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Abstract
This study intended to investigate primary school teachers’ classroom management and student
achievement in their classrooms. For this purpose, a total of 150 class -hours were spent on
observing one first grade and four second grades in a primary school in Eskisehir city center
between October 2013 and December 2013. Research participation criteria for teachers included
volunteering for the study and having at least one special needs student in their classrooms for
observation so that teacher behaviors towards the special needs students could be observed.
Researcher-developed observation form was used in the study for data collection purposes to
record teachers’ classroom management practices during observations. The form included several
dimensions related to classroom management behaviors such as the exact moment of the lesson in
which the teacher starts teaching, the locations of special needs students during the class period,
use of rewards-punishment for special needs students and other students, use of individualized care
for special needs students and the degree of effective use of classroom period. Data related to
student achievement were obtained from the results of a general achievement test given to all
students at the school based on their grade levels. Research data were analyzed via descriptive
statistics and one way analysis of variance (ANOVA) to determine the difference between groups.
The findings showed that teachers tended to place special needs students at the back rows of the
classroom and that they did not provide individualized teaching opportunities in line with the
needs of special needs students. It was also found that number of correct answered in the general
achievement test significantly changed according to students’ teachers.
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Introduction
Teacher qualifications and behaviors affect student achievement and behaviors. Student
achievement can be regarded as the most important output of education. Expectations and
pursuit of different groups such as students, families and educators in terms of achievement
have resulted in various studies by researchers focusing on the factors that explain student
achievement. Several studies that focus on student achievement address topics such as the
effects of teacher or familial expectations on student achievement (Phillipson and Phillipson,
2012; Segedin, 2012), relationship between achievement and the period allocated to learning
(Özer and Anıl, 2011; Savaş and Gürel, 2014) and effects of feelings such as belonging to
school and being accepted at school on achievement (Lemberger and Clemens, 2012; Kosir
and Tement, 2013). However, when it comes to student achievement, the emphasis is on
teachers since teacher qualification is a more important factor compared to other school
factors in increasing student achievement (Akiba, Le Tendre and Scribner, 2007) and since
the proof has been presented about the strong relationship between teacher generated
classroom climate and teaching methods, which may be classified as classroom methods, and
student achievement by various researchers (Wang, Haertel and Walberg, 1994; Wright, Horn
and Sanders, 1997). The fact that teachers are prominent factors in ensuring student
achievement has led many researchers to study the relationship between teachers and student
achievement. Studies in the field emphasize issues such as increased achievement in
disciplined classrooms (Akyüz, 2006), importance of teachers in ensuring academic focus by
decreasing undesired behaviors and increasing desired behaviors (Kunter, Baumert and
Köller, 2007), existence of the relationship between achievement and teacher qualifications
(Akiba, Le Tendre and Scribner, 2007; Darling-Hammond, 1999; Gallagher, 2002; Tomlinson
and Jarvis, 2014) and the need for teachers to adapt and regulate the environmental variables
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in order to increase student achievement (Baker, Clark, Maier and Viger, 2008). The common
aspect of all these studies is the investigation of teacher qualifications and behaviors as the
most important factor on student achievement.
Teacher behaviors affect student interest towards the lessons and their study habits and
therefore their achievement. Student interest and participation can be increased through the
use of effective classroom management techniques. It is emphasized by different researchers
that the students of teachers who effectively manage their classrooms participate in classes
more, student achievement increases via more participation in classes and problem behaviors
decrease (Emmer and Stough, 2001; Evertson, 1989; Marzano, Marzano and Pickering,
2003). Various behaviors of teachers who manage their classrooms well are listed in the
literate. Teachers, who effectively use classroom management such as teach effectively,
reward appropriate behaviors, impose sanctions on inappropriate student behaviors, adapt
lessons based on student characteristics and effectively use the lesson period can increase
student achievement and desired behaviors (Emmer and Stough, 2001; Gettinger and Kohler,
2006). A study that examined evidence-based practices in classroom management (Simonsen,
Fairbanks, Briesch, Myers and Sugai, 2008) emphasized that teachers can increase students’
on task study behaviors by using strategies such as identifying and teaching classroom rules,
monitoring student behaviors, rewarding appropriate student behaviors, displaying consistent
responses to inappropriate student behaviors and ensuring student participation via different
teaching methods. Teachers who use classroom management techniques that have been
proven to be effective manage their classroom better and positively affect student
