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ABSTRACT

INVESTIGATING THE VIEWS OF MONTESSORI PRESCHOOL
TEACHERS ON INCLUSIVE EDUCATION IN MONTESSORI
APPROACH

AK, 1dil Seda
M.S., Department of Early Childhood Education
Supervisor: Assoc. Prof. Dr. Feyza ERDEN

June 2019, 212 pages

The purpose of the study was to investigate the views of Montessori preschool
teachers on inclusive education in Montessori approach. The views of 18
participants were examined in this study. All participants were selected from
Ankara and Istanbul and they were investigated by a semi-structured interview
protocol that was developed by the researcher based on the literature review.
The protocol contained questions in three major parts; these were demographic
questions about participants, questions about views on inclusive education and
questions about views on inclusive education in Montessori approach and its
advantageous and disadvantageous for children with disabilities.
Phenomenology design was employed in the study and purposive sampling was
used to reach the participants. According to findings of content analysis,
Montessori teachers stated that they did not find themselves adequately
educated and experienced in inclusive education but a large part of them
thought that inclusive education is good for development of both disabled and
non-disabled students. On the other hand, Montessori teachers expressed that
enabling children to be independent and to encourage them to make their own

v



decisions are the most important point of Montessori understanding. However,
when considered in terms of disabled students, most teachers indicated that
such liberal environment could constitute disadvantages for such students.
Teachers stated that an educational environment which is structured and where
influence of the teacher is more intensive would be better in terms of education
of the disabled child, particularly when working with students with severe

disabilities or students with attention deficit or autism.

Keywords: student with disabilities, inclusive education, preschool

education, Montessori approach, teachers’ views
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MONTESSORI YAKLASIMINDA BUTUNLESTIRME
UYGULAMALARINA ILISKIN MONTESSORI OKUL ONCES]
OGRETMENLERININ GORUSLERININ INCELENMESI

AK, Idil Seda
Yiiksek Lisans, Okul Oncesi Ogretmenligi Béliimii

Tez Yoneticisi: Dog. Dr. Feyza ERDEN

Haziran 2019, 212 sayfa

Bu c¢alisma, Montessori anaokullarinda calisan okul 6ncesi 0gretmenlerinin
biitiinlestirme egitimi ve Montessori yaklagiminda biitiinlestirme uygulamalari
hakkindaki goriislerini anlamayr amaglamistir. Calisma 18 katilimceiyt
kapsamaktadir. Tiim katilimcilar Ankara ve Istanbul ilinde Montessori
okullarinda c¢alisan okul Oncesi Ogretmenleri arasindan secilmis olup,
goriismeler arastirmaci tarafindan gelistirilen yar1 yapilandirilmis goriisme
formu ile yapilmistir. Goriisme formu iic ana boliimden olusmaktadir. Ilk
boliimde katilimcilar hakkindaki demografik bilgiler sorgulanirken, ikinci
boliimde katilimcilarin biitlinlestirme egitimi hakkindaki goriisleri ve son
boliimde ise katilimcilarin Montessori egitimindeki biitiinlestirme uygulamalari
hakkindaki goriisleri sorgulanmistir. Caligmanin sonunda nitel analiz yapilmis
olup bulgulara gére Montessori 6gretmenleri biitiinlestirme egitimi konusunda
kendilerini yeterince egitimli ve deneyimli bulmadiklarini belirtmis, ancak
biitiinlestirme egitiminin hem engelli hem de engelsiz 6grenciler i¢in faydali

oldugunu diisiindiiklerini ifade etmistir. Ote yandan, Montessori 6gretmenleri
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Montessori egitiminin ¢ocugun bagimsiz bir birey olmasinda énemli bir rol
oynadigini ifade etmis, ¢cocuklarin kendi kararlarin1 vermelerini tesvik etmenin
Montessori anlayisinin en 6nemli noktalar1 oldugunu belirtmistir. Ancak
engelli Ogrenciler agisindan degerlendirildiginde Ogretmenlerin ¢ogu bu
Ozgirliikk¢ii ortamin engelli Ogrenciler icin dezavantajlar olusturabilecegini
soylemistir. Ogretmenler, ozellikle agir engelli Ogrenciler ya da dikkat
daginiklig1 olan ya da otizmli 6grenciler ile calisirken O6gretmenin etkisinin
daha yogun oldugu, yapilandirilmis bir egitim ortaminin ¢ocugun egitimi

acisindan daha iyi olacagini ifade etmistir.

Anahtar kelimeler: engelli 6grenciler, biitiinlestirme/kaynastirma egitimi, okul

oncesi egitim, Montessori yaklagimi, 6gretmen goriisleri
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CHAPTER 1

INTRODUCTION

1.1.Background to the study

People with disabilities constitute a significant part of populations of countries,
however, their problems resulting from being disabled have been ignored until
very recently in many parts of the world. According to the predictions of the
World Health Organization (WHO) (2011), it was estimated that there are
approximately 785 million people around the world who are living with a
disability and measured around 5.1 per cent of the world’s children and young
people, in other words, approximately 95 million children have a kind of
impairment. The United Nations (UN) Disability Fact Sheet (2006) stated that

around 80 per cent of these children live in developing countries.

The International Institute for the Rights of the Child (2008) stated that
excluding the children with disabilities from education services, vocational
opportunities, and social and cultural activities are very common behavior. The
UN Special Rapporteur Vernor Munoz Villalobos (2009) added that
discrimination is the key problem for education of children with disabilities;
therefore more attention should be given to their education. Nevertheless,
professionals had a tendency to exclude children with disabilities from the

education system until recent times (Hallahan and Kauffman, 2003).

In line with the legal enforcements, education and integration models for
people with disabilities have been changed throughout the years. In the
beginning of 1960s, medical model of disability was very popular especially in
Central and Eastern Europe and in the former Soviet Union (Sammon, 2001).
This model reflects the traditional understanding of the disability by focusing

on the disability rather than the person (Barnes and Mercer, 2004). It sees the
1



person with disabilities as the source of the problem. For this reason, the
person has to adapt him/herself to fit into the world, if this is not possible he or
she must go to the special institutions or schools which are isolated from the
society (Open University, 2006). Also, according to this view, person’s bodily
or intellectual impairments bring some limitations into this person’s life and to
eliminate these limitations the only way is the medical treatment (WHO, 2001).
With the medical model of the disability; there is a tendency to see the person’s
impairment as the only source/reason of failures or difficulties in academic life
as well and the common belief is that people with disabilities require special
education because of their impairments and need to be educated at special

schools (McConkey, 2001).

However, in 1970s, human rights and disability activists highlighted the
negative sides of this model and they emphasized the shift from medical model
to social model (Barnes and Mercer, 2004). With the efforts of the Union of
Physically Impaired Against Segregation (UPIAS was one of the important
organizations established by people with disabilities in the UK), many people
understood that the most important limitation is not the individual’s disabilities
but the limitations caused by the society (UPIAS, 2009). In the 1980s, Michael
Oliver was the first person who defined the social model explicitly (Thomas,
2007). According to Oliver (1983), the term “disability” did not refer person’s
physical or intellectual impairment; on the contrary, this term expressed the
negative social effects which were constructed by the society in relation to that
impairment and behind this model, he believed that the reason of disability was
not the impairment itself; the reason was the prejudices of the society. After the
recognition of this model, an amazing progress has been made to eliminate the
barriers for people with disabilities in the society regarding education,
employment, health and welfare services (Thomas, 2004). In the light of social
model, segregated special education schools and segregated care institutions
have been criticized strictly, thus social model focuses on inclusion instead of

segregation (Barnes and Mercer, 2004).
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Today, the benefits of these two earlier models were synthesized and a new
model called “biopsychosocial model” which includes biological, social and
individual sides of the disability was introduced (WHO, 2001). Hodkinason
and Vickerman (2008) stated that this new model helps teachers to support
children with disabilities for the full access to education by bearing in mind
that these children have some limitations, but they have also potential to be
integrated by making the conditions available and accessible. Therefore,
maximizing the learning opportunities is the best method to make the education

effective for these children.

The shift from medical model to biopsychosocial model started the change in
practice, thus moving away from the medical model got the segregated and

special educational practices close to the inclusion more.

Exclusion Segregation Integration Inclusion

Figure 1. A shift from exlusion to inclusion (n.d).

Yet, several years before identification of biopsychosocial model concept,
Maria Montessori claimed that disabled people should be integrated into
society through the components of biopsychosocial model instead of the ones
of medical model and stated that the best therapy for these children could be

carried out through education.

After being graduated from University of Rome as the first female doctor,

Montessori commenced to work in a psychiatry clinic in Rome. Here, she saw

3



that intellectually disabled children calmed down while they tried to put the
crumbs of breads on the floor in to an order in a totally empty room with
nothing to hold onto and she interpreted this action as no one else did before.
Children had an instinctive desire, she thought, towards learning their
environment and this desire was being triggered in response to any external
stimulus. Hence, Maria Montessori mentioned that disabled children should
live in social environments with several stimulus rather than places isolated
from the society (Montessori, 1967). In accordance with this understanding,
from 1898 to 1900, she started to work 11 hours a day with children at Rome’s
First State Orthophrenic School and prepared them for a national exam. During
this teaching period, she designed a specific special education program with
full of activities encouraging teaching academic, social and life skills to
students (Packard, 1972). She achieved a totally unexpected result at those
days and proved that intellectually disabled children could gain the same level
of success as their peers through an adequate education. This remarkable result
led Montessori to be recognized throughout Europe and caused Montessori to
construct her understanding of education in a more structural way (Montessori,
1967). As Cossentino (2010) underlined “historically, Montessori’s theory

and practice have influenced the development of special education pedagogy”

(p- 39).

There is triangle of teachers, students and curriculum in the education system.
The teachers are one of the most fundamental elements of this system, since
they are the bridge between students and the curriculum and with their actions
they have power to affect the system directly. As Sar1 (2007) pointed that
teachers’ views and actions are important for children to have the positive

feelings for and commitment towards the school.

With the inspiration of Montessori’s challenging vision and the power of
teachers’ views on engagement to the school, this study has focused on

Montessori preschool teachers’ views on inclusive education and investigating

4



the advantages and disadvantages of inclusion in Montessori education for

children with disabilities in the light of teachers’ views.

1.2.Purpose of the study

The primary aim of this study was to investigate the views of Montessori
teachers on inclusive education in Montessori approach. Specifically, this study

focused on the following research questions:

1. What are the Montessori teachers’ views on inclusive education?
2. What are the Montessori teachers’ views on inclusive education in
Montessori preschools?
a. What are the Montessori teachers’ views on the place of
inclusion in the philosophy of Montessori’s education
approach?
b. What are the Montessori teachers’ views on inclusive
education practices in the context of Montessori classrooms?
c. What are the Montessori teachers’ views on inclusive
education practices of Montessori educators?
d. What are the Montessori teachers’ views on inclusive
education practices regarding the use of Montessori materials?
e. What are the Montessori teachers’ views on inclusive
education regarding the application of educational assessment
strategy used in Montessori classrooms?
f. What are the Montessori teachers’ views on inclusive
education regarding the family involvement policy of
Montessori approach?
3. What do teachers think about the advantages of Montessori approach
for the education of disabled students?
4. What do teachers think about the disadvantages of Montessori

approach for the education of disabled students?



The main reason that lays behind the cooperation with preschool teachers in
this study was that Montessori education is practiced only in early childhood
education programs in Turkey. In other words, preschool teachers working in
Montessori preschools are the only practitioners of Montessori approach in
Turkey, thus these teachers were consciously chosen by the researcher to be

able reach intended data in the scope of this research.

1.3.Significance of the study

The education of children with disabilities is a very important issue. However,
the UN Special Rapporteur of the Commission for Social Development on
Disability reported that the lack of access to education opportunities has the
crucial importance in the lives of people with disabilities and there are huge
differences between the education services provided for children with
disabilities and those provided for children without disabilities in many
countries (1999, as cited in Peters, 2007). Therefore, all studies which are
working on special education system especially the ones focusing on inclusive

education and its problems are important for the improvement of the system.

There two important surveys conducted to determine the population ratio of
people with disabilities in Turkey. “Turkey Disability Survey ” conducted by
the Administration for Disabled People under the Prime Ministry in 2002
provided the most comprehensive data for the population of disabled people.
For this survey, 97.433 households were selected as sample and the results
from the interviews were generalized to Turkish population. According to
results of this survey, people with disabilities consist of 12.29% of national
population (approximately 8.5 million persons), and the children with
disabilities consisted of around 4.35% of population of children. According to
“Population and Housing Survey” conducted by Turkish Statistical Institute in

2011, 2.2 million households were reached, and it was determined that



approximately 2.3% of population of children have a disability.! However,
according to the data of Turkish Ministry of National Education (MoNE)
(2018), a total number of 17 million 885 thousand 248 students benefit from
formal education in 2017-2018 academic year. However, considering the
statistics of education, it is seen that disabled students constitute only 1.9 % of
total student population (only 353 thousand 610 students). According to the
disability statistics given above, the ratio of children with disabilities in Turkey
is expected to vary between 2.3% and 4.6% in total child
population. Therefore, the proportion of students with disabilities that should
be in the total student population is expected accordingly, but only 1.9 % of
them are actually registered in the system currently. It is obvious that disabled
students are not able to access education under equal opportunities with their
non-disabled peers. Education is an important process that provides students
with necessary qualifications for being an individual and prepares them for
social life. Therefore, it is a must that students benefit from educational
opportunities at the maximum level. Considering the development of the
disabled students, accessing educational opportunities have a vital importance.

However, it is clear from the official data that disabled students are unable to

"It is considered that the percentage difference in these two surveys is associated with
the concept of disability defined in the beginning of surveys. The first survey was only
focused on the disability, and the concept included in the definition of disability was
assumed in a very broad sense including different types of disabilities (people with
psycho-social disabilities, people with chronic disorder, etc.). The second survey is
based on the general census, and the concept of disability was assumed in a narrow
sense including only conventional types of disability (people with physical disabilities,
visual disabilities, hearing impaired, and intellectual disabilities). Therefore, data of
the first survey are considered to reflect the facts better in terms of inclusion of
different types of disabilities. On the other hand, considering the data of survey and
the fact that there might be children with disabilities that are not recorded in the birth
documents, or were not declared to be present by the other members of the household
during interviews, or were not included in the statistics as they lived under the care of
an institution, it is likely that the number of children with disabilities is far higher than
this data.



access education opportunities sufficiently. That’s why working on inclusive
education practices, listening to opinions of teachers as practitioners and
understanding their needs and problems of the system will be effective to

remove the barriers disabled students face.

Although early childhood education is compulsory for children with disabilities
aged 3 to 6 years, inclusive education practices in early childhood classrooms
are fairly new in Turkey, however, major steps have been taken in recent years.
MOoNE started this move by carrying out “Strengthening Special Education
Project” between 2011-2013 under Directorate General of Special Education
and Guidance Services to build school without barriers model and to make
inclusive education more visible and practiced. And the MoNE has started to
establish many early childhood special education preschools since 2015.
According to the National Education Statistics of MoNE (2018), there are 145
early childhood special education preschools all over the country and in these
schools 1113 students are registered. In these schools, children with and
without disabilities are placed in the same classrooms and inclusive education
practices are applied in these classrooms. In parallel with the MoNE’s current
strategies and implementations, understanding the views of preschool teachers
who are working in the field helps us to see the real picture of the current status
of inclusive education practices in early childhood education in Turkey and it
may lead us to make necessary changes and adaptations for the needs of future

generations.

Additionally, teachers are most important component of education system.
Investigating their views about inclusive education can help us to understand
working and non-working parts of this approach and to find effective solutions
for the good of all beneficiaries of the system. Teachers’ views on inclusion
affect the ecology of their classroom that also affects children’s participation
and engagement in the activities in that classroom (Fyssa, Vlachou,

and Avramidis, 2014).



Finally, this current study is significant because it focuses on views about
inclusion in Montessori education. Although Montessori started to her
professional life by working with students with disabilities, currently the
number of studies focusing on inclusion in Montessori approach is very
limited. Thereby, it is believed that the findings of this study contribute to the
literature by analyzing the realities of inclusion in Montessori approach from
the views of teachers and provide a comprehensive resource on the issue to

both current and prospective teachers and researchers.

1.4.My motivation for this study

In qualitative research, the researcher is an important tool to obtain data while
conducting a study (Patton, 2002). Mertens (2010) stated that the researcher is
the main authority to decide on the scope of the interview questions,
observation, and findings. For this reason, in qualitative studies, assumptions,
experiences, biases and orientations of the researcher gain more importance
compared to quantitative studies (Lincoln and Guba, 1985). To increase the
credibility of the qualitative research, Merriam (2009) stated the importance of

the explanations on the researcher’s position and motivation.

By being the daughter of a judge who worked in several different cities and
towns in Turkey, I had the opportunity to observe the conditions and to
compare the contents of the lives and needs of the children in these cities and
towns. Not only my observations but also my own experiences throughout my
life made me think on what would help the children overcome the difficult life
experiences and prevent them from possible risks. Therefore, I decided to study
at a department, which I can focus on children, so my path came across with
early childhood education area! In my university years, I shaped my career
goal clearly and decided to work with children living in disadvantaged

conditions.



By following this goal, I have been involved in disability issues and inclusive
education practices for more than 10 years. At the time of deciding the focus of
this research, I was working as a special education assistant in EU funded
project run by Turkish Ministry of National Education for strengthening
education opportunities of disabled students in Turkey. My experiences at this
project and my concerns about the early childhood education system might

have pushed me to choose this topic in order to conduct this research.

On the other hand, Montessori is an inspirational figure for many educators as
well as for me. Montessori’s motivation and afford to train students with
intellectual disabilities was the starting point of this research. I believe that her
dedication, enthusiasm and insight about education of children with disabilities
should be known by all professional working in the field of education.
Additionally, rising popularity of Montessori Approach in Turkish preschools
leaded me to think about and search on Montessori Approach and its

connection with disabled students.

1.5.Definitions of the terms

The following terms used very often within this study need to be operationally

defined for better understanding of the readers.

People with disabilities/disabled people: According to the United Nations
Convention on the Rights of Persons with Disabilities (CRPD) (2007), persons
with disabilities is defined as those who have long-term physical, mental,
intellectual or sensory impairments which, in interaction with various barriers,
may hinder their full and effective participation in society on an equal basis

with others.

Student with special needs: According to Special Education Services
Regulation of MoNE (2018), student who significantly differs from his/her
peers in terms of educational qualifications because of individual and

developmental reasons. However, the researcher of this study preferred to use
10



the terms “disabled child/student” and “children/student with disability”

instead of student with special needs during the interviews.

Inclusive education: An education system which provides an equal education
opportunity for each student and aims enabling these students to fully
participate social, cultural economic life of their societies regarding the concept
of qualified education for all. In inclusive education, each school is an
inclusive school and schools make necessary arrangements for the needs of
students. In inclusive education, it is expected that the school adopts itself
according to the needs of students rather than requiring students to be adapted

the implementations and conditions of the school (ERG and TOHUM, 2011).

Montessori (education) approach: Montessori education was developed by
Maria Montessori and today it is applied in several different schools around the
world by providing education opportunities for children from birth to eighteen
years old. During her life, Montessori explained her understanding of education
in different written resources and she opened a school to practice her approach.
Currently, all Montessori schools worldwide are following the methods and

implementations that Montessori used in her practices (Korkmaz, 2006).

Montessori teacher: Teachers who are working in Montessori preschools in
Turkey are defined as Montessori teachers within the scope of this study.
Having an accredited Montessori teaching certificate given by a globally
known Montessori (Teacher) Unions was not an obligation to be the
participants of this study, since most of the teachers have been reached during
this study were mainly educated by in-house trainers who were accredited
trainers but not allowed to give new certificates to others at the end of their

trainings.
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CHAPTER 2

REVIEW OF THE LITERATURE

This chapter starts with the explanation of the historical journey of
understanding of education of children with disabilities and give some
background information about basics of inclusive education. The second part
presents some information about Maria Montessori’s experiences on students
with disabilities. The third part includes the information on Montessori
Approach and inclusive education, in that part the key elements of the
Montessori Approach are explained regarding their effectiveness on inclusive
education. In the fourth part, all kind of studies carried out in Turkey about
Montessori practices are covered. And in the fifth part current studies on the

views of preschool teachers on inclusive education are presented.

2.1.Education of children with disabilities: from special education to
inclusive education

The existence of disabled individuals is as old as the history of mankind, but
their education is not that old. Understanding about the education of people
with disabilities has passed through various stages in the history. According to
Hallahan and Kaufman (2003), over the course of time, changing perception of
rights and changing understanding of disability led to various changes and
developments in sense of content and form of the education of students with

disabilities.

When we look at the worldwide history of the education of people with
disabilities, it can be seen that there is a significant exclusion of these people
from education system until the beginning of the 1700s. In the period between

the years of 1700-1950, it is seen that special education services were provided
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in segregated educational environments based on the disability of students

(French, 2000).

In 1948, education is entitled as a human right by the United Nations with the
Universal Declaration of Human Right. In the context of disability and
education, this brings the idea that everyone has right to education whether
they have disability or not. With this legal arrangement, right to education of
student with disabilities has been secured legally, but practical problems have

not been solved easily.

In the beginning of 1970s, a shift from medical model of disability to social
model pointed out the restricted conditions of physical and social environment
for people with disabilities. This brought the idea that disability does not result
from impairment but from lack of qualified education and participation

opportunities (UPIAS, 2009).

Since 1980s, “the least restrictive environment” approach has been rapidly
accepted in most parts of the world. With this approach, students with
disabilities started to be placed more in regular schools rather than special
schools. It is believe that the education of people with disabilities in integrated
educational settings instead of disaggregated environments facilitates their full
integration into the society, since all children learn through interactions with
each other. Additionally, it provides a change in the negative attitudes of the
non-disabled people towards disable people and creates more social integration

opportunities for both sides (Sucuoglu and Kargin, 2006).

Today, inclusive education brought the new way of thinking for enabling the
right to education of all children. “The move towards inclusive education
means that efforts are being re-directed to supporting all children in regular
schools and to finding new ways of advising and guiding teachers.”

(McConkey, 2001, p.32).
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2.1.1.Basics of inclusive education

Many people think that inclusive education relates only to disability. This is
not true basically. An inclusive education system provides education for all,
since it is constructed as flexible and comprehensive as possible to include all
children (Save the Children, 2016). The system aims to ensure that every child
learns at the highest possible level according to his/her intellectual capacity,
skills, talents and interests and interact with other students, thus marginalized
groups of learners have a chance to maximize their educational acquisitions
(Ainscow, 2008). In other words, by aiming to educate all children together, in
inclusive education settings, all children have a chance to meet each other
regarding their abilities and needs, thus, socialization of children takes an
important place on the basis of this model as well (Ungar, 2012). With this, all
children can fully and equally participate in school life, learn from and

contribute to as much as possible (McConkey, 2001).

In inclusive education, each school is an inclusive school and schools make
necessary arrangements for the needs of students. In inclusive education, it is
expected that the school adopts itself according to the needs of students rather
than requiring students to be adapted the implementations and conditions of the
school (ERG and TOHUM, 2011). Therefore, identifying the educational
barriers in school context and removing/reducing these barriers are enabling
these students to fully participate school life regarding the concept of qualified

education for all.

The most usual learning environment for inclusive education is in ordinary
classes where all children are educated together (MacArthur, 2009). In the
inclusive education approach, there is an idea that support is brought into the
classroom for children who need it (Buckley and Bird, 2000), thus children do
not need to go some other places to receive that support for their educational

needs and also many children who do not have disabilities may need extra help
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and support at some time or in some subjects, thus the support provided in the

class will meet the needs of all students (MacArthur, 2009).

2.2.Education of students with disabilities in Montessori approach

Maria Montessori completed the medical faculty and was awarded the first
woman physician title in Italy. Montessori, who completed her education in
pediatrics and psychiatry, started to work as a voluntary assistant doctor in
University of Rome Psychiatric Clinic in 1897. One of her tasks in this clinic
was to visit mental hospitals in Rome and to identify patients suitable for
treatment in the clinic. During one of these visits, she found a group of children
with intellectual disability in a hospital, who were kept in a closed room
without any stimulus around. After observing these children for a while, she
realized that the children reacted to various stimuli and that their minds were

open for learning (Kramer, 1976).

During her research on education of students with intellectual disabilities,
Montessori had access to the works of Jean-Marc-Gespard-Itard (1775-1838)
and of Edouard Seguin (1812-1880), Itard’s scholar, on children with
intellectual disabilities; and she was very much impressed by these works
(1812-1880). Itard took a speechless boy, who is thought to be around 12 years
old and found in Saint-Sernin-sur-Rance region in France, under his protection
and tried to educate him for five years; and he reported and published each
phase of his work (French, 2000). Itard’s education of the child, whom he
called Victor, could not go beyond Victor’s writing the word “milk”, whenever
he needs (Ingalls, 1978), however, as Itard proved that the individuals with
disability could also be educated, he marked an important era on special

education (Gaynor, 1973; Humphrey, 1963).

Seguin carried these works even forward and developed special materials in

order to stimulate the sensory perception and motor skills of the disabled
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children (such as nails of different sizes, beads to string etc...). He also
founded a school for students with intellectual disabilities, and concentrated on
educational studies (French, 2000). Montessori, who was affected from these
works and who based her studies on the materials that had been prepared, built
on these works with her own observations and experiences and she developed
her own approach in 1912 (Lillard, 1972). As Erben (2005) emphasized,
Montessori argued strictly against the idea that the disabled people were third-
class individuals. Although Montessori Method was based on this idea,
however, the method was only used for the education of children with normal
development and the gifted children in many countries, for quite a long time

(Wilbrandt, 2011).

Professor Dr. Theodor Hellbriigge, who works at Munich Children’s Center,
was the first person who thought that Montessori approach would be the most
appropriate model for the education of the disabled and non-disabled students
together in 1968; and he found the first Montessori preschool with Margarete
Aurin, a former scholar of Montessori, which was composed of disabled and
non-disabled students (Wilbrandt, 2011). Hellbriigge, who was a pediatrist,
emphasized that this inclusive education setting served for students at early
ages had major benefits in many developmental areas of children, especially in

social and language development (Hellbriigge and Montessori, 1978).

To further Hellbriigge’s work and efforts, in this study it is intended to conduct
a qualitative research in order to understand views of teachers on inclusive
education practices applied in Montessori preschools. However, Montessori’s
personal experiences with students with disabilities were only limited with the
group of children with intellectual disabilities. Yet in the scope of this study,
students with disabilities are defined as students who have long-term physical,
mental, intellectual or sensory impairments which, in interaction with various

barriers, may hinder their full and effective participation in society and benefit
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from educational opportunities on an equal basis with others (UN CRPD,
2007).

Considering the above-mentioned ideas on inclusive education, as well as the
principles of Montessori approach, in the following part it is intended to
explain the key components of Montessori education system and to associate

them with the elements of inclusive education.

2.3.Montessori approach and inclusive education

2.3.1.Key principals of Montessori approach

Montessori believes that children have a special skill to absorb information
from the people and objects around them. This ability is referred to as
"Absorbent Mind" in Montessori's approach (Morrison, 1998). With the
Absorbent Mind, the child organizes his own mind and adapts himself to his
physical and social environment. According to Montessori, absorbent mind of
the child helps him/her to explore the environment through his senses and
movements and to absorb the language of the culture in which he lives
(Montessori, 1949). Montessori divides this period into two sub-phases: the
first being the time between zero and three years of age and the second
between three and six years (Toran, 2011). Montessori defines the cognitive
activities of children between the ages of zero to three as unconscious
absorbent mind (Dresser, 2000). The child's life in this period is merely
physical and there is no consciousness in the child. As the child starts to walk,
s’he moves from the state of the unconscious absorbent mind to the state of the
conscious absorbent mind and starts to interact and discover its surrounding
environment through its hands or body using his cognitive functions (Korkmaz,
2006). In this period, the child constructs consciously everything that s/he takes
in from the environment and passes judgments using the information s/he

previously gained. (Williams, 1996).
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For the development of absorbent mind, Montessori also defined another
principle as the core of her approach is freedom. According to Montessori,
freedom is not doing whatever you want but to like what you are doing
(Montessori, 1966). In other words, this is not freedom to be free from
something, but to be free to do things. She believed that this understanding of
freedom is child's freedom to try to support his’her own development. In
Montessori classes, all children have the right to move around however this
freedom is a kind of freedom to not hurt themselves or the ones around them.
This freedom is a discipline that brings around responsibilities with it. In the
Montessori approach, the freedom given to children is the responsibilities of
children to themselves, to the society and to the nature (Williams and Keith,

2000; Hedeen, 2005).

Montessori classes have an environment that supports independence of
children. According to Montessori (1966), in order for an educational approach
to be successful, it must tend to help the child to be independent. Also,
Montessori (1949; 1966) defends the idea that child centered activities must
consider basic needs of children and social life and contribute to increasing
their independence and creativity, thus educational setting allows children to
choose and share their interests and success with other individuals in the
society and supports self-learning environment (Montessori, 1966). Therefore
Montessori concludes that educational setting must be arranged as part of
ordinary life and children and their social life must be at the center of this

approach.

2.3.2.Components of inclusive education in Montessori approach

2.3.2.1.Classes with different age groups

Montessori believes that the development of children is made up of 3 main

stages (Topbas, 2004). These stages are as follows:
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Table 2.1: Three main stages of the development of children in Montessori

Stages Age range
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Characteristics of the child at this stage
Newborn baby cannot do anything by
himself/herself, s/he is in need of protection,
however, the baby comes into existence with an
instinctive growth and internalization at this
stage.

This stage is about discovering the world in a
conscious manner; and the child begins to
discover himself/herself.

The child is ready to receive more comprehensive
information from the outside world. Social
relations based on cooperation, imagination,
reasonable problem solving and improvement of
cultural information are expected from the child
(Korkmaz, 2006).

At this stage, the child tries to gain a place as a
social being in the society and tries to contribute
to the society directly. This stage lasts for life
(Topbas, 2004).

In Montessori education system, the classes are formed taking the

developmental stages into consideration; thus, classrooms are designed in a

way that brings different age groups at the same stage together (Wilbrandt,

2011).

Bringing different age groups together provides a natural inclusive atmosphere

and a natural interaction area for students of different age groups. According to

Pickering (1992), coexistence of different age groups provides a conducive

environment where smaller children can learn from the older, where the weaker
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can learn from the stronger and an environment that improves social skills
through communication and cooperation; and this also brings along success for
children with learning difficulties. At this point where the importance of peer
learning is emphasized, it can be stated that Vygotsky’s (1967) Zone of
Proximal Development concept is applied in these classes; an environment
where children with better skills help other students move on to an upper level
can be mentioned. A study that supports the statement on student’s social
sharing in Montessori classes has been carried out in Konya by Kogyigit,
Kayili and Kusgu (2009). In the study, 122 preschool students were observed
(62 of them had Montessori education and 60 students had education based on
normal curriculum). “Preschool and Kindergarten Behaviour Scale” that was
developed by Merrell (1994) was used. At the end of the study, it was
concluded that preschool students who were educated with Montessori Method
achieved significant difference in the scores of social cooperation, social
interaction and social independence subdomains. Pavusek (2009) says that
Montessori classrooms that include different age groups have a positive
atmosphere that is not based on competition, thus students feel more
comfortable in these classrooms. Topbas (2004) states that in these classrooms
smaller children can easily find various models to imitate; from this aspect, it
would be suitable to say that Montessori’s mix-aged classroom environment is
appropriate for learning by modeling, which is the most important part of

social learning theory of Bandura (1977).

Another advantage of the classroom environment with different age groups is
that the materials in the classroom are various and extensive. The reason for
this is that the classrooms are equipped with materials that respond to the needs
of students at different age groups with different skills, rather than solely
meeting the needs of a specific age group. This type of classroom environment
provides the students with developmental delays not only with the materials

that their peers use, but it also offers them the materials that are suitable for
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their developmental levels in the very same classroom (Guess, Benson and

Siegel-Causey, 1985).

