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1. [bookmark: _Toc530964213]Evaluation of Turkey’s State Report in Terms of Articles
In regard to paragraph no. 175 of the State Party Report: 

Article 10 of the Constitution of the Republic of Turkey establishes that no one shall be discriminated against, all citizens have equal rights and the state taking affirmative action in favor of disabled persons is not unconstitutional. Continually, Article 42 states: “No one may be deprived of the right of learning and education.”
In 2005, Turkish Penal Code (TPC) Article 122 regulated that discrimination is prohibited. But later on February 14th, 2014, this article was revised. Now accordingly, an act of discrimination shall be considered a crime only if it breeds hatred. With its new form, the law makes penalization of the crime of discrimination literally impossible. This is because it is difficult and almost impossible to detect the feeling of hatred in the acts of an individual. It is hardly surprising that there had been no lawsuits filed to any Court about disability discrimination. Few of the previous cases were dismissed. 
For example, a student from Fırat University (Technical Faculty) named Enver Şahin made a complaint to European Court of Human Rights (ECHR) claiming that his right to education was breached discriminatively and his application (Application No. 23065/12) came to a conclusion on January 30th, 2018 and ECHR decided against Turkey. 
In sum, despite law-making being a significant development, it is crucial to put regulations in place for said laws to take effect in real-life. There will be no effective results gained by merely making laws where any other work (awareness, compensation, etc.) ceases to none.  
In regard to paragraph no. 176 of the State Party Report: 
According to Education Reform Initiative’s report (2017), despite the access to education in Turkey increasing in the last decade, schooling rate is much below the goals of both OECD and Ministry of Education have set. The situation shapes up to be much more desperate for disabled students. Pre-schooling is not compulsory in Turkey. However, for disabled students between the ages of 3-6, pre-schooling is made compulsory with the “Regulation of Special Education Services”, despite this fact, the rate of pre-schooling of disabled students is still substantially low. Data from 2017/2018 shows that the number of registered disabled pre-school students is 3,714. 
On the other hand, MoE declared that it has adopted an integrated education strategy since 2011 and stated that disabled students should be educated in the least restrictive environment in line with the principles of the Convention. This principle has also been overtly stated in Special Education Services Regulation Article 11 Subparagraph C. Contrarily, when one looks at the current practices, it is obvious that MoE spends its limited resources to opening or developing pre-schools that operate under special education schools. The number of these special classrooms and the disabled students that are enrolled in these classes is rising year by year. In 2016/2017 school year, 139 special education classrooms were in place whereas in 2017/2018 this number rose to 145. On the other hand, while the number of pre-school students who enrolled in inclusion practices in 2016/2017 school year is 3,585, this very number fell to 2,601 in 2017/2018. Decreasing number of disabled students who benefit from inclusion practices and increasing number of special education and rehabilitation centers create the risk of directing the disabled children towards restricted environments. 
Feedback from the network’s fieldwork activities, Ministry of Education’s responses to formal information requests and the results of academic studies demonstrate that pre-school education has flaws, especially regarding matters of inclusion/integration. Pre-school teachers and administrators lacking inclusion/integration skills, inadequacy of supplemental material conditions for disabled students and the negative attitudes of non-disabled children’s families towards disabled children unfortunately hinders integration processes and forces disabled students away from inclusion and into special education centers or to drop out entirely. 
Disabled students and their parents are still encountering systematic problems due to lack of in-house training provided for teachers who participate in inclusion/integration practices in schools, lack of efficient follow-ups of attendance rates and weaker legal obligations for teachers and administrators who violate the right of education of disabled students. 
In conclusion, pre-schools operating under special education and rehabilitation centers are unfortunately not in line with the principle concepts of early childhood education. First six years of a child’s life is a critical period when developmental building blocks take shape at the fastest pace. In this period, facilitating grounds to have the disabled children be in touch with typically developing peers will help them learn from each other. Moreover, the opportunity of being educated together will help them learn about each other without prejudices, especially at such an age when concepts and ideas are still free and simple. The curriculum of the pre-schools is much more flexible in comparison to educational programs applied at compulsory education, in other words, a competitive academic environment and examinations that one sees at higher stages of education do not exist at the pre-schooling stage. This flexible structure is a significant advantage in educating the typically developing students together with disabled students. Instead of opening special education pre-schools, opening and facilitating pre-schools that would provide education to all of the students and equipping the teachers of these schools with tools and methods to make them able to work with disabled children will cause more fruitful results.

[bookmark: _Hlk536366676]In regard to paragraph no. 177 of the State Party Report: 
In the course of the preparation of this report, we have observed in our media survey that there have been many news reports revealing violation of rights either through not making reasonable arrangements or through direct discrimination. For example, news broadcast on 29 June 2018 on Show TV Channel reported that a student at the age of preschooling with Down syndrome was not accepted to school at school administration and teachers’ behest. These kinds of news are frequently on the national agenda. As for the school administration or professional educators, they think and want the following: 
· It is not possible for that disabled child to become a student at a school where every other child (typically developing children) attends.
· There are no special education teachers available at the school and the number of personnel to take care of the child is not enough. 
· The justification is that other parents object to this situation, so the student should go to schools that are for disabled students only.  
As one might observe, even if the education system is claimed to be based on the notion of integration, there are many examples demonstrating that the system does not internalize the principle of integrated education. 
In terms of equipment and educational materials, disabled students again are not sufficiently supported. Supplementary materials such as FM systems and simplified lecture notes for hearing impaired students or tactile maps, shapes and audio lecture notes for visually impared children are either not used or very seldomy used. For example, question banks could be prepared both physically and virtually, which would ease some of the problems, however, this kind of practice is never put into actual action.
Disabled students are academically less successful in comparison to what typically developing students receive in terms of access to information and educational activities. Because of the obstacles in their path to accessing educational materials and information, many students are forced to end their education. For example, the number of inclusive education students at middle schools was 108,753 in 2017/2018 school year whereas the figure drops to 41,318 at the upper grade in the same school year. There is no concrete factual basis that is known as to why these students do not continue their education at one stage higher. There is no research made by the state exploring this issue.  
The numbers of supplemental education classrooms throughout the country, teachers working in those classrooms and students who benefit from these as well as the budget allocated to educational materials that are used in such classrooms are not known and information as such is not shared with the public.  
Resolutions of informing parents actively at every learning stage and enabling their participation in the whole process have remained on paper. In other words, despite the fact that a regulation does exist on involving parents in every stage and process of their children’s education, said regulation is not being acted upon. 


