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Farkhlastirilmis Ogretim Yaklasimina Yonelik Ogretmen Yeterlikleri
Makale Bilgisi 0z

Farklilastinimig 6gretim, egitimde adaleti saglayan bir yaklagimdir. Bu nedenle

DOI: 10.14812/cufej. 1072058 o6gretmenlerin, 6gretimi farklilastirmasi profesyonel bir sorumluluktur. Bu g¢alismada,

Makale Gegmisi: farkhlastinlmis 6gretim yaklasimina yonelik yeterliklerin belirlenmesi amaglanmistir.
Gelis 11.02.2022 Arastirma sorusunun dogasi ve baglamina uygun olarak, yeterliklerin belirlenmesi igin
Dizeltme 12.05.2022 ilgili alan literatlrinin incelenmesi yontemi segilmistir. Arastirmada nitel
Kabul 26.07.2022 yaklagimlardan dokiiman analizi yontemi kullaniimistir. Calismanin veri kaynagini,

farklilastinimis 6gretim yaklagimiyla ilgili hakemli yayinlar ve temel kaynak kitaplar

olusturmaktadir. Veri kaynaklarinin analiz edilmesiyle tespit edilen vyeterlikler,
bulgulariyla birlikte belli temalar altinda toplanmistir. Ardindan uzmanlardan gorus
alinarak yeterliklere son hali verilmistir. Arastirmanin sonucunda bilgi, beceri ve inanis
olmak tzere (g yeterlik alani altinda 39 6gretmen yeterligi tespit edilmistir. Belirlenen
yeterliklerin kullanilmasi dogrultusunda arastirma ve uygulamaya dénik 6nerilerde
bulunulmustur.

Anahtar Kelimeler:
Bireysel Farkhliklar,
Farkhlastiriimig Ogretim,
Ogretmen Yeterlikleri.

Arastirma Makalesi

Introduction

The concepts of justice and equality have been among the subjects of most heated debates in the
history of thought. These concepts have drawn great interest from important thinkers such as Socrates,
Kant, Plato, and Marx. These important discussion topics of philosophy have been discussed in many
fields, especially in the fields of law, politics, economy, health, and education, which have strong effects
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on the social order, and have strongly shaped the practices in these fields. The fact that nature is not fair
has revealed the need for as much compensation as possible for the injustices humans face from the
moment they are born. Especially in school and classroom environments, this injustice makes itself felt
strongly, and it makes practitioners and researchers look for partial, if not complete, compensation.

If people were equal by nature, justice could be achieved by treating them equally, and equality
could be achieved by treating ‘the same as the same’. However, the innate characteristics of people
make them fundamentally different from each other, leading to the conclusion that people who are
different cannot be treated the same. For example, according to Goodlad and Anderson (1987), mental
age data show a 4-year difference in 6-year-old children. In a class with an average 1Q of 101, both 68
and 129 1Q students study together. Even though these students are almost equal in height, weight, age,
running and jumping skills, sight, hearing abilities, and interests, they are significantly different from
each other.

Can students with all these differences be considered the same just because they are the same age?
Teaching the same content to these students at the same time simply because their age is equal may be
considered as ensuring equality, but is it fair? Being equal is not always being fair. So what are the
differences that should or should not be considered in a school or classroom setting to be fair? How can
the potential and needs of each student be taken into account as a difference in the education?
Differentiating the instruction according to the characteristics of each student in a classroom
environment is the essence of an approach that can answer all these questions.

According to Tomlinson (2000), differentiation of instruction is defined as an effort to respond to
student differences. Differentiated Instruction Approach (DIA) is a systematic and consistent approach
built on a great philosophy that includes many methods, techniques, and principles. Whereas offering a
recipe for the practical aspect of this approach, which is undergirded by a strong theoretical aspect and
great philosophy, is impossible, describing some indicators or teacher characteristics for the practical
dimension of the approach seems more viable. For this purpose, some of the bases that will enable
teachers to make differentiation effectively are as follows:

(a) The learning environment is both safe and challenging for each student; (b) learning and teaching
routines incorporate whole class, small group, and individual instruction together; (c) learning
objectives are clearly defined and followed to ensure focus on key knowledge, understanding and
skills within a lesson; (d) pre-assessment and formative assessment affect teachers' teaching plan;
(e) teachers use time, space, materials, and teaching methods flexibly to meet differing student
needs; and (f) classrooms become learning environments where students share the responsibility of
respect, ideal work and high level personal development with the teacher. It is these goals that
'define’ or shape effective differentiation (Tomlinson, 2005, p.263).

All these features that Tomlinson mentions refer to the measures that teachers will take to create a
fair learning environment by considering various individual differences in a classroom. Providing a fair
learning environment requires in-class adaptations that will enable each individual to maximize their
learning (Gregory & Chapman, 2013). These adaptations include using many methods-techniques in the
learning process, diversifying the products that students create to display what they have learned,
adjusting the content according to the cognitive level of the students, and using the space according to
the conditions of studying. All the rich classroom practices have to be shaped according to individual
differences. Individual differences indicate students' readiness for learning, their interests including all
subjects and skills they enjoy learning, and learning profile features such as understanding and
processing information. In the light of all this information, DIA can be defined as the adaptation of the
process, content and product according to the interests, readiness, and learning profiles of individuals.

Adapting the process includes offering students many different learning options and using many
teaching techniques such as tiered instruction, anchor activities, learning contracts, learning centers,
choice boards, Bloom cards, and menus, depending on their learning styles (Gregory & Chapman, 2013;
Roberts & Inman, 2013). Adapting the content, on the other hand, requires the subject to be learned at
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different levels of complexity. In particular, small group teaching according to readiness, providing
students with reading materials and books prepared at various levels, performing tasks of different
complexity levels by suitable students can be listed as examples of adapting the content. The product is
the way students express what they have learned. As such, making a project individually or with a group,
leaving the written, visual or audio format to the student's choice to reveal what s/he knows, and using
rubrics showing the features of the products to be revealed can be considered as an adaptation of the
product.

Some principles that should be observed in performing adaptations are especially helpful for
practitioners. Principles such as continuous assessment, the presence of a guiding teacher, flexible
grouping, and being concept-based are the basic principles that make DIA a great philosophy
(Tomlinson, 1995). On-going assessment is the most important principle of DIA that shapes teaching. It
is a requirement of this basic principle that the individual differences of the learners, especially the
readiness, are determined by the teacher through pre-assessment and the teaching is planned according
to the learning needs. For example, a teacher who will teach addition should first find out whether
his/her students have the pre-skills of counting forward and one-to-one matching. As a result of this
evaluation, s/he can decide that the students who have these skills are ready to learn the addition
process. At this stage, it should be clarified how the process can be operated with students who do not
have pre-skills. Students who do not have pre-skills are included in the learning-teaching process with
approaches and practices in accordance with the flexible grouping principle. The teacher is expected to
present activities that will provide pre-skills to students with insufficient readiness, and to work with
them on counting skills. Processes that will improve the addition process can be discussed with students
who are ready. In this way, students in different skill groups can make progress at the same time. It is
important that the teacher handles the lessons in a way that develops concepts and basic skills, and
directs the teaching by enabling the learners to work sometimes individually, sometimes with the whole
class, sometimes with a partner, sometimes with a small group. The learning-teaching process can be
reshaped with formative assessment which can be continued with a new setup according to the
progress of the students. Thus, it can be said that DIA is not an individualized teaching, but an approach
that will ensure the continuity of learning in a typical classroom.

The example above shows that DIA is an intervention approach that is carried out by following
certain principles, has a systematic in itself, and is guided by student characteristics. This approach has
various positive effects on increasing the academic success of students according to their unique
characteristics. In the experimental studies conducted with students at primary and high school level, it
has been found that DIA has positive effects on academic success (Ekinci, 2016; Ferrier, 2007), ensures
learning retention (Demir & Girol, 2015; Durmus, 2017), positively affects students' attitudes towards
the lesson (Beler & Avci, 2011), and creates a fair learning environment (Valiandes, 2015). In addition,
studies conducted with undergraduate students have found that DIA increases their academic success
similar to those in primary and high schools (Tulbure, 2011; Salar & Turgut, 2015).

Widespread application of DIA by teachers may make it possible to create a fair learning
environment suitable for the nature of learning, to realize a continuous improvement in the learning
process, to ensure continuity in development and to compensate for innate differences. However,
studies reveal that teachers do not have sufficient knowledge about DIA, so they do not reflect this
approach in their practices (Brighton et al., 2005; Kerry & Kerry, 1997). Nevertheless, teachers accept
that they have limited knowledge about DIA and state that they need practical training about the
approach (Demirkaya, 2018; Fields-Holmes, 2008; Hockett, 2010; Baxter, 2013). In line with the results
of the research that teachers are involved in, Tomlinson (2000) emphasizes that it is the professional
responsibility of teachers to differentiate instruction and respond to ever-increasing individual learner
differences. In order for DIA, which is a systematic philosophy and practice, to be implemented by
teachers, teachers must be equipped with the relevant competencies.

The concept of competence is defined as “(a) cognitive suitability for a particular task; (b) a system of
specialized abilities, competencies and individual dispositions to learn, do or achieve a certain goal

1379



Zoraloglu & Sahin — Gukurova Universitesi Egitim Fakiiltesi Dergisi, 51(2), 2022, 1377-1416

successfully (Weinert, 1999, p. 34). According to Sahin (2004, p. 59), the concept of competency refers
to "the characteristics that must be possessed to fulfill a job or task effectively”, and “in terms of the
teaching profession, it is necessary to have the duties and responsibilities required by teaching,
knowledge, understanding, skills and attitudes”. Sahin (2004) explains the concept of competence for
the teaching profession as follows:

Teaching competencies can be defined as a set of knowledge, skills, attitudes and personality traits
required for effective performance in different teaching environments. Teaching competencies
should be considered as a repertoire available to the teacher to effectively achieve the objectives of
education. The teacher uses the appropriate parts of this repertoire, which s/he considers as a
whole, to achieve the curricular objectives effectively in different teaching environments (p. 59).

Competencies related to the differentiation of instruction are part of the teacher's repertoire to
which he or she applies while effectively fulfilling his duties and responsibilities. In order for this
knowledge to include the competencies related to the differentiation of instruction, first of all,
knowledge, skills, understanding and attitudes that can differentiate teaching should be included here.
For this reason, first of all, the question "What are the competencies that a teacher should have
regarding the differentiation of instruction?" must be answered.

Trainings on DIA in in-service and pre-service teacher trainings help to eliminate misconceptions
about DIA, change their attitudes towards individual differences positively, and reflect DIA in their
classroom practices (Dack, 2019a; Dillon-Guy, 2014; Wan, 2016; West & West, 2016). However, the
trainings in these studies are not based on teacher competencies for DIA. The intervention to be made
to increase the DIA competencies of in-service and pre-service teachers can only be based on solid
foundations when these competencies are revealed. For these reasons, the current study aims to
answer the following question: "What competencies should a teacher have to differentiate the
instruction?"

Method

Determining the competencies in a field can be possible by detailing all the features required to fulfill
the duties and responsibilities in the related field in the behavioral dimension (Mansfield, 1996). Three
methods are widely used to determine the competencies: “(1) Examining the related field literature of
the profession, (2) using job analysis techniques, (3) using a working group consisting of experts” (Sahin,
2004, p. 59).

In the present study, which aims to determine the competencies that teachers should have in order
to differentiate the instruction, the method of determining competencies by examining the relevant
literature was used. Due to the non-mechanical nature of the teaching process, it was not considered
appropriate to use the job analysis technique in determining the competencies limited to
"differentiating instruction". The use of a working group consisting of only experts in this study would be
possible with the increase of awareness, experiences, practices and research on the differentiation of
instruction in Turkey. Teacher competencies for a differentiated instruction was determined by
examining the parts of differentiated instruction reflected in the literature. The opinion of a group of
experts was used to decide whether the competence statements were expressed appropriately and
accurately, and whether they were inclusive.

The researcher's creating meaning by using the documents in the relevant literature in accordance
with the nature of the research question and presenting the data in a descriptive way without worrying
about expressing it with numerical indicators required the research to be handled with a qualitative
approach. The use of documents as the direct data source required the research to be designed with the
document analysis method, one of the qualitative approaches. Document analysis, a form of data
analysis that supports various other qualitative approaches, is considered as a qualitative method in its
own right (Bowen, 2009). In document analysis, data is analyzed and interpreted to reveal meaning,
create understanding and develop empirical knowledge (Corbin & Strauss, 2008). In this study, data-
based features of what teacher competencies might be were presented with reference to the relevant
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sources, and then these competency statements were justified and discussed on the basis of the
relevant literature, and presented in the findings.

Data Collection and Analysis

The way to be followed in the process of ethical and valid analysis of documents is expressed by Kiral
(2020, p.183) as follows:

(1) Selection of research topic, method and technique: selection of the document, accessing the
document and limiting the document, (2) checking the originality of the document: trying to
understand the document, reading in detail and in depth, (3) content analysis: creating
categories/themes and placement of analysis units, (4) digitization and percentages (optional): using
and interpreting the data in the report, and (5) publishing the research.

Documents were defined first. Seminal books and scientific studies published in peer-reviewed journals
on DIA formed the data sources of this study. The keyword “differentiated instruction” was used to
identify the scientific studies. The open access, peer-reviewed articles in Turkish and English languages,
which were last published in 2020 in the education and educational research category of the Web of
Science (WoS) database were searched, which yielded 54 studies. Examining these studies by many
dimensions of differentiated instruction, 10 studies were determined as the data sources. The criteria
for including the studies in the data source were: 1) Examining the theoretical dimension of
differentiated instruction, 2) directly examining the practices of teachers (including instructors) or pre-
service teachers in regular classrooms for the application dimension of DIA, and 3) review of teaching
experiences of teachers (including instructors) and teacher candidates with DIA. By these criteria, 26
studies were excluded as they examined the effect of DIA on student achievement or attitude. Four
studies were not included as they were conducted only in special education classrooms. 14 studies do
not examine the practice, experience or theoretical dimension of DIA, and students, teachers or
administrators just express their opinions. These 44 studies that did not meet the criteria were excluded
from the data sources. In addition to peer-reviewed studies, four books, including Tomlinson, who was
the first researcher who shaped the theoretical dimension of DIA, which met the first criterion, were
included in the data sources and a total of 14 sources were examined (Appendix 1). Information on the
sources is presented in Table 1.

Table 1.

Features of the Data Sources

Code Authors(s) and Publication Date Publication Type Scope

S1 Cha & Ahn (2014) Article DIA practice in primary schools

S2 Chien (2015) Article DIA practices of English teachers

S3 Duquette & Dabrowski (2016) Article DIA practices of pre-service primary school teachers
S4 Geel et al. (2019) Article DIA practices of math teachers

S5 Graff et al. (2019) Article DIA practices of biology teachers

S6 Rock et al. (2008) Review Theoretical framework of DIA

S7 Ruys et al. (2013) Article DIA practices of instructors

S8 Smets & Struyven (2020) Article In-service training for DIA

S9 Sternberg & Zhang (2005) Review DIA and thinking styles

S10 Tomlinson et al. (2008) Book DIA in schools

S11 Tomlinson & Cunningham-Eidson (2003) Book DIA in practice

S12 Tomlinson & Imbeau (2010) Book Leadership and management in DIA
S13 Tomlinson & Moon (2013) Book Evaluation in DIA

S14 Westbroek et al. (2020) Article Formative assessment in DIA

1381



Zoraloglu & Sahin — Gukurova Universitesi Egitim Fakiiltesi Dergisi, 51(2), 2022, 1377-1416

The steps of examining the data sources, taking descriptive notes, and classification were followed
during the process of data collection (Gay et al., 2012). While examining the data sources, what the
teachers should do, the characteristics of the differentiated classes, the indicators of applying the DIA
were determined and noted. Reaching recurring indicators and features was accepted as a data
saturation criterion, and the analysis was started by ending the review of the sources. In the qualitative
approach, data analysis includes summarizing the data as a meaningful whole (Gay et al., 2012). The
notes taken are listed as firstly expressed as attitude and behavioral competence. The first list included
62 competencies by examining this list, the second list consisting of 37 competencies was obtained by
removing the repetitive and differently expressed competencies. The competencies in the second list
are grouped under similar categories, and the themes were formed by merging the categories together.
In the inductive process followed while reaching these categories and themes, the scope of the themes
were named on the basis of the literature.

Chien (2015), Geel et al. (2019), Rock et al. (2008), and Smets and Struyyen (2020) stated that when
applying DIA, teachers should have skills such as this approach and content domain knowledge and
planning, evaluation, and method use to implement them. In addition, it was stated that teachers
should have attitudes (Rock et al., 2008) or beliefs (Smets & Struyyen, 2020; Westbroek et al., 2020;
Tomlinson & Imbeau, 2010) towards DIA, which refers to the affective competencies for students and
teachers related to DIA. For this reason, competencies are gathered under the themes of knowledge,
skill, and belief.

Expert opinions regarding the competencies were obtained. Criterion sampling, one of the
purposeful sampling techniques, was used to determine the experts. Criterion sampling is the selection
of people with specified criteria or certain characteristics (Gay et al., 2012). 12 experts were determined
who met the criteria of preparing a master's or doctoral thesis on DIA, writing an article on DIA, or
supervising a thesis about DIA. First of all, the experts were asked whether they could express their
opinions by sending an e-mail, and the expert opinion form, the example of which can be seen in
Appendix 3, was sent to those who answered positively by e-mail. In the explanation of expert opinion
form, the purpose of the study, the details of the method used to reach the competencies and the scope
of the themes mentioned above are explained. In the first part of this two-part form, experts evaluated
whether each proficiency statement was related to DIA and whether it was expressed correctly. If they
made a negative evaluation, they were asked to write an opinion about it. In the second part of the
form, they were asked to evaluate the appropriateness of the theme/category naming with open-ended
questions, and whether there was a qualification that needed to be added. It was observed that six
experts (E1-E6) who responded positively to the study about expressing their opinions were in
agreement about the comprehensiveness of the competencies, and the appropriateness of the theme
statements. E6 suggested adding competencies related to taxonomy and basic concepts, and E3 to
taxonomy. In line with this view, the findings and data sources were reviewed and the list was finalized
with 39 competencies (Appendix 2).

Reliability and Validity

In qualitative research, reliability indicates whether the techniques used to collect data yield
consistent results (Gay et al. 2012, p.395). To ensure external reliability, the findings obtained from the
documents reached by the researcher were examined until they recurred in other documents. The data
collection and analysis process was explained. For internal reliability, the documents were selected from
among reliable primary reference books and peer-reviewed articles. In the presentation of the findings,
attention was paid to the source and finding matching. To ensure the consistency of the data analysis,
the researcher examined the document and re-examined it with a certain time interval. In addition to
obtaining consistent and confirmed findings, credibility must be ensured to reach valid conclusions in
qualitative research. The credibility of the research is possible by ensuring that the findings are
believable, transferable, reliable and confirmable. For the internal validity, opinions of field experts were
taken to ensure that the findings credibly and reliably reflect the real situation as it is. To ensure
external validity for obtaining transferable and verifiable findings, attention was paid to make sure that
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the documents were published in peer-reviewed journals, and the experts whose opinions were
consulted were determined according to the criteria.

Findings

The competencies obtained from the results of the research were gathered under three themes as
"knowledge, skill, belief". Sub-competence areas (categories) were formed under each competency area
(theme). Competencies were also included under these categories. The competencies obtained from the
data sources are expressed with the number of the data source.

