin perdesini tam ¢ekmedigi i¢in tanimadigi kisinin oturdugu yerden onu izledigini goriir.

Oykii 2: Elif evlerinin yakmindaki bakkala gitmek icin evden ¢ikar. Bakkala dogru yiiriirken kars1 kaldirimda yiiriiyen
geng erkekler ona bakarak “Giizel kiz, nereye gidiyorsun? Birlikte biraz gezelim mi” derler.

Oykii 3: Banu’nun annesi alisverise gitmek i¢in Banu’yu arkadasinin evine birakir. Banu’nun annesinin arkadasi balkonda
camasir asarken, esi “Banu gel sana gazete okuyayim” der ve Banu’yu kucagina oturtur. “Bak ne giizel resimler var degil
mi?” diyerek gazetedeki bayan resimlerini gosterir ve Banu’nun bacaklarina elleriyle dokunmaya baglar.

Oykii 4: Kader ablast ile otobiise biner. Otobiis ¢ok kalabaliktir. Kader ve ablasi ayakta durmak zorunda kalirlar. Kader’in
yanindaki tanimadig1 bir kisi kalabaliktan faydalanip Kader’e iyice sokulur ve Kader’in kal¢asina dokunmaya baslar.

Sekil 1

Ogretim Siireci ve Yoklama Evresinde Kullanilan Oykiilerin Resimleri

yvka Resmi |

i

Ogretim Programimn Hazirlanmasi. Cinsel istismari dnleme becerisinin 6gretimi, bilissel siirec
yaklagimina gore yapilmistir. Bu yaklasim gz oOniinde bulundurularak o6gretim plani gelistirilmistir. Bu
yaklasimda beceri 6gretimi i¢in asamalar bulunmaktadir. Bunlar; sosyal kodlama, sosyal karar verme, sosyal
performans, sosyal degerlendirme asamalaridir. Biligsel siire¢ yaklasiminda becerileri bireylere tek tek 6gretmek
yerine bireye bu agamalar1 6greterek biitiin becerilerde kullanilmasi saglanmaktadir.

1. Sosyal kodlama agmasinda bireye sunulan Oykii ve resimdeki durumu (hedef becerinin
gerceklestirilebilecegi durum) ve dykiideki sosyal ortami betimleyebilmesi i¢in bireyin kendisine “Ne
oldu?” sorusunu sormasi ve yanitlamas: beklenmektedir.

2. Sosyal karar verme asamasinda, sosyal kodlama asamasinda betimlenmis olan durumda bireyin ne gibi
tepkilerde bulunabilecegine dair alternatif yollar belirleyebilmesi icin bireyin kendisine “Neler
yapabilirim?” sorusunu sormasi ve yanitlamasi beklenmektedir.

3. Sosyal performans asamasinda bireyin kendi belirledigi alternatif yollar arasindan en dogru olan1 yani
Ogretilmesi hedeflenen davranigi se¢gmesini saglamak i¢in bireyin kendisine “Hangisini yapmaliyim?”
sorusunu sormasi ve yanitlamasi beklenmektedir.

4. Sosyal degerlendirme asamasinda, bireyin ortama, duruma en uygun davranista bulunup bulunmadig
iizerinde durulmakta ve bireyin kendisine “Sonugta ne olur?” sorusunu sormasi ve yanitlamasi
beklenmektedir.

Olciit Bagimh Ol¢ii Araclarinin (OBOA) Hazirlanmasi. Arastirmanin verilerini toplamak icin OBOA
hazirlanmistir. Hedef becerinin 6gretimi bilissel siire¢ yaklasimina gore yapilacagindan dolay1 kayit formu her bir
oykiiye uyarlanarak her bir &ykil i¢in ayr1 veri kayit formu olusturulmustur. Bu formlarda yaklagimin dort
asamasinda (sosyal kodlama, sosyal karar verme, sosyal performans ve sosyal degerlendirme) katilimcilara
yoneltilecek olan sorular (Ne oldu? Ne yapabilirim? Hangisini yapmaliyim? Sonugta ne olur?) ve bu sorularin
oykiilere gore degisen yanitlart ve soruya verilen dogru ya da yanlis tepkinin isaretlenecegi degerlendirme bolimii
yer almistir. Olusturulan bu formlar 6zel egitim alaninda ¢alisan {i¢ uzman tarafindan degerlendirilmis ve geri
doniitler dogrultusunda gerekli degisiklikler yapilarak veri toplama araglarina son gekli verilmistir. Her bir
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Oykiiniin icerigine gore uyarlanmis bu formlar baglama diizeyi, 6gretim siireci, yoklama ve genelleme evrelerinin
verilerini toplamada kullanilmustir.

Odiiliin Belirlenmesi. Katilimcilar icin pekistireg belirlemek amaciyla katilimeilarin 6gretmenleriyle
goriigiilmiis ve sevdikleri yiyecek igecek, nesne ve etkinliklerin yer aldigi bir pekistireg listesi hazirlanmigtir. Bu
listede cikolata, cips, muz, top oynama, resim yapma, fotograf ¢ekme, sag tokasi, kalem ve renkli kagitlar gibi
farkli 6diiller yer almaktadir. Ug katilimcinin ilgisi fotograf makinesine yogunlastigindan &diiliin §gretim sonunda
katilimeinin kendi fotografinin ya da istedigi bir kisiyle birlikte fotografinin ¢ekilmesi olmasina karar verilmistir.
Ayrica dgretim tamamen bittiginde ise ¢ekilen resimlerin bastirilarak katilimeilara verilecegi belirtilmistir.

Veri Toplama ve Analizi

Katilimeilar arasi yoklama evreli ¢oklu yoklama modelinin uygulama siireci, baglama diizeyi 6gretim
stireci, yoklama ve genelleme evrelerinden olusmaktadir. Katilimcilar arasi yoklama evreli ¢oklu yoklama
modelinin uygulama siirecini olusturan baglama diizeyi, 6gretim siireci, yoklama ve genelleme evrelerinin her
birinde izlenen siire¢ ayrintili sekilde asagida sirasiyla yer almaktadir.

Baslama Diizeyi (Ogretim Oncesi Performans Diizeyi) Evresi

Katilimeilarin hedef beceriye ilisgkin performans diizeyini belirleyebilmek amaciyla oncelikle tiim
katilimcilarla es zamanli olarak {i¢ oturum baglama diizeyi evresi diizenlenmistir. Bu evrede uygulamaci katilimet
ile karsilikli sekilde oturarak oturum siiresince neler yapacaklarini kisaca katilimciya agiklamis ve hazir olup
olmadigmi sormustur. Katilimc1 hazir oldugunu belirttiginde 6nce her bir dykiiye iliskin Oykii resimlerini
katilimeimin 6niine masaya koyarak incelemesini istenmistir. Ardindan ilk Sykdi resmini katilimecmnin 6niinde
birakarak diger resimleri kaldirmis ve ilk resme ait olan Oykiiyii okumustur. Katilimeinin bilissel siireg
yaklagiminda yer alan basamaklari izleyerek dinledigi 6ykii ile iliskili olarak kendisine sorulan sorularin yanitlarini
vermesi beklenmistir. Baglama diizeyinde katilimcilarin kendi kendilerine soru sorma becerisine heniiz sahip
olmamalar1 nedeniyle sorular uygulamaci tarafindan sorulmus ve katilimcilardan sadece yanit vermeleri
beklenmistir. Sorulan soruya katilimcinin yanit vermesi i¢in uygulamact biraz beklemistir. Katilime1 beklenen
yanit1 verirse baglama diizeyi veri toplama formunda yer alan ilgili basamaga “dogru” (+), vermezse ya da tepkisiz
kalirsa “yanlis” (-) olarak kaydetmistir. Birinci ykiiniin veri kaydi tamamlandiginda uygulamaci 6ykii resmini
katilimcidan alarak ikinci 6yki resmini vermis ve ilk 6ykii i¢in izlenen siireci tekrarlamigtir. Tiim Oykiiler ayni
stireg izlenerek katilimciya sunulmus ve baglama diizeyinin verileri toplanmistir. Oturum tamamlandiginda
katilimciya katilimi i¢in tesekkiir edilerek oturum sonlandirilmistir. Her bir oturumun sonunda uygulamact dort
Oykiiniin her biri i¢in sorulmasi ve yanitlanmasi gereken sorulara katilimcinin dogru verdigi toplam yanit sayist,
toplam soru sayina boliinerek katilimcinin o dykii i¢in elde ettigi dogru tepki yiizdesi hesaplanmistir. Bu hesaplama
her bir dykii i¢in yapilmistir. Daha sonra dort Oykiiden elde edilen dogru tepki yiizdelerinin ortalamasi
hesaplanarak grafikte ilgili oturumu temsil eden yere kaydedilmistir. Birinci, ikinci ve liglincii katilimeida baglama
diizeyi asamasinda art arda en az ii¢ kararli nokta elde edildiginde, dgretim programina katilan ilk katilimer ile
Ogretim siireci evresine gecilmistir.

Ogretim Siireci Evresi

Ogretim oturumlarinda beceriyi dgretmek amaciyla baslama diizeyi evresinde kullanilan ayn1 dort resim
ve Oyki kullanilmistir. Uygulamact oncelikle 6gretilmesi hedeflenen beceriyi kisaca agiklayarak neden 6nemli
oldugunu anlatmistir. Birinci Oykiiden baglanarak sirasiyla tiim Oykii resimleri katilimciya gosterilmis ve
incelemesi saglanmigtir. {1k ykiiye ait resim katilimciya verilmis ve direk resimler kaldirilmugtir. Ilk &ykii
uygulamaci tarafindan katilimeciya okunmustur. Daha sonra dykiilere ait sorularin uygulamaci tarafindan sorularak
yanitlarini da yine kendisinin verdigi model olma asamasina gegilmistir. Biligsel siire¢ yaklasgiminin agamalarina
dayali olarak hazirlanmig olunan &gretim siireci veri toplama formunda bulunan sorular1 uygulamaci énce kendi
kendisine sesli olarak sormus ve beklenen yanitlar1 kendisi sesli olarak vermistir. Uygulamact katilimciya bu
sekilde model olduktan sonra, “simdi sira sende” diyerek katilimcinin agamalari izleyerek ayni sorulart sirastyla
kendi kendisine sormasini ve beklenen yanitlari vermesini saglamistir. ilk oturumlarda katilimcilar sorulari
hatirlamada giigliik yasadiklarinda sorular1 hatirlamalari igin “ilk sorumuz neydi? Evet ilk sorumuz ‘Ne oldu?’ Bu
soruyu sormamiz gerekiyor.” gibi climlelerle katilimcilara s6zel yardimda bulunulmus ancak degerlendirmede (-)
olarak kaydedilmistir. Ayrica ilk oturumlarda katilimcilarm sorular1 hatirlamalarimi saglamak amaciyla “haydi
once sorularimizi tekrar edelim” diyerek sorular1 ezberlemeleri saglanmistir. Katilimcinin dogru yanitlarinda s6zel
olarak pekistirilmistir. Katilimemin verdigi yanitlar ilgili forma kaydedilmistir. Ayn1 asamalar sirastyla ikinci,
t¢lincii ve dordiincii 6ykiiler i¢inde tekrarlanmistir. Tiim dykiilerin 6gretimi tamamlandiktan sonra “aferin, bravo,
harikasin, ¢ok giizel ¢aligtin” gibi sdzler kullanarak ya da daha 6nceden belirlenmis olan 6diilii sunularak katilime1
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pekistirilmistir. Her bir oturumun sonunda uygulamaci, her bir dykiiye ait veri kayit formunu incelemistir.
Katilimemin dogru verdigi toplam yanit sayisini toplam soru sayina bolerek katilimeinin o oturumunda elde ettigi
dogru tepki yiizdesini hesaplamistir. Uygulamaci daha sonra dort dykiiden elde edilen dogru tepki yiizdelerinin
ortalamasi hesaplanarak grafikte ilgili oturumu simgeleyen yere kaydetmistir. Birinci katilimer belirlenen basari
Olciitiine ulastigt zaman, dgretim siireci evresi sonlandirilmis ve tiim katilimcilarla es zamanli olarak {i¢ oturum
yoklama evresi diizenlenmistir. Her bir 6gretim oturumu yaklasik 20-25 dakika siirmiistiir. Ogretim oturumlari
hafta i¢i her giin 09:00-17:00 saatleri arasinda iki oturum olarak gerceklestirilmistir.

Yoklama Evresi

Aragtirmada {i¢ yoklama evresi diizenlenmistir. Birinci yoklama evresi birinci katilimeinin, ikinci
yoklama evresi ikinci katilimemin, iiglincii yoklama evresi ise {iglincii katilimcinin dgretim siireci evresinin
tamamlanmasinin hemen ardindan tiim katilimcilarla es zamanli olarak yapilmistir ve her bir evrede en az ii¢
oturum kararli veri elde edene kadar devam edilmistir. Ogretim siireci evresini tamamlanmis olan katilimcilardan
yoklama verisi toplanirken, dgretim siireci oturumlarma iligkin verilerin toplanmasinda izlenen siire¢ izlenmis ve
elde edilen veriler dgretim siireci evresi icin hazirlanan veri kayit formuna kaydedilmistir. Ogretim siireci evresini
tamamlamamis olan katilimcilarla yoklama verisi toplanirken ise baslama diizeyi verilerinin toplanmasinda
izlenen basamaklar izlenmis ve veriler baglama diizeyi evresi i¢in hazirlanan veri kayit formuna kaydedilmistir.
Yoklama evresinin her bir oturumu sonunda uygulamaci, her bir dykiiye ait veri kayit formunu incelemistir.
Katilimeimin dogru verdigi toplam yanit sayisini toplam soru sayina bolerek katilimeinin o oturumunda elde ettigi
dogru tepki yiizdesini hesaplamigtir. Uygulamaci daha sonra dort 6ykiiden elde edilen dogru tepki yiizdelerinin
ortalamasi hesaplanarak grafikte ilgili oturumu simgeleyen yere kaydetmistir.

Genelleme Evresi

Genelleme evresinde dgretim siireci evresinde kullanilan 6ykii ve resimlerden farkli olan dort 6ykii ve bu
Oykiilere ait resimler kullanilmistir. Elde edilen veriler genelleme evresi veri kayit formuna kaydedilmistir. Son
yoklama verilerinin toplanmasinin ardindan, {i¢ oturum arka arkaya genelleme verisi toplanmistir. Genellemeye
iligkin verilerin toplanmasinda dgretim stireci evresinden farkli olarak uygulamaci, biligsel siire¢ yaklasiminda yer
alan dort asamaya model olmamistir. Katilimcilara sadece yeni resimler gosterilerek, 0ykii okunmus “sen
resimdeki (6ykil kahramaninin ismi sdylenerek) kisinin yerinde olsaydin ne yapardin?” yonergesi verilmistir.
Katilimemin bilissel siire¢ yaklasiminda yer alan basamaklari izleyerek sorulart (Ne oldu? Ne yapabilirim?
Hangisini yapmaliyim? Sonugta ne olur?) kendi kendine sormasi ve yanitlarim1 vermesi beklenmistir. Eger,
katilimc1 bir asamada soruyu sormada ya da yanitlamada zorlanmissa, uygulamaci katilimcinin o asamayi
gecebilmesi igin “simdi kendine ne oldu sorusunu sorman gerekiyordu degil mi?”, “peki sen olsaydin ne yapardin
haydi bir diisiin” gibi sozlerle sozel olarak yardimda bulunmus ancak bu yanit (-) olarak veri kayit formunda yer
alan ilgili basamaga kaydedilmistir. Katilimeinin dogru tepkileri ise ilgili basamaklara (+) olarak kaydedilmistir.
Her bir oturumda dort 6ykii ve bu dykiilere ait resimler kullanilmigtir. Her bir oturumu sonunda uygulamaci, her
bir dykiiye ait veri kayit formunu incelemistir. Katilimcinin dogru verdigi toplam yanit sayisini toplam soru sayina
boélerek katilimemnin o oturumunda elde ettigi dogru tepki yiizdesini hesaplamistir. Uygulamact daha sonra dort
oykiiden elde edilen dogru tepki ylizdelerinin ortalamasi hesaplanarak grafikte ilgili oturumu simgeleyen yere
kaydetmistir.

Veri Analizi

Aragtirmanin veri analizi kapsaminda, giivenirlik analizi yapilmis ve sosyal gecerlik verisi toplanmistir.
Cinsel istismar1 6nleme becerisinin biligsel siire¢ yaklasimi ile 6gretim ¢alismasi sonucunda elde edilen veriler
grafiksel olarak c¢oziimlenmistir. Verilerin ¢6ziimlenmesinde, grafiksel analiz tekniklerinden cizgisel grafik
kullanilmistir.

Giivenirlik Analizi. Bu arastirmada hem g6zlemciler arasi giivenirlik (bagimli degisken giivenirligi) hem
de uygulama giivenirligi (bagimsiz degisken giivenirligi) verisi toplanmistir. Giivenirlik verilerini toplamak
amaciyla, tiim uygulama video kayd: altina alinmistir. Aragtirmanin hem gozlemciler aras1 hem de uygulama
giivenirligi verileri 6zel egitim alami zihin engelliler 6gretmenliginden mezun ve zihin engelliler 6gretmenligi
yapan bir gézlemci tarafindan toplanmistir. Bu kisiye uygulama ile ilgili bilgi verilmis ve bu kisinin uygulama
videolari izleyerek veri toplama formuna kaydetmesi saglanmistir. Katilimemin tiim evrelerdeki oturum
sayilarinin yiizde 30’unun video kayitlar1 izlenerek veri toplama formuna kaydedilerek hesaplanmistir.
Gozlemciler arasi gilivenirligi saglamak amaciyla uygulamacinin ve video kayitlarimi izleyerek kaydeden
gbzlemcinin kayitlarindan elde edilen veriler “goriis birligi / goriis birligi + goriis ayrihigr x 100” formiiliiyle

Ugcar-Rasmussen & Cifci-Tekinarslan 2024, 25(1)



ZIHIN YETERSIZLIGI OLAN BIREYLERE CINSEL ISTISMARI ONLEME BECERISININ KAZANDIRILMASI 82

hesaplanarak beceri icin gozlemciler arasi giivenirlik katsayist bulunmustur. Arastirmanin gdzlemciler arasi
giivenirlik ytizdelerinin %80 iizerinde oldugundan yiiksek oldugu goriilmiistiir (Tablo 4).

Tablo 4

Gozlemciler Arasi Giivenirlik Verileri

Ayse Fatma Oya
Giivenirlik ortalamasi %95 %99 %94

Cinsel istismar1 dnleme becerisi 6gretim programinin uygulamaci tarafindan giivenilir bigimde kullanilip
kullanilmadigini belirlemek iizere ise uygulama giivenirlik verileri toplanmis ve giivenirlik analizi yapilmistir. Bu
amagla her bir katilimciyla yapilan cinsel istismar1 6nleme becerisi 6gretim oturumlar: videoya kaydedilmistir.
Uygulama giivenirligi verileri, uygulamaci tarafindan hazirlanan 11 maddelik &gretim programi uygulama
giivenirligi veri toplama formu ile toplanmistir. Yansiz atama yoluyla belirlenen 6gretim oturumlar1 gézlemci
tarafindan izlenmis ve uzman ilgili veri toplama formuna isaretlemesi saglanmistir. “Uygulama giivenirligi
katsayisi, gozlemlenen uygulamact davranisinin, planlanan uygulamaci davranisma boliinerek yiizdesinin
alinmas1” ile hesaplanmistir (Tekin-iftar, 2012). Arastirmanmn uygulamaci giivenirlik yiizdelerinin yiiksek
oldugundan (Tablo 5) uygulamacinin hazirladig1 sosyal beceri programini planladigi sekilde uyguladigimm
gostermistir.

Tablo 5

Uygulama Giivenirligi Verileri

Ayse Fatma Oya
Giivenirlik ortalamasi %97 %95 %96

Sosyal Gegerlik. Zihinsel yetersizligi olan katilimcilara kazandirilmas: hedeflenen cinsel istismari
onleme becerisinin ¢alismanin katilimeilari i¢in 6nemine iligkin sosyal gegerlik verileri toplanmistir. Bu verileri
toplamak i¢in bir sosyal gecerlik formu olusturulmustur. Soru hazirlanirken iki uzmandan goériis alinmis ve
sorunun uygun olduguna yonelik olumlu goériis alinmistir. Bu formda 6gretmen goriislerini almaya yonelik
“Calismanin katilimci iizerinde yarattigi etkiye iligkin goriisleriniz nelerdir?” sorusu ogretmenlerle yiiz yiize
goriigiilerek sorulmustur.

Bulgular

Arastirmada zihin yetersizligi olan bireylere bilissel siire¢ yaklasimiyla cinsel istismari 6nleme becerisini
edindirmek amaciyla biligsel siire¢ yaklasimi temel alinarak bir 6gretim programi hazirlanmis ve bu program
aracilifiyla ii¢ zihin yetersizligi olan katilimcrya kendilerini cinsel istismardan koruyabilmeleri i¢in cinsel istismart
onleme becerisi Ogretilmistir. Aragtirmanin katilimcilarmin cinsel istismari 6nleme becerisini kazanma
diizeylerine iliskin veriler Sekil 2’de yer alan grafikte sunulmustur.

Sekil 2°de yer alan grafik incelendiginde arastirmaya katilan ii¢ katilimciya ait grafigin 6gretim sunulma
sirasina gore verildigi goriilmektedir. Her bir katilimcinin grafiginde katilimeiya ait baglama diizeyi (BD), 6gretim
stireci (U), yoklama (Y) ve genelleme (G) evrelerinde gergeklestirilen oturumlardan elde edilen veriler yer
almaktadir. Asagida her bir katilimcinin grafiginde yer alan verilere iligkin agiklamalar sunulmustur.
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Sekil 2
Katilimcilara Ait Veri Grafigi
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Ogretim oturumlari
Birinci Katihmciya Ait Bulgular

Aragtirmanin birinci katilimeist olan Ayse’nin baglama diizeyi evresinde cinsel istismart onleme
becerisine yonelik sorulan sorulara ortalama %7 dogrulukta yanitladig1 goriilmektedir. Ayse’nin baslama diizeyi
evresinde {i¢ oturum ard arda kararli nokta elde edildiginden dolay1 Ayse ile cinsel istismar1 6nleme becerisi
programinin dgretim siireci evresine gegilmistir. Ogretim evresinde Ayse ile toplam sekiz dgretim oturumu
gergeklestirilmistir. Ayse’den 6gretim oturumlarinda biligsel siire¢ yaklagiminin dort asamasina ait sorulart kendi
kendisine sormas1, sorulara uygun yanitlar vermesi beklenmistir. Ogretim siireci evresinin ilk oturumunda
Ayse’nin ortalama %11 dogrulukta sorulart yanitladigi, son dgretim oturumunda ise ortalama %97 dogrulukta
sorular1 yanitladig1 ve 6gretim evresinde yer alan son {i¢ oturumun %80 iizerinde oldugu goriilmektedir. Ogretim
evresinde cinsel istismari 6nleme becerisine iliskin yanitlarinda 6l¢iit karsilandigindan ve ii¢ oturum art arda kararl
veri elde edildiginde dolay1 Ayse’nin 6gretim siireci evresi sona erdirilmis ve tiim katilimcilarla es zamanli olarak
birinci yoklama evresi diizenlenmistir. Ayse’nin 6gretim siireci evresini tamamlamasinin ardindan gergeklestirilen
birinci yoklama evresinde Ayse’nin ortalama dogru tepki yiizdesinin %98 oldugu gériilmektedir. Tkinci katilimci
Fatma’nin 6gretim siireci evresinin tamamlanmasinin ardindan diizenlenen ikinci yoklama evresinde Ayse’nin
ortalama dogru tepki yiizdesinin %100 oldugu, igiincii katiimc1 Oya’nin Ogretim siireci evresinin
tamamlanmasinin ardindan diizenlenen iigiincii yoklama evresinde ise Ayse’nin ortalama dogru tepki yiizdesinin
%95 oldugu goriilmektedir. Ogretim siireci evresi sonunda yapilan yoklama evrelerindeki verilerinde Ayse’nin
biligsel siire¢ yaklagiminin asamalarini 6lgiitii karsilar diizeyde bir dogrulukta kullanarak 6grenme diizeyini
korudugu diger bir deyisle Ayse’nin dgretim siirecinde 6grendigi gibi sorular1 kendi kendine sorabildigi ve uygun
yanitlar verebildigi anlasiimaktadir. Son yoklama evresinin ardindan diizenlenen genelleme evresinde ise Ayse’nin
dogru tepki yiizdesinin %96 oldugu goriilmektedir.

ikinci Katiimeiya Ait Bulgular

Aragtirmanin ikinci katilimecisi olan Fatma’nin baglama diizeyi evresinde cinsel istismari dnleme
becerisine yonelik sorulan sorulara ortalama %7 dogrulukta yanitladigi goriilmektedir. Birinci katilimc1 Ayse’nin
Ogretim siireci evresini tamamlamasinin ardindan gergeklestirilen birinci yoklama evresinde Fatma’nin ortalama
dogru tepki ylizdesinin %22 oldugu goriilmektedir. Fatma’nin baglama diizeyi verilerinde ii¢ oturum kararli veri
elde edildigi ve Fatma ile hedef beceriye iliskin 6gretim siireci yapilmadan 6nce diizenlenen birinci yoklama
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evresinde elde edilen verilerin baslama diizeyinde elde edilen verilerine benzer veriler oldugu i¢in Fatma ile cinsel
istismar1 énleme becerisi programinin dgretim siireci evresine gegilmistir. Ogretim evresinde Fatma ile toplam
yedi 6gretim oturumu gergeklestirilmistir. Ogretim siireci evresinin ilk oturumunda Fatma’nin ortalama %41
dogrulukta sorular1 yanitladigi, son 6gretim oturumunda ise %100 dogrulukta sorulari yanitladigi ve 6gretim
evresinde yer alan son ii¢ oturumun %80 iizerinde oldugu goriilmektedir. Ogretim evresinde cinsel istismari
onleme becerisine iliskin 6lgiit karsilandigindan ve ii¢ oturum art arda kararli veri elde edildiginde dolay:
Fatma’nin 6gretim siireci evresi sona erdirilmis ve tiim katilimcilarla es zamanlh olarak ikinci yoklama evresi
diizenlenmigtir. Fatma’nin 6gretim siireci evresinin tamamlanmasinin ardindan diizenlenen ikinci yoklama
evresinde Fatma’nin ortalama dogru tepki ylizdesinin %94 oldugu, ligiincii katilimer Oya’nin 6gretim siireci
evresinin tamamlanmasinin ardindan diizenlenen ii¢lincii yoklama evresinde ise Fatma’nin ortalama dogru tepki
yiizdesinin %96 oldugu gériilmektedir. Ogretim siireci evresi sonunda yapilan yoklama evrelerindeki verilerinde
Fatma’nin bilissel slire¢ yaklasimimin asamalarini 6lgiitii karsilar diizeyde bir dogrulukta kullanarak 6grenme
diizeyini korudugu diger bir deyisle Fatma’nin dgretim siirecinde 6grendigi gibi sorulari kendi kendine sorabildigi
ve uygun yanitlar verebildigi anlagilmaktadir. Son yoklama evresinin ardindan diizenlenen genelleme evresinde
ise Fatma’nin ortalama dogru tepki yiizdesinin %94 oldugu goriilmektedir.

Uciincii Katihmerya Ait Bulgular

Aragtirmanin Gi¢iinci katilimecisit olan Oya’nin baglama diizeyi evresinde cinsel istismart 6nleme
becerisine yonelik sorulan sorulara ortalama %22 dogrulukta yanitladig1 goriilmektedir. Birinci katilimc1 Ayse’nin
Ogretim siireci evresini tamamlamasinin ardindan gergeklestirilen birinci yoklama evresinde Fatma’nin ortalama
dogru tepki ylizdesinin %18 oldugu, ikinci katilimci Fatma’nin 6gretim siireci evresinin tamamlanmasinin
ardindan diizenlenen ikinci yoklama evresinde ise Oya’nin ortalama dogru tepki yiizdesinin %18 oldugu
goriilmektedir. Oya’nin baglama diizeyi verilerinde {i¢ oturum kararli veri elde edildigi ve Oya ile hedef beceriye
iliskin 6gretim siireci yapilmadan 6nce diizenlenen birinci ve ikinci yoklama evrelerinde elde edilen verilerin
baslama diizeyinde elde edilen verilere benzer veriler oldugundan dolay1 Oya ile cinsel istismar1 6nleme becerisi
programinin Ogretim siireci evresine gegilmistir. Ogretim evresinde Oya ile toplam sekiz &gretim oturumu
gerceklestirilmistir. Ogretim siireci evresinin ilk oturumunda Oya’nin ortalama %27 dogrulukta sorulari
yanitladigi, son 6gretim oturumunda ise %100 dogrulukta sorulart yanitladigi ve 6gretim evresinde yer alan son
{ic oturumun %80 iizerinde oldugu goriilmektedir. Ogretim evresinde cinsel istismar1 énleme becerisine iliskin
olgiit karsilandigindan ve ii¢ oturum art arda kararli veri elde edildiginde dolay1 Oya’nin 6gretim siireci evresi sona
erdirilmis ve tiim katilimcilarla es zamanli olarak {igiincii yoklama evresi diizenlenmistir. Oya’nin 6gretim siireci
evresinin tamamlanmasinin ardindan diizenlenen iigiincii yoklama evresinde ise Oya’nin ortalama dogru tepki
yiizdesinin %98 oldugu gériilmektedir. Ogretim siireci evresi sonunda yapilan yoklama evrelerindeki verilerinde
Oya’nin biligsel siire¢ yaklasiminin asamalarmi 6lgiitii karsilar diizeyde bir dogrulukta kullanarak 6grenme
diizeyini korudugu diger bir deyisle Oya’nin 6gretim siirecinde 6grendigi gibi sorulari kendi kendine sorabildigi
ve uygun yanitlar verebildigi anlasilmaktadir. Son yoklama evresinin ardindan diizenlenen genelleme evresinde
ise Oya’nin ortalama dogru tepki yiizdesinin %100 oldugu goriilmektedir.

Cinsel istismar1 onleme becerisi 0gretim programina katilan zihin yetersizligi olan ii¢ katilimecinin
baslama diizeyi verilerinde, bagimli degisken olan cinsel istismar1 dnleme becerisine yeterince sahip olmadiklari
belirlenmistir. Ogretim oturumlar éncesinde toplanan yoklama verilerinin de baslama diizeyi verilerine benzer
oldugu ve katilimcilarin cinsel istismar1 dnleme becerisini kullanma diizeylerinde 6nemli bir farklilasma olmadig:
goriilmustir. Katilimeilarin 6@retim evresi ve Ogretim evresinden sonra gerceklestirilen yoklama evreleri
verilerinin ise baglama diizeyi ve 6gretim dncesi gergeklestirilen yoklama evreleri verilerine gére yiiksek bir artig
ile farklilastig1 goriilmektedir. Dolayisiyla biligsel siire¢ yaklagimina dayali 6gretim programinin ii¢ katilimecida
da etkili oldugu agik¢a goriilmektedir. Bu etki hem &gretim siirecinde toplanan verilerde artisin gézlenmesiyle
hem de 6gretim sonunda alinan yoklama verilerinin, 6gretim dncesi toplanan yoklama verilerinden daha yiiksek
olmasiyla da agiklanabilmektedir.

Sosyal Gegerlik Bulgular:

Smif o6gretmenleri ile gergeklestirilen yiiz yiize goriisme sonunda ogretmenlerin “galismaya
baslandigindan beri ¢ocuklar artik oturup kalkarken bile davraniglarina dikkat etmeye galistyorlar, viicutlarinin
ozel bolgelerine iliskin farkindalik diizeyleri artti. Diger arkadaslarina da dikkat etmeleri gerektigini anlatmaya
galistyorlar, her durumda hem kendilerine hem de birbirlerine “sen olsaydin ne yapardin arkadagim, hangisini
secerdin?” gibi sorular sormaya bagladilar, hatta bazen baz1 siif i¢i etkinliklerde “bunu yaparsam bdyle ya da
boyle olabilir. Bunun sonucunda da bu olur” gibi ciimleler kullanmaya basladiklarini, biligsel siire¢ yaklagimindaki
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asamalar1 farkinda olmadan diger dersler i¢inde genellediklerinin gdzlemlenebildigine iliskin ifadeler kullandiklar1
goriilmiistiir. Bu ifadelere dayanilarak katilimcilarin bu ¢aligsmadan oldukga yarar sagladigi sdylenebilmektedir.

