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ABSTRACT

INVESTIGATING THE OPINIONS OF PRE-SERVICE AND IN-SERVICE ENGLISH
LANGUAGE TEACHERS ON INCLUSIVE EDUCATION

Selda Deliktas
Master of Arts, English Language Education

Supervisor: Belgin Elmas

August, 2023

Inclusive education (IE) is the only way to educate all students. Inclusion in all educational
institutions is necessary for equality in education. Teachers, students, parents, and schools must be
informed and willing to adopt IE. Policies and laws should also encourage shareholders and provide
means and resources for inclusive education. Finally, as ELT involves unique strategies, resources,
and tools for students with special needs, in-service and pre-service instructors' attitudes, beliefs, and
expertise are crucial for inclusive education in EFL classrooms. This study examined EFL pre-

service and in-service teachers' views on IE.

A mixed-methods research design was utilized to perceive the perspectives of pre-service
and in-service teachers on IE. Following the collection of responses from 44 participants using a 3-
Likert scale questionnaire, 10 volunteers were interviewed using a semi-structured format to elicit

participants' detailed perspectives. By integrating qualitative and quantitative research, the



researcher aimed to gather information that would supplement the statistical data with real-world

examples.

The results indicated that pre-service and in-service instructors generally support IE, although
some opposed including special needs pupils. Unlike pre-service teachers, some in-service
instructors were hesitant to have students with special needs in their classrooms due to unfavorable
attitudes and poor support from parents and management. Most participants supported inclusive
education but stressed the need for faculty, administrative, and policy support, training, and

instruction.

This study showed that while pre-service and in-service instructors are supported in education
and experience, other stakeholders should be educated and provided with policies, physical

circumstances, and equipment for a better and more equitable education.

Keywords: Inclusive Education, Pre-service Teachers, In-service Teachers, EFL, Teacher Attitude.



OZET

HiZMET ONCESI VE HIZMET ICINDEKI INGILiZCE DiL OGRETMENLERININ
KAPSAYICI EGITIM HAKKINDAKI FIKIRLERININ ARASTIRILMASI

Selda Deliktas
M.A., Ingiliz Dili Egitimi

Tez Yoneticisi: . Belgin Elmas

Agustos, 2023

Kapsayic1 egitim, tim 6grencileri egitmenin tek yoludur. Egitimde esitlik i¢in tiim egitim
kurumlarinda kapsayicilik olmasi gereklidir. Ogretmenler, dgrenciler, ebeveynler ve okullar
kapsayic1 egitim iizerine bilgilendirilmelidir. Politikalar ve kanunlar ayrica paydaslar tesvik
etmelidir ve kapsayici egitim icin ara¢ ve kaynaklar saglanmalidir. Son olarak, Ingiliz Dili Egitimi
(ELT), 6zel ihtiyaglar1 olan 6grenciler i¢in alana 6zgii stratejiler, kaynaklar ve araclar icerdiginden,
hizmet i¢i ve hizmet dncesi egitmenlerin tutumlari, inanglar1 ve uzmanh@ ingilizce egitimi (EFL)
siniflarinda kapsayici egitim i¢in ¢ok onemlidir. Bu ¢alismada hizmet 6ncesi ve hizmet i¢i EFL

ogretmenlerin kapsayici egitim hakkindaki gortisleri incelendi.

Kapsayici egitim iizerine hizmet dncesi ve hizmet i¢i 6gretmenlerin bakis agilarini algilamak
icin karma yoOntem arastirma tasarimi kullanildi. 44 katilimcidan 3-Likert Slgekli bir anket

kullanilarak yanitlar toplandiktan sonra, katilimcilarin ayrintili bakis agilarini ortaya ¢ikarmak igin
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10 goniillityle yar1 yapilandirilmis gériismeler yapildi. Bu iki yontemi entegre ederek, arastirmaci,

sayisal bulgular1 ger¢ek deneyimlerle tamamlayacak bilgileri toplamay: amagladi.

Arastirma sonuclarina gore hizmet 6ncesi ve hizmet i¢i egitmenler genellikle kapsayicilig
destekledikleri, ancak bazilarinin bu konuda cekinceleri oldugu goriilmustiir. Hizmet Oncesi
ogretmenlerin aksine, bazi hizmet i¢i egitmenler, ebeveynler ve okul yonetimlerinin olumsuz
tutumlar1 ve zayif destegi nedeniyle siniflarinda engelli 6grencilerin olmasi konusunda tereddiit
ettikleri anlasildi. Katilimeilarin ¢ogu kapsayict egitimi desteklemekteydi, ancak fakiilte, idari ve

politika destegi, egitim ve dgretim ihtiyacini vurguladilar.

Bu ¢aligma, hizmet dncesi ve hizmet i¢i egitmenlerin egitim ve deneyimde desteklenmesinin
yaninda, daha iyi ve daha adil bir egitim i¢in politikalar iiretilmesi, diger paydaslar i¢in de gerekli

fiziksel kosullarin ve ekipmanlarin saglanmasi gerektigini ortaya koymaktadir.

Anahtar Kelimeler: Kapsayic1 Egitim, Hizmet Oncesi Ogretmen, Hizmet i¢i Ogretmen, Ingiliz Dili

Egitimi, Ogretmen Tutumu
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CHAPTER 1

INTRODUCTION
1.1.  Background of the study

Inclusive education (IE) was defined as accepting all differences and diversity among
children and young people and designing a system that can be tailored to address
individual differences (UNESCO, 1994). To reach inclusiveness in education, all
stakeholders should be aware of the principles of IE and follow their duties accordingly
(Booth, 2005). Regulations were made all over the world to implement and sustain
inclusive education (Francisco et al., 2020). However, there seems to be a long way to

go to achieve inclusiveness in and out of schools around the world.

Pre-service teachers’ attitudes and concerns play a significant role in terms of the
implementation of IE. As long as they are equipped with the necessary information
and practices in real classrooms, they feel more confident and positive about IE
(Sharma et al. 2008; Rusznyak & Walton, 2016). Besides, training pre-service teachers
(PSTs) for preparing materials and practices for students with special educational
needs (SEN) showed a significant change in PSTs’ attitudes toward IE (Griful-
Freixenet et al., 2021; Ritter et al., 2019; Belda-Medina, 2021). Thus, PST education,
practicum, and courses designed for inclusive education are important components to

creating a positive attitude of PSTs toward IE.

Similarly, in-service teachers are also in need of certain guidance and support when
inclusive education is considered. With their positive attitude, self-adequacy, and
experience, IE implementation becomes much more straightforward and effortless
because in-service teachers are the ones who can create and continue IE classrooms
when they are provided with enough sources, training, and encouragement
(Pokrivéakova, 2018). Yet, many in-Service teachers may not feel adequate in
inclusive classrooms, the reasons for which vary from a lack of training, and
knowledge to inadequate support from schools and other stakeholders. Policy making,
implementation of policies, and supervision are key points in terms of raising
awareness and supporting in-service teachers in IE (HOADJLI & LATRACHE, 2020).



The concept of IE was mainly focused on preschool and young children’s education
(UNESCO, 1994). However, in the English as a Foreign Language (EFL) context,
especially in countries where English is a foreign language, implementation of IE
becomes a more challenging task. One of the first and foremost challenges that emerge
in inclusive EFL classes is the attitude of pre-service and in-service teachers. Despite
many efforts for setting up policies for IE, pre-service and in-service teachers are the
first people who face the realities of IE in their classes. Thus, their attitudes, concerns,
and beliefs are the most distinct indicator of the success of an inclusive curriculum.
That is why, the perspectives of PSTs and in-service teachers are significant for EFL
teaching in the IE context.

1.2. Statement of the problem

The purpose of English Language Teaching (ELT) departments is to train EFL teachers
who can teach different skills while addressing various issues in a language classroom.
By their nature, EFL classrooms include different types of approaches and methods
for language learning. To have an interactive language classroom, certain activities
and methods should include physical, mental, and emotional aspects. Therefore, they
might not be suitable for an inclusive classroom, and this might result in losing
students with special educational needs. The attitudes, concerns, and beliefs of teachers
play a vast role in terms of making a language classroom inclusive and diverse enough
for all differently skilled students. When teachers are aware enough with the
necessities of an inclusive classroom, education will be fair for all students as this is
the one of the main purposes of teaching. Briefly, the perspectives of teachers, pre-
service and in-service, should be investigated to achieve inclusiveness in EFL

classrooms.

1.3. Purpose of the study

This study aims at finding pre-service and in-service teachers’ attitudes, beliefs, and
concerns toward inclusive education in the EFL context. As known, inclusive
education has been one of the sustainable development goals of the United Nations as
well as the significance of teacher training on inclusive education was emphasized by
UNESCO in the Framework for Action on Special Needs Education during World
Conference Special Education (1994). Thus, this study will investigate pre-service and
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in-service teachers’ attitudes toward inclusive education to create a better framework
to understand how efficient the teachers feel during and after their studies in the
Department of English Language Education at TED University. The research

questions are as follows:
1. What are the opinions of pre-service teachers towards inclusive education?

a. What are the attitudes of pre-service teachers about the roles of schools

in inclusive education?

b. What are the concerns and anxieties of pre-service teachers towards

inclusive education?

C. What are the personal beliefs and attitudes of pre-service teachers

towards inclusive education?
2. What are the opinions of in-service teachers towards inclusive education?

a. What are the attitudes of in-service teachers about the roles of schools

in inclusive education?

b. What are the concerns and anxieties of in-service teachers towards

inclusive education?

C. What are the personal beliefs and attitudes of pre-service teachers

towards inclusive education?

3. Is there any significant difference between pre-service and in-service EFL teachers
in their attitudes about the purpose of schools, concerns, and anxieties towards

inclusive education, and personal beliefs and attitudes towards inclusive education?

4. What is the perception of pre-service and in-service EFL teachers about teaching

certain skills in inclusive education?

1.4. Significance of the study

The significance of this study lies in its capacity to improve our understanding of
inclusive education and its implementation among pre-service teachers and in-service

teachers in ELT. The literature is replete with studies which display various



implementations and policies of inclusive education; however, despite the observed
benefits of better practices in inclusive education, the literature also shows that in EFL
classrooms, these implementations cannot be said as common (Acufia & Cardenas,
2017; Villafuerte-Holquin & Mosquera, 2020). In the EFL context during both pre-
service education and in-service training, research seems to have a lack of the
perception of these two groups. In this sense, this study with its focus on these two
distinct groups intends to provide better insight into the policies about inclusive
education and practices needed. The research focuses on pre-service and in-service
teachers’ attitudes as this is the first step to understand the scope of policies and how

adequately they are implemented in real life.

1.5. Limitations of the study

Although this study was carefully designed, several shortcomings should be
acknowledged. First of all, the present study employed an explanatory mixed-method
design that incorporated both qualitative and quantitative data collection and analysis
methods. The meaning that was constructed was unique to the perspectives of the
participants of the study in a specific setting and at a specific time that began with the
commencement of the 2022 Spring Semester and terminated in June 2022. Given the
contextual specificity inherent in this explanatory mixed-method research, it must be
acknowledged that the conclusions drawn from this particular study cannot be
generalized or applied to other educational contexts or populations. Nevertheless, the
profound significance of the detailed and comprehensive analysis conducted in this
research, and its potential to inform and inspire further inquiry, should not be

underestimated.

Furthermore, it should be noted that participants in this study, which served as the
foundational pillars of the data collection process, were recruited on a voluntary basis.

Therefore, the study was conducted with a limited number of participants.

In conclusion, while this study has several acknowledged shortcomings, it has
provided valuable insights into the attitudes of pre-service and in-service teachers in
the ELT context. The research design, incorporating both qualitative and quantitative

methods, allowed for a comprehensive analysis that considered the perspectives of the



participants. However, it is important to recognize the contextual specificity of this
study, limiting the generalizability of its conclusions to other educational contexts or

populations.

1.6. Definition of the terms

The subsequent definitions are presented to provide readers with an understanding of
the terminology used throughout the study and ensure that there is no ambiguity or

confusion regarding their meanings.

Inclusive education: “Inclusive education implies starting with children and young
people as they are in all their diversity and then designing a system which is flexible
enough to be responsive to individual differences.” (UNESCO, 1994, p. 40)

Pre-service teachers: In this study, pre-service teachers are referred to as ELT

department students in their 4™ year and having a practicum.

In-service teachers: In this study, in-service teachers are EFL teachers who have been

teaching for a maximum of five years.
Children with special needs (SEN): Children with special educational needs include:

e those who are currently enrolled in primary school but for various reasons do
not progress adequately,

e those who are currently not enrolled in primary schools but who could be
enrolled if the schools were more responsive, and the relatively smaller group
of children with more severe physical, mental, or multiple impairments who
have complex special educational needs that are not being met. (UNESCO,
1994, p. 23)

Perception, Attitude, and Concern: These terms are significant for the research
questions of this study. They may seem similar to each other in other contexts, but
each of them means a diffirent aspect of the topic in this study.

Attitude is used to understand general tendency of participants towards inclusive
education. How they feel, how much they know about inclusive education, and their

ideas about other stakeholders includes the attitude part of the study. It was used



interchangeably with the term perception. Therefore, they should be considered similar
in meaning.

Concern is used to understand participants’ anxieties towards being a student and also
teacher in an inclusive classroom. This term also defines their positive or negative
attitude towards IE.

Coding: “The specification of categories in content analysis research. It may be done
ahead of time or emerge from familiarity with the raw data.” (Fraenkel et. al., 2012, p.

glossaryl)



CHAPTER 2
LITERATURE REVIEW

2.1. Introduction

This chapter provides an overview of the concept and historical background of
inclusive education, as well as highlights the significance and benefits of implementing
inclusive education practices in mainstream schools. Furthermore, there is a body of
research that examined the benefits and difficulties associated with implementing

inclusive education in EFL.

The present study aimed to investigate and present insights into the opinions of pre-
service and in-service teachers on inclusive education within EFL. Furthermore, the
researcher incorporated investigations into the impact of inclusive education within an

EFL setting on the development of students’ language proficiency.
2.2. Inclusive Education

The concept of inclusive education has been subject to multiple definitions and is
likely to continue to be expounded upon in the future. The World Conference on
Special Needs Education held in Salamanca in 1994 was credited with providing the
earliest and most accurate definition of the subject. As per the report, “inclusive
education implies starting with children and young people as they are in all their
diversity and then designing a system which is flexible enough to be responsive to
individual differences.” (UNESCO, 1994, p. 40). Despite the absence of an explicit
declaration of inclusive education, the Dakar Framework (UNESCO, 2000)
unambiguously employs the phrase “education for all” to denote inclusive education.
Finally, the Convention on the Rights of Persons with Disabilities (United Nations,
2006) introduced the framework for inclusion in education. Inclusion that was
described in the report contained all children and people of all ages, sexes, races, and
ethnicities. Besides, people with any kind of disability are mentioned within this group
(United Nations, 2006). Similarly, Dyson et al. (2002) also described inclusive
education as being about: “The participation of students in key aspects of their schools:
their cultures, that is their shared sets of values and expectations; their curricula, that
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Is the learning experiences on offer; and their communities, that is the sets of
relationships they sustain”(p. 12). Shortly, inclusive education is not only about the
school environment, it is also about any person, place, or situation for a student with

special needs.

2.2.1. Theoretical Background

While the notion of inclusion in education as a fundamental human right is not novel,
a seminal report on the subject was produced during the World Conference on Special
Needs Education held in Salamanca (UNESCO, 1994). As the report started by stating
the need for shareholders, including governments, parents, communities, the
international community, and non-governmental organizations, the purposes of the

conference were listed as:

e present new thinking on learning difficulties and disabilities and the
relationship between special educational provision and general school reform

e review recent developments in the provision for children and young people
with special educational needs.

e highlight breakthroughs and significant experiences in key areas such as
legislation, curriculum, pedagogy, school organization, teacher education, and
community participation.

e provide a forum for sharing experiences at international, regional, and bilateral
levels and an opportunity for negotiating ongoing collaboration. (UNESCO,
1994, p.21).

After the World Conference of Special Needs Education in Salamanca report, many
other conferences about inclusive education were held (UNESCO, 2000 and 2001)
(United Nations, 2006). They all had similar purposes for inclusive education. One of
the recent reports that focused on inclusion and education for all was the Sustainable
Development Goals (SDG) prepared and agreed upon by 193 states in the United
Nations (Sustainable Development Goals (SDGs) and Disability | Division for
Inclusive Social Development (DISD), n.d.). 17 goals were set to achieve development
throughout the world. Goal number four was about inclusive education, and the

purposes were listed as follows:



e Ensure inclusive and quality education for all.

e Promote lifelong learning.

e Eliminate gender disparities in education.

e Ensure that all girls and boys have access to quality early childhood
development and care.

e Ensure equal access to all levels of education for the vulnerable, including
persons with disabilities, indigenous peoples, and children in vulnerable
situations. (Sustainable Development Goals Online | Taylor & Francis eBooks,
Refere, n.d.)

