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The aim of the study is to demonstrate the reflections of social studies teachers'
beliefs regarding inclusion and their students in in-class practices. The survey,
conducted by the case study method, was performed with three Social Studies
teachers. Observation and semi-structured interviews were used as data collection
techniques. Data obtained from observations and interviews were analysed by content
analysis. In the study, it has been found that teachers have the belief that academic
objectives should be pursued during inclusive practice, in accordance with the modern
philosophy of inclusion. In addition, teachers have the perception that the inclusion
students can learn every subject up to a certain level. It was identified that teachers
cannot turn these beliefs into practice, and inclusion students are "neglected". It was
concluded that this gap between belief and practice is caused by factors such as
inadequate pedagogical content knowledge, inability to comprehend the philosophy of
inclusion, the gap between the theoretical education and practice, and inadequate
education resources at school. Depending on the obtained results, suggestions were
made towards increasing teachers' self-efficacy on inclusive practice, establishing a
direct connection between education faculties and schools, and ensuring coordination
between the stakeholders.
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Bu galismanin amaci, sosyal bilgiler 6gretmenlerinin kaynastirma uygulamasina ve
ogrencilerine iligkin inanglarinin sinif igi pratiklere yansimalarini ortaya koymaktir.
Durum galismasi yontemiyle yuritilen arastirma, Ug sosyal bilgiler 6gretmeni ile
yuratilmustir. Arastirmada, veri toplama yontemlerinden gozlem ve vyari
yapilandiriimis gorisme formu kullaniimistir. Gézlem ve gorismelerden elde edilen
veriler igerik analizi teknigiyle incelenmistir. Calismadan elde edilen sonuglar
dogrultusunda; 6gretmenlerin, modern kaynastirma uygulamasi felsefesine uygun
olarak, kaynastirma uygulamasinda akademik amaglar da guidilmesi gerektigi inancini
tasidiklari belirlenmistir. Ayrica, 6gretmenlerin kaynastirma 6grencisinin her konuyu
belli bir seviyede &grenebilecegi anlayisi yerlesmis durumdadir. Ogretmenlerin bu
olumlu inanglarini uygulamaya donustiremedikleri ve bu 6grencilerin “ihmal” edildigi
tespit edilmistir. Inang ve uygulama arasinda; disiik 6z yeterlik inanci, yetersiz
pedagojik alan bilgisi, kaynastirma uygulamasinin felsefesini kavrayamama, teorik
egitim ile uygulama arasindaki bosluk ve okuldaki egitim olanaklarinin yeterli olmamasi
gibi nedenlerle bir bosluk olustugu tespit edilmistir. Elde edilen sonuglara bagh olarak,
o6gretmenlerin kaynastirma uygulamasi ile ilgili 6zyeterliklerinin arttiriimasi, egitim
fakilteleri ile okullar arasinda organik bag kurulmasi ve paydaslar arasi
koordinasyonun saglanmasi yoniinde neriler getirilmistir.
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Introduction

The practice of educating students with special needs or disabilities (SWDs) in a regular class
environment (inclusion) has become significantly widespread during the historical period starting from
the mid-1970s until the 21st century (Kiely, Brownell, Lauterbach & Benedict, 2015). This impelled the
researchers to become interested in teachers' beliefs and attitudes towards including the SWDs in the
class environment. Understanding teachers' beliefs on SWDs is important as the beliefs have a
significant effect on their actions in the class (Borko & Putnam, 1996; Calderhead, 1996). In addition,
teachers use these belief systems when making decisions regarding teaching practices (Buehl & Beck,
2015). In this regard, it is important to retrace the different types of beliefs the teachers have in order to
reveal how their minds and actions operate. This is because teachers' actions resulting from their beliefs
affect the successful progress of inclusion students (Kiely et al., 2015).

Development Process of the Concept of Inclusion

First practices of special education have arisen in the shape of "education in different school or class"
depending on the type of individual disability. However, "normalization" and "least restrictive
environment" principles which have arisen in the 1970s paved the way for a new concept and from then
on, "inclusive education" practices started to gain acceptance. In this context, the concept of SWDs
continuing their education with their peers have begun to settle. While inclusion initially primarily
meant physical placement in general education classrooms, today, the concept of providing inclusion
students’ access to general education curriculum is accepted (Sorrells, Rieth & Sindelar, 2004). Although
various definitions of inclusion have been made (Lewis & Doorlag, 1999; Wolfe & Hall, 2003); making a
definition which will also accommodate the elements that are covered by the definitions mentioned
here is considered sufficient. According to this definition, inclusion is "the full time or part time
education of the student with special needs in regular education classrooms, which are the least
restrictive educational environments, provided with the required support services" (Kircaali-iftar, 1992,
p. 45). In this context, educational environments providing education services for individuals with
special needs (from the least restrictive to the most restrictive) can be listed as general education
classes, special education classes in general education schools, separate special education schools,
boarding special education schools and home / hospital.

Throughout the historical process, the concept of inclusion has been transformed into systematic
and overarching practices that meet the needs of the inclusion students, as well as other students in the
classroom and the classroom teacher (Friend & Bursuck, 2012). This requires the stakeholders to work in
harmonious cooperation and making physical structures of general education classes suitable for
inclusive education (Batu, 2005; Kargin, 2006). Enabling inclusion students to make academic and social
gains by the inclusion requires preparation of individual education programs (IEP), identification of the
degrees of readiness of the inclusion student, positive attitudes and behaviours of teachers,
development of a sense of respect for differences in the other students in the classroom, and enabling
the students with special needs to actively participate in the education processes (Wolfe & Hall, 2003;
Wood, 2002). It can be said that in order to achieve success in inclusive practices, one of the most
important roles is the role of the teachers. This is because the teacher is the one who plans, practices
and coordinates the cooperation between the stakeholders, and who meets face-to-face with the
student.

Teachers' Beliefs on Inclusion

There are many factors that can affect teachers' beliefs on inclusive practices. These factors are;
teachers’ age, the perception of self-efficacy and professional experience, academic success level of the
class where the education is performed, and the level of support of the school administration and
support service personnel (Imrak, 2009, Kircaali-Iftar & Batu 2007; Kiely et al., 2015). In this context, it is
important to show how teacher's beliefs can change depending on the type and level of students' needs,
the subject taught, the teacher's self-efficacy, or the teacher's beliefs about the nature of learning.
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Although in the study by Scruggs and Mastropieri (1996) two thirds of general education teachers
supported the idea of part- and full-time inclusion; only one third or one fourth of the supporting
teachers stated that they had the sufficient time, preparation or resources to effectively involve the
students with special needs in the teaching process (Scruggs & Mastropieri, 1996). Based on these
findings, researchers have come to the conclusion that general education teachers are not as prepared
as they were 20 years ago to provide the necessary services to the inclusion students. DeSimone and
Parmer (2006), who had similar results with this study, found that despite their positive attitudes
towards the idea of inclusion, teachers were concerned about its implementation. The causes of these
concerns can be listed as the kind and severity of the disability (Imrak, 2009; Kircaali-Iftar & Batu, 2007;
Scruggs & Mastropieri, 1996), scarcity of resources such as time, the inadequacy of in-class support
(Kiely et al., 2015). Overall, the findings from these studies can be indicative that although most of the
general education teachers have positive views of inclusion, they also have reservations about
implementing inclusion, which can be regarded as a barrier to obtaining the desired benefit from the
inclusive practice.

Teachers' Beliefs on Teaching and Learning of Inclusion Students

Special education has a significant experience in identifying the research-based practices which
would contribute to the learning of students and on educating the teachers to use these practices.
Teachers' beliefs on the acceptability of these interventions is an important consideration for them to
integrate research-based practices into their instruction (Kiely et al., 2015). In addition, it was found
that, with pragmatic concerns, teachers do not prefer evidence-based practices (Boardman, Arguelles,
Vaughn, Hughes & Klingner, 2005). In this regard, teachers should be enlightened on issues such as the
time the practice will take, its suitability to the student's level and its degree of meeting the students'
needs (Boardman et al., 2005). In this respect, researchers should bring the dark spots to light by
providing sufficient information to teachers on the issues they are concerned about as this can be
important for the implementation of research-based practices in the classroom environment. By this
way, inclusive practices will be based on a systematic foundation and an important step will be taken
towards obtaining the expected benefit from the practices.

The effect of teachers ' beliefs on SWDs and disability on in-class practices is another issue that
should be discussed. It was found that general education teachers' beliefs on disability and the role
these beliefs play in the education of SWDs are related to the in-class practices used in the education of
SWDs (Jordan & Stanovich, 2001, 2003, and 2004). In this regard, it is thought that it would be helpful to
focus on the teachers' beliefs and classroom practices in order to conduct the inclusive practices
properly and achieve the desired success. Jordan et al.,, (2010) reported that teachers' beliefs on
individuals with special needs are correlated with their teaching practices. In this study, they have also
shown that while Pathognomonic (diagnostic) teachers believe that the disability has an unchanging
quality intrinsic to the student and teachers can do very little to improve individuals with special needs,
interventionist teachers believe that disabled students can be successfully educated via placement
(integration) and classroom teachers are responsible for ensuring student learning. In conclusion,
researchers demonstrated that teachers with interventionist beliefs find more time on instruction, time
engaged in individual and small group talk, and time in academically focused talk, and they are overall
more effective in these areas (Stanovich, 1994; Stanovich & Jordan, 1998).

Since the educational reforms are usually based on novel ideals that are not part of teachers' existing
belief systems, when a new educational reform is presented, teachers initially experience disparity or
suspicion, which creates a gap between expectations and practice (Fives, Lacatena & Gerard, 2015). But
if the teachers are motivated enough, they integrate the new beliefs into their existing belief systems
(Gregoire, 2003). However, since attempts to change beliefs can result in resistance, teachers do not
agree on a new orientation and can show resistance as they may lack awareness, confidence, knowledge
or skill to implement a novel idea (Rodriguez, 2005). Ertmer (2005), who tried to explain the source of
this resistance by using first or second-degree barriers to teachers' problems regarding technology
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integration, had based this subject on a more systematic foundation. In their study, Shevlin, Winter, and
Flynn (2013) demonstrated that some teachers are distant, or even resistant to inclusion.

Teachers' Self-efficacy Beliefs

Self-efficacy belief is the person's judgment regarding his/her ability to perform a certain duty in a
certain context (Bandura, 1986). In this respect, it can be thought that self-efficacy beliefs of teachers
working with SWDs depend on their beliefs about their abilities to give both special and general
education to SWDs and to work with different students (Kiely et al., 2015). The findings from the studies
on this subject have shown that teachers with a higher perception of self-efficacy regarding the
education of SWDs have developed positive attitudes towards the inclusive practice (Podell & Soodak,
1993; Soodak, Podell & Lehman, 1998). From this point forth, it is important for the success of the
inclusive practice to identify the resources that support teachers' beliefs on self-efficacy and to provide
support where needed. These resources that affect the teachers' beliefs on self-efficacy and attitudes
can be listed as follows; teachers' experiences on special education or inclusion (Minke, Bear, Deemer &
Griffin, 1996), their educational efficacy (Brownell & Pajares, 1999), their pre-service education
(Brownell & Pajares, 1999; Kircaali-Iftar & Batu, 2007) and the in-service courses they attend (McHatton
& Parker, 2013; Swain, Nordness & Leader-Janssen, 2012). In this context, it is considered important to
increase the teachers' perceptions of general education efficacy by increasing the teacher candidates'
efficacy on both the special and general education particularly during pre-service education. This is
because teachers with a higher teacher efficacy consider themselves more successful in educating
individuals with special needs (Brownell & Pajares, 1999). When the studies are analysed from a holistic
point of view, it is seen that teachers' perceptions of self-efficacy are one of the important factors that
affect their beliefs on the placement of SWDs and their educational processes. In this respect, it will be
useful to determine objective evaluation criteria by elucidating these efficacies in more detail.

Planning Education in Inclusion

When making education planning towards teacher's inclusion practices, both the student's and the
classroom's needs should be identified, and an educational design based on these needs should be
developed (Iftar, 2012). By this way, a positive classroom environment is established and an educational
environment suitable for both the academic and social development of the SWD is created (Iftar, 2012).
Regulations that can be done in this direction can be described as organizing the classroom (physical
structure, atmosphere), teaching (group, face to face, peer, etc.), teaching materials (diversification,
organization, etc.) and teaching methods (direct, exploratory, providing temporary support, etc.) (Friend
& Bursuck, 2012). In addition, researchers have given these regulations a planned and systematic
structure in identifying the demands of the classroom, identifying the strengths and needs of the
students, detecting the students' potential areas of success, investigating the potential areas of
problem, using the obtained information to design differentiated teaching, implementation and
evaluation of student improvement (Friend & Bursuck, 2012).

Individual education programs (IEP) are another vitally important element for the success of
inclusion. The IEP prepared for each inclusion student should elaborate on what behaviours inclusion
students will gain, and where, by whom, how, and how long (Eripek, 2007). This roadmap should include
the stages such as the student's level of readiness, short and long-term objectives, duration of
participating in the general education, required services and adaptations, action intervention plan,
evaluation approaches and transition plan (Ministry of National Education [MNE], 2006; Eripek, 2007).

Inclusion in Turkey

Turkey can be considered as at the same level with the developed countries such as Finland, which
has been successful in the field of education through integration; England, that has become a prominent
country with its multifaceted and gradual evaluation; and USA that has the least restrictive environment
and legal regulations. Carrying out the special education services of the SWDs, as far as possible,
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together with their peers are governed by the Decree Law No. 573 on Special Education (1997) and
Regulation on Special Education Services (2006). Since these legal arrangements have not been realized
sufficiently until the past 10 years, the desired success from inclusive practices could not be achieved
and practices did not become adequately widespread. However, with the ninth development plan
(2007-2013), works performed towards prioritizing the inclusive practices in the education of the SDWs
and making the existing physical conditions of the schools suitable (SPO, 2009) made the practices
increasingly widespread. According to MNE 2010 figures, while the total number of students benefiting
from inclusive practices in primary and secondary schools in 2006 was 54,309 this number increased to
72,425 in 2009 and to 161,295 in 2013 (MNE, 2010, 2013). As it is clear from this data, it can be said that
important developments have been made towards increasing the popularity of inclusive practices in the
last 10 years (MNE, 2013). However, since sufficient special education support services such as resource-
room, field tutoring, and special education consultancy (Kargin, 2004) are not available, inclusion in our
country primarily means rather physical placement of SWDs in the classroom (Sara¢ & Colak, 2012).
When these data are evaluated together, in order to obtain the desired advantages from inclusion
practices it becomes a necessity to make the practices more qualified by making these practices more
widespread as well as providing the required support services. In addition, it will be useful to
demonstrate the faulting aspects of the practice and to make suggestions for solutions through
academic studies.

The Importance of the Study

Increasing popularity of inclusive practices since the end of the 20th century directed researchers
towards working on the implementation aspect of the process. The commonly held concept of inclusion
today argues that physical placement of students is not sufficient and SWDs should be given access to
general education curriculum according to their characteristics of development (Scruggs & Mastropieri,
1996). Although Turkey is making quantitative progress in terms of legal regulations with the inclusion in
the last 10 years, it has not reached the expected quality level yet. In this regard, the participation of the
SWDs in the course processes in general classroom environments and showing what the teachers'
beliefs and practices are on this subject are considered important. Moreover, considering the effects of
teachers' beliefs on in-class practices (Stanovich, 1994; Stanovich & Jordan, 1998), one aspect of the
studies on inclusive practices should be the demonstration of teachers' belief systems on SWDs. In this
respect, demonstrating the reflections of teachers' beliefs on this subject in in-class practices is
considered important to obtain the desired benefit from the practice. After the literature review, it was
found that there were not enough studies that reveal teachers' beliefs on SWDs and education and the
reflection of these beliefs on in-class practices (Kiely et al., 2015), and it was considered that performing
a study on this would contribute to the improvement of the present situation.

The Aim of the Study

The aim of this study is to demonstrate the reflections of Social Studies teachers' beliefs on inclusive
practice and students on in-class practices. In this context, the study will shed light on fundamental
problems of teachers and students during inclusive practices and will be able to contribute to solving the
problems. From this point on, the research questions are as follows:

1. What are the beliefs of social studies teachers about inclusion?
2. What are the beliefs of social studies teachers about inclusion students?
3. What is the reflection of teachers' beliefs about inclusion practice in classroom practices?
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Method
Research Design

This study has been performed by using the "case study" method since its aim is to investigate the
reflections of teachers' beliefs on inclusive practice and students in in-class practices in a real
environment (Yin, 1994). One of the reasons for preferring this method is that it allows in-depth data
collection within a short time (Creswell, 2012). In addition, as the study involves multiple situations that
can be discussed holistically, holistic multiple situation case design was preferred as the case study
design (Yin, 2014, p. 50). Each participating teacher was analysed in a holistic approach in itself, and the
participants were then compared with each other. For this purpose, multiple data collection tools
(observation and interview) were used in the study. The data obtained by these data collection tools
were presented in a way that they will complement, support, or explain each other.