achievement and behaviors.
Teachers should be aware of student characteristics and needs for a good classroom
management (Marzano, Marzano and Pickering, 2003) which increases student participation
and achievement (Emmer and Stough, 2001). Since students’ individual characteristics and
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needs are different from one another, teachers should be flexible to adapt their teaching based
on student abilities, previous information levels and learning paces. Although teachers
sometimes undertake educational adaptations to meet the different needs of typically
developing students in their classrooms, they may tend to behave differently when it comes to
students diagnosed as special needs students. It is known that teachers may tend to regard the
differences of special needs students as a source of problems rather than as a dimension in
regulating teaching or as the basis for adaptation (Cook, Cameron and Tankersley, 2007).
However, it is emphasized in literature that teacher attitudes and behaviors are the most
important factors for student achievement in inclusion classrooms just like in the other
classrooms (Soodak and McCarthy, 2006).
Inclusion practices that ensure teaching special needs students in the same classrooms with
typically developing students have become common with the acceptance of PL 94-142
principles in the whole world after PL 94-142 went into effect in USA in 1975. Although it
has been 40 years since the acceptance of these principles, problems regarding practices in the
field of inclusive education still continue. The fact that teachers and teacher candidates do not
have sufficient information related to inclusive education, that they do not feel ready for
inclusive education, that they feel special needs students should be educated in separate
schools show that teachers have a common and negative outlook to inclusive education both
in the world (Cook, 2002; Cullen, Gregory and Noto, 2010; Hemmings and Woodcock, 2011;
Thaver and Lim, 2014) and in Turkey (Gökdere, 2012; Korkmaz, 2011; Sadioğlu, Bilgin,
Batu and Oksal, 2013; Sucuoğlu, Bakkaloğlu, İşcen-Karasu, Demir and Akalın, 2014; Varlıer
and Vuran, 2006). Although legal arrangements related to special education in Turkey are
based on teaching special needs students with their peers in the same environment assisted by
support services (Statutory Decree no. 573, 1997: Articles 4, 12 and Special Education
Services Regulations, 2006: Article 6), inclusive education practice is limited to placing
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special needs students in general education classrooms (Sakız and Woods, 2015). Inclusive
education which needs to be unrestricted since it is a legislative right (Hansen, 2012) can only
be undertaken in a limited manner in Turkey due to problems such as crowded classrooms,
deficiencies in assessment processes and incompetence of general education teachers as well
as due to problems in comprehending the philosophy that underlines the practice (Sakız and
Woods, 2015). Teachers have common beliefs regarding inclusive education especially in two
points: First, teachers believe that special needs students take too much of teachers’ time;
second they believe that teaching special needs students require special abilities that general
education teachers do not possess (Broomhead, 2013; Cullen, Gregory and Noto, 2010).
Several factors can be considered as effective in forming teachers’ consensus in terms of
special needs students and inclusive education. For instance, the fact that special needs
students are described with negative characteristics and deficits as individuals with learning
problems who are impulsive, aggressive, self-destructive and uncontrolled in university
textbooks can result in establishing an over generalized perspective towards these individuals
(Güner-Yıldız, Sazak-Pınar and Melekoğlu, 2014; Morrison and Rude, 2002). As a result of
this point of view, teachers may regard “special needs” as a cause for problem behaviors
(Smith, 2000) and tend to refuse to take with special needs students or pay sufficient attention
to them even if these students are registered in their classrooms (Cook, Cameron and
Tankersley, 2007). Secondly, generally negative social perspective towards the disabled
people (Güner-Yıldız, 2015a) may be considered as a factor that affects teacher views and
behaviors as well. Views of the dominant groups in the society that regard the disabled as a
burden and that reject their existence and their preferences are paving the way for excluding
the individuals without typical developmental patterns from general education classrooms
(Ballard, 2013). Although it is understandable that teachers adopt a generally accepted social
outlook as members of society, it cannot be accepted. Since successful and equalitarian
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inclusive education requires competent, willing and responsive teachers (Killoran, Woronko
and Zaretsky, 2013), it is imperative to investigate and develop teacher qualifications and
behaviors. Examining teacher characteristics and behaviors in classrooms where inclusive
education is practiced is crucial to obtain data that will form the foundation for effective
teaching practices in these classrooms.
Several studies undertaken in the classrooms where inclusion practices were implemented can
be found in the literature. Some of these studies focused on teacher views, skills and
behaviors related to classroom management. Topics such as effects of working with a
resource teacher on teachers’ inclusive education provision skills (Thomson, 2013), views of
general education teachers on necessary arrangements regarding the special needs students in
their classrooms (Kargın, Güldenoğlu and Şahin, 2010), effects of focusing on students on
