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Saygideger Okurlar,

Egitim bilimlerinin ana 6znesi, konusu insandir. Daha giizeli, daha iyiyi saglamak
adma arayiglar, calismalar devam etmektedir. Yapay zekanin, teknolojinin egitim
bilimleri alanina yansimalarina bakildiginda giintimiizde bilgiye erismenin, triinler
ortaya koymanimn eski donemlere nazaran daha kolay oldugu diistintilmektedir.
Ortaya ¢ikan bu durum anne, baba, 6grenci, 6gretmen, idareci, destek personeli gibi
tarkli rollerle egitim siirecinin igerisinde yer alan bireylerin birbirlerinden ve siiregten
beklentilerini farklilagtirmaktadir. Hem bilimsel ¢alismalara hem de bazen aktif bazen
pasif bir sekilde sahit olunan siireglere iliskin yapilan objektif gozlem ve
degerlendirmelere bakildiginda hemen hemen her rolde bireyin digerlerinden
beklentilerinde “insani” olan unsurlara Ozlemin gittikge arttigini, derinlestigini
gormekteyiz. Duygularin, kosullarin, yasantilarin, gerceklerin, siirecin, emegin yok
sayilip pragmatist bir anlayisla sonug odakli tutum ve davraniglarin insan iligkilerine
bazen geri doniilmez, onarilmaz bir sekilde zarar verdigi gercegi bu durumun en
onemli yansimalarindandir. “Yok sayilmak”, degersiz bir “seymis” gibi goriilmek
giiniimiiz insaninin en ¢ok sikayet ettigi konulardan biriyken maalesef bu durumdan
muzdarip olanlar da dahil olmak iizere insanlar arasinda g¢ogunlukla farkinda
olmadan “yok saymak, seylestirmek” de bir o kadar artmis durumdadir. Bunun en ug
orneklerinden biri de “yasam” hakkinin yok sayilmasidir. Bu hakkin bazen sahsi
meselelerle bazen de Filistin ve Dogu Tiirkistan bagta olmak {izere diinyanin farkl
cografyalarinda zuliim yoluyla insanlarin elinden alindig1, bunlarin normallestirildigi
daha da kotiisti “dogal bir hak” olarak degerlendirildigi bir diinyada “insani” olani
yliceltecek sekilde “egitim-dgretim” siireci organize etmek ¢ok daha degerli hale geldi.
Yasatma askina goniil veren OJCES ekibi olarak amacimiz yarinlari insa edecek insani
yetistirecek bu ¢ok kiymetli stirece Topcu'nun ifadesiyle, sabirli ve azimli, bununla
beraber gosterissiz ve niimayissiz bir sekilde gayret ederek anlamli katkilarda

bulunmaktir.

Cumbhuriyetimizin kurulusunun 100. Yili igerisinde yayimlanan ilk cildimizdeki iki
say1 igerisinde bilim diinyasina 13 makale kazandirilmistir. Haziran 2024 sayimizda
ise birbirinden degerli 5 makale ile siz degerli okuyucularla bulusmanin heyecanini
yasgiyoruz. Sayida yer alan ilk makale, ortaokulda yogunlastirilmis Ingilizce dil
smifinda egitim alan 6grencilerin ingilizce derslerine hazir bulunusluklarini ve bunun
anadil gelisimleri {izerindeki etkisini incelemek amaciyla yapilan “Ortaokullarin
Yabanct Dil Aguhikli  Suflarinda  Ogrenim  Goren Ogrencilerin  Lisede
Hazwrbulunusluk Diizeyi” baglikli makaledir. “Stnif Ogretmenlerinin Bakisiyla Ozel

Egitim Sumiflarinda Karsilasilan Sorunlar” bashikli ikinci makalede ise yazarlar 6zel

G
ane
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egitim dersliklerinde gorev yapan Ogretmenlerin yiizlestikleri meseleler hakkinda
diisiincelerini degerlendirmeyi hedeflemislerdir. Genglige heniiz adim atmis olan
ortaokul 6grencilerinin 21.yy becerilerine iliskin algilarini incelemek amaciyla yapilan
{iclincii makalenin baghg1 ise “Ortaokul Ogrencilerinin 21. Yiizyil Becerilerinin
Incelenmesi-Erzincan Ornegi” seklindedir. Dordiincii sirada yer alan “Ortaokul 6.
Sinif Ogrencilerinin Matematik Problemi Cézme Oz Yeterliklerinin Incelenmesi”
bashkli makalede yazarlar Ogrencilerin matematik problemi ¢6zme tutumlarina
yonelik onemli sonuglar ortaya koymustur. 2014-2023 yillar1 arasinda Tiirkiye’de
ilkokul oOgrencileri, velileri, Ogretmenleri veya egitim yoOneticileri yam sira
akademisyenlerin de katkisi ile yapilan kaynastirma egitimi ile iliskili tezlerin tematik
olarak incelendigi son ¢alismanin bashgi ise “Tiirkiye’de Yiiriitiilen Tezlerin Tematik
Incelenmesi: Ilkokulda Kaynastirma Ornegi” seklindedir.

Bilimsel ¢alismalarin ne kadar zahmetli oldugu ehlince malumdur. Bu baglamda
dergimize calismalarini gonderen degerli arastirmacilara, ¢alisma siireglerinde her
tiirli katkida bulunan ilgililere, 6neri ve goriisleriyle ¢calismalarin daha olgun hale
gelmesini saglayan hakemlerimize, ulvi gayelerle uyum igerisinde iizerine diisen
gorevleri eksiksiz yerine getiren dergi ekibimize ve bu siireglerde sabirli, destekleyici
tutumlariyla isimizi kolaylagtiran ailelerimize, sevdiklerimize cani goniilden tesekkiir

ediyorum.

Dergimizin ii¢lincii sayisinda yayimlanan makalelerin egitim bilimleri alaninin her bir

paydasina faydali olmasi dilegiyle...
Dr. Ogr. Uyesi Mustafa OZGOL

Editor
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Dear Readers

The main subject of educational sciences is human beings. The searches and studies
continue in order to provide better and more beautiful. Looking at the reflections of
artificial intelligence and technology in the field of educational sciences, it is thought
that it is easier to access information and create products today than in the past. This
situation differentiates the expectations of individuals who are involved in the
education process with different roles such as parents, students, teachers,
administrators and support staff from each other and from the process. When we look
at both scientific studies and objective observations and evaluations of the processes
that are sometimes actively and sometimes passively witnessed, we see that the
longing for "humanitarian" elements in the expectations of individuals in almost every
role from others is increasing and deepening. One of the most important reflections of
this situation is the fact that emotions, conditions, experiences, facts, process, labor are
ignored and result-oriented attitudes and behaviors with a pragmatist understanding
sometimes irreversibly and irreparably damage human relations. While being
"ignored" and being seen as a worthless "thing" is one of the most common complaints
of today's people, unfortunately, "ignoring and thingizing" has also increased among
people, including those who suffer from this situation, mostly without realizing it. One
of the most extreme examples of this is the denial of the right to "life". In a world where
this right is sometimes taken away from people through personal issues and
sometimes through persecution in different geographies of the world, especially in
Palestine and East Turkistan, and where this is normalized and even worse, considered
as a 'natural right", it has become much more valuable to organize an "education-
training" process in a way that glorifies the "human". As the OJCES team, who are
dedicated to the love of survival, our aim is to make meaningful contributions to this
precious process that will raise the people who will build the future, in Topgu's words,

with patience and perseverance, but without ostentation and pomp.

In the two issues of our first volume published in the 100th anniversary of the founding
of our Republic, 13 articles were brought to the world of science. In our June 2024 issue,
we are excited to meet you, our valuable readers, with 5 valuable articles. The first
article in the issue is titled "High School Readiness Level of Students Studying in
Foreign Language Intensive Classes of Secondary Schools", which aims to examine the
readiness of students studying in intensive English language classes in secondary
schools and its effect on their native language development. In the second article,
"Problems Encountered in Special Education Classrooms from the Perspective of
Classroom Teachers", the authors aimed to evaluate the thoughts of teachers working

in special education classrooms about the issues they face. The third article,
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which aims to examine the perceptions of middle school students who have just
stepped into youth about 21st century skills, is titled "Investigation of 21st Century
Skills of Middle School Students - The Case of Erzincan". In the fourth article titled
"Investigation of the Mathematics Problem Solving Self-Efficacy of 6th Grade
Secondary School Students", the authors revealed important results regarding
students' attitudes towards mathematics problem solving. The last study, which
thematically examined the theses related to inclusive education conducted in Turkey
between 2014-2023 with the contribution of primary school students, parents, teachers
or educational administrators as well as academicians, is titled "Thematic Examination

of Theses Conducted in Turkey: The Case of Inclusion in Primary School".

It is well known how laborious scientific studies are. In this context, I would like to
sincerely thank the valuable researchers who submitted their studies to our journal,
those who contributed in every way during the study processes, our referees who
made the studies more mature with their suggestions and opinions, our journal team
who fulfilled their duties in harmony with lofty goals, and our families and loved ones
who made our work easier with their patient and supportive attitudes in these

processes.

I hope that the articles published in the third issue of our journal will be beneficial to

each stakeholder of the field of educational sciences.

Asst. Professor Mustafa OZGOL

Editor

Journal of Curriculum and Educational Studies Volume: 2 Number: 3 2024, Tiirkiye
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ARASTIRMA Acik Erisim

Ortaokullarin Yabanci Dil Agirlikli Siniflarinda Ogrenim Géren

Ogrencilerin Lisede Hazirbulunusluk Diizeyi

Serdar Coskun*, Ozgiir Goriir**, Mehmet Onder Karacaoglu***

Oz Makale Ge¢misi

Bu ¢alismanin amaci, ortaokulda yogunlastirilmis ingilizce dil simifinda egitim alan 6grencilerin Gelis: 25/04/2024
Ingilizce derslerine hazir bulunugluklarini ve bunun anadil gelisimleri {izerindeki etkisini | Diizeltme: 04/05/2024
incelemekfir. Kabul: 11/06/2024
Manisa'da Liselere Giris Sinavi puanlarma gore 6grenci kabul eden iki farkh lisede 6grenim goren
55 ogrenci ile nitel bir goriisme gerceklestirilmistir. Ogrenciler rastgele secilmistir. Yiiz ylize
goriismeler sirasinda kullanilan yar1 yapilandirilmis  sorular arastirmacilar tarafindan
hazirlanmisgtir.

Yogunlastirilmis 1ngilizce dil smiflarinda egitim goren Ogrencilerin hazir bulunusluklarinin
oldukga yiiksek oldugu goriilmiistiir. Aldiklar1 egitim, 6zgiivenlerini ve derslere katilma isteklerini
yliksek oranda etkilemektedir. Sonuglar ayrica hem velilerin hem de &grencilerin yogunlastirilmis
Ingilizce dil smflarina iyi bir ilgi gosterdigini ortaya koymaktadir. Arastirma grubu ve kontrol
grubu Ogrencilerinin yazili sinav sonuglarit incelendiginde de benzer bir farkliik dikkat
¢ekmektedir. Yabanci dil agirlikli siniflardaki basarinin nedeni biiyiik 6l¢iide haftalik ders saatinin
yiiksek olmasma baglaniyor. Bunun yani sira 6gretmen tutumlari da siirece dogrudan katki
saglamaktadir.

Bu sonuglara gore, erken yasta baglayan uygulama Ingilizce iizerinde olumlu bir etkiye sahiptir. Bu
siiflarda ders veren oOgretmenler, derslerini hedef dilde sunmakta ve bu da kazanimin
kavranmasinda oldukga etkili olmaktadir. Bu nitel ¢alisma, gelecekte bu egitimi alan daha fazla
Ogrencinin ortadgretime gecmesiyle nicel bir yaklasimla daha genis kitlelere uygulanabilir.

Anahtar Kelimeler: Yogun ingilizce sinify, Tiirkge, Lise hazirbulunusluk

* Uzman 1ngilizce Ogretmeni, TOBB Biilent Kosmaz Fen Lisesii ORCID: 0009-0006-7785-9237, Manisa, Tiirkiye,
serdarcoskun35@gmail.com

** Uzman 1ngi1izce Ogretmeni, Fatih Anadolu Lisesi, ORCID: 0009-0007-8037-3569, Manisa, Tiirkiye, ozgur_gorur1979@hotmail.com
*** Doktor, Uzman Tiirkge Ogretmeni, Milli Egemenlik Ortaokulu, ORCID: 0000-0002-4461-6021, Manisa, Tiirkiye,

mehmetonder25@gmail.com

Atif igin: Cogkun, S., Gériir, O. ve Karacaoglu, M. O. (2024). Ortaokullarin yabanai dil agirlikli siiflarinda dgrenim
goren Ogrencilerin lisede hazirbulunusluk diizeyi. OJCES, 2(3), 1-29. https://10.5281/zenod0.11406369
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Giris
Aragtirmanin Tanimi ve Ac¢iklamasi

Ulkelerin ve kiiltiirlerin daha fazla ic ice gectigi gliniimiiz diinyasinda yabanci dil bilmek her
zamankinden daha hayati hale gelmistir. Yabanci dilde iletisim kurma kapasitesinin Avrupa Konseyi
tarafindan belirlenen yasam boyu egitimin temel becerilerinden biri oldugu gercegi, iilkelerin
gelisimleri i¢in yabanc: dil bilgisine ihtiya¢ duyduklarmin kamtidir. (Eurydice Raporu, 2012). Bu tiir
degisimler, ekonomik, siyasi ve sosyal iligkiler agisindan diger iilkelerle temas halinde olan Tiirkiye'yi
de etkilemistir ve Tiirk vatandaslariin etkin uluslararasi iletisiminin Avrupa Birligi i¢indeki toplumun
ilerlemesi i¢in ¢ok 6nemli oldugu artik agiktir. (Cankaya, 2015). Sonug olarak, “yabanci dilde iletisim”
Tiirkiye'nin 2017 reform programlarinda sekiz islev alanindan biri olarak ortaya ¢ikmistir. (Talim ve
Terbiye Kurulu Bagkanlig: [TTKB], 2017).

Sirastyla 2005 yilinda Yapilandirmaci Yaklagimmn ve 1997 yilinda Iletisimsel Yaklagimin diger
alanlarla birlikte uygulamaya konmasi, Tiirkiyenin mevcut yabanc dil miifredatin etkileyen 6nemli
diizenlemelerdir. (Kirkgoz, 2007). Tiirkiye'nin ise bu girisimlere ragmen yabanci dil egitiminde
basarisiz oldugu goriilmektedir. (British Council & TEPAV, 2014). Tiirkiye yakin zamanda 100 tlke
arasinda 79. sirada yer alarak diinya capinda en diisiik dil yeterlilik seviyesine sahip {ilkeler
kategorisine girmistir. (Education First [EF], 2019) Bu durum, okullarin yabanci dili tatmin edici bir

sekilde 6gretemedigi yoniindeki endiseleri daha da artirmaktadir.

Bu sorunu ¢6zmek igin hiikiimet, dil egitimine kiiciik yasta baglamay1 6ncelik haline getirmistir.
TTKB, 4+4+4 olarak adlandirilan ilkokul, ortaokul ve lise olmak tiizere ii¢ kademeden olusan 12 yillik
zorunlu egitim programimin uygulanmasmin ardindan, 2012-2013 egitim-6gretim yilinda Ingilizce
egitimine dordiincii sinf yerine ikinci smifta baslamayi tercih etmistir. (Demirtas & Erdem, 2015).
Ayrica Milli Egitim Bakanligi (MEB) 2013 yilinda, okullarin imkanlar1 ve goniilliilitk esasina baglh olarak
ortaokul besinci sinif 6grencilerinin Ingilizce ders saatlerinin haftada 18 saate kadar artirilmasina imkan
taniyan diizenlemeler yaparak, oniimiizdeki yillarda iilke genelindeki tiim egitim kurumlarinda bu
uygulamay1 hayata gegireceklerini belirtmistir. (Giir, Celik & Yurdakul, 2016; Ozkan, Ozdemir
&Tavsancil, 2018). Ancak MEB bu uygulamaya iliskin herhangi bir miifredat yaymlamamis ve
uygulamalarin 6gretmenlerin ¢abalariyla hayata gegirilmesi gerekmistir (Erdem ve Yiicel-Toy, 2017).
S6z konusu uygulamanin 2017-2018 egitim-6gretim yilinda pilot proje olarak iilke genelinde secilen
okullarda denenmesine ve uygulanmasina karar verilmis ve ilk kez bu amaca 6zel bir miifredat
olusturulmustur. (MEB, 2017a). Bu miifredat gercevesinde 0grenciler, yilda 550 saat ingilizce egitimi
aldiktan sonra Avrupa Ortak Dil Referans Cercevesi (CEFR) Bl.1 seviyesine ulasabilmelidir. Bu
programin testleri 2017 yilinda Tiirkiye'nin 81 iline yayilmis 621 okulda yaklasik 110.000 6grenciyi
kapsayacak sekilde gerceklestirilmistir. (MEB, 2017b).

Baz1 Avrupa Ulkelerindeki Yabanc1 Dil Egitimi

Avrupa Konseyi tarafindan 2002 yilinda Barselona'da alinan ve her Avrupa vatandasinin en az iki
yabanci dil bilmesi gerektigi yoniindeki karar (Avrupa Komisyonu, 2002) dogrultusunda, Avrupa
Birligi yabanci dil egitiminin standartlarini gelistirmek ve dil egitimini yayginlastirmak igin cesitli
adimlar atmistir. Bu adimlardan biri, Avrupa Komisyonu tarafindan yabanci dil 6grenimi ve dilsel
gesitliligin  saglanmast amaciyla 2004-2006 yillar1 arasindaki hedeflerin gergeklestirilmesini
kesinlestirmek icin bir eylem plani hazirlanmasidir (Avrupa Komisyonu, 2003). Bu eylem plani, anadile

ek olarak iki yabanc dil Ogrenilmesi ve dil egitimine erken yasta baglanmasi gerektigini
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vurgulamaktadir (Avrupa Komisyonu, 2003, s.7 - 8). Nitekim literatiir de erken yasta yabanci dil
egitimini desteklemektedir. Anadil diizeyinde bir akiciik hedeflenmemekle birlikte, her iki yabanci
dilde de okuma, yazma, dinleme ve konusma becerilerinde etkili iletisimi saglayacak bir dil diizeyinin
hedeflenmesi gerektigi vurgulanmaktadir. Eylem planinda ayrica Ogretilen dillerde cesitliligin
saglanmasi, dil Ogrenimini kolaylastirmak igin etkili Ogretim yontemlerinin kullanilmasi,
yliksekogretimde kaliteli yabanci dil egitimi ve hayat boyu 6grenme baglaminda yetiskinlere yabanci
dil egitimi imkanlarinin saglanmasi konular: da ele alinmaktadir. Yabanci dil egitiminin daha etkin ve
yaygin hale getirilmesi icin Uye Devletlerin ozellikle bu alanlarda gerekli adimlari atmalar
onerilmektedir (Avrupa Komisyonu, 2003, s.7-9). Avrupa Birligi'ne tam tiyelik i¢in miizakere siirecinde
olan Tiirkiye de Avrupa Birligi'nin 6nciiliigiinde baslatilan yabanci dil egitimi reformlarimi giindemine

almistir.

Yabanci dil egitimine baslama yasina iliskin bulgular, birinci yabanct dil ve ikinci yabanci dil
egitimine baslama yasina iliskin bulgular olarak iki kisimda incelenebilir. Avrupa Birligi {iye tlkeleri
ve dokuz aday iilkede yabanci dil egitimine baslama yas1 1984, 2003, 2011 ve 2016 verilerine gore
incelendiginde, 1984 yilinda agirlikli olarak 10-12 yas arasinda, 2003 yilinda 8-10 yas arasinda, 2016
yilinda ise 6-8 yas arasinda oldugu goriilmektedir. Polonya, Kibris ve Belcika'da (Almanca konusulan
bolge) yabanci dil egitimi anaokulundan itibaren zorunludur. Isveg, Estonya ve Finlandiya'da belirli bir
yas sart1 yoktur (Avrupa Komisyonu, EACEA, Eurydice, 2017, s.29; Eurydice/ Eurostat, 2008, s.35).
Tiirkiye'de yabanci dil egitimine baslama yas1 2007 yilinda 10, 2011 yilinda 9 ve 2016 yilinda 7 olmustur.
Dolayisiyla 1984, 2003, 2011 ve 2016 verilerine gore hem Avrupa iilkelerinde hem de Tiirkiye'de yabanci
dil egitimine bagslama yas1 erken yaslara ¢ekilmistir (Avrupa Komisyonu, EACEA, Eurydice, 2017, 5.32;
Eurydice/ Eurostat, 2008, 5.35).

Ikinci yabanci dil egitimine baslama yasina iliskin veriler incelendiginde, zorunlu ikinci dil
egitiminin 10-15 yaslar1 arasinda basladig: goriilmektedir. Bununla birlikte, ikinci yabanci dil egitimine
birinci yabanci dil egitimine gore daha ge¢ yasta baslandig: i¢in ikinci yabanc dil egitimine ayrilan
siirenin daha az oldugu tespit edilmistir. Ote yandan, bir¢ok 6grenci en az bir y1l boyunca iki dilli egitim
almaktadir. 2005 yilinda ortaokul 6grencilerinin yiizde 46,7'si, 2014 yilinda ise yiizde 59,7'si ikinci bir
dilde egitim almaya baslamistir. Artisin nedeni olarak birgok iilkede ikinci dil egitimine baglama yasinin
diisiiriilmesi gosterilmektedir. Bu baglamda Danimarka, Yunanistan ve Izlanda ikinci yabana dil
egitimini ilkokul seviyesine indirmistir. Polonya, Cek Cumhuriyeti, Fransa, Italya, Malta ikinci yabanci
dil egitimini ortaokulda zorunlu hale getirmistir. Ancak baz iilkelerde (Ispanya, Isveg, Slovakya,
Norveg) zorunlu iki dilli egitim yerine 6grencilere kendi tercihleri dogrultusunda iki dilli egitim alma

imkani taninmaktadir (Avrupa Komisyonu, EACEA, Eurydice, 2017, 5.35).

Avrupa {ilkeleri ve Tiirkiye'de 2010-2011 ve 2015-2016 yillarinda yabanci dil egitimine ayrilan
slirenin toplam ders saati icindeki pay1 incelendiginde %5-10 arasinda oldugu goriilmektedir (Eurydice/
Eurostat, 2008, s.10; EACEA, Eurydice, Eurostat, 2012; European Commission, EACEA, Eurydice, 2017).
Ote yandan, 2010-2011 ve 2015-2016 verilerine gore, Liiksemburg ve Tiirkiye hari¢ tim Avrupa
iilkelerinde dil egitimine ayrilan siire artmigtir. Toplam &gretim siiresi iginde dil egitimine ayrilan en
yiiksek siirenin Liiksemburg'da oldugu goriilmektedir. Bu tilkede toplam &gretim siiresinin yaklasik
ylizde 45' dil egitimine ayrilmistir. Tiirkiye'de ise 2010-2011 akademik yilinda dil egitimine %5, 2015-
2016'da ise yaklasik %15 zaman ayrilmistir. Dolayisiyla, dil egitimine ayrilan siire yillar i¢inde artmas,

ancak ortalama olarak toplam ders saati icinde diisiik kalmistir.
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TIkogretimde yabanci dil 6gretimine ayrilmasi 6nerilen asgari siireye iliskin bir analiz (bkz. Avrupa
Komisyonu, EACEA, Eurydice, 2017, s.110), 2010-2011 ve 2015-2016 yillar1 arasinda 12 iilkede yabanci
dil 6gretiminde ders saati sayisinda bir artis olmadigini gostermektedir. Belgika (Almanca konusulan
bolge), Yunanistan, Lichtenstein ve Malta'da 6gretim saatlerinde azalma bile olmustur. Diger tilkelerde
ise yillar icinde énemli bir artig olmamuistir. Litksemburg 407 saat ile ilkogretimde yabanci dil 6gretimine
ayrilan en yiiksek saate sahiptir. Tiirkiye'de bu siire 2010-2011'de 25 saat, 2015-2016'da ise 30 saat

civarindadir.
Aragtirmanin Amaci

IEL smiflarinda egitim goren bu Ogrenciler liselerde egitim gormeye baslamiglardir. Bu arastirma,
ogrencilerin lisede hem ingilizce hem de Tiirkge dersleri igin hazir bulunusluklarini ve yabana dil

egitimleri sirasinda IEL egitiminin etkilerini betimlemeyi amaglamaktadir.

Yontem

Nitel veriler tiimevarim analizi ile analiz edilmistir. Nitel yontemle tasarlanan ¢alismada dokiiman
analizi kullanilmistir. Dokiimanlar olgular hakkinda nitelikli verilerdir ve bu verilerin analiz edilmesi

nitel aragtirmanin giivenirligini ve gegerligini artirabilir (Yildirim ve Simsek, 2013)

On agik uglu soru 55 dgrenciye sorulmustur. Ilk yazihi sinav puanlari hedef ve kontrol grubu
arasinda karsilastirilmistir. Kontrol grubu, yogunlastirilmis Ingilizce smiflarinda egitim gérmeyen 30

ogrenciden olusturulmustur.

Bu arastirma tasarimi ilk olarak nitel veri toplamak amaciyla 6grencilere on agik uglu soru sorularak
gergeklestirilmistir. Bu c¢alismanin metodolojisi, yiiz ylize goriismeler yoluyla sonuglarin
karsilastirilmasina olanak tanidigi i¢in uygundur ve bu da daha giiclii sonuglarin ¢ikarilmasina olanak
tanir. Katihmeilarin verdikleri cevaplar kaydedilmis ve daha sonra katilimcilarin eski okullarinda

aldiklar1 dersler hakkindaki diisiincelerini 6grenmek i¢in yazi1 yazilmistir.
Veri analizi siireci asagidaki asamalardan olusmustur;

1. Ses kayitlarinin dinlenmesi veya goriisme notlarinin okunmasi,

2. Ses kayit verilerinin igerik metnine dontistiiriilmesi,

3. Verilerin kodlanarak agiklanmasi,

4. Ses kayitlarinin ve metinlerin karsilastirmali olarak okunmasi,

5. Ulagilan verilerin kodlarinin diizenlenmesi,

6. Bulunan kodlardan kategorilerin elde edilmesi,

7. Bulgularin tanimlanmasi ve yorumlanmast.

Deneysel desen, IEL siniflarinda okuyan ve IEL siniflarinda okumayan 6grencileri karsilastirmak

i¢in uygun olan ilk dénem, ilk yazili sinav sonuglar1 hakkinda veri toplamak i¢in kullanilmigtir.
Katilimcilar

Yukarida belirtilen amaca ulagsmak i¢in, basvuranlarin belirlenmesinde uygulamali 6rneklem teknigi
kullanilmistir. Buna gore, arastirmanin katilimcilar: Manisa ilinde MEB'e bagli iki farkl: lisede 9. ve 10.

smifta 6grenim goren 55 Ogrenciden olusmaktadir. Katilimcilarin tamami arastirmada yer almaya
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gonillii olduklarini belirtmis ve kendileriyle ytiiz yiize iletisime gecilmistir. Bu 6rnekleme yontemi,
hedef evrendeki goniillii ve nitelikli katihmcilardan veri toplamak i¢in kullamilmaktadir (Murairwa,
2015).

Arastirmanin deneysel kismai i¢in bir kontrol grubu belirlenmistir. Bu grup, ortaokul boyunca IEL
smiflarinda egitim gérmemis 30 6grenciden olusmaktadir. Bu 6grencilerle goriisme yapilmamuistir. Bu
Ogrencilerin birinci donem birinci yazili sinav puanlari deney grubunun sonuglar ile karsilastirma

yapmak i¢in kullanilmsgtir.
Veri Toplama Araglarn

Yapilandirilmis goriisme, arastirmacilarin her katilimciya ayni sorular1 sorarak nitel veri toplamasini
saglar; bu nedenle sorulacak sorular 6nceden hazirlamir (Mathers, Fox ve Hunn, 1998). Ik arag, IEL
smiflarinda okuyan 6grencilerden veri toplamak icin arastirmaci tarafindan gelistirilen acitk uglu
yapilandirilmis bir gériisme cizelgesidir. Ikinci arag ise hem kontrol grubunun hem de deney grubunun

birinci dénem birinci yazili sinav puanlaridir.

Acik uglu sorularin gegerliligini kontrol etmek igin, dérdii veri toplanan okullarda Ingilizce ve
Tiirkge 6gretmeni olarak galisan, ikisi IEL siniflarinin bulundugu ortaokullarda okul yoneticisi olarak
calisan ve iigii IEL sinuflarmin bulundugu ortaokullarda Ingilizce ve Tiirkge 6gretmeni olarak galisan
uzman goriisleri alinmustir. Ik etapta 15 soru sorulmus, ancak uzmanlardan gelen Oneriler
dogrultusunda 5 soru sakincali bulunarak ¢ikarilmistir. Ttim sorular uzmanlar tarafindan kontrol

edilmis ve son olarak 6grencilere uygulanmistir.

Ikinci arag igin &grencilerden ve okul yéneticilerinden smav puanlarini almak igin sozlii izin

alinmistir. Bu dogrultuda, e-okul platformunda yer alan yasal puanlar toplanmuistir.
Verilerin Toplanmasi

Asagidaki sorular IEL siuflarinda egitim goren 6grencilere sorulmustur;

1- Yogunlastirilmis yabanci dil sinifinda egitim almaya nasil karar verdiniz?

2- Yogunlasgtirilmis yabanci dil simifinda okurken yabanci dil 6gretmeninizin tutumu nasildi? Sizce bu

tutumun basar1 ya da basarisizliginiz {izerinde etkisi var mi1?

3- Yabana dil agirlikhi bir sinifta okurken yabanci dil dersleri size nasil sunuldu, ana dilde mi yoksa
hedef dilde mi?

4- Yabana dil agirlikl bir sirufta aldiginiz egitim Tiirkge dil diizeyinizde nasil bir fark yaratt1?

5- Yabana dil agirlikli bir sinifta aldiginiz yabanci dil egitiminden sonra dort dil becerisinden (Okuma-

Yazma-Dinleme-Konusma) en ¢ok hangisinin gelistigini diistiniiyorsunuz?
6- Yabanci dil agirlikli bir sinifta egitim almanin sosyal becerilerinize nasil bir katkisi oldu?
7- Yabanci dil agirlikli bir sinifta egitim almanin akademik becerilerinize katkisi nasil oldu?

8- Ortaokulda aldiginiz egitim sayesinde su an bulundugunuz sinifta yabanci dil derslerinde diger

ogrencilerden farkli oldugunuzu diisiiniiyor musunuz?

9- Yabanc dil agirlikli bir simifta aldiginiz egitim ile su anda aldigimiz yabanc dil egitimini

karsilastirdiginizda hangisinin daha iyi oldugunu sdylersiniz? Neden?

10- Su anda ortadgretimde almakta oldugunuz Yabanci Dil ve Tiirkce derslerinde zorlaniyor musunuz?
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Ayrica, birinci dénem birinci yazili sinav puanlari Tiirk Milli Egitim Bakanliginin e-okul platformu

tizerinden toplanmustir.
Veri Analizi

Arastirmada elde edilen veriler nitel veri analiz yontemlerinden igerik analizi ile analiz edilmis ve
degerlendirilmistir. Arastirmada dokiiman analizi yoluyla elde edilen veriler igerik analizi ile analiz
edilmis ve sunulmustur. Icerik analizinde arastirmaci, bulgulari temalar ve alt temalar baglaminda
sunarak arastirma desenini ortaya koyar (Patton, 2014). Igerik analizinde arastirmacinin amaci, verileri

agiklayacak kavramlari ve iligkileri belirlemektir (Yildirim ve Simsek, 2016).

Calismanin temalari, arastirmacilarin bu incelemede metinleri degerlendirmek i¢in kullandiklari
Olclitlere gore gelistirilmistir. Dil 6gretiminde islev, edebi tiir, mantik derecesi ve kullanum 6zellikleri
temalarina iliskin ¢alismalardan elde edilen bilgiler, arastirma sorular1 gercevesinde degerlendirilmis

ve bu siirecte sunulmustur.

Icerik analizi siirecinin baginda, teybe kaydedilen veriler énce yaziya dokiilmiis, ardindan ham
veriler “bilginin genel bir anlamini elde etmek ve genel anlam {izerinde diisiinmek” icin birkag kez
okunmustur (Creswell, 2009, s. 185).

Bulgular
Goriismelerin Analizi
Yogunlastirilmis yabana dil sinifinda egitim almaya nasil karar verdiniz?

Tablo 1. Nasil karar verildi?

Tema Toplam Frekans

Ebeveynlerin karari (17), kendi karari (11), hem 6grencinin

K
arar kendisi hem ebeveyn karari (27)

Tablo 1 incelendiginde, cocuklarinin egitim kararlar1 konusunda bilingli oldugu sonucuna

varilmistir. Ayrica, ebeveynlerin siire¢ segiminde s6z sahibi oldugu goriilmiistiir.

“Ortackulumda genel bir uygulamaydi. Aslinda ailemin ve benim o okulu se¢memizin asil sebebi buydu.

Beklentim Ingilizce seviyemin gelecekteki sosyal ve is hayatim icin yeterli olmasiydi” (O12)

“Bu benim kararimdi. Ciinkii yasitlarima gore daha ileri bir Ingilizce seviyesine sahip olmak istiyordum.”
(034)

“Ben karar verdim. Ciinkii o sinifta calismak icin bir sinava girdik. Smavda basarili olmak istiyordum.” (021)

Yogunlastirilmis yabanci dil sinifinda okurken yabanci dil 6gretmeninizin tutumu
nasildi1? Sizce bu tutumun basar ya da basarisizliginiz iizerinde bir etkisi var m1?

Tablo 2. Ogretmenin tutumu

Tema Ogrencilerin Cevaplarn Toplam Frekans

bagirma (7), ilgisizlik (3), ¢ok fazla

0dev(5), asagilama(2) 17

Koti tutumlar

anlayish (18), Ingilizceyi kullanma (40),

destekleyici (33), dinleme (20) 15

fyi tutumlar
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Ogretmenin ogrencilere kargt tutumunun gergekten ¢ok 6nemli oldugu sonucuna varilmistir.
Ogrencilerin biiyiik bir kismi iyi tutuma sahip 6gretmenlerle kargilastiklarini ve bu sayede yabanci dil
ogrenmekten keyif aldiklarmi belirtmiglerdir. Ote yandan, bazi &grencilerin kétii tutuma sahip

o0gretmenlerle karsilastiklar: ve bu durumun onlarin basarisiz olmalarina neden oldugu goriilmiistiir.

“Ogretmenimiz herhangi bir hata yaptigimizda bize bagirirdi. Bu nedenle Ingilizceden uzaklastim. Basarisiz
oldum.” (043)

“Ogretmenim gercekten cok anlayishydu. Ingilizceyi bana cok sevdirdi.” (O3)
“Derslerde Ingilizce kullanmas: Ingilizce seviyemin ¢ok iyi olmasini sagladi” (O16)

“Baslangicta seviyemiz kétii oldugu icin ¢cok ddev verirdi. O ddevler sayesinde okul disinda da ¢ok fazla
Ingilizce calistyordum. Bu da benim Ingilizce seviyemi cok yiikseltti.” (O54)

Yabana dil temelli bir sinifta okurken yabanci dil dersleri size nasil sunuldu, ana dilde

mi yoksa hedef dilde mi?

Tablo 3. Derslerin hangi dil kullamlarak verildigi

Tema Ogrencilerin Cevaplart

Kullanilan dil Ingilizce (40), Tiirkge (5), Ingilizce ve Tiirkce beraber (10)

Tablo 3, dgrencilerin Ingilizce derslerini genellikle hedef dilde aldiklarim gdstermektedir. Bazi
dgrenciler ana dilde ders aldiklarini ve bunun sonucunda Ingilizceyi giinliik yasamlarinda kullanmaya
calisirken basarili olamadiklarini ifade etmislerdir. Dili bir kurallar toplulugu olarak algilamislardir.

Hedef dilde ders almanin dilin dogasini kavramak icin ¢ok faydali oldugunu soylediler.

“llk baslarda Ingilizce anlatwyordu ama anlamadigimizi goriince Tiirkce anlatmaya baslads. Ikinci donemden

itibaren yine Ingilizce anlatmaya basladi ama bu sefer zorlanmadik.” (026)
“Dilbilgisi konularim sunarken ana dilini kullandi, ancak beceri dersleri icin sadece Ingilizce kullandr.” (O4)

Yabana dil agirlikln bir sinifta aldigimiz egitim Tiirkce dil diizeyinizde nasil bir fark
yaratt1?

Tablo 4. Egitimin fark yaratip yaratmadig:

Tema Toplam Frekans
Fark yaratt1 48
Fark yaratmadi 7

Ogrencilerin 48'i IEL siniflarinda aldiklar1 egitimin Ingilizce seviyeleri igin dnemli bir fark yarattigini

diisiiniirken, 7'si bunun faydasiz oldugunu diistinmektedir.
“Hayr, sanmuyorum. Sadece konulart diger stmiflara gore daha erken 6grendik.” (020)
“Bu egitim sayesinde simdi Ingilizce derslerinde hi¢ zorlanmiyorum.” (O9)
“Evet, sanirim. Ingilizce bilgimin neredeyse tamami o siniftaki egitimimin bir sonucu.” (O3)

Yabana dil agirlikli bir sinifta aldiginiz yabanci dil egitiminden sonra dort dil
becerisinden (Okuma-Yazma-Dinleme-Konusma) hangisinin en ¢ok gelistigini
diisiiniiyorsunuz?
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Tablo 5. En ¢cok hangi becerinin gelistigi

Tema Ogrencilerin Cevaplan
Beceriler Okuma (47), Yazma (34), Dinleme (33), Konusma (30), Hepsi (12)

Sonuglar incelendiginde, katilimcilarin bu soruya bir veya birden fazla beceri ile cevap verdikleri

goriilmistiir. Katilmcilardan 12'si tiim becerilerinin gelistigi yoniinde cevap vermistir.

“Kesinlikle dinleme. Haftada on bes saatten fazla Ingilizce dersimiz vardi. Bu durum beni cogu kelimeye asina

hale getirdi. Dinleme becerimin ¢ogunlukla gelistigine inaniyorum.” (O9)

“Ogretmenimiz bize derslerde kompozisyon ve deneme yazdirdigi icin yazma konusunda gelistigimi
diisiiniiyorum” (O16)

“Dért becerimin de iyi oldugunu diigiiniiyorum; ancak konusma biraz daha iyi.” (O45)
“Ashinda hepsi. Eger birini secmem gerekseydi, okuma derdim.” (052)

Yabanar dil agirlikli bir sinifta egitim goérmek sosyal becerilerinize nasil katkida
bulundu?

Tablo 6. Sosyal becerilere katk: durumu

Tema Iyi Katkisi olmadi Cevap yok Toplam
Sosyal becerilere katki 39 14 2 55

Ogrencilerin 39'u 5. smnifta aldiklar1 bu egitimin sosyal hayatlarina iyi bir katki sagladigmi
sOylemistir. Ancak 14 katilimc sosyal becerilerine katki saglamadigini belirtirken, 2'si soruya yamnt

vermemistir.
“Evet, 6yle oldu. Arjantin’deki bir siniftan mektup arkadaslart edindik.” (O42)
“Ingilizce bir tiyatro oyunu sergiledik. Sosyal becerilerime katki sagladr” (O4)
“Sohbet dersleri yapardik. Rastgele bir konu iizerinde birbirimizle konusurduk” (054)
“Manisa’daki diger IEL siniflarindan mektup arkadaslarimiz vardi. Bircok yeni arkadas edindim” (O17)
“Ogretmenimden korkardim. O yiizden mecbur kalmadik¢a konusmazdim.” (S22)

Yabana dil agirlikln bir simifta egitim almak akademik becerilerinize nasil katkida
bulundu?

Tablo 7. Akademik becerilere katk: durumu

Tema Tyi Katkis1 Olmadi Cevap yok Toplam
Akademik becerilere katki 37 16 2 55

Tablo incelendiginde, 6grencilerin cogunun yabanci dil, zellikle de Ingilizce bilmenin diger

disiplinlere iyi bir sekilde katkida bulundugunu diisiindiigii goriilmektedir.
“lIyi yonde katkist oldu. Yazili ve sozlii stnavlardan iyi puanlar aldim.” (029)
“Benim igin ne sosyal ne de akademik becerilere katkt sagladr.” (O47)
“LGS'deki Ingilizce sorulari icin uzun zamanlar harcamak zorunda kalmadim” (O52)

“Yabanc: dil sinavlarinda basarili olmam beni iyi yonde motive etti. Boylece akademik olarak da basarili
oldum” (O13)
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“Sadece Ingilizceye, hepsi bu.” (022)

Ortaokulda aldiginiz egitim sayesinde su anki sinifinizda yabanci dil derslerinde diger

ogrencilerden farkli oldugunuzu diisiiniiyor musunuz?

Tablo 8. Lisedeki Ingilizce derslerinde farkl hissetme durumu

. . Toplam
Tema Ogrencilerin Cevaplari Frekans
fyi yonde farklilik Deneyim (12), daha iyi olma (10), kolay anlama (11), no 37
zorluk ¢cekmeme (4)
Kotii yonde farklilik Beklentiler (2), hata yapma korkusu (1) 3
Farklilik yok 15

Bu soruda Ogrencilerden Ozelestiri yapmalar1 istenmistir. Smiftaki diger Ogrencilerle
kiyaslandiginda kendilerini degerlendirmeleri istenmistir. Ogrencilerin 37'si diger 6grencilerden iyi bir
fark hissettiklerini, 15' ise hicbir fark hissetmediklerini belirtmistir. Ne yazik ki 6grencilerin ¢ok azinin

kotii bir ruh hali iginde oldugu gozlemlenmistir.
“Yes, some of my friends do not the topics which I have already known.” (O18)
“When spoken in English, I can easily understand the content.” (O33)
“I believe my English is much better than that of my friends in the classroom.” (O19)

“I don’t think there is much difference. At 6th grade, I had a problem with the teacher. At 7th, there was
pandemics; so, it didn’t make any difference.” (047)

Yabana dil agirlikli bir sinifta aldigimiz egitim ile su anda aldigimiz yabana dil

egitimini karsilastirdiginizda hangisinin daha iyi oldugunu sdylersiniz? Neden?

Tablo 9. Hangi egitimin daha iyi oldugu

Tema Ogrencilerin Cevaplar Toplam Frekans
Daha fazla ders saati (12), daha eglenceli (14), daha fazla
. 36
aktivite (10)
Mevcut sinf Kolay konular (9), farkindalik (5), ilgili 6gretmenler (5) 19

Yabana dil agirliklt siuf

Ogrencilerin bircogu IEL siniflarinda aldiklar1 egitimin mevcut 1ngilizce egitiminden daha iyi
oldugunu diisiind{ikleri i¢in bu soru iyi bir farkindalik yaratmistir. Sadece 8'1 (%14,54) her iki egitimin

de yeterince iyi oldugunu diisiinmektedir. Genelde cevaplar haftalik ders saatleri ile ilgili olmustur.

