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The aim is to develop a scale to demonstrate the instructional approaches that
teachers apply in inclusive preschool classrooms, where typically developed and
talented/gifted children are educated together. A total of 156 teachers working in
inclusive preschools in Ankara formed the study group. The scale consists of 22 five-
point, Likert-type items. Both exploratory and confirmatory factor analyses were
performed. As a result of the exploratory factor analysis, a structure consisting of three
factors and 18 items was obtained. The first factor termed as ‘Differentiation’ consists
of seven items, while the second factor, ‘Detection and Development of Potential’
consists of eight items, and the third factor of the scale, ‘Motivation’ consists of three
items. The scale accounts for 44.61% of the total variance. As a result of the
confirmatory factor analysis, it determined that the scale was in good agreement with
the model in general. The Cronbach alpha internal consistency coefficient of the scale
is defined as .88 and the reliability of the subscales is determined between .76 and .83.
In addition, the correlation coefficients of the items in each factor are higher than .30.
In general, it is found that the three-factor structure of the scale is valid and reliable.
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Introduction

Young children and their education are the constituents of preschool education. Understanding
children in terms of the ways and their learning skills is important in order to offer compelling
opportunities for all children. Preschool settings are places that support the child’s growing awareness
and discovery needs. Moreover, children’s understanding and adaptation to the world around them are
promoted within these settings via playing games, which is the most significant task of children at that
point in their development. In preschool education, the most basic aim is to enable children to explore
and develop ways of learning and to realise their maximum potential with the help of a child-centred
and game-based approach (Milli Egitim Bakanhgi [Ministry of National Education], 2013; Sutherland,
2006). Carr (2001) emphasised the necessity to enable young children to show interest, become active
participants, endure difficulties, form a mutual interaction with others, and to have tendencies like
protecting and taking responsibility in order to provide for their optimal development. Additionally,
examining the research conducted in this field, it can be seen that researchers emphasise the
importance of a quality preschool education experience and focus on the necessity for making an effort
to increase children’s acquisitions (Durlak, 2010; Gestwicki, 2016; Peyre, Ramus, Melchior, Forhan,
Heude, & Gauvrit, 2016; Reynolds, Temple, Robertson, & Mann, 2001). However, the recent increase in
the variety of child population makes it necessary for teachers to draw many lines in order to provide an
appropriate education not only for children from different religions, languages, races, ethnic origins or
those of refugee status, but in particular for special needs children (Van Tassel-Baska & Stanbaugh,
2010). Integration, cohesion and the concept of inclusive education, as expressed in recent years,
reflects the change in concepts related to the education of children with special needs. Inclusion/
integration is described as ‘full acceptance of a child who has special needs in a typical class’ with a
child-centred approach for children with special needs (Elkins, 2002, p. 77) by addressing a right in terms
of medical and inefficiency (Neilson, 2005). However, this concept is much broader than it may at first
seem. Mitchell (1999), who studied inclusive education on an international scale, found this type of
education had the following meanings in schools:

e Reducing learning barriers,

o Adaptation of the philosophy of all children, including children with special needs,
e |dentifying the diversity of the child population and responding to their needs,

e Being able to adapt to different styles and learning rates of children,

e Providing appropriate curricula, available resources, and ensuring equality of opportunities in
education with the schools through cooperating institutions/ organisations.

All these factors are limited to special needs children and it is very important to also extend this
scope to include talented and gifted children. In this context, today’s teachers are expected to
differentiate education in order to meet the learning needs of different children in the classroom, and it
is seen that many teachers are ready for that. Upon examining the literature; it can be seen that
education perceived on the basis of mainstream schools and integrated classrooms is the most
commonly accepted approach for talented and gifted individuals, and that there are many studies
supporting inclusive education for talented and gifted children (Callahan, Moon, Oh, Azana, & Hailey,
2015; Oakes, 1985; Sapon-Shevin, 1994; Van Tassel-Baska & Stanbaugh, 2010).

Differentiation within inclusive education environments implies making changes so as to meet the
individual needs of every child, or by adapting to them. Differentiation can be achieved through the
development of curriculum, and through the organisation of teaching ways and classroom environment
by the teacher. It may also be used as a basic strategy for academically advanced children within general
education classes regarding the education of gifted and talented children (Gadzikowski, 2013;
Tomlinson, 2013).
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The term ‘differentiation’ is used less frequently in preschool education, since preschool teachers
already put child development at the centre and are therefore already involved in making arrangements
for the individual needs and different development stages of every child. Preschool teachers understand
that children have the fastest growing cognitive and language skills, may possess big and small muscle
motor, social and emotional development from birth until the age of five, and that every child has
unique learning style and development process (Carr, 2001; Katz, 2008; Milli Egitim Bakanligi [Ministry
of National Education], 2013; Oktay, 2000). This understanding regarding child development makes us
think that because of such a target, the issue is the individualisation of children through their abilities,
interests and humour, and may therefore not be necessary to take precautions as teachers
(Gadzikowski, 2013). However, talented/ gifted children have more rapidly advanced cognitive skills
than the skills of other developmental areas when compared to children of typical development.
Therefore, they have different asynchronous developmental features (Morelock, 1992), and their
developmental and educational needs differ from their peers, which makes it impossible to meet these
features and needs within the same educational settings (Koshy, 2002; Silverman, 1992). Thus,
preschool teachers are still in need of support regarding how to differentiate curriculum, educational
applications and learning environments within the educational process according to the characteristics
of talented and gifted children (Gadzikowski, 2013; Riley, 2011).

On the other hand, teachers in general education classes face significant difficulties in finding
resources for children in the general education environment regarding practicable educational
applications and curriculum changes (Schumm & Vaughn, 1991). Even though teachers are disposed to
include talented and gifted children in these classroom activities, to encourage them for academic
achievement and provide support to them; unfortunately, they are less disposed to making special
changes in educational applications, to use different educational materials or to create a classroom
environment especially to meet their needs. Even experienced teachers find it difficult to prepare
special experiences for talented and gifted children due to their lack of knowledge and experience in this
area (Gallagher, 1997; Hong, Greene, & Higgins, 2006; Riley, 2011; Smith, 2006). Therefore, it is not
possible to meet the cognitive and affective needs of talented and gifted children within general
education classes (Gentry, Rizza, & Gable, 2001).

However, the studies focusing on the issue show that especially talented and gifted children need to
be compelled as much as possible in the classroom in order to sustain their motivation towards learning
(Archambault, Westberg, Brown, Hallmark, Zhang, & Emmons, 1993; Nind, Rix, Sheehy, & Simmons,
2013; Riley, 2011; Westberg, Archambault, Dobyns, & Slavin, 1993). In parallel with this, the major
difference of talented and gifted children from other children is that they have higher levels of ability,
creativity and motivation than their peers (Renzulli, 1986). Having broader areas of ability and different
special learning needs and styles from their peers; talented and gifted children are always ready to learn
areas they are most interested in and compel their teachers on these subjects (Matthews & Foster,
2004). In a number of studies, it has been determined that talented and gifted children prefer teachers
who make changes in the curriculum and education in accordance with their abilities as they are ready
and eager to take on new challenges and difficulties in general education classes (Feldhusen, Van Tassel-
Baska, & Seeley, 1989; Tomlinson, 1999; Torrance & Sisk, 2001).