student participation in class (Logan, Bakeman and Keefe, 1997), relationship between the
quality of Individualized Education Program (IEP) and student participation in class (Ruble
and McGrew, 2013), effects of field experience on special and general educators’ knowledge
and skills (Hanline, 2010), characteristics of teacher and student behaviors in inclusive
education classrooms and their relationships (Güner-Yıldız, 2015b; Güner-Yıldız and SazakPınar, 2012; Sazak-Pınar and Güner-Yıldız, 2013) can be cited as the research topics
investigated by researchers both abroad and in Turkey. However, studies on student
achievement in inclusive general education classrooms are limited. One of these limited
studies investigated the quality of IEP in America as an important factor for increasing special
needs students’ achievement (La Salle, Roach and McGrath, 2013). The study that was based
on the premise that quality of IEP and students’ test achievement were related found that
goals in the investigated IEPs were of varying quality and that sufficient ties were not formed
between goals and student performances. A second study in the field undertaken in our
country examined how teachers assessed inclusive education students’ achievements via
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teacher views by investigating 25 teacher views (Güven and Gürsel, 2014). These studies did
not focus on the achievement of students in general education classrooms but investigated IEP
quality and teacher views in connection with special needs students’ achievement. It is
evident in literature that studies on teacher behaviors and student achievement in general
education classrooms where special needs students are enrolled are limited. It is possible to
examine student achievement in general education classrooms from different dimensions such
as achievement of special needs students, achievement of students with typical developmental
patterns and the effects of teacher behaviors on students.
By focusing on a relatively less studied topic in literature, this study intended to investigate
teacher behaviors and student achievement in general education classrooms that include
special needs students in two dimensions: The first dimension aimed to describe classroom
management behaviors of general education classroom teachers and their behaviors towards
students with special needs and the second dimension investigated whether teachers’
behaviors were related to the classroom’s average exam success.
This study, which is expected to fill a gap in the literature by focusing on teachers’ classroom
management behaviors in general education classrooms, their behaviors towards special needs
students and examining these variables by associating them with classroom achievement,
sought to answer the questions below:
1.What classroom management behaviors do the teachers assigned to general education
classrooms display and how do they behave towards the students that they think to be special
needs students?
2.Do students’ exam achievement in general education classrooms significantly change
according to teachers’ classroom management behaviors?
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Methodology
Research Model
This study was designed as a descriptive and relational study. Educational researchers
undertake relational studies to present the relationships between variables related to
situations/cases or events that go beyond simply describing them (Büyüköztürk, KılıçÇakmak, Erkan-Akgün, Karadeniz and Demirel, 2014). This study aimed to describe the
behaviors of classroom teachers assigned to general education classrooms and identify the
relationship between these behaviors and student achievement.
Study Group
Data were collected in a total of five classrooms (one first grade and four second grades) in a
primary school situated in Eskisehir city centre. Criteria for selecting the classrooms for the
study included volunteer participation by teachers and having at least one student in the
classroom who is thought to be a special needs student by the participating teacher. Special
needs students in the study seem to have been identified as special needs students by the
teachers themselves and in actuality these students do not have diagnoses because although
teachers had actually wanted to send these students to Research and Guidance Center for
examination, their parents did not want their children to be diagnosed and therefore the
students were not examined in that regard.
While the primary school in which the study was carried out have more than 20 first and
second grades, teachers with no students that are relatively different from the norm and no
special needs students were not taken in the framework of the study and therefore the study
was limited to five classrooms that met the criteria. The number of students in these
classrooms changed between 29 and 30. Four of the students qualified as special needs by the
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teachers were males and one was female. Three of the classroom teachers participating in the
study were males and two were females between the ages of 38 and 50.
Data Collection Tools
As data collection tools, class observations were used to identify teacher behaviors and a
school wide achievement test was utilized to determine student achievement. An observation
form was developed by the researcher to be used in class observations to identify teacher
behaviors. The observation form in which teachers’ classroom management practices were
recorded includes the teacher behaviors listed in Table 1. Teacher behaviors listed in Table 1
were recorded via observations undertaken a total of 150 class hours in 5 separate classrooms
and the results provide 150 separate pieces of data related to each behavior.
Table 1
Behaviors listed in teacher observation form
1
2