Knowledge Domain

Competencies gathered in the theme of knowledge are related to the theory, principles and
approaches to the lessons that the teacher will teach and the application of DIA. For this reason, the
findings point to the pedagogical knowledge of DIA and the content knowledge of the courses. The
competencies in the theme of knowledge are presented in two categories as “knowledge on disciplines”
and “knowledge on approach”.

Competences for the knowledge on disciplines sub-domain

For the implementation of DIA, students need to be monitored and adaptations made by
determining whether learning is taking place, which is possible if teachers have a good grasp of the
important points of the standards/achievements (S11). It was determined that mathematics teachers
who apply DIA effectively have complete knowledge of the content of the outcome they teach while
determining the appropriate learning outcome for the students and making the pre-assessment (S4). As
such, “Effective subject knowledge is required for decisions to be taken in the use of the curriculum and
additional resources” (Geel et al., 2019, p.61). Knowing the outcomes and content of the curriculum to
establish a link between student characteristics and what will be learned is one of the quality indicators
of DIA that supports this finding (S6). Ensuring that students relate the important points in the content
to their own lives is necessary in DIA and the person who will do this should have enough content
knowledge to establish this connection (S10). These findings reveal the following competence for
teachers to have a comprehensive, accurate and complete content knowledge of the learning outcomes
and to know the important points of the learning outcomes to differentiate the instruction:

Knows the content related to the important points of the learning outcomes.

Primary school teacher candidates reported that they changed their teaching styles to enable
students to understand the main ideas and concepts in their DIA practices (Duquette & Dabrowski,
2016, p.586). While applying DIA, English teachers also drew attention to the importance of determining
the knowledge, principles, generalizations and skills to be gained by the students, since the curriculum is
based on great concepts and ideas (S2). In this approach, teachers ask, “What do we want students to
know, understand and be able to do?” and they should clearly identify and know the “concepts, main
ideas and skills” by examining the curriculum and its outcomes (Tomlinson et al., p.79; Tomlinson &
Moon, 2013, p.6). While previous findings express that effective differentiation is done through correct
and complete content knowledge, these findings emphasize that ensuring students' meaningful learning
is possible through a process that will be carried out by identifying the right concepts and main ideas.
Thus, the following competence emerged:

Knows the basic concepts and main ideas in the learning outcomes of the courses.
Competencies for the knowledge on approach sub-domain

Primary school teachers stated that there are individual differences among students such as special
education needs, level and interest (S1). In a study examining the modeling of an instructor's DIA, it was
observed that the instructor tried to include the differences in students' interests in the process (S7).
Mathematics teachers argue that in addition to including interest in DIA practices, students' prior
knowledge, achievement level, level of understanding or friendship relations should also be known (S4).
Individual differences are the basis of injustice, which should be known by teachers, innate or shaped by
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the environmental factor, which paves the way for the emergence of DIA. DIA is the “adaptation of
instruction for individual differences, which are components of learning profile, readiness and interest”
(Tomlinson & Cunningham-Eidson, 2008, p.6; Tomlinson & Imbeau, 2010, p.13). Therefore, the teacher
who aims to differentiate must have the following competence:

Knows the components of the concept of individual difference.

English teachers who received training on DIA state that they learned the conceptual basis of this
approach through the training they received (S2). Researchers attribute the reason why DIA is not
applied to teachers' lack of knowledge about this approach (S2, S8). Not only individual differences, but
also Vygotsky's theory of social constructivism and the concept of zone of proximal development
constitute an important pedagogical infrastructure explaining the nature of learning and are among the
things that should be known in the application of DIA (S10, S13). For example, teachers who know the
thinking styles that express the learning profile differentiate the instruction so that students learn in the
most effective way (S9). Teachers will be able to ensure the progress of the students with the plans they
prepare in the light of this information (S13). Therefore, the following competence gains importance:

Knows the pedagogical infrastructure underlying the differentiated teaching approach.

Principles of flexible grouping, continuous assessment, concept orientation and guiding teacher are
the principles to be followed in the implementation of DIA (S6, S11, S12). In DIA, teachers use on-going
assessment to see the progress of students (S1, S5, S8, S14). Teachers use flexible grouping both for
differences in readiness as a result of evaluation and for working with cooperative methods (S1, S2, S3,
S7, S8). The teacher should make self-evaluation to make the students successful, take the responsibility
of learning together, and create a safe environment (510, S11). In the studies examined, teachers focus
on concept teaching, which is among the principles of DIA (S2, S3, S14). “As teachers learn about DIA,
they find reference to concept-based teaching because concept-based teaching facilitates
differentiation” (Tomlinson et al., 2008, p.104). For example, if a lesson at primary school level is to be
planned, this planning will be based on concepts (S11). These findings revealed two competencies:

Knows the principles of the differentiated teaching approach.
Knows the characteristics of concept-based teaching.

The need to respond to individual differences, the motivation to achieve justice, the desire to
achieve success, and the professional responsibility brought by the teaching profession are among the
reasons for the implementation of DIA (S10, S12). “Teachers realized the importance of differentiation
when they understood the differences among students” (Cha & Ahn, 2014, p.516). Pre-service teachers
who learned about DIA were also willing to apply DIA because students could learn at their own level
when they applied this approach (S3). Teachers who tried to acquire skills related to DIA in in-service
training stated that they made changes in the learning process to be able to respond to students'
differences (S8). In addition, they said that they are responsible for their students’ learning (S3). DIA is
an approach that offers students many options to feel successful (C6). For example, students see that
they can succeed when they choose an activity according to their own level (S14). Teachers' knowledge
of the rationale for DIA will lead them to differentiate instruction as a natural part of the process.
Therefore, it is important that teachers who will differentiate instruction have the following
competence:

Knows the reasons for differentiating teaching.

The main sources examined indicate that adaptations should be made in content, process, product
and space according to individual differences such as learning profile, readiness, and interest (S11, S12,
S13, S14), which is the definition of DIA. To be able to understand DIA, it is necessary to know the
meaning of these concepts. Researchers examining effective DIA practices have revealed that
adaptations made for students' broadly defined needs determine the success of DIA (S4). That is,
knowing how to differentiate instruction according to what (student differences) and how (adapting
teaching) is a prerequisite for this success. English teachers working on content adaptation in the
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summer school they attended stated that they could do this when they gained theoretical knowledge
about differentiable elements (S2). When pre-service teachers received training on DIA, they learned
the following: identifying learner characteristics, differentiating content and process, and grouping (S3).
Knowledge of which elements can be differentiated ensures proper implementation of DIA. These
reasons revealed the following competence:

Knows how and according to what s/he can differentiate instruction.

In addition to all these competencies, to understand the concept of DIA correctly, its distinctive
features need to be known. “Although the purpose of DIA is to focus on individuals, it is not intended to
prepare an individualized lesson plan for each student” (Tomlinson et al., 2008, p.5). Therefore, DIA is
not individualization. Primary school teachers stated that when they need individualized plans, special
education teachers prepare them (S1). Here, the teachers talked about the plans developed for students
with learning problems. In enrichment, activities with increased depth and complexity for gifted
students are carried out with this homogeneous group (S10). DIA covers teaching in which both those
who have learning problems and deep learners can progress together (S6). Having knowledge of this
subject will help teachers to fully understand what they need to do in their classroom practices. The
following competence is crucial for the correct formation of the conceptual framework:

Knows the difference between the concepts of differentiated instruction, individualized education,
and enrichment.

Skill Domain

The competencies under the skill theme are the use of competencies under the knowledge theme in
practice. In this regard, competencies related to performance-based skills such as using techniques to
determine the student characteristics, preparing lesson plans with these data, differentiating and
adapting teaching, measuring and evaluating, and organizing learning environments were obtained. For

this reason, the findings are presented in three categories: "planning education and training", "creating
and maintaining learning environments and processes" and "assessment and evaluation".

Competencies for the planning education and training sub-domain

“Differentiating instruction is not a process that can be thought apart from planning the lesson and
realizing this plan” (Geel et al., 2019, p.59). The theoretical basis of DIA requires that students'
characteristics, elements in the curriculum and teaching strategies should be considered together and in
order in the planning of a lesson (S11). Teachers who apply DIA successfully follow the following steps
when planning their lessons: Identifying the basic concepts and main ideas to be derived from the
outcomes, determining the characteristics of the students, and creating the process in which the
students will be brought together with appropriate activities (S4). Teachers plan their lessons in
accordance with DIA with appropriate methods and techniques, taking into account the expectations of
both the student and the curriculum (S2, S3). In this sense, competence for DIA in lesson planning is
expressed as follows:

Plans a lesson according to the steps of the differentiated instruction approach.

“Bloom taxonomy helps teachers to get their students to reach different cognitive levels” (Rock et
al., 2008, p.34). In the training given to support the pre-service teachers' DIA practices, it was suggested
that Bloom's taxonomy be used in both activity preparation and questioning exercises (S3). Teachers
should benefit from Bloom's taxonomy in classifying and analyzing learning outcomes, and evaluating
and planning instruction. For this reason, it is necessary for teachers to have the ability to use Bloom's
taxonomy in the planning process, to adapt the teaching, to decide which cognitive processes to address
and to carry out their evaluations. Therefore, the following competence was added:

Uses Bloom's taxonomy at every step of the lesson plan preparation.

Primary school teachers stated that they naturally prepare flexible lesson plans that address all kinds
of individual differences of students (S1). Biology teachers were observed to perform similar DIA
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practices: They presented activities that students could choose according to their own characteristics
(S5). In this way, teachers were able to deal with students one-on-one and give more effective feedback
to those in need (S5, S11). Since individuals differ from each other in terms of their thinking styles, their
learning processes can also differ. “Flexibility is as important for students as it is for teachers and there
should be a match between styles and teaching to see what students can really do” (Sternberg & Zhang,
2005, p.251), which yielded the following competence:

Prepares flexible lesson plans by taking individual differences into account.

In order to begin to differentiate instruction, the following preliminary assessment question should
be asked first: “How about the students?” When teachers use what they have identified regarding
readiness differences in the planning process, they also determine from where the learning will start
(S1, S13). The teacher who starts planning according to the data on readiness can include reading
materials at different levels, and activities, basic or advanced small group instruction in planning (S12).
In the studies examined, teachers start planning with data on students' readiness (S1, S3, S4, S8, S14).
For this, which is the biggest helper in starting the planning process, teachers should have the following
competence:

Uses the results of the readiness assessment to plan the instruction.

When the teacher analyzes the concepts, principles and skills that will clearly reveal what the
learning purpose is, s/he plans the different difficulty levels and the systems to support these difficulty
levels (S11, S14). For example, “the teacher who wanted to teach the use of chemical equilibrium theory
evaluated the students for the concept of weak acid” (Westbroek et al., 2020, p.967). This is because
when learning is based on concepts, teaching is shaped more easily (54). Especially when starting a new
unit, determining and planning basic concepts, principles and skills contributes to meaningful learning in
the future (S11). The competence determined regarding this is as follows:

Uses the definitions of basic concepts, principles and skills determined for the learning outcome in the
planning stage.

DIA is the arrangement of content, process, product and space elements by taking student
characteristics into account and adapting them according to student characteristics if necessary. The
research on the implementation of DIA has shown that practitioners differentiate (adapt) these
elements according to student characteristics. Primary school teachers stated that they examine the
topics that students choose in line with their interests with problem-based learning (S1). In fact, there is
a differentiation of the process and the content according to the interests of the students. While doing
this, they stated that the students worked in cooperation, as they wanted and wherever they wanted
(S1). In a study conducted with English teachers, the focus was on the differentiation of the content, and
the lesson plans prepared by the students considering their readiness and learning profiles were
examined (S2). In their plans, the teachers differentiated the content, process, and product with
techniques such as jigsaw and tiered instruction. They presented the students to work at different
stations and different worksheets that they would produce as a product. Pre-service teachers also
differentiated the content through reading materials at various difficulty levels, by taking readiness
differences into account (S3). In addition, pre-service teachers paid attention to differentiate the
process by using deductive and inductive methods together to be able to teach concepts effectively.
Biology teachers, on the other hand, gave students options to carry out the activities (S5). A process is
planned to allow students to start with the activity first, or with the small group teaching. Here, teachers
differentiated content, process, product and space together. In addition, physics and chemistry teachers
used some activities in which students could work in groups in different parts of the classroom (S14).
Among these activities, there were activities such as understanding concepts and principles, calculating
by example and learning calculating through a video. The theoretical framework for thinking styles
states that many products and assessment options are offered so that students can demonstrate what
they have learned (S9). Teachers agree that it is necessary to “differentiate teaching on the basis of
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data-based decision making” (Smets & Struyven, 2020, p.11). All these findings revealed four different
competencies for DIA:

Differentiates content by using assessment data.
Differentiates the process by using assessment data.
Provides options for the products that students will produce by using the assessment data.

Makes adaptations in the learning space when necessary, by taking into account the status of the
students.

There is a strong link between assessment and teaching in DIA. The effective use of DIA takes place
by shaping the teaching according to the status of the student determined by the process evaluation
(510). The teachers stated that when they identified the individual differences of the students, they
recorded them and updated them with the new information they obtained through process evaluation
(S1). However, they suggested that a tool where they could share the differences they identified with
other teachers could be useful. They stated that in this way they could shape the teaching according to
the differences of the students. Similarly, physics and chemistry teachers stated that they determined
whether the students understood the concepts while performing the activities by asking various
questions (S14). As such, the teacher will need to have the ability to plan the instruction under the
guidance of small data with the result of each measurement he performs. The following is the
competence for this skill:

Uses formative assessment techniques to shape instruction.
Competencies for the creating and maintaining learning environments and processes sub-domain

The concept-based approach to the curriculum provides the most effective way to both fulfill the
requirements of the acquisitions and acquire basic concepts, understanding and skills while planning
differentiation (S10). Concept-based learning enables the student to easily relate the concept to her/his
own life, daily events, and the past (S11). When physics and chemistry teachers apply concept-based
teaching, they ensure that students understand the concepts correctly, and they evaluate and give
feedback immediately (S14). For example, while the pre-service teachers were dealing with the concept
of fraction, they handled the sub-concepts of this concept piece by piece and gradually introduced
concept-based teaching (S3). The competence that the teacher should have regarding this situation can
be expressed as follows:

Applies concept-based teaching.

The purpose of flexible grouping in DIA is to enable students to work individually or in interaction
with their peers according to their learning needs (S11). Among the quality indicators of DIA, students'
working in activities suitable for their cognitive skills or readiness levels is grouping for instructional
purposes (S6). Grouping for management purposes, on the other hand, is pairing that will provide peer
teaching for the behavioral and affective development of students (S6). When the teachers make these
two groupings according to the changing learning needs of the students, students are not labeled (S14).
In the studies examined, it was seen that teachers used grouping. Primary school teachers decide with
whom students will work (S1). English teachers preferred to group students instantly and randomly
while using the jigsaw technique (S2). Pre-service teachers’ statements "Weak students can learn from
their strong peers" and "l saw the power of one-to-one teaching in concept teaching" refer to such
grouping (Duquette & Dabrowski, 2022, p. 586). According to their thinking styles, some individuals
learn more effectively in groups, while others learn more effectively by themselves (S9). All of these
indicate the following competence:

Applies flexible grouping techniques suitable for group dynamics in a planned or instantaneous
manner.
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Methods that allow the learner to construct knowledge can be used in DIA. Techniques such as
learning and interest centers, stations, individual study, and cooperative learning should be used
frequently, allowing to move away from whole group teaching by viewing each student in the learning
community individually (S11). In the studies examined, it was observed that methods that enable
students to take responsibility for their own learning are used. English teachers used tiered instruction,
cooperative learning and drama while differentiating the content (S2). While using these methods, they
also planned how and with which tools each student would perform the activity. Pre-service teachers
used cooperative learning, one-on-one support, learning centers and tiered instruction (S3). Pre-service
teachers had difficulties in managing group work at the beginning, but later on they saw that they were
able to manage them. The quality indicators of DIA include criteria such as "diversifying teaching
methods (whole class, small group, one-on-one teaching), and having different levels of reading
resources and concrete materials available" (Rock et al., 2008, p.43). In the effective implementation of
these, the layout of the desks, flexible working time, the way the materials are used and the working
styles of the groups should be determined by the teachers (S6, S11). In this regard, two competencies
emerge:

Uses strategies, methods and techniques suitable for the differentiated instruction approach in the
process.

Ensures the control and management of time, space, material and activity.

Classroom management in a differentiated classroom should be carried out with a vision where the
well-being of the student is paramount, everyone comes together to learn, and aims for each individual
to achieve the highest level of development (S12, S13). “Students' creating classroom rules, acting
flexibly in the classroom, helping their peers, distributing materials, noting their own progress and goals
or evaluating each other helps to have a sense of community” (Tomlinson & Cunningham-Eidson, 2008,
p.7). Teachers who practice DIA believe that the heterogeneous community in the classroom creates
learning opportunities (C8). Classroom management in DIA also requires that diversity in the classroom
will contribute to living together and creating a democratic society (510, $S12). From this, the following
competence for DIA emerges:

Creates a democratic classroom climate by accepting each student as a natural member of the class.

Some special situations, which fall outside the area of expertise of teachers, may require
collaboration with various experts. In special cases such as mother tongue problem, learning disability,
giftedness, and behavioral disorder, he/she should work with a specialist in the relevant field (511). For
example, primary school teachers cooperate with special education teachers to make the classroom
activities of inclusive students more effective and to implement their individualized plans (S1).
Administrators, who try to apply differentiation throughout the school, reported that when primary
school teachers and some subject teachers work collaboratively inside and outside the classroom, they
can detect student differences better (S10). Since differentiation is not synonymous with special
education, certain recommendations may be needed to deal with these differences in the classroom.
Thus, the competence for DIA is as follows:

Consults experts with whom s/he can collaborate inside and outside the classroom, if needed.

The fact that the examination and passing system is based on certain criteria and that students are
prepared for standard examinations is one of the realities of the education system. Since the
development of the individual in line with his/her own characteristics is given priority in DIA, the
student's progress should be the primary success criterion (S11). Especially slow learners and students
who have difficulties should be included in the processes where they can progress by addressing the
deficiencies they brought from previous years (S12). Here, the focus should be on monitoring both the
individual development of students and the performance expected by the curriculum from the group. In
a program prepared for teachers who will apply DIA, it is emphasized that the development of the
taught unit on an individual basis is followed (S10). While the teachers are applying the DIA, they follow
the progress of the students in the process (S1, S2, S3, 54, S5, S8, S14). Such differentiation should focus
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on the use of each individual's potential at the highest level by following individual progress (teaching
up) (S13). The term “teaching up” offers “safe learning environments where the student can challenge
to gain knowledge and skills that are difficult to overcome” (Tomlinson & Moon, 2013, p.15). In this
sense, two competencies stand out:

Monitors the individual and in-group progress of each student.

Offers opportunities to acquire increasingly complex fundamental knowledge and skills, tailored to
each student's developmental level.