Another characteristic of a single classroom made up of different age groups is
that the students have the opportunity to study with the same teacher for long
years. This aspect is especially important for students with disability, because
each new teacher takes some time to get to know the student and this results in
loss of time in the education of the child. On the other hand, the same teacher
would get to know the disability, development level and the way of learning of
the student better; s/he would be in a position to better analyze the child’s skills
and restrictions due to the disability; s/he would learn how to use the special
equipment that the child has to use, if any, and develop a working method with
the family; thus could respond to the needs of the students better (Guess,
Benson and Siegel-Causey, 1985).

2.3.2.2.Individualized education for every student

Montessori education system is based on a constructivist approach; therefore,
the courses are designed according to developmental levels of students and a
student-centered education method is adopted (Lapota, Wallece and Finn,
2005). In this system, individual education forms the basis of Montessori
approach, the teacher working with the student carries out one-to-one practices;
and this meets the the individual education need of the student (Guess, Benson

and Siegel-Causey, 1985).

As the readiness states of the students are the most important criteria in
transition to the next level, they do not have to follow the same route as each
other. This perception provides teachers with the required flexibility in
preparing individualized education plans; and spares the students with
developmental delay from having anxiety over keeping up with peers

(Pickering, 2003). This situation is an advantage for the gifted students, as
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well. Montessori pedagogy, which also provides individualized programmes
for gifted students who do not have to wait for the others in transition to the

next level, also supports the development of such students (Bohm, 1985).

2.3.2.3.Emphasis on functionality in Montessori classrooms

Reality and naturalness are of major importance in Montessori approach
(Erben, 2005). For this reason, one of the most important activities of
Montesssori programme is the ones related to the daily life (Topbas, 2004).
The objective of these activities is to have children do things by themselves, as
the child who has learned to do things by himself/herself is prepared for the
possible events that may occur around him/her. For example, if a real vase in
the classroom gets broken, s/he would know how to collect the broken pieces

of glass or how to help his/her friends in such a situation (Erben, 2005).

The main objective in Montessori classrooms is to prepare the students for real
life, which is directly in line with the main objective of special education and
inclusion; as the final objective in special education is to prepare the student

for real life in the best possible way (Guess, Benson and Siegel-Causey, 1985).

2.3.2.4.Free children who can make choices

According to (Erben, 2005), Montessori Method is a system that intends to
provide the child with freedom of movement and action in a pre-prepared
environment where s/he can improve himself/herself. Thus, the children have
the freedom to choose the materials and the people that they want to study
with, and the place and the time that they want to study in. Therefore, it can be
concluded that Montessori Method values the active participation principle,

which is of key importance in Piaget’s theory (Meagor, 2014).
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In Montessori system, the importance of will and freedom concepts is
emphasized and it is believed that a child can only make a decision on whether
s’/he wants or does not want to do something by internalizing this freedom

(Standing, 1957).

One of the main aspects of this method is that there is no time limitation for
students. By this way, the students have the opportunity to advance at their
own paces without any time limitation. This system, which ensures a freedom
to study without any competition and limitation, especially for the students
with learning problems or for underachievers, avoids the situations where the

students pass to the next level without fully mastering on the subject (Pavusek,

2009).

Disabled students in Montessori classrooms also have the freedom to choose
between the materials, as their peers with normal development do; they can
also pick the materials that they want to work with by themselves (Guess,
Benson and Siegel-Causey, 1985). Since the students with learning problems
have the freedom to choose the materials that are suitable for their interests and
skills, they participate in the learning process effectively (Mahoney and
Wheeden, 1999). However, in some cases, some disabled students may have
difficulty in choosing materials; in such a situation, the teacher can introduce
and recommend a suitable material to the student. Another situation, which
might require the teacher’s intervention, is when it is not easy for a disabled
student to move on to a new material. When this is the case, the teacher can
guide the student to studying with the new material, using small rewards (For
example, allowing him/her to study with the previous material after using the

new material) (Wilbrantd, 2011).
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2.3.2.5.Classroom environment and materials in Montessori approach

The tools in the classroom are the ones that are used in real life, in order for the
child to face real life. The children use real glasses or real knifes when they
want to drink or cut something (Dogru, 2009). According to Temel (1994),
another advantage of using real life materials is that this facilitates the transfer
of activities to the home environment and ensures family cooperation. Using
real materials is also very valuable for the disabled students in terms of skills

acquisition (Guess, Benson and Siegel-Causey, 1985).

In Montessori classrooms, there is only one of each tool; so, when the child
wants to use a certain tool, s’/he has to wait for his/her peer till s/he finishes
using the tool. According to Temel (1994), by doing so, the children have to
respect other people’s rights, just like in daily life.

All the materials are organized in open closets in a way that children can reach.
The child can have access to any material according to his/her interest and
skills independently (Korkmaz, 2006). In order to trigger the child’s interest,
making everything in the classroom environment colorful and an aesthetic
design are important details (Dogru, 2009). The reason for this is that
triggering the child’s interest in order to discover through the classroom
environment and materials is the main objective of Montessori Method

(Brown, 1992).

The materials are suitable to the strength and body build of children
(Montessori, 2010). Moreover, the materials are designed in a way that helps
children discover their own mistakes by themselves (for example, wooden
puzzles or geometric figures that are divided into two in order to be reunited),
because in Montessori Method, it is more meaningful for the child to
understands his/her own mistake by himself/herself than the teacher’s

correcting them (Montessori, 2010). According to this idea, the teacher does
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not tell the child his/her mistake; if the child cannot see his/her own mistake by
himself/herself, this indicates that the child has not developed enough. In time,

the child sees his/her mistakes and corrects them (Temel, 1994).

In Montessori classrooms, explaining abstract concepts by materializing is
underlined, especially mathematics materials in classroom are designed
according to this principle (Biiyliktaskapu, 2011). Using concrete materials for
disabled students is of critical importance in encouraging learning. In
Montessori classrooms, students learn much more easily by using these
materials, which are designed as a natural part of education (Guess, Benson

and Siegel-Causey, 1985).

Another very important aspect of Montessori education concept is that it
attaches great importance to sensory perception and that it has many materials
that improve and organize this perception. To this end, Montessori developed
materials that help children learn by seeing, hearing, touching, feeling, tasting,
moving, thus enabling the children use all their senses (Biiyliktagkapu, 2011).
Materials for visual perception (hand-held cylinder blocks, geometry drawers
etc.), materials for perception of heat (heat tubes), materials for tactile sensing
(pieces of clothes of different tissues), materials for the differentiation of
weight (weight tablets), materials for olfactory perception (smell tubes),
materials for auditory perception (sound boxes), materials for gustatory
perception (flavor bottles), materials for muscle memory are the materials used
for sensory education in Montessori classrooms.

The most important characteristic of these materials is that they focus on
strengthening and sensitizing only one sense at a time; the main objective here
is not to distract children and to prevent burdening children with more than one
stimulus (Pavusek, 2009). For example, pink tower, which is composed of 10
pink cubes, is one of the most important materials in Montessori classrooms; in

this material, the cubes are different only in their sizes. The child is expected to
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build a tower using these cubes, which are in different sizes. During this

activity, visual perception of the child is expected to improve (Wilbrant, 2011).

The materials for sensory perception in Montessori classrooms are of critical
importance particularly for the disabled children with loss of sense. For
example a visually challenged child can benefit largely from the materials
aiming at olfactory, auditory and tactile senses (Guess, Benson and Siegel-
Causey, 1985). Moreover, children with dyslexia are also known to make great
use of these materials, each of which target different senses (Reid, 2003;
Skotheim, 2009). In two studies that he carried out with disabled preschool
students, Biewer (1991; 1997) revealed that Montessori materials are more
effective compared to conventional methods for these students and determined
that Montessori materials have positive impacts on sensory perception for

disabled students.

2.3.2.6.Visual sampling (demonstration) for students in Montessori
classroom

In Montessori Method, it is often emphasized that allowing the child to choose
the material that s/he would study with and to discover it himself/herself is an
important objective; however, when the child is not sure how to contact or
which way to go, the teacher is expected to introduce the material to the child
by visual sampling. This visual sampling that is to be done by the teacher in
Montessori Method is expected to be short, systematic, to include oral
expressions that effectively explain the activity and to be orderly from

beginning of the activity to the end (Wilbrant, 2011).

It is important that all the materials introduced to the child is in line with the
individual development of the child and that they are cascaded based on the
success of the child (Dogru, 2009). This situation is actually parallel to the
methods known as work analysis or segregated behavior steps in special

education and it allows the disabled children to make the maximum use of
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visual sampling that is appropriate for their levels (Guess, Benson and Siegel-

Causey, 1985).

Furthermore, visual samplings are carried out one by one with students, and
this brings along the desired learning environment for the disabled students

(Orton, 1937).

2.3.2.7.Freedom to repeat

Montessori classrooms have an atmosphere that allows different rhythms. A
very small or a very slow child can work with the same material for weeks,
without hindering the progress of other students (Topbas, 2004). Montessori
believes in the importance of repetition and she provides the children with an
environment where they can repeat; for her, the important thing is the child’s

learning that specific skill (Pavusek, 2009).

This flexibility that allows students to do as many repetitions as possible also
enables the implementation of their individual education plans (Guess, Benson

and Siegel-Causey, 1985).

2.3.2.8.Role of the teacher in Montessori classrooms

In Montessori Method, the term “Directress” is used for teachers; because, a
Montessori educator is more of a role model, a resource person, a guide and an
application educator in the classroom than a teacher (Montessori, 1967).
According to Lillard (1972), the teacher in Montessori approach is responsible
for preparing the environment and for enabling the student to interact with the
environment; s’he provides an opportunity for the students in order for them to

achieve their full potentials in developing themselves.
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In this system, teachers follow the students regularly and interpret their needs;
they support the students whenever necessary and help their transition to the
next level, they register the individual progress of the student and share their

observations with the families (Neubert, 1973).

In a Montessori classroom, the proportion of teacher-guided activities among
the entire activities is 20%, while this proportion is 80% for individual
activities (Korkmaz, 2012). In Montessori schools, it is mainly the environment

itself that teaches the child (Montessori, 1967).

It would not be wrong to say that the perspective of Montessori on the role of
the educator is parallel to that of Vygotsky’s. As is known, Vygotsky also
makes strong emphasis on the observing role of the teacher, on his/her
following the development level of the students, on the fact that the teacher
needs to identify the next level that the students is expected to pass and to carry
the child to the next level (Zone of Proximal Development) by providing the

required assistance (Dodge, Colker and Heromen, 2002).

According to Pavusek (2009), the most important function of the teacher
regarding the disabled students in Montessori classrooms is that the teacher is
in a position to identify the students who have difficulty in studying with the
material by himself/herself and who relate their failure with themselves and
their disability; and to help children move out of this circle. Weiner’s theory of
attribution (1980) also emphasizes this condition and states that the disabled
students attribute their failure to their disability instead of attributing it to the
insufficient effort that they exert. This reinforces the point that Pavusek

stresses.

Another important characteristic of Montessori teachers for the disabled
students is that although most of the teachers do not have an educational

background on special education, but they have expertise on individual
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education and thanks to this expertise, they can prepare individual programmes
for the disabled students as well; and this provides an effective learning

environment for these students (Hale, 1992).

2.3.2.9.Summary on Montessori approach and inclusive education

In various studies, the fact that Montessori education has positive impacts on
the education of children with normal development has been emphasized
(Castellanos, 2002; Lilllarda and Quest, 2006; Lopata, Wallace and Finn, 2005;
McCladdie, 2006; Gleen, 2003) However, according to the limited information
on the subject, it also has positive effects on the development of the students
with attention deficit, down’s syndrome, cerebral palsy, spina bifida, hearing
and/or visual impairment and developmental delays (Haines, Baker and Kahn,
2000); the use of this method has also particularly positive results on the
children with neuromotor development delay and psychomotor development

delay (Dogru, 2009).

One other fundamental aspect of this approach for disabled students is that it
attaches importance to individualism, thus focuses on the potential and
educational needs of the child instead of his/her medical requirements or
incapability (Thompson, 1991).

Furthermore, the materials and the approach applied in this method have
important functions for the families of disabled students, in terms of their
practicality at home and their help for the families to establish the best

communication with their child (Dogru, 2009).

Many aspects of Montessori Method have parallels with practices of special
education and it is possible to use Montessori’s components in inclusive
education. For this reason, it is planned to study the inclusive education
practices in Montessori classrooms and to carry out necessary analysis in this

study.
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2.3.2.10.Research studies focused on the practices of Montessori approach
in inclusive settings and/or with students with disabilities

Hale (1992), in her research conducted for her doctoral study at Toledo
University studied the inclusion of the children with developmental disabilities
in the preschool class where the Montessori approach was followed. 5 children
with developmental disabilities were placed in the two preschool classes of the
Montessori school and during the study their developmental changes were
tracked. Parents of the children were also informed about the purpose of the
study. At the end of the study, it was observed that children with
developmental disabilities were accepted in a much easier way by other
children in the Montessori classroom environment. Thus, it was concluded that
Montessorian way of teaching had a positive effect on children with
developmental disabilities. Additionally, it was determined that children with
developmental disabilities developed their skills and social relationships in the

context of Montessori classroom.

Korfmacher and Spicer (2002) conducted a research to examine the
experiences of children in different classroom environments and examined the
contribution of the children's Montessori materials, learning method, classroom
environment and the Montessori Theory on the development of the child. The
research was conducted on the children in poor and disadvantaged groups in
Montessori classes articulated in the Head Start method in the Head Start
center. In the study, qualitative and quantitative research methodswere
combined; observations, face-to-face interviews and survey techniques were
used as the means of data collection. And the study results showed that
children from poor and disadvantaged groups were affected in a positive way
by conditions provided in the classroom environment. Children had positive
reactions to the Montessori materials, thus they had positive impacts on the

learning process and academic outcomes of the children.
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Centofanti (2002) conducted a research on tactual senses and motion senses of
the preschool children with academic and developmental retardation. During
the data collection process, 25 interviews were held with 17 children on the
writing skills by using Montessori and Multiple intelligence methods. During
the interviews with children, he watched the children to form the alphabet
letters by using clay. As a result, it was found out that the Montessori Method
had a positive effect on the tactual senses and motion senses of the children.
Also, it was determined that the skills that children gained in Montessori

method can be converted to artistic skills with multiple intelligence method.

In her master thesis at Westminster College, Ruud (2014) examined the
benefits and challenges of inclusion in early childhood Montessori classroom.
For her study, she worked with her students between the ages of 3 and 6 in an
early childhood classroom in a private inclusive Montessori school. The total
number of students was 20 and some of them were with disabilities. She
constructed her study as an action research and collected the data through
observations, interviews and assessments during her teaching. Her findings
revealed that although Montessori materials and prepared environment
encouraged students’ learning and increased their academic success, however,
transitions, inconsistency and too much freedom were challenging features of
Montessori education for inclusive students.

In the article written by Boynikoglu (2013), after a general overview of the
Montessori Pedagogy, special education practices in Montessori developed in
accordance with this were explained both theoretically and practically. In
various parts of the study, the researcher's observations and examples from
Munich Children's Centre were presented on the special education practices
used within the Montessori approach. As a result of the observations, the
researcher concluded that: The Montessori Pedagogy provides the disabled
child with the opportunity to act independently in the early ages thanks to the
material exercises. Once the disabled child completes an exercise, s/he heads to

another exercise. In this period, the child who is engaged with the exercises as
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a game makes a huge progress in his/her own development without any
awareness. The disabled child has the opportunity to watch and imitate other
children during group works. At the same time, s/he also takes place among
non-disabled individuals as a social being. In this sense, the Montessori
Pedagogy, which is not only suitable for the education of children with or
without disabilities, but also for them to be educated together, i.e. inclusive

education, also provides pedagogical support for a democratic society.

2.4.Montessori practices in Turkey

As it is known, education in Turkey is governed by a central structure;
therefore all public and private schools in Turkey are obliged to follow the
curricula determined by Ministry of National Education. Apparently, this
situation makes it impossible to fully implement Montessori education system
in Turkey (Durakoglu, 2010). However; this situation has not led to a decrease
in Turkey in the number of studies focusing on Montessori education. On the
contrary, research carried out to further explore Montessori methods has gained

momentum in Turkey since 2006 (Korkmaz, 2012).

2.4.1.Books published in Turkish on Montessori approach

Until very recently, only two books written by Montessori herself were
translated into Turkish. National Education Congress - planned to be held on
16th July 1921 in Ankara - was not held although the country was at war. As a
matter of fact, Ataturk himself delivered the opening speech in that Congress.
One of the suggestions made by Ataturk in his opening remarks was to make
sure that all educators must read books written by Maria Montessori (Glines,
2010). To act on this suggestion, Mustafa Rahmi Balaban who was a member

of Copyright and Translation Committee® translated Montessori's first book

2 The name of the Committee in Turkish is Milli Egitim Bakanligi Telif ve Terciime
Heyeti.
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into Turkish in 1923 (Durakoglu, 2010). Montessori's second book "The
Secret of Childhood" was translated into Turkish by Giiler Yiicel in 1975. The
translated book was called "Child Education" (Korkmaz, 2012). In 2015 and
2016, four of Montessori books (The Secret of Childhood, The Discovery of
the Child, The Absorment Mind and What You Should Know About Your
Child) were translated in Turkish, thus, Turkish readers found the opportunity
to read Montessori's own books in Turkish directly.

The book called "How to Raise an Amazing Child?", which was written by
Tim Seldin who is the president of the Montessori Foundation and explained
raising children in accordance with the Montessori method, was translated into

Turkish in 2006.

Two books of Paula Polk Lillard were translated in Turkish in 2014. Lillard is
an internationally known authority on Montessori theory and practice.
“Montessori in the Classroom” explains what happens inside a Montessori
classroom and how teachers teach. This book provides examples with a day-
by-day record of a year in the life of a Montessori classroom. And the book
called “Montessori from the Start” is presenting guidelines and clues to parents

for raising their children according to Montessori principles.

Parents are important people for the education of children. By following this
trend, two different books based on Montessori's instructions for raising
children were translated into Turkish. These are as follows: Montessori
Madness! (Trevor Eissler) and Montessori Activities for You and Your Child

(Maja Pitamic).

Eriman Topbas (2004) wrote a book called "Montessori Yontemi ile Cocuk

Egitimi" * and elaborated on Montessori approach to education and practices in

line with the Montessori method.

3 The book's name can be translated as " Educating Children through Montessori
Method".
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https://www.amazon.com/Teach-Me-Myself-Montessori-Activities/dp/0764127896/ref=sr_1_1?s=books&ie=UTF8&qid=1513717631&sr=1-1&keywords=maja+pitamic
https://www.amazon.com/Teach-Me-Myself-Montessori-Activities/dp/0764127896/ref=sr_1_1?s=books&ie=UTF8&qid=1513717631&sr=1-1&keywords=maja+pitamic

Emel Wilbrandt (2009) wrote a book called “Maria Montessori Yontemiyle

Cocuk Egitim Sanat1™

in which she explained the philosophical background of
Montessori approach, child development stages as described by Montessori,

emergence of Montessori method and teaching in line with this method.

Emel Wilbrandt (2011) was the editor of the book called “Okul Oncesi
Egitimde Montessori Yaklasim1™® which further described all details regarding
Montessori approach and enriched the content with outcomes of research
carried out in Turkey as well as observations made by educators employed at

preschool institutions teaching with this method.

One of the founders of Alternatif Okullar website, Eylem Korkmaz wrote a
book called “Montessori Metodu” (2012). Eylem Korkmaz, who has different
works on alternative education methods, examines "Montessori Method" in this
book. She explains the method both theoretically and in terms of its

implementations in Turkey.

In 2014, Seckin Demiralp wrote a book called “Montessori Metodu ve
Uygulamalar™® in order to explain basics of Montessori Education and key

points of the practices of the method.

In 2015, Turgay Keskin wrote a book called “Montessori Yontemiyle Kendine
Giivenen Cocuk Nasil Yetistirilir?”” in which he explained how children learn

how to identify a problem and how to work to solve it.

* The name of the book can be translated as "The Art of Educating Children using
Montessori Method".

> The name of the book can be translated as "Montessori Approach in Preschool
Education".

® The name of the book can be translated as " Montessori Method and Practices”.
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In 2016, in the project called "Montessori Education in the Neighborhood
Nurseries of Istanbul", a guidebook was published for teachers and parents.
“Cocugun Ayak Izinden™® written by Hannah Joy Baynham explained
historical process, philosophy and practice of Montessori education.

Taken together, all these books showed that there is a trend in Turkey to learn
more about Montessori approach, however, none of these books is about
inclusion or children with disabilities in Montessori approach. Therefore
teachers do not have an opportunity to read related book on this topic and self-

train themselves.

2.4.2.Research carried out in Turkey on Montessori approach

In her master thesis entitled “Tiirkiye'de Montessori Okullarinin Ydnetim ve
Finanasman Bakimindan Incelenmesi”®, Korkmaz (2005) from Marmara
University studied at what extent schools in Turkey claiming to employ
Montessori teaching methods meet the Montessori standards. This research has
yielded the following results: 60% of schools where Montessori approaches are
implemented meet 85% of the requirements in Montessori standards whereas
the rest of the schools (40% of schools) fulfill less than 85% of the
requirements in Montessori standards. This research was also published as a

book.

Kogyigit and Kayili (2008) have conducted a research in which social skills
between preschool children who were exposed to Montessori methodology and

those who have not are compared. The test group consisted of 62 students

7 The name of the book can be translated as " How to Raise a Self-Confident Child
through Montessori Method?”.

8 The name of the book can be translated as " From the Footprint of the Child”.

 The name of the thesis can be translated as "Studying Schools in Turkey where
Montessori Methods are followed from a Financement and Management Perspective".
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attending Montessori schools and 60 students not exposed to Montessori
methods at their schools, which makes 122 students in total. Data was collected
using the "Nursery Class and Preschool Behaviour Scale". The findings
suggested that there is significant difference in sub dimension scores related to
social cooperation, social interaction and social independence among children
who attend schools following Montessori methods when compared to children

who attend schools following conventional curricula.

In her master thesis, Ongdren (2008) from Selcuk University studied the
effectiveness of Montessori method in the attainment of geometrical shapes
among children of 4 and 5 years of age who attended preschools. This research
focused on 20 of students attending Montessori schools and 20 other students
not attending Montessori schools between 4 and 5 years of age, which made 40
students between 4 and 5 years of age. The research suggested that children in
the test group who were taught in the Montessori way have better attainment of
geometrical shapes when compared to students in the control group who
received education in the scope of the MoNE Preschool Education Programme

of the Ministry of National Education.

In her master thesis, Yigit (2008) from Sel¢uk University made a comparison
between Montessori Method and traditional education method to understand
which one is more effective in the acquisition of the concept of number among
children of 4 and 5 years of age attending preschool institutions. The research
focused on 20 students receiving Montessori education and 20 other students
not receiving this kind of education. Attainment Assessment Form was used as
a tool to collect data in this research. The test group was exposed to Montessori
education method whereas the control group was educated in a traditional way.
This research has revealed that the level of attainment of the number concept
among children in the test group exposed to Montessori education methods is
higher than the level among children in the control group receiving education

in a traditional way.
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In her master thesis, Beken (2009) from Adnan Menderes University made a
comparison between Montessori programme and Preschool Education
Programme of the Ministry of National Education to understand which one is
more effective in developing manual skills among children. The research group
consisted of 32 children between 5 and 6 years of age. Manual Skills Control
List was used as a tool to collect data in this research. The test group was
exposed to Montessori education methods whereas the control group was
education in compliance with MoNE Preschool Education Programme. The
research revealed that the level of development of manual skills among
children in the test group exposed to Montessori education methods is higher

than the level among children in the control group.

Kayili, Kogyigit and Erbay (2009) studied the effect of Montessori method on
the receptive language skills of children between 5 and 6 years of age. This
research was carried out with essay form. The study group in this research
consisted of 20 children receiving Montessori education and 20 children who
are not exposed to Montessori education, which makes 40 children in total.
Peabody Picture-Vocabulary Test was used as a tool to collect data in this
research. This research revealed a significant difference in the receptive
language skills of five and six year old children who receive Montessori
education and children of the same age group receiving education as defined in

the MoNE Preschool Education Programme.

In his master thesis at Selcuk University, Kayili (2010) studied the effects of
Montessori method on preschool children's readiness to primary education. The
test group in the research consisted of 50 children of 5 years of age in total; 25
being in the test group receiving Montessori education and 25 being in the
control group. As a result of the study, it was found out that the children who
were educated in Montessori way had higher level of school maturity, social
skills and concentration skills when compared to those who were not exposed

Montessori education methods.
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In his doctoral study at Gazi University, Durakoglu (2010) examined the views
of Montessori on "the nature and education of the child" by addressing various
elements of this education. This study was enriched with the information on
both the theory and the practice and in the last section, the reflections of the

Montessori system in Turkey.

Toran (2011), in his doctoral study at Gazi University, examined the effects of
Montessori educational method on acquisition of concepts of children between
4-6 years of age (levels of being ready for school, direction/location,
individual/social awareness, building/material, quantity/sequence), social
compliance (communication, daily life, socialization and motor skills) and
small muscle motor skills. In this study, the experimental design with pre-test,
final test and experiment-control group was used as the research model. The
experimental group consisted of 24 children aged between 4-6 receiving
Montessori education and the control group consists of 24 children studying at
a school where the MoNE Preschool Education Program is implemented. For
data collection Bracken Basic Concept Scale-Revised, Vineland II Compliance
Behaviour Scale and the Small Muscles Motor Skills Observation Form were
used. According to the research, it was found out that there is a significant
difference in the concept acquisition, social compliance and small muscle
motor skills of the children who receive education according to the Montessori

educational method.

Sahintiirk (2012) conducted an experimental research with 44 preschool
students. Experimental group was the students who were attending a
Montessori preschool in Ankara and the control group was the students who
were attending a regular preschool in the same city that applied Ministry of
National Education’s (MoNE) standard preschool program. Her purpose was
to explore impact of Montessori education on preschooler’s creative thinking.
During the study, Torrance Test of Creative Thinking was used as a data

collection tool and she scored students’ creativity on four scales which were
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fluency, flexibility, originality and elaboration of the thinking. The results
revealed that there were meaningful differences on all scales in favors of the

experiment group.

The aim of this study, carried out by Bayram (2014) in the Clinical Psychology
Department of Uskiidar University, is to examine the role of the method that
Montessori put forth based on the observations she made, in 'values education'.
The research is prepared through historical method based on the literature
review model. In the study, Montessori's theoretical knowledge and empirical
studies involving the value education are dealt with as a whole. The study
broadly addresses Maria Montessori’s life and especially the Montessori
education in the preschool period. The techniques used by the Montessori
Method to bring in values education are specified. The studies on the subject
are compiled and the success of Montessori in bringing values education has

been revealed.

This study was carried out by Kayili (2015) in order to examine the effect of
Montessori method supported by the Social Skills Training Program on the
understanding of emotions and social problem-solving skills of preschool
children. The study group consisted of 53 children who attended Ihsan
Dogramaci Practice Preschool of Faculty of Health Sciences of Selguk
University in Konya province during the 2013-2014 school year. Wally
Feelings Test and Wally Social Problem-Solving Test were used as data
collection tools in the study. Tests were applied to children before and after the
trial, and reapplied to the trial group six weeks after the end of the training
program. Kruskal Wallis H test and Wilcoxon Signed Rank test were used in
the analysis of the data obtained during the study. A significant difference was
found in favor of the trial group, when the findings were examined. The
general conclusion reached in the direction of the findings is as follows: The
Montessori method, supported by the Social Skills Training Program,

positively influences the understanding of emotions and social problem-solving
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skills of the preschool children, and is more effective than the purely practiced
Montessori method and the MoNE preschool education program, in terms of

the ability to understand emotions and solve social problems.

Kegecioglu (2015) investigated the social skills of preschool children
according to educational program that they attended. Personal information
form and social skills scale were completed by the families and teachers of 303
students who receive education either in MoNE’s standard preschool program
or in Montessori approach in Istanbul. Her analysis showed that students in
Montessori preschools had higher communication skills, on the contrary,
behavior problems of children were much higher in the students who were
attending regular preschools those applied the MoNE’s standard preschool

program.

In this study, prepared by Seker (2015) as a master thesis, motor skills of 5-
year-old children continuing their preschool education in the countryside and
those of the 5-year-old children getting Montessori education were compared.
The study group consisted of 25 students from the nursery class of Kandil Sehit
Ersan Seker Elementary School under Konya Provincial Directorate of
National Education, and 15 students getting Montessori education at Thsan
Dogramaci Practice Preschool of Selguk University. The motor development
skills of the children were measured through the "LOS KF 18" scale. The data
obtained from the scale were analysed via SPSS 18. According to the results,
there was no significant difference between the average motor development
skill scores of the 5-year-old children getting Montessori education and those
of the 5-year-old preschool children in the countryside. There is no significant
difference between motor development of girls and motor development of
boys. It has been found that there is no significant difference between the
average motor development scores of girls getting Montessori education and

those of boys. It has been found that there is no significant difference between
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the average motor development scores of preschool girls in the countryside and

those of boys.

In this study conducted by Bayer (2015), the effect of Montessori Method on
self-care skills of preschool children aged 36-66 months was examined. The
dependent variable of the study is the self-care (personal care and cleaning,
eating, resting, dressing, avoiding accidents, organising environment) skills of
the children, and the independent variable is the Montessori Method. The study
group of this research consists of children aged 3-6 years, getting education at
fhsan Dogramaci Practice Preschool in Konya province during 2013-2014
academic year, who were selected by neutral appointment. 40 children,
including 20 for the test group and 20 for the control group, were included in
the study. While the working group of the study was created, the age variable
was considered and the groups were equalized. In the study, Self-Care Skills
Assessment Test was used to determine the self-care skills of the preschool
children. Tests were applied to the children before and after the trial, and five
weeks later, they were reapplied to the test group in order to measure the
persistence of the training. Mann Whitney U Test and Wilcoxon Signed Rank
Test were used in the analysis of the data obtained during the study. The
overall conclusion reached in the light of the results is that the Montessori
Method contributes positively to the self-care skills of preschool children and
1s more effective than the cleaning and personal care, eating, resting and

dressing skills as per the MoNE Preschool Education Program.

The aim of this research conducted by Giilkanat (2015) is to measure the views
of the preschool teachers regarding the educational practices carried out
through the Montessori method. The study was designed within the scope of
quantitative research. Participants consisted of 100 teachers working at
preschool institutions that provide education according to the Montessori
philosophy under the Ministry of National Education during 2014-2015

academic year. The research was carried out across Turkey with 100 teachers
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working in Ankara, Bursa, [stanbul, Izmir, Izmit, Konya, Nevsehir, Tekirdag,
Tokat, Malatya provinces. The data of the research were obtained through the
Attitude Scale Questionnaire developed by the researcher. 15.0 version of the
SPSS program was used for the data analysis. From the analysis methods, Chi-
square analysis test was carried out. At the end of the research, it was
determined that there is a meaningful difference in the variables of "How did
you decide to get Montessori education?" and "Which teaching system is
applied at the institution you are working for?". When the findings were
examined, it was determined that the teachers who chose to apply this method
as their own preferences internalized the method more. For the teachers who
implement this method with the guidance of the institution they are working

for, it has been concluded that they internalize this method in a longer time.

This study by Asliyiirek (2015) aims to assess the effectiveness of the
Montessori Education Program in bringing motor skills, visual perception and
memory, hand-eye coordination, and small muscle skills of children from 4-5
age group. For this purpose, Montessori Education Program and MoNE
Preschool Education Program were applied to the 4-5 age group children
studying at Bahgelievler Municipality Preschool to bring them motor skills,
visual perception and memory, hand-eye coordination, and small muscle skills,
and it has been investigated which method is more effective. The study group
is composed of 4-5 year-old preschool children who are educated in Istanbul
province, Bahgelievler district, Bahgelievler Municipality Preschool during
2014-2015 school year. The research consisted of 40 children in total 20 of
them educated as per MoNE Preschool Education Program including 10 kids
aged 4 and 10 kids aged 5, and a mixed group of 20 kids aged 4-5 educated as
per the Montessori Training Program. In order to obtain information in
accordance with the purpose of the study, the children were applied a pre-test
before the training and the Gesell Developmental Test and the Denver II
Developmental Screening Test as the final test after 12 weeks. The study has

founded that there was no significant difference between the pre-test
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achievements of the children educated as per the Montessori Training Program
and MoNE PreSchool Education Program while there was a significant
difference between the post-test success in favor of the group trained as per the

Montessori Training Program.