In the literature, it is stated that differentiation of curriculum regarding inclusive education
environments contributes to talented and gifted children (Gallagher, Harradine, & Coleman, 1997,
Gentry et al. 2001; Marland, 1971; Passow, 1982; Tomlinson, 1999), whereas only a few studies in the
literature have been conducted within inclusive education environments; and they mainly concern
primary education aged children and their cognitive development (Archambault et al. 1993; De Cassia
Nakano, Primi, de Jesus Ribeiro, & Almeida, 2016; Gavin, Casa, Adelson, Carroll, & Sheffield, 2009;
Havigerova, 2015; Hong et al. 2006; Nakano et al. 2015; Van Tassel-Baska & Brown, 2007; Wenglinsky,
2002; Westberg et al. 1993; Yang & Siegle, 2006). Moreover, among the research are a very limited
number of studies aimed at developing an assessment tool especially aimed at the inclusive education
environment (Greene & Hong, 2001; Hong et al. 2006; Macd, 2015).
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As indicated, this study aims to develop an assessment tool for the evaluation of educational
applications of teachers within the inclusive education environment, where gifted and talented children
are present in order to address a significant gap in this area.

Method

The aim of this study is to develop a scale for preschool teachers named the ‘Classroom Practices in
Inclusive Preschool Education Environment with Talented and Gifted Children Scale’.

Study Group

Within the scope of the study, teachers were determined according to the criteria of having talented
and gifted children in their classroom or at least such observations, and working in kindergartens or
preschools. To form the sample, 156 teachers were included in this study. Considering the views in the
literature regarding the possibility for having a sample size at least five times greater than the number of
items (Child, 2006; Tabachnick & Fidell, 2001); it is possible to state that the number of teachers is
adequate. Table 1 shows the distribution of teachers included within the scope of the study according to
the variables of gender, professional seniority, and age interval of children in the classroom.

Table 1.

Distribution of Teachers According to Gender, Seniority and Age Interval of Children.

Variables n %
Gender

Female 152 97.40
Male 4 2.60
Seniority

0-5 years 32 20.50
6-10 years 65 41.70
11-15 years 25 16.00
16-20 years 8 5.10
21-25 years 12 7.70
26 years and above 14 9.00
Age Interval of Children in the Classroom

3 years (26-48 months) 10 6.40
4 years (48-60 months) 64 41.00
3-5 years (36-72 months) 26 16.70
5-6 years (60-72 months) 41 26.30
Other 15 9.60

Examining Table 1; considering the distribution of teachers according to the variable of gender, it is
seen that 97.40% are female, 41.70% have 6-10 years of teaching experience and 41.00% teach four-
year-old (48-60 months) children.

Data Collection Tool

This study is structured based on the European Union Erasmus+ KA2 Strategic Partnerships for
School Education Project. One of the target groups of this Project is preschool teachers who work in
classrooms with not only children of typical development, but also talented/gifted children or children
with such potential. One of the aims of the Project is to identify the basic educational and instructional
elements used in the inclusive education setting by these preschool teachers. Based on this aim, during
the development of the form, items were structured on the educational and instructional elements used
by preschool teachers in inclusive educational settings.
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Interviews were then conducted with five preschool teachers working with children diagnosed as
talented, gifted, or at least had that potential by means of semi-structured questions. Additionally,
interviews were conducted with relevant experts from partner countries of the project in their own
country, and they were requested to write their own items for the item pool. Using the interviews, items
from partner countries and the data obtained from the literature review; a form consisting of four parts
was generated by two academic members from the field of preschool education in the project team.

Demographic information about the children and teachers formed the first part of the form. The
second part of the form was prepared as a five-point, Likert-type scale containing 25 items on the
educational applications of teachers in the classroom. In the third and fourth parts of the form, open-
ended items regarding studies conducted by the teachers for revealing and developing children’s
individual abilities, and the educational methods used by the teachers for strengthening classroom
interaction are listed. The draft items were sent to five relevant experts working with talented and
gifted children outside of the project team in order to garner expert opinion within the context of
content validity. The form was finalised after conducting an assessment and evaluation for forms
generated as a result of feedback received from the relevant experts and consulting two experts
working as instructors in the field of psychological counselling and guidance.

The form was then applied to 50 teachers at each preschool education institution providing inclusive
education in four countries within the scope of the aforementioned project. According to the results
attained after analysing all of the data from the partners; it was seen that no scale existed that
embraced educational approaches used by teachers in inclusive education environments for talented
and gifted children, especially in Turkey. Given this condition; it was decided to transform the Likert-
type items in the second part of the form into a scale aimed at teachers working in inclusive education
environments where talented and gifted children were present in Turkey.

For this purpose, the items were examined by three field experts in terms of any cultural differences
between the partner countries, and the experts decided to remove three of the items. After a consensus
was reached by an evaluation and assessment expert and a psychological counselling and guidance
expert from Turkey, a form containing 22 items was finalised. The form consisted of five-point, Likert-
type items, graded as 5 = always, 4 = frequently, 3 = sometimes, 2 = seldom, and 1 = never. The data
acquired by applying the form to a larger group (156 teachers) in Turkey were analysed within the scope
of the study.

Data Collection

The form developed within the scope of the current study was delivered to teachers in person and a
researcher remained present with the teachers to ensure sufficient attention was paid to the study
during the application. The application lasted for a total of four weeks.

Data Analysis

Various analyses were conducted for proving the validity and reliability of the scale developed to
measure educational approaches applied by teachers in inclusive education environments, which were
formed within the scope of the ‘project’. The data were primarily examined according to incorrect
values, extreme values, and missing values, and analyses were started after making the necessary
corrections.

Exploratory Factor Analysis (EFA) and Confirmatory Factor Analysis (CFA) were conducted in order to
prove the construct validity of the scale. Item-test correlations were obtained for item analyses. The
Cronbach’s alpha values were calculated for determining the reliability coefficient in the meaning of
internal consistency for the scales and subscales obtained as a result of analyses.
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Results & Discussion

This section includes the results of the validity and reliability analyses of the ‘Classroom Practices in
Inclusive Preschool Education Environment with Talented and Gifted Children Scale’.

Findings Regarding the Scale’s Validity

In the data analysis, Exploratory Factor Analysis (EFA) was initially conducted using the SPSS
software. EFA aims to explore a factor or factors based on relationships between variables (Tabachnick
& Fidell, 2001). Before conducting EFA, Kaiser-Meyer Olkin (KMO) coefficient and Bartlett’s test were
calculated in order to determine the convenience of the data for factor analysis (Kalayci, 2005;
Tavsancil, 2006). The value of the KMO test, which tested that the sample was convenient for
factorisation, was found to be .80 (> .50), and the chi-square value obtained from the Bartlett’s test was
found to be significant (p <.05). Seeing that the data were deemed convenient for factor analysis, EFA
was conducted.

Varimax rotation technique was used for interpreting the factors. The factor structures of the items
were determined on condition that they had a factor load value of .32 (Tabachnick & Fidell, 2001) or
above. In EFA, the number of factors was limited to three, based on the number of dimensions
determined while writing the items. In the analysis results, the three items that were loaded on more
than one factor, and whose difference value between factor loads was smaller than .10 and one item
that could not be loaded in any factor, were excluded based on expert opinion. Analyses were therefore
conducted on the basis of 18 items. Table 2 shows the load values in the relevant factor of the 18 items.

Table 2.
Load Values According to Factors for Intra-class Applications in Inclusive Preschool Education
Environments Scale.