3

4

5

6

During the class period, at which minute does the teacher starts and completes the lesson?
During the class period, what is the frequency of non -academic teacher behaviors such as answering the
phone, talking with a classroom visitor, talking about a topic unrelated to the class or talking with a student
who is asking for permission to leave the classroom?
What is the level of interaction between the teacher and the special needs student during the lesso n?
(Teachers’ academic interaction with the special need students such as asking questions, helping, drawing
attention, telling what to do was recorded separately as 1).
Does the teacher provide adaptations for the special needs student? (If the studen t is working on a task
which is appropriate for his/her individual needs and that is different from the rest of the classroom the
response was recorded as “yes” and if the student is working on the same tasks as the classroom the
response was recorded as “no”.
What is the number of rewards -punishments given to students with special needs, and typical
developmental patterns? (Each reward and punishment/warning/behavior of disapproval used by the
teacher for students with special needs, and typical developmental p atterns was recorded as 1.
Where does the special needs student sit in the classroom?

In addition, observers assessed the teachers’ classroom management for each lesson for 10
characteristics with the help of a section added at the end of the observation form and gave
each teacher a classroom management score. The behaviors cited in the list which included
effective classroom management strategies used by teachers who manage their classrooms
very well (Gettinger and Kohler, 2006; Jones and Jones, 2001) define teacher behaviors that
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aim to enhance student achievement by increasing their in-class participation, facilitate
comprehension and teaching effectively. This assessment list which reflects subjective
perspectives of the observers and which allows teacher assessment on a 1-10 scale by
assigning a point to each behavior includes the behaviors listed in Table 2. Since each of the
five teachers were observed 30-class hours, their classroom management assessment scores
was formed by taking the average of the scores given for 30 separate lessons.
Table 2
Classroom management behaviors scored by the observers
1
2
3
4
5
6
7
8
9
10

Does the teacher link the topic to previous topics or to daily life?
Does the teacher teach the topic in a consistent order from easy to more difficult and without jumping from
topic to topic?
Does the teacher draw student attention to the topic by avoiding unrelated topics and concepts?
Does the teacher provide sufficient number of examples to objectify the topic?
Does the teacher provide more than one activities during class by using different teaching methods and
materials?
Does the teacher use simple and intelligible language?
Does the teacher ensure the maintenance of student interest by asking questions related to the lesson?
Does the teacher ensure that all students listen to both presentation of the lesson and the questions t h at are
asked?
Does the teacher allow for sufficient time for the student to provide an answer?
Does the teacher check for comprehension and re-teach the topic if it is not understood?

Data regarding student achievement were obtained from the results of a school-wide general
achievement test jointly given to students in the same class levels. The exam prepared by an
educational company to review the topics studied by students so far was composed of a total
of 42 questions (15 Turkish, 15 Mathematics and 12 Social Sciences). Assessment of the test
which was given in the same date in different provinces under similar conditions and
calculation of students’ achievement scores were undertaken by the company which organized
the test as well. Exam results which made it possible to compare students on the basis of
provinces, districts and schools were given to schools in the form of lists by the educational
company which prepared the test so that teachers were able to establish the placement level of
their students in comparison to a wide sample. All classrooms in the study except the first
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grade classroom participated in this exam and the exam results were obtained by the
researcher from the list given to the teachers. Exam result lists provided detailed data such as
student scores, number of correct answers and placement on the basis of their school and in
the district and in the province as well as among provinces. Since the exam result lists
included different variables such as previous achievement scores and weighted lesson scores
used by the company in calculating achievement scores, this study used the number of correct
answers in analysis.
Process
Training