[bookmark: _Hlk547128][bookmark: _Hlk536403470]In regard to paragraph no. 178 of the State Party Report: 
The first Counseling and Research Centers were opened in 1954 in İstanbul and Ankara and soon after the number of these centers grew rapidly. There are 238 Counseling and Research Centers nationwide today. There are 3 thousand and 294 personnel in service currently at these centers. According to 2017/2018 end of school year data, 645 thousand and 535 students receive service from these centers. 
Counseling and Research Centers are one of the most important components of the special education and integration system. As it was mentioned before, disabled students or students-at-risk are first given educational diagnostic tests in these CRCs in order to qualify for special education and/or integration services, then, in the light of the results of their educational diagnosis, they are integrated into the education system in line with special measures taken according to their case. One of the most significant problems of the process is that individuals who apply to CRCs for educational diagnosis and evaluation are obliged to present “medical board report for disabled persons” to the centers. This is the most telling indicator that Turkish education system still follows the medical model, whose existence and approach are strongly opposed by the disabled persons movement. However, the educational needs should be prioritized over medically diagnosed disabilities, therefore, the mental, physical, psychological and social development of the individual along with academic skills should be leveled up to one’s highest potential by the help of an education plan developed in the framework of celebrating human rights. 
Moreover, various problems with CRCs are mentioned in academic studies. In a study completed in 2010, reliability of CRCs’ evaluation procedures for 0-6 year old children have been examined and it has been stated that CRCs do not possess the task-appropriate assessment and evaluation instruments suitable for children of this age group, nor were there sufficient number of qualified personnel on this issue actually working in CRCs.[footnoteRef:2]  [2:  See Also. Er-Sabuncuoğlu, M. & Diken, I. H. “Early childhood Intervention in Turkey: Current situation, challenges and suggestions”, International Journal of Early Childhood Special Education, 2 (2), 149-160, 2010.] 

In another study, Ozak, Vural and Avcıoglu (2008)[footnoteRef:3] examined the views of orienting, diagnosis, placement, monitoring and assessment activities. According to the research results,  [3:  See Also. Özak, H., Vural, M. & Avcıoğlu, H. “Views and Suggestions of CRC Directors for oritentation diagnosis placement monitoring and assessment”, University of Abant İzzet Baysal, Journal of Faculty of Education, 8 (1), 189-206, 2008.
] 

· CRC Directors stated that the number of special education teachers working at CRCs is insufficient, therefore, the time spent during the assessment of the students remains insufficient too. 
· Due to the lack of personnel, the cooperation between the student’s family and teachers remains insufficient as well. 
· Directors pointed out that the assessment instruments are either missing or not updated, and they underlined that all relevant tests should be revised and reviewed.
· They remarked that physical conditions are unsatisfactory and inconvenient. 
According to another study Avcıoğlu[footnoteRef:4] carried out with CRC Directors, when the disabled children are put to test and/or assessed in an unfamiliar environment by a stranger, it inevitably causes stress. Furthermore, the tests are applied nationwide by personnel who have varied qualifications in varied physical environments; these differences affect the assessment results unwittingly all along.  [4:  See Also Avcıoğlu, H. “Perception of Counciling and Research Center (CRC) Directors about the problems encountered during diagnosis, placement-monitoring, developing individualized education program (IEP) and inclusion practices Journal of Educational Science in Theory and Practice, 12(3), 2009-2031, 2012.
] 

On the other hand, when the matter of physical accessibility was examined, the CRCs  that replied answered as such:
· 28.23% of CRCs were not altered to provide physical accessibility (ramps, lifting systems etc.),
· 49.19% of CRCs had no accesible bathrooms in the building,
· 75.81% of CRCs operate in multi-storied buildings and 77.66% of these CRCs had no elevators, 
· Only 52.38% of the ones with elevators had voice output systems in their elevators,
· 99.19% of CRCs did not have inductive loop systems preventing the interfusion of voices in large and crowded areas for the hearing impaired,
The data above demonstrate that the service quality of CRCs for disabled individuals is questionable primarily from the point of their accessible amenities.
When we examine the number of personnel and their qualifications in CRCs, the situation looks bleak. The largest number of qualifed personnel employed in CRCs are instructors of special education and mental retardation, however, even those qualified personnel are not available at all CRCs. Only half of CRCs of which submitted replies had qualified personnel for hearing impared, and the personnel who knows the sign language are available only in 33.06% of CRCs. This situation obviously makes one think that hearing impaired persons must face problems in the course of their educational diagnosis. If hearing impared personnel were present, they would try different ways of communicating with the hearing impared students, thus the educational needs of the student would be fully detected. During the educational diagnosis, any communication problem that may come up due to the level of qualification of the staff member could result in mistakes and gaps in the educational needs of the student, and consequently, the student might be left wrongly directed in the institution he/she was sent to. Moreover, if we consider that there are parents who use only sign language, it becomes very obvious that there can be no direct communication between CRC personnel and those parents. 
The data shows that a majority of the CRCs (60.48%) do not have staff who can work with visually impaired persons. Consequently, the main channel of communication used for the educational diagnosis of the visually impaired students is verbal; documents in Braille are not used at a desired level.
Also in CRCs, there are no units where parents can receive information neither before nor after their application. CRC appointments are given online through a system called “RAMDEVU”. Therefore, the system is not accessible enough for families who have no access to internet nor it is accessible for the families who are inacapable of using it due to lack of education and the similar. The same website is not accessible enough for visually impaired users either. 