Competencies for the assessment and evaluation sub-domain

The basis of DIA, which advocates a teaching that is sensitive to individual differences, lies in
evaluation. Determining the readiness, interest and learning profile on the theoretical basis of DIA is the
first step to start teaching (S6, S10, S11, S12, S13). In the studies focused on improving the DIA skills of
teacher candidates (S3) and teachers (S8), observations were made about students' interests and skills.
Getting to know the students is emphasized for the successful application of DIA, and knowing their
interests, success levels, and even their relations with their peers is strongly recommended (S4).
Identifying the thinking styles that are a part of the learning profile can be possible by the observation of
the teachers and talking to the students about their learning preferences (S9). For example, on the basis
of their own experiences, physics and chemistry teachers stated that it would be useful to start the
lesson by making a pre-assessment (S14). They stated that they could get information about their
students’ interests and learning profiles by chatting with them informally, not always formally. Primary
school teachers also perform some activities for this purpose. They obtain information about their
students by meeting with their previous teachers or their families (S1). In this regard, three different
competencies emerge:

Makes pre-assessment to determine readiness.
Makes pre- assessment to determine interest.
Uses observation and interviews to support learning profiles.

Formative assessment enables students to follow and shape the teaching (S13). Summative
assessment is carried out to determine how much of the goals determined according to the individual
and class level of the student has been achieved. (S6, S13). Both types of assessment need to be used by
teachers. In effective DIA practices, teachers often make process evaluation informally through
questioning and observation, and use the data they obtain from this to shape the next lesson (S4).
Biology teachers also used observation and questioning in formative assessment, and also gave an
answer booklet to the students who did the activity so that they could evaluate themselves (S5). An
instructor provided formative assessment in DIA with detailed feedback on the drafts prepared by the
students (S7). When the teachers' practices after the training they took to apply DIA were examined, it
was observed that they could not apply systematic summative assessment successfully, although it was
frequently mentioned in the training (S8), which was seen as a deficiency. These findings reveal two
distinct competencies for sustaining DIA:

Uses formative assessment techniques together to follow the progress of the students and plan the
teaching.

Uses a combination of summative assessment techniques to track and grade students' progress.
Belief Domain

The competencies gathered under the theme of belief point to affective characteristics like attitude
and understanding. The competencies of the teachers regarding the values they have with their
perspectives on teaching and students were identified. Therefore, the findings are presented in two
categories as “teaching approach” and “attitude”.
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Competencies for the teaching approach sub-domain

Deciding to differentiate instruction, the teacher chose a paradigm shift in learning and agreed to
bring change to her classroom. Teachers who differentiate instruction according to the theoretical
framework of DIA are people who shape the future of students and value their dignity (S12). In
differentiated classrooms, teachers are also defined as leaders who create a community with a common
goal of success and guide teaching (S13). Leader teachers both assign the responsibility of students'
learning to them and share this responsibility with them. Even the pre-service teachers who make
classroom practices for DIA stated that they are responsible for the learning of the students (S3). They
stated that this situation also increased their teaching motivation. In addition, teachers should share
responsibilities such as homework check and determining classroom rules with their students (5S10). As
such, the first competence regarding the teaching approach is as follows:

Assumes the role of a leader teacher who guides the teaching and shares this role with her/his
students.

While applying the DIA, the criteria of “school and classroom culture values diversity, individual
differences are celebrated, and school and classroom environment are positive and respectful” are
observed (Geel et al.,, 2008, p.41). The teachers stated that they congratulated the learners in the
classroom and celebrated every learning, and chatted with them outside the classroom to learn about
the differences of the students and to observe them in the classroom (514). The real indicator of respect
for differences is to communicate with that person to get to know and understand the individual (S10).
For this reason, the following competence should be in the teaching approach:

Respects individual differences.

As a sign of respect for differences, ways such as spending time to get to know the person, creating a
positive and accepting climate, and often using humor can be used. For example, in order to create a
differentiated classroom, it is necessary to “use humor, give positive feedback and emphasize positive
situations” (Tomlinson et al., 2008, p.3). Embracing language also includes giving feedback
appropriately. Differentiating teachers have the belief that “every student's dignity is valuable” and
should be able to “provide inclusivity in the classroom with the language they use” (Tomlinson &
Imbeau, 2010, p.28). The competence regarding this aspect is as follows:

Often uses humor and embracing language.

While the teachers who received training on DIA reflected what they learned in their classroom
practices, they said that when a teacher is genuinely committed to DIA, he or she would not allow any
student to work on the same activity (S8). Researchers see this as a result of the growth mindset of
teachers who will implement DIA. According to the quality indicators of DIA, the teacher should “have
up-to-date knowledge about learning and teaching and should continue his/her professional learning for
continuous improvement” (Geel et al., 2008, p.41). Teachers who apply what they have learned about
DIA say that "even my own learning style has changed" (Westbroek et al., 2020, p.968). This can be
expressed by the following competence:

Continues his/her professional development with a life-long learning approach.
Competencies for the attitude sub-domain

Pre-service teachers who have applied DIA report that when they assign students with a task that they
cannot perform, they have a hard time, but could complete the task when it is suitable for their
potential (S3). Teachers also said that they obtained valuable information about what students can do
when they can determine their learning profiles (S8). The teacher, who is trying to build a differentiated
classroom, needs to find the strengths of each student and draw attention to them, and enable them to
work on the weak points that can be improved with this strength (510). The competence implied by
these can be expressed in the following way:

Believes in her/his students’ potential.
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Differentiating teacher sees the student as an individual rather than a receptacle to transfer
information into, is aware that they may have different cognitive and affective needs, and teaches by
taking into account all of these developmental needs (S12). Teachers stated that when they chat with
students and bring the activities of their interest to the class, they feel stronger belonging to the class
(S14). Seeing the classroom only as a cognitive shopping center will leave out many individual
characteristics that affect learning. The teacher competence that can be expressed in this respect are as
follows:

Views the student as an individual and the student's development as a whole.

Teachers who applied DIA used methods such as supplementary lectures and small group teaching,
individualized tasks and learning contracts, because they believed that their students would be
successful at the highest level (S8). They said that they were willing to do this because they saw how
much progress their students made when they used different methods. There are some statements that
support this finding on the theoretical basis of DIA. For example, it was stated that teachers should offer
their students opportunities to go beyond the point they have achieved (S10). One of the beliefs
underlying differentiating instruction is “the main purpose of the teacher is to maximize the capacity of
each learner” (Tomlinson & Imbeau, 2010, p.35). The last competence that the teacher should have in
this regard is as follows:

Believes that each student will continuously improve at the highest level.
Discussion, Conclusion and Suggestions

DIA is a great philosophy that is based on shaping the teaching according to individual differences
with a data-based understanding in the classroom. The conceptual framework of DIA lays out the
pedagogical foundations and application principles of this approach. The reflections of these principles
and pedagogical reasons on the implementation dimension can be obtained from real classroom
environments or teachers' own experiences. Teachers who apply this approach, which is based on a
belief that each student can be successful, also have certain beliefs and values regarding teaching and
students. Korthagen (2004), who cares about combining values and beliefs with the mission of teaching,
states that knowledge and skills should also be taken into account. In the current study, which aims to
determine teacher competencies related to DIA, the competencies are gathered under the dimensions
of knowledge, skill and belief. Thus, 39 competencies in three different domains were obtained from the
documents examined and listed in Appendix 2.

Within the "knowledge" competency domain, the need for teachers to have content knowledge
about the courses they will teach has revealed certain competencies. The conceptual framework,
pedagogical background, and principles of DIA also show the parts that should be known about the
approach. In addition, it was concluded that there are some skills that should be exhibited for the
application dimension of the approach. This is called the skill competence domain. These skills include
using assessment types and results, using methods and techniques that assist differentiation, flexible
grouping of students by identifying individual differences, and adapting teaching. Adapting content,
process and product to learner characteristics is the most critical issue in the “skill” dimension of DIA.
The last competence domain that emerged in the study is “belief”. Regarding this domain, it was
concluded that the teacher should have some affective competencies related to the perspective on
education, learning and teacher.

In this study attempting to determine teacher competencies for DIA, both conceptual and applied
studies were examined. In the applied studies, the DIA practices of the instructors, teacher candidates
or teachers were examined in the classroom or their experiences were determined through interviews.
The competence statements were revealed based on the empirical findings of the studies and their
theoretical basis. No clearly expressed teacher competencies for DIA could be found in the literature.
However, it is seen that there are indicators that will ensure the quality of the DIA, self-evaluation forms
for teachers, forms in which students can evaluate the teaching and the teacher, and scale development
studies related to the perception of DIA competence.
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For example, in some postgraduate studies prepared in Turkey, some scales to measure DIA
competence and application have been developed (Gllay, 2021; Demirkaya, 2018; Cam, 2013). Cam's
(2013) application and competence level scale has sub-dimensions such as individual difference, activity,
learning environment and motivation. The items in the sub-dimensions of the scale such as individual
difference, activity and learning environment have points that overlap with the competencies in the skill
domain determined in the current study. As regards the motivation sub-dimension, it is observed that
the limited scale items related to valuing students overlap with some of the competencies in the domain
of belief in this study. However, in Cam's study, there is no sub-dimension regarding the knowledge that
the teacher should have. The scale developed by Demirkaya (2018) has sub-dimensions such as getting
to know the student, planning, and evaluation. The competencies in these sub-dimensions of the scales
have points that match the competencies in the skill domain revealed in this study. However, there is no
scale item or sub-dimension related to knowledge and belief in the said scale. Similarly, the
differentiated instruction scale developed by Giilay (2021) includes items for the implementation of the
approach. It can be seen that the items in the said scale largely overlap with the competency items in
the "creating and maintaining learning environments and processes" and "assessment and evaluation
sub-domains" under the skill domain of the current study. However, like Demirkaya's scale, there is no
sub-dimension or item related to knowledge or belief about DIA in this scale. These scales developed for
DIA are aimed at teachers' practice and therefore focus on skills. In this study, which aims to determine
competencies for DIA, competencies were determined in a way that refers to the dimension of
"knowledge, understanding, skills and attitudes" stated by Sahin (2004, p. 59). Therefore, the study is
important in that it comprehensively specifies the characteristics of teachers who can perform DIA. The
study differs from these developed scales in that it refers to the dimensions of knowledge and belief.
There are studies in DIA on knowledge and belief dimensions.

The motivation to realize individual-sensitive teaching actually stems from certain beliefs. In support
of this, Dack's (2019a and 2019b) studies aimed at pre-service teachers to internalize DIA, and it was
concluded that it is necessary for them to be competent in DIA terminology, principles and scientific
foundations in the education process they are involved in. Pre-service teachers stated that their
understanding of teaching and the individual has changed with the education they have received.
Whitaker and Valtierra (2018) also concluded that pre-service teachers should have an understanding
that respects student differences, views these differences as an asset, and constantly improves
themselves to respond to differing student characteristics. Apart from these studies, there are also
studies on the integrity of DIA's knowledge, skills and belief.

Fields-Holmes (2007) examined teachers' opinions after they received training on the theoretical and
practical aspects of DIA. Teachers stated that they started to apply comprehensive knowledge, planning,
evaluation and different methods in the classroom after their training, but they approached each
student individually before receiving the training. They cited good teachers’ belief that each of their
students can learn differently as the justification for this. Similarly, in Hockett's (2010) study, teachers
tried to acquire knowledge and skills related to DIA and reflected what they learned to their classes. In
this study, in which four teachers were examined, it was seen that the practices in the classroom
changed, they planned their lessons according to individual differences, and they could use different
techniques with flexible groupings by considering the readiness differences. They also stated that they
have to carry out the knowledge and skills they have acquired to apply DIA, which is a complex process,
with the belief that each student is unique. Scales et al. (2018) worked with four teachers for two years
and examined their teaching skills, including their preservice practicum course and the novice teaching
period. In the study, they saw that each teacher's in-class practices for individual differences were based
on the belief in the best interests of the students. Along with this belief, it was revealed that the teacher
made efforts to acquire knowledge and skills. While teachers are progressing to become well-equipped
about DIA, they can apply this approach with the integrity of the trio of knowledge, skills and belief.

The competencies that emerged in the study also have aspects that overlap with the indicators in the
general competencies of the teaching profession, which are currently revised by the Ministry of National
Education (MEB, 2017). However, it is observed that it also differs in many competencies expressed
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specifically for DIA. In this sense, the fact that each teacher has the competencies that will differentiate
the instruction is beyond the general competencies. Therefore, some suggestions can be made on the
basis of the results of the research.

Suggestions Based on the Results

In 2018, the curricula of education faculties in Turkey were updated, and then education faculties
were authorized to create their own curriculum (YOK, 2020). An undergraduate level course for DIA can
be created with reference to these teacher competencies determined for DIA. In addition, these
competencies can be used within each existing teaching course and teacher candidates can be equipped
with DIA awareness and skills. Obtained competencies can be used as learning objectives and self-
assessment tool for teachers who aim to have DIA knowledge and skills. These conclusions, reached by
including only open access studies, can be strengthened by evidence obtained by accessing sources
other than open access.

Suggestions for Researchers

In the current study, the competencies in the knowledge, skills and belief themes determined on the
basis of the literature were presented to the expert opinion and were then finalized. With the increase
in the number of studies on DIA in Turkey and the training of experienced experts, a competency
determination study can be carried out by allowing experts to reach a consensus regarding the
competency determination process for DIA by using the Delphi technique. Regarding the acquisition of
the determined competencies, an action research can be conducted with preservice or in-service
teachers. In these action researches, teachers’ and preservice teachers’ skill deficiencies can be focused
on creating an inclusive and sensitive teaching environment, and their DIA skills can be developed.
Based on the competencies elaborated in the literature, scale development studies on DIA
competencies can be conducted by including some dimensions that are not covered by the existing
scales.
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Tiirkge Siirimui

Giris

Dislince tarihinde tutkuyla tartisilan konularin basinda adalet ve esitlik kavramlari gelir. Bu
kavramlar Sokrates’ten Kant’a, Eflatun’dan Marx’a énemli dislndrlerin yogun ilgisine konu olmustur.
Felsefenin bu 6nemli tartisma konulari 6zellikle toplumsal dizen tzerinde glgli etkileri olan basta
hukuk, siyaset, ekonomi, saglik ve egitim alanlari olmak Uzere pek ¢ok alanda tartisma konusu yapilmis,
bu alanlardaki uygulamalari gugli bir bicimde sekillendirmistir. Her seyden once doganin adalet
acisindan pek de adil olmadigi gergegi, insanin dogar dogmaz yuzlestigi adaletsizlig§in miimkiin oldugunca
telafisi ihtiyacini ortaya ¢ikarmistir. Egitim alaninda, 6zellikle okul ve sinif ortamlarinda bu adaletsizlik
gicli bir sekilde kendisini hissettirmekte, timiyle olmasa da mimkin oldugunca telafisi igin
uygulayicilari ve arastirmacilari bir arayis icine sokmaktadir.

insanlar dogalar geregi esit olsalardi onlara esit davranarak adaleti saglamak miimkiin olabilir, ‘ayni
olanlara ayni’ davranilarak esitlik saglanabilirdi. Ancak insanlarin dogustan sahip olduklari 6zellikleri
onlari temelde birbirinden farkhlastirmakta, farkli olana ayni davranilamayacagl sonucunu ortaya
cikarmaktadir. Ornegin, Goodlad ve Anderson’a gore (1987) zeka yasi (mental age) verileri 6 yasindaki
cocuklarda 4 yillik bir fark gosterir. IQ ortalamasi 101 olan bir sinifta 68 1Q’ya sahip 6grenci de 129 IQ’ya
sahip 6grenci de bulunmaktadir. Bu 6grencilerin boylari, kilolari; kosma, atlama, ziplama becerileri;
gorme, isitme yetileri; ilgileri, yetenekleri yaslari hemen hemen esit olsa bile birbirlerinden 6nemli
derecede farkhdir.

Butin bu farkliliklara sahip 6grenciler yaslari ayni olsalar da ayni kabul edilebilir mi? Bitiin bu
farkhliklarina ragmen sadece yaslari esit diye bu 6grencilere ayni anda, ayni igerigi, ayni yolla vermek
belki esitlik olarak degerlendirilebilir, ancak adil midir? Adil olmak her zaman esit olmak degildir. O halde
adil olmak igin bir okul ya da sinif ortaminda géz oniinde bulundurulmasi ya da bulundurulmamasi
gereken farkliliklar nelerdir? Her bir 68rencinin potansiyeli ve ihtiyaci bir farklilik olarak egitim surecinde
nasil dikkate alinabilir? Bir sinif ortaminda her 6grencinin 6zelliklerine gére 6gretimi farklilastirmak, tim
bu sorulara yanit verebilecek bir yaklagimin 6zlini olusturur.

Ogretimin farkhlastiriimasi, Tomlinson’a (2000) gére &grenci farkliliklarina cevap verme cabasi olarak
tanimlanmaktadir. Farklilastiriimis 6gretim yaklasimi (FOY); icerisinde bircok y&ntem, teknik ve ilkeyi
barindiran, buyuk bir felsefe Gizerine insa edilmis sistematik ve tutarli bir yaklasimdir. Blyuk bir felsefe
ve anlayisi ifade eden teorik yoni glicli olan bu yaklasimin uygulama yoénine iliskin bir regete ortaya
koymak s6z konusu degildir. Yaklagimin uygulamadaki boyutunu anlayabilmek igin birtakim gosterge
veya Ogretmen Ozelliklerinin betimlenmesi daha kabul edilebilir goérinmektedir. Bu amagla
ogretmenlerin farklilastirmayi etkili sekilde gerceklestirmelerini saglayacak bazi dayanaklar su sekilde
ifade edilmektedir:

(a) Ogrenme ortami, her bir 6grenci icin hem giivenli hem de zorlayicidir; (b) 6grenme ve 6gretme
rutinleri icerisinde tiim sinif, kiigiik grup ve bireysel 6gretim birlikte yer alir; (c) 6grenme hedefleri bir
ders veya konu igindeki temel bilgi, kavrama ve beceriye odaklanmayi saglamak i¢in agik¢a belirlenir
ve takip edilir; (d) 6n degerlendirme ve bicimsel degerlendirme, 6gretmenlerin 6gretim planini
etkiler; (e) 6gretmenler zaman, mekan, materyal ve 6gretim yontemlerini farkhlasan 6grenci
ihtiyaclarini karsilamak icin esnek sekilde kullanir ve (f) siniflar 6grencilerin; saygi, ideal ¢alisma ve Ust
diizeyde bireysel gelisim sorumlulugunu 6gretmenle paylastigi bir 6grenme ortami haline gelir. Etkili
farkhlastirmayi ‘tanimlayan’ veya sekillendiren bu amacglardir (Tomlinson, 2005, s.263).

Tomlinson’in bahsettigi tim bu o6zellikler, bir sinifta ¢esitli bireysel farkliliklari gézeterek adil bir
o6grenme ortamini olusturmaya yonelik 6gretmenlerin alacaklari tedbirleri ifade etmektedir. Adil
6grenme ortaminin saglanmasi, her bir bireyin 6grenmesinin en Ust diizeye ¢ikarmasini saglayacak sinif
ici uyarlamalari isaret etmektedir (Gregory ve Chapman, 2013). Bu uyarlamalar; 6grenme siirecinde
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bircok yontem-teknigin ise kosulmasi, 6grencilerin 6grendiklerini ifade edebilmek icin ortaya koyduklari
Urunlerin gesitlendirilmesi, icerigin 6grencilerin bilissel diizeyine gbére ayarlanmasi ve mekanin galisma
kosullarina gore kullaniimasini kapsar. Bahsedilen zengin sinif igi uygulamalarin hepsi, bireysel
farkhliklara goére sekillenmek zorundadir. Bireysel farkhliklar; &grencilerin 6grenmeye iliskin
hazirbulunusluklari, 6grenmekten keyif aldiklari tiim konu ve becerileri iceren ilgileri, bilgiyi anlama ve
isleme gibi 6grenme profili 6zelliklerini ifade etmektedir. Tiim bu bilgiler 1siginda FOY; siirecin, icerigin ve
Uruinln bireylerin ilgi, hazirbulunusluk ve 6grenme profillerine gore uyarlanmasi olarak tanimlanabilir.

