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Parent Involvement in Inclusive Education Environments

Introduction

Preschool and primary school constitutes the basis for much of human life, and are periods in which children
develop rapidly in terms of their physical, personal, cognitive, language, social, and emotional characteristics.
During this process, where such critical periods are in question regarding the physical and behavioural
achievements, provision of an environment suitable for the growth and development of children, as well as the
necessary stimulants, are listed among the most critical components affecting child development (Diken, 2016).
When one considers that the majority of children’s experiences in early ages are comprised of those within the
family, the families themselves and the life content provided by families to children during the early education of
children play a determinant role in child development. The way that families approach meeting their children’s
various needs, such as love, care, health, upbringing and trust etc., may be seen as another component affecting
child development (Giiven & Efe Azkeskin, 2016). Also, families support children in learning socialisation by
being socially recognised, and contribute to their development in the direction of their interests and talents in
problem solving (Yavuzer, 2001, 2003).

Although children come into this world with specific physical, cognitive and affective characteristics, their
families help them to develop these characteristics that they were born with, and also help them to attain several
other characteristics through various learning processes. When it is considered that the first socialisation
environment of children is the family, it could be emphasised that all development areas are structured by the
first configurations made on the sense of self of the children, as well as stimulants presented by families and
educational approaches exhibited by the same. Children internalise the behaviours of family members through
various learning methods, such as modelling and imitation (Bandura, 1977), and they establish the basis for
cognitive, social, linguistic and ethical development. It is emphasised that parents and other family members
affect the personal development and social behaviours of children (Gander & Gardiner, 2010).

In view of education, the first environment in which children receive information according to their ascribed
interests and their will to search and learn, is also the family. Basic education that begins in the family from birth
continues to be strengthened with the education provided by educational institutions in society. The most
significant objective of preschool education is to prepare children of up to six years old for their life ahead. By
applying an accurate preschool education programme for achieving such an objective, it must be ensured
primarily that children get to know themselves and their families, that children recognise the characteristics of
their immediate environment, and that they are ready for their primary education (Giiler Yildiz, 2016). In other
words, both children and families are prepared for the future educational life of children during the preschool
education process.

Roles that parents assume in the education of their children do not terminate when the school period begins;
on the contrary, the importance of the role they play increases in various other dimensions (Haktanir, 1994).
Therefore, raising awareness in families regarding the education of their children from an early age is considered
one of the most fundamental variables that can positively impact on the future success of children at school
(Cagdas, Ozel, & Gonca, 2016; Hortasgu, 2003; Zepeda, Varela, & Morales, 2004).

When the literature is examined, it can be determined that school readiness levels of children are higher in
parents who become personally involved in their children’s care and education. Therefore, in order to make
children individuals who are self-confident and successful in the future, it is a prerequisite for children to
establish relations with their families, to ensure that parents are informed about preparation for starting school,
that families are aware of the requirements of children, and that families collaborate with the school and its
teachers. As a first step, teachers must assist families with measures to facilitate the orientation of children who
recently started school (Morrow, 2005; Omeroglu, Kandir, & Ersoy, 2003; Pfannenstiel & Zigler, 2007; Wright,
Stegelin, & Hartle, 2007).

Today, from a societal perspective, schools play a critical role in preparing children and youth for their future
life, and in the socialisation process, but also have a mission to provide assistance in the education of parents.
Strong and consistent relations must be established between schools and families in order to achieve all of these
points. The crucial point is that preschool and primary school age children must not be considered separately
from their families. In order to contribute to the development of children, they must be assessed together with
their families and information must also be obtained from their families as well (Bagin & Galloper, 1997; Bilgin,
2004; Haktanir, 1994; Inal, 2006; Karwowski, 1999). Furthermore, teachers and parents must observe and
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support the development and achievement of children, consolidate their learning, and share responsibilities
through collaboration between schools and families, and the participation of families in education (TUSIAD,
2005).

In the most general sense, parent involvement refers to the involvement of parents at any stage of the
education and development of their children, from birth till adulthood (National Parent Teacher Association,
2000). Considering the opinion that parents are the first instructors of children, efficient family involvement
must be supported by providing families with systematic and institutional education in order to ensure that they
are informed and aware of the development and education of their children. They should also contribute to the
education of their children, and thus ensure that the education provided at home is consistent with the education
provided at school (Omeroglu & Yasar, 2005; Tezel Sahin & Turla, 2004).

The primary aim is mainly to ensure integrity and continuity in education, in terms of the involvement of
families in preschool and primary school education, which constitutes the first steps of education and training.
Parents and teachers must endeavour to create a suitable learning environment for children. Children’s first
learning experiences, which are formed at home, support the learning initiatives at school, and thus increase the
potential of teachers to become successful in their classroom practices (Alisinanoglu, Bay, & Simsek, 2014).
Therefore, teachers must assess the family environments of children properly, and must establish contact with
the parents in order to ensure that the children receive a better level of education (Burns, Roe, & Ross, 1992, as
cited in Celenk, 2003).

As a result of several research studies conducted both in Turkey and worldwide, it can be determined that
children whose parents are included and involved become more successful throughout their educational lives
(Arnas, 2002; Caspe & Lopez, 2006; David, Arnold, Doctorraf, & Ortiz, 2008; Fantuzzo, McWayne, & Perry,
2004; Giirsimsek, Girgen, Harmanli, & Ekici, 2002; Marcon, 1999; Miedel & Reynolds, 1999; Seving &
Evirgen, 2002), and that positive changes occur particularly in the development of their social, cognitive, and
linguistic skills (Caspe & Lopez, 2006; Giirsimsek et al., 2002; Kagit¢ibasi, Sunar, Bekman, & Cemalcilar,
2005; Kiziltag, 2009; Zembat & Unutkan, 2001), and that greater positive effects occur for children with special
needs or disadvantaged children (Coley & Morris, 2002; David et al., 2008; Wells, 2006).

Regarding children with special needs, the importance of parent involvement increases even more for
talented and gifted children, who have a considerably higher level of interest in learning compared to their peers
and who have a generally wider range of interest areas. Talented and gifted children have the characteristic of
asynchronous development, which refers to the development of skills related to cognitive development as faster
than the skills of their peers in terms of other development areas (Morelock, 1992). Furthermore, they also
exhibit various other characteristics such as extreme perfectionism, hypersensitivity, emotional stress,
momentary changes in emotions, and an inability to express themselves completely or accurately in social terms
(dysfluency), internal orientation, and becoming bored rapidly etc. (Eng, 2005). Such characteristics of talented
and gifted children differentiate the role assumed by families in relation to the development of their children.

In the literature, there is scarcely any guidance prepared for families (Daglioglu & Alemdar, 2010), and it
comes to the fore as a factor that makes it difficult for families to fulfil their roles as parents. Robinson (1990)
emphasises that the references provided to families are as effective as other opportunities provided to children in
the development of their cognitive, social, emotional and motivational skills. It would make a positive effect on
children to ensure that families are aware that their children are in need of love, supervision, care, discipline, and
recognition; just like other children, in their education processes, that they must agree with the value system for
their children, and that development processes must be supported as an area of joint responsibility (Ozbay,
2013). Supportive and encouraging families with functional behaviours may be listed among several critical
factors that contribute to the development of the skills of children (Robinson, Shore, & Enersen, 2014).

It may be observed that several different types of programmes have been suggested for the education of
talented and gifted children. Although researchers have indicated that education programmes, which consist of
acceleration in particular, support the development of children more in comparison to enrichment and other
programme types, suitable obligatory events must be presented particularly to gifted and talented children at a
young age within inclusive education environments where they are together with peers of typical development,
and where they can be supported in the direction of their skills, interests and performances (Carr, 2001; Caglar,
2004; Koshy, 2002). Such practices have been endeavoured to be provided to talented and gifted children of
preschool and primary school age in Turkey, albeit limitedly. Such types of educational facilities are rarely
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provided to talented and gifted children of preschool and primary school age in Turkey due to problems
experienced in proving that such children display superior levels of performance. However, Science and Art
Centres (BILSEM), founded in 1995 for talented and gifted children of primary school age, and reference
centres, provide talented and gifted children with some education in the direction of their interests and skills that
are not part of their formal education. BILSEMs aim to improve the creativity of students through the
enrichment of curriculum in practice, and also consider students as a whole rather than separate groups.
BILSEMs create events to ensure that talented and gifted children develop in emotional and social terms as well,
as an integral part of the curriculum (Ozbay, 2013). In assessing the issue from the perspective of talented and
gifted children’s education at the preschool and primary school level in Turkey, it can be seen that the
curriculum mainly covers inclusive education practices that support the skills, interests and performances of
talented and gifted children without separating them from their peers of typical development.

Talented and gifted children fail to meet their social and mental requirements in general when they begin to
receive education/training together with their peers of typical development (Ogurlu & Yaman, 2014). In
examining the literature in this respect, it is observed that the biggest requirements of talented and gifted children
are in the direction of receiving assistance on peer relationships, emotional adaptation, social adaptation and
stress management (Moon, Kelly, & Feldhusen, 1997). Furthermore, although some research has revealed that
talented and gifted children are as balanced as their peers with typical development on social-emotional terms in
general (Neihart, Reis, Robinson, & Moon, 2002), other research reveals that they are in need of special types of
assistance on various issues such as depression, emotional intensity, hypersensitivity, feeling different from
others, perfectionism, social isolation, and social skill deficits etc. (Coleman & Cross, 2001; Cross, 2001;
Lovecky, 1993; Mendaglio, 2003; Moon et al., 1997; Neihart et al., 2002; Ogurlu & Yaman, 2014). However, if
the issue is assessed from the perspective of talented and gifted children, unless these children are allowed to
work within a group which includes children who are close to the intelligence and interest level of talented and
gifted children, when together with peers of typical development, such a situation may cause them to be left
disappointed, offended, self-isolated and develop low-level social skills (Schmitz & Galbraith, 1991). If gifted
and talented children fail to meet the high expectations of their teachers or families, they can experience various
problems such as low-level academic self-respect, performance anxiety, depression and non-conformance to the
classroom environment (McMann & Oliver, 1988).

In considering the problems that talented and gifted children experience within the context of inclusive
education, it may be asserted that they are more in need of family involvement. When assessing the issue from
the perspective of the families, it must be ensured initially that the families obtain adequate information on the
various characteristics of talented and gifted children. Parents who are aware of the emotional and social
requirements of talented and gifted children are more likely to pay attention to support their children’s cognitive
development, as well as the development of their physical and social skills (Hall & Skinner, 1980). From this
perspective, families have a critical role in encouraging talented and gifted children during in early childhood. It
is particularly important for parents to work closely with professionals and to determine goals for children by
collaborating with professionals in order to establish good relations with the children (Karnes, 1983). In the
literature, research can be found which suggests that parents and professionals are more successful in education
practices that are supported by family education programmes established to meet the requirements of the
children (Applebaum, 1998; Conroy, 1987; Davis-Simons, 1995; Hertzog & Bennett, 2004; Kurtulmus, 2010;
Sankar-DeLeeuw, 2002; Saranli & Metin, 2014; Shaughnessy & Neely, 1987; Vydra & Leimbach, 1998).

In examining the literature, it can be seen that several research studies have been conducted on family
involvement works directed towards the families of gifted and talented children (Akkanat, Gokdere, & Mutlu,
2015; Eris, Seyfi, & Hanoz, 2009; Hornby & Lafaele, 2011; Jeynes, 2005; Jolly & Matthews, 2012; Kutlu,
Gokdere, & Akkanat, 2015; Pomerantz, Moorman, & Litwack, 2007; Rivero, 2002; Rudasill, Adelson, Callahan,
Houlihan, & Keizer, 2013). However, no family involvement studies were found within the context of inclusive
education, in which talented and gifted children study together with their peers of typical development, and no
scale development studies have been made in this respect. In this context, the current study’s scale development
aims to ensure that the involvement of families within inclusive preschool and primary school education will
contribute to this field.

Method
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This study is a scale development study. In this section, there is detailed information about the study group,
the development of the form and the data analysis.

Study Group

Teachers employed at official kindergartens and/or independent kindergartens and primary schools in the
Ankara province of Turkey, who have students identified as talented and gifted or who are observed to act in
such a way by their teachers, are determined to be within the scope of the research.