Tartisma

Bu arastirmanin amaci bilissel siire¢ yaklasimima dayali olarak hazirlanan 6gretim programinin zihin
yetersizligi olan bireylere cinsel istismari 6nleme becerisini kazandirmadaki etkililigini incelemektir. Bu amagla
gerceklestirilen ¢alisma sonunda elde edilen bulgulara bakildiginda gretim programinin ii¢ katilimcinin da hedef
beceriyi kazanmasinda ve beceriyi genellemesinde etkili oldugu sonucuna varilmistir. Arastirmada elde edilen
bulgular zihinsel yetersizligi olan bireylere hazirlanan programlar ile giivenlik ve sosyal becerilerinin 6gretiminde
biligsel siire¢ yaklagimini kullanan g¢aligmalarm bulgulariyla (Collet-Klinberg & Chadsey-Rusch, 1991; Cifci,
2001; Dagseven-Emecen, 2008; Sénmez, 2020) ve OSB tanili bireylere biligsel siire¢ yaklasimi ve sosyal dykiiler
kullanarak gerceklestirilen ¢alismalarin bulgulariyla tutarlik gostermektedir (Girli & Atasoy, 2010; Siizer, 2015).

Bu caligmalar incelendiginde c¢alismamizla benzer ve farkli yanlarinin oldugu goéze ¢arpmaktadir.
Calismamiza benzer olarak Cifci (2001) cinsel istismar1 dnleme becerisi kapsaminda sayilabilecek olan “uygun
olmayan dokunmaktan kaginma, alay edilmeyle basa ¢ikma ve 6ziir dileme” becerilerini igeren bir sosyal beceri
O0gretim programini biligsel siire¢ yaklasimma dayali olarak hazirlamis toplam dokuz zihin yetersizligi olan
dgrenciye uygulamustir. Ogretim siirecinde ¢alismamizla benzer olarak oykiiler ve bu dykiileri betimleyen
resimlerin kullanildig1 ve katilimeilarin biligsel siire¢ yaklasiminin basamaklarina gére hazirlanmis sorulari
kendilerine sormalar1 ve yanitlamalarmin beklendigi goriilmektedir. Aragtirma sonunda tiim katilimcilar beceriyi
kazanarak genelleyebilmislerdir. Collet-Klingenberg ve Chadsey-Rusch (1991), yaptiklar1 ¢alisma ile ¢alismamiz
arasimda hem benzerlik hem de farkliliklar yer almaktadir. Collet-Klingenberg ve Chadsey-Rusch (1991)
caligmasinda biligsel siire¢ yaklasiminin zihin yetersizligi olan bireylere elestiriye uygun tepki verme davranisi
iizerine olan etkisi degerlendirilmistir. Bizim c¢alismamiza benzer olarak farkli sosyal senaryoyalar ve bu
senaryolara uygun resimler kullanilmis ancak arastirma sonunda ii¢ katilimcidan sadece ikisinin hedef beceriyi
kazandig1 goriilmiistiir. Bunun sebebinin diisiik IQ puani, ig ortaminda yeterli vakit gecirmemesi ve 6grenmeye
yeterince motive edilmemis olmasinin yol acgtig1 belirtilmektedir. Genelleme oturumlari bizim ¢alismamizdan
farkli olarak dogal ortamlarda ve farkli senaryolarla toplanmistir. Dagseven-Emecen (2008) tarafindan
gergeklestirilen ¢alisma ile bu ¢aligsma arasinda da hedef beceri ve kullanilan arag-geregler agisindan farkliliklar
yer almaktadir. Dagseven-Emecen (2008), zihinsel yetersizligi olan katilimcilara tesekkiir etme ve paylagma gibi
giivenlik becerileri arasinda yer almayan becerilerin bilissel siire¢ yaklasimi ile ancak resimler yerine video
goriintiileri kullanarak kazandirmistir. Ogretimde video gériintiilerdeki durum arastirmaci tarafindan agiklanmig
ve katilimcilarin biligsel siire¢ yaklasiminin basamaklarina goére hazirlanmis sorulari kendilerine sormalari
beklenmistir.

Aragtirmada cinsel istismart Onleme becerisi dgretim programinin hazirlanmasinda biligsel siireg
yaklagimi temel alinmigtir. Bu yaklagimin tercih edilmesinin sebebi biligsel slire¢ yaklagiminin bireylere sosyal
becerileri ayr1 ayr1 6gretmek yerine, sosyal durumla ilgili olarak problem ¢dzme becerisi 6gretmesidir. Biligsel
siire¢ yaklagimina dayali olarak sosyal beceri ogretildigi zaman, birey sosyal etkilesimin genel kurallarini
ogrenerek, becerileri farkli ortamlarda, farkli kisilere yonelik olarak kullanabilmekte yani baska bir deyisle
beceriyi yiiksek oranda genelleyebildigi diistiniilmektedir (Collet-Klingenberg & Chadsey-Rusch, 1991; Ladd &
Mize, 1983). Calismamizin bulgularini biligsel siire¢ yaklagimimi kullanarak farkli becerileri zihin yetersizligi ya
da OSB tanili bireylere kazandirmayi hedefleyen ¢aligmalarin bulgular1 tarafindan da desteklenmektedir.
Sénmez’in (2020) zihinsel yetersizligi olan bireylerin giinliik yasantilarinda karsilastiklar1 problemleri
¢dzmelerinde, gelistirilen sosyal problem ¢dzme dgretim programimin (SPCOP) etkili olup olmadigini inceledigi
arastirmasi sonunda katilimcilarin hepsinin sosyal problem ¢6zme asamalarini 6grendikleri, alt1 katilimcinin farkl
problem durumlarina genelleyebildikleri, diger ii¢ katilimecinin ise genelleme agamasinda sosyal problem ¢ézme
modelinin problem ¢ézme kisminda basarili oldugu fakat ¢oziimii uygulama kisminda basarili olamadiklar
sonucuna ulagilmigtir. Girli ve Atasoy (2010) ise Cifci’nin (2001) yapmis oldugu ¢alismay1 OSB tanili cocuklar
iizerinde tekrarlamis ve “uygun olmayan dokunmaktan kaginma, alay edilmeyle basa ¢ikma” becerilerini 9 OSB
tanili katilimeiya 16 6ykii ve bunlar1 betimleyen resimlerini kullanarak 6gretilmistir. Arastirma sonunda Cifci’nin
(2001) calismasinda oldugu gibi bilissel siire¢ yaklagiminin sosyal becerileri edindirmede etkili oldugunun bir kez
daha altin1 ¢izmisgtir. Stizer (2015) tarafindan gergeklestirilen caligmada ise “uygunsuz dokunma” becerisi sosyal
oykiiler kullanilarak 6gretilmistir. OSB tanil1 ikisi kiz bir erkek olmak iizere farkli cinsiyetlerden katilimcilar
calismaya dahil edilmistir. Oykii temelli uygulamalarin cinsel istismar1 dnleme becerisinin 6gretiminde etkili
oldugu sonucu elde edilmistir. Benzer olarak bu ¢alismada da Oykiiler ve resimlerden faydalanilmis ve cinsel
istismar durumu Sykiiler ve resimleri ile tasvir edilmeye calisiimistir. Ogretim programinin katilimeilar iizerinde
etkili olmasinda da kullanilan 6ykii ve resimlerin katilimeilarin dikkatini gekmesinin etki ettigi diisiiniilmiistiir.
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Alanyazinda sosyal becerilerin ve gilivenlik becerilerinin farkli yontem ve teknikler kullanilarak 6zel
gereksinimli bireylere kazandirmay1 amaglayan ¢alismalar yer almakta ve ¢alismamizin bulgularmi destekler
nitelikte olduklar1 goriilmektedir (Akmanoglu, 2008; Yektaoglu-Tomgiisehan, 2018). Akmanoglu (2008)
calismasinda OSB tanili bireylere cinsel istismar1 6nleme becerisi kapsaminda sayilabilecek olan kotii niyetli
yabanct kigilerin kendilerini kagirma girisiminden kaginma becerisini kazandirmak amaciyla asamali yardimla
ogretimi kullanmis ve arastirmanimn bulgularinda katilimcilar hedef beceriyi kazandiklarini ifade etmistir.
Yektaoglu-Tomgiisehan (2018), zihin yetersizligi olan bireylerin cinsel istismara karsit korunmalarin1 saglamak
amaciyla bir program gelistirilmis ve resimli kartlar, posterler, olay anlatim kartlar1 gibi arag¢ gerecler
kullanilmistir. Ayrica hedef becerinin 6gretiminde sézel ipucu, isaret ipucu, kismi fiziksel yardim ve model olma
gibi tekniklerin kullanmig ve programin hedef beceriyi katilimcilara kazandirmada etkili oldugu belirtmistir.
Akmanoglu (2008) ve Yektaoglu-Tomgiisehan (2018) arastirma bulgular1 ile bu ¢aligmanin bulgular: paralellik
gostermig OSB tanili ve zihin yetersizligi tanist almis 6grencilerin hazirlanan 6gretim programlariyla cinsel
istismara kars1 kendilerini koruma becerilerini edinebildikleri goriilmiistiir.

Ogretim programinm etkili olmasinda katihmcilarin 12-14 yas aralifinda olmasi ve ortaokulda
kaynagtirma Ogrencisi olmalarmin dolayisiyla ergenlik doneminde yer almalarinin etkili olabilecegi
diisiiniilmiistiir. Bu yas araliginda bireyler igin cinsel istismart dnleme becerisinin 6gretiminin katilimeilar
tarafindan dikkat ¢ekici bulunmasi ve dnemli goriilmesinin de 6gretim programinin etkisini artirmis olabilecegi
diisiiniilmiistiir. Ergenlik ¢aginda olan bu yas grubunun dikkatlerinin daha fazla cinsellik {izerine olmasi,
hazirlanan Oykiilerde gecen konularin ve resimlerin ilgilerini ¢ekmesi onlarin g¢alismaya olan ilgilerini ve
motivasyonlarini artirabilecegi ve programin etkili olmasina katki sagladigi diistiniilmektedir. Alanyazinda yapilan
benzer caligmalarda da katilimcilarin ergenlik doneminde olmasmin 6gretimlerin etkililigini artirabildigi
belirtilmistir (Daro, 1994; Tang & Lee, 1999; Watson & Halford, 2010).

Cinsel istismar1 dnleme programlarinin cinsel istismar1 6nledigi ve bireylere farkindalik kazandirdig: bir
gercektir. Arastirma sonrasinda dgretmenler, katilimcilarin kendi viicutlarini korumaya ve istismar durumunu
ortaya cikarabilecek davranislara iliskin farkindalik kazandiklarini belirtmislerdir. Bu bulguda bize sosyal gegerlik
acisindan ¢aligmanin etkili oldugunu gosterir niteliktedir.

Alanyazinda yer alan ¢alismalarin ¢gogunda katilimcilarin bilissel siire¢ yaklagimini genelleyebildiklerini
gosteren bulgular elde edilmis olsada (O’Reilly & Chadsey-Rusch, 1992) katilimeilarin genellemede basarisiz
oldugunu belirten aragtirmalarda bulunmaktadir (Collet-Klingenberg & Chadsey-Rusch, 1991; Cifci, 2001).
Problem ¢6zme yaklagimin kullanildig1 yurt dis1 alan yazin arasgtirmalarinda katilimcilara uygulanan programlarin
etkili oldugu, ancak bazi ¢alismalarda bazi katilimeilarin genelleme asamasinda daha diisiik performans gosterdigi
belirtilmektedir (Sonmez, 2020). Buna benzer olarak Collet-Klingenberg ve Chadsey-Rusch (1991) ¢alismasinda
da ii¢ katilimcidan ikisinin hedef beceriyi edinerek genelleyebildigi, bir katilimcinin ise biligsel diizeyinin diger
katilimcilara kiyasla daha diisiik olmasindan dolayr beceriyi edinerek genelleyemedigi goriilmektedir. Bu
aragtirmanin genelleme oturumlarinda katilimcilarin 6gretim oturumlarinda kullanilan 6ykii ve resimlerden farkli
olan dykii ve resimlerle karsilastiklarinda bilissel siire¢ yaklasiminin asamalarint kullanabildikleri ve 6grendikleri
asamalar1 yeni Oykiilere genelleyebildikleri gozlenmistir. Genelleme oturumlari verileri 6gretim oturumlarinin son
yoklama evresindeki verilerle karsilastirildiginda, birinci ve ikinci katilimer ile yaklagik olarak ayni verilerin elde
edildigini fakat {i¢lincii katilimeinin genelleme oturumlarinda dogru tepki yiizdesinde artis oldugu goriilmiistiir.

Cinsel istismar maruz kalinmasi istenmeyen, ¢ocuk igin tehlike arz eden bir durum oldugundan dolay1
cinsel istismari 6nleme becerisinin 6gretiminde uygulama yapmak ¢ok miimkiin olmamaktadir (Miltenberger vd.,
2015). Cinsel istismar gibi bireyi tehlikeye sokan giivenlik becerilerinin 6zel gereksinimli bireyler tarafindan
Ogrenilebildigini ve gerekli oldugunda bu becerilerin sergilenebildigi arastirmalarda da vurgulanmaktadir. Ancak
bu becerinin dogasi geregi beceri dgretiminde tehlikeli durumlarin istenilen her zaman gergeklesmemesi, tehlikeli
durumu aym sekilde tekrar tekrar yaratmanin miimkiin olmamasi, 6gretimde dogal ortamlari kullanmanin hem
giivenlik hem de etik a¢idan uygun olmamasi ve dolayisiyla dogal 6grenme firsatlarinin yaratilamamasi gibi bazi
smirhiliklart yer almaktadir (Ergenekon & Colak, 2019). Dolayisiyla bu arastirmada katilimcilarin gercek hayatta
bu beceriyi kullanmalar1 gereken ortam ve durumla karsilastiklarinda beceriyi genelleyip genelleyemeyecekleri
aragtirtlmamis, dgretilmesi hedeflenen becerinin genellemesi sadece farkli 6ykii ve resimlerle yapilmistir. Bu,
aragtirmanin siirliligi olarak kabul edilmistir.

Aragtirmanin diger bir smirliligi ise katilimcilarin se¢imine yoneliktir. Bu arastirmada sadece kiz
¢ocuklarina yonelik gerceklesebilecek cinsel istismar ele alinmistir. Dolayisiyla arastirma, belirlenen 6n kosul
becerilere sahip 12-14 yas araligindaki zihin yetersizligi olan ii¢ kiz dgrenciyle ve cinsel istismari 6nleme
becerisini kazandirilmakla sinirlidir. Bu smurliliklar géz dniine alinarak bundan sonra yapilacak arastirmalarda
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zihin yetersizligi olan erkek 6grenciler ya da hem erkek hem de kiz 6grencilerden olusturulan katilimci gruplari
icin biligsel siire¢ yaklagimina dayali olarak hazirlanan programin uygulanabilir ve etkililigi degerlendirilebilir.
Bir diger sinirlilik olarak ise hedef beceriye iligkin 6n kosul beceriler ve katilimcilarla ilgili durumlara iliskin
bilgiler katilimcilart en iyi tantyan ebeveynleri ve sinif ortaminda her giin bir arada olan dgretmenleriyle yapilan
goriigmeler araciligiyla toplanmistir. Bu sinirlilik g6z 6niine alindiginda yapilacak ileri ki aragtirmalarda 6gretmen
aile gibi paydas goriislerinden ziyade katilimcilarin kendileri ile goriismeler yapilmasi dnerilmektedir.

Alanyazinda yer alan arastirmalar zihin yetersizligi olan ¢ocuga sahip ailelerin cinsel istismarin
onlenmesine iliskin (Atbasi, 2016) ve cinsel egitime iligkin bilgi diizeylerinin oldukg¢a sinirli diizeyde oldugunu
gostermektedir (Oncii vd., 2019). Dolaysiyla ileride yapilacak arastirmalar zihinsel yetersizligi olan bireylerin
ailelerinin de dahil edilecegi sekilde yapilmasi onerilmektedir. Ayrica zihin yetersizligi ve otizm spektrum
bozuklugu gibi yetersizliklere sahip olan bireylere sosyal beceri ve viicut farkindaliginin 6gretilmesinden
baglanilarak yas ve gelisimlerine uygun sekilde cinsel egitim verilerek bu bireylerin uygun olmayan sosyo-cinsel
davranislar sergilemelerinin 6nlenmesi gerektigi belirtilmektedir (Gliven, 2021). Ancak bu bireylerle calisan
ogretmenler 6grencilerine cinsellik ve cinsel istismar konularina iliskin nasil yaklagmalari, nasil bir yol izleyerek
egitim vermeleri ve istismar gibi bir durumda nasil davranmalari gerektigine iligkin sinirliliga sahip olduklarindan
bu konular ile ilgili 6gretmenlere de hizmet i¢i egitim verilerek bu konulardaki smnirliligin giderilmesi
onerilmektedir.

Cinsel istismarin 6nlenmesine iligkin yapilan aragtirmalarin genellikle ¢ocuklar {izerine yogunlasildigs,
¢ocuklara cinsel istismar kapsaminda yer alan bazi kavramlarin 6gretilerek onlarin istismara karsi farkindalik
kazanmalarinin amaglandigi, ayni zamanda ailelerinde cinsel istismara iligkin farkindaliklarint geligtirmek
amaciyla programlarin gelistirilerek uygulandigt ve bu programlarin hem ¢ocuk hem de ailenin bilgi diizeyini
arttirarak onlarin daha giivenli hissetmelerine katki sundugu (Karakartal, 2020) ancak alanyazinda yer alan
caligmalarin smurlt olduklart goriilmektedir. Dolayistyla ailelerin cinsel egitim konusunda yetkinliklerinin
gelistirilmesine yonelik (Oncii vd., 2019) ve daha giivenli bir ortam yaratabilmek icin toplum bilincinin
olusturulmasina yonelik daha genis ¢capli ¢alismalarin yapilmasi 6nerilmektedir (Karakartal, 2020).

Yazarlarin Katki Diizeyleri

Calisma birinci yazarin yiliksek lisans tez arastirmasidir ve ikinci yazarin danigsmanliginda
gerceklestirilmistir. Arastirmanin tiim uygulamasi birinci yazar tarafindan gergeklestirilmis ikinci yazar gerekli
kontrolleri yaparak geri doniit vermistir.
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Abstract

Introduction: When individuals are not aware of the nature and scope of behaviors related to sexual abuse, they
may face the risk of abuse. Individuals with intellectual disabilities may also experience abuse, just like other
individuals. Raising awareness through education is the most important measure to prevent sexual abuse. The
skills individuals use to prevent sexual abuse are very important and functional especially for individuals with
special needs so that they can spend their lives independently and safely.

Method: This study aimed to examine the effectiveness of the curriculum developed in line with the cognitive
process approach in helping people with intellectual disabilities to acquire the skill of sexual abuse prevention.
The study was designed with the multiple probe model across participants, one of the single-subject research
methods, and baseline, instruction, probe, and generalization phases were used. Three 12-14-year-old female
students with intellectual disability were included in the study. An instructional program based on the social
decoding, social decision making/deciding, social performance, and social evaluation stages of the cognitive
process approach was prepared to teach the target skill to the participants. The program made use of stories about
sexual abuse situations and how to avoid these situations, as well as pictures depicting these stories. Participants

were taught three prevention skills to avoid sexual abuse: "saying no", "getting out of the environment"”, and
"telling what occurred to someone they trusted”.

Findings: At the end of the study, it was concluded that the developed instructional program was effective in
helping three female students in acquiring the sexual abuse prevention skills. This effect can be explained both by
the increase in the data collected during the teaching process and by the fact that the probe data collected at the
end of the instruction were higher than the probe data collected before the instruction.

Discussion: The findings obtained from the research were discussed in the light of the studies in the literature and
suggestions were made for further studies.

Keywords: Sexual abuse, sexual abuse prevention skills, cognitive process approach, safety skills, intellectual
disability and sexual abuse.
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Introduction

Individuals with intellectual disabilities go through the same developmental stages as their typically
developing peers and have similar physiological, social and emotional needs. However, individuals with
intellectual disabilities experience retardation in cognitive, social and emotional, language and communication
areas compared to their typically developing peers (Yildiz, 2014). The difficulties experienced by individuals with
intellectual disabilities in adaptive behaviors are parallel to the severity of their intellectual disabilities. Individuals
with intellectual disabilities experience problems especially in paying and maintaining attention, storing
information in memory and recalling it, coordinating the problem-solving process, learning abstract concepts,
generalizing behaviors and skills, understanding emotions and thoughts, comprehending social clues, exhibiting
behaviors appropriate to their age, gender and the setting, and learning (Bozkurt 2014). These individuals will
need support to minimize these difficulties and to lead an independent and safe life. Therefore, individuals with
intellectual disabilities are taught many skills and behaviors, including the skill of sexual abuse prevention, which
will enable them to lead a safe life in society (Jang et al., 2016).

Individuals with intellectual disabilities go through similar stages of sexual development as their typically
developing peers. While sexual development takes place as a part of normal development in individuals with
typical development, individuals with intellectual disabilities experience some difficulties in obtaining sexual
information due to some factors such as the family's hesitancy to provide information, restriction on their sexuality,
and the perspective towards individuals with disabilities, causing individuals to withdraw from social life
(Boyacioglu et al., 2018). Due to both the inability to sufficiently participate in social life and the difficulties in
learning new behaviors and skills, unlike their typically developing peers, these individuals show limitations in
acquiring the sexual knowledge and skills required to exhibit appropriate sexual behaviors either from their friends
or people around them through observations and talking to them, or through resources such as books and the
internet (Boyacioglu et al., 2018; Curtis, 2017; Cakmak & Cakmak, 2013). Due to these limitations, individuals
with intellectual disabilities cannot obtain adequate sexual knowledge. Individuals with intellectual disabilities
may exhibit inappropriate sexual behaviors due to lack of sexual knowledge and sexual education which will lead
to social exclusion, while at the same time increase sexual abuse risk (Kii¢iik, 2012; Lumley & Miltenberger, 1997;
Yildiz & Cavkaytar, 2017). One of the main goals of sexual education is to raise awareness and increase the
knowledge and skills of children to protect themselves from sexual abuse. The programs created for this purpose
help these individuals to distinguish between good and bad touch and provide information about what needs to be
done in case of abuse, and hence, not only protect from sexual abuse, but also ensure both their psychological well-
being and physical health and integrity. Therefore, sexual education not only contributes to sexual development,
but also creates awareness in regard to sexual abuse, which may be a risk for individuals with intellectual
disabilities (Cetin-Giindiiz & Demirli-Yildiz, 2016).

Sexual abuse is defined as "a deviant and selfish human action without the consent of the other party
which is carried out to obtain sexual satisfaction under the influence of inappropriate lustful desires that are not
accepted in society” (Topgu, 2009, p. 17). According to the American National Center on Child Abuse and Neglect,
“a child is considered to be sexually abused when the contact and relationship between the child and adult is used
for the sexual gratification of the adult or someone else" (Polat, 2007a, p. 47). The abuser may be someone
unfamiliar to the child, but often the abuser is someone the child knows or someone who lives in the child's
immediate environment (Ovayolu et al., 2007). There are two types of sexual abuse: contact and non-contact abuse.
Sexual abuse involving contact takes place in the form of kissing the child for sexual purposes, making the child
touch the abuser or forcing the child to masturbate or have oral sex with the abuser, applying sexual violence to
the child to provide sexual pleasure, having vaginal or anal intercourse with the child, and using the child for child
prostitution; whereas non-contact sexual abuse takes place in the form of verbal abuse, exhibitionism and
voyeurism (Yal¢in, 2011). Similarly, the World Health Organization also reports that sexual abuse includes saying
sexually explicit words, voyeurism, exhibitionism, touching for sexual purposes and forcing sexual intercourse
(Celik & Ipci, 2020).

Sexual abuse is an undesirable situation that all children and young people may encounter (Aktepe, 2009).
However, studies show that the risk of abuse is related to age and gender as well as disabilities (Putnam, 2003)
and therefore individuals with special needs carry a higher risk than individuals with typical development (Kim,
2010; Yildirim & Atbast, 2023). As a group, individuals with intellectual disabilities are the most vulnerable group
against sexual abuse and exploitation in the society (Lumbey & Miltenberger, 1997; Tharinger et al., 1990), their
risk of being exposed to sexual abuse is much higher compared to other groups (Celik & Ip¢i, 2020; Jones et al.,
2012; Kiigiik, 2012) and they generally experience abuse during adolescence (Celik & Ipgi, 2020). Sexual abuse
experienced during childhood causes a wide range of psychological problems in the child such as low self-esteem,
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anxiety and depression (Aktepe, 2009; Lalor & McElvaney, 2010). It is stated that individuals with intellectual
disabilities who have been sexually abused display some behaviors such as introversion, harming themselves or
others, and engaging in inappropriate sexual behaviors (Sobsey, 1994). Although some sources point out that the
reactions of individuals with intellectual disabilities to sexual abuse are more intense and qualitatively different
than individuals without intellectual disability, there are not many studies on the effects of sexual abuse on
individuals with intellectual disabilities (Topgu, 2009).

Factors that make individuals with intellectual disabilities more vulnerable to sexual abuse may be cited
(Kigiik, 2012; Lumley & Miltenberger, 1997; McCabe, 1993) as inadequate reasoning and judgment skills
(Lumley & Miltenberger, 1997), lack of social skills (Watson, 1984), emotional and social insecurity (Tharinger
et al, 1990; Tang & Lee 1999), having insufficient knowledge and skills regarding sexual abuse and sexual
education, and having difficulty in expressing themselves in regards to inappropriate behaviors (Yalgin, 2011).
Lack of sexual education, sexual knowledge and skills is one of the most prominent risk factors for sexual abuse
(Tang & Lee, 1999). The individuals who know what sexual abuse is will try to protect themselves in such
situations, and in cases where it is not possible, they will be empowered to report it to someone and ask for help.
Therefore, having knowledge and skills to prevent this unwanted situation is vital for the development of young
individuals (Cetin-Giindiiz & Demirli-Y1ldiz, 2016) and it is crucial for individuals to be aware of their own bodies
with the help of preventive education programs that include concepts such as gender, sexual identity and skills to
prevent abuse (Karakartal, 2020).

Sexual abuse prevention skill is a functional skill that is vital for individuals with intellectual disabilities
to lead an independent and safe life and is classified as self-protection skills under safety skills (Jang et al., 2016).
Safety skills consist of a wide range of skills that include many different behaviors, both psycho-motor and
cognitive, such as recognizing unexpected and dangerous situations that threaten safety at home, school, workplace
and/or social environments and ensuring personal safety by exhibiting appropriate behaviors in an appropriate time
(Ergenekon & Colak, 2019). Although sexual abuse prevention skill is included among safety skills, it overlaps
with social skills that individuals should have in order to protect themselves, such as defending their rights,
expressing both positive and negative emotions, refusing inappropriate requests and asking for help (Sorias, 1986
as cited in Cifci & Sucuoglu, 2001). Therefore, providing individuals with intellectual disabilities with both safety
and social skills that will serve to protect themselves, which are key for individuals to lead a safe life, increasing
their awareness of sexual abuse and enabling them to perceive situations that can be considered sexual abuse is of
vital importance and is a very important strategy for the prevention of sexual abuse (Ergenekon & Colak, 2019;
Ozbey, 2017). In addition, the high number of abuse incidents carried out by using the shortcomings of individuals
with intellectual disabilities point to the need for sexual education programs that aim to increase the awareness of
these individuals against sexual abuse (Celik & Ipci, 2020). The need for sexual education programs prepared by
taking into account the different needs and learning characteristics of these individuals is obvious (Lumley &
Miltenberger, 1997; McCabe, 1993).

It is emphasized in the literature that sexual abuse prevention strategies should be implemented through
school-based education programs. These education programs are implemented very effectively in developed
countries. However, school-based sexual abuse prevention programs that will enable children to gain competence
to protect themselves by raising awareness against sexual abuse are not implemented in Tiirkiye and the research
conducted in this field are rather limited (Kemer & Isler-Dalgig, 2021). The national studies show that the programs
developed for the prevention of sexual abuse usually focus on providing the children with some skills such as
acquiring age-appropriate sexual information, knowing their own bodies, knowing the private parts in their bodies
and that these parts should not be touched, distinguishing between good and bad touching, telling someone they
trust in case of abuse, and not hiding the situation (Aktepe, 2009; Kemer & Isler-Dalglg, 2021; Ozbey, 2017) and
the studies conducted in this field generally center on training individuals about sexual abuse, how to recognize
the abuser and how to protect themselves in case of abuse (Polat, 2007b). The programs developed for this purpose
aim to provide individuals with some skills such as rejecting sexual abuse by saying “no”, staying away from the
environment and explaining the situation to a trusted person (Cakmak & Cakmak, 2013; Kim, 2010; Lumley &
Miltenberger, 1997; Odaci, 2018; Wurtele, 2002).

Itis reported in previous studies that the sexual abuse prevention skills should be taught to individuals by
using appropriate methods and techniques in order to prevent from abuse (Aktepe, 2009; Cecen, 2007; Karakartal,
2020). The cognitive process approach, also called the problem-solving approach, aims to develop the ability of
individuals with intellectual disabilities to analyze, sequence and distinguish events in the face of social situations
(Cifci & Sucuoglu, 2003; Dagseven-Emecen, 2008; Vuran, 2013). With this approach, the individual is taught a
four-phase process, which includes identifying the distinguishing and distinctive social stimulus (social decoding),
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choosing the most appropriate response for the situation by identifying alternative responses (social decision
making/deciding), exhibiting the behavior (social performance), and evaluating the effectiveness of the behavior
when it is exhibited (social evaluation) (O'reilly et al., 2002). By presenting various stories and pictures to the
individual, the social skills instruction based on this approach uses examples of social interaction and summarizes
what to do at the beginning and end of each story. The incident in the story is analyzed according to the four basic
phases of the approach (Cifci & Sucuoglu 2010). Stories and pictures depicting stories, modeling, role playing and
rehearsal techniques are also used in teaching with the cognitive process approach. The cognitive process approach
provides individuals with a strategy on how to solve the problem they face (Cifci, 2001). Since sexual abuse is an
undesirable and dangerous situation to be exposed to, it is appropriate to teach using stories describing different
sexual abuse situations with relevant pictures, but to teach problem solving strategies about what can be done in
cases of abuse is important for the acquisition of sexual abuse prevention skills (Miltenberger et al., 2015).

There are some studies in the literature aiming to provide different skills to individuals with special needs
by using the cognitive process approach steps (Anderson & Kazantzis, 2008; Cifci, 2001; Collet-Klinberg &
Chadsey-Rusch, 1991; Dagseven-Emecen, 2008; Girli & Atasoy, 2010; Jacobs et al., 2002; Kutlu, 2016; Kiigiik,
2012; Odaci, 2018; O’Reilly & Chadsey-Rusch, 1992; Park & Gaylord-Ross, 1989; Sénmez, 2020). However,
there is no research aiming to teach sexual abuse prevention skills to individuals with intellectual disabilities by
using the cognitive process approach, while there are a limited number of studies aiming to provide individuals
with intellectual disabilities with some social or safety skills that are among sexual abuse prevention skills by using
the cognitive process approach (Cifci, 2001; Collet-Klinberg & Chadsey-Rusch, 1991; Dagseven-Emecen, 2008).
Cifci's (2001) study aimed to teach how to avoid inappropriate touching to individuals with intellectual disabilities
with a cognitive process approach by using stories and pictures depicting these stories. At the end of the study,
while all participants acquired the target skill, one participant could not generalize the skill. In the study conducted
by Collet-Klinberg and Chadsey-Rusch (1991), three participants with moderate intellectual disability were taught
the skill of responding appropriately to criticism with the cognitive process approach and it was concluded that the
method was effective.

According to national and international literature, there are both descriptive and experimental studies on
the sexual abuse of individuals with intellectual disabilities. Descriptive studies investigated mothers' knowledge
levels about their children's sexual development and education (Giildag, 2022), mothers' attitudes towards their
children's sexual identity development (Cergi, 2013), mothers' knowledge levels and opinions about preventing
sexual abuse (Atbasi, 2016; Zerey, 2019), teachers' attitudes towards sexual education (Corbaci-Serin et al., 2012;
Akdemir & Sar1, 2019), prevalence of abuse (Bulut & Karaman, 2018; Chen et al., 2004; Celik & Ipci, 2020),
sexual education practices (Altmok, 2010), body awareness of individuals with intellectual disability (Aral & Ozel,
2002), sexual abuse knowledge and self-protection skill levels of individuals (Tang & Lee, 1999), problems caused
by prior sexual abuse in adult relationships (Watson & Halford, 2010), the relationship between physical neglect
and abuse and behavioral problems (Eratay, 2000) and sexual knowledge level and abuse perception level of
individuals with intellectual disability (Mandan-Siiriict, 2009).