Factorl Factor2 Factor3

M8 .70

M19 .67

M12 .56

M17 .56

M18 .52

M5 43

M6 .38

M3 72

M9 .67

M2 .59

M22 .50

M10 .50

M7 .50

M21 .49

M1 .49

M13 .79
M14 71
M16 .63

In Table 2, the factor load values of EFA are arrayed from higher to lower for each relevant factor.
Factor loads of items vary between .38 and .79. The first dimension consists of seven items with factor
loads varying between .38 and .70, the second dimension has eight items with factor loads varying
between .49 and .72, and the third dimension has three items with factor loads varying between .63 and
.79. In line with expert opinions and the literature, the first factor of the scale was called ‘Revealing and
Developing the Potential’ (e.g., M6: ‘When the kids solve a problem in a different way, | give them
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positive feedback for that behaviour’), the second factor was called ‘Differentiation’ (e.g., M21: | may
change the process of activity by paying attention to what the kids say during educational activities), and
the third factor was called ‘Motivation’ (e.g., M16: | encourage the kids to reveal their potential). The
scale explains 44.61% of the total variance. The first factor alone explains 17.07%, the second factor
16.42%, and the third factor 11.12%. In social sciences, it is suggested that the explained variance should
be in the interval of 40.00%- 60.00% (Cokluk, Sekercioglu, & Blylkoztiirk, 2010; Tavsancil, 2006), which
makes 44.61% acceptable. Additionally, the relationship between the three lower dimensions of the
scale was examined and the results are presented in Table 3.

Table 3.
Correlation Coefficients between Lower Dimensions of the Intra-class Applications in Inclusive Preschool
Education Environments Scale.

Lower Dimensions Revealing & Developing Potential Differentiation Motivation

Revealing & Developing Potential 1.00 .54* A7*

Differentiation 1.00 A2*

Motivation 1.00
*p<.01

Examining Table 3; it can be seen that the correlation between the lower dimensions of the scale
vary between .42 and .54, with a significant level of .01.

In order to evaluate the validity of the three-factor structure determined via EFA, Confirmatory
Factor Analysis (CFA) was performed with the LISREL software and the model fit indices were obtained.
Implementation of EFA and CFA in different sample groups is an ideal condition in scale development
studies. On the other hand, considering the use of the data acquired within the scope of the study, time,
and financial possibilities; the analyses were performed on the same study group, which represents a
limitation to the study. Figure 1 shows error variances of the items obtained as a result of CFA regarding
the 18-item for ‘Classroom Practices in Inclusive Preschool Education Environment with Talented and
Gifted Children Scale’ and the factor load values of the factor to which the items are related.

Figure 1 shows the three-factor model of the scale, the factors in the model and the relationships
between items of these factors. On examining Figure 1, it can be seen that factor loads of items vary
between .43 and .79. According to the result of CFA, the t-values of all items were found to be
significant (p < .05). In addition, errors of each item vary between .40 and .81. As the factor load values
are larger than .30, error values are smaller than .90, and the t-values are significant, there is deemed no
need to exclude any of the items from the scale. The fit indices obtained as a result of CFA are used for
evaluating whether or not the data being observed shows a good fit with the three-dimensional model.
Table 4 shows the fit indices of the 18-item ‘Classroom Practices in Inclusive Preschool Education
Environment with Talented and Gifted Children Scale’ in this study.

Examining the values in Table 4; while X’ / SD < 3 signifies an excellent fit, the fact that the values of
CFl, NFI, and NNFI are >.90 and RMSEA < .08 signifies a good fit (Kline, 2005). The value GFl is > .85,
which may signify that it is an acceptable fit (Joreskog & S6rbom, 1993). Even though GFl is obtained in a
value that is slightly lower than the acceptable limit, other fit values reflect the minimum good fit in
general. Interpreting all of these values together regarding the scale, it is possible to state that a fit is
provided to the three-factor structure.
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Figure 1. CFA results regarding the ‘Classroom Practices in Inclusive Preschool Education Environment
with Talented and Gifted Children Scale’.

Table 4.

Fit Goodness Indices Obtained from CFA.

Fit Goodness Index Value

X2 /SD 250.91/132=1.90
GFI .82

CFI .95

NFI .90

NNFI .94

RMSEA .07
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Findings Regarding the Scale’s Reliability and Item Analyses

The Cronbach’s alpha internal consistency coefficients were examined for the three sub-factors and
for the entire scale. The reliability was determined as .76 for the first sub-factor which consisted of
seven items, .83 for the second sub-factor which consisted of eight items, and .80 for the third sub-
factor which consisted of three items. In addition, the reliability of the entire scale was determined as
.88. As the Cronbach alpha coefficients are .70 and above (Nunnually, 1978), it is possible to state that
the sub-factors and the scale as a whole are reliable. Item test correlations were also calculated; and
correlation values were determined as r=.32 and r = .59 for items in the first factor, r=.41 and r = .68
for items in the second factor, and r = .64 and r = .67 for items in the third factor. As the total item test
correlation values of the items in the three scales are above .30 (Buyukéztirk, 2010), it is possible to
state that the items serve the purpose of the relevant factor.

Conclusion & Implementation

The current study aimed to develop a scale for the evaluation of classroom practices, including the
educational approaches of preschool teachers, within inclusive education environments where talented
and gifted children were present alongside those of normal development. For this purpose, validity and
reliability analyses were conducted for data obtained from the scale. The scale itself was developed
based on the form generated within the scope of the ‘Strategies for the Talented and Gifted Pupils’
Teachers’ project that was prepared within the compass of the European Union Erasmus+ Programme
Main Action 2- Strategical Partnerships-Mixed School Education Project.

In the study, exploratory and confirmatory factor analyses were applied to the five-point, Likert-type
scale consisting of 22 items in order to prove its validity on the basis of the same dataset. As a result of
the EFA, a three-factor structure consisting of 18 items was obtained. In line with expert opinion and the
literature, the first factor of the scale consisting of seven items was labelled as ‘Revealing and
Developing the Potential’, the second factor consisting of eight items was labelled as ‘Differentiation’,
and the third factor consisting of three items was labelled as ‘Motivation’. The scale explains 44.61% of
the total variance. CFA analysis was also performed for contributing to the structure obtained via EFA.
Both EFA and CFA were obtained in the same sample group, which poses a limitation to the study.
According to the results obtained from CFA; it was determined that the model showed a good fit in
general. The Cronbach’s alpha internal consistency coefficients were calculated for the reliability of the
entire scale and its lower dimensions. Accordingly, the reliability was obtained as .88 for the entire scale
and respectively .76, .83, and .80 for the lower dimensions. Additionally, as a result of the item analysis,
item test correlation values of items in each factor were found to be higher than .30. In general, it is
possible to state that the three-factor structured scale is valid and reliable, according to the findings
obtained from the current study.

In theoretical framework, for ‘Classroom Practices in Inclusive Preschool Education Environment with
Talented and Gifted Children Scale’ focused on the approaches applied by preschool teachers in order to
meet the developmental and educational needs of both children of typical development and talented/
gifted children within an inclusive classroom environment. In this content, the development of such a
scale is very important to the development of the preschool education field, which up until now had no
such published research. In addition, the sub-factors which were called ’'revealing and developing the
potential’, ‘differentiation’ and ‘motivation’ as a result of EFA revealed the factor structure of the scale,
which coincides with the literature, as is indicated in the introduction, and the scale includes not only
cognitive acquisitions, but also the affective acquisitions of children, which makes it even more
important.