As a second stage, the parents of children who study in the classes of the selected teachers were contacted. It
was stated that the form may be completed by either parent. Analyses were performed on the basis of data
obtained from 1,007 families in total. Table 1 shows the distribution of the variables of the child’s school level,
and the gender and age range of the parents, from whom data was obtained within the scope of the research.

Table 1. Distribution of Parents According to School Level, Gender, Age Range Variables of Children

Variables n %
School Level
Preschool 438 43.5
Primary 569 56.5
Gender
Female 810 80.4
Male 197 19.6
Age Range
20-30 years 152 15.1
31-40 years 652 64.7
41 + 203 20.2

As can be seen in Table 1, 56.5% of the parents have children studying at the primary school level, and
43.5% have children receiving preschool education. Also seen is that 80.4% of the forms were completed by
mothers, and that 64.7% of the respondents were aged between 31 and 40.

Development of the Form

In order to determine the status of parental involvement in education within an inclusive education
environment, families were selected where they had children receiving preschool or primary school education,
and that the children showed typical development but were considered to have the potential to be gifted and/or
who are known to be diagnosed as such. The study falls within the scope of a project titled ‘Strategies for the
Teachers of Talented and Gifted Children’, prepared under the European Union Erasmust+ Programme Main
Action 2 — Strategic Partnerships — Mixed School Education Project, in which Turkey acts as the coordinator,
and with Germany, the Czech Republic, and Italy as project partner countries.

In this context, initially an item pool was established after benefiting from interviews and a search of the
published literature. Interviews were held with six families of children of typical development, but considered to
have the potential to be gifted and/or who are known to be diagnosed as such, and receiving preschool or
primary school education, by using separately structured or semi-structured questions. Similar study groups were
established in the project partner countries (Germany, Italy, and Czech Republic), with each requested to
produce items for the item pool.

Having benefitted from the data obtained in interviews and a literature search performed on the relative field,
a draft form was prepared comprised of three sections that was created by three academic members from the
project team; one of whom works in the preschool field, and one in the field of primary school. The first section
of the form sought demographic information on the families and children. The second section of the form
contains a total of 20 five-point, Likert-type items regarding the participation of parents within inclusive
education environments. The third section of the form contains open-ended items in which families indicate their
opinions regarding the teachers’ in-class behavioural management. In addition to the project team, the draft items
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were sent to five specialists in the field who work with talented and gifted children in order to obtain their
opinions on the draft items’ capacity to represent the relative structure, as well as the intelligibility of the
statements. The form was finalised based on the feedback received from the specialists in the field, and after
seeking the opinion of an assessment specialist and a psychological consultancy and guidance specialist.

This final version of the form was applied to a total of 400 parents who had children studying in classes that
provided an inclusive education environment, in any of the four partner countries, to talented and gifted children
receiving preschool or primary school education. According to the data obtained, it was determined that no
national study could be found. In order to contribute to the relative literature, the researchers decided to
transform the Likert-type items from the second section of the form into a scale for the families of talented and
gifted children studying within an inclusive education environment.

As the first stage, items from the form were reviewed by three specialists in the field within the context of
culture specificity, and as a result of this consultation, it was decided to delete four of the items. All of the 16
remaining items contain positive statements. A Likert-type rating scale was employed in order to determine the
opinions of individuals on each item; 5 = always, 4 = frequently, 3 = usually, 2 = often, 1 = never. Data was then
obtained by applying the form to a wider group in Turkey within the scope of the current study, and the data
were

Data Analysis

Various analyses were applied in order to gather evidence for the validity and reliability of the scale, which
was established for the purpose of determining the participation level of families within an inclusive education
environment. Assumptions on erroneous values, extreme values and deficient values were examined prior to the
initiation of the analysis, and necessary corrections applied. Exploratory Factor Analysis (EFA) was made in
SPSS analysis program and Confirmatory Factor Analysis (CFA) was made in Lisrel program in order to provide
evidence for the validity of the structure of scale. Item-test correlations and t values for upper and lower group
analyses were obtained for the purpose of item analysis. Also, Cronbach’s alpha value was calculated for the
purpose of determining the reliability coefficient of the scale in terms of its internal consistency.

Findings

This section includes the validity and reliability analysis results of the “Scale of Parent Involvement in
Inclusive Education Environments”, which include talented and gifted children.

Findings on Validity of the Scale

In the literature, it is seen that it may be required to apply corrections and changes according to the results of
Exploratory Factor Analysis (EFA) in a group within a validity study of scale development studies, and then
subsequently reapply the test to a different group, followed by the application of Confirmatory Factor Analysis
(CFA) on the obtained data. However, for the current study, the study group is divided into approximately two
groups, and therefore factor analyses were performed on these groups. This situation may be considered as the
limitation of the study. In the literature there are various measures that must be satisfied in order for factor
analysis to be performed. For the current study, the measure of a sample comprised of a minimum of 300
participants (Comrey & Lee, 1992; Nunnually, 1978). In consideration of this measure, EFA was performed on
data obtained from a group that comprised 456 participants.

Children of 59% of the members of the group on whom EFA was performed, were studying in primary
schools, whereas 41% were receiving preschool education. 79% of the forms were completed by mothers, and
60.9% were completed by parents 31-40 years. Kaiser-Meyer Olkin (KMO) coefficient and Bartlett test were
calculated prior to EFA, which aims to find the factor(s) based on correlation between variables (Tabachnick &
Fidell, 2001), for the purpose of determining the suitability of data for factor analysis (Kalayci, 2005; Tavsancil,
2006). A value of .934 was obtained as a result of the KMO test. It is proven that the measure is satisfactory
since the value exceeds .50 (Kaiser, 1974). Also, chi-square value (p < .05), which was obtained as a result of the
Bartlett test, is considered as significant, or a representative of the fact that the data were obtained by
multivariate normal distribution. It was therefore determined that the sample determined for EFA was suitable
for factor analysis.
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Exploratory Factor Analysis was then performed. The relative procedure was selected in the program since it
was suitable to use Principal Axis Factoring technique during measure development studies. Two factors, whose
eigenvalues were above the value ‘1°, were obtained in the analysis. Scree plot was then examined, and it was
determined that there was only one dominating factor. After assessing the factor load values of the items, it was
determined that the difference between the factor loads of two items overlapped since it was less than .10, and
that three items gave no load in any factor. After meeting with the specialists in the field, it was decided that only
one dominating structure was suited to the form, and that five items (M1, M4, M5, M6, M11) would be excluded
from the single factor structure, and the analysis was repeated after deleting these items. The single factor
structure was obtained as a result of the analysis, and variance extracted and determined as 42.94%, which is
acceptable since it is within the range of 40-60% (Cokluk, Sekercioglu, & Biiyiikoztiirk, 2010; Tavsancil, 2006).
Factor load values related with the items are provided in Table 2.

Table 2. Factor Load Values

Item No Factorl
M10 711
M8 702
M15 .689
M14 .686
M16 .670
M12 .652
M7 .644
M2 .639
M9 .608
M3 .602
M13 591
Eigenvalue: 4.723
Explained Variance: %42.94

Upon examining Table 2, it can be seen that the factor load values of items range between .59 and .71. When
assessing the measure, it is envisaged that the load of an item in a relative factor must be a minimum of .40
(DeVellis, 2003; Field, 2005), and therefore the measure was proven to be satisfactory. From direction received
from specialist opinion and from the literature in the field, a single-factor structure comprised of 11 items (e.g.,
M9: The teacher would like me to participate in education events. M3: The teacher would inform me about the
development of my child). was finalised and named as ‘Scale of Parent Involvement Inclusive Education
Environments’.

Confirmatory factor analysis (CFA) was performed using the Lisrel program in order to assess the validity of
the single-factor structure determined by EFA, and model fit indices were obtained. CFA was performed on the
data obtained from 551 participants. Of the members of the group on whom CFA was performed, 46.18% (n =
254) were parents who had children at the preschool level, and 53.82% (n = 297) had children studying at
primary school. Of the forms, 81.6% were completed by mothers, and according to the distribution of parents by
the age variable, it was determined that 67.8% of the parents were aged 31 to 40 years. A path diagram obtained
as a result of the CFA analysis is provided in Figure 1.
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Figure 1. Path Diagram of the Scale of Parent Involvement in Inclusive Education Environments

Figure 1 shows the single-factor model of the scale and the correlations between the items of the factor.
When Figure 1 is examined, it can be observed that the factor loads of items varied between .56 and .74. The t
values of all of the items are considered as significant (p < .05), according to the results of CFA. Also, errors for
each of the items varied between .45 and .69. There was no need to delete any further items from the scale since
the factor load values are all above .40, the error values are below .90, and since the t values are significant. Fit
indices, obtained from the path diagram as a result of CFA analysis, were used to assess how good a fit the data
was for the established model. In the study, fit indices belonging to the single-factor scale were used to
determine the participation of families within the inclusive education environment for gifted children, and were
examined according to certain criteria values (Kline, 2005; Siimer, 2000).
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Table 3. Good Fitting Indices Obtained as a result of CFA

Criterion Values

Fit Indices Values
Perfect fit Good fit

RMSEA .08 <.05 <.08
X2/ sd 196.12/44 =4.45 <2.00 <3.00
GFI 91 >.95 >.90
AGFI .87 >.95 >.90
CFI .96 >.95 >.90
NFI .95 >.95 >.90
NNFI .95 >.95 >.90

As the fit values provided in Table 4 are examined, it can be seen that the values of CFI, NFI, and NNFI
represent a perfect fit, and that the values of RMSEA and GFI represent a good fit (Siimer, 2000; Kline, 2005). It
must be considered that the value of x2 is based on the size of the sample, and is slightly different to that of the
good fit limit due to x2 / SD > 3. Although the value obtained in relation with the AGFI value is below the good
fit limit, it should be emphasised that it reflects an acceptable fit (Joreskog & Sorbom, 1993) since it is
represented as .87 > .80. It is therefore stated that the fit of the single-factor structure is satisfactory in general.

Findings on the Reliability of Scale and Item Analyses

Cronbach’s alpha internal consistency coefficient related with the single-factor scale was calculated to assess
the reliability of the 11 item scale, and was found to be .89. It can therefore be stated that the scale is reliable
since the Cronbach alpha coefficient represents > .70 (Nunnually, 1978). The results of item analysis, which is
directed towards determining whether or not the items serve their purpose in measuring the characteristic that
they aim to measure, are provided in Table 4.

Table 4. ltem-test correlations

ltems Item-test correlation
M2 .682*
M3 .643*
M7 677*
M8 729*
M9 .661*
M10 JT4T7*
M12 .695*
M13 .651*
M14 713*
M15 728*
M16 .688*
*p< .05

In examining Table 4, it can be determined that the correlation values of the items are significant (p < .05),
and that they range between r = .64 and r = .75. It can therefore be stated that the items serve their purpose for
the relative factor, since the total test correlation values of the items are above .30 (Biiyiikoztiirk, 2010). Also, in
the study, the differences between the points of the upper group (27%) and lower group (27%) were examined
according to the total scale points of each item, and by unrelated samples t-test. The results of these analyses are
provided in Table 5.
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Table 5. Values of Scale Items for Upper Group (27%) and Lower Group (27%)

Items X S df t

M2 Upper Group 2.63 1.14 244 18.570*
Lower Group 4.75 0.54

M3 Upper Group 3.11 1.26 244 14.623*
Lower Group 4.87 0.42

M7 Upper Group 2.77 1.26 244 17.104*
Lower Group 4.73 0.58

M8 Upper Group 2.45 11 244 19.471*
Lower Group 471 0.65

M9 Upper Group 2.51 1.15 244 18.333*
Lower Group 4.69 0.63

M10 Upper Group 1.91 0.99 244 21.231*
Lower Group 4.43 0.87

M12 Upper Group 2.39 1.17 244 18.639*
Lower Group 4.66 0.65

M13 Upper Group 1.81 0.95 244 16.002*
Lower Group 3.99 1.18

M14 Upper Group 2.76 1.01 244 20.554*
Lower Group 4.88 0.38

M15 Upper Group 1.84 0.95 244 22.233*
Lower Group 4.46 0.91

M16 Upper Group 3.23 1.22 244 14.897*
Lower Group 4,92 0.28

*p< .05

Upon examining Table 5, it can be seen that the average points of all of the items ranges between 1.81 and
4.92. Also, the t values of all of the items range between 14.62 and 22.23, and that they are all significant (p <
.05). In consideration of all of the values related with the item analysis, it may be asserted that the items
distinguish individuals by measured characteristics.