In this research for the master thesis, Selguk (2016) investigated the effect of
Montessori Method on the large muscle skills of the preschool children. The
study group consisted of 40 children (36-60 months old) who attended Thsan
Dogramaci Practice Preschool of Faculty of Health Sciences of Selguk
University in Konya province during the 2014-2015 school year. Large Muscle
Skills Measurement Test (BUKBOT, Turkish abbreviation of the test) was
used as data collection tools in the study. Tests were applied to children before
and after the trial, and reapplied to the trial group on weeks after the end of the
training program. Mann Whitney U Test and Wilcoxon Test were used in the
analysis of the data obtained during the study. When the final average scores of
the test and control group children at the Large Muscle Skills Measurement
Test were compared, a significant difference was found in favor of the trial
group, when the findings were examined. The general conclusion reached in
the direction of the findings is that the Montessori Method has a positive
impact on the large muscle skills of the preschool children, and it is more
effective than MoNE Preschool Education Program in terms of large muscle

skills.

2.4.3.Studies/researches and books published in Turkey on mainstreaming
and inclusion in line with Montessori approach

Montessori apprach was first employed in Turkey in 1970 by the Istanbul
University Capa Child Psychiatry Department in order to provide educational
therapy to children and it has been in use for about 15 years (Korkmaz, 2012).

Emel Cakiroglu Wilbrandt who worked towards establishing a mainstream

preschool and rehabilitation center for Istanbul Binbirgigcek Foundation for
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children with intellectual disabilities in 1995 and she focused on training of
trainers. After that, she also established a Montessori Center at Abant [zzet
Baysal University in 2007 within the scope of mainstreaming education project

(Durakoglu, 2010).

Following such developments, Erben conducted a study in 2005 in which the
target group was disabled students. She studied whether 'geometric solids'
which are part of Montessori training Materials have any effect on receptive
language skills and visual perception level of children with intellectual and
hearing disabilities. Target population of the study consisted of 40 children in
total, being 20 children with hearing disabilities attending the Rehabilitation
Center for Persons with Hearing and Speech Disabilities in Konya and
Education and Protection Foundation for Children with Intellectual Disabilities
and having the skills determined as pre-requisite (ten children in the control
group - ten children in the test group) as well as 20 other children with
intellectual disabilities (ten being in the control group - ten being in the test
group). A control group model involving pre-tests and post-tests was used in
the research. Six weeks after the beginner level was identified, 'geometric
solids' as part of Montessori Training Materials were used to understand the
effectiveness of the program. When the beginning level and the test level that
the students have attained after a period of 6 weeks were compared for each
group, it was found out that the beginning level of children in the test group
with hearing disabilities was equal to that of the control group and there was no
significant difference between test level of both groups after 6 weeks. When it
comes to students in the test group with intellectual disabilities, it was found
out that the beginning level of the test group was equivalent to that of the
control group. However; there was a significant increase in their test level after
six weeks. Control groups were exposed to traditional education methods for 6
weeks. It was revealed that there was no statistically significant difference
between their beginning level and the test level that they attained after 6 weeks

(Toran, 2011).
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As of the school year 2008 — 2009, Ministry of National Education provided
support to implementing Montessori methods. As part of the “Inclusion of
Disabled and Non-Disabled Children in Preschool Education" project,
Montessori education methods were used in a classroom of Mehmet Ali Tiirker
Preschool School in Bolu. As part of the activities of this project, Wilbrandt,
Aydogan and Kiling (2008) published a book called "Montessori Yontemiyle
Kaynastirma Egitimi"!°. The book explained the background of Montessori

approach and its importance in mainstreaming education.

Izmir Provincial Directorate of National Education launched the Montessori
Children's House of Life Project in order to prepare the most appropriate
environment for the children with hearing impairments where s/he can find
anything s/he needs to be independent and to optimize his/her language

development (Coskun, 2009).

Another development is the establishment of "Montessori and Inclusive
Education Development Association" in Istanbul in 2010. Then, as an attempt
of this organization, a preschool where Montessori method is followed was

established with the initiation of parents (Korkmaz, 2012).

Additionally, Montessori methods are employed in two classrooms established
in the early childhood education center of MEV Gokkusagi Primary School in
Ankara, which provides an inclusive environment for disabled students
primarily those with cerebral palsy (CP). Furthermore, Montessori education
methods are also employed in one classroom found in the early childhood
education center of Kemal Yurtbilir Primary schools in Ankara, which
provides an inclusive environment for disabled student primarily those with

hearing disabilities.

1 The name of the book can be translated as "Mainstreaming Education using
Montessori Methods".
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2.4.4.Montessori approach and problems faced in Turkey

There are two main issues regarding why Montessori approach cannot become
widespread in Turkey. First of these reasons is that centralist educational
structure of the MoNE does not allow the educators to administer alternative
educational methods in schools (Durakoglu, 2010), since MoNE requires the
school to follow MoNE’s standard curriculum. That is why Montessori
approach can be applied only in preschools that have a more flexible
educational program and it is allowed to combine alternative education
approaches with this program in Turkey. However, it is not possible to follow
Montessori approach in subsequent educational levels after preschool

(Korkmaz, 2012).

When we compare MoNE’s current preschool education program and
Montessori approach, it is clear to see that there are some major differences
between these two educational systems in terms of their objectives. For
example, preschool education in Turkey focuses more on the acquisition of the
social life skills while the Montessori approach focuses on the individual
development. Again, MoNE’s program focuses more on the national values
while the Montessori approach focuses on the global values (Durakoglu, 2010).
When they are compared according to the educational environments, MoNE’s
program focuses on the importance and existence of the learning centers in the
classroom (MoNE, 2013). However, Montessori approach does not focus on
the learning centers (in other words activity corners), on the contrary, it
provides a free choice atmosphere for the child so that s/he can study in every
environment in and out of the classroom context (Topbas, 2004). For this
reason, the Montessori approach and MoNE’s program have substantial

differences in terms of their philosophies and practices (Durakoglu, 2010).

Another issue is that most of the schools following the Montessori approach in
Turkey are private schools, for this reason a majority of the society cannot

access to this education (Korkmaz, 2012). Due to the same reason, sharing
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information and experiences among schools and teachers become very difficult

in practice.

Montessori materials are another reason of not preferring to follow Montessori
approach in the schools. Since the materials are not manufactured in Turkey,
they need to be procured by schools through importing from other countries
that makes materials quite expensive for the budgets of many schools

(Korkmaz, 2012).

Montessori trainer is the key problem in terms of making the approach
widespread and keeping the high standards of quality in the education.
Montessori trainers' training can be received only in foreign countries as there
are no accredited Montessori teaching training institutions in Turkey. For this
reason, sending the educators abroad is seen to be very expensive for the
schools, thus these conditions limits the number of schools which practice
Montessori approach. Alternative solution for sending the teachers to abroad
for receiving Montessori training is to bring the trainer from abroad to Turkey.
However, this causes to reach limited number of teachers and it does not help
to sustain in-service trainings for a long term. (Korkmaz, 2012).

Accredited Montessori organizations are the main mechanism to inspect the
schools in foreign countries; however, this system does not exist in Turkey. For
this reason, families are the most important elements of the system to assess the
implementations of Montessori schools. Thus, families who want their children
to study at Montessori schools should be aware of this situation and should
question the practices. However, there is a clear vicious circle on this issue,
since the families’ knowledge on Montessori approach is very limited and the
schools also work to inform families about the components, principles and
practices of Montessori education. (Korkmaz, 2012). Under these conditions, it
will be difficult to able to receive such support from families for the

inspections of the schools.
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2.4.5.Examples of including Montessori approach into teacher training
programs in Turkey

In the teaching program of the department of early childhood education at
Abant izzet Baysal University, the Montessori education is given as a selective

course (Korkmaz, 2012).

In the Child Development program at the Faculty of Vocational Education in
Selguk University, there is a course called "The Montessori Approach ". Maria
Montessori's life and educational philosophy are taught within the scope of this

course.

Within the scope of “Montessori Educational Approach Application and Make
it Widespread” Project which run by the Child Development Program at
Vocational Education Department of Gazi University with the cooperation of
General Directorate of Preschool Education; preschool teachers working at
independent preschools in Ankara received an applied training on Montessori

education (Korkmaz, 2012).

The Foundation for the Support of Women's Workis a civil society
organization established in Istanbul in 1986. This organization has been
developing and implementing programs in 4 main fields and one of these fields
is early childhood education. In 2015, the project called "Montessori
Education in the Neighborhood Nurseries of Istanbul" was run by the
foundation and financed by Istanbul Development Agency. Project provided
40 hour Montessori teacher training to preschool teachers, interns and
candidate teachers. There were theoretical and practical modules of training
starting on April 6, 2015. The participant teachers had the opportunity to make
observations in the fully established Montessori model class for the 3 - 6 ages
group prepared within the scope of the project. The trainings were given by a
certified teacher trainer from Montessori Center International (MCI).

Participants who completed the full 40 hour training received a London
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Montessori Center International (MCI) approved participation certificate.

(Istanbul’un Mahalle Kreslerinde Montessori Egitimi, 2015).

2.5.Importance of teachers’ views

The teacher is the person who specializes in teaching in order to guide and help
the students and parents to realize educational objectives in different systems,
organizations and levels in the most effective way by creating the most
effective teaching-learning environment (Basaran, 1993). In other words,
she/he is the bridge between students and education program as well as the
guide of parents for the education and development of their children.

Working on the views of teachers helps educators and researchers to
understand the working and non-working parts of the education practice and to
find effective solutions for the benefits of all stakeholders in the system.
Teachers’ views clearly affect the ecology of their classroom that also affects
children’s participation and engagement in the activities in that classroom
(Fyssa, Vlachou, and Avramidis, 2014). Their views also affect the children to
have the positive feelings for the school (Sar1, 2007).

2.6. Preschool teachers’ views on inclusive education

As it was mentioned various parts of this and previous chapter, Montessori
education is practiced only in early childhood education programs in Turkey
and therefore preschool teachers working in Montessori preschools are the only
practitioners of Montessori approach in the country for now. For this reason, in
order to understand the views of the teachers on inclusive education in
Montessori approach, it was necessary to work with preschool teachers and to

understand their views on inclusive education.

Many academic studies on inclusive education practices emphasize the

importance of teachers’ positive views and practices on the acceptance of

49



children with disabilities into regular schools and on the success of inclusive
education, on the other hand, numerous studies underline the problems and
their reasons that preschool teachers experience while working with disabled

children.

2.6.1.International studies on preschool teachers’ views on inclusive
education

Samadi and McConkey (2018) carried out a study in order to understand the
perspectives on inclusive education of preschool children with autism spectrum
disorders and other developmental disabilities in Iran. They had in depth semi-
structured interviews with 2 head teachers working in preschools. According
the results, the head teachers confirmed that inclusion is one of the important
rights of children, on the other hand, they emphasized three main challenges
that teachers face during inclusive practices. These are coping with the diverse
level of functioning of children with disabilities (especially who do not have
self-help skills or with behaviour problems), the need for special devices and
training of teachers, and challenging the negative reactions of parents of non-

disabled children.

Ramli (2017), in her doctoral study at Leeds University, studied the views of
preschool teachers towards inclusive education introduced by Malaysian
Government in Malaysian preschools. In this study, 421 preschool teachers in
one Malaysian state completed a survey and 18 took part in a semi-structured
interview. Results revealed that although teachers have positive views about
inclusion, they felt inadequate about their skills and training, resources and
facilities as well as knowledge and awareness about IE and children with
special educational needs. Therefore, at the end of her work, Ramli
recommended improvements to in-service teacher professional development
and pre-service teacher education courses as well as the upgrading of preschool

facilities.
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Fyssa, Vlachou and Avramidis (2014) examined early childhood teachers’
understanding of inclusive education and associated practices in Greece. The
study group in this research consisted of 77 teachers from 47 different
preschool settings and data were gathered through semi-structured interviews.
Most of the teachers thought that children with disabilities were experiencing
significant difficulties in their engagement during free-play as well as
structured/semi-structured activities. At the end of this study, the researchers
underline the requirement of shifting away from a narrow individualistic-
deficit assumption of disability towards a socio-constructivist conceptualisation
of ‘diversity’ and emphasized the need of establishing inclusive school

cultures.

Sukbunpant, Arthur-Kelly and Dempsey (2013) worked with Thai preschool
teachers’ worked in government run public preschools in the upper northern
part of Thailand in order to understand their views about inclusive education
for young disabled children. They conducted a mixed method research. In
quantitative data collection part, they reached 528 preschool teachers and asked
them to fill out a self-reported questionnaire called Thai Preschool Teachers’
Perceptions on Inclusive Education Rating Scale. And in qualitative part, the
researchers made semi-structured interviews with 20 preschool teachers. The
results of the study indicated that many preschool teachers described
themselves as undertrained about teaching to children with disabilities and they
mainly believed that placing these children at special education
schools/classrooms was better for their development. Additionally, many
teachers found that inclusive education was difficult to practice because of

denying behaviors of parents about disability of their children.

Huang and Diamond (2009) examined preschool teachers’ views about
including children with disabilities in programs designed for typically
developing children. They worked with 155 preschool teachers from two

Midwest states in the United States. Teachers shared more positive views on
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the inclusion of children with mild disabilities (e.g, children with Down
syndrome) and those with physical disabilities (e.g., cerebral palsy).
Additionally, the results also showed that teachers’ education and experience
working with disabled students were correlated with their level of comfort in

the classroom.

Naidu (2000) qualitatively worked with 4 preschool teachers working in Head
Start Programme in Midwest, in the United States in order to understand
conceptions of teacher about full inclusion of children with disabilities in
preschool level. The study found that teachers viewed inclusion as an ethical
obligation for all children, which showed that all children are teachable and a
good environment for children to express themselves. Also, the teachers
underlined the importance of inclusion on helping them to see as a social

change agent.

Barrafato (1998) worked with 8 inclusive and non-inclusive regular classroom
teachers from 2 schools in Montreal, Canada. She aimed to understand
teachers’ views about which support factors were needed for the successful
inclusion of children with disabilities at the early childhood level. The
researcher used 2 questionnaires that were the Attitudes Toward Inclusive
Education Scale and the Mainstreaming Questionnaire. According to the
results, the need of appropriate in-service training for teachers, availability of
support services for teachers and families, and smaller class sizes were the

mostly cited points.

2.6.2.National studies on preschool teachers’ views on inclusive education

In recent times, Batu, Odluyurt, Alagézoglu, Cattik and Sahin (2017) published
an article on the opinions of preschool teachers regarding inclusion. In this
study, they worked with 45 preschool teachers from 8 different schools in

Eskisehir, Turkey and the teachers’ years of experience were varied between 2-
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27 years. Data were collected by semi-structured interviews. The results
showed that even though the teachers have positive opinions about inclusion,
they still have lack of information about types of characteristics of disabilities
of children, effective teaching methods, and reasonable accommodation in

education.

Sucuoglu, Bakkaloglu, Akalin, Demir and Iscen-Karacasu (2015) conducted a
study to examine the effectiveness of teacher training programme about
preschool inclusion on teachers’ outcomes. Data were collected trough self-
reports of teachers and in-class observations of teachers, data collection was
repeated before, during and 6 months after the training. The findings revealed
that teacher programmes had significant effects on the views of teachers;

however, changes in their classroom behaviors were still very limited.

In her master thesis, Nacaroglu (2014) conducted a research to investigate the
views of preschool teachers towards inclusive education practices. A total of
109 preschool teachers were included into the study. 33-item Likert-type Scale
on Teachers' Opinions about Inclusive Education was used. According to
results, teachers stated that they have positive views about inclusive education.
In addition, teachers who received pre-service training on special education
and/or inclusive education showed more positive views compared to those who

did not receive training.

Varlier and Vuran (2006) examined the views of preschool teachers about
integration. They reached 30 preschool teachers working in public preschools
in Eskisehir, Turkey and all teachers had a disabled child in their classrooms.
For the data collection, semi-structured interviews were held. Findings
indicated that inclusive education should be given in preschool settings,
however, current working conditions at preschool were not suitable for
implementing qualified inclusive education and teachers were in need of

training on children with disabilities and inclusive education.
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Kaya (2005) investigated teachers' views about the implementation of inclusive
education in preschools in Turkey. He worked with 20 preschool teachers and
the results of the study indicated that preschool teachers partially met the
academic, social, emotional, and physical needs of children with disabilities
and they found themselves inadequate to train these children. Also, teachers
stressed that they could not receive any professional support from the
specialists in the field and could not attend effective inservice trainings during

their professional career.

Ozbaba (2000) investigated 32 preschool teachers’ attitudes toward inclusion
in preschool education and concluded that although teachers did not have
negative attitudes toward the inclusion of children with disabilities, teachers
felt themselves inadequate to meet the needs of these children due to the lack

of educational background in this field.

Temel (2000) conducted a research with 118 preschool teachers in order to
understand their views about inclusion education in preschool. The researcher
applied survey method and he found a significant relationship between positive
views and the number of courses taken in the undergraduate degree. Preschool
teachers who took courses about special education or inclusion during their
bachelor years showed more positive views for the inclusion of preschoolers

with disabilities.

2.7 Conclusion

As a result of the above-summarized state of the literature review, the current
study intended to conduct a qualitative study to understand the views of
Montessori preschool teachers on inclusive education in general and its
practices in Montessori approach. While inquiring the views of teachers on
inclusive practices in Montessori approach; questions on the context of

Montessori classrooms, roles of Montessori educators, Montessori materials,

54



and educational assessment strategies used in Montessori classrooms and the
family involvement policies of Montessori approach were asked in detail.
Lastly, it was aimed to define perceived advantages and disadvantages of

Montessori approach for the education of disabled students.
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CHAPTER 3

METHOD

This chapter is devoted to explain the method of inquiry of the current study.
The first section describes the design of the study. The second section presents
the sample of the study. The third section gives information about the data
collection instrument used in the study. The fourth section presents the data
collection procedure, and the fifth section explains the data analysis procedure.
The sixth section introduces validity and reliability procedures of the study.

Finally, the seventh section explains the limitations of the study.

3.1.Design of the study

The aim of this study was to investigate the views of Montessori teachers on
inclusive education in Montessori approach. Specifically, this study will focus

on the following research questions:

1. What are the Montessori teachers’ views on inclusive education?
2. What are the Montessori teachers’ views on inclusive education in
Montessori preschools?
a. What are the Montessori teachers’ views on the place of
inclusion in the philosophy of Montessori’s education
approach?
b. What are the Montessori teachers’ views on inclusive
education practices in the context of Montessori classrooms?
c. What are the Montessori teachers’ views on inclusive
education practices of Montessori educators?
d. What are the Montessori teachers’ views on inclusive

education practices regarding the use of Montessori materials?
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e. What are the Montessori teachers’ views on inclusive
education regarding the application of educational assessment
strategy used in Montessori classrooms?
f. What are the Montessori teachers’ views on inclusive
education regarding the family involvement policy of
Montessori approach?

3. What do teachers think about the advantages of Montessori approach

for the education of disabled students?

4. What do teachers think about the disadvantages of Montessori

approach for the education of disabled students?

In the light of this aim, the researcher conducted a qualitative research, since
the qualitative research design provided complex and detailed understanding of
the issue (Creswell, 2007) and more meaningful, clear, useful, and in-depth

results for this study.

The study employs phenomenology design that is the most common method of
qualitative research used in field of education. Its goal is not only discovering
the meaning but also constructing it (Tesch 1998; Van Manen 1990).
According to Licthman (2009), in phenomenology design, the researcher has a
role for filtering the meaning by using inductive ways with a descriptive
outcome and Creswell (2007) states that focus of the phenomenology design is
reaching to individuals’ shared experiences of a phenomenon. Qualitative
researcher focuses on the question of what the participants’ perspectives are
(Bogdan and Biklen, 2007). Thus, interviewing is one the basic qualitative
data collection methods in order to understand different point of views (Patton,

1992).

In this study, inclusive education in Montessori preschool education is defined
as the phenomenon and teachers’ views are the main focal point of the

researcher, which is in line with the focus of the phenomenology design.
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Although all of the participants in the sample were preschool teachers, their
professional backgrounds on Montessori approach and levels of experiences in
Montessori schools were varied. The data discussed in the current study was

obtained through semi-structured interviews with the teachers.

3.2.Participants

As it was mentioned in Review of Literature Chapter in detail, Montessori
approach is not accredited by any official institute in Turkey, therefore when
we mention about Montessori education in Turkey, we are talking about
schools that identified their programs as in Montessori approach. Therefore,
participants were selected among the professional teachers working in these
schools. Purposive sampling was used as one of the non-random sampling
techniques and among purposively selected sample; conveniently accessible

and volunteer participants were preferred to work with.

The participants of the study were teachers working in different Montessori
preschools in Ankara and Istanbul, Turkey. The researcher benefited from the
professional connections of her and her colleagues working in her current and
past work places for accessing to the participants. Moreover, snowball
sampling strategy used for reaching the some of the participants, therefore
participants asked for if they could suggest another person/colleague who were
in the participant profile and could be willing to participate in the study, and
thus those people also contacted for the study.

After the initial contact was established with the potential participants, they
were informed about the scope of the study and invited to be a participant.
Among 22 potential participants, a total of 18 Montessori teachers agreed to

participate in the study.
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Table 3.1 describes the demographic characteristics of the participating
teachers in terms of gender, age, graduated program and years of vocational

experience in teaching.

Table 3.1: Characteristics of participating teachers

Teachers’ Characteristics (N=18) f
Gender
Female 18
Male
Age
21-30 years old
31-40 years old
41-50 years old
51+ years old
Graduated Program
Child Development and Education
Preschool Teaching
Other
Teaching Experience
1-4 years
5-9 years
10-14 years
14+ years
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According to descriptive data presented in table 3.1, it can be seen that all
participants of the study were female teachers. The range of ages of teachers
changed between 25 and 54 years old. Half of the teachers (9 out of 18)
graduated from Child Development and Education department, and the rest
graduated from Preschool Education (or Early Childhood Education)
departments. Years of participated teachers’ teaching experiences ranged from

2 to 31 years.

Additionally, participants’ years of experiences and trainings that they received

on Montessori approach were questioned as well.
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Table 3.2: Participants’ experiences and trainings on Montessori approach

Teachers’ Characteristics (N=18) f
Have a training on Montessori approach
Yes 14
No
Years of experience as a Montessori teacher
1-4 years
5-9 years
10-14 years
14+ years

N

SN O

Participants were not required to have specific background on disability issues
and/or to have an experience about inclusive education or disabled students.
However, to get information about presently existing backgrounds of teachers
on inclusive education or disabled students, teachers were asked whether they
had taken courses on special education in their pre-service or in-service
trainings, whether they had a disabled relative/friend and whether they had a
teaching experience with a disabled student. Table 3.3 represents the findings

related to these data:

Table 3.3: Backgrounds of participating teachers on inclusive education

Teachers’ Characteristics (N=18) f
Took a course in preservice training
Yes 6
No 12
Attended an in-service training
Yes 4
No 14
Have a disabled relative/friend
Yes 8
No 10
Have a teaching experience with a disabled student
Yes 15
No 3

As it is seen in the data given in table 3.3, half of the teachers had either pre-
service or in-service training on special education and/or inclusive education

(only one teacher had both pre and in-service trainings). And 8 of the
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participants had a disabled relative or a friend. Most of them (15 out of 18)
surprisingly had a kind of experience on inclusive education practices (an
experience with a student with any kind of disability in a regular early

childhood classroom setting was defined as an inclusive education practice).

3.3.Instrument

In the present study, the data were collected with a semi-structured interview
protocol that was constructed by the researcher. Before developing the
protocol, the researcher reviewed the literature related to Montessori approach
and its practices with disabled students in preschool education (Boynikoglu,
2013; Centofanti, 2002; Guess, Benson and Siegel-Causey, 1985; Hale, 1992;
Pickering, 2003; Rudd, 2014) and the literature related to preschool teachers’
views on inclusive education (Barrafato, 1998; Batu, Odluyurt, Alagézoglu,
Cattik and Sahin, 2017; Fyssa, Vlachou and Avramidis, 2014; Huang and
Diamond, 2009; Kaya, 2005; Naidu, 2000; Nacaroglu, 2014; Ozbaba, 2000;
Ramli 2017; Samadi and McConkey, 2018; Sucuoglu, Bakkaloglu, Akalin,
Demir and Iscen-Karacasu, 2015; Sukbunpant, Arthur-Kelly and Dempsey,
2013; Temel, 2000; Varlier and Vuran, 2006). After the literature review, some
important upper themes were defined and following ones were selected in
order to construct the interview protocol considering the research questions: the
views on inclusive education concept, on the philosophy of Montessori
approach, on the education context in Montessori classrooms, on Montessori
educators and their teaching practices, on Montessori materials, on assessment
of achievement in Montessori classrooms and on family involvement policies
of Montessori approach. Additionally, views on the advantages and
disadvantages of Montessori approach for disabled students were questioned as

well.

Firstly, an initial interview protocol was designed with 21 open-ended

questions. The content and face validity of the protocol was conducted by two
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field experts from Early Childhood Education and Special Education
departments in order to understand whether the questions of the protocol were
relevant to the research questions. According to their advices, the language and
order of some questions in the protocol was modified in order to make them
more understandable and elaborative. Additionally, some sub-questions were
added in order to gain more understanding about the views of participants

about inclusive education in Montessori approach.

After the initial interview protocol was reviewed and redesigned completely, 5
pilot interviews were carried out with Montessori preschool teachers in order to
ensure the appropriateness of questions’ content and order, clarity of the
questions, and whether the participants had the same understanding of the
questions with the researcher. With the feedbacks of the pilot interviews, some
questions were revisited in terms of language. By paying attention to clarity
and consistency of the flow, the order of the some questions in the interview

protocol was changed as well and thus the protocol was finalized.

The final form of the interview protocol contained questions in three major
parts; these were demographic questions about participants, questions on
inclusive education and disabled students, and lastly questions on Montessori
approach and its practices (See Appendix B). Each part enriched with different
sub-questions. In the protocol, all questions were open-ended and aimed to
investigate the views of Montessori teachers on inclusive education in
Montessori approach. The final version of the protocol was re-reviewed by the
same field experts who reviewed the first version and it was piloted with 2
teachers again. The piloting of the reviewed interview protocol revealed no

change in the final form.
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3.4.Data collection procedure

In order to conduct the current study, before administering the instrument, the
researcher obtained necessary permissions from the Middle East Technical
University Human Subjects Ethics Committee (see Appendix A). After getting
the permission, the researcher contacted selected participants to inform about
the study and ask whether they would like to participate in the study or not.
Then, she scheduled the appointments with the volunteering participants via

email or phone call.

On the interview site, first, the researcher explained the aim of the study briefly
to the participants and distributed the informed consent form (see Appendix C)
to ask for their voluntary participation. Then, she started to ask the interview
questions. The questions were asked in the same order to each participant and
the answers were audio-recorded with the permission of the participants. There
were participants who did not allow the researcher for audio recording. For
those participants, the researcher took handwritten notes to record their

answers.

Teachers were encouraged to express their views in detail. When they seemed
to have difficulty with answers (especially answering on different disability
conditions), some sub-questions were asked to teachers. Interviews were held
in an empty room/classroom in teachers’ schools. During the interviews, the
researcher tried to stay alone with the participants and to keep the room silent

in order to prevent any external interruptions.

The researcher had the "Special Education Services Regulation" with her
during the interviews. Some teachers answered the questions looking at
definitions in the regulation to be able to comprehensively think of the

disability groups covered by the regulation.
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Data collected between January 2015 and June 2016 and each interview held

approximately in 45-75 minutes.

During the process of data transcribing, it was noticed that in two interviews
there were incomplete or unclear responses and unanswered questions. For
those participants, the researcher re-communicated with them and held short

interviews to clarify the missing and ambiguous parts.

3.5.Data analysis

By using the content analysis method, the content of the recordings and the

handwritten notes were analyzed.

For this analysis, firstly the researcher transcribed the data obtained from one-
to-one interviews verbatim. After that, the transcribed, noted, and written data
from all participants read couple of times and reviewed in order to ensure its
clarity and integrity. Consequently, for each question, the answers were
categorized and then the repeated answers were defined and noted with their
frequencies. Additionally, several quotations for each category were recorded

to enrich the description of the answers.

As Creswell (2007) suggested the data analysis process should be conducted by
two independent coders to minimize the subjectivity. One of the coders was the
researcher herself and the other coder was an 8 year experienced preschool
teacher with a master degree. The second coder was first informed about the
scope of the study and the data analysis procedures. Then, both coders
developed their own codes, they worked independently through their own code
list, analyzed the data by coding the responses under each question, and
counting the frequencies of these codes. After the coding of all the responses
completed, the two coders compared their codes and coding in order to

determine the inter-rater reliability. Comparison procedures revealed that the
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coders had a full consensus on all of the codes and the coded responses in
terms of categories and the frequencies, and then writing process for findings

started by the researcher.

Based on the literature review, upper and sub themes were defined and the list
of questions in the interview protocol was designed parallel to these themes.
This means that teachers were interviewed with set of questions ordered in
three main themes (demographic info, views on inclusive education and views
on Montessori Approach). At the end of the analyzing procedure, in the
“findings” chapter, obtained responses were written in the flow of questions
asked in the instrument and discussed in the same way in the “discussion”

chapter. Table below shows the upper and sub themes of this study:

Table 3.4: The upper/sub themes of the study

Views on inclusive education
Views on inclusive education in Montessori preschools
views on the place of inclusion in the philosophy of Montessori’s
education approach
views on inclusive education practices in the context of Montessori
classrooms
views on inclusive education practices of Montessori educators
views on inclusive education practices regarding the use of Montessori
materials
views on inclusive education regarding the application of educational
assessment strategy used in Montessori classrooms
views on inclusive education regarding the family involvement policy of
Montessori approach
Advantages of Montessori approach for the education of disabled students
Disadvantages of Montessori approach for the education of disabled students

3.6.Validity and reliability

Strategies suggested by Creswell (2007) were used in order to enhance the
validity and reliability in the present study. For assessing the accuracy of the
process, during the whole procedure, an external consult specialized in
qualitative research examined the steps of the study. Long-standing

expeience of the researcher in inclusive education and disability field was an
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advantage for the data collection procedure, on the other hand, it could also
be considered as a disadvantage addressing possible researcher bias (Padgett,
1998). Therefore, in order to clarify the researcher’s bias, the researcher’s
position was defined explicitly to the readers in this chapter. To minimize
subjectivity on the outset of the study, two independent coders worked on
the findings and a full inter-coder agreement was provided. Additionally, the
findings were given by rich and detailed quotes as well as with the
participant codes and their frequencies in order to enrich the description of

the themes.
3.7.Limitations

The findings of this study were limited with answers of 18 Montessori
teachers working in Montessori preschools located in Ankara and Istanbul.
Participating teachers were working either in public or private preschools.
The limited number of teachers, school types and the nature of the inquiry
method did not allow the generalization of findings for a larger group of

teachers.

Gender can be considered as another limitation of this study, since all of the
participating teachers were female. Although in this study there is no
particular aim to seek a correlation between the teachers’ answers and
gender variable, occasionally gender can be an important factor in views on
and attitudes toward inclusive education (Avramidis, Bayliss and Burden,

2000; Kuester, 2000).

Participants were not required to have specific background on disability
issues and/or to have an experience about special education/inclusive
education. However for some participants, this was a drawback while

thinking about possible disabled student profiles and their educational needs.

Moreover, only data collection source was one-to-one interviews with the

teachers. Thus, whole analyses were built on the data obtained from a single
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type of data source (interviews). The participants’ views were not supported

or crosschecked by the observations of their teaching practices.
3.8.Easy to read version of this study

Accessibility is a significant right defined in Article 9 of the UN Convention
on the Rights of the Persons with Disabilities. This article states that States
Parties shall take appropriate measures to ensure persons with disabilities
access, on an equal basis with others.... to information and communications.
(UN CRPD, 2007). According to Nomura, Nielsen and Tronbacke (2010),
easy to read is the design to make linguistic adaptations in complex text in
order to enable them understandable for people at different age and ability
groups, therefore “providing easy-to-read materials is a matter of

democracy and accessibility” (p. 3).

