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ABSTRACT

Attention Deficit Hyperactivity Disorder (ADHD) is considered one of the most frequently diagnosed psychiatric childhood
disorders. It has an effect on 3—5% of school-aged children, and brings about difficulties in academic and social interaction
with both parents and teachers. The rationale behind this study is the exploration of the knowledge and beliefs of
childrenregarding ADHD. The results of the survey based on the responses of 58 children to the ADHD Knowledge and
Opinions Questionnaires and subsequent interviews showed positive choices of evidence-based medication and psychosocial
treatment, and an understanding of the range of effects of ADHD, and the possible handling strategies. Children were able to
determine environments in which ADHD made it difficult for them to be, and also identify adults who they considered
capable of assisting them with their condition. Overall, the findings reveal that, whilst childrenhave some knowledge
regarding ADHD, demystification workshops are required.

Key words: ADHD, Children with ADHD, Special Educational Needs

Introduction

Attention Deficit Hyperactivity Disorder (ADHD) can be defined as a pattern of a constant lack of
attention and/or hyperactivity-impulsivity, which occurs more frequently and harshly than anticipated
during average development, and which manifests itself in a diversity of situations (1). This condition
often leads to various impairments in the child's social and academic functioning (2).

The importance of this research stems from various considerations. First, this study, to the best of the
researcher’s knowledge, delivers a first attempt at investigating the knowledge and beliefs of children
with ADHD in Saudi Arabia in relation to their disorder; in KSA, there is no data from research in the
field of children with ADHD learning in schools, specifically in terms of understanding and
determining their knowledge and beliefsabout the condition.

One of the main aims of this research is concerned with listening to the experiences of children with
ADHD with the objective to understand the difficulties of dealing with the disorder in Saudi Arabia.
The following sections will discuss children’s rights and perspectives, children’s understanding of
disabilities, and children’s knowledge of ADHD.

Copyright © Turkish International Journal of Special Education and Guidance & Counseling 1
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Children's Rights and their Perspectives

A large amount of social research has been focused on the contexts of children’s lives, such as the
school or home, which has not straightforwardly engaged children in the fieldwork principally for the
reason that their participation was undervalued (3) or not deemed reliable, but partially for the reason
that research performed with children frequently involves several ethical considerations (4).

Further attention has been assigned to children’s rights and voices, predominantly following the
publication of Convention on the Rights of the Child (Article 12 of the United Nations(5)). It is
highlighted that adults’ and children’s interests are not single and similar, and that the experience of
childhood is varied culturally (6). For instance, children vigorously take part in the social order, and
assist in constructing the life of families (7). Children are also influenced by significant key people,
such as parent and teacher relationships, and in sequence reciprocally have an effect on interactions

(8).
Children’s Understanding of Disabilities

How a disability is viewed differs in terms of its severity, life impact, beliefs concerning causes, and
treatment preferences. For example, one view of a disability is formed through what is recognised in
terms of a medical and scientific standpoint (9); however, there is the assumption that adults provide
further complete and precise data concerning the behaviours of a child than the self-report of a child
conducted his- or herself (10). Conversely, the statement that children are not able to understand or
offer information concerning their behaviours and internal states has been investigated (11).

Several argue that children are worthy informants concerning their own feelings and behaviours (12).
It has been revealed that seven year old children are able to reliably make better discriminations
between sadness, anger and fear, and to provide meaningful information, as well as developing ideas
relating to the origins of causation, the possibility of control, chronicity and the outcomes of
disabilities (13).

Children’s Knowledge and Beliefs about ADHD

Provided that such children are at a high risk for negative outcomes of life, which continue on into
adolescent, it would be valuable to consider children’s ADHD knowledge baseline, as well as their
thoughts of immediate matters associated with ADHD, as well as their views concerning evidence-
based treatments. To the knowledge of the researcher, thus far, no studies have been carried out that
examine children’s knowledge and beliefs relating to ADHD, except that of MacKay &Corkum (14).
In the aforementioned research, the scholars carried out a study in which 25 children responded (aged
8-14). The individuals were required to be present at a demystification workshop, concentrated upon
evidence-based information regarding ADHD, as well as the treatments of such. In this regard, it was
highlighted that children had a considerable increase in their ADHD knowledge following the
completion of the workshop, and further illustrated more positive views of medication and
psychosocial treatments. In complete opposition, however, the views of interventions options—such as
massage therapy and diet—did not alter.

Children with ADHD who do not know they have ADHD often emerge as perceiving themselves
negatively(15). Knowledgeandunderstandingmight goalongwayin helping achildwith ADHD if they
are aware of their disorder. Without self-advocacy, children with the disorder might not obtain the
attention and adaptations they require with the aim of succeeding academically (16). In a school
environment, for instance, children ought to be conscious of when, how, and who to seek for
assistance in order to make sure such important supports are provided. In order for individuals to
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improve in regard to self-advocacy skills, it is importantly primarily to gain a knowledgebase
concerning the condition and associated issues (14).

In Saudi Arabia, it is since inadequate attention has been assigned to children’ experiences and ADHD
social implications that a child is frequently viewed as being a problem. The gap in terms of ADHD
understanding is placed in the broader social context understanding. With this in mind, this research
has explored the perceptions of the social consequences of unsuitable behaviour. It is not the aim of
this research to negate the existence of ADHD, but rather to suggest an alternative approach associated
with thinking concerning the behavioural symptoms of ADHD. Therefore, this current study was
designed to examine the knowledge and beliefs about ADHD as held by children with ADHD in a
sample set of schools in the city of Jeddah, Saudi Arabia.

Method

This research has adopted a mixed-methods design, and comprises two distinct stages: quantitative
followed by qualitative. In the first phase, the quantitative data have been collected and analysed; in
the second phase, the qualitative phase has been built on the first, and comprises the collection and
analysis of qualitative data so as to assist in explaining or expanding upon the quantitative outcomes
acquired during the first stage. The justification for this design is that quantitative data and their
consequent analyses provide a general understanding concerning the problem of the research (17).

Respondents

Consistent with the research objectives and questions, The sample frame for this research study was
restricted to children in private centres (special schools for children with SEN) and public schools who
have been clinically diagnosed with ADHD or where the label is admitted by children themselves,
their parents, and learning disabilities teachers (children, their parents and teachers made use of the
term). Using both routes provided a more representative sample.

It is believed that this study needs to attempt to ensure as broad a sample as possible (18).
Accordingly, this research idea is concerned with distributing the questionnaires to and conducting
interviews with everyone eligible for entry into the research within the frame of the sample, more
willingly than to utilise a technique of sampling in order to identify a representative population.

The sample taken through this research was restricted to participants in Jeddah city, Saudi Arabia.
Jeddah, the second largest city in Saudi Arabia, was selected as the population owing to ease and
convenience from the researcher’s perspective, who was the sole researcher and who was required to
visit each school involved on at least two occasions. Those schools represented a cross-section of low,
middle, and high socio-economic status areas, in addition to varied Saudi backgrounds.

Regarding the questionnaires, 7 private centres and 53 (21 F, 32 M) public schools were involved. The
number of questionnaires distributed totalled 192 children. The number of questionnaires returned was
58 questionnaires.

Regarding the interviews, there was an item in the questionnaire that questioned whether or not the
participant would like to take part in the interviews. Subsequently, the list of agreed participants were
contacted via their preferred method of communication, and asked whether they were still willing to
participate in the research. This procedure of recruitment attracted 4children.
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Instrument

Two instruments—questionnaires in the first phase and interviews in the second phase—were used in
this research, as it is believed that this combination would enable triangulation in the study. However,
questionnaires and interviews questions were translated into Arabic.

The questionnaire used was Children’s ADHD Knowledge & Opinions Questionnaire—developed by
Psychology Department, Dalhousie University, Halifax, Canada—has been designed in order to assess
a child’s knowledge and beliefs concerning ADHD, and to measure the perceptions of children
concerning the impacts of ADHD across multi-settings (14). This measure is modelled after the AKOS
(ADHD Knowledge and Opinion Scale) (19), which is a questionnaire utilised for the purpose of
evaluating the knowledge and beliefs of parents concerning ADHD. The instrument contains 30 items.
There are 15 true or false questions, each of which assesses the ADHD knowledge of a child in
different areas, such as prevalence, causes, characteristics, and interventions. The subsequent part
contains 12 questions, which measure the opinions of a child concerning different interventions of
ADHD; these questions formulate a four-point Likert-scale, ranging from ‘strongly disagree’ to
‘strongly agree’. The last part incorporates three questions, each assessing the perceptions of a child
concerning the ADHD impacts on them across a variety of settings.

Semi-structured interviews utilised in this study in order to investigate research themes to greater
depths. The interviews were performed either in-person or via the telephone. The telephone interviews
were utilised in order to provide the opportunity to gain information from participants who are not
easy to contact in person owing to constraints of location. It has been revealed by Sturges&Hanrahan
(20) that, when comparing between transcripts of personal and telephone interviews, there are no
considerable dissimilarities in terms of interview validity.

Procedure

In the Kingdom of Saudi Arabia, for cultural and religious reasons, females are separated from males
in their schooling. Moreover, only males are permitted to enter boys’ schools, whilst women can
telephone the schools when needed, and vice versa. With this in mind, it was difficult to include
females in the study; however, some of the researcher’s female relatives who work in schools provided
assistance in distributing questionnaires and preparing interviews with females.

The children that participatedwere identified on the school database, which recorded behavioural
incidents. In some cases where school data had not been updated or was seen to be inaccurate,
participants were identified in conjunction with the teachers of learning disabilities within the schools.
There are apparent limitations to utilising this approach, such as bias or discrimination from the
concerned of professionals.

Additionally, it is held through this research that it is important to obtain the consent of children;
therefore, a small leaflet was produced and sent out with the letter; it gave details, in simple terms,
about the researcher, the research, and the hope of providing children with benefits, since it has been
proven that such a leaflet assists in dispelling any fears and permits children to make informed
decisions regarding participation (21).

Results of the questionnaires
Fifty-eight (58) children were recruited to take part in this research study. Of these children, the mean

age was 10.45 years with a range of 8—14 years. The mean of the number of the brothers and sisters
was 4, with a range of 0—8 years. The total number of children was 58 and 57% of the sample were
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boys. The majority of the population sample came from public schools and almost half of them were
located in the North. 57% of the sample was diagnosed with ADHD, 74% with the ADHD-Ctype.
45% of the children with ADHD were taking medication and the vast majority of children in the
sample had learning disabilities.

The questionnaire was divided into threesections: knowledge, opinions, and impacts. Thus, each
section is discussed separately.

Section A: Children’s Knowledge

In this section, the answers are provided based on the two types of response: Yes and No. The results
from the children’s questionnaires (Section A) highlight that on average children responded correctly
to 65% of knowledge items correctly (range = 27-87%).

With consideration to the knowledge of children concerning the main domains (Causes,
Characteristics and Treatment) (See table 1), the results of a Kruskal Wallis Test reflect that the
differences between the scores of children on the three subscales were statistically significant (p<
0.001). A within-subject contrast—applying the Mann-Whitney framework—revealed that, the
children’s scores on the causes subscale were significantly higher than those on the characteristics
subscale p < 0.001, and that the characteristics subscale scores were significantly higher than the
treatment subscale scores p < 0.001.

Tablel:Comparisonbetween the resultsof the children of subscale scores (Questions 1-15) (N = 58)

No Min of Max of Mean of
: Individual Individual Individual | Mean Percentage
Items
Scores Scores Scores
Causes 3 0 3 2.09 69.67%
Characteristics 5 1 5 3.31 66.2%
Prevalence 2 0 2 1.34 67%
Treatment 4 1 4 2.47 61.75%
Developmental 1 0 1 052 520,
course

Notes: In spite of the small items numbers, the comparison was made for contrast purpose between
subscale scores.

Section B: Children’s Opinions

The results from the children’s questionnaires (Section B) show that children hold positive attitudes
toward the management of ADHD (opinion of medication, psychosocial, and alternative
interventions), with the percentage of 72% (range = 50—87%) of opinions items.

In consideration to the opinion of children regarding the management of ADHD—including the
opinion of medication, psychosocial, and alternative interventions (See table 2)—the results of the
Kruskal Wallis Test reflect that the differences between the scores of children on the three subscales
were statically significant (p< 0.001). A within-subject contrast—applying the Mann-Whitney
framework—emphasises the fact that the overall attitude of children relating to the psychosocial
interventions subscale was significantly more positive when contrasted with the medication subscale
attitude p < 0.01, and that the attitudes concerning the latter were significantly more positive than the
alternative interventions subscale scores p < 0.001, which is significantly less than the psychosocial
interventions subscale p < 0.001.
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Table2:Comparisonbetween the resultsofchildren of subscale attitude (Questions 16-30) (N = 58)

N Min of Max of Mean of Mean
% | Individual | Individual | Individual ea
Items Percentage
Scores Scores Scores
Medication 6 8 23 17 70.83
Psychosocial 6 9 23 18 75
interventions
) Alternat.lve 3 3 12 8 66.67
interventions

Notes: In spite of the small items numbers, the comparison was made for contrast purpose between
subscale attitudes.

In terms of the demographic variables, the following points emphasise the statistically significant
differences:

a. Children in private schools have a more positive attitude when compared to children in public
schools p <0.05 (t-test).

b. Children who have been diagnosed with ADHD had a more positive attitude than children who
have not, the T-test results demonstrated statistically significant difference of overall scores between
the two groups (p<0.05).

Section C: ADHD Impact

This section identifies children’s overall ability to recognise the number of adults in their lives who
can help them to manage their ADHD. In this section, the participants were asked to tick the boxes
that apply to them. With this in mind, the next figures show the responses and the choices of
questions.

(31) ADHD makes it hard for me to get along with certain people.
Figure 1 clarifies the choices of the children:

30%
25%
o 20%
4
2
S 15% -
2
L
& 10% -
N l
O% I T T T T T T — T -_\
<& 3 & ¥ & & & 2
é\o Q,b '\é’e \?’(\ (\S\Q, fc.e"(\ 0& OO{\
\e <& > o b
& <% ©
N &
3 R
>
People

Figure 1: Identifying the people who children with ADHD find it hard to get along with (Question 31)
(N =58)
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The graph above shows that those children with ADHD find dealing with teachers difficult at a
percentage of 24%, with friends recognised as second at a rate of 21%, whilst dads score 16%.
Mothers, as well as brothers and sisters, come next with 15%, noting that sport coaches score the
lowest percentage amongst the familiar adults around such children.

(32) ADHD makes it hard for me to concentrate.
Figure 2 details below further clarifies children's results.

50%
45%
40%
35%
30%
25%
20%
15%
10%

5%

0%

Percentage

In school Athome During sports Playing with No place
friends

Places

Figure 2: Identifying the places where children with ADHD find it hard to concentrate in (Question
32) (N=158)

The graph above reveals that schools have the highest percentage (45%) for when children with
ADHD find it difficult to concentrate. Homes come second with 23%, and when playing with friends
comes next (17%). The most infrequent time when children with ADHD find it difficult to concentrate
is during playing sports, showing a percentage of 14%.

(33) ADHD makes it hard for me to stay out of trouble.
Figure 3 below illustrates the findings.

40%
35%
30%
B 25%
£ 20%
S 15%
10%
0% . , . I
In classroom Athome Duringsports Playing with No place
friends
Places

Figure 3: Identifying the places where children with ADHD find it hard to stay out of trouble
(Question 33) (N = 58)
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In the same vein, children with ADHD find it difficult to stay out of trouble depending on the
situation. The classroom context scored the highest rate with 38%, followed by when they are at home
at 26%. Whilst playing with friends came third with 18%, during playing sport appears to be the
lowest in terms of when children find it hard to stay out of trouble, providing a rate of 15%.

(34) The following adults can help me with my ADHD.
Figure 4 below depicts their results.

30%
o 25%
& 20% -
)
S 15% -
(3]
5 10% - l
a
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O% = T T T T - T
< X X < o < < e
Ib&e ’z;\qlo \o@s é\e O'bg oéo o%\z ooo
X2 Q 6\0 ,\Q:b {@(4 Q N
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N O )
(o) c,o
® ¢
f
People

Figure 4: Identifying the adults who can help children with their ADHD
(Question 34) (N = 58)

The graph shown above highlights that children trust their parents the most in terms of helping them
with their ADHD problem, with a percentage of 24% children stating this, with resource teachers
coming second with 21%, and general teachers coming third with 20%. Moreover, considering the fact
that sport coaches scored that lowest rating amongst the adults with whom children with ADHD find it
hard to get along, they also scored the lowest rate in terms of helping them with their ADHD.

(35) I can learn ways to control my ADHD on my own.
Figure 5 provides further explanation of the results.

40%
35%
30%
()
% 25%
)
S 20%
(3]
g 15%
a
5 I .
5%
O% T T T T T -—\
At Home Atschool  With friends During sports Other No place
Places

Figure 5: Identifying the places where children can learn ways to control their ADHD on their own
(Question 34) (N = 58)
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The graph shows that children perceive they can learn ways of controlling their ADHD whilst in
school at a percentage of 36%. Home is assigned second with 33%, and whilst with friends at a rate of
15%. Again, during sport scores the lowest with just 11%.

Results of the interviews
The characteristics of the four children that participated in these interviews—all of whom are notably
girls and have learning disabilities.

Sources of Information Regarding ADHD:
All of the children (C1; C2; C3; C4) could not adequately answer questions and say nothing regarding
where they had learned about ADHD.

Connections between People:
At this point, children showed that they did not talk about ADHD with anybody, with one child (C1)
providing a reason for this by stating that:

o For parents: I am afiraid to ask my parents because they will shout at me (CI)

o For teachers: The teacher will say, ‘I will not repeat the lesson, you were not paying attention’
(Cl).

Furthermore, two children (C2; C4) believed they need to tell people that:

. I am a normal human, just like them (C2)

. 1 will tell them how to help people with this problem (C4).

In addition, when needing help, all of the children (C1; C2; C3; C4) stated that they would go to
different people, with children most commonly going to their mother (C1; C2) or a friend (C1; C4) , as
depicted in Table 4.

Table 4: Summary of children seeking people for help

C1 2 C3 C4
My mother * X
My teacher *
My friend * *

However, one of the children (C1) mentioned that she (Mother) is always busy, she has a lot of things
to do (Cl).

Perceptions towards Parents of Children with ADHD:
What children mentioned regarding how parents treat children with ADHD can be divided into both
positives and negatives, as depicted in Table 5.

Table 5: Summary of children’s perceptions of parents

Positive (C2) Negative (C1; C3; C4)
. Sometimes they deal with them with love and care | They shout at her (C1)
with the help of the doctor (C2) . They beat them (C3)
. They hold the child tightly so he does not move
(€4)

Perceptions towards Teachers of Children with ADHD:
What children mentioned regarding how teachers treat children with ADHD can be divided into both
positive and negative statements, as shown in Table 6.

Table 6: Summary of children’s perceptions of teachers

Positive (C2) Negative (C1; C3; C4)

. Developing their talents (C2) They reprimand them (C1)
Always complain (C1)

They beat them (C3)

force them to sit down (C3; C4)

Copyright © Turkish International Journal of Special Education and Guidance & Counseling 9
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Discussion

A key finding from the present study is that the baseline knowledge of children was higher than
anticipated by the researcher. Reasons for this are unclear; nonetheless, several pupils might have been
educated regarding ADHD once the diagnosis had been made. In addition, all questions concerning the
knowledge of children were in a format of true/false items. In the future, it might be helpful to amend
the format to multiple-choice to have a more precise measure concerning the knowledge of ADHD and
associated issues. It is possible that because most of the children who participated had a diagnosis of
ADHD and were studying in special centres that this might have made them knowledgeable and
therefore have a high score and be positive towards different managements methods.

On the other hand, when the interviewed children were asked where they had learned about ADHD,
nobody answered or provided any indication of the person and/or place. Through parents’ and
teachers’ interviews, there was a tendency not to tell or allow children to realise their condition, which
was owing to several reasons, such as not making them feel that they are different and/or any less
important or capable than others, which may reflect on their wellbeing; and causing them to think that
they are vulnerable. Some children believed that they could not understand the problem. In the
meantime, children conveyed that they do not discuss ADHD with anyone; one of the children
provided a rationale for this by highlighting that they were blamed and/or shouted at; however, the
children showed a desire to know about several aspects of ADHD.

The majority of children experienced ADHD as a medical disorder, and as something that was
alleviated by medication. The research findings reveal that children reported a strong biological basis
for the disorder of ADHD (22), and that children showed a desire to do the right thing, which was, at
times, overruled by their ADHD. This also influenced the sense of children’s self as well as identity,
with ADHD viewed as a restrictive factor in terms of being capable of behaving well both at home and
school.

Children have been formerly reported to view their ADHD label negatively in terms of a stigmatising
consequence (23), with such a vision also identified in the present research. Views of medication have
formerly been reported as mixed (24), with this finding similarly replicated in the present research.
When children asked, they said they preferred not to be on medicine, but most children in the research
identified positive effects of medicines and confirmed bad behaviours when off such medication.
Although many children were negative towards teachers, parents, friends and/or support staff, they
believed that school-based interventions would be supportive for managing their symptoms of ADHD
or negative experiences with parents, and that psychosocial treatments—such as parent training—
would be helpful in managing their symptoms of ADHD. Respondents shared beliefs that suggest they
do not sense that their condition is understood by their parents and/or teachers, which might have an
effect in terms of their beliefs in relation to psychosocial interventions. The findings of a previous
questionnaire study demonstrated that children positively viewed their medication, although there
remained a large number who reported a negative view owing to side-effects (25). This study is
similar to a another questionnaire study, which reported that, in contrast to parents, children know less
about their medication and account fewer benefits (26). Children further stated that medication
changes negative behaviours (23), and made them feel calm with increased levels of concentration
(24), with negative behaviours increasing once medication was stopped (27). Children were also found
to illustrate a reliance on medication (23).

With reference to the treatments opinions for ADHD, more positive selections toward
pharmacological interventions have been revealed, and it is apparent that they are listening and
learning from surrounding people. Children might also learn from others in their lives, such as parents,
teachers, peers, and the media; consequently, this might be helpful in terms of presenting the
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opportunity to continuing the discussion concerning what has been heard in relation to ADHD, as well
as treatments and what has, in fact, been supported by scientific verification (14). The researcher
considered that there would be differences between children according to the different parts of Jeddah
city in view of the fact that Jeddah has been developed as a cosmopolitan city with a varied and
heterogeneous population since the time that people from diverse parts of Saudi Arabia begun to settle
there (28). People from different social classes and Saudi regions are distributed across the four
different quarters of Jeddah city: for instance, predominantly rich people live in the west, whilst the
poor live in the south (29); however, this was the case for parents but not for children and teachers.
According to MacKay &Corkum (14), it is found that children with an ADHD diagnosis who attended
a workshop of demystification revealed important gains in knowledge concerning ADHD subsequent
to their involvement in the session of two hours. Many of the attending children stated that they
enjoyed the experience and believed they had learned from the demystification workshop (14).
Demystification can be defined as the act of placing into simple words what strengths and weaknesses
individuals have, devoid of the utilisation of labels or judgments (30). The demystification object is to
resolve misconceptions, minimise tendencies of blame, and to present individuals and their families
with data concerning their capacity which may have an effect on future results (30). Demystification
emerges to vary from a psycho-educational group in the terms that, instead of basically learning in
relation to a particular theme, individuals are learning on the subject of their own strengths and needs
relative to the subject. For instance, a session of demystification on the subject of ADHD would give
confidence to children in relation to discovering how ADHD influences their own lives in particular,
and also how they could utilise their individual strengths to balance areas of weakness. In this regard,
children ought to leave a session of demystification with feelings of confidence and optimism for the
future. Therefore, demystification is suggested by this research.
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ABSTRACT

Even though Turkish Ministry of Education (Milli Egitim Bakanligi [MEB], 2006) accept the philosophy of inclusion and made
huge shift in terms of this philosophy, inclusion has still not common yet in Turkey and that the required and expected levels of
individual and social benefits have not been obtained (Sari, Celikoz, & Secer, 2009). Therefore, teachers’ concern about inclusion
is wondered. The purpose of this case study is to describe the attitudes of general education teachers’ towards inclusion for
students with disabilities and to understand the effectiveness of inclusion in classroom settings, in Turkey. Qualitative research
method was used in this study. The research was done as a Case Study. Participants of this study are four general education
teachers, two of them are working at elementary and other two are at secondary level. Even though inclusion is promising benefit
for all students, the research showed that indeed, inclusion in Turkey is not working effectively because of several reasons, such
as lack of professional development programs and inefficacy of existing programs for general education teachers and psychologist
working in Guidance Research Center (RAM), lack of resource, lack of collaboration between teachers-psychologists, and
teachers-family. Most critical finding is violation of inclusion rules.

Keywords: Teachers, Education, Turkey

Introduction

Although inclusion has long history in many countries, such as the United States, the word of inclusion
and the implementation of it entered to Turkish Education system almost a decade ago. The inclusion
phenomenon has been become popular across the country, nowadays. As literature comes from outside of
the country show high benefits for students with disabilities, and students without disabilities as well, for
instance, it is believed all students do or do not have a disability benefit from inclusion; including students
with a disability in general education setting helps them to be socialized with their peers without a
disability and this is critical for the success in their life (Rakap and Kazcmarek, 2009). In addition, it is
underlined that the greatest benefits are gained only if professionals in school hold positive attitudes
toward the inclusion of children with disabilities (Combs, Elliott, & Whipple, 2010; Sari, Celikoz,
&Secer, 2009; Casale-Giannola, 2012). As a service provider for students with disabilities, teachers’ or
professionals’ role and thought about inclusion of students with disabilities have critical importance.

It is claimed that “some researchers have assumed that attitudes and behaviors were closely related and
that attitudes could be useful in predicting behavior,” however, many teachers have negative attitudes as a
reason of ill preparation, because they feel incompetence to provide high quality instruction depends on
the needs of students (Combs, Elliott, & Whipple, 2010, p. 114). National Center for Education Statistics
(1999) states only one out of five students feels prepare to deliver core curriculum for linguistically,
racially and academically diverse students. It is also claimed teachers’ previous experience determine their
current positions (Alquraini, 2012).

Even though Turkish Ministry of Education (MilliEgitimBakanlhigi [MEB], 2006) accept the philosophy of

inclusion and made huge shift in terms of this philosophy, inclusion has still not common yet in Turkey
and that the required and expected levels of individual and social benefits have not been obtained (Sari,
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Celikoz, & Secer, 2009). Therefore, teachers’ concern about inclusion is wondered. The purpose of this
case study is to describe the attitudes of general education teachers’ towards inclusion for students with
disabilities and to understand the effectiveness of inclusion in classroom settings, in Turkey. At this stage
in the research, inclusion is defined as “a term which expresses commitment to educate each child, to the
maximum extent appropriate, in the school and classroom he or she would otherwise attend” (Wisconsin
Education Association Council, 2007).

Qualitative research method was used in this study. The research was done as a Case Study. Participants
of this study are four general education teachers, two of them are working at elementary and other two are
at secondary level.

Even though inclusion is promising benefit for all students, the research showed that indeed, inclusion in
Turkey is not working effectively because of several reasons, such as lack of professional development
programs and inefficacy of existing programs for general education teachers and psychologist working in
Guidance Research Center (RAM), lack of resource, lack of collaboration between teachers-psychologists,
and teachers-family. Most critical finding is violation of inclusion rules. Although Turkish Ministry of
Education requires schools and responsible people to collaborate with special education teacher, school
psychologist, classroom teachers, family members, and students while preparing Individualized Education
Program (BEP) based on the article 72 (MEB Mevzuat, 2012), data shows there is no collaboration.

