ANKARA UNIVERSITESI
EGITIiM BIiLIMLERI FAKULTESI

OZEL EGITIiM DERGISI

ANKARA UNIVERSITY
FACULTY OF EDUCATIONAL SCIENCES

JOURNAL OF SPECIAL EDUCATION

Cilt| Volume
25
Say1 | No
2
Y1l | Year
2024

Ankara
2024



ANKARA UNIVERSITESI EGITIM BiLIMLERI FAKULTESI
OZEL EGIiTiM DERGISI

ANKARA UNIVERSITY FACULTY OF EDUCATIONAL SCIENCES
JOURNAL OF SPECIAL EDUCATION

Yil | Year Cilt

2024

25

Say1 | No
2

| Volume

Mart, Haziran, Eyliil ve Aralik aylarinda olmak {izere yilda dort kez yayinlanmaktadir.
Published four times a year, in March, June, September, and December.

Yayn Tiirii
Akademik-Bilimsel Dergi

Yayn Sahibi
Ankara Universitesi Egitim Bilimleri Fakiiltesi Adina Fakiilte Dekant

Publication Type
Academic-Scientific Journal

Owner of Publication
Dean of Ankara University Faculty of Educational Sciences

Prof. Dr. Selahiddin OGULMUS

Sorumlu Yaz fsleri Miidiirii
Prof. Dr. Hatice

Editor

Prof. Dr. Hatice

Editor Yardimcilar:
Dog. Dr. Seyda DEMIR

Alan Editorleri

Dr. Ogr. Uyesi Hatice AKCAKAYA
Dr. Ogr. Uyesi Isik AKIN-BULBUL
Prof. Dr. Banu ALTUNAY

Dr. Ogr. Uyesi Gamze ALAK

Dog. Dr. Zeynep BAHAP-KUDRET
Dog. Dr. Giilden BOZKUS-GENC
Dr. Ogr. Uyesi Sule DEMIREL-DINGEC
Dog. Dr. Eylem DAYI

Dog. Dr. Murat DOGAN

Dog. Dr. Arzu DOGANAY -BILGI

ingilizce Dil Editorleri | English Language Editors
Dr. Ogr. Uyesi Uzeyir Emre KIYAK
Dog. Dr. Kiirsat OGULMUS
Aras. Gor. Dinger SARAL
Dr. Ogr. Uyesi Ceyda TURHAN

Teknik Koordinasyon Sorumlulari

Arasg. Gor. Semsi Kiibra AKKUS
Dr. Ogr. Uyesi Nagihan BAS
Aras. Gor. Hatice Cansu BILGIC

Akademik Damigsmanlar Kurulu

Prof. Dr. Funda ACARLAR (Emekli)

Dog. Dr. Yusuf AKEMOGLU (Diizce Universitesi)

Prof. Dr. Géniil AKCAMETE (Yakin Dogu Universitesi)

Prof. Dr. Fiisun AKKOK (Emekli)

Prof. Dr. Aysegiil ATAMAN (Emekli)

Dog. Dr. Aydin BAL (University of Wisconsin-Madison)

Prof. Dr. Berrin BAYDIK (Dogu Akdeniz Universitesi)

Dog. Dr. Brian A. BOYD (University of North Carolina at Chapel Hill)
Prof. Dr. Sener BUYUKOZTURK (Hasan Kalyoncu Universitesi)
Prof. Dr. Figen COK (Bagskent Universitesi)

Prof. Dr. Ibrahim H. DIKEN (4nadolu Universitesi)

Prof. Dr. Dilek ERBAS (Marmara Universitesi)

Prof. Dr. Cevriye ERGUL (4nkara Universitesi)

Prof. Dr. Siileyman ERIPEK (Emekli)

Dog. Dr. Kimberly GILBERT (Hofstra University)

Prof. Dr. I. Birkan GULDENOGLU (Ankara Universitesi)

Prof. Dr. Sema KANER (Uluslararast Final Universitesi)

iletisim

| Responsible Editor-in-Chief
BAKKALOGLU

| Editor
BAKKALOGLU

| Vice Editors
Dog. Dr. Meral Cilem OKCUN-AKCAMUS

| Field Editors
Dog. Dr. Derya GENC-TOSUN
Dr. Ogr. Uyesi Burcu KILIC-TULU
Dr. Ogr. Uyesi Nilgiin KIRISCI
Dr. Ogr. Uyesi Aysin NOYAN-ERBAS
Dog. Dr. Seray OLCAY
Dr. Ogr. Uyesi Onur OZDEMIR
Dr. Ogr. Uyesi Candan Hasret SAHIN
Dog. Dr. Sema TAN
Dr. Ogr. Uyesi Cigdem TIKIROGLU
Dog. Dr. Ozlem TOPER
Dog. Dr. Gizem YILDIZ

Olcme ve Degerlendirme Editérleri | Statistics Editors
Aras. Gor. Dr. Cansu AYAN
Dr. Ogr. Uyesi Fulya BARIS-PEKMEZCI
Dr. Ogr. Uyesi Levent ERTUNA
Dog. Dr. Asiye SENGUL-AVSAR
Dr. Ogr. Uyesi Ibrahim UYSAL

| Technical Executives
Aras. Gor. Burak CARSANBALI
Dr. Ogr. Uyesi Esra GENC
Arag. Gor. Samet Burak TAYLAN
Arasg. Gor. Dr. Cetin TOPUZ

| Academic Advisory Board
Prof. Dr. Necdet KARASU (Gazi Universitesi)
Prof. Dr. Tevhide KARGIN (Emekli)
Dr. Bahar KECELI-KAYSILI (Vanderbilt University)
Prof. Dr. Goniil KIRCAALI-IFTAR (Emekli)
Prof. Dr. Ahmet KONROT (Uskiidar Universitesi)
Prof. Dr. E. Ritya OZMEN (Gazi Universitesi)
Prof. Dr. Mehmet OZYUREK (Emekli)
Prof. Dr. Henry ROANE (Upstate Medical University)
Prof. Dr. Isabel R. RODRIGUEZ-ORTIZ (Universidad de Sevilla)
Prof. Dr. David SALDANA (Universidad de Sevilla)
Prof. Dr. Biilbin SUCUOGLU (Emekli)
Prof. Dr. Jane SQUIRES (University of Oregon)
Prof. Dr. Elif TEKIN-IFTAR (4nadolu Universitesi)
Prof. Dr. Seyhun TOPBAS (Istanbul Medipol Universitesi)
Prof. Dr. Yildiz UZUNER (4nadolu Universitesi)
Prof. Dr. Nihal VAROL-OZYUREK (Emekli)
Prof. Dr. Linda WATSON (The University of North Carolina at Chapel Hill)

| Contact

Tel. | Phone: 0 (312) 363 33 50/D4hili:3001-3008-3021
Faks | Fax: 0 (312) 363 61 45
E-posta | E-mail: ozelegitimdergisi@gmail.com

Bu dergi 1995 yilindan beri hakemli bir dergi olarak yaymlanmaktadir.
Tim hakki saklidir. Bu derginin tamamui ya da dergide yer alan bilimsel ¢aligmalarin bir kism1 ya da tamami 5846. yasanin hiikiimlerine gére Ankara
Universitesi Egitim Bilimleri Fakiiltesi Dekanliginin yazili izni olmaksizin elektronik, mekanik, fotokopi ya da herhangi bir kayit sistemiyle gogaltilamaz,
yayimlanamaz.

This journal has been published as a peer-reviewed journal since 1995.
All rights reserved. All or part of this journal, or some or all of the scientific studies in this journal, cannot be reproduced or published by electronic,
mechanical, photocopying or any recording system without the written permission of the Dean of the Faculty of Educational Sciences of Ankara University in
accordance with the provisions of law 5846.



\NDEXED 7y

EMERGING
SOURCES
CITATION

(Web of Science)

<, &,
%, &
Varg ph

Emerging Sources Citation Index
(2017°den beri)

ProQuest
(2008°den beri)

Tiirk Egitim Indeksi
(2016°dan beri)

INDEKSLER VE DIiZINLER

INDEXES

EBSCO Host
(2011°den beri)

v

ULAKBIM

TUBITAK ULAKBIM Sosyal
Bilimler Veri Tabani
(2014’ten beri)

MiAIR

Information Matrix for the
Analysis of Journals
(2019°dan beri)

CiteFactor

Academic Scientific Journals

CiteFactor Directory Indexing of
International Research Journals
(2020°den beri)

DOAJ

DIRECTORY OF
OPEN ACCESS
JOURNALS

Directory of Open Access Journals
(2016°dan beri)

Sosyal Bilimler Arastirmalari
Dernegi
(2016°dan beri)

)

=
T

—

RJI

Directory of Research Journals
Indexing
(2019°dan beri)



ICINDEKILER | CONTENTS

I¢indekiler | Contents
Editorden | From Editor

Arastirma | Research

Sibel AYDIN
Oguz EMRE

Ozge YILDIRIM
Aysegiil KILICASLAN-CELIKKOL

Erdem KARTAL
Salim Ibrahim ONBASI
Ekrem Levent ILHAN

Zeynep YANILMAZ

Nazli GUN
Seraceddin Levent ZORLUOGLU

Derleme | Review

Kadir CALISKAN
Sema TAN

Ozel Gereksinimli Cocugu Olan Annelerin Tamamlayici ve Alternatif Tip
Yontemleri Hakkindaki Goriisleri

Views of Mothers with Children with Special Needs on Complementary and
Alternative Medicine Methods

Ozel Yetenekli Ogrencilerin Psikolojik Saglamlik, Oz-Yeterlik ve Algilanan
Sosyal Destek Diizeylerinin Incelenmesi

Investigation of the Resilience, Self-Efficacy, and Perceived Social Support
of Gifted Students

Beden Egitimi ve Spor Ogretmenlerinin Kapsayici Egitime Yonelik Oz
Yeterlikleri ile Bilissel Esneklikleri Arasindaki liskinin Incelenmesi

Examining the Relationship between Self-Efficacy and Cognitive Flexibility
of Physical Education and Sports Teachers towards Inclusive
Education

Otizmli Bireylere Yonelik Ozel Egitim Yapilarinda I¢ Mekan Tasarim
Yaklasimlarinin Incelenmesi

Examining of Interior Design Approaches in Special Education Buildings for
People with Autism

Fen Bilimleri Ogretmenlerinin Kaynastirma Egitimi ile Ilgili Bazi
Kavramlara Yonelik Algilari: Metafor Calismasi

Perceptions of Science Teachers towards Some Concepts Related to
Inclusive Education: Metaphor Study

Homojen Gruplamanimn Ozel Yetenekli Ogrenciler Uzerindeki Etkileri: Bir
Sistematik Literatiir Taramasi

The Effects of Homogeneous Grouping on Gifted Students: A Systematic
Literature Review

Kongre ve Sempozyum Duyurulart | Announcement for Conferences and Symposiums

Yazim Kurallar: | Writing Rules

Hakemler Kuruluna Tesekkiir | Thanks to Editorial Board

111

127

141

155

173

191

Tletisim Adresi | Address: Ankara Universitesi Cebeci Yerleskesi Egitim Bilimleri Fakiiltesi Ozel Egitim Béliimii, 06590,

Cebeci-ANKARA

Tel. | Phone: 0 (312) 363 33 50 / 3001-3008-3021

Faks | Fax: 0 (312) 363 61 45




Editorden...
Sevgili Okurlarimiz,

Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisinin 2024 yilimin ikinci sayist olan
Haziran, 25. Cilt, 2. Sayisi ile yeniden karsinizdayiz. Her zaman oldugu gibi, 6ncelikle dergimize katk: saglayan
yazarlarimiza, hakemlerimize, okurlarimiza, Akademik Danigma Kurulumuza ve Editorler Kurulumuza sizlerin
huzurunda tesekkiir ediyorum. Editorler Kurulu olarak dergimizi niceliksel ve niteliksel olarak daha iist seviyelere
tagimak igin yogun caba sarf ettigimizi sizlere bildirmek isterim. Bu sayimizda yer alan makaleleri tanitmaya
gecmeden dnce bu sayidan itibaren dergimizdeki Alan Editérii gérevinden ayrilan Hacettepe Universitesinden Dr.
Ogr. Uyesi Aysin NOYAN ERBAS’a ve Teknik Sorumlu gérevinden ayrilan Ordu Universitesinden Dr. Ogr.
Uyesi Nagihan BAS’a dergimize yaptiklari katkilar1 ve 6zverili calismalari igin sizlerin huzurunda cok tesekkiir
ediyor ve bundan sonraki ¢alismalarinda basarilar diliyor; bu sayimizdan itibaren Teknik Sorumlu olarak aramiza
katilan Karamanoglu Mehmetbey Universitesinden Aras. Gor. Dr. Cetin TOPUZ’a hos geldiniz diyerek
¢aligmalarinda basarilar diliyorum.

Dergimizin bu sayisinda bes arastirma ve bir derleme makalesi yer almaktadir. Bu ¢aligmalar1 kisaca
sizlerle paylagmak istiyorum. Bu sayimizda yayimlanan ilk makale Sibel AYDIN ve Oguz EMRE tarafindan
yiiriitilen “Ozel Gereksinimli Cocugu Olan Annelerin Tamamlayict ve Alternatif Tip Yontemleri Hakkindaki
Goriigleri” adl ¢alismadir. Bu arastirmada 6zel gereksinimli ¢ocuklarin annelerinin tamamlayici ve alternatif tip
yontemleri hakkindaki goriislerinin ortaya konulmasi amaglanmistir. Aragtirmada nitel aragtirma tekniklerinden
fenomenoloji deseni kullanilmistir. Arastirmada yer alan katilimcilar, amagli 6rnekleme ydntemlerinden biri olan
Ol¢iit ornekleme yontemi kullanilarak secilmistir. Arastirmacilarin olusturdugu yari yapilandirilmig goriisme
sorular1 ile toplanan veriler, igerik analizi yontemi ile analiz edilmistir. Katilimcilari her bir aragtirma sorusuna
verdigi cevaplar 15181nda kodlar olusturulmus ve bu kodlar1 kapsayan 14 tema belirlenmistir. Bu tema ve kodlar;
katilimer annelerin tamamlayici ve alternatif tedavi yontemleri hakkindaki disiinceleri, 6zel gereksinim tiiriine
gore uygulanan yontemler ve gerekgeleri hakkindaki bilgiler, katilimct annelerin bu yontemlerde yararli ve zararlt
gordiikleri 6zellikler ile katilimci anneleri bu yontemleri uygulamaya ydnlendiren etmenler basliklar1 altinda
incelenmistir. Katilimecilarin tamamina yakminin tamamlayici ve alternatif tedavi yontemlerini uyguladiklart
goriilmistiir. Care arama diislincesi ve ¢esitli kaynaklarin yonlendirmeleri ile ¢ocugun yetersizlik tiirii ya da
yetersizligine ek olarak gelisen hastaliklarda bu yontemlere bagvurduklart ve uygulamalari yararli bulduklari
bildirilmistir. Ozel gereksinimli ¢ocuklarda, yetersizlik tiiriine ve yoresel farkliliklara bagl olarak, uygulanan
tamamlayict ve alternatif tip yontemlerinin farklilastigi ve bu yontemlerin kullanimimin son yillarda giderek
artmaya bagladig1 goriilmiistiir. Arastirmacilar ¢ocuklarda yaratabilecegi ciddi sonuglar gbz 6niine alindiginda bu
yontemlere iligkin yasal ve kanita dayali bir uygulama prosediirii olugturulmasi gerektigi sonucuna ulagsmislardir.

“Ozel Yetenekli Ogrencilerin Psikolojik Saglamlik, Oz-Yeterlik ve Algilanan Sosyal Destek Diizeylerinin
Incelenmesi” adli ikinci arastirma makalesi Ozge YILDIRIM ve Aysegiil KILICASLAN-CELIKKOL tarafindan
kaleme alinmistir. Bu arastirmada 6zel yetenekli 6grencilerin psikolojik saglamliklarinin ¢esitli degiskenlere gore
farklilasma durumunu incelemek, 6z-yeterlik, algilanan sosyal destek ve psikolojik saglamlik arasindaki iliskileri
tespit etmek ve Oz-yeterlik ile algilanan sosyal destegin psikolojik saglamligi yordama giiciinii belirlemek
amaglanmistir. Calisma, Tiirkiye'deki alt1 farkli Bilim ve Sanat Merkezi'ne devam eden 232 6zel yetenekli ortaokul
dgrencisiyle yiiriitiilmiistiir. Katilimeilara, Demografik Bilgi Formu, Cocuk ve Geng Psikolojik Saglamlik Olgegi,
Cocuklar i¢in Oz-Yeterlik Olcegi ve Cocuk ve Ergenler i¢in Sosyal Destek Degerlendirme Olgegi uygulanmistir.
Psikolojik saglamlik puanlarinda cinsiyet, sinif ve sosyal/sportif etkinliklere katilim degiskenlerine gore anlaml
farkliliklar elde edilmistir. Psikolojik saglamlik, toplam 6z-yeterlik, akademik 6z-yeterlik, sosyal 6z-yeterlik,
duygusal 6z-yeterlik ve toplam algilanan sosyal destek, aileden algilanan sosyal destek, dgretmenden algilanan
sosyal destek ve arkadaslardan algilanan sosyal destek arasinda pozitif yonlii anlamli iliskiler oldugu goriilmiistiir.
Ayrica 0Ozel yetenekli Ogrencilerin 0z-yeterliklerinin ve algilanan sosyal destek diizeylerinin psikolojik
saglamliklarim anlamli bir sekilde yordadigi sonucuna ulasilmstir. Ozel yetenekli 6grencilerde 6z-yeterlik,
algilanan sosyal destek ve psikolojik saglamlik arasinda pozitif yonli bir iliski oldugu ve 6z-yeterlik ve algilanan
sosyal destek seviyeleri arttikca, bu 6grencilerin psikolojik saglamliklarmnin da arttig1 goriilmiistiir. Ozel yetenekli
ogrencilerin 6z-yeterliklerini ve algiladiklar1 sosyal destegi artirmanin, ayni zamanda sosyal/sportif etkinliklere
katilimlarini tesvik etmenin, bu 6grencilerin psikolojik saglamliklarini gelistirebilecegi 6ne siiriilmiistiir.

Ugiincii arastirma makalesi Erdem KARTAL, Salim Ibrahim ONBASI ve Ekrem Levent ILHAN tarafindan yiiriitiilen
“Beden Egitimi ve Spor Ogretmenlerinin Kapsayici Egitime Yonelik Oz Yeterlikleri ile Bilissel Esneklikleri
Arasindaki Iligkinin Incelenmesi” adli galismadir. Arastirmada beden egitimi ve spor dgretmenlerinin kapsayici
egitime yonelik 6z yeterlikleri ile biligsel esneklikleri arasindaki iligkinin incelenmesi amaglanmistir. Aragtirmanin
evrenini Sakarya ili devlet okullarinda gérev yapmakta olan beden egitimi ve spor 6gretmenleri olugturmustur.
[ligkisel tarama yontemi ile tasarlanan arastirmaya, kolayda drnekleme yoluyla segilen 120 erkek (%76.4) ve 37
kadin (%23.7) olmak tizere toplam 157 (yas = 40.83 + 8.07) 6gretmen katilmistir. Veri toplama araci olarak,



“Ogretmenlerin Ozel Gereksinimli Bireylerin Egitimine Yonelik Oz Yeterlik Olgegi”, “Bilissel Esneklik
Envanteri” ve arastirmacilar tarafindan gelistirilen “Kisisel Bilgi Formu’’ kullanilmistir. Ogretmenlerin bilissel
esneklik diizeyleri ile 6zel gereksinimli bireylerin egitimine yonelik 6z yetetlikleri (OGBEY O) arasinda pozitif
yonde orta diizeyde anlamli bir iliski oldugu (p < .05) ve bilissel esnekligin OGBEY(’yi aciklamada anlamli
yordayic1 giice sahip oldugu tespit edilmistir (p < .05). Bunun yan1 sira, katilimcilarm OGBEYO ve bilissel
esneklik puanlarinda ders alma durumlarina gore istatistiksel olarak anlamli farklilik tespit edilmese de (p > .05)
ortalama puanlarinin yiiksek oldugu belirlenmistir. Ogretmenlerde bilissel esneklik arttikga &zel gereksinimli
bireylere yonelik 6z yeterliklerinin de arttig1 baska bir ifade ile farkli ortamlara uyum saglayabilen, pratik diisiinme
becerisi gelistiren 6gretmenlerin 6z yeterliklerinin bu 6zeliklerden olumlu yonde etkilendigi, kapsayici egitime
yonelik ders alanlarin ise 6z yeterlik diizeylerinin nispeten yiiksek oldugu ileri stirilmustiir.

>

“Otizmli Bireylere Yonelik Ozel Egitim Yapilarinda I¢ Mekan Tasarim Yaklasimlarinin Incelenmesi’
adin1 tagiyan dordiincii aragtirma makalesi Zeynep YANILMAZ tarafindan yiiriitiilmiistiir. Bu ¢aligmada, otizme
yonelik dzel egitim okullarinda uygulanan i¢ mekan tasarim yaklasimlarinin yurtdisindaki drnekler perspektifinde
incelenmesi ve Tiirkiye’de insa edilecek 6zel egitim yapilarina genel bir bakig sunulmasi amaglanmistir. Calisma
nitel aragtirma yontemiyle tasarlanmis olup 6rneklem grubunun belirlenmesine yonelik dokiiman incelemesi
yapilmistir. Dokiiman analiziyle belirlenen 6rneklem grubu yurtdisinda bulunan, otizmli bireylere ydnelik
tasarlanmis ve plan, kesit, i¢ mekan gorselleri vb. mekan 6zellikleri bakimindan en kapsamli bilgiye erisilmis bes
ozel egitim okulundan olugmustur. Bu okullarin i¢ mekan tasarim yaklagimlari alanyazin taramasi ile derlenen
mekansal organizasyon, sirkiilasyon alanlari, aydinlatma, akustik, renk, malzeme, ekipman/donati ve giivenlik
olmak iizere sekiz parametre acisindan incelenmistir. Orneklem grubu olarak belirlenen okullarin hepsi bir kampiis
icerisinde ve tek veya iki kath olarak diizenlenmistir. Fiziksel ve biligsel ihtiyaglar dogrultusunda tasarlanan
okullarda en dnemli vurgu, mekanlar arasindaki gecislerin kademeli olarak yumusak ve farkli duyusal diizeylere
(disiik, orta, yiiksek) sahip olmasi olarak ortaya ¢ikmistir. Ayrica bu okullarda 6grencilerin degisen duyusal
gereksinimleri a¢isindan grup ¢alismalarina imkan veren diizenlemelerin yani sira bireysel 6grenme alanlarinin da
olusturuldugu goriilmistiir. Literatiirden edinilen parametreler dogrultusunda 6rneklem grubunun incelenmesi
sonucunda 6zellikle mekan organizasyonu, aydinlatma, renk, malzeme ve akustik tasarimin otizmlilere yonelik
okullarda son derece 6nemli oldugu belirlenmistir. Gereksinimlere 6zel tasarlanan okullarin otizmli 6grencilerin
saglikli gelisimini de destekledigi diisiincesinden yola ¢ikilarak Diinya genelinde oldugu gibi Turkiye’de de
nitelikli ve kullanicinin ihtiyaclarini 6nemseyen egitim ortamlarinin geligtirilmesi beklentisi dile getirilmistir.

Nazli GUN ve Seraceddin Levent ZORLUOGLU tarafindan kaleme alinan besinci arastirma makalesi
“Fen Bilimleri Ogretmenlerinin Kaynastirma Egitimi ile Ilgili Bazi Kavramlara Yonelik Algilar: Metafor
Calismas1” admi tasimaktadir. Bu calismada fen bilimleri 6gretmenlerinin kaynastirma egitimiyle ilgili
kavramlardan kaynastirma egitimi, kaynastirma Ogrencisi ve bireysellestirilmis egitim programi (BEP)
kavramlarina yonelik algilarmin belirlenmesi amaglanmistir. Olgubilim deseninde gerceklestirilen arastirmaya,
234 fen bilimleri 6gretmeni katilmistir. Arastirma kapsaminda verilerin toplanmasinda arastirmacilar tarafindan
gelistirilen metafor formu kullanilmis ve elde edilen veriler igerik analizi yontemiyle analiz edilmistir. Calismada
kaynagtirma egitimi kavramina yonelik ‘biitiinlestirici’, ‘uygulama yeterligi’, ‘olumsuzluk ifade eden’,
‘gereksinimlerin giderilmesi’, ‘farklilik’, ‘destekleyici etki’, ‘siire¢’, ve ‘diger’ kategorileri; kaynastirma 6grencisi
kavramina yonelik ‘disa bagimli’, ‘umut vadeden’, ‘olumlu anlam ifade eden’, ‘olumsuzluk ifade eden’ ve ‘diger’
kategorileri ve BEP kavramina yonelik ‘destekleyici etki’, ‘icerik’, ‘formalite’ ve ‘gereksinimlerin giderilmesi’
kategorileri olusturulmustur. Kaynastirma egitimi kavramina yonelik 6gretmenlerin olusturduklart metaforlar en
¢ok ‘biitlinlestirici’ kategorisinde, kaynastirma 6grencisine yonelik olusturulan metaforlar en ¢ok ‘disa bagimlr’
kategorisinde ve BEP kavramina yonelik olusturulan metaforlar ise en ¢ok ‘destekleyici etki’ kategorisinde
toplanmistir. Ogretmenler tarafindan genellikle kaynastirma egitiminin biitiinlesmeyi sagladigi ve olumlu
algilandig, kaynastirma &grencilerinin disa bagimli bireyler olarak daha ¢ok ¢aba gerektiren ve muhtac olarak
algilandigi ve BEP’in ise egitim-Ogretim siirecinde hem 6gretmenlere hem Ogrencilere genel olarak destek
saglayarak yol gosterici algisinin var oldugu sonucuna ulasilmistir.

Bu sayida yer alan altinc1 derleme makalesi olan “Homojen Gruplamanin Ozel Yetenekli Ogrenciler
Uzerindeki Etkileri: Bir Sistematik Literatiir Taramas:” adli calisma Kadir CALISKAN ve Sema TAN tarafindan
kaleme alinmustir. Bu galismada 6zel yeteneklilerin egitimi igin temel uygulamalardan biri olan homojen gruplama
stratejilerinin 6zel yetenekliler egitimindeki birtakim faydalari alan yazinda tartigilmakta olsa da homojen
gruplamanin olas1 olumsuz etkilerine iliskin endiselerin, zaman zaman onu uygulama konusunda temkinli
yaklagimlara da yol agabildigi goriisiinden yola ¢ikilmistir. Bu baglamda; homojen gruplama stratejilerinin, dzel
yetenekli 6grencilerin akademik ve psiko-sosyal dzellikleri ile iligkisini incelemek, bu ¢alismanin temel amaci
olarak belirlenmistir. Bu ¢aligma bir sistematik literatiir taramasi olarak planlanmistir. Caligmaya, 6zel yetenekli
ogrencilerin 6rgiin egitim siireclerinde uygulanan gruplama stratejilerinin etkilerini aragtiran ampirik kaynaklar
dahil edilmistir. Dahil edilen arastirmalarin katilimcilar1 ya zorunlu egitim ¢agindaki (ilkokul, ortaokul ve lise)
ozel yetenekli 6grenciler ya da zorunlu egitim ¢agindaki deneyimlerine odaklanilan 6zel yetenekli bireylerden
olusmusgtur. Dahil etme kriterlerine uygun olarak belirlenen 18 arastirma, sistematik literatiir taramasina alinmigtir.
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Homojen gruplamanim etkileri, akademik etkiler ve psiko-sosyal etkiler temalar1 altinda incelenmistir. Sistematik
literatiir taramasinin bulgulari; 6zel yetenekliler egitiminde homojen gruplama stratejileri uygulamanin, akademik
acidan olumlu, ancak psiko-sosyal agidan karmasik (olumlu ve/veya olumsuz ya da nétr) etkileri oldugunu
gostermistir. Ozel yetenekli 6grencilerin akranlarindan farklilasan 6zelliklerine yonelik egitimsel diizenlemelerin
yapilmasinin, olumlu akademik sonuglarla iliskili olmasi, ilgili literatiirle tutarli bulunmustur. Ozel yetenekli
6grencileri homojen gruplamanin psiko-sosyal etkilerinin ise genellikle benlik algisi ile ilgili oldugu ve dahil
edilen arastirma bulgularinin birgogunun, biiyiik balik-kiigiik golet etkisiyle tutarli oldugu ileri stiriilmiistiir.

Sevgili Okurlarimiz, dergimizin zamaninda ¢ikmasi ve niteliginin artirilmasi i¢in yogun ¢aba harcayan
Editorler Kurulunda yer alan ¢aligma arkadaglarima 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 katkilarimizi siirdiirmenizi rica ederek saygilarimi sunuyorum. 2024 yilinin Eyliil
sayinda yayimlanacak olan 25. Cildin ii¢iincii sayisinda tekrar bulusmayi diliyorum...

Prof. Dr. Hatice BAKKALOGLU
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From the Editor...
Dear Readers,

We are with you again with the Ankara University Faculty of Educational Sciences Journal of Special
Education’s second issue of June 2024, Volume 25, Issue 2. 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. Before introducing the articles in this issue, | would
like to thank for their devoted work and contributions to our journal, and wish success in their future works to
Assist. Prof. Aysin NOYAN ERBAS from Hacettepe University, who left our team as one of our Field Editors,
and Dr. Nagihan BAS from Ordu University, who left our team as one of our Technical Executives as of this issue;
I also would like to welcome Res. Assist. Dr. Cetin TOPUZ from Karamanoglu Mehmetbey University, who has
joined us as Technical Executive in this issue, and wish him success in his work.

In this issue of our Journal, there are five research articles, and one review article. | would like to briefly
introduce them to our readers. The first research article in the current issue includes a study of Sibel AYDIN, and
Oguz EMRE namely “Views of Mothers with Children with Special Needs on Complementary and Alternative
Medicine Methods.” This study aimed to reveal the views of mothers of children with special needs on
complementary and alternative medicine methods. This study utilized the phenomenological design, a qualitative
research technique. Participants in this study were selected using the criterion sampling method, a purposive
sampling technique. Data collected through semi-structured interview questions prepared by the researcher were
analyzed using the content analysis method. Codes were generated based on the answers of the participants to each
research question, and 14 themes encompassing these codes were identified. These themes and codes were
examined under the titles of the views of the participants on complementary and alternative medicine methods,
information about the methods practiced according to the special need type and the underlying reasons,
characteristics perceived as beneficial and harmful in these methods, and factors that motivate participants to use
these methods. Nearly all participants were observed to apply these methods. It was reported they resorted to these
methods for the child's disability type or for illnesses that develop alongside the disability due to the solution-
seeking idea and receiving guidance from various sources and found practices beneficial. In children with special
needs, complementary and alternative medicine methods are observed to vary based on types of disabilities and
regional differences, and usage of these methods has been gradually increasing recently. The authors suggested
that considering their potentially serious consequences for children, it is essential to establish a legal and evidence-
based implementation procedure for these methods.

The second study namely “Investigation of the Resilience, Self-Efficacy, and Perceived Social Support of
Gifted Students ” was conducted by Ozge YILDIRIM, and Aysegiil KILICASLAN-CELIKKOL. This research aimed
to analyze the levels of psychological resilience in terms of different variables, self-efficacy, and perceived social
support among gifted students, investigate the relationships between these variables, and examine the predictive
power of self-efficacy and perceived social support on psychological resilience. The study involved 232 gifted
middle school students from six different Science and Art Centers in Turkey. Participants completed the
Demographic Information Form, Child and Adolescence Resilience Scale, Self-Efficacy Scale for Children, and
Social Support Evaluation Scale for Children and Adolescents. The findings revealed significant differences in
psychological resilience scores based on gender, grade, and participation in social/sportive activities. Positive
relationships were observed among psychological resilience, emotional self-efficacy, academic self-efficacy,
social self-efficacy, total self-efficacy, perceived social support from family, peers, and teachers, and total
perceived social support. Self-efficacy and perceived social support were identified as significant predictors of
psychological resilience in gifted students. Enhancing the levels of self-efficacy and perceived social support, as
well as promoting participation in social/sportive activities, can contribute to the psychological resilience of gifted
students. There is a positive relationship between self-efficacy, perceived social support, and psychological
resilience in gifted students. As the levels of self-efficacy and perceived social support increase, the psychological
resilience of gifted students also increases.

The third research article in this issue is authored by Erdem KARTAL, Salim Ibrahim ONBASI, and Ekrem
Levent ILHAN namely “Examining the Relationship Between Self-Efficacy and Cognitive Flexibility of Physical
Education and Sports Teachers Towards Inclusive Education.” The aim of the study was to examine the self-
efficacy of physical education and sports teachers towards inclusive education and to determine the role of
cognitive flexibility. The population of the study consists of physical education and sports teachers working in
public schools in Sakarya. A total of 157 (age = 40.83 + 8.07) teachers, consisting of 120 males (76.4%) and 37
females (23.7%) recruited by convenience sampling, participated in the study designed with the relational
screening model. "Teachers' Self-Efficacy Scale for the Education of Individuals with Special Needs," "Cognitive
Flexibility Inventory," and the "Personal Information Form," developed by the researchers, were used as data
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collection tools. The data were analyzed in SPSS 22 using descriptive statistics, Pearson correlation, and
regression analyses. It was determined that there was a positive, moderately significant relationship between
teachers' cognitive flexibility levels and their self-efficacy for the education of individuals with special needs
(TSEISN) (p < .05) and that cognitive flexibility had significant predictive power in explaining TSEISN (p < .05).
Additionally, although no statistically significant difference was found in the participants' TSEISN and cognitive
flexibility scores according to their course taking status (p > .05), their mean scores were determined to be high.
It can be concluded that as teachers' cognitive flexibility increases, their self-efficacy towards individuals with
special needs increases; in other words, the self-efficacy of teachers who can adapt to different environments and
develop practical thinking skills is positively affected by these characteristics, and the self-efficacy levels of those
who take courses for inclusive education are relatively high.

Zeynep YANILMAZ authored the fourth research article namely “Examining of Interior Design
Approaches in Special Education Buildings for People with Autism.” This study aimed to examine the interior
design approaches applied in education schools for autism and to provide an overview of the special education
buildings to be built in Tiirkiye. The study was designed with a qualitative research method and a document review
has been conducted to determine the sample group. The sample group consisted of five special education schools
located abroad, where the most comprehensive information was accessed in terms of spatial characteristics such
as plans, sections, interior visuals, etc. The interior design approaches of these schools were examined in terms of
8 parameters, namely spatial organization, circulation areas, lighting, acoustics, color, material,
equipment/reinforcement and security. All of the schools determined as the sample group were arranged in a
campus and as a single or two storey. The most important emphasis in schools is on gradual smooth transitions
between spaces, with different sensory levels (low, medium, high). In addition, in these schools, individual learning
areas have been created as well as arrangements that allow group work in terms of the changing sensory needs of
students. As a result of the examination of the sample group, it was determined that especially the space
organization, lighting, color, material and acoustic design are extremely important in schools for autistic people.
Specially designed schools also support the healthy development of students with autism.

The fifth and the last research article of this issue, which was conducted by Nazli GUN, and Seraceddin
Levent ZORLUOGLU is namely “Perceptions of Science Teachers towards Some Concepts Related to Inclusive
Education: Metaphor Study. ” This study was conducted to determine the science teachers' perceptions towards
the concepts of inclusive education, inclusive students, and individualized education programs (IEP) related to
inclusive education. 234 science teachers participated in the study, which was carried out in the phenomenological
design. The metaphorical form developed by the researchers was used to collect the data within the scope of the
research, and the obtained data were analyzed by the content analysis method. In the study, "integrative”, "practice
competence”, "negative connotation”, "fulfillment of needs", "difference”, "supporting effect”, "process" and
"other" categories were created for the concept of inclusive education; “externally dependent"”, "promising",
"positive connotation"”, "negative connotation” and "other" categories for the concept of inclusion student; and
"supporting effect”, "content"”, "formality" and "fulfillment of needs" categories for the concept of IEP. The
metaphors created by the teachers for the concept of inclusive education were mostly collected under the
"integrative" category; the metaphors created for the inclusive student mostly under the "external dependent"
category, and the metaphors created for the concept of IEP mostly under the "supporting effect” category. It was
concluded that inclusive education generally provides integration and is perceived positively by teachers, inclusive
students are perceived as needy and demanding more as externally dependent individuals, and IEP has a guiding

perception by providing overall support to both teachers and students in the education and training process.

The sixth the only review article in this issue namely “The Effects of Homogeneous Grouping on Gifted
Students: A Systematic Literature Review.” was authored by Kadir CALISKAN, and Sema TAN. Homogeneous
grouping strategies are among the basic interventions for gifted education. Although the academic advantages of
these interventions have been frequently documented, concerns about their possible psycho-social negative effects
can sometimes lead to cautious approaches to their implementation. In this regard, the main objective of the present
study was determined as examining the relationship between homogeneous grouping strategies and the academic
and psycho-social characteristics of gifted students. The current study was a systematic literature review. Empirical
resources investigating the effects of grouping strategies implemented in the formal education processes of gifted
students were included in the study. Either gifted students of compulsory education age (primary, secondary, and
high school) or gifted individuals whose experiences at compulsory education age were focused on were the
participants of the included studies. Eighteen studies identified in line with the inclusion criteria were included in
the systematic literature review. The effects of homogeneous grouping were examined under the themes of
academic effects and psycho-social effects. findings of the systematic literature review demonstrated that
implementing homogeneous grouping strategies in gifted education has academically positive but psycho-socially
complex (positive and/or negative or neutral) effects. The fact that educational arrangements for characteristics
that differentiate gifted students from their peers are associated with positive academic outcomes is consistent with



the relevant literature. The psycho-social effects of the homogeneous grouping of gifted students are usually related
to self-concept, and most of the research findings included are consistent with the big fish-little pond effect.

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 third
issue of the 25" volume which will be published in September 2024...

Prof. Hatice BAKKALOGLU
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Giris: Bu arastirma, 6zel gereksinimli ¢ocuklarin annelerinin tamamlayici ve alternatif tip yontemleri hakkindaki
goriislerini ortaya koymay1 amaglamistir.

Yontem: Arastirmada nitel aragtirma tekniklerinden fenomenoloji deseni kullanilmistir. Arastirmada yer alan
katilimcilar, amagli 6rnekleme yontemlerinden biri olan dlgiit 6rnekleme yontemi kullanilarak segilmistir.
Arastirmacinin olusturdugu yari yapilandirilmis goriisme sorulari ile toplanan veriler, igerik analizi yontemi ile
analiz edilmistir.

Bulgular: Katilimcilarin her bir arastirma sorusuna verdigi cevaplar 1s1ginda kodlar olusturulmus ve bu kodlar
kapsayan 14 tane tema belirlenmistir. Bu tema ve kodlar; katilimer annelerin tamamlayici ve alternatif tedavi
yontemleri hakkindaki diigiinceleri, 6zel gereksinim tiiriine gore uygulanan yontemler ve gerekgeleri hakkindaki
bilgiler, katilimer annelerin bu ydntemlerde yararli ve zararli gordiikleri 6zellikler ile katilimci anneleri bu
yontemleri uygulamaya yonlendiren etmenler basliklari altinda incelenmistir. Katilimcilarin tamamina yakininin
tamamlayict ve alternatif tedavi yontemlerini uyguladiklart goriilmiistiir. Care arama diigiincesi ve ¢esitli
kaynaklarin yonlendirmeleri ile ¢ocugun yetersizlik tiirii ya da yetersizligine ek olarak gelisen hastaliklarda bu
yontemlere bagvurduklari ve uygulamalari yararl bulduklar: bildirilmistir.

Tartisma: Ozel gereksinimli g¢ocuklarda, yetersizlik tiiriine ve yoresel farkliliklara bagli olarak, uygulanan
tamamlayic1 ve alternatif tip yontemlerinin farklilagtigi ve bu yontemlerin kullanimmin son yillarda giderek
artmaya basladigi goriilmektedir. Cocuklarda yaratabilecegi ciddi sonuglar goz 6niine alindiginda bu yontemlere
iligkin yasal ve kanita dayali bir uygulama prosediirii olusturulmasi gerekmektedir.
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Giris

Yirminci ylizyilin ortalarindan itibaren, hastaliklarin tanilanmasi ve tedavisinde yasanan olumlu
gelismelerle birlikte modern tibbin disinda farkli yontemler de agiga ¢ikmistir. Genel olarak bakildiginda modern
tibbin icinde yer almayan tedavi uygulamalarinin tamami, tamamlayici ve alternatif tedavi (TAT) yontemleri
baslig1 altinda toplanmaktadir. Tamamlayici tedavi; modern tip ile uygulanan ve tibbi tedavinin basarisini
arttirabilmek icin kullanilan takviye uygulamalari igerirken, alternatif tedavi yontemleri ise; modern tip yerine
uygulanan ve ayrica modern tip tarafindan da onaylanmayan ve bilimsel olarak kanitlanmamis olan geleneksel
yontemleri kapsamaktadir (Paknejad vd., 2019; Wopker vd., 2020). Tanimdan da anlasilacagi lizere TAT
yontemleri, kavramsal olarak farklilik gdstermesine ragmen gogunlukla birlikte kullanilmaktadir. Diinya Saglik
Orgiitii (DSO) tarafindan yapilan tanimlamaya gore ise TAT yontemleri hem bedensel hem de psikolojik
rahatsizliklardan korunma, tanilama, tedavi ve saglikli halin siirdiiriilmesi amaciyla kullanilan, kiiltiirden kiiltiire
farklilik gosterebilen ve genellikle kaynagi belirli bir inang ve deneyim {irlinii olan yontemlerdir. Ayrica bu

yontemlerin bazilarinin mantikli bir agiklamasi varken bazilariin ise gecerli herhangi bir izah1 bulunmamaktadir
(World Health Organization, 2000).

Modern tip, TAT yoOntemlerini bilimsel olmamasi ve alanyazinda bu ydntemlere iliskin bilgilerin kisitli
olmasi nedeni ile kabul etmemektedir. Fakat tiim bunlara ragmen yine de yaygin olarak kullanilan yéntemler
oldugu da goriilmektedir. Bu nedenle 1998’de Amerika Birlesik Devletleri Ulusal Saglik biinyesinde Ulusal
Tamamlayici ve Alternatif Tip Merkezi (National Center for Complementary and Alternative Medicine
[NCCAM]) kurulmustur (Pearson & Chesney, 2007). Bu merkezin temel amaci; TAT yontemlerinin gegerlilik ve
giivenirliligini test etmektir. Ayrica gecerlilik ve giivenilirligi saglanan ve etkililigi bilimsel olarak kanitlanan
yontemleri de modern tibba baglh tedavilerin igine dahil etmeyi planlamaktadir. Ulkemizde ise T.C. Saglk
Bakanligi tarafindan olusturulan TAT Uygulamalar1 Yo6netmeligi, 29158 nolu say1 ile 27 Ekim 2014 yilinda
yiirlirliige konulmustur (Geleneksel ve Tamamlayici Tip Uygulamalar1 Yonetmeligi, 2014). Bu tarihten itibaren
de denetimi saglik bakanlig1 tarafindan yapilan bu yontemlerin birgok saglik kurulusunda uygulanmaya baslandigi
fakat heniiz iilkemizde TAT yontemlerinde kullanilan iiriinlerin kalitesini 6lgebilecek herhangi bir standardin
bulunmadig: bilinmektedir (Buluta-Kobya & Bektas, 2019).

Diinya geneline bakildiginda TAT yontemlerini kullanma oranlarinin giderek arttig1 goriilmektedir (Hofer
vd., 2017; Ng & Mohiuddin, 2020). Yurt disinda gergeklestirilen ¢alismalarda gelisimsel gerilige sahip ¢ocuklarin,
tipik gelisim gosteren ¢ocuklara kiyasla TAT yontemlerini kullanma sikliginin daha fazla oldugu bildirilmistir
(Zisman vd., 2020). Yine yurt disinda yapilan ¢alismalarda farkli néro-gelisimsel yetersizligi bulunan ¢ocuklarin
TAT kullanim oranlarina bakildiginda; en fazla Otizm Spektrum Bozuklugunun (OSB) yer aldig1 goriilmektedir
(Hofer vd., 2017). OSB’den sonra sirasiyla Down Sendromu (Prussing vd., 2005), Dikkat Eksikligi ve
Hiperaktivite Bozuklugu (DEHB) (Mazhar vd., 2016) ve Serebral Palsi (SP) (Hurvitz vd., 2003) tanili gocuklar
gelmektedir. Tiirkiye’de yapilan aragtirmalar da TAT kullanim oranlarinin artmaya basladigini1 ve bu oralarin
%22.1 ila %90.6 arasinda degistigini gostermektedir (Bicer & Balgik, 2019). Tiirkiye’de TAT kullanimu ile ilgili
net bir oran verilememesinin nedenleri arasinda ise TAT yontemlerine ve kullanimina iliskin aragtirma verilerinin
siirli olmasi, bu yontemleri kullanan kisilerin kullandig1 yontemleri gizlemesi ya da saklamak icin yanlis
yonlendirmesi gibi durumlar yer almaktadir (Buluta-Kobya & Bektas, 2019; Carman vd., 2018). Arastirmalar,
daha ¢ok yetiskinlerde TAT yontemlerinin kullanilmas: ile ilgili olup bu ydntemlerin ¢ocuklarda kullanimima
iligkin kisitli veri sunmaktadir. Ulkemizde TAT ydnteminin ¢ocuklarda kullanimu ile ilgili yapilan ¢aligmalarin
tamamina yakini, kronik hastalig1 olan gocuklar ile gergeklestirilmistir (Babayigit vd., 2008; Muslu & Oztiirk,
2008). Kronik hastalig1 olmayan ¢ocuklarda da bu yontemlerin kullanildig1 ama yeterli sayida arastirmanin mevcut
olmadig1 alanyazinda bahsedilmektedir (Meyer vd., 2013). Alanyazinda ayrica OSB (Hangiil & Tufan, 2022;
Yurteri & Akdemir, 2019) ve zihinsel yetersizlik (Sengiil, 2009) tanili cocuklar ile ilgili de ¢alismalarin var oldugu
fakat yeterli dlciide veri saglayacak kadar arastirmanin bulunmadigi goriilmektedir. Ozetle arastirmalar, TAT
uygulamalarinin daha c¢ok kronik rahatsizliklar1 olan, gelisimsel bir gecikmesi bulunan ya da rehabilitasyon
ihtiyaci olan ¢ocuklarda tercih edildigini gostermektedir (Carman vd., 2018).

Bu bilgiler dogrultusunda, ¢ocuklarda TAT yontemlerinin kullaniminin giderek yayginlastig1 fakat 6zel
gereksinimli ¢ocuklarin gelisimsel durumlarina ve bu durumlara bagl olarak degisiklik gdsteren saglik
ihtiyaglari1 gidermeye yonelik uygulanan yontemler hakkinda yeteri kadar ¢alisma ve verinin bulunmadigi
goriilmektedir. Ozel gereksinimli cocuklarda uygulanilan TAT yontemleri hakkinda kapsamli veriler toplanarak
¢ocuk sagligi, cocuk gelisimi, 6zel egitim uzmanlari gibi gocuk iizerine ihtisas yapan ya da ¢alisan tiim meslek
gruplarinin bu c¢alismanin sonucunda ortaya ¢ikan verilerden yararlanmasi planlanmaktadir. Ayrica ozel
gereksinimli ¢ocuklarda TAT ydntemlerinin kullaniminin artma nedenleri de belirlenerek gerekli diizenlemelerin
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yapilmasi hedeflenmektedir. Bu konudaki duyarliligin arttirilmast igin ¢aligmamizda; 6zel gereksinimli cocuklarin
annelerinin TAT kullanim1 hakkindaki goriiglerinin degerlendirilmesi amaclanmistir. Arastirmanin bu amaci
dogrultusunda ise asagida yer alan sorulara iligkin yanitlar aranmistir:

1. Ozel gereksinimli gocugu olan annelerin, TAT yontemlerine iliskin yaklasimlar1 nasildir?
2. Ozel gereksinimli cocugu olan annelerin sik¢a kullandiklar1 TAT yontemleri nelerdir?
3. Ozel gereksinimli cocugu olan annelere gore TAT ydntemlerinin yararlari ya da zararlar1 nelerdir?
4. Ozel gereksinimli cocugu olan annelerin, TAT yontemlerini kullanma nedenleri nelerdir?
Yontem
Arastirma Yontemi

Ozel gereksinimli ¢ocugu olan annelerin TAT ydntemlerine yonelik goriislerini ortaya gikarmay1
hedefleyen bu ¢alisma, nitel arastirma yontemi desenlerinden fenomenoloji olarak tasarlanmistir (Yildirim &
Simsek, 2018). Fenomenolojik arastirma, kisilerin bir durum ya da olaya iliskin diisiincelerini agiga ¢ikarmayi
hedefleyen bir arastirma desenidir (Patton, 2014).

Calisma Grubu

Aragtirmada yer alan katilimcilar, amagl 6rnekleme yontemlerinden biri olan 6lgiit drnekleme yontemi
kullanilarak se¢ilmistir. Amacli 6rnekleme; aragtirmaya ait verilerin toplanmasi asamasinda aragtirmacinin, zengin
ve kapsamli bilgiye ulasabilecegini diisiindiigii kisileri se¢cmesi ile aragtirmanin daha derinlemesine ve kapsamli
hale gelmesine yardimci olan bir 6rnekleme yéntemidir. Olgiit drneklemede ise arastirma icin belirlenen dlgiitii
yerine getiren kisi, durum, olay ve durumlarin se¢ilmesi s6z konusudur (Biiyiikoztiirk vd., 2018). Bu nedenle
¢alismanin 6rneklemi olusturulurken 6zel gereksinimli ¢ocugu olan annelerin katilimi, bir olgiit olarak
sunulmustur. Caligma grubuna dahil edilen annelerin yaslari; 26 ila 50 yas arasinda degismekte olup, agirlikli
olarak yasglar1 26-30 yas ile 41-45 yas arasinda dagilim gostermektedir. Katilimct annelerin 24’4 evli 1°1 bekardir.
Egitim durumlar incelendiginde; annelerin 12’si ilkokul-ortaokul mezunu, 9’u lise ve 4’ {iniversite (6n lisans-
lisans) mezunudur. Katilimei annelerin 16’smin gelir diizeyinin orta, 6’sinmn iyi ve 3’iniin diisiik oldugu
goriilmektedir. Katilime1 annelerin 22°si ¢ekirdek aile tipine sahip iken 3’ genis aileye sahiptir. Annelerin 20’si
ilgede, 4’1 kdyde, 1’1 ise ilde ikamet etmektedir. Ayrica ¢alismaya dahil edilen annelerin 14’1 OSB, 5’i Down
Sendromu, 1’1 SP ve 5’i ¢oklu yetersizlik (SP + Hidrosefali + Gelisim Geriligi + Damak Yarikligi; Epilepsi +
DEHB + Dil ve Konusma Giigliigii + Ortopedik Yetersizlik; OSB + Epilepsi; Dil ve Konusma Giigliigii + OSB)
tanili gocuga sahiptir.

Veri Toplama Araglari

Aragtirmanin amaci dogrultusunda arastirmaci tarafindan olusturulan yari yapilandirilmis goriisme
sorulart ile veriler elde edilmistir. Bu veri toplama aracinin tercih edilmesinin nedeni ise esnek ve
smirlandirilmamis olmasi, katilimery1 yonlendirmek yerine her katilimcidan 6zel ve kapsamli veriler toplanmasina
izin vermesi (Merriam, 2013) ve 6zel konular hakkinda ayrintili sorular sorma olanagi saglamasidir. Gorlisme
formu olusturulmadan Once alanyazin taramasi yapilarak, TAT yontemleri hakkindaki goriisler incelenmistir. Elde
edilen veriler 15181nda, aragtirmanin amacina da uygun olacak sekilde iki boliimden olusan bir veri toplama araci
olusturulmustur. Formun ilk kisimda “Kisisel Bilgi Formu” bulunmakta olup toplamda dokuz soru yer almaktadir.
Ikinci kisimda ise “Gériisme Formu” yer almakta olup icinde dokuz agik uglu soru bulunmaktadir. Hazirlanan bu
iki boliimlii yar1 yapilandirilmis gériisme formu kapsam gegerliliginin saglanabilmesi adina dort alan uzmaninin
goriisiine sunulmustur. Uzman incelemesi sonucunda goériisme sorularinin igerigi ile ilgili herhangi bir degisiklige
gidilmezken, sorular1 ifade etme bigimleri ve yazimi hakkinda diizenlemeler yapilmistir. Sorularin anlasilirhgim:
test etmek amaci ile de 6zel gereksinimli ¢ocugu olan bir anne ile goriisme yapilmistir. Bu goriisme sonucunda
sorularin katilimcilar agisindan anlagilabilir olduguna karar verilmistir.

Veri Toplama ve Analizi

Verilerin toplanmasi asamasinda ilk olarak Indnii Universitesi Etik Kurulu’nda 28.03.2022 tarihli ve
E.162090 say1l1 karar ile etik kurul onay1 alinmistir. Ardindan verileri toplama isleminde katilimci annelerin her
biriyle birebir goriismeler yapilmis ve arastirmanmn amaci, goriismelerin goniilliilik esasina uygun olarak
gergeklestirilecegi, goriigme siirecinde elde edilen bilgilerin yalnizca ¢aligma kapsaminda kullanilacagi
vurgulanmistir. Ayrica katilimeilarin kimlik bilgilerinin kesinlikle paylasilmayacagi agik bir sekilde belirtilmistir.
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Ardindan caligmaya katilacak goniillii annelerin her birinden yazili onam formu alinmistir. Goriisme 6ncesinde
tim katilimcilardan bireysel olarak randevu alinmig ve goriismeler yiiz ylize gergeklestirilmistir. Gorlisme
sirasinda yonlendirici sorulardan kagmilmig ve gorligmenin giivenilirligini arttirmak adina sorular ayni sira ile
katilimcilara sorulmugtur. Arastirmanin verileri 22-29 Nisan 2022 tarihleri arasinda toplanmis olup her bir
goriigme ortalama 30 ila 45 dakika siirmiistiir. Katilimcilara yoneltilen tiim sorulara verilen cevaplar, veri kaybinin
olugmamasi i¢in arastirmaci tarafindan dogrudan bire bir not edilmistir. Sorular tam olarak cevaplanmadiginda ya
da anlasilmayan noktalarda yeniden sorular okunarak cevap vermeleri istenmistir.

Arastirma kapsaminda toplanan veriler, icerik analizi yénteminden yararlanilarak analiz edilmistir. Icerik
analizi, dogrudan olmayan uygulamalar1 sayesinde insan davraniglart iizerinde ¢aligsmaya firsat tantyan ve bu
yoniiyle sosyal bilimler alaninda ¢cogunlukla tercih edilen bir tekniktir. Icerik analizi yonteminde birbirine yakin
ve benzer veriler, belirlenmis olan ortak kavramlar ya da temalar altinda toplanip bir araya getirilerek, okurun
algilayacagi bir sekilde yeniden revize edilip yorumlanir. Yani ¢aligma kapsaminda elde edilen verilerin analizi;
kodlama, temalarin belirlenmesi, kod ve temalarin revize edilmesi ve bulgularin tanimlanmasi ile birlikte
yorumlanmasi olmak tizere dort asamada gerceklestirilmektedir (Yildirim & Simsek, 2011).

Calismada, etik kurallar 1s1ginda katilimcilarin goriislerine yer verilebilmesi, kisisel verilerinin
korunabilmesi ve bu dogrultuda verilerin analiz edilebilmesi igin her bir katilimciya kodlar (V1, V2, ...,V25)
verilmistir. Ardindan igerik olarak ayni anlami karsilayan, 6zetleyici ve veriyi betimleyici tanimlamalardan olusan
kodlama islemine gecilmistir. Olusturulan kodlar arasindaki benzerlikler g6z Oniine alinarak temalar
olusturulmustur. Kod verme islemi tamamlanmadan once arastirmadan bagimsiz iki alan uzmani akademisyene,
verilere kod verme islemi yeniden yaptirilmistir. Ardindan uzmanlarin kodlari ile arastirmacinin kodlari
karsilastirllmistir. Benzerlik gosteren ve fikir ayriligi yaratan goriisler géz oniine alindiginda arastirmanin
giivenirligini 6lgebilmek igin Miles and Huberman’in 1994 yilinda olusturdugu “Giivenilirlik = Goriis Birligi /
(Goris Birligi + Gorlis  Ayriligl)” formiiliinden yararlanilmistir ve aragtirmanin giivenilir olarak
nitelendirilebilmesi i¢in sonucun %80 ve iizerinde ¢ikmasi gerekmektedir. Calismamizda ise arastirmanin
giivenilirligi 0.89 olarak hesaplanmistir. Bu bilgiler 1s18inda ¢alismadan elde edilen sonuglarin giivenilir oldugu
goriilmiistiir. Son olarak, katilimcilarin her bir soru i¢in verdigi cevaplardan segilenlere, calismanin inandiriciligint
giiclendirmek ve okuyucunun olusturulan temayi daha iyi anlamasina yardime1 olabilmek i¢in dogrudan alintilar
yapilarak yer verilmistir.

Gecerlilik ve Giivenirlik

I¢ gecerliligin/inandiriciligin arttirilabilmesi igin belirli asamalarin gerceklestirilmesi gerekmektedir.
Bunlar; uzun vadeli etkilesim, amaca uygun derinlemesine bir veri toplama siireci, ¢esitleme, uzman
degerlendirmesi ve ¢ikan iriiniin katitlimcilar tarafindan onaylanmasidir (Lincoln & Guba, 1985). Nitel
¢aligmalarda, katilimcilar goriigmenin baglangig¢ safthasinda gogunlukla arastirmacinin etkisine ve yonlendirmesine
acik bir haldedir (Yildirim & Simsek, 2011). Bu durumu ortadan kaldirabilmek i¢in arastirmaci, annelerle goriisme
Oncesi ve goriisme boyunca ayrintili sohbetler ederek ayni ortamda kalma ve etkilesim kurabilme siiresini
uzatmistir. Yine aragtirmanin amacina uygun bir sekilde olusturulan yari yapilandirilmig goriisme formunun
kapsam gegerliliginin saglanmasi adma da arastirma iginde yer almayan dort farkli alan uzmaninin goriisiine
basvurulmus ve uzmanlardan alinan geri doniitler 1s1¢1nda sorularda gerekli diizenlemeler yapilmistir. Elde edilen
veriler dogrultusunda analizin kalitesini arttirabilmek adina, arastirmada yer almayan iki farkli alan uzmam
akademisyene farkli ortam ve zamanlarda kod verme islemi yeniden yaptirilmis ve boylelikle analizci ¢esitlemesi
tekniginden de yararlanilmistir. Yine arastirmacinin verdigi kodlar ile arastirmadan bagimsiz iki alan uzmanimin
olusturdugu kodlar arasinda goriis birligine varilan ifadeler arastirmanin bulgular béliimiinde sunulmus ve bu
sayede inandiricilign saglamak adina dogrudan alintilara yer verilmistir. Ayrica analiz bdliimiinde kodlayicilar
arasi giivenilirligi tespit edebilmek i¢in Miles ve Huberman’in (1994) olusturdugu formiilden yararlanilmistir.

Nitel ¢aligmalarda kullanilan diger bir kavram ise giivenirlik/tutarliktir. Aragtirmanin tutarligini saglamak
adina goriismelerde sorulan sorular tiim katilimcilara ayni sekilde ve ayni sira ile sorulmus ve cevaplar da bu
sekilde not edilmistir. Ayrica goriismelerin bitiminden hemen sonra goriisme kayitlari ve alinan notlar katilimcilara
okunmus ve teyit ettirilmistir. Bu sayede ¢aligmanin aktarilabilirligi ger¢eklestirilmistir. Arastirma boyunca elde
edilen tim veriler, tutulan notlar ve katilimcilardan alinan onam formlar1 gerektiginde incelenmek iizere
saklanmigtir. Bu sayede ¢alismanin onaylanabilirligi gerg¢eklestirilmek istenmistir.
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Bulgular

Aragtirmanin amaci dogrultusunda elde edilen verilerin analiz sonuglart; 6zel gereksinimli ¢ocuklarin
annelerinin TAT yontemleri hakkindaki diistinceleri, 6zel gereksinim tiiriine gére uygulanan TAT yontemleri ve
gerekeeleri hakkindaki bilgiler, annelerin TAT yontemlerinde yararli ve zararli gordiikleri 6zellikler ve anneleri
TAT yontemlerini uygulamaya yonlendiren etmenler basliklariyla sunulmustur.

Katilimc1 Annelerin, TAT Yontemleri Hakkindaki Diisiinceleri

Aragtirmanin “Tip dist alternatif yontemler ya da doktorun Onerisi disinda kullanilan dogal/bitkisel
iirinler hakkinda ne diisiiniiyorsunuz?” ve “Ozel gereksinimli gocugunuz igin tip dis1 alternatif tedavi yontemi ya
da doktorun o6nerisi disinda herhangi bir dogal/bitkisel {iriin kullanmadiysaniz nedenleri nelerdir?” sorularina
annelerin verdigi cevaplar bu baslik altinda sunulmustur. Annelerin verdigi cevaplar 1s1ginda; olumlu goriis,
olumsuz goriis ve sartli goriis temalar1 olusturulmustur.

Olumlu Goriis

Katilimer annelerin TAT yontemleri hakkindaki olumlu goériisleri; alternatif uygulamalara inanmak,
dogal/bitkisel iiriinlere inanmak, faydali oldugunu diisiinmek ve zararsiz olanlarin denenebilecegini diisiinmek
olarak belirlenmistir. Olumlu goriis temasi ile ilgili ifadeler sunlardir:

“Yarar1 oldugunu diigiiniiyorum. Cikmadik candan iimit kesilmez demigler. Duyduklarimdan aklima
yatanlar1 ve ¢ocuguma zarar1 dokunmayacagini diisiindiiklerimi deniyorum (V24).”

“Bu tip yontemlerin yararli oldugunu diisiiniiyorum. Ozellikle dogal/bitkisel iiriinlerin kullanilmasinda
herhangi bir zarar gérmiiyorum. Atalarimiz zamaninda ilag yokmus hep otlarla tedavi olurlarmig (V5).”

Yukarida yer alan goriislere gore, katilimcilarin 6zellikle dogal/bitkisel iiriinlerden mantikli bulduklarini
ve ¢ocuguna zarart dokunmayacagina inandiklarini kullanabilecekleri, bitkilerin de bir ¢esit dogal ilag oldugunu
diistindiikleri ve bu iiriinlerin bir yararin1 mutlaka géreceklerine inandiklari sdylenebilir.

Olumsuz Govriis

Katilimc1 annelerin TAT yontemleri hakkindaki olumsuz gorisleri; alternatif yontemlere inanmamak,
dogal/bitkisel iiriinlere inanmamak, faydali olmadigini diisiinmek, tavsiye etmemek ve zaman kaybi oldugunu
diisiinmek seklinde siralanmistir. Olumsuz goriis temast ile ilgili ifadeler sunlardir:

“Bu yontemlerin hi¢birine inanmryorum. Bilmedigim, duymadigim bir seyi verip ¢ocugumun daha fazla
rahatsizlanmasini da istemem. Bu yiizden bu yontemleri kesinlikle kullanmadim kullanmam da (V1).”

“Boyle yontemlere kesinlikle inanmiyorum. Sorun Allah’tan geldi. Bizler de birer araciy1z. Doktorun ve
egitimin diginda hicbir seyin iyi gelecegini diiglinmilyorum (V14).”
Yukarida yer alan ifadelere gore katilimcilarin, modern tibbin ve egitimin disindaki yontemlere
inanmadiklar1 ve TAT yontemlerini gerekli ya da faydali bir uygulama olarak gérmedikleri sdylenebilir.
Sartlhl Goriis

Katilimer annelerin TAT yontemleri hakkindaki sartli goriisleri ise; baz1 yontemlerin faydali bazilarinin
faydasiz oldugunu diisiinmek, alternatif uygulamalara inanmamak ama duanin giiciine inanmak ve bilingli
kullanilirsa faydali olacagin diisiinmek olarak belirlenmistir. Sartli goriis temasi ile ilgili ifadeler sunlardir:

“Doktor tedavisi ve egitimin yararli oldugunu bir de duanin gerekli oldugunu diisiiniiyorum. Ama diger
yontemlerin yararli olacagina inanmiyorum. Belki beslenme sekilleri, ek takviye bitkisel iirinler de
yararl olabilir (V21).”

“Alternatif yontemlere inanmiyorum bu yiizden hi¢ ugrasmadim ama tamamlayici tibba inaniyorum.
Kendimde gocuklarim i¢in kullantyorum tabi mantikli olanlari... (V13).”

Yukarida yer alan ifadelere gore katilimcilarin, TAT yontemlerinden bazilarini faydali bazilarini ise
faydasiz olarak gormekle birlikte alternatif yontemlere inanmay1p duanin giiciine inananlar ile bilingli kullanilirsa
fayda gorecegini diisiinenlerin de bulundugu sdylenebilir.
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Ozel Gereksinim Tiiriine Gore Uygulanan TAT Yontemleri ve Gerekceleri Hakkindaki Bilgileri

Aragtirmanin “Ozel gereksinimli ¢ocuklar icin uygulanan tip dis1 alternatif tedavi yontemleri ya da
doktorun oOnerisi disinda uygulanan dogal/bitkisel iirtinler hakkinda bildiklerinizi ayrintili bir sekilde anlatiniz?
(Tan1 ve uygulanan yéntemler seklinde)”, “Ozel gereksinimli cocugunuz icin uyguladigmiz herhangi bir tip dis
alternatif yontem varsa kullanma nedeni ile ayrmntili bir sekilde agiklaymiz.” ve “Ozel gereksinimli gocugunuz i¢in
doktorun o6nerisi disinda uyguladiginiz herhangi bir dogal/bitkisel {iriin kullaniminiz varsa kullanma nedeni ile
birlikte ayrintili bir sekilde aciklayiniz.” Sorularina annelerin verdigi cevaplar bu baglik altinda sunulmustur.
Annelerin verdigi cevaplar 1s13inda; OSB, Down Sendromu, SP ve ¢oklu yetersizlik temalari olusturulmustur.

0SB

OSB’de uygulanan TAT yontemleri; duyularini/algilarin1 agmak ve takintilarini azaltmak igin duyusal
terapi, hacamat ve siiliik uygulamasi, akapunktur uygulamasi, Mente Cihazi taktirma; sakinlesmesi ve hareketlerini
kontrol edebilmesi igin bitkisel otlar kullanmak; “korkulugunu kaldirmak™ ve nazar igin spiritiiel danigsmana
gotiirmek; bagirsak sorunlarini azaltmak icin GAPS diyeti ve gliitensiz beslenme, kefir ve bitkisel otlar kullanmak;
ylriiyebilmesi ya da konusabilmesi i¢in sehit ya da kimsesizler mezarliginda yatirmak ya da bastirma, tiirbeye
gotiirmek, inegin baglandig1 yere baglamak; bagisikligini giiclendirmek icin takviye gidalar kullanmak olarak
belirlenmigtir. OSB temast ile ilgili ifadeler sunlardir:

“Cocugumun gece aglamalar1 ve bagirmalar1 vardi. Korkularini gidermek i¢in hocaya gotiirdiim, muska
yapti, suya dualar okudu. Bes giin bu suyu icecek dedi. Sonra GAPS diyeti ve gliitensiz beslenme ile
tanistim (V2).”

«...Internette ok dolasiyor. Cocugun kafasina ‘mente cihazi’nin oldugu bir bant takilarak cocuga sesler
dinlettiriliyor. Beyindeki frekanslarin diizelmesine ve bu gocuklarin bebeklikten bu yana yasadigi
travmalarin iyilegsmesine neden oluyormus. Bir de balik yaginin beyin gelisimine iyi geldigini duymustum
(v21).”

Yukarida yer alan goriislere gore, OSB tanili ¢ocuklarda ¢ogunlukla spiritiiel danigmana gotiirme ile
hacamat ve siiliik tedavisi yontemlerinin uygulandigi; ayrica bunlara ek olarak GAPS diyeti ve gliitensiz beslenme
ve bitkisel iirlinler ve takviye gidalar kullanma, mente cihazi taktirma seklindeki yontemlerin kullanildigt
sOylenebilir.

Down Sendromu

Down Sendromlu ¢ocuklarda uygulanan TAT yontemleri; algilarin1 agmak ve konusmasi i¢in hacamat ve
silik uygulamasi yaptirmak; “korkulugunu kaldirmak” ve konusabilmesini saglamak igin spiritiiel danigmana
gotiirmek; bagirsak sorunlarinin azaltmak i¢in kefir kullanmak, sakinlesmesi ve hareketlerini kontrol edebilmesi
icin bitkisel otlar kullanmak; bagisikligin gii¢lendirmek ve gelisimini desteklemek i¢in takviye gidalar kullanmak
olarak kodlanmistir. Down Sendromu temast ile ilgili ifadeler sunlardir:

“Cocugum cok hareketli... Birisinden havu¢ suyunu duymustum. Hareketliligi azaltiyor diye. Yine
korkularim1 gidermek ve konusmasini saglamak i¢in hocaya gotiirdiim. Okutma yaptirdim. Konusabilsin
diye hacamat da yaptirdim. Bir de bagirsak problemlerimiz ¢ok fazlaydi. Kefirin ¢ok iyi geldigini de
duydum (V10).”

“Bu tiir ¢ocuklarda beyin gelisimi i¢in Omega 3 kullandirildigini duymustum. Siiliik ve hacamat
tedavisinin de gelisimlerine iyi geldigini, damarlar1 a¢tigin1 duydum (V22).”

Yukarida yer alan ifadelere gére Down Sendromlu gocuklarda genellikle bitkisel {irtinler ile takviye
gidalar kullanmanin yaygm oldugu ayrica hacamat yaptirma ve spiritiiel danigmana gétiirme, kefir kullanma
tarzinda yontemlere de bagvuruldugu sdylenebilir.

SP

SP’li ¢ocuklarda uygulanan TAT yontemleri ise; kemiklerini gii¢lendirmek i¢in koyun kuyrugu eritip
sirtina stirmek, yumurtanin i¢indeki jelsi maddeyi sirtina siirmek, koyun yiinii sarmak; algilarini agmak icin
refleksoloji, hacamat ve siiliikk uygulamasi; “korkulugunu kaldirmak™ ve konusabilmesi i¢in spiritiiel danismana
gotiirmek; bagisikligmi giiclendirmek ve sakinlesmesini saglamak icin takviye gidalar kullanma kodlar1 ile
aciklanmigtir. SP temasi ile ilgili ifadeler sunlardir:
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“Boyle ¢ocuklarda koyunun kuyrugunu eritip ¢ocugun sirtina siirersek ¢ok iyi geliyormus ve gocuk
diklesiyormus. Yine yiirliyemeyen ¢cocuklarda yumurtay1 kirinca iginden jel gibi seffaf bir madde ¢ikiyor.
Bu maddeyi giinese c¢ikip 40 gilin boyunca g¢ocugun sirtina siiriip glineste kurutursak cocugun
diklesecegini de soyliiyorlar. Bir de koyun yiinii var. Onu da g¢ocugun sirtina sarip birka¢ saat
biraktigimizda kemiklerine iyi gelecegini soylityorlar. Duyularini agmak igin refleksolojiyi de duydum.
At binmeye de gotiiriiyorum. Sadece i¢ camasirlariyla biniyor. Hem ayaklari agiliyor hem de atin sicakligi
hissedip rahatliyor. Bagisikligini giiclendirsin diye propolis veriyorum. Ayrica kemik suyu veriyorum.
Kelle, paga, kemik hepsini en az 7 saat kaynatip igiriyorum. Likarpa suyu igiriyorum. Yaylada yetisiyor.
Mor meyvelerin bagisiklig giiclendirdigini duymustum. Sekersiz kaynatip igiriyorum. Geceleri cocugum
uyanip oturup bir noktaya bakip cigeri ¢ikarcasina giiliiyordu. Bunun i¢in hocaya korkusunu gidermek
icin gdtiirmemi Onerdiler. Siilikk tedavisi yaptirdim. Cocugun aktiflestigini ve daha dik durdugunu fark
ettim. Siiliikk tutmayinca bir kere hacamat yapmisglardi (V19).”

“Boyle c¢ocuklarda hacamatm iyi geldigini, algilari actigini, kani temizledigini ve agriy1 azalttigini
duydum. Cocugumun korkularini azaltmak i¢in hocaya da gotiirdiim onu korusun diye dualar okudu ve
‘hemail (muska)’ yapt1 verdi. Onu takiyor. Yayla cayi ile papatya ¢ay1 da kullaniyorum sakinlessin diye.
Bagisikligini giiglendirmek i¢in ar1 poleni kullantyorum (V24).”

Yukarida yer alan goriislere gore, SP’li ¢cocuklarda siiliikk, hacamat ve refleksoloji gibi yontemler ile
spiritiie] danismana gotiirme, takviye gidalar kullanmanin yaygin oldugu ayrica koyun kuyrugu eritip sirtina
siirme, yumurtanin i¢indeki jelsi maddeyi sirtina siirme, koyun yiinii sarma gibi farkli tekniklerin de denendigi
sOylenebilir.

Coklu Yetersizlik

Coklu yetersizlige sahip ¢ocuklarda uygulanan TAT yontemleri ise; konusabilmesi i¢in inegin baglandigi
yere baglamak, sehit ya da kimsesizler mezarligina su koymak ve bunu igirmek, kusun gagasini dudagina siirmek;
nazar ve “korkulugunu kaldirmak” igin spiritiiel danismana gotiirmek; yiirliyemeyen ya da geg yiirliyen giigsiiz
¢ocuklar1 ete bastirmak, sehit ya da kimsesizler mezarliginda bastirmak; bagisikligini giiclendirmek,
sakinlesmesini saglamak icin takviye gidalar kullanmak seklinde siralanmistir. Coklu Yetersizlik temasi ile ilgili
ifadeler sunlardir:

“Cocugum geceleri ¢ok agliyordu. Bunun i¢in hocaya gotiirdiim, dua okuttum. Bunu korkusunu gidermek
icin yaptirmistim, korkusu gegti. Ge¢ konusmamiz vardi, sehit mezarina gitmemi oraya su koymami ve
bir gece suyun orda kalmasi gerektigini sdylediler. Sonra o suyu alip 40 giin boyunca ¢ocuga igirirsem
¢ocugun konusacagii sodylediler. Geg yiiriiyen ¢ocuklarda ete bastirmayr duymustum. Geriliginden
dolay1 geg yiirliyen ¢ocuklar igin eve et alininca ona bastirmak gerekiyormus yoksa geg yiirlirmis. Bir de
inegin baglandig1 yere bu tip ¢ocuklar baglaniyormus. Sonra ‘insansan konus, hayvansan hayvan ol’
deniliyormus. Ozellikle konusamayan ve geriligi olan ¢ocuklarda... (V7).”

“Yiirliyemeyen bu tiirden ¢ocuklari sehit mezarligina bastirma yontemini duymustum. Béyle ¢ocuklarda
hacamatin iyi geldigini, algilar1 agtigini, kani temizledigini ve agriy1 azalttigini duydum. Cocugumun
korkularini azaltmak i¢in hocaya da gotiirdiim onu korusun diye dualar okudu ve ‘hemail’ yapt1 verdi.
Onu takiyor (V24).”

Yukarida yer alan goriislere gore, coklu yetersizlige sahip ¢ocuklarda gogunlukla spiritiiel danigmana
gotlirme yonteminin kullanildig1 ayrica inegin baglandigi yere baglama, sehit ya da kimsesizler mezarligina su
koyma ve bunu igirme, ete bastirma, sehit ya da kimsesizler mezarliginda bastirma ve takviye gidalar kullanma
gibi yontemlere de bagvuruldugu sdylenebilir.

Katiimci Annelerin TAT Yontemlerinde Yararh ve Zararh Gordiikleri Ozellikler

Aragtirmanin “Size gore 0zel gereksinimli ¢ocugunuz i¢in uyguladigimiz tip dis1 alternatif tedavi
yontemlerinin ya da doktorun dnerisi disinda kullandiginiz dogal/bitkisel iriinlerin varsa yararlar1 ya da varsa yan
etkileri neler olmustur? Gerekgesi ile agiklayiniz.” Sorusuna annelerin verdigi cevaplar bu baglik altinda
sunulmustur. Annelerin verdigi cevaplar 1s18inda; yararli yonleri, zararli yonleri ve TAT ydntemlerine inanmama
temalar1 olusturulmustur.
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Yararl Yonleri

Katilimer annelerin TAT yontemlerine iligkin yararl bulduklar: yonler; bagirsak sorunlarinin azaltmak,
algisinin agmak, yiiriimeye baglamasini saglamak, sakinlesmesini saglamak, korkularini azaltmak, bagisikligini ve
kaslar1 giiclendirmek olarak belirlenmistir. TAT ydntemlerinin yararli yonleri temast ile ilgili ifadeler sunlardir:

“Yararinin oldugunu diisiiniiyorum. Cocugumun korkularinin hepsi gegti (V9).”

“Siiliik tedavisi sayesinde ¢ocugumun diklestigini gdrdiim. Ligarpa meyvesinin de bagisikligini
giiclendirdigine inaniyorum (V19).”

Yukarida yer alan goriislere gore, annelerin 6zellikle bagisiklik giiglendirme ve bagirsak sorunlarina iyi
gelmesi agisindan uygulamalari yararli bulduklar1 ve bunlarm yaninda korkulara iyi gelme, kaslarini giiglendirme
ve algilarini agma, ylirlimesini saglama vb. yonlerden de yararlarini gérdiikleri sdylenebilir.

Zararli Yonleri

Katilimer annelerin TAT yontemlerine iliskin zararli gordiikleri yonler; tedavi ederken hastalanmasina
sebep olmak olarak kodlanmistir. TAT yontemlerinin zararli yonleri temasi ile ilgili ifadeler sunlardir:

“Konugmast i¢in kugu cocugumun dudagina siirdiigiimde kus ¢ocugumun dudagmi 1sirdi ve kanatti (V9).”
“Cocugum yiiriisiin diye mezarlikta sogukta yatirdigim i¢in cocugum hastalandi (V3).”

Yukarida yer alan ifadelere gore katilimcilarin, tedavi amagli kullandiklart yontemlerin sonucunda
¢ocuklarinin hastalanmasina, ac1 gekmesine ve hastanelik olmasina neden olduklari sdylenebilir.

TAT Yintemlerine Inanmama

Katilimer annelerin TAT yontemlerine inanmamalari ise; herhangi bir etki gérmemek ve yararli olacagini
diisinmemek kodlari ile agiklanmistir. TAT yontemlerine inanmama temasi ile ilgili ifadeler sunlardir:

“Hem bu yontemlerin iyi gelecegine inanmiyorum hem de gerek duymuyorum. Tipta careler tiikenmez
onlara inantyorum bir de egitime (V11).”