“Onceki yillarda ¢ok daha fazla Ingilizce dersimiz vardi ve Ingilizce iizerine ¢ok daha fazla etkinlik yapardik.

Belki de énceki okulum zel okul oldugu icindi. Ama bu sene de cok iyi.” (O37)
“Eski stmif daha iyiydi; ciinkii daha fazla dersimiz vardi.” (O6)

“Eski stmiflarinda. Stniftaki herkes aymi seviyede oldugu icin siirekli yeni seyler 63reniyorduk. Simdi simiftaki
her 6grencinin seviyesi farkli, dolayisiyla 6gretmen bu farkli seviyelere gore 6gretmek zorunda. Konular benim
icin kolay hale gelebilir.” (O55)

“Simdi daha iyi. Ciinkii artik yabanci dilin 6nemini kavrayabiliyorum ama eski sinifinda bunun farkinda

degildim. lyi 63retmenlerim yoktu ama simdi cok iyi bir 6gretmenim var.” (O11)

“Su anki. Ciinkii 6gretmenler daha ilgili.” (O10)

OJCES, 2024, 2(3), 1-29



10 S. Coskun, O. Goriir, M. O. Karacaoglu

Su anda ortadgretimde almakta oldugunuz Yabanci Dil ve Tiirkce derslerinde zorlaniyor

musunuz?

Table 10. Lisede derslerde zorluk cekme durumu

Tema Ogrencilerin Cevaplar Toplam Cevap Yok Toplam Frekans
Dilbilgisi (3), stnavlar
Zorlukl 1 1
ortukiar (6), kelime bilgisi (6) > 0 >
Hangi siklikla Bazen (8), siklikla (2), 37 3 40
zorluk yasandigi nadiren (5), asla(22)

Ogrencilerin biiyiik bir kismi bu soruya mevcut Ingilizce derslerinde herhangi bir zorluk

yasamadiklar1 yanitini vermistir.
“Bazen zorluk cekiyorum.” (O5)
“Bazen gramer konularinda, ama digerleri iyi.” (032)
“Yabanct dil agirlikly sinifta aldigim egitim sayesinde hichir zorluk yasamuyorum.” (050)
“Dersler sirasinda hayir, ama smavlarda var.” (02)
“Bazen ama bunun sebebinin tekrar yapmamam oldugunu biliyorum.” (012)
“Eger yeni kelimeler 6greniyorsak, evet.” (O30)
Birinci Donem Yazili1 Sinav Puanlarinin Karsilastirilmasi

Yabanca dil agirlikli sinuflarda okuyan ve okumayan 6grenciler arasindaki farklari anlamak igin otuz
ogrenciden olusan bir kontrol grubu olusturulmustur. Bu kontrol grubundaki 6grenciler, ysbsna dil
agirlikl simmiflarda egitim gormeyen Ogrenciler arasindan rastgele segilmistir. Her iki gruptaki
ogrencilerin birinci dénem birinci yazili sinav puanlart MEB'in resmi e-okul sisteminden alimmustir.

Asagidaki grafik gruplar arasindaki farklar: gostermektedir.

40
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20

34
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10 8
5
5
. : 2 :
] ° °
0 -

100-90 90-80 80-70 70-60 60-50

B studied in IEL classes B didn't study in IEL classes
Sekil 1. Sinav sonuglar1 arasindaki farkliliklar

OJCES, 2024, 2(3), 1-29



Ortadgretimde Ingilizce hazirbulunusluk 11

Grafikte de goriildiigli gibi, puanlar arasinda ¢ok onemli bir fark vardir. Yabanct dil agirlikli
smiflarda egitim goren Ogrencilerin puanlar1 genellikle 100 tizerinden 90'm {izerindeyken, kontrol
grubunun puanlar gercekten diisiiktiir. Grafiklerin sol siitunundaki sayilar 6grenci sayilaridir. Grafigin
alt kismindaki sayilar 100-90, 90-80, 80-70, 70-60 ve 60-50 arasindaki puanlardir. Mavi siitun yabanci dil
agirlikli siniflarda egitim goren 6grencilerin puanlarini, turuncu siitun ise kontrol grubunun puanlarini

gostermektedir.

Tartisma, Sonug ve Oneriler

Calisma, alanda yapilan diger ¢alismalarla karsilastirildiginda bazi benzerlik ve farkliliklarin oldugu
goriilmektedir. Arastirmayla ilgili bir calismada, Kambur (2018), 6gretim elemanlarinin programa bakis
acilarini analiz etmis ve en dikkat gekici sonuglardan birinin haftalik Ingilizce egitim saatlerinin
uygulamada yeterli oldugu oldugunu bulmustur. Ogrencilerin yanitlarma gore, onlar da haftalik ders
saatlerinin yeterli olduguna inanmaktadir. Tiirkce dil seviyesi siiregten giiglii bir sekilde olumlu

etkilenmektedir.

Cocuklara kiiciik yasta yabanci dil 6gretirken zamanlama ¢ok 6nemlidir. Yolasigmazoglu'na (2008)
gore, Ogrencilerin basarilar1 yabanci dil egitim programinda bir hafta boyunca ne kadar zaman
gecirdiklerine bagl olarak degisebilmektedir. Bu acidan bakildiginda, 6grencilerin ¢alisma siiresine

iliskin goriislerinin 6nemli oldugu sonucuna varmak mantiklidir.

Dincer (2013), Er (2006), Harman (1999), Kaya (2018), Mersinligil (2002) ve Tekin-Ozel'in (2011)
calismalarinda oldugu gibi 6gretmenlerin 6gretim sirasinda hedef dili kullanmamalari, degerlendirme
icin sadece yazili smavlardan yararlanmalar1 artik bir sorun olarak goriilmemektedir. Calisma
sonuglarina gore, Ingilizce dgretmenleri genellikle hedef dili kullanmaktadir. Sadece dilbilgisel

konularda anlama sorunu oldugunu diisiindiiklerinde ana dili kullanabilmektedirler.

Kayamnin (2019) calismasindan farkli olarak, besinci sinif yabanci dil agirlikli simiflarin ¢ocuklarin

Ingilizce edinmedeki basarisizligina gare olmasi miimkiindiir.

Benzer sekilde, saha ¢alismalarinda da Ingilizce egitimi igin gorsel-isitsel kaynaklarin
kullanilmasinin 6nemli oldugu goriilmektedir. (Karababa, 1999; Erbakan, 2001; Kaygin, 2004; Koksal,
2012)

Aragtirmada, mevcut oturumlar icin kavramlarn iyi anlamadiklarini belirten &grenciler, yeterince
tekrar yapmadiklarim belirtmislerdir. Benzer bir calismada da (Catal, 2015; Ince, 2018) tekrar
yapmamanin ve Ingilizce sunumlara maruz kalmamanmn &grencilerin anlama eksikliginin nedenleri

oldugunun alt1 ¢izilmistir.

Bu alanda yapilan diger calismalarda da dgretmenlerin 6nemli bir kisminin 1ngilizce derslerinin

amaca hizmet etmesi i¢in ek kaynaklar kullandiklar1 sonucuna ulasilmistir (Sevin., 2006; Yorti, 2013).

Bu ¢alismanin sonuglari, genel olarak yabanci dil egitimi, 6zel olarak da besinci smif yabanc dil

dersleri ve bu derslerin anadil gelisimine etkisi acisindan 6nemlidir.

Bu arastirmanin odak noktasi, besinci sinif yabanci dil 6grencilerinin dort beceri, kelime bilgisi ve dil
bilgisi alanlarindaki hedeflere ulasmalarini nasil etkiledigini gormektir. Bunu yapabilmek i¢in hem
yogun yabanci dil siniflar1 hem de diger smniflarindaki 6grencilere basari diizeylerini karsilastirmak
amactyla bir bagari sinavi verilmistir. Calismada veri toplama araci olarak goriisme teknigi kullanilmis

ve veriler katilimcilardan yar1 yapilandirilmis goriisme formu ile toplanmaistir. Toplanan verilerden on
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alt problem cercevesinde bulgulara ve sonuglara ulasilmistir. Bulgular incelendiginde, bulgularin
arastirma sorularina cevap verdigi anlasilmaktadir. Arastirma agisindan katihmcilarla yapilan
goriismelerde yar1 yapilandirilmis sorulara verilen yanitlara bakildiginda oOngoriilen sonuglara

ulagilmstir.

Calismaya katilanlar konuyla ilgili diiriist ve ayrintili diisiincelerini 6zgiirce ifade etmislerdir.
Katilimar goriislerine iliskin betimsel analizden; katihmcilarin genel olarak olumlu cevaplar verdigi

gozlemlenmistir.

Calismanin bulgularina gore, 6grenciler artan dil egitimi siirelerinin verimli ve faydali oldugunu
diisiinmektedir ve program 6grencilere tiim dil becerilerini gelistirebilecekleri etkinlikler ve firsatlar
sunmaktadir. Bunun miifredatin en 6nemli katkis1 olduguna inanilmasina ragmen, Ogrencilerin

konusma ve dinleme becerileri agikga yetersiz kalmistir.

Teknigin bir¢ok avantaji olmasina ragmen, ingilizce smiflarindaki dgretmenlerin tutumlarinda da
kusurlar vardir. Bu durum, arastirmaya katilan 6grenciler tarafindan da vurgulanmustir. Bu tiir
yontemler, diger derslerin saatlerine miidahale ederek 6grencilerin genel gelisimini tehlikeye atabilir.
Sonug olarak, bu uygulamanin okullarda hayata gegirilip gecirilmeyecegine karar verirken, okuldaki
diger dersler, ogrenci ve velilerin katihmi ve istekliligi, bolgesel oncelikler, fiziksel kosullar ve
egitmenlerin durumu gibi cesitli faktorler géz oOnitinde bulundurulmalidir. Ancak sonuglar,
uygulamanin &grencilerin akademik basgarisini iyi yonde etkiledigini gostermistir. Ogrencilerin
verdikleri cevaplara ve yazili sitnav puanlarina gore, miifredatin 6grencilerin liseye hazir bulunusluklar

tizerinde olumlu etkileri oldugu goriilmiistiir.

Ozellikle MEB'in desteginin yetersiz kaldigi durumlarda, gretmenler derslerin diizgiin bir sekilde
yonetilmesinde giderek daha 6nemli bir rol oynamaktadir. Sonu¢ olarak, hizmet &ncesi egitim,
Ogretmen adaylarini bu denli dil odakli bir miifredata hazirlayacak sekilde yeniden diizenlenmeli, stk
ve basarili hizmet ici egitimler diizenlenerek bu okullarda ¢alisan dil egitmenleri i¢in farkli avantajlar

sunulmalidir.

Ingilizce dersi gorenler profesyonellik isterler. Bu aymi zamanda bir beceri egitimidir. Brang

dgretmenlerinin her diizeyde ve okul tiiriinde Ingilizce derslerine girmesi tavsiye edilir.

Bu arastirma nitel bir desende gergeklestirilmistir. Benzer sekilde alana ilgi duyan arastirmacilara

nicel bir desenle ve genis 0lgekli katilimcilarla farkli gruplar {izerinde arastirma yapmalari onerilebilir.

Dile maruz kalmay: artirmak igin Milli Egitim Bakanligi ve TRT'nin ortaklasa olusturacagi bir
televizyon kanali kurulmasi ve bu kanalda ¢izgi film, animasyon, film, belgesel, spor miisabakalarinin

7 giin 24 saat Ingilizce olarak yaymlanmasi 6nerilebilir ve bu kanala “EBA Ingilizce” ad1 verilebilir.

Aragtirma Manisa il merkezinde gerceklestirildigi i¢in sadece Manisa'daki okullara kayith 6grencilere
uygulanmigtir. Farkli illerde farkliliklar olabilecegi igin tiim Tiirkiye'deki uygulamalar hakkinda
genellemeler yapilamaz. Ayrica, kesitsel bir calisma olmasi nedeniyle, lise miifredatinin uygulandig ilk
yillardaki etkilerine yer verilmistir; bu nedenle, bu ¢aligmanin bulgularini veri toplama sonrasinda
yapilan program tasarimi veya uygulama degisikliklerine ve gelistirmelerine uyarlamak miimkiin
olmayabilir. Sonug olarak, arastirmanin fen lisesi ve bir Anadolu lisesine odaklandig1 géz oniinde

bulundurulmalidir;

e Benzer mevcut durum caligmalari, programin uygulandig: farklh illerde ve okullarda da

yapilabilir.
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e Velilerin, 6gretmenlerin ve egitimdeki diger kilit paydaslarin bu uygulamaya bakis acilarmi
inceleyen calismalar yapilabilir.

e Ayrica uygulamanin uzun vadeli etkilerini anlamak igin besinci sinifta yabanci dil odakl
egitime maruz kalan cocuklar iizerinde lisenin ilerleyen yillarinda boylamsal c¢alismalar

yapilabilir.
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Introduction

Identification and Description of the Research Problem

In the contemporary global context, where countries and cultures are increasingly intertwined, the
ability to communicate in a foreign language has become a crucial skill. The European Council's
recognition of the importance of foreign language proficiency as an essential lifelong skill provides
evidence of the necessity for countries to develop this knowledge for their own development. (Eurydice
Report, 2012). Such changes have influenced Turkey, which is engaged in economic, political, and social
relationships with other countries. It is now evident that effective international communication by
Turkish citizens is crucial to the advancement of society within the European Union. (Cankaya, 2015).
Consequently, the domain of communication in a foreign language has emerged as one of the eight

domains of functioning in Turkey's 2017 reformed programmes. (Board of Education [TTKB], 2017).

The implementation of the Constructivist Approach in 2005 and the Communicative Approach in
1997, along with other areas, respectively, constituted significant regulatory changes that have shaped
the current foreign language curriculum in Turkey. (Kirkgoz, 2007). Nevertheless, despite these efforts,
Turkey appears to be struggling in the field of foreign language education. (British Council & TEPAYV,
2014). Turkey was recently ranked 79th out of 100 countries in the 2014 EF English Proficiency Index,
indicating that it has the lowest language proficiency levels worldwide. (Education First [EF], 2019).
This situation gives rise to concerns about the capacity of educational institutions to provide effective

foreign language instruction.

In order to address this issue, the government has made it a priority to begin language instruction
at an early age. Following the implementation of the 12-year mandatory education programme, which
comprises three primary, middle, and high school levels referred to as 4+4+4, the Turkish Language
Teaching Board (TTKB) opted to commence English instruction in the second grade rather than the
fourth for the 2012-2013 academic year. (Demirtas & Erdem, 2015). Furthermore, the Ministry of
Education (MEB) indicated in 2013 that they would implement this in all educational institutions
throughout the country in the forthcoming years by establishing arrangements that permitted an
increase in the number of English lessons up to 18 hours per week for fifth graders in secondary school,
contingent on the opportunities and volunteerism of the schools. (Giir, Celik & Yurdakul, 2016; Ozkan,
Ozdemir & Tavsancil, 2018). However, the MEB did not publish any curriculum related to that practice,
and the practices had to be implemented through the efforts of teachers (Erdem & Ydicel-Toy, 2017). It
was resolved that the aforementioned practice would be trialled and implemented on a nationwide scale
as a pilot project in select schools during the 20172018 academic year. Furthermore, a curriculum was
developed for this purpose for the first time (MEB, 2017a). The curriculum in question stipulates that
students should be able to achieve the Common European Framework of Reference for Languages
(CEFR) level of B1.1 after 550 hours of instruction per year in English. In 2017, tests of the programme
were conducted in 621 schools across 81 cities in Turkey, involving approximately 110,000 students.
(MEB, 2017b).

Foreign Language Education in Some European Countries

In accordance with the decision taken by the European Council in Barcelona in 2002 (European
Commission, 2002), which states that every European citizen should be able to communicate in at least
two foreign languages, the European Union has taken various steps to develop the standards of foreign

language education and to expand language education. One of the steps taken by the European
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Commission was the preparation of an action plan with the objective of ensuring the realisation of the
objectives between 2004 and 2006. This was done in order to guarantee foreign language learning and
linguistic diversity (European Commission, 2003). The action plan emphasises the importance of
learning two foreign languages in addition to the native language and of initiating language education
at an early age (European Commission, 2003, pp. 7-8). Indeed, the literature also supports the view that
foreign language education should commence at an early age. Although the objective is not to achieve
native-like fluency in the native language, it is emphasised that a language level that will ensure
effective communication in reading, writing, listening and speaking skills in both foreign languages
should be targeted. The action plan also addresses the issues of ensuring diversity in the languages
taught, using effective teaching methods to facilitate language learning, quality foreign language
education in higher education, and providing foreign language education opportunities to adults in the
context of lifelong learning. In order to enhance the efficacy and reach of foreign language education, it
is recommended that Member States implement the requisite measures, particularly in these domains
(European Commission, 2003, pp. 7-9). Turkey, which is engaged in negotiations for full membership
to the European Union, has also incorporated the foreign language education reforms initiated under

the auspices of the European Union into its agenda.

The findings on the optimal age for initiating foreign language education can be analysed in two
parts, namely the findings on the optimal age for initiating first foreign language education and second
foreign language education. A comparison of the age at which foreign language education is initiated
in the European Union member states and nine candidate countries, based on data from 1984, 2003, 2011
and 2016, reveals that the majority of students commenced their studies between the ages of 10 and 12
in 1984, between the ages of 8 and 10 in 2003 and between the ages of 6 and 8 in 2016. In Poland, Cyprus
and Belgium (the German-speaking region), foreign language education is a compulsory component of
the curriculum from kindergarten onwards. In Sweden, Estonia and Finland, there is no specific age
requirement (European Commission, EACEA, Eurydice, 2017, p.29; Eurydice/Eurostat, 2008, p.35). In
Turkey, the age at which foreign language education commenced was 10 in 2007, 9 in 2011 and 7 in
2016. According to the data from 1984, 2003, 2011 and 2016, the starting age of foreign language
education in both European countries and Turkey has been lowered to early ages. European
Commission, EACEA, Eurydice (2017, p.32; Eurydice/Eurostat, 2008, p.35)

Upon analysis of the data on the age of commencement of second foreign language education, it
becomes evident that the period during which compulsory second language education is provided
begins at an age between 10 and 15. Nevertheless, as second foreign language education is initiated at
a later age than first foreign language education, it is evident that the allocated time for second foreign
language education is less. Conversely, a significant proportion of students receive bilingual education
for at least one year. In 2005, 46.7% of secondary school students commenced second language studies,
with this figure increasing to 59.7% by 2014. The increase in the number of students studying a second
language can be attributed to the lowering of the starting age for second language education in many
countries. In this context, Denmark, Greece and Iceland have implemented a policy of introducing a
second foreign language at the primary school level. Secondary education in Poland, the Czech
Republic, France, Italy, Malta, and other countries requires students to study a second foreign language.
However, in some countries (Spain, Sweden, Slovakia, Norway), students are not required to receive
bilingual education, but rather have the option of doing so (European Commission, EACEA, Eurydice,
2017, p.35).
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A comparison of the proportion of total teaching hours dedicated to foreign language education in
European countries and Turkey in 2010-2011 and 2015-2016 reveals that it ranges from 5-10%
(Eurydice/Eurostat, 2008, p.10; EACEA, Eurydice, Eurostat, 2012; European Commission, EACEA,
Eurydice, 2017). Conversely, the data for the 2010-2011 and 2015-2016 academic years indicates that the
proportion of time allocated to language education has increased in all European countries except
Luxembourg and in Turkey. The data indicates that the greatest proportion of time dedicated to
language education in total teaching time is observed in Luxembourg. In this country, approximately
45% of the total teaching time is allocated to language education. In contrast, in Turkey, 5% of the total
teaching time was allocated to language education in the 2010-2011 academic year, with approximately
15% in the 2015-2016 academic year. Consequently, the time allocated to language education has

increased over the years, yet on average it has remained low within the total course hours.

A review of the minimum recommended time allotted to foreign language instruction in primary
education (European Commission, EACEA, Eurydice, 2017, p.110) reveals that between the 2010-2011
and 2015-2016 academic years, there was no increase in the number of teaching hours dedicated to
foreign language instruction in 12 countries. In Belgium (German-speaking area), Greece, Lichtenstein
and Malta, there was a reduction in the number of teaching hours. In contrast, in the other countries,
there has been no significant increase over the years. Luxembourg has the highest number of hours
allocated to foreign language teaching in primary education, with 407 hours. In Turkey, the period in

question was approximately 25 hours in 2010-2011 and approximately 30 hours in 2015-2016.
Aim of the Study

Those students who studied in IEL classes have started to have education in high schools. This research
aims to describe their readiness in high school for both English and Turkish classes and the effects of

the IEL education during their foreign language education.

Method
Research Model

The qualitative data has been analyzed with inductive analysis. In the study designed in the qualitative
method, document analysis is used. Documents are qualified data about facts and analysing such data

can increase the reliability and validity of the qualitative research (Yildirim & Simsek, 2013)

Ten open-ended questions have been asked to 55 students. First written examination scores have
been compared between the target and control group. Control group has been formed with 30 students
who didn’t study at intensive English classes.

This research design was firstly conducted by asking students ten open-ended questions in order to
collect qualitative data. This study's methodology is suitable since it allows for the comparison of results
through in-person interviews, which allows for the drawing of stronger conclusions. The answers which
were given by the participants were recorded and then texted to find out the thoughts of the participants

about the classes they took in former school.
The data analysis process consisted of the stages below;
1. Listening to the audio recordings or reading the interview notes,

2. Conversion of audio recording data into content text,
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3. Explaining the data by coding,

4. Comparative reading of audio recordings and texts,
5. Arranging the codes of the reached data,

6. Obtaining categories from the codes found,

7. Identification and interpretation of findings.

Experimental design was used in order to collect data about the first term, first written examination
results, which was convenient to compare the students who studied in IEL classes and the ones who
didn’t study in IEL classes.

Participants / Universe and Sample / Object of Study

In order to get the aim mentioned above, practical sample technique has been used to determine the
applicants. Correspondingly, applicants of the study comprise 55 students who are 9t and 10" graders
in two different high schools affiliated to MEB in Manisa province. All of the participants mentioned
that they were volunteer to take part in the research and they were contacted in person. This sampling
method is used to collect data from the volunteered and qualified participants in the target population
(Murairwa, 2015).

For the experimental part of the research, a control group was determined. This group consists of 30
students who didn’t study in IEL classes during secondary school. It was not interviewed with these
students. Their first term first written examination scores were used to make a comparison with the

experimental group’s results.
Data Collection Tools

The structured interview enables the researchers to collect qualitative data by asking the same questions
to each participant; therefore, the questions to be asked are prepared in advance (Mathers, Fox, & Hunn,
1998). The first instrument was an open-ended structured interview schedule developed by the
researcher to collect data from the students studying in IEL classes. The second instrument was the first

term first written examination scores of both the control group and the experimental group.

In order to check the validity of the open-ended questions, expert opinions were taken, four of them
working as English and Turkish language teachers in the schools where data were collected, two of
them working as school administrator in middle schools where IEL classes are available and three of
them working as English and Turkish language teacher in middle schools where IEL classes are
available. Firstly, the questions were 15, yet according to the advices from the experts, 5 of them were
deleted since they mentioned as inconvenient. All of the questions were checked by the experts and

finally they were applied to the students.

For the second instrument, oral permission was taken to have the examination scores from the
students and school administrators. Accordingly, the legal scores which are on the e-school platform

were collected.
Data Collection
The questions below were asked to the students who studied in IEL classes;

1- How did you decide to study in a foreign language intensive class?
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2- What was the attitude of your foreign language teacher when you were studying in a foreign

language intensive class? Do you think this attitude has an effect on your success or failure?

3- How were the foreign language lessons presented to you while you were studying in a foreign

language-based class, in the native language or in the target language?

4- How did the education you received in a foreign language-based classroom make a difference in your

Turkish language level?

5- Which of the four language skills (Reading-Writing-Listening-Speaking) do you think has improved

the most after the foreign language education you received in a foreign language-based classroom?
6- How did being educated in a foreign language-based class contribute to your social skills?
7- How did being educated in a foreign language-based class contribute to your academic skills?

8- Thanks to the education you received in secondary school, do you think that you are different from

other students during foreign language lessons in your current class?

9- When you compare the education you received in a foreign language-based class with the foreign

language education you are currently receiving, which one would you say is better? Why?

10- Do you have difficulties in the Foreign Language and Turkish language courses you are currently

taking in secondary education?

Besides, first term first written examination scores were collected through e-school platform of

Turkish National Educational Ministry.
Data Analysis

The data obtained in the study were analysed and evaluated by content analysis, one of the qualitative
data analysis methods. The data obtained through document analysis in the research were analysed and
presented with content analysis. In content analysis, the researcher presents the research pattern by
presenting the findings in the context of themes and sub-themes (Patton, 2014). The aim of the researcher
in content analysis is to determine the concepts and relationships that will explain the data (Yildirim &
Simsek, 2016).

The themes of the study have been developed according to the criteria that the researchers utilized
to evaluate the texts in this investigation. The information gathered from the studies on the themes of
function, literary genre, degree of logic, and usage characteristics in language instruction has been
assessed and presented in this procedure within the framework of research questions.

At the beginning of the content analysis process, the tape-recorded data were transcribed first, next
the raw data were read for a few times to “obtain a general sense of the information and to reflect on its

overall meaning” (Creswell, 2009, p. 185).

Findings
Analysis of the Interviews

How did you decide to study in a foreign language intensive class?
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Table 1. How to decide?

Theme Total Frequency
Wish of parents (17), own decision (11), wish of both
parents and students (27)

Decision

When Table 1 was examined, it was concluded that girls were more conscious about educational
decisions. Moreover, it was observed that parents had a saying while choosing the procedure.

“It was a general application in my middle school. In fact, it was the real reason why my parents and I chose
that school. My expectation was that my English level would be enough for my future social and business life”
(512)

“It was my decision. Because, 1 wanted to have an advanced English level compared to my peers.” (534)

“I decided. Because, we joined an exam to study in that class. I wanted to be successful at the exam.” (S21)
What was the attitude of your foreign language teacher when you were studying in a

foreign language intensive class? Do you think this attitude has an effect on your success

or failure?

Table 2. Teacher’s attitude

Theme Candidates” Answers Total Frequency

Bad attitudes Shouting (7), Carele_ss (3)f too much 17
homework(5), insulting(2)

Good attitudes Understanding (18), Using English (40), 115

supportive (33), listening (20)

It was concluded that teacher’s attitude towards students is really very crucial. A great number of
students said that they met the teachers with good attitude and thereby this, they enjoyed learning
foreign language. On the other hand, it was seen that some students had teachers with bad attitudes,
thus this situation brought about them to fail the classes.

“Our teacher used to shout on us when we made any mistake. Therefore, I got away from English. I became
unsuccessful.” (543)

“My teacher was really very understanding. He made me like English very much.” (53)

“That she used English during the classes made my English level become very good” (516)

“He used to give a lot of homework since our level was bad in the beginning. Thanks to that homework, I used

to study English very much out of the school, too. This made my English level very high.” (S54)

How were the foreign language lessons presented to you while you were studying in a

foreign language-based class, in the native language or in the target language?

Table 3. Through which language were the lessons presented

Theme Candidates” Answers
Used Languages English (40), Turkish (5), Both English and Turkish (10)

Table 3 showed that students usually got English classes in target language. Some of students
expressed that they had classes in native language and, as a result, they couldn’t be successful while
trying to use English in their daily life. They perceived the language as a community of rules. They told

that having the classes in target language is very beneficial to get the nature of the language.
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“At the first beginning, he presented in English, yet when he saw that we didn’t understand, he began to
explain in Turkish. From 2nd term on, he again began to present in English; however, this time we didn’t have
difficulty.” (526)

“He used native language while presenting Grammar topics, but for skill classes, he used just English.” (54)

How did the education you received in a foreign language-based classroom make a
difference in your Turkish language level?

Table 4. The education made a difference or not

Theme Total Frequency
Made a difference 48
Not make a difference 7

48 of the students think that the education that they took in IEL classes made a significant difference

for their English level; in contrast, 7 of them think it was useless.

“No, I don’ think. We just learned the topics earlier than other classes.” (520)
“Thanks to that education, now I don’t have any difficulty in English classes.” (59)
“Yes, I think. Nearly all of my knowledge in English is a result of my education in that class.” (53)

Which of the four language skills (Reading-Writing-Listening-Speaking) do you think
has improved the most after the foreign language education you received in a foreign

language-based classroom?

Table 5. Which skill improved mostly

Theme Candidates’ answers
Skills Reading (47), Writing (34), Listening (33), Speaking (30), All of them (12)

When examined the results, it was seen that participants answered this question with one skill or
more than one skill. 12 of them replied as all of the skills improved.

“Absolutely listening. We had English lessons more than fifteen hours in a week. This situation made me

familiar to most words. I believe my listening skill improved mostly.” (59)

“Since our teacher made us write compositions and essays during classes, 1 think I improved at writing”

(516)

“I think all four of my skills are good; however, speaking is a bit better.” (S45)

“In fact, all of them. If I needed to choose one, I would say reading.” (S52)

How did being educated in a foreign language-based class contribute to your social
skills?

Table 6. Contribution to social skills

Theme In a good way No contribution No Answer  Total
Contribution to social skills 39 14 2 55

39 of the students said that this education they took at 5% grade had made a good contribution to
their social life. However, 14 participants mentioned it didn’t contribute to their social skills while 2 of

them didn’t answer the question.
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“Yes, it did. We made pen friends from a classroom in Argentina.” (S42)

“We performed a theatrical play in English. It contributed to my social skills” (S54)

“We used to make conversation classes. We used to speak each other on a random topic” (554)

“We had pen friends from the other IEL classes in Manisa. I made many new friends” (517)

“I used to get afraid of my teacher. So, I didn’t use to speak unless I had to.” (522)

How did being educated in a foreign language-based class contribute to your academic

skills?

Table 7. Contribution to academic skills

Theme Inagoodway  No contribution  No Answer Total
Contribution to academic skills 37 16 2 55

When examined, the table showed that most of the students think knowing a foreign language,
especially English, contribute to other disciplines in a good way.
“It did well. I had good scores from the written and oral exams.” (S29)

“It contributed to neither social or academic skills for me.” (S47)

“I didn’t have to take time off for the English questions in the LGS” (552)

“That I was successful at foreign language exams motivated me in a good way. Thus, I became successful
academically” (513)

“Just to English, that’s all.” (522)

Thanks to the education you received in secondary school, do you think that you are

different from other students during foreign language lessons in your current class?

Table 8. Feeling difference during English classes at high school

Theme Candidates” Answers Total Frequency
. . Experience (12), bein

Ditference in a betIt)er (10), understan%l 37

good way easily (11), no difficulty (4)

Difference in a bad Expectations (2), fear of 3

way making mistake (1)

No difference 15

In this question students were asked to make a self-criticism. They were asked to self-assess when
compared to the other students in the classroom. 37 of them answered that they felt a good difference
from the other students, yet 15 of them felt no difference. Unfortunately, it was observed that few of the
students felt bad mood.

“Yes, some of my friends do not the topics which I have already known.” (518)

“When spoken in English, I can easily understand the content.” (533)
“I believe my English is much better than that of my friends in the classroom.” (519)
“I don’t think there is much difference. At 6th grade, I had a problem with the teacher. At 7th, there was

pandemics; so, it didn’t make any difference.” (547)
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When you compare the education you received in a foreign language-based class with

the foreign language education you are currently receiving, which one would you say is
better? Why?

Table 9. Which education better

Theme Candidates” Answers Total Frequency
IEL Classes More lessons (12), more enjoyable (14), more activities (10) 36
Current Class Easy topics (9), awareness (5), concerning teachers (5) 19

This question has made a good realisation since many of the students answered as they thought the
education that they took in IEL classes was better than the current English education. Just 8 (14,54%) of
them think that both of the educations are good enough. The general replies were about the lesson hours

per week.

“In previous years, we used to have much more English classes and make much more activities on English.
Maybe it was because my previous school was a private school. But it is very good this year, too.” (S37)

“IEL was better; because, we had more lessons.” (S6)

“In the IEL classes. Since everybody in the classroom had same levels, we used to learn new things continually.
Now, every student in the class has a different level, so the teacher must teach according to these different
levels. Topics may become easy for me.” (555)

“Now, it is better. Because, 1 can comprehend the importance of foreign language now, but in IEL class, |
wasn’t aware of it. I didn’t have good teachers, but now I have a very good teacher.” (S11)

“The current one. Because, teachers are more concerned.” (S10)

Do you have difficulties in the Foreign Language and Turkish language courses you are
currently taking in secondary education?

Table 10. having difficulty during high school classes

Theme Candidates” Answers Total No Answers Total Frequency

Difficulties Grammar (3), exams (6) 15 0 15
vocabulary (6)

How often having Sometimes (8), often (2), 37 3 40

difficulties rarely (5), never(22)

A good number of students replied this question that they don’t have any difficulty during their
present English classes.
“I sometimes have difficulty.” (S5)

“Sometimes at grammatical topics, but others are ok.” (532)

“Thanks to the education I had in IEL class, I don’t have any difficulty.” (550)
“During the classes no, but at the examinations I have.” (S2)

“Sometimes but I know that the reason is that I don’t revise.” (512)

“If we are learning new vocabulary, yes.” (S30)
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Comparison of First Term Written Examination Scores

In order to comprehend the differences between the students studying in IEL classes and the ones who
didn’t, a control group of thirty students was set. The students in this control group were selected
randomly among the students who didn’t study in IEL classes. First term, first written examination
scores of both groups’ students were captured from the official e-school system of MEB. The graphic

below shows the differences between the groups.
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Figure 1. Differences among the examination scores

As the graphic demonstrates, there is a very significant difference among the scores. While the scores
of the students who studied in IEL classes are usually above 90 out of 100, the control group’s scores are
really low. The numbers at the left column of the graphics are the number of the students. The number
at the bottom of the graphic are the scores between 100-90, 90-80, 80-70, 70-60 and 60-50. The blue
column shows the scores of the students studied in IEL classes and the orange one shows the control

group’s scores.

Discussion, Conclusion and Recommendations

A comparison of the study with other studies in the field reveals both similarities and differences. In a
study related to the research, Kambur (2018) analysed the instructors' perspectives on the programme
and found that one of the most noteworthy conclusions was that the weekly English instruction hours
were sufficient in practice. The students' responses indicated that they also believed that the weekly
hours were sufficient. The Turkish language level was found to be significantly enhanced as a result of

the process.

With regard to the teaching of a foreign language to children at an early age, it is of paramount
importance to consider the optimal timing for such an endeavour. Yolasigmazoglu (2008) posits that the

extent of students' achievements may vary contingent on the duration of their participation in a foreign
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language education programme during the week. From this perspective, it is reasonable to conclude

that the students' views on the study's duration are significant.

The teachers did not use the target language while teaching. Written exams were the sole form of
assessment, as evidenced by the findings of Dincer (2013), Er (2006), Harman (1999), Kaya (2018),
Mersinligil (2002), and Tekin-Ozel (2011). This issue has been resolved. The findings of the study
indicate that English as a Lingua Franca (ELF) users generally utilise the target language. Only when
they believe there to be an issue with comprehension or grammatical difficulties do they resort to the

native language.

In contrast to the findings of Kaya (2019), it is plausible that the fifth-grade IELC may serve as a

solution to children's difficulties in acquiring English.

Similarly, field studies have demonstrated the value of incorporating audio-visual resources into
English education. (Karababa, 1999; Erbakan, 2001; Kaygin, 2004; Koksal, 2012)

In the research, students who indicated that they did not understand the concepts well for the current
sessions stated that they had not done enough revision. In a similar study (Catal, 2015; Ince, 2018), it
was highlighted that a lack of repetition and exposure to English lectures were key factors contributing

to students' limited understanding.

In other studies conducted in this field, it has been concluded that a significant proportion of teachers

utilise additional resources in order to facilitate the delivery of English lessons (Sevin., 2006; Yorii, 2013).

The findings of this study are of significant importance with regard to foreign language instruction
in general and fifth-grade IEL lessons in particular. Furthermore, they have implications for the

development of the native language.

The objective of this research was to ascertain the impact of the fifth-grade IELC on students'
achievement of the objectives in all four skills, vocabulary, and grammar. In order to ascertain the
aforementioned outcomes, an examination was administered to students in both IELC and ELC classes.
This was done in order to compare their achievement levels. In the study, the interview technique was
employed as a data collection tool, with data collected from participants via a semi-structured interview
form. The findings and conclusions were reached within the framework of ten sub-problems, derived
from the collected data. Upon examination of the findings, it becomes evident that the findings address
the research questions. In terms of the research, the predicted results were reached when the replies to

the semi-structured questions in the interviews with the participants were analysed.

The participants in the study provided their candid and comprehensive insights on the matter at
hand. The descriptive analysis of the participants' views revealed that they provided predominantly

positive responses.

The study's findings indicate that students perceived the increased language instruction durations
to be beneficial and useful, and that the programme offered opportunities for students to develop their
language skills holistically. Despite the curriculum's purported emphasis on oral proficiency, the

students’ abilities in this domain remained underdeveloped.

Although the technique has a number of advantages, there are also flaws in the teachers' attitudes in
English classrooms. This scenario was highlighted by the students in the study. Such methods could
have a detrimental effect on students’ overall development by interfering with the hours of other classes.

Consequently, it is of paramount importance to determine whether this practice should be implemented
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in schools, taking into account a multitude of factors, including the compatibility with other school
courses, the willingness of students and parents to participate, regional priorities, physical
circumstances, and the status of the instructors. Nevertheless, the findings indicated that the practice
had a positive impact on students” academic performance. The responses of the students and the re-
scoring of the written examinations demonstrated that the curriculum had a positive effect on students’

readiness for high school.

In particular, in instances where the MEB's assistance is inadequate, teachers assume an increasingly
pivotal role in the effective administration of lessons. Consequently, the pre-service education of teacher
candidates should be reorganised in order to prepare them for a curriculum that is so focused on
language. Furthermore, the organisation of frequent and successful in-service training should be

implemented in order to offer distinct benefits to language instructors working in these schools.

Those who take English lessons are seeking a professional service. Furthermore, it constitutes a form

of skill training. It is recommended that branch teachers attend English classes at all levels and school
types.

This research was conducted using a qualitative design. Similarly, researchers interested in the field
may be recommended to conduct research on different groups with a quantitative design and large-

scale participants.

In order to increase exposure to the English language, it may be suggested that a television channel
be established in collaboration between the Ministry of National Education and TRT. This channel
would broadcast cartoons, animations, movies, documentaries, and sports competitions in English 24

hours a day, 7 days a week, and could be named "EBA English".

The research was conducted in the central Manisa province, and thus was only available to students
enrolled in Manisa schools. It is not possible to make generalisations about the practices of all of Turkey,
given that there can be variations in different provinces. Moreover, as the study is cross-sectional, the
effects of the curriculum implementation in high school in its early years are included. Consequently, it
is not possible to extrapolate the findings of this study to programme design or implementation changes
and enhancements made after data collection. Consequently, given that the research's focus is on science
high school and an Anatolian high school, it would be beneficial to conduct similar current condition

studies in various provinces and schools where the curriculum is applied.

It is possible that further studies may be conducted to examine the perspectives of parents, teachers,

and other key stakeholders in education on this implementation.

Moreover, to gain a deeper understanding of the long-term effects of the implementation,
longitudinal studies could be conducted on children who were exposed to foreign language-oriented
instruction in the fifth grade, with the aim of examining their progress in subsequent years of high

school.
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Sinif 6gretmenlerinin Bakisiyla Ozel Egitim Siniflarinda Karsilasilan
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Oz Makale Ge¢misi

Bu galismanin gayesi, 6zel egitim dersliklerinde vazifeye atanmis dgretmenlerin yiizlestikleri Ge1i§: 02/02/2024
meseleler hakkinda diisiincelerinin degerlendirilmesidir. Calismanin muhataplari, Konya'nin | Diizeltme: 04/05/2024
Meram bolgesindeki temel ve orta dereceli okullarin 6zel egitim dersliklerinde vazifeye atanmis 10 | gabul: 30/05/2024
o0gretmendir. Calismada, niteliksel arastirma metodolojilerinden fenomenolojik metod
kullanilmistir. Calisma verileri, yar1 yapilandirilmis miilakat formu araciligiyla derlenmistir. Yar1
yapilandirilmis miilakat teknigine uygun bulunan miilakat formunun olusturulma stirecinde, saha
taramasi neticesinde elde edilen verilerle miilakat sorulari hazirlanmigtir. Gelistirilen miilakat
sorulari tizerine uzman goriisii istenmistir. Yar1 yapilandirilmig miilakat formuyla toplanan veriler,
MAXQDA 2022 niteliksel analiz yazilimi kullanilarak tema, alt tema ve kodlamalar yapilarak igerik
analiziyle yorumlanmistir. Calismanin sonuglarina gore; 6zel egitim dersliklerinde vazifeye atanmig
O0gretmenler, ders isleyisi, smif idaresi, 6grenciler ve veliler, ayn1 dersligi paylastiklar: 6gretmenler
ve diger alan 6gretmenleriyle gesitli meseleler yasamaktadirlar. Calisma neticelerine binaen, hizmet
ici egitim programlarinin diizenlenmesi, rehber kitaplarin hazirlanmasi, okul-veli is birligini
gliclendirecek etkinliklerin tertiplenmesi gibi tavsiyeler 6ne siiriilmiistiir.
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Giris
Egitim, insan varligmin temel taslarindan biri olarak kabul edilir. Toplumsal konumlarim
belirlemelerine ve gerekli bilgi ile yetenekleri kazanmalarina olanak taniyan egitim, sahsiyetlerinin
olusumunda bireylere destek olmaktadir. Egitimle ilgili literatiirde sayisiz ve cgesitli tanimlar
bulunmaktadir; bu durum, egitimin net bir taniminin olmayisindan kaynaklanir. Genel kabul gormiis
bir egitim tanumi yapilacak olursa; “Egitim, bireyin davranislarinda, yasam tecriibesi araciifiyla ve
bilingli bir sekilde arzu edilen degisiklikleri gerceklestirme siirecidir” (Ertiirk, 1972) denilebilir. Egitim
stirecine dahil olan bireyler, bireysel farkliliklarindan 6tiirii, 6grenme hizlar1 da dahil olmak tizere diger
tiim karakteristiklerde farklilik gosterirler. Bir¢ok kisi herhangi bir engel olmaksizin 6grenme stirecini
tamamlasa da, bazilar1 digerlerinden farkh olarak, 6grenme siirecinde 6zel ve yogun destek gerektirir.
Akranlarindan ayrisan ve yogun bir egitim programina ihtiya¢ duyan bireylerin, kisisel farkliliklar:
gozetilerek ve ihtiyaglarina uygun olarak egitim hizmetlerinden faydalanmalar: esastir (MEB, 2018 a).

Bu baglamda, bu tiir bireylere yonelik 6zel egitim hizmetlerinin saglanmasi 6nem arz etmektedir.