Experimental studies included studies aiming to provide some safety and social skills within the scope of
sexual abuse prevention skills through different methods such as social story, step-by-step teaching, video
modeling and community-based teaching arrangement. (Akmanoglu, 2008; Bassette et al., 2018; Haseltine &
Miltenberger, 1990; Kutlu, 2016; Kiiciik, 2012; Lee & Tang, 1998; Lumley & Miltenberger,1997; Miltenberger et
al., 1999; Miltenberger vd., 2013; Odaci, 2018; Siizer, 2015; Yektaoglu-Tomgiisehan, 2018; Yildirim & Atbasi,
2023). The literature also has some studies aiming to provide sexual abuse prevention skills to individuals with
typical development by using different methods and techniques (Cegen-Eroglu & Kaf-Hasirci, 2013; Yilmaz-
Irmak et al., 2018).

Among these studies, Akmanoglu (2008) taught individuals with autism spectrum disorder (ASD) the
ability to escape from the abduction attempts of malicious people by using video modeling and community-based
teaching arrangement using progressive assisted teaching. The study carried out by Bassette et al. (2018) aimed to
provide individuals with intellectual disabilities with the ability to use mobile phones when they are lost in a school
and social area by designing the study with the multiple probe model across participants. The participants were
taught to take a photo and send when they were lost by video model teaching method and system of least to most
prompt. At the end of the research, all the participants learned the skill and were able to generalize it to a different
environment. Similar to Akmanoglu's (2008) study teaching how to escape from the abduction attempts of
malicious people, Girli and Atasoy (2010) also taught individuals with ASD the skill to cope with being ridiculed
and avoid inappropriate touching with the cognitive process approach. Kutlu (2016) compared the effectiveness
and efficiency of social story used alone and the presentation of the social story together with the video model in
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order to teach individuals with ASD the skills of protection from strangers. In the study, individuals were taught
the skill to protect themselves from abduction attempts of strangers, as well as the skill to protect themselves from
strangers knocking on the door. The study, which used the adaptive alternating practices model, was conducted in
the social environment, school and home environment. Research findings showed that the participants acquired
the skills and were able to generalize them to different people. The study carried out by Kiigiik (2012) was
conducted with two different participant groups (individuals with intellectual disabilities and their parents) with
the help of a program prepared to increase the level of knowledge of both parents and their children about
protection from sexual abuse. With this program, parents and children were taught some skills such as private parts
of the body, appropriate and inappropriate touching, saying "no" to sexual abuse, telling someone about sexual
abuse, and setting limits against strangers by using illustrated stories and guidebooks. Odac1 (2018) prepared a
sexual abuse prevention curriculum to teach the skills of saying "no" to sexual abuse and telling someone about
sexual abuse. With the program, individuals were taught 12 items consisting of behaviors necessary for individuals
to protect themselves against abuse, such as recognizing their immediate environment, distinguishing between
trustworthy and untrustworthy people, distinguishing professionals who may be allowed to touch them, and
distinguishing between appropriate and inappropriate touch. In the study conducted by Siizer (2015), three
individuals diagnosed with ASD were taught sexual abuse prevention skills by using the social story method with
the multiple probe model with across participants probe trials. Skill teaching was carried out with the multiple
exemplar approach and the participants were taught to generalize the skill of protection from abuse to different
people, environments and abuse attempts. With the seven-session sexual abuse prevention training program,
Yektaoglu-Tomgiisehan (2018), taught individuals with intellectual disabilities concepts and skills such as
recognizing body parts and learning their functions, recognizing private body parts and learning their functions,
recognizing their feelings, learning the boundaries of personal space and saying 'no', what is a 'safety net', and
whether a situation is safe or not, recognizing early warning signs and knowing the difference between good and
bad secrets by the advanced chain method. Instruction was carried out by using materials such as picture cards,
posters, event narration cards, and techniques such as verbal hints, sign hints, partial physical assistance and
modelling. Similar to Kiigiik’s study (2012), Yildirim and Atbag1 (2023) prepared a family training program to
increase the knowledge level of families with children with special needs about neglect and abuse. The aim of the
family training sessions was to provide families with information about neglect and abuse, how to distinguish
between the concepts of neglect and abuse, the indicators of neglect, abuse and abuse types and their effects on
the child, how to communicate with the child experiencing neglect and abuse, and how to prevent neglect and
abuse. Within the scope of sexual abuse prevention skills, the study included the topics of which trainings should
be given to protect the child from sexual abuse (the ability to say no, education about private areas, not keeping
secrets, personal space and protection, teaching asking for help, teaching the difference between good touch and
bad touch, teaching the circle of trust). It was determined that the knowledge level of the families increased at the
end of the research. Finally, Unlii (2020) evaluated the effectiveness of the technology-supported sexual abuse
prevention training offered in the study conducted with three female students with mild and moderate intellectual
disabilities aged between 10-16 years. At the end of the study, it was found that all participants learned the names
of private areas, places where they can take off their underwear, and good-bad touch at the knowledge level while
they learned to say "No" and walk away and to report the situation to someone trustworthy at the skill level. In
addition, it was observed that all participants maintained the target knowledge and skills and generalized them to
different tools, environments and people 2, 4, 8 and 28 weeks after the teaching sessions ended.

In addition to studies conducted with individuals with special needs, there are some studies in the literature
in which sexual abuse prevention skills were taught to individuals with typical development. In the study conducted
by Cegen-Eroglu and Kaf-Hasirct (2013) prepared a sexual abuse prevention psycho-education program and
evaluated its effectiveness by applying it to 36 fourth graders. At the end of the study, it was found that the training
program was effective on fourth graders and its effect continued after eight weeks. In their study, Yilmaz-lrmak
et al. (2018) taught sexual abuse prevention skill to a 5-year-old preschooler by using the sexual abuse prevention
program called "I Learn to Protect Myself with Mika" was used in the study. The program aimed to teach the child
self-protection reactions such as recognizing emotions, recognizing private parts of the body, distinguishing good
and bad touch and reacting correctly in bad touch situations, distinguishing good and bad secrets and telling bad
secrets to an adult. The teaching was carried out interactively through activities such as coloring, singing and role-
playing. A doll called Mika was used in the sessions.

The education services provided to individuals with special needs intend to provide them with the
knowledge and skills to integrate them with the society and at the same time aim to ensure that the individual lives
safely in the society, thus increasing the quality of life of both the individual and his/her family (Ergenekon &
Colak, 2019). Teaching various safety and social skills within the scope of sexual abuse prevention to individuals
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with intellectual disabilities to enable them to exhibit correct sexual behaviors accepted by the society, to gain
awareness against sexual abuse by distinguishing appropriate and inappropriate sexual behaviors, and to protect
themselves in case of sexual abuse is of great importance not only because it contributes to the safer and
independent participation of these individuals in social life, but also because it improves their families’ life quality.

Although obtaining sexual abuse prevention skills is of vital importance for individuals with intellectual
disabilities, there are a limited number of studies in the literature aiming to provide individuals with intellectual
disabilities with different safety skills that can be considered within the scope of sexual abuse prevention (Bassette
et al, 2018; Kiigiik, 2012; Odact, 2018; Sé6nmez, 2020; Siizer, 2015; Yektaoglu-Tomgiisehan, 2018; Yildirim &
Atbasi, 2023), but there is no study in which individuals with intellectual disabilities were taught sexual abuse
prevention skills with a cognitive process approach. In addition, there are a limited number of studies in the
literature in which different safety and social skills were taught to individuals with intellectual disability and
individuals with autism spectrum disorder using the cognitive process approach (Cifci, 2001; Dagseven-Emecen,
2008; Girli & Atasoy, 2010; Sonmez, 2020). Therefore, there is an important gap in the literature and it is believed
that this study will make an important contribution to the literature by bridging this gap. This research aimed to
provide individuals with intellectual disabilities with sexual abuse prevention skills with the cognitive process
approach-based curriculum prepared for this study. In line with this purpose, answers were sought to the following
questions.

1. Whatis the effect of the sexual abuse prevention skill curriculum prepared based on the cognitive process
approach on the sexual abuse prevention skill acquisition of individuals with intellectual disabilities?

2. What is the effect of the sexual abuse prevention skill curriculum prepared based on the cognitive process
approach on the sexual abuse prevention skill generalization of individuals with intellectual disabilities?

Method
Model

The multiple probe model across participants, one of the single-subject research methods, was used this
study, carried out to provide individuals with intellectual disabilities with sexual abuse prevention skill. As a
research model, this model examined the effectiveness of an independent variable on three different participants
in two phases: the probe phase and the implementation phase repeated in at least three settings. In this model, it is
aimed to teach the same behavior to three different participants in the same environment. The researcher
determines exactly when to organize the probe phases before the research and does not require re-planning later
(Tekin-iftar, 2012). The independent variable of this research is the sexual abuse prevention skill curriculum
prepared based on the cognitive process approach. The dependent variable is the level of learning of sexual abuse
prevention skills (three prevention skills: "saying "no", "moving away from the environment™ and "telling someone
they trust™) by participants with intellectual disabilities. The experimental control of the study was established with
the increase in the performance of the participant who received instruction compared to her performance in the
baseline session after the instruction, and the close performance of the participants who did not receive instruction
to their performance in the baseline sessions.

Some measures were taken in this study to control some of the factors affecting internal validity such as
participant selection bias, participant loss, maturation, external factors and measurement. In particular, factors that
threaten internal validity such as external factors, maturation and measurement were easily recognized and taken
under control due to the implementation of the model according to the principle of diachronic/objectivity. In order
to prevent the loss of participants, three independent participants and one substitute participant who did not have
health problems and school attendance problems were selected from among the students who met the prerequisite
skills. Since the physiological, sensory or cognitive growth or maturation of these participants is a factor that will
affect the dependent variable of the research, the research was completed in a short period of time to take this
factor under control. A short conversation was held with the participants before each session to familiarize them
with the stimuli and the process. The implementation was carried out in a classroom environment where the
participants could not observe each other during the implementation. Since the participants did not receive
education from any private special education institution other than the public school they attended, it was believed
that external factors were taken under control since there was no possibility of teaching the skill. Both inter-
observer reliability and implementation reliability data were collected in unbiasedly determined sessions in all
phases of the study to control the measurement factor. Prerequisite skills were sought in the selection of the
participants and participants were determined accordingly. The sexual abuse prevention skill was practiced with
each participant in the same classroom environment. Since the functional definition of the dependent variable, the
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data recording technique and the determination of the tools to be used to perform this recording are important in
terms of the replicability of the research, the functional definition was carefully made to ensure that the study was
clear enough to be replicated by other researchers.

Study Group

The study participants were three female students with intellectual disabilities between the ages of 12-14
receiving inclusive education. The prerequisites used in participant selection included being able to follow two- or
three-step verbal instructions, being able to explain a text they listened to or read, being able to answer questions
about a text they listened to or read, and being deficient in the targeted skill to be taught and the students who met
these prerequisites were included in the study. Since the cognitive process approach is based on cognitive skills
and language, the participants were required to be able to follow the instructions and have some literacy skills
Since the individuals with intellectual disabilities in adolescence may be more exposed to sexual abuse during
adolesence, it was decided to select the participants from among students with intellectual disabilities between the
ages of 12-14 to teach the targeted skill “sexual abuse prevention skill”.

Teachers and participants were pre-interviewed in the resource room where the sessions would be held to
determine whether the participants had the prerequisite skills. First, classroom teachers were interviewed to
determine the participants of the study. As a result of the interviews, four participants (one substitute participant)
were identified from among the inclusive female students attending 6th, 7th and 8th grades who met the
prerequisite skills and thought to be suitable for teaching sexual abuse prevention skills at school. In addition, after
the participants were identified, the teachers and family members of these students were interviewed and it was
learned that the students had not received any sexual education about sexual abuse at school or outside of school
(Table 1).

Table 1

Demographic Characteristics of Participants
Name* Gender Age Grade Diagnosis
Ayse Female 14 8/B Intellectual disability
Fatma Female 14 7/C Intellectual disability

Oya Female 12 7/A Intellectual disability
* Participant names were changed for confidentiality.
Setting

The implementation part of this study, including the baseline, instructional process, probe and
generalization sessions, was carried out in the resource room selected by the school administration. The resource
room was approximately 12 square meters in size. There were two chairs, a table and a bookshelf in the room for
the participant and the practitioner to use. The table was placed in the center of the room. The researcher and the
participant sat on the two sides of the table by positioning their chairs on both sides. Since audio and video
recordings of the study were required to collect the research data, a video camera was also available in the room.
Written permission was obtained from the parents of the participants for the audio and video recordings. Other
items in this environment were arranged so as not to distract the participant during instruction.

Data Collection Tools

The curriculum was prepared for the research and data were collected through criterion-referenced
assessment tools based on this curriculum.

Preparation of Sexual Abuse Prevention Skills Program According to Cognitive Process Approach

Identification of theTarget Skill. The literature was first reviewed and the needs of individuals with
intellectual disabilities and their families regarding sexual development were taken into consideration in
determining the skill targeted to be taught. Interviews were conducted with families with children with intellectual
disabilities and teachers of these children. As a result of the interviews, it was determined that the risk of sexual
abuse of individuals with intellectual disabilities during adolescence increased with physical changes and that these
children expressed their anxiety that they did not have the ability to cope with such a situation. Families and
teachers expressed that they did not know how to explain sexual development, sexuality and sexual abuse and treat
these children who had entered adolescence and whose bodies that started to change and attract attention. These
statements emphasized the need for the sexual abuse prevention skills for individuals with intellectual disabilities
receiving inclusive education. In line with the information obtained from the interviews, it was aimed to teach the
sexual abuse prevention skills by teaching the participants the skills of opposing the abuse by saying "no", walking
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away from the environment and telling someone they trust about the abuse. It was aimed to teach the sexual abuse
prevention skills, which is the ultimate goal, with the acquisition of these behaviors. Preparing stories and pictures
for teaching target behaviors and skills was then started.

Preparation of Stories and Pictures. First of all, stories describing sexual abuse were prepared to be
used in the teaching program of sexual abuse prevention skills. A total of 8 stories were prepared, four of which
were used to collect the baseline, teaching and probe data, and 4 different stories to be used to collect generalization
data. During the preparation process of the stories, a total of 14 stories were written, and 8 stories were selected in
line with the opinions of the experts from among these stories, which were found to be most suitable for the
teaching the target skill. While creating these stories, attention was paid to ensure that they were suitable for the
daily lives of individuals with intellectual disabilities, that the stories were composed of short sentences and that
they were understandable. The selected stories were then sent to two Turkish teachers, one of whom was working
in the same school with the participants and the other in a different school affiliated with the Ministry of National
Education, to evaluate their suitability. The stories were finalized in line with the feedback from the Turkish
teachers. In the writing of the stories, attention was paid to reflect different types of sexual abuse (voyeurism,
exposure, verbal abuse, contact abuse). Most of the stories were prepared according to contact and non-contact
sexual abuse, considering the environments where the participants could be together with people they do not know.
Table 2 provides the settings and abuse types used in the stories. Parents were interviewed and information was
obtained about the settings that their children are likely to be in in daily life, and the settings/environments in the
stories were decided by considering this input.

Table 2
Settings and Abuse Types Used in Stories
Story Type of abuse Setting
1 Voyeurism Changing cabin of the swimming hall
2 Verbal abuse Street
3 Contact Friend’s/neighbor’s house
4 Contact Public transportation vehicle
5 Voyeurism Shower at the beach
6 Contact General store
7 Non-contact Internet cafe
8 Contact Shopping mall

After the stories were prepared, the pictures describing each story were drawn in color on 20x30 cm
drawing paper. The suitability of the prepared story and the accompanying pictures depicting these stories for the
target skill was evaluated by three experts working in the field of special education and their suitability was
confirmed. Table 3 lists the stories used in the teaching process and the probe phase and Figure 1 presents the
pictures.

Table 3
Stories Used in the Instruction Process and Probe Phase

Story 1: Elvan goes to her swimming lesson. While changing into her swimsuit in the cabin, a person he does not know
enters the room. Since Elvan has not fully pulled the curtain of the cabin, she sees that the person she does not know is
watching her from where he is sitting.

Story 2: Elif leaves the house to go to the general store near their house. While walking towards the store, young men
walking on the opposite sidewalk look at her and say, “Beautiful girl, where are you going? Let's go for a walk together."

Story 3: Banu's mother leaves Banu at her friend's house to go shopping. While Banu's mother's friend is hanging laundry
on the balcony, her hushand says "Banu, let me read you a newspaper" and makes Banu sit on her lap. "Look what
beautiful pictures there are, right?" He shows the pictures of women in the newspaper and starts touching Banu's legs
with his hands.

Story 4: Kader gets on the bus with her older sister. The bus is very crowded. Kader and her sister have to stand. An
unknown person next to Kader takes advantage of the crowd and snuggles into Kader and starts to touch Kader's hip.
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Figure 1
Pictures for the Stories Used in the Teaching Process and Probe Phase

Story picture 1

Preparation of the Curriculum. Sexual abuse prevention skills were taught according to the cognitive
process approach. A teaching plan was developed with this approach in mind. In this approach, there are stages
for skill teaching such as social decoding, social decision making/deciding, social performance and social
evaluation. In the cognitive process approach, these stages are taught to the individual to use all the skills instead
of teaching the skills one by one.

1. Insocial decoding stage, the individual is expected to ask and answer the question “What happened?” to
explain the situation in the story and the picture presented to the individual (the situation in which the
target skill can be experienced) and to describe the social setting in the story.

2. Inthe social decision-making stage, the individual is expected to ask and answer the question “What can
I do?” to determine alternative ways of reacting in the situation described in the social decoding stage.

3. In the social performance stage, the individual is expected to ask and answer the question “Which one
should I do?” to choose the most appropriate behavior among the alternative ways that have been
identified.

4. The social evaluation stage focuses on whether the individual has behaved most appropriately for the
setting and the situation, and the individual is expected to ask and answer the question “What happens as
a result?” (Park & Gaylord-Ross, 1989; Collet-Klingenberg & Chadsey-Rusch, 1991 as cited in Cifci,
2001).

Preparation of Criterion-Referenced Assessment Tools (CRAT). CRAT was prepared to collect the
study data. Since the target skill will be taught according to the cognitive process approach, the recording form
was adapted to each story and a separate data recording form was created for each story. These forms included
questions (What happened? What can | do? Which one should | do? What happens as a result?) to be directed to
the participants in the four stages of the approach (social decoding, social decision-making, social performance
and social evaluation) and the answers to these questions varying according to the stories and the evaluation section
where the correct or incorrect response to the question would be marked. These forms were evaluated by three
experts working in the field of special education and the data collection tools were finalized by making the
necessary changes in line with the feedback. These forms, adapted according to the content of each story, were
used to collect data for the baseline, instructional process, probe and generalization phases.

Determination of the Reward. In order to determine the reinforces for the participants, the participants'
teachers were interviewed and a list of reinforces including their favorite foods, drinks, objects and activities was
prepared. This list included different rewards such as chocolate, chips, bananas, playing ball, drawing, taking
pictures, hair clips, pencils and colored papers. Since all three participants focused on the camera and liked it very
much, it was decided that the reward would be to take a photo of the participant or a photo of the participant with
a person of her choice at the end of the instruction. It was also stated that when the instruction was completely
over, the pictures taken would be printed and given to the participants.

Data Collection and Analysis
The implementation process of the multiple probe model across participants consists of the baseline,
instruction, probe and generalization phases. The process followed in each of the baseline, instruction, probe and
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generalization phases that constituted the implementation process of the multiple probe model with across
participant probe phases is detailed below.

Baseline Phase (Pre-Instructional Performance Level)

Three baseline sessions were organized simultaneously with all participants to determine participants’
performance level regarding the target skill. In this phase, the practitioner sat across from the participant and briefly
explained to the participant what they would do during the session and asked if she was ready. When the participant
indicated that he/she was ready, the story pictures of each story were placed on the table in front of the participant
who was asked to examine them. Then, the practitioner left the first story picture in front of the participant,
removed the other pictures and read the story belonging to the first picture. The participant was expected to answer
the questions asked to her in relation to the story she listened to by following the steps in the cognitive process
approach. Since the participants did not yet have the ability to ask questions on their own at the baseline level, the
questions were asked by the practitioner and the participants were only expected to respond. The practitioner
waited for a while for the participant to respond to the question that was asked. If the participant gave the expected
response, it was recorded as “true” (+) in the relevant step in the baseline data collection form, and if the participant
did not respond correctly or remained unresponsive, it was recorded as “false” (-). When the data recording of the
first story was completed, the practitioner took the story picture from the participant and gave the second story
picture and repeated the process followed for the first story. All stories were presented to the participant following
the same process and baseline data were collected. When the session was completed, the participant was thanked
for her participation and the session was ended. At the end of each session, the practitioner divided the total number
of correct answers given by the participant to the questions to be asked and answered for each of the four stories
by the total number of questions and calculated the percentage of correct responses obtained by the participant for
that story. This calculation was made for each story. Then, the average of the correct response percentages obtained
from the four stories was calculated and recorded in the graph representing the relevant session. When at least
three consecutive stable points were obtained in the baseline phase for the first, second and third participant, the
instruction phase was started with the first participant in the instructional program.

Instruction Phase

During instruction, the same four pictures and stories used in the baseline phase were used to teach the
skill. The practitioner first briefly explained the skill to be taught and explained why it was important. Starting
with the first story, all story pictures were shown to the participant in order and they were allowed to examine
them. Then except the picture of the first story all pictures were removed. The first story was read to the participant
by the practitioner. Then, the questions of the stories were asked by the practitioner and the answers were given
by the practitioner as modeling. The questions in the "teaching process data collection form™, which was prepared
based on the stages of the cognitive process approach, were first asked aloud by the practitioner and the expected
answers were given aloud by the practitioner too. After modeling the participant in this way, the practitioner said
"now it's your turn” and made the participant ask the same questions to herself and give the expected answers by
following the stages. In the first sessions, when the participants had difficulty remembering the questions, verbal
assistance was provided to the participants by saying "What was our first question? Yes, our first question is "What
happened?' We need to ask this question.”, but it was recorded as (-) in the evaluation. In addition, in the first
sessions, the participants were helped to memorize the questions by saying "let's repeat our questions first" to
ensure that the participants remembered the questions. The participant's correct answers were verbally reinforced.
The participant's answers were recorded on the relevant form. The same steps were repeated for the second, third
and fourth stories, respectively. After the teaching was completed for all the stories, the participant was reinforced
by using words such as "well done, bravo, you are great, you worked very well" or by presenting a predetermined
reward. At the end of each session, the practitioner examined the data recording form for each story, divided the
total number of correct responses by the total number of questions and calculated the percentage of correct
responses obtained by the participant in that session. The practitioner then calculated the average of the correct
response percentages obtained from the four stories and recorded it in the area on the graph for the relevant session.
When the first participant reached the success criterion, the instructional phase was terminated and three probe
sessions were organized simultaneously with all participants. Each teaching session lasted approximately 20-25
minutes. The instructional sessions were conducted in two sessions every weekday between 09:00-17:00.

Probe Phase

Three probe phases were used in the study. The first probe phase was conducted by the first participant,
the second probe phase by the second participant, and the third probe phase by the third participant, immediately
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after the completion of the teaching phase, simultaneously with all participants, and continued until at least three
stable data were obtained in each phase. The same process desribed above was followed while the probe data was
collected from the participants who completed the instruction phase, and the data obtained were recorded in the
data recording form prepared for the instruction phase. While the probe data was collected from the participants
who did not complete the instruction phase, the steps followed in collecting the baseline data were followed and
the data were recorded in the data recording form prepared for the baseline phase. At the end of each session of
the probe phase, the practitioner examined the data recording form for each story. By dividing the total number of
correct answers by the participant by the total number of questions, the practitioner calculated the percentage of
correct responses that the participant obtained in that session. The practitioner then calculated the average of the
correct response percentages obtained from the four stories and recorded them on the graph for the relevant session.

Generalization Phase

Four stories that were different from the stories and pictures used in the instruction phase were used in
the generalization phase. The obtained data were recorded in the generalization phase data registration form. After
collecting the final probe data, generalization data were collected for three consecutive sessions. Unlike the
instruction phase, the practitioner did not model the four phases in the cognitive process approach while collecting
data for generalization phase. The new pictures were shown to the participants and the story was read, followed
by the instruction “What would you do if you were in the place of the person in the picture (saying the name of
the story hero)?”. The participant was expected to ask herself questions (What happened? What can | do? What
should I do? And What happens as a result?) If the participant had difficulty in asking or answering a question at
a stage, the practitioner verbally helped the participant saying "Now you should have asked yourself What
happened, right?", "What would you do if it were you, think?", but recorded the attempt as (-) at the relevant area
in the data registration form. The correct responses of the participant were recorded as (+). Four stories and
accompanying pictures were used in each session. At the end of each session, the practitioner examined the data
recording form for each story and calculated the percentage of correct responses that the participant obtained in
that session by dividing the total number of correct answers by the total number of questions. The practitioner then
calculated the average of the correct response percentages obtained from the four stories and recorded them on the
graph.

Data Analysis

The data obtained from teaching "sexual abuse prevention” skill with the cognitive process approach were
analyzed graphically. Line graph, one of the graphical analysis techniques, was used to analyze the data.

Reliability Analysis. Both inter-observer reliability (dependent variable reliability) and implementation
reliability (independent variable reliability) data were collected in this study. The entire implementation was
videotaped to collect reliability data. Both inter-observer and implementation reliability data were collected by an
observer who graduated from the field of special education as a teacher of individuals with intellectual disabilities
and was working as a teacher of in the same field. The observor was informed about the implementation and was
allowed to watch the videos and record them on the data collection form. Video recordings of 30% of all sessions
in all phases for participants was watched to calculate implementation reliability and the findings were recorded
on the data collection form. The data obtained from the records of the practitioner and the observer who watched
and recorded the video recordings were calculated with the formula "agreement/agreement+disagreement x100"
to find inter-observer reliability coefficient for the skill. The inter-observer reliability percentages of the study
were high as they were above 80% (Table 4).

Table 4
Inter-observer Reliability Data

Ayse Fatma Oya
Mean reliability 95% 99% 94%

Implementation reliability data were collected and reliability analysis was conducted to determine
whether "sexual abuse prevention"” skill curriculum was used reliably by the implementer. For this purpose, the
"sexual abuse prevention" skill training sessions with each participant were videotaped. Implementation reliability
data were collected with the 11-item curriculum implementation reliability data collection form prepared by the
implementer. The observer watched the instructional sessions determined through anonymous assignment and
marked the relevant data collection form accordingly. "Implementation reliability coefficient was calculated by
dividing the observed implementer behavior by the planned implementer behavior and taking the percentage"
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(Tekin-iftar, 2012). Since the practitioner reliability percentages of the study were high (Table 5), it showed that
the practitioner implemented the social skills program as planned.

Table 5
Implementation Reliability Data

Ayse Fatma Oya
Mean reliability 97% 95% 96%

Social Validity. Social validity data, regarding the importance of the sexual abuse prevention skills
targeted to be acquired by the participants with intellectual disabilities were collected from the teachers. A social
validity form was created to collect this data. While preparing the social validity items, two experts were consulted
and positive opinions were obtained that the question was appropriate. In this form, the question "What are your
opinions about the effect of the study on the participant?" was asked to the teachers in a face-to-face session

Findings

A teaching program was prepared in this study based on the cognitive process approach to teach the sexual
abuse prevention skill to the individuals with intellectual disabilities with the cognitive process approach, and
through this program, three participants with intellectual disabilities were taught the s sexual abuse prevention skill
so that they could protect themselves from sexual abuse. The graph in Figure 2 presents the data on the acquisition
level of sexual abuse prevention skills by the participants of the study.

The graph in Figure 2 displays the graphs belonging to the three participants in the study in the order in
which the instruction was presented. The graph of each participant includes the data obtained from the sessions
carried out in the baseline (B), instruction (1), probe (P) and generalization (G) phases. Explanations regarding the
data in each participant's graph are presented below.

Figure 2
Data Graph for the Participants
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Findings Related to the First Participant

Ayse, the first participant of the study, was found to answer the questions about the sexual abuse
prevention skill with an average accuracy of 7% at the baseline level. Since a stable point was achieved in three
consecutive sessions in Ayse's baseline phase, the instruction phase for the sexual abuse prevention skill started
for Ayse. A total of eight teaching sessions were held with Ayse during the instruction phase. Ayse was expected
to ask herself questions about the four stages of the cognitive process approach in the teaching sessions and to give
appropriate answers to the questions. It was observed that Ayse answered the questions with an accuracy of 11%
in the first session of the instruction phase, answered the questions with an average accuracy of 97% in the last
teaching session, and was 80% above the last three sessions in the instruction phase. Ayse's teaching process was
terminated and the first probe phase was held simultaneously with all the participants, since the criteria were met
in her responses to sexual abuse prevention skills during the instruction phase and stable data were obtained in
three consecutive sessions. Ayse's average correct response percentage was 98% in the first probe phase after she
completed the instruction phase. It was determined that Ayse's average correct response percentage was 100% in
the second probe phase held after the second participant Fatma completed the instruction phase, and Ayse's average
correct response percentage was 95% in the third probe phase held after the third participant Oya completed the
instruction phase. It was concluded from the data in the probe phases conducted after the instruction phase that
Ayse maintained the level of learning by using the stages of the cognitive process approach with an accuracy that
met the criteria, in other words, Ayse was able to ask herself questions and give appropriate answers just like she
learned during instruction. Ayse's correct response percentage is 96% in the generalization phase conducted after
the last probe phase.

Findings Related to the Second Participant

Fatma, the second participant of the study, responded to the questions about the sexual abuse prevention
skill with an average accuracy of 7% in the baseline phase. Fatma's average percentage of correct responses was
22% in the first probe phase, which was conducted after the first participant Ayse completed the instruction phase.
Since three sessions of stable data were obtained in Fatma's baseline data and the data obtained in the first probe
phase, which was organized before the instruction for the target skill with Fatma, were similar to the data obtained
at the baseline level, the instruction phase started with Fatma for the sexual abuse prevention skill. In the instruction
phase, a total of seven instructional sessions were conducted with Fatma. Fatma answered the questions with an
average accuracy of 41% in the first session of the instruction phase, and she answered the questions with 100%
accuracy in the last instruction session, with above 80% for he last three sessions in the instruction phase. Since
the criterion for the sexual abuse prevention skill was met in the instruction phase and stable data were obtained
in three consecutive sessions, Fatma's instruction phase was terminated and the second probe phase was organized
simultaneously with all participants. Fatma's average correct response percentage was 94% in the second probe
phase, which was organized after the completion of Fatma's instruction phase, and Fatma's average correct
response percentage was 96% in the third probe phase, which was organized after the completion of the third
participant Oya's instruction phase, It was found that Fatma maintained her learning level by using the stages of
the cognitive process approach with a level of accuracy that met the criterion in the probe phases at the end of the
instruction phase, in other words, Fatma was able to ask questions on her own and give appropriate answers just
like she learned in the teaching process. Fatma's average correct response percentage was 94% in the generalization
phase, which was organized after the final probe phase.

Findings Related to the Third Participant

Oya, the third participant of the study, answered the questions about the sexual abuse prevention skill
with an average accuracy of 22% in the baseline phase. Fatma's average correct response percentage was 18% in
the first probe phase, which was conducted after the first participant Ayse completed the instruction phase and
Oya's average correct response percentage was 18% in the second probe phase, which was conducted after the
second participant Fatma completed the instruction phase. Since three sessions of stable data were obtained in
Oya's baseline data and the data obtained in the first and second probe phases held before the instruction phase for
the target skill with Oya were similar to the data obtained at the baseline level, the instruction phase for the sexual
abuse prevention skill program started with Oya. A total of eight teaching sessions were conducted with Oya in
the instruction phase. Oya answered the questions with an average accuracy of 27% in the first session of the
instructional process phase, she answered the questions with 100% accuracy in the last instructional session and
her last three sessions in the instruction phase were above 80%. Since the criterion for the ability to prevent sexual
abuse was met in the instructional phase and stable data were obtained in three consecutive sessions, Oya's
instructional process phase was terminated and the third probe phase was organized simultaneously with all
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participants. In the third probe phase, which was organized after the completion of Oya's instructional process
phase, Oya's average correct response percentage was 98% in the third probe phase organized after the completion
of Oya's instruction phase. Oya was found to maintain her learning level by using the stages of the cognitive
process approach with a level of accuracy that met the criterion in the probe phases at the end of the instruction
ess phase, in other words, Oya was able to ask questions on her own and give appropriate answers as she learned
in the instruction process. Oya's average correct response percentage was 100% in the generalization phase, which
was organized after the final probe phase.

The baseline data of the three participants with intellectual disabilities who participated in the "sexual
abuse prevention™ skill instruction program showed that they did not have the dependent variable, sexual abuse
prevention skill, sufficiently. It was observed that the probe data collected before the instruction sessions were
similar to the baseline data and there was no significant difference in the level of participants' use of the skill of.
Participants' instruction phase data and the probe phase after the instruction phase significantly differed compared
to the baseline and pre-instructional probe phase data. Therefore, it was clear that the instructional program based
on the cognitive process approach was effective in all three participants. This effect can be explained both by the
increase in the data collected during the instructional process and by the fact that the probe data collected at the
end of the instruction were higher than the probe data collected before the instruction.