“Bu yontemlere inanmadigim i¢in iyi gelecegini de diisiinmiiyorum. Bu yontemleri de gocugumda asla
kullanmam (V1).”

Yukarida yer alan ifadelere gore katilimcilarin biiyiik bir boliimii, bu yontemlerin yararli olabilecegini
diiginmemektedirler. Ayrica bu yontemleri uygulayip herhangi bir etkisini gérmedikleri i¢in de bu yontemlere
inanmadiklar1 sdylenebilir.

Katilmci Anneleri TAT Yontemlerini Uygulamaya Yonlendiren Etmenler

Aragtirmanin “Tip dis1 alternatif tedavi yontemlerini ya da doktorun Onerisi disinda kullandiginiz
dogal/bitkisel iirlinleri 6zel gereksinimli cocugunuza tani konulduktan ne kadar siire sonra uygulamaya bagladiniz?
Sizi bu uygulamaya yonlendiren siireci ayrintili bir sekilde agiklaymniz.”, “Tip dis1 alternatif tedavi yontemleri ya
da doktorun onerisi disinda kullanilan dogal/bitkisel {iriinler hakkindaki bilgiye hangi kaynaklardan ulastiniz?
Aciklaymiz.” ve “Cevrenizde 6zel gereksinimli ¢ocuklar i¢in tip dig1 alternatif tedavi yontemleri uygulayan ya da
doktorun Onerisi disinda dogal/bitkisel iiriinler kullanan insanlar var m1? Var ise sizce onlari bu yontemlere
yonlendiren faktorler nelerdir? Aciklaymiz.” Sorularina annelerin verdigi cevaplar bu baglik altinda sunulmustur.
Annelerin verdigi cevaplar 1giginda; beklentiler, ¢are arama diisiincesi, kaynaklar ve bilgi eksikligi temalar1
olusturulmustur.

Beklentiler

Katilimei anneleri TAT yontemlerini uygulamaya yonlendiren etmenlere iliskin beklentileri; tedavi etme,
tedaviye destek olma ve koruma olarak belirlenmistir. Beklenti temas ile ilgili ifadeler sunlardir:

“Hem var olan tedavisini desteklemek i¢in hem de bu tiir yontemlerin daha etkili olacagini ve tedavi
edecegine inandigim i¢in bu yontemleri arastirmaya ve uygulamaya basladim (V3).”

“Genellikle tedavilerine destek olma amaciyla kullaniyoruz. Bazen ilaglar etkili olmayabiliyor ya da
yetersiz kaliyor o zaman boyle yontemlere basvurabiliyoruz. Bir de c¢ocuklarimizin gelisimlerini
desteklemek, sagliklarini korumak i¢in de dogal iiriinlere yonelebiliyoruz (V5).”
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Yukarida yer alan goriislere gore, katilimcilarin g¢ocuklarint tedavi etmek, c¢ocuklarinin sagligini
koruyabilmek ve var olan tedavilerine destek olabilmek icin bu yontemleri kullandiklar1 sdylenebilir.

Care Arama Diisiincesi

Katilimer annelerin TAT yontemlerini uygulamaya yonlendiren etmenlere iliskin ¢are arama diisiinceleri;
yardimc1 olma istegi, medet umma, acizlik/¢aresizlik ve ileride pismanlik yasamama seklinde siralanmistir. Care
arama diigiinceleri temast ile ilgili ifadeler sunlardir:

“Genel olarak caresizlik diyebiliriz. Insan bir umudun pesine takilmak istiyor. Bir de ben elimden geleni
yapayim da sonradan pisman olmayayim diisiincesi de etkili tabi (V25).”

“Hep caresizlikten. Taniy1 ilk defa duydugunuzda Allah kimseye yasatmasin insan ne yapacagini
bilemiyor. Evladi i¢in her seyden medet umar hale geliyorsun (V21).”

Yukaridaki ifadeler, katilime1 annelerin genellikle ¢aresizlik ve vicdan azabi ¢ekmeme diisiincesi ile her
seyden medet umacak hale gelebildiklerini géstermektedir.

Kaynaklar

Katilimer anneleri TAT yontemlerini uygulamaya yonlendiren etmenlere iliskin kaynaklar ise; cevre
etkisi ve biiyiiklerin yonlendirmesi olarak belirlenmistir. Kaynaklar temasi ile ilgili ifadeler sunlardir:

“Genelde esimle internetten arastirip 6greniyoruz. Kayinvalidemin de yonlendirmesi ile denediklerimiz
oluyor (V2).”

“Bu durumda olan kisiler, ¢cevresindeki insanlarin etkisi ve biiyiiklerin yonlendirmesi altinda ¢ok fazla
kalmaktadirlar. En sonunda da istemese de belki iyi gelir diisiincesiyle ister istemez uygulayabilirler
(V12).”

Yukaridaki alintilar incelendiginde genel olarak ¢evre ve bilyiiklerin etkisi altinda kalinarak bu yontemleri
uygulamaya yoneldikleri sdylenebilir. Ayrica medya ve yazili basinin da etkili oldugu gériilmektedir.

Bilgi Eksiklikleri

Katilimer anneleri TAT yontemlerini uygulamaya yonlendiren etmenlere iliskin bilgi eksiklikleri ise;
zararsiz oldugunu diigiinme, ilaglarin yan etkilerinden korkma ve arastirmadan kabul etme olarak kodlanmustir.
Bilgi eksiklikleri temast ile ilgili ifadeler sunlardir:

“Kisacasi bilingsizlik diyebiliriz. Arastirmadan herkesin her sdyledigine inanan ¢ok insan var. Yan
etkilerinin ilaglara gore daha az oldugu diisiincesiyle de kullanan ¢ok insan oluyor (V3).”

“Kisa ve 6z cahillik diyebilirim. Bilingsizlikleri nedeni ile her seye inanabilecek kapasitedeler (V11).”

Yukaridaki alintilara gore katilimeilarin bilingsizce her duyduklarina inanip arastirmadan uygulama istegi
ve bu yontemlerin zararsiz olacag diisiincesi ile bu yontemleri uyguladiklart sdylenebilir.

Tartisma

Ozel gereksinimli gocugu olan annelerin TAT ydntemlerine iliskin gériislerini ortaya koymak amaciyla
gergeklestirilen bu caligmada, katilimc1 annelere birtakim sorular yoneltilmistir. Annelerin sorulara verdikleri
cevaplar ise 0zel gereksinimli ¢ocuklarin annelerinin TAT yontemleri hakkindaki diisiinceleri, 6zel gereksinim
tiirtine gore uygulanan TAT yontemleri ve gerekceleri hakkindaki bilgiler, annelerin TAT yontemlerinde yararh
ve zararli gordiikleri 6zellikler ve anneleri TAT yontemlerini uygulamaya yonlendiren etmenler bagliklari altinda
toplanmistir. Yine ayni sekilde verilen cevaplar 1sinda bu basliklar altinda kodlar olusturulmus ve bu kodlart
kapsayan 14 tane tema belirlenmistir. Arastirma kapsaminda ulasilan bu basliklar ve temalara ait sonuglar
alanyazin 151831inda degerlendirilip tartisilmistir.

Aragtirmada 6zel gereksinimli g¢ocugu olan annelerin genel olarak TAT yontemleri hakkindaki
diisiinceleri incelendiginde, katilimcilarin TAT yontemleri hakkindaki olumlu ve olumsuz goriislerinin birbirine
esit sayida oldugu fakat sarth goriis bildiren kisilerin cevaplar1 dogrultusunda degerlendirildiginde genel olarak
olumlu diistincelerin ¢cogunlukta oldugu goriilmiistiir. Alanyazin incelendiginde diisiik gelirli ailelerin ¢ocuklar1
icin uyguladiklari TAT yontemlerini, yararli bulduklari belirtilmektedir (Tasar vd., 2011). Baska bir ¢aligmada ise
¢ocuk polikliniklerine bagvuran hastalara, ailesi tarafindan uygulanan TAT ydntemlerinin siklig1 ve ailelerin TAT
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yontemlerine iligkin tutumlar1 incelenmistir. Katilimcilarin %61°i TAT yontemlerinin zararinin olmadigini dile
getirirken, %57,8°1 az miktarda da olsa yararli oldugunu bildirmektedir (Uzun, 2018). Ay sekilde yurtdisinda
yapilan ¢caligmalarda da geligsimsel yetersizligi olan ¢ocuklarin ailelerinin biiyiik bir cogunlugu, TAT yontemlerinin
fayda saglayacagini diisiinmektedir (Hanson vd., 2007; Hopf vd., 2016). Bu ¢alismada da katilimecilarin TAT
yontemlerine iligkin genel olarak olumlu tutumlar gelistirdigi ve faydali olabilecegi diisiincesi ile bu yontemlere
yaklastiklar1 belirlenmigtir. TAT yontemlerinin etkililigine iliskin heniiz bilimsel bir kanit bulunmamasina ragmen
(Levy & Hyman, 2015; Owen-Smith vd., 2015) giin gectikge kullaniminin yayginlastigi goriilmektedir (Woolf &
Gardiner, 2010). Bu durumun da TAT kullanimina yo6nelik olumlu bir tutumun var oldugunu ortaya koydugu
diisiiniilebilir.

Aragtirmada katilimc1 annelerin 6zel gereksinim tiiriine gére uygulanan TAT yontemleri ve bu durumun
gerekgeleri hakkinda verdikleri bilgiler 1siginda; OSB tanisi alan ¢ocuklarda en fazla uygulanan TAT
yontemlerinin sirasiyla; zihin ve bedene dayali yontemler (spiritiiel danigmana gétiirme, dua, muska vb.),
biyolojiye dayali yontemler (bitkisel otlar, takviye bitkisel iiriinler, diyet vb.) ve alternatif tip ydntemleri (hacamat,
stiliik uygulamasi vb.) olarak siralandigi goriilmektedir. En sik kullanma nedeni ise korkusunu gidermek, nazar,
algilarin1 agmak ve hareketlerini kontrol edebilmesi/davranig sorunlarmi azaltma olarak siralanmaktadir.
Alanyazinda OSB’li ¢ocuklarda uygulanan TAT yontemlerinin diinya genelinde giinden giine artis gosterdigi ve
en sik uygulanan TAT yontemlerinin ise maneviyat temelli uygulamalar oldugu bildirilmektedir (Qureshi vd.,
2020; Salkas vd., 2016). OSB’li ¢ocuklarin ailelerinin TAT yontemlerini kullanma nedenleri incelendiginde ise
¢ocugun sinirli ve hir¢in davranislari, hiperaktivite, gastrointestinal sistem sorunlar1 ve uyku problemleri gibi OSB
tanisina ait semptomlar1 tedavi etmek amaci ile kullandiklar1 gériillmektedir (Akins vd., 2014; Wong & Smith,
2006). Bu sonuglar ile bizim ¢alismamizin bulgulari arasinda bir paralellik bulunmasina ragmen bu ¢alismada TAT
yontemlerini kullanma nedenleri iginde birinci siray1r ¢ocugun korkularini gidermek ve nazarin aldig
goriilmektedir. Bu farkliligin nedeni ise OSB’nin nasil basladig1 ya da neyin neden oldugu tam olarak bilinemedigi
i¢in OSB’li ¢ocuklarin ailelerinin tedavi amagli kullandiklart yontemler ve i¢eriklerinin de bolgeye, iilkeye ve hatta
ayni iilkedeki sehirlere gore de farklilik gdstermesidir (Mandy & Lai, 2017).

Calismamizda Down Sendromu, SP ve ¢oklu yetersizlik tanili cocuklar i¢in de kullanilan TAT yontemleri
incelendiginde hepsinde de ilk ii¢ sirada genel olarak zihin ve bedene dayali yontemlerin, biyolojiye dayali
yontemlerin ve alternatif tip yontemlerinin bulundugu goriilmektedir. Ayrica en sik kullanma nedenlerini de
korkusunu gidermek, nazar, algilarimi agma, bagisiklig1 giiglendirme, konusmasini saglama ve hareketlerini
kontrol edebilme/davranis sorunlarini azaltma olusturmaktadir. Alanyazinda yer alan bir ¢aligmada Down
Sendromu tanili ¢ocuklarda ¢ogunlukla algiyr agmak ve islevselligi gelistirmek amaci ile diyet ve bitkisel {iriin
takviyelerinden yararlanildigi bildirilmektedir (Lewanda vd., 2018). Ayrica genetik kdkenli bir sendromu bulunan
(Down Sendromu gibi) ¢ocuklarda 6zellikle beslenme, bitkisel iiriin takviyesi uygulanmaktadir (Brown & Patel,
2005). Alanyazinda yer alan ¢alismalarda OSB ve Down Sendromu tanili ¢ocuklarda daha ¢ok diyet ve bitkisel
tiriin takviyesi kullanilmakta olup bizim ¢alismamizla paralellik gosterirken SP’li gocuklarda daha ¢ok manipiilatif
ve bedene ait yontemler ile enerji kaynakli TAT yontemlerinin kullanildig: bildirilmektedir (Samdup vd., 2006).
Bagka bir ¢alismada ise OSB, SP, gelisimsel gerilik vb. tanili 6zel gereksinimli ¢ocuklarda uygulanan TAT
yontemleri incelenmis ve en fazla biyolojiye dayali yontemlerin tercih edildigi bildirilmistir. Yine bu yontemlere
ek olarak en sik kullanilan yontemler arasinda ise manipiilatif ve bedene ait yontemler (masaj, egzersiz gibi) ile
zihin ve bedene dayali yontemlerin yer aldig1 goriillmektedir (Konuk-Sener & Karaca, 2020). Bu durumun da farkl
iilkeler ve cografi bolgelerdeki kiiltiirel farkliliklar ile iliskili olabilecegi diistiniilmektedir. Ayrica gelisimsel
yetersizlige sahip cocuklarda gelisimsel yetersizlige bagli semptomlar1 ya da bu yetersizlikle birlikte ortaya ¢ikan
ek semptomlar1 iyilestirmek igin TAT yontemlerinin kullanildigi gériilmektedir (Tenenbaum vd., 2019). Tiim bu
sonuglar bize saglik agisindan 6zel olarak bakima gereksinim duyan ¢ocuklarda TAT ydntemlerinin kullaniminin
son yillarda giderek arttigin1 da gostermektedir (Barnes vd., 2008; Vlieger, 2007).

Aragtirmada, TAT yontemlerini 6zel gereksinimli cocuguna uygulayan annelerin, bu yontemlere iligkin
yararl ve zararh gordiikleri yonler ile gerekceleri incelendiginde, katilimeilarin biiyiik bir cogunlugunun TAT
yontemlerini yararli olarak nitelendirdigi ve en fazla bagisiklig1 gii¢lendirme ve bagirsak sorunlarini azaltmada
yarar sagladigini dile getirdikleri goriilmiistiir. 0-15 yas grubu ¢ocugu icin TAT yontemlerini kullanan 435 aile ile
gerceklestirilen bir ¢alismada, genellikle ailelerin kullandiklart TAT yontemlerini yararli olarak degerlendirdigi
ve ¢ocuklarmin tibbi olarak tani aldiklar1 hastaliktan ziyade belirti ve bulgulara yonelik olarak bu ydntemlere
basvurduklar1 goriilmistiir. TAT yontemlerine bagvurmalarina neden olan sikayetlerin en basinda ise kabizlik,
soguk alginlig1 ve bagirsak sorunlarindan biri olan gaz problemleri yer almaktadir (Tasar vd., 2011). Diger bir
calismada ise TAT yontemini kullanan kisilerin algiladiklar1 etkiyi 6lgebilmek icin hangi alanlarda yararimi
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gordiikleri soruldugunda, en fazla bagisiklik sisteminin gii¢clendirilmesi olarak cevap verdikleri ve aragtirmaya
katilanlarin tamamina yakininin da bu yontemleri yararli bulduklar1 gériilmiistiir (Laengler vd., 2008). Bu
sonuglar, TAT yontemini kullananlarin biiyiik bir béliimiiniin bu yontemleri dogrudan yetersizlik i¢in kullanmak
yerine bagisiklik sistemini giiclendirmek, psikolojik yonden rahatlamasini saglamak gibi sebeplerle kullandiklarini
gostermektedir. Ayrica bu kisilerin dogrudan hastalik i¢in bu yontemleri kullanmaya istekli olduklar: fakat yeterli
bilgilerinin bulunmamasi nedeni ile modern tibbin yonlendirmesine de ihtiya¢ duyduklar1 goriilmektedir (Uzun,
2018). Tiim bunlara ek olarak bagisiklik sistemini gii¢lendiren maddelerin bitkisel {iriinlerinin, ¢ok sayida iilkede
saglik durumunu iyilestirmek ve viriislerden korunmak igin viicudun direncini arttirmada kullanildigi
bilinmektedir (Celik vd., 2021). Ailelerin ¢ocuklarinda kullandiklart TAT yontemlerini yararli olarak
nitelendirmelerine ragmen bu sonuglarin ailelerin bireysel kanaati, kiiltiirel inanis1 ve gozlemlerinden ibaret
olmasina bagl olarak modern tibbin 15181nda yapilacak etiyolojik ve epidemiyolojik ¢alismalarla desteklenmesi
gerekmektedir (Smolle vd., 1998).

Alanyazinda yer alan bir calismada, ¢ocuklarin karaciger ve bobrek islevlerinin tam olarak geligmemesine
bagl olarak TAT yontemlerinin uygulanmasi sonucunda cesitli yan etkilerin ortaya g¢ikabilecegi bildirilmigtir
(Muslu & Oztiirk, 2008). Bizim calismamizda da katilimeci annelerin, 6zel gereksinimli ¢ocuklarda TAT
yontemlerinin zararli yonii olarak tedavi amaclhi kullanim sonucunda ¢ocugun hastalanmasina neden olduklar1
goriilmiistiir. Bu ¢aligma ile bizim sonuglarimizin paralellik gosterdigi goriilmektedir. TAT yontemlerinin dogal
kaynakli ve ulagilmasinin kolay olmasi nedeni ile genellikle yan etkilerinin olmayacagi diisiiniilmektedir (Akcay
& Yildirimlar, 2017). Fakat 6zellikle ¢ocuklarda kullanilan ilag ya da dirlinlerin viicutta yarattigi etkilerin
yetiskinlerden farkli olmasi ve bu yontemlere yonelik kanitlanmis rutin bir uygulama seklinin de bulunmamast
yan etkilerinin siddetini daha da arttirabilmektedir (Muslu & Oztiirk, 2008). Ayrica Tasar ve digerlerinin 2011
yilinda gerceklestirdigi caligmada oldugu gibi bu ¢alismada da gocuklar igin zararh olabilecek geleneksel
yontemlerin (inegin baglandig1 yere baglama, sehit ya da kimsesizler mezarligia su koyma ve bunu igirme ve
kusun gagasini dudagina siirme, sehit ya da kimsesizler mezarligimin iistiinde uyutma) kullanildigi belirlenmistir.
Bu durum da bize, ailelerin saglig: iyilestirme ve iyi olus halini siirdirmede bagvurduklari1 geleneksel inang ve
yontemlere sikca yonelmeleri nedeni ile alternatif yontemler ile bitkisel tiriinlerin kullaniminin giderek daha hizli
artmasina neden olacagi gostermektedir (Oztiirk & Karayagiz, 2008).

Mergen ve digerlerinin 2018 yilinda yaptig1 bir ¢aligmada tamamlayici tedavi yontemlerini kullanan ve
sonrasinda bu yontemleri tercih etmek istemeyenlere nedenleri sorulmus ve katilimcilarin biiyiik bir gogunlugunun
en ¢ok ‘tedavi ettigini diisinmeme’ yanitini verdikleri bildirilmistir. Caligmamiz ile Mergen ve digerlerinin yaptigi
bu g¢alismanin birbiri ile iligkili sonuglarinin oldugu ve ¢aligmamiza katilan annelerin de 6zel gereksinimli
¢ocuklarda uygulanan TAT yontemlerine inanmama nedenlerini ¢ocuklarinda kullanip ‘herhangi bir etki
gorememek’ ve ‘yararinin olacagini diisinmemek’ seklinde ifade ettikleri belirlenmistir. Bu sonug¢larin nedeninin
ise TAT yontemlerinin biiyiik bir gogunlugunun kesin bir bilimsel kanita dayandirilmamis olmasi ile iligkili oldugu
diistiniilmektedir (Muslu & Oztiirk, 2008).

Aragtirmada, TAT yontemlerini 6zel gereksinimli ¢ocugu i¢in kullanmaya yonlendiren etmenler
incelendiginde, katilimci annelerin biiyiik bir cogunlugunun gevre ve biiyiiklerin yonlendirmesi gibi kaynaklar ile
¢ocuklarinin bu durumlari karsisinda kendilerini aciz hissetmelerine bagli olarak ¢are arama diisiincelerinin etkili
oldugunu goriilmiistiir. Alanyazinda da bizim ¢alismamizla paralel olarak TAT yontemleri hakkindaki bilgiye en
¢ok aile biiyiikleri ve ¢evreden ulasildig: bildirilmektedir (Tasar vd., 2011; Tuncel vd., 2014; Wang vd., 2020).
TAT yontemlerini ¢ocuklarinda uygulamaya yonelik kararlar1 annelerin verdigi ve uygulamay: da kendilerinin
yaptig1 diisiiniiliirse annelerin TAT yontemleri, dogurabilecegi olumlu ve olumsuz sonuglar ile giivenilir
kaynaklarmn neler oldugu konusunda bilgilendirilmesi gerekmektedir. Ayrica TAT yontemleri hakkindaki bilginin
biiytik bir béliimiinii saglayan ve yine annenin uygulamasi asamasinda kararmi etkileyen kisilerin aile biiyiikleri
oldugu diisiiniildiiginde hem annenin hem de aile biiyiiklerinin ve bdylece c¢evrenin bu konular hakkinda
bilgilendirilmesinin gerekli oldugu diigiiniilmektedir (Tuncel vd., 2014).

TAT yontemlerini tercih eden kisilere neden bu yontemleri tercih ettikleri soruldugunda, umutsuzluk,
hayal kiriklig1, caresizlik, tibbi tedavinin yan etkilerinden korkma, kolay ulasilabilir olmas1 ve aile biiyiiklerinin
giivenilir olarak nitelendirmesi gibi gerekgeler sunduklari goriilmektedir (Ernst, 2000; Kurt, 2004). Bu ¢aligmada
da anneleri TAT yontemlerini kullanmaya yonlendiren etmenler iginde, ¢ocuklarinin bu durumlar1 kargisinda
kendilerini aciz/garesiz hissetmelerine bagli olarak ¢are arama diisiincelerinin yer aldig1 ve bu bulgularin alanyazin
ile paralellik gosterdigi goriilmektedir. Ozellikle OSB tanili ¢ocuklarin aileleri, doktorlarm bu tiir ¢ocuklart
anlayisla karsilama ve sorularina tatmin edici cevaplar verme agisindan birinci basamak saglik hizmetlerinden
memnun kalmamakta (Liptak vd., 2006), bu durum da onlari ¢aresizlige ve insanlardan uzaklagmaya itebilmektedir
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(Hanson vd., 2007; Levy & Hyman, 2015). Genellikle siiregen ve ciddi tanili hastaliklarda, garesizlik duygusu ile
daha fazla TAT y6ntemi kullanildig1 da bilinmektedir (Goin-Kochel vd., 2007; Hanson vd., 2007).

Sonug olarak aragtirmada, katilimcilarin tamamina yakininin TAT yontemlerinden bir ya da birkacini
uyguladiklar goriilmiistiir. Genel olarak da ¢are arama diislincesi ve ¢esitli kaynaklarin yonlendirmesi ile cocugun
yetersizlik tiirii ya da yetersizligine ek olarak gelisen hastaliklarda, TAT yontemlerine bagvurduklar: bildirilmistir.
Yetersizlik tiiriine gore uygulanan TAT yontemlerinde degisiklikler olmakla birlikte 6zel gereksinimli ¢ocuklarda
ortak olarak uygulanan TAT yontemlerinin de bulundugu goriilmiistiir. Ayrica katilimcilarin, TAT ydntemlerine
yonelik belirli sartlar sunsalar da genellikle olumlu diisiincelere sahip olduklar1 ve uygulamalar1 yararli bulduklar
sonucu ortaya ¢ikmistir.

Oneriler

TAT yontemlerinin kullaniminin artmaya baslamasima ragmen halen TAT yontemlerinin etkililigi,
yararlar1 ya da zararlarina yonelik kanita dayali bir verinin bulunmadig1 gériilmektedir. Ozellikle ¢ocuklarda
yaratabilecegi ciddi sonuglar goz oniine alindiginda bu yontemlere iliskin yasal ve kanita dayali bir uygulama
prosediirii olugturularak yanlis kullanim ve yanlis bilginin de Oniine gegilmelidir. Calismada yer alan 6zel
gereksinimli ¢ocuklarda TAT ydntemine bagvurma nedenleri 1g18inda ihtiyaglar belirlenmelidir. Boylelikle
annelerin, giivenli kaynaklardan bilgi almalar1 ve dogru yontemlerin dogru amagclarla uygulanmasi saglanmalidir.
Aile ve ¢ocuk ile birebir etkilesim i¢inde olan saglik ¢alisanlarinin yeterli ve kaliteli bir hizmet sunabilmesi ve
ailenin ihtiyaglarii fark edebilmesi i¢in o kuruma bagvuran kisilerin egitim diizeylerini, gelenek ve goéreneklerini,
ekonomisini, inanglarint ve sosyal ¢evresini iyi bilmesi gerekmektedir. Cocukla etkilesime gegebilecek tiim
uzmanlarin multidisipliner bir yaklagimla aileyi desteklemesi ve diizenli araliklarla ailelerin kullandiklari
yontemleri ele alip yanlis uygulamalarin oOniline gegilmeye calisilmasi gerekmektedir. Farkli gelenek ve
goreneklere gore degisiklik gosteren veya farkli isimlerle anilan TAT ydntemlerinin fark edilebilmesi igin bu tiir
calismalarin Tirkiye’nin farkli bolgelerinde, farkli gruplarla da calisilmasinin alanyazina katki saglayacagi
diistintilmektedir.

Yazarlarin Katki Diizeyleri

Birinci yazar ¢aligma konusunu belirleme, aragtirma deseni, veri toplama, verilerin analizi ve ¢alismanin
raporlanmasi ikinci yazar ise c¢alisma konusunu belirleme, arastirma deseninin belirlenmesi, danigmanlik
asamalarinda gorev almistir.
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Abstract

Introduction: This study aimed to reveal the views of mothers of children with special needs on complementary
and alternative medicine methods.

Method: This study utilized the phenomenological design, a qualitative research technique. Participants in this
study were selected using the criterion sampling method, a purposive sampling technique. Data collected through
semi-structured interview questions prepared by the researcher were analyzed using the content analysis method.

Findings: Codes were generated based on the answers of the participants to each research question, and 14 themes
encompassing these codes were identified. These themes and codes were examined under the titles of the views of
the participants on complementary and alternative medicine methods, information about the methods practiced
according to the special need type and the underlying reasons, characteristics perceived as beneficial and harmful
in these methods, and factors that motivate participants to use these methods. Nearly all participants were observed
to apply these methods. It was reported they resorted to these methods for the child's disability type or for illnesses
that develop alongside the disability due to the solution-seeking idea and receiving guidance from various sources,
and found practices beneficial.

Discussion: In children with special needs, complementary and alternative medicine methods are observed to vary
based on types of disabilities and regional differences, and usage of these methods has been gradually increasing
recently. Considering their potentially serious consequences for children, it is essential to establish a legal and
evidence-based implementation procedure for these methods.
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Introduction

Starting from the mid-20th century, alongside the positive advancements in the diagnosis and treatment
of illnesses, various methods outside of modern medicine have also emerged. In general, all treatment practices
that are not part of modern medicine are collectively grouped under the title of Complementary and Alternative
Medicine (CAM) methods. While complementary medicine involves supplementary practices applied alongside
modern medicine to enhance the success of medical treatment, alternative medicine methods, on the other hand,
encompass traditional methods that are practiced instead of modern medicine, are not endorsed by modern medical
practices, and are not scientifically proven (Paknejad et al., 2019; Wopker et al., 2020). Based on this definition,
even though CAM methods exhibit conceptual differences, they are mostly used together. According to the
definition provided by the World Health Organization (WHO), CAM methods are methods used for the prevention,
diagnosis, and treatment of both physical and psychological disorders, as well as the maintenance of well-being.
These methods can vary across cultures and are generally products of specific beliefs and experiences.
Additionally, while some of these methods have logical explanations, others lack any valid explanation (WHO,
2000).

Modern medicine does not accept CAM methods due to their lack of scientific foundation and limited
information about these methods in the medical literature. However, despite these circumstances, it is still observed
that these methods are widely used. Therefore, in 1998, the National Center for Complementary and Alternative
Medicine (NCCAM) was established within the United States National Institutes of Health (Pearson & Chesney,
2007). The primary goal of this center, later named the National Center for Complementary and Integrative Health,
is to test the validity and reliability of CAM methods. Furthermore, it aims to integrate methods that have been
validated, and proven effective scientifically, into modern medical treatments. In Turkey, the Regulation on CAM
Practices, established by the Ministry of Health of the Republic of Turkey, was put into effect on 27 October 2014,
with the regulation number 29158 (Traditional and Complementary Medicine Practices Regulation, 2014). It is
known that since that date, these methods, overseen by the Ministry of Health, have started to be implemented in
many healthcare institutions, but there is currently no standard available to assess the quality of products used in
CAM practices in Turkey (Buluta-Kobya & Bektas, 2019).

From a global perspective, the utilization rates of CAM methods are gradually increasing (Hofer et al.,
2017; Ng & Mohiuddin, 2020). Studies conducted in different countries have reported that parents of children with
developmental delays have a higher frequency of using CAM methods compared to those of typically developing
children (Zisman et al., 2020). Similarly, in studies conducted in different countries, considering the usage rates
of CAM methods among children with various neurodevelopmental disabilities, it is observed that Autism
Spectrum Disorder (ASD) has the highest prevalence (Hofer et al., 2017). After ASD, the following conditions
have the highest respective rates: Down syndrome (Prussing et al., 2005), Attention Deficit and Hyperactivity
Disorder (ADHD) (Mazhar et al., 2016), and Cerebral Palsy (CP) (Hurvitz et al., 2003), respectively. Studies
conducted in Turkey also indicated that the usage rates of CAM methods are beginning to increase, and these rates
vary between 22.1% and 90.6% (Biger & Balgik, 2019). The reasons for not being able to provide a precise
percentage for the usage of CAM in Turkey include factors such as limited data on CAM methods and their usage,
as well as situations where individuals who use these methods conceal or misrepresent information about the
methods they are using (Buluta-Kobya & Bektas, 2019; Carman et al., 2018). Previous studies have predominantly
focused on the use of CAM methods in adults, providing limited data regarding the usage of these methods in
children. The vast majority of studies conducted in Turkey regarding the usage of CAM methods with children
have been carried out on children with chronic illnesses (Babayigit et al., 2008; Muslu & Oztiirk, 2008). It is
mentioned in the literature that these methods are also used in children without chronic illnesses, but there is a lack
of sufficient research on this topic (Meyer et al., 2013). In the literature, it is also seen that there are studies related
to children diagnosed with ASD (Hangiil & Tufan, 2022; Yurteri & Akdemir, 2019) and intellectual disability
(Sengiil, 2009) but there is a lack of sufficient research that could provide substantial data. In summary, current
studies have indicated that CAM practices are primarily preferred for children with chronic illnesses,
developmental delays, or rehabilitation needs (Carman et al., 2018).

Based on this information, it is seen that the usage of CAM methods with children is becoming more
widespread but there is a lack of sufficient research and data on methods practiced related to the developmental
statuses of children with special needs and to address the health needs that vary depending on those statuses.
Comprehensive data about CAM methods practiced in children with special needs is being collected with the aim
for all professional groups working in or specializing in fields related to children, such as child health, child
development, and special education specialists to benefit from the data emerging as a result of this study.
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Furthermore, the study aims to identify the reasons for the increasing usage of CAM methods in children with
special needs and to make necessary adjustments accordingly. To enhance awareness in this regard, our study aims
to evaluate the views of mothers of children with special needs regarding the usage of CAM methads. In line with
this goal of the study, answers have been sought for the questions provided below:

1. How do mothers of children with special needs perceive CAM methods?
2. What are the frequently used CAM methods by mothers of children with special needs?
3. According to mothers of children with special needs, what are the benefits or harms of CAM methods?
4. What are the reasons for mothers of children with special needs to use CAM methods?
Method
Design

This study that aims to uncover the views of mothers of children with special needs regarding CAM
methods is designed using the phenomenological research pattern, which is a qualitative research method (Yildirim
& Simsek, 2018). Phenomenological research is a research design that aims to reveal individuals' thoughts about
a situation or event (Patton, 2014).

Study Group

The participants in the study were selected using the criterion sampling method, which is a purposive
sampling technique. Purposive sampling is a sampling method where the researcher selects individuals whom they
believe can provide rich and comprehensive information during the data collection phase of the study and thus,
the study becomes deeper and more comprehensive. In criterion sampling, the focus is on selecting individuals,
situations, events, and cases that meet specific criteria defined for the study (Biiyiikoztiirk et al., 2018). Therefore,
in constructing the study sample, the participation of mothers of children with special needs was presented as a
criterion. The ages of the mothers included in the study group range from 26 to 50 years old, with a predominant
distribution of ages between 26-30 years and 41-45 years. Out of the participant mothers, 24 are married and 1 is
single. Regarding their education levels, 12 mothers have completed primary and middle school, 9 have completed
high school, and 4 have completed university education (associate's or bachelor's degrees). In terms of income
level, 16 mothers have an average income, 6 have a good income, and 3 have a low income. Out of the participant
mothers, 22 belong to nuclear families, while 3 belong to extended families. Among the participant mothers, 20
reside in the district, 4 in rural areas (villages), and 1 in the city. Additionally, of the mothers included in the study,
14 have children diagnosed with autism spectrum disorder (ASD), 5 have children with Down Syndrome, 1 has a
child with Cerebral Palsy (CP), and 5 have children with multiple disabilities (CP + Hydrocephalus +
Developmental Delay + Cleft Palate; Epilepsy + ADHD + Speech and Language Impairment + Orthopedic
Impairment; ASD + Epilepsy; Speech and Language Impairment + ASD).

Data Collection Tools

Data was collected using the semi-structured interview questions formulated by the researcher in line with
the objective of the study. The reason for choosing this data collection tool is its flexibility and lack of constraints,
allowing for the collection of personalized and comprehensive information from each participant, rather than
directing them (Merriam, 2013), and also that it allows the opportunity to ask detailed questions about specific
topics. Before the interview form was developed, a literature review was conducted and the views on CAM
methods were examined. In light of the obtained data, a data collection tool consisting of two parts was created in
accordance with the purpose of the study. The first part of the form contains a ‘Personal Information Form' with a
total of nine questions. The second part contains an 'Interview Form' with nine open-ended questions. This two-
part semi-structured interview form was presented to the opinions of four field experts to ensure its content validity.
As a result of the expert review, no changes were made to the content of the interview questions, but adjustments
were made to the wording and writing of the questions. In order to test the comprehensibility of the questions, an
interview was conducted with a mother who has a child with special needs. Based on this interview, it was
determined that the questions were understandable from the participants' perspective.

Data Collection and Analysis

During the data collection stage, firstly, the approval of the ethics committee was obtained at In6ni
University Ethics Committee with the decision dated 28.03.2022 and numbered E.162090. Then, one-on-one
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interviews were conducted with each of the participant mothers in the data collection process, and the purpose of
the study was explained, emphasizing that the interviews would be conducted on a voluntary basis, and the
information obtained during the interview process would be used only within the scope of the study. It was also
clearly stated that the identity information of the participants would not be shared under any circumstances. Then,
awritten consent form was obtained from each of the volunteer mothers who would participate in the study. Before
the interview, an appointment was made with each participant individually and the interviews were conducted
face-to-face. During the interview, leading questions were avoided and the questions were asked to the participants
in the same order to increase the reliability of the interview. The data were collected between April 22-29, 2022
and each interview lasted an average of 30 to 45 minutes. The answers to all questions posed to the participants
were directly noted down by the researcher to avoid data loss. When the questions were not answered completely
or were not understood, the questions were read again and the participants were asked to answer them.

The data collected within the scope of the study were analyzed using the content analysis method. Content
analysis is a technique that provides the opportunity to study human behavior thanks to its non-direct practices and
is often preferred in the field of social sciences. In the content analysis method, closely related and similar data are
gathered and brought together under common concepts or themes that have been determined, revised, and
interpreted in a way that the reader can perceive. In other words, the analysis of the data obtained within the scope
of the study is conducted in four stages: coding, determining the themes, revising the codes and themes, and
interpreting the findings together with the description of the findings (Yildirim & Simsek, 2011).

In the study, individual codes (V1, V2, ..., V25) were assigned to each participant to include the views of
the participants in line with ethical considerations, to protect their data and to analyze the data in this direction.
Then, the coding process, consisting of descriptions that serve as summaries and descriptors of the data and have
the same meaning in terms of content, was started. Themes were created by considering the similarities between
the generated codes. Before the coding process was completed, two academic experts, independent from the study,
were asked to independently re-conduct the coding process for the data. Then, the codes of the experts were
compared with those of the researcher. Considering the similar and divergent opinions, to measure the reliability
of the study, Miles and Huberman's formula, "Reliability = Agreement / (Agreement + Disagreement)", created in
1994 was used to measure the reliability of the study. The result must be 80% and above for the study to be
considered reliable. In our study, the reliability of the study was calculated as 0.89. In light of this information, the
results obtained from the study were found to be reliable. Finally, selected answers given by the participants for
each question were included in the study with direct quotations to enhance the credibility of the study and to help
the reader better understand the themes that were created.

Validity and Reliability

To increase internal validity/credibility, certain steps need to be taken. These steps include long-term
interaction, an in-depth data collection process aligned with the purpose, triangulation, expert evaluation, and
validation of the outcome by the participants (Lincoln & Guba, 1985). In qualitative studies, participants are mostly
open to the influence and guidance of the researcher at the beginning of the interview (Yildirim & Simsek, 2011).
To eliminate this situation, the researcher had detailed conversations with the mothers before and during the
interview and extended the duration of staying in the same setting and interacting with them. Similarly, to ensure
the content validity of the semi-structured interview form created in line with the purpose of the study, the opinions
of four different field experts who were not involved in the study were asked. Based on the feedback received from
these experts, necessary adjustments to the questions were made. To increase the quality of the analysis in line
with the obtained data, two different field experts who were not involved in the study were asked to independently
re-conduct the coding process in different settings and times, and thus the technique of analyst triangulation was
also utilized. Furthermore, the statements where consensus was reached between the codes provided by the
researcher and the codes generated by the two field experts independent of the study were presented in the results
section of the study direct quotations were included to ensure credibility. Additionally, the formula created by
Miles and Huberman (1994) was utilized to determine the inter-coder reliability in the analysis section.

Another concept used in qualitative studies is reliability/consistency. To ensure the consistency of the
study, the questions asked in the interviews were asked to all participants in the same way and the same order and
the answers were noted in this way. In addition, immediately after the end of the interviews, the interview records
and notes taken were read to and confirmed by the participants. In this way, the transferability of the study was
realized. All the data obtained, the notes taken and the consent forms obtained from the participants throughout
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the study were kept to be examined when necessary. In this way, it was aimed to realize the confirmability of the
study.

Results
Views of the Participant Mothers on CAM Methods

The answers given by the mothers to the questions of the study "What do you think about non-medical
alternative methods or natural/herbal products used without the doctor recommendation?" and "What are the
reasons if you have not used any non-medical alternative medicine method or any natural/herbal product without
the doctor recommendation for your child with special needs?" are presented under this title. Based on the answers
given by the mothers, the themes of positive views, negative views, and conditional views were formed.

Positive Views

The positive views of participant mothers on CAM methods were identified as believing in alternative
practices, believing in natural/herbal products, thinking they are beneficial, and considering that the harmless ones
can be tried. The statements related to the positive view theme include the following:

“I think they have benefits. There is a proverb: Where there is life, there is hope. I try the ones that make
sense to me from what I've heard and I believe won't harm my child (V24).”

“I believe these types of methods are beneficial. Especially when it comes to using natural/herbal
products, I don't see any harm. Our ancestors didn't have medicines back in their time; they used to treat
themselves with herbs (V5).”

Based on the views above, it can be said that the participants can use especially natural/herbal products
that they find logical and that they believe will not harm their children, they think that plants are a kind of natural
medicine and they believe that they will see the benefit of these products.

Negative Views

The negative views of the participant mothers on CAM methods were listed as not believing in alternative
methods, not believing in natural/herbal products, thinking they are not beneficial, not recommending them, and
considering them a waste of time. The statements related to the negative view theme include the following:

“I don't believe in any of these methods, and I wouldn't want to give my child something I don't know,
and something | haven't heard of, and | don't want my child to feel worse. That's why | have never used
these methods and never will do (V1).”

“I absolutely don't believe in such methods. The issue comes from God. Each of us is just an intermediary.
Apart from doctors and education, I don't believe anything else will help (V14).”

Based on the statements above, it can be said that the participants do not believe in methods other than
modern medicine and education and do not see CAM methods as a necessary or beneficial practice.

Conditional Views

The conditional views of the participant mothers on CAM methods were identified as thinking that some
methods are beneficial while others are not, not believing in alternative practices but believing in the power of
prayer, and believing that they could be beneficial if used consciously. The statements related to the conditional
view theme include the following:

“I believe that medical treatment and education are beneficial, and | also think that prayer is necessary.
However, | don't believe in the effectiveness of other methods. Perhaps dietary habits and additional
herbal supplements could be beneficial as well (V21).”

“I don't believe in alternative methods, so I never bothered with them. However, |1 do believe in
complementary medicine. I use it for my children as well, but, of course, only the ones that make sense...
(V13).”

Based on the statements above, it can be said that the participants see some of the CAM methods as
beneficial and some as non-beneficial, but some do not believe in alternative methods but believe in the power of
prayer, and those who think that they will benefit from them if used consciously.
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Information on CAM Methods Practiced Based on Types of Special Needs and The Reasons for Their Use

The answers given by the mothers to the questions of the study "Please explain in detail what you know
about non-medical alternative medicine methods or natural/herbal products without the doctor recommendation
practiced in children with special needs (in the form of diagnosis and methods applied).”, "If you use any non-
medical alternative methods for your child with special needs, please explain in detail with the reason for using
them.", and "If you use any natural/herbal products for your child with special needs without the doctor
recommendation, please explain it in detail with the reason for using them." are presented under this title. Based
on the answers given by the mothers, the themes of ASD, Down syndrome, CP, and multiple disabilities were
formed.

ASD

CAM methods practiced in ASD were determined as sensory therapy, cupping and leech practices,
acupuncture, and using the Mente Device to enhance their senses/perceptions and reduce their obsessions; using
herbs to calm them down and control their movements; taking them to a spiritual guide for "removing their fear"
and for the evil eye; following the GAPS (Gut and Psychology Syndrome) diet and gluten-free diet, consuming
kefir and herbs to reduce intestinal problems; making children sleep in a martyr's or orphan’s graveyard, making
them step on it, taking them to a sacred place like a shrine, or tying them where a cow is tied to help the children
walk or speak; and using dietary supplements to strengthen his/her immunity. The statements related to the ASD
theme include the following:

“My child was crying and shouting at night. I took him to a spiritual guide to relieve his fears; he made
an amulet and recited prayers over the water. He said my child should drink that water for five days. Then
I met the GAPS diet and gluten-free diet (V2).”

“...Itis widely circulated on the internet. A headband with a 'Mente Device' is attached to the child's head
and the child is made to listen to voices. It is said to improve the frequencies in the brain and help heal
traumas that these children have experienced since infancy. | also heard that fish oil is good for brain
development (V21).”

Based on the views above, it can be said that the methods of taking them to a spiritual guide, cupping,
and leech therapy are commonly used for children diagnosed with ASD, as well as additional methods such as
following the GAPS diet and gluten-free diet, consuming herbal products, and dietary supplements, and using
mente device.

Down Syndrome

The CAM methods practiced for the children with Down Syndrome were coded as getting cupping and
leech therapy for enhancing their senses and speech; taking them to a spiritual guide to “relieve their fears” and
promote their speech; using kefir to reduce their intestinal problems; using herbs to calm them down and control
their movements; and using dietary supplements to strengthen their immunity and support their development. The
statements related to the Down syndrome theme include the following:

“My child is very active... | had heard about carrot juice from someone. They said it reduces hyperactivity.
I also took my child to a spiritual guide to relieve fears and promote speech. He said prayers over my
child. I even got cupping therapy for him so that he could speak. Moreover, we were facing a lot of
intestinal issues. I have also heard that kefir is very beneficial (V10).”

“I had heard that Omega-3 is used for brain development in such children. | also heard that leech therapy
and cupping treatment are beneficial for their development, and they improve blood circulation (V22).”

Based on the views above, it can be said that for children with Down syndrome, the use of herbal products
and dietary supplements is common, and methods such as cupping therapy, taking to a spiritual guide, and using
kefir are also employed.

CP

The CAM methods practiced for the children with CP were explained with the codes of melting sheep's
tail and applying it to their back, applying the gel-like substance in an egg to their back, and wrapping it with sheep
wool to strengthen their bones; reflexology, cupping, and leech therapy to enhance their sensations; taking to a
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spiritual guide to “relieve their fears” and promote their speech; and using dietary supplements to strengthen their
immunity and calm them down. The statements related to the Down syndrome theme include the following:

“For such children, it is said that if we melt the tail of a sheep and apply it to the back of the child, it can
be very beneficial and his/her posture improves. Similarly, for the children who cannot walk, when you
crack an egg, a jelly-like transparent substance comes out from it. They say that if we apply this substance
to the back of the child and let it dry in the sun for 40 days, his/her posture will improve. There is also
sheep wool. They say that if we wrap it around the back of the child and leave it for a few hours, it's
supposed to be good for his/her bones. | have also heard about reflexology to open up their senses. | also
take him/her horse riding. He/she rides with just his/her underwear on. Both his/her feet move and he/she
feels the warmth of the horse and becomes relaxed. | give him/her propolis to strengthen his/her immunity.
Additionally, I give him/her the bone broth. I boil the head, trotters, and bones for at least 7 hours and
give it to him/her to drink. | also give him/her the Caucasian Whortleberry (scientifically called
Vaccinium arctostaphylos) juice. It grows in the highlands. | have heard that purple fruits strengthen
immunity. I boil it without sugar and drink it. At night, my child would wake up and sit, laughing as if
his/her liver were coming out while looking at a spot. For this, | was advised to take him/her to the spiritual
guide to relieve his/her fear. | had leech therapy done. | noticed that the child became more active and
stood more upright. They had done cupping once when the leech did not work (V19).”

“I have heard that cupping therapy is beneficial for such children, that it enhances their senses, cleanses
the blood, and reduces pain. To reduce the fears of my child, | took him/her to a spiritual guide. He recited
prayers and gave ‘an amulet’ to protect him/her. He/she wears it. I also use sideritis and chamomile tea
to help him/her calm down. | use cerago to strengthen his/her immunity (V24).”

Based on the views above, it can be said that methods such as leech, cupping, and reflexology, as well as
taking to a spiritual guide, and using supplementary foods, are common for children with CP and that different
techniques, such as melting sheep tail and applying it on the back of the children, applying the gel-like substance
in an egg to their back, and wrapping the back with sheep wool, have been tried.

Multiple Disabilities

The CAM methods practiced for the children with multiple disabilities were listed as tying them to the
place where the cow is tied, putting water at a martyr or orphan's graveyard and making them drink it, and applying
the bird's beak to their lips so that they can speak; taking them to a spiritual guide to “relieve their fears” and for
the evil eye; making weak children who cannot walk or walk late step onto meat or at a martyr or orphan's
graveyard (traditional practices); using dietary supplements to strengthen their immunity and calm them down.
The statements related to the Multiple Disabilities theme include the following:

“My child used to cry a lot at night. For this, I took him/her to a spiritual guide and had prayers recited. I
did this to relieve his/her fear, and his/her fear went away. We had a delayed speech issue, and they told
me to go to a martyr's grave, place water there, and let it stay there overnight. Then, they said if | gave
that water to the child to drink for 40 days, the child would start speaking. | had heard about making
children who walk late step onto meat. They said for children who walk late due to retardation, when you
buy and bring meat home, you need to make them step onto it; otherwise, they might start to walk late. |
have also heard that such children are tied to the place where a cow is tied. Then they are told, "If you're
human, speak; if you're an animal, be an animal.” Especially for children who cannot speak and have
retardation... (V7).”

“I have heard about the method of making such children who cannot walk step onto the martyr's grave. |
have also heard that cupping therapy is beneficial for such children, as it enhances their senses, cleanses
the blood, and reduces pain. | took my child to a spiritual guide to relieve his/her fears. He recited prayers,
and gave ‘an amulet’ to protect him/her. He/she wears it (V24).”

Based on the views above, it can be said that the method of taking them to a spiritual guide is mostly used
for children with multiple disabilities, and also that methods such as tying them to the place where the cow is tied,
putting water at a martyr or orphan's graveyard and making them drink it, making them step onto meat, making
them step at a martyr or orphan's graveyard, and using dietary supplements are also used.
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The Features of CAM Methods That Mothers Find Beneficial and Harmful

The answers given by the mothers to the question of the study " In your opinion, what have been the
benefits, if any, or side effects, if any, of the non-medical alternative treatment methods you have practiced for
your child with special needs or the natural/herbal products you have used without the doctor recommendation?
Explain with its reason." are presented under this title. Based on the answers given by the mothers, the themes of
their beneficial aspects, their harmful aspects and not believing in CAM methods were formed.

Beneficial Aspects

The aspects that the participant mothers found beneficial regarding CAM methods were determined as
reducing intestinal problems, expanding their perception, enabling them to start walking, calming them down,
decreasing their fears, and strengthening their immunity and muscles. The statements related to the theme of the
beneficial aspects of CAM methods include the following:

“I think they are beneficial. The fears of my child have all disappeared (V9).”

“Thanks to the leech therapy, I observed that my child's posture improved. I also believe that blueberry
strengthened their immune system (V19).”

Based on the views above, it can be said that the mothers found the practices beneficial especially in
strengthening immunity and being good for reducing their intestinal problems, as well as being good for decreasing
their fears, strengthening their muscles and expanding their perceptions, enabling them to walk, etc.

Harmful Aspects

The aspects that the participant mothers found harmful regarding CAM methods were coded as causing
them to get sick while treating them. The statements related to the theme of the harmful aspects of CAM methods
include the following:

“When I applied the bird to the lips of my child to help him/her to speak, the bird bit and injured the lip
of my child (V9).”

“My child got sick because I made him/her sleep in the cemetery in the cold so that he/she could walk
(V3).”

Based on the statements above, it can be said that the methods participants have used for treatment
purposes have caused their children to get sick, suffer, and be hospitalized.

Not Believing in CAM Methods

The disbelief of the participant mothers in CAM methods was explained through the codes of not
experiencing any effects and not thinking that they would be beneficial. The statements related to the theme of not
believing in CAM methods include the following:

“I not only don't believe in the effectiveness of these methods, but I also don't see the need for them. |
believe in medical solutions and education; there are endless remedies in medicine (V11).”

“I neither believe in the effectiveness of these methods nor do I think they will be beneficial. I would
never use these methods on my child (V1).”

Based on the statements above, the majority of the participants do not think that these methods can be
beneficial. It can also be said that they do not believe in these methods because they have practiced these methods
and have not seen any effects.

The Factors That Lead Mothers to Practice CAM Methods

The answers given by the mothers to the questions of the study "How long after the diagnosis of your
child with special needs did you start to practice non-medical alternative medicine methods or the natural/herbal
products that you used without the doctor recommendation? Explain in detail the process that led you to this
practice.", "From which sources did you access information about non-medical alternative medicine methods or
the natural/herbal products used without the doctor recommendation? Please explain.”, and "Are there people
around you who practice non-medical alternative medicine methods or use natural/herbal products without the
doctor recommendation? If yes, what do you think are the factors that lead them to these methods? Please explain."

Aydin & Emre 2024, 25(2)



VIEWS OF MOTHERS WITH CHILDREN WITH SPECIAL NEEDS ON COMPLEMENTARY AND ALTERNATIVE 119
MEDICINE METHODS

are presented under this title. Based on the answers given by the mothers, the themes of expectations, the idea of
seeking a remedy, sources, and lack of information were formed.

Expectations

The expectations of the participant mothers regarding the factors that led them to practice CAM methods were
determined as treatment, support for treatment, and protection. The statements related to the theme of expectations
include the following:

“I started to research and apply these methods both to support his/her existing treatment and because I
believed that such methods would be more effective and would treat him/her (V3).”

“We usually use them to support their treatment. Sometimes, medicines may not be effective or
insufficient, and then we can resort to such methods. We can also turn to natural products to support the
development of our children and protect their health (V5).”

Based on the views above, it can be said that the participants use these methods to treat their children, to
protect the health of their children, and to support their existing treatments.

The ldea of Seeking a Remedy

The ideas of seeking a remedy of the participant mothers regarding the factors that led them to practice
CAM methods were listed as the desire to help, hoping for help, helplessness, and avoiding future regrets. The
statements related to the theme of the idea of seeking a remedy include the following:

“In general, we can call it helplessness. One wants to cling to hope. The idea that | should do my best so
that I don't regret it later is also effective (V25).”

“It's all out of helplessness. When you hear the diagnosis for the first time, may God not make anyone
experience it; you do not know what to do. You find yourself hoping for help for your child from
everything (V21).”

The statements above indicate that the participant mothers often find themselves willing to seek remedies
from anything out of a sense of helplessness and the desire to avoid feelings of guilt.

Sources

The sources related to the factors that led the participant mothers to practice CAM methods were
determined as environmental influence and the guidance of elders. The statements related to the theme of the
sources include the following:

“Usually, my spouse and | research and learn from the Internet. We also try things based on the guidance
of my mother-in-law (V2).”

“People in such situations often remain heavily influenced by the people around them and the guidance
of their elders. In the end, even if they do not want to, they might end up implementing things with the
thought that it might work for the better (V12).”

When the quotations above are analyzed, it can be said that those people generally tend to practice these
methods under the influence of the environment and elders. It is also seen that the media and the print media are
also effective.

Lack of Information

The lack of knowledge about the factors that led the participant mothers to practice CAM methods were
coded as thinking they are harmless, the fear of the side effects of medicines, and accepting without researching.
The statements related to the theme of the lack of information include the following:

“In short, we can call it unconsciousness. Many people believe in everything everyone says without
researching. There are also many people who use these methods thinking that their side effects are less
than those of medicines (V3).”

“In short, I can call it ignorance. Due to their lack of consciousness, they are capable of believing anything
(Vi1).”
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Based on the above quotations, it can be said that the participants unconsciously believe everything they
hear and practice these methods with the desire to practice them without researching and the thought that these
methods will be harmless.

Discussion

In this study, which was conducted to reveal the views of mothers with children with special needs on
CAM methods, several questions were asked to the participant mothers. The answers given by the mothers to the
questions were collected under the titles of the views of the mothers of children with special needs on CAM
methods, information about the CAM methods practiced based on types of special needs and their reasons, the
features of CAM methods that mothers find beneficial and harmful, and the factors that lead mothers to practice
CAM methods. Similarly, based on the given answers, codes were generated under these titles, and 14 themes
encompassing these codes were identified. The results of these titles and themes reached within the scope of the
study were evaluated and discussed in the light of the literature.

In the study, when the views of mothers with children with special needs on CAM methods in general
were examined, it was seen that the positive and negative views of the participants on CAM methods were equal
to each other. However, when evaluated in line with the answers of those who expressed conditional views, it was
seen that the positive views were in the majority. When the literature is examined, it is stated that low-income
families find the CAM methods they practice for their children beneficial (Tasar et al., 2011). In another study,
the frequency of CAM methods practiced by the families for the patients applying to pediatric outpatient clinics
and the attitudes of families toward CAM methods were examined. While 61% of the participants stated that CAM
methods were not harmful, 57.8% reported that they were beneficial (Uzun, 2018). Similarly, in studies conducted
in different countries, the majority of families of children with developmental disabilities think that CAM methods
will be beneficial (Hanson et al., 2007; Hopf et al., 2016). In this study, it was determined that the participants
generally developed positive attitudes toward CAM methods and approached these methods, thinking that they
could be beneficial. Although there is no scientific evidence on the effectiveness of CAM methods (Levy &
Hyman, 2015; Owen-Smith et al., 2015), it is seen that their use is becoming widespread day by day (Woolf &
Gardiner, 2010). It can be considered that this situation reveals that there is a positive attitude toward the use of
CAM.

In light of the information given by the participant mothers about the CAM methods practiced based on
types of special needs and the reasons for practicing them; it is seen that the most frequently practiced CAM
methods in children diagnosed with ASD are listed as mind and body-based methods (taking to a spiritual guide,
prayer, amulet, etc.), biology-based methods (herbs, supplementary herbal products, diet, etc.) and alternative
medicine methods (cupping, leech practice, etc.). The most common reasons for using CAM methods include
relieving fear, protecting against the evil eye, enhancing perceptions, and being able to control their
movements/reducing behavioral issues. In the literature, it's reported that the use of CAM methods in children with
ASD is increasing worldwide, and the most frequently practiced CAM methods are spiritually based practices
(Qureshi et al., 2020; Salkas et al., 2016). When the reasons why parents of children with ASD use CAM methods,
it's observed that they use these methods to treat symptoms related to ASD, such as irritable and aggressive
behavior, hyperactivity, gastrointestinal system problems, and sleep problems of the child (Akins et al., 2014;
Wong & Smith, 2006). Although there is a parallelism between these results and the results of our study, it is seen
that in this study, the primary reason for using CAM methods is found to be to relieve the fears of the child and to
protect against the evil eye. The reason for this difference is that since it is not known exactly how ASD starts or
what causes it, the methods and contents used by the families of children with ASD for treatment purposes vary
based on regions, countries, and even cities within the same country (Mandy & Lai, 2017).

When the CAM methods used in children diagnosed with Down syndrome, CP, and multiple disabilities
were analyzed in our study, it was observed that across all these groups, the top three methods are generally mind
and body-based practices, biology-based methods, and alternative medicine methods. Additionally, the most
common reasons for using these methods are to relieve their fear, protect them against the evil eye, enhance their
perceptions, strengthen their immune system, facilitate their speech, and control their movements/reduce their
behavioral issues. In a study in the literature, it's reported that diet and herbal supplements are often utilized for
children diagnosed with Down syndrome to enhance their perception and improve their functionality (Lewanda et
al., 2018). Furthermore, for children with a genetic origin syndrome (such as Down syndrome), especially diet and
herbal supplements are often utilized (Brown & Patel, 2005). In the studies in the literature, it is reported that
manipulative and body-related methods and energy-based CAM methods are mostly used in children with CP
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while diet and herbal supplements are mostly used for children diagnosed with ASD and Down syndrome, which
is in parallel with our study (Samdup et al., 2006). In another study, CAM methods practiced in children with
special needs diagnosed with ASD, CP, developmental retardation, etc. were examined and it was reported that
biology-based methods were mostly preferred. In addition to these methods, manipulative and body-based methods
(such as massage, and exercise) and mind and body-based methods are among the most frequently used methods
(Konuk-Sener & Karaca, 2020). It is thought that this situation may be related to cultural differences in different
countries and geographical regions. It is also seen that CAM methods are used in children with developmental
disabilities to improve the symptoms related to developmental disability or the additional symptoms that emerge
with this disability (Tenenbaum et al., 2019). All these results indicate that the use of CAM methods in children
who need special care for health purposes has been steadily increasing in recent years (Barnes et al., 2008; Vlieger,
2007).

In the study, when the aspects that the mothers, who used CAM methods for their children with special
needs, found beneficial and harmful, and the reasons for using them were examined, it was seen that a great
majority of the participants considered the CAM methods to be beneficial and stated that they were most beneficial
in strengthening their immunity and reducing their intestinal problems. In a study conducted with 435 families
who used CAM methods for their children aged 0-15 years, it was observed that families generally evaluated the
CAM methods they used as beneficial and that they used these methods for the symptoms and findings rather than
the medically diagnosed disease of their children. The complaints that led them to practice CAM methods were
primarily constipation, common cold, and gas problems, an intestinal issue (Tasar et al., 2011). In another study,
when individuals who used CAM methods were asked in which areas they saw their benefits to measure the effect
they perceived, it was observed that they mostly responded as strengthening the immune system and almost all of
the participants involved in the study found these methods useful (Laengler et al., 2008). These results show that
a large number of those who used CAM methods used these methods for reasons such as strengthening the immune
system and providing psychological relief, rather than using these methods directly for the disability. Furthermore,
it is observed that these individuals are willing to use these methods directly for the disease; however, they also
feel the need for guidance from modern medicine due to their lack of sufficient knowledge (Uzun, 2018). In
addition to all of this, it is known that herbal products of immune-boosting substances are used in many countries
to improve health and increase the body's resistance to viruses (Celik et al., 2021). Although families consider the
CAM methods they use for their children as beneficial, these results are based on individual beliefs, cultural beliefs,
and observations. Therefore, they should be supported by etiological and epidemiological studies to be conducted
in the light of modern medicine (Smolle et al., 1998).

In a study in the literature, it was reported that various side effects may occur as a result of practicing the
CAM methods due to the incomplete development of liver and kidney functions in children (Muslu & Oztiirk,
2008). In our study, it was seen that, according to the participant mothers, a harmful aspect of CAM methods for
children with special needs was that the child got sick as a result of the use of CAM methods for treatment purposes.
It is seen that the mentioned study and our results have parallels with each other. Since CAM methods are of
natural origin and easy to access, they are often thought to have no side effects (Ak¢ay & Yildirimlar, 2017).
However, the fact that the effects of medicines or products used especially in children can differ from those in
adults and that there are no proven standardized practices for these methods may increase the severity of side
effects (Muslu & Oztiirk, 2008). In addition, as in the study conducted by Tasar et al. in 2011, it was also
determined in this study that traditional methods that may be harmful to children (tying them to the place where
the cow is tied, putting water at a martyr's or orphan's graveyard and making them drink it, applying the bird's beak
on the lip of children, making children sleep at a martyr's or orphan's graveyard) were used. This situation indicates
that because families frequently resort to traditional beliefs and methods that they use to improve health and
maintain well-being, the use of alternative methods and herbal products is likely to increase more rapidly (Oztiirk
& Karayagiz, 2008).

In a study conducted by Mergen et al. in 2018, those who used complementary medicine methods and
then did not want to prefer these methods were asked about the reasons and it was reported that a great majority
of the participants mostly gave the answer 'not thinking that it treats'. It was determined that the results of our study
and the study by Mergen et al. were related to each other and that the mothers who participated in our study
expressed the reasons for not believing in CAM methods practiced in children with special needs as 'not seeing
any effect' and 'not thinking that it would be beneficial'. The reason for these results is thought to be related to the
fact that the majority of CAM methods are not based on definite scientific evidence (Muslu & Oztiirk, 2008).
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In the study, when the factors that led the participant mothers to use the CAM methods for their children
with special needs were analyzed, it was seen that the majority of the participant mothers were influenced by such
sources as the environment and the guidance of elders as well as the idea of seeking a remedy due to feeling
helpless in the face of these conditions of their children. In the literature, in line with our study, it is reported that
information about CAM methods is mostly accessed from family elders and the environment (Tasar et al., 2011;
Tuncel et al., 2014; Wang et al., 2020). Considering that mothers make the decisions about practicing the CAM
methods in their children and that they practice themselves, it is necessary to inform mothers about CAM methods,
the positive and negative results they may cause, and reliable sources. Furthermore, considering that the people
who provide a large part of the information about CAM methods and influence the decision of the mother during
the practice are the elders of the family, it is believed that it is necessary to inform both the mother and the elders
of the family and thus the environment about these matters (Tuncel et al., 2014).

When the individuals who prefer CAM methods are asked why they prefer these methods, it is seen that
they give reasons such as hopelessness, disappointment, helplessness, fear of side effects of medical treatment,
easy accessibility, and being considered reliable by family elders (Ernst, 2000; Kurt, 2004). In this study, it is seen
that the factors that lead mothers to use CAM methods include the idea of seeking a remedy due to feeling helpless
in the face of these conditions of their children and these results are in accordance with the literature. Especially,
the families of children diagnosed with ASD are dissatisfied with primary healthcare services, in terms of the
understanding of the doctors towards these children and their providing satisfactory answers to their questions
(Liptak et al., 2006), which may lead them to helplessness and distance themselves from people (Hanson et al.,
2007; Levy & Hyman, 2015). It is also known that more CAM methods are used in chronic and seriously diagnosed
diseases due to a sense of helplessness (Goin-Kochel et al., 2007; Hanson et al., 2007).

As aresult, it was observed that almost all of the participants practiced one or more of the CAM methods.
In general, it was reported that they practiced CAM methods based on types of disabilities or diseases that
developed in addition to the disability of the child with the idea of seeking a remedy and with the guidance of
various sources. While there were variations in the CAM methods practiced based on types of disabilities, it was
observed that there were common CAM methods practiced in children with special needs. Furthermore, it was
concluded that the participants generally had positive thoughts and found the practices beneficial, although they
presented certain conditions regarding the CAM methods.

Suggestions

Although the use of CAM methods has started to increase, there is still no evidence-based data on the
effectiveness, benefits, or harms of CAM methods. Especially considering the serious consequences they may
have on children, it is crucial to establish a legal and evidence-based practice procedure for these methods to
prevent misuse and misinformation. The needs should be determined based on the reasons for resorting to CAM
methods for children with special needs in the study. Thus, it should be ensured that mothers receive information
from reliable sources and that the right methods are practiced for the right purposes. For healthcare professionals
who have direct interaction with families and children to be able to provide sufficient and high-quality service,
and to be able to understand the needs of the family, it is essential for them to have a good understanding of the
educational level, traditions, customs, economic status, beliefs, and social environment of the individuals that
apply to that institution. All professionals who can interact with the child should support the family through a
multidisciplinary approach, and they should address the methods used by the families at regular intervals to prevent
incorrect practices. It is considered that conducting such studies in different regions of Turkey with various groups
to recognize CAM methods that vary based on different traditions and customs or are referred to by different names
would contribute to the literature.
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Oz
Giris: Bu arastirmanin amaci, 6zel yetenekli 6grencilerin psikolojik saglamliklarinin gesitli degiskenlere gore

farklilagsmasini incelemek, 6z-yeterlik, algilanan sosyal destek ve psikolojik saglamlik arasindaki iligkileri tespit
etmek ve 6z-yeterlik ile algilanan sosyal destegin psikolojik saglamlig1 yordama giiciinii belirlemektir.

Yontem: Bu ¢alisma, Tiirkiye'deki alti farkli Bilim ve Sanat Merkezi'ne devam eden 232 6zel yetenekli ortaokul
ogrencisiyle yuritilmistiir. Katihmeilara, Demografik Bilgi Formu, Cocuk ve Geng Psikolojik Saglamlik Olgegi,
Cocuklar Igin Oz-Yeterlik Olcegi ve Cocuk ve Ergenler I¢in Sosyal Destek Degerlendirme Olgegi uygulanmastir.

Bulgular: Psikolojik saglamlik puanlarinda cinsiyet, siif ve sosyal/sportif etkinliklere katilim degiskenlerine gore
anlaml farkliliklar elde edilmistir. Psikolojik saglamlik, toplam 06z-yeterlik, akademik 6z-yeterlik, sosyal 6z-
yeterlik, duygusal 6z-yeterlik ve toplam algilanan sosyal destek, aileden algilanan sosyal destek, 6gretmenden
algilanan sosyal destek ve arkadaslardan algilanan sosyal destek arasinda pozitif yonlii anlamli iligkiler oldugu
bulunmustur. Ayrica 6zel yetenekli dgrencilerin 6z-yeterliklerinin ve algilanan sosyal destek diizeylerinin
psikolojik saglamliklarini anlamli bir sekilde yordadigi sonucuna ulagiimistir.

Tartisma: Ozel yetenekli 6grencilerin 6z-yeterliklerini ve algiladiklar1 sosyal destegi artirmak, ayni zamanda
sosyal/sportif etkinliklere katilimlarini tesvik etmek, bu dgrencilerin psikolojik saglamliklarini gelistirebilir. Ozel
yetenekli 6grencilerde 6z-yeterlik, algilanan sosyal destek ve psikolojik saglamlik arasinda pozitif yonlii bir iliski
bulunmaktadir. Oz-yeterlik ve algilanan sosyal destek seviyeleri arttikga, bu 6grencilerin psikolojik saglamliklari
da artmaktadir.

Anahtar sozciikler: Psikolojik saglamlik, 6z-yeterlik, algilanan sosyal destek, 6zel yetenekli Ogrenciler,
sosyal/sportif etkinliklere katilim.
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Giris

Ozel yetenekli 6grenciler, biligsel, sosyal ve psikolojik &zellikleri agisindan normal dgrencilerden
birtakim farkliliklar gostermektedirler. Bu 6zellikleri ve farklilasan ihtiyaglar1 sebebiyle kendi 6zelliklerine uygun
olarak hazirlanmis olan egitim yaklasimlarina ihtiya¢ duymaktadirlar. Bu 6grenciler, kiigiik yaslardan baglayarak
gelisim gorevlerini akranlarindan daha erken yerine getirirler ve biligsel alanda oldukga basarilidirlar. Ancak 6zel
yetenekli 6grencilerin sosyal ve duygusal ihtiyaclarina yonelik literatiirde ¢cok az sayida aragtirma bulunmaktadir.
Bu da literatiirde birbiriyle ¢elisen bulgularin olmasina yol agmis ve bu konuda bir goriis birligi saglanamamistir
(Connolly, 2018; Peterson vd., 2009). Bu 6grencilerin iistiin bilissel yetenekleri, altta yatan psikolojik sorunlarini
golgeleyebilmektedir. Bu durum, 6zel yetenekli &grencilerin duygusal ihtiyaglarinin etkili bir sekilde ortaya
konmasini ve ele alinmasini zorlastirabilmektedir (Knapp, 1991). Dolayisiyla, iistlin biligsel yeteneklerin, sosyal

ve duygusal uyumu tek bagina saglayamadigi géz oniinde bulundurularak, bu 6grencilerin sosyal ve duygusal
ozelliklerinin bilinmesi ve desteklenmesi biiyiik onem tagimaktadir.

Ozel yetenekli ¢ocuklar ve ergenler, es zamanl olmayan gelisim 6zellikleri, miikemmeliyetgilikleri ve
asir1 duyarhiliklar1 nedeniyle cesitli psikolojik, sosyal ve duygusal problemlerle daha sik karst karsiya
kalabilmektedirler (Fiedler, 1993; Knapp, 1991). lyi olus halleri ve gelisimsel siiregleri karsilastiklar1 zorluklardan
olumsuz olarak etkilenebilmektedir (Fiedler, 1993; Pfeiffer & Stocking, 2000). Psikolojik olarak daha hassas
olduklari i¢in stres, uyum sorunlari, depresyon ve intihar gibi sorunlar yasayabilmekte ve kendilerine uygun olan
akranlar1 bulamadiklarinda ise kendilerini yalniz hissedebilmektedirler (Leana-Tascilar, 2017; Morelock, 1992;
Pfeiffer & Stocking, 2000). Ayrica yoksulluk, travma, aile i¢i gatigsmalar ve zorbalik gibi ¢esitli risk ve zorluklarla
kars1 karsiya kalabilmektedirler (Peterson, 2009; Reis & McCoach, 2002) ve bu zorluklara yonelik verdikleri
tepkiler, 6zel yetenekli oluslarinin getirdigi karakteristik 6zelliklerinden etkilenmektedir (Yermish, 2010).

Yakin zamanda yapilan bir arastirmada, genel niifustaki gocuklarin ve genglerin yaklasik %20'sinde; 6zel
yetenekli ¢ocuklarmn ise %30 ile %40°1nda, anksiyete, depresyon, davranig problemleri veya sosyal uyumda zorluk
belirtileri gozlemlendigi tespit edilmistir (Kroesbergen vd., 2016; Pilarinos & Solomon, 2017). Ancak, 6zel
yetenekli 6grencilerin karsilagtiklar: bu zorluklara ragmen, ¢ogunlugunun iyi olug diizeylerinin) yiiksek oldugunu
ortaya koyan aragtirma bulgular1 da vardir (Richards vd., 2003). Kisinin karsilastig1 gligliiklere ragmen saglikli bir
sekilde gelisim gdstermesi ise literatiirde psikolojik saglamlik kavramiyla karsilik bulmaktadir (Sameroff, 2005).

Ozel yeteneklilerin psikolojik saglamhigi ile ilgili literatiir celiskilidir. Bazi arastirmalarda 6zel
yeteneklilerin hassas bir kisilik yapisina sahip oldugu, kirilgan olduklari, azimsanmayacak sayida 6zel yeteneklinin
ise ciddi psikolojik problemler yasadigi, bu sebeple 6zel yetenekli 6grencilerin psikolojik saglamliklarini
gelistirebilmek i¢in kapsamli egitimsel ve sosyal miidahalelerde bulunulmasi gerektigi belirtilmistir (Fiedler, 1993;
Freeman, 2006; Hayes & Sloat, 1989; Hillyer, 1988; Kline & Short, 1991a; 1991b; Nugent, 2000; Pfeiffer &
Stocking, 2000; Schuler, 2000).

Diger taraftan, psikolojik saglamliklar1 yiiksek olan bireylerle 6zel yetenekli bireylerin ortak 6zelliklere
sahip oldugunu ortaya koyan arastirmalar da bulunmaktadir. Yasama olumlu bakis agisi, i¢sel denetim odagi,
kisisel yeterlilik, mizah anlayis1, 6zerklik duygusu ve problem ¢dzme yetenegi bu 6zelliklerden bazilaridir (Dole,
2000; Kitano & Lewis, 2005; Neihart, 2002; Peterson, 2006; Richards vd., 2003; Rutter, 1990). Bu bulgular, 6zel
yetenekli bireylerin dogustan gelen giiclii yonlere ve basa ¢cikma mekanizmalarina sahip olabilecegini ve psikolojik
saglamliklarmin iyi diizeyde olabilecegini gostermektedir. Ozel yetenekli bireylerin miikkemmeliyetgilik, stres,
yalnizlik ve depresyon gibi sosyal ve duygusal zorluklarla basa ¢ikmalarinda psikolojik saglamligin 6nemli bir
yeri vardir (Saranli & Metin, 2012). Psikolojik saglamlik, bu 6grencilerin karsilagabilecekleri gesitli risklere karsi
koruyucu bir faktordiir (Alexopoulou vd., 2019; Reis vd., 2004).

Son yillardaki psikolojik saglamlik aragtirmalar1 saglamligi kisisel, ailesel ve ¢cevresel agilardan ele alarak
psikolojik saglamliga iliskin kapsamli bir bakis acis1 benimsemistir. Bu aragtirmalar, psikolojik saglamlik ve
etraftaki 6nemli kisilerden algilanan sosyal destek arasinda pozitif yonlii anlamli bir iliski oldugunu gostermektedir
(Stewart & Sun, 2004; Terzi, 2016). Sosyal destek, genel psikolojik durumu iyilestirerek ve psikolojik sorunlari
azaltarak ¢ocuklar ve ergenler igin potansiyel bir fayda saglamaktadir (Demaray & Malecki 2003). Ozel yetenekli
ogrencilerin asir1 duyarliliklar: ve miikemmeliyetgilikleri nedeniyle, yeteneklerinin kabul edildigi ve dogrulandigi
destekleyici ortamlarda bulunmalar1 son derece 6nemlidir (Reis vd., 2004). Boyle bir destek olmadiginda 6zel
yetenekli Ogrenciler, akranlarina uyum saglamak icin yeteneklerini gizlemek veya potansiyellerinin altina
performans gostermek gibi uygunsuz basa ¢ikma mekanizmalari kullanabilmektedirler (Cross & Swiatek, 2009).
Birgok ¢aligsma, aile, akranlar ve 6gretmenler de dahil olmak iizere 6nemli kisilerden algilanan sosyal destegin 6zel
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yetenekli 6grencilerin psikolojik uyumlarinda ¢ok dnemli bir rol oynadigini géstermistir. (Chen vd., 2017; Elcik,
2015; Lee vd., 2015).

Psikolojik saglamligi belirleyen ana degiskenlerden bir digeri de 6z-yeterliktir. Werner ve Smith'e (1982)
gore, 0z-yeterlik, psikolojik saglamligin ve basa ¢ikma becerisinin gelisiminde 6nemli bir faktordiir. Yiiksek 6z-
yeterlige sahip olan bireyler giicliiklerle karsilastiklarinda, diisiincelerini kontrol etme ve zorluklarin iistesinden
gelme konusunda diisiik 6z-yeterlige sahip olan bireylere gore daha basarilidirlar (Hamill, 2003). Oz yeterliligi
diisiik olan bireyler siklikla kendinden siiphe duyma, umutsuzluk, kaygi ile miicadele etmekte ve zorlayici olaylari
bir tehdit olarak algilamaktadirlar (Kashdan & Roberts, 2004; Kumar & Lal, 2006). Oz-yeterlik bireylere engelleri
etkili bir sekilde asabileceklerine iligkin bir inang verdigi i¢in, 6z-yeterligi gelistirmenin ve arttirmanin, psikolojik
saglamhigin gelistirilmesinde onemi ¢ok biiyiiktiir. Ozel yetenekli dgrencilerin psikolojik saglamliklarinda 6z-
yeterlik inanglar1 dnemli bir rol oynamaktadir (Dole, 2000; Reis vd., 2004). Ozel yetenekli dgrencilerde psikolojik
saglamlig1 artirmak, 6z yeterliligin ve etkili basa ¢ikma mekanizmalarinin gelismesini saglar. Tekrarlayan bir
sekilde zorlu goérevlerin iistesinden gelme deneyimi, psikolojik saglamhig: gelistirmektedir (Kitano & Lewis,
2005).

Ders dis1 etkinliklere katilimin da 6zel yetenekli 6grencilerin psikolojik saglamligi i¢in koruyucu bir
faktor oldugu tespit edilmistir (Dole, 2000; Hebert, 1996; Reis vd., 2004). Psikolojik saglamlig1 yiiksek olan
ogrenciler icin bu etkinlikler, bir gruba dahil olma, igbirligi kurma, ait hissetme ve arkadaslik kurma imkan1
saglamaktadir (Hebert, 1996). Diger yandan ise psikolojik saglamligi diisiik olan ve basarisizlik yasayan 6zel
yetenekli 6grenciler, ders disi etkinliklere, organizasyonlara, sporlara veya yaz programlarina ¢ok az katilim
gostermektedirler (Reis vd., 2004).