As can be inferred from the list of goals in both reports, achieving inclusive education
requires treating all differences as equal and preparing the basis for all to get an equal
and fair education. Even though these reports are more than 20 years apart, the goals
for inclusive education have not changed considerably. Besides, SDG Number 4 is
more comprehensive as all children, young people, and also all genders were

specifically mentioned in it.

When the concept of inclusive education was coined and mentioned, many researchers
investigated the issue in various aspects. The proposition put forth by Corbett (1999)
posited that educational institutions must exhibit tactics that safeguard, foster, and
motivate their most susceptible constituents to qualify as "efficient.” Allan (2014), on
the other hand, took the issue from the perspective of art education. The author asserted
the necessity of embracing different perspectives regarding inclusive education and
evaluated the capacity of the arts to cultivate involvement and civic activism (Allan,
2014). Also, Booth (2005), who worked for the implementation of inclusive education
throughout his career, mentioned that the challenging process of connecting inclusive
principles to practical implementation sustained a means of enacting alternative

approaches.

One other aspect of inclusive education is its obvious difference from special
education. Special education and inclusive education were used interchangeably
before a clearer definition of inclusive education. Special education was described by
Francisco et al. (2020) as an educational approach that was customized to cater to the

unique learning requirements of individuals with disabilities, irrespective of the setting



in which the instruction is delivered, be it a classroom, home, or hospital. To cater to
the unique educational needs of SEN students, Winzer (1993) claimed that individuals
with disabilities should be kept separate from “normal” people and should not be
permitted to procreate when the first special education programs were designed (as
cited in Francisco et al., 2020, p. 3). These kinds of claims led to the separation and
implementation of special education for students with disabilities. Even though
children with special needs were acknowledged by many states starting in the 1900s,
they were not accepted into mainstream schools until the 1940s (Francisco et al.,
2020). In the 1940s, parents and educators created advocacy groups to be included in
mainstream educational institutions (Francisco et al., 2020). During this time,
disabilities were related to genetics, and children with disabilities were considered
unteachable despite special education (Francisco et al., 2020). To respond to the
educational needs of students with disabilities, Francisco et al. (2020) suggested
inclusive education to provide equal access to effective educational services for all
pupils, including those with severe disabilities. This included the provision of
additional aides and support services, as necessary. The goal of inclusive education
was to ensure that all students in their neighborhood schools had access to age-
appropriate general education courses (Francisco et al., 2020). The ultimate objective
of inclusive education was to prepare all students, regardless of ability, for productive

careers as contributing members of society (Francisco et al., 2020).

As an be easily understood from these descriptions and approaches, there is a distinct
difference between inclusive and special education. While both approaches aim to
teach children with special needs, the students can only be provided with appropriate
and necessary tools in inclusive education. In special education, pupils can get some
kind of education, but this is done by separating them from other students, which
reduces their opportunity to socialize and be a part of the communities they live in.
Therefore, special education is not an option when there are inclusive practices in
mainstream schools. Research clearly showed that students with disabilities could

develop easily around their peers in inclusive classrooms (Justice et al., 2014).

In conclusion, the concept of inclusiveness and inclusive education as a whole is a

necessary instrument in the twenty-first century, as it is the only way to provide a fair
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and just education to all groups of students with special needs. Even though the
necessity of inclusive practices cannot be disregarded, the global implementation of

such a strategy could pose some challenges for governments and educational systems.

2.2.2. Empirical Studies on Inclusive Education

After inclusive education was described and stakeholders’ attention was drawn to the
subject, many researchers studied the implementation, challenges, and application of
IE. The initial samples of such research focused on the broader meaning and various
aspects of the term (Artiles et al. 2006; Dyson, Howes, and Roberts 2002; Katz and
Mirenda 2002a, 2002b; Nakken and Pijl 2002; Nind et al. 2004; Rix et al. 2006; Salend
and Duhaney 1999).

One of the aspects that should be regarded about IE was the interaction patterns
between and among students with and without SEN. A literature review study
conducted by Naken&Pijl (2002) demonstrated the interaction patterns and success of
students with and without disabilities in the inclusive education context. They
reviewed 65 publications about interactions in inclusive education. The results varied
in terms of interaction patterns, time, and types of disabilities. They concluded that
placing students with special needs in separate institutions limited social interaction,
but the effects of integration on social relationships were uncertain. The limitation of
the study was a lack of knowledge about enhancing support for the inclusion of
students with SEN in regular classrooms, so additional research was required to
understand the effects of integration in an inclusive context. Considering interaction
patterns, another pattern that was studied was between teachers and students (Rix et
al., 2006). According to the researchers, the interaction between teachers and students
should be worked on by teachers by inviting and building on students’ responses and

creating a friendly classroom environment (Rix et al., 2006).

One other aspect that was studied by many in inclusive education was the attitudes of
stakeholders in an educational environment. A comprehensive study conducted by Rix
et al. (2006) analyzed the attitudes and purposes of other stakeholders in an inclusive
context as well as interaction patterns between peers, and teachers and students.

According to the results of the study, effective teaching approaches were still not
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created, and teachers needed more training and professional development support (Rix
et al., 2006). According to Rix et al. (2006), stakeholders should create policies that
would encourage teachers to the implementation of effective pedagogical approaches
in an inclusive setting. Additionally, the schools, one of those who are part of the
educational stakeholders, needed to emphasize higher-order interaction and create a
learning environment that was open to dialogue. Another comprehensive study by
Dyson et al. (2002) also searched inclusive practices in general, and how they reflect
in school-level practices. Even though the results did not show a definite answer for
the relationship between inclusion and teaching practices, it was clear that with an
open mind and positive attitude towards inclusion, stakeholders, including all
personnel at school, could grow an environment that could lead to an opportunity for

communication and learning for students with and without SEN.

Considering the role and attitudes of shareholders, one of the most important members
of this group is parents. The literature review conducted for parents’ attitudes showed
that the parents with and without disabled pupils were positive towards inclusive
education in general (de Boer et al., 2010). The results of the study showed that most
parents of special children were positive towards IE and preferred their kids to be in
an inclusive context. However, parents of children with behavioral and cognitive
difficulties were more concerned about inclusion (de Boer et al., 2010). They were
essentially worried about the emotional development of their children. Besides,
parents with typically developing children saw the societal value of inclusion and
supported inclusive education. Although there might be some concerns and
reservations of parents with special needs children, the general attitude seemed
positive from parents’ point of view, which could help the implementation of inclusive
education for other stakeholders including educators while promoting a helpful
environment and changing the attitudes of peers towards each other (de Boer et al.,
2010).

While there were studies on interaction, there were also some other studies that focused
on how inclusive education can affect the academic achievement of students with and
without disabilities, their attitudes towards each other, and their concerns about being

in an inclusive classroom. A study conducted by Salend and Duhaney (1999) showed
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three main points in terms of these themes. Considering academic performance,
placing non-disabled kids in inclusive classrooms did not hurt their grades, and also
instructional time, interruptions, achievement test scores, and report card grades
remained unaffected (Salend & Duhaney, 1999). Regarding attitudes, the researchers
concluded that non-disabled students were supportive of inclusion, and they claimed
it benefited them. They adopted behaviors such as higher acceptance, understanding,
and tolerance of individual differences, greater knowledge, and sensitivity to the needs
of others. Besides, they had more opportunities to form alliances with kids with
disabilities (Salend & Duhaney, 1999). Likewise, Van Mieghem et al. (2018) found
that the attitude of teachers, parents, and kids without SEN towards IE was positive.
Furthermore, positive social contact, acceptance, and friendships with their classmates
improved the social involvement of SEN kids in regular education (Van Mieghem et
al., 2018). The last and only negative conclusion drawn from the study was some
reservations about some students without SEN held in the classroom (Salend &
Duhaney, 1999). Salend and Duhaney (1999) associated the root of these reservations
with the communication, physical, and behavioral issues of some students with SEN
in the classroom. One way to overcome such a challenge was suggested by Katz
(1023). In the Universal Design for Learning (UDL) model introduced by Katz (2013),
pupils with disabilities were less concerned and more interactive with their peers

without disabilities.

Katz (2013) introduced the Universal Design for Learning (UDL) as an approach that
was accessible and provided easy participation and improvement in general education
for all learners. Namely, UDL is an approach that is effective and beneficial in
inclusive education. The three dimensions of it were social and emotional learning,
inclusive instructional practice, and systems and structures. Katz (2013) emphasized
the importance of an integrated curriculum and longer blocks of teaching time on the
side. Even though the research was limited, the results were obvious. The study was
observational, and there was no intervention during the study, but the results clearly
showed that all students were positively engaged in an inclusive classroom with an
integrated curriculum. It was also observed that the achievement and social

engagement of students improved quite distinctly (Katz, 2013). This study indicated
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that an integrated curriculum, which was designed for students with and without

disabilities, could benefit them academically and socially.

Another influential study in the literature was conducted in Ukraine, and other former
Soviet countries demonstrated the implementation of inclusive education widely, and
the study aimed to understand these countries’ places all over the world in terms of the
implementation of inclusive education (Budnyk & Sydoriv, 2019). The study focused
on both theoretical and practical aspects of implementing inclusive education, such as
effective pedagogical cooperation between schools and families of students with
special educational needs (SEN) and experimental modes of work with parents at
inclusive schools. According to the results, implementing inclusive education required
taking into account a variety of factors influenced by the socioeconomic and
educational environment of each country or region, including available educational
resources, cultural aspects, and student and family characteristics. According to the
study, each nation had to create its own path to inclusion based on its societal values,
education laws, and available classroom resources (Budnyk & Sydoriv, 2019).
Overcoming stereotypes, identifying and addressing the social and personal issues of
students with disabilities, creating a welcoming educational environment, providing
social and pedagogical support for parents, working with gifted children, organizing
inclusive leisure activities, promoting social and pedagogical cooperation, adapting
educational support, and promoting a pedagogy of tolerance also positively affected
the implementation of inclusion (Budnyk & Sydoriv, 2019). The initiative "Without
Borders: Sustaining and Supporting an Inclusive Education Learning Community" in
Ukraine sought to establish a dynamic inclusive education community, a national
consortium of universities committed to inclusive education, and showcase sites for
inclusive practices (Budnyk & Sydoriv, 2019). The researchers believed that by
including individuals with disabilities in society, they contributed to the preparation of
preschoolers and schoolchildren for a prosperous future.

To conclude, inclusive education has many different aspects to consider and
implement. Despite some concerns held by various stakeholders, IE could benefit not
only students with or without disabilities but also all other stakeholders, and it can
improve teaching practices.
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2.2.3. Empirical Studies in EFL/ESL Context

As mentioned earlier, IE was studied for a long time in various aspects of mainstream
schooling. However, when the hegemonic role of EFL is considered, EFL/ESL
classrooms should be taken into consideration separately in terms of inclusion. As EFL
is not only about language skills but also learning and practicing the culture of the
target language, it creates the necessity of studying inclusive education in EFL
classrooms. To address this gap, some studies were carried out by researchers (Acuiia
& Cardenas, 2017; Mosquera et al., 2018; Chan & Lo, 2016; Villafuerte-Holquin &
Mosquera, 2020; Belda-Medina, 2021; Benko & Martinovié, 2021). These studies
ranged from educational policies and curriculum design to teacher education and the

attitudes of various stakeholders.

Setting up inclusive education policies and their implementation play a huge role in
creating compatible curricula. To that end, Acufia and Cardenas (2017) conducted a
study in Colombia to investigate the integration of inclusive education into the
curriculum of English Language Teaching (ELT), with a particular emphasis on the
policies. According to Acufia and Cardenas (2017), inclusion in ELT entails
recognizing local contexts and needs, local values, recognizing the right to be distinct
and have equal access to quality education, and understanding the individual learning
paces, desires, and needs of students. Inclusive ELT classrooms should address
teaching realities, empower students to surmount barriers, and be guided by principles
such as collaborative work, individual guidance, blended learning, a multicultural
approach, and establishing the classroom as a gathering space. With this description
of IE in ELT, two policies, which were the National Bilingualism Programme (NBP)
and Standards in ELT, were chosen to conduct a documentary analysis and see the
differences between the policies and the implementation of IE in EFL classes. Through
the instruments and methodology chosen, the researchers were able to reach some clear
results in terms of the implementation of inclusive education in EFL classrooms. To
discuss the implementation of inclusion in ELT, the researchers suggested that the
sources of exclusion, which “emerge from linguistic and educative policies as well as
those which emerge from the inequality in social conditions” (Acufia & Cardenas,

2017, p. 134), should be identified. They concluded that inclusive classrooms should
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appreciate diversity, promote interaction and knowledge construction, and facilitate
students' academic success. Important aspects of promoting inclusion in ELT include
the efforts of educators to create opportunities, facilitate mutual aid, and construct

meaning and knowledge (Acufia & Cardenas, 2017).

Another study in Colombia by Mosquera et al. (2018) examined the pedagogical
approaches to the incorporation of English language learners (ELL) with disabilities
in English instruction and state educational policies in the country. The objective was
to identify the implications of inclusive education in the ELT context. The study
suggested the need for additional research, including proposals for inclusive
pedagogical interventions, initiatives to reduce exclusion factors in marginalized
populations, an analysis of inclusive pedagogical practices, and research to incorporate
local expertise in the planning of public policies (Mosquera et al., 2018). As mentioned
earlier (Acuna & Cardenas, 2017), there was exclusion in EFL classes, and the need
for inclusive pedagogical practices was emphasized (Mosquera et al., 2018). While
planning this, the researchers suggested making use of local expertise to make IE a

reality in practice in Colombia.

Regarding the implementation of IE practices in ELT, another aspect was teacher
education and training. Chan and Lo (2016) conducted a small-scale reflective inquiry
to find three primary school EFL teachers’ personalities as practitioners. Although it
was a small-scale study, it provided enough insight into Hong Kong schools and their
approach toward inclusive education. Despite their personal resourcefulness and
motivation, the EFL teachers were not regarded as professionals in terms of IE.
Besides, the disregarded group of students continued to be from ethnic minority groups
(Chan & Lo, 2016). One of the promising results was cooperation between and among
EFL teachers for the implementation of IE practices. Therefore, Chan and Lo (2016)
suggested continuing cooperation and co-inquiry to develop practices for better

implementation of IE in the EFL context.

Regarding the practices in higher education, a study that was significant in terms of
comparing inclusive policies and various stakeholders was conducted by Villafuerte-
Holquin and Mosquera (2020). With a documentary review, the researchers found that

the policies in Ecuador were in place. They also conducted interviews with various
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participants in this research, including the director of a university Foreign Language
Centre, three Manabi University professors, five elementary EFL teachers, and five
secondary EFL teachers, who all voluntarily accepted the invitation to participate and
serve as key informants due to their work experience and knowledge of EFL teaching
in Ecuador in inclusive context. Even though EFL instruction allowed disabled
students to learn the language, practice fluency, and access global social, educational,
and cultural experiences using educational technology, the policies in Ecuador were
not easy to achieve (Villafuerte-Holquin & Mosquera, 2020). Another challenge in
EFL classrooms seemed to be “the application of curricular adaptations, and develop
teaching materials that respond more efficiently and effectively to the learners' special
educational needs” (Villafuerte-Holquin & Mosquera, 2020). Although there were
similar challenges, such as physical and mental disabilities, in other courses, there
were some promising EFL-specific results. Early stimulation and initial education
made inclusion easier in EFL classes. These results demonstrated the need for
inclusive EFL teaching practices, assistance, and resources for all learners, including
those with disabilities (Villafuerte-Holquin & Mosquera, 2020).