In regard to paragraph no. 179 of the State Party Report: 

Teachers are the main actors of the education system. Quality of education is, to quite a certain extent, in direct proportion to the quality and competence of the teachers. Therefore, the quality pre-service and in-house trainings of the teachers who will take part in the education system, and consequently having the teacher well-equipped before starting teaching will definitely affect the quality of the educational services in a positive way. 
In the graduate and undergraduate programs educating special education teachers, data for the year 2015 showed that there were 8012 students studying in 22 universities. The number of students include both undergraduate, postgraduate and doctoral students. So the graduate number of special education teachers does not meet the needs when compared to the number of schools and students. 
In order to fill in this gap of teacher shortage, MoE is running 540-hour certificate programs by the name of “Homeroom Teachers’ Course for Mentally Handicapped Students”. Duration of such programs is too short to educate a teacher (during undergraduate education, students take hands-on practice/internship classes in their senior year where they spend 560 hours only in one single academic year) and these programs are arranged to be taken only by some branch teachers (only homeroom teachers, some branch teachers and veteran/retired teachers). There are qualitative problems in many of the programs. Even though these certification programs help reduce the special education teacher shortage, they are far from adorning the trainees with necessary basic skills of a special education teacher.   
Appointment of teachers is yet another problematic practice. A little while back, the area of special education in teacher training undergraduate programs was divided into categories such as “teachers for mentally handicapped”, “teachers for visually impaired”, “teachers for hearing impaired” and “teachers for gifted children”. Currently, many of the teachers who work in the education system are the ones who graduated from those programs. Pursuant to the decision given by the Council of Higher Education on the date of January 8th, 2016, it was stated that these programs will be united under one umbrella by the name of “special education program” without distinction of any branches. Teachers who have different formations for different disability groups are now gathered in one single staffing pattern. Putting teachers with different disability formations in one clustered block and appointing them without sufficient preparation causes serious problems. For example, a special education teacher who graduated from the hearing impaired program gets appointed to a school for the visually impaired and is expected to teach in that school. The misuse of the very limited capacity of special education teachers at hand in this and other ways immensely affects the quality of education provided.  
On the other hand, the knowledge of homeroom and branch teachers who take part in inclusion/integration practices is usually very limited in terms of practical applications, and the in-house training by the MoE is lacking in quality and quantity and thus fails to eradicate these limitations. The most important problems stated by homeroom and branch teachers working on integration practices are them being alone in the classroom and having difficulties in meeting the needs of the disabled and typically developing students concurrently. The solution developed by parents is para-professionals, but the MoE has no ongoing studies about these.
Other personnel working in the school environment (van drivers and cafeteria, cleaning and security staff etc.) should be informed and trained on inclusion practices so that the problems faced during the application process could be reduced.
Special Education and Rehabilitation Centers (SERCs) are very important institutions in the education of disabled students. As they provide educational services for numerous different groups of disability from all age groups nationwide, they are to be paid deliberate attention and monitored carefully. On the other hand, the quality of education given in these centers is questionable despite the large portion of the budget that has been allocated to them by MoE. Teachers who work in these centers are not benefitting from MoE’s in-house trainings. Thus, applications and practices conducted in schools and SERCs differ from one another and negatively impact the students. 

In regard to paragraph no. 180 of the State Party Report: 
Inclusion rates of disabled children in the education system have risen significantly in the past 10 years. Government took sincere steps to fulfil this aim. Despite all the steps taken so far, there are still very important problems in terms of registering in schools, continuing the education and passing from one stage to higher one. Data on the total number of disabled students registered in primary, secondary and high schools are shared below in diagrams to present the levels.[footnoteRef:5] [5: Moreover, tables at the supplements of Turkey State report cannot be acquired. 
] 





	Education Category
	Year
	Total Nr. of Students

	Total of Special and Formal Education
	2015-2016
	288,489

	
	2016-2017
	333,598

	
	2017-2018
	353,610

	Proportional change from 2015 to 2018
	18.42%



Table 2: Distribution of the numbers of disabled students per educational categories
According to these figures, there has been a 18.42% increase between the years 2015 and 2018 as to the total number of the disabled students. 
Turkey is a country that internalizes inclusive education and sets its goals accordingly. Therefore the number of disabled inclusive students becomes important among the the total number of students. 