Aragtirmalar ayrica 6zel yetenekli 6grencilerde yas ile psikolojik saglamlik arasinda da bir iligki
olabilecegini gostermektedir. Bazi arastirmalar 6zel yetenekli 6grencilerde smif diizeyi ilerledik¢e psikolojik
saglamlikta azalma, duygusal kirilganlikta ise artis oldugunu ortaya koymustur (Kline & Short, 1991a). Gez (2018)
de yaptigi arastirmada, psikolojik saglamliligin 5-6. smif 6grencileri arasinda en yiiksek, 9-10. sinif 6grencileri
arasinda ise en diisiik seviyede oldugunu tespit etmistir. Ayrica, baska calismalarda da siif diizeyi arttikga
psikolojik saglamligin azaldigi sonucuna ulagilmistir (Bindal, 2018; Sahin, 2018).

Alvino (1991) ile Kline ve Short (1991a; 1991b), ortaokul doneminde &zel yetenekli olmanin kiz ve erkek
ogrenciler tizerinde farkl: etkileri olabildigini ortaya koymuslardir. Erkek 6grencilerin, 6n-ergenlik donemlerinde
duygusal ve sosyal yakinlik saglama konusunda zorluklar yasayabildiklerini ve bu durumun da genel iyilik
hallerini etkileyebildigini belirtmislerdir. Ayrica Kline ve Short, 6zel yetenekli kiz 6grencilerin ergenlige gegisle
birlikte artan farkindalik, duyarlilik ve c¢atismalar nedeniyle, psikolojik saglamliklarinin lise doneminde
azalabildigini tespit etmistir. Bu bulgular, 6zel yetenekli 6grencilerin deneyimlerinin ve karsilagtiklari zorluklarin
cinsiyetlerine gore degisebildigini gdstermektedir.

Bu arastirmada, 6zel yetenekli dgrencilerin psikolojik saglamligi ile iliskili literatiirdeki bosluga bir
katkida bulunulmasi amaglanmistir. Bu amagla, 6zel yetenekli dgrencilerin psikolojik saglamliklari, koruyucu
faktorler olarak algilanan sosyal destek ve 6z-yeterlige odaklanilarak incelenmistir. Ayrica, psikolojik saglamligin
cinsiyete, yasa ve ders dis1 etkinliklere katilima gore nasil farklilastigi incelenmistir. On ergenlik déneminde
fiziksel, duygusal ve sosyal alanda hizli degisimler yasandigi i¢in caligmanin hedef grubunu 6n ergenlik
doneminde bulunan 6zel yetenekli 6grenciler olusturmustur. Bu dénemde, 6zel yetenekli ergenler genellikle
eszamanli olmayan geligimleri ile iligkili zorluklarla kargilagmaktadirlar. Bu da uyum saglamada zorluklara, yogun
duygulara ve anlagilma ihtiyaciyla ilgili i¢sel sorusturmalara sebep olabilmektedir (Silverman, 2012). Bu
¢alismada, psikolojik saglamlik ile bu koruyucu faktorler arasindaki iliskiler arastirilarak, o6n-ergenlik
donemindeki 6zel yetenekli 6grencilerin psikolojik iyi oluglari ve gelisimsel ihtiyaglartyla ilgili anlayisin
gelistirilmesi amaglanmaktadir.

Bu arastirmanin amaci, Bilim ve Sanat Merkezilerine (BILSEM) devam eden, genel yetenek, miizik ve
resim alaninda 6zel yetenekli olarak tanilanmis olan 6grencilerin psikolojik saglamliklarini incelemektir. Bu
aragtirmada, 6zel yetenekli 6grencilerin psikolojik saglamlik, 6z-yeterlik ve algilanan sosyal destek diizeylerini
belirlemek; psikolojik saglamlik puanlarinin cinsiyet, sinif ve ders disi etkinliklere gore farklilagsmasini incelemek;
algilanan sosyal destek, dz-yeterlik ve psikolojik saglamlik arasindaki iliskileri tespit etmek ve BILSEM’e devam
eden &grencilerde algilanan sosyal destegin ve dz-yeterligin psikolojik saglamliklarinin anlamli bir yordayicisi
olup olmadigini belirlemek amaglanmaktadir.

Bu ¢aligmada agagidaki sorulara cevap aranmustir:
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1. BILSEM'ere devam eden 6zel yetenekli dgrencilerin psikolojik saglamlik, 6z yeterlilik ve algilanan
sosyal destek diizeyleri nedir?

2. BILSEM'lere devam eden &zel yetenekli dgrencilerin psikolojik saglamlik diizeyleri cinsiyete, sinifa ve
ders disi etkinliklere katilima gore anlamli bir farklilagma gostermekte midir?

3. BILSEM'lere devam eden 6zel yetenekli 6grencilerin algilanan sosyal destek, 6z yeterlilik ve psikolojik
saglamliklar1 arasinda anlamli bir iligki var midir?

4. Algilanan sosyal destek ve 6z yeterlik diizeyleri BILSEM'lere devam eden 6zel yetenekli 6grencilerin
psikolojik saglamliklarini anlamli bir sekilde yordamakta midir?

Bu alt problemlerin ele alindigi bu g¢alismada, BILSEM’e devam eden &grencilerin psikolojik
saglamliklarinda 6z yeterlilik ve algilanan sosyal destegin roliine odaklanilmigtir. Bu ¢aligmada, 6zel yetenekli
ogrencilerin psikolojik iyi oluslar1 ve psikolojik saglamliklart ile ilgili literatiire katkida bulunulmasi
amagclanmaktadir.

Yontem
Arastima Modeli

Bu arastirma, 6zel yetenekli 6grencilerin psikolojik saglamlik, 6z-yeterlik ve algilanan sosyal destek
diizeyleri arasindaki iliskiyi inceleyen iliskisel arastirma tiiriinde bir calismadir. Iliskisel arastirma yéntemi,
degiskenlerin arasinda birlikte degisimin olup olmadigimi ve bu degisimin derecesini tespit etmeyi amaclar
(Karasar, 2015).

Cahisma Grubu

Bu calismanin evrenini Bati Marmara bolgesindeki BILSEM'lere devam eden 6zel yetenekli dgrenciler
olusturmaktadir. Ozel yetenekli dgrencilerin, genel niifusun ¢ok kiiciik bir yiizdesini olusturmas1 (%2-3) sebebiyle,
katilimcilart segmek igin kolay ulagilabilir durum o&rneklemesi kullanilmistir. Bu ornekleme yonteminde
aragtirmaci, istenilen Orneklem biyiikliigine ulasilincaya kadar katilimcilart erisilebilirlige gore seger
(Biiytikozturk vd., 2020). Arastirmaya Edirne, Canakkale, Tekirdag ve Kirklareli illerinde bulunan alt1 farkli
BILSEM'de dgrenim goren dzel yetenekli ortaokul dgrencileri katilmistir. ilk asamada bu arastirmanin calisma
grubuna BILSEM'lere diizenli devam eden 251 dgrenci dahil edilmistir. Olcekleri doldururken eksik veya yanlis
kodlama yaptig: tespit edilen 19 6grencinin verileri aragtirmadan ¢ikarilmis ve arastirmanin ¢aligma grubu 232
ozel yetenekli 6grenciden olusmustur. Katilimeilara iligkin demografik bilgiler Tablo 1’de yer almaktadir.

Tablo 1
Orneklem Grubunun Demografik Bilgilerine Iliskin Bilgiler

Cinsiyet n % Sinif n %
Kiz 115 49.6 5 76 32.8
Erkek 117 50.4 6 69 29.7
Toplam 232 100.0 7 70 30.2
8 17 7.3
Toplam 232 100.0

Sosyal/sportif etkinliklere katilim n % BILSEM’de egitim aldig1 alan n %
Katiltyor 108 46.6 Genel Yetenek 142 61.2
Katilmiyor 124 53.4 Miizik 18 7.8
Resim 51 22.0

Toplam 232 100.0 Cift alan 21 9.1
Toplam 232 100

Not: BILSEM = Bilim ve sanat merkezi.
Veri Toplama Araglari
Demografik Bilgi Formu

Katilimcilara ait demografik bilgileri elde etmek amaciyla arastirmacilar tarafindan yapilandirilmig bir
anket gelistirilmistir. Demografik bilgi formunda cinsiyet, sinif diizeyi ve sosyal/sportif etkinliklere katilim
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degiskenlerine iligkin maddeler yer almaktadir. Bu formda arastirma problemleriyle iliskili olan demografik
bilgileri elde etmek icin sorular sorulmustur.

Cocuk ve Geng Psikolojik Saglamlik Olcegi

Olgegin orijinal formu 28 madde, ii¢ alt dlgek ve sekiz alt boyuttan olusmaktadir. Bu 6lgek, on bir ayri
ilkeden toplanan veriler 1g181inda, sosyo-ekolojik bakis acisiyla, nitel ve nicel yontemler kullanilarak
gelistirilmistir. Olgegin kisa form caligmasi Liebenberg ve digerleri (2013) tarafindan yapilms ve iki ayr1 calisma
neticesinde 12 maddelik bir yap1 elde edilmistir. Bu 6l¢egin Tiirkceye uyarlamasi ise Arslan (2015) tarafindan
yapilmistir. Analiz sonuglarina gore faktor yiiklerinin .54 ile .81 arasinda degistigi goriilmiistiir. Olgegin faktor
analizi sonuglar yeterli diizeyde tutarlilhik gostermis ve 6lgek toplam varyansin %51.28'ini yordamistir [y = 256
= 105.498, p <.0001; RMSEA = .060; x? / df = 2.03; CFI = .97, GFI = .94, RMR = .039] ve 6l¢ek tek faktorlii bir
yapidan olusmustur. Bu 6lcek, 1-5 arasinda derecelendirilen 5°1i Likert tipi bir dlgektir. Olgekten alimabilecek
puanlar 12-60 arasinda degismektedir. Olcekten elde edilen puan arttikca psikolojik saglamlik diizeyi de
artmaktadir. Olgekten alman diisiik puanlar diisiik psikolojik saglamliga, yiiksek puanlar ise yiiksek psikolojik
saglamliga karsihik gelmektedir. Olgegin Cronbach alfa degeri .91 olarak hesaplanmistir (Arslan, 2015). Bu
calisma i¢in ise dlgegin cronbach alfa degeri .82 olarak hesaplanmuistir.

Cocuklar Icin Oz-Yeterlik (7lgegi

Bu 6lgek, Muris (2001) tarafindan gelistirilmis ve Tiirk kiiltiiriine uyarlama ¢aligmasi Telef ve Karaca
(2012) tarafindan yapilmigtir. Faktor analizi, toplam varyasyonun %43.74 oraninda yordandigini ortaya
koymustur. Ayrica, 6l¢ek maddelerinin faktdr ortak varyansina iliskin 6zdegerlerinin .31 ile .61 arasinda degistigi
tespit edilmistir. Olcegin Tiirkceye uyarlanmis versiyonunun da aslina benzer bir bicimde 21 maddeden olustugu
ve Ol¢egin maddelerinin ti¢ faktor altinda toplandigi goriilmiistiir. Dogrulayici faktor analizi sonucunda dlgegin
uyum indeksi degerleri RMSEA = .05, SRMR = .07; NFI = .95, GFI = .94, CFI = .96. olarak tespit edilmistir.
Olgegin ayirt edici gecerligini belirlemek icgin alt-iist %27°lik grup karsilastirmas1 yapilmis ve t-testi degerlerinin
10.98 ile 21.17 arasinda degistigi ve 6lgegin tiim maddelerinin p < .001 diizeyinde anlamli oldugu saptanmuistir.
Cocuklar i¢in Oz-Yeterlik Olgegi, 21 madde ve 3 alt boyuttan olusan ve 1-5 arasinda puanlanan Likert tipi bir
olgektir. Olgekten alinabilecek olasi puanlar 21-105 arasinda degismektedir. Olcekten alinan yiiksek puan 6z-
yeterlik diizeyinin yiiksek oldugunu, diisiikk puan ise 6z-yeterlik diizeyinin diisiik oldugunu gostermektedir.
Olgegin i tutarhik kat sayilari; Slgegin geneli igin .86, alt boyutlarindan duygusal 6z-yeterlik icin .78, akademik
oz-yeterlik icin .84 ve sosyal dz-yeterlik i¢in .64 olarak hesaplanmistir (Telef & Karaca, 2012). Bu ¢aligma i¢in
Olcegin cronbach alfa degeri duygusal 6z-yeterlik boyutunda .85, sosyal 6z-yeterlik boyutunda .80, akademik 6z-

yeterlik boyutunda .80 ve 6lgegin geneli i¢in .90 olarak hesaplanmistir.
Cocuk ve Ergenler I¢in Sosyal Destek Degerlendirme Olgegi

Bu 6lgek, Dubow ve Ullman (1989) tarafindan c¢ocuk ve ergenlerin aileleri, Ogretmenleri ve
arkadaslarindan aldiklar1 sosyal destege iliskin algilarini belirlemek, ¢ocugun igerisinde bulundugu sosyal ag
tarafindan ne kadar sevildigi, ilgi gosterildigi ve ne derecede kabul edildigine dair algisin1 6lgmek amaciyla
gelistirilmistir (Dubow & Ullman, 1989). Olgegin uyarlama calismast Gokler (2007) tarafindan yapilmistir.
Olgegin ii¢ alt boyutunun toplam varyansin %40.22’sini acikladig: tespit edilmistir. Alt dlgekler Arkadas Destegi,
Aile Destegi ve Ogretmen Destegidir. Madde-toplam giivenirligi sonucuna gére ise maddelerin toplam puanla
iliskisi .34 ile .64 arasinda degismektedir. Olcek 41 maddeden ve 3 alt dlgekten olusmaktadir. Arkadas destegi alt
olgeginde 19, aile destegi alt 6lceginde 12 ve dgretmen destegi alt 6lgeginde 10 madde bulunmaktadir. Olgekten
alinabilecek en diisiik puan 41, en yiiksek puan ise 205°tir. Olgekten alinan yiiksek puanlar bireyin daha fazla
sosyal destek algiladigini gdsterirken, diisiik puanlar ise diisiik diizeyde sosyal destek algilandigini gdstermektedir.
Olgegin Cronbach alfa i¢ tutarlik katsayis1 .93 olarak tespit edilmistir. Alt boyutlar1 i¢in ise arkadas destegi .89,
aile destegi .86 ve 6gretmen destegi .88 olarak saptanmustir (Gokler, 2007). Bu calisma igin 6lgegin cronbach alfa
degeri arkadas destegi boyutunda .94, aile destegi boyutunda .84, 6gretmen destegi boyutunda .83 ve 6l¢egin geneli
icin .94 olarak hesaplanmistir.

Veri Toplama Siireci

Verilerin toplandig tarihte arastirma igin etik kurulu onay1 zorunlu olmadig1 igin arastirma izni Milli
Egitim Bakanligindan alinmistir. Bu arastirma birden fazla ili kapsadigi i¢in arastirma izni Milli Egitim Bakanlig
Ozel Egitim ve Rehberlik Hizmetleri Genel Miidiirliigiinden alinmistir (Tarih: 07.05.2018 No: 9016025).
Arastirma Helsinki Bildirgesi etik ilkelerine gore yiiriitiilmiistiir. Arastirmact BILSEM miidiirlerine ve rehber
o0gretmenlerine ¢alismanin amacini ve énemini anlatmis ve arastirmanin ebeveyn onam formlarint dagitmistir.
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Ogrencilerin ebeveynlerinden veya yasal vasilerinden bilgilendirilmis onamlar1 alinmistir. Daha sonra kurum
yoneticileri ile uygulama tarih ve saatleri planlanmis, dlcekler velisi izin veren &grencilere uygulanmistir.
Uygulamadan 6nce dgrencilere calisma hakkinda genel bilgi verilmis ve yanitlarinin gizliliginin saglanacagi
aciklanmustir. Olgekler normal kurum ders saatleri icinde grup ortaminda yaklasik 20 dakikada uygulanmustir.
Veriler Edirne, Canakkale, Tekirdag ve Kirklareli illerindeki BILSEM 6grencilerinden toplanmistir. Calisma
toplam 251 6grenci ile gerceklestirilmistir.

Veri Analizi

Orneklemdeki Ogrencilerin  demografik ozellikleri betimleyici frekans ve yiizde degerleri ile
aciklanmistir. Degiskenlerin normal dagilimdan gelip gelmediklerini belirlemek amaciyla her alt grup igin
Kolmogorov-Smirnov ve Saphiro Wilk’s testleri uygulanmigtir. Ayrica, 6lgeklerin basiklik ve ¢arpiklik degerleri
incelenmistir. Tabachnick ve Fidell'e (2013) gore basiklik ve ¢arpiklik degerleri +1.5 ve -1.5 araligindaysa dagilim
normal kabul edilir. Bu ¢alismada basiklik ve garpiklik degerleri, belirtilen araligin disindadir. Bu ¢aligmanin
dagilimi parametrik olmadig i¢in, gruplar arasindaki farklilasmayi incelerken Mann Whitney-U ve Kruskal
Wallis-H testleri, degiskenler arasindaki ilgkileri incelerken ise Spearman Sira Farklari Korelasyon Katsayisi
kullanilmistir. Oz yeterliligin ve algilanan sosyal destegin psikolojik saglamlik iizerindeki yordama giiciinii
belirlemek i¢in ¢oklu regresyon analizi kullanilmistir. Coklu regresyon analizi i¢in, degiskenlerin normal dagilimi
varsayimi zorunlu degildir (Ernst & Albers, 2017; Schmidt & Finan, 2018; Williams vd., 2013). Coklu regresyon
analizi 6ncesinde veriler, coklu regresyonun varsayimlari agisindan test edilmistir. i1k olarak, arastirma verileri ug
degerler ve ¢oklu dogrusallik agisindan analiz edilmistir. Tek degiskenli ug degerler z degerleri ile, ¢ok degiskenli
uc¢ degerler ise Mahalanobis uzaklik testi ile tespit edilmistir. Tabachnick ve Fidell (2013) Mahalanobis uzaklig
icin anlamlilik diizeyinin .001 olmas1 gerektigini belirtmistir. Bu dogrultuda, .001'den daha yiiksek anlamlilik
diizeyine sahip 3 Olgiim calismanin digsinda birakilmigtir. Coklu dogrusallik varsayimini test etmek igin
degiskenlerin VIF ve tolerans degerleri ile degiskenler arasindaki korelasyonlar analiz edilmistir. Analiz
sonuglarma gore, bagimsiz degiskenlerin tolerans degerleri .45 ile .60 arasinda ve beklenildigi gibi .20'den fazla;
VIF degerleri de 1.67 ile 2.25 arasinda ve beklenildigi gibi 10'dan diigiik olarak tespit edilmistir. Degiskenler
arasindaki korelasyon degerleri incelendiginde en yiiksek korelasyonun .66 oldugu goriilmiistiir. Bu hesaplamalara
gore, veri setinde ¢oklu baglantisallik sorununun olmadigi sonucuna varilmistir (Tabachnick & Fidell, 2013).
Hatalarin normal dagilimi varsayimini test etmek i¢in Durbin Watson testi ve artiklara iligkin istatistikler
kullanilmistir. Bu galisma i¢in Durbin Watson degerinin 1.81, artik ortalamasinin .00 ve artik standart sapmasinin
.99 olmasi, bu ¢alismada hatalarin normal dagildigini gostermektedir (Tabachnick & Fidell, 2013).

Bulgular
Orneklemdeki Ogrencilerin Psikolojik Saglamlik, Oz-Yeterlik ve Algilanan Sosyal Destek Diizeyleri

BILSEM’lere devam eden 6grencilerin psikolojik saglamhk, 6z yeterlilik ve algilanan sosyal destek
diizeylerini belirlemek amaciyla Cocuk ve Geng Psikolojik Saglamlik Olgegi, Cocuklar I¢in Oz Yeterlilik Olgegi
ve Cocuk ve Ergenler I¢in Sosyal Destek Degerlendirme Olgeginden elde edilen puanlar analiz edilmistir. Bu
calismada kullanilan 6lgeklere iliskin ortalama, standart sapma, standart hata, basiklik, ¢arpiklik ve giivenilirlik
katsayilarini igeren tanimlayici istatistikler Tablo 2’de sunulmustur.

Tablo 2
Degiskenlere Iliskin Betimleyici Istatistik ve Giivenirlik Katsayilari
Madde Cronbach :

Puan tiirti sayisi alfa Min Max  Sd Sh  Carpiklik  Basiklik

Psikolojik saglamlik 12 .82 5380 33 60 539 .35 -1.21 2

Oz-yeterlik 21 .90 8442 30 105 1313 .86 -.67 71
Duygusal 6z-yeterlik 7 .85 2547 8 35 636 41 -.40 -.49
Akademik 6z-yeterlik 7 .80 3027 10 35 432 .28 -1.17 1.79
Sosyal 6z-yeterlik 7 .80 2868 12 35 492 .32 -.80 14
Algilanan sosyal destek 41 .94 179.53 105 205 20.70 1.36 -1.12 .97
Arkadaglardan algilanan sosyal destek 19 .94 80.06 31 95 1283 .84 -1.18 1.19
Aileden algilanan sosyal destek 12 .84 5565 36 60 539 .35 -1.64 2.49
Ogretmenden algilanan sosyal destek 10 .83 4382 22 50 584 .38 -1.34 1.77
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Psikolojik Saglamhik Puanlarinin Cinsiyet, Simif ve Sosyal/Sportif Etkinliklere Katihma Gore Farkhilasmasi

Psikolojik saglamlik puaninin cinsiyet ve sosyal/sportif etkinliklere katilim degiskenine gore farklilasip
farklilasmadigini belirlemek tizere Mann-Whitney U testi uygulanmistir. Sonuglar Tablo 3’te verilmistir.
Tablo 3

Psikolojik Saglamiik Puanlarmmin Cinsiyet ve Sosyal/Sportif Etkinliklere Katilima Gore Farklilasmasi

n : Med. Min. Max.  Sd Mann Whitney U E"Fkl
Sira kat. z p bity.
Kiz 115 5441 55 33 60 5.34 125.21
Cinsiyet Erkek 117 53.20 54 33 60 5.39 107.94 -1.97 .049 .017

Toplam 232 53,80 54 33 60 5.39

Sosyal/sportif Katihyor 108  54.82 55 42 60 4.37 127.22
etkinliklere Katilmiyor 124 5291 54 33 60 6.01 107.17 -2.28 023  .027
katilim Toplam 232 53.80 54 33 60 5.39

Tablo 3’te verilen sonuglara gére, Cocuk ve Geng Psikolojik Saglamlik Olgegi toplam puanlari cinsiyete
ve sosyal/sportif etkinliklere katilima goére anlamli bir sekilde (p < .05) farklilagmaktadir. Kiz &grencilerin
psikolojik saglamlik puanlari (X = 54.41), erkek 6grencilere gore (¥ = 53.20) anlamli derecede yiiksektir. Ayrica,
okul disinda sosyal/sportif etkinliklere katilan Ggrencilerin psikolojik saglamlik puanlart (¥ = 54.82)
katilmayanlara gore (x = 52.91) anlaml1 derecede yiiksektir.

Ozel yetenekli ogrencilerin psikolojik saglamhik puanlarmin smif seviyelerine gore farklilasip
farklilasmadiginm1 belirlemek i¢in Kruskal-Wallis H testi yapilmistir. Psikolojik saglamligin siniflara gore
farklilagsmasina iligskin bulgular Tablo 4'te sunulmustur.

Tablo 4

Psikolojik Saglamligin Suifa Gore Farklilasmasi

. Kruskal Wallis-H Anlamli  Etki
n n Med  Min  Max  Sd —grmo H D fark  biy.
5 76 5543 57 40 60 441 13697
6 69 5352 53 37 60 476 10821 5> 6:
Sinif 7 70 5226 54 33 60 672 103es 108 018 o o 081
8 17 5400 54 46 60 369 11141

Toplam 232  53.80 54 33 60 5.39

Tablo 4 incelendiginde, besinci smif 6grencilerinin en yiiksek psikolojik saglamlik puanina sahipken (X
= 55.43), yedinci smf Ogrencilerinin en diisik (¥ = 52.26) psikolojik saglamlik puanina sahip oldugu
goriilmektedir. Bu anlamli farkin kaynagini bulmak i¢in i¢in Mann-Whitney U testi yapilmistir. Bulgular, besinci
smif 6grencilerinin hem altinct hem de yedinci siif 6grencilerine kiyasla anlamli olarak daha yiiksek psikolojik
saglamlik diizeyine sahip oldugunu ortaya koymustur.

Oz-Yeterlik, Algilanan Sosyal Destek ve Psikolojik Saglamhk Arasindaki Korelasyonlar

Orneklem grubundaki 6grencilerin psikolojik saglamliklari, 6z-yeterlikleri ve algiladiklari sosyal destek
arasindaki iligkileri belirlemek i¢in Spearman Sira Farklar1 Korelasyon Katsayisi hesaplanmistir. Yapilan
korelasyon analizinin sonuglar1 Tablo 5’te verilmistir.

Biiyiikoztirk ve digerlerine (2020) gore .70 ile 1.00 arasindaki korelasyon katsayilari yiiksek diizeyde
korelasyonu, .30 ile .70 arasindaki katsayilar orta diizeyde korelasyonu, .00 ile .30 arasindaki katsayilar ise diisiik
diizeyde korelasyonu gostermektedir. Tablo 5'e gore, bu ¢alismada psikolojik saglamlik ve genel 6z-yeterlik
arasinda pozitif yonlii orta diizeyde anlamli bir iliski bulunmustur (r = .69, n = 232, p < 0.01). Ayrica, psikolojik
saglamlik ve 6z-yeterligin alt boyutlar1 arasinda da anlamli iliskiler vardir. Benzer sekilde, psikolojik saglamlik ve
algilanan sosyal destek arasinda da pozitif yonlii orta diizeyde anlamli bir iliski bulunmustur (r = .68, n =232, p =
.01). Algilanan sosyal destegin alt boyutlar1 ve psikolojik saglamlik arasindaki iliskiler de anlamlidir. Ayrica, 6z-
yeterlik ve algilanan sosyal destek ve alt boyutlar1 arasindaki iliskilerin de anlamli oldugu gérillmistiir (r = .65, n
=232, p=.01). Korelasyon analizi bulgular1 Tablo 5'te verilmistir. Genel olarak, psikolojik saglamlik, 6z-yeterlilik
ve algilanan sosyal destek arasinda pozitif ve anlamli iligkiler oldugu sonucuna ulasilabilir. Bu nedenle, 6z-
yeterlilik ve algilanan sosyal destek diizeyleri arttik¢a, psikolojik saglamlik diizeyleri de yiikselmektedir.
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Tablo 5
Oz-Yeterlik, Algilanan Sosyal Destek ve Psikolojik Saglamlik Arasindaki Korelasyonlar

1 2 3 4 5 6 7 8 9
Psikolojik saglamlik (1) 557 647 59" 69" 63" 60" 53" 68"
Duygusal dz-yeterlik (2) 52 57 87" B0 39" 43" 53"
Akademik oz-yeterlik (3) 56 78" 46 51" 54" 55T
Sosyal 6z-yeterlik (4) 83" 60" .35 49™ 60"
Toplam dz-yeterlik (5) .61™ 47" 57 65T
Arkadastan algilanan sosyal destek (6) 54 61 937
Aileden algilanan sosyal destek (7) 58" 73"
Ogretmenden algilanan sosyal destek (8) .80™
Toplam algilanan sosyal destek (9)
Not: n = 232.
**n < 0.01

Algilanan Sosyal Destek ve Oz-Yeterligin Psikolojik Saglamlik Uzerindeki Yordayia Giicii

Algilanan sosyal destek ve 0z yeterliligin 6zel yetenekli 6grencilerin psikolojik saglamliklarini yordama
giiclinii belirlemek i¢in ¢oklu regresyon analizi yapilmig ve sonuglar Tablo 6'da verilmistir.

Tablo 6
Psikolojik Saglamligin Yordayicilar

Bagimli degisken Bagimsiz degisken yii t p F Model (p) R?
Sabit 17.14 7.20 .000 58.30 .000 .61
Duygusal 6z-yeterlik A3 2.87 .005
) B Akademik 6z-yeterlik .35 4.80 .000
Psikolojik Sosyal 6z-yeterlik 22 332 001
saglamlik
Arkadastan algilanan sosyal destek .07 2.63 .009
Aileden algilanan sosyal destek .20 3.56 .000
Ogretmenden algilanan sosyal destek -.004 -0.07 .94

Coklu regresyon analizine gore, algilanan sosyal destek ve 6z yeterligin psikolojik saglamligin toplam
varyansinmn yaklasik %61°ini agikladign belirlenmistir (R?> = .61, F = 58.3, p < .05). Yordayici degiskenlerin
psikolojik saglamlik diizeyi iizerindeki goreli dnem sirasi standardize edilmis regresyon katsayisina (f3) gore
belirlenmigtir. Yordayici degiskenlerin psikolojik saglamlik diizeyi lizerindeki goreli 6nem sirast; akademik 6z-
yeterlik (5 = .35, p < .05), sosyal 6z-yeterlik (5 = .22, p < .05), aileden algilanan sosyal destek (5 = .20, p < .05),
duygusal 6z-yeterlik (5 = .13, p < .05), arkadastan algilanan sosyal destek (8 = .07, p < .05) ve 6gretmenden
algilanan sosyal destek (5 = .004, p > .05) seklindedir.

Ayrica, p-degerleri incelendiginde, psikolojik saglamlik ile akademik 6z-yeterlik (p = .000), sosyal 6z-
yeterlik (p = .001), duygusal 6z-yeterlik (p = .005), arkadaslardan algilanan sosyal destek (p = .009) ve aileden
algilanan sosyal destek (p =.000) arasinda anlamli iliskiler bulunmustur. Ancak, 6gretmenlerden algilanan sosyal
destek ile psikolojik saglamlik arasindaki iligki anlamli bulunmamigtir (p = .707).

Tartisma

Bu calismada, akademik 6z-yeterlik, sosyal 6z-yeterlik, duygusal 6z-yeterlik, aileden, arkadaslardan ve
ogretmenlerden algilanan sosyal destegin 6zel yetenekli 6grencilerin psikolojik saglamlig: {izerindeki yordayici
giicii aragtirllmigtir.  Bulgular, akademik o6z-yeterlik, sosyal oz-yeterlik, duygusal oz-yeterlik, aileden,
arkadaslardan ve &gretmenlerden algilanan sosyal destegin 6zel yetenekli dgrencilerin psikolojik saglamlik
varyansinin 6nemli bir boliimiinii (%61) agikladigini gdstermistir. Bu agiklanan yiiksek varyans diizeyi, bu
faktorlerin Ozel yetenekli Ogrencilerin psikolojik saglamliklarini belirlemede 6nemli bir rol oynadigim
gostermektedir.

Akademik 0z yeterlilik, 6zel yetenekli 6grencilerde psikolojik saglamligin en giiclii yordayicisi olarak ortaya
cikmis ve toplam varyansin %35'ini agiklamistir. Ozel yetenekli dgrencilerle yiiriitiilen galigmalar, psikolojik
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saglamligin basarili olan ve basarisiz olan 6zel yetenekli 6grencileri birbirinden ayiran anahtar bir degisken oldugunu
ortaya koymustur (Reis vd., 2004). Oz-yeterlik ve yiiksek akademik basari, psikolojik saglamhigin koruyucu
faktorlerindendir (Reis vd., 2004). Bulgular, 6zel yetenekli 6grencilerde psikolojik saglamligin gelistirilmesinde, kisinin
yeteneklerine gii¢lii bir inan¢ duymasinin ve akademik basari elde etmesinin 6dnemini ortaya koymustur. Volkova ve
digerleri (2022) tarafindan ytiriitiilen bir bagka calismada, 6zel yetenekli 6grencilerin bagarilarinin ¢evreleri tarafindan
fark edildigini ve deger gordiigiinii gozlemlemelerinin, 6zel yetenekli olmaya iliskin algilarini olumlu yonde etkiledigi
vurgulanmigtir. Bu da, bu 6grencilerin daha fazla basari elde etme konusundaki 6zgilivenlerinin ve motivasyonlarinin
artmasina yol agmustir.

Bu c¢alisma, akademik 6z yeterliligin 6zel yetenekli 6grencilerde psikolojik saglamilifi yordamada ve
gelistirmede 6nemli bir rol oynadigini ortaya koymaktadir. Bu 6grencilerin akademik dayanikliliklarini gelistimek igin,
yetenekleri ve ihtiyaglari ile uyumlu bireysellestirilmis gérevler sunarak 6grenme siirecini yeniden yapilandirmak dnemli
goriinmektedir. Bireysellestirmis gorevler, bu 6grencilerin basari duygusu yasamalarini saglayarak akademik 06z-
yeterliligin gelisimine katkida bulunabilir. Ozel yetenekli &grencilerin akademik yeterlikleriyle ilgili olumsuz benlik
algilarini ele almak ve kendileri i¢in ulasilabilir hedefler belirleme becerisi gelistirmelerini saglamak da akademik 6z
yeterlilik olusturmada ve psikolojik saglamlig1 artirmada 6nemli faktdrlerdendir. Bu alanda gorev alan egitimciler ve
uygulayicilar, akademik 6z yeterliligi giiclendirmeye odaklanan stratejiler uygulayarak 6zel yetenekli 6grencilerin iyi
olusunu ve psikolojik saglamligini destekleyebilirler (Bandura, 1997; Schunk & Miller, 2002).

Sosyal 6z yeterligin, 6zel yetenekli 6grencilerin psikolojik saglamligini agiklamada, en gii¢lii ikinci yordayici
oldugu goriilmiistiir. Traes ve digerleri (2013) de sosyal 6z yeterlilik ve psikolojik saglamligin gii¢lii bir sekilde iligkili
oldugunu ve psikolojik saglamligi yiiksek kisilerin yiiksek sosyal 6z yeterlilik de gosterdigini ortaya koymustur. Sosyal
oz-yeterligi yiiksek olan 6zel yetenekli dgrenciler, olumlu sosyal iligkiler kurma ve siirdiirme konusunda daha fazla
yeterlilik gosterirler. Sosyal etkilesimleri etkili bir sekilde yonlendirmek ve akranlariyla destekleyici baglantilar kurmak
icin gerekli beceri ve davraniglara sahiplerdir. Giiglii sosyal 6z-yeterlilige sahip olmak, 6zel yetenekli 6grencilere sosyal
yasama uyum saglama, sosyal zorluklarla basa ¢ikma imkani tanir ve sosyal izolasyon ve {liziintiiyl daha az yagamalarini
saglar (Mahdizadeh vd., 2018; Traes vd., 2013). Diger taraftan, diisiik sosyal 6z yeterlilik duygusal sorunlara ve iletisim
sorunlarina yol agarak psikolojik saglamligi olumsuz etkileyebilir (Gadari vd., 2022).

Aileden algilanan sosyal destegin psikolojik saglamligi anlamli diizeyde yordadigi bulunmustur. Aile
tiyeleriyle giiclii duygusal iliskiler ve onlardan alinan destek 6zel yetenekli 6grencilerin psikolojik saglamliklarinda
koruyucu bir faktordiir. Destekleyici aile baglari, bu 6grencilere hayatlarinda bir anlam, kontrol ve motivasyon duygusu
saglar (Dole, 2000; Hebert, 1996; Kim, 2015). Ancak ebeveynlerden gelen asir1 baski ve yiiksek beklentilerin, 6zel
yetenekli 6grencilerin iyi oluslarini olumsuz etkileyebilecegini, bu 6grencilerde anksiyete, diismanlik ve basarisizligi
arttirabilecegini g6z oniinde bulundurmak gerekir (Alexopoulou vd., 2019). Bu nedenle dengeli ve destekleyici bir aile
ortami, 6zel yetenekli 6grencilerin psikolojik saglamlhiginin gelistirilmesinde 6nemli bir yere sahiptir.

Arkadaslardan algilanan sosyal destek, psikolojik saglamligin bir diger anlamli yordayicisidir. Olumlu akran
iliskileri ve destegi, 6zel yetenekli dgrencilerin psikolojik saglamlhigini arttirmaktadir. Giinliik zorluklart arkadaglarla
paylasmak ve karsilikli destek alip vermek, onlarin zorluklarla daha etkili bir sekilde basa ¢ikmalarina yardimei
olmaktadir. Ancak, 6zel yetenekli dgrenciler akran iligkilerinde; akran baskisi, ayrimcilik ve yetenekleri hakkinda
belirsizlik gibi zorluklarla da karsilasabilmektedirler. Bu 6grencilerin psikolojik saglamliklarini artirmak i¢in olumlu
akran aglar1 olusturmak ve anlamli etkilesimler yasamalarini saglamak 6nemlidir (Ford, 1994; Kim, 2015; Reis vd.,
2004).

Elcik (2015), 6zel yetenekli ortaokul 6grencilerinin en yiiksek destegi ailelerinden algiladiklarini tespit ederek
aile desteginin dnemli roliinii vurgulamistir. Chen ve digerleri (2017) de 6zel yetenekli 6grencilerde algilanan sosyal
destek ile psikolojik saglamlik arasinda anlamli bir iliski gézlemlemis ve akran desteginin aile desteginden daha giiclii
bir yordama giicii oldugunu ortaya koymustur. Bu farklarin olusumuna kiiltiirdeki degisimler sebep olmus olabilir. Bu
da, ozel yetenekli Ogrencilerde algilanan sosyal destegin anlagilmasinda kiiltiirel farkliliklart da g6z Oniinde
bulundurmanin gerekliligini isaret etmektedir.

Duygusal 6z yeterliligin de psikolojik saglamligin dnemli bir yordayicist oldugu ortaya ¢ikmistir. Duygusal 6z-
yeterligi yiiksek olan dzel yetenekli 6grenciler, duygularini etkili bir sekilde yonetip diizenleyebileceklerine inanirlar.
Bu da, onlarin duygusal zorluklar ve sikintilarla basa ¢ikmalarini saglayarak genel psikolojik saglamliklarimi
gelistirmektedir. Duygusal 6z yeterlilik, olumsuz yasam deneyimleriyle iliskili olumsuz duygularin doniistiiriilmesinde
ve psikolojik iyi olugun desteklenmesinde onemli bir rol oynamaktadir (Bandura, 1997). Duygusal 6z yeterliligin
psikolojik saglamlikla pozitif yonde iligkili oldugu sonucu 6nceki arastirma bulgulartyla paraleldir. Aydogdu ve digerleri
(2017) ile Cutuk ve Aydogan (2019) tarafindan yiiriitiilen arastirmalar da daha yiiksek diizeyde duygusal 6z-yeterligin
daha yliksek diizeyde psikolojik saglamlikla iligkili oldugu bulgusunu desteklemektedir.
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Sosyal veya sportif etkinliklere katilimin da dzel yetenekli 6grencilerin psikolojik saglamliklari i¢in koruyucu
bir faktor oldugu bulunmustur. Ders dis1 etkinliklere katilmak, kisisel gelisim, becerilerin gelistirilmesi ve olumlu sosyal
etkilesimler kurma imkani saglamaktadir. Bu da, 6zel yetenekli 6grencilerin enerjilerini olumluya kanalize etmelerine
ve akranlartyla iligskiler kurmalarina olanak tanir, 6zsaygilarini ve motivasyonlarini artirir. Buna karsilik, agir1 bos zaman
ve ders dis1 etkinliklere diisiik katilim, yetersiz 6z diizenlemeye ve diisiik basariya yol agabilir (Ford, 1994; Freeman
2006; Hebert, 1996; Nettles & Jones, 2000; Reis vd., 2004; Reis & McCoach 2002).

Arastirma sonucunda, psikolojik saglamlik puanlarmnin cinsiyet acisindan kiz 6grenciler lehine anlaml bir
bigimde farklilagtigi bulunmustur. Bu sonug, 6zel yetenekli erkek 6grencilerin ortaokul dénemlerinde daha diisiik bir
psikolojik saglamliga sahip olabilecegini ve ortaokulda kizlara gére daha dezavantajli bir durumda olduklarini; kizlarin
ise lise donemlerinde psikolojik saglamliklarinda azalma olabilecegini gdsteren onceki arastirmalarla paraleldir (Kline
& Short, 1991a, 1991b). Alvino (1991) ve Demir-Sahin (2022) de yaptiklari aragtirmalarda, 6zel yetenekli olmanin
ortaokul doneminde kizlar i¢in bir avantaj, erkekler i¢in ise dezavantaj oldugunu ortaya koymustur.

Psikolojik saglamlik diizeyi sinifa gore de farklilagsmaktadir. 5. sinif 6grencilerinin psikolojik saglamliklarinin
iist siniftaki dgrencilerden daha yiiksek oldugu gdriilmiistiir. Onceki arastirmalar da, dzel yetenekli dgrencilerde simif
diizeyi arttikga psikolojik saglamlik diizeyinde bir azalma egilimi oldugunu gostermistir. Liseye gegis siirecinde olan
ortaokul dgrencileri, akademik beklentiler, sosyal baski ve gelisimsel degisimler gibi gesitli faktorler nedeniyle daha
diisiik diizeyde psikolojik saglamlik sergileme egiliminde olabilirler. Bu zorluklar, 6zel yetenekli 6grencilerin psikolojik
iyi oluslarini tist siniflara dogru ilerledikge daha fazla etkiliyor olabilir (Chen vd., 2017; Demir-Sahin, 2022; Gez, 2018;
Bindal, 2018; Sahin, 2018).

Genel olarak, bu ¢aligma 6zel yetenekli dgrencilerin psikolojik saglamliklarini etkileyen faktorlere iliskin
énemli bir anlayis sunmaktadir. Ozetle, bu galigmada 6zel yetenekli dgrencilerin psikolojik saglamligim etkileyen
faktorler; akademik 6z-yeterlilik, sosyal 6z-yeterlilik, duygusal 6z-yeterlilik, aileden, arkadaslardan ve 6gretmenlerden
algilanan sosyal destek ve sosyal/sportif etkinliklere katilim odaginda incelenmistir. Bulgular, akademik 6z-yeterlik,
sosyal oz-yeterlik, duygusal 6z-yeterlik, aile ve arkadaslardan algilanan sosyal destek ve ders dis1 etkinliklere katilimin
ozel yetenekli Ogrencilerin psikolojik saglamliklarinin anlamli yordayicilari oldugunu géstermistir. Ancak,
o0gretmenlerden algilanan sosyal destek ile psikolojik saglamlik arasindaki iligki anlamli bulunmamigtir. Bu ¢alisma,
Ozel yetenekli Ogrencilerin psikolojik saglamhigimi gelistirmek i¢in akademik yeterlilik, sosyal beceriler, duygu
diizenleme becerileri ve destekleyici iliskilerin dnemini vurgulamaktadir. Bu bulgular, egitimcilere ve ebeveynlere, 6zel
yetenekli 6grencilerin akademik 6z-yeterliliklerini, sosyal 6z-yeterliliklerini ve sosyal destek aglarimi gelistirerek bu
ogrencilerin iyi oluslarii ve psikolojik saglamliklarimi gelistirebilecekleri konusunda i¢gorii saglamaktadir. Ozel
yetenekli 6grencilerin psikolojik saglamliklarina iliskin dinamikleri ve psikolojik iyi oluslarina katkida bulunan diger
faktorleri daha iyi anlayabilmek i¢in, daha fazla aragtirmaya ihtiya¢ duyulmaktadir.

Oneriler

Bu bulgular, birkag énemli noktaya isaret etmektedir. ilk olarak, 6zel yetenekli dgrencilere yénelik yapilacak
olan miidahalelerde ve egitim yaklagimlarinda akademik O6z-yeterligin gelistirilmesine 6ncelik verilebilir. Ciinkii
akademik 6z-yeterlik, bu 6grencilerin genel iyi oluslarini, psikolojik saglamliklarini ve bagarilarini olumlu bir sekilde
etkileyebilir. Buna ek olarak, olumlu aile iligkilerini ve aile destek sistemlerini gelistirmek, 6zel yetenekli 6grencilerin
psikolojik saglamliginin arttirilmasinda 6nemli bir faktordiir. Bu da, saglikli aile dinamiklerini gelistirme ihtiyacina
vurgu yapmaktadir. Ayrica destekleyici bir akran ortami olusturmak ve sosyal/sportif etkinliklere katilimi tesvik etmek,
ozel yetenekli 6grencilerin iyi oluslarina ve psikolojik saglamligma katkida bulunabilir. Ozel yetenekli grencilerin
yasadig1 zorluklar ve 6zellesmis ihtiyaglari i¢in yapilacak olan miidahale ¢alismalarinda cinsiyete iligkin farkliliklari goz
6niinde bulundurmak ve bu farklili1 ele almak 6nemli goériinmektedir. Ayrica, psikolojik saglamligin siniflara gore nasil
farklilagtigini g6z oniinde bulundurmak, 6zel yetenekli 6grenciler i¢in farkli kademelerde yapilamasi planlanan destek
ve miidahale calismalarima rehberlik edebilir. Bu arastirma yalnizca ortaokul donemindeki 6zel yetenekli dgrencilerle
smirl oldugu igin genellemelerin dikkatli bir sekilde yapilmasi gerekmektedir. Gelecekte yapilacak diger aragtirmalarda
ozel yetenekli 6grencilerin psikolojik saglamliklariyla ilgili daha detayl bir anlayis saglanabilmesi i¢in bu 6grencilerin
sosyal-duygusal 6zellikleri ve iyi oluslar1 daha derinlemesine arastirilabilir, bu ¢aligmalarda farkli 6rneklem gruplari ve
boylamsal desenler kullanilabilir.

Yazarlarin Katki Diizeyleri

Bu c¢aligma, yiiksek lisans tezinin bir 6zeti niteligindedir. Arastirma konusu ve yontemi iki yazar tarafindan
belirlenmistir. Veri toplama ve analiz asamalar1 birinci yazar tarafindan yapilmistir. Arastirma raporu, daha ¢ok birinci
yazar olmak iizere iki yazar tarafindan yazilmistir.
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Abstract

Introduction: This research aimed to analyze the levels of psychological resilience in terms of different variables,
self-efficacy, and perceived social support among gifted students, investigate the relationships between these
variables, and examine the predictive power of self-efficacy and perceived social support on psychological
resilience.

Method: The study involved 232 gifted middle school students from six different Science and Art Centers in
Turkey. Participants completed the Demographic Information Form, Child and Adolescence Resilience Scale,
Self-Efficacy Scale for Children, and Social Support Evaluation Scale for Children and Adolescents.

Findings: The findings revealed significant differences in psychological resilience scores based on gender, grade,
and participation in social/sportive activities. Positive relationships were observed among psychological resilience,
emotional self-efficacy, academic self-efficacy, social self-efficacy, total self-efficacy, perceived social support
from family, peers, and teachers, and total perceived social support. Self-efficacy and perceived social support
were identified as significant predictors of psychological resilience in gifted students.

Discussion: Enhancing the levels of self-efficacy and perceived social support, as well as promoting participation
in social/sportive activities, can contribute to the psychological resilience of gifted students. There is a positive
relationship between self-efficacy, perceived social support, and psychological resilience in gifted students. As the
levels of self-efficacy and perceived social support increase, the psychological resilience of gifted students also
increases.

Keywords: Psychological resilience, self-efficacy, perceived social support, gifted students, participation in
social/sportive activities.
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Introduction

Gifted students display diverse cognitive, social, and psychological characteristics, which necessitate
tailored educational approaches to meet their specific needs. Their exceptional cognitive abilities enable them to
surpass developmental milestones at an early age, often achieving remarkable success compared to their peers
(Knapp, 1991). However, the social and emotional well-being of gifted students has not received adequate
scholarly attention, resulting in a lack of consensus and contradictory findings in the literature (Connolly, 2018;
Peterson et al., 2009). Their cognitive strengths may camouflage underlying psychological issues, making it
challenging to identify and address their emotional needs effectively (Knapp, 1991). Therefore, it is crucial to
acknowledge and support the social and emotional aspects of gifted students, recognizing that their cognitive
abilities alone do not guarantee optimal social and emotional adjustment.

Gifted children and adolescents are susceptible to various psychological, social, and emotional challenges
due to their asynchronous development, perfectionism, and heightened sensitivity (Fiedler, 1993; Knapp, 1991).
Their well-being and developmental processes can be negatively impacted by difficulties they encounter (Fiedler,
1993; Pfeiffer & Stocking, 2000). Being psychologically sensitive, they may experience heightened stress,
adjustment problems, depression, and even thoughts of self-harm, and may feel isolated when they struggle to find
like-minded peers (Leana-Tascilar, 2017; Morelock, 1992; Pfeiffer & Stocking, 2000). Additionally, they may
face various risks and challenges such as poverty, trauma, family conflicts, and bullying (Peterson, 2009; Reis &
McCoach, 2002), and their responses to these difficulties are influenced by their giftedness (Yermish, 2010).

According to a recent study, it has been observed that while approximately 20% of children and youth in
the general population experience mental illness, a higher percentage of gifted children, ranging from 30% to 40%,
exhibit significant symptoms of anxiety, depression, behavioral issues, or social difficulties (Kroesbergen et al.,
2016; Pilarinos & Solomon, 2017). However, it is important to note that there are research findings indicating that
despite the unique challenges faced by gifted children, a majority of them demonstrate positive well-being
(Richards et al., 2003). The ability to experience healthy development and positive outcomes despite adversities
is referred to as psychological resilience in the literature (Sameroff, 2005).

The literature on the psychological resilience of gifted individuals presents contradictory findings. Some
research suggests that gifted students exhibit fragile and sensitive personality characteristics, and a significant
number of them experience serious psychological problems. Therefore, it is recommended to create comprehensive
educational and social opportunities to enhance their psychological resilience (Fiedler, 1993; Freeman, 2006;
Hayes & Sloat, 1989; Hillyer, 1988; Kline & Short, 1991a; 1991b; Nugent, 2000; Pfeiffer & Stocking, 2000;
Schuler, 2000).

On the other hand, there are studies suggesting that gifted individuals share common characteristics with
resilient individuals. Some of these shared characteristics include an optimistic outlook on life, an internal locus
of control, personal competence, a sense of humor, a sense of autonomy, and problem-solving skills (Dole, 2000;
Kitano & Lewis, 2005; Neihart, 2002; Peterson, 2006; Richards et al., 2003; Rutter, 1990). These findings indicate
that gifted individuals may possess inherent strengths and coping mechanisms that contribute to their psychological
resilience. Psychological resilience appears to be a valuable trait for gifted individuals in coping with social and
emotional challenges such as perfectionism, stress, loneliness, and depression (Saranli & Metin, 2012). Their
capacity for resilience acts as a protective factor against various risks they may encounter (Alexopoulou et al.,
2019; Reis et al., 2004).

Recent research on psychological resilience has adopted a comprehensive approach by examining
resilience from personal, familial, and environmental perspectives. These studies have consistently shown a strong
and significant association between the perception of social support from important individuals within one's social
environment and resilience (Stewart & Sun, 2004; Terzi, 2016). Social support plays a crucial role in enhancing
the general psychological well-being of adolescents and children, while also reducing the likelihood of
experiencing psychological problems (Demaray & Malecki, 2003). Gifted children, due to their hypersensitivity
and perfectionism, benefit greatly from supportive environments that acknowledge and validate their talents (Reis
et al., 2004). Without such support, gifted children may resort to inappropriate coping mechanisms, such as hiding
their abilities or achieving below their potential to fit in with their peers (Cross & Swiatek, 2009). Numerous
studies have shown that social support from significant others, including family, peers, and teachers, plays a crucial
role in the psychological adjustment of gifted students. (Chen et al., 2017; Elcik, 2015; Lee et al., 2015).
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Self-efficacy is also a crucial factor in determining psychological resilience. According to Werner and
Smith (1982), self-efficacy plays a significant role in the development of resilience and coping skills. Individuals
with high self-efficacy are more adept at managing their thoughts and overcoming difficulties when faced with
challenges, in contrast to those with low self-efficacy (Hamill, 2003). Conversely, individuals with low self-
efficacy often struggle with self-doubt, despair, and anxiety, and perceive challenging events as threats (Kashdan
& Roberts, 2004; Kumar & Lal, 2006). Developing and nurturing self-efficacy is vital for enhancing psychological
resilience, as it empowers individuals to believe in their capacity to effectively navigate and overcome obstacles.
Self-efficacy beliefs play a crucial role in the psychological resilience of gifted students (Dole, 2000; Reis et al.,
2004). The process of increasing resilience in gifted students can contribute to the growth of strong self-efficacy
and effective coping mechanisms. Building resilience involves engaging in consistent and positive experiences of
overcoming challenging tasks (Kitano & Lewis, 2005).

Participation in extracurricular activities has been identified as a protective factor for the psychological
resilience of gifted students (Dole, 2000; Hebert, 1996; Reis et al., 2004). For resilient students, these activities
offer opportunities for involvement, a sense of belonging, and the formation of friendships and collaborative
relationships (Hebert, 1996). Conversely, underachieving gifted students with low resilience tend to have limited
involvement in extracurricular activities, organizations, sports, or summer programs (Reis et al., 2004).

Research also suggests that there may be a relationship between age and psychological resilience among
gifted students. Some studies have indicated that as grade levels progress, there is a decline in psychological
resilience and an increase in emotional fragility among gifted students (Kline & Short, 1991a). Gez (2018) also
discovered that psychological resilience was highest among 5th-6th grade students and lowest among 9th-10th
grade students. Additionally, other studies have reported a decline in psychological resilience as grade levels
increased (Bindal, 2018; Sahin, 2018).

Alvino (1991) and Kline and Short (1991a, 1991b) suggest that being gifted in the middle school period
can have different effects on boys and girls. They noted that male students may struggle with providing emotional
and social intimacy during their pre-adolescence, which can impact their overall well-being. Additionally, Kline
and Short observed that the psychological resilience of female gifted students may decrease during high school
due to increased awareness, sensitivity, and conflicts associated with the transition into adolescence. These
findings suggest that the experiences and challenges faced by gifted students may vary based on their gender.

The proposed research aims to address the gap in the existing literature by examining the psychological
resilience of gifted students, focusing on the protective factors of perceived social support and self-efficacy.
Additionally, the study will explore how resilience varies according to gender, age, and participation in
extracurricular activities. The target group of the research is pre-adolescent gifted students, as this stage is
characterized by rapid physical, emotional, and social changes. During this period, gifted adolescents often face
challenges related to their asynchronous development, which can lead to questions about fitting in, intense
emotions, and a need for understanding (Silverman, 2012). By investigating the relationship between resilience
and these protective factors, the study aims to contribute to our understanding of the psychological well-being and
developmental needs of gifted students during this critical stage of their lives.

The objective of this study is to assess the psychological resilience of intellectually bright and artistically
talented middle school students attending Science and Art Centers (SACs) in Turkey. The study aims to explore
the levels of psychological resilience, self-efficacy, and perceived social support among these gifted students,
examine the differences in psychological resilience based on gender, grade, and participation in social/sportive
activities, investigate the relationships between social support, self-efficacy, and psychological resilience, and
determine whether perceived social support and self-efficacy levels are significant predictors of psychological
resilience among gifted students in SACs.

The research questions of the study are as follows:

1. What are the levels of psychological resilience, self-efficacy, and perceived social support among gifted
students attending SACs?

2. Do the levels of psychological resilience differ significantly based on gender, grade, and participation in
social/sportive activities among gifted students attending SACs?

3. Is there a significant relationship between social support, self-efficacy, and psychological resilience
among gifted students attending SACs?
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4. Do perceived social support and self-efficacy levels significantly predict the psychological resilience of
gifted students attending SACs?

By addressing these research questions, the study aims to provide valuable insights into the psychological
well-being and resilience of intellectually bright and artistically talented middle school students attending SACs,
with a particular focus on the role of self-efficacy and perceived social support in their resilience.

Method
Research Design

This study utilizes a correlational research design to investigate the relationships between self-efficacy,
psychological resilience, and perceived social support levels among gifted students. The correlational model aims
to determine the co-variation between variables and quantify the extent of their differentiation (Karasar, 2015).

Participants

The target population for this study comprises gifted students attending SACs in the West Marmara
region. Convenience sampling was employed to select the participants due to the distinctive characteristics of the
gifted student population, which constitutes a small percentage (2-3%) of the overall population. In this sampling
method, the researcher selects participants based on accessibility until the desired sample size is achieved
(Biytikoztiirk et al., 2020). The study included middle school gifted students from six different SACs located in
the provinces of Edirne, Canakkale, Tekirdag, and Kirklareli. A total of 251 regularly attending students from the
sample group were initially included. However, 19 students with incomplete or improperly coded data were
excluded from the analysis, resulting in a final study sample of 232 gifted students. Table 1 provides demographic
information about the participants.

Table 1
Information Pertaining to the Demographics of the Study Sample
Gender n % Grade n %
Female 115 49.6 5 76 3238
Male 117 50.4 6 69 29.7
Total 232 100.0 7 70 30.2
8 17 7.3
Total 232 100.0
Participation in a social/sportive activity n % Field of study in SAC n %
Participates 108 46.6 Intellectual 142 61.2
Does not participate 124 534 Music 18 7.8
Painting 51 220
Total 232 100.0 Double fields 21 9.1
Total 232 100

Note: SAC = Science and art centers.
Data Collection Instruments
Demographic Information Form

To gather participant demographic data, a structured questionnaire was developed by the researchers. The
demographic information form included items related to the following variables: gender, grade level, and
participation in a social/sportive activity. The purpose of this form was to provide a comprehensive overview of
the participants' background characteristics, which may be relevant to the study objectives.

Child and Youth Psychological Resilience Scale

The scale's original version consisted of 28 items, three subscales, and eight sub-dimensions. It was
created with a socio-ecological viewpoint utilizing qualitative and quantitative methodologies in light of data
gathered from 11 different countries. Liebenberg et al. (2013) developed the short-form study of the scale, and two
independent studies led to the development of a structure with 12 components. Arslan (2015) adapted this scale to
Turkish culture. According to the results of the analysis, it was seen that the factor loadings ranged from .54 to
.81. The factor analysis results of the scale showed sufficient cohesiveness and the scale predicted 51.28% of the
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total variance [’n = 2s6) = 105.498, p < .0001; RMSEA = .060; x2 / df = 2.03; CFI = .97, GFIl = .94, RMR = .039]
and the scale consisted of a one-factor structure. This scale uses a Likert-type scale which ranges from 1to 5. The
possible scores on the scale range from 12 to 60. The level of psychological resilience also rises with an increase
in scale score. Low scores on the scale correspond to low psychological resilience, while high scores on the scale
correspond to high psychological resilience. Cronbach's alpha value of the scale was calculated as .91 (Arslan,
2015). For this study, it was determined to be .82.

Self-Efficacy Scale for Children

Muris (2001) created the scale and Telef and Karaca (2012) adapted it to Turkish culture. The factor
analysis revealed a 43.74% prediction of total variation. Additionally, it was discovered that the scale items'
eigenvalues for the factor common variance fell between .31 and .61. This research revealed that the scale in
Turkish had 21 items, the same likewise the original, and that the items of the scale were classified into three
components. Confirmatory factor analysis yielded the following fit index values for the scale: RMSEA = .05, SRMR
=.07; NFI = .95, GFI =.94, CFI = .96. A group comparison of the lower and higher 27% was performed in order
to evaluate the discriminant validity of the scale, and it was found that all of the scale's items were significant at
the p=.001 level, with t-test values ranging from 10.98 to 21.17. SSC is a 21-item, three sub-dimension scale with
a 1-5 Likert-type scoring system. The possible score on the scale ranges between 21-105. High scores on the scale
mean high levels of self-efficacy while low scores mean low levels of self-efficacy. The scale’s internal consistency
coefficients are .86 for overall consistency, .78 for emotional, .84 for academic, and .64 for social self-efficacy
(Telef & Karaca, 2012). For this study, the total scale consistency was .90, the emotional was .85, the social was
.80, and the academic was .80.

Perceived Social Support Scale for Children and Adolescents

Dubow and Ullman (1989) developed this scale to find out the perceptions of children and adolescents
regarding the social support they receive from their families, teachers, and peers, and to measure the child's
perception of how much s/he is loved, cared for, and accepted by his/her social network (Dubow & Ullman, 1989).
Gokler (2007) carried out the scale's adaption study. The three sub-dimensions together accounted for 40.22% of
the total variance. The subscales are Peer support, Family support, and Teacher support. The link between the
items and the overall score varies between .34 and .64, as shown by the item-total reliability finding. The scale has
three subscales and 41 items. There are 19 items in the peer support subscale, 12 in the family support subscale,
and 10 in the teacher support subscale. The scale's lowest possible score is 41, while its greatest possible value is
205. High scores on the scale mean high levels of perceived social support while low scores mean low levels of
perceived social support. Cronbach's alpha for the total scale was .93. Support from peers was .89, family support
was .86, and teacher support was .88 for its sub-dimensions (Gokler, 2007). For this study, it was determined as
.94 for the total scale; and .84 for support from peers, .83 for family support, and .83 for teacher support.

Data Collection

Because research ethics committee approval was not necessary at the time of the data collection, research
approval was taken from the Ministry of National Education. Since this research includes more than one city,
research permission was taken from the General Directorate of Special Education and Guidance Department of
the Ministry of National Education (Date: 07.05.2018 No: 9016025). Moreover, the research was conducted
according to the Helsinki declaration of ethical principles. The researcher explained the target and significance of
the study to the administrators and counselors of the SACs and distributed the parental consent forms of the study.
Informed consent was obtained from the students' parents or legal guardians. Then the dates and hours of the
application were planned with the school administrators, and the scales were applied to the students whose parents
gave the consent. General information was given to the students about the study and the maintenance of
confidentiality of their answers before the application. The scales were administered in a group setting during
regular class hours in approximately 20 minutes. Data was collected from SAC students in the Edirne, Canakkale,
Tekirdag, and Kirklareli provinces. The study was carried out with a total of 251 students.

Data Analysis

The demographics of the sample were explained through descriptive frequency and percentage data. To
test the normality of the distribution, the Kolmogorov-Smirnov and Shapiro-Wilk tests were conducted for each
sub-group. Moreover, the skewness and kurtosis values of the scales were examined. Tabachnick and Fidell (2013)
propose that the distribution is accepted as parametric if the skewness and kurtosis values are between +1.5 and -
1.5. For this study, the skewness-kurtosis and Kolmogorov-Smirnov values were more than the stated interval.
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Since the distribution was not parametric in this study, Mann Whitney-U and Kruskal Wallis-H tests were used to
analyze group differences, and the Spearman Rank Differences Correlation Coefficient was used when examining
the relationships between variables. Multiple regression analysis was used to assess the predictive power of self-
efficacy and perceived social support on psychological resilience. Multiple regression analysis does not require
the assumption of normally distributed variables (Ernst & Albers, 2017; Schmidt & Finan, 2018; Williams et al.,
2013). Before the multiple regression, data was checked for assumptions of multiple regression. First, research
data was analyzed for outliers and multicollinearity. Univariate outliers were tested with z values and multivariate
outliers were tested with the Mahalanobis distance test. Tabachnick and Fidell (2013) state that the significance
level for Mahalanobis distance should be .001. According to this, 3 measurements that have a significance level
of more than .001 were excluded. For testing the multicollinearity assumption, VIF and tolerance values of the
variables, and correlations between the variables were analyzed. According to the analysis results, tolerance values
of the independent variables were between .45 and .60 and more than .20 as expected; and VIF values were between
1.67 and 2.25 and less than 10 as expected. When the correlation values between variables were examined, it was
found that the highest correlation was .66. According to these results it was concluded that there was no
multicollinearity problem (Tabachnick & Fidell, 2013). To test the assumption of normally distributed errors, the
Durbin Watson test and residual statistics were used. The Durbin Watson value for this study was 1.81, the residual
mean was .00, and the residual standard deviation was .99, which concluded that the errors were distributed
normally in this study (Tabachnick & Fidell, 2013).

Results
Psychological Resilience, Self-Efficacy, and Perceived Social Support Levels of the Sampled Students

To assess the psychological resilience, self-efficacy, and perceived social support levels of the students
attending SACs, the scores obtained from the Child and Youth Psychological Resilience Scale, Self-Efficacy Scale
for Children, and Perceived Social Support Scale for Children and Adolescents were analyzed. Table 2 presents
descriptive statistics, including mean, standard deviation, standard error, kurtosis, skewness, and reliability
coefficients, for the scales utilized in this study.

Table 2
Descriptive Statistics and Reliability Coefficients of the Variables
Number of ~ Cronbach ;

Type of the score the items alfa Min Max Sd Se Skewness Kurtosis
Psychological resilience 12 .82 53.80 33 60 539 .35 -1.21 2
Self-efficacy 21 .90 8442 30 105 1313 .86 -.67 71
Emotional self-efficacy 7 .85 2547 8 35 6.36 .41 -.40 -.49
Academic self-efficacy 7 .80 3027 10 35 432 .28 -1.17 1.79
Social self-efficacy 7 .80 2868 12 35 492 32 -.80 A4
Perceived social support 41 .94 179.53 105 205 20.70 136 -1.12 97
Perceived social support-peers 19 .94 80.06 31 95 1283 .84 -1.18 1.19
Perceived social support-family 12 .84 55.65 36 60 539 .35 -1.64 2.49
Perceived social support-teachers 10 .83 4382 22 50 584 .38 -1.34 1.77

Comparison of Psychological Resilience by Gender, Involvement in Social or Sportive Activities, and Grade

To investigate potential variations in psychological resilience among gifted students based on gender and
involvement in social and sportive activities, the Mann-Whitney U test was conducted. The results of the test are
presented in Table 3.

According to the results presented in Table 3, the total scores on the Child and Youth Psychological
Resilience Scale varied significantly (p < .05) based on gender and participation in social and sportive activities.
Female students (¥ = 54.41) demonstrated significantly higher resilience scores compared to male students (x =
53.20). Additionally, students who participated in social and sportive activities outside of school (¥ = 54.82)
exhibited significantly higher resilience scores compared to students who did not participate in such activities (x
=52.91).
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Table 3
Comparison of Psychological Resilience by Gender and Involvement in Social, and Sportive Activities
Mann Whitney U
n x Med. Min. Max. Sd Mean Effect
p size
rank
Female 115 5441 55 33 60 5.34 125.21 -1.97 .049 .017
Gender Male 117  53.20 54 33 60 5.39 107.94
Total 232 53.80 54 33 60 5.39
S Participates 108 54.82 55 42 60 4.37 127.22 -2.28 .023 .027
Participation in Does not
social/sportive . 124 52091 54 33 60 6.01 107.17
e participate
activities
Total 232 53.80 54 33 60 5.39

To explore whether psychological resilience levels among gifted students differed across grade levels, the
Kruskal-Wallis H test was conducted. The findings regarding the differentiation of psychological resilience by
grade are presented in Table 4.

Table 4
Differentiation of Psychological Resilience by Grade

. . Kruskal Wallis-H Sig. Effect
n X Median ~ Min  Max Sd Mean rank H p dif. size
5 76 55.43 57 40 60 4.41 136.97
6 69  53.52 53 37 60 476 108.21 5> 6:
10.86 .013 ! .051
Grade 7 70  52.26 54 33 60 6.72 103.68 5>7
8 17 54.00 54 46 60 3.69 111.41
Total 232 53.80 54 33 60 5.39

When analyzing Table 4, it is evident that students in the fifth grade exhibited the highest average scores
for psychological resilience (x = 55.43), whereas seventh-grade students displayed the lowest scores (x = 52.26).
To investigate the underlying cause of this significant difference, a Mann-Whitney U test was conducted. The
results revealed that fifth-grade students had significantly higher levels of resilience compared to both sixth and
seventh graders.

Correlations Between Self-Efficacy, Perceived Social Support, and Psychological Resilience

To explore the relationships between self-efficacy, perceived social support, and psychological resilience,
Spearman's rank difference correlation coefficient was utilized. The findings of the correlation analysis are
presented in Table 5.

Table 5
Correlations Between Self-Efficacy, Perceived Social Support, and Psychological Resilience
1 2 3 4 5 6 7 8 9

Psychological resilience (1) 557 64T 59 69™  63™  .60™ 53" 68"
Emotional self-efficacy (2) 52" S7 o 8rt B0 39T N
Academic self-efficacy (3) 56 78" 46 51T 54 B5™
Social self-efficacy (4) 83" 60" 35" 497 60
Total self-efficacy (5) .61 AT 57 .65™
Perceived social support-peers (6) 54" 617" 93"
Perceived social support-family (7) 58" 73
Perceived social support-teachers (8) .80
Total perceived social support (9)

Not: n = 232.

**p <0.01

According to Biiyiikoztirk et al. (2020), correlation coefficients between .70 and 1.00 indicate a high
degree of correlation, coefficients between .30 and .70 indicate a moderate degree of correlation, and coefficients
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between .00 and .30 indicate a low degree of correlation. Based on Table 5, the present study revealed a moderate
positive correlation between total self-efficacy and psychological resilience (r = .69, n = 232, p = .01), as well as
between the sub-dimensions of self-efficacy and resilience. Similarly, there was a moderate positive correlation
between perceived social support and resilience (r =.68, n =232, p =.01), and the sub-dimensions of social support
and resilience. Furthermore, self-efficacy and perceived social support, along with their respective sub-dimensions,
were significantly correlated (r = .65, n = 232, p = .01). The correlation analysis findings are presented in Table 5.
In general, it can be concluded that psychological resilience, self-efficacy, and perceived social support exhibited
positive and significant correlations. Hence, increasing levels of self-efficacy and perceived social support are
associated with higher psychological resilience.

The Predictive Power of Perceived Social Support and Self-Efficacy on Psychological Resilience

In order to calculate the predictive power of perceived social support and self-efficacy on psychological
resilience of gifted students, multiple regression analysis was conducted and Table 6 includes the results.

According to the multiple regression analysis, perceived social support and self-efficacy accounted for
approximately 61% of the total variance in psychological resilience (R? = .61, F = 58.3, p < .05). The order of
predictor variables was determined based on the standardized regression coefficient () values. The predictor
variables in descending order of importance were as follows: academic self-efficacy (5 = .35, p <.05), social self-
efficacy (5 = .22, p < .05), perceived social support from family (5 = .20, p < .05), emotional self-efficacy (5 =
.13, p <.05), perceived social support from peers (5 = .07, p < .05), and perceived social support from teachers (5
=.004, p > .05).

Furthermore, when examining the p-values, significant relationships were found between resilience and
academic self-efficacy (p = .000), social self-efficacy (p = .001), emotional self-efficacy (p = .005), perceived
social support from peers (p =.009), and perceived social support from family (p =.000). However, the relationship
between perceived social support from teachers and psychological resilience was not significant (p = .707).
Table 6

Predictors of Psychological Resilience

Dependent variable Independent variable s t p F Model (p) R?
Constant 17.14 720 .000 58.30 .000 .61

Emotional self-efficacy 13 287  .005

) Academic self-efficacy .35 480  .000

Psygh_ologlcal Social self-efficacy 22 3.32 .001

resilience ) )

Perceived social support-peers .07 2.63 .009

Perceived social support-family .20 3.56 .000

Perceived social support-teachers -.004 -0.07 94

Discussion

The present study investigated the predictive power of academic self-efficacy, social self-efficacy,
emotional self-efficacy, and the perceived social support from family, friends, and teachers on the psychological
resilience of gifted students. The findings indicated that academic self-efficacy, social self-efficacy, emotional
self-efficacy, and the perceived social support from family, friends, and teachers accounted for a substantial portion
(61%) of the variance in psychological resilience among the gifted students. This high level of explained variance
suggests that these factors play a significant role in determining the psychological resilience of gifted students.

Academic self-efficacy emerged as the strongest predictor of psychological resilience in gifted students,
explaining 35% of the overall variance. Studies conducted with gifted students highlighted the significance of
resilience as a key variable that distinguishes between achieving and underachieving gifted students (Reis et al.,
2004). Self-efficacy and high academic achievements act as protective factors for resilience (Reis et al., 2004).
The findings highlighted the importance of having a strong belief in one's abilities and achieving academic success
in promoting resilience in economically disadvantaged and gifted students. Another study conducted by Volkova
et al. (2022), highlighted that when gifted students observed their achievements being recognized and valued by
their environment, it positively influenced their perception of being gifted. This, in turn, led to an increase in self-
confidence and motivation to achieve further success.

Yildirim & Kiligaslan-Celikkol 2024, 25(2)



INVESTIGATION OF THE RESILIENCE, SELF-EFFICACY, AND PERCEIVED SOCIAL 135
SUPPORT OF GIFTED STUDENTS

The present study reveals that academic self-efficacy plays a crucial role in predicting and enhancing
psychological resilience among gifted students. To foster academic resilience, it is important to restructure the
learning process by providing personalized tasks that match students' abilities and needs. This individualization
allows for increased opportunities for success, which in turn contributes to the development of academic self-
efficacy. Addressing negative self-perceptions related to academic skills and promoting the ability to set achievable
goals are also crucial factors in building academic self-efficacy and enhancing resilience. By implementing
strategies that focus on strengthening academic self-efficacy, educators and practitioners can support the well-
being and overall resilience of gifted students (Bandura, 1997; Schunk & Miller, 2002).

Social self-efficacy was identified as the second strongest predictor of psychological resilience among
the gifted students. Tras et al. (2013) also found that social self-efficacy and resilience were strongly correlated,
with resilient people demonstrating high social self-efficacy. Gifted students with higher social self-efficacy
demonstrate greater competence in forming and maintaining positive social relationships. They possess the
necessary skills and behaviors to navigate social interactions effectively and establish supportive connections with
peers. Having strong social self-efficacy enables gifted students to adapt to social life, cope with social challenges,
and experience less social isolation and sadness (Mahdizadeh et al., 2018; Tras et al., 2013). On the other hand,
low social self-efficacy can lead to emotional and communication problems, hindering resilience (Gadari et al.,
2022).

Perceived social support from family was found to significantly predict psychological resilience. Strong
emotional relationships and support from family members serve as a protective factor for the resilience of gifted
students. Supportive familial bonds provide a sense of meaning, control, and motivation in their lives (Dole, 2000;
Hebert, 1996; Kim, 2015). However, it is important to note that excessive pressure and high expectations from
parents can also negatively impact gifted students' well-being and contribute to anxiety, hostility, and
underachievement (Alexopoulou et al., 2019). Therefore, a balanced and supportive family environment is crucial
for fostering the resilience of gifted students.

Perceived social support from peers was another significant predictor of psychological resilience. Positive
peer relationships and support contribute to the resilience of gifted students. Sharing daily hardships with friends
and receiving mutual support can help them navigate challenges more effectively. However, gifted students may
also face difficulties in peer relationships, such as peer pressures, discrimination, and uncertainty about their gifts.
It is important to create positive peer networks and provide opportunities for meaningful interactions to enhance
their resilience (Ford, 1994; Kim, 2015; Reis et al., 2004).

Elcik (2015) found that gifted middle school students perceived the highest support from their families,
highlighting the crucial role of family support. Chen et al. (2017) also observed a significant relationship between
perceived social support and resilience in gifted students, with peer support showing a stronger predictive power
than family support. Cultural variations may contribute to these differences, emphasizing the need to consider
cultural nuances in understanding perceived social support among gifted students.

Emotional self-efficacy emerged as a significant predictor of psychological resilience. Gifted students
with higher emotional self-efficacy possess the belief in their ability to manage and regulate their emotions
effectively. This allows them to cope with emotional challenges and adversity, contributing to their overall
resilience. Emotional self-efficacy plays a crucial role in transforming negative feelings associated with
unfavorable life experiences and promoting psychological well-being (Bandura, 1997). The conclusion that
emotional self-efficacy is positively associated with psychological resilience aligns with previous research
findings. Studies conducted by Aydogdu et al. (2017) and Cutuk and Aydogan (2019) also support the notion that
higher levels of emotional self-efficacy are linked to greater psychological resilience.

Participation in social or sportive activities was found to be a protective factor for the resilience of gifted
students. Engaging in extracurricular activities provides opportunities for personal growth, skill development, and
positive social interactions. It allows gifted students to channel their energy and establish connections with peers,
enhancing their self-esteem and motivation. In contrast, excessive free time and low involvement in extracurricular
activities can lead to inadequate self-regulation and underachievement (Ford, 1994; Freeman 2006; Hebert, 1996;
Nettles & Jones, 2000; Reis et al., 2004; Reis & McCoach 2002).

Gender differences in psychological resilience were found, with female gifted students exhibiting higher
resilience compared to males. This aligns with previous research indicating that male gifted students may face
disadvantages and lower resilience in middle school, while female gifted students may experience decreased
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resilience during high school (Kline & Short, 1991a, 1991b). Alvino (1991) and Demir-Sahin (2022) also suggest
that being gifted provides an advantage for girls in middle school but a disadvantage for boys.

Psychological resilience varied across grade levels, with 5th-grade gifted students showing higher
resilience compared to older students. Previous research has consistently found a decreasing trend in psychological
resilience as grade level increases among gifted students. Middle school students, in particular, tend to exhibit
lower levels of resilience due to various factors such as academic demands, social pressures, and developmental
changes during the transition to high school. These challenges may further impact the psychological well-being of
gifted students as they progress through higher grades (Chen et al., 2017; Demir-Sahin, 2022; Gez, 2018; Bindal,
2018; Sahin, 2018).

Overall, this study provides valuable insights into the factors influencing the psychological resilience of
gifted students. In summary, this study examined the factors influencing the psychological resilience of gifted
students, focusing on academic self-efficacy, social self-efficacy, emotional self-efficacy, perceived social support
from family, friends, and teachers, as well as participation in social or sportive activities. The findings revealed
that academic self-efficacy, social self-efficacy, emotional self-efficacy, and the perceived social support from
family and friends, and engagement in extracurricular activities significantly predicted psychological resilience
among gifted students. These factors explained a substantial portion of the variance in resilience. However, the
relationship between perceived social support from teachers and resilience was not significant. The study
highlights the importance of academic competence, social skills, emotional regulation, and supportive
relationships in fostering resilience among gifted students. The findings provide insights for educators and parents
to enhance the well-being and resilience of gifted students by nurturing their academic self-efficacy, social self-
efficacy, and social support networks. Further research is needed to explore the dynamics of resilience in gifted
students and consider additional factors that contribute to their psychological well-being.