Regarding the importance of educational technology, as mentioned earlier, digital
storytelling (DST) was one of the methods considered for EFL teaching in IE,
especially from the constructivist perspective. Belda-Medina (2021) combined DST
and the inclusive education approach to find out if this method would be effective in
the field and if pre-service teachers could make productive use of it in inclusive EFL
classrooms. Teacher candidates in the ELT department created Digital Storytelling
Tasks (DSTs) to assess their digital skills, inclusiveness, and diversity. Participants in
the study were given a pretest to evaluate their awareness of IE. Then, they used ethnic
and cultural diversity and diverse physical conditions in their characters to build 46
inclusive DSTs. After the application of these tasks in inclusive EFL classes,
discussion, and peer feedback sessions were held, and finally a posttest was applied to
understand if the awareness of participants was raised in terms of inclusion. The results
of the study showed that participants were open to using educational technology for
inclusive purposes (Belda-Medina, 2021). Despite some participants' difficulty in
creating children’s stories with appropriate themes or characters, almost all agreed that

more inclusive and diverse stories were needed for IE. DST improved student
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involvement, enjoyment, and readiness in inclusive classes according to the
participants. The research also showed that DST promoted critical thinking, and
diversity and its importance in discussion, consent, and personal revelation. The
inclusive use of cooperative DSTs in the EFL classroom proved to be effective
although more study was needed in various other scenarios (Belda-Medina, 2021).

Finally, peer attitude was another aspect that was studied in terms of IE in the EFL
context. Benko and Martinovi¢ (2021) investigated instructor attitudes toward
teaching students in special education (SEN), SEN students' attitudes towards learning
English, and other students' attitudes towards SEN students in EFL classes in their
study. The students with and without SEN were also contributors to this study. Briefly,
all students were enthusiastic about studying English with their peers, but the program
was rigorous and the time constraints might inhibit the classroom participation of SEN
students. Despite these negative factors, all students were interactive and collaborative
with each other (Benko & Martinovié¢, 2021). The results of the study were similar to
the ones, which were held in other educational contexts.

To conclude, EFL classes cannot be separated from the rest of education, but in its
nature, there are some other EFL-specific aspects to consider in IE classes.
Implementation of policies in EFL classes, teacher education, and training for positive
attitudes as well as creating tailored material, and improving peer attitudes towards IE

are some issues that should be considered in the EFL context in IE.

2.2.4. Inclusive Education Policies in Turkey

As was the same case for other countries in the world, the Turkish education system
followed a similar path in terms of inclusive education. The policies set for students
with SEN were prepared for the segregation of such students until the late 1990s.
Therefore, the first educational practices for students with special needs started in 1983
with the Children with Special Needs Law (Sucuoglu et al., 2014), and the regulation
on special education services (MoNE, 2018) detailed all the necessary actions that
should be taken for special education. However, there was only one item for inclusive
education in this report, and it did not detail any specific situations for the

implementation of inclusive education. The focus of the report was on special
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education, which can be defined as provision. Later on, according to 2011 data (MoNE
Statistics: Formal Education 2010-2011), approximately 125,000 children with
disabilities were served in inclusive classrooms, of which 100,000 were in elementary
and junior high schools, and the remaining 25,000 were educated in regular preschool
classrooms. The latest 2022 National Action Plan for Education Practices through
Inclusion/Integration (MoNE, 2022) set the standards for inclusive education and
created an action plan until 2026. Four main principles that the report focused on were
differences/diversity, individual needs, reflective teaching, and cooperation.
According to this action plan, four areas will be worked on until 2026, which were
access to education and instruction, enhancing the quality of education, improvement
in awareness and attitude, and legal regulations. This action plan regulated and created

the guidelines for the implementation of IE in Turkey on a large scale.

Inclusive education practices mainly depend on teacher education and teachers’
implementation of policies in an inclusive context. Therefore, the policies determined
by The Council of Higher Education (CoHE) in Turkey are significant for the
implementation of inclusive education. CoHE is responsible for “creating a unified
teacher training curriculum for all teacher education programs and for designing a
nation-wide assessment called “Public Employees Selection Exam” (KPSS) for the
assignment of teachers to public schools” (Toker, 2021, p. 4). With the new regulations
in Teacher Training Undergraduate Programs, CoHE (2018) introduced two new
elective courses named “Special Education and Inclusion” and “Guidance in Schools”
for all teacher candidates to choose from in all education faculties. Besides, by
forbidding any changes in the syllabi of these courses and combining them, CoHE
(2018) made sure that all pre-service teachers received the same guidance and

education in terms of the implementation of IE.

2.3. Inclusive Practises In Pre-Service And In-Service Teacher Education

2.3.1. Pre-Service Teacher Attitudes Towards Inclusive Education

Higher education should acknowledge the growing significance of general instructors
in inclusive education and actively incorporate them as a vital component of the

inclusive educational environment. Modern teacher training curricula should prioritize
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preparing teachers for inclusion, as knowledge of legislation and policy alone is
insufficient to alleviate their tension and concerns about having students with
disabilities in their classes (Pokrivcéakova, 2018). Therefore, the attitudes of pre-
service teachers towards IE were one of the research areas for educational experts
(Low et al., 2017; Sharma et al., 2008; Rusznyak & Walton, 2016; Siason et al., 2022;
Griful-Freixenet et al., 2021; Ritter et al., 2019).

Pre-service teachers’ attitudes towards inclusive education were directly related to the
teacher education programs. Sharma et al. (2008) researched pre-service teachers’
attitudes, concerns, and sentiments in a comprehensive study with 603 participants
from Australia, Canada, Hong Kong, and Singapore. This study was considered to be
one of the earliest examples which suggested teacher training programs for inclusive
education (Low et al., 2017), and it was significant in terms of its comprehensiveness.
According to the study, the first and foremost step should be willingness and comfort
when interacting with students with SEN. Following this, Sharma et al. (2008)
suggested designing teacher education programs according to the needs, concerns, and
attitudes of pre-service teachers. It was also emphasized that pre-service teachers
should be in systematic and direct contact with SEN students. Finally, learning about
local policies and legislation supporting inclusion, and completing assignments related
to their concerns were more likely to make pre-service teachers feel positive about

including students with disabilities in their classrooms (Sharma et al., 2008)

Another study by Rusznyak and Walton (2016) also focused on teacher education and
preparing pre-service teachers for IE context. It is significant in terms of its suggestions
for teacher education. The study was about the practicum placement of pre-service
teachers and the aim was to find whether pre-service teachers’ attitudes and concerns
change after being placed in contrasting contexts during practicum. 39 pre-service
teachers were placed in different schools and through focus group meetings and
reflective journal entries, the change in their attitudes and concerns towards IE were
analyzed (Rusznyak & Walton, 2016). While the participants had difficulty in moving
from special schools to mainstream schools, they were able to make the necessary
changes in their approaches. Adopting different teaching styles for each individual was
reported to be another challenge (Rusznyak & Walton, 2016). However, by adjusting
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teaching variables like pacing, assignments, and teaching strategies, the participants in
the study were able to become more responsive and flexible in their teaching practices.
Rusznyak and Walton (2016) emphasized the importance of teacher education as well
as making schools inclusive spaces where teachers would be able to embrace inclusive
education and confidently utilize inclusive pedagogies. Finally, despite all challenges
and inconvenient learning environments, practicum placement may play a tremendous

role in the implementation of IE (Rusznyak & Walton, 2016).

Although positive attitudes can be adopted through certain practices and education,
there might be some other issues that can create negative attitudes among pre-service
teachers towards IE. Siason et al. (2022) in the Philippines conducted large-scale
research on the attitudes of pre-service teachers toward IE and concluded that they had
negative attitudes toward inclusion. 1561 pre-service teachers were included in the
study. Through quantitative research design, the data were collected, tabulated, and
analyzed (Siason et al., 2022). The results of the study showed that pre-service teachers
had a negative approach towards IE and the researchers claimed that the different
curriculum of various universities and their understanding of IE created this negativity.
Therefore, it was suggested that special education programs should be founded and a

unified policy should be adopted in the Philippines (Siason et al., 2022).

Regarding the challenges pre-service teachers face in an inclusive context, one of the
issues was considered to be a lack of self-adequacy. To overcome this issue, Griful-
Freixenet et al. (2021) and Ritter et al. (2019) researched some practical methods and
solutions in two different studies. One of the concerns of pre-service teachers was
tailored materials and methods that could be used and would make pre-service teachers
feel adequate in inclusive classrooms. The empirical study (Griful-Freixenet et al.,
2021) that was conducted for the implementation of Universal Design for Learning
(UDL) and Differentiated Instruction (DI) in IE showed that pre-service teachers might
utilize UDL and DI in inclusive classes with ease. UDL was defined as addressing the
needs of “learners in margins” in the learning environment (Griful-Freixenet et al.,
2021). Even though DI was designed for gifted children, it was a term used to
accomplish the different needs of various students, according to the researchers. While
Griful-Freixenet et al. (2021) focused on the importance of addressing the needs of
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pre-service teachers in inclusive classrooms like Sharma et al. (2008), they also
concluded that UDL and DI practices would be one of the most effective tools that

pre-service teachers might utilize in inclusive classrooms.

Another method for making pre-service teachers ready for IE was suggested in their
qualitative content analysis study by Ritter et al. (2019). The study was conducted with
97 participants from different teaching departments during an elective-compulsory
academic course for pre-service teachers. It had three stages to understand any changes
in the attitudes of pre-service teachers towards IE, which were preparing concept maps,
getting practical educational tips during the course, practicing in real classes with
teams, and a reflection and discussion session with the researchers (Ritter et al., 2019).
The results of the study demonstrated that pre-service teachers could change their
attitudes substantially when they felt that they were equipped with the necessary
guidance. The researchers claimed that the results of the study, and reflections of pre-
service teachers might be a starting point to create teacher education programs for
inclusive education. At that point, it was most important to raise awareness as well as

provide certain methods, such as co-teaching pre-service teachers (Ritter et al., 2019).

To conclude, the attitudes and concerns of pre-service teachers towards IE depend on
certain policies, teacher education in education departments, and how they are
equipped for their future careers in an inclusive context. Therefore, it is significant to
review the teacher education curriculum as well as set the principles and policies in

place to make sure the implementation of IE can be achieved.

2.3.2. In-Service Teacher Attitudes Towards Inclusive Education

Inclusive education practices include all shareholders, and especially pre-service and
in-service teachers. Even though pre-service teachers are given enough practice and
training, in-service teachers hold some other concerns toward IE. Practical issues,
demanding programs, a lack of appropriate materials and equipment, and crowded
classes are some of the issues that can be regarded in terms of how in-service teachers
approach IE. Many researchers tried to find the attitudes of in-service teachers and the
challenges they experience in an inclusive context (Benko & Martinovié¢, 2021;
Pokrivéakova, 2018; HOADJLI & LATRACHE, 2020; Topcu & Katilmis, 2013).
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As mentioned earlier, the study conducted in Croatian primary schools investigated
both students’ and teachers’ attitudes towards inclusion (Benko & Martinovi¢, 2021).
Some educators hesitated to instruct SEN students as they required additional training
and support. Even though teachers were confident in their ability to teach diverse
courses, they were not sure of their ability to figure out SEN students' needs. They
mostly had positive attitudes towards inclusion, but some instructors believed the
English curriculum was too difficult for SEN students. They reported calling on SEN
students for partner and group work, but as mentioned above, SEN students' opinions
on this were more divided. Other students did not believe that teachers firmly
encouraged students with SEN to participate or that they were active in class,
indicating a disparity in classroom participation (Benko & Martinovié¢, 2021). SEN
students were encouraged and motivated by teachers, despite disagreements regarding
the provision of novel content and collaboration with parents (Benko & Martinovic,
2021). These primary factors address attitudes, inclusiveness, engagement, program
complexity, acceptance, and teacher competence in the context of teaching EFL
students with SEN (Benko & Martinovi¢, 2021).

Regarding in-service teacher attitude, one of the challenges appeared to be the limited
or no teacher training for IE (Pokriv¢akova, 2018; HOADJLI & LATRACHE, 2020).
A report on inclusive education in Slovakia conducted by Pokrivéakova (2018) was
prepared with the participation of 141 primary school EFL teachers between the years
2016 and 2017. A questionnaire was used, and some teachers were invited for
interviews so that the answers from the survey could be clarified. There were several
results in the study, but the most important one seemed to be the lack of teacher training
in the field. The research's findings were consistent with studies conducted in other
nations, including the Czech Republic, Cyprus, Greece, Belarus, Poland, Romania,
Serbia, South Africa, and the United Kingdom. Teaching foreign languages to SEN
students was challenging and exceeded the knowledge and skills acquired during
teacher training for teachers all over the world (Pokrivédkova, 2018, p.41). The
research revealed that legislative initiatives in the field of inclusive education were not
accompanied by adequate SEN-related teacher training at all levels, which was a
serious issue that required immediate attention. Besides these needs, teachers’ attitudes

were also significant toward inclusion. Teachers were concerned that adapting
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instructional strategies and pacing for SEN students would hinder the progress of other
students (Pokriv¢akova, 2018). None of the responding instructors reported feelings
of satisfaction or success in the study. Less than one-third of respondents felt prepared
to instruct SEN students, while more than half reported feeling unprepared. The
predominant sentiment among teachers was a lack of adequate training, SEN-specific
information sources, and ready-made instructional materials (Pokriv¢akova, 2018).
According to the teachers in the study, the most challenging aspects of working with
SEN students included locating appropriate teaching materials, organizing lessons
with differentiated tasks, adapting materials for SEN students, evaluating learning
outcomes, motivating SEN students, and collaborating with parents. Cooperation with
school administration was regarded as the least difficult factor (Pokrivéakova, 2018).
Some other concerns of teachers included paying attention to more than two SEN
students in one classroom and the learning disabilities of the students (Pokrivcakova,
2018).

In addition to the study aforementioned, a study by HOADJLI and LATRACHE
(2020) similarly resulted in the in-service teachers’ concern about their lack of
proficiency in working with SEN students despite their positive attitudes toward IE.
The study was successful in raising awareness for understanding IE and its
implementation from the in-service teachers’ perspective, which was the aim of the
study. However, the need for better policies from the government of Algeria and
adopting the implementation of IE policies by other stakeholders was emphasized
(HOADJLI & LATRACHE, 2020).

As to the context where this study was conducted, there were many studies on inclusive
education conducted over the years (Topcu & Katilmis, 2013; Sucuoglu et al., 2014;
Akalin et al., 2014; Vuran, 2005; Zeybek, 2016). They varied from different levels of

classes, teachers’ and students’ attitudes to certain branch teachers, and so on.

Upon examination of in-service teachers’ attitudes toward IE in Turkey, the results of
many studies were similar to the ones that were conducted in other countries. In
Manisa, Turkey, Topcu and Katilmis (2013) conducted a study with 30 students with
special needs. The purpose of the study was to determine the attitudes of SEN students

toward inclusive education. Through semi-structured interviews, they arrived at some
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significant findings. According to the researchers, more specific and useful
information about students with SEN could be provided to the instructing subject
instructors. This would allow teachers to better understand their pupils and be more
tolerant and patient with them (Topcu & Katilmig, 2013). Some participants were
concerned about negative teacher behavior (Topcu & Katilmis, 2013). However, from
the perspective of the teachers, it was imperative to reduce the number of SEN students
in each classroom as it created certain difficulties in terms of classroom management
(Topcu & Katilmig, 2013). Even though the scope of this study was limited to Social
Studies classes for inclusion students enrolled on a part-time basis, it provided
information regarding the requirements of teachers and the attitudes of SEN students

towards inclusive education in Turkey.

To summarize, it is of utmost importance that the implementation and application of
IE require sustainable and solid policies. To achieve total success in IE in mainstream
schools, pre-service teachers should be prepared for inclusion, and in-service teachers
should be provided with enough support and equipment. When teachers are
comfortable in their teaching environment, the application and sustainability of

inclusive programs will be determined.
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CHAPTER 3

METHODOLOGY

This chapter includes three subsections: sampling, data collection tools and process.
After the settings and participants are described under sampling, the details about the
instruments are explained. Following this, the data collection and data analysis will be

provided in detail under process title.

3.1 Research Design

Johnson et al. (2007) define mixed methods research as “an intellectual and practical
synthesis based on qualitative and quantitative research; it is the third methodological
or research paradigm (along with qualitative and quantitative research).” Besides, even
though traditional qualitative and quantitative research are important, mixed methods
research provides more informative, complete, balanced and useful results for
research. (Johnson et al., 2007). From this point of view, this study is designed as
mixed methods research. When the design of the research is considered, sequential
explanatory design thoroughly defines this study. As Creswell et al. (2011) describe
sequential explanatory design is the way to gather two different data sets and build up
on each other to reach the data to answer the research questions. Thus, the two
instruments used for this study were complementary with each other and they were
designed to clarify the answers to the research questions. In this design, quantitative

data was collected following a qualitative data collection.