	Inclusive Education
	Year
	Total Number of Disabled Students

	Inclusion distribution of disabled students by years
	2015-2016
	201,142

	
	2016-2017
	238,901

	
	2017-2018
	255,169

	Proportional Change from the year 2015 to 2018
	21.17%


Table 3: Inclusion distribution of disabled students by years

The rate of increase in inclusive students between the years 2015 and 2018 was 21.17%. Besides, rate of increase of special education students at that time was 18.42%. Data shows that the rate of inclusive education is generally on the rise. This situation is in compliance with the goal that internalizes inclusive education as a fundamental approach for the Turkish education system.
According to the figures displayed in these tables, participation of disabled children in the education system in Turkey is rising and there is an inclination towards inclusive education, on the other hand, when these figures are analyzed thoroughly, one sees striking problems.  
As a matter of fact:
a) As it was mentioned before, for the 2017-2018 school year, 353 thousand and 610 disabled students were incorporated into inclusive and special education at schools. Even though the number of disabled children at the age of schooling is not known, according to the 2011 “Population and Housing Research” it is estimated that there are 480 thousand disabled children in Turkey between the ages 3 and 19. It is strongly possible that the number of disabled children at this age range increased in time due to the fact that 7 years have already passed since these research figures were derived. According to these numbers, a big portion of disabled children are not even able to attend school.  
b) Secondly, the progression of disabled children registered in the education system from one stage to a higher one fluctuates. Graphics on the figures shared below on disabled children in inclusive education between the years 2015-2018 verify this situation. 

Graphic 1: The number of disabled inclusive students distributed to years
When Graphic 1 is examined, it is seen that the number of students does not display a  straight line but it peaks and downfalls over time. As it was presented previously, the rate of disabled students in middle schools is always higher compared to disabled students in primary schools throughout the school years of 2015/2016, 2016/2017, and 2017/2018. The conclusion drawn from this change is due to the fact that some disabled children such as the ones with autism, mentally disabled (mild), dyslexia or hyperactivity were not even recognized by the education system in the beginning, but 4 years later, i.e. at the end of  their primary school education, they are recognized, and then directed to Counseling and Research Centers (CRCs). This situation dramatically damages the interests of children. The disabled child who has not been diagnosed early becomes unsuccessful in the entire duration of this 4 year period, and may lose his/her equal right to opportunities in the further stages. Similarly, another issue is that many disabled children are wrongly diagnosed and not included in the special education programs simply because of the problems with counseling-diagnosis services.
Another troubling data is the sharp fall in the number of students who proceed to high school from middle school. As it could be seen in the graphic, the number of students in 2015/2016 school year sharply falls from 92 thousand 032 students in middle school to 27 thousand 730 students in high school; likewise, the number of students in 2016/2017 school year dramatically falls from 109 thousand 684 students in middle school to 34 thousand 320 students in high school; and again in 2017/2018 school year, the number of students drops from 108 thousand 753 students in middle school to 41 thousand 318 students in high school. Another factor in this severe drop is the disabled students’ shift to open and distant learning high schools. The fact that only 7.70 percent of disabled individuals are high school graduates reveals that the great majority of disabled students leave formal education system at the point of progressing from middle school stage to high school stage. 
It is obvious that accessibility problems and economic challenges are causes of this situation, but on the other hand, adverse approaches of educational professionals, problems in obtaining various kinds of physical tools and facilities, and inclusion problems with their peers while at school should also be taken into consideration. Feedback from other NGOs (ECHA members) support this assumption too. 
In light of the points made above and the data and information extracted from the media, it becomes clear that the problems with the situation became chronic in time. This establishes that the government should take more effective measures with regards to preventing and fixing the problems. 
c) Another problem area is the distribution of disabled students in terms of their gender, which was found out through the examination of MoE data by ECHA. The basis of this examination is the multiple disadvantages of girls who are disabled. As a matter of fact, the data shared in Table 4 supports this idea. 
	Category of Education
	Years
	Total Number of Disabled Students 
	Boys
	Girls
	Rate of Disabled Female Students

	The Total Number of Students in Special and Formal Education
	2014-2015
	259,282
	160,866
	98,416
	37.96%

	
	2015-2016
	288,489
	179,487
	109,002
	37.78%

	
	2016-2017
	333,598
	210,150
	123,448
	37.01%

	
	2017-2018
	353,610
	224,728
	128,882
	36.45%


Table 4: Distribution of disabled students according to years and gender
It is seen that the rate of disabled female students is between 36.45% and 37.96% within the total number of students. This distribution shows that disabled female children are discriminated against in multitudinous ways, and they do not get to exercise their right to equality of opportunity. More importantly, it is clearly shown that the government is neither working to correct this negative situation, nor taking effective measures to help solve the issue. In order to come up with solutions, the government has to fight persistently against the social prejudices that limit girls and it has to screen them to find their numbers and develop every means to include disabled girls, who are deprived of an education in the education system.

[bookmark: _Hlk536541152]In regard to paragraph no. 181 of the State Party Report:
Even though education classrooms at the hospitals are important in allowing disabled children with chronic illnesses to not get detached from education, these classes are not functional enough in terms of aims and goals. Having the same teacher teaching different age groups is the major negative point in this issue. In addition, since distant learning educational programs are not available for students in primary and middle school levels, providing compensation programs for these students where they can benefit in winter breaks or in summer will be functional in solving these problems. 
In regard to paragraph no. 182 of the State Party Report:
As it is indicated in Turkey’s State Report, MoE provides homeschooling to students at the age of compulsory education with health problems (cancer, brittle bone disease, muscular diseases etc.) who are unable to attend classes in a school environment. In order to benefit from homeschooling services, students must obtain medical board reports proving that they are not able to leave indoors for at least four months. In this context, even though a formal request was made to learn the number of students who receive Homeschooling Services from MoE, no reply was received. However, according to news reports, the number of students who benefit from homeschooling is distributed in years as such:  
	Distribution of Students Benefitting from Home Schooling Services per Year