Suggestions and Implications for Future Research

These findings suggest several important implications. First, interventions and educational approaches
should prioritize the enhancement of academic self-efficacy among gifted students, as it can positively impact their
overall well-being, resilience, and success. Additionally, nurturing positive familial relationships and support
systems is crucial for fostering the resilience of gifted students, emphasizing the need to promote healthy family
dynamics. Furthermore, creating a supportive peer environment and encouraging participation in social or sportive
activities can contribute to the well-being and resilience of gifted students. Recognizing and addressing gender
differences is also essential for providing tailored support and interventions to meet the unique needs and
challenges of gifted students. Additionally, understanding grade-related differences in resilience can guide targeted
support and interventions at different stages of gifted students' academic journey. It is important to note that these
findings are specific to gifted students in middle school, so generalizations should be made cautiously. Future
research should further explore resilience in gifted students, using diverse samples and longitudinal designs to
deepen our understanding of their social-emotional characteristics and well-being.
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Oz
Giris: Bilissel esneklik degisimlere hizli ve esnek bir sekilde adapte olabilmeyi igerirken, 6z yeterlik kisinin
yeteneklerine ve yeterliklerine duydugu giiven olarak agiklanmaktadir. Kapsayict egitim ise tiim 6grencilerin her
tirlii egitim olanaklarina erisiminin saglandig1 fikrine dayanmaktadir. Bu baglamda aragtirmanin amaci, beden
egitimi ve spor 6gretmenlerinin kapsayici egitime yonelik 6z yeterlikleri ile biligsel esneklikleri arasindaki iligkinin
incelenmesidir.

Yontem: Aragtirmanin evrenini Sakarya ili devlet okullarinda gorev yapmakta olan beden egitimi ve spor
ogretmenleri olusturmaktadir. iliskisel tarama yontemi ile tasarlanan arastirmaya, kolayda drnekleme yoluyla
secilen 120 erkek (%76.4) ve 37 kadin (%23.7) olmak iizere toplam 157 (yas = 40.83 £ 8.07) dgretmen katilmigtir.
Veri toplama arac1 olarak, “Ogretmenlerin Ozel Gereksinimli Bireylerin Egitimine Yénelik Oz Yeterlik Olcegi”,
“Biligsel Esneklik Envanteri’’ ve aragtirmacilar tarafindan gelistirilen “Kisisel Bilgi Formu’” kullanilmistir.

Bulgular: Ogretmenlerin bilissel esneklik diizeyleri ile 6zel gereksinimli bireylerin egitimine yénelik 6z
yeterlikleri (OGBEYO) arasinda pozitif yonde orta diizeyde anlamli bir iliski oldugu (p < .05) ve bilissel esnekligin
OGBEYQ’yi agiklamada anlamli yordayici giice sahip oldugu tespit edilmistir (p < .05). Bunun yani sira,
katilimcilarmn OGBEYO ve biligsel esneklik puanlarinda ders alma durumlaria gore istatistiksel olarak anlaml
farklilik tespit edilmese de (p > .05) ortalama puanlarinin yiiksek oldugu belirlenmistir.

Tartisma: Ogretmenlerde bilissel esneklik arttik¢a 6zel gereksinimli bireylere yonelik 6z yeterliklerinin de arttig1
baska bir ifade ile farkli ortamlara uyum saglayabilen, pratik diisinme becerisi gelistiren 6gretmenlerin 6z
yeterliklerinin bu 6zeliklerden olumlu yonde etkilendigi, kapsayici egitime yonelik ders alanlarin ise 6z yeterlik
diizeylerinin nispeten yiiksek oldugu sdylenebilir.

Anahtar sozciikler: Kapsayici egitim, 6zel gereksinimli bireyler, beden egitimi, 6gretmen, 6z yeterlik, bilissel
esneklik.

Anf igin: Kartal, E., Onbas, S. 1., & Ilhan, E. L. (2024). Beden egitimi ve spor 6gretmenlerinin kapsayici egitime
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Giris
) Okul olarak adlandirilan sosyal yapmin en 6nemli paydaslarindan biri 6gretmenlerdir (Balci, 2023).
Ogretmenler; okul yonetimi, 6grenci ve veli tiggeninde dinamik ve etkilesimsel bir rol iistlenmekle birlikte siirekli
degisen bir ortam igerisinde mesleklerini icra etmektedirler (Karatas, 2020). Bu etkilesimsel siirecin verimli bir
sekilde ilerleyebilmesi i¢in bazi psikolojik ve biligsel unsurlarin varligindan s6z etmek miimkiindiir. Bunlardan

birisinin de bilissel esneklik oldugu yapilan birgok arastirma ile desteklenmektedir (Kagay vd., 2021; Ozen &
Ucgiincii, 2022; Pepe, 2021; Stein vd., 2018; Yilmaz vd., 2020).

Literatiir incelendiginde, biligsel esnekligin farkl sekillerde tanimlandigi gorillmektedir. Al-Jabari (2012)
biligsel esnekligi, esnekligin diger bir tiirii olarak degerlendirmektedir. Martin ve Rubin’e (1995, s. 532) gore
biligsel esneklik; bir kisinin “(a) herhangi bir durumda mevcut segenekler ve alternatifler oldugunun farkinda
olmasi, (b) esnek olma ve duruma uyum saglama istekliligi ve (c) esnek olma konusundaki 6z yeterliligidir.” Diger
bir yandan, bazi aragtirmacilar biligsel esnekligi bir kabiliyet olarak (Ionescu, 2012) ele almakta olup degisen
cevresel uyaranlara ve sartlara uyum saglayabilme olarak tanimlamaktadir (Canas vd., 2003; Dennis & Vander
Wal, 2010). Dedk (2003) ise biligsel esneklik iizerine yaptigi kapsamli aragtirma sonucunda, esnek diisiinebilmenin
yaraticiligin (creativity) bir bileseni oldugunu ve esnekligin, degisen ¢evresel kosullar bir dereceye kadar tahmin
edilemez veya yeni oldugunda ortaya ¢ikabilecegini belirtmektedir. Jacques ve Zelazo (2005) bilissel esnekligi,
tek bir olay veya nesnenin birden ¢ok yoniinii ayn: anda diisiinebilme yetenegi ile beraber degerlendirmekte olup
insanin biligsel fonksiyonlarinin ayirt edici bir 6zelligi oldugunu not etmigtir. Genel olarak biligsel esneklik; ¢esitli
fikirler iiretebilme, alternatif cevaplar bulabilme ve durumsal faktorleri idare etmek igin davranig diizenleme
kabiliyeti olarak ifade edilmektedir (Rahman & Husain, 2022).

flgili alanyazinda biligsel esnekligin, gocuklar (Carroll vd., 2016; Dedk & Wiseheart, 2015), ergen
bireyler (Celikkaleli, 2014), tiniversite 6grencileri (Demirtas, 2020) ve 6zellikle otizm spektrum bozukluguna
sahip bireyler (Tse vd., 2023) olmak iizere bir¢ok farkli grup ile g¢alisildigr goriilmektedir. Diger yandan,
aragtirmacilar mevcut caligmanin odak grubunu olusturan &gretmenlerin bilissel esneklik diizeyleri iizerine
aragtirmalar yapmis ve cesitli degiskenlerle olan iligskisine bakmiglardir. Bu aragtirmalarda bilissel esnekligin
duygusal zeka ile pozitif yonde, kaygi ve depresyon ile negatif yonde bir iligskiye sahip oldugu (Giindiiz, 2013) ve
dgretmenlerin mesleki doyumunun yiikseltilmesi konusunda olumlu katkist olabilecegi (Uziimcii & Miiezzin,
2018) not edilmistir. Ayn1 zamanda biligsel esnekligin; beden egitimi ve spor 6gretmenligi adaylarinin kaynastirma
egitimine bakis acilarmi olumlu etkileyebilecegi (Yilmaz vd., 2020), 6gretmen adaylarinin problem ¢ézme
becerileri ile pozitif bir iliski kurdugu (Esen-Aygiin, 2018) sonuglarina ulasilmistir. Bunlara ek olarak, biligsel
esnekligin empatik egilim ile 6gretmen profesyonelligi arasinda araci bir rol iistlenebildigi (Kagay vd., 2021) ve
O0gretmen egitimindeki tekno-pedagojik alan bilgisinin gelistirilmesinde ve kullanilmasinda etkili olabilecegi
(Oztiirk vd., 2020) vurgulanmaktadir. Ayrica Covid-19 pandemisi siiresince uygulanmaya ¢alisilan uzaktan
egitimin verimli bir sekilde devam etmesinde bilissel esnekligin énemi iizerinde durulmaktadir (Ozen & Ugiincii,
2022). Egitim siiresi boyunca gretmenlerden uygulanmas: beklenen biligsel esnekligin, i¢inde bulundugumuz
ylizyilin 6nemli gerekliliklerinden biri oldugu belirtilen kiiltiirel zeka ile pozitif yonde anlamli iliskiler kurdugu
belirtilmektedir (Yazgan, 2021). Ogretmenlik uygulamasi dersi kapsaminda yapilan nitel bir arastirmada,
katilimeilar bilissel esnekligin uygulamadaki yansimasi hakkinda goriislerini ifade etmisler ve biligsel olarak esnek
diisiinebildiklerinde oldukg¢a verimli sonuglar aldiklarini belirtmislerdir (Esen-Aygiin & Sahin-Tagkin, 2019).

Bilissel esneklik ile iliskili olabilecegi diisiiniilen 6z yeterlik, arastirmanin bir diger konu bashgidir. Oz
yeterlik, sosyal 6grenme kuraminin dayandigi temel ilkelerden biridir (Bandura, 1986). Sosyal 6grenme, insan
davranisinin agiklanmasinda sadece biyolojik ve fizyolojik siireclerin yeterli olmadigs; kisilik, bilis (Bandura,
1977) ve gevresel faktorlerin de etkili oldugu felsefesine dayanmaktadir (Bandura, 1986). ilk defa Julian Rotter
tarafindan literatiire kazandirilmis (Rotter, 1954) olsa da modern halini Bandura ve Mischel’in ¢aligmalar ile
almistir (Hogben & Byrne, 1998). Bandura (1977) 6z yeterligin temelinde yeterlik beklentisinin oldugunu
belirtmekte ve bunu da istenilen bir davranigi basarili bir sekilde yerine getirmeye yonelik inang (conviction) olarak
tanimlamaktadir. Bu baglamda 6z yeterlik; kisinin yapabilecegi, 6grenebilecegi ve sergileyebilecegi gorevlere
kars1 sahip oldugu inang seklinde agiklanmaktadir (Pajers, 2003; Pajares & Schunk, 2001; Zimmerman, 2000).
Ogretmen 6z yeterligi (Dellinger, 2002) ise, 6gretmenin bagl oldugu iist kurum tarafindan belirlenen dgretim
gorevlerini basarili bir sekilde uygulayabilmesine yonelik inancidir (Dellinger vd., 2008). Diger bir deyisle
ogretmenlerin kendilerine verilen plan ve programlar1 uygulama konusundaki giivenleri olarak ifade edilebilir. Bu
nedenlerden dolay:1 egitim ortamlarindaki 6gretimin basarisinin 6gretmenlerin 6z yeterliklerine bagl oldugu
soylenebilir.
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flgili alanyazim incelendiginde 6z yeterligin oldukca genis bir yelpazede farkl1 yas ve meslek gruplari ile
calisildigr goriilmektedir. Bu arastirmalar; ¢ocuklar (Papadopoulos vd., 2022), ergen bireyler (Mubarok, 2022),
iiniversite 6grencileri (Samuel & Kamenetsky, 2022), yoneticiler (Luthans & Peterson, 2002) gibi 6rneklem
gruplarindan olusmaktadir. Benzer sekilde beden egitimi ve spor 6gretmenlerinin kapsayici egitime yonelik 6z
yeterliklerini inceleyen arastirmalar, nicelik bakimdan literatiirde oldukg¢a genis bir yer tutmaktadir. Hutlzer ve
Barak (2017) yaptiklar1 ¢aligmada, beden egitimi ve spor 6gretmenlerinin siiflarinda serabral palsli 6grencilere
yonelik 6z yeterliklerinin serabral palsli 6grenci olmayanlara gore diisik oldugunu bulmustur. Farkli bir
aragtirmada ise, beden egitimi ve spor dgretmenlerinin siniflarindaki zihinsel engelli dgrencilere yonelik 6z
yeterlik puanlar1 yiiksek ¢ikarken, fiziksel engelli 6grencilere iliskin 6z yeterlikleri diisiik ¢tkmistir (Alhumaid vd.,
2020). Toplamda 75 makale incelenerek yapilan bir derleme ¢alismasinda, beden egitimi ve spor 6gretmenlerinin
kapsayici egitim siiresince aile, ¢cevre, toplum, profesyonel egitim, deneyim ve 6grencinin engellilik seviyeleri gibi
konulara dikkat etmeleri gerektigi vurgulanmaktadir (Hutzler vd., 2019). Block ve digerleri (2010) 6z yeterligin
uygulanmasia yonelik yiriittiikleri arastirmada, Bandura’nin sosyal 6grenme kuramimi siniflarinda engelli
ogrenciler bulunan beden egitimi ve spor 6gretmenlerine uygulanmasini tavsiye etmektedir.

Diger bir yandan iilkelerin toplumsal, kiiltiirel, jeopolitik, cografi ve ekonomik durumlari okullara devam
eden 6grenci yapisinin farklilik gostermesindeki itici giliglerdir (Savolainen vd., 2012). Bundan dolay: bilim
insanlar1 uzun yillardir ¢esitlilik, esitlik ve kapsayicilik bakimidan en iyi egitimin nasil verilecegi konusunda
aragtirmalarini stirdiirmektedir (Gause, 2011). Bahsedilen bu kavramlar1 i¢eren bir egitim sistemine ulagabilmenin
bir yolu da kapsayici egitim olarak adlandirilan sistemin etkin bir sekilde uygulanmasi ile olabilecegi
diistiniilmektedir (Cai vd., 2021; Savolainen vd., 2012). Kapsayici egitim, Birlesmis Milletler Egitim, Bilim ve
Kiiltiir Orgiitii (UNESCO) (1994) tarafindan yayinlanan ve 6zel gereksinimli egitimin anlasilmasinda cerceve bir
rol Ustlenen Salamanca Bildirisi ile kiiresel egitim politikasinin temel konularindan biri olmustur (Yada &
Savolainen, 2017). Kapsayici egitim; akranlarina gére 6grenme giicliigii ¢eken, belli bir dereceye kadar fiziksel
veya zihinsel yetersizligi olan, go¢ ve ya teror gibi sosyal nedenlerden dolay1 uygun egitim alamayan, hastaliklarin
iistesinden gelmeye c¢alisan veya gegici koruma ihtiyact olan tim dezavantajli ¢ocuklarin esit bir sekilde ayni
ortamda egitim faaliyetlerini siirdiirmesini kapsamaktadir (Savolainen vd., 2012; Unal & Aladag, 2020).
Dolayistyla boylesine farkli 6grenci tipleri ile kargilagabilecek olan 6gretmenlerin 6z yeterlikleri, egitim ve 6gretim
faaliyetlerinin verimli bir gekilde ilerlemesi i¢in anahtar bir rol oynadig1 sdylenmektedir (Yada & Savolainen,
2017). Ayrica yiiriitiilen bazi arastirmalarda 6zel gereksinimli veya dezavantajli olarak tanimlanan dgrencilerin de
icinde bulundugu smiflara yonelik egitimin gergeklesebilmesinin, esnek olarak davranabilmekten ve
diisiinebilmekten gegtigi vurgulamaktadir (Liibke vd., 2021).

Yapilan bu arastirmalar biligsel esnekligin, 6z yeterligin ve kapsayici egitimin 6gretmenler agisindan ve
egitim faaliyetlerinin uygulanmasi bakimindan 6nemine farkli bakis agilari kazandirmakla birlikte agiklanmaya
caligilan kavramlar arasindaki baglantiy1 giiglendirmektedir. Nitekim Martin ve digerleri (1998) bilissel esnekligi
aciklarken insanlarin esnek olma konusundaki istekliliginin ve etkili bir sekilde davranig gosterme kabiliyetlerine
olan giivenlerinin ayrica 6énemli oldugunu belirtmektedir. Diger bir deyisle verilen bir gorev yerine getirilirken
sahip olunan biligsel esneklik diizeyinin géreve yonelik 6z yeterlik algisint etkileyebilecegi sdylenebilir. Benzer
bir sekilde Al-Jabari (2012) bilissel esneklik ve 6z yeterligin birbirine bagli iki kavram oldugunu ifade etmektedir.
Bandura (1977) 6z yeterlik kavramini agiklarken biligsel siireglerin de dnemine deginmistir. Bir kisinin yeterlik
beklentilerine iliskin bilgi ve tecriibelerin biligsel olarak onlarin nasil degerlendirildigine bagli olacagini not
etmistir. Devaminda ise yeni bir deneyimin dnceden var olan 6z yeterlik beklentisi ile gakistiginda degisime
ugrayabilecegi belirtmektedir (Bandura, 1977). Iste bu noktada yeni veya farkl1 bir durumla karsilasan bir kisinin
(6gretmen) degisimi daha iyi yonetebilmesinde biligsel olarak esnek diisiinebilmenin katkisinin kaginilmaz olacagi
distiniilmektedir.

Ozellikle 6gretmenlerin bilissel acidan esnek olabilmeleri, kapsayici egitimin bagarili bir sekilde
uygulanmasinda ve siirdiiriilmesinde 6nemli oldugu vurgulanmaktadir. Bu duruma ek olarak kaynastirma
Ogrencilerinin ve o6grenme giicliglii ¢eken oOgrencilerin bulundugu siniflar, 6gretmenlerin farkli 6gretim
stratejilerini kullanmalarini gerekli kildigi sdylenmektedir (Liibke vd., 2021). Dolayisiyla bu 6gretim stratejilerinin
uygulanabilmesinin temel kosullarindan birisinin de bilissel olarak esnek diisiinebilmekten gectigi soylenebilir.
Ayrica, UNESCO (2005) tarafindan herkes igin egitim temas1 basligi altinda yayinlanan kitapgikta, 6gretmenler
icin esnekligin kapsayict egitimin uygulanmasinda temel bir parametre oldugu {izerinde durulmaktadir.
Dolayistyla karsilagilan herhangi bir durumda alternatif seceneklerin var oldugunu ve esnek diisinebilmenin farkl
firsatlar1 dogurabileceginin farkinda olan 6gretmenlerin, verilen gérevi yapmaya olan inanglar1 artabilir, 6gretim
materyallerinin ise kosulmasinda ve farkli yapidaki 6grencileri derse dahil konusunda kendilerini daha yeterli
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hissedebilirler. Diger bir ifadeyle Ogretmenlerin 6z yeterlikleri ile biligsel esneklikleri arasinda karsilikli
nedensellik (Celikkaleli, 2014) ¢ercevesinde ve pozitif yonde bir iliskinin varligindan s6z etmek miimkiindiir.

Cesitli nedenlerden dolay: iilkemizin degisen demografik yapisi siniflarda farkli kiiltiir ve milletlerden
ogrencilerin bulunmasini kagmilmaz kilmistir (Akyildiz, 2022). Boyle bir ortamda gretmenlerin hem bu yeni
ogrenci popiilasyonuna hem de 6zel gereksinime ihtiya¢ duyan &grencileri anlamasi bakimindan bilissel olarak
esnek diisiinmesi beklenmektedir. Alan yazinda giderek artan sayida arastirma kapsayici egitim ile 6gretmenlerin
0z yeterlikleri arasindaki iliskiyi arastirdig1 goriilmektedir. Ancak, beden egitimi ve spor 6gretmenlerinin kapsayict
egitime yonelik 6z yeterlikleri ile biligsel esnekliklerine yonelik arastirmalarin oldukga sinirli sayida oldugu
belirlenmigstir. Dolayisiyla yapilan bu arastirma 6zgiin yapisiyla ilgili literatiire yeni bir bakis agis1 kazandirarak
gelecek arastirmalara 1s1k tutacagi diisiiniilmektedir. Bu baglamda aragtirmanin amaci:

1. Beden egitimi ve spor dgretmenlerinin kapsayici egitime yonelik 6z yeterlikleri ile biligsel esneklikleri
arasindaki iligkiyi incelemektir.

2. Bunun yanmda arastirmadan elde edilen sonuglar1 6z yeterligin dayandigt sosyal orenme kurami
cergevesinde degerlendirmeye ¢aligmaktir.

Yontem
Arastirma Modeli

Beden egitimi ve spor dgretmenlerinin bilissel esnekliklerinin, kapsayici egitime yonelik 6z yeterlikleri
iizerine roliinii belirlemek i¢in yapilan bu aragtirmada nicel yaklasimlardan “iliskisel tarama modeli”
kullanilmistir. Karasar (2018, s. 114) iliskisel tarama modelini “iki ve daha ¢ok sayidaki degisken arasinda birlikte
degisimin varligin1 ve/veya derecesini belirlemeyi amaglayan arastirma modelleri” seklinde ifade etmistir.
Arastirmanin bagimli degiskeni “beden egitimi ve spor 6gretmenlerinin kapsayici egitime yonelik 6z yeterlikleri”,
bagimsiz degiskenleri ise “bilissel esneklik” ve “engellilerde beden egitimi ve spor dersi alip almama durumu”
olarak belirlenmistir.

Cahisma Grubu

Aragtirmanin evrenini 233’1 ortaokul ve 193’1 ortadgretim olmak {izere Sakarya ili devlet okullarinda
aktif olarak gdrev yapmakta olan toplam 426 beden egitimi ve spor dgretmeni olusturmaktadir. Aragtirmada
evreninin tamamina ulagsmak pratikte pek miimkiin olmadigindan 6rneklem alma yoluna gidilmistir. Bu nedenle
aragtirmada 6rneklem grubunu kolayda 6rnekleme yontemi ile segilen toplam 157 6gretmen teskil etmektedir.
Ogretmenlerin %23.6’sinin (n = 37) kadin; %76.4’{iniin (n = 120) ise erkek oldugu belirlenmistir. Ayrica arastirma
grubuna katilan 6gretmenlerin %51 inin (n = 80) “Engellilerde Beden Egitimi ve Spor” dersi aldigi, %49 unun (n
= 77) ise “Engellilerde Beden Egitimi ve Spor” dersi almadig1 tespit edilmistir. Son olarak 6gretmenlerin yas
ortalamalarinin ise 40.83 + 8.07 oldugu bulunmustur (Tablo 1).

Tablo 1
Beden Egitimi ve Spor Ogretmenlerine Iliskin Tanimlayict Istatistik Sonuclart

Cinsiyet n % Yo
Kadin 37 23,6
Erkek 120 76.4
Ders alma durumu n %
Ders alan 30 51 40.83 £8.07
Ders almayan 77 49
Toplam 157 100

Veri Toplama Araclan

Arastirmada, “Ogretmenlerin Ozel Gereksinimli Bireylerin Egitimine Yénelik Oz Yeterlik Olgegi
(OGBEYO)”, “Bilissel Esneklik Envanteri (BEE)” ve “Kisisel Bilgi Formu” kullanilmistir. Olgme araglaria
iliskin detayl bilgiler asagida verilmistir.

Ogretmenlerin Ozel Gereksinimli Bireylerin Egitimine Yonelik Oz Yeterlik Olcegi (OGBEYO)

Bu olcek, 6gretmenlerin 6zel gereksinimli bireylerin egitimine yonelik 6z yeterliklerini belirlemek
amactyla Unal (2021) tarafindan gelistirilmistir. Olcek tek alt boyut ve 12 maddeden olusmaktadir. 11°1i likert tipi
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6l¢iim diizeyine sahiptir. Olgek 0 ile 10 puan (0 “kesinlikle katilmiyorum”... 10 “kesinlikle katiltyorum”) arasinda
puanlanmaktadir. Olgekten en diisiik 0, en yiiksek 120 puan alinabilir. Olcekten alinan puanlar arttikca
ogretmenlerin 6zel gereksinimli 6grencilere yonelik 6z yeterlik diizeyleri artmaktadir. Yapilan analizler sonucunda
Olcegin Cronbach alfa degeri .96 olarak bulunmustur. Mevcut arastirma sonucunda dlgme aracina ait Cronbach
alfa degeri .96 olarak tespit edilmistir. Olgegin dogrulayici faktor analizine iliskin model uyum degerleri y? / sd =
3.269; GFI = .918; TLI = .960; CFI = .970; RMSEA = .073; SRMR = .026 olarak tespit edilmistir. Bu degerlerin
iyi / kabul edilebilir araliklarda oldugu belirtilmistir (Unal, 2021).

Biligsel Esneklik Envanteri (BEE)

Biligsel Esneklik Envanteri; kisilerin biligsel esneklik seviyelerini tespit etmek amaciyla 2010 yilinda,
Dennis ve VanderWal tarafindan literatiire kazandimrilmistir. Olgek, Giiliim ve Dag (2012) tarafindan Tiirkceye
uyarlanmigtir. Toplam 20 madde ve iki alt boyuttan (alternatifler alt boyutu ve kontrol alt boyutu) olugsmaktadir.
Alternatifler alt boyutu, insanlarin hayatlar1 boyunca karsilagtiklart durumlari ve bu durumlara karsi
davranislarinin muhtemel seceneklerin olabilecegini algilama becerisi ve karsilagilan zorluklarin iistesinden
gelebilmesi i¢in birden fazla alternatif gelistirebilme becerisini 6l¢mektedir. Kontrol alt boyutu ise, zor sartlari
kontrol altinda tutma becerisine ydnelik egilimi 6lgmektedir. Olgekte 2, 4, 7, 9, 11 ve 17. maddeler tersine
puanlanan maddelerdir ve ‘kontrol’ alt boyutundadur. 1, 3, 5, 6, 8, 10, 12, 13, 14, 16, 18, 19 ve 20. maddeler
‘alternatifler’ alt boyutunda yer almaktadir. Olgek 5°1i Likert’ten olusmaktadir. Olgek 1 ile 5 puan arasinda
puanlanmaktadir (1 “hi¢ uygun degil”, 2 “pek uygun degil”, 3 “kararsizim”, 4 “uygun”, 5 “tamamen uygun”).
Olgekten almabilecek en yiiksek puan 200 ve en diisiik puan 20°dir. Olcekten alnan puanin artmasi, bilissel
esnekligin diizeyinin artmas1 seklinde yorumlanmaktadir. Olgegin Tiirk¢e uyarlamasinda Cronbach alfa degeri .90,
alternatifler alt boyutu Cronbach alfa degeri .89 ve kontrol alt boyutu Cronbach alfa degeri .85 olarak tespit
edilmistir (Glilim & Dag, 2012). Mevcut arastirma sonucunda dlgme aracina iligkin Cronbach alfa degeri .72
olarak tespit edilmistir.

Kisisel Bilgi Formu

Beden egitimi ve spor 6gretmenleri hakkinda daha detayl bilgi toplamak amaciyla aragtirmada kullanmak
iizere arastirmaci “Kisisel Bilgi Formu” hazirlamistir. Bu formda beden egitimi ve spor d6gretmenlerinin; yas,
cinsiyet, engellilerde beden egitimi dersi alip almama durumu gibi bilgilere ulasmak hedeflenmistir.

Veri Toplama Siireci

Aragtirma verileri toplanmadan 6nce Gazi Universitesi Etik Kurulu’ndan (10.05.2022 tarihli 09 say1l1)
arastirmanin yapilabilmesine dair gerekli izinler alinmistir. Alinan iznin ardindan 11 Milli Egitim Miidiirliigiince
okullara ilgili izin yazis1 génderilmis olup, anket beden egitimi ve spor dgretmenlerine Google Form iizerinden
¢evrimici ortama aktarilarak ulastirilmistir. Uygulamanin basinda arastirma hakkinda gerekli bilgiler (aragtirmanin
amaci, siiresi, kimlik bilgilerinin gizli tutulacagi, katilimm gonilliiliik esasina dayali oldugu, sadece bilimsel
amaglar i¢in kullanilacagi) Google Form anket girisinde yazili olarak 6gretmenlere belirtilmis, kabul onaylar
almmustir. Ogretmenlere verilen bilgilerin ardindan géniillii katilim gostermek isteyen dgretmenlerden veriler
¢evrimigi ortamda toplanmistir. Aragtirmaya MEB’e (Milli Egitim Bakanlig1) bagli devlet okullarinda gérev yapan
beden egitimi ve spor dgretmenleri dahil edilmistir. Arastirmadan beden egitimi ve spor 6gretmeni digindaki
ogretmenler dislanmistir (¢ikartlmigtir).

Verilerin Analizi

Ogretmenlerden toplanan veriler istatistiksel kodlamalar yapilarak SPSS programina aktarilmugtir.
Oncelikle verilere tanimlayici istatistikler yapilmis ve yapilacak istatistiksel analizlere karar vermek adina
normallik testi uygulanmistir. Yapilan normallik testinin sonucunda verilerin ¢arpiklik (skewness) ile basiklik
(kurtosis) degerleri kontrol edilmistir. Burada elde edilen degerlerin -2 ile +2 araliginda oldugu tespit edilmistir.
Saptanan bu degerlerin ise normal dagilima uygun oldugu (George & Mallery, 2001) kabul edilmistir. Istatistiksel
analizlerde bagimsiz gruplar t-testi, Pearson korelasyon ve Regresyon teknigi kullanilmistir. Regresyon modeli
icin ¢oklu baglant1 olup-olmadiginmi belirlemek tizere ikili korelasyonlarin 0.80’den kiigiik, tolerans degerlerinin
(1-R 2) .20’den biiyiik, varyans biiyiitme faktoriiniin (VIF = [1/(1-R 2 )]) 10’dan kiigiik ve en yiiksek durum indeks
(CI) degerinin ise 30’dan diisiik oldugu belirlenmistir (Altunigik vd., 2012; Biiyiikoztiirk, 2016). Durbin-Watson
katsay1 degerlerinin 1.5 < 1.865 < 2.5 araliginda oldugu ve degiskenler arasi oto korelasyon probleminin olmadig:
tespit edilmistir (Kalayci, 2014). Korelasyon katsayilarinin ise Biiyiikoztiirk (2015, s. 32) tarafindan tavsiye edilen
“0.00-0.30 diisiik, 0.30-0.70 orta, 0.070-1.00 yiiksek™ seklinde degerlendirilmesine karar verilmistir.
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Bulgular

Bu béliimde yapilan analizlerden elde edilen bulgulara yer verilmistir. Sirastyla “OGBEYO ile bilissel
esneklik arasindaki iliski sonuglari (Tablo 1)”, “OGBEYO yordanmasina iliskin regresyon analizi sonuclari (Tablo
2)” ve “beden egitimi ve spor dgretmenlerinin OGBEYO ve bilissel esneklik puanlarinin ders alma durumlarmna
gore karsilagtirma sonuglarina (Tablo 3)” iligkin tablolar yer almaktadir.

Tablo 2
OGBEYO ile Bilissel Esneklik Arasindaki Iliski Sonuclar
Degisken (n = 157) Biligsel esneklik
. . r 339
OGBEYO b 1000

Not: OGBEYO = Ogretmenlerin Ozel Gereksinimli Bireylerin Egitimine Yonelik Oz Yeterlik Olgegi.

Tablo 2’deki Pearson korelasyon analizi sonuglarina gére; OGBEYO ile biligsel esneklik arasinda (r =
.339; p = .000) pozitif yonde orta diizeyde anlamli iligki tespit edilmistir.

Tablo 3
OGBEYO Yordanmasina Iliskin Regresyon Analizi Sonuglart
Degisken B Standart hata B t p
Sabit 17.745 17.449 - 1.017 311
Biligsel esneklik 1.072 .239 .339 4.483 .000

Not: bagimli degisken = dz-yeterlik; R = .34; R?=.12; R%4=.11; F1s5 = 20,095; p = .000; ydntem = enter.

Tablo 3’teki basit dogrusal regresyon analizi sonucunda regresyon modelinin istatistiksel agidan anlamli
oldugu goriilmektedir. Regresyon katsayilarinin anlamliligina iligkin t-testi sonuglar1 incelendiginde biligsel
esnekligin (8 = .339; t = 4,483; p = .000) OGBEYO’in anlamli yordayici giice sahip oldugu tespit edilmistir.
OGBEYO’e ait toplam varyansin %11°i bilissel esneklikle agiklanmaktadir.

Tablo 4

Beden Egitimi ve Spor Ogretmenlerinin OGBEYO ve Bilissel Esneklik Puanlarinin Ders Alma Durumlarina Gére
Karsilastirma Sonuglart

Ders alma durumu n X SS t p
. . Ders alan 80 98.71 20.29
OGBEYO Ders almayan 77 92.53 18.84 1.976 050
o, . Ders alan 80 73.21 6.93
Bilissel esneklik 1.073 .285
rssere Ders almayan 77 7214 5.45

Not: OGBEYO = Ogretmenlerin Ozel Gereksinimli Bireylerin Egitimine Yonelik Oz Yeterlik Olcegi.

Tablo 4’te beden egitimi ve spor dgretmenlerinin OGBEYO ve bilissel esneklik puanlarinin ders alma
durumlaria gore karsilastirilmasinda kullanilan “bagimsiz gruplar t-testi” sonuglarina yer verilmistir. Analiz
sonucunda beden egitimi ve spor Ogretmenlerinin OGBEYQ ve biligsel esneklik puanlarinda ders alma
durumlarina gore istatistiksel olarak anlamli farklilik tespit edilmemistir (p > .05).

Tartisma

Bu arastirmada, beden egitimi ve spor 6gretmenlerinin kapsayici egitime yonelik 6z yeterlikleri ile biligsel
esneklikleri arasindaki iliskiyi incelenmek amaglanmistir. Arastirma bulgularina gére, beden egitimi ve spor
ogretmenlerinin dzel gereksinimli 6grencilere yonelik 6z yeterlikleri ile biligsel esneklikleri arasinda orta diizeyde
pozitif yénde anlamli bir iliski oldugu ve bilissel esnekligin OGBEYO’yii agiklamada anlamli yordayic1 giice sahip
oldugu tespit edilmistir. Bu sonug, 6gretmenlerin biligsel esneklik diizeyleri arttik¢a 6zel gereksinimli 6grencilere
yonelik 6z yeterlik diizeylerinin arttig1 seklinde yorumlanabilir. Bu durumun nedeni, beden egitimi ve spor
ogretmenlerinin genel olarak kiigiik yaslardan itibaren sporla ilgileniyor olmalar1 ve sporun kisiler lizerindeki
fiziksel, sosyal ve psikolojik acidan olumlu etkilerinden dolay1 oldugu sdylenebilir. Ayrica, beden egitimi ve spor
o0gretmenlerinin spor temasi altinda gegen hayatlari, ¢ok yonlii bakis agilar1 gelistirmelerine, karsilagilan yeni bir
durumda esnek diigiinebilme ve hizli ¢6ziim tiretebilme becerilerine katki sagladig: seklinde agiklanabilir (Giiglii,
2001; inal, 2003; Tomporowski, 2003). Alanyazin incelendiginde, mevcut arastirma bulgularina paralel sonuglara
ulasan calismalarin oldugu goriilmektedir. Akyliz (2020) yapmis oldugu arastirmada, bilissel esneklik ve 6z
yeterlik arasinda pozitif yonde anlamli bir iliski bulmustur. Ogretmenlik meslegi zihinsel siireclerin 6n planda
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oldugu bir meslek 6zelligi tagimasi bakimindan, bu durumun 6gretmenlerin biligsel esneklik diizeylerini olumlu
yonde etkiledigi sdylenebilir. Bu bakimdan biligsel esneklik diizeyleri yiliksek olan 6gretmenlerin kapsayici egitim
acisindan kendilerine olan 6z yeterlik inang¢larinin arttig1 ifade edilebilir. Sevim (2015) smuif 6gretmenleri iizerine
yapmis oldugu aragtirmasinda, 6gretmenlerin bilissel esneklikleri ve yapilandirmaci anlayist belirleme diizeyi
artikca kaynastirma egitimine yonelik 6z yeterlik algilarinin arttigini tespit etmistir.

Diger bir yandan, her bir 6grenci kendi psikolojik, sosyolojik ve fizyolojik yoniiyle 6zel bir yer teskil
etmektedir. Dolayisiyla kapsayict egitimin hedeflerinden birisinin de irk, dil, din, sosyal smif, etnik koken,
cinsiyet, fiziksel durum ve yetenek gibi tutum ve tepkilerden kaynaklanan sosyal dislanmay1 ortadan kaldirmak
oldugu ifade edilmektedir (Selickaité, 2019). Bu nedenle siniflarinda 6zel gereksinimli 6grenciler bulunduran
beden egitimi ve spor Ogretmenlerinin 6z yeterlikleri, kapsayici egitim ortaminin olusturulmasindaki &nemli
parametrelerden arasinda gosterilmektedir (Block vd., 2010; Baloun vd., 2016; Selickaité, 2019). Literatiir
incelendiginde, 6gretmen 6z yeterligini destekleyen bilissel esneklik gibi diger parametrelerin 6nemini vurgulayan
aragtirilmalarin var oldugu goriilmektedir. Biasutti ve digerleri (2020) siniflarinda gogmen ve miilteci bulunan ilk
ve ortaokul O6gretmenleri ile yaptiklari nitel arastirmada, dgretmenlerin esnek davranabilmesinin ve iiretken
olabilmesinin iki temel nitelik oldugunu belirtmektedirler. Bu sayede oOgretmenler, karsilastiklari farkli
ogrencilerle daha rahat iletigim kurabilmekte ve bunun bir sonucu olarak alan bilgilerini 6grencilere aktarirken
kendilerini daha yeterli hissetmektedirler. Farkli bir arastirmada ise beden egitimi ve spor dgretmen adaylarimin
0z yeterliklerinin ve biligsel emekliklerinin yiiksek oldugu bulunmus ve bu iki degigken (6z yeterlikler ve biligsel
emeklik) arasinda orta diizeyde pozitif yonde iliski tespit edilmistir (Pepe, 2021). Elde edilen bu sonuglar, biligsel
esnekligin 6z yeterligin anlasilmasinda ve degerlendirilmesinde etkili bir rol alabilecegini gostermekte ve bu
aragtirmadaki bulgulart desteklemektedir.

“Ogretmenler, Kapsayici, Cocuk Merkezli Ogretim ve Pedagoji” bashig: altinda yapilan ve bu alandaki
paydaslar icin rehber niteliginde olan bir ¢alismada; kapsayici egitimin siirekli degisen Ogrenci profili ve
toplumsal, kiiltiirel ve ekonomik gelismelerle birlikte dinamik bir yapida oldugu ifade edilmektedir. Bu degisim
ve gelismelere bagli olarak; bu alanda hizmet veren 6gretmenlerin esnek diigiinebilmesi, davranabilmesi ve
kendilerini ve 6gretim programlarin1 bu duruma uyarlayabilmesi beklenmektedir (UNICEF, 2014). Esneklik
“degisme ve zorlu bir ortama uyum saglama kapasitesi” olarak tanimlanmaktadir (Georgsdottir & Getz, 2004, s.
166). iste bu noktada, cogu dgretmenin kapsayici egitimin uygulanmasi zorlu bir siire¢ olarak degerlendirdigi
sOylenebilir. Nitekim bu durumu destekleyen aragtirmalar mevcuttur (Chhabra vd., 2010; Kuyini vd., 2020;
Savolainen vd., 2012). Bu yiizden 6gretmenlerin bu siireci verimli ve etkili bir sekilde gergeklestirebilmesi igin
esnek diisiinebilmesi ve davranabilmesi beklenmektedir. Ornegin; kapsayici egitimin gergeklestirilmesinde
esnekligin rolil lizerine yapilan bir aragtirmada, esnekligin hem 6grencilerin basarisina yonelik tutumlarimi hem de
ogretmenlerin 6z yeterlikleri {izerine dogrudan etki ettigi sonucuna ulasilmistir (Liibke vd., 2021). Bunlara ek
olarak; Mojavezi ve Tamiz (2012) 6gretmenler ve 6grenciler lizerine yaptiklari bir arastirmada, 6gretmenlerin 6z
yeterliklerinin 6grencilerin motivasyonu ve basarisi lizerine pozitif bir etkiye sahip oldugu not etmislerdir. Ayrica,
Dewsbury ve Brame (2019) kapsayici sinif ortamlarinin diizenlemesi gerektigini savunmakta ve esitlik¢i bir
egitimin gerceklesebilmesinin bu yolla olabilecegini vurgulamaktadir. Mevcut arastirma bulgular ilgili
alanyazinla karsilastirildiginda benzer sonuglara ulasildig1 goriilmektedir. Ogretmenlerin bilissel acidan esnek
olmasi; kapsayict egitime yonelik 6z yeterliklerinin gelismesi i¢in etkili oldugu ve buna bagli olarak ozel
gereksinimli Ogrencilere karsi direnglerini azaltabilecegi diistiniilmektedir. Bir baska degisle, d6gretmenlerin
biligsel olarak esnek olabilmeleri sayesinde, kapsayici egitim igerisinde 6zel egitime ihtiyag duyan bir 6grenci ile
karsilastiklarinda daha uyumlu davranabilecekleri soylenebilir.

Mevcut arastirmanin bir diger bulgusuna gore, beden egitimi ve spor 6gretmenlerinin OGBEYO ve
bilissel esneklik puanlarinda ders alma durumlarina gore istatistiksel olarak anlamli farklilik tespit edilmemistir.
Fakat ders alan 6gretmenlerin ortalama puanlariin yiiksek oldugu bulunmustur (Tablo 4). Bu durum, arastirmanin
orneklem grubunu olusturan katilimcilarn niceliginden kaynaklandigi sdylenebilir. Ilgili alanyazin
incelendiginde, benzer sonuglara ulagan aragtirmalarin var oldugu goriilmektedir. Bakkaloglu ve digerleri. (2019)
kaynagtirma smiflarinin kalitesini yordayan degiskenler arasinda 6gretmenlerin kaynastirma konusunda egitim
almalarmin 6nemli bir degisken oldugunu not etmiglerdir. Farkli bir aragtirmada ise, Sharma ve digerleri (2015)
“dzel egitim formasyonu almig”, “engellilik mevzuati bilgisi”, “6gretmenlik deneyimi” ve “engellilikle ilgili
kigisel deneyimi” olan katilimcilarin kapsayici egitime yonelik 6z yeterliklerinin, bahsedilen ders ve alanlarda
herhangi bir gegmisi olmayanlardan daha yiiksek diizeyde oldugu sonucuna ulasmistir. Benzer bir sonuca farkli
bir arastirmada da rastlanmaktadir. Kuyini ve digerleri (2020) d6gretmenlerin kapsayici egitime yonelik endiseleri
ve yeterliklerini arastirmak tizere yaptiklar1 arastirmada, 6zel egitime (special education) sahip katilimcilarin sahip
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olmayanlara gore onemli derecede daha yiiksek 6z yeterlik inanglarina sahip olduklarini not etmislerdir.
Ogretmenlerin tutum, niyet ve kapsayici egitimle ilgili 6z yeterliklerini incelemek igin tasarlanan bir aragtirmanin
sonucuna gore; Ogretmenlerin devam ettikleri egitim siireclerinde ve mesleki hayatlarinda kapsayict egitime
yonelik bilgi ve deneyimlerini arttiracak dersler, diizenlemeler ve esnek bir miifredatin 6nemi iizerinde
durulmaktadir (San-Martin vd., 2021). Finlandiya ve Giiney Afrikali 6gretmenlerin kapsayici egitime yonelik
tutum ve 0z yeterlikleri ile ilgili yiiriitiilen arastirmada, hizmet dncesi ve hizmet i¢i egitim kapsaminda davranig
yonetimiyle ilgili egitilen Giliney Afrikali 6gretmenlerin uygulamadaki 6z yeterliklerinin daha yiiksek ciktigini
tespit etmislerdir (Savolainen vd., 2012). 1995 ve 2005 yillarini kapsayan bir literatiir incelemesinde, beden egitimi
ve spor dgretmenlerinin kapsayict egitim konusunda yeterli egitim alamadiklari igin 6zel gereksinimli bireyleri
derslere dahil etmekte negatif bir tutuma sahip olduklar1 sonucuna ulagilmistir (Block & Obrusnikova, 2007).
Ulasilan bu sonuglar 15181nda, 6gretmenlerin lisans egitimi veya mesleki deneyimleri siiresince 6zel gereksinimli
bireylere, kapsayici egitime veya engellilerde beden egitimine yonelik dersler veya egitimler almasi, onlarin
mesleki hayatlarinda verecekleri dersler ve karsilasacaklart 6grenciler acisindan 6z yeterlik inanglarinin
sekillenmesinde oldukca 6nemli bir yer tuttugu sdylenebilir. Diger bir degisle, alinacak bu derslerin kapsayici
egitimin basarili bir sekilde uygulanmasi igin temel bir gorev tistlendigi belirtilebilir. Ayrica, UNESCO (2005, s.
22) herkes i¢in egitim temasi baglig1 altinda yayinladig: kitapeikta, “dgretmenlerin kaynastirmaya yonelik olumlu
tutumlarmin, biiyiik Olclide “zorlayic1” olarak algilanan Ogrencilerle deneyimlerine bagli oldugunu”
vurgulamaktadir. Dolayisiyla bu noktada ilgili kurumlara, 6gretmen adaylarinin staj egitimlerini 6zel gereksinimli
ogrencilerin bulundugu siniflarda ya da okullarda yapmasi yoniinde diizenlemelerin uygulamaya gegirilmesi
onerilebilir.

Elde edilen bu sonuglar sosyal 6grenme kurami agisindan incelendiginde, insan davraniginin bilissel,
davranissal ve ¢evresel faktorlere bagli olarak degerlendirilmesi gerektirdigi ifade edilebilir. Kuramin 6ne ¢ikan
temel ilkelerinden biri olan 6z yeterlik, bireyin bir isi basarili bir sekilde yapmaya olan inanict seklinde
aciklanmaktadir. Ogretmen 6z yeterligi ise, 6retme siirecinin istenilen sekilde gergeklestirilmesine yonelik inang
oldugu belirtilmektedir. Buna bagli olarak 6gretmenin yeterlik inanci 6gretim siirecini dogrudan etkileyen bir
kavram oldugu sdylenebilir. Diger bir yandan, ekonomik, sosyal, kiiltiirel, saglik vb. faktorlerin etkisiyle siirekli
degisen Ogrenci yapilart ve okul ortamlart 6gretmenlerin kendilerini yenilemelerini kaginilmaz kilmaktadir.
Dolayistyla bdylesi bir ortamda 6gretmenlerin kendilerini yeterli hissetmeleri, esnek diigiinebilmeleri ve
davranabilmeleri yukarida bahsedilen ilgili arastirmalarla desteklenmektedir. Ozellikle beden egitimi ve spor
dersinin yapisi geregi 6gretmenler 6zel gereksinimli bireylere yonelik daha zorlu siireclerle karsilasabilmektedir.
Ciinkii bu ders hareket temelli olup &grencilerin aktif katilimin1 beklemektedir. Fiziksel veya zihinsel engelli bir
ogrenci ile kargilasan beden egitimi ve spor 6gretmeni, dersine bu 6grencileri de dahil edebilmeli ve dersin
uygulamasi konusunda kendisini yeterli hissedebilmelidir. Bu durumun beden egitimi ve spor dgretmenlerinin dzel
gereksinimli bireylere yonelik dersler ve egitimler almasiyla daha verimli olacagi sdylenebilir. Nitekim bu
arastirmada, “engellilerde beden egitimi ve spor” vb. dersler alan 6gretmenlerin 6z yeterliklerine yonelik ortalama
puanlariin daha yiiksek oldugu elde edilmisidir (Tablo 4). Dolayisiyla 6z yeterligi yiiksek olan dgretmenler,
kaynagtirma dgrencilerinin ve 6grenme giicliigii ¢eken 6grencilerinin derse dahil edilmesi konusunda daha basarili
olabilecegi belirtilebilir. Diger bir yandan farkli 6grenci tipleri ile karsilasan 6gretmenlerin esnek davranabilmesi
beklemektedir. Ciinkil biligsel olarak esnek diigiinebilen dgretmenler; alternatif ¢oziim yollart {iretebilir, i¢inde
bulundugu zorlu ve stresli durumlara farkli agilardan bakabilir ve bu sayede verilen gorevi yapmaya olan inancini
yiiksek tutabilir. Bunun bir sonucu olarak 6gretmenler siniflarindaki farkli 6grenci tiplerini anlayabilir ve onlarin
ihtiyaglarma cevap verebilir.

Sonug olarak yapilan bu arastirmada beden egitimi ve spor 0gretmenlerinin bilissel esneklik diizeyleri
arttikga kapsayici egitime yonelik 6z yeterliklerin de arttig1 tespit edilmistir. Bu durum bilissel esnekligin beden
egitimi ve spor dgretmenlerinin 6zel gereksinimli bireylere yonelik 6z yeterliklerinin gelistirmesinde dnemli bir
degisken olabilecegi seklinde yorumlanabilir. Bunun yaninda, lisans egitimi siiresince 6zel gereksinimli bireylere,
kapsayici egitime veya engellilerde beden egitimine yonelik dersler alan 6gretmenlerin biligsel esneklik ve 6z
yeterlik diizeylerinin daha yiiksek oldugu sonucuna ulasilmigtir. Bu sonuglardan yola ¢ikilarak asagidaki
onerilerde bulunulabilir:

1. Biligsel esnekligin temel dinamikleri olan farkli bakis acilari gelistirme, yeni bir duruma adapte olma,
davranis diizenleme kabiliyeti vb. dzelliklerin 6gretmenlerde meslege baslamadan 6nce lisans egitim
slireci basta olmak iizere tim gelisim siireglerinde oncellenmesi 6z yeterligin belirleyici fonksiyonu
olarak degerlendirilebilir. Ayrica hayat boyu 6grenme ve 6gretmenlerin hizmet i¢i siireclerinde ilgili

Kartal vd. 2024, 25(2)



BEDEN EGITIMI VE SPOR OGRETMENLERININ KAPSAYICI EGITIME YONELIK OZ YETERLIKLERI ILE BILISSEL 149
ESNEKLIKLERT ARASINDAKI ILISKININ INCELENMESI

ozelliklerin ele alinmasi, gelistirilmesine yonelik igerikler ve firsatlar sunulmasimin da 6z yeterlik
iizerinde olumlu bir etki yaratma potansiyelinin oldugunu diisiindiirmektedir.

2. Beden egitimi ve spor dgretmenleri ile birlikte aile (6zel gereksinimli cocuga sahip olan), 6grenci ve
yonetici gibi paydaslarin kapsayici egitime yonelik goriis ve onerileri nitel ve nicel aragtirma modelinde
caligmalarla incelenebilir (Kiiciikahmetoglu & lhan, 2023; Orhan vd., 2021) ve farkli degiskenlerle olan
iligkilerine bakilabilir.

Diger yandan, her aragtirmada oldugu gibi bu arastirmada da bazi sinirliklar mevcuttur. Arastirma tek bir
sehir, 6rneklem grubunun biiyiikligii, yalnizca beden egitimi ve spor 6gretmenleri gibi sinirliklar ile tasarlanmugtir.
Gelecekteki arastirmalar bu smirliliklart dikkate alinarak tasarlanabilir.
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Abstract

Introduction: While cognitive flexibility includes adapt to changes quickly and flexibly, self-efficacy is explained
as the confidence one has in one’s abilities and competencies. Inclusive education is based on the idea that each
student has access to all kinds of educational opportunities. In this context, the aim of the study is to examine the
self-efficacy of physical education and sports teachers towards inclusive education and to determine the role of
cognitive flexibility.

Method: The population of the study consists of physical education and sports teachers working in public schools
in Sakarya. A total of 157 (age = 40.83 + 8.07) teachers, consisting of 120 males (76.4%) and 37 females (23.7%)
recruited by convenience sampling, participated in the study designed with the relational screening model.
"Teachers' Self-Efficacy Scale for the Education of Individuals with Special Needs," "Cognitive Flexibility
Inventory," and the "Personal Information Form," developed by the researchers, were used as data collection tools.
The data were analyzed in SPSS 22 using descriptive statistics, Pearson correlation, and regression analyses.

Findings: It was determined that there was a positive, moderately significant relationship between teachers'
cognitive flexibility levels and their self-efficacy for the education of individuals with special needs (TSEISN) (p
<.05) and that cognitive flexibility had significant predictive power in explaining TSEISN (p < .05). Additionally,
although no statistically significant difference was found in the participants' TSEISN and cognitive flexibility
scores according to their course taking status (p > .05), their mean scores were determined to be high.

Discussion: It can be concluded that as teachers' cognitive flexibility increases, their self-efficacy towards
individuals with special needs increases; in other words, the self-efficacy of teachers who can adapt to different
environments and develop practical thinking skills is positively affected by these characteristics, and the self-
efficacy levels of those who take courses for inclusive education are relatively high.

Keywords: Inclusive education, individuals with special needs, physical education, teacher, self-efficacy, cognitive
flexibility.
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Introduction

One of the most important stakeholders in the social structure called school is the teacher (Balci, 2023).
While teachers play a dynamic and interactive role in the school administration, student, and parent triangle, they
perform their profession in an ever-changing environment (Karatas, 2020). It is possible to mention the existence
of some psychological and cognitive elements necessary for this interactive process to proceed efficiently. It is
supported by many studies that one of these elements is cognitive flexibility (Kacay et al., 2021; Ozen & Ugiincii,
2022; Pepe, 2021; Stein et al., 2018; Yilmaz et al., 2020).

Examining the literature reveals that different definitions of cognitive flexibility exist. Al-Jabari (2012)
considers cognitive flexibility as another type of flexibility. According to Martin and Rubin (1995, p. 532),
cognitive flexibility is a person's “(a) awareness that there are options and alternatives available in any given
situation, (b) willingness to be flexible and adapt to the situation, and (c) self-efficacy to be flexible.” On the other
hand, some researchers consider cognitive flexibility as ability (lonescu, 2012) and define it as the ability to adapt
to changing environmental stimuli and conditions (Canas et al., 2003; Dennis & Vander Wal, 2010). Deak (2003)
asserts that flexible thinking is a component of creativity, and that flexibility can occur when changing
environmental conditions are unpredictable or novel to some extent, as a result of their extensive research on
cognitive flexibility. Jacques and Zelazo (2005) evaluate cognitive flexibility as the ability to think about multiple
aspects of a single event or object at the same time and note that it is a distinguishing feature of human cognitive
functions. Cognitive flexibility in general is defined as the ability to generate various ideas, find alternative
answers, and regulate behavior to manage situational factors (Rahman & Husain, 2022).

In the relevant literature, it was found that cognitive flexibility is studied in several different groups,
including children (Carroll et al., 2016; Deak & Wischeart, 2015), adolescents (Celikkaleli, 2014), university
students (Demirtas, 2020), and especially individuals with autism spectrum disorder (Tse et al., 2023). On the
other hand, researchers conducted research on the cognitive flexibility levels of the teachers who constituted the
focus group of the current study and looked at their relationship with various variables. In these studies, it was
reported that cognitive flexibility has a positive relationship with emotional intelligence and a negative relationship
with anxiety and depression (Giindiiz, 2013) and may have a positive contribution to increasing teachers'
professional satisfaction (Uziimcii & Miiezzin, 2018). At the same time, it was found that cognitive flexibility can
positively affect physical education and sports teacher candidates' perspectives on inclusive education (Y1lmaz et
al., 2020) and that it has a positive relationship with the problem-solving skills of teacher candidates (Esen-Aygiin,
2018). Moreover, it is emphasized that cognitive flexibility can play a mediating role between empathic tendency
and teacher professionalism (Kagay et al., 2021) and can be effective in the development and use of techno-
pedagogical content knowledge in teacher education (Oztiirk et al., 2020). In addition, the importance of cognitive
flexibility is emphasized in the efficient continuation of distance education, which was implemented during the
Covid-19 pandemic (Ozen & Ugiincii, 2022). It is stated that the cognitive flexibility expected from teachers
throughout the education period has a positive and significant relationship with cultural intelligence, which is
stated to be one of the important requirements of the century we are in (Yazgan, 2021). In a qualitative study
conducted within the scope of a teaching practice course, participants shared their opinions about the reflection of
cognitive flexibility in practice and stated that they obtained productive results when they could think cognitively
flexibly (Esen-Aygiin & Sahin-Tagkin, 2019).

Self-efficacy, which is thought to be related to cognitive flexibility, is another area of focus in the study.
Self-efficacy is one of the fundamental principles on which social learning theory is based (Bandura, 1986). Social
learning is based on the philosophy that biological and physiological processes alone are not sufficient to explain
human behavior; it is based on the philosophy that personality, cognition (Bandura, 1977), and environmental
factors are also effective (Bandura, 1986). Although it was first introduced to literature by Julian Rotter (Rotter,
1954), it took its modern form with the works of Bandura and Mischel (Hogben & Byrne, 1998). Bandura (1977)
specify that the basis of self-efficacy is the expectation of competence and defines it as the conviction of
successfully performing a desired behavior. In this context, self-efficacy is defined as the belief that a person has
towards the tasks that they can do, learn, and perform (Pajares, 2003; Pajares & Schunk 2001; Zimmerman, 2000).
Teacher self-efficacy (Dellinger, 2002) is the belief that the teacher can successfully implement the teaching tasks
determined by the higher institution to which they are affiliated (Dellinger et al., 2008). In other words, it can be
described as teachers' confidence in implementing the plans and programs given to them. For these reasons, it can
be said that the success of teaching in educational environments depends on the self-efficacy of teachers.
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An examination of the relevant literature reveals that self-efficacy has been studied with a wide range of
different age and professional groups. The sample groups of those studies consist of children (Papadopoulos et al.,
2022), adolescent individuals (Mubarok, 2022), university students (Samuel & Kamenetsky, 2022), and managers
(Luthans & Peterson, 2002). Similarly, studies examining the self-efficacy of physical education and sports
teachers towards inclusive education are prevalent in the literature. Hutlzer and Barak (2017) found that physical
education and sports teachers exhibited lower levels of self-efficacy when teaching students with cerebral palsy
compared to those without such students in their classrooms. In another study, physical education teachers' self-
efficacy scores for students with intellectual disabilities in their classes were high, while their self-efficacy scores
for students with physical disabilities were low (Alhumaid et al., 2020). A comprehensive review of 75 articles
emphasized that physical education and sport teachers should pay attention to issues such as family, environment,
community, professional training, experience, and level of student disability during inclusive education (Hutzler
et al., 2019). In their research on the implementation of self-efficacy, Block et al. (2010) recommend applying
Bandura's social learning theory to physical education and sports teachers who have students with disabilities in
their classes.

On the other hand, the social, cultural, geopolitical, geographical, and economic conditions of countries
are the driving forces behind the different composition of students attending schools (Savolainen et al., 2012). For
this reason, scholars have been researching for many years how to best provide education that is diverse, equitable,
and inclusive (Gause, 2011). One possible method of realizing an educational model that incorporates these
concepts involves the successful execution of inclusive education (Cai et al., 2021; Savolainen et al., 2012).
Inclusive education has been a prominent focus in global education policy since the Salamanca Declaration was
published by United Nations Educational, Scientific and Cultural Organization (UNESCO) in 1994. The
declaration served as a foundation for comprehending education with special needs (Yada & Savolainen, 2017).
Inclusive education encompasses all disadvantaged children who face learning challenges in comparison to their
peers, those with a physical or mental disability of a certain degree, those who cannot access appropriate education
due to social causes such as migration or terrorism, those battling illnesses, or those in need of temporary protection
(Savolainen et al., 2012; Unal & Aladag, 2020). Therefore, the efficient progress of education and training
activities is reportedly reliant upon the self-efficacy of teachers who engage with heterogeneous student types
(Yada & Savolainen, 2017). Furthermore, scholarly research underscores the significance of flexible thinking and
acting in achieving inclusive education for classes that include students with special needs or who are socio-
economically disadvantaged (Liibke et al., 2021).

These studies offer diverse insights on the significance of cognitive flexibility, self-efficacy, and inclusive
education for teachers, as well as their impact on the implementation of educational activities, and enhance the
linkages between the aforementioned concepts. Indeed, Martin et al. (1998) state that people's willingness to be
flexible and the confidences in their ability to behave effectively are also important when explaining cognitive
flexibility. In other words, it might be said that the level of cognitive flexibility while performing a given task may
affect the perception of self-efficacy towards the task. Similarly, Al-Jabari (2012) states that cognitive flexibility
and self-efficacy are two interconnected concepts. Bandura (1977) emphasized the importance of cognitive
processes while explaining the concept of self-efficacy. He noted that the knowledge and experiences related to a
person's efficacy expectations will depend on how they are cognitively evaluated. He further states that a new
experience can change when it conflicts with the pre-existing self-efficacy expectation (Bandura, 1977). At this
point, it is thought that the contribution of cognitively flexible thinking will be inevitable for a person (a teacher)
who encounters a new or different situation to manage change better.

In particular, it is emphasized that teachers' ability to be cognitively flexible is important for the successful
implementation and sustainability of inclusive education. Additionally, it is stated that classes with inclusive
students and students with learning difficulties require teachers to use different teaching strategies. (Liibke et al.,
2021). Therefore, it might be said that one of the fundamental conditions for the implementation of these teaching
strategies is cognitive flexibility in thinking. Furthermore, according to UNESCO's (2005) booklet on education
for all, flexibility for teachers plays a crucial role in the successful implementation of inclusive education. Thus,
teachers who are aware that there are alternative options in any situation and that flexible thinking can lead to
different opportunities may increase their belief in doing the assigned task and feel more competent in the use of
teaching materials and in including students with different structures in the lesson. In other words, it is possible to
discuss the existence of a positive relationship between teachers' self-efficacy and cognitive flexibility within the
framework of mutual causality (Celikkaleli, 2014).
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For several reasons, the shifting demographic structure of Turkiye has made it inevitable to have students
from different cultures and nationalities in classrooms (Akyildiz, 2022). In this setting, teachers are anticipated to
demonstrate cognitive flexibility by comprehending the needs of this new group of students as well as those with
special needs. In the literature, an increasing number of studies have investigated the relationship between inclusive
education and teachers' self-efficacy. However, there are a limited number of studies on physical education and
sports teachers' self-efficacy towards inclusive education and their cognitive flexibility. Therefore, this research
aims to contribute to future studies by providing a fresh perspective on the related literature through its unique
structure. The objective of this study is to:

1. Examine the relationship between physical education and sports teachers' self-efficacy towards inclusive
education and their cognitive flexibility.

2. Evaluate the results obtained from the study within the framework of the social learning theory, which
constitutes the foundation of self-efficacy.

Method
Model

In this study, examining the role of physical education and sports teachers' cognitive flexibility on their
self-efficacy towards inclusive education, the relational screening model was used among quantitative approaches.
Karasar (2018, p. 114) defined the relational screening model as "research models that aim to determine the
existence and/or degree of change between two or more variables together.” The dependent variable of the study
was determined as "physical education and sports teachers' self-efficacy towards inclusive education,” and the
independent variables were determined as "cognitive flexibility" and "the status of taking or not taking the physical
education and sports course for the disabled."

Study Group

The population of the study consists of a total of 426 physical education and sports teachers, 233 of whom
are in secondary school and 193 of whom are in secondary education, who are actively working in public schools
in Sakarya province. As it was practically not possible to reach the entire population in the study, sampling was
used. Therefore, the sample group in the study consists of a total of 157 teachers selected by using the convenience
sampling method. It was determined that 23.6% (n = 37) of the teachers were female and 76.4% (n = 120) were
male. Additionally, it was determined that 51% (n = 80) of the teachers participating in the study took the physical
education and sports for the disabled" course, while 49% (n = 77) did not. Lastly, the mean age of the teachers was
found to be 40.83 + 8.07.

Table 1
Descriptive Statistics Results for Physical Education and Sports Teachers
Gender n % Xage
Female 37 23.6
Male 120 76.4
Status of taking the course n %
Those who took the course 80 51.0 4083807
Those who did not take the course 77 49.0
Total 157 100.0

Data Collection Tools

In the study, "Teachers' Self-Efficacy Scale for the Education of Individuals with Special Needs
(TSESEISN)," "Cognitive Flexibility Inventory (CFI)," and "Personal Information Form" were used. Detailed
information about the measurement tools is given below.

Teachers' Self-Efficacy Scale for the Education of Individuals with Special Needs (TSESEISN)

This scale was developed by Unal (2021) to determine teachers' self-efficacy for the education of
individuals with special needs. The scale is an 11-point Likert scale consisting of one sub-dimension and 12 items.
The scale is scored between 0 and 10 points (0: strongly disagree... 10: strongly agree). The lowest score that can
be obtained on the scale is 0, and the highest score is 120. As the score obtained on the scale increases, the self-
efficacy levels of teachers towards students with special need increase. The analyses showed that Cronbach’s alpha
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value of the scale was .96. The results of this study showed that the Cronbach's alpha value of the measurement
tool was .96. The model fit values for the confirmatory factor analysis of the scale were determined to be y?/ sd =
3.269; GFI = .918; TLI = .960; CFI = .970; RMSEA = .073; SRMR = .026, and these values are within good /
acceptable ranges (Unal, 2021).

Cognitive Flexibility Inventory (CFI)

The cognitive flexibility inventory was developed by Dennis and VaderWal in 2010 to measure the
cognitive flexibility levels of individuals. The scale was adapted into Turkish by Giiliim and Dag (2012). It consists
of 20 items and two sub-dimensions (alternatives sub-dimension and control sub-dimension). The alternatives sub-
dimension measures people's ability to perceive the situations they encounter throughout their lives and the
possible options for their behavior in these situations, and their ability to develop multiple alternatives to overcome
the difficulties encountered. The control sub-dimension measures the tendency towards the ability to keep difficult
conditions under control. The items 2, 4, 7, 9, 11, and 17 on the scale are reverse-coded and are in the control sub-
dimension. The items 1, 3, 5, 6, 8, 10, 12, 13, 14, 16, 18, 19, and 20 are in the alternatives sub-dimension. The
scale is a 5-point Likert scale and is scored between 1 and 5 (1: strongly disagree, 2: disagree, 3: neutral, 4: agree,
5: strongly agree). The highest score that can be obtained from the scale is 200, and the lowest score is 20. An
increase in the score obtained from the scale is interpreted as an increase in the level of cognitive flexibility. In the
Turkish adaptation of the scale, Cronbach's alpha value was 0.90, the alternatives sub-dimension Cronbach'’s alpha
value was .89, and the control sub-dimension Cronbach's alpha value was .85 (Giilim & Dag, 2012). The results
of the current study showed that the Cronbach’s alpha value of the measurement tool was .72.

Personal Information Form

To collect more detailed information about physical education and sports teachers, the researcher prepared
a "personal information form" to be used in the study. In this form, it was aimed at obtaining information such as
age, gender, and whether physical education and sports teachers take physical education for disabled people
courses or not.

Data Collection Process

Prior to conducting the study, the necessary permissions were obtained from the Gazi University Ethics
Committee (dated 10.05.2022 and numbered 09). Following the permission obtained, the Provincial Directorate
of National Education sent the relevant permission letter to the schools. The questionnaire was then uploaded to
Google Forms and distributed to physical education and sports teachers through an online platform. At the
beginning of the application, the necessary information about the study (the purpose of the research, its duration,
that identity information will be kept confidential, that participation is voluntary, and that it will be used for
scientific purposes only) was explained to the teachers in writing in the Google Form questionnaire, and their
consent was obtained. Following the information provided to the teachers, data was collected online from teachers
who were willing to participate voluntarily. Physical education and sports teachers working in public schools
affiliated with the Ministry of National Education (MoNE) were included in the study. Teachers other than physical
education and sports teachers were excluded from the study.

Data Analysis

The data collected from the teachers was statistically coded and entered into the SPSS program. First,
descriptive statistics were applied to the data, and a normality test was completed to decide on the statistical
analysis to be performed. Based on the results of the normality test, the skewness and kurtosis values of the data
were checked. The values obtained here were found to be between -2 and +2. It is accepted that these values are
in accordance with the normal distribution (George & Mallery, 2001). Independent group t-test, Pearson
correlation, and regression techniques were used in statistical analysis. It was found to determine whether there is
multicollinearity for the regression model that pairwise correlations were less than 0.80, tolerance values (1-R 2)
greater than 0.20, variance inflation factor (VIF = [1/(1-R 2 )]) was less than 10, and the highest condition index
(CI) value was less than 30 (Altunigik et al., 2012; Biiyiikoztirk, 2016). Durbin-Watson coefficient values were
found to be in the range of 1.5 < 1.865 < 2.5, and there was no autocorrelation problem between variables (Kalayct,
2014). It was decided to evaluate the correlation coefficients as "0.00-0.30 low, 0.30-0.70 medium, 0.070-1.00
high" as recommended by Biiyiikoztiirk (2015, p. 32).
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Results

The results of the analyses are presented in this section. In Table 2, the results related to the relationship
between TSESEISN and cognitive flexibility; in Table 3, the results of the regression analysis on the prediction of
TSESEISN; and in Table 4, the results of the comparison of TSESEISN and cognitive flexibility scores of physical
education and sports teachers by their course taking status are presented.

Table 2
Results Related to the Relationship between TSESEISN and Cognitive Flexibility
Variable (n = 157) Cognitive flexibility
r 339
TSESEISN 1000

p
Note: TSESEISN = Teachers' Self-Efficacy Scale for the Education of Individuals with Special Needs.

According to the Pearson correlation analysis results presented in Table 2, a moderately positive
significant relationship was detected between SDS and cognitive flexibility (r =.339; p = .000).
Table 3

Regression Analysis Results on the Prediction of TSESEISN

Variable B Standard error B t p
Constant 17.745 17.449 --- 1.017 311
Cognitive flexibility 1.072 .239 .339 4.483 .000

Note: dependent variable = self-efficacy; R = .34; R?=.12; R%g=.11; F(s5 = 20.095; p = .000; method = enter.

The results of the simple linear regression analysis presented in Table 3 show that the regression model
is statistically significant. When the t-test results regarding the significance of the regression coefficients were
examined, it was determined that cognitive flexibility (5 =.339; t = 4.483; p =.000) and TSESEISN had significant
predictive power. Cognitive flexibility explains 11% of the total variance of TSESEISN.

Table 4

Comparison of TSESEISN and Cognitive Flexibility Scores of Physical Education and Sports Teachers by Their
Course Taking Status

Status of course taking n X SD t p
Have taken a course 80 98.71 20.29 1.976 050
TSESEISN Have not taken a course 77 9253 18.84 : :
. s Have taken a course 80 73.21 6.93
Cognitive flexibili 1.073 .285
g v Have not taken a course 77 72.14 5.45

Note: TSESEISN = Teachers' Self-Efficacy Scale for the Education of Individuals with Special Needs.

Table 4 shows the results of the "independent groups t-test" completed to compare the TSESEISN and
cognitive flexibility scores of physical education and sports teachers according to their course taking status. The
results revealed no statistically significant difference in the TSESEISN and cognitive flexibility scores of the
physical education and sports teachers according to their course taking status (p > .05).

Discussion

This study aimed to examine the self-efficacy of physical education and sports teachers towards inclusive
education and to determine the role of cognitive flexibility. According to the results, it was determined that there
was a moderately positive significant relationship between the self-efficacy of physical education and sports
teachers towards students with special needs and their cognitive flexibility, and that cognitive flexibility had a
significant predictive power in explaining TSESEISN. This result can be interpreted as teachers' self-efficacy
levels for students with special needs increasing as their cognitive flexibility levels increase. This may be explained
by the fact that physical education and sports teachers are generally interested in sports from an early age and the
positive effects of sports on people in terms of physical, social, and psychological aspects. Additionally, the lives
of physical education and sports teachers spent around sports contribute to their development of versatile
perspectives, their ability to think flexibly, and their ability to produce quick solutions in a new situation (Giiglii,
2001; Tnal, 2003; Tomporowski, 2003). A review of the literature shows that there are studies with results parallel
to the existing research findings. In their research, Akyiiz (2020) found a positive significant relationship between
cognitive flexibility and self-efficacy. Given that the teaching profession is one in which mental processes are
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crucial, it may be argued that this circumstance positively impacts teachers' levels of cognitive flexibility. In this
regard, it might be said that teachers with high levels of cognitive flexibility have increased self-efficacy beliefs
in terms of inclusive education. In their research on classroom teachers, Sevim (2015) found that as teachers'
cognitive flexibility and level of determining constructivist understanding increased, their self-efficacy perceptions
towards inclusive education increased.

On the other hand, each student constitutes a special place with their own psychological, sociological,
and physiological aspects. Therefore, one of the goals of inclusive education is to eliminate social exclusion
resulting from attitudes and reactions such as race, language, religion, social class, ethnicity, gender, physical
condition, and ability (Selickaité, 2019). Thus, the self-efficacy of physical education and sports teachers who
have students with special needs in their classes is considered one of the essential parameters in creating an
inclusive education environment (Block et al., 2010; Baloun et al., 2016; Selickaité, 2019). There are studies in
the literature emphasizing the importance of other parameters, including cognitive flexibility, that support teacher
self-efficacy. Biasutti et al. state (2020) in their qualitative research with primary and secondary school teachers
who have immigrants and refugees in their classes that teachers' ability to act flexibly and be productive are two
basic qualities. By doing so, teachers might communicate more easily with the different students they encounter,
and as a result, they feel more competent when transferring their field knowledge to students. In another study, the
self-efficacy and cognitive flexibility of pre-service physical education and sports teachers were reported to be
high, and a positive, moderate relationship was found between the two variables (self-efficacy and cognitive
flexibility) (Pepe, 2021). These results show that cognitive flexibility might play an effective role in understanding
and evaluating self-efficacy and support the findings of this study.

In a study entitled "Teachers, Inclusive, Child-Centered Teaching and Pedagogy", which serves as a guide
for stakeholders in this field, inclusive education is described to have a dynamic structure with the ever changing
student profile and social, cultural, and economic developments. Depending on these changes and developments,
teachers serving in this field are expected to be able to think and act flexibly and adapt themselves and their
teaching programs accordingly (UNICEF, 2014). Flexibility is defined as “the capacity to change and adapt to a
challenging environment” (Georgsdottir & Getz, 2004, p. 166). At this point, it can be said that most teachers
consider the implementation of inclusive education to be a challenging process. As a matter of fact, there are
studies supporting this situation (Chhabra et al., 2010; Kuyini et al., 2020; Savolainen et al., 2012). Therefore,
teachers are expected to be able to think and act flexibly to carry out this process efficiently and effectively. For
example, in a study on the role of flexibility in the realization of inclusive education, it was concluded that
flexibility directly affects both students' attitudes towards success and teachers' self-efficacy (Liibke et al., 2021).
Moreover, in a study conducted on teachers and students, Mojavezi and Tamiz (2012) reported that teachers' self-
efficacy had a positive effect on students' motivation and success. Furthermore, Dewsbury and Brame (2019) argue
that inclusive classroom environments should be set up and emphasize that doing so is how equitable education
can be achieved. Comparing the results of this study with those found in the literature reveals similarities. It is
thought that teachers' being cognitively flexible is effective in improving their self-efficacy for inclusive education
and, accordingly, might reduce their resistance towards students with special needs. In other words, being
cognitively flexible may help teachers act more harmoniously when they encounter a student in need of special
education within inclusive education.

Another result obtained in the current study is that no statistically significant difference was detected in
the TSESEISN and cognitive flexibility scores of physical education and sports teachers according to their course
taking status. However, it was found that the mean scores of the teachers who took the course were high (Table
4), which is due to the number of participants that constitute the sample group of the research. When relevant
literature was examined, it was found that there are studies with similar results. According to Bakkaloglu et al.
(2019), teachers' training in inclusion is an important variable among the variables that predict the quality of
inclusive classrooms. In a different study, Sharma et al. (2015) concluded that the self-efficacy for inclusive
education of participants who had "received special education formation," "knowledge of disability legislation,"
"teaching experience," and "personal experience regarding disability" was higher than those who did not have any
background in the mentioned courses and fields. Similar findings were obtained in another study. Kuyini et al.
(2020) reported in their study examining teachers' concerns and competencies regarding inclusive education that
participants with special education had significantly higher self-efficacy beliefs than those without. According to
the results of a study designed to examine teachers' attitudes, intentions, and self-efficacy regarding inclusive
education, the importance of courses, regulations, and a flexible curriculum that will increase teachers' knowledge
and experience of inclusive education in their continuing education processes and professional lives is emphasized
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(San-Martin et al., 2021). In a study conducted on the attitudes and self-efficacy of Finnish and South African
teachers towards inclusive education, it was determined that the self-efficacy in practice of South African teachers
who were trained in behavior management within the scope of pre-service and in-service training was higher
(Savolainenetal., 2012). In a literature review that covered the years 1995 and 2005, it was concluded that physical
education and sports teachers had a negative attitude towards including individuals with special needs in lessons
because they did not receive sufficient training on inclusive education (Block & Obrusnikova, 2007). In light of
these results, it may be said that teachers' course-taking or training on individuals with special needs, inclusive
education, or physical education for the disabled during their undergraduate education or professional experience
has a very important place in shaping their self-efficacy beliefs in terms of the lessons they will offer in their
professional lives and the students they will encounter. In other words, it may be stated that these lessons play a
fundamental role in the successful implementation of inclusive education. Moreover, in the booklet published
under the theme of education for all, UNESCO (2005, p. 22) emphasizes that "teachers' positive attitudes towards
inclusion largely depend on their experiences with students who are perceived as "challenging”." Therefore, it is
recommended for relevant institutions to implement regulations for teacher candidates to do their internship
training in classes or schools with students with special needs.

When these results are examined in terms of social learning theory, it can be stated that human behavior
requires evaluation depending on cognitive, behavioral, and environmental factors. Self-efficacy, one of the
prominent basic principles of the theory, is explained as the individual's belief in doing a task successfully. Teacher
self-efficacy is described as the belief that the teaching process can be carried out as desired. Accordingly, it might
be said that the teacher's efficacy belief is a concept that directly affects the teaching process. On the other hand,
constantly changing student structures and school environments due to factors including economic, social, cultural,
and health factors make it inevitable for teachers to improve themselves. Therefore, teachers' ability to feel
competent and to think and act flexibly in such an environment is supported by the relevant research mentioned
above. Particularly due to the structure of the physical education and sports course, teachers may encounter more
challenging processes for individuals with special needs as this course is based on movement and involves the
active participation of students. Physical education and sports teachers who encounter physically or mentally
disabled students should be able to include these students in their lesson and feel competent in the implementation
of the lesson. This outcome might be achieved if physical education and sports teachers take courses and training
for individuals with special needs. As a matter of fact, in this study, it was found that the mean self-efficacy scores
of teachers who have taken courses such as physical education and sports for the disabled were higher (Table 4).
Therefore, it might be stated that teachers with high self-efficacy may be more successful in including inclusive
students and students with learning disabilities in the lesson. On the other hand, teachers are expected to be flexible
when encountering different types of students, as teachers with cognitive flexibility can produce alternative
solutions, look at challenging and stressful situations from different perspectives, and thus keep their belief in
doing the assigned task high. As a result, teachers might understand the different types of students in their
classrooms and respond to their needs.

In conclusion, it was determined in this study that as the cognitive flexibility levels of physical education
and sports teachers increase, their self-efficacy for inclusive education also increases. This indicates that cognitive
flexibility may be an important variable in improving the self-efficacy of physical education and sports teachers
towards individuals with special needs. In addition, it was concluded that the cognitive flexibility and self-efficacy
levels of teachers who took courses on individuals with special needs, inclusive education, or physical education
for the disabled during their undergraduate education were higher. Based on these results, the following
recommendations are offered:

1. Prioritization of characteristics, including developing different perspectives, adapting to a new situation,
ability to regulate behavior, etc., which are the basic dynamics of cognitive flexibility, in all development
processes of teachers, especially in the undergraduate education process before starting the profession,
might be considered as the determining function of self-efficacy. It also suggests that addressing the
relevant characteristics of lifelong learning and teachers' in-service processes and providing content and
opportunities for development have the potential to have a positive impact on self-efficacy.