Participants

This study was conducted in the spring semester of the 2016-2017 academic year, with three social
studies teachers who had inclusion students in the class. In the planning stage of the study, 5 secondary
schools with inclusion students were identified and required permissions were obtained, and after the
pre-interview, the study was conducted with three teachers who volunteered to participate. Participants
of the study were identified using convenience case sampling method, which is one of the methods of
purposive sampling. In this sampling method, the researcher speeds up the study since he chose a close
and convenient case (Yildinm & Simsek, 2011). In this context, affordability was considered regarding
the transportation, communication opportunities and time for the interviews, and teachers who can be
reached easily were determined. All participants took part in the study on a voluntary basis. Due to
ethical principles and security grounds, each participant was encoded as Participant 1 (P1), P2, P3, and
so on. General characteristics of the participants are described below.

Table 1.
Participants.
Professional Pre-service Training  In-service Training  Diagnosis of Inclusion
Participants Branch Experience for Inclusion for Inclusion Students
P1 History 16 Not taken Taken Mild level of learning
disability

P2 Social 14 Not taken Taken Mild level of learning
Studies disability

P3 Social 15 Not taken Taken Mild level of learning
Studies disability

P1: The school P1 works at is one of the leading secondary schools in Bursa, with a history of 20
years. The school, which is a double shift school (morning-afternoon), has 24 classrooms, 70 teachers
(two special education teachers, two counsellor teachers), four administrators and 700 students. In
addition, the neighbourhood the school is located at comprises people with middle to a high level of
socioeconomic status. Technological facilities (interactive whiteboard, projector, etc.) in the classrooms
of the school are not sufficient. In addition, the physical structure of the school also needs
improvement.

The student in P1' s class is inclusion who is diagnosed with mild learning disability. The student has a
good social adaptation and does not exhibit behaviours that disrupt the course flow but cannot actively
participate in the course. The inclusion student in P1's class sits with his/her peers where he/she can
easily participate in the course processes. This seating arrangement also facilitates his/her
communication with the teacher. However, the student occasionally sits in the back row by changing
his/her place and the teacher connives at this situation. In addition, the student receives the supportive
education from the classroom teacher (P1).
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P2: The school P2works at is one of the leading secondary schools in Bursa, which has a history of
nearly 100 years. The school, which is a double shift school (morning-afternoon), has 34 classrooms,
approximately 60 teachers (two special education teachers, two counsellor teachers), three
administrators and 1000 students. In addition, the neighbourhood the school is located at comprises
people with a middle level of socioeconomic status. The technological facilities of the school classes are
sufficient. With its recently renovated building, the school provides education in modern physical
conditions.

The student in P2's class is inclusion student who is diagnosed with mild learning disability. Although
the student tries to actively participate in the course, he/she has social adaptation problems from time
to time and also exhibits behaviours that will disrupt the course flow. The inclusive student in P2's class
sits with his/her peers. This seating arrangement has certain disadvantages in terms of attendance to
the course processes and communication with the teacher. In addition, the student receives the
supportive education from a teacher who does not attend the student's classes.

P3: The school P3 works at is one of the leading secondary schools in Bursa, with a history of 21
years. The school, which is a double shift school (morning-afternoon), has 20 classrooms, 70 teachers
(three counsellor teachers), four administrators and 700 students. In addition, the neighbourhood the
school is located at comprises people with middle to a high level of socioeconomic status. The
technological facilities of the school classes are sufficient. In addition, the school's physical structure is
adequately suited to education and training.

The student in P3' s class is inclusion student who is diagnosed with mild learning disability. The
student has a good social adaptation and does not exhibit behaviours that disrupt the course flow but
cannot actively participate in the course. The inclusion student in P3's class is sitting with his/her peers
where he/she can easily participate in the course processes. This seating arrangement also facilitates
his/her communication with the teacher. In addition, the student receives supportive education from a
teacher who does not attend the student's classes.

Data Collection Tools

In this section, information about interview and observation techniques used for data collection is
provided. In the study, initially, observations have been made to see the situation as it is. Teachers were
given general information about the subject of observation, but it was not mentioned that the focus is
directly on the inclusion students. By doing so, the aim was to demonstrate the existing situation as it is.
Interviews were held based on the observations.

Observation: In the study, the observation technique was used to demonstrate the reflections of
teachers' beliefs on inclusion practice in the in-class practices and to look into the coherence between
the belief and the practice. Based on unstructured pilot observations and the literature (Patton, 2014),
observation protocol (Appendix 1) was generated. After the expert opinion was obtained, the protocol
was finalized. The observation protocol used in the study was divided into three sections, which are
planning, teaching process and behaviours and situations observed in the evaluation stages.

Observation should take as long as it is required for the researcher to achieve his/her purpose
(Patton, 2014). Since the observed actions and practices were repeated without any significant change
for five weeks, the observation period was considered sufficient and the observation was terminated at
the fifth week and the researchers moved on to the interview stage of the study.

Interview: Semi-structured interviewing technique was used in the study to obtain in-depth data
about the teachers' beliefs on inclusion practice, on the nature of the inclusion student, on the learning
of the inclusion student, and the teachers' perception of their own self-efficacy. The interview form
consists of 14 questions. By using the literature (Sadioglu, 2011), the questions were prepared by the
researcher. The interview form was finalized after evaluating prepared questions in terms of being clear

457



Ahmet COPUR — Pegem Egitim ve Ogretim Dergisi, 9(2), 2019, 451-490

and comprehensible, valid in terms of content and serving the purpose, by an academician specialized in
inclusion. The interviews lasted 50-60 minutes depending on the answers given by the teachers.

Some changes were made to the questions after the pilot interview was held and the opinions of the
academician were received. For example, the question; "What are the educational or behavioural
problems you experience with the inclusion student? How do you solve these problems?” was
rearranged as "Are there any educational or behavioural problems you experience with the inclusion
student? If so, how do you solve them?” as the initial question assumes that there must be a problem.
After these processes, the final version of the interview form was given to 3 participants.

Validity and reliability: Data diversification (observation and interviewing methods), member
checking, and peer review (Creswell, 2009) increase the validity of the study. In addition, receiving an
expert opinion and systematically introducing the research process with all its dimensions are the other
factors that increase the validity of the research. In order to ensure the reliability of the data in the
study, repeated control and continuous comparison of the data was performed (Gibbs, 2007). In
addition, cross-checking of the analysed data has been conducted by a different researcher to ensure
the reliability of the study.

Data Analysis

This section provides information on the analysis process of the data obtained through the data
collection tools.

Analysis of observation data: "Observation Evaluation Rubric" was developed in order to evaluate
the observations carried out within the scope of the study. This rubric has been developed based on the
literature (Cerezci, 2015; Kurt, 2015) and on the researchers' observation process, in light of the
opinions of the experts in the field. The rubric developed within the scope of the study comprises
teaching-learning and evaluation process dimensions. The teaching-learning process dimension is
divided into five sub-dimensions, which are; ensuring participation (two items), asking questions (four
items), activity (three items), method-technique (three items) and communication (one item). The
evaluation dimension is divided into three sub-dimensions, which are; individualization (two items),
assessment (two items) and adaptation (one item).

The developed rubric (Appendix 2) consists of 18 items, 13 of which are in the sub-dimension of
creating teaching opportunities and 5 in the evaluation. For each item in the rubric, there are three
success levels, 0, 1, 2, which are scored as 0 (weak), 1 (average) and 2 (good). In addition, each level of
success is explained in detail. In this context, the highest score that can be obtained from the rubrics is
calculated as 2x18 = 36 and the lowest score is 0x18 = 0. Descriptions of the performance indicators and
levels in the evaluation rubric are given in Appendix 2.

Analysis of the interview data: After the recordings of the interviews were deciphered, the data
were analysed using content analysis. Once the obtained data were classified in such a way that it will
form meaningful sections in itself, the data related in meaning were combined and coded. These codes
have also been examined by different researchers and have been given their final form in the light of
their opinions. After the coding of the data has been completed, categories were established from these
codes and finally, themes that completely cover the categories were created.

Limitations of the Study:
1. The study is restricted to inclusion students with mild level learning disability.

2. Research is limited to three social studies teachers who have inclusion students.
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Results

Findings of the study are presented under the headings "findings obtained through interviews"
(Table 2) and "findings obtained through observation" (Tables 3, 4).

Findings Obtained Through Interviews

Findings from the interviews were discussed under the theme of teachers' beliefs on inclusion, under
the sub-dimensions of teachers' beliefs on inclusion, on inclusion students, on the learning of inclusion
students and on their own self-efficacies in terms of inclusion. In order to show from which participant's
statement, participants were abbreviated as P1, P2, P3, etc. before the corresponding codes. The
findings obtained through the analysis of the interviews are given in Table 2.

Table 2.
Findings on Social Studies Teachers' Beliefs on Inclusion.

¢ g The practice is;
E ‘g neglected P1 P2 P3
2 & useful P1 P2 P3
< an incontestable right P1 P2 P3
© The practice is;
not considered important enough P1 P2 P3
resisted P1 P2 -
.3 Students;
3 must receive education in general education classes P1 P2 P3
g can learn P1 P2 P3
c are not accepted in the society. P1 P3
© are neglected P1 P2 P3
are considered ordinary P1 P2 -
Regarding students;
thinking that the perspective about them changed positively in time - P2 P3
feeling a conscientious responsibility for them P1 P2 P3
a constructive communicative language should be preferred when talking P1 P2 P3
about them
% Students;
2 must actively participate in the class in order to learn P1 P2 P3
g must be taken into account when preparing the course process P1 P2 P3
s not enough effort is made for their participation in the course process P1 P2 P3
@ their academic evaluation must be made within the frame of IEP P1 P2 P3
'€ their academic learning is left for the supportive education class. P1 P2 P3
§ need special activities to be prepared before the class P1 P2 P3
o must be included in the assessment and evaluation processes P1 P2 P3
p peer education is useful in their learning P1 - P3
o Social Studies course is necessary in terms of their academic and social P1 P2 P3
development
SWDs;
are not allocated with sufficient time during the course environment P1 P2 P3
do not get enough time to speak P1 P2 P3
experience problems in the implementation of their IEPs P1 P2 P3
teachers feeling inadequate to prepare IEPs P1 P2 P3
8 " Feeling despair when teaching SWDs P1 P2 P3
2 Requiring support in teaching SWDs P1 P2 P3
§ Considering him/herself adequately experienced in SWDs P1 P2 P3
F Believing that sufficient pre-service training was not received P1 P2 P3
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When the findings in Table 2 are analysed, it can be seen that although teachers find the concept of
inclusion useful and consider it as an incontestable right, they believe that there are problems and
shortcomings in its practice. While P1's thoughts on this matter are "...To tell you the truth, it seems like
we are just saving the day. Because | do not believe that inclusion students receive special treatment or
an education that is specific to their level.” P2 said that inclusion practice are useful and "inclusion
provides advantages to inclusion students in adapting to social life".

When the findings on inclusion students and on their nature, are analysed, it was found that
participating teachers consider the general classroom environment as the most suitable educational
environment for the inclusion students. While P3 said "I think that inclusion is very natural for social
adaptation...General classroom environment, just like the society itself, comprises individuals with very
different characteristics.", P1 expressed his/her thoughts on this matter with a critical approach:

"l experienced resistance to these children in schools every semester. Like these children that are
not part of this society, many times | heard questions such as why is this child in this class, should not
he/she be in a special education class, etc. But these children are our children, we should approach
them as we approach others.", and stated that he/she believes general classroom and school
environment are more appropriate for these students, with an emphasis on the negative attitude SWDs
face.

When findings on the learning and learning environment of the inclusion students are analysed, it is
seen that although the participants believe that inclusion students can learn when the appropriate
environment is provided, and necessary planning is made, these students are neglected in practice and
are not included in the course processes. On this matter, P2 stated that:

"IEP plans are made for inclusion students and are placed into folders, but these are not really taken
into consideration...I never felt uncomfortable to have inclusion students in my class...| am aware that
the child requires special attention, but inclusion really gets lost in the shuffle." and emphasized the
problems in the practice. The other participant, P1, who sincerely stated his/her opinions on this matter
said that:

"If activities specific to these children will actually be organized based on their levels, all subjects can
be taught to these children to a certain degree...To be honest, we don't make a special preparation to
include the inclusion student in the class. To tell you the truth, it seems like we are just saving the day.
Because | don't believe that inclusion students receive special treatment or an education appropriate for
their level, and | can clearly say that" and emphasized that inclusion students do not get enough
advantage of the course processes.

In addition, P3 said that "necessary arrangements should also be made in the classroom. The
academic education of these children is completely left to supportive education classes. The practices
are indicative of that," and P3 said that learning environments of inclusion students need
rearrangement and the academic education of inclusion students is left to supportive education classes.

When the findings on teachers' beliefs on their self-efficacy, it was found that the participants
consider themselves inadequate regarding issues such as their approaches to inclusion students, IEP
preparation and solving the emerging problems. On this matter, P3 said that "because | did not take any
classes on inclusion in the university, | was not aware of the concept of inclusion during the first 5 years
of my professional life. It has been 10 years since | became aware of IEP, but as | do not have adequate
expertise on this subject, | considered this as unimportant." while Plsaid that "There have been
moments when | felt very inadequate and helpless, particularly regarding these children. However, |
think that if | had the appropriate training on this subject, there would be various methods to cope with
such problems." showing that training regarding inclusive practices is required.

460



Ahmet COPUR — Pegem Egitim ve Ogretim Dergisi, 9(2), 2019, 451-490

Findings Obtained Through Observation

Findings through class observation are shown in Table 3 and 4 under two headings, which are
findings from teaching-learning processes and findings from evaluation processes.

Findings from Teaching-Learning Processes: Findings obtained through observation of teaching-
learning processes are evaluated under ensuring participation, questioning, activity, method-technique
and communication sub-dimensions and presented in Table 3.

Table 3.

Participant Scores Regarding Teaching-Learning Processes Dimension.

Process Indicators Descriptive Comments P1 P2 P3
Ensuring Trying to engage the student, who is reluctant to o 0 o
Participation participate in course processes, in the course

Creating opportunities for the SWDs student who is

. . - . 1 1 1
making an effort to actively participate in the course
Questioning Making adaptations in questions asked to the SWD o 1 2
“ In cases where the student struggles, giving hints to 0o 1 2
§ ensure that he/she finds the answer
g Giving feedback to the student's answers o 1 1
s Providing explanatory feedback to the SWD's questions 0O 0 O
‘é" Activity Performing differentiated activities in the direction of the o 0 o
£ achievements in IEP
‘;1:3 Supporting the SWD with activity implementation 0o 0 o
oo regulation
% By carrying out group work, ensuring that the SWD takes 0 0 o
'5_.‘3 responsibility within the group
Method- Utilization of peer teaching 0O 0 O
Technique With questions and guidance, ensuring that the student o 0 2
reaches knowledge through exploration
Providing temporary support to the student during the 0 0 o
course process
Communication Creating communication opportunities with the SWD 1 1 1
Total 2 5 9

* The Highest Score: 26

When the results in Table 3 are analysed, it was seen that none of the participants were good in
ensuring participation sub-dimension. Although the three participants, who were all average, rarely
provided an opportunity to the student who made an effort to participate in the class, they did not
make any efforts to engage the student, who was reluctant to participate, in the classroom.

When the participants' scores regarding questioning sub-dimension are analysed, it was found that
only P3got a good score. P3 asked questions as objectified as possible and related them to everyday life.
For example, about the invention of money and its impact on our everyday lives, he asked guiding
questions such as "Do you use money in your everyday life? Where do you use it? What if there was no
money?” helping the student to obtain knowledge. In addition, using guiding hints, he/she helped the
student to find the answer. P2, whose success level was average in this sub-dimension, gave short
feedback that cannot improve the student's answers. P1, whose success level was weak, did not give
any feedback to the answers.

Regarding the activity sub-dimension, the success levels of all three participants are weak. It was
observed that the participants do not take the SWDs into account in in-class activities. The activities are
prepared based on the levels and needs of the other students in the class, and their level is appropriate
for the level of an average student. In addition, there are no guidelines for the activities.
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It was also found that the participants have a weak success level in method-technique sub-
dimension. It was observed that the participants do not act with the concept of general education and
do not have an approach that takes individual differences into account. It was observed that only P3,
although rarely, tried to have an exploratory approach and attempted to prepare an environment in
which the student learns by discovering the knowledge.

In the communication sub-dimension, all three participants had an average success level. There had
been very little communication between participants and inclusion students, and this communication
was mostly limited to extracurricular matters. In addition, establishment and maintenance of an
academic communication with the inclusion student were rarely achieved.