Easy to read texts are also supported with illustrations to depict the content
of the texts in a concrete way and to make the messages given in these texts

more comprehensible for the readers.

To make this study acccesible for the readers at different levels of
comprehension, the researcher wrote the easy to read version of this study.
And the illustrations were drawn by a professional illustrator - Ms. Eda
Dereci — with the input and comments of the researcher. First draft of the
written text and the illustrations were tested with 3 (three) people with
intellectual disabilities older than 25 years of age and the text was edited and

finalized with their feedbacks.

In the Appendix E, the easy to read version of this study can be seen with

relevant illustrations.

67



For this study, I visifed preschools fo ask questions to
teachers.

Some schools were in Ankara and some were in Istanbul.

1 held the interviews with teachers in an empty room or a
classroom in teachers’ schoals. I tried to stay alone with the
teachers and keep the room silent in order fo keep their
attention.

1 asked the queston in the same order fo each teacher and I
audio-recorded the answer with the permission of the
teachers.

Figure 2. A sample figure from easy to read version of this study.
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CHAPTER 4

FINDINGS

The purpose of the study is to explore the views of 18 Montessori teachers on
inclusive education in Montessori approach. Participants were selected from
Ankara and Istanbul and their views were investigated by a semi-structured

interview protocol. The research questions of the study were:

1. What are the Montessori teachers’ views on inclusive education?

2. What are the Montessori teachers’ views on inclusive education in

Montessori classrooms?
a. What are the Montessori teachers’ views on the place of
inclusion in the philosophy of Montessori’s education
approach?
b. What are the Montessori teachers’ views on inclusive
education practices in the context of Montessori classrooms?
c. What are the Montessori teachers’ views on inclusive
education practices of Montessori educators?
d. What are the Montessori teachers’ views on inclusive
education practices regarding the use of Montessori materials?
e. What are the Montessori teachers’ views on inclusive
education regarding the application of educational assessment
strategy used in Montessori classrooms?
f. What are the Montessori teachers’ views on inclusive
education regarding the family involvement policy of
Montessori approach?

3. What do teachers think about the advantages of Montessori approach

for the education of disabled students?
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4. What do teachers think about the disadvantages of Montessori

approach for the education of disabled students?

These research questions were supported through some sub-questions in the
interview protocol, thus participants’ views were investigated through these
various and detailed questions. In the interview protocol, the questions have

been classified under these main headings:

a. General information about the participants

b. Montessori teachers’ views on inclusive education

c. Montessori teachers’ views on Montessori’s educational approach

d. Perceived advantages and disadvantages of Montessori education for

disabled students

For the findings of the study, qualitative analyses were performed and at the
end of the analyzing procedure, obtained responses were grouped carefully and
associated with above-mentioned themes. Under the headings of these themes,
all findings were presented by the frequencies of the responses and they were

enriched by detailed quotations.

Questions asked under “general information about the participants” heading
aim to find the demographic information of teachers. All the answers to these
questions were given in detail in Chapter 3 of this study. Therefore, they were

not presented again in this chapter.

After asking questions to get the demographic information of teachers, in the
second phase, teachers were asked to share their views and feelings on
inclusive education and disabled students. Therefore, this chapter started by
presenting the responses obtained under ‘“Montessori teachers’ views on

inclusive education” heading.
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4.1.Montessori teachers’ views on inclusive education

The first question asked to teachers in this section aimed to learn that what is
the first thing that comes to teachers’ minds when they think of disabled
students. Most of the teachers (n=15) answered this question by referring the
developmental delays and incompetencies of disabled students. And they
underlined that disabled students are children who are in need of special

education most of the time.

Some children have developmental incompetencies in cognitive
behaviour, sensory-motor features, communicational skills and
functions compared to their peers. One or more incompetencies in
these development areas might have an adverse effect on the
education of the child and lead to a special education need for the
child. (T9)

If a student is experiencing intellectual or physical challenges, has
behavioural problems, 1is experiencing communicational
problems, this student is a student with special education need.
(T12)

In the next question, teachers were asked what they understand from the
expression "inclusive'! education". Almost all of the teachers (n=17) described
inclusive education as an educational model where special education students
received education with their non-disabled peers. One teacher (T15) explained
inclusive education as “providing education and training to students with
special education needs in regular classes, with their peers who demonstrate
normal development. In this education system, an individualized education
plan is implemented for these students and supporting education is provided”
(T15) and another teacher also added by saying “it is providing education to

disabled students in regular classes with their normal peers. (T17).

I The term "inclusive" was a new term for most teachers, therefore in order to make the
researcher’s questions and statements more comprehensible, questions were asked using the
terms "inclusive" and "mainstreaming" alternately.
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In the following question, the teachers were asked about their views on
"disabled students receiving education in the same class with their non-
disabled peers". In their responses, some teachers expressed negative (n=6),
some positive views (n=10). Teachers who shared negative views mainly
focused on crowded classrooms, inadequate pre and in-service trainings about
children with disabilities and inclusive education, and lack of physical
infrastructure of the schools. For example, T11 stated that although she
understood the importance of inclusive education for children, it was difficult

to implement it in a crowded classroom.

It is important that students with special education needs receive
education in the same class with their peers who demonstrate
normal development; however, unfortunately, mainstreaming
cannot be fully implemented if you are alone in a class with 25
children. (T11)

Another teacher described her opinions related this issue by referring lack of

physical infrastructure at schools and lack of training of teachers.

I believe that this type of education is necessary for students
however the required infrastructure for this kind of education
does not exist. The school I am currently working at doesn't have
it either. Teachers' education is insufficient to provide this
training as well. (T10)

In spite negative views and concerns, most of the teachers stated positive views
about training disabled and non-disabled students in the same class. One of the

teachers described inclusive education as the part right to education.

I believe that education is a right for everyone. It is a fundamental
right for these students to receive education together. (T1)

Another one connected this education with the nature of societal life and
expressed her views as follows:

Students must definitely receive education all together. As we
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cannot separate these students from the society, we should not
separate from education either. (T15)

Another teacher expressed her views focusing on the benefits of inclusive

education for the development of disabled children.

When students with special education needs receive education in
the same class with their peers who demonstrate normal
development, they see them as their role models. I believe that
this situation will have a positive effect on them from both
educational and developmental perspectives. (T9)

When asked "What are the benefits of inclusive education for disabled
students?", most teachers focused on the social benefits (n=13) and limited

answers were received on academic benefits (n=7).

The answers focused on the social benefits highlighted the learning of children

from each other. Two examples as follows:

It provides disabled students an opportunity to be with their
normal peers, to spend time with them and to learn from each
other. (T16)

It will be easier for them to gain self-confidence as they are
provided with physical, social and educational environments
according to their developmental needs. Interaction between
children nourishes this. (T1)

And some other answers on social benefits voiced the importance of inclusive

education for preventing the social exclusion of disabled children.

This practice enables the students that they have a place in
society, without feeling excluded. (T9)

This type of education prevents students from locking themselves
in the house and helps them to have a social life. (T7)
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Statements indicating academic benefits reminded the components of inclusive

education and their benefits for the academic development of the children.

They receive education according to their capacities with the help
of individualized education programs and they develop
themselves in such an environment. (T8)

For example, schools have the practice of providing supportive
education. With the help of this, they can improve on their
weaknesses in a short span of time. (T3)

When asked “What are the benefits of inclusive education for the non-disabled
students?", all of the teachers (n=18) stated that inclusive education would
provide non-disabled students with social benefits and emotional acquisitions.
The teachers agreed that inclusive education helped non-disabled children to
develop mutual acceptance, tolerance, and feelings of mutual help, sharing,
taking responsibility for each other and understanding of common life with
disabled people. T4 referred mutual acceptance by telling; “I think the most
important thing about this practice for non-disabled students is that it can teach
students that not everyone is perfect and that we need to accept everyone as
they are.”

T8 added:

It teaches non-disabled students receiving mainstreaming
education to be aware of and sensitive about their friends who are
developmentally behind them and to take responsibilities for
them.

When asked "Does inclusive education have problems in practice? If so, what
are these?", most teachers (n=12) highlighted that during inclusive education it
1s necessary to spare more time for the education of disabled students and that
this might effect the flow of education in class negatively. T11 shared her
views as follows:

Mainstreaming education requires intense personal effort and
devotion, for this reason teachers need to allocate more time for the
student with special education needs. This situation might be
problematic in terms of other students.
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T1 shared her similar concerns by telling:

Disabled students' behaviours to get attention might distract other
students and affect the flow of education negatively. In order to
prevent this, teachers should allocate more time for and show
attention to mainstreaming students. (T1)

Some teachers pointed out their concerns about the risk of not being able to

keep up with the curriculum while practising mainstreaming and the risk of

slowing down the whole class.

A group of teachers (n=4) stated that there would be problems, as the teachers
would feel incompetent during inclusive education. Lack of teacher trainings
and lack of support system were the main dynamics that teachers underlined as
the reason of this feeling. T10 describes as “when practising mainstreaming
education, we, teachers, feel very lonely. Our training on working with these
children is already insufficient and it is even more problematic when we don't
know from where and how to get support.” And T6 shared her ideas by saying;
“It is difficult to work with the whole class and the disabled student(s) at the
same time for a single teacher without an assistant teacher. I had a similar
experience in my previous school. While I was teaching there, I frequently felt

lonely and experienced problems.”

When teachers were asked about the duties and responsibilities of teachers in
inclusive education, most participants (n=16) stated that teachers should use
various education methods that work for students with different interests and
abilities. Teachers highlighted the importance of in-class observations and

differentiating the content and teaching methods accordingly.

T2 expressed that:

Teachers who participate in implementing these programs should
observe the attention of each child in the group by applying
different education methods and arrange their own teaching
methods consistently from simple to complicated.
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T9 supported this view by saying:

I know that preparing and implementing individualized education
plans is very important for mainstreaming students, so I think the
most important duty of teachers in inclusive education is to
observe interests and skills of students and preparing and
implementing individualized education plans according to their
needs. (T9)

At this point, T1 emphasized the need for different experts to work together.
She said “programs should be designed to enable teachers to provide education
for both disabled and non-disabled students in the classroom and to enhance
the relationship with each other. For that reason, classroom teachers and

special education teachers should always cooperate with each other.”

Teachers were also asked "What should be the components of inclusive
education?". Teachers were given five different sub-headings for this question.
These headings were about how the physical environment should be, how the
education program should be, how the education materials should be, how the
in-service trainings should be and how the communication with parents should

be.

Most of the answers (n=17) given for the question "How should be the physical
environment of a school that provides inclusive education?" highlighted the
importance of physical accessibility of the school buildings and the reasonable
physical adaptations in classrooms. TS questioned the accessibility of school
by saying “school buildings must be easily accessible especially considering
the physically disabled students. If there is a student in a wheelchair and he/she
cannot enter from the school's gate, how can we implement inclusive

education?”

For the accessibility of the schools, T6 shared her tragic experience with a
wheelchair user child at her previous school:

None of the schools that I've worked at so far including the school
I am currently working at, were suitable especially for the
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physically disabled students. First of all, schools must have
appropriate infrastructure for these students to come to school. In
the school I was previously working at, there was a student in a
wheelchair. The child was carried into the school by his father or
mother but they could do this only because he was little. I've
always thought that they would have big problems when he grew
up. Even when the child was going to the toilet in his wheelchair,
this would be a problem. (T6)

And some teachers pointed out the importance of in-class arrangements. T18
focused on sensitivity of children with autism and said that having too many
stimuli in the environment effected students’ attention in a negative way. For
this reason, she recommended that there shouldn't be many materials hung on
the classroom's walls, they shouldn't be painted in bright colours and

classroom environment shouldn't be too noisy.

T8 shared her experiences with a child who was using an oxygen tank and how
teachers changed the way of their activities and the use of classroom space to

include this child into activities as much as possible.

When I was doing my internship at a preschool during my
undergraduate studies, there was a child using an oxygen tank.
Although he could not come everyday, his parents tried to bring
him to class frequently. The oxygen tank was too heavy for the
child and it wasn't easy to carry around, so he had to sit at a
certain part of the classroom and was isolated from the other
children. And we discussed this issue with the teacher and
reached a decision, we were organizing more big group activities
when he came to the class. When we come together for the big
group, the child was included in the group and other children
were allocating time for him. I think in the preschools
implementing inclusion, the physical environment should be
designed to enable big group activities as much as possible. Also,
the floors should me made of slip-proof materials for children like
this child who has trouble in walking with his oxygen tank or for
children who like to run on the opposite end. (T8)

Shelves are very important components of classroom design. T1 explained the

necessity of accessible shelves for children who are blind or with visual
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impairments expressing as follows: “Shelves in the classrooms should be
reachable by all children. For example, if there is a visually impaired child,
labels on the shelves could be written by Braille alphabet or the material itself
could be fixed there. So children will have learned what material should be on

that particular shelf.”

Addition to this, T16 reminded the importance of providing solo studying areas
in particular for children with attention deficit disorder. She said that having
tables facing the walls or tables that are enclosed and ensuring that these
children can study at these tables when they need might enable them to

concentrate more easily in certain activities.

Most of the answers (n=15) given for the question "How should the education
program be at a school that provides inclusive education" highlighted the
importance of diversifying the content and methods of teaching while
practicing inclusive education. T8 expressed that inclusive education should be
designed to address as many different learning models as possible and content
of the curriculum should be restructured with various teaching methods
options. On the other hand, T9 highlighted the importance being student
centered while addressing the learners at different levels and encouraging
students to participate in the decision-making mechanisms in the class! For this
question, T15 underlined the need of sufficiently structuring education
programs to teach children necessary skills to be an independent person and to

be flexible and diverse to address different needs of children.

A significant amount of answers (n=16) for "What kind of materials should be
at a classroom that provides inclusive education?" highlighted the importance

of having various materials to address different interests and skills of children:

There should be materials that appeal to different perceptions in
the classroom. Montessori classes are very advantageous in this
sense. In the classroom there should be materials with different
colours, sounds, smells, tastes, weights and volume so that all
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children can learn about these differences and come into contact
with these materials according to their interests and skills. (T3)

Materials with different textures should be kept in the classroom.
Therefore children with sense weakness or vision disorders can
learn through these different textures and can differentiate
between materials. (T12)

Technological products could be used. Computer applications that
are designed to teach different concepts might help children to
learn very easily. For example, I know that there are some online
applications developed by TOHUM Foundation for autistic
children. A friend of mine used this program for a student that
had delayed onset of speech. (T8)

My cousin is visually impaired, it is very important for students

like him to have books with larger font sizes. I think it is a

necessity to have books with larger font sizes in the classrooms. |

am sure they will be attractive for all children. (T15)
When asked "How should the in-service training for teachers be at a school
that provides inclusive education?", most teachers (n=14) stated that in-service
trainings should focus on the nature of disabilities and inclusive education
practices and some of them (n=7) highlighted the importance of having

supervision meetings where they can receive professional guidance and

support.

T1 explained her need as follows: “I took only one course about special
education during my undergraduate studies but I don't think what I learned will
be enough when working with these students. In-service trainings should
include information that will enable us to better understand the developmental
needs of disabled students in our classes. I know that there are so many types
of disabilities and many rare syndromes. However, knowing some basics

concepts about disabilities will help us to teach in a more effective way”.

T5 reported that tailoring an individualized education plan for each student was
a really complicated task for her. And she added her previous experience at a

special education and rehabilitation center by citing as follows; “as teachers of
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that center, we were writing these plans by downloading the samples from the
internet and copying them for our students and we all knew that this was not
correct, but our vocational qualifications were not enough to prepare such
specific plans. I think teachers should receive continuous trainings on this

matter.”

In addition to these examples, T9 drew attention to another aspect of inclusive
education: Working with families, especially the ones of non-disabled students.
In her answer, she expressed that these families do not want to see disabled
students in their children's classes and she said sometimes as teachers, they
don't know what to do in these situations. Therefore, she emphasized that in-
service trainings should be provided with a content to teach teachers how to

communicate and interact with families effectively.

Moreover, some teachers highlighted teachers' need for supervision. T16 said
that teachers could get quite tired while working with disabled students and
therefore it was very important for them to receive vocational and
psychological help. She suggested that there should be supervision trainings for

teachers to meet these needs from time to time.

T8 shared her teaching experience at a special education and rehabilitation
center and explained how she was frustrated without having any supervision

during her professional career at the center.

Couple of years ago, I was working at a rehabilitation center. The
principal who saw that I could work with preschoolers with
intellectual disabilities started consistently directing this kind of
students to me. After a while, I quit working at that centre
because I was very tired and there was no one to understand my
psychological and physiological needs. If there were supervision
meetings from time to time, I think I could continue working
there. Sometimes I think that these kinds of meetings are more
supportive and useful for us than in-service trainings.

80



Most teachers (n=14) who were asked "How should be the communication with
parents at a school where inclusive education is provided?" emphasized that
teachers should give more information to the parents of disabled students about
their children. Limited number of teachers (n=4) highlighted the importance of
organizing informative meetings about the benefits of inclusive education for

non-disabled students' parents.

For example, T1 claimed that inclusive students' parents and teachers should
meet more often. She thought that it was not enough to see these parents only
at the parent-teacher meetings and she put two important reasons. One was that
parent-teacher meeting time periods were not enough for the teachers to relay
detailed information to parents about their children. And second was that it was
not appropriate to talk with the parents of disabled students about their

educational and developmental needs in front of other parents.

On the other hand, T8 emphasized that inclusive education at preschool is an
educational process for families. She said that parents of disabled students
should be frequently invited to the school often and teachers should
demonstrate them the activities and teaching strategies, since the families

might implement similar education at home as well.

T6 pointed to another aspect of communication and underlined that families
should be a part of school education. She emphasized the importance of
inviting parents to the school often and trying to conduct some activities
together with them. For her, parents of disabled students should be encouraged
to participate in these activities and they should be enabled to see what their
children are capable of. She said that this is a highly necessary practice to

motivate disabled students' parents who are usually sad and worried. (T6)

Additionally for this question, some teachers reminded that good
communication should be established with the parents of the non-disabled

students for successful inclusion. Statements on the need to organize
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informative meetings about inclusive education with non-disabled students'

parents are given below:

T12 explained the situation by associating it with a sociological study and

noted that a similar situation can be experienced in the classroom environment:

Once I read some news about a research in the newspaper. This
research was conducted here in Turkey. For this research, people
were asked "Would you want disabled people as your
neighbours?". Half of the participants answered "no". I think the
same situation applies for the classroom environment. Most
parents don't want a disabled student in their children's class.
However if they were asked if the disabled students should
receive education, I am sure that most would say "yes". This is a
situation of "Let sleeping dogs lie!" For this reason, I think it is
especially important to work with non-disabled children's parents.

T9 explained the need for parents' education with another example. According
to him, these parents (parents of non-disabled students) thought that disabled

children would affect the success of their children negatively.

Non-disabled children's parents think that the disabled children
will hurt their children and effect their children's education
negatively especially at the beginning of the academic year. They
believe that disabled children's behaviour would have a negative
effect on their own children. They might get anxious about safety.
In order to minimize and even eliminate these concerns, we
should organize special meetings with these parents and invite
them to observe the classroom environment.

T15 supported this view by telling:

One of my friends is teaching at grade eight and at one of her
classes she has an inclusive student with autism. Once she told
me that because of TEOG!? exams competition among students is
really fierce, that’s why many parents of non-disabled students
focused on the academic success of students and do not want this
student at the class with their children, and the families believed
that this student’s behaviours distracted the attention of other

12 TEOG was the short name of the central exam for 8th grade students in Turkey.
TEOG stands for “Temel Ogretimden Ortadgretime Gegis Sistemi” in Turkish.
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students during the teaching and effected their academic

performances negatively. However, this exam based class

atmosphere is not the case for preschools and our students, so as

teachers, we should encourage the interaction among the students

as much as possible and train our parents on the importance of

inclusive education.
When asked "How does it make you feel to have a disabled student in your
classroom?", most teachers (n=13) expressed negative feelings, since they said
that if/when they had a disabled child at their class, this would make them feel
inadequate for their teaching practices. Teachers complained about having
inadequate teacher training about inclusive education, lack of support system at
school and therefore being alone at class, lack of knowledge about how to
manage inclusive classroom with students with and without disability at the

same time, and difficulty to work with families and not knowing how to cope

with increasing work load due to the responsibilities of inclusive education.

T10 shared her views as follows:

Sometimes I feel very lonely myself. If I could get some support
from my other colleagues at the school, I'd feel more comfortable.
I came here without any previous academic knowledge about
special needs of children with disabilities. And in the school, we
are not finding any effective support from the director, school
counsellors and other teachers.

T11 added this:

I think that my workload would increase if I have a

mainstreaming student in my class and I would be anxious to not

be able to respond to this as necessary.
And some teachers (n=8) expressed positive feelings regarding the professional
satisfaction and positive effects of inclusive education on students. In their
answers, teachers described having students with disabilities in the classroom
as a richness and diversity and it helped enhance the respect of students
towards differences. And they also added that it was very beneficial to add

value to other students and to raise the awareness among students.
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In her reply, T15 mentioned the importance of practicing inclusive education in

preschool level.

Early ages are vital years in human development, especially in the
life of children with disabilities. Therefore, we need to start their
education as early as possible. As a preschool teacher, I am
feeling good to be the part of this important period. Inclusion is
very important and very possible at early ages. We should take
the advantage of the flexibility of the ECE program to include
these students into our classrooms. (T15)

T3 shared her experience with a student with autism. She explained that how
she was worried about working with this student in the beginning, but then in

time how much she and other students learned with the existence of this

student at her class.

Two years ago, I had an autistic child in my class. I was very
scared at first. Then I said to myself: “Keep calm and carry on
[laughs], he's just a kid, just like the other kids. And you're just a
human, you can make mistakes. This is normal. Just try to do your
best”. This kind of thinking really helped me at that period and
we worked amazingly with that child and his parents. Existence
of him in my class really taught me and other students a lot. (T3)

4.1.1.Key findings on Montessori teachers’ views on inclusive education

Table 4.1. Key findings on Montessori teachers’ views on inclusive
education

e Most teachers identified a disabled student as a student with
developmental delay and/or insufficiency.

e Teachers defined inclusive education as an educational model in which
disabled and non-disabled students receive education together.

e Mostly, the teachers stated that inclusive education would make a
positive contribution to learning together.

e Some teachers complained about the lack of preliminary preperation in
schools for inclusive education. They referred the problems such as
crowded classrooms, inadequate pre and in service training for teachers,
and lack of physical infrastructure.

e Most teachers tought that inclusive education good for social skills of
disabled and non-disabled students.

e When the problems of inclusive education asked, most teachers focused
on the disabled students and worried that disabled students might
disrupt the flow of the class. And they revealed that they needed to
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Table 4.1. (continued)

spare more time to disabled students.

Almost all of the teachers thought that differentiaon and diversification
of their teaching methods and education program as the most important
task of teachers in inclusive education.

Teacher thought that the school building and classrooms offering
inclusive education become accessible to students with disabilities. For
this reason, reasonable physical arrangements must be made in such
environments in line with student needs.

Teachers emphasized that in inclusive classrooms the materials should
be of a quality that answer children's - especially those with disabilities
- differing interests and abilities.

Most teachers reponded that they needed inservice training on disability
types and inclusive education, and some also needed supervision for
their professional development.

Most of the teachers stated that they have negative emotions if they
have a disabled students in their classrooms. Lack of training on
inclusive education and lack of support mechanism in the school
context were the repeated answers as the reasons of these negative
feelings.

Some teachers expressed positive views about having a disabled student
in their classrooms. They associated this with professional satisfaction.
A large part of the teachers stated that communication with parents in
schools providing inclusive education should focus on the family of the
disabled students by providing special meetings for them. And a limited
number teachers thought that it should focus on the families of the non-
disabled students by organizing trainings about inclusive education.

4.2.Montessori teachers’ views on Montessori’s educational approach

In the last part of the interview protocol, teachers were asked questions on the

Montessori educational approach. In this part, questions are grouped in 6 sub-

headings. These are:

Montessori educational approach

Educational environment in Montessori classrooms
Montessori educator

Montessori materials

Evaluation of success/development in Montessori classrooms
Cooperation with families in the Montessori approach

In this part, teachers’ views on the components of Montessori’s Approach were

asked and possible advantages and disadvantages of inclusive practices were
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inquired regarding these components. Thus, the questions asked in this part

tried to seek answers to the last three research questions of this study.

4.2.1.Montessori educational approach

Teachers were asked two questions under this sub-heading. In the first
question, feachers' views were sought regarding the core understanding of the
Montessori educational approach. Many of the teachers (n=10) emphasized
that Montessori approach has an educational understanding that encourages the
student to make his/her own choices in the educational environment and

enables the student to be active and free.

For example, T5 underlined that the core understanding of Montessori
education was based on liberating the children in their choices. For this reason,
the educational environment in Montessori schools enabled children to make
choices on their own as much as possible. And she added that Maria
Montessori also highlighted in her books that children should be respected in

their choices.

Additionally, T3 pointed that the authoritarian approach was quite far from the
Montessori approach. She mentioned that according to Montessori, a
suppressive and protective approach killed the inner energy, the will to learn
and creativity of children and for this reason, providing the appropriate
physical environment for children and encouraging them to make their own

choices were the core understandings of Montessori education and educators.

T8 stressed that it was important to provide students with independent skills

and said:

Protection of children's independence is very important in
Montessori  education. Educational environment provides
necessary conditions to protect this independence and to enable
children make decisions themselves.
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The second question of this part is "Is the Montessori educational approach fit
for inclusion practices?". Some of the teachers (n=6) said Montessori
education was fit for the inclusive approach in a good way. At this point, one
teacher (T9) referred to historical background of Montessori Approach and said
that Maria Montessori started her educational studies first with intellectually
disabled children and then she worked with poor and disadvantaged children in
India. T9 considered all these experiences as the starting point and foundation
of this education system and argued that that’s why Montessori teaching fit for

inclusive education.

Another teacher (T8) mentioned how students work in Montessori classes and
how it fit for disabled students. According to her, in Montessori classes,
students were able to study at their own pace. Therefore both non-disabled and
disabled children could study together but everyone at their own pace.
Moreover, students were also encouraged to learn from each other. Considering
these, she expressed that the Montessori education system provided an ideal

environment for inclusive education.

Moreover, T15 mentioned about non-competitive classroom environment in
Montessori classes and claimed that in Montessori approach, children are
evaluated within their own developmental phases and guided to reach the
highest developmental phase they can reach. That’s why she believed that this

understanding of the Approach is crucial for inclusion.

T13 shared her views by exampling the situation for blind students:

Our neighbour had a visually impaired son, I remember that his
senses and perceptions were quite strong. In Montessori classes,
we conduct many activities to strengthen senses. Now that I think
of'it, these children can benefit such education. (T13)
On the other hand, some teachers (n=8) replied by pointing the difficulties of

practicing inclusion in Montessori Approach. Some of the teachers said that
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the learning environment that makes the child very independent in Montessori
education is not suitable for students with disabilities, since they believed that
an individual and intensive education is very important while working with
disabled students, however, Montessori education wants children to learn by
themselves. For this reason, teachers thought that Montessori approach is not

fit for disabled students.

For example, T2 supported this opinion by telling this:

I think a teacher-centred education is very important in inclusive
education. However here everything is children or student
centred. I believe that this environment is not fit especially for
children with heavy disabilities.
In another example, it was said that disabled children might not decide for
themselves or have trouble in making decisions. However, Montessori
education was based on children's making decisions for themselves and this

skill was an indispensable part of the Montessori approach. For this reason, T5

thought this type of education was not fit for disabled students.

In addition to this, some teachers said that daily flow at a Montessori classroom
was not suitable especially for children with attention deficit disorder or
autism, this could be quite challenging for these students since they need more
structured activities and orders. And teachers argued that while working with
these children, teachers should always check these students closely and provide
a multi-planned education and support but this differs from the Montessori

understanding.

And as the third group, some teachers (n=4) said that they were undecided on
this matter. Undecided teachers said that they were not experienced enough
with disabled students or inclusive education; therefore it was not easy say a

certain thing on this matter. And some claimed that this situation differs
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according to student's type of disability. For some disabled children,

Montessori practice could be great and for some it could be just the opposite.

4.2.2.Educational environment in Montessori classrooms

In this part, teachers were asked 3 different questions. Some questions were
supported with sub-questions. These sub-questions sought to identify
advantages and disadvantages of the educational practice regarding the

disabled students.

In the first question, teachers were asked "What is the daily flow like in a
Montessori classroom?". Despite working at different schools, almost all of the
teachers described a similar daily flow and they all highlighted that most of the

time is allocated for free [play] time using Montessori materials (n=17).

Teachers mentioned that they start the day by greeting students and have a little
chat with the whole group by sitting in a circle. Then children told them which
materials they would like to spend time with and plan their day accordingly. In
other words, everyone selected their next activity before the group scatters and
starts working individually. Of course, they had breakfast, lunch and afternoon
snacks in between. After students work with the materials, they generally had a
group work altogether. After lunch, some said that they have a reading hour or
sleeping hour. In the afternoon, most have them usually had outdoor activities
or activities in the multi-purpose room which make children active. And many

of them have a group activity at the closing.

They were asked "Considering disabled students, what are the advantages and
disadvantages of this daily flow in Montessori classes for these students?".
Most of the teachers said that individual studying hour which is an important
part of the daily flow might have both positive and negative effects on students.
Teachers who think it would affect in a positive way (n=6) said that especially

during free study hours, while working with Montessori materials, every child
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studies according their own developmental level. If they cannot do it, they try
again. Until they learn, they can try as much as they can, so they can discover
materials at their own pace. While they study, the teacher could check disabled

students and help them to have a productive study time.

On the other hand, teachers who thought it would affect in a negative way
(n=7) said that in Montessori classes, students are encouraged to make
decisions independently and study independently. Montessori materials are
also designed to enable studying independently. However, many disabled
students may need the teacher's attention more, they may not be able to make
decisions independently and/or may not be able to study by themselves. For

this reason, they may not benefit from the free study hour.

In the next question, teachers were asked about the mixed age group practice in
Montessori classes. They were asked about the advantages and disadvantages

of this practice considering disabled students.

The following opinions were expressed as advantages of this practice (n=14):

Some teachers emphasized the language development aspect in mixed age
classroom. Teachers thought that older children's language and reading skills
are more developed than younger children and therefore when children are
together, younger children's language skills develop. For this reason, education
provided in this environment would be quite beneficial for students with
dyslexia or students whose language skills are underdeveloped. Also the
opposite should be considered, i.e. children who are younger but with better

reading skills would benefit from this.

Some underlined the importance of keep up going with the same teacher.
Participant teachers thought that especially children with trust problems or

many children with autism who are dependent on their routines feel safe and
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secure as they will continue their education with the same teacher. T3 stated
that in such environments, the first week of the school usually passes a lot

more easily.

Some said that it is very important considering the social-emotional
development of children. In these classes, older children are usually role
models and even teachers to younger children. Moreover, older children
develop protective behaviour towards younger children. In such classes,
disabled children also benefit from this protective environment and his/her

development is supported by peer education.

T9 supported this view by telling:

When children from different age groups are together, they can
work on a project much more inclusively. Everyone gets a task
according to their skills. Through older children's guidance,
younger children and disabled children develop mentally and
learn a lot more. (T9)
Some teachers addressed that mixed aged groups means mixed ability groups.
Therefore, children who are older yet whose skills are not at the same level as
their peers or children with learning challenges can study with their peers who

are younger than them but with the same skill level and have the opportunity to

develop that skill.

And finally, some teachers declared that as different age groups receive
education in one classroom, teachers arrange the educational content
accordingly to be able to work with students with different developmental
levels. However, in a class of same aged students, teachers usually implement a
standard educational content. Thus, students who are developmentally slow or
advanced benefit from this differentiated practice.

On the other hand, some teachers shared opinions as disadvantages of the

practice (n=4). Some reported that there are some legal problems regarding this
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practice in Turkey and therefore they do not have mixed aged group practices

in their schools.

All of the teachers complained about lack of training on how to manage and
work with students from different age groups in the class. Therefore, they were
concerning about affecting the students with special education needs in that

class negatively.

Some teachers expressed the parents' concerns. They said that parents of
students in older age groups are usually worried because they think that their
child is not receiving sufficient education in such classes.

