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Giris: Ogretmenin 6zel geresinimli bireylere yonelik olumlu yaklagimi, akranlartyla birlikte egitim siireglerine

katilimini saglamasi, 6zel gereksinimli bireyin hem akademik hem de sosyal gelisimini destekleyici gibi 6gretmen
tutum ve davraniglar1 olmasi 6zel gereksinimli bireyin sosyal kabuliinii olumlu yonde etkilemektedir.

Yontem: Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul diizeylerinin gesitli degiskenler agisindan
incelendigi bu arastirma, tarama modelinde tasarlanmis betimsel bir ¢aligmadir. Arastirmanin verileri Diizce ili
merkez ilgesinde farkli egitim kademelerinde (okuldncesi, ilkokul, ortaokul ve lise) gérev yapan, kolay ulasilabilir
durum 6rnekleme yontemi yoluyla belirlenen 1433 6gretmenden elde edilmistir.

Bulgular: Arastirma bulgularina gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul diizeyleri
arasinda; cinsiyete, aile ve yakin gevresinde 6zel gereksinimli birey bulunup bulunmamasina, 6gretmenlerin
smiflarinda 6zel gereksinimli birey olup olmamasina ve kaynastirma uygulamalarinin etkili bir model olduguna
yonelik inan¢ degiskenlerine gore anlamli bir farklilik oldugu belirlenmistir. Ayrica 6gretmenlerin 6zel
gereksinimli bireylere yonelik sosyal kabul diizeyleri arasinda; 6zel gereksinimli bireylerin yetersizlik tiiriine,
kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetlerine katilma durumlarina, egitim diizeylerine ve
mesleki kidem degiskenlerine gore de anlamli bir farklilik oldugu belirlenmistir.

Tartisma: Arastirmada 6gretmenlerin kaynastirma uygulamalarina yonelik inanglarinin, mesleki gelisimlerinin
ve mesleki kidemlerinin 6zel gereksinimli bireylere yonelik sosyal kabulleri tizerinde etkili oldugu belirlenmistir.
Sinifinda 6zel gereksinimli olan 6gretmenlerin daha diislik sosyal kabul puanlarina sahip olduklar1 belirlenmistir.
Bu bulgulardan hareketle 6gretmenlerin kaynastirma uygulamalarma yonelik mesleki yeterliliklerinin
gelistirilmesi i¢in hizmetigi egitim etkinliklerinin diizenlenmesi ve deneyimli 6gretmenlerin mentorluklarindan
yararlanilmasi 6nerilmektedir. Ayrica gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlarina
iliskin anlamli fark g¢ikan degiskenlere ydnelik derinlemesine bilgi elde etmek amaciyla nitel arastirmalar
yapilmasi 6nerilmektedir.

Anahtar sézciikler: Kaynastirma uygulamalari, 6zel gereksinimli bireyler, sosyal kabul, 6gretmen, tarama modeli.
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Giris

Glintimiizde insan haklar1 ve demokrasi kavramlarinin gelismesiyle birlikte “bireysel farkliliklar”, egitim
alaninda gozetilen ve 6nem kazanan bir kavram olmaya baslamistir (Aktan, 2018). Bu nedenle egitim faaliyetleri
planlanirken bireysel farkliliklar dikkate alinmali, bireylerin egitsel, sosyal ve kisisel ihtiyaclarina uygun kosullar
saglanmalidir (Jonassen & Grabowski, 2012). Ozel egitim; bilissel, davranissal, sosyal-duygusal, fiziksel ve
duyusal alanlarda yetersizlik veya iistiinliige sahip 6grencilere 6zel olarak hazirlanmis programlar araciliiyla
kapsamli, aragtirmaya dayali degerlendirme, 6gretim ve destek hizmetlerinin sunulmasi olarak tanimlanmaktadir
(Bryant vd., 2019; Salend, 2008). Bu kapsamda 6zel gereksinimi olan 6grencilere sunulan 6zel egitim hizmetleri
de “bireysel farkliliklar” tizerinde yapilandirilan bir egitimdir (Aktan, 2021a). Tiirkiye ve diinyadaki normallesme,
kaynagtirma ve biitiinlestirme uygulamalarmin deneyimlerini kapsayan, diger dezavantajli 6grenciler kadar 6zel
gereksinimli bireylerin egitimini de 6nemseyen, tim 6grenciler i¢in en iyi okul ve 6gretimi tasarlamay1 hedefleyen
kapsayici egitim anlayisi giintimiizde gittikge 6ne ¢ikmaktadir (Ainscow vd., 2006; Qvortrup & Qvortrup, 2018).
Sosyal, Kkiiltiirel ve egitimsel ihtiyaglar1 nedeniyle dezavantajli durumda olan &grencilerin ihtiyaglarinin
kargilanmasi, onlara zengin bir 6grenme ortami saglanmast, nitelikli ve herkesi kapsayici bir egitim ile miimkiin
olabilir (Ainscow, 2016; Armstrong vd., 2010). Diinyada pek ¢ok iilkede oldugu gibi Tiirkiye'de de egitim
uygulamalarinda kapsayici egitime yonelik bir doniisiim s6z konusudur.

Kapsayici egitim, 6zel gereksinimli bireyleri ¢evresinden ve tipik gelisen akranlarindan en az sekilde
soyutlamasi nedeniyle giiniimiizde en fazla gelistirilen ve gittikce yayginlagan egitim uygulamasidir (Ashman,
2014). Kapsayici egitim uygulamalari, 6zel gereksinimli bireylerin gerekli destekler saglanarak, akranlari ile
birlikte genel egitim siniflarinda egitim gérmeleri esasina dayanmaktadir (Armstrong vd., 2000). Ozel gereksinimli
bireylerin egitiminde uzmanlagma ve 6zel planlamanin énemli oldugu goriisti glinimiizde de devam etse de tipik
gelisim gosteren akranlarindan tamamen ayri kalmak yerine akranlariyla birlikte diizenli bir egitim ortaminda
egitim almalar1 daha ¢ok kabul gérmektedir (Pijl vd., 1997). Kaynastirma uygulamalari olarak da adlandirilan bu
uygulama, herhangi bir nedenle engellilikten etkilenen ve 6zel gereksinimli bireylere destek egitim hizmeti
verilmesini ve tipik akranlari ile birlikte egitim almasini amaglamaktadir (De Boer vd., 2010). Ozel gereksinimli
bireyler tipik gelisim gosteren akranlart ile ayni ortamda bulunduklarinda akranlarindan pek ¢ok davranis ve
beceriyi dgrenebilirler (Cagran & Schmidt, 2011). Kaynastirma uygulamalari, 6gretmenin tek basina sorumluluk
alabilecegi bir model degildir (Bailey vd., 2015). Kaynastirma uygulamalarinin basarisinda paydaslar arasindaki
isbirligi ve 6zel egitim destek hizmetleri bilyiik onem tagimaktadir (Armstrong vd., 2010; Zagona vd., 2017). Ozel
egitim destek hizmetleri, 6zel egitim danigmanlig1, siif i¢ci destek hizmetleri (6gretmen, 6zel egitim destegi, ortak
egitim), siif dig1 destek hizmetleri (destek egitim odas1) ve okul dis1 destek (uzman destegi) hizmetlerinden
olusmaktadir (Clark & Breman, 2009; Corbett, 2001).

Kaynastirma Uygulamalari ve Sosyal Kabul

Kaynastirma uygulamalari, 6zel gereksinimli bireylerin egitimi ile birlikte sosyal kabuliinii saglamay1 da
amaclamaktadir (Ainscow & César, 2006). Dolayisiyla kaynastirma uygulamalarinda 6zel gereksinimli bireylerin
kendilerini rahat hissettikleri ve kabul gordiikleri egitim ortamlarinin olusturulmasi amaglanmaktadir (Loreman
vd., 2005). Kaynastirma uygulamalarinda egitim ve 6gretimin planlanmasi, uygulanmasi ve degerlendirilmesi gibi
stiireglerde etkin rol alan Ogretmenin 06zel gereksinimli dgrencilere yodnelik tutumu ve mesleki yeterligi,
kaynastirma uygulamalarinin sosyal kabul amacina ulasmasinda 6nemli etmenlerdir (Allen & Cowdery, 2015).

Sosyal kabul, tipik gelisen bireylerin 6zel gereksinimli bireyleri diger insanlar gibi gérmeleri ve onlara
yonelik olumlu tutum sahibi olmalaridir (Ozyiirek, 2010). Hourlock (1978) ise, sosyal kabulii, 6zel gereksinimli
bireyin, bir grup iiyesi olarak herhangi bir etkinlik i¢in se¢ilmesi olarak ifade etmektedir (akt., Civelek, 1990).
Bununla birlikte sosyal kabul kavrami, 6zel gereksinimli 6grencilerin gerek okul ortaminda gerekse sosyal hayatta,
akranlari ile diger bireyler tarafindan benimsenmesi, kendileriyle iletisim kurulmasi, akranlar1 ve diger bireylerin
onlarla birlikte sosyal etkinlikler icinde bulunmaya istekli olmasi, sosyal iligkilerde kendilerine yonelik pozitif
iletisim ve etkilesimin devamliliginin saglanmasi olarak ifade edilebilir (Aktan, 2018). Ozel gereksinimli
bireylerin, yetersizlik durumlarindan kaynaklanan nedenler ile birlikte biligsel, iletisim, sosyal ve toplumsal uyum
becerilerindeki farklilik ve yetersizliklerinden dolayi sosyal kabul gérme konusunda daha fazla sorun yasadiklari
sOylenebilir (Yeo & Teng, 2015). Yapilan aragtirmalarda sosyal kabul gérmeyen 6zel gereksinimli 6grencilerin,
sosyal redde ve dislanmaya ugrama olasiliklarinin daha yiiksek oldugu belirlenmistir (Bossaert vd., 2015; Garrote,
2017; Lindsay & McPherson, 2012). Yine arastirmalarda 6zel gereksinimli bireylerin problem davraniglarinin
sosyal kabul gérmelerini zorlastirdig: da ifade edilmektedir (Bakkaloglu, Sucuoglu & Ozbek, 2019, De Swart vd.,
2022). Tipik gelisim gosteren bireylerin, 6zel gereksinimli bireyler hakkinda bilgilendirilmesi ve onlarla
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etkilesimde bulunmalari, 6zel gereksinimli bireylerin sosyal kabuliiniin saglanmasi ve bu kabul diizeyinin
artmasina katki saglamaktadir (Aktan, 2021b; Firat, 2021; Ozyiirek, 2010). Ayrica 6zel gereksinimli bireye akran
destegi saglanmasi, sinifta olumlu ve eglenceli 6grenme ortaminin olusturulmasi da, 6zel gereksinimli bireylerin
sosyal kabuliiniin saglanmasinda etkili olmaktadir (Chan vd., 2009; Garrote, 2017). Smif ortaminda 6zel
gereksinimli 6grencilere yonelik sosyal kabuliin saglanmasinda etkili olan diger 6nemli bir faktor ise 6gretmendir
(Aktan, 2021b; Garrote vd., 2020).

Kaynastirma Uygulamalarinda Ogretmenin Rolii

Kaynastirma uygulamalarinda goérev alan dgretmenlerin; kaynastirmaya yonelik olumlu tutuma sahip
olmasi, plan gelistirme, uygulama ve degerlendirme becerilerine sahip olmasi, kaynastirma uygulamalart ile 6zel
egitim konusunda yeterli alan bilgisine sahip olmasi ve alan bilgilerini uygulamalar araciligi ile etkili bir sekilde
kullanmasi, siirecin uygulanmasinda gérev ve sorumlulugu olan diger paydaslarla isbirligi iginde ¢alismasi, tiim
ogrencilerin esit sekilde egitim firsatlarindan yaralanmalarini saglamasi gibi roller iistlenmesi beklenmektedir
(Florian & Linklater, 2010; Vlachou vd., 2015). Bununla birlikte 6gretmenin dgretimde uyarlamalar yapmasi, tim
ogrencilerin deger gordiigli olumlu 6grenme ortamlarinin olusturulmasi gibi yeterliliklere de sahip olmasi
gereklidir (Ainscow & Sandill, 2010; Florian & Rouse, 2009). Egitim ortamlarinda 6gretmenler, tutum ve
davramislari ile dgrencilere etkili birer model olabilirler (Blazar & Kraft, 2017). Ogretmenlerin 6zel gereksinimli
bireylere karsi olan tutumu, onlara kargt olumlu davraniglar sergilemesi, 6zel gereksinimli bireylere yonelik
mesleki yeterligi, siniftaki diger O6grencilerin O6gretmenlerini rol model alarak, smiflarinda bulunan &zel
gereksinimli bireylere kars: tutum ve davranislarmi olumlu yénde etkileyebilir. Ogretmenden grenciye dogru
olan bu olumlu tutum ve davranis zinciri, 6zel gereksinimli bireylere yonelik sosyal kabuliin saglanmasinda etkili
olabilir (Aktan, 2021b).

Ogretmenler tutum ve davranislar ile tipik gelisim gosteren dgrencilere rol model olmakta, bdylece tipik
gelisim gosteren 6grencilerin 6zel gereksinimli bireylere olan sosyal kabullerini dogrudan etkileyebilmektedirler
(Ginevravd., 2022). Ogretmenlerin 6zel gereksinimli bireylere kars1 olan olumlu tutum ve davranislar sergilemesi,
6zel gereksinimli bireylerin akademik ve sosyal gelisimlerine destek olmasi, tipik geligim gosteren 6grencilerin de
ozel gereksinimli bireylere yonelik sosyal kabullerini de olumlu yonde etkilemektedir. Ozel gereksinimli bireylerin
tipik gelisim gosteren O6grenciler ile 0gretmenleri tarafindan soysal kabul gérmeleri, akademik ve sosyal
gelisimleri icin oldukga 6nemlidir (Aktan vd., 2019; Leigers & Myers, 2015; Spoerer vd., 2020). Ogretmenler,
derslerde akademik ydnden basarisiz ve sosyal kabulii diigiik 6grencilere nazaran, akademik yonden basarili ve
sosyal kabulii yiiksek 6grencilerle daha fazla ilgilenme egilimi sergilemektedirler (Garrote, 2017). Ogretmenlerin
sosyal kabulil diigiik olan d6grencilere yonelik egilimi ile sosyal kabul konusundaki olumsuz tutum ve davraniglari,
tipik gelisim gosteren Ogrencilerin 6zel gereksinimli bireylere yonelik sosyal kabullerini olumsuz
etkileyebilmektedir (Aktan vd., 2019). Ozel gereksinimli bireylerin sosyal kabuliin saglanmasinda ise deneyimli
O0gretmenlerin daha olumlu oldugu belirlenmistir (De Boer vd., 2011). Ayrica 6gretmenlerin mesleki yeterliligi
ve sinif yonetimi becerilerinin de 6zel gereksinimli bireylere yonelik sosyal kabulii saglamada etkili oldugu
belirlenmistir (Farmer vd., 2018; Garrote vd., 2020).

Diisiik sosyal kabule sahip olan 6zel gereksinimli &grencilerin sosyal beceri ve etkilesimlerindeki
yetersizliklere bagl olarak smif i¢i etkinliklere katilimda problemler yasadiklari, problem davraniglara sahip
olduklari, akranlarryla iletisim kurmada sorunlar yasadiklar1 bilinmektedir. Bu durumlarin sonucu olarak 6zel
gereksinimli dgrenciler akranlariyla daha az sosyal etkilesimlere girmekte, daha az sosyal kabul gérmekte ve
akranlarma gore daha sik reddedilebilmektedirler (Avramidis, 2013; Bossaert vd., 2015; Pijl & Frostad, 2010). Bu
durum o6zel gereksinimli 6grencilerin akademik ve sosyal gelisimlerini olumsuz etkilemektedirler (Ruijs &
Peetsma, 2009). Ogrenciden kaynaklanan iletisim ve davranis problemlerinin dgretmenlerin diisiik sosyal kabul
davranislari sergilemelerinde en 6nemli faktorler oldugu sdylenebilir (Kovacevi¢ & Radovanovic, 2023; Rakap &
Kaczmarek, 2010). Ogretmenlerin 6zel gereksinimli dgrencilerin egitimine yonelik mesleki yeterliklerini
gelistirmeleri, dgrencilere karst olumlu tutuma sahip olmalart ve olumlu davraniglar sergilemeleri, 6grencilerin
akranlarindan kabul gormelerine, dolayisiyla akademik ve sosyal gelisimlerine olumlu etki edebilir (Aktan,
2021b).

Ogretmenin akademik yeterligi, mesleki hazirhg1 ve deneyimi, dgrencilerin basarisim etkileyen dnemli
degiskenlerdir (Darling-Hammond, 2010). Bununla birlikte, 6grencinin egitim hayatindaki 6gretmen-ogrenci

(McGrath & Bergen, 2015). Ogretmen, 6zel gereksinimli bireylere yonelik sosyal kabulii saglamada, tutum ve
davranislari ile kritik rol oynamaktadir (Lindsay & McPherson, 2012). Kaynagtirma uygulamalarinin ana unsurlari
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olan 6gretmenler, tipik gelisen akranlar ile diger paydaslarin 6zel gereksinimli 6grencilere yonelik olumsuz tutum
ve davranislari, 6grenciler yalnizlik ve sosyal dislanma yasamalarina neden olabilir (De Boer vd., 2012).
Aragtirmalarda tipik gelisim gosteren Ogrencilerle etkilesim kurma (Di Maggio vd., 2022; Firat, 2021),
ogretmenlerin olumlu tutumu (De Boer vd., 2011; Monsen vd., 2014; Yu & Cho, 2022) ile 6gretmen yeterligi ve
simif yonetimi becerilerinin, 6zel gereksinimli bireylerin sosyal kabuliinii saglamada etkili etmenler oldugu
belirlenmistir (Farmer vd., 2018; Garrote vd., 2020). Ozel gereksinimli bireylerin problem davranislar
sergilemeleri ise sosyal kabul gérmelerini zorlastirmaktadir (Bakkaloglu, Sucuoglu & Ozbek, 2019; De Swart vd.,
2022).