Siirecin uyarlamasi, 6grencilerin 6grenme bigimlerine yonelik olarak onlara segenekler sunulmasini;
kath 6gretim, tampon etkinlikler, 6grenme sozlesmeleri, merkezler, se¢im tahtalari, Bloom kartlari ve
mendler gibi bircok 6gretim tekniginin kullaniimasini igerir (Gregory ve Chapman, 2013; Roberts ve
Inman, 2013). icerigin uyarlanmasiysa, dgrenilecek konunun farkli karmasiklik diizeyinde ele alinmasini
gerektirir. Ozellikle hazirbulunusluga gore kiigiik grupla dgretim, cesitli seviyelerde hazirlanmis okuma
materyallerinin ve kitaplarin 6grencilere saglanmasi, farkh karmasiklik dizeyindeki gorevlerin uygun
dgrenciler tarafindan gerceklestirilmesi icerigin uyarlanmasina iliskin érnekler olarak siralanabilir. Uriin,
o6grencilerin 6grendiklerini ifade etme bigimleridir. Bu kapsamda bireysel veya grupla proje yapma;
bildigini ortaya koymada yazili, gorsel veya isitsel bigimi 6grenci se¢cimine birakma; ortaya konacak
Urunlerin 6zelliklerini gésteren rubrikleri kullanma; driiniin uyarlamasi olarak degerlendirilebilir.

Uyarlamalarin gerceklestirilmesinde gozetilmesi gereken bazi ilkeler 6zellikle uygulayicilar igin yol
gosterici nitelik tasimaktadir. Stirekli degerlendirme, yol gosterici 6gretmenin varhigi, esnek gruplama,
kavram temelli olus gibi ilkeler, FOY’iin biiyiik bir felsefe olmasini saglayan temel ilkelerdir (Tomlinson,
1995). Siirekli degerlendirme, FOY’iin 6gretime sekil veren en &nemli ilkesidir. Ogrenenlerin
hazirbulunusluklari basta olmak Uzere bireysel farkliliklarinin 6gretmen tarafindan 6n degerlendirmeyle
tespit edilmesi ve 6gretimin 6grencilerin 6gretim ihtiyacina goére planlanmasi bu temel ilkenin geregidir.
Ornegin toplama islemini dgretecek bir égretmenin, dncelikle 6grencilerinin ileriye sayma ve birebir
esleme yapma 06n becerileri olup olmadigini degerlendirmesi gerekir. Yaptigi degerlendirme sonucunda
bu becerilere sahip olan 6grencilerin toplama islemini 6grenmeye hazir olduguna karar verebilir. Bu
asamada 6n becerilere sahip olmayan 6grencilerle sirecin nasil isletilebilecegi netlestirilmelidir. Esnek
gruplama ilkesine uygun yaklasimlarla ve uygulamalarla 6n becerilere sahip olmayan 06grencilerin
dgrenme-6gretme siirecine dahil olmalari saglanir. Ogretmenden, hazirbulunuslugu yeterli olmayan
Ogrencilere 6n becerileri kazandiracak etkinlikleri sunmasi, onlarla sayma becerisi lzerine galismalar
yapmasl beklenir. Hazirbulunuslugu uygun olan 6grencilerleyse; toplama islemini gelistirecek siiregler
ele alinabilir. Bu sayede farkli beceri grubundaki dgrenciler, ayni anda ilerleme kaydedebilir. Ogretmenin
dersleri 6zellikle kavramlar ve temel becerileri gelistirecek sekilde ele almasi, 6grenenlerin kimi zaman
bireysel, kimi zaman tim sinifla, kimi zaman esli, kimi zaman kiigik grupla calismasini saglayarak
ogretime yon vermesi onemlidir. Bicimsel degerlendirmeleriyle 6grenme-6gretme sirecinin yeniden
sekillenmesi ve 6grencilerin ilerlemesine gore yeni bir kurguyla bu siirecin devam etmesi mimkinddr.
Bu aciklamalar temelinde FOY’in, bireysellestirilmis bir 6gretim olmadig, tipik bir sinifta 6grenmenin
surekliligini saglayacak bir yaklasim oldugu soylenebilir.

Yukaridaki érnek FOY’iin belli ilkeler cercevesinde yiriitiilen, kendi icerisinde bir sistematigi olan,
ogrenci Ozelliklerinin 6gretime yon verdigi bir miidahale yaklasimi oldugunu goéstermektedir. Bu
yaklasimin; 6grencilerin durumunun belirlenerek onlarin biricik 6zelliklerine gére akademik basarilarini
arttirmada farkli olumlu etkileri bulunmaktadir. ilkdgretim ve lise diizeyindeki &grencilerle yapilan
deneysel calismalarda FOY’iin bircok derste akademik basariya olumlu etkileri oldugu (Ekinci, 2016;
Ferrier, 2007), kalici 6grenmeyi sagladigi (Demir ve Girol, 2015; Durmus, 2017), 6grencilerin derse iliskin
tutumuna olumlu etki ettigi (Beler ve Avci, 2011) ve adil 6grenme ortami olusturdugu (Valiandes, 2015)
sonuglarina varilmistir. Bunun yaninda, lisans diizeyindeki 6grencilerle yapilan ¢alismalarda da ilkogretim
ve lisedekilerle benzer sekilde akademik basarinin artmasini saglamaktadir (Tulbure, 2011; Salar ve
Turgut, 2015).

FOY’iin 6gretmenler tarafindan yaygin bir sekilde uygulanmasi 6grenmenin dogasina uygun adil bir
6grenme-6gretme ortami vyaratimasini, 06grenme-6g8retme slrecinde slirekli bir iyilesmenin
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gerceklesmesini, gelisimde surekliligin saglanmasini ve bu yaklagimla dogustan getirilen farkliliklarin
telafisini miimkin kilabilir. Ancak arastirmalar; 6gretmenlerin FOY’le ilgili kapsamli bilgilere sahip
olmadiklarini, dolayisiyla bu yaklasimi uygulamalarina da yansitmadiklarini ortaya koymaktadir (Brighton
ve digerleri, 2005; Kerry ve Kerry, 1997). Bununla birlikte, gretmenler FOY’le ilgili eksiklikleri oldugunu
gormekte ve yaklasimla ilgili uygulamali egitime ihtiya¢ duyduklarini belirtmektedirler (Demirkaya, 2018;
Fields-Holmes, 2008; Hockett, 2010; Baxter, 2013). Tomlinson (2000), 6gretmenlerin dahil olduklari
arastirma sonuglari ile paralel olarak uygulama ornekleri ve gesitli tavsiyelerin 6gretmenlerin ihtiyaglari
arasinda oldugunu vurgulamakta, ayni zamanda 6gretimi farkhlastirmanin ve sirekli artan bireysel
farkliliklara cevap vermenin 6gretmenlerin profesyonel bir sorumlulugu oldugunu vurgulamaktadir. Bir
sistematik, felsefe ve uygulamalar bitiinii olan FOY’iin, 6gretmenler tarafindan uygulanabilmesi icin
ogretmenlerin ilgili yeterliklerle donatilmis olmasi gerekir.

Yeterlik kavrami; “(a) belirli bir gorev icin bilissel uygunluk; (b) bir seyi basarili sekilde 6grenmek,
yapmak veya belli bir hedefe ulasmak icin, uzmanlasmis yetenekler, yetkinlikler ve bireysel egilimler
sistemi” olarak ifade edilmektedir (Weinert, 1999, s. 34). Sahin’e gore (2004, s. 59) yeterlik kavrami, “bir
isi ya da gorevi etkili bir sekilde yerine getirebilmek igin sahip olunmasi gereken oOzellikleri” ifade
etmekte olup “6gretmenlik meslegi acgisindan degerlendirildiginde, 6gretmenligin gerektirdigi gorev ve
sorumluluklari gergeklestirebilmek igin sahip olunmasi gereken bilgi, anlayis, beceri ve tutumlar” olarak
ele alinabilir. Sahin (2004) yeterlik kavraminin 6gretmenlik meslegi agisindan ne anlam tasidigini su
sekilde ifade etmektedir:

Ogretme vyeterlikleri; farkli &gretme ortamlarinda etkili bir performans icin gerekli olan bilgiler,
beceriler, tutumlar ve kisilik 6zelliklerinin bir biitiini olarak tanimlanabilir. Ogretme yeterlikleri
egitimin hedeflerini etkili bir sekilde gerceklestirmek igin 6gretmenin kullaniminda olan bir repertuar
olarak diistinilmelidir. Ogretmen, farkli égretim ortamlarinda programin hedeflerinin etkili sekilde
gerceklesmesi icin bir biitiin olarak ele aldigi bu repertuarin ortama uygun kisimlarini kullanir (s. 59).

Ogretimin farklilastirilmasina iliskin yeterlikler, gretmenin gérev ve sorumluluklarini etkili bir sekilde
yerine getirirken basvurdugu dagarciginin bir pargasidir. Ogretmenin kullaniminda olan bu birikimin
ogretimin farklhilastirilmasina iliskin yeterlikleri de icermesi icin 6ncelikle 6gretimi farkhlastirabilecek bilgi,
beceri, anlayis ve tutumlarin buraya dahil edilmesi gerekmektedir. Bu nedenle dncelikle “Ogretimin
farklilagtirilmasina iliskin  bir 6gretmenin sahip olmasi gereken vyeterlikler nelerdir?” sorusu
yanitlanmalidir.

Hizmet ici ve hizmet &ncesi 6gretmen egitimlerinde FOY’e yénelik yapilan egitimler FOY’le ilgili
kavram vyanilgilarinin ortadan kaldiriimasina, bireysel farkliliklara iligkin tutumlarinin olumlu yonde
degismesine ve sinif i¢i uygulamalarina FOY’ii yansitmaya yardimci olmaktadir (Dack, 2019a; Dillon-Guy,
2014; Wan, 2016; West ve West, 2016). Ancak bu calismalardaki egitimlerde, FOY’e yonelik 6gretmen
yeterliklerinden vyola c¢ikilmadigi gorilmektedir. Ogretmenlerin ve &gretmen adaylarinin, FOY
yeterliklerini arttirabilmek amaciyla yapilacak miidahalenin saglam temellere dayandiriimasi,
yeterliklerin ortaya konulmasi ile saglanabilecektir. Bu gerekgelerle arastirmada, “Bir 6gretmenin
ogretimi farklilastirmak icin hangi yeterliklere sahip olmasi gerekir?” sorusuna cevap aranmistir.

Yontem

Bir alana iliskin yeterliklerin belirlenmesi, ilgili alandaki gérev ve sorumluluklarin etkili bir sekilde
verine getirilebilmesi icin gereksinim duyulan tim ozelliklerin davranis boyutunda detaylandiriimasiyla
mimkin olabilir (Mansfield, 1996). Yeterliklerin belirlenmesi amaciyla ¢ yontemin yaygin olarak
kullanildigi gérulmektedir: “(1) Meslegin ilgili alan literatlrinin incelenmesi, (2) is analizi tekniklerinin
kullanilmasi, (3) uzmanlardan olusan bir ¢alisma grubunun kullaniimasi” (Sahin, 2004, s. 59).

Ogretmenlerin 6gretimi farkllastirabilmek icin sahip olmalari gereken vyeterlikleri belirlemeyi
amaglayan bu c¢alismada ilgili alanyazinin incelenmesi yoluyla vyeterliklerin belirlenmesi yontemi
kullanilmistir. Ogrenme-6gretme siirecinin mekaniklikten uzak dogasinin bir sonucu olarak “Ggretimi
farklilastirma”yla sinirlanabilecek yeterliklerin belirlenmesinde is analizi tekniginin kullanilmasi uygun
goriilmemistir. Bu c¢alismada yalnizca uzmanlardan olusan bir g¢alisma grubunun kullaniimasi ise
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Turkiye’de 6gretimin farkhlastirlmasina iliskin  farkindaligin, deneyimlerin, uygulamalarin ve
arastirmalarin daha da artmasiyla mimkiin olabilecektir. Bu asamada farklilastirimis 6gretimin
uluslararasi sayginhga sahip bir zeminde alanyazina yansiyan kisimlarinin incelenmesi ve
degerlendirilmesi yoluyla farkhlastirilmis 6gretime iliskin  6gretmen yeterlikleri belirlenmistir.
Uzmanlardan olusan bir grubun gorisi, yeterlik ifadelerinin uygun ve dogru sekilde ifade edilip
edilmedigi ile kapsayici olup olmadigi yoninde karara varmak igin kullanilmistir.

Aragtirmacinin, arastirma sorusunun dogasina uygun sekilde ilgili alanyazindaki dokiimanlari
kullanarak anlam olusturmasi, verileri sayisal gostergelerle ifade etme kaygisi tasimadan betimsel sekilde
sunmasi; arastirmanin nitel yaklasimla ele alinmasini gerektirmistir. Dokiimanlarin veri kaynag olarak
kullanilmasi, arastirmanin nitel vyaklagimlardan dokiman analizi ydntemiyle desenlenmesini
gerektirmistir. Dokiiman analizi, bir veri analizi bicimi ve nitel yaklasimlar altindaki farkl yontemleri
destekleyen bir bilesen; ayni zamanda kendi basina bir nitel ydontem olarak ele alinmaktadir (Bowen,
2009). Dokiiman analizinde; anlam acgiga cikarmak, anlayis olusturmak ve gorgil bilgi gelistirmek igin
verilerin incelenmesi ve yorumlanmasi s6z konusudur (Corbin ve Strauss, 2008). Bu calismada da,
o0gretmen vyeterliklerinin neler olabilecegine iliskin veri temelli 6zellikler ilgili kaynaklar referansiyla
ortaya konmus, ardindan bu yeterlik ifadeleri ilgili alanyazin temelinde gerekgelendirilip tartisilarak
bulgularda sunulmustur.

Verilerin Toplanmasi ve Céziimlenmesi Siireci

Doklimanlarin etik ve gecerli bir sekilde incelenmesi ve analizi sirecinde izlenmesi gereken yol Kiral
(2020, 5.183) tarafindan su sekilde ifade edilmektedir:

(1) Arastirma konusunun, yontem ve tekniginin se¢imi: dokiimanin se¢imi, dokiimana ulasma ve
dokiimani siralama, (2) dokiimanin orijinalligini kontrol etme: dokiimani anlamaya galisma, detayl ve
derinlemesine okuma, (3) icerik analizi: kategorilerin / temalarin olusturulmasi ve analiz birimlerinin
yerlestirilmesi, (4) sayisallastirma ve yizdelerle ifade etme (istege bagh): veriyi raporda kullanma ve
yorumlama, (5) arastirmanin yayina donismesi.

Bu basamaklara yonelik &nce dokiimanlar tanimlanmistir. FOY’e iliskin hakemli dergilerde yayimlanmis
bilimsel c¢alismalar ve temel kitaplar, bu arastirmanin veri kaynaklarini olusturmustur. Bilimsel
calismalarin belirlenmesinde “differentiated instruction” (farkhlastirilmis 6gretim) anahtar kelimesi
kullanilmistir. Web of Science (WoS) veri tabaninin egitim ve egitim arastirmalari kategorisinde, acik
erisimli, Turkce ve Ingilizce dillerinde, hakemli ve en son 2020 yilinda yayimlanan makaleler taranmistir.
Taramada 54 ¢alismaya erisilmistir. Farkhlastiriimis 6gretimin birgok boyutuna yonelik bu c¢alismalarin
incelenmesiyle, 10 calisma veri kaynagl olarak belirlenmistir. Calismalarin veri kaynagina dahil
edilmesindeki olcitler sunlardir: 1) Farklilastirilmis 6gretimin kuramsal boyutunu incelemesi, 2)
farkhlastiriimis 6gretimin uygulama boyutuna yénelik 6gretmen (68retim elemani dahil) veya 6gretmen
adaylarinin normal siniflardaki uygulamalarini dogrudan incelemesi ve 3) 6gretmen (6gretim elemani
dahil) ve égretmen adaylarinin farkhlastirilmis &gretim deneyimlerini incelemesi. Olgiitlere gére 26
calisma, FOY’iin 6grenci basarisina veya tutumuna etkisi incelediginden hari¢ tutulmustur. Dért ¢alisma
yalnizca 6zel egitim siniflarinda gergeklestiginden dahil edilmemistir. 14 ¢alisma ise 6grenci, 6gretmen
veya yoneticilerin gérislerini bildirdikleri; FOY’e yénelik uygulama, deneyim veya kuramsal boyutun
incelenmedigi calismalardir. Olciitlere uymayan bu 44 calisma, veri kaynaklarindan haric tutulmustur.
Hakemli calismalarin yaninda, belirlenen ilk dlgiitii karsilayan nitelikteki FOY’iin kuramsal boyutunu
sekillendiren ilk arastirmaci olan Tomlinson’in da yazarlari arasinda oldugu dort kitap veri kaynaklarina
dahil edilerek toplam 14 kaynak incelenmistir (Ek 1). Kaynaklara yonelik bilgiler Tablo 1’de sunulmustur.

Verilerin toplanmasi siirecinde veri kaynaklarinin incelenmesi, notlarin betimsel olarak alinmasi ve
siniflandirma adimlari izlenmistir (Gay ve digerleri, 2012). Veri kaynaklarinin incelenirken 6gretmenlerin
yapmasi gerekenler, farkhlastirilmis siniflarin ézellikleri, FOY’Ui uygulamanin gdstergeleri belirlenmis ve
not edilmistir. Tekrarlayan gosterge ve 6zelliklere erisilmesi, veri doygunlugu 6l¢iitli olarak kabul edilmis;
kaynaklarin incelemesine son verilerek analize baslanmistir. Nitel yaklasimda veri analizi, verilerin
anlaml bir bltin olarak 6zetlenmesini icermektedir (Gay ve digerleri, 2012). Tutulan notlar éncelikle
tutum ve davranisa donik yeterlik seklinde ifade edilerek listelenmistir. ilk listede 62 yeterlik yer
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almistir. Bu listenin incelenmesiyle tekrarlayan ve farkli sekilde ifade edilen yeterlikler ¢ikarilarak 37
yeterlikten olusan ikinci liste elde edilmistir. ikinci listedeki yeterlikler, birbirine benzeyen kategoriler
altinda toplanmistir. Kategorilerin bir araya gelmesiyle temalar olugsmustur. Bu kategori ve temalara
ulasirken izlenen tiimevarim siirecinde, temalarin kapsami alanyazin temelinde isimlendirilmistir.

Tablo 1.