Discussion and Conclusion

The aim of this study was to undertake a validity and reliability study on a scale developed for determining
the participation of parents in inclusive education environments at preschools and primary schools with talented
and gifted children. The researchers aspired to establish the status of parent involvement within inclusive
education environments in terms of families of children receiving preschool or primary school education who
show typical development, but who are considered to have the potential to be gifted and/or known to be
diagnosed as such. The study falls within the scope of the project title, ‘Strategies for the Teachers of Talented
and Gifted Pupils’ Teachers”, prepared under European Union Erasmus+ Programme Main Action 2 — Strategic
Partnerships — Mixed School Education Project, in which Turkey acts as coordinator, along with Germany, the
Czech Republic, and Italy as project partner countries.

For this purpose, validity and reliability analyses were performed on data obtained from a scale form which
was developed within the aforementioned project, and then applied to a broader group and then finalised based
on the expert opinion of specialists. In the first stage of the study, Exploratory Factor Analysis (EFA) was
performed using part of the data obtained from the test form, which was comprised of 16 items, and a single-
factor structure comprised of 11 items was obtained based on the analysis and from specialist opinion. The
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obtained 11 item form was then assessed in consideration of the literature in the field and the opinion of
specialists, and was named as the ‘Scale of Parent Involvement in Inclusive Education Environments’.

In the second stage of the study, Confirmatory Factor Analysis (CFA) was performed on the remainder of the
data in order to determine the fit of the obtained structure. It was determined that the scale is a good fit and is
applicable in consideration of the path analyses and goodness of fit indices obtained as a result of CFA.
Cronbach’s alpha internal consistency coefficient was calculated in order to determine the reliability of the scale,
and a value of .89 was obtained. Item-test correlations was also calculated, and it was concluded that all of the
values were above .30. Consequently, the researchers asserted that the 11 item, single-factor scale is valid and
reliable.

Upon examining the literature, and considering that participation of parents can greatly contribute to the
future life and development of children with special needs in particular (Amber, 2014; Damiani, 1996; Epstein,
1995; Ford, 1996; Hornby, 1995; Macintosh, 1990; Quigley, 2000; Steinmayr, Dinger, & Spinath, 2010), it is
considered of significant importance to inform parents and raise awareness with regards to this issue. As studies
published in the subject field were examined, it was observed that scale studies mostly focused on the diagnosis
and identification of talented/gifted children for the benefit of the families of gifted children (Gilliam, Carpenter,
& Christensen, 1996; McCarney & Anderson, 1989; Pfeiffer & Jarosewich, 2003; Pfeiffer & Petscher, 2008;
Pfeiffer, Petscher, & Kumtepe, 2008; Silverman, Chitwood, & Waters, 1986; Smith, White, Callahan, Hartman,
& Westberg, 1997). It was also seen that there are certain studies on the development or adaptation of scales for
raising the awareness of parents in order to ensure their participation in the education of their children (Can,
2009; Giirbiiztirk & Sad, 2010; Keles & Dikici Sigirtmag, 2016; Sucuoglu, 1996; Toros, 2011). However, the
current study’s researchers are of the opinion that this study will contribute to the field since no studies were
found with regards to the participation of parenst in education, and particularly within inclusive education
environments where talented and gifted children study alongside their typical development peers.

Since the level of awareness and consciousness of parents would be valuable at a critical level from the
perspective of the education and development of their children, this scale may be used to measure the awareness
levels of parents on a larger scale with regards to their participation in the educational processes of preschool and
primary school institutions in which talented and gifted children study within an inclusive education system.
Furthermore, it is undeniable that monitoring and evaluation are of significant importance in the development of
children (National Research Council, 2008), and collaboration of preschool children’s parents with teachers in
the process of assessment of the development of their children provides positive results (Chan, 2004; Olszewski-
Kubilius, Grant, & Seibert, 1994; Sabatella, 2003). In consideration of all the aforementioned issues and sub-
dimensions, which aim to encourage parents to monitor the development and achievements of their children, to
consolidate the learning of their children and to share responsibilities in this respect by collaborating with
teachers, may be added to the subject scale. The field shall continue to receive benefits thanks to new
measurement tools established as a result of such additions.
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"Ustiin Yetenekli ve Zekal Ogrencilerin Bulundugu Kapsayic1 Egitim
Ortam Aile Katillm Olcegi” Gelistirilmesi

Giris

Insan hayatinin diger dénemlerinin temelini olusturan okul éncesi ve ilkokul ¢agi ¢ocugun fiziksel, kisisel,
bilissel, dil, sosyal ve duygusal olarak hizli gelistigi donemlerdir. Pek ¢ok fiziksel ve davranigsal kazanim igin
kritik donemlerin s6z konusu oldugu bu siireclerde ¢ocugun biiyiime ve gelisimine uygun ortamin ve gerekli
uyaranlarin sunulmasi, onlarin gelisimlerini etkileyen en énemli unsurlar arasinda yer almaktadir (Diken, 2016).
Cocuklarm erken yaslardaki deneyimlerinin biiyiik bir kismnin aile ile birlikte oldugu disiiniildiigiinde, aile ve
ailenin g¢ocuk egitiminde onlara sundugu icerik ¢ocuklarin gelisimleri agisindan belirleyicidir. Cocuklarin
gelisiminde sevgi, ilgi, saglikli bakim ve giiven gibi ihtiyaglarin karsilanmasinda ailelerin ¢ocuklarina
yaklasimlart da gelisimi etkileyen bir diger unsur olarak belirtilebilir (Giiven & Efe Azkeskin, 2016). Ayrica
¢ocugun sosyal kabul goérerek toplumsallagsmay1 6grenmesinde, problem ¢ozme siirecinde ilgi ve yetenekleri
dogrultusunda gelisimine katki sunmada ailenin yardimlar1 olmaktadir (Yavuzer, 2001; 2003).

Cocuk belirli fiziksel, biligsel ve duyugsal 6zelliklerle diinyaya gelmekle birlikte iginde bulundugu aile, onun
dogumla getirdigi ozelliklerin gelistirilmesinin yaninda cesitli 6grenme siiregleriyle ona pek cok ozellik te
sunabilmektedir. Cocugun ilk sosyallesme ortaminin aile oldugu diisiiniildigiinde gocugun benlik algisina iligkin
ilk yapilandirmalarla birlikte ailenin sundugu uyaranlar ve egitsel yaklagimlar yoluyla tiim gelisim alanlarmin
yapilandirildig1 sdylenebilir. Cocuk icinde bulundugu ailedeki bireylerin davraniglarini, model alma ve taklit
etme gibi cesitli 6grenme yontemleriyle (Bandura, 1977) igsellestirmekte ve biligsel, sosyal, dil ve ahlak
gelisiminin temellerini olusturmaktadir. Cocuklarm kisilik gelisimlerini ve toplumsal davraniglarini anne-
babalarin ve diger aile iiyelerinin etkiledigi ifade edilmektedir (Gander & Gardiner, 2010).

Egitim agisindan bakildiginda ¢ocuklarin dogustan getirdikleri dogal meraklarina, arastirma ve ogrenme
isteklerine cevap bulduklari ilk ortam da yine ailedir. Dogumla birlikte ailede baglayan temel egitim, toplumdaki
egitim kurumlarinda verilen egitimle pekiserek devam etmektedir. Okul 6ncesi egitimin en genel amaci 0-6 yas
arasindaki cocuklar1 yagama hazirlamaktir. Bu amaca ulagsmak i¢in uygulanacak dogru bir okul 6ncesi egitim
programiyla ¢ocuklarin dncelikle kendilerini ve ailelerini tanimalari, yakin ¢evresinin ozelliklerini fark etmeleri
daha sonra da ilkdgretim yasantisina hazir bulunusluklarinim saglanmasi gerekmektedir (Giiler Yildiz, 2016). Bir
baska deyisle okul Oncesi egitim siireci igerisinde hem cocuklar hem de aileleri ¢ocuklarin ileriki 6grenim
yasantilarina hazirlanmaktadirlar.

Okul dénemi basladiginda anne ve babalarin ¢ocuklarinin egitiminde iistlendikleri roller sona ermemekte,
aksine farkli boyutlarda artarak devam etmektedir (Haktanir, 1994). Bu nedenle ailelerin erken yaslardan itibaren
¢ocuklarmm egitimi konusunda bilinglenmesi, ¢ocugun ilerideki okul basarisin1 olumlu etkileyen en temel
degiskenlerden biri olarak kabul edilmektedir (Cagdas, Ozel ve Gonca, 2016; Hortascu, 2003; Zepeda, Varela &
Morales, 2004).

Literatiir incelendiginde, bakim ve egitimleri ile yakindan ilgilenilen c¢ocuklarm, okula hazir olus
diizeylerinin daha yiiksek oldugu belirtilmektedir. Bu nedenle ¢ocugun ailesi ile iliskileri, anne-babanin okula
hazirlikta bilingli olmasi, ailenin g¢ocugun ihtiyaclarini bilmesi ve okulla, dgretmenle isbirligi yapmasi onun
ileriki yillarda kendine giivenen, basarili bir birey olmasi icin &n kosuldur. Ogretmenlerin okula yeni baslayan
¢ocuklar igin uyum siirecini kolaylastirici dnlemleri ailelerle birlikte almalar1 bu kosulun ilk adimidir (Morrow,
2005; Omeroglu, Kandir & Ersoy, 2003; Pfannenstiel & Zigler, 2007; Wright, Stegelin & Hartle, 2007).

Gilintimiizde toplumlar agisindan okul, bir bakima cocuk ve genglerin hayata hazirlanmalarinda ve
sosyallesme siirecinde 6nemli rol oynarken, ayni1 zamanda da anne babalarin egitimi konusunda yardimci olma
misyonu da tagimaktadir. Biitiin bunlarin gerceklestirilebilmesi i¢in okul ile aile arasinda gii¢lii ve uyumlu
iliskiler kurulmas1 gerekmektedir. Ozellikle okul dncesi egitim ve ilkokul kademedeki cocuklarm ailelerinden
ayr1 bir birey olarak goériilmemesi en temel noktadir. Cocugun gelisimine katkida bulunabilmek i¢in onu ailesiyle
birlikte ele almak ve ailesinden de bilgi edinmek gerekir (Bagin & Galloper, 1997; Bilgin, 2004; Haktanir, 1994;
Inal, 2006; Karwowski, 1999). Bununla birlikte okul ve ailenin isbirligi ve ailenin egitime katilimi sayesinde
ogretmen ile ebeveynler, cocugun gelisimini ve basarisini birlikte gézlemleyerek desteklemekte, 6grenmelerini
pekistirmekte ve sorumluluklari paylasmaktadirlar (TUSIAD, 2005).



Kapsayict Egitim Ortamu Aile Katilimi Olgegi

Aile katilimi en genel tanimi ile, anne-babalarm dogumdan yetiskinlik ¢agina kadar ¢ocuklarmin egitim ve
gelisimlerinin her evresinde yer almalari olarak ifade edilmektedir (National Parent Teacher Association, 2000).
Verimli aile katilimi ¢aligmalarinin, ¢ocuklarmn ilk egitimcilerinin anne-babalar1 oldugu goriisiinden hareketle
onlarm ¢ocuk gelisimi ve egitimi hakkinda bilgilenmeleri ve bilinglenmelerini saglayan, ¢cocuklarmin egitimine
katilmlarmni saglayici sistematik ve kurumsal bir egitim verilerek evdeki egitimin okuldakiyle uyumlu hale
gelmesini saglayan bir yaklasimla uygulanmasi gerekmektedir (Omeroglu & Yasar, 2005; Tezel Sahin & Turla,
2004).