of

Observers: Five

undergraduate

students

attending Eskisehir Osmangazi

University Special Education Department were trained to provide classroom observations.
Training started with a meeting in which the candidates for observation were explained by the
researcher about general topics about scientific studies such as scientific research methods,
rules to follow during scientific studies, qualities that studies should include and research
ethics. Later, information was provided about the topic of the current study, method and data
collection tools. Following the information about the general topics, candidates were informed
of the characteristics of classroom observations planned for the candidates in the framework
of the study. The candidates were informed of the purpose of classroom observations, the
content of the data collection tool that would be used in the observations, rules to follow
during observations and how the data collection tool would be marked and later they were
provided with opportunities for trial. Trial observations included watching lesson videos
recorded in primary classrooms. Observer training continued by having candidate observers
and the researcher watch three separate classes of a teacher and fill observation forms.
Comparison of the consistencies in the observation forms for three classes showed 57%
lowest and 86% highest consistency between the researcher and the candidate observers. Later
the reasons for inconsistent assessment were discussed with the candidate observers and the
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points that needed to be taken into consideration were reviewed again. As the last step, two
sample lesson videos were watched by the researcher and the candidate observers and
observation forms were filled. The comparison of the observation forms pointed to 86%
lowest and 100% highest consistency between the researcher and the candidate observers and
the training completed at this point.
Data Collection Period: A total of 150 class hours (30 separate class hours in each classroom)
were observed between October and December 2013. The observations took place in different
lessons and periods for the full class period. During observations, it was ensured that teachers
made presentations, had practices with the students and undertook other academic activities
related to class. When teachers were busy with giving exams, had other activities other than
the class topic or left the classroom in the care of another teacher, observations were not done
and the same classrooms were visited again at another date for observation. Observers went to
the classrooms five minutes before lessons started and took their place at the back of the
classrooms; observation started when the teacher came to the classroom and continued until
the minute the lesson was completed by the teacher.
To ensure reliability in observations, the researcher and observers observed the lessons in
parallel to each other in 30 lesson hours out of 150 and inter-rater reliability was calculated.
Inter-rater reliability is the comparison of two independent observers who use independent but
concurrent assessments as to whether a target behavior exists (Alberto and Troutman, 2006)
and the following formula was used to calculate inter-rater reliability. Inter-rater reliability=
[(agreements / agreements + disagreements)] x 100.
The level of consistency in parallel observations provided by the researcher and the observers
was as follows: 78% consistency in two observations, 85% in five observations, 92% in
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fifteen observations and 100% in eight observations and it was determined that consistency
average in parallel observations was 92%.
Data Analysis: Research data were analyzed using descriptive statistics and one way variance
of analysis (ANOVA) test to determine the difference between groups.
Findings
Average teacher behaviors displayed in a class hour were calculated based on the observations
undertaken for 30-hour each in five classroom teachers’ classrooms. Table 3 presents the
following information respectively: the minute in which the teacher starts the lesson after the
lesson period starts (starting the lesson), the time period in which the teacher finishes the
lesson before the lesson period ends (finishing the lesson), sum of lost time during starting
and finishing the lesson (total time loss), the number of interruptions due to non-academic
reasons (interrupting the lesson), frequent of academic teacher interactions with special needs
students (academic with SEN), whether the teacher provides adaptations in instruction for
special needs students (adaptation), the placement of special needs students in the classroomin which row (SEN placement), number of rewards and punishments/warnings/disapproval
behaviors used by teaches for special needs students (SEN reward/SEN punishment), number
of rewards and punishments/warnings/disapproval behaviors used by teaches for students with
typical developmental patterns (Other students reward/ Other students punishment), score
given to teachers by the observers (teacher average score) and the number of correct answers
in student’s achievement test (exam average correct answer).
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Table 3