Findings from evaluation processes: Findings related to the evaluation dimension are given in Table
4 under IEP, assessment tools, and adaptation sub-dimensions.

Table 4.
Participant Scores for Evaluation Processes Sub-Dimension.
Indicators Descriptive Comments P1 P2 P3
Individualization =~ Making the evaluation in the direction of achievements in 0O 0 o
IEP
c Planned inclusion of the SWD in the evaluations performed 0O 0 O
2 throughout the process
3 Assessment Tools  Giving feedback by examining the homework of the student 0 1 0
E Evaluating the output of the SWDs 0O 0 o
Adaptation Making adaptations on subjects such as number, level, and 2 2 2

type of questions and exam duration in written
examinations
Total 2 3 2

* The Highest Score: 10

As seen in Table 4, participants who had a low level of success in individualization sub-dimension did
not perform the evaluation in the direction of the achievements in IEP. Furthermore, since the
evaluations performed during the course process were above the level of the inclusion student, active
participation of the inclusion student to the evaluation processes has not been possible.

In the assessment tools sub-dimension, participants P1 and P3 appear to have a weak success level
in analysing the homework of students and giving constructive feedback. P2, who has an average
success level in this dimension analysed the student's homework but did not give any explanatory
feedback. In the evaluation of the outputs of inclusion students such as performance assignment or
making a research-based table, the participants have a weak level of success. During the observation
process, the participants did not ask the student to produce any outcomes. In addition, there are no
outcome folders which comprise the outcomes of inclusion students.

In adaptation sub-dimension, the participants have a good level of success. When preparing written
exams, participants prepared questions appropriate for the level of students and in the direction of
achievements or made required adaptations in the same questions. This adaptation was mostly in the
number, kind or type of questions. For instance; P1 adapted the questions appropriate for the level of
the inclusion student and rearranged the questions as multiple choice, fill in the blanks, or true/false
questions, which are different from the questions given to the other students in the class.
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Discussion, Conclusion & Implementation

Discussion on Inclusive Practice

It was concluded that the participants find the inclusive practice helpful for the social adaptation and
academic learning of the students. In addition, although the participant regarded the inclusion practice
as an incontestable right, they stated that not enough attention is paid to the inclusion students in the
general classroom environment. From this point of view, although the participants fulfil the necessities
of the modern age in terms of thought and belief, based on the observation findings on the current
practices it is seen that the participants could not shake off the ancient concept of inclusion. This
concept only regards inclusion as the physical placement of the students in the general education
classrooms and does not give the SWDs the opportunity to access the general education curriculum
(Sorrells, Rieth & Sindelar, 2004). To understand this situation, it would be useful to take note of P1's
words, who said "To want and to believe is important but not enough. Teachers’ adequacy in inclusive
education should be increased and they should be motivated on this subject." In addition, another cause
of this can be that inclusion imposes various extra burdens to the teacher in terms of practice (Scruggs &
Mastropieri, 2011).

Discussion on the Nature of Inclusion Students

Based on the findings of the study, teachers regard the general classroom environment as the most
suitable educational environment for the inclusion students. In addition, they believe that these
individuals can also learn when the necessary conditions are met. However, in in-class observations, it
was found that these thoughts and beliefs do not materialize. In addition, teachers stated that they feel
a conscientious responsibility as they neglect these students. However, these positive emotions,
thoughts, and wishes alone are not enough to take inclusion students to a better place. Moreover, this
indicates that although the teachers state that they are "interventionists" in their thoughts and beliefs,
their practice rather reflects a "pathognomonic" approach. This also conflicts with the teachers' beliefs,
particularly those of having a disability, and the finding that these beliefs are correlated with the in-class
practices used in the education of inclusion students (Jordan & Stanovich, 2001, 2003, 2004). In this
respect, it is required to create practices that will improve the students' learning and to train the
teachers to use these practices (Kiely et al., 2015). That would be the only way to identify the source of
the present conflicts and find a solution.

Discussion on inclusion Students and Teaching Processes

The findings of the study demonstrate that not enough attention is paid to inclusion students in the
planning, practice and evaluation processes so that they cannot find the opportunity to actively
participate in the class. In addition, it was found that IEPs are downloaded readily from the sharing
environment and used as they are without taking the inclusion students' states into account. It can be
said that this is why the inclusion students are only physically present in the course processes. In
addition, during the observation, the teachers did not perform a planned action towards the inclusion
students based on the course achievements. While this is the current state of the practice, participants
who take active participation in the class seriously, believe that inclusion students should also be
included in the planning, and state that special activities must be prepared for these students,
demonstrate how an ideal inclusive practice should be. This is not consistent with the results of the
studies which showed that teachers' beliefs about the nature of teaching and on students' skills affect
in-class practices (Berry, 2006; Jordan, Glenn & McGhie-Richmond, 2010). This gap can be due to the
possibility that the participants with held their beliefs and thoughts for certain reasons, as well as they
lacked the self-efficacy to materialize their beliefs and thoughts. Figure 1 is created based on the study
results and studies from the literature (Ertmer, 2005; Kiling, 2017) in order to present the causes of this
gap. Ertmer (2005), classifies the barriers to the technology integration of teachers as primary and
secondary barriers. Kiling (2017), states that, in the resistance model, the primary barriers are structural

463



Ahmet COPUR — Pegem Egitim ve Ogretim Dergisi, 9(2), 2019, 451-490

and environmental whereas the secondary barriers are personal, and upon resolving these barriers,
resistance against dialogic teaching in the teaching of socio-scientific issues (SSI) will be easier to
abolish. In this study, it was concluded that there are primary and secondary barriers that direct the
teachers to the classical concept of inclusion. We believe that the model we propose will demonstrate
the current status of inclusion and contribute to abolishing the barriers to the modern concept of
inclusion. The results of the study were evaluated within the scope of this model and discussed.

Modern Concept of Inclusion

A
| -

Belief of low self-efficacy
Inadequate pedagogical knowledge

Inability to comprehend the philosophy of inclusion
y 3 A

Secondary
Barriers

Traditional
concept of
inclusion

The gap between the theoretical education and practice
The lack of adequate education facilities at school
Inability to act in coordination with stakeholders

i

Primary
Barriers

Reform efforts that include efficient
inclusive education

Figure 1.Barriers to the modern concept of inclusion model.

The gap between the theoretical education and practice is the first of the primary barriers. This gap
arises in two forms based on the results of the study. The first one is the lack of pre-service training on
inclusive education (P1 and P3), and the second is the inadequacy of the training or its unsuitability for
practice (P2). In this regard, to abolish this barrier, it is important to establish an organic bond between
public schools and faculties of education (Gaudelli & Ousley, 2009). By this way, it would be easier for
the beginning teachers to adapt to the working life and they will not have a reality shock due to the
incompatibility between the theoretical education and real life (Farrell, 2003; Veenman, 1984).

The lack of adequate educational facilities at school is also one of the primary barriers. Demirezen
and Akhan (2016) demonstrated that crowded classrooms and inability to access to the required
materials negatively affects inclusive practices. Improving these facilities will contribute to giving a more
functional structure to the inclusive practices.

Inability to act in coordination with stakeholders is regarded as another primary barrier. These
stakeholders can be listed as counselling research centres, school administration, teacher, student
guardians. Successful inclusive practices require coordinated efforts of multiple stakeholders (Sart, Ala,
Yazlik & Kantas-Yilmaz, 2004). In this respect, establishing this coordination and following up the process
will contribute to abolishing the barrier (ilk, 2014). Identification of the problems in carrying the legal
regulation of this coordination into effect is considered important to find the solution.

Teachers' belief of low self-efficacy and inadequate pedagogical knowledge are the secondary
barriers. Interview findings on teachers' belief of self-efficacy demonstrate that since the participants
feel inadequate in issues such as approaching to inclusion students, preparing IEPs, planning and
implementing individual activities, and solving the emerging problems, they need support for the
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education of the inclusion students. This is consistent with the results of most of the previous studies
(Buell, Hallam, Gamel-McCormick & Scheer, 1999; Demirezen & Akhan, 2016; Soodak, Podell & Lehman,
1998). However, in the interviews, when the participants were asked whether they had any solutions for
the problems faced during the observation process, they were able to make functional suggestions. This
can be considered as an evidence of how the teachers actually have a high level of awareness and
experience in this subject and they need motivators to materialize their thoughts and beliefs. The
findings from the studies on this subject have shown that teachers with a higher perception of self-
efficacy regarding the education of inclusion students have developed positive attitudes towards the
inclusive practice (Podell & Soodak, 1993; Soodak, Podell & Lehman, 1998). From this point forth, it is
important for the success of the inclusive practice to identify the resources that support teachers'
beliefs on self-efficacy and to provide support where needed.

Inability to comprehend the concept of inclusion is the last one of the secondary barriers. Although
many teachers state that the concept of inclusion is a useful practice, beliefs and perceptions of how
inclusion is actually an inapplicable approach were detected (Lalvani, 2012). This approach seems
important as it reveals an important barrier for the teachers to understand the modern concept of
inclusion. Teachers participating in the study also found inclusive practice useful, whereas, in practice,
inclusion did not go beyond physical placement.

In general, it was found that teachers, compatible with the modern philosophy of inclusion, believe
that academic objectives should be aimed at inclusion instead of the physical placement of the student.
In addition, it is believed that under suitable conditions, inclusion student can learn every subject to a
certain level depending on his/her developmental characteristics. Despite these positive approaches,
which are ideal in the context of belief and thought, it is not wrong to say that these students were, in
participants' terms, "neglected" in the course process, which is the practice aspect of the concept of
inclusion. Lack of a planned activity for the student in the direction of the achievements of the course
also supports this situation. It is clear that there is a huge gap between belief and practice, which is due
to the reasons such as teacher's low self-efficacy, lack of control, the inadequacy of the class
environment for the needs of inclusion students, lack of time allocated to these students due to the
crowded classes. It is possible to say that filling this gap is of critical importance in order to obtain the
desired benefit from the inclusive practice.

Recommendations
Based on the findings of the study, the following recommendations were made.

1. According to the results of the study, it is seen that the teachers' beliefs of self-efficacy regarding
inclusive education are weak. In this respect, teachers' lack of knowledge, particularly of inclusion,
must be resolved by in-service inclusion trainings.

2. According to the results of the study, it is seen that there is a coordination problem among the
stakeholders in the inclusion process. Identification of the problems in carrying the legal regulation
of this coordination is considered important to find the solution.

3. The gap between the theoretical education and practice, which is an important problem, arises in
two forms, according to the results of the study. The first one is the lack of pre-service training on
inclusive education (P1 and P3), and the second is the inadequacy of the training or its unsuitability
for practice (P2). In this regard, to abolish this barrier, it is important to establish an organic bond
between public schools and faculties of education.

Finally, a long-term observation process with broad participation was not planned in this study.
Although the teachers state that the situations observed during the study reflect the situation in
general, it could have been possible to find good practices of inclusion. In addition, performing
workshops about the barriers that cause the teachers to adopt the classical method of inclusion will
increase the accumulation of knowledge we created in the present study, and be useful in solving the
problems..
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Tiirkge Siiriim

Girig

Ozel gereksinimli bireylerin genel sinif ortamlarinda egitim almasi uygulamasi (kaynastirma
uygulamasi), 1970’li yillarin ortalarindan 21. yizyila kadar olan tarihsel siireg icerisinde énemli 6lgide
yayginlasmistir (Kiely, Brownell, Lauterbach & Benedict, 2015). Bu durum, arastirmacilar o&zel
gereksinimli bireyleri sinif ortamina dahil etmeye yonelik 6gretmen inang ve tutumlari ile ilgilenmeye
yéneltmistir. Ogretmenlerin 6zel gereksinimli bireyler hakkindaki inanglarini anlamak, onlarin siniftaki
eylemleri Uzerinde gligli bir etkisi oldugu igin 6nemlidir (Borko & Putnam, 1996; Calderhead, 1996).
Ayrica, 6gretmenler bu inang sistemlerini 6gretim uygulamalari hakkinda karar almak igin de kullanirlar
(Buehl & Beck, 2015). Bu bakimdan 6gretmenlerin farkl inang tirlerinin kaynagina inerek, zihin ve
eylemlerindeki isleyisi ortaya koymaya calismak énemelidir. Clinkii 6gretmenlerin inang dogrultusunda
ortaya cikan eylemleri, kaynastirma ogrencilerinin basarili bir sekilde ilerleyebilmelerini etkiler (Kiely et
al., 2015).

Kaynastirma Uygulamasi Anlayiginin Gelisim Sireci

Ozel egitimin ilk uygulamalari, bireysel engel tiiriine gére “farkl okul veya sinifta 8grenim gérme”
seklinde ortaya ¢ikmistir. Ancak 1970’li yillarda ortaya ¢ikan “normallestirme” ve “en az kisitlayici ortam”
ilkeleri yeni bir anlayisa ortam hazirlamis ve bu tarihten itibaren “kaynastirma egitimi” uygulamalari
kabul gormeye baslamistir. Bu baglamda, 6zel gereksinimli bireylerin 6grenimlerine akranlariyla birlikte
devam etmeleri anlayisi yerlesmeye baslamistir. ilk dénemlerde kaynastirma uygulamalari, daha ¢ok
genel egitim siniflarinda fiziksel yerlestirme anlamina gelirken, ginimuzde 6zel gereksinimli bireylerin
genel egitim mufredatina erismesini de saglama anlayisi kabul gormektedir (Sorrells, Rieth & Sindelar,
2004). Kaynastirma uygulamasi ile ilgili gesitli tanimlar (Lewis & Doorlag, 1999; Wolfe & Hall, 2003)
yapilmis olmasina karsin; burada s6zii gegen tanimlarda yer alan 6geleri de kapsayan bir tanima yer
vermek yeterli gérilmistiir. Bu tanima gére kaynastirma uygulamasi; “Ozel gereksinimli 6grencinin
gerekli destek hizmetler saglanarak, tam ya da yarim zamanl olarak kendisi icin en az kisitlayici egitim
ortami olan normal egitim siniflarinda egitim gérmesidir” (Kircaali-iftar, 1992, 5.45). Bu baglamda, 6zel
gereksinimli bireylere egitim hizmetleri saglayan egitim ortamlari (en az kisitlayici ortamdan en ¢ok
kisitlayici ortama dogru) genel egitim siniflari, genel egitim okullarindaki 6zel egitim siniflari, ayri 6zel
egitim okullari, yatilh 6zel egitim okullari ve ev/hastane olarak siralanabilir.

Kaynastirma uygulamasi, tarihsel siire¢ icerisinde 6zel gereksinimli 6grencilerin yaninda siniftaki
diger 6grencilerin ve sinif 6gretmeninin gereksinimlerini karsilayan sistematik ve kapsayici uygulamalara
donlsmustir (Friend & Bursuck, 2012). Bu durum, paydaslarin is birligi icinde uyumlu olarak
calismalarini ve genel egitim siniflarinin fiziki yapilarinin kaynastirma egitimine uygun hale getirilmesini
gerektirmektedir (Batu, 2005; Kargin, 2006). Ozel gereksinimli bireylerin kaynastirma uygulamasindan
elde edecegi akademik ve sosyal kazanimlari edinmelerini saglama bireysellestiriimis egitim
programlarinin  (BEP) hazirlanmasini, kaynastirma 0Ogrencisinin  hazirbulunusluk  diizeylerinin
belirlenmesini, olumlu 6gretmen tutum ve davranislarini, siniftaki diger 6grencilerde farkhliklara saygi
duygusunu gelistirmeyi ve 0ozel gereksinimli Ogrencilerin egitim slreglerine aktif katihmlarinin
saglanmasini gerektirir (Wolfe & Hall, 2003; Wood, 2002). Bu ¢alismalardan yola gikarak kaynastirma
uygulamalarinda basarinin saglanabilmesi icin en 6nemli rollerden birinin 6gretmenlere distigi
soylenebilir. Clinkli 6gretmen hem planlayici hem uygulayici hem de paydaslar arasindaki is birligini
koordine ederek 6grenciyle yliz ylize iletisim halinde olan kisidir.
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Ogretmenlerin Kaynastirma Uygulamasina Yonelik inanglari

Ogretmenlerin kaynastirma uygulamalarina yénelik inanglarini etkileyebilecek pek ¢ok etken
bulunmaktadir. Bu etkenler; 6gretmenin yasi, 6z yeterlik algisi ve mesleki deneyimi, 6gretim yapilan
sinifin akademik basari duzeyi ile okul yonetimi ve destek hizmet personelinin destek dizeyi olarak
siralanabilir (imrak, 2009; Kircaali-iftar & Batu 2007; Kiely et al., 2015). Bu baglamda, 6gretmen
inancglarinin, 6grencilerin gereksinim tiirline ve seviyesine, 6gretilen konuya, 6gretmenin 6z yeterligine
veya Ogretmenin 6grenmenin dogasina yoénelik inanglarina bagli olarak nasil degisebilecegi ortaya
koymak onemli gorlilmektedir. Scruggs ve Mastropieri (1996), yaptiklari calismada genel egitim
o6gretmenlerinin Ggte ikisinin, yari ve tam zamanli kaynastirma uygulamasi fikrini desteklemesine karsin;
destekleyen 6gretmenlerin sadece g veya dortte biri, 6zel gereksinimli 6grencileri etkili bir sekilde ders
surecine dahil etmek igin yeterli zaman, hazirlik veya kaynaklara sahip olduklarini ifade etmislerdir.
Arastirmacilar bu bulgulardan hareketle, genel egitim 6gretmenlerinin, kaynastirma 6grencilerine gerekli
hizmeti verme konusunda 20 yil 6nce oldugundan daha hazir olmadigi sonucuna varmislardir. Bu ¢alisma
ile benzer sonuglara ulasan DeSimone ve Parmer (2006), 6gretmenlerin kaynastirma uygulamasi fikrine
olumlu yaklagsmalarina ragmen; uygulama konusunda endise duyduklari bulgusuna ulasmislardir. Bu
endisenin kaynaklar olarak; engelliligin tiiri ve siddeti (imrak, 2009; Kircaali-iftar & Batu, 2007; Scruggs
& Mastropieri, 1996), zaman gibi kaynaklarin kithgi, sinif igi destegin yetersizligi (Kiely et al., 2015)
gorulebilir. Bir arada degerlendirildiginde, bu arastirmalardan elde edilen bulgular, birgok genel egitim
o6gretmeninin kaynastirma uygulamasi konusunda olumlu gorislerini siirdlirmelerine karsin, kaynastirma
uygulamasina iliskin ¢ekinceleri bulundugu, bu durumun da kaynastirma uygulamalarindan istenilen
faydanin saglanmasi icin bir engel teskil ettigi seklinde yorumlanabilir.