Veri Kaynaklarina Yénelik Bilgiler

Kod Yazar(lar) ve Yil Yayin Tiirii Kapsam

(ox} Cha ve Ahn (2014) Arastirma makalesi ilkokulda FOY uygulamalari

c2 Chien (2015) Arastirma makalesi ingilizce 6gretmenlerinin FOY uygulamalari
c3 Duquette ve Dabrowski (2016) Arastirma makalesi ilkokul 8gretmeni adaylarinin FOY uygulamalari
ca Geel ve digerleri (2019) Arastirma makalesi Matematik 6gretmenlerinin FOY uygulamalari
c5 Graff ve digerleri (2019) Arastirma makalesi Biyoloji 8gretmenlerinin FOY uygulamalari

c6 Rock ve digerleri (2008) Derleme FOY’lin kavramsal gercevesi

c7 Ruys ve digerleri (2013) Arastirma makalesi Ogretim elemaninin FOY uygulamalari

c8 Smets ve Struyven (2020) Arastirma makalesi FOY’e yénelik hizmet ici egitim

9 Sternberg ve Zhang (2005) Derleme FOY ve diisiinme stilleri

c10 Tomlinson ve digerleri (2008) Kitap Okullarda FOY

Cl1 Tomlinson ve Cunningham-Eidson (2003) Kitap Uygulamada FOY

C12 Tomlinson ve Imbeau (2010) Kitap FOY’de liderlik ve yénetim

C13 Tomlinson ve Moon (2013) Kitap FOY’de degerlendirme

C14 Westbroek ve digerleri (2020) Arastirma makalesi FOY'de siire¢ degerlendirmesi

incelenen calismalarda 6gretmenlerin FOY’iin uygularken bu yaklasimin ve &zel alanlarin bilgisi ile
bunlari uygulamaya tasiyacak planlama, degerlendirme, yontem kullanimi gibi becerilere sahip olmasi
gerektigi Chien (2015), Geel ve digerleri (2019), Rock ve digerleri (2008) ile Smets ve Struyyen (2020)
tarafindan belirtilmistir. Bunun yaninda égretmenlerin FOY’e yonelik tutum (Rock ve digerleri, 2008)
veya inanislara da (Smets ve Struyyen, 2020; Westbroek ve digerleri, 2020; Tomlinson ve Imbeau, 2010)
sahip olmalari gerektigi ifade edilmistir. Bu, FOY’e iliskin 6grenci ve dgretmenlige yonelik duyussal
yeterliklere isaret etmistir. Bu nedenle yeterlikler bilgi, beceri ve inanis temalari altinda toplanmistir.

Yeterliklere yonelik uzman gortsd alinmistir.  Uzmanlarin  belirlenmesinde amagli  6rneklem
tekniklerinden &lgiit 6rneklem kullaniimistir. Olgiit 6rneklem, belirlenmis olan &lciitlere veya belli
karakteristik 6zelliklere sahip kisilerin secilmesidir (Gay ve digerleri, 2012). FOY’le ilgili yiiksek lisans veya
doktora tezi hazirlamak, FOY’le ilgili makale yazmak veya FOY’le ilgili tez ydnetmek &lciitlerini saglayan
12 uzman belirlenmistir. Oncelikle uzmanlara e-posta génderilerek gériis bildirip bildiremeyecekleri
sorulmus, olumlu yanit verenlere Ek 3’te drnegi gorilen uzman goérisi formu e-postayla gonderilmistir.
Uzman gorist formunun agiklamasinda g¢alismanin amaci, yeterliklere ulasmada kullanilan yéontemin
ayrintilar ve yukarida belirtilen temalarin kapsami agiklanmistir. iki béliimden olusan bu formun ilk
bélimiinde uzmanlar her bir yeterlik ifadesinin FOY’le iliskisi olup olmadig ve dogru ifade edilip
edilmedigini degerlendirmistir. Eger olumsuz degerlendirmede bulunurlarsa buna iliskin goriis yazmalari
istenmistir. Formun ikinci kisminda acik uglu sorularla tema/kategori adlandirmasinin uygunlugunu
degerlendirmeleri ve eklenmesi gereken yeterlik olup olmadigl sorulmustur. Calismaya goris bildirme
konusunda olumlu cevap veren alti uzmanin (U1-U6) yeterliklerin kapsayicihigl ve tema ifadelerinin
uygunlugu konusunda goris birligi icerisinde oldugu gorilmustir. U6 taksonomi ve temel kavramlara,
U3 de taksonomiye iliskin yeterlik eklenmesini énermistir. Bu goris dogrultusunda bulgular ve veri
kaynaklari gozden gegcirilerek liste 39 yeterlikle son halini almistir (Ek 2).
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Giivenirlik ve Gegerlik

Nitel yaklasimlarda glvenirlik, veri toplamak igin kullanilan tekniklerin tutarli sonug verip
vermediginin degerlendiriimesidir (Gay ve digerleri 2012, s.395). Dis glvenirligi saglamak igin,
arastirmacinin ulastigi dokiimanlardan elde ettigi bulgular farkli dokiimanlarda tekrarlayana kadar
inceleme vyapilmistir. Veri toplama ve analiz sireci agiklanmistir. i¢ giivenirlik icin, incelenen
dokiimanlarin gtvenilir birincil referans kaynag kitaplar ve hakemli makaleler olmasina dikkat edilmistir.
Bulgularin sunulmasinda kaynak ve bulgu eslestirmelerine dikkat edilmistir. Arastirmaci, veri analizinin
tutarliligini saglamak igin dokiimani incelemis, belli bir zaman araligi birakarak tekrar incelemistir. Tutarl
ve teyit edilmis bulgular elde etmenin yaninda, nitel arastirmada gegerli sonuglara varabilmek igin
inandiricihgin saglanmasi gerekir. Arastirmanin inandiriciligl; bulgularin inanihr, aktarilabilir, glivenilebilir
ve onaylanabilirliginin saglanmasiyla mimkiindir. Elde edilen bulgularin gercek durumu oldugu gibi
inanilir ve gilivenilir bicimde yansitacak i¢ gecerlik icin alan uzmanlarindan goris alinmistir. Aktarilabilir
ve onaylanabilir bulgular elde etmeye yonelik dis gecgerligin saglanmasi icin uygun dokiimanlarin 6zellikle
hakemli dergilerde yayimlanmis olmasina dikkat edilmis ve goériisiine basvurulan uzmanlar olgiite gére
belirlenmistir.

Bulgular

Arastirmanin bulgularindan ulasilan yeterlikler “bilgi, beceri, inanis” olmak Ulzere {i¢ temada
toplanmistir. Her bir yeterlik alaninin (tema) altinda alt yeterlik alanlari (kategoriler) olusmustur.
Yeterlikler de bu kategorilerin altinda yer almistir. Veri kaynaklarindan elde edilen bulgularla varilan
yeterlikler, veri kaynaginin numarasiyla ifade edilmistir.

Bilgi Alani

Bilgi temasinda toplanan yeterlikler, 6gretmenin &gretecegi derslere ve FOY’in uygulanabilmesine
yonelik teori, ilke ve yaklasim bilgilerini kapsamaktadir. Bu nedenle ortaya ¢ikan bulgular FOY’e yénelik
pedagojik bilgi ve derslere iliskin alan bilgisine isaret etmektedir. Bilgi temasindaki yeterlikler
“disiplinlere iliskin bilgi” ve “yaklasima iliskin bilgi” olmak lzere iki kategoride sunulmustur.

Disiplinlere iliskin bilgi alt alanina yonelik yeterlikler

FOY’iin uygulanabilmesi icin; dgrencilerin izlenmesi ve 6grenmenin gerceklesip gerceklesmedigini
belirleyerek uyarlamalarin yapilmasi gerekir. Bu da 6gretmenlerin standartlarin/kazanimlarin énemli
noktalarina hakim olmalariyla mimkindir (C11). FOY’'UG etkili uygulayan matematik dgretmenlerinin
ogrencilere uygun 6grenme amaci belirlerken ve 6n degerlendirmeyi yaparken 6grettikleri kazanima ait
icerigin bilgisine eksiksiz bir bigimde sahip olduklari tespit edilmistir (C4). Bu kapsamda “Ogretim
programinin ve ek kaynaklarinin kullaniminda alinacak kararlar igin etkili konu alani bilgisi gereklidir”
(Geel ve digerleri, 2019, s.61). Bu bulguyu destekler nitelikte; 6grenci 6zellikleri ve 6grenilecekler
arasinda bag kurmak icin 6gretim programlarindaki kazanimlarin ve igerigin bilinmesi, FOY’iin kalite
gostergelerinden  biridir (C6). Ogrencilerin icerikteki &nemli noktalarla kendi hayatlarinda bag
kurulmasini saglamak FOY’de gereklidir ve bunu yapacak kisi bu bagi kurabilecek kadar igerik bilgisine
sahip olmalidir (C10). Bu bulgular, 6gretimi farkhlastirabilmek icin 6gretmenlerin kazanimlara yonelik
kapsamli, dogru ve eksiksiz bir icerik bilgisine ve 6grenme amagclarinin énemli noktalarini bilmesine
yonelik su yeterligi ortaya cikarmaktadir:

Derslere ait kazanimlarin 6nemli noktalarina iliskin igeridi bilir.

ilkokul 8gretmeni adaylari FOY uygulamalarinda, “6grencilerin ana fikirleri (main ideas) ve kavramlari
(concepts) anlamalarini saglamak icin 6gretme bicimlerini degistirdiklerini” sdylemislerdir (Duquette ve
Dabrowski, 2016, s.586). ingilizce 6gretmenleri de FOY’U uygularken 6gretim programinin biiyiik kavram
ve fikirlere dayali olmasindan o6tlrli Ogrenciye kazandirilacak bilgi, ilke, genelleme ve becerileri
belirlemenin énemine dikkat ¢cekmistir (C2). Bu yaklasimda 6gretmenlerin “Ogrencilerin neyi bilmesini,
anlamasini ve yapabilmesini istiyoruz?” sorusuyla 6gretim programini ve kazanimlarini inceleyerek
“kavram, ana fikir ve becerileri” agik¢a belirlemeleri ve bunlari bilmeleri gerektigi; teorik ¢cercevede de
ifade edilmektedir (Tomlinson ve digerleri, 5.79; Tomlinson ve Moon, 2013, s.6). Onceki bulgular, etkili
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farklilagtirmanin dogru ve eksiksiz alan bilgisi aracilifiyla yapilmasini ifade ederken, bu bulgular
ogrencilerin anlamli 6grenmesini saglamanin dogru kavramlarin ve ana fikirlerin belirlenmesiyle
yurutllecek bir stregle mimkiin oldugunu vurgulamaktadir. Bu kapsamda ortaya asagidaki yeterlik
cikmistir:

Derslere ait kazanimlarda yer alan temel kavramlari ve ana fikirleri bilir.
Yaklasima iligkin bilgi alt alanina yonelik yeterlikler

ilkokul 6gretmenleri égrenciler arasinda 6zel egitim ihtiyaclari, seviye ve ilgi gibi bireysel farkliliklar
oldugunu belirtmislerdir (C1). Bir 6gretim elemanin FOY’iin modellenmesini inceleyen ¢alismada égretim
elemaninin, 6grencilerin ilgilerindeki farkliliklari siirece dahil etmeye calistigi gozlemlenmistir (C7).
Matematik 6gretmenleri FOY uygulamalarinda benzer sekilde ilgiyi dahil etmelerinin yaninda;
ogrencilerin 6n bilgisi, basar seviyesi, anlama diizeyi veya arkadaslik iliskileri gibi 6zelliklerinin dahi
bilinmesi gerektigini ileri sirmektedirler (C4). Bireysel farkhliklar, 6gretmenler tarafindan bilinmesi
gereken; FOY'liin ortaya cikmasina zemin hazirlayan dogustan getirilmis veya cevre faktoriinin
sekillendirdigi adaletsizligin temelidir. FOY, “6grenme profili, hazirbulunusluk ve ilgi bilesenleri olan
bireysel farkliliklara yonelik 6gretimin uyarlanmasidir” (Tomlinson ve Cunningham-Eidson, 2008, s.6;
Tomlinson ve Imbeau, 2010, s.13). Dolayisiyla farkhlastirmayi hedefleyen 6gretmende su yeterligin
bulunmasi gerekir:

Bireysel farklilik kavraminin bilesenlerini bilir.

Arastirmacilar FOY’iin uygulanmama nedenini, dgretmenlerin bu yaklasimdaki bilgi eksikliklerine
dayandirmaktadir (G2, ¢8). FOY’le ilgili egitim alan ingilizce 6gretmenleri, bu yaklasimin kavramsal
temelini, aldiklari egitimle 6grendiklerini ifade etmektedir (C2). Yalnizca bireysel farkhliklar degil,
Vygotsky’nin sosyal yapilandirmacilik kurami ve yakinsak gelisim alani kavrami; 6grenmenin dogasini
aciklayan 6nemli pedagoijik alt yapiyr olusturur ve FOY’iin uygulanmasinda bilinmesi gerekenler arasinda
gosterilir (C10, C13). Ornegin dgrenme profilini ifade eden diisiinme stillerini bilen 6gretmenler,
dgrencilerin en etkili sekilde 6grenmesi icin 6gretimi farklilastirir (C9). Ogretmenler bu bilgiler 1siginda
hazirladigi planlarla 6grencilerin ilerlemesini saglayabilecektir (C13). Bu nedende asagidaki yeterlik 6nem
kazanmaktadir:

Farkhilastirilmis égretim yaklasiminin temelindeki pedagojik alt yapiyi bilir.

Esnek gruplama, siirekli degerlendirme, kavram odaklilik ve yol gdsteren dgretmen ilkeleri; FOY’iin
uygulanmasinda izlenecek ilkelerdir (¢6, C11, C12). FOY'de &gretmenler, dgrencilerin ilerlemesini
gdrmek igin siirekli degerlendirmeye basvurmaktadir (C1, C5, 8, ¢14). Ogretmenler esnek gruplamayi
hem degerlendirme sonucunda hazirbulunusluk farkhliklarina yoénelik hem de is birligine dayali
yontemlerle calismaya yonelik kullanmaktadirlar (C1, C2, C3, C7, C8). Ogretmenin, 6grencileri basariya
ulastirmak icin 6z degerlendirme yapmasini saglamasi, 6grenmenin sorumlulugunu birlikte almalari ve
givenli ortam olusturmasi; yol gosteren 6gretmen ilkesinin geregi olarak teorik cercevede belirtilmistir
(€10, ¢11). incelenen galismalarda 6gretmenlerin kavram dgretimine odaklandiklari gériilmektedir; bu
da FOY’iin ilkeleri arasindadir (C2, C3, C14). “Ogretmenler FOY hakkinda 6grendikge, kavram temelli
ogretime referans verildigini gorirler, ¢linkii kavram temelli 6gretim farkhlastirmayi kolaylastirir”
(Tomlinson ve digerleri, 2008, s.104). Ornegin ilkokul diizeyinde bir ders planlanacaksa, bu planlama
kavramlar tzerinden olacaktir (C11). Bu bulgular, iki yeterligi agiga ¢ikarmistir:

Farklilastirilmis 6gretim yaklasiminin ilkelerini bilir.
Kavram temelli 6gretimin ézelliklerini bilir.

Bireysel farklliklara cevap verme geregi, adaleti saglama, basariyi yakalama istegi ve 6gretmenlik
mesleginin getirdigi profesyonel sorumluluk FOY’iin uygulanma gerekgeleri arasinda gosterilmektedir
(€10, C12). “Ogretmenler farklilastirmanin &nemini, 6grenciler arasindaki farkliliklari anladiklarinda fark
etmistir” (Cha ve Ahn, 2014, s.516). FOY’le ilgili bilgi edinen &gretmen adaylari da bu yaklasimi
uyguladiklarinda &grencilerin  kendi diizeylerinde 6grenebildikleri icin FOY’'G uygulamada istek
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duymuglardir (C3). Hizmet ici egitimde FOY’le ilgili beceri kazanmaya calisan égretmenler, 6grencilerin
farkhhklarina cevap verme gerekgesiyle, 6grenme sirecinde degisiklik yaptiklarini belirtmislerdir (C8).
Bunun yaninda, 6grencilerin 6grenme sorumluluklarinin da, 6gretmen olarak kendi tizerlerinde oldugunu
sdylemislerdir (C3). FOY, ogrencilere kendilerini basarili hissedebilecekleri bircok segenegi sunan
yaklasimdir (C6). Ornegin 6grenciler kendi diizeylerine gore etkinlik segtiklerinde basarabildiklerini
gormektedir (C14). Ogretmenlerin FOY’lin gerekgelerini bilmesi, onlar siirecin dogal bir pargasi olarak
Ogretimi farklilagtirmaya yonlendirecektir. Bu nedenle 0Ogretimi farklilastiracak Ogretmenlerde su
yeterligin bulunmasi 6Gnemsenmistir:

Odretimi farklilastirmanin gerekgelerini bilir.

incelenen temel kaynaklar; FOY’lin gerceklestirilebilmesi icin 6grenme profili, hazirbulunusluk ve ilgi
gibi bireysel farkhlklara gore; icerik, stireg, Griin ve mekanda uyarlamalar yapilmasi gerektigini belirtir
(C11, €12, ¢13, C14). Bu ifade FOY’iin tanimidir. FOY’U anlayabilmek icin bu kavramlarin anlaminin
bilinmesi gerekir. Etkili FOY uygulamalarini inceleyen arastirmacilar, 6grencilerin kapsamli sekilde
belirlenmis ihtiyaglarina yonelik yapilan uyarlamalarin, FOY’iin basarisini  belirledigini ortaya
koymuslardir (C4). Yani, 6gretimi neye gore (6grencilerin farkliliklari) ve nasil (6gretimi uyarlama)
farklilagtirilacaginin bilinmesi, bu basarinin 6n kosuludur. Katildiklari yaz okulunda igerik uyarlamasi
tizerine calisan ingilizce 6gretmenleri, farklilastirilabilir unsurlar hakkinda teorik bilgiler edindiginde bunu
yapabildiklerini belirtmistir (C2). Ogretmen adaylari da FOY’le ilgili bir egitim aldiklarinda su konulari
o6grenmislerdir: gruplama, 6grenen o6zelliklerini tespit etme, icerik ve slreci farklilastirma (C3). Hangi
dgelerin farkhlastirilabilecegine iliskin bilgi; FOY’Uin dogru bicimde uygulanmasini saglayacaktir. Bu
gerekgeler asagidaki yeterligi ortaya ¢ikarmistir:

Odretimi nasil ve neye gére farkhlastirabilecegini bilir.