In Turkey, one of the most important educational goals is to meet the developmental and
educational needs and to realise the potential of especially talented and gifted preschool children within
the inclusive education environment where they can learn together alongside their peers. According to
this goal, it is necessary for teachers who work within inclusive education environments to have
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information about talented and gifted children and to consider their cognitive and affective acquisitions
while differentiating the education environment and learning processes. In this study, it was also aimed
to provide guidance to preschool teachers, especially those working within inclusive education
environments.
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Tiirkge Siiriim

Girig

Kiguk cocuklar ve onlarin 6grenimleri okul 6ncesi egitimin temel yapi taslarini olusturur. Cocuklari
o6grenme bicimleri ve becerileri agisindan anlamak, tim ¢ocuklar igin zorlayici firsatlar sunmak agisindan
onemlidir. Okul 6ncesi egitim ortamlari, cocugun giderek artan merak ve kesfetme ihtiyaglarini ve
onlarin en biiyik isi olan oyunu merkeze alan bir yaklasimla etraflarindaki diinyayr anlamalarini ve uyum
saglamalarini destekleyen yerlerdir. Okul 6ncesi egitimde, cocuk merkezli ve oyun tabanl yaklagim ile
gocuklarin 6grenme yollarini kesfetmelerine ve gelistirmelerine imkan verilerek potansiyellerini en st
noktada gerceklestirmelerini saglamak temel hedeftir (Milli Egitim Bakanhgi, 2013; Sutherland, 2006).
Carr (2001), kiguk cocuklarda optimal gelisimi saglamak icin onlarin ilgili olmalari, aktif bir katihmci
olmalari, zorlukla karsilastiklarinda sebat etmeleri, etrafindakilerle karsilikl etkilesim kurmalari ve sahip
cikma ve sorumluluk alma gibi egilimlerinin desteklenmesi gerektigini vurgulamaktadir. Bununla birlikte,
alanda vyapilan arastirmalar incelendiginde nitelikli okul oncesi egitim deneyimlerinin 6neminin
vurgulandigi ve c¢ocuklarin kazanimlarinin arttirilmasi igin c¢aba harcanmasi gerektiginin Uzerinde
duruldugu goériilmektedir (Durlak, 2010; Gestwicki, 2016; Peyre, Ramus, Melchior, Forhan, Heude, &
Gauvrit, 2016; Reynolds, Temple, Robertson, & Mann, 2001). Ancak, son yillarda gocuk popildsyonunda
artan cesitlilik 6gretmenlerin farkh din, dil, irk, etnik kéken veya miilteci statlisiindeki cocuklarla birlikte
ozellikle 6zel gereksinimi olan ¢ocuklarin egitimine iliskin olarak uygun 6gretimi saglamak icin pek cok
sinir koymalarini gerektirmektedir (Van Tassel-Baska & Stanbaugh, 2010).

Entegrasyon, kaynastirma ve son yillarda ortaya atilan kapsayici/dahil edici egitim kavrami 6zel
gereksinimli ¢ocuklarin egitimine iliskin kavramlardaki degisimi yansitmaktadir. Bunlarin icinde dahil
etme/kapsama, tibbi agidan ve sahip olunan yetersizlik agisindan bir hakki dile getirerek (Neilson, 2005),
Ozel gereksinimi olan gocuklari merkeze alan bir yaklagimla “tipik bir sinifa yetersizligi olan bir 6grencinin
tamamen kabul edilmesi” olarak tanimlanmaktadir (Elkins, 2002, s.77). Ancak, bu kavram
gorindiuginden ¢ok daha genistir. Uluslararasi boyutta kapsayici egitimi inceleyen Mitchell (1999) bu
egitimin okullarda asagidaki anlami icerdigini belirlemistir;

e Tim ¢ocuklarin devlete bagh okullara kayit olma ve egitim alma, saygl gérme, onur ve bagimsizlik
sahibi olma, mevcut 6zel egitim kaynaklarinin adil bir boélimine erisebilir olma ve dogrudan veya
dolayli olarak ayrimciliga maruz kalmama haklarina saygi goésterme,

e Ogrenme engellerini azaltma,

o Ozel gereksinimi olan ¢ocuklarin da dahil oldugu tiim cocuklar felsefesini benimsemis olma,

e Okuldaki cocuk nifusunun gesitliligini tanima ve onlarin ihtiyaglarina cevap verme,

e Cocugun sahip oldugu farkli stil ve 6grenim oranlarina uyum saglama,

e Uygun ogretim programi, mevcut kaynaklar ve isbirligi yapilan kurum/kuruluslar vasitasiyla okulun
sagladig1 organizasyonlar ile egitimde firsati esitligi saglama.

BUtin bu unsurlar, 6zel gereksinimli ¢ocuklarla sinirlh olmakla birlikte Gstin yetenekli ve zekali
cocuklar icin bu kapsamin genisletilmesi son derece 6nemlidir. Bu baglamda, 6gretmenlerin glinimiizde
siniflarindaki ¢cok gesitli 6grenme ihtiyaglarini karsilamak igin egitimi farklilastirmalari beklenmekte ve
bircok 6gretmenin buna hazir oldugu gorilmektedir. Literatir incelendiginde, Ustlin yetenekli ve zekali
kisiler icin normal okul ve sinif merkezli olarak algilanan egitimin en ¢ok kabul géren yaklasim oldugu ve
Gstin yetenekli ve zekal cocuklar igin kapsayici egitimi destekleyen pek ¢ok calisma oldugu
gorulmektedir (Callahan, Moon, Oh, Azana, & Hailey, 2015; Oakes, 1985; Sapon-Shevin, 1994; Van
Tassel-Baska & Stanbaugh, 2010).
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Kapsayici egitim ortamlarinda farkhlastirma, her bir cocugun bireysel ihtiyaglarini karsilamak igin
degisiklik yapmak ya da bunlara uyum saglamak anlamina gelir. Farklilagtirma, 6gretmenin egitim
programini gelistirmesi, 6gretim yollarini ve sinif ortamini organize etmesi ile gergeklestirilebilir. Ayni
zamanda Ustlin yetenekli ve zekalilarin egitimine iliskin olarak genel egitim siniflarinda akademik agidan
ileri olan cocuklar icin temel strateji olarak kullaniimasi da s6z konusudur (Gadzikowski, 2013;
Tomlinson, 2013).

Okul o6ncesi egitimde farkhlastirma terimi daha az siklikta kullanilmaktadir. Bu, okul oOncesi
o6gretmenlerinin ¢ocuk gelisimini merkeze almalarindan ve her bir ¢ocugun bireysel ihtiyaglari ve farkl
gelisim asamalari icin diizenlemeler yapmaya zaten baglamis olmalarindan kaynaklanmaktadir. Okul
oncesi 6gretmenleri, cocuklarin dogumdan bes yasina kadar suregte bilissel ve dil, bliylik kas ve kigik
kas motor, sosyal ve duygusal gelisimlerinin en hizlh oldugu dénem oldugunu bilmektedirler ve her
cocugun 6grenme ve gelisiminin biricik oldugunu en iyi bilen kisilerdir (Carr, 2001; Katz, 2008; Milli
Egitim Bakanligl, 2013; Oktay, 2000). Cocuk gelisimine iliskin bu anlayisa gore; cocuklarin yetenekleri,
mizaglari ve ilgileri dogrultusunda bireysellestirmeleri temel oldugundan, c¢ocuklarla etkilesiminde
ogretmenlerin farkh bir 6nlem almasi gerekmemektedir (Gadzikowski, 2013). Ancak, Gstiin yetenekli ve
zekah cocuklarin tipik gelisim gosteren gocuklardan bilissel gelisimle ilgili becerilerinin diger gelisim
alanlarina yonelik becerilerden daha hizli ilerlemesi ile ilgili eszamansiz gelisim 6zelliklerine sahiptirler
(Morelock, 1992) ve bu 6zellikleri nedeniyle dogal olarak gelisimsel ve egitimsel ihtiyaglarinda da diger
yasitlarina gore farkhliklar bulunmaktadir. Bu baglamda, Ustiin yetenekli ve zekali cocuklarin biitiin bu
farkh ihtiyaclarinin ayni egitim deneyimleri icerisinde karsilanmasi mimkin olmamaktadir (Koshy, 2002;
Silverman, 1992). Bu nedenle yine de okul 6ncesi 6gretmenlerinin egitim-6gretim sireci icerisinde
programi, Ogretim uygulamalarini ve 6grenme ortamini Ustiin yetenekli ve zekali ¢ocuklarin bu
ozelliklerine gore nasil farklilastirabileceklerine iliskin destege ihtiyaglari vardir (Gadzikowski, 2013; Riley,
2011).