Ogretmenlerin Ggretime ve Kaynastirma Ogrencisinin Ogrenmesine Yonelik inanglari

Ozel egitim, 6grencilerin 6grenmesine kakti saglayacak arastirmaya dayali uygulamalari belirleme ve
ogretmenleri bu uygulamalari kullanma ve yetistirme konusunda onemli bir tecriibeye sahiptir.
Ogretmenlerin bu miidahalelerin kabul edilebilirligine iliskin inanglari, 6gretmenlerin arastirma esasli
uygulamalari 6gretilerine entegre etmeleri agisindan énemli bir husustur (Kiely et al., 2015). Bunun yani
sira Ogretmenlerin, pragmatik kaygilarla arastirma kanitlarina dayali uygulamalari tercih etmedigi
gorulmektedir (Boardman, Arguelles, Vaughn, Hughes & Klingner, 2005). Bu agidan, 6gretmenlerin
uygulamanin alacagl zaman, Ogrenci seviyesine uygunluk ve 6grencilerin ihtiyaclarina cevap verme
dizeyiyle ilgili bilgi sahibi olma gibi konularda aydinlatiimasi gerekmektedir (Boardman et al., 2005). Bu
acidan, arastirmacilarin 6gretmenleri kaygi duyduklari noktalarda yeterince bilgilendirerek karanhk
noktalari aydinlatmalari, arastirmaya dayali uygulamalarin sinif ortamina getirilmesi agisindan énemli
olabilmektedir. Boylece kaynastirma uygulamalari, bilimsel verilere dayali olarak sistematik bir temele
oturtulacak ve uygulamalardan beklenen faydanin saglanmasi icin 6énemli bir asama kat edilmis
olabilecektir.

Ogretmenlerin 6zel gereksinimli bireyler ve engellilik hakkindaki inanclarinin sinif ici uygulamalardaki
etkisi lizerinde durulmasi gereken bir baska konudur. Genel egitim 6gretmenlerinin engellilik hakkindaki
inancglari ve bu inanglarin 6zel gereksinimli bireylerin egitiminde uygulanan sinif ici pratiklerle iliskili
oldugu tespit edilmistir (Jordan & Stanovich, 2001, 2003, 2004). Bu bakimdan kaynastirma
uygulamalarinin amaca uygun olarak yuritllerek istenilen basariya ulasmasi agisindan 6gretmenlerin
inanclari ve sinif uygulamalari Gizerinde durmanin faydali olacagi disiiniilmektedir. Jordan ve arkadaslari
(2010), 6gretmenlerin 6zel gereksinimli bireyler hakkindaki inanclarinin 6gretme uygulamalari ile iliskili
oldugu sonucuna varmislardir. Bu calismada ayrica Patognomonik (tanilayici) 6gretmenlerin, engelliligin
6grencinin 6zlinde, degismez bir niteligi olduguna, 6gretmenlerin 6zel gereksinimli bireyleri iyilestirmek
icin cok az sey yapabileceklerine; miidahaleci 6gretmenlerin ise engellilerin yerlestirme (kaynastirma
uygulamasi) ile basarili bir sekilde egitilebilecegine ve sinif 6gretmenlerinin 6grencinin 6grenmesini
saglamaktan sorumlu olduguna inandiklarini ortaya koymuslardir. Sonug¢ olarak, arastirmacilar
miidahaleci inanglari ortaya koyan 6gretmenlerin, 6gretime, bireysel ve kiglik grup tartismasina ve
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akademik odakli konusma siresi gibi konulara daha fazla zaman bulduklari ve genel olarak bu konularda
daha etkili olduklarini ortaya koymuslardir (Stanovich, 1994; Stanovich & Jordan, 1998).

Egitim reformlari, genellikle 6gretmenlerin mevcut inang sistemlerinin bir parcasi olmayan yeni
ideallere dayandigindan 6gretmenlere bir egitim reformu sunuldugunda, 6gretmenler 6nce uyumsuzluk
yasarlar veya kuskuyla karsi karsiya kalirlar ki bu durum beklenti ve uygulama arasinda bir bosluk
dogurur (Fives, Lacatena & Gerard, 2015). Ancak, 6gretmenler yeterince motive edilirlerse yeni inanglari
mevcut inang sistemlerine entegre ederler (Gregoire, 2003). Bununla birlikte, inang degisikligi girisimleri
dirence neden olabileceginden 6gretmenler yeni bir yonelimde anlasamazlar ve yeni bir fikri uygulamak
icin farkindalik, gliven, bilgi ya da beceriden yoksun olabildikleri igin direng gosterebilirler (Rodriguez,
2005). Bu direncin kaynagini, 6gretmenlerin teknoloji entegrasyonu ile ilgili sorunlarina birincil ve ikincil
dereceden engeller kullanarak agiklamaya galisan Ertmer (2005) konuyu daha sistematik bir temele
oturtmustur. Shevlin, Winter ve Flynn (2013) yaptiklari ¢alismada, bazi 6gretmenlerin kaynastirma
uygulamasina mesafeli durduklari hatta direng gosterdiklerini ortaya koymuslardir.

Ogretmenlerin Oz Yeterlik inanglan

Oz yeterlik inanci, kisinin belirli bir baglamda belirli bir gérevi yerine getirme kabiliyeti hakkindaki
yargisidir (Bandura, 1986). Bu agidan, kaynastirma ogrencileriyle galisan Ogretmenlerin 6z yeterlik
inanglarinin, bu 6grencilerin hem genel hem de 6zel egitim baglamlarinda egitme ve farkli 6grenicilerle
calisma yetenekleri hakkindaki inanglarina baglh oldugu distindlebilir (Kiely et al., 2015). Bu konuda
yapilan ¢alismalardan elde edilen bulgular, 6zel gereksinimli bireylerin 6gretimi ile ilgili 6z yeterlik algis
ylksek 6gretmenlerin kaynastirma uygulamasina karsi olumlu tutumlar gelistirdiklerini ortaya koymustur
(Podell & Soodak, 1993; Soodak, Podell & Lehman, 1998). Bu noktadan hareketle, 6gretmenlerin 6z
yeterlik inanglarini besleyen kaynaklarin tespiti ve ihtiya¢c duyulan konularda gerekli destegin saglanmasi
kaynastirma uygulamasinin basarisi agisindan énem arz etmektedir. Ogretmenlerin 6z yeterlik inanglarini
ve tutumlarini etkileyen bu kaynaklar, su sekilde sirlanabilir; 6gretmenlerin 6zel egitim ya da
kaynastirma uygulamasi ile ilgili tecriibeleri (Minke, Bear, Deemer & Griffin, 1996), 0gretimsel
yeterlikleri (Brownell & Pajares, 1999), hizmet 6ncesi aldiklari egitim (Brownell & Pajares, 1999; Kircaali-
iftar & Batu 2007) ve hizmet ici aldiklari kurslar (McHatton & Parker, 2013; Swain, Nordness & Leader-
Janssen, 2012). Bu baglamda, 6zellikle hizmet 6ncesi egitimde 6gretmen adaylarinin hem genel hem de
ozel egitime yonelik yetkinliklerinin arttirilarak genel 6gretim yeterlik algilarinin ylkseltilmesi 6nemli
gorulmektedir. Clinkl 6gretmen vyeterliligi daha yiksek olan 6gretmenler, kendilerini 6zel gereksinimli
bireylerin 6gretimi konusunda daha basarili gormektedirler (Brownell & Pajares, 1999). Calismalar
butlincul bir bakis agisiyla degerlendirildiginde, 6gretmenlerin 6z yeterlik algilarinin, kaynastirma
Ogrencilerinin yerlestirilmesi ve 6gretim siregleri ile ilgili inanglarini etkileyen dnemli faktorlerden biri
oldugu gorilmektedir. Bu acgidan, bu yeterlikler daha ayrintih olarak ortaya konularak uygulama
slireglerine yonelik objektif degerlendirme kriterlerinin belirlenmesi faydali olacaktir.

Kaynastirma Uygulamasinda Ogretimin Planlanmasi

Ogretmenler, kaynastirma uygulamalarina ydnelik 6gretim planlamasi yaparken hem égrencinin hem
de sinifin ihtiyaglarini belirlemeli ve bu ihtiyaglara dayali bir gretim tasarimi gerceklestirmelidir (iftar,
2012). Boylece olumlu bir sinif atmosferi yaratilarak kaynastirma 6grencisinin hem akademik hem de
sosyal gelisimi icin uygun bir 6grenme ortami olusturulmus olur (iftar, 2012). Bu dogrultuda
yapilabilecek diizenlemeler; sinifin (fiziki yapi, atmosfer), 6gretimin (grup, birebir, akran 6gretimi vb.),
o6gretim materyallerinin (cesitlenmesi, diizenlenmesi vb.) ve 68retim yontemlerinin (dogrudan, kesfe
dayali, gecici destek saglama vb.) diizenlemesi olarak ifade edilebilir (Friend & Bursuck, 2012). Friend ve
Bursuck (2012) bu dizenlemeleri; sinifin taleplerini belirleme, 6grencilerin gicli yanlarini ve ihtiyaglarini
belirleme, 6grencilerin olasi basari alanlarini tespit etme, olasi sorun alanlarini arastirma, elde edilen
bilgileri farkhlastirilmis 6gretimi tasarimi igin kullanma, farklilastiriimis 6gretimi uygulama ve ogrenci
gelisimini degerlendirme basamaklarinda planh ve sistematik bir yapiya kavusturmuslardir.
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Bireysellestirilmis egitim programlari (BEP), kaynastirma uygulamalarinin basariya ulasmasinda hayati
oneme sahip bir bagka unsurdur. Her kaynastirma 6grencisi i¢in hazirlanan BEP, bu 6grencilere hangi
davraniglarin nerede, kimler tarafindan, nasil ve ne kadar slrede kazandirilacagini (Eripek, 2012)
ayrintilariyla ortaya koymalidir. Bu yol haritasi; 6grencinin hazirbulunusluk diizeyini, uzun ve kisa
donemli amaglari, genel egitime katilma siresini, ihtiya¢ duyulan hizmet ve uyarlamalari, davranis
miidahale planini, degerlendirme yaklasimlari ve gecis plani gibi asamalari icermelidir (Milli Egitim
Bakanligi [MEB], 2006; Eripek, 2012).

Tiirkiye’de Kaynastirma Uygulamalari

Turkiye’deki  kaynastirma uygulamalari, butlnlestirme yoluyla egitim konusunda basaril
uygulamalara imza atan Finlandiya, cok yonlii ve asamali degerlendirme yéniiyle 6n plana gikan ingiltere
ve en az kisitlayici ortam ve tiim g¢ocuklarin egitimi konularinda 6nemli asamalar kat etmis olan ABD (Nal
& Tiziin, 2011) gibi diinyanin gelismis ulkeleri ile yasal mevzuat olarak ayni diizeyde sayilabilir. Ozel
gereksinimli bireylerin 6zel egitim hizmetlerinin, olabildigince, akranlari ile birlikte ylratialmesi 573 sayih
Ozel Egitim Hakkinda Kanun Hitkmiinde Kararname’de (1997) ve Ozel Egitim Hizmetleri Yénetmeligi’'nde
(2006) hikme baglanmistir. Son 10 vyila kadar bu vyasal dlzenlemeler yeterince hayata
gecirilemediginden kaynastirma uygulamalarindan hedeflenen basari elde edilememis ve uygulamada
yeterince yayginlik saglanamamistir. Ancak, dokuzuncu kalkinma planiyla (2007-2013) 6zel gereksinimli
bireylerin egitiminde kaynastirma uygulamalarina 6ncelik verilmesi ve okullarin mevcut fiziki kosullarinin
uygun hale getirilmesi hedefleri (DPT, 2009) dogrultusunda vyapilan ¢alismalar, uygulamalarin
yayginlasmasina ivme kazandirmistir. MEB 2010 yil verilerine gére 2006 yilinda ilk ve ortadgretim
okullarinda kaynastirma uygulamalarindan faydalanan toplam 6grenci sayisi 54.309 iken, 2009 yilinda bu
sayl 72.425’e, 2013 yilinda ise 161.295’e yikselmistir (MEB, 2010, 2013). Bu verilerin de net olarak
ortaya koydugu gibi son 10 yilda kaynastirma uygulamalarinin yayginlasmasi konusunda o6nemli
gelismelerin oldugunu soylenebilir (MEB, 2013). Ancak, basarili kaynastirma uygulamalari igin gerekli
olan; kaynak oda, gezici 6gretmenlik ve 0zel egitim danismanhgi (Kargin, 2004) gibi 6zel egitim destek
hizmetleri yeteri kadar saglanamadigindan llkemizde kaynastirma heniiz, 6zel gereksinimli bireylerin
siniflara daha cok fiziksel olarak yerlestirilmesi anlami tasimaktadir (Sara¢ & Colak, 2012). Bu arastirma
verileri bir arada degerlendirildiginde, kaynastirma uygulamalarindan beklenilen yararlari elde etmek
icin uygulamalari daha da vyayginlastirmanin yaninda gerekli destek hizmetlerini de saglayarak
uygulamalari nitelikli hale getirmek bir ihtiya¢ olarak gorilmektedir. Ayrica, akademik calismalarla
uygulamanin aksayan yonleri ortaya konularak ¢éziim noktasi igin dneriler sunulmasi faydali olacaktir.

Arastirmanin Onemi

Kaynastirma uygulamasinin 20. yuzyilin sonundan gilinimiize her gegen gin yayginlasmasi
arastirmacilari stirecin uygulama boyutunda calismalar yapmaya yéneltmistir. Ginimizde kabul géren
kaynastirma uygulamasi anlayisi, 6grencileri fiziksel olarak vyerlestirmenin yeterli olmayacagini
kaynastirma 6grencilerine de gelisim 6zelliklerine uygun olarak genel egitim mifredatina erisim olanagi
verilmesi gerektigini savunmaktadir (Scruggs & Mastropieri, 1996). Turkiye, son 10 yilda yasal
diizenlemelerin yapilmasi ile birlikte nicel agidan gelisme olmasina ragmen kaynastirma uygulamasi
beklenilen nitelige yeterince ulasamamistir. Bu bakimdan, kaynastirma o6grencilerinin genel sinif
ortamlarindaki ders sireglerine katilimi igcin yapilmasi gerekenleri ve 6gretmenlerin bu konudaki inang ve
uygulamalarinin neler oldugunu ortaya koymak dnemli gérilmustir. Ayrica, 6gretmen inanglarinin sinif
ici pratiklere etkisi dustntldiginde (Stanovich, 1994; Stanovich & Jordan, 1998), kaynastirma
uygulamalari ile ilgili ¢ahsmalarin bir boyutunun da 6gretmenlerin 06zel gereksinimli bireylerin
konusundaki inang sistemlerinin ortaya c¢ikarilmasi olmalidir. Bu baglamda, 6gretmenlerin bu konudaki
inanglarinin sinif ici pratiklere yansimalarinin ortaya konulmasi, uygulamadan beklenen faydanin elde
edilebilmesi agisindan o6nemli goértlmastiir. Yapilan literatiir incelemesi sonucu Ogretmenlerin
kaynastirma ogrencilerine ve 6gretime yonelik inanglari ve bu inanglarin sinif ici pratiklere yansimalarini
ortaya koyacak yeterli arastirma olmadigi (Kiely et al., 2015) tespit edildiginden bu yénde bir ¢alisma
yapmak anlamh gorilmustar.
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Arastirmanin Amaci

Bu galismanin amaci, sosyal bilgiler 6gretmenlerinin kaynastirma uygulamasina ve 6grencilerine
iliskin inanglarinin sinif i¢i uygulamalara yansimalarini ortaya koymaktir. Bu baglamda ¢alisma,
kaynastirma uygulamalari sirasinda 0gretmen ve Ogrencilerin karsilastiklari temel problemlere isik
tutarak problemlerin ¢éziimiine katki sunabilecektir. Bu noktadan hareketle arastirma problemleri su
sekilde belirlenmistir;

1. Sosyal Bilgiler 6gretmenlerinin kaynastirma uygulamasi ile ilgili inanglari nasildir?
2. Sosyal Bilgiler 6gretmenlerinin kaynastirma 6grencileriyle ilgili inanglari nasildir?