Social Validity Findings

During the face-to-face interview with the classroom teachers, the teachers reported positive findings such
as "since the study started, children now try to pay attention to their behaviors even when they sit down and get
up, their awareness levels about the private parts of their bodies have increased, they try to explain to their other
friends that they should pay attention, they started to ask questions to themselves and each other in every situation
such as 'what would you do if you were my friend, which one would you choose’, sometimes even in some in-class
activities, they started to use sentences such as 'if | do this, it can be like this or like this. If I do this, it can be like
this or like this. This will be the result of this', and that it can be observed that they generalize the stages in the
cognitive process approach in other lessons without realizing it". Based on these statements, it can be said that the
participants benefited a lot from this study.

Discussion

The aim of this study was to examine the effectiveness of the cognitive process approach based curriculum
prepared to support individuals with intellectual disabilities in acquiring the sexual abuse prevention skills.
Considering the findings obtained at the end of the study, it was concluded that the curriculum was effective on
the acquisition of the target skill and generalization of the skill in all three participants. The findings obtained in
the study are consistent with the findings of studies using cognitive process approach in teaching safety and social
skills with programs prepared for individuals with intellectual disabilities (Collet-Klinberg & Chadsey-Rusch,
1991; Cifci, 2001; Dagseven-Emecen, 2008; Sonmez, 2020) and the findings of studies using cognitive process
approach and social stories for individuals with autism spectrum disorder (Girli & Atasoy, 2010; Siizer, 2015).

When these studies are examined, similarities and differences with the present study will be noticed.
Similar to the current study, Cifci (2001) prepared a social skills training program based on the cognitive process
approach, including the skills of "avoiding inappropriate touching, coping with ridicule and apologizing", which
can be considered within the scope of sexual abuse prevention skills, and applied it to a total of nine students with
intellectual disabilities. Similar to the present study, the teaching process included stories and pictures depicting
these stories and the participants were expected to ask and answer questions according to the steps of the cognitive
process approach. At the end of the study, all participants were found to be able to generalize the skill. There are
similarities and differences between the current study and the study conducted by Collet-Klingenberg and
Chadsey-Rusch (1991). In their study, Collet-Klingenberg and Chadsey-Rusch (1991) evaluated the effect of the
cognitive process approach on the behavior of individuals with intellectual disabilities to respond appropriately to
criticism. Similar to our study, different social scenarios and pictures suitable for these scenarios were used, but at
the end of the study, it was observed that only two of the three participants acquired the target skill. The reason for
this may be low IQ score, not spending enough time in the work environment and not being motivated enough to
learn. Unlike our study, generalization sessions were collected in natural environments and with different
scenarios. In the same vein, there are also differences between the study conducted by Dagseven-Emecen (2008)
and this study in terms of the target skill and the tools and materials used. Dagseven-Emecen (2008) taught
participants with intellectual disabilities skills such as thanking and sharing, which are not among the safety skills,
using the cognitive process approach but using video images instead of pictures. In the instruction, the situation in
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the video images was explained by the researcher and the participants were expected to ask themselves questions
prepared according to the steps of the cognitive process approach.

The cognitive process approach was taken as a basis in the preparation of the curriculum for sexual abuse
prevention skills in this study. This approach was preferred because cognitive process approach teaches problem
solving skills related to the social situation instead of teaching social skills separately. When social skills are taught
based on the cognitive process approach, the individual learns the general rules of social interaction and can use
the skills in different settings and for different people, in other words, it is possible to generalize the skill at higher
rates (Ladd & Mize, 1983; Collet-Klingenberg & Chadsey-Rusch, 1991; Agran & Wehmeyer, 1999 as cited in
Cifci, 2001). The findings of the present study are supported by the findings of studies aiming to teach different
skills to individuals diagnosed with intellectual disability or ASD using the cognitive process approach. Sénmez's
(2020) study, which examined whether The Social Problem Solving Curriculum developed for individuals with
intellectual disabilities was effective in solving the problems encountered in their daily lives, concluded that all of
the participants learned the stages of social problem solving, six participants were able to generalize it to different
problem situations, and the other three participants were successful in the problem solving part of the social
problem solving model in the generalization phase, but not in the solution implementation part. Girli and Atasoy
(2010) repeated Cifci's (2001) study on children diagnosed with Autism Spectrum Disorder (ASD) and taught the
skills of "avoiding inappropriate touching and coping with ridicule™ to 9 participants diagnosed with ASD by using
16 stories and pictures describing them. As was the case in Cifci’s study (2001), the research once again
emphasized the effectiveness of the cognitive process approach in acquiring social skills. Preventing "inappropriate
touching" was taught using social stories in the study conducted by Siizer (2015). Participants of different genders,
two girls and one boy diagnosed with ASD, were included in the study. It was concluded that story-based practices
were effective in teaching sexual abuse prevention skills. Similarly, stories and pictures were utilized in the present
study and the sexual abuse incidents were depicted with stories and pictures. It was thought that the stories and
pictures used in the curriculum were effective because they attracted the attention of the participants.

The literature includes studies aiming to teach social skills and safety skills to individuals with special
needs using different methods and techniques, and they support the findings of the present study (Akmanoglu,
2008; Yektaoglu-Tomgiisechan, 2018). For instance, Akmanoglu (2008) used gradual assisted teaching to help
individuals with ASD to gain the skill to avoid the abduction attempt of malicious strangers, which can be counted
within the scope of sexual abuse prevention skills, and the participants reported that they acquired the target skill.
Yektaoglu-Tomgiisehan (2018) developed a program to protect individuals with intellectual disabilities from
sexual abuse by using materials such as picture cards, posters and event narrative cards. In addition, techniques
such as verbal hints, sign hints, partial physical help and modeling were used in the teaching of the target skill,
and the program was found effective to teach the target skill to the participants. The research findings of
Akmanoglu (2008) and Yektaoglu-Tomgiisehan (2018) are in parallel with the findings of this study, concluding
that students with ASD and intellectual disabilities were able to acquire the skills to protect themselves against
sexual abuse with the prepared curriculum.

The effectiveness of the curriculum may be related to the fact that the participants were between the ages
of 12-14 and they were inclusive students in secondary school, and therefore they were adolescents. It is thought
that the teaching of sexual abuse prevention skills for individuals in this age range may have increased the
effectiveness of the curriculum, as the participants found it remarkable and important. It is believed that since this
adolescent age group may pay more attention to sexuality, the issues and pictures in the prepared stories may have
increased their interest and motivation in the study and contributed to the effectiveness of the program. Similar
studies conducted in the literature reported that participants’ being are in adolescents may increase the
effectiveness of teaching (Daro, 1994; Tang & Lee, 1999; Watson & Halford, 2010).

It is a fact that sexual abuse prevention programs help prevent sexual abuse and raise individuals’
awareness. After the research, the teachers stated that the participants gained awareness about protecting their own
bodies and about behaviors that could point to abuse situations. This finding shows us that the study is effective
in terms of social validity.

Although most of the studies in the literature show that the participants were able to generalize the
cognitive process approach (O'Reilly & Chadsey-Rusch, 1992), there are also studies indicating that the
participants failed in generalization (Collet-Klingenberg & Chadsey-Rusch, 1991; Cifci, 2001). Some studies in
international literature using problem solving approach reported that the programs applied to the participants were
effective, but in some studies, some participants showed lower performance at the generalization stage (S6nmez,
2020). Similarly, in the Collet-Klingenberg and Chadsey-Rusch (1991) study, it was observed that two of the three
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participants were able to generalize the target skill, while one participant could not generalize the skill due to his
lower cognitive level compared to the other participants. The generalization sessions of the present study showed
that the participants were able to use the stages of the cognitive process approach when they came across stories
and pictures that were different from the stories and pictures used in the instructional sessions, and they were able
to generalize the stages they learned to these new stories. When the data from the generalization sessions were
compared with the data from the final probe phase of the instructional sessions, it was observed that approximately
the same data were obtained with the first and second participant, but there was an increase in the percentage of
correct responses of the third participant in the generalization sessions.

Since sexual abuse is undesirable to be exposed to and poses a danger to the child, it is not possible to
practice in teaching sexual abuse prevention skills (Miltenberger et al., 2015). It is emphasized in the research that
safety skills to protect individuals from dangers such as sexual abuse can be learned by individuals with special
needs and that these skills can be exhibited when necessary. However, due to the nature of this skill, there are
some limitations such as the fact that dangerous situations do not always occur in skill teaching, it is not possible
to create the dangerous situation over and over again in the same way, using natural environments in teaching is
not appropriate in terms of both safety and ethics, and therefore natural learning opportunities cannot be created
(Ergenekon & Colak, 2019). Therefore, this study did not investigate whether the participants could generalize the
skill when they encountered the environment and situation in which they needed to use this skill in real life, and
the generalization of the skill targeted to be taught was only possible by using different stories and pictures. This
was accepted as a limitation of the study.

Another limitation of the study is the selection of the participants. This study addressed sexual abuse only
against girls. Therefore, the study is limited to three female students with intellectual disabilities between the ages
of 12 and 14 with the prerequisite skills and to teach them sexual abuse prevention skills. Considering these
limitations, future studies may evaluate the applicability and effectiveness of the cognitive process approach based
program with male students with intellectual disabilities or with mixed participant groups consisting of both male
and female students. As another limitation, information about the prerequisite skills related to the target skill and
the situations related to the participants were collected through interviews with the parents who knew the
participants best and the teachers who were together with them every day in the classroom setting. Considering
this limitation, it is recommended that interviews should be conducted with the participants themselves rather than
stakeholder views such as teachers and parents in future research.

Studies in the literature show that families with children with intellectual disabilities have quite a limited
level of knowledge regarding the prevention of sexual abuse (Atbasi, 2016) and sexual education (Oncii et al.,
2019). Therefore, it is recommended that future research be conducted in a way to include the families of
individuals with intellectual disabilities. In addition, it is reported that individuals with disabilities such as
intellectual disability and autism spectrum disorder should be prevented from exhibiting inappropriate socio-sexual
behaviors by teaching them social skills and body awareness and providing sexual education in line with their age
and developmental level (Giiven, 2021). However, teachers working with these individuals have limitations on
how they should approach their students about sexuality and sexual abuse, how they should educate them, and
how they should behave in a situation such as abuse, so it is recommended to eliminate the limitation on these
issues by providing in-service training to teachers on these issues.

Studies on the prevention of sexual abuse generally focus on children; the aim is to teach children some
concepts within the scope of sexual abuse and to raise awareness about abuse. At the same time, programs are
developed and implemented in order to raise awareness of sexual abuse for the whole family and these programs
increase the knowledge level of both the child and the family. These programs contribute to both children and
families to feel more secure by increasing their level of knowledge (Karakartal, 2020), but the studies in the
literature are limited. Therefore, it is recommended to carry out large scale studies to improve the competencies of
families on sexual education (Oncii et al., 2019) and to raise public awareness in order to create a safer environment
(Karakartal, 2020).
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Oz
Giris: Ulkemizin 6zel egitim politikas: biitiinlestirme yoniindedir. Bu nedenle isitme engelli 6grencilerle calisan
Ogretmenlerin isitme engelliler alanindaki mesleki yeterlilikleri 6n plana ¢ikmaktadir. Bu arastirmanin amact,

isitme engelli 6grencilerle galisan dgretmenlere yonelik gelistirilecek olan Isitme Engelliler Alan1 Ogretmen
Yeterlilik Egitim Programi igin 6gretmen ihtiyaglarini belirlemektir.

Yontem: Arastirmada nitel arastirma deseni benimsenmis ve yar1 yapilandirilmis goriisme teknigiyle veriler
toplanmustir. Sakarya ilinin merkez ilgelerinde farkli kademelerde (ilk - orta - lise) gorev yapan isitme engelli
ogrencisi olan 6gretmenlerden, bu 6grencilerle ¢aligirken ihtiya¢ duyduklari mesleki bilgi ve becerilerle ilgili veri
toplanmustir. Veriler icerik analizi teknigiyle analiz edilmistir.

Bulgular: Elde edilen verilerden isitme engelliler temel alan bilgisi, iletisim modelleri ve isitme cihazlari, gretim
yontem ve teknikleri, akademik ve mesleki beceriler ana temalarina ulagilmistir.

Tartisgma: Alanyazinda o6gretmen yeterliliklerini belirlemeye ve gelistirmeye yonelik calismalarda ihtiyag
analizinin gerekliligini ve Onemini ortaya koyan bir¢ok caligmaya ve bu arastirmanin bulgulari ile benzerlik
goOsteren arastirma sonuglarina rastlanmaktadir.

Sonug ve Oneriler: Arastirmanin sonucunda, isitme engelli 6grencisi olan 6gretmenler isitme engellilerin egitimi
ile ilgili; tanimlar, smiflandirma ve igitme engelli gocuklarin gelisim Ozellikleri, tanilama ve degerlendirme
stiregleri, egitim yaklasimlar1 ve program uyarlama, Bireysellestirilmis Egitim Programi (BEP) gelistirme ve
uygulama, materyal hazirlama ve egitim ortamlarinda teknolojinin kullanimi, iletisim modelleri, isitme cihazlar
ve yardimci teknolojiler, ortam uyarlama ve etkili sinif yonetimi, aile egitimi ile ilgili yeterli diizeyde bilgiye sahip
olmadiklarini, ayn1 zamanda kendilerini bu konularda yeterli bulmadiklarini ve egitim almak istediklerini ifade
etmislerdir. Ogretmenlerin hizmet dncesi ve hizmet ici egitimlerle desteklenmesi, uzman desteginin sunulmasi gibi
caligsmanin sonuglartyla iligkili 6nerilerde bulunulmustur.

Anahtar sozciikler: Isitme engellilerin egitimi, dgretmen mesleki yeterlilikleri, 6gretmen egitim programu, nitel
aragtirma, ihtiyag¢ analizi, isitme engelli 6grenciler.
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GORUSLERININ DEGERLENDIRILMESI

Giris
Isitme, bireyin tiim gelisim alanlarin etkilemektedir. Bu nedenle isitme engelli bireylerin egitimi isiten
akranlarindan farklilasmaktadir (Demir & Tiryaki, 2014; Sari, 2007). Ayrica isitme engelli 6grencilerin
egitimlerindeki kalite onlarin potansiyellerini gelistirerek gelecekteki is ve sosyal yasamlarindaki basariyr da

olumlu etkilemektedir (Sar1, 2002). Egitimin her bireyin yasal hakki oldugu gergegi de dikkate alindiginda bu
alanda calisan 6gretmenlerin alana 6zgi bilgi, beceri ve tutumlar1 6nem kazanmaktadir.

Ulkemizde Milli Egitim Bakanhgi (MEB), Tiirk Egitim Dernegi biinyesinde bulunan bir diisiince
kurulusu olan TEDMEM, Siyaset, Ekonomi ve Toplum Arastirmalar1 Vakfi (SETA) gibi sivil toplum kuruluslar
ogretmen yeterlikleri lizerine ¢ok detayli ¢alismalar yapmakta ve bir 6gretmenin sahip olmas1 gereken nitelikleri
ortaya koymaya c¢aligmaktadirlar (Basbay & Kagnici, 2011). Bu baglamda hem iilkemizde hem de diger iilkelerde
ogretmen yeterlilikleri, cok ¢aligilan ve arastirilan bir konu olmanin yani sira egitimin degisimi ve gelisimi igin de
onemlidir. Ogretmen yeterlikleri, MEB tarafindan “Ogretmenlik Meslegi Genel Yeterlikleri” ve “Ozel Alan
Yeterlikleri” olmak iizere iki boyutta tanimlanmaktadir (MEB, 2017). MEB (2017) yaymnladigi “Ogretmenlik
Meslegi Genel Yeterlikleri Raporunda” gretmenlik mesleki yeterliligini “Ogretmenlik meslegini etkili ve verimli
bir bi¢cimde yerine getirebilmek igin sahip olunmasi gereken bilgi, beceri, tutum ve degerlerdir.” seklinde
tanimlamig; mesleki bilgi, mesleki beceri, tutum ve degerler olmak {izere 3 ana yeterlilik alani, 11 alt yeterlilik
alan1 ve bu yeterlilik alanlarina iliskin 65 gosterge belirlemistir.

Ozel gereksinimli ¢ocuklar icin bir sivil toplum kurulusu olan istisnai Cocuklar Konseyi (Council for
Exceptional Children [CEC], 2018) ise, isitme engelli 6grencilerle ¢alisan 6gretmenlerde bulunmasi gereken
yeterlilikleri 7 ana yeterlilik ve 20 bilgi, 41 beceri performans gostergesi olarak belirlemistir. Belirlenen yedi ana
yeterlilik alani,

1. Isitme engeli olan dgrencilerin gelisimi ve bireysel 6grenme farkliliklari,
Isitme engeli olan dgrencilerin 6grenme ortamlars,

Isitme engeli olan dgrenciler igin miifredat bilgisi,

Isitme engeli olan dgrenciler icin dgretimsel planlamalar ve stratejiler,

2
3
4. Isitme engeli olan 6grenciler i¢in degerlendirme,
5
6. Mesleki 6grenme ve etik uygulama,

7

Is birligi olarak ifade edilmektedir.

Ancak 6gretmenlik mesleginin yeterlilikleri duragan bir olgu olmayip ¢agin gereklerine uygun bireyler
yetistirme ¢abasina bagli olarak siirekli degisen dinamik bir 6zellige sahiptir. Ozel egitimin tanimi incelendiginde,
ogrencilerin akademik ve sosyal ihtiyaglarmi karsilayacak egitim programlari ve 6zel yetistirilmis personel
tizerinde durulan iki 6nemli nokta olarak goze carpmaktadir. Bu nedenle 6gretmenlerin mesleki yeterlilikleri,
isitme engelli 6grencilerin egitimi i¢in 6nemlidir. Isitme engelliler alaninda herhangi bir egitim almamus, ancak
gorev yaptiklari okullarda isitme engelli 6grencileri olan dgretmenler, onlarin egitimi konusunda kendilerini
istenilen diizeyde yeterli hissedemeyebilirler. Bunun yaninda isitme engelli 6grencilerin tipik gelisen akranlar gibi
onceden planlanmayan ve belirli hedefler dogrultusunda gergeklesmeyen tesadiifi 6grenme yasantilarindan
yeterince faydalanamamalar1 nedeniyle 6gretim siirecinde uyarlamalar yapilmasi gerekmektedir. Sinif ve brans
ogretmenlerinin, isitme engelli 6grenciler i¢in oturma diizeni, ses yalitimi gibi fiziksel ve igitme engellilere 6zgii
materyal hazirlama, etkili yontem ve teknikleri kullanma, BEP hazirlama ve uygulama gibi 6gretimsel uyarlamalar
(Aktiirel & Girgiir, 2020; Wareham vd., 2006) hakkinda bilgi ve beceriye sahip olmalar1 gerekmektedir. Ancak
bu 6gretmenlerin fiziksel ve dgretimsel uyarlamalart yeterli diizeyde kullanamamalar1 bu 6grencilerin egitim
ortamlarindan yeterince faydalanmamalarina neden olabilmektedir (Aktiirel & Giirgiir, 2020; Yazcayir & Girgin,
2019). Bu nedenle bu durumlarla karsilasan 6gretmenlere isitme engelli dgrencilere egitimin nasil verilecegi,
isitme engelli 6grencilerin smif i¢i ve disinda nasil desteklenecegi konularini igeren egitim programi destegi
sunulmalidir (Giirgiir & Uzuner, 2010).

Alanyazin incelendiginde, igsitme engelli 6grenciler, onlarin 6zellikleri (Karasu, 2011; Karasu vd., 2012;
Pigtav-Akmese & Kayhan, 2016a), bu 6grencilerle ¢alisan 6gretmenler ve onlarin mesleki yeterliliklerinin farkl
boyutlartyla (Giirgiir vd., 2012; Pistav-Akmese & Kayhan, 2019; Sari, 2007; Yazcayrr & Girgin, 2019) ilgili
yapilmis arastirmalara rastlanmaktadir. Ornegin Karasu (2011) arastirmasinda isitme engelli dgrencilerle normal
isiten 0grencilerin okuma diizeylerini degerlendirmistir. Pistav-Akmese ve Kayhan (2016a) aragtirmalarinda okul
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oncesi donemdeki isitme engelli 6grencilerin egitimlerinde kullandiklari iletisim yaklagimlarina yonelik 6gretmen
goriiglerine odaklanmiglardir. Giirglir ve digerleri (2012) aragtirmalarinda isitme engelli bir 6grenciyle
gerceklestirilen bire bir soylesilerde O6gretmen yeterliliklerini incelemislerdir. Sari (2007) arastirmasinda
Tirkiye'deki ilkokullarda isitme engelli 6grencilere egitim veren sinif 6gretmenlerinin kaynastirmaya yonelik
tutumlarina hizmet igi 6gretmen yetistirme (In-service Teacher Training Programme [INSET]) programinin
etkisini incelemis ve bu programin 6gretmenlerin kaynastirmaya yonelik tutumlari iizerine olumlu yonde etki
yaptigini1 bulmustur. Yazcayir ve Girgin (2019) yaptiklar arastirmada isitme yetersizligine sahip 6grencilerin
dinleme becerilerini gelistirmeye yonelik sinif 6gretmenlerinin gorislerini incelemislerdir. Bununla birlikte
alanyazin incelendiginde 6zel egitim 6gretmenlerinin sorunlarina iliskin (Giileg-Aslan, vd., 2014), isitme engelli
Ogrencilerle ¢alisan Ggretmenlerin okuma becerileri, okuma- yazma becerileri gibi tek alandaki beceri
kazandirmada yasadiklar1 giigliiklere iliskin (Demir & Tiryaki, 2014; Sarikaya, 2011), 6gretmenlerin mesleki
yeterlilikleri i¢in ihtiyag analizinin 6nemine iliskin (Al-Dababneh, vd., 2016; Giileg-Aslan, vd., 2014; Tzivinikou,
2015) yapilmis arastirmalarin oldugu goriilmektedir. Ancak yapilan alanyazin taramasi sonucunda isitme engelli
ogrencilerle calisan O6gretmenlerin mesleki yeterliliklerini gelistirmek igin ihtiyaclarmin belirlenmesine dair
herhangi bir arastirmaya rastlanmamistir. Alanyazinda yer alan bosluk goz oniinde bulunduruldugunda bu
aragtirmanin, bir 6gretmen egitim programi hazirlamaya rehberlik ederek ve ileride yapilacak galismalara 151k
tutarak alana katki saglayacag diisiiniilmektedir.

Alanyazinda, egitim sisteminin niteliginin Ogretmen yeterlilikleri ile yakindan ilgili oldugu
vurgulanmistir (Demirel, 2020; Eng, 1979; Erisen & Celikdz, 2003). Bu noktada isitme engelli dgrencilere
sunulacak egitim hizmetinin niteliginin 6gretmenlerin mesleki yeterlilikleriyle dogrudan iliskili oldugu ifade
edilebilir. Isitme engelli 6grencilerin biiyiik bir béliimii egitimlerini 6zel egitim smiflarinda veya tam zamanl
kaynagtirma uygulamalari ile bir bolimii de isitme engelliler i¢in agilmig farkli kademelerdeki okullarda ayri
egitim uygulamalari ile sirdiirmektedir (MEB, 2020). Bu durum ve ilkemizin 6zel egitim politikasinin
kaynagtirma yoniinde oldugu da g6z oniinde bulunduruldugunda isitme engelli Ogrencilerin biiyiikk bir
¢ogunlugunun kaynastirma uygulamalarindan yararlanan dgrenci olarak egitimlerini siirdiirdiikleri bilinmektedir
(Aile, Calisma ve Sosyal Hizmetler Bakanligi [ACSHB], 2020; MEB, 2020). Kaynastirma uygulamalarinda sinif
ve brans Ogretmenleri gorev almaktadir. Bu Ogretmenlerin 6zel egitim alami ve isitme engelli 6grencilerin
ozellikleri hakkindaki bilgilerinin siirlt diizeyde oldugu yapilan ¢aligmalarin sonuglarindan anlasilmaktadir
(Aktiirel & Giirgiir, 2020; Yazcayir & Girgin, 2019). Ogretmenlerin bu alandaki mesleki yeterliliklerini arttirmak
ogrencilerin egitimden faydalanma diizeylerine olumlu katkilar saglayacaktir. Bu nedenle isitme engelli
ogrencilerle ¢alisacak Ogretmenlerin isitme engellilerin egitimi alanma yonelik mesleki yeterliliklerinin
belirlenmesi ve gelistirilmesi hem 6grenciler hem de egitimin kalitesi agisindan bir gerekliliktir.

Bu arastirmanin amaci, isitme engelli 6grencilerle galisan 6gretmenlere yonelik gelistirilecek olan Iyitme
Engelliler Alam Ogretmen Yeterlilik Egitim Programi i¢in dgretmen ihtiyaclarini belirlemektir. Arastirma
sonucunda Ogretmenlerin igitme engelli 6grencilerle calisirken gereksinim duyduklari yeterliliklerin neler
oldugunun belirlenmesi hedeflenmektedir. Bu ama¢ dogrultusunda arastirma sorusu, “Isitme engelli 6grencilerle
calisan d6gretmenlerin, isitme engelliler alan1 6gretmen yeterlilik egitimi programina yonelik ihtiyaglart nelerdir?”
seklinde belirlenmistir.

Yontem

Bu boliimde arastirmanin modeli, ¢aligma grubu, veri toplama araci ve verilerin analiziyle ilgili bilgiler
verilmistir. Arastirma icin Necmettin Erbakan Universitesi Sosyal ve Beseri Bilimler Bilimsel Arastirmalar Etik
Kurulu Bagkanligi’ndan 19/03/2021 Tarih ve 2021/139 karar No’lu etik kurul onay1 alinmistir. Etik Kurul Karari
geregince ¢alismaya katilan tiim 6gretmenlere ¢aligmaya goniillii katilim gosterdiklerine dair katilime1 onam formu
doldurtulmustur.

Arastirma Deseni

Bu arastirma amaci dogrultusunda nitel arastirma olarak planlanmistir. Veriler gériisme tekniklerinden
yar1 yapilandirilmis goriisme teknigiyle toplanmistir. Ogretmenlerin goriislerini daha detayli alabilmek i¢in bu
yontem kullanilmistir.

Calisma Grubu

Bu aragtirmada aragtirmacilar, ¢calisma grubunu belirlerken maksimum ¢esitleme 6rnekleme yontemini
benimsemigtir. Maksimumum ¢esitleme 6rneklemesi, kiiciik bir 6rneklem grubu olusturmak ve ayni zamanda
orneklemin arastirma sorusu ile ilgili olabilecek birey cesitliligini maksimum derecede yansitacak sekilde
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belirlenmesidir. (Yildirim & Simsek, 2016). Aragtirmacilar, Sakarya ili merkez il¢elerinde sinifinda isitme engelli
ogrencisi bulunan 25 dgretmenle goriisme yapmay1 planlamigtir. Ogretmenlerin calistiklart kurum kademesi
(okuloncesi- ilk-orta-lise) dikkate alinarak her kademede ¢alisan 6gretmenler ¢alisma grubuna dahil edilmistir.
Burada amag¢ farkli kademelerdeki 6gretmenlerin ihtiyaclarmi belirleyebilmektir. Ancak 6gretmenlerden ikisi
aragtirma bagladiktan sonra arastirmadan ayrilmistir. Calisma grubundaki dgretmenlerin 6zellikleri Tablo 1°de
verilmistir.

Tablo 1
Calisma Grubunda Yer Alan Ogretmenlerin Ozellikleri

Degiskenler f %
ingi Kadin 13 57
Cinsiyet Erkek 10 43
Okul 6ncesi 2 9
Ilkokul 5 22
Calisilan kurum tiirii OI’tE}OkU| 6 26
) Lise 8 34
Ozel egitim sinifi 2 9
26-30 5 22
31-35 8 35
Yas 36-40 6 26
41-45 4 17
0-5 y1l 3 13
6-10 yil 5 22
Mesleki deneyim 11-15y1l 9 39
16-20 y1l 4 17
21 yil ve lizeri 2 9
. T . Evet 3 13
Isitme engelliler ile ilgili kurs/seminer/ders alma durumu Hayir 20 87
Toplam 23 100

Veri Toplama Araci

Veriler arasgtirmacilar tarafindan gelistirilen yar1 yapilandirilmig gériisme formuyla toplanmigtir. Bu
aragtirmada arastirmacilar tarafindan gelistirilen goriisme formu oncelikle alan yazin taramasi yapilarak ve
alandaki 6gretmenler, akademisyenlerle nitel aragtirma konusunda deneyimli akademisyenlerle goriisiilerek taslak
bir gorlisme formu hazirlanmistir. Hazirlanan taslak goriisme formunun pilot uygulamasi ii¢ 6gretmen ile
goriigiilerek 6gretmenlerin gériisme sorularina ait goriisleri alinmistir. Pilot uygulama sonrasi elde edilen bulgular
dogrultusunda arastirmacilar, tekrar bir degerlendirme yapmistir (Mayring, 2016; Patton, 2014; Yildirim &
Simgek, 2016). Baglangigta goriisme formu isitme engelli 6grenciler i¢in gelisim 6zellikleri, bireysellestirilmis
egitim plan1 (BEP) hazirlama ve uygulama, isitme engelli 6grencilerin egitiminde kullanilan egitim programi,
ogretim yontem ve teknikleri, egitsel materyaller, isitme cihazlari, 6lgme ve degerlendirme ve iletigim
yontemlerine yonelik sekiz sorudan olusturulmustur. Nitel arastirma konusunda deneyimli iki akademisyenden
alinan goriis ve oneriler dogrultusunda bu sorularin sondaj sorusu olmasina ve “Isitme engelliler ile calisan bir
ogretmen olarak mesleki yeterlikleri arttirmada ne tiir konularda egitim almaya ihtiya¢ duyarsiniz?” sorusunun
goriigme sorusu olmasma karar verilmistir. Ayrica alanda calisan Ogretmenler, isitme engelli 6grencilerin
tanilanma siireglerine iliskin bir sorunun da eklenmesi gerektigini belirtmisler, bu konudaki soru sondaj sorularina
dahil edilmistir. Goriigme formuna yonelik Onerileri dikkate alan arastirmacilar bir gériisme sorusu ve dokuz
sondaj sorusundan olusan yar1 yapilandirilmig goriisme formuna son halini vermiglerdir.

Ihtiyag analizi icin hazirlanan yar1 yapilandirilmis goriisme formu “Isitme engelliler ile calisan bir
ogretmen olarak mesleki yeterlikleri arttirmada ne tiir konularda egitim almaya ihtiya¢ duyarsiniz?” sorusu ve
isitme engelli 6grencilerle iletisim yontemleri, BEP hazirlama ve uygulama, 6gretim yontem ve teknikleri, egitsel
materyaller ve teknolojinin kullanimi, isitmeye yardimci teknolojiler ve cihazlar, dlgme ve degerlendirme
etkinlikleri gibi dokuz farkli sondaj sorusundan olusmaktadir. Yar1 yapilandirilmis goériisme teknigi, katir bir
yaklagimdan uzak olarak arastirilan konu merkezinden ayrilmadan uygulanan bir teknik olmasi ve derinlemesine
zengin veri setine ulagmay1 saglayan alternatif sorular1 ve sondalar1 barindirmasi nedeniyle tercih edilmistir. Yar1
yapilandirilmis goriismelerle 6gretmenlerin isitme engelliler alanina 6zgii bilgi, gézlem, yeterlik ve bu alandaki
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ihtiyaglariyla ilgili goriisleri daha detayli ve derinlemesine elde edilerek daha zengin veri elde etmek amaglanmistir
(Patton, 2014; Yildirim & Simsek, 2016).

Veri Toplama ve Analizi

Aarastirma kapsaminda 23 ogretmenle goriigiilmiistiir. Gortigmeler 20 ile 40 dakika arasinda degisen
stirelerde gerceklestirilmistir. Gorligmeler dgretmenlerin gérev yaptiklar: okullarda sessiz bir ortamda (okulun
fiziksel imkanlar1 dogrultusunda bos bir sinif, 6gretmenler odas1 veya idareci odasinda) ve onlara uygun olan
zamanlarda planlanmigtir. Veri toplama siireci 2020 yilit Mayis ve Haziran aylar icerisinde tamamlanmigtir. Bu
stiregte katilimcilarin gerekli onay ve izinleri alinmis ve goriismeler ses kayit cihazi yardimiyla kayit altina
almmustir. Elde edilen veriler yazili hale doniistiiriilerek igerik analizi teknigiyle analiz edilmistir.