1997 yilinda ilan edilen 573 numarali Kanun Hiikmiinde Kararname, 6zel egitim hizmetlerini, bu
hizmetlere muhtag bireylerin egitim gereksinimlerinin 6zel olarak egitilmis personel, 6zel egitim
miifredatlar1 ve uygun mekanlarda kargilanmasi seklinde tanimlar (MEB, 1997). Ozel Egitim Hizmetleri
Yonetmeligi'nde 6zel egitimin gayesi; Tiirk Milll Egitim sisteminin genel amaglari ve temel prensipleri
1s18inda; Ozel egitim gereksinimi duyan bireylerin egitim ihtiyaglarini, kapasitelerini, ilgilerini ve
yeteneklerini dikkate alarak, onlarin en yiiksek potansiyellerini kullanmalarini, iist diizey egitime,
mesleki yasama ve sosyal hayata entegrasyonlarini hedefler. Aymi yoOnetmelikte ifade edilen
Tiirkiye'deki ozel egitim uygulamalari arasinda kaynastirma/biitiinlestirme egitimi, evde egitim,
hastanede egitim, 6zel egitim siniflar1 ve 6zel egitim okullar1 ve kurumlari bulunur (MEB, 2018 a). Ozel
ihtiyaglar1 olan Ogrencilerin, en az kisitlayici ortamdan en fazla kisitlayici ortama dogru egitim
kurumlarina yerlestirilmeleri; genel egitim simiflarinda tam zamanli kaynastirma, destek egitim odasi
ile kaynastirma, ozel egitim smiflarinda yar1 zamanl kaynastirma, tam zamanli 6zel egitim sinifi,
giindiizlii 6zel egitim okulu ve yatili 6zel egitim okulu sekillerinde uygulanir (Demir ve Kale, 2019).
Ozel egitim dgrencileri, yetersizliklerine gore Rehberlik ve Arasgtirma Merkezleri tarafindan verilen
tanilar dogrultusunda bu siiflara yerlestirilirler. Bu yerlestirmenin amaci, 6grencinin en az kisitlayici
ortama dahil edilerek, akranlariyla egitim almasi ve imkanlardan esit diizeyde faydalanabilmesinin
saglanmasidir. Ulkemizde, ogrenciler yetersizlik durumlarmna goére, normal gelisim gosteren
akranlariyla ayni smifta tam zamanlh kaynastirma yontemiyle egitim alabilmekte, yetersizlik durumu
daha ciddi olan 6zel egitim 6grencileri ise benzer ihtiyaglar1 olan akranlartyla 6zel siniflarda egitim
almaktadirlar. Kaynastirma/biitiinlestirme yonteminde, 6zel gereksinimli &grenciler, Rehberlik ve
Arastirma Merkezlerinden aldiklar1 degerlendirme raporlarina dayanarak, kendileri igin 6zel olarak
hazirlanan bireysel egitim planlar1 cercevesinde, akranlariyla ayni smifta egitimlerine devam

etmektedirler.

Ozel egitim okul ve siniflarinda brang derslerinin yiiriitiilmesinde 6zel egitim ve brans 6gretmenleri
arasindaki is birligi c¢alismalarmin incelemek iizere yapilan bir arastirmada brans derslerinin
yliriitiilmesinde 6zel egitim ve brans 0gretmenlerinin aralarinda is birligi oldugunu diisiindiikleri,
calismalarinin, rol paylagimi, hesap verilebilirlik, siirdiiriilebilirlik gibi is birligi prensiplerini tam olarak
saglamadig1 goriilmiistiir (Elgi, 2019).
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Ozel egitim dersliklerine, zihinsel, isitsel veya gorsel engelliler egitimi alaninda mezun olmus
egitmenler ile genel sinif 6gretmenliginden 6zel egitim alanina gecis yapmis 0gretmenler, kadrolu
pozisyonlarda atanmaktadir. Milli Egitim Bakanligi (MEB) tarafindan yayimlanan "Egitim Kurumlar
Yénetici ve Ogretmenlerinin Norm Kadrolarma Iligkin Yonetmelik'te, 6zel egitim siniflarinda atanacak
O0gretmen sayisina dair bilgiler aktarilmistir. Anaokulu ve anasinifi disindaki tiim egitim seviye ve
tiirlerinde, orta ve agir derecede zihinsel engelli ile otizm spektrum bozuklugu olan 6grenciler icin
acilan her sinif veya sube basma iki, ilkokul ve ortaokul seviyesinde hafif derecede zihinsel engelli
ogrencilere yonelik her smif veya sube icin de iki 6gretmenin atanacagi ifade edilmektedir (MEB, 2014).
Yilmaz'in (2018) arastirmasinda da vurgulandig iizere, Tiirkiye’de hem kamu hem de 6zel sektorde
Ozel egitim hizmetlerinin genislemesine ve bir¢ok tiniversitede 6zel egitim boliimlerinin agilmasina
ragmen, engelli bireyler icin gerekli norm kadro ihtiyaci yeterince karsilanamamustur. 1l ve ilge milli
egitim miidiirliikleri, bu norm kadro ihtiyacini, gesitli sebeplerle norm fazlasi durumuna diisen ve
depoya atanan smif Ogretmenlerini o6zel egitim smiflarina gecici olarak atayarak gidermeye

calismaktadir.
Arastirmanin Konusu

Ozel Egitim Hizmetleri Yonetmeligi'nin 26. maddesi uyarinca, Ozel Egitim Degerlendirme Kurulu
Raporu’na istinaden ayri smiflarda egitim gormeleri uygun goriilen 6zel egitim gereksinimi olan
ogrenciler i¢in, ilgili il veya ilge 6zel egitim hizmetleri kurulunun Onerisi iizerine, valilik onay1 ile hem
resmi hem de 6zel okullarda 6zel egitim siniflar1 agilabilir. Agilan bu siniflarla ilgili bilgiler, Bakanlik
tarafindan kullanilan veri girisi sistemine kaydedilir. Yonetmelikte belirtilen 6zel egitim smiflarinda,
aymt tiirde engeli olan &grencilere yonelik birlestirilmis smif uygulamasi yapilacak olup, smif
mevcutlari zihinsel engelliler icin en ¢ok on, otizm spektrum bozuklugu olan 6grenciler igin ise en ¢ok
dort 6grenci ile sirhidir. Ozel egitim smuflarinda, dzel egitim 6gretmenlerinin yam sira, ilkokul
diizeyinde din kiiltiirii ve ahlak bilgisi, ortaokul diizeyinde ise din kiiltiirii ve ahlak bilgisi, gorsel
sanatlar, miizik, beden egitimi ve meslek dersleri 6gretmenleri de ders verebilmektedir (MEB, 2018 a).
Ozel egitim smiflarindaki Ogrenci sayilari ve bu oOgrencilerin 6zel ihtiyaglar1 gdz oniinde
bulunduruldugunda, bu siniflarin normal egitim siniflarina kiyasla daha zorlu oldugu anlasilmaktadir.
Tiirkiye’de 2012 yilinda yapilan egitim sistemi degisikligi ile ilkokul egitim stiresinin bes yi1ldan doérde
indirilmesi, bir¢ok smif 6gretmeninin norm fazlasi durumuna diismesine ve farkli okullara veya
alanlara gorevlendirilmesi gerekliligini dogurmustur. Ozel egitim alanindaki ihtiyaglarin karsilanmasi
ve norm fazlast siuf Ogretmeni sorununun c¢oziilmesi amaciyla, norm fazlas1 durumundaki
Ogretmenlere 6zel egitim Ogretmenligine ge¢is yapma hakk: taninmistir. Ancak, Ogﬁlmﬁ§’ﬁn (2014)
belirttigi {izere, yeterli sayida kadrolu 6zel egitim 6gretmeni saglanamadigindan, sinf 6gretmenlerinin

ozel egitim siniflarina gecici gorevlendirme yoluyla atanmasi uygulamasi devam etmektedir.

Arastirmacilar, temel egitim okullarinda 6zel egitim alt dallar1 olarak islev goren; ilkokul diizeyinde
hafif otizm, ortaokul diizeyinde hafif zihinsel engellilik subeleri ve hafif otizm siniflarinda idareci
olarak gorev almaktadirlar. Her egitim-6gretim yilinda, bu 6zel egitim alt siniflarinda personel eksikligi
yasanmakta ve bu agiklar, ¢esitli sebeplerden dolay1 norm fazlasi olarak belirlenen smif 6gretmenleri
ile doldurulmaya calisilmaktadir. Ozel egitim alaninda uzmanlasmamis ve ilk kez 0Ozel egitim
smiflarina atanan smif 6gretmenlerinin deneyimsizlikleri ve konu hakkindaki bilgi yetersizlikleri,
egitim-O6gretim  siireclerinin basarii olmasini engelleyen sorunlara yol ag¢maktadir. Ayrica,
arastirmacilar 6zel egitim sinuflarina gegici olarak atanan sinf 6gretmenlerinin karsilastiklar: zorluklar

hakkinda sikga dile getirilen yorumlara tanik olmaktadirlar.
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Arastirmacilar, literatiir incelemesi sirasinda, 6zel egitim siniflarinda gegici olarak gorevlendirilen sinif
O0gretmenlerinin karsilastiklar1 zorluklarla ilgili dogrudan bir arastirmaya ulasamamislar ve bu
Ogretmenlerin yasadiklar1 sorunlar1 kendi perspektifleriyle anlamlandirmak istemeleri sebebiyle bu

calismay1 gerceklestirme karar1 almislardir.
Arastirma Sorusu

Aragtirmanin sorusu “Ozel egitim siniflarinda gegici gorevlendirme olarak calisan sinif 5gretmenlerinin

karsilastiklar1 sorunlara iliskin goriisleri nelerdir?” seklinde belirlenmistir.
Alt Sorular

1. Gorevlendirme olarak calistiklar1 Ozel egitim simifinda ders islenis esnasinda karsilastiklar:

sorunlar nelerdir?

2. Gorevlendirme olarak calistiklart 6zel egitim smifinda 6zel egitim Ogretmenleriyle alakali

karsilagtiklar1 sorunlar nelerdir?

3. Gorevlendirme olarak calistiklar1 6zel egitim smufinda 6zel egitim Ogrencileriyle alakali

kargilagtiklar: sorunlar nelerdir?

4. Gorevlendirme olarak calistiklar1 6zel egitim sinifinda 6zel egitim 6grencileri velileriyle alakali

karsilagtiklar1 sorunlar nelerdir?

5. Gorevlendirme olarak calistiklari 6zel egitim sinifinda karsilastiklari sorunlarla alakal: diger goriis

ve Onerileri nelerdir?
Arastirmanin Amaci

Bu aragtirmanin amaci, Konya Ili Meram Ilgesinde yer alan ilkokul ve ortaokullarin biinyesinde agilmig
olan 0zel egitim siniflarinda gegici gorevlendirme olarak ¢alisan sinif 6gretmenlerinin ¢alisma siireleri
boyunca karsilastiklar1 sorunlara iliskin goriislerini incelemektir. Ozel egitim siniflarinda gegici
gorevlendirme yapan 6gretmenlerin deneyimleri ve goriisleri, bu alandaki c¢alismalar igin 6nemli bir
kaynak olabilir. Calismanin sonuglari, 6zel egitim alaninda hizmet veren Ogretmenlerin yasadig:

zorluklar1 anlamak ve bu sorunlara ¢éziim {iretmek agisindan faydal olabilir.
Arastirmanin Onemi

Son donemlerde 6zel egitim, artan bir ilgi ve dnem kazanmaktadir. Bu alanda yapilan akademik
calismalarin sayisinda da bir yiikselis gozlemlenmektedir. Milli Egitim Bakanligi'nin (MEB) 2023 vizyon
belgesinde 6zel egitime 6zel bir boliim ayirmasi ve bu belgenin yayimlanmasini takiben gergeklestirilen
yatirimlar, 6zel egitime olan bu artan ilginin devam edecegine isaret etmektedir (MEB, 2018 b). Bu
trendin bir sonucu olarak, 6zel egitim alt siniflariin agilacagy ilkokul ve ortaokul sayisinin, ayrica
bagimsiz 6zel egitim okullarinin sayisimin artmasi beklenmektedir. Kadrolu 6zel egitim 6gretmeni
atamalarinin tamamlanmasi zaman alacagindan, norm fazlas: sinif 6gretmenlerinin bu siniflarda gegici
gorevlendirilmeye devam edecegi ongoriilmektedir. Mevcut literatiirde 6zel egitim ve 0zel egitim
smiflarindaki sorunlarla ilgili calismalar bulunmasina ragmen, gegici goérevlendirmeyle calisan sinif
Ogretmenlerinin karsilastiklar: sorunlara dair dogrudan bir arastirmaya rastlanmamistir. Bu nedenle,
bu konuda bir arastirma yapilmasina ihtiya¢ duyulmustur. Arastirmanin sonuglari, karsilasilan
sorunlarin belirlenmesi ve incelenmesi yoluyla egitim kalitesinin artirilmasina, sorunlarin ¢oziimiine
yonelik stratejilerin gelistirilmesine ve 6zel egitim siniflarina atanan sinif 6gretmenlerinin endiselerinin

giderilmesine katkida bulunabilecektir.
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Yontem

Bu boliimde arastirmanin deseni, arastirmanin tasarimi, katilimcilar, veri toplama araci, veri analizi ve

arastirmanin gegerlik ve giivenirligi konu basliklar1 yer almistir.
Arastirma Deseni

Bu calisma, 2022-2023 egitim-6gretim yilinda ilkokul ve ortaokul seviyesinde acgilan 6zel egitim
smiflarinda gegici olarak gorev yapan smif 6gretmenlerinin karsilastiklar: zorluklara dair goriislerini
derinlemesine incelemeyi amaclayan nitel bir arastirmadir. Nitel arastirmalar, arastirmacinin incelenen
ortama yogun bir sekilde dahil olmasini, her nesne, eylem ve durumu detayl bir bigimde
gozlemlemesini ve elde edilen bulgulari betimleyici yorumlarla sunmasimi gerektirir (Yildirim ve
Simsek, 2016). Bu tiir arastirmalar, insan davramislarinin altinda yatan nedenleri ortaya g¢ikarmay:
hedefler ve genellikle zaman alic1 oldugu igin sinirh sayida katihma ile gerceklestirilir (Giirbiiz ve
Sahin, 2018). Arastirmada, bireylerin deneyimlerinin 6ziinii ve karsilastiklar1 sorunlarmn temelini
anlamay1 hedefleyen fenomenolojik yaklasim benimsenmistir. Bu yaklasim, katilimcilarin algilarini ve
yasadiklar1 deneyimlere iliskin goriislerini belirlemek icin uygun bir metodoloji olarak

degerlendirilmektedir (S6nmez ve Alacapinar, 2019).
Calisma Grubu / Evren ve Orneklem / inceleme Nesnesi

Bu arastirma, Konya fli merkezinde 6zel egitim smuflarinda gecici gorevlendirme yapan smif
ogretmenlerini incelemektedir. Zaman ve maliyet kisitlamalar1 nedeniyle, calisma grubu olarak Konya
[li Meram Ilcesinde bulunan 6zel egitim smiflarinda gorev yapan 10 smif 0gretmeni segilmistir.
Katillmcilarin gizliligi korunarak, K1, K2, K3, K4, K5, K6, K7, K8, K9 ve K10 olarak kodlanmuistir.
Aragtirmanin calisma grubunu olusturan Ogretmenlerin demografik bilgileri ve 0zel egitim

siniflarindaki gorev siireleri Tablo 1’de detaylandirilmistir.

Tablo 1. Katilimcilarin cinsiyet, yas, mezuniyet boliimii, kidem yili, 6grenim durumu ve 6zel egitim siniflarinda

caligma siireleri demografik bilgileri

Katilimca1  Cinsiyet Yas Mezuniyet Kidem Ogrenim Ozel eglflm .gahgma
durumu siiresi
K1 Kadin 33 Sinuf Ogr. 12Yil  Lisans 411l
K2 Kadin 34 Sif Ogr. 13Yil Lisans 3Yil
K3 Kadin 52 Dokuma Ogr. 27Yil  Lisans 9Yil
K4 Kadimn 50 Sinuf Ogr. 25Y1l  Lisans 6 Y1l
K5 Erkek 34 Sinuf Ogr. 12Yil Lisans 2yl
Ko Kadin 33 Sinuf Ogr. 14 Y1l  Lisans 1Yil
K7 Erkek 40 Sif Ogr. 17Yi1l  Lisans 5Yil
K8 Kadin 51 Ziraat Miih. 26 Yil  Lisans 4 Y1l
K9 Kadin 31 Smif Ogr. 9Yil  Lisans 2Y1l
K10 Kadin 29 Sif Ogr. 8Yil Lisans 3Yil

Calisma grubunun %80’i kadin, %20’si erkek; yas ortalamasi 38,70; %80inin smif &gretmenligi
boliimiinden mezun oldugu; meslekti kidem yili ortalamasinin 16,3 yil; %100 lisans mezunu ve 6zel

egitim calisma siiresi ortalamasinin 3,9 yil oldugu saptanmustir.
Veri Toplama Araglan

Arastirmada veri toplama siireci, bilgi aligverisini hedefleyen ve genellikle iki birey arasinda

gerceklesen amacl iletisim olan goriisme teknigi ile yiiriitiilmiistiir. Bu siirecte, yar1 yapilandirilmis
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goriisme formu kullanilmistir, bu da en yaygin tercih edilen goriisme yontemlerinden biridir (Yildirim
ve Simsek, 2016). Her goriismede, uzman onayi almarak arastirmaci tarafindan hazirlanan sorular

sorulmustur.
Veri toplama formu, iki ana boliimden olusmaktadir:

1. Demografik Bilgiler: Katilimcilarin cinsiyeti, yasi, mezuniyet programi, mesleki kidem,
O0grenim durumu ve 6zel egitim alanindaki calisma siireleri gibi demografik bilgileri iceren

sorular.

2. Agk Uclu Sorular: Arastirmanin odak noktasi olan ozel egitim simiflarinda karsilasilan
sorunlarla ilgili 5 agik uglu soru yer almaktadir. Bu sorular katilimcilara sirasi degistirilmeden
yoOneltilmis, katilimcilarin cevaplari i¢in herhangi bir uzunluk smirlamasi olmaksizin serbestce

ifade etmelerine izin verilmis ve gerektiginde arastirmaci tarafindan ek agiklamalar yapilmistir.

Bu yaklasim, katilimcilarin deneyimlerini ve algilarini detayl: bir sekilde anlamak icin 6nemlidir ve

arastirmanin niteliksel dogasma uygun diismektedir.
Verilerin Toplanmasi

Bu arastirmanin ilk asamasinda, uygulamanin planlamasi yapilmistir. Ardindan, konuyla ilgili literatiir
taramasi gergeklestirilmis ve bu tarama sonucunda arastirmanin giris, ilgili ¢alismalar ve metodoloji
boliimleri olusturulmustur. Veri toplama amaciyla kullanilacak yar1 yapilandirilmis goriisme
formunun sorular1 hazirlanmis ve bu sorularin uygunlugu danisman O0gretmenin goriisii alinarak
onaylanmustir. Daha sonra, arastirmaya katilacak goniillii katihmailar secilmis, katihimcilarin goérev
yaptiklar1 okul miidiirlerinden ¢alisma hakkinda bilgi verilerek onaylar1 alinmis ve katilimcilarin
goriisme icin miisait olduklar1 zamanlar belirlenmistir. Belirlenen tarihlerde katilimcilarla goriismeler
yapilmus ve bu goriismeler kaydedilmistir. Kayitlar, herhangi bir degisiklik yapilmadan Word ortamina
aktarilmistir. Katilimcilarin goriisleri dogrultusunda tema, alt temalar ve kodlamalar olusturulmus ve
MAXQDA programu kullanilarak veriler sekil ve tablolar halinde analiz edilmistir. Elde edilen bulgular
tartisilarak sonug¢ bolimii yazilmis ve mevcut uygulamalar ile gelecek calismalar ic¢in Oneriler

sunulmustur.
Verilerin Analizi

Aragtirmanin veri analizi asamasinda, yar1 yapilandirilmis goriisme formu araciligiyla toplanan veriler,
icerik analizi yontemiyle incelenmistir. Igerik analizinin amaci, elde edilen verileri kavramsal ve iligkisel
baglamda aciklamak ve derinlemesine bir anlayis saglamaktir (Yildirim ve Simsek, 2016). Bu siirecte,
ozel egitim siniflarinda gegici gorevlendirme yapan sinif Ogretmenlerinin karsilastiklar1 sorunlar
hakkindaki goriisleri toplanmis ve bu goriismeler kaydedilmistir. Ses kayitlari, herhangi bir degisiklik
yapilmadan transkribe edilerek MAXQDA 2022 programina aktarilmistir. Program araciligiyla yapilan
analizler sonucunda, katilimcilarin goriislerine dayanarak “Ders Islenisiyle flgili Karsilagilan Sorunlar”,

”C)grenci ve Aileleriyle Hgili Karsilasilan Sorunlar”, “Diger Cgretmenlerle Hgili Karsilasilan Sorunlar”

ve “Diger Goriig ve Oneriler” gibi temalar belirlenmistir.
Arastirmanin Gegerlik ve Giivenirliligi

Arastirmanin veri toplama ve analiz asamalarinda gegerlik ve giivenirligi artirmak icin uygulanan
yontem ve teknikler sunlardir:
e Uzman Goriisii: Yar1 yapilandirilmis goriisme formunda kullanilacak sorular, konusunda uzman

olan iki kisiye gosterilerek onlarin goriisleri alinmaistir.
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e Goriisme Siiresi: Goriismeler, veri miktar1 ve niteligini artirmak amaciyla herhangi bir kisitlama
olmaksizin uzun tutulmustur.

e Kodlama islemi: Arastirmac disinda baska bir kisi de kodlama islemine katilmus ve her iki kodlayict
da ayni1 kod kitap¢ig1 tizerinde calismstir.

¢ Kod Karsilastirmasi: Ayri ayr1 kodlanan veriler, tutarsizliklar: gidermek ve ortak temalar {izerinde
fikir birligine varmak i¢in karsilastirilmistir.

¢ Giivenirlik Formiilii: Kodlayicilar arasindaki i¢ tutarhilik ve arastirmanin giivenirligini hesaplamak

icin Miles ve Huberman'in (1994) 6nerdigi giivenirlik formdiilti kullanilmistir:

Giivenirlik = Goriis Birligi / (Goriis Birligi + Goriis Ayriligr)

Bu hesaplama sonucunda arastirmanin giivenirligi %93 olarak bulunmustur. Giivenirlik oraninin
%70'in {izerinde olmasi, arastirmanin giivenilir oldugunu gostermektedir (Miles M.B. & Huberman
AM., 1994). Elde edilen bu sonug, arastirmanin giivenilir oldugunu teyit etmektedir. Ayrica, analiz
siirecinin tamami, ¢alismaya dahil olmayan baska bir arastirmaci tarafindan kontrol edilmistir.

Bulgular

Bu boliimde arastirma verilerinin analizi sonucunda elde edilen bulgular basite indirgenerek temel

diizeyde sunulacaktir.
Ders Islenisiyle Ilgili Karsilasilan Sorunlar

Bu boliimde arastirma sorularina verilen cevaplar dogrultusunda Ders Islenisiyle Ilgili Karsilagilan

Sorunlar temasinin alt temas1 ve kod frekanslar1 Tablo 2’de sunulmustur.

Tablo 2. Ders islenisiyle ilgili karsilasilan sorunlar temasinin kodlara gore frekans ve yiizdeleri

Ders Islenisiyle flgili Karsilagilan Sorunlar F Yiizde

Ders Islenisi 32 58,18
Alt Temalar Sinif Yonetimi 23 41,82

TOPLAM 55 100,00

Ders islenisi Yiizde

F
Ozel Egitime Dair Bilgi Yetersizligi 7 21,88
Materyal Eksikligi 8 25,00
Dersligin Fiziki Eksiklikleri 6 18,75
4
7

Kodlar Bilgilerin Ogrenci Diizeyine Indirgenememesi 12,50
Miifredata Hakim Olmama 21,88
TOPLAM 32 100,00
Sinif Yonetimi F Yiizde
Ozel Egitim Ogrencileriyle fletisim Kuramama 6 26,09
Ogretim Siireci Sorunlari 5 21,74

Kodlar Sinif Kurallarini Olusturamama 5 21,74
Krize Miidahale Edememe 7 30,43
TOPLAM 23 100,00

Tablo 2 incelendiginde Gorevlendirme olarak ¢alistiginiz 6zel egitim sinifinda ders islenis esnasinda

karsilastiginiz sorunlar nelerdir? Sorusuna;

K2 : “Eeee, ben 2019 yilina kadar hep smif 6gretmeni olarak gorev yaptigimdan ve 6zel egitim
mezunu olmadigimdan ilk senelerde ¢ok bocaladim. Bu alanin mezunu olmadigim igin 6zel egitim

nedir, 0zel egitim 6grencisi kime denir, 6zel egitimde dersler nelerdir, nasil islenir, 6grencilere nasil
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yaklasilir, 111 nasil yeni seyler 6gretilir hi¢ bilmiyordum. Hala daha ders islemekte ve 6grencilerin kriz

anlarinda ne yapacagimi sasirdigim oluyor agikgasi...”

K3: “ Derslerin islenisi esnasinda yine bu alanin mezunu olmadigim i¢gin 6zel egitime ait bilgilerimin
kisith olmasi yani eeeee, uygulayarak sinifta 6grenebildiklerim disinda ¢ok az olmasi en zorlandigim
alanlardan... Ben yillarca simif O6gretmenligi yaptigim icin genel sinif diizeyindeki Ogrencilerin
seviyelerine gore ¢ok rahat dersimi, kazanimlarimi, anlatis yontemimi, ses tonumu, goz temasimi her
seyimi ayarlayabiliyordum. Ama burada 0Ozel egitimde Ogrencimin seviyesine inmekte ¢ok
zorlaniyorum. Dersimi anlatirken ya da bir uygulama yapmak, eee etkinlik yani o anda goz temasi

kurup yonlendirme yapmam gerekiyor ama 6grenciyle bunu basarmam ¢ok zor...”

K9: “Baska bir sorun ise siniflarda dogru diizgiin 6zel egitim adina materyaldir, arag-gerectir, ders
i¢cin kullanabilecegim malzemeler ¢ok ama ¢ok az, yani yok denecek kadar az. Zaten sinuflar genel
siiflardan degistirilerek 6zel alt simf haline getirildikleri icin fiziki anlamda, donamim agisindan
istedigim hic¢bir demirbasi bulamiyoruz. Yani dgrencilere etkinlik masasi olsa, bizler ¢calismamaizi, 1m11n

ogrenciyle birebir etkinlik zamanimizi bunda yapsak ¢ok giizel olur aslinda.” Cevaplarini vermistir.

Arastirmada elde edilen bulgulara gore, 6zel egitim smiflarinda gegici gorevlendirme ile calisan
sinif 6gretmenlerinin karsilagtiklar1 sorunlar iki ana alt temada incelenmistir: “Dersin Islenisi” ve “Struf

YoOnetimi”.

“Dersin Islenisi” alt temasinda, &gretmenlerin ders isleme sirasinda karsilastiklari sorunlar

sunlardir:

o Ozel Egitime Dair Bilgi Yetersizligi: Ozel egitim alaninda egitim almamis olmanin getirdigi bilgi
eksikligi.

e Materyal Eksikligi: Egitim materyallerinin yetersizligi veya eksikligi.

o Dersligin Fiziki Eksiklikleri: Dersliklerin 6zel egitim ihtiyaglarina uygun donatilmamas:.

e Bilgilerin Ogrenci Diizeyine Indirgenememesi: Ogretmenlerin 6grencilerin seviyesine uygun ders
igerigi hazirlamada zorlanmalari.

o Miifredata Hikim Olmama: Ozel egitim miifredatina yeterince hakim olmama.
“Sinif Yonetimi” alt temasinda ise su sorunlar belirlenmistir:

o Ozel Egitim Ogrencileriyle iletisim Kuramama: Ogrencilerle etkili iletisim kurma giigligii.
. égretim Siireci Sorunlar1: Egitim ve 6gretim siireclerinde karsilasilan zorluklar.
o Sinif Kurallarim1 Olusturamama: Smuf i¢i kurallar: belirleme ve uygulamada yasanan sorunlar.

o Krize Miidahale Edememe: Ogrencilerin kriz anlarinda etkili miidahalede bulunamama.

Bu bulgular, 6zel egitim smiflarinda gegici olarak gorev yapan smuf 6gretmenlerinin, 6zel egitim
konusunda yeterli egitim almamis olmalarindan kaynaklanan bir dizi zorlukla kars1 karsiya olduklarim
gostermektedir. Bu zorluklar, ders islenisinden simif yOnetimine kadar genis bir yelpazede yer
almaktadir ve 6gretmenlerin bu alanda daha fazla destek ve kaynaga ihtiya¢ duyduklarini ortaya
koymaktadir.

Ogrenci ve Aileleriyle Karsilasilan Sorunlar

Bu boliimde arastirma sorularma verilen cevaplar dogrultusunda Ogrenci ve Aileleriyle Karsilagilan

Sorunlar temasinin alt temasi ve kod frekanslar: Tablo 3’de sunulmustur.
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Tablo 3. Ogrenci ve Aileleriyle karsilagilan sorunlar temasimin kodlara gire frekans ve yiizdeleri

Ogrenci ve Aileleriyle Karsilagilan Sorunlar F Yiizde
Ailelerle Yasanan Sorunlar 24 47,06
Alt Temalar Ogrencilerle Yasanan Sorunlar 27 52,94
TOPLAM 51 100,00
Ailelerle Yasanan Sorunlar F Yiizde
Guvensizlik 6 25,00
Kodlar Hgisizli.k o 8 33,33
Beklentilerin Yiiksek Tutulmasi 3 12,50
1§birliginden Kaginma 7 29,17
TOPLAM 24 100,00
Ogrencilerle Yasanan Sorunlar F Yiizde
Ogrenci Seviyelerindeki Farklilik 8 29,63
Hetigim Kuramama 7 25,93
Kodlar Devamsizligin Fazla Olmasi 4 14,81
Ogrenmeye Kars1 Isteksizlik 3 11,11
Geri DoOntit Alinamasi 5 18,52
TOPLAM 27 100,00

Tablo 3 incelendiginde “Gorevlendirme olarak galistiginiz 6zel egitim sinifinda 6zel egitim 6grenci

ve aileleriyle alakali karsilastiginiz sorunlar nelerdir?” sorusuna;

K1: “Simdi tabi 6zel egitim 6grencileri genel siniflardaki 6grencilerden ¢ok ¢ok farklilar... Daha ¢ok
ilgi isteyen, daha ¢ok birebir ilgilenilmesi gereken, sevdigini, sevildigini ¢ok net ortaya koyabilen
bambagka diinyalar. Ben onlarla ¢alismay1 ¢ok seviyorum ama tabi ozellikle yeni kazanim verme
konusu baya sikintili. Oncelikle devamsizlik konusu ¢ok biiyiik bir problem. Ogrenci bazen bir hafta
okula gelmedigi oluyor, gelse bile baz1 giinler rehabilitasyon merkezine gidiyorum yarim giin okulda
ya duruyor ya durmuyor. Ailelerde maalesef bu konuda hi¢ duyarh degil, gerek biz gerek okul idaresi
wsrarla 6zel kurumlar1 okul saati disinda ayarlamalar: gerektigini sdylesek de pek umursadiklar: yok

agikcast.”

K4: “Ogrencilerle yasadigim en biiyiik sorunlardan birisi de derse, yeni seyler 6grenmeye, farkh
etkinlikler yapmaya gok isteksizler, 111 dersin igerisine, etkinlige katmakta ¢ok zorlaniyorum. Hadi, hadi
diye diye 3 dakika 5 dakika ugrasiyorum nerdeyse. Sonra etkinlik sonrasi ya da yeni 6grettigim bir konu
sonrasinda geri doniit almam ¢ok zor oluyor. Bazen bilerek bazen bilmeden 6grenci kendini kapatiyor.

Ne desem ikna edemiyorum bazen 6grenciler boyle olabiliyor.”

K10: “Bakin size yasadigim bir olay1 anlatayim. Bir hafif zihinsel smifta 6grencim vardi, ¢ok akillh
¢ok uslu ¢ok sevdigim bir 6grenciydi. Normalde tuvalet konusunda hig sikint1 ¢gekmezdik bir giin ne
olduysa artik 6grencim affedersiniz tutamadi galiba yada oyuna daldi altina kagirdi. Olabilir.. sikint1
yok hemen kiyafet degismesi lazim ama veli ¢antasina koymamus... her zaman olan acil durumlar icin
bu tarz durumlar i¢in dolaplarinda esyalar olur onlari da temiz olsun yikansinlar diye gondermistik
evine... yani ¢ocugun kiyafeti degistirecegi bir seyi yok. Hemen aradim annesini telefonu agmiyor, 3
kere 5 kere aradim ulasamadim. Babay1 ariyorum ondan da cevap alamiyorum. Neyse 2 saat sonra
annesi aradi hocam dedi uyuyordum beni aramigsiniz telefonda yanimda yoktu. Hayirdir dedi.
Durumu anlattim ihtiyacin ne oldugunu, okula acil gelmesi gerektigini felan derken bakin hanimefendi
bana sunu sdyledi..., hala inanmakta zorlaniyorum... sunu dedi hocam 2 saat ge¢mis zaten kurumustur,
ben eve gelince hallederim siz hi¢ merak etmeyin. Sok oldum. Herhalde ¢ocuga, d6grenciye karsi

tamamen ilgisiz kalmanin en ¢arpici 6rnegi budur bence.” Cevaplarimn vermistir.
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Arastirmada, 6zel egitim siniflarinda gegici gorevlendirme yapan sinif dgretmenlerinin 6grenci ve
aileleriyle ilgili karsilastiklar1 sorunlar iki ana alt tema altinda incelenmistir: “Ailelerle Yasanan

Sorunlar” ve “Ogrencilerle Yasanan Sorunlar”.

“Ailelerle Yasanan Sorunlar” alt temasinda, 6gretmenlerin ailelerle yasadiklar: sorunlar sunlardir:
o Giivensizlik: Velilerin, 6gretmenlerin 6zel egitim konusundaki uzmanlik diizeyine giivenmemesi.
. ilgisizlik: Velilerin, ¢ocuklarmin egitimiyle ilgili gosterdikleri ilginin yetersiz olmasi.
o Beklentilerin Yiiksek Tutulmasi: Velilerin, 6grencilerin gelisimi ve basarisi konusunda gergekei
olmayan beklentilere sahip olmasi.
e Is Birliginden Kacinma: Velilerin, 6gretmenlerle is birligi yapmaktan kaginmasi veya yeterince

katilim gostermemesi.

“Ogrencilerle Yasanan Sorunlar” alt temasinda ise 6gretmenlerin dgrencilerle yasadiklari sorunlar
sunlardir:
o Ogrenci Seviyelerindeki Farklilik: Siniftaki 6grencilerin bireysel egitim ihtiyaglari ve seviyelerinin
farkli olmasi.
o iletisim Kuramama: Ogrencilerle etkili bir iletisim kurulamamasi.
e Devamsizligin Fazla Olmasi: Ogrencilerin devamsizlik yapma egiliminin yiiksek olmas.
o Ogrenmeye Kars1 Isteksizlik: Ogrencilerin yeni bilgileri 5§renmeye karsi gosterdikleri isteksizlik.
e Geri Déniit Alinamamasi: Ogrencilerden alinan geri doniitlerin yetersiz olmasi veya hig
alinamamasu.
Bu bulgular, 6zel egitim smiflarinda gegici olarak gorev yapan smif Ogretmenlerinin, hem
ogrencilerle hem de ailelerle iligkili gesitli zorluklarla karsilagtiklarin1 gostermektedir. Bu zorluklar,
Ogretmenlerin 6zel egitim alaninda daha fazla destek ve kaynaklara ihtiya¢ duyduklarmni ve bu alanda

egitim politikalarinin ve uygulamalarinin iyilestirilmesi gerektigini ortaya koymaktadir.

Diger Ogretmenlerle Ilgili Karsilagilan Sorunlar
Bu bdliimde arastirma sorularma verilen cevaplar dogrultusunda Diger Ogretmenlerle Ilgili

Karsilasilan Sorunlar temasinin alt temasi ve kod frekanslar: Tablo 4’de sunulmustur.

Tablo 4. Diger 63retmenlerle ilgili karsilasilan sorunlar temasimin kodlara gére frekans ve yiizdeleri

Diger Ogretmenlerle ilgili Karsilagilan Sorunlar F Yiizde
Aynu Sinifi Paylastiklart Ogretmenlerle Yasanan Sorunlar 23 46,00
Alt Temalar Diger Brans Ogretmenleri ile Yaganan Sorunlar 27 54,00
TOPLAM 50 100,00
Ayni Sinif1 Paylagtiklart Ogretmenlerle Yasanan Sorunlar F Yiizde
1§ birligi Yapmada Isteksizlik 3 13,04
Bilgi Paylagmada Isteksizlik 2 8,70
Kodlar i}evtigir.n I;ksikligi 6 26,09
Ogretimin Planlanmasinda Yasanan Sorunlar 4 17,39
Bireysel Farkliliklar 8 34,78
TOPLAM 23 100,00
Diger Brang Ogretmenleri ile Yasanan Sorunlar F Yiizde
Tletisim Kopuklugu 7 25,93
Ozel Egitimle Alakali Yeterli Bilgiye Sahip Olmama 4 14,81
BEP Hazirlama Siireci 6 22,22
Kodlar ; .
Yardimlasma Konusunda Isteksizlik 3 11,11
Paylasma Konusunda Isteksizlik 7 25,93
TOPLAM 27 100,00
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Tablo 4 incelendiginde Gorevlendirme olarak calistiginiz 6zel egitim sinifinda 6zel egitim dgrenci
ve aileleriyle alakal1 karsilastiginiz sorunlar nelerdir?” sorusuna;

K2: “Eeee, Ogrencileri etkinliklere hazirlarken de mesela ¢ok sorun yasadigim oldu. Diger arkadasim
kesinlikle birlikte bir sey yapmaya yanasmazdy, is birligi yapmazd1 kendisi ben bu isi senden daha iyi
biliyorum bdyle olacak diyerek gecistirirdi beni. Yani aymi smifta beraber 6gretmen miyiz? Yoksa rakip
haline gelmis ziimreler miyiz anlamadim agikgas1.”

K10: “Mesela bagka ¢alistigim bir otizm alt sinifinda 111 beraber ¢alistigimiz arkadasin da yontemler
¢ok farkly, sinif yonetimi ¢ok farkls, yani insaniz hepimiz nasil desem... yedigimiz farkly, igtigimiz farkl
o arkadasla da bilgi paylasiminda ¢ok sikintilar yasamistim. Sonra miidiire gittim, durumu anlattim
baska smifa gectim agikgas1” cevaplarini vermistir.

Arastirma sonuglarina gore, Ozel egitim smiflarinda gegici gorevlendirme yapan smif
ogretmenlerinin diger 6gretmenlerle ilgili karsilastiklar: sorunlar, iki ana alt tema altinda toplanmustir:
“Ayni Smifi Paylastiklar1 Ogretmenlerle Yaganan Sorunlar” ve “Diger Brang Ogretmenleri ile Yasanan
Sorunlar”.

“Ayni Smufi Paylagtiklari Ogretmenlerle Yasanan Sorunlar” altinda, dgretmenlerin is birligi
ve bireysel farkliliklar gibi sorunlar yasadiklar: belirtilmistir.

“Diger Brang Ogretmenleri ile Yasanan Sorunlar” altinda ise, iletisim kopuklugu, 6zel egitimle
alakali yeterli bilgiye sahip olmama, bireysellestirilmis egitim plaru (BEP) hazirlama siireci,
yardimlasma ve paylasma konusunda isteksizlik gibi sorunlar 6ne ¢ikmustir.

Bu bulgular, 6zel egitim siniflarinda gorev yapan sinf 6gretmenlerinin, hem ayru siufi paylastiklar:
ozel egitim bransindaki 6gretmenlerle hem de diger brans ogretmenleriyle is birligi ve iletisimde
zorluklar yasadiklarini gostermektedir. Bu durum, égretmenler arasi koordinasyonun ve ig birliginin
giiclendirilmesi gerektigini ve 6zel egitim konusunda tiim 6gretmenlerin daha fazla bilgilendirilmesi

ve desteklenmesi gerektigini ortaya koymaktadir.
Diger Goriis ve Oneriler

Bu boliimde arastirma sorularina verilen cevaplar dogrultusunda Diger Goriis ve Oneriler temasinin

alt temas1 ve kod frekanslari Tablo 5’de sunulmustur.

Tablo 5. Diger Goriis ve Oneriler temasinin kodlara gore frekans ve yiizdeler

Diger Goriis ve Oneriler f Yiizde
Hizmet I¢i Egitimler Diizenlenmesi 5 17,24
Kilavuz Kitaplarin Hazirlanmasi 3 10,34
Materyal Temini 8 27,59
Kodlar Okul- Aile igbirligini Arttiric1 Faaliyetler 6 20,69
Kaynasmay1 Arttiric1 Faaliyetler 7 24,14
TOPLAM 29 100,00

Tablo 5 incelendiginde Gorevlendirme olarak calistiginiz 6zel egitim simifinda karsilastiginiz

sorunlarla alakali diger goriis ve onerileriniz nelerdir? Sorusuna;

K8: “Eeee, hocam bunlarin disinda mesela 6zel egitim &grencilerini getiren servislerin ge¢ gelip
gitmesi sorunu var. Sabahlari ¢cogu zaman ilk dersin ortasinda anca getiriyorlar 6grencileri. Okul ¢ikis
saatinde siirekli araba arizaland: bahanesiyle 20 dakika 25 dakika geg geliyor. Ogrencileri bu kadar siire
bekletmek de biiyiik sorun oluyor. Ozel 6grencilerin rutinleri bozuldugunda ne kadar rahatsiz
olduklarmi bilirsiniz. Sonra bu 6grencilerin temizlik, beslenme ve tuvalet ihtiyaglara yardimc olan

rehber personellerle de zaman zaman sorunlar yasamaktayiz. Ogrencilerle ilgilenmesini
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soyledigimizde bazen sanki kendi gorevleri degil de kendi sahsi isimi yaptirtyormusum gibi tepkiler
aliyoruz. Kurallarimizi, diizenimizi 6grendikten sonra normal rutin saglandiktan sonra ¢ok fazla sikinti
olmuyor. Calismayan personel veya sorun c¢ikaran olursa firmayla okul idaremiz goriiserek gerekli

onlemlerde aliiyor.”

K9: “Coziim onerilerim ne derseniz. $6yle mesela ilk basta 6zel alt sinifa gorevlendirildigimizde ilk
1 hafta goreve baglamadan bir hizmet ici egitim diizenlenebilir. Genel konular1 6zel egitim hakkinda
detayli anlatarak sorunlarimizin ilkine bir ¢dziim bulunabilir. Ozel egitim uzmanlar1 var RAM’da
gorevli arkadaslar var ya da ilge veya il milli egitim miidiirliigiinde bir¢cok gorevli arkadas var, bunu
¢ok rahat diizenleyebilirler. Ozel egitimli 6grenci nedir, nasil ders islenir, nasil onlara yaklasilir, neler

verilebilir, neler beklenebilir bunlar1 uzun uzun anlatabilirler.” Cevaplarmni vermistir.