3.2 Setting

3.2.1 Ted University Department of English Language Teaching (ELT)

This study was conducted at English Language Teaching (ELT) department at TED
University in Turkey. TED University is a foundation university and it was founded in
2012. ELT department also started in the same year. The mission of the department is
to provide their students with the learning environment where they are exposed to
active learning techniques and methods. The curriculum of the department is prepared

to give the opportunity to the students to discover interdisciplinary approach. Besides,
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the main purpose of the content of their courses is preparing the graduates for a variety
of teaching environments. Gaining the ability to learn lifelong, the ability to use
communication and information technologies for professional and personal
improvement, and being aware of the needed science, philosophy, art, and education
for the development of children and young people are some other aspects the
department aims to support their students in. Consequently, the graduates of the
department are expected to be well-educated and well-equipped for any type of
learning environment and to be able to solve any issues that might emerge in a

language classroom.

3.2.2 Participants

This study which consisted of two groups of teachers; the pre-service and in-service
teachers from ELT department of TED University, was carried out during the Spring
semester of 2021-2022 academic year. The questionnaire was sent via email to total
number of 109 TED University pre-service teachers who are in their practicum year
and in-service teachers who have graduated from TED University in the last 5 years.
44 of pre-service and in-service teachers responded to the questionnaire and 10 out of
those agreed to take part in semi-structured interviews.

The first group of participants of the study were the pre-service teachers who were in
their senior year and were currently participating in practicum in various K12 schools.
27 pre-service teachers who were between the ages of 21 to 34 participated in the
survey. 5 of those agreed to do a semi-structured interview for further discussion. The
pre-service teachers who were in their practicum term were chosen because this study
required some experience about teaching in a real classroom, and this group was in
their last year of their undergraduate program and had at least a few months of

experience in different K12 schools in Ankara.

The other group consisted of the ones who had graduated from TED University ELT
program in the last five years and have been teaching for at least 6 months in the field.
The total experience of these teachers in the field and the types of schools they have
been teaching are shown in table 3.1 and table 3.2 below. Among the 17 participants,

who were between the ages of 23 to 38, 5 of them agreed to take part in semi-structured
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interviews. As this study also focused on the adequacy of teacher training, in-service
teachers were expected to provide an idea about the differences and similarities of
theory they have learnt at their department and the experience gained in real classroom
environment. Besides, they had the ability to compare pre-service and in-service
practices and experience better as they had graduated from their departments within

the last 5 years.

Table 3.1: Types of Schools In-service Teachers Teach Currently and How Long

In-Service Teachers Have Been Teaching

Types of Primary  Secondary High University Total

schools
Number 2 3 3 9 17
Percent 11,8 17,6 17,6 52,9 100,0
How long 6 months 1 to 3 years 3to5 Total
they have to 1 year years
been
teaching
Number 4 4 9 17
Percentage 23,5 23,5 52,9 100,0
3.2.3 Sampling

Nonrandom purposive sampling was used in this study. As Fraenkel et al. (2012)
suggest the researchers choose their participants with the aim of reaching the purpose
of the study and choose the groups of participants who can represent and provide
enough data for the study. Therefore, the participants invited for this study were chosen
purposefully to find out answers to the research questions more accurately. The scale
was sent to 32 pre-service and 77 in-service teachers through e-mail containing the
link to Google Forms. The total number of the participants was small because the
department started 5 years ago and all graduates were 77 in total. Besides, pre-service
teachers were expected to be in their practicum year and this made the total number 32
among all students. The participants were given the option to respond to the

questionnaire at their own convenience through their computer or smart phones. 44
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participants replied and filled out the survey and 10 of participants agreed to take part
in the interviews. Therefore, the sampling for the interviews were voluntary. As Uzbay
(2006) suggests voluntary participation in a study increases the validity of that
research. Therefore, this method was chosen as the best practice for this part of the

study.

3.3. Data Collection Tools

Two tools were chosen for data collection process. Teachers’ Attitudes towards
Inclusive Education Scale (TAIS) (Appendix A) provided quantitative data whereas
semi-structured interview questions (APPENDIX B) were used to collect qualitative

data for the study.

3.3.1 Teachers’ Attitudes towards Inclusive Education Scale (TAIS)

As Almeida et al. (2017) explain quantitative research allows researchers find out the
quantifiable data and the collected data are more objective and systematical. Therefore,
as the quantitative instruments of this study, the scale for teacher attitudes and concerns
would provide statistical data and also allowed the researcher to reach more
participants to represent the population more accurately. Lambe and Bones (2006,
November) developed Teachers’ Attitudes towards Inclusive Education Scale (TAIS)
(Appendix A) in order to understand the beliefs, attitudes, concerns and anxieties of
pre-service teachers towards the new emerging teacher education curriculum for
inclusive education after the Special Educational and Disabilities Act (SENDA) was
signed in 2001. Another aim of developing this scale was to find out the needs of the
pre-service teachers during their professional development process (Lambe& Bones,
2006, November) which was also the one of the concerns and aims of this study.

Initially, Lambe and Bones (2006, May) conducted a qualitative research on
perceptions of students teachers before they started their practicum. During this study,
pre-service teachers were asked their preferences and given guidelines throughout a
term in order to understand the changes in their perception (Lambe and Bones, 2006,
May). Following this study, the necessity to understand the attitudes, concerns, beliefs
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of pre-service teachers emerged. Therefore, Lambe and Bones (2006, November)
created a survey and it was piloted by a group of professionals which consists of a
psychologist, two university lecturers and a school coordinator for special education
needs. By following the feedback from the professionals, some refinements were
made. After that, Formic Data Capture was used in order to analyze the questions from
different aspects such as gender, age, experience and so on. The purpose was to

identify any other variety if there were any (Lambe& Bones, 2006, November).

There are three categories in TAIS. This first category includes teachers’ attitudes
about the purpose of schools and attitudes about inclusive education. The second one
focuses on their concerns and anxieties about teaching in an inclusive educational
setting and the final category is about the personal beliefs and attitudes towards the
ideology of the inclusive education (Lambe& Bones, 2006, November). There are 6
questions in category 1, 12 questions in category 2, and 8 questions in category 3.
(Appendix A) The categories are given in 3-likert-scale in the original scale and the
researcher decided to use the same options in this study. The options are “agree”,

“disagree”, and “don’t know”.

Before this scale was used in this study, it was piloted with two experts in the field and
necessary changes were made. Item 4 in Category 1 in the original survey was merely
about Northern Ireland educational system and also was not going to provide any
answers to the research questions of this study. Therefore, it was removed from the
scale. The term “streaming” in item 2 in Category 1 was not clear and could be
understood variously by people from different backgrounds. Therefore, the
explanation “where pupils are differentiated according to general ability and taught in
the same ‘ability’ classes for all subjects” (Hodgen, 2007, p. 202) was added following
the item. Finally, the section for demographic information which consists 11 questions

was added at the beginning of the scale before sharing it with the participants.

3.3.2 Semi-structured Interviews

While qualitative data provide the numerical info for the research, quantitative data
help researchers to find out more about the depths of the research questions (Queirds

et al, 2017). The semi-structured interview questions for this study (Appendix B) were
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developed for the aim of understanding pre-service and in-service teachers' beliefs,
concerns and attitudes in depth and further the discussion with the help of quantitative
data.

Given (2008) emphasizes that in order to ensure the validity of an interview,
researchers should use a variety of techniques, including "continual verification of
findings, member checks, self-reflection, peer debriefing, negative case analysis,
sampling sufficiency, theoretical thinking, and audit trials" before waiting until the end
of the data collection and analysis. (Given, 2008, p. 909). From this point of view, the
semi-structured interview questions were prepared by the researcher and analyzed by
2 experts from ELT department. It was piloted with 2 ELT department graduates in
order to understand if the questions reflect the aim of the research and find out if there
is any subjectivity in the questions. Later on, debriefing sessions were held with the
interviewees by the researcher two weeks after the actual interviews. Debriefing is
essential in validation of interview questions as Gardner (2013) explains it “allows us
to learn what went well and what did not go well” (p. 172). In short, the validity of the
semi-structured interview questions were tested through three different methods as
suggested by Given (2008). After the feedback, the semi-structured questions were
decided to be in Turkish as the native language of all participants was Turkish. Besides,
question number 4 was reworded and put in a scale as the data collection and

interpretation of the question was supposed to be more precise.

3.4 Data Collection Procedures

In this study, the scale named Teachers’ Attitudes towards Inclusive Education Scale
(TAIS) alongside with 11 demographic questions, including one question about being
volunteer for semi-structured interview, was used to collect quantitative data.
Following the scale, semi-structured interviews, which consisted of 6 questions in

total, were conducted with the volunteer 5 pre-service and 5 in-service teachers.

Initially, the scale invitation was sent via email to the participants. Following this,
semi-structured interviews were arranged with the volunteer participants who have
shared their email addresses while responding to the scale. These participants were
sent an email by the researcher and a 30-minute session for each participant was set by

asking their availability. The interviews were conducted via Zoom with 5 in-service
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and 5 pre-service teachers at their own convenience. The interviews were audio
recorded and transcribed with the permission of the participants. The names of the
participants were not recorded, each participant were given a number such as Teacher

1, Student-Teacher 2 and recorded as such.

3.5 Data Analysis

After data collection, the quantitative data is analyzed subsequently and used in order
to provide a better understanding of the research questions (lvankova, 2006). For the
analysis of the data collected with TAIS, independent t-test was used to understand the
“variation both within and between each of the groups” since there are two groups of
teachers in this study and the research questions require the variation within and among
the participants (Fraenkel et. al, 2012, p. 236).

After the analysis of TAIS, the interviews were conducted and transcribed by the
researcher. Following the transcription of the interviews, the researcher used
descriptive coding as the first aim of the researcher was assigning "basic labels to data
to provide an inventory of their topics" (Saldana, 2016, p.97). According to Saldana
(2016), through descriptive coding researchers, particularly novice ones, can make the
summary of the passages of data in a word or short phrases. As it is also clarified by
Tesch (1990), descriptive coding is about the identification of the topic, not basically
shortening the content. Therefore, the researcher chose this method for coding the
qualitative part of the study. By using descriptive coding, the researcher was able to
create the themes and sub-categories of the interview to answer the research question
in depth. Strauss and Corbin (1998) define coding in qualitative studies ““as the analytic
process through which data are fractured, conceptualized and integrated to form
theory.” After creating the themes and sub-categories, 2 other experts in the field were
asked to code 20% of the data in the same manner. As Syed and Nelson (2015) suggest
"The proportion coded by the reliability coder will depend on the size and complexity
of the data set, but a common figure is 20% of the total data set” (p. 379). Finally, the
codes provided by the experts and created by the researcher are combined to detailed

answer to the research questions.
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CHAPTER 4

FINDINGS

In this section, the findings about the attitudes about the purpose of schools, concerns
and anxieties, and personal beliefs and attitudes of pre-service and in-service EFL
teachers were presented and discussed. Besides, their perception towards teaching
certain skills in English in inclusive education was discussed in detail. The two groups
of participants were shown in comparative tables. Through this research, the study
aims at answering the following question in the Department of English Language

Education at a private university in Ankara:

1. What are the opinions of preservice teachers towards inclusive education?
a. What are the attitudes of pre-service teachers towards the purpose of
schools towards inclusive education?
b. What are the concerns and anxieties of pre-service teachers towards
inclusive education?
c. What are the personal beliefs and attitudes of pre-service teachers towards
inclusive education?
2. What are the opinions of in-service teachers towards inclusive education?
a. What are the attitudes of in-service teachers towards the purpose of schools
towards inclusive education?
b. What are the concerns and anxieties of in-service teachers towards
inclusive education?
c. What are the personal beliefs and attitudes of pre-service teachers towards
inclusive education?
3. Is there any significant difference between pre-service and in-service EFL teachers
in their attitudes about the role of schools, concerns and anxieties, and personal beliefs

and attitudes towards inclusive education?

4. What is the perception of pre-service and in-service EFL teachers about teaching

certain skills in inclusive education?
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4.1 Findings for research question 1: What are the opinions of pre-service
teachers towards inclusive education?

The first research question of this study was about pre-service EFL teachers' opinions
towards inclusive education in different aspects. In this section, the researcher tried to

find an answer to the question with three sub-questions about the issue.

4.1.1 Findings for sub-research question 1a: What are the attitudes of pre-
service teachers towards the purpose of schools towards inclusive education?

The first set of questions focused on the attitudes about the purpose of schools. Lambe
& Bones (2006, November) categorized the scale into 3 categories. The items under
this first category were divided into academic selection, academic excellence, and

equality of provision.

Item 1 focused on the necessity of having experience in an inclusive classroom for all
teachers. 21 pre-service teachers agreed on it (77%) while none disagreed. Six of them
(22%) were not sure. Item 2 focused on academic selection and 14 pre-service teachers
(51%) agreed with the idea of streaming, where students are segregated for their
abilities, whereas 11 teachers (40%) claimed that they do not know about the issue.

Only two of them (7%) disagreed with the statement.

Items 3 and 4 focused on academic excellence. For the former (item 3), eight pre-
service teachers (29%) agreed that schools should promote academic achievement
more than social inclusion while 18 of them (66%) disagreed with the statement. Only
one pre-service teacher (3%) was undecided. The latter asked about the role of the
schools with the statement: “The most important role of a school is to ensure academic
excellence”. Five pre-service teachers (18%) agreed with the statement whereas 20 of
those (74%) disagreed with it. Two pre-service teachers (7%) were indecisive.

Equality of provision was asked in items 5 and 6. Item 5, supporting the idea that
schools provide not only certain skilled students but also those with SEN, was agreed
by 14 pre-service teachers (51%) while six of them (22%) disagreed with the
statement. Seven of these teachers (25%) were not sure. In the following item, which
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supported the idea of the schools having the final say about provision, nine pre-service
teachers (33%) agreed while seven of them (25%) disagreed with the statement. 11 of

these teachers (40%) were uncertain.

Table 4.1: Pre-Service Teachers’ Attitudes About The Purpose Of Schools

Towards Inclusive Education

Item Keyword Agree Disagree Don't
Know
N % N % N %
1 Need for 21 77.8 0 0 6 22.2
experience
2 Academic 14 51.9 2 7.4 11 40.7
selection
3 Academic 8 29.6 18 66.7 1 3.7
excellence
4 Academic 5 185 20 74.1 2 7.4
excellence
5 Equality of 14 51.9 6 22.2 7 25.9
provision
6 Equality of 9 33.3 7 25.9 11 40.7
provision

Similar findings were reached during the interview with pre-service teachers. Pre-
service teachers did not see any problem with inclusive education depending on certain
situations. The school’s role was one of the issues that was mentioned by ST3. Besides,

ST3 emphasized the importance of socialization in inclusive education:

Excerpt 1: I think that special education and inclusive education change from
school to school. For example, if a student has a mild disability, that student
can survive in an inclusive classroom, but if the disability is major, we can lose
the student during inclusive education. That is why | think we need to
differentiate. | also think that in terms of socialization such an education can
be good for students... But in general, I don’t see inclusive education as very
wrong with the training of students depending on their situation, personality,
school, and family situation.

When the definition of inclusive education was asked, ST4 defined it as:
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Except 2: As far as | know, in fact, as | have experienced it, it is a training that
brings together students who need special education with normal education
that does not require special education, allowing them to get together as much

academic knowledge as they can in terms of socialization in general.

It was understood that from these excerpts, pre-service teachers considered

socialization and academic achievement similarly significant.

To sum up, more than half of pre-service teachers claimed that they needed to have
experience in an inclusive classroom, and even though almost half of them agreed with
dividing students according to their skills and needs, which is streaming, they were
mostly for social inclusion rather than academic achievement as the role of schools.
Similar results were reached during the interviews as mentioned above. Besides, they
did not think the schools should attempt to exclude and that the role of schools should

be including everybody.

4.1.2 Findings for sub-research question 1b: What are the concerns and
anxieties of pre-service teachers towards inclusive education?

The second sub-question of the first research question was about the concerns and
anxieties of teaching in an inclusive education environment. This was also the second
category of the scale, which was divided into two: personal adequacy and prejudices

regarding inclusion.

Items 7, 8, 14, 16, and 17 were about personal adequacy. 19 of the pre-service teachers
(70 %) did not have any experience in working with special educational needs whereas
eight of them (29 %) had some experience with such students, which was mentioned
in Item 7. In Item 8, less than half of them were concerned about teaching special
educational needs while nine of them (35%) disagreed and seven of those (25%) were
unsure. 13 pre-service teachers (48%) were not concerned about addressing
differences in a classroom, which was mentioned in Item 14. Only nine of them (33%)
were concerned and the other five (18%) were not sure about the statement. The item
(number 16) about being a special kind of teacher to be able to teach students with
special needs was agreed upon by 17 pre-service teachers (63%), six of them (22%)
disagreed and four (14%) were not sure about the answer. Besides, to be an effective

36



teacher in a SEN environment 19 of them (70%) agreed that the teacher should have
some special interest in item 17. However, only two of them (7%) disagreed and six

(22%) were unclear.