	Years
	Number of students

	2007-2008
	176

	2008-2009
	1004

	2009-2010
	1477

	2010-2011
	1582

	2011-2012
	1962

	2012-2013
	3443

	2013-2014
	4517

	2014-2015
	5049


Table 5: Distribution of students benefitting from homeschooling services per year
Based on the information gathered from field studies conducted by the NGOs within the scope of monitoring, several problems were detected at the start and in continuation of homeschooling services.  
These are listed as follows:
In order to receive homeschooling services, the first application has to be made by the child in person, at CRC offices. As the children are not able to go outdoors for various reasons, their transportation to CRCs for assessment usually poses a problem. 
The personnel providing this service are appointed on a voluntary basis and this results in the shortage of teachers, whom students need the most for extended periods. In a news report (26th of February, 2014, Ankara Gündem Newspaper) it was revealed that no teacher had volunteered to teach a 9-year old child from Sivas who could not go to school due to him having a risk of infection and being orthopedically handicapped, for over a year. 
[bookmark: _Hlk536609792]On the other hand, CRCs do not conduct follow-up and monitoring activities for students who receive homeschooling services. For that, CRCs would need the parents to participate and work in coordination with one another. Moreover, the socio-cultural attributions of the students’ families should be kept in mind and homeschooling services should be in line with such dynamics.

In regard to paragraph no. 183 of the State Party Report:
Special education support is provided by special education and rehabilitation centers that are under the control of MoE. This education support has two aspects. The first one pertains to disabled students who are registered in an inclusive school program or the ones who are registered in special education classes in schools. The other one is related to students who receive neither inclusive nor formal education and benefit from this special education support directly. 
However,
a. Disabled children who are not able to attend formal education classes receive special education only for 8 hours per month at rehabilitation centers, which is utterly insufficient. 
b. Disabled students who benefit from formal education have to be attending school full time during the week, however, students receiving support education delivered in Special Education and Rehabilitation Centers are at a disadvantage since these centers do not have office hours on weekends and they are not equipped to provide services to all beneficiary students in one given day. 

It would be incredibly beneficial if the State of Turkey were to take special measures to overcome these issues mentioned above.

In regard to paragraph no. 184 of the State Party Report:
Data pertaining to informal education comes from the MoE statistics that are derived from CRC and Science and Art Centers (SAC) data. According to MoE “Formal Education Statistics”, the numbers of these institutions and students who received services from them are presented below:




	Statistics on Non-Formal Education Provided to Special Education Students by Governmental Institutions in the School Year 2017/2018

	Name of the Institution
	Number of Institutions
	Number of Students

	Science and Art Centers
	135
	33,720

	Counseling and Research Centers
	238
	645,535


Table 6: Statistics on non-formal education provided to special education students by governmental institutions in the school year 2017/2018
On the other hand, the classification of CRCs as non-formal education institutions is still disputed. NGOs that are a party to this issue criticize this point of view that considers CRCs as institutions providing non-formal education.  
According to 2017/2018 Formal Education Statistics, there are private institutions providing non-formal education. These institutions are special education and rehabilitation centers and private special education schools. The data on these institutions is presented below: 

	Statistics on Non-formal Education Provided by Private Institutions to Special Education Students in the 2017/2018 School Year

	Name of the Institution
	Number of Institutions
	 Number of Students 

	Special Education and Rehabilitation Center
	2,437
	403,104

	Special Education School (non-formal education) 
	37
	4,251


Tablo 7: Statistics on non-formal education provided by private institutions to special education students in the 2017/2018 school year
The data with regards to SERCs is again disputable. Because many students benefitting from SERCs are registered in formal education, but still apply to receive educational support services. The number of students who benefit from these centers has not been separated into ones receiving support education (registered in formal education) and the ones receiving non-formal education only (not registered in formal education). Therefore, the content of the data is open to discussion.  
When we look at the data derived from the media, we still observe violations even in formal education. In the news report published on 12th of May, 2014, in 1 Son Dakika Newspaper, it was reported that a sous-chef course program was opened by a Public Education Center for the only mentally handicapped student living in Aliğa county in Izmir, but this course was shut down after being inspected. Inspectors declared that the content of this course is not suitable for this student and the principal who opened the course received a written warning. This effort that could easily have been taken as a good practice was abruptly discontinued, victimizing both the student and his family; no alternatives or replacements were offered and the principal was penalized instead of having been praised, as a matter of fact, this unfortunate incident indicates  and clearly explains that the education sytem is still limping behind good practices  and its administrators and inspectors are far from the understanding that education is a basic human right. 
In regard to paragraph no. 185 of the State Party Report:
Books in Braille format are distributed to teachers and visually impaired students free of charge. But these books are not published for every course. Especially math and music books in Braille format are never delivered to their users. Moreover, the books published in Braille format have a lot of errors and misspellings. It shows that the texts were not proofread before publication. As to the illustrations in the ink printed books, they are skipped in the books in Braille format with no description.   
For example, in a Social Science book, it reads “Answer the questions by examining the cartoon below”, but for the visually impaired student, it becomes impossible to answer that question as he/she finds no descriptions of the illustration in the book. According to feedback gathered from field studies in November 2018, books for teacher and visually impaired students are still not distributed in full range and revision in 2018/2019 school year. The books are not delivered on time to the teachers and visually impaired students, some of the course books are still not published, the books sent include a lot of spelling mistakes, and the illustrations and images are not described. 
[bookmark: _Hlk549210]In regard to paragraph no. 187 of the State Party Report:
In the guidance handbooks MoE publishes, the essential idea of inclusion is unfortunately not conveyed all the way through and the traces of medical approach are clearly seen. For example, in the handbook titled “Whys and Hows of Inclusive Schools” there is a chapter called “Who Needs Inclusion?” where definitions like “individuals with visual inability” or “individual with mild level of mental inability” are kept on being used. Such expressions focus on the individiuals’ physical inabilities rather than their educational skills. In the text, what a disabled student could and could not do is explained in strict definitions. In a book published to help teachers prepare themselves for inclusion/integration practices, the core idea of integration that is the recognition of individual differences and individual education plans, in other words, the practices developed according to these differences are not mentioned sufficiently. 
On the other hand, in the scope of the project “Empowering Special Education” that took place between the years 2011 and 2013, some books were published titled: “Teacher Handbooks on Integration Practices in Education”, “Integration Practices in Vocational and Technical Education”, “Able School Models for the Disabled: Standards and a Roadmap for Performance Indicators”. These books convey the integration approach thoroughly, but the lack of in-house training based on said books is the major hindrance in reaching out to teachers.  