Icerik analizi ile arastirmaci, verileri tanimlamaya ve verilerin iginde sakl1 olabilecek gercekleri ortaya
cikarmaya calisir (Creswell, 2002). Icerik analizinin amaci, tiimevarimsal bir yaklasim icerisinde verileri
aciklayabilecek kavram ve iliskilere ulasmaktir (Patton, 2014; Sézbilir, 2009; Yildirrm & Simsek, 2016). igerik
analizinde temelde yapilan islem, birbirine benzeyen verileri belirli kavramlar ve temalar ¢ercevesinde bir araya
getirmek ve bunlar1 okuyucunun anlayabilecegi bir bicimde diizenleyerek yorumlamaktir (Sozbilir, 2009). Bu
aragtirmada igerik analizinin kullanilmasiin nedeni 6gretmenlerin igitme engelliler alanina yonelik ve 6gretmen
egitim programina yonelik beklentilerini ve destek almaya gereksinim duyduklari konulari, 6gretmen egitim
programmin kullanilabilirligi ve ihtiyaglar1 karsilamadaki etkililigiyle ilgili goriis, duygu ve diisiincelerini
timevarimsal bir yaklasimla ortaya cikarmaktir. Bu amag¢ dogrultusunda nitel verilerin analizinde asagidaki
asamalar izlenmistir.

1. Birinci arastirmaci isitme engelli 6grencisi olan 6gretmenlerle yaptigi goriismeleri ses kayit cihaziyla
kaydetmistir.

2. Birinci arastirmaci tarafindan verilerin transkripti gergeklestirilmistir.

3. Goriisme sonucunda elde edilen tim nitel veriler arastirmacilar tarafindan g¢6ziimlenerek anlamli
boliimlere ayrilmis ve kavramsal olarak ne ifade ettigi ile ilgili kodlar olusturulmustur.

4. Elde edilen kodlar arastirmacilar tarafindan incelenerek benzerlik ve farkliliklar1 dogrultusunda
kategorilere ayrilmustir.

5. Kategorilerde anlamsal acidan bir biitiinlilk saglayacak sekilde kategorileri kapsayan taslak temalara
ulasilmistir.

6. Arastirmacilar tarafindan belirlenen kodlar ve taslak temalar alanda uzman bir 6gretim elemani tarafindan
kontrol edilerek yeniden diizenlenmistir. Uyusmayan kodlar ve temalar ¢ikarilmis ve analiz dist
tutulmustur.

7. Asil tema ve kodlar belirlenerek veri analiz siireci tamamlanmastir.

Bu arastirmada aragtirmanin yap1 gecerliligini saglamak adina iki yola bagvurulmustur. Bunlardan ilki
farkli egitim kademelerinde calisan 6gretmenlerden veriler toplanarak katilimer cesitliligi saglanmistir. Tkincisi
veriler raporlastirildiktan sonra kendilerinden veri toplanan iki 6gretmene okutulmus ve goriigleri alinmustir.
Arastirmanin giivenirligini saglayabilmek adma arastirmanin tiim siiregleri ayrintili bir sekilde yazilmistir.
Arastirmada veri toplama siireci zamana yayilmis, birinci arastirmaci goriisme icin gittigi okullarda katilimci
Ogretmenlerle zaman gecirmeye 6zen gostererek katilimcilarin aragtirmaciya kargt olumlu tutum gelistirmesini
saglamistir. Bununla aragtirmanin inandiriciligia katki saglanmaya caligilmistir. Aragtirma verilerinin analizi
asamasinda arastirmacilar elde edilen verilerden ortak tema ve kodlarda birlik saglanana kadar birlikte ¢alismus,
tema ve kodlara birlikte karar vermistir. Tiim bu siire¢ler arastirmanin gegerlilik ve giivenirligine katki saglamigtir.

Bulgular

Elde edilen veriler igerik analizi yontemi kullanilarak analiz edilmistir. Kod ve kategorilerden dort ana
temaya ulagilmistir. Temalar, isitme engelliler temel alan bilgisi, iletisim modelleri ve isitme cihazlari, 6gretim
yontem ve teknikleri, akademik ve mesleki beceriler olarak belirlenmis ve Sekil 1’de verilmistir.
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Sekil 1
Verilerden Elde Edilen Temalar
- I sitme engelliler temel
~ lletisim modelleri ve
s
©
s | mm
= _. Ogretim yontem ve
L tkademik ve mesleki
A

1. Isitme Engelliler Temel Alan Bilgisi

Elde edilen veriler analiz edildiginde 6gretmenlerin isitme engellilerle ilgili tanimlar, isitme engelli
bireylerin gelisim ozellikleri, siniflandirilmalari, tanilama siiregleri ve degerlendirilmeleriyle aile egitimi
konularinda hazirlanacak bir egitim programi ile kendilerine destek olunabilecegini belirttikleri goriilmistiir.
Ayrica Ogretmenler, isitme engelli 6grencilerinin raporlarinda kullanilan terimlerin bir¢ogunun anlaminm
bilmediklerini, onlarin gelisim 6zelliklerinin isiten akranlarindan farkli olup olmadigini bilmediklerini ve aileyle
is birligi yapabilmek adina aileye alana 6zgii bilgi veremediklerini de ifade etmislerdir. Isitme engelliler temel alan
bilgisi temasi, ortaklagan dort ortak alt tema cercevesinde toplanmaktadir. Bu alt temalar; Sekil 2’de belirtildigi
iizere isitme engellilerin gelisim 6zellikleri, aile egitimi, siniflandirma, tanilama ve degerlendirmedir.

Sekil 2
Isitme Engelliler Temel Alan Bilgisi Temasi ve Alt Temalart

Tanilama ve
degerlendirme

Ogretmenlerin tamami %2100 (n = 23) isitme engelli grencilerin gelisim dzelliklerinin akranlarindan gok
farklt olmadigin1 ancak isitme engeline bagli olarak dil gelisimlerinin etkilendigini belirtmislerdir. Ayrica
ogretmenler, dil gelisimine bagli olarak akademik becerilerinde etkilendiginin farkinda olduklarini bunun yaninda
yetersizlikten etkilenme diizeyinin bilinmesinin bir uzmanlik gerektirdigini ifade etmislerdir. Ogretmenler, isitme
engelli 6grencilerinin kendilerini ne kadar anladiklarmi bilemediklerini de ifade etmislerdir. Bununla birlikte
isitme engelli 6grencilerinin alic1 dil beceri diizeyinin kendileri tarafindan bilinmesi gerektigini ve bu becerilerin
gelistirilmesinin dnemini de vurgulamuslardir. Ogretmenlerin, isitme engellilerin gelisim 6zelliklerine iliskin
goriiglerinden bir kismina agagida yer verilmektedir:

“Bana gore dil gelisimi bu ¢ocuklarda diger gelisim alanlarini da etkilemektedir. Ama ne kadar etkiliyor
bilmiyorum. Ben 6zellikle isitme engelli 6grencimin zihinsel gelisiminin etkilendigini diisiinmekteyim.
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Fakat tabi ne kadar onu bilemem. Bu bir uzmanlik ister sonugta yani bilemiyorum ama duyan gocuklar
gibi degil.” (07)

“Hocam, isitme engelli 6grencimle calisirken belki de en ¢ok ihtiyacim olan konu onun gelisim
ozellikleridir. Sunun bilincindeyim fiziksel ve zihinsel olarak normal akranlarindan ayrilan ¢ok farkli
ozelliklere sahip degil ama dil gelisimi i¢in ayni seyi sdyleyemeyecegim. Bu 6grencilerin bizi ne kadar
anladigimi bile bilmiyorum. Soylediklerimi benim sdyledigim anlamda anlamlandirabiliyor mu? Bunu
merak ediyorum. Beni anlamasi igin ne yapmaliyim mesela. Bu nedenle ben kendi adima sdyleyeyim dil
gelisimlerini bilmek sinifta benim isimi kolaylastirirdi.” (02)

Aile egitimiyle ilgili 6gretmenlerin tamamina yakini1 %91 (n = 21) aileye isitme engellilerle bilgi verirken,
ogrenciyle ilgili yonlendirme veya rehberlik yaparken kendilerini yeterli hissetmediklerini, ¢ok az1 % 9 (n = 2) ise
kendi cabalariyla isitme engellilik hakkinda bilgi edindiklerini belirtilmistir. Arastirmaya katilan 6gretmenler,
isitme engelli 6grencilerle ilgili diger meslek ¢alisanlari (6r., odyolog, dil ve konugma terapisti, kulak burun bogaz
doktoru, egitim odyologu) ile kendi istekleriyle goriistiiklerini ifade etmislerdir. Bununla birlikte isitme engelli
6grencilerin ailelerine yaklagim ve aile rehberligi konularinda yeterliligin 6nemini vurgulamislardir. Bu konuyla
ilgili goriislerinden kesitler agsagida verilmistir.

“...Alile fena degil ilgili fakat ben sahsen aileyi yonlendirecek, onlara isitme engeli konusunda ya da
cocuklart ile ilgili rehberlik edecek yeterlilikte gormiiyorum kendimi.” (O18)

“Ben daha ¢ok kendim istedigim ve merak ettigim icin aileden ¢ocugun doktorunun ve odyologunun
numarasini aldim ve bizzat arayarak ¢ocuk hakkinda bilgi aldim. Once ben bilmeliyim ki aileye yardimc1
olmaliyim diye diisiindiim. Aileye nasil yaklagalim, nasil gocugu ile ilgili bilgileri paylasalim, aileyi bu
egitime nasil dahil edelim bilmiyoruz. Bu konuda eksigiz ve egitime ihtiyacimiz var.” (012)

Ogretmenlerin biiyiik bir bélimii %74 (n = 17) isitme engelliler ile ilgili ¢evrelerinde kullanilan
kavramlardan rahatsiz olduklarini, bu kavramlar: rencide edici bulduklarini buna ragmen kendilerinin de hangi
kavrami kullanacaklar1 konusunda kararsizlik yasadiklarini dile getirmislerdir. Yine 6gretmenlerin bir kismi %26
(n = 6) dgrencileriyle ilgili bilgi edinirken hangi kavramlari kullanarak arastirma yapacaklarini bilmediklerini,
alanda bir kavram birlikteliginin olmadigini ifade etmislerdir. Kavramlarin ve terimlerin anlamlarmin bilinmesinin
yani sira kavram birlikteliginin de dnemine igaret etmiglerdir. Asagida dgretmenlerin goriislerinden kesitler
sunulmustur.

«...Ornegin, hosuma gitmeyen ifadelerde kullaniliyor ¢cevremde sagir, duyamayan gibi. Ama ben bile
hangi kavramin ne anlama geldigini ¢ok iyi bilmiyorum. Bu 6grencimi tanimlarken isitme engelli mi
demeliyim, isitme giigliigii yasayan mu, isitme kayipli m1 demeliyim bilmiyorum.” (O19)

“Aslinda 6grencime faydali olmak istiyorum. Bunun i¢in arastirtyorum cesitli kaynaklara bakiyorum,
internetten de arastirma yapiyorum ama burada kullanilan tanimlar da farkli. Nasil tarama yapmaliyim,
hangi kavramlar1 kullanmaliyim.” (O12)

Ogretmenler isitme engellilerle ilgili kavramlar ve kavramlarin anlamlarinm tam bilinmemesi iizerine
oldugu gorillmektedir. Goriismeye katilan Ogretmenlerin tamami %100 (n = 23) bu 06grencilerin
smiflandirilmasinda kullanilan kavramlari da (iletim tipi, sensorindral tip, karma tip gibi) anlamlarini da
bilmediklerini hatta ilk defa karsilastiklarin1 belirtmiglerdir. Buna bagli olarak Rehberlik Arastirma Merkezi’nin
(RAM) yerlestirme raporlarim1 ve burada gegen isitme engelli Ggrencileri simiflandirmaya ait kavramlari
anlamadiklarin ifade etmislerdir. Ogretmenler isitme engelli 6grencilerin smiflandirmalarini bilmediklerini ve
bunun isitme engelli 6grencilerin egitimi icin gerekli oldugunu vurgulamislardir. Ogretmenlerin siniflandirma alt
temasina iligkin goriislerinden kesitlere asagida yer verilmistir.

“Benim 6grencimin raporunda bileteral sensorinoral gibi bir sey yaziyor. Ben bunun ne anlama geldigini
kendi qabamla" o0grenmeye calisttm hocam. Eger bu cocuklara egitim vereceksek bize bunlari
anlatmalilar.” (020)

“Bizim isitme engellilerle ilgili ¢ok bir bilgimiz yok sonugta RAM’dan gelen raporlar1 da anlamakta
zorluk ¢ekiyoruz. Bu RAM raporlarinda kullanilan siniflandirma kavramlari ya da derecelendirmeler bize
bir sey ifade etmiyor ne yazik ki...” (O1)

Tanilama ve degerlendirmeyle ilgili 6gretmenlerin tamami %100 (n = 23) daha 6nce farkli gelisim
gosteren 0grenci gruplarindan 6grencilerinin oldugunu belirtmistir. Ancak igitme engelli 6grenciyle kaynastirma

Aslan-Bagci & Sari 2024, 25(1)



ISITME ENGELLI OGRENCILERLE CALISAN OGRETMENLERIN MESLEKI YETERLILIKLERINE YONELIK 100
GORUSLERININ DEGERLENDIRILMESI

ortaminda ilk kez calistiklarini, diger ¢alistiklart farkli gelisim gosteren 6grenci gruplarina yonelik egitimlerin
gerek hizmet i¢i gerekse hizmet oOncesinde verildigini ifade etmislerdir. Bilgi eksiklerine bagli olarak
Ogretmenlerin igitme engelli Ggrencilerin tanilanma ve degerlendirme siiregleriyle ilgili kendilerini yeterli
gormediklerini dile getirmiglerdir. Goriismeye katilan 6gretmenlerin bu alt temaya iliskin goriislerinden kesitler
asagida sunulmustur.

“Hocam ben daha once kaynastirma sinifinda gorev yaptim yani kaynastirma d6grencim oldu ama hafif
diizey zihinsel 6grenme yetersizligi vardi cocukta. Ben siif 6gretmeniyim hem fakiiltedeyken hem de
hizmet i¢i egitimlerle zihinsel engelli ¢ocuklar ile ilgili egitimler aldim. Bu nedenle kendimi o alanda
daha iyi buluyorum. Simdi ise isitme engelli dgrencim var ama ben nasil tanilandiklarini ve
degerlendirildiklerini, gelisim 6zelliklerini bilmiyorum. Mesela 6grencim ne kadar duyuyor ne kadar
anliyor, nasil konusacak, ne yapmaliyim?” (023)

*“...aslna bakarsaniz bir 6grenme gii¢liigii, bir zihinsel engel gibi ¢ok rastladigimiz bir kaynastirma grubu
degil isitme engelliler. Ben ilk kez calisiyorum boyle bir 6grenci ile bundan dolayr tanilama ve
degerlendirmelerini bilmiyorum.” (03)

2. letisim Modelleri ve isitme Cihazlar

Ogretmenler isitme engelli grencilerle nasil iletisime gececekleri ve isitme cihazlar1 hakkinda egitime
gereksinim duyduklarini ifade etmislerdir. Ogretmenlerin isitme engelli 6grencileriyle nasil iletisime gececeklerini
bilmediklerini, igitme cihazi kullanmayan 6grencileri ile isaret diliyle iletisime gecemediklerini, isitme engelli
ogrencilerle iletisimde sdzel yontemin de ¢ogu zaman iletisimde yetersiz kaldigint ve 6grencilerin kullandig:
bireysel isitme cihazlarinm kullanimi, bakimi ve onarimiyla ilgili bilgilerinin yetersiz oldugunu belirtmislerdir.
Iletisim modelleri ve isitme cihazlar1 temas1 altinda elde edilen veriler analiz edildiginde Sekil 3’te belirtildigi
lizere isitme cihazlari, isaret dili yaklasimi, s6zel yaklagim gibi alt temalarin ortaya ¢ikmistir.

Sekil 3

Iletisim Modelleri ve Isitme Cihazlar: Temast ve Alt Temalar

Isaret dili
yaklagimi

Sozel yaklagim

Ogretmenlerin tamamina yakini %87 (n = 20) isitme cihazinin 8grencinin igitmesine yardime1 oldugunun
farkinda olduklarini bununla birlikte cihazlarin performanslari, cihazlarda ortaya ¢ikabilecek ufak tefek sorunlarin
nasil ¢oziilecegi konularinda bilgi sahibi olmadiklarini ifade etmislerdir. Gériigmeye katilan 6gretmenlerin ¢ok azi
%13 (n = 3) isitme cihazlarimi tanidiklarin1 ve cihazlarla ilgili bilgi sahibi olduklarini belirtmiglerdir. Asagida
isitme cihazlariyla ilgili 6gretmenlerin goriislerinden kesitler sunulmustur.

“Benim siifimdaki 6grencim isitme cihazi kullantyor. Derste bazen cihaz ses ¢ikartiyor bunu aile ile de
konustum. Béyle bir durumda yapabilecegim bir sey var m1 bilmiyorum.” (O1)

“Smifimdaki 6grencimin isitme cihazi ile ilgili bilgiyi hem arastirma yaparak hem de aileden 6grendigim
kadar ile tanidim. Pilini degistirebilirim, basit 6tme sesini ¢ozebilirim.” (012)

Ogretmenlerin tamami %100 (n = 23) isitme engelli 6grencilerle nasil iletisim kuracaklar1 konusunda
bilgi eksiklerinin oldugunu ifade etmislerdir. Isitme engelli 6grenciyle hangi iletisim modelini (s6zel-isaret) tercih
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etmek gerektigi konusunda yeterli bilgiye sahip olmadiklarimi dile getirmislerdir. Siniftaki diger 6grencilerin
isitme engelli Ogrenciyle iletisimleri, isitme engelli Ogrencinin konugma anlasilirlit konularinda zorluk
yasadiklarmi dile getirmislerdir. Bununla birlikte 6grencilerin konusarak iletisime gecmekte zorlandiklarini,
ogrencilerinin  kendilerini anladiklarindan emin olamadiklarini, Ogretmenlerin kendilerinin isaret dili
bilmediklerini, 6grencilerine iletisim konusunda nasil destek saglayacaklarmi bilemediklerini belirtmislerdir.
Isaret dili ve sdzel yaklasim alt temalarina ait 6gretmen goriislerinden kesitlere asagida yer verilmistir.

“Ogrencimin duyamadig1 icin konusmasinda da problem var. Konusabiliyor, ufak tefek seyler
sOyleyebiliyor ama biz onun ne dedigini anlayamiyoruz. Biz onunla konusarak iletisime gegemiyoruz,
yazarak da iletisime gegemiyoruz, isaret de bilmiyoruz. Onunla nasil iletisime gegecegimizi bilmiyoruz.
Biz diyorum ciinkii sadece ben degil, sinif arkadaslar1 da ayn1 sorunlara muhatap.” (04)

“Ogrencim, kii¢iik yasta isitme engelli oldugu anlasilmis ve ailesi tarafindan ilgilenilmis zaten anne
babast 6gretmen, egitim aldirilmis, isitme cihazi kullanan bir 6grenci. Ailesi sozel olarak iletigime
gegebilecegimizi sdylemisti. Biz onunla sozel iletisime geciyoruz ama yine de ben, beni tam olarak
anladigmi diistinmiiyorum. Ayrica sdzel bir iletisimi devam ettirmek degil benim igin sorun. Asil
yasadigim zorluk bu yaklasimi kullanirken onu nasil desteklemeliyim, siniftaki diger dgrencileri bu
iletisim yontemi i¢in nasil hazirlamaliyim.” (015)

3. Ogretim Yontem ve Teknikleri

Aragtirmada elde edilen veriler analiz edilmistir. Analiz sonucunda 6gretim yontem ve teknikleri temasi
ortaya ¢ikmistir. Ogretim yontem ve teknikleri temasi altinda Sekil 4’te belirtildigi gibi egitim yaklagimi, strateji
yontem ve teknik, BEP gelistirme ve uygulama, egitim materyalleri alt temalar1 belirlenmistir.

Sekil 4

Ogretim Yontem ve Teknikleri Bilgisi Temast ve Alt Temalart

BEP gelistirme
Ve uygulama

Egitim
materyalleri

Ogretmenlerin biiyiik bir kism1 %96 (n = 22) isitme engelli 6grencilerle calisirken bu dgrenci ile sdzel
iletisime gegemediklerini dile getirmiglerdir. Bununla birlikte hangi yaklasim ve stratejiyi benimsemelerinin daha
faydali olacagi konusunda emin olamadiklarini, hangi yontem ve teknigi kullanmalar1 gerektigini bilmediklerini
ifade etmislerdir. Bu durumu agiklayan 6gretmen goriislerinden kesitlere asagida yer verilmistir.

“Isitme engelli bir 6grenciye egitim verirken hangi yaklasimi belirleyecegimi, yontem ve teknik ne olmali
bilmiyorum. Simdi hocam siz de bana hak verin ben tarih 6gretmeniyim. Ben normal ¢ocuklara bir
konuyu nasil anlatirim, neyi 6dev veririm, diiz anlatimla anlatirim, soru cevap katarim, baktim ¢ocuklar
biraz dersten kopmus bir 6rnek olay sikistiririm araya 6grencileri tekrar toplarim. Yani bu durum isitme
engelli 6grenci igin pek de gegerli olmuyor hocam.” (03)

“...Simdi soyle diigiiniin bu ¢ocukla ben sozel olarak iletisime gegemiyorum. Ve biz!_er derslerimizde
daha ¢ok so6zel anlatim yapiyoruz. O zaman ben bu ¢ocuga nasil 6gretim yapacagim.” (O2)

Ogretmenlerin biiyiik bir kismi %70 (n = 16) isitme engelli 6grencilerine uygun materyal hazirlama
konusunda destege ihtiya¢ duyduklarini belirtmislerdir. Ogretmenlerin bir kismi1 ise %30 (n = 7) isitme engelli
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bireylerin gorsel materyallerle anlama ve anlamlandirmalarinin daha kolay oldugunun farkina vardiklarini,
ogrenciyle empati kurarak daha ¢ok yazili yonergeler verdiklerini, teknolojiden faydalanarak isitme engelli
ogrencileri igin materyal hazirlayabileceklerini ifade etmislerdir. Ogretmenlerin bu konudaki goriislerinden
kesitler asagida sunulmustur.

“Anlattigim konuya dair egitim materyali hazirlamak ya da etkinlik vermek artik otomatik olarak
yapabildigim bir sey. Ancak isitme engelli 6grencime ayni1 konuda materyali nasil hazirlamalryim, nasil
bir etkinlik tasarlamaliyim bilemiyorum. Onunla empati kurmaya calistyorum bu nedenle genellikle s6zel
yonergeler yerine yazili yonergeler veriyorum ona. Ben kendi adima sdyleyeyim teknolojinin egitim
materyalleri konusunda ¢ok destek saglayacagini diisiiniiyorum ancak yine de bu noktada bile isitme
engelli dgrencileri gozden kagiriyoruz.” (O8)

“Ben matematik derslerinde akilli tahtay1 ¢ok fazla kullaniyorum. Fark ettigim bir noktayi sizinle
paylagmak istiyorum isitme gii¢liigii olan bu d6grencim gorselligin bol oldugu kisimlart daha iyi anliyor.
...yani ben anladigin1 anltyorum ¢iinkii sadece tahtadakilere defterine ge¢irmiyor, anladig1 konuya ait
sordugum soruyu ¢dzebiliyor.” (014)

BEP gelistirme ve uygulama ile ilgili 6gretmenlerin biiyiik bir cogunlugu %91 (n = 21) isitme engelli
ogrencileri i¢cin BEP gelistirme ve uygulama konusunda zorlandiklarini, BEP hazirlamanin ekip isi oldugunu ve
bu konuda bekledikleri destegi hem okul idarecilerinden hem de 6gretmen arkadaglarindan géremediklerini, BEP
uygulama konusunda yeterli motivasyona sahip olmadiklarini ifade etmislerdir. Ogretmenlerden gok az1 ise %9 (n
= 2) BEP konusunda bilgi sahibi olduklarini, BEP hazirladiklarini ancak biraz daha desteklenmeye ihtiyaglarinin
oldugunu belirtmislerdir. BEP gelistirme ve uygulama alt temasini destekleyen goriislere asagida yer verilmistir.

“BEP hazirlamak da uygulamak da beceriden 6nce bilgi gerektirir sayin hocam. Biz okuldan mezun olali
yillar gecti, zaten iiniversitede bize boyle bir egitim vermediler. Peki, simdi biz bu BEP’1 nasil yapalim.
Tamam, bakin insana her seyi okul vermez biraz da kendin ¢abanla bir seyler 6grenirsin ama hocam
acikcast soyle sdyleyeyim benim hi¢ aklima bir igsitme engelli 6grencim olacagi gelmezdi. Hani belki
biraz anlatilsa BEP nasil yapilir filan ben de ¢abalarim.” (021)

“BEP hazirladigimiz i¢in biraz bilgimiz var tabii ki ama hem hazirlamak hem de uygulamak i¢in daha
fazla bilgiye ihtiya¢ duyuyoruz.” (06).
4. Akademik ve Mesleki Beceriler
Ogretmenler isitme engelli 6grencilere akademik ve mesleki becerilerin kazandirilmasina yonelik egitime
ihtiya¢ duyduklarimi ifade etmislerdir. Bu tema gergevesinde dgretmenlerin goriisleri incelendiginde goriislerin

ortam ve program uyarlamalari, degerlendirme, etkili sinif yonetimi, isitmeye yardimci teknolojiler alt temalari
etrafinda toplandig1 goriilmistiir. Bu temaya ait alt temalar Sekil 5’te verilmistir.

Sekil 5

Akademik ve Mesleki Beceriler Temasi ve Alt Temalari

Isitmeye
yardimei
teknolojiler

Degerlendirme
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Ogretmenler genel anlamda %100 (n = 23) isitme engelli bireyler igin programda uyarlamay1 nasil
yapacaklar1 hakkinda yeterli bilgiye sahip olmadiklarini ifade etmistir. Dolayisiyla da alternatif degerlendirme
yontemlerini de kullanmadiklarini, bu konuda deneme yanilma yoluyla bir seyler yapmaya c¢alistiklarini, merkezi
sinavlar ile degerlendirme yapilmasinin da bu ¢ocuklar icin haksizlik oldugunu belirtmislerdir. Ogretmenlerin
program uyarlamayla 6grencilerini degerlendirmelerine iliskin goriislerine asagida yer verilmistir.

“Ogretmen olarak sadece bilgiyi aktaran konumunda degiliz ayrica egitim ortamini da en iyi 6grenmenin
olacag1 pozisyona getirmeliyiz. Bir igitme engelli 6grencinin egitim ortaminda neye ihtiyact var bunu
bilmeliyiz, bilmiyoruz. Sadece ortamla da is bitmiyor programi nasil bu ¢ocuga gore ayarlayacagiz?”
(017)

“Hocam, ben metal isleri dersi 6gretmeniyim. Miifredata baktigim zaman bu ¢ocuk i¢in kazanimlarin
hepsi ¢ok fazla diyorum. Ama bunu nasil sadelestiririm bilemiyorum. Bunlar1 bilmememiz normal bence
ama belki bir hizmet i¢i egitim gibi bir kurs diizenlenseydi biz de isitme engelli bireylere siifta daha
fazla faydali olabilirdik.” (013)

Aragtirmaya katilan 6gretmenlerin tamamina yakini %96 (n = 22) isitmeye yardimet teknolojiler hakkinda
yeterince bilgiye sahip olmadiklarini, bilgi sahibi olanlarin ise kendi ¢abalartyla egitim materyali veya BEP
hazirlama, isitme engelli 6grenciyi sinif icinde destekleyen teknolojiler konusunda bilgi edindiklerini
belirtmiglerdir. Caligsmaya katilan 6gretmenlerin, bu konuya iliskin goriislerinden kesitler agagida yer almaktadir.

“Bence bu ¢ocuklarin egitiminde teknolojiden ¢ok fazla destek alinabilecegini diisiiniiyorum. Burada
sunu sOyleyeyim egitim materyalinden tutun da ¢ocuklarin 6zelliklerine, BEP’lere kadar hatta sinif i¢inde
kullanilan egitime yardimci teknolojilere kadar. Ben kendim arastirdigim kadariyla isitmeyi ya da not
tutmay1 kolaylastiran teknolojiler mevcut su anda.” (014)

Etkili sinif yonetimiyle ilgili goriisler incelendiginde 6gretmenlerin tamamina yakimi %91 (n = 21)
smiftaki giiriiltiinlin isitme engelli 6grenciler i¢in sorun olusturdugunun farkinda olmalarina ragmen ortam
uyarlama konusunda yetersiz olduklarim dile getirmistir. Bununla birlikte 6gretmenlerden biiyiik bir ¢ogunlugu
ise %83 (n = 19) isitme engelli 6grenciyi 6gretmene ve tahtaya yakin oturtmak, yazi ve ¢izimlere derslerinde yer
vermek gibi tedbirler almakla birlikte etkili sinif yonetimi i¢in de destege ihtiyag¢ duyduklarini ifade etmislerdir.
Calismaya katilan gretmenlerin, bu konuya iliskin goriiglerine asagida yer verilmistir.

“Onun icin nezih ve sessiz bir ortam ayarlamaya cahistyorum. Ornegin smifin sessizligini saglamaya
calistyorum bu 6grencimin duymasinda problem oldugu i¢in daha iyi anlayabilmesi, daha iyi algilamasi
icin. Ama bazen yetersiz kaldigimi hissediyorum. Ciinkii 6grencilerin sonugta bir enerjileri var ve bunu
ortaya koymak istiyorlar bu da simfta giiriiltiiye neden oluyor.” (022)

“Sinifimda isitme engelli 6grencimi kendime daha yakin oturtuyorum. Dolayisiyla 6nde oturuyor ve
tahtaya da daha yakin oturuyor. Tahtay1 ¢ok fazla kullaniyorum. Onun anlayabilmesi i¢in anlattigim her
konuyu tahtada yazarak cizerek anlatiyorum. Tabii bu konuda daha fazla ne yapabilirim 6grenmek
isterdim.” (016)

Tartisma

Bu aragtirmada isitme engelliler temel alan bilgisi, iletisim modelleri ve isitme cihazlari, 6gretim yontem
ve teknikleri, akademik ve mesleki beceriler olmak tizere dort ana temaya ulasilmistir. Aragtirmanin bulgulari bu
temalar dogrultusunda tartigilmistir.

Ogretmenler isitme engellilerle ilgili temel alan bilgisi temasi cercevesinde isitme engellilerle ilgili
tanmimlar, onlarin gelisim oOzellikleri, isitme engellilerin siniflandirilmalari, tanilanma siirecleri  ve
degerlendirilmeleriyle aile egitimi konularinda hazirlanacak olan egitim programiyla kendilerine destek
olunabilecegini belirttikleri goriilmiistiir. Arastirmanin temel alan bilgisi temasina iliskin 6gretmenlerin isitme
engelliler alanima 6zgii terimler, aileyle is birligi, isitme engelli 6grencilerin gelisim alanlarmin desteklenmesi
konularinda yeterli bilgiye sahip olmadiklari sonucuna ulagilmigtir. Alanyazinda bu ¢alismanin sonuglariyla benzer
sonuglar elde edilen g¢aligmalara rastlanmaktadir. Yazgayir ve Girgin (2019) tarafindan yapilan g¢alismada
kaynagtirma ortaminda igitme engelli 6grencisi olan dgretmenlerin biiyiik bir boliimiiniin isitme engellilerle ilgili
yeterli bilgiye sahip olmadiklari sonucuna ulagilmigtir. Benzer bir sonuca Pistav-Akmese ve Kayhan (2016a)
yaptiklar1 arastirmalarinda okul dncesi donemde tersine kaynastirma uygulamasi yapilan bir egitim kurumunda
gorev yapan 6gretmenlerin igitme engelli 6grencilerini nasil degerlendirecekleri hakkinda bilgi gereksinimlerinin
oldugu sonucunu ortaya koymuslardir. Sar1 (2007) tarafindan yapilan ¢aliymanin sonucunda da isitme engelli
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Ogrencisi olan dgretmenlerin isitme kaybi ve isitme engelli 6grencilerle ilgili bilgilere ihtiya¢ duyduklarn ifade
edilmistir. Uluslararasi1 alanyazinda ise Luckner ve Muir (2001) tarafindan yapilan calismada isitme engelli
ogrencilerin genel egitim ortamlarinda egitim alma oranlarmin giderek arttigin1 belirtmektedirler. Genel egitim
ortamlarinda isitme engelli 6grencilerin iletisim, miifredata erisim ve akran etkilesimi gibi sorunlarla karsilastiklari
da calismalarin sonuglarinda vurgulanmaktadir (Marschark vd., 2011; Mastropieri & Scruggs, 2014; Salend, 2005;
Turnbull vd., 2013). Alanyazinda isitme engelli 6grencilerin genel egitim ortamlarindan daha etkili bir sekilde
faydalanabilmesi icin fiziksel ve Ogretimsel uyarlama yapmak, Ogrenciye uygun program hazirlamak ve
uygulamak, 6gretmenlerin bilgi ve becerilerini gelistirmek gibi 6nerilerin yer aldigi gériilmektedir (Funk & Funk,
1989; Palmer, 2014; Salend, 2005; Turnbull, vd., 2013).Belirtilen ¢alismalarin sonuglari bu ¢aligmada da ulagilan
ogretmenlerin isitme engelliler temel alan bilgisi ihtiyaglarimin oldugu sonucunu desteklemektedir.