Egitim-6gretim kademesinin ilk basamaklar1 olan okul &ncesi ve ilkokul egitiminde aile katilim1 konusunda
temel olarak egitimde bitiinligi ve devamliligi saglamak amaclanmaktadir. Anne-baba ve Ogretmenler,
¢ocuklara elverigli bir 6grenme ortami yaratabilme g¢abasi iginde olmalidirlar. Cocugun evde olusan ilk 6grenme
deneyimleri, okuldaki 6grenme girisimlerine destek saglayarak, 6gretmenin sinif i¢i uygulamalardaki basari
sansini yiikseltmektedir (Alisinanoglu, Bay & Simsek, 2014). Bu yilizden 6gretmenlerin gocugun aile ortamlarimni
iyi degerlendirmeleri ve onun daha iyi egitim alabilmesi i¢in ebeveynleriyle iletisim kurmalar1 gerekmektedir
(Burns, Roe & Ross, 1992, Akt., Celenk, 2003).

Gerek llkemizde gerekse diinyada yapilan pek ¢ok arastirma sonucunda aile katilimi ¢aligmalarma dahil
olan ¢ocuklarin okul yasantisi boyunca daha basarili olduklar1 (Arnas, 2002; Caspe & Lopez, 2006; David,
Arnold, Doctorraf & Ortiz, 2008; Fantuzzo Mcwayne, & Perry, 2004; Giirsimsek Girgen, Harmanli & Ekici,
2002; Marcon, 1999; Miedel & Reynolds, 1999; Seving & Evirgen, 2002), ozellikle sosyal, bilissel ve dil
gelisimine yodnelik becerilerinde olumlu degisimler oldugu (Caspe & Lopez, 2006; Giirsimsek vd., 2002;
Kagitcibasi, Sunar, Bekman & Cemalcilar, 2004; Kiziltas, 2009; Zembat & Unutkan, 2001) iistelik 6zel
gereksinimli veya dezavantajli c¢ocuklar iizerinde daha yiiksek diizeyde olumlu etkilere sahip oldugu
bulunmustur (Coley & Morris, 2003; David vd., 2008; Wells, 2006).

Ozel gereksinimli gocuk grubu igerisinde yagitlarindan belirgin diizeyde farkli 6grenme meraki, derinligi olan
ve ilgi alanlar1 ¢ok ¢esitli olan iistiin yetenekli ve zekdli ¢ocuklar agisindan aile katiliminin 6nemi daha da
artmaktadir. Ustiin yetenekli ve zekali ¢ocuklar, yasitlarindan biligsel gelisimle ilgili becerilerinin diger gelisim
alanlarma yonelik becerilerden daha hizli ilerlemesini iceren eszamansiz gelisim Ozelligine sahiptirler
(Morelock, 1992). Buna ilaveten asirt milkemmeliyetcilik, asir1 duyarhlik, coskusal gerginlik, anlik duygusal
degisimler ve sosyal anlamda kendini tam ve dogru bir sekilde ifade edememe (tutukluk), ice yonelme, cabuk
stkilma gibi ozellikler de sergilemektedirler (Eng, 2005). Ustiin yetenekli ve zekal ¢ocuklarin bu ozellikleri
ailenin gocuklarinin gelisimiyle ilgili roliinii de farklilastirmaktadir. Ustelik aileler icin hazirlanmis ve onlara
rehberlik edecek kaynaklarin yok denecek kadar az olmasi (Daglioglu & Alemdar, 2010) onlarin ebeveynlik
rollerini yerine getirmelerini zorlastiran bir faktdr olarak karsimiza ¢ikmaktadir. Robinson (1990) ailelere
sunulan kaynaklarin ¢ocuklarin biligsel, sosyal, duygusal ve motivasyonel gelisimlerinde ¢cocuga sunulan diger
firsatlar kadar etkili oldugunu vurgulamaktadir. Ailelerin ¢cocuklarinin egitim siireclerinde onlarin diger ¢ocuklar
gibi sevgiye, denetlenmeye, ilgiye, disipline, kabul edilmeye ihtiyaglari oldugunu, ¢ocukla deger sistemi
iizerinde anlasmalar1 gerektigini, ortak sorumluluk alarak onlarin gelisimsel siireglerinin desteklenmesi
gerektigini bilmeleri (Ozbay, 2013) cocuklara olumlu katki saglayacaktir. Ailelerin destekleyici, tesvik edici ve
islevsel davranislara sahip olmasi da cocugun yeteneklerinin gelismesinde onemli faktorlerden birkagidir
(Robinson, Shore & Enersen, 2014).

Ustiin yetenekli ve zekali ocuklarin egitimine iliskin giiniimiize kadar pek ¢ok farkl program tiirii 6nerildigi
goriilmektedir. Yapilan arastirmalar 6zellikle hizlandirmay: iceren egitim programlarinin zenginlestirme ve diger
program tiirlerine nazaran ¢ocuklarin gelisimlerini daha ¢ok destekledigini gostermekle birlikte dzellikle kiigiik
yaslardaki stiin yetenekli ve zekali cocuklar igin tipik gelisim gosteren yasitlart ile birlikte olduklari ancak
yetenek, ilgi ve performanslari dogrultusunda desteklenecekleri dahil edici egitim ortamlarinda uygun zorlayici
etkinlikler sunulmasi 6nerilmektedir (Carr, 2001; Caglar, 2004; Koshy, 2002). Tiirkiye’de de iistiin yetenekli ve
zekal ozellikle okul oncesi ve ilkokul ¢agi ¢ocuklart i¢in bu tip uygulamalar smirli da olsa sunulmaya
calisiimaktadir. Ustiin yetenekli ve zekali okul éncesi dénemdeki cocuklarm iist diizey performanslarini ortaya
koymadaki zorluklar nedeniyle tanilanmalarinda problemler yasanmasi sonucu ¢ok fazla bu tiir egitim firsatlari
sunulmazken ilkokul cagdakiler i¢in 1995 yilinda kurulan Bilim ve Sanat Merkezleri (BILSEM) ile iistiin
yetenekli ve zekal Ogrencilerin 6rgiin egitim digindaki zamanlarda ilgi ve yetenekleri dogrultusunda egitim
aldiklar1 kaynak merkezleri bulunmaktadir. BILSEM’ler, uygulamada miifredat zenginlestirmeleriyle
Ogrencilerin yaraticiliklarini gelistirmeye calismakta, ayrica 6grencileri bir biitiin olarak ele alip duygusal ve
sosyal yonden de gelismelerini saglayacak etkinlikleri miifredatla biitiinlestirmektedir (Ozbay, 2013). Tiirkiye’de
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okul 6ncesi ve ilkokul basamaginda {istiin yetenekli ve zekali ¢ocuklarin egitimi agisindan duruma bakildiginda
tipik gelisim gosteren yasitlarindan ayirmadan bu ¢ocuklarin yetenek, ilgi ve performanslarint destekleyecek
kapsayici egitim uygulamalarina daha ¢ok yer verildigi sdylenebilir.

Ustiin yetenekli ve zekali gocuklar ozellikle tipik gelisim gosteren yasitlari ile birlikte egitim aldiklari
sistemlerde egitim-Ogretim siirecine basladiklarinda genellikle kendi sosyal ve zihinsel ihtiyaglarimi
kargilayamamaktadirlar (Ogurlu & Yaman, 2014). Bu konuda yapilan ¢alismalar incelendiginde iistiin yetenekli
ve zekal gocuklarin en biiyiik ihtiyaglarinin akran iliskileri, duygusal uyum, sosyal uyum ve stres yonetimi ile
ilgili yardim almak yardim almak yoéniinde oldugu goriilmektedir (Moon, Kelly, & Feldhusen, 1997). Bununla
birlikte iistiin zekal ve yetenekli cocuklarin genel olarak sosyal-duygusal agidan tipik gelisim gosteren akranlari
kadar dengeli olduklarin1 (Neihart, Reis, Robinson, & Moon, 2002) ortaya koyan arastirma sonuglarina karsin bu
gocuklarin depresyon, duygusal yogunluk, asiri duyarlilik, digerlerinden farkli hissetme, miikemmeliyetgilik,
sosyal izolasyon, sosyal beceri yetersizlikleri gibi 6zel yardima ihtiyag duyduklarmi belirleyen galismalar da
bulunmaktadir (Coleman & Cross, 2001; Cross, 2001; Lovecky, 1992; Mendaglio, 2003; Moon, Kelly, &
Feldhusen, 1997;Neihart vd., 2002; Ogurlu & Yaman, 2014). Ancak duruma iistiin yetenekli ve zekali ¢ocuklar
tarafindan bakildiginda eger bu g¢ocuklara tipik gelisim gosteren akranlari ile birlikte olduklart zaman kadar
kendi zeka ve ilgi diizeyine yakin bir grupla ¢alisma imkanlar1 saglanmaz ise bu durum onlarda hayal kirikligina,
kiiskiinliige, kendilerini izole etmelerine ve diisiik sosyal beceriler gelistirmelerine sebep olmaktadir (Schmitz &
Galbraith, 1991). Ustiin zekali ve yetenekli &grenciler, dgretmenlerinin veya ailelerinin yiiksek beklentilerini
karsilayamadiklar1 takdirde, disiik akademik benlik saygisi, degerlendirilme kaygisi, depresyon ve smif
ortamina uyumsuzluk gibi sorunlar yasamaktadirlar (McMann & Oliver, 1988).

Ustiin yetenekli ve zekali cocuklarm kapsayict egitim baglaminda yasadiklari bu problemler dikkate
alindiginda aile katilimi ¢aligmalarma daha ¢ok gereksinim duyduklar1 sOylenebilir. Aileler agisindan
bakildiginda oncelikle ailelerin bu c¢ocuklarin degisik Ozellikleri hakkinda bilgi sahibi olmalarini saglamak
gerekmektedir. Ustiin yetenekli ve zekal kiigiik bir gocugun duygusal ve sosyal ihtiyaglarinin farkinda olan bir
ebeveyn, onun biligsel gelisimine destek olmaya 6zen gosterdigi kadar, fiziksel ve sosyal becerilerini
gelistirmeye de yardimci olacaktir (Hall & Skinner, 1980). Bu bakimdan erken ¢ocukluk dénemi igerisinde iistiin
yetenekli ve zekali gocugunu aile tegvik etmekte oldukga 6nemli bir rol oynamaktadir. Onunla iyi iliskiler
kurmak agisindan profesyoneller ile yakin ¢alismak ve cocuk icin profesyonellerle isbirligi yaparak hedefler
belirlemek ebeveynler igin Ozellikle Snemlidir (Karnes, 1983). Yapilan arastirmalarda, ebeveynler ve
profesyonellerin ¢ocugun ihtiyaglari karsilamak iizere olusturulan aile egitim programlari ile desteklenen
egitim uygulamalarinda daha basarili oldugunu gosteren kanitlar vardir (Applebaum, 1998; Conroy, 1987;
Davis-Simons, 1995; Hertzog & Bennett, 2004; Kurtulmus, 2010; Sankar-DeLeeuw, 2002; Saranli &Metin,
2014; Shaughnessy & Neely, 1987; Vydra & Leimbach, 1998).

Literatiir incelendiginde iistiin yetenekli ve zekali cocuklarin ailelerine yonelik aile katilimi ¢aligmalari ile
ilgili pek cok arastirma yapildigi goriilmektedir (Akkanat, Gokdere & Mutlu, 2015; Eris, Seyfi & Hanoz, 2009;
Hornby & Lafaele, 2011; Jeynes 2005; Jolly & Matthews, 2012; Kutlu, Gokdere & Akkanat, 2015; Pomerantz,
Moorman & Litwack, 2007; Rivero, 2002; Rudasill, Adelson, Callahan, Houlihan & Keizer, 2013). Ancak
ozellikle stiin yetenekli ve zekali ¢ocuklarm tipik gelisim gosteren yasitlari ile birlikte olduklar1 kapsayici
egitim baglaminda gerek aile katilim1 ¢alismalar1 gerekse bu konuda dlgek gelistirme ¢alismalarinin bulunmadigi
goriilmektedir. Bu baglamda kapsayict okul 6ncesi ve ilkokul ortamlarinda ailelerin egitime katilimina iliskin
olgek gelistirme galismasinin alana katki saglayacag diistiniilmektedir.

Yontem

Bu arastirma bir dlgek gelistirme ¢alismasidir. Aragtirmanin bu boliimiinde ¢alisma grubu, formun gelistirme
stireci ve verilerin analizine iliskin bilgiler sunulmustur.