In regard to paragraph no. 188 of the State Party Report:
Within the scope of Fatih Project, there has been no progress made so far that would benefit of visually impaired individuals. Tablet computers distributed to teachers and visually impaired students do not have accessibility features. Likewise, support is not available on issues like software procurements to activate screen narrators and zooming on the interactive boards set up at schools. Besides, the Education Information Platform (EIP Platform – www.eba.gov.tr), which is in the scope of Fatih Project and meant to provide content, lesson modules, applications, courses and e-materials, is not accessible in terms of its content and usability. This is because of the website and mobile applications not being designed within the rules of universal web accessibility. Corrective efforts are channelled by voluntary initiatives of some NGOs rather than professionally framed work plans, therefore, they are not enough to help the teachers and visually impaired students to use EIP interactively. Similarly, all the course books in EIP are devoid of accessibility and there is still no concrete progress in making these materials accessible.   
Lack of description of the visuals like videos and pictures keeps the teachers and visually impaired students from using these contents.  
Finally, the platform by the name of EBA Ders (EIP Lesson), an internet hub, where students and teachers interact, faces very serious accessibility problems. The effeciency of this segment in terms of its screen narrator software is quite poor. The results of the survey conducted by the Association of Visually Impaired in Education in 2017 confirm the information given above. According to this survey, only 10% of partially sighted disabled students state that course books and videos are accessible. Likewise, the ones who find EIP website accessible is 30%. 

In regard to paragraph no. 189 of the State Party Report:
The first regulation for building codes of public buildings, including educational institutions, in an accessible manner came to floor after a change made in Building Law in 1997. Nevertheless, accessible areas were not built until 2005 and as a result, the provisions regulating accessibility have changed 5 times in the Law Concerning the Rights of the Disabled. Administrations were given 7 years to provide accessibility in public areas and later on this duration was extended 3 more years. The controlling of accessibility was to be made by the boards set up in every province, and if problems were detected during these controls, the administration of the institution would be fined. However, at the end of the given 10 years, no penalties were given to any public areas including educational institutions. 
It becomes obvious that even in the newly constructed buildings, accessibility rules have been broken as they are stated in the control reports. For older constructions, efforts are only superficial. For example, in 2014, 78 schools were chosen from 81 provinces in Turkey and a budget of 850 thousand Euros was allocated in total for the alterations. In fact, there are 56,506 schools in total including all primary, middle and high schools according to the data from Turkish Statistical Institute in the 2013/2014 period. Making partial alterations in only 78 of them is a concrete indicator that the issue of accessibility is simply overlooked.
On the other hand, we do not have full information about the accessibility of these 56,506 schools. Therefore, the	question of how many of these schools are available for what persons remains unanswered. We can only speculate over the issue of accessibility in educational institutions by means of news reports in the media. The news about parents carrying their children on their backs up the school stairs are not a novelty. 
There are also serious hindrances on the path of disabled persons’ access to supplementary educational tools they need in the course of their eduction.
· Visually impaired individuals are not able to access the course books and notes prepared in Braille format,
· For the partially sighted, glasses with magnifying lenses and boards are not sufficient in numbers, 
· There are no recorded audio educational materials, 
· Facilities in audio libraries are poorly developed, 
· Computer and internet based tools and applications designed for visually and hearing impaired are not developed enough,
· FM earphone system is not used at the educational areas where hearing impaired individuals attend,
· Plain, simple and narrated objects and materials for course curriculums are not sufficiently available. 
Pursuant to Law CRD, school vans that students use for transportation are to be accessible by 07 July 2018. Currently, it is not possible to say that they are accessible at all. 
Lack of measures taken regarding transportation systems, urban areas, physical conditions, information technologies, information and communication, and consequently, the results of the State’s not fulfilling its obligations affect the educational statistics of disabled persons in a negative way. There are serious differences between the rates of disabled individuals and others. The rate of illiteracy among disabled persons is 41.60% whereas it is 5.78% among others.   

In regard to paragraph no. 190 of the State Party Report:
Accessibility standards applied to the exams given for passing from one school stage to another are very strict. Same kind of support is given to students with disparate needs. For example, for Murat Kefeli, a student with multiple disabilities, a staff member was assigned to read and mark his exam paper to help with his visual impairment, but his hearing impairment was not taken into consideration. A lawsuit was filed in 2010 and the court decided against the organizing institution and ordered a compensation payment on the grounds of insufficient accessibility arrangements.
On the other hand, the qualification of individuals who work as support personnel in exams like markers etc. is disputable. When a support person does not know English in an English exam, or when he/she is not familiar with mathematical terms or any other related terminology and yet keeps on assisting the student, the student’s success is negatively impacted. 
On the other hand, some schools accepting students through talent exams do not admit disabled students in just because of their disability even though they pass the exam. For example, Ceyda Evrim Çam, a visually impaired student, was prevented from attending music classes in a conservatory just because she was visually impaired. After exhaustion of domestic remedies, claimant applied to European Court of Human Rights (ECHR, application no. 51500/08) and ECHR decided that Article 14 regarding the prohibition of discrimination, and Protocol No.1 Article No.1 regarding the guaranteeing of the right to education was violated.  