3. Ogretmenlerin kaynastirma uygulamasi ile ilgili inanglarinin sinif ici pratiklere yansimasi nasildir?

Yontem
Arastirma Modeli

Bu calisma, kaynastirma uygulamasina ve 0Ogrencilerine yonelik 6gretmen inanglarinin sinif igi
uygulamalara yansimalarini gergcek ortaminda, duruma odaklanarak derinlemesine incelemeyi
amagclamaktadir. Bu bakimdan arastirma, “durum galismasi” yéntemiyle yuritilmustar (Yin, 1994). Buna
ek olarak, duruma iligskin verilerin kisa siirede toplanmasina imkan vermesi de durum galismasinin tercih
edilme sebeplerinden biridir (Creswell, 2012). Ayrica, ¢alismada butlincll olarak ele alinabilecek birden
¢ok durum s6z konusu oldugundan durum calismasi desenlerinden bitiincil ¢oklu durum deseni (Yin,
2014,) tercih edilmistir. Katihmci her bir 6gretmen kendi icinde bitlincil bir yaklasimla ele alindiktan
sonra katihmcilar birbiriyle kiyaslanmistir. Bu amag dogrultusunda, ¢alismada birden fazla veri toplama
aracindan (gozlem ve gorisme) faydalanmistir. Bu veri toplama araglariyla elde edilen veriler birbirini
tamamlayacak, destekleyecek veya agiklayacak sekilde sunulmustur.

Katilimcilar

Bu arastirma 2016-2017 egitim-6gretim yili bahar doneminde, Turkiye’nin batisinda yer alan bir ilde
calisan ve sinifinda tam zamanli kaynastirma 6grencisi olan (¢ sosyal bilgiler 6gretmeniyle
ylratalmistir. Calismanin planlama asamasinda kaynastirma 6grencisi olan bes ortaokul tespit edilerek
gerekli izinler alinmis, yapilan 6n goriisme sonunda calismaya katilmayi kabul eden li¢ okuldaki
O6gretmenlerle galisma planlanmistir. Calismanin katilimcilari, amagl (kasti) 6rnekleme yontemlerinden
kolay ulasilabilir (convenient) durum orneklemesi ile belirlenmistir. Bu o6rnekleme yonteminde
arastirmaci yakin olan ve erisilmesi kolay bir durumu segtigi icin arastirmaya hiz kazandirr (Yildirm &
Simsek, 2011). Bu baglamda, li¢ ortaokuldaki 6gretmenler icerisinden ders sirecinde gézlem yapilmasini
kabul eden ve sinifindaki kaynastirma 6grencisi hafif diizey 6grenme glicligl tanisi konulmus olma
sartlarini karsilayan lg 6gretmen belirlenmistir.

Katilimcilar, gonilltliik esasi lGzerine arastirmaya katilmislardir. Etik ilkeler ve glivenlik gerekgesiyle
her bir katilimcr “Katihmer 1 (K1), 2, 3... “seklinde kodlanmistir. Katilimcilarin genel 6zellikleri Tablo 1'de
belirtilmistir.

K1: K1'in galistigi okul, 20 yillik gegcmisi olan, basarilariyla Bursa’nin énde gelen ortaokullarindan
biridir. 24 derslik, 70 6gretmen (iki 6zel egitim, iki rehber 6gretmen), dort yonetici ve 700 6grenci
bulunan kurum ikili (sabahgi-68lenci) 6gretim yapmaktadir. Ayrica okul orta ve Ust diizey sosyo-
ekonomik gelir diizeyine sahip kisilerin yerlestigi bir muhitte bulunmaktadir. Okulun siniflarindaki
teknolojik imkanlar yeterli diizeyde degildir (Etkilesimli tahta, projeksiyon, vb.). Ayrica, okulun fiziki
yapisinin da iyilestirilmesi gerekmektedir.

K1’in sinifinda bulunan 6grenci, tam zamanli kaynastirma 6grencisidir. Sosyal uyumu iyi olan 6grenci
ders igerisinde aktif katilm gostermemekle birlikte dersin akisini bozacak davranislar da
sergilememektedir. K1'in sinifinda yer alan kaynastirma o6grencisi, akranlariyla birlikte ve ders
slireglerine kolayca katilabilecegi bir konumda oturmaktadir. Bu konum, ayni zamanda 6gretmenle
iletisim kurmasini da kolaylastirmaktadir.

470



Ahmet COPUR — Pegem Egitim ve Ogretim Dergisi, 9(2), 2019, 451-490

Tablo 1.
Katilmcilar.
Kaynastirma Kaynastirma
Uygulamasina Yonelik Uygulamasina Yonelik
Mesleki  Hizmet Oncesi Egitim Alma Hizmetici Egitim Alma Kaynasgtirma
Katiimcilar ~ Brang Kidem Durumu Durumu Ogrencisinin Tanisi
K1 Tarih 16 Almamis Almis Hafif dizey
ogrenme glicligi
K2 Sosyal 14 Almamis Almis Hafif diizey
Bilgiler o0grenme gliglugi
K3 Sosyal 15 Almamis Almis Hafif diizey
Bilgiler 6grenme glclugi

K2: K2’nin gahstigi okul, yaklasik 100 yillik gegmisi olan, Bursa’nin 6nde gelen ortaokullarindan biridir.
34 derslik, 60 civari 6gretmen (iki 6zel egitim, iki rehber 6gretmen), li¢ yonetici ve 1000 6grenci bulunan
kurum ikili (sabahgi-6glenci) 6gretim yapmaktadir. Ayrica, okul orta diizey sosyo-ekonomik gelir
diizeyine sahip kisilerin yerlestigi bir muhitte bulunmaktadir. Okulun siniflarindaki teknolojik imkanlar
yeterli duzeydedir. Ayrica, okul birkag yil énce yenilenen binasiyla modern fiziki kosullarda egitim
o6gretim hizmeti vermektedir.

K2'nin sinifinda bulunan 6grenci, tam zamanli kaynastirma 6grencisidir. Zaman zaman sosyal uyum
sorunu yasayan 6grenci, ders icerisinde aktif katilm géstermeye ¢alismakla birlikte bazen dersin akigini
bozacak davranislar da sergilemektedir. K2'nin sinifinda yer alan kaynastirma 6grencisi, akranlariyla
birlikte oturmaktadir. Bu oturma diizeni, 6grencinin ders sireglerine katilim ve 6gretmenle iletisim
acilarindan belli dezavantajlari barindirmaktadir. Ayrica, 6grenci destek egitimini dersine girmeyen bir
o6gretmenden almaktadir.

K3: K3’Un ¢ahstigr okul, 21 yillik gegmisi olan, basarilariyla Bursa’nin 6nde gelen ortaokullarindan
biridir. 20 derslik, 70 6gretmen (li¢ rehber 6gretmen), dort yonetici ve 700 6grenci bulunan kurum ikili
(sabahgi-6glenci) 6gretim yapmaktadir. Ayrica, okul orta ve st dizey sosyo-ekonomik gelir dizeyine
sahip kisilerin yerlestigi bir muhitte bulunmaktadir. Okulun siniflarindaki teknolojik imkanlar yeterli
diizeydedir. Ayrica okulun fiziki yapisi da egitim-6gretime uygun yeterliktedir.

K3’tn sinifinda bulunan 6grenci, tam zamanli kaynastirma 6grencisidir. Sosyal uyumu iyi olan 6grenci
ders igerisinde aktif katihlm gostermemekle birlikte dersin akisini bozacak davranislar da
sergilememektedir. K3’ln sinifinda yer alan kaynastirma o6grencisi, akranlariyla birlikte ve ders
siireglerine kolayca katilabilecegi bir konumda oturmaktadir. Bu konum ayni zamanda 6gretmenle
iletisim kurmasini da kolaylastirmaktadir. Ayrica 6grenci dersine girmeyen bir 6gretmenden destek
egitimi almaktadir.

Veri Toplama Araglari ve Verilerin Toplanmasi

Bu bolimde, calismada veri toplamak amaciyla kullanilan goriisme ve gozlem teknikleri hakkinda
bilgi verilmistir. Arastirmada, mevcut durumu oldugu haliyle gérmek icin Oncelikli olarak gozlemler
yapilmistir. Ogretmenlere gdzlemin konusu hakkinda genel olarak bilgi verilmis; ancak gozlemde
dogrudan kaynastirma 6grencilerine odaklanildigindan bahsedilmemistir. Bu sayede, var olan durumun
yalin gergekligiyle ortaya konulmasi hedeflenmistir. Gozlemlerden elde edilen veriler 1s1ginda goriismeler
yapilmistir.

Gozlem: Arastirmada gozlem teknigi, 6gretmenlerin kaynastirma uygulamasina iliskin inanglarinin
sinif i¢i uygulamalara yansimalarini ortaya koyarak inang¢ ve uygulama arasindaki tutarliiga bakmak
amaciyla kullanilmistir.  Yapilandiriilmamis pilot goézlemlerden ve literatirden (Patton, 2014)
faydalanilarak gozlem protokoll (Ek1) olusturulmustur. Olusturulan protokole uzman gorisi alindiktan
sonra son sekli verilmistir. Kullanilan gozlem protokolii; planlama, 6gretim slreci ve degerlendirme
basamaklarinda gézlemlenen davranis ve durumlar olmak (izere Uge ayrilmistir.
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Go6zlem, arastirmacinin amacini gergeklestirecegi uzunlukta olmalidir (Patton, 2014). Bu bakimdan
gozlemlenen eylem ve uygulamalar, bes hafta boyunca dikkate deger bir degisiklik olmadan tekrar ettigi
icin gozlem siiresi yeterli sayillarak goézleme beginci haftada son verilmis ve g¢aligmanin goériisme
asamasina gegilmistir.

Goriisme: Arastirmada vyari vyapilandirilmis gorisme teknigi, o©gretmenlerin kaynastirma
uygulamasina, kaynastirma 6grencisinin dogasina, kaynastirma 6grencisinin 6grenmesine ve 6z yeterlik
algisina yonelik derinlemesine veri elde etmek amaciyla kullanilmistir. Gorisme formu 14 sorudan
olusmaktadir. Sorular, literatiirden faydalanarak (Sadioglu, 2011) arastirmaci tarafindan hazirlanmistir.
Hazirlanan sorular, kaynastirma konusunda uzman bir akademisyen tarafindan; agik ve anlasilir olma,
kapsayicilik ve amaca hizmet etme agilarindan degerlendirilerek gériisme formuna son sekli verilmistir.
Gorusmeler, 6gretmenlerin verdikleri cevaplara bagh olarak 50-60 dakika araliginda stirmistar.

Gorusmenin pilot uygulamasi ve uzman gorusi sonrasinda hazirlanmis sorularda bazi degisiklikler
yaptimistir. Ornegin; “Kaynastirma 6grencinizle yasadiginiz 6gretime veya davranisa dayali problemler
neler? Bu problemleri nasil ¢6zliyorsunuz?” sorusu, mutlaka bir problem olmaliymis mesajini tasidigi icin
“Kaynastirma Ogrencinizle yasadiginiz 6gretime veya davranisa dayali problem mevcut mu? Mevcutsa
bunlari nasil ¢dzliyorsunuz?” seklinde diizenlenmistir. Bu siireglerden sonra son sekli verilen gériisme
formu 3 katiimciya uygulanmistir.

Gegerlik ve Giivenirlik

Arastirmanin  gegerligini  saglamak icin lggenleme (gesitlendirme), Uye kontroll, akran
degerlendirmesi ve dis denetleyici gibi cesitli stratejiler izlenebilir (Creswell, 2009). Bunun yani sira,
calismada guvenirlik saglamak icin ¢oéziimlenen verilerin farkli zamanlarda tekrar kontrol edilmesi,
kodlama slirecinde kodlarin tanimlanmasinda sapma olmamasi igin verilerin slirekli olarak
karsilastirilmasi ve farkli bir arastirmaci tarafindan verilerin ¢apraz kontroliiniin saglanmasi dnemlidir
(Gibbs, 2007). Bu nedenle, nitel verilerin glvenirligini saglamak igin verilerin tekrar kontroli ve surekli
karsilastirmasi yapilmistir. Bunu yani sira, ¢dzimlenen verilerin gapraz kontroll farkl bir arastirmaci
tarafindan yapilarak ¢alismanin glvenirligi saglanmaya ¢alisiimistir.

Verilerin Analizi
Bu bolimde veri toplama araglarindan elde edilen verilerin analiz siireci ile ilgili bilgi verilmektedir.

Gozlem verilerinin analizi: Arastirma kapsaminda gerceklestirilen gozlemleri degerlendirmek
amacliyla “Gozlem Degerlendirme Rubrigi” gelistirilmistir. Bu rubrik, literatlirden (Cerezci, 2015; Kurt,
2015) ve arastirmacinin gozlem sirecinden yararlanarak kaynastirma ve alan uzmanlarinin gorisleri
dogrultusunda gelistirilmistir. Calisma ¢ercevesinde gelistirilen rubrik; Ogretme-6grenme ve
degerlendirme siiregleri boyutlarindan olusmaktadir. Ogretme-6grenme siireci boyutu kendi icinde;
katilm saglama (iki madde), soru sorma (dért madde), etkinlik (i¢ madde), yontem-teknik (i¢c madde) ve
iletisim (bir madde) olmak Uzere bes alt boyuta ayrilmaktadir. Degerlendirme boyutu ise;
bireysellestirme (iki madde), 6lgme araglari (iki madde) ve uyarlama (bir madde) olmak tzere Ug alt
boyuta ayrilmaktadir.

Gelistirilen rubrik (Ek 2), 6gretim firsatlari olusturma alt boyutunda on g, degerlendirme alt
boyutunda ise 5 olmak Uzere toplam 18 maddeden olugsmaktadir. Rubrikte bulunan her madde igin “0O, 1,
2” olmak Uzere Ug basari dizeyi belirlenmis ve bu diizeyler 0 (zayif), 1 (orta) ve 2 (iyi) olacak sekilde
puanlanmistir. Buna ek olarak, her bir basari diizeyi ayrintili olarak agiklanmistir. Bu baglamda, rubrikten
alinabilecek en fazla puan 2x18=36, en disiik puan ise 0x18=0 olarak hesaplanmistir. Degerlendirme
rubriginin performans gosterge ve dizeyleri ile ilgili agiklamalar Ek2’de verilmistir.

Goariisme verilerinin analizi: Yapilan goriismeler sirasinda alinan kayitlarin dokiimi yapildiktan sonra,
veriler icerik analizi ile incelenmistir. Elde edilen veriler, kendi icinde anlamh bolimler olusturacak
sekilde siniflandirildiktan sonra anlamca iliskili olan veriler bir araya getirilerek kodlamalar yapilmistir. Bu
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kodlar, farkli arastirmaci tarafindan da incelenmis ve gorisleri dogrultusunda kodlara son sekli
verilmigstir. Verilerin kodlama islemleri sonuglandiktan sonra kodlardan kategoriler olusturulmus ve son
olarak da kategorileri bir biitin halinde kusatan temalar olusturulmustur.

Arastirmanin Sinirliliklan

1. Arastirma, hafif dlzey zihinsel vyetersizligi olan tam zamanli kaynastirma Ogrencileriyle
sinirlandiriimstir.

2. Arastirma, tam zamanl kaynastirma 6grencisi olan Ug sosyal bilgiler 6gretmeniyle sinirhdir.

Bulgular

Galismadan elde edilen bulgular; gorisme (Tablo 2) ve gozlem (Tablo 3, 4) sonucunda elde edilen
bulgular basliklari altinda verilmistir.