Arastirma sonuglarina gore, Ozel egitim smmiflarinda gegici gorevlendirme yapan siif
ogretmenlerinin diger goriis ve Onerileri su sekilde siralanabilir:

e Hizmet I¢i Egitimler Diizenlenmesi: Ogretmenlerin 6zel egitim konusundaki bilgi ve becerilerini
artirmak icin diizenli hizmet ici egitimlerin yapilmasi.

e Kilavuz Kitaplarin Hazirlanmasi: Ogretmenlere rehberlik edecek ve ozel egitim derslerinin
islenmesine yardimai olacak kilavuz kitaplarin hazirlanmasz.

e Materyal Temini: Ozel egitim siniflarinin ihtiya¢ duydugu egitim materyallerinin temin edilmesi.

e Okul- Aile Isbirligini Arttirict Faaliyetler: Velilerle iletisimi giiclendirmek ve onlarin okul
faaliyetlerine katilimini artirmak icin diizenli veli toplantilar1 yapilmas:.

e Kaynagmay1 Arttirict Faaliyetler: Ogrenciler, 6gretmenler ve veliler arasindaki kaynasmay1
artirmak icin sosyal etkinliklerin diizenlenmesi, 6rnegin kermes, sergi, gezi ve kaynasma yemekleri
gibi.

Bu Oneriler, 6zel egitim siniflarinda gorev yapan 6gretmenlerin karsilastiklar: zorluklarin iistesinden
gelmelerine yardima olacak ve ozel egitim alanindaki egitim kalitesini artiracak onlemler olarak

degerlendirilebilir.

Tartisma, Sonug ve Oneriler
Bu boliimde aragtirmanin tartisma, sonug ve onerilerine yer verilmistir.
Tartisma

Bu boliimde arastirmadan elde edilen bulgular ele alinmis olup ilgili alan yazinla iligkilendirilerek

yorumlanmaya calisilmistir.

Bu arastirma sonucuna gore 6zel egitim siniflarina gegici gorevlendirilen sinif 6gretmenlerin ders
islenisiyle ilgili karsilastiklar1 sorunlar temasi ile ilgili olarak yasadiklari sorunlarin;
1- Ozel Egitime Dair Bilgi Yetersizligi,
2- Bilgilerin Ogrenci Diizeyine Indirgenememesi,
3- Miifredata Hikim Olmama,
4- Ozel Egitim Ogrencileriyle Iletisim Kuramama,
5- Ogretim Siireci Sorunlari,
6- Simif Kurallarini Olusturamama,

7- Krize Miidahale Edememe oldugu goriilmektedir.

Ozel egitim sinuflarinda gegici gérevlendirme yapan sinif gretmenlerinin kargilagtiklart sorunlarin,

0zel egitim alaninda egitim almamis olmalarindan ve vyeterli mesleki gelisim firsatlarina
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erisememelerinden kaynaklandig1 goriisii, literatiirdeki benzer calismalarla da desteklenmektedir.
Kutlu (2018), miizik 6gretmenlerinin 6zel egitim konusunda deneyim eksikligi ve egitim almadiklarini
belirtmistir. Ergiil ve Baydik (2013) ise, 6zel egitim sertifika programlarinin gelistirilmesinin 6nemini
ve bu alanda gorev yapacak Ogretmenlerin yogun hizmet i¢i egitim almasinin gerekliligini
vurgulamiglardir. Aydin (2017) da, 6zel egitim alaninda mezuniyeti olmayan 6gretmenlerin uygun yas
ve diizeydeki Ogrencilere egitim vermesinin 6nemini ve okul Oncesi egitimi ile smif 6gretmenligi

mezunlarinin bu alanda gorev almasimin uygunlugunu ifade etmistir.

Bu calismalarin sonuglari, 6zel egitim smiflarinda gegici gorevlendirme yapan sinif 6gretmenlerinin
karsilastiklar1 zorluklarin iistesinden gelmek igin 6zel egitim alaninda daha fazla egitim ve destek
saglanmasi gerektigini gostermektedir. Bu tiir egitimler, 6gretmenlerin 6zel gereksinimli 6grencilere

daha etkili bir sekilde yardimci olmalarini saglayabilir ve egitim kalitesini artirabilir.

Bu arastirma sonucuna gore ozel egitim siniflarina gegici gorevlendirilen siuf 6gretmenlerin ders
islenisiyle ilgili karsilastiklar1 sorunlar temasu ile ilgili olarak yasadiklar1 sorunlarin bir diger kisminin
ise;

1- Materyal Eksikligi,
2- Dersligin Fiziki Eksiklikleri oldugu goriilmektedir.

Ozel egitim siniflarinda gecici gorevlendirme yapan sinif 6gretmenlerinin karsilastiklari materyal ve
fiziki eksikliklerle ilgili sorunlar, bu siniflara yeterli kaynak ayrilmamasindan kaynaklaniyor olabilir.
Literatiirdeki ¢alismalar da bu bulgular1 destekler niteliktedir. Can (2015) ¢alismasinda, 6zel egitim
Ogretmenlerinin idareden daha fazla hizmet, materyal, ilgi ve duyarlilik beklediklerini ortaya
koymustur. Demir ve Kale (2019) ise, 0zel egitim siniflarindaki arag-gere¢ ve ortam eksikliklerini
vurgulamiglardir. Bettini ve digerleri (2015) de, idarecilerin 6zel egitim 6gretmenlerine yeterli destegi

saglamadiklarini belirtmislerdir.

Bu calismalar, 6zel egitim siniflarinin daha etkili bir sekilde islev gorebilmesi i¢in gerekli kaynaklarin
saglanmasi, Ogretmenlerin mesleki gelisimlerine destek verilmesi ve Ogretim materyallerinin
iyilestirilmesi gerektigini gostermektedir. Bu tiir iyilestirmeler, 6zel egitim Ogretmenlerinin
karsilastiklar1 zorluklar1 azaltabilir ve 0zel gereksinimli Ogrencilere sunulan egitimin kalitesini

artirabilir.

Bu arastirma sonucuna gore 6zel egitim siniflarina gegici gorevlendirilen sinif 6gretmenlerin 6grenci
ve aileleriyle ilgili karsilastiklar1 sorunlar temas ile ilgili olarak yasadiklar1 sorunlarin;
1- Giivensizlik,
2- ligisizlik,
3- Is Birliginden Kaginma oldugu gériilmektedir.

Ozel egitim siniflarinda gecici gorevlendirme yapan sinif 6gretmenlerinin 6grenci velileriyle
yasadiklari iletisim sorunlari, literatiirde de sikca karsilasilan bir durum olarak belirtilmistir. Binicioglu
(2016) ve diger arastirmacilar tarafindan yapilan ¢alismalar, ailelerin korumaci tutumlari, hatalarmi
kabul etmeme egilimleri ve zamansiz goriisme talepleri gibi faktorlerin 6gretmen-veli iletisiminde
sorunlara yol actifini ortaya koymustur. Erdogan ve Demirkasimoglu (2010) ailelerin 6gretmenlerin
belirledigi zaman dilimlerinden ziyade kendi uygun olduklar1 zamanlarda okul ziyaretleri yaptiklarin
belirtmiglerdir. Giiveng (2019) ve Giindiiz ve Akin (2015) calismalarinda, ailelerin &zel egitim
konusunda yeterli bilince sahip olmamalarinin iletisim ve is birligi sorunlarma neden oldugunu

vurgulamigslardir. Butler ve digerleri (2019) ise, 6gretmenler ve aileler arasindaki etkilesimde yasanan
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zorluklar1 ve iletisim eksikliklerini ele almiglardir. Kulak (2020) ve Uriiyen ve Unal (2021)
calismalarinda, ailelerin okula ve o6gretmenlere olan giivensizliklerinin ve parcalanmis ailelerin

karsilastig1 zorluklarin okul-aile is birligini olumsuz etkiledigini ifade etmislerdir.

Bu bulgular, 6zel egitim siniflarinda gorev yapan 6gretmenlerin, 6grenci velileriyle etkili bir iletisim
kurabilmeleri i¢in ek destek ve kaynaklara ihtiya¢ duyduklarini gostermektedir. Ayrica, 6zel egitim
konusunda ailelerin bilinglendirilmesi ve okul-aile is birliginin giiclendirilmesi, bu alandaki egitim

kalitesini artirmak i¢in 6nemli adimlar olarak degerlendirilebilir.

Ozel egitim siniflarinda gegici gorevlendirme yapan smif Ogretmenlerinin velilerin yiiksek
beklentileri nedeniyle karsilastiklar: zorluklar, 6gretmen ve aile arasindaki iletisim sorunlarina katkida
bulunuyor olabilir. Karasu ve Mutlu (2015) tarafindan yapilan ¢alisma, bu tiir iletisim sorunlarinin yani
sira ailelerin sorumluluk bilincinde olmamasi gibi konular: da ele almistir. Bu bulgular, 6zel egitim
smiflarinda gorev yapan 6gretmenlerin, velilerle etkili bir iletisim kurabilmeleri ve gercek¢i beklentiler
olusturabilmeleri icin desteklenmeleri gerektigini gostermektedir. Ailelerin 6zel egitim stiregleri
hakkinda daha fazla bilgilendirilmesi ve O0gretmenlerle is birligi icinde olmalar: tesvik edilmelidir.
Boylece, 6grencilerin egitimine yonelik ortak hedefler belirlenebilir ve bu hedeflere ulasmak icin gerekli

adimlar atilabilir.

Bu arastirma sonucuna gore 6zel egitim siniflarina gegici gorevlendirilen sinif 6gretmenlerin 6grenci
ve aileleriyle ilgili karsilastiklar1 sorunlar temasi ile ilgili olarak yasadiklar: diger sorunlar ise;
1- Ogrenci Seviyelerindeki Farklilik,
2- lletisim Kuramama,
3- Devamsizliin Fazla Olmasz,
4- Ogrenmeye Karst Isteksizlik,

5- Geri Déniit Alimamamas: oldugu goriilmektedir.

Ozel egitim simiflarinda gegici gorevlendirme yapan sif 6gretmenlerinin karsilastiklari sorunlar,
ogrencilerin bireysel 6zellikleri ve davranislarindan kaynaklaniyor olabilir. Doyle ve Illand (2004) gibi
calismalar, otistik ¢ocuklarin biligsel yeteneklerinin genis bir yelpazede oldugunu gostermistir. Kutlu
(2018) ise, miizik 6gretmenlerinin 6zel gereksinimli 6grencilerle ilgili alg1 sorunlari, derslere katilim
zorluklar1 ve konusma problemleri gibi konularda zorlandiklarini belirtmistir. Bilecik (2019)
calismasinda, Din Kiltiirii ve Ahlak Bilgisi 6gretmenlerinin otizmli dgrencilerle iletisim kurmakta

zorluk yasadiklarini ifade etmistir.

Bu calismalar, Ozel egitim Ogrencilerinin farkli ihtiyaglarina uygun pedagojik yaklasimlarin ve
desteklerin &nemini vurgulamaktadir. Ogretmenlerin bu 6grencilere daha iyi hizmet verebilmeleri icin
ozel egitim alaninda daha fazla egitim ve kaynaga ihtiyaglar1 oldugunu gostermektedir. Ayrica,
Ogretmenlerin pedagojik olarak kendilerini yeterli hissetmeleri ve dgrencilere bireysel olarak zaman

ayirabilmeleri i¢in desteklenmeleri gerekmektedir.

Bu aragtirma sonucuna gore 6zel egitim simiflarina gegici gorevlendirilen siif 6gretmenlerin diger
ogretmenler ile ilgili karsilastiklar1 sorunlar temas ile ilgili olarak yasadiklari sorunlarin;
1- Is birligi Yapmada Isteksizlik,
2
3- iletigim Eksikligi, Ogretimz'n Planlanmasinda Yagsanan Sorunlar,
4- Bireysel Farkliliklar
5- lletisim Kopuklugu,

Bilgi Paylasmada Isteksizlik,
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6- Ozel Egitimle Alakali Yeterli Bilgiye Sahip Olmama,
7- BEP Hazirlama Siireci,
8

9- Paylagma Konusunda Isteksizlik oldugu gériilmiistiir.

Yardimlasma Konusunda Isteksizlik,

Ozel egitim smflarinda gecici gorevlendirme yapan smuf dgretmenlerinin diger dgretmenlerle
yasadiklar1 sorunlar, 6gretmenler arasi iletisim ve is birligi eksikliginden kaynaklaniyor olabilir.
Literatiirdeki ¢alismalar, bu sorunlarin ¢dziimiinde 6gretmenler arasindaki koordinasyonun ve giiglii
ile zayif yonlerin dengeli bir sekilde gorev paylasimi yapilmasinin 6nemini vurgulamaktadir. Karasu
ve Mutlu (2015) tarafindan yapilan ¢alisma, bir sinifta iki 6gretmenin bulunmasinin hem avantajlarin
hem de dezavantajlarimi ele almis ve 6gretmen koordinasyonunun onemine deginmistir. Giirgiir ve
digerleri (2016) ¢alismasinda, 6zel egitim ve rehabilitasyon merkezlerinde ¢alisan 6gretmenlerin dis
paydaslarla is birligi yaparken karsilastiklar: sorunlari belirtmistir. El¢i (2019) ise, brans 6gretmenleri

ve Ozel egitim 6gretmenleri arasinda etkili is birligi i¢in iletisimin 6nemini vurgulamstur.

Bu bulgular, 6zel egitim siniflarinda gorev yapan ogretmenlerin, meslektaslariyla daha etkili bir
sekilde is birligi yapabilmeleri ve Ogrencilerin bireysel Ozelliklerine uygun egitim ortamlar
olusturabilmeleri igin desteklenmeleri gerektigini gostermektedir. Ogretmenlerin birbirlerinin giiglii ve
zayif yonlerini anlamalar1 ve bu bilgiyi gorev paylasiminda kullanmalari, 6zel egitim siniflarinin daha

verimli ¢alismasini saglayabilir.

Bu arastirma sonucuna gore 6zel egitim siniflarina gegici gorevlendirilen smif 6gretmenlerinin;
1- Hizmet igi Egitimler Diizenlenmesi,
2- Kilavuz Kitaplarm Hazirlanmas,
3- Materyal Temini,
4- Okul- Aile Isbirligini Arttirict Faaliyetler,

5- Kaynagmay: Arttirict Faaliyetleri diger g0riis ve dneri olarak sunmuslardir.

Literatiirdeki arastirmalar, 6zel egitim Ogretmenlerinin karsilastiklar1 zorluklar ve bu zorluklara
yonelik ¢6ziim Onerileri konusunda gesitli bulgular sunmaktadir. Karakus (2017) calismasinda, 6zel
egitim Ogretmenlerinin psikolojik dayamiklilik ve mesleki sosyal destek diizeylerinin artirilmasina
yonelik tedbirlerin alinabilecegini ve hizmet i¢i egitimlerle O&gretmenlerin gelisimlerinin
stirdiiriilebilecegini belirtmistir. Cantimer (2015) ise, 6zel egitim 6gretmenlerine yonelik motive edici
calismalarin 6nemini ve bu tiir etkinliklerin diizenlenmesinin gerekliligini vurgulamistir. Akinci (2016),
meslege yeni baslayan 6zel egitim 6gretmenlerinin daha az titkenmislik yasamalar1 i¢in mesleki uyum
egitimlerinin Onemine deginmistir. Adigiizel ve digerleri (2017) calismasinda, Ogretmenlerin

yasadiklar1 sorunlara ¢6ziim olarak aile egitimi ve rehberligin yapilmasimnin gerektigini ifade etmistir.

Bu bulgular, 0zel egitim Ogretmenlerinin mesleki gelisimlerini desteklemek, psikolojik
dayanikliliklarin1 artirmak ve mesleki tiikenmisliklerini azaltmak igin cesitli tedbirlerin alinmasi
gerektigini gostermektedir. Ayrica, aile egitimi ve rehberlik hizmetlerinin gii¢clendirilmesi, 6gretmen-

veli is birligini ve 6grencilerin egitim siireclerini iyilestirebilir.
Sonug

Bu calismada, gegici olarak 6zel egitim smiflarinda gorev yapan smif 6gretmenlerinin karsilastiklar

zorluklar ele alinmis ve su bulgulara varilmistir. Ogretmenlerin ifadelerine gore;
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1- Ozel egitim konusunda egitim almamig olmalarindan kaynaklanan, dzel egitim bilgisi eksikligi,
miifredat1 tam olarak kavrayamama, ogrencilerin diizeyine tam anlamiyla ulasamama, smiflarin

fiziksel imkanlarinin ve 6gretim materyallerinin yetersizligi gibi sorunlar yasadiklar: belirlenmistir.

2- Sinif yonetiminde, 6grencilerle etkili iletisim kurma giigliigii, sinf i¢i kurallar belirleyememe, kriz
anlarinda miidahalede bulunmakta zorlanma ve egitim siirecinde cesitli engellerle karsilasma

durumlari tespit edilmistir.

3- Ozel egitim 6grencilerinin ailelerinin 6gretmenlere yeterince giivenmemesi, ailelerin ¢ocuklarinin
durumuna kars: ilgisiz kalmasi, 6grenci ve 6gretmenden beklentilerinin yiiksek olmasi, 6gretmenlerle

is birligi yapmaktan ¢ekinmeleri gibi sorunlarla yiiz ytiize geldikleri goriilmiistiir.

4- Ozel egitim 6grencileriyle iletisimde zorluk, 6grencilerin farkli seviyelerde olmasi, yiiksek oranda
devamsizlik, 6grencilerin 6grenmeye olan ilgisizligi ve gerekli geribildirimleri alamama gibi sorunlar

ortaya ¢ikmuistir.

5- Ayni sinifta gorev yapan Ozel egitim Ogretmenleriyle is birligi yapmada isteksizlik, bilgi
paylasiminda ¢ekingenlik, iletisimde eksiklikler, ders planlamasinda yasanan zorluklar ve bireysel

farkliliklardan kaynaklanan sorunlarla kars: karstya kaldiklar: anlasilmistir.

6- Diger brans Ogretmenleriyle iletisim sorunlari, 6zel egitim konusunda yeterli bilgi eksikligi,
Bireysellestirilmis Egitim Plami1 (BEP) hazirlama siirecindeki zorluklar, yardimlasma ve paylasim

konusunda isteksizlik gibi sorunlar yasandig1 belirtilmistir.

7- Mesleki gelisimlerini destekleyecek hizmet ici egitimlerin diizenlenmesi, ders anlatimina
rehberlik edecek kaynaklarin saglanmasi, 6zel egitim siniflarinin ve ders materyallerinin iyilegtirilmesi,
velilerin egitim siirecine dahil edilmesini kolaylastiracak okul-aile is birligini giiclendirici etkinliklerin
¢ogaltilmasi, 6gretmenler aras1 dayanismayi artiracak faaliyetlerin gelistirilmesi gibi oneriler getirildigi

sonucuna varilmisgtir.
Oneriler

Bu arastirmadan elde edilen bulgular neticesinde uygulamaya ve ileride yapilacak ¢alismalara yonelik

asagidaki oneriler bulunulabilir.
Uygulamaya Yonelik Oneriler

1.1l veya ilge milli egitim miidiirliikleri tarafindan 6zel egitim siiflarinda gorev alacak gretmenlere
mesleki bilgi birikimlerini arttiracak alana 06zgii hizmet igi egitim faaliyetlerinin diizenlenmesi

Onerilebilir.

2. Milli Egitim Miidiirliikleri tarafindan 6zel egitim farkindaligini arttirmak igin yonetici, 6gretmen,
veli ve egitimin diger paydaslarma yonelik seminer, konferans, sempozyum gibi faaliyetler

diizenlenmesi ve bu faaliyetlere katilimin arttirilmasina yonelik ¢alismalar 6nerilebilir.

3. Milli Egitim Bakanlig: tarafindan 6zel egitim alanindaki ders kitaplarinin yaninda 6gretmenler

i¢cin uygulama kilavuzlar: yayimlanmasi onerilebilir.

4. Materyal ihtiyaglarinin giderilmesi i¢in okul idarecilerinin ve bagli bulunduklart milli egitim

miidiirliiklerinin kaynak olusturma ¢alismalarinin arttirilmasi onerilebilir.

5. Ozel egitim velilerinin okula ve 6grencilere ilgisini arttirmak amaciyla kermes, sergi, gezi vb. okul-

aile is birligi faaliyetlerinin arttirilmasi onerilebilir.
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6. Ozel egitim siniflarinda birlikte gorev yapan 6gretmenlerin iletisim becerilerini gelistirmek igin
kurum i¢i kaynasmay1 arttirici okul dis1 gezileri, kahvalti, yemek organizasyonu gibi faaliyetlerin

diizenlenmesi onerilebilir.
ileride Yapilacak Calismalara Yonelik Oneriler

1. Bu arastirma Konya [li Meram llgesinde &zel egitim siniflarina gegici gorevlendirilen smif
O0gretmenleri ile smmirhidir. Arastirma genellenebilirligini arttirmak igin farkh il ve ilgeleri kapsayan

calismalar yapilabilir. Yapilan ¢alismalarin bulgular: bu ¢alismanin bulgulariyla karsilastirilabilir.

2. Bu arastirma Ozel egitim siniflarma gecici gorevlendirilen smif 6gretmenlerinin gortisleriyle
stnurhdir. Ozel egitim smifina gorevlendirilen diger brang 6gretmenlerinin, biinyesinde 6zel egitim
smift agilmis okullarin idarecilerinin, 6zel egitim velilerinin ve egitimin diger paydaslarinin

goriislerinin alinmasina yonelik ¢alismalar yapilabilir.

3. Bu arastirma smirh sayida katilimciyla gerceklestirilen nitel bir ¢alismadir. Katilimer sayismi

arttirarak daha kapsamli nicel bir ¢calisma yapilabilir.

4. Bu arastirma biinyesinde 6zel egitim sinifi bulunan ilkokul ve ortaokullarda gegici gorevlendirilen
sinif dgretmenleri ile simurhdir. Ozel egitim alaminda farkhi tiir ve kademede cesitli okullar

bulunmaktadir. Bu tarz okullarda bu ¢alismaya benzer ¢alismalar yapilabilir.

Catisma Beyani ve Etik Bildirim
Arastirmacilarin arastirma ile ilgili diger kisi ve kurumlarla yasanabilecek herhangi bir ¢ikar catismas:
bulunmamaktadir.
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Introduction

Education is regarded as one of the fundamental pillars of human existence. Education, which enables
individuals to determine their social position and gain the requisite knowledge and skills, facilitates the
formation of their personalities. There is a plethora of definitions in the literature on education,
reflecting the lack of a clear definition of education. If a generally accepted definition of education is to
be made, it can be said that "education is the process of realizing the desired changes in the behaviour
of the individual through life experience and consciously” (Ertiirk, 1972). Due to their individual
differences, individuals involved in the educational process differ in all other characteristics, including
their speed of learning. Although many individuals complete the learning process without any
hindrance, some require specific and intensive support in the learning process. It is therefore imperative
that individuals who are separated from their peers and require an intensive training programme
receive educational services that are tailored to their needs, taking into account their personal
differences (MEB, 2018 a). In this context, it is crucial to provide special education services for such

individuals.

In accordance with Decree Law No. 573, promulgated in 1997, special education services are defined
as educational services that are designed to meet the specific educational needs of individuals who
require such services, with the assistance of specially trained personnel, special education curricula and
appropriate places (MEB, 1997). The purpose of special education in the Regulation on Special
Education Services is to achieve the general objectives and basic principles of the Turkish National
Education System. It aims to utilise the educational needs, capacities, interests and abilities of
individuals with special education needs in order to integrate them into high-level education,
professional life and social life. The aforementioned regulation also outlines the various special
education practices that are currently in use in Turkey. These include inclusive education, home
education, hospital education, special education classes, and special education schools and institutions
(MEB, 2018a). The placement of students with special needs in educational institutions is determined
by the least restrictive environment to the most restrictive environment. This is applied in the forms of
full-time inclusion in general education classes, inclusion with a support education room, part-time
inclusion in special education classes, full-time special education class, day special education school and
boarding special education school (Demir and Kale, 2019). Students with special educational needs are
placed in these classes in accordance with the diagnoses provided by the Guidance and Research
Centres, which are based on the students' disabilities. The objective of this placement is to ensure that
the student is included in the least restrictive environment, receives education with his peers and can
benefit from the opportunities on an equal level. In our country, students with normal development
may receive full-time education in the same classroom as their peers with disabilities, while students
with more serious disabilities receive education in special classes with their peers with similar needs. In
the inclusion/integration method, students with special needs continue their education in the same
classroom with their peers within the framework of individual education plans, which are specifically
designed for them based on the evaluation reports they receive from the Guidance and Research

Centres.

In a study conducted to examine the cooperation studies between special education and branch
teachers in the execution of branch courses in special education schools and classrooms, it was found
that special education and branch teachers thought that there was cooperation between them in the

execution of branch courses, however, teachers' perceptions of cooperation differed, cooperation studies
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between teachers such as role sharing, accountability, sustainability It was observed that it does not

fully meet its principles. (The Messenger, 2019)

Teachers who have graduated in the field of education for the mentally retarded, the hearing
impaired or the visually impaired, as well as teachers who have transferred from general education to
special education, are appointed to special education classrooms on a permanent basis. The "Regulation
on the Standard Staff of Administrators and Teachers of Educational Institutions" published by the
Ministry of National Education (MEB) provides information on the number of teachers to be appointed
to special education classes. It states that in all levels and types of education, except kindergartens and
nursery schools, two teachers are to be appointed for each class or branch opened for students with
moderate and severe mental retardation and autism spectrum disorders, and two teachers are to be
appointed for each class or branch for students with mild mental retardation at primary and secondary
school levels (MEB, 2014). As highlighted in Yilmaz's (2018) study, despite the expansion of special
education services in both the public and private sectors in Turkey and the opening of special education
departments in many universities, the normative staffing needs for people with disabilities are not
adequately met. The Provincial and District Directorates of National Education are trying to meet this
standard staffing need by temporarily assigning classroom teachers who have become surplus to

standard for various reasons and have been assigned to the warehouse to special education classes.
Subject of the study

According to Article 26 of the Regulation on Special Education Services, special education classes may
be opened in both public and private schools with the approval of the Governor, on the
recommendation of the relevant provincial or district special education services board, for students with
special education needs who, based on the report of the Special Education Evaluation Board, are
deemed appropriate to be educated in separate classes. Information on these classes is recorded in the
data entry system used by the Ministry. In the special education classes specified in the Regulation, a
combined class application is made for students with the same type of disability, and class sizes are
limited to a maximum of ten students for students with intellectual disabilities and a maximum of four
students for students with autism spectrum disorder. In addition to special education teachers, religious
culture and moral knowledge may be taught at primary school level, and religious culture and moral
knowledge, visual arts, music, physical education and vocational courses may be taught at secondary
school level (MEB, 2018 a). Considering the number of students in special education classes and the
special needs of these students, it is understood that these classes are more challenging than regular
education classes. With the change in the education system in Turkey in 2012, which reduced the
duration of primary education from five to four years, many classroom teachers became redundant and
had to be transferred to other schools or areas. In order to meet the needs of special education and to
solve the problem of overqualified classroom teachers, overqualified teachers have been given the right
to transfer to special education. However, as stated by Ogiilmus (2014), the practice of assigning
classroom teachers to special education classes on a temporary basis continues because it is not possible

to provide a sufficient number of permanent special education teachers.

Researchers have found that there are special education sub-branches in basic education schools;
they work as administrators in mild autism branches at primary school level, mild mental retardation
branches at secondary school level, and mild autism classes. Every school year there is a shortage of
staff in these special education departments, and these gaps are tried to be filled by classroom teachers

who, for various reasons, are considered to be above the norm. The inexperience and lack of knowledge

OJCES, 2024, 2(3), 30-67



52 S. Uzun, S. Ar, R. Yi1ldiz ve Z. Turhan

of classroom teachers who are not specialised in the field of special education and who are assigned to
special education classes for the first time, create problems that prevent the education and training
processes from being successful. In addition, the researchers heard many comments about the

challenges faced by classroom teachers who are temporarily assigned to special education classrooms.

During the literature review, the researchers could not find any direct research on the difficulties
faced by classroom teachers who were temporarily assigned to special education classes, and they
decided to conduct this study because they wanted to understand the problems experienced by these

teachers from their own perspective.

Research question
The research question was formulated as "What are the views of classroom teachers who are temporarily

assigned to special education classes about the problems they face?

Sub-questions

1. What are the problems they encounter during the course in the special education class in which
they work as an assignment?

2. What problems do they have with the special needs teachers in the special needs class where they
are working as a supply teacher?

3. What problems do they encounter with special needs pupils in the special needs class where they
work as a volunteer?

4. What problems do the parents of special needs pupils face in the special needs class they are
assigned to?

5. What are their other opinions and suggestions regarding the problems they encounter in the

special education class they work in as a substitute?
Aim of the research

The aim of this study is to investigate the opinions of classroom teachers who work as temporary
assignments in special education classes opened in primary and secondary schools in Meram district,
Konya province, regarding the problems they encounter during their working period. The experiences
and opinions of teachers working in special education classes can be an important source for studies in
this field. The results of the study can be useful in terms of understanding the difficulties that special

education teachers face and finding solutions to these problems.
Importance of research

Recently, special education has gained increasing interest and importance. The number of academic
studies in this field is also increasing. The allocation of a special section for special education by the
Ministry of National Education (MEB) in its vision document 2023 and the investments made following
the publication of this document indicate that this increasing interest in special education will continue
(MEB, 2018 b). As a result of this trend, it is expected that the number of primary and secondary schools
in which special education subclasses will be opened, as well as the number of independent special
education schools, will increase. As it will take some time for permanent special education teachers to
be appointed, it is envisaged that surplus classroom teachers will continue to be seconded to these
classes. Although there are studies in the existing literature on the problems of special education and
special education classes, there is no direct research on the problems faced by classroom teachers

working on secondment. Therefore, there was a need to conduct a study on this topic. The results of the
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research will be able to contribute to the improvement of the quality of education by identifying and
examining the problems encountered, developing strategies for solving the problems and eliminating

the concerns of classroom teachers assigned to special education classes.

Methodology

This section includes the research design, the research participants, the data collection instrument, the

data analysis and the validity and reliability of the research.
Research design

This study is qualitative research that aims to explore in depth the views of classroom teachers working
temporarily in special education classes opened at primary and secondary school levels in the 2022-2023
academic year, on the difficulties they face. Qualitative research requires the researcher to be intensely
involved in the environment under study, to observe every object, action and situation in detail, and to
present the findings with descriptive interpretations (Yildirim and Simsek, 2016). This type of research
aims to uncover the underlying causes of human behaviour and is usually conducted with a limited
number of participants due to its time-consuming nature (Giirbiiz and $ahin, 2018). In this study, a
phenomenological approach was adopted, which aims to understand the nature of individuals'
experiences and the basis of the problems they face. This approach is considered as an appropriate
methodology to determine the participants' perceptions and views on their experiences (S6nmez and
Alacapinar, 2019).

Working Group / Universe and Sample / Object of Study

This study examines classroom teachers who are temporarily assigned to special education classes in
the centre of Konya province. Due to time and cost constraints, 10 classroom teachers working in special
education classes in the Meram district of Konya Province were selected as the study group. In order to
protect the confidentiality of the participants, they were coded as P1, P2, P3, P4, P5, P6, P7, P8, P9 and
P10. The demographic information of the teachers constituting the study group of the research and their

tenure in special education classes are detailed in Table 1.

Table 1. Participants’ demographic information on gender, age, graduation department, seniority, education level

and working time in special education classrooms.

Part. Gender Age Graduation  Seniority Education Workn.lg time in special
Level education classrooms
P1 Women 33 Classroom T. 12 Years License 4 Years
P2 Women 34 Classroom T. 13 Years License 3 Years
P3 Women 52 Weaving T. 27 Years  License 9 Years
P4 Women 50 Classroom T. 25 Years License 6 Years
P5 Men 34 Classroom T. 12 Years License 2 Years
P6 Women 33 Classroom T. 14 Years License 1 Years
pP7 Man 40 Classroom T. 17 Years License 5 Years
P8 Women 51 g%;cultural 26 Years  License 4 Years
P9 Women 31 Classroom T. 9 Years License 2 Years
P10 Women 29 Classroom T. 8 Years License 3 Years

It was found that 80% of the study group were female and 20% were male; the mean age was 38.70

years; 80% of the participants had a degree in classroom teaching; the mean number of years in the
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profession was 16.3 years; 100% had a bachelor's degree and the mean number of years working in

special education was 3.9 years.
Data Collection Tools

In the study, the data collection process was carried out using the interview technique, which aims
to exchange information and is usually a purposeful communication between two people. In this
process, a semi-structured interview form was used, which is one of the most widely preferred
interview methods (Yildirim and Simsek, 2016). In each interview, the questions prepared by the

researcher were asked with the approval of the experts.

The data collection form consists of two main parts:

1. Demographic Information: Questions containing demographic information such as gender,
age, graduation program, professional seniority, educational status, and working time in the
field of special education.

2. Open-Ended Questions: There are 5 open-ended questions about the problems encountered in
special education classes, which is the focus of the research. These questions were asked to the
participants without changing their order, the participants were allowed to express their
answers freely without any length limitation, and additional explanations were made by the

researcher when necessary.

This approach is important for a detailed understanding of participants' experiences and perceptions

and is in line with the qualitative nature of the research.
Data Collection

The first stage of this research was to plan the implementation. Then a literature review on the topic
was carried out and as a result of this review the introduction, related studies and methodology sections
of the research were written. The questions of the semi-structured interview form to be used for data
collection were prepared and the suitability of these questions was approved by taking the opinion of
the consultant teacher. Volunteers were then selected to participate in the study, the participants were
informed about the study by the headteachers of the schools where they worked, their consent was
obtained and the times when the participants were available for the interview were arranged.
Interviews were conducted with the participants on the agreed dates and these interviews were
recorded. The recordings were transferred into Word without any changes. Themes, sub-themes and
codings were created according to the opinions of the participants and the data were analysed in figures
and tables using the MAXQDA program. The findings were discussed and the conclusion section was

written, making suggestions for current practice and future research.

Analysis of Data

In the data analysis phase of the research, the data collected through a semi-structured interview form
were examined using the content analysis method. The purpose of content analysis is to explain the
obtained data in a conceptual and relational context and to provide a deeper understanding (Yildirim
and Simsek, 2016). In this process, we collected the opinions of classroom teachers who were
temporarily assigned to special education classes about the problems they faced, and these interviews
were recorded. The audio recordings were transcribed without any changes and transferred to the
MAXQDA 2022 program. As a result of the analyses performed by the program, themes such as

"Problems encountered in teaching the course”, "Problems encountered with students and their

OJCES, 2024, 2(3), 30-67



Problems encountered in special education classrooms 55

families", "Problems encountered with other teachers" and "Other opinions and suggestions" were

determined based on the opinions of the participants.
Validity and Reliability of the Research

The methods and techniques applied to increase the validity and reliability in the data collection and

analysis stages of the research are as follows:

¢ Expert Opinion: The questions to be used in the semi-structured interview form were shown to two
people who are experts in their fields and their opinions were taken.

¢ Interview Duration: Interviews were kept long without any restrictions in order to increase the
amount and quality of data.

e Coding Process: A person other than the researcher participated in the coding process, and both
encoders worked on the same code booklet.

¢ Code Comparison: Individually coded data was compared to resolve inconsistencies and reach
consensus on common themes.

¢ Reliability Formula: The reliability formula proposed by Miles and Huberman (1994) was used to

calculate the internal consistency between coders and the reliability of the research:
Reliability = Consensus / (Consensus + Disagreement)

As a result of this calculation, the reliability of the study was found to be 93%. A reliability rate of
over 70% indicates that the research is reliable (Miles M.B. & Huberman A.M., 1994). This result
confirms that the research is reliable. In addition, the entire analysis process was controlled by another

researcher who was not involved in the study.

Findings

In this section, the findings obtained as a result of the analysis of the research data will be simplified

and presented at a basic level.

Problems Encountered Related to Lesson Teaching

In this section, in line with the answers given to the research questions, the sub-themes and code

frequencies of the theme of Problems Encountered Related to Lesson Teaching are presented in Table 2.

Table 2. Frequencies and percentages of the theme of problems encountered related to lesson teaching according

to codes.

Problems Encountered with Course Teaching F Percent

Under Course Teaching 32 58,18

Themes Classroom Management 23 41,82
TOTAL 55 100,00
Course Teaching F Percent
Lack of Information on Special Education 7 21,88
Lack of Material 8 25,00

Codes Physical Deficiencies of the Classroom 6 18,75
Inability to Reduce Information to Student Level 4 12,50
Lack of Knowledge of the Curriculum 7 21,88
TOTAL 32 100,00
Classroom Management F Percent
Inability to Communicate with Special Education 6 26,09

Students
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Teaching Process Issues 5 21,74

Inability to Create Class Rules 5 21,74
Codes Inability to Intervene in the Crisis 7 30,43

TOTAL 23 100,00

Looking at Table 2, what problems do you encounter during the course in the special education

class where you work as an assignment? Question;

P2: "Well, I struggled a lot in the first years because I had always worked as a classroom teacher until
2019 and I did not have a degree in special education. Because I did not have a degree in this field, I did
not know what special education is, who is called a special education student, what are the lessons in
special education, how they are taught, how to approach students, how to teach new things. I'm still a

student and I don't know what to do when students are in crisis".

P3: "As I am not a graduate in this field, my limited knowledge of special education is one of the
most difficult areas during the lessons, that is, very little other than what I can learn by applying it in
the classroom. Having been a classroom teacher for many years, I could easily adapt my lessons,
performance, manner of expression, tone of voice, eye contact, everything to the level of the students in
the general classroom. But here in special education, I find it very difficult to get down to the level of
my students. When I teach my lesson or do an application, well, I have to make eye contact and be direct

at that moment, but it is very difficult for me to achieve that with the student...".

P9: "Another problem is that there are no materials and equipment for proper special education in
the classrooms, and the materials I can use for teaching are very, very few, almost non-existent. Since
the classes have been changed from general classes to special subclasses, we cannot find any facilities I
want in terms of material and equipment. In other words, it would be very nice if there was an activity
table for the students and we could do our work, our individual activity time with the students". He has

given his answers.

According to the findings of the research, the problems faced by classroom teachers working with
temporary assignments in special education classes were examined in two main sub-themes: "Course

Teaching" and "Classroom Management".

In the sub-theme of 'Course Teaching', the problems that teachers face in the course of teaching are

as follows

- Lack of knowledge about special education: Lack of knowledge due to lack of training in special

education.
- Lack of materials: Inadequacy or lack of teaching materials.
- Physical deficiencies of the classroom: Classrooms are not equipped for special educational needs.

- Inability to reduce information to the level of the pupils: Teachers' difficulties in preparing course

content appropriate to the level of the students.
- Lack of mastery of the curriculum: Inadequate mastery of the special education curriculum.
Under the sub-theme of classroom management, the following problems were identified

- Inability to communicate with special needs students: Difficulty in communicating effectively with
students.

- Teaching Process Problems: Difficulties encountered in education and training processes.
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- Inability to Create Classroom Rules: Problems in determining and implementing classroom rules.
- Inability to Intervene in Crisis: Students' inability to intervene effectively in times of crisis.

These findings show that classroom teachers who temporarily work in special education classrooms
face a number of challenges due to their lack of adequate training in special education. These challenges
range from teaching to classroom management and indicate that teachers need more support and

resources in this area.
Problems Encountered with Students and Their Families

In this section, in line with the answers given to the research questions, the sub-themes and code

frequencies of the theme of Problems Encountered with Students and Their Families are presented in
Table 3.

Table 3. Frequencies and percentages of the theme of problems encountered with students and their families

according to codes.

Problems Encountered with Students and Their Families F Percentage
Problems With Families 24 47,06
Under .
Themes Problems With Students 27 52,94
TOTAL 51 100,00
Problems With Families F Percentage
Insecurity 6 25,00
Indifference 8 33,33
Codes Keeping Expectations High 3 12,50
Avoiding Cooperation 7 29,17
TOTAL 24 100,00
Problems With Students F Percentage
Difference In Student Levels 8 29,63
Failure To Communicate 7 25,93
High Absenteeism 4 14,81
Codes Reluctance to Learn 3 11,11
Receiving Feedback 5 18,52
TOTAL 27 100,00

When Table 3 is examined, the question "What are the problems you encounter with special

education students and their families in the special education class you work as an assignment?" is;

P1: "Well, of course, special needs pupils are very, very different from pupils in mainstream classes...
Completely different worlds that need more attention, need more one-to-one attention and can clearly
show that they love and are loved. I love working with them, but of course it is very difficult to give
new acquisitions. First of all, absenteeism is a big problem. Sometimes the student does not come to
school for a week, even if he does, some days I go to the rehabilitation centre and he either stops coming
to school or does not come to school for half a day. Unfortunately, the families are not sensitive to this
issue at all, and although we and the school administration insist that they should arrange private

facilities outside school hours, they do not care much".

P4: "One of the biggest problems I have with students is that they are very reluctant to learn new
things, to do different activities, and I find it very difficult to involve them in lessons. I'll spend almost

3 and 5 minutes trying to say come on, come on. Then it is very difficult for me to get feedback after the
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event or after a topic I have just taught. Sometimes knowingly, sometimes unknowingly, the student
shuts down. I can't convince them of what I'm saying, sometimes students can be like that".

P10: "Let me tell you about an incident I experienced. I had a student in a light mental class, he was a
very intelligent, very well-behaved student whom I liked very much. Normally we didn't have any
problems with the toilet, but one day my student, excuse me, I think he couldn't hold it, or he was
immersed in the game and slipped underneath. Maybe... There is no problem, you have to change
immediately, but the parent did not put it in the bag... For emergencies, which always happen, there are
things in your wardrobe for such situations, and we have sent them to your home so that they can be
cleaned and washed... So the child has nothing to change into. I called her mother immediately, she
doesn't answer the phone, I called her 3 times, 5 times and I couldn't reach her. I called the father and
he didn't answer. Anyway, 2 hours later his mother called and said, "Sir, I was sleeping, you called me,
I was not on the phone with you. He said no. I explained the situation, what the need was, that she
needed to come to school urgently, and then look, the lady told me this... I still find it hard to believe...
My teacher said that 2 hours have passed, it's already dry, I'll take care of it when I get home, don't
worry. I was shocked. I think this is probably the most striking example of total indifference to the child,

to the pupil”. He has given his answers.

The study examined the problems faced by classroom teachers who are temporarily assigned to
special education classes in relation to pupils and their families under two main sub-themes: "Problems

with families" and "Problems with pupils".

In the sub-theme 'Problems with Families', the problems experienced by teachers with families are
as follows

- Insecurity: Parents do not trust the level of expertise of special education teachers.

- Apathy: Parents' lack of interest in their children's education.

- High expectations: Parents have unrealistic expectations of student progress and success.

- Avoidance of co-operation: Parents avoid collaborating with teachers or are not sufficiently
involved.