Teacher
average score

3,5

2,5

0

4,9

0,2

2,0

7,0

18,2

5,83

2-C

10,3

1,6

11,9

2,5

0,2

0

5,8

0

0,7

2,6

20,0

6,37

27,1

2-D

6,5

0,7

7,2

1,1

1,6

0

4,4

0

0,9

4,0

21,3

6,43

27,3

2-F

4,3

0,2

4,5

1,6

1,4

0,1

4,0

1

0,5

29,3

23,5

8,97

34,8

2-J

11,1

0,4

11,5

2,8

1,6

0

3,7

0,2

0,2

3

17,5

6,37

29,7

X

6,9

1,06

8

2,3

1,5

0,02

4,6

0,3

0,9

9,2

20,1

6,8

29,7

Exam
average
correct
answer

Academic
with SEN

4,7

Other
students reward
Other
studentspunishment

Interrupting
the lesson

2,4

SEN
punishment

Total time
loss

2,3

SEN reward

Finishing the
lesson

1-D

Class

Adaptation

Starting the
lesson

Placement of
SEN

Teachers’ classroom management behaviors and average correct numbers in student
achievement tests

Table 3 shows that total time loss, calculated on the basis of the minutes in which teachers
start and finish the lessons, was rather high (an average of 8 minutes in a 40-minute lesson
period) and it was found that the lesson was interrupted 2 or 3 times for non-academic tasks.
The Table also points to the facts that teacher interactions with special needs students in a
class hour was very little (an average of 1,5 times), that none of the teachers, other than 2F
classroom teacher, made adaptations for special needs students and that special needs students
were placed at the back rows (fourth row or farther back). In terms of use of rewards and
punishments, teachers were observed to use rewards very little (an average of 0,3 times in a
class hour) for special needs students, the use of punishments/warnings/disproval behaviors
were three times higher than those of rewards (an average of 0,9 times in a class hour) and
teachers tended to use punishments/warnings/disproval behaviors for all students (special
needs students and other students) more than the use of rewards. Based on the observers’
scores, the highest score was obtained by 2F classroom teacher (8,97 out of 10) and it was
found that students in this teacher’s classroom answered more correct questions (an average
of 34,8 correct answers) compared to students in the other classrooms.
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Table 4
Results of One-Way ANOVA undertaken to determine whether time loss differed according to
teachers
Source of
Variation

Sum of
Squares

sd

Mean
Squares

F

P

Significant
Difference

Between
groups

1132,358

3

377,453

19,049

,000

1-2, 1-3,
2-4, 3-4

Within
Groups

2298,567

116

19,815

Total

3430,925

119

As can be seen in Table 4, results of analysis pointed to significant differences between
teachers in terms of time loss [F(3-116)=19.05, p<.01]. Results of Scheffe test, undertaken to
determine the source of difference showed that time loss for 2F classroom teacher (X=4.53)
and for 2D classroom teacher (X=7.17) were significantly less than those of 2C and 2J
classroom teachers (X=11.9 and X=11.5). The calculated effect size was found to be at
medium level (η2=.33).
Table 5
Results of One way ANOVA undertaken to determine whether students’ correct answers in the
achievement test differed according to teachers
Source of
Variation

Sum of
Squares

sd

Mean
Squares

F

P

Significant
Difference

Between
groups

1135,625

3

378,542

10,769

,000

3 – 1/2/4

Within Groups

4077,367

116

35,150

Total

5212,992

119

Table 5 shows significant differences between correct student answers in the achievement test
based on their teachers [F(3-116)=10.77, p<.01]. Results of Scheffe test, undertaken to
determine the source of difference between teachers showed that students in 2F classroom had
significantly more correct answers (X=34.8) compared to the students in the other three
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classrooms (2C, 2D, 2J) (X=27.1, X=27.3, X=29.7) The calculated effect size was found to be
at a low level (η2=.22).
Table 6
Results of One way ANOVA undertaken to determine whether students’ correct answers in the
achievement test differed according to teachers’ classroom management scores provided by
the observers
Source of
Variation