2. The opinions and recommendations of stakeholders such as families (who have children with special
needs), students, and administrators, as well as physical education and sports teachers, regarding inclusive
education, can be examined through qualitative and quantitative studies (Kiigiikahmetoglu & flhan, 2023;
Orhan et al., 2021) and their relationships with different variables can be examined.

Kartal et al. 2024, 25(2)



EXAMINING THE RELATIONSHIP BETWEEN SELF-EFFICACY AND COGNITIVE FLEXIBILITY OF PHYSICAL 149
EDUCATION AND SPORTS TEACHERS TOWARDS INCLUSIVE EDUCATION

As with every study, this study is not without limitations. The limitations of this study include the fact
that it was conducted in a single city, the size of the sample group, and only physical education and sports teachers.
Future studies can be designed taking these limitations into account.
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Oz
Giris: Normal gelisim gosteren akranlartyla ayni fiziksel kosullar altinda egitimi siirdiiriilemeyen ¢ocuklar igin
insa edilmis 6zel egitim yapilari, her ¢ocugun firsat esitligi ilkesi g¢er¢evesinde egitilmesine imkan tanimaktadir.
Calisma kapsaminda yalnizca otizmli bireylere hizmet eden okullar degerlendirilmistir. Yapilan ¢aligmada, otizme
yonelik 6zel egitim okullarinda uygulanan i¢ mekén tasarim yaklasimlarinin yurtdisindaki drnekler perspektifinde
incelenmesi ve Tirkiye’de insa edilecek 6zel egitim yapilarina genel bir bakig sunulmasi1 amaglanmustir.

Yontem: Caligma nitel arastirma yontemiyle tasarlanmis olup 6rneklem grubunun belirlenmesine ydnelik
dokiiman incelemesi yapilmistir. Dokiiman analiziyle belirlenen drneklem grubu yurtdisinda bulunan, otizmli
bireylere yonelik tasarlanmis ve plan, kesit, i¢ mekan gorselleri vb. mekan 6zellikleri bakimindan en kapsamli
bilgiye erisilmis bes adet 6zel egitim okulundan olugmaktadir. Bu okullarin i¢ mekan tasarim yaklasimlari
alanyazin taramasi ile derlenen mekéansal organizasyon, sirkiilasyon alanlari, aydinlatma, akustik, renk, malzeme,
ekipman/donati ve giivenlik olmak iizere sekiz parametre agisindan incelenmistir.

Bulgular: Orneklem grubu olarak belirlenen okullarmn hepsi bir kampiis igerisinde ve tek veya iki katli olarak
diizenlenmistir. Fiziksel ve biligsel ihtiyaglar dogrultusunda tasarlanan okullarda en 6nemli vurgu mekanlar
arasindaki gecislerin kademeli olarak yumusak ve farkli duyusal diizeylere (diisiik, orta, yiiksek) sahip olmasi
tizerinedir. Ayrica bu okullarda 6grencilerin degisen duyusal gereksinimleri agisindan grup ¢alismalarina imkan
veren diizenlemelerin yani sira bireysel 6grenme alanlart da olusturulmustur

Tartisma: Literatiirden edinilen parametreler dogrultusunda 6rneklem grubunun incelenmesi sonucunda 6zellikle
mekan organizasyonu, aydinlatma, renk, malzeme ve akustik tasarimin otizmlilere yonelik okullarda son derece
onemli oldugu goriilmektedir. Gereksinimlere 6zel tasarlanan okullar otizmli 6grencilerin saglikli gelisimini de
desteklemektedir. Diinya genelinde oldugu gibi Tiirkiye’de de nitelikli ve kullanicinin ihtiyaclarini 6nemseyen
egitim ortamlarinin geligtirilmesi beklenmektedir.
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Giris
Baslangigta bireylerin barmma ihtiyacini karsilama isleviyle ortaya cikan mekén, zamanla sosyal
iligskilerin kurulmasini destekleyen toplumsal bir iletisim araci olmustur. Mekanlar tasidiklari niteliksel ve
niceliksel 6zellikleriyle kullaniciya farkli deneyimler yasatma potansiyeline sahiptir. Dolayisiyla hizmet ettigi
kullanic1 grubunun fiziksel ve psikososyal gereksinimlerine gore sekillenmesi gereken mekan, bu hususlar géz
ontinde bulundurulmadan diizenlendiginde bireylerde fiziksel ve ruhsal konforsuzluk hissi uyandirmaktadir
(irtenk, 2011; McAllister & Sloan, 2016). Bu baglamda yasam siiresince en ¢ok vakit gegirilen yap1 gruplart

icerisinde yer alan egitim yapilari da bireylerin biligsel ve sosyal gelisimi lizerinde son derece dnemli bir etkiye
sahiptir.

Egitim “kisilerin zihni, bedeni, duygusal yetenek ve davranislarinin toplum igerisinde yer edinebilmeleri
amaciyla gelistirilmesi ya da belli bir amaca yo6nelik yeni yetenekler, davranislar ve bilgiler kazanabilmeleri i¢in
bir kurum kapsaminda veya diginda yapilan ¢aligmalarin tiimii” seklinde degerlendirilmektedir (Kol, 2003, s. 8).
Insam1 sosyal, siyasal, ekonomik ve bireysel yonden donanimli kilan ve planli ya da plansiz hayat boyu devam
eden egitim, insanligin var olus tarihi ile baslamis ve ilkel yasamdan giiniimiiz modern yasantisina kadar
insanoglunun gelismesini saglamistir. insanin dogumu ile baslayan egitimi dliimiine kadar devam etmekte ve
bulundugu ¢agin getirdigi degisimlere uyum saglamaktadir (Ulusoy & Arslan, 2006).

Bireyler arasinda gozlenen bedensel, bilissel ve duyusal farkliliklar nedeniyle normal egitim siirecine
adaptasyon konusunda problemler yasanmasi 6zel egitim ihtiyacim1 dogurmustur. insan haklarinin kapsaminin
genisletilmesiyle 6zel gereksinimli bireylerin de gilinliik yasama dahil edilmesi ve bulunduklari toplumun norm ve
davranislarina uyumlandirilmast gerekliligi giindeme gelmistir (Batu & Kircaali-iftar, 2011; Sucuoglu, 2009).
Benzer sekilde egitim siirecini akranlari ile ayn1 fiziksel ortamda siirdiirmekte zorluk yasayan bireylerin egitime
devam edebilmesi i¢in de 6zel egitim yapilar1 zorunluluk arz etmektedir. Dolayisiyla her bireyin esit egitim
hakkina sahip olmasi ve farkliliklarin dezavantaj olmaktan ¢ikarilmasi i¢in 6zel egitim yapilari, 6zel gereksinimli
cocuklarn fiziksel ve biligsel her tiirlii ihtiyacini karsilayacak nitelikte olmalidir.

Ozel egitim alan ¢ocuklarin topluma katilimlar1 ve sosyal yasamin bir parcasi olmalar1 bulunduklari
fiziksel ¢evre ile desteklenmektedir. Hayata katildiklar: ilk mekanlar olan egitim yapilar1 da buna katki saglayan
en 6nemli yap1 gruplari arasindadir (Pouya & Bayindir, 2021). Bu anlamda &zel egitim okullarinin fiziksel ya da
biligsel her engel grubundan birey i¢in erisilebilir, emniyetli, yiikksek konfor kosullarina sahip ve gelisimi destekler
nitelikte olmasi1 6nem arz etmektedir. Fiziksel bir mekanin her 6zellikteki bireyin ihtiyacina cevap verebilmesi
evrensel tasarim kavramiyla agiklanmaktadir. Bireylerin beceri ya da smirliliklarina bagl olmaksizin herkes
tarafindan kolaylikla kullanilabilen/algilanabilen mekéan, donati ya da nesnenin evrensel oldugu kabul
edilmektedir. Evrensel tasarim kisileri ayirt etmeden engelli, engelsiz, yasli, ¢ocuk, kadm, erkek olmak iizere
miimkiin oldugunca ¢ok kisinin ortak bir sekilde ve yardima ihtiyag duymaksizin kullanabilecegi ¢oziimler
tiretmekte ve herkese ulasabilmeyi hedeflemektedir (Hacihasanoglu, 2003; Preiser & Ostroff, 2001). Dolayisiyla
ozel egitim yapilarinda da kullanicilarin engel grubu her ne olursa olsun fiziksel mekan kosullarmin tiim
ogrencilere uyumlandirilmasi gerekmektedir.

Calisma dahilinde 6zel egitim yapilarinin fiziksel tasarimu ile ilgili ulusal/uluslararasi alanyazin taranmis
ve {lilkemizdeki durumun tespiti amaciyla literatiirde yer alan ¢aligmalarin konuya yaklasim bigimleri
incelenmigtir. Bu baglamda Giiller’in (2014), “Zihinsel Engelli Cocugun Egitiminde Rehabilitasyon
Mekanlarmdaki Rengin Etkisi” baglikli doktora tezinde 6zel egitim mekanlarindaki renk kullanimmin zihinsel
engelli ¢ocuklarin derse iliskin konsantrasyonlarini etkileyip etkilemediginin deneysel bir ¢aligma ile tespit
edilmesi amaglanmigtir. Bu amagcla alan ¢aligmasi icin belirlenen okulda sistematik gozlem ve 6grencilerle anket
calismasi yapilmistir. Benzer sekilde Calikoglu ve digerlerinin (2023) “Tasarimsiz Mimariler! Tiirkiye deki Ozel
Egitim Uygulama ve/veya Meslek Okullar1” baglikli makalesinde {ilkedeki 6zel egitim okullarinin mimari agidan
degerlendirilmesi ve genel bir profil ortaya koyulmasi amaglanmistir. Bu dogrultuda; giivenlik, bagimsizlik ve
sosyallik &zellikleri baglaminda olusturulan 65 maddelik “Ozel Egitim I¢in Mimari Yeterlilik Gézlem Formu” ile
farkli illerde yer alan 22 6zel egitim okulunda alan ¢alismasi yapilmustir. Irtenk’in (2011) “Otizmli Cocuk Ozel
Egitim ve Rehabilitasyon Merkezlerinin Mimari Tasarim Agisindan Incelenmesi” baslikli yiiksek lisans tezinde
ise hem diinyadan hem de Tiirkiye’den derlenen 6zel egitim yapilarmin tasarim kriterleri incelenmistir. Bu
calismalarda, tilkemizdeki 0zel egitim yapilarinin fiziksel mekan kosullarinin donati, ekipman, mekéan
organizasyonu, bina olanaklari, yakin ¢evre iliskisi vb. birgok parametre agisindan yetersiz oldugu tespit edilmistir.

Diinya genelinde 6zel egitim uygulamalarina iliskin énemli calismalar yapilmaktadir. Ozellikle de
Avrupa Birligi’ne (AB) iiye tilkelerde 6zel gereksinimli bireylerin geleneksel yontemler yerine firsat esitligi ilkesi
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gergevesinde topluma kazandirilmalarina imkan veren egitim yaklagimlar: benimsenmektedir. AB iilkelerinin neredeyse
tamaminda 6zel egitim hizmetleri okul 6ncesi ¢agda baslamaktadir (Vuran & Yiicesoy, 2003). AB iiyeligine aday
tilkelerden biri olan Tiirkiye’de de AB standartlarini yakalamaya yonelik ¢esitli calismalar bulunmaktadir. Yillar
icerisinde yapilan yasal diizenlemeler ile 6zel gereksinimli bireylerin sosyal haklarini iyilestirmeye ydnelik yeni
merkezlerin agilmasi, evde egitim olanagi, biitiinlestirme faaliyetlerinin genisletilmesi gibi adimlar atilmis olsa da
ozel egitim okullarinin fiziksel mekan kurgusunun yonetmeliklerde belirtilen standartlardan 6teye gegemedigi
goriilmektedir (Oztiirk, 2021). Buradan hareketle yapilan ¢alismada, dzel egitim okullarinda uygulanan i¢ mekéan
tasarim yaklasimlarinin yurtdigindaki 6rnekler perspektifinde incelenmesi amaglanmustir. Ozel egitim yapilarina
iliskin daha 6nce yapilan ¢alismalar incelendiginde, iilkemizdeki 6zel egitim okullari mekéan tasarimlarinin
birtakim parametreler yoniinden yetersizliginin ortaya koyulmasi nedeniyle bu ¢aligma, yurtdisinda yer alan ve
fiziksel mekan parametrelerini karsilayan okullar 6zelinde sekillendirilmistir.

Otizmli Bireylere Yonelik Ozel Egitim Yapilari

Ogrenim gordiikleri fiziksel alanlar tiim cocuklar icin deneyimlerini ve ruhsal durumlarim
sekillendirmede etkin bir role sahiptir. Normal gelisim gdsteren akranlarina gére dezavantajli bir durumda olan
ozel gereksinimli ¢ocuklarin bagimsiz bireyler olarak hayatlarini siirdiirebilmeleri igin fiziksel ve biligsel
ihtiyaglarma gore sekillenen farkli ortamlarda egitimlerine devam etmeleri son derece dnemlidir. Ozel gereksinimi
olan ¢ocuklarin bir kismi egitimini normal siiflarda siirdiirebilirken bir kismi da 6zel sinif, giindiizlii ya da yatili
okullarda egitim gérebilmektedir. Alanyazinda da belirtildigi iizere (Kircaali-Iftar, 1998; Sucuoglu & Kargin,
2008) hem diinyada hem de iilkemizde temel amag 6zel gereksinimi olan ¢ocuklarin akranlariyla bir arada ve ayni1
ortamda egitim almalarini saglamaktir. Bu ¢ocuklarin normal egitim kurumlarinda ve akranlariyla birlikte
egitilmelerinin hem gelisimleri hem de hayata uyumlar1 agisindan 6nemli katkilari bulunmaktadir. Fakat 6zel
gereksinimin tiiriine gére bu durum her zaman miimkiin olmamaktadir. Ozel egitim 6grencilerinin, normal gelisim
gosteren akranlariyla bir arada egitim almasinin miimkiin olmadigi durumlarda 6zel egitim okullarina ihtiyag
duyulmaktadir. Bu baglamda, kendi gereksinimlerine gore uyarlanmis bir ortamda yetisen ¢ocuklar i¢in hayata
uyumlarini kolaylastiracak, sosyal iligkiler kurmalarimi ve gelisimlerini destekleyecek fiziksel kosullara sahip
okullar tasarlanmasi gerekmektedir (Abend, 2001).

Taylor’a (2009) gore, 6grenciler mekansal baglamdan bagimsiz olarak her ortamda grenmeye acik
degillerdir. Bu nedenle egitim sonuglarini olumlu ya da olumsuz yonde etkileyebilecegi i¢in 6grenme ortamini
“sessiz bir miifredat” olarak nitelendirmektedir (Taylor, 209, s.134). Ayn1 zamanda tasarimci ve egitmenlerin
egitim ortamini, kullanicilarin 6zel ihtiyaglarina cevap vermesi gereken, 6grenme siirecinde aktif bir oyuncu olarak
gormeleri gerektigini savunmaktadir. Dolayisiyla egitim mekanlarinin 6grencilerin akademik basarilari ve bireysel
geligimleri iizerinde son derece 6nemli katkilar1 oldugunu séylemek miimkiindiir.

Ozel egitim yapilarinda bireylerin fiziksel ve bilissel farkliliklar1 géz oniinde bulundurulmali ve bu
dogrultuda gereksinimler tespit edilerek mekan tasarimi yapilmalidir. Tiim &grencilerin 6grenme ortamlariyla ilgili
bireysel ihtiyaglari olmasinin yaninda, otizmli bireylerin 6grenme alanlarinda genellikle ele alinmayan mekénsal
ve duyusal ihtiyaglarmin bulundugu rapor edilmistir (Yates, 2016). Otizmli bireylerin sahip oldugu duyusal
problemler 6grenme ve gelisim siirecinde biiyiik engel teskil etmektedir (Pomana, 2015). Buna yo6nelik yapilan
calismalar (Mostafa, 2008, 2015; Paron-Wildes, 2013) diisitk uyarici ortamlarin, dikkat ve konsantrasyon
seviyelerinin siirdiiriilmesinde énemli rol oynadigini ortaya koymaktadir. Caligma kapsaminda yapilan literatiir
taramasiyla elde edilen bilgiler 15181inda otizmli bireylere yonelik tasarlanan egitim mekanlar1 igin bazi tasarim
parametreleri belirlenmistir. Bu parametreler Tablo 1’de yer almakta ve her bir parametre agiklanmaktadir.
Tablo 1
Otizmli Bireylere Yonelik Ozel Egitim Okullarinda I¢ Mekdn Tasarim Parametreleri

Mekansal organizasyon  (Mostafa, 2015; Oktem, 2009; Pomana, 2015)
Sirkiilasyon alanlar1 (McAllister & Sloan, 2016; Mostafa, 2015; Oktem, 2009)
(Education Funding Agency, 2014; NAC Architecture, 2021; Oktem, 2009; Sanchez

' A Aydinlatma vd., 2011)
Ig mekan . (Abend, 201; Mostafa, 2015; NAC Architecture, 2021; Oktem, 2009; Sanchez vd.,
tasarim Akustik .
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Mekdnsal Organizasyon

Ozel egitim yapilarinda hizmet verilen dgrencilerin 6zel durumlarina ve ihtiyaglarina bagh olarak mekan
organizasyonu ve genel planlama ilkeleri degigkenlik gostermektedir. Bu baglamda ihtiya¢ programinda yer alan
mekanlarin birbiri ile iliskisi, her bir mekan pargasinin kendi i¢indeki diizeni, islevsel gereksinime gore diizenlenen
bolgelemeler vs. otizmli bireylerin ihtiyaclari dogrultusunda sekillenmelidir.

Otizmli bireylerin mekanlar arasinda giinliik rutinlerini siralayacak bir gecise ihtiyaglari vardir. Bu
kullanicilarin giinliik programini takip eden ve miimkiin oldugunca kesintisiz bir akisa izin verecek sekilde bir
alandan digerine yumusak bir gegis olusturulmalidir. Benzer ihtiya¢ alanlarmin bir arada gruplandirilmasi otizmli
bireylerin mekani algilamalar1 agisindan 6nemlidir. Bunun yani sira benzer duyusal uyarim seviyelerine sahip
alanlarin yiiksek, orta ve diisiik olarak gruplandirilmasi ve bu bdlgeler arasinda giinliik rutini takip eden yumusak
gecis alanlarinin olusturulmasi gerekmektedir (Mostafa, 2015; Pomana, 2015).

Otizmli bireylerin bazilar1 genis alanlarda korkabilir ve daha kii¢iik bir alana ¢ekilme ihtiyaci duyabilirler.
Bazilar ise kapali ve kiigiik bir alanda kendilerini rahat hissetmeyebilirler. Dolayistyla bu ¢ocuklar i¢in biiylik ve
kiigiik alanlarin ayr1 ayr1 organize edilmesi ve boylece her gereksinime 6zel farkli alanlarin tasarlanmasi dnemlidir
(Oktem, 2009). Benzer sekilde bireysel faaliyetlere ve daha az sayida kullaniciya yénelik tek islevli zonlar (bolge)
olugturulmalidir. Bu zonlar otizmli bireylerin eylemlerini yerine getirmesi i¢in duyusal alanlar1 ve sosyal girdiyi
azaltarak gereken minimum seviyeye indirgemektedir. Bu alanlar duvarlarla gevrilerek siirlari net bir sekilde
belirlenebilecegi gibi mobilyalar, kot farklari, renk, desen vb. dgelerle orta diizeyde bir sinir igerisinde de yer
alabilirler (Mostafa, 2015).

Otizmli bireylere yonelik tasarlanan her fiziksel mekan oldukga basit, sade ve anlasilir olmalidir.
Cevresini yorumlamakta zorluk ¢eken otizmli bir birey endiseli ve sikintili hale gelebilir. Bu durum 6grenme
stirecini olumsuz etkileyecek bir etmendir. Mekanlar arasinda net bir diizen ve dngoriilebilir bir plan ¢ocuklarin
kafalar1 karigmadan ve asiri uyarilmadan binayir kullanmalarina yardimeir olmaktadir. Basit ve detaylardan
arindirtlmig bir mekan otizmli bireyin sakinlesmesine ve gereken konsantrasyonu saglamasina imkan vermektedir.
Sakinlik ve sadelik yalnizca plan diizleminde degil i¢ mekan yiizeylerinde ve malzeme se¢iminde de saglanmalidir
(Mostafa, 2008; Oktem, 2009; Sanchez vd., 2011).

Sirkiilasyon Alanlar

Sirkiilasyon alanlari, mekanlarin birbiri ile iligskisi ve kullanici algisimi etkilemesi agisindan yapi
tasariminda son derece dnemli mekan parcgalaridir. Ching (2007), binanin digindan igine dogru mekanlari
birlestiren, kullanicinin mekanlar arasindaki hareket akigini belirten hatti sirkiilasyon alani olarak ifade etmektedir.
Bina kurgusunun okunmasinda énemli bir rol oynayan sirkiilasyon alanlart egitim yapilarinda da yol gosterici
olmasi nedeniyle 6zenle kurgulanmasi gereken alanlardan biridir. Tiim egitim yapilarinda oldugu gibi 6zel egitim
yapilarinda da sirkiilasyon aglar1 yalnizca bir mekandan diger mekana gegilen alanlar olmamalidir. Ozel egitim
okullarinda, 6grencilere bir bagska mekana gectiklerini hissettiren ve onu bagka bir aktiviteye hazirlayan gegis
alanlarinin olusturulmasi énemlidir. Sirkiilasyon alanlar1 ayni zamanda oyun oynama, kitap okuma, dinlenme,
sosyallesme mekanlar1 olarak kullanilabilmelidir. Bu alanlarin ve burada gergeklestirilen aktivitelerin de egitim
stirecinin bir pargast oldugu unutulmamalidir.

Sirkiilasyon alanlari otizmli bireyler i¢in bir aktiviteden ya da bir duyusal seviyeden digerine gegiste ani
degisikliklerden kaginmaya ve bu alanlar arasinda yumusak bir gegis saglamaya yardimer mekanlardir (Mostafa,
2015). Bu alanlar pratik, kullanigl, yeterince genis, ¢ok islevli ve etkin kullanima izin vermelidir. Dikkatlice
tasarlanmadig taktirde ¢ocuklarin dikkatini dagitma riski bulunmaktadir. Otizmli bireylerin algilama giicliikleri
nedeniyle koridorlarin iyi aydinlatilmasi oldukca 6nemlidir. Tavan pencereleri ya da duvar pencereleri ile miimkiin
olan yerlerden dogal 151k igeri alinmalidir. Okullarin tek katli olmasi tercih edilir fakat ¢ok katli olmasi durumunda
diisey sirkiilasyon hattinda doner merdivenler kullanilmamalidir. Trabzanlara tutunma ihtiyaci hisseden ¢ocuklar
i¢in doner merdivenlerde basamaklarin dar kismi tehlike arz etmektedir (McAllister & Sloan, 2016; Oktem, 2009).

Sirkiilasyon alanlari, bagimsizlik becerilerini gelistirmeye ¢alisan 6zel egitim 6grencileri i¢in 6grenme
stirecinin bir parcasidir. Cocuklarin, mekanlar arasindaki sirkiilasyonu esnasinda farkl tiirde destege ihtiyaclari
olabilmektedir. Isaretler, semboller, renk, ses, referans nesneleri vb. araciligiyla otizmli bireyler igin yén bulma
teknikleri gelistirilmelidir (Goldsmith, 1976). Bu anlamda renk se¢imi sirkiilasyon alanlarinda yon bulmayi
destekleyecek onemli bir tasarim unsurudur.
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Aydinlatma

Tiim egitim yapilarinda oldugu gibi 6zel egitim yapilarinda da giin 15181 kullanimi1 oldukg¢a 6nemlidir. ¢
mekandaki yogun giin 15181 diizeyi genel olarak faydalidir fakat her oOzellikteki birey i¢in aymi etkiyi
vermemektedir. Otizmli bireylere yonelik tasarlanan okullarda aydinlatma tasarimi, 151k kalitesinin kullanicilar
tizerindeki etkisi gbz oniinde bulundurularak daha dikkatli bir sekilde ele alinmalidir. Oktem’in (2009) ifadesine
gore, otizmli gocuklar binaya gelen 15181n yogunluguna farkli tepkiler verebilirler. Gérme giicliigli ceken biri kotii
aydinlatilmis bir ortamda zorluk c¢ekebilecegi gibi daha fazla duyusal problemleri olan biri i¢in g6zlerini rahatsiz
edecek boyuttaki aydinlik ve parilti korku ve konforsuzluk hissi yaratabilmektedir. Ayrica aydinliktan golgeye
dogru keskin gegisler duyusal entegrasyon ile ilgili sorun yasayan bireyler igin rahatsizlik meydana getirmektedir
(Oktem, 2009). Dolay1styla optimize edilmis bir giin 15181 dagilim1 otizmli bireylerin daha rahat etmesine yardime1
olacaktir.

Duvar pencerelerinde 151k seviyesi pencere yakininda yogunken pencereden uzaklastikga azalmaktadir.
Tavan pencerelerinde ise gelen 15181 daha homojen dagilmasi nedeniyle mekanlarin esit bir sekilde aydinlatilmast
saglanmaktadir. Duvar pencereleri ve tavan pencerelerinin dogru bir kombinasyonu ile derin ve diizgiin giin 15181
dagilim1 miimkiin olabilmektedir (Boubekri, 2007). Otizmli bireyler i¢in tasarlanan mekanlarda ¢ati pencereleri
daha cok tercih edilmektedir. Cat1 pencereleri 15181n esit bir sekilde dagilmasini saglamasimin yani sira dikkat
dagitict gorsel unsurlart engellemekte ve ¢ocuklarin konsantrasyon diizeylerini arttirmaya yardimci olmaktadir
(Education Funding Agency, 2014; NAC Architecture, 2021; Oktem, 2009). Otizmli bireylere yonelik tasarlanan
bir okulda pencerelerde kullanilan cam tiiri de 6nemlidir. Asir1 parlamanin oldugu alanlarda yar1 saydam cam
tercih edilebilir (Oktem, 2009; Sanchez vd., 2011). Benzer sekilde giin 15131 kontrolii saglamak igin 151k raflari,
giineslikler veya karartma perdeleri kullanilabilmektedir.

Giin 15181, mekanlarin aydinlatilmasinda her zaman yeterli olmamaktadir. Bu durumda yapay
aydinlatmadan faydalanmak gerekir. Yapay aydmnlatmanin siddeti otizmli bireyler i¢in son derece dnemlidir.
Okullarda gocuklar parlak floresan 1siklarina karsi bir takinti gelistirebilir ya da ¢evredeki her seyi gormezden
gelerek tiim dikkatini bu lambalara verebilirler. Bu da egitim siirecini aksatan ve zorlastiran bir duruma neden
olmaktadir. Ayrica bazi otizmli bireyler floresan lambalarda elektrigin saniyede altmis kez agilip kapanmasiyla
meydana gelen titresimi gorerek odadaki 1s181n siirekli olarak yanip sondiigii algisina kapilabilirler (Grandin,
2006). Smiflarda siddeti ayarlanabilir yapay aydinlatmalar kullanilmalidir. Isiga karsi asir1 hassasiyet duyan bir
¢ocuk i¢in egitmenler disiik bir aydinlik seviyesinde derse baslayip zamanla 15181n seviyesini kademeli olarak
arttirabilirler. Bu sekilde ¢ocugun rahatsizlik duymadan 1s18a karsi tolerans diizeyinin arttirilmasi saglanmaktadir
(Oktem, 2009).

Akustik

Akustik, 6zel egitim yapilarinda en 6nemli tasarim dlgiitlerinden biridir. Otizmli bireyler seslere karsi
diger insanlardan daha hassastirlar ve genellikle sesleri ayirt etmek igin biiyiik ¢aba sarf etmek zorunda kalirlar.
Dolayisiyla otizmli bireylere yonelik mekan tasariminda malzemelerin akustik 6zellikleri onem arz etmektedir. Bu
kisilerin belirli seslere karst asirt duyarli olmasi nedeniyle yeterli akustik saglanmadig: taktirde kaotik bir ortam
olusabilecegi yapilan ¢alismalarda (Mostafa, 2008; Vazquez & Serrano, 2013) ortaya konmustur. Bilingli malzeme
se¢imi ve yerlesim; arka plan giiriiltiisii, yankilanma, dis ortam sesleri vb. istenmeyen giiriiltiiyii 6nleyerek dikkat
daginikliginin 6nemli 6lglide azaltilmasina yardimci olmaktadir. Arka plan giiriiltiisii dedigimiz binanin i¢inden
ya da disgindan gelen sesler 6zellikle duyusal hassasiyeti olan bireyler igin kafa karistirict ve ayirt edilemez
olabilmektedir (Abend, 2001; NAC Architecture, 2021). Akustik tasarimda dikkat edilmesi gereken iki husus
vardir. Birincisi, smiflarda yankilanma siiresinin azaltilmasi; bir digeri ise sinifin disindan gelen sesleri
engelleyecek yalitimli bir oda saglamaktir (Oktem, 2009). Ancak bu durum binanin tamamen ses gegirmez hale
getirilmesini gerektirmemektedir. Bunun yerine otizmli bireylerin arka plan giiriilti seviyelerine uyum
saglamalarini ve sessizlige bagimliliklarini azaltmalarina olanak verecek, ¢esitli seviyelerde giiriiltiiniin azaltildig1
alanlarin olusturulmasi 6nerilmektedir. Boylece okul disinda akustik diizenin yonetilemedigi mekanlarda otizmli
bireylerin bu duruma tolerans gosterme becerisi kazanmalar1 amaglanmaktadir (Mostafa, 2015).

Mostafa (2008), otizmli cocuklarin fiziksel ortamlarmm degerlendirilmesine yonelik yaptigir bir
calismada, akustik olarak diizenlenmis ve diizenlenmemis iki ayr1 odada otizmli gocuklarin dikkat siiresi, yanit
stiresi ve davranigsal durumunu egitmenlere uyguladig anketlerle sorgulamistir. Buna gore ses yalitimli bir sinifta
egitim goren ¢ocuklarin komutlara ve sorulara daha hizli yanit verdigi, yapilan etkinliklerde daha dikkatli ve
konsantrasyon siirelerinin daha uzun oldugu sonucuna varmistir. Dolayisiyla otizmli bireylere yonelik tasarlanan
egitim yapilarinda yalitimli pencere ve duvar panelleri tercih edilmelidir. Klima, jenerator gibi giiriiltiilii teknik
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ekipmanlar bina digina ve gerekli akustik Onlemler almarak yerlestirilmelidir. Dersliklerde olusacak
yankilanmanin 6niine gegmek icin de gerekli tedbirler alinmalidir. Zeminde hali gibi ses emici malzemelerin
kullanimi 6zel egitim okullarinda hijyen agisindan tercih edilmemektedir. Bu nedenle duvarlarda kullanilacak ses
emici paneller, perde gibi tekstil iiriinleri yankilanmanin 6nlenmesine yardimci olabilmektedir.

Renk

I¢ mekanda renk kullanim1 her kullanicinin duygu ve ruh halini etkileme 6zelligine sahiptir. Mekanda
farkli renklerin kullanimiyla kullanicrya farkli duygular yasatilmasi ve mekan algisinin degistirilmesi miimkiindiir.
Bu nedenle otizmli bireyler i¢in tasarlanan bir mekanda renk kullanimi son derece 6nemlidir. Uzmanlar gerginligi
ve kaygiy1 azalttig1 igin sicak tonlar, ten renkleri ve pastel tonlarin kullanilmasini 6nermektedir. Otizmli bireyler
yiikksek ve diisiik doygunluktaki renklere farkli tepkiler vermektedir. Bazi cocuklar parlak renklere ilgi
duyabilirken bazilar1 ise aym duyusal uyaricidan korkabilirler (Grandin, 2006; Oktem, 2009). Bu durumda
siiflarda ¢ogunlukla yumusak renklerin tercih edilmesi, farkli ihtiyaglara sahip 6grenciler i¢in de 6zellesmis
alanlarda ilgi duyacaklar1 renklerin kullanilmast her ozellikteki bireye hitap etmek acisindan gereklilik arz
etmektedir. Genel olarak mavi, yesil, sar1 gibi pastel renkler cocuklarda sakinlestirici etki yaratmaktadir. Ote
yandan ¢ok parlak ve giiglii desenlerden kaginmak asir1 duyarlilig1 olan 6grenciler i¢in olumsuz duyusal etkilerin
azalmasima yardimci olacaktir (Abend, 2001; NAC Architecture, 2021).

Renklerin etkin kullanimi yén bulmayi ve sirkiilasyonu kolaylastirmaktadir. Farkli mekanlarin farkl
renklerle kodlanmasi 6zel egitim okullarinda siklikla kullanilan bir yontemdir. Renklerle kodlama yapmak, otizmli
ogrencilerin okul igerisinde bagimsiz bir sekilde gezinme becerisi kazanmalarina yardimer olmaktadir (Mostafa,
2008). Buradan hareketle i¢ mekanda renk kullaniminin mekén algisinin yani sira otizmli bireylerin mekéansal
deneyimini de etkiledigini sdylemek miimkiindiir.

Malzeme

Duvar, zemin, tavan ve mobilyalarin désenmesi ve kaplanmasi igin kullanilan malzemeler otizmli
bireylere yonelik tasarlanan bir okulda digerlerine gore daha fazla 6neme sahiptir. Genel olarak yumusak, saglam
ve kolay temizlenebilir yiizeyler tercih edilmelidir. Otizmli bireyler baz1 materyalleri takint1 haline getirebilir veya
duyusal uyarimi isleme yeteneginden yoksun olduklari i¢in ¢evredeki tehlikeleri algilayamayabilir ve kendilerine
zarar verebilirler. Otizmli ¢ocuklarin egitmenleriyle yapilan goériismelerden elde edilen bulgulara gore bazi
¢ocuklar tiim dikkatini zemin desenlerine vererek onlar1 saymaya baslamakta ve bdylece dis ¢evreden kendini
soyutlamaktadir (Oktem, 2009). Benzer sekilde npiiriizlii yiizeyler de cocuklar iizerinde ayni etkiyi
yaratabilmektedir. Duyusal girdiye izin veren ve ¢ocugun ilgisini ¢eken her yiizey egitmenlerin igini zorlastiran
bir saplant1 haline gelebilmektedir (Education Funding Agency, 2014; NAC Architecture, 2021). Dolayisiyla bu
tir malzemeler siniflarda tercih edilmemelidir. Kullanilan malzeme ve kaplamalar ¢ocuklarda bir saplantiy1
tetikleyecek sekilde olmamal, ritmik desenlerden veya dokunsal uyaricilardan kaginilmalidir.

Yumusak ve sicak etkisi nedeniyle hali egitim mekanlarinda tercih edilebilirken 6zel egitim mekanlarinda
cocuklarin tiikiirme, idrar kagirma gibi sorunlu davranislar nedeniyle hijyen agisindan tercih edilmemektedir.
Bunun yerine antibakteriyel ve kolay temizlenebilen zemin malzemeleri kullanilmalidir. Renk basligi altinda
bahsedilen kodlama ve yonlendirme algis1 okul genelinde hem duvarlarda hem de zeminde farkli materyallerin
kullanilmasiyla da elde edilebilmektedir (Oktem, 2009). Ses emici akustik malzemelerin kullanimi smiflarda
yankilanma problemini énlemektedir. Ozel egitim alan dgrencilerin mekandaki tiim materyallere dokunmasi ve
etkilesimde bulunmas: istendiginden kullanilan malzemelerin toksik igermeyen, saglikli malzemeler olmasi
gerekmektedir (Education Funding Agency, 2014; NAC Architecture, 2021). Genel olarak, 6zel ihtiyaglara gore
secilmis, saglikli ve hijyenik malzemelerin kullanilmasi otizmli bireylerin egitim siirecini destekleyen énemli bir
tasarim unsurudur.

Ekipman ve Donati

Ozel egitim yapilarinda, egitim siirecinin en énemli tamamlayici unsurlarindan biri, kullanilan ekipman
ve donatilardir. Egitimde kullanilan terapi toplari, kdpiik kamalar, yiiriitegler ve salincaklar vb. 6zel ekipman ve
mobilyalar 6grencilerin ve egitimcilerin belirli ihtiyaglara gore kullanimi 6zellestirmelerine yardimci olmaktadir
(NAC Architecture, 2021). Bu gibi 6zel ekipman ve donatilar egitim miifredatina ek olarak egitim siirecini
destekleyen 6nemli fiziksel unsurlardir.

Egitim mekanlarindaki mobilyalarda esneklik kavrami onemlidir. Dersin gerekliliklerine gore kolay
hareket ettirilebilen ve farkli islevler igin kullanilabilen, uyarlanabilir esnek mobilyalar tercih edilmelidir. Oyun
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alanlarinda depolama {initeleri ve raflar, ¢ocuklarin istedikleri oyuncaklar1 kendilerinin alabilmelerine imkéan
verecek sekilde organize edilmelidir. Bunun yani sira mobilyalar saglam, kolay temizlenebilir ve gocuklarin
antropometrik (insanin viicut dlgiileri) boyutlarina gére ayarlanabilir 6zellikte olmalidir (Oktem, 2009). Her
cocugun fiziksel gelisimi farkli oldugundan donatilarin kisiye goére boyutlandirilabilmesi konforlu bir egitim
ortami i¢in oldukca dnemlidir.

Yiiksek oranda dikkat daginikligi olan &grenciler icin ii¢ tarafi kapali masalar kullanilabilmektedir.
Duyusal odalar, harekete uyum saglamak i¢in aktif oturma, puf koltuklar gibi yumusak oturma, dokulu yiizeyler
ve 151kl 6geler olmak tizere ¢ok ¢esitli unsurlar1 igermektedir (Balgik, 2019; NAC Architecture, 2021). Kullanilan
ekipman ve donatilar ¢ocuklarin konfor ve saglik kosullarini iyilestirecek nitelikte olmalidir.

Giivenlik

Tiim egitim yapilarinda oldugu gibi 6zel egitim yapilarinda da giivenlik son derece énemlidir. Yalnizca
dis mekanda degil i¢ mekanda da g¢ocuklarin giivenligi 6nem arz etmektedir. Okullarda 6grencilerin kendilerine
ya da arkadaslarina zarar vermelerine engel olacak diizenlemelerin yapilmasi ayn1 zamanda dig ortamdan gelecek
zararlarin da 6niine gegilmesi gerekmektedir. Otizmli bireyler genellikle degisen bir mekansal yonelim ve derinlik
duygusuna sahiptirler. Bu durum onlar1 yaralanmaya yatkin hale getirmektedir. Tiim bina sistemleri, malzeme
secimleri, ylizeyler, koruyucu ekipmanlar, mobilyalar vb. unsurlar otizmli bireylerin hassasiyetleri gbz oniinde
bulundurularak tasarlanmalidir (Mostafa, 2015; Oktem, 2009). Pencerelerde kullanilan camlar ogrencilerin
herhangi bir cisim atip kirma ihtimaline kars1 dayanikli olmalidir. Benzer sekilde pencereler diisme riski goz
oniinde bulundurularak vasistas (pencere ya da kapinin {ist yaninda bulunan agilir kapanir boliim) 6zellikli olmali
ve pencere kollar1 6grencilerin uzanamayacagi bir yiikseklikte yer almalidir.

Ozel egitim dgrencileri arasinda zorbalik gibi akran problemleri olabilmektedir. Bu nedenle ortak
alanlarin seffaf tasarimi egitmenler i¢in denetim kolaylig1 saglamaktadir. Ozel egitim okullarinda bazi 6grencilerin
okuldan kagma egilimi bulunmaktadir. Tasarim siirecinde giris ve ¢ikislarin dikkatli bir sekilde yerlestirilmesi
ogrencilerin okuldan kagma riskini en aza indirgemektedir. A¢ik alan tasariminda duyusal bahgelerin etrafinin gitle
cevrilmesi, smif kapilarina kilitli olsa bile zil gibi sesli uyaricilar takilmasi gerekmektedir. Ayni zamanda agik
alanlarin siniflarla dogrudan gorsel iletisiminin saglanmasi 6nemli bir giivenlik dnlemidir (McAllister & Sloan,
2016; Mostafa, 2015; Oktem, 2009; Vazquez & Torres, 2013) Ozel egitime ihtiya¢ duyan ¢ocuklarin dig etkenlere
kars1 giivenli bir ortamda egitilmelerinin yani sira psikolojik olarak da giivende hissetmelerini saglamak son derece
onemlidir. Ozellikle otizmli bireylerin hassasiyetleri dikkate alinarak i¢ mekanda kullanilan ve onlari rahatsiz
edecek her tiirlii unsur ortadan kaldirilmalidir.

Yontem

Otizmli bireylere yonelik 6zel egitim yapilarinda i¢ mekan tasarim yaklagimlarinin incelenmesi amaciyla
yapilan galisma nitel aragtirma yaklagimi ile tasarlanmigtir. Bu dogrultuda nitel veri toplamaya yo6nelik dokiiman
analizi yapilan ¢alisma ii¢ asamadan olusmaktadir (Sekil 1). Birinci asama veri toplama asamasi olup 6ncelikle
konuya iliskin teorik bilgi havuzunun olusturulmasi amaciyla ulusal\uluslararas: kiitiiphane ve tez veri tabanlari
taranmistir. Tarama yapilirken; 6zel egitim, 6zel egitim okulu, 6zel egitim derslikleri, otizm, otizm i¢in mimarlik,
kaynagtirma/biitiinlestirme vb. anahtar sozciikler kullanilmistir. Ozel egitime ihtiyag duyan bireylerin farkl
tanilarla smniflandirilmasi ve okullarin da ¢ogu zaman bu farkliliga gére sekillenmesi nedeniyle caligmaya bir
sinirlama getirmek agisindan otizmli bireylere hizmet eden okullar ¢aligmaya dahil edilmistir. Konuya iliskin
alaninda uzman aragtirmacilarin yapmis olduklari ¢aligmalar incelenmis ve otizmli bireylere yonelik tasarlanan
egitim mekanlarinda i¢ mekan tasarim parametreleri bu ¢aligmalardan derlenerek belirlenmistir. Bu parametreler;
mekansal organizasyon, sirkiilasyon alanlari, aydinlatma, akustik, renk, malzeme, ekipman/donat1 ve giivenlik
olmak tizere sekiz baslik altinda 6zetlenmistir. Teorik bilgilerin yan1 sira ¢alismada incelenecek olan egitim
yapilarinin tespit edilmesi amaciyla basili ve ¢evrimi¢i kaynaklardan yararlanilmistir. Dokiiman analizi ile
belirlenen 6rneklem grubu yurtdisinda bulunan, otizmli bireylere yonelik tasarlanmis ve plan, kesit, i¢ mekan
gorselleri vb. mekan Ozellikleri bakimindan en kapsamli bilgiye erisilmis bes adet 6zel egitim okulundan
olusmaktadir. Incelenen okullarin kiinye bilgileri Tablo 2’de yer almaktadir. Calismanin ikinci asamasinda
orneklem grubu olarak belirlenen okullar; mekansal organizasyon, sirkiilasyon alanlari, aydinlatma, akustik, renk,
malzeme, ekipman/donati ve giivenlik parametreleri 6zelinde degerlendirilmistir. Yapilan degerlendirmeler
sonucunda bu okullarin plan kurgulari da analiz edilerek 6rnek bir islev semasi olusturulmustur. Bulgular
sonucunda elde edilen veriler yorumlanmis ve otizme yonelik 6zel egitim yapilarinda i¢ mekan tasarim
yaklagimlart incelenen drnekler kapsaminda ortaya koyulmustur. Calismanin {iglincii ve son agsamasinda ise genel
bir degerlendirme yapilmis, ¢aligmanin sinirliliklar: ve konuya iligkin getirilen oneriler tartisiimistir.

Yanilmaz 2024, 25(2)



OTiZMLI BIREYLERE YONELIK OZEL EGITiM YAPILARINDA i¢ MEKAN TASARIM 162
YAKLASIMLARININ INCELENMESI

Sekil 1

Arastirma Tasarimi

Literatiir taramasi

Basih kaynaklar Makale Tez Elektronik
(Kitap, dergi, tez vb.) Ry kaynaklar

l Ozel egitim ve otizm || Ozel egitim yapilan

:

I¢ mekan tasanm parametrelerinin belirlenmesi

‘

Orneklem grubunun belirlenmesi

Bulgular
Orneklem grubunun Kimlik Okullann tasanim parametreleri
bilgilerinin agiklanmasi dogrultusunda incelenmesi

Islev semasinin olusturulmasi

.

Ozel egitim yapilar: i¢ mekan tasarim
yaklagimlarimn tablolagtinlmasi

Degerlendirme ve sonug

3 ‘

Elde edilen verilerin yorumlanmasi

Tablo 2
Orneklem Grubunu Olusturan Okullar
No Okulun adi Konumu Mimari Yapim yili
1 New Struan Autism Center Alloa, England Andrew Lester 2005
2 The Western School for Autism Laverton, Australia HEDE Architects 2010
3 Eden Autism Education and Outreach Center  New Jersey, ABD KSS Architects 2011
4 The Acland Burghley School London, England Christopher Beaver 2011
5 The Northern School Autism Gertz Avenue, Australia  HEDE Architects 2013
Bulgular

Orneklem grubu olarak belirlenen bes adet 6zel egitim okulu otizmli dgrencilere hizmet vermektedir.
Bunun yani sira tek ya da iki katli olmalar1 ve hepsinin bir kampiis igerisinde yer almasi da okullarin bir diger
ortak 6zelligidir. Bu okullar arasinda Ingiltere’de yer alan ve 2005 yilinda agilan New Struan Otizm Merkezi, kiz1
otizmli olan mimar Andrew Lester tarafindan tasarlanmistir. T seklinde bir plana sahip olan yapida; yedi derslik,
bir¢ok duyusal oda, sigrama alani, kiitiiphane, erken 6grenme merkezi, personel odasi, yemekhane ve terapistler
i¢cin bir alan bulunmaktadir (Sekil 2). Otizmli bireylerin 1518a duyarliligi ve floresan 1s181yla aydinlatilan
ortamlarda duyduklari rahatsizlik nedeniyle giin 15181 kullanimi olduk¢a 6nemsenmistir. Binanin mart1 kanadi
seklindeki catist dogal 15181n i¢ mekéna maksimum oranda alabilmesi i¢in gelistirilmistir. Koridor boyunca
uzanan ¢ati genis bir atriyum (Binanin merkezinde yer alan g¢atisi camla kapli alan) olusturmaktadir. Atriyumun
her iki tarafinda da tavandan tabana kadar pencerelere sahip yedi adet derslik yer almaktadir. Dersliklerden
bahgeye acilan kapilar renklerle kodlanmis ve dgrencilere hangi siifa doneceklerine dair ipuclar1 verilmistir.
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Sekil 2

New Struan Autism Center Plan Semasti

__ Giin1s1gindan

7 maksimum diizeyde

#l faydalanmay:
saglayan cam cephe
ve renklerle kodlanan
bahge kapilar

Cat1 pencereleriyle
aydinlatilmis
sirkiilasyon alani
malzeme, renk segimi
ve plan organizasyonu
ile sade ve okunabilir
bir diizene sahip.

7\
-
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Sekil 3
New Struan Autism Center I¢ Mekdn Gorselleri (Aitken-Turnbull, 2022)

s ¢’ itf

Sirkillasyon alani Derslik Yemekhane

New Struan Otizm Merkezi’nde malzeme ve renk se¢imi incelendiginde oldukg¢a sade ve karmasadan
uzak bir tasarim yaklasimi benimsendigi goériilmektedir. Zeminde ve duvarlarda otizmli bireylerin takint1 haline
getirebilecegi desenlerden kaginarak diiz yiizeyler kullanilmistir. Bununla birlikte Sekil 3’te goriildiigi tizere
koridorlarda olusturulan nislerin zemininde farkli bir renk tercih edilerek bu alanin sirkiilasyon hattindan ayrilmasi
ve farkli bir eylem alani olarak sinirlarinin belirlenmesi saglanmistir. Benzer bir uygulama dersliklerde 6gretmen
masast ile Ogrencilere ait alanin ayrilmasi igin kullanilmistir. Dersliklerin zeminlerinde kullanilan bu gibi
farkliliklar 6grencilerin bulunmalari gereken sinirlar1 daha net kavramalarina yardimei olmaktadir.

Avustralya'nin Laverton kentinde yer alan Western Otizm Okulu, oybirligiyle alinan bir jiiri karartyla “en
iyi yeni okul” dalinda 2011 CEFPI (Council of Educational Facility Planners International [Uluslararas: Egitim
Tesisi Planlamacilar1 Konseyi]) Odiiliinii kazanmustir. Agik oyun ve spor alanlar1 bulunan genis bir kampiis
igerisindeki okulda derslikler ve yonetim ofislerinin yani sira 6zel egitim 6gretmenlerinin egitim aldig1 bir 6gretim
enstitiisii de bulunmaktadir. Yonetim ofisleri ve dgretim enstitiisiiniin bulundugu merkezi bloga baglanan ¢okgen
formlu li¢ ayr1 blokta ve her birinde sekiz adet olmak iizere derslikler yer almaktadir. Merkezi bir ortak alana agilan
her derslikte 6grenme alani, depo, mutfak ve bireysel oda bulunmaktadir (Sekil 4).
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Sekil 4
The Western School for Autism Mekdn Kurgusu

Dersliklerde ve koridorlarda kirmizi, mavi, yesil, pembe gibi birgok rengin bir arada kullanildig1
goriilmektedir. Renkler hem zeminde eylem alanlarini sinirlamak hem de duvarlarda dersliklerin kapilarini 6n
plana ¢ikarmak i¢in kullanilmistir. Benzer sekilde renk temali koridorlar okulun farkli alanlarinda 6grencilere
rehberlik etmektedir (Sekil 5). Koridorlar bir tarafi tamamen cam olan duvarlar araciligiyla giin 1s1gindan
faydalanmaktadir. Dersliklerin agildigi ortak alanda ise tavana yakin yatay pencereler ile dogal aydinlatma
saglanmistir. Ayn1 zamanda duvarlarda bolgesel yapay aydinlatma armatiirleri kullanilmistir.

Sekil 5
The Western School for Autism Sirkiilasyon Alanlari (HEDE Architects, 2023)

Sirkiilasyon alani

Amerika’da, KSS mimarlik ofisi tarafindan tasarlanan Eden Otizm Egitim ve Sosyal Yardim Merkezi,
satig ofisleri, restoranlar vb. sosyal alanlarin da bulundugu karma kullanimli bir kompleks i¢inde yer almaktadir.
U seklinde tasarlanan bina, 6grencilerin kesif yapma ve dgrenmelerine katki sunacak genis bir avlu etrafinda
diizenlenmistir ve plan boyunca bir cephesi avluya bakan agik bir sirkiilasyon hatti1 bulunmaktadir (Sekil 6). Okul
biinyesindeki halka agik bir markette ¢alisma imkéani bulan otizmli 6grencilerin satis yapma ve halkla etkilegim
konusunda deneyim kazanmalar1 saglanmaktadir.
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Sekil 6
Eden Autism Education and Outreach Center Mekan Kurgusu

0%

Sy
[/ N
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Duvar pencereleriyle aydmlatlan
sirkiilasyon alanlannda beyaz ve yesil
renk kullanimi hakim. Derslik
kapilarinin oldugu hizada zemin rengi
farklhilagtirilarak yonlendirme

Spor ve aktivite alant saglanmis. ‘- Sirkiilasyon alan

Sirkiilasyon alan1 ve derslikler dogal 15181 maksimum diizeyde kullanabilmek i¢in yerden tavana kadar
camla kaplanmistir. Koridor zeminlerinde beyaz renk kullanilmis olup 6grencilerin y6n bulmalarini desteklemek
amaciyla dersliklerin girisleri gri renkli karolarla isaretlenmistir (Sekil 7). Sirkiilasyon boyunca duvarlarm bir
kisminda yesil renk kullanimi goriilmektedir. Derslik zeminlerinde gri, duvarlarda ise agik mavi tonlar
kullanilmistir. Derslikler tek bir koridor boyunca siralanmakta ve her biri kendi igerisinde bireysel terapi odalari
barindirmaktadir. Ortak alanlardan bireysellestirilmis alanlara gecisi saglayan bu siralama, daha yiiksek duyusal
alanlardan daha diisiik duyusal alanlara dogru kademeli bir gecis saglamaktadir (Sekil 8). Tasarimeilar dolayl
dogal 151k, akustik 6zellikli malzemeler ve notr renkler kullanarak dikkat dagitict unsurlar1 ortadan kaldirmay:
hedeflemislerdir.

Sekil 7

Sirkiilasyon alani Girig-bekleme alani
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Sekil 8
Duyusal Alan Semas (Yates, 2016)

Uyaric diizey organizasyonu

[—

Diisiik Orta Yiksek

Ingiltere’deki The Acland Burghley Okulu, otizmli bireylerin duyusal hassasiyetlerine gére uyarlanmak
iizere tasarlanmigtir. Buna gore okulda uzun koridorlar olmadan, 6grencilerin bireysel ya da grup olarak vakit
gecirmelerini saglayan oturma alanlariyla ayni zamanda eylem alanlarina giden yolu bulmayi kolaylastiracak iyi
bir yerlesim planinin gelistirilmesi, sert koselerin ortadan kaldirilmasi, yogun renklerden kagmilmasi ve i¢
mekanda ndtr renk kullanimi gibi tasarim yaklagimlari ele alimmistir (Sekil 9).

Sekil 9
The Acland Burghley School Mekan Kurgusu

<IN

Sosyal alan

S ——— O
PV

PTLL LR

Kat plant Sirkiilasyon alant

Her smifin igerisinde 6zel terapi odasi bulunmaktadir. Mekansal diizenleme ve dersliklerin biiytikligii
hem grup hem de bireysel derslerin yani sira bos zaman etkinliklerine de olanak tanimaktadir. Dersliklerde ayn
zamanda bir duyusal oda bulunmaktadir. Burada otizmli ¢ocuklara ses, 151k ve koku uyaranlariyla ¢evreyle iletisim
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kurma ve duyulart uyararak islevsel becerileri arttirma yetisi kazandirilmaktadir. Bu odalara sinif disindan da
erisim saglanabilmektedir. Sirkiilasyon alanlarinda ¢ocuklarin bireysel olarak cekilip sakinlesebilecekleri cepler
olusturulmustur. Koridor, giiriiltiilii ve sessiz bolge arasinda tampon gorevi goérmektedir. Hem sirkiilasyon
alanlarinda hem de mobilya tasarimlarinda giivenlik agisindan dik agilardan kaginilmistir (Sekil 10).

Kullanilan renkler mekanlarin kimliginin kolayca belirlenebilir olmasini saglamak {izere se¢ilmistir. Buna
gore smiflar gri, grup aktivite alanlar1 bej ve koridorlar beyaz renktedir. Zemin notr gri renkte hali ile kaplanmstir.
Parlamaya neden olmayan mat dokular ve yankiy1 ortadan kaldiran ses emici malzemeler kullanilmistir. Titresen
floresan 151k kullanimindan kagmilmistir. Koridor, tuvaletler ve duyusal odalar yalnizca yapay 1sikla
aydmlatilmistir. Genel aydinlatmaya ek olarak bolgesel aydinlatmalar da kullanilmistir. Siniflarda, 6grenme
alanlarinda ve koridorlarda aydinlatma tek ve merkezi olarak konumlandirilmistir. Duyusal odalarda ise duyulari
uyarmak ve ¢ocugun algisini gelistirmek i¢in degisken aydinlatma kullanimi goriilmektedir. Ortak alanlardaki
kapilar yarim daire seklinde ve kismen cam bir duvar olacak sekilde tasarlanmistir. Terapi odalarinda da 6gretmen
veya ebeveynlerin 6grenciyi rahatsiz etmeden gozlemleyebilmesi icin cam duvarlar kullanilmistir.

Sekil 10
The Acland Burghley School I¢ Mekdn Gérselleri (GA Architects, 2023)

Sirkiilasyon alam Derslik Oturma elemani

Sekil 11
The Northern Autism School

R & 3

| i

Vaziyet plani

Giiney-bati goriiniisii

Calisma kapsaminda incelenen bir diger 6zel egitim yapist Avustralya’da yer alan The Northern Otizm
Okulu’dur. Okul, 2013 CEFPI Regional Award (Bélgesel Odiil) ve 2013 CEFPI Educational Facilities Award (Egitim
Tesisleri Odiilii) odiillerinin sahibidir. Ogrenme alanlar1 merkezi bir avlu etrafinda gruplandirilmis ve tiim &grenme
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alanlarina dogrudan erisim saglanmistir. I¢ mekana kuzey giinesinin girmesine izin vermek igin ¢at1 seviyesinde kot
farklar1 olusturulmustur (Sekil 11).

Sekil 12
The Northern Autism School, Dersliklerin Organizasyonu

g

. Ana Ofrenme

alam

Bireysel

Ogrenme alam

Dig mekan

Sgrenme alam

4. Ortilil alan

5. Agk oyun
alam

6. Swrkilasyon
alam

7. Agik alana

bagimsaz qikis

(&}

-

Giivenli agik oyun alanlari, sakinlestirici alanlar, gii¢lii ve kavisli ana sirkiilasyon hatti, dikkat dagitict
unsurlart azaltmak i¢in interaktif olmayan, dogal aydinlatmali ve kontrollii kiigiik 6grenme alanlar1 okulun genel
tasarim yaklasimini ifade etmektedir. Her derslik igerisinde ortak bir 6grenme alan1 ve depolama odasinin yan
sira bir ya da iki 6grenci kapasiteli sessiz bir 6grenme odasi da bulunmaktadir. Ayni zamanda her derslige 6zel bir
acik 6grenme alant da mevcuttur. Dersliklerde mavi, beyaz ve gri renk kullanilmistir (Sekil 12). Sirkiilasyon
alanlar1 hem avluya agilan yatay duvar pencereleriyle hem de catiya yakin pencerelerle dogal 1siktan
faydalanmaktadir. Koridor zeminlerinde derslik kapilarinin oldugu hizada farkli bir renk kullanilarak &grenciler
i¢in yonlendirme saglanmistir.

Sekil 13

Otizmlilere Yonelik Ozel Egitim Yapilar: Islev Semast

8-

Ortak alan
(Servis mekanlari,
yemekhane, etkinlik,
y spor salonu vb.)

Duyusal
" oda

Acik oyun alanlari

Duyusa
= oda

Diisiik yogunluklu Orta yogunluklu Yiiksek yogunluklu
duyusal alan duyusal alan duyusal alan
° , °
A ] £ wia Qe B h 2l

Not: Yazar tarafindan olusturulmustur.
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Genel olarak incelenen egitim yapilarinin otizmli bireylerin de akranlartyla aymi fiziksel sartlarda
egitilmeleri ve sosyal hayata katilmalar1 konusunda destekleyici bir yaklasimla tasarlandig1 goriilmektedir. Ozel
egitim Ogrencilerinin fiziksel temelli gereksinimlerinin karsilanmasi egitimlerinin 6nemli bir parcasidir. Bu
sebeple cevresel ve mimari tasarimdan i¢ mekan tasarimina kadar her detayin kullanici 6zelinde degerlendirilmesi
ve sekillendirilmesi gerekmektedir. Calisma kapsaminda degerlendirilen okullarin analizleri sonucunda &zel
egitim yapilarina yonelik bir islev semasi olusturulmustur (Sekil 13). Bu semada otizmli bireyler i¢in 6nemli olan
mekanlar aras1 kademeli duyusal gecisler 6n plana ¢ikmaktadir.

Ozel gereksinimi olan bireylerin ihtiyag ve talepleri dogrultusunda ve onlara 6zgii tasarlanan mekanlar,
bu bireylerin bilissel ve bedensel gelisimlerine dnemli katkilar sunmaktadir. Ozel gereksinim ihtiyac1 olan bireyler
arasinda onemli bir orana sahip olan otizmli bireylere yonelik tasarlanan egitim yapilarinda i¢ mekén tasarim
yaklagimlarin1 konu edinen calismada, konuya iligkin belirlenen 6rneklem grubu perspektifinde irdelemeler
yapilmistir. Literatiir taramasiyla belirlenen parametreler dogrultusunda incelenen egitim yapilarindan elde edilen
verilere gore otizmlilere yonelik okullarda i¢ mekéan tasarim yaklagimlari Tablo 3’te 6zetlenmistir.

Tablo 3

Otizmli Bireylere Yénelik Tasarlanan Egitim Yapilarinda I¢ Mekan Tasarim Yaklasimlar:

Tasarim

parametreleri Ozel egitim okullar i¢ mekanlarinda uygulanmasi

Grup alanlarindan bireysel alanlara dogru kademeli bir gecis saglanmaktadir.

Mekanlar aras1 sert ayrimlar yerine yumusak gecisler uygulanmaktadir.

Mekanlar yiiksek, orta ve diisiik olacak sekilde duyusal uyarim seviyelerine gére kademelendirilmektedir.
Mekéansal Otizmli ¢ocuklarin gereksinimlerine bagli olarak farkli biiyiiklikte 6grenme ve aktivite alanlari

organizasyon olusturulmaktadir.
Dersliklerin agik oyun ve eylem alanlariyla dogrudan iligkisi bulunmaktadir.
Otizmli 6grencilere kolaylik saglamasi agisindan sade, yalin ve diizenli bir plan organizasyonu gerekli
goriilmektedir.

Genellikle bir cephesi pencereler araciligryla, bunun miimkiin olmadig1 durumlarda ise ¢at1 pencereleriyle
dogal yoldan aydinlatilmaktadir.

Renk unsuru yonlendirme saglamak amaciyla sik¢a kullanilmaktadir.

Yalnizca gegis mekani olarak degil oturma, oyun oynama gibi farkli eylemler i¢in de kullanilmaktadir.

Dik agilar yerine yuvarlatilmis koseler tercih edilmektedir.

Sirkiilasyon
alanlar1

Dogal aydinlatma etkinligini arttirmaya yonelik stratejiler gelistirilmektedir.
Cat1 penceresi kullanimina sikga rastlanmaktadir.

Yapay aydinlatma araci olarak floresan 1siklardan kagimilmaktadir.

Duyusal odalarda yapay aydinlatmanin diizeyi degiskenlik gostermektedir.

Aydimlatma

Yank1y1 dnleyen, ses emici 6zellikte malzemeler kullanilmaktadir.

Akustik Dersliklerde 6grencilerin ihtiyag duymalart halinde kullanabilecekleri sessiz odalar bulunmaktadir.

Renk hem sirkiilasyon alanlarinda hem de dersliklerde yonlendirme, sinirlama ve alan belirleme
amaglartyla sik¢a kullanilmaktadir.

Derslik kapilarinda, koridorlarda derslik kapilarinin bulundugu zemin aksinda farkli renkler kullanilarak
ogrencilere yonlendirici isaretler verilmektedir.

Otizmli 6grencileri sakinlestirmeye yonelik zemin, duvar ve mobilyalarda mavi, yesil, beyaz, gri, bej gibi
rahatlatict ve notr tonlar tercih edilmektedir.

Renk

Genellikle parlak malzemelerden kaginilmaktadir.
Malzeme Leke tutmayan ve kolay temizlenebilir malzemeler kullanilmaktadir.
Yiizeylerde cocuklar agisindan saplantiy1 tetikleyecek herhangi bir desen kullanilmamaktadir.

Bireysel ya da grup ¢aligmalart igin farkli diizenlemelere uyum saglayacak mobilyalar kullanilmaktadir.

E(I;lpman ve Mobilyalar basit ve sade bir tasarima sahiptir.
onatt Dersliklerde depolama iiniteleri ya da odalar1 bulunmaktadir.
Okullarin tek katli ya da maksimum iki katli olmasina 6zen gosterilmektedir.
Giivenlik Yapi elemanlarinda ve donatilarda sivri kdselerden kaginilmakta, yuvarlak koseler tercih edilmektedir.

Genellikle binanin merkezinde, gorsel iletisime imkan saglayan gilivenli agik oyun alanlar
tasarlanmaktadir.

Tabloda verilen bilgilere ek olarak incelenen 6zel egitim yapilarinin yeniden islevlendirilmis degil, bu
amaca yonelik tasarlanmis binalar oldugu tespit edilmistir. Bu yapilarin heniiz tasarim asamasinda islevinin
belirlenmesi ve hizmet edecegi isleve gore insa edilmesi ile kullanici gereksinimlerine yeterli dlgiide cevap
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verilebilmektedir. Karmasadan uzak, islevsel ve yalin, 6grencilerin 6zel gereksinimlerini 6nciil tasarim yaklagimi
olarak benimseyen bu okullar 6zel egitim yapilarinin tagimasi gereken niteliklere iliskin genel bir bakis
sunmaktadir.

Tartisma

Ozel egitim yapilar1 ic mekan tasarim yaklasimlarina iliskin genel bir bakis sunan calismada, incelenen
okullarin s6z konusu yap1 gruplar icerisinde tasarimcilara drnek teskil edecek fiziksel donanima sahip olduklari
ortaya koyulmusgtur. Yurtdisindaki egitim yapilarinin fiziksel olanaklari ile kiyaslandiginda, iilkemizdeki okullarda
yapilmasi gereken bir¢ok diizenlemenin oldugu goriilmektedir. Daha 6nce yapilmis galigmalarda da ortaya
koyuldugu gibi iilkemizdeki 6zel egitim yapilarinin mekan kalitesi agisindan yeterli diizeyde olmadig1 ve bu
alandaki boslugun giderilmesi gerektigi ¢ok agiktir. Yapilan ¢alismalarin (Calikoglu vd., 2023; Giiller, 2014;
Irtenk, 2011) sonucuna gére; birgok okulda mekan boyutlar1 esnek kullanima imkan tanimamakta, kullanilan renk
ve dokular kargasaya neden olmakta ve yeterli akustik diizenlemeler yapilmamaktadir. Incelenen yurtdist
orneklerinde ise 6zel gereksinimli bireylerin fizyolojik ve psikolojik ihtiyaclarinin g6z ardi edilmeksizin ¢ok
kapsamli bir tasarim yaklasimi gelistirildigi goriilmektedir. Tiirkiye’deki 6zel egitim yapilarinin ¢gogunlugu, farkl
amagclarla insa edilmis ve islev degisikligi ile 6zel egitim yapisina doniistiiriilmiistiir. Dolayistyla temel amaci 6zel
gereksinimli bireylere hizmet etmek olmayan binalarin fiziksel mekan olanaklari, saglikli bir egitim i¢in yetersiz
kalmaktadir. Ulkemizde 6zel egitime ihtiyag duyan otizmli bireylerin sayis1 azimsanmayacak diizeydedir. Bu
bireylere egitim olanaklari saglanmasi1 konusundaki talebin karsilanmasi i¢in fiziksel mekan ihtiyact dogmaktadir.
Bu ihtiyact karsilamaya yonelik akla ilk gelen alanlar atil durumda, kullanilmayan ya da farkli bir islevden
doniistiiriilen binalar olmamalidir. Her birey gibi 6zel gereksinimli bireylerin de kendi ihtiyaglar1 dogrultusunda
bigimlendirilmis mekanlarda egitilme hakki bulunmaktadir. Oyle ki otizmli bireylerin sosyal hayata katilimlarini
saglayan, onlar1 hayata hazirlayarak topluma kazandirilmalarmi destekleyen bu egitim yapilarinin dogru
planlanmus, nitelikli ve kullanici dostu olacak sekilde tasarlanmasi son derece dnemlidir. Yapilan galigma ile,
tilkemizde insa edilecek 6zel egitim yapilart i¢ mekanlarinda alinacak tasarim kararlarina iligkin bir farkindalik
olugturulmasi hedeflenmistir. Diinya genelinde oldugu gibi Tiirkiye’de de nitelikli ve kullanicinin ihtiyaglarini
onemseyen egitim ortamlarinin gelistirilmesi beklenmektedir.

Bu ¢aligmadan elde edilen veriler, literatiirde erisilebilen ve yalnizca otizmli bireylere yonelik tasarlanan
egitim yapilariyla sinirlidir. Bu ¢alismaya ek olarak gelecekte yapilacak arastirmalarda, 6zel egitime ihtiya¢ duyan
diger tanili bireyler i¢in inga edilen egitim yapilar1 da fiziksel mekéan kosullari agisindan incelenebilir. Benzer
sekilde yurti¢indeki 6zel egitim yapilart mekan 6zellikleri baglaminda derinlemesine arastirilabilir ve bu okullarin
fiziksel/biligsel temelli gereksinimleri ne dlgiide karsiladigi tespit edilerek gerekli iyilestirmelerin yapilmasina
yonelik oneriler gelistirilebilir. Bu kapsamda 6zel egitim yapilarinda gérev yapan egitmenlerle mekan kosullarina
iliskin goriigmeler yapilmasinin meveut durumun analizi ve yapilacak iyilestirmelerin ihtiyaca yonelik olmasi
acisindan yararli olacagi diistiniilmektedir. Ayrica tilkemizdeki 6zel egitim yapilarinin tasarim ve insasi siirecinde
alaninda uzman akademisyen goriislerine yer verilmesi ve siirecin is birligi icerisinde yiriitilmesi 6nerilmektedir.
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Abstract

Introduction: Special education building allow each child to be educated within the framework of the principle
of equal opportunity. This study aims to examine the interior design approaches applied in education schools for
autism and to provide an overview of the special education buildings to be built in Tiirkiye.

Method: The study has been designed with a qualitative research method and a document review has been
conducted to determine the sample group. The sample group consists of five special education schools located
abroad, where the most comprehensive information was accessed in terms of spatial characteristics such as plans,
sections, interior visuals, etc. The interior design approaches of these schools have been examined in terms of 8
parameters, namely spatial organization, circulation areas, lighting, acoustics, color, material,
equipment/reinforcement and security.

Findings: All of the schools determined as the sample group have been arranged in a campus and as a single or
two storey. The most important emphasis in schools is on gradual smooth transitions between spaces, with different
sensory levels (low, medium, high). In addition, in these schools, individual learning areas have been created as
well as arrangements that allow group work in terms of the changing sensory needs of students.

Discussion: As a result of the examination of the sample group, it has been determined that especially the space
organization, lighting, color, material and acoustic design are extremely important in schools for autistic people.
Specially designed schools also support the healthy development of students with autism.

Keywords: Special education, special education building, special education classrooms, interior design,
architecture for autism.
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Introduction

Space, which initially emerged with the function of meeting the housing needs of individuals, has become
a social communication tool that supports the establishment of social relations over time. Spaces have the potential
to provide different experiences to the user with their qualitative and quantitative features. Therefore, the space,
which should be shaped according to the physical and psychosocial needs of the user group it serves, creates a
feeling of physical and mental discomfort in individuals when it is arranged without considering these issues
(irtenk, 2011; McAllister & Sloan, 2016). In this context, educational structures, which are among the building
groups in which the most time is spent during life, have an extremely important effect on the cognitive and social
development of individuals.

Education is evaluated as “all of the work done within or outside an institution in order to develop the
mind, body, emotional abilities and behaviors of people in order to gain a place in the society or to gain new
abilities, behaviors and knowledge for a certain purpose” (Kol, 2003, p. 8). Education, which equips people
socially, politically, economically and individually and continues throughout life, with or without a plan, has
started with the history of humanity and provided the development of human beings from primitive life to today's
modern life. The education starting with human birth continues until her/his death and adapts to the changes
brought by her/his age (Ulusoy & Arslan, 2006).

Experiencing problems in adaptation to the normal education process due to the physical, cognitive and
sensory differences observed among individuals has created the need for special education. With the expansion of
the scope of human rights, the necessity of including individuals with special needs in daily life and adapting them
to the norms and behaviors of the society they live in has come to the fore (Batu & Kircaali-iftar, 2011; Sucuoglu,
2009). Similarly, in order for individuals who have difficulty in continuing the education process in the same
physical environment with their peers, special education structures are necessary for them to continue their
education. Therefore, in order for each individual to have equal education rights and to eliminate differences from
being a disadvantage, special education structures should be qualified to meet all kinds of physical and cognitive
needs of children with special needs.

Participation of children receiving special education in society and being a part of social life are supported
by their physical environment. Educational buildings, which are the first places they participate in life, are among
the most important building groups that contribute to this (Pouya & Bayindir, 2021). In this sense, it is important
that special education schools are accessible, safe, have high comfort conditions and support development for
individuals from all physical or cognitive disability groups. The ability of a physical space to meet the needs of
every individual is explained by the concept of universal design. It is accepted that the space, equipment or object
that can be easily used/perceived by everyone, regardless of the skills or limitations of the individuals, is universal.
Universal design produces solutions that can be used by as many people as possible, including disabled, non-
disabled, elderly, children, women, men, in a common way and without the need for help, and aims to reach
everyone (Hacihasanoglu, 2003; Preiser & Ostroff, 2001). Therefore, in special education buildings, physical space
conditions should be adapted to all students, regardless of the disability group of the users.

Within the scope of the study, the national/international literature on the physical design of special
education buildings has been scanned and in order to determine the situation in our country, the approaches of the
studies in the literature to the subject have been examined. In this context, Giiller's (2014) doctoral dissertation
titled "The Effect of Color in Rehabilitation Spaces on the Education of Mentally Disabled Children™ aimed to
determine whether the use of color in special education spaces affects the concentration of mentally handicapped
children in the lesson, with an experimental study. For this purpose, systematic observation and a questionnaire
study have been conducted with the students in the school determined for the field work. Similarly, in the article
of Calikoglu et al. (2023) titled "Undesigned Architectures! Special Education Practice and/or Vocational Schools
in Tirkiye", it has been aimed to evaluate the special education schools in the country from an architectural point
of view and to present a general profile. In this direction, a field work has been conducted in 22 special education
schools in different provinces with the 65-item "Architectural Competence Observation Form for Special
Education" created in the context of security, independence and sociability. In Irtenk’s (2011) master's thesis titled
"Examination of Special Education and Rehabilitation Centers for Children with Autism in terms of Architectural
Design", the design criteria of special education buildings compiled from both the world and Tiirkiye were
examined. In these studies, it has been determined that the physical space conditions of the special education
buildings in our country are insufficient in terms of many parameters such as equipment, space organization,
building facilities, close environment relationship, etc.
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There are important studies on special education practices around the world. Especially in the European
Union (EU) member countries, educational approaches are adopted that allow individuals with special needs to be
integrated into society within the framework of the principle of equal opportunity instead of traditional methods.
In almost all EU countries, special education services start at pre-school age (Vuran & Yiicesoy, 2003). In Tiirkiye,
one of the candidate countries for EU membership, there are various studies aimed at catching up with EU
standards. Although steps have been taken over the years, such as the opening of new centers to improve the social
rights of individuals with special needs, the opportunity for homeschooling, and the expansion of integration
activities, with the legal regulations made over the years, it is seen that the physical space setup of special education
schools cannot go beyond the standards specified in the regulations (Oztiirk, 2021). Based on this study, it is aimed
to examine the interior design approaches applied in special education schools in the perspective of examples
abroad. When the previous studies on special education structures are examined, it is revealed that the space
designs of special education schools in our country are inadequate in terms of some parameters. Due to this reason,
this study has been shaped specifically for schools located abroad and meeting the physical space parameters.

Special Education Buildings for Individuals with Autism

The physical spaces where they learn have an active role in shaping the experiences and mental states of
all children. It is extremely important that children with special needs, who are in a disadvantaged position
compared to their normally developing peers, continue their education in different environments shaped according
to their physical and cognitive needs so that they can continue their lives as independent individuals. While some
of the children with special needs continue their education in regular classes, some of them are educated in special
class, day or boarding schools. As stated in the literature (Kircaali-Iftar, 1998; Sucuoglu & Kargin, 2008), the main
goal both in the world and in our country is to ensure that children with special needs receive education together
with their peers and in the same environment. The education of these children in normal education institutions and
together with their peers has important contributions in terms of both their development and adaptation to life.
However, this is not always possible depending on the type of special need. Special education schools are needed
in cases where it is not possible for special education students to receive education together with their normally
developing peers. In this context, it is necessary to design schools with physical conditions that will facilitate their
adaptation to life, establish social relations and support their development for children who grow up in an
environment adapted to their needs (Abend, 2001).

According to Taylor (2009), students are not open to learning in every environment, regardless of the
spatial context. For this reason, it describes the learning environment as a "silent curriculum" as it may affect the
educational results in a positive or negative way (Taylor, 2009, p. 134). At the same time, he argues that designers
and trainers should see the educational environment as an active player in the learning process, which should
respond to the specific needs of users. Therefore, it is possible to say that educational spaces have extremely
important contributions to the academic success and individual development of students.

Physical and cognitive differences of individuals should be taken into consideration in special education
buildings, and space design should be done by determining the needs in this direction. While all students have
individual needs regarding their learning environments, students with autism spectrum disorders have been
reported to have spatial and sensory needs that are not often addressed in learning spaces (Yates, 2016). The
sensory problems of individuals with autism constitute a major obstacle in the learning and development process
(Pomana, 2015). Studies conducted on this issue (Mostafa, 2008; Mostafa, 2015; Paron-Wildes, 2013) reveal that
low stimulating environments play an important role in maintaining attention and concentration levels. In the light
of the information obtained from the literature review conducted within the scope of the study, some design
parameters have been determined for the education spaces designed for individuals with autism.These parameters
are listed in Table 1 and each parameter is explained.
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Table 1
Interior Design Parameters in Special Education Schools for Individuals with Autism
Spatial organization  (Mostafa, 2015; Oktem, 2009; Pomana, 2015)
Circulation areas (McAllister & Sloan, 2016; Mostafa, 2015; Oktem, 2009)
(Education Funding Agency, 2014; NAC Architecture, 2021; Oktem, 2009; Sanchez et

Lighting al., 2011)
Interior Acoustic (Abend, 201; Mostafa, 2015; NAC Architecture, 2021; Oktem, 2009; Sanchez et al.,
design 2011; Vazquez & Serrano, 2013)
parameters Color (Abend, 2001; NAC Architecture, 2021; Oktem, 2009)
Material (NAC Architecture, 2021; Oktem, 2009)
Eq“]lmftztrgnd (NAC Architecture, 2021; Oktem, 2009)
Safety (McAllister & Sloan, 2016; Mostafa, 2015; Oktem, 2009; Vazquez & Torres, 2013)

Spatial Organization

Space organization and general planning principles vary depending on the special situations and needs of
the students served in special education buildings. In this context, the relationship between the spaces in the needs
program, the order of each piece of space, zoning organized according to functional need, etc. should be shaped in
line with the needs of individuals with autism.