In the sub-theme "Problems with Pupils”, the problems that teachers experience with pupils are as

follows

- Different levels of pupils: The individual educational needs and levels of the students in the class
are different.

- Inability to communicate: The inability to communicate effectively with students.

- High absenteeism: Students have a high rate of absenteeism.

- Reluctance to learn: Students' reluctance to learn new information.

- Lack of feedback: Insufficient or no feedback from students.

These findings suggest that classroom teachers who temporarily work in special education
classrooms face a number of challenges related to both students and families. These challenges indicate
that teachers need more support and resources in the area of special education and that educational

policies and practices in this area need to be improved.

Problems with Other Teachers
In line with the answers given to the research questions in this section, the sub-theme of the Problems
Encountered with Other Teachers theme and the code frequencies are presented in Table 4.
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Table 4. Frequencies and percentages of the theme of problems encountered with other teachers according to codes.

Problems with Other Teachers F Percent
Under Problems with teachers with whom they share the same class 23 46,00
Themes Problems with Other Branch Teachers 27 54,00
TOTAL 50 100,00
Problems with teachers with whom they share the same class F Percent
Reluctance to Collaborate 3 13,04
Reluctance to Share Information 2 8,70
Codes Lack of Communication 6 26,09
Problems in Planning Teaching 4 17,39
Individual Differences 8 34,78
TOTAL 23 100,00
Problems with Other Branch Teachers F Percent
Lack of Communication 7 25,93
Not having enough information about special education 4 14,81
IEP Preparation Process 6 22,22
Codes
Reluctance to Help 3 11,11
Reluctance to Share 7 25,93
TOTAL 27 100,00

When Table 4 is examined, what are the problems you encounter with special education students

and their families in the special education class where you work as an assignment?"

K2: "Well, I've had a lot of problems preparing pupils for activities. My other friend would definitely
not want to do anything together, he would not cooperate, he would pass me off saying that I know this
job better than you and it will be like this. So are we teachers in the same class together? To be honest, I

don't understand if we are groups that have become rivals".

K10: "For example, in another autism subclass I work with, the methods of the friend we work with
are very different, the classroom management is very different, so we are all human, how can I say it...
What we eat is different, what we drink is different, and I had a lot of trouble sharing information with

this friend. Then I went to the headmaster, explained the situation and moved to another class".

According to the research findings, the problems faced by classroom teachers who are temporarily
placed with other teachers in special education classes fall into two main sub-themes: "Problems with

teachers with whom they share the same class" and "Problems with other subject teachers".

Under Problems with teachers with whom they share the same class', it is stated that teachers
experience problems such as reluctance to cooperate and share information, lack of communication,

problems with lesson planning and individual differences.

Under "Problems with other classroom teachers”, problems such as lack of communication, not
having enough information about special education, the process of writing an Individualised Education

Plan (IEP), and reluctance to help and share came to the fore.

These results show that classroom teachers working in special education classes have difficulties in
cooperation and communication both with special education teachers with whom they share the same
classroom and with teachers from other branches. This situation shows that coordination and
cooperation between teachers should be strengthened and that all teachers should be better informed

and supported about special education.
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Other Comments and Suggestions

In this section, in line with the answers given to the research questions, the sub-themes and code

frequencies of the Other Opinions and Suggestions theme are presented in Table 5.

Table 5. Frequencies and percentages of Other Opinions and Suggestions theme according to codes

Other Opinions and Suggestions f Percent
Organizing In-Service Trainings 5 17,24
Preparation of Guide Books 3 10,34
Material Supply 8 27,59
Activities to Increase School-Family Cooperation 6 20,69
Codes Activities to Increase Cohesion 7 24,14
TOTAL 29 100,00

When Table 5 is examined, what are your other opinions and suggestions regarding the problems

you encountered in the special education class you worked as an assignment? Question;

K8: "Well, sir, apart from that, there is for example the problem that the buses bringing the special
needs pupils come and go late. In the mornings they often bring the pupils in the middle of the first
lesson. It arrives 20 to 25 minutes late at the school's dismissal time with the excuse that the car has
broken down. Keeping the students waiting for so long is also a big problem. You know how
uncomfortable special pupils are when their routine is disrupted. Then, from time to time, we have
problems with the support staff who help these students with their cleaning, feeding and toileting
needs. When we tell them to look after the students, they sometimes react as if I am doing my own work
and not theirs. Once they have learnt our rules and order, there are not many problems as long as the
normal routine is maintained. If there is an employee who does not work or causes problems, the

company and our school administration meet and take the necessary measures".

K9: "My solution is as you say. For example, if we are initially assigned to a special subclass, training
can be organised for the first week before we start work. A solution to the first of our problems can be
found by explaining the general issues of special education in detail. There are experts in special
education, there are friends in charge of RAM, or there are many colleagues in charge of the district or
provincial directorate of national education, they can organise this very easily. They can explain in detail
what a special needs pupil is, how to teach them, how to approach them, what can be given, what can

be expected”. He has given his answers.

According to the results of the research, other opinions and suggestions of classroom teachers who
are temporarily assigned to special education classes can be listed as follows:
- Organise in-service training: Organising regular in-service training to improve teachers' knowledge
and skills in special education.
- Preparation of guidebooks: Preparation of guidebooks to guide teachers and assist them in teaching
special education.
- Supply of materials: Providing educational materials needed by special education classes.
- Activities to increase school-family cooperation: Regular parent meetings are held to strengthen
communication with parents and increase their participation in school activities.
- Activities to increase inclusion: Organising social activities to increase cohesion between students,

teachers and parents, such as bazaars, exhibitions, field trips and bonding dinners.
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These suggestions can be considered as measures to help teachers working in special education

classrooms to overcome the difficulties they face and to improve the quality of special education.

Discussion, conclusion and recommendations
This section contains the discussion, findings and recommendations of the research.
Argumentation

This section discusses the findings of the research and attempts to interpret them by relating them to

the relevant literature.

According to the results of this research, the problems experienced by classroom teachers who are
temporarily assigned to special education classes in relation to the problems they encounter in teaching
the lesson are;

1- Lack of knowledge about special education,

2- Inability to reduce information to the level of the students,
3- Not mastering the curriculum,

4- Inability to communicate with special education students,
5- Problems in teaching process,

6- Inability to establish classroom rules,

7- Inability to intervene in the crisis.

The view that the problems faced by classroom teachers who are temporarily assigned to special
education classes are due to their lack of training in the field of special education and lack of access to
adequate professional development opportunities is also supported by similar studies in the literature.
Kutlu (2018) stated that music teachers lack experience and training in special education. On the other
hand, Ergiil and Baydik (2013) emphasised the importance of developing certificate programmes in
special education and the need for intensive in-service training for teachers working in this field. Aydin
(2017) also stated the importance of teachers who do not have a degree in the field of special education
to provide education to students of the appropriate age and level, and the appropriateness of graduates

of preschool education and classroom teaching to work in this field.

The results of these studies show that more training and support should be provided in the field of
special education in order to overcome the difficulties faced by classroom teachers who are seconded to
special education classes. This type of training can enable teachers to help pupils with special needs

more effectively and improve the quality of education.

According to the results of this research, another part of the problems encountered by classroom
teachers who are temporarily assigned to special education classes are related to the problems they
encounter in teaching;

1- Lack of materials,

2- The physical deficiencies of the classroom.

The problems related to material and physical deficiencies faced by classroom teachers who are
temporarily assigned to special education classes may be due to the lack of sufficient resources allocated
to these classes. Studies in the literature also support these findings. In his study, Can (2015) found that
special education teachers expect more services, materials, interest and sensitivity from the

administration. Demir and Kale (2019), on the other hand, highlighted the lack of tools and environment
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in special education classrooms. Bettini et al. (2015) also stated that the administration did not provide

adequate support to special education teachers.

These studies show that in order to make special education classes function more effectively, it is
necessary to provide the necessary resources, support teachers' professional development and improve
teaching materials. Such improvements can reduce the challenges faced by special education teachers

and improve the quality of education provided to pupils with special needs.

According to the results of this research, the problems experienced by classroom teachers who are
temporarily assigned to special education classes in relation to the problems they face with their
students and their families are as follows;

1- Uncertainty,
2- Apathy,

3- Avoidance of cooperation.

Communication problems experienced by classroom teachers temporarily assigned to special
education classes with the parents of pupils are also frequently mentioned in the literature. Studies
conducted by Binicioglu (2016) and other researchers have shown that factors such as families'
protective attitudes, their tendency not to accept their mistakes, and untimely requests for meetings
lead to problems in communication between teachers and parents. Erdogan and Demirkasimoglu (2010)
found that families visit schools at their own convenient times rather than at times set by teachers. In
their studies, Giiveng (2019) and Giindiiz and Akin (2015) emphasised that families' lack of awareness
about special education causes communication and cooperation problems. Butler et al. (2019), on the
other hand, addressed the difficulties in interaction between teachers and families and the lack of
communication. In their study, Kulak (2020) and Uriiyen and Unal (2021) found that families' mistrust
of schools and teachers and the difficulties faced by dysfunctional families negatively affect school-

family cooperation.

These findings suggest that teachers working in special education classrooms need additional
support and resources to communicate effectively with students' parents. In addition, raising families'
awareness of special education and strengthening school-family cooperation can be seen as important

steps towards improving the quality of education in this area.

The difficulties faced by classroom teachers seconded to special education classrooms due to the
high expectations of parents may contribute to communication problems between the teacher and the
family. The study conducted by Karasu and Mutlu (2015) addressed such communication problems, as
well as issues such as families' lack of sense of responsibility. These findings show that teachers working
in special education classrooms should be supported to communicate effectively with parents and set
realistic expectations. Families should be encouraged to be more informed about special education
processes and to cooperate with teachers. In this way, common goals can be set for the education of the
pupils and the necessary steps can be taken to achieve these goals.

According to the results of this research, other problems experienced by classroom teachers who are
temporarily assigned to special education classes regarding the problems they face with their students
and their families are
1- Difference in the level of the pupils,

2- Inability to communicate,

3- Excessive absenteeism,
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4- Reluctance to learn,
5- Lack of feedback.

The problems faced by classroom teachers who are temporarily assigned to special education classes
may be due to the individual characteristics and behaviours of the students. Studies such as Doyle and
Illand (2004) have shown that there is a wide range of cognitive abilities in children with autism. On the
other hand, Kutlu (2018) stated that music teachers have difficulties with issues such as perceptual
problems related to students with special needs, difficulties in class participation, and language
problems. In her study, Bilecik (2019) stated that teachers of religious culture and moral knowledge had

difficulties in communicating with students with autism.

These studies highlight the importance of pedagogical approaches and supports that are appropriate
for the different needs of special education students. It shows that teachers need more training and
resources in special education to better serve these students. Teachers also need support to feel

pedagogically competent and to devote time to each student individually.

According to the results of this research, the problems experienced by classroom teachers who are
temporarily assigned to special education classes are related to the problems they face with other
teachers;

1- Reluctance to collaborate,

2- Reluctance to share information

3- Lack of communication, problems in planning lessons,
4- Individual differences

5- Lack of communication

6- Lack of information about special education,

7- IEP development process,

8- Reluctance to help,

9- A reluctance to share was observed.

The problems experienced by classroom teachers who are placed with other teachers in special
education classes may be due to a lack of communication and collaboration between teachers. Studies
in the literature emphasise the importance of coordination between teachers and a balanced sharing of
strengths and weaknesses in solving these problems. Karasu and Mutlu's (2015) study addressed both
the advantages and disadvantages of having two teachers in a classroom, emphasising the importance
of teacher coordination. Giirgiir et al. (2016) described the problems faced by teachers working in special
education and rehabilitation centres when collaborating with external stakeholders. On the other hand,
Elci (2019) highlighted the importance of communication for effective collaboration between branch

teachers and special education teachers.

These findings indicate that teachers working in special education classrooms should be supported
to collaborate more effectively with their colleagues, and to create educational environments that are
appropriate for the individual characteristics of students. Teachers' understanding of each other's
strengths and weaknesses, and their use of this knowledge when sharing tasks, can make special

education classrooms more effective.

According to the results of this research, classroom teachers who are temporarily assigned to special
education classes should

1- Organise in-service training,
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2- Preparation of guidebooks
3- Supply of materials,
4- Activities to increase school-family cooperation,

5- Cohesive activities were presented as other opinions and suggestions.

In the literature, there are different findings about the difficulties faced by special education teachers
and the solutions to these difficulties. In his study, Karakus (2017) stated that measures can be taken to
increase the psychological resilience and professional social support levels of special education teachers
and that the development of teachers can be maintained through in-service training. Cantimer (2015),
on the other hand, emphasised the importance of motivational studies for special education teachers
and the need to organise such activities. Akinci (2016) emphasised the importance of professional
adaptation trainings for special education teachers who are new to the profession, in order to experience
less burnout. In their study, Adigiizel et al. (2017) stated that family education and guidance should be

implemented as a solution to the problems experienced by teachers.

These findings indicate that various measures should be taken to support the professional
development of special education teachers, increase their psychological resilience and reduce their
professional burnout. In addition, strengthening family education and counselling services can improve

cooperation between teachers and parents and the educational processes of pupils.
Results

This study discussed the difficulties faced by classroom teachers working temporarily in special

education classes, and the following findings were made. According to the teachers

1- It was found that they have problems such as lack of special education knowledge, inability to
fully understand the curriculum, inability to fully reach the level of the students, inadequacy of the
physical facilities of the classrooms and teaching materials due to the fact that they have not received
training in special education.

2- In the area of classroom management, difficulties in communicating effectively with students,
inability to establish classroom rules, difficulties in intervening in times of crisis and encountering
various obstacles in the educational process have been identified.

3- It has been observed that the families of special needs students face problems such as lack of trust
in teachers, indifference of the families to the situation of their children, high expectations of the
students and the teacher and their reluctance to cooperate with the teachers.

4- Problems such as difficulties in communicating with special needs pupils, pupils of different
levels, high absenteeism, pupils' lack of interest in learning and not receiving the necessary feedback
emerged.

5- It was understood that they faced problems arising from reluctance to cooperate with special
education teachers working in the same class, reluctance to share information, lack of communication,
difficulties in lesson planning and individual differences.

6- It was stated that there were problems such as communication problems with other branch
teachers, lack of sufficient knowledge about special education, difficulties in the process of preparing
an Individualised Education Plan (IEP) and reluctance to help and share.

7- It was concluded that suggestions were made such as organising in-service training to support
their professional development, providing resources to guide teaching, improving special education

classes and course materials, increasing activities to strengthen school-family cooperation that facilitate
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the involvement of parents in the educational process, and developing activities to increase solidarity

among teachers.
Proposals

As a result of the findings of this research, the following suggestions can be made for application and

future studies.

Recommendations for implementation

1. It can be recommended by the provincial or district directorates of the National Education to
organise field-specific in-service training activities that will increase the professional knowledge of
teachers who will work in special education classes.

2. In order to increase awareness of special education, the National Directorates of Education may
recommend activities such as seminars, conferences, symposia for administrators, teachers, parents and
other stakeholders in education, and studies to increase participation in these activities.

3. The Ministry of National Education may recommend the publication of practical guides for
teachers in addition to textbooks in the field of special education.

4. In order to meet material needs, it may be recommended to increase the fundraising activities of
school administrators and the national education directorates to which they belong.

5. To increase the interest of special needs parents in the school and students, it may be
recommended to increase school-family cooperation activities such as bazaars, exhibitions, trips, etc.

6. In order to improve the communication skills of teachers working together in special education
classes, it may be recommended to organise activities such as out-of-school trips, breakfasts and lunches

that increase integration within the school.

Suggestions for future studies

1. This research is limited to classroom teachers who are temporarily assigned to special education
classes in Meram District, Konya Province. In order to increase the generalisability of the research,
studies can be conducted in different provinces and districts. The results of the studies can be compared
with the results of this study.

2. This research is limited to the opinions of classroom teachers who are temporarily assigned to
special education classes. Studies can be conducted to obtain the opinions of other branch teachers
assigned to the special education class, administrators of schools where special education classes have
been opened, parents of special education students, and other stakeholders in education.

3. This research is a qualitative study carried out with a limited number of participants. A more
comprehensive quantitative study can be carried out by increasing the number of participants.

4. This research is limited to temporary classroom teachers in primary and secondary schools with
special education classes. There are different types and levels of special schools. Similar studies can be

carried out in such schools.
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Bilimsel ve teknolojik gelismelere dayali olarak olugan yeni kosullarda bireyin topluma intibakin1 | Gelis: 11/03/2024
kolaylastiran bazi1 becerilerin ortaya ¢iktig1 goriilmektedir. Ogretim siirecinde de dikkate alinmast | Diizeltme: 26/05/2024
ve 0grencilere kazandirilmasi beklenen bu becerilerin bir kismu 21. ytizyil (21.yy) becerileri olarak | gabul: 11/06/2024
ifade edilmektedir. Bu beceriler daha ¢ok 6grencilere problem ¢6zme, elestirel diisiinme, iletisim,
igbirligi, yaraticilik ve bilgi teknolojileri kullanma gibi 6nemli yetenekleri kazandirmayi
hedeflemektedir. Bireyin topluma uyumunu kolaylastirdigi diisiiniilen bu beceriler 6gretim
programlarin da dikkate almasi beklenen becerilerdir. Ortaokul &grencilerine yonelik planlanan bu
¢alismanin amaci, 6grencilerin 21.yy becerilerine iligkin algilarini incelemektir. Calisma verileri 371
ortaokul 6grencisinden toplanmistir. Veri toplama araci olarak bilgi formunun yani sira Ortaokul
Ogrencilerine Yonelik 21. yiizy1l Becerileri Olgegi kullanilmistir. Tek boyutlu olan dlgegin mevcut
uygulama igin hesaplanan ig tutarhlik katsayisi. 85 bulunmustur. Ogrencilerin 21.yy becerileri iyi
diizeydedir. Ogrencilerin grup etkinlikleri ile ilgili beceri puanlar1 bireysel etkinliklerle ilgili
puanlarindan daha iyi oldugu goriilmiistiir. Cinsiyet, okula ulasim sekli, smif diizeyi ve ebeveyn
o6grenim durumunun 21.yy becerileri etkileyen degiskenler olmadig: tespit edilmistir. Ortaokul
ogrencilerinin 6nceki yil karne notu 21.yy becerilerinin pozitif yonlii anlamli bir yordayicisidir.
Karne notu 21.yy puanlarindaki degiskenligin % 3.3'nii aciklamaktadur. lgili literatiirde calisma
sonuglart ile benzerlik gosteren bulgular oldugu gibi farkli bazi arastirma bulgular: oldugu tespit
edilmistir. Sonuglara dayali olarak arastirmacilara ve uygulayicilara yonelik bazi 6nerilere yer
verilmistir.
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Giris
Bilgi ve teknolojik gelismenin ¢ag1 olarak adlandirilan 21 Yiizyil (21.yy), insanin da gelismesini ve
degismesini zorunlu hale getirmistir. Bu kapsamda egitim sistemleri, hizla degisen diinya kosullarina
uyum saglamak ve bireyleri gelecegin zorluklarina hazirlamak adina siirekli bir degisim ve doniisiim
gecirmektedir. Cansoy (2018), 21.ylizyilda bireylerin sahip olmasi gereken niteliklere iliskin toplumsal,
teknolojik, siyasi ve ekonomik ilerlemelere bagh olarak beklentilerin degistigini, bu degisimlerin egitim
sistemlerini etkiledigini, bireylere kazandirilmas: gereken bilgi, beceri ve yeterliklerde zorunlu bazi
degisimlerin yasanmasina yol actigini ifade etmektedir. Bu diisiinceden hareketle, okullarin degisim ve
déniisitmde 6nemli bir rol iistlendigi sdylenebilir. Ogrencilerinin, bu degisen diinya diizeninde basaril
ve etkili bireyler olabilmesi i¢in yalnizca temel akademik bilgilere degil, ayni1 zamanda 21. yiizyil
becerilerine de sahip olmasi 6nemlidir. Bu beceriler, 6grencilere problem ¢6zme, elestirel diisiinme,
iletisim, is birligi, yaraticilik ve bilgi teknolojileri kullanma gibi 6nemli yetenekleri kazandirmay1
hedefledigi diisiiniilmektedir. 21. yiizyil becerilerinin tanimi alan yazinda farklilik gostermektedir. 21.
Yiizyil Becerileri Ortakligina gore, 21. ytiizyil becerileri, Ogrenme ve Yenilikcilik Becerileri, Yagsam ve
Kariyer Becerileri, Bilgi, Medya ve Teknoloji Becerileri seklinde ii¢ baglikta toplanmistir (P21, 2015).
Diger bir kaynak (Griffin, McGaw ve Care, 2012) 21.yy becerilerini egitim, is yasami, sosyal yasam gibi
alanlarda insanlarin bulundugu cagin gereklerini ihtiva eden ihtiyaclarini karsilamasini saglayan
beceriler olarak tamimlanmaktadir. Egitimciler ve isgiicli piyasast uzmanlari, ¢ocuklarin 21. yy.
becerilerini kazanmalar1 gerektigini vurgulamakta ve bu beceriler olmadan onlarin kiiresel egitim ve
isgiicli piyasasina katilmada basarisiz olabileceklerini ifade etmektedirler (Ciftci, Saglam ve Yayla,
2021). 21.yy becerileri, yasadigimiz yiizyilin bilgi toplumunda bireylerin iyi vatandas ve nitelikli is
gorenler olmalarini saglayan ozellikleri belirtirken (Ananiadou ve Claro, 2009), anahtar beceriler ise
yalnizca egitim siirecinde degil, ayn1 zamanda egitim ve 6gretimin 6tesinde bilissel, davranigsal veya

duygusal bir uzmanlik bi¢imini gelistirmeyi ifade eder (Lamb, Maire, ve Doecke, 2017).

21. yy. becerileri, gliniimiizde is diinyasindan egitim sistemine, sosyal iliskilerden kisisel gelisime
kadar pek ¢ok alanda 6nem kazandig1 sdylenebilir. Ortaokul 6grencilerinin bu becerilere sahip olmasi,
onlarin daha rekabetgi, problem ¢6zebilen ve yenilik¢i bireyler olmalarna katk: saglayacaktir. Bu
baglamda, ortaokul donemi, 6grencilerin temel yetkinliklerini gelistirdikleri ve 21.yy becerilerini
kazandiklar1 kritik bir dénem olarak 6ne ¢ikmaktadir(Altinpulluk ve Yildirim, 2021). Bu kritik donemde
ogrencilerin bu becerileri kazanmasina katki saglayacak derslerden birisinin de Sosyal Bilgiler dersi
oldugu soylenebilir. Milli Egitim Bakanligi [MEB] Sosyal Bilgiler Dersi Ogretim Programi — 2018 (MEB,
2018a) incelendiginde, bu programda 21.yy becerileri ile ilgili baz1 kazanimlarin oldugu goriilmektedir.
[Ikégretim dgrencilerinin 21.yy becerileri kazanmasi ve mevcut becerilerinin gelistirilmesinde, diger

derslerin yani sira 6zellikle sosyal bilgiler dersi katki saglayabilecegi sdylenebilir.

21.yy becerilerinin cesitli basliklar altinda smiflandig1 goriilmektedir. Yapilan bir smniflandirmada
21.yy becerileri 6grenme ve yenilik becerileri, dijital okuryazarlik becerileri ile kariyer ve yasam
becerileri olmak {izere ii¢ baslik altinda ele alinmistir(Trilling ve Fadel, 2009). Diger bir calismada
arastirma, elestirel diisiinme, bilgi edinme, sonugclar:1 belirleme, karar verme, bilgiyi yeni durumlara
uyarlama, bilgi olusturma, demokratik bir toplumun pargasi olarak etik, aktif katilim ve bilgi paylasimi
ile kisisel ve estetik gelisme basliklar1 altinda toplanmistir(AASL, 2009). Bu kapsamda 21.yy becerilerine
sahip bir birey;

1. Sorgular, elestirel diisiiniir ve bilgi sahibi olur,

2. Bilingli kararlar verir, sonuglar ¢ikarir, bilgiyi yeni durumlara uygular ve yeni bilgiler olusturur.

OJCES, 2024, 2(3), 68-93



70 S. H. Ocal ve H. H. Bahar

3. Demokratik bir toplumun iiyesi olarak bilgiyi paylasir, etik ve iiretken bir sekilde katihim gosterir.
4. Kisisel ve estetik gelisimine 6nem verir (MEB, Egitimi Arastirma ve Gelistirme Dairesi Bagkanligy,
2011).

Mgili literatiirde 21.yy becerileri ile ilgili gesitli calismalarin yapildig1 goriilmektedir. Ogretmenlerle
ilgili olarak yapilan bazi ¢caligmalarin (Giiriiltii, Aslan ve Avci, 2018; Giiriiltii, Aslan ve Alci, 2020; Incik
Yalgin 2020; Kozikoglu ve Ozcanli, 2020; Uyar ve Cigek, 2021) yani sira, Ogrencilerle yonelik
calismalarda vardir (Altinpulluk ve Yildirim, 2020). Ogrencilerle ilgili calismalarin bir kisminin
Ogretmen adaylari ve {iniversite 6grencilerine yonelik oldugu goriilmektedir (Anagiin, Atalay, Kili¢ ve
Yasar, 2016; Engin ve Korucuk, 2021; Goksun 2016; Giinii¢, Odabasi ve Kuzu, 2013; Gokbulut, 2020).
Diger taraftan, ortadgretim (Zeybek, 2019) ve ilkdgretim 6grencileri (Bozkurt ve Cakir, 2016; Karakas,
2015; Oniir ve Kozikoglu, 2019) ile ilgili calismalarin da bulundugu goriilmektedir.

Ortaokul 6grencilerinin sahip oldugu ongoriilen 21.yy 6grenme becerilerinin okul etkinliklerinde
kullanilma diizeyinin ele alindig1 calismada 6grencilerin aktif 6grenme, problem ¢6zme, 6grenmeyi
O0grenme, isbirligi ve iletisim becerilerine iyi derecede sahip olduklar: belirlenmistir(Bozkurt ve Cakir,
2016). Ortaokul ogrencilerinin 21.yy oOgrenme becerilerinin incelendigi c¢alismada ortaokul
ogrencilerinin 21. yiizyil 6grenme becerilerini genel olarak ytiiksek diizeyde algiladiklar: belirlenmistir
(Oniir ve Kozikoglu, 2019). Diger bir ¢alismada ortaokul sekizinci sinif 6grencilerinin Fen Bilimleri
dersine yonelik 21. ylizyil becerileri incelenmis, 6grencilerin 21.ytizy1l becerilerinin bilissel, duyussal ve

sosyokiiltiirel boyutlarina yiiksek diizeyde sahip oldugu tespit edilmistir (Karakas, 2015).

Ogrencilerle ilgili ¢alismalarin yani sira Ogretim programi ile ilgili calismalarin da yapildig:
goriilmiistiir. Ogretim programui ile ilgili olan bir galismada 2018 Sekizinci Sinuf Tiirkge Ogretim
Programi 21. ytizyil becerileri agisindan degerlendirilmis, programda bazi beceri alanlarina fazla yer
verilirken bazi alanlara daha az yer verildigi tespit edilmistir (Kayhan, Altun ve Giirol, 2019). Ogretim
programu ile ilgili diger bir ¢alismada, 2018 Ortaokul Tiirkge Dersi Ogretim Programi 6gretmen
goriislerine gore 21.yy becerileri bakimindan incelenmistir (Barast ve Erdamar, 2021). Ortaokul
ogrencilerinin 21.yy beceri diizeyini 6lgmeye yonelik Slgek gelistirme ¢alismalarinin da bulundugu
gortilmektedir (Diizgiiner, Karabulut ve Kariper, 2022; Kalemkus ve Bulut Ozek, 2022; Mete, 2021;
Yildirim Doner ve Demir, 2022).

Ortaokullarda 2018 yil1 ve sonrasinda uygulanan 6gretim programlarinin da 21.yy becerileri ile ilgili
yetkinliklere yer verildigi goriilmektedir. 2018 yil1 ortaokul programlarinda 6grencilere kazandirilmasi
planlanan sekiz anahtar yetkinlik tanimlanmistir (Milli Egitim Bakanhg: [MEB], 2018a; MEB, 2018b;
MEB, 2018c; MEB, 2018d; MEB, 2018e; MEB, 2018f, MEB, 2018g). Bu yetkinliklerden bazilarinin 21.yy
becerileri ile iligkili oldugu sdylenebilir. Ornegin “matematiksel yetkinlik ve bilim/teknolojide temel
yetkinlikler, dijital yetkinlik, 6grenmeyi 0grenme, sosyal ve vatandaslikla ilgili yetkinliklerin bu

kapsamda degerlendirilebilir.

Ortaokul 6grencilerinin 21. yiizyil becerilerinin incelenmesi, sadece egitim sistemine degil, ayni
zamanda toplumun gelecegine yonelik bir perspektif sunmaktadir. Yirmi birinci yiizyil becerilerine
sahip bireyler, bilgiye daha kolay erisebildigi gibi, siirekli olarak degisen teknolojik ortamlar teknolojik
ortamlara da daha kolay uyum saglayabilirler. Ayrica kiiltiirel gesitliligin yani sira kiiresel sorunlarla
ilgili zorluklarla basa ¢ikma becerilerinin de yiiksek diizeyde olmasi beklenir. Bu sebeple, ilkdgretim
ogrencilerinin 21.yy becerilerinin incelenmesi hem egitim programlarinin hem de egitsel yaklagimlarin

gelistirilmesi bakimindan onemli goriilmektedir. Alan yazinda bu konuda yeterince arastirma
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olmamasi bu ¢alismanin 6nemini artirmaktadir. Yapilan bu ¢alismada, ortaokul 6grencilerinin 21.yy

becerilerine iligkin algilarinin gesitli degiskenler acisindan incelenmesi amaglanmuistir.

Arastirmanin amaci ortaokul 6grencilerinin 21.yy becerilerine iliskin algilarini incelemektir. Bu

amagla asagidaki sorulara cevap aranmasi planlanmistir:

1. Ortaokul 6grencilerinin 21.yy beceri diizeyleri ne diizeydedir?

2. Ortaokul 6grencilerinin 21.yy beceri diizeyleri cinsiyet, tasimal1 6grenci kapsaminda olup olmama
durumu, sinf diizeyi, anne-baba egitim diizeyi, aile ikamet yerine gore anlamli bir farklilik gosterir mi?

3. Ortaokul 6grencilerinin 21.yy beceri diizeyleri 6nceki yil karne notunun anlamli bir yordayicis:

midir?

Yontem

Tasarlanan ¢alisma nicel arastirma desenlerinden iligkisel tarama modelindedir. Tarama modeli var
olan bir durumu oldugu gibi betimlemeyi amaglayan bir aragtirma yaklagimidir. Iki veya daha fazla
degisken arasindaki iliskinin belirlenmesi amaciyla yapilan iliskisel tarama modellinde degiskenlerin

birlikte degisip degismedigi, degisme varsa bunun nasil oldugu belirlenmeye ¢alisilir (Karasar, 2015).
Calisma Grubu

Orneklem seciminde kasti (kararsal-yargisal) 6rnekleme teknigi kullanilmistir. Kararsal érnekleme
tekniginde secilen elemanlar, arastirma problemine cevap olabilecegine inamilan bireylerdir.
Arastirmacinin yargisina gore se¢im yapilir (Coskun, Altunisik, Yildirim 2019). Veriler, Dogu Anadolu
Bélgesinde yer alan Erzincan Il merkezinde ve Refahiye lgesinde bulunan toplam 29 okulun 9 tanesinde
ogrenim goren dgrencilerinden toplanmistir. Orneklemimin evreni temsil ettigi diisiiniilmektedir.
Calismaya goniilliiliik esastyla katilan 6grencilerin gesitli degiskenlere gore dagilimi asagida yer alan

Tabloda gosterilmistir.

Tablo 1. Calisma grubundaki 63rencilerin cinsiyet, sinif diizeyi ve okula ulasim sekline gore dagilimi

Degisken Alt boyut Frekans Yiizde
Cinsiyet Kiz 160 43,1
Erkek 211 56,9
Sinif diizeyi 5 920 243
6 108 29,1
7 106 28,6
8 67 18,1
Okula ulasim sekli Tasimali Egitim 134 36,1
Tasimal1 Degil 237 63,9
Toplam 371 100,0

Calisma grubunda bulunan 6grencilerin cinsiyet, smif diizeyi ve okula ulasim durumuna iliskin
frekans ve yiizdeler Tablo 1'de gosterilmistir. Veri toplanan 371 6grencinin 1601 erkek, 211'i ise kiz
ogrencilerden olusmaktadir. Ogrencilerin 90'1 beginci, 108'i altinci, 106’s1 yedinci ve 67’si sekizinci

smuftir. Ulagilan 6grenci sayisinin, evreni kapsayacak drnekleme sahip oldugu diistiniilmektedir.
Veri Toplama Araglan

Veri toplama araci olarak kisisel bilgi formu ve (Mete, 2021) tarafindan gelistirilen ortaokul dgrencileri
igin Ortaokul Ogrencilerine Yonelik 21.yy Becerileri Olgegi (21.YYBO) kullanulmistir. 21.YYBE 12
sorudan olusan tek boyutlu bir dlgektir. Besli Likert tipinde tasarlanan 6lgek, ortaokul 6grencilerinin
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genel 21.yy becerilerini 6lgmeye yonelik olarak tasarlanmistir. Olgek icin AFA ve DFA yapilmis ve cikan
degerlerin uygun oldugu tespit edilmistir. Gelistirilen 6lgek i¢in hesaplanan i¢ tutarhlik katsayisi. 81,
test-yeniden test giivenirlik katsayis1 ise. 72’dir. Mevcut ¢calismada hesaplanan i¢ tutarlilik katsayisi ise.
85'tir.

Ortaokul Ogrencilerine Yonelik 21. Yiizyil Becerileri Olgegi gelistirme caligmalari kapsaminda
yapilan tiim bu ¢alismalar dlgegin gecerli ve giivenilir bir 6l¢me araci oldugunu gostermektedir. Kisisel
bilgi formunda ortaokul 6grencilerinin cinsiyet, smif diizeyi, taslamali 6grenci kapsaminda olup
olmama durumu, anne ve baba egitim diizeyi ile 6nceki yil simf gegme durumuna iliskin sorular

bulunmaktadir.
Verilerin Toplanmasi

Veri toplama siirecinden énce aragtirmanin yapildig1 ilde yer alan {iniversitenin Insan Arastirmalari
Egitim Bilimleri Etik Kurulu tarafindan 31/10/2022 tarih 10/11 sayili karar ile gerekli izinler alinmuis,
daha sonra yine arastirmanin yapildig: I Milli Egitim Miudurligiine basvurularak izin siireci
tamamlanmistir. Son olarak 6grencilerden veri toplamak icin okul miidiirleri ile iletisime gegilmis

idarenin uygun gordiigii zamanda 6grencilerden veriler toplanmustir.
Verilerin Analizi

Birinci arastirma sorusunun cevaplanmasinda aritmetik ortalama, standart sapma hesaplanmis ve buna
dayali olarak analiz ve degerlendirmeler yapilmistir. Ikinci aragtirma sorusunun cevaplanmasi igin
verilerin parametrik testlere uygunlugu kontrol edilmistir. Bu amacla Kolmogorow-Smirinov testi
yapilmis, ancak test sonucu normallik kosulunu saglamadigmi goriilmiistiir. Diger taraftan
Sencan(2005), biiyiik 6rneklem verilerinde test sonuglar1 normallik kosulunun saglamadigini gosterse
de bunun pratikte bir éneminin olmadigini, boyle bir durumda histogram, kutu grafigi ve normal
olasilik verilerinin incelenmesi gerektigini belirtmistir. Bu sebeple, verilerin parametrik test kosullarina
uygun olup olmadigini belirlemek icin grafik incelemesinin yani sira basiklik ve carpiklik katsayilar:
incelenmistir. Yapilan incelemeler dagilimlarin normal dagilima yakin oldugunu gostermektedir. Bu
sebeple ikinci arastirma sorusunu cevaplamak icin bagimsiz grup t-testi ile tek yonliit ANOVA testleri
kullanilmistir. Diger taraftan Merkezi Limit Teoremine gore, anakiitlenin dagilimina bakilmaksizin, n>
30 i¢in 6rneklem ortalamasi yaklasik olarak normal dagilmaktadir. Ayrica evrenden bagimsiz olarak,
orneklem biiyliditkce dagilimin sekli normal dagilima yaklasir. Boylece parametrelere yonelik
yapilacak ¢ikarimlarin gegerlilik ve giivenirlik diizeyleri artar (Privitera, 2015; Wilcox, 2012; Roussas,
2007). Bu sebeple ikinci arastirma sorusunda, baba dgrenim durumu disindaki diger karsilastirmalarda
bagimsiz grup t-testi ve tek yonliit ANOVA testleri tercih edilmistir. Baba 6grenim durumuna iliskin
analizde, alt gruptaki Ol¢lim sayismin azlig1 sebebi ile karsilastirma igin Kruskal-Wallis H testi
yapilmustir. Tkinci aragtirma sorusu icin bagimsiz grup t-testi, tek yonliit ANOVA testi ile Kruskal Wallis
H testi yapilmigtir. Ugiincii aragtirma sorusunu cevaplamak igin basit dogrusal regresyon analizi

yapilmustir.
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Bulgular

Ortaokul 6grencilerinin 21.yy beceri diizeyleri ne diizeylerine iliskin bulgular:

Tablo 2. Ogrencilerin 21.YYBO maddelerine verdikleri cevaplara iliskin en yiiksek, en diisiik dlciimlerle aritmetik
ortalama ve standart sapmalar (N = 371)
ONERMELER Min. Max. X Ss

1. Nasil etkili 6grenecegimi bilirim. 1 5 3,81 1,03
2. Edindigim bilgileri farkl yollarla (yazily, s6zlii vb.) paylasirim. 1 5 3,50 1,30
3. Degerlendirme yapmak i¢in var olan kamitlardan yararlanirim. 1 5 3,91 1,13
4. Arkadaslarimla is birligi icerisinde ¢alisirim. 1 5 3,95 1,22
5. Ogrenmek i¢in bana verilen firsatlari kesfederim. 1 5 4,03 1,08
6. Grup icinde tiretken bir sekilde ¢alisirim. 1 5 3,95 1,13
7. Grup arkadaslarimla uyum iginde ¢alisirim. 1 5 4,17 1,12
8. Grup ¢alismalarinda farkli diisiincelere saygi duyarim. 1 5 4,22 1,10
9. Ulastigim bilgilerin dogrulugunu sorgularim. 1 5 3,82 1,18
10. Herhangi bir sorunu ¢6zmeye yarayacak bilgiye ulasirim. 1 5 3,99 1,08
11. Bilgi edindigim kaynagin giivenilir olup olmadigini sorgularim. 1 5 3,83 1,20
12. Arastirma yaparken hangi kaynaklarin giivenilir oldugunu bilirim. 1 5 3,76 1,21
Toplam 12 60 46,92 842

Ogrencilerin “21.YYBO”ne verdigi cevaplar Tablo 2’'de gosterilmistir. Tamami 12 madde olan
Olcekten alinan ortalama puanin 46.92 oldugu goriilmiistiir. En yiiksek 60 ile en diisiik 12 puan olan 48
puanlik ranj araligindaki bu puani yiizliik sisteme doniistiirdiigtimiizde ortalama puanin 72.75 oldugu
anlasilmaktadir. Bu bulguya dayali olarak c¢alismaya katilan 6grenci grubunun 21'nci yiizyil

becerilerinin iyi diizeyde oldugu sdylenebilir.

Ogrencilerin 6lgekte yer alan her bir soruya verdigi cevap tek tek incelendiginde en yiiksek puani
sekizinci maddeden (4.22), en diisitk puani ise ikinci maddeden (3.50) aldiklari goriilmiistiir.
Ogrencilerin grup etkinlikleri ile ilgili beceri puanlari bireysel etkinliklerle ilgili puanlarindan daha iyi
oldugu goriilmektedir. Ortalama puanlar iyi diizeyde olmakla birlikte 6grencilerin edindikleri bilgileri
farkli yollarla paylasma, arastirma yaparken hangi kaynaklarin giivenilir oldugunu bilme, nasil etkili
Ogrenecegini bilme, ulastig1 bilgilerin dogrulugunu sorgulama ve bilgi edindigi kaynagin giivenirligini
sorgulama konularinda ortalamanin altinda olduklar1 anlagilmaktadir. Diger taraftan grup
calismalarinda farkli diistincelere saygi duyma, grup arkadaslariyla uyum iginde ¢alisma, 6grenmek
icin verilen firsatlar1 kesfetme, herhangi bir sorunu ¢6zmeye yarayacak bilgiye ulasma, arkadaslarla is
birligi icerisinde ¢alisma ve grup icinde iiretken bir sekilde ¢alisma konularinda ortalamanin iizerinde

olduklari tespit edilmistir.

Ortaokul 6grencilerinin 21.yy beceri diizeylerinin cinsiyet, tasimal1 olup olmama durumu,
sinif diizeyi, anne-baba egitim diizeyi ve aile ikamet yerine iliskin bulgular:

Tablo 3. Cinsiyet ve okula ulagim sekline gore 63rencilerin 21.yy beceri puanlarina iliskin bagimsiz grup t-testi

sonuglari
Degisken  Kategori N X Ss df t p
Cinsivet Kiz 160 47,22 7,75 369 ,585 ,559
mstye Erkek 211 46,70 8,91
Tasimali 134 47,59 8,93 369 1,144 ,253
Ulasim ..
Tagimali Degil 237 46,55 8,12
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Cinsiyet ve okula ulasim sekline gore 6grencilerin 21.yy beceri puanlarina iliskin bagimsiz grup t-
testi sonugclar1 Tablo 3'te gosterilmistir. Cinsiyete gore 0grencilerin 21.yy beceri puan ortalamalar:
arasinda anlamli bir farklilik tespit edilememistir (t (369) = .585, p > .05). Kiz 6grencilerin puan
ortalamasi (47.22) erkek 6grencilerin puan ortalamasindan (46.70) biraz yiiksek olmakla birlikte aradaki

farkin istatistiksel olarak anlamli olmadig1 anlagilmaktadir.

Okula ulasim sekli bakimindan, tasimali 6grenci kapsaminda ve tasimali 6grenci kapsami disinda
olmak tizere iki grupta ele alinmistir. Tasimali 6grenciler ortaokul bulunmayan koy gibi kiiciik yerlesim
birimlerinde ikamet eden 6grencileri kapsamaktadir. Ulasim sekline gore 6grencilerin 21.yy beceri puan
ortalamalari arasindaki farkin anlamli olmadig goriilmektedir (t (369) = .253, p > .05). Tasimali grupta
olan 6grencilerin puan ortalamasi (47.59) tasimali olmayan gruptaki 6grencilerin puan ortalamasindan
(46.55) biraz yiiksektir. Ancak aradaki farkin istatistiksel olarak anlamli olmadig: tespit edilmistir.

Ogrencilerin sinif diizeylerine gore 21. yy puan ortalamalari Tablo 4. de gosterilmistir.