Calisma Grubu

Arastirma kapsaminda Ankara ilinde 6ncelikle smiflarinda tanilanmis tistiin yetenekli ve zekali ¢ocuklar olan
ya da bu yonde gozlemleri olan resmi anasinifi ve/veya bagimsiz anaokulu ve ilkokulda goérevli olan 6gretmenler
belirlenmistir. Ikinci asamada ise bu 6gretmenlerin smiflarindaki dgrencilerin ailelerine ulasilmistir. Formun
anne ya da baba tarafindan doldurulabilecegi belirtilmistir. Arastirmada analizler toplam 1007 ailenin verisi ile
gergeklestirilmistir. Formu dolduran ebeveynlerin ¢ocuklarmin okul diizeyi, cinsiyet ve yas degiskenlerine iliskin
dagilimi Tablo 1’de sunulmustur.
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Tablo 1. Anne-Babanin Cocuklarinin Okul Diizeyi, Cinsiyeti ve Yas Araligi Degiskenlerine Gore Dagilimi

Degiskenler n %
Okul Diizeyi
Okul Oncesi 438 43.5
Ilkokul 569 56.5
Formu Dolduranin Cinsiyeti
Kadin 810 80.4
Erkek 197 19.6
Yas Arahig:
20-30 yas 152 15.1
31-40 yas 652 64.7
41 ve lizeri 203 20.2

Tablo 1 incelendiginde; anne-babalarin %56.5’inin ilkokula, %43.5’inin ise okul oncesine devam eden
¢ocuklarmm oldugu goriilmektedir. Ayrica formu dolduranm %80.4’{iniin anne ve %64.7’sinin ise 31-40 yas
araliginda oldugu belirlenmistir.

Formun Gelistirilmesi

Avrupa Birligi Erasmus + Programi Ana Eylem 2- Stratejik Ortakliklar-Karma Okul Egitimi Projesi
kapsaminda hazirlanan, Tiirkiye’nin koordinatér iilke oldugu, Almanya, Cekya ve Italya’nm ise proje ortag
iilkeler oldugu “Ustiin Yetenekli ve Zekali Cocuklarin Ogretmenlerine Yonelik Stratejiler” baslikli proje
dahilinde okul o6ncesi ve ilkokula devam eden tipik gelisim gosteren g¢ocuklarmn yani sira iistiin yeteneklilik
potansiyeli gosterdigi diisliniilen ve/veya bu konuda tani almis oldugu belirlenen ¢ocuklari bulunan ailelerin
kapsayici egitim ortamlarinda egitime katilma durumlarinin belirlenmesi amaglanmistir. Bu amagla ilk olarak
goriigmeler ve literatlir taramasindan yararlanilarak madde havuzu olusturulmasi planlanmigtir. Tiirkiye’de hem
okul 6ncesi hem de ilkokulda 6grenim goren tipik gelisim gosteren ve istiin yetenekli potansiyeli oldugu
diistiniilen ve/veya bu konuda tan1 almig ¢ocugu bulunan altisar aile ile ayr1 ayr1 yar1 yapilandirilmig sorular
yardimiyla goriismeler gergeklestirilmistir. Projenin ortag: olan Almanya, Italya ve Cekya’dan da benzer caligma
grubu ile goriismeler gergeklestirerek madde havuzu i¢in madde yazmalari istenmistir. Goriismelerden elde
edilen veriler ve ilgili alanda literatiir taramasindan yararlanilarak proje ekibinde yer alan okul dncesi alaninda
gorevli iki ve ilkokul alaninda gérevli bir toplamda ii¢ 6gretim iiyesi tarafindan {i¢ boliimden olusan taslak bir
form olusturulmustur. Formun ilk boliimiinde aile ve ¢ocuga iliskin demografik bilgiler, ikinci bdlimiinde
kapsayicit egitim ortamlarinda ailenin katilimina iliskin besli likert tipi 20 madde, {iglincii boliimde ise
ogretmenin simif i¢i davranis yonetimine iligkin ailenin goriislerini belirtecegi acik uclu maddeler yer almaktadir.
Olusturulan taslak maddeler ilgili yapiy1 temsil etme ve ifadenin anlagilabilirligi, baglaminda uzman goriisii
almak i¢in proje ekibi disinda istiin yetenekli ve zekali ¢ocuklarla c¢alisan bes alan uzmanma gonderilmistir.
Alan uzmanlarindan gelen doniitler sonucunda olusturulan forma 6lgme ve degerlendirme uzmani ile psikolojik
danismanlik ve rehberlik uzmani goriisiine de bagvurularak nihai hali verilmistir. Bu form dort iilkede okul
oncesi ve ilkokul diizeyinde iistiin yetenekli ve zekali 6grenciler i¢in kapsayici egitim ortaminda gérev yapan
ogretmenlerin siniflarinda ¢ocugu bulunan toplam 400 aileye uygulanmistir. Uygulanan formdan elde edilen
verilerden yola ¢ikilarak ulusal bir ¢alismanin mevcut olmadig: belirlenmis ve ilgili literatiire katki saglayacagi
distiniilerek, proje ekibince olusturulan formun ikinci boliimiinde yer alan likert tipi maddelerin iistiin yetenekli
ve zekali ¢ocuklarin bulundugu kapsayici egitim ortamina devam eden cocuklar1 bulunan aileler i¢in Olgege
doniistiiriilmesi karar1 alinmistir. {lk asamada formda yer alan maddeler kiiltiire 6zgiiliik baglaminda ii¢ alan
uzmani tarafindan incelenerek dort maddenin ¢ikarilmasima karar verilmistir. Formda yer alan 16 maddenin timi
olumlu ifadeler icermektedir. Bireylerin maddelere iliskin goriiglerini belirlemek iizere 5= her zaman, 4=sik sik,
3= bazen, 2= ara sira, 1= hi¢ bir zaman olacak sekilde Likert tipi derecelendirme 6l¢egi kullanilmistir. Bu
galigma kapsaminda formun Tirkiye’de daha genis bir gruba uygulanmasiyla elde edilen veriler analize dahil
edilmistir.
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Verilerin Analizi

Kapsayici egitim ortaminda ailelerin egitime katilimlarini belirlemeye yonelik olusturulan 6lgegin gecerlik ve
giivenirligine kanit olusturmak amaciyla gesitli analizler gerceklestirilmistir. Analize baglamadan once hatali
deger, ug deger ve eksik degerlere iliskin varsayimlar incelenmis ve gerekli diizeltmeler gerceklestirilmistir.
Olgegin yap1 gegerligine kanit olusturmasi amactyla SPSS programida Agimlayict Faktor Analizi (AFA) ve
Lisrel programinda Dogrulayici Faktor Analizi (DFA) gergeklestirilmistir. Madde analizleri amaciyla madde-test
korelasyonlari ile tist ve alt grup analizine iliskin t degerleri elde edilmistir. Ayrica dlgegin i¢ tutarlilik anlaminda
giivenirlik katsayisinin belirlenmesi amaciyla Cronbach alfa degeri hesaplanmustir.

Bulgular

Bu boliimde iistiin yetenekli ve zekali ¢ocuklarin bulundugu “Kapsayict Egitim Ortamlarinda Aile Katilim
Olgegi" nin gegerlik ve giivenirlik analizi sonuglar1 yer almaktadir

Olgegin Gegerligine iliskin Bulgular

Literatiirde dlgek gelistirme ¢alismalarinda gegerlik caligmast igin bir grupta agimlayici faktdr analizi (AFA)
sonuglarma gore gerekli diizeltme ve degisikliklerin gergeklestirilip sonrasinda farkli bir grup tizerinde tekrar
uygulamanin gergeklestirilip elde edilen verilere dogrulayict faktér analizi (DFA)’nin uygulanmasi istenilen bir
durumdur. Ancak bu calismada caligma grubu yaklasik olarak ikiye ayrilmis ve elde edilen gruplar iizerinde
faktor analizleri gergeklestirilmistir. Bu durum g¢alismanim bir smirligi olarak disiiniilebilir. Yine literatiirde
faktor analizinin gercgeklestirilebilmesi i¢in ¢esitli dlgiitler s6z konusu olup bu ¢alismada en az 300 kisilik
orneklem olgiitii dikkate alinmistir (Comrey ve Lee, 1992; Nunnually, 1978). Bu 6l¢iit gbz oniine alinarak AFA
456 kisilik gruptan elde edilen veriler {izerinde gerceklestirilmistir.

AFA yapilan grubun %59’unun ¢ocugu ilkokula devam etmekte olup, %41’inin ¢ocugu ise okul dncesine
devam etmektedir. Formu dolduranlarm %79’u annedir. Ayrica %60,9’unun yasi 31-40 yas araligindadir.
Degiskenler arasi iligkilere dayali olarak faktor ya da faktorleri kesfetmeyi amaglayan (Tabachnick & Fidell,
2001) AFA gerceklestirilmesinden 6nce verilerin faktdr analizine uygunlugunu belirlemek amaciyla Kaiser-
Meyer Olkin (KMO) katsayisi ve Barlett testi hesaplanmigtir (Kalayci, 2005; Tavsancil, 2006). KMO testi
sonucu 0.934 degeri elde edilmistir, bu degerin 0.50 den biiyiik olmasi1 (Kaiser, 1974) &l¢iitiin saglandiginin
gostergesidir. Ayrica verilerin ¢cok degiskenli normal dagilimdan geldiginin bir gostergesi olan Barlett testi
sonucunda edilen Ki-kare degeri anlamli (p<0.05) bulunmustur. Béylece AFA i¢in belirlenen 6rneklemin faktor
analizine uygun oldugu belirlenmistir. Verilerin faktor analizi ig¢in uygun olmasindan sonra AFA yapilmistir.
Olgek gelistirme cahigmalarnda Principal axis factoring teknigi kullanilmasi uygun olmasindan dolay
programda ilgili islem secilmistir. Analizde 6z degeri birden biiyiik iki faktor elde edilmis ancak scree plot
(yamag grafigi) incelendiginde baskin tek bir faktoriin oldugu belirlenmistir. Maddelerin faktor yiik degerlerine
bakildiginda iki maddenin faktér yiikleri arasindaki farkin 0,10 dan diisiik oldugu i¢in binisiklik gdsterdigi ve ti¢
maddenin ise higbir faktorde yiik vermedigi belirlenmistir. Alan uzmanlari ile bir araya gelinerek formda baskin
tek bir yapmin mevcut oldugu ve bu bes maddenin (M1, M4, M5, M6, M11) diger maddelerin olusturdugu tek
faktorlit yapmin diginda kalabilecegi karari verilmis ve maddeler ¢ikarilarak analiz tekrarlanmistir. Analiz
sonucu tek faktorlil yapi elde edilmis ve agiklanan varyans ise %42,94 belirlenmistir. Elde edilen varyans degeri
%40-%60 araliginda (Cokluk, Sekercioglu & Biiyilikoztiirk, 2010; Tavsancil, 2006) oldugundan kabul edilirdir.
Maddelere iliskin faktor yiik degerleri Tablo 2’de sunulmustur.
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Tablo 2. Faktor Yiik Degerleri

Madde no Faktorl
M10 711
M8 .702
M15 .689
M14 .686
M16 .670
M12 .652
M7 .644
M2 .639
M9 .608
M3 .602
M13 591
Faktor 6z degeri: 4.723
Agiklanan varyans: %42.94

Tablo 2 incelendiginde maddelerin faktor yiik degerleri .59 ile .71 araliginda degismektedir. Bir maddenin
ilgili faktordeki yiikiiniin en az .40 olmast (DeVellis, 2003; Field, 2005) olgiitii caligma kapsaminda
degerlendirildiginde bu 6lgiitin saglandigi goriilmektedir. Uzman goriisleri ve alan yazin dogrultusunda 11
maddelik (&rnegin, M9: Ogretmen egitim etkinliklerine katilmam ister. M3: Ogretmen gocugumun gelisimi ile
ilgili beni bilgilendirir.) tek faktorlii yapr “Kapsayict Egitim Ortamlarinda Aile Katilim Olgegi” olarak
isimlendirilmistir.

Acimlayic1 faktor analizi ile belirlenen tek faktorlii yapmin gegerliginin degerlendirilmesi amaciyla
dogrulayic1 faktor analizi (DFA) gerceklestirilmis ve model uyum indeksleri elde edilmistir. 551 kisiden elde
edilen veriler tizerinde DFA gerceklestirilmistir. DFA’nin gergeklestirildigi grubun %46.18 (n=254)’ini okul
oncesi diizeyde cocugu bulunan anne-babalar, %53.82 (n=297)’sini ise ilkokula giden g¢ocugu bulunan anne-
babalar olusturmustur. Formu dolduranlarin %81.6’sin1 anneler olusturmustur ve anne-babalarin yas degiskenine
gore dagilimi incelendiginde %67.8’ini 31-40 yas araliginda oldugu belirlenmistir. DFA analizi sonucu elde
edilen path diyagrami Sekil 1’de sunulmustur.

1023



Sahin, Omeroglu, Turupcu Dogan, Daglioglu, Sarici Bulut, Sabanci, Kukul, Kilig Cakmak ve Karatas

. &L M2
0. €5~ M3
0. 53 e M7
0. 57 e M2
. €5 -t Mo

0. &0 e Mléb
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Sekil 1. Kapsayici Egitim Ortamlarinda Aile Katilim Olgegi’ne Ait Path Diyagrami

Sekil 1°de dlcegin tek faktorlii modeli ve faktore ait maddeler arasindaki iliskiler yer almaktadir. Sekil 1
incelendiginde maddelerin faktor yiik degerlerinin .56 ile .74 arasinda degismekte oldugu goriilmektedir. DFA
sonuglarma gore tiim maddelere ait t degerleri anlamli bulunmustur (p<0.05). Ayrica her bir maddeye ait hatalar
ise .45 ile .69 arasinda degismektedir. Faktor yiik degerlerinin .40’dan biiyiik olmasi, hata degerlerinin .90’dan
kiiciikk olmasi ve t degerlerinin anlamli olmasi nedeniyle, 6lgekten herhangi bir maddenin ¢ikarilmasina gerek
yoktur. DFA analizi sonucunda path diyagramindan farkli olarak elde edilen uyum indeksleri verinin arastirmaci
tarafindan kurulan modele ne kadar iyi uyum gosterdigini degerlendirmek i¢in kullanilmaktadir. Bu ¢alismada
istiin yetenekliler i¢in kapsayici egitim ortamlarinda ailenin egitime katilimimi belirlemek amaciyla kullanilan
tek faktorlii 6lgege ait uyum indeksleri kriter degerlere gore (Siimer; 2000; Kline, 2005) incelenmistir.
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Tablo 3. DFA Sonucu Elde Edilen Uyum Indeksleri

. Kriterler
Uyum Indeksi Deger _
Miikemmel uyum Iyi uyum

RMSEA 0.08 <0.05 <0.08
X?/sd 196.12/44 =4.45 <2.00 <3.00

GFI 0.91 >0.95 >0.90
AGFI 0.87 >0.95 >0.90

CFI 0.96 >0.95 >0.90

NFI 0.95 >0.95 >0.90

NNFI 0.95 >0.95 >0.90

Tablo 3°te yer alan uyum degerleri incelendiginde CFI, NFI ve NNFI degerlerinin miikemmel uyuma
RMSEA ve GFI degerlerinin ise iyi uyuma isaret ettigi goriilmektedir (Siimer, 2000; Kline, 2005). X?/sd >3
olmasi nedeniyle iyi uyum sinirindan biraz farklihk gosterse de genel olarak X? degerinin érneklem biiyiikliigiine
bagl oldugu dikkate alinmalidir. AGFI degeri igin elde edilen deger iyi uyumdan diisiik elde edilse de; 0.87 >
0.80 oldugundan dolayr kabul edilebilir uyumu (Jéreskog and Soérbom, 1993) yansittigi sdylenebilir. Genel
olarak tek faktorlii yapinin veriye uyumunun saglandig: sdylenebilir.

Olgegin Giivenirligine ve Madde Analizlerine iliskin Bulgular

Aragtirmada tek faktorli olgege iliskin Cronbach alfa i¢ tutarlilik katsayisi hesaplanmis ve olgegin
giivenirligi 0.89 olarak bulunmustur. Olgege ait Cronbach alfa katsayist > 0.70 oldugundan dlcek giivenilirdir
yorumu yapilabilir (Nunnually, 1978). Calismada ayrica maddelerin 6lgmek istedigi 6zelligi 6lgmede amacina
hizmet edip etmediginin belirlenmesi i¢in madde analizi sonuglar1 Tablo 4 te sunulmustur.

Tablo 4. Madde-test korelasyonlari

Maddeler Madde-toplam test puan korelasyonlari
M2 .682*
M3 .643*
M7 B677*
M8 129*
M9 .661*
M10 JTAT*
M12 .695*
M13 .651*
M14 713*
M15 728*
M16 .688*

*p <.05

Tablo 4 incelendiginde, maddelere iliskin madde-toplam test puan korelasyon degerlerinin anlamli (p<0.05)
ve r=.64 ile r=.75 araliginda degismekte oldugu goriilmektedir. Maddelerin madde toplam test puan korelasyon
degerleri .30’un (Biiyiikoztiirk, 2010) iizerinde oldugundan maddelerin ilgili faktor i¢in amacina hizmet ettigi
sOylenebilir. Ayrica ¢alismada her bir madde i¢in toplam &lgek puanlarina gore belirlenmis olan iist (%27) ve alt
grup (%27) puanlart arasindaki farklar iligkisiz 6rneklem t testi ile incelenmis ve sonuglar Tablo 5’ de
sunulmaktadir.
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Tablo 5. Ust % 27 ve Alt % 27’ lik Gruplara iliskin t Testi Sonuglar1

Maddeler X Ss s.d t

M2 Alt Grup 2.63 1.14 244 18.570*
Ust Grup 4.75 0.54

M3 Alt Grup 3.11 1.26 244 14.623*
Ust Grup 4.87 0.42

M7 Alt Grup 2.77 1.26 244 17.104*
Ust Grup 4.73 0.58

M8 Alt Grup 2.45 1.1 244 19.471*
Ust Grup 4.71 0.65

M9 Alt Grup 2.51 1.15 244 18.333*
Ust Grup 4.69 0.63

M10 Alt Grup 191 0.99 244 21.231*
Ust Grup 4.43 0.87

M12 Alt Grup 2.39 1.17 244 18.639*
Ust Grup 4.66 0.65

M13 Alt Grup 181 0.95 244 16.002*
Ust Grup 3.99 1.18

M14 Alt Grup 2.76 1.01 244 20.554*
Ust Grup 4.88 0.38

M15 Alt Grup 1.84 0.95 244 22.233*
Ust Grup 4.46 0.91

M16 Alt Grup 3.23 1.22 244 14.897*
Ust Grup 4.92 0.28

* .05 diizeyinde anlamlidir.

Tablo 5 incelendiginde tiim maddelerin ortalama puanlarmin 1.81 ile 4.92 arasinda degismekte oldugu
goriilmektedir. Ayrica tiim maddelere iliskin t degerlerinin 14.62 ile 22.23 arasinda degistigi ve hepsinin anlaml
oldugu (p<0.05) bulunmustur. Maddelerin analizine iliskin tiim analiz sonuglari g6z oniine alindiginda

maddelerin olgiilen 6zellige gore bireyleri ayirt ettigi ifade edilebilir.
Tartisma ve Sonuc

Bu calismada okul 6ncesi ve ilkokulda istiin yetenekli ve zekali ¢cocuklarin bulundugu kapsayici egitim
ortamlarinda ailenin egitime katilimi belirlemek amaciyla gelistirilen 6lgegin gecerlik ve giivenirlik calismasmin
gerceklestirilmesi amaglanmustir.

Bu amagla Avrupa Birligi Erasmus + Programi Ana Eylem 2- Stratejik Ortakliklar- Karma Okul Egitimi
Projesi kapsaminda hazirlanan “Ustiin Yetenekli ve Zekali Cocuklarm Ogretmenlerine Yonelik Stratejiler”
baslikli proje dahilinde gelistirilen formdan yola ¢ikilarak daha genis bir gruba uygulanan ve uzman gortisleri ile
nihai hali verilen formdan elde edilen verilere gegerlik ve giivenirlik analizleri yapilmistir. Calismanin ilk
asamasinda 16 maddeden olusan deneme formundan elde edilen verilerin bir kismi kullanilarak agimlayici faktor
analizi gerceklestirilmis ve analiz sonuglari ve uzman goriisleri ile 11 maddeden olusan tek faktorlii bir yapi elde
edilmistir. Elde edilen 11 maddelik form alanyazin ve uzman goriisleri ile birlikte degerlendirilerek ‘“Kapsayici
Egitim Ortam1 Aile Katilim Olgegi” olarak isimlendirilmistir. Calismanin ikinci asamasinda ise elde edilen
yapiya iliskin uyumu belirlemek amaciyla verilerin kalan diger kismi kullanilarak dogrulayici faktoér analizi
gergeklestirilmistir. Dogrulayici faktor analizi sonucunda elde edilen path analizleri ve uyum iyiligi indeksleri
birlikte yorumlandiginda elde edilen bu olgegin iyi uyum gosterdigi ve uygulanabilir oldugu belirlenmistir.
Olgegin giivenirligini belirlemek amaciyla Cronbach alfa i¢ tutarlihk katsayis1 hesaplanmis ve 0.89 degeri elde
edilmigtir. Ayrica maddelerin madde- test korelasyonlar1 hesaplanmis ve tiim degerlerin .30’dan biiyiik oldugu
elde edilmistir. Sonug olarak tek faktorli ve 11 maddelik dlgegin gegerli ve giivenilir oldugu belirtilebilir.
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Literatiir incelendiginde aile katiliminin 6zellikle de 6zel gereksinimli gocugun gelecekteki yasantisina ve
gelisimine 6nemli katkilar1 oldugu disiiniildiigiinde (Amber, 2014; Damiani, 1996; Epstein, 1995; Ford, 1996;
Hornby, 1995; Maclntosh, 1990; Quigley, 2000; Steinmayr, Dinger & Spinath, 2010) bu konuda ailelerin
bilgilendirilmesi ve bilinglendirilmesinin olduk¢a 6nemli oldugu bir gercektir. S6z konusu alanla ilgili yapilan
calismalar incelendiginde {istiin yetenekli g¢ocuklarin ailelerine yonelik ozellikle iistiin yetenekli/zekal
¢ocuklarin tanilanmasi ve tanimlanmasina yonelik 6lgek calismalarmin agirlikta oldugu goriilmiistiir (Gilliam,
Carpenter & Christensen, 1996; McCarney & Anderson, 1989; Pfeiffer & Jarosewich, 2003; Pfeiffer & Petscher,
2008; Pfeiffer, Petscher, & Kumtepe, 2008; Silverman, Chitwood, & Waters, 1986; Smith, White, Callahan,
Hartman, Westberg, 1997). Alanyazin incelendiginde ailelerin g¢ocuklarmin egitimine katilimma yonelik
bilinglendirilmelerini saglayacak bazi 6l¢ek gelistirme veya adapte etme (Can, 2009; Giirbiiztirk & Sad, 2010;
Keles & Dikici Sigirtmag, 2016; Sucuoglu, 1996; Toros, 2011) c¢aligmalarinin oldugu goriilmiistiir. Ancak
ozellikle istiin yetenekli ve zekali gocuklarin tipik gelisim gosteren yasitlari ile birlikte olduklar1 kapsayici
egitim uygulamalarinda ailelerin egitime katilimlarma yonelik bir ¢alisma olmamasi s6z konusu g¢aligmanin
alana katki saglayacagini diisiindiirmektedir.

Ailelerin biling ve farkindalik diizeylerinin, ¢ocuklarmin egitim ve gelisimleri acisindan kritik deger
tagiyacagindan, bu dl¢ek daha genis 6rneklemlerdeki iistiin yetenekli ve zekali ¢ocuklarin dahil oldugu kapsayici
egitim yapilan okul 6ncesi egitim kurumlarmnda ve ilkokullarda ailelerin ¢ocuklarin egitim-6gretim siirecine
katilmalar1 konusundaki biling diizeylerini 6lgmek icin kullanilabilecektir. Tiim bunlarla birlikte ¢ocuk
gelisiminde izleme degerlendirmenin 6nemi (National Research Council, 2008) yadsmamayacak bir gergektir ve
okul 6ncesi donem ailelerinin de ¢ocuklarinin gelisimlerinin degerlendirilmesi siirecinde dgretmenlerle isbirligi
yapmalarmm olumlu sonuglar1 vardir (Chan, 2004; Olszewski-Kubilius, Grant & Seibert, 1994; Sabatella, 2003).
Tim bunlar goéz oniine bulunduruldugunda s6z konusu Olgekte ailelerin ¢ocuklarin gelisimini ve basarisini
gozlemlemelerine ogrenmelerini pekistirmelerine ve de dgretmenle isbirligi yaparak bu anlamda sorumlulugu
paylagmalarima yonelik alt boyutlar eklenebilecektir. Tiim bu eklemeler sonucunda olusan yeni 6lgme araglari
ile de bu alana katki saglamaya devam edilecektir.

1027



Sahin, Omeroglu, Turupcu Dogan, Daglioglu, Sarici Bulut, Sabanci, Kukul, Kilig Cakmak ve Karatas

References

Akkanat, N., Gokdere, M. & Mutlu, C.(2015). Gifted children's parent's involvement level and their attitude
towards regular school. Multidisciplinary Academic Conference on Education, Teaching and E-Learning,
1(1), 1-11., Doi: 10.1155/2011/915326, Prag

Alisinanoglu, F., Bay, D. N. & Simsek, O. (2014). Okul 6ncesi egitimde okul aile isbirligi 6lgeginin gegerlik ve
giivenirlik c¢aligmasi [The reliability and validity study of parent-school collaboration in preschool
edcucation]. 4hi Evran Universitesi Kirsehir Egitim Fakiiltesi Dergisi (KEFAD), 15(1) 1-13.

Amber, W.(2014). Assessing the perceptions of giftedness in parents of culturally and linguistically diverse
students. Electronic Theses and Dissertations. 679. https://digitalcommons.du.edu/etd/679

Applebaum, A. S. (1998). Learning to parent the gifted child: Development of a model parenting program to
prevent underachievement and other related emotional difficulties in gifted children. Unpublished
doctoral thesis, Widener University, USA.

Arnas, Y. A. (2002). Okul oncesi egitim kurumlarinda okul-aile isbirligi caligmalari ile anne-baba egitim
programi1 uygulamalar1 [Parent school collaboration studies and parent education program applications in
preschools]. Cukurova Universitesi Egitim Fakiiltesi Dergisi, 2(22), 31-41.

Bagin, D. & Galloper, D. R. (1997). The School and Community Relations. 7th edition. USA: A Pearson
Education Company.

Bandura, A. (1977). Social learning theory, Upper Saddle River, NJ: Prentice Hall.
Bilgin, A. H. N. (2004). Cocuk Ruh Saglig:. istanbul: Morpa
Biiytikoztiirk, S. (2010). Sosyal bilimler igin veri analizi el kitabi. Ankara: PegemA

Can, B. (2009). [lkogretim programinin uygulanmasi siirecinde velilerin katilimlar ve okula iliskin
tutumlari[The parent involvement and their attitudes during primary school program application].
Unpublished Master’s thesis. Osmangazi University, Eskisehir.

Carr, M. (2001) Assessment in early childhood settings. London: Sage.

Caspe, M. & Lopez, M. E.(2006). Family involvement in early childhood education. Howard Family Research
Project no:1 in A series.

Chan, D. W. (2004). Multiple ntelligences of Chinese gifted students in Hong Kong: perspectives from
students, parents, teachers, and peers. Roeper Review, 27(1), 18-24.

Coleman, L. & Cross, T. (2001). Being gifted in school: An introduction to development, guidance, and
teaching. Waco, TX: Prufrock Press.

Coley, L. R. & Morris, E.J.(2003). Comparing fathet and mother reports of father involvement among low
income minority families. Boston Collage. Ed. 458345 (ERIC).

Comrey, A. L. & Lee, H.L.(1992). A first course in factor analysis, Hillsdale, New Jersey: Erlbaum.

Conroy, E. H. (1987). Primary prevention for gifted students: A parent education group. Elementary School
Guidance and Counseling, 22(2), 110-116.

Cross, T.L. (2001). Social/Emotional needs: Gifted children and Erikson's Theory of psychosocial. Gifted Child
Today, 24(1) 54-55.

Cagdas, A., Ozel, E. & Gonca, A. S. (2016). Ilkokul baslangicinda velilerin aile katilim diizeylerinin incelenmesi

1028


https://digitalcommons.du.edu/etd/679

Kapsayict Egitim Ortamu Aile Katilimi Olgegi

[Investigating parent involvement at beginning of primary school]. Egitimde Kuram ve Uygulama, 12(4),
891-908.

Caglar, D. (2004). Ustiin zekali cocuklarm egitim modelleri. Secilmis makaleler kitabi 1. Tiirkiye Ustiin
Yetenekli Cocuklar Kongresi. Istanbul: Cocuk Vakfi Yayinlari.

Celenk, S. (2003) Okul basarisinin 6n kosulu: okul aile dayanismasi [The prerequisite for school success: Home-
school cooperation]. /lkogretim-Online, 2 (2), 28-34.

Cokluk, O., Sekercioglu, G. & Biiyiikoztiirk, S. (2010). Sosyal bilimler icin ¢ok degiskenli istatistik. SPSS ve
LISREL uygulamalar:. Ankara: Pegem Akademi.

Daglioglu, H. E. & Alemdar, M. (2010). Ustiin yetenekli bir cocugun ebeveyni olmak [Being the parent of a
gifted child] Kastamonu Egitim Dergisi, 18(3), 849-860.

Damiani, V. B. (1996). The individual family support plan: a tool to assist special populations of gifted learners.
Roeper Review, 18(4), 293-297.

David, H., Arnold, A., Doctorraf G., & Ortiz, C. (2008). Parent involvement in preschool; Predictors and the
relation on involvement to preliteracy development. School Psychology Review, Preguest.37(1), 74-90.

Davis- Simons, J. M. (1995). The effects of parenting workshops on the attitudes and reported behaviors of
parents of gifted black and Latino primary grade students. Unpublished Doctoral dissertation, Columbia
University Teachers College.

DeVellis, R. (2003). Scale development: theory and applications (2nd ed.). Thousand Oaks, CA: Sage
Diken, 1. H. (2016). Erken cocukluk egitimi, Ankara: PegemA.
Eng, M. (2005). Ustiin beyin giicii gelisim ve egitimleri. Ankara: Giindiiz Egitim ve Yaymcilik.

Eris, B., Seyfi, R., & Hanoz, S. (2009). Perceptions of parents with gifted children about gifted education in
Turkey. Gifted and Talented International, 23(1), 55-65.

Epstein, J. L. (1995). School/family/community partnerships: Caring for the children we share. Phi Delta
Kappan, 76, 701-712

Fantuzzo, J., McWayne, C., & Perry, A. M. (2004). Multiple dimensions of family involvement and their
relations to behavioral and learning competencies for urban, low income children. School Pyschology
Review, 33(4), 467-480.

Field. A. (2005). Discovering statistics using SPSS(2nd ed.). London: Sage

Gander, M. J. & Gardiner, H. W. (2010). Cocuk ve ergen gelisimi, (A. Dénmez, N. Celen, B. Onur, Trans),
Ankara: Imge Kitabevi.

Gilliam, J.E., Carpenter, B.O. & Christensen, J.R. (1996). Gifted and talented evaluation scales. Prufrock Press;
Waco, TX.

Giiler Yildiz, T. (2016). Okul 6ncesi egitimde ailenin 6nemi ve okul aile isbirligi. Gelengiil Haktanir (Ed.) Okul
oncesi egitime giris. (9 th ed). Ankara: PegemA.

Giirbiiztiirk, O. & Sad, S.N. (2010). Turkish parental involvement scale: validity and reliability studies. Procedia
Social and Behavioral Sciences, 2, 487-491.

Giirsimsek, 1., Girgen, G., Harmanli, Z. & Ekici, D. (2002). Cocugun egitiminde aile katilimmin énemi (Bir pilot
calisma) [The importance of parent involvement in child’s education: A pilot study]. Erken Cocukluk

1029



Sahin, Omeroglu, Turupcu Dogan, Daglioglu, Sarici Bulut, Sabanci, Kukul, Kilig Cakmak ve Karatas

Gelisimi ve Egitimi Sempozyumu (S. 262-274). Ankara: Kok.

Giiven, G. & Efe Azkeskin, K. (2016). Erken ¢ocukluk egitimi ve okul éncesi egitim. 1. H. Diken (Ed), Erken
cocukluk egitimi (pp 1-55). Ankara: PegemA.

Haktanir, G. (1994). Cocugun ruh sagliginda aile ve okulun énemi [The importance of familie and school for
mental health of the child]. Okul Oncesi Egitimi, 26(47), 9-14.

Hall, E. G., & Skinner, N. (1980). Somewnhere to tam: Strategies for parents of gifted and talented children. New
York: Teachers College Press.

Hertzog, N.B. & Bennett, T. (2004). In whose eyes? Parents’ perspectives on the learning needs of their gifted
children. Roeper Review, 26(2), 96-104.

Hornby, G. (1995). Working with parents of children with special needs. London: Cassell.

Hornby, G., & Lafaele, R. (2011). Barriers to parental involvement in education: An explanatory model.
Educational Review, 63(1), 37-52.

Hortascu, N. (2003). Cocuklukta iliskiler ana baba, kardes ve arkadaslar. Ankara: imge Kitabevi.

Inal, G. (2006). Ogretmenlerin anaokullart ile simiflarindaki programlara ailelerin katihmi konusundaki
goriislerinin degerlendirilmesi (Afyon ili 6rnegi) [Evaluation of teacher’s views about the parent’s
involvement to the programs in kindergartens and nursery schools in Afyon]. Unpublished Master’s
thesis. Hacettepe University, Ankara.

Jeynes, W.H. (2005). A meta-analysis of the relation of parental involvement to urban elementary school student
academic achievement.Urban Education,40(3), 237-269.

Jolly, J. L. & Matthews, M. S.. (2012). A critique of the literature on parenting gifted learners, Journal for the
Education of the Gifted, 35(3), 259-290.

Joreskog, K. G. & Sorbom, D. (1993). LISRELS: Structural equation modeling with the SIMPLIS command
language. Hillsdale, NJ: Erlbaum.

Kagiteibasi, C., Sunar, D., Bekman, S. & Cemalcilar, Z. (2005). Erken miidahalenin erigkinlikte siiren etkileri.
Erken destek projesi’nin ikinci takip arastirmasi’mn on bulgulari  [Continung effects of early
intervention in adult life. Preliminary findings of Turkish early enrichment project second follow-up
study]. Anne-Cocuk Egitim Vakfi Arastirma Raporu. https://acev.org/wp-
content/uploads/2017/11/erken_mudahalenin_-eriskinlikte suren_etkileri.pdf.

Kaiser, H. F. (1974). An index of factorial simplicity. Psychometrika, 39(1), 31-36
Kalayct, S. (2005). SPSS uygulamali ¢ok degiskenli istatistik teknikleri. Ankara: Asil

Karnes, M. B.(Ed.) (1983). The underserved: Our young gifted children. Reston, VA: ERIC Clearinghouse on
Handicapped and Gifted Children. (ERIC Document reproduction service no. ed235645)

Karwowski, M. (1999). Continuity for success: Transition planning guide. National PTA, Chicago, IL: National
Head Start Association. (ED 433950).

Keles, O. & Dikici Sigirtmag, A. (2016). Validity and reliability study of identifying parent involvement
strategies scale for preschool teachers.
Eurasian Academy of Sciences Eurasian Education & Literature Journal, 6, 49-58.

Kiziltas, E. (2009). Okul oncesi egitimde uygulanan aile katilim ¢alismalarinin 5-6 yas grubu ¢ocuklarin dil
becerilerinin gelismesine etkisi [The effects of the parent involvement applications in preschool on

1030


https://acev.org/wp-content/uploads/2017/11/erken_mudahalenin_-eriskinlikte_suren_etkileri.pdf
https://acev.org/wp-content/uploads/2017/11/erken_mudahalenin_-eriskinlikte_suren_etkileri.pdf

Kapsayict Egitim Ortamu Aile Katilimi Olgegi

language development of 5-6-year-olds]. Unpublished Master’s thesis. Atatiirk University, Erzurum.
Kline, R. B. (2005). Principles and practice of structural equation modeling (2"ed.). New York.
Koshy, V. (2002). Teaching gifted children 4-7. London: David Fulton..

Kurtulmus, Z. (2010). Bilim ve Sanat merkezine devam eden iistiin yetenekli ¢ocuklarin ailelerine verilen
bilgisayar temelli egitimin aile bireylerinin aile iliskilerini algilamalarina ve ¢ocuklarin
miikemmeliyet¢ilik diizeylerine etkisinin incelenmesi [Investigation of the effects of the computer based
family education program applied to the families with gifted children who attend the science and art
center on the perceptions of family memebers to family relations and perfectionism level of children].
Unpublished Doctoral dissertation. Gazi University, Ankara.

Kutlu, C., Gokdere, M. & Akkanat, N. (2015). Turkish gifted children’s parents’ involvement. Multidisciplinary
Academic Conference on Education, Teaching and E-learning 1(1), 1-10., Doi: 10.1155/2011/915326:
Prag

Lovecky, D. V. (1993). The quest for meaning: Counseling issues with gifted children and adolescents. In L. K.
Silverman (Ed.), Counseling the Gifted and Talented (pp. 29-50). Denver: Love Publishing.

Marcon, R. (1999). Differential impact of preschool models on development and early learning of inner-city
children: A three cohort study. Developmental Psychology, 35(2), 358-375.

McCarney, S.B. & Anderson, P.D.(1989). Gifted Evaluation Scale. 2nd ed Hawthorne Educational Services;
Columbia, MO: Hawthorne Educational Services.

McMann N. & Oliver R., (1988). Problems in families with gifted children: implications for coun-selors.
Journal of Counseling & Development 66(6,), 275-278.

Mendaglio, S. (2003). Heightened multifaceted sensitivity of gifted students: implications for
counseling. Journal of Secondary Gifted Education, 14(2), 72-82.

Miedel, W. T. & Reynolds, A. J. (1999). Parent involvement in early intervention for disadvantaged children:
Does it matter? Journal of School Psychology, 37(4), 379-402.

Moon S. M., Kelly K. R. & Feldhusen J. F. (1997). Specialized counseling services for gifted youth and their
families: A needs assessment. Gifted Child Quarterly, 41(1), 16-25.

Morelock, M. (1992). Giftedness: The view from within. Understanding Our Gifted, 4(3), 1, 11-15.
Morrow, L. M. (2005). Literacy development in the early years. (5"Edition). USA: Pearson Education.

National Parent Teacher Association, (2000). Building successful partnership: a guide for developing parent and
family iznvolvement programs. Bloomington, Indiana: National Educational Service Publishing.

National Research Council (2008). Early childhood assessment: why, what, and how. Washington, DC: The
National Academies Press. https://doi.org/10.17226/12446.

Neihart, M., Reis, S. M., Robinson, N. M., & Moon, S. M. (2002). The social and emotional development of
gifted children: What do we know? Waco, TX: Prufrock Press.

Nunnually, J.C. (1978). Psychometric testing. New York: McGraw-Hill.

Ogurlu, U. & Yaman, Y. (2014). Ebeveynlerin iistiin zekali ve yetenekli cocuklartyla ilgili rehberlik ihtiyaglar:
[Guidance needs of gifted and talented children’s parents] Tiirk Ustiin Zekd ve Egitim Dergisi, 3(2) 81-
94.

1031



Sahin, Omeroglu, Turupcu Dogan, Daglioglu, Sarici Bulut, Sabanci, Kukul, Kilig Cakmak ve Karatas

Olszewski-Kubilius, P., Grant, B., & Seibert, C. (1994). Social support systems and the disadvantaged gifted: A
framework for developing programs and services. Roeper Review, 17(1), 20-25.

Omeroglu, E., & Yasar, M. C. (2005). Okul 6ncesi egitim kurumlarinda ailenin egitime katilimi [Parent
involvement in pre-schools]. Bilim ve Aklin Aydinliginda Egitim Dergisi, 62.

Omeroglu, E., Kandir, A., & Ersoy, O. (2003). Yillik plan érnekleri ve aile katilimi ¢alismalar. Morpa
Yayinlart: Istanbul.

Ozbay, Y. (2013). Ustiin yetenekli cocuklar ve aileleri. Ankara: Aile ve sosyal politikalar Bakanlig1 yaymlar

Pfannenstiel, J. & Zigler, E. (2007). The parents as teachers program: Its impact on school readiness and later
school achievement. St. Louis: Parents as Teachers National Center.

Pfeiffer, S.I. & Jarosewich, T. (2003). Gifted rating scales. San Antonio, TX: The Psychological Corporation

Pfeiffer S.1. & Petscher, Y.(2008). Identifying young gifted children using the Gifted Rating Scales-
Preschool/Kindergarten Scale. Gifted Child Quarterly,52, 19-29. doi: 10.1177/0016986207311055

Pfeiffer, S.1., Petscher, Y. & Kumtepe, A. (2008).The gifted rating scales-school form: a validation study
based on age, gender, and race. Roeper Review.30(2), 140-146. doi: 10.1080/02783190801955418

Pomerantz, E.M., Moorman, E. A. & Litwack, S. D. (2007). The how, whom and why of parents’ involvement
in children’s academic lives: More is not always better. Review of Educational Research,77(3), 373-410.

Quigley, D. D. (2000). Parents and teachers working together to support third grade achievement: Parents as

learning partners. Paper presented at the 81 Annual Meeting of the American Educational Research
Association, New Orleans: LA.

Renzulli, J.S., Smith, L.H., White, A.J., Callahan, C.M., Hartman, R.K. & Westberg, K.I.. Scales for rating the
behavioral characteristics of superior students. Mansfield, CT: Creative Learning Press:

Rivero, L. (2002). Creative home schooling for gifted children: a resource guide. Scottsdale, AZ: Great
Potential Press.

Robinson, A., Shore, B. M. & Enersen, D. L. (2014). Ustiin zekalilar egitiminde en iyi uygulamalar (H. Ogurlu
& F. Kaya, Trans./Eds), Ankara: Nobel.

Robinson, N. M. (1990). Parents and the development and education of gifted students, Fundamentals of gifted
education considering multiple perspectives (C. M. Callahan & H. L. Hertberg-Davis, Eds.). UK:
Routledge.

Rudasill, K. M., Adelson, J. L., Callahan, C. M., Houlihan, D. V., & Keizer, B. M. (2012). Gifted students’
perceptions of parenting styles: Associations with cognitive ability, sex, race, and age. Gifted Child
Quarterly, 57(1), 15-24.

Sabatella, M. L. (2003). Role of programs: Relationships with parents, schools, and communities. In J. F.
Smutny

(Ed.), Designing and developing programs for gifted students (pp. 119-128). Thousand Oaks, CA:
Corwin Press.

Sankar-DelLeeuw, N. (2002). Gifted preschoolers: Parent and teacher views on identification, early admission,
and programming. Roeper Review, 24(3), 172-177.

1032


https://dx.doi.org/10.1177%2F0016986207311055
https://www.ncbi.nlm.nih.gov/pubmed/?term=Pfeiffer%20SI%5BAuthor%5D&cauthor=true&cauthor_uid=26366036
https://www.ncbi.nlm.nih.gov/pubmed/?term=Petscher%20Y%5BAuthor%5D&cauthor=true&cauthor_uid=26366036
https://www.ncbi.nlm.nih.gov/pubmed/?term=Kumtepe%20A%5BAuthor%5D&cauthor=true&cauthor_uid=26366036
https://dx.doi.org/10.1080%2F02783190801955418

Kapsayict Egitim Ortamu Aile Katilimi Olgegi

Saranli, A. G. & Metin, E. N. (2014). SENG {istiin yetenekliler aile egitimi modelinin iistiin yetenekli ¢ocuklar
ve ailelerine etkileri [The effects of the SENG parent education model on parents and gifted children].
Egitim ve Bilim Dergisi, 39(175), 1-13.

Schmitz, C. C., & Galbraith, J. (1991). Managing the social and emotional needs of the gifted. Melbourne:
Hawker Brownlow Education.

Seving, M. & Evirgen, S. (2002). Kiiciikgekmece Okul Oncesi Egitim Merkezinde verilen okul destekli anne
egitim programmim anneler iizerindeki etkileri [The effects of mother education program in
Kiigiik¢ekmece Preschool on mothers |. OMEP Diinya Konsey Toplantisi ve Konferanst Bildiri Kitab, 2,
Ankara: Ya-Pa.

Shaughnessy, M.F. & Neely, R. (1987). Parenting the prodigies: What if your child is highly verbal or
mathematically precocious? Creative Child and Adult Quarterly, 12(1), 7-20.
Silverman, L. K., Chitwood, D. G., & Waters, J. L. (1986). Young gifted children: Can parents identify
giftedness? Topics in Early Childhood Special Education, 6(1), 23-38.
Steinmayr, R., Dinger, F. C. & Spinath, B. (2010). Parents' education and children's achievement: The role of
personality. European Journal of Personality, 24(6), 535 550.
Sucuoglu, B. (1996). Kaynastirma programlarinda anne-baba katilimi. Ozel Egitim Dergisi, 2(2), 25-43.

Siimer, N. (2000). Yapisal esitlik modelleri. Temel kuramlar ve 6rnek uygulamalar. Tiirk Psikoloji Yazilari, 3(6),
49-74.

Tabachnick, B.G. & Fidell, L.S. (2001). Using multivariate statistics. Needham Heights: Allyn & Bacon, Inc.
Tavsancil, E. (2006). Tutumlarin ol¢iilmesi ve SPSS ile veri analizi. Ankara: Nobel.

Tezel Sahin, F., & Turla, A. (2004). Okul &ncesi egitim kurumlarinda yapilan aile katilim g¢alismalarinin
incelenmesi. In H. Gelengiil & G. Tiilin (Eds.), Tiirkiye Okul Oncesi Egitimini Gelistirme Dernegi OMEP
Diinya Konsey Toplantisi ve Kongresi Bildiri Kitabi. C Parents’ education and children’s achievement:
The role of personality. European Journal of Personality, 24(6), 535-550

Toros, F. (2011). Aile katilimimin genel egitim suniflarindaki ozel gereksinimli 6grencilerin okuma becerileri ile
annelerin ilkogretim okulundan memnuniyetleri tizerindeki etkisi [The effect of parent involvement both
on the reading skills of the students with special needs in general education classrooms and satisfaction
of mothers with elemantary schools]. Unpublished Master thesis, Ankara University, Ankara.

TUSIAD, (2005). Dogru Baslangi¢: Tiirkive'de Okul Oncesi Egitim. Istanbul: Yaym No. TUSIAD-T/2005-
05/396.

Vydra, J., & Leimbach, J. (1998). Planning curriculum for young gifted children. In J. F. Smutny (Ed.), The
young gifted child: Potential and promise, an anthology (pp. 462-475). Cresskill, NJ: Hampton Press.

Wells, S. P. (2006). Foster parents and parental involvement in the education of children in foster care. Doctoral
dissertation. The University of Oklahoma Graduate Collage, Oklahoma.

Wright, K., Stegelin, D. A. & Hartle, L. (2007). Building family, school, and community partnerships. (3rd ed),
New Jersey: Pearson Education,

Yavuzer, H. (2001). Cocuk ve sug, istanbul: Remzi Kitabevi.
Yavuzer, H. (2003). Ana-Baba ve ¢ocuk, istanbul: Remzi Kitabevi.

1033



Sahin, Omeroglu, Turupcu Dogan, Daglioglu, Sarici Bulut, Sabanci, Kukul, Kilig Cakmak ve Karatas

Zembat. R. & Unutkan, O. (2001). Cocugun sosyal gelisiminde aile katilimi. Istanbul: Ya-Pa.

Zepeda, M., Varela, F. & Morales, A. (2004). Promoting positive parenting practices through parenting
education. In: N. Halfon, T. Rice & M. Inkelas (Eds.), Building state early childhood comprehensive systems
Series, No: 13. National Center for Infant and Early Childhood Health Policy.

1034