Big shift for professional development programs and one hour planning session are suggested to lessen the
problem. Teachers Thoughts and Acts towards Inclusion within General Education Settings in Turkey
Introduction

All students with or without disabilities have the right to receive education in a least restrictive
environment. In terms of this idea, to provide education regarding students’ needs is one of the discussion
topics in education settings, and this philosophy (inclusion) has been accepted for two decades in
developed countries such as The United States of America. Recently, inclusion has also been used in
developing countries. However, there are several critical factors to implementing the philosophy of
inclusion successfully. Teacher attitudes and thought towards inclusion is one of them, and this is mostly
considered as a key factor of successful implementation of inclusion.

At this stage in the research, the inclusion is generally defined as “a term which expresses commitment to
educate each child, to the maximum extent appropriate, in the school and classroom he or she would
otherwise attend” (Wisconsin Education Association Council, 2007). The purpose of this study is to
describe the attitudes and thoughts of general education teachers towards inclusion for students with
disabilities at urban schools in Turkey. The qualitative research method has been used for the research
and it is designed as a case study. The data are collected from the elementary and secondary school
teachers by doing semi-structured interviews.

Literature Review

It was stated that all students who do or do not have a disability benefit from inclusion, for instance,
including students with a disability in a general education setting helps them to be socialized with their
peers without a disability and this is critical for the success in their life (Combs, Elliott & Whipple, 2010;
Rakap and Kazcmarek, 2009). In addition, in the literature, it was underlined that the greatest benefits are
gained only if professionals in school hold positive attitudes toward the inclusion of children with
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disabilities (Combs, Elliott, & Whipple, 2010; Rakap and Kaczmarek, 2009; Sari, Celikoz, &Secer, 2009;
Casale-Giannola, 2012). As service providers for students with disabilities,Teachers’ or professionals’
roles and thoughts about inclusion of students with disabilities have critical importance. Moreover,
Combs, Elliott and Whipple (2010) claimed “some researchers have assumed that attitudes and behaviors
were closely related and that attitudes could be useful in predicting behavior” (p.114). On the other hand,
it must also be considered that “teachers who feel ill prepared for including students with disabilities, lead
to feelings of incompetence that in turn leads to negative attitudes toward students with disabilities”
(Combs, Elliott & Whipple, 2010) . Moreover, there is a noteworthy statistic: “only one of five general
education teachers feel well prepared to work in classrooms that included students who were culturally,
linguistically, racially, or academically diverse” (National Center for Education Statistics, 1999). For these
issues, it was stated that teachers’ previous experience, and their current positions, play critical roles
(Alquraini, 2012).

Despite the Turkish Ministry of National Education’s main concern that the children with special
education needs continue their education together with their non-handicapped peers in grades kindergarten
through eighth and informal education and where support services are offered (MilliEgitimBakanligi
[MEB], 2006), inclusion has still not been common in Turkey, and the required and expected levels of
individual and social benefits have not been reached (Sari, Celikoz, &Secer,2009). Therefore, teachers’
concerns about inclusion are believed to determine their effects on successful implementation of the
inclusion philosophy in general education settings.

In these studies (Brownell, Sindela, Kiely, & Danielson, 2010; Darling-Hammond, &Youngs, 2002;
Grigorenko, 2008; Rowan, Correnti, & Miller, 2002), it is clearly seen that there was high correlation
between students’ success and teacher qualities. Significant relationship was found between linguistic
knowledge or abilities of teachers and the success of students in linguistic activities (Brownell, Ross,
Colon & McCallum, 2005; Brownell, Sindela, Kiely, & Danielson, 2010; Grigorenko, 2008; Moats
&Foorman, 2003). Therefore, teachers who have insufficient knowledge most likely become ineffective
no matter how perfect the curriculum and materials they are using (Rosenfield&Berninger, 2009).
However, it was highlighted that “many teachers’ knowledge of speech sounds, their identity in words, the
correspondence between sounds and symbols, concepts of language, and the presence of morphemic units
in words is not typically well developed” (p. 585).

Methods

A qualitative research method was used in this study. The research was done as a case study. According to
Yin (2002), case study allows for investigation of multiple factors in naturally occurring events;therefore,
this methodology was selected. The goal of the study was to investigate how effectively inclusive
classroom settings are working for students with disabilities and to see current teachers’ thoughts and
concerns about inclusion for them. Research questions were determined as what are the teachers’ general
perceptions of including students with disabilities or at risk in general education settings, and how do their
perceptions affect the implementation of inclusion philosophy?

Participants

Participants in this study have been working in Turkey, as elementary and secondary school teachers. Two
participants were chosen from elementary schools in Bingol, which is located in the east part of Turkey. In
one classroom, there was a student with hearing impairment, and in another classroom, there was a student
with minimal brain injury. The other two participants were from Nevsehir, which is located in the middle
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part of Turkey, and one of the participants had ten years of teaching experience in social sciences. The
other one had 7 yearsof teaching experience in Math. Both of them had a student with a learning disability
in their classrooms.

Four participants were specifically chosen, in an effort to investigate the specific experience of teachers in
general education settings in Turkey. For deep understanding, the research team decided that the selection
of four participants produced four interviews through the research. The semi-structured interview method
was used, and itrequired at least 30 minutesof interview for one participant. Even though the semi-
structured interview model is used, the concept of the interviews was closer to theneo-positivist approach
(Paulston, 1991).

The interviews were made one on one using Skype. Before starting the interview, the aim of this interview
and the study was introduced by the researchers, and verbal and written consents were requested from the
participants. All interviews were recorded and then transcribed. After that, all transcript data were
translated from Turkish to English.

To support qualitative methodology, interviews were used based on participants’ experiences, attitudes
and concerns about inclusion of students with disabilities in general education settings.

Data Analysis

All recorded data were transcribed and translated to English from Turkish and read by the researchers
several times. Related quotes were coded and cut from the transcripts, and rearranged according to the
emergent themes of a) teachers’ lack of knowledge about special education, b) professionals and school
psychologists, ¢) the violation of the law, and d) behavioral problems and physical aggression. It was
considered that thematic data analysis is appropriate to shed light on the information given by Braun and
Clarke (2006).

Results

All participants in the research gave negative feedback about the inclusive classroom settings and they
suggested a program such as individualized tutoring for the children with disabilities. All teachers in this
study mentioned that they were not prepared to educate the children with disabilities. They complained
about not receiving professional help from the Guidance Research Center (RAM, Turkish acronym) and
not having professionals in their schools. Moreover, they stressed that the failure of students with
disabilities caused some behavioral problems and physical aggressions. It was also noticed that there was
a law violation in terms of preparing individualized academic plans for the children with disabilities.

a-) Teachers’ lack of knowledge about special education

While analyzing data, it was realized that one of the biggest and most important key factors for successful
implementation of the inclusion philosophy is teachers’ knowledge. There was a lack of knowledge from
two main perspectives. First, teachers have not enough knowledge about special education and what to do
for children with disabilities. Second, teachers also struggle to understand the philosophy of inclusion.
Therefore, even though they try to create inclusive classroom settings, they segregate the students with
disabilities in the class.

Copyright © Turkish International Journal of Special Education and Guidance & Counseling 16



ISSN: 1300 — 7432
o3 TIJSEG s
(]

Turkish International Journal of Special Education and Guidance & Counseling 2014, volume 3, issue 1

All participants voiced their lack of knowledge about special education. They also stressed that they were
not prepared to teach in a classroom which included linguistically, academically diverse students. For
instance, one of the participants said:

T: “I took several courses during my graduate years, but they were not exactly what I need today... the
courses did not include any kinds of information related to students with disabilities. I can say that I did
not take a course specifically about the ways of inclusion.”

Since general education teachers are not prepared to educate students with disabilities or students who are
at risk, there are negative effects on the success of the students and also teachers’ performance.

From the gathered data, it was also seen that even though children with disabilities do not really
participate in the class and activities, it was called “inclusion.” Due to teachers’ lack of knowledge about
the general philosophy of inclusion, students with disabilities were disregarded by the teachers. Since
teachers’ success is evaluated based on average achievement of their students in the class even though the
students with disabilities fail in their courses, it is not realized in the average achievement of the students.
One of the participants’ comments clearly demonstrates the point of view about students with disabilities
and inclusion:

T: “There are students like rotten apples (which he used for unsuccessful students) in every classroom and
none of the teachers want to have a student like that. My understanding is if there is benefit for the
majority in the class while disregarding onestudent, I prefer the majority’s benefit.”

Therefore, due to some important factors, such as curriculum and time, teachers cannot pay enough
attention for every individual in their classroom and they considered average achievement; the
improvement of students with disabilities was not important. It also showed that teachers did not have
enough seminars, conferences, or workshops to understand the main goal of inclusion.

b) Professionals, school psychologists

Participants, many times, talked about the lack of opportunity for collaboration with other professionals,
such as school psychologists. The schools in which they are working do not have school psychologists.
Therefore, they could not receive help from the professionals and they needed to contact with other
professionals who are working at RAM. However, there is only one RAM in their region. Moreover, even
though they are supposed to help teachers to find the best available intervention to improve students’
academic success by collaborating with teachers, teachers indicated that the professionals have low
expectations for students with disabilities

R: Did you learn the way of practice from any professionals, or did you find it as a result of trials?
T: When I say that I found the way of practice by trying, it may be more accurate... Without receiving
help from professionals... umm... I did not find the activity I used while searching the internet... By

experimenting, I decided that the way of practice is fit for my student... Currently, he is better at reading.

Not only psychologists, but also school administrators have low expectations for students with disabilities.
These directly affect teachers’ performance. Teachers thought that they do not need to work hard to
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improve students’ academic skills because whatever they did or however students’ improved was
acceptable.

¢) Violation of the law

All participants in the research stressed some systematical problems and the most important systematical
problem that they mentioned was the violation of law. There were three different violations. The first one
was that the IEP meeting does not work properly. Second, families were not informed about the process
and they did not know the procedure. Finally, school teachers and professionals, such as psychologists in
RAM, were not working collaboratively and IEP for the children with disabilities were not prepared by
collaborating regarding the needs of students. General “packet programs” were provided to all students.

Even though the law required collaboration while preparing the IEP plans, teachers asserted that packet
IEP plans were given at the head of academic years, and they were expected to deliver instruction
regarding these IEP programs. However, the plans were general: there were not specific things in terms of
the needs of the students. Furthermore, families did not know whether or not their children had an IEP
plan, and they did not want to accept what teachers said about their students.

T: Generally, families are making us upset, because they are not accepting that their children are
“kaynastirmaogrencisi” (the term was used to describe students with disabilities or at risk). When I say
that the student is not able to read, they say he is reading appropriately at home. Umm... I say if he is
reading correctly at home, why does he not read in class? They do not accept the issue in anyway. They do
not want to believe it. Because of that, they are not supporting us.

In the law, it is stated that a family member is the one of the key participants of an IEP meeting.
Regardless, families are even not aware of the problems which their children have. Indeed, there is no IEP
meeting to discuss the needs of students with disabilities

d) Behavioral Problems and Physical Aggression

Participants reported that students considered as having disabilities showed behavioral problems and
aggression. Several reasons for these problems can be counted. For example, participants reported that
academic failure affects students’ behaviors in a negative way. Also, the peers of the children with
disabilities may sometimes demonstrate unacceptable behaviors such as teasing, abusing, or beating. It is
for sure that these types of attitudes have a negative impact on children’s self-confidence and behaviors.
As one of the participant mentioned:

T: To be with his peers in a classroom helps him to socialize and the student understand that he is a
member of the community in which he is living. However, being an academically failure hurts the
students. And it leadto increased behavior problems with their peers.

Therefore, because of these problems, these students can demonstrate physical aggression in and out of the
classroom. Indeed, to include these students in regular classroom setting lead teachers to identify the
students as having psychological problems instead of decreasing the academic gap between students with
and without disabilities.

Copyright © Turkish International Journal of Special Education and Guidance & Counseling 18



ISSN: 1300 — 7432
o3 TIJSEG s
(]

Turkish International Journal of Special Education and Guidance & Counseling 2014, volume 3, issue 1

In addition to the students’ physical aggression, students from different grade levels are teasing them by
using the weakness of students’ with disabilities, such as deafness and learning disabilities. Two
participants especially underline the issue that teasing and related behavior most likely come from older
students or other students who are not in same classroom.

Discussion

The result of the study clearly demonstrated that there is a huge problem in terms of the implementation of
inclusion in general education classrooms in Turkey. Due to the result of the study, some precautions
should be taken because it is alarming from many different aspects.

Based on many studies (Brownell, Sindela, Kiely, & Danielson, 2010; Darling-Hammond, &Y oungs,
2002; Grigorenko, 2008; Rowan, Correnti, & Miller, 2002; Rowan, Correnti, & Miller, 2002), teacher
qualities have a direct effect on students’ academic success. However, both elementary school level
teachers and secondary school teachers stressed that they were not prepared enough to educate the
students with disabilities. Therefore, teachers’ qualities affected students in a bad way. Even though
teachers had received several courses in their undergrad and they attended some conferences and
seminars, it is not correlated with the needs of students with disabilities and inclusive classroom settings,
or it is not enough to better understand the issue. Therefore, after the research it is clearly seen that there is
a lack of knowledge in terms of special education and inclusion for the teachers.

Furthermore, as many researcher, and studies stressed, professionals have an important role in inclusion
and they provide huge benefits regarding positive attitudes toward the inclusion of children with
disabilities (Combs, Elliott, & Whipple, 2010; Rakap and Kaczmarek, 2009; Sari, Celikoz, &Secer, 2009;
Casale-Giannola, 2012). However, there are not enough school psychologists to provide help in the
schools. It is clear that teacher preparation programs are insufficient and teachers need professional help,
but indeed, there is a lack of professionals in that field which causes systematic problems.

Including students with disabilities in a general education classroom is critically important for their
socialization with their peers without a disability (Rakap, &Kaczmarek, 2009). However, all these results
and an inability for the implementation of inclusion does not help to make them socialized and causes
additional problems,such as increasing behavior problems.

Recommendations for Future

Based on the participants’ experiences and previous studies, it is clearly seen that the implementation of
inclusion has not been working well enough and there are some problems which may be solved by taking
precautions. As mentioned in the results, one of the most important things is to improve the knowledge
and the awareness of teachers in general education classrooms and professionals in RAM regarding the
needs of students with disabilities. Therefore, the following recommendations can be applied:

e Teacher preparation curriculum should be revised and some additional courses should be given to
the pre-service teachers to prepare them to teach students with disabilities in classrooms which
also include students without disabilities.

o The results are displayed that teachers not only struggle to deal with teaching students with
disabilities, but also they did not understand the inclusion approach. Therefore, conferences,
workshops and seminars should be organized for in-service teachers to help them to recognize
teachers’ role in the system and to understand what the philosophy of this inclusion is.
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e There is a huge need for the school psychologists, and special education teachers. Many schools
do not have any psychologists. Indeed, many regions have only one or no RAMs because of a lack
of professionals in the field of special education. Therefore, there should be more recruitment for
school psychologist and special education teachers. Also, to have qualified professionals, it can be
considered to increase the number of university students in related departments.

e Family participation is very important, but unfortunately teachers mentioned that IEP meetings
have not been done in collaboration with families. Therefore, families do not know anything about
procedures and programs for their children. Most families do not know why their kids need to
have different educational plans, so they are being suspicious and blame schools and teachers.
Thus, it is very necessary to inform families about what has been done and what is going to be
done.

Conclusion

Inclusion still can be considered as new phenomena in Turkey. Because of that there are several problems
which can be seen in the implementation in the classes. To gather a deeper understanding about the
implementation of inclusion, the study aimed to describe the attitudes and thoughts of general education
teachers towards inclusion for students with disabilities at urban schools in Turkey.

Based on the results of the study, it has been recognized that there are some major problems with the
implementation and understanding of inclusion among teachers. The interviews demonstrated that general
education teachers do not have enough knowledge about students with disabilities and inclusion. Also,
there is not enough opportunity for the teachers to understand the new system and to improve their
teaching. Moreover, participants stressed the lack of professionals in the schools and they argued that
teachers cannot get assistance from the professionals because there are not enough professionals in
schools and in districts. This problem causes some systematical problems such as lack of regular IEP
meetings, and failure to inform families about the procedure and process. The issue is the violation of the
law which requires collaboration while preparing IEPs for students with disabilities. However, general
packed programs are used for them without regard to their specific needs.

As a result, not creating appropriate class settings for inclusion of students with disabilities causes
unexpected behavioral problems among students with and without disabilities. Therefore, further studies
are suggested in that issue.
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ABSTRACT

This research’s goal is to observe behaviors of students in inclusion teaching during educational games aimed for inclusion.
16 students from different disability groups participated in the research. These students consisted of 4 females and 12 males.
Their age range was between the ages of 10-17. The research was planned as 3 groups. The groups were categorized as a
female group and two male groups. Female students were aged between 12 -15. Male students’ age range in the first group
was between the ages of 10-13. Second male group were aged between 14-17. An observation form was prepared for the
research. Inclusion teacher, psychological counseling and guidance teachers and academic members in recreation department
were consulted while preparing the observation form. Observations related to the research were recorded and thus data was
obtained. Data was analyzed and interpreted at the end of the research. According to the research data, it was observed that
male students aged 14-17 had discussions, fought with each other and they were jealous of each other and wanted to display
the same behaviors after first 4 weeks, whereas there was no problem in individual, group, sharing, communication and
cooperation behaviors of male students and female students aged 10-13

Keywords: Inclusive teaching, inclusion, educational game, observation form.

INTRODUCTION

“Special education” is defined as trainings including education and training of children different from
normal children in terms of physical, mental, emotional and social development characteristics.
(Ozsoy et al. 1989, cited by Ozsoy and Avcit 2000). Special education is offered to children different
from the majority and having different needs, enables children with superior characteristics to
maximize their capacities, prevents inadequacy from turning into a disability, provides them with
skills for social inclusion and these skills support them to be independent and productive individuals
by making them self-sufficient (Editor: Ataman, 2005).

As it is defined by Ministry of Education Special Education Services Regulation, it refers to
“individual with special educational needs, showing significant difference in expected level in terms of
individual characteristics and educational qualifications when compared to their peers. This general
definition covers all the different features of children with special educational needs (Editor: Diken,
2011). During 19" century and till the first half of the 20" century, it was believed that special
education should be given in special education environments separated for the disabled. In these
periods, when a child needed a special help, it meant that he should be included in a program different
from school schedule (Kuz, 2001). Over time, a variety of negative aspects of these educational
environments began to occur. And this forced parents and educators of disabled children to seek
alternative environments that could provide them with education (Jenkinson, 1997 Cited by Kuz,
2001). Together with these pursuits, developments in human rights, democracy and equality idea
were the reasons for transition from separated special education towards inclusion education based on
the principle to educate an individual with disabilities and their peers in regular education classes.
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However, the main factor in the implementation of inclusion was that the principle of equality of
opportunity in education and democratic education concept was implemented in a wider way (Gottlieb
and Leyser, 1996; Mickley, 2001, cited by Kuz, 2001).

The inclusion aim of our research is to develop and observe interactions, communications, and
develop social relationships of children with disabilities with college students in the process of
educational game activities. Other aim is to help them to adapt by observing interactions,
communications, and develop social relationships of children in different disability group and age with
each other in process of activities.

MATERIAL AND METHOD

16 students from different disability groups participated in the research. The research consisted of 4
female and 12 male students. Their age range was between 10-17. The research was planned as 3
groups. The groups were one female and two male groups. Female students were aged between 12
and 15. First male group was aged between 10-13 and the age range of the second one was between
14-17. An observation form was prepared for the research. Special education instructor, psychological
counseling and guidance teacher and academic members in recreation department were consulted
while preparing the observation form. Trainings were performed for 60-90 minutes twice a week
during 8 weeks. Data was created by recording observations related to trainings. Data was analyzed at
the end of the research.

Interests and desires of the children were determined by consulting the parents and children while
preparing 8- week educational game activity program. The program was created by choosing
educational games with the aim of development of skill, strength, balance, flexibility and mobility.
Children were enabled to know and use sportive materials by including them in educational games.

Materials used in the research:

Portable basketball hoop, mini trampoline, plastic barriers with different heights, balls in different
branches, pilates ball, hoop, skipping rope

Observation Form

1.Student Behaviors Observation Observation Observation | Observation Observation Observation

Individual

Group

Communication

Cooperation

Sharing

2. Student Behaviors Observation Observation Observation | Observation Observation Observation

Individual

Group

Communication

Cooperation

Sharing

3. Student Behaviors Observation Observation Observation | Observation Observation Observation

Individual

Group

Communication

Cooperation

Sharing
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DATA AND ANALYSIS

Chart 1: Age, IQ and School Status of Students Participating in the Research

Status age n % Gender n % 1Q School status
Mental 12 1 Female 1 50-70 Rehabilitation
Mental and orthopedic 13 1 Female 1 55-70 Special education
Mental 14 1 Female 1 45-65 Rehabilitation
Mental 15 1 Female 1 40-60 Special education
Mental 10 2 Male 2 55-70 Rehabilitation
Mental and orthopedic 11 2 Male 2 50-70 Special education
Mental 12 1 Male 1 40-65 Rehabilitation
Mental and orthopedic 13 1 Male 1 50-70 Special education
Mental 14 2 Male 2 55-70 Special education
Mental 15 1 Male 1 45-65 Special education
Mental 16 2 Male 2 45-70 Rehabilitation
Mental and orthopedic 17 1 Male 1 50-70 Special education

In chart 1, age, IQ and school status of all students participating in the research was represented. 7
students of them (43,8 %) receives education in only special education and rehabilitation center, 9
students ( 56,2%) receives education Erzurum Recep Birsin Ozen Education Practice School and Job
Training Center of Ministry of National Education.

Chart 2: Status of Female Students (Aged 12-15) Participating in the Research

Status Individual Group communication Cooperation Sharing
Age 10 Adaptable Adaptable adaptable Adaptable Adaptable
Age 11 Adaptable Adaptable adaptable Adaptable Adaptable
Age 12 Adaptable Adaptable adaptable Sometimes not Adaptable
adaptable
Age 13 Adaptable Sometimes not Sometimes not adaptable Sometimes not
adaptable adaptable adaptable

In chart 2, observation results of female students in the research were represented. According to these
observation results, no problems were observed in female students aged 10 and 11. However, conflicts
were observed in communication, sharing and group trainings as they got older.

Chart 3: Status of Male Students (Aged 10-13) Participating in the Research

Status Individual Group communication Cooperation Sharing

Age 10 adaptable adaptable adaptable adaptable Adaptable

Age 10 adaptable adaptable adaptable adaptable Adaptable

Age 11 adaptable adaptable adaptable adaptable Adaptable

Age 11 adaptable adaptable adaptable adaptable adaptable

Age 12 adaptable adaptable adaptable adaptable adaptable

Age 13 adaptable adaptable adaptable Sometimes not Sometimes not
adaptable adaptable

In chart 3, observation results of male students in the research were represented. According to these
observation results, no problems were observed in male students aged 10, 11 and 12. However,
conflicts were sometimes observed in cooperation and sharing they got older (age 13).
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Chart 4: Status of Male Students (Aged 14-17) Participating in the Research

www.tijseg.org

Status Individual Group communication Cooperation sharing

Age 14 Sometimes not Sometimes not Sometimes not Adaptable Sometimes not
adaptable adaptable adaptable adaptable

Age 14 Adaptable Sometimes not Adaptable Sometimes not Adaptable

adaptable adaptable

Age 15 Sometimes not Sometimes not Sometimes not Sometimes not Sometimes not
adaptable adaptable adaptable adaptable adaptable

Age 16 Sometimes not Sometimes not Sometimes not Sometimes not Adaptable
adaptable adaptable adaptable adaptable

Age 16 Sometimes not Sometimes not Sometimes not Sometimes not Sometimes not
adaptable adaptable adaptable adaptable adaptable

Age 17 Sometimes not adaptable Sometimes not Adaptable Sometimes not
adaptable adaptable adaptable

In chart 4, observation results of male students (aged 14-17) in the research were represented.
According to these observation results, conflicts in individual, group, communication, cooperation and
sharing trainings were observed in male students as they got older.

CONCLUSIONAND DISCUSSION

According to the research data, no problems about individual, group, communication, cooperation and
sharing behaviors were observed in male students aged 10-13 and female students aged 10-13 while it
was observed that 14-17 year old male students argued and fought with each other and wanted to do
activities as they were jealous of each other after the first four weeks. It was implied that they
participated in activities voluntarily and willingly and they stated sport is important in protecting their
health (Sah, 2005). In Kunter’s research, it was argued that children and teenagers motivated
themselves to do sport but families did not pay enough attention to their children in this subject. In our
research, it was observed children paid more attention to the program than their families. In the study
carried out Mcmahon cited by Demir et al. (2011), recreative activities had positive impacts on
disabled individuals in terms of integration with society and making friends. In the study of Bakes, it
was also stated that disabled children doing sports had more socialization than others not doing sports.
As a result, the fact that children from different disability groups (trainable, educable, Down
syndrome, autistic, physically disabled) participated in trainings all together or participated in
activities by sharing the same environment with volunteer college students enabled them to develop
positive behaviors. In observations, sportive and recreative activity programs had positive
developments in communication, socialization, sharing and behavior skills of children in primary
school age.
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ABSTRACT

Politzers (1972) says that English composition writing products must consist of spoken discourse. The author of this
paper holds that speaking is likely to be in the union of reading in its contribution to better English composition
writing. Investigation of the perceptions of students with LD reveals their strong wish to improve English composition
writing and classroom atmosphere 113 students with LD were involved in a series of classroom activities forming the
preparing stage for English composition writing. The variety of activities offers a large platform for the participants to
share opinions and exchange information. The investigations of the perceptions of students with LD carried out during
the program towards each activity show their preferences concerning elective subjects.

Keywords: Students with LD needs, English composition writing, classroom activities, attitudes

I. Introduction

Syllabus of English composition writing at Graduation level in Pakistan is usually a very complex
syllabus. This syllabus contains a detailed list of contents and objectives as well as procedures are
also available with main contents. The whole course is taught in accordance with the schedule. At
the end of academic year the students are to sit for final annual exam. They are required to write
an essay of at least 400 words to 500 words within a limited time. This exam is based on detailed
requirements of each faced with the pressure of the test students feel worried. In Pakistan
composition writing is usually considered important at the very beginning. Since this is the
facilitating anxiety (Wang, 1997, p.109) which will promote the students with LD to meet the
challenge of a learning task. However teachers are often faced with the frustrating situation
affects these students’ motivation that also gradually weakens as the syllabus progresses. The
atmosphere in a language classroom is not always satisfying either the teacher or the students.
Both teachers and students are eager to own a happy and lively classroom atmosphere.

Krashens says that we learn through exposure to meaningful material. This notion was opposed
by the evidence reported form evaluations of immersion (Skehan 1998 15 16). I assume that
English composition writing does not come for free either it requires more dynamic and initiative
cooperation from the students. They are supposed to be immersed in the activities. Output is
important as a signaling device to negotiate better. Input would still be the major explanatory
construct but output would be necessary to generate it most effectively (Skehan 1998 16-17).

Writing is a fairly recent development in the history of mankind even now there are languages
which have not been committed to English composition writing. Many structuralist linguists
working within a tradition which focused mainly on spoken language were involved in describing
American Indian languages for which no spelling system had been developed as yet. Els
et.al.,(1984) and Politzer (1972) asserted that language contents must be presented in spoken form
before they are introduced in written form. Of course referring to the initial phase of language
instruction in which the audio logical skills must be dominant over reading and writing. And our
case is a bit different in that the subjects had been learning English as a foreign language for at
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least 14 years and so they were not likely in the initial state of learning yet Politzers idea casts
some light here that speaking is always put in juxtaposition of reading in its contribution to better
English composition writing if before it hence gives us opportunities to do a lot of discussions in
a classroom of English composition writing.