Tablo 4. Ogrencilerin sinif diizeyine gore 21.yy puanlar:

Sinif Diizeyi N X Ss

5. Sinuf 90 48,03 9,59
6. Sinif 108 46,54 9,00
7. Smaf 106 46,77 8,13
8. Siuf 67 46,30 5,89
Toplam 371 46,92 8,42

Ogrencilerin sinif diizeyine gore 21.yy beceri puanlarina iliskin betimleyici istatistikler Tablo 4’te
verilmistir. En yiiksek ortalamasi olan grup besinci sinuf (48.03), en diisiik ortalamas: olan grup ise
sekizinci simf (46.30) gruplaridir. Ogrencilerin smif diizeylerine gére 21. yy beceri puanlarma iligkin
ANOVA testi sonuglar1 Tablo 5. de gosterilmistir.

Tablo 5. Ogrencilerin sinif diizeyine gore 21.yy beceri puanlarna iliskin tek yonlii ANOVA testi sonuglar:

Kaynak Kareler Toplami1 Sd Kareler Ortalamasi F p
Gruplar Arasi 155,539 3 51,846 ,729 ,535
Grup Ici 26090,348 367 71,091

Toplam 26245,887 370

Ogrencilerin siif diizeyine gore 21.yy beceri puan ortalamalarina iliskin tek yonlii ANOVA testi
sonuglar1 Tablo 5’te verilmistir. Simif diizeyine gore 6grencilerin 21.yy beceri puan ortalamalar: arasinda
anlaml bir farkliigin olmadigi bulunmustur (F (3-367) = .729, p > .05). Siuf diizeyine gore 6grenci
gruplarmin puan ortalamalar1 arasinda kiigiik farkliliklar olsa da istatistiksel olarak bu farkliliklarin
anlamli olmadigi anlagilmistir. Ogrencilerin anne &grenim durumlarina gore 21.yy beceri puan

ortalamalar1 Tablo 6. da gosterilmistir.

Tablo 6. Ogrencilerin anne 6grenim durumuna gore 21.yy beceri puanlart

Sinif Diizeyi N X Ss

[lkokul mezunu veya diplomasiz 56 46,25 7,44
Ortaokul mezunu 61 47,11 6,30
Lise veya dengi okul mezunu 133 47,71 8,20
Universite mezunu 121 46,28 9,90
Toplam 371 46,92 8,42

Ogrencilerin anne 6grenim durumuna gore 21.yy beceri puan ortalama ve standart sapmalari Tablo
6’da verilmistir. Anne 6grenim durumuna gore en yiiksek puan annesi lise veya dengi okul mezunu

(47.71), en diisiik ortalama ise annesi ilkokul mezunu veya diplomasiz (46.25) olan &grencilere aittir.
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Anne Ogrenim durumuna gore dort kategoride gruplandirilan Ogrencilerin 21.yy beceri puan
ortalamalarinin birbirine yakin oldugu sdylenebilir. Ogrencilerin anne 6grenim durumuna gore 21yy

beceri puanlarinin ANOVA testi ortalamalari tablo 7. de gosterilmistir.

Tablo 7. Ogrencilerin anne dgrenim durumuna gére 21.yy beceri puanlarna iliskin tek yonlii ANOVA testi

sonuglari
Kaynak Kareler Toplami1 Sd Kareler Ortalamasi F p
Gruplar Arasi 159,180 3 53,060 ,746 ,525
Grup Ici 26086,707 367 71,081
Toplam 26245,887 370

Anne 6grenim durumuna gore 6grencilerin 21.yy beceri puanlarina iliskin tek yonlit ANOVA testi
sonuglar1 Tablo 7’de gosterilmistir. Ogrencilerin anne O0grenim durumuna gore 21.yy beceri puan
ortalamalari arasindaki farkin anlamli olmadig1 tespit edilmistir (F (3-367) = .746, p > .05). Ogrencilerin
baba 6grenim durumuna gore 21.yy beceri puanlarina iliskin Kruskal Wallis H testi ortalamalar1 Tablo

8. de gosterilmistir.

Tablo 8. Ogrencilerin baba grenim durumuna gére 21.yy beceri puanlarina iliskin Kruskal Wallis H testi

sonuglar
Sinif Diizeyi N  SiraOrtalamas1 df Kruskal-Wallis H p
flkokul mezunu veya diplomasiz 19 159,58 3 4,928 177
Ortaokul mezunu 39 169,68
Lise veya dengi okul mezunu 150 179,64
Universite mezunu 163 198,83
Toplam 371

Ogrencilerin baba grenim durumuna gore 21.yy puanlarma iliskin Kruskal Wallis H testi sonuglar1
Tablo 8'de verilmistir. Baba 0grenim durumu yiikseldik¢e sira ortalamasimin da yiikseldigi
goriilmektedir. En diisiik sira ortalamasi babasi ilkokul mezunu veya diplomasiz (159.58), en yiiksek
sira ortalamasi ise babasi {iniversite mezunu (198.83) olan 6grencilere aittir. Kruskal Wallis H testi
sonuglar o6grencilerin baba 6grenim durumuna gore 21.yy beceri puan sira ortalamalar1 arasindaki
farkin anlamli olmadigini gostermektedir (KWH = 4.928, p > .05).

Tablo 9. Onceki yil basar: puaninin 21.yy beceri puanini yordamasina iliskin basit dogrusal regeresyon analizi

sonuclari
Standardize Edilmemis Standardize Edilmis
Katsayilar Katsay1

Model B Std. Hata Beta t p
(Sabit) 37,189 2,760 13,472,000
Basan 112 ,031 183 3,571 000"
Durumu

R =.183 R2=.033 F (1-369) =12.749, p < .01 p<.01

Ogrencilerin énceki yil sinif gegme puanminin 21.yy beceri puanlarmi yordamasina iliskin basit
dogrusal regresyon analizi sonuglari Tablo 9’da verilmistir. Iki degisken arasinda pozitif yénlii, anlaml
bir korelasyon (r = .183, p <.01) bulunmaktadir. Tek yonliit ANOVA testi sonuglar (F (1-369) = 12.749, p
<.01), kurulan regresyon modelinin genel olarak anlamli oldugunu gostermektedir (3 =.183, t=3.571, p
<.01).

Regresyon analizi ile ilgili bulgular 6nceki yil bagar1 puaninin 21.yy beceri puaninin pozitif yonlii

anlamli bir yordayics1 oldugunu gdstermektedir. Ogrencinin énceki y1l sinif gegme puarnu arttikga 21.yy
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basar1 puaru da artmaktadir. 21.yy basari puanindaki degiskenligin % 3.3'tiniin 6nceki yil basar1 puamn

ile aciklandig1 anlasilmistir.

Tartisma, Sonug ve Oneriler

Ortaokul 6grencilerinin bulundugu smif diizeyi, 21.yy becerilerini etkilememektedir. Simif diizeyinin
yiikselmesine paralel olarak 21.yy beceri puanlarinin da yiikselmesi beklenebilir. Ancak bu ¢alismadan
elde edilen bulgular bu beklentiyi karsilamamaktadir. Sinif diizeyine iliskin bu ¢alismadan elde edilen
bulgular, kdy ortaokulu 6grencilerinin 21.yy becerileri ile ilgili olarak yapilan ¢alisma (Yiiksel ve ark.,
2023) bulgulari ile benzerdir. Ancak, yapilan bir calismada smnuf diizeyinin yiikselmesine paralel olarak
ortaokul Ogrencilerin 21.yy 6grenme becerilerine sahip olma diizeylerinin azaldif1 tespit edilmistir
(Bozkurt ve Cakir, 2016). Diger bir calismada (Oniir ve Kozikoglu, 2019), yedinci sif 6grencilerinin
21.yy 6grenme becerileri sekizinci sinif grencilerinin diizeyinden yiiksek bulunmustur. Bu ¢calismadaki
bulgularin s6z konusu bulgulardan daha olumlu oldugu, ancak yine de beklentileri karsilamadig1
sOylenebilir. Ancak bu calismadaki s6z konusu olan olumlu yansimaya, 2018 yilinda yapilan program
degisiklilerinin katkis1 olabilir. Ancak yine de siif diizeyinin yiikselmesine paralel olarak 21.yy beceri

diizeylerinin yiikselmemesi sebebiyle beklentilerin karsilanmadig1 sdylenebilir.

Ortaokul programlarinda sekiz anahtar yetkinlik tanimlanmis ve bu yetkinliklerin &grencilere
kazandirilmas: 6ngoriilmiistiir (MEB, 2018a; MEB, 2018b; MEB, 2018c; MEB, 2018d; MEB, 2018e; MEB,
2018f, MEB, 2018g). Bu yetkinliklerden bazilarimin 21.yy becerileri ile iligkili oldugu soylenebilir.
Ornegin “matematiksel yetkinlik ve bilim/teknolojide temel yetkinlikler, dijital yetkinlik, 6grenmeyi
O0grenme, sosyal ve vatandaslikla ilgili yetkinliklerin bu kapsamda degerlendirilebilir. Sinif seviyesinin
ylikselmesine paralel olarak 6grencilerin de bu beceri ve yetkinlik alanlarinda daha ileri bir seviyeye
gelmesi beklenir. Yetkinlik ve becerilerin bir kisminin 21.yy becerileri ile iligkili olmas1 sebebiyle smnif
yiikselmesine paralel olarak 21.yy beceri puanlarinin da artmasi beklenir. Ancak elde edilen bulgular
bu beklentilerin karsilanmadigim gostermektedir. Ayrica Sosyal Bilgiler Dersi Ogretim Programinda
(MEB, 2018f) yer alan temel bazi becerilerinin (elestirel diistinme, iletisim, kanit kullanma, karar verme,
problem ¢6zme, sosyal katilim, yenilik¢i diisiinme gibi) de 21.yy becerileri ile baglantili oldugu

sOylenebilir.

Tiirkge dersi 6gretim programinin(2018) 6gretmen goriislerine gore degerlendirildigi bir galismada
(Baras1 ve Erdamar, 2021) 6gretmenler 6grencilerin elestirel diisiinme ve problem ¢6zme becerilerinin
yetersiz olduguna vurgu yapmuslardir. Tiirkge Dersi Ogretim Programi-2018 kazanimlarmin 21.yy
becerileri agisindan incelendigi bir calismada (Kurudayioglu ve Soysal, 2019), 21.yy becerilerine
giincellenen 2018 programina bagl kazanimlarda yeterli ve dengeli diizeyde yer verilmediginin tespit
edildigi ifade edilmistir. Diger bir calismada (Erdamar ve Barasi, 2021), Tiirkce Dersi Ogretim
Programi’'min kazanimlarinda 21.yy becerilerinin tamamina yer verildigi goriilmekle beraber, yer
verilen becerilerin oranimin oldukga diisiik oldugu ifade edilmektedir. Sosyal Bilgiler Dersi Ogretim
Programu ile ders kitaplarimin 21.yy becerileri bakimindan incelendigi bir calismada (Demir ve Ozyurt,
2021), kazanim, etkinlik ve sorularin smirhi sayida oldugundan bahisle yetersiz olduguna vurgu
yapilmistir. Ortaokul Beden Egitimi ve Spor Dersi Ogretim Programu ile ilgili olarak yapilan diger bir
calismada (Isikgoz, 2021), elestirel diisiinme ve problem ¢6zme becerilerine yer verilmekle birlikte diger
baz1 becerilere az yer verildigi, teknoloji okuryazarlig1 becerilerine ise hi¢ yer verilmedigi belirtilmistir.

Bu yetersizlikler de sif diizeyi yiikseldikge 21.yy becerilerinin artmamasinin bir sebebi olabilir.
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Kullanilan 6l¢me aract 6grencilerin algisini 6lcmeye yonelik olarak gelistirilmistir. Ogrenci algist ile
gercekte Ogrencinin sahip oldugu beceri diizeyi farkhi olabilir. Diger bir ifadeyle 6grencinin simuf
diizeyinin yiikselmesine paralel olarak 21.yy becerilerine daha fazla sahip olmasina ragmen algisinda
herhangi bir degisiklik olmamus olabilir. Ogrencinin 21.yy beceri diizeyi ile 21.yy beceri diizeyine iliskin
alg1 diizeyi farkl olabilir. Ancak yine de belirtilen bu hususun arastirilmasi ayr1 bir ¢alisma konusu

yapilabilir.

21. yy beceri diizeyinde ebeveyn 6grenim durumu dnemli bir degisken degildir. ilgili literatiirde
farkli baz1 bulgulara rastlamak miimkiindiir. Yiiksel ve ark. (2023) calismasi bu bulguyu destekler
niteliktedir. Ancak, yapilan diger bir calismada (Oniir ve Kozikoglu, 2019), anne ve babast okuryazar
olmayan ortaokul 6grencilerinin 21.yy 6grenme beceri diizeylerinin digerlerinden anlamli Sl¢iide

diisiik oldugu tespit edilmistir.

Ortaokul 6grencilerinin onceki yila ait basar1 notu 21.yy beceri diizeyinin pozitif yonlii anlaml bir
yordayicisidir. 21.yy beceri diizeyi 6nceki yilin karne notuna paralel olarak yilikselme veya diisme
egilimi gostermektedir. Basarili 6grencilerin 21.yy basari diizeylerinin daha yiiksek, daha diisiik basari
diizeyine sahip olanlarin 21.yy basar1 diizeylerinin daha diistiktiir. Bu bulgunun beklenen bir sonug

oldugu soylenebilir.

Sekizinci sinif 2018-Tiirkge Dersi Ogretim Programi’nin 21.yy becerileri agisindan degerlendirildigi
bir calismada (Kayhan, Altun ve Giirol, 2019), Tiirkce dersi 6gretim programinda 21.yy becerilerine
metin ve etkinliklerde yer verildigi, ancak dengeli bir dagilimin yapilmadig: tespit edilmistir. Ayn
calismada bazi beceri alanlarina fazla yer verilirken bazilarina ise daha az yer verildigi, 21.yy
becerileriyle donanmis bireyler yetistirmenin Tiirk¢e 6gretim programinin amaglari arasinda olmakla

birlikte kazanimlarda buna yeterince uyulmadig: belirtilmistir.
Oneriler

Ortaokul 6grencilerinin 21.yy becerileri iyi diizeydedir. Edinilen bilgilerin farkl: yollarla (yazili, sozlii
vb) paylasimi maddesinden 6grencilerin nispeten diisiik puan aldiklar: goriilmiistiir. Yeni gelistirilecek
olan 6gretim programlarinda 6grencilerin bu becerilerini gelistirmeye yonelik etkinlikler diistiniilebilir.
Ayrica, siif diizeyinin yiikselmesine paralel olarak 21.yy becerilerinin daha da gelismesi beklenirken
bu calismada bu beklentinin karsilanmadig gortilmiistiir. Sinif diizeyinin yiikselmesine paralel olarak
8. smif dgrencilerinin girdigi Liselere Gegis Sistemi (LGS) kapsamindaki merkezi sinavla ilgili 6grenci
{izerindeki baskilarin artmasi bu sonucun olugsmasinda etkili olabilir. Ogrenci basarisinda karne
notlarindan ¢ok LGS smavinda elde ettigi puan énemli bir gosterge olarak degerlendirilmektedir. LGS
siavinin da 21.yy becerilerini 6lglip 6l¢medigine iliskin bir ¢alisma bulunmamaktadir. Bu kapsamda

calismalar yapilabilir.

Catisma Beyani ve Etik Bildirim

Arastirmacilarin aragtirma ile ilgili diger kisi ve kurumlarla yasanabilecek herhangi bir ¢ikar ¢atismasi
bulunmamaktadir. Bu ¢alisma Erzincan Binali Yildirim Universitesi Etik Kurulu’nun 31/10/2022 tarih
ve 10/11 sayili onay1 dogrultusunda gergeklestirilmistir.
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Introduction

The 21st century, which has been dubbed the "age of information and technological advancement," has
made the evolution and transformation of humans an unavoidable phenomenon. In this context,
educational systems are undergoing continuous change and transformation in order to adapt to rapidly
changing world conditions and to prepare individuals for the challenges of the future. Cansoy (2018)
posits that expectations regarding the qualities individuals should possess in the 21st century have
evolved in response to social, technological, political, and economic developments, which have in turn
influenced educational systems and necessitated certain mandatory changes in the knowledge, skills,
and competencies that need to be instilled in individuals. In light of these considerations, it can be
argued that schools occupy a pivotal position in this process of change and transformation. In order for
students to be successful and effective individuals in the contemporary world, it is not sufficient to
possess only basic academic knowledge; they must also possess 21st-century skills. These skills are
believed to equip students with essential abilities, including problem-solving, critical thinking,
communication, collaboration, creativity, and the use of information technologies. The definition of
21st-century skills is not uniform in the literature. The Partnership for 21st Century Skills defines 21st-
century skills as falling into three main categories: The Partnership for 21st Century Skills (2015)
identifies three main categories of 21st-century skills: Learning and Innovation Skills, Life and Career
Skills, and Information, Media, and Technology Skills. Another source (Griffin, McGaw, and Care, 2012)
defines 21st-century skills as the abilities that enable individuals to meet the needs of the age in areas
such as education, work life, and social life. Educators and labour market experts concur that children
must acquire 21st-century skills if they are to participate successfully in the global education and labour
market (Cift¢i, Saglam, and Yayla, 2021). While 21st-century skills are defined as the qualities that enable
individuals to be good citizens and qualified workers in the information society of our century
(Ananiadou and Claro, 2009), key skills, both within and beyond the education process, involve

developing a form of cognitive, behavioural, or emotional expertise (Lamb, Maire, and Doecke, 2017).

It can be argued that 21st-century skills have gained importance in a multitude of domains, including
the business sector, the educational system, social relationships, and personal development. The
acquisition of these skills by middle school students will facilitate their becoming more competitive,
problem-solving, and innovative individuals. In this context, the middle school period is of particular
significance as it represents a critical period during which students develop their basic competencies
and acquire 21st-century skills (Altinpulluk and Yildirim, 2021). One of the courses that can facilitate
the acquisition of these skills during this pivotal period is the Social Studies course. Upon examination
of the Ministry of National Education (MEB) Social Studies Curriculum - 2018 (MEB, 2018a), it becomes
evident that the programme encompasses certain elements pertaining to 21st-century skills. It can be
argued that, in addition to other courses, the social studies course can contribute to primary school
students gaining and developing 21st-century skills.

The various 21st-century skills are classified under different headings. In one classification, 21st-
century skills are addressed under three main headings: The three main headings under which 21st-
century skills are classified are Learning and Innovation Skills, Digital Literacy Skills, and Career and
Life Skills (Trilling and Fadel, 2009). In another study, the aforementioned skills are grouped under
headings such as research, critical thinking, acquiring information, determining outcomes, decision-

making, adapting information to new situations, creating information, ethical and active participation
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as part of a democratic society, information sharing, and personal and aesthetic development (AASL,

2009). In this context, an individual with 21st-century skills is defined as follows:

1. Inquires, thinks critically, and acquires knowledge.

2. Makes informed decisions, draws conclusions, applies knowledge to new situations, and creates
new knowledge.

3. Shares information, participates ethically and productively as a member of a democratic society.

4. Values personal and aesthetic development (MEB, Directorate General for Research and

Development in Education, 2011).

A review of the relevant literature reveals a number of studies on 21st-century skills. In addition to
studies on teachers (Giiriiltii, Aslan, and Avci, 2018; Giiriiltii, Aslan, and Alci, 2020; Incik Yalgin, 2020;
Kozikoglu and Ozcanly, 2020; Uyar and Cigek, 2021), there are also studies on students (Altinpulluk and
Yildirim, 2020). It is observed that some of the studies related to students are aimed at teacher candidates
and university students (Anagiin, Atalay, Kilig, and Yasar, 2016; Engin and Korucuk, 2021; Goksun,
2016; Giiniig, Odabasi, and Kuzu, 2013; Gokbulut, 2020). Conversely, studies have also been conducted
on high school (Zeybek, 2019) and primary school students (Bozkurt and Cakir, 2016; Karakas, 2015;
Oniir and Kozikoglu, 2019).

A study examining the level of use of 21st-century learning skills in school activities by middle school
students determined that students exhibited good levels of active learning, problem-solving, learning
to learn, collaboration, and communication skills (Bozkurt and Cakir, 2016). In a study examining
middle school students' 21st-century learning skills, it was found that middle school students generally
perceived their 21st-century learning skills to be at a high level (Oniir and Kozikoglu, 2019). Another
study examined the 21st-century skills of eighth-grade students in science classes and found that
students exhibited high levels of cognitive, affective, and socio-cultural dimensions of 21st-century
skills (Karakas, 2015).

In addition to studies related to students, there are also studies related to the curriculum. In a study
of the curriculum, the 2018 Eighth Grade Turkish Curriculum was evaluated in terms of 21st-century
skills. It was found that some skill areas were given more emphasis than others (Kayhan, Altun, and
Giirol, 2019). In a further study on the curriculum, the 2018 Middle School Turkish Course Curriculum
was examined in terms of 21st-century skills according to teacher opinions (Baras: and Erdamar, 2021).
Furthermore, it is evident that there are studies aimed at developing scales to measure the levels of 21st-
century skills among middle school students (Diizgiiner, Karabulut, and Kariper, 2022; Kalemkus and
Bulut Ozek, 2022; Mete, 2021; Yildirim Déner and Demir, 2022).

It can be observed that the curricula implemented in middle schools in and after 2018 also include
competencies related to 21st-century skills. The 2018 middle school programmes define eight key
competencies that are planned to be instilled in students (Ministry of National Education [MEB], 2018a;
MEB, 2018b; MEB, 2018c; MEB, 2018d; MEB, 2018e; MEB, 2018f; MEB, 2018g). Some of these
competencies can be considered to be related to 21st-century skills. For instance, the evaluation of
mathematical competence and basic competencies in science/technology, digital competence, learning

to learn, and social and civic competences can be conducted within this scope.

An examination of the 21st-century skills of middle school students provides insights not only into
the education system but also into the future of society. Those who possess 21st-century skills are better

able to access information and adapt more readily to the constantly changing technological
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environments that are becoming increasingly prevalent in modern society. Furthermore, it is anticipated
that they will possess advanced abilities to navigate challenges related to cultural diversity and global
issues. Consequently, the examination of 21st-century skills in primary school students is regarded as a
crucial aspect in the development of both educational programmes and pedagogical approaches. The
dearth of research on this topic in the existing literature increases the significance of this study. The
objective of this study is to examine middle school students' perceptions of 21st-century skills in terms

of various variables.

The objective of this study is to examine the perceptions of middle school students regarding 21st-

century skills. In order to achieve this objective, the following questions are planned to be addressed:
The first question to be addressed is:

1. What are the levels of 21st-century skills among middle school students?

2. Does the level of 21st-century skills among middle school students vary significantly based on
gender, status as a transported student, grade level, parents' educational level, and family residence
location?

3. Does the level of 21st-century skills among middle school students predict their previous year's

report card grades?

Methodology

The study in question employs a relational survey model, which is one of the quantitative research
designs. The survey model is a research approach that aims to describe an existing situation as it is,
without introducing any bias or preconceptions. In the relational survey model, which is conducted to
determine the relationship between two or more variables, the objective is to ascertain whether the

variables change in concert and, if so, to determine the manner of this change (Karasar, 2015).

Study Group

The purposive (judgmental) sampling technique was employed in the selection of the sample. In the
purposive sampling technique, the selected elements are individuals who are believed to be able to
provide insight into the research problem. The selection is made according to the researcher's judgment
(Coskun, Altunisik, Yildirim, 2019). The data were collected from students attending nine of the 29
schools located in the city centre and Refahiye district of Erzincan in the Eastern Anatolia Region. It is
assumed that the sample represents the population. The distribution of students who participated in

the study on a voluntary basis according to various variables is presented in the table below.

Table 1. Distribution of students in the study group according to gender, grade level, and mode of transportation

to school

Variable Sub-dimension Frequency Percentage

Gender Female 160 43,1
Male 211 56,9

Grade Level 5 90 243
6 108 29,1
7 106 28,6
8 67 18,1

Transportation to School Transportation Provided 134 36,1
Not Provided 237 63,9
Total 371 100,0
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Table 1 presents the frequencies and percentages related to the gender, grade level, and school
transportation status of the students in the study group. A total of 371 students were included in the
study, with 160 identified as male and 211 as female. The students were distributed across the following
grades: 90 in fifth grade, 108 in sixth grade, 106 in seventh grade, and 67 in eighth grade. It is assumed

that the number of students reached represents the population.
Data Collection Tools

A personal information form and the 21st Century Skills Scale for Middle School Students (21.YYBO),
developed by Mete (2021), were employed as data collection tools. The 21.YYBO is a unidimensional
scale comprising 12 items. The scale, which is designed in a five-point Likert format, is intended to
assess the general 21st-century skills of middle school students. Exploratory factor analysis (EFA) and
confirmatory factor analysis (CFA) were conducted on the scale, and the resulting values were deemed
appropriate. The internal consistency coefficient for the developed scale was calculated to be 0.81, while
the test-retest reliability coefficient was found to be 0.72. The internal consistency coefficient calculated

in the current study was found to be 0.85.

The aforementioned studies, conducted within the scope of developing the 21st Century Skills Scale for
Middle School Students, indicate that the scale is a valid and reliable measurement tool. The personal
information form includes questions pertaining to the gender, grade level, status as a transported
student, parents' educational level, and previous year's grade promotion status of the middle school

students.
Data Collection

Prior to the commencement of data collection, the necessary permissions were obtained from the
Human Research Ethics Committee of the Faculty of Educational Sciences at the university situated in
the province where the research was conducted. The decision was dated 31/10/2022 and numbered
10/11. Subsequently, the requisite permissions were obtained from the Provincial Directorate of
National Education, the body responsible for the research. Finally, the school principals were contacted
in order to collect data from the students. The data was collected at times deemed appropriate by the

administration.
Analysis of Data

In order to address the initial research question, the arithmetic mean and standard deviation were
calculated, and subsequent analyses and evaluations were conducted based on these values. In order to
address the second research question, the suitability of the data for parametric tests was evaluated. The
Kolmogorov-Smirnov test was performed for this purpose, but it was found that the test did not meet
the normality condition. Conversely, Sencan (2005) posited that the non-compliance of test results for
large sample data with the normality condition is not practically significant. In such instances,
histograms, box plots, and normal probability data should be examined. Consequently, in order to
ascertain whether the data satisfied the parametric test conditions, the kurtosis and skewness
coefficients were analysed in addition to a graphical examination. The examinations demonstrated that
the distributions exhibited characteristics consistent with a normal distribution. Consequently,
independent group t-tests and one-way ANOVA tests were employed to address the second research
question. The Central Limit Theorem states that, regardless of the distribution of the population, the
sample mean is approximately normally distributed for n>30. Furthermore, as the sample size increases,

the shape of the distribution approaches a normal distribution. Consequently, the validity and reliability
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of inferences about the parameters are enhanced (Privitera, 2015; Wilcox, 2012; Roussas, 2007). For this
reason, independent group t-tests and one-way ANOVA tests were employed for comparisons other
than the father's educational status in the second research question. In order to analyse the father's
educational status, the Kruskal-Wallis H test was conducted, given the low number of measurements
in the subgroups. In order to address the second research question, a series of statistical tests were
employed, including independent group t-tests, one-way ANOVA tests, and Kruskal-Wallis H tests. To

address the third research question, a simple linear regression analysis was conducted.

Findings

The findings regarding the 21st-century skill levels of middle school students are as
follows:

Table 2. The highest, lowest measurements, arithmetic mean, and standard deviations regarding students’
responses to the 21st Century Skills Scale (21.YYBO) items are as follows (N = 371):

PROPOSALS Min. Max. X Ss

1. T know how to learn effectively. 1 5 3,81 1,03
2. I share the knowledge I acquire through various means (written, verbal, etc.). 1 5 3,50 1,30
3. I utilize existing evidence to assess. 1 5 391 1,13
4.1 collaborate with my peers. 1 5 3,95 1,22
5. I explore opportunities given to me to learn. 1 5 4,03 1,08
6. I work productively within a group. 1 5 395 1,13
7.1 work in harmony with my groupmates. 1 5 4,17 1,12
8. I respect diverse opinions during group work. 1 5 422 1,10
9. I evaluate the accuracy of the information I obtain. 1 5 3,82 1,18
10. I access information that helps solve problems. 1 5 399 1,08
11. T question the reliability of the sources from which I obtain information. 1 5 3,83 1,20
12. I know which sources are reliable when conducting research. 1 5 3,76 1,21
Total 12 60 46,92 8,42

The responses of the students to the "21. YYBO" are presented in Table 2. The mean score on the
scale, comprising 12 items, is 46.92. Upon conversion of the aforementioned score, which ranges from a
minimum of 12 to a maximum of 60, to a 100-point system, the average score is 72.75. This finding

indicates that the student group participating in the study has a satisfactory level of 21st-century skills.

Upon examination of the students' responses to each item on the scale individually, it was observed
that the highest score was achieved for item eight (4.22), while the lowest score was recorded for item
two (3.50). The results indicate that students' skill scores related to group activities are higher than those
related to individual activities. Although the average scores are at a satisfactory level, it is evident that
students exhibit deficiencies in the sharing of information acquired through diverse sources, the
identification of reliable sources for research, the development of effective learning strategies, the
questioning of the accuracy of information obtained, and the assessment of the reliability of sources
from which information is obtained. Conversely, it has been established that they exhibit above-average

proficiency in respecting diverse opinions during group work, working in unison with their group
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members, identifying opportunities for learning, accessing information to resolve any issue,

collaborating with their peers, and functioning productively within a group.

The findings related to the 21st-century skill levels of middle school students concerning
gender, being a transported student or not, grade level, parents' educational level, and
family's place of residence:

Table 3. Independent samples t-test results for students’ 21st-century skill scores by gender and mode of
transportation to school.

Variable Category N X Ss df t p

Gender Female 160 47,22 7,75 369 ,585 ,559
Male 211 46,70 8,91

Transportation Shuttle 134 47 59 8,93 369 1,144 ,253
Non-Shuttle 237 46,55 8,12

The results of the independent samples t-test for students' 21st-century skill scores based on gender
and mode of transportation to school are presented in Table 3. No significant difference was found
between the mean 21st-century skill scores of students based on gender (t (369) = .585, p >.05). Although
the mean score for female students (47.22) is slightly higher than that for male students (46.70), the

difference is not statistically significant.

With regard to the issue of transportation to school, the relevant data has been divided into two
categories: those students who are transported to school and those who are not. Students residing in
small settlement units, such as villages without middle schools, are included in the transported student
category. The results indicate that there is no statistically significant difference in the average skill scores
of students based on the mode of transportation (t (369) = .253, p > .05). The mean score of students in
the transported group (47.59) is slightly higher than that of students in the non-transported group
(46.55). Nevertheless, it has been established that the discrepancy is not statistically significant. Table 4

presents the 21st-century average scores of students according to their grade levels.

Table 4. Students' 21st century scores by grade level

Grade Level N X Ss

5th Grade 90 48,03 9,59
6th Grade 108 46,54 9,00
7th Grade 106 46,77 8,13
8th Grade 67 46,30 5,89
Total 371 46,92 8,42

Descriptive statistics for 21st-century skill scores by students' grade level are provided in Table 4.
The group with the highest average is the fifth grade (48.03), while the group with the lowest average
is the eighth grade (46.30). The results of the ANOVA test for 21st-century skill scores by students' grade

levels are shown in Table 5.

Table 5. Results of one-way ANOVA test for 21st-century skills scores by students’ grade levels.

Source Sum of Squares Sd Sum of Squares F p
Between Groups 155,539 3 51,846 ,729 ,535
Within Groups 26090,348 367 71,091

Total 26245,887 370

The results of the one-way ANOVA test regarding the 21st-century skill scores by students' grade
levels are presented in Table 5. The results indicated that there was no statistically significant difference
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in the average 21st-century skill scores of students according to grade level (F (3-367) = .729, p > .05).
Although there are minor discrepancies in the mean scores of student groups by grade level, these
differences are not statistically significant. Table 6 presents the average 21st-century skill scores of

students according to their mothers' educational status.

Table 6. Students’ 21st-century skill scores according to maternal education level

Grade Level N X Ss

Primary school graduate or without diploma 56 46,25 7,44
Middle school graduate 61 47,11 6,30
High school graduate or equivalent 133 47,71 8,20
University graduate 121 46,28 9,90
Total 371 46,92 8,42

Table 6 presents the mean and standard deviation of students' 21st-century skill scores, stratified by
their mothers' educational attainment. The highest score based on the level of education attained by the
students' mothers is observed among those whose mothers have graduated from high school or an
equivalent qualification, with an average score of 47.71. In contrast, the lowest average score is observed
among students whose mothers have only completed primary school or have no diploma, with an
average score of 46.25. It can be posited that the 21st-century skill score averages of students grouped
into four categories based on their mothers' education level are relatively similar. The results of the
ANOVA test for the average 21st-century skill scores of students grouped by their mothers' education

level are presented in Table 7.

Table 7. The results of the one-way ANOVA test for students’ 21st-century skill scores by maternal education

level are as follows:

Source Sum of Sd Sum of F p
Squares Squares

Between Groups 159,180 3 53,060 ,746 ,525

Within Groups 26086,707 367 71,081

Total 26245,887 370

The one-way ANOVA test results regarding the 21st-century skills scores of students are shown in
Table 7, stratified by educational status. The results of the one-way ANOVA test indicated that there
was no significant difference in the mean 21st-century skill scores according to the educational status of
the mothers of the students (F (3-367) = .746, p > .05). The mean 21st-century skill scores of students
according to the educational status of their fathers were presented in Table 8 using the Kruskal-Wallis
H test.

Table 8. The Kruskal-Wallis H test results for students’ 21st-century skill scores by paternal education level are

as follows:
Grade Level N Rank Average df Kruskal-WallisH p
Primary school graduate or without diploma 19 159,58 3 4,928 177
Middle school graduate 39 169,68
High school graduate or equivalent 150 179,64
University graduate 163 198,83
Total 371

The results of the Kruskal-Wallis H test regarding students' 21st-century scores based on their
fathers' educational status are presented in Table 8. It can be observed that as the father's educational

status increases, the rank average also increases. The lowest rank average is observed in students whose
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fathers have completed elementary school or do not possess a diploma (159.58), while the highest rank
average is observed in students whose fathers have completed university (198.83). The Kruskal-Wallis
H test results indicate that there is no significant difference in the rank averages of students' 21st-century
skills scores based on their fathers' educational status (KWH = 4.928, p > .05).

Table 9. Simple linear regression analysis results for predicting the 21st-century skills score based on the previous

year’s academic performance score

Unstandardized Standardized
Coefficients Coefficients
Model B Std. Error Beta t p
(Intercept) 37,189 2,760 13,472 ,000°
Achievement Status ,112 ,031 ,183 3,571 ,000°
R =.183 R2=.033 F (1-369) =12.749, p < .01 p<.01

The results of a simple linear regression analysis predicting students' previous year class passing
scores from 21st-century skill scores are presented in Table 9. A positive and statistically significant
correlation is observed between the two variables (r =.183, p <.01). The results of the one-way ANOVA
test (F (1-369) = 12.749, p <.01) indicate that the established regression model is generally significant (3
=.183, t=3.571, p < .01).

The findings of the regression analysis indicate that the previous year's success score is a significant
predictor of 21st-century skill scores in a positive direction. As the student's previous year class passing
score increases, so too does their 21st-century success score. It is evident that 3.3% of the variability in

the 21st-century success score can be attributed to the previous year's success score.

Discussion, Conclusion, and Recommendations

The grade level of middle school students does not appear to impact the development of 21st-century
skills. It can be reasonably assumed that as the grade level of students increases, their 21st-century skill
scores will also rise. However, the findings of this study do not support this expectation. The findings
regarding grade level from this study are comparable to those of a study on rural middle school
students' 21st-century skills (Yiiksel et al., 2023). However, a study found that as the grade level
increases, the level of middle school students' 21st-century learning skills decreases (Bozkurt and Cakar,
2016). In a separate study (Oniir and Kozikoglu, 2019), it was observed that students in the seventh
grade exhibited higher levels of 21st-century learning skills than those in the eighth grade. The findings
of this study are more positive than those of previous studies, but they still fall short of expectations.
Nevertheless, the positive reflection in this study may be attributed to the programme changes made in
2018. Nevertheless, it can be argued that expectations have not been met due to the lack of an increase

in 21st-century skill levels in line with the increase in grade level.

In middle school programs, eight key competencies have been identified, and it is anticipated that
these competencies will be acquired by students (MEB, 2018a; MEB, 2018b; MEB, 2018c; MEB, 2018d;
MEB, 2018e; MEB, 2018f; MEB, 2018g). Some of these competencies can be said to be related to 21st-
century skills. For instance, mathematical competency and basic skills in science/technology, digital
competency, learning to learn, and social and citizenship-related competencies can be evaluated within
this scope. It is anticipated that as the level of the class increases, students will also demonstrate an
enhanced proficiency in these skill and competency areas. Given that some of the competencies and

skills are related to 21st-century skills, it can be expected that there will be an increase in 21st-century
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skill scores in parallel with the increase in class levels. However, the findings obtained indicate that
these expectations are not met. Furthermore, it can be posited that certain fundamental competencies
within the Social Studies Curriculum (MEB, 2018f), such as critical thinking, communication, evidence-
based reasoning, decision-making, problem-solving, social participation, and innovative thinking, are

also associated with 21st-century skills.

In a study evaluating the Turkish language teaching programme (2018) based on teacher opinions
(Barast and Erdamar, 2021), teachers highlighted that students' critical thinking and problem-solving
skills are inadequate. In a study examining the Turkish Language Teaching Program-2018 achievements
in terms of 21st-century skills (Kurudayioglu and Soysal, 2019), it was stated that the achievements
related to the updated 2018 program for 21st-century skills are not adequately and balanced. In a further
study (Erdamar and Barasi, 2021), it is observed that all 21st-century skills are included in the Turkish
Language Teaching Program's achievements, although the proportion of skills included is relatively
low. In a study examining the Social Studies Teaching Program and textbooks in terms of 21st-century
skills (Demir and Ozyurt, 2021), it was highlighted that the achievements, activities, and questions are
inadequate due to the limited number of skills included. In a related study on the Middle School
Physical Education and Sports Teaching Program (Isikgoz, 2021), it was observed that while critical
thinking and problem-solving skills are included, other skills receive less emphasis, and technology
literacy skills are not addressed at all. These deficiencies may also be a contributing factor to the

observed lack of growth in 21st-century skills as students progress through the grades.

The instrument employed for data collection is designed to assess students' perceptions. It is possible
that a student's perception of their skill level may differ from their actual skill level. Consequently,
although a student may demonstrate an increase in 21st-century skills as they progress through their
academic career, their perception of their own abilities may remain unchanged. It is possible that the
student's skill level in the 21st century may differ from their perception of their 21st-century skill level.

Nevertheless, further research could be conducted on this matter.

The parental education level is not a significant variable in the 21st-century skill level. The relevant
literature contains a number of different findings. The study by Yiiksel et al. (2023) provides further
support for this finding. Nevertheless, a different study by Oniir and Kozikoglu (2019) revealed that
students in middle school whose parents are illiterate exhibited significantly lower levels of 21st-century

learning skills than their counterparts.

The previous year's success grade of middle school students is a significant predictor of 21st-century
skills level in a positive direction. The level of 21st-century skills tends to fluctuate in parallel with the
previous year's report card grade. Students who are successful in their studies tend to exhibit higher
levels of success in 21st-century skills, while those who are less successful tend to exhibit lower levels
of success in these skills. This finding is consistent with expectations. A study evaluating the 2018
Turkish Language Course Curriculum in terms of 21st-century skills (Kayhan, Altun, and Giirol, 2019)
found that the curriculum includes 21st-century skills in texts and activities, but a balanced distribution
is not made. In the same study, it was observed that while some skill areas are given greater emphasis,
others are given less. Despite the Turkish language teaching programme's goal of training individuals

equipped with 21st-century skills, this objective is not sufficiently adhered to in the achievements.

Recommendations
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It is recommended that middle school students be encouraged to develop their 21st-century skills. It has
been observed that students receive relatively low scores in the sharing of acquired information through
different channels, including written and oral forms. It is recommended that activities be incorporated
into the new curriculum to enhance the aforementioned skills. It is similarly anticipated that as students
progress through the educational system, their 21st-century skills will continue to evolve. However, the
findings of this study indicate that this expectation is not consistently met. The mounting pressure on
students in relation to the central examination within the Transition to High School System (LGS), which
8th-grade students take concurrently with an increase in their grade level, may have an impact on the
formation of this result. The score obtained by the student in the LGS exam is considered to be a more
significant indicator of student success than the grades on their report card. No study has yet been
conducted to determine whether the LGS exam is an effective measure of 21st-century skills. It would

be beneficial to conduct further studies in this context.
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Bu aragtirmada, ortaokul 6. smf &grencilerinin matematik problemi ¢dzme tutumlarmn | Gelis: 22/11/2023
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tizere toplam 95 gondillii altinc smif 6grencisine ulasilmistir.6.sif 6grencilerinin problem ¢ézme
tutumlarina yonelik 19 maddeden olusan 5'1i likert tipi 6lgek uygulanmistir. Olgek iki boyutlu olup
ilk boyutunda yer alan 10 madde problem ¢6zme ile ilgili hoslanim boyutu faktér 1, ikinci
boyutunda yer alan 9 madde ise 6grencilerin problem ¢6zerken 6gretim boyutu faktor 2 olarak
kodlanmigtir. Calismanin sonucunda matematik problemi ¢6zme tutum Olcegi ortalama
puanlariin cinsiyetleri arasinda istatistiksel acidan anlamh bir farklilik olmadig1 belirlenmistir.
Ogrencilerin matematik problemi ¢ozme tutum dlgegine ait faktdr 1 puanlart ile cinsiyetleri arasinda
istatistiksel agidan anlamli bir farklilik olmadig (p>0.05), faktor 2 puanlari ile cinsiyetleri arasinda
istatistiksel acidan anlamli bir farklilik oldugu (p>0.05) saptanmistir. Ogrenci tutumlarinn
belirlenmesi disinda 6grencinin matematik ve problem ¢6zme ile ilgili olumsuz tutumlarinin nigin
olustugu arastirilabilir.
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Giris
Matematik, soyut diisiinceleri sistematik bir bicimde ifade edebilmeyi saglayan evrensel bir dil, kiiltiir
ve yazilim teknolojisidir (Cekici ve Yildirim, 2015). Ayrica, evrenin daha iyi anlasilmasina ve genis bir
bakis agisinin kazanilmasma katki saglamaktadir (Hacisalihoglu ve Mirasyedioglu, 2004). Ayrica

matematik dogada var olan ve insanlarin fark etmesi sonucunda ortaya ¢ikan bir bilim olarak ifade
edilmektedir (Altun, 2015).