Sum of
Squares

sd

Mean
Squares

F

P

Significant
Difference

Between
groups

1034,225

2

517,112

14,478

,000

6,37-8,97
6,43-8,97

Within Groups

4178,767

117

35,716

Total

5212,992

119

Table 6 shows that the number of correct answers provided by the students in the achievement
test significantly differed according to the scores given to teachers by the observers [F(2117)=14,48, p<.01]. Results of Scheffe test, undertaken to determine the source of difference
between student averages showed that the average correct number of 2F students in the test
(X=34.8) were significantly higher than those of students in the other three classrooms (2C,
2D, 2J) (X=27.1, X=27.3, X=29.7). The calculated effect size was found to be at a low level
(η2=.20).
Discussion
This study intended to describe classroom management behaviors of teachers teaching in
general education classrooms that included special needs students along with students with
typical developmental patterns and to determine whether classroom achievement score
changed according to teachers’ classroom management behaviors. According to the findings,
teachers displayed insufficient classroom management behaviors. For instance, it was found
that an average 8 minute loss was experienced in a 40-minute lesson period due to teachers’
coming to classroom late or finishing the lesson earlier than the norm. In addition to this time
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loss, the fact that the lesson was interrupted 2 or 3 times due to non-academic tasks also added
to the time loss and the lesson period which was meant for academic tasks decreased.
However, it is emphasized in the literature that one of the factors that predict student
achievement is the time allocated for learning (Özer and Anıl, 2011; Savaş and Gürel, 2014).
In order to increase the time allocated for learning, teachers should use the lesson periods
effectively and ensure that students spend their time on academic tasks by taking necessary
precautions to increase student participation in class. Researchers highlight the facts that
teachers’ classroom management skills play important roles in maximizing academic
interaction time between teachers and students (McGee, 2001) and that student participation
in class can be ensured via effective teaching skills (Jordan, Schwartz and McGhieRichmond, 2009). Since high level of participation is related to achievement (Baker, Clark,
Maier and Viger, 2008), it is emphasized in the literature that the best thing a teacher can do
for student learning is to organize the classroom and the time in a manner that is free from
interruptions (Evertson and Harris, 1992; Kunter, Baumert and Köller, 2007). Although it is
crucial for achievement, time losses observed in the classrooms participating in the study
point to the need for teacher training in effective use of classroom time.
When the findings related to the teacher behaviors towards students with special needs are
examined, teachers were found not to display the behaviors that would facilitate special needs
students’ participation to the lessons. Studies emphasize the need for assigning level
appropriate tasks for special needs students to ensure their engagement with academic tasks
(Emmer and Stough, 2001). But the findings of this study revealed that only one of the five
special needs students were able to receive level appropriate instructional adaptations from
his/her teacher and only in some lessons. The identified level of teacher interaction frequency
(1,5) with special needs students is not sufficient to ensure academic participation of these
students which is already too little (McIntosh, Vaughn, Schumm, Haager and Lee, 1993). The
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fact that special needs students were placed in the back rows in the classrooms can be
regarded as a barrier for teachers to reach these students and often and easily display the
required behaviors to keep them involved in the lesson. On the other hand, placement of
special needs students at the back rows can be regarded as an indication for teachers’
unwillingness to make special/extra efforts for their special needs. Although teachers who
manage their classrooms well are teachers who not only know their content area very well but
also know how to plan and teach the lessons by taking different needs into consideration as
well (Berry, 2002), teachers are generally known to have negative attitudes when it comes to
special needs students. For instance, in the interviews with classroom teachers, teachers stated
that classroom teachers are incompetent in terms of special needs students and that special
education is better for these students (Sadioğlu, Bilgin, Batu and Oksal, 2013). Similarly, in a
study with pre-school teachers, teachers expressed that the felt inadequate to work with
special needs students, had a hard time working with them and they felt uncomfortable having
these students in their classrooms (Varlıer and Vuran, 2006). Studies abroad also provided
similar results (Cook, 2002; Cook, Cameron and Tankersley, 2007; Hemmings and
Woodcock, 2011). Findings of the current study support the previous findings that emphasize
teachers’ attitudes towards special needs students and the need to improve these practices.
Existence of many special needs students -with or without diagnosis- in general education
classrooms makes it imperative to train the teachers working in these classrooms in the area of
special needs students. Literature reports that participation in various trainings or practices