Ote yandan genel egitim siniflarindaki 6gretmenler, genel egitim ortaminda gocuklara uygulanabilir
o6gretim uygulamalari ve program degisikliklerine iliskin kaynak bulmakta oldukga sikinti yasamaktadirlar
(Schumm & Vaughn, 1991). Ogretmenler, iistiin yetenekli ve zekah cocuklari bu sinif etkinliklerine dahil
etmeye, akademik basari icin tesvik etmeye ve destek saglamaya ne kadar istekli olsalar da ne yazik ki
o6gretim uygulamalarinda 6zel degisiklikler yapmaya, farkli 6gretim materyalleri kullanmaya veya
ihtiyaclarini karsilamak igin bir sinif ortami saglamaya daha az istekli davranmaktadirlar. Deneyimli
O0gretmenler dahi Ustlin yetenekli ve zekali cocuklar icin 6zel deneyimler hazirlamayi bu konudaki bilgi ve
deneyim eksikliklerinden dolayi zor bulmaktadirlar (Gallagher, 1997; Hong, Greene, & Higgins, 2006;
Riley, 2011; Smith, 2006). Bu nedenle, Ustiin yetenekli ve zekdh gocuklarin bilissel ve duyussal
ihtiyaclarinin genel egitim siniflarinda karsilanmasi cok mimkin olamamaktadir (Gentry, Rizza, & Gable,
2001). Ancak, yapilan arastirmalar gostermektedir ki 6zellikle Gstlin yetenekli ve zekali ¢cocuklarin sinifta
miimkin oldugu kadar ¢ok zorlanmaya ve 6grenmeye karsi olan motivasyonlarini devam ettirmeye
ihtiyaclari vardir (Archambault, Westberg, Brown, Hallmark, Zhang & Emmons, 1993; Nind, Rix, Sheehy,
& Simmons, 2013; Riley, 2011; Westberg, Archambault, Dobyns, & Slavin, 1993). Buna paralel olarak,
Gstin yetenekli ve zekali ¢ocuklar dikkate aldigimizda bu gocuklarin diger cocuklardan en temel
farklarinin yasitlarindan daha Ust diizeyde yetenege, yaraticillifa ve motivasyona sahip olmalaridir
(Renzulli, 1986). Yasitlarindan daha genis yetenek alanlari olan, farkh 6zel 6grenme ihtiyaglari ve stilleri
olan Ustlin yetenekli ve zekali cocuklar, ilgi duyduklari alan/alanlarla ilgili 6grenmeye stirekli hazirdirlar
ve bu konuda 6gretmenlerini zorlayan bireylerdir (Matthews & Foster, 2004). Yapilan pek cok ¢alismada,
Ustin yetenekli ve zekdl cocuklarin genel egitim siniflarinda zorluklarla miicadele etmeye hazir
olduklarindan yeteneklerine uygun olarak program ve 6gretimde degisiklik yapan 6gretmeleri tercih
ettikleri bulunmustur (Feldhusen, Van Tassel-Baska, & Seeley, 1989; Tomlinson, 1999; Torrance & Sisk,
2001).

Literatlirde kapsayici egitim ortamlarina iliskin olarak programin farkhlastirilmasinin Ustin yetenekli
ve zekal ¢cocuklara olan katkisi belirtilmesine karsin (Gallagher, Harradine, & Coleman, 1997; Gentryet et
al., 2001; Marland, 1971; Passow, 1982; Tomlinson, 1999), alandaki ¢ok az arastirmanin kapsayici egitim
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ortamlarinda yapildig1 ve yapilan arastirmalarin blylk bir kisminin ilkégretim cagi tzerinde oldugu ve
daha ¢ok gocuklarin biligsel gelisimleri ile ilgili oldugu gorilmektedir (Archambault et al. 1993; De Cassia
Nakano, Primi, de Jesus Ribeiro, & Almeida, 2016; Gavin, Casa, Adelson, Carroll, & Sheffield, 2009;
Havigerova, 2015; Hong et al. 2006; Nakano et al. 2015; Van Tassel-Baska & Brown, 2007; Wenglinsky,
2002; Westberg et al. 1993; Yang & Siegle, 2006). Bununla birlikte, bu arastirmalar icerisinde 6zellikle
kapsayici egitim ortami ile ilgili 6lgme araci gelistiriimesine yonelik calismalarin ise yok denecek kadar az
saylda oldugu gozlenmistir (Greene & Hong, 2001; Hong et al. 2006; Macu, 2015).

Bu arastirma, yukarida belirtildigi Gzere bu alanda olduk¢a 6nemli bir agigi kapatmak tizere Gstiin
yetenekli ve zekali g¢ocuklarin bulundugu kapsayici okul 6ncesi egitim ortamlarinda 6gretmenlerin
O0gretim uygulamalarini degerlendirmek igin bir 6lgme araci gelistirmek lizere planlanmistir.

Yontem

Bu calismada, okul éncesi 6gretmenlerine yénelik “Ustiin Yetenekli ve Zekal Cocuklarin Bulundugu
Kapsayici Okul Oncesi Egitim Ortamlarinda Sinif ici Uygulamalar Olgegi” nin gelistirilmesi amaglanmistir.

Calisma Grubu

Arastirma kapsaminda, 6gretmenlerin belirlenmesinde siniflarinda tanilanmis Gstiin yetenekli ve
zekali cocuklar olan ya da bu yonde gézlemleri olan resmi anasinifi veya bagimsiz anaokulunda gorevli
olmasi o6lgiti dikkate alinmigtir. Calisma kapsaminda 156 6gretmene ulasiimistir. Literatiirde, 6rneklem
buyukliginin madde sayisinin en az bes kati (Child, 2006; Tabachnick & Fidell, 2001) olabilecegine
iliskin gorlsler goz 6niine alindiginda ulasilan 6gretmen sayisinin yeterli oldugu sdéylenebilir. Arastirma
kapsaminda ele alinan 6gretmenlerin cinsiyeti, mesleki kidemi ve siniflarindaki ¢ocuklarin yas arahig
degiskenlerine iliskin dagilmi Tablo 1’de sunulmustur.

Tablo 1.