Matematik, belirli bir diizeni ve mantiksal bir siralamasi olan kavramlar ve igslemler tizerine kurulan,
bu diizenin kesfi, analizi ve anlamlandirilmasi i¢in zaman ve gayret gerektiren oriintii ve diizen
bilimidir (Van de Walle et al, 2019). Baska bir tanimda ise matematik, herhangi bir durum karsisinda
analitik diistinme, muhakeme etme, elestirel diisiinme ve problem ¢dzme gibi becerilerle siki1 bir iliskisi
bulunan, sistemli ve kararl bir sekilde gelistirilebilen bir diisiinme siireci olarak tanimlanmistir (Milli
Egitim Bakanligi [MEB], 2018). Ote yandan gerek giindelik yasamda gerekse bilimsel ve teknolojik
alanda matematiksel bilgiye ihtiya¢ duyulmakta, profesyonel meslek yasamlarinda matematiksel
diisiinme ve problem ¢6zme becerisi daha fazla 6ne ¢ikmakta ve pek ¢ok meslek dalinda matematige
ihtiya¢ duyulmaktadir (National Council of Teachers of Mathematics [NCTM], 2000).

Matematik bilgiyi isleyebilen, analiz etme, yorumlama ve bu dili kullanarak problem ¢6zmeyi icerir
(MEB, 2018). Matematikte problemin tanimi konusunda ¢esitli kaynaklardan farkli tanimlamalara
rastlanmaktadir. En genel anlamiyla bir problem; karmasik ya da sonucu belirsiz bir sorudur (Canake1
ve Ozdemir, 2011). Problem ¢dzme; genel olarak bilimsel bir konuda acik bir sekilde tasarlanan fakat
hemen ulasilamayan bir hedefe ulasabilmek icin bilingli olarak arastirma yapmaktir (Canake¢t ve
Ozdemir, 2011). Matematikte problem ¢dzme ise, matematigin yapisi geregi sorunun zihinsel siireglerle

gerekli bilgileri kullanarak ve islemleri yaparak ortadan kaldirilmasidir (Altun, 1995).

Problem ¢6zme becerisine sahip olma giiniimiizde ©nemli bir gereklilik olarak goriilebilir.
Matematik 6gretiminin en temel hedeflerinden biri ezbere ve tekrara dayali olarak matematiksel
islemler yapan bireyler degil de problem ¢6zebilen, problemi kendi icerisinde muhakeme edebilen
bireyler yetistirebilmektir (Aydogdu ve Ayvaz, 2008). Bu baglamda 0grenme-6gretme siirecinde
ogrencilerin aktif olmalarinin 6nemi vurgulanmaktadir. Matematik egitiminde problem ¢dézmeye

yonelik vurgu arttikga 6grencilerin problem ¢6zme tutumlarinin incelenmesi de 6nemli hale gelmistir.

Yasamin bir pargasi olan matematik sadece egitimsel olarak fayda saglamak yerine toplumsal
yasantinin bir parcasi ve problem ¢6zme siirecinin en 6nemli destekleyicisidir (Orbeyi ve Giiven, 2008).
Bireylerin toplumsal olarak var olabilmesi i¢in gesitli beceriler gelistirmesi ve bireysel ¢caba harcamalari
gerekmektedir. Bireysel caba harcayan kisilerin gelisimlerinin temelinde ise 6z yeterlilikleri algilar
onem kazanmaktadir. Oz yeterlilik tanimlarindan yola gikarak 6grencinin matematikle ilgili gorevleri
basartyla tamamlamas: icin yetenegine dair yargilari matematik 6z yeterliligini olusturmaktadir
(Pajares ve Kranzler, 1995). Hackett ve Betz (1989) ise matematik 6z yeterliligi 6grencinin matematiksel

bir gorevi basarili sekilde bitirmesi i¢in kendine giiveni degerlendirmesi olarak tanimlamaktadir.

Bandura (1997) ¢alismasinda 6z yeterliligi, bireyin basar1 gostermek i¢in ihtiyaci olan faaliyetleri ve
diislinceleri bir araya getirerek pozitif anlamda gelistirmesi seklinde tanimlamistir. Oz yeterlilik bir
kisinin bir isi basarmak i¢in kendisine olan inanci ve diisiincesidir (Senemoglu, 2003). Oz yeterlilik
tanimlarindan yola ¢ikarak matematikte 6z-yeterlilik kavrami, bir kisinin matematikle ilgili gérevleri

basartyla tamamlamasi icin kendi yetenegine iliskin inang ve tutum seklinde tanimlanabilir. Problem
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ise ¢oziimiin bulunmasi ya da gosterilmesi gereken fakat nasil bulunacag: veya gosterilecegi mevcut

bilgilerle bir bakista belli olmayan bir durumdur. Yani problem ¢ézme bir diisiinme meselesidir.

Tiirkiye’de 2018 yilinda yiiriirliige konulan matematik 0gretim programinda, problem ¢6zme
matematik egitiminin ayrilmaz bir parcasi olarak ele alinmis ve 6grencilerin bu beceriyi kazanmasi
gerekliligi vurgulanmistir (MEB, 2018). Matematik 6gretim programinda, yasaminda matematigi
kullanabilen, problem ¢6zebilen ve diisiincelerini paylasabilen, matematikte 6z giiven duyabilen ve

tutum gelistirebilen birey yetistirilmesi biiyiik 6nem tasimaktadir (MEB, 2018).

Ogrencilerin matematige veya diger derslerine kargi sahip olduklari olumlu ya da olumsuz bakis
agisinin temelinde kendileri yonelik 6z yeterliliklerinin oldugu diistiniilebilir. Kisinin kendisini hazir
hissetmesi, kendini motive etmesi, basarmaya olan inanci vb. durumlarin 6grenme ve problem ¢ézme
durumlarina yaklasimimni olumlu ya da olumsuz bir sekilde etkileyebilir. Buradan yola ¢ikarak

ogrencilerin 6z yeterliliklerinin matematik problemlerini ¢dzmelerine etki edecegi ifade edilebilir.

Egitim programlarinda, 6grencilere kazandirilacak davranislarin neler oldugu nelerin amaclandig:
ayrintili sekilde anlatilmaktadir. Ayrica ders kitaplar: ile birlikte bu amaglarin hangi etkinliklerle
ogretilebilecegi ortaya konulmaktadir (Ozgelik, 2010). Matematik dersinin 6gretimi ile ilgili
kazandirilacak davraniglar ve bunlar1 kazandirmaya yonelik etkinlikleri iceren programlar
diizenlenmektedir. Bu programlar 6grencilerin amaglar dogrultusunda kendilerini diizenlemelerine ve
basarmak icin kendilerini giidiileyerek istenilen noktaya gelmelerini saglamak icin hazirlanmaktadir.
Ogretim programlari cesitli becerileri kazandirmay1 amagladig gibi 6grencilerin bireysel farkliliklarim

da g6z oniinde bulundurmaktadairlar.

MEB (2018) egitim programinda yer alan “Problem ¢6zme siirecinde kendi diistince ve akil
ylriitmelerini rahatlikla ifade edebilecek, baskalarinin matematiksel akil yiirtitmelerindeki eksiklikleri
tutum gelistirerek matematiksel problemlere 6z giivenli bir yaklasim gelistirecektir.” 6zel amagclara
bakildiginda problem ¢dzme siireci ve dgrencilerin matematige kars: tutumlar ile kendilerine olan

giivenlerinin problem ¢dzmedeki énemi ortaya konulmaktadir.

Calismada 6grencilerin cinsiyetlerine bagli olarak matematik problemi ¢6zme tutumlarinin, problem
¢ozme hoslanim ve problem ¢6zme 6gretim boyutunda incelenmesi amaglanmaktadir. Bu dogrultuda

asagidaki sorulara cevap aranmaktadir.

1.0grencilerin matematik problemi ¢zme tutum dlgegi ortalama puanlarinin cinsiyetleri arasinda

istatistiksel acidan anlamli bir fark var midir?

2. Ogrencilerin matematik problemi ¢ézme tutum &lgegi alt boyut puanlarinin (faktér 1 ve faktor 2)

cinsiyetleri arasinda istatistiksel agidan anlamli bir fark var midir?

Yontem

Nicel arastirma yaklasiminin benimsendigi bu arastirmada tarama modeli yontemi kullanilmistir. Nicel
arastirma yontemi degiskenleri ve iligkileri dlgebilen, standardize veri toplama araglar: kullanimina izin
verebilen arastirma yontemidir (Biiyiik-Oztiirk, Kilig-Cakmak, Akgiin, Karadeniz, & Demirel, 2013).
Ayn zamanda niceliksel veriler toplayarak ve istatistiksel, matematiksel veya hesaplama teknikleri
uygulayarak fenomenlerin sistematik bir arastirmasi olarak tanimlanmaktadir (Biiyiikoztiirk vd., 2013).
Tarama yontemi ise, betimleyici bir arastirma yontemi olup bir konuya iliskin katilimcilarin

goriislerinin ya da ilgi, beceri, yetenek, tutum vb. Ozelliklerinin belirlendigi genellikle diger
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arastirmalara gore daha biiyiik orneklemler iizerinde yapilan arastirmalar: ifade etmektedir (Karasar,
2003).

Evren ve Orneklem

Arastirma evreni 2022-2023 egitim Ogretim yilinda egitim goren 6. siuf 6grencileridir. Arastirmanin
orneklemi 2022-2023 egitim-0gretim yilinin devlet okullarina bagh ortaokullarda 6grenim goren 56 kiz
39 erkek olmak tizere toplam 95 gondillii ortaokul 6. simif 6grencisinden olugsmaktadir. Arastirmanin
uygulanacag1 6grencilerin secilme ihtimalleri ayni oldugundan ve biitiin evreni kapsamasi agisindan
basit seckisiz 6rnekleme yontemi kullanilmistir. Basit seckisiz 6rnekleme yonteminin en giiclii yani

orneklemin evreni temsil etme diizeyinin yiiksek olmasidir (Biiyiikoztiirk vd., 2013).
Veri Toplama Araglarn

Bilissel, duyussal ve davranissal ifadeleri i¢inde barindiran toplam 19 maddeden olusan 6.smnif
ogrencilerinin matematik problemi ¢6zme tutumlarinin belli boyutlarda oOl¢gmeyi amaglayan
(Matematik Problemi Cézme Tutum Olcegi (MPCTO)), gegerlik ve giivenirlik ¢alismasi yapilmis bir
olgme aracidir. Canaker ve Ozdemir (2011) tarafindan gelistirilen 6l¢ek iki boyutlu olup ilk boyutunda
yer alan 10 madde problem ¢6zme ile ilgili hoslanma boyutu, ikinci boyutunda yer alan 9 madde ise
ogrencilerin problem ¢dzerken 6gretim boyutunu Slgmektedir. Olgek 51i likert tipi bir dlgek olup
kesinlikle katiliyorum (5), katiliyorum (4), kararsizim (3), katilmiyorum (2), hi¢ katilmiyorum (1)

seklinde derecelendirilmistir.

Gelistirilen MPCTO icin ilgili literatiirden ve uzman goriisiinden yararlarularak faktor analizi
yapildigy, faktor 1 ve faktor 2’'nin toplam varyans miktar1 %42,693 olarak bulundugu tespit edilmistir.
Madde toplam, madde kalan ve madde ayirt edicilik indeksleri ayr1 ayr1 hesaplanmis 19 maddenin
tamaminin 6lgekte kalmasina izin verildigi goriilmiistiir. MPCTO nin gecerlik calismalar1 kapsaminda,
igerik ve yap1 gegerliginin sinanmasina yonelik tekniklerden yararlanilmistir. Cronbach alfa ig tutarlik
katsayilar1 ise MPCTO'niin tiimii icin 0.848, alt dlgekleri MPCTO-H ve MPCTO-O igin sirasiyla 0.869 ve
0.777 olarak hesaplandig: tespit edilmistir.

Verilerin Analizi

Arastirma sonucunda elde edilen verilerin analizi i¢in SPSS 23.0 paket programi ve Excel yazilim
programi kullanilmistir. Calismada elde edilen 6lgek puaninin normal dagilima uygunlugunun
belirlenmesi amaci ile normallik testleri uygulanmistir. Orneklem sayis1 50’den fazla oldugu igin
kolmogrov smirnov test sonuglar1 dikkate alinarak normallik yorumlanmistir. Normallik testine iliskin

sonuglar asagida paylasilmistir.

Tablo 1. Normallik Testi

Kolmogorov-smirnov* Shapiro-wilk
statistic df sig. statistic df sig.
Ortalama ,076 95 ,020° ,986 95 ,148

*p<0,05

Tablo 1 incelendiginde normallik testi sonuglarina gére anlamhilik degerinin .05ten kiigiik oldugu
dolayisiyla normal dagilim gosterdigi goriilmektedir (p=.02 <0,05). Ayrica verilere ait garpiklik ve
basiklik katsayisi incelendiginde, degerlerin +2, -2 araliginda oldugu goriilmiis ve normal dagilim
gosterdigi tespit edilmistir. Elde edilen veriler normal dagilim gosterdiginden 6grencilerin matematik
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problemi ¢dzme tutum Olgegi ortalama puanlarnin cinsiyete gore farklilasip farklilasmadiginm

belirlemek ve iki faktorlii olarak incelendiginden i¢in bagimsiz 6rneklemler t testi uygulanmaistir.
Bulgular

Bu aragtirmada bulgular arastirma sorulari kapsaminda iki baglik altinda sunulmustur. Ilk olarak,
cinsiyete gore problem c¢6zme tutumlarimin farklilik gosterip gostermedigine iligkin bulgular
sunulmustur. Ikinci olarak da problem ¢dzme hoglanim boyutunda ve problem ¢ozme Ogretim

boyutunda farklilik olup olmadigina iliskin bulgulara yer verilmistir.
Birinci alt probleme iliskin bulgular

Tablo 2. Ogrencilerin matematik problemi ¢ozme tutum Glcegi ortalama puanlarinin cinsiyete gore bagimsiz

drneklemler t testi analizi sonuclar

Cinsiyet N X S sd t 1%
Kiz 56 3,5243 ,33559 93 -1,610 11
Erkek 39 3,6422 ,37239

*p<0,05

Tablo 2’de goriildiigii gibi bagimsiz gruplar t testine gore 6. siif 6grencilerinin matematik problemi
¢0zme tutum Olgegi ortalama puanlari ile cinsiyetleri arasinda p (,11)>,05 oldugundan istatistiksel olarak
anlaml bir farklilik yoktur [tss=1,61, p>0.05]. Ogrencilerin problem ¢ézme tutumlarmnin cinsiyete gore
farklihik gostermedigi ifade edilebilir. Erkek ogrencilerin (X-3,62) kiz oOgrencilere (X-3,52) gore
matematik problemi ¢ozme tutum Olgegi ortalama puanlarmin yiiksek oldugu goriilmektedir. Bunun

olas1i nedeni ne olabilir?
Ikinci alt probleme iligkin bulgular

Tablo 3. Ogrencilerin matematik problemi ¢ozme tutum dlcegi alt boyut (faktdr 1 ve faktér 2) puanlarmin

cinsiyete gore bagimsiz Orneklemler t testi analizi sonuglar:

Cinsiyet N X S sd t p
Faktor1l Kiz 56 3,7942 ,34235 93 ,659 ,51
Erkek 39 3,7365 ,51275
Faktor2 Kiz 56 3,2259 47411 93 -3,371 ,00
Erkek 39 3,5413 ,40879

*p<0,05

Tablo 3'de goriildiigii gibi 6. smif dgrencilerinin matematik problemi ¢ézme tutum Olcegine ait
faktor 1 puanlar ile cinsiyetleri arasinda p (,51)>,05 istatistiksel acidan anlaml bir farklilik yoktur
[tos=,65, p>0.05]. K1z 6grencilerin (X=3,79) problem ¢6zme hoslanim ortalamalarinin erkek 6grencilerden
(X= 3,73) yiiksek oldugu goriilmektedir. 6. sinif dgrencilerinin matematik problemi ¢ézme tutum
Olcegine ait faktor 2 ile cinsiyetleri arasinda (,00<,05) istatistiksel olarak anlamli farklilik vardir [tos= 3,37,
p<0.05]. Erkek 6grencilerin (X- 3,54) problem ¢6zme 6gretim ortalamalarinin kiz 6grencilerden (X= 3,22)
yliksek oldugu tespit edilmistir. Problem ¢6zme hoslanim boyutunda anlaml bir fark olusmadig1 ancak
problem ¢ozme &gretim boyutunda anlamli bir farkliik oldugu tespit edilmistir. Anlamli farkliligin

erkek 0grenciler lehine oldugu sdylenebilir.
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Sonug, Tartisma ve Oneriler

Bu boliimde arastirma bulgular: sonucunda sonug, tartisma ve onerilere yer verilmistir. Problem ¢6zme
tutumlariyla ilgili sonuglar tartisilmis ve onerilere yer verilmistir.

Ortaokul 6.smif 6grencileri tizerinde matematik problem ¢dzme tutum Olgegine yonelik yapilan
aragtirma sonucuna gore matematik problemi ¢6zme tutum Slgegi ortalama puanlarinin 6grencilerin
cinsiyetlerine gore anlamli bir farklilik olusturmadig: sonucuna ulasilmistir. Benzer sekilde Bigen-
Kartal (2018) ve Tung ve Tasgin (2018) tarafindan yapilan ¢alismalarda arastirma sonuglarina paralel
olarak cinsiyet degiskenine bagli olarak anlamli problem ¢dzme tutumlarinin farklilik gostermedigi
tespit edilmistir. Farkl bir ¢alismada ise, kiz 6grencilerin matematik problemi olusturma, matematik
problemi ¢6zme ve matematige yonelik tutumlarinin erkek 6grencilerin tutumlarina gore daha yiiksek
oldugu tespit edilmistir (Katranci ve Sengiil, 2019). Derin (2006) calismasinda sekizinci simif
Ogrencilerinin problem ¢6zme ise cinsiyetleri arasindan anlamli bir farklihk oldugu sonucuna
ulagmustir.

Bu arastirmada, Ogrencilerin matematik problemi ¢6zme tutumlarmin 6lgek alt boyutlarinda
cinsiyete gore farklilik olusturup olusturmadigina yonelik hoslanim boyutunda anlamli bir farklilik
olusmadigr ancak ogretim boyutunda cinsiyete gore anlamli bir farklilik olustugu saptanmistir. Bu
durum matematik hoslanim boyutu faktor 1 ‘in cinsiyete gore farklilik olmadigini ve (Canakgi, 2008)
sonuglarindan farkli olarak kiz 6grencilerin ortalama puanlarimin az da olsa yiiksek oldugu sonucuna
ulasilmistir. Veri analizinden matematik problemi ¢6zme tutum 6lgegi 6gretim boyutu faktér 2'nin
cinsiyete gore anlamli farklilik oldugu ancak (Canakgi, 2008) calismasindaki sonuglardan farkl olarak
erkek 6grencilerin 6gretim alt boyutuna yonelik ortalama puanlarmin yiiksek oldugu goriilmiistiir.

Bu sonuglar dogrultusunda asagida verilenler 6nerilebilir:

> Ogrenci tutumlarinin belirlenmesi disinda dgrencinin matematik ve problem ¢ozme ile ilgili
olumsuz tutumlarinin nigin olustugu arastirilabilir.

> Matematik problem ¢dzmede olumsuz tutumlari olumluya cevirmek icin hangi yontem ve
tekniklerin ya da yaklasimlarin kullanilmasinin etkili oldugu arastirilabilir.

» Arastirma nicel arastirma yontemlerinde sinurli birakilmayip nitel arastirma yontemleriyle
desteklenerek yeni bulgulara ulasma imkani taninabilir.

> Coktan se¢gmeli sinavlarda (LGS) 6grencinin problem ¢dzme davranis ve tutumlarina etkisi ve

yansimalari arastirilabilir.
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Introduction

Mathematics is a universal language, culture and software technology that enables the systematic
expression of abstract thoughts (Cekici & Yildirim, 2015). Furthermore, it facilitates a deeper
comprehension of the universe and the acquisition of a broad perspective (Hacisalihoglu &
Mirasyedioglu, 2004). Furthermore, mathematics is regarded as a science that exists in nature and

emerged as a result of human understanding (Altun, 2015).

Mathematics is a science that studies patterns and order. Its concepts and operations are ordered and
logical, and they require time and effort to be discovered, analysed and understood (Van de Walle et
al., 2019). In another definition, mathematics is defined as a cognitive process that is closely related to
skills such as analytical thinking, reasoning, critical thinking, and problem solving in any situation. It
can be developed systematically and decisively (Ministry of National Education [MoNE], 2018).
Conversely, mathematical knowledge is essential in both daily life and scientific and technological
fields. Mathematical thinking and problem-solving skills are particularly crucial in professional
contexts, and mathematics is a fundamental component of numerous professions (National Council of
Teachers of Mathematics [NCTM], 2000).

Mathematics encompasses the processing, analysis, interpretation and resolution of information, as
well as the utilisation of this language to solve problems (MoNE, 2018). There is considerable diversity
in the definitions of the problem in mathematics, as evidenced by the various sources consulted. In the
most general sense, a problem is defined as a question with a complex or uncertain outcome (Canakg1
& Ozdemir, 2011). In general, problem solving is defined as the conscious conduct of research with the
objective of reaching a clearly defined goal within a scientific subject, although this goal may not be
immediately attainable. In contrast, problem solving in mathematics is the elimination of the problem
through the use of the necessary information and operations, which are carried out mentally due to the

structure of mathematics (Altun, 1995).

The ability to solve problems is a valuable skill in the modern world. One of the primary objectives
of mathematics education is to cultivate individuals who are adept at solving problems and reasoning
within the context of the problem itself, as opposed to individuals who are proficient in mathematical
operations based on rote memorization and repetition (Aydogdu & Ayvaz, 2008). In this context, the
significance of students' active participation in the learning-teaching process is underscored. As the
importance of problem solving in mathematics education has increased, it has become crucial to

examine students' problem-solving attitudes.

Mathematics, which is an integral part of life, is not only educationally beneficial but also plays a
significant role in social life and is a fundamental contributor to the problem-solving process (Orbeyi &
Giiven, 2008). In order to exist socially, individuals must develop a range of skills and engage in
individual efforts. In light of the development of individuals who make individual efforts, the
perception of self-efficacy assumes greater importance. In accordance with the definitions of self-
efficacy, students' judgments about their ability to successfully complete mathematics-related tasks
constitute mathematics self-efficacy (Pajares & Kranzler, 1995). Hackett and Betz (1989) define
mathematics self-efficacy as a student's assessment of their self-confidence in successfully completing a

mathematical task.

In his study, Bandura (1997) defined self-efficacy as an individual's positive development, whereby

the activities and thoughts necessary for success are brought together. Self-efficacy can be defined as a
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person's belief and opinion about their ability to accomplish a task (Senemoglu, 2003). In light of the
definitions of self-efficacy, the concept of self-efficacy in mathematics can be defined as beliefs and
attitudes about one's own ability to successfully complete mathematics-related tasks. A problem is
defined as a situation in which a solution must be found or demonstrated, yet the manner in which it
will be found or demonstrated is not immediately apparent based on the available information. In other

words, problem solving is a matter of cognitive processes.

The mathematics curriculum implemented in Turkey in 2018 places significant emphasis on problem
solving, recognizing it as an essential component of mathematical education. This emphasis is reflected
in the curriculum's stated goal of fostering problem-solving skills in students (MoNE, 2018). In the
mathematics curriculum, it is of great importance to foster individuals who can utilise mathematics in
their lives, solve problems and share their thoughts, have self-confidence in mathematics and develop
attitudes (MoNE, 2018).

The self-efficacy of students can be considered to be the basis of their positive or negative
perspectives towards mathematics or other courses. A person's feelings of readiness, self-motivation,
belief in success, and so forth can have a positive or negative effect on their approach to learning and
problem-solving situations. It can be posited that students' self-efficacy will affect their mathematics

problem solving.

In educational programmes, the behaviours to be acquired by students and the intended outcomes
are explained in detail. Furthermore, the textbooks indicate which activities can be employed to teach
these objectives (Ozgelik, 2010). Programmes are established which include the behaviours to be
acquired in the teaching of mathematics courses and the activities through which these behaviours can
be gained. The objective of these programmes is to enable students to organise themselves in accordance
with the objectives and to motivate themselves to achieve and reach the desired point. In addition to

the acquisition of various skills, curricula also take into account the individual differences of students.

In examining the specific objectives outlined in the MoNE (2018) curriculum, it becomes evident that
students are expected to demonstrate the ability to express their thoughts and reasoning in a clear and
logical manner, as well as to identify and address any deficiencies or gaps in the mathematical reasoning
of others. Additionally, students are encouraged to cultivate a self-assured approach to mathematical
problems, which is believed to be fostered by a positive attitude towards mathematics, as evidenced by
their experiences in learning mathematics. The significance of the problem-solving process and

students’ attitudes towards mathematics and their self-confidence in problem-solving are elucidated.

The objective of this study is to examine the relationship between students' attitudes towards
mathematics problem solving and their gender, with a focus on the enjoyment of problem solving and
the instructional dimension of problem solving. In this context, the following questions are posed for

consideration:

1. Does the mean score of the mathematics problem-solving attitude scale differ statistically between

males and females?

2. Does the gender of the students have a statistically significant impact on their scores on the sub-

dimensions of the mathematics problem-solving attitude scale (factor 1 and factor 2)?
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Method

In this study, a quantitative research approach was employed, with the survey model method utilized
as the survey methodology. The quantitative research method is a research method that enables the
measurement of variables and relationships and the use of standardised data collection tools (Biiyiik-
Oztiirk, Kilig-Cakmak, Akgiin, Karadeniz, & Demirel, 2013). It is also defined as a systematic
investigation of phenomena by collecting quantitative data and applying statistical, mathematical or
computational techniques (Biiyiikoztiirk et al., 2013). In contrast, the survey method is a descriptive
research method and refers to studies conducted on larger samples than other studies. These studies
determine the views of participants on a subject or their interests, skills, abilities, attitudes, etc. (Karasar,
2003).

Population and Sample

The research population comprises sixth-grade students enrolled in the 2022-2023 academic year. The
sample for the research consisted of a total of 95 volunteer 6th grade students, 56 girls and 39 boys,
studying in secondary schools affiliated to public schools in the 2022-2023 academic year. In order to
ensure that the probability of selecting students to be included in the research was the same, and to
ensure that the entire population was covered, the simple random sampling method was employed.
The most significant advantage of the simple random sampling method is that the sample is highly
representative of the population (Biiyiikoztiirk et al., 2013).

Data Collection Tools

The Mathematics Problem Solving Attitude Scale (MPCTO), which comprises a total of 19 items,
including cognitive, affective and behavioural expressions, and which is designed to measure 6th grade
students' attitudes towards mathematics problem solving in certain dimensions, is a measurement tool
that has undergone validity and reliability studies. The scale developed by Canakgi and Ozdemir (2011)
is two-dimensional. The 10 items in the first dimension measure the liking dimension of problem
solving, while the 9 items in the second dimension measure the teaching dimension of students while
solving problems. The scale is a five-point Likert-type scale, with responses graded as strongly agree
(5), agree (4), undecided (3), disagree (2), and strongly disagree (1).

A factor analysis was conducted on the developed MPCTES, utilising relevant literature and expert
opinion, and the total variance of factor 1 and factor 2 was found to be 42.693%. The item total, item
remainder, and item discrimination indices were calculated separately, and it was determined that all
19 items should remain in the scale. In the context of the validity studies of the MPCTES, a number of
techniques were employed to test the content and construct validity of the instrument. Cronbach's alpha
internal consistency coefficients were calculated as 0.848 for the entire MPCTQ and 0.869 and 0.777 for
the subscales MPCTQ-H and MPCTQ-S, respectively.

Data Analysis

The SPSS 23.0 package program and Excel software program were employed to analyse the data
obtained as a result of the research. The normality of the scale scores obtained in the study was
determined by applying normality tests to ascertain whether they conformed to a normal distribution.
Given that the sample size exceeded 50, the normality of the data was assessed by considering the results

of the Kolmogorov-Smirnov test. The results of the normality test are presented below.
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Table 1. Test of normality

Kolmogorov-smirnov* Shapiro-wilk
Statistic df sig. statistic df sig.
Average ,076 95 ,0207 ,986 95 ,148

*p<0,05

Upon examination of Table 1, it can be seen that the significance value is less than 0.05, as indicated
by the results of the normality test. This indicates that the data follows a normal distribution (p = 0.02 <
0.05). Furthermore, the examination of the skewness and kurtosis coefficient of the data revealed values
within the range of +2 and -2, indicating a normal distribution. Given that the data exhibited normal
distribution, an independent samples t-test was employed to ascertain whether the mean scores on the
students' mathematics problem-solving attitude scale differed according to gender, with the latter

examined as a two-factor variable.

Findings

The findings of this study are presented in two sections, each corresponding to a research question.
Firstly, the findings on whether problem-solving attitudes differ according to gender will be presented.
Secondly, the findings on whether there is a difference in the enjoyment dimension and the instructional

dimension of problem solving are presented.
Findings related to the first sub-problem

Table 2. Results of independent samples t test analysis of mean scores of students’ attitude scale for mathematics

problem solving scale according to gender

Gender N X S sd t P
Female 56 3,5243 ,33559 93 -1,610 A1
Male 39 3,6422 ,37239

*p<0,05

As demonstrated in Table 2, the independent samples t-test indicates that there is no statistically
significant difference between the mean scores of the sixth grade students' mathematics problem-
solving attitude scale and their gender, as evidenced by the p-value (,11) > 0.05 [t95 = 1.61, p > 0.05]. It
can be concluded that there is no statistically significant difference in students' problem-solving
attitudes according to gender. The results indicate that male students (X = 3.62) exhibit higher mean
scores on the mathematics problem-solving attitude scale than female students (X = 3.52). What might

be the underlying causes of this phenomenon?
Findings related to the second sub-problem

Table 3. Results of independent samples t-test analysis of students’ mathematical problem solving attitude scale

sub-dimension (factor 1 and factor 2) scores according to gender

Gender N X S sd t P
Factor 1 Female 56 3,7942 ,34235 93 ,659 ,51
Male 39 3,7365 ,51275
Factor2  Female 56 3,2259 47411 93 -3,371 ,00
Male 39 3,5413 ,40879

*p<0,05
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As demonstrated in Table 3, there is no statistically significant difference between the factor 1 scores of
the mathematics problem-solving attitude scale for sixth grade students and their gender, with a p-
value of (.51) > 0.05 [t95 = .65, p > 0.05]. The mean problem-solving enjoyment of female students (X =
3.79) is observed to be higher than that of male students (X = 3.73). A statistically significant difference
was observed between the sixth grade students' gender and factor 2 of the mathematics problem-solving
attitude scale (t95 = 3.37, p < 0.05). It was found that male students (X = 3.54) exhibited higher problem-
solving teaching averages than female students (X = 3.22). It was determined that there was no
significant difference in the problem-solving enjoyment dimension, but there was a significant
difference in the problem-solving instruction dimension. It can be stated that the significant difference

is in favour of male students.

Conclusion, Discussion and Recommendations

This section presents the conclusions, discussions and recommendations resulting from the research
findings. The results pertaining to problem-solving attitudes are discussed, and recommendations are

provided.

The results of the research conducted on the mathematics problem-solving attitude scale on 6th
grade secondary school students indicated that the average scores of the mathematics problem-solving
attitude scale did not create a significant difference according to the gender of the students. Similarly,
the studies conducted by Bigen-Kartal (2018) and Tung and Tasgin (2018) revealed that there was no
significant difference in problem-solving attitudes depending on the gender variable. In a separate
study, it was demonstrated that female students exhibited more positive attitudes towards mathematics
problem posing, mathematics problem solving, and mathematics in general than male students
(Katrana1 & Sengiil, 2019). Derin (2006) found that there was a significant difference between the

genders of eighth grade students in problem solving.

This study found no significant difference in the liking dimension of the scale sub-dimensions of
students’ attitudes towards math problem solving according to gender. However, there was a significant
difference in the teaching dimension according to gender. This indicates that there is no difference in
the mathematics enjoyment dimension factor 1 according to gender. In contrast to the results of Canakg1
(2008), it was concluded that the average scores of female students were slightly higher. The data
analysis revealed a significant difference in the mathematics problem-solving attitude scale
instructional dimension factor 2 according to gender. However, the average scores of male students for

the instructional sub-dimension were found to be higher than those reported by Canakg1 (2008).
In light of these findings, the following recommendations can be made:

» In addition to determining student attitudes, it is possible to investigate the reasons for
students' negative attitudes towards mathematics and problem solving.

» The efficacy of various methods and techniques or approaches in transforming negative
attitudes towards mathematics problem solving into positive ones can be investigated.

» It is possible that the research may not be limited to quantitative research methods alone, but
may also be supported by qualitative research methods in order to reach new findings.

» The effects and reflections of multiple-choice examinations (LGS) on students' problem-solving

behaviours and attitudes can be investigated.
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Tiirkiye’de Yiiriitiilen Tezlerin Tematik Incelenmesi: Ilkokulda
Kaynastirma Ornegi

Oznur Kocak

Oz Makale Ge¢misi

Egitim sistemine dahil olan her 6grenci, digerinden farkh 6zelliklere sahiptir. Her 6grenci 6ztine | Gelis: 08/11/2023
uygun bedensel islevlere ve yapiya, farkli 6grenme hizina ve 6zelliklerine, duygusal 6zelliklere | Diizeltme: 06/12/2023
sahiptir. Belirli cerceve icinde farkliliklara sahip bireyler genel egitim hizmetlerinden | xapul: 02/06/2024
yararlanabilmektedir. Akranlari ile daha biiyiik farkliliklara sahip olan &grenciler igin; genel egitim
uygulamalari istenilen diizeyde egitim hizmetlerinden yararlanma konusunda yetersiz olmamakta,
0zel egitim uygulamalar:1 gerekli olmaktadir. Bu ¢alismada, 2014-2023 yillar1 arasinda Tiirkiye’de
ilkokul ogrencileri, velileri, 6gretmenleri veya egitim yoneticileri yani1 sira akademisyenlerinde
katkisi ile yapilan kaynastirma egitimi ile iliskili tezlerin tematik olarak incelenmesi amaglanmuistir.
Bu amagla incelenecek galismalar belirlenirken; (a) tezlerin 2014-2023 yillarin1 kapsiyor olmasi, (b)
ilkokul kademesini kapsamasi, (c) 6rnekleminin kaynastirma egitimi ile iligkili olmasi, (d) amacinin
kaynastirma uygulamalar: ile dogrudan iliskili olmasi, (e) calismalara TR DIiZIN ve YOKTEZ
elektronik veri tabanlarindan ulasilabiliyor olmasi, (f) calismalarin elektronik ortamda yayinlanma
izninin olmasi Ol¢iitlerine uyulmustur. Calismada “kaynastirma” anahtar sozciigii ile ulasilan 237
tez ve 23 makaleden belirlenen Olgiitlere uygun olan 19 tez ¢alismasi ve 11 arastirma makalesi
¢alismaya dahil edilmistir.

Anahtar Kelimeler: Kaynastirma egitimi, ilkokul, tematik analiz
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Giris
Bireyin, dogustan gelen duygusal, bedensel ve zihinsel farkliliklari; icinde bulundugu sosyal ¢evre
etkisi ile sekillenerek bireye 6zgii hal alir. Bireye 6zgii bu farkliliklar, egitim sistemine dahil oldugunda
o0grenme farkliliklari olarak ortaya ¢ikar (Duran Diisiiniir, 2018). Egitim yolu ile davranis degistirilmesi,
egitim literatiiriiniin tizerinde siklikla durdugu noktadir (Varis, 1984). Egitim sistemine dahil olan her
birey, digerinden farklidir. Akranlarina gore egitimde anlaml farkliliklara sahip dgrenciler igin genel
egitim programlarinda doldurulmasi gereken bosluklar bulunmakta, bu bosluklar icin 6zel egitim

programlarina ihtiya¢ duyulmaktadir (Candz, 2009; Karabulut, 2018).

Yasalar ile glivence altina alinan egitim hakki, devletlerin egitim politikalarinda gerceklestirdikleri
reformlar ve olumlu arastirma sonuglar1 kaynastirma egitimine olumlu katk: saglamistir (Mitchell, 2008;
Turnbull, Wehmeyer & Shogren, 2013; UNESCO, 1994; akt. Giirgiir & Hasanoglu Yazcayir, 2019).
Ilkokullarda kaynagtirma egitimi kapsaminda toplamda 143814 ogrenci faydalanmaktadir, bu
ogrencilerin 90669 erkek, 53145 kadin 6grenciden olusmaktadir (MEB, Milli egitim istatistikleri, 6rgiin
egitim 2022/2023, 2024). Egitim politikalari, egitimde kapsayicilik goz oniinde bulundurularak
dezavantajli 6grencilerinde egitime katilmasi igin gerekli diizenlemeleri iginde barindirmalidir
(Hesapgioglu, 2009).

Bu calismada 2014-2023 yillar1 arasinda hazirlanan ilkokulda kaynastirma egitimine yonelik
hazirlanan akademik c¢alismalarin belirlenen kriterlere gore incelenmesi amaglanmistir. Bu inceleme
sonucunda elde edilen bilgilerin, egitimcilere, ebeveynlere, akademisyenlere egitimsel ve ogretimsel

fayda saglayacag diistiniilmektedir.
Kavramsal Cerceve

Ozel Egitim

Ozel egitim, biligsel, psikomotor ve sosyal duygusal gelisim agisindan, gelisimsel farkliliklar1 sebebi
ile akranlari ile tabii oldugu egitimden istenilen diizeyde faydalanamayan bireylerin, ihtiyaclarina gore

diizenlenmis ortamlarda, ihtiyaca 6zel yetistirilmis egitimciler tarafindan, ihtiyaca uygun programin

gerekli materyal destegi ile sunulmasi olarak ifade edilebilir (Karabulut, 2018; Kargin, 2022; Unliy, 2021).
2018 yilinda MEB tarafindan yayinlanan yonetmelikte; 6zel egitim

“Bireysel ve gelisim ozellikleri ile egitim yeterlilikleri agisindan akranlarmdan anlamli diizeyde farklilik
gosteren bireylerin eitim ve sosyal ihtiyaclarim karsilamak iizere gelistirilmis egitim programlar: ve ozel olarak

yetistirilmis personel ile uygun ortamlarda siirdiiriilen egitimi”
seklinde tanimlanmustr.

Genel egitimden farkli olarak ozel egitim bireye 0zgii olarak diizenlenmektedir. Planlama,

uygulama ve degerlendirme ¢alismalara bireye 6zgii diizenlenmektedir (Eripek, 2013).

MEB Ozel Egitim ve Rehberlik Hizmetleri Genel Miidiirliigiiniin (Giirkan, 2010) hazirlamis oldugu
kilavuzunda 6zel egitimin amaclarina vurgu yapmustir. Ozel egitim “Tiirk Milli Egitiminin genel amag

ve temel ilkeleri” dogrultusunda bireylerin:

“Toplum icindeki rollerini gerceklestiren, baskalar ile iyi iliskiler kuran, isbirligi icinde caligabilen, cevresine

uyum saglayabilen, iiretici ve mutlu bir vatandag olarak yetismelerini,

Toplum icinde bagimsiz yasamalar: ve kendi kendilerine yeterli bir duruma gelmelerine yonelik temel yasam

becerilerini gelistirmelerini,
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Uygun egitim programlar: ile zel yontem, personel ve arag gere¢ kullanarak egitim ihtiyaclar: yeterlilikleri

ilgi ve yetenekleri dogrultusunda iist 6grenime is ve meslek alanlarina ve hayata hazirlanmalarini,”
amagclar.

Ozel egitim siirecinde; aile katilim1 ve aile egitimleri 5nemli yer tutmaktadir. Ozel egitim planlamasi
yapilirken, bireyin toplumla etkilesimi ve uyum siireglerinin kapsam ic¢inde olmasi 6nemsenmektedir
(Giirkan, 2010).

MEB (2018) Ozel Egitim Hizmetleri Yonetmeligi'nde yer alan bilgiler dogrultusunda ozel
gereksinimli 6grenciler “dikkat eksikligi ve hiperaktivite bozuklugu, uyum bozuklugu/duygusal ve
davranig bozuklugu, otizm spektrum bozuklugu, siiregen hastalik, cerabral palcy hastaligi, ortopedik
yetersizlik, zihinsel yetersizlik, gorme yetersizligi, isitme yetersizligi, dil ve konusma giicliigii, 6zel

o0grenme giicliigii, tistiin zekali ve 6zel yetenekli” seklinde gruplandirilmaktadir.
Egitsel Degerlendirme ve Tanilama

MEB (2018) de; “Egitsel degerlendirme ve tamilama calismalarimin RAM'da olusturulan oOzel egitim
degerlendirme kuruly” aracihgi ile yapilacagi “is ve islemler MEBBIS-RAM Modiilii” vasttasi ile
yliriitiilecegi, RAM’a “okul yonetimi, veli ya da zihinsel engeli olmayan 18 yasidan biiyiik bireyin kendisi
tarafindan; resmi kurumlarda bakim ve barinma hizmetinden yararlanan bireyler icin kurumun resmi yazi ile
gorevlendirecegi personel tarafindan” ilk basvurunun yapilacagi egitsel degerlendire ve tanilama
calismalarmin, bireyin bizzat katilimi ile bireyin ozelliklerine uygun olan 6lgme araci kullanarak
yapilacagi, okula devam eden &grencilerin tanmilama 6ncesi, Egitsel Istek Formunu sinif 6gretmeni
MEBBIS-RAM Modiilii iizerinden doldurarak, okul miidiiriiniin onay1 ile RAM’a iletilmesi gerektigi,
uygulanan Ol¢me aracina gore Ozel egitime ihtiya¢ duyan bireyler icin 6zel egitim degerlendirme

kurulunun rapor hazirlayacagi belirtilmistir.

Bu ¢alismalar egitimin her kademesindeki gegislerde yapilir. Bunun yaru sira veli ya da okul yazil

olarak talepte bulunmasi halinde degerlendirme ve tanulama ¢alismalar1 tekrarlanir (MEB, 2018).
Kaynastirma Egitimi

1960’11 yillarda, tiim gocuklarin egitimden esit olarak faydalanabilecegi firsatlarin sunulmasi
gortisiinden, felsefe olarak ortaya ¢ikan kaynastirma terimi sonrasina ise bilimsel ¢alismalarda yer
almigtir. Ozel egitimin uygulamalarnin, bireyin gereksinimleri dogrultusunda yasitlari ile bir arada
egitim hizmetlerinden faydalanmasmi olanaklastiran kaynastirma egitim faaliyetleri, Ozel Egitim
Hizmetleri Yonetmeligi (2018)’de;

“Ozel egitim ihtiyact olan bireylerin her tiir ve kademede diger bireylerle karsilikli etkilesim icinde
bulunmalarimi ve egitim amaclarim en iist diizeyde gerceklestirmelerini saglamak amacryla bu bireylere destek
egitim hizmetleri de sunularak akranlaryla birlikte tam zamanl ya da 6zel egitim simflarinda yar: zamanl olarak
verilen egitimi”

ifade etmektedir.