Bu calismada iletisim modelleri ve isitme cihazlar1 temasi g¢ercevesinde &gretmenlerin tamamina
yakininin isitme engelli 6grencileriyle nasil iletisime gegeceklerini bilmedikleri, isitme cihazi kullanmayan
ogrencilerle isaret diliyle iletisime gecemedikleri, isaret dili bilmedikleri, isitme engelli dgrencilerle iletisimde
sozel yontemin de ¢cogu zaman iletisimde yetersiz kaldig1 ve 6grencilerin kullandig1 bireysel isitme cihazlarinin
kullanimi, bakimi ve onarimiyla ilgili bilgilerinin yetersiz oldugu bulgusuna ulagilmistir. Ayrica 6gretmenlerin,
iletisim modellerini tercih etme, smiftaki diger 6grencilerin isitme engelli 6grenciyle iletisimleri ve isitme engelli
6grencinin konusmasinin anlasilirligi konularinda zorluk yasadiklari sonucu da ortaya ¢ikmistir. Al-Dababneh ve
digerlerinin (2016) Urdiin’de vyiiriittiikleri isitme engelli ¢ocuklarin egitiminde dgretmenlerin ihtiyag duydugu
yetkinlikleri inceledikleri ¢aligmalarinda 6gretmenlerin bu 6grencilerle iletisime gecerken gerekli bulduklart bir
yetkinligin de isaret dili bilmek oldugunu rapor etmislerdir. Marschark ve digerleri (2011), isitme engelli
¢ocuklarin, miifredata erigebilmeleri ig¢in yardimci teknoloji ve isaret dili kullanimi gibi ek desteklere ihtiyag
duyduklarini belirtmislerdir. Bu konuda Tiirkiye’de Pistav-Akmese ve Kayhan (2016b) isitme yetersizligi olan
ogrencilerle ¢alisan uzmanlarm onlarin egitimi ile ilgili goriislerinin incelendigi ¢caligmada iletisim yaklasimlarina
ve uygulanan programa iliskin goriisler degerlendirildiginde isitme engelli 6grencilerle ¢alisan 6gretmenler igin
isaret dili bilmenin 6nemine vurgu yapilmistir. Yapilan bu ¢alismada da isitme engelli 6grencisi olan 6gretmenlerin
tamaminin iletisim modellerinden 6zellikle isaret dili konusunda kendilerini yetersiz hissettikleri bulgusu alan
yazindaki bu ¢alismalarla paralellik gostermektedir.

Calismanin diger dnemli bulgular isitme engelli 6grencilerin oldugu sinifta 6gretmenlerin biiylik bir
boliimiiniin 6gretim yontemi belirlerken zorlandiklari, materyal hazirlarken, BEP hazirlarken ve uygularken
destege ihtiya¢ duyduklaridir. Tiryaki (2015) isitme engelli 6grenciler i¢in Tiirk¢e derslerinde kullanilan
materyallerle ilgili yaptig1 arastirmasinda 6gretmenlerin isitme engelli 6grenciler igin ders kitaplarinin uygun
olmadigini, materyal bulmakta zorlandiklarini, materyalleri genellikle kendilerinin hazirladiklarini; Yazcayir ve
Girgin (2019) 6gretmenlerin kendi materyallerini kendilerinin yaptigini; Uysal (2010) ¢alismasinda 6gretmenlerin
ders kitaplarinda isitme engelli 6grenciler i¢in ¢ok uzun olan metinleri kendilerinin 6zetledigini; Giirgiir ve
digerleri (2005) ise 6gretmenlerin egitim arag-gereglerinin eksik olmasi nedeniyle uygulamada sorun yasadiklarini
belirtmektedirler. Calismanin bulgularindan biri de 6gretmenlerin bir kisminin isitme engelli bireylerin gorsel
materyallerle anlama ve anlamlandirmalarmin daha kolay oldugunun farkina vardiklaridir. Bu bulguyu
destekleyen Tiirkiye’deki benzer aragtirmalardan birinin Cift¢i (2009) tarafindan yapilan bilgisayar destekli
materyallerin 6gretmenler tarafindan degerlendirilmesine iliskin arastirma oldugu, digerinin ise Tiryaki (2015)
tarafindan yapilan arastirma oldugu goriilmektedir. Cift¢i (2009), bu materyallerin 6grencilerin dil gelisimlerine
katki sagladigi sonucuna, Tiryaki (2015) ise isitme engelli 6grencilerin dil egitiminde gorsel materyallerin bilgileri
somutlagtirma ve kaliciligi arttirmada 6nemli oldugu sonucuna ulagsmistir. Baska bir ¢alismada 6gretim yontem ve
teknikleriyle ilgili olarak isitme engellilerle ¢alisacak 6gretmenler i¢in hazirlanan 6gretmen egitim programlarinin
Ogretme ve dgrenme stratejilerini de kapsamasi gerektigi ifade edilmistir (Hyde & Power, 2003). Luckner (1991)
isitme engelli 6grencilerin 6gretiminde ihtiya¢ duyulan yeterlilikler iizerine 6gretmenlerle yaptigi ¢aligmasinda
BEP gelistirme ve degerlendirmenin hem ilkokul hem de ortaokul 6gretmenleri tarafindan belirtilen yeterlilikler
arasinda oldugu sonucuna ulagmistir. Alanyazindaki ¢aligmalarin sonuglarinin ve bu aragtirmanin 6gretim yontem
ve teknikleri temasi ¢ercevesinde elde edilen bulgularinin ayni dogrultuda oldugu goriilmektedir.

Aragtirmanin bir diger bulgusunun ¢alismaya katilan 6gretmenlerin tamamina yakininin isitme engelli
bireylere akademik ve mesleki becerilerin kazandirilmasi, program uyarlama, alternatif degerlendirme, egitim
ortamlarinin uyarlanmasi konularinda bilgi eksiklerinin oldugudur. Tiirkiye’de Yazgayir ve Girgin (2019)
tarafindan yapilan aragtirma sonucunda isitme engelli 6grencisi olan sinif 6gretmenlerinin yarisindan azinin isitme
engelli 6grenci icin gerekli olan smif oturma diizeni, fiziksel ortam diizenlemeleri, gorsel materyal kullanma,
konusma tonu ve hizinin ayarlanmasi konularinda yeterli diizeyde bilgi sahibi olduklarin1 ortaya koymustur.
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Luckner ve Carter (2001), isitme engelli cocuklara 6gretim materyallerini ve 6gretim ydntemlerini uyarlamak i¢in
ogretmenlerin yetkinliklerini gelistirme ihtiyacinin en o6nemli faktér oldugunu calismalarinin sonucunda
belirtmektedirler. Benzer sekilde Urdiin’de yapilan bir calismada 6gretmenlerin 6gretim ydntemleri, isitme engelli
ogrencileri degerlendirme yontemleriyle ilgili bilgiye ihtiya¢ duyduklari sonucuna ulagilmigtir (Al-Dababneh vd.,
2016). Alanyazindaki arastirmalarin sonuglar1 bu arastirmanin bulgularini destekler niteliktedir.

Sonug olarak bu caligmayla Ogretmenlerin goriisleri alinarak igitme engelliler alanina yonelik bir
Ogretmen egitim programinin ihtiya¢ analizi ve dgretmenlerin bu konudaki egitim ihtiyaclari ortaya konulmaya
calistlmistir. Alanyazinda da 6gretmen yeterliliklerini belirlemeye yonelik ¢aligmalarda ihtiyag analizinin
gerekliligini ve dnemini ortaya koyan birgok ¢alismaya (Al-Dababneh vd., 2016; Bural, 2020; Eker, 2020; Giileg-
Aslan vd., 2014; ilik, 2015; Karaca, 2018; Kizilkaya, 2021; Luckner, 1991; Tzivinikou, 2015) rastlanmaktadir.
Bununla birlikte bu arastirmada igitme engelli 6grencilerle ¢alisan 6gretmenlerin mesleki yeterliliklerine yonelik
belirttikleri, isitme engelliler temel alan bilgisi, tanilama ve degerlendirme, iletisim modelleri, isitme cihazlari,
materyal hazirlama, BEP gelistirme, 6grenme 6gretme stratejileri, akademik ve mesleki becerileri kazandirma,
program uyarlama, alternatif degerlendirme, egitim ortamlarini uyarlama alanlarinda egitime ihtiya¢ duyduklar1
bulgusunu destekleyen bir¢ok arastirma da (Amoako, 2019; Baglama vd., 2018; Dammeyer & Ohna, 2021; Dere-
Ciftci, 2015; Fernandez-Viader & Fuentes, 2004; Fisher vd., 2003; Thousand, 2003; Israelite & Hammermeister,
1986; Mandke & Chandekar, 2019; Yaman vd., 2016; Yazcayir & Girgin, 2019) vardir. Bu nedenle ihtiyag analizi
icin isitme engelli 6grencisi olan dgretmenlerle yapilan yari yapilandirilmis goriismelerden elde edilen bulgular
alanyazindaki ¢aligmalarla ayni dogrultudadir. Alanyazindaki aragtirmalar 6zel egitim 6gretmenlerinin sorunlarina
(Giileg-Aslan vd., 2014), isitme engelli 6grenciler ile ¢alisan 6gretmenlerin dinleme becerileri, okuma becerileri,
okuma- yazma becerileri gibi tek alandaki beceri kazandirmada yasadiklar giigliiklere (Demir & Tiryaki, 2014;
Sarikaya, 2011; Yazcayrr & Girgin, 2019) odaklandiklar1 arastirmalar oldugu gériilmektedir. Bu arastirmada
isitme engelliler alani igin gerekli olan 6gretmen mesleki yeterlilikleri bir biitiin olarak degerlendirilerek
ihtiyaglarin ortaya konulmasi aragtirmanin gii¢lii yonleri arasindadir. Arastirmanin veri toplama siirecinin yalnizca
Sakarya ilinde yiirtitiilmesi bir sinirlilik olarak goriilmektedir.

Sonug¢ ve Oneriler

Aragtirmanin sonucunda, isitme engelli 6grencisi olan dgretmenlerin isitme engellilerin egitimiyle ilgili;
tanimlar, siniflandirma ve isitme engelli ¢ocuklarin gelisim 6zellikleri, tanilanma ve degerlendirme siiregleri,
egitim yaklagimlari ve program uyarlama, BEP gelistirme ve uygulama, materyal hazirlama ve egitim ortamlarinda
teknolojinin kullanimu, iletisim modelleri, isitme cihazlar1 ve yardimci teknolojiler, ortam uyarlama ve etkili sinif
yonetimi, aileyle isbirligi konularinda yeterli diizeyde bilgiye sahip olmadiklar1 sonucuna ulagilmigtir. Bununla
birlikte 6gretmenler, kendilerini bu konularda yeterli bulmadiklarini ve egitim almak istediklerini ifade etmislerdir.
Bu sonuglar dogrultusunda izleyen baslikta uygulamaya ve ileride yapilacak arastirmalara yonelik Onerilerde
bulunulmustur.

Uygulamaya Yinelik Oneriler

1. Ogretmenlerin meslege baslamadan mesleki yeterliliklerinin daha iist diizeyde olabilmesi igin tiim
ogretmenlik lisans programlarina igitme engelli 6grenciler ve egitimleriyle ilgili dersler eklenebilir.

2. MEB biinyesinde tim kademelerde ¢aligan d6gretmenlere igitme engelli 6grenciler ve egitimleriyle ilgili
hizmet i¢i egitimler ve seminerler diizenlenerek onlarin bu alandaki mesleki yeterlilikleri arttirilabilir.

Tleri Calismalara Yonelik Oneriler

1. Isitme engelli cocuklarmn ailelerinin de g¢ocuklarimin egitimiyle ilgili ihtiyaclar1 ve g¢ocuklarinin
egitiminden beklentileriyle ilgili goriislerinin degerlendirilecegi alana 1sik tutacak c¢alismalar
planlanabilir.

2. Isitme engelli dgrenciler ve egitimleriyle ilgili dgretmenlerin gériislerinde belirttigi ihtiyaglarindan,
alanyazinin ve alan uzmanlariin goriiglerinden yola ¢ikarak bir rehber kitap hazirlanabilir.

Yazarlarin Katki Diizeyleri

Calisma, birinci yazarm ikinci yazar damigmanliginda yaptigr doktora tezinden {iretilmistir. Calisma
konusunu belirleme, arastirma deseni, veri toplama ve ¢aligmanin raporlanmasi gorevleri birinci yazar tarafindan,
verilerin analizi ise birinci ve ikinci yazarlar tarafindan yiiriitillmistir.
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Tesekkiir

Aragtirmamiza degerli goriisleri ile katki saglayan 6gretmen arkadaglara tesekkiir ederiz.
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Abstract

Introduction: Special education policy is based upon integration in Tirkiye. Hence, the professional
competencies of teachers working with hearing-impaired students in the field of hearing impairments have a
prominent role in this policy. This study aims to identify the teacher needs for the teacher competency training
program in hearing impairments to be developed for teachers of hearing-impaired students.

Method: Qualitative research design was adopted in this study, and the data were collected by semi-structured
interview on the professional knowledge and skills teachers need while teaching hearing-impaired students at
different levels (primary, secondary, and high school) in the central districts of Sakarya. The data were analyzed
by content analysis.

Findings: Through the data, the main themes of knowledge about the hearing impaired, communication models
and hearing aids, teaching methods and techniques, and academic and professional skills were unfolded.

Discussion: In the literature, there are many studies that reveal the necessity and importance of needs analysis in
studies to determine and develop teacher competencies and research results that are consistent with the findings of
this study.

Conclusion and Suggestions: As a result of this research, what teachers with hearing-impaired students state
about the education of hearing impaired are as follows: Definitions, classification and developmental
characteristics of hearing-impaired children, diagnosis and evaluation processes, educational approaches and
program adaptation, individualized education program (IEP) development and implementation, material
preparation and educational environments using technology, communication models, hearing aids and assistive
technologies, environment adaptation and effective classroom management. In addition, it was found that teachers
neither have sufficient knowledge about family education nor find themselves sufficient in issues regarding
hearing-impaired students, so they wanted to receive training. Based on the study results, suggestions, such as
supporting teachers with pre-service and in-service training and providing them with expert support, were made.

Keywords: Education of the hearing impaired, teachers’ professional competencies, teacher training program,
qualitative research, needs analysis, students with hearing impairment.
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Introduction

Hearing affects all areas of development of the individual. Thus, the education of hearing-impaired
individuals differs from their peers who can hear (Demir & Tiryaki, 2014; Sar1, 2007). The quality of education
of hearing-impaired students improves their potential and positively affects their success in their future business
and social lives (Sar1, 2002). Considering that education is the legal right of every individual, the knowledge,
skills, and attitudes of teachers working in this field gain prominence.

In Tiirkiye, the Ministry of National Education (MoNE), non-governmental organizations, such as
TEDMEM, a think tank within the body of the Turkish Education Association, and Foundation for Political,
Economic and Social Research (SETA) conduct quite detailed studies on teacher competencies to reveal what
qualities a teacher should have (Basbay & Kagnici, 2011). In this context, teacher competencies are vital for the
change and development of education as well as being a subject that has been studied and researched considerably,
both in Tiirkiye and in other countries. Teacher competencies are defined by MoNE in two dimensions: General
Competencies for Teaching Profession and Special Field Competencies (MoNE, 2017). In the General
Competencies of the Teaching Profession Report published by MoNE (2017), the professional competency of
teaching is defined as “the knowledge, skills, attitudes, and values that must be possessed to fulfill the teaching
profession effectively and efficiently.” In addition, three main competency areas, namely professional knowledge,
professional skills, attitudes, and values, 11 sub-competency areas, and sixty-five indicators related to these
competency areas, have been determined.

Council for Exceptional Children (CEC) for children with special needs has determined the qualifications
required of teachers working with deaf and hard of hearing students as seven main competencies and performance
indicators of 20 knowledge and 41 skills (CEC, 2018). The seven main competency areas identified are as follows:

1. The development of hearing-impaired students and their individual learning differences,
Learning environments of hearing-impaired students,

Curriculum information for hearing-impaired students,

Instructional plans and strategies for hearing-impaired students,

2

3

4. Evaluation for hearing-impaired students,
5

6. Professional learning and ethical practice,
7

Collaboration.

However, the competencies of the teaching profession are not a static phenomenon but have a dynamic
feature that constantly changes depending on the effort to raise individuals suitable for the age requirements. When
the definition of special education is examined, education programs that meet the academic and social needs of
students and specially trained personnel stand out as two significant points. Therefore, teachers’ professional
qualifications are significant for the education of hearing-impaired students. Teachers who have not received any
training in the field of the hearing impaired but still have hearing-impaired students in the schools they work in
may not feel competent enough about their education. Besides, adjustments need to be made in the learning and
teaching process, as hearing-impaired students cannot sufficiently benefit from incidental learning, experiences
that are not planned in advance and do not occur in line with certain goals, like their typically developing peers.
Classroom and branch teachers are required to have knowledge and skills in educational adaptations, such as
seating arrangement for hearing-impaired students, preparing materials specific to the physical (Aktiirel & Giirgiir,
2020; Wareham et al., 2006) and hearing-impaired, such as sound insulation, using effective methods and
techniques, and preparing and applying IEP (Aktiirel & Giirgiir, 2020; Wareham et al., 2006). However, the fact
that these teachers cannot use physical and instructional adaptations adequately may cause these students not to
benefit from the educational environment sufficiently (Aktiirel & Giirgiir, 2020; Yazgayir & Girgin, 2019). For
this reason, education program support should be provided to teachers who encounter these situations, including
how to provide education to hearing-impaired students and how to support hearing-impaired students inside and
outside the classroom (Glirgiir & Uzuner, 2010).

There are studies on hearing-impaired students, their characteristics (Karasu, 2011; Karasu et al., 2012;
Pistav-Akmese & Kayhan, 2016a), teachers working with these students and different dimensions of their
professional competencies (Glirgiir et al., 2012; Pistav-Akmese & Kayhan, 2019; Sari, 2007; Yazcayir & Girgin,
2019). Karasu (2011) evaluated the reading levels of hearing-impaired students and normally hearing ones in his
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research. In their research, Pistav-Akmese and Kayhan (2016a) focused on the opinions of teachers about the
communication approaches used by hearing-impaired students in the preschool period. As for Giirgiir et al. (2012),
the scholars examined teacher competencies in one-on-one interviews with a hearing-impaired student. In a study
conducted by Sar1 (2007), the scholar examined the effect of the in-service teacher training program (INSET) on
the attitudes of primary school teachers who teach hearing-impaired students in primary schools in Tirkiye and
found that this program had a positive effect on teachers' attitudes toward inclusion. Yazgayir and Girgin (2019)
examined the views of classroom teachers on improving the listening skills of hearing-impaired students. Besides,
when the literature was examined, it was seen that there had been studies on the significance and necessity of needs
analysis for the professional competencies of teachers (Al-Dababneh et al., 2016; Giileg-Aslan et al., 2014;
Tzivinikou, 2015), regarding the problems of special education teachers with hearing-impaired students (Giileg-
Aslan et al., 2014), and the difficulties experienced by teachers in developing skills in a single field, such as reading
and literacy skills (Demir & Tiryaki, 2014; Sarikaya, 2011). However, to our knowledge, in the literature, no
research has been found on the determination of the needs of teachers with hearing-impaired students to improve
their professional competency. Considering the gap in the literature, it is thought that the current research might
help prepare a teacher training program for practice and shed light on further studies.

In the literature, it has been emphasized that the quality of the education system is closely related to
teacher competencies (Demirel, 2020; Eng, 1979; Erisen & Celikoz, 2003). Here, it could be stated that the quality
of the education service to be provided to hearing-impaired students is directly related to the professional
competencies of their teachers. Most of the hearing-impaired students continue their education in special education
classes or full-time inclusive practices, and some of them continue with separate education practices in schools at
different levels provided for them (MoNE, 2020). Considering this situation and Tiirkiye’s special education policy
toward inclusion, it is known that the majority of hearing-impaired students continue their education as students
who benefit from inclusive practices (ACSHB [Ministry of Family, Labor and Social Services], 2020; MoNE,
2020). In inclusive practices, both inclusive and subject teachers take part. It has been deduced from the results of
the studies that these teachers have limited knowledge about the field of special education and the characteristics
of hearing-impaired students (Aktiirel & Giirgiir, 2020; Yazgayir & Girgin, 2019). Thus, enhancing teachers’
professional competence might positively contribute to the students in terms of the benefits they could receive
from education. For this reason, determining and developing the professional competencies of teachers who will
teach hearing-impaired students is necessary for both the students and the quality of education.

This study aims to identify the teacher needs for the Hearing-impairments (i.e., deaf and hard of hearing)
Teacher Competency Training Program to be developed for teachers with hearing-impaired (i.e., deaf and hard of
hearing) students. In this study, it is expected to reveal what qualifications teachers need while teaching hearing-
impaired students. This research is a preliminary study to determine the needs to prepare a teacher competency
training program for the hearing impaired. In line with this aim, the research question was developed as, “What
are the needs of teachers with hearing-impaired students for the teacher proficiency training program in the field
of hearing-impaired?”

Method

In this section, details about the research model, study group, data collection tool and data analysis are
provided. For this research, ethics committee approval dated 19/03/2021 and decision numbered 2021/139 was
obtained from Necmettin Erbakan University, Social and Human Sciences Scientific Research Ethics Committee.
In accordance with the Ethics Committee Decision, all the teachers who participated in the study were asked to fill
in a participant consent form stating that they participated in this study voluntarily.

Research Design

The current study was planned as qualitative research in line with its aim. Data were collected using the
semi-structured interview technique. This method was used to obtain teachers' opinions in more detail.

Study Group

In this study, the researchers adopted the maximum variation sampling method while determining the
study group. Maximum variation sampling is to create a small sample group and, at the same time, determine the
sample to reflect the diversity of individuals that may be relevant to the research question at the maximum level
(Yildirim & Simgek, 2016). The researchers planned to interview 25 teachers with hearing-impaired students in
their classrooms in the central districts of Sakarya. Teachers working at all levels were included in the study group,
considering the institution level (preschool-primary-secondary-high school) where they work. The aim here was
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to identify the needs of teachers. However, two of the teachers left the research shortly after it started. The
characteristics of the teachers in the study group are shown in Table 1.

Table 1
Characteristics of the Teachers Taking Part in the Study Group

Variables f %

Gender Female 13 57
Male 10 43

Preschool 2 9

Primary 5 22

Type of institution Secondary 6 26
High school 8 34

Special education class 2 9

26-30 5 22

31-35 8 35

Age 36-40 6 26
41-45 4 17

0-5 years 3 13

6-10 years 5 22

Years of Experience 11-15 years 9 39
16-20 years 4 17

21 years and above 2 9

Status of taking courses/seminars/lessons related to the hearing Yes 3 13
impaired No 20 87
Total 23 100

Data Collection Tools

The data were collected with a semi-structured interview form developed by the researchers. In this study,
the interview form developed by the researchers was first reviewed, and a draft interview form was prepared by
interviewing teachers, academicians and academics experienced in qualitative research. The pilot application of
the prepared draft interview form was performed with three teachers, and their opinions on the interview questions
were taken. In line with the findings obtained after the pilot application, the researchers made a re-evaluation
(Mayring, 2016; Patton, 2014; Yildirim & Simsek, 2016). Initially, the interview form consisted of eight questions
about the developmental characteristics of hearing-impaired students, preparation and implementation of
individualized education plan (IEP), education program used in hearing-impaired students, teaching methods and
techniques, educational materials, hearing aids, measurement and evaluation, and communication methods. In line
with the opinions and suggestions received from two academics experienced in qualitative research, it was decided
that these questions would be probes and that the question, “As a teacher working with the hearing impaired, what
kind of training do you need to increase professional competencies?” would be one for the interview. Teachers
working in the field stated that a question regarding the identification processes of hearing-impaired students
should be added, and that question was included in the probes. Considering the suggestions for the interview form,
the researchers finalized the semi-structured interview form consisting of an interview question and nine probes.

The semi-structured interview form prepared for needs analysis consists of nine different probing
questions such as “As a teacher with the hearing impaired, what kind of training do you need to increase
professional competencies?”, and the ones on communication methods with hearing-impaired students, IEP
preparation and application, teaching methods and techniques, educational materials and use of technology,
hearing aid technologies and devices, measurement and evaluation activities. The semi-structured interview
technique was preferred because it is a technique that is applied without leaving the core of the researched subject,
far from a rigid approach, and it contains alternative questions and probes that provide access to an in-depth, rich
data set. With semi-structured interviews, the aim was to obtain richer data by obtaining more detailed and in-
depth views of teachers about the knowledge, observation, proficiency and needs specific to the field of hearing
impaired (Patton, 2014; Yildinm & Simsek, 2016).
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Data Collection and Analysis

Within the scope of this research, 23 teachers were interviewed. All the interviews lasted between 20 and
40 minutes. The interviews were planned in a quiet environment in the schools where the teachers work (e.g., an
empty classroom, teachers' room, or administrator's room) and at times convenient for them. The data collection
process was completed between May and June 2020. In that process, the necessary approvals and consent of the
participants were received and the interviews were recorded with the help of a voice recorder. The data were then
converted into written form and analyzed by content analysis.

With content analysis, the researcher tries to define the data and reveal the facts that may be hidden in the
data (Creswell, 2002). The purpose of content analysis is to reach concepts and relationships that could explain
data in an inductive approach (Patton, 2014; Sozbilir, 2009; Yildinm & Simsek, 2016). The basic process in
content analysis is to gather similar data within the framework of certain concepts and themes and to interpret
them in a way that the reader can understand (S6zbilir, 2009). The reason for using content analysis in this study
is to reveal teachers' expectations for the hearing impaired and the teacher education program, the issues they need
support, the usability of the teacher training program and its effectiveness in meeting the needs, with an inductive
approach. For this purpose, the following stages were followed in the analysis of qualitative data.

1. The first researcher recorded the interviews with the teachers who have hearing-impaired students with a
voice recorder.

2. The transcript of the data was written by the first researcher.

3. All the qualitative data obtained from the interview were analyzed by the researchers and divided into
meaningful sections, and codes were created on the basis of what they mean conceptually.

4. The codes obtained were examined by the researchers and divided into categories according to their
similarities and differences.

5. Draft themes covering the categories were developed in a way that would provide semantic integrity in
the categories.

6. The codes and draft themes developed by the researchers were checked and rearranged by an expert in
the field. The incompatible codes and themes were removed and excluded from the analysis.

7. The main themes and codes were determined and the data analysis process was completed.

In this study, two steps were used to ensure the construct validity of the research. The first of these was
to provide participant diversity by collecting data from teachers working at different educational levels. Secondly,
after the data were reported, two teachers to whom the data were asked to be checked. To ensure the reliability of
this study, all its processes were written in detail. The data collection process in this study was spread over time.
Throughout the process, the first researcher spent time with the participants in the schools where she went for the
interview, which enabled the participants to develop a positive attitude toward the researcher. With this, the aim
was to contribute to the credibility of the research. During the research data analysis, the researchers worked
together and decided on the themes and codes until unanimity was achieved on the common themes and codes
from the data. All those processes contributed to the validity and reliability of this study.

Results

The data were analyzed using content analysis. Four main themes were obtained from the codes and
categories. They were knowledge of the hearing impaired, communication models and hearing aids, teaching
methods and techniques, and academic and professional skills, which are demonstrated in Figure 1.
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Figure 1
Themes from the Data

Themes

1. Basic Knowledge of the Hearing Impaired

Analysing the data, the findings showed that the teachers suggested being supported with a training
program on the definitions of the hearing impaired, the developmental characteristics of the hearing-impaired
individuals, their classification, diagnosis processes and evaluations, and family education. In addition, the
teachers also stated that they did not know the meaning of many of the terms used in the reports of hearing-impaired
students, that they did not know whether their developmental characteristics were different from their hearing
peers, and that they could not provide field-specific information to the parents to cooperate with them. The theme
of knowledge based on the hearing impaired was gathered within the framework of four common sub-themes. As
indicated in Figure 2, these sub-themes are the developmental characteristics of the hearing impaired, family
education, classification, diagnosis and evaluation.

Figure 2
Theme and Sub-themes of Hearing-impaired Basic Content Knowledge

Developmental

characteristics

of the hearing
impaired

Family
education

Diagnosis and
evaluation

Classification
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Examining the views on the developmental characteristics of the hearing impaired, it was observed that
all of the teachers (100%, n = 23) did not find that the developmental characteristics of the hearing-impaired
students were much different from their peers. However, their language development was affected by the hearing
impairment. They stated that knowing the level of being affected by inadequacy requires expertise. Teachers also
stated that they did not know how much their hearing-impaired students understand them. In addition, they
emphasized that the receptive language skill level of hearing-impaired students and the importance of developing
these skills should be known to them. Some teachers' views are provided as follows:

“In my opinion, language development also affects other developmental areas in these children. But I
don't know how much it affects. | think that the mental development of my hearing-impaired student is
particularly affected. But of course, | don't know how much. After all, this requires expertise, | don't
know, but s/he is not like children who can hear.” (T7)

“While teaching my hearing-impaired student, perhaps the thing I need most is her/his developmental
characteristics. | am aware that s/he does not have very different features that distinguish her/him
physically and mentally from her/his normal peers, but | cannot say the same for language development.
I don't even know how much these students understand us. Can s/he make sense of what | am saying in
the sense that | am saying it? I'm wondering about this. What should I do for her/him to understand me?
Therefore, for me, knowing language developments would make my work easier in the classroom.” (T2)

Examining the teachers’ views on family education, it was realized that almost all of the teachers (91%,
n = 21) felt insufficient while providing the families with information about the hearing impaired or guiding the
students, whereas very few of them (9%, n = 2) stated that they had learned about the hearing impairment with
their own efforts. The teachers participating in this research pointed out that they voluntarily met with other
professionals (e.g., audiologist, speech and language therapist, otolaryngologist, and educational audiologist)
related to hearing-impaired students. In addition, they emphasized the significance of proficiency in the approach
and family guidance of hearing-impaired students. Extracts from their views are provided as follows:

“...The parents are not bad, they are caring. But | personally do not see myself as competent to guide the
family, to guide them about hearing impairment or their children.” (T18)

“As | wanted and was curious about myself, I got the number of the child's doctor and audiologist from
the family. | personally called and got information about the child. I thought I should know first that |
should help her/his family. We do not know how to approach the family, how to share information about
the child, or how to include her/his family in this education. We are lacking in this, and we need training.”
(T12)

Most of the teachers (74%, n = 17) stated that they were uncomfortable with the concepts used in their
environment related to the hearing impaired and that they found these concepts offensive. However, they were
also indecisive about which concept to use. Also, 26% (n = 6) of the teachers stated that they did not know which
concepts to research using while obtaining information about their students, and that there was no concept unity
in the field. They pointed out the significance of concept association and knowing the meanings of concepts and
terms. Extracts from the teachers' opinions are provided as follows:

“...For example, expressions that I don't like are also used in my environment, such as deaf, unable to
hear. But even | don't know very well which concept means what. When describing this student, I don't
know if | should say hearing impaired, hard of hearing or deaf.” (T19)

“Actually, I want to be useful to my student. For this, I search for various sources, and | do research on
the internet, but the definitions used here are also different. How should I search? Which concepts should
1use?” (T12)

Examining the teachers’ views on the classification, it was seen that the concepts related to the hearing
impaired and the meanings of the concepts were not fully known. All of the teachers (100%, n = 23) stated that
they did not know the meanings of the concepts (e.g., conduction type, sensorineural type, and mixed type) used
in the classification of these students and even that they saw them for the first time. Accordingly, they stated that
they did not understand the placement reports of the Guidance and Research Centre (GRC) and the concepts related
to the classification of hearing-impaired students. Teachers emphasized that they did not know the classification
of hearing-impaired students and that this was necessary for their education. Extracts from the teachers' views are
provided as follows:
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“My student's report says something like bilateral sensorineural. I tried to find out what it means with my
own effort. If we are going to educate these children, they should also tell us about them.” (T20)

“We do not have much information about the hearing impaired. As a result, we have difficulty
understanding the reports from the GRC. Unfortunately, the classification concepts or ratings used in
these GRC reports mean nothing to us...” (T1)

According to their views on diagnosis and evaluation, 100% of the teachers (n=23) stated that they had
students from student groups that showed different development before. However, they explained that it was the
first time they taught hearing-impaired students in an inclusive environment and that training for other student
groups with different development was provided both in-service and pre-service. They mentioned that due to their
lack of knowledge, teachers did not consider themselves adequate in the identification and evaluation processes of
hearing-impaired students. Extracts from the teachers’ opinions on the diagnosis and evaluation processes of
hearing-impaired students are provided as follows:

“I worked in an inclusive class before, so I had an inclusive student, but the child had a mild mental
learning disability. I am a classroom teacher; | received training on mentally disabled children both while
I was at the faculty and through in-service training. Therefore, I find myself better in that field. Now, |
have a hearing-impaired student, but I do not know how they are diagnosed and evaluated, and their
developmental characteristics. For example, how much does my student hear, how much does s/he
understand, how will s/he speak? what should I do?” (T23)

“...in fact, hearing-impaired people are not an inclusive group that we often come across like a learning
disability or an intellectual disability. | am working with such a student for the first time, so | do not know
her/his diagnosis and evaluation.” (T3)

2. Communication Models and Hearing Aids

In the interviews, the teachers stated that they needed training on how to communicate with hearing-
impaired students and about hearing aids. They also pointed out that they did not know how to communicate with
their hearing-impaired students, that they could not communicate with students who did not use hearing aids
through sign language, that verbal methods were often insufficient in communicating with hearing-impaired
students, and that their knowledge about the use, maintenance and repair of individual hearing aids used by students
was insufficient. When the data obtained under the theme of communication models and hearing aids were
analyzed, it was seen that sub-themes, such as hearing aids, sign language approach and verbal approach emerged,
as indicated in Figure 3.