Goriisme Sonucunda Elde Edilen Bulgular

Gorusmeden elde edilen bulgular, 6gretmenlerin kaynastirma uygulamasi ile ilgileri inanglari temasi
altinda, kaynastirma uygulamasina, kaynastirma Ogrencilerine, kaynastirma o6grencilerinin
o6grenmelerine ve Ogretmenlerin kaynastirma konusundaki 6z yeterliklerine yonelik inanglar alt
boyutlarinda ele alinmistir. Kodlarin, hangi katilimcinin séylemlerinden olustugunun ortaya konulmasi
icin kodlarin karsisina katilimcilar K1, K2, ve K3 seklinde kisaltilarak belirtilmistir. Gortismelerin analizi
sonucu elde edilen bulgular Tablo 2’de verilmistir.

Tablo 2’de yer alan bulgular incelendiginde 6gretmenlerin, kaynastirma uygulamasini faydali bulup
dogal bir hak olarak gérmelerine ragmen uygulama boyutunda aksakliklar ve eksikler oldugu inancini
tasidiklari gorilmektedir. Bu konuda K1 dislncelerini; “...Yaptigimiz ¢ok agik ve net sdylemek gerekirse
guni kurtarmak gibi geliyor. Zira kaynastirma 6grencilerine ¢ok 6zel davranildigl veya onlarin seviyesine
uygun egitim yapildigina ben inanmiyorum.” seklinde ifade ederken, K2 “kaynastirma, toplumsal hayata
uyum saglama konusunda kaynastirma oOgrencilerine fayda saglamaktadir.” diyerek kaynastirma
uygulamasini faydali buldugunu ifade etmistir.

Kaynastirma o6grencilerine ve onlarin dogalarina yonelik bulgular incelendiginde, katilimci
o6gretmenlerin kaynastirma 6grencileri icin en uygun egitim ortami olarak genel sinif ortamini gordukleri
anlasilmaktadir. K3, bu konudaki dustincelerini “toplumsal uyum agisindan kaynastirmanin ¢ok dogal
oldugunu diaslinldyorum... Genel sinif ortami da tipki toplum gibi ¢cok degisik 6zelliklere sahip bireylerin
bir arada bulundugu bir ortamdir.” seklinde ifade ederken; K1, bu konudaki distncelerini elestirel bir
yaklasimla;

“Okullarda ben her dénem bu cocuklara karsi direng gordiim. Sanki bu ¢ocuklar bu toplumun bir
parcas! degilmis gibi bu cocuk neden bu sinifta? Ozel egitim sinifinda olmasi gerekmiyor mu? gibi
tavirlarla karsilastigim ¢ok zamanlar oldu. Oysa, bu c¢ocuklar da bizim c¢ocuklarimiz digerlerine nasil
vaklasiyorsak bunlara da oyle yaklagsmaliyiz.” seklinde ifade ederek genel sinif ve okul ortaminin bu
o6grenciler icin daha uygun oldugu kanaatinin yani sira kaynastirma 6grencilerinin karsilastigl olumsuz
tutumlara da vurgu yapmistir.
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Tablo 2.
Sosyal Bilgiler O§retmenlerinin Kaynastirma Uygulamasina Yénelik inanglari ile ilgili Bulgular.

E E E Uygulamanin;
= & & ihmal edildigine inanilmasi K1 K2 K3
é" €™ faydali bulunmasi K1 K2 K3
> E dogal bir hak olarak gorilmesi K1 K2 K3
==z Uygulamaya;
gereken 6nemin verilmediginin disinilmesi K1 K2 K3
direng gosterildigine inaniimasi K1 K2 -
E £ Ogrencilerin;
= & genel egitim siniflarinda egitim almasi gerektigine inanma K1 K2 K3
é" 'E o6grenebileceklerine inanma K1 K2 K3
75 toplumda kabul gérmediklerine inanma K1 K3
¥ 5 ihmal edildigini diisinme K1 K2 K3
§ siradan goraldigind disinme K1 K2 -
& Ogrencilere;
bakis agisinin zamanla olumlu yonde degistigini disinme - K2 K3
karsi vicdani sorumluluk hissetme K1 K2 K3
karsi yapici bir iletisim dili tercih edilmesi gerekliligini disinme K1 K2 K3
.GEJ b Ogrencilerin;
5 & Ogrenmelerinde derse aktif olarak katilmayi dnemli gériilme K1 K2 K3
E ™ ders sireci planlanirken dikkate alinmasinin gerektigine inanma K1 K2 K3
s ders slrecine katilmalari icin yeterli caba gosterilmediginin diisiinme K1 K2 K3
_>u“n akademik degerlendirmelerinin BEP gercevesinde yapilmasi gerekliligine inanma K1 K2 K3
2 akademik 6grenmelerinin destek egitimi odasina birakildigina inanma K1 K2 K3
:g ders 6ncesi 6zel etkinlikler hazirlanmasina ihtiyag duyma K1 K2 K3
2 olgme ve degerlendirme stireglerine dahil edilmesi gerekliligine inanma K1 K2 K3
§ o6grenmelerinde akran 6gretiminin faydali olduguna inanma K1 - K3
28D akademik ve sosyal gelisimi agisindan sosyal bilgiler dersinin gerekli oldugunu K1 K2 K3
'?u diisinme
E Kaynastirma Ogrencilerine;
E* ders ortaminda yeterince zaman ayrilmadigina inanma K1 K2 K3
1 yeterince s6z hakki verilmedigini diisinme K1 K2 K3
S yonelik hazirlanan BEP’lerin uygulamasinda sorunlar yasandigina inanma K1 K2 K3
BEP hazirlama konusunda yetersizlik hissetme K1 K2 K3
S0 g E Kaynastirma 6grencilerinin 6gretimi sirasinda garesizlik hissi yasama K1 K2 K3
§ Eg) £ Kaynastirma 6grencilerinin 6gretimi konusunda destege ihtiya¢ duyma K1 K2 K3
,:Jo % ™ Kaynastirma &grencisi ile ilgili yeterli deneyime sahip oldugunu diisinme K1 K2 K3
0 E Hizmet dncesi yeterli egitim alinmadigina inanma K1 K2 K3

Kaynastirma oOgrencilerinin 6grenmeleri ve 6grenme ortamlarina iliskin bulgular incelendiginde
katilimcilarin, kaynastirma 6grencilerinin uygun ortam saglandiginda ve gerekli planlama yapildiginda
ogrenebileceklerine inanmalarina karsin bu 6grencilerin uygulama boyutunda ihmal edildigi ve ders
sireclerine dahil edilmedikleri gériilmektedir. K2 bu konudaki dislincelerini:

“Kaynastirma 6grencileri icin BEP planlari yapilir ve dosyaya konuluyor; ama uygulamada ¢ok fazla
dikkate alinmiyor... Kaynastirma 6grencinin sinifimda olmasindan rahatsizlik duymadim... Biliyorum o
cocukla o6zel ilgilenilmesi gerekiyor ama inanin kaynastirma arada kayniyor.” seklinde ifade ederek
uygulama boyutundaki aksakliklara dikkat ¢ekmistir. Bu konudaki diisiincelerini ictenlikle ifade eden
diger katilimci olan K1; “Hakikaten bu c¢ocuklarin seviyesi esas alinarak onlara ayri 6zel etkinlikler
hazirlanacaksa bitin konulara belli seviyelerde bu cocuklara vermek mimkin olur... Acgikgasi
kaynastirma 6grencisini derse katmak icin 6zel bir hazirhgimiz olmuyor maalesef. Yaptigimiz ¢cok agik ve
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net séylemek gerekirse giini kurtarmak gibi geliyor. Zira kaynastirma 6grencilerine ¢cok 6zel davranildigi
veya onlarin seviyesine uygun egitim yapildigina ben inanmiyorum bunu ¢ok net sdyleyebilirim.” diyerek
kaynastirma Ogrencilerinin ders siireglerinden yeterince faydalanamadiklarina vurgu yapmistir. Ayrica,
“Siniflarda gerekli diizenlemeleri de yapmak lazim. “Bu g¢ocuklarin akademik 6gretim boyutu tamamen
destek egitimi odalarina birakilmis durumda. Uygulamalar bunu isaret ediyor.” diyen K3, kaynastirma
ogrencilerinin 6grenme ortamlarinda diizenlemeler yapilmasi gerektigini ve kaynastirma 6grencisinin
akademik 6gretiminin destek odalarina birakildigini ifade etmistir.

Ogretmenlerin 6z yeterlik inanglar ile ilgili bulgular incelendiginde, katilimcilarin kendilerini
kaynastirma ogrencilerine yaklasim, BEP hazirlama ve ortaya ¢ikan problemleri ¢6zme gibi konularda
yetersiz hissettikleri gériilmektedir. K3 bu konudaki diisiincelerini: “Universite kaynastirma ile ilgili bir
ders almadigimdan meslegin ilk 5 yili bdyle kaynastirmanin varligindan haberdar degildim agikgasi.
BEP’le tanismam 10 yil oldu, ama bu konuda yeterli ihtisasim olmadigi i¢in bu konuyu 6nemsiz gérdim.”,
seklinde ifade ederken; K1 ise “Ozellikle bu cocuklara karsi kendimi ¢ok yetersiz ve garesiz hissettigim
anlar oldu. Ancak bu konuda gerekli egitimi almis olsam bu tiir problemlerle bas etmenin cesitli
yontemleri oldugunu distnldyorum.” seklinde ifade ederek kaynastirma uygulamalari ile ilgili egitim
ihtiyaci oldugunu ortaya koymustur.

Gozlem Sonucunda Elde Edilen Bulgular

Ders gozlemi sonucu elde edilen bulgular, 6gretme-6grenme ve degerlendirme siireglerine iliskin
sonuglar olmak lzere iki baslik altinda Tablo 3 ve 4’te verilmistir.

Ogretme-Ogrenme Siireclerine Ait Bulgular: Ogretme-6g8renme siireclerine ait gozlem bulgulari,
katilm saglama, soru sorma, etkinlik, yontem-teknik ve iletisim alt boyutlarinda degerlendirilerek Tablo
3’de sunulmustur.

Tablo 3.

Ogretme-Ogrenme Siirecleri Boyutuna iliskin Katiimci Puanlari.

Siireg Gostergeler Betimleyici Aciklamalar K1 K2 K3
Katilim Ders silreglerine katilma konusunda isteksizlik godsteren 0o o0 0
Saglama o6grenciyi derse katmaya calisma

Derse aktif olarak katilma ¢abasi icinde olan kaynastirma 1 1 1
Ogrencisine firsatlar olusturma
Soru Sorma Kaynastirma 0©grencisine sordugu sorularda uyarlamalar 0o 1 )
W yapma
% Ogrencinin zorlandigi durumlarda ipucu vererek cevaba 0 1 )
o ulasmasini saglama
:z Ogrencinin verdigi cevaplara geri bildirim verme 0 1 1
£ Soru soran kaynastirma 6grencisine aciklayici donttler verme 0 o0 0
§ Etkinlik BEP’te yer alan kazanimlar dogrultusunda farklilagtiriimis o o0 o0
» etkinlikler uygulama
g Etkinlik uygulama yodnergesi ile kaynastirma 6grencisini o o0 o0
s destekleme
:’gb Grup calismalari uygulayarak kaynastirma 6grencisinin grup 0o o0 0
icerisinde sorumluluk almasini saglama
Yontem- Akran 6gretiminden faydalanma 0 o0 0
Teknik Soru ve yonlendirmelerle bilgiye kesif yoluyla ulasmasini o o0 2
saglama
Ders sirecinde 6grenciye gegici destek saglama o 0 ©O
iletisim Kaynastirma 6grencisiyle iletisim firsatlari olusturma 1 1 1
Toplam 2 5 9

* En yiiksek puan:26
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Tablo 3’te yer alan sonuglar incelendiginde, katilm saglama alt boyutunda iyi diizeyde olan bir
katilimci gtkmamistir. Orta dizeyde bulunan g katiimci da derse katilim igin ¢aba gdsteren 6grenciye
nadiren firsat sunmus olmalarina ragmen ders siireglerine katilma konusunda isteksizlik gosteren
0grenciyi derse katmaya ¢alismak igin bir caba gdstermemislerdir.

Katihmcilarin soru sorma alt boyutu ile ilgili puanlari degerlendirildiginde, sadece K3’lin iyi diizeyde
puan aldigi gorilmektedir. K3, sordugu sorulari olabildigince somutlastirarak ve ginlik yasamla
iliskilendirilerek sormustur. Ornegin paranin icadi ve giinliik hayatimiza etkisi konusunda kaynastirma
ogrencisine; “Glndelik yasaminda para kullaniyor musun? Nerelerde kullaniyorsun? Para olmasaydi ne
olurdu?” gibi yonlendirici sorularla 6grencinin bilgiye ulasmasina yardimci olmustur. Ayrica, yonlendirici
ipuglar da kullanarak 6grencinin cevaba ulasmasina yardimci olmustur. Bu alt boyutta orta dizeyde
bulunan K2, 6grencinin cevaplarini gelistirmeyecek tarzda kisa donitler vermistir. Zayif dizeyde
bulunana K1 ise 6grenci cevaplarina herhangi bir doniit vermemistir.

Etkinlik alt boyutunda, Gg¢ katilimcinin da zayif seviyede oldugu goérilmektedir. Katilimcilarin sinif igi
etkinliklerde kaynastirma 6grencilerini dikkate almadigi gbzlenmistir. Uygulanan etkinlikler siniftaki diger
ogrencilerin seviyeleri ve ihtiyaclari dikkate alinarak ortalama 6grenci diizeyinde hazirlanmistir. Ayrica
etkinliklerde uygulama yonergelerine hig yer verilmemistir.

Katihmcilarin - yontem-teknik alt boyutunda da zayif bir seviyede olduklari goérilmektedir.
Katihmcilarin genel olarak toplu 6gretim anlayisiyla hareket ettikleri bireysel farkhliklari dikkate alan bir
yaklasim sergilemedikleri gorilmustiir. Sadece K3’lin, nadiren de olsa kesfedici anlayisla hareket ederek
ogrencinin bilgiyi kesfederek 6grenmesine ortam hazirlamaya c¢alistigi gézlenmistir.

iletisim alt boyutunda, her {i¢c katilimcinin da orta diizeyde oldugu tespit edilmistir. Katilimcilar ve
kaynastirma 6grencileri arasinda c¢ok az iletisim kurulmus ve bu iletisim daha cok ders disi konularla
sinirli kalmigtir. Ayrica, kaynastirma 6grencisiyle akademik iletisim kurulup strdirilme durumu ise ¢ok
nadiren gergeklesmistir.

Degerlendirme Siirglerine Ait Bulgular

Degerlendirme boyutuna ait bulgular, BEP, 6lgme araglari ve uyarlama alt boyutlarinda Tablo 4’te
verilmistir.

Tablo 4.
Dederlendirme Siirecleri Alt Boyutuna lliskin Katilimci Puaniari.
Gostergeler Betimleyici Agiklamalar Ki K, K;
Bireysellestirme Degerlendirmeyi BEP’de yer alan kazanimlar dogrultusunda O 0 O
) yapma
E Sire¢ icerisinde vyapilan degerlendirmelere planh olarak 0 0 O
2 kaynastirma 6grencisini de dahil etme
% Olgme Araglan Ogrencinin 6devlerini inceleyerek déniitler verme 0 1 0
%0 Kaynastirma 6grencilerinin olusturdugu trinleri degerlendirme 0 0 0
©  Uyarlama Yazilh yoklama sinavlarinda soru sayisi, seviyesi, tiri ve sinav. 2 2 2
siresi gibi konularda uyarlamalar yapma
Toplam 2 3 2

* En yiiksek puan:10

Tablo 4’te gorildiglu Gzere bireysellestirme alt boyutunda zayif diizeyde bulunan katilimcilar,
degerlendirmeyi BEP’de yer alan kazanimlar dogrultusunda yapmamislardir. Ayrica, ders slirecinde
vapilan degerlendirmeler kaynastirma 6grencisinin seviyesinin lzerinde oldugu icin 0Ogrencinin
degerlendirme siireglerine aktif katiimi mimkiin olmamistir.

Olgme araglan alt boyutunda K1 ve K3’iin 6grencilerin 6devlerini inceleyerek yapici déniitler verme
acisindan zayif durumda olduklari goérilmektedir. Bu agidan orta diizeyde bulunan K2, kaynastirma
6grencisinin odevlerini incelemis ancak agiklayict dondtler vermemistir. Kaynastirma oOgrencilerinin
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olusturdugu performans gorevi veya arastirmaya dayali tablo olusturma gibi Urinlerin
degerlendiriimesinde katilimcilar, zayif diizeyde bulunmaktadir. Goézlem sirecinde katilimcilar
O0grenciden herhangi bir Urin olusturmasini istememislerdir. Ayrica, kaynastirma 0Ogrencilerinin
olusturdugu Uriinleri bir arada topladiklari Griin dosyalari da bulunmamaktadir.