The remaining items were about prejudices about inclusion. 17 pre-service teachers
(63%) agreed on item 9, which was about asking for special treatment by claiming to
have special educational needs. Only five of them (18%) disagreed and the other five
teachers (18%) were not certain. In contrast to the previous one, item 11 stated
excluding students with emotional and behavioral problems and only two pre-service
teachers (7%) agreed with the idea. In addition, 19 teachers (70%) disagreed and six
teachers (22%) were unclear. Item 10, which claimed emotional and behavioral
problems emerged from lack of self-discipline, was disagreed by 18 teachers (66%)
whereas only five pre-service teachers (18%) agreed with the statement. In addition,
four teachers (14%) were not clear about the statement. Item 15, which stated the first
duty of education should focus on the interests of the students who wanted to learn,
was agreed by 21 pre-service teachers (77%), only four (14%) disagreed. Two of them
(7%) were not sure. Item 12 stated, “It is a parent’s role to ensure their child behaves
properly”. 14 pre-service teachers (51%) agreed with the statement whereas nine of
them (33%) disagreed. Besides, four participants (14%) were unsure. Another item
that was about parents’ behavior was item number 13. 12 pre-service teachers (44%)
agreed that the poor behavior of a child was because of the parents whereas seven
(25%) disagreed. Eight of those (29%) were not sure.
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Table 4.2: Pre-service Teachers’ Concerns and Anxieties about Teaching in an

Inclusive Context

Item  Keyword Agree Disagree Don't
Know
N % N % N %
7 Personal 19 70.0 8 29.0 0 0
Adequacy
8 Personal 11 40.7 9 33.3 7 25.9
Adequacy
9 Prejudices 17 63.0 5 185 5 18.5
about
inclusion
10 Prejudices 5 18.5 18 66.7 4 14.8
about
inclusion
11 Prejudices 2 7.4 19 70.4 6 22.2
about
inclusion
12 Prejudices 14 51.9 9 33.3 4 14.8
about
inclusion
13 Prejudices 12 44 .4 7 25.9 8 29.6
about
inclusion
14 Personal 9 33.3 13 48.1 5 18.5
Adequacy
15 21 77.8 4 14.8 2 7.4
16 Personal 17 63.0 6 22.2 4 14.8
Adequacy
17 Personal 19 704 2 7.4 6 22.2
Adequacy
18 Prejudices 6 22.2 19 70.4 2 7.4
about
inclusion

When asked about their experience in an inclusive education environment, pre-service
teachers volunteered in some projects and this helped them to gain some experience.
As ST1 explained:

Excerpt 3: During my volunteer work at AISEC, we designed a social

responsibility project on it, a process that lasted 6 to 9 months. In this
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process, there was planning, cooperation in associations, and sponsorship,
and there was an active process of 3 to 6 months. | had some experience there.
Academic knowledge did not help much. Because what you learn in academic

knowledge is not what it seems to be when it goes into practice.

Additionally, ST2 did not have any teaching experience, but ST2 mentioned some of

their observations during practicum:

Excerpt 4: | have no experience, but | have observations. When | was in a
practicum in a high school, there was a student with special needs in the 8th
grade. The English teacher had an assistant teacher next to him during
lessons. The assistant teacher was helping and explaining the lesson to the

student individually.

In addition to their observations, ST3 explained their experience during a material
development workshop and ST3 did not think the experience was not enough, but it
was a start for them. Finally, they mentioned that:

Except 5: | can say | have such an experience. | care about this topic (that is
inclusive education), I am very sensitive about it, and | do not think that any

teacher has this ability. I think it requires a little sacrifice.

Finally, ST5 explained their concern about a real classroom after mentioning the
elective inclusive education course. However, they also felt that theoretical knowledge

might help them:

Excerpt 6: So | feel a little better than my friends who took this class or those
who will take this class later. At least | had the opportunity to observe it. But
apart from it, of course, it doesn’t matter how much theoretical knowledge 1
had at first, | would not be able to do when 7 went through a practice. I'm not
saying I can’t, but I think there will be areas where I will find it difficult. But
| also think that 1 can overcome this by thinking about my theoretical

knowledge from before.

To sum up, it was seen that even though they had interacted with students with SEN,

pre-service teachers did not have enough experience in teaching in an inclusive
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classroom. Hence, pre-service teachers thought that teachers needed “special” abilities
to be able to teach in an inclusive classroom. Additionally, they might have some
prejudices towards the students with special needs, but they still disagreed with the
idea of excluding such students and keeping them away from any classroom
environment. They were also knowledgeable about the nonexistent connection
between emotional and behavioral problems and the lack of discipline, which made
these pre-service teachers open to the idea of inclusion. Their responses showed that
despite some concerns and anxieties they had, they were ready to teach in an inclusive

classroom to some extent.

4.1.3 Findings for sub-research question 1c: What are the personal beliefs and
attitudes of pre-service teachers towards inclusive education?

The last sub-question of the first research question was about the EFL teachers'
personal beliefs and attitudes towards the ideology of inclusive education. The two
subcategories, which were divided into two, were personal preferences on inclusion,

and attitudes and beliefs about academic achievements and inclusion.

The personal preferences on inclusion were measured with items 19, 22, 24, and 26.
When Item 19 was analyzed, the majority of the participants, 12 (44%), did not know
about their personal choice for teaching in a selective educational system. 10 of them
(37%) agreed with the idea of making their choice and five of them (18%) disagreed.
Item 22 asked about the personal experience of the participants' school years. 14 (51%)
agreed about having joy at school while 11 (40%) disagreed. The remaining two people
(7%) were unsure about their experience at school. When asked about the equal
provision at school in item 24, the majority of participants (16- 59%) agreed with the
idea that all students should be educated in an inclusive environment. Eight of them
(29%) were indecisive while only three of them (11%) disagreed with the idea. The
last item, item 26, of this subcategory, was about the parents' choosing the schools that
their children should go to. 10 of the participants (37%) agreed with this option while

seven of them (25%) disagreed. 10 of them were (37%) unclear about the situation.

The remaining items, which were Items 20, 21, 23, and 25, were used to measure

attitudes and beliefs about academic achievement and inclusion. When participants
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were asked if they would have been successful in an inclusive classroom as students
in Item 20, the highest number of participants (13-48%) were not sure about the
answer. The rest of the participants (7-37%) equally agreed and disagreed with the
statement. Additionally, a similar statement in Item 21 about benefitting in an inclusive
classroom as a student was agreed upon by 18 participants (66%) while only one
person (3%) disagreed with it. Eight participants (29%) were unclear about the
statement. 19 participants (70%) agreed with the idea that social inclusion was more
important than academic achievement in item 23. Only two (7%) disagreed and six
(22%) were unsure. Similarly, having students with special needs would be unfair with
the others was agreed by seven participants (25%) whereas it was disagreed by 10 of
them (37%) in item 25. 10 of the participants (37%) were not sure about it.

During the interviews, none of the five pre-service teachers mentioned any obvious

concern or anxiety.

In short, more participants had enjoyed their school years and they were not really
against the idea of being in an inclusive classroom. This was an indication of their
personal choices and acceptance of inclusive education. While they mostly believed
that they might have achieved well in an inclusive classroom, some of them did not

support the idea of having inclusion in a classroom.
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Table 4.3: Personal Beliefs And Attitudes Of Pre-Service Teachers Towards

Inclusive Education

Item Keyword Agree Disagr Don't
ee Know
N % N % N %
19 Personal 10 37.0 5 18.5 12 44.4
preferences
20 Attitudes and 7 25.9 7 25.9 13 48.1
beliefs
21 Attitudes and 18 66.7 1 3.7 8 29.6
beliefs
22 Attitudes and 14 51.9 11 40.7 2 7.4
beliefs
23 Personal 19 70.4 2 74 6 22.2
preferences
24 Personal 16 59.3 3 11.1 8 29.6
preferences
25 Attitudes and 7 25.9 10 37.0 10 37.0
beliefs
26 Personal 10 37.0 7 25.9 10 37.0
preferences

4.2 Findings for research question 2

The second research question was similar to the first one and the researcher asked three
sub-questions to find out the attitudes, concerns, anxieties, and personal beliefs of EFL
teachers via the same scale used with pre-service EFL teachers.

4.2.1 Findings for sub-research question 2a: What are the attitudes of in-service
teachers about the role of schools in inclusive education?

As explained above, the first item about the importance of having experience in
teaching students with special needs was agreed by 10 (58%) while five (29%)

disagreed, and only two (11%) were unsure.

Item 2, which stated “I think that streaming is the best practice for dealing effectively
with pupils of different abilities.”, was agreed mostly (8-47%) and only one participant
(5%) disagreed with it. 8 (47%) were unclear.

The items for academic excellence were Items 3 and 4. Academic achievement was

more valued than social inclusion by EFL teachers. Eight in-service teachers (47%)
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agreed, seven (41%) disagreed and two (11%) were uncertain. Additionally, most of
the participants (14- 82%) were not sure whether the schools’ role was academic
excellence or not in Item 4. Three (17%) agreed with the statement and none disagreed.
The following and last category, equality of provision, was asked in items 5 and 6. 11
(64%) agreed to exclude students with special needs from mainstream classrooms
whereas three (17%) disagreed with the statement. Three of them (17%) were not sure.
Finally, Item 6 stated that schools should have the final say about which students can
be enrolled in their institution. Five (29%) agreed while nine (52%) disagreed with the

idea. Three of them (17%) were not clear.

Table 4.4: The Attitudes of In-Service Teachers Towards The Purpose Of Schools

Towards Inclusive Education

Item Keyword Agree Disagree Don't
Know
N % N % N %
1 Need for 10 58.8 5 29.4 2 11.8
experience
2 Academic 8 47.1 1 5.9 8 47.1
selection
3 Academic 8 47.1 7 41.2 2 11.8
excellence
4 Academic 3 17.6 0 0 14 82.4
excellence
5 Equality 11 64.7 3 17.6 3 17.6
of
provision
6 Equality 5 29.4 9 52.9 3 17.6
of
provision

During the interviews, one of the in-service teachers explained their experience in a
School of Visual Disabilities and mentioned that they would not understand why these
students were needed to be included instead of excluded. According to this in-service

teacher, coded as T2:

43



Excerpt 7: 1 think this (inclusion) might be a little difficult because I mean
including all of them... I think each (student with certain disabilities) should
be in schools designed especially for them. As such a school was designed for
their ease, and also they (students with SEN) can take courses from teachers
who were specially educated in this area (inclusive education).

T3 also mentioned the importance of school support for teachers. From their
experience, T3 was not sure about the work they did with a student with SEN, and they

claimed they needed a teacher assistant who was educated for inclusive education.

Finally, T5 explained their experience with a SEN student and the attitude of the school
and parents. Even though teachers agreed on the special need of the student, neither
the school administration nor the parents took the situation seriously. T5 explained
that:

Excerpt 8: Unfortunately, his family and school were trying to shut it down. |
think the parents are very sad about this, but I don’t think the schools have the
necessary knowledge. When some things are noticed at an early age and it is
supported accordingly, in fact, in advancing periods, | think that students who
need special education in all fields can actually be included in society very
easily. But despite being noticed early, I would say so because it was not
accepted by the family or the school because high amounts were paid to the

school.

To sum up, in-service teachers were mostly open to the necessity of having experience
in an inclusive classroom, but they appreciated academic achievement more. Notably,
although they were not sure about schools' role in ensuring academic achievement,
they were mostly against the idea of the schools' choosing which students can or cannot
enroll in a school. However, as mentioned in excerpt 8, schools’ and parents’ roles in

students’ educational improvement were valued by some.
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4.2.2 Findings for sub-research question 2b: What are the concerns and
anxieties of in-service teachers towards inclusive education?

In the second section of the scale, the adequacy and prejudices of teachers were
measured to understand their concerns and anxieties. Items 7, 8, 14, 16, and 17 were
used for adequacy and the rest of the items were about prejudices of teachers towards

inclusive education.

According to item 7, most of the in-service teachers (10-58%) did not have any
experience in working in an inclusive classroom. Only seven (41%) had some
experience. Eight teachers (47%) had the concern that they may not have the skills for
teaching in an inclusive classroom in item 8 while five of them (19%) felt ready, and
four of them (23%) were not sure. Item 14 was about the impossibility of
accommodating different skills in one classroom. Eight participants (47%) agreed with
it whereas seven of them (41%) disagreed. Two (11%) were not sure. Being a special
kind of teacher to teach in an inclusive classroom was stated in Item 16. The majority
of the participants (11-64%) agreed with the statement while six in-service teachers
(35%) disagreed. None was unsure. Having a special interest to teach in an inclusive
classroom (Item 17) was agreed upon by most of the teachers (14-82%). Also, none

disagreed and only three of them (17%) were unclear about the statement.

Regarding prejudices against inclusive education, Items 9, 10, 11, 12, 13, 15, and 18
were utilized. Nine in-service teachers (52%) agreed with the statement that claimed
some people act like they needed special education to get extra attention in item 9.
Four participants (23%) disagreed, and the same number of them (4-23%) were not
clear. In contrast, 10 in-service teachers (58%) in item 10 did not see emotional and
attitudinal problems as a lack of self-discipline. Only five (29%) agreed with the
statement, and two (11%) were unsure. Similarly, nine participants (52%) did not agree
with the statement about excluding students with behavioral problems in item 11. Only
four of them (23%) agreed, and four others (23%) were unclear. Item 12 was about
parents’ role in making sure about the student’s behavior. Eight in-service teachers
(47%) agreed with the statement while six teachers (35%) disagreed. Three of them
(17%) were not sure. It was similarly responded to Item 13, which stated that it is the

parents’ responsibility to how their children behave. Five of the participants (29%)
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agreed with it, seven of them (41%) disagreed, and five (29%) were unclear. The
majority of the participants (14- 82%) agreed with the statement that the focus of the
school should be on the students who want to learn in item 15. Only one (5%)
disagreed, and two of them (11%) were unsure. Finally, the majority of teachers (13-
76%) disagreed with the statement that it is not the duty of teachers to address
emotional and behavioral issues among students. Only three of them (17%) agreed,

and one (5%) was unclear.

Table 4.5: Concerns and Anxieties of In-Service Teachers Towards Inclusive

Education
Item Keyword Agree Disagree Don't
Know
N % N % N %

7 Personal 10 58.8 7 41.2 0 0
Adequacy

8 Personal 8 47.1 5 19.4 4 23.5
Adequacy

9 Prejudices 9 52.9 4 23.5 4 235
about
inclusion

10 Prejudices 5 29.4 10 58.8 2 11.8
about
inclusion

11 Prejudices 4 23.5 9 52.9 4 235
about
inclusion

12 Prejudices 8 47.1 6 35.3 3 17.6
about
inclusion

13 Prejudices 5 29.4 7 41.2 5 29.4
about
inclusion

14 Personal 8 47.1 7 41.2 2 11.8
Adequacy

15 14 82.4 1 5.9 2 11.8

16 Personal 11 64.7 6 35.5 0 0
Adequacy

17 Personal 14 82.4 0 0 3 17.6
Adequacy

18 Prejudices 3 17.6 13 76.5 1 59
about
inclusion
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During the semi-structured interview, T1 agreed with the idea that EFL teachers
needed more help and education during their school years about inclusive education.
T1 did not have any students with SEN during their teaching career. Besides, T2
claimed that students with SEN should be separated and teachers should be given
training specifically for inclusive education. Finally, T3 had to work with a student

with SEN, and they did not feel ready for it. They mentioned that:

| think every school needs one, two, or several special education teachers,
depending on the level of students. Because as normal teachers we try to
contribute, sometimes we can’t get to that point. We have a lot of lessons,
especially in the private school sector. We are unable to take care of even
ourselves. In this case, it would be a great advantage for us to get support

from them. | think that will benefit the student, too.

To sum up, in-service teachers did not seem to be ready to work in an inclusive
classroom and they did not feel completely ready for such an experience. The ones
who had to deal with the situation were not sure about themselves. They mostly
thought that a teacher should have special skills and interests to teach students with
special needs. Besides, they seemed to be prejudiced toward students with disabilities.
Even though they mostly seemed prejudiced, they still took responsibility for student
behavior in an educational environment. In addition, they did not connect the

disruptive behavior of a student to parents or teachers.