Individuals with autism need a transition between spaces that will align their daily routines. A smooth
transition from one area to another should be established, which follows the daily schedule of these users and
allows as uninterrupted flow as possible. Grouping similar need areas together is important for individuals with
autism to perceive the space. In addition, areas with similar sensory stimulation levels should be grouped as high,
medium and low, and soft transition areas that follow the daily routine should be created between these regions
(Mostafa, 2015; Pomana, 2015).

Some individuals with autism may be afraid of large spaces and may need to retreat to a smaller space.
Others may not feel comfortable in a closed and small space. Therefore, it is important to organize large and small
areas separately for these children and thus to design different areas specific to each need (Oktem, 2009). Similarly,
single-functional zones should be created for individual activities and fewer users. These zones reduce the sensory
fields and social input to the minimum necessary for the autistic user to perform his actions. These areas can be
surrounded by walls and their boundaries can be clearly defined, or they can be located in a medium level border
with furniture, level differences, color, pattern, etc. (Mostafa, 2015).

Every physical space designed for individuals with autism should be very simple, clear and
understandable. An individual with autism who has difficulty interpreting their environment may become anxious
and distressed. This is a factor that will negatively affect the learning process. A clear order and predictable plan
between spaces helps children use the building without getting confused or overstimulated. A place that is simple
and free of details allows the autistic individual to calm down and achieve the necessary concentration. Calmness
and simplicity should be ensured not only in the plan plane but also in interior surfaces and material selection
(Mostafa, 2008; Oktem, 2009; Sanchez et al., 2011).

Circulation Areas

Circulation areas are extremely important pieces of space in building design in terms of the relationship
of spaces with each other and influencing user perception. Ching (2007) defines the line that connects the spaces
from the outside of the building to the inside, indicating the axis of movement of the user between the spaces, as
the circulation area. The circulation areas, which play an important role in the reading of the building setup, are
one of the areas that should be carefully designed as they are also guiding in the educational buildings. As in all
educational buildings, circulation networks should not only be areas that pass from one place to another in special
education buildings. In special education schools, it is important to create transition areas that make students feel
like they have moved to another place and prepare them for another activity. Circulation areas should also be used
as places for playing games, reading books, resting and socializing. It should not be forgotten that these areas and
the activities carried out here are also a part of the education process.

Circulation areas are spaces that help individuals with autism avoid sudden changes in the transition from
one activity or one sensory level to another and provide a smooth transition between these areas (Mostafa, 2015).
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These areas should be practical, useful, large enough, multifunctional and allow effective use. There is a risk of
distracting children if not designed carefully. Due to the perception difficulties of individuals with autism, it is
very important to illuminate the corridors well. Natural light should be taken in where possible with skylights or
wall windows. It is preferred that the schools are single-storey, but if they are multi-storey, spiral staircases should
not be used in the vertical circulation line. The narrow part of the steps on the spiral staircase is dangerous for
children who need to hold on to the handrails (McAllister & Sloan, 2016; Oktem, 2009).

Circulation spaces are part of the learning process for special education students trying to develop their
independence skills. Children may need different types of support during their circulation between spaces.
Direction finding techniques should be developed for students with autism through signs, symbols, color, sound,
reference objects, etc (Goldsmith, 1976). In this sense, color selection is an important design element that will
support finding direction in circulation areas.

Lighting

As in all educational buildings, the use of daylight is very important in special education buildings. The
intense level of daylight indoors is generally beneficial but it does not give the same effect for every individual.
Lighting design in schools designed for individuals with autism should be handled more carefully considering the
effect of light quality on users. According to Oktem (2009), children with autism may react differently to the
intensity of light coming into the building. A person with visual difficulties may have difficulty in a poorly lit
environment, while for someone with more sensory problems, the brightness and gritter that will disturb their eyes
can create a feeling of fear and discomfort. In addition, sharp transitions from light to shadow cause discomfort
for individuals who have problems with sensory integration (Oktem, 2009). Therefore, an optimized daylight
distribution will help individuals with autism be more comfortable.

In wall windows, the light level is intense near the window and decreases as it moves away from the
window. In the ceiling windows, on the other hand, due to the more homogeneous distribution of the incoming
light, it is ensured that the spaces are illuminated evenly. With the right combination of wall windows and
skylights, deep and uniform daylight distribution is possible (Boubekri, 2007). Skylights are more preferred in
spaces designed for individuals with autism. Roof windows not only provide an even distribution of light, but also
prevent distracting visual elements and helps increase children's concentration levels (Education Funding Agency,
2014; NAC Architecture, 2021; Oktem, 2009). In a school designed for children with autism, the type of glass
used in the windows is also important. Translucent glass may be preferred in areas where there is excessive glare
(Oktem, 2009; Sanchez et al., 2011). Similarly, light shelves, sunshades or blackout curtains can be used to provide
daylight control.

Daylight is not always sufficient to illuminate the spaces. In this case, artificial lighting should be used.
The intensity of artificial lighting is extremely important for individuals with autism. Children may develop an
obsession with bright fluorescent lights, or they may turn their attention to them, ignoring everything in the
environment. This causes a situation that hinders and complicates the education process. In addition, some
individuals with autism may perceive the vibration of fluorescent lamps when electricity is turned on and off sixty
times per second, and they may perceive that the light in the room is constantly flashing (Grandin, 2006). Artificial
lighting with adjustable intensity should be used in the classrooms. For a child who is hypersensitive to light,
instructors can start the lesson at a low light level and gradually increase the level of light over time. In this way,
it is ensured that the child's tolerance level to light is increased without discomfort (Oktem, 2009).

Acoustic

Acoustics is one of the most important design criteria in special education buildings. Individuals with
autism are more sensitive to sounds than other people and often have to make great efforts to distinguish sounds.
Therefore, the acoustic properties of materials are important in space design for individuals with autism. Studies
(Mostafa, 2008; Vazquez & Serrano, 2013) have shown that a chaotic environment can occur if adequate acoustics
is not provided due to the hypersensitivity of children with autism to certain sounds. Conscious material selection
and placement helps to reduce distraction significantly by preventing unwanted noise such as background noise,
reverberation, external ambient sounds, etc. (Abend, 2001; NAC Architecture, 2021). Sounds coming from inside
or outside the building, which we call background noise, can be confusing and indistinguishable, especially for
individuals with sensory sensitivity. There are two issues to consider in acoustic design. One is to reduce
reverberation time in classrooms, another is to provide an insulated room that will block out sounds from outside
the classroom (Oktem, 2009). However, this does not require the building to be completely soundproofed. Instead,
it is recommended to create areas with various levels of noise reduction, which will allow individuals with autism
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to adapt to background noise levels and reduce their dependence on silence. Thus, it is aimed for them to gain the
ability to tolerate this situation in places outside the school where the acoustic system cannot be managed (Mostafa,
2015).

Mostafa (2008), in a study on the evaluation of the physical environment of children with autism, he
questioned the attention span, response time and behavioral status of children with autism in two separate rooms,
acoustically arranged and unarranged, with the questionnaires he administered to the trainers. Accordingly, it was
concluded that children who were educated in a soundproof classroom responded faster to commands and
questions, were more attentive in the activities and had longer concentration times. Therefore, insulated window
and wall panels should be preferred in educational buildings designed for individuals with autism. Noisy technical
equipment such as air conditioners and generators should be placed outside the building by taking necessary
acoustic precautions. Necessary measures should be taken to prevent reverberation in classrooms. The use of sound
absorbing materials such as carpets on the floor is not preferred in special education schools in terms of hygiene.
For this reason, textile products such as sound absorbing panels and curtains to be used on the walls can help
prevent reverberation.

Color

The use of color in the interior has the ability to affect the emotion and mood of every user. With the use
of different colors in the space, it is possible to make the user experience different emotions and change the
perception of the space. For this reason, the use of color in a space designed for individuals with autism is extremely
important. Experts recommend using warm tones, skin tones and pastel tones as they reduce tension and anxiety.
Individuals with autism react differently to high and low saturation colors. Some children may be attracted to
bright colors, while others may be afraid of the same sensory stimulus (Grandin, 2006; Oktem, 2009). In this case,
it is necessary to prefer soft colors in the classrooms and to use the colors that they will be interested in in
specialized areas for students with different needs in order to appeal to individuals with all characteristics. In
general, pastel colors such as blue, green and yellow create a calming effect on children. On the other hand,
avoiding very bright and strong patterns will help reduce negative sensory effects for students with hypersensitivity
(Abend, 2001; NAC Architecture, 2021).

Effective use of colors facilitates direction finding and circulation. Coding different spaces with different
colors is a method frequently used in special education schools. Coding with colors helps students with autism
gain the ability to navigate independently in school (Mostafa, 2008). From this point of view, it is possible to say
that the use of color in the interior affects the spatial experience of individuals with autism as well as the perception
of space.

Material

The materials used for upholstery and covering of walls, floors, ceilings and furniture are more important
than others in a school designed for individuals with autism. In general, soft, solid and easily cleanable surfaces
should be preferred. Individuals with autism may become obsessed with certain materials or may not perceive
dangers in the environment and harm themselves because they lack the ability to process sensory stimulation.
According to the findings obtained from the interviews with the educators of the children with autism, some
children begin to count them by giving their full attention to the floor patterns and thus isolating themselves from
the external environment (Oktem, 2009). Similarly, rough surfaces can have the same effect on children. Any
surface that allows sensory input and attracts the child's attention can become an obsession that complicates the
work of educators (Education Funding Agency, 2014; NAC Architecture, 2021). Therefore, such materials should
not be preferred in classrooms. The materials and coatings used should not trigger an obsession in children,
rhythmic patterns or tactile stimuli should be avoided.

While the carpet can be preferred in education places due to its soft and warm effect, it is not preferred in
terms of hygiene in special education places due to the problematic behaviors of children such as spitting and
urinary incontinence. Instead, antibacterial and easy-to-clean floor materials should be used. The coding and
orientation perception mentioned under the color heading can also be achieved by using different materials both
on the walls and on the floor throughout the school (Oktem, 2009). The use of sound absorbing acoustic materials
prevents the problem of reverberation in the classrooms. Since special education students are required to touch
and interact with all materials in the space, the materials used should be non-toxic, healthy materials (Education
Funding Agency, 2014; NAC Architecture, 2021). In general, the use of healthy and hygienic materials selected
according to special needs is an important design element that supports the educational process of individuals with
autism.
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Equipment and Furniture

In special education structures, one of the most important complementary elements of the education
process is the equipment and furnitures used. Special equipment and furniture such as therapy balls, foam wedges,
walkers and swings used in education help students and educators customize use according to specific needs (NAC
Architecture, 2021). Such special equipment and accessories are important physical elements that support the
education process in addition to the education curriculum.

The concept of flexibility is important in furniture in educational spaces. Flexible, adaptable furniture that
can be easily moved and used for different functions according to the requirements of the course should be
preferred. Storage units and shelves in playgrounds should be organized in a way that allows children to buy the
toys they want themselves. In addition, furniture should be durable, easy to clean and adjustable according to the
anthropometric dimensions of children (Oktem, 2009). Since the physical development of each child is different,
it is very important for a comfortable educational environment to be able to size the equipment according to the
individual.

Tables with three closed sides can be used for students with high levels of distraction. Sensory rooms
include a wide variety of elements to adapt to movement, including active seating, soft seating such as beanbag
chairs, textured surfaces, and lighted elements (Balgik, 2019; NAC Architecture, 2021). The equipment and
furnitures used should be of a quality that will improve the comfort and health conditions of children.

Safety

As in all education structures, security is extremely important in special education structures. The safety
of children is important not only outdoors but also indoors. It is necessary to make arrangements in schools that
will prevent students from harming themselves or their friends, and at the same time, it is necessary to prevent
harm from the external environment. Individuals with autism often have an altered sense of spatial orientation and
depth. This situation makes them prone to injury. All building systems, material selections, surfaces, protective
equipment, furniture, etc. should be designed taking into account the sensitivities of individuals with autism
(Mostafa, 2015; Oktem, 2009). The glasses used in the windows should be resistant to the possibility of students
throwing any objects and breaking them. Similarly, windows should be transom feature, taking into account the
risk of falling, and window handles should be at a height where students cannot reach.

There may be peer problems such as bullying among special education students. For this reason, the
transparent design of the common areas provides ease of supervision for the trainers. Some students in special
education schools have a tendency to run away from school. Careful placement of entrances and exits in the design
process minimizes the risk of students truancy from school. In outdoor design, sensory gardens should be fenced,
and sound stimulants such as bells should be installed on classroom doors even if they are locked. At the same
time, providing direct visual communication of open spaces with classrooms is an important security measure
(McAllister & Sloan, 2016; Mostafa, 2015; Oktem, 2009; Vazquez & Torres, 2013). It is extremely important to
ensure that children in need of special education feel psychologically safe as well as being educated in a safe
environment against external factors. In particular, taking into account the sensitivities of individuals with autism,
all kinds of elements that are used indoors and that may disturb them should be removed.

Method

The study being conducted to examine interior design approaches in special education buildings for
individuals with autism has been designed with a qualitative research approach.In this regard, the study of
document analysis to collect qualitative data consists of three stages (Figure 1).
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Figure 1
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Literature review

Printed resources Electronic
(Book, journal, thesis Article Thesis g
resources
vb.)
Special education and Special education ;
autism building ;

‘

| Determination of interior design parameters |

:

‘ Determination of the sample group |

Findings

: :

Explanation of the identity Examination of schools in line

2 information of the sample group with design parameters
| Creating the function diagram |

.

Tabulation of interior design approaches for
special education buildings

Evaluation and conclusion

3 .

Interpretation of the data obtained

The first stage is the data collection stage, and first of all, national/international library and thesis
databases have been scanned in order to create a theoretical knowledge pool on the subject. While scanning,
keywords such as special education, special education school, special education classrooms, autism, architecture
for autism, inclusion/integration have been used. Schools serving individuals with autism have been included in
the study in order to limit the study because individuals in need of special education are classified with different
diagnoses and schools are often shaped according to this difference. The studies carried out by researchers who
are experts in the field on the subject have been examined and the interior design parameters of the educational
spaces designed for individuals with autism have been determined by compiling from these studies. These
parameters are summarized under eight headings: spatial organization, circulation areas, lighting, acoustics, color,
material, equipment/reinforcement and safety. In addition to theoretical information, printed and online resources
have been used to determine the educational structures to be examined in the study. The sample group determined
by document analysis consists of five special education schools located abroad, designed for individuals with
autism, and where the most comprehensive information was accessed in terms of plan, section, interior visuals,
etc. ldentity information of the examined schools is given in Table 2. In the second phase of the study the schools
determined as the sample group have been evaluated in terms of spatial organization, circulation areas, lighting,
acoustics, color, material, equipment/reinforcement and security parameters. As a result of the evaluations made,
the plan constructions of these schools were analysed and a sample function scheme was created., The data
obtained as a result of the findings have been interpreted and the interior design approaches in special education
buildings for autism have been revealed within the scope of the examined examples. In the third and final stage of
the study, a general evaluation was made, the limitations of the study and the suggestions on the subject were
discussed.
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Table 2
Schools Composing the Sample Group
. . Year of
No School name Location Architect construction
1  New Struan Autism Center Alloa, England Andrew Lester 2005
2 The Western School for Autism Laverton, Australia HEDE Architects 2010
3 Eden Autism Education and Outreach Center New Jersey, ABD KSS Architects 2011
4 The Acland Burghley School London, England Christopher Beaver 2011
5  The Northern Autism School Gertz Avenue, Australia HEDE Architects 2013
Results

Five special education schools determined as the sample group serve students with autism. In addition to
this, another common feature of the schools is that they are single or two-storey and all of them are located on a
campus.

Figure 2

New Struan Autism Center’s Plan Diagram
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Among these schools, New Struan Autism Center, located in England and opened in 2005, was designed
by architect Andrew Lester, whose daughter has autism. The building, which has a T-shaped plan, includes seven
classrooms, many sensory rooms, splash areas, a library, an early learning center, staff room, a dining hall, and an
area for therapists (Figure 2). The use of daylight has been given great importance because of the sensitivity of
individuals with autism to light and the discomfort they feel in environments illuminated by fluorescent light. The
gull-wing-shaped roof of the building has been developed to allow maximum natural light into the interior. The
roof along the corridor forms a large atrium. There are 7 classrooms with floor-to-ceiling windows on either side
of the atrium. The doors opening from the classrooms to the garden are color-coded and the students have been
given clues about which classroom they will return to.

Figure 3
New Struan Autism Center’ S Interzor Images (Aitken Turnbull 2022)

Circulation area Classroom Dining hall
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When the material and color selection at New Struan Autism Center is examined, it is seen that a very
simple and uncomplicated design approach has been adopted. Flat surfaces have been used on the floor and walls,
avoiding patterns that individuals with autism might become obsessed with. However, as seen in Figure 3, by
choosing a different color on the floor of the niches created in the corridors, this area has been separated from the
circulation line and its boundaries have been determined as a different action area. A similar application has been
used to separate the teacher's desk and the students' area in the classrooms. Such differences used on the floors of
classrooms help students understand the boundaries they need to be in more clearly.

Figure 4
The Western School for Autism Space Fiction

Common area

Located in Laverton, Australia, Western Autism School won the 2011 CEFPI Award for “best new
school” by a unanimous jury decision. The school, located on a large campus with outdoor playgrounds and sports
fields, has classrooms and administration offices, as well as a teaching institute where special education teachers
are trained. There are classrooms, 8 in each, in three polygonal blocks connected to the central block where the
administration offices and the teaching institute are located. Opening to a central common area, each classroom
has a learning space, storage, kitchen and individual room (Figure 4).

It is seen that many colors such as red, blue, green and pink are used together in classrooms and corridors.
Colors have been used both to limit the action areas on the floor and to highlight the classroom doors on the walls.
Similarly, color-themed corridors guide students through different areas of the school (Figure 5). The corridors
benefit from daylight through walls that are completely glass on one side. In the common area where the
classrooms are opened, natural lighting is provided by horizontal windows close to the ceiling. At the same time,
regional artificial lighting fixtures have been used on the walls.

Figure 5
The Western School for Autism Circulation Areas (HEDE Architects, 2023)

Circulation area Circulation area
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Figure 6
Eden Autism Education and Outreach Center Space Fiction
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Eden Autism Education and Outreach Center, designed by the CSR architecture office in the USA, is
located in a mixed-use complex that includes sales offices, restaurants, etc. social areas. Designed in a U shape,
the building is arranged around a large courtyard that will contribute to students' exploration and learning, and
there is an open circulation line along the plan, with one fagade facing the courtyard (Figure 6). Students with
autism, who have the opportunity to work in a public market within the school, are provided with experience in
selling and interacting with the public.

The circulation area and classrooms are covered with glass from floor to ceiling in order to maximize
natural light. White color has been used on the corridor floors, and the entrances of the classrooms have been
marked with gray tiles in order to support students to find their way (Figure 7). The use of green color is seen on
some of the walls throughout the circulation. Gray tones are used on the classroom floors and light blue tones are
used on the walls. Classrooms are lined up along a single corridor and each contains individual therapy rooms.
This sequence, which enables the transition from common areas to individualized areas, provides a gradual
transition from higher sensory areas to lower sensory areas (Figure 8). The designers has aimed to eliminate
distractions by using indirect natural light, acoustic materials and neutral colors.

Figure 7
Eden Autism Education and Outreach Center Interior Images (KSS Architects, 2022)
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Figure 8
Sensory Zone Diagram (Yates, 2016)
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The Acland Burghley School in England has been designed to be tailored to the sensory sensitivities of
individuals with autism. According to this, design approaches such as the development of a good layout that will
facilitate finding the way to the action areas, the elimination of hard corners, the avoidance of intense colors and
the use of neutral colors in the interior have been discussed (Figure 9).

Each classroom has a private therapy room. The spatial arrangement and the size of the classrooms allow
both group and individual lessons as well as leisure activities. The classrooms also have a sensory room. Here,
children with autism are given the ability to communicate with the environment with sound, light and smell stimuli
and to increase their functional skills by stimulating the senses. These rooms can also be accessed from outside
the classroom. Pockets have been created in the circulation areas where children can withdraw and calm down
individually. The corridor acts as a buffer between the noisy and quiet zone. Right angles are avoided in terms of
safety both in circulation areas and in furniture designs (Figure 10).

The colors used have been chosen to ensure that the identity of the spaces can be easily identified.
Accordingly, classrooms are gray, group activity areas are beige, and corridors are white. The floor is covered
with a neutral gray carpet. Matte textures that do not cause glare and sound-absorbing materials that eliminate echo
are used. The use of flickering fluorescent light is avoided. The corridor, toilets and sensory rooms are illuminated
with artificial light only. In addition to general lighting, local lighting is also used. Lighting in classrooms, learning
areas and corridors is positioned single and centrally. In sensory rooms, variable lighting is used to stimulate the
senses and improve the child's perception. The doors in the common areas are designed in a semicircular shape
and partly as a glass wall. Glass walls are used in the therapy rooms so that the teacher or parents can observe the
student without disturbing them.
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Figure 9
The Acland Burghley School Space Fiction
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Figure 10
The Acland Burghley School Interior Images (GA Architects, 2023)
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Another special education structure examined within the scope of the study is The Northern Autism
School in Australia. The school is the winner of the 2013 CEFPI (Council of educational facility planners
international) Regional Award and the 2013 CEFPI Educational Facilities Award. The learning spaces are grouped
around a central courtyard, providing direct access to all learning spaces. Level differences have been created at
the roof level to allow the northern sun to enter the interior (Figure 11).
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Figure 11
The Northern Autism School

i O i 1 T [T

North-west view

Site plan

South-west view
Figure 12
The Northern Autism School Organization of Classrooms
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Safe outdoor playgrounds, calming areas, strong and curved main circulation line, small learning spaces
that are non-interactive, naturally lit and controlled to reduce distractions express the general design approach of
the school. Within each classroom there is a common learning area and storage room, as well as a quiet learning
room that can accommodate one or two students. There is also a dedicated open learning area for each classroom.
Blue, white and gray colors are used in the classrooms (Figure 12). The circulation areas benefit from natural light
both with horizontal wall windows opening to the courtyard and windows close to the roof. Guidance has been

provided for the students by using a different color on the corridor floors at the level of the classroom doors.
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Figure 13

Functional Diagram of Special Education Buildings for Autism
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Table 3

Interior Design Approaches in Educational Buildings Designed for Individuals with Autism

Design Application in special education school interiors
parameters
There is a gradual transition from group spaces to individual spaces.
Soft transitions are applied instead of hard distinctions between spaces.
Spatial The spaces are graded according to sensory stimulation levels; high, medium and low.

organization

Circulation
areas

Lighting

Acoustic

Color

Material

Equipment
and furniture

Safety

Learning and activity areas of different sizes are created depending on the needs of children with autism.

Classrooms have a direct relationship with open spaces for play and action.

For the convenience of students with autism, a simple, plain and orderly plan organization is considered
necessary.

Usually one fagade is naturally illuminated by windows, and where this is not possible, by skylights.

The color is often used to provide orientation.

It is used not only as a transit space but also for different activities such as sitting and playing games.

Rounded corners are preferred instead of right angles.

Strategies are being developed to increase the effectiveness of natural lighting.
The use of roof windows is common.

Fluorescent lights are avoided as a means of artificial lighting.

The level of artificial lighting in sensory rooms varies.

Sound-absorbing materials that prevent echo are used

There are quiet rooms in the classrooms for students to use if needed.

Color is frequently used both in circulation areas and classrooms for orientation, delimitation and space
delineation.

Guiding signs are given to students by using different colors on the doors of the classrooms and on the
ground axis where the classroom doors are located in the corridors.

Relaxing and neutral tones such as blue, green, white, gray, beige, white, gray, beige are preferred for
floors, walls and furniture to calm students with autism.

Glossy materials are generally avoided.

Stain-resistant and easy-to-clean materials are used.

There are no patterns on the surfaces that would trigger obsession for children.

Furniture is used to adapt to different arrangements for individual or group work.

The furniture has a simple and plain design.

Classrooms have storage units or rooms.

Schools should be single storey or maximum two storeys.

Sharp corners are avoided and rounded corners are preferred in building elements and reinforcements.
Safe open play areas are usually designed in the center of the building, allowing for visual communication.
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It is seen that the educational structures examined in general are designed with a supportive approach for
the autistic individuals to be educated in the same physical conditions as their peers and to participate in social
life. Meeting the physical-based needs of special education students is an important part of their education. For
this reason, every detail, from environmental and architectural design to interior design, needs to be evaluated and
shaped specifically for the user. As a result of the analyzes of the schools evaluated within the scope of the study,
a function chart for special education structures has been created (Figure 13). In this scheme, gradual sensory
transitions between spaces, which are important for individuals with autism, come to the fore.

Spaces designed specifically for the needs and demands of individuals with special needs make significant
contributions to the cognitive and physical development of these individuals. In the study focusing on interior
design approaches in educational buildings designed for children with autism having a significant proportion
among individuals with special needs, analyzes have been made from the perspective of the sample group
determined on the subject. According to the data obtained from the educational buildings examined in line with
the parameters determined by the literature review, interior design approaches in schools for autistic people are
summarized in Table 3.

In addition to the information given in the table, it has been determined that the special education buildings
examined have not been re-functioned, but have been designed for this purpose. By determining the function of
these structures at the design stage and building them according to the function they will serve, the needs of the
users can be adequately answered. These schools, which are far from complexity, functional and simple, adopting
the special needs of students as a preliminary design approach, provide an overview of the qualifications that
special education structures should have.

Discussion

In this study, which provides an overview of interior design approaches in special education buildings, it
is revealed that the schools examined have physical equipment that will set an example for designers within the
building groups in question. When compared to the physical facilities of educational buildings abroad, it can be
seen that there are many regulations that need to be made in schools in our country. As it has been revealed in
previous studies, it is very clear that the private education buildings in our country are not at a sufficient level in
terms of space quality and that the gap in this area should be eliminated. According to the results of the studies
(Calikoglu et al., 2023; Giiller, 2014; irtenk, 2011), the space dimensions do not allow flexible use in many schools,
the colors and textures used cause confusion and adequate acoustic arrangements are not made. In the foreign
examples examined, it is seen that a very comprehensive design approach has been developed without ignoring
the physiological and psychological needs of individuals with special needs. Most of the private education
structures in Tiirkiye have been built for different purposes and transformed into a private education structure with
a change in function. Therefore, the physical space facilities of the buildings, whose main purpose is not to serve
individuals with special needs, are insufficient for a healthy education. The number of individuals with autism who
need special education in our country is considerable. The need for physical space arises in order to meet the
demand for providing educational opportunities to these individuals. The first areas that come to mind to meet this
need should not be buildings that are idle, unused or converted from a different function. Like every individual,
individuals with special needs have the right to be educated in spaces shaped in line with their own needs. It is
extremely important that these educational structures, which enable individuals with autism to participate in social
life, prepare them for life and support their integration into society, are designed in a properly planned, qualified
and user-friendly manner. This study aims to raise awareness about the design decisions to be taken in the interiors
of special education buildings to be built in our country. It is expected that qualified educational environments that
care about the needs of the user will be developed in Tiirkiye as well as in the world.

The data obtained from this study are limited to the educational structures accessible in the literature and
designed only for individuals with autism. In addition to this study, in future studies, educational buildings built
for individuals with other diagnoses who need special education can also be analysed in terms of physical space
conditions. Similarly, special education buildings in Turkey can be investigated in depth in terms of spatial
characteristics, and suggestions can be developed for making necessary improvements by determining to what
extent these schools meet physical/cognitive-based requirements. In this context, it is thought that conducting
interviews with instructors working in special education buildings regarding the spatial conditions will be useful
in terms of analysing the current situation and making the improvements to be made in line with the needs. In
addition, it is recommended that the opinions of academicians who are experts in their fields should be included
in the design and construction process of special education buildings in our country and the process should be
carried out in cooperation.
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Oz
Giris: Bu ¢alisma fen bilimleri 6gretmenlerinin kaynastirma egitimiyle ilgili kavramlardan kaynastirma egitimi,

kaynagtirma 6grencisi ve bireysellestirilmis egitim programi (BEP) kavramlarina yonelik algilarint belirlemek
amaciyla yapilmistir.

Yontem: Olgubilim deseninde gergeklestirilen arastirmaya, 234 fen bilimleri 6gretmeni katilmistir. Arastirma
kapsaminda verilerin toplanmasinda arastirmacilar tarafindan gelistirilen metafor formu kullanilmis olup elde
edilen veriler igerik analizi yontemiyle analiz edilmistir.

Bulgular: Calismada kaynastirma egitimi kavramma yonelik ‘biitiinlestirici’, ‘uygulama yeterligi’, ‘olumsuzluk
ifade eden’, ‘gereksinimlerin giderilmesi’, ‘farklilik’, ‘destekleyici etki’, ‘siire¢c’, ve ‘diger’ kategorileri;
kaynagtirma &grencisi kavramina yonelik ‘diga bagimlr’, ‘umut vadeden’, ‘olumlu anlam ifade eden’, ‘olumsuzluk
ifade eden’ ve ‘diger’ kategorileri, BEP kavramina yonelik ‘destekleyici etki’, ‘icerik’, ‘formalite’ ve
‘gereksinimlerin giderilmesi’ kategorileri olusturulmustur.

Tartisma: Kaynastirma egitimi kavramina yonelik 6gretmenlerin olusturduklar: metaforlar en ¢ok ‘biitiinlestirici’
kategorisinde, kaynastirma 6grencisine yonelik olusturulan metaforlar en ¢ok ‘disa bagimli’ kategorisinde, BEP
kavramina yonelik olusturulan metaforlar ise en ¢ok ‘destekleyici etki’ kategorisinde toplanmgtir. Ogretmenler
tarafindan genellikle kaynastirma egitiminin biitinlesmeyi sagladigi ve olumlu algilandigi, kaynastirma
ogrencilerinin disa bagiml bireyler olarak daha ¢ok caba gerektiren ve muhtag olarak algilandigi, BEP’in ise
egitim-6gretim siirecinde hem dgretmenlere hem 6grencilere genel olarak destek saglayarak yol gosterici algisinin
oldugu sonucuna ulagilmistir.
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YONELIK ALGILARI: METAFOR CALISMASI

Giris
Tiirkiye okullarinda egitim ve 6gretim hizmetleri, 6grenci ayrimi gézetmeksizin bir hedef dogrultusunda
belirli program cercevesinde yiiriitiilmektedir (Milll Egitim Temel Kanunu, 1973; Senel, 2018). Ancak bazi
bireyler, birtakim 6zellikleri agisindan akranlarindan farklilik gosterdiginden (Altindag-Kumas & Stier, 2020) bu
bireylere halihazirda uygulanan egitim programlar yeterince etkili olamamaktadir (Deretarla-Gtil, 2019). Egitimin
etkili olabilmesi i¢in bireysel farkliliklarin dikkate alinmasi gerekmektedir (Sevim vd., 2021). Bireysel

farkliliklarindan dolay1 egitsel ihtiyaglar1 genel egitim uygulamalariyla karsilanamayan 6grenciler egitim-6gretim
hizmetlerinden &zel egitim kapsaminda yararlanmaktadirlar (Kvande vd., 2019).

Ozel egitim kapsamindaki 6grenciler, genel egitim siniflarinda kaynastirma egitimine dahil olmaktadir.
Kaynastirma egitimi ile bu 6grencilerin, siniflarda gerekli egitsel diizenlemeler yapilarak akranlariyla birlikte aym
ortamda egitim hizmetlerinden yararlanmalari1 (Berkant & Atilgan, 2017; Ersoy, 2021; Hornby, 2015; Yener &
Day1, 2021), toplumla biitiinlesmeleri ve kaynagmalari (Calikoglu, 2020; Demir & Usta, 2019) ayn1 zamanda
akademik yonden de gelismeleri desteklenmektedir (Burunsuz & ince, 2020; Biiyiikalan & Yaylaci, 2018).
Kaynastirma 0Ogrencilerinin, egitim hizmetlerinden en st diizeyde yararlanabilmeleri i¢in egitimlerinde
diizenlemelere gereksinim duyulmakta (Cikili vd., 2020; Mete vd., 2017) ve bu dogrultuda bireysellestirilmis
egitim programi (BEP) hazirlanmaktadir (Al-Shammari & Hornby, 2020). BEP, 6zel gereksinimli 6grencilerin
belirlenen hedeflere ulasmalari icin gelisim ve egitim ihtiyaclari dikkate alinarak hazirlanan program (Ozel Egitim
Hizmetleri Yonetmeligi [OEHY], 2018) olarak tanimlanmaktadir. BEP ne kadar siirede nasil bir egitim verilmesi
gerektigi ve 6grencinin nasil degerlendirilecegi konusunda (Sar1 & ilik, 2016) 6grenci ve dgretmenlere yol haritas
olmaktadir (Kandaz, 2019). Bireyin ihtiyaglarina yonelik hazirlanan BEP’ler sayesinde 6grenme en iist diizeyde
gerceklestirilebilmektedir (Yiksel vd., 2020).

Kaynastirma egitiminin basarili bir sekilde siirdiiriilmesinde 6gretmenlerin rolii olduk¢a 6nemlidir (Avet
& Sakalli-Demirok, 2022; Sahan vd., 2021). Ogretmenler belirlenen hedeflere ulasmada egitim programlarinin
uygulanmasini saglamakta (Aydogdu vd., 2020) ve 6gretimsel diizenlemeleri yapmaktadirlar (Akbulut & Akiiziim,
2021). Bu sebeple dgretmenlerin 6zel egitim/kaynastirma ile ilgili olumlu ya da olumsuz algilarinin ortaya
¢ikartlmasi kaynastirma egitimin uygulayicilar: olan gretmenlerin yeterliklerinin ortaya koyulmasi agisindan
onemlidir. Bunlara bagli olarak 6zel egitim alaninda 6gretmen algilarinin belirlenmesi kaynastirma egitiminin
basariya ulagsmasi bakimindan 6nemli goriilmektedir (Bulut, 2021; Yazicioglu, 2019).

Metaforlar kavramlarin bilinen daha basit kavramlarla agiklanarak anlasilirligini ve akilda kaliciligini
arttirmak, agiklanmasi istenen kavramlarin vurgulanmasini saglamak igin kullanilmaktadir (Lakoff & Johnson,
1982). Bu nedenle bireylerin bir kavrama yikledikleri anlamlari ve bakis agilarini belirlemesi agisindan
metaforlarmn kullanilmas1 énemli olmaktadir (Ozbey-Gokce & Cakmakei, 2021). Metafor ciimlelerinde yer alan
‘gibi’ kavrami sayesinde kavramin neye benzetildigi ‘¢linkii’ ile metaforun neden kullanildig: belirtilmekte ve
metafor ile gerekcesi arasindaki bagin daha agik sekilde cagrisim yapilarak agiklanmasini saglamaktadir
(Thibodeau vd., 2019). Egitim arastirmalarinda anlasilmakta giigliik ¢ekilen konularm ve soyut durumlarin
somutlastirilarak ifade edilmesinde, bireylerin belirli konu ve kavramlara yonelik sahip olduklari algilarin
belirlenmesinde metaforlardan yararlanilmaktadir (Karagam & Aydim, 2014). Ozel egitime gereksinimi olan
ogrenciler diisiiniildiigiinde derslerine giren 6gretmenlerin uygulama alani olan kaynastirma egitimine ydnelik
algilarinin belirlenmesi, 6gretmenlerin siirece yonelik diigiincelerini ortaya koymasi agisindan 6nem tagimaktadir.
Cunki algilar, inanislar ortaya koymakla birlikte uygulama siirecinin verimliligi hakkinda bilgi vermekte ve
sonraki siireglerin yapilandirilmasinda algilar siirecin temelini olusturmaktadir (Marshall, 1990; Taylor, 2008). Bu
nedenle dgretmenlerin kaynagtirma egitimiyle ilgili kavramlara yonelik metaforik algilarinin belirlenmesi mevcut
durum hakkinda bilgi verecek ve sonraki siireclerin yapilandirilmasina temel olusturacaktir.

Alanyazinda 6zel egitim alaninda yapilan metafor ¢aligmalar1 incelendiginde: kaynastirma (Karabulut
vd., 2021); kaynagtirma egitimi/kapsayici egitim (Erol-Sahillioglu, 2020; Ersoy, 2021; Yazicioglu, 2019); 6zel
gereksinimli 6grenci/kaynastirma 6grencisi (Basgiil & Uluginar-Sagir, 2017; Bastug & Servi, 2021; Day1 vd.,
2020; Efilti vd., 2021); ozel egitim (Altindag-Kumas & Siier, 2020; Katitas & Coskun, 2020; Kazu & Yildirim,
2021; Pesen & Pesen, 2020); otizm spektrum bozuklugu (Bozkus-Geng, 2021); 6zel egitim dersi (Mer¢ & Kog,
2017); iistiin yetenekli 6grenci (Ekinci vd., 2018; Ozbey-Gokee & Cakmakgi, 2021); Rehberlik Arastirma Merkezi
(Sola-Ozgii¢ vd., 2019); Bilim ve Sanat Merkezi (Su vd., 2017); dikkat eksikligi ve hiperaktivite bozuklugu
(Goziim, 2020) kavramlarina yonelik algilarin incelendigi ¢alismalarin oldugu tespit edilmistir. Alanyazinda 6zel
egitim alaninda yapilan metafor ¢aligmalar incelendiginde daha ¢ok 6zel egitim kavramina ydnelik algilar
saptayan ¢aligmalarin bulundugu buna karsin kaynastirma egitimiyle ilgili kavramlardan BEP’i de iceren herhangi
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bir ¢aligmanin olmadigi goriilmektedir. Ayrica mevcut arastirmalarin daha ¢ok 6zel egitim O6gretmenleri ve
ogretmen adaylari ile gerceklestirildigi belirlenmistir. Ozel gereksinimli dgrencilerin egitiminde énemli etkiye
sahip olan BEP ve kaynastirmaya yonelik 6gretmen goriislerinin alinmasinin dnemli oldugu diisiiniilmektedir
(Y1lmaz & Batu, 2016). Ciinkii 6gretmenlerin programlarin uygulayicisi olmalari, 6grenme ortami, kullanilacak
egitim materyallerini diizenlemelerinde aktif goérev almalari ve bunlari bilgi ve tutumlari dogrultusunda
yapmalarindan dolayr algilarin belirlenmesi 6nem arz etmektedir. Fen bilimleri dersi, 6gretmenlerin giinliik
yasamla iliskilendirilebilir bilgi ve becerileri kazandirmasi yoniiyle 6zel gereksinimli 6grenciler i¢cin 6nemli
derslerden biri olmaktadir. Fen bilimleri 6gretmenlerinin 6zel gereksinimli 6grenciler ile ilgili bilgi ve becerilerinin
yeterli seviyede olmasi beklenmektedir (Giindiiz & Zorluoglu, 2021). Bu durumlar g6z &niinde bulundurularak
mevcut c¢aligmada fen bilimleri dgretmenlerinin kaynastirma egitimiyle ilgili kavramlara yonelik algilarinin
metaforlar araciligiyla belirlenmesi amaglanmigtir. Calismadan elde edilen bulgular sonucunda fen bilimleri
ogretmenlerinin kaynastirma egitimine yonelik genel algilariin nasil oldugunu ortaya koymasi, bu bulgularin
bundan sonraki siiregte fen bilimleri 6gretmenligi lisans dgretim programlarinin kaynastirma egitimi agisindan
sekillenmesine katki saglamasi ve 6zel gereksinimli 6grencilere 6gretim yapan fen bilimleri brangi 6gretmenlerinin
hizmet i¢i egitimlerini sekillendirmesi agisindan 6nem tasimaktadir.

Calismada “fen bilimleri 6gretmenlerinin kaynastirma egitimi ile ilgili kavramlara yonelik metaforik
algilar1 nelerdir?” ana problemine ve agagida verilen alt problemlere cevap aranmstir:

1. Fen bilimleri 6gretmenlerinin “kaynagtirma egitimi” kavramina yonelik metaforik algilar1 nelerdir?
2. Fen bilimleri 6gretmenlerinin “kaynastirma 6grencisi” kavramina yonelik metaforik algilar nelerdir?
3. Fen bilimleri 6gretmenlerinin “BEP” kavramina yonelik metaforik algilari nelerdir?
Yontem
Arastirma Deseni

Calisma nitel aragtirma yontemlerinden olgubilim deseni kullanilarak gergeklestirilmistir. Olgubilim,
bireylerin deneyimledigi durumlara bagl olarak olgu ve olaylara yiikledikleri anlamlar1 derinlemesine irdeleyen
ve buna yonelik iligkisel agiklamalar sunan arastirma deseni (Patton, 2018) olarak agiklanmaktadir. Bu ¢aligmada
da kaynastirma egitimiyle ilgili kavramlara yonelik algilarin metaforlardan faydalanilarak aciga cikarilmasi ve
olugturulan metaforlarin derinlemesine incelenmesi amaglandigindan olgubilim deseni tercih edilmistir.

Calisma Grubu

Calisma grubunun se¢iminde amagli 6rnekleme yontemlerinden dl¢iit drnekleme kullanilmigtir. Amaglt
orneklemede caligmanin amacina en uygun olacak sekilde arastirma problemlerine cevap olusturan zengin
verilerin elde edilmesini saglayan durumlar segilmektedir. Olgiit drnekleme de ise arastirmay1 zengin kilabilmek
amaci ile arastirmaci tarafindan 6nceden belirlenen dl¢iit/ler kullanilabilmektedir (Patton, 2018). Olgubilim deseni
benimsenerek gerceklestirilen bu caligmada, belirlenen kaynastirma egitimiyle ilgili kavramlara yonelik
O0gretmenlerin deneyimlerinin olmasi ve yedi cografi bolgeyi temsil edebilecek sekilde 6gretmene ulasilmasi
gerektiginden calisma grubu o6l¢iit ornekleme yontemi ile olusturulmustur. Calisma grubu olusturulurken
‘kaynastirma o6grencisi olma durumu’ ve ‘6zel egitim alaninda egitim alma durumu’ basliklarindan en az birine
evet diyen deneyimli fen bilimleri dgretmenleri ¢alismaya dahil edilmistir. Bu dogrultuda yapilan calisma,
Tiirkiye’nin yedi cografi bolgesinden goniillii katilim saglayan 234 fen bilimleri 6gretmeni ile yiiriitiilmistiir.
Calisma kapsaminda nitelikli veri elde edilmesi amaci ile ¢ok sayida fen bilimleri 6gretmenine ulagilmistir. Tablo
1’de galigma grubuna ait demografik 6zellikler verilmistir.
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Tablo 1
Calisma Grubunun Demografik Ozellikleri
Ozellikler Degiskenler Frekans (f)

Cinsivet Kadin 146
4 Erkek 88
Kaynastirma dgrencisi olma durumu Evet 203
ynas & Hayir 31
Akdeniz 40
Dogu Anadolu 27
Ege 24
Caligma grubunun bolgelere dagilimi Giineydogu Anadolu 41
I¢ Anadolu 24
Karadeniz 23
Marmara 55
~- o . Evet 64
Ozel egitim alaninda egitim alma durumu Hayir 170

Veri Toplama Araclari

Calismada kaynastirma egitimiyle ilgili kavramlara yonelik algilarin ortaya ¢ikarilmasi amaciyla
aragtirmacilar tarafindan gelistirilen yar1 yapilandirilmis metafor formu kullanilmigtir. Bireyler, kavramlara ve
deneyimlerine iliskin algilarini farkli kavramlara benzeterek metaforlar ile ifade etmektedirler (Karagam & Aydin,
2014; Walton & Lloyd, 2011). Olusturulan metafor formu kaynastirma egitimi, kaynastirma dgrencisi ve BEP’e
yonelik algilarin metaforlar ile ortaya ¢ikarilmasi amaciyla {i¢ adet metafor ifadesinden ve cinsiyet, kaynagtirma
ogrencisi olma durumu vb. (Tablo 1) demografik 6zelliklerin yer aldig1 boliimden olusmaktadir. Uzman goriisiine
dayali olarak olusturulan metafor formunda katilimcilarin demografik 6zelliklerinin elde edilecegi sorular ve
metaforlar1 gerekgeleriyle birlikte belirlemeye yonelik “Kaynastirma egitimi ... gibidir. Ciinkii ...”, “Kaynagtirma
ogrencisi ... gibidir. Ciinkil ...”, “Bireysellestirilmis egitim programi (BEP) ... gibidir. Ciinkii ...” metafor
climleleri yer almaktadir.

Veri Toplama ve Analizi

Calisma Siileyman Demirel Universitesi Etik Kurulu 14.10.2021 tarihli ve 112/27 sayili karari ile uygun
bulunularak gergeklestirilmistir. Yaklagik 2 ay siiren veri toplama siirecinde Google Dokiimanlarda olusturulan
metafor formu linki goniilli katilim saglayan fen bilimleri &gretmenlerine gonderilmis ve doldurmalart
saglanmistir.

Calisma kapsaminda elde edilen veriler igerik analizi yontemi kullanilarak analiz edilmistir. Igerik
analizinde birbiriyle baglantili tekrar eden veriler gruplandirilarak kod, kategori ve temalar olusturulmaktadir
(McMillan & Schumacher, 2010). Bu ¢alismada da veri analizinde 6gretmenlerin yanitlart dikkate alinarak siireg
icinde kod ve kategoriler olusturuldugundan icerik analizi yontemi tercih edilmistir. Metafor formunda her soruya
yonelik 234 veri elde edilmis ancak metaforu anlamsiz olan, gerekgesi anlamsiz olan ve metaforu gerekgesini
karsilamayan veriler elenerek analize tabi tutulmamistir. Ornegin, “Kaynastirma egitimi mucize gibidir. Ciinkii
mucizedir.” metaforunu gelistiren 6gretmen kaynastirma egitimini mucizeye benzetmis ancak bu benzetmeyi
kullanmasinin sebebini agiklamamistir. Baska bir 6rnekte “Kaynagtirma 6grencisi egitim hayatimizi gelistirmek
gibidir. Ciinkii onun sayesinde egitimde farkli bakis agilar1 elde ederiz.” ciimlesinde Ogretmenin sundugu
gerekgeye yonelik uygun bir metafor kullanilmamis ve her iki ciimlede gerekgeyi ifade etmektedir. BEP’e yonelik
ise “BEP renk gibidir. Ciinkii ger¢ek rengi buldugunda istedigin resmi olusturabilirsin.” ciimlesinde kullanilan
metafor ile gerekcesinin mantiksal iliskisi iyi olusturulamamistir. Eleme sonucunda veri analizine dahil edilen
birinci metafor sorusundan 167, ikinci metafor sorusundan 147 ve ii¢iincii metafor sorusundan 132 tane nitelikli
veri elde edilmistir. Elde edilen verilerin analize dahil edilmesi ya da dahil edilmemesi ile ilgili olarak
arastirmacilar fikir birligine vardiktan sonra 6zel egitim ve fen egitimi alaninda bir uzmana kontrol ettirilmis ve
uzmandan “elenen ve dahil edilen veriler uygundur” goriisii alinmastir.

Elde edilen nitelikli verilerden metaforlar ve gerekgeleri arasindaki anlamlar dikkate alinarak kodlar,
birbiriyle iligkili kodlar dikkate alinarak kategoriler olusturulmustur. Olusturulan kod ve kategoriler 6zel egitim
alaninda doktorali bir uzman tarafindan kontrol edilerek goriis ve Onerileri dogrultusunda kod ve kategoriler
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netlestirilmigtir. Olusturulan kod ve kategorilerden her bir metafor sorusuna yonelik 20 kod olmak iizere toplam
60 ornek rastgele secilerek 6zel egitim alaninda gorev yapan bir uzman goriisiine tekrar sunulmus ve giivenirlik
katsayis1 hesaplanmistir. Giivenirlik katsayisi, Miles ve Huberman’in (1994) giivenirlik katsayisi formiili
(Giivenirlik = goriis birligi / goriis birligi + gorts ayriligl) kullanilarak .85 olarak hesaplanmistir. Calisma
kapsaminda hesaplanan degerin .75-1.00 araliginda olmasi ¢alismada yapilan analizin giivenirliginin mitkemmel
oldugunu gostermektedir (Cicchetti, 1994). Olusturulan kod, kategoriler bulgular boliimiinde sekiller ve tablolar
ile zenginlestirilerek sunulmug ve fen bilimleri 6gretmenlerinin olusturduklart metafor ciimlelerine ait 6rnek
alintilarina yer verilmistir. Caligmaya katilim gosteren 6gretmenlerin goriisleri, etik kurallara uygunluk saglamasi
acisindan isimleri kullanilmadan “O1, 02, O3...” seklinde kodlanarak verilmistir.

Bulgular

Fen bilimleri 6gretmenlerinin kaynastirma egitimiyle ilgili kavramlara yonelik vermis olduklar1 metafor
ve gerekgelerine gore olusturulan kod ve kategoriler (Sekil 1) incelendiginde kaynastirma egitimine yonelik sekiz
kategori 19 kod, kaynastirma 6grencisine yonelik bes kategori 16 kod ve BEP kavramina y6nelik dort kategori 10
kod olusturuldugu goriilmiistiir.

Sekil 1
Ozel Egitim Kavramlarina Yonelik Kategori ve Kodlar

Eij?ﬂﬁlesme

Dikkat) ~(Uyum

Onemsenmeyen

‘imkansizlik Kisiye 6zgii
(Yetersizlik \ Bitunlestirici T
Olumsuziuk Uygulama yeterligi Farkikl
Degerli l oliimia anlam ifade eden Hassas/ ‘Faydas|z| | Formalite
ifade eden Kiglgan &
Masum ) Uygun Olimsuzluk -
(Belirsizlik) olmayan [ —( ifade eden Kaynastirma Eelisizlic
Kaynastirma egitimi

Etki-tepki)

dgrencisi

Ozel/Farkl l

_|1s birli§i|

Gayretli \ ~
~ e S0
N " i =
Kesfedilmesi Gereksinimlerin |
=t g e — T iderilmesi Ogrenme ve
gereken ] Gelisebilen Disa bagimli - Tyilestirici g|, IS
) = |OZEL EGITIM| ooy ey
7 /

Caba/Emek P -
‘ gerektiren I Destek ) Iht'YaCI Gereklilik )

1
Esitlik saglayici | ihtiyagJ
iyilestiriCiL : Gereksinimlerin

I ici l iderilmesi e —
Destekleyici etki g - Gereklilik
Yol gésterici' /

BEP
Destek ) / Sistematik )
l Formalite | | icerik \F Kisiye 6zgi |

Detay)  (sadelik)

Kaynastirma Egitimi Kavramina Yonelik Metaforik Algilar

Kaynagtirma egitimi kavramina ydnelik toplam 167 metafor olusturuldugu belirlenmistir. Ogretmenlerin
vermis olduklart metafor ve gerekgeleri dikkate alindiginda metaforlar frekanslart agisindan yiiksekten diisiige
stralanarak ‘biitiinlestirici’ (39 metafor), ‘uygulama yeterligi’ (33 metafor), ‘olumsuzluk ifade eden’ (28 metafor),
‘gereksinimlerin giderilmesi’ (21 metafor), ‘farklilik’ (17 metafor), ‘destekleyici etki’ (13 metafor), ‘stire¢’ (10
metafor) ve ‘diger’ (6 metafor) kategorileri olmak iizere sekiz kategori olusturulmustur. Kategoriler kendini
olusturan kodlarma gore incelendiginde ise ‘biitlinlestirici’ kategorisi biitlinlesme ve uyum kodlarindan;
‘uygulama yeterligi’ kategorisi emek ve dikkat kodlarindan; ‘olumsuzluk ifade eden’ kategorisi zor, faydasiz ve
uygun olmayan kodlarindan; ‘gereksinimlerin giderilmesi’ kategorisi gereklilik ve ihtiya¢ kodlarindan; ‘farklilik’
kategorisi kisiye 6zgii ve ¢esitlilik kodlarindan; ‘destekleyici etki’ kategorisi destek, yol gosterici ve iyilestirici
kodlarindan; ‘siire¢’ kategorisi 6grenme ve 6gretme, etki ve is birligi kodlarindan; ‘diger’ kategorisi belirsizlik ve
formalite kodlarindan olmak {izere toplam 19 kod olusturulmus ve Tablo 2’de sunulmustur.
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Tablo 2
Kaynagtirma Egitimi Kavramina Yonelik Metaforlar
Kategori Kod Metafor Ornek ifade
Gokkusagi (2), salata (2), biitiinlesme (4), ¢ay kasig1 (1), Anadolu “Eklem  gibidir.  Ciinki
(1), doga (1), bahge (1), biitiinlik (1), homojen karisim insanlar arasinda bag
o o olusturmak (1), eklem (1), destekli egitim (1), ampullerin paralel ~kurar.” (0229)
Q Biitiinlesme baglanmasi (1), lego parcalari (1), iki tugla arasina konulan har¢ “Turgut ~ Ozal  gibidir.
§3) (29) (1), kusun kanatlar1 (1), anne (1), Mevlana (1), takim olmak (1), Birlestiren bir egitimdir.
% miizik (1), elektrik devresi (1), pizza (1), ampuliin 1s1k vermesi  Hi¢bir evladini ayirmaz,
%’ (1), Turgut Ozal (1), puzzle (1) birlestirir.” (O191)
:E (13 b T 1
5 Adaptasyon (2), sosyallesme (1), su (1), hayat (1), bukalemun (1), Aﬁiapt“aé}ion . gibidir.
L . Ciinkii 6grencinin topluma
Uyum (10) bir insana yasam firsat1 vermek (1), sessiz ¢igliklar1 duymak (1), ’
. : uyumunu  kolaylastirir.
bebek biiyiitmek (1), sosyal beceri kazandirma (1) (O88)
Anasinifi egitimi (1), bebek bakiciligi (1), bulmaca (1), tarim (1),
= maya ¢almak (1), agag yetistirmek (1), canli (1), dalgalara kars1
@ kulag atmak (1), matematik dersi (1), damlalikla pet siseye su “Damlalikla pet siseye su
Eo doldurmak (1), anne (1), el isi (1), bebekken yiirlimeyi 6grenmek  doldurmak gibidir. Ciinkii
= Emek (25) (1), el sanati (1), fidan (1), az ¢ekilmis kahve (1), cay demlemek ~ sabir  ve emek ister.”
§ (1), fidan yetigtirmek (1), ge¢ olgur_llasan meyve (1), oya (1), sert (O109)
s kaya (1), orgili 6rmek (1), tlrtlllg 1pel§ bocegine doniisimii (1),
g sanat (1), yapbozun pargalarin1 birlestirmek (1)
20 Cam (1), ates (1), bulmaca (1), agir bir ameliyat (1), plirlizli bir Pu{uth bl{ yol g1b1_d1_r.
= Dikkat (8) yol (1), déner kavsak (1), legolardan model yapmak (1), yumurta Clnki dismemek  icin
ia 1ma1’< (1) ’ ’ yavas ilerlemek, dikkat
s etmek gerekir.” (093)
Igne ile kuyu kazmak (1), akintiya kars1 kiirek ¢ekmek (1), dikenli
yol (1), kafda yumrr}.ek (), k}sa mes_afe“kq.su yar?l..(l)’ sirta “Akinttya  karst  kiirek
fazladan yiiklenen yiik (1), yiik (1), ip Ustlinde yiiriimek (1), o I
~ . . ¢ekmek gibidir. Clinkii az
@ Zor (17 farkliy1 normallestirmeye ¢alismak (1), zor bir yokus (1), maya
o an yol alir ama g¢ok
P tutmayan yogurt (1), samanlikta igne aramak (1), mehter marsi orulursunuz.” (062)
% ylriiyiisii (1), labirent (1), sabir (1), deniz derya (1), zorlu bir dag y ’
g ytrtiytisi (1)
= Go“le maya c¢almak (1"), “bosg kiirek .(;ekmek .(1.), akintiya karsi “Kuma yazlan yaz: gibidir.
= kiirek ¢ekmek (1), biiyiik bir engeli agmak i¢in harcanan ¢aba Ciinkil ogu silinir gider.”
N  Faydasiz(3) (1), kuma yazilan yazi (1), dizgin (1), bugday havuzunda yiizmek o~ §08 gider.
@ 1), vied b (037)
IS (1), vicdan azabi (1)
8 “Pargay1 zorla oturtmaya

Uygun olmayan

®

Pargay1 zorla oturtmaya caligmak (1), balig1 sudan ¢ikarip hava
ortaminda yasa demek (1), yalnizligin sosyallesmesi (1)

caligmak gibidir. Ciinki
par¢a biitiinden ayridir.”
(0186)

Gereklilik (18)

Gereksinimlerin giderilmesi
(21)

Hava (1), antrenman yapmak (1), tuz (1), evlilik (1), agag kokleri
(1), hastayken zoraki yemek yapmak (1), yemek tuzu (1), 151k
(1), alt yap1 (1), yasamak (1), kiigiikken boyna asilan silgi (1),
oksijen (1), su (1), biitiinliik (1), kalp (1), salatanin iginden ¢ikan
limon c¢ekirdegi (1), tekerlekli sandalyede olan birine toplu
tagimay1 kullanabilmeleri igin firsat vermek (1), zorunlu egitim

)

“Oksijen gibidir. Ciinki
ozel egitime ihtiya¢ duyan
¢ocuklarin da yasamasi
icin oksijen gibi gereklidir.
Olmazsa olmazdir.”
(0234)

“Araba gibidir. Ciinkii zel
gereksinimi olan

Ihtiyac (3) Kirmizi boya (1), araba (1), sosyal sorumluluk projesi (1) dgrenciler igin ihtiyagtir.”
()
— Anahtar-kilit (1), lastik (1), 6zel ders (1), heterojen karigim (1), Qzel der.s .glbldlr'“ Ciinkii
< e . .. L bireysel ihtiyaca gore ders
— Kisiye 6zgii (9) analiz (1), ev (1), pozitif ayrimcilik (1), ayricalikli bir egitim (1), | »
) ifa (1 plant yapilir ve uygulanur.
% sifa (1) (0126)
k> . o . . . “Orman gibidir. Ciinki
= Cesitlilik (8) G((})%kusagl) @), deng)(l), karigim (1), evin catist (1), fabrika (1), ormanda birbirinden farkl
unes (1), orman birgok bitki vardir.” (O31)
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Kategori Kod Metafor Ornek ifade
i~ Destek (6) Baston (1), telafi (1), direk (1), araba (1), kum  “Direk gibidir. Ciinkii 63renciye
? tepelerini yikan riizgar (1), yardimsever (1) bilgide destektir.” (080)
(&}
=& . - . “Navigasyon gibidir. Ciinkii yol bilmez
=< Yol gosterici (4) Navigasyon (1), yuruyemeyen bireye omuz iz bilmez birinin yol ortamda giivenle
9] olmak (1), rehberlik (1), 151k (1) . RS
2 gitmesini saglar.” (0206)
o Tyilestirici (3) flag (1), cankurtaran (1), yara bandi (1) “ilag gibidir. Ciinkii ilag faydahdir.”
. Bir agaca asilama yapmak (1), okul (1), renkli Bllmedlgl.n .bl.r yo{d a l}eraber y.01
Ogrenme ve . . S bulmak gibidir. Ciinkii onun elinden
s bir buket (1), bilmedigin bir yolda beraber yol . e
_ 0gretme (6) bulmak (1), biitiinlik (1), zincirleri krmak (1) tutup giderken hem ona gretir hem
=~ ’ ’ de onunla 6grenirsin.” (076)
< . . . L “Uziim gibidir. Ciinkii iiziim tizime
% Etki (3) Resim (1), domino tasi (1), iziim (1) baka baka kararr.” (O120)
“Imece gibidir. Ciinkii okul aile ve
Is birligi (1) Imece (1) sosyal gevrenin is birligi i¢inde olmasi
gereken bir egitimdir.” (O188)
— s Atli karinca (1), yasam (1), dalga (1), zar “Atlh karmca gibidir. Clinkii yavas ve
< Belirsizlik (4) atmak (1) inisli cikishdir.” (O171)
Q
KA « B,
A Formalite 2)  Laf ebeligi (1), gelin olma siireci (1) Laf ebeligi gibidir. Giinkil lafta vardir

ama icraatta yoktur.” (06)

Kaynastirma Ogrencisi Kavramia Yonelik Metaforik Algilar

Kaynastirma 6grencisi

kavramina yonelik toplam

147 metafor olusturuldugu belirlenmistir.

Ogretmenlerin vermis olduklar1 metafor ve gerekceleri dikkate alindiginda metaforlar frekanslar1 acisindan
yiiksekten diislige siralanarak ‘diga bagimli’ (47 metafor), ‘umut vadeden’ (46 metafor), ‘diger’ (24 metafor),
‘olumlu anlam ifade eden’ (17 metafor) ve ‘olumsuzluk ifade eden’ (13 metafor) kategorileri olmak iizere bes
kategori olusturulmugtur. Kategoriler kendini olugturan kodlarina gore incelendiginde ise ‘disa bagimli’ kategorisi
¢aba/emek gerektiren ve muhtag; ‘umut vadeden’ kategorisi geligsebilen, gayretli, etki-tepki ve kesfedilmesi
gereken; ‘diger’ kategorisi hassas/kirilgan, 6zel/farkli ve belirsizlik; ‘olumlu anlam ifade eden’ kategorisi 6greten,
degerli ve masum; ‘olumsuzluk ifade eden’ kategorisi ise yetersizlik, 6nemsenmeyen, imkénsizlik ve engel
kodlarma ayrilarak toplam 16 kod olusturulmus ve Tablo 3’te sunulmustur.

Tablo 3
Kaynastirma Ogrencisi Kavramina Yénelik Metaforlar
Kategori Kod Metafor Ornek ifade
Cigek (8), bebek (1), araba (1), bitirmesi zor bir
proje (1), kabugu sert tohum (1), ¢cocuk (1), .. q -
orkide (2), dikenli giil (1), diigiim (1), kalin x“}}l‘aal‘)’g:tt kkusi g‘?‘illr' Segunkg
Caba/emek kabuklu bir meyve (1), piringlerin igindeki tag b}iﬁnﬁ G inus:vilrlnizgzzbeslerizl an\lla
gerektiren (25) (1), kurak topraklarda sans eseri yetisen bir gorunusu 1¢ -
— . L7727 0. yemini ve kafesini sik sik  kontrol
=~ cicek (1), muhabbet kusu (1), nadide bir tarihi o e
N etmek ve ilgilenmek gerekir.” (O3)
~ eser (1), mermer (1), emeklemeye baslayan
E bebek (1), yavru kus (1)
’g? Bebek (4), ailenin en kiigiik cocugu (1), bugday
s havuzuna atilan c¢ocuk (1), bitki (1),
A yenidogan (1), cigek (5), desteksiz duramayan
Muhtag (22) sehpa (1), muhtag (1), hamur (1), kartopu (1), “Bebek gibidir. Ciinkii ilgi ve sevgiye
uhtag yardima ihtiyact olan (1), sessizce fark  muhtagtir.” (0199)
edilmeyi bekleyen bir kardelen ¢icegi (1),
yaralt kus (1), yeni dogmus bir bebek (1),
yiiriimekte giicliik ¢ceken biri (1)
Giin & Zorluoglu 2024, 25(2)
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Kategori Kod Metafor Ornek ifade
Kardelen (1), bakim isteyen bitki (1), topragin
altindaki tohum (1), tel (1), buz (1), ¢igek (3),
susuz toprak (1), diigme (1), bitki (2), ham .. o - . o
Gelisebilen (23) madde (1), yabani bir igek (1), heykel (1), Céifé‘r digﬁb;d“e'h (i;r‘{‘}l(‘g92‘;vgl ve ilgi
giimils vazo (1), 151k (1), tohum (2), toprak & §¢ gelstL.
@ (1), timsek ayna (1), agactaki bir cigegin
;C: tohumu (1), yeni acan ¢igek (1)
2 Beyaz 151k (1), altin (1), cok bilinmeyenli
E Kesfedilmesi denklem (1), uzayli (1), gokkusagi (1), cevher  “Cevher gibidir. Clnkii  onu
= gereken , kitap (2), vaha (1), midye (1), evren (1), esfetmemiz gerekmektedir.
= ken (12) (1), kitap (2), vaha (1), midye (1) @) kesfi i kmektedir.” (0210)
g yildiz (1)
. T1rt11. (1), <;1g:_ek“(1), kus (1), gelin (1), su (1), “Su gibidir. Ciinkii hayatin akisina
Gayretli (7) ¢ekirdekteki nétron (1), yurt disma okumaya Katil lisirlar.” (6
giden dgrenci (1) atilmaya calisirlar.” (O66)
e e o “Ayna gibidir. Ciinkii siz ona nasil
Etki-tepki (4) Ayna (2), gozil bagli kus (1), su (1) davranirsamiz dyle cevap verir.” (04)
-] Karanliktaki mesale (1), cayin igerisindeki Ogretmen glbfdlr' Ciinki sana hep
= Ogreten (8) seker (1), gokkusagi (1), ¢igek (1), Giines (1) anlatip durdugun  monoton plr seyt
E — & 6“retmer; 3) ’ ’ > nasil daha farkli anlatabilecegini
sS4 & Saretir.” (O112)
g « G e NTRTI
3 § Degerli (7) Elmas (4), altin (1), inci (2) Altin gibidir. Cinkii ¢ok degerlidir.
c (0137)
= A “Melek gibidir. Cilinkii ¢ok saf ve
@) .
Masum (2) Melek (1), beyaz bir kagit (1) masumlardir.” (0192)

Kaplumbaga (1), bebek (2), ylizgegli balik (1), “Tek ylizgegli balik gibidir. Ciinki
§ Yetersizlik (6) yaral1 bir kus (1), tek ylirimeye yeni baglayan ~ mevcut durumda yiizmesi zordur.”
= gocuk (1) (0120)

3 Onemsenmeyen Oksiiz (1), halkanin disinda kalmis cocuk (1), Oksuzglbldlr. Clinkii ne a¥kada§1ar1 ne
g @) Kilerdeki esya (1), yetim (1) de Ogretmenler yeterince sahip
£ yatlhy cikmaz.” (081)
5 imkansizlik (2) Soguk bolgede tutmayan fidan (1), bosa kiireck  “Bosa kiirek ¢eken adam gibidir. Ciinkii
§ ¢eken adam (1) gitmek istedigi yolu gidemez.” (078)
g “Dislinin doniigiinii yavaslatan unsur
[e) Engel (1) Dislinin doniisiinii yavaslatan unsur (1) gibidir. Ciinkii etkinlikler de bunu
fazlastyla grmektesinizdir.” (0132)
Hassas/kirilgan Cl.gek, .(2)’ narin gicek (1), pap atya (1), kiistiim “Kiistiim ¢igegi gibidir. Ciinkii anlik
cicegi (1), cam (3), yagmur ormanlarinda s - e vy s
9) maki bitkisi (1) kiisebilir geri barigabilir.” (0109)

S DI\IA ), ayrlks1 .(1)’ kardelen (1), cicek ..(1)’ “Zebralarda c¢izgisi ters olan gibidir.
~ - giil bahgesindeki lale (1), yildiz (1), 6zel R s
5 Ozel/farkli (9) . Ciinkii birgok diisiince, davranisiyla
»oh ¢ocuk (1), kar (1), zebralarda ¢izgisi ters olan £ >
A ) arklidir.” (O133)

Belirsizlik (6)

Cigekli taght yol (1), bulutlu hava (1), kapal
kutu (2), wi-fi (1), hayat (1)

“Kapali kutu gibidir. Cilinkii 6grencinin
ne zaman ne yapacagmi bilemeyiz.”
(0128)

Bireysellestirilmig Egitim Programi Kavramina Yonelik Metaforik Algilar

BEP kavramina ydnelik toplam 132 metafor olusturuldugu belirlenmistir. Ogretmenlerin vermis olduklar
metafor ve gerekgeleri dikkate alindiginda metaforlar frekanslari acisindan yiiksekten diisiige siralanarak
‘destekleyici etki’ (58 metafor), ‘igerik’ (49 metafor), ‘formalite’ (15 metafor) ve ‘gereksinimlerin giderilmesi’
(10 metafor) kategorileri olmak tlizere dort kategori olusturulmustur. Kategoriler kendini olusturan kodlarina gore
incelendiginde ise ‘destekleyici etki’ kategorisi yol gdsterici, iyilestirici, destek ve esitlik saglayic1 kodlarindan;
‘igerik’ kategorisi kisiye 6zgii, sistematik, sadelik ve detay kodlarindan; ‘gereksinimlerin giderilmesi’ kategorisi
gereklilik ve ihtiyag¢ kodlarindan olmak iizere toplam 10 kod olusturulmus ve Tablo 4’te sunulmustur.
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Metafor

Ornek ifade

Bugday havuzuna diisen ¢ocugu g¢ikarmak igin
kilavuz (1), ajanda (1), define haritasi (1), pusula
(3), eski bir define haritas1 (1), ugus rotas: (1),
kilavuz kitap (1), fener (2), navigasyon (2), harita
(2), deveye hendek atlatma programi (1), 151k (4),
kilavuz (3), yemek tarifi (3), navigasyondaki
giizergah (1), parcalart nasil birlestirecegimizi
gosteren bir puzzle yonergesi (1), yildiz (1)
rehber (3), stratejik plan (1), diimen (1), yardim
eli (1), mentorluk (1), yol haritas1 (2)

As1 (1), regete (1), lokal anestezi (1), ¢oziici (1),
gen tedavisi (1), ilag¢ (3), cankurtaran (1), nefes
(1) ve yara band1 (2)

Baston (1), macun (1), tekerlekli sandalye (1),
kolon (1), gérme engelli bireylerin kullandiklar
baston (1), yapr iskelesi (1)

Terazi (2)

“Yol haritas1 gibidir. Ciinkii 6grenciye
neyi, nasil kazandirilacagin1 gosterir.”
(0123)

“Gen tedavisi gibidir. Cilinkii istenilen
yonde olumlu o6zellik kazandirir.”
(0156)

“Gorme engelli bireylerin kullandiklar
baston gibidir. Ciinkii gérme engelli
bireylerin kullandiklar1 baston bireyin
sokak ve caddelerde yiiriimesine
yardimc1  olur.  Bireysellestirilmis
egitim plani da egitimin uygulayicilari
olan Ogretmenlere yardimci olur.”
(051)

“Terazi gibidir. Clinkii dengeyi saglar.”
(095)

Parmak izi (6), el dokuma tezgahi (1), giinliik (1),
bir annenin sefkati (1), hava durumu (1), gozlik
(1), hayat (1), 6zel ders (1), kisisel ihtiyag listesi
(1), kisiye oOzel diyet programi (1), kisisel
program (1), recete (6), 6zel bir program (2),
makine (1), kar tanesi (1), T.C. kimlik numarasi
(1), oOzel agacin yetisip meyve vermesini
saglayan yontem (1), kek tarifi (1), 6zel ders
ogretmeni (1), 6zel menil (2), pizza (1), kimlik
(1), resim albiimii (1), yemek tarifi (1)

Merdiven (1), basamak (1), arabanin pargalari (1),
diyet programi (1), asamali oyun (1), evlilik
kurallart (1), uzun bir zincir (1)

Perhiz yemegi (1), paket program (1), tuslu telefon

)

Kitap (1), dantel (1), triatlon (1)

“T.C. kimlik numaras1 gibidir. Cilinkii
her bireysellestirilmis egitim programi
kisiye 6zeldir.” (0174)

“Basamak gibidir. Ciinkii kademelidir.”
(0185)

“Perhiz yemegi gibidir. Ciinkii gerekli
olanlar1 yeterli derecede vermek
igindir.” (0175)

“Dantel gibidir. Clinkii ¢ok detaylidir.”
(032)

Bermuda seytan {iggeni (1), oynanmayan oyuncak
(1), ruhsat (1), uygulanamayan yonerge (1), ¢ikis
felsefesi iyi ama ise yaramaz eski bir esya (1),
bedava poset (1), riiya (1), pazar listesi (1), giinii
kurtarmak i¢in pigirdigimiz makarna (1), gelinlik
(1), i¢i bos hediye paketi (1), formalite (1),
kullanilmayan takim ¢antasi (1), mis gibi yapmak
(1), yeni aldigi esyanin kullanim kilavuzu (1)

“Rilya gibidir. Ciinkii ger¢ek kosullarda
hig uygulanamaz.” (0170)

Bel kemigi (1), su (2), hastane (1), oksijen (1),
nefes almak (1), aile (1), uzay araci (1)

Su (1), Giines (1)

“Su gibidir. Ciinkii  kaynastirma
Ogrencisi i¢in olmazsa olmazdir.”
(0149)

“Giines gibidir. Ciinkii Giines gibi
ihtiyagtir.” (0231)

Tablo 4
BEP Kavramina Yonelik Metaforlar
Kategori Kod
Yol gosterici
(38)
o
©v
=
'S lyilestirici
5 @
X
2
&
a]
Destek (6)
Esitlik
saglayici (2)
Kisiye 6zgii
(36)
N
N
=
Sistematik (7)
Sadelik (3)
Detay (3)
o
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Tartisma

Bu boliimde fen bilimleri 6gretmenlerinin kaynastirma egitimi, kaynastirma ogrencisi ve BEP
kavramlarina yonelik algilarindan elde edilen bulgular, alanyazindaki aragtirma bulgulariyla karsilastirilarak
aragtirma problemlerine gore alt bagliklar halinde incelenmistir.

Kaynastirma Egitimi Kavramina Yonelik Algilar ile Tlgili Sonuglar

Bu calismada kaynagtirma egitimi kavramina yonelik elde edilen metaforlar ‘biitlinlestirici’ kategorisi
basta olmak iizere azalan sirayla ‘uygulama yeterligi’, ‘olumsuzluk ifade eden’, ‘gereksinimlerin giderilmesi’,
‘farklilik’, ‘destekleyici etki’, ‘siire¢’ ve ‘diger’ kategorilerinde toplanmistir.

Kaynastirma egitimi kavramina yonelik olusturulan metaforlar ‘biitlinlestirici’ kategorisine ait
biitiinlesme kodunda yogunluk gostermektedir. Kaynastirma egitimi ile ilgili olusturulan metafor ve gerekgelerine
genel olarak bakildiginda; tiim bireylerinin biitiinlesmesini sagladigina, birlestiren bir egitim olduguna ydnelik
olumlu ifadelerin kullanildig1 belirlenmistir. Bu durumda 6gretmenler tarafindan kaynastirma egitiminin genel
olarak olumlu algilandig1 diisiiniilmektedir. Ogretmenlerin kaynastirma egitimine iliskin genellikle olumlu tutuma
sahip olduklar1 alanyazindaki (Avci & Sakalli-Demirok, 2022; Demir & Usta, 2019; Karabulut vd., 2021)
calismalarla da desteklenmektedir. Kaynastirma egitimi ile bireylerin egitim-0gretim hizmetlerine ulasmalarinda
ayrimciliga sebep olacak tiim durumlar ortadan kaldirilmaya calisilmakta (Ergin, 2022) ve ayrismay1 dnleyerek
toplumun biitiinlesmesinin saglanmasi amaclanmaktadir (Ilk & Acikalin, 2018). Bu durum kaynastirma egitiminin,
bireysel farkliliklar1 olsun ya da olmasin tim bireyleri ortak bir noktada birlestirdigi ve biitiinlesmeyi sagladigt
sonucunu agiga ¢ikarmaktadir.

Calismada metaforlarin ikinci sirada ‘uygulama yeterligi’ kategorisinden emek kodunda yogunluk
gostermesi ve Ogretmenlerin genellikle “emek ister”, “sabir ister” gibi ifadeleri kullanmalarindan kaynastirma
egitiminin emek sarf edilen bir egitim uygulamasi olarak goriildiigii anlasilmaktadir. Benzer sekilde Giirsoy ve
digerleri (2019) de kaynastirma egitimine iligskin 6gretmenlerin olusturduklari metaforlari en fazla 6zel ilgi, sevgi
ve sabir kategorisinde toplamis ve bu durumun siregte Dbirtakim giigliiklerle karsilasilmasindan
kaynaklanabilecegini ifade etmiglerdir. Demir ve Sahin’in (2022) ifade ettigi gibi 6zel gereksinimli 6grencilerin
tabi oldugu egitim akranlarinin egitimine kiyasla daha fazla emek ve sabir gerektirmektedir.

Kaynastirma egitimine yonelik olusturulan metaforlarin ii¢lincii sirasinda ‘gereksinimlerin giderilmesi’
kategorisinden gereklilik kodunun gelmesiyle kaynastirma egitiminin 6gretmenler tarafindan gerekli goriildiigii
anlagilmaktadir. Yazicioglu (2019) ile Aver ve Sakalli-Demirok’un (2022) dgretmenlerin kaynastirma egitimini
ogrencilerin gereksinimlerini gideren, gerekli bir egitim olarak gordiiklerini ortaya koymalari ¢aligmanin bu
sonucunu desteklemektedir. Kaynagtirma egitimine iligkin yine siklikla olusturulan ‘olumsuzluk ifade eden’
kategorisine ait zor kodundaki metaforlara bakildiginda gerek 6grenci kaynakli zor oldugu gerek siirecin genel
olarak zorlu oldugu gerekse 6gretmen agisindan zorlanildigi anlasilmaktadir. Dolayisiyla verilen metafor ve
gerekgelerinden Ogretmenlerin siire¢ iginde giicliklerle karsilastiklart diisiiniilmektedir. Benzer sekilde
kaynagtirma egitimine yonelik Efilti ve digerleri (2021) zorluk/sabir kategorisini, Basgiil ve Uluginar-Sagir (2017)
sabir gerektiren i kategorisini olusturarak dgretmenler tarafindan kaynastirma egitiminin zorlu bir siire¢ olarak
algilandigini belirlemislerdir.

Kaynastirma egitimine yonelik besinci sirada ‘farklilik’ kategorisi devaminda ‘destekleyici etki’ ve
‘stireg’ kategorileri en son ise ‘diger’ kategorisi gelmektedir. Alanyazinda kaynastirma egitimine ve dzel egitime
yonelik metafor caligmalari incelendiginde benzer kategorilerin meydana getirildigi belirlenmistir. Efilti ve
digerlerinin (2021) metaforlardan farkli/sira disi, akademik/siire¢ ve diger kategorilerini; Altindag-Kumas ve
Stier’in (2020) metaforlardan farklilik kategorisini; Yazicioglu’nun (2019), farkliliklar1 anlama kategorisini; Kazu
ve Yildirim’in (2021), bir eylem/siire¢ kategorisini; Pesen ve Pesen’in (2020) bu ¢aligmadaki destekleyici etki
kategorisine ait yol gosterici kodundan kategori olusturmalar1 g¢aligmanin bu sonuglariyla benzerlik
gostermektedir. Kaynastirma egitimine yonelik olusturulan metaforlar genel olarak degerlendirildiginde ise daha
¢ok biitiinlesme, emek, gereklilik ve zor kodlarinda yogunluk gdstermesi; 6gretmenlerin genel olarak kaynastirma
egitiminin fayda ve dnemini kavradiklarini ancak siirecte giigliiklerle de karsilasabildiklerini diisiindiirmektedir.