Taking all above into consideration we hold a strong belief that college English students with LD
need oral discussions as well as written practice. They have strong motivation to acquire better
communicative competence through various means including oral and written classroom
activities.

Attitudes and Needs of Students with LD

The idea of English composition writing through activities came from my regular conversations
with my students concerning what they prefer in language course like English composition
writing. The suggestions of my colleagues and complaints from students formed and strengthened
my belief that a successful course should be both enjoyable and rewarding.

According to Krashens affective filter hypothesis (Richards Rodgers, 2000 p.133) there are three
kinds of effective or attitudinal variables related to second language acquisition. They are
motivation, collection as well as analyses. Thus questionnaires adopted in the investigation of
their attitude towards each activity were mainly as follows 1) Do you like or dislike this activity,
Why not. 2) Do you think your improvement in English composition writing relevant or
irrelevant to these activities? I used excels for the purpose of data collection and analysis.

Objectives

The main concern of this study was to investigate the perception of students with LD towards

each activity with regard to their differences in majors. In other words the goal of the study was

to find answers to the following questions.

1 What is the perception of the students with LD towards activities?

2 what are the differences between perception and their elective subjects?

3 what is relationship between their improvements in English composition writing and the
activities they used?

Selection of Participants:

A check list was used to identify the students with LD.

Procedures

The activity items were obtained from my interviews with the students after class and discussion
inside the classrooms during the beginning two weeks. It is negotiation period during which I
decided what to cover in this course and the activities we would like to have in our classrooms.
This program was open to changes that were based on the current wishes of the students. The

investigations of subjects perception held at the end of each semester were mainly about the
activities already covered. The data was collected twice whereas the analysis was done after the
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whole program was accomplished. The whole study lasted for about one academic year from Sep
2012 when a new academic session begun to May 2013 when the annual exams were held.

Main Activities

The eight activities discussed here are only one portion of various activities taken in our
classrooms at various stages during the one academic session. We consistently did course content
discussion at the very beginning of the course while mini lectures were presented near the end of
the first term show and the usually came when a literature reading had been accomplished by all
participants and book report based on the reading material constitutes one part in the final test
speeches are delivered in the early period of the second term and topic based debates discussions
are frequently held during the teaching period of argumentative English composition writing and
essay writing preparation five minute games run through the whole academic year and chain
stories appear normally during the weeks when we are engaged in English composition writing.

1. Course Content Discussion

Course content discussion was essential in the beginning two weeks since students with LD were
to negotiate what to cover and through what routes to achieve the goals. Perception of students
with LD towards this course and their needs were also investigated in this period. All the students
with LD were informed before hand of the fact that they were to make decisions relevant to this
course and that their suggestions may be used. The goals in this period were achieved by various
means including interviews class discussions questionnaires and English composition writing.
The subjects were free to choose one or more methods to convey their opinions and ideas.

2. Show Tell

Show tell was the first stage of a long term program of literature reading that usually lasted for
one semester with specific requirements varying from period to period. Literature reading
underwent three main stages stage one of reading stage two of showing and telling stage three of
opinion sharing and book report in form of composition writing.

The idea of show and tell was inspired by a routine used in many western elementary schools and
kindergartens where one day is reserved each month or so each week or each term for children to
bring their beloved toys or other belongings to show others and to tell about them. However my
students were to show and tell about a beloved novel or a collection of literary works.

On the day of show and tell five minutes were given to group work in which the participants for a
pre performance and got suggestions for further improvement before standing in front of the
whole class.

The focus of that day was to explain why and how the book had been chosen what one knew
about the author and telling the story briefly since each participant was given no more than 5
minutes. They needed to be fully prepared with regard to the time limit. We get a collection of
books of various interests and related information or stories or anecdotes as well about the book
the author and the participants themselves. Every participant was to write down at least five
books which attracted him her in one way or another.
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3. Book Reports

Book reports were originally suggested as only written work. When I sought agreement to include
it a s a part in the final test many suggested doing an oral presentation before they actually
submitted the report. This time book reports were submitted in the middle of the term. Sometimes
heated discussions arose among those who chose the same novel or the same author about themes
and characters. Finally each participant submitted a book report of 1000 words.

4. Five minute Games

A game of five minutes each time sets a joyous atmosphere in the class in which all students
become unconsciously relaxed as a result they were ready to take part in the following activities
with less or no anxiety tension since low personal anxiety and low classroom anxiety are more
conducive to second language acquisition (Richards Rodgers, 2000, p.133)

We tried a wide variety of games such as brainstorming around a word which can be done by the
whole class as well as in pairs or groups. Some of the games were taken from reference books
such as five Minute Activities a source of short activities (Ur Wright, 1993) but most of them had
been created by my students. These included weather forecasting, latest news reporting, personal
experience sharing, cross words, puzzles, competition of idioms, presentations, describing a
classmate, translation of a short paragraph or a few sentences and so on. But one thing certain in
this activity is that the participants were pressed for time. They had to be quick in response and
alert to possible errors committed by themselves and group members. All the games were in the
form of contests in which each participant or group competed for opportunities and did a rather
satisfactory job within the shortest possible time.

5. Chain Story

I designed a chain of stories during the weeks when we were engaged in English story writing
and it was proved one of the favorite activities of my students. It was also most helpful in English
composition writing and so students with LD were over-joyed to find their stories shared by their
normal class fellows. Both the lots and the endings were very often beyond any of our
expectations as a result everyone tried their best to make that part of the story emotional and most
readable. What’s more chain stories are also a collective activity in which each adds something to
the whole. Although everyone can write their part freely no one has the freedom to disconnect the
whole story.
6. Mini lectures

Mini lectures fell into two categories one was prepared and the other improvisational. The former
was especially directed towards punctuation use whereas the latter concerned various topics or
ideas suggested by one group.

a. Prepared mini lectures
The participants had one week to decide what to talk about and whether they would like to do

group work or an individual job. Most participants chose group or pair work for the presentation.
This activity can be composed of more than one part in that one member can be the main speaker
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and the rest are helpers. This was a great success for its different ways of acquiring rules in
adopting punctuation marks and vivid styles in presenting examples. Some students admitted that
a teacher talk class would never produce such an effect.

b. Improvisational lectures

The idea acquiring group wrote the topic or idea on the blackboard and read the instructions. The
rest of the participants listened during the first minute and thought or talked about it in pairs. For
another minutes when the time to do the improvised arrived mini lectures produced good
atmosphere where people were busy reacting to various requirements instantly.

7. Speeches

Speech is a conventional form of public talk but it became a form of pop among the youngsters.
In my class participants chose a topic for them two weeks earlier and had to write their own
speeches although they may get references from various sources. They may bring with them
pictures to show the class and handouts to distribute to help make the lecture more vivid and
charming. The teacher was ready to read and offer suggestions if required by the students. I was
over joyed to find out that my students could actually write beautiful speeches and deliver them
with excellence.

8. Topic based Debates and Discussions

Debates and discussions often took place in five minute games although they were informal and
brief. But topic based debates and discussions were frequently held during the training period of
argumentative English composition writing where many topics poured into the classroom for
discussions or arguments. The participants were divided into two group of for and against and
each group tried its best to beat the other. Many topics were taken from English composition
writing course at graduation level. For and against debates and discussions enriched each
participant with convincing opinions and abundant facts. Students who had little to say in
compositions found themselves armed with idea and facts during debates.

Findings

These initial investigations made it clear that students with LD have a strong wish to achieve a
good competence in English composition writing and were also eager to have enjoyable
classrooms. And these two goals became the main concern of this study. The questionnaire
adopted in the investigation of perceptions of students with LD towards each activity contained
two parts. Do you like or dislike this activity. Why not. The subjects chose between the two
answers and at the same time explained why. This gave me a chance to show a relationship
between their preferences and their majors and other factors such as prior experiences. As shows
in table 1 a variety of preferences was measured. Table 2 unconverted a moderate picture of
learner comments and feelings.

Copyright © Turkish International Journal of Special Education and Guidance & Counseling 31



ISSN: 1300 — 7432
o3 TIJSEG e
(]

Turkish International Journal of Special Education and Guidance & Counseling 2014, volume 3, issue 1

Table 1 Investigation of Learners’ Perceptions

Participants Perception Like Dislike

s J54 1R29 EL30 | Total 113 I54 IR29 EL30 | T113
1 Content Discussion 32 18 16 66 22 11 14 47
2 Show Tel 1 38 21 15 74 16 8 15 39
3 Book report 28 15 22 65 26 14 8 48
4 Five minute game 39 23 20 82 15 6 10 31
5 Chain story 40 19 14 73 14 10 16 40
6 Mini lecture 34 20 18 72 20 9 12 41
7 Speeches 30 16 23 69 24 13 7 44
8 Topic based debates 44 20 20 80 14 9 10 33
Participants

J Journalism as elective subject

IR International Relations as elective subject
ELEnglish Literature as elective subject

T total

Perceptions of Students with LD towards Each Activity

As shown in Table 1 the most popular activity was the five minute games with the topic based
debates next show and tell chain stories and mini lectures were also welcomed in which over 60
enjoy participating in them. The final three activities seem least liked by the subjects but they
were started favored by more than half of the participants.

Perceptions and Elective Subjects

Table 1 indicates that certain relationship existed between perception of students with LD and
their electives subjects. These findings were supported by subjects statements of why they liked
or disliked an activity. Most activities were improvisational which required quick responses and
instant action and the subjects from International shipping showed the most enthusiasm. But those
from International Accounting enjoyed activities like show tell and book report better than any
other majors. However there are no obvious preferences among English major participants.

Comments and Feeling of Students with LD

When the subjects were asked to relate their improvement in English composition writing to the
activities miscellanecous answers were collected. This time the subjects had the freedom of being
undecided since relevance itself is quite a relative concept table 2 shows that almost half of the
subjects admitted that their improvement related to the involvement of the activities while about
23 denied the relevance. It is not surprising that near 35 of the subjects were uncertain as to
whether their progress is connected to the activities or not.
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Table 2: Perceptions of Students with LD towards the Relationship between
Classroom Activities and their English composition writing Competence

Perception s Relevant Undecided Irrelevant

Participants 51 45 39 34 4 23 20

The various answers collected give a more colorful picture of the participants comments and
feeling. Many admitted that they had enjoyed those activities just because they made better
classroom atmosphere.

CONCLUSION

Data collection and analyses helps show the true picture of perceptions of students with LD
towards the course of English composition writing their suggestions of activity items and their
perceptions to and comments on each activity. The findings of the study may be summarized as
follows.

1. The majority of participants like classroom activities.

2. Perceptions towards activities are related to their electives subjects.

3. The improvement of English composition writing competence was related to classroom
activities.

This one year study assures me in the belief that the success of an activity is largely based on the
students with LD keen awareness of their responsibilities in a learning activity and an active
involvement in it. Some of Pina Linders (2002) ideas concerning negotiation may shed some light
on my points.

1. Personal investment of Students with LD in the learning process can enhance motivation and
learning.

2. Negotiation can generate an atmosphere of trust and mutual respect which the typical teacher
fronted and teacher directed arrangement does not necessarily succeed in achieving.

3. It can assist in attending to different learning styles levels and needs within a single classroom
Breen Little John 2002 95

REFLECTION

However not all participants showed strong motivation in all the activities and the atmosphere
was not as good as predicted. For the success of an activity sometimes depended on students
previous experiences for students from different parts of the nation bring with the m different
educational styles. For instance those from big cities have more flexible styles while those form
small towns and remotes areas need time to adapt to activities and often needed time beforehand
to get themselves ready.

In addition good English composition writing competence does not necessarily result from
excellent performance in classroom activities. Writing is a complex cognitive process (Flower
and Hayes, 1980). This often becomes complicated when language learning is involved and we
can never assert that one strategy is more helpful than another But we can assert that certain types
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of activities do help to turn a classroom into a more enjoyable place for both students and
teachers.

REFERENCES

Breen M.P A Littlejohn eds (2002).Classroom Decision making Shanghai Foreign Language Education Press.
Els T V etal (1984).Applied Linguistics and the Learning and Teaching of Foreign Language. Translated by R. R Van
Oirsouw Edward Arnold.
Haider, G. (2012). " Teaching of Writing in Pakistan: A Review of Major Pedagogical Trends and Issues in Teaching
of Writing, Journal of Educational and Social Research,2,(3),215-226
Haider, G. (2012). “Process Approach in Writing: Issues and Implications for Teaching in Pakistan, International
Journal of Humanities and Social Science, 2 (2),/47-150
Haider, G. (2012). An investigation of problems faced by L1 (Urdu) 5th grade Hearing  Impaired students in Urdu
written expression: Implications for Teaching of L1 (Urdu)”, Academic Journal of
Interdisciplinary Studies, 1, (02), 253-265
Haider, G. (2012)." An Investigation of Pakistani L2 HI Writers’ Perceptions of Previous Writing Experience in L2:
Implications for Literacy Development in Pakistan for HIC”, Mediterranean Journal of Social
Sciences,3,(11), 221-234
Haider, G. (2012).What the Pakistani L2 Writers Do When They Write An Investigation of  the
Composing Processes of Pakistani L2 Writers” ,Academic Journal of Interdisciplinary Studies, 1,
(02), 171-180
Haider, G. (2013). Cognitive Discourse Analysis of L2Writer’s ‘Think-Aloud Protocol: A Case Study. Language In
India, 13:11, 591-606.
Haider, G. (2013)."Self-Accessed and Self Regulatory Practices in ~ Teaching of Writing In
Pakistan" European Journal of Educational Sciences,1,(1),53-61
Haider, G. (2013).Perceptions of ESL Teachers towards CALL:Implications for ELT(English Language Teaching) at
the Intermediate Level-A Case Study from Pakistan. Language In India,13:8, 204-238.
Haider, G. (In Press). A Brief Review of Writing Processes in the Light of the Holy Quran. Language In India
Haider, G. (In Press). A Comparison of English and Urdu Organizational Patterns in
Argumentative Writing of Pakistani EFL Students Internatiional Journal of English and  Education
(ISSN2278-4012)
Haider, G. (In Press). Analysis of Malala Yousaf Zai’s Speech: Application of
Aristotle’s Ethos, Pathos and Logos. International Journal of English and Education
(ISSN2278-4012)
Haider, G. (2013). The Effects of Peer (Group) Discussion on L2(English) composition of Students with Learning
Difficulties (LD)and Students without Learning Difficulties (LD Implications for Teaching of
Writing in Pakistan. Turkish International Journal of Special Education and Guidance &
Counseling (TIJISEG)
Haider, G. (In Press).An Exploratory Study of Organizational Problems Fcedby Student writers in Expository
L2(English) compositionin  Pakistan. International Journal of English and Education (ISSN2278-

4012)
Haider,G.(InPress).Attribution Theory and L2(English) composition Processes: Results and Implications.
Nepal English, Language Teachers’ Association(NELTA)

Hayes, J. R. and Flower, L. 1983. "Uncovering cognitive processes in writing: an introduction to protocol analysis". In
Mosenthal, P., Tamor, L. and Walmsley, S. (eds). 1983. 207-20.

House Ltd. Tokyo

Hyland. K.(2003). Genre Based Pedagogies. A Social Response to Process Journal of Second LanguageEnglish
composition writing. 12 17 29.

Johns A. M. (1990). L1 Composition Theories Implications for Developing Theories of L2 Composition. In B Kroll Ed.
Second LanguageEnglish composition writing Research Insights for the Classroom pp. 24 36 New York NY
Cambridge University Press.

Krapels A. R. (1990). An Overview of Second writing Process Research. In B Kroll Ed. Second Language writing
Research Insights for the Classroom pp. 37 56 New York NY Cambridge University Press.

Leki I. (1992). Understanding ESL Writers. A Guide for Teachers Portsmouth NH Boynton Cook Publishers
Heinemann.

Linder P. (2002). Is a Negotiated Syllabus Feasible within a National Curriculum in M. P Breen A Littlejohn eds
Classroom Decision making pp. 94 107 Shanghai Foreign Language Education Press.

Copyright © Turkish International Journal of Special Education and Guidance & Counseling 34



ISSN: 1300 — 7432

TIJSEG s

Turkish International Journal of Special Education and Guidance & Counseling 2014, volume 3, issue 1

Matsuda P. K. (2003). Process and Post Process A Discursive History. Journal of Second Language writing 12 63 85
29.

Mclean P. (1990).English composition writing for and Against Macmillan Language Haider, G. (2012). " An Insight

into Difficulties Faced By Pakistani Student Wiriters: Implications for Teaching of Writing,
Journal of Educational and  Social Research, 2(3),17-28

Raimes A (1983). Techniques in TeachingEnglish composition writing New York NY Oxford University Press.

Raimes A. (1989). Exploring through writing a Process Approach to ESLEnglish composition writing N Y St. Martin’s
Press

Reid J. (1993). Teaching ESL writing Englewood Cliffs NJ Prentice Hall Regents.

Reppen R. (2001). A genre based approach to contentEnglish composition writing instruction in J. C. Richards W. A
Renadna Eds Methodology in Language Teaching. An Anthology of Current Practice pp. 321 326. New York
Cambridge University Press.

Richards J.C T.S Rogers (2000). Approaches and Methods in Language Teaching Beijing Foreign Language Teaching
and Research Press.

Seow A. (2002). TheEnglish composition writing Process and Process writing in J. C Richards W. A Renanda Eds.
Methodology in Language Teaching An Anthology of Current Practice pp. 315 320. New York Cambridge
University Press.

Silva T. (2000). Toward an Understanding of the Distinct Nature of L2English composition writing the ESL research
and its implications in T. Silva P. K Matsuda Eds Landmark Essays on ESL writing pp. 191 208 Mahwah NJ
Lawrence Erlbaum Associates Inc. Publishers.

Silva T. P. K. Matsuda Eds (2000). Landmark Essays on ESL writing Mahwah NJ Lawrence Erlbaum Associates Inc.
Publishers.

Skehan P. (1998). A Cognitive Approach to Language Learning. Oxford University Press.

Spolsky B. (2000). Conditions for Second Language Learning Shanghai Foreign Language Education Press.

Ur. P. A Wright(1993). Five Minute Activities. A Source of Short Activities. Cambridge University Press. 1997

Zamel V. (1982).English composition writing the Process of Discovering Meaning TESOL Quarterly 16 2 195 209

Zamel V. (1987). Recent Research on writing Pedagogy TESOL Quarterly 21 4 697 715

Zamel V. (2000). Teaching Composition in the ESL Classroom What we can learn from research in the teaching of
English In T. Silva P. K Matsuda Eds Landmark Essays on ESL writing pp. 27 36 Mahwah NJ Lawrence
Erlbaum Associates Inc. Publishers.

Copyright © Turkish International Journal of Special Education and Guidance & Counseling 35



ISSN: 1300 — 7432

w9 TIJSEG
[ ]

Turkish International Journal of Special Education and Guidance & Counseling 2014, volume 3, issue 1

YABANCI DIL OGRETMENININ SINIF iCi DAVRANISLARINI
BELIRLEMEYE YONELIK GOZLEM FORMU GELiSTIRME-
UYGULAMA-DEGERLENDIiRME'

DEVELOPING AN OBSERVATION REPORT IN ORDER TO
DETERMINE THE BEHAVIOR OF A FOREIGN LANGUAGE
TEACHER-APPLICATION-EVALUATION

Dr. Aysin DEMIR
Erciyes Universitesi
Kayseri/Tiirkiye
ademir@erciyes.edu.tr

Prof. Dr. Ayten GENC
Hacettepe Universitesi
Ankara/Tiirkiye
dogu@hacettepe.edu.tr

OZET

Anket gibi nicel arastirma yontemleri tamamen sunulan secenekler arasindan se¢im yapilmasma ve goériisme gibi yari
yapilandirilmis aragtirma yontemleri katilimcilarin sdzel ifadelerine ve kisisel goriislerine dayanirken, gdzlem temelli
caligmalarda arastirmacinin algilari yaninda kamera goriintiileri ve kontrol listeleri yoluyla elde edilen somut veriler esastir.
Ancak ¢ok sayida katilimeinin yeterli siirelerde izlenememesi ve arastirma sonuglarinin evrene genellenememesi bu yontemin
smirliliklarindandir. Bu nedenle sayica ¢ok katilimciya ulagsmak amaciyla gergeklestirilen nicel aragtirma yontemleri yani sira
arastirmanin giivenilirligini artirmak icin bir 6rneklem belirleyerek nitel bir calismayla sonuglarin desteklenmesi gerektigi
diistiniilmektedir. Tamamlanan doktora galigmamizda, Tiirkiye genelinde Almanca §gretmenlerinin sosyal ve ders igleme
yontemlerine iliskin davraniglarinin sorgulandigi anket ve 34 Ogretmenle yapilan goériisme sonuglarinin giivenilirligini
artirmak, siibjektif olmaktan ¢ikarmak amaciyla, iiclii arastirma yontemi tercih edilmis ve destekleyici yontem olarak gozlem
teknigi kullanilmigtir. Bu ¢aligmada 8 Ogretmenin 4’er saatlik gdzlem asamasinda kullanilan kontrol listesinin hazirlama-
uygulama-degerlendirme asamalar1 ve gozlem sonuglar1 aktarilmaktadir.

Anahtar Sozciikler: Ogretmen davranislari, yapilandirilmis gdzlem teknigi, kontrol listesi, Almanca 6gretimi

ABSTRACT

While quantitative research techniques/methods such as survey depend completely on choosing from the given options, and
half-structured research methods such as interviews on the participant’s vocal expressions and personal opinions, in studies
based on observation, concrete data obtained through camera footage and control lists next to the researchers perception is the
basis. However, not having enough time to observe all the participants due to their high number, and not being able to
generalize the study results pose as the limitations of this method. Therefore, it is thought considered that, to support the
results, next to the quantitative research methods carried out in order to reach a high number of participants, a sample should
be determined to increase the credibility of this research with a qualitative study. In our completed doctoral work/dissertation,
in order to increase the credibility of the survey, in which the general behavior of German language teachers in Turkey
related to their social and academic methods are questioned, and the interviews done with 34 teachers, and to avoid
subjectivity, triangular research method has been preferred supported by structured observation technique. In this study, the
preparation-application-evaluation steps/phases of the control list used during eight teachers’ four-hour-long observation
results are reflected.

Keywords: Teacher’s behavior, structured observation technique, control list, German language education

! Bu makale, Prof. Dr. Ayten GENC danismanliginda 2011 tarihinde tamamlanmis olan “Das soziale und unterrichtsmethodische Verhalten
von Tiirkischen DaF-Lehrern an den Anadolugymnasien” baslikli yaymlanmamis doktora tezinden yararlanilarak hazirlanmistir. *“ Yabanci
Dil Ogretmeninin Simf Igi Davranislarini Belirlemeye Yonelik Gozlem Formu Gelistirme-Uygulama-Degerlendirme” baghg altinda Kibris /
Girne‘de 15-18 Eyliil 2013 tarihleri arasinda diizenlenen ,,ICPE 2013 International Symposium® da Tiirkge bildiri olarak sunulmustur.
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Uygulamaya dayanan arastirma sonuglarinin giivenilir olabilmesi i¢in bazi durumlarda nitel ve nicel
yontemleri bir arada kullanmak ve elde edilen sonuglarin birbirini destekleyip desteklemedigini
kontrol etmek gerekebilir. Anket gibi nicel aragtirma yontemleri tamamen sunulan secenekler
arasindan sec¢im yapilmasina ve goriisme gibi yari yapilandirilmis arastirma yontemleri katilimeilarin
sozel ifadelerine ve kisisel goriislerine dayanirken, gézlem temelli ¢aligmalarda arastirmacinin algilar
yaninda kamera goriintiileri ve kontrol listeleri yoluyla elde edilen somut veriler esastir. Ancak ¢ok
saylda katilimcinin yeterli siirelerde izlenememesi ve arastirma sonuglarinin evrene genellenememesi
bu yontemin siirliliklarindandir. Bu nedenle sayica ¢ok katilimciya ulagmak amaciyla gergeklestirilen
nicel aragtirma yontemleri yani sira arastirmanin giivenilirligini artirmak i¢in bir 6rneklem belirleyerek
nitel bir calismayla sonugclarin desteklenmesi gerektigi diisliniilmektedir. Ayrica calismalarda “tahmin
edilemeyen sonuglarin kesfedilebilmesi i¢in nitel arastirma yontemleri onerilir” (Oswald, 2010).
Tamamlanan doktora caligmamizda, Tiirkiye genelinde Almanca &gretmenlerinin sosyal ve ders
isleme yontemlerine iliskin davraniglarinin sorgulandigi anket ve 34 Ogretmenle yapilan goriisme
sonuglarinin giivenilirligini artirmak ve siibjektif olmaktan ¢ikarmak amaciyla, tiglii arastirma yontemi
tercih edilmis ve destekleyici yontem olarak gozlem teknigi kullanilmistir. Cilinkd “fikir sorgulayarak
yapilan arastirmalar sozel ifadelere dayanirken, gozlem arastirmalart goriilebilir, duyulabilir ve

hissedilebilir olaylara dayanir, yani duyularla algilanabilen sosyal davraniglart g¢oziimleyebilir”
(Atteslander, 2003).

YONTEM

Bu calismada 8 6gretmen 4’er saat gozlemlenmistir. Gozlem sirasinda standardin korunabilmesi ve
boylece objektif sonuglarin elde edilebilmesi i¢in bir gdzlem formu gelistirilmistir.

Asagida, kullanilan gdzlem formunun hazirlama-uygulama-degerlendirme asamalari ve gozlem
sonuglar1 aktarilmaktadir.

Gozlem
Veri Toplama Araci

Caligmada arastirmaci tarafindan belirlenen hipotezleri ispatlamaya yonelik smif i¢i dgretmen
davraniglarimi 6lgmek {izere yapilandirilmig gozlem formu hazirlanmistir. Bu form kontrol listesi olma
ozelligiyle arastirma sonuglarini, arastirmacinin kisisel goriisii olma durumundan c¢ikarmaktadir.
Ayrica gozleme dayali arastirmalarda bir gozlem formunun kullanilmasi ve gozlemi tek bir
gbzlemcinin O6znel yorumlarindan bagimsizlagtirmasi, nitel arastirmada elde edilen verilerin kontrol
edilebilirlik ve karsilastirma yapilabilirlik derecesini artirir (Atteslander, 2003). Kontrol listesinin
gecerliligini sinamak i¢in, gozlem asamasina gegcmeden Once bir ders saati pilot uygulama yapilip
gerekli diizeltmelerden sonra uygulamaya gecilmistir.

Kontrol listesi yardimiyla, arastirilmak {izere belirlenmis davraniglarin derste gézlenip gézlenmedigi
ve ne siklikta gozlendigi tespit edilmistir.