4.2.3 Findings for sub-research question 2c: What are the personal beliefs and
attitudes of pre-service teachers towards inclusive education?

The last sub-question of the second research question was about personal beliefs and
attitudes towards educating in an inclusive classroom and it was divided into two:

personal preferences and attitudes towards academic achievement.

Items 19, 22, 24, and 26 were prepared for personal preferences in terms of teaching
in the inclusive education system, and Items 20, 21, 23, and 25 were for attitudes

towards academic achievement.
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Item 19 was about the preference of the teachers to teach in a selective educational
system, and nine of the participants (52%) preferred a selective educational system to
teach whereas only four of them (23%) did not prefer it. Four of the others (23%) were
not sure. It was seen that almost all teachers (14- 82%) had enjoyed being a student at
school according to item 22. Two of the rest (11%) disagreed and only one of them
(5%) was indecisive. Even though they seemed to have certain prejudices, they in
general (12-70%) agreed that having inclusive classrooms was necessary for the
equality of provision according to item 24. Five of the participants (29%) were not
sure. In the final statement about parents’ having the final say about the school choices
(item 26), the responses were almost equal. Six of them (35%) agreed, five of them

(29%) disagreed, and 6 of them (35%) were unclear about the statement.

Regarding academic achievement, Items 20, 21, 23, and 25 were related to this part of
the question. More than half of the participants (10- 58%) disclaimed the statement
about not being able to academically successful in an inclusive classroom in item 20.
Only two (11%) agreed with the idea that they might not have achieved in such a
school, and five (29%) were unsure about the answer. Similarly, almost all of them
(13-76%) thought that they could have benefitted in an inclusive classroom whereas
only four of them (23%) were not sure when item 21 was analyzed. None of the
participants disagreed with the statement. 10 of them (58%) have claimed social
inclusion is more important than academic achievement in a school environment
according to item 23. Only three of them (17%) disagreed with the statement and four
of them (23%) were unclear. Finally, 10 participants (58%) did not agree with the
statement (item 25) that claimed having students with special needs may hold other

students back. Only four of them (23%) agreed with it, and three (17%) were unsure.
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Table 4.6: Personal Beliefs and Attitudes Of Pre-Service Teachers Towards

Inclusive Education

Item Keyword  Agree Disagree Don't
Know
N % N % N %

19 Personal 9 52.9 4 235 4 235
preferences

20 Attitudes 2 11.8 10 58.8 5 29.4
and beliefs

21 Attitudes 13 76.5 0 0 4 235
and beliefs

22 Attitudes 14 82.4 2 11.8 1 59
and beliefs

23 Personal 10 58.8 3 17.6 4 235
preferences

24 Personal 12 70.6 0 0 5 294
preferences

25 Attitudes 4 235 10 58.8 3 17.6
and beliefs

26 Personal 6 35.3 5 29.4 6 35.3
preferences

As it was aforementioned, T5 mentioned the role of schools and parents in inclusive
education and they emphasized the importance of socialization in an inclusive

classroom. However, there was no comparison made by the participant.

To sum up, it was seen that in-service teachers’ personal preferences in being in an
inclusive classroom as a student differed from their choices in teaching in one. They
were; in general, open to the idea of social inclusion and having an inclusive
classroom. In addition to this, they were positive about having students with special
needs and they disagreed with the idea that having such students may affect academic

achievement negatively.
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4.3 Finding for research question 3: Is there any significant difference between
pre-service and in-service EFL teachers in their attitudes about the role of
schools, concerns and anxieties, and personal beliefs and attitudes towards
inclusive education?

The survey was responded to by 27 pre-service and 17 in-service teachers which made
a total number of 44 participants. In research question 3, the researcher wanted to find
out if these two groups of participants differed in terms of their opinion about inclusive
education. Independent sample t-test was used to analyze and reach significant

differences if any.

When comparing the two groups of participants, their views were almost similar, with
high values between participants. However, there is a significant difference between
them in item 23 which was stated as “It is more important for schools to promote social
inclusion than academic achievement.” Pre-service teachers (m=1,52) were more
positive about social inclusion than in-service teachers (1,65). Besides, item 26
investigated whether there was a significant difference in the beliefs of pre-service and
in-service teachers regarding the statement "Parents should have the final say over
which school their child attends.” The t-value was 0 and the p-value was 0.000 for both
hypotheses, indicating statistical significance. This suggested that there was a
substantial difference between pre-service and in-service instructors' perspectives on

parental decisions regarding school attendance.
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Table 4.7: Differences Between Pre-Service And In-Service Teachers’ Opinions

Towards Inclusive Education.

Item Participants M SD Std. t p-value
Error
Mean

23 It is more important for schools to promote social

inclusion than academic achievement.

Pre-service 1,52 ,849 ,163 -485 -129
In-Service 1,65 ,862 ,209
26 Parents should have the final say in which school

their child attends.

Pre-service 2,00 877 ,169 ,000 ,000

In-Service 2,00 866,210

4.4 Finding for research question 4: What is the perception of pre-service and
in-service EFL teachers about teaching certain skills in inclusive education?

A semi-structured interview was conducted with 10 participants. Five of those were

pre-service and the other five were in-service teachers.

At the beginning of the interview, the participants were asked to define inclusive
education, express their personal beliefs, and share their experiences. To find out an
answer to the fourth research question, they were asked which skill they thought would
be the most difficult or the easiest to teach in an inclusive classroom. Furthermore,

their reasons were also asked following their response.

As an answer to the question about the most difficult skill that can be taught in an
inclusive classroom, writing skill was the most chosen. Five in-service and one pre-

service teacher claimed writing would be the most difficult skill to teach because of
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certain rules and conventions that should be followed and the skill requires more
cognitive abilities. Reading and speaking were in second place being difficult to teach.
Necessary cognitive abilities, behavioral and emotional disorders were given as the
reasons for the difficulty in these skills. Listening was mentioned by two pre-service
teachers and they mentioned mental problems and physical impairment as the causes.

The skill that can be taught easily or easier than others was speaking. 4 in-service
teachers mentioned speaking because they thought expressing oneself orally was
easier than in a written form. However, they also emphasized the importance of a
special needs teacher or peer help while practicing speaking. Listening and reading
were also considered easy by pre-service and in-service teachers and they underlined
the importance of adapting materials for the needs of the special needs students.

Overall, almost all participants speculated the relation between the need and the skill

and adaptation to the circumstances in an inclusive classroom.
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CHAPTER 5

DISCUSSION AND CONCLUSION

5.1 Discussion

This study aimed to gain insights and ascertain the perspectives of pre-service and in-
service EFL teachers regarding inclusive education. In addition to this, the
perspectives of pre-service and in-service EFL teachers regarding the instruction of
specific skills within inclusive educational settings were investigated. The analysis of
responses and excerpts from interviews was conducted and subsequently discussed in
the previous chapter. This chapter presents a discussion of the aforementioned
findings. Additionally, this section will discuss the implications of the findings and
provide suggestions for future research.

One of the aims of the study was to understand pre-service EFL teachers’ attitudes and
knowledge about inclusive education. Even though as Saloviita (2015) stated, “Among
older students and in-service teachers, the tendency to express concerns was associated
with more negative attitudes towards the desirability of inclusive education.” (p.71),
the analysis of the responses from the questionnaire demonstrated that they were
mostly positive about inclusive education. Therefore, the responses from this group of
participants might be due to their lack of experience. In addition, they might have
adopted this idea due to the courses they had taken and workshops they had attended,
as mentioned during the interviews. Hence, the results from semi-structured interviews
with pre-service teachers showed a similar attitude. Another indicator of this positive
attitude was how they described inclusive education. Some codes that appeared in
semi-structured interviews were socialization, social responsibility, and a positive
attitude. Therefore, it was understood that PSTs considered inclusive education their
responsibility and valued socialization, which was another response from the
questionnaire. According to PSTs, who responded to the questionnaire, social
inclusion was more important than academic achievement. Although they did not think
they might have succeeded in an inclusive classroom, they still claimed they might

have benefitted from one. Similarly, the study by Wray et al. (2022) demonstrated that
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even a brief encounter with individuals with disabilities can transform an individual's
self-efficacy and attitudes towards inclusive education. This particular topic was also
arecurring idea throughout the interviews. The pre-service teachers who had interacted
with an individual with a disability demonstrated elevated enthusiasm and a positive
attitude towards the concept of inclusion. Consequently, communication and real-life

experience played a huge role in pre-service teachers’ attitudes.

In contrast to the aforementioned positive notions and attitudes, several pre-service
teachers (PSTs) expressed concerns and reservations regarding the implementation of
inclusive education (IE). It was suggested that a specific kind of educator was
considered vital, one who possessed a personal inclination to instruct within the
context of Inclusive Education (IE). According to participants in semi-structured
interviews, one explanation for this phenomenon might be a lack of sufficient firsthand
experience in an inclusive educational setting. Specht et al. (2016) found that pre-
service teachers who had more than 30 days of experience during practicum showed a
higher willingness to teach in an IE context. Additionally, despite expressing
satisfaction with their participation in inclusive education courses and workshops, the
participants acknowledged a need for additional exposure and practical experience to
develop the necessary confidence to effectively teach in an inclusive classroom. Due
to their limited prior exposure, they harbored uncertainty regarding their leaning
toward teaching in an inclusive setting. Despite the presence of various concerns, a
subset of individuals exhibited a degree of enthusiasm toward engaging in the

educational setting of an inclusive classroom.

Finally, pre-service teachers (PSTs) lacked a coherent understanding of the
perspectives and interests of additional stakeholders, such as educational institutions
and parents. There was uncertainty regarding whether the responsibility of selecting
students' schools lay with the schools or with the parents. This phenomenon could
potentially be attributed to their limited exposure and familiarity with that particular
domain. Their lack of practical experience made them less likely to possess

comprehensive insights regarding the shareholders.

An additional objective of the study was to ascertain the perspectives of in-service

teachers regarding inclusive education. In a manner akin to pre-service teachers

54



(PSTs), in-service teachers currently employed in the field expressed their approval of
the importance of acquiring inclusive education (IE) experience. However, most of
their sentiments were favorable towards the practice of streaming, which entailed
segregating students based on their aptitudes in this study. Therefore, the level of
support for inclusive education among pre-service teachers (PSTs) was more evident

than that of the aforementioned group.

Like pre-service teachers (PSTs), these individuals also lacked extensive experience
in inclusive educational settings. Their perception is that being a special type of teacher
and possessing a particular inclination towards inclusion could potentially cause them
to lose confidence when instructing in an inclusive environment. Moreover, it is worth
noting that all in-service teachers in the study possessed a minimum of six months of
teaching experience, which undoubtedly contributed to their enhanced understanding
of various stakeholders, including schools and parents. According to Chan and Lo
(2016), the lack of support from the other stakeholders cause some frustration and the
feeling of inadequacy for in-service teachers. The supporters of academic excellence
in this study, being in-service teachers, claim that schools should prioritize the
promotion of academic accomplishments, thereby urging the adoption of selective
inclusion and exclusion policies. This phenomenon could potentially be attributed to
the challenges encountered throughout their professional trajectories and the resultant
state of fatigue they experienced. One of the educators discussed their encounter with
a student with special educational needs (SEN), as stated in Excerpt 8, and highlighted
the lack of awareness and understanding exhibited by both the school administration
and parents regarding this matter. Consequently, this particular experience may elicit

concerns, anxieties, and reluctance among teachers currently employed in the field.

In contrast to the aforementioned perspective, characterized by a neutral stance, in-
service teachers could distinguish between instances of lacking discipline and those
involving emotional and behavioral challenges according to their responses in the
questionnaire. Besides, they did not consider addressing any emotional and behavioral
challenges that may arise within their classroom setting as their responsibility. This
finding suggested that teachers who were currently employed might not demonstrate

effectiveness and a positive attitude towards instructing in an inclusive education (IE)
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setting because of inadequate support from educational institutions and parental
involvement. As Pokriv¢akova (2018) states most in-service teachers suffer from the
lack of support from educational institutions and this isue should be addressed
immediately. As stated in another study, “Teachers who believed they worked in a
positive and supportive school environment were more likely to perceive themselves
and colleagues as capable of working with children with ID.” (Wilson et al., 2015, p.
229). Therefore, educational institutions with a strong support system and pleasant
environment should address the concern of in-service teachers. As a final point, Booth
and Ainscow (2002) argues the tailored approaches for each school in order to address
different abilities in different schools. Hence, the importance of flexibility and

creativity is emphasized in this study.

Regarding the differences in attitudes between pre-service and in-service teachers,
another primary objective of the study was to examine such variations. The findings
indicate that there were minimal differences observed in this regard. Those that
emerged were largely the result of exposure and experience. The divergent
perspectives regarding the role of schools in determining inclusion and exclusion, as
well as parental autonomy in selecting educational institutions for their children, can
potentially be attributed to varying personal experiences. In-service educators had
encountered instances of engaging in communication with both school administrators
and parents, potentially leading to the development of specific viewpoints on this
matter. Nevertheless, pre-service teachers had had limited exposure to this particular
domain thus far. Upon careful examination of the disparities, it became evident that
they were not inherently linked to the concept of inclusion and inclusive education.
Consequently, it can be inferred that both pre-service and in-service teachers exhibited

comparable attitudes towards inclusive education, albeit with minor distinctions.

The final research question aimed to ascertain the specific skill or skills that pre-
service and in-service teachers perceive as challenging to instruct within an inclusive
classroom setting. Notably, a distinction was observed between pre-service and in-
service teachers regarding this matter. Among in-service teachers, the teaching of
writing was generally regarded as being more challenging compared to the teaching of
speaking, which was found to be particularly difficult for pre-service teachers. The
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potential cause of this phenomenon could be attributed to the pedagogical approaches
employed and the individual perspectives of both pre-service and in-service educators
regarding the concept of inclusion. From their explanations, it was clear that they
related their decision to physical or mental impairments. Nevertheless, a significant
proportion of the in-service teachers expressed concerns regarding the challenges
associated with instructing students in the proper usage of writing conventions.
Additionally, a subset of participants also referred to physical disabilities. It can be
asserted that a greater number of in-service teachers have contemplated this matter
based on their teaching experience, and it was likely that they encountered challenges
specifically related to writing. Conversely, a larger proportion of pre-service teachers
anticipated difficulties in speaking as they envisioned their future careers in general.
Therefore, upon analyzing the responses, the outcome was comparable to that of any
typical EFL classroom. Therefore, it can be concluded that inclusive classrooms could
be considered equivalent to non-inclusive classrooms in terms of teaching particular
skills.

5.2 Implications

The objective of this study was to provide a comprehensive overview of the
perspectives held by pre-service and in-service teachers regarding inclusive education.
During the process, the pre-service and in-service teachers presented specific
suggestions and identified gaps. Based on its comprehensive findings, this study can
serve as a foundational reference for implementing specific strategies within English
Language Teaching (ELT) departments and English as a Foreign Language (EFL)
classrooms. One of the issues that necessitates attention is the insufficiency of teacher
training during practicum and in English as Foreign Language (EFL) classrooms.
Pokrivéakova (2018) also claims that such teacher training should focus on classroom
management of mixed-ability groups to get teachers ready for their future careers. To
effectively respond to this requirement, it is advisable for ELT departments to carefully
evaluate their curriculum. Rather than isolating inclusive practices within a single
course, a more effective approach would involve integrating them throughout the
entire curriculum. An additional concern is related to the precise distinction of
inclusive education. As previously stated, it is imperative to emphasize the
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differentiation between special education and inclusive education while also ensuring
that the curriculum encompasses explicit strategies for implementing inclusive
education. Ultimately, it became evident that certain practices within the English
Language Teaching (ELT) context, particularly those related to the instruction of
specific skills, posed significant challenges. To address this matter, it is suggested that
additional emphasis be placed on incorporating increased practice opportunities,
developing supplementary materials, and implementing the application of said
materials within English as a Foreign Language (EFL) classes during practicum.
Considering supplementary materials, Allan (2010) criticizes the ones that are
provided which look like checklists and do not address the problems. Instead in-service
and pre-service teachers are in need of real-life experience and firsthand activities and
materials with enough flexibility in order to address diversity in an inclusive

classroom.

5.3 Suggestions for Further Studies

This study researched the opinions of pre-service and in-service EFL teachers towards
inclusive education. The implementation of inclusive education was not questioned in
detail, as the focus of the study was on opinions. Therefore, as a follow-up study to
this one, in-service by basing on practice and their experiences and challenges that
they face could highlight the specifics of an effective curriculum of IE in the ELT

context.