Kaynastirma Ogrencisi Kavramina Yéonelik Algilar ile flgili Sonuglar

Kaynagtirma 6grencisi kavramina yonelik elde edilen metaforlar bagta ‘disa bagimli® kategorisi olmak
lizere azalan sirayla ‘umut vadeden’, ‘diger’, ‘olumlu anlam ifade eden’ ve ‘olumsuzluk ifade eden’ kategorilerinde
toplanmustir.
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En fazla metaforun olusturuldugu ‘disa bagimli’ kategorisine ait ¢aba/emek gerektiren ve muhtag
kodlarinda metaforlarin yogunlastigi belirlenmistir. Ogretmenlerin kaynastirma dgrencilerini disa bagimli bireyler
olarak algiladiklar1 siklikla kullandiklar1 “6zel ilgi ister”, “caba ister”, “sevgiye ve ilgiye muhtactir” ifadelerinden
anlasilmaktadir. Basgiil ve Ulugmar-Sagir (2017) ile Akkus’un (2019) caligmalarinda dgretmenler tarafindan
kaynagtirma 6grencilerinin 6zel ilgiye muhta¢ bireyler olarak algilandiginin ortaya koyulmasi ¢alismanin bu
sonucuyla ortiismektedir. Efilti ve digerleri (2021) de benzer sekilde 6gretmenlerin 6zel gereksinimli bireyleri
muhtag, engelli olarak gordiiklerini belirterek olusturulan metaforlar1 en g¢ok ilgi/onem kategorisi altinda
toplamislardir. Kaynastirma 6grencilerine yonelik egitimler; hazirlanmasi, uygulanmas: ve degerlendirilmesi
asamalarinda 6gretmenlerin yer aldigi BEP’ler kullanilarak ve dgrencinin seviyesine uygun 6gretim faaliyetleri
diizenlenerek gerceklestirildiginden metaforlarin ¢gaba/emek gerektiren ve muhtag kodlarinda yogunluk gésterdigi
diisiintilmektedir.

Kaynastirma ogrencisine yonelik ikinci sirada en fazla metafor ‘umut vadeden’ kategorisine ait
gelisebilen ve kesfedilmesi gereken kodlarindan olusturulmustur. Basgiil ve Ulucinar-Sagir (2017) da 6gretmenler
tarafindan 6zel gereksinimli gocuklarin gelistirilebilir bireyler olarak algilandigini ve bu ¢ocuklara saglanan uygun
kosullar neticesinde verimli sonuglar elde edilebilecegini belirlemislerdir. Talas’in (2017), 6gretmen adaylarinin
kaynastirma Ogrencilerini en ¢ok “ilgiye ve sevgiye muhtag¢” sonrasinda “umut vadeden bireyler” olarak
diisiindiiklerini ortaya koymasi ¢alismanin bu sonucuyla paralellik gostermektedir. Benzer sekilde Bastug ve Servi
(2021) 6gretmenler tarafindan kaynastirma 6grencilerinin ilgiye/bakima muhtag ve gelistirilebilir bireyler olarak
goriildigiinii ortaya koymuslardir. Digsa bagimli olan bireylerin bagimsizlasmalari yasitlariyla ayni ortamda en st
seviyede etkilesim iginde olabilecekleri egitimlerle saglanabilmektedir (Sardohan-Yildirrm & Eldeniz-Cetin,
2022). Kaynastirma Ogrencilerinin akranlari ile bir arada aldigi egitim onlara olumlu anlamda bir¢ok katki
sunmaktadir (Avci & Sakalli-Demirok, 2022). Bu durum etkili kaynastirma uygulamalari ile 6grencilerin gelisim
gosterebilen bireyler olarak algilandigini ve umut vadettiklerini diisiindiirmektedir.

Kaynastirma 6grencisine yonelik olusturulan kategorilerden tigiincii sirada hassas/kirilgan, 6zel/farkli ve
belirsizlik kodlarindan olugan ‘diger’ kategorisi devaminda ‘olumlu anlam ifade eden’ kategorisi gelmektedir. En
az metafor ‘olumsuzluk ifade eden’ kategorisinde bulunmustur. Alanyazinda kaynastirma &grencisine iligkin
metafor arastirmalarina bakildiginda benzer kategorilerin olusturuldugu belirlenmistir. Day1 ve digerlerinin (2020)
ogretmenler tarafindan olusturulan metaforlarin genellikle olumlu olmasinin yaninda olumsuzluk ifade eden
metaforlarin da yer aldigimi belirlemesi ve farklilik, kirilgan/narin kategorilerini olusturmasi; Pesen ve Pesen’in
(2020), degerli, mutluluk kaynagi gibi olumlu anlam ifade eden kategorilerinin yani sira bilinmeyen, farkli ve
olumsuzluk unsuru kategorilerini meydana getirmesi; Bastug ve Servi’nin (2021), hassas/kirilgan kategorisini
olusturmasi ve olumlu anlam ifade eden metaforlarin yaninda olumsuzluk ifade eden metaforlarin da kullanildiginm
belirlemesi ¢alismanin bu sonuglariyla ortiismektedir. Kaynastirma 6grencisine yonelik ortaya ¢ikan sonuglar
genel olarak degerlendirildiginde ise metaforlarin daha ¢ok ‘disa bagimli’ ve ‘umut vadeden’ kategorilerinde
yogunluk goéstermesi, kaynastirma Ogrencilerinin gereksinimleri dikkate alinarak ilgi ve dnem gosterildiginde
ogretmenlerin bu 6grencileri geligsebilen bireyler olarak algiladiklarini diistindiirmektedir.

Bireysellestirilmis Egitim Programi Kavramima Yonelik Algilar ile ilgili Sonuclar

BEP kavramina iliskin olusturulan metaforlar en ¢ok ‘destekleyici etki’ kategorisinde azalan sirayla
‘igerik’, ‘formalite’ ve ‘gereksinimlerin giderilmesi’ kategorilerinde toplanmustir. En fazla metaforun
olusturuldugu ‘destekleyici etki’ kategorisinden yol gosterici kodunda metaforlar yogunluk géstermektedir.
Ogretmenlerin olusturdugu metafor ve gerekgeleri incelendiginde genellikle “yol gosterir”, “dgrenciye 151k tutar”,
“ogretmene yol gosterir” ifadelerine yer vermelerinden, BEP’in gerek 6grenciye gerek dgretmene gerekse genel
ifadelerle yol gosterici olarak algilandigi anlasilmaktadir. BEP, 6zel egitim kapsamindaki Ogrencilerin
ihtiyaclarina yonelik olarak egitimlerinin ne kadar siirede nasil verilecegini (Sar1 & Ilik, 2016) ve amag, igerik,
Ogretim stireci ile degerlendirme basamaklarini igermektedir (Ardig, 2020). Kol (2016), d6grencinin gelisiminin
desteklenmesi ve verimli kaynastirma egitimi i¢in BEP’in etkili bir yol gosterici oldugunu ifade etmektedir. Bu
durumda Ogretim siirecinin planlanarak daha etkili ve verimli sekilde yiiriitiilmesine katki saglayacagi i¢in
ogretmenler tarafindan BEP’lerin yol gosterici olarak algilandig diistiniilmektedir.

BEP kavramina iliskin ikinci sirada en ¢ok metaforun olusturuldugu ‘igerik’ kategorisine ait kisiye 6zgii
kodunda metaforlar yogunluk géstermistir. Ogretmenlerin goriisleri incelendiginde BEP igeriginin kisiye 6zgii
olusturulmasinin iizerinde duruldugu anlasilmaktadir. Ozel gereksinimli bireylerin egitimden en iist seviyede
yararlanmalari, ihtiyaglar1 dikkate alinarak ogretimin bireysellestirilmesiyle saglanmaktadir (Toper, 2020). Bu
amacla BEP’ler 6grencilerin sahip oldugu farkliliklar ve 6grenme 6zellikleri g6z oniine alinarak (Akarsu & Atbasi,
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2021) bireye 6zgii olmaktadir (flik & Giinay, 2020). Ozel gereksinimli &grencilerin bireysel ve dgrenme
ozelliklerinin birbirinden farklilik géstermesi, 6gretmenlerde BEP’lerin kisiye 6zgii olmasi gerekliligini 6n plana
cikardig1 diistintilmektedir.

BEP kavramina iligkin olusturulan metaforlarin iiciincii sirasinda ‘formalite’ kategorisi gelirken, en az
metafor ‘gereksinimlerin giderilmesi’ kategorisinde toplanmistir. Alanyazinda BEP’i iceren herhangi bir metafor
calismasina rastlanmamakta ancak 6gretmenlerin BEP ile ilgili goriislerine yer verildigi arastirma bulgular1 bu
calisma ile benzerlik gostermektedir. Glirgiir ve Hasanoglu-Yazgayir (2019), 6gretmenlerin BEP’i gereklilik
olarak gérmelerine ragmen formalite olarak diisinmekten dteye gecemediklerini ifade etmislerdir. Ogretmenlerin
BEP’i gerekli gormelerine ragmen olusturduklart metafor ve gerekgeleri incelendiginde sinif kosullarinda
uygulanmasinin zorlugu ve BEP’lerin olmasi gerektigi gibi olmadigi, dogru hazirlayamadiklarina ydnelik
ifadelerinden formalite olarak algiladiklar1 anlasilmaktadir.

BEP’e yonelik sonuglar genel olarak degerlendirildiginde, olusturulan metaforlarin en ¢ok ‘destekleyici
etki’ kategorisinde toplanmasi ve Ogretmenlerin bu kategoriye yonelik sundugu olumlu goriisler, BEP’in
kaynagtirma egitiminde &gretmenlere ve Ogrencilere destek sunarak olumlu yonde katki sagladigi algisinin
oldugunu disiindiirmektedir. Ayrica siklikla BEP’in kisiye 6zgli olmasimin belirtilmesi, dgrencilerin bireysel
ozelliklerinin g6z 6niinde bulundurulmasimin dolayisiyla her 6grencinin kendi gereksinimlerine gore olusturulmus
bir BEP’i olmasi gerektigini diisiindiiklerini gostermektedir. Bu bulgularin yan1 sira BEP’in hazirlamasi gereken
bir formalite olduguna yonelik 6gretmen goriiglerinin de bulunmasi, BEP’in éneminin ve gerekliliginin farkinda
olundugunu ancak goz ardi edilebildigini de diisiindiirmektedir.

Oneriler

Calisma kapsaminda agiga ¢ikan sonuglar dikkate alinarak 6gretmenlerin olumsuz algilarini olumlu hale
doniistiirmek amact ile kaynastirma ve BEP’e yonelik hizmet ici egitimler verilebilir. Ogretmenlerin kaynastirma
ogrencilerini disa bagimli algilamalarindan dolay1 grencilerin bireysel 6grenmelerini destekleyen igerikler ve
materyaller tasarlanabilir. BEP e yonelik formalite algilarinin giderilmesine yonelik ise denetlemelerinin uzmanlar
tarafindan yapilmasi 6nerilebilir. Calisma grubu fen bilimleri 6gretmenleri ile sinirli kalmaktadir. Farkli branslarla
da caligsma yapilip algilarin degisip degigsmedigi karsilastirilabilir. Olumsuz algilarin olusmasina neden olusturan
durumlarin belirlenmesine yonelik farkli veri toplama araglar1 da kullanilarak daha detayli bilgilerin elde
edilebilecegi ¢aligmalar yapilabilir.

Yazarlarin Katki Diizeyleri

Calisma birinci yazarin yiiksek lisans tezinden iiretilmis olup aragtirmanin biitiin asamalarinda yazarlar is
birligi i¢inde ¢aligmustir.
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Abstract

Introduction: This study was conducted to determine the science teachers' perceptions towards the concepts of
inclusive education, inclusive students, and individualized education programs (IEP) related to inclusive
education.

Method: 234 science teachers participated in the study, which was carried out in the phenomenological design.
The metaphorical form developed by the researchers was used to collect the data within the scope of the research,
and the obtained data were analyzed by the content analysis method.

Findings: In the study, "integrative", "practice competence", "negative connotation”, "fulfillment of needs",
"difference", "supporting effect", "process" and "other" categories were created for the concept of inclusive
education; "externally dependent”, "promising”, "positive connotation"”, "negative connotation" and "other"
categories for the concept of inclusion student; and "supporting effect”, "content™, "formality” and "fulfillment of
needs" categories for the concept of IEP.

Discussion: The metaphors created by the teachers for the concept of inclusive education were mostly collected
under the "integrative™ category; the metaphors created for the inclusive student mostly under the "external
dependent” category, and the metaphors created for the concept of IEP mostly under the "supporting effect”
category. It has been concluded that inclusive education generally provides integration and is perceived positively
by teachers, inclusive students are perceived as needy and demanding more as externally dependent individuals,
and IEP has a guiding perception by providing overall support to both teachers and students in the education and
training process.
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Introduction

Education and training services in Turkish schools are carried out within the framework of a specific
program, without discriminating between students (National Education Basic Law, 1973; Senel, 2018). However,
since some individuals differ from their peers in terms of some characteristics (Altindag-Kumas & Siier, 2020),
the educational programs currently applied to these individuals are not effective enough (Deretarla-Giil, 2019).
Therefore, individual differences must be considered in order for education to be effective (Sevim et al., 2021).
Students whose educational needs cannot be met with general education practices due to their individual
differences benefit from education and training services within the scope of special education (Kvande et al., 2019).

Students in the scope of special education are included in inclusive education in general education classes.
With inclusive education, these students are supported to benefit from education services in the same environment
as their peers by making the necessary educational arrangements in the classrooms (Berkant & Atilgan, 2017,
Ersoy, 2021; Hornby, 2015; Yener & Dayi, 2021), to enable their integration and inclusion with the society
(Calikoglu, 2020; Demir & Usta, 2019) and at the same time to ensure their academic development (Burunsuz &
Ince, 2020; Biiyiikalan & Yaylac1, 2018). In order for inclusive students to benefit from education services at the
highest level, arrangements are needed in their education (Cikili et al., 2020; Mete et al., 2017), and an
Individualized Education Program (IEP) is prepared in this direction (Al-Shammari & Hornby, 2020). IEP is
defined as a program (Special Education Services Regulation [SESR], 2018) designed by considering the
development and education needs of students with special needs in order to achieve the determined goals. IEPs
are a road map for students and teachers about how and how long education should be given and how the student
is to be evaluated (Kandaz, 2019; Sar1 & lik, 2016). Thanks to the IEPs prepared for the needs of the individual,
learning at the highest level can be achieved (Yiiksel et al., 2020).

The role of teachers is vital in the successful continuation of inclusive education (Avct & Sakalli-
Demirok, 2022; Sahan et al., 2021). In order to achieve the determined goals, teachers ensure the implementation
of education programs (Aydogdu et al., 2020) and make educational arrangements (Akbulut & Akiiziim, 2021).
For this reason, revealing teachers' positive or negative perceptions about special education/inclusion is important
in presenting the competencies of teachers who are practitioners of inclusive education. Accordingly, determining
teachers' perceptions in special education is considered important in terms of the success of inclusive education
(Bulut, 2021; Yazicioglu, 2019).

Metaphors are used to explain any concepts with known more straightforward concepts, to increase their
clarity and memorability, and to emphasize the concepts to be explained (Lakoff & Jhonson, 1982). Therefore, it
is important to use metaphors in order to determine the meanings that individuals attribute to a concept and their
perspectives (Ozbey-Gokee & Cakmake1, 2021). In metaphor sentences, the concept of "like" is stated as what the
concept is similized to, and with "because", it is pointed out why the metaphor is used, and the link between the
metaphor and its justification is explained more clearly by connotation (Thibodeau et al., 2019). In educational
research, metaphors are used to embody the subjects and abstract situations that are difficult to understand, and to
determine individuals' perceptions towards certain subjects and concepts (Karacam & Aydin, 2014). Considering
the students who need special education, it is important to determine the perceptions of teachers who attend their
classes towards inclusive education, which is the field of practice, in terms of revealing the teachers' thoughts
about the process. Because perceptions reveal the beliefs, give information about the efficiency of the
implementation process and the perceptions form the basis of the process in the structuring of the next processes
(Marshall, 1990; Taylor, 2008). Therefore, determining the metaphorical perceptions of teachers towards the
concepts related to inclusive education will provide information about the current situation and form the basis for
structuring the next processes.

When studies about metaphor in the field of special education in the literature are examined, it has been found
that there are studies examining perceptions of the following concepts: inclusion (Karabulut et al., 2021); inclusive
education (Erol-Sahilioglu, 2020; Ersoy, 2021; Yazicioglu, 2019); student with special needs/inclusion student (Basgiil
& Ulugmar-Sagir, 2017; Bastug & Servi, 2021; Dayi et al., 2020; Efilti et al., 2021); special education (Altindag-Kumas
& Siier, 2020; Katitas & Coskun, 2020; Kazu & Yildirim, 2021; Pesen & Pesen, 2020); autism spectrum disorder
(Bozkus-Geng, 2021); special education lesson (Mer¢ & Kog, 2017); gifted student (Ekinci et al., 2018; Ozbey-Gokce
& Cakmake1, 2021); Guidance and Research Center (Sola-Ozgiic et al., 2019); Science and Art Center (Su et al., 2017);
attention deficit and hyperactivity disorder (Go6ziim, 2020). When the studies about metaphor in the field of special
education are examined in the literature, it is seen that there are studies that mainly determine the perceptions towards
the concept of special education, but there is no study that includes IEP, one of the concepts related to inclusive
education. In addition, it was determined that the current research is mostly carried out with special education teachers
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and teacher candidates. It is considered that it is important to get teachers' opinions about IEP and inclusion, which
significantly impact the education of students with special needs (Yilmaz & Batu, 2016). Since teachers are the
practitioners of programs, take an active role in the learning environment, organize the educational materials to be used,
and perform these in line with their knowledge and attitudes, it is important to determine the perceptions. Science class
is one of the important classes for students with special needs as it ensures teachers bring in knowledge and skills that
can be associated with daily life. Science teachers are expected to have sufficient knowledge and skills about students
with special needs (Giindiiz & Zorluoglu, 2021). Considering these situations, the present study aimed to determine the
perceptions of science teachers towards the concepts related to inclusive education through metaphors. As a result of the
findings obtained from the study, these findings are important in terms of presenting the general perceptions of science
teachers towards inclusive education, contributing to the shaping of science teaching undergraduate curriculum in the
future in terms of inclusive education, and shaping the in-service training of science branch teachers who teach students
with special needs. In the study, answers to the main problem, "What are the metaphorical perceptions of science teachers
towards concepts related to inclusive education?" and the following sub-problems were sought:

1. What are the metaphorical perceptions of science teachers towards the concept of "inclusive education"?
2. What are the metaphorical perceptions of science teachers towards the concept of "inclusive student™?
3. What are the metaphorical perceptions of science teachers towards the concept of "IEP"?
Method
Research Design

The study was carried out using the phenomenological design, a qualitative research method. Phenomenology
is described as a research design that examines the meanings that individuals attribute to phenomena and events in depth
and offers correlational explanations for this (Patton, 2018). In this study, the phenomenological design was preferred
since it aimed to reveal the perceptions towards the concepts related to inclusive education by making use of metaphors
and examining the metaphors created in depth

Study Group

Criterion sampling, one of the purposive sampling methods, was used to select the study group. In purposive
sampling, situations that provide rich data that respond to research problems are selected in the most appropriate way
for the purpose of the study. In criterion sampling, predetermined criterion/criteria can be used by the researcher in order
to enrich the research (Patton, 2018). In this study, which was carried out by adopting the phenomenological design, the
study group was created by criterion sampling method since the teachers had to have experience in terms of the concepts
related to inclusive education and the teachers had to be reached in a way that could represent seven geographical regions.
While forming the study group, experienced science teachers who said yes to at least one of the titles of "status of being
an inclusive student™ and "status of receiving education in the field of special education™ were included in the study. In
this direction, the study was carried out with 234 science teachers who participated voluntarily from seven geographical
regions of Tiirkiye. A large number of science teachers were reached in order to obtain qualified data within the scope
of the study. Demographic characteristics of the study group are given in Table 1.

Table 1
Demographic Characteristics of the Study Group
Features Variables Frequency (f)
Gender Female 146
Male 88
. . . Yes 203
Status of being an inclusive student No 3
Mediterranean 40
Eastern Anatolia 27
Aegean 24
Distribution of the study group by regions Southeastern Anatolia 41
Central Anatolia 24
Black Sea 23
Marmara 55
Status of receiving education in the field of special education YNeos 16740
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Data Collection Tools

In the study, a semi-structured metaphorical form developed by the researchers was used in order to
present the perceptions towards the concepts related to inclusive education. Individuals express their perceptions
of concepts and their experiences with metaphors by comparing them to different concepts (Karagam & Aydin,
2014; Walton & Lloyd, 2011). The metaphorical form created consists of three metaphor expressions and a section
that includes demographic characteristics such as gender, being an inclusive student, etc. (Table 1) in order to
reveal the perceptions towards inclusive education, inclusive students, and IEP with metaphors. The metaphorical
form, which was created based on expert opinion, includes questions from which the demographic characteristics
of the participants are to be obtained, and metaphorical sentences "Inclusive education is like .... Because ... ",
"Inclusive student is like .... Because ...", "Individualized Education Program (IEP) is like .... Because ..." to
determine the metaphors with their justifications.

Data Collection and Analysis

The study was carried out in accordance with the decision of the Ethics Committee of Siileyman Demirel
University, dated 14.10.2021 and numbered 112/27. During the data collection process, which lasted for about 2
months, the link of the metaphorical form created in Google Documents was submitted to the science teachers who
voluntarily participated, and they were ensured to fill it in.

The data obtained within the scope of the study were analyzed using the content analysis method. Codes,
categories, and themes were developed in content analysis by grouping interrelated repetitive data (McMillan &
Schumacher, 2010). In this study, the content analysis method was preferred since the codes and categories were
created in the process by considering the answers of teachers in the data analysis. In the metaphorical form, 234
data were obtained for each question, but the data of which metaphor was nonsense, of which justification was
insignificant, and of which metaphor did not meet its justification were eliminated and not analyzed. For example,
the teacher who developed the metaphor of "Inclusive education is like a miracle. Because it is a miracle." similized
inclusive education as a miracle, but did not explain the reason for using this analogy. In another example, an
appropriate metaphor for the teacher's justification was not used in sentence of "Inclusion student education is like
improving our life. Because by means of it, we get different perspectives in education.", and both sentences express
the reason. Regarding IEP, the logical relationship between the metaphor used in the sentence of "1EP is like color.
Because when you find the real color, you can create the picture you want." and its justification has not been well
established. As a result of the elimination, 167 qualified data were obtained from the first metaphor question, 147
from the second metaphor question, and 132 from the third metaphor question included in the data analysis. After
the researchers reached a consensus regarding whether the data obtained were included in the analysis, they were
checked by an expert in the field of special education and science education, and the expert's opinion was received
that the "eliminated and included data are appropriate”.

From the qualified data obtained, the codes were created by considering the meanings between the
metaphors and their justifications, and categories were created by considering the codes related to each other. The
codes and categories created were checked by an expert with a PhD in the field of special education, and the codes
and categories were clarified in line with their opinions and suggestions. A total of 60 samples, 20 codes for each
metaphorical question, were randomly selected from the codes and categories created, and presented to the opinion
of an expert working in the field of special education, and the reliability coefficient was calculated. The reliability
coefficient was calculated as .85 using Miles & Huberman's (1994) reliability coefficient formula (Reliability =
agreement / agreement + disagreement). The value calculated within the scope of the study is in the range of .75-
1.00, which indicates that the reliability of the analysis made in the study is excellent (Cicchetti, 1994). The code
created is presented by enriching with figures and tables in the categories and findings section, and sample
quotations of the metaphorical sentences created by science teachers are included. The teachers' opinions who
participated in the study were given by coding as "T1, T2, T3..." without using their names to comply with the
ethical rules.

Results

The codes and categories (Figure 1), which were created according to the metaphors and justifications
given by the science teachers regarding the concepts related to inclusive education, are examined. It was observed
that 19 codes under eight categories were created for inclusive education, 16 codes under five categories for
inclusive education students, and 10 codes under four categories for IEP concepts.
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Figure 1
Categories and Codes for Special Education Concepts
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Metaphorical Perceptions towards the Concept of Inclusive Education

It was determined that a total of 167 metaphors were created for the concept of inclusive education.
Considering the metaphors and justifications given by the teachers, the metaphors were sorted in descending order
in terms of their frequencies, and eight categories were created: "integrative” (39 metaphors), “practice of
competence” (33 metaphors), "negative connotation™ (28 metaphors), "fulfillment of needs" (21 metaphors),
"difference” (17 metaphors), "supporting effect” (13 metaphors), "process” (10 metaphors) and "other" (6
metaphors). When the categories are examined according to their own codes, the category "integrative" consists
of the integration and harmony of the code; the category "practice competence™ consists of the codes endeavor and
attention; the category "negative connotation™ consists of the codes difficult, useless and improper; the category
"fulfillment of needs" consists of the codes requirement and need; the category "difference"” consists of the codes
personalized and diversity; the category "supporting effect" consists of the codes support, guiding and healing and
equality providing; the category "process” consists of the codes learning and teaching, influence and cooperation;
the category "other" consists of the codes uncertainty and formality; and so a total of 19 codes were created and
presented in Table 2.

Table 2
Metaphors for the Concept of Inclusive Education
Category Code Metaphor Sample statement
Rainbow (2), salad (2), integration (4), teaspoon “It is like a ioint. Because it creates
(1), Anatolia (1), nature (1), garden (1), integrity bonds betvjveen.people." (T229)
(1), creating a homogeneous mixture (1), joint (1),
Integration assisted education (1), parallel connection of light
) bulbs (1), lego pieces (1), mortar placed between - N .
™ "
s B wobnde() bioswing @) marer), ke TmO fas
g Mevlana Rumi (1), being a team (1), music (1), discriminate an ofl its children, it
s electric circuit (1), pizza (1), lighting bulb (1), s thom. Ty19 1 '
2 Turgut Ozal (1), puzzle (1) unites them.” (T191)
Adaptation (2), so_cigilization ), water (2), life (1), "It is like adaptation. Because it
Harmony (10) chameleon (1), giving a person life chances (1), makes it easier for the student to

listening out silent screams (1), raising a baby (1),

social skills acquisition (1) adapt to society.” (T88)
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Category Code

Metaphor

Sample statement

Endeavor (25)

Practice competence (33)

Attention (8)

Kindergarten education (1), babysitting (1), puzzle
(1), farming (1), leavening (1), growing trees (1),
living (1), spitting in the wind (1), math lesson (1),
filling a bottle with water with a dropper (1),
mother (1), handiwork (1), learning to walk as a
baby (1), handicraft (1), sapling (1), coarse ground
coffee (1), brewing tea (1), growing saplings (1),
late-ripening fruit (1), lace (1), hard rock (1),
knitting (1), transforming caterpillar into silkworm
(1), art (1), putting together pieces of puzzle (1)

Glass (1), fire (1), puzzle (1), heavy surgery (1), a
rough road (1), roundabout (1), building a model
from legos (1), carrying eggs (1)

"It is like filling a plastic bottle with
water with a dropper. Because it
takes patience and effort." (T109)

"It is like a rough road. Because in
order not to fall, it is necessary to
proceed slowly and be careful.”
(T93)

& Difficult (17)
o
S
3
2
o
8
(5]
=
% Useless (8)
Z
Improper (3)

Hit one's head against a brick wall (1), rowing
against the stream (1), thorny path (1), walking on
snow (1), sprint race (1), extra load on the back (1),
burden (1), walking a tightrope (1), trying to
normalize the difference (1), a rugged slope (1),
non-fermentable yogurt (1), looking for a needle in
a haystack (1), taking one step forward, two steps
back (1), labyrinth (1), patience (1), depth of the sea
(1), a challenging mountain walk (1)

Hail Mary pass (1), chasing tail (1), rowing against
the current (1), effort to overcome a great obstacle
(1), writing in the sand (1), bridle (1), swimming in
a wheat pond (1), remorse (1)

Trying to fit the piece by force (1), taking the fish
out of the water and making it live on land (1),
socialization of loneliness (1)

"It is like rowing against the stream.
Because you move forward little,
but you get very tired." (T62)

"It is like writing on sand. Because it
will be mostly washed away."
(T37)

"It is like trying to fit the piece into
place. Because the part is different
from the whole.” (T186)

Air (1), training (1), salt (1), marriage (1), tree roots

fry (1), forced cooking when sick (1), table salt (1), "It is like oxvaen. Because it is
< light (1), infrastructure (1), living (1), the eraser % 1€ ° é’g L g o
3 Requirement that hung around the neck when child (1), oxygen Y9 ;
3 . . who need special education, for
c (18) (1), water (1), integrity (1), heart (1), lemon seed . . s "
“— . g - their survival. It is indispensable.
15} found in a salad (1), giving an opportunity to
= . : - (T234)
S someone in a wheelchair to use public
£ transportation (1), compulsory education (1)
= . . - . "It is like a car. Because it is a need
2 Needs (3) R(elc; paint (1), car (1), social responsibility project for students with special needs.”
(1)
. Key-lock (1), tire (1), private lesson (1), "It is like a private lesson. Because
5 Personalized heterogeneous mixture (1), analysis (1), home (1),  lesson planning is made and
g 9) positive discrimination (1), privileged education  implemented according to
S (1), healing (1) individual needs." (T126)
@ . . "It is like a forest. Because there are
= . Rainbow (2), sea (1), mix (1), house roof (1), factory - . "
A Diversity (8) (1), the Sun (1), forest (1) ?l’asnl); different plants in a forest.
- . - "It is like a post. Because it is a
8 Support (6) ank(;nt?re(;?(ri]r?g(tlr?é (rjir::;ﬂ(zil) (f::g’lp?ltj)lst(l()l)’ car (1), support for the student in terms of
3] ! knowledge." (T80)
% "It is like navigation. Because it
o Guiding (4) Navigation (1), giving a leg up to a person who  allows someone who does not
é 9 cannot walk (1), guidance (1), light (1) know the way to go safely in a road
S environment." (T206)
& Healing(3)  Medicine (1), lifeguard (1), band-aid (1) ‘It is like medicine. Because
' ' medicine is useful.”
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Table 2 (continue)

Category Code Metaphor Sample statement
"It is like finding a way together on
Learning and Graftipg gtree (2), school (1), a colourfu! pouquet a road you do r'10t know. Because
teaching (6) (1), finding a way together on an unfamiliar road as you go by his/her hand, you
(1), integrity (1), breaking the chains (1) both teach him/her and learn with
= him/her." (T76)
2 "It is like an apple. Because one
a Influence (3) Picture (1), dominoes (1), apple (1) rotten apple spoils the whole
S barrel." (T120)
o "It is like collective work. Because
Cooperation _ sch_ool isan ed.ucati(_)n that shoyld
) Collective work (1) be in cooperation with the family
and the social environment.”
(T188)
Uncertainty . . "It is like a carousel. Because it is
5 - @) Carousel (1), life (1), wave (1), dice (1) slow and bumpy.” (T171)
o= "It is like all talk. Because it is all

Formality (2)  All talk (1), the process of becoming a bride (1) talk and no action.” (T6)

Metaphorical Perceptions towards the Concept of Inclusion Student

It was determined that a total of 147 metaphors were created for the concept of inclusive students.
Considering the metaphors and justifications given by the teachers, the metaphors were sorted in descending order
in terms of their frequencies, and five categories were created: "externally dependent” (47 metaphors), "promising"
(46 metaphors), "other" (24 metaphors), "positive connotation" (17 metaphors) and "negative connotation" (13
metaphors). When the categories are examined according to their own codes, the category "externally dependent"
is divided into codes effortful / demanding and needy; the category "promising” is divided into the codes
developable, diligent, action & reaction and needed to be discovered; the category "other" is divided into the codes
sensitive / fragile, special / different and uncertainty; the category "positive connotation" is divided into the codes
instructive, precious and innocent; the category "negative connotation" is divided into the codes insufficiency,
unheeded, impossibility and obstacle; and so a total of 16 codes were created and presented in Table 3.

Table 3

Metaphors for the Concept of Inclusive Student
Category Code Metaphor Sample statement

Flower (8), baby (1), car (1), hard-to-finish project (1),  “Itis like a budgerigar. Because we
hard-shell seed (1), child (1), orchid (2), thorny rose  keep the budgerigar at home for

ngortful_/ (1), knot (1), thick-skinned fruit (1), a stone in rice  its  beautiful ~ voice  and
emanding flower that by chance in arid lands (1 but it i t
(25) (1), a flower that grows by chance in arid lands (1),  appearance, but it is necessary to

budgerigar (1), a rare historical artifact (1), marble  check and take care of its feed and
(1), crawling baby (1), baby bird (1) cage frequently." (T3)

Baby (4), youngest child in the family (1), child
thrown into the wheat pond (1), plant (1), newborn
(1), flower (5), coffee table cannot stand without

Needy (22) support (1), needy (1), dough (1), snowball (1),
needing help (1), snowdrop flower quietly waiting to
be noticed (1), injured bird (1), newborn baby (1),
someone who has difficulty walking (1)

"It is like a baby. Because it needs
attention and love." (T199)

Externally dependent (47)
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Category Code Metaphor Sample statement
Snowdrop (1), care plant (1), seed under the ground
(1), wire (1), ice (1), flower (3), arid soil (1), button ,,,, . . .
(1), plant (2), raw material (1), wild flower (1), It is like a flower. Because it
Developable (23) - - develops as you show love and
statue (1), silver vase (1), light (1), seed (2), earth care.” (T96)
- (1), convex mirror (1), seed of a flower in a tree (1), '
) blooming flower (1)
= White light (1), gold (1), equation with multiple ... .
:E Ndeiigg?/et?ege(lZ) variables (1), alien (1), rainbow (1), ore (1), book :;i'ssc(l)l\ll(:r?tr?.' (I?_ezclag)se we need to
g (2), oasis (1), mussel (1), universe (1), star (1) '
= Caterpillar (1), flower (1), bird (1), bride (1), water ..., . .
o - - . It is like water. Because they try
Diligent (7) ;%)r,ogdnt(ellj)tron in the nucleus (1), a student studying {0 join in the flow of life." (T66)
Action & "It is like a mirror. Because how
reaction (4) Mirror (2), blindfolded bird (1), water (1) you treat it is how it responds to
you." (T4)
= "It is like a teacher. Because it
= - - . teaches you how to explain
s Instructive (8) Tﬁgwe'rn(lt;]etﬁ:rskuﬁlgi)sﬂg:&:;tf% (1), rainbow (1), something monotonous that you
g ' ' keep talking about in a different
e way. (T112)
S . . "It is like gold. Because it is very
S Precious (7) Diamond (4), gold (1), pearl (2) valuable.” (T137)
2 "It is like an angel. Because they
§ Innocent (2) Angel (1), a white sheet of paper (1) are very pure and innocent.”

(T192)

- Turtle (1), baby (2), finned fish (1), injured bird (1),
Insufficiency (6) single toddler (1)

Orphan (1), child out of the circle (1), goods in the
Unheeded (4) pantry (1), fatherless (1)

Sapling not caught in a cold region (1), chasing tail

Impossibility (2) 2

Negative connotation (13)

Obstacle (1) Element that slows the turning of the gear (1)

"It is like single-finned fish.
Because it is difficult to swim in
the current situation.” (T120)

"It is like an orphan. Because
neither classmates nor teachers
look after them enough.” (T81)

"It is like a man chasing your own
tail. Because he can't chase it.
(T78)

"It is like an element that slows
down turning of the gear.
Because you see this a lot at
activities." (T132)

Sensitive / fragile  Flower (2), delicate flower (1), daisy (1), touch-me-
9) not (1), glass (3), scrub in a rainforest (1)

DNA (1), eccentric (1), snowdrop (1), flower (1),
tulip in a rose garden (1), star (1), special child (1),
snow (1), zebra with inverted stripes (1)

Special / different
9)

Other (24)

Grassy rocky road (1), cloudy weather (1), closed

Uncertainty (6) 001 (2), wi-fi (1), life (1)

"Itis like a touch-me-not. Because
it can get offended momentarily
and make it up again." (T109)

"It is like a zebra with inverted
stripes. Because it is different in
several thoughts and behaviors."
(T133)

"It is like a closed book. Because
we cannot know when the
student will do what." (T128)

Metaphorical Perceptions towards the Concept of Individualized Education Program

It was determined that a total of 132 metaphors were created for the concept of IEP. Considering the
metaphors and justifications given by the teachers, the metaphors were sorted in descending order in terms of their
frequencies, and four categories were created: "supporting effect” (58 metaphors), "content” (49 metaphors),
"formality” (15 metaphors) and "fulfillment of needs" (10 metaphors). When the categories are examined
according to their own codes, the category "supporting effect” consists of the codes guiding, healing, support, and
equality providing; the category "content™ consists of the codes personalized, systematic, simplicity, and detail;
the category "fulfillment of needs" consists of the codes requirement and need; and so a total of 10 codes were

created and presented in Table 4.

Giin & Zorluoglu
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Category Code Metaphor Sample statement
Guide for removing the child who fell into the wheat
pond (1), agenda (1), treasure map (1), compass (3),
an old treasure map (1), flight path (1), guidebook
(1), lantern (2), navigation (2), map (2), camel "It is like a roadmap. Because it
Guiding (38) through the eye of a needle program (1), light (4),  shows the student what and how to
guide (3), recipe (3), route in navigation (1), puzzle  bring in." (T123)
instruction showing how to put the pieces together
— (1), star (1) pathfinder (3), strategic plan (1), rudder
@ (1), helping hand (1), mentorship (1), roadmap (2)
st Vaccine (1), prescription (1), local anesthesia (1), "It is like gene therapy. Because it
% Healing (12) solvent (1), gene therapy (1), medication (3), gives a positive trait in the desired
o lifeguard (1), breath (1), and band-aid (2) direction." (T156)
= "It is like a white cane used by
S individuals with visual
5 impairments. Because the white
@ s £ (6 Walking stick (1), putty (1), wheelchair (1), column  cane helps individuals with visual
upport (6) (1), white cane (1), scaffolding (1) impairments to walk on the streets.
The individualized education plan
also helps teachers who are
practitioners of education." (T51)
Equal_ity "It is like scales. Because it provides
?Zr?wdmg Scales (2) balance." (T95)
Fingerprint (6), handloom (1), diary (1), a mother's
affection (1), weather (1), glasses (1), life (1), private
lesson (1), list of personal needs (1), personalized
personalized diet program 1), personal_program (1), recipe (6), a "ltis like a T_R_ ID r_1umber. Becal_Jse
(36) special program (2), machine (1), snowflake (1), TR every individualized education
ID number (1), method that allows the special treeto  program is personal." (T174)
& grow and bear fruit (1), cake recipe (1), tutor (1),
§ special menu (2), pizza (1), ID (1), picture album (1),
g recipe (1)
S Systematic Ladder (1), step (1), parts of the_car (1), diet program "It is like steps. Because it is
O (1), progressive play (1), marriage rules (1), a long M '
()] . gradual.” (T185)
chain (1)
. "It is like diet meal. Because it is to
Simplicity (3) Dtmt meal (1), package program (1), push-button give adequately what is necessary."
elephone (1)
(T175)
. . "It is like lace. Because it is very
Detail (3) Book (1), lace (1), triathlon (1) detailed.” (T32)
Bermuda triangle (1), unplayable toy (1), license (1),
@ unenforceable directive (1), old item having a good
= issuance philosophy but useless (1), free bag (1), "Itis like a dream. Because it cannot
% dream (1), market listing (1), pasta we cooked to  be implemented at all in real
g save the day (1), wedding dress (1), empty gift conditions." (T170)
g package (1), formality (1), unused toolbox (1),

pretending (1), user manual of a new item (1)

:§ s Requirement ~ Backbone (1), water (2), hospital (1), oxygen (1), It d.'s Ilkeblwat;:r. I?r(]ecau_se Ilt' 15
& 8) breathe (1), family (1), spacecraft (1) indispensable Tor e —nclusion
£ ‘%T ’ : student.” (T149)

= "It is like the sun because it is a
Z - Needs (2) Water (1), the Sun (1) necessity like the Sun." (T231)

Discussion

In this section, the findings obtained from science teachers' perceptions towards the concepts of inclusive
education, inclusive student, and IEP were compared with the research findings in the literature and examined
under sub-headings according to the research problems.

Giin & Zorluoglu 2024, 25(2)
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Conclusions on Perceptions Towards the Concept of Inclusive Education

In this study, the metaphors obtained for the concept of inclusive education were gathered under the

categories "practice competence", "negative connotation”, "fulfillment of needs", "difference", "supporting effect",
"process,” and "other", in descending order, with the category "integrative" being in the first place.

The metaphors created for the concept of inclusive education are concentrated in the code integration
under the category "integrative”. When we look at the metaphors and justifications for inclusive education in
general, it was necessary that positive expressions are used to provide the integration of all individuals and that it
is a unifying education. In this case, it is thought that teachers generally perceive inclusive education positively. It
is also supported by studies in the literature (Avecr & Sakalli-Demirok, 2022; Demir & Usta, 2019; Karabulut et
al., 2021) that teachers generally have a positive attitude towards inclusive education. With inclusive education,
all situations that may cause discrimination in individuals' access to education and training services are tried to be
eliminated (Ergin, 2022), and it is aimed to ensure the integration of the society by preventing segregation (Ilk &
Acikalin, 2018). This reveals the conclusion that inclusive education meets all individuals on a common ground,
whether they have individual differences or not, and ensures integration.

In the study, it is understood that inclusive education is seen as an educational practice that requires effort
since the metaphors are concentrated in the code endeavor under the category "practice competence™ in the second
place, and teachers generally use expressions such as "requires effort" and "requires patience". Similarly, Giirsoy
et al. (2019) gathered the metaphors created by teachers regarding inclusive education in the category of special
care, love, and patience, and stated that this may have originated from encountering some difficulties in the process.
As Demir and Sahin (2022) stated, education for students with special needs requires more effort and patience than
their peers' education.

It is understood that inclusive education is considered necessary by the teachers, with the code
requirement under the category "fulfillment of needs" ranking in the third row of the metaphors created for
inclusive education. The findings of Yazicioglu (2019) and Avci and Sakalli-Demirok (2022) that teachers
consider inclusive education as a necessary education that meets the needs of students supports this conclusion of
the study. When we look at the metaphors in the code difficult under the category "negative connotation™, which
is also frequently created regarding inclusive education, it is understood that it is difficult for the student, that
process is difficult in general, and it is difficult for the teacher as well. Therefore, it is comprehended from the
metaphors and justifications given that the teachers have faced difficulties in the process. Similarly, Efilti et al.
(2021) created the category difficulty/patience, and Basgiil and Uluginar-Sagir (2017) created the category work
requiring patience, and they determined that inclusive education was perceived as a difficult process by teachers.

The category "difference" comes in the fifth place for inclusive education, followed by the categories
"supporting effect" and "process"”, and the category "other" comes last. When the metaphor studies for inclusive
education and special education in the literature were examined, it was determined that similar categories were
created. The fact that Efilti et al. (2021) created the categories different / extraordinary, academic/process, and
other from the metaphors; Altindag-Kumas and Siier (2020) created the category difference from the metaphors;
Yazicioglu (2019) created the category understanding differences; Kazu and Yildirim (2021) created the category
an action / process; Pesen and Pesen (2020) created that the category from the code guiding under the category
supporting effect in this study show similarity to the conclusions of this study. When the metaphors created for
inclusive education are considered in general, the fact that these are more concentrated in the codes integration,
endeavor, requirement, and difficulty makes us think that teachers generally recognize the benefits and importance
of inclusive education, but they may also encounter difficulties in the process.

Conclusions on Perceptions towards the Concept of Inclusive Student

The metaphors obtained for the concept of inclusion students were gathered under the categories

"promising", "other", "positive connotation," and "negative connotation”, in descending order, with the category
"externally dependent” being in the first place.

It was determined that metaphors were concentrated in the codes effortful / demanding and needy under
the category of "externally dependent”, in which most metaphors were created. It can be understood from the
expressions "requires special attention™, "requires effort", "needs love and care" that teachers often use to perceive
inclusive students as externally dependent individuals. In the studies of Basgiil and Ulugmar-Sagir (2017) and
Akkus (2019), the fact that it was presented that inclusive students were perceived as individuals in need of special

attention by teachers is in line with this conclusion of the study. Efilti et al. (2021) similarly grouped the metaphors
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created by stating that teachers see individuals with special needs as needy and disabled, mostly under the category
""care/attention”. Since the education for inclusion students is carried out by using IEPs with teachers involved and
by organizing training activities appropriate to the level of the student during the preparation, implementation, and
evaluation of this education, it is considered that metaphors are concentrated in the codes effortful / demanding
and needy.

The second most metaphors for the inclusion student were created with the codes developable and needed
to be discovered under the category "promising". Baggiil and Uluginar-Sagir (2017) also determined that children
with special needs are perceived as developable individuals by teachers and that productive results can be obtained
as a result of the appropriate conditions provided to such children. The finding of Talas (2017) that teacher
candidates think of inclusion students as "in need of attention and love™ and then as "promising individuals" shows
parallelism with this conclusion of the study. Similarly, Bastug and Servi (2021) presented that teachers considered
inclusive students as individuals who need attention/care and can be developed. The independence of externally
dependent individuals can be achieved through training in which they can interact at the highest level with their
peers in the same environment (Sardohan-Yildirim & Eldeniz-Cetin, 2022). The education that inclusive students
receive together with their peers positively contributes to them (Avcir & Sakalli-Demirok, 2022). This situation
suggests that with effective inclusion practices, students are perceived as individuals who can improve, and they
promise hope.

Among the categories created for the inclusion student, the category "other” consisting of the codes
sensitive/fragile, special/different, and uncertainty is followed by the category "positive connotation". The most
minor metaphors were found in the category of "negative connotation”. Considering the metaphorical research on
the inclusion students in the literature, it was determined that similar categories were created. The fact that Day1
et al. (2020) determined that metaphors created by teachers were generally positive as well as negative ones and
created the categories of difference, fragile/delicate; Pesen and Pesen (2020) created the categories unknown,
different, and negativity, as well as the categories that have a positive meaning such as valuable, source of
happiness; Bastug and Servi (2021), created the category sensitive/fragile and determined that metaphors
expressing negativity are used in addition to metaphors with positive meanings is in line with the conclusions of
this study. When the conclusions for the inclusion student are considered in general, the fact that the metaphors
are mostly concentrated in the categories "externally dependent™ and "promising" suggests that teachers perceive
these students as individuals who can develop when necessary care and attention are paid to the needs of inclusion
students.

Conclusions on Perceptions towards the Concept of Individualized Education Program

The metaphors created for the concept of IEP were mostly gathered in the categories “content”,
“formality", and "fulfillment of needs" in descending order under the category "supporting effect". Metaphors are
concentrated in the code guiding under the category "supporting effect”, in which most metaphors are created.
When the metaphors and justifications created by the teachers are examined, it is understood that IEP is perceived
as a guide for both the student and the teacher, and in general terms, since they usually include the expressions
"guides", "lights the way for the student”, and "leads the teacher”. IEP includes how long and how the education
is to be provided for the needs of students within the scope of special education (Sar1 & Ilik, 2016) and the purpose,
content, teaching process and evaluation steps (Ardig, 2020). Kol (2016) stated that IEP was an effective guide for
supporting student development and efficient inclusive education. In this case, it is considered that IEPs are
perceived as guiding by the teachers as these will contribute to the projection and execution of the teaching process
more effectively and efficiently.

Metaphors were concentrated in the code personalized under the category “content”, in which the second
most metaphors are created regarding the concept of IEP. When the teachers' opinions are examined, it is
understood that the emphasis is placed on creating the IEP content individually. It is ensured that individuals with
special needs benefit from education at the highest level by individualizing education by considering their needs
(Toper, 2020). For this purpose, IEPs are individualized by taking into account the differences and learning
characteristics of students (Akarsu & Atbas1, 2021; Ilik & Giinay, 2020). It is considered that the fact that the
individual and learning characteristics of students with special needs differ from each other highlights the
requirement in teachers that BEPs should be personalized.

While the category "formality" is the third of the metaphors created for the concept of IEP, the most minor
metaphors were gathered in the category of "fulfillment of needs". There is no metaphor study involving IEP in
the literature; however, the research findings in which teachers' opinions on IEP are included are similar to the
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ones in this study. Giirgiir and Hasanoglu-Yazcayir (2019) stated that although teachers consider IEP as a
necessity, they were unable to go beyond thinking it as a formality. When the metaphors and justifications created
by the teachers are examined, it is understood that they perceive it as a formality from their statements about the
difficulty of implementing it in classroom conditions and the fact that IEPs are not as they should be and that they
could not prepare them correctly although they consider IEP necessary.

When the results of IEP are evaluated in general, the fact that the metaphors created are mostly gathered
under the category "supporting effect” and the positive opinions of the teachers about this category suggest that
the IEP has a perception that it contributes positively by providing support to teachers and students in inclusive
education. In addition, it is often stated that the IEP is personalized indicating that they consider that the individual
characteristics of the students should be taken into account so that each student should have an IEP created
according to their own needs. In addition to these findings, the fact that there are teachers' opinions that IEP is a
formality that needs to be prepared makes us think that the importance and necessity of IEP are recognized but can
be neglected.

Suggestions

Considering the conclusions presented within the scope of the study, in-service training for inclusion and
IEP can be given in order to transform the teachers' negative perceptions into positive ones. Due to the fact that
teachers perceive inclusive students as externally dependent, contents and materials that support students'
individual learning can be designed. In order to eliminate the perceptions of formality regarding the IEP, it may
be suggested that experts carry out the respective inspections. The study group is limited to science teachers. It
can be compared whether the perceptions have changed by studying with different branches. Studies can be
conducted to obtain more detailed information by using other data collection tools to determine the situations that
cause negative perceptions.
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Oz
Giris: Homojen gruplama stratejileri, 6zel yetenekliler egitimi i¢in temel uygulamalardan biridir. Bu
uygulamalarin 6zel yetenekliler egitimindeki birtakim faydalar1 alan yazinda tartisilmistir. Ancak homojen
gruplamanin olas1 olumsuz etkilerine iliskin endiseler, zaman zaman onu uygulama konusunda temkinli
yaklagimlara da yol acabilmektedir. Bu baglamda; homojen gruplama stratejilerinin, 6zel yetenekli 6grencilerin
akademik ve psiko-sosyal 6zellikleri ile iligkisini incelemek, bu ¢alismanin temel amaci olarak belirlenmistir.

Yontem: Bu calisma bir sistematik literatiir taramasidir. Calismaya, 6zel yetenekli 6grencilerin 6rgiin egitim
siireglerinde uygulanan gruplama stratejilerinin etkilerini aragtiran ampirik kaynaklar dahil edilmistir. Dahil edilen
aragtirmalarin katilimcilari, ya zorunlu egitim ¢agindaki (ilkokul, ortaokul ve lise) 6zel yetenekli 6grenciler ya da
zorunlu egitim ¢agindaki deneyimlerine odaklanilan 6zel yetenekli bireylerdir. Dahil etme kriterlerine uygun
olarak belirlenen 18 arastirma, sistematik literatiir taramasina alinmistir. Homojen gruplamanin etkileri, akademik
etkiler ve psiko-sosyal etkiler temalar1 altinda incelenmistir.

Bulgular: Sistematik literatiir taramasinin bulgulari; 6zel yetenekliler egitiminde homojen gruplama stratejileri
uygulamanin, akademik agidan olumlu, ancak psiko-sosyal agidan karmagik (olumlu ve/veya olumsuz ya da notr)
etkileri oldugunu gostermektedir.

Tartisma: Ozel yetenekli 6grencilerin akranlarindan farklilasan dzelliklerine yonelik egitimsel diizenlemelerin
yapilmasinin, olumlu akademik sonuglarla iliskili olmasu, ilgili literatiirle tutarhidir. Ozel yetenekli dgrencileri
homojen gruplamanin psiko-sosyal etkileri ise genellikle benlik algisi ile ilgilidir ve dahil edilen arastirma
bulgularinin birgogu, biiyiik balik-kiigiik golet etkisiyle tutarlidir.
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Giris

Ozel yeteneklilik; zeka, yaraticilik, motivasyon ve problem ¢6zme gibi 6zelliklerin bir sentezine sahip
olma ve bu dzelliklerden gelen iistiin potansiyeli bir ya da daha fazla alanda iyi, yararli ve degerli bir performans
olarak ortaya koyabilme durumudur. Bu iistiin potansiyel ve performansin ortaya g¢ikmasi, korunmasi,
yonlendirilmesi ve gelistirilebilmesi i¢in 6zel yetenekli 6grencilerin ihtiyaci olan uygun farklilagtirilmig egitimi
almalar1 olduk¢a 6nemlidir (Brody & Stanley, 2005; Callahan & Miller, 2005; Clark, 2015; Feldhusen, 2005;
Gagné, 2004, 2005, 2009; Plucker & Callahan, 2014; Renzulli, 1978, 1999, 2005; Sternberg, 1999, 2003, 2005,
2009; Tannenbaum, 2009; Tomlinson, 2015; Ziegler, 2005; Ziegler & Stoeger, 2004). Ozel yetenekli 6grenciler
icin farklilastirma; genel miifredata ileri seviye igerik, disiplinler arasi bilgi, daha hizli ilerleme imkan, iist diizey
diisiinme becerileri kullanimi, problem ¢6zme firsati, farkli deneyimler edinme, farkli yontemler izleme, farkli
kisilerle karsilasma ve farkli ortamlarda bulunma secenekleri eklenerek egitim-6gretimin igerik, siireg, iiriin ve
ortam boyutlarinin tiimiinde yapilabilir (Maker, 2009; National Association for Gifted Children [NAGC], 2014;
VanTassel-Baska & Stambaugh, 2006). Bu farklilastirmay1 saglayabilmek igin 6zel yetenekliler
egitimindegogunlukla li¢ temel strateji uygulanmaktadir: zenginlestirme, hizlandirma ve gruplama (NAGC, 2014).

Bu calismada 6zel yetenekli dgrencilerin egitimini farklilastirmada yaygin olarak kullanilan gruplama
stratejilerinden homojen gruplamaya odaklanilmistir. Gruplama stratejileri homojen-heterojen ve yari zamanli-
tam zamanli olarak smiflandirilabilir. Heterojen gruplama; 6zel yetenekli 6grencilerin, 6zel yetenekli olarak
tanilanmamis akranlariyla birlikte normal/karma smiflarda egitim goérmesidir. Homojen gruplama ise &zel
yetenekli olarak tanilanan dgrencilerin birlikte; ayr1 okulda, ayri sinifta, kaynak odada ya da smif igi ayr1 bir
kiimede egitim almalaridir. Her iki gruplama tiirli de tam zamanli ve yar1 zamanli gruplamalar olarak uygulanabilir.
Ormnegin 6zel okul ya da 6zel siif gibi uygulamalar, tam zamanli homojen gruplama olarak yiiriitiilebilirken;
kaynak oda programlari yar1 zamanli homojen gruplamaya ornektir. Tam zamanli heterojen gruplama 6rnegi
olarak karma smnif egitimi verilebilirken, yar1 zamanli heterojen gruplamada farkli yetenek kiimelerinden
yararlanilabilir (Hertberg-Davis & Callahan, 2013; NAGC, 2009; Sak, 2012).

Ozellikle tam zamanli ya da yar1 zamanli homojen gruplama stratejileri, 6zel yetenekliler egitimi icin
temel uygulamalardandir (Hertberg-Davis & Callahan, 2013). Egitimsel ve duygusal ihtiyaclar1 akranlarindan
farklilasan bir grup olan 6zel yetenekliler i¢in, bu ihtiyaglarin karsilanmasini kolaylastiran bir egitim ortami
sunmasi; homojen gruplamanin en 6nemli ve temel 6zelligidir (Feldhusen & Moon, 1992). Bir baska deyisle
homojen gruplama; 6zel yetenekli 6grenciler ve egitimciler i¢in en az kisitlayici ortami olusturmanin anahtar
yollarindan biridir (NAGC, 2009). Bunun yaninda, her ne kadar 6zel yetenekli 6grencileri homojen gruplamanin
akademik ve duygusal faydalar1 alan yazinda sik¢a tartigilmis olsa da (Gentry & Fugate, 2013; Gubbins, 2013;
Steenbergen-Hu vd., 2016; Tieso, 2003) ozellikle egitim yoneticilerinin bu konuda g¢ekinceleri mevcuttur. Bu
¢ekincelerin baginda, gruplamanin; benlik algisini olumsuz etkileyebilecegi iddialari, egitimde esitlik ilkesine
aykir1 olacagi goriisii, anormallesmeye ve elitizme yol agabilecegi mitleri bulunmaktadir (Fiedler vd., 2002;
NAGC, 2009; Sak, 2012). Bu iddia, goriis ve mitler, egitim yoneticileri ve politika yapicilarin, 6zel yetenekliler
egitiminde gruplama stratejilerinin kullanilmasi konusunda, temkinli olmalarina yol agabilmektedir.

Gruplama, 6zel yetenekliler egitiminin temel bilesenlerinden biri olmasina karsin; Tiirkiye’deki resmi
orgiin egitim kurumlarinda, zorunlu egitim c¢agindaki 6zel yetenekli dgrencilere yonelik homojen gruplama
stratejileri neredeyse hi¢ kullanilmamaktadir. Resmi orgiin egitim kurumlarinda, 6zel yetenekli dgrencilere
yonelik; 6zel egitim siniflar1 bulunmamakta, kaynak oda ya da sinif igi gruplama stratejileri, merkezi bir egitim
politikas1 olarak uygulanmamaktadir. Sanat ve spor alaninda yetenekli 6grencilere egitim veren liseler diginda,
ozel yetenekli 6grencilere ayr1 6rgiin egitim veren yalnizca bir tane resmi okul bulunmaktadir. Bununla birlikte
destek egitim kurumu olan Bilim ve Sanat Merkez’lerinde (BILSEM) yar1 zamanli (6rgiin egitim zamani disinda)
homojen gruplama stratejisi kullanilmaktadir (Citil, 2018; Citil vd., 2020; Demirel-Dinge¢ & Kiris¢i, 2023; Ozel
Egitim Hizmetleri Yénetmeligi [OEHY], 2018; Sak, 2012). Citil ve digerleri (2020) Amerika ve Kanada ile
Tirkiye’yi 6zel yeteneklilere 6zel okullarin varlig1 agisindan karsilastirmis; Amerika kitasinda yaklasik bir asirdir
ozel yetenekliler i¢in ayr1 okullarin (resmi ve 6zel) bulundugunu, Tiirkiye’de ise bu alandaki secenek eksikliginin
0zel yetenekli cocuklar igin bir risk faktorii olabilecegini vurgulamistir. Citil (2018), Tiirkiye’ nin 6zel yetenekliler
egitiminde ayr1 okul tecriibesinin ABD, Israil, Giiney Kore ve Cin gibi gelismis iilkelere kiyasla oldukca az
oldugunu belirtmistir. Orug¢ ve digerleri (2020) Tiirkiye’deki 6zel yetenekli g¢ocuklarin egitsel beklentilerini
arastirmig, mevcut egitim sisteminde 6zel yetenekli ¢ocuklara yonelik olanaklarin yetersiz oldugunu, egitim
sisteminin iyilestirilmesi i¢in 6zel yetenekli ¢ocuklarin beklentilerinden birinin de ayri siniflarda egitim gérmek
oldugunu ortaya koymustur. Tiim bunlarin yaninda, giiniimiizde kabul goren kapsayici ve biitiinlestirici egitim
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yaklasiminin da etkisiyle, 6zel yetenekliler dahil tiim 6zel gereksinimli 6grencilerin karma siniflarda egitim
almalarinin daha uygun oldugu goriisii de genis bir kitle tarafindan desteklenmektedir (Citil vd., 2020).

Tiirkiye’de homojen gruplama stratejilerinin, resmi bir Orgiin egitim politikasi olarak, etkin
kullanilmamasinin; 6zel yetenekli 6grencilerin hangi firsatlar1 kagirmalarina sebep olabilecegi ya da onlar1 hangi
risklerden koruyabilecegi, bu arastirmanin temel problemidir. Ozel yetenekli dgrencilerin gruplandirilmamasi,
onlar1 benlik algisi problemleri, anormallesme ve elitizmden mi korur; yoksa akademik ve psiko-sosyal agidan
olumlu etkileyecek egitimsel bir firsattan mahrum mu birakir? Bu problem kapsaminda; 6rgiin egitim-6gretimde
kullanilan homojen gruplama stratejilerinin, zorunlu egitim ¢agindaki 6zel yetenekli dgrencilerin akademik ve
psiko-sosyal 6zellikleri ile iligkisini incelemek, bu sistematik literatiir taramasinin temel amacidir.

Yontem

Bu ¢alisma; sistematik literatiir taramasi ve meta-analizlerin sunumuna iligkin esaslar1 ortaya koyan
PRISMA (Preferred Reporting Items for Systematic review and Meta-Analysis) Bildirgesi (Moher vd., 2009)
rehberliginde hazirlanmis bir sistematik literatiir taramasidir. Caligmanin verileri; zorunlu egitim ¢agindaki 6zel
yetenekli 6grencilerin orgiin egitim siireclerinde uygulanan, gruplama stratejilerinin etkilerini arastiran ampirik
kaynaklardan toplanmistir. Bu baglamda ilgili kaynaklara ulasabilmek i¢in taramada kullanilan anahtar kelimeler
su sekilde belirlenmistir: “gifted veya talented veya high ability” ve “grouping” ve “effects veya outcomes veya
impacts”. Bu ifadelerin birlikte bulundugu kaynaklara ulasabilmek i¢in gelismis arama se¢enegi kullanilmistir.

Belirlenen arastirma konusu ve anahtar kelimelerle iliskili literatiirii taramak igin Istanbul Universitesi
kiitiphanesinde (https:/kutuphane.istanbul.edu.tr) bulunan veri tabanlar1 kullanilmistir. Kiitiphane EBSCOhost
altyapisim1 kullanmakta ve Web of Science, ERIC, Academic Search Ultimate, Scopus, JSTOR Journals,
DergiPark, Science Direct, OpenAIRE, MasterFILE Complate, Teacher Reference Center, SAGE Knowledge ve
Research Starters dahil olmak t{izere bir¢ok veri tabaninda tarama yapmaktadir. Giincel arastirmalara ulasabilmek
icin tarama yapilirken yaymn yili sinirlandirilmigtir. Son 20 yilda yaymlanan makaleler, giincel literatiir olarak
kabul edilebilmektedir (Xiao & Watson, 2019). Bu baglamda, 2001-2021 (son 20 yil) yillar1 arasinda yayinlanan
kaynaklar taranmis; son tarama 6 Aralik 2021°de yapilmustir.

Dahil Etme ve Dislama Kriterleri

Istanbul Universitesi kiitiiphanesindeki (https://kutuphane.istanbul.edu.tr) veri tabanlarinda yapilan ilk
taramada 260 sonu¢ bulunmustur. Tekrar eden sonuglar kaldirildiktan sonra kalan 120 kaynak, baslik ve 6zetleri
okunarak, asagida belirtilen dahil etme kriterleri acisindan incelenmistir. Ilk incelemede kullanilan dahil etme
kriterlerine gore kaynaklar;

1. Calismanin dili Ingilizce ya da Tiirk¢e olmals,

2. Ampirik bir arastirma sunmall,

3. Ozel yeteneklilerle ilgili olmali ve

4. En az bir gruplama stratejisinin 6zel yetenekli 6grenciler lizerindeki etkilerini arastirmalidir.

Dislama kriteri olarak ise yalnizca anahtar kelimelerin bu ¢aligmanin baglamindan farkli anlamlarda
kullanilmis olmasi (6r. sayilari gruplamak) dikkate alinmistir. Tlk inceleme asamasinda; Tiirkce ya da Ingilizce
olmayan iki kaynak, ampirik bir aragtirma sunmayan (meta-analiz, tarama, yorum, réportaj, teorik kitap bolimi,
ansiklopedi...) 35 kaynak ve bu ¢alismanin konusuna uygun bulunmayan (6zel yeteneklilerle ilgili olmayan ve
gruplama stratejilerinin etkilerini aragtirmayan) 54 kaynak; dahil etme ve digslama kriterlerine uymadiklari igin
kapsam dis1 birakilmistir. Kaynaklarin baglik ve 6zetleri incelenerek yapilan bu ilk elemeden sonra kalan 29
kaynagm tam metinleri uygunluk agisindan incelenmistir. Tam metin incelemesinde, bu arastirmanin amag ve
sinirliklart g6z oniinde bulundurularak, daha ayrintili dahil etme kriterleri uygulanmistir. Bu kriterlere gore
kaynaklar;

1. Homojen gruplamanin, 6zel yetenekli 6grenciler tizerindeki etkilerini ortaya koymali,
2. Orgiin egitim-6gretime ve zorunlu egitim ¢agina (ilk 12 sinif) odaklanmali ve
3. Hakemli bir dergide yaymlanmalidir.

Tam metin incelemesinde; 6zel yetenekli 6grencilere odaklanmayan dort makale, homojen gruplamaya
odaklanmayan iki makale, drgiin egitim-6gretime odaklanmayan iki makale, hakemli bir dergide yaymlanmayan
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iki makale ve ampirik bir aragtirma sunmayan iki makale; dahil etme kriterlerine uymadiklari igin diglanmstir.
Tarama ve dahil etme siirecini gosteren PRISMA akis semasi Sekil 1°de sunulmustur.

Sekil 1

Tamimlama, Inceleme, Degerlendirme Ve Secim Siirecini Gosteren PRISMA Akis Semast

é Taranan veri tabanlarinda Diger kaynaklardan
i belirlenen kayitlar belirlenen kayitlar
é (n=260) (n=0)
—
v A 4
Tekrar edenler ¢ikarldiktan sonra
g kalan kaynaklar (n = 120)
o
©
[+
j Y Dislanan kaynaklar (n = 91):
= Baslik ve dzetleri incelenen | Dil kriteri (n=2)
kaynaklar (n = 120) Ampirik arastirma kriteri (n = 35)
Konuya uygunluk kriteri (n = 54)
A4
s Uygunlugu degerlendirilen Dislanan tam metin makaleler
g tam metin makaleler > ) (n=12):
& (n=29) Ozel yetenekli 6grenci kriteri (n = 4)
= Homojen gruplama kriteri (n = 2)
Orgiin egitim-6gretim kriteri (n = 2)
Hakemli dergi kriteri (n = 2)
h 4 Ampirik aragtirma kriteri (n = 2)
= Sistematik literatiir taramasina
L d3hil edilen makaleler
A n=17+1)

Sekil 1’de goriildiigii gibi veri tabanlarinda ulasilan 260 kaynaktan, tekrar eden ve dahil etme kriterlerine
uymayan 243 kaynak elenmis; 17 aragtirma makalesi sistematik literatiir taramasina dahil edilmistir. Ayrica bu 17
makalenin kaynakgalari incelenmis, ¢alismanin amacina uygun olabilecegi degerlendirilen ve sikca tekrar eden
(en az ii¢ kaynakta) bes makale gdze carpmigtir. Bu kaynaklardan ikisi ampirik arastirma sunmadigindan, biri 6zel
yetenekli 6grencilere odaklanmadigindan ve biri homojen gruplamaya odaklanmadigindan diglanmis; kalan bir
makale (Marsh vd., 2007) sistematik literatiir taramasina dahil edilmistir. Analize dahil edilen toplam 18 ¢aligmaya
iligkin bilgileri gosteren Tablo 1, ekte sunulmustur. Calismanin amacina uygun olarak belirlenen bu arastirmalarin
bulgulariyla; homojen gruplama stratejilerinin, 6zel yetenekli 6grenciler tizerindeki etkilerine yonelik igerik analizi
yapilmistir. Icerik analizi, metin igindeki kavramsal benzerlikleri yakalamak, tanimlamak, iliskilendirmek,
diizenlemek ve aciklamak amaciyla metin igeriginin derinlemesine incelenmesidir. Bunun i¢in kavramsal agidan
benzer sozcliik ya da sozciikk obekleri tanimlanarak kodlanir. Belirli 6zellikler bakimindan birbiriyle
iliskilendirilebilecek kodlar kavramsal temalar altinda kategorize edilebilir. Kodlarin tekrar siklig1 ve tematik
iligkileri igerigin anlamlandirilmasinda ve agiklanmasinda kullanilir (Yildirnm & Simsek, 2018). Bu ¢alismada
once iki yazar, dahil edilen aragtirma bulgularini birbirlerinden bagimsiz olarak gézden gegirmis ve ardindan bir
toplanti diizenlemislerdir. Yapilan toplantida her iki yazar da incelenen arastirma bulgularinin akademik ve psiko-
sosyal ozellikler altinda kiimelendigine hemfikir olmus; homojen gruplamanin 6zel yetenekli 6grenciler iizerindeki
etkilerinin, akademik etkiler ve psiko-sosyal etkiler temalar1 altinda kodlanmasina karar vermislerdir. Daha sonraki
stiregte yazarlar, yine birbirlerinden bagimsiz olarak, sistematik literatiir taramasina dahil edilen arastirma
bulgularini derinlemesine inceleyerek karar verilen temalar altinda kodlamis ve tekrar bir araya gelerek kodlarini
karsilagtirmislardir. Bu ikinci toplantida iki yazarin kodlamalarimin birbiri ile uyumlu oldugu goriilmiis; kodlarin
nihai diizenlemesi birinci yazar tarafindan bu toplantida alinan kararlar dogrultusunda yapilmaistir.
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Bulgular

Sistematik literatiir taramasina, dokuz farkli {ilkeden 18 aragtirma dahil edilmis ve bu arastirmalarda
bulgulanan, homojen gruplama stratejilerinin 6zel yetenekli 6grenciler iizerindeki etkileri, akademik etkiler ve
psiko-sosyal etkiler temalar1 altinda incelenmistir. Inceleme sonucunda, arastirmalarin biiyiik bir cogunlugunun;
ozel yetenekli 6grencilerin homojen gruplanmasiyla ilgili akademik avantajlar bildirdigi géze carpmaktadir. Buna
gore 18 arastirmanin 10’u homojen gruplamanin, 6zel yetenekli 6grencilere akademik avantajlar sagladigini ortaya
koymus, herhangi bir akademik dezavantaj bildirmemistir. Iki arastirma, hem akademik avantaj hem de dezavantaj
bildirmis; alt1 aragtirma ise homojen gruplamanin akademik etkilerine odaklanmamistir. Homojen gruplama
stratejilerinin; 6zel yetenekli 6grencileri, akademik acgidan sadece olumsuz etkiledigi bulgusu, hicbir arastirmada
ortaya ¢ikmamustir.

Sistematik literatiir taramasina dahil edilen arastirmalarin bulgulari, psiko-sosyal a¢idan incelendiginde;
dort farkli yonelim ortaya ¢ikmaktadir. Buna gore homojen gruplamanin, 6zel yetenekli 6grenciler tizerindeki
psiko-sosyal etkileriyle ilgili olarak; 18 arastirmanin ii¢ii, hem avantaj hem dezavantaj bildirmistir. Dort aragtirma
yalnizca psiko-sosyal dezavantaj ortaya koyarken; ii¢ arastirma, homojen gruplamanin yalnizca psiko-sosyal
avantajlarini ortaya koymustur. Dort arastirma ise, 6zel yetenekli 6grencileri homojen gruplamanin psiko-sosyal
avantaj ve dezavantajlariin, birbirini dengeledigi sonucuna ulagmistir. Geriye kalan dort arastirma, psiko-sosyal
avantaj ya da dezavantaj olabilecek bir bulgu bildirmemistir. Asagida homojen gruplamanin 6zel yetenekli
ogrenciler lizerindeki akademik ve psiko-sosyal etkilerine dair bulgular detayli olarak sunulmustur.

Homojen Gruplamanin Ozel Yetenekli Ogrenciler Uzerindeki Akademik Etkileri

Sistematik literatiir taramasina dahil edilen 18 arasgtirmanin, 6zel yetenekliler egitiminde kullanilan
homojen gruplama stratejilerinin akademik etkilerine iligkin bulgulari, detayli bir sekilde incelenmistir. Birden
fazla arastirmada tekrar eden benzer bulgular, kiimelenerek ortak bir kod altinda toplanmistir. Ortaya ¢ikan kodlar
ve frekanslar1 Tablo 2°de sunulmustur.

Tablo 2
Homojen Gruplamanin Akademik Etkilerine Iliskin Kodlar
Tema Kod Etki Frekans
Basari Olumlu 6
Uygun zorluk Olumlu 6
Ogretmen yeterligi Olumlu 6
Elverisli egitim ortami Olumlu 5
Akademik Olumlu akademik tutum Olumlu 4
Daha fazla 6grenme Olumlu 3
Bireysel ilgiye yonelme Olumlu 3
Uygun hiz Olumlu 2
Olumlu rekabet Olumlu 2

Tablo 2’de goriildiigli gibi, sistematik literatiir taramasina dahil edilen alt1 arastirma, homojen gruplama
stratejilerinin  6zel yetenekli Ogrencilerin akademik basarilarin1 olumlu etkiledigini ve onlara, yiksek
kapasitelerine uygun bir zorluk seviyesi sundugunu ortaya koymustur. Ayrica yine ayni sayida arastirma; homojen
gruplara egitim veren Ogretmenlerin, 6zel yetenekliler egitimi konusunda daha yetkin ve ilgili oldugunu
bildirmistir. Ornegin, Matthews ve digerleri (2013), 6zel smif gruplamasinin bir yil boyunca uygulanmasinin
ardindan, hem 0Ozel siniftaki 6zel yetenekli Ogrencilerin hem de karma siniftaki Ogrencilerin matematik
bagarilarinda, beklenenin iistiinde bir artis oldugunu belirlemistir. Dimitriadis (2012), 6zel yetenekliler egitiminde
kaynak oda uygulamasinin; daha yiiksek seviyeli bilissel faaliyetlere odaklanmay1 saglayarak, 6grencilere uygun
akademik zorlugu sundugunu ortaya koymustur. Hertzog (2003) ise; daha once katildiklar1 egitimsel
diizenlemeleri degerlendiren 6zel yetenekli iiniversite Ogrencilerinin; 6zel yetenek simiflarinda ders veren
ogretmenleri daha yetkin, ilgili, saygili ve hevesli olarak nitelendirdiklerini bildirmistir.

Bes aragtirma, homojen gruplamanin, 6zel yetenekliler egitiminde kullanilmasi gereken farkl stratejiler
i¢in uygun ortami sundugunu bildirmistir. Ornegin Hornby ve Witte (2014), lise seviyesinde gorev yapan okul
yoneticilerinin, 6zel sinif gruplamasinin zenginlestirme, genisletme ve hizlandirmaya daha fazla imkan sundugunu
ifade ettiklerini ortaya koymustur.
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Aragtirmalarin dordii, homojen gruplanan 6zel yetenekli 6grencilerin, okul ve 6grenmeye karsi olumlu
tutumlar gelistirdiklerini bildirmistir. Ornegin, Adams-Byers ve digerleri (2004) gruplamanin akademik etkilerini
degerlendiren bir grup 06zel yetenekli 6grencinin, homojen gruplarin egitimden keyif alma ve o6grenme
motivasyonlari izerinde olumlu etkisi oldugunu ifade ettiklerini ortaya koymustur.

Ucg arastirma, homojen gruplama stratejileri kullanmanin, 6grenme icerigi ve dgrenmeye ayrilan zamani
arttirdigini ortaya koymustur. Yine ayni sayida aragtirma; homojen gruplamanin, 6zel yetenekli 6grencilere, daha
bagimsiz olma ve bireysel ilgilerine odaklanma imkani sundugunu belirlemistir. Ornegin, Shields (2002) homojen
smiflardaki 6zel yetenekli sekizinci simif 6grencilerinin, karma simiflardaki tanilanmamis akranlarina kiyasla,
o0grenmeye ve okul ici-dis1 6grenme faaliyetlerine daha fazla zaman aymrabildiklerini ortaya koymustur.
Dimitriadis (2012) ise kaynak oda uygulamasinda grubun homojen ve 6grenci sayisinin az olmasinin, 6grencilerin
dikkati dagilmadan kendi bireysel ¢alismalarina odaklanmalarina imkan sagladigini bildirmistir.

Aragtirmalarin ikisi, homojen gruplama stratejilerinin, hizli 6grenen 6zel yetenekli dgrencilere kendi
hizlarinda 6grenme imkan: sundugunu ve benzer yetenek diizeyindeki akranlarla rekabet halinde olmanin,
akademik ilerlemeye yol actigini ortaya koymustur. Ornegin, Adams-Byers ve digerleri (2004) 6zel yetenekli
katilimcilarin, homojen gruplama sayesinde; kendi hizlarinda ve akranlartyla olumlu bir rekabet i¢inde ilerleme
imkani bulduklarini, boylelikle tekrara diismek ya da sinif arkadaglarini beklemek zorunda kalmadiklarin: ifade
ettiklerini bildirmistir.

Homojen Gruplamanin Ozel Yetenekli Ogrenciler Uzerindeki Psiko-Sosyal Etkileri

Sistematik literatiir taramasina dahil edilen arastirmalarda, 6zel yetenekli 6grencileri homojen
gruplamanin psiko-sosyal etkilerine iliskin bulgular ayrintili sekilde incelenmistir. Tekrar eden benzer ifadeler
kiimelenerek kodlanmistir. Ortaya ¢ikan kodlar ve frekans degerleri Tablo 3’te sunulmustur.

Tablo 3
Homojen Gruplamanin Psiko-Sosyal Etkilerine Iliskin Kodlar

Tema Kod Etki Frekans
Benlik algisinda diisiis Olumsuz 6
Dengelenen benlik algisi Notr 4
Yiiksek benlik algisi Olumlu 3
Bireysel ilgi Olumlu 2
Psiko-sosyal Benzerlik-ait olma Olumlu 2
Yardim etmek zorunda kalmama Olumlu 2
Cesitlilik eksikligi Olumsuz 2
Ayrilma Olumsuz 2
Akran zorbaligi Olumsuz 2
Yiiksek beklenti baskist Olumsuz 2

Tablo 3’te goriildiigii gibi, sistematik literatiir taramasina dahil edilen arastirmalarin biiyiik ¢cogunlugu;
homojen gruplamanin, 6zel yetenekli 6grencilerin benlik algilarini nasil etkiledigine odaklanmistir. Aragtirmalarin
altisi, homojen gruplanan 6zel yetenekli dgrencilerin benlik algilarinda diisiisler oldugunu ortaya koymustur.
Ornegin, Adams-Byers ve digerleri (2004) heterojen smiflardan, homojen siniflara alinan 6zel yetenekli
ogrencilerin; sinif igindeki iist siralarini, en iyi olma ve ¢ogunlukla son sozii séyleme ozelliklerini kaybettikleri
icin benlik algilarinda disiisler bildirdiklerini ortaya koymustur. Benzer sekilde Preckel ve Briill (2008), 6zel
smiflardaki 6zel yetenekli 6grencilerin; genel, matematiksel ve Almanca akademik benlik algilarinda, karma
siniflara devam eden tanmilanmamig akranlarina kiyasla, zaman i¢inde daha fazla diislisler oldugunu ortaya
koymustur.