Ogretmenlerin Cinsiyet, Kidem ve Siniflarindaki Cocuklarin Yas Arali§i Dediskenlerine Gére Dagilimi.
Degiskenler n %
Cinsiyet

Kadin 152 97.40
Erkek 4 2.60
Kidem

0-5yil 32 20.50
6-10 yil 65 41.70
11-15 yil 25 16.00
16-20 yil 8 5.10
21-25yil 12 7.70
26 yil ve lzeri 14 9.00
Siniftaki Cocuklarin Yas Aralig

3 yas (26-48 ay) 10 6.40
4 yas (48-60 ay) 64 41.00
3-5 yas (36-72 ay) 26 16.70
5-6 yas (60-72 ay) 41 26.30
Diger 15 9.60

Tablo 1 incelendiginde; 6gretmenlerin cinsiyet degiskenine gore dagilimi incelendiginde %97.40’inin
kadin, %41.70’sinin 6-10 yil arasinda 6gretmenlik deneyimine sahip oldugu ve %41.00’inin 4 yas (48-60
ay) grubu g¢ocuklara 6gretmenlik yaptigi gorilmektedir.
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Veri Toplama Araci

Bu galismanin temeli, Avrupa Birligi Erasmus+ Programi Ana Eylem 2- Stratejik Ortakliklar-Karma Okul
Egitimi Projesine dayanmaktadir. Proje kapsaminda ele alinan hedef gruplardan birisi, siniflarinda tipik
gelisim gosteren gocuklarin yani sira Ustiin yetenekli ve zekali oldugu belirlenen ya da bu potansiyele
sahip olduklarini disindukleri gocuklar bulunan okul éncesi 6gretmenleridir. Projenin amaglari arasinda
bu okul 6ncesi 6gretmenlerinin kapsayici egitim ortamlarinda uyguladiklari temel egitimsel ve 6gretimsel
unsurlari belirlemek yer almaktadir. Bu amag¢ dogrultusunda hazirlanacak formda, kapsayici egitim
uygulamalari sirasinda 6gretmenlerin siniflarinda temel aldiklari egitimsel ve 6gretimsel unsurlara
yonelik maddeler olusturulmasi planlanmistir. Bu asamada, ilk olarak Ustlin yetenekli ve zekal olarak
tanilanmis ya da potansiyel olarak Ustiin yetenekli ve zekali oldugunu diisiindigii ¢ocuklarla ¢alismis olan
bes okul 6ncesi 6gretmeni ile yar yapilandirilmis sorular yardimiyla gérismeler gergeklestirilmistir.
Ayrica projenin ortak tlkelerinden kendi Ulkelerinde yer alan konu alani uzmanlari ile gorlismeler
gerceklestirerek madde havuzu icin madde yazmalari istenmistir. Gorismeler, ortak tlkelerden gelen
maddeler ve literatlir taramasindan elde edilen verilerden yararlanilarak proje ekibinde yer alan okul
oncesi alaninda gorevli iki 6gretim Uyesince dort bélimden olusan bir form olusturulmustur. Formun ilk
boéliminde, ¢ocuklara ve Ogretmenlere iliskin demografik bilgiler, ikinci bélimiinde &gretmenlerin
siniftaki egitim ve 6gretim amach uygulamalarini iceren beg’li Likert tipi 25 madde, Uglinci ve dérdiincu
bolimde 6gretmenlerin ¢ocuklarin bireysel yeteneklerini ortaya gikarmaya ve gelistirmeye yonelik
yaptiklari galismalara ve sinif igerisinde etkilesim ortamini kuvvetlendirmek icin kullandiklari 6gretim
yontemlerine iliskin agik uclu maddeler yer almaktadir. Olusturulan taslak maddeler, kapsam gecerligi
baglaminda uzman goriist almak icin proje ekibi disinda Ustiin yetenekli ve zekdh ¢ocuklarla ¢alisan bes
alan uzmanina goénderilmistir. Alan uzmanlarindan gelen dénutler sonucunda olusturulan formlar igin
olgme ve degerlendirme ile psikolojik danismanlik ve rehberlik alaninda 6gretim elemani olarak galisan
iki uzmanin goérusiine de basvurularak forma nihai hali verilmistir. Bu form, s6z konusu proje kapsaminda
dort Ulkede kapsayici egitim sunan okul oncesi egitim kurumlarinda gorev yapan 50’ser 6gretmene
uygulanmistir. Ortaklardan gelen butiin veriler analiz edildikten sonra ortaya ¢ikan sonuglar
dogrultusunda 6zellikle Turkiye’de Ustliin yetenekli ve zekal ¢ocuklarin kapsayici egitim ortaminda
o6gretmenlerin kullandiklar egitimsel ve 6gretimsel yaklasimlari ele alan herhangi bir dlcegin olmadig
gorulmuistir. Ortaya c¢ikan bu durum dogrultusunda formun ikinci bolimde yer alan Likert tipi
maddelerin Tirkiye’de Gstiin yetenekli ve zekal ¢ocuklarin bulundugu kapsayici egitim ortaminda gorev
yapan o6gretmenlere yonelik bir 6lcege donistirilmesine karar verilmistir. Bu amagla, olusturulan
formda yer alan maddeler kiltiire 6zgilik baglaminda Ug¢ alan uzmani tarafindan incelenerek (g
maddenin c¢ikarilmasina karar verilmistir. 22 maddelik forma, Tirkiye’de bir 6lgme ve degerlendirme
uzmani ve bir psikolojik danismanlik ve rehberlik alani uzmani gorisleri dogrultusunda son hali
verilmistir. Formda yer alan maddeler 5li Likert tiirinde olup 5 =her zaman, 4 =sik sik, 3 = bazen,
2 =arasira, 1 = hig bir zaman olarak derecelendirilmistir. Formun Tirkiye’de daha genis bir gruba (156
6gretmen) uygulanmasiyla elde edilen veriler ¢alisma kapsaminda analize alinmustir.

Verilerin Toplanmasi

Arastirma kapsaminda gelistirilen form 6gretmenlere elden verilmis ve uygulama sirasinda ¢alismaya
yeterli 6zenin gosterilmesi igin 6gretmenlerin yaninda birer arastirmaci bulunmustur. Uygulama toplam
dort hafta sirmustar.

Verilerin Analizi

Proje kapsaminda olusturulan kapsayici egitim ortaminda 6gretmenlerin uyguladiklari egitimsel ve
o6gretimsel yaklasimlari 6lgmeye iliskin olusturulan olgegin gecerlik ve glivenirligine kanit olusturmak
amaciyla cesitli analizler gergeklestirilmistir. Veriler oncelikle hatali deger, u¢ deger ve eksik degerlere
gore incelenmis ve gerekli diizeltmeler yapilarak analizlere gecilmistir. Olcegin yapi gegerligine kanit
olusturmasi amaciyla Agimlayici Faktor Analizi (AFA) ve Dogrulayici Faktér Analizi (DFA) yapilmistir.
Madde analizleri amaciyla madde-test korelasyonlari elde edilmistir. Analiz sonuglarina gore elde edilen
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olgek ve alt olgekler igin i¢ tutarhhk anlaminda glivenirlik katsayisinin belirlenmesi amaciyla Cronbach
alfa degerleri hesaplanmigtir.

Bulgular ve Tartisma

Bu bélimde “Ustiin Yetenekli ve Zekali Cocuklarin Bulundugu Kapsayici Okul Oncesi Egitim
Ortamlarinda Sinif i¢i Uygulamalar Olgegi” nin gecerlik ve giivenirlik analizi sonuglari yer almaktadir.