T11 argued that it is not possible to pay enough attention to a disabled student
in mixed aged practice, since she believed that in a class with the same age

group, children's development could be tracked more easily.

And lastly, T17 underlined the risk of peer bullying in mixed age classes. She
believed that sometimes children can be very cruel. If the class is not well
managed, especially children who are less developed might be affected
negatively from this. Especially when the child with a behavioural disorder is
older, the situation is very difficult for the teacher; also for younger students it

might be even more dangerous.

According to the definition of Montessori, a prepared environment is: An
environment which is specially organized before the child comes in and bears
the physical characteristics to enable them take and implement independent
decisions. In this question, teachers were asked “do you think prepared

environment is suitable for children with different disabilities and why? .

All the teachers expressed that (n=18) prepared environment would enhance

the participation and material utilization of disabled children and emphasized

92



they would feel safe at school. Responses for students with different disabilities

are as follows:

T3 answered the question by taking the perspectives of students with autism.
And she stated that prepared environment in a Montessori classroom provides
an ideal learning environment particularly for students with autism. Students
with autism usually feel safe and become more active participants in
environments where there are not many stimuli and the routine is preserved.
The low-stimulus environment prepared by the educator beforehand provides

the order where students with autism would feel more comfortable.

T1 answered the question by taking the perspectives of students with attention
deficit and stressed that when the order of the shelves is considered according
to the Montessori method, usually only one material is put on each shelf, so
this helps children with attention deficit better communicate with the

environment. And she warned that he teacher is responsible to keep this order.

T8 answered the question by taking the perspectives of students with physical
disabilities. She thought that a prepared environment might help provide an
accessible classroom order considering the students with physical disabilities.
According to her, teachers prepare the classroom as required before the student
comes 1n, it is even ideal that the teacher reviews the classroom environment
with the student before the education starts, identifies the needs and necessary
arrangements together with him and prepare the classroom according to these
needs before he comes in. Thus, the prepared environment would provide the

most accessible educational environment for the student.

T15 answered the question by taking the perspectives of students with visual
impairments. She believed that preparing the classroom before the student
comes in definitely helps maximize the benefits they will get from the

environment. For a visually-impaired student, the classroom may be prepared
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by labelling the places of materials. A method can be considered for this
preparation could be to stick the material in front of the shelf. Thus the child
can easily access that material in the classroom. She also reminded that

Montessori method changed the life of Hellen Keller.!?

Teachers also drew attention to school safety. They responded that a prepared
environment also enables to organize the school environment to meet the needs
of students with disabilities and make them feel safe at school. According to
these teachers, a child feeling safe at school would demonstrate more positive

behaviours both academically and socially.

4.2.3.Montessori educator

Teachers were asked the first question about the Montessori educator in order
to find out the role of educators (teachers) in the classroom. All participants
(n=18) stated that the Montessori educator is a role model for the students;
someone who provides resources and who observes rather than being an

instructor in the classroom solely.

According to teachers’ views in Montessori classrooms, teachers have a
different position than the usual "instructor" role, teachers act as a facilitator of
education in the classroom, because no one can be educated by another person,

however, their learning can be facilitated.

First of all, a teacher is a person who prepares/designs the environment.

Teachers are responsible to ensure that children engage with the environment

13 The participant is referring to American female activist Hellen Keller here. Hellen
Keller was both deaf and blind due to a disease she had when she was 19 months old.
Her legendary teacher Anne Sullivan met Keller at Perkins School for the Blind and
taught her how to communicate. It is known that she used the Montessori education
method and materials for her education.
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and gain experience. Teachers who create and provide resources for children

are role models rather than instructors.

An educator is never an authority figure. Since in the Montessori
understanding, children are expected to develop their own auto-control. An
important role of the teachers was cited as monitoring the students at all times
in the classroom, making observations and keeping records. This way, it was
believed that they could review the development of every child in detail and

assess their personal development.

Another question in this part was: Is the role of Montessori teacher suitable for

working with disabled students?

Half of the teachers replying "yes, it is suitable" (n=9), especially highlighted

the guiding attitude of teacher towards students in the classroom.

Teachers told that Montessori teachers mostly do not stand in front of the
students and tell them subjects like traditional teachers do. Instead, they work
with one or two students directly. They ask the students which material they
are interested in and then show them how to use it. Teacher organizes the
classroom as a calm, orderly, funny, safe and stimulating atmosphere; thus
enables children to learn at their own pace. Students can have the chance to
learn at their own pace and therefore it is beneficial for students with
disabilities and facilitates their learning without having to compete with other

peers.

Teachers also emphasized the importance of individual education in this
approach. According to them, in Montessori classrooms, teachers often observe
the needs of students and apply individual education. Teachers identify the
needs of children with disabilities well during their observations and educate

them accordingly during their individual sessions.
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Other half of the teachers (n=9), on the other hand, emphasized that teachers
must be "more interfering" while working with students with disabilities and

stated they might need some additional adaptations.

At this point, some teachers concerned that they may need to go beyond just
observing and interfere more while working with students with disabilities.
And they worried about being more authoritarian while working with
especially children with intellectual disabilities and coming across more
instances requiring their interference. And therefore, teachers worried about
changing their education methodology according to the disability of students

and being interfering to children’s independency.

4.2.4.Montessori materials

In this part, views of teachers on Montessori materials were asked and

importance of materials for disabled students was questioned.

Teachers were asked "Could you define the general characteristics of

Montessori materials?" and their responses were gathered under five headings:

It was emphasized that Montessori materials were designed to support different
areas of development. It was told the materials particularly supported sensory
development (n=18), everyday living skills (n=17), mathematics skills (n=16)
and language skills (n=18).

e Materials supporting sensory development (n=18)

Teachers told that sensory development materials are one of the most important
components of Montessori classrooms. With these materials they aim to
develop five sense organs of the child. In other words, touching, hearing,
feeling, smelling and tasting senses of children are stimulated and developed

with these materials.
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For example, T18 reported that they use materials aiming for tactile
perceptions in our classroom, since they want to enhance sensitivity of the
child towards the materials in her/his surroundings. She also shared that in their
classrooms they have wooden tablets covered with fabric, with the help of
them the child learns concepts such as thin, thick, slippery, rough, woolly, soft
and hard etc. In another example, T6 shared that they have scent tubes with
different scents, flavour tubes with different flavours and materials with

different weights in their classrooms.

e Materials supporting everyday living skills (n=17)

According to teachers, Montessori believed that the children must be taught the
real life and teaching daily living skills is very important to make children
independent. Therefore, teachers expressed that they use different materials in
the classroom to teach children daily living skills. And teachers shared their

examples:

T2 said that children washed the clothes they use in the classroom and then

hung them using clothes-pins.

T14 said that they have button sets; they practice with children on how to

button-unbutton.

T1 said that there is a skills table in her classroom. There are different locks on
this table. With this material, children learn skills such as locking-unlocking
doors, opening-closing the windows, plugging-unplugging, turning on-turning

off the tap etc.

e Materials supporting mathematics skills (n=16)

A large number of teachers stressed that Montessori materials are supporting

the mathematical skills of students. T16 mentioned a good point and said that
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actually all parents are familiar with the Mathematics materials of Montessori;
however, they do not know these materials belong to Montessori. Materials
with holes in different geometric shapes on a wooden surface are the oned used
very often in Montessori classrooms, with these materials the children are
expected to put the appropriate shape in these holes (like square, triangle,

rectangle and cylinder).

Also most of them stated that they often use abacuses with colourful beads to

teach them how to add and subtract.

Teachers expressed that according to Montessori, abstract concepts such as
numbers are taught with tangible materials as far as possible. For instance, T7
said that they have a box of chips and numbers in the classroom and children

match appropriate number of chips with the numbers.

e Materials supporting language skills (n=18)

In her observations, Maria Montessori saw children learnt how to write before
they learnt how to read and thus she developed materials to support writing

skills.

T13 added that children should have high hand-arm coordination to be able to
write well. Therefore, Montessori prepares them for writing skills by designing

materials developing their hand muscles.
And T3 mentioned that they use matching cards, colourful alphabets and

picture cards to develop children’s language skills. According to her,

vocabularies of students using these materials evolve directly.
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o  Wooden materials in Montessori (n=11)

Teachers agreed that in the design of Montessori materials, natural materials
are used as far as possible; Montessori mostly used wooden materials and
refrained from using artificial materials like plastic. According to teachers,
Montessori aimed to stimulate the senses of children by using wooden

materials mostly, since providing rich experience is very important for senses

and also wooden toys are the most proper materials for children health.

T15 addressed that another reason for Montessori to use wooden materials is
that Montessori developed her method by observing children for long years,
and therefore she made most of these observations in deprived areas- countries
such as India and wooden toys made of trees are the materials easiest to access
for children in deprived areas. Montessori realized that children like touching
wooden materials. In other words, she discovered an advantage arising from

the deprivation of other materials.

T8 supported this idea by telling:

When archaeologists discovered toys from ancient civilizations,
they saw that these toys were usually small wooden replicas of
the tools used by adults. Montessori method got back to these
basic principles and attached importance to use wooden tools to
help children learn.

e Materials designed to help children understand their own mistakes
(n=14)

Teachers agreed that Montessori materials are designed to ensure that children
can understand their own mistakes when practising. The teacher does not warn
the child when he makes a mistake working on a material since this external
warning may distract him. The child finds the solution himself; this is the aim
of the education. When working with these materials, students realize they

made a mistake and complete their work with that material correcting their
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mistakes. For instance, there is a material for placing geometric shapes; on this

material, you cannot put a square block in the place for a triangle block.

T4 shared her view on this as follows:

Each material includes a mistake control. This mistake control
enables children to work independently without needing approval
of an adult. I think this mistake control frees the children as they
work. (T4)

e Materials usually designed to teach a single concept (n=8)

Teachers who mentioned about this point said that In Montessori education,
each material is prepared for a single skill. With this principle of focusing on a
single feature, each material teaches one concept. Thus, children just learn the

concept they are meant to without getting confused by many concepts.

T2 exampled this kind of materials as given below:

Each material focuses on teaching only one concept. For example,
there is a panel for tying laces; children just work on tying laces
on that panel. (T2)

® Real life materials to teach real life skills (n=3)

According to teachers, there are no imaginary games in Montessori method.
Children are provided with real experience. Thus, it is ensured that they have

real experience instead of "pretending".

T9 gave this example:
For instance, children work in a real kitchen and clean the
environment with real broom and dustpan rather than with

miniature kitchen tools and equipment. Kitchen counters and
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cabinets are constructed at heights that are accessible for children
to provide this experience.

In the following question, teachers were asked, "Are Montessori materials
suitable for working with disabled students? Could you explain considering the
different development areas and disability types? All participants stated that
materials were suitable for working with students with special education needs
(N=18). As teachers answered the question, they related the properties of the
materials to different groups of disabilities and told what benefits they have for

these disability groups. These vies were shared as follows:

T17 mentioned that Montessori materials were generally developed to teach a
single concept or a single skill. These materials significantly facilitate our

work especially with slow learners or children with attention deficit.

T3 reported that certain materials are quite valuable for children who have
difficulty in understanding abstract concepts. And she described that while
teaching the letters, children first learn about the sounds and then, teachers and
students trail the letter moulds with their fingers and conduct tangible practices,

thus, children materialize the abstract concepts and learn more easily.

T1 pointed that working with heat and scent tubes can be useful especially to
support the other senses of visually impaired children. Regarding the scent
tubes, T18 added that students with autism can be sensitive to scents and
therefore scent tubes were quite useful for minimizing the sensitivity of these
students. She emphasized that if these students’ families cooperate with
teachers and prepare similar tubes at home and practice regularly as well,

children can be familiarized with different and strong scents gradually.

T14 argued that activities related to daily life are significant for all children as

they serve to prepare them for life. And she added that they also use real
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household items in their classrooms, and even request most of them from
families. And she shared that if they can teach students with Down syndrome
how to place plates, forks and spoons, napkins and saltshakers on the table
would possibly pave the way for them to be employed especially in Down

Cafes'* in the future.

For students with dyslexia, T9 shared her experience with her friend working
as a teacher at the special education center. She said that, her friend had a
student with dyslexia and did not know how to work with her. And participant
teacher recommended her friend to use a sand paper with this student as they
did at their school. According to her recommendation, she asked her friend
writing the letters one by one on sand paper (paper with a rough surface), and
asked the student close her eyes and examine the letters by touching the paper.
At the end of it, the child could appropriately learn the letters that were found

confusing in reading and writing previously.

Another teacher (T8) shared that she had an experience with delivering speech
courses for students with autism by using picture cards. And she pointed that
they also use such cards in their classrooms, so recommended that
communication with children with speech impediment can be ensured through

these cards.

And T15 shared her experience with a student who has difficulty in using hand

muscles as follows:

Last year, I had a 4-year-old student in my class who had
difficulty in using hand muscles. They moved abroad this year
due to the father's business. We made some arrangements in the
materials used upon the mother's suggestion last year, and made
sure that this child could also use the same materials. [What kind
of arrangements did you make?]. For instance, we attached

4 Down Cafe is a sheltered café where waiters/waitresses with Down syndrome are
generally employed.

102



magnets on one side of the cubes composing the pink tower;
therefore, cubes did not fall thanks to the magnets as the child
piled them up. The mother told us about this activity that she had
seen in a book. Again with the same child, we frequently
conducted other activities such as basket weaving and stringing
beads to make necklace. We made sure that the child frequently
used the tongs at dining table. At first, we would fix the tongs to
the child's wrist with a rubber band, and the child would serve
meatballs for lunch using the tongs.

4.2.5.Evaluation of student’s development/success in Montessori classroom

Teachers were asked two questions in this section. The first question was as
follows: What are the methods that you use to evaluate/record student

development/success in Montessori classes?

Teachers answered this question stating different methods which can be listed
as follows: I observe/prepare development observation report (n=10), I prepare

a portfolio (n=4), I record anecdotes (n=3), I use my own method (n=1).

Teachers with the answer "I observe/prepare development observation report”

(n=10) shared the following information:

Teachers who used observation methods agreed that the most important role of
a teacher in a Montessori class is observation and therefore they declared that
they observe children in the class as much as possible and identify children's

individual needs and areas of interest in a deeper way.

There are development checklists for different age groups on the internet.
Some teachers said that they print out these development lists and fill them in
observing the children. In doing so, they sometimes work with students one-to-
one while their intern colleagues looks after the class. Then they inform parents
about the child's development state, strengths and weaknesses according to

these observations.
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In accordance with the rules of the Ministry of National Education, teachers
need to fill in a development observation form for each child. For example,
T18 said that she keeps her notes in an individual notebook during the week,
she constantly records important things that she observes regarding children's
different development areas, and she transfers all these notes to the children's
personal forms at the end of each month (or earlier if she has time). And she
added that she shares these notes with parents when they come to school to
pick their children up at the end of the day, or shares information via

WhatsApp if there is an urgent case.

Teachers with the answer "I prepare a portfolio” (n=4) shared the following

information:

Some teachers told that they have been keeping portfolio records at the school,
therefore they select among the activities conducted by students throughout the
year, and keep them in these files. At the end of the year, generally students
exhibit their own portfolios and share what they have collected in their files
with their parents. And their teachers also inform parents about the activities

within the same files.

And two teachers also added that they trained by academicians about the
proper presentation of portfolios, and also their school asked them to
systematically record children's development through the portfolios as much as

possible.

T7 mentioned that when children take the activity papers and documents home,
they lose them most of the time, unfortunately parents are not generally good at
keeping them. Therefore, she said that they are providing lockers for each child
in the class and asking parents to buy a couple of plastic document cases in the
beginning of the year. And then they file important activity documents in these

cases and keep them in children's lockers to track their development throughout
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the year. And they share these files with parents during the parent-teacher

meetings.

Teachers with the answer "I record anecdotes” (n=3) reported that they record
anecdotes mostly when they observe unexpected or extraordinary situations.

Since it is not always possible to record anecdotes in nature of the flow of the
daily activities in the class, but children sometimes say unexpected and funny
things and teachers want to record these special moment and share with

parents.

The teacher with the answer "I use my own method” (n=1) shared the

following information:

I ask parents to buy large drawing notebooks. We use these
drawing notebooks as logs. For instance, I ask them to draw their
best friends when they first arrive at school. We start using the
drawing notebook with this activity. Children's skills of using
plain paper, selection of crayons, attention span and the details in
the drawing of their best friends (organs, clothes, etc.) actually
provide information about many development areas of children.
We conduct the same activity at the end of the year, as well.
Thus, we use the differences between the drawings to learn about
the features that children have developed throughout the year. I
ask them also to record other activities with drawings. For
example, we went to the post office yesterday, and I asked
children to draw their post office experience when we got back.
Or, for instance, we listened to the song "Afacan Kedi (Naughty
Cat)" from Fazil Say's album for children last week. I asked the
children, “How do you think that the cat looks like?”, and I asked
them to draw the cat on their minds, and then, they told their
classmates about their own cats. I wrote down the details that they
told about their drawings on the back of the page. I sometimes
shoot a video using my mobile phone during such presentations
or physical activities. I send these videos to parents and inform
them via WhatsApp in the evening. (T9)

The second question asked in this chapter is as follows: What are the methods

that you use to evaluate student development/success while working with
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disabled students? Are there additional evaluation methods that you

implement? Could you explain with examples?

Teachers stating that they evaluate student development using observation
method (n=8) also mentioned some different observation recording techniques.
Some teachers said that they use behaviour frequency records method generally
for reducing the frequency of the problematic behaviours. Therefore they
systematically record the frequency of the child's problematic behaviour in the
class and try different teaching strategies to minimize the frequency of this

behaviour. And they also asked parents to do the same thing at home.

T3 exampled her method as follows:

I write things down in my notebook and report afterwards. For
instance, | have a student with obsessions and thumb-sucking
habit. I record the time when the student sucks thumb during the
day to evaluate the frequency of thumb-sucking behaviour.

Some teachers told that they generally observe children and use the checklists

prepared according to the development areas to keep records.

As another method of observation, T8 shared that she also used behaviour span
recording time to time. She has a student with attention deficit disorder and
upon the request of the special education teacher of this student at the special
education and rehabilitation centre, she observes and writes down the student's

attention span regularly.

Some teachers stated that they use individualized education plan (IEP) (n=6):

Teachers stated that if a student has a disability and he/she has an educational
diagnosis report sent by the Guidance and Research Centre, they have to
prepare IEP report for this student as a legal requirement and share it with

families and the Guidance and Research Centre.
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And some of the teachers said that their disabled students are going to special
education and rehabilitation centers to receive support education and to be able
to collaborate with colleagues from these centers, teachers mentioned that they
prepared an IEP report for these students.

T9 explained this by telling:

One of my students is receiving supporting education at the
special education centre. There is a notebook that I use jointly
with the student's teacher there to exchange information. The
teacher writes down the things to be done or followed up at
school during the week if there is any. I also write my
observations in the same notebook during the week. Then, we
transfer our notes there to the IEP report.

As it is mentioned in different parts of this chapter, teachers were also
complaining about their lack of education on inclusive education and applying
its components (applying differentiated and inclusive teaching methods in
class, preparing reports according to the needs of the children etc.). Therefore,
they often mentioned that they use websites to get information about how to

prepare IEP reports. For example, T12 explaining this situation by saying:

There are certain websites such as Egitimhane. Teachers discuss
about the issues to be taken into consideration while preparing
IEP files on this platform. I also sometimes use certain methods
originating from the ideas there. For example, I had a student with
autism. The student could not follow the instructions. We worked
together to make the student follow certain instructions in the
class. For instance, when we said "sit down", the child did not sit
down right away. We started to note down the student's waiting
time and prepared an IEP for him, which was a suggestion on this
website.

4.2.6.Family involvement/cooperation in Montessori approach

The participants were asked ‘How families are involved / cooperated within
Montessori approach?’. They classified the involvement/cooperation with the
families in three different categories. While some of the participants focused on
supporting and training the family (n=11), some of them focused on enhancing

the communication between home and school and which methods to be used to
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achieve this (n=7). Yet other participants focused on improving the quality of
the education through the participation and contribution of the family to the

education process (n=4)

The participants who emphasized supporting and educating the family have
stated that they have problems in practice when some responsibilities taught by
Montessori approach need to be maintained within family, and therefore they
organize trainings through which the families learn the fundamentals of
Montessori method and in-family practices. Additionally, in some schools,
some extra trainings are organized on the emerging topics in accordance with
the requirements of that year such as child abuse, use of technology, life in

nature.

Some schools also find alternative communication methods to reach families
and to be accessible by the families. At this point, some teachers reported that
they carry out online trainings as webinars or information meetings for
families. The underlying reason for this is explained in the following way:
“Families are very busy with their works, thus it is sometimes hard for them to
join the meetings, so we have decided to apply this method.” (T5) And teachers
also stated that they use social media accounts of their schools to inform the

families, and most of them publish online bulletins even if not that regular.

The participants who highlighted enhancing the communication between family
and school stated that family events are a great opportunity for the families to
get to know school activities in more detail and to be able to meet each other.
Also, inviting parents or sometimes grandparents to school gives children an
opportunity to show their parents how they spend an ordinary day in the
classroom. During these family events, parents experience activities from
children’s daily routines at school and play the games or toys as the way
children play at school, so the parents learn how to use the materials of those

games and use it properly when they work/play with their children at home.
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As another method of communication with parents, many teachers said that
they use WhatsApp application, since almost each class has a WhatsApp
group. In this way, not only the parents can communicate with each other, but
also, teachers can reach and share a lot of information easily. On the other
hand, some traditional ways of communication is still in use. Some teachers

stated that they publish monthly guides for informing parents.

Some participants emphasized the importance of improving the quality of the
education via the participation and contribution of the family to the education
process. In order to involve parents to the education of their children, these
teachers believe that enabling families to take part in classroom activities is one
the good methods. Reading day or the day of profession introduction are some
of examples of these. On these days, parents come to school to introduce their
professions or read a book they choose, and then they talk with the students
about that book. For example, at one of the participant teachers’ school (T10),
they have a presentation day with the families. In this activity, a student and
one of his/her parents choose a topic and present it together to the other
students. Sometimes, colouring activities are done as a complementary activity
at the end of these presentations. By this activity, not only parents have a
chance to see and be part of the flow in the classroom but also the students
have the satisfaction of having an activity together with their parents in front of

their peers.

In another example, TS shared this:

For example, we choose the student of the week. The student of
the week introduces him/herself and his/her family to the other
students, his/her family members may join our lunch or trips and
may come to classroom to introduce their profession or hobbies.
One of our student’s father recorded a children’s book on a CD
and sent it to classroom for the students to listen to. Sharing such
things makes us very happy.
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The participants were also asked how it is to cooperate with the families of
disabled children in Montessori approach. Almost all participants highlighted
that it is necessary to have one-to-one interviews and provide separate
education programs for the families of disabled students in order to make the

education sustainable at home (n=16).

Teachers shared that it is possible for skills that they built at school to be
permanent and be further developed, only with the support of the families.
That’s why they believed that it is necessary to cooperate with the families
with disabled children and to provide one-to-one training for them. Therefore,
teachers recommended to invite parents to the classroom and to introduce the
way of teaching of teachers and the activities of the student in the classroom to
the parents. In this way, they may have the awareness of Montessori activities

and apply them at home.

Additionally, teachers declared a risk that parents of disabled children keep
their expectations about the positive sides of their children very low most of
the time. According to teachers, although many families notice the slow and
small positive changes in their children’s development, they still keep their
expectations low. In such a case, it is necessary to cooperate with these parents
one-to-one and they must be shown how to support their children’s education
given at school. Furthermore, they must be encouraged and oriented in giving
duties and responsibilities (such as helping to prepare the dinner table, etc.) to

children at home.

The following question was: What do you think that having the school-family
cooperation contributes to the parents of disabled child according to

Montessori Approach?

Most of the teachers (n=10) emphasized that positive school-family

cooperation will help to reduce the anxiety level of parents of disabled
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children. Teachers thought that even though it is not always easy to do this,
teachers must invite the parents to the school and classroom, listen to their
problems, try to relieve their anxiety, inform them about the Individualized
Education Program (IEP) and show that parents and their ideas are cared about
at the school during the education of their children. When this is achieved, the
worries of families for their children will reduce. In other words, teachers and
directors must empathize with parents to have positive communication and to
be able to cooperate with them. If this can be achieved, families will also
communicate easier with the teachers and have less stress during the education

process.

T4 emphasized that teachers must always keep in touch with the parents, if
they communicate only when there occur some problems, both family and the
teacher get tired. Therefore, way before the problems come out, a proper
communication method must be established and used between school staff and
the family. This will make the things easier for these families to involve in

education of their children more effectively.

For the parents - teacher meetings, T13 suggested that teachers must not only
give information during the whole meeting, but also let the families take part in
the meetings actively. It must be ascertained that families can express their
opinions about their children and they must be encouraged to participate the
education of their children more. This will help them feel better. They will also

communicate with other parents more.

Considerable number of participants (n=7) emphasized that positive school-
family cooperation will have an important role in making the children build

independent life skills as well.

Main philosophy of Montessori begins with considering the child as an

individual. Montessori emphasized that each child should be an independent
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individual, regardless of the disability condition. This is hard for most of the
families. Children may be regarded as beings who always need care. This
comes to a very serious point when the child is disabled. That’s why it is
agreed that teachers must have interviews with families to tell them that they
should remember their children are individuals and parents must be shown how

to make their children more independent by Montessori approach.

T16 supported ideas by telling as follows:

According to Montessori, accompanying children when it is not
necessary will adversely affect the independent development of
them. I believe that a healthy school-family cooperation will
teach parents how to communicate and act with their children and
so it will help children have independent skills as much as
possible.

4.2.7.Key findings on Montessori teachers’ views on Montessori’s
educational approach

Table 4.2.Key findings on Montessori teachers’ views on Montessori’s
educational approach

e Many of the teachers emphasized that Montessori approach has an
educational understanding that encourages the student to make his/her
own choices in the educational environment and enables the student to
be active and free.

e Some of the teachers said that Montessori education was fit for the
inclusive approach in a good way by referring historical background of
Montessori approach, non - competitive educational environment which
encourages students to learn from each other and to study at their own
pace.

e On the other hand, some teachers replied that Montessori education was
not fit for the inclusive approach by pointing the difficulties of
practicing inclusion in Montessori classrooms. These teachers believed
that an individual and intensive education is very important while
working with disabled students, however, Montessori education wants
children to learn by themselves. Therefore, they believed that an
educational environment which is structured and where influence of the
teacher is more intensive would be better in terms of education of the
disabled child.

e For the daily flow in the classroom, teachers underlined the importance
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Table 4.2. (continued)

of “free play time”. Some teachers indicated that students with
development delay or that are slow learners, could spend time at their
own learning pace during free play times and this encourages their
learning. However, some of them indicated that free play time would
not be sufficiently efficient for students who have distraction problem
or have limited self study skills since they can be easily distracted
without an external guide.

e Most teachers indicated that mixed age group practice offered
advantages for disabled students since children at different ages being
in the same classroom would support development of each other and
children would constitute role model for each other. However, some
teachers focused on the disadvatages by referring the high risk of peer
bullying in such classrooms.

e All teachers emphasized that prepared environment would improve
involvement of disabled children and material usage, thus students
would feel safe at school.

e All participants defined the main role of the teachers as an educator
who provides sources to children, who observe and who support
children whenever necessary. Some thought this role was good for
disabled students since teachers can observe the needs of children and
react accordingly, however, some thought this role of teacher was not
good for disabled students since these children need more
interventionist educators in the classroom.

e All of the teachers have stated that the materials were suitable to work
with disabled students.

e The majority of teachers mentioned that they evaluated the
development and success of the students through observations, which
are in line with Montessori approach. For disabled students, they
generally observed frequency and duration of the behaviour.

e Teachers stated that they were cooperating with families in three ways
which are family trainings, family invitations and through
communication tools such as WhatsApp groups. While answering on
cooperation with families, some teachers focused on the importance of
communication with the families of disabled studens in order to keep
the flow between school and home, however, some teachers focused on
the parents pf non-disabled students in order to train them about social
inclusion and acceptance.
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CHAPTER 5

DISCUSSION

This chapter presents the discussion of the findings. The first section was
devoted to the summary of the study. In the second part, the findings of the
study were discussed in a detailed way. In the third part, the advantages and
disadvantages of Montessori Approach for the education of disabled students
were summarized. In the fourth part, educational implications of the current
study were introduced and finally in the last part, recommendations for further

studies were presented.

5.1.Summary of the study

According to the statistic of national and international organizations,
discrimination and access to education are the key problems for education of
children with disabilities in this day and age; therefore more attention should
be given to their education urgently. Maria Montessori is a very important
figure in the field of education by triggering the idea of education the disabled
children. Even though she started her career as a medical doctor, she saw the
severe benefits of education on the development of disabled students, so she
changed her way of career from medicine to the field of education. And she
started working on children's education and developed her approach while

working with disadvantaged children.

Additionally, teachers and their views and attitudes have an important role in
including disabled students into the education system. As Hallahan and
Kauffmann (2003) said that professionals had a tendency to exclude children
with disabilities from the education system. Therefore, this study focused on

the views of teachers as one of the key components of the school system.
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In the study, the views of 18 Montessori preschool teachers on inclusive
education in Montessori approach were explored. While inquiring the views of
teachers on inclusive education in Montessori approach; questions on inclusive
education, the context of Montessori classrooms, roles of Montessori
educators, Montessori materials, and educational assessment strategies used in
Montessori classrooms and the family involvement policies of Montessori
approach regarding the disabled children were asked in detail. At the end of the
study, it was defined the perceived advantages and disadvantages of

Montessori approach for students with disabilities.

5.2.Discussions

5.2.1.Montessori teachers’ views on inclusive education

The teachers participating in the study were asked to define "the student profile
that come to their minds when thinking of disabled students or those with
special needs." Most of them identified disabled student as a student and
individual with developmental delay and/or insufficiency/incompetencies. In
other words, they pointed to disability as a state of deficiency - insufficiency.
In fact, this is not a very surprising result. On the contrary, it is an extension of
the medical approach frequently emphasized in the disability movement around

the world.

The medical approach addresses disabled individuals as normal/abnormal
based on the loss of functions. In this approach, medical science and specialists
have an essential significance. The medical science addresses disabled
individuals according to their bodies defining them based on the lack of
physical, sensory and perceptual functions. Due to its nature, it regards the
solution as the treatment of people because it views them as the source of the
problem. According to this approach, a disabled person should be "treated,"
and the "anomalies" should be corrected to be able to solve the problem

(Yardimet, 2015).
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Enacted in 2006, amended with the transition to the 4+4+4 system in 2012 and
finalized in July 2018, the "Special Education Services Regulation” (MoNE,
2018) unfortunately carries the traces of the medical model, too. For example,
the definitions in Article 4 include phrases such as "individual with visual
impairment" or "individual with mild intellectual insufficiency." These
expressions focus on the physiological deficiencies of people rather than their
skills and abilities. They constantly define disabled persons and/or those with

special needs on the basis of their insufficiencies.

A similar result can be seen in the answers given to the question “What do you
understand from the expression ‘inclusive education?’” Teachers defined
inclusive education as an educational model in which disabled and non-
disabled students receive education together. However, their definitions

nn

frequently included phrases from medical model like "normal peer," "normally

developing peer."

On the other hand, most of the teachers (10 out of 18 people) held positive
opinions when asked: "What do you think about the education of the disabled
student in the same class with their non-disabled peers?” Mostly, the teachers
stated that inclusive education would make a positive contribution to learning
together. One teacher even stressed that such education was a basic right. They
emphasized that the students would achieve learning by taking each other as a
role model. Similarly, the studies examining peer interaction in inclusive
education emphasize this view clearly (Buysse, Goldman and Skinner, 2002;
Lieber, Capell, Sandall, Wolfberg, Horn and Beckman, 1998). However, some
participants gave a negative answer to this question. These teachers
complained about the lack of preliminary preparation in schools for this type of
education although they believed in its importance. They referred to problems
such as crowded classrooms, inadequate pre and in service training for
teachers, and lack of physical infrastructure. It is a frequent problem that the

classrooms are crowded in inclusive education. Some studies in the literature
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addressed this issue previously (Bilen, 2007; Sadioglu, Bilgin, Batu and Oksal,
2013).