Tarih: Saat: Sinif: Ogretmen Kodu:

1.Derste dgrencilerin kiiltiirel konularla ilgili bilgi edinmesine olanak sagladi.
Evet ]  Hayir [

2. Derste degisik ek materyaller kullandi (Internet [] Film LJ CD [ Dergi [ Resim [] Fotograf [
Oyun kartlar1 [J Harital ] Bulmaca [ Poster[] diger[J)
Evet ]  Hayir [J

3.Ogrencilere cesitli grup ve esli calisma olanaklar1 sundu
Evetl]  Hayir[]
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4. Ozgiin metin kulland1. Gazete makalesil], ilan[], Reklam[], Ucus plam[], Cizimler[], Brosiir[J,
diger[]
Evet [l  Hayir [J

5. Ogrencinin miiziksel-ritmik zeka tipine uygun olarak Almanca sarkiC], Bilmece[] , tekerleme[] ve
diger[], kulandi.
Evetl]  Hayir [J

6. Sinifta disiplin saglamak i¢in otoriter davranis gosterdi.
Evet 1  Hayir[]

7. Ogrenciler ders materyallerinin se¢im ve hazirlik asamasinda yer ald.
Evet ]  Hayul[l

8. Ogrenci hatalari yine 6grencilerin katilinyla diizeltti.
Evet 1  Hayir[]

9. Dersi tahta 6niinde veya kiirsiide anlatti.
Evet ]  Hayul[l

10. Yeni sozciikleri n agiklanmasinda jest-mimik ve beden dilinden yardim aldi.
Evet 1  Hayir[]

11. Ders sirasinda 6grenciyle goz temasina dikkat etti.
Evet ]  Hayul[l

12. Ogrencilere isimleriyle hitap etti.
Evet 1  Hayir[]

13. Dersin basinda Almanca selamlama ifadeleri kullandi.
Evet ]  Hayul[l

14. Dersin sonunda Almanca vedalagma ifadeleri kullandi.
Evet 1  Hayir[]

15. Ogrenciler derste hata yapmaktan ¢ekinmedi.
Evet ]  Hayir[J

16. Derste Almanca espri unsurlarindan yararlandi.
Evet 1  Hayir[]

17. Ogrencilerin 6grenme problemi yasadig1 durumlarda yardim ve dzel ddevlendirme gibi alternatif
¢Oziimler kullandi.
Evet ]  Hayir[J

18. Ogrencilerin 6n bilgilerini yenilemek igin soru-cevap, zihin haritasi gibi tekniklerden faydalandi.
Evet 1  Hayir[]

19. Derse katilan 6grencilere ovgii ve takdirle karsilik verdi.
Evet ]  Hayir[J

20. Derse zamaninda gelme ve cep telefonu kullanmama gibi kurallara dikkat etti.
Evet (1  Hayir[]

21. Ogrencilere kendi dil gelisimlerini kontrol edebilmeleri i¢in 6z degerlendirme yapma firsati verdi.
Evet 1  Hayir[]

22. Derste once dilbilgisi kuralin1 daha sonra bu kurala dair 6rnekler verdi.
Evet ]  Hayir[J

23. Dilbilgisi kurallarin1 6grencinin bulmasina olanak saglayan uygulamalari tercih etti.
Evet 1  Hayir[J

24. Okul disinda da 6grenmenin devami i¢in aragtirma 6devi verdi.
(Internet arastirmalaril], Roportajlarl], 6zge¢mis[], soyagacil] diger[]).
Evet ]  Hayir[J

25. Akran degerlendirmesi yaptirdi.
Evet ]  Hayir[]

26. Olgme — degerlendirmede dgrenci gozlem formu kullaniyor.
Evet ]  Hayir[J

Copyright © Turkish International Journal of Special Education and Guidance & Counseling 38




@. ISSN: 1300 — 7432
I I J s E G www.tijseg.org
@

Turkish International Journal of Special Education and Guidance & Counseling 2014, volume 3, issue 1

27. Olgme — degerlendirmede {iriin dosyasindan yararlaniyor.
Evet ]  Hayir[]

28. Olgme — degerlendirmede proje ve performans ddevlerini kullaniyor.
Evet ]  Hayir[J

Katilimc Profili

Bu ¢alismada gergeklestirdigimiz gozlemler, arastirma konumuza dair durumlara miimkiin oldugunca
yaklagsmamizi saglamistir. Arastirma konumuz Almanca 6gretmenleri oldugu igin gézlemler Almanca
derslerinde yapilmstir. 5 bayan 3 erkek olmak {izere, 8 Almanca 6gretmeni 4’er ders saati, farkli glin
ve siniflarda toplam 32 saat gézlemlenmistir.

Gozlem, duyularla algilanabilen davranmiglarin olus aninda fark edilmesine, kavranmasina ve
anlamlandirilmasina olanak saglar (Atteslander, 2003).

Katilimeilar, Almanca Ogretmenligi Boliimii mezunudur ve Ogretmenlik mesleginde deneyimleri
ortalama 17 yildir, ancak goreve simif 6gretmeni, Tiirkce dgretmeni veya Ingilizce dgretmeni olarak
baglangi¢ yapip yillarca bu alanlarda ¢aligtiklart i¢in, Almanca Ggretmeni olarak calistiklart siire
dikkate alindiginda bu siire ortalama 9 yildir.

Verilerin Degerlendirilmesi

Arastirma kapsamindaki 6gretmenler farkli giinlerde ve sadece 10. ve 11. smif derslerinde
gdzlemlenmistir. Ders sirasinda ogrencilerin ve 6gretmenin dikkatini dagitmamak amactyla sadece
dersin ilk 15 dakikasinda goriintii alinmstir. G6zlem sirasinda her bir 6gretmen igin ,, DaF-L1, DAF-
L2...“kodlar1 kullanilmus, tarih, saat, sinif gézlem formuna not edilmistir.

Gozlem formlart birbirinden ayri degerlendirilmis, gozlenen davraniglarin yiizde ve frekans hesaplari
yapilmistir. Daha sonra tiim gdzlem formlarindaki bu davraniglarin toplam yiizde ve frekanslarina
ulasilmistir. Sonuglar bir tabloda sunulmus ve detayli agiklama ve yorumu tablo altinda verilmistir.

BULGULAR

Gozlem tablosu asagida verilmistir. Bulgu yorumlari tablonun altinda yer almaktadir.

Gozlemlenen 1DaFL 2DaFL 3DaFL 4DaFL 5DaFL 6DaFL 7DaFL 8DaFL Total
Davraniglar

% f % f % f % f % f % f % f % f %
Kiiltirel Bilgi 50 2 |25 1125 1 |75 3 |25 1 [ 100 [4 | 100 |4 | 100 | 4| 62.5 20
Aktarimi
Ek materyal 100 |4 | 25 11|50 2 |50 2 |50 2 {100 (4 | 100 (4 | 100 | 4| 719 23
kullanimu
Grup ve esli galisma | 100 | 4 | 75 3175 3 |75 3 175 3 1100 | 4 |50 2 |75 3| 78.1 25
Ozgiin metin 0 010 00 010 0|0 010 0 |25 110 01 3.1 1
kullanimi
Miiziksel ritmik 0 010 00 010 0|0 0 |25 110 010 01 3.1 1
element kullanimi
Otoriter Davranis 50 2 1100 4]0 0 | 50 2 |75 310 0|0 0|0 0| 344 11
Ogrencilerle birlikte | 0 010 00 0 |25 110 0 |25 110 010 0163 2
ek materyal haz.
Ogrencilerle birlikte | 75 3 150 2150 2 |50 2 |75 3 1100 |4 |75 3 1100 | 4719 23

hata diizeltme

Tahta dniinde 50 2 125 1150 2 |75 3 175 310 010 010 0] 344

11
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/kiirstide ders

anlatma

Jest-mimik-beden 75 50 50 75 100 75 100 50 71.9 23
dili kullanimi

Gz temasi 100 100 100 100 100 100 100 100 100 32
Ogrencinin ismiyle 100 100 100 100 100 100 100 100 100 32
hitap

Almanca 100 100 100 100 100 100 100 100 100 32
selamlagma

Almanca vedalasma | 100 100 100 100 100 100 100 100 100 32
Hatalar igin 100 100 100 100 100 100 100 100 100 32
korkusuz ortam

Espri unsurlarinin 0 0 50 0 0 75 25 100 313 10
kullanimi

Problem ¢6zmede 75 25 0 50 75 75 50 75 53.1 17
alternatif teknik

On bilgileri aktif 50 75 50 100 75 75 100 100 78.1 25
hale getirme

Ovgii/takdir 100 75 100 100 100 75 75 100 90.6 29
Ogretmenler igin 100 100 100 100 100 100 100 100 100 32
gegcerli kurallara

uyum

Ogrenciye 6z 50 50 50 25 50 25 75 75 50 16
degerlendirme firsati

Dogrudan dilbilgisi | 25 0 0 0 25 0 0 0 6.3 2
aktarimi

Bulus yontemi 75 100 100 100 75 100 100 100 93.8 30
kullanma

Okul dig1 ¢aligmalar | 50 50 25 50 75 50 100 75 59.4 19
Akran 0 0 0 0 0 0 0 0 0
Degerlendirme

Ogrenciler icin 0 0 0 0 0 0 0 0 0 0
gozlem formu

kullanma

Uriin dosyas1 0 0 0 0 0 0 0 0 0 0
kullanimi

Proje-performans 25 0 0 0 0 25 0 0 6.3 2
odevleri

Ders gozlemlerinden elde edilen ve tabloda rakamsal olarak verilen bulgularin yorumlari sdyledir:

1. Ogretmenler gozlem yapilan toplam ders saatinin (32) yaridan fazlasinda (% 62,5)
en az bir kez Almanya ile ilgili kiiltiirel bir bilgiye yer vermistir.

2. Gozlem yapilan derslerin 2/3 sinden fazlasinda (% 71,9) en az bir ek materyal kullanilmstir.
3. 32 ders saatinin 25 inde grup ve esli ¢aligma teknikleri kullanilmistir.
4. Ozgiin metin ve miiziksel-ritmik unsurlarin derste kullaninu ¢ok diisiik bir orandadir (% 3,1).

5. Toplam gozlenen 32 ders saatinin 11 inde 6gretmenin sinif yonetiminde otoriter bir davranis
sergiledigi gdzlenmistir.

6. Sadece 2 ders saatinda (% 6,3) 6gretmen Ogrencileriyle birlikte ek materyal hazirligi yapmis, buna

karsilik 6grencinin, gézlem yapilan derslerin % 71,9 gibi yiiksek bir oranda hata kontroliine
katiliminin saglandig1 goriilmiistiir.
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7. 32 ders saatinin 1/3 inin biraz iizerinde 6gretmenin dersi tahta 6niinde ya da kiirsiide anlattig1 tespit
edilmistir.

8. Ogretmenler derslerin % 71,9 oraninda yeni sdzciikleri jest-mimik ve beden dillerinin katkisiyla
aciklamistir.

9. Tiim derslerde (% 100) 6gretmenler 6grenciyle gbz temasini korumus, 6grenciye ismiyle
hitabetmis, Almanca selamlama ve veda ifadeleri kullanmistir. Ayrica yiiksek bir oranda (% 87,5)
Ogrenci hatalarini hos gérmiis, ancak sinif yonetiminde bazen (%34,4) otoriter davranis sergilemistir.

10. Espri unsurlarindan, 6gretmenler 32 saatin sadece 10 unda yararlanmistir (%31,3).

11. Ders saatlerinin yaridan fazlasinda (% 53,1) 6gretmenler 6grenme problemi olan dgrencilere
alternatif ¢oziimler liretmistir.

12. Ogrencilerin 6n bilgileri zihin haritasi ve soru-cevap gibi tekniklerle agirlikli olarak (% 78,1) aktif
hale getirilmistir.

13. Derslerin ¢ogunda (90,6) 6gretmen 6vgii ve takdir yoluyla 6grencinin derse katilimini tesvik
etmistir.

14. Biitiin derslerde 6gretmen uymasi gereken temel yasaklara uymustur.
15. Derslerin yarisinda 6grenciye 6z degerlendirme olanagi saglamustir.
16. Sadece 2 ders saatinde (% 6,3) dilbilgisi kuralin1 6grenciye dogrudan vermistir.

17. Yiiksek oranda (% 93,7) 6grenciye dilbilgisi kuralin1 kendisinin kesfetmesi igin gerekli
uygulamalara yer vermistir.

18. 32 ders saatinin 19 unda (% 59,4) ev 6devi verilmistir.

19. Olgme degerlendirmede akran degerlendirme, 6grenci gézlem formu ya da iiriin dosyasina
rastlanmamugtir.

20.Toplam 32 ders saatinin sadece 2 sinde (% 6,3) proje ve performans ddevinden bahsedilmistir.
TARTISMA

Gozlem formunda yer alan arastirma sorularindan “dersin basinda 6grenciyi selamlama, ders sonunda
vedalasma, ders sirasinda Ogrencilerle goz temasi kurma” ve Ogrenciler i¢in gecerli olan “derse
zamaninda gelme, cep telefonu yasagi” gibi kurallara uyma acisindan, gbzlemlenen 6gretmenlerin arzu
edilen davranis sekilleri gosterdikleri tespit edilmistir. Ayrica bu arastirma kapsamindaki
Ogretmenlerin, gdzlemlenen ders saatlerinin 2/3 sinden daha fazlasinda en az bir ek materyal
kullandig1 goézlemlenmistir. Ancak buradaki ek materyalden kastedilen sadece kitabin CD si ve
konuyla ilgili resimlerdir. Degisik ders materyalleri kullanimi ve oOgretmenler tarafindan 6zgiin
materyal gelistirme acisindan sikinti yasandiglr goze ¢arpmaktadir. Ayrica derslerde 6zgiin/otantik
metin kullanimi minimum diizeydedir. Kirmiz1 (2009) da Anadolu Liselerinin Almanca derslerinde
yaptig1 arastirmada materyal kullanimiyla ilgili yasanan probleme dikkat ¢ekmektedir.
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Gozlem sorularindan bir digeri olan Gardner’in (1993) ¢oklu zeka kuraminin prensiplerinden hareketle
derste miiziksel ritmik elementlerin kullanimi1 da ¢ok diisiik bir yiizdeye sahiptir. Bunun yani sira
toplam 32 ders saatinin 25 inde igbirlik¢i calisma tekniklerinin kullanildigi gozlemlenmistir. Fakat
sosyal form sec¢iminde Ogrencilerin 0grenme stratejileri dikkate alinmamuis, sadece diyaloglar ve
alistirmalar1 birlikte yapmak gibi siirekli benzer ¢alisma teknikleri kullanilmistir. Béylece gozlem
sonuclari, arastirma kapsamindaki 6gretmenlerin ek materyal ve ¢alisma formu se¢iminde 6grencilerin
birbirinden farkli 6grenme stratejileri olduguna fazla 6nem vermediklerini ortaya koymustur. Bu
durum yapilandirmacilifin 6grenci merkezli ve yaparak yasayarak Ogrenme prensiplerine uygun
degildir. Halbuki “Yapilandirmaciligin en 6nemli 6zelligi, 6§renme iizerindeki kontroliin yoniinii
Ogretmenden 0grenciye ¢evirmesidir” (Hein, 1991).

Derslerde ayrica ara sira (%34,4 oraninda) smif yonetimi konusunda Ogretmenin otoriter davranis
gosterdigi anlagilmistir. Ogrenci hatalariyla ilgili maddede de “korkusuz 6grenme ortami saglama”
konusunda ogretmenlerin yeterince ¢aba gostermedigi ortaya cikmaktadir. Bunun yani sira
gozlemlenen 6gretmenler, 6grenci hatalarini siifta hep birlikte diizeltme, yeni sézciikleri jest-mimik
ve beden dilleriyle agiklama ve 6vgii - takdir yoluyla 6grencinin derse katilimini saglama konusunda
basarili bulunmustur. Ziebell (2002) bu ozellikleri 6gretmen yeterlilikleri konusunda o6zellikle
vurgulamaktadir. Bunun disinda Ogretmenlerin, ders kitabinda her boliimiin sonunda yer alan
Ogrencinin 6z degerlendirme yapmasini saglayan formdan yararlandiklar1 goriilmiistiir.

Diger aragtirma sorularina gelince, 6gretmenlerin dolayli ya da bulus yontemiyle dilbilgisi kurallarin
vermeyi tercih ettikleri, olumlu bir davranig olarak gozlenirken, bazen arzu edilmeyen bir davranig
olan sadece kiirsiiden ders anlatmayi tercih ettikleri gozlemlenmistir. Yine ayni sekilde dersi dikkat
cekici ve eglenceli hale getirebilecek espri unsurlarimi nadiren kullandiklari ve ders materyallerini
Ogrencilerle birlikte hazirlama konusuna g¢ok az yer verdikleri anlasilmigtir. Oysaki Ogretmen.
ogrencilerin kendi kendilerine 6grenmeleri icin onlara daha fazla sorumluluk ve denetim olanagi
vermelidir (Lorsbach & Tobin, 1997, Yasar, 1998, Deryakulu, 2001).

Ders gozlemleri yoluyla ayrica dgretmenlerin “samimi bir ders ortami yaratma” konusunda yetersiz
olduklar1 anlagilmistir. Bunun yani sira gdzlem yoluyla tespit edilen bir bagka 6nemli konu ise
Ogretmenlerin yeni 6lgme-degerlendirme tekniklerini nadiren kullaniyor olmalaridir.

Oysaki 6lgcme degerlendirme amaciyla kullanilan bu materyaller, 6l¢me islevlerinin yani sira, yaparak
- yasayarak 0grenmeye olanak saglamaktadir. Yeni 6grenilen bilgiler ancak bu sartlar altinda kalic
olabilir ve etkin kullanilabilir. Ogrencinin edindigi bilgileri uygulama becerisi gelistirmesi ancak
ogretmenin bu dogrultuda hedefe odakli ve yeni egitim Ogretim yaklasimi olan yapilandirmaci
sistemin gereklerine uygun yontem ve teknikleri kullanimiyla miimkiindiir. Artik 6gretmenin siniftaki
rolii “O0grenme siirecini diizenleme ve danigmanlik yapma olarak degismistir” (Dorig, 2003). Degisen
yabanci dil egitimi yontem ve tekniklerinin ve Ogretmenin {istlenmesi gereken yeni rol olan
“danigmanlik roliiniin®, 6grenme ortamlarina dogru aktarimi bu nedenle biiyiik 6nem tagimaktadir.
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Extended Abstract

While quantitative research techniques/methods such as survey depend completely on choosing from
the given options, and half-structured research methods such as interviews on the participant’s vocal
expressions and personal opinions, in studies based on observation, concrete data obtained through
camera footage and control lists next to the researchers perception is the basis. However, not having
enough time to observe all the participants due to their high number, and not being able to generalize
the study results pose as the limitations of this method. Therefore, it is thought considered that, to
support the results, next to the quantitative research methods carried out in order to reach a high
number of participants, a sample should be determined to increase the credibility of this research with
a qualitative study. In our completed doctoral work/dissertation, in order to increase the credibility of
the survey, in which the general behavior of German language teachers in Turkey related to their
social and academic methods are questioned, and the interviews done with 34 teachers, and to avoid
subjectivity, triangular research method has been preferred supported by structured observation
technique. In this study, the preparation-application-evaluation steps/phases of the control list used
during eight teachers’ four-hour-long observation results are reflected. During the research, a
structured observation form prepared by the researcher was used. The data has been obtained by the
researcher along with this form prepared to measure the teachers’ behavior in class in order to prove
the hypotheses determined before the research. Because this form is also a control list, it prevents the
research results from being under the influence of the researcher’s personal opinions. With the help of
the control list, it was identified whether the researchers desired form of behavior was observed and
how often it was conducted. In order to test the validity of the control list, a pilot application for a
class-hour was exercised, and after necessary corrections were made, the list was applied once again.

Class observations were done in Anatolian high schools. 8 German teachers consisting of 5 females
and 3 males, were observed each for four hours, 32 hours in total, in different days and classes. The
participants are graduates of German Language Education Department and their average years of
experience in teaching is 17 (although the average falls down to 9 years when it is calculated that some
of them have started as teachers in other subjects). The teachers participating in the research have been
observed in different days and only in 10th and 11th grade classes. In order to avoid distracting the
students or the teachers, only the first fifteen minutes were recorded. For each teacher during the
observation, codes such as “DaF-L1”, DaF-L2” were given, and the date, hour, class were noted down
on the observation form. Each observation form is evaluated separately, and the percentage and
frequency of these behaviors in all the observation form are reached. The results are presented in a
table with detailed explanation and interpretation below. The observed teachers have been found to
behave favorably regarding research questions concerning “greetings the student body, end of the
class, eye contact during the class” and making sure that the students come on time or do not use their
mobile phones during the lesson. Moreover, it was observed that the teachers in question have used
additional material for more than 2/3 of the observed class hours. However, the additional material
here consisted only of the audio CD and the pictures from the textbook. One can not help but notice
that there is some difficulty with the use and the development of additional materials by the teachers in
the classroom. In addition, the use of original texts in the classroom is minimized. In respect to another
the multiple intelligence theory, one of the questions of observation the use of musical and rhythmic
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elements during the lessons was also found to be low. Moreover, in the 25 class hours of a total of 32,
teamwork methods, were displayed. However, when choosing social forms, the learning strategies of
the students were ignored and only similar study techniques were repeated such as completing dialogs
and exercises together. Therefore the results Show that the teachers involved in the research were not
too concerned about the possibility of the students preference of different learning methods. The study
also shows that the teachers take on an authoritative role to maintain order in the classroom from time
to time (by 34, 4%). This suggests that teachers do not make enough effort to create a “learning
environment without fear” moving on, the observed teachers. Were found successful in ensuring
student participation correcting students mistakes with together, explaining new words with jests and
mimics and other means of body language in addition to praise. The teachers were also observed to
make use of self-evaluation forms at the end of each chapter for the students. Coming to the other
research questions, while it is considered as a positive behavior that the teachers prefer teaching the
grammar rules directly or indirectly, they sometimes prefer an undesired action such as teaching the
lesson only from their chair/platform. It is understood that they give little room to students opinion
when preparing the class material or to attractive and fun elements such as humor when giving a
lecture. It is also understood through observation that the teachers are lacking in “creating a familiar
atmosphere in class”. Another important detection is that the teachers rarely use new assessment and
evaluation techniques whereas the materials used for assessment and evaluation not only do just that
but also provide an opportunity to learn by experience. The new found information can be learned and
applied only under these circumstances. For the student to develop application skills for newfound
information is possible only with the teachers focused use of methods and techniques appropriate to
the structural system of the new approach to education. In this sense it is very important that the
methods and techniques of the changing foreign language education, and the new consultant role
teachers must take are properly transferred into the learning environment.
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ABSTRACT

This study is suitable to a model of 42 students (21 experiment, 21 control) from a primary school located in Istanbul, were
the aim is to examine the effect agility exercises and games on Simple, Selective and Distinctive (reaction, movement and
response) reaction types. In the study, an "Academy Reaction Timer" was used to evaluate Simple, Selective and Distinctive
reaction types, "Side Direction Alter", "T" and Short “T" tests were used as agility tests, and "WJ-R COG Cognitive Ability
Test" was used to evaluate processing speed (Test 3: Visual Matching and Test 10: Draw Out". To present the differences
between the pre and end tests of the control and experiment groups, analysis of Parametric Wilcoxon Signed Ranks were
used and interpreted. The level of meaningfulness was taken as p<0.05. According to the findings a meaningful difference
between the end tests of control and experiment groups was present and the difference was in favour of the end tests of the
experiment group. The research showed that agility exercises and game applications both developed the agility of the
children and a significant progress was noted in their processing speed. Besides, a positive development was seen in most of
the parts of simple, selective and distinctive (reaction, movement and response) reaction types.

Key words: Processing speed, types of reaction (simple, selective, distinctive), agility.

INTRODUCTION

To gain the skill of action which is irrevocable for living beings, is much more important for children.
By the help of playing games which is as necessary as nutrition, the child gains a development in his
actions as well as the stimulants needed for his mental development. While the activity we call as a
game mostly consists of exploration, research and trials, it can be stated that there is a strong
relationship between psychomotor development and behaviour.

Evans (1999) stated that game is a learning laboratory where the child gains informative experience
about the world and that physical activities enhance actions and actions enhance learning. Deary et al.
(2001) have stated that a child in action activities enhances mental development as rich environmental
stimulants accelerate the furcation of nerve cells.

*This research was supported by Marmara University grant EGT-C-DRP-210311-0083
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The first clear indicator of intelligence is the sense-motor period and during playing games many
cognitive skills like sense-action abilities and decision-making, memory, strategy, observation, spatial
reasoning, problem solving and creativity develop (Gardiner and Gander, 2004).

In the doctoral dissertation study of Caglak Sar1 (2012) which showed a relationship between
processing speed and reaction, it was indicated that the relationship between the brain and actions
were showing that psychomotor learning was primarily a product of the brain and as an indicator of
intelligence (processing speed; a sub-dimension of intelligence) and behaviours that there was a
relationship between experience and reaction time which means a quick response to the stimulant by
the help of learning, and a relationship was present between agility, which is a change of action in the
shortest time possible, and reaction. According to these findings, it is thought that a systematic and
programmed exposure to agility exercises and games would contribute to the child’s processing speed
and reactions.

THE METHOD

The Purpose of the Study

In this study it is aimed to inspect the effect of agility exercises and games on Simple, Selective and
Distinctive (reaction, movement and response time) reaction types and processing speed.

The Model and Workgroup of the Study

This is a study which is suitable to an experimental pattern study where the effects of applications with
agility exercises and games will be looked into with a pre-test and post-test experiment and control
group is used. The study group consists of 42 students aged 10-11 from a primary school in Istanbul.

Collecting Data and Analysis

After briefing the students and their teachers about the study, an "Academy Reaction Timer" was used
to evaluate Simple, Selective and Distinctive reaction types, "WJ-R COG Cognitive Ability Test" was
used to evaluate processing speed (Test 3: Visual Matching and Test 10: Draw Out" and "Side
Direction Alter", "T" and Short “T" tests were used as agility tests (the researcher reduced the 10 m
running distance of the “T” agility test by half as it wouldn’t measure the agility correctly) were
conducted to all 42 students individually.
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Following the pre-tests, to see whether there were any effects of agility on reaction types and
processing speed, an 8-week study of agility exercises and games was conducted on the study group at
the gym of the particular school.

After the study was completed, all the tests were carried out as given above as post-tests. A Non-
Parametric Wilcoxon Signed Ranks test was conducted to show the differences of the pre and post-
tests as all the data was computerized, analysed and interpreted. The meaningfulness level was p<0.05.

RESULTS

Table 1. The Mann Whitney-U Test Results Which Show The Difference Of Processing Speed Scores
Between Experiment And Control Groups

Groups/Tests N Sum of Ranks Mean Rank U z p
Experiment -PS 21 646,50 30,79

25,500 -4,913 ,000
Control - PS 21 256,50 12,21

According to Table 1, the results of the non-parametric Mann Whitney-U test that was carried out to
see whether the processing speed post-test scores meaningfully changed compared to the experiment-
control group variable showed that the post-test results statistically changed in favour of the
experiment group at a p<0.01 level.

Table 2. The Mann Whitney-U Test Results Which Show The Difference Of Agility (Side Direction
Alter, “T”, Short “T”) Post-Test Scores Between Experiment And Control Groups

Groups/Tests N Sum of Ranks ~ Mean Rank U z P
Experiment - SDA 21 334,00 15,90

103,500 -2,956 ,003
Control - SDA 21 569,00 27,10
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Experiment -“T” 21 379,00 18,07

148,500 -1,812 ,070
Control -“T” 21 523,00 24,93
Experiment - S “T” 21 356,00 16,95

125,000 -2,403 ,016
Control - S “T” 21 547,00 26,05

According to Table 2, the results of the non-parametric Mann Whitney-U test that was carried out to
see whether the agility (Side Direction Alter, “T”, Short “T”) post-test scores meaningfully changed
compared to the experiment-control group variable showed that the “side direction alter” post-test
results statistically changed negatively at a p<0.01, short “T” post-test results statistically changed
negatively at a p<0.05 and “T” post-test results didn’t show any meaningful differences between
experiment and control groups.

Table 3. The Mann Whitney-U Test Results Which Show The Difference Of Simple, Selective and
Distinctive (reaction, movement and response time) Reaction Types Post-Test Scores Between
Experiment And Control Groups

Groups/Tests N Sum of Ranks  Mean Rank U z p
Exp. / Smpl.“rt” 21 336,50 16,02

105,500  -2,893 ,004
Cont./ Smpl.“rt” 21 566,50 26,92
Exp./ Smpl.“mt” 21 419,50 19,98

188,500 -,805 421
Cont./ Smpl.“mt” 21 483,50 23,02
Exp./ Smpl.“rspt” 21 349,00 16,62

118,500 -2,579 ,010
Cont./ Smpl.“rspt” 21 554,00 26,38
Exp. / Slet.“rt”- 21 324,50 15,45

93,500 -3,196 ,001

Cont./ Slet.“rt” 21 578,50 27,55
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Exp. / Slet.“mt”- 21 360,50 17,17

129,500  -2,290 ,022
Cont./ Slct.“mt” 21 542,50 25,83
Exp. / Slet.“rspt”- 21 324,00 15,43

93,000 -3,207 ,001
Cont./ Slet.“rspt” 21 579,00 27,57
Exp. / Dstnc .“rt” 21 368,50 17,54

133,00 -2,372 ,034
Cont./ Dstnc. “rt” 21 534,50 25,45
Exp. / Dstnc .“mt” 21 398,50 18,90

166,000 -1,371 ,170
Cont./ Dstnc. “mt” 21 504,50 24,10
Exp. / Dstnc .“rspt” 21 371,50 17,69

140,500  -2,013 ,044
Cont./ Dstnc. “rspt” 21 531,50 25,31

According to Table 3, the results of the non-parametric Mann Whitney-U test that was carried out to
see whether the simple, selective and distinctive (reaction, movement and response time) reaction
types post-test scores meaningfully changed compared to the experiment-control group variable
showed that Smpl“rt”, Smpl.”rspt”, Slct.”rt” and Slct.”rspt” post-test results statistically changed at a
p<0.01, Slct.”mt”, Dstnc.“rt” and Dstnc.“rspt, post-test results statistically changed at a p<0.05
negatively for the experiment group and the Smpl.”mt” and Dstnc.“mt, post-test results didn’t show
any meaningful differences between the experiment and control groups statistically.

DISCUSSION

The study showed that an activity programme of agility exercises and games made a positive effect on
processing speed as processing speed post-test scores indicated a p<0.01 meaningfulness level in
favour of the experiment group. According to the results of studies investigating the relationship
between intelligence and sport, most of them show that doing sports has a positive effect on
intelligence. The common opinion of all these researchers is that the increase in brain activities during
exercise is accelerating the reaction time as well.
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In a study on children with learning disabilities where the effect of physical activities on mental
development are shown, Dykens et al. (1998) state that exercises and sports reduce the adaptation
disorder of children with learning disabilities and develop their physical compatibility, self-confidence
and social competence.

Olgiicii (2007) states in his study that reaction time and agility characteristics have a meaningful
relation and children with good reaction times also have good agility scores. Kirkendall (1986) has
shown that children with the opportunity and time to do physical activities develop their motor skills
and developing motor skills has positive effects on academic success. Kara et al. (2005) have delivered
the opinion which showed that pupils who do more aerobic exercises not only increase their aerobic
capacities, but also develop their mental activities.

The study showed that agility (side shift, “T” and short “T”) post-test results were statistically
negatively meaningful at a p<0.01 level, short “T” post-test results were statistically negatively
meaningful at a p<0.05 level (that an activity program consisting of agility exercises and games
decreased the children’s agility test scores) and “T” post-test result didn’t show any statistical
differences (considering this test wasn’t suitable to test agility of 10-11 year old children).

Biiyiikipek¢i and Taskin (2011) emphasize how important agility is on moving of the whole body
rapidly and correctly when reacting to a stimulant and how important reaction time is when female
volleyball players make instant decisions in attack and defence. This study also mentions that agility
features of a player are developed if the player’s reactions are good.

Korkmaz et al. (2004) express that 12 year old football players show more meaningful developments
in their agility if a purpose-related training is conducted instead of a routine training. Hascelik et al.
(1989) and Oztasyoner (2008) state that when children doing various sports are compared to children
not doing sports, whatever the age group is, in the comparison of their visual and audial reactions
children doing sports always have shorter reaction times. Karakug et al. (1996) express that reaction
time is in direct proportion to success in sports. Comiik and Erdem (2010) discovered that agility and
reaction times in children doing ice-skating is better and that reaction time and agility features, which
are effective on motor performances, could be enhanced via regular exercises and trainings.

The research showed that Simple, Multiple Choice and Distinguish (reaction, action and response
times) reaction tests’ post-test scores were statistically p<0.01 in Srt, Srst, MCrt and MCrst and p<0.05
in Bat, Drt and Drst favouring the experiment group and that agility exercises and games shortened the
reaction times.

Both Polat (2009) where students with a 12-week badminton training and Y 6riikoglu and Koz (2007)
where students attending basketball trainings the reaction times of sedentary were compared and there
was a meaningfulness favouring the students. Cimen and Giinay (1996) stated that there was a 12%
enhancement in the children’s reaction times after an 8-week pave and strength training was conducted
on 16 to 18 year old male table tennis players.

Kien and Chiodo (2003) express that 10 to 12 year old children attending sport game programmes
have better reaction times compared to children that don’t and Ozer (2007) expresses that mini tennis
training on 8 to 11 year old children develops their coordination skills and reaction times positively
and therefore has a 21% enhancement on their reaction times. Kayapimar and Pehlivan (2002)
indicated that pre-school children with 8-week action training have better visual simple reaction times,
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audial simple reaction times and visual reaction times compared to children that haven’t attended any
programme.

The consensus of these researchers is that the increase in brain activity during exercises enhances
reaction times. Researches in this field have generally focused on the physical side of the issue and
there aren’t many on mental issues.

Referring to studies where a meaningful relationship between reaction and processing speed is
expressed, it could be explained with the development of their motor skills and the difference of their
neurophysiological development if there is a positive effect of agility exercises and games of a
program on agility and reaction types of the experiment group and if an increase is seen in children’s
processing speed where their agility and reaction times decreased. The findings of this study are
parallel to many similar studies.
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OZET

Otizmli ¢ocuklarla iletisim yollarinin arastirilmast amaciyla gergeklestirilen bu g¢alismanin yontemi, daha g¢ok nitel
arastirmalarda kullanilan 6zel durum aragtirma yontemidir. Arastirmanin katilimeilari, amagl 6rnekleme ¢esitlerinden uygun
durum 6rnekleme yolu ile belirlenmistir. Katilimeilari, Trabzon ve Samsun illerinde 6zel egitim ve rehabilitasyon merkezinde
gorev yapmakta olan farkli uzmanlik alanlarindan bes 6gretmen olusturmaktadir. Arastirma verileri yari yapilandirilmig
goriisme teknigi ile elde edilmistir. Bu amagla, arastirmacilar tarafindan alti agik uglu sorudan olusturulan yari
yapilandirilmis goriisme formu uygulanmistir. Elde edilen veriler nitel analize tabi tutulmus ve kategoriler altinda
smiflandirtlarak sunulmustur. Arastirma bulgularina gore, otizmli ¢ocuklarla kullanilan iletisim yollart otizmli ¢ocuklarin
ozelliklerine gore degismekte, kullanilacak iletisim yollarini otizmli gocuklarin 6zellikleri belirlemektedir.

Anahtar Kelimeler: Otizm, Otizmli Cocuklarla Iletisim, Ozel Egitim, Ozel Durum Y 6ntemi

ABSTRACT

The purpose of this study is to investigate the communication strategies to children with autism. A case study method, which
is widely known in a qualitative research tradition, was chosen in the study. Purposive sampling is adapted in the study. The
sample of the study consists of five teachers working at center of special education and rehabilitation. The data of the study
were collected with a semi-structured interview form, which included six open-ended questions, prepared by the researchers.
The data are processed by qualitative analysis and classified under the categories. Based on the data, communication
strategies vary according to the characteristics of children with autism.

Keywords: Autism, Communication to Children with Autism, Special Education, Case Study Method

GIRIiS

Dil, insan gelisimi ve yasaminin vazgegilmez bir 6gesidir. Bu 6ge, insanlarin birbirlerine bilgi,
diisiince ve egilimlerini aktarabilmelerine ve duygularini ifade edebilmelerine olanak saglar (Saban ve
Kogbeker, 2005). Iletisim; bilgi iiretme, aktarma ve anlamlandirma siireci olarak tanimlanmakta ve
iletisimdeki bilgi akisinin iki yonlii olmast gerektigi savunulmaktadir. Bir bilgi kaynagindan tek yonlii
bilgi aktarimi enformasyon, karsilikli bilgi aligverigi ise iletisim olarak adlandirilmaktadir. Bu
baglamda enformasyonun iletisime doniismesi i¢in, dinleyen kisi veya kisilerin geribildirimde
bulunmasi gerekmektedir (Ozbey, 2009). iletisim; kisaca, kisiler (katilimcilar) arasinda bilgi ve
diisiince alisverisine verilen addir. Zihinde olusturulan ve kodlanan mesaj karsiya iletilir. Iletisimin
gerceklesebilmesi icin mesaji alan ve ayni zamanda kodu ¢o6zebilen bir baskasina ihtiyag vardir.
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Mesaj, dogru kodlanip basar ile iletilmis olsa bile, karsi taraftaki o sozel dili anlamiyor veya
kullanilan isaret dilini bilmiyor ise iletisim gerceklesmemis demektir. Iyi bir iletisim icin taraflarin
iletisim kodu, icerik ve baglamla ilgili ortak bilgi donanimina gereksinimleri olmaktadir (Ege, 2006).
Iletisimin baslamasiyla birlikte ortak ilgiler olusmakta; goriisler, diisiinceler karsilikli aktarilmakta,
duygu ve diisiince paylasimi ortaya g¢ikmaktadir. Ses tonu, benden durusu, kisilerin karsilikli
konumlari, jest ve mimikler ve dinleme iletisim siirecini olumlu veya olumsuz etkileyen baslica
unsurlardir (Ozbey, 2009 ).

Basarili ve etkili bir sosyal iletisim ve etkilesim i¢in 6nemli bilissel becerilerden birisi de dikkattir.
Bagkalarina dikkat edebilmek ve dikkati devam ettirebilmek i¢in bireyin ilgisiz ve ¢eldirici unsurlar
stizmesi gereklidir (Durukan ve Tiirkbay, 2008).

Cocuk biuytdiikce ve gelistikce, gelisim diizeyine uygun dil ve iletisim becerilerini kazanir ve bunu
iletisim siirecine yansitir. Yasamin ilk yilinda daha ¢ok beden dilini kullanarak iletisim kurar, sonra
tek sozciiklerle ve son olarak bircok sozciigii bir arada kullanarak iletisim siirecindeki yerini alir
(Ozbey, 2009).

Dil yeteneginin gelisimi diger gelisim alanlarinda oldugu gibi diizenli bir sira izler. Bu gelisim siireci
dogum aninda ¢ocugun ¢ikardig: seslerle baslayarak diger gelisim donemlerini takip eder. Fakat bu
gelisim, her ¢ocuk i¢in ayni olmamaktadir. Bazi gocuklarin belirgin olarak goze carpan fiziksel ve
saglik sorunlar1 olmadigi halde dil gelisimleri gecikebilmekte, bazi gocuklarda ise 6-7 yaslarina kadar
konusmaya hi¢ rastlanmamaktadir. Konugmasi ve dil gelisimi yetersiz, geciken veya hi¢ olmayan
cocuklarda dogal olarak iletigsim eksikliklerinin yan1 sira, davranislarinda, tepkilerinde ve bazi fiziksel
veya zihinsel yeteneklerinde de eksiklikler goriillmektedir. Cocukta normal dil gelisiminin yetersizligi
ve gecikmesi ile birlikte goriilen sosyal, zihinsel, davranigsal ve iletisimsel yetersizlikler veya
farkliliklar bir gelisme 6zrii olan “otizm”in en 6nemli belirtileridir (Anonim, 2010a; APA, 2000).

Otizm, duyusal ve sosyal iligkilerde kisithilik, dilin gelisiminde gecikme ve tekrarlayict garip
davraniglarla karakterize olan bir bozukluk olarak degerlendirilmektedir. Bunun yaninda otizm,
yasamin erken donemlerinde baslayan ve yasam boyu siiren sosyal iligkiler, iletisim, davranis ve
biligsel gelisimde gecikme ve sapmayla belirli, ndropsikiyatrik bir bozukluk olarak kabul edilmektedir
(APA, 2000; Kanne, Gerber, Quirmbach, Sparrow, Cicchetti, ve Saulnier, 2011; Randi, Newman ve
Grigorenko, 2010; Top, 2009). Bununla birlikte, otistik sendrom degisik edimsel ve gelisimsel
nedenlere bagl olarak, 3 yas dncesinde ¢ocuklarda ortaya cikan, sdzel ve sozel olmayan iletisim,
sembolik etkinlikler, oyun ve sosyal iliski alanlarinda bozukluk ve stereotipiler ile karakterize olan bir
bozukluk olarak da ifade edilmektedir (Erséz, 2006). Ayrica otizm, erkeklerde kizlara oranla daha
yaygin goriilmektedir (Birkan, 2009).

Kanner'in 1943'de otizmi ilk tanimladigindan bu yana birgok arastirmaci otizmdeki temel giigliiklerden
birisinin sosyal iletisim oldugunu belirtmektedir (Durukan ve Tiirkbay, 2008). Iletisim ve sosyal
gelisim alanlarinda bozuklugun olmasi otizmli bireylerin toplumsal iliskiler sirasinda yasadiklar
giicliikler ve sapmalar, otizmin en belirgin 6zelligidir. Bunun yaninda otizm, anne baba ile bag
kuramama, diger kisilere de baglanma gelistirememe ile kendisini gdstermektedir. Genellikle otizmli
cocuklarin anne ve babalar1 ¢ocuklarinin kendilerine gereksinim duymadiklarmi diisiinmektedirler.
Genellikle iyi huylu ve hi¢ aglamayan bebekler olarak taninirlar (Giir, 2009).

Otizmli c¢ocuklar, c¢evrelerine karsi ilgisizdir. Sosyal etkilesimi kendileri baglatmazlar ve iletigimi
devam ettiremezler. Sosyal iletisime ya girmek istemezler ya da nasil gireceklerini bilmezler. Goz
temas1 olmamasi, yasitlar1 ile gelisimsel diizeylerine uygun iliskiler gelistirememesine neden olur.
Bunlar sosyal etkilesim alanindaki en énemli belirtiler olarak goriiliir. Ilgilerini cevrelerindeki kisiler
ile kendiliklerinden paylasmazlar ve duygusal karsilik veremezler. Zaman iginde 6zellikle yiiksek
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fonksiyonlu otizmlilerin iligski kurmalarinda artis olmasina karsin sosyal davranislari uygun olmayan
bir sekilde devam eder (Bauminger, Shulman ve Agam, 2003; Berrakcay, 2008).

Otizmli ¢ocuklarin biiyiik bir kisminda farkli seviyelerde zekd geriligi goriilse de, zekd seviyeleri
normal otizmli ¢ocuklar da vardir, ancak genel zeka seviyeleri ne olursa olsun, otizmli ¢ocuklar
cevrelerindeki diinyay: algilamakta ortak bir zorluk ¢ekerler. Otizmli ¢ocuklar okul 6ncesi donemde
yasitlan ile iliski kurup gelistiremezler. Genellikle tek baslarina yapabilecekleri islerle ugrasirlar.
Diger cocuklarin oyunlarina katilmazlar. Ayrica cansiz nesnelere gelistirdikleri baglanma, insanlara
gelistirdikleri baglanmadan daha belirgindir (Gtir, 2009).

Otizmde tam olgiitii olarak DSM-IV-R &lgiitii gelistirilmistir. Yaygin gelisimsel bozukluklara sahip
genis bir yelpaze i¢inde birbirlerinden farkli 6zellikler gosterebilen cocuklarin otizm tanisi alabilmeleri
icin DSMIV’°de (1994) sosyal etkilesimde niteliksel bozukluk, iletisimde niteliksel bozukluk ve
davranis, ilgilerde kisithlik ve bunlarin tekrarlanma egiliminde olmasi olarak belirtilen {i¢ genel
kategorideki 12 belirtiden en az 6’sini1 gosteriyor olmalar1 gerekmektedir (Ege, 2006). Bunlar;

1.Cevresindeki bireylerin farkinda olmama

2.G6z kontag1 kuramama

3.Arkadaslik iliskilerindeki yetersizlik

4 Nesesini, basarisini, ilging buldugu seyleri icinden gelerek baskalari ile paylasma diirtiistinden

yoksun olma

5.Taklit davraniginin hi¢ olmamasi

6.Karsilikl1 iletisimin olmamasi

7.506zel olmayan normal disi iletisimin kurulmasi

8.Lisan1 basmakalip ve tekrarlarla kullanmasi veya kendine 6zgii bir dili olmas1

9.Konusmada gecikme veya sinirl sozciikler

10.1lgilendigi seylerin son derece sinirl1 olmasi

11.Giinliik yagamla ilgili aliskanliklarin degisimine karsi ¢ikma

12.Cevredeki degisikliklere kars1 tepki gosterme olarak kabul edilmistir.

Otizmin nedenleri ise heniiz kesin olarak bilinmemesine ragmen genetik faktorler, beyinde olusan bir
hasar veya ailelerin ya da ¢ocuklarin zehirli kimyasal maddelere maruz kalmis olmalari gibi birgok
nedeni olabilecegine dair cesitli bulgular vardir. Bazi arastirmacilar otizmin nedeni olarak ¢evreden
gelen uyaricilarin iglendigi beyin bolgelerinde fonksiyonel bozukluklar oldugunun iizerinde dururken
diger bir kisim arastirmaci ise viicuttaki kimyasal maddelerin salgilanislarindaki dengesizliklere ilgili
durumlari ileri siirmektedirler. Diger yandan genetik calismalar yapan arastirmacilar da problemi bu
yonden agiklamaya c¢aligmaktadirlar. Ancak genel kani bu problemin birden ¢ok sebebin bir araya
gelmesiyle olustugu seklindedir (Birkan, 2009).

Otizmli insanlarin yaklasik %50’si dili kullanarak anlamli bir sekilde iletisim kurmay1 basaramamakta
ve bir¢ok otizmli insanin diger iletisim sekillerinde problemler olmaktadir (Saban ve Kogbeker, 2005).
Bu baglamda otizmli ¢ocuklarin konusmaya baslamalari ¢ok farkli yaslarda gergeklesebilmektedir.
Bazi otizmli ¢ocuklar ilk kelimelerini 5 yasinda sdylerken, bazilar1 konusmaya yasitlar1 ile ayni
zamanda baslayip daha sonra da susabilirler. Bazi otizmlilerin ise hi¢ konusmadig1 goriilmiistiir. Bazi
otizmli ¢ocuklar ise konusabildikleri halde, konusmayi1 bir iletisim aract olarak kullanmay1
istemeyebilirler. Otizmli ¢ocuklarin tamamina yakini kendine 6zgii, “bebeksi” olarak tabir edilebilecek
bir konugma bicimi gelistirir. Genellikle zamirleri birbirine karigtirir. Bazen de karsisindakinin
sozlerini tekrar ederek (ekolali) konusmaya ¢aligirlar. Ayrica otizmli gocuklar, konusulanlari anlamada
da ciddi sikintilar yasayabilirler. Ozellikle soyut kavramlar1 anlamakta giicliik ¢ekerler ve bunun
sonucunda da ¢ogunlukla insanlarla iligki kurmaktan kaginmaktadirlar (S6kmen, 2010).
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Otizmli bireyler icin iletisim becerilerinin gelistirilmesi en temel hedeflerdendir. Agir otizmli
Ozellikleri olan, g¢evresiyle hi¢ ilgilenmeyen izole otizmlilere oncelikle iletisimin var oldugunu
ogretmek ilk hedeftir. Iletisimsel hedef ise her gocuk igin, bulundugu diizeye gore farklilasmaktadir
(Anonim, 2010b). Baz1 otizmli ¢ocuklar hig¢ sdzel iletisim gelistiremezlerken, konusabilen gocuklarin
da konusmayi belli bir amaca ve iletisime yonelik anlamli bir iletisim araci olarak kullanamadiklari
gorlilmektedir. Otizmli g¢ocuklarin yaklasik yarisi 5 yasina geldiklerinde dahi islevsel bir dil
kullanamayabilirler. Bununla birlikte pek ¢ok otizmli, isaret dili, yazi ve resim tahtalar1 ve bilgisayar
gibi araglarla iletisimlerini saglayabilirler (Ayta ve Korkmaz, 2010 ).

Otizmli ¢ocuklarin dil ve iletisim becerilerini gelistirmede davranig¢1 yontemlerin oldukga basarili
oldugu goriilmektedir. Bu yontemlerle, yapilandirilmis ortamlarda, ¢ocugun iletisim davraniglari
pekistirilerek ve bigimlendirilerek yetiskin beklentilerine yaklastirilmaktadir (Ege, 2006). Davranisgt
miidahale, 6grenciye birgok durumda kullanabilecegi ve sosyal acidan kabul edilebilmesi zor olan
davraniglara etkili alternatifler olusturacak becerileri uygulamasi ve gelistirmesi igin ¢oklu olarak
planlanmis firsatlar saglayarak bu yetersizlikleri ve asiriliklar1 diizeltmeye galisir (Birkan, 2009).
Otizmli ¢ocuklara sosyal beceri 6gretimi lizerine yapilan arastirmalar incelendiginde sosyal beceri
egitiminde sosyal bilginin otizmli ¢cocuga dogrudan aktarilmasi gerektigi goriilmektedir. Sosyal durum
ile ilgili ne, nerede, kiminle ve nasil sorularinin cevaplari otizmli ¢ocuga ¢ocugun anlayabilecegi dil
diizeyinde, kolay anlasilir, acik ifadelerle ve olumlu bir anlatim tarzi ile iletilmelidir. Sosyal bilgi
gorsel semboller ile birlestirilmeli fakat gorsel semboller acik, net, cocugun dikkatini verilmeye
calisilan mesajdan uzaklastirmayacak nitelikte olmalidir (Ozdemir, 2007).

Otizmli ¢ocuklarin egitimi amaciyla Uygulamali Davranigs Analizi (UDA)’nde sik¢a kullanilan
ogretim yaklasimlarindan biri de firsat Ogretimidir. Hart ve Risley tarafindan ilk kez 1968’de
tanimlanan firsat 6gretimi, bireylerin dil kullanimi ve bu becerileri genelleyebilmeleri agisindan ayrik
denemelerle 6gretime oranla daha etkili bulunmustur (McGee, Krantz Mason ve McClannahan, 1983;
Akt. Birkan, 2009). Firsat 6gretimini, cocugun bir konu hakkinda etkilesime girmesini bekleyip sonra
da daha fazla konugmasini saglamak amaciyla, tepkide bulunarak daha ayrintili konugma kazandirma
siireci olarak tanimlanmigtir. Ayrica girisimi ¢ocugun baslattifi, hi¢ uyaran verilmedigi ve ayrica
hedef davramis gerceklestiginde dogal pekistirme yapildigi icin firsat Ogretimi, dogal Ogretim
yontemleri arasinda yer almaktadir. Bunun yaninda firsat 6gretimi; (a) Cocugun ilgisini gekecek
araglarin bulundugu bir ortam hazirlama, (b) ilgisini ¢eken herhangi bir nesneye yonelmesini
(etkilesim baslatma) bekleme, (c) daha iist diizeyde ya da konugmaya yakin bir dil talep etmek ve (d)
yoneldigi nesneyi elde etmesini izin verme asamalarindan olugmaktadir. Bir baska nokta ise; firsat
Ogretiminin otizmli ¢ocuklarda etkili olduguna dair birgok arastirma bulgusunun oldugudur. Bu
arastirmalar, firsat Ogretiminin otizmli bireylerde, yavas edinimle, ancak yiiksek genelleme ve
kalicilikla sonuglandigini gostermistir. (Birkan, 2009).

Bu yontemleri yaninda iletisim becerisini kazanamayan veya sinirl iletisim becerisine sahip bireyler
icin alternatif iletisim yontemleri gelistirilmistir (Ozbey, 2009). Sozel iletisim becerileri olmayan
cocuklar icin fotograflar, bilgisayar sistemleri gibi alternatif iletisim teknikleri gelistirilmistir.

Bunlar soyle siralanabilir:

-PECS

-Isaret dili

-Resimli kartlar

-Etkinlik ¢izelgeleri

-Bilgisayar programlar1 (Ozbey, 2009).
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Yukarida deginilenlerden PECS (Picture Exchange Communication System) sistemi, Andrew Bondy
ve Lori Frost otizmli ve gelisimsel problemi olan ¢cocuk ve ergenlere hizli bir sekilde fonksiyonel
iletisim becerileri kazandirmak amaciyla gelistirmistir (Akt. Altun, 2003). PECS sisteminde ¢ocuga
iletisim kuracagi kisiye nasil yaklasacagi, nasil dikkatini ¢ekecegi ve istedigi seyi ifade etmek ve elde
etmek icin resim ya da sembolii karsisindaki ile nasil degis tokus yapacag dgretilir (Ozbey, 2009).

Otizmli ¢ocuklara sosyal beceri 6gretimi iizerine yapilan arastirmalar, sosyal beceri egitiminde sosyal
bilginin otizmli ¢gocuga dogrudan aktarilmasi gerektigini ortaya koymuslardir. Sosyal durum ile ilgili
ne, nerede, kiminle ve nasil sorularinin cevaplari otizmli cocuga ¢cocugun anlayabilecegi dil diizeyinde,
kolay anlagilir, agik ifadelerle ve olumlu bir anlatim tarzi ile iletilmelidir. Sosyal bilgi gorsel semboller
ile birlestirilmeli fakat gorsel semboller acik, net, cocugun dikkatini verilmeye caligilan mesajdan
uzaklastirmayacak nitelikte olmalidir (Ozdemir, 2007).

Iletisimdeki bozukluk otizmli g¢ocuklarda belirgin ve kalici niteliktedir. Bu yetersizlik otizmli
cocuklarin sdzel ve sdzel olmayan iletisim becerilerini etkilemektedir. Iletisimi egitim-6gretim
acisindan sozel ve sozel olmayan iletisim seklinde gorebiliriz. Otizmli ¢ocuklar bu iki iletisimle ilgili
olarak egitim almalidir (Keen, Sigafoos ve Woodyatt, 2001; Sucuoglu vd., 1998). Dolayisiyla otizmli
cocuklarin sosyal becerilerinin gelismesi i¢in, uygun sosyal etkilesimi baslatmay1 ve digerlerinin
baglattiklar1 etkilesime uygun tepki vermeyi ve onlarla olumlu iliskiler kurmayi ve siirdiirmeyi
ogretmek gerekmektedir (Kalyoncu, 2009).

Amacg

Otizmli ¢ocuklarin en 6nemli sorunlarindan biri iletisim bozuklugu oldugundan bu c¢alisma ile 6zel
egitimde goérev yapan Ogretmenlerin otizmli c¢ocuklarla gegirdikleri iletisim siireci hakkindaki
goriislerinin ortaya ¢ikarilmas1 amaglanmaktadir. Bu ama¢ dogrultusunda asagidaki sorulara yanit
aranmaktadir:

1.0tizmli ¢ocuklarla iletisim kurmak i¢in hangi yollar kullanilmaktadir?

2.0tizmli ¢ocuklarla hangi iletisim yolunun kullanilacagina nasil karar verilmektedir?

3.0tizmli ¢ocuklarla iletisim kurmak i¢in materyal kullanilmakta midir?

4.0tizmli ¢ocuklarla iletisim kurmada ¢evrenin bir etkisi var midir?

5. Otizmli ¢ocuklarla iletisim kurulmasini engelleyen etmenler var midir? Nelerdir?

6.0tizmli ¢ocuklarla iletisim kurulmasina yardimci etmenler var midir? Nelerdir?

YONTEM

Bu arastirmada, nitel paradigmaya dayanan nitel arastirma yaklagimi benimsenmistir. Nitel
arastirmalarin, lizerinde arastirma yapilan kisilerin sahip olduklar1 deneyimlerden yararlanma, duygu
ve diisiincelerini anlayabilme bakimindan tercih edilen bir aragtirma teknigi oldugu bilinmektedir
(Ekiz, 2009; Ekiz, 2013). Nitel arastirmalarda, arastirma problemine yonelik miimkiin oldugunca
ayrintili ve derinlemesine bilgi toplamaya calisilmaktadir. Arastirmanin yontemi ise daha ¢ok nitel
arastirmalarda tercih edilen 6zel durum yéntemidir. Ozel durum arastirmasmm birgok arastirma
yonteminden ayiran yonil, egitimin c¢esitli konularin1 anlamada 6zellikle “nasil” ve “ni¢in” sorulari
yoneltildiginde tercih edilen bir yontem olmasidir (Ekiz, 2013).

Orneklem
Arastirmanin  Orneklemi, amagli Orneklem ¢esitlerinden uygun durum oOrnekleme yolu ile
belirlenmistir. Nitel arastirmalarda, 6rneklemi derinlemesine arastirabilmek i¢in Orneklem grubu

kiigiik olarak belirlenir ve amagli Ornekleme yolu izlenir (Ekiz, 2013; Tavsancil ve Aslan,
2001).Uygun durum 6rneklemesi ise arastirma yapilacak birey ya da gruplarin arastirma siirecine dahil
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edilmesinin daha kolay ya da bunlara daha kolay ulasilabilir olmasiyla iliskilidir (Ekiz, 2013). Bu
dogrultuda arastirmanin 6rneklemini 2009-2010 yilinda Trabzon ve Samsun’da Ozel Egitim ve
Rehabilitasyon Merkezinde gorev yapmakta olan 5 6gretmen olusturmustur.

Otizmli 6grencilerin egitimi i¢in 6zel egitim sinif dgretmeni, rehber 6gretmen veya psikolog, okul
Oncesi 0gretmeni/cocuk gelisimi ve egitimi 6gretmeni zorunlu olarak 6zel 6zel egitim kurumlarinda
bulunmasi gerekmektedir (Milli Egitim Bakanligt [MEB], 2005). Dolayisiyla katilimeilar
belirlenirken; 6zel egitimde her alani temsil eden en az bir katilimcinin olmasina dikkat edilmistir. Bu
durum goz oniine alinarak 1 Ozel Egitim Ogretmeni,2 Okul Oncesi Ogretmeni,1 Rehber Ogretmen, 1
Zihinsel Engelliler Sinif Ogretmeni ile arastirma yiiriitiilmiistiir. Katilimeilarin 6zellikleri Tablo 1°de
verilmistir.

Tablo 1: Katilimcilarin Ozellikleri

Katihmeilar il Mesleki Deneyim (y1il) Gorev Cinsiyet
0, Trabzon 1yl Okul Oncesi Ogretmeni K
0, Trabzon S5yl Ozel Egitim Ogretmeni K
0, Samsun 5 yil Zlvhlnsel _ Engelliler Sinif E
Ogretmeni
0O, Trabzon 10 y1l Rehber Ogretmen K
(o Samsun 15 yil Okul Oncesi Ogretmeni K

Aragtirma etigi ¢ercevesinde katilimeilarin isimleri kullanilmanustir. Bu nedenle katilimer dgretmenler
01, O, O3, Oy, Os, O, kodlartyla isimlendirilmistir.

Verilerin Toplanmasi

Nitel aragtirma yaklasiminin benimsendigi arastirmalarda yaygin olarak kullanilan bilgi toplama
teknikleri; gozlem, goriisme ve dokiiman incelemesidir. Bu arastirmada ise veriler yar1 yapilandirilmis
goriisme teknigi ile toplanmustir. Yari yapilandirilmis goriisme tekniginde arastirmact goriisme
sorularin1 6nceden hazirlar; ancak goriisme sirasinda arastirilan kisilere kismi esneklik saglayarak
olusturulan sorularin yeniden diizenlenmesine ve tartigilmasina izin verir (Ekiz,2009).

Goriisme sorularinin  hazirlanmasi asamasinda Oncelikle arastirmaci tarafindan taslak sorular
olusturulmus ve bir uzman goriisiine sunulmustur. Uzman goriisii dikkate alinarak gerekli degisiklikler
yapilmis ve son sekli verilmis olan Gortisme Formu 6 agik uglu sorudan olusturulmustur.

Katilimcilarla gerceklestirilen goriigmeler, ses kayit cihaziyla, katilimcilarin onayr alinarak
kaydedilmistir. Ortalama 15 dakika siiren goriismeler, Trabzon’da gorev yapmakta olan katilimcilarla
yliz yiize, Samsun’da gdrev yapmakta olan katilimcilarla ise telefonla gerceklestirilmistir.

Verilerin Analizi

Goriismelerden sonra ses kayit cihazi ile kaydedilen veriler, metne doniistiiriilmiistiir. Veriler, betimsel
analiz ve igerik analizi teknigi ile analiz edilmistir. Betimsel analizde, temel alinan soru ya da konu
baslik haline getirilerek, basliga uygun verilerden dogrudan dogruya alintilar yapilarak analizler ortaya
konur (Ekiz, 2013). Bu dogrultuda daha iyi agikladig1 diisiiniilen ifadelerden dogrudan alintilara yer
verilmistir. I¢erik analizinde ise verilere dayal1 olarak kategoriler ve kategorilere bagl alt kategoriler
olusturulur (Ekiz, 2013). Bu dogrultuda goriismelerden elde edilen ham veriler kodlama yapilarak,
kategoriler belirlenmistir. Veriler bu kategoriler altinda siniflandirilarak okuyucu icin anlamli hale
getirilmistir. Kodlama ve kategorilestirme islemi tekrarli olarak yapilmistir. Boylece arastirmanin
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problemine ve amacina bagli kalinarak, tekrarli ve gereksiz kodlamalar ¢ikarilmis, gerekli goriilen
kisimlarda yeni kodlamalar eklenmistir. Verilerin analizi {i¢ arastirmaci tarafindan bagimsiz bir sekilde
yapilarak giivenirlik saglanmaya ¢alisilmistir (Ekiz, 2013).

BULGULAR VE YORUM

Katilimcilarla gergeklestirilen goriismelerden elde edilen veriler “Otizmli ¢ocuklarla iletisim yollart,
otizmli c¢ocuklarla kullanilacak iletisim yolunu belirleyen etmenler, otizmlilerle iletisim kurmada
kullanilan materyaller, otizmli ¢ocuklarla iletisim kurmada ¢evrenin etkisi, otizmli ¢ocuklarla iletigimi
olumsuz etkileyen etmenler, otizmli ¢ocuklarla iletisim kurulmasina yardimci olan etmenler” olmak
iizere 6 kategoride incelenmis ve bu kategoriler tablolar halinde sunulmustur.

Otizmli Cocuklarla Kullanilan Iletisim Yollart

Otizm; sosyal iliskiler, iletisim, davramis ve biligsel gelismede gecikme ve sapmayla belirli
noropsikiyatrik bir bozukluktur (Top, 2009). Otizmli ¢gocuklarin en 6nemli sorunlarindan birisi iletigim
bozuklugu oldugundan egitim-6gretim agisindan en Onemli hedefin otizmli bireylere iletisim
becerilerinin kazandirilmasi oldugu katilimcilar tarafindan da vurgulanmustir.

Higbir otizmli ¢ocuk, otizm &zellikleri yoniinden birbirinin aynisi degildir (Top, 2009) Dolayisiyla
otizmli ¢ocuklarla kullanilabilecek belirli bir iletisim yolunun bulunmadigi ve her otizmli cocuga gore
kullanilabilecek iletisim yolunun farklilik gdsterdigi ifade edilmistir. Bu diisiince paralelinde olan
katilime1 goriiglerinden bazilari asagida verilmistir:
Otizmli ¢ocuklarla genelde her ¢cocugun bireysel ozelliklerine gére hareket ediyoruz,
her ¢ocuk icin bir yontemle ¢tkamiyoruz yola. Her ¢cocugun bireysel farkliligi neyse biz de
ona gore iletisim kurmaya ¢alisiyoruz. Bize ipucu veren genelde ¢cocugun kendisi ve her
cocukla iletisimimiz farkli oluyor (O,).
Her ¢ocuk kendi icinde ozel, dolayisiyla her ¢ocuga hitap etme sekli de ona gore
degisiyor. Her cocugun kendine gére alabilecegi bir yontem var (O,).

Otizmli ¢ocuklarla kurulan iletisim yollart ¢ocugun 6zelliklerine gore degismektedir. Gorligmelerden
elde edilen verilere gore otizmli c¢ocuklarla iletisim kurmak igin tercih edilen yollar tablo 2’de

verilmistir.

Tablo 2:0tizmli Cocuklarla Kullanilan iletisim Yollap

iletisim Yollar1 O, 0, 0, O, Os
Tensel Temas ile N N N
Materyallerle N N

Sozel iletisimle N N

G0z temast ile N N

Isaret dili ile N

Gorsel uyaricilarla N N

Isitsel uyaricilarla V v

Cocuk sarkilari ile N

Dikkat ¢cekmeye caligarak N

Tablo 2 incelendiginde otizmli ¢ocuklarla iletisim kurmak igin tercih edilen yollar arasinda tensel
temas, materyaller, isaret dili, sozel iletisim, gbz temasi, gorsel uyaricilar, isitsel uyaricilar, ¢cocuk
sarkilart bulunmaktadir. Katilimcilarin tercih ettikleri iletisim yollari ile ilgili goriislerden bazilar
asagida verilmistir:
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Otizmli ¢ocuklarla ben mutlaka tensel temas yapimasini ongoriiyorum. Yani onlarin
ellerini tutmak ya da parmak ugarilyyla oynamak gibi. Parmak uc¢larinin beyinde bir yolu
var. Bu yiizden genelde mutlaka bir dokunurum (Os).

Otizmli ¢ocuklarin  dikkatleri daginik oldugu igin g6z temasi kurmaya o6zen
gosteriyorum (O3).

Otizm deyince aklimiza gelebilecek problem iletisimdeki, sosyal yondeki bozukluklar,
eksiklikler. Dolayisiyla iletisimin ana merkezi neresi? Gozii. Burada da en biiyiik problem
ne? Goz iletisimin olmamasi ya da ¢ok kisa siireli olmasi. O yiizden kullanabilecegin en
onemli aracim dil oluyor, dilimi ¢ok iyi kullanmak zorundayim. Sesimdeki tonlamami,
yumugakligi ve verecegim komutlar: ¢ocugun dikkatini ¢ekebilmek igin ¢ok iyi kullanmam
gerekiyor (O;).

Dolayisiyla otizmli ¢ocuklarla kullanilan iletisim yollar1 otizmli ¢ocuklarin 6zelliklerine gore degistigi
goriilmektedir.

Otizmli Cocuklarla Kullanilacak Iletisim Yolunu Belirleyen Etmenler

Goriismelerden elde edilen verilere gore otizmli ¢ocuklarla kullanilacak iletisim yolunun belirleyicileri
bulunmaktadir. Bu belirleyiciler tablo 3’te verilmistir.

Tablo 3:Otizmli Cocuklarla Kullanilacak Iletisim Yolunu Belirleyen Etmenler

Iletisim Yolunu Belirleyen Etmenler 0O, 0, 0, 0, 0;
Otizmli bireyin tepkisi N N
Aileden alinan bilgiler N

Bireysel farkliliklar N

Gozlem sonuglart N N

Otizmli bireyin ilgisi N

Teorik bilgiler ile deneyimlerin bileskesi N

Deneme yanilma yolu ile elde edilen sonuglar N N N
Serbest birakarak N N

Yakin mesafede durarak N

Otizmli ¢ocuklarla kullanilacak iletisim yolunun belirleyicileri olarak; otizmli ¢ocuklarin tepkisi,
aileden alinan bilgiler, bireysel farkliklar, gozlem sonuglari, bireylerin ilgisi, teorik bilgiler ile
deneyimlerin bileskesi ve deneme yanilma yolu ile elde edilen sonuglar sayilabilir. Ayrica otizmli
cocugun dikkatini ¢cekmeye ¢aligmak, ¢ocuga yakin mesafede durmak ve serbest ortamda birakarak
dogal ortamina girebilmeyi beklemek iletisim yolunu belirlemede 6nem tagimaktadir:
Cocukla dnce iletisime ge¢cmeye ¢alisiyoruz. Onun verdigi tepki ¢ok onemli eger
iletisim kurabiliyorsak devam ediyoruz. Konusamayan, ¢ok degisik tepkili otizmlilerimiz
var, hep giilen var, hep aglayan var, siirekli saldiran var. Bunlarin ozellikleri bize hangi
iletisim yolunu kullanacagimizi gésteriyor. Ornegin her sabah “merhaba” diyorsunuz
bakiyorsunuz, eger doniit alabiliyorsaniz devam ediyorsunuz, doniit alamiyorsaniz zaten
yanlis yolda oldugunuzu diisiiniip yontemi degistiriyorsunuz (O,).
Oncelikle égrencimle ilgili ailesinden detayli bir bilgi aliyorum. Burada zaten
oncelikli olan ailenin bana verdigi bilgiler. Cocukla bas basa kaldiktan sonra ¢ocugun
once neler yapabildigine bakarim. Otizmli ¢ocuk zaten sagi solu kurcalayacaktir.
Konusamayacagi igin sana sormayacaktir. Burada yapmamiz gereken en onemli sey
zaten gozlem yapmak, gozlem yaptiktan sonra kendimize gére bir plan program
hazirlamak. Benim yaptigim sey su,; aileden bilgileri aldiktan sonra ¢ocugu ortamda
serbest birakirim acaba beni ortamina nasil alir, ortak iletisgim nasil kurabilirim? diye
gozlem yaparim (O3).
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Cocuklary ilk once gozlemliyoruz, gézlemledikten sonra cocuklart kendi hallerine
birakiyoruz ve gozlemliyoruz. Onlarin bize vermis oldugu davramslardan yola ¢ikarak,
kendi ilkelerimizle beraber yontemimizi kendimiz olusturuyoruz (O,).

Otizmli c¢ocuklarla kurulacak iletisim yolunun belirleyicileri yine ¢ocugun o6zellikleri ile ilgilidir.
Burada 6nemli olan ¢ocugun iletisim kurulmasina imkén verecek 6zelligin ortaya ¢ikarilmasi oldugu
sOylenebilir.

Otizmlilerle Iletisim Siirecinde Kullanilan Materyaller

Otizmlilerle iletisim siirecinde materyallerden destek alindigi katilimcilar tarafindan ifade edilmistir.
Ifade edilen Tablo 4’te sunulmustur.

Tablo 4:Otizmlilerle iletisim Siirecinde Kullanilan Materyaller

Materyaller (o)) 0, 0, 0O, 0,
Resimli kartlar N \ N
Gorsel materyaller N N \

Isitsel materyaller N N

Birden fazla duyuya hitap eden materyaller \

Ilgi geken her sey \ N

Resimli kartlar, gorsel-isitsel materyaller, birden fazla duyuya hitap eden materyaller otizmli
cocuklarla iletisim kurmak icin kullanilan materyaller olarak belirtilmistir. Daha genel bir ifade ile
otizmli g¢ocuklarin ilgisini ¢ekebilecek her seyin iletisim materyali olarak kullanilabilecegi ifade
edilmistir. Katilimeilardan bazilarinin gériisleri asagidaki gibidir:

Otizmli ¢ocuklarla iletisimde gorsel-isitsel uyaricilar araciligiyla 6zellikle el ¢irpma,
dikkat ¢ekecek oyuncaklaria, sikli ve sesli materyaller, c¢ocuk sarkilari, aklina
gelebilecek her tiirlii seyi kullaniyoruz. Bireysel farkliliklar dikkate alindigi zaman verilen
tepkiler farkli oldugu icin her yolu deniyoruz (O,).

Genellikle materyallerden gorsel ve dokunsallart kullaniyorum. Teknoloji o kadar
ilerledi ki elini gilek resminin tistiine siiriiyorsun ¢ilegin kokusunu aliyorsun. Ayni anda
goze hitap etti, dokundum elime hitap etti, kokladim burnuma hitap etti. Zaten bes
duyuyla ¢calismak gerekiyor bes duyuyla birlikte yapilan iletisim daha basarii oluyor

(Oy).
fletisim siirecinde otizmli ¢ocugun iletisim kurulmasma imkan veren ozelliginin belirlenmesinin
ardindan cocugu iletisime gecirecek materyalin belirlenmesi ve bu materyalin islevsel bir sekilde
kullanilmasinin 6nemli oldugu anlasilmaktadir.

Otizmli Cocuklarin Iletisim Siirecine Cevrenin Etkisi

Goriismelerden elde edilen verilere gore otizmli ¢ocuklarla kurulan iletigsim {izerinde ¢evrenin olumlu
ve olumsuz etkilerinin oldugu goriilmektedir. Katilimeilari goriisleri tablo 5°te verilmistir.

Tablo 5: Otizmli Cocuklarla iletisim Kurmada Cevrenin Etkisi

Kalabalik ortamda iletisimi engelliyor

Cevrenin lletisime Etkisi O, 0, 0, Oy 0,
Olumsuz etkiliyor N N N| N| )
Olumlu etkiliyor N N
7
J

Saldirgan davraniglara sebep olabiliyor

Sosyallesmeyi sagliyor N
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Tablo 5 incelendiginde otizmli c¢ocugun bulundugu ortamin kalabalik olmasi iletigsimi
engelleyebilmekte ve otizmli ¢ocugun saldirgan davranislarda bulunmasina neden olabilmektedir.
Cevrenin olumlu etkilerinden biri ise otizmli ¢ocugun sosyallesmesine yardimei olmasidir. Katilimci
goriislerinden bazilari su sekildedir:
Genelde dikkatleri daginik oldugu icin cevre onlart olumsuz etkiliyor. Bireysel
calismalarda daha faydali oluyoruz. Mesela ¢cogunlukla grubun iginde ona ulasamiyorum
ama bireysel odada direkt olarak istedigimiz iletisimi kurabiliyoruz. Yani grup i¢inde ben
kendime dikkati toplayamiyorum. Iletisim icin bireysel olmasi ve dikkat dagitmayacak
kadar obje bulunmasi énemlidir. Bir otizmli cocugumuz digsarida farkli davranabiliyor ve
yamnda baskalart oldugu zaman saldirgan davranislar sergileyebiliyor. Normalde sakin
bir ¢ocuk ama kalabaliktan, sesten -mesela televizyonun yiiksek seste acilmasindan-
cevreye karsi bakislar: degisebiliyor ve biraz da saldirgan davranisglar sergileyebiliyor
(Os).
Swnif ortami otizmli ¢ocuklar igin dikkat dagitan objelerden arindirilmis olmal.
Hatta otizmli ¢cocukla ¢alisirken amag¢ neyse o amaca yonelik materyal ile ogretmen ve
ogrencinin bas basa olmast yeterli diye diistiniiyorum. Ciinkii otizmli ¢ocuklary diger
cocuklardan ayiran ézelliklerden birisi cevreye karsi takintilarinin olabilmesidir (O,).
Otizmliler zaten yasam boyu yetiskin destegine ihtiya¢ duyan bir grup. Yani bu
toplumun ¢ocugu bu, o toplum olmadan sosyallesemez, ¢evre olmadan sosyallesemez, o
cevre olmadan normalleri yasayamaz. Hele de bazen éyle olur ki en deneyimli en iyi
uzmanin veremedigini ¢ocuklar birbirine verir. Kendi iclerinde iletisimi daha rahat
saglayabilirler. Onun icin cevreyi de sartlart da en uygun hale getirmek lazim (O,).

Otizmli ¢ocuklarla saglikli bir iletisim kurulabilmesi i¢in ¢evrenin sade, dikkat dagitici objelerden
arindirilmis olmasinin ve ortamda sadece amaca yonelik materyal bulunmasinin 6nemli oldugu
gorlilmektedir.

Otizmli Cocuklarla Tletisimi Olumsuz Etkileyen Etmenler

Goriismelerden elde edilen verilere gore bazi etmenler otizmli g¢ocuklarla iletigimi olumsuz
etkilemektedir. Otizmlilerle iletisimi olumsuz etkileyen etmenler tablo 6’da verilmistir.

Tablo 6:0Otizmli Cocuklarla Iletisimi Olumsuz Etkileyen Etmenler

Iletisimi Olumsuz Etkileyen Etmenler 0, 0, 0, 0, 0;
Aile V V N
Cevre v N
Bireysel ozellikleri N

Otizmlilerle iletisimi olumsuz etkileyen etmenler; aile, ¢evre ve bireysel Ozellikler olarak ifade
edilmistir. Katilimcilardan bazilarinin bu noktadaki goriisleri su sekildedir:

Aile iletisimi olumsuz etkileyebiliyor. Ciinkii benim kurdugum iletisimi ya da
yaptigim dersi bir ¢alisma olarak gormiiyor. Pecs sistemi kullaniyorum suan, ¢ocukla
eslestirme kartlart ile ¢alisiyorum ama ailesi bunu ders olarak gormedigi icin ekstra
olarak onu oksijen tedavisine gotiiriiyor, dil terapistine gotiiriiyor. Benden onlarin
uygulamis oldugu yontemleri istiyor, ben bunlari yapamam. Ciinkii onlar benim uzmanlk
alanmim degil. Bu dogrultuda benim yaptiklarimi bir ders veya bir ¢calisma gormedigi icin
ailesiyle iletisim sorunu yasiyoruz bu da direkt cocuga yansiyor (O;).

Dus etkenlerden uzak, daha dogrusu uyaranlardan uzak bir ortamda yapilan iletisim
daha saglhklidir. Uyaranlarin bol oldugu bir yerde cocukla iletisim kurmaya c¢alis,
konusmaya ¢alis ya da egitime yénelik hizmet vermeye ¢alis béliiniirsiin. Zaten dikkat ve
konsantrasyon bozuklugu var, ¢ok ¢cabuk dagilabilen bir grup, sen zaten onu o kadar zor
toparlyorsun ki onun iizerine bir de farkli uyaranlar eklendiginde tekrar basa
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doniiyorsun. Bu sefer ne olacak basa donmeyi birak basa donmek de miimkiin
olmayabiliyor. Agresiflesebiliyor (O,).
Otizmin en 6nemli belirtilerinden olan iletisim bozuklugu, otizmli ¢ocuklarla iletisim kurulmasin
engelleyen en Onemli etmendir. Otizmli ¢ocuga sahip anne ve babalarin, ¢ocuklarin durumunu
kabullenmemeleri ¢ocukla iletisim kurulmasini engellemektedir. Bunun nedeni ise otizmli ¢ocuklarin
egitiminde aile faktoriiniin ¢ok etkili olmasidir (Kegeli, 2008).

Otizmli ¢ocuklarla iletisimi engelleyen ¢evresel etmenlerin velilerin gergekci olmayan beklentileri ve
cevredeki dikkat dagitici uyaranlar oldugu tizerinde durulmustur.

Otizmli Cocuklarla Iletisim Kurulmasina Yardimci Olan Etmenler

Katilimcilar tarafindan ifade edilen otizmli ¢ocuklarla iletisim kurulmasia yardimei olan etmenler
tablo 7°de gosterilmistir.

Tablo 7: Otizmli Cocuklarla iletisim Kurulmasina Yardimci Olan Etmenler

Tletisime Yardimei Olan Etmenler 0, 0, O; Oy Os
Cocugun anlik durumu N \
Ilgi geken objeler N
Materyaller N N N
Pekistirecler V

Tablo 7 incelendiginde materyaller, pekistirecler, ilgi ¢ceken objeler ve ¢ocugun anlik durumu iletisime
yardimc1 olan etmenler oldugu goriilmektedir. Otizmli ¢ocuklarin iletisiminde yardimci olan
etmenlerle ilgili katilimc1 goriislerinden bazilar1 sunlardir:

Cocuk kendi iletisime gegebilecekse ogretmenin ¢ok da etkisi yok, onemli olan
cocugun kendisinin hazir olmasi. Onemli olan égretmenden ¢ok cocugun kendisinin hazir
olmasi bence (O,).

Kullandigim materyaller ve pekistiregler iletisime yardimci oluyor (O3).

Genelde somut materyaller ve cocugun ilgisini ¢ekecek her sey olabilir (O)).

Otizmli gocugun iletisime hazir olmasinin yani sira gesitli materyaller, pekistirecler ve ilgi ¢eken
objelerin de etkili oldugu vurgulanmaktadir.

SONUC

Otizmli c¢ocuklarin yasam boyu yetiskin yardimina ihtiya¢ duydugu, fakat en 6nemli sorunlarinin
iletisim kuramamalar1 oldugu goriilmistiir. Otizmli ¢ocuga sahip ebeveynlerin ¢ocuklar ile iletisim
kuramamalari hem otizmli ¢ocuk hem de ebeveynler agisindan olumsuz bir durumdur. Dolayisiyla
otizmli ¢ocuklarla iletisim kurabilmek i¢in ¢esitli yontemler denenmektedir.

Otizmli ¢ocuklarla iletigim kurabilmek i¢in tercih edilen yontemler otizmli ¢ocugun 6zelliklerine gore
degismekte ve kullanilacak yontemi otizmli ¢ocugun dzellikleri belirlemektedir.

Otizmli g¢ocuklarla iletisim kurmak i¢in tensel temas, c¢ocuk sarkilari, materyaller, dikkat c¢ekici
objeler, isaret dili, sozel iletisim tercih edilmektedir.

Otizmli ¢ocuklarla kullanilacak iletisim yolunu belirlemek i¢in oncelikle aileden ¢ocuk hakkinda
detayli bilgi alinmakta daha sonra otizmli ¢ocuklar ortamda serbest birakilarak taninmaya ¢aligilmakta
ve boylece kullanilacak iletisim yoluna karar verilmektedir. Karar verilen iletisim yolu denenerek
otizmli ¢ocuktan gelen tepkiye gére devam edilmekte ya da yontem degistirilmektedir.
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Cevre, otizmli ¢ocuklarla kurulan iletisimi olumlu ve olumsuz etkilemekte, g¢evrenin, otizmli
cocuklarin ozelliklerine gore diizenlenmesi gerektigi, sade ve dikkat dagitici objelerden arindirilmig
ortamin iletisimi olumlu etkiledigi sonucuna varilmistir.

Toplumda otizm hakkinda bilgi eksikligi oldugu ve bu bilgi eksikliginin otizmli ¢ocuklarin
sosyallesmesini engelledigi sonucuna ulagilmistir. Oysa otizmli g¢ocuklarin iletisim becerilerini
kazanabilmeleri i¢in akranlari ile ayn1 ortami paylagmasi gerekmektedir.

Otizmli cocuklarla kurulan iletisimi kolaylastiran unsur olarak ilgi c¢eken islevsel oOzellikteki
materyaller oldugu ifade edilmistir.

ONERILER

Otizmli ¢ocuklarla kurulacak iletisim yolu otizmli ¢ocuklarin 6zelliklerine gore degismekte ve her
cocuk icin gegerli olabilecek bir iletisim yolu bulunmamaktadir. Dolayisiyla otizmlilerle iletisim
kurabilmek icin her ¢ocuk ¢ok iyi taninmal1 ve bu dogrultuda hareket edilmelidir. Otizmli ¢ocuklarla
iletisim kurabilmek igin;
e Aileden detayl bilgi alinmalidir.
e Otizmli ¢cocuk ortamda serbest birakilarak gozlemlenmelidir.
e Gozlemler sonucunda bir iletisim yoluna karar verilmelidir.
e Karar verilen iletisim yolu denenerek otizmli ¢ocugun tepkisine gére devam edilmeli ya
da yontem degistirilmelidir.
e Otizmli ¢ocuklarla iletisim kurmak i¢in sade, dikkat dagitici objelerden arindirilmig
ortamlar tercih edilmelidir.
o Sozel iletisim yolu tercih edilen otizmli bireylerle kisa ve net ifadeler kullanilmalidir.
Toplum otizm hakkinda bilgilendirilmeli, otizmli c¢ocuklarin toplum tarafindan
kabullenerek sosyallesmesine yardimei olunmalidir.
e Bu ve benzeri arastirmalar, hem nitel hem de nicel arastirma yaklagimlarinin birlikte
kullanilmasi yoluyla farkli illerde de ytriitiilerek bu konuda iilkemizi temsil edici veriler
toplanmasi 6nerilmektedir.
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Extended Abstract

Purpose and Significance: One of the important cognitive skills is concentration in order to create
successful and effective social communication. Language development during childhood is followed
by a regular order as well as other development areas. The process of development starts the sounds
produced by a child's birth followed by other developmental phases. However, this development does
not follow the same way for each child. Speech and language development with inadequate or delayed
in children as well as the lack of communication and deficiencies are observed on behavior, reactions,
and some physical and mental abilities. Speech and language development with inadequate or delayed
in the children as well as other areas such as social, mental, behavioral, and communicative
development impairments or differences are the most important symptoms of “autism”. With all this in
mind, the purpose of this study is to find out the views of special education teachers about
communication strategies to the children with autism.

Method: In this study, a qualitative research approach was adapted in which a case study method was
used. Purposive sampling technique was selected as a sample group. The participants of the study
composed of 5 teachers who were working at the centre of special education and rehabilitation in the
cities of Trabzon and Samsun. The data were collected through a semi-structured interview form
which included 6 open ended questions. The data were processed by content and descriptive analysis
techniques. The results were interpreted in relation to the available literature. The citations of the data
were provided by means of phases, sentences, paragraphs and tables.

Results: Communication strategies to the children with autism are sensual contact, children's songs,
materials, eye-catching objects, verbal communication and sign language. However, the preferred
communication strategies vary according to the characteristics of the children with autism.
Furthermore, in order to determine communication strategies, detailed information is taken from
parents, and then the children with autism try to be recognized. Communication strategies continue or
change according to the response to the children with autism. Environment has positive and negative
effect on communication to the children with autism. Thus, environment should be organized
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according to the characteristics of the children with autism. Simple environment positively affects the
communication to the children with autism. There seems to be lack of information about autism in the
community as general, and thus this prevents the socialization of children with autism.

Discussion and Conclusions: The ways of communication to the children with autism vary according
to the characteristics of the children, and so there is not always only one way of communication that
may be applicable for every child. Therefore, to communicate to the children with autism, every child
has to be recognized individually and effectively. In order to communicate to the children with autism:
*Detailed information about the children with autism should be taken from families.

*The children with autism should be observed when they are in a released environment.

*As a result of making observations on the children with autism, an effective communication path has
to be preferred.

*According to the reactions of the children with autism, the selected communication strategies should
be continued or modified in relation to the needs.

*To communicate to the children with autism, simple and convenient environments without having
distractive objects should be preferred.

*The selected way of verbal communication to the children with autism should be short and has clear
statements.

*The community should be informed and provided ways of how to help the children with autism in
order to socialize them.
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OZET

Bu c¢alismanin amacini, Fen ve Teknoloji dersinde laboratuar uygulamalarinin bilim yazma aracini temel alan
aktivitelerle gergeklestirildigi deney grubunda yer alan 6grenciler ile klasik yaklasimi kullanan kontrol grubunda yer alan
ogrenciler arasinda, iistbiligsel bilgi ve becerileri agisindan, bir farkliligin olup olmadiginin belirlenmesi olugturmaktadir.
Bilim yazma aract Keys, Hand, Prain ve Collins (1999) tarafindan gelistirilmis aragtirma-sorgulamaya dayali bir
yaklagimidir. Bu arastirmanin ¢alisma grubunu, Yalova ilinde bir devlet ilkdgretim okulunda 2010-2011 egitim-6gretim
yilinda yedinci smifta 6grenim goren dgrenciler olusturmustur. Calisma grubu 31 kiz, 34 erkek olmak {izere toplam 65
ogrenciden olusmustur. Bu caligmada Yildiz, Akpmar, Tatar ve Ergin (2009) tarafindan gelistirilen Ustbilis Olcegi
kullanilmistir. Uygulamanin ardindan deney grubu ile kontrol grubu arasinda, Ogrencilerin {istbiligsel bilgi ve
becerilerinden agiklayict bilgi, yontemsel bilgi, kosulsal bilgi, planlama ve biligsel strateji boyutlarinda deney grubu
lehine anlamli bir fark olugmustur. Ancak kendini kontrol etme, kendini degerlendirme ve kendini izleme boyutlarinda
deney grubu ile kontrol grubu arasinda herhangi bir fark olusmamustir.

Anahtar sozciikler: Bilim yazma araci, arastirma-sorgulama, tistbilis

ABSTRACT

The purpose of this study is to find out the differences between two groups of students regarding metacognitive
awareness and skills. The experimental group performed laboratory activities in Science and Technology lessons through
science writing heuristics, the control group performed laboratory activities through traditional approach. Science Writing
Heuristic (SWH) which is an inquiry based approach was constructed Keys, Hand, Prain and Collins (1999). The
sampling of our study was comprised of the students from a primary public school in Yalova. The students were 7th
graders in the academic year 2010-2011. A total of 65 students (31 girls and 34 boys) participated in our study.
Metacognition Scale which was developed Yildiz, Akpinar, Tatar and Ergin (2009) was used in this study as the
instrument. After the implementation there was a significant difference between the experimental and the control groups
in favor of the experimental group in terms of metacognitive awareness and skills such as declarative knowledge,
procedural knowledge, conditional knowledge, planning and cognitive strategies. However no significant difference was
found for metacognitive awareness and skills such as self-control, self assessment and self monitoring.

Keywords: Science writing heuristic, inquiry, metacognition

1. GIRIS

1.1 Bilim Yazma Araci

Yirminci yiizyilin ikinci yarisinda iyi fen 6grenimi ve 6gretiminin nasil olmasi gerektigi ile ilgili
yapilan tartigmalarin zamanla artan bir sekilde arastirma-sorgulamanin 6nemi ile ilgili oldugu
sOylenebilir (Anderson, 2002). Bu kapsamda fen siniflarinda bilimsel arastirma-sorgumanin

"Bu calisma danismanhigim Prof.Dr. Hale BAYRAM nin yaptigi Ciineyt ULU tarafindan yazilan ve 2011 yilinda onaylanan doktora tezine
dayanmaktadir.
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dogasini yansitan 6grenme ve Ogretme ortamlarinin gelistirilmesine yonelik ¢ok sayida calisma
gerceklestirilmistir. Bu calismalardan biri de geleneksel laboratuvar uygulamalarina bir alternatif
olarak Keys, Hand, Prain ve Collins (1999) tarafindan gelistirilen ve arastirma-sorgulamaya dayali
bir yaklasim olan Bilim Yazma Aracidir (Science Writing Heuristic). Orijinal ad1 “Science Writing
Heuristic” olan “Bilim Yazma Aracinin” iilkemizde bazi arastirmacilar tarafindan “Yaparak
Yazarak Bilim Ogrenme Metodu” (Erol, 2010; Giinel, Kabatas-Memis ve Biiyiikkasap, 2010) ya da
“Argiimantasyon Tabanli Bilim Ogrenme” (Giinel, Kingir ve Geban, 2012) olarak da isimlendirildigi
gorlilmektedir. Bilim yazma araci, yazma aktivitelerini, okuma aktivitelerini ve laboratuar
aktivitelerini, aragtirma-sorgulamaya dayali 6grenme ve 6gretme olgusu igersine entegre eden bir
O0grenme ve O0gretme yaklasimidir (Omar, Gunel ve Hand, 2004). Bilim yazma araci 6grencilere
yonelik olarak gelistirilen bir boyut ve 6gretmenlere yonelik olarak gelistirilen bir boyut olmak
iizere birbirinden ayr1 iki boyuttan olusur (Keys ve digerleri, 1999).

Ogretmenlere yonelik olarak gelistirilen boyut, dgrencilerin laboratuarda yapacaklar calismalar ile
ilgili anlaml diisiinebilmeleri, yazabilmeleri, okuyabilmeleri ve tartigabilmeleri i¢cin 6gretmenlere
bir dizi 6neri niteligindeki aktiviteleri icerir (Williams, 2007). Bu boyut, smifta bilimsel bilginin
olusturulma siirecini yansitmak amaciyla bir dizi asamadan olusmaktadir (Akkus, 2007).
Ogretmenlerin bahsedilen bu asamalarda islenecek konu igerigine, dgrencilerin dogasina uygun
laboratuar aktiviteleri dizayn etmeleri gerekmektedir (Keys ve digerleri, 1999). Bu asamalarda
Ogretmen tarafindan okumaya dayali, yazmaya dayali, deneye dayali ve fikir tartigmalarinin
yasandigi kiiciik gruplar ya da biiyiik gruplar arasinda gerceklesen miizakerelere dayali aktiviteler
ise kosulur (Gunel, 2006). Ogretmenlere rehberlik etmesi amactyla hazirlanan boyut Tablo 1’°de
verilmistir (Keys ve digerleri, 1999).

Tablo 1: Bilim Yazma Aracinin Ogretmenlere Yonelik Olarak Gelistirilen Boyutu
1.) Bireysel ya da grup olarak hazirlanan kavram haritalar1 yardimiyla 6gretim 6ncesi dgrencilerin sahip olduklari
anlamalarin aragtirilmasi.
2.) informal yazilar yazmak, gozlem yapmak, beyin firtinasi yapmak, soru sormak gibi etkinlikleri igeren laboratuar
oncesi aktiviteler yapmak.
3.) Laboratuar aktivitelerine katilim.
4.) Miizakere Asamast I: Laboratuar aktiviteleri ile ilgili olusturulan bireysel anlamalarin yazilmasi.
5.) Miizakere Asamast II: Kiiglik gruplar arasinda, elde edilen verilerden ¢ikarilan bireysel anlamlarin paylasilmasi
ve karsilastirilmasi.
6.) Miizakere Asamasi III: Bilimsel fikirlerin ders kitab1 ya da diger yazili kaynaklara basvurarak karsilagtirilmasi.
7.) Miizakere Asamasi IV: Bireysel yansitma ve yazma.
8.) Ogretim sonras anlamay1 kavram haritas1 yoluyla arastirmak

Bilim yazma aracinin oOgrencilere yonelik olarak gelistirilen boyutu ise &grencilerin
gerceklestirecekleri laboratuar uygulamalar1 esnasinda kendilerine rehberlik eden bir dizi agamadan
olusmaktadir (Keys ve digerleri, 1999). Ayrica her asamanin daha da anlasilir olmasi adina her
asama ile ilgili bir ya da iki soru ciimlesi bulunmaktadir (Poock, 2005). Ogrenciler, olusturduklari
arastirma sorularina, ileri siirdiikleri iddialarina ve kamitlarina odaklanan bu islem basamaklarinda yer
alan sorulara yazili olarak yanit verirler (Hand, Prain ve Wallace, 2002). Bu asamalar ve bu agsamalara
ait soru climleleri ayn1 zamanda 6grencilerin laboratuarda gergeklestirdigi aragtirma-sorgulamaya dayali
uygulamalart yansitabilecegi bir laboratuar deney raporunun asamalaridir (Poock, 2005). Bu boyut bir
bilimsel aragtirma-sorgulama aktivitesinde &grencilerin bilimsel bilgileri olusturabilmelerine
yardime1 olmak amaciyla gelistirilmistir (Choi, Notebaert, Diaz ve Hand, 2010). Ogrencilere rehberlik
etmesi amaciyla hazirlanan boyut Tablo 2’de verilmistir (Keys ve digerleri, 1999).
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Tablo 2: Bilim Yazma Aracinn Ogrencilere Yonelik Olarak Gelistirilen Boyutu

Asama Asama Ile Ilgili Soru

Baslangic¢ Fikirleri Sorularim nelerdir?

Test Etme Ne yaptim?

Gozlemler Ne gordiim/gozlemledim?

Iddialar Ne iddia edebilirim?

Kanitlar Nasil biliyorum? Neden bu iddialarda bulunuyorum?
Okuma Fikirlerim digerleri ile nasil kiyaslanabilir?

Yansitict Diigiinme Fikirlerim nasil degisti?

1.2 Bilim Yazma Araa ve Ustbilis

Fen Ogreniminin 6nemli &gelerinden biri de {stbilistir. Bu kapsamda bilimsel okuryazarlik
boyutlarina iistbilisi de ekleyen arastirmacilarin oldugu goriilmektedir. Ornegin Wallace’a (2004)
gore bilginin yapilandirilmasina izin veren okuma ve yazma aktiviteleri bilimsel okuryazarligin
onemli 6gelerinden biri olan istbilise baglidir ve bir kisinin bilimsel okuryazar olabilmesi igin
bilimsel bir argliman olusturabilmesi, iistbiligsel olarak diisiinebilmesi, bilimsel yayinlari
okuyabilmesi ve yazabilmesi gerekmektedir. Yine Wallace, Prain ve Hand’e (2004) gore
Ogrencilerin, bilimsel okuryazarlik standartlarindan olan, 6grencilerin bir teori ya da acgiklamalar
1s1ginda  olusturduklart bilgi iddialarin1 destekleyecek kanitlar sunmasi, elde ettigi verilerden
yararlanarak bir bilgi iddiast olusturmasi, arastirma sorusu ile ilgili elde ettigi verileri
degerlendirebilmesi gibi yeterlilikler icin gerekli tstbilissel becerilere sahip olmasi gerekmektedir.
Bilim yazma araci arastirma-sorgulama gergeveli 6grenme ortaminda dil pratikleri ile biligsel ve
istbilissel mekanizmalar1 harekete gegiren bir uygulamadir (Giinel, Kabatag-Memis ve
Biiyiikkasap, 2010). Bilim yazma aracinda, 6grencilerin bilissel bir aktivite olarak sadece
kendilerinden beklenen aktiviteleri yerine getirmeleri degil ayn1 zamanda iistbiligsel bir aktivite
olarak bilim yazma aracinda ¢esitli asamalar arasinda kendilerinden beklenen iligkileri kurmalari ve
bunun farkina varmalari esastir (Hand, Wallace ve Yang, 2004). Ornegin bilim yazma arac,
arastirma sorulari, iddialar, iddialar1 desteklemek {izere ileri siiriilen kanitlar ve hipotez arasindaki
iligkiyi ortaya ¢ikararak 6grencilerin bu 6geler arasindaki iliskiyi iistbiligsel olarak kesfetmelerini
saglar (Wallace ve Hand, 2004).

Ogrencilerin iyi birer dgrenen olabilmeleri igin {istbilissel bilgi ve becerilerini gelistirmeleri
gerektigi artik genis Olciide kabul gdren bir diisiincedir (Wallace, 2004). Ustbilissel bilgi ve
becerilerin gelistirilmesinin bir yolu da yansitma aktiviteleri olup en giiclii yansitma
aktivitelerinden biri de yazma eylemidir (Prain ve Hand, 1999). Yazma eylemi sadece kisinin ne
bildigini gosteren bir ara¢ degil ayn1 zamanda planlama, izleme, yeniden gbzden gegirme, degigme-
diizeltme gibi tstbiligsel aktivitelerle bilginin yapilandirilmasint ve bu yapilandirilma siirecini
yansitan bir aragtir (Akkus, 2007). Ustbilissel becerilerin gelisimine izin veren yazma uygulamalari
ogrencilerin ne bildiklerini gdstermekten ziyade bilgiyi kesfetmelerini saglar (Prain ve Hand,
1999). Bilim yazma araci bilimin dogasii arastirma-sorgulama olarak yansitan Ogrencilere
gerceklestirdikleri arastirmalara iligkin elde ettikleri veriler hakkinda muhakeme ederken onlara
istbilissel destek saglayan bir yazma aktivitesi g¢esididir (Akkus, Gilinel ve Hand, 2007).
Ogrencilere bilim yazma aracim kullanarak gergeklestirdikleri laboratuar aktivitelerini siniftaki
diger 6grenciler icin yazarak Ozetlemelerinin istenmesi, 0gretmenler icin gergeklestirilen yazma
uygulamalarindan daha farkli gerekliliklerin yerine getirilmesini igerir (Hand, Wallace ve Yang,
2004). Ornegin farkl1 bir dinleyici ya da okuyucu Kitlesi i¢in gergeklestirilen yazma aktivitesi ile
ogrenciler kendilerini anlamayan bu kisiler icin bilim dilini onlarin anlayabilecekleri giinliik bir
dile doniigtirmek zorundadirlar (Wallace ve Hand, 2004). Dinleyici ya da okuyucu kitlelerini
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Ogretmen yerine kendi sinif arkadaslarina doniistiiren 6grenciler bilgi bosluklarini ve mevcut
anlayislarin1  sorgulamak durumundadirlar (Hand, Wallace ve Yang, 2004). Dile dayali
gergeklestirilen bu tiir aktiviteler Ustbiligsel diisiinceyi harekete gecirir (Wallace ve Hand, 2004).
Ornegin Hand, Wallace ve Yang (2004) tarafindan yapilan bir calismada 6grencilerden birinin “Bu
konuyu anladigim diisiiniiyordum. Ancak yazmaya basladigimda konuyu anlamadigimi gdrdiim.”
ifadesini kullandigin1 ve bununda Ogrencinin yazma eylemi ile ilgili istbiligsel bir anlayis
gelistirdiginin kanit1 oldugunu ifade etmektedir. Bilim yazma araci, yazma aktivitelerinin kullanimi
ile daha ¢ok biligsel ve iistbiligsel aktivitelerin iiretilmesine izin vererek geleneksel laboratuar
raporlarin1 yeniden sekillendiren bir yaklagimdir (Giinel, 2009). Bilim yazma araci dgrencilerin
gergeklestirdikleri aktiviteler yardimiyla kavramlari nasil yapilandirdiklarini yansitmak suretiyle
iistbiligsel olarak siirece dahil olmalar1 agisindan da geleneksel laboratuar raporlarindan oldukca
farkli bir yap1 sergilemektedir (Wallace ve Hand, 2004).

Sonug olarak bilim yazma aracini temel alan laboratuar uygulamalarini gerceklestiren dgrenciler
iistbiligsel aktiviteleri yerine getirirler (Hand, Wallace ve Yang, 2004). Fen derslerinde laboratuar
uygulamalarinin bilim yazma aracini temel alan aktivitelerle ger¢eklestirilmesi durumunda bu tiir
bir uygulamanin 6grencilerin iistbilissel bilgi ve becerilerinin gelisimine etkisi bugiine kadar farkl
arastirmacilar tarafindan nitel arastirma yapilarak irdelenmistir (Keys ve digerleri, 1999; Hand,
Prain ve Wallace, 2002; Hand, Wallace ve Yang, 2004; Hohenshell ve Hand, 2006). Bu
aragtirmacilarin ¢aligmalarinda veri toplama araglar olarak Ogrencilerle yapilan goriigsmeler,
miilakatlar, 6grenciler tarafindan hazirlanan yazma uygulamalar1 kullanilmistir. Fen derslerinde
laboratuar uygulamalarinin bilim yazma aracim1 temel alan aktivitelerle gergeklestirilmesi
durumunda bu tiir bir uygulamanin 6grencilerin {istbiligsel bilgi ve becerilerinin gelisimine etkisi
bu calismada Yildiz, Akpmnar, Tatar ve Ergin (2009) tarafindan gelistirilen {istbilis olgegi
kullanilarak arastirilmistir. Yani ¢alismada tstbilis boyutu nicel olarak irdelenmistir. Bu baglamda
alan yazinina bu ¢aligsmanin katkida bulunmasi umulmaktadir.

2. YONTEM

2.1. Arastirma Modeli

Arastirmanin modeli 6n ve son test kontrol gruplu yar1 deneysel desendir. Calismada uygulanan
deneysel desende, bagimli degisken istbilissel bilgi ve beceriler, bagimsiz degisken ise uygulanan
O0grenme-O0gretme yaklasimidir. Bagimsiz degiskenin Fen ve Teknoloji dersi laboratuar
uygulamalarinda, bilim yazma aracini temel alan deney grubu ile klasik yaklasimi kullanan kontrol
grubu olmak iizere iki islem grubu vardir.

2.2. Calisma Grubu

Bu arastirmanin ¢aligma grubunu, Yalova ilinde bir devlet ilkdgretim okulunda 2010-2011 egitim-
ogretim yilinda 6grenim goren yedinci sinif 6grencileri olusturmustur. Calisma grubu 31 kiz, 34
erkek olmak iizere toplam 65 6grenciden olusmustur.

2.3. Veri Toplama Araci

Bu ¢alismada 6grencilerin iistbilissel bilgi ve becerilerini 6l¢mek i¢in Yildiz, Akpinar, Tatar ve
Ergin (2009) tarafindan gelistirilen Ustbilis Olcegi kullanilmistir. Arastirmacilar, ilkdgretim
Ogrencilerinin {stbiligsel farkindalik ve becerilerini 6lgmek isteyen bir arasgtirmacinin veya
ogretmenin kullanabilecegi bir Ustbilis Olcegi gelistirilmistir. Arastirmacilar tarafindan Slcegin
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tiimiine iliskin Cronbach’s Alpha i¢ tutarlilik kat sayis1 0.96 olarak hesaplanmistir. Olgek “Bilisin
Bilgisi” ve “Bilisin Diizenlenmesi” olmak iizere iki temel bilesenin altinda yer alan sekiz faktore
sahiptir. Bilisin Bilgisi bileseninde yer alan faktorler; agiklayici bilgi, yontemsel bilgi ve kosulsal
bilgidir. Bilisin Diizenlenmesi bileseninde yer alan faktorler ise planlama, kendini kontrol etme,
biligsel stratejiler, kendini degerlendirme ve kendini izlemedir. Likert tipi dortlii dereceleme
sistemine sahip 6lcekte 30 adet madde yer almaktadir. Olgegin uygulanmas: icin arastirmacilar
tarafindan &nerilen siire 15 -20 dakika civarindadir. Bu calismada kullanilan Ustbilis Olgeginin
puanlandirilmas1 ve degerlendirilmesi ise soyle yapilmustir: Ogrenci ilgili test maddesi icin “Hig”
yanitini vermis ise bir (1) puan, “Bazen” yanitin1 vermis ise iki (2) puan, “Sik sik” yanitin1 vermis
ise li¢ (3) puan, “Her zaman” yanitin1 vermis ise dort (4) puan almistir. Bahsedilen 6lgiitlere gore
her bir 6grenci icin toplam puan hesaplanmistir. Bu ¢aligmada 6lgegin tiimiine iliskin Cronbach’s
Alpha i¢ tutarlilik kat sayisi ise 0.89 olarak bulunmustur.

2.4. Uygulama

Caligma, 20102011 egitim 6gretim yilinin birinci yariyilinda toplam 10 egitim-6gretim haftasinda
gerceklestirilmistir. Hem deney grubunda hem de kontrol grubunda Kuvvet ve Hareket Unitesi ile
Yasammuzdaki Elektrik Unitesi, ilkdgretim yedinci simf Fen ve Teknoloji dersi dgretmen
kitabinda yer alan Oneriler dogrultusunda icra edilmistir. Ancak laboratuar uygulamalarina esas
teskil eden ilkogretim yedinci sinif Fen ve Teknoloji ders kitabi ile ¢alisma kitabinda yapilmasi
onerilen “Etkinlikler” deney grubunda bilim yazma aracini temel alan aktiviteler seklinde, kontrol
grubunda ise Ogrencilerin kendilerine verilen talimatlar1 yerine getirdigi klasik yaklasimin
kullanildig1 aktiviteler seklinde gergeklestirilmistir. Calisma boyunca toplam 20 etkinlik icra
edilmistir. Arastirmanin deseni Tablo 3’te verilmistir.

Tablo 3: Arastirmanin Deseni

Deney Grubu (Bilim Yazma Araci) Kontrol Grubu (Klasik Y6ntem)
Ontest: Ustbilis Olcegi Ontest: Ustbilis Olgegi

Kuvvet ve Hareket Unitesi Kuvvet ve Hareket Unitesi
Yasamimizdaki Elektrik Unitesi Yasamimzdaki Elektrik Unitesi
Sontest: Ustbilis Olcegi Sontest: Ustbilis Olcegi

2.5. Deney Grubunda Gerg¢eklesen Uygulama

Deney grubunda Kuvvet ve Hareket Unitesi ile Yasamimizdaki Elektrik Unitesi ilkogretim yedinci
smif Fen ve Teknoloji dersi 6gretmen kitabinda yer alan oneriler dogrultusunda icra edilmistir.
Ancak laboratuar uygulamalarina esas teskil eden ilkdgretim yedinci simif Fen ve Teknoloji ders
kitab1 ile caligma kitabinda yapilmasi Onerilen “Etkinlikler” arastirma-sorgulamaya dayali bir
yaklagim olan bilim yazma aracini temel alan aktiviteler seklinde gerceklestirilmistir. Ayrica
ogrenciler gerceklestirdikleri bu aktiviteleri yansitacak sekilde bir deney raporu hazirlamiglardir.
Deney grubundaki 6grenciler tarafindan yapilan uygulamalar ise kisaca soyle gergeklestirilmistir.

1. Baslangic Fikirleri: Tim o&grencilerin katilimiyla smif igersinde fikir tartigmasi seklinde
gergeklesen bir ortamda 6grenciler, hangi degiskenleri degistireceklerine, hangi degiskenleri sabit
tutacaklarina karar vermisler ardindan da arastirma sorularini belirlemisleridir. Sonug¢ olarak tiim
arastirma gruplari i¢in ayni sorular belirlenmistir.

2. Test Etme: Yine tiim 6grencilerin katilimiyla sinif icersinde fikir tartismasi seklinde gerceklesen
bir ortamda 6grenciler, kendilerine dagitilan deney malzemelerini kullanarak aragtirma sorularini
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nasil test edeceklerine karar vermislerdir. Yine tiim aragtirma gruplari i¢in ayni test etme
yontemleri belirlenmistir. Ardindan o6grenciler kendi aralarinda belirledikleri is boliimii
dogrultusunda deneyi icra etmislerdir.

3. Gozlemler: Ogrenciler, yaptiklar1 gdzlemleri ve dlgiimleri, elde ettikleri verileri bilim yazma
aracinda ilgili boliime yazmuslardir. Bu asama ayni zamanda &grencilerin, bireysel olarak elde
etikleri verilerinin ne anlama geldikleri ile ilgili diisiinme firsatina sahip olduklar1 agamadir. Bu
asamada her dgrenci 6nce kendi basina elde edilen veriler {izerinde diisiinmiistiir. Ogrenciler elde
ettikleri verilerin her birini bir bilgi iddiasi olusturmak i¢in nasil kullanabilecegini diigiinerek analiz
etmistir.

4. iddialar: Ogrenciler elde ettikleri verilerden yararlanarak arastirmalarma esas teskil eden
sorularina cevap niteligi tasiyacak bir iddiada bulunabilmek igin grup iyeleri ile miizakereler
gerceklestirirmiglerdir. Sonug olarak her grup cesitli iddialarda bulunmustur.

5. Kamitlar: Ogrenciler iddialarim destekleyecek kanitlar ileri siirebilmek igin yine grup iiyeleri ile
miizakereler gergeklestirirmislerdir. Sonu¢ olarak her grup iddialarimi destekleyen kanitlar ileri
siirmiislerdir.

6. Okuma: Bu asamada her grup arastirma sorularmna cevap niteligi tasiyan iddialarii, bu
iddialarim1 desteklemek i¢in ileri stirdiikleri kanitlari, yaptiklar1 agiklamalari, kaynak niteligindeki
ders kitaplarin1 gozden gecirerek ve siniftaki diger Ogrencilerle tartisarak kiyaslamislardir.
Ogretmen rehberliginde smmif ortaminda bir fikir tartismasi seklinde gerceklesen bu aktivitede
ogrenciler olusturduklar1 bilgi iddialarmin ve iddialarini destekleyen kanitlarin dogruluguna
siniftaki diger arkadaslarini ikna etmeye ¢alismislardir.

7. Yansiticr Diisiinme: Ogrenciler konu ile ilgili baslangigta var olan diisiincelerini, yaptiklari
arastirma sonucu diisiincelerinde meydana gelen degisikligi ve bu degisiklie neden olan siireci
ifade etmisler ve bu ifadelerini bilim yazma aracinda ilgili boliime yazmislardir.

2.6. Kontrol Grubunda Gerg¢eklesen Uygulama

Kontrol grubunda Kuvvet ve Hareket Unitesi ile Yasamimizdaki Elektrik Unitesi yine ilkdgretim
yedinci simif Fen ve Teknoloji dersi 6gretmen kitabinda yer alan oneriler dogrultusunda icra
edilmistir. Ancak laboratuar uygulamalarina esas teskil eden ilkdgretim yedinci sinif Fen ve
Teknoloji ders kitab ile ¢aligsma kitabinda yapilmasi 6nerilen “Etkinlikler” 6grencilerin kendilerine
verilen talimatlann yerine getirdigi klasik yaklagimin kullanmildigi  aktiviteler seklinde
gergeklestirilmigtir. Ayrica 6grenciler gerceklestirdikleri bu aktiviteleri yansitacak sekilde bir
deney raporu hazirlamislardir.

3. BULGULAR
Oncelikle verilerin, parametrik analiz teknikleri kullanarak mi yoksa parametrik olmayan analiz
teknikleri kullanarak mi analiz edilecegine karar verebilmek icin ¢esitli varsayimlarin karsilanip
kargilanmadigina bakilmistir. Bu varsayimlardan biri verilerin dagilimimin normal ya da normale
yakin olmas1 gerektigi varsayimidir. Verilerin normal dagilim gosterip gostermedigini gérmek i¢in
ise Kolmogorov-Smirnov uyum iyiligi testi kullanilmistir. Ustbilis 6lceginin tiimiine ve alt
boyutlarina iligkin Kolmogorov-Smirnov uyum iyiligi testi sonuglar1 Tablo 4’te verilmistir.
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Tablo 4: Ustbilis Olcegine Ait Kolmogorov-Smirnov Test Bulgular

Kontrol Grubu Deney Grubu Kontrol Grubu Deney Grubu
(Ontest) (Ontest) (Sontest) (Sontest)

Y4 P Z P Y4 P Y4 P
Aciklayici Bilgi 0.89 0.39 0.83 0.49 0.86 0.43 085 046
Yontemsel Bilgi 1.11 0.16 0.87 0.42 1.09 0.18 096  0.30
Planlama 1.66 0.00 1.52 0.01 1.38 0.04 1.74  0.00
Kendini Kontrol Etme 1.37 0.04 1.57 0.01 1.45 0.02 1.86  0.00
Bilissel Strateji 0.98 0.29 1.04 0.22 1.17 0.12 0.93 0.35
Kosulsal Bilgi 0.76 0.60 0.71 0.68 1.00 0.26 074  0.63
Kendini Degerlendirme 1.19 0.11 1.13 0.15 1.06 0.21 0.83 0.49
Kendini Izleme 1.57 0.01 1.39 0.04 1.58 0.01 1.51 0.02
Testin Timii 0.53 0.93 0.53 0.94 0.38 0.99 097 030

Tablo 4’te {istbilis Olcegi icin gerek Olcegin tiimiine gerekse Olgegin alt boyutlarina iliskin
anlamlilik seviyeleri incelendiginde, bazi boyutlarin istatistiksel anlamlilik olarak kabul edilen
0.05’ten biiyiik ¢iktig1, baz1 boyutlarin ise istatistiksel anlamlilik olarak kabul edilen 0.05’ten
kiigiik ¢iktig1 goriilmiistiir. Bu nedenle arastirmada elde edilen verilerin bazilar1 parametrik testler
ile bazilar1 ise parametrik olmayan testler ile degerlendirilmistir. Bu kapsamda {istbilis dlcegi
toplam puanlarinin analizi i¢in bagimsiz grup t testi ile bagimli grup t testi kullanilmigtir. Ayrica
deney ve kontrol gruplarmin {istbilis 6lgegi alt boyutlarindan aldiklar1 puanlarin analizi igin,
aciklayict bilgi, yOntemsel bilgi, biligsel strateji, kosulsal bilgi ve kendini degerlendirme
boyutlarindan aldiklar1 puanlara bagimsiz grup t-testi; planlama, kendini kontrol etme ve kendini
izleme boyutlarindan aldiklar1 puanlara ise Mann-Whitney U Testi uygulanmigtir.

Tablo 5: Kontrol ve Deney Gruplarindaki Ogrencilerin Ustbilis Olcegi On Test - Son Test
Puanlarimin Bagimsiz Grup T Testi ile Karsilastirilmasi

TEST GRUP N X 5.s. o t P

- Kontrol Grubu 32 83.38 7.51 1.33

OnTest ey Grubu 33 85.18 9.27 1.61 0.86 0.39
Kontrol Grubu 32 83.97 7.77 1.37

SonTest 1y ey Grubu 33 90.94 9.14 1.59 331 0.00

Tablo 6: Deney ve Kontrol Grubundaki Ogrencilerin Ustbilis Olcegi On Test - Son Test
Puanlarinin Bagimh Grup T Testi ile karsilastirilmasi
GRUP TEST N X S.S. c R t df P

Deney On Test 33 85.18 9.27 1.61
Grubu Son Test 33 90.94 9.14 1.59
Kontrol On Test 32 83.38 7.51 1.33
Grubu Son Test 32 83.97 7.77 1.37

0.77 -5.31 32 0.00

0.83 -0.75 31 0.45

Tablo 7: Kontrol ve Deney Gruplarindaki Ogrencilerin Ustbilis Olcegi On Test - Son Test
Boyutlardan Aldiklar1 Puanlarin Bagimsiz Grup T Testi ile Karsilastirilmasi

BOYUT GRUP N X S.S. c t P

Aciklayicr Bilgi Kontrol Grubu 32 26.19 2.57 0.45 1.62 011

Deney Grubu 33 27.27 2.83 0.49
Yontemsel Bilgi Kontrol Grubu 32 11.44 1.27 0.22 156 0.12
Deney Grubu 33 11.97 1.47 0.26

Ontest
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Kontrol Grubu 32 7.78 1.24 0.22

Biligsel Strateji Deney Grubu 33 767 155 027 -0.33 0.74

Kontrol Grub 32 1166 1.62 029
Kosulsal Bilgi Ontrol b 0.03 098
Deney Grubu 33 1167 187  0.32
Kendini Kontrol Grubu 32 8.13 1.29 0.23
Degerlendirme Deney Grubu 33 8.09 1.21 0.21
.. KontrolGrubu 32 2684 271  0.48
Aciklayici Bil 2. .
SREAYICLBEBL ey Grubu 33 2858 233 041 76000
)  Kontrol Grubu 32 11.19 131 023
Yontemsel Bilgi  'h oo Grabu 33 1285 150 o026 ¥ 000
Sontest .. .. Kontrol Grubu 32 7.75 1.14 0.20
Bilissel Strateji Deney Grubu 33 3 58 1.5 022 2.78 0.00
 Kontrol Grubu 32 1159 139 025
Kosulsal Bilgi "1y o Grubu 33 1270 179 o031 27 000
Kendini Kontrol Grubu 32 809 120 021

Degerlendirme Deney Grubu 33 8.45 1.58 0.28

-0.11 0.91

1.03 0.30

Tablo 8: Kontrol ve Deney Gruplarindaki Ogrencilerin Ustbilis Olcegi On Test - Son Test
Boyutlardan Aldiklari Puanlarin Mann-Whitney U Testi ile Karsilastirilmasi

BOYUT GRUP N  SiraOrtalama  Sira Toplamu U P
Planlama Kontrol Grubu 32 32.47 1039.00 51100 081
Deney Grubu 33 33.52 1106.00
Kendini Kontrol Kontrol Grubu 32 31.50 1008.00 48000 0.51
Ontest Etme Deney Grubu 33 34.45 1137.00 ) )
s Kontrol Grubu 32 31.56 1010.00
Kendini Izleme Deney Grubu 33 34,39 1135.00 482.00 0.52
Kontrol Grubu 32 27.06 866.00
Planlama Deney Grubu 33 38.76 127900  >800 000
Kendini Kontrol Kontrol Grubu 32 28.84 923.00
Sontest Etme Deney Grubu 33 37.03 122200 9300 007
s Kontrol Grubu 32 30.53 977.00
Kendini Izleme Deney Grubu 33 3539 1168.00 449.00 0.26

Tablo 5 incelendiginde kontrol ve deney gruplarindaki dgrencilerin iistbilis dlgegi 6n testinden
aldig1 toplam puanlar arasinda istatistiksel olarak anlamli bir fark bulunamamistir ( p>0.05). Yine
Tablo 7 ve Tablo 8 incelendiginde de kontrol ve deney gruplarindaki 6grencilerin iistbilis 6lcegi
testinin alt boyutlarindan aldiklart puanlar arasinda istatistiksel olarak anlamli bir fark
bulunamamistir ( p>0.05). Bu durum “Calismanin baglangicinda deney ve kontrol gruplarinin sahip
olduklar iistbilissel bilgi ve beceriler arasinda fark yoktur” seklinde yorumlanmaistir.

Ancak Tablo 6 incelendiginde deney grubunun iistbilis Olgegi On testi ve son testi arasinda
istatistiksel olarak anlamli bir fark olusmus (p<0.05) ancak kontrol grubunun {istbilis 6lgegi 6n testi
ve son testi arasinda istatistiksel olarak anlamli bir fark olugsmamustir (p>0.05). Ayrica Tablo 5
incelendiginde kontrol ve deney gruplarindaki Ogrencilerin iistbilis 6l¢egi son testinden aldigi
toplam puanlar arasinda istatistiksel olarak anlamli bir fark bulunmustur (p<<0.05). Yine Tablo 7 ve
Tablo 8 incelendiginde deney ve kontrol gruplarindaki 6grencilerin iistbilis 6l¢egindeki aciklayici
bilgi, yontemsel bilgi, kosulsal bilgi, planlama ve biligsel strateji boyutlarindan aldiklar1 puanlar
arasinda istatistiksel olarak anlaml1 bir fark bulunmus (p<0.05) ancak kendini kontrol etme, kendini
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degerlendirme ve kendini izleme boyutlarindan aldiklar1 puanlar arasinda istatistiksel olarak
anlamli bir fark bulunamamistir (p>0.05). Bu durum “Laboratuar uygulamalarinin klasik
yaklagimin kullanildig1 aktiviteler seklinde gergeklestirilmesi Ogrencilerin {istbiligsel bilgi ve
becerileri lizerinde olumlu ya da olumsuz yonde herhangi bir degisiklige neden olmamistir. Buna
karsin laboratuar uygulamalarimin bilim yazma aracin1 temel alan aktiviteler seklinde
gergeklestirilmesi, 6grencilerin iistbiligsel bilgi ve becerilerinden, agiklayict bilgi, yontemsel bilgi,
kosulsal bilgi, planlama ve bilissel strateji boyutlarmi olumlu yonde etkilemis, ancak kendini
kontrol etme, kendini degerlendirme ve kendini izleme boyutlarinda ise herhangi bir degisiklige
neden olmamistir” seklinde yorumlanmistir.

4. TARTISMA ve SONUC
Elde edilen bu bulgular 1s18inda 6grencilerin iistbilissel bilgi ve becerilerinden aciklayict bilgi,
yontemsel bilgi, kosulsal bilgi, planlama ve biligsel strateji boyutlarini gelistirmede, laboratuar
uygulamalarinin bilim yazma aracini temel alan aktiviteler seklinde gerceklestirilmesi, laboratuar
uygulamalarinin klasik yaklagimin kullanildig: aktiviteler seklinde gerceklestirilmesine gére daha
basarili oldugu sonucuna varilabilir. Bu sonu¢ Keys ve digerleri (1999); Hand, Prain ve Wallace
(2002); Hand, Wallace ve Yang (2004) ile Hohenshell ve Hand (2006) gibi arastirmacilarin buldugu
sonuglarla dtiisiir niteliktedir. Tlkogretim ve ortadgretimin cesitli seviyelerinde gerceklestirilen bu
caligmalarda, laboratuar uygulamalarinin bilim yazma aracinin kullanildigi aktiviteler seklinde
gergeklestirildigi  durumlarda Ogrencilerin stbilissel yapilarinin  harekete gecirildigi ifade
edilmektedir. Arastirmacilar Ogrencilerin gerceklestirdikleri laboratuar aktivitelerinin ardindan
hazirladiklar1 bilim yazma araci laboratuar raporlarinda yazdiklari ifadeleri incelemiglerdir. Keys
ve digerleri (1999) ile Hohenshell ve Hand (2006) 6grencilerin hazirladiklar raporlara, sahip
olduklar bilgilerin kaynaklarini, bu bilgilerin dogrulugu konusundaki emin olma derecelerini ve
siire¢ icersinde bilgilerinin nasil degistigini yansittiklarini ifade etmislerdir. Tiim bunlarin da
Ogrencilerin istbiligsel olarak diigiindiiklerinin birer kaniti oldugunu ifade etmektedirler. Hand,
Wallace ve Yang (2004) ile Hand, Prain ve Wallace (2002), 6grencilerin hazirladiklar1 raporlara,
O0grenme amagli yazma stratejilerinin 6zelliklede bilim yazma aracinin 6grenmelerindeki 6nemi ile
ilgili disilincelerini, bilim yazma aracindaki aktivitelerin tamamlanmasi i¢in gerekli siirecler
hakkindaki farkindaliklarmi yansittiklarini ifade etmislerdir. Bunun da 6grencilerin {istbiligsel
farkindaliklarinin birer yansimasi oldugunu ifade etmektedirler. Her laboratuar uygulamasinin
ardindan hem kontrol grubu hem de deney grubu ogrencileri gergeklestirdikleri laboratuar
uygulamasi ile ilgili olusturduklari anlamlari da igeren, sinifta sunulacak sekilde bir laboratuar
raporu hazirlamiglar ve bunu sinifta bir sonraki dersin baginda sunmuslardir. Geleneksel laboratuar
raporlart amag, yontem, veriler, bulgular ve sonug¢ boliimlerinden olusur (Hand ve Choi, 2010).
Amag, yontem, bulgular ve sonuclar gibi dort bolimden olusmus geleneksel laboratuar rapor
formundan, Ogrencilerin bilgi iddialarimi, kanitlarini, elde ettikleri verilerin ve yaptiklar
gbzlemlerin ayrintilt tasvirlerini, izledikleri yontemi ve diisiincelerinde meydana gelen degisimleri
yansitmasinin beklendigi bir laboratuar formu olmasi acisindan oldukga farkli olan bilim yazma
araci, 0grencilere dort boliimden olusan bu geleneksel laboratuar formundan farkli bir laboratuar
raporu iiretmeleri i¢in stbiligsel bir destek saglar (Keys, 2000). Deney grubundaki &grencilerin
yazdiklar1 bu laboratuar raporlart onlarin farkli yazma aktivitelerinin rolii hakkindaki algilarini, fen
bilimlerinde gerceklestirilen geleneksel yazma aktivitelerinden daha farkli bir konuma tasimalarini
gelistirmelerine, kendi Ogrenme metotlarin1 daha iyi anlamalarina ve Ogrenme stratejileri
hakkindaki iistbiligsel farkindaliklarini gelistirmelerine izin verir (Prain ve Hand, 1999). Geleneksel
olmayan yazma aktiviteleri, dgrencilerin iistbiligsel farkindaliklarin1 arttirmakta (Hand, Prain ve
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Wallace, 2002) ve Ogrencilerin tistbilissel anlayist igeren yiiksek diizeyde diisiinme becerilerinin
gelisimine izin vermektedir (Prain ve Hand, 1999). Ayrica 6grencilerin gergeklestirdigi bu yazma
aktivitelerinde, muhatap olarak &gretmen degil simftaki diger 6grenciler alinmistir. Ogrenciler
konu ile ilgili bilimsel kavramlar1 diger O6grencilerinde anlayabilecekleri bir sekle yani giinliik
olarak kullandiklar1 ortak dile doniistiirmek zorundadirlar (Wallace ve Hand, 2004). Dinleyici ya da
okuyucu Kkitlelerini 6gretmen yerine kendi siif arkadaglarina doniistiiren Ogrenciler mevcut
anlayiglarini  sorgulamak durumunda kalirlar (Hand, Wallace ve Yang, 2004). Dile dayali
gerceklestirilen bu tiir aktiviteler {istbiligsel diislinceyi harekete gegirir (Wallace ve Hand, 2004).

Ogrenciler laboratuar uygulamalarini bilim yazma aracim temel alan aktiviteler seklinde
gerceklestirirken, oncelikle arastirma sorularini belirlemiglerdir. Ardindan 6nce grup igersinde daha
sonra da 0gretmen rehberliginde sinif icersinde fikir tartismasi seklinde gerceklesen bir ortamda,
Ogrenciler arastirma sorularini nasil test edeceklerine karar vermiglerdir. Biligin diizenlenmesi
boyutlarindan olan ve igse uygun strateji ve kaynaklarin sec¢ilmesi ile ilgili oldugundan dolay1
“Planlama” olarak adlandirilan boyutunun; biligsel bir amaca ulagsmak i¢in kullanilan siireclerin
farkindalig ile ilgili oldugundan dolay1r “Biligsel Strateji” olarak adlandirilan boyutunun bilim
yazma aracinin 6grencilere yonelik olarak gelistirilen “Baslangi¢ Fikirleri” ve “Test Etme” olarak
adlandirilan bu asamalarinda gelistigi diisiiniilmektedir.

Ogrenciler arastirma sorularini ve bu sorulara nasil yanit aryacaklarma karar verdikten sonra deneyi
icra etmislerdir. Bu sirada 6grenciler dl¢lim yapmislar ve gozlemlerde bulunmuslardir. Yaptiklar
gbzlemlerden ve dlgiimlerden elde ettikleri verileri yorumlayarak bilgi iddialarinda bulunmuslar ve
bu iddialarma kanitlar sunmuglardir. Ardindan o6nce grup icersinde daha sonra Ogretmen
rehberliginde sinif icersinde fikir tartigmasi seklinde gergeklesen bir ortamda iddialarinin ve bu
iddialarin1 destekleyen kanitlarin dogrulugu konusunda arkadaslarini ikna etmeye calismislardir.
Yapilan tartigmalarin ardindan, 6grenciler kaynak niteligindeki ders kitaplarimi gézden gecirmisler,
iddialarinda ve bu iddialarin1 destekleyen kanitlarda gerektiginde degisme ve diizeltmeye
gitmislerdir. Ardindan konu ile ilgili baglangigta var olan diisiincelerini, yaptiklar aragtirma sonucu
diisiincelerinde meydana gelen degisikligi ve bu degisiklige neden olan siireci ifade etmislerdir.
Sonug olarak konu ile ilgili 6gretim programinda yer alan kavram ve kazanimlara ulagilmigtir.
Bilisin bilgisi boyutlarindan olan ve bireyin 6grenen bir kisi olarak kendisiyle, stratejileriyle ve
performansim etkileyecek unsurlarla ilgili bilgisine yonelik oldugundan dolay1 “Ag¢iklayict Bilgi”
olarak adlandirilan boyutunun; biligsel bir is i¢in hangi stratejinin kullanilacaginin ve stratejinin
nasil uygulanacaginin bilgisine yonelik oldugundan dolay1 “Yontemsel Bilgi” olarak adlandirilan
boyutunun; agiklayic1 ve yontemsel bilginin neden, ne zaman ve nerede kullanilacag ile ilgili
oldugundan dolay1 “Kosulsal Bilgi” olarak adlandirilan boyutunun, bilim yazma aracini temel alan
aktiviteleri i¢ersinde barindiran bu siireg icersinde gelistigi diigiiniilmektedir.

Bilim yazma araci dinamik bir siirectir. Ogrenciler gerektiginde bazi asamalara geri donebilirler.
Ornegin bilim yazma aracinin “Okuma” asamasinda yapilan tartismalar neticesinde dgrenciler
bagimli ya da bagimsiz degiskenlerden birini ya da bir kagini yanlis belirlemis olduklarinin farkina
varabilirler. O zaman “Baslangic Fikirleri” asamasina doniip arastirma sorularini yeniden
belirlemek durumunda kalabilirler. Ya da yine yapilan tartigsmalar neticesinde aragtirma sorularini
yanlig test ettiklerinin farkina varabilirler. O zaman da “Test Etme” agamasina geri doniip aragtirma
sorularina dogru bir sekilde yanit arayabilecekleri farkli bir test etme siireci planlamak zorunda
kalabilirler. Ancak bu ¢alismada deney grubundaki tiim 6grencilerin ayni arastirma sorularina ayni
test etme yontemleri ile yanit aramalar saglandigindan dolayi, deney grubundaki bir 6grenci bilim
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yazma araciin “Okuma” asamasinda yapilan tartismalar neticesinde “Baslangi¢ Fikirleri” ya da
“Test Etme” asamasma geri donmemistir. Ogrenciler ancak yaptiklari gozlemlerden ve
Olglimlerden elde ettikleri verileri yanlis yorumlamalarindan kaynaklanan yanlis iddialarda
bulunmus olabilirler. Bu durumda bilim yazma aracimn “Iddialar” asamasina déniip verileri dogru
yorumlamak ve dogru bilgi iddialarinda bulunmak durumunda kalmislardir. Ya da dogru bilgi
iddialarinda bulunmuslar fakat eksik ya da yanlis kanitlar sunmus olabilirler. Bu durumda da
“Kanitlar” agamasina geri doniip dogru kanitlar ileri stirmiiglerdir. Bu durumun 6grencilerin bilisin
diizenlenmesi boyutlarindan olan Kendini Kontrol Etme, Kendini Degerlendirme ve Kendini
Izleme boyutlarinin on haftalik bir siirede yeteri kadar gelisememesine neden olmus olabilecegi
diisiiniilmektedir. Ciink{i 6grenciler, bu boyutlarinin gelisimi igin siire¢ igersinde yeteri kadar rol
alamamiglardir. Caligma siiresinin uzamasi durumunda ya da 6grencilerin bilim yazma aracinin tiim
asamalarma geri donebilmelerine olanak taninmasi durumunda, Ogrencilerin kendi Ogrenme
iiriinleriyle ve diizenleme siireciyle ilgili daha fazla degerlendirme yapabilmelerine (kendini
degerlendirme boyutu), Ogrencilerin 6grendiklerini kontrol etmesi ve O0grenme diizeyine gore
gerekli diizenlemeleri daha fazla yapabilmelerine (kendini kontrol etme boyutu), 6grencilerin
belirli bir igle ugrasirken isle ilgili performanslarinin daha fazla farkinda olabilmelerine (kendini
izleme) imkan saglanacag diistiniilmektedir.
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Extended Abstract

A lot of efforts have recently been devoted to promote environment for science teaching that reflect
the nature of scientific inquiry. One of the approach in these effort which was developed as an
inquiry-based alternative to the traditional laboratory experiments is the Science Writing Heuristic
(Keys, Hand, Prain &Collins, 1999). The Science Writing Heuristic (SWH) approach was designed
as a tool that guides both teachers and students in productive activities for negotiating meaning about
inquiry investigations (Keys et al., 1999). The SWH reflects the nature of science as inquiry, assists
students through activities, and serves as a metacognitive support (Akkus, Gunel, & Hand, 2007).The
SWH has two distinct components: teacher framework and student framework. Teacher framework
includes a series of suggested activities to engage students in meaningful thinking, writing, reading, and
discussion about concepts involved in the inquiry activity (Williams, 2007). This framework guides the
teacher in designing activities such as writing, reading, small or large group discussions, before, during,
and after the inquiry activity to enhance understanding of the concepts under investigation
(Hohenshell & Hand, 2006). The student framework is a semi-structured inquiry guide and writing
form which help students to construct scientific knowledge within a scientific inquiry through self and
group argumentation (Choi, Notebaert, Diaz & Hand, 2010). The student framework consists of a
series of questions that guide students (Poock, 2005). Students recognized that they were required to
make connections between various elements of the heuristic (metacognitive activity) (Hand, Wallace, &
Yang, 2004). The SWH provides both activities and metacognitive support for students to produce a
laboratory report that differs from a traditional laboratory report (Keys, 2000). Instead of responding
to the four widely used sections -purpose, methods, results, and conclusions- students are expected
to respond the sections by eliciting questions, procedures, descriptions of data and observations,
claims, evidence, and reflection on changes to their own thinking (Keys, 2000). The purpose of this
study is to explore the effects of implementing inquiry based laboratory activities through using the
Science Writing Heuristic on students' metacognitive awareness and skills. In the study, quasi
experimental design with pretest and posttest control group is used. Dependent variable of the
experimental design was metacognitive awareness and skills. As for the independent variable,
learning-teaching approach was employed. To determine the effect of two different teaching
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methods on metacognitive awareness and skills, Metacognition Scale which was developed Yildiz,
Akpinar, Tatar and Ergin (2009) was applied. The sampling of our study was comprised of the
students from a primary public school in Yalova. The students were 7" graders (Classes A and B)
and attending to the academic year 2010-2011. A total of 65 students (31 girls and 34 boys)
participated in our study.The study took place during the first semester of 2010-2011 and lasted for
ten weeks. The experimental group was given the Force and Motion Unit and Electricity in Our
Daily Life Unit by the researcher in accordance with the directions in 7" Grade Science and
Technology Teachers Book. However the activities recommended in the workbook and the main
course book which are the foundations for laboratory practices of 7" graders were performed
through inquiry-based approach known as science writing heuristic. The control group was also
given the Force and Motion Unit and Electricity in Our Daily Life Unit by the researcher in
accordance with the directions in 7" Grade Science and Technology Teachers Book. But this time
the activities recommended in the workbook and the main course book which are the foundations
for laboratory practices of 7" graders were performed through traditional approach. Results from
pre-test analysis indicated that there was no significant difference between treatment and control group
students on metacognition scale. After the practice there was a significant difference between the
experimental and the control groups in favor of the experimental group in terms of metacognitive
awareness and skills such as declarative knowledge, procedural knowledge, conditional knowledge,
planning and cognitive strategies. However no significant difference was found for metacognitive
awareness and skills such as self-control, self assessment and self monitoring. In the SWH
approach students are not told explicitly how to do the experiments, rather students are required to
actively generate and answer questions (Choi et al., 2010). Students in the experimental group
identified dependent and independent variables and generated questions about the topic. Next
students were asked to think about the significance of these questions about the topic and whether or not
they were testable questions. Such discussions were held within small and/or large groups depending
upon the progress of the students and the purpose. A similar structure was followed for identifying
testing procedures for the research questions. After testing and data collection, students were asked to
make claims and evidence based upon the perceived pattern of data and observation. Next, students
compared their laboratory findings with others and information in textbooks. At the end of this stage,
students were provided opportunities to modify their claims and evidence. Toward end of the SWH
cycle, students were asked to reflect how their ideas about the unit had been changed throughout this
activity. In contrast, students in the control group followed a given set of procedures to verify a fact and
were informed of goals, big ideas, and science concepts of a particular science lesson by their teacher.
Because the treatment group took more responsibility during the process than the control group, result
of this study which is SWH approach increased students’ metacognitive awareness and skills level
could be considered as normal. Students accept this responsibility they become more cognitively and
metacognitively engaged in the process (Hand, Wallace, & Yang, 2004).
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