Katihmcilar, uyarlama alt boyutunda iyi diizeyde bulunmaktadirlar. Katilimcilar yazili yoklama sinavi
hazirlarken, kazanimlar dogrultusunda 6grenci seviyesine uygun sorular hazirlamis veya ayni sorularda
gerekli uyarlamalar yapmislardir. Bu uyarlama daha ¢ok soru sayisi, cesidi veya tiriinde yapilmistir.
Ornegin; K1 kaynastirma 6grencisine diger arkadaslarina verdigi sorulardan farkli olarak ¢oktan se¢cmeli,
bosluk doldurma veya dogru yanlis tarzinda diizenleyerek 6grenci seviyesine gore uyarlamalar yapmistir.

Tartisma, Sonug ve Oneriler

Kaynastirma Uygulamasina Yonelik Tartisma

Katihmcilar, kaynastirma uygulamasinin 6grencilerin toplumsal uyumu ve akademik o6grenmeleri
actlarindan faydali bulduklari sonucuna ulasilmistir. Ayrica, katilimcilar kaynastirma uygulamasini dogal
bir hak olarak gérmelerine ragmen genel sinif ortaminda kaynastirma 6grencilerine gereken énemin
verilemedigini ifade etmislerdir. Bu noktadan hareketle katilimcilarin diisiince ve inang¢ olarak modern
¢agin gereklerini yakalamalarina karsin yapilan uygulamalara yonelik gézlem bulgularina bakildiginda
eski donem kaynastirma anlayisindan kurtulamadiklari goriilmektedir. Bu anlayis, kaynastirmayi
ogrencilerin genel egitim siniflarina fiziksel olarak vyerlestiriimesinden ibaret goren; kaynastirma
Ogrencilerine genel egitim mufredatina erisim firsati tanimayan bir anlayistir (Sorrells, Rieth & Sindelar,
2004). Bu durumu anlamak icin “istemek ve inanmak ®&nemli ama yeterli degil. Ogretmenlerin
kaynastirma 6gretimi konusundaki yeterliklerinin artirilmasi ve bu konuda isteklendirilmesi gerekiyor.”
diyen K1'in sozlerini dikkate almak faydali olacaktir. Ayrica, kaynastirmanin uygulama boyutunda
O6gretmene cesitli ek yukler getirmesi (Scruggs & Mastropieri, 2011) de bu durumun bir baska nedeni
olabilir.

Kaynastirma Ogrencilerinin Dogasina Yonelik Tartisma

Arastirmanin bulgularina goére, 6gretmenler kaynastirma 6grencileri i¢in en uygun egitim ortami
olarak genel sinif ortamini gormektedirler. Ayrica, gerekli kosullar saglandiginda bu bireylerin de
ogrenebilecekleri inancini tasimaktadirlar. Buna karsin, yapilan sinif ici gdzlemlerde bu disiince ve
inanglarin uygulama alani bulamadiklari ortaya c¢ikmistir. Ayrica, 6gretmenler bu o6grencileri ihmal
ettiklerinden dolayi vicdani sorumluk duyduklarini da belirtmislerdir. Ancak, bu iyi duygu, dislince ve
dilekler tek basina kaynastirma 6grencilerini icinde bulunduklari durumdan daha iyi bir noktaya getirmek
icin yeterli gorilmemektedir. Ayrica bu durum Ogretmenlerin inang ve disincelerinde “midahaleci
(interventionist)” bir felsefeye sahip olduklarini ifade etmelerine ragmen, uygulamalari “tanilayici
(pathognomonic)” anlayisi yansitmaktadir. Bu durum o6gretmenlerinin inanglari, 6zellikle engellilik
hakkindaki inanglari ve bu inanglarin kaynastirma 6grencilerinin egitiminde uyguladigi sinif ici pratiklerle
iliskili oldugu (Jordan & Stanovich, 2001, 2003, 2004) bulgusuyla da celismektedir. Bu agidan,
6grencilerin 6grenmesini iyilestirecek uygulamalar ortaya ¢ikarmak ve 6gretmenleri bu uygulamalari
kullanmak konusunda vyetistirmek gerekmektedir (Kiely et al., 2015). Ancak bu sekilde, mevcut
celiskilerin kaynagini belirleyip ¢6ziim bulmak mimkin olacaktir.

Kaynastirma Ogrencisine ve Ogretim Siireglerine Yonelik Tartisma

Arastirma bulgulari, kaynastirma 6grencilerinin dersin planlanma, uygulanma ve degerlendirme
slireglerinde yeterince dikkate alinmadigindan derse aktif olarak katilma firsati bulamadiklarini ortaya
koymaktadir. Ayrica, BEP’lerin 6grencilerin mevcut durumlari dikkate alinmadan hazir olarak paylasilan
ortamlardan indirilip mevcut haliyle kullanildigi anlasiimaktadir. Bu nedenlere bagli olarak, kaynastirma
ogrencisinin ders sireglerinde fiziksel olarak bulunmanin 6tesine gegcemedigi séylenebilir. Ayrica gézlem
sliresince, 6gretmenlerin dersin kazanimlar dogrultusunda, kaynastirma 6grencisine yonelik planl bir

477



Ahmet COPUR — Pegem Egitim ve Ogretim Dergisi, 9(2), 2019, 451-490

eylemi de olmamistir. Uygulamadaki mevcut durum boyleyken derse aktif katiimi 6nemseyen,
planlamada kaynastirma 6grencilerine de yer verilmesi gerektigine inanan ve bu &grenciler igin 6zel
etkinlikler hazirlanmasi gerektigini ifade eden katihmcilar, ideal bir kaynastirma uygulamasinin
gereklerini ortaya koymaktadir. Bu durum, 6gretmenlerin 6gretimin dogasi ve 6grencilerin yetenekleri
hakkindaki inanglarinin, ders ici pratiklerini etkiledigini gosteren arastirmalarin (Berry , 2006; Jordan,
Glenn & McGhie-Richmond, 2010) sonuglariyla uygunluk géstermemektedir. Bu bosluk, katilimcilarin
belli sebeplerle inang ve disincelerini gizlemis olmalarindan kaynaklanabilecegi gibi inang ve
distncelerini uygulamaya donistiirecek 6z yeterlige sahip olmamalarindan da kaynaklanabilir. Sekil 4,
bu boslugun nedenlerini ortaya koymak amaciyla arastirma sonuglari ve literatirdeki g¢alismalardan
(Ertmer, 2005; Kiling, 2017) yararlanarak olusturulmustur. Ertmer (2005), 6gretmenlerin teknoloji
entegrasyonu oOntindeki engelleri birincil ve ikincil dereceden engeller olarak siniflamaktadir. Kiling
(2017), direng modelinde birincil engelleri yapisal ve gevresel, ikincil engelleri ise kisisel engeller olarak
ortaya koyarak bu engellerin ortadan kaldiriimasi ile sosyo-bilimsel konularin (SSI) 6gretiminde diyolojik
ogretime karsi direncin de ortadan kalkmasinin kolaylasacagini ortaya koymaktadir. Bu arastirmada da
ogretmenleri klasik kaynastirma anlayisina iten birincil ve ikincil engeller oldugu sonucuna variimistir.
Ortaya koydugumuz bu model kaynastirmadaki mevcut durumu ortaya koyarak modern kaynastirma
anlayisi 6niindeki engellerin ortadan kaldirilmasina katki saglayacagini diisinmekteyiz. Arastirmada elde
edilen sonuglar, bu model gercevesinde degerlendirilerek tartisiimistir.

Modern Kaynastirma Anlayigi

4r

Dustk 6z yeterlik inanci
Yetersiz pedagojik alan bilgisi

Kaynastirma felsefesini kavrayamama
Geleneksel

Ikincil
Engeller
»
>
o
>

kaynastirma
anlayigi

Teorik egitim ile uygulama arasindaki bosluk
Okuldaki egitim olanaklarinin yeterli olmamasi
Paydaslarla koordineli sekilde hareket edememe

*

Etkili kaynastirma 6gretimini iceren reform
gabalar

Birincil
Engeller

Sekil 4. Ogretmenlerin mevcut kaynastirma anlayisini ortaya koyan model.

Teorik egitim ile uygulama arasindaki bosluk, birincil engellerden ilki olarak karsimiza ¢itkmaktadir. Bu
bosluk, arastirma sonugclarina dayali olarak, iki sekilde ortaya ¢ikmaktadir. Birincisi hizmet 6ncesinde
kaynastirma egitimine yonelik bir egitim almamak (K1 ve K3), ikincisi ise alinan egitimin yetersiz kalmasi
veya uygulamaya doniik olmamasidir (K2). Bu bakimdan, bu engelin kaldiriimasi icin devlet okullari ile
egitim fakdlteleri arasinda organik bir bag kurulmasi énemlidir (Gaudelli & Ousley, 2009). Bu sayede,
meslege yeni baslayan 6gretmen ¢alisma yasamina daha kolay adapte olacak ve teorik egitim ile gercek
yasam arasindaki uyumsuzluk kaynakli bir geceklik soku yasamayacaktir (Farrell, 2003; Veenman, 1984).

Okuldaki egitim olanaklarinin yeterli olmamasi, birincil engellerden bir digeri olarak karsimiza
cikmaktadir. Demirezen ve Akhan (2016) da sinif mevcudunun kalabalkligi ve ihtiya¢c duyulan
materyallere ulasamamanin kaynastirma uygulamalarini olumsuz etkiledigini ortaya koymustur. Bu
olanaklarin iyilestirilmesi kaynastirma uygulamalarinin islevsel bir yapiya kavusturulmasina katki
saglayacaktir.
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Paydaslarla koordineli sekilde hareket edememe, bir baska birincil engel olarak gorilmektedir. Bu
paydaslar; rehberlik arastirma merkezleri, okul yonetimi, 6gretmen, 6grenci velileri olarak siralanabilir.
Basarili kaynastirma uygulamalari birgok paydasin koordineli ¢abasini gerektirmektedir (Sart, Ala, Yazhk
& Kantas-Yilmaz 2004). Bu agidan, bu koordinasyonun saglanip siirecin takibini yapmak engelin ortadan
kaldirlmasina katki saglayacaktir (ilk, 2014). Bu koordinasyonu isleyisini diizenleyen yasal mevzuatin
uygulamaya gecirilmesinde yasanan sorunlarin tespiti ¢c6ziim icin 6nemli gérilmektedir.

Ogretmenlerin diisiik 6z yeterlik inanci ve yetersiz pedagojik alan bilgisi, ikincil engeller olarak
karsimiza ¢ikmaktadir. Ogretmenlerin 6z yeterlik inanclar ile ilgili gériisme bulgulari, katilimcilarin
kendilerini kaynastirma 6grencilerine yaklasim, BEP hazirlama, bireysel etkinlik tasarlayip uygulama ve
ortaya ¢ikan problemleri ¢ozme gibi konularda yetersiz hissettiklerinden kaynastirma 6grencilerinin
o6gretimi konusunda destege ihtiyag duyduklarini ortaya koymaktadir. Bu durum daha 6nce yapilan
bircok arastirma sonucuyla (Buell, Hallam, Gamel-McCormick & Scheer, 1999; Soodak, Podell & Lehman,
998; ilk, 2014; Demirezen & Akhan, 2016) da uygunluk géstermektedir. Ancak katilimcilara gériismede
gozlem sirecinde karsilasilan sorunlara ¢6ziim 6nerileri soruldugunda islevsel dneriler getirebilmislerdir.
Bu durum aslinda 6gretmenlerin bu konuda yilksek bir farkindalik dizeylerinin ve deneyimlerinin
oldugunu ancak diisiince ve inanglarini eyleme donistiirme konusunda harekete gegciricilere ihtiyag
duydugu seklinde yorumlanabilir. Bu konuda yapilan ¢alismalardan elde edilen bulgular, Kaynastirma
ogrencilerinin 6gretimi ile ilgili 6z yeterlik algisi yliksek 6gretmenlerin kaynastirma uygulamasina karsi
olumlu tutumlar gelistirdiklerini ortaya koymustur (Podell &Soodak, 1993; Soodak, Podell & Lehman,
1998). Bu noktadan hareketle, 6gretmenlerin 6z yeterlik inanglarini besleyen kaynaklarin tespiti ve
ihtiyac duyulan konularda gerekli destegin saglanmasi kaynastirma uygulamasinin basarisi agisindan
Onem arz etmektedir.

Kaynastirma uygulamasinin felsefesini kavrayamama, ikincil engellerden sonuncusu olarak karsimiza
¢ikmaktadir. Bircok 6gretmen, kaynastirma anlayisinin faydali bir uygulama oldugunu ifade etmesine
karsin; esasinda kaynastirmanin uygulanabilir bir yaklasim olmadig yoniinde inang¢ ve algilar tespit
edilmistir (Lalvani, 2012). Bu yaklasim 0Ogretmenlerin modern kaynastirma anlayisina ulasmalari
oniindeki 6nemli bir sorunu ortaya koymasi bakimindan énemli goriilmektedir. Arastirmaya katilan
o6gretmenler de kaynastirma uygulamasinin faydali bulmakla birlikte uygulama boyutunda kaynastirma
uygulamasinin fiziksel bulunmanin 6tesine gecemedigi gorilmustir.

Genel olarak ele alindiginda, 6gretmenlerin, cagimizin kaynastirma felsefisine uygun olarak,
kaynastirmada ogrencinin fiziksel yerlestirmenin Otesinde akademik amaglar gidilmesi gerektigi
inancini tasidiklari gérulmastir. Ayrica kaynastirma 6grencisinin, gerekli kosullar saglandiginda, her
konuyu gelisim 0zelliklerine bagl olarak belli bir seviyede 06grenebilecegi anlayisi da yerlesmis
durumdadir. Distince, inang ve fikir baglaminda ideal olan bu olumlu yaklasimlara ragmen uygulama
boyutu olan ders siireglerinde bu 6grencilerin katilimcilarin deyimiyle “ihmal” edildigini séylemek yanlis
olmaz. Yapilan ders i¢i gozlemlerde de 6gretmenin dersin kazanimlari dogrultusunda, 6zel 6grenciye
yonelik planli bir eylemine rastlaniimamasi bu durumu destekler niteliktedir. inan¢ ve uygulama
arasinda; 6gretmen 0z yeterliginin disiik olmasi, denetim eksikligi, ders ortamlarinin kaynastirma
ogrencilerine yonelik ihtiyaglari tam olarak karsilayamamasi ve sinif mevcudunun kalabalik olmasindan
dolay! bu 6grencilere yeterli zaman ayrilamamasi gibi nedenlerle biyik bir bosluk oldugu agiktir. Bu
boslugun doldurulmasinin kaynastirma uygulamasindan beklenilen faydayi elde etmek igin kritik 6neme
sahip oldugunu soylemek mimkinddr.

Oneriler

Calismanin bulgulari dogrultusunda asagidaki 6neriler getirilmistir.

1. Arastirma sonuglarina gore 6gretmenlerin kaynastirma 6gretimi ile ilgili 6z yeterlik inanglarinin zayif
oldugu gorilmektedir. Bu acgidan, 6gretmenlerin 6zellikle kaynastirmaya yonelik bilgi eksiklerinin
hizmetici egitimlerle giderilmesi gerekmektedir.
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2. Cahsma sonuglarina gére kaynastirma uygulamasinda paydaslar arasinda koordinasyon sorunu
oldugu gorilmektedir. Bu koordinasyonun saglanmasi igin var olan yasal mevzuatin uygulamaya
gecirilmesinde yasanan sorunlarin tespiti sorunun ¢dzimu agisindan 6nem arz etmektedir.

3. Onemli bir sorun olarak karsimiza ¢ikan teorik egitim ile uygulama arasindaki bosluk, arastirma
sonuglarina dayali olarak, iki sekilde ortaya g¢ikmaktadir. Birincisi hizmet 6ncesinde kaynastirma
egitimine yonelik bir egitim almamak (K1 ve K3), ikincisi ise alinan egitimin yetersiz kalmasi veya
uygulamaya dénik olmamasi (K2). Bu bakimdan, bu engelin kaldiriimasi igin devlet okullari ile egitim
fakilteleri arasinda dogrudan bir bag kurulmasi 6nemlidir.