Arastirmanin Amaci

Literatiir incelendiginde Tirkiye'de 6zel gereksinimli bireylere yonelik 6gretmenlerle ilgili gesitli
calismalarin yapildig1 goriilmektedir. Ozel gereksinimli bireylere yénelik destek hizmetleri (Bozak & Cay, 2023;
Giirgiir vd., 2012; Yazarkan, 2020), 6zel gereksinimli bireylere yonelik tutum (Akdemir vd., 2022; Bayar & Ustiin,
2017; Coskun vd., 2009; Kayhan vd., 2012; Pesen & Demirhan, 2021; Yatgin vd., 2015), kaynastirma
uygulamalarina yonelik goriisler (Aktan, 2021a; Bakkaloglu vd., 2018; Batu vd., 2018; Kale vd., 2016; Kocaoglu
vd., 2023; Sucuoglu vd., 2014), kaynastirma uygulamalarmmin niteligi (Bakkaloglu vd., 2017; Bakkaloglu,
Sucuoglu & Yilmaz, 2019; Giirgiir & Hasanoglu-Yazgayir, 2019), kaynastirma uygulamalarina yonelik 6gretmen
yeterlikleri (Babaoglan & Yilmaz, 2010; Bakkaloglu, Sucuoglu & Yilmaz, 2019; Toy & Duru, 2016; Yaylac1 &
Aksoy, 2016) konularinda arastirmalar yapilmistir. Yapilan arastirmalar degerlendirildiginde, arastirmalarda genel
olarak kaynastirma uygulamalarinin farkli boyutlarina iligkin mevcut durumun betimlendigi, arastirmalarda
ogretmenlerin olumsuz tutuma sahip olduklari, 6gretmenlerde bilgi ve deneyim eksikligi oldugu, kaynastirma
uygulamalarina yonelik lisans egitiminin yetersiz oldugu, paydaslar arasinda isbirligi yetersizligi olduguna yonelik
konularda sorunlarin 6ne ¢iktigi; sorunlara yonelik ¢éziimler igeren arastirmalarin ise oldukga sinirli oldugu
sOylenebilir (Bakkaloglu vd., 2018; Batu vd., 2018; Deniz & Coban, 2019; Giirgiir & Hasanoglu-Yazgayir, 2019).
Ogretmenlerin kaynastirma uygulamalarina yonelik tutumunu ele alan arastirmalarda olumsuz tutumlar agirlikta
olmak iizere, hem olumlu hem olumsuz tutuma yoénelik farkli bulgular s6z konudur. Yapilan baz1 aragtirmalarda
ogretenlerin kaynastirma uygulamalarma ydnelik tutumlarinin olumsuz oldugu (Aktan, 2017; Ayvaz-Oztiirk,
2020; Combs vd., 2010; Coskun vd., 2009; De Boer vd., 2011; Kayhan vd., 2012; Metin, 2018; Obiakor vd., 2012;
Rakap & Kaczmarek, 2010); baz1 arastirmalarda ise aksine 6gretmenlerin olumlu tutum sergiledikleri (Anilan &
Kayacan, 2015; Bozarslan & Batu, 2014; Dogaroglu & Bapoglu-Diimenci, 2015; Gal vd., 2010; Galovi¢ vd.,
2014; Giileryiiz & Ozdemir, 2015; Idol, 2006; Okyay vd., 2016; Rakap vd., 2016; Supriyanto, 2019; Todorovic
vd., 2011) belirlenmistir.

Ogretmenlerin kaynastirma uygulamalarina yoénelik olumsuz tutum gelistirmelerinde bilgi ve deneyim
eksikligi yasamalar1 (Babaoglan & Yilmaz, 2010; Irmak, 2020; Yaz¢ayir & Giirgiir, 2021) ile mesleki olarak
kendilerini yeterli gormemelerinin etkili oldugu sdylenebilir (Bubpha vd., 2012; Kingston vd., 2017; Sharma, Simi
vd., 2015; Sucuoglu vd., 2015). Kaynastirma uygulamalari, 6zel gereksinimli bireylerin akademik, sosyal gelisimi
ile birlikte sosyal kabuliiniin saglanmas1 amacini tasir (Nowicki, 2003; Short & Martin, 2005). Ogretmenlerin
kaynastirma uygulamalarina yonelik olumsuz tutum ve mesleki yetersizlikleri kaynastirma uygulamalarinin
basarisi ile birlikte 6zel gereksinimli dgrencilere yonelik sosyal kabuliin saglanmasinda 6gretmenin roliinii
olumsuz yonde etkileyebilir (Garrote vd., 2020; Opoku vd., 2021). Bununla birlikte 6gretmenlerin kaynastirma
uygulamalarina yonelik olumlu tutum ve mesleki yeterlikleri sahip olmalar1 da, kaynastirma uygulamalarinin
bagarisini olumlu yonde etkilemektedir (Bhatnagar & Das, 2014; Boyle vd., 2011; Shaddock vd., 2007; Van Steen
& Wilson, 2020). Ogretmenlere gerekli mesleki yeterlikler ile destek hizmetleri saglanarak kaynastirma
uygulamalarma yonelik tutumlari gelistirilebilir (Strnadova vd., 2022; Supriyanto, 2019). Ozel gereksinimli
ogrencilere yonelik olumlu tutuma sahip Ogretmenlerin daha yiiksek mesleki yeterlie sahip olduklari ve
kaynagtirma uygulamalarinda daha basarili olduklar: (Wilson vd., 2022), 6zel gereksinimli dgrencilere yonelik
sosyal kabullerinin daha yiiksek oldugu belirlenmistir (Bosse vd., 2016).

Ogretmenlerin 6zel gereksinimli 6grencilere yonelik sosyal kabuliinii etkileyen degiskenlerin neler
oldugu konusunda g¢alismalar oldukga sinirli olup, bu konu son yillarda daha fazla arastirmalarda yer almaya
baslamistir (Garrote vd., 2020). Ogretmenler smif i¢inde olumlu bir 6grenme ortaminin olusturulmasi, grenciler
arasi sosyal iliskilerin gelistirilmesi, 6grencilerin gelisime yonelik akademik, sosyal ve duygusal doniitler vermesi
gibi rolleri ile 6grencilerin sosyal kabullerini etkilemektedir (Farmer vd., 2011; Hendrickx vd., 2017; Wullschleger
vd., 2020). Garrote ve digerleri (2020) tarafindan yapilan aragtirmada 6gretmenlerin kaynagtirma uygulamalarina
yonelik tutumlarimin 6grencilere yonelik sosyal kabul iizerinde etkili olmadigi, sinif yonetimi becerilerinin ise
sosyal kabulii olumlu yonde etkiledigi belirlenmistir. Bu sonu¢ dgrenciye yonelik sosyal kabuliin saglanmasinda
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kaynagtirma uygulamalarina yonelik 6gretmen yeterliginin, kaynastirma uygulamalarina yonelik tutumdan daha
etkili oldugunu ortaya koymaktadir (Farmer vd., 2019; Soodak & McCarthy, 2006). Ogretmenler, dgrencilere
yonelik tutum ve davranislart ile 6grencinin sosyal kabuliinii dogrudan etkilemektedir. Bu nedenle dgrenciye
yonelik sosyal kabul ve akran kabuliiniin saglanmasinda 6gretmen kilit roldedir (Fernandes vd., 2021; Odluyurt &
Batu, 2010; Schwab vd., 2022). Bununla birlikte 6gretmenlerin kaynastirma uygulamalara yonelik tutum ve
mesleki yeterliliklerinin kaynastirma uygulamalarinin basarisinin etkilemektedir (Dukmak vd., 2019; Sharma &
Nuttal, 2016). Ogretmenlerin kaynastirmaya yénelik sergiledikleri tutumlari, inanglari, dzyeterlilik algilar ve
mesleki yeterlilikleri grenci basarilar {izerinde etkili olan gii¢lii yordayicilardir (Dukmak vd., 2019; Ozokcu,
2018; Sharma & Nuttal, 2016). Yapilan arastirmalarda O6gretmenlerin mesleki kidem ile kaynastirma
uygulamalarma yonelik mesleki gelisim faaliyetlerine katilma durumlarinin, kaynastirma uygulamalara yonelik
tutum ile kaynastirma uygulamalarimin etkililigini dogrudan etkiledigi belirlenmistir (De Boer vd., 2011; Orakci
vd., 2016). Literatiirdeki bazi aragtirmalarda ise aile ve yakin gevresinde ozel gereksinimli birey bulunan
ogretmenlerin 6zel gereksinimli bireylere karsi daha olumlu olduklari belirlenmistir (Aydogan, 2017; Kayhan vd.,
2012).

Kaynastirma uygulamalarinda 6gretmen, farkli yetersizlik alanlarindaki 6zel gereksinimli bireylerin
yetersizlik ve gereksinimlerine gore degerlendirilmesi, degerlendirme sonuglarini dikkate alarak ogretim
stireclerinin planlanmasi, 6gretim siireclerine iligkin farkli yontem ve tekniklerin uygulanmasi ve &gretim
tamamlandiktan sonra Ogrenme ¢iktilarina ulagma acgisindan 6gretimin  basarili olup olmadiginin
degerlendirilmesinden sorumludur (Pit-ten Cate vd., 2018; Rajendran vd., 2020). Ogretmenlerin 6zel gereksinimli
bireylere yonelik sosyal kabulleri, mesleki yeterlilikleri {izerinde de etkili olabilir. Buna ek olarak 6gretmenin 6zel
gereksinimli 6grencilere yonelik mesleki yeterligi ve bu konuda mesleki geligsimini devam ettirmesi de sosyal
kabulii saglamaya yonelik 6gretmen davraniglarina sahip olmasina katki saglayabilir (Aktan, 2021b). Ayrica
Ogretmenin cinsiyeti, kendi ailesinde ve yakin ¢evresinde 6zel gereksinimli birey olup olmadigi, simifinda 6zel
gereksinimli birey olup olmadigi, kaynastirma uygulamalarina yonelik inanci, sinifindaki 6zel gereksinimli
bireylerin yetersizlik tiirii, kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetlerine katilma durumu,
egitim durumu, gorev yaptigi egitim kademesi ve mesleki kidemi de sosyal kabulii etkileyen degiskenler olabilir.
Ote yandan alanyazin incelendiginde Tiirkiye'de 6gretmenlerin 6zel gereksinimli bireylere yonelik dgretmen
sosyal kabul diizeylerini arasgtirmada ele alinan bazi degiskenler baglaminda (kaynastirma uygulamalarina yonelik
inanci, sinifindaki 6zel gereksinimli bireylerin yetersizlik tiirii, kaynastirma uygulamalarina yonelik mesleki
gelisim faaliyetlerine katilma durumu) dogrudan ele alan bir ¢alismanin olmamasi da alanyazin agisindan 6nemli
bir eksiklik oldugu soylenebilir. Arastirmada Ogretmenlerin sosyal kabul siirecini etkilemesi muhtemel
degiskenlerin ele alinmasi, elde edilecek bulgularin 6gretmen sosyal kabuliine ve kaynastirma uygulamalarinin
kalitesine katki saglamasi nedeniyle, arastirmanin oldukc¢a onemli oldugu sdylenebilir. Ayrica ¢alismada elde
edilecek bulgularin 6zel gereksinimli bireylere yonelik sosyal kabuliin saglanmasinda 6gretmenin rolii g6z oniinde
bulundurularak, kaynastirma uygulamalarinin etkililiginin saglanmasi, 6gretmen yetigtirme, 6zel gereksinimli
bireylerin egitimi ve 6zel gereksinimli bireylere yonelik sosyal kabuliin saglanmasina yonelik ¢aligmalara da katki
saglayacagi diisiniilmektedir. Bu aragtirmada, Diizce ilinde farkli egitim kademelerindeki okullarda goérev yapan
ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul diizeylerinin belirlenmesi amaglanmistir. Bu
amagla agagidaki arastirma sorularina yanit aranmaktadir:

1. Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari ne diizeydedir?

2. Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari arasinda cinsiyetlerine gore
anlaml1 bir fark var midir?

3. Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlar arasinda, kendi ailesinde ve
yakin ¢evresinde 6zel gereksinimli birey olup olmamasi durumuna gore anlamli bir fark var midir?

4. Ogretmenlerin &zel gereksinimli bireylere yonelik sosyal kabul puanlari arasinda, smifinda 6zel
gereksinimli birey olup olmamasina gore anlamli bir fark var midir?

5. Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari arasinda, kaynastirma
uygulamalarina duyduklari inang agisindan anlamli bir fark var midir?

6. Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlar1 arasinda, simiflarindaki 6zel
gereksinimli bireylerin yetersizlik tiiriine gére anlamli bir fark var midir?

7. Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari arasinda, kaynastirma
uygulamalarina yonelik mesleki gelisim faaliyetlerine katilim agisindan anlamli bir fark var midir?
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8. Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari arasinda, gretmenlerin egitim
durumlarina gore anlamli bir fark var midir?

9. Ogretmenlerin dzel gereksinimli bireylere yonelik sosyal kabul puanlari arasinda, dgretmenlerin gorev
yaptiklart egitim kademesine gore anlamli bir fark var midir?

10. Ogretmenlerin dzel gereksinimli bireylere yonelik sosyal kabul puanlar arasinda, 6gretmenlerin mesleki
kidemlerine gore anlamli bir fark var midir?

Yontem
Arastirma Modeli

Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul diizeylerinin incelendigi bu arastirma
betimsel bir ¢aligma olup, tarama modelinde tasarlanmigtir. Betimsel ¢aligmalarda aragtirmaya konu olan durum
ayrmtili ve eksiksiz olarak betimlenmeye ¢alisilir. Tarama modelleri, gegmiste ya da halen var olan bir durumu
oldugu gibi betimleyen arastirmalardir (Biiyiikoztiirk vd., 2012). Tarama arastirmalarinda olgu, kisi, durum, olay
ya da nesneler kendi kosullar1 dikkate alinarak ve olduklari gibi agiklanmaya ¢alisilir (Karasar, 2016). Arastirmada
ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabullerini etkileyen muhtemel degiskenlerin ayrintili bir
sekilde ortaya konmasi amaciyla tarama modeli tercih edilmistir.

Arastirmanin Calisma Grubu

Aragtirmanin verileri Diizce ili merkez ilgesinde farkli egitim kademelerinde (okul o6ncesi, ilkokul,
ortaokul ve lise) gorev yapan 1433 ogretmenden elde edilmistir. Arastirmanin ¢alisma grubu amagli 6rneklem
kapsaminda kolay ulasilabilir durum 6rnekleme yontemi yoluyla olusturulmustur. Bu drnekleme y6nteminde,
arastirmaci agisindan yakin ve ulagilabilir olan 6rnekleme durumlar segilmektedir (Yildirim & Simsek, 2013).
Arastirma, goniilliiliikk esasina dayali olarak 1433 6gretmen ile gergeklestirilmistir. Aragtirmanin ¢alisma grubunu
olusturan 6gretmenlerin demografik 6zellikleri Tablo 1'de verilmistir.

Tablo 1

Arastrmanin Calisma Grubunu Olusturan Ogretmenlerin Demografik Ozellikleri

Degisken Degisken tiirii f %

Cinsiyet Erkek 641 45

4 Kadin 792 55

. S Var 806 56

Sinifinda 6zel gereksinimli birey Yok 627 44

Kaynastirma uygulamalarinin etkili bir Evet 818 57

model olduguna yonelik inang Hayir 615 43

Aile ve yakin ¢evresinde 6zel Var 212 15

gereksinimli birey Yok 1221 85

OO0G, DEHB, dil ve konusma giigliigii 370 46

Sinifindaki 6zel gereksinimli bireyin Z;/};g?:ilzﬁi[erSIth’ otizm spektrum bozuklugu, coklu 278 34

yetersizlik tiiri Gorme yetersizligi, isitme yetersizligi, bedensel yetersizlik 88 11

Ozel gereksinimli bireyin tanisini bilmiyorum. 70 9

0-5 yil 147 21

6-10 y1l 295 10

Mesleki kidem 11-15 y1l 247 17

16-20 y1l 440 31

20 y1l ve iizeri 304 21

Kaynastirma uygulamalari ile ilgili Evet 578 40

(rjneslekl gelisim faaliyetlerine katilma Hayir 855 60
urumu

Egitim d Lisans 1133 79

gitim dutumu Lisansiistii 300 21

Okul 6ncesi 306 21

Gorev yapilan egitim kademesi IIkokul 398 28

orev yaprian €8 emes Ortaokul 401 28

Lise 328 23

Not: DEHB = dikkat eksikligi ve hiperaktivite bozuklugu; OOG = 6zel 6grenme giigliigii.
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Tablo 1’e gore arastirrmaya katilan ogretmenlerin ¢ogunlugu kadin 6gretmenlerden olugmaktadir.
Ogretmenlerin yarisindan fazlasinin smifinda 6zel gereksinimli birey olup, 6gretmenlerin cogunlugu kaynastirma
uygulamalarmin dzel gereksinimli bireylerin egitimi icin etkili bir model olduguna inanmaktadirlar. Ogretmenlerin
biiyiik ¢ogunlugunun aile ve yakin cevresinde 6zel gereksinimli birey bulunmamaktadir. Ogretmenlerin
smiflarinda farkli yetersizlik gruplarinda 6grenciler bulunup, en ¢ok kideme sahip dgretmenler 16-20 yil kidem
araliginda bulunmaktadir. Ogretmenlerin gorev yaptiklari siiflarda en fazla OOG, DEHB ile dil ve konusma
giicliigii tanil1 6zel gereksinimli grenciler bulunmaktadir. Ogretmenlerin biiyiik cogunlugu lisans mezunu olup,
kaynagtirma uygulamalarina yonelik mesleki gelisim faaliyetlerine katilmamistir. Arastirmaya en fazla ortaokul
ve ilkokul kademesinde gorev yapan dgretmenler katilmistir.

Veri Toplama Araclari

Arastirmada veri toplamak amaciyla, Aktan (2021b) tarafindan gelistirilen Ogretmen Sosyal Kabul
Olgegi (OSKO) kullanilmustir. Ogretmenlerin dzel gereksinimli bireylere ydnelik sosyal kabul diizeylerinin
belirlenmesi amaciyla gelistirilen dlgek, Ogretmen sosyal kabul davramglart (OSKD) ve sosyal kabul
yeterliliklerini gelistirme (SKYG) olmak {izere 31 madde, 2 alt boyut ve 5°1i likert tipi yanitlardan olusmaktadir.
Olgekte yer alan maddeler arasinda “siifimda bulunan &zel gereksinimli 6grenciyi tanimaya yonelik yetersizlik
alanina gore, uzman kisilerden bilgi alirnm”, “derslerde 6grencilerin sosyal becerileri gelistiren etkinliklere yer
veririm”, ve “0zel gereksinimli dgrencime seviyesine uygun basaracagi etkinlikler vererek basari duygusunu
tatmasin1 saglarim.” gibi maddeler yer almaktadir. OSKO’niin gegerlik ve giivenirlik analizleri mevcut
arastirmanin 1433 kisiden olusan veri seti iizerinde tekrar gerceklestirilmistir. Bu kapsamda OSKO’niin Cronbach
alfa degeri .94 olarak hesaplanmistir. OSKO niin lgek yapisinin gegerligi dogrulayici faktde analizi (DFA) ile
incelenmistir. OSKO’niin DFA uyum indeksleri sonuglari ise su sekilde zetlenebilir: X? = 467, sd = 176, X?/sd =
2.65, RMSEA =.062, CFIl = .94, GFI = .93, IFI =.92, CFI = .94, AGFI = .90, SRMR =.062. Bu degerler alayazina
gore kabul edilebilir degerler diizeyindedir (Schumacker & Lomax, 2010; Tabachnick & Fidell, 2013). OSKO’nin
31 maddelik 6lgek formunun mevcut aragtirma igin gegerli bir 6l¢me araci oldugu tespit edilmistir.