Gruplamanin, benlik algisindaki olumsuz etkilerini bildirenlerin aksine, ii¢ arastirma, homojen
gruplamanin 6zel yeteneklilerin yiiksek benlik algilar ile iliskili oldugunu bulmustur. Ornegin, Hertzog (2003)
daha onceki egitim deneyimlerini degerlendiren 06zel yetenekli iiniversite Ogrencilerinin, homojen
gruplandirildiklarinda daha zorlu gorevleri bagarma imkanlar1 oldugunu ve bdylece daha olumlu benlik algilar
gelistirdiklerini belirttigini ortaya koymustur. Preckel ve digerleri (2017) 6zel siiflardaki 6zel yetenekli ortaokul
ogrencilerinin ve karma siniflardaki tanilanmamis akranlarinin matematiksel akademik benlik algilarinda zaman
icinde diislisler oldugunu; ancak her asamada, 6zel siniftaki dgrencilerin benlik algilarinin, karma siniflardaki
akranlarindan daha yiiksek bulundugunu bildirmistir.
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Homojen gruplama stratejilerinin, 6zel yetenekli 6grencilerin benlik algilari {izerindeki olumlu ya da
olumsuz etkilerine odaklananlarin yaninda, aragtirmalarin dordii, homojen gruplamanin 6zel yeteneklilerin benlik
algilari iizerindeki olumlu ve olumsuz etkilerinin birbirini dengeledigini ortaya koymustur. Ornegin, Herrmann ve
digerleri (2016) 6zel smiflarda bulunan 6zel yetenekli 6grencilerin matematiksel akademik benlik algilarinin;
yiiksek kapasiteli bir gruba dahil olduklari i¢in yiikselme egiliminde oldugunu, kendilerini yiiksek kapasiteli sinif
arkadaglariyla kiyasladiklari i¢in de diisme egiliminde oldugunu bulmus ve bu iki faktoriin birbirini dengeledigini
ortaya koymustur. Margas ve digerleri (2006) beden egitimi yiiksek yetenek sinifi dgrencilerinin, heterojen
smiflardaki fiziksel alanda yiiksek yetenekli akranlariyla kiyaslandiginda, fiziksel benlik algilariin baslarda
yiikseldigini daha sonra diiserek dengelendigini bulmustur. Benzer bir bulguya Vogl ve Preckel (2014), sosyal
kabul benlik algisinda ulagmustir.

Benlik algisina iligkin bulgularin yaninda, bu ¢alismaya dahil edilen arastirmalarin diger bulgulari, 6zel
yetenekli 6grencilerin homojen gruplanmasiyla ilgili olarak, farkli olumlu ve olumsuz psiko-sosyal etkiler ortaya
koymustur. Buna gére homojen gruplama stratejilerinin uygulanmasi; 6zel yeteneklilerin, daha fazla bireysel ilgi
almalarini, kendileriyle benzer oOzellikler gosteren bir gruba dahil olmalarint ve ait olma ihtiyaglarinin
kargilanmasini saglamasina karsin; onlarin, arkadaglarindan ayrilmalarina, karma smnifin kiiltiirel zenginliginden
uzaklagmalarina ve yiiksek baski hissetmelerine neden olabilmektedir (Adams-Byers vd., 2004; Hertzog, 2003).

Tartisma

Sistematik literatiir taramasi sonucunda, 6zel yetenekli 6grenciler i¢in uygulanan homojen gruplama
stratejilerinin, bu 6grencilere akademik avantajlar sagladigi, belirgin bir sekilde ortaya ¢ikmistir. Bu sonug; hizli
Ogrenen, iyi hatirlayan, daha yiiksek zihinsel performansa sahip olan ve farkli diisiinebilen 6zel yetenekli
ogrencilerin; kendi o&zelliklerine uygun bir egitim almalarmin, onlarin 6zel performanslarini ortaya
koyabilmelerinin bir anahtar1 oldugunu 6ne siiren kuramsal bilgilerle (Brody & Stanley, 2005; Callahan & Miller,
2005; Feldhusen, 2005; Gagné, 2009; Renzulli, 2005; Sternberg, 2009; Tannenbaum, 2009; Ziegler, 2005)
tutarlidir. Ancak bu sonug yalnizca gruplamanim etkisi olarak goériilmemelidir. Ozel yetenekli 6grencilerin
akademik gelisimlerine avantaj saglamasi konusunda; gruplamanin en 6nemli etkisi, diger egitimsel miidahalelerin
(farklilastirma, hizlandirma, karmagiklastirma, zenginlestirme, derinlestirme, genisletme...) dogru sekilde
uygulanabilmesine zemin hazirlamasidir (NAGC, 2009; Sak, 2012). Bu aragtirmanin, homojen gruplamanin
akademik etkilerine iliskin bulgular1 arasinda; uygun zorluk diizeyi, elverigli egitim ortami, daha fazla 6grenme,
uygun hiz ve nihayetinde akademik basari kodlarinin olugsmasi da bunun kanitidir.

Steenbergen-Hu ve digerleri (2016) yaklasik 100 yillhik bir literatiirii dahil ettikleri meta-analiz
calismasinda 6zel yetenekli 6grencileri homojen gruplamanin, onlarin akademik basarilari tizerinde olumlu ve orta
diizeyde bir etkisi oldugunu ortaya koymustur. Bu kapsamli meta-analizin sonuglari, bu sistematik literatiir
taramasinin sonuglariyla tutarlidir. Bir bagka meta-analiz ¢alismasinda Vaughn ve digerleri (1991) homojen
gruplamanin akademik basari, elestirel diisiinme ve yaratici diigsiinme {izerinde olumlu etkisi oldugunu bulmustur.
Delcourt ve digerleri (2007), homojen gruplanan 6zel yetenekli 6grencilerin matematik problemi ¢ozme,
okudugunu anlama, fen bilimleri ve sosyal bilgiler alanlarinda daha ytiksek puanlar aldiklarini ortaya koymustur.
Tiim bunlarla birlikte Kulik (1992), 6zel yetenekli &grencileri homojen gruplandirmanin etkilerinin, 6zel
yetenekliler egitimine iligkin diger egitsel diizenlemeleri kapsamasina bagli oldugunu vurgulamigtir. Yani
gruplandirma, zenginlestirme ve hizlandirma stratejileri birlikte kullanildiginda 6zel yeteneklileri homojen
gruplandirmanin olumlu akademik etkileri yiiksek diizeyde olabilir. Aksi halde gruplama, yalnizca 6grencileri
kategorize etme diizeyinde kalacaktir.

Ozel yetenekli 6grencileri homojen gruplamanin psiko-sosyal etkilerine yénelik bulgular daha karmasik
ve celigkilidir. Benzer sekilde Neihart (2007), 6zel yetenekli 6grencileri homojen gruplamanin akademik olumlu
etkilerinin iyi kanitlanmig oldugunu; ancak psiko-sosyal etkilerin, gruplamanin uygulanis bicimine ve 6grencinin
Ozelliklerine gore olumlu, olumsuz ya da nétr olabilecegini ortaya koymustur. Bu ¢alismadaki psiko-sosyal
bulgular, ¢cogunlukla 6zel yetenekli 6grencilerin benlik algilarina yoneliktir ve Neihart’in (2007) bulgulartyla
tutarl olarak olumlu, olumsuz ve nétr etkiler seklinde ortaya ¢ikmislardir. Benlik algis1 genel anlamda kisinin
gevresiyle olan deneyimleriyle sekillenen kendisiyle ilgili yargi, duygu ve inanglaridir. Kisinin kendisiyle ilgili
algilar1 akademik, sosyal, duygusal ve fiziksel agidan kendini nasil gordiigiiyle ilgili olarak ¢ok boyutlu bir yap1
gosterir (Shavelson vd., 1976). Ayrica dzyeterlik (Bong & Skaalvik, 2003) ve 6zsayginin (Greenwald vd., 1988)
da benlik algisinin temel bilesenlerinden oldugu ortaya konmustur. Bu baglamda akademik, sosyal, duygusal,
fiziksel benlik algilarn ile 6zyeterlik ve Ozsaygi kavramlari bu arastirmada benlik algist kavrami iginde
degerlendirilmigtir. Bu algi olduk¢a onemlidir; ¢iinkii genellikle kisinin bir konudaki eyleme, davranisa
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gilidiilenmesi ya da ondan kaginmasiyla sonuglanir. Bir baska deyisle kisi herhangi bir konudaki yeterliginin
yiiksek olduguna inaniyorsa, o konuda daha azimli davranarak daha yiiksek bir performans ortaya koyabilir
(Bandura, 1977). Dolayisiyla bir 6grencinin okula iligkin herhangi bir kabiliyetine (akademik, matematiksel,
sozel...) yonelik benlik algisinin gekillenmesinde, okul icindeki akademik ve sosyal deneyimleri 6nemli rol
oynayacaktir. Ve bu algt ile 6grencinin o konudaki performansi, karsilikli olarak birbirlerini etkileyecektir
(Shavelson vd., 1976). Nitekim Preckel ve digerleri (2017), akademik benlik algisi ve matematik basarisi arasinda
dogrusal bir etkilesim oldugunu ortaya koymustur. Sonug olarak dgrencilerin benlik algilar1 bircok agidan 6nemli
ve odaklanilmasi gereken bir konudur.

Sistematik literatiir taramasina dahil edilen arastirmalar, homojen gruplamanin 6zel yetenekli 6grencilerin
benlik algilar1 iizerindeki olumlu, olumsuz ve nétr etkilerini ortaya koyarak, celiskili bulgular sunmaktadir.
Bununla birlikte, ulasilan bulgular gogunlukla homojen gruplamanin 6zel yetenekli 6grencilerin akademik benlik
algilarini olumsuz etkiledigi yoniindedir. Bu durum biiyiik balik -kiigiik golet etkisine bir kanit olusturabilir. Bityiik
balik-kiiciik golet etkisi, kigilerin benlik algilarii sekillendirirken sosyal karsilastirmalar1 kullandiklari, yani
etrafindaki kisilerle kendilerini kargilagtirarak benlik algilarini sekillendirdikleri goriisiine dayanir. Buna gore
ogrenciler kendi akademik yeteneklerini smif arkadaglarinin akademik yetenekleriyle karsilagtirir ve bu sosyal
kargilagtirma sonucunda edindikleri izlenimleri kendi akademik benlik algilarini sekillendirmek i¢in bir temel
olarak kullanirlar. Esit yetenek diizeyine sahip dgrenciler kendilerini daha yetenekli 6grencilerle kiyasladiklarinda
daha diisiik akademik benlik algilarina, daha az yetenekli 6grencilerle kiyasladiklarinda ise daha yiiksek akademik
benlik algilarma sahip olacaklardir. Dolayisiyla, akademik benlik algilari sadece bir dgrencinin akademik
basarilarina degil, ayni zamanda 6grencinin devam ettigi egitim ortamindaki diger kisilerin basarilarina da baglidir.
Sosyal karsilastirmalarin akademik benlik algisi lizerindeki bu etkisi, biiyiik balik-kiigiik golet etkisi olarak
literatiirde yerini almustir. Ozel yetenekli 6grenciler baglaminda degerlendirildiginde biiyiik balik-kiiciik gdlet
etkisi, ortalama bagari diizeyine sahip normal siniflara devam eden yiiksek basarili 6zel yetenekli 6grencilerin daha
yiiksek akademik benlik algis1 gelistireceklerini; kendileri gibi, hatta kendilerinden daha yiiksek basariya sahip
ozel yetenekli 6grencilerle birlikte egitim goren dzel yetenekli 6grencilerin ise daha diisiik akademik benlik algilari
gelistireceklerini ongoriir (Marsh & Hau, 2003; Marsh & Parker, 1984; Marsh vd., 2007). Bir baska deyisle
homojen gruplanan 6zel yetenekli 6grencilerin akademik benlik algilari, karma siniflara devam eden 6zel yetenekli
ogrencilerden daha diisiik olacaktir. Cilinkii kendini yiiksek basarili diger sinif arkadaslariyla kiyaslayacak ve kendi
basarisina iliskin algisini bu kiyaslamayi temel alarak gelistireceklerdir. Ancak biiyiik balik-kii¢iik golet etkisinin
ongordiigiiniin aksine, literatiir taramasina dahil edilen azimsanmayacak sayida bulgu, homojen gruplar i¢indeki
sosyal karsilagtirmalarin, 6zel yetenekli &grencilerin benlik algilarini olumlu yonde de etkileyebilecegini
gostermektedir. Bu etki zorlu gorevleri bagarma, akademik basarinin artmasi ya da 6zel yetenekli 6grencilerin
kendilerini dahil olduklar: yiiksek yetenekli grupla 6zdeslestirmesi yoluyla gergeklesebilir (Herrmann vd., 2016;
Hertzog, 2003; Preckel vd., 2017). Biiyiik balik-kiiglik golet etkisi s6z konusu oldugunda, zamanin etkisini de géz
onilinde bulundurmak gerekir. Tokmak ve digerleri (2021), 6zel yetenekliler i¢in 6zel bir programa dahil edilen
ogrencilerin akademik benlik algilariin baslangicta (ilk 4 ay boyunca), iist diizey bir gruba ve programa kabul
edildikleri i¢in, arttigini; ancak zaman iginde (17 ayin sonunda), yetenekli grupla kendini karsilagtirmanin etkisine
baglh olarak, akademik benlik algilarinda bu artigtan daha biiyiik diisiisler gozlendigini ortaya koymustur. Bu
¢alismaya dahil edilen boylamsal arastirmalardan, 1 yil (Margas vd., 2006) ve 3 yil (Preckel vd., 2019) gibi
nispeten daha uzun zaman dilimine odaklananlarin, homojen gruplanan 6zel yetenekli 6grencilerin akademik
benlik algilarinin olumlu ya da olumsuz etkilenmedigi sonucuna ulastig1 goriilmektedir. Bu bulgular; homojen
gruplanan 6zel yetenekli 6grencilerin akademik benlik algilarinda zaman i¢inde dalgalanmalar olmasinin ardindan,
daha uzun bir siire sonra dengelenme olabilecegini diigiindiirmektedir.

Bunlara ek olarak, 6zel yetenekli 6grencilerin akademik benlik algilarindaki diisiislerin her zaman
olumsuz bir durum olmadigini da g6z oniinde bulundurmak gerekir. Heterojen siniflarda abartili bir benlik algist
gelistirmis 0zel yetenekli Ogrenciler, akademik ac¢idan kendisiyle benzer oOzellikler gosteren akranlariyla
karsilastikca daha gercekei bir 6z degerlendirme yapabilir (Tokmak vd., 2021). Nitekim McCoach ve Siegle
(2003a), ozel yetenekli 6grenciler ile genel dgrenci popiilasyonu arasindaki akademik benlik algis1 puanlarinin
0zel yetenekli dgrenciler lehine bilyiik bir farklilik gdsterdigini ortaya koymustur. Buna ek olarak McCoach ve
Siegle (2003b) beklenmedik diisiik basar1 gosteren 6zel yetenekli 6grencilerin akademik benlik algilarinin yiiksek
basarili 6zel yetenekli dgrencilerle benzer diizeyde oldugunu bulmus; s6z konusu 6zel yetenekliler oldugunda
akademik basar1 ve akademik benlik algis1 arasindaki iligkinin ¢ok net olmadigini vurgulamistir. Téim bu bulgular
ozel yetenekli 6grencilerin ¢ok yliksek akademik benlik algilarmin gercekc¢i olmayabilecegini diisiindiirmektedir.
Ayrica bu ¢alismaya dahil edilen ve homojen gruplanan 6zel yetenekli 6grencilerin akademik benlik algilarinda
diisiisler oldugunu bildiren aragtirmalardan bazilar1 (Preckel & Briill, 2008; Preckel vd., 2010), bu diisiislerden
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sonra bile 0zel yetenekli Ogrencilerin akademik benlik algilarinin, karma siniflardaki tani almamis
akranlarinkinden daha yiiksek oldugunu gostermektedir.

Sonug olarak; 6zel yetenekli dgrencilere yonelik homojen gruplama stratejilerinin, akademik agidan
oldukca olumlu getirileri oldugunu sdylemek miimkiindiir. Ozellikle bu 6grencilerin ihtiyaci olan farklilastirilmis
egitim i¢in uygun kosullar1 saglamasi agisindan 6zel yetenekli 6grencilerin egitiminde homojen gruplama
stratejilerinin kullanilmasi 6nemlidir. Karma siniflarda 6gretmenler farklilagtirma i¢in yeterince zaman ve imkan
bulamayabilir; ancak benzer yetenek grubundaki Ogrencilerden olusan bir sinifta, egitsel diizenlemeleri
ogrencilerin akademik ve zihinsel ihtiyaglarina gére organize etmek daha miimkiin olacaktir. Buna ek olarak bu
smiflarda sadece 6zel yetenekli 6grencilerle karsilasan 6gretmenler, 6zel yetenekliler egitimi ile ilgili tecriibe ve
gelisim imkan1 bulacaklardir. Ancak bu stratejilerin psiko-sosyal etkilerine iliskin bulgular daha karmagiktir ve
diisiik benlik algisi, akran gesitliliginden mahrum kalma, akran zorbalig1 ve yiiksek beklenti baskisi gibi risklere
kars1 bizi uyarmaktadir. Bu baglamda, 6zel yetenekliler egitiminde homojen gruplama stratejileri uygulanmasinin
psiko-sosyal etkilerine iliskin yeni arastirmalar - Ozellikle bir ya da birka¢ yil gibi uzun siireleri kapsayan
boylamsal caligmalar yiiriitiilmelidir. Ayrica homojen gruplamanin olasi psikososyal risklerine karsi dikkatli
olunmalidir. Bu baglamda homojen gruplanan 6zel yetenekli 6grencilere yonelik psikolojik danigma ve rehberlik
hizmetleri planlanabilir. Olumlu sosyal 6zdesimler 6n plana cikarilarak ve homojen gruplanan 6zel yetenekli
ogrencilerin akademik basar1 artiglarina odaklanarak akademik benlik algis1 risklerine karst dnlemler alinabilir.
Yari zamanlt homojen gruplama stratejileri tercih edilerek hem sosyal ¢esitlilik hem akademik avantaj saglanabilir.

Yazarlarin Katki Diizeyleri

Calisma konusu belirleme, veri toplama ve verilerin analizi gérevlerinde birinci yazar ana katkiy1
yapmigtir. Arastirma deseninin tasarlanmasinda ikinci yazar ana katkiy1 yapmistir. Calismanin raporlanmasinda
iki yazar ortak katki yapmustir.
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Tablo 1
Arastirma Kapsamina Dahil Edilen Calismalara Iliskin Bilgiler

No Yazar ve yil Amag Katilimcilar Desen Gruplamanin etkilerine iliskin bazi bulgular
Akademik avantajlar: Zorlanma, hizli tempo, tartisma imkani, 6gretmen

6grenme imkani ve bagimsizlik.
Akademik dezavantajlar: Daha zeki akranlarin akademik baskisi, hizli

Bir grup 6zl yetenekli dgrencinin; temponun zorlugu, yiiksek beklentiler, zorlu gorevler ve olumsuz rekabet.

Adams-Byers hem heterojen hem de hO.mOjen >l 1"s1n1f arahgln.dakl - - Psiko-sosyal avantajlar: Akranlar tarafindan anlagilabilmek, zorbaliga maruz
! vd. (2004) gruplandirmanin akademik, sosyal 44 ozel yetenekli Nitel olgubilim kalmamak, 6gretmen ilgisi, ait olma, paylasim ve daha yavas 6grencilere
' avantaj ve dezavantajlarina iliskin ogrenci (ABD) ) 08 EIst, - pay y £

yardim etmek zorunda olmama.

Psiko-sosyal dezavantajlar: Diisiik benlik algis, elestirel akran tutumu,
diizeltilme korkusu, alay, rekabet, yiiksek beklenti, ¢cok az cesitlilik, akranlara
yardim etme firsatinin olmamasi ve 6zel yetenekli olmayan arkadaslardan

kisisel algilarini incelemek.

ayrilma.
. . . 150 tanilanmamus, 350
Gruplandirma ve zenginlestirmenin, 5zel vetenekli. 4-11
2 Batterjee (2016) ogrencilerin akademik basarilar1 ve sim f};rah“m d;ki iliskisel tarama Akademik avantaj: Daha iyi akademik performans.
! benlik algilar1 iizerindeki etkisini & ’ modeli Psiko-sosyal dezavantaj: Diisiik akademik benlik algisi.

erkek 6grenciler

incelemek. (Suudi Arabistan)

Ozel smif uygulamasimin;

Preckel ve ogrencilerin akadennk benlik 93 ozel yetenekli, 93 Boylamsal iligkisel ~Akademik avantaj: Daha uygun zorluk seviyesi.
3 S . algilarina ve matematik tanilanmamisg 9. sinif . - . o ) . .
digerleri (2010) . . NS - tarama modeli Psiko-sosyal dezavantaj: Daha diisiik akademik (matematiksel) benlik algis.
derslerindeki can sikintisi Ogrencisi (Avusturya)

deneyimlerine etkisini incelemek.

Karma simiflardan 156,
Yetenek gruplamasinin dgrencilerin 0zel yetenek Psiko-sosyal dezavantajlar: Genel akademik benlik algisi, matematiksel

Preckel ve Briill Boylamsal iliskisel

4 benlik algilar1 tizerindeki etkilerini siniflarindan 46, 5. - akademik benlik algis1 ve Almanca akademik benlik algilarinda diisiis. Sosyal
(2008) - . . tarama modeli . . o
incelemek. siif grencisi benlik algisinda once artig, sonra diisiis.
(Almanya)
Homojen siniflardaki 6zel yetenekli 5 ve 8. sinifa devam Akademik avantajlar: Kariyer ilgisinde artis, yiliksek beklenti, daha fazla

oy Sl e Bl et S D, ey i i o aman v el

tutumlar1 ve 6gretmenlerle sinif dgrencisi Psiko-sosyal avantajlar: Ogretmen tarafindan benlik algisinin pekistirilmesi

iligkilerini incelemek. (Kanada) Psiko-sosyal dezavantaj: Daha diigiik akademik benlik algist
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No Yazar ve yil Amag Katilimcilar Desen Gruplamanin etkilerine iligkin bazi bulgular
Akademik basar1 ve dahil olunan Calisma 1: 2.306
okul tiirii ortalama basarisinin 3 o Boylamsal Psiko-sosyal dezavantaj: Devam edilen okulun ortalama bagar1 diizeyi ve
Marsh vd. R - g calisma 2: 1.758 lise L . L . . . o
6 seckin bir liseye gidip mezun olan . iliskisel tarama 6grencinin matematiksel akademik benlik algis1 arasinda negatif yonlii bir
(2007) (Gymnasium) modeli

10

ogrencilerin matematiksel benlik
algilariyla iligkisini incelemek.

Universite 6grencilerinin daha énceki

6zel yetenekliler programlarindaki
deneyimleri ve bu deneyimlerin
hayatlar1 tizerindeki etkisini
incelemek.

Hertzog (2003)

Ozel simflardaki dgrencilerin
akademik benlik algilar1 ve bu
algilarinin matematik basarilari
tizerindeki etkisini incelemek.

Preckel ve
digerleri (2017)

Gruplama stratejilerinin 6grencilerin
akademik benlik algilar1 izerindeki
etkilerini incelemek.

Yeung ve
digerleri (2004)

Ozel simiflara ve normal siniflara
devam eden 6zel yetenekli
ogrencilerin, so6zel ve matematiksel
akademik benlik algilarini
incelemek.

Herrmann ve
digerleri (2016)

6grencisi (Almanya)

50 6zel yetenekli
iiniversite 6grencisi
(ABD)

Ozel siniflardan 283 ve
karma simiflardan 639
ortaokul 6grencisi
(Almanya)

58 ozel yetenekli, 782
tanilanmamus, 4. ve 5.
smnif 6grencisi (Hong
Kong)

261 ozel yetenekli,
1069 tanilanmamus, 5.
sinif dgrencisi
(Almanya)

Nitel olgubilim

Boylamsal iliskisel
tarama modeli

Son test
denklestirilmemis
gruplu desen

Iliskisel tarama
modeli

iligki vardir. Bu iliski mezuniyetten sonra bile anlamlidir.

Akademik avantajlar: Daha fazla firsat ve elverisli 6grenme ortami; daha fazla
icerik ve farkli etkinlikler, daha yetkin, ilgili, saygili ve hevesli 6gretmenler;
yiiksek beklentiler ve zorlanma, motivasyon, sorumluluk, zaman y6netimi ve
calisma aligkanlig1 gelistirme; boylece gelecege daha iyi hazirlanma.

Psiko-sosyal avantajlar: Zorlu gérevleri basarmanin getirdigi olumlu benlik
algisi, benzer ilgi alanlarindaki 6grencilerle tanigma firsati, egitimden zevk
alma ve mutluluk.

Psiko-sosyal dezavantajlar: Diger 6grencilerden ayrilmig olmanin getirdigi
olumsuz duygular; 6fke, arkadaslarla gerginlik ve dislanma; kiiltiirel ¢esitlilik
eksikligi, yiiksek beklentilerin baskisi ve adaletsizlik duygusu.

Akademik avantaj: Daha yiiksek matematik basarisi.
Psiko-sosyal avantaj: Daha yiiksek akademik (matematiksel) benlik algisi.

Psiko-sosyal avantajlar: Daha yiiksek akademik benlik algisi.

Psiko-sosyal etki: Matematiksel benlik algisinda; olumlu benzesme etkisi
(YYetenekli bir referans grubuna dahil olmak, 6grencilerin kendi yeterlikleri
hakkinda olumlu hissetmelerini saglar.), olumsuz karsilastirma etkilerini
(Yetenekli bir kargilagtirma grubuna dahil olmak, 6grencilerin kendi yeterlik
algilarinda diisiise neden olur.) telafi etmektedir.

Caliskan & Tan
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No Yazar ve yil

Amag

Katilimcilar

Desen

Gruplamanin etkilerine iliskin bazi bulgular

1 Margas ve digerleri

[EEN

(2006)

12 Preckel ve Briill
(2010)

13 Vogl ve Preckel
(2014)

14 Preckel ve digerleri

(2019)

15 Dimitriadis (2012)

Caliskan & Tan

Beden egitimi yiiksek yetenek
sinifina katilan 6grencilerin 6z
degerlendirmelerini incelemek.

Sinif yetenek ortalamasinin
(zeka) ve sinif tipinin (6zel ve
karma) matematiksel akademik
benlik algis1 lizerindeki
etkilerini incelemek.

Ozel yeteneklilerin sosyal benlik
algilarinm, okulla ilgili tutum
ve inanglarin tam zamanl
yetenek gruplandirmasindan
etkilenip etkilenmedigini
incelemek.

Tam zamanli yetenek
gruplamanin 6grencilerin
akademik benlik algilar1 ve
matematik basarilari izerindeki
etkilerini incelemek.

Matematiksel olarak 6zel
yetenekli ¢ocuklar i¢in sunulan
farkli egitimsel diizenlemelerin,
ogrencilerin tutumlari ve
ilerlemeleri tizerindeki etkilerini
incelemek.

Ozel (n =22) ve
heterojen (n = 24)
smiflardaki 6zel
yetenekli ortaokul
ogrencileri (Fransa)

Ozel yetenek
siniflarindan 179,
karma siniflardan 543,
5. smuf 6grencisi
(Almanya)

Ozel yetenek
siniflarindan 99, karma
siniflardan 99 ortaokul
ogrencisi (Almanya)

Ozel yetenekliler
siniflarindan 148,
karma siniflardan 148
ortaokul dgrencisi
(Almanya)

4 smif (4 6gretmen; 2, 5
ve 6. siif diizeyinde 68
ogrenci) (Ingiltere)

Boylamsal iligkisel
tarama modeli

Iliskisel tarama modeli

Boylamsal iligkisel
tarama modeli

Boylamsal iligkisel
tarama modeli

Durum ¢aligmasi

Psiko-sosyal etki: Fiziksel benlik algisinda; benzesme etkisi (dahil
olunan gruba benzeme egilimi) ve karsilastirma etkisi (dahil olunan
grupla kiyaslayarak 6z degerlendirme yapma egilimi) birbirini
dengeler.

Psiko-sosyal etki: Matematiksel akademik benlik algisinda; negatif
karsilastirma etkisi ve pozitif benzesim etkisi birbirini dengeler.

Akademik avantajlar: Okula daha fazla ilgi, daha iyi 6gretmen-
ogrenci iligkisi.

Psiko-sosyal etki: Sosyal kabul benlik algilarinda 6nce artis, sonra
diisiis ve dengelenme.

Akademik avantaj: Basar1 gelisimi iizerinde 6nemli ve olumlu etki.
Psiko-sosyal etki: Negatif bir karsilastirma etkisi ya da pozitif bir
benzesim etkisi bulunamamustir.

Akademik avantajlar: Daha basarili farklilagtirma ve zenginlestirme
uygulamalari, kendi hizinda ilerleme, iist diizey bilissel faaliyetler,
bireysel destek, izleme imkani, daha fazla 6grenci-6gretmen
etkilesimi, daha odakli ¢aligma imkani, egitim siirecine karst daha
olumlu tutum, yiliksek motivasyon ve akademik ilerleme.

Akademik dezavantaj: Kaynak odaya alindiginda dersi kagirma.

Psiko-sosyal avantaj: Akranlara yardim etmek zorunda kalmadan
ilerleme imkani.
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No Yazar ve yil Amag Katilimcilar Desen Gruplamanin etkilerine iligkin bazi bulgular
Karma siniflar ve sinif ici
gruplandirma ile 15 okul (lise), 15 Akademik avantajlar: Daha fazla 6gretimsel firsat; hizlandirma,
Hornby ve Witte karsilastirildiginda farkli PRI zenginlestirme, genisletme ve zorlama konusunda daha fazla imkéan;
16 yonetici (Yeni Durum ¢aligmasi e L . o . . .
(2014) siniflarda yetenek ogretmenlerin gii¢lii yonlerinin ve ilgi alanlarinin optimize edilmesi,

gruplamasinin etkilerini
incelemek.

Gruplamanin, 6zel yetenekli ve
tanilanmamis 6grencilerinin
akademik basarilar iizerindeki

Matthews ve
digerleri (2013)

Zellanda)

186 tanilanmamis ve 68
ozel yetenekli ilkokul

Boylamsal arastirma (ex
post facto)

daha rekabetgi ve farkli programlar olusturma imkani.

Akademik avantaj: Matematik basarisinda arts.

etkisini incelemek. Ogrencisi (ABD)
Kiime gruplama stratejisi ile )
. . . O0gretmenlere yonelik egitim 127 6zel yetenekli On test-son test Akademik avantajlar: Matematik basarisinda olumlu etki, ileri diizey
Pierce ve digerleri .. . . iy .. .. . . .. P

18 (2011) programinin, 6zel yetenekli ilkokul 6grencisi denklestirilmemis matematiksel kazanimlar i¢in daha uygun 6gretim ortami ve
ogrencilerin matematik basarisi  (ABD) gruplu desen firsatlari.
iizerindeki etkisini incelemek.
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Abstract
Introduction: Homogeneous grouping strategies are among the basic interventions for gifted education. Although
the academic advantages of these interventions have been frequently documented, concerns about their possible
psycho-social negative effects can sometimes lead to cautious approaches to their implementation. In this regard,
the main objective of the present study was determined as examining the relationship between homogeneous
grouping strategies and the academic and psycho-social characteristics of gifted students.

Method: The current study is a systematic literature review. Empirical resources investigating the effects of
grouping strategies implemented in the formal education processes of gifted students were included in the study.
Either gifted students of compulsory education age (primary, secondary, and high school) or gifted individuals
whose experiences at compulsory education age were focused on were the participants of the included studies.
Eighteen studies identified in line with the inclusion criteria were included in the systematic literature review. The
effects of homogeneous grouping were examined under the themes of academic effects and psycho-social effects.

Findings: The findings of the systematic literature review demonstrate that implementing homogeneous grouping
strategies in gifted education has academically positive but psycho-socially complex (positive and/or negative or
neutral) effects.

Discussion: The fact that educational arrangements for characteristics that differentiate gifted students from their
peers are associated with positive academic outcomes is consistent with the relevant literature. The psycho-social
effects of the homogeneous grouping of gifted students are usually related to self-concept, and most of the research
findings included are consistent with the big fish-little pond effect.
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Introduction

Giftedness is the condition of having the synthesis of characteristics such as intelligence, creativity,
motivation, and problem-solving and being able to demonstrate the superior potential arising from these
characteristics as a good, useful, and valuable performance in one or more areas. It is very important for gifted
students to receive the appropriate differentiated education they need to reveal, protect, direct and develop this
superior potential and performance (Brody & Stanley, 2005; Callahan & Miller, 2005; Clark, 2015; Feldhusen,
2005; Gagné, 2004, 2005, 2009; Plucker & Callahan, 2014; Renzulli, 1978, 1999, 2005; Sternberg, 1999, 2003,
2005, 2009; Tannenbaum, 2009; Tomlinson, 2015; Ziegler, 2005; Ziegler & Stoeger, 2004). Differentiation for
gifted students can be performed in all content, procedure, product, and setting dimensions of education by adding
advanced content, interdisciplinary knowledge, the opportunity to progress faster, the use of higher-order thinking
skills, the opportunity to solve problems, and the options of acquiring different experiences, following different
methods, meeting different people, and being in different environments to the general curriculum (Maker, 2009;
National Association for Gifted Children [NAGC], 2014; VanTassel-Baska & Stambaugh, 2006). Generally three
basic strategies, enrichment, acceleration, and grouping, are implemented in gifted education to ensure this
differentiation (NAGC, 2014).

The present study focused on homogeneous grouping, one of the grouping strategies commonly employed
in differentiating the education of gifted students. Grouping strategies can be classified as homogeneous-
heterogeneous and part-time/full-time. Heterogeneous grouping is the education of gifted students in
normal/mixed classes together with their peers not identified as gifted. Homogeneous grouping is receiving
education by students identified as gifted in a separate school, a separate class, a resource room, or a separate
cluster within the class. Both types of grouping can be implemented as full-time and part-time grouping. For
example, whereas interventions such as special school or special class can be carried out as full-time homogeneous
grouping, resource room programs are examples of part-time homogeneous grouping. Mixed-class education can
be given as an example of full-time heterogeneous grouping, while different ability clusters can be used in part-
time heterogeneous grouping (Hertberg-Davis & Callahan, 2013; NAGC, 2009; Sak, 2012).

Particularly full-time or part-time homogeneous grouping strategies are among the basic interventions for
gifted education (Hertberg-Davis & Callahan, 2013). Providing an educational environment that facilitates the
meeting of the needs of the gifted, a group whose educational and emotional needs differ from their peers,
represents the most important and basic characteristic of homogeneous grouping (Feldhusen & Moon, 1992). In
other words, homogeneous grouping is one of the key ways to create the least restrictive environment for gifted
students and educators (NAGC, 2009). Furthermore, although the academic and emotional benefits of
homogeneous grouping of gifted students have been frequently discussed in the literature (Gentry & Fugate, 2013;
Gubbins, 2013; Steenbergen-Hu et al., 2016; Tieso, 2003), especially education administrators have reservations
about this issue. Claims that grouping can adversely affect self-concept, the opinion that it will be against the
principle of equality in education, and myths that it can lead to abnormalization and elitism are among these
reservations (Fiedler et al., 2002; NAGC, 2009; Sak, 2012). These claims, opinions, and myths may cause
education administrators and policy-makers to be cautious about the use of grouping strategies in gifted education.

Although grouping is among the basic components of gifted education, homogeneous grouping strategies
for gifted students at the age of compulsory education are almost never used in formal education institutions in
Turkey. In formal education institutions, there are no special education classes for gifted students and resource
room or in-class grouping strategies are not implemented as a central education policy. Apart from high schools
providing education to gifted students in the field of arts and sports, there is only one official school that provides
separate formal education to gifted students. A part-time (outside the formal education time) homogeneous
grouping strategy is used in BILSEM, support education institutions (Citil, 2018; Citil et al., 2020; Demirel-Dingeg
& Kirisgi, 2023; Ozel Egitim Hizmetleri Yonetmeligi [Special Education Services Regulation, OEHY], 2018; Sak,
2012). Citil et al. (2020) compared the US, Canada, and Turkey in terms of the presence of special schools for the
gifted and stressed that there had been separate schools (public and private) for the gifted for nearly a century on
the American content and that the lack of options in this field in Turkey might constitute a risk factor for gifted
children. Citil (2018) stated that the separate school experience of Turkey in gifted education was quite low
compared to developed countries such as the US, Israel, South Korea, and China. Orug et al. (2020) investigated
the educational expectations of gifted children in Turkey and revealed that the opportunities for gifted children in
the current education system were insufficient and that one of the expectations of gifted children for the
improvement of the education system was receiving education in separate classes. In addition to all these, the
opinion that it is more appropriate for all students with special needs, including the gifted, to receive education in
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mixed classes is supported by a wide audience under the effect of the inclusive and integrative education approach
accepted nowadays (Citil et al., 2020).

The main question of the current study is to reveal which opportunities the ineffective use of
homogeneous grouping strategies as a formal education policy can cause gifted students to miss or from which
risks it can protect them. Does non-grouping of gifted students protect them from self-concept problems,
abnormalization, and elitism or does it deprive them of an educational opportunity that will positively impact them
academically and psycho-socially? Within the scope of the aforesaid question, the main objective of this systematic
literature review is to examine the relationship between the homogeneous grouping strategies used in formal
education and the academic and psycho-social characteristics of gifted students at the age of compulsory education.

Method

The present study is a systematic literature review prepared under the guidance of the PRISMA (Preferred
Reporting Items for Systematic Review and Meta-Analysis) Statement (Moher et al., 2009), which sets the
principles for systematic literature review and presentation of meta-analyses. The study data were collected from
empirical sources investigating the effects of grouping strategies implemented in the formal education processes
of gifted students at the age of compulsory education. In this regard, the keywords used in the search to reach the
relevant resources were determined as follows: “gifted or talented or high ability” and “grouping” and “effects or
outcomes or impacts.” The advanced search option was used to reach the sources containing these expressions.

The databases in the Istanbul University library (https://kutuphane.istanbul.edu.tr) were used to search
the literature related to the determined research topic and keywords. The library uses the EBSCOhost infrastructure
and searches many databases, including Web of Science, ERIC, Academic Search Ultimate, Scopus, JSTOR
Journals, DergiPark, ScienceDirect, OpenAIRE, MasterFILE Complete, Teacher Reference Center, SAGE
Knowledge, and Research Starters. The year of publication was limited while doing a search to access the current
research. Articles published in the last 20 years can be considered the current literature (Xiao & Watson, 2019). In
this respect, sources published between 2001 and 2021 (the last 20 years) were searched, and the last search was
done on December 6, 2021.

Inclusion and Exclusion Criteria

Two hundred and sixty results were found in the first search performed in the databases of the Istanbul
University library (https://kutuphane.istanbul.edu.tr). After removing duplicate results, the remaining 120 sources,
their titles and abstracts were read and examined in terms of the inclusion criteria specified below. According to
the inclusion criteria used in the initial review, sources must be;

1. Conducted in English or Turkish,

2. Present empirical research,

3. Be related to the gifted, and

4. Investigate the effects of at least one grouping strategy on gifted students.

As an exclusion criterion, only the use of keywords in different meanings from the context of the present
study (e.g., grouping numbers) was taken into account. At the first review stage, two sources not in Turkish or
English, 35 sources not presenting empirical research (meta-analysis, review, commentary, interview, theoretical
book chapter, encyclopedia...), and 54 sources not suitable for the subject of the current study (not related to the
gifted and not investigating the effects of grouping strategies) were excluded since they did not meet the eligibility
criteria. After this first elimination performed by examining the titles and abstracts of the sources, the full texts of
the remaining 29 sources were examined in terms of eligibility. In the full-text review, more detailed inclusion
criteria were implemented considering the purpose and limitations of the current study. According to these criteria,
sources must;

1. Reveal the effects of homogeneous grouping on gifted students,
2. Focus on formal education and compulsory education age (first 12 grades), and
3. Be published in a peer-reviewed journal.

In the full-text review, four articles not focusing on gifted students, two articles not focusing on
homogeneous grouping, two articles not focusing on formal education, two articles not published in a peer-
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reviewed journal, and two articles not presenting empirical research were excluded since they did not meet the
inclusion criteria. Figure 1 presents the PRISMA flowchart showing the screening and inclusion process.

Figure 1
The PRISMA Flowchart Showing Identification, Screening, Assessment, and Selection Process

d
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As seen in Figure 1, 243 sources that were duplicates and did not meet the inclusion criteria were removed
from the 260 sources accessed in the databases, and 17 research articles were included in the systematic literature
review. Moreover, the references of these 17 articles were examined, and five articles that were considered to be
suitable for the study’s purpose and were frequently repeated (in at least three sources) drew attention. Two of
these sources were excluded since they did not present empirical research, one did not focus on gifted students,
and one did not focus on homogeneous grouping. The remaining article (Marsh et al., 2007) was included in the
systematic literature review. Table 1, containing the information on a total of 18 studies included in the analysis,
is presented in the appendix. A content analysis was performed on the effects of homogeneous grouping strategies
on gifted students, with the findings of these studies determined to be appropriate for the study’s purpose. Content
analysis is the in-depth examination of text content to capture, identify, relate, organize, and explain conceptual
similarities within the text. To this end, conceptually similar words or phrases are identified and coded. Codes that
can be related to each other in terms of certain characteristics can be categorized under conceptual themes. The
frequency of repetition and thematic relationships of codes are used to make sense of and explain the content
(Yildinm & Simsek, 2018). In the current study, first, the two authors independently reviewed the included
research findings and then organized a meeting. At the meeting, both authors agreed that the research findings
examined were clustered under academic and psycho-social characteristics and decided to code the effects of
homogeneous grouping on gifted students under the themes of academic effects and psycho-social effects. In the
following process, the authors, again independently of each other, examined the research findings included in the
systematic literature review in depth, coded them under the decided themes, and came together again to compare
their codes. At the second meeting, it was seen that the coding of the two authors was compatible with each other,
and the first author made the final arrangement of the codes in line with the decisions taken at this meeting.
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Findings

The systematic literature review included 18 studies from nine different countries, and the effects of
homogeneous grouping strategies researched in these studies on gifted students were examined under the themes
of academic effects and psycho-social effects. As a result of the review, it is remarkable that most studies reported
academic advantages concerning the homogeneous grouping of gifted students. Accordingly, 10 of the 18 studies
revealed that homogeneous grouping provided academic advantages to gifted students and did not report any
academic disadvantages. Two studies reported both academic advantages and disadvantages, whereas six studies
did not focus on the academic effects of homogeneous grouping. Any study did not find that homogeneous
grouping strategies affected gifted students only adversely in academic terms.

Upon examining the findings of the studies included in the systematic literature review in psycho-social
terms, four different tendencies emerge. Accordingly, concerning the psycho-social effects of homogeneous
grouping on gifted students, three of the 18 studies reported both advantages and disadvantages. Whereas four
studies demonstrated only psycho-social disadvantages, three studies revealed only the psycho-social advantages
of homogeneous grouping. Four studies concluded that the psycho-social advantages and disadvantages of
homogeneous grouping of gifted students balanced each other. The remaining four studies reported no finding that
could be a psycho-social advantage or disadvantage. The findings on the academic and psycho-social effects of
homogeneous grouping on gifted students are given in detail below.

Academic Effects of Homogeneous Grouping on Gifted Students

The findings of 18 studies included in the systematic literature review concerning the academic effects of
homogeneous grouping strategies employed in gifted education were examined in detail. Similar findings, which
were repeated in more than one study, were clustered and gathered under a common code. Table 2 contains the
resulting codes and their frequencies.

Table 2
Codes for the Academic Effects of Homogeneous Grouping
Theme Code Effect Frequency
Achievement Positive 6
Appropriate difficulty level Positive 6
Teacher competence Positive 6
Favorable educational environment Positive 5
Academic Positive academic attitude Positive 4
More learning Positive 3
Orientation toward individual attention Positive 3
Appropriate pace Positive 2
Positive competition Positive 2

As seen in Table 2, six studies included in the systematic literature review found that homogeneous
grouping strategies positively impacted the academic achievement of gifted students and presented them with a
difficulty level suitable for their high capacities. Furthermore, the same number of studies reported that teachers
providing education to homogeneous groups were more competent and interested in the education of the gifted.
For example, Matthews et al. (2013) determined that after the implementation of special class grouping for one
year, the mathematics achievement of both gifted students in the special class and students in the mixed class
increased above the expected level. Dimitriadis (2012) demonstrated that the resource room application in gifted
education provided students with the appropriate academic difficulty by enabling a focus on higher-level cognitive
activities. Hertzog (2003) reported that gifted university students who evaluated the educational arrangements they
had attended before described teachers teaching in gifted classes as more competent, caring, respectful, and
enthusiastic.

Five studies reported that homogeneous grouping provided an appropriate environment for different
strategies that should be employed in gifted education. For example, Hornby and Witte (2014) found that school
administrators working at the high school level stated that special class grouping offered more opportunities for
enrichment, extension, and acceleration.

Four studies indicated that gifted students grouped homogeneously developed positive attitudes toward
school and learning. For example, Adams-Byers et al. (2004) revealed that a group of gifted students who evaluated
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the academic effects of grouping stated a positive effect of homogeneous groups on their enjoying education and
motivation to learn.

Three studies demonstrated that using homogeneous grouping strategies increased learning content and
time devoted to learning. The same number of studies also determined that homogeneous grouping offered gifted
students the opportunity to be more independent and focus on their individual interests. For example, Shields
(2002) revealed that gifted eighth graders in homogeneous classes could devote more time to learning and in- and
out-of-school learning activities than their peers not identified as gifted in mixed classes. Dimitriadis (2012)
reported that the homogeneity of the group and a small number of students in the resource room application
allowed students to focus on their individual studies without being distracted.

Two studies demonstrated that homogeneous grouping strategies allowed gifted students who learned
quickly to learn at their own pace and that competing with peers with a similar level of abilities led to academic
progress. For example, Adams-Byers et al. (2004) reported that gifted participants had the opportunity to progress
at their own pace and in a positive competition with their peers owing to homogeneous grouping; thus, they did
not have to repeat themselves or wait for their classmates.

Psycho-Social Effects of Homogeneous Grouping on Gifted Students

The studies included in the systematic literature review examined the findings on the psycho-social effects
of homogeneous grouping of gifted students in detail. Repetitive similar statements were clustered and coded.
Table 3 presents the resulting codes and their frequency values.

Table 3
Codes for the Psycho-Social Effects of Homogeneous Grouping
Theme Code Effect Frequency
A decrease in self-concept Negative 6
Balanced self-concept Neutral 4
High self-concept Positive 3
Individual attention Positive 2
Psycho-social Similarity-belonging Positive 2
Not having to help Positive 2
Lack of diversity Negative 2
Separation Negative 2
Peer bullying Negative 2
Pressure of high expectations Negative 2

As seen in Table 3, most studies included in the systematic literature review focused on how
homogeneous grouping impacted the self-concept of gifted students. Six studies showed decreases in the self-
concept of gifted students grouped homogeneously. For example, Adams-Byers et al. (2004) revealed that gifted
students included in homogeneous classes reported decreases in their self-concept since they lost their upper rank
in the class, their ability to be the best and often have the last word in comparison with heterogeneous classes.
Likewise, Preckel and Briill (2008) indicated that gifted students in special classes experienced more decreases in
general, mathematics, and German academic self-concepts over time than their unidentified peers attending mixed
classes.

In contrast to those reporting adverse effects of grouping on self-concept, three studies found that
homogeneous grouping was associated with the higher self-concept of gifted individuals. For example, Hertzog
(2003) found that gifted university students who evaluated their previous educational experiences reported that
they had the opportunity to accomplish more challenging tasks when homogeneously grouped, and thus they
developed more positive self-concepts. Preckel et al. (2017) reported decreases over time in the mathematics
academic self-concepts of middle school gifted students in special classes and unidentified peers in mixed classes;
however, the self-concepts of students in special classes were found to be higher compared to their peers in mixed
classes at each stage.

In addition to studies that focused on the positive or negative impacts of homogeneous grouping strategies
on gifted students' self-concepts, four studies revealed that the positive and negative impacts of homogeneous
grouping on gifted students' self-concepts balanced each other. For example, Herrmann et al. (2016) found that
mathematics academic self-concepts of gifted students in special classes tended to increase since they were
included in a high-capacity group but tended to decrease because they compared themselves to their high-capacity
classmates, and these factors balanced each other. Margas et al. (2006) revealed that the physical self-concepts of
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students in the physical education high-ability class first increased and then decreased, thus being balanced,
compared to their peers with high abilities in the physical field. Vogl and Preckel (2014) reached a similar finding
in social acceptance self-concept.

In addition to the findings on self-concept, other findings of the studies included in the current research
revealed different positive and negative psycho-social impacts of homogeneous grouping of gifted students.
Accordingly, although implementing homogeneous grouping strategies enables the gifted to receive more
individual attention, be included in a group with similar characteristics, and meet their needs for belonging, it can
cause them to be separated from their friends, move away from the cultural richness of the mixed class, and feel
high pressure (Adams-Byers et al., 2004; Hertzog, 2003).

Discussion

As a result of the systematic literature review, it was clearly revealed that homogeneous grouping
strategies applied for gifted students provided academic advantages to these students. This result is consistent with
theoretical information suggesting that the fact that gifted students who learn fast, remember well, have higher
mental performance, and can think differently receive education appropriate for their characteristics is the key to
displaying their special performance (Brody & Stanley, 2005; Callahan & Miller, 2005; Feldhusen, 2005; Gagné,
2009; Renzulli, 2005; Sternberg, 2009; Tannenbaum, 2009; Ziegler, 2005). Nevertheless, this result should not be
regarded as the effect of grouping alone. Concerning advantages to the academic development of gifted students,
the most important effect of grouping is that it provides a basis for the correct implementation of other educational
interventions (differentiation, acceleration, sophistication, enrichment, deepening, extension...) (NAGC, 2009;
Sak, 2012). Among the findings of the present study regarding the academic impacts of homogeneous grouping,
the formation of the appropriate difficulty level, favorable educational environment, more learning, appropriate
speed, and, ultimately, academic success codes is proof of this.

In the meta-analysis study including literature studies for nearly 100 years, Steenbergen-Hu et al. (2016)
demonstrated a moderate positive effect of homogeneous grouping of gifted students on their academic
achievement. The results of this comprehensive meta-analysis are consistent with the results of the current
systematic literature review. In another meta-analysis study, Vaughn et al. (1991) found that homogeneous
grouping positively affected academic achievement, critical thinking, and creative thinking. Delcourt et al. (2007)
revealed that gifted students homogeneously grouped received higher scores in mathematics problem-solving,
reading comprehension, science, and social studies. In addition to all these, Kulik (1992) stressed that the impacts
of homogeneous grouping of gifted students depended on the inclusion of other educational arrangements related
to gifted education. In other words, when grouping, enrichment, and acceleration strategies are employed together,
the positive academic impacts of homogeneous grouping of gifted students can be high. Otherwise, grouping will
remain only at the level of categorizing students.

Findings on the psycho-social impacts of homogeneous grouping of gifted students are more complex
and contradictory. Likewise, Neihart (2007) revealed that the positive academic effects of homogeneous grouping
of gifted students were well-proven, but its psycho-social effects could be positive, negative, or neutral depending
on the way the grouping was applied and the student’s characteristics. The psycho-social findings of this study
mostly focused on the self-concepts of gifted students and emerged as positive, negative, and neutral effects,
consistent with the findings of Neihart (2007). Self-concept is generally a person's judgments, feelings, and beliefs
about himself/herself that are shaped by his/her experiences with his/her environment. A person's self-concepts
show a multidimensional structure concerning how he/she sees himself/herself academically, socially,
emotionally, and physically (Shavelson et al., 1976). Furthermore, self-efficacy (Bong & Skaalvik, 2003) and self-
esteem (Greenwald et al., 1988) have been found to be the basic components of self-concepts. In this respect,
academic, social, emotional, and physical self-concepts and the concepts of self-efficacy and self-esteem were
evaluated within the concept of self-concept in the present study. This concept is very important because it usually
results in a person being motivated to act and behave or avoiding it. In other words, if a person believes that he/she
has a high level of competence in any subject, he/she can exhibit a higher performance by acting more determinedly
on that subject (Bandura, 1977). Hence, academic and social experiences within the school will play an essential
role in shaping a student's self-concept regarding any school-related ability (academic, mathematical, verbal...).
This concept and the student's performance on that subject will mutually impact each other (Shavelson et al.,
1976). Thus, Preckel et al. (2017) revealed a linear interaction between academic self-concept and mathematics
achievement. As a result, students' self-concepts are important in many respects and are an issue that should be
focused on.
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The studies included in the systematic literature review present contradictory findings by revealing the
positive, negative, and neutral impacts of homogeneous grouping on gifted students' self-concepts. Furthermore,
the findings mostly indicate that homogeneous grouping adversely impacts the academic self-concepts of gifted
students, which may provide evidence of the big fish-little pond effect. The big fish-little pond effect is based on
the view that individuals use social comparisons while shaping their self-concepts, in other words, they shape their
self-concepts by comparing themselves with people around them. Accordingly, students compare their academic
abilities with the academic abilities of their classmates and use the impressions they have acquired as a result of
this social comparison as a basis for shaping their academic self-concepts. Students with equal ability levels will
have lower academic self-concepts when they compare themselves to more gifted students and higher academic
self-concepts when they compare themselves to less gifted students. Hence, academic self-concepts depend not
only on a student's academic achievements but also on the achievements of other people in the student's educational
environment. The aforesaid effect of social comparisons on academic self-concept has taken its place in the
literature as the big fish-little pond effect. When evaluated in the context of gifted students, big fish-little pond
effect predicts that high-achieving gifted students who attend normal classes with average achievement levels will
develop a higher academic self-concept, while gifted students who receive education together with gifted students
like themselves or even with higher achievements will develop lower academic self-concepts (Marsh & Hau, 2003;
Marsh & Parker, 1984; Marsh et al., 2007). In other words, academic self-concepts of homogeneously grouped
gifted students will be lower than those of gifted students attending mixed classes because they will compare
themselves with other high-achieving classmates and develop the perception of their achievement based on this
comparison. Nevertheless, contrary to what the big fish-little pond effect predicts, a considerable number of
findings included in the literature review demonstrate that social comparisons within homogeneous groups can
also positively impact gifted students' self-concepts. The said effect may occur through accomplishing challenging
tasks, increasing academic achievement, or gifted students identifying themselves with the group with high
abilities they belong to (Herrmann et al., 2016; Hertzog, 2003; Preckel et al., 2017). When the big fish-little pond
effect is in question, itis also necessary to consider the effect of time. Tokmak et al. (2021) found that the academic
self-concepts of students included in a special program for the gifted first increased (during the first 4 months)
since they were accepted in a higher-level group and program, but their academic self-concepts decreased more
than this increase over time (at the end of 17 months) due to the effect of self-comparison with the gifted group. It
is seen that among the longitudinal studies included in the present research, those focusing on a relatively longer
time period, such as 1 year (Margas et al., 2006) and 3 years (Preckel et al., 2019), concluded that the academic
self-concepts of homogeneously grouped gifted students were not positively or negatively impacted. These
findings suggest that, after fluctuations in academic self-concepts of homogeneously grouped gifted students over
time, stabilization may occur after a longer period of time.

In addition to these, it should be considered that decreased academic self-concepts of gifted students are
not always a negative situation. Gifted students who have developed an exaggerated self-concept in heterogeneous
classes can make a more realistic self-evaluation since they encounter their peers with similar academic
characteristics (Tokmak et al., 2021). Thus, McCoach and Siegle (2003a) determined that academic self-concept
scores between gifted students and the general student population differed significantly in favor of gifted students.
Additionally, McCoach and Siegle (2003b) found that the academic self-concepts of gifted students with
unexpectedly low achievement were similar to those of high-achieving gifted students and emphasized that the
relationship between academic achievement and academic self-concept was not very clear when gifted students
were in question. All these findings suggest that very high academic self-concepts of gifted students may not be
realistic. Furthermore, some of the studies included in the current research and reporting decreases in the academic
self-concepts of homogeneously grouped gifted students (Preckel & Briill, 2008; Preckel et al., 2010) show that
even after these decreases, the academic self-concepts of gifted students are higher than those of their unidentified
peers in mixed classes.

As a result, it can be said that homogeneous grouping strategies for gifted students have very positive
academic benefits. It is particularly important to employ homogeneous grouping strategies in the education of
gifted students to provide suitable conditions for the differentiated education that these students need. Teachers
may not find sufficient time and opportunities for differentiation in mixed classes. However, it will be more
possible to organize educational arrangements according to students’ academic and mental needs in a class
consisting of students with similar abilities. Additionally, teachers who encounter only gifted students in these
classes will have the opportunity to acquire experience and improve in gifted education. However, the findings
concerning the psycho-social impacts of these strategies are more complex and warn against risks such as low self-
concept, lack of peer diversity, peer bullying, and the pressure of high expectations. In this regard, new research
on the psycho-social impacts of implementing homogeneous grouping strategies in gifted education-particularly
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longitudinal studies covering long periods such as one or few years-should be conducted. Moreover, attention
should be paid to the possible psychosocial risks of homogeneous grouping. Psychological counseling and
guidance services can be planned for homogeneously grouped gifted students in this respect. Precautions can be
taken against academic self-concept risks by highlighting positive social identifications and concentrating on the
increased academic achievement of homogeneously grouped gifted students. Both social diversity and academic
advantages can be provided by preferring part-time homogeneous grouping strategies.
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Table 1
Information on the Studies Included in the Review
No  Author and year Aim Participants Design Some findings on the effects of grouping
Academic advantages: Challenge, quick pace, opportunity for discussion,
teacher competence, motivation to learn, positive competition, opportunity
for hands-on and interest-oriented learning, and independence.
To examine the personal Academic disadvantages: Academic pressure from more intelligent peers,
- . challenge of fast pace, high expectations, challenging tasks, and negative
perceptions of a group of gifted competition
1 Adams-Byers et students concerning the social 44 gifted students in Qualitative Ps cho-sociai advantaaes: Beina understood by peers. not being exposed to
al. (2004) advantages and disadvantages of ~ grades 5-11 (US) phenomenology Y ges. 9 Y PEErs, g exp

bullying, teacher attention, belonging, sharing, and not having to help
slower students.

Psycho-social disadvantages: Low self-concept, critical peer attitude, fear of
being corrected, teasing, competition, high expectations, little diversity, the
lack of opportunity to help peers, and being separated from non-gifted

both heterogeneous and
homogeneous grouping.

friends.
To investigate the effect of 150 unidentified and 350
2 Batterjee (2016) grouping and enrichment on gifted male students in  Correlational Academic advantage: Better academic performance.
] students' academic achievement grades 4-11 (Saudi survey model Psycho-social disadvantage: Low academic self-concept.
and self-concepts. Arabia)

To examine the effect of the

Preckel et al. special c,lass appl!catlon on 93 g.'ftEd. a_nd 95’] Longltud_mal Academic advantage: A more appropriate level of difficulty.
3 students’ academic self-concepts  unidentified 9""-grade correlational o . . .
(2010) L - . Psycho-social disadvantage: Lower academic (mathematics) self-concept.
and experiencing in mathematics  students (Austria) survey model
lessons.
156 fifth-grade students
. To investigate the effect of ability =~ from mixed classes and  Longitudinal Psycho-social disadvantages: A decrease in general academic self-concept,
Preckel and Briill . A . . g . .
4 (2008) grouping on students’ self- 46 fifth-grade students correlational mathematics academic self-concept, and German academic self-concept.
concepts. from gifted classes survey model First, an increase and then a decrease in social self-concept.
(Germany)
To examine self-cor_mepts_, . 52 gifted and 53 mixed- Academic advantages: Increased career interest, higher expectations, more
attitudes, and relationships with - . . ,
. . . ability class students Correlational teacher feedback, more time devoted to learning, and more homework.
5 Shields (2002) teachers of gifted students in . th h . oa -
attending the 5" and 8 survey model Psycho-social advantages: Reinforcing self-concept by the teacher
homogeneous classes and S ) 8
grades (Canada) Psycho-social disadvantages: Lower academic self-concept

students in mixed classes.
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No Author and year Aim Participants Design Some findings on the effects of grouping
To investigate the relationship of
academic ac.hlevement and the Study 1: 2,306, study 2: A Psycho-social disadvantage: There is a negative correlation between the
average achievement of the type of ; Longitudinal - '
Marsh et al. - 1,758 high school - average achievement level of the school attended and the student's
6 school attended and mathematics - correlational - - - S
(2007) (Gymnasium) students mathematics academic self-concept. This correlation is significant even

7 Hertzog (2003)

8 Preckel et al.
(2017)

9 Yeung et al.
(2004)

10 Herrmann et al.

(2016)

self-concepts of students attending
and graduating from a selective
high school.

To examine university students’
experiences in previous gifted
programs and the impact of these
experiences on their life.

To investigate the academic self-
concepts of students in special
classes and the effect of these
concepts on their mathematics
achievement.

To examine the impacts of grouping
strategies on students' academic
self-concepts.

To investigate the verbal and
mathematics academic self-
concepts of gifted students
attending special and regular
classes.

(Germany)

50 gifted university
students (US)

283 secondary school
students from special
classes and 639
secondary school
students from mixed
classes (Germany)

58 gifted and 782
unidentified 4" and 5%-
grade students (Hong
Kong)

261 gifted and 1069
unidentified 5"-grade
students (Germany)

survey model

Qualitative
phenomenology

Longitudinal
correlational
survey model

Posttest
nonequivalent
group design

Correlational
survey model

after graduation.

Academic advantages: More opportunities and favorable learning
environment; more content and different activities; more competent,
caring, respectful and enthusiastic teachers; high expectations and
challenge; developing motivation, responsibility, time management and
working habits; thus better prepared for the future.

Psycho-social advantages: Positive self-concept caused by accomplishing
challenging tasks, opportunity to meet students with similar interests,
enjoying education and happiness.

Psycho-social disadvantages: Negative emotions caused by being separated
from other students; anger, tension with friends and exclusion; a lack of
cultural diversity, the pressure of high expectations, and a sense of
injustice.

Academic advantage: Higher mathematics achievement.
Psycho-social advantage: Higher academic (mathematics) self-concept.

Psycho-social advantages: Higher academic self-concept.

Psycho-social effect: In mathematics self-concept, the positive assimilation
effect (Being included in a gifted reference group makes students feel
positive about their competence.) compensates for negative assimilation
effects (Being included in a gifted comparison group causes a decrease in
students’ self-efficacy perceptions.).
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Table 1 (continue)

No Author and year Aim

Participant Design

Some findings on the effects of grouping

To examine the self-evaluations of
students attending the physical
education high-ability class.

Margas et al.

" 2006)

To examine the impacts of the class
Preckel and ability average (intelligence) and

12 Briill (2010) class type (special and mixed) on
mathematics academic self-concept.
To investigate whether gifted
individuals' social self-concepts,
13 V;r%!:ig:j (2014) attitudes and beliefs about school
are affected by full-time ability
grouping.
To study the impacts of full-time
14 Preckel et al. ability grouping on students’
(2019) academic self-concepts and
mathematics achievement.
To examine the impacts of different
15 Dimitriadis educational arrangements offered

(2012) for mathematically gifted children
on students' attitudes and progress.

Gifted secondary school
students in special (n =  Longitudinal
22) and heterogeneous correlational
(n = 24) classes survey model
(France)

179 fifth-grade students
from gifted classes and
543 fifth-grade students
from mixed classes
(Germany)

Correlational
survey model

99 secondary school
students from gifted
classes and 99
secondary school
students from mixed
classes (Germany)

Longitudinal
correlational
survey model

148 secondary school
students from gifted
classes and 148
secondary school
students from mixed
classes (Germany)

Longitudinal
correlational
survey model

4 classes (4 teachers; 68
students attending
grades 2, 5, and 6) (the
UK)

Case study

Psycho-social effect: In physical self-concept, the assimilation effect (the
tendency to assimilate into the group involved) and contrast effect (the
tendency to make a self-evaluation by comparing with the group involved)
balance each other.

Psycho-social effect: In mathematics academic self-concept, the negative
contrast effect and the positive assimilation effect balance each other.

Academic advantages: More interest in school, better teacher-student
relationship.

Psycho-social effect: First, an increase, then a decrease and balance in social
acceptance self-concepts.

Academic advantage: A significant and positive effect on achievement
improvement.

Psycho-social effect: No negative contrast effect or positive assimilation
effect was found.

Academic advantages: More successful differentiation and enrichment
practices, self-paced progress, higher-order cognitive activities, individual
support, monitoring opportunities, more student-teacher interaction, more
focused work opportunities, more positive attitude toward the educational
process, higher motivation and academic progress.

Academic disadvantage: Missing the lesson when taken in the resource
room.

Psycho-social advantage: The possibility to progress without having to help
peers.
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Table 1 (continue)

No Author and year Aim Participants Design Some findings on the effects of grouping
To investigate the effects of ability . Academic advantages: More instructional opportunities; more possibilities
A 15 schools (high school), - . - S o
Hornby and grouping in different classes - for acceleration, enrichment, extension and challenging; the possibility for
16 . - 15 administrators (New Case study R \ : . L
Witte (2014) compared to mixed classes and Zealand) optimizing teachers' strengths and interests, creating more competitive and

within-class grouping. diverse programs.

To examine the impact of grouping 186 unidentified and 68  Longitudinal

17 l\/(lg(t)t;]g;/vs etal. on the academic achievement of gifted primary school research (ex post ~ Academic advantage: An increase in mathematics achievement.
gifted and unidentified students. students (the US) facto)
To investigate the impact of the
Pierce et al cluster grouping strategy and 127 gifted primar Pretest-posttest Academic advantages: The positive effect on mathematics achievement,
18 (2011) ' training program for teachers on the schgol stu%ents ()'ihe us) nonequivalent more suitable teaching environment and opportunities for advanced
mathematics achievement of gifted group design mathematics acquisitions.
students.
2024, 25(2)
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KONGRE VE SEMPOZYUM DUYURULARI

Milestones Autism Conference
10-11 Haziran, Cleveland, Amerika Birlesik Devletleri

International Conference on Autism
15-16 Haziran, Toronto, Kanada

International Conference on Gifted Education and Special Practices
21-22 Haziran, Viyana, Avusturya

International Conference on Special Needs Education and Child Development
28-29 Haziran, 2024 istanbul, Tiirkiye

International Conference on Learning Disabilities
15-16 Temmuz, Stockholm, Isve¢

International Conference on Developmental Disabilities and Therapy Methods
18-19 Temmuz, Helsinki, Finlandiya

International Conference on Special Needs Education, Teaching and Different Approaches
19-20 Temmuz, 2024 Helsinki, Finlandiya

International Conference on Executive Function and Learning Disabilities
22-23 Temmuz, Berlin, Almanya

International Conference on Special Needs Education, Specialized Teaching Techniques and
Technology
22-23 Temmuz, 2024 Tokyo, Japonya

ABA Australia Annual Conference
26-28 Temmuz, Melbourne, Avustralya

International Conference on Special Education
29-30 Temmuz, 2024 istanbul, Tiirkiye

International Conference on Special Needs Education
29-30 Temmuz, 2024 Zurih, Isvicre

International Conference on Special Education Policy and Individual Needs
05-06 Agustos, 2024 Montreal, Kanada

National Autism Conference
5-8 Agustos, Pennsylvania, Amerika Birlesik Devletleri

International Conference on Special Education, Individual Differences and Needs
09-10 Agustos, 2024 Bakii, Azerbaycan

International Conference on Pediatric Psychiatry and Autism
19-20 Agustos, Bangkok, Tayland

International Conference on Autism, Intellectual and Developmental Disabilities
23-24 Agustos, Budapeste, Macaristan
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International Conference on Special Needs Education and Different Approaches of Teaching
23-24 Agustos, 2024 Lefkose, Kuzey Kibris Tiirk Cumhuriyeti

International Conference on Special Education and Technology
26-27 Agustos, 2024 Paris, Fransa

International Conference on Special Education, Educational Reforms and Practices
30-31 Agustos, 2024 Zanzibar, Tanzanya

International Conference on Special Needs Education and Individual Needs
06-07 Eyliil, 2024 Malaga, ispanya
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ANKARA UNIVERSITESI EGITIM BiLIMLERI FAKULTESI OZEL EGIiTiM DERGISi
YAZIM KURALLARI

Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi, y1lda dort kez yayimlanan hakemli
bir dergidir. Dergide 6zel egitim alaninda yapilan derleme, nicel, nitel ve karma yontemi kullanan arastirmalara
yer verilmektedir. Dergi elektronik ortamda iicretsiz olarak erisime agiktir.

Yazarlara rehberlik etmesi amactyla Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim
Dergisinde makalelerin DergiPark sistemine yiiklenmesi ile makalelerin degerlendirilme ve yayimlanma
stireglerinde izlenen asamalara iligkin bilgiler, asagida sirasiyla verilmistir. Ayrica dergide yayimlanacak
caligmalarda aranacak temel kogullar da listelenmistir.

Makalelerin DergiPark Sistemine Yiiklenme Siireci

1. Calismalarinizi, yazim dili Tiirkce ise Tiirkce sablon; Ingilizce ise Ingilizce sablon formatinda hazirlanip
https://dergipark.org.tr/tr/pub/ozelegitimdergisi adresine “Tam Metin” yazan butona tiklayarak
yiikleyiniz.

2. Yazarlara iliskin higbir bilgi (ADI SOYADI, UNVANI, KURUMU, E-POSTA ADRESI, ORCID NO);
(Sadece ETIK KURUL ADI, KARAR NUMARASI ve TARIH BILGISINE YONTEMIN GIRISINDE
YER VERILMELIDIR) ve VARSA PROJE NUMARASI, DESTEKLEYEN KURUM ve PROJE ADI;
BIRDEN FAZLA YAZARLI CALISMALARDA YAZARLARIN CALISMAYA KATKI DUZEYLERI
(calisma konusunu belirleme, aragtirma deseni, veri toplama, verilerin analizi ve ¢alismanin raporlanmasi
gorevlerinden hangi gorevlerde yer aldiklari); CIKAR CATISMASI OLUP OLMADIGI BEYANI ve
VARSA TESEKKUR EDILEN KiSi YA DA KURUM ADLARI makalenin yazildigi “Tam Metin”
dosyasinda yer almamalidir. Bu bilgilere Yazar Bilgileri baslikli dosyada yer verilmelidir. Yazar Bilgileri
baslikli Word dosyasini “Ek dosya yiikle” yazan butona tiklayarak DergiPark sistemine yiikleyiniz.

3. Telif hakki devir formunu, her bir yazar tarafindan imzalanmig ve tarayicidan gegirilmis olarak “Telif
Hakki Formu” yazan butona tiklayarak DergiPark sistemine yiikleyiniz.

4. Etik kurul onay formunu tarayicidan gegcirilmis olarak “Ek dosya yiikle” yazan butona tiklayarak
DergiPark sistemine yiikleyiniz (bk. Etik Kurul Onay1).

Makalelerin Degerlendirilme ve Yayimlanma Siireci

1. Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi Editérler Kurulu, degerlendirilmek
i¢in dergiye gonderilen yazim dili Tiirkge veya Ingilizce olan ¢alismalari ilk olarak “Editéryal On
Inceleme” siirecinden gecirir. Bu asamada oncelikle galismanin bicimsel uygunlugu (sozciik sayisi,
sablona uygunluk, kaynaklarm yazimi vb.), benzerlik oran1 (iThenticate) ve gerekli diger belgelerin (etik
kurul onayi, telif hakki devir formu vb.) uygunlugu incelenir. Gerek duyuldugunda (6r. karmasik
istatistiksel islemlerin bulunmasi) ¢alisma, editér tarafindan “Ol¢me ve Degerlendirme Editorii” ile
paylasilarak inceleme istenebilir. Uygunlugunun incelenmesinin ardindan, bu agsamada talep edilecek bir
diizenleme olmamasi halinde konusuyla baglantili olarak ¢alismaya “Alan Editérii” atanir. Calisma
uygun degilse veya gerekli hallerde 6lgme ve degerlendirme editorii tarafindan yapilan incelemeler
dogrultusunda yazar(lar)dan gerekli diizenlemeleri yapmasi talep edilir. Varsa talep edilen diizeltmeler
tamamlandiginda ¢alismaya “Alan Editorii” atanir, diizeltmeler yapilmazsa galisma yazara iade edilir.

2. Alan Editoriiniin atanmastyla “On Okuma” siireci baslatilir. Alan Editérii calismay1 okuyarak dergi
kapsamina uygunlugunu ve bilimsel degerini inceler. Giincel, 6nemli veya bilimsel olmayan ¢alismalar
6n okuma siirecinde Alan Editorii tarafindan reddedilir. Ardindan Alan Editorii incelemeleri
dogrultusunda yazardan revizyon talep ederek calismay1 yazar(lar)a yonlendirir. Alan Editord,
yazar(lar)in talep edilen diizeltmelerin gergeklestirip gerceklestirmedigini inceleyerek revize edilmis
caligmanin hakem degerlendirmesine yonlendirilmesi kararini verir. Alan Editorii tarafindan istenen
diizeltmeler gergeklestirilmemisse ¢alisma reddedilerek yazar(lar)a iade edilir.

3. Alan Editorii, hakem degerlendirmesine yonlendirilen ¢alisma i¢in iki asil, iki yedek olmak iizere dort
hakem belirleyerek Editor ile paylasir. Editor, Alan Editorii tarafindan belirlenen aday hakemler arasindan
iki (2) hakem belirler. Alan Editorii, ¢aligmay1 belirlenen hakemlere yonlendirerek 1. Tur Hakem
Degerlendirmesi siirecini baslatir. Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim
Dergisinde arastirma, derleme ve tek denekli caligmalara iligkin hakem degerlendirme formlari
bulunmaktadir. Hakemler bu degerlendirme formlar1 dogrultusunda Bas/ik, Oz, Giris, Yontem, Bulgular,
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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 ¢alismalarin 6zgiinliik, kullanilan yontem, etik kurallara uygunluk, bulgularin ve sonuglarin tutarl
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 Editorii 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 iginde sisteme ylikler. Caligmanin revize edilmesinin
ardindan 2. Tur/EK Hakem Degerlendirmesi siireci baglatilir. Alan Editori, 2. tur incelemede hakem
degerlendirmeleri sonucu ‘“‘yayimlanabilir” karar1 verilen ¢alismayr 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 Tiirkge olarak yiiklenmisse bu asamada 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 ¢evirerek 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, ¢alisma 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 caligma reddedilerek
yazar(lar)a iade edilir. Calismada gerekli diizeltmeler tamamlandiginda Alan Editori “kabul” karar 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 Goériiniimde yayimlanir.

6. Tiim siirecler tamamlanarak yayimlanmig ¢alismalar, Arastirma ve Derleme olmak iizere iki kategoride
erken goriiniimde yayimlanma tarihlerine gore siralanir ve sirasi gelen caligmalar sayida yayimlanir.

7. Yaymmlanmasina karar verilen makaleler i¢in ticret 6denmez.
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 ¢ikmamasi gerekmektedir. Maksimum benzerlik orani, tamami 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 ¢alismalar igin genel bigim 6zellikleri asagida 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 satirmn baginda 1.25 cm (bir tab) bosluk (Tiirk¢e 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 {istiinde galismay1 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 kisminin iistinde yer alan Ingilizce tam metni Ozetleyen
“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, cogunlukla istatistiksel anlamlilik testleri metin igerisinde yaz 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
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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 bag harfleri soyadlari 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 soyadli iki yazar ayni ¢aligmada yer aliyorsa yazar adlarinin bas 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 Ayn1 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 Ornegin, (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, gériismeler, e-posta gibi kaynaklarla elde edilen bilgilerdir. Yalnizca metin
Kisisel L e A . . -
P igerisinde kaynak gosterilir, kaynakga listesine eklenmez. Kaynak verirken miimkiinse kesin
Hletisim ; ; -

K K tarih verilmelidir.

aynakian (H. J. Killian, kisisel iletisim, 16 Kasim, 2015)

Yazari bilinmeyen kaynaklar icin kaynagin adi yazar yerine kullanilarak atif verilmelidir.

Kaynakg¢ada da yine aym 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 Gésterimi

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.amlllar. 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 biiyiik harfler veya biiyiik punto ile belirtilmemelidir.

Madde Metin igerisindeki siralamada maddelendirme igin rakam, kiigiik 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 icermelidir.

» Yapilacak alinti 40 sozciikten az oldugu durumlarda tirnak igerisinde gosterilmeli ve
mutlaka sayfa numarasi verilmelidir. Ornegin, orgiit kiiltiirii kavrami “bir kurum igerisinde
yaptigimiz her tiirlii 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 katilimc1 goriisleri yazilmak istendiginde dogrudan alint1 seklinde soldan

itibaren 1.25 (1 tab) cm iceriden girintili olacak sekilde yazilmalidir. 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 i¢in her tiirlii cabaya 6dnemli zorluklar getirir.
Yine de, i¢sel konugmanin 6znel deneyimine ve biligsel ve sinirsel temellerine 151k tutmak igin ¢ok
cesitli metodolojiler ve yaklasimlar bir araya gelmektedir. (Alderson-Day & Fernyhough, 2015, s. 957)
Alderson-Day ve Fernyhough (2015), 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 i¢in her tiirlii cabaya 6nemli zorluklar getirir.

Yine de, i¢sel konugmanin 6znel deneyimine ve biligsel ve sinirsel temellerine 151k tutmak igin ¢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 gosterimleri (1:4) ve katilimci
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
verilmis olmalidir. Kaynakg¢ada, kaynaklar alfabetik sirayla verilmelidir. Soyadlar ayn ise isimlerin bas harfleri
dikkate alinmalidir. Kaynakga verilirken paragraf sekmesinde girintiler boliimiinde, once ve sonra alani 0; 6zel
sekmesi asili ve 1.25 (1 tab) cm; aralik sekmesinde dnce 6 nk ve sonra alan1 0 nk; satir aralig1 tek olarak
belirlenmelidir. Kaynakc¢ada yer alan Tiirkce kaynaklarin kitap/makale/bildiri gibi eser isimlerinin sonuna koseli
parantez iginde sadece eserin adimin Ingilizcesi yazilmalidir. Doi numarast olan tiim eserlerin doi numaralart
mutlaka verilmelidir. Doi numarasmin olmadigi durumlarda link alt ¢izili ve mavi olacak sekilde verilmelidir.
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