Figure 3
Communication Models and Theme and Sub-themes of Hearing Aids

Hearing aids
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According to their views on hearing aids, almost all of the teachers (87%, n = 20) stated that they were
aware that hearing aid helps students’ hearing; however, they did not have knowledge about the performance of
the devices and how to solve minor problems that may arise in the devices. Few of the teachers who participated
in the interview (13%, n = 3) mentioned that they were familiar with hearing aids and had knowledge about them.
Extracts from the teachers' opinions are provided as follows:

“My student in my class wears a hearing aid. Sometimes the device makes a noise during the lesson, and
I talked about this with the family. T don't know if there is anything I can do in such a situation.” (T1)

“I got to know the information about the hearing aid of my student in my class, both by doing research
and as much as | learned from the family. | can replace the battery; I can solve the simple chirping sound.”
(T12)

According to their views on communication models, all of the teachers (100%, n = 23) stated that they
lacked information about how to communicate with hearing-impaired students. They pointed out that they did not
have enough information about which communication model (verbal-signal) should be preferred for the hearing-
impaired student. Other students in the class mentioned that they had difficulties communicating with the hearing-
impaired student and the speech intelligibility of the hearing-impaired student. In addition, they also expressed
that the students had difficulties communicating by speaking, they were not sure that their students understood
themselves, the teachers themselves did not know sign language, and they did not know how to support their
students in communication. Extracts from the teacher’s opinions on sign language and verbal approach sub-themes
are provided as follows:

“My student also has a problem with his speech because s/he cannot hear. S/he can talk and can say a few
words, but we cannot understand what s/he is saying. We cannot communicate with her/him by talking,
we cannot communicate with her/him by writing, and we do not know any signs. We don't know how to
contact her/him. | say we because not only me but also her/his classmates are facing the same problems.”
(T4)

“My student is one who was found to be deaf at a young age and has been taken care of by her/his family.
Her/his parents are teachers. S/he was trained, and s/he used a hearing aid. Her/his family said we could
communicate verbally. We communicate with her/him verbally, but | still don't think s/he fully
understands me. Also, it is not a problem for me to maintain verbal communication. My main challenge
is how | should support her/him in using this approach, how | should prepare the other students in the
class for this communication method.” (T15)

3. Teaching Methods and Techniques

Analysing the data, another theme emerged. It was teaching methods and techniques. Under the theme of
teaching methods and techniques, sub-themes of educational approach, strategy, method and technique, 1EP
development and implementation, and educational materials were determined as indicated in Figure 4.

Figure 4
Themes and Sub-themes of Teaching Methods and Techniques

IEP
development
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implementation
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materials
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According to their views on the strategy method and technique, most of the teachers (96%, n = 22) stated
that while working with hearing-impaired students, they could not communicate verbally with this student.
However, they stated that they were not sure which approach and strategy would be more beneficial to adopt. They
did not know which method and technique they should use, either. Extracts from teachers' opinions explaining this
situation are provided as follows:

“I don't know which approach to choose or what method and technique should be used when teaching a
hearing-impaired student. Now, I'm a history teacher. How do | explain a subject to normal children, what
homework do | give, | explain with plain language, and | add questions and answers. | see the children,
getting distracted from the lesson. Then, | come up with an anecdote and catch their attention again. In
other words, this situation does not apply to the hearing-impaired student.” (T3)

“...Now think about it this way, | cannot communicate verbally with this child. And we tend to use verbal
expression more in our lessons. Then how am I going to teach this child?” (T2)

Regarding educational materials, most of the teachers (70%, n = 16) stated that they needed support in
preparing materials suitable for their hearing-impaired students. Some teachers, on the other hand, stated that
(30%, n=7) they realized it was easier for hearing-impaired individuals to understand and make sense of visual
materials. They gave more written instructions by empathizing with the students, and could prepare materials for
their hearing-impaired students by making use of technology. Extracts from the teachers' views on this topic are
provided as follows:

“Preparing teaching materials or coming up with an activity on the subject I am lecturing about is
something | can do automatically now. However, | don't know how | should prepare the material on the
same subject for my hearing-impaired student and what kind of activity | should design. I try to empathize
with her/him, so | usually give her/him written instructions rather than verbal ones. Speaking on my
behalf, I think technology will provide a lot of support for educational materials, but even at this point,
we miss students with hearing impairment.” (T8)

“I use the smart board a lot in math lessons. I would like to share a point that I noticed. This student, who
has hearing difficulties, better understands the parts with a lot of visuals. ...that is, I understand that s/he
understands because s/he is not only able to write it down to the people on the board, but can solve the
question | ask about the subject s/he understands.” (T14)

Examining their views on IEP development and implementation, it was revealed that the majority of the
teachers (91%, n = 21) had difficulties developing and implementing IEPs for their hearing-impaired students, and
that preparing IEPs was teamwork. They could not receive the support they expected from either school
administrators or teacher friends, the teachers also expressed that they did not have enough motivation to
implement IEP. Few of the teachers (9%, n = 2) mentioned that they had knowledge about IEP, as they were
preparing for IEP, but they needed a little more support. Opinions supporting the sub-theme of IEP development
and implementation are provided as follows:

“Preparing and applying IEP also requires knowledge before skill. It's been years since we graduated from
school; they didn't give us such an education at the university anyway. Well, now, how do we do this
IEP? Okay, look, school doesn't give you everything, and you can learn something with your own effort.
However, to be honest, | would never have thought that | would have a hearing-impaired student. You
know, maybe if it were explained a little bit, how to do IEP and so on, | would try, too.” (T21)

“Of course, we have some information because we are preparing an IEP, but we need more information
both to prepare and implement it.”” (T6)

4. Academic and Professional Skills

The teacher participants stated that they needed an education aimed to acquire academic and professional
skills for hearing-impaired students. Examining their views within the framework of the academic and professional
skills theme, it was revealed that the opinions were gathered around the sub-themes of environment and program
adaptations, evaluation, effective classroom management, and hearing aid technologies. The related sub-themes
are presented in Figure 5.
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Figure 5
Themes and Sub-themes of Academic and Professional Skills

Hearing
assistive
technologies
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According to their views on the environment and program adaptation, the teachers stated that they did not
have enough information about how to adapt the program for hearing-impaired individuals (100%, n = 23).
Therefore, they stated that they did not use alternative evaluation methods. They further explained that they tried
to do something by trial and error in this regard, and it was unfair for these children to be evaluated with central
exams. Teachers' views on program adaptation and evaluation of their students are provided as follows:

“As a teacher, we are not only in the position of transmitting information, but we must also bring the
educational environment to the position where the best learning will take place. We need to know what a
hearing-impaired student needs in the educational environment; we do not know. It's not just about the
environment; how are we going to adjust the program for this kid?” (T17)

“I am a metalworking teacher. When I look at the curriculum, I say all the objectives are too much for
this child. But I don't know how to simplify it. I think it's normal that we don't know these things, but
maybe if a course, such as an in-service training, had been organized, we could have been more beneficial
to hearing-impaired individuals in the classroom.” (T13)

On hearing aid technologies, most all of the teachers participating in the research (96%, n = 22) stated
that they did not have enough knowledge about hearing aid technologies, while those who had knowledge acquired
information about the preparation of educational materials or IEPs, and technologies that supported the hearing-
impaired student in the classroom with their own efforts. Extracts from the teachers’ opinions participating in this
study on this subject are provided as follows:

“I think that a lot of support can be obtained from technology in the education of these children. Let me
tell you this here, from the educational material to the characteristics of the children, to the IEPs, and even
to the educational assistive technologies used in the classroom. As far as | have researched myself, there
are technologies that make it easier to hear or take notes.” (T14)

Regarding effective classroom management, almost all of the teachers (91%, n = 21) stated that although
they were aware that the noise in the classroom posed a problem for the hearing-impaired students, they were
insufficient in adapting to the environment. However, a great majority of the teachers stated that they needed
support for effective classroom management as well as taking measures, such as making the hearing-impaired
student sit close to the teacher and the blackboard and include writing and drawings in their lessons. The teachers’
opinions who participated in the study on this subject are provided as follows:

“I try to set a decent and quiet environment for her/him. For example, | try to keep the class quiet so my
student can understand and perceive better because s/he has a hearing problem. But, sometimes, | feel
inadequate. Because students have energy after all, and want to show it, which causes noise in the
classroom.” (T22)
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“I sit my deaf student closer to me in my classroom. So, s/he sits in the front and sits closer to the board
as well. I use the board a lot. For her/him to understand, | explain everything | say by writing and drawing
on the board. Of course, I would like to know what more I can do about it.” (T16)

Discussion

In this study, four main themes, namely, knowledge of the hearing impaired, communication models and
hearing aids, teaching methods and techniques, and academic and professional skills were obtained. The findings
of the research were discussed in line with these themes.

It was observed that the teachers stated that they could be supported with the training program to be
prepared on the definitions of the hearing impaired, their developmental characteristics, classification, diagnosis
processes and evaluations, and family education within the framework of the theme of basic knowledge about the
hearing impaired. It was concluded that the teachers did not have enough knowledge about the basic subject
knowledge theme of the research, the terms specific to the field of the hearing impaired, cooperation with the
family, and supporting the development areas of hearing-impaired students. In the literature, there are studies with
consistent results with the results of this study. In the study conducted by Yazcayir and Girgin (2019), the findings
showed that most of the teachers who had hearing-impaired students in the inclusive environment did not have
sufficient knowledge about the hearing-impaired. Similarly, Pistav-Akmese and Kayhan (2016a) concluded in
their research that teachers working in an educational institution where reverse inclusion was practiced in the
preschool period needed information about evaluating their hearing-impaired students. As a result of the study
conducted by Sar1 (2007), it was stated that teachers with hearing-impaired students needed information about
hearing loss and hearing-impaired students. In the international literature, Luckner and Muir (2001) stated that the
rate of hearing-impaired students receiving education in general education environments was gradually increasing.
It is also emphasized in the results of the studies that hearing-impaired students encountered problems, such as
communication, access to the curriculum and peer interaction in general education environments (Marschark et
al., 2011; Mastropieri & Scruggs, 2014; Salend, 2005; Turnbull et al., 2013). In the literature, there are suggestions,
such as making physical and instructional adaptations, preparing and implementing a program suitable for the
student, and improving the knowledge and skills of teachers so that hearing-impaired students can benefit from
general education environments more effectively (Funk & Funk, 1989; Palmer, 2014; Salend, 2005, Turnbull et
al., 2013).

In this study, within the framework of communication models and hearing aids, it was revealed that
almost all of the teachers did not know how to communicate with their hearing-impaired students, that they could
not communicate with students who did not use hearing aids as they do not know sign language, and that the verbal
method in communicating with hearing-impaired students was often insufficient in communication. It was
disclosed that the student’s knowledge about the use, maintenance and repair of individual hearing aids was
insufficient. In addition, it was unveiled that the teachers had difficulties choosing communication models,
communicating with the other students in the class with hearing-impaired students, and understanding their
speeches. Al-Dababneh et al. (2016) stated in their study called Competencies Needed by Teachers to Teach
Hearing-impaired children in Jordan that one of the competencies teachers needed when communicating with their
hearing-impaired students was to know sign language. Marschark et al. (2011) stated in their study that children
with hearing difficulties needed additional support, such as using assistive technology and sign language, to access
the curriculum. In the study of Pistav-Akmese and Kayhan (2016b), analysing the opinions of experts with hearing-
impaired students on their education, it was possible to know sign language for teachers with hearing-impaired
students. emphasis was placed on its importance. In this study, the finding that all teachers with hearing-impaired
students felt inadequate about their communication model, especially sign language, shows parallelism with these
studies in the literature.

Other prominent findings of the study are that most of the teachers in the classroom with hearing-impaired
students had difficulties using a suitable teaching method and needed support while preparing materials, preparing
and applying IEP. In a study on the materials used in Turkish lessons for hearing-impaired students, Tiryaki (2015)
revealed that the textbooks were not suitable for the hearing-impaired students, that they had difficulty finding
materials, and that they usually prepared the materials themselves. In another study, Yazg¢ayir and Girgin (2019)
found that teachers made their own materials, while Uysal (2010) unveiled that teachers themselves summarize
the texts in their textbooks that were too long for hearing-impaired students. As for Giirgiir et al. (2005), the
scholars pointed out that teachers had problems in practice due to the lack of educational equipment. One of the
findings was that some teachers realized that it was easier for hearing-impaired individuals to understand and make
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sense of visual materials. It was seen that one of the similar studies in Tiirkiye supporting this finding was the
research conducted by Cift¢i (2009) on the evaluation of computer-aided materials by teachers, and the other was
the one conducted by Tiryaki (2015). Ciftgi (2009) concluded that these materials contributed to the language
development of students, while Tiryaki (2015) suggested that visual materials were significant in the language
education of hearing-impaired students in concretizing information and increasing permanence. In another study,
it was stated that teacher training programs prepared for teachers who would work with the hearing-impaired
regarding teaching methods and techniques should also include teaching and learning strategies (Hyde & Power,
2003). Luckner (1991), in a study on teachers on the competencies needed in the teaching of hearing-impaired
students, deduced that IEP development and evaluation were among the competencies specified by both primary
and secondary school teachers. In the light of all those, it could be noticed that the results of the studies in the
literature and the findings obtained within the framework of the teaching methods and techniques theme of this
research were in the same direction.

Another finding of this study was that almost all of the teachers participating in this study had a lack of
knowledge about acquiring academic and professional skills for hearing-impaired students, program adaptation,
alternative evaluation, and adaptation of educational environments. As a result of the research conducted by
Yazgayir and Girgin (2019) in Tiirkiye, it was revealed that less than half of the classroom teachers with hearing-
impaired students had sufficient knowledge about the classroom seating arrangement, physical environment
arrangements, using visual materials, and adjusting the tone and speed of speech required for hearing-impaired
students. Luckner and Carter (2001) emphasized that the need to develop teachers' competencies was the most
significant factor in adapting teaching materials and teaching methods to hearing-impaired children. Likewise, in
a study conducted in Jordan, it was concluded that teachers needed information about teaching methods and
evaluation methods for hearing-impaired students (Al-Dababneh et al., 2016). The results of the studies in the
literature are consistent with the findings of this study.

As a result, by taking the teachers’ opinions, the needs analysis of a teacher training program for the
hearing impaired and the training needs of the teachers on this subject were tried to be revealed with this study. In
the literature, there are several studies that reveal the necessity and significance of needs analysis in studies to
determine teacher competencies (Al-Dababneh et al., 2016; Bural, 2020; Eker, 2020; Giileg-Aslan et al., 2014;
ilik, 2015; Karaca, 2018; Kizilkaya, 2021; Luckner, 1991; Tzivinikou, 2015). However, in this study, teachers
with hearing-impaired students mentioned their professional competency, basic knowledge of the hearing-
impaired, diagnosis and evaluation, communication models, hearing aids, material preparation, IEP development,
learning-teaching strategies, acquiring academic and professional skills, program adaptation. There are also many
studies supporting the finding that they needed training in the fields of alternative evaluation and adapting
educational environments (Amoako, 2019; Baglama et al., 2018; Dammeyer & Ohna, 2021; Dere-Cift¢i, 2015;
Fernandez-Viader & Fuentes, 2004; Fisher et al., Thousand, 2003; Israelite & Hammermeister, 1986; Mandke &
Chandekar, 2019; Yaman, t al., 2016; Yazgayir & Girgin, 2019). Thus, the findings obtained from semi-structured
interviews with teachers with hearing-impaired students for needs analysis were in line with the studies in the
literature. It was seen that the studies in the literature have focused on the problems of special education teachers
(Giileg-Aslan et al., 2014) and the difficulties experienced by teachers with hearing-impaired students in
developing skills in a single field, such as listening, reading, and literacy skills (Demir & Tiryaki, 2014; Sarikaya,
2011; Yazgayir & Girgin, 2019). In this research, one of the strengths is that this study has revealed the needs by
evaluating the professional competencies of teachers require for the field of hearing impaired as a whole. One of
the limitations of this study was that research data collection process was carried out only in Sakarya province.

Conclusion and Suggestions

The findings obtained in this study showed that teachers did not have sufficient knowledge about the
definitions related to the education of hearing-impaired students, classification and developmental characteristics
of the hearing-impaired students, identification and evaluation processes, educational approaches and program
adaptation, IEP development and implementation, material preparation and use of technology in educational
environments, communication models, hearing aids and assistive technologies, environment adaptation and
effective classroom management, and cooperation with the family. However, the teachers stated that they did not
find themselves sufficient in those topics and that they would like to receive training. In line with those results,
suggestions were made for practice and further research.
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Suggestions for Practice

1. For teachers to be at a higher level before they start their profession, courses related to hearing-impaired
students and their education should be added to the undergraduate curriculum in all teaching branches.

2. Professional qualifications in this field should be increased by organizing in-service training and seminars
on hearing-impaired students and their education for teachers working at all levels in the Ministry of
National Education.

Suggestions for Further Research

1. Studies should be planned to shed light on the area where the views of the families of hearing-impaired
students regarding their children's educational needs and expectations of their children's education could
be valued.

2. A guidebook should be prepared based on the needs of hearing-impaired students and the opinions of
both teachers about their education and field experts, and the literature.
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Makalelerin Degerlendirilme ve Yayimlanma Siireci
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Tartisma ve varsa Sonug boliimlerini degerlendirmekte; ayrica ¢alismanin Bigim ve Anlatim 6zelliklerini
inceleyerek calisma hakkinda Genel Degerlendirme yapmaktadirlar. Hakem degerlendirmeleri genel
olarak ¢aligmalarin 6zgiinliik, kullanilan yontem, etik kurallara uygunluk, bulgularin ve sonuglarin tutarli
bir sekilde sunumu ve alanyazin agisindan incelenmesine dayanmaktadir. Hakemler tarafindan yapilan
degerlendirme siireci sonucunda degerlendirme formlar1 tamamlanmakta ve yazar(lar)a iletilmek iizere
a) yaymmlanabilir, b) ret, ¢) minor ya da major revizyon olmak iizere li¢ karar alinabilmektedir.

Hakemler tarafindan 1. tur degerlendirmede hazirlanan raporlar Alan Editdrii tarafindan incelenerek varsa
red karar1 veren hakem(ler)den ayrintili rapor istenir. Alan Editorii, hakemlerden gelen raporlarin yani
sira kendi goriislerini de ekleyerek yazar(lar)a 1. Tur Degerlendirme Raporunu gonderir ve
yazar(lar)dan raporlarda yer alan diizeltmeleri en az 15 giin iginde gergeklestirerek ¢alismay1 revize
etmesini talep eder. Yazar, revizyon dosyasini ve eger caligsma igin red karar1 veren hakem var ise red
kararina karsilik savunu dosyasini taninan zaman i¢inde sisteme yiikler. Calismanin revize edilmesinin
ardindan 2. Tur/EK Hakem Degerlendirmesi siireci baglatilir. Alan Editori, 2. tur incelemede hakem
degerlendirmeleri sonucu ‘“‘yayimlanabilir” karar1 verilen ¢aligmayr Son Okumaya alir. Hakem
degerlendirmeleri siirecinde hakem(ler) tarafindan red karari verilen ¢alisma, Alan Editorii’niin
Editor’den alacagi onayla reddedilerek yazara iade edilir.

4. Yaymmlanabilir karar1 verilmis olan ¢alisma i¢in Alan Edit6rii tarafindan son okuma siireci baglatilir. Alan
Editorii bu asamada caligmay1 tekrar okuyarak yazar(lar)dan gerekli diizeltmelerin yapilmasini ve
makalenin birebir gevirisinin (sertifika ile birlikte) sisteme yiiklenmesini talep eder.

a. Eger ¢alisma DergiPark sistemine yazim dili Tiirk¢e olarak yiiklenmigse bu agamada anadili
Tiirkge olan yazar/(lar), alismalarmin Ingilizce tam metnini sertifikah redaksiyon hizmeti
veren bir sirketten alinan belge ile DergiPark sistemine yiikler,

b. Eger ¢alisma Dergipark sistemine sertifikali redaksiyon hizmeti veren bir sirketten alinan
belge ile yazim dili Ingilizce olarak yiiklenmisse bu asamada ana dili Tiirk¢e olan yazar/(lar),
caligmalarinin tam metnini kendileri Tiirk¢e’ye gevirerek DergiPark sistemine yiikler,

c. Eger calisma DergiPark sistemine sertifikali redaksiyon hizmeti veren bir sirketten alinan
belge ile yazim dili Ingilizce olarak yiiklenmisse bu asamada ana dili Tiirkce olmayan
yazar(lar) i¢in Tiirkce ceviri istenmez, ¢aligma kabul alirsa yalnizca Ingilizce olarak yayimlanir.

Yazarin c¢alismayr revize etmesinin ardindan Alan Editorii gerekli diizeltmelerin tamamlanip
tamamlanmadigini kontrol ederek calismay1 Tiirk¢e ve ingilizce metinlerin uyumunun ve ingilizce yazim
ve dil kontroliiniin gergeklestirilmesi i¢in Yabanci Dil Editorii’ne yonlendirir. Alan Editori,
gerektiginde yabanci dil editoriiniin de goriisleriyle birlikte yazar(lar)dan tekrar revizyon talep eder. Son
okuma siirecinin tiim asamalarinda yazar(lar) tarafindan revize edilmeyen calisma reddedilerek
yazar(lar)a iade edilir. Caligmada gerekli diizeltmeler tamamlandiginda Alan Editorii “kabul” karart alir
ve caligmay1 mizanpaja yonlendirir.

5. Mizanpaj editorii, calismay1 Ozel Egitim Dergisi Yazim Kurallar1 dogrultusunda inceleyerek bigimsel
diizenlemeleri gergeklestirir ve gerekli hallerde sisteme yazar(lar)in yapmasi gereken diizenlemeleri,
calismanin mizanpaji yapilmis PDF dosyasini ve yazar(lar) tarafindan diizeltmelerin islenecegi bos
Proofreading Tablosunu sisteme yiikleyerek yazar(lar)dan revizyon talep eder. Yazar(lar) istenen
diizeltmeleri yaparak 15 giin i¢inde diizeltmelerin islendigi Proofreading Tablosunu sisteme yiikler.
Revizyonu gergeklestirilmeyen calisma reddedilerek yazar(lar)a iade edilir. Revize edilerek mizanpaji
tamamlanan ¢aligma, doi numarasi alinarak Erken Goriiniimde yayimlanir.

6. Tiim siirecler tamamlanarak yayimlanmig ¢alismalar, Arastirma ve Derleme olmak iizere iki kategoride
erken goriiniimde yayimlanma tarihlerine gore siralanir ve sirast gelen galismalar sayida yayimlanir.

7. Yaymmlanmasina karar verilen makaleler i¢in iicret ddenmez.
8. Calismalarda savunulan goriislerden ve kaynaklarin dogrulugundan yazar ya da yazarlar sorumludur.

9. Derginin sayilandirilmasi, her yil birbirine eklenerek siirdiiriiliir.
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Dergide Yayimlanacak Cahismalarda Aranacak Temel Kosullar

1. Calisma Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisine uygun olan konular
(https://dergipark.org.tr/tr/pub/ozelegitimdergisi/aim-and-scope) ele almalidir.

2. Dergiye gonderilen ¢aligmalarin daha dnce higbir yerde yayimlanmamis ya da halihazirda bagka bir
dergide incelemede olmamasi gerekmektedir.

3. Derginin yazim kurallarina ve Tiirkce sablon veya Ingilizce sablona uygun bigimde yazilmis olmasi

gerekmektedir.

4. iThenticate paket programi araciligiyla gergeklestirilen intihal denetiminde, benzerlik oraninin %10’un
iistiine ¢gtkmamasi gerekmektedir. Maksimum benzerlik orani, tamamu bir ya da iki kaynaktan olmamak
iizere %10’a kadar kabul edilecektir. %10-15 arasi yazarlara geri gonderilecek ve diizeltme istenecektir.
%15’in lizeri benzerlik orani olan ¢aligmalar reddedilmektedir.

5. Calismaya iliskin Etik Kurul Kararinin alinmis olmasi gerekmektedir.

Tiirkce ve Ingilizce Genel Bicim Ozellikleri

Dergide yayimlanacak c¢alismalar i¢in genel bigim 6zellikleri agagida verilmistir.

Tiirkce ve Ingilizce
Sayfa Yapisi

Metin, A4 boyutlarindaki kagida, alttan, iistten ve yanlardan 2.5 cm bosluk birakilarak,
iki yana yash sekilde ve tek siitun olarak hazirlanmalidir.

Tiirkce ve Ingilizce
Yaz Tipi

Biitiin metinde 10 punto Times New Roman yazi karakteri kullanilmalidir. Baglik,
yazar isimleri, tablo ve sekillerin nasil hazirlanacagma dair ilgili béliimlere bakiniz.

Tiirkce ve Ingilizce
Paragraf Yapisi

Paragraf sekmesinde girintiler boliimii;
Ik satirin baginda 1.25 cm (bir tab) bosluk (Tiirkce 6z ve Ingilizce abstract haric),

Aralik sekmesinde dnce 6 nk ve sonra 0 nk tanimlanmali, metin i¢in tek satir araligi
secilmelidir.

Tiirkce ve Ingilizce
Sozciik Siir1

Hazirlanan ¢alismalarin uzunlugu, kaynakea kismi déhil olmak tizere hem Tiirk¢e hem
de Ingilizce tam metin i¢in minimum 6000 maksimum 8000 sozciik olmalidir. Tiirkge
ve Ingilizce tam metnin birbiri ile tutarli olmasima dikkat edilmelidir.

Tiirkce ve Ingilizce
Bashk

Caligmanin bashgt en fazla 12 sozciikten olusmalidir. Baslik 14 punto Times New
Roman yaz karakterinde, satir aralig1 tek olacak sekilde bold yazilmali ve sayfaya
ortalanmalidr.

Calisma daha 6nce sunulmussa, bir projeden veya tezden iiretilmisse basligin sonuna *
dipnot isareti konularak dipnotta agiklama yapilmalidir. Ancak bu bilgi Yazar Bilgileri
baslikli sablon icinde verilmeli, kesinlikle MAKALE ICINDE VERILMEMELIDIR
(bk. Yazar Bilgileri sablonu).

Yazar Isimleri

Yazar isim ve soy isimleri ilk harfleri biiyikk, 10 punto Times New Roman yazi
karakterinde verilmelidir. Ancak bu bilgi Yazar Bilgileri baslikli sablon iginde
verilmeli, kesinlikle MAKALE ICINDE VERILMEMELIDIR (bk. Yazar Bilgileri
sablonu).

Yazar(lar)in unvanlari, elektronik posta adresleri ve ORCID id’leri hem Tiirkge hem
de Ingilizce olarak Yazar Bilgileri dosyasinda belirtilmelidir. Yazar bilgilerinde yer
alan alt bilgiler, 9 punto-Times New Roman yazi karakterinde verilmeli ayrica sorumlu
yazar belirtilmelidir. Bu bilgi Yazar Bilgileri baslikli sablon i¢inde verilmeli,
kesinlikle MAKALE ICINDE VERILMEMELIDIR (bk. Yazar Bilgileri sablonu).

Tiirkge Oz ve
Ingilizce Abstract

Her makalede Tiirkge tam metin boliimiiniin {istinde galigmay1 6zetleyen bir “Qz”
kismi bulunmalidir. Oz, 10 punto biiyiikliigiinde, iki yana yash ve 250 sézciigii
gecmeyecek sekilde yazilmalidir. Ozde afif bulunmamalidir. Ayni uygulamalar
Ingilizce tam metin kisminmn {istinde yer alan Ingilizce tam metni &zetleyen
“Abstract” kismi i¢in de gegerlidir.
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Aragtirma makalelerinin 6z ve abstract kisminda Giris, Yontem, Bulgular, Tartisma
ve ana metinde varsa Sonugc(lar) basliklar1 yer almalhdir. Oz ve abstract kisminda
asagidaki icerik yer almalidir.

»  Girig: Problem durumu,

» Yontem: Arastirmadaki katilimcilar ve katilimeilarla ilgili yas, cinsiyet ve
uyruk gibi demografik oOzelliklerine iligkin  bilgiler, aragtirmanin
yontemi/deseni (eger varsa 6zellikle yontemsel 6zgiinliigii),

» Bulgular: Arastirmadan elde edilen temel bulgular,

» Tartisma: Elde edilen bulgularin alanyazin 1siginda yorumlari, bulgularin
olasi etkileri,

> Sonug(lar): (Ana metinde varsa bu bagliga yer verilebilir.) Aragtirmadan elde
edilen en 6nemli c¢ikarimlar (eger varsa bu basliga oneriler de eklenebilir,
eklendiginde bulgularin olasi etkileri veya uygulamaya yansimalart).

Literatiir taramasi ya da meta-analizi ¢aligmalarinin 6z ve abstract kisminda asagidaki
icerik yer almalidir:

> Incelenen problem durumunun veya inceleme konusu olan degiskenler arast
iligkilerin tanimlanmast,

> Incelemeye alinan calismalarin segilme 6lciitii (meta-analizler igin),

» Ele alinan temel arastirmalardaki katilimer 6zellikleri,

» Sonug (meta-analizler i¢in en 6nemli istatistiksel etki biiyiikliikleri ve buna
aracilik eden faktorler).

Kuramsal ¢alismalarin 6z ve abstract kisminda asagidaki icerik yer almalidir:

» Kuramin/modelin dayandigi temeller ve kuramin/modelin isleyisinin
aciklanmasi,

» Ampirik bulgularla iliskilendirilerek kuramin/modelin agikladig1 durum.

Yontemsel ¢calismalarin 6z ve abstract kisminda asagidaki igerik yer almalidir:

Konu edilen yontemin genel siniflamadaki yeri,

Onerilen yontemin temel dzellikleri,

Onerilen yéntemin uygulama alani,

Istatistiksel islemler soz konusu ise temel 6zellikleri ve istatistiksel giicii ve
etki biyikligi.

YV VY

Vaka ¢alismalarimin 6z ve abstract kisminda asagidaki icerik yer almalidir:
> Incelenen birey, grup, topluluk ya da kurumun 6zellikleri ve tanitimi,
» Vaka 0rnegi yoluyla ortaya konulan ¢dziimiin agiklanmast,
» Kuramsal agiklamalar ya da sonraki aragtirmalara 11k tutacak konular.

Tiirkce ve Ingilizce
Anahtar Sozciikler

Anahtar sozciikler 6z ve abstract kisminin altinda, en az bes, en fazla yedi adet olacak
sekilde, ilk anahtar s6zciik biiyiik harfle baslarken digerleri kii¢iik harflerle aralarina
virgiil konularak verilmelidir. Tiirk¢e ve Ingilizce anahtar sozciikler tutarli olmali, ayn1
sayida ve sirada verilmelidir.