[bookmark: _Hlk536775015]In regard to paragraph no. 195 of the State Party Report
There are serious shortages of teachers to work in special education classes, special education schools and special education rehabilitation centers, and the ones already work in those institutions lack many qualifications. 
MoE introduced a special practice to compensate the increasing shortage of homeroom teachers for mentally handicapped students. By means of issuing a regulation[footnoteRef:6], it facilitated an opportunity to have other branch teachers attend a 90-hour certificate program and change their area of teaching and gain the status of a special education teacher. However, these practices of MoE were passed to court. “2nd Department of State Council granted a motion for a stay of execution in changing branch areas of teaching for probable vacancies with the decision numbered April 12th,2013.”[footnoteRef:7] Subsequently, MoE made a regulation and started a new practice by organizing a 540-hour certificate program for home teachers to change their area to become teachers for mentally handicapped.[footnoteRef:8]  [6:  See Also the Decision No.80 made by Board of Education https://www.turkiyeegitim.com/talim-terbiye-kurulu-80-sayili-karari-guncellendi-50158h.htm (last accessed: 20 November 2018). ]  [7:  The Announcement of MoE DG for Teacher Training and Development, 20.12.2013, No. 43501582/774.01/3924194 http://www.memurlar.net/haber/440818/ (last accessed: 20 November 2018).
]  [8: The Announcement of MoE DG for Human Resources, 10 December 2013, No. 68898891/903/3769756 on changing branch areas, http://personel.meb.gov.tr/meb_iys_dosyalar/2013_12/11043959_alandeiiklii.pdf (last accessed: 20 November 2018)
] 

The hours of classes taken for certification were raised with this change, however the jury is still out on the capability of unqualified teachers successfully teaching special education classes.
The practice mentioned above continues since 2009. In fact, according to the data received from MoE within the scope of ECHA monitoring studies, the number of teachers who became special education teachers by changing their area in 2017/2018 school year is only 3020. 
These practices of MoE prove the existence of the shortage of graduate and qualified educators. One might think whether or not the experts who will graduate from higher education could fill in all this vacancy. But the likelihood of filling all the vacancies with recently graduated educators is exteremely low. The number of graduates (from the universities that are under the General Directorate of Higher Education) on a yearly basis do not seem to meet the overall need. 
There is one more important issue that should not be missed in the course of evaluating this information that is not only the special education classes of MoE or special education schools of MoE require those field experts cultivated by the universities that are under the general directorate of higher education, but also the private special education and rehabilitation centers need them. In other words, the private institutions also demand field experts. Moreover, MoE does not seem to be able to appoint a large number of staff at once so that all the needed positions are filled. 
As one may notice, the shortage of special education experts is not only a problem that MoE schools face, but also the special education and rehabilitation centers that are under the umbrella of private education institutions. It is a known fact that the need for experts in such institutions is usually supplied by different branches (in the shortage of special education experts, psychologists are employed to conduct special education sessions). 

In regard to paragraph no. 195 of the State Party Report
The legislation pertaining to solving the issues with sign language, did not produce the desired results just like with the cases of other disabilities. The Turkish Sign Language Dictionary was published in 2012 and the extended version was published in 2015, Turkish Sign Language Lessons and Education Materials for Grade 1 Teachers and Students of Hearing Impaired Schools were published in 2016. As the incidences between between 2006 and 2018 suggests, local differences in the current lexicon of sign language and the long debates wasted a lot of time in the whole course of activities.  
The dictionary provided standardization in educational methods and, but the sole presence of a dictionary does not suffice as it is not a regular education material. The arranged 120-hour or over (200-hour) sign language courses have not been efficient as a result of the insufficient academic dimension of the material. As these trainings and certifications are completely dependent on MoE and to its modular program and these modules are developed without perspectives and support of NGOs and Universities, they do not contain information about issues like the culture of hearing impaired persons and their community, differences of hearing impaired individuals, kinds of hearing impairments (cochlear implant etc.).    
As a result, many of the teachers give their lessons without knowing the “culture of hearing impairment” and the other points mentioned above. Some expert educators base their lessons solely on Turkish Sign Language Dictionary disregarding the importance of practice. 
Notices were given and statements were made by the NGO directors (within ECHA), translators and educators that the structure of Turkish Sign Language Science and Approval Board (TSLSA) is not inclusive, objective or fair. 

In regard to paragraph no. 197 of the State Party Report
Even though Turkish Sign Language Dictionary was prepared, the issue of the shortage of competent educators still remains. MoFLSS appointed sign language translators to every province. But on the back of what criterion they were chosen and who they are is still not clear. The appointed translators are also very few in number. Today there is only one appointed translator even in the Istanbul Province Directorate of MoFLSS. 
It is not realistic to think that the shortage of sign language translators all over Turkey will be resolved by persons graduating from 200-hour courses designed by Public Education Centers, which operate under MoE. In fact, having them as translators hurts hearing impaired persons the most. Inaccurate translations in courthouses, police stations and hospitals and various other institutions cause more sufferingand it has been observed that the number of such incidents is increasing.     