Verin Toplanmasi

Aragtirmaya baslamadan 6nce Diizce Universitesi Bilimsel Arastirma ve Etik Kurulu'ndan etik kurul
onay1 (Tarih: 20.12.2021, Karar no: 2021/338) alinmistir. Veriler, etik kurul onay1 alindiktan sonra Subat ve Mart
2022 aylarinda toplanmistir. Verilerin toplanmasi amaciyla uygulama yapilacak okul miidiirlerinden randevu
alinmistir. Daha sonra okul miidiirlerine ve 6gretmenlere kisaca arastirmanin amaci anlatilmigtir. Konunun giincel
ve ilgi ¢ekici olmasi nedeniyle 0gretmenler arastirmaya ilgi gostermis ve uygulamanin yapildigi okullardaki
dgretmenlerin bilyilk ¢ogunlugu goniillii olarak arastirmaya katilmistir. Olgme araci 6gretmenlere yiiz yiize,
genellikle 6gretmenler odasinda uygulanmustir. Olgek formunun doldurulmasinda dgretmenlere herhangi bir
miidahalede bulunulmamais, anlagilmayan maddelerle ilgili sorular arastirmaci tarafindan yanitlanmstir.

Verilerin Analizi

Aragtirma verileri Statistical Package for the Social Sciences (SPSS), Analysis of Moment Structures
(AMOS) ve statistics and data (STATA) programlari ile analiz edilmistir. Olgegin ve alt boyutlarinin puanlari
Kolmogrow-Smirnov (KS) testi ile test edilmis ve verilerin normal dagilim gostermedigi belirlenmistir (p < .05).
Olgege iliskin carpiklik degeri -1.641 ile 1.801 arasinda, basiklik degeri ise -1.651 ile -2.133 degerleri arasinda
degismektedir. Analiz sonucunda 6l¢ek puanlarinin normal dagilim gostermedigi belirlenmistir (Tabachnick &
Fidell, 2013). Ayrica dlgegin ¢ok degiskenli normal dagilimi, STATA 16 (2019) “Doornik-Hansen ¢ok degiskenli
normallik testi” kullanilarak da incelenmistir. Yapilan analiz sonucunda 6l¢ek puanlarinin ¢ok degiskenli normal
dagilim gostermedigi de anlasilmistir. Parametrik testlerin varsayimlarinin karsilanmadigi durumlarda parametrik
testlerin alternatifi olan parametrik olmayan testler daha gii¢lii sonuglar verebilmektedir (Green & Salkind 2005;
Warner, 2020). Bu nedenle analizlerde parametrik testlere alternatif olan parametrik olmayan test teknikleri
kullanilmistir (Kalayci, 2016).

Bulgular

Bu béliimde 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul diizeylerine iliskin bulgulara
yer verilmistir. Arastirmanin alt amaglari dogrultusuda 6gretmenlerin 6zel gereksinimli 6grencilere sosyal kabul
diizeyleri belirlenmistir. Ayrica 6gretmenlerin 6zel gereksinimli 6grencilere sosyal kabul diizeylerinin (cinsiyet,
kendi ailesinde ve yakin ¢evresinde 6zel gereksinimli birey olup olmamasi, sinifinda 6zel gereksinimli birey olup
olmamasi, kaynagtirma uygulamalarina duyduklart inang, siniflarindaki 6zel gereksinimli bireylerin yetersizlik
tiirii, kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetlerine katilim, 6gretmenlerin egitim durumu,
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gorev yaptiklar egitim kademesi, mesleki kidem) degiskenlerine gore farklilasip farklilagmadigi incelenmistir.
Arastirmanin amacit dogrultusunda belirlenen alt problemlere yonelik elde edilen bulgular sirasiyla asagida
sunulmustur.

Aragtirmanin birinci alt problemi “Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul
puanlari ne diizeydedir?” seklinde ifade edilmistir. Calismada kullanilan OSKO’niin iki alt boyutu vardur.
Katilimcilarm OSKO geneli ve alt boyutlarindan aldiklar1 puanlara iliskin betimsel istatistikler Tablo 2’de
verilmistir.

Tablo 2
OSKO Puanlarina Iliskin Betimleyici Istatistikler
Olgek ve alt boyutlart N X Mod S Minimum Maksimum
OSKD 1433 85.91 95 8.18 49 95
SKYG 1433 50.34 60 9.67 21 60
0OSKO 1433 136.26 155 15.42 75 155

Not: OSKD = 6gretmen sosyal kabul davramslar,, OSKO = 6gretmen sosyal kabul 6lgegi, SKYG = sosyal kabul yeterliliklerini gelistirme.

Tablo 2 incelendiginde katilimcilarin sosyal kabul &lgegi toplam puanlarinin (X = 136.26; Mod = 155)
oldugu goriilmektedir. Buna gore aragtirmaya katilan 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal
kabul diizeylerinin genel olarak toplam puan agisindan yiiksek oldugu goriilmektedir. Bu sonuca gore, genel olarak
ogretmenlerin 6zel gereksinimli bireylere sosyal kabul agisindan olumlu yaklastigi sdylenebilir.

Arastirmanin ikinci alt problemi “Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda cinsiyetlerine gore anlamh bir fark var midir?”’ seklinde ifade edilmistir. Ogretmenlerin cinsiyetlerine
gore sosyal kabul puanlari arasinda anlamli bir fark olup olmadigi verilerin normal dagilim gdstermemesi
nedeniyle Mann Whitney U Testi ile test edilmistir. Ogretmenlerin cinsiyete gore 6zel gereksinimli bireylere
yonelik sosyal kabul diizeylerine iliskin sonuglar Tablo 3’te verilmistir.

Tablo 3
Cinsiyete Gore Ogrencilerin Sosyal Kabul Diizeylerine Iliskin Mann Whitney U Testi Sonuglart

Boyut Cinsiyet N Sira ortalamast Sira toplami U P
oo H W N oy o
wow B W me ey
oo Eek s omm o S g

Not: OSKD = Ogretmen sosyal kabul davranislari, OSKO = Ogretmen sosyal kabul élgegi, SKYG = Sosyal kabul yeterliliklerini gelistirme.

Tablo 3’te yer alan verilere gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda cinsiyete gore dlgek geneli (OSKO: U = 167227.50, p < .05) ve alt boyutlarinda (OSKD: U = 182378.00,
p < .05; SKYG: U =178389.00, p < .05) anlamli farklilik oldugu goriilmektedir. Sosyal kabul sira ortalamalari
incelendiginde, 6lgek geneli ve alt boyutlarda bu farkliligin kadin 6gretmenler lehine oldugu goriilmektedir. Buna
gore kadin 6gretmenlerin &zel gereksinimli bireylere yonelik sosyal kabul diizeylerinin erkek 6gretmenlere gore
daha yiiksek oldugu goriilmektedir Bununla birlikte kadin 6gretmenlerin sosyal kabul davranislari ile sosyal kabul
yeterliklerini gelistirme konusunda erkek meslektaslarina gore olumlu olduklar1 séylenebilir.

Aragtirmanin {igiincii alt problemi ise “Ogretmenlerin dzel gereksinimli bireylere yonelik sosyal kabul
puanlar arasinda, kendi ailesinde ve yakin g¢evresinde 6zel gereksinimli birey olup olmamasi durumuna gore
anlamli bir fark var midir?” seklinde ifade edilmistir. Kendi ailesinde ve yakin ¢evresinde 6zel gereksinimli birey
olup olmamasina gore 6gretmenlerin sosyal kabul puanlar1 arasinda anlamli bir fark olup olmadigini test etmek
icin Mann Whitney U Testi kullanilmistir. Aile ve yakin ¢evresinde 6zel gereksinimli birey olup olmamasina goére
Ogretmenlerin sosyal kabul puanlarinin sonuglar1 Tablo 4’te verilmistir.
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Tablo 4

Adile ve Yakin Cevresinde Ozel Gereksinimli Birey Olup Olmama Durumuna Gore Ogretmenlerin Ozel
Gereksinimli Bireylere Yonelik Sosyal Kabul Puanlarina Iliskin Mann Witney U Testi Sonuglari

Aile ve yakin gevresinde 6zel

Boyut S N Sira ortalamas1  Sira toplami U P
gereksinimli birey
» Var 212 799.73 169543.50
OSKD Yok 1221 702.64 gs7917.50  111886:50 000
Var 212 778.15 164968.00
SKYG Yok 1221 706.38 86249300 1646200 000
OSKO Var 212 809.16 171542.50 10988750 000

Yok 1221 701.00 855918.50
Not: OSKD = 6gretmen sosyal kabul davranislar, OSKO = 6gretmen sosyal kabul 6lgegi, SKYG = sosyal kabul yeterliliklerini gelistirme.

Tablo 4°te yer alan verilere gére 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda aile ve yakin ¢evresinde dzel gereksinimli birey olup olmama durumuna gére dlgek geneli (OSKO: U =
109887.50, p < .05) ve alt boyutlarinda (OSKD: U = 111886.50, p < .05; SKYG: U = 116462.00, p < .05) anlaml1
farklilik olusturdugu goriilmektedir. Sosyal kabul sira ortalamalari incelendiginde, 6l¢ek geneli ve alt boyutlarda
bu farkliligin aile ve yakin ¢evresinde 6zel gereksinimli birey olan 6gretmenler lehine oldugu goériilmektedir. Bu
sonug, aile ve yakin ¢evresinde 6zel gereksinimli birey olan 6gretmenlerinin farkindaliklarinin daha yiiksek olmast
ile agiklanabilir.

Arastirmanin dérdiincii alt problemi “Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul
puanlari arasinda, sinifinda 6zel gereksinimli birey olup olmamasina gére anlamli bir fark var midir?” olarak ifade
edilmistir. Siiflarinda 6zel gereksinimli birey bulunup bulunmamasina goére 6gretmenlerin sosyal kabul puanlari
arasinda anlamli bir fark olup olmadigini test etmek i¢in Mann Whitney U Testi kullanilmistir. Arastirmaya katilan
ogretmenlerin siniflarinda 6zel gereksinimli birey bulunup bulunmama durumuna gére sosyal kabul puanlarinin
sonuglar1 Tablo 5’te verilmistir.

Tablo 5

Suiflarimda Ozel Gereksinimli Birey Bulunma Durumuna Gore Ogretmenlerin Ozel Gereksinimli Bireylere
Yonelik Sosyal Kabul Puanlarina lliskin Mann Whitney U Testi Sonuglari

Boyut Sinifinda 6zel gereksinimli birey N Sira ortalamast  Sira toplamu U P
OSKD Yok 7 Teass  amsesso 2740 000
v R SO s on
v w o mE S e o

Not: OSKD = égretmen sosyal kabul davranislar, OSKO = gretmen sosyal kabul 8lgegi, SKYG = sosyal kabul yeterliliklerini gelistirme.

Tablo 5’te yer alan verilere gore dgretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda smifinda 6zel gereksinimli birey olup olmama durumuna gore dlgek geneli (OSKO: U = 236864.50, p <
.05) ve alt boyutlarinda (OSKD: U = 222674.50, p < .05; SKYG: U = 243356.00, p < .05) anlamli farklilik
olusturdugu goriilmektedir. Sosyal kabul puanlari sira ortalamalari incelendiginde, 6lgek geneli ve alt boyutlarda
bu farkliligin siiflarinda siifinda 6zel gereksinimli birey bulunmayan 6gretmenler lehine oldugu goriilmektedir.
Sinifinda 6zel gereksinimli birey olmayan &gretmenin aksine, 6zel gereksinimli birey ile 6gretim yapan
o0gretmenin daha diisiik sosyal kabul puanina sahip olmasiin, kaynastirma uygulamalarmin amaglar1 agisindan
sorgulanmas1 gereken bir sonug oldugu sdylenebilir. Ogretmenlerin daha diisiik sosyal kabul puanlarina sahip
olmalarinda 6zel gereksinimli bireylerden kaynaklanan problemler ile 6gretmenlerin kaynastirma uygulamalarina
yonelik mesleki yeterliklerinin yetersiz olmasinin etkili oldugu sdylenebilir.

Aragtirmanin besinci alt problemi “Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul
puanlar1 arasinda, kaynastirma uygulamalarina duyduklari inang agisindan anlamli bir fark var midir?” olarak ifade
edilmistir. Ogretmenlerin kaynastirma uygulamalarmin etkili bir model olduguna iliskin inanglarina gore sosyal
kabul puanlari arasinda anlaml bir fark olup olmadigi Mann Whitney U Testi ile test edilmistir. Kaynastirma
uygulamalarinin etkili bir model oldugu inancina gore 6gretmenlerin sosyal kabul puanlarina iligkin sonuglar
Tablo 6’da verilmistir.
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Tablo 6

Kaynastirma Uygulamalarimin Etkili Bir Model Olduguna Duyulan Inanca Gore Ogretmenlerin Sosyal Kabul
Puanlarina Iliskin Mann Whitney U Testi Sonuglart

Kaynagtirma uygulamalarmin etkili bir

Boyut model olduguna inang N Sira ortalamas1  Sira toplami1 U P
o I R
o IR S
o p T I s o

Not: OSKD = 6gretmen sosyal kabul davranislar,, OSKO = 6gretmen sosyal kabul 6lgegi, SKYG = sosyal kabul yeterliliklerini gelistirme.

Tablo 6°da yer alan verilere gére 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda kaynastirma uygulamalarinin etkili bir model olduguna duyulan inanca gére dlgek geneli (OSKO: U =
40135.00, p < .05) ve alt boyutlarinda (OSKD: U = 72382.50, p < .05; SKYG: U = 61083.50, p < .05) anlamli
farklilik olusturdugu goriilmektedir. Ogretmenlerin kaynastirma uygulamalarinin etkili bir model olduguna
duyulan inanca gore sira ortalamalari incelendiginde, 6lgek geneli ve alt boyutlarda bu farkliligin kaynastirma
uygulamalarmin etkili bir model oldugunu diisiinen &gretmenler lehine oldugu goriilmektedir. Kaynastirma
uygulamalarmin etkili bir model olduguna inanan &gretmenlerin, 6zel gereksinimli bireylere yonelik sosyal
kabullerinin yiiksek oldugu ve dgrencilere yonelik daha olumlu olduklari sdylenebilir.

Arastirmanin altinci alt problemi “Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul
puanlart arasinda, smiflarindaki 6zel gereksinimli bireylerin yetersizlik tiiriine gére anlamli bir fark var midir?”
olarak ifade edilmistir. Ogretmenlerin siniflarindaki 6zel gereksinimli bireylerin yetersizlik tiiriine sosyal kabul
puanlar1 arasinda anlamli bir fark olup olmadigimi test etmek igin Mann Whitney U Testi kullanilmistir.
Ogretmenlerin siniflarindaki 6zel gereksinimli bireylerin yetersizlik tiiriine gére sosyal kabul puanlarina iliskin
sonuglar Tablo 7°de verilmistir.

Tablo 7

Ogretmenlerjn Simiflarinda Bulunan Ozel Gereksinimli Bireylerin Yetersizlik Tiiriine Gore Sosyal Kabul
Puanlarina Iligkin Kruskal Wallis Testi Sonug¢lart

Boyut Yetersizlik tiirii N Sriralar ortalamasi X? sd P Dunn
1) OOG, DEHB, dil ve konugma giigliigii 370 449.05
2) Zihinsel yetersizlik, otizm spektrum bozuklugu, ¢oklu )
OSKD yetersizlik 278 221.94 216.276 2 .000 2-1
. PR sl 2-3
3) Gorme yetersizligi, isitme yetersizligi, bedensel
L 88 492.84
yetersizlik
1) OOG, DEHB, dil ve konusma giigliigii 370 448.76
2) Zihinsel yetersizlik, otizm spektrum bozuklugu, ¢oklu )
SKYG yetersizlik 278 226.04 202,944 2 .000 2-1
A T sl 2-3
3) Gorme yetersizligi, isitme yetersizligi, bedensel
L 88 481.07
yetersizlik
1) OOG, DEHB, dil ve konusma giigliigii 370 459.71
2) Zihinsel yetersizlik, otizm spektrum bozuklugu, ¢oklu )
OSKO vyetersizlik 278 20543 265.735 2 .000 g%
3) Gorme yetersizligi, isitme yetersizligi, bedensel
L 88 500.16
yetersizlik

Not: DEHB = dikkat eksikligi ve hiperaktivite bozuklugu, OOG = 6zel 6grenme giigliigii, OSKD = 6gretmen sosyal kabul davranislari, OSKO
= dgretmen sosyal kabul 6lgegi, SKYG = sosyal kabul yeterliliklerini gelistirme.

Tablo 7°de yer alan verilere gore 6gretmenlerin siniflarindaki 6zel gereksinimli bireylerin yetersizlik
tiiriine sosyal kabul puanlarina gore dlgek geneli (OSKO: X? = 265.735, p < .05) ve alt boyutlarinda (OSKD: X? =
216.276, p < .05), (SKYG: X2 = 202.944, p < .05) anlamh farklilik oldugu goriilmektedir. Bu farklihigin hangi
yetersizlik gruplari arasinda oldugunu belirleyebilmek amaciyla veriler normal dagilim gostermemesi nedeniyle
kargilagtirmalarda diger karsilagtirma testlerine nazaran deneme hatalarina yonelik 6nleyici ve giivenilir sonuglar
veren nonparametrik Dunn ¢oklu karsilastirma testi uygulanmistir. Sira ortalamalari incelendiginde bu farkin dlgek
geneli ve alt boyutlarda siniflarinda zihinsel, otizm, ¢oklu yetersizlik grubundan 6zel gereksinimli bireyler bulunan
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ogretmenler lehine oldugu, siniflarinda zihinsel, otizm, ¢oklu yetersizlik grubundan 6zel gereksinimli bireyler
bulunan 6gretmenlerin sosyal kabul puanlarmin, diger yetersizlik gruplarina nazaran daha diisiik oldugu
goriilmektedir. Zihinsel yetersizlik, otizm ve ¢oklu engel tanili zel gereksinimli bireylerin yetersizlik grubunun
ozellikleri bakimindan, diger yetersizlik gruplarinda yer alan 6zel gereksinimli bireylere nazaran akademik basari,
sosyal iliskiler, iletisim becerileri ve sinif i¢i akran iliskileri bakimindan problemler yasayan bireylerden olustugu
sOylenebilir. Bu durumun 6gretmenlerin sosyal kabulleri iizerinde etkili oldugu s6ylenebilir.

Aragtirmanin yedinci alt problemi “Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul
puanlari arasinda, kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetlerine katilim agisindan anlamli bir
fark var midir?” olarak ifade edilmistir. Ogretmenlerin kaynastirma uygulamalarma yonelik mesleki gelisim
etkinliklerine katilma durumlarina gore sosyal kabul puanlari arasinda anlamli bir fark olup olmadigi Mann
Whitney U Testi ile test etmistir. Ogretmenlerin kaynastirma uygulamalarina yonelik mesleki gelisim
faaliyetlerine katilma durumlaria gore sosyal kabul puanlarina iliskin sonuglar Tablo 8’de verilmistir.

Tablo 8

Kaynastirma Uygulamalarina Yonelik Mesleki Gelisim Faaliyetlerine Katilma Durumuna Gore Ogretmenlerin
Sosyal Kabul Puanlarina lligkin Mann Whitney U Testi Sonuglart

Kaynastirma uygulamalarina y6nelik

Boyut mesleki gelisim faaliyetlerine katilma N Sira ortalamasi  Sira toplam U P
T LEE mE gmy o
T LT SN oo
T UM SO e o

Not: OSKD = 6gretmen sosyal kabul davramslari, OSKO = 6gretmen sosyal kabul 6lgegi, SKYG = sosyal kabul yeterliliklerini gelistirme.