Farkli bir sdylemle kaynastirma egitimi, 6zel egitime ihtiyaci oldugu belirlenen bireylerin, uygun
gelisime sahip akranlar1 ile normal egitim smifinda, kendine 6zgii hazirlanmis plana uygun olarak, yar1
zamanl ya da tam zamanh egitim 6gretim hizmetlerinden 6zel olarak edilmesi olarak ifade edilebilir

(Batu, 2013). Kaynastirma uygulamasimin iilkemizde yasal olarak benimsendigi 2916 sayil1 Ozel Egitime

Mubhtag Cocuklar Kanunu Madde 4'te:” Durumlar: ve 6zellikleri uygun olan 6zel egitime muhtag cocuklarin,
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normal ¢ocuklarin egitimleri igin agilmig olan okul ve egitim kurumlarinda, normal akranlar: arasinda egitilmeleri

icin gerekli tedbirler alinir.” hitkmii yer almaktadir.

Kaynastirma uygulamalari, bireyleri etiketlemenin oniine gecerek, bireye sosyal statii kazandiran,
O0grenme cevresini diizenleyerek bireyin egitim hizmetlerinden faydalanmasimi kolaylastirmaktadir
(Batu, 2013). Kaynastirma uygulamalarinin yapilabilmesi i¢in 6ncelikle, egitsel degerlendirme, tanilama
ve yonlendirme yapilmasi gerekmektedir (MEB, 2018). Kaynastirma uygulamalari tam zamanh
kaynastirma ve yar1 zamanl kaynastirma olarak yapilir. Tam zamanl kaynastirmada 6grenci, normal
gelisim gosteren akranlari ile ayni smifta yer alir. C)grenci destek egitim odasindan yararlanabilir.
Ogrenci i¢in dersi veren 6gretmen tarafindan BEP hazirlanarak, 6zel gereksinimli 6grenci icin bu plan
uygulanir. Yar1 zamanh kaynastirma uygulamalarinda ise 6grenci gereksinimine uygun olan 6zel
egitim smifina devam etmektedir. Bazi derslerde normal gelisim gosteren akranlari ile ayni sinifi ya da
ortamu1 paylasir (MEB, 2013; Yazicioglu, 2018).

Bireysellestirilmis Egitim Programi (BEP)

BEP; ozel egitime ihtiyaci olduguna karar verilen 6grencinin, 6z-bakim, matematik, iletisim
becerileri, akademik vb. alanlarda gosterdigi performans: temel alinarak, kazandirilmak istenen
davraniglarin, nerede, ne zaman, hangi materyaller kullanilarak, kimler tarafindan hangi yontem ve
teknik kullanilarak, ne kadar zamanda kazandirilmas: hedeflendiginin belirtilerek, ihtiya¢ duyulan
destek egitim hizmetlerine karar verilerek, BEP gelistirme birimi tarafindan hazirlanan programdir
(Giirkan, 2010).

Bireysellestirilmis egitim programi hazirlanmasi 573 Sayili Ozel Egitim Hakkinda Kanun
Hiikmiinde Kararname'nin 4. Maddesinde, “Ozel egitim gerektiren bireyler icin bireysellestirilmis egitim
plam gelistirilmesi ve egitim programlarimin bireysellestirilerek uygulanmas: esastir.” ifadesi ile yasal bir
zorunluluk haline gelmistir. RAM tarafindan 6zel egitim tanis1 alan bireyler icin ihtiyacina uygun BEP
hazirlamur. Ustiin yetenek tarsi ile BILSEM’e kayitlari yapilan égrenciler “uyum, destek egitim, bireysel
yetenekleri fark ettirme, 6zel yetenekleri gelistirme, proje iiretimi ve yonetimi programlarma” katihr (MEB, Ozel
egitim hizmetleri yonetmeligi, 2018). BEP hazirlamak amaci ile okullarda, BEP gelistirme birimi; “okul
miidiirii ya da gorevlendirecegi miidiir yardimcis: baskanlhiginda: rehberlik 6gretmeni, 6grencinin sinmif 6gretmeni,

dgrencinin dersini okutan alan 6gretmenleri, 6grenci velisi ve 6grenci” katilimi ile olusturulur.

BEP gelistirme birimi koordinasyon iginde ¢alismak durumundadir (MEB, 2018). Ogrenciye uygun
programin hazirlanmasini saglanir. Programi uygulanmasi sirasinda olusan degisimlerin izlenmesi ve
programin degerlendirilme ¢alismalarini yapmaktadir. Gerek goriildiigiinde BEPte degisiklik yaparak
program Ogrenciye en uygun hale getirilir (MEB, 2018).

Arastirmanin Amaci

Bu arastirmanin amac tilkemizde 2014-2023 yillar1 arasinda ilkokulda kaynastirma egitimi ile
iligkili tez ve makalelerin genel 6zelliklerinin incelenmesidir. Arastirma kapsaminda asagida belirtilen

alt amaglara cevap aranmaktadir:

1. Analize dahil edilen ¢alismalarin tiirii nedir?
2. Calismaya dahil edilen tez ve makalelerin arastirma modeli dagilimlari nasildir?

3. Calismaya dahil edilen tez ve makalelerin 6rneklem dagilimlari nasildir?
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Yontem
Arastirma Modeli

Arastirmada ilgili literatiir dogrultusunda ilkokulda kaynastirma 6grencilerine yonelik 6gretim
stirecleri hakkinda bilgi verilecegi i¢in, dokiiman incelemesi yontemi kullanilmistir. Nitel arastirmalara
veri saglamak amaciyla kullanilan yontemlerden biri olan dokiiman incelemesi “belgesel gozlem”,
“belgesel tarama”, “dolayli gozlem”, “literatiir taramas1”, “dokiiman metodu” ve “ikincil veri analizi”
gibi isimlerde olarak da karsimiza gikabilmektedir (Musmal & Giirbiiz, 2018). Dokiiman inceleme
yontemi, arastirma konusuyla ilgili birincil ve ikincil kaynak dokiimanlari incelenerek (Ozkan, 2021),
olaylarin analiz edilmesi, bilgileri anlasilir kilarak, dogru bilgiye ulasma firsat1 olusturur (Musmal &
Giirbiiz, 2018). Dokiiman inceleme, ulasilan kaynaklar incelenerek bilgi elde etme yontemidir (Sak,
Sahin Sak, Oneren Sendil, & Nas, 2021).

Verilerin Toplanmasi

Tiirkiye’de yazilmus yiiksek lisans ve doktora tezleri YOKTEZ, aragtirma makaleleri ise TR DIZIN veri
tabanlarindan “kaynastirma” anahtar sozciigiiyle taranan 2014-2023 yillar1 arasinda hazirlanmis
calismalarin ilkokul kademesini kapsamasi, 6rneklem grubunun kaynastirma egitimi ile iliskili olmasi,
amacinin kaynastirma uygulamalari ile dogrudan iligkili olmasi, ¢alismalara YOKTEZ ve TR DIZIN
elektronik veri tabanlarindan ulasilabiliyor olmasi, ¢alismalarin elektronik ortamda yayinlanma izninin
olmas olgiitlerine uygun 237 tez ve 23 makalenin dokiiman incelemesi yontemi ile incelenmesiyle elde

edilmistir.
Veri Analizi
Arastirmaya dahil edilen tez ve makaleler, alt amaglar dogrultusunda betimsel olarak analiz edilmis ve
elde edilen bulgular tablolar seklinde gosterilmistir.
Bulgular

Yapilan arastirmalar incelendiginde ¢ikan sonuglardan bu boliimde bahsedilmistir: 2014-2023 yillar
arasinda yaymlanan ¢alismalardan arastirmaya dahil edilen ¢calismalarin ¢alisma tiiriine iliskin bulgular

Tablo 1’de sunulmustur.

Tablo 1. Arastirmaya dahil edilen ¢alismalarin tiirleri.

Frekans Yiizde (%)
Tez 19 63
Makale 11 37
Toplam 30 100

Arastirmaya dahil edilen ¢alismalarin ¢alisma tiiriine gore dagilimi incelendiginde ¢alismalarin
genel olarak tez calismasindan olustugu goriilmiistiir. Bu konuda tez ¢aligmalarinin makale
calismalarina gore 6n planda oldugu ve bu alanda galisan arastirmacilarin tez ¢alismalarina yoneldigi

goriilmektedir.

2014-2023 yillar1 arasinda yayinlanan ¢alismalardan arastirmaya dahil edilen ¢alismalarin arastirma

modeline gore dagilimlar: Tablo 2’de sunulmustur.
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Tablo 2. Arastirmaya dahil edilen ¢alismalarin arastirma modeline gore dagilimlari.

Frekans Yiizde (%)
Nitel 9 30
Nicel 17 57
Karma 4 13
Toplam 30 100

Arastirmaya dahil edilen calismalarin arastirma modeline gore dagilimlari incelendiginde
calismalarin genel olarak nicel ¢alismalardan olustugu goriilmiistiir. Bu konuda yapilan ¢alismalarin
genel olarak nicel iligskisel ¢alismalardan olustugu ifade edilebilir. Nitel ve karma arastirmalarin
nispeten sinirli kaldig: ifade edilebilir. Bu konuda derinlemesine ve ayrintili incelemelerin yapilacag:

nitel calismalar yapilabilir.

2014-2023 yillar1 arasinda yayinlanan c¢alismalardan arastirmaya dahil edilen c¢alismalarin

ornekleme gore dagilimlari Tablo 3’te sunulmustur.

Tablo 3. Arastirmaya dahil edilen ¢alismalarin 6rnekleme gore dagilimlari.

Frekans Yiizde (%)
Ogretmen 20 67
Ogrenci 5 17
Veli 2 6
Karma grup 3 10
Toplam 30 100

Tablo incelendiginde kaynastirma konusunda yapilan g¢alismalarda Orneklem grubu olarak
cogunlukla &gretmenler tercih edilmistir. Ogrenci ve velilerin 6rneklem oldugu galigmalarin nispeten
sturh kaldig1 goriilmiistiir. Ozellikle dgretmenlerin kaynastirma siirecinde aktif rol oynamalar1 bu

duruma bir gerekge olarak gosterilebilir.

Tartisma, Sonug ve Oneriler
Yapilan arastirmalar incelendiginde ¢ikan sonuglardan bu boliimde bahsedilmistir:

Kaynastirma uygulamalarinda aileler bilingli olmasina karsin akademik beklentilerinin yiiksek
olmasi, kabul siireci ile ilgili sorunlar yasamalari, uzman goriislerine saygi duymamalar: igleyisle ilgili
sonuglar elde edilmistir. Ogretmenin kaynastirma uygulamalarina istekli olmasina karsin egitsel
ilerleme saglamakta zorluklar yasamakta, olumsuz dgretmen tutumlari goriilmektedir. RAM siirece
destek olmakta; lakin RAM ile ilgili tanilamada aile talebini dikkate almasi, hatali tanilama yapmasi,
iletisim ve izleme eksiklikleri oldugu belirtilmistir (Ugar, 2021).

Ogretmenlerin kaynastirma egitimine iligkin yiiksek diizeyde yeterlige sahip oldugu yapilan
arastirma sonucunda gorilmiistiir (Ulger, 2019). BEP gelistirme birimi bulunmayan ve BEP
hazirlanmayan okullarda, kaynastirma egitimi ve BEP ile ilgili calismalarin geregi gibi yapilmadig:
ortaya ¢ikmaktadir (Cuhadar, 2006). Hizmetici egitimlerle ya da basili yayinlarla kendini giincelleyen

Ogretmenlerin kaynastirma egitimine olumlu yaklasimlari, siirekli desteklenmelerinin 6nemini
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vurgulamaktadir (Salah, 2021). Demografik Ozelliklerin 6gretmenlerin kaynastirma tutumlarinda
anlamli bir farklihiga yol agmadig: tespitinde bulunulmustur (Cmar, 2020). Tipik gelisim gosteren
ogrencilerin, 6zel gereksinimli akranlarinin okulda yasadiklarina dair olumsuz bir bakis agisina sahip
olduklar1 goriilmiistiir. Tipik gelisim gosteren Ogrencilerin 6zel gereksinimli akranlarimin tanisal
ozellikleri hakkinda farkindaliklarinin olduklari tespit edilmistir (Dogmaz Tunali, Karadag, Mutlu, &
Yildiz, 2022).

Kaynastirma egitimine iliskin ebeveyn tutumlarmin 6gretmen tutumlarina gore daha olumlu
oldugu goriilmiistiir (Kugu, 2011). Ailelerin kaynastirma egitiminden beklentileri incelendiginde,
ailelerin ¢ogunlukla ¢ocuklariin derslerinde basarili olmasini, 6zgiivenlerinin yiiksek olmasin ve bir
meslegi yapabilmesi i¢in gerekli olan bilgi ve becerileri edinmesini istedikleri sonucuna varilmistir. Bu
beklentileri, ¢ocuklarinin okuma yazma Ogrenmesi, sosyal becerilerinin (iletisim gibi) gelismesi,
arkadaslik kurmas:i ve tek basina hareket edebilmesi/ihtiyaglarini kendi basina giderebilmesi
beklentileri takip etmektedir. Katilimcr ailelerin az bir kismi ise, ¢ocuklarmin egitim gordiikleri siuf
igerisinde ve toplum tarafindan kabul edilmeleri gibi beklentilere sahip olduklar1 goriilmiistiir (Erden,
2021).

Simifta biitiinciil bir ¢alisma ve paylasma ikliminin olugsmasini gii¢lestirmekte ve kaynastirma
Ogrencisine gosterilen Ozel ilgi diger Ogrenciler tarafindan kiskanilabilmektedir (Gok, 2013).
Kaynastirma ogrencilerinin ¢ogu yetersizlik tiiriine gore rehabilitasyon merkezlerinden ayrica bir
egitim almamaktadir. Ogretmenlerin ¢ok biiyiikk boliimii kaynastirma egitimi uygulamasi
kapsamindaki Ogrencilerin yetersizlik tiirlerine gore rehabilitasyon merkezlerinden ilave destek
almalarinin sosyal ve akademik gelisimlerine olduk¢a olumlu etki ettigini ya da edecegini
belirtmektedir (Cankaya, 2010).

Ogretmen goriislerine gore kaynastirma uygulamalar1 smif icinde disiplin sorunlarma neden
oldugu, smiftaki normal gelisim gosteren Ogrencileri akademik olarak olumlu etkilemedigi
diistiniilmektedir (Duran Diisiiniir, 2018). Ogretmenlerin kaynastirma uygulamalarindaki yeterlilikleri
hakkindaki goriisleri, belirli yontem teknik uygulamaktan ziyade kendi ¢oziimlerine gore hareket
ettikleri yoniindedir (Akdemir, Capar, & Bayraktar, 2022). Ogretmenlerin genel 6z yeterlik alg
puanlary; Capa, Sarikaya ve Cakiroglu (2005) tarafindan gelistirilen 6lgek kullamilarak olgiilmiis ve
kaynastirma egitimine karsi tutum &lgegi (Ozbaba, 2000)'nden aldiklari toplam puanlar arasinda
istatistiksel anlaml iliskinin olmadig1 goriilmiistiir (Ciftci, 2016). Sinif 6gretmenleri kaynastirma
Ogrencisi ile bire bir ilgilendigi zamanlar sinif hakimiyetini saglayamama, sinif mevcudunun kalabalik
olmasindan dolay1 kaynastirma 6grencisi ile yeteri kadar ilgilenememe gibi durumlarindan kaynakl
sikintilar yasadiklar dile getirilmistir. Sorun yasayan 6gretmenlerin bir kismi egitim fakiiltesinde veya
hizmetigi egitimlerle yeterince bilgi sahibi olamadiklarimi ve caresiz kaldiklarimi diistinmektedir
(Akbiyik, 2022).

Kaynastirma uygulamalarindaki 6gretmen agisindan sorunlara bakildiginda ara¢ gere¢ imkaninin
yetersizligi, fiziksel mekanlarin elverissizligi, yasal diizenlemelerin yetersiz olmasi, miifredatin ¢ok
yogun ve karmagik olmasi, paydaslar arasinda igbirliginin yetersiz olmasi gibi faktorleri
uygulamalardaki baglica sorunlar olarak ifade etmislerdir (Demir, 2015). Ozel 6grenme giigliigii olan
ogrencilerin okuma becerilerini gelistirmede Okumay1 Gelistirme Programinin (OGEP) akici okuma
becerisi olan bir dakikada okunan dogru kelime sayis tizerindeki etkisi incelenmistir. Aragtirma sonucu
OGEP uygulamasinin 6zel Ogrenme giigliigii olan O&grencilerin akict okuma becerilerinin

gelistirilmesinde etkili oldugunu gostermistir (Balikgi, 2020). Veli goriislerine gore, kaynastirma egitimi
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uygulamalarinin ¢ocuklarin sosyal gelisimi basta olmak {tizere dil, biligsel, psikomotor gelisim ve 6z-

bakim becerilerinde ilerleme kaydedildigi ifade edilmistir (Seylim, 2021).

Takim destekli bireysellestirme tekniginin matematik basaris1 ve kalict 0grenmeyi saglama
bakimindan etkili sonuglar ortaya koydugu belirlenmistir (Aktan & Budak, 2021). BEP uygulama
siirecinde kaynastirma egitiminin niteliginin arttirilabilmesi i¢in smiflarin kalabalik olmamas ve 6zel
gereksinimli Ogrenciler icin yeterince zaman ayrilmas: gerektigi tespit edilmistir (Kartal, 2016).
Kaynastirma kapsamindaki 6zel gereksinimli olan ve olmayan ¢ocuklarin duygu ve davranis sorunlari
arasinda ve cinsiyetlerine gore depresyon ve saldirganlik faktér puanlarinda anlamli farkliliklar oldugu
saptanmugtir (Eratay, 2021). Ogretmenlerin biiyiik cogunlugu yasal diizenlemelerin yapildigin, fakat
uygulamada sikintilar oldugunu ifade etmiglerdir. Ogretmenler yapilan yasal diizenlemeleri olumlu
bulmakla beraber, 6grencilerin, egitim ortamlarina engel tiirii ve derecesine gore yerlestirilmediklerini
ve sinif mevcutlarinin 6zel gereksinimli 6grenci sayisina gore diizenlenmedigini belirtmislerdir.
Aslinda 6grencilerin engel tiirii ve derecesine gore tanilama ve yerlestirme, sinif mevcutlarmin 6zel
gereksinimli 6grenciye gore diizenlenmesi gerektigi konusu da yasalarda acik ve net bir sekilde yer

almasina karsin uygulamada sorunlar oldugu goriilmektedir (Yilmaz & Batu, 2016).

Farkli mesleki deneyime sahip 6gretmenlerin kaynastirma egitimine yonelik diisiince, tutum ve
endiselerinin farklilik gostermemektedir (Bektas, 2022). [lkokullarda calisan sinuf Ogretmenlerinin
kaynastirma egitim uygulamalariyla ilgili goriisleri incelendiginde, cinsiyete gore bir farklilik
bulunmamaktadir (Erdagi, 2019). ilkokullarda gorev yapan sinif gretmenlerinin kaynastirma egitim
uygulamalariyla ilgili goriisleri kidem yilina gore farklilik gostermemektedir (Erdagi, 2019). Her yil
yapilan sinif 6gretmeni degisikliginin kaynastirma 6grencisi tizerinde olusturdugu etkisine iliskin, sinif
ogretmenlerinin biiyiik ¢gogunlugunun ortak goriisii ile her yil yapilan sinif 6gretmeni degisikliginin
kaynastirma 6grencisi {izerinde olumsuz etki yarattig1 sonucuna ulasilmistir. Olumsuz etki yarattigin
diisiinen 6gretmen, yeni 6gretmen ve dgrencinin birbirini tanimasi icin gegen siirenin kayip bir siire
olacagini diisiinmektedirler. Olumlu etki yaratacagini diisiinen dgretmenler kiiciik bir grup iken, bu
konuda kendini kararsiz hissedenler ise kararsizliklarinin sebebini “eger dgretmeni ile uyumlu ve
calismalar iyi ise olumsuz etki yaratacagini, eger 6gretmeni ile uyum ve ¢alismalar1 kotii ise 6grenci igin

olumlu etki yaratir” seklinde agiklamaktadirlar (Ozgiir & Nuri, 2022).

Yoneticiler tarafindan Ozel Egitim Hizmetleri Yonetmeligi hiikiimleri istenilen diizeyde
uygulanmamaktadir. Arastirmaya katilan okul yoneticileri sinif mevcutlarinin kaynastirma egitiminin
yapilabilmesi i¢in uygun oldugunu belirtmektedirler. Arastirmaya katilan yoneticilerin hemen hepsi
kaynastirma ogrencilerinin siniflara dagilimi noktasinda esitlik¢i bir tutum sergilediklerini ifade

etmislerdir (Eriistiin Bulutoglu, 2019).

Aragtirma sonucuna gore, 6gretmenlerinin biiyiik ¢ogunlugunun &gretmen yeterliligi ile &zel
ogrenme giicliigii ceken Ogrencilerin egitimine yonelik olumlu tutum gelistirmenin dogru orantili
oldugunu, 6gretmenlerin donamimli hale getirilmesi igin gereken her tiirlii tedbirin alinmasinin
gerekliligine dikkat ¢ekilmis, okuldaki diger paydaslarin iizerlerine diisen gorevi tam ve eksiksiz olarak
yerine getirmelerinin, 6gretmenlerle birlikte okuldaki herkesin ve her kesimin bu 6grencilere yonelik

tutumlarini olumlu etkileyeceginin alt1 ¢izilmistir (Ekinci, Cavdar, Ekinci, & Resitoglu Cavdar, 2022).

Ogretmenler kaynastirma egitiminin 6zel gereksinimli 6grencilere yararlarindan bahsederken
sadece oOgrencilerin sosyal becerilerinin gelisimine katki sagladig1 yoOniindeki ifadeleri dikkat
cekmektedir (Giirgiir & Hasanoglu Yazcayir, 2019). Ogretmenler, dzel gereksinimli 6grenciler ile
etkinlik yapabilmek icin firsat bulamadiklarini, 6grenilen konularin pekistirilmesi igin gorsel

materyallere ¢ok fazla yer veremediklerini belirtmislerdir (Sarilarhamami & Demirkaya, 2021). Yapilan
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bir arastirmada ilkokulda derse giren brans 6gretmenleri, kaynastirma egitimi ilkelerini bildiklerini;
ancak zihinsel yetersizligi yiiksek olan Ogrencilerin kaynastirma egitimi almamasi gerektigini
diisiindiiklerini ifade etmislerdir (Battal, 2007). Kaynastirma simif1 6gretmenlerinin 6gretim ortaminin
diizenlenmesinde sira diizenine dikkat ettikleri fakat diger ortam diizenlemelerine yer vermedikleri,
amag uyarlamalarinda ise basitlestirmeler yapma, temel amaglar1 alma, seviyeye uygun amaclar ve ek
amaclar belirleme ¢alismalarini yaptiklar fakat bunlara dair bir planlamanin olmadigr goriilmistiir
(Vural & Yikmais, 2008).

Arastirmanin Sinirliliklar:

Bu aragtirmada yer alan tezler, Yiiksekdgretim Kurulu Ulusal Tez Merkezi ve TR DIZIN’de yer alan ve
elektronik ortamda erisime agik olan ve 2014-2023 tarihleri arasinda yaymnlanan lisansiistii tez ve
arastirma makaleleri ile sinirlidir. Daha kapsamli sonuglar elde edilmesi adina farkl veri tabanlarinda
yer alan kaynaklara ulasilmasi 6nerilmektedir. Ayrica bu ¢alisma bir derleme ¢alismasidir. Arastirma
konusu ile ilgili daha genellenebilir sonuglar elde edilebilmesi adina nitel, deneysel ve boylamsal
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also exhibit varying learning speeds and characteristics, as well as emotional characteristics.
Individuals with differences within a certain framework can benefit from general education
services. For students who exhibit greater differences with their peers, general education practices

are insufficient to enable them to benefit from educational services at the desired level. In such cases,
special education practices are required. The objective of this study is to thematically examine the
theses related to inclusive education that have been made with the contribution of primary school
students, parents, teachers or education administrators as well as academicians in Turkey between
2014 and 2023. In order to determine the studies to be examined for this purpose, the following
criteria were applied: (a) the theses cover the years 2014-2023, (b) they cover the primary school
level, (c) the sample is related to inclusive education, (d) the purpose is directly related to inclusive
practices, (e) the studies can be accessed from TR INDEX and YOKTEZ electronic databases, and (f)
the studies are allowed to be published electronically. The study included 19 thesis studies and 11
research articles that met the criteria determined from 237 theses and 23 articles reached with the
keyword "inclusion.”
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Introduction

The emotional, physical and mental characteristics of an individual are shaped by the social
environment in which they live, and thus become unique to that individual. These individual-specific
differences manifest as learning differences when included in the education system (Duran Diistiniir,
2018). The educational literature frequently emphasises the potential for education to influence
behaviour (Varis, 1984). Each individual within the education system is unique in their own right. For
students with significant differences in their educational attainment compared to their peers, there are
gaps that need to be filled in general education programmes. In addition, special education programmes
are needed for these gaps (Canodz, 2009; Karabulut, 2018). The right to education is enshrined in law,
and reforms to education policies at the state level have contributed to the advancement of inclusive
education (Mitchell, 2008; Turnbull, Wehmeyer & Shogren, 2013; UNESCO, 1994; as cited in (Mitchell,
2008; Turnbull, Wehmeyer & Shogren, 2013; UNESCO, 1994; n.d. Giirgiir & Hasanoglu Yazgayir, 2019).
A total of 143,814 students benefit from inclusive education in primary schools, with 90,669 of these
students being male and 53,145 being female (MEB, 2024). It is recommended that education policies
include the necessary arrangements for disadvantaged students to participate in education, with

particular consideration given to inclusion in education (Hesapgioglu, 2009).

The objective of this study is to examine the academic studies prepared for inclusive education in
primary schools between 2014 and 2023, according to the predetermined criteria. It is anticipated that
the findings of this examination will prove beneficial to educators, parents and academic professionals

alike.
Special Education

In terms of cognitive, psychomotor and social-emotional development, special education can be
expressed as the presentation of an appropriate programme with the necessary material support by
specially trained educators in environments arranged according to the needs of individuals who cannot
benefit from the education, they are subject to with their peers at the desired level due to developmental
differences (Karabulut, 2018; Kargin, 2022; Unli, 2021).

In the 2018 regulation published by the Ministry of National Education, special education is defined
as "training programs developed to meet the educational and social needs of individuals who differ
significantly from their peers in terms of individual and developmental characteristics and educational
competencies, and training carried out in appropriate environments with specially trained personnel.”
In contrast to general education, special education is delivered on an individual basis. Planning,

implementation, and evaluation are conducted on an individual basis (Eripek, 2013).

In the guideline prepared by the Ministry of National Education, the General Directorate of Special
Education and Guidance Services (Giirkan, 2010), the aims of special education are emphasised. Special
education is provided to individuals in accordance with the "general aims and basic principles of
Turkish National Education”. The objective of special education is to facilitate the growth of productive
and happy citizens who are able to fulfill their roles in society, establish positive relationships with
others, engage in cooperative work, adapt to their environment, develop essential life skills to live
independently in society and become self-sufficient. This is achieved through the implementation of
appropriate training programs and special methods, the use of qualified personnel and the provision of

necessary equipment.
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It is of significant importance to recognise the role of family participation and family training in the
special education process. In the context of special education planning, it is crucial to consider the
individual's interaction with society and adaptation processes within the scope of the planning process
(Giirkan, 2010).

In accordance with the information provided in the Ministry of National Education (2018) Special
Education Services Regulation, students with special needs are categorised as follows: "attention deficit
and hyperactivity disorder, adjustment disorder/emotional and behavioural disorder, autism spectrum
disorder, chronic illness, cerebral palsy disease, orthopaedic disability, intellectual disability, visual
impairment, hearing impairment, language and speech difficulties, special learning difficulties, gifted
and gifted".

Educational Assessment and Diagnostics

In the Ministry of National Education (2018), it is stated that educational evaluation and diagnosis
studies will be carried out through the special education evaluation board established in RAM, that
work and transactions will be carried out through the MEBBIS-RAM Module, and that RAM will be
provided by the school administration, parents or individuals over the age of 18 who do not have mental
disabilities. For individuals who receive care and accommodation services in official institutions, the
initial application will be submitted by the personnel assigned by the institution in an official letter. The
educational evaluation and diagnostic studies will be conducted using a measurement tool that aligns
with the individual's characteristics, with the individual's participation. Prior to the diagnosis of
students attending the school, the Educational Request Form is submitted by the classroom teacher,
MEBBIS-RAM Module. It is stated that this should be submitted to RAM with the approval of the school
principal, and that the special education evaluation board will prepare a report for individuals who

require special education according to the measurement tool applied.

Such studies are conducted at all levels of education during transitions. Furthermore, in the event
that a parent or school official submits a written request, the evaluation and diagnosis studies are
repeated (MEB, 2018).

Inclusive Education

In the 1960s, the concept of inclusion emerged as a philosophy, with the aim of providing equal
opportunities for all children to benefit from education. This was followed by scientific studies that
explored the implications of this philosophy in practice. Inclusive education activities, which facilitate
the integration of special education into mainstream education services, are included in the Regulation

on Special Education Services (2018).

In order to enable individuals with special education needs to interact with other individuals at all
types and levels and to achieve their educational goals at the highest level, support education services
are provided to these individuals and education is provided full-time with their peers or part-time in

special education classes.

In other words, mainstreaming education can be defined as the special part-time or full-time
education and training services of individuals who are determined to be in need of special education
with their peers in a regular education class in accordance with a specially prepared plan (Batu, 2013).
In Article 4 of the Law No. 2916 on Children in Need of Special Education, where mainstreaming is

legally adopted in our country, it is stated: "The necessary measures are taken to ensure that children in
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need of special education, whose conditions and characteristics are appropriate, are educated among

their normal peers in schools and educational institutions opened for the education of normal children."

Inclusion practices facilitate the receipt of educational services by preventing the labelling of
individuals, conferring social status upon them, and organising the learning environment (Batu, 2013).
In order for mainstreaming practices to be carried out, it is necessary to conduct educational
assessments, diagnoses and orientations (MEB, 2018). Mainstreaming practices may be carried out on a
full-time or part-time basis. In full-time mainstreaming, the student is placed in the same class as their
peers, who are developing normally. The student may also benefit from the support of an educational
room. The Individualized Education Program (IEP) is prepared by the teacher for the student with
special needs and implemented accordingly. In part-time mainstreaming practices, the student attends
the special education class that is most appropriate to their needs. In some lessons, the students share
the same classroom or environment with their peers who are developing normally (MEB, 2013;
Yazicioglu, 2018).

Individualized Education Program (IEP)

The IEP (Individual Education Program) is a program developed by the IEP development unit based
on the performance of the student who has been identified as requiring special education in areas such
as self-care, mathematics, communication skills, and academic skills. The IEP specifies the location,
time, materials, personnel, methods, and duration of the intervention, as well as the educational services

required to achieve the desired outcomes.

The preparation of an individualised education programme has become a legal obligation in Article
4 of the Decree Law No. 573 on Special Education, which states that "it is essential to develop
individualised education plans for individuals requiring special education and to implement education
programmes by individualising them." For individuals diagnosed with special education needs by the
CRC, an IEP is prepared in accordance with their specific requirements. Students registered with
BILSEM who have been diagnosed with giftedness participate in a range of programmes designed to
facilitate their adaptation to the educational environment, provide them with the necessary support,
recognise their individual talents, develop their special talents, and assist them in the production and
management of projects (MEB, Special Education Services Regulation, 2018). In order to prepare an IEP,
an IEP development unit is established in educational institutions, comprising the school principal or
deputy principal, the guidance teacher, the student's class teacher, the field teachers who teach the

student's course, the student's parents and the student.

It is essential that the IEP development unit works in coordination (MEB, 2018). It is ensured that the
most appropriate programme is prepared for the student. The unit is responsible for monitoring the
changes that occur during the implementation of the programme and evaluating the programme itself.
When necessary, the programme is optimised for the student by implementing changes to the IEP (MEB,
2018).

The objective of this research is to examine the general characteristics of theses and articles related
to inclusive education in primary school between 2014 and 2023 in our country. The research will seek

to answer the following sub-objectives within the scope of the study:
1. What type of studies are included in the analysis?

2. What is the distribution of research models among the theses and articles included in the study?
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3. Please provide a breakdown of the sample distribution of the theses and articles included in the
study.

Method

Research Model

In the study, since information about the teaching processes for inclusive students in primary school
will be given in line with the relevant literature, document analysis method was used. Document
review, which is one of the methods used to provide data for qualitative research, can also be called
"documentary observation", "documentary screening’, "indirect observation", "literature review",
"document method" and "secondary data analysis" (Musmal & Giirbiiz, 2018). The document review
method creates the opportunity to analyse the events by examining the primary and secondary source
documents related to the research subject (Ozkan, 2021), making the information understandable and
reaching the right information (Musmal & Giirbiiz, 2018). Document review is a method of obtaining

information by examining the sources (Sak, Sahin Sak, Oneren Sendil, & Nas, 2021).
Review Object

The theses in this research are limited to graduate theses and research articles published between 2014-
2023 and available electronically in the National Thesis Center of the Council of Higher Education and
TR INDEX. In order to obtain more comprehensive results, it is recommended to access the sources in
different databases. In addition, this study is a compilation study. Qualitative, experimental and
longitudinal studies are also presented as another suggestion in order to obtain more generalizable

results related to the research subject.
Data Collection Tools

The studies prepared between 2014 and 2023, whose master's and doctoral theses written in Turkey
were scanned with the keyword "inclusion” from YOKTEZ and research articles from TR INDEX
databases, cover the primary school level, the sample group is related to inclusive education, its purpose
is directly related to inclusion practices, the studies can be accessed from YOKTEZ and TR INDEX
electronic databases, the permission of the studies to be published electronically It was obtained by

examining 237 theses and 23 articles that met the criteria by document analysis method.
Data Analysis
The theses and articles included in the research were analyzed descriptively in line with the sub-
objectives and the findings were shown in the form of tables.
Findings

The results of the studies examined are mentioned in this section: The findings regarding the study type
of the studies included in the research from the studies published between 2014-2023 are presented in
Table 1.
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Table 1. Types of studies included in the study

Frekans Percentage (%)
Thesis 19 63
Article 11 37
Toplam 30 100

When the distribution of the studies included in the study according to the type of study was
examined, it was seen that the studies generally consisted of thesis studies. In this regard, it is seen that
thesis studies are at the forefront compared to article studies and researchers working in this field tend

to thesis studies.

Among the studies published between 2014-2023, the distribution of the studies included in the

research according to the research model is presented in Table 2.

Table 2. Distribution according to research model

Frekans Percentage (%)
Qualitative 9 30
Quantitative 17 57
Hybrid 4 13
Total 30 100

When the distribution of the studies included in the study according to the research model was
examined, it was seen that the studies generally consisted of quantitative studies. It can be stated that
the studies on this subject generally consist of quantitative relational studies. It can be stated that
qualitative and mixed research is relatively limited. Qualitative studies can be carried out on this subject,

in which in-depth and detailed examinations will be carried out.

Among the studies published between 2014-2023, the distribution of the studies included in the
study by sample is presented in Table 3.

Table 3. Distribution according to sample group

Frekans Percentage(%)
Teacher 20 67
Student 5 17
Parents 2 6
Mixed group 3 10
Total 30 100

When the table is examined, teachers were mostly preferred as the sample group in the studies on
inclusion. It was observed that the studies in which students and parents were samples were relatively
limited. In particular, the fact that teachers play an active role in the inclusion process can be cited as a

justification for this situation.
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Discussion, Conclusion and Recommendations
The findings of the studies are presented in this section.

Although families are aware of the benefits of inclusive practices, they have high academic
expectations, encounter difficulties with the admission process, and do not always respect expert
opinions. Despite the willingness of teachers to engage in inclusive practices, difficulties are
encountered in facilitating educational progress. Additionally, negative attitudes among teachers are
observed. RAM supports the process; however, it has been stated that there are deficiencies in the
diagnosis of RAM, taking into account the family demand, making an incorrect diagnosis, and

communication and monitoring (Ugar, 2021).

The research findings indicate that teachers possess a high level of competence in inclusive education
(Ulger, 2019). In schools where there is no IEP development unit and no IEP is prepared, it has been
demonstrated that studies on inclusive education and IEP are not conducted in an appropriate manner
(Guhadar, 2006). Teachers who adopt a positive approach to inclusive education and engage in in-
service training or the reading of printed publications demonstrate the value of their continued support
(Salah, 2021). The study found that demographic characteristics did not significantly influence teachers'
attitudes towards inclusion (Cinar, 2020). It has been observed that students with typical development
hold negative views of the experiences of their peers with special needs at school. It has been
demonstrated that students with typical development possess an awareness of the diagnostic

characteristics of their peers with special needs (Dogmaz Tunali, Karadag, Mutlu, & Yildiz, 2022).

It was observed that parental attitudes towards inclusive education were more positive than teacher
attitudes (Kugu, 2011). When the expectations of families from inclusive education were examined, it
was concluded that families mostly desired their children to be successful in their lessons, to have high
self-confidence and to acquire the knowledge and skills necessary to pursue a profession. These
expectations are followed by expectations that their children will learn to read and write, develop their
social skills (such as communication), make friends and act alone/meet their needs on their own. A small
number of participating families expressed expectations such as the acceptance of their children in the

classroom where they were educated and by society (Erden, 2021).

This can make it challenging to foster a collaborative and inclusive learning environment in the
classroom. The tailored support provided to students with disabilities may be perceived as a source of
envy by their peers (Gok, 2013). The majority of students with disabilities who are included in regular
classrooms do not receive any additional training from rehabilitation centers according to the specific
type of disability they have. The majority of teachers report that additional support from rehabilitation
centres according to the types of disabilities of students within the scope of inclusive education practice

has or will have a very positive effect on their social and academic development (Cankaya, 2010).

Teachers' opinions indicate that inclusive practices may result in disciplinary issues in the classroom
and may not positively impact students with typical development academically (Duran Diisiiniir, 2018).
Teachers' opinions regarding their competence in inclusive practices indicate that they tend to rely on
their own solutions rather than applying specific methods and techniques (Akdemir, Capar, &
Bayraktar, 2022). Teachers' general self-efficacy perception scores were measured using the scale
developed by Capa, Sarikaya and Cakiroglu (2005). The results indicated that there was no statistically
significant relationship between the total scores obtained from the attitude towards inclusive education

scale (Ozbaba, 2000) (Ciftci, 2016). It was indicated that when classroom teachers were required to
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interact with inclusion students individually, they encountered difficulties due to the circumstances
they were faced with. These included the inability to provide effective classroom leadership and to
adequately care for inclusion students due to the large class sizes. Some teachers who experience
difficulties believe that they lack sufficient information in their education faculty or through in-service

training, and that they are unable to address the problem effectively (Akbiyik, 2022).

When the problems in inclusive practices are examined from the perspective of the teacher, it has
been observed that factors such as the inadequacy of the equipment, the inconvenience of physical
spaces, the inadequacy of legal regulations, the curriculum being too dense and complex, and the lack
of cooperation among the stakeholders are the main problems in the practices (Demir, 2015). The impact
of the Reading Improvement Program (OGEP) on the number of correct words read in one minute with
fluent reading skills in enhancing the reading abilities of students with special learning disabilities was
investigated. The results of the research indicate that the OGEP application is an effective method for
improving the reading skills of students with special learning difficulties (Balikgi, 2020). Parents have
indicated that inclusive education practices have led to progress in language, cognitive, psychomotor

development and self-care skills, particularly in the social development of children (Seylim, 2021).

The team-supported individualisation technique has been demonstrated to be an effective approach
to fostering mathematical success and permanent learning (Aktan & Budak, 2021). In order to enhance
the quality of inclusive education in the IEP implementation process, it has been established that
classrooms should not be overcrowded and that sufficient time should be allotted to students with
special needs (Kartal, 2016). It was found that there were significant differences between the emotional
and behavioural problems of children with and without special needs within the scope of inclusion, as
well as in the depression and aggression factor scores according to gender (Eratay, 2021). The majority
of teachers indicated that legal arrangements had been made, yet encountered difficulties in practice.
Although the teachers perceived the legal arrangements to be beneficial, they indicated that students
were not placed in educational environments according to the type and degree of disability, and that
class sizes were not arranged according to the number of students with special needs. It is evident that,
despite the clear inclusion of the issues of diagnosis and placement of students according to the type
and degree of disability, and the arrangement of class sizes according to the student with special needs

in the relevant legislation, there are ongoing challenges in practice (Yilmaz & Batu, 2016).

The opinions, attitudes and concerns of teachers with diverse professional experiences towards
inclusive education are similar (Bektas, 2022). When the opinions of classroom teachers working in
primary schools about inclusive education practices are examined, no difference is observed according
to gender (Erdagy, 2019). The opinions of classroom teachers working in primary schools about inclusive
education practices do not differ according to the year of seniority (Erdagi, 2019). With regard to the
impact of the annual turnover of classroom teachers on the inclusion student, the prevailing view
among classroom teachers is that such turnover has a negative effect on the inclusion student. The
teacher who believes that the introduction of a new teacher will have a negative effect on the student
believes that the time required for the new teacher and the student to become acquainted will be a
period of lost opportunity. A minority of teachers believe that the change of classroom teacher will have
a positive impact on the student. Those who are undecided about this issue cite the following reasons
for their indecision: "if the student is in harmony with their teacher and the work is good, it will have a
negative effect, and if the student is not in harmony with their teacher and the work with the teacher is
bad, it will have a positive effect for the student" (Ozgiir & Nuri, 2022).
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The provisions of the Special Education Services Regulation are not being implemented to the
desired extent by administrators. The research findings indicate that school administrators perceive
class sizes to be appropriate for inclusive education. The majority of administrators participating in the
research indicated that they exhibited an egalitarian attitude in the distribution of inclusive students to

classes (Ertistiin Bulutoglu, 2019).

The findings of the research indicated that the competence of the majority of teachers is directly
proportional to their positive attitude towards the education of students with special learning
difficulties. It was therefore recommended that all necessary measures be taken to equip teachers and
that the other stakeholders in the school fulfil their duties fully and completely. Furthermore, it was
emphasised that the attitudes of everyone and all segments of the school, together with the teachers,
towards these students should be aligned. It has been demonstrated that this approach will have a
positive effect (Ekinci, Cavdar, Ekinci, & Resit oglu Cavdar, 2022).

While educators espouse the merits of inclusive education for students with special needs, their
assertions that it is solely beneficial for the development of students' social skills have been met with
skepticism (Glirgiir & Hasanoglu Yazgayir, 2019). Teachers indicated that they lacked the opportunity
to engage in activities with students with special needs and that they were unable to allocate sufficient
time to visual materials for the purpose of reinforcing the subjects learned (Sarilarhamami &
Demirkaya, 2021). In a study, primary school branch teachers indicated that they were aware of the
principles of inclusive education. However, they expressed the opinion that students with high
intellectual disabilities should not receive inclusive education (Battal, 2007). It has been observed that
inclusive classroom teachers pay attention to the order of the teaching environment, but do not include
other environmental arrangements. Furthermore, they make simplifications in the adaptation of
objectives, determining the appropriate goals and additional goals. However, there is no planning for
them (Vural & Yikmis, 2008).
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