regarding inclusive practices in general education classrooms positively change teachers’
attitudes (Gao and Mager, 2011; Killoran, Woronko and Zaretsky, 2013; Recchia and Puig,
2011; Van Laarhoven, Munk, Lynch, Wyland, Dorsch, Zurita, Basma and Rouse, 2006;
Walton and Rusznyak, 2014). Trainings that will be provided for teachers working in
inclusive classrooms should address special education, effective teaching and instructional
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adaptations and planning for trainings should include content that will make these teachers
feel responsible for special needs students (Jordan, Schwartz and McGhie-Richmond, 2009).
When the frequency of behaviors related to use of rewards and punishments or warnings for
special needs students and other students are examined, it was seen that punishments or
warnings were more often used compared to rewards. While teachers made use of rewards an
average of 0,3 times in a lesson for special needs students and used rewards 9,2 times for all
other students in a class period, they used punishment of warning behaviors two times more
for both groups. Three separate studies in inclusive classrooms (Güner-Yıldız, 2015b; GünerYıldız and Sazak-Pınar, 2014; Sazak-Pınar and Güner-Yıldız, 2013) identified that classroom
teachers used punishing or warning behaviors defined as disproval more often compared to
approval behaviors (rewards). In fact, the literature emphasizes that teachers should approve
appropriate student behaviors -or in other words reward these behaviors- in order to increase
desired behaviors and decrease problem behaviors and that teachers should use negative
behavioral management techniques such as punishment as the last resort (Brophy, 2006;
Landrum and Kauffman, 2006; Swinson and Harrop, 2001). It is identified that oral rewards
are especially effective in decreasing students’ problem behaviors (Ferguson and Houghton,
1992) and via rewarding students, teachers can ensure using the lesson time for academic
tasks by decreasing the time spent with dealing with problem behaviors (Brophy, 1983; Chalk
and Bizo, 2004). It is believed that researchers should study the reasons why teachers do not
often use rewards despite its importance on managing student behaviors.
The study also examined whether student achievement differed according to classroom
teachers. Based on the findings, achievements of 2F students in the exam were significantly
higher than those of other three classrooms. When classroom management behaviors of 2F
classroom teacher is examined, it was seen that, among the five teachers that participated in
the study, this teacher had less time loss in classes and used rewards and punishments more.
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2F classroom teacher who used rewards an average of 29,3 times in a lesson used rewards
four more times than the teacher who utilized the most number of rewards in the study and
although he/she was the teacher who used the highest number of punishments/warnings, this
finding was not significant since all other teachers used punishments/warnings behaviors to a
high degree. It is known that teachers who effectively make use of class time increase student
on-task behavior and are effective on student achievement (Baker, Clark, Maier and Viger,
2008; Kunter, Baumert and Köller, 2007). Use of rewards is defined as one of the effective
elements in managing student behaviors (Landrum and Kauffman, 2006). The facts that 2F
classroom teacher used class periods effectively and gave 4 times more rewards compared to
other classroom teachers in the study may have been effective in ensuring student
achievement. 2F classroom teacher, the only teacher in the study who made adaptations for
the special needs student in his/her class, albeit from time to time, seemed to ensure student
achievement by letting the special needs student to succeed in the framework of his/her own
abilities. Based on observer scores, this teacher who had the best classroom management
skills among the five classroom teachers in the study was observed to display behaviors that
would make students learn better. These behaviors which included linking the topic to
previously learned topics, providing sufficient number of examples, using simple and
intelligible language and checking comprehension to make sure the topic is understood are
effective teaching behaviors. It is believed that using effective teaching methods, using more
rewards, using the class period more effectively and adapting the instruction to the needs of
the special need student differentiated 2F classroom teacher and became instrumental in
ensuring his/her students’ achievement.
Teachers are important factors that can positively affect student achievement (DarlingHammond, 1999; Tomlinson and Jarvis, 2014). Findings of this study and many other studies
emphasize the need for enhancing teacher skills in order to increase student achievement
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(Akiba, Le Tendre and Scribner, 2007; Gallagher, 2002). It is imperative to invest in teacher
qualifications covering a wide range from undergraduate pre-service training to in-service
trainings to ensure achievement both in inclusive education classrooms and for all other
classrooms. And future studies should investigate the relationship between teacher behaviors
and student achievement in special education settings.
*A preliminary report of this study was presented at the 24st National Special Education
Congress, held in 2014 in Edirne.
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