Tablo 8’de yer alan verilere gore dgretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetlerine katilma durumuna goére 6lgek geneli
(OSKO: U = 31128.00, p < .05) ve alt boyutlarinda (OSKD: U = 50792.50, p < .05; SKYG: U = 55829.00, p <
.05) anlamli farkhilik olusturdugu goriilmektedir. Ogretmenlerin sosyal kabul sira ortalamalari incelendiginde,
olcek geneli ve alt boyutlarda bu farkliligin kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetlerine
katilan Ogretmenler lehine oldugu goriilmektedir. Kaynastirma uygulamalarina yonelik mesleki gelisim
faaliyetlerinin, 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabullerini olumlu etkiledigi sdylenebilir.

Arastirmanin sekizinci alt problemi “Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul
puanlar1 arasinda, 6gretmenlerin egitim durumlarina gore anlamh bir fark var midir?” olarak ifade edilmistir.
Ogretmenlerin egitim durumlarma gére sosyal kabul puanlari arasinda anlamli bir fark olup olmadigini belirlemek
icin Mann Whitney U Testi kullanilmistir. Egitim durumlarina gore dgretmenlerin 6zel gereksinimli bireylere
yonelik sosyal kabul puanlarina iligkin sonuglar Tablo 9°da verilmistir.

Tablo 9
Egitim Durumlarina Gére Ogretmenlerin Sosyal Kabul Puanlarina Iliskin Mann Whitney U Testi Sonuglart

Boyut Egitin_l durumu N Sira ortalamasi Sira toplami U P
owo LI WEmE g o
SYC i 300 66025 lopopaso  19W450 007
owo U R me w0 e

Not: OSKD = dgretmen sosyal kabul davranislar, OSKO = 6gretmen sosyal kabul 6lgegi, SKYG = sosyal kabul yeterliliklerini gelistirme.

Tablo 9°da yer alan verilere gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda egitim durumlarma gore dlgek geneli (OSKO: U = 158796.00, p > .05) ve OSKD alt boyutunda (OSKD:
U = 163268.50 p > .05) anlaml farklilik olusturmadigi, SKYG alt boyutunda ise anlamli farklilik olugturdugu
(SKYG: U = 152934.50, p < .05) goriilmektedir. Ogretmenlerin egitim durumlarma goére SKYG alt boyutu sira
ortalamalari incelendiginde, bu farkliligin lisansiistii mezunu 6gretmenler lehine oldugu goriilmektedir. Bu sonuca
gore lisansiistii mezunu 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul yeterliklerini gelistirmede
lisans 6gretmenlerine gore daha yiiksek puana sahip olduklar1 sdylenebilir. Bu sonuca gore lisansiistii egitimin
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kazandirdig1 mesleki yetkinlikler ile 6gretmenlerin sosyal kabul yeterlikleri konusunda gelisimlerini olumlu yonde
etkiledigi ¢cikariminda bulunulabilir.

Aragtirmanin dokuzuncu alt problemi “Ogretmenlerin 6zel gereksinimli bireylere yénelik sosyal kabul
puanlar1 arasinda, 6gretmenlerin gorev yaptiklar egitim kademesine gore anlamli bir fark var midir?” seklinde
ifade edilmistir. Ogretmenlerin gorev yaptiklari egitim kademesine gore sosyal kabul puanlari arasinda anlamli bir
fark olup olmadig1 veriler normal dagilim gdstermedigi i¢in nonparametrik Kruskal Wallis Testi ile test edilmistir.
Ogretmenlerin gorev yaptiklar1 egitim kademesine gore sosyal kabul puanlarma iliskin sonuglar Tablo 10’da
verilmistir.

Tablo 10

Gorev Yapilan Egitim Kademesine Gore Ogretmenlerin Sosyal Kabul Puanlarina Iliskin Kruskal Wallis Testi
Sonuglar

Boyut Egitim kademesi N Sira ortalamast X2 sd P Dunn
1. Okul dncesi 306 822.26 o
) 2. flkokul 398 72454 -
OSKD 3" Ortaokul 401 656.30 30924 3 000 23
4 Lise 328 683.86
1. Okul 5ncesi 306 845.43
2. flkokul 398 756.82
SKYG 3 Ortaokul 401 630.36 8369 3 000 23
4. Lise 328 654.78
1. Okul 5ncesi 306 843.33
w2 ilkokul 398 754.33 1-2
OSKO™ 3 ortaokul 401 636.84 550013 000 5
4. Lise 328 651.85

Not: OSKD = égretmen sosyal kabul davranislari, OSKO = gretmen sosyal kabul lgegi, SKYG = sosyal kabul yeterliliklerini gelistirme.

Tablo 10’da yer alan verilere gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda gorev yaptiklar1 egitim kademesine gore dlgek geneli (OSKO: X? = 55.001, p < .05) ve alt boyutlarinda
(OSKD: X?=30.924, p <.05); (SKYG: X?=158.369, p <.05) anlaml1 farklilik oldugu gériilmektedir. Bu farkliligin
hangi kademeler arasinda oldugunu belirleyebilmek i¢in nonparametrik Dunn ¢oklu karsilastirma testi
uygulanmgtir. Sira ortalamalari incelendiginde dlgek geneli ve OSKD alt boyutunda, okul oncesi egitim
kademesinde gorev yapanlar, ilkokul kademesinde gorev yapan 6gretmenlere; ilkokul egitim kademesinde gorev
yapan Ogretmenler ise ortaokul egitim kademesinde gorev yapan d6gretmenlere kiyasla 6zel gereksinimli bireylere
yonelik daha yiiksek kabul puanina sahip olduklar1 belirlenmistir. Okul 6ncesi ve ilkokul kademesinde gorev yapan
Ogretmenlerin  sosyal kabul davraniglar1 bakimindan da diger kademelerden olumlu yonden ayristigi
goriilmektedir. Sira ortalamalari incelendiginde ortaokul kademesinde gdrev yapan 6gretmenlerin en diisiik sosyal
kabul puanina sahip olduklar1 goériilmektedir. Ortaokul kademesinde, simnav odakli bir 6gretim nedeniyle gerek
dgrencilerin gerekse dgretmenlerin akademik basar1 kaygis1 diger kademelere kiyasla daha fazladir. O gretmenlerin
akademik bagar1 beklenti ve kaygilari ile 6zel gereksinimli bireylerin akademik ve davranis problemlerinin de bu
sonug lizerinde etkili oldugu sOylenebilir. Sosyal kabul yeterliklerini gelistirme bakimindan ise ilkokul
kademesinde gorev yapan dgretmenlerin, ortaokul egitim kademesinde gérev yapan dgretmenlere kiyasla daha
olumlu olduklar1 gériilmektedir.

Aragtirmanm onuncu alt problemi “Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul
puanlar arasinda, 6gretmenlerin mesleki kidemlerine gére anlamli bir fark var midir?” olarak ifade edilmistir.
Ogretmenlerin mesleki kidemlerine gére sosyal kabul puanlar1 arasinda anlamli bir fark olup olmadig Kruskal
Wallis Testi ile test edilmistir. Ogretmenlerin mesleki kidemlerine gére sosyal kabul puanlari iliskin sonuglar
Tablo 11°de verilmistir.
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Tablo 11
Mesleki Kideme Gére Ogretmenlerin Sosyal Kabul Puanlarina Iliskin Kruskal Wallis Testi Sonuglart
Boyut Mesleki kidem N Sira ortalamasi X2 sd P Dunn
1.0-5 yil 147 535.37
2.6-10 y1l 295 507.53 2-1
OSKD  3.11-15y1l 247 683.64 198.526 4 .000 3-1
4.16-20 y1l 440 768.58 4-1
5.20 y1l ve tizeri 304 946.99
1.0-5y1l 147 497.88 3-1
2.6-10 y1l 295 430.82 3-2
SKYG 3.11-15y1l 247 754.07 258.190 4 .000 4-1
4.16-20 y1l 440 781.95 4-2
5. 20 yil ve lizeri 304 943.89 4-3
1.0-5y1l 147 494.47 3-1
P 2.6-10 y1l 295 433.82 3-2
OSKO 3.11-15y1l 247 729.80 282.054 4 .000 4-1
4.16-20 y1l 440 774.97 4-2
5. 20 y1l ve lizeri 304 975.57 4-3

Not: OSKD = 6gretmen sosyal kabul davramslar, OSKO = 6gretmen sosyal kabul 6lgegi, SKYG = sosyal kabul yeterliliklerini gelistirme.

Tablo 11°de yer alan verilere gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
mesleki kidemlerine gore dlgek geneli (OSKO: X? = 282.054, p < .05) ve alt boyutlarinda (OSKD: X? = 198.256,
p < .05), (SKYG: X? = 258.190, p < .05) anlamh farklilik oldugu goriilmektedir. Bu farkliligin hangi kidemler
arasinda oldugunu belirleyebilmek i¢in nonparametrik Dunn ¢oklu karsilastirma testi uygulanmistir. Tiim kidemler
arasinda Ol¢ek geneli ve alt boyutlarda mesleki kidem arttik¢a 6gretmenlerin sosyal kabul puanlari agisindan {ist
kidemlerdeki ogretmenler lehine, sosyal kabul puanlarmim farklilastigi goriilmektedir. Bu sonuca gore
ogretmenlerin kaynastirma uygulamalari ile ilgili mesleki deneyimlerinin artmasi sonucu 6zel gereksinimli
bireylerin egitiminde daha basarili olduklar: ve bu durumun sosyal kabullerini olumlu yonde etkiledigi ¢ikarimi
yapilabilir. Olgek alt boyutlar1 incelendiginde de mesleki deneyimi fazla &gretmenlerin, daha deneyimsiz
ogretmenlere gore daha fazla sosyal kabul davranis sergiledikleri ve mesleki yeterlik gelisimine agik olduklari
oldugu sdylenebilir.

Tartisma

Aragtirma sonuglarina gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlarinin
genel olarak yiiksek oldugu goriilmektedir. Bu sonuca gore, 6gretmenlerin 6zel gereksinimli bireylere yonelik
yiiksek sosyal kabule sahip olduklar1 sdylenebilir. Sosyal kabul, tipik gelisim gdsteren bireylerin 6zel gereksinimli
bireylere yonelik tutumlarinin olumlu olmasi ve onlart diger insanlar gibi gérmeleri olarak ifade edilebilir
(Ozyiirek, 2010). Kaynastirma uygulamalarinin basariya ulasmasinda ve 6zel gereksinimli bireylerin sosyal
kabullerinin saglanmasinda, 6grencileri ayirt etmeksizin onlara sosyal destek sunan o6gretmenler, kilit rol
oynamaktadir (Noreen vd., 2019). Ogretmenin 6zel gereksinimli bireylere yonelik tutum ve davranislari, tipik
gelisim gosteren 6grencilerin dzel gereksinimli 6grencilere yonelik sosyal kabullerini olumlu yonde etkilemektedir
(Blazar & Kraft, 2017). Arastirma bulgularindan hareketle 6gretmenlerin kaynastirma uygulamalarina devam eden
0zel gereksinimli bireylere yonelik sosyal kabul diizeylerinin yiiksek olmasinin, dgretmenlerin sosyal kabul
davraniglari ile 6grencilere olumlu rol model olmasi ve kaynastirma uygulamalarinda sosyal kabuliin saglanmasi
acisindan 6nemli bir bulgu oldugu sdylenebilir (Garrote vd., 2020). Ogretmenlerin 6zel gereksinimli bireylere
yonelik yiiksek sosyal kabulleri, tipik gelisim gosteren 6grencilerin 6zel gereksinmli akranlara yonelik sosyal
kabullerini olumlu yonde etkilemektedir (David & Kuyini, 2012; Shady vd., 2013). Diger taraftan arastirmadan
elde edilen bu bulgu ile 6gretmenlerin 6zel gereksinimli bireylere yonelik olumsuz tutuma iliskin arastirma
sonuglar1 (Aktan, 2017, Ayvaz-Oztﬁrk, 2020; Combs vd., 2010; Coskun vd., 2009; De Boer vd., 2011; Kayhan
vd., 2012; Metin, 2018; Obiakor vd., 2012; Rakap & Kaczmarek, 2010) ortiigmemektedir. Bu farkliligin
nedenlerine iliskin detayli aragtirmalar yapilabilir.

Ogretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlar1 arasinda cinsiyete gore dlgek
geneli ve alt boyutlarda anlaml farklilik oldugu, bu farkliligin ise kadin 6gretmenler lehine oldugu belirlenmistir.
Bu sonuca gore kadin 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul diizeylerinin daha yiiksek
oldugu, sosyal kabul davraniglart ile sosyal kabul yeterliklerini gelistirme bakimindan erkek meslektaglarina
kiyasla daha olumlu olduklart sdylenebilir. Yapilan aragtirmalarda da kadin 6gretmenlerin 6zel gereksinimli
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bireylere ve kaynastirma uygulamalarina yonelik olarak erkek 6gretmenlere nazaran daha olumlu olduklarina
yonelik benzer sonuglara ulasilmistir (Alghazo & Naggar-Gaad, 2004; Mouchritsa vd., 2022; Saloviita, 2020).
Bazi arastirmalarda ise arastirma bulgulariin aksine erkek 6gretmenlerin 6zel gereksinimli bireylere daha olumlu
yaklastiklart belirlenmistir (Ahmmed vd., 2012; Bhatnagar & Das, 2014; Ernst & Rogers, 2009; Sharma, Shaukat
vd., 2015). Arastirma bulgulari ile arastirma sonuclarindaki farkli bulgular (Bayar & Ustiin, 2017; inceler & Ozder,
2020; Saloviita, 2020) dikkate alindiginda, 6gretmenin cinsiyetinin 6zel gereksinimli bireylere yonelik sosyal
kabul diizeyleri iizerindeki etkisine yonelik daha derinlemesine arastirmalara ihtiya¢ duyuldugu sdylenebilir.

Arastirma sonuglarina gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlart
arasinda aile ve yakin gevresinde 6zel gereksinimli birey olup olmama durumuna gore dlgek geneli ve alt
boyutlarda anlamli farklilik oldugu, farkliligin aile ve yakin ¢evresinde 6zel gereksinimli birey olan 6gretmenler
lehine oldugu goriilmektedir. Bu sonug, aile ve yakin gevresinde 6zel gereksinimli birey olan 6gretmenlerin, 6zel
gereksinimli bireylere yonelik farkindaliklarinin daha fazla olmasi ile agiklanabilir. Alanyazinda bazi
aragtirmalarda da aile ve yakin ¢evresinde 6zel gereksinimli birey bulunan ogretmenlerin, 6zel gereksinimli
ogrencilere karsi daha olumlu yaklastiklar1 belirlenmistir (Aker, 2014; Aydogan, 2017; Colak & Cetin, 2014;
Danyoli, 2017; Giiven & Aydin, 2007; Kayhan vd., 2012; Ozcan & Karaoglu, 2021; Pesen & Demirhan, 2021).
Bazi aragtirmalarda ise aragtirma bulgularimizin aksine, aile ve ¢evresinde 6zel gereksinimli birey olmasinin, dzel
gereksinimli bireylere yénelik duyarlilik iizerinde etkili olmadig1 belirlenmistir (Baskonus & Oztiirk, 2023; Filiz,
2021; Kayhan vd., 2012; Pamuk, 2016; Sar1 & Bozgeyikli, 2003; Yarali, 2015).

Arastirma sonuglarina gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda simnifinda 6zel gereksinimli birey olup olmama durumuna gore 6lgek geneli ve alt boyutlarinda anlamli
farklilik oldugu, 6lgek geneli ve alt boyutlarda bu farkliligm siniflarinda 6zel gereksinimli birey bulunmayan
ogretmenler lehine oldugu goriilmektedir. Sinifinda 6zel gereksinimli birey olmayan 6gretmenin aksine, 6zel
gereksinimli bireyler ile 6gretim yapan Ogretmenlerin daha diisiik sosyal kabul puanina sahip olmasiin,
kaynastirma uygulamalarinin amaglari agisindan sorgulanmasi gereken bir sonug oldugu séylenebilir. Bu bulgunun
kaynastirma uygulamalarmin basarist i¢in 6nemli bir risk ve sorun oldugu ifade edilebilir. Yapilan bazi
arastirmalarda da 6gretmenlerin, kaynastirma uygulamalarina yonelik goriislerinin olumsuz oldugu (De Boer vd.,
2011; Sadioglu vd., 2013; Yilmaz & Batu, 2016), sinifinda 6zel gereksinimli birey bulunmayan gretmenlerin
goriislerinin ise daha olumlu oldugu belirlenmistir (Engin vd., 2014; Giiney, 2019; Ozdemir, 2010). Bununla
birlikte kaynastirma uygulamalaria yonelik olumsuz tutuma sahip 6gretmenlerin, tercih imkan1 verilmesi halinde
siiflarina  6zel gereksinimli birey kabul etmeme egiliminde olduklar1 belirlenmistir (Bukvi¢, 2014).
Ogretmenlerin daha diisiik sosyal kabul puanlarma sahip olmalarinda, 6zel gereksinimli bireylerin akademik ve
davranig problemlerine sahip olmalari (Krull vd., 2014) ile 6gretmenlerin 6zel gereksinimli bireylere 6gretmenlik
yapma konusunda kendilerini yeterli gormemelerinin (Duncan vd., 2021; Sharma, Simi vd., 2015) etkili oldugu
sOylenebilir. Bununla birlikte yapilan arastirmalarda o6gretmenlerin, 6zel gereksinimli 6grencilere yonelik
o0grenmeyi bireysellestirmek ve kaynastirma uygulamalarina yonelik siirecleri yonetmek igin gerekli mesleki
yeterliklere sahip olmaya yonelik endiseleri oldugu belirlenmistir (Costello & Boyle, 2013; Hunter-Johnson vd.,
2014). Ogretmenlerin 6zel gereksinimli bireylere yonelik mesleki yeterlik ve becerilerinin yetersiz olmasinin, dzel
gereksinimli bireylere yonelik sosyal kabullerini olumsuz etkiledigi sdylenebilir. Bazi arastirmalarda
ogretmenlerin 6zel gereksinimli bireylere yonelik mesleki yeterlilik ve becerilerinin 6zel gereksinimli bireylere
yonelik tutumu olumlu yonde etkiledigi belirlenmistir (Avramidis & Norwich, 2002; De Boer vd., 2011; Pit-ten
Cate vd., 2018; Rekaa vd., 2019; Scanlon vd., 2022).