When asked, "What are the benefits of inclusive education for the disabled
students?", most teachers said that this education provided social skills to
disabled students. They stated that children's communication and adaptation
skills with their peers improved along with higher self-esteem. The results of
the study by Batu, Odluyurt, Alagézoglu, Cattik and Sahin (2017) also revealed
a parallel picture. The fact that students with disabilities play with their peers
or participate in their games and carry out tasks jointly in the schools applying

inclusive education improves their communication and social adaptation skills.

When asked, "What are the benefits of inclusive education for the non-disabled
students?", all the teachers pointed to the development of social skills and
social gains. A detailed examination of the teachers' answers show that they
emphasized the development of respect for individual differences, accepting
each other, taking responsibility, showing sensitivity and tolerance to others’
needs and cooperation. These results are consistent with the relevant studies in
literature (Batu et al., 2017; Bozarslan and Batu, 2014; Cook, Tessier, and
Klein, 2000; Frazeur Cross, Traub, Hutter-Pishgahi and Shelton, 2004). These
studies also state that inclusive education enhances the confidence of non-
disabled students, teaches them how to share and contributes to their sense of

responsibility.

When asked, "Does inclusive education have problems in practice?", most
teachers worried that disabled students might disrupt the course of the class.
Also, they revealed that they needed to spare more time to disabled students. In
their research Yatgin, Sevgi and Uysal (2015) examined teachers' views
regarding the mainstreaming education and their occupational burnout
according to several variables. The results obtained in the study are also similar

to those of the present study. In the said research, teachers stated that if they
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had mainstreaming students in their classroom, they would not be able to apply
their teaching plan accordingly, the flow of their courses would be disrupted,
and the non- disabled students would be negatively affected. The replies clearly
show that teachers develop concerns about classroom management and course

flow when their classrooms include students with disabilities.

The following question was put to the teachers to better understand how they
position themselves in inclusive education: “In your opinion, what are the
duties and responsibilities of teachers in inclusive education?” Almost all of
the teachers responded to this question as adapting the management of the class
and content of education to the interests and skills of disabled students. In other
words, teachers’ differentiation and diversification of their education and
teaching methods was emphasized as the most important task and
responsibility in order to increase the social interaction between themselves
and students. This task is quite valuable in ensuring that education reaches its
objective. Also, it goes beyond a task and becomes a legal responsibility for
teachers. On the other hand, the teachers were also asked questions about the
components of inclusive education. In this section, they answered the following
question in a way similar to the ones regarding their duties and responsibilities:
How should the education program be at a school providing inclusive
education? In their replies, the teachers again focused on diversifying
education methods. The education and teaching approach based on strengths
and weaknesses of students and individual differences indicates that a single
type of teaching process does not fit all the students and necessitates
differentiation/adaptation in the teaching process. This aspect was also covered
by the legal regulations in developed countries and in our country as well

(Diken and Batu, 2010).

Another question about the components of inclusive education is how the
physical environment should be. According to the teachers, it is imperative that

the school building and classrooms offering inclusive education become
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accessible to students with disabilities. For this reason, reasonable physical
arrangements must be made in such environments in line with student needs.
When speaking about physical arrangements, the teachers indicated the
following points: enabling wheelchairs to enter schools, creating private toilets
for disabled students, avoiding too many materials hung on the walls (to avoid
too many stimulants), creating huge spaces within the classroom, and designing
solo study areas in the classroom (for students who need to be alone). These
essential physical needs and regulations that teachers refer to are crucial for
effective inclusive education. The physical structure of schools should be
designed in the light of universal design principles and according to the needs
of the students to enable them to act independently with the least help. It may
enable all of us to create school environments that can be accessed, used and
trusted by children (Degenhart and Schrdeder, 2016; Sucuoglu and Kargin,
2006).

As for the question of what kind of materials used in a classroom for inclusive
education should be, the teachers emphasized that the materials should be of a
quality that answer children's - especially those with disabilities - differing
interests and abilities. Teachers emphasized that classroom materials should
have different colors, sounds, smells, textures, tastes, weight and volume, that
technological applications should be used with materials according to the needs
of the students. Turning a classroom environment into a sensory-friendly
atmosphere with different materials is crucial for effective learning of a
disabled student (Pickering, 1992). On the other hand, effective technology
integration in inclusive education gives all students access to the general
education curriculum offering and offers more convenience and independence
in fulfilling their previously unattainable tasks (Roberts, Keane and Clark,
2008).

The teachers were asked how the in-service training (the content) should be in

a school providing inclusive education. Most of them responded to this
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question by analyzing the current situation stating that they did not receive
sufficient relevant training in the pre-service period (during their university
education). They explained that they first needed basic knowledge regarding
the states of disability as part of necessary in-service training as well as
information on inclusive education practices (such as preparing the IEP,
working with the parents, and ensuring communication between disabled and
non-disabled students). Research by Artan and Uyanik (2003) on the
examination of pre-school teachers' knowledge and opinions about inclusion
revealed that teachers needed information about the disability types of students
in their classrooms, students’ readiness level for classroom activities and
access to different information sources regarding inclusive education. Many
studies in Turkey and the world (Babaoglan and Yilmaz, 2010; Batu 2010; Gok
and Erbas, 2011; Huang and Diamond, 2009; Odom and Bailey, 2001; Rafferty
and Griffin, 2005; Sucuoglu, Bakkaloglu, Akalin, Demir and Iscen Karacasu,
2015) repeatedly demonstrated that the teachers lacked information on

inclusive education, a conclusion also repeated in this study.

On the other hand, the teachers indicated, in the current study, that they also
needed supervision for their professional development and progress. For this
reason, they underlined that in-service training should also have a supervision
function. An examination of the contents of the answers shows that the need
for supervision emerges for two main reasons. Some of the teachers need
professional guidance and some others psychological support in the process.
Supervision is necessary to meet these needs. It is quite natural that teachers
without sufficient prior knowledge of inclusive education and practices need
professional guidance. Teachers require professional guidance on how to use
content and materials for students with disabilities in schools and how to
provide a balance between disabled and non-disabled students in education and
teaching (Kardos, Johnson, Peske, Kauffman, and Liu, 2001; Quagliga, Marion
and Mclntre, 2001). Coaching strategy in professional guidance appears as a

recommended method in the literature (Artman-Meeker and Hemmeter, 2013;
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Harjusola-Webb and Robbins, 2012; Ottley and Hanline, 2014). As for the
practices, we see coaching services delivered in classrooms or web-based
platforms (Snyder, Hemmeter, McLean, Sandall, McLaughlin and Algina,
2018). The content of coaching services covers principally technology use, the
diversification of teaching methods and classroom management come to the
fore (Snyder, et al.; 2018). In addition, the study emphasizes that supervisions
should be able to meet the psychological needs of teachers in order to ensure
the professional progress of the teachers and to reduce their frustration rate in
the process. Other recommendations in the literature include guidance and
counseling teachers can organize trainings in schools to respond to classroom
teachers’ particular needs (Kocyigit, 2015) or teachers can form groups by
themselves to be able to support each other at the school (Varlier and Vuran,

2006).

Following is another question the answer for which pointed to teachers'
professional needs: How does it make you feel to have a disabled student in
your classroom? In response, a large part of the teachers stated that they had
negative emotions. Their reasons were consistent with the results from the
literature. One of the most important reasons is that the teachers said they were
not educated enough to work with children with disabilities. Many studies in
Turkey and world reveal that pre-school teachers do not receive adequate
training on special education and inclusion as part of their pre-service training
(Akalin, Demir, Sucuoglu, Bakkaloglu and Iscen, 2014; Altun and Giilben,
2009; Hammond and Ingalls, 2003; Dikici-Sigirtmag, Hos and Abbak, 2011;
Gok and Erbas, 2011; Nutbrown and Clough, 2004; Ozbaba, 2000; Varlier and
Vuran, 2006). Another prominent value is teachers' feelings of being alone and
lack of support from other colleagues in the school environment. As
emphasized in the literature, school administrators who need to make all kinds
of measures and arrangements for mainstreaming education are expected to
adopt a favorable attitude towards children with special needs, to help

classroom teachers take care of physical arrangements and to enable teachers to
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receive necessary training sessions (Kargin, 2004). On the other hand,
counseling teachers are expected to inform teachers adequately about
mainstreaming/inclusive practices and communicate the mechanisms whereby

teachers can receive help in the process (Kogyigit, 2015).

However, some teachers gave positive answers to this question. Two points
stood out here. The first is the professional satisfaction of the teachers. The
teachers explained that they valued what they did if they had mainstreaming
students in their classrooms. Akkas (2017) reached a similar conclusion in a
study on the professional satisfaction of teachers working with students
receiving special education. According to the results of this study, teachers
increase their awareness while working with students with special needs. They
take more satisfaction from their educational achievements with these students
compared to non-disabled students. As a result, they regard their work as more
valuable and important. The second point of the study is the opinions of the
teachers about the positive effects of the inclusive education. Teachers stated
that they viewed having a disabled student in their classrooms positively
associating this positive emotion with the positive effects of inclusive
education on non-disabled students. In the study by Varlier and Vuran (2006),
pre-school teachers stated that both disabled and non-disabled students
benefited from mainstreaming practices. For this reason, they expressed that
they looked positively at mainstreaming practices in the pre-school period and

they felt well in such an environment.

When the teachers were asked about how to communicate with parents in
schools providing inclusive education, a significant number focused on the
family of the disabled students, while a limited number on the families of the
non-disabled students. Those focusing on the first group of families said that
special meetings should be designed for them. They said that they could give
more detailed information to the families about their children’s development

and that they would be able to teach families during such meetings (so that they
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could apply their learnings at home). The teachers also think that the parents of
students with developmental deficiency will be able to express themselves
more easily in such special interviews and they would not feel as if their
children were compared to other students. Additionally, the teachers stated that
it was a good idea to invite the families to some class activities to integrate
them into the education of their children. Thus, parents will feel the support of
the teacher rather than alone; they will be part of their children’s education and
they will be able to observe their children directly in the classroom or school
environment. In a similar study, Bolat and Ata (2017) interviewed principals in
12 independent kindergartens asking for their opinion about their inclusive
education practices. One of the important outputs of this study is holding
training sessions for families of children with disabilities for the mainstreaming
to be successful. Similarly, Bayrakli and Sucuoglu (2017) stated that the
implementation of supporting education programs for the parents of children
with disabilities in the pre-school environment may be helpful in reducing the

difficulties faced by families.

As stated above, some teachers focused on the parents of non-disabled students
and stressed the need to organize training sessions for these parents in order for
inclusive education to be efficient. In literature, there are studies showing that
the parents of non-disabled children exhibit negative attitudes towards
mainstreaming education (Bayko¢-Donmez, Aslan and Avci, 1998; Gottlieb
and Leyser, 1996; Ozbaba, 2000; Salend, 1998). A study conducted by Ozbaba
(2000) found that families with non-disabled children thought that they could
be happy to see special needs children being educated with other similar
children rather than in mainstreaming education. According to this study,
parents of non-disabled children initially do not approve of mainstreaming
programs and do not want their children to be in the classrooms where
mainstreaming practices are applied. Although parents initially expressed such
concerns, they were later found to support mainstreaming practices thanks to

the necessary information provided by teachers and their own observations.
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The data in the current study is consistent with these findings from the
literature and suggest that special informative meetings and support workshops
should be held for the parents of both disabled and non-disabled students for

the efficient implementation of inclusive education.

5.2.2.Views on Montessori’s educational approach
5.2.2.1.Montessori educational approach

When they are asked what the main understanding of Montessori's philosophy
is, most of the teachers emphasized that Montessori's approach encourages
students to make their own decisions and makes children active and free.
Teachers frequently emphasized that they attached importance to children’s
making their own decisions and they associated such with the free environment
in Montessori classrooms. Classes being away from authoritarian and
competitive education understanding and being child-oriented are the
characteristics mentioned in the answers for depicting the liberal environment
in Montessori understanding. Importance of a liberal environment for enabling
the child to actually make decision is an aspect that is accentuated in

Montessori understanding (Standing, 1957).

However, when considered in terms of disabled students, most teachers
indicated that such liberal environment could constitute disadvantages for such
students. Teachers stated that an educational environment which is structured
and where influence of the teacher is more intensive would be better in terms
of education of the disabled child, particularly when working with students
with severe disabilities or students with attention deficit or autism. While
Wilbrant (2011) accentuates that in Montessori's approach, a bit structured
education should be present in the initial periods when teachers or therapists
start to work with disabled students, and indicated that students could then
become able to make their choices easefully over time. On the other hand,

teachers have indicated each student being able to progress at his/her own pace
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in Montessori, education being away from competitive environment and sense-

oriented education constitute advantage for disabled children.

5.2.2.2.Educational environment in Montessori classroom

In this part, educational environment in Montessori classrooms were examined
within scope of 3 basic components of education and these are: daily flow in

classroom, mixed age group practice and prepared environment.

5.2.2.2.1.Daily flow in Montressori classroom

Almost all of the teachers mentioned a similar daily flow although they are
teaching at different schools. However, in all of these, children could play
independent games by themselves with Montessori's materials and have free
play time in the prominent practice. At schools, the day generally started with
the children gathering to plan the day and continued with free play time. A
group activity was performed again before lunch and this was followed by
lunch time. While some schools organized sleep time after lunch, some
schools continued the day with group activity or garden games. In the
afternoon, almost all schools continued with free play time following snack
time and completed the day. Student were frequently dealing with Montessori's
materials during free play time and the teachers were making observation while
the students were dealing with those materials and providing the support
suitable for the need of the students. Giiles (2011) emphasizes that periods of
free play time spent with Montessori's materials would encourage the student

for self-motivation and self-education.

When evaluation of the daily flow in classroom in respect to disabled students
was requested, all of the teachers provided answers by focusing on "free play
time". Some of them indicated that students with development delay or that are
slow learners, in particular, could spend time at their own learning pace with
the materials during free play times, meanwhile the teacher could support the

student individually, and added that disabled student would make use of this
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practice positively. However, some teachers indicated that free play time would
not be sufficiently efficient for students who have distraction problem or have
limited self study skills. They stated that these students would require teacher's
intervention more, however, such condition would conflict with the rationale of
"free play time". Nevertheless, Guess, Benson and Siegel-Causey (1985) have
presented in their study that most disabled children would use free play time
just like their peers without disability, make material choices freely and work

with this material in such period of time.

5.2.2.2.2.Mixed age group practice

When the teachers were asked about the advantages and disadvantages of the
mixed age group practice at Montessori, most teachers indicated that this
practice offered advantages for disabled students. Teachers considered that
children from different ages being in the same classroom would support
development of each other and indicated that children would constitute role
model for each other. They stated that teachers should perform diversified -
enriched - differentiated practices to educate students from different age groups
in the same classroom and consequently, the children who demonstrate
different development would benefit from such practices according to their
own needs. Also, children who have problem of adapting to school and people
(to other students and the teachers), children who are dependent on a routine
(such as children with autism) could work with the same teacher for extended
years through mixed age group practice. And this increases student's
connection to the school. Pickering (1992) highlighted that presence of
students from different age groups in the same classroom would increase
cooperation and communication among children, accentuated that younger
ones and weaker ones would have a lot to learn from older ones and strong
ones. Mixed age group practice creates a natural learning opportunity among
peers as underlined in the literature (Montessori, 1967). Rudd (2014), in her
thesis study, has observed her own Montessori classroom which also included

her disabled students. Expressing that she considers different age group
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practice to be rather useful, Rudd stated she observed that the children were
educationally supporting each other although they were not peculiarly required
to do so. She expressed that particularly older children in the classroom

frequently helped the student with language development delay.

On the other hand, some teachers have stated that such practice had
disadvantageous aspects. They expressed that since teachers were not
sufficiently knowledgeable about working with students from different age
groups in the same classroom, the student could be negatively affected by such
case. Also, it was emphasized that development of a disabled student could be
tracked chronologically easier in a classroom where peers are present.
Additionally, it was mentioned that children could be very cruel at young ages,
they have stated that younger children or children with developmental delay
were exposed to the risk of peer bullying in such classrooms more frequently
for this reason. Rudd (2014) has observed that some children without disability
did not communicate with disabled children at all in her observations, it was
observed that those children would directly accuse disabled children due to
problems occurring in the classroom even in some cases. Again, according to
Rudd's observations, particularly when students who cannot express their needs
verbally due to their disabilities express themselves through certain physical
behaviors, their peers could not understand this was resulting from the
disability of the student and could act aggressive towards the disabled child.
Rudd emphasized that organizing friendship development sessions in the
classroom to get the children to know each other better would be a good way,
however, it would still not be possible to overcome the communication barriers

for some students without disability.

5.2.2.2.3.Prepared environment

When the teachers were asked about the advantages and disadvantages of the
prepared environment practice at Montessori, all teachers indicated that

prepared environment would improve involvement of disabled children and
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material usage and accentuated that students would feel safe at school. It was
highlighted that a classroom environment prepared beforehand according to the
need of students would encourage students to act comfortably in the classroom
and to get involved in the class. Montessori has emphasized that prepared
environment is important exactly by aiming this (Gargiulo and Kilgo, 2012;
Montessori, 1967). Arrangements that are made to ensure comfortable
movement of a student with physical disability using wheelchair, materials
displayed in open shelf layout for a visually impaired student, a classroom
environment which contains less stimulus (material) for a student with autism
or distraction problem were expressed as possible examples of "prepared
environment" for disabled students. Rudd (2014) has stated that prepared
environment designed by Montessori for disabled children was very important
for children both with and without disabilities and emphasized that this would

invoke children to interact with the class.

5.2.2.3.Montessori educator

When the teachers were asked about the role of Montessori educator in the
classroom, all participants defined the main role of the teachers as an educator
who provides sources to children, who observe and who support children
whenever necessary. The most important role of the teacher is to provide the
children with the free environment they need. Opinions of Montessori in this
context had similarities with Vygotsky's. Both emphasize that the observer role
of the teacher is very valuable and accentuate that the main role of the teacher
is to provide support to the students with regard to the subjects they need
(Dodge, Colker and Heromen, 2002).

When the question of "Is the role of Montessori teachers suitable for working
with disabled children?" was asked, half of the teachers expressed positive
views while the other half expressed negative views. Teachers who expressed
positive views emphasized that teachers at Montessori classrooms observed

students' needs frequently and carried out individual studies. Thus, teachers
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identify the needs of disabled students very well during observations and
educate students according to their needs during individual studies. Teachers
who expressed negative views emphasized that teachers who have disabled

children in their classes should be more interventionist as an educator.

As a matter of fact, teachers both who expressed positive and who expressed
negative views mentioned the same point and underlined that teachers shall
carry out individual studies with such students in case of classes with disabled
children. In other words, some teachers considered that studies carried out
individually with disabled child would be positive in terms of the role of

Montessori educator while some considered that to be negative.

Rudd (2014) presented that absence of free play times in Montessori education
and lack of sharpness in the routines could be challenging for disabled
children. She has emphasized that teacher should carry out more individualized
studies with such children in this case. It was stated that 2 teachers with
Montessori certification and 1 special education teacher shall be in the class at
the same time in order to observe also other children in an effective manner
and to provide support to them sufficiently. This suggestion of Rudd will be
good for eliminating the sense of incapability indicated by teachers particularly
in previous chapter (arising when working with disabled child), however, it is
unfortunately not a suggestion which can be implemented in terms of cost for

many regular schools.

5.2.2.4.Montessori materials

Teachers were asked to define the general characteristics of Montessori
materials. Teachers have primarily stated that the materials have the quality of
supporting sensory development of the students. Additionally, it was stated that
materials support daily life skills, mathematics skills and language skills were
available in the classroom environment. They stated that most of the materials

were made of wood. When considered in terms of teaching functions of the
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materials, the teachers highlighted three points. Materials were designed to
enable the students to find their own mistakes, most materials were focused on
teaching a single concept and some materials are directly the ones that are used
in real life, which allow students to learn real life skills through use of such
materials by actually experiencing rather than imitating them. When it was
asked whether the materials are suitable to work with disabled students, all of
the teachers have stated that the materials were suitable to work with disabled

students.

Materials’ being focused on sensory teaching in Montessori is also a frequently
highlighted point in the literature. According to Montessori, even if the
children are incapable of mobility yet, their senses are active and it is the most
important medium which allows the children to comprehend the world. In other
words, sensory organs are windows of a child that open to the world and
sensory development shall be supported at early ages (Biiytliktagkapu, 2011;
Montessori, 1967; Orem, 2012). Sensory materials offer a significant facility to
teachers to support such development in the classroom environment. On the
other hand, most teachers have responded by focusing on sensory materials
when evaluating the materials in respect of disabled students. It was stated that
materials which develop tactile sense and smelling would be beneficial
particularly for students with visual disabilities and autism, while visual
materials would be useful for students with hearing loss or speech impairment .
It was recorded that exercises of letter tracking by finger on sandpaper
performed with children with dyslexia would have positive influence on
reading skills of the students. However, Fidler (2006) reports that Montessori
teachers who are working with students with autism should pay attention when
working with children who are hypersensitive to certain materials (for instance,
certain fabric types) and emphasizes that alternative materials should be made
available in the classroom setting in order to avoid stimulating such sensitivity

of the student.
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When materials were evaluated in terms of what they are made of, teachers
stated that most materials were made of wood. As stated by Yacob (2016),
Montessori observed that wooden materials are ideal learning tools as a result
of extended years of research, because wooden materials had a structure that
would encourage children to touch, they would not break easily and they
possessed various mathematical properties (having corners, etc.). As
emphasized by a participant, Montessori was influenced by the fact that toys
were made of wood as revealed in the studies carried out by archeologists and
this has led her to design most toys from wood. According to the research
carried out by a civil society organization, Planet Ark (2015), materials made
of wood offer benefits to children in 6 different fields. These can be compiled
as follows: Wooden materials are organic, recyclable, therefore, do not
jeopardize children's health; they aid teaching of many educational concepts to
children; they eliminate bad vibe and allow easier concentration; they are
durable for a long time and do not cause safety risk easily; they trigger
children's creativity and help communication among children unlike video
games. In this study, benefit of wooden materials in terms of students with
disabilities was not stated directly, however, it was emphasized that wooden

materials are the most suitable materials for the health of all children.

The attribute of the materials for allowing the students to find their own
mistake was specified as another characteristic. Montessori observed that
students with disabilities had or wanted to have independent skills like students
without disabilities, according to the researches she had made in the beginning
of her career. Therefore, she designed the classroom environment to ensure that
students are independent at the maximum extent. Materials were also created
with such an understanding. Thus, students would be independent while
studying in the classroom environment and would require minimal aid from the
teacher (O’Donnell, 2013). An advantage directly in this context with regard to
students with disabilities was not presented in this study. However, Vettiveloo

(2008) refers to students’ being able to see their own mistake while spending
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time with the material as an auto-education. She argues that risk of
underestimating the capacity and skills of children with learning problems in
particular can arise in teacher oriented education performed in conventional
classes. Yet, students who work with materials that have auto-education
characteristics find the required independent area to demonstrate their actual
capacities. Such materials also allow strengthening of the skill of learning by

experience.

Another property presented in relation to materials is that most materials focus
on teaching only one concept in Montessori. As stated by Marshall (2017),
Montessori materials particularly used for teaching tactile sensation are
designed to teach only one property and the materials do not contain hints to
teach different concepts at the same time. In this study, when considered in
terms of students with disabilities, teachers have found that such property of
the materials is beneficial for students who are slow learners or have attention

deficit.

Finally, the teachers emphasized that certain materials in the classroom
environment are literally the materials used in real life. As also stated by
Pickering (1992), real life materials allow the children to establish connection
between him/herself and his/her environment; their motor skills develop and
their interpersonal relationships improve. Through their relationship with such
materials, children learn to complete a task (for instance, cleaning the table), to
concentrate on a work and to get in a queue. Teachers have indicated in this
study that children learn real life directly with real-life materials and are not
obliged to imitate. When considered in respect to disabled children, it was said
that real-life materials prepare students to real life skills and get them gain
significant skills for their future lives. As a matter of fact, in an example that
was given, it was mentioned that students with Down syndrome could find jobs
easily particularly at cafes run by adults with Down syndrome/where adults

with Down syndrome are employed, by learning to use these materials. It was
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also emphasized in the literature that use of real-life materials is important for
the challenged students to acquire skills (Guess, Benson and Siegel-Causey,

1985).

5.2.2.5.Evaluation of student’s development/success in Montessori
classroom

When teachers were asked about how they evaluated development and success
of the student, teachers mentioned different methods, however, the majority
stated that they did evaluation through observation. Rudd (2014) stated in her
study that making observation has critical importance for the teachers in order
to understand the need of the students and to plan the subsequent flow. Baker
(2015) emphasizes that it is very important to make observation at Montessori
class and recommends to the teachers to sit aside in the classroom at certain
hours during the day and only keep written records of what is happening. In
this study, teachers stated that they also mostly archive their observations and
the works (portfolio, individual notebooks, logbook, official forms) of the

students and then shared those records with the families.

When they were asked about what kind of evaluation methods they use while
working with disabled students, most of them again stated that they used
different observation techniques. They indicated that they observed the
frequency or duration of the behavior according to the situation while they are
making observation. They stated that sometimes they made observations
through use of checklists (development evaluation). Some teachers have
emphasized that they made observation and recording according to
individualized educational plans of the students. One of the teachers indicated
that a website named "Egitimhane" was made use of to access information in
order to prepare IEP report. Use of such kind of websites by the teachers rather

than the Ministry’s services (instead of EBA'®) for accessing to information is

15 Egitim Bilisim Ag1 (EBA) is an online information exchange platform for teachers.
It is designed and run by the Turkish Ministry of Education.
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remarkable. On the other hand, disabled children who also attend special
education and rehabilitation centers in addition to school are working with
teachers of special education at those centers. Therefore, some Montessori
teachers have indicated that they also made certain special observations and
recordings according to the request of the special education teacher. Teachers'
getting into cooperation with special education teachers is very valuable for
tracking development of the children and for meeting their needs. However, it
is noteworthy that teachers are doing these plans for recording their activities,
not for regulating the education of children. This shows us that teachers are still

not well-informed and experienced about the purpose of the IEP.

5.2.2.6.Family cooperation in Montessori approach

When teachers were asked with the question of "How families are cooperated
within Montessori approach?", they mentioned 3 different practices. Most of
the teachers stated that they held "family trainings" in order to explain the
details of Montessori approach to the families and to make possible to carry out
the practices also at home. Some teachers stated that they are continuously in
communication with the families through various means of communication.
“WhatsApp group created for parents, monthly bulletins submitted to families
or family event held on a weekend or in an evening within the year" are the
means of communication that were mentioned. Finally, they mentioned about
"family invitations" they organize for the reasons such as ensuring participation
of families in school activities and honoring children in the classroom
environment. Parents' explaining their professions or hobbies in the class,
reading books to the children or making presentation to other children about a
subject they chose with their own child were among those events. It is very
important that parents' being a part of the school and even of the classroom.
This helps to establish a strong relationship not only between the child and
his/her parent but also between the teacher and the family of the child and such
cooperation is crucial in terms of both development of children and their

academic success (Keith and Singh, 2003).
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When the question of "How is cooperation with families having disabled
children realized in Montessori approach?" is asked, almost all of the teachers
emphasized that one-to-one interviews - mini-trainings shall be done with
families in order to make education of students who have special education
needs, sustainable. Thus, the things taught at school can also be applied by the
families at home. Bolat and Ata (2017) interviewed preschool school managers
in their study and those managers emphasized that trainings shall be performed
for parents of disabled children in order to make mainstreaming practice
successful. Bayrakli and Sucuoglu (2017) indicated that implementation of
support training programs in school setting for mothers and fathers of disabled
children at preschool age would be useful in minimizing the challenges

experienced by the families.

In the last question of this part, advantages and disadvantages of family
cooperation were asked. No disadvantage was mentioned, however, 2 points
were referred as advantages. One of these has focused on the family and
presented that a good school-family cooperation would decrease the level of
anxiety of parents of disabled children. Teachers indicated that they place
importance to being in continuous communication with the families throughout
the academic year. While such kind of a relationship allows the family to be
more participatory in the education of the child and ensures that the teacher
becomes more knowledgeable with regard to the student. This ensures that
needs can be satisfied easier and possible problems can be solved before
getting worse. Thus, it is prevented that families encounter with such problems.
Hughes (2017) emphasized that development of family participation programs
for families of disabled children helps to reduce the stress of the family and
highlights that it makes possible for them to participate in the education of the

student in the following years.

The second positive point stressed by the teachers is regarding the impact of

family cooperation on the student. Teachers consider that a positive family
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cooperation contributes to a better transfer of Montessori's philosophy to the
family. Montessori’s main philosophy commences from the point of regarding
the child as an individual. Perceiving such condition can be very difficult for
the families of disabled children sometimes due to their experiences. Children
might be considered as beings who always need care and attention. It can be
clearly explained to the families, that children are also independent individuals
through positive family cooperation. Weafer Research Associates (2010)
emphasized that parents believe that they will be involved in the lives of their
children until death, in the interviews made with the families of disabled
children. These families accept that they are very protective towards their
children, however, they legitimize this in their own by expressing that they do
this for their children's good. Teachers are concerned about such legitimization
process and consider such to be an obstacle to individualization of the child.
Therefore, they expressed their opinion that positive cooperation with families
shall be developed and Montessori's philosophy of independent living shall be

conveyed to the families.
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5.4.Educational implications

This study was made to contribute to the fields of "early childhood education"
and "early childhood special education". One-to-one interviews were made
with teachers of Montessori preschools in Turkey, teachers' views considering
teaching disabled students in Montessori approach were researched. A number
of results can be reached in the light of the research findings with the purpose

of developing educational practices.

When the teachers were asked questions regarding disabled students, it was
seen that teachers considered "disability" in a very narrow scope. Teachers
have generally focused on students with severe disabilities when responding to
the questions and failed to focus on the fact that disability covers a very wide
spectrum. On the other hand, teachers frequently stated that they did not
receive sufficient training regarding education of disabled students during their
university education and in-service trainings. Education of teachers shall be
developed for the reasons such as extending and improving teachers'
perception of disability, explaining the points considered as important by
disability movement in the world, conveying the current legal legislation to the
teachers. Courses such as special education and disability rights shall be made
obligatory in early childhood education departments. Specialization trainings in
addition to such courses shall be provided to candidate teachers who want to
specialize in the field, through minor or certificate programs. Particularly, in-
service trainings which include up-to-date information and information
focusing on application shall also be held by MoNE for teachers who are
already on the job. Also, MoNE shall make available such in-service trainings
to teachers who teach at private schools/special education and rehabilitation

centers and their managers.

Again, the teachers have stated that they did not know from where they can
receive support while working with disabled children during the service and

they were too much on their own for that reason. Teacher support units can be
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established in Guidance and Research Centers located in provinces and districts
in order to prevent that, meetings can be held in certain intervals in order to get
the teachers working in the same region to share things with each other.

Teachers teaching at private schools can be invited to those meetings as well.

Teachers' feeling lonely and insufficient if a disabled student is present in the
class is an understandable condition. Rudd (2014) stated in her study that 2
teachers with Montessori certificate and 1 special education teacher shall be
present in Montessori classrooms at the same time. This suggestion is not a
condition that can be easily met by many schools in terms of employee cost.
Instead of that, it can be possible to have one special education teacher such as
counselor at each school, thus, classroom teachers may develop their practices

with the support provided by that teacher.

Teachers have emphasized that access of the students to the school has utmost
priority for the education of disabled students. Buildings of preschool
educational institutions shall be physically accessible also for disabled
students. MEB shall stipulate accessibility criteria for the permit it will issue

for opening institutions and shall carry out required inspections.

Teachers indicated that Montessori's materials have many positive aspects in
respect to disabled students. Use of such materials also in special education
classes and rehabilitation centers would be beneficial for the development of

children.

Teachers emphasized that basic principles of Montessori's approach shall be
explained to the parents of the children who are educated according to
Montessori's approach. They emphasized that meetings exclusive for the
family of disabled child shall be held when working with disabled student.
Teachers also expressed that studies shall be carried out particularly with the

families of children without disability at schools where inclusive education is
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being carried out. Both teachers and the managers can be aware of this subject
and organize meetings for the parents of students without disability.
Cooperation can be established with academy for such meetings, experts of the
field can be invited to school for conveying up-to-date information to the

parents and teachers.