Olgegin Gegerligine iliskin Bulgular

Verilerin analizinde ilk olarak agimlayici faktor analizi (AFA), SPSS programi kullanilarak
gerceklestirilmistir. AFA degiskenler arasi iliskilere dayali olarak faktér ya da faktorleri kesfetmeyi
amaglar (Tabachnick & Fidell, 2001). AFA yapilmadan oOnce verilerin faktér analizine uygunlugunu
belirlemek amaciyla Kaiser-MeyerOlkin (KMOQ) katsayisi ve Bartlett testi hesaplanmistir (Kalayci, 2005;
Tavsancil, 2006). Orneklemin faktdrlestirmeye uygun oldugunu test eden KMO testi degeri .80 (>.50)
elde edilmis ve Bartlett testi sonucu elde edilen chi-square degeri anlamh (p <.05) bulunmustur.
Verilerin fakt6r analizi icin uygun ¢ikmasindan sonra agimlayici faktor analizi yapilmistir. Faktorlerin daha
kolay yorumlanabilmesi icin varimax dondirme teknigi kullaniimistir. Calismada maddelerin faktor
yapilarinin belirlenmesinde .32 (Tabachnick & Fidell, 2001) ve Uzeri faktor yiikii degerine sahip olmasi
kabul edilmistir. AFA’da maddelerin yaziminda belirlenen boyutlarin sayisi géz éniine alinarak faktor
sayisi Ug ile sinirlandiriimistir. Analiz sonuglarinda birden fazla faktore yiklenen ve faktor yik arasindaki
fark degeri .10 dan kiiglik olan Gi¢ madde ve higbir faktorde yiiklenemeyen bir madde uzman goriisi de
alinarak g¢ikarilmistir. Analizler 18 madde Ulzerinden gergeklestirilmistir. Tablo 2’de 18 maddeye ait ilgili
faktordeki yiuk degerleri sunulmustur.

Tablo 2.
Kapsayici Okul Oncesi Egitim Ortamlarinda Sinif ici Uygulamalar Olcedi Maddelerinin ilgili Olduklari
Faktére Ait Yiik Degerleri.

Faktérl Faktor2 Faktor3

M8 .70

M19 .67

M12 .56

M17 .56

M18 .52

M5 43

M6 .38

M3 72

M9 .67

M2 .59

M22 .50

M10 .50

M7 .49

M21 .49

M1 49

M13 .79
M14 71
M16 .63

Tablo 2'de AFA’ya ait faktor yik degerleri ilgili her bir faktor icin ylksel olandan distk olana dogru
siralanmistir. Maddelerin faktor yukleri .38 ile .79 arasinda degismektedir. Birinci boyut faktoér yiikleri .38
ile .70 arasinda degisen 7 maddeden, ikinci boyut faktor yikleri .49 ile .72 arasinda degisen 8 maddeden
ve Uglincl boyut .63 ile .79 arasinda degisen (ic maddeden olusmaktadir. Uzman gorisleri ve alan yazin
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dogrultusunda olgegin birinci faktori “Potansiyeli Ortaya Cikarip Gelistirme” (6rnegin, M6: Cocuklar
problemin ¢oézimini farkh bir yoldan yaptiklarinda onlarin bu davraniglarina olumlu geribildirim
veririm.), ikinci faktéri “Farklilastirma” (6rnegin, M21: Ogretim etkinlikleri sirasinda c¢ocuklarin
soylediklerine dikkat ederek etkinlik sirecini degistirebilirim) ve Uglincti faktori ise “Motivasyon”
(6rnegin, M16: Cocuklari potansiyellerini ortaya c¢ikarmalari igin cesaretlendiririm) olarak
isimlendirilmistir. Olcek, toplam varyansin %44.61’ini aciklamaktadir. Birinci faktor tek basina
%17.07'sini, ikinci faktor tek basina %16.42ini, lglnch faktor %11.12°sini acgiklamaktadir. Sosyal
bilimlerde agiklanan varyans %40.00-%60.00 araliginda olmasi gerektigi iddia edildiginden (Cokluk,
Sekercioglu, & Buyukoztiirk, 2010; Tavsancil, 2006) agiklanan varyansin %44.61 olmasi kabul edilebilirdir.
Ayrica, 6lgegin Ug alt boyutu arasindaki iliski incelenmis ve elde edilen sonuglar Tablo 3’te sunulmustur.

Tablo 3.
Kapsayici Okul Oncesi Egitim Ortamlarinda Sinif ici Uygulamalar Olgeginin Alt Boyutlari Arasindaki
Korelasyon Katsayilari.

Alt Boyutlar Potansiyeli Ortaya Cikarip Gelistirme Farklilastirma Motivasyon
Potansiyeli Ortaya Gikarip Gelistirme 1.00 .54%* A7*
Farklilastirma 1.00 A42%*
Motivasyon 1.00
*n<.01

Tablo 3 incelendiginde, 6lgegin alt boyutlari arasindaki korelasyonun .42 ile .54 arasinda degistigi ve
.01 diizeyinde anlamli oldugu gorilmektedir.

Acimlayici faktor analizi ile belirlenen Gg¢ faktorli yapinin gegerliginin degerlendirilmesi amaciyla
LISREL programinda dogrulayici faktor analizi (DFA) gerceklestirilmis ve model uyum indeksleri elde
edilmistir. Olgek gelistirme calismalarinda AFA ve DFA’nin farkli érneklem gruplarinda gerceklestirilmesi
ideal durumdur. Ancak, proje kapsaminda toplanan verilerin kullanilmasi, zaman ve maddi olanaklar
distinildiginde analizler ayni ¢alisma grubu Uzerinde gergeklestirilmistir. Bu durum g¢alismanin
sinirhgini olusturmaktadir. 18 maddeden olusan Ustlin yetenekli ve zekadl g¢ocuklarin bulundugu
“Kapsayict Okul Oncesi Egitim Ortamlarinda Sinif ici Uygulamalar” élgeginin DFA sonucunda elde edilen
maddelerin hata varyanslari ile maddelerin iliskili olduklar faktore iliskin faktor yik degerleri Sekil 1'de
verilmistir.

Sekil 1’de 6lgegin g faktorli modeli ve modelde yer alan faktérler ve o faktorlere ait maddeler
arasindaki iliskiler yer almaktadir. Sekil incelendiginde, maddelerin faktor yiklerinin .43 ile .79 arasinda
degismekte oldugu gorilmektedir. DFA sonuglarina gore tim maddelere ait t degerleri anlamh
bulunmustur (p <.05). Ayrica, her bir maddeye ait hatalar ise .40 ile .81 arasinda degismektedir. Faktor
ylk degerlerinin .30 dan bliytk olmasi, hata degerlerinin .90 dan kigik olmasi ve t degerlerinin anlamh
olmasi nedeniyle, dlgcekten herhangi bir maddenin ¢ikarilmasina gerek yoktur. DFA sonucu elde edilen
uyum indeksleri goézlenen verinin 3 boyutlu olan modele iyi uyum gosterdigini degerlendirmek icin
kullanilmaktadir. Bu c¢alismada Ustlin yetenekliler icin kapsayici egitim ortamini 6lgmek amaciyla
hazirlanmis 18 maddelik 6lgege ait uyum indeksleri Tablo 4’te gosterilmistir.

Tablo 4’te yer alan degerler incelendiginde X*/ SD < 3 olmasi milkemmel uyuma isaret ederken, CFl,
NFI, NNFI degerlerinin >.90 ve RMSEA < .08 olmasi ise iyi uyuma isaret etmektedir (Kline, 2005). GFI
degerinin > .85 olmasi kabul edilebilir uyumu yansittigi séylenebilir (Jéreskog & S6rbom, 1993). Genel
olarak GFI kabul edilebilir sinirdan biraz distk degerde elde edilse de diger uyum degerleri en az iyi
uyumu yansitmaktadir. Olgege iliskin elde edilen tiim degerler birlikte yorumlandiginda ti¢c faktorli
yapiya iliskin uyumun saglandigi belirtilebilir.
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ici Ogretim Uygulamalar Olcedi”ne iliskin DFA sonuglari.