Aragtirma sonuglar1 incelendiginde, &gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul
puanlar1 arasinda kaynastirma uygulamalarimin etkili bir model olduguna duyulan inanca gore 6lgek geneli ve alt
boyutlarinda anlamli farklilik olusturdugu, bu farkliligin kaynastirma uygulamalarinin etkili bir model olduguna
inanan Ogretmenler lehine oldugu belirlenmistir. Kaynastirma uygulamalarinin, 6zel gereksinimli bireylerin
egitimi i¢in etkili bir egitim modeli olduguna inanan 6gretmenlerin, 6zel gereksinimli bireylere yonelik sosyal
kabullerinin yiiksek oldugu ve dgrencilere ydnelik daha olumlu olduklari sdylenebilir. Ogretmenlerin kaynastirma
uygulamalarina yonelik inan¢ ve tutumlari, kaynastirma uygulamalarinin basarisi ve smiftaki performanlar
agisindan olduk¢a &nemli degiskenlerdir (Avramidis & Norwich, 2002; Saloviita, 2020). Ogretmenlerin
kaynagtirma uygulamalarina yonelik inanglar1 ile ilgili arastirmalarda da, &gretmenlerin kaynastirma
uygulamalarina olumlu yaklastiklart (Saloviita, 2020; Woodcock, 2021), ayn1 zamanda olumlu inagla birlikte
kendilerini kaynastirma uygulamalari agisindan yeterli gérmedikleri belirlenmistir (Rihter & Poto¢nik, 2020).

Bununla birlikte bazi arastirmalarda da ogretmenlerin kaynastirma uygulamalarmin etkili bir egitim
modeli olduguna yonelik inanglarinin nétr veya olumsuz oldugu belirlenmistir (Civitillo vd., 2016; De Boer vd.,
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2011; Zoniou-Sideri & Vlachou, 2006). Ogretmenlerin bu inanca sahip olmalarinda mesleki yeterliklerin yetersiz
olmasi (Bubpha vd., 2012; Kingston vd., 2017; Sharma, Simi vd., 2015; Sucuoglu vd., 2015) ve 6zel gereksinimli
ogrenciler i¢in 0gretim siireclerinde yeterli zaman bulamamalarinin (Altun & Filiz, 2020; Blecker & Boakes,
2010; Giirgiir & Uzuner, 2010; Horne & Timmons, 2009; Nayir & Karaman-Kepenekci, 2013; Zeybek, 2015)
etkili oldugu belirlenmistir. Kaynagtirma uygulamalarinin tiim 6grencilere 6gretimde etkili bir model olduguna
inanan Ogretmenlerin, kaynastirma uygulamalarina yonelik olumsuz inanca sahip meslektaslarina kiyasla,
ogrencilere daha fazla olumlu geri bildirim sagladiklari, daha az endise duyduklar1 ve basarisizlik i¢in daha diisiik
beklenti iginde olduklari belirlenmistir (Woodcock, 2021). Aragtirma bulgularina gore kaynastirma
uygulamalarinin etkili bir egitim model olduguna inanan 6gretmenlerin kaynastirma uygulamalarina daha olumlu
yaklagtiklart ve bu durumun 6zel gereksinimli bireylere yonelik sosyal kabullerini olumlu yonde etkiledigi
sOylenebilir.

Arastirma sonuglarina gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda, siniflarinda bulunan 6zel gereksinimli 6grencinin yetersizlik grubuna gore olgek geneli ve alt
boyutlarinda anlamli farklilik oldugu, bu farkliligin 6lgek geneli ve alt boyutlarda siniflarinda zihinsel, otizm,
¢oklu yetersizlik grubunda 6grenci bulunan 6gretmenlerin lehine oldugu, siniflarinda zihinsel, otizm, goklu
yetersizlik grubunda bulunan dgretmenlerin sosyal kabul puanlarinin, diger yetersizlik gruplarina nazaran daha
diisiik oldugu belirlenmistir. Zihinsel yetersizlik, otizm ve ¢oklu engel tanili 6zel gereksinimli 6grencilerin
yetersizlik grubunun 6zellikleri bakimindan, diger yetersizlik gruplarinda yer alan 6zel gereksinimli 6grencilere
nazaran akademik basari, sosyal beceriler, iletisim becerileri ile davranislar bakimindan daha fazla destege ihtiyag
duyan ve simif igi problemler yasayan 6grencilerden olustugu soylenebilir (Cihak, 2011; Mastropieri & Scruggs,
2010; Westling & Fox, 2009). Bu durumun 6gretmenlerin sosyal kabulleri tizerinde etkili oldugu sdylenebilir.
Forlin ve digerleri (1996) tarafindan yapilan arastirmada da zihinsel yetersizligi olan 6zel gereksinimli bireylere
yonelik 6gretmen sosyal kabuliiniin, bedensel yetersizligi olan 6zel gereksinimli 6grencilere gore diisiik oldugu,
bununla birlikte 6grencinin yetersizlik gesitliligi ve derecesi arttik¢a sosyal kabuliin de azaldig1 belirlenmistir.
Diger bir arastirma sonucuna gore dgretmenler, zihinsel ve isitme yetersizligi olan 6grencilere kiyasla bedensel ve
gorme yetersizligi olan dgrencileri siniflarina daha fazla kabul etme egilimindeyken, birden fazla yetersizligi olan
ogrencilerin dgretmenler tarafindan en az kabul gordiikleri belirlenmistir (Zoniou-Sideri & Vlachou, 2006).
Duygusal/davranigsal yetersizligi ve birden fazla yetersizligi olan ¢ocuklar, fiziksel, gorsel, isitme veya konusma
giicliikleri olan gocuklara gore sosyal kabul gorme konusunda daha fazla zorluk yasarlar (McCoy & Banks, 2012).
Aragtirma sonucuna gore, 0gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabulleri iizerinde, 6zel
gereksinimli bireylerin yetersizlik tiirliniin etkili oldugu sdylenebilir.

Arasgtirma sonuglarina gore O0gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlar
arasinda kaynagstirma uygulamalarina yonelik mesleki gelisim faaliyetlerine katilma durumuna gore olgek geneli
ve alt boyutlarinda anlamli farklilik oldugu, o6lgek geneli ve alt boyutlarda bu farkliligin kaynastirma
uygulamalarina yonelik mesleki gelisim faaliyetlerine katilan 6gretmenler lehine oldugu belirlenmistir. Bu sonuca
gore kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetlerinin, 6gretmenlerin 6zel gereksinimli
bireylere yonelik sosyal kabullerini olumlu etkiledigi sdylenebilir. Yapilan arastirmalarda 6gretmenlerin
kaynastirma uygulamalarina yonelik mesleki bilgi, anlayis ve beceri eksikliklerinin, kasitsiz tutum engelleri olarak
olumsuz dgretmen tutumuna kaynaklik ettigi ortaya konulmustur (Cassady, 2011; Shady vd., 2013). Mesleki
gelisim faaliyetleri, 6gretmenlerin mesleki yeterliklerini gelistirmek ve dgrencilerin 6grenme ¢iktilarina olumlu
etki etmek amact ile mesleki bilgi, beceri ve tutumlarinin gelistirilmesi amacini tagir (Darling-Hammond vd.,
2017). Kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetlerine katilan 6gretmenlerin kaynastirma
uygulamalarina yonelik mesleki bilgi ve becerilerini gelistirdigi, bu durumun &gretmenlerin 6zel gereksinimli
bireylere yonelik sosyal kabullerini olumlu etkiledigi ¢ikariminda bulunabilir.

Aragtirma sonuglarina gore o6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda egitim durumlarina gore dlgek geneli ve OSKD alt boyutunda anlamli farklilik olusturmadigi, SKYG alt
boyutunda ise anlaml farklihk olusturdugu belirlenmistir. Ogretmenlerin egitim durumlarma gére SKYG alt
boyutu sira ortalamalar1 incelendiginde, bu farkliligin lisansiistii mezunu dgretmenler lehine oldugu goriilmektedir.
Bu sonuca gore lisansiistii mezunu 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul yeterliklerini
gelistirmede lisans O0gretmenlerine gore daha yiiksek puana sahip olduklari sdylenebilir. Lisansiisti egitim,
ogretmenlere kazandirdigi bilgi, beceriler yoluyla dgrencileri, meslektaslarmi, okulu ve dolayisiyla egitim
sistemini etkileyerek, olumlu degisimlerin yasanmasina katki saglamaktadir. Bu bakimdan lisansiistii egitim
calismalarinin mesleki ve kigisel gelisimin yani sira egitim sisteminin olugturan paydaslarin gelisimlerini de
etkilemesi bakimindan 6nemli bir egitim ve gelisim siireci oldugu sdylenebilir (Aktan, 2020; Gokce vd., 2022;
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Kovalchuck & Vorotnykova, 2017). Bu sonuca gore lisansiistii egitimin kazandirdigi mesleki ve Kkisisel
yetkinliklerin 6gretmenlerin sosyal kabul yeterlikleri konusunda gelisimlerini olumlu yonde etkiledigi ¢ikariminda
bulunulabilir. Benzer sekilde bazi arastirmalarda da dgretmenlerin egitim durumu arttik¢a, 6zel gereksinimli
bireylere kars1 daha olumlu olduklar: belirlenmistir (Mngo & Mngo, 2018; Sharma vd., 2009).

Arastirma sonuglarina gore 0gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlari
arasinda gorev yaptiklart egitim kademesine gore olgek geneli ve alt boyutlarinda anlamli farklilik oldugu
belirlenmistir. Olgek geneli ve OSKD alt boyutunda, okuldncesi egitim kademesinde gorev yapanlar, ilkokul
kademesinde gorev yapan dgretmenlere; ilkokul egitim kademesinde gorev yapan 6gretmenler ise ortaokul egitim
kademesinde goérev yapan 6gretmenlere kiyasla 6zel gereksinimli bireylere yonelik daha yiiksek kabul puanina
sahip olduklari belirlenmistir. Okuldncesi ve ilkokul kademesinde gorev yapan 6gretmenlerin sosyal kabul 6lgegi
alt boyutlarina iliskin puanlar bakimmdan da diger kademelerde gorev yapan 6gretmenlere gore daha olumlu
olduklar1 goriilmektedir. Arastirmalarda da okuldncesi ve ilkokul kademesinde gorev yapan dgretmenlerin diger
kademede gorev yapan Ogretmenlere gore kaynastirma uygulamalarina daha olumlu yaklastiklart (Emam &
Mohamed, 2011; Stemberger & Kiswarday, 2018), kademeler arttik¢a 6zel gereksinimli 6grencilere dgretmen
desteginin azaldig belirlenmistir (Demirbilek & Levent, 2020). Bu baglamda arastirma sonuglariin bulgularla
benzerlik tasig1 soylenebilir. Arastirma sonuclarina gore ortaokul kademesinde gorev yapan ogretmenlerin en
diisiik sosyal kabul puanina sahip olduklar1 goriilmektedir. Ortaokul kademesinde, liseye gegis sinavi odakli bir
ogretim nedeniyle gerek dgrencilerin gerekse dgretmenlerin akademik basari kaygist diger egitim kademelerine
kiyasla daha fazladir. Bu durumun 6gretmenlerin 6zel gereksinimli bireylere yeterince zaman ayiramamasina
neden oldugu, smav baskismnin da akran etkilesiminin azalmasina neden oldugu sdylenebilir. Ortaokul
Ogretmenlerine yonelik yapilan bir arastirma bulgularina gére, 6gretmenlerin, ortadgretim gegis siirecinde konulari
yetistirememe, 6grenci basarisizliginin 6gretmene mal edilmesi gibi kaygilar tasidiklari, kendilerini baski altinda
hissettikleri ve bu durumlarm mesleki motivasyonlarini olumsuz etkiledigi belirlenmistir (Cakioglu & Ergen,
2022; Cetin & Unsal, 2019; Goldhaber & Karetz, 2018; Sad & Sahiner, 2016). Ogretmenlerin akademik basariya
iliskin beklenti ve kaygilari ile 6zel gereksinimli 6grencilerinin akademik ve davranis problemlerinin de bu sonug
iizerinde etkili oldugu sdylenebilir. Sosyal kabul yeterliklerini gelistirme bakimindan ise ilkokul kademesinde
gorev yapan dgretmenlerin, ortaokul egitim kademesinde gorev yapan 6gretmenlere kiyasla daha olumlu olduklar:
goriilmektedir. Bu durumun ilkokul kademesinde gorev yapan 6gretmenlerin, ortaokul kademesinde gérev yapan
ogretmenlere kiyasla 6zel gereksinimli bireyler ile tiim derslerde beraber olmalar1 ve 6grencilerle daha fazla
etkilesim i¢inde bulunmalart ile agiklanabilir.

Arasgtirma sonuglarina gore O0gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul puanlar
mesleki kidemlerine gore dlgek geneli ve alt boyutlarinda anlamli farklilik oldugu goriilmektedir. Olgek geneli ve
alt boyutlarda 6gretmenlerin mesleki kidemleri artik¢a 6gretmenlerin sosyal kabul puanlarinin st kidemlerdeki
ogretmenler lehine arttigi goriilmektedir. Olgek alt boyutlar1 incelendiginde de mesleki deneyimi fazla
Ogretmenlerin, daha deneyimsiz 6gretmenlere gére daha fazla sosyal kabul davrams sergiledikleri ve mesleki
yeterlik gelisimine agik olduklar1 oldugu sdylenebilir. Yapilan bazi arastirmalarda da dgretmenlerin mesleki
kidemleri arttikga sosyal kabul diizeylerinin arttigi (Alghazo & Naggar-Gaad, 2004; Forlin vd., 1996) ve
kaynagtirma uygulamalarin1 daha fazla desteklediklerine (Mngo & Mngo, 2018) yonelik benzer bulgular elde
edildigi goriilmektedir. Bu sonuca gore 6gretmenlerin kaynastirma uygulamalart ile ilgili mesleki deneyimlerinin
artmasi sonucu 6zel gereksinimli bireylerin egitiminde daha basarili olduklar1 ve bu durumun sosyal kabullerini
olumlu yonde etkiledigi sdylenebilir.

Oneriler

Aragtirma bulgularina gore 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul diizeyleri
arasinda; cinsiyete, aile ve yakin cevresinde 6zel gereksinimli birey bulunup bulunmamasima, 6gretmenlerin
smiflarinda 6zel gereksinimli cocuk olup olmamasina ve kaynastirma uygulamalarinin etkili bir model olduguna
yonelik inan¢ degiskenlerine gore anlamli bir farklilik oldugu belirlenmistir. Ayrica Ogretmenlerin 6zel
gereksinimli bireylere yonelik sosyal kabul diizeyleri arasinda; 6zel gereksinimli bireylerin yetersizlik tiiriine,
kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetlerine katilma durumlarina, egitim diizeylerine ve
mesleki kidem degiskenlerine gore de anlamli bir farklilik oldugu belirlenmistir. Aragtirmada elde edilen bulgular
dogrultusunda 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabullerini saglamak igin su oneriler
sunulmustur:

1. Arastirmada sinifinda 6zel gereksinimli birey bulunan 6gretmenlerin sosyal kabul diizeylerinin daha
diisiik oldugu belirlenmistir. Bu bulgu kaynastirma uygulamalarinin basarisinda kilit rolde olan ve
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davranislar ile 6zel gereksinimli bireylerin sosyal kabullerinin saglanmasinda tipik gelisim gosteren
bireylere rol model olan 6gretmenlerin rol ve sorumluluklart agisindan énemli bir risk ve sorundur. Bu
durumun nedenleri tizerinde derinlemesine aragtirma yapilabilir.

2. Kaynastirma uygulamalarinin etkili bir model olduguna inanan dgretmenlerin sosyal kabullerinin daha
yliksek oldugu belirlenmistir. Kaynastirma uygulamalarinda, iyi uygulamalar &gretmenler arasinda
yayginlastirilabilir ve kaynasgtirma uygulamalarinda deneyimli 6gretmenlerin  mentorlugundan
yararlanilabilir.

3. Kaynastirma uygulamalarina yonelik mesleki gelisim faaliyetleri ve lisansiistli egitimin sosyal kabule
katkis1 dikkate alinarak ogretmenlere yonelik mesleki gelisim faaliyetleri artirilabilir. Ogretmenler
arasinda lisansiistii egitim tesvik edilebilir.

4. Ogretmenlerin kaynastirma uygulamalarina yodnelik mesleki yeterliliklerini gelistirmek icin farkli
yetersizlik tiirlerine iligkin bilgi diizeyleri ve 6gretim becerileri gelistirilebilir.

5. Ogretmenlerin egitim diizeyi yiikseldikge 6zel gereksinimli bireylerde sosyal kabul diisiikliigiiniin
nedenleri iizerine derinlemesine arastirmalar yapilabilir.

Simirhliklar

Farkli egitim kademelerinde gorev yapan 6gretmenlerin 6zel gereksinimli bireylere yonelik sosyal kabul
diizeylerinin incelendigi bu caligmada, ¢alismanin sonuglart asagidaki arastirma smurliliklart dikkate alinarak
degerlendirilmelidir. ilk olarak arastirma nicel yontemlerle ve veri toplama araglariyla elde edilen bulgularla
siirhdir. Tkinci bir siirlilik, nitel yontem ve veri toplama araglarinmn yani sira nicel yéntem ve veri toplama
araglarinin kullanilamamasi, bu nedenle ¢alismada yontem ve veri g¢esitliliginin saglanamamasidir. Arastirmada
O0gretmen sosyal kabulii i¢in veri toplama araci olarak sadece sosyal kabul 6l¢eginin kullanilmasi {igiincii bir
siirlilik olarak ifade edilebilir. Aragtirmanin ¢aligma grubu, Tiirkiye'nin Bat1 Karadeniz Bolgesinde yer alan diger
illere gore nispeten kiiciik bir ildir. Dordiincii sinirlilik ise, ¢alisma grubunun birden fazla ili kapsayacak kadar
genis olmamasidir.

Tesekkiir

Aragtirmanin ¢aligma grubunu olusturan, arastirmaya katilarak destek olan, Diizce ilinde farkli egitim
kademelerinde gorev yapan kiymetli 6gretmenlerimize ¢ok tesekkiir ederim.
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Abstract

Introduction: The positive approach of the teacher towards individuals with special needs, his participation in the
educational processes with his peers, and the teacher's attitudes and behaviors such as supporting both the academic
and social development of the individual with special needs affect the social acceptance of the individual with
special needs positively.

Method: This study, investigating the social acceptance levels of teachers towards the individuals with special
needs in terms of various variables, was a descriptive study and designed as a screening model. The data of the
study were obtained from 1433 teachers working in different education levels (preschool, primary school,
secondary school and high school) in the central district of Diizce province and determined by the easily accessible
case sampling method.

Findings: According to the research findings, among teachers' social acceptance levels for individuals with special
needs; It was determined that there was a significant difference in terms of gender, whether there were individuals
with special needs in the family and close environment, whether there were individuals with special needs in the
teachers' classrooms, and the belief that inclusive practices were an effective model. In addition, among teachers'
social acceptance levels for individuals with special needs; It was determined that there was a significant difference
according to the disability type of individuals with special needs, their participation in professional development
activities for inclusion practices, their education level and professional seniority variables.