Tim bu yeterliklerin yaninda FOY’iin kavramsal olarak dogru sekilde anlasiimasi igin, ayirt edici
dzelliklerinin bilinmesi gerekecektir. “FOY’iin amaci bireylere odaklanmak olmasina ragmen, her bir
6grenci icin bireylestirilmis ders plani hazirlanmasi amaglanmamaktadir” (Tomlinson ve digerleri, 2008,
s.5). Bu nedenle FOY, bireysellestirme degildir. ilkokul dgretmenleri, bireysellestirilmis planlara ihtiyag
duyduklarinda bunu 6zel egitim 6gretmenlerinin hazirladigini belirtmistir (C1). Ogretmenler burada,
6grenme sorunu olan o6grenciler icin gelistirilen planlardan bahsetmislerdir. Zenginlestirmede, Gstiin
yetenekli olarak tanilanmis 6grenciler igin derinligi ve karmasikhigi arttirilmis etkinliklerin bu homojen
grupla gerceklestirilmesi s6z konusudur (¢10). FOY, hem 6grenmede sorunu olan hem de derinlemesine
dgrenenlerin bir arada ilerleyebilecegi 6gretimi kapsamaktadir (C6). Ogretmenlerin bu konuda bilgi
sahibi olmasi, sinif i¢i uygulamalarinda ne yapmalar gerektigini tam olarak anlamalarina yardimci
olacaktir. Kavramsal ¢ercevenin dogru olusabilmesi agisindan asagidaki yeterlik 6nem kazanmaktadir:

Farkhlastirilmis égretim, bireysellestirilmis egitim ve zenginlestirme kavramlari arasindaki farki bilir.
Beceri Alani

Beceri temasi altindaki yeterlikler, bilgi temasi altindaki yeterliklerin uygulamada kullaniimasidir. Bu
kapsamda 6grencilerin 6zelliklerini belirleyecek teknikleri kullanma, bu verilerle ders planlari hazirlama,
ogretimi farklilastirma ve uyarlama, olgme ve degerlendirme, 6grenme ortamlarini diizenleme gibi
performansa dayali becerilere iliskin yeterliklere ulasilmistir. Bu nedenle ortaya ¢ikan bulgular “egitim ve
o6gretimi planlama”, “6grenme ortamlari ile slireglerini olusturma ve slirdiirme” ve “6lgme ve

degerlendirme” olmak (izere (¢ kategoride sunulmustur.
Egitim ve 6gretimi planlama alt alanina yonelik yeterlikler

“Ogretimi farkhlastirma; dersi planlama ve bu planini gerceklestirmeden ayri disiinebilir bir siireg
degildir” (Geel ve digerleri, 2019, s.59). FOY’iin kuramsal temeli, bir dersin planlanmasinda dgrencilerin
ozellikleri, 6gretim programindaki ogeler ve 6gretim stratejilerinin birlikte ve sira gozeterek ele
alinmasini sdyler (C11). Basarili sekilde FOY’Ui uygulayan égretmenler dersleri planlarken su asamalari
takip etmektedir: Kazanimlardan cikarilacak temel kavram ve ana fikirleri belirleme, 6grencilerin
ozelliklerini belirleme ve ogrencilerin uygun etkinliklerle bulusturulacagl sireci olusturma (C4).
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Ogretmenler, hem 6grenci hem de &gretim programinin beklentilerini g6z éniine alarak uygun yéntem
ve tekniklerle FOY’e uygun sekilde derslerini planlamaktadir (C2, ¢3). Bu anlamda ders planlama
konusunda FOY’e yénelik yeterlik asagidaki bicimde ifade edilmistir:

Bir dersi farkhlastirilmis 6gretim yaklasiminin basamaklarina gére planlar.

“Bloom taksonomisi 6gretmenlerin, 6grencilerin farkl bilissel diizeylerine erismelerine yardimci
olmaktadir” (Rock ve digerleri, 2008, s.34). Ogretmen adaylarinin FOY’e yonelik uygulamalarini
desteklemek igin verilen egitimde Bloom’un taksonomisinin hem etkinlik hazirlama hem de soru sorma
alistirmalarinda kullanilmasi énerilmistir (C3). Ogretmenler; kazanimlari siniflama ve analiz etme,
degerlendirme ve 06gretimi planlamada Bloom taksonomisinden yararlanmaldirlar. Bu gerekgeyle
O0gretmenlerin Bloom’un taksonomisini planlama sirecinde kullanma becerisine sahip olmasi; 6gretimi
uyarlamasi, hangi bilissel sireclere deginecegine karar vermesi ve degerlendirmelerini
gerceklestirebilmeleri icin gereklidir. Bu nedenle asagidaki yeterlik eklenmistir:

Ders plani hazirlamanin her asamasinda Bloom’un taksonomisinden yararlanir.

ilkokul dgretmenleri 6grencilerin her tiirli bireysel farkhligina deginen, bu nedenle de dogal olarak
esnek ders planlari hazirladiklarini belirtmislerdir (C1). Biyoloji 8gretmenlerinin FOY uygulamalarinda da
buna benzer sekilde uygulamalar gerceklestirdikleri goriilmiistiir: Ogrencilerin kendi &zelliklerine gére
secebilecekleri etkinlikler sunmuslardir (C5). Bu sayede 6gretmenler, 6grencilerle birebir ilgilenebilmisler
ve ihtiyaci olanlara daha etkili donlt verebilmislerdir (C5, C11). Bireyler, dislinme stilleri agisindan da
birbirinden farklhihk gosterdikleri icin, 6grenme siirecleri de farkhlasabilmektedir. “Esneklik 6gretmenler
kadar, 6grenciler icin de 6nemlidir; 6grencilerin gercekten neler yapabildiklerini gorebilmek igin stiller ve
o6gretim arasinda eslesme olmalidir” (Sternberg ve Zhang, 2005, s.251). Bu husus, su yeterligi cikarmistir:

Bireysel farkhliklari dikkate alarak esnek ders planlari hazirlar.

Ogretimi farklilastirmaya baslayabilmek icin basta 6n degerlendirme sorusu sorulmaldir. Bu
“Ogrenciler ne durumda?” sorusudur. Ogretmenler hazirbulunusluk farkliliklarina yénelik tespit
ettiklerini planlama sirecinde kullandiklarinda, 6grenmenin hangi noktadan baslayacagini da tespit
ederler (C1, ¢13). Hazirbulunusluga iliskin verilere goére planlamaya baslayan 6gretmen; farkli diizeyde
okuma materyalleri ve etkinlikler, temel veya ileri diizeyde kiiclik grup 6gretimlerini planlamaya dahil
edebilir (C12). incelenen calismalarda 6gretmenler, 6grencilerin hazirbulunusluguna iliskin verilerle
planlamaya baslamaktadir (C1, ¢3, C4, C8, C14). Planlama surecinin baslatilmasindaki en blyik yardimci
olan bu duruma yoénelik, 6gretmenler su yeterlige sahip olmalidir:

Hazirbulunusluga iliskin 6lgme sonuglarini, 6gretimi planlamak igin kullanir.

Ogretmen; dgrenme amacinin ne oldugunu net sekilde ortaya koyacak kavram, ilke ve beceri
analizini yaptigl zaman; kazanimin esas olarak isaret ettiklerini ve farkh giiclik dizeylerini, bu gigliik
diizeylerini destekleyecek sistemleri de planlamis olacaktir (C11, C14). Ornegin, “kimyasal denge
teorisinin  kullanimini  6g8retmek isteyen 06gretmen, O&grencileri zayif asit kavramina yoénelik
degerlendirmistir” (Westbroek ve digerleri, 2020, 5.967). Clinki 6grenmeler kavramlar temelinde olunca
dgretim daha kolay sekillenmektedir (G4). Ozellikle yeni iiniteye baslarken temel kavramlar, ilkeler ve
becerilerin belirlenerek planlanmasi, ilerleyen siiregte anlamh 6grenmeye katki sunmaktadir (C11). Bu
dogrultuda belirlenen yeterlik asagidaki gibidir:

Kazanima iliskin belirledigi temel kavram, ilke ve becerileri tanimlarini planlama asamasinda kullanir.

FOY; igerik, suireg, tiriin ve mekan unsurlarinin égrenci 6zellikleri dikkate alinarak diizenlenmesi ve
gerekirse dgrenci 6zelligine gére uyarlanmasidir. FOY’iin uygulanmasina yénelik incelenen calismalar,
uygulayicilarin bu unsurlari 6grenci 6zelliklerine gére farklilastirdiklarini (uyarladiklarini) géstermistir.
ilkokul 6gretmenleri, dgrencilerin ilgileri dogrultusunda segtikleri konulari probleme dayali 6grenmeyle
incelediklerini belirtmislerdir (C1). Aslinda burada, 6grencilerin ilgilerine gore sirecin ve igerigin
farkhlastirilmasi s6z konusudur. Bunu yaparken oOgrencilerin is birligi icinde, istedikleri sekilde ve
istedikleri yerde calistiklarini ifade etmislerdir (C1). ingilizce 6gretmenleriyle yapilan farkl bir calismada
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icerigin farkhlastirlmasina odaklanilmis, 6grencilerin hazirbulunusluk ve 6grenme profillerini dikkate
alarak hazirladiklar ders planlari incelenmistir (C2). Ogretmenler planlarinda, ayrilip birlesme ve katli
dgretim gibi tekniklerle icerik, siire¢ ve Griini farkhlastirmistir. Ogrencilerin farkli istasyonlarda
galismasini ve iiriin olarak ortaya koyacaklari farkli calisma kagitlarini onlara sunmuslardir. Ogretmen
adaylar da hazirbulunusluk farkhhklarini géz 6éniinde bulundurarak farkl giglik dizeylerinde okuma
materyalleri (izerinden igerigi farklilastirmistir (C3). Ayrica 6gretmen adaylari kavram 6gretimini etkili
sekilde yapabilmek igin timdengelim ve timevarim yodntemlerini birlikte kullanarak sureci de
farklilagtirmaya 6zen gostermistir. Biyoloji O0gretmenleri ise Ogrencilere etkinlikleri gergeklestirme
konusunda secenek sunmustur (C5). isteyen égrencilerin énce etkinlikten, isteyenlerin de kendiyle kiigiik
grupla 6gretimden baslayabilecekleri bir sire¢ planlamislardir. Burada 6gretmenler; igerik, siireg, trln
ve mekani birlikte farkhlastirmistir. Bunun yaninda fizik ve kimya 6gretmenleri, 6grencilerin gruplar
halinde sinifin farkli yerlerinde calisabilecekleri bazi etkinlikleri kullanmislardir (C14). Bu etkinlikler
arasinda kavram ve ilkeleri anlama, 6rnek lizerinden hesaplama ve video lzerinden hesaplama 6grenme
gibi etkinlikler yer almistir. Diisinme stillerine iliskin teorik cerceve, 6grencilerin 6grendiklerini
gosterebilmeleri igin birgok Grin ve degerlendirme segeneginin sunulmasini belirtmektedir (G9).
Ogretmenler “veriye dayali karar verme temelinde &gretimin farklilastirilmasi” gerektiginde hemfikirdir
(Smets ve Struyven, 2020, s.11). Tim bu bulgular, FOY’e yénelik dért farkl yeterligi ortaya cikarmistir:

Ol¢me verilerini kullanarak icerigi farkhlastirir.

Ol¢me verilerini kullanarak siireci farkhlastirir.

Ol¢me verilerini kullanarak é§rencilerin ortaya koyacaklari iiriinlere iliskin secenekler sunar.
Ogrencilerin durumunu dikkate alarak gerektiginde mekénda uyarlama yapar.

FOY’'de degerlendirme ve &gretim arasinda siki bir bag vardir. Etkili sekilde FOY’iin kullanimi, siireg
degerlendirmesiyle tespit edilen 6grencinin durumuna gore 6gretimi sekillendirerek gergeklesir (G10).
Ogretmenler, 6grencilerin bireysel farkliliklarini belirlediklerinde bunlar kaydettiklerini ve siireg
degerlendirmeyle elde ettikleri yeni bilgilerle giincellediklerini belirtmislerdir (C1). Bununla birlikte,
tespit ettikleri farkliliklari diger 6gretmenlerle de paylasabilecekleri bir aracin kullanisl olabilecegini
onermislerdir. Bu sayede, 0grencilerin farkliliklarina gore o6gretimi sekillendirebileceklerini ifade
etmislerdir. Benzer sekilde fizik ve kimya 6gretmenleri de, 6grenciler etkinlikleri gerceklestirirken
kavramlari anlayip anlamadiklarini suireg igerisinde gesitli sorularla tespit ettiklerini belirtmislerdir (C14).
Bu anlamda 6gretmenin gergeklestirdigi her bir 6lgmenin sonucuyla kiglk veri kilavuzlugunda 6gretimi
planlama becerisine sahip olmasi gerekecektir. Bu beceriye yonelik yeterlik asagidadir:

Odretimi sekillendirmek icin siirec dederlendirme tekniklerini kullanir.
Ogrenme ortamlari ile siireglerini olusturma ve siirdiirme alt alanina yonelik yeterlikler

Ogretim programina kavram temelli 8gretimle yaklasim, farklilastirmayi planlarken hem kazanimlarin
gerekliliklerini yerine getirmeye hem de 6grencilerin temel kavram, anlama ve becerileri edinmelerini en
etkili sekilde saglamaktadir (C10). Kavram temelli 6grenme, ele alinan kavramin 6grencinin kendi
hayatiyla, glinliik olaylarla ve gegmisle rahatlikla iliski kurmasini saglar (C11). Fizik ve kimya 6gretmenleri
kavram temelli 6gretimi uygularken 6grencilerin kavramlari dogru sekilde anlamasini saglamakta ve
aninda degerlendirip doniit vermektedirler (C14). Ornegin gretmen adaylari kesir kavramini ele alirken
bu kavramin alt kavramlarini parga parca ele alarak, asamali bicimde sunus yoluyla kavram temelli
ogretimi gerceklestirmistir (C3). Bu duruma iliskin 6gretmenin sahip olmasi gereken yeterlik su sekilde
ifade edilebilir:

Kavram temelli 6gretimi uygular.

FOY’'iin teorik temelindeki esnek gruplamanin amaci, &grencilerin 6grenme ihtiyaglarina gore
akranlariyla etkilesim halinde veya bireysel olarak calismalarini saglamaktir (C11). FOY’iin kalite
gostergeleri arasinda o6grencilerin bilissel becerilerine veya hazirbulunusluk diizeylerine uygun
etkinliklerde calismalari 6gretim amach gruplamadir (C6). Yonetim amach gruplama ise 6grencilerin
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davranis ve duyussal gelisimi icin akran 6gretimini saglayacak eslestirmelerin yapilmasidir (C6).
Ogretmenler, bu iki gruplamay: 6grencilerin degisen 6grenme ihtiyaglarina gére yaptiginda 6grencilerin
etiketlenmesi de s6z konusu olmayacaktir (C14). incelenen calismalarda dgretmenlerin gruplamayi
kullandiklari  gérilmistir.  ilkokul  6gretmenleri, ©6grencilerin  kimlerle calisacagina yaptig
degerlendirmelerle karar vermektedir (C1). ingilizce &gretmenleri ayrilip birlesme teknigini kullanirken
dgrencileri, anlik ve seckisiz bir sekilde gruplamayi tercih etmistir (G2). Ogretmen adaylarinin “zayif
Ogrenciler, guglu akranlarindan 6grenebiliyor” ve “kavram 0Ogretiminde birebir 6gretimin glicinu
gordim” ifadeleri gruplamayi nitelemektedir (Duquette ve Dabrowski, 2022, s. 586). Diistinme stillerine
gore, bazi bireyler grupla, bazilari ise bireysel olarak daha etkili 6§renmektedir (¢9). Bunlar, asagidaki
yeterlige isaret etmistir:

Grup dinamiklerine uygun esnek gruplama tekniklerini planl veya anlik olarak uygular.

Ogrencinin bilgiyi yapilandirmasina olanak saglayan yéntemler FOY’de kullanilabilir. Ogrenme
toplulugundaki her 6grenciyi ayri ayri gorerek toplu 6gretimden uzaklasmayi saglayan 6grenme ve ilgi
merkezleri, istasyonlar, bireysel calisma, is birligine dayali 6grenme gibi tekniklerin siklikla kullanilmasi
gerekir (C11). incelenen calismalarda, 6grencilerin kendi &grenmesinin sorumlulugunu almalarini
saglayan yontemlerin kullanildigi goriilmektedir. ingilizce 6gretmenleri icerigi farklilastirirken katli
Ogretim, is birlikli 6grenme ve drama yontemlerini kullanmistir (C2). Bu yontemleri kullanirken her bir
dgrencinin etkinligi nasil ve hangi araclarla gergeklestireceklerini de planlamislardir. Ogretmen adaylari is
birligine dayali 6grenme, birebir destek, 6grenme merkezleri ve kath 6gretimi kullanmistir (C3).
Ogretmen adaylari baslangigta grup calismalarini yénetirken zorlanmislar, ancak ilerleyen zamanlarda
yonetimi saglayabildiklerini gérmislerdir. FOY’Uin kalite gostergelerinde “&gretim ydntemlerini
cesitlendirme (tim sinif, kiiciik grup, birebir 6gretim), farklilasan seviyede okuma kaynaklari ve somut
materyalleri hazirda bulundurma” gibi 6lgutler yer almaktadir (Rock ve digerleri, 2008, s.43). Bunlarin
etkili uygulanmasinda masalarin diizeni, esnek g¢alisma vakti, materyallerin kullanilma bigimleri ve
gruplarin calisma sekilleri 6gretmenler tarafindan belirlenmelidir (C6, C11). Bu kapsamda iki yeterlik
ortaya ¢ikmaktadir:

Farkhlastirilmis é6gretim yaklasimina uygun strateji, yontem ve teknikleri siirecte kullanir.
Zaman, mekdn, materyal ve etkinligin kontroliinii ve ynetimini saglar.

Farklilastiriimig bir sinifta sinif yonetimi, 6grencinin refahinin her seyden 6nemli oldugu, herkesin
0grenmek igin bir araya geldigi ve her bireyin en st diizeyde gelisim saglamasini amaglayan bir vizyonla
gerceklestirilmelidir (C12, ¢13). “Ogrencilerin sinif kurallarini olusturmasi, sinif icerisinde esnek sekilde
hareket edebilmeleri, akranlarina yardim edebilmeleri, materyalleri dagitmalari, kendi gelisimlerini ve
amaglarini not etmeleri veya birbirlerini degerlendirmeleri topluluk olma bilincine yardimci olmaktadir”
(Tomlinson ve Cunningham-Eidson, 2008, s.7). FOY’U uygulayan 6gretmenler, siniftaki heterojen
toplulugun dgrenme firsatlari yarattigina inanmaktadir (C8). FOY'de sinif yénetimi de, sinif icerisindeki
cesitliligin birlikte yasama ve demokratik bir toplum olusturmaya katki sunacagini belirtmektedir (C10,
C12). Buradan FOY’e yénelik asagidaki yeterlik ortaya ¢ikmaktadir:

Her bir 6grenciyi sinifin dogal bir liyesi olarak kabul ederek demokratik bir sinif iklimi olusturur.

Ogretmenlerin tamamen uzmanlik alani olmayan bazi 6zel durumlar, gesitli uzmanlarla is birligi
yapilmasini gerektirebilir. Ana dil problemi, 6grenme gligligl, Gstlin yeteneklilik, davranis bozuklugu gibi
bas edilmesi gereken 6zel durumlarda ilgili alan uzmani ile calismasi gerekir (C11). Ornegin ilkokul
ogretmenleri, kaynastirma Ogrencilerinin sinif ici etkinliklerini daha etkili hale getirmek ve
bireysellestirilmis planlarini uygulayabilmek icin 6zel egitim 6gretmenleriyle is birligi yapmaktadirlar
(C1). Farklilastirmayi okul genelinde uygulamaya calisan yoneticiler, sinif 6gretmenleri ve bazi brans
o6gretmenlerinin sinif ici ve disinda is birligi halinde calismasinin 6grenci farkliliklarini tespit etmede
yararh oldugunu ortaya koymuslardir (C10). Farkhlastirma, 6zel egitimle ayni anlama gelmediginden
siniftaki bu farkliliklarla bas etmek icin belli &nerilere ihtiyag olabilir. Bu anlamda FOY’e ydnelik yeterlik
su sekildedir:
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ihtiyaci olmasi hélinde, sinif icerisinde ve disinda is birligi yapabilecedi uzmanlara basvurur.