Tiirkce ve Ingilizce
Tam Metin

Nicel ve nitel ¢alismalar Giris, Yontem, Bulgular ve Tartisma boliimlerini icermelidir.
Girig
Bu kisim agagidaki igerigi kapsamalidir:
» Problem durumunun ve 6nemin agiklanmasi,
> llgili literatiir ve bulgularin tanimlanmas,
» Aragtirma amaglari ya da hipotezlerinin ifade edilmesi ve aragtirmanin
yontemiyle iliskilendirilmesi.
Yontem
Bu kisim asagidaki igerigi kapsamalidir:
»  Aragtirma deseni,
» Katilimci-6rneklem ya da deneklerin temel demografik 6zelliklerinin yeterli
sekilde tamimlanmasi; Ornekleme vyontemi ve isleminin ag¢iklanmasi,
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orneklem biyiikligi, orneklem biiyiikligiiniin nasil belirlendigi ve
orneklemin evreni temsil etme giicli gibi
> Olgme araclari, varsa bu araclara iliskin gelistirilme, uyarlanma, gegerlik,
giivenirlik ve standardizasyon bilgileri,
» Eger deneysel bir ¢alisma ise deneysel islem siireci.
Yontem basgligr altinda ele alinacak icerik uygun alt bagliklarla aktarilmalidir.
Aragtirmanin tiiriine gore basliklandirmada kullanilacak isimlendirme degisebilir,
ancak beklenen en temel bagliklandirma goyledir:
» Arastirma deseninin veya arastirmada yiiriitilen islemin tanimlandigi bir
baslik,
» Evren, 6rneklem, denekler ya da katilimcilarin tanimlandig bir baslik,
»  Veri toplama araglarinim tanitildig: bir baglik.
» Veri toplama siirecinin kisaca agiklandig1 ve yapilan analizler hakkinda bilgi
verildigi veri toplama ve analiz gibi bir baglik.
Bulgular
Bulgular kisminda toplanan veri kisaca tanitilarak, oncelikle veri iizerinde yapilan
analiz/ler aciklanmalidir. Aragtirmanin sonucunu ortaya koyan bulgular yeterince
detayli sekilde aktarilmalidir. Arastirmanin ilgili tim sonuglari, hipotezleri desteklesin
ya da desteklemesin, diger bir deyisle istatistiksel olarak anlamli ¢iksin ya da ¢tkmasin
rapor edilmelidir. Arastirmacilar beklenen sekilde ¢gikmayan sonuglari rapor etmekten
ka¢inmamalidirlar, bunun yerine beklenmedik sonuglari tartigma basligi altinda
tartismalidirlar. Nicel arastirmalarda bulgular giiven araliklari ve etki biiyiikliikleri ile
birlikte verilmelidir. Bulgular verilirken Tablo 1°de verilen istatistiksel sembol ve
kisaltmalar kullamilmaly, istatistiksel semboller italik olarak verilmelidir.
Tartisma

Sonuglar aktarildiktan sonra, bu sonuglarin dogurgulart arastirmanin hipotezleri
1s18inda tartistlmalidir. Ayrica sonuglar yorumlanmali, 6zetlenmeli ve sonuglardan
yola ¢ikarak bazi ¢ikarimlarda bulunulmalidir.

Bu boéliimde arastirmanin sumirliliklarina bir paragrafta ya da alt baglik ikinci diizey
baglik kullanilarak yer verilebilir.

Ayrica aragtirmanin sonucu, uygulama ve ileriki arastirmalar ig¢in Onerilere yer
verilmelidir. Yazarlar isterlerse Tartisma baslig1 altinda ikinci diizey baslik kullanarak
Stmirhiliklar, Oneriler ve Sonug basliklarini kullanabilirler.

Derleme tiirii ¢aligmalar ise problemi ortaya koymali, ilgili literatiirii yetkin bir
bigimde analiz etmeli, literatiirdeki eksiklikler, bosluklar ve ¢eliskilerin {izerinde
durmali ve ¢6ziim i¢in atilmasi gereken adimlardan bahsetmelidir.

Diger c¢alismalarda ise konunun tiiriine gore degisiklik yapilabilir, fakat bunun
okuyucunun metinden faydalanmasini gii¢lestirecek detayda alt boliimler seklinde
olmamasina 6zen gosterilmelidir.

Tiirkce ve Ingilizce
Kaynaklar

Kaynak¢a yazimina yeni bir sayfadan baslanmalidir. Hem metin i¢inde hem de
kaynak¢ada Amerikan Psikologlar Birligi tarafindan yayimlanan Publication Manual
of American Psychological Association (APA) (7. bask1) adli kitapta belirtilen yazim
kurallar1 uygulanmalidir.

Kaynakca yaziminda temel dgelerin kullanimi i¢in Temel Kaynakga Ogeleri isimli
bdliime bakiniz.
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Tablo 1
Istatiksel Kisaltmalar ve Semboller
Tiirkge Ingilizce Olgiim birimi
ANCOVA ANCOVA Kovaryans analizi
ANOVA ANOVA Varyans analizi
b. b b. by Regresyon analizlerinde tahmin edilen standardize ve standardize
' ' edilmemis regresyon katsayisi
DFA CFA Dogrulayici faktor analizi
CFI CFI Karsilagtirmali uyum indeksi
GA (¢]] Giliven araligi
d d Cohen’in etki blyiiklugii
sd df Serbestlik derecesi
AFA EFA Acimlayici faktor analizi
EB ES Etki buyukligi
f f Frekans
fo fe Beklenen frekans
fg fo Gozlenen frekans
F F F dagilimi, Fisher’s F ratio
Frrit Ferit F testi i¢in kritik istatiksel onem degeri
g g Hedge’nin etki biiyiikliigii degeri
GFI GFlI Uyum iyiligi endeksi
GLM GLM Genellestirilmis dogrusal model
Ho Ho Sifir hipotezi
H1 (veya Ha) H1 (veya Ha) Alternatif hipotez
HLM HLM Hiyerarsik dogrusal model
HSD HSD Tukey’in anlamlilik fark1
MTK IRT Madde tepki kurami
K K Devir katsayisi, meta-analizindeki ¢aligma sayisi, bireysel ya da
deneysel bir ¢alismadaki diizey sayisi
KR20 KR20 Kuder—Richardson giivenirlik endeksi
GBE LGC Gizil bliylime egrisi
LL LL Giiven araligindaki en diisiik sinr
00 LR Olabilirlik orani
X M (or X) Ortalama
LSD LSD En az anlamh fark
MANOVA MANOVA Cok degiskenli varyans analizi
MLE MLE Maksimum olasilik tahmini
OK MS Ortalama karesi
n n Alt 6rneklemler
N N Toplam 6rneklem
p p Olasilik degeri
r r Pearson korelasyon katsayist
r? r? Agiklayicilik katsayist
b I biserial korelasyon
s s Spearman korelasyon
SS SD Standart sapma
Mdn Mdn Ortanca
YEM SEM Yapisal esitlik modeli
KT SS Kareler toplam1
t t t testi
U U Man- Whitney testi
z z Standart skor
n? n? Eta-kare
A (lambda) A (lambda) Goodman — Kruskal ongoriilebilirlik 6l¢iisi
A (biiyiik lambda) A (capital lambda) Wilks’s ¢cok degiskenli test kriteri
a %2 (chi-squared) Ki-kare
®? o? (omega-squared) Omega-kare
> (biiyiik sigma) > (capital sigma) Toplam

Kaynak: American Psychological Association (2020). Publication Manual of the American Psychological Association (7th ed.). American
Psychological Association. (Ayrintil bilgi igin bk. ss. 293-296).
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Tiirkce ve Ingilizce Tablo, Sekil ve Ekler

» Tablo, sekil, resim, grafik gibi unsurlar metin igerisinde yer almalidir.

» Makale icerisinde ne kadar gorsel 6ge (tablo, grafik, sekil vb.) kullanilacagi konusunda segici olunmalidir.
Esas olan makalede yer alan bilgileri en anlasilir sekilde okuyucuya iletmektir; uzun ve rakamlarla dolu
tablolar, karmagik sekiller ve grafikler kimi zaman verilen bilginin anlagilmasini daha da
zorlastirabilmektedir. Bu nedenle ¢alisma igerisinde anlasilir sekilde ifade edilebilecek sonuglar, tablo ile
verilmemelidir. Ornegin, gogunlukla istatistiksel anlamlilik testleri metin igerisinde yazi ile kolaylikla ifade
edilebilmektedir: “Tek yonlii varyans analizi sonuglari, F (1,136) = 4.86, p = .029, 5= .03, sosyoekonomik
diizeye gore anlamli bir fark ... gibi”.

» Metin igerisinde verilen istatistiksel sonuglar ayrica tablo ile verilmemelidir. Tabloda verilmis istatistiksel
ifadeler ise tekrar metin igerisinde yazilmamali, tabloya atifta bulunulmalidir.

» Tablolar ve sekiller makale igerisinde verildigi sirayla numaralandirilmalidir (6r. Tablo 1, Tablo 2, Tablo
3, Sekil 1, Sekil 2, Sekil 3 vb.).

> Verilen bir tabloya ve sekle metin igerisinde atif yapilmis olunmalidir. Tablolara ve sekillere atif
yaparken tablo ve sekil numarasi kullanilmalidir, “agagidaki tabloda, yukaridaki tabloda” gibi ifadeler
kullanilmamalidir (6r. Tablo 5’e bakildiginda ... gibi, Sekil 2°de goriildiigii gibi).

» Tablo ya da sekil altinda agiklayici notlara yer verilebilir, bagka bir kaynaktan alinan tablo ya da seklin

kaynag1 da tablo ve seklin altinda not olarak verilmelidir (Tablo ve sekil notu verme bigimi i¢in bk.
Tiirkce sablon veya Ingilizce sablon).

Tiirkce ve Ingilizce Tablo, Sekil ve Ekler icin Bicim Ozellikleri

Tablo, sekil, resim, grafik gibi unsurlar metin igerisinde verilirken agagidaki bi¢im 6zellikleri dikkate alinmalidir.
» Tablo ve sekillerde genel sablonun disinda 9 punto Times New Roman yazi karakteri
kullanilmalidir. Paragraf sekmesinde aralik boliimiinde; dnce ve sonra alani 0, satir araligi
tek olmalidir.

» Tablo ve sekil basliklarinin nasil verilecegine iliskin bilgi i¢in Baslik Sistemi bolimiine
bakiniz.

» Tablo ve sekil numaralar ilk harf biyiik olacak sekilde, bold olmalidir (6r. Tablo 1,
Tablo 2, Sekil 1, Sekil 2)

» Tablo ve sekil basliklari, tablo ve sekil numaralarinin hemen altinda, her sdzciigiin ilk
harfi biiyiik olacak sekilde, italik, 6nce ve sonra 3 nk olacak sekilde ve sola dayali olmalidir.
Ornegin;

Tablo 1

Tiirkce ve Og’rencileri'n Demggraﬁk Ozellikleri - S '

» Tablo igindeki bagliklarin, tablo igindeki bilgilerin ve tablo notunun sadece ilk

sozciiklerinin ilk harfleriyle tiim 6zel isimlerin ilk harfleri biiyiik, diger sozciikler kiigiik

harflerle yazilmalidir.

» Tablo iginde yalnizca tablo alt ve ist cizgileriyle siitun basliklarinin alt ¢izgisi

bulunmali, gerekli durumlarda anlasihrh@ artirmak icin yatay cizgi kullamlabilir

ancak dikey ¢izgi kullanilmamalidir.

» Tabloda tiim siitun basliklar1 ortali olmalidir. Tablo i¢inde siitun basligindan uzun

olmayan yazil bilgiler ile rakamsal bilgilerin tiimii ortali, siitun bagligindan uzun olan yazili

bilgiler ise sola yasl olmalidir. Tablolarda hiicre i¢indeki yazili bilgiler (rakamsal ifade
olmadiginda) bir satirdan fazla ise 0.15 c¢cm asili olacak sekilde verilmelidir.

» Korelasyon tablosu gibi tablolar1 kullanirken kendi tablonuzu olusturmak yerine litfen

APA 7’de yer alan 6rnek standart tablolar1 kullaniniz.

> Sekil gosteriminde renk kullanirken renk korliigii olan kisilerin bilgileri anlayabilmesi

i¢in kontrast renkler kullanilmalidir. Renk kullanimlar1 desen kullanimiyla eslestirilebilir.

» Metnin iginde verilmesi uygun olmayan materyaller “EK” olarak kaynak¢adan sonra ve

her bir ek yeni bir sayfada yer alacak sekilde verilmelidir.

» Makalede sadece bir tane varsa, “EK” olarak basliklandirilmali, baghktaki tim sozciikler

biiyiik harfle baglamali, bold olarak yazilmali, ortalanmali ve metinde ayn1 sekilde atifta

bulunulmalidir (6r. bk. Ek A). Eger birden fazla ek var ise “Ek A, Ek B, ...” seklinde

ingilizce Tablo
ve Sekiller

Tiirkce ve
ingilizce Ekler

Ozel Egitim Dergisi 2024, 25(1)


https://dergipark.org.tr/tr/download/journal-file/8821
https://dergipark.org.tr/tr/download/journal-file/20065

ANKARA UNIVERSITESI EGITIM BiLIMLERI FAKULTESI OZEL EGIiTiM DERGISi
YAZIM KURALLARI

siralanmali ve metin i¢inde ayni sekilde atifta bulunulmalidir (bk. Ek A, Ek B). Eklerde
tablo, sekil ya da resimlere yer verilebilir. Ancak bdyle durumlarda metin i¢inde “bk. Ek
A’daki Tablo A1” seklinde belirtilmeli ve belirtilen her tablo, sekil ya da resim hangi ekte
(or. EK A, B, C) ise harfi eklenmelidir. Eger Ek sadece tek bir tablodan olusuyorsa Ek B
olarak belirtilebilir.
» Metnin icerisinde atifta bulunulmayan ekler, ek olarak konulmamalidir. Eklerin ayrica
bagliklar1 olmalidir ve istenildigi takdirde formiiller, rakamlar, tablolar, sekiller ya da
cizimlere yer verilmelidir. Ek ad1 ve baglig1 arasinda dnce ve sonra 3nk bosluk olmalidir.
Ornegin,
Ek A
Rehber Ogretmenin Ozel Egitim Okulunda Ozel Gereksinimli Ogrencilerle (0GO)
Calismalar1 ve Deneyimlerine Yonelik Goriisme Formu

» p degeri ya metin iginde gosterilmeli ya da tabloda ayr1 bir siitun agilarak, iki ya da ii¢
ondalik basamaga kadar sadece tablo diginda gosterilmelidir (6r. p < .05 yerine p =.023).
Metin iginde ve tablolardaki biitiin istatistiksel ifadeler (F, p, r, N, sd, R, R?, t, U, df, f vb.)
italik olarak gosterilmelidir (Istatiksel sembollerin Ingilizce ve Tiirkge kisaltma ve
sembolleri igin bk. Tablo 1). Noktadan sonra sadece iki digit (hane) kullanilmalidir. Ayrica

Diger istatistiksel ifadeler verilirken kullanilan “=, +, -, X, >, <” isaretleri gibi matematiksel
sembollerden 6nce ve sonra bir bosluk birakilmalidir (6r. F (1,40) = 6.78). Eger bir tabloda
ortalama, korelasyon veya regresyon egrileri gibi noktasal tahminler bulunuyorsa giiven
araliklar1 da verilmelidir. Giiven araliklar1 ya metin iginde ya da tabloda yeni bir siitunda
verilebilir, her iki durumda da koseli ayrag¢ iginde alt ve iist siirlar1 belirtilecek sekilde
verilmelidir (6r. 95% CI [5.62, 8.31]).

Tiirkce ve Ingilizce Bashk Sistemi

Bagliklandirma sisteminde asagidaki baslik diizeyleri dikkate alinmalidir. Ayrica, biitin baghk
diizeylerinde “ve, ile, de, veya” baglaglartyla “-mi, -mi” soru ekleri her zaman kiiciik harfle yazilmalidir. APA 7
kurallaria goére tiim basliklar biiyiik harfle baglamalidir.

Tablo 2
Tiirkge ve Ingilizce Baslik Sistemi

Birinci Diizey Bashklar Ortal, Bold ve ilk Harfler

Birinci Diizey Biiyiik Olarak Yazilmahdir

Bashk Calismanin baghigi ve temel bagliklar (Girig, Yontem, Bulgular, Tartisma)

birinci diizey baslik olarak kabul edilmektedir.

ikinci Diizey Sola Dayali, Bold, ilk Harfler Biiyiik Olarak Yazilmahdir
Bashk Metin yeni bir paragraf olarak baglamalidir.

Uciincii Diizey Sola Yash, Bold, Italik Ik Harfler Biiyiik Olarak Yazilmaldur
Baslik Metin yeni bir paragraf olarak baglamalidir.

ilk Satir Girintili, Bold, Her Sozciigiin ilk Harfi Biiyiik Yazilmali ve Nokta ile
Bitmelidir. Metin ayn1 satirda devam etmeli, alt satira ge¢ilmemelidir. Bu baslig1 takip eden
ilk paragraf baglikla ayn1 satirda yer almalidur.

Itk Satir Girintili, Bold, italik, Her Sozciigiin ilk Harfi Biiyiik Yazilmali ve Nokta

Besinci Diizey  ile Bitmelidir. Metin ayni satirda devam etmeli, alt satira gegilmemelidir. Bu bashg takip

Bashk eden ilk paragraf baslikla ayni satirda yer almalidir. Bes diizeyden daha fazla baslk
olusturulmasi 6nerilmemektedir.

Dordiincii
Diizey Bashk
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Tablo ve Sekil

» Tablo numaralar1 tablonun iistiinde (6r. Tablo 1, Tablo 2 gibi) sola dayali, bold ve ilk
harf biiyilik yazilirken, tablo basliklar1 tablo numaralarinin altinda (6nce ve sonra 3nk)
sola dayal, italik ve ilk harfler biiyiik olarak yazilmalidir.

Bashklar1 > Sekil numaralari da seklin iistiinde (6r. Sekil 1., Sekil 2. gibi) sola dayali, bold yazilmal
ve sekil baslhiklar: sekil numaralarinmin altinda (Once ve sonra 3nk) sola dayali, italik ve
ilk harfler biiyiik olarak yazilmahdwr (bk. Tiirkce Sablon veya Ingilizce sablon).

> Oz, Abstract, Kaynaklar ve EKler baslik olarak kabul edilmeli ve her biri ayr1 sayfada
Diger ortals, ilk harfi biiyiik olmali ve sadece Kaynaklar ve Ekler bold yapilmalidir (bk.

Tiirkce Sablon veya Ingilizce sablon).

Tiirkge ve Ingilizce Metin i¢i Atif Kullanim

Bir aday makale icerisinde yazarin kendisine ait olmayan her tiirlii bilgiyi, veriyi, goriigii aktarirken
sahibini ve kaynagini belirtmesi zorunludur. Ayrica, daha 6nce yayimlanmis ve yazarin kendisine ait bagka bir
yaymdan alinan bilgi ve goriisleri aktarirken de onceki yayimna atif yapilmalidir. Metin igerisinde verilen her
kaynak, kaynakgea listesinde de bulunmalidir.

Metin I¢i Atif
Kullanim

Tiirkge ve Ingilizce atiflarda yazarlar arasinda & ibaresi kullanilmali, atif metin i¢inde
veriliyorsa Tiirkge i¢in ve Ingilizce i¢in and ifadesi kullanilmalidir.

Ornegin,

Sarag ve Colak’in (2012) ¢aligmasi ... (Kesme isaretini parantezli ifadeye koymayiniz)
(Synder & Carnahan, 2014),

Ayrica ikiden fazla yazar oldugunda tiim atiflarda ilk yazar adi sonrasi Tiirkge igin vd.,
Ingilizce icin et al., yazilarak yil eklenir.

(Connell vd., 1993), (Allen et al., 2001)

Tablolarda ve sekillerde metinden farkl olarak yazarlar arasinda her durumda & ibaresi
kullanilmalidir. Detaylar igin Metin I¢i ve Parantez I¢i Atif Gosterimi tablosuna basvurunuz.

Atiflarin
Siralanmasi

Parantez i¢inde atiflar alfabetik olarak dizilmelidir. Ornegin;

(Bozkurt & Tekin-iftar, 2003; Ayer, 1984; Mert, 1996; Ozen vd., 2002; Sagiroglu, 2006;
Sucuoglu, 2001)

Aktarilan
Kaynak

Metin iginde

Seidenberg’s study (1993) (as cited in Coltheart, 1996) ...

Bacanli’nin (1992) (akt., Yiiksel, 1996) ¢alismasinda ...

Aktarilan (birincil) kaynagin yil1 bilinmiyorsa ilgili kaynagin y1l bilgisi metinden ¢ikarilmali,
aktaran (ikincil) kaynagin yil bilgisi verilmelidir.

Akin’in denemelerinde (akt., Yilmaz, 2003) ...

Kaynakg¢a gosterimi

Kaynakgada “aktarilan kaynak™ degil, “aktaran kaynak” verilmelidir.

Coltheart, M. (1993). Models of ...

Yiiksel, G. (1996). Sosyal beceri ...

Aym Soyadh
Yazar

Ayn1 soyadli iki yazar olmasi durumunda, yazarlarin adlarinin bas harfleri soyadlar ile
birlikte verilmelidir.

Ornegin,
N. Ozdemir (1985) ve M. Ozdemir (1990) tarafindan yapilan yazilarda “.......... ”dir.
R. D. Luce (1959) ve P. A. Luce (1986) arastirmalarinda ...

Ayni soyadl1 iki yazar ayni ¢alismada yer aliyorsa yazar adlarinin bag harflerinin verilmesine
gerek yoktur. Ornegin,

(Acar & Acar, 2017)
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Ayni Yazarin

Ayn1 yazarin ayni tarihli birden fazla caligmasi var ise, tarihin sonuna kii¢iik harflerle (a, b, ¢
gibi) siralama yapilmalidir. Siralamada metin igindeki atif siras: dikkate alinmalidir.

égﬁ;i:f;‘r‘:‘ Ornegin, (Demir, 1990a, 1990b, 1990c; Yilmaz, 1992 baskida-a, 1992 baskida-b)
Baheti, (2001a), Baheti (2001b)
Aym Yazar Ayni1 yazar grubunun yer aldig1 ayni tarihli calismalara atifta bulunurken farklilasan yazara
Grubunun kadar olan yazarlar agik olarak sunulup ardindan ‘vd.” eklenmelidir.
Yer Aldig1 Ornegin,
Cahgmalar (Y1ilmaz, Orkun, Isik vd., 2014; Yilmaz, Orkun, Korkmaz vd., 2014).
lemdeln Yeniden yayimlanmis veya bagka bir dilden cevirisi yapilmis kaynaklar icin atif verilirken
ayumianmis - pem ilk yayim tarihi hem de ¢evirisinin yapildig1 veya yeniden yayimlandig tarih bilgileri
\(/Zegviilmis kronolojik siraya gore verilmelidir.
Kaynaklar Omnegin, (Freud, 1900/2010)

Aym Yazarm

Ayn1 yazara ait iki ¢aligma verilirken ¢aligsmalarin yillarina gore verilmeli ve yillarin arasina
virgiil konulmalidir.

iki Cal )

FGalismast oy @ esin, (Myers, 1998, 2003)

. . Kisisel mektuplar, goriismeler, e-posta gibi kaynaklarla elde edilen bilgilerdir. Yalnizca metin
Kisisel L e . . . .
P icerisinde kaynak gosterilir, kaynakga listesine eklenmez. Kaynak verirken miimkiinse kesin
Hletisim ; ; -

K K tarih verilmelidir.

aynakiart (H. J. Killian, kisisel iletisim, 16 Kasim, 2015)

Yazari bilinmeyen kaynaklar i¢in kaynagin adi yazar yerine kullanilarak atif verilmelidir.

Kaynakg¢ada da yine aymi sekilde yazar adinin yerinde kaynak gosterilen metnin adi yer

almalidir. Kaynagin yazari ‘Anonim’ olarak belirtilmigse atifta yazar adinin yerine ‘Anonim’
Diger yazilmalidir.

Ornegin,

(Yaratic1 Yazma, 2000)
(Anonim, 1998)

Not: APA 7’de yapilan degisiklik sonrast metin i¢i atiflar iki yazarli oldugunda yazar soyadlar1 arasina Tiirkge igin “ve”,
Ingilizce icin “and” sozciigii gelecek sekilde atif verilir. Parantez icinde ise iki yazar soyadi arasma hem Tiirkge hem de
Ingilizce igin “&” sembolii kullanilir. Ug ve daha fazla yazardan olusan tiim ¢aligmalar metin icinde ilk yazar soyadi ve digerleri
[6r. Sucuoglu ve digerleri (1994)] parantez i¢i kaynak gosteriminde de vd. kisaltmasi ile kullanilir [6r. (Sucuoglu vd., 1994)].

Tablo 3
Metin Ici ve Parantez I¢i Atif Gosterimi

Atf tiirii Metin ig¢i atiflar Parantez igi atiflar
Bakkaloglu (2004) (Bakkaloglu, 2004)
Tek yazarls Williams (2003) (Williams, 2003)
iki vazarls Cakaloz ve Kurul (2005) (Cakaloz & Kurul, 2005)
y Yoder and Warren (2002) (Yoder & Warren, 2002)
- Sucuoglu ve digerleri (1994) (Sucuoglu vd., 1994)
Ug ve daha fazla yazarh Tamis-LeMonda et al. (2004) (Tamis-LeMonda et al., 2004)
Kurum
. MEB (2003) (MEB, 2003)
(Kisaltmasi ilk kullanimda NAC (2009) (NAC, 2009)

acilimiyla verilen)

Tani el kitaplari

Amerikan Psikiyatri Birligi (2013)
Ruhsal Bozukluklarin Tanisal ve
Istatistiksel El Kitabi (5. baski;

[Diagnostic and Statistical Manual of
Mental Disorders (5th ed.; DSM-5;
American Psychiatric Association,

DSM-5) 2013)]
§oz“llv15, es anl.amhlar. Amerikan Psikoloji Dernegi (ty.) (American Psychological Association,
s0zligi ve ansiklopedi n.d.)

Not: n.d. = no date; t.y. = tarih yok.
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Tiirkce ve Ingilizce Diger Hususlar

Metin iginde vurgulanmasi gereken sozciik veya kisim sadece yazi tipi italik yapilarak

Vurgu belirtilmelidir. Kalin/koyu, alt1 ¢izili veya bilyiik harfler veya biiyiik punto ile belirtilmemelidir.

Madde Metin igerisindeki siralamada maddelendirme igin rakam, kiiglik harf ya da maddelendirme
Siralamalar1  isaretleri alt alta (1, 2, 3 gibi veya a, b, ¢ gibi) verilmelidir.

Paragraf Metinde yer alan tiim paragraflar en az {i¢ climle i¢cermelidir.

» Yapilacak alinti 40 sozciikten az oldugu durumlarda tirnak igerisinde gosterilmeli ve
mutlaka sayfa numarasi verilmelidir. Ornegin, orgiit kiiltiirii kavrami “bir kurum igerisinde
yaptigimiz her tiirli sey” olarak tanimlanmaktadir (Demir, 1997, s. 117).

» Kirk sozciik ve daha uzun alintilarda paragraf soldan satir bagi hizasindan bloklanip soldan
itibaren 1.25 (1 tab) cm igeriden girintili olacak sekilde yazilmali ve sayfa numarasi

Dogrudan verilmelidir.
Alntilar » Nitel ¢alismalarda katilimci goriisleri yazilmak istendiginde dogrudan alint1 seklinde soldan

itibaren 1.25 (1 tab) cm igeriden girintili olacak sekilde yazilmahdir. italik yazilmamalidir.
Kaynak ya (a) alintidaki son noktalama isaretinden sonra parantez i¢inde belirtilmeli ya da
(b) alintidan 6nce alintidaki yazar ve yili belirtilerek alintidaki son noktalama isaretinden
sonra yalnizca sayfa numarasi parantez i¢ine koyulmalidir. Her iki durumda da kapanis
parantezinden sonra nokta eklenmemelidir. Asagida her iki durum i¢in dogrudan alinti
verilmistir.
Ornegin;
Arastirmacilar, insanlarin kendi kendilerine nasil konustuklarini incelediler:
I¢c konusma paradoksal bir fenomendir. Pek ¢ok insanin giinliik yasamimin merkezinde yer alan bir
deneyimdir ve yine de onu bilimsel olarak incelemek icin her tiirlii ¢abaya 6nemli zorluklar getirir.
Yine de, i¢sel konugmanin 6znel deneyimine ve biligsel ve sinirsel temellerine 151k tutmak i¢in ¢ok
cesitli metodolojiler ve yaklasimlar bir araya gelmektedir. (Alderson-Day & Fernyhough, 2015, s. 957)
Alderson-Day ve Fernyhough (2015), insanlarin kendi kendilerine nasil konustuklarimi incelediler:

I¢c konusma paradoksal bir fenomendir. Pek ¢ok insanin giinliik yasamimin merkezinde yer alan bir
deneyimdir ve yine de onu bilimsel olarak incelemek i¢in her tiirlii gabaya 6nemli zorluklar getirir.
Yine de, i¢sel konugmanin 6znel deneyimine ve biligsel ve sinirsel temellerine 151k tutmak i¢in ¢ok
¢esitli metodolojiler ve yaklagimlar bir araya gelmektedir. (S. 957)

Metin iginde her s6zciik ve her noktalama isaretinden sonra bir bosluk birakilmalidir. Sadece
Noktalama kisaltmalarda kullanilan noktalar (vb., vs., i.e., e.g.,), oran gdsterimleri (1:4) ve katilimct
Isaretleri isimlerini gizlemek i¢in kullanilan kisaltmalar (F.I.M.) bu kurala dahil degildir (vb., vs., i.e.,

e.g.).
Metin i¢inde gegen say1 10’dan kiiciik ise harflerle (dokuz, sekiz gibi) yazilmalidir. Istisna olan
durumlar asagida agiklanmistir
» Eger bir climlenin baslangicinda degilse, 10°dan biiyiik sayilar harflerle degil, rakamlarla
yazilmalidir (6r. Arastirmaya 350 tiniversite 6grencisi ... gibi).

» Makalenin 6zet kisminda tiim sayilar rakamlarla yazilmalidir.

» Bir 6lgme biriminden bahsediliyorsa 10°dan kiiciik bile olsa rakamlarla yazilmalidir (6r. 5
mg’lik dozlar. gibi ya da 10 cm ve iizeri ... gibi).

» Kesirler yazi ile yazilmalidir (6r. smifin beste biri, iigte iki cogunluk).

» Metin igerisinde istatistiksel veya matematiksel iglevler, kesirler, ondaliklar, yiizdeler,
oranlar, yiizdelikler ve ¢eyrekliklerle ilgili sayilar veriliyorsa 10’dan kiigiik de olsa rakamla
yazilmalidir (6r. 3 katindan fazla ... gibi, 6rneklemin %51 ... gibi, 6rneklemde 1. yiizdelikte
... gibi).

» Tarih, yas, evren ve 6rneklemle ilgili sayilar, deneklerle ilgili sayilar, lgek puanlari ve
6lcek puanlamasinda kullanilan birimler, parasal degerler rakamlarla yazilmalidir (6r. 3 yil
igerisinde, 2 yasinda, 9 kisilik deney grubu 7 aralikl1 bir 6lgekte 4 ile degerlendirilmistir, her
bir denege 20 TL 6denmistir gibi). Bu durum igin tek istisna yaklagik degerlerin verilmesidir
(6r. yaklasik {i¢ y1l igerisinde ... gibi).

» Sayidan onceki isim, bir dizideki belirli bir yeri ifade ettiginde biiyiik harfle yazilir (6r.
Madde 3, Soru 12, Tablo 5, Sekil 2, Boliim 7). Fakat numara isimden 6nce geldiginde say1
kullanim kurallari gecerlidir (6r. iiclincii madde, 12. soru, yedinci bliim).

Rakamlarin
Kullanim
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» Tablolar, sekiller ve grafik adlarinda 10’dan kiigiik de olsa sayilar rakamla yazilmalidir.

» Kiisurath sayilarda tam say: ile kiisurati arasina nokta konulmalidir (6r. 1.235). Eger bir
istatistik rapor ediliyorsa ve rapor edilen katsay: istatistiksel anlamlilik testi, korelasyon
katsayis1 gibi 1’den biiylik bir deger alamiyorsa, 1’den kiiciik olan degerin basina “0”
konulmadan yazilmalidir (r. .05). F testi, t testi gibi testlerde oldugu gibi, rapor edilen katsay1
1’den biiyiik bir deger alabiliyorsa, 1°den kii¢iik oldugu durumlarda bagina “0” konulmali,
kiisurat nokta ile ayrilmalidir (6r. F (1.136) = 0.76)

» Ondalik sayilarda, ondalik kisim iki rakama yuvarlanmalidir.

» Bir climlede, basliga ya da alt basliklara say1 ile baslanmasi gerekiyorsa bu rakamlar
harflerle yazilmalidir. Eger miimkiinse rakamlarla ciimleye baglanmamalidir (6r. “Bin dokuz
yliz seksen iki yilinda yapilan arastirmada Rogers ...” yerine “Rogers 1982 yilinda yaptig1
aragtirmada...” ifadesi kullanilarak ciimleye rakamlarla baglamaktan kagimilmalidir.

Temel Kaynakca Ogeleri

Metin igi kaynak gdsteriminde oldugu gibi, kaynakc¢ada verilmis olan her kaynak metnin iginde de
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