Son olarak, bu calismada uzun genis katihmh bir gézlem sireci planlanmamistir. Her ne kadar
O0gretmenler gozlemde ortaya ¢ikan durumlarin geneli yansittigini sdyleseler de kaynastirmaya yonelik iyi
uygulamalara rastlamak mumkiin olabilirdi. Ayrica 6gretmenlerin klasik kaynastirma anlayisini
benimsemelerine sebep olan engeller (izerine uygulamali ¢alismalar yapmak mevcut arastirmamizda
Urettigimiz bilgi birikimini artiracak ve sorunlari ¢ozme noktasinda faydali olacaktir.
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Ekler
Ek 1. G6zlem Protokolii
Go6zlem Protokolii 1 (21.02.2017)
Konu: Gozlem Saresi:
Aciklayici Notlar Yansitici Notlar

Genel degerlendirme: -

Sinif Oturma Diizeni
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Ek 2. Ogretim Uygulamalari Degerlendirme Rubrigi Performans Diizeyleri

Sureg | Gostergeler | Betimleyici Agiklamalar | O (Zayif) 1 (Orta) 2 (iyi)
Ders siireglerine Ogrencinin Ogrencinin Ogrenciye bir soru
katilma konusunda derse katilimini | isteksizliginin sorarak veya
isteksizlik gosteren saglamak igin farkina varir ve konuyu okutarak
Ogrenciyi derse herhangi bir dersle ilgilenmesi | derse aktif katilimini
katmaya calisma sey yapmaz. konusunda sozel sagalamaya galisir.
uyarilarda
bulunur.
Katilim Derse aktif olarak Derse katilm Ogrencinin 1srari Ogrenci katiiminin
Saglama katilma ¢abasi icinde cabalarini Gzerine nadiren o6neminin farkinda
olan kaynastirma gérmezden Ogrenciye s0z olarak derse katilim
Ogrencisine firsatlar gelir. hakki veya ¢abalarini uygun
olusturma sorumluluk verir. katilim olanaklari
sunarak destekler.
Bir soruya cevap
verme, bir gorevi
gerceklestirmesini
isteme vb.
Kaynastirma Herhangi bir Soruyu belirsizve | Soruyu BEP’i dikkate
o6grencisine sordugu uyarlama gereksiz ifadeleri alarak
sorularda uyarlamalar | yapmaz. azaltarak sorar. somutlastirarak ve
yapma glnlik yasamla
iliskilendirerek
sorar.
Ogrencinin zorlandig Destekleyici Yetersiz veya Ogrencinin cevaba
durumlarda ipucu ipuclari uygun olmayan ulasmasini saglayici
vererek cevaba vermez. ipuglari verir. yonlendirici ipuglari
ulagsmasini saglama verir. Ornegin
“Parayi glinliik
yasantinda
nerelerde
Soru Sorma = Iiullan|yorsun?"
Ogrencinin verdigi Herhangi bir Ogrencinin Ogrenci cevabi
cevaplara geri bildirim | geri bildirim cevabina kisa lizerinde yogunlasir.
verme vermez. donitler verir. Sirece yonelik
Donutler sorular sorarak
ogrencinin 6grencinin cevabini
cevaplarini daha genis ve net
gelistirmeye olarak ortaya
< yoneltmez. koymasina rehberlik
> eder.
:§ Soru soran Ogrencinin Soruya evet veya Ogrencinin
o kaynastirma sordugu hayir gibi kisa sorusuna égrenci
% ogrencisine agiklayici soruyu cevaplar verir. seviyesine uygun
%" donitler verme gecistirir. agllflaylu cevaplar
b verir.
£ BEP’te yer alan Etkinliklerde Akranlariyla ayni BEP gergevesinde
,%’D Etkinlik kazanimlar bir etkinlikleri verir farklilastirilmis
‘O

dogrultusunda

farklilastirma

ancak belli

etkinlikler tasarlar
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Sureg | Gostergeler | Betimleyici Agiklamalar | O (Zayif) 1 (Orta) 2 (iyi)
farkhlastiriimis yapmaz. kisimlari isterse ve uygulama
etkinlikler uygulama yapmayabilecegini | konusunda

belirtir. Ogrenciye destek
saglar.
Etkinlik uygulama Uygulama Hazirlanmig Etkinlikte
yonergesi ile yonergesi yok. | yonerge belirsiz kaynastirma
kaynastirma ve gerekli ogrencisine
ogrencisini destekleme aciklamalari kilavuzluk edecek
icermiyor. anlasilir bir yonerge

bulunmaktadir.

Degerlen
dirme

Grup g¢alismalari Grup Grup ile yapilan Kaynastirma
uygulayarak ¢alismasina etkinliklerde Ogrencisinin
kaynastirma yonelik etkinlik | kaynastirma etkinlikte
6grencisinin grup gelistirilmedi. Ogrencisi bir gérev | gerceklestirebilecegi
icerisinde sorumluluk Gstlenmedi. gorevler almasi
almasini saglama saglandi.
Akran 6gretiminden Akran Yanindaki Sinif arkadasindan
faydalanma Ogretimine arkadasina kaynastirma
basvurulmadi. | kaynastirma Ogrencisine
Ogrencisine onceden belirlenmis
yardimci olmasi amaglar
ile ilgili telkinlerde | dogrultusunda
bulundu. yardimci olmasi
istendi ve sireg
takip edildi.
Soru ve Bilgiye ulasma Eksik kalan Siirece yonelik
Yontem- yonlendirmelerle firsati cevaplar sorular ve
Teknik bilgiye kesif yoluyla verilmedi. O0gretmen veya yonlendirmelerle
ulagsmasini saglama diger arkadaslarn 6grencinin bilgiyi
tarafindan kesfetmesine firsat
tamamlandi. olusturuldu.
Ders surecinde Hicbir destek Saglanan destek Saglanan destek
ogrenciye gecici destek | saglanmadi. yetersiz kaldi ve 6grenciye yardimci
saglama Ogrenciye olmanin yani sira
bagimsiz hareket Ogrencinin derse
etme konusunda motive olmasini
yeterince faydali sagladi.
olmadi.
Kaynastirma iletisim kurmak | Ogrenciyle Siire¢ boyu
6grencisiyle iletisim icin bir caba O0gretmen kaynastirma
firsatlari olusturma gostermedi. arasindaki iletisim | 6grencisini de
letisim daha ¢ok ders disi | dikkate alan konu
konularla ve sinirli | disi ve akademik
kaldi. Ornegin; iletisim ve etkilesim
“Pencereyi firsatlari sunuldu.
acabilir misin?
Degerlendirmeyi Kaynastirma Ders icerisinde Ders icerisinde
BEP BEP’de yer alan ogrencisi ders yapilan yapilan

kazanimlar
dogrultusunda yapma

ici
degerlendirme

degerlendirme
BEP’de belirlenen

degerlendirme BEP
cercevesinde ve

D
(o]
()]




Ahmet COPUR — Pegem Egitim ve Ogretim Dergisi, 9(2), 2019, 451-490

Sureg | Gostergeler | Betimleyici Agiklamalar | O (Zayif) 1 (Orta) 2 (iyi)
sureglerine kazanimlarin bir siirece yonelik
dahil edilmedi. | kismini kapsiyor. kazanimlari
kapsayan ve
kaynastirma
ogrencisini de
strece katan bir
tarzda yapihyor.
Sireg icerisinde Ogrenci dahil Ogrenci Belli araliklarla
yapilan edilmedi. degerlendirmeye ogrencilerin
degerlendirmelere dahil edildi ancak | kazanimlara ulagsma
planl olarak degerlendirme dizeyleri
kaynastirma sonuca odakl belirlenmeye
ogrencisini de dahil yapildi. cahsildi.
etme Kaynastirma
ogrencisi de bu
sireclerde dikkate
alinarak seviyesine
uygun sorular
soruldu.
Ogrencinin 6devlerini Odevlerini Odevlerini Odevleri inceledi.
inceleyerek donutler incelemedi. inceledi ancak Aciklayici donutler
verme aciklayici dondtler | vererek 6grenmeyi
vermedi. pekistirdi. Ayrica
6grencinin bagimsiz
arastirma
.. yapmasina katki
;)Igmle sagladi.
ragar Kaynastirma Ogrenciden Ogrenciyi iirlin Ogrenciye verdigi
ogrencilerinin herhangi bir olusturma yonergeyle Urindn
olusturdugu uranleri Uriin konusunda olusturulmasi
degerlendirme olusturmasini odevlendirdi; konusunda
istemedi. ancak takibini rehberlik etti ve
yapmadi. Uriind portfolyo
dosyasina koydu.
Yazili yoklama Herhangi bir Sinav kagidini BEP gercevesinde
sinavlarinda soru uyarlama oldugu gibi verdi belirlenen
sayisl, seviyesi, tlirli ve | yapmadan ancak belli kazanimlar
sinav suresi gibi akranlarina sorulardan muaf dogrultusunda
Uyarlama konularda uyarlamalar | verdigi tuttu. 6grenci seviyesine
yapma sorularin uygun sorular
aynisini verdi. hazirladi veya ayni

sorularda gerekli
uyarlamalar yapti.
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Appendix/Ekler

Ek 1. Gozlem Protokolii

GoOzlem Protokolii 1 (21.02.2017)

Konu: Gozlem Suresi:

Aciklayici Notlar Yansitici Notlar

Genel degerlendirme: -

Simif Oturma Diizeni
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Ek 2. Ogretim Uygulamalar Degerlendirme Rubrigi Performans Diizeyleri

Sire¢ | Gostergeler | Betimleyici Agiklamalar 0 (Zayif) 1 (Orta) 2 (iyi)
s Katihm Ders sureglerine katilma Ogrencinin derse Ogrencinin Ogrenciye bir soru sorarak
< Saglama konusunda isteksizlik gosteren katilimini saglamak isteksizliginin farkina veya konuyu okutarak derse
:§ Ogrenciyi derse katmaya calisma icin herhangi bir sey | varir ve dersle aktif katiimini sagalamaya
o yapmaz. ilgilenmesi konusunda | ¢alisir.
% sozel uyarilarda
o0 bulunur.
ﬁ Derse aktif olarak katilma ¢abasi Derse katihm Ogrencinin i1srari Ogrenci katiliminin éneminin
£ icinde olan kaynastirma 6grencisine | gabalarini géormezden | tizerine nadiren farkinda olarak derse katilim
,ﬁ, firsatlar olusturma gelir. Ogrenciye s6z hakki gabalarini uygun katihm
© veya sorumluluk verir. | olanaklari sunarak destekler.
Bir soruya cevap verme, bir
gorevi gergeklestirmesini
isteme vb.

Soru Sorma | Kaynastirma 6grencisine sordugu Herhangi bir Soruyu belirsiz ve Soruyu BEP’i dikkate alarak

sorularda uyarlamalar yapma uyarlama yapmaz. gereksiz ifadeleri somutlastirarak ve gunlik
azaltarak sorar. yasamla iliskilendirerek sorar.
Ogrencinin zorlandigi durumlarda | Destekleyici ipuglari | Yetersiz veya uygun Ogrencinin cevaba ulagmasini
ipucu vererek cevaba ulagmasini vermez. olmayan ipuglari verir. | saglayici yénlendirici ipuglari
saglama verir. Ornegin “Parayi giinliik
yasantinda nerelerde
kullaniyorsun?”
Ogrencinin verdigi cevaplara geri Herhangi bir geri Ogrencinin cevabina Ogrenci cevabi lizerinde
bildirim verme bildirim vermez. kisa dénutler verir. yogunlasir. Siirece yénelik
Doéndtler 6grencinin sorular sorarak 6grencinin
cevaplarini gelistirmeye | cevabini daha genis ve net
yoneltmez. olarak ortaya koymasina
rehberlik eder.
Soru soran kaynastirma 6grencisine | Ogrencinin sordugu | Soruya evet veya hayir | Ogrencinin sorusuna égrenci
aciklayici donitler verme soruyu gegistirir. gibi kisa cevaplar verir. | seviyesine uygun agiklayici
cevaplar verir.

Etkinlik BEP’te yer alan kazanimlar Etkinliklerde bir Akranlariyla ayni BEP gergevesinde
dogrultusunda farkhilastirilmig farkhlastirma etkinlikleri verir ancak | farklilastiriimis etkinlikler
etkinlikler uygulama yapmaz. belli kisimlari isterse tasarlar ve uygulama

yapmayabilecegini konusunda 6grenciye destek
belirtir. saglar.
Etkinlik uygulama yonergesi ile Uygulama yonergesi | Hazirlanmis yonerge Etkinlikte kaynastirma
kaynastirma 6grencisini yok. belirsiz ve gerekli 6grencisine kilavuzluk edecek
destekleme aciklamalari igermiyor. | anlasilir bir yonerge
bulunmaktadir.
Grup ¢alismalari uygulayarak Grup ¢alismasina Grup ile yapilan Kaynastirma égrencisinin
kaynastirma égrencisinin grup yonelik etkinlik etkinliklerde etkinlikte gerceklestirebilecegi
icerisinde sorumluluk almasini gelistirilmedi. kaynastirma 6grencisi | gérevler almasi saglandi.
saglama bir gorev tstlenmedi.

Yontem- Akran 6gretiminden faydalanma Akran 6gretimine Yanindaki arkadasina Sinif arkadasindan

Teknik bagvurulmadi. kaynastirma kaynastirma 6grencisine

Ogrencisine yardimci onceden belirlenmis amaglar
olmasi ile ilgili dogrultusunda yardimci
telkinlerde bulundu. olmasi istendi ve suireg takip
edildi.

Soru ve yonlendirmelerle bilgiye Bilgiye ulasma firsati | Eksik kalan cevaplar Surece yonelik sorular ve

kesif yoluyla ulagmasini saglama verilmedi. Ogretmen veya diger yonlendirmelerle 6grencinin
arkadagslari tarafindan | bilgiyi kesfetmesine firsat
tamamlandi. olusturuldu.

Ders sirecinde 6grenciye gegici Higbir destek Saglanan destek Saglanan destek 6grenciye

destek saglama saglanmadi. yetersiz kaldi ve yardimci olmanin yani sira
Ogrenciye bagimsiz 6grencinin derse motive
hareket etme olmasini sagladi.
konusunda yeterince
faydali olmadi.

iletisim Kaynastirma 6grencisiyle iletisim iletisim kurmak igcin | Ogrenciyle 6gretmen Siureg¢ boyu kaynastirma

firsatlari olusturma

bir caba géstermedi.

arasindaki iletisim daha
¢ok ders digi konularla
ve sinirl kaldi. Ornegin;
“Pencereyi agabilir
misin?

6grencisini de dikkate alan
konu digi ve akademik iletisim
ve etkilesim firsatlari sunuldu.
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Sureg | Gostergeler | Betimleyici Agiklamalar 0 (Zayif) 1 (Orta) 2 (iyi)
g BEP Degerlendirmeyi BEP’de yer alan Kaynastirma Ders icerisinde yapilan | Ders igerisinde yapilan
= kazanimlar dogrultusunda yapma Ogrencisi ders igi degerlendirme BEP’de | degerlendirme BEP
S degerlendirme belirlenen kazanimlarin | gergevesinde ve siirece
5 sureglerine dahil bir kismini kapsiyor. yonelik kazanimlari kapsayan
’gﬂ edilmedi. ve kaynastirma 6grencisini de

surece katan bir tarzda
yapilyor.

Sureg icerisinde yapilan Ogrenci dahil Ogrenci Belli araliklarla 6grencilerin
degerlendirmelere planh olarak edilmedi. degerlendirmeye dahil | kazanimlara ulasma dizeyleri
kaynastirma 6grencisini de dahil edildi ancak belirlenmeye ¢alisildi.
etme degerlendirme sonuca | Kaynastirma 6grencisi de bu
odakl yapildi. sureglerde dikkate alinarak
seviyesine uygun sorular
soruldu.
Olgme Ogrencinin ddevlerini inceleyerek | Odevlerini Odevlerini inceledi Odevleri inceledi. Agiklayici
Araglari donitler verme incelemedi. ancak agiklayici donitler vererek 6grenmeyi
donitler vermedi. pekistirdi. Ayrica 6grencinin
bagimsiz arastirma yapmasina
katki sagladi.
Kaynastirma 6grencilerinin Ogrenciden herhangi | Ogrenciyi tiriin Ogrenciye verdigi yonergeyle
olusturdugu Urdinleri bir Grlin olusturma konusunda | Grlinlin olusturulmasi
degerlendirme olusturmasini o6devlendirdi; ancak konusunda rehberlik etti ve
istemedi. takibini yapmadi. Grund portfolyo dosyasina
koydu.
Uyarlama Yazili yoklama sinavlarinda soru Herhangi bir Sinav kagidini oldugu BEP gercevesinde belirlenen

sayisl, seviyesi, tlirl ve sinav slresi
gibi konularda uyarlamalar yapma

uyarlama yapmadan
akranlarina verdigi
sorularin aynisini
verdi.

gibi verdi ancak belli
sorulardan muaf tuttu.

kazanimlar dogrultusunda
Ogrenci seviyesine uygun
sorular hazirladi veya ayni
sorularda gerekli uyarlamalar
yapti.
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