In regard to paragraph no. 199 of the State Party Report
“Special Education Reinforcement Project” had been a significant study in conveying the integration/inclusion practices to teachers in line with UN CRC. During the Project, the essentials of integration were explained by means of publications and these publications were brought to the interest of teachers during in-house trainings. Right after the completion of this Project, there had been some unfortunate practices in the Ministry that directly contradicted the nature of reinforcing integration practices. One of the components of the Project was the enhancement of integration practices in vocational and technical education. In this respect, a guide book was prepared by the name of “Integration Practices in Vocational and Technical Education” and teachers selected from pilot schools were trained in terms of integration practices. However, MoE decided to open special education classes in these high schools as it was stated in a circular issued by the related General Directorate dated on February 25th, 2015 and to place the mentally handicapped (mild) students and students with autism in these special education classes. The Project, which substantial financial resources channeled to, and its outcomes were not maintained and the targets in strategy documents were not followed. Unfortunately, this situation is not an outlier. 
Within the scope of this Project, assessment tools in CRCs were aimed to be renewed and updated, and accordingly, the adaptation of new tests and the trainings of the personnel who would use these tests were completed, but yet again, none of the assessment tests were put into use in the CRCs. 
In addition, the fast rotation of middle and high ranking bureaucrats hampers the efficiency of transferral of knowledge and experience attained from the projects to  just recently assigned personnel, impeding the sustainability of the activity, and affecting the quality of trainings in a negative way. 
2. Some Issues that were not Mentioned in Turkey’s State Report
2.1. There is no structured medical system for handling some specific disabilities or handicaps in the school environment. Especially for children with severe food alergies and diabetes, the means of accessing appropriate nutrients are not available at the schools, it is significant and even vitally important to have health personnel at the schools where children with these kind of diseases attend. Besides, these children should be registered in schools that  are located near to hospitals, the problem still remains as there is no legislation available to help any of the issues mentioned above. 
2.2. According to Turkish education legislation, medical board reports need to be given official sanction recurrently. However, this procedure contains severe bureaucratic hindrances. The demand of the signature of branch doctors who are not directly related to the disability of the child turns the procedure to a tiring ordeal. As the signature of other doctors are demanded, it has been witnessed that some gradings errors are made. Therefore, the health professionals who will be members of the medical board ought to receive training on disabilities and their pathology. 
2.3. Another issue that affects the lives of disabled persons indirectly, if not directly, is  the content of the course books used in schools about disabled persons. In fact, the content in the books mold the social perception and social attitude, and this molded perception and attitude affects the way how disabled persons are perceived and also affects the quality of services they receive. 
The primary, middle and high school course books of 2013/2014 school year have been screened by TOHAD (an ECHA member) and Department of Sociological Studies, Istanbul Bilgi University (SECBIR). The same study was repeated in 2017 and it was observed that almost all of the problems detected in the first study continued as they were. 
The course books examined in the first study were books used at schools in the 2013/2014 school year and they were as follows; 1-8 grades Turkish, 1-3 grades Life Skills, 4-8 grades Social Studies (course books and workbooks), 4-12 grades Culture of Religion and Ethics, 9th grade Health Studies, Middle School Sociology, 8th grade Citizenship and Democracy Education, Middle School Democracy and Human Rights. In the framework of the study, 68 books[footnoteRef:9] were examined.  [9:  The list of the screened books. See Also: www.engellihaklariizleme.org/tr/files/belgeler/ekler.xls for the attachments containing the texts (last accessed: 20 November 2018).
] 

Some of the results of the survey could be listed as such: 
· The usage of three concepts (disabled, handicapped, impaired) were studied. It was detected that these three concepts were usually used in the context of “deficiency”, “disease”, “imperfection” and “someone being helpless and in need of care”.
· Regarding the illustrations and photographs (images), the reported images are 20 wheelchairs, 6 walking sticks, 5 visually impaired persons in total. In these images, disabled persons are depicted as incapable and helpless. There were several positive examples depicting the disabled persons incorporating into social life.    
· In the course books, disabled and handicapped persons are not seen as “regular individuals”. Disability is seen as a disease on the duality of health and sickness, and especially in the course book on Health Studies, the links to the the concept of “disease” appear in the text of the book. 
· Disability is usually addressed in books under the title of “Our Differences”. There are provoked expressions of pity implying that one should accept the differences of the disabled person “even though he has defects and deficiencies”. Such expressions reinforce the stereotypical judgments against disabilities. 
· In almost all of the books, especially in the books of Culture of Religion and Ethics, disabled persons are considered as a social group that is helpless and mentioned along with concepts like “sick, old, weak, poor, powerless”. 5 of all samples about disability that were detected in the course books of Culture of Religion and Ethics relate to being in need of care. 
· In Turkish course books, some characters were named simply as the Blind/the Deaf/the Mute, and these characters are depicted as “good people even though they are blind/deaf/mute”. 
· The term handicapped appears rather in conceptualizations of “something that happens after an accident”. Disabled persons are seen as people who need to be taken care of and it is advised that one should support them.  
· Another pattern frequently seen is that the expression of “making them regular members of the society”. The approach of “making them” feeds the stereotypical judgements of aiding and pitying. In addition, according to this approach, the source of the problem is the disabled person himself. In fact, disability is an issue of human rights and involves all segments of society.  
























The number of Disabled Students in Inclusive Education Distributed to Years
2015-2016	
Inclusive Education (Primary School)	Inclusive Education (Lower Secondary School)	Inclusive Education (Upper Secondary Education)	81380	92032	27730	2016-2017	
Inclusive Education (Primary School)	Inclusive Education (Lower Secondary School)	Inclusive Education (Upper Secondary Education)	94897	109684	34320	2017-2018	
Inclusive Education (Primary School)	Inclusive Education (Lower Secondary School)	Inclusive Education (Upper Secondary Education)	105098	108753	41318	
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