Sinav ve sinif gegme sisteminin belli o6lgutlere dayanmasi ve standart sinavlara 6grencilerin
hazirlanmasi, egitim sisteminin gerceklerinden biridir. FOY’de bireyin kendi 6zellikleri dogrultusunda
gelisimi 6n planda oldugundan 6grencinin kat ettigi yol birincil basar 6lciitii olmalidir (C11). Ozellikle
yavas Ogrenen ve zorlanan o6grenciler, onceki vyillardan getirdigi eksiklikleri tamamlayarak
ilerleyebilecekleri sireglere dahil edilmelidir (C12). Burada 6grencilerin hem bireysel gelisimleri hem de
dgretim programinin gruptan bekledigi performansin izlenmesine odaklaniimahdir. FOY’ii uygulayacak
O0gretmenler igin hazirlanan bir programda, 6gretilen Uniteye iliskin birey bazinda gelisimin takibi
tizerinde durulmustur (C10). Ogretmenler FOY'ii uygularken 6grencilerin gelisimlerini siire¢ icerisinde
takip etmektedir (C1, G2, C3, G4, C5, C8, C14). Farkhlastirmanin felsefesinde bireysel ilerlemeyi takip
ederek her bir bireyin potansiyelini en Ust seviyede kullanmasina odaklaniimalidir (teaching up) (C13).
“Teaching up” ifadesi, “6grencinin lUstesinden gelebilecegi gliclikteki bilgi ve becerileri kazandirmak igin
meydan okuyabilecegi giivenli 6grenme ortamlari” sunar (Tomlinson ve Moon, 2013, s.15). Bu anlamda
iki yeterlik 6ne ¢ikmaktadir:

Her bir 6grencinin bireysel gelisimini ve gruba gére gelisimini takip eder.

Her bir égrencinin gelisim diizeyine uygun sekilde, gitgide karmasiklasan temel bilgi ve beceri
kazanma firsatlari sunar.

Olgme ve degerlendirme alt alanina yonelik yeterlikler

Bireysel farkliliklara duyarli bir 6gretimi savunan FOY’iin temeli degerlendirmeye uzanir. FOY'iin
teorik temelinde hazirbulunusluk, ilgi ve 6grenme profilinin tespit edilmesi 6gretime baslayabilmek icin
ilk adimdir (C6, C10, C11, C12, C13). Ogretmen adaylarinin (C3) ve égretmenlerin (C8) FOY becerilerini
gelistirmeye odaklanan ¢alismalarda, 6grencilerin ilgi ve becerileri konusunda goézlem vyapilmasi
saglanmistir. Basarili sekilde FOY’U uygulamanin altinda, dgrencileri tanimak oldugu ortaya konmus;
onlarin ilgileri, basari diizeyleri, akranlariyla iliskilerinin bile bilinmesi gerektigi vurgulanmistir (C4).
Ogrenme profilinin bir pargasi olan diisiinme stillerinin tespit edilebilmesi, 8gretmenlerin gézlemiyle ve
dgrencilerle 6grenme tercihleri tizerine konusmasiyla mimkiin olabilir (C9). Ornegin fizik ve kimya
o6gretmenleri, 6n degerlendirme yaparak derse baslamanin ise yarar oldugunu kendi deneyimlerine
dayanarak belirtmislerdir (C14). Her zaman formel degil, informel sekilde onlarla sohbet ederek de ilgi ve
dgrenme profillerine iliskin bilgi edinebildiklerini belirtmislerdir. ilkokul 6gretmenleri de buna yénelik
uygulamalar gergeklestirmektedir. Ogrencilerin 6nceki 6gretmenleriyle veya aileleriyle gériiserek onlar
hakkinda bilgi edinmektedir (C1). Bu kapsamda (i farkl yeterlik ortaya gikmaktadir:

Hazirbulunuslugu belirlemek igin 6n degerlendirme yapar.
ilgiyi belirlemek icin 6n degerlendirme yapar.
Ogrenme profillerini desteklemek icin gézlem ve gériismelerden yararlanir.

Bicimsel degerlendirme 6grencilerin izlemesini ve 6gretimin sekillendirilmesini saglayan uygulamadir
(C13). Sonug degerlendirme, 6grencinin bireysel ve sinif seviyesine gore belirlenmis hedeflerin ne
kadarinin gergeklestiginin tespiti amaciyla yapilir. (C6, C13). Her iki degerlendirme tlrlinin de
dgretmenler tarafindan kullaniimasi gerekir. Etkili FOY uygulamalarinda &gretmenler siire¢
degerlendirmesini soru sorma ve gozlem yoluyla informel olarak siklikla yapmakta, buradan elde ettigi
verileri bir sonraki dersi sekillendirmek icin kullanmaktadir (C4). Biyoloji Ogretmenleri de siireg
degerlendirmesinde soru sorma ile gozlemi kullanmis; etkinlik yapan 06grencilerin kendilerini
degerlendirebilmeleri icin onlara cevap kitapcigi da vermistir (C5). Bir &gretim elemani FOY
uygulamalarinda silire¢ degerlendirmesini, ©grencilerin hazirladigl taslaklara detaylh donitlerle
saglamistir (C7). Ogretmenlerin FOY’U uygulamak igin aldiklari egitim sonrasindaki uygulamalari
incelendiginde, egitim icerisinde sistematik sonug¢ degerlendirmesine deginilmesine ragmen basarih
sekilde bunu uygulayamadiklari gorilmistir (C8). Bu durum bir eksiklik olarak degerlendirilmistir. Bu
bulgular, 6gretimi farklilastirmayi siirdiirebilmek icin iki farkli yeterligi aciga ¢ikarmaktadir:
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Odrencilerin gelisimini takip edip 6gretimi planlamak icin siirec degderlendirme tekniklerini bir arada
kullanir.

Ogrencilerin gelisimini takip edip notlandirmak icin sonu¢ dederlendirme tekniklerini bir arada
kullanir.

inanis Alani

inanis temasi altinda toplanan yeterlikler, anlayis ve tutum gibi duyussal dzelliklere isaret etmektedir.
Bu kapsamda 6gretmenlerin sahip oldugu, 6gretmenlige ve 6grencilere bakig agisi ile tasidigl degerlere
iliskin yeterliklere ulasiimistir. Bu nedenle ortaya gikan bulgular “6gretmenlik anlayisi” ve “tutum” olmak
tUzere iki kategoride sunulmustur.

Ogretmenlik anlayisi alt alanina yonelik yeterlikler

Ogretimi farkhlastirmaya karar veren 6gretmen, dgrenmede bir paradigma degisikligini segmis ve
sinifina degisimi getirmeyi kabul etmistir. FOY’Un teorik cercevesine goére ogretimi farkhlastiran
ogretmenler, 6grencilerin gelecegini sekillendiren, onlarin haysiyetine deger veren kisilerdir (C12).
Farkhlastirlmis siniflarda 6gretmenler, ortak amaclari basari olan bir topluluk yaratan ve Ogretimi
kilavuzlayan liderler olarak da tanimlanmaktadir (G13). Lider 6gretmenler, 6grencilerin 6grenmesinin
sorumlulugunu hem onlara verir hem de bu sorumlulugu onlarla paylasir. FOY’e yénelik sinif ici
uygulamalar yapan 6gretmen adaylari dahi, 6grencilerin 6grenmesinden kendilerinin sorumlu oldugunu
belirtmislerdir (C3). Bu durumun, kendilerindeki 06gretmenlik motivasyonunu da arttirdigini
belirtmislerdir. Bunun yaninda 6gretmenler sinif nébetleri, ddev kontrold, sinif kurallarini belirleme gibi
hususlardaki sorumluluklari da 6grencileriyle paylasmalidir (C10). Bu anlamda 6gretmenlik anlayisina
iliskin ilk yeterlik asagidaki sekildedir:

Ogretimi kilavuzlayan, lider bir 6§retmen roliinii iistlenir ve bu rolii éGrencileri ile paylasir.

FOY uygulanirken “okul ve sinif kiiltiirii farkliiga deger verir, bireysel farkliliklar kutlanir ve okul ile
sinif cevresi olumlu ve saygihdir” 6lgiitleri gdzetilir (Geel ve digerleri, 2008, s.41). Ogretmenler sinif
icerisinde, 6grenenleri tebrik ettiklerini ve her 6grenmeyi kutladiklarini; 6grencilerin farkliliklarini
dgrenmek ve sinifta gézetmek icin onlarla ders disinda sohbet ettiklerini ifade etmislerdir (C14). FOY’ln
kuramsal temelinde yer alan farkhliklara sayginin gergek gostergesinin, bireyi tanimak ve anlamak icin o
kisiyle iletisim kurmak oldugu belirtilir (C10). Bu nedenle 6g8retmenlik anlayisinda asagidaki yeterlik
olmalidir:

Bireysel farkhliklara saygi gésterir.

Farkhhklara sayginin gostergesi olarak kisiyi tanimak igcin ona vakit ayirma, olumlu ve kabullenici bir
iklim olusturma, siklikla mizaha bagvurma gibi yollar kullanilabilir. Ornegin, farkhlastirilmis bir sinif
olusturmak icin “mizahi kullanmak, pozitif donitler vermek ve olumlu durumlari vurgulamak” gerekir
(Tomlinson ve digerleri, 2008, s.3). Kucaklayici dilin icerisinde, donitlerin uygun bicimde yapilmasi da yer
alir. Farkhlastiran 6gretmenler, “her 6grencinin haysiyetinin degerli oldugu” inanisina sahip ve “sinifta
kapsayiciligl kullandigi dil ile saglayabilmelidir” (Tomlinson ve Imbeau, 2010, s.28). Bu kapsamdaki
yeterlik su sekildedir:

Mizahi ve kucaklayici dili siklikla kullanir.

FOY’le ilgili egitim alan &gretmenler sinif ici uygulamalarina égrendiklerini yansitirken temelde FOY’e
inanildiginda zaten hicbir 6grencinin ayni etkinlik {zerinde c¢alismasina izin vermeyeceklerini
sdylemislerdir (C8). Arastirmacilar bunu, FOY’U uygulayacak 6gretmenlerin gelisim odakl zihniyetin
(growth mindset) bir sonucu olarak gérmektedir. FOY’{in kalite gdstergelerine gére 6gretmen “6grenme
ve Ogretmeyle ilgili giincel bilgiye sahip olmali ve sirekli gelisim icin mesleki egitimini devam
ettirmeli”dir (Geel ve digerleri, 2008, s.41). FOY’le ilgili 6grendiklerini uygulayan &gretmenler “kendi
o6grenme bicimim bile degisti” diyebilmektedir (Westbroek ve digerleri, 2020, s.968). Bu kapsam,
asagidaki yeterlikle ifade edilebilir:

1406



Zoraloglu & Sahin — Cukurova Universitesi Egitim Fakaiiltesi Dergisi, 51(2), 2022, 1377-116

Yasam boyu égrenen bir anlayisla mesleki gelisimini siirddiriir.
Tutum alt alanina yonelik yeterlikler

FOY’ii uygulayan 6gretmen adaylari, 6grencinin gerceklestiremeyecegi bir gérevle onu eslestirdiginde
6grencinin zorlandigini; ancak potansiyeline uygun goérevle eslestirdiginde bunu tamamlayabildigini ifade
etmistir (C3). Ogretmenler de, &grencilerin 6grenme profillerini belirleyebildiklerinde yapabileceklerine
iliskin degerli bilgiler elde ettiklerini soéylemislerdir (C8). Farklilastiriimis bir sinif insa etmeye calisan
O0gretmenin, her bir 6grencinin gugli yonini bulmasi ve ona dikkat ¢ekmesi, bu glgli yoniyle
gelistirilebilir 6zellikleri Gzerine ¢alismasini saglamasi gerekir (G10). Bu ifadelerin isaret ettigi yeterlik,
asagidaki bicimde ifade edilebilir:

Ogrencilerinin bir potansiyeli olduguna inanir.

Farkhlastiran 6gretmenin isi bilgi aktarmaktan ziyade, 6grenciyi birey olarak goértp bilissel ve duyussal
alanlarda farkh ihtiyacglari olabilecegini géz online almasi ve bu gelisim alanlarinin timiini hesaba
katarak &gretimi gerceklestirmesidir (C12). Ogretmenler; &grencilerle sohbet ettiklerinde ve ilgileri
dahilinde etkinlikleri sinifa getirdiklerinde onlarin kendini sinifa daha ait hissettiklerini belirtmislerdir
(C14). Sinifin yalnizca bilissel alisveris merkezi olarak goériilmesi, 6grenmeyi etkileyen birgok bireysel
ozelligin disarida birakilmasina neden olacaktir. Bu kapsamda ifade edilebilecek 6gretmen yeterligi su
sekildedir:

Ogrenciyi bir birey ve égrencinin gelisimini bir biitiin olarak gériir.

FOY’U uygulayan 6gretmenler; égrencilerinin en iist seviyede basarili olabileceklerine inandiklarindan
ek anlatimlar ve kiiglik grupla Ogretim, bireysellestirilmis gorevler ve 6grenme soézlesmeleri gibi
yontemleri kullanmislardir (C8). Farkh yéntemleri kullandiklarinda 6grencilerin ne kadar yol kat ettiklerini
gordiikleri icin bunu yapmakta istek duyduklarini séylemislerdir. FOY’iin teorik temelinde de bu bulguyu
destekleyen ifadeler vardir. Ornegin 6gretmenlerin égrencilerini, basardiklari noktanin siirekli étesine
gecebilecekleri firsatlari sunmasi gerektigi belirtilmistir (C10). Ogretimi farkhlastirmanin altindaki
inanislardan biri “68retmenin esas amaci her 6grenenin kapasitesini en Ust dizeye cikarmaktir”
(Tomlinson ve Imbeau, 2010, s.35). Ogretmenin bu anlamda sahip olmasi gereken son yeterlik asagidaki
gibidir:

Her bir 6grencinin en (ist seviyede siirekli gelisim gésterecegine inanir.

Tartisma, Sonug ve Oneriler

FOY; sinif igerisinde veri temelli bir anlayisla, 6gretimin bireysel farkliliklara gére sekillendirilmesini
temele alan biyiik bir felsefedir. FOY’iin kavramsal cercevesi, bu yaklasimin pedagojik temellerini ve
uygulama ilkelerini ortaya koymaktadir. Bu ilke ve pedagojik gerekgelerin uygulama boyutuna
yansimalari ise gercek sinif ortamlarindan veya 6gretmenlerin kendi deneyimlerinden elde edilebilir.
Temelinde her bir 6grencinin basarili olabilecegine yonelik bir inan¢ yatan bu yaklasimi uygulayan
ogretmenlerin de 6gretmenlik ve 6grencilere yonelik belli inanislari ve degerleri mevcuttur. Deger ve
inanislarin 6gretmenlik misyonuyla birlesmesini 6Gnemseyen Korthagen (2004), bunlarin yaninda bilgi ve
becerinin de hesaba katiimasi gerektigini ifade etmektedir. FOY’e iliskin 6gretmen yeterliklerini
belirlemeyi amaglayan bu calismada da; bilgi, beceri ve inanis boyutlari altinda yeterliklerin toplandigi
gorilmektedir. Bu kapsamda ¢ farkli alanda 39 yeterlik, incelenen dokiimanlardan elde edilmis ve Ek
2’de liste halinde verilmistir.

“Bilgi” yeterlik alani igerisinde, 6gretmenlerin 6gretecekleri derslere yonelik alan bilgisine sahip
olmalari gerekliligi belli yeterlikleri aciga ¢ikarmistir. FOY’tin kavramsal cercevesi, pedagojik alt yapisi ve
ilkeleri de, yaklasima iliskin bilinmesi gereken kisimlari isaret etmistir. Bunun yaninda yaklasimin
uygulama boyutuna yoénelik sergilenmesi gereken bazi beceriler oldugu sonucuna varilmistir. Bu da
beceri yeterlik alani olarak adlandiriimistir. Bu beceriler arasinda; degerlendirme tiirlerini ve sonuglarini
kullanabilme, farklilastirmaya yardimci yéntem ve teknikleri kullanabilme, bireysel farkhliklari tespit
ederek dgrencileri esnek gruplama ve dgretimi uyarlayabilme yer almaktadir. icerigin, siirecin ve Griiniin;
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dgrenen ozelliklerine gére uyarlanmasi, FOY’iin “beceri” boyutundaki en biyiik husustur. Arastirmanin
sonucunda ortaya ¢ikan son yeterlik alani “inanig”tir. Bu alanda 6zellikle 6gretmenin egitim, 6grenme ve
o0gretmene bakis agisiyla ilgili duyugsal birtakim yeterliklere sahip olmasi gerektigi sonucuna varilmigtir.

FOY’e ydnelik dgretmen vyeterliklerini belirlemeyi hedefleyen bu ¢alismada, hem kavramsal hem de
uygulamali galismalar incelenmistir. Uygulamali ¢calismalarda 6gretim elemani, 6gretmen adaylari veya
dgretmenlerin FOY uygulamalari sinif icerisinde incelenmis veya deneyimleri gériismelerle tespit
edilmistir. Calismalarin deneyime dayali bulgulari ve teorik temelindeki bulgulardan yola cikilarak
yeterlik ifadeleri ortaya cikarilmistir. Alanyazinda net bir sekilde ifade edilmis FOY’e yénelik 6gretmen
yeterliklerine  rastlanmamistir.  Ancak farklilastinlmis  6gretim  yaklasiminin  kaliteli  sekilde
gerceklestirilmesini saglayacak gostergeler, 6gretmenler igin 6z degerlendirme formlari, 6grencilerin
dgretimi ve dgretmeni degerlendirebilecegi formlar ve FOY’e yonelik yetkinlik veya yeterlik algisina
iliskin 6lgek gelistirme calismalarinin varligi gérilmektedir.

Ornegin Tirkiye’de hazirlanmis lisansiistlii diizeydeki bazi ¢alismalarda FOY’e yénelik yeterlik ve
uygulama algi, uygulama ve yetkinlik belirleme gibi birtakim olgekler gelistirilmistir (Gllay, 2021;
Demirkaya, 2018; GCam, 2013). Cam’in (2013) uygulama ve yetkinlik dizeyi 6lgeginin bireysel farklilik,
etkinlik, 6grenme ortami ve motivasyon gibi alt boyutlari mevcuttur. Olcegin bireysel farklilik, etkinlik,
6grenme ortami gibi alt boyutlarindaki maddelerin, bu g¢alismada belirlenen beceri alanindaki
yeterliklerle ortiisen noktalari bulunmaktadir. Motivasyon alt boyutunda 6grenciye deger vermeye iliskin
kisith 6lgek maddelerinin ise bu ¢alismadaki inanis alanindaki bazi yeterliklerle 6rtistigu gortilmektedir.
Ancak Cam’in ¢alismasinda, 6gretmenin sahip olmasi gereken bilgilere iliskin herhangi bir alt boyut
bulunmamaktadir. Demirkaya’nin (2018) gelistirdigi Olcegin 6grenciyi tanima, planlama ve
degerlendirme gibi alt boyutlari mevcuttur. Olgeklerin bu alt boyutlarindaki yeterliklerin, bu ¢alismada
ortaya konan beceri alanina yonelik yeterliklerle eslesen noktalari vardir. Ancak s6z konusu 6lgekte, bilgi
ve inanisa iliskin herhangi bir 6lcek maddesi veya alt boyut bulunmamaktadir. Benzer sekilde Giilay’in
(2021) gelistirdigi farkhlastirlmis 6gretim olgegi, yaklasimin uygulanmasina yonelik maddeler
icermektedir. S6z konusu 6lcekteki maddelerin; bu ¢alismanin beceri alani altindaki “68renme ortamlari
ile sdreglerini olusturma ve sirdirme” ve “dlcme ve degerlendirme” alt alanlarindaki yeterlik
maddeleriyle blyilk oOlcide ortiustigl gortilmektedir. Ancak Demirkaya’nin 6lgegi gibi bu 6lcekte de
FOY’e yonelik bilgi veya inanisa iliskin bir alt boyut veya madde bulunmamaktadir. FOY’e iliskin
gelistirilen bu o6lgeklerin 6gretmenlerin uygulamasina yonelik oldugu, bu nedenle de becerilere
odaklandigi gériilmektedir. FOY’e yénelik yeterlikleri belirlemeyi amaglayan bu galismadaysa Sahin’in
(2004, s. 59) belirttigi “sahip olunmasi gereken bilgi, anlayis, beceri ve tutumlar” boyutuna deginecek
bicimde yeterlikler belirlenmistir. Bu anlamda vyapilan c¢alisma, farklilastirilmis  6gretimi
gerceklestirebilecek o6gretmenlerin ozelliklerini kapsamli  bicimde belirtmesi acgisindan bir 6nem
tasimaktadir. Calisma; gelistirilmis bu 6lceklerden farkli olarak, bilgi ve inanis boyutlarina deginmesiyle
ayrismaktadir. Bilgi ve inanis boyutlarina yénelik ise FOY’de galismalar mevcuttur.