Lack of teacher training and teacher education were two themes that came up in this
study. Hence, a specifically designed curriculum for inclusive EFL education

implementation and teacher training can be another area for research.

Even though policies seemed to be in place, these policies should be specified in terms
of EFL and any other branches of inclusive education. Pokrivé¢dkova (2018) states that
there is a need to develop new organizational measures in order to achieve the
overarching goal of enhancing foreign language education for learners with SEN.
However, this should not entail any differences in terms of challenges and appropriate

level of objectives for students without SEN (Pokrivéakova, 2018). There are various
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specific areas in language teaching, and each should be addressed in an inclusive
classroom. Related to this issue, the roles of stakeholders should be highlighted and
emphasized in these policies. The stakeholders should also be informed, trained, and

warned about their duties in implementing IE.
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5.4 Conclusion

The purpose of this research was to gain an understanding of the attitudes held by pre-
service and in-service teachers, as well as to determine the differences in the thoughts
and concepts held by each group regarding the teaching of particular skills within the
context of inclusive education in EFL context. Two data collection tools were chosen
to understand pre-service and in-service teachers’ opinions towards inclusive
education from various aspects. Mixed method research design was used as it would

provide better and more comprehensive results to the study.

The findings and the results demonstrated that inclusive education is perceived to be
beneficial by many pre-service and in-service EFL teachers in the context of a private
institution. Most of the participants showed positive attitude towards IE, and the reason
for this is mostly the activities they have participated during their education. The group
of participants who were not totally positive about IE mentioned the negative or
inadequate support from other stakeholders such as school administration and parents
of students with or without SEN. Hence, these concerns are needed to be addressed by

policy makers and other stakeholders.

It is quite obvious that there is not a solitary category of individuals who are
responsible for understanding and putting inclusive education into practice. When
inclusive education is considered to be the primary goal to achieve in each and every
step of educational systems, then it will be easier and much more applicable in the eyes
of all stakeholders, including the participants of this study, in-service and pre-service
teachers, as well as school administration, parents, and students with or without special

educational needs.

In addition to implementation of inclusive education in schools, another aspect of this
study was about ELT and how effective inclusive practices could be achieved in EFL
classes. Clearly, this study showed that EFL in-service and pre-service teachers are in
need of guidance and support during their studies at university, and after they become
in-service teachers. This study will represent a step forward in the direction of
inclusive practices in English Language Teaching departments and English as a
Foreign Language courses. While there are some positive developments about
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inclusive practices, it is obvious that inclusive education and EFL pre-service and in-
service teachers should be considered separately and precise practices and solutions
should be suggested for the well-being of teachers as well as students with SEN. Even
though good intentions are in the way, there is still a significant amount of work to be

done before the requirements of a fair educational system can be met.

61



REFERENCES

Acuna, L. M., & Cardenas, M. L. (2017, January 1). Inclusive Education and ELT
Policies in Colombia: Views From Some PROFILE Journal Authors.
PROFILE Issues in Teachers’ Professional Development, 19(1), 121.
https://doi.org/10.15446/profile.v19n1.61075

Akali, S., Demir, E., Sucuoglu, B., Bakkaloglu, H., & Iscen, F. (2014, February 15).
The Needs of Inclusive Preschool Teachers about Inclusive Practices. Eurasian
Journal of Educational Research, 14(54), 39-60.
https://doi.org/10.14689/ejer.2014.54.3

Allan, J. (2010, September). The sociology of disability and the struggle for inclusive
education. British Journal of Sociology of Education, 31(5), 603-619.
https://doi.org/10.1080/01425692.2010.500093

Allan, J. (2014, August). Inclusive education and the arts. Cambridge Journal of
Education, 44(4), 511-523. https://doi.org/10.1080/0305764x.2014.921282

Almeida, Fernando & Faria, Daniel & Queir6s, André. (2017). Strengths and
Limitations of Qualitative and Quantitative Research Methods. European
Journal of Education Studies. 3. 369-387. 10.5281/zenodo.887089.

Artiles, A. J., Kozleski, E. B., Dorn, S., & Christensen, C. (2006, January). Chapter 3:
Learning in Inclusive Education Research: Re-mediating Theory and Methods
With a Transformative Agenda. Review of Research in Education, 30(1), 65—
108. https://doi.org/10.3102/0091732x030001065

Belda-Medina, J. (2021, December 10). Promoting inclusiveness, creativity, and
critical thinking through digital storytelling among EFL teacher candidates.
International  Journal of Inclusive Education, 26(2), 109-123.
https://doi.org/10.1080/13603116.2021.2011440

62


https://doi.org/10.15446/profile.v19n1.61075
https://doi.org/10.14689/ejer.2014.54.3
https://doi.org/10.1080/0305764x.2014.921282
https://doi.org/10.3102/0091732x030001065
https://doi.org/10.1080/13603116.2021.2011440

Benko, R., & Martinovi¢, A. (2021). Inclusive education in English foreign language
classrooms. Strani Jezici, 50(1), 111-134._https://doi.org/10.22210/strjez/50-
1/5

Bhardwaj, P. (2019). Types of sampling in research. Journal of the Practice of
Cardiovascular Sciences, 5(3), 157-163.
https://doi.org/10.4103/jpcs.jpcs_62_19

Booth, T. & Ainscow, M. (2002) The Index for Inclusion (2nd ed). Bristol: CSIE.

Budnyk, O., & Sydoriv, S. (2019, April 15). Social and pedagogical aspects of the
development of inclusive education. Socidlni Pedagogika / Social Education,

7(1), 36-48. https://doi.org/10.7441/soced.2019.07.01.03

Chan, C., & Lo, M. (2016, November 7). Exploring inclusive pedagogical practices in
Hong Kong primary EFL classrooms. International Journal of Inclusive
Education, 21(7), 714-729. https://doi.org/10.1080/13603116.2016.1252798

CORBETT, J. (1999, January). Inclusive education and school culture. International
Journal of Inclusive Education, 3(1), 53-61.
https://doi.org/10.1080/136031199285183

Creswell, J. W., Klassen, A. C., Clark, V. L. P., & Smith, K. C. (2011). Best Practices
for Mixed Methods Research in Health Sciences. PsycEXTRA Dataset.
https://doi.org/10.1037/e566732013-001

de Boer, A, Pijl, S. J., & Minnaert, A. (2010, May). Attitudes of parents towards
inclusive education: a review of the literature. European Journal of Special
Needs Education, 25(2), 165-181.
https://doi.org/10.1080/08856251003658694

Dyson, A., A. Howes, and B. Roberts. 2002. A Systematic Review of the Effectiveness
of School-Level Actions for Promoting Participation by All Students. In
Research Evidence in Education Library. London: EPPI-Centre, Social

Science Research Unit, Institute of

63


https://doi.org/10.22210/strjez/50-1/5
https://doi.org/10.22210/strjez/50-1/5
https://doi.org/10.4103/jpcs.jpcs_62_19
https://doi.org/10.1080/136031199285183
https://doi.org/10.1037/e566732013-001

Education.http://eppi.ioe.ac.uk/cms/LinkClick.aspx?fileticket=julcgkP5Q8U
%3D&tabid=278&mid=1101.

Fraenkel, J. R., Wallen, N. E., & Hyun, H. H. (2012). How to design and evaluate
research in education (Vol. 7, p. 429). New York: McGraw-hill.

Francisco, M. P. B., Hartman, M., & Wang, Y. (2020, September 7). Inclusion and
Special Education. Education Sciences, 10(9), 238.
https://doi.org/10.3390/educsci10090238

Gardner, R. (2013, June). Introduction to debriefing. Seminars in Perinatology, 37(3),
166-174. https://doi.org/10.1053/j.semperi.2013.02.008

Given, L. M. (Ed.). (2008, August 21). The SAGE Encyclopedia of Qualitative
Research Methods. https://doi.org/10.1604/9781412941631

Griful-Freixenet, J., Struyven, K., & Vantieghem, W. (2021, November). Exploring
pre-service teachers’ beliefs and practices about two inclusive frameworks:
Universal Design for Learning and differentiated instruction. Teaching and
Teacher Education, 107, 103503._https://doi.org/10.1016/j.tate.2021.103503

Goransson, K., & Nilholm, C. (2014, July 3). Conceptual diversities and empirical
shortcomings — a critical analysis of research on inclusive education. European
Journal of Special Needs Education, 29(3), 265-280.
https://doi.org/10.1080/08856257.2014.933545

HOADJLI, A. C., & LATRACHE, K. (2020, September 28). Teachers’ Attitude
towards Inclusive Education: The Case of Algerian Middle School Teachers of
English. English Language Teaching, 13(10), 129.
https://doi.org/10.5539/elt.v13n10p129

Hodgen, J. (2007). Setting, Streaming and Mixed-ability teaching. In J. Dillon & M.
Maguire (Eds.), Becoming a teacher (3rd ed., pp. 201-212). Open University

Press.

64


https://doi.org/10.3390/educsci10090238
https://doi.org/10.1604/9781412941631
https://doi.org/10.1080/08856257.2014.933545
https://doi.org/10.5539/elt.v13n10p129

Ivankova, N. V., Creswell, J. W., & Stick, S. L. (2006, February). Using Mixed-
Methods Sequential Explanatory Design: From Theory to Practice. Field
Methods, 18(1), 3-20. https://doi.org/10.1177/1525822x05282260

Johnson, R. B., Onwuegbuzie, A. J., & Turner, L. A. (2007). Toward a Definition of
Mixed Methods Research. Journal of Mixed Methods Research, 1(2), 112-133.
https://doi.org/10.1177/1558689806298224

Justice, L. M., Logan, J. A. R,, Lin, T. J., & Kaderavek, J. N. (2014, July 25). Peer
Effects in Early Childhood Education. Psychological Science, 25(9), 1722—
1729. https://doi.org/10.1177/0956797614538978

Katz, J., and P. Mirenda. 2002a. “Including Students with Developmental Disabilities
in General Education Classrooms: Educational Benefits.” International Journal
of Special 278 K. Goransson and C. Nilholm Education 17 (2): 14-24.
www.internationaljournalofspecialeducation.com/articles.cfm?y=2002&v=17
&n=2.

Katz, J., and P. Mirenda. 2002b. “Including Students with Developmental Disabilities

in General Education Classrooms: Social Benefits.” International Journal of

Special Education 17 (2): 25-35.
www.internationaljournalofspecialeducation.com/articles.cfm?y=2002&v=17
&n=2.

Katz, J. (2013). The Three-Block Model of Universal Design for Learning (UDL):
Engaging Students in inclusive education. Canadian Journal of Education /
Revue Canadienne de 1’éducation, 36(1), 153-194.

http://www.jstor.org/stable/canajeducrevucan.36.1.153

Lambe, J., & Bones, R. (2006, May). Student teachers’ perceptions about inclusive
classroom teaching in Northern Ireland prior to teaching practice experience.
European Journal of Special Needs Education, 21(2), 167-186.
https://doi.org/10.1080/08856250600600828

65


https://doi.org/10.1177/1525822x05282260
https://doi.org/10.1177/1558689806298224
http://www.internationaljournalofspecialeducation.com/articles.cfm?y=2002&v=17&n=2
http://www.internationaljournalofspecialeducation.com/articles.cfm?y=2002&v=17&n=2
http://www.jstor.org/stable/canajeducrevucan.36.1.153
https://doi.org/10.1080/08856250600600828

Lambe, J., & Bones, R. (2006, November). Student teachers’ attitudes to inclusion:
implications for Initial Teacher Education in Northern Ireland. International
Journal of Inclusive Education, 10(6), 511-527.
https://doi.org/10.1080/13603110500173225

Low, H. M., Lee, L. W., & Che Ahmad, A. (2017, August 17). Pre-service teachers’
attitude towards inclusive education for students with Autism Spectrum
Disorder in Malaysia. International Journal of Inclusive Education, 22(3), 235—
251. https://doi.org/10.1080/13603116.2017.1362479

MoNE: Formal Education 2010-2011 (National Education Statistics: Formal

Education 2010-2011). Retrieved from
http://sgb.meb.gov.tr/istatistik/meb istatistikleri orgun egitim 2010 2011.p
df

MoNE. (2018). Regulation on Special Needs Education Services. Basbakanlik
Mevzuati Gelistirme ve Yaymn Genel Miidiirligi.
https://www.resmigazete.gov.tr/eskiler/2018/07/20180707-8.htm

MoNE. (2022). National Action Plan for Education Practices through
Inclusion/Integration. ~ Ozel  Egitim  ve  Rehberlik  Hizmetleri.
https://orgm.meb.gov.tr/meb_iys_dosyalar/2023 _04/25103405_Eylem_PlanY
_yayYmlanan.pdf

Mosquera, S. A., Cardenas, M. L., & Nieto, M. C. (2018, July 1). Pedagogical and
Research Approaches in Inclusive Education in ELT in Colombia: Perspectives

From Some Profile Journal Authors. Profile: Issues in Teachers” Professional

Development, 20(2), 231-246. https://doi.org/10.15446/profile.v20n2.72992

Nakken, H., & Pijl, S. J. (2002, January). Getting along with classmates in regular
schools: a review of the effects of integration on the development of social
relationships. International Journal of Inclusive Education, 6(1), 47-61.
https://doi.org/10.1080/13603110110051386

66


https://doi.org/10.1080/13603110500173225
http://sgb.meb.gov.tr/istatistik/meb_istatistikleri_orgun_egitim_2010_2011.pdf
http://sgb.meb.gov.tr/istatistik/meb_istatistikleri_orgun_egitim_2010_2011.pdf
https://www.resmigazete.gov.tr/eskiler/2018/07/20180707-8.htm
https://doi.org/10.1080/13603110110051386

Nind, M.; Wearmouth, J.; Collins, J.; Hall, K.; Rix, J. and Sheehy, K. (2004). A
systematic review of pedagogical approaches that can effectively include
children with special educational needs in mainstream classrooms with a
particular focus on peer group interactive approaches. EPPI-Centre, Social
Science Research Unit, Institute of Education, UK.

Pokrivéakova, S. (2018, January 1). Dyslectic and Dysgraphic Learners in the EFL
Classroom: Towards an Inclusive Education Environment. Dyslectic and
Dysgraphic Learners in the EFL Classroom: Towards an Inclusive Education
Environment. https://digilib.k.utb.cz/handle/10563/43767

Ritter, R., Wehner, A., Lohaus, G., & Kramer, P. (2019, September 18). Pre-service
Teachers’ Beliefs About Inclusive Education Before and After Multi-
Compared to Mono-professional Co-teaching: An Exploratory Study. Frontiers
in Education, 4. https://doi.org/10.3389/feduc.2019.00101

Rix, J.; Hall, K.; Nind, M.; Sheehy, K. and Wearmouth, J. (2006). A systematic review
of interactions in pedagogical approaches with reported outcomes for the
academic and social inclusion of pupils with special educational needs. EPPI-
Centre, Social Science Research Unit, Institute of Education, University of
London, London, UK.

Rusznyak, L., & Walton, E. (2016, December 16). Could Practicum Placements in
Contrasting Contexts Support the Preparation of Pre-Service Teachers for an
Envisaged Inclusive Education System? A South African study. International
Journal of Disability, Development, and Education, 64(5), 463-482.
https://doi.org/10.1080/1034912x.2016.1267333

Saldana, J. (2016). The Coding Manual for Qualitative Researchers. Sage Publications

Inc.

Salend, S. J., & Garrick Duhaney, L. M. (1999, March). The Impact of Inclusion on
Students With and Without Disabilities and Their Educators. Remedial and

67


https://digilib.k.utb.cz/handle/10563/43767
https://doi.org/10.3389/feduc.2019.00101
https://doi.org/10.1080/1034912x.2016.1267333

Special Education, 20(2), 114-126.
https://doi.org/10.1177/074193259902000209

Saloviita, T. (2015, November). Measuring pre-service teachers’ attitudes towards
inclusive education: Psychometric properties of the TAIS scale. Teaching and
Teacher Education, 52, 66—72. https://doi.org/10.1016/j.tate.2015.09.003

Sharma, U., Forlin, C., & Loreman, T. (2008, December). Impact of training on pre-
service teachers’ attitudes and concerns about inclusive education and
sentiments about persons with disabilities. Disability & Society, 23(7), 773—
785. _https://doi.org/10.1080/09687590802469271

Siason, V., Caspillo, W., & Alieto, E. (2022). Attitude towards Inclusive Education:
A survey among prospective teachers from non-metropolitan areas.
International Journal of Early Childhood Special Education, 14(2), 6103-6111.