Discussion: In the study, it was determined that teachers' beliefs about inclusion practices, their professional
development and professional seniority were effective on their social acceptance of individuals with special needs.
It was determined that teachers with special needs in their class had lower social acceptance scores. Based on these
findings, it is recommended to organize in-service training activities and to benefit from the mentorship of
experienced teachers in order to improve the professional competence of teachers for inclusion practices. In
addition, it is recommended to conduct qualitative research in order to obtain in-depth information about the
variables that show a significant difference in terms of teachers' social acceptance levels for individuals with
special needs.
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Introduction

Today, with the development of the concepts of human rights and democracy, individual differences have
become a concept that is favored and gaining importance in the education field (Aktan, 2018). While planning
educational activities, individual differences should be taken into account, and conditions suitable for the
educational, social and personal needs of individuals should be provided (Jonassen & Grabowski, 2012). Special
education; It is defined as the provision of comprehensive, research-based assessment, teaching and support
services in specially prepared programs to students with disabilities or superiority in cognitive, behavioral, social-
emotional, physical and sensory areas (Bryant et al., 2019; Salend, 2008). In this context, special education; it is
an education based on individual differences (Aktan, 2021a). An inclusive education approach that covers the
experiences of normalization, inclusion and integration practices in Turkey and in the world, cares about the
education of individuals with special needs as well as other disadvantaged students, and aims to design the best
school and instruction for all students comes to the fore (Ainscow et al., 2006; Qvortrup & Qvortrup, 2018).
Meeting the needs of students who are disadvantaged in terms of their social, cultural and educational needs and
providing them with a rich learning environment can be possible with qualified inclusive education (Ainscow,
2016; Armstrong et al., 2010). As in many countries, education practices in Turkey are changing to inclusive
education.

The most developed and common practice today is inclusive education practices that isolate the
individuals with special needs from their environment and their typical developing peers in the least possible way
(Ashman, 2014). Inclusive education practices are based on the fact that individuals with special needs are
educated in general education classes together with their peers (Armstrong et al., 2000). Although the view that
specialization and special planning are important in the education of individuals with special needs continues
today, it is more accepted that they receive education with their peers in a regular educational environment instead
of being completely separated from their typically developing peers (Pijl et al., 1997). This practice, called
inclusion, aims to provide support education services to individuals who are affected by disability for any reason
and who have special needs, and to receive education together with their typical peers (De Boer et al., 2010). When
individuals with special needs are in the same environment as their typically developing peers, they can learn many
behaviors and skills from their peers (Cagran & Schmidt, 2011). Inclusion practices are not a model in which the
teacher can take responsibility alone (Bailey et al., 2015). Collaboration between stakeholders and support services
are of great importance in the success of inclusive practices (Armstrong et al., 2010; Zagona et al., 2017). Special
education support services consist of special education consultancy, in-class support services (teacher, special
education support, cooperative education), out-of-class support services (support education room) and out-of-
school support (expert support) (Clark & Breman, 2009; Corbett, 2001).

Inclusive Practices and Social Acceptance

Inclusive practices also aims to provide social acceptance along with the education of individuals with
special needs (Ainscow & César, 2006). Hence, in inclusive education, it is aimed to create educational
environments where individuals with special needs feel comfortable and are accepted (Loreman et al., 2005). The
attitude and professional competence of the teacher, who plays an active role in the planning of education and
training, implementation and evaluation of teaching, are important factors in achieving the goal of social
acceptance of inclusion practices (Allen & Cowdery, 2015).

Social acceptance is that individuals with typical development accept individuals with special needs as
other people and have a positive attitude towards them (Ozyiirek, 2010). Hourlock (1978), on the other hand,
defines social acceptance as the selection of an individual with special needs for any activity as a group member
(cited in Civelek, 1990). Moreover, the concept of social acceptance can be expressed as the adoption of
individuals with special needs by their peers and other individuals both in the school environment and in social
life, being in contact with them, being willing to engage in social activities with their peers and other individuals,
and ensuring the continuity of positive communication and interaction in social relations (Aktan, 2018). It can be
said that individuals with special needs have more problems in gaining social acceptance due to the differences
and deficiencies in their cognitive, communication, social adaptation skills as well as the reasons arising from their
disability (Yeo & Teng, 2015). Studies have shown that individuals with special needs who are not socially
accepted are more likely to experience social rejection and exclusion (Bossaert et al., 2015; Garrote, 2017; Lindsay
& McPherson, 2012). It is also stated in studies that the problem behaviors of individuals with special needs make
it difficult for them to gain social acceptance (Bakkaloglu, Sucuoglu & Ozbek, 2019, De Swart et al., 2022).
Informing and interacting with individuals with special needs of individuals with typical development contributes
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to the social acceptance of individuals with special needs and to increase this level of acceptance (Firat, 2021;
Ozyiirek, 2010). In addition, providing peer support to individuals with special needs and creating a positive and
enjoyable learning environment in the classroom are also effective in ensuring social acceptance of individuals
with special needs (Chan et al., 2009; Garrote, 2017). Another important factor that is effective in ensuring social
acceptance for students with special needs in the classroom environment is the teacher (Aktan, 2021b; Garrote et
al., 2020).

The Role of The Teacher in Inclusive Practices

Teachers who take part in inclusive practices are expected to have a positive attitude towards inclusion,
have plan development, implementation and evaluation skills, have sufficient field knowledge about inclusion and
special education and use the information effectively with practices, cooperate with other partners who have
responsibilities in the implementation of the process, and undertake roles such as working in cooperation and
ensuring that all students benefit from educational opportunities equally (Florian & Linklater, 2010; Vlachou et
al., 2015). In addition to this, it is necessary for the teacher to have qualifications such as making adaptations in
teaching and creating positive learning environments in which all students are valued (Ainscow & Sandill, 2010).
Teachers can be effective models for students with their attitudes and behaviors in educational environments
(Blazar & Kraft, 2017). Teachers' attitudes towards individuals with special needs, positive behaviors towards
these individuals, and the professional competence towards them can affect the attitudes and behaviors of other
students, who take the teachers as a role model, towards individuals with special needs in the classrooms. This
positive attitude and behavior chain from teacher to student can be effective in ensuring social acceptance for
individuals with special needs (Aktan, 2021b).

With their attitudes and behaviors, teachers become role models for students with typical development,
so they can directly affect the social acceptance of students with typical development towards individuals with
special needs (Ginevra et al., 2022). Teachers' positive attitudes and behaviors towards individuals with special
needs and their support for the academic and social development of individuals with special needs also positively
affect the social acceptance of students with typical development towards individuals with special needs. Social
acceptance of individuals with special needs by typically developing students and teachers is very important for
their academic and social development (Aktan et al., 2019; Leigers & Myers, 2015; Spderer et al., 2020). Teachers
tend to work and deal more with students who are academically successful in lessons, and they tend to deal less
with students who are academically unsuccessful and have low social acceptance (Garrote 2017). The tendency of
teachers towards students with low social acceptance and their negative attitudes and behaviors towards social
acceptance may negatively affect the social acceptance of students with typical development towards individuals
with special needs (Aktan et al., 2019). It was determined that experienced teachers were more positive in ensuring
the social acceptance of individuals with special needs (De Boer et al., 2011). In addition, it was determined that
teachers' professional competence and classroom management skills were also effective in providing social
acceptance for individuals with special needs (Farmer et al., 2018; Garrote et al., 2020).

Individuals with special needs who have low social acceptance may experience problems in participating
in classroom activities, have problem behaviors, and have problems in communicating with their peers due to
inadequacies in their social skills and interactions. As a result of these situations, individuals with special needs
have less social interactions with their peers, are less socially accepted, and may be rejected more often compared
to their peers (Avramidis, 2013; Bossaert et al., 2015; Pijl & Frostad, 2010). This negatively affects the academic
and social development of individuals with special needs (Ruijs & Peetsma, 2009). It can be said that
communication and behavioral problems caused by students are the most important factors in teachers' low social
acceptance behaviors (Kovacéevi¢ & Radovanovic, 2023; Rakap & Kaczmarek, 2010). The fact that teachers
develop their professional competencies for the education of students with special needs, have a positive attitude
towards students and exhibit positive behaviors can have a positive effect on the acceptance of students by their
peers, and therefore on their academic and social development (Aktan, 2021b).

The academic competence, professional preparation and experience of the teacher are significant variables
that affect the success of the students (Darling-Hammond, 2010). Additionally, teacher-student interaction in the
student's educational life and the quality of this interaction are essential factors in the emotional, social and
academic development of students (McGrath & Bergen, 2015). The teacher plays a critical role with her/his
attitudes and behaviors in providing social acceptance for individuals with special needs (Lindsay & McPherson,
2012). The negative attitudes and behaviors of teachers, typical developing peers, and other partners, who are the
elements of inclusive education, towards individuals with special needs may cause students to experience
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loneliness and social exclusion (De Boer et al., 2012). Studies have shown that interacting with students with
typical development (Di Maggio et al., 2022; Firat, 2021), positive attitudes of teachers (De Boer et al., 2011,
Monsen et al., 2014; Yu & Cho, 2022), teacher efficacy and classroom management skills are effective (Farmer et
al., 2018; Garrote et al., 2020) in ensuring social acceptance for individuals with special needs. However, problem
behaviors of individuals with special needs make social acceptance difficult (Bakkaloglu, Sucuoglu & Yilmaz,
2019, De Swart et al., 2022).

Aim of Study

When the literature is examined, it is seen that there are various studies on teachers for individuals with
special needs in Turkey. Researches were conducted on support services for individuals with special needs (Bozak
& Cay, 2023; Giirgiir et al., 2012; Yazarkan, 2020), attitudes towards individuals with special needs (Akdemir et
al., 2022; Bayar & Ustiin, 2017; Coskun et al., 2009; Kayhan et al., 2012; Pesen & Demirhan, 2021; Yatgmn et al.,
2015), views on inclusion practices (Aktan, 2021a; Bakkaloglu et al., 2018; Batu et al., 2018; Kale et al., 2016;
Kocaoglu et al., 2023; Sucuoglu et al., 2014), the quality of inclusion practices (Bakkaloglu et al., 2017;
Bakkaloglu, Sucuoglu & Yilmaz, 2019; Giirglir & Hasanoglu-Yazcayir, 2019), and teacher competencies for
inclusion practices (Babaoglan & Yilmaz, 2010; Bakkaloglu, Sucuoglu & Yilmaz, 2019; Toy & Duru, 2016;
Yaylact & Aksoy, 2016). When the researches are evaluated, it is seen that the current situation regarding the
different dimensions of inclusion practices is generally described in the studies, the teachers have negative
attitudes, the lack of knowledge and experience in the teachers, the insufficient undergraduate education for the
inclusion practices, the lack of cooperation among the stakeholders; On the other hand, it can be said that the
studies that include solutions to the problems are quite limited (Bakkaloglu et al., 2018; Batu et al., 2018; Deniz
& Coban, 2019; Giirgiir & Hasanoglu-Yazcayir, 2019). In studies dealing with teachers' attitudes towards inclusive
practices, there are different findings regarding both positive and negative attitudes, mainly negative attitudes. In
some studies, teachers' attitudes towards inclusive practices were negative (Aktan, 2017; Ayvaz-Oztiirk, 2020;
Combs et al., 2010; Coskun et al., 2009; De Boer et al., 2011; Kayhan et al., 2012; Metin, 2018; Obiakor et al.,
2012; Rakap & Kaczmarek, 2010); while in some studies, contrary to this finding, teachers had positive attitudes
(Anilan & Kayacan, 2015; Bozarslan & Batu, 2014; Doganoglu & Bapoglu-Diimenci, 2015; Gal et al., 2010;
Galovi¢ et al., 2014; Giileryiiz & Ozdemir, 2015; Idol, 2006; Okyay et al., 2016; Rakap et al., 2016; Supriyanto,
2019; Todorovic et al., 2011).

The factors that affect teachers' negative attitudes towards inclusive education are that they lack
knowledge (Babaoglan & Yilmaz, 2010; Irmak, 2020; Yazc¢ayir & Giirgiir, 2021) and experience and that they do
not see themselves professionally enough (Bubpha et al., 2012; Kingston et al., 2017; Sharma, Simi et al., 2015;
Sucuoglu et al., 2015). Inclusion practices also aim to ensure the social acceptance of individuals with special
needs along with their academic and social development (Nowicki, 2003; Short & Martin, 2005). Negative
attitudes and professional inadequacies of teachers towards inclusion practices, together with the success of
inclusion practices, may negatively affect the role of the teacher in ensuring social acceptance for students with
special needs (Garrote et al., 2020; Opoku et al., 2021). In addition, teachers' positive attitudes and professional
competencies towards inclusive practices also affect the success of inclusive practices positively (Boyle et al.,
2011; Bhatnagar & Das, 2014; Shaddock et al., 2007; Van Steen & Wilson, 2020). Teachers' attitudes towards
inclusion practices can be improved by providing necessary professional competencies and support services
(Strnadova et al., 2022; Supriyanto, 2019). It was determined that teachers with positive attitudes towards students
with special needs had higher professional competence and were more successful in inclusion practices (Wilson
et al., 2022), and their social acceptance towards students with special needs was higher (Bosse et al., 2016).

Studies on the variables that affect teachers' social acceptance towards students with special needs are
quite limited, and this subject has started to take place in more researches in recent years (Garrote et al., 2020).
Teachers affect the social acceptance of students with their roles such as creating a positive learning environment
in the classroom, developing social relations between students, and giving students academic, social and emotional
feedback on development (Farmer et al., 2011; Hendrickx et al., 2017; Wullschleger et al., 2020). In the study
conducted by Garrote et al. (2020), it was determined that teachers' attitudes towards inclusive practices do not
affect social acceptance towards students, while classroom management skills affect social acceptance positively.
This result reveals that teacher efficacy towards inclusive practices is more effective than the attitude towards
inclusive practices in providing social acceptance for students (Soodak & McCarthy, 2006; Farmer et al., 2019).
Teachers directly affect the social acceptance of students with their attitudes and behaviors towards students. For
this reason, the teacher plays a key role in ensuring social acceptance and peer acceptance for the student
(Fernandes et al., 2021; Odluyurt & Batu, 2010; Schwab et al., 2022). The attitudes, beliefs, self-efficacy
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perceptions and professional competencies of teachers towards inclusion are strong predictors of the academic
achievement of individuals with special needs. (Dukmak et al., 2019; Ozokcu, 2018; Sharma & Nuttal, 2016). In
the researches, it was determined that the professional seniority of the teachers and their participation in the
professional development activities for the inclusion practices directly affect the attitude towards the inclusion
practices and the effectiveness of the inclusion practices (De Boer et al., 2011; Orakci et al., 2016). In some studies
in the literature, it was determined that teachers with special needs in their families and close circles are more
positive towards individuals with special needs (Aydogan, 2017; Kayhan et al., 2012).

In inclusion practices, the teacher is responsible for evaluating whether the teaching is successful in terms
of evaluating individuals with special needs in different areas according to their inadequacies and needs, planning
the teaching processes taking into account the assessment results, applying different methods and techniques
related to the teaching processes, and achieving the learning outcomes after the teaching is completed (Pit-ten Cate
et al., 2018; Rajendran et al., 2020). Teachers' social acceptance of individuals with special needs may also have
an impact on their professional competence. In addition, the professional competence of the teacher for students
with special needs and the continuation of his professional development in this regard can also contribute to the
teacher's behavior towards ensuring social acceptance (Aktan, 2021b). In addition, the gender of the teacher,
whether there is a person with special needs in his/her family and close environment, whether there is a person
with special needs in his/her class, his belief in inclusion practices, the type of disability of the individuals with
special needs in his/her class, his/her participation in professional development activities for inclusive education,
educational status, he/she is assigned educational level (preschool, primary school, secondary school, high school)
and professional seniority may also be variables that affect social acceptance. On the other hand, when the literature
is examined, it can be said that the absence of a study that directly addresses teachers' social acceptance levels of
individuals with special needs in the context of some variables (belief in inclusive practices, type of disability of
individuals with special needs in their class, participation in professional development activities for inclusive
education) discussed in the research is an important deficiency in terms of the literature. It can be said that the
research is very important because the variables that are likely to affect the social acceptance process of teachers
are addressed in the research, and the findings to be obtained contribute to teacher social acceptance and the quality
of inclusion practices. In addition, it is thought that the findings to be obtained in the study will contribute to the
studies on ensuring the effectiveness of inclusive practices, teacher training, education of individuals with special
needs, and social acceptance for individuals with special needs, considering the role of the teacher in ensuring
social acceptance for individuals with special needs. In this study, it was aimed to determine the social acceptance
levels of teachers working in schools at different education levels in Diizce for individuals with special needs. To
this end, answers to the following research questions are sought:

1. What is the level of social acceptance scores of teachers for individuals with special needs?

2. Is there a significant gender difference between teachers' social acceptance scores for individuals with
special needs?

3. Is there a significant difference between the social acceptance scores of teachers for individuals with
special needs in terms of whether there is a person with special needs in their own family and close
environment?

4. Isthere asignificant difference between the social acceptance scores of teachers for children with special
needs in terms of whether there is an individuals with special needs in their class or not?

5. Is there a significant difference between teachers' social acceptance scores for individuals with special
needs in terms of belief in inclusive practices?

6. Is there a significant difference between the social acceptance scores of the teachers in terms of the type
of disability of the individuals with special needs in their classes?

7. ls there a significant difference between the social acceptance scores of teachers for individuals with
special needs in terms of their participation in professional development activities for inclusive practices?

8. Is there a significant difference between the social acceptance scores of teachers for individuals with
special needs in terms of teachers' educational status? Is there a significant difference between the social
acceptance scores of teachers for individuals with special needs in terms of education level that the
teachers serve?
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9. s there a significant difference between the social acceptance scores of teachers for individuals with
special needs in terms of professional seniority of teachers?

Method
Research Model

This study, which examines the social acceptance levels of teachers towards individuals with special
needs, was a descriptive study and designed as a survey model. In descriptive studies, it is tried to describe the
situation in detail and completely. Survey models are studies that describe a past or current situation as it is
(Biiytikoztiirk et al., 2012). In survey research, the phenomenon, person, situation, event or objects are tried to be
explained by taking into account their own conditions and as they are (Karasar, 2016). In the research, the scanning
model was preferred in order to reveal in detail the possible variables that affect the social acceptance of teachers
towards individuals with special needs.

Research Study Group

The data of the study were obtained from 1433 teachers working in different education levels (preschool,
primary school, secondary school and high school) in the central district of Diizce province. The study was
performed with 1433 teachers on a voluntary basis. Some demographic characteristics of the teachers who
constitute the study group of the research are given in Table 1.

Table 1

Demographic Characteristics of the Teachers who Constituted the Study Group of the Research
Variable Variable type f %
Male 641 45
Gender Female 792 55
L . . . Yes 806 56
Individual with special needs in class None 627 a4
. . . . . Yes 818 57
Belief that inclusion practices are an effective model None 615 43
Individuals with special needs in the own family and Yes 212 15
close circle None 1221 85

SLD, ADHD, language and speech difficulties 370 46
Mental, autism spectrum disorder, multiple

S 278 34
- L . . disability

Disability status of the individuals with special needs  \/iga| hearing, physical disability 88 11

I do not know the diagnosis of the individuals
with special needs. 70 9
0-5 years 147 21
6-10 years 295 10
Professional seniority 11-15 years 247 17
16-20 years 440 31
20 years and above 304 21
Participation in professional development activities Yes 578 40
for inclusive practices None 855 60
. Bachelor's degree 1133 79
Educational status Postgraduate degree 300 21
Preschool 306 21
. Primary school 398 28
Education level served Secondary school 401 28.
High school 328 23

Note: ADHD = attention deficit and hyperactivity disorder; SLD = specific learning disorder.