Bireye duyarl Ogretimi gergeklestirmek icin sahip olunan motivasyon, aslinda belli inaniglardan
kaynaklanmaktadir. Bunu destekler nitelikte Dack’in (2019a ve 2019b) 6gretmen adaylarinin FOY’U
icsellestirmesini amagladigi calismalarinda, dahil olduklari egitim siirecinde FOY terminolojileri, ilkeleri
ve bilimsel temelleri konularinda yetkin olmalarinin bu felsefeyi anlamada gerekli oldugu sonucuna
variimistir. Ogretmen adaylari, aldiklari egitimle dgretim ve bireye yénelik anlayislarinin degistigini de
ifade etmistir. Whitaker ve Valtierra (2018) da 6gretmen adaylarinin Ozellikle farklilasan 6grenci
ozelliklerine yonelik 6gretimi saglamak icin 6grenci farkhliklarina saygi duyan, bu farkhliklari zenginlik
olarak goren, farkhliklara cevap verebilmek igin sirekli kendini gelistiren bir anlayisa sahip olmalari
gerektigi sonucuna ulasmislardir. Bu calismalar disinda FOY’iin bilgi, beceri ve inanis bitiinligiine yénelik
arastirmalar da mevcuttur.

Fields-Holmes’un (2007) calismasinda dgretmenler, FOY’iin teorik ve uygulama boyutuna iliskin
egitim aldiktan sonra gorisleri incelenmistir. Ogretmenler egitimle kapsamli bilgi, planlama,
degerlendirme ve farkh yontemleri sinif icerisinde siklikla uygulamaya basladiklarini, ancak egitim
almadan evvel de her bir 6grencisine bireysel sekilde yaklastiklarini ifade etmislerdir. lyi 6gretmenlerin
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her o0grencisinin farkh bigimde 06grenebilecegine iliskin inanglarini, bunun gerekgesi olarak
gostermiglerdir. Benzer sekilde Hockett’in (2010) calismasinda égretmenler FOY'le ilgili bilgi ve beceri
edinmeye c¢alismiglar ve edindiklerini de siniflarina yansitmiglardir. Dért 6gretmenin incelendigi bu
calismada 6gretmenlerin sinif icerisindeki uygulamalarinin degistigi, derslerini bireysel farkhlklara gére
planladiklari, hazirbulunusluk farkliliklarini  gozeterek esnek gruplamalarla farkli  teknikleri
kullanabildikleri goriilmistir. Karmasik bir siireg olan FOY’ii uygulamak icin kazandiklari bilgi ve
becerileri, her bir 6grencinin biricik oldugu inanciyla ylritmek durumunda olduklarini da belirtmislerdir.
Scales ve digerleri (2018), uygulama dersi ve aday Ogretmenlik sireci dahil olacak sekilde dort
O0gretmenle iki yil boyunca galismis ve onlarin 6gretmenlik becerilerini incelemistir. Calismada, her bir
O0gretmenin bireysel farkliliklara yonelik sinif i¢i uygulamalarinin altinda 6grencilerin yiiksek yararini
gbzetme inanisi yattigini gormuislerdir. Bu inanisla birlikte 6gretmenin bilgi ve beceri edinmek igin ¢aba
sarf ettikleri de ortaya ¢ikmistir. Ogretmenler FOY’le ilgili donanimli olma yolunda ilerlerken bilgi, beceri
ve inanis Ugllstinin batunligiyle bu yaklasimi uygulayabilmektedirler.

Arastirmanin sonucunda ortaya ¢ikan yeterliklerin, halihazirda Milli Egitim Bakanligi (MEB) tarafindan
revize edilerek sunulan 6gretmenlik meslegi genel yeterliklerindeki gostergelerle ortiisen yanlari da
mevcuttur (MEB, 2017). Ancak FOY &zelinde ifade edilmis birgok yeterlik bakimindan da farklilastig
gorilmektedir. Bu anlamda her bir 6gretmenin, 6gretimi farkhlastiracak yeterliklere sahip olmasi, genel
yeterliklere sahip olmasinin 6tesinde bir durumdur. Bu kapsamda arastirmanin sonuglari birtakim
onerileri beraberinde getirmistir.

Sonuglara Yonelik Oneriler

2018 vyilinda egitim fakiltelerinin  6gretmenlik programlari glincellenmis, ardindan egitim
fakiiltelerine kendi &gretim programlarini olusturma yetkisi verilmistir (YOK, 2020). FOY’e yénelik
belirlenmis bu &gretmen vyeterlikleri referans alinarak FOY’e yonelik lisans diizeyinde bir ders
olusturulabilir. Bunun yaninda var olan her bir 6gretim dersinin igerisinde, ulagilan bu yeterliklerden
yararlanilabilir ve Ogretmen adaylarina 6gretimi farklilastirmaya iliskin farkindalik ve beceri
kazandirilabilir. Elde edilen yeterlikler, FOY konusunda bilgi ve beceri sahibi olmayi hedefleyen
ogretmenler icin 6grenme hedefleri ve 6z degerlendirme araci olarak kullanilabilir. Yalnizca acik erisimli
calismalarin dahil edilerek ulasildigi bu sonuglar, acik erisim haricindeki kaynaklara erisilmesiyle elde
edilecek kanitlarla giglendirilebilir.

Arastirmacilara Yonelik Oneriler

Bu calismada, alanyazin temelinde belirlenen bilgi, beceri ve inanis temalarinda yeterlikler uzman
gdrisine sunularak son halini almistir. Tirkiye’de FOY’le ilgili farkli boyutlarda yapilan calismalarin
artmasi ve deneyimli uzmanlarin yetismesiyle, Delphi teknigi kullanilarak FOY’e yénelik yeterlik belirleme
slirecine iliskin uzmanlarin uzlagimina olanak taninarak yeterlik belirleme ¢alismasi yapilabilir. Belirlenen
yeterliklerin kazandirilmasina iliskin 6gretmen adaylari veya 6gretmenlerin 6rneklemini olusturabilecegi
bir eylem arastirmasi gergeklestirilebilir. Bu eylem arastirmalarinda, 6gretmen ve 6gretmen adaylarinin
bireysel farklliklara duyarl ve kapsayici 6gretim ortami olusturmaya yonelik beceri eksikliklerine
odaklanilabilir, onlarin FOY becerileri gelistirilebilir. Alanyazin temeliyle kapsamli sekilde ifade edilen
yeterliklerden yola ¢ikarak var olan &lceklerden farkli boyutlari da icerecek FOY yeterliklerine ydnelik
6lcek gelistirme ¢alismalari yapilabilir.

Yazar Katki Orani
Yazarlar, calismaya esit oranda katki sunmuslardir.
Etik Beyan

Calismanin etik agidan uygunlugu Hacettepe Universitesi Rektdrligiinin 28.01.2020 tarihli ve
35853172-300-E00000974520 sayih yazisiyla bildirilmistir. “Yiksekogretim Kurumlari Bilimsel Arastirma
ve Yayin Etigi Yonergesinde’ yer alan tiim kurallara uyulmus ve yonergenin ikinci bélimiinde yer alan
“Bilimsel Arastirma ve Yayin Etigine Aykiri Eylemlerden” hicbiri gergeklestirilmemistir.
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Catisma Beyani

Yazarlar ¢alisma kapsaminda herhangi bir kurum veya kisi ile ¢ikar ¢atismasi bulunmadigini beyan
etmektedirler.
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Appendix 2- Teacher Competencies for Differentiated Instruction Approach

COMPETENCE DOMAIN 1: KNOWLEDGE

1.1. Sub-domain: Knowledge on Disciplines

1.1.1. Knows the content related to the important points of the learning outcomes.

1.1.2. Knows the basic concepts and main ideas in the learning outcomes of the courses.

1.2. Sub-domain: Knowledge on Approach

1.2.1. Knows the components of the concept of individual difference.

1.2.2. Knows the pedagogical infrastructure underlying the differentiated teaching approach.
1.2.3. Knows the principles of the differentiated teaching approach.

1.2.4. Knows the characteristics of concept-based teaching.

1.2.5. Knows the reasons for differentiating teaching.

1.2.6. Knows how and according to what s/he can differentiate instruction.

1.2.7. Knows the difference between the concepts of differentiated instruction, individualized education, and
enrichment.

COMPETENCE DOMAIN 2: SKILL

2.1. Sub-domain: Planning Education and Training

2.1.1. Plans a lesson according to the steps of the differentiated instruction approach.
2.1.2. Uses Bloom's taxonomy at every step of the lesson plan preparation.

2.1.3. Prepares flexible lesson plans by taking individual differences into account.
2.1.4. Uses the results of the readiness assessment to plan the instruction.

2.1.5. Uses the definitions of basic concepts, principles and skills determined for the learning outcome in the
planning stage.

2.1.6. Differentiates content by using assessment data.

2.1.7. Differentiates the process by using assessment data.

2.1.8. Provides options for the products that students will produce by using the assessment data.

2.1.9. Makes adaptations in the learning space when necessary, by taking into account the status of the students.

2.1.10. Uses formative assessment techniques to shape instruction.

2.2. Sub-domain: Creating and Maintaining Learning Environments and Processes

2.2.1. Applies concept-based teaching.

2.2.2. Applies flexible grouping techniques suitable for group dynamics in a planned or instantaneous manner.
2.2.3. Uses strategies, methods and techniques suitable for the differentiated instruction approach in the process.
2.2.4. Ensures the control and management of time, space, material and activity.

2.2.5. Creates a democratic classroom climate by accepting each student as a natural member of the class.

2.2.6. Consults experts with whom s/he can collaborate inside and outside the classroom, if needed.

2.2.7. Monitors the individual and in-group progress of each student.
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2.2.8. Offers opportunities to acquire increasingly complex fundamental knowledge and skills, tailored to each
student's developmental level.

2. 3. Sub-domain: Assessment and Evaluation

2.3.1. Makes pre-assessment to determine readiness.
2.3.2. Makes pre-assessment to determine interest.
2.3.3. Uses observation and interviews to support learning profiles.

2.3.4. Uses formative assessment techniques together to follow the progress of the students and plan the
teaching.

2.3.5. Uses a combination of summative assessment techniques to track and grade students' progress.

COMPETENCE DOMAIN 3: BELIEF

3.1. Sub-domain: Teaching Approach

3.1.1. Assumes the role of a leader teacher who guides the teaching and shares this role with her/his students.
3.1.2. Respects individual differences.
3.1.3. Often uses humor and embracing language.

3.1.4. Continues his/her professional development with a life-long learning approach.

3.2. Sub-domain: Attitude

3.2.1. Believes in her/his students’ potential.
3.2.2. Views the student as an individual and the student's development as a whole.

3.2.3. Believes that each student will continuously improve at the highest level.

Ek 2 - Farklilastiriimis Ogretim Yaklasimina Yonelik Ogretmen Yeterlikleri

1. YETERLIK ALANI: BILGI

1.1. Alt Yeterlik Alani: Disiplinlere iliskin Bilgi

1.1.1. Derslere ait kazanimlarin 6nemli noktalarina iliskin igerigi bilir.

1.1.2. Derslere ait kazanimlarda yer alan temel kavramlari ve ana fikirleri bilir.

1.2. Alt Yeterlik Alani: Yaklasima iliskin Bilgi

1.2.1. Bireysel farkhlik kavraminin bilesenlerini bilir.

1.2.2. Farkhlagtirilmig 6gretim yaklasiminin temelindeki pedagojik alt yapiyi bilir.
1.2.3. Farkhlastiriimis 6gretim yaklasiminin ilkelerini bilir.

1.2.4. Kavram temelli 6gretimin 6zelliklerini bilir.

1.2.5. Ogretimi farklilastirmanin gerekgelerini bilir.

1.2.6. Ogretimi nasil ve neye gore farklilastirabilecegini bilir.

1.2.7. Farkhlastiriimis 6gretim, bireysellestirilmis egitim ve zenginlestirme kavramlari arasindaki farki
bilir.

2. YETERLIK ALANI: BECERI

2.1. Alt Yeterlik Alani: Egitim ve Ogretimi Planlama

2.1.1. Bir dersi farkhlastiriimis 6gretim yaklasiminin ilke ve basamaklarina gore planlar.
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2.1.2. Ders plani hazirlamanin her agsamasinda Bloom’un taksonomisinden yararlanir.

2.1.3. Bireysel farkliliklari dikkate alarak esnek ders planlari hazirlar.

2.1.4. Hazirbulunusgluga iliskin 6lgme sonuglarini, 6gretimi planlamak igin kullanir.

2.1.5. Kazanima iliskin belirledigi temel kavram, ilke ve becerileri tanimlarini planlama asamasinda kullanir.
2.1.6. Olgme verilerini kullanarak icerigi farkllastirir.

2.1.7. Olgme verilerini kullanarak siireci farkllastirir.

2.1.8. Olgme verilerini kullanarak dgrencilerin ortaya koyacaklari tiriinlere iliskin secenekler sunar.

2.1.9. Ogrencilerin durumunu dikkate alarak gerektiginde mekanda uyarlama yapar.

2.1.10. Ogretimi sekillendirmek icin siire¢ degerlendirme tekniklerini kullanir.

2.2. Alt Yeterlik Alani: OGrenme Ortamlari ile Siireglerini Olusturma ve Siirdiirme

2.2.1. Kavram temelli 6gretimi uygular.

2.2.2. Grup dinamiklerine uygun esnek gruplama tekniklerini planl veya anlk olarak uygular.

2.2.3. Farklilastiriimis 6gretim yaklagimina uygun strateji, yéntem ve teknikleri siiregte kullanir.

2.2.4. Zaman, mekan, materyal ve etkinligin kontroliinii ve yonetimini saglar.

2.2.5. Her bir 6grenciyi sinifin dogal bir Gyesi olarak kabul ederek demokratik bir sinif iklimi olusturur.
2.2.6. ihtiyaci olmasi halinde, sinif igerisinde ve disinda is birligi yapabilecegi uzmanlara basvurur.
2.2.7. Her bir 68rencinin bireysel gelisimi ve gruba gore gelisimini takip eder.

2.2.8. Her bir 6grencinin gelisim dlizeyine uygun sekilde, gitgide karmasiklasan temel bilgi ve beceri kazanma
firsatlari sunar.

2. 3. Alt Yeterlik Alani: Gl¢me ve Degerlendirme

2.3.1. Hazirbulunuslugu belirlemek icin 6n degerlendirme yapar.

2.3.2. iigiyi belirlemek icin 6n degerlendirme yapar.

2.3.3. Ogrenme profillerini desteklemek icin gézlem ve gériismelerden yararlanir.

2.3.4. Ogrencilerin gelisimini takip edip dgretimi planlamak icin siire¢ degerlendirme tekniklerini bir arada kullanr.

2.3.5. Ogrencilerin gelisimini takip edip notlandirmak icin sonug degerlendirme tekniklerini bir arada kullanir.

3. YETERLIK ALANI: INANIS

3.1. Alt Yeterlik Alani: Ogretmenlik Anlayisi

3.1.1. Ogretimi kilavuzlayan, lider bir 6gretmen roliinii Ustlenir ve bu rolii 6grencileri ile paylasir.
3.1.2. Bireysel farkliliklara saygi gosterir.
3.1.3. Mizahi ve kucaklayici dili siklikla kullanir.

3.1.4. Yasam boyu 6grenen bir anlayigla mesleki gelisimini stirdirtir.

3.2. Alt Yeterlik Alani: Tutum

3.2.1. Ogrencilerinin bir potansiyeli olduguna inanir.
3.2.2. Ogrenciyi bir birey ve dgrencinin gelisimini bir biitiin olarak goriir.

3.2.3. Her bir 6grencinin en Ust seviyede surekli gelisim gosterecegine inanir.
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Appendix 3- Expert Opinion Form / Ek 3- Uzman Gériisii Formu

1. BOLUM: YETERLIKLERIN DEGERLENDIRILMESI

Listel 1 Yeterlik Bashiklan ve Yeterlikler

Uzman Goriisi

1. BILGI (Ozel alan bilgisi ve FOY’Un pedagojik bilgisi)

1.1. Disiplinlere lligkin Bilgi

1.1.1. Derslere ait kazamimlarin Snemli noktalanim bilir.
Bir uzmaniik alani olarak ogretmeniik, alana yonelik icerigi ve olgular: bilmenin yaninda,
temel ilke, kavram ve becerileri de ytiksek nitelikli duzeyde sergileyebilmeyi

Farklilagtinimig 6gretim
yaklagimi (FOY) ile ilgili mi?

Dogru sekilde ifade edilmis mi?

gerektirmektedir (Tomlinson ve digerleri, 2008). Evet O ‘ Hayir O EvetO | Hayir O
Gorisgleriniz:

1.1.2. Derslere ait kazanimlarda yer alan temel kavramlarn ve ana fikirleri bilir. FOY ile ilgili mi? Dogru sekilde ifade edilmis mi?

Ogrefimin farkliastinidign bir derste temel odak, kavram ve ilke temelii oldugundan

agretmenin ogretilmesi esas olanlarnin belirlernesi gerekiyor (Geel ve digerleri, 2019). EvetD ‘ Hayir O EvetD | Hayir 1
Gorigleriniz:

(Orijinal formda her bir yeterlije yonelik bu degerlendirmenin yapiimasi saglanmigtir.)

2. BOLUM: YETERLIKLERIN BUTUNLUGUNUN DEGERLENDIRILMESI

Asagida yer alan agik uclu sorularla, lutfen yeterlik listesinin batundne iligkin degerlendirmelerini bildiriniz.

1.Yukanda belirtiimis olan 37 maddelik yeterlik listesi, bir o6gretmenin ogretimi
farklilagtirabilmesi icin sahip olmasi gereken butan ozellikleri icermekte midir?

Gorusleriniz:

2. Yukandaki yeterlik listesine eklenmesinin gerekli oldugunu dusundugunuz maddeler
nelerdir?

Gorusleriniz:

3.Ulagilan yeterliklerin, kapsamlar belirtilmis olan ¢ farkli temada ifade edilmesi uygun

mudur?

Gorusleriniz:
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