Another outcome which is reached through the opinions of the teachers is that
the basic principle of Montessori's approach is to get students to gain
independent life skills as far as possible, ensure that they make their own
decisions and thereby, to prepare them to real life. However, when disabled
students are of question, expectations for getting the students to gain
independent life skills and including them in decision-making processes might
be kept very low. Today, disability activists place importance to independent
life of disabled people very much and carry out advocacy efforts for that. They
even defend participation of people in decision-making mechanism with regard
to subjects which concern them with this sentence: Nothing About Us Without
Us! In this case, programs including subjects such as remaining loyal to
Montessori's basic principles and explaining to the teachers who work with
disabled children supporting of independent life skills and inclusion of disabled
children in decision making processes may be prepared and available

educational contents can be enriched within this context.

5.5.Recommendations for further studies

Considering the research studies on Montessori in Turkey, it is observed that
mostly quantitative research methods are being used rather than qualitative
ones. In future studies, works can be conducted using more qualitative research
designs. Thus, experiences and knowledge of teachers (participants) can be
analyzed thoroughly and using qualitative type of designs can provide more

information about the dynamics faced in practice.
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One to one personal interviews held in this study proved the singularity of
personal experiences and enabled individuals to express their own views in
depth by making it possible for them to interpret their knowledge and
experiences distinctively. However, collective discussion groups/focus groups
that might be formed in future studies could provide new points of view by

sparking discussions between two or more people.

By conducting long term studies with teachers that have disabled students, we
can monitor the experiences that change and develop over the years. Therefore
we can demonstrate teachers' needs and the strengths and weaknesses of the

Montessori method while meeting these needs.

Only a limited number of academic studies were available in the literature
regarding the disabled students that receive education according to the
Montessori approach. This study reflects the views of teachers working at the
schools that follow the Montessori approach in Turkey, on inclusive education,
therefore it offers an insight into a limited context. This study and studies with
similar content should be repeated in different contexts (different countries,
different age groups, different school types that provide Montessori education)
and effects of the Montessori education on disabled students should be
demonstrated with its possible variables and constants. After a certain amount
of time, all these individual studies can be synthesized in another study in the
future using the meta analysis method and significant facts could be revealed

on the effects of Montessori approach on disabled students.

While selecting the teachers to participate in this study, there was no condition
on having preliminary experience regarding disabled students. For this reason,
teachers' knowledge and experience on the development and education of
disabled students were quite different than each other. In future studies, pre-
experience could be a condition for the participant teachers and even research

designs could be created where teachers are subjected to pre-trainings on the
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development, educational needs and educational rights of disabled students and
then participate in the research. However, while these pre-trainings are
prepared, an educational understanding that is similar to the "medical model"
which can still be seen in many studies in the disability area and which focuses
on the physical and intellectual incompetencies of disabled individuals should
not be followed, on the contrary relevant trainings should be organized where
the right to education is a basic human right. Unfortunately, it is easy to
observe the traces of this medical model in our educational system. Therefore,
while designing the educational content, we should not focus on the content
that is similar to this model. For example, fourth article of MoNE's Special
Education Services Regulation (2018) covers the descriptions related to this
area however in this regulation that dominantly has the traces of the medical
approach, definitions regarding disabled individuals are expressed with a focus
on physical incompetencies rather than educational needs. Today, the activists
in disability movement are refusing the traces of medical approach of disability

in the field of education.
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B: INTERVIEW PROTOCOL

Calismanin Adi:
Montessori yaklasiminda biitiinlestirme uygulamalarina iliskin 6gretmen

goriisleri

1. Katimc1 Hakkinda Genel Bilgiler

Cinsiyeti

Erkek [ Kadin O
niz
Yasmiz | 5130 O 3140 O 41500 51+ O
Mesleki
deflse;:ir; Bir yildan daha az [ 1-4 yil O 5-9 y1l [
yhmz g0 14 10 14+ yil O

Engelli bir 6grenci ile ¢calisma deneyiminiz var mi1? Varsa siiresi nedir?

Deneyimim yok [ Bir yildan daha az [ 1-4yil O
5-9yil 1 10-14 yilld 14+ y1l O

Bu deneyimi nerede edindiniz?

Mezun oldugunuz bolim

Lisans egitimiz esnasinda 6zel egitim/biitiinlestirme konusunda herhangi bir
ders aldiniz mi1?

Mesleginiz esnasinda 6zel egitim/biitiinlestirme konusunda hizmet-igi egitim
aldiniz m1? Herhangi bir sertifika programina katildiniz nm?

Sinifinizdaki 6grenci sayisi

Smifinizda varsa biitiinlestirme yoluyla egitime devam eden 6grenci sayisi
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1.1 Montessori deneyimi hakkinda sorular:

Montessori yaklagimi hakkinda egitim aldiniz mi1?

Ne kadar siiredir Montessori 6gretmenligi yapryorsunuz?

Engelli bir yakininiz/arkadasiniz var mi?

2. Biitiinlestirme egitimi / Ozel Egitim ihtiyaci olan Ogrenciler Hakkinda
Ogretmenlerin Goriisleri

1. Ozel egitime ihtiyaci olan dgrenci dedigimizde akliniza gelen dgrenci
profilini tanimlayabilir misiniz?

2. Biitiinlestirme egitimi dedigimizde ne anliyorsunuz?

3. Ozel egitime ihtiyaci olan dgrencinin engelsiz akranlari ile aym1 sinifta
egitim gérmesi hakkinda ne diislintiyorsunuz?

4. Biitlinlestirme egitiminin 6zel egitime ihtiyaci olan 6grenciler i¢in ne gibi
faydalar1 vardir?

5. Biitlinlestirme egitiminin engelsiz 6grenciler i¢in ne gibi faydalar: vardir?
6. Biitiinlestirme egitiminin sorunlar1 var midir? Varsa sizce bunlar nelerdir?

7. Biitiinlestirme egitiminde sizce 6gretmenlerin gorev ve sorumluluklari
nelerdir?

8. Biitiinlestirme egitimin bilesenleri neler olmal1? :
a. Biitlinlestirme egitimin verildigi bir okulda fiziksel ortam sizce nasil
olmal1?
b. Biitiinlestirme egitiminin verildigi bir okulda egitim programi nasil
olmal1?
c. Biitiinlestirme egitiminin verildigi bir okulda egitim materyalleri
nasil olmal1?
d. Biitiinlestirme egitiminin verildigi bir okulda idarecilerin,
ogretmenlerin ve hizmet personelinin hizmeti¢i egitimleri nasil olmal1?
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e. Biitlinlestirme egitiminin verildigi bir okulda veliler ile iletisim nasil
olmal1?

9. Ozel egitime ihtiyaci olan bir 6grencinin sinifinizda bulunmasi size ne
hissettirir?

3. Montessori Egitimi Uzerine Sorular

a)Montessori Egitim Yaklasimi:

1. Montessori egitim yaklagimin temel anlayisi sizce nedir?
2. Sizce Montessori egitim yaklasimi biitiinlestirme uygulamalart ile ortiisiiyor
mu?

b)Montessori Siniflarinda Egitim Ortami:

1. Montessori sinifinda giinliik akis nedir?
a.0zel egitim ihtiyac1 olan 6grenciler agisindan diisiindiigiiniizde bu
giinliik diizenin ne gibi avantajlari olabilir?
b. Ozel egitim ihtiyac1 olan 6grenciler agisindan diisiindiigiiniizde bu
giinliik diizenin
ne gibi dezavantajlar1 olabilir?

2. Montessori yaklagiminda kullanilan “karigik yas grubu” uygulamasi 6zel
egitim ihtiyaci olan 6grenciler i¢in sizce uygun bir egitim yontemi mi?
a. Ozel egitim ihtiyaci olan &grenciler agisindan diisiindiigiiniizde bu
yontemin ne gibi avantajlari olabilir?
b. Ozel egitim ihtiyaci olan 6grenciler acisindan diisiindiigiiniizde bu
yontemin ne gibi dezavantajlari olabilir?

3. Montessori’nin kendi yaptig1 tanima gore hazirlanmis ¢evre: Cocuk igine
girmeden Once 6zel olarak diizenlenmis ve ¢ocugun bagimsiz sekilde karar
alma ve uygulamasina olanak veren fiziksel 6zellikler tagiyan ortamdir.
Hazirlanmis ¢evre sizce farkli engel gruplarindan gelen cocuklar i¢in uygun
mu, neden?

c¢)Montessori Egitimcisi:

1. Montessori egitimcisinin sinif i¢indeki rolii nedir?

2. Sizce bu rol 6zel egitim ihtiyact olan dgrenciler ile ¢alismak i¢in uygun
mu?

d)Montessori Matervalleri:

1. Montessori yaklagiminda materyallerin 6nemi nedir?
173



2. Montessori materyallerinin genel 6zellikleri nelerdir?

3. Montessori materyalleri 6zel egitim ihtiyaci olan dgrencileri ile
calismak i¢in uygun mudur? Bu soruyu cevaplarken asagidaki
siiflamalar lizerinden cevap veriniz: Giinliik yasam becerilerinin
ogretiminde kullanilan materyaller, Duyusal gelisim materyalleri,
Matematik materyalleri, Dil materyalleri

e)Montessori siniflarinda basarimin degerlendirilmesi:

1. Montessori siniflarinda 6grencinin gelisimini/basarisini nasil
degerlendiriyorsunuz?

2. Ozel egitim ihtiyac1 olan 6grenciler ile calisirken hangi degerlendirme
yontemlerini kullaniyorsunuz? Liitfen 6rnekler vererek agiklayiniz.

f) Montessori yaklasiminda aile isbirligi:

1. Montessori yaklagiminda ailelerle isbirligi nasil saglanmaktadir?

2. Ogzel egitim ihtiyaci olan 6grencilerin aileleri ile isbirligi nasil
saglaniyor?

3. Sizce Montessori yaklasimina gore aile igbirliginin saglanmasi engelli
bir ¢ocugu olan aileye neler kazandiracaktir?
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C: CONSENT FORM

Goniillii Katilm Formu

Bu ¢aligma Orta Dogu Teknik Universitesi Ogretim iiyelerinden Dog. Dr. Feyza
Tantekin Erden danismanliginda Idil Seda Ak tarafindan yiiriitiilmektedir. Calismanin
amaci, iilkemizde okul Oncesi diizeyde egitim yapan bazi okullarda uygulanan
Montessori yaklagiminda egitimci olarak calisan Montessori  6gretmenlerinin
biitiinlestirme uygulamalarina dair goriislerini tespit etmek ve Montessori egitim
yaklasiminin ve uygulamalarinin 6zel egitim ihtiyaci olan 6grencileri igin olast

avantajlarin1 ve dezavantajlarini belirlemektir.

Calismaya katilim tamamen goniilliilik esasina dayalidir. Goriisme siirecinde kimlik
belirleyici hicbir bilgi istenmemektedir. Goriisme yaklagik 40-50 dakikalik bir zamani
alacaktir. Cevaplarmiz tamamiyle gizli tutulacak ve sadece arastirmacilar tarafindan

degerlendirilecektir; elde edilecek bilgiler bilimsel yayimlarda kullanilacaktir.

Goriisme, genel olarak kisisel rahatsizlik verecek sorulari icermemektedir. Ancak,
katilim sirasinda sorulardan ya da herhangi baska bir nedenden 6tiirii kendinizi rahatsiz
hissederseniz cevaplama isini yarida birakip ¢ikmakta serbestsiniz. Boyle bir durumda
goriisme yaptiginiz kisiye, goriismeyi tamamlamak istemediginizi sdylemeniz yeterli
olacaktir. Goriisme basinda ve sonunda, bu calismayla ilgili sorulariniz

cevaplanacaktir. Bu ¢alismaya katildiginiz i¢in simdiden tesekkiir ederiz.

Calisma hakkinda daha fazla bilgi almak i¢in arastirmay:r yiiriiten yiiksek lisans
ogrencisi Idil Seda Ak ( Tel: 0505 757 95 16) ; E-posta: idilseda@yahoo.com) ya da
tez danismani Dog¢. Dr. Feyza Tantekin Erden (Tel: 0312 210 36 99; E-posta:

tfeyza@metu.edu.tr ) ile iletisim kurabilirsiniz.

Bu calismaya tamamen goniillii olarak katiliyorum ve istedigim zaman yarida kesip
ctkabilecegimi  biliyorum. Verdigim bilgilerin bilimsel amaclh yayimlarda
kullanilmasimi kabul ediyorum. (Formu doldurup imzaladiktan sonra uygulayiciya
geri veriniz)

Isim Soyad Tarih imza
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E: TURKISH SUMMARY/TURKCE OZET

GIRIS
1.Calismanin amaci

Bu c¢alismanin temel amaci Montessori Ogretmenlerinin biitiinlestirme
hakkindaki goriislerini incelemek ve Montessori yaklasimmin engelli
Ogrenciler i¢in avantaj ve dezavantajlarini 6gretmen goriisleri 1518inda ortaya

koymaktir.
2.Calismanin 6nemi

Maria Montessori 1896 yilinda italya’nin ilk kadin doktoru iinvanini alarak tip
fakiiltesini tamamlamistir. Cocuk saglig1 ve psikiyatri alanlarinda egitim alan
Montessori, mezuniyetinin ardindan 1897 yilinda Roma Universitesi Psikiyari
Klinigi’'nde goniillii asistan olarak c¢alismaya baglamistir. Buradaki
gorevlerinden biri Roma’daki akil hastanelerini ziyaret etmek ve klinikte tedavi
icin uygun hastalar1 tespit etmektir. Bu ziyaretleri esnasinda bir hastanede bir
grup zihinsel engelli cocugun kapali bir odada ¢evrelerinde herhangi bir uyaran
olmadan tutulduklarin1 goriir. Bir slire bu cocuklari gozlemledikten sonra
cocuklarin ¢esitli uyaranlara tepki verdigini fark eder ve zihinlerinin
O0grenmeye agik oldugunu diisliniir ve onlar1 egitmeye karar verir (Kramer,
1976). Kariyerine tip doktoru olarak baglamis olmasina ragmen, engelli
Ogrencilerin gelisiminde egitimin ¢ok ciddi yararlari oldugunu diistinen
Montessori kendi egitim yaklagimini gelistirir ve dezavantajli c¢ocuklarla
calismaya baglar. Bu yaklasimda Montessori, Erben’in (2005) de vurguladigi
gibi engelli kisilerin {igiincli siif insanlar olmasina siddetle karsi ¢ikmustir.
Ancak Montessori egitimi bu temele dayanmasina ragmen, ¢ok uzun siire
diinyanin bir¢ok iilkesinde sadece engelsiz g¢ocuklarin ve iistiin yetenekli
cocuklarin egitiminde uygulanmigtir (Wilbrandt, 2011). Bu calisma
Montessori’nin ¢ikis noktasina geri donerek Montessori egitim yaklagiminin

engelli cocuklar i¢in avantajlar1 ve dezavantajlarin1 sorgulamaktadir.
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YONTEM

1.Arastirma sorulari

Bu c¢alismanin temel amaci Montessori O0gretmenlerinin  biitiinlestirme
hakkindaki goriislerini incelemek ve Montessori yaklasimmin engelli
Ogrenciler i¢in avantaj ve dezavantajlarin1 6gretmen goriisleri 1s181inda ortaya

koymaktir. Bu nedenle arastirmada su arastirma sorularina cevap aranmustir:

1. Montessori Ogretmenlerinin biitiinlestirme hakkindaki goriisleri
nelerdir?

2. Montessori 6gretmenlerinin Montessori okullarindaki biitiinlestirme
egitimi hakkindaki goriisleri nelerdir?

3. Montessori Ogretmenlerine gore Montessori yaklasiminin engelli
Ogrenciler icin avantajlar1 nelerdir?

4. Montessori Ogretmenlerine gore Montessori yaklagimimin engelli

ogrenciler i¢in avantajlar1 nelerdir?

2.Arastirma yontemi

Bu ¢alismada nitel aragtirma yontemi tercih edilmis, olgubilim (fenomenoloji)
deseni ile derinlemesine ve ayrintili bilgilere ulasilmaya calisilmistir.
Olgubilimde amag sadece bilgininin anlamini kesfetmek degil, ayn1 zamanda
onu inga etmektir (Tesch 1998; Van Manen 1990). Nitel arastirmaci,
katilimcilarin bakis agilarinin ne oldugu sorusuna odaklanir (Bogdan ve Biklen,
2007). Dolayisiyla katilimcilarla yapilan birebir goriismeler, farkli bakis
acilari anlamak i¢in temel nitel veri toplama yontemlerinden biridir (Patton,

1992).
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3.Katilimcilar

Bu c¢aligmada, Montessori anaokulluarinda calisan 18 Montessori 0gretmeni ile

calisilmigtir. Amach 6rnekleme yontemi ile katilimecilara ulagilmistir.

Okul oncesi O0gretmenleriyle yapilan isbirliginin ardinda yatan temel sebep,
Montessori egitiminin Tiirkiye yalnizca erken ¢ocukluk egitimi programlarinda
uygulaniyor olmasidir. Baska bir deyisle, Montessori ana okullarinda ¢alisan
okul oOncesi Ogretmenleri Tirkiye'deki Montessori yaklasgiminin  tek
uygulayicilaridir, bu nedenle bu Ogretmenler bu arastirma kapsaminda
amaglanan verilere ulasmak i¢in arastirmaci tarafindan bilingli bir sekilde

secilmistir.

Katilimc1 profiline bakildiginda ise, tiim katilimec1 Ogretmenler kadindir.
Yaglart 25-54 arasinda, Ogretmenlik deneyimleri ise 2-31 yil arasinda
degismektedir. Katilimcilarin 9 tanesi ¢ocuk gelisimi boliimiinden mezunken,
geri kalan 9 katilimci da okul Oncesi 6gretmenligi boliimiinden mezundur.
Montessori 6gretmeni olarak deneyim yillar1 ise 1-14 yil arasinda

degismektedir.

4.Veri toplama araci ve siireci

Bu c¢aligmada veriler, arastirmaci tarafindan olusturulan yar1 yapilandirilmis
goriisme protokolii ile toplanmistir. Protokolii gelistirmeden dnce arastirmaci,
Montessori yaklagimi ile ilgili literatlirii ve okul Oncesi egitimde engelli
Ogrencilerle olan ¢aligmalar1 taramis ve ilgili basliklar: literatiirdeki bilgiler

151g¢1nda olusturmustur.

Goriisme protokoliiniin son sekli ii¢ ana bdliimden olusmaktadir, bunlar:
katilimcilar hakkinda demografik sorular, biitiinlestirme egitimi ve engelli
ogrenciler hakkinda sorular ve son olarak Montessori yaklasimi hakkindaki

sorulardir (Bkz. Ek B). Protokolde yer alan tiim sorular acik ugludur.
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Protokoliin son hali, saha uzmanlar1 tarafindan gozden gecirilmis ve pilot

uygulama yapilarak son haline getirilmistir.

Gortigmeler katilimcilarla birebir yapilmistir. Gorlismenin yapildigr yerde,
Once aragtirmaci aragtirmanin amacini katilimcilara kisaca agiklamis ve gontilli
katilimlarint istemek igin bilgilendirilmis onam formunu (Bkz. Ek C)
kendilerine iletmistir. Goriisme protokoliinde yer alan sorular her katilimciya
ayni sirada sorulmus ve cevaplar katilimcilarin izniyle kaydedilmistir.
Arastirmacinin ses kaydi yapmasina izin vermeyen katilimcilar da olmustur.
Bu katilimeilar i¢in aragtirmaci cevaplarint kaydetmek igin el yazisi ile notlar

almstir.

Ogretmenler goriislerini detayli bir sekilde ifade etmeleri i¢in arastirmaci
tarafindan tesvik edilmislerdir. Gériisme sirasinda arastirmaci "Ozel Egitim
Hizmetleri Yonetmeligi" ni de yaninda bulundurmustur. Bazi 6gretmenler,
yonetmelik kapsamindaki engel gruplarini kapsamli bir sekilde diisiinebilmek

icin yonetmelikteki tanimlara bakarak sorulari yanitlamistir.

Veriler Ocak 2015 ile Haziran 2016 arasinda toplanmis, her gériisme yaklagik
45-75 dakika siirmiistiir.

5.Veri analizi

Kayitlarin icerigi igerik analizi yontemi kullanilarak analiz edilmistir. Bu
analiz i¢in arastirmaci, birebir goriismelerden elde edilen verileri oncelikle
yazili hale getirmistir. Analiz esnasinda, her soru i¢in cevaplar kategorilere
ayrilmis ve ardindan tekrarlanan cevaplar tanimlanmis ve bu cevaplarin
sikliklar1 not edilmistir. Ek olarak, cevaplarin aciklamasini zenginlestirmek
icin her kategori i¢in birkag carpict yanit dogrudan alinti olarak verilmek tlizere

kaydedilmistir.
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Creswell'in (2007) onerdigi gibi, veri analiz siireci 6znelligi en aza indirmek
icin iki  bagimsiz  kodlayict tarafindan  yapilmasi  gerekmektedir.
Kodlayicilardan biri aragtirmacinin kendisi, diger kodlayict 8 yillik deneyimli
bir okul 6ncesi 6gretmenidir. Tiim cevaplarin bagimsiz olarak kodlanmasindan
sonra, iki kodlayici kodlarmi karsilagtirmistir ve ortak noktalart ortaya
koymustur. Karsilastirma prosediirii sonucunda kodlayicilarin kategoriler ve
sikliklar bakimindan tiim kodlar ve kodlanmis cevaplar konusunda tam fikir

birliginde oldugunda ortaya koymustur.

BULGULAR ve TARTISMA

1.Montessori 6gretmenlerinin biitiinlestirme hakkindaki goriisleri

Ogretmenlerden, “engelli ya da 6zel egitime ihtiyact olan dgrenci dendiginde
akillarina gelen 6grenci profilini” tanimlamalar1 istendi. Calismaya katilan
ogretmenlerin ¢ogu, 6zel egitime ihtiyact olan 6grenciyi gelisim geriligi ya da
yetersizligi olan Ogrenci/birey olarak tanimladi. Diger bir deyisle engelliligi,
eksiklik - yetersizlik olarak géren bir durum olarak ortaya koydular. Bu durum
aslinda ¢ok da sasirtic1 bir sonug degil, aksine engelli hareketinde ve engellilik

calismalarinda siklikla vurgulanan medikal yaklasimin bir uzantisidir.

Benzer bir sonug, “biitiinlestirme egitimi” dendiginde ne anliyorsunuz sorusuna
verilen yanitlarda goriilebilir. Ogretmenler, biitiinlestirme egitimini engelli ve
engelsiz Ogrencilerin bir arada egitim aldig1 egitim modeli olarak
tanimlamiglardir. Ancak yapilan tanimlar esnasinda siklikla “normal akran”,

“normal gelisim gdsteren akran” gibi tabirler kullanmiglardir.

Ote yandan “dzel egitime ihtiyaci olan ogrencinin dzel egitime ihtiyaci
olmayan akranlar1 ile aym smifta egitim gormesi hakkinda ne
diisiiniiyorsunuz?” diye soruldugunda Ogretmenlerin  olumlu  goriisler
belirtmistir. Hatta 6gretmenlerden biri 6grencilerin birlikte egitim almasinin

temel bir hak oldugunu vurgulamistir. Ayrica Ogretmenler, birlikte egitim
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almanin birlikte 6grenmeye de olumlu katkilar1 olacagini belirtmistir.
Ogrencilerin  birbirini rol model alarak &grenecekleri vurgulanmustir.
Biitiinlestirme egitiminde akran etkilesimini inceleyen calismalarda da bu
durum benzer sekilde vurgulanmistir (Buysse, Goldman ve Skinner, 2002). Bu
soruya bazi katilimcilar da olumsuz yanit vermistir. Ogretmenler, birlikte
egitimin Oonemine inansalar bile okullarda bu tip bir egitimin verilmesi i¢in
yeterli on hazirligin olmamasindan sikayet etmislerdir. Siiflarin kalabalik
olmasi, 6gretmen egitiminin yetersizligi, fiziksel alt yapmin olmamasi gibi

sorunlar dile getirilmistir.

“Biitiinlestirme egitiminin 6zel egitime ihtiyaci olan &grenciler icin ne gibi
faydalar1 vardir” diye soruldugunda ise 6gretmenlerin ¢ogu bu egitimin engelli
Ogrencilere sosyal beceriler kazandirdigini sdylemistir. Cocuklarin akranlar ile
iletisim ve uyum becerilerinin gelistigini, 6zgiivenlerinin arttigini belirtmistir.
Biitiinlestirme egitimi uygulanan okullarda, engelli 6grencilerin akranlari ile
beraber oynamasit ya da onlarin oyunlarina katilmasi, derste verilen gorevleri
yine onlarla birlikte yerine getirmesi gibi durumlar engelli 6grencilerin iletisim

ve sosyal uyum becerilerini gelistirmektedir.

“Biitlinlestirme egitiminin 6zel egitime ihtiyac1 olmayan 6grenciler i¢in ne gibi
faydalar1 vardir” diye soruldugunda ise dgretmenlerin hepsi sosyal becerilerin
gelisimine ve duygusal kazanimlara isaret etmistir. Ogretmenlerin cevaplarina
detayli olarak bakildiginda ise kisisel farkliliklara saygi, birbirini kabul etme,
sorumluluk alma, birbirlerinin ihtiyaglar1 hakkinda duyarlilik ve hosgori

kazanma, yardimlagma gibi becerilerin bu siiregte gelistigi vurgulanmistir.

“Biitiinlestirme egitiminin sorunlart var midir?” diye soruldugunda ise
Ogretmenlerin biiyilk bir boliimii engelli O6grencinin smiftaki ders akisini
bozabileceginden endise ettikleri goriilmiistiir. Ayrica, yine Ogretmenlerin
engelli 6grencilere daha fazla zaman ayirmasi gerektigini diistindiikleri ortaya
cikmistir. Verilen cevaplardan anlasiliyor ki siniflarinda engelli 6grenciler
oldugunda 6gretmenlerin sinif yonetimi ve ders isleyisi konusunda kaygilari

ortaya ¢ikmaktadir.
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Ogretmenlerin biitiinlestirme egitiminde kendilerini nasil konumladiklarin
daha iyi anlayabilmek ic¢in onlara su soru sorulmustur: Biitiinlestirme
egitiminde sizce Ogretmenlerin gorev ve sorumluluklart nelerdir? Bu soruya
ogretmenlerin hemen hepsi egitim yonetiminin ve i¢eriginin engelli 6grencinin
ilgi ve becerilerine yonelik degistirilmesi olarak yanitlamistir. Diger bir
degisle, akademik Ogrenmenin ve Ogrenciler arasindaki sosyal etkilesimin
artmasini saglamak icin Ogretmenlerin egitim ve Ogretim yoOntemlerinde
cesitlilik yaratmasi en onemli goérev ve sorumluluk olarak vurgulanmistir. Bu
gorev, egitimin hedefine ulasmasi agisindan oldukca degerlidir, hatta gorev
olmanin Otesinde ogretmenler igin bir yasal sorumluluktur. Ote yandan,
biitiinlestirme egitiminin bilesenleri hakkinda da Ogretmenlere sorular
sorulmustur. Ogretmenler, yukarida gérev ve sorumluklara iliskin verdikleri
cevaplarin bir benzerini de bu kisimda su soruya yanit olarak vermistir:
Biitlinlestirme egitiminin verildigi bir okulda egitim programi nasil olmali?
Verdikleri cevaplarda 6gretmenler yine egitim metotlarinin ¢esitlendirilmesine
odaklanmgtir. Ogrencilerin giiglii ve zayif yonleri ile bireysel farkliliklar:
temel alan egitim-0gretim yaklagimi tek tip egitim-O0gretim siirecinin tiim
Ogrencilere uymayacaginin altin1  ¢izer ve egitim-Ogretim siirecinde
farklilagtirmayi/uyarlamalar yapmayi zorunlu kilar. Bu durum gelismis
iilkelerde ve iilkemizde yasal diizenlemelerde de yerini almistir. (Diken ve

Batu, 2010).

Biitlinlestirme egitiminin bilesenleri hakkindaki bir diger soru da fiziksel
ortamin nasil olmas1 gerektigine iliskindir. Ogretmenlere gére, biitiinlestirme
egitiminin verildigi okul binasmnin ve smiflarin engelli 6g8renciler igin
erisilebilir olmasi sarttir, bunun i¢in de ortamda 6grencinin ihtiyacina uygun
sekilde makul fiziksel diizenlemelerin yapilmis olmasi gereklidir. Ogretmenler
fiziksel diizenlemelerden bahsederken; tekerlekli sandalyenin okul igine
girebilmesi, engelli 6grenciler icin 6zel tuvaletlerin olmasi, duvarlarda g¢ok
fazla asili materyalin olmamas1 (¢cok fazla uyaran olmamasi i¢in), siif i¢inde
genis alanlarin olmasi ve yine sinif i¢inde tekli calisma alanlarin (yalniz kalma

ihtiyac1 olan 6grenciler icin) olmasi gibi noktalara deginmislerdir. Etkili bir
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biitiinlestirme egitimi i¢in 0gretmenlerin bahsettigi bu temel fiziksel ihtiyaclar
ve diizenlemeler c¢ok Onemlidir. Okullarin fiziki yapist1 Ogrencilerin
gereksinimlerine gore en az yardimla bagimsiz hareket etmelerine olanak
saglayacak bicimde evrensel tasarim ilkeleri 151¢1nda tasarlanmalidir. Boylece
erisilebilir, cocuklara tarafindan kullanilabilir ve giivenilebilir okul ortamlari

yaratilabilir (Degenhart ve Schrdeder, 2016; Sucuoglu ve Kargin, 2006).

Biitlinlestirme egitimi verilen bir sinifta kullanilan materyallerin nasil olmasi
gerektigine iliskin soruda dgretmenler, materyallerin ¢ocuklarin — 6zellikle de
engelli cocuklarin - farkl ilgi ve yeteneklerine cevap verecek nitelikte olmast
gerektigini vurgulamistir. Sinif ortamindaki materyallerin farkli renk, ses,
koku, doku, tat, agirlik ve hacimde olmasi; teknolojik uygulamalarin
kullanilmast ve materyallerin 6grencilerin ihtiyacina uygun bi¢imde adapte
edilmesi Ogretmenlerin vurguladiklar1 6zellikler olarak 6ne c¢ikiyor. Farkli
nitelikteki materyallerle sinif ortamini duyu dostu bir ortama ¢evirmek engelli
ogrencinin etkili 6grenimi i¢in ¢ok 6nemlidir (Pickering, 1992). Ote yandan,
biitiinlestirmede etkili teknoloji entegrasyonu, tiim Ogrenicilere genel egitim
miifredatina erisme olanagr sunarak, daha Once basariya ulasamadiklar
gorevleri yerine getirmede daha fazla kolaylik ve bagimsizlik saglar (Roberts,

Keane ve Clark 2008).