According to Table 1, the majority of the teachers participating in the research are female teachers. More
than half of the teachers have a person with special needs in their class. In addition, teachers believe that inclusive
practices are an effective model for the education of individuals with special needs. Most of the teachers do not
have special needs individuals in their families and close circles. There are students in different disability groups
in the teachers' classes, and the teachers with the most seniority are between 16-20 years of seniority. In the
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classrooms where the teachers work, there are students with special needs diagnosed with SLD and ADHD the
most. Majority of the teachers are undergraduate graduates and did not participate in professional development
activities for inclusion practices. Teachers working at secondary and primary school levels participated in the
research the most.

Data Collection Tools

In order to collect data in the study, the Teacher Social Acceptance Scale (TSAS) developed by Aktan
(2021a) was used. The scale, which was developed to determine the level of social acceptance of teachers for
individuals with special needs, consists of 31 items, 2 sub-dimensions and 5-point Likert-type responses, including
teacher social acceptance behaviors (TSAB) and development of social acceptance competencies (DSAC). On the
scale, there are items such as “I get information from experts according to the disability to recognize the individuals
with special needs in my class”, “I include activities that improve students' social skills in lessons” and “I make
my student with special need experience the feeling of success by giving them activities that are suitable for their
level”. The validity and reliability analyzes of the TSAS were performed again on the data set of the current study
consisting of 1433 people. In this context, Cronbach's alpha value of TSAS was calculated as .94. The validity of
the scale structure of the TSAS was examined by CFA. The results of TSAS's CFA fit indexes can be summarized
as follows: X?= 467, sd = 176 X?/sd = 2.65, RMSEA = 0.062, CFI = 0.94, GFI = 0.93, IFl = 0.92, CFI = 0.94,
AGFI = 0.90, SRMR = 0.062. These values were at the level of acceptable values according to the literature
(Schumacker & Lomax, 2010; Tabachnick & Fidell, 2013). It was determined that the 31-item scale form of TSAS
was a valid measurement tool for the current study.

Data Collection Process

Before starting the research, ethics committee approval was obtained from Diizce University Scientific
Research and Ethics Committee (Date: 20.12.2021, Decision no: 2021/338). Data were collected in February and
March 2022 after ethics committee approval. The measurement tool was applied to the teachers face to face. In
order to collect the data, an appointment was first requested from the school headmasters. Afterwards, the purpose
of the research was explained to the school headmasters and an application was made to the teachers in the schools.
The measurement tool was applied to the teachers face to face, usually in the teachers' room. Due to the topic being
up-to-date and interesting, the teachers showed interest in the research, and the majority of the teachers in the
schools where the application was made voluntarily participated in the research. The teachers were not interfered
with in filling out the scale form in any way, and the questions about the incomprehensible items were answered
by the researcher.

Data Analysis

Research data were analyzed with SPSS, AMOS and STATA programs. The scores of the scale and its
sub-dimensions were tested with the Kolmogrow-Smirnov (KS) test, and it was determined that the data did not
show normal distribution (p < .05). The skewness value of the scale varies between -1.641 and 1.801, and the
kurtosis value varies between -1.651 and -2.133. As a result of the analysis, it can be said that the scale scores do
not show a normal distribution (Tabachnick & Fidell, 2013). In addition, the multivariate normal distribution was
also examined using the “Doornik-Hansen multivariate normality test” in STATA 15 (2019). As a result of the
analysis, it was understood that the scale scores did not show a multivariate normal distribution. In cases where
the assumptions of parametric tests are not met, nonparametric tests, which are alternatives to parametric tests, can
yield stronger results (Green & Salkind 2005; Warner, 2020). For this reason, nonparametric test techniques, which
are alternatives to parametric tests, were used in the analyses (Kalayci, 2016). For these reasons, non-parametric
test techniques were used in data analysis.

Results

In this section, the findings regarding the social acceptance levels of teachers towards individuals with
special needs are included. In line with the sub-objectives of the research, the social acceptance levels of teachers
for students with special needs were determined. In addition, it was examined whether teachers' social acceptance
levels of students with special needs differed according to their variables (gender, whether there is a person with
special needs in their family and close environment, whether there is a person with special needs in their class,
their belief in inclusion practices, the type of disability of the individuals with special needs in their classes, their
participation in professional development activities for inclusion practices, the educational status of the teachers,
the level of education they work in, professional seniority). The findings obtained for the sub-problems determined
in line with the purpose of the research are presented below, respectively.
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The first sub-problem of the study is “1. What is the level of social acceptance scores of teachers for
individuals with special needs?” expressed as. TSAS used in the study has two sub-dimensions. Descriptive
statistics regarding the scores of the participants in the TSAS and sub-dimensions are given in Table 2.

Table 2
Descriptive Statistics on TSAS Scores for Individuals with Special Needs

Scale and factors N X Mod S Minimum Maksimum
TSAB 1433 85.91 95 8.18 49 95
DSAC 1433 50.34 60 9.67 21 60
TSAS 1433 136.26 155 15.42 75 155

Note: DSAC = development of social acceptance competencies; TSAB = teacher social acceptance behaviors; TSAS = teacher social
acceptance scale.

When Table 2 was examined, it was seen that the total scores of the participants' social acceptance scale
were (X = 136.26; Mod = 155). According to this, it was observed that the social acceptance levels of the teachers
participating in the research towards individuals with special needs were generally high in terms of total scores.
According to this result, it can be said that teachers generally approached individuals with special needs positively

in terms of social acceptance.

The second sub-problem of the study is “Is there a significant gender difference between the social
acceptance scores of teachers for individuals with special needs?” expressed as. According to the gender of the
teachers, whether there is a significant difference between social acceptance scores was tested with the Mann
Whitney U Test, since the data did not show normal distribution. The results regarding the social acceptance levels
of teachers towards individuals with special needs by gender are given in Table 3.

Table 3
Mann Whitney U Test Results Regarding Students' Social Acceptance Levels by Gender
Scale and factors Gender N Mean rank Total rank U P
TSR e a2 w72 owaeo0 1980 oo
DSAC e a2 B2z eamio 1788900 000
TAS el 7oz G0  Gourpso 10722180 000

Note: DSAC = development of social acceptance competencies; TSAB = teacher social acceptance behaviors; TSAS = teacher social
acceptance scale.

According to the data in Table 3, depending on the gender, it was observed that there was a significant
difference in the social acceptance scores of teachers for individuals with special needs both in a general scale
(TSAS: U =167227.50, p <.05) and sub-dimension scales (TSAB: U =182378.00, p <.05; DSAC: U =178389.00,
p <.05). When the mean rank of social acceptance was examined, it was seen that this difference in general scale
and sub-dimensions was in favor of female teachers. According to this, it was observed that the social acceptance
levels of female teachers towards individuals with special needs were higher than male teachers. In addition to
this, it can be said that female teachers were more positive than their male colleagues in terms of developing social
acceptance behaviors and social acceptance competencies.

Findings and Interpretation regarding the Third Research Question

The third sub-problem of the study is “Is there a significant difference between the social acceptance
scores of teachers for individuals with special needs in terms of whether there is a person with special needs in
their own family and close environment?” expressed as. The Mann Whitney U Test was used to test whether there
was a significant difference between the social acceptance scores of the teachers according to whether there were
individuals with special needs in their own family and close environment. Table 4 shows the results of teachers'
social acceptance scores according to whether there are individuals with special needs in their families and close
circles.
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Table 4

Mann Whitney U Test Results Regarding Teachers' Social Acceptance Scores for Inclusive Students According to
Whether There are Individuals with Special Needs in their own Families and Close Circles

Individuals with special needs in

Scale and factors their own family and close circles N Mean rank  Total rank U P
BoTen T s oo
W TRE RO w0
W el TS0 s o

Note: DSAC = development of social acceptance competencies; TSAB = teacher social acceptance behaviors; TSAS = teacher social
acceptance scale.

According to the data in Table 4, depending on whether there is an individual with special needs in the
own family and close circle, the social acceptance scores of teachers for individuals with special needs in general
scale (TSAS: U =109887.50, p <.05) and sub-dimensions (TSAB: U = 111886.50, p <.05; DSAC: U =116462.00,
p < .05) seemed to make a significant difference. When the mean rank of social acceptance was analyzed, it was
seen that this difference in the overall scale and sub-dimensions was in favor of teachers who had individuals with
special needs in their families and close circles. This result can be explained by the higher awareness of teachers
who have individuals with special needs in their families and close circles.

The fourth sub-problem of the study is “Is there a significant difference between the social acceptance
scores of teachers for individuals with special needs in terms of whether or not they are individuals with special
needs in their class? expressed as. The Mann Whitney U Test was used to test whether there was a significant
difference between the social acceptance scores of the teachers according to whether they had individuals with
special needs in their classes or not. The results of the social acceptance scores of the teachers participating in the
study according to whether they have individuals with special needs in their classes are given in Table 5.

Table 5

Mann Witney U Test Results Regarding Teachers' Social Acceptance Scores for Individuals with Special Needs
According to Whether There are Individuals with Special Needs in their own Family and Close Environment

Individuals with special

Scale and factors needs in their classes N Mean rank Total rank U P
O
o m ImE O gmn o
-

Note: DSAC = development of social acceptance competencies; TSAB = teacher social acceptance behaviors; TSAS = teacher social
acceptance scale.

According to the data in Table 5, depending on whether there is an individuals with special needs in their
classes, the social acceptance scores of teachers for individuals with special needs in general scale (TSAS: U =
236864.50, p < .05) and sub-dimensions (TSAB: U = 222674.50, p < .05; DSAC: U = 243356.00, p < .05) seemed
to make a significant difference. When the mean rank of social acceptance scores was examined, it was seen that
this difference in overall scale and sub-dimensions was in favor of teachers who do not have individuals with
special needs in their classes. Contrary to the teacher who did not have an individuals with special needs in her/his
class, the fact that the teacher who has the individuals with special needs has a lower social acceptance score is a
result that should be questioned in terms of the aims of inclusive education. It can be said that the problems arising
from the individuals with special needs and the inadequacy of the professional competencies of the teachers in
inclusive education were effective in the lower social acceptance scores of the teachers.

The fifth sub-problem of the study is “Is there a significant difference between teachers' social acceptance
scores for individuals with special needs in terms of their belief in inclusive practices?”” expressed as. According
to the teachers' belief that inclusive practices are an effective model, whether there is a significant difference
between social acceptance scores was tested with the Mann Whitney U Test. The results regarding the social
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acceptance scores of teachers according to their belief that inclusive paractices are an effective model are given in
Table 6.

Table 6

Mann Whitney U Test Results Regarding Teachers' Social Acceptance Scores According to the Belief That
Inclusive Education is an Effective Model

Belief that inclusive practices

Scale and factors are an effective model N Mean rank Total rank U P
B mm e w
PSAC o G5 40732  ssosoaso  ©L08IS0 000
TSAS No 65 373z soossseo 013500 000

Note: DSAC = development of social acceptance competencies; TSAB = teacher social acceptance behaviors; TSAS = teacher social
acceptance scale.

According to the data in Table 6, depending on the belief that inclusive practices are an effective model,
the social acceptance scores of teachers for individuals with special needs on a general scale (TSAS: U = 40135.00,
p < .05) and sub-dimensions (TSAB: U = 72382.50, p < .05; DSAC: U = 61083.50, p < .05) seemed to make a
significant difference. When the mean rank was investigated according to the belief of the teachers that inclusive
practices are an effective model, it was seen that this difference in general scale and sub-dimensions was in favor
of the teachers who think that inclusive practices are an effective model. It can be said that teachers who believed
that practices are an effective model had higher social acceptance towards individuals with special needs and are
more positive towards students.

The sixth sub-problem of the research is “Is there a significant difference between the social acceptance
scores of the teachers in terms of the type of disability of the individuals with special needs in their classes?”
expressed as. The Mann Whitney U Test was used to test whether there was a significant difference between the
social acceptance scores of the individuals with special needs in the teachers' classrooms according to the type of
disability. The results of the social acceptance scores of the teachers according to the type of disability of
individuals with special needs in the classrooms are given in Table 7.

Table 7

Kruskal Wallis Test Results Regarding Social Acceptance Scores of the Teachers According to the Disability
Group of the Individuals with Special Needs in the Classes

Scale and factors Disability group N Mean rank X2 sd p Dunn
1) _SITD, ADHD, language and speech 370 449 05
difficulties 91
TSAB 2) Mental, autism spectrum disorder, 216.276 2 .000

. o 278 221.94 2-3
multiple disability
3) Visual, hearing, physical disability 88 492.84

1) SLD, ADHD, language and speech

g 370 448.76
difficulties 2.1
DSAC 2) Me_ntal, z_iutls_rr_l spectrum disorder, 278 296.04 202.944 2 .000 2.3
multiple disability
3) Visual, hearing, physical disability 88 481.07
1) _SITD, ADHD, language and speech 370 45971
difficulties 21
TSAS 2) Mental, autism spectrum disorder, 278 205.43 265.735 2 .000 2.3

multiple disability
3) Visual, hearing, physical disability 88 500.16
Note: DSAC = development of social acceptance competencies; TSAB: teacher social acceptance behaviors; TSAS = teacher social acceptance
scale.

According to the data in Table 7, depending on the disability group of the individuals with special needs
in the class, it was observed that there was a significant difference in the social acceptance scores of teachers for
individuals with special needs on a general scale (TSAS: X? = 265.735, p < .05) and its sub-dimensions (TSAB:
X%=216.276, p < .05); DSAC: (X2 = 202.944, p < .05). In order to determine between which disability groups this
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difference is, the nonparametric Dunn's multiple comparison test was applied, which gave preventive and reliable
results for trial errors compared to other comparison tests, since the data did not show normal distribution. When
the mean rank was examined, it was observed that this difference in general and sub-dimensions was in favor of
the teachers having the mental, autism and multiple disability groups in their classes; and the social acceptance
scores of the teachers having the mental, autism and multiple disability groups were lower compared to the other
disability groups. One can say that individuals with special needs with intellectual disability, autism and multiple
disabilities consist of students who have problems in terms of academic achievement, social relations,
communication skills and in-class peer relations compared to the individuals with special needs in other disability
groups in terms of the characteristics of the disability group. It can be said that this situation has an effect on
teachers' social acceptance.

The seventh sub-problem of the research is “Is there a significant difference between the social acceptance
scores of teachers for individuals with special needs in terms of their participation in professional development
activities (PDA) for inclusive practices?” expressed as. The Mann Whitney U Test tested whether there was a
significant difference between the social acceptance scores of teachers according to their participation in
professional development activities for inclusive practices. The results regarding the social acceptance scores of
teachers according to their participation in PDA for inclusive education are given in Table 8.

Table 8

Mann Whitney U Test Results Regarding Teachers' Social Acceptance Scores According to Their Participation
in Professional Development Activities for Inclusive Education

Participation in PDA for

Scale and factors inclusive practices N Mean rank Total rank U P
TOWT D wmw  w
TS RN men g
e O amw o

Note: DSAC = development of social acceptance competencies; TSAB = teacher social acceptance behaviors; TSAS = teacher social
acceptance scale.

According to the data in Table 8, depending on the status of participating in professional development
activities for inclusive practices, the social acceptance scores of teachers for individuals with special needs on a
general scale (TSAS: U = 31128.00, p < .05) and its sub-dimensions (TSAB: U = 50792.50, p < .05; DSAC: U =
55829.00, p < .05) seemed to make a significant difference. When the mean rank of social acceptance of the
teachers was examined, it was seen that this difference in overall scale and sub-dimensions was in favor of the
teachers participating in the professional development activities of inclusive practices. It can be said that
professional development activities for inclusive practices have a positive effect on teachers' social acceptance of
individuals with special needs.

The eighth sub-problem of the study is “Is there a significant difference between the social acceptance
scores of teachers for inclusion students in terms of teachers' educational status?”” expressed as. The Mann Whitney
U Test was used to determine whether there was a significant difference between the social acceptance scores of
the teachers according to their educational status. The results of teachers' social acceptance scores for individuals
with special needs according to their educational status are given in Table 9.

Table 9

Mann Whitney U Test Results Regarding Teachers' Social Acceptance Scores According to their Educational
Status

Scale and factors Education level N Mean rank Total rank U P
TSAB oocedseation 300 6oara  aeatpso 102880 292
DSAC o uscedseation 300 6028 ioeopasy  1SBMS0  007
TSAS  pougraceteation 300 Grose  oopigoo 19979600 080

Note: DSAC = development of social acceptance competencies; TSAB = teacher social acceptance behaviors; TSAS = teacher social acceptance scale.
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According to the data in Table 9, depending on the education level, it was observed that there was no
significant difference in the social acceptance scores of teachers for individuals with special needs on a general
scale (TSAS: U = 158796.00, p > .05) and TSAB sub-dimensions (TSAB: U = 163268.50 p > .05) while there was
a significant difference in the DSAC sub-dimension (DSAC: U = 152934.50, p < .05). When the mean rank of the
DSAC sub-dimension was examined according to the education levels of the teachers, it was seen that this
difference was in favor of the teachers with postgraduate education. According to this result, it can be said that
teachers with a postgraduate education have higher scores compared to teachers with Bachelor's degrees in
developing social acceptance competencies for individuals with special needs. According to this result, it can be
deduced that the professional competencies gained by graduate education positively affect the development of
teachers in terms of social acceptance competencies.

The ninth sub-problem of the study is “Is there a significant difference between the social acceptance
scores of teachers for individuals with special needs in terms of the education level that the teachers serve?”
expressed as. According to the education level of the teachers, whether there is a significant difference between
social acceptance scores was tested with the Kruskal Wallis Test, since the data did not show a normal distribution.
The results of the social acceptance scores of the teachers according to the education level they serve in are given
in Table 10.

Table 10

Kruskal Wallis Test Results Regarding Teachers' Social Acceptance Scores According to the Level of Education
They Serve

Scale and factors School type N Mean rank X2 sd p Dunn
1. Preschool 306 822.26
2. Primary school 398 724.54 1-2
TSAB 3. Secondary school 401 656.30 30.924 3 000 2-3
4. High school 328 683.86
1. Preschool 306 845.43
2. Primary school 398 756.82
DSAC 3. Secondary school 401 630.36 58.369 3 000 2-3
4. High school 328 654.78
1. Preschool 306 843.33
2. Primary school 398 754.33 1-2
TSAS 3. Secondary school 401 636.84 55.001 3 000 2-3
4. High school 328 651.85

Note: DSAC = development of social acceptance competencies; TSAB = teacher social acceptance behaviors; TSAS = teacher social
acceptance scale.