Tablo 4.

DFA Sonucu Elde Edilen Uyum lyilik indeksleri.

iyilik Uyum indeksi Deger

Xz/ SD 250.91/132=1.90
GFI .82

CFI .95

NFI .90

NNFI .94

RMSEA .07
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Olgegin Giivenirligine ve Madde Analizlerine iliskin Bulgular

Arastirmada, Ug alt faktdére ve Olgegin geneline iliskin Cronbach alfa i¢ tutarlilik katsayilari
incelenmistir. 7 maddeden olusan birinci alt faktorin guvenirligi .76; sekiz maddeden olusan ikinci alt
faktoriin guvenirligi .83; U¢ maddeden olusan Uglincu alt faktériun glivenirligi ise .80 elde edilmistir.
Ayrica, 6lcegin genelinin glvenirligi ise .88 elde edilmistir. Cronbach alfa katsayilari .70 ve lizerinde
oldugundan (Nunnually, 1978) alt faktorlerin ve 0&lgegin givenirliginin yeterli oldugu belirtilebilir.
Calismada ayrica madde test korelasyonlari hesaplanmistir. Birinci faktorde yer alan maddeler r=.32 ile
r=.59 araliginda degisen, ikinci faktorde yer alan maddeler r = .41 ile r = .68 araliginda degisen, Uglnci
faktorde yer alan maddeler ise r=.64 ile r=.67 arali§inda degisen korelasyon degerlerine sahiptirler.
Her (¢ faktorde yer alan maddelerin madde toplam test korelasyon degerleri .30’un (Buyiikoztiirk, 2010)
Uzerinde oldugundan maddelerin ilgili faktor icin amacina hizmet ettigi belirtilebilir.

Sonug ve Oneriler

Bu calismada, okul dncesi 6gretmenlerinin Ustlin yetenekli ve zekali cocuklarin bulundugu kapsayici
egitim ortamlarinda egitimsel ve 6gretimsel yaklasimlarini iceren sinif ici uygulamalarini degerlendirmek
Uzere Olcek gelistiriimesi amaglanmistir. Bu amagla, Avrupa Birligi Erasmus+ Programi Ana Eylem 2-
Stratejik Ortakliklar- Karma Okul Egitimi Projesi kapsaminda hazirlanan “Ustiin Yetenekli ve Zekal
Cocuklarin Ogretmenlerine Yonelik Stratejiler” bashkl proje dahilinde gelistirilen formdan yola cikilarak
olusturulan 6lgekte elde edilen verilerin gegerlik ve glivenirlik analizleri yapilmistir. Calismada 5’li Likert
tiriinde 22 maddeden olusan olcege gecerlik kaniti amaciyla ayni veri seti Gzerinden agimlayici ve
dogrulayici faktor analizleri yapilmistir. Agimlayici faktér analizi sonucunda g faktorli ve 18 maddeden
olusan bir yapi elde edilmistir. Uzman gorisleri ve alan yazin dogrultusunda olgegin yedi maddeden
olusan birinci faktéri “Potansiyeli Ortaya Cikarip Gelistirme”, sekiz maddeden olusan ikinci faktoriu
“Farklilastirma” ve li¢ maddeden olusan iiciincii faktérii ise “Motivasyon” olarak isimlendirilmistir. Olgek,
toplam varyansin % 44.61’ini agiklamaktadir. AFA ile elde edilen yapiya katki saglamak amaciyla DFA
analizleri de gergeklestirilmistir. AFA ve DFA’nin ayni érneklem grubu igin elde edilmesi bu ¢alismanin bir
sinirhgidir. DFA’dan elde edilen sonuglardan genel olarak modelin iyi uyum gosterdigi belirlenmistir.
Olgegin genelinin ve alt boyutlarin giivenirligi icin Cronbach alfa i¢ tutarlilik katsayisi hesaplanmistir.
Buna gore olgegin genelinin givenirligi .88 elde edilirken alt boyutlar sirasiyla .76, .83 ve .80 elde
edilmistir. Ayrica, madde analizi sonucunda her bir faktérde yer alan maddelerin ilgili faktérdeki madde
test korelasyon degerleri .30’dan yilksek elde edilmistir. Genel olarak, calismadan elde edilen
bulgulardan yola cikilarak g faktorli bir yapidan olusan olgegin gecerli ve glivenilir oldugu belirtilebilir.

“Ustiin Yetenekli ve Zekal Cocuklarin Bulundugu Kapsayici Okul Oncesi Egitim Ortamlarinda Sinif ii
Uygulamalar Olgegi” kavramsal agidan ele alindiginda, istiin yetenekli ve zekali okul dncesi dénem
cocuklarinin kapsayici egitim baglaminda tipik gelisim gosteren akranlari ile birlikte olduklari ortamlarda
o6gretmenlerin siniflarinda bu iki grup ¢ocugun gelisimsel ve egitimsel ihtiyacglarini karsilamak Uzere
uyguladiklari yaklasimlari ele alan bir dlgektir. Olgegin bu 6zelligi, daha 6nce bu konuda béyle bir calisma
yapilmamis olmasi agisindan alanda olduk¢a onemli bir gelisme olarak degerlendirilebilir. Bununla
birlikte 6lcegin faktor yapisini ortaya koyan agimlayici faktor analizi sonucunda potansiyeli ortaya gikarip
gelistirme, farkhlastirma ve motivasyon olarak isimlendirilen alt faktorlerin galismanin giris kisminda
belirtilen literatlrle de 6rtlismesi ve ¢ocuklarin sadece bilissel kazanimlarini degil duyussal kazanimlarini
da iceren bir yapiya sahip olmasi 6nemli 6zelliklerindendir.

Ulkemizde 6zellikle istiin yetenekli ve zekali okul 6ncesi dénem ¢ocuklarinin gelisimsel ve egitimsel
ihtiyaclarini onlarin akranlari ile birlikte olduklar kapsayici egitim ortamlarinda karsilamak,
potansiyellerini en Ust diizeyde gerceklestirmek en onemli egitimsel amaglardan biridir. Bu hedef
dogrultusunda kapsayici egitim ortamlarinda gorev alacak 6gretmenlerin bu cocuklar hakkinda bilgi
sahibi olmalari, egitim ortami ve Ogrenme sireglerini farklilastirirken ¢ocuklarin sadece bilissel
kazanimlarini degil duyussal kazanimlarini da dikkate almalari gerekmektedir. Bu galisma ile 6zellikle
kapsayici egitim ortamlarinda gorev yapan okul dncesi 6gretmenleri icin ayni zamanda bir yol haritasi
sunulmaya calisilmistir. Bu 6lgek daha genis 6érneklemlerdeki kapsayici egitim yapilan okul 6ncesi egitim
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siniflarinda 6gretmenlerin egitimsel ve 6gretimsel uygulamalarini gézlemlemek amaciyla uygulanabilir.
Daha buyuk yas gruplarindaki Gstiin yetenekli ve zekali gocuklarin egitim aldiklari siniflardaki 6gretimsel
uygulamalara, sinif ortamina veya sinif iklimine iliskin olarak bu 6lgege alt boyutlar eklenebilir ya da bu
konuda yeni 6lgme araglar gelistirilebilir.

Bilgilendirme

Bu ¢alisma Avrupa Birligi Erasmus+ KA2 (Okul Egitimi) programi kapsaminda yiratilmis olan, 2015-
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