Strauss, A., & Corbin, J. (1998). Basics of qualitative research: Techniques and

procedures for developing grounded theory (2nd ed.). Sage Publications, Inc.

Sucuoglu, B., Bakkaloglu, H., Karasu, F. C., Demir, E., & Akalin, S. (2014, May 6).
Inclusive Preschool Teachers: Their Attitudes and Knowledge about Inclusion.
International Journal of Early Childhood Special Education, 5(8646).
https://doi.org/10.20489/intjecse.107929

Sustainable Development Goals Online | Taylor & Francis eBooks, Refere. (n.d.).

Sustainable Development Goals Online. https://www.taylorfrancis.com/sdgo

Specht, J. A., & Metsala, J. L. (2018, December 20). Predictors of Teacher Efficacy
for Inclusive Practice in Pre-service Teachers. Exceptionality Education
International, 28(3)._https://doi.org/10.5206/eei.v28i3.7772

Syed, M., & Nelson, S. C. (2015). Guidelines for Establishing Reliability When
Coding Narrative Data. Emerging Adulthood, 3(6), 375-387.
https://doi.org/10.1177/2167696815587648

68


https://doi.org/10.1177/074193259902000209
https://doi.org/10.20489/intjecse.107929
https://www.taylorfrancis.com/sdgo
https://doi.org/10.1177/2167696815587648

Tesch, R. (1990) Qualitative research: Analysis types and software tools. Falmer, New
York.

Toker, E. (2021, June). Subtle Islamization of teacher education: A critical discourse
analysis of Turkey’s “inclusive” education initiative for refugee integration.
Linguistics and Education, 63, 100923.
https://doi.org/10.1016/j.linged.2021.100923

Topgu, E. & Katilmis, A. (2013). Yar1 zamanli kaynastirma egitimi alan ortaokul
ogrencilerinin sosyal bilgiler dersine yonelik diisiinceleri. Sakarya University
Journal of Education, 3(3), 48-81.

UNESCO. (1994). The Salamanca statement and framework for action on special
needs education. In Adopted by the world conference on special needs
education: Access and Quality. Salamanca, Spain: UNESCO. Retrieved from:
https://www.right-to-education.org/sites/right-to-education.org/files/resource-

attachments/Salamanca_Statement_1994.pdf. (Accessed 16 February 2022).

UNESCO. (2000). Dakar framework for action: Education for all. Meeting our
collective commitments. In World forum on education, Dakar, Senegal, 26-28
April 2000. Paris: UNESCO. Retrieved from:
http://www.portal.oas.org/LinkClick.

UNESCO (2001). The open file on inclusive education. Paris: UNESCO.

United Nations (2015). Transforming our world. The 2030 Agenda for sustainable
development. https://susta inabl edeve lopme nt.un.org/conte nt/docum
ents/21252 030%20Age nda%20for %20Sus tainable%20Dev elopm
ent%20web .pdf.

Uzbay, T. (2006), “Bilimsel Arastirma Etigi”, Saglik Bilimlerinde Siireli Yayincilik

4.Ulusal Sempozyumu (17 Kasim),
http://uvt.ulakbim.gov.tr/tip/sempozyumd4/pagel19-26.pdf Erisim 02.01.2012

69


https://doi.org/10.1016/j.linged.2021.100923
http://www.portal.oas.org/LinkClick

Van Mieghem, A., Verschueren, K., Petry, K., & Struyf, E. (2018, June 6). An analysis
of research on inclusive education: a systematic search and meta-review.
International  Journal of Inclusive Education, 24(6), 675-6809.
https://doi.org/10.1080/13603116.2018.1482012

Vuran, S. (2005). The sociometric status of students with disabilities in elementary

level integration classes in Turkey.

Villafuerte-Holquin, J., & Mosquera, K. (2020). Teaching the English Language in
Ecuador: A Review from the Inclusive Educational Approach. Journal of Arts
& Humanities, 09(02), 75-90. https://doi.org/10.18533/journal.v9i2.1854

Wilson, C., Marks Woolfson, L., & Durkin, K. (2018, April 3). School environment
and mastery experience as predictors of teachers’ self-efficacy beliefs towards
inclusive teaching. International Journal of Inclusive Education, 24(2), 218—
234. https://doi.org/10.1080/13603116.2018.1455901

Winzer, M. A. (1993, August 1). The History of Special Education: From Isolation to
Integration. https://doi.org/10.1604/9781563680182

Wray, E., Sharma, U., & Subban, P. (2022, September). Factors influencing teacher
self-efficacy for inclusive education: A systematic literature review. Teaching
and Teacher Education, 117, 103800.
https://doi.org/10.1016/j.tate.2022.103800

YOK. [CoHE]. (2018). Yeni Ogretmen Yetistirme Lisans Programlari. [New Teacher
Training Undergraduate Programs]. Retrieved from, 19 June 2023,

https://www.yok.gov.tr/kurumsal/idari-birimler/egitim-ogretim-dairesi/yeni-

ogretmen-yetistirmelisansprogramlari.

70


https://doi.org/10.1080/13603116.2018.1482012
https://doi.org/10.18533/journal.v9i2.1854
https://doi.org/10.1080/13603116.2018.1455901
https://doi.org/10.1604/9781563680182
https://doi.org/10.1016/j.tate.2022.103800
https://www.yok.gov.tr/kurumsal/idari-birimler/egitim-ogretim-dairesi/yeni-ogretmen-yetistirmelisansprogramlari
https://www.yok.gov.tr/kurumsal/idari-birimler/egitim-ogretim-dairesi/yeni-ogretmen-yetistirmelisansprogramlari

Zeybek, O. (2016). Ilkdgretim okullarindaki ingilizce dgretmenlerinin kaynastirma
uygulamalarina iligkin goriis ve Onerileri (Doctoral dissertation, Anadolu

University (Turkey)).

71



APPENDICES
A. Questionnaire

INVESTIGATING THE PERCEPTIONS, ATTITUDES, AND CONCERNS OF
PRE-SERVICE AND IN-SERVICE ENGLISH LANGUAGE TEACHERS ON
INCLUSIVE EDUCATION

Sayin Katilimet,

Bu arastirma, TED Universitesi, Ingiliz Dili Egitimi Béliimii’nde 6gretim iiyesi
Pelin Irgin’in danismanliginda, Ingilizce Dil Okulu’nda 6gretim gorevlisi
ve TED Universitesi Ingiliz Dili Egitimi boliimii Yiiksek Lisans programinda dgrenci
Ogretim Gérevlisi Selda DELIKTAS tarafindan yiiriitiilmektedir. Arastirmanin amaci
TED iiniversitesi ingiliz Dili Egitimi son sinifta okuyan &gretmen adaylari ve TED
Universitesi Ingiliz Dili Egitimi programindan mezun ve dgretmenlik mesleginin ilk 5
yilinda olan 6gretmenlerin kapsayici egitim ile ilgili yaklasimlarini aragtirmaktir. Bu
calismanin katilimeilarin1 TED iiniversitesi Ingiliz Dili Egitimi son sinifta okuyan
ogretmen adaylar1 ve TED Universitesi Ingiliz Dili Egitimi programindan mezun ve

ogretmenlik mesleginin ilk 5 yilinda olan dgretmenler olugturmaktadir.

“Investigating the perceptions, attitudes and concerns of pre-service and in-service
English Language Teachers on inclusive education” isimli bu aragtirmaya katiliminizi
onayladiginiz taktirde, Nisan 2022 ve Haziran 2022 tarihleri arasinda projenin

katilimcisi olacaksiniz.

Proje arastirma ekibince size bilgisi iletilecek olan anket ve ¢evrimigi goriisme gibi
uygulamalara Onceden belirlenen takvim dogrultusunda katilmaniz istenecektir.
Caligsma siiresince ve sonrasinda kimlik bilgileriniz proje disindaki hi¢ kimseyle
izniniz disinda paylasilmayacaktir. Bu ¢alisma kapsaminda elde edilecek olan bilimsel
bilgiler sadece arastirmacilar tarafindan yapilan bilimsel yayinlarda, sunumlarda ve
egitim amacli ¢evrimigi bir ortamda paylasilacaktir. Toplanan veriler isminiz silinerek,

bilgisayarda sifreli bir dosyada tutulacaktir.
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Bu c¢alismaya katilm goniilliikk esasina dayalidir. 15 dakika siirecek bu anket ve
gonillli olmaniz durumunda yaklasik 30 dakika siirecek c¢evrimigi goriisme
uygulamasinda yer alan hicbir asama, kisisel rahatsizlik verecek nitelikte degildir.
Ancak herhangi bir nedenden o&tiirii kendinizi rahatsiz hissederseniz, uygulamalari
nedenini agiklamaksizin yarida birakip aragtirmadan ¢ikmakta serbestsiniz. Boyle bir
durumda vermis oldugunuz bilgilerin arastirmaci tarafindan kullanilmasi ancak sizin
onaymizla miimkiin olacaktir. Bu g¢alismaya katildigimiz i¢in simdiden tesekkiir
ederim. Calisma hakkinda daha fazla bilgi almak ve yanitlanmasini istediginiz
sorulariniz icin arastirmayi yiirliten Selda  Deliktag’a (E-posta:
, 13 telefonu: , cep telefonu:

iletisim kurabilirsiniz.

Arastirmaya katiliminiz ve haklarinizin korunmasina yonelik sorulariniz varsa ya da
herhangi bir sekilde risk altinda oldugunuza veya strese maruz kalacagina
inantyorsamz TED Universitesi insan Arastirmalar1 Etik Kurulu'na

telefon numarasindan veya i _e-posta adresinden ulasabilirsiniz.
Tesekkiirler,

Selda Deliktas

e-mail: s

Is telefon:

Cep telefonu:

Consent

Bu calismaya tamamen géniillii olarak katilyyorum ve istedigim zaman yarida kesip
¢tkabilecegimi biliyorum. Bu proje kapsaminda gereken anket ve gonmiillii olmam
durumunda ¢evrimigi goriisme uygulamalarinda yer alacagimi biliyorum. Verdigim
bilgilerin bilimsel amac¢l yayimlarda kullanilmasini kabul ediyorum. Proje siiresince

ses kaydi alinacagini biliyorum. Ses kayitlarimin bilimsel makaleler, akademik
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sunumlar ve c¢evrimici bir egitim ortami disinda kesinlikle kullaniimayacagin

biliyorum.

1.

> w >N

> o > &

Projeye katilmak istiyorum

Evet Hayir

Projedeki anket uygulamasina katilmak istiyorum.

Evet Hayir

Projedeki ¢evrimigi goriismeye katilmak istiyorum.

Evet Hayir

Cevrimigi gorlisme i¢in cevabiniz evet ise, e-mail adresinizi yaziniz:

Ses kayitlarimin aragtirma amagli kullanimina izin veriyorum.

Evet Hayir

Demographic Information

What is your age?

What is your gender?

Female B. Male C. Prefer not to say
Which grade are you teaching at the moment?

Primary School B. Secondary School C. High School D.
University  E. Other

Are you a pre-service or in-service teacher?

Pre-service B. In-service

Total year(s) of experience as an EFL instructor (in-service teachers only)

6 monthsto 1 year B. 1to 3 years C.3to 5 years

Category 1: Student teachers’ attitudes about the purpose of schools and
attitudes

I think all teachers should experience teaching pupils with special educational
needs.

A. Agree B. Disagree  C. Don’t Know

I think that streaming is the best practice for dealing effectively with pupils of
different abilities.*Streaming: where pupils are differentiated according to
general ability and taught in the same ‘ability’ classes for all subjects

A. Agree B. Disagree C. Don’t Know
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10.

11.

12.

13.

It is more important for schools to promote academic achievement than social
inclusion.

A. Agree B. Disagree C. Don’t Know

The most important role of a school is to ensure academic excellence.

A. Agree B. Disagree C. Don’t Know

Mainstream schools should not be allowed to exercise policies and structures
that cater only for the needs of certain pupils thereby excluding others with
special education needs.

A. Agree B. Disagree C. Don’t Know

Mainstream schools should have the final say in which pupils they can enroll.
A. Agree B. Disagree C. Don’t Know

Category 2: Concerns and anxieties about teaching in an inclusive
educational setting

I have no experience in working with special education needs.

A. Agree B. Disagree C. Don’t Know

I am concerned | will not have the skills required to teach special educational
needs in an inclusive setting.

A. Agree B. Disagree C. Don’t Know

I think some people claim to have special educational needs to get extra

attention and special treatment.

A. Agree B. Disagree C. Don’t Know

Emotional and behavioral problems are often just an excuse for a lack of self-
discipline.

A. Agree B. Disagree C. Don’t Know

Pupils with emotional and behavioral problems should be excluded from
mainstream classes as they disrupt other pupils’ progress.

A. Agree B. Disagree C. Don’t Know

It is a parent’s role to ensure their child behaves properly.

A. Agree B. Disagree C. Don’t Know

I think that parents are often to blame for their child’s poor behavior.

A. Agree B. Disagree C. Don’t Know
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14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

24.

I think it is impossible to try and accommodate too many differences in one
classroom.

A. Agree B. Disagree C. Don’t Know

Education has a first duty to look after the interests of pupils who are trying
to learn.

A. Agree B. Disagree C. Don’t Know

I think you need to be a special kind of teacher to teach pupils with special
educational needs.

A. Agree B. Disagree C. Don’t Know

I think your need a special interest in special educational needs to be an

effective teacher of Special Education Needs (SEN).

A. Agree B. Disagree C. Don’t Know

A teacher should be concerned with educational issues and not be expected to
deal with a pupil’s emotional and behavioral problems.

A. Agree B. Disagree C. Don’t Know

Category 3: Personal beliefs and attitudes towards the ideology of

inclusive education

I would prefer to teach in a selective educational system if | had the choice.
A. Agree B. Disagree C. Don’t Know

I don’t think I would have done as well academically if I had been in an
inclusive classroom when at school.

A. Agree B. Disagree C. Don’t Know

I think I would have benefited from being part of an inclusive classroom.
A. Agree B. Disagree C. Don’t Know

I enjoyed school and never had any real problem with learning.

A. Agree B. Disagree C. Don’t Know

It is more important for schools to promote social inclusion than academic

achievement.

A. Agree B. Disagree C. Don’t Know

The best way to ensure equality of provision is for all pupils to be educated in
an inclusive classroom.

A. Agree B. Disagree C. Don’t Know
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25. Having pupils with diverse special educational needs in the classroom is
unfair to other pupils who may be held back.
A. Agree B. Disagree C. Don’t Know

26. Parents should have the final say in which school their child attends.
A. Agree B. Disagree C. Don’t Know
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B. Semi-structured interview questions

1. Do you have any idea about inclusive education?/ Kapsayici egitim hakkinda bir

fikriniz var mi1?

2. Have you had any training/course during or after your undergraduate studies?/
Kapsayici egitim konusunda lisans hayatiniz boyunca ya da sonrasinda herhangi bir

egitim/ders aldiniz mi1?

3. If yes, what have you learnt about working with students with special needs during
your studies?/ Evet ise, hizmet 6grenme deneyiminizden 6zel ihtiyaglari olan

Ogrencilere uygulama hakkinda ne 6grendiniz?

4. Based on your knowledge, which skill(s) given below are more difficult or easier
in an inclusive education EFL classroom? /Bilginize dayanarak, asagidaki becerilerin
Ingilizce egitimi verilen siniflarda hangilerinin daha zor ya da kolay oldugunu

diistinliyorsunuz. Bunlar1 asagidaki 6l¢cege gore isaretler misiniz?
(4) Very difficult/Cok zor

(3) Difficult/Zor

(2) A little bit difficult/Biraz zor

(1) Not difficult at all/ Hi¢ zor degil.

1 Reading/Okuma 1234

2 Listening/Dinleme 12 3 4

3 Speaking/Konugsma 1 2 3 4

4 Writing/Yazma 12 34

5. Can you expand on the skills you chose as “very difficult” and “difficult”? Why
do you think it is more difficult to teach? / Sectiginiz becerilerden “¢ok zor” ve “zor”
olan(lar) lizerine fikriniz nedir? Bu becerilerin 6gretiminin neden zor oldugunu

diistiniiyorsunuz?
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6. Can you expand on the skills you chose as “not very difficult”’? Why do you think
they are not difficult at all to teach compared to others? / Sectiginiz becerilerden “hig
zor degil” olan(lar) iizerine fikriniz nedir? Bu becerilerin diger becerilere kiyasla

neden daha kolay olabilecegini diisiiniiyorsunuz?
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