According to the data in Table 10, depending on the education level they serve, it was observed that there
was a significant difference in the social acceptance scores of teachers for individuals with special needs both on
a general scale (TSAS: X? = 55.001, p < .05) and sub-dimensions (TSAB: X? = 30.924, p < .05; DSAC: X2 =
58.369, p < .05). Nonparametric Dunn's multiple comparison test was applied to determine to which levels this
difference was. When the mean rank was examined, in the overall scale and in the TSAB sub-dimension, those
working at the pre-school education level had higher acceptance scores for individuals with special needs
compared to the teachers working at the primary school level, and the teachers working at the primary school
education level compared to the teachers working at the secondary education level. It was seen that the teachers
working at the preschool and primary school levels differed positively from the other levels in terms of their social
acceptance behaviors. When the mean rank was examined, it was seen that the teachers working at the secondary
school level had the lowest social acceptance scores. At the secondary school level, the academic success anxiety
of both students and teachers was higher compared to other levels due to exam-oriented teaching. It can be said
that the academic success expectations and concerns of the teachers and the academic and behavioral problems of
the individuals with special needs are effective on this result. In terms of developing social acceptance
competencies, it was seen that the teachers working at the primary school level were more positive than the teachers
working at the secondary school education level.

The tenth sub-problem sub-problem of the study is “Is there a significant difference between the social
acceptance scores of teachers for individuals with special needs in terms of teachers' professional seniority?”
expressed as. According to the professional seniority of the teachers, whether there is a significant difference
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between social acceptance scores was tested with the Kruskal Wallis Test. The results regarding the social
acceptance scores of the teachers according to their professional seniority are given in Table 11.

Table 11
Kruskal Wallis Test Results Regarding Teachers' Social Acceptance Scores by Professional Seniority

Scale and factors Professional seniority N Mean rank X? sd p Dunn

1. 0-5 years 147 535.37
2. 6-10 years 295 507.53 2-1

TSAB 3.11-15 years 247 683.64 198.526 4 .000 3-1
4. 16-20 years 440 768.58 4-1
5. 20 years and above 304 946.99
1. 0-5 years 147 497.88 3-1
2. 6-10 years 295 430.82 3-2

DSAC 3.11-15 years 247 754.07 258.190 4 .000 4-1
4. 16-20 years 440 781.95 4-2
5. 20 years and above 304 943.89 4-3
1. 0-5 years 147 494.47 3-1
2. 6-10 years 295 433.82 3-2

TSAS 3.11-15 years 247 729.80 282.054 4 .000 4-1
4. 16-20 years 440 774.97 4-2
5. 20 years and above 304 975.57 4-3

Note: DSAC = development of social acceptance competencies; TSAB = teacher social acceptance behaviors; TSAS = teacher social
acceptance scale.

According to the data in Table 11, depending on their professional seniority, it was observed that there
was a significant difference in the social acceptance scores of teachers for individuals with special needs both on
a general scale (TSAS: X? = 282.054, p < .05) and sub-dimensions (TSAB: X2 = 198.256, p < .05; DSAC: X? =
258.190, p < .05). In order to determine which seniority this difference was, nonparametric Dunn's multiple
comparison test was applied. It was seen that as the professional seniority increased across all seniorities in the
overall scale and sub-dimensions, the social acceptance scores of the teachers differed in favor of the teachers in
higher seniority. In this case, it can be said that as a result of the increase in the professional experience of teachers
in inclusive education, they are more successful in the education of individuals with special needs and this situation
affects their social acceptance positively. When the sub-dimensions of the scale were examined, it can be said that
teachers with more professional experience exhibit more social acceptance behaviors and are open to professional
competence development compared to less experienced teachers.

Discussion

According to the results of the research, it is seen that the social acceptance scores of the teachers who
make up the study group for the individuals with special needs are generally high. According to this result, it can
be said that teachers have high social acceptance towards individuals with special needs. Social acceptance can be
expressed as the positive attitudes of individuals with typical development towards individuals with special needs
and seeing them as other people (Ozyiirek, 2016). Teachers, who provide social support to students without
discrimination, play a key role in the success of inclusive practices and in ensuring the social acceptance of
individuals with special needs (Noreen et al., 2019). The teacher's attitudes and behaviors towards individuals with
special needs positively affect the social acceptance of individuals with special needs by other students (Blazar &
Kraft, 2017). Based on the research findings, it can be said that the high level of social acceptance of teachers for
individuals with special needs who continue inclusion practices is an important finding in terms of teachers being
positive role models for students with their social acceptance behaviors and ensuring social acceptance in inclusion
practices (Garrote et al., 2020). The high social acceptance of teachers towards individuals with special needs
positively affects their students' social acceptance towards their peers (David & Kuyini, 2012; Shady et al., 2013).
On the other hand, this finding obtained from the some research and the some research results (Aktan, 2017;
Ayvaz-Oztiirk, 2020; Combs et al., 2010; Coskun et al., 2009; De Boer et al., 2011; Kayhan et al., 2012; Metin,
2018; Obiakor et al., 2012; Rakap & Kaczmarek, 2010), on teachers' negative attitudes towards individuals with
special needs differ. Detailed research can be done on the reasons for this difference. eta

It was determined that there was a significant difference between the social acceptance scores of teachers
for individuals with special needs in general scale and sub-dimensions according to gender, and this difference
was in favor of female teachers. According to this result, it can be said that female teachers had higher levels of
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social acceptance towards individuals with special needs and that they were more positive than their male
colleagues in terms of developing social acceptance behaviors and social acceptance competencies. Studies have
also found that female teachers are more positive towards individuals with special needs and inclusive education
than male teachers (Alghazo & Naggar Gaad 2004; Mouchritsa et al., 2022; Saloviita, 2020). In some studies,
contrary to the research findings, it was found that male teachers approach individuals with special needs more
positively (Ahmmed et al., 2012; Bhathagar & Das, 2014; Ernst & Rogers, 2009; Sharma, Shaukat et al., 2015).
Considering the different findings in the research results (Bayar & Ustiin, 2017; Inceler & Ozder, 2020; Saloviita,
2020), it can be said that there is a need for more in-depth research on teachers' acceptance levels for individuals
with special needs.

It was observed that there was a significant difference between the social acceptance scores of the teachers
for individuals with special needs in the overall scale and sub-dimensions in terms of whether there is a person
with special needs in their own family and close circle, and this difference is in favor of teachers having individuals
with special needs in their own family and close circle. This result can be explained by the fact that teachers, who
have individuals with special needs in their families and close circles, are more aware of individuals with special
needs. In some studies in the literature, it has been determined that teachers who have special needs individuals in
their families and close circles have a more positive approach towards individuals with special needs (Aker, 2014;
Aydogan, 2017; Colak & Cetin, 2014; Danyoli, 2017; Giiven & Aydm, 2007; Kayhan et al., 2012; Ozcan &
Karaoglu, 2021; Pesen & Demirhan, 2021). In some studies, contrary to our research findings, it has been
determined that the presence of individuals with special needs in and around the own family did not affect the
sensitivity towards individuals with special needs (Baskonus & Oztiirk, 2023; Filiz, 2021; Kayhan et al., 2012;
Pamuk, 2016; Sar1 & Bozgeyikli, 2003; Yarali, 2015).

It was seen that there was a significant difference between the social acceptance scores of the teachers for
individuals with special needs in the overall scale and sub-dimensions in terms of whether there is an individuals
with special needs in their classes, and these differences are in favor of teachers not having individuals with special
needs in their classes. Contrary to the teacher who does not have an individuals with special needs in her/his class,
it can be said that the fact that the teacher who teaches the individuals with special needs has a lower social
acceptance score is a result that should be questioned in terms of the aims of the inclusive practices. It can be stated
that this finding is an important risk and problem for the success of inclusion practices. In some studies (De Boer
et al., 2011; Sadioglu et al., 2013; Yilmaz & Batu, 2016), it has been determined that the views of teachers who
have individuals with special needs in their classes are negative, while the views of teachers who do not have
individuals with special needs in their classes are more positive (Engin et al., 2014; Giiney, 2019; Ozdemir, 2010).
On the other hand, it has been determined that teachers who have a negative attitude towards inclusive practices
tend not to accept individuals with special needs in their classes if they are given the opportunity to choose (Bukvic,
2014). It can be said that the fact that individuals with special needs have academic and behavioral problems (Krull
et al., 2014) and that teachers do not consider themselves sufficient in teaching individuals with special needs
(Duncan et al., 2021; Sharma, Simi et al., 2015) are effective in teachers' having lower social acceptance scores.
In addition to this, it has been determined in studies conducted that teachers have concerns about having the
necessary professional competencies to individualize learning for individuals with special needs and to manage
the processes for inclusive practices (Costello & Boyle, 2013; Hunter-Johnson et al., 2014). It can be said that the
lack of professional competence and skills of teachers for individuals with special needs negatively affects their
social acceptance towards individuals with special needs. In some studies, it was determined that the professional
competencies and skills of teachers towards individuals with special needs positively affect the attitude towards
individuals with special needs (Avramidis & Norwich 2002; De Boer et al., 2011; Pit-ten Cate et al., 2018; Rekaa
etal., 2019; Scanlon et al., 2022).

When the results of the study were examined, it was identified that there was a significant difference
between the social acceptance scores of the teachers for individuals with special needs in the overall scale and sub-
dimensions according to the belief that inclusive education is an effective model, and these differences were in
favor of teachers who thought that inclusive education is an effective model. It can be said that teachers who
believe that inclusive education is an effective educational model for the education of individuals with special
needs have high social acceptance for individuals with special needs and are more positive towards students.
Teachers' beliefs and attitudes towards inclusive education are very important variables in terms of the success of
inclusive education and their performance in the classroom (Avramidis & Norwich, 2002; Saloviita, 2020). In
studies on teachers' beliefs about inclusive education, it was determined that teachers approached inclusive
education positively (Saloviita, 2020; Woodcock, 2021), and at the same time, they did not consider themselves
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sufficient in terms of inclusive practices in spite of the positive beliefs (Rihter & Poto¢nik, 2020). However, in
some studies, it was determined that teachers' beliefs that inclusive practices are an effective education model were
neutral or negative (Civitillo et al., 2016; De Boer et al., 2011; Zoniou-Sideri & Vlachou, 2006). It was determined
that the lack of professional competencies (Bubpha et al., 2012; Kingston et al., 2017; Sharma, Simi et al., 2015;
Sucuoglu et al., 2015) and the inability to find enough time in the teaching processes for students with special
needs (Altun & Filiz, 2020; Blecker & Boakes, 2010; Giirgiir & Uzuner, 2010; Horne & Timmons, 2009; Nayir &
Karaman-Kepenekci, 2013; Zeybek, 2015) were effective in having this belief. It was been determined that
teachers who believe that inclusive practices are an effective model in teaching all students provide more positive
feedback to students, have less anxiety, and have lower expectations for failure, compared to their colleagues who
have negative beliefs about inclusive practices (Woodcock, 2021). According to the research findings, it can be
said that teachers who believe that inclusive practices are an effective education model approach inclusive practices
more positively and this situation positively affects their social acceptance of individuals with special needs.

It was determined that there was a significant difference between the social acceptance scores of the
teachers for individuals with special needs in the overall scale and sub-dimensions according to the disability group
of the individuals with special needs in their classroom, this difference was in favor of teachers who have students
in mental, autism and multiple disability groups in their classes in general scale and sub-dimensions, and the social
acceptance scores of the teachers having students in the mental, autism and multiple disability groups in their
classrooms are lower compared to the other disability groups. It can be said that in terms of the characteristics of
the disability group, individuals with special needs with intellectual disability, autism and multiple disabilities
consist of students who need more support in terms of academic success, social skills, communication skills and
behaviors and they experience problems in the classroom compared to the individuals with special needs in other
disability groups (Cihak, 2011; Mastropieri & Scruggs, 2010; Westling & Fox, 2009). It can be said that this
situation has an effect on teachers' social acceptance. In the study conducted by Forlin et al. (1996), it was
determined that the social acceptance of teachers for individuals with mental disabilities with special needs is
lower than those of students with special needs with physical disabilities. According to the results of another study,
it was determined that while teachers tend to accept physically and visually impaired students more in their classes
compared to mentally disabled and hearing-impaired students, and students with more than one disability were
least accepted by teachers (Zoniou-Sideri & Vlachou, 2006). Children with emotional/behavioral disabilities and
multiple disabilities have more difficulty in social acceptance than children with physical, visual, hearing or speech
difficulties (McCoy & Banks, 2012). According to the results of the research, it can be said that the type of
disability of individuals with special needs is effective on the social acceptance of teachers towards inclusion
students.

When the results of the study were examined, it was determined that there was a significant difference
between the social acceptance scores of the teachers for individuals with special needs in the overall scale and sub-
dimensions in terms of their participation in professional development activities for inclusive practices, and these
differences were in favor of teachers participating in professional development activities for inclusive practices.
According to this result, it can be said that professional development activities for inclusive education positively
affect teachers' social acceptance of individuals with special needs. Studies have shown that teachers' lack of
professional knowledge, understanding and skills towards inclusive education are the source of negative teacher
attitudes as unintentional attitude barriers (Cassady 2011; Shady et al., 2013). Professional development activities
aim to improve teachers' professional knowledge, skills and attitudes in order to improve teachers' professional
competencies and to have a positive effect on students' learning outcomes (Darling-Hammond et al., 2017). It can
be deduced that teachers who participate in professional development activities for inclusive practices improve
their professional knowledge and skills regarding inclusive practices, and this situation positively affects teachers'
social acceptance of individuals with special needs.

It was determined that there was no significant difference between the social acceptance scores of the
teachers for the individuals with special needs in the overall scale and TSAB sub-dimension, while there was a
significant difference in the DSAC sub-dimension. When the mean rank of the DSAC sub-dimension was
examined according to the education levels of the teachers, it was seen that this difference was in favor of the
teachers with postgraduate education. According to this result, it can be said that teachers with a postgraduate
education have higher scores compared to teachers with Bachelor's degrees in developing social acceptance
competencies for individuals with special needs. Postgraduate education contributes to positive changes by
influencing students, colleagues, school and therefore the education system through the knowledge and skills it
brings to teachers. It can be said that postgraduate education is an important education and development process
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in that it affects the development of the stakeholders that make up the education system as well as professional
and personal development (Aktan, 2020, Gokge et al., 2022; Kovalchuck & Vorotnykova, 2017). According to
this result, it can be deduced that the professional and personal competencies gained by postgraduate education
positively affect the development of teachers in terms of social acceptance competencies. Similarly, in some
studies, it was determined that as the educational status of teachers increased, they were more positive towards
individuals with special needs (Mngo & Mngo, 2018; Sharma et al., 2009).

It was determined that there was a significant difference between the social acceptance scores of the
teachers for the individuals with special needs, in overall scale and sub-dimensions, according to the education
level they worked. In the overall scale and TSAB sub-dimension, it was determined that those who worked at the
preschool education level had higher acceptance scores for individuals with special needs compared to the teachers
who worked at the primary school level, and those who worked at the primary school education level had higher
acceptance scores compared to the teachers who worked at the secondary education level. It was determined that
the teachers working at the preschool and primary school levels were more positive in terms of the scores related
to the sub-dimensions of the social acceptance scale compared to the teachers working at other levels. In the
studies, it was determined that the teachers working at the preschool and primary school level approached inclusive
practices more positively than the teachers working at the other level (Emam & Mohamed, 2011; Stemberger &
Kiswarday, 2018), and as the levels increased, teacher support for individuals with special needs decreased
(Demirbilek & Levent, 2020). In this context, it can be said that the results of the research are similar to the
findings. According to the results of the study, it was seen that the teachers working at the secondary school level
had the lowest social acceptance scores. At the secondary school level, academic success anxiety of both students
and teachers is higher compared to other levels due to a teaching focused on the high school transition exam. It
can be said that this situation causes teachers to not be able to allocate enough time to individuals with special
needs, and the pressure of exams also causes a decrease in peer interaction. According to the findings of research
conducted on secondary school teachers, it was determined that teachers had concerns such as not being able to
train the subjects in the secondary education transition process, attributing student failure to the teacher, they felt
under pressure, and these situations negatively affect their professional motivation (Cakioglu & Ergen, 2022; Cetin
& Unsal, 2019; Goldhaber & Karetz, 2018; Sad & Sahiner, 2016). It can be said that teachers' expectations and
concerns about academic success and academic and behavioral problems of individuals with special needs are also
effective on this result. In terms of developing social acceptance competencies, it was seen that the teachers
working at the primary school level were more positive than the teachers working at the secondary education level.
This situation can be explained by the fact that the teachers working at the primary school level are together with
the individuals with special needs in all lessons and interact more with the students compared to the teachers
working at the secondary school level.

It was observed that there was a significant difference between the social acceptance scores of the teachers
for individuals with special needs in the overall scale and sub-dimensions in terms of their professional seniority.
In overall scale and sub-dimensions, it was seen that as the professional seniority of the teachers' increased, the
social acceptance scores of the teachers increased in favor of the teachers in the upper seniority. When the sub-
dimensions of the scale were examined, it can be said that teachers with more professional experience exhibit more
social acceptance behaviors and are open to professional competence development compared to less experienced
teachers. In some studies, it was observed that as the professional seniority of the teachers' increases, their social
acceptance level increases (Alghazo & Naggar Gaad, 2004; Forlin et al., 1996) and that they support inclusive
practices more (Mngo & Mngo, 2018). According to this result, it can be said that as a result of the increase in the
professional experience of the teachers in inclusive practices, they are more successful in the education of
individuals with special needs and this situation affects their social acceptance positively.

Recommendations

According to the research findings, among the social acceptance levels of teachers towards individuals
with special needs; It was determined that there was a significant difference in terms of gender, whether there were
individuals with special needs in the family and close environment, whether there were children with special needs
in the teachers' classrooms, and the belief that inclusive practices were an effective model. In addition, among
teachers' social acceptance levels for individuals with special needs; It was determined that there was a significant
difference according to the disability type of individuals with special needs, their participation in professional
development activities for inclusion practices, their education level and professional seniority variables. In line
with the findings obtained in the research, the following suggestions were presented to ensure teachers' social
acceptance of individuals with special needs:
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1. In the study, it was determined that the social acceptance levels of teachers who have individuals with
special needs in their classes are lower. This finding is an important risk and problem for the success of
inclusive practices. In-depth research can be done on the reasons for this situation.

2. It was determined that teachers who believe that inclusive education is an effective model have higher
social acceptance. In inclusion practices, good practices can be disseminated among teachers and
mentorship of experienced teachers can be benefited from inclusion practices.

3. Professional development activities for teachers can be increased by taking into account the professional
development activities for inclusive education and the contribution of postgraduate education to social
acceptance. Postgraduate education can be encouraged.

4. In order to improve teachers' professional competencies for inclusive practices, teachers' knowledge
levels and teaching skills regarding different types of disabilities can be improved.

5. As the level of education increases, in-depth research can be conducted on the causes of low social
acceptance for individuals with special needs.

Limitations

In this study, which examines the social acceptance levels of teachers working at different education
levels towards individuals with special needs, the results of the study should be evaluated by considering the
following limitations. First of all, the study is limited to the findings obtained with quantitative methods and data
collection tools. A second limitation is the inability to use qualitative methods and data collection tools, along with
quantitative methods and data collection tools, and therefore the inability to provide a method and data diversity
in the study. The use of only the social acceptance scale as a data collection tool for teacher social acceptance in
the study can be expressed as a third limitation. The study group of the research is a relatively small province
located in the Western Black Sea Region of Turkey compared to other provinces. The fourth limitation is that the
study group is not wide enough to cover more than one province.
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