Ogretmenlere, biitiinlestirme egitimi uygulanan bir okulda &gretmenlere
saglanan hizmeti¢i egitimler nasil (ne igerikte) olmalidir diye soruldu.
Ogretmenlerin ¢ogu dncelikle bir durum tespiti yaparak bu soruya yanit verdi
ve hizmet Oncesi donemde — yani liniversite egitimleri sirasinda- bu konuda
yeterince egitim almadiklarini belirttiler. Olmasi gereken hizmetici egitimlerde,
oncelikle engellilik hallerini anlatan temel bilgilere ihtiya¢ duyduklarindan
bahsettiler ve biitlinlestirme egitiminin uygulamalar1 (BEP hazirlamak, veliler
ile calismak ve engelli-engelsiz Ogrenciler arasinda iletisimi saglamak gibi

konularda) hakkinda bilgilenmeye ihtiyaglar1 olduklarini belirttiler.
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Ote yandan su anki calismada 6gretmenler, mesleki gelisimleri ve meslekteki
devamliliklar i¢in silipervizyona da ihtiya¢ duyduklarini belirtmislerdir, bu
nedenle hizmeti¢i egitimlerin ayni zamanda siipervizyon saglar nitelikte olmasi
gerektiginin de altin1 ¢izmislerdir. Verilen cevaplarin igerigine bakildiginda ise
stipervizyon ihtiyacinin iki temel sebeple ortaya c¢iktig1 goriilmektedir.
Ogretmenlerin bir kism1 siire¢ igerisinde mesleki rehberlige, bir kismi1 da
psikolojik destege ihtiyag duymaktadir, siipervizyon da bu ihtiyaclar
karsilamak i¢in gereklidir. Biitiinlestirme egitimi ve uygulamalar1 konusunda
yeterince 0n bilgisi olmayan 6gretmenlerin mesleki rehberlige ihtiyag duymasi
oldukca dogaldir. Ogretmenlerin okul ortaminda icerik ve materyalleri engelli
ogrenciler icin nasil kullanacaklari, egitim ve Ogretimde engelli ve engelsiz
Ogrenci arasinda nasil bir denge saglayacaklar1 konusunda mesleki rehberlige
ihtiyaglar1 vardir (Johnson, Birkeland, Kardos, Kaufman, Liu, ve Peske, 2001;
Quagliga, Marion, ve MclIntre, 2001). Mesleki rehberlikte kocluk stratejisi
literatiirde Onerilen bir yontem olarak karsimiza c¢ikiyor (Artman-Meeker ve
Hemmeter, 2013). Ek olarak, 6gretmenlerin mesleki devamliliginin saglanmasi
ve siire¢ icindeki tiikenmislik oranlarinin azaltilmasi icin siipervizyonlarin
ogretmenlerin psikolojik ihtiyaclarim1 karsilar nitelikte olmasi gerektigi
vurgulanmigtir. Okuldaki rehber Ogretmenlerin simif oOgretmenlerin  bu
ihtiyacina cevap verebilecek nitelikte ¢aligsmalar yapmasi (Kogyigit, 2015) ya
da 6gretmenlerin birbirlerine destek saglayacak gruplar olusturmasi (Varlier ve

Vuran, 2006) yine literatiirde 6nerilen yontemler olarak karsimiza ¢ikiyor.

“Engelli bir 6grencinin sinifinizda olmasi size ne hissettirir?” sorusuna cevaben
ogretmenlerin  biiylik bir kismi, olumsuz duygulara sahip olduklarim
belirtmistir. En 6nemli sebeplerden biri, 6gretmenler engelli ¢ocuklar ile
calismak icin yeterince egitimli olmadiklari diisiinmektedir. One ¢ikan bir diger
sebep ise Ogretmenlerin kendilerini okul ortaminda yalniz hissetmesi ve okul

ortamindaki ¢alisma arkadaslarindan destek alamamalaridir.

Diger yandan Ogretmenlerin bazilari bu soruya olumlu yanitlar vermistir.

Burada iki nokta ©6ne ¢ikmistir. Bunlardan ilki, Ogretmenlerin mesleki
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memnuniyetidir. Ogretmenler, siniflarinda kaynastirma 6grencisi oldugunda
yaptiklar1 isi degerli bulduklarini ifade etmislerdir. Ortaya ¢ikan ikinci nokta
ise Ogretmenlerin biitiinlestirme egitiminin olumlu etkileri hakkindaki
goriisleridir. Ogretmenler, smiflarinda 6zel egitim ihtiyaci olan bir dgrencinin
olmasint olumlu bulduklarin1 ifade etmisler ve bu olumlu duyguyu
biitlinlestirme egitiminin engelsiz Ogrenciler iizerindeki olumlu etkileri ile

iliskilendirmislerdir.

2.Montessori oOgretmenlerinin Montessori egitimi ve biitiinlestirme
hakkindaki goriisleri

2.1.Montessori egitim yaklasimi hakkindaki goriisler

Montessori felsefesinin temel anlayisi nedir diye soruldugunda &gretmenlerin
¢ogu Montessori yaklagiminin 6grenciyi kendi kararlarin1 almaya tesvik eden,
cocuklar aktif ve 6zgiir kilan bir anlayis oldugunu vurguladi. Siniflarin otoriter
ve rekabet¢i egitim anlayisindan uzak olmasi, ¢ocuk merkezli olmasi
Montessori anlayisindaki 6zgiirliik¢li ortami betimlemek i¢in cevaplarda

aktarilan Ozelliklerdir.

Ancak engelli 6grenciler agisindan degerlendirildiginde 6gretmenlerin ¢ogu bu
Ozgiirliik¢li ortamin engelli Ogrenciler i¢in dezavantajlar olusturabilecegini
soylediler. Ogretmenler, o6zellikle agir engelli Ogrenciler ya da dikkat
daginikligr olan ya da otizmli &grenciler ile calisirken 6gretmenin etkisinin
daha yogun oldugu, yapilandirilmis bir egitim ortamimnin ¢ocufun egitimi
acisindan daha iyi olacagini belirttiler. Ote yandan dgretmenler, Montessori’de
her 6grencinin kendi hizinda ilerleyebilmesini, egitimin rekabet¢i ortamdan
uzak olmasii ve duyu odakli egitimi engelli cocuklar agisindan avantaj olarak

belirtmistir.
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2.2.Montessori siniflarindaki egitim ortami hakkindaki goriisler

Bu boliimde Montessori siniflarindaki egitim ortami , egitimin 3 temel bileseni
cergevesinde sorgulanmistir, bunlar: siniftaki giinliik akis, karma yas

uygulamasi ve hazirlanmis gevre.

2.2.1.Smiftaki giinliik akis

Farkli okullarda 6gretmenlik yapmalarina ragmen 6gretmenlerin hemen hemen
hepsi benzer bir giinlik akistan bahsettiler. Ama hepsinde One c¢ikan
uygulamada, gilin i¢inde ¢ocuklar Montessori materyalleri ile sik sik tek
baslarina bagimsiz oyunlar oynayabiliyor ve serbest zaman gecirebiliyorlardi.
Okullarda, giin genellikle ¢ocuklarin bir araya gelerek giinii planlamasi ile
basliyor, serbest zaman ile devam ediyordu. Oglen yemeginden &nce yine bir
grup aktivesi yapiliyor ve sonrasmnda oOglen yemegi yeniyordu. Oglen
yemeginden sonra bazi okullar uyuma saati diizenlerken bazi okullar ise grup
aktivitesi veya bahge oyunlar ile giine devam ediyordu. Ogleden sonra
atistirma vaktinden sonra hemen hemen tiim okullar serbest zamanla devam
ediyor ve giinii sonlandiriyorlardi. Ogrenciler, serbest zaman esnasinda siklikla
Montessori materyalleri ile ilgileniyor, Ogretmenler de Ogrenciler bu
materyaller ile ilgilenirken gbzlem yapiyor ve Ogrencinin ihtiyacina uygun
destegi sagliyordu. Giiles (2011), Montessori materyalleri ile gegirilen serbest
zaman dilimlerinin 6grenciyi 6z motivasyona ve 0z egitime tesvik ettigini

vurgulamaktadir.

Smuftaki gilinliik akisin engelli Ogrenciler agisindan degerlendirilmesi
istendiginde, Ogretmenlerin hepsi  “serbest c¢alisma saatine” odaklanarak
yanitlar verdiler. Bir kismi, 6zellikle gelisim geriligi gosteren ya da yavas
ogrenen Ogrencilerin serbest calisma saatinde materyaller ile kendi 6grenme
hizinda vakit gecirebilecegini, bu esnada 6gretmenin de Ogrenciyi bireysel
olarak destekleyebilecegini ifade ederek bu uygulamadan engelli 6grencinin

olumlu bi¢imde faydalanacagini ifade etmistir. Fakat bazi1 Ogretmenler ise
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dikkat problemi olan ya da kendi kendine calisma becerisi sinirli olan
Ogrenciler i¢in serbest caligma saatinin yeterince verimli olamayacagini ifade
etmistir. Bu 0grencilerin Ogretmen miidahalesine daha c¢ok ihtiyag
duyacaklarini, ancak bu durumun “serbest c¢alisma saatinin” mantig1 ile

uyusmadigini ifade etmistir.

2.2.2.Karma yas uygulamasi

Ogretmenlere Montessori’deki karma yas uygulamasinin engelli &grenciler
acisindan avantajlar1 ve dezavantajlart soruldugunda, 6gretmenlerin ¢ogu bu
uygulamanin engelli Ogrenciler i¢in avantajlart1 oldugunu belirtmistir.
Ogretmenler, farkli yaglardaki ¢ocuklarin aymi sinifta olmasmin birbirlerinin
gelisimini  destekleyecegini diisiiniiyor, cocuklarin birbirine rol model
olacaklarmi belirtiyordu. Ogretmenlerin aym sinifta farkli yas gruplarindan
gelen Ogrencileri egitmek icin farklilagtinlmis - zenginlestirilmis -
cesitlendirilmis uygulamalar yapmasi gerektigini ve bu nedenle farkli gelisim
gosteren cocuklarin bu uygulamalardan kendi ihtiyaglarina uygun bigimde
faydalanacagin1 belirttiler. Ayrica, okula ve kisilere (diger Ogrencilere ve
ogretmenlere yonelik) adaptasyon problemi olan g¢ocuklar, rutine bagli olan
cocuklar (otizmli g¢ocuklar gibi) karma yas uygulamasi sayesinde ayni
O0gretmen ile uzun yillar birlikte calisabilirler. Bu da 06grencinin okula
bagliligmi arttirir. Pickering (1992) de aym simnifta farkli yas gruplarindan
Ogrencilerin olmasini cocuklar arasindaki isbirligini ve iletisimi arttiracagini
vurgulamis, bdylece kiigiiklerin biiyiiklerden, zayiflarin giicliilerden 6grenecegi
bir¢cok seyin oldugunun altin1 ¢izmistir. Karma yas uygulamasi literatiirde de
vurgulandig1 gibi akranlar arasinda dogal bir 6gretim firsat1 yaratir (Bobo,
2012; Montessori, 1967). Rudd (2014) yaptig1 tez calismasinda engelli
Ogrencilerinin de oldugu kendi Montessori smifin1 gozlem altina almgtir.
Farkli yas grubu uygulamasii oldukca faydali buldugunu ifade eden Rudd,
sinif ortaminda cocuklardan 6zel olarak istenmemesine ragmen birbirlerine

egitsel agidan destek olduklarini gézlemledigini belirtmistir. Sinifta, dil gelisim
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geriligi bulunan 6grenciye dzellikle yasca biiylik ¢cocuklarin siklikla yardimci

oldugunu ifade etmistir.

Ote yandan bazi 6gretmenler de bu uygulamanin dezaavantajli yanlari
oldugunu belirtmistir. Ogretmenlerin, aym smifta farkli yas gruplarindan gelen
ogrenciler ile ¢alismay1 yeterince bilmedikleri i¢in 6grencilerin bu durumdan
olumsuz etkilenebilecegini belirttiler. Ayrica, engelli 6grencinin gelisiminin
kronolojik olarak ayni yastaki akranlari ile birlikte oldugu bir simifta daha
kolay takip edilebilecegi vurgulanmistir. Ek olarak, ¢ocuklarin kiigiik yaslarda
olduke¢a zalim olabildikleri s6ylenmis, bu nedenle bu tip siniflarda yasca kiigiik
cocuklarin veya gelisim geriligi olan c¢ocuklarin akran zorbaligima daha sik
ugrma riski oldugu belirtilmistirler. Rudd (2014) yaptig1 gozlemlerde siniftaki
bazi engelsiz c¢ocuklarin engelli cocuklar ile hi¢ iletisime ge¢cmedigini
gbzlemlemis, hatta bazi durumlarda bu ¢ocuklarin sinifta olusan sorunlar igin
dogrudan engelli cocuklart sucladiklarint gozlemlemistir. Yine Rudd’un
gbzlemlerine gore, dzellikle engel durumu nedeniyle ihtiyaclarini sézel olarak
ifade edemeyen Ogrenciler, bir takim fiziksel davraniglar ile kendini ifade
ettiginde akranlart bu durumun Ogrencinin engelinden kaynaklandigin
anlayamiyor ve engelli ¢ocuga karsi saldirganlasabiliyordu. Rudd, smifta
arkadaglik gelistirme oturumlar1 diizenleyerek g¢ocuklarin birbirini daha iyi
tanimasini saglamanin iyi bir yol oldugunu vurgulamis ama bazi engelsiz

ogrenciler icin yine de iletisim duvarlarin yikilamadigini belirtmistir.

2.2.3.Hazirlanmis cevre

Ogretmenlere Montessori’deki hazirlanmis ¢evre uygulamasinin  engelli
Ogrenciler acisindan avantajlar1 ve dezavantajlar1 soruldugunda, 6gretmenlerin
hepsi hazirlanmis ¢evrenin engelli ¢ocuklarin katilimmi ve materyal
kullanimin arttiracagini ifade etmis, 6grencilerin kendilerini okulda giivende
hissedeceklerine vurgu yapmistir. Ogrencilerin ihtiyac1 dogrultusunda énceden
hazirlanmig bir sinif ortaminin 6grencileri sinifta rahatga hareket etmeye ve

simifa dahil olmaya tesvik edecegi vurgulanmistir. Montessori tam da bunu
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hedefleyerek hazirlanmig ¢evrenin 6nemli oldugunu vurgulamistir (Bobo,
2012; Gargiulo & Kilgo, 2012; Montessori, 1967). Tekerlekli sandalye
kullanan fiziksel engelli bir 6grenci icin sinifta rahatga hareket edebilmesi igin
yapilan diizenlemeler, gérme engelli bir 6grenci icin agik raf diizeninde
sergilenen materyaller, otizmi veya dikkat daginikligi olan bir 6grenci igin
etrafta az uyaranin (materyalin) oldugu bir sinif ortami “hazirlanmis ¢evrenin”
engelli 6grenciler i¢in olas1 drnekleri olarak paylasilmistir. Rudd (2014),
Montessori’nin kariyerinin basinda engelli c¢ocuklar i¢in dizayn ettigi
hazirlanmis ¢evrenin hem engelli hem de engelsiz ¢cocuklarin gelisimi i¢in ¢ok
onemli oldugunu belirtmis, cocuklar1 simif ile etkilesime davet ettigini

vurgulamistir.
2.3.Montessori egitimcisi hakkindaki goriisler

Ogretmenlere, Montessori egitimcisinin sinif i¢indeki rolii soruldugunda tiim
katilimcilar 6gretmenlerin temel gorevini 6grencilere kaynak saglayan, gozlem
yapan, gerektiginde c¢ocuklara destek olan bir egitimci olarak tanimladi.
Ogretmenin en 6nemli rolii gocuga ihtiyaci olan 6zgiir alan1 vermesiydi.
Montessori’nin  bu baglamdaki goriisleri  Vygotsky ile benzerlikler
gosteriyordu. Ikisi de &gretmenin gdzlemci roliiniin ¢ok degerli oldugunu
vurgular ve 6gretmenin temel gorevinin 6grenciyi ihtiya¢ duydugu konuda

desteklemesi oldugunun altin1 ¢izmektedir (Dodge, Colker & Heromen, 2002).

“Montessori ogretmenlerinin rolii engelli 6grenciler ile ¢alismak i¢in uygun
mudur?” diye soruldugunda ise o6gretmenlerin yarisi olumlu goriis bilidirken,
diger vyaris1 ise olumsuz goriisler bildirmistir. Olumlu goriis bildiren
ogretmenler, Montessori smifinda Ogretmenlerin 6grencilerin ihtiyaglari
siklikla gozlemledigini ve bireysel egitimler yaptigim1 vurgulamistir. Olumsuz
goriigler bildiren Ogretmenler ise sinifinda engelli 6grenci bulunan
Ogretmenlerin egitmen olarak cocuklarin egitimine daha miidahaleci olmasi

gerektigini vurgulamigtir.
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Olumlu ve olumsuz gorisler bildiren 6gretmenler aslinda ayni noktaya
deginmis ve engelli ¢ocuklarin oldugu siniflarda 6gretmenlerin bu 6grenciler
ile bireysel egitimler yapmasi gerektiginin altin1 ¢izmistir. Diger bir deyisle,
engelli c¢ocukla bireysel yapilan egitimleri bazi 6gretmenler Montessori

egitimcinin rolii agisindam olumlu bulurken bazilar1 olumsuz bulmustur.

Rudd (2014), Montessori egitiminde serbest ¢alisma saatlerinin olmasinin,
rutinlerin ¢ok keskin olmamasinin engelli ¢ocuklar i¢in zorlayici olabilecegini
ortaya koymustur. Bu durumda 6gretmenin bu 6grenciler ile daha bireysel
egitimler yapmasi gerektigini vurgulamistir. Diger ¢ocuklarin da etkili bir
bicimde gozlemlenebilmesi ve onlara da yeterince destek saglanabilmesi i¢in
siifta 2 Montessori sertifikali 6gretmenin, 1 tane de 6zel egitim dgretmenin
bulunmasi gerektigini belirtmistir. Rudd’un bu Onerisi 6gretmenlerin ozellikle
ilk boliimde belirttigi yetersizlik hissini (engelli 6grenci ile ¢alisirken ortaya
c¢ikan) de ortadan kaldirmaya yonelik olacaktir, ancak maliyet acisindan kolay

uygulanabilir bir 6neri ne yazik ki degildir.
2.4.Montessori materyalleri hakkindaki goriisler

Ogretmenlerden, Montessori materyallerinin genel dzelliklerini tanimlamalar
istenmistir. Ogretmenler, 6ncelikle materyallerin 6grencilerin duyu gelisimini
destekleyecek nitelikte oldugunu sOylemistir. Ek olarak, giinlik yasam
becerilerini, matematik becerilerini ve dil becerilerini desteleyecek
materyallerin de siif ortaminda bulundugunu ifade etti. Materyallerin
cogunun tahta malzemeden yapildigim1 belirttiler. Materyallerin 6gretme
fonksiyonlarma bakildiginda ise Ogretmenler {i¢ noktanin altim1 ¢izdi.
Materyaller 6grencinin kendi yanlisini kendisinin bulmasina imkan verecek
nitelikte tasarlanmisti, ¢ogu materyal sadece tek bir kavrami Ogretmeye
odaklaniyordu ve bazi materyaller dogrudan gercek hayatta kullanilan
materyallerdi, boylece Ogrenciler bu materyalleri kullanarak gercek hayat
becerilerini taklit ederek degil gercekten deneyimleyerek Ogrenebiliyordu.

Engelli 6grenciler ile ¢aligmak acisindan materyallerin uygun olup olmadig:
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soruldugunda ise Ogretmenlerin hepsi materyallerin engelli Ogrenciler ile

calismak i¢in uygun oldugunu belirtmistir.

Montessori’de materyallerin duyu ogretimine odakli olmasi literatiirde de
siklikla vurgulanan bir noktadir. Montessori’ye gore ¢ocuk heniiz hareket etme
kabiliyetinden yoksun olsa da duyularn aktif haldedir ve ¢ocugun diinyay1
anlamasma olanak saglayan en Onemli aracidir. Diger bir deyisle, duyu
organlart cocugun diinyaya acilan pencereleridir ve bu nedenle erken yaslarda
duyu gelisimi desteklenmelidir (Biiytliktagskapu, 2011; Montessori, 1967; Orem,
2012). Duyu materyalleri de bu gelisimi smif ortaminda desteklemek icin
ogretmenlere dnemli bir olanak saglar. Ote yandan, engelli dgrenciler agisindan
materyalleri degerlendiritken Ogretmenlerin  ¢ogu duyu materyallerine
odaklanarak yanit vermistir. Dokunma ve koklama duyusunu gelistiren
materyallerin 6zellikle gérme engelli ve otizmli 6grenciler icin, gorsel
materyallerin ise igitme kaybi olan veya konusma geriligi olan dgrenciler i¢in
faydali olacagi sdylenmistir. Disleksi problemi olan ¢ocuklar ile zimpara kagidi
lizerinde yapilan parmakla harf takip calismalarinin G6grencilerin okuma
becerilerine olumlu etki edecegi ifade edilmistir. Ancak Fidler (2006), otizmli
ogrenciler ile ¢alisan Montessori 6gretmenlerinin bazi materyallere (6rnegin
bazi kumas tiplerine/yiizeylerine) asirt duyarlilifi (hypersensitivity) olan
ogrenciler ile calisirken dikkatli olmalar1 gerektigini sOylilyor ve dgrencinin
hassasiyetinin uyarilmamas1 i¢in alternatif materyallerin simif ortaminda

bulundurulmasi gerektigini vurguluyor.

Ogretmenler, materyalleri iiretildigi malzeme agisindan degerlendirdigin de
cogunun tahta malzemeden yapildigin1 belirttiler. Bir katilimcimin da
vurguladigr gibi, arkeologlarin da yaptigi calismalarda oyuncaklarin ahsap
materyallerden yapilmis olmast Montessori’yi etkilemis ve ¢ogu oyuncagi
ahsaptan tasarlamasma vesile olmustur. Bu calismada engelli 6grenciler
acisindan ahsap materyallerin faydasi dogrudan belirtilmemistir, ancak ahsap
materyallerin tiim c¢ocuklarin saglhig1 icin en uygun materyal oldugu

vurgulanmigtir.
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Materyallerin 6grencinin kendi yanligint kendisinin bulmasina imkan verecek
nitelikte olmas1 da bir diger 6zellik olarak ortaya konmustur. Montessori,
calisma hayatinin basinda yaptig1 arastirmalar sonucu engelli 6grencilerin de
engelsiz akranlart gibi bagimsiz becerilere sahip oldugunu veya olmak
istedigini gozlemlemistir, bu nedenle smif ortamin1 Ggrencileri maksimum
derecede bagimsiz kilacak bigimde tasarlamistir. Materyaller de bu anlayisla
olusturulmustur. Boylece 6grenciler sinif ortaminda calisirken bagimsiz olacak
ve 6gretmen yardimina en az diizeyde ihtiya¢ duyacaktir (O’Donnell, 2013).
Engelli 6grenciler agisindan dogrudan bu baglamda ek bir avantaj bu ¢alismada
ortaya konmamustir, ancak Vettiveloo (2008) o6grencinin materyalle vakit
gecirirken kendi hatasini gérmesini bir oto-egitim olarak ifade etmektedir.
Geleneksel smiflarda yapilan 6gretmen merkezli egitimde, 6zellikle 6grenme
problemi olan 6grencilerin kapasitesinin ve becerilerinin kiiciimsenme riskinin
ortaya cikabilecegini sOylemektedir. Oysa ki oto-egitim o&zelligi olan
materyallerle c¢alisan bu 6grenciler kendi gercek kapasiteleri ortaya koymak
icin gerekli bagimsiz alani bulurlar. Bu materyaller ayrica deneyerek 6grenme

becerisinin de giiclenmesine olanak saglar.

Materyaller ile ilgili ortaya konan bir diger ozellik, Montessori’de ¢ogu
materyal sadece tek bir kavrami 6gretmeye odaklaniyor. Marshall’in (2017) da
belirttigi gibi 6zellikle duyu 6gretiminde kullanilan Montessori materyalleri tek
bir 6zelligi 6gretmek i¢in tasarlanmistir, materyaller iizerinde farkli kavramlar
ayni anda Ogretmek icin ip uglari bulunmaz. Engelli 6grenciler agisindan
degerlendirildiginde bu ¢aligmada Ogretmenler, materyallerin bu &zelligini

yavas O0grenen ya da dikkat daginiklig1 olan 6grenciler i¢in faydali bulmustur.

Son olarak, d6gretmenler sinif ortamindaki bazi materyallerin dogrudan gercgek
hayatta kullanilan materyaller oldugunu vurguladilar. Pickering’in (1992) de
belirttigi gibi ger¢ek hayat materyalleri cocugun kendisi ve g¢evresi arasinda
bag kurmasina olanak saglar, motor becerileri gelisir, insanlar arasi iligkileri
gelisir. Bu materyaller ile iliskisinde ¢ocuklar; bir gorevi tamamlamay1

(0rnegin, masayi silmek), bir igse konsantre olmayi, siraya girmeyi 6grenir. Bu
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calismada da o6gretmenler, ger¢ek materyaller ile ¢ocuklarin gercek hayati
dogrudan 6grendigini, taklit etmek zorunda kalmadigini ifade etmistir. Engelli
cocuklar acisindan degerlendirildiginde ise gercek materyallerin 6grencileri
gercek yasam becerilerine hazirladigi sdylenmis, gelecek hayatlart i¢in onlara
onemli beceriler kazandirdig: ifade edilmistir. Hatta verilen bir 6rnekte, down
sendromlu 6grencilerin bu materyalleri kullanmay1 6grenerek ileride 6zellikle
down sendromlu yetigkinlerin calistigi/calistirdigr kafelerde kolaylikla is
bulabilecegi ihtimalinden bahsedilmistir. Ger¢ek materyallerin kullaniminin
engelli 6grencilerin beceri edinimi i¢in 6nemli oldugu yine literatiirde de

vurgulanmigtir (Guess, Benson ve Siegel-Causey, 1985).

2.5.Montessori sinifinda 6grencinin gelisimin/basarisinin degerlendirilmesi
hakkindaki goriisler

Ogretmenlere, dgrencinin gelisimini ve basarisim1 nasil degerlendirdikleri
soruldugunda 6gretmenler farkli yontemlerden bahsettiler, ancak ¢ogunluk
gdzlem yaparak degerlendirme yaptiklarm belirtti. Ogretmenler ayrica
gbzlemlerini ve Ogrencilerin yaptig1 c¢aligmalar1 ¢ogunlukla arsivlediklerini
(portfolyo, bireysel defteler, logbook, resmi formlar) belirttiler ve daha sonra

bu kayitlart aileler ile paylastiklarini vurguladilar.

Engelli 6grenciler ile ¢alisirken nasil bir degerlendirme yaptiklari soruldugunda
ise 6gretmenlerin ¢cogu yine farkli gézlem tekniklerini kullandiklarii belirtti.
Gozlem yaparken duruma gore davranigin sayisimi veya  siiresini
gozlemlediklerini belirttiler. Bazen kontrol listeleri (gelisim degerlendirme)
kullanarak gozlemler yaptiklarini ifade ettiler. Baz1 6gretmeler ise 6grencilerin
bireysellestirilmis egitim planlarina goére gozlem ve kayit yaptiklarini
vurgulamigtir.  Ogretmenlerden biri BEP raporu hazirlamak igin bilgiye
erisirken “Egitimhane” adl1 siteden faydalandigini sdylemistir. Ogretmenlerin
bilgiye erisirken MEB kaynaklar1 (6gretmenler i¢in tasarlanmis EBA yerine)
yerine bu tip websitelerini kullaniyor olmalar1 dikkat ¢ekicidir. Ote yandan,
okula ek olarak 6zel egitim ve rehabilitasyon merkezlerine devam eden engelli

ogrenciler bu merkezlerde 6zel egitim dgretmenleri ile calisiyor. Bu nedenle
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baz1 Montessori 6gretmenleri, 6zel egitim 0gretmenin talebi dogrultusunda da
baz1 6zel gozlem ve kayitlar yaptigini da belirtmistir. Ogretmenlerin, 6zel
egitim Ogretmenleri ile igbirligi yapmasi ¢ocugun gelisiminin dogru takip

edilmesi ve ihtiyaclarinin karsilanabilmesi i¢in ¢ok degerlidir.
2.6.Montessori yaklasiminda ailelerle isbirligi hakkindaki goriisler

Ogretmenlere, “Montessori yaklasiminda ailelerle isbirligi nasil yapilmaktadir”
diye soruldugunda 3 farkli uygulamadan bahsetmislerdir. Ogretmenlerin ¢ogu
ailelere Montessori yaklasimin detaylarin1 anlatmak ve uygulamalarin evde de
yapilabilmesini  saglamak i¢cin “aile egitimleri”  diizenlediklerinden
bahsetmistir. Bazi 6gretmenler ise farkli iletisim yontemleri kullanarak aileler
ile stirekli iletisimde olduklarindan bahsetmistir. “Veliler icin olusturulmus
WhatsApp grubu, ailelere gonderilen aylik biiltenler ya da yil icerisinde bir
haftasonu ya da aksam diizenlenen aile etkinligi” bahsedilen iletisim
yontemleridir. Son olarak ailelerin okul aktivitelerine katilimini saglamak ve
cocuklart sinif ortaminda onurlandirmak gibi sebeplerle diizenledikleri “aile
davetlerinden” bahsettiler. Ebeveynlerin mesleklerini ya da hobilerini sinifta
anlatmasi, ¢ocuklara sinifta kitap okumasi veya ¢ocugu ile birlikte sectigi bir

konuda diger ¢ocuklara sunum yapmasi bu etkinlikler arasinda siralanmastir.

Montessori yaklasiminda engelli cocugu olan aileler ile nasil isbirligi
saglaniyor? diye soruldugunda dgretmenlerin hemen hemen hepsi 6zel egitim
ithtiyaci olan Ogrencilerin egitimin siirdiiriilebilir kilinmasi icin aileler ile
birebir goriismeler — kiigiik egitimler yapilmasi gerektigine vurgu yapti.
Boylece okulda 6gretilen seyleri aileler de evde uygulayabilirler. Bolat ve Ata
(2017) yaptiklart calismada anaokulu yoneticileri ile goriismiis ve bu
yoneticiler kaynastirma uygulamasinin basarili olmasi i¢in engelli cocuk sahibi
velilere yonelik egitimler yapilmasi gerektigini vurgulamistir. Bayrakli ve
Sucuoglu (2017) da okul oncesi donemde engelli ¢ocugu bulunan anne
babalara yonelik okul ortaminda destek egitim programlarinin uygulanmasinin

ailelerin karsilastiklar1 giicliikleri azaltmada yararli olabilecegini belirtmistir.
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Bu bolimdeki son soruda aile isbirliginin avantajlari ve dezavantajlari
sorulmustur. Herhangi bir dezavantaj belirtilmemis, buna karsin avantaj olarak
2 noktaya deginilmistir. Bunlardan biri aileye odaklanmistir ve iyi bir okul- aile
isbirliginin engelli cocuk sahibi ebeveynlerin kaygi diizeyini diislirecegini
ortaya koymustur. Ogretmenler, egitim dgretim yili boyunca aileler ile devam
eden bir iletisimde olmay1 énemsediklerini belirttiler. Bu tip bir iliski ailenin
cocugun egitimine daha katilimci olmasimi sagladigr gibi, Ogretmenin de
Ogrenci hakkinda daha fazla bilgiye sahip olmasini sagliyor. Bu da ihtiyaglarin
daha kolay karsilanmasin1 ve olast problemlerin biiyiimeden c¢oziilmesini
sagliyor. Boylece ailelerin bu sorunlarla bas basa kalmalarini1 engelliyor.

Ogretmenlerin vurguladigi ikinci olumlu nokta ise aile isbirliginin dgrenci
lizerindeki etkisi hakkindadir. Ogretmenler, olumlu aile isbirliginin Montessori
felsefesinin ailelere daha iyi aktarilmasina katki saglayacagini diistinmektedir.
Montessori’nin temel felsefesi ¢ocugu bir birey olarak goérmekle basliyor.
Engelli ¢cocuga sahip aileler i¢cin bu durumu algilamak bazen deneyimleri
nedeniyle ¢ok zor olabiliyor. Cocuklar hep bakima ve ilgiye ihtiya¢ duyan
varliklar olarak goriilebiliyor. Olumlu bir aile isbirligi ile ailelere ¢ocuklarinin
da bagimsiz bireyler oldugu net bir bigimde anlatilabilir. Weafer (2010) engelli
cocuklarin aileleri ile yaptigi gorlismelerde ebeveynlerin ¢ocuklarinin
hayatlarina dliinceye kadar dahil olacaklarina inandiklarin1 vurgular. Bu aileler
cocuklarma karst ¢ok koruyucu olduklarimi kabul ederler, ancak bunu
cocuklarmin 1yiligi i¢in yaptiklarmi soyleyerek bu durumu kendilerince
makullestirirler. Ogretmenler, bu makullestirme siirecinden kaygi duymakta ve
cocugun bireysellesmesinin 6niinde bu durumu engel olarak gérmektedir. Bu
nedenle aileler ile olumlu isbirlikleri gelistirerek Montessori’nin bagimsiz

yasam felsefesinin ailelere aktarilmasi gerektigi yoniinde goriis